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ABSTRACT 

Teacher Self-Efficacy in Novice Job-Embedded Practitioners 

by 

Shay Michael Shannon 

Each year, thousands of novice teachers are hired, and within a few years, many of these teachers 

decide to leave the profession. Job-embedded practitioners, teachers who have yet to fulfill their 

academic requirements at their universities to become fully licensed teachers and are taking an 

alternative route to obtain their teaching licenses, comprise a large proportion of those novice 

teachers. Local and state school districts spend thousands of dollars trying to recruit new teachers 

to balance high attrition rates. With current teacher shortages nationwide, schools must find 

novel mechanisms to combat teacher attrition, rather than constantly hiring new teachers to fill 

vacancies. Increasing teachers’ sense of self-efficacy is vital to reducing the high rate of 

turnover. The purpose of this qualitative study was to examine the perceptions of novice teachers 

who are job-embedded practitioners on how prepared they were for employment and how well 

they believe they are currently doing. Understanding and increasing new teacher efficacy are 

essential for school districts nationwide. To address this purpose, individual interviews with 10 

novice job-embedded practitioners were conducted. These interviews were transcribed and 

analyzed using thematic analysis. The novice job-embedded practitioners interviewed in this 

study described their teaching self-efficacy as a work in progress and highlighted key barriers 

and facilitators to their self-efficacy. They also described benefits and drawbacks of their teacher 

preparation programs, highlighting curriculum changes that would significantly enhance their 

self-efficacy.  
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Chapter 1. Introduction 

Attrition and burnout among teachers are at an all-time high due to unprecedented 

demands (Jennings, 2020). As a result, the United States is experiencing a significant teacher 

shortage (Bryner, 2021) that has been persistent and prevalent throughout the 2000s (Stucher et 

al., 2016). However, in the last five years, the frequency of teacher burnout has only further 

deteriorated (Garcia & Weiss, 2021). Public school teachers in the United States have faced 

significant challenges as a result of the COVID-19 pandemic (Garcia & Weiss, 2021), which 

lasted from 2020 through 2023, and rising concerns about violence inside schools (Bryner, 

2021). 

In addition to attrition, fewer students enter teacher training programs, amplifying the 

teacher shortage. In Tennessee, 3,000 educators graduated in 2020, while 3,700 graduated in 

2015 (Aldrich, 2022). Many states, including Tennessee, are easing requirements to obtain a 

teaching license to address the increase in attrition rates among teachers. Furthermore, many 

states facilitate the transfer of teaching licenses from out of state (Aldrich, 2022), and there are 

programs where teachers can work full-time in the classroom while fulfilling the requirements of 

teaching credentials (Mangrum, 2022). With the available knowledge regarding teacher burnout 

and attrition, the education community must continue to monitor and study the level of teacher 

self-efficacy in all teachers, especially new teachers.  

Garcia (2020) noted that Grow Your Own (GYO) programs and policies have been 

implemented in all 50 states to combat the teacher shortage. Through GYO programs, local 

community members are recruited and trained to become teachers in their communities through 

partnerships between educator preparation programs, school districts, and community 

organizations. Similar programs take advantage of job-embedded practitioners who have a 
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bachelor’s degree and are already working as a teacher while at the same time working towards 

fulfilling the requirements for a teaching license through a university (Adams et al., 2019).  

There has been much attention paid to the role of teachers in determining the quality of 

teaching and learning processes in schools by educational researchers and policymakers around 

the world (Wai et al., 2018). Several studies focus on the relationship between teacher 

characteristics and student achievement, concluding that teachers play an essential role in 

enhancing student achievement (Abuhassna et al., 2020; Bal-Taştan et al., 2018; Donohoo, 2018; 

Fauth et al., 2019; Howe et al., 2019; Kim & Seo, 2018; Podolsky et al., 2019a). Teachers' self-

efficacy, as well as their belief in their own abilities to teach and promote student learning has 

also been discussed. According to existing research, teacher self-efficacy influences students' 

motivation, engagement, and achievement, as well as teachers' improvement of their teaching 

skills and practices (Bandura, 1977). However, it is unclear how job-embedded practitioners 

perceive their self-efficacy, teacher preparation programs, and their futures as teachers. 

Statement of the Problem 

The purpose of this study is to ascertain the level of teacher self-efficacy in novice 

teachers fulfilling requirements to obtain a teaching license through alternative licensure 

preparation programs while being a job-embedded practitioner. Previous research shows that 

teacher self-efficacy affects student achievement, attrition, burnout, use of teaching strategies, 

and attitudes toward innovation (Ortan et al., 2021). Retaining teachers is a continuing challenge 

for many educational departments (Bressman et al., 2018). Furthermore, teacher retention is a 

national problem when discussing the retention of teachers in their first five years of teaching 

(Perryman & Calvert, 2020). Every year, nine out of ten teachers hired replace colleagues who 

quit voluntarily, with more than two-thirds leaving before retirement (Carver-Thomas & Darling-
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Hammond, 2019). There is an average annual departure rate of 8% among teachers. In addition, 

since the same proportion of educators shift schools each year, the United States has a teacher 

turnover rate of approximately 16% per year (Carver-Thomas & Darling-Hammond, 2019). 

During the first ten months of 2018, the United States Bureau of Labor (2018) found that 83 

public school teachers out of every 10,000 quit their jobs each month. This attrition rate is the 

highest rate for public educators since such records began in 2001 (Hackman & Morath, 2018). 

The 2018 statistic represents nearly twice the number of educators who quit their jobs in 2009, 

the year with the lowest number (Reisinger, 2018). 

Turnover rates in some other countries are significantly higher; Australia has a turnover 

rate between 30-50%, Canada averages around 40%, and Finland’s turnover rate is increasing 

even though the Finnish are known for having a high appreciation for the teaching profession 

(Worth & Van den Brande, 2020). This problem is not just a problem in the United States. 

Instead, it is a global problem that needs to be addressed. Furthermore, it is essential to consider 

that these numbers are likely higher in areas of poverty and minority populations (Camelo & 

Ponczek, 2021). Collins and Schaaf (2020) reported that in Tennessee, teacher attrition is around 

10% but that percentage increases as the school and population sizes increase. 

Significance of the Study 

This study is an effort to contribute to the understanding of new teacher self-efficacy, 

specifically in teachers who are working as job-embedded practitioners. The study examines job-

embedded practitioners' perceptions of their own self-efficacy as teachers and how they perceive 

their job. With current teacher shortages across the nation, the influx of teachers recruited to fill 

teaching positions through alternative licensure programs is growing (García & Weiss, 2019). 

Each student has individual factors that make them unique, such as differing cognitive abilities, 
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making the educator one of the most critical influences in determining and promoting students’ 

outcomes (Mahler et al., 2018). Since teacher self-efficacy is closely associated with both teacher 

burnout and student academic achievement (Herman et al., 2018), it is imperative to build a 

critical understanding of novice job-embedded teachers. The need for studies such as the current 

research was highlighted by Podolsky et al. (2019a), who recommended three actions. First, 

researchers should continue to examine how a teacher’s working conditions and collegial 

environment influence the effectiveness of their teaching careers. Second, administrators should 

facilitate teachers’ abilities to create collective expertise and effectiveness within and across 

teams that have a diverse mix of teaching experiences, and third, researchers should investigate 

the influence of teaching experience on teachers’ ability to teach in more sophisticated ways to 

prepare students for success. 

Purpose of the Study 

 The purpose of this qualitative phenomenological study was to explore the teacher self-

efficacy in novice teachers who are job-embedded practitioners. Teacher self-efficacy will be 

defined as teachers’ beliefs in their ability to effectively handle their tasks, obligations, and 

challenges (Barni et al., 2019). 

Theoretical Framework 

 The theoretical framework used for this study is based on Bandura’s social cognitive 

theory (Bandura, 1977, 1986). Social cognitive theory is the foundation of this study as it 

considers that teacher self-efficacy relates to many academic and career success factors, 

including the success of students and teachers. Self-efficacy is defined as an individual's 

perception of themselves and how they react to their surroundings. Bandura (1997) defined self-

efficacy as “beliefs in one’s capabilities to organize and execute the courses of action required to 
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produce given attainments” (p. 3). From a teacher’s perspective, self-efficacy is an individual's 

assurance in their teaching capabilities and responsibilities to the profession (Lauermann & 

Berger, 2021). Many studies report that a higher sense of teacher self-efficacy can lead to higher 

levels of classroom management, academic achievement, and student motivation (Bal-Taştan et 

al., 2018; Burić & Kim, 2020; Lazaraides et al., 2020).  

 A factor that can affect teacher self-efficacy is teacher preparation programs (Nasir & 

Iqbal, 2019). Through observations and practical experiences, novice teachers can enter their 

careers more prepared (VanLone et al., 2022). Some teacher preparation programs follow 

traditional paths for a teaching license, and others offer an alternative path to licensure (West & 

Frey-Clark, 2019). Research suggests that efficacy is most malleable early in the learning 

process, regardless of the path to becoming a teacher (Lee & Soland, 2022). Teacher efficacy 

may be developed in the first years of teaching (Edinger & Edinger, 2018; Podolsky et al., 

2019a; Savolainen et al., 2022). It is essential to examine the self-efficacy of new teachers 

entering the profession so that educators may create programs that place effective teachers into 

school systems.  

Research Questions 

The essential research question guiding this study was:  

What are the perceptions of novice job-embedded practitioners on their own teacher self-

efficacy and teacher self-efficacy in general? 

 The following sub-research questions were devised to help address the essential research 

question: 

Sub-research Question 1: How do novice job-embedded practitioners perceive their 

teacher preparation program? 
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Sub-research Question 2:  How do novice job-embedded practitioners perceive their 

future as a teacher? 

Definition of Terms 

 For this study, the following terms and definitions are used:  

 Self-Efficacy: Self-efficacy is a term commonly defined as an individual’s beliefs in his 

or her capabilities to execute a particular action or achieve a specific goal (Bandura, 1977).  

 Job-Embedded Practitioner: A job-embedded practitioner is a teacher who has completed 

a bachelor’s degree, is working in a classroom as a teacher, is getting paid as a teacher, and is 

currently working towards fulfilling the requirements for a teaching license through a university 

(MTSU, 2020).   

 Novice Teacher: Novice teacher is a term used to define a teacher teaching in their first 5 

years. The term can also be interchanged with beginning teacher or apprentice (Rahman et al., 

2020).  

 Teacher Preparation Program: A teacher preparation program is a program for college 

or university students that allows students to pursue a teaching degree and certification 

(Goldhaber, 2019). 

Limitations and Delimitations 

 The study is delimited to novice, job-embedded practitioners in a small, rural school 

district in Tennessee. The study was also delimited to participants who worked for the chosen 

school district between 2022-2023. Not all participants were enrolled at the same university for 

their teacher preparation programs.  

 Limitations for this study include non-random sampling, which excludes generalization 

to a larger group. All participants in this study were employed by one school district in 
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Tennessee, which limits the findings to the characteristics of these participants and the general 

culture of Tennessee. The delimitation to one school district in one southeastern state may limit 

the transferability of the study to a more general population of novice job-embedded 

practitioners in the United States. The participants' lack of teaching experience and possible lack 

of knowledge regarding their teaching abilities in comparison to more experienced teachers 

could affect the results. That is, participants may not be completely objective regarding their self-

efficacy. To mitigate this limitation, the researcher chose interview questions that will ask 

teachers about self-efficacy in an indirect way so that their responses can be analyzed in an 

unbiased fashion. 

Summary 

 This dissertation is organized into five chapters. Chapter 1 introduced the study and 

includes the history of the issue, statement of the problem, the study's significance, the purpose 

of the study, theoretical framework, research questions, definition of terms, and limitations. 

Chapter 2 presents a literature review of past studies, articles, and information on teacher self-

efficacy and job-embedded practitioners. Chapter 3 describes the methodology used, including 

research questions, research design, site selection, sampling, participants, data collection, data 

analysis, theoretical framework, and role of the researcher. Chapter 4 reports the results of the 

study relative to the research questions. Chapter 5 presents further context, implications for 

practice, and recommendations for future research. 
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Chapter 2. Review of the Literature 

The literature review supports the understanding of new teacher self-efficacy, specifically 

in novice teachers working as job-embedded practitioners. Chapter 2 provides a foundation for 

the current study through a detailed review and synthesis of the literature related to self-efficacy, 

teacher self-efficacy, and related concepts surrounding teacher self-efficacy including for novice 

teachers, the impact on student achievement, teacher retention, attrition, burnout, and job 

satisfaction. To put these topics into context, literature pertaining to the teacher shortage, teacher 

preparation, and traditional and alternative paths to teacher licensure are also discussed.  

Self-Efficacy 

Exploring teacher self-efficacy through the lens of social cognitive theory affords 

consideration of teacher self-efficacy as it relates to many academic and career success factors, 

including the success of the students and the teachers themselves (Lauermann & Berger, 2021). 

Self-efficacy refers to the belief that an individual can carry out a particular action or achieve a 

particular goal (Bandura, 1977). The sense of efficacy that Bandura attested to is one's belief that 

one can influence a specific outcome. A person's self-efficacy is determined by four sources: (a) 

performance accomplishments or mastery, (b) vicarious experiences, (c) verbal persuasion or 

social persuasion, and (d) emotional or physiological, arousal (Bandura, 1977, 1994). These 

sources are demonstrated and further defined in Figure 1.  
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Figure 1 

Efficacy Expectations 

 

Note: Sources of efficacy information are the primary sources through which the modes of 

induction operate. Adapted from Bandura (1977).  

To achieve mastery, individuals must complete a task successfully, but they must also 

attribute the success to their own effort rather than external factors (Hesbol, 2019; Ronnie & 

Philip, 2021). Observation and imitation of other people’s experiences increase self-efficacy by 

demonstrating the goal can be met (Verma & Bhandari, 2022). When people are encouraged and 

praised, their confidence grows, allowing them to have more confident and effective social 

persuasion. Arousal or physiological response relates to one’s emotional state regarding a task 

(Bandura, 1997). When stressed about a task, individuals feel vulnerable and their self-efficacy 

decreases (Bandura, 1997). 
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Bandura first introduced the term, self-efficacy, in 1977. Bandura's work aimed to 

describe the effect of psychological procedures, such as therapy, on individuals in a unified 

theoretical framework. Procedures should be measured based on their effect on self-efficacy in 

intensity, level, and generality (Syahrastani, 2022). Rather than measuring a person's ability, 

Bandura (1997) argued that self-efficacy indicates a person's perception of his or her ability. The 

construct of self-efficacy is also multifaceted and not equivalent across contexts, subjects, or 

tasks (Bandura, 1997).   

Bandura (1997) argues that self-efficacy is often mistakenly associated with self-esteem. 

An individuals' self-esteem results from their perception of value, worth, or position based on 

their skills or circumstances. According to Bandura (1997), although self-esteem has its place 

and value in an individual's well-being, it does little to instill a sense of capability or capacity to 

accomplish a goal. A person can formulate goals, rationalizing and strategizing the necessary 

actions to accomplish them, only when they realize their perceived personal efficacy, as 

evidenced by an ability to judge their capabilities (Bandura, 1997).  

Bandura demonstrated that efficacy expectations are the mechanism by which the 

detection of self-efficacy changes occur, and that efficacy expectations influence outcomes in 

Bandura's experiments (1977). Human agency, an individual’s belief in their ability to act in any 

situation, was integrated with self-efficacy (Bandura, 2018). In other words, self-efficacy is the 

belief that teachers can affect student outcomes due to their ability and agency (DiBenedetto & 

Schunk, 2018). 

Teacher Self-Efficacy 

There is correlation between teacher efficacy and student achievement, motivation, and 

self-efficacy beliefs. Teacher efficacy is also related to teachers’ persistence, enthusiasm, 
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commitment, and instructional behavior (Tschannen-Moran & Hoy, 2001). Thus, a teacher's 

perceived level of competence as an educator, as well as how they respond to the challenges and 

demands of their job, is inherently the concept of teacher self-efficacy (Bandura, 1986, 1997; 

Yang, 2021). Studies carried out by the RAND Corporation were the first to measure teacher 

self-efficacy in the 1970s based on Rotter, as noted by Bibi et al. (2020) and Hoy (2022). Rotter 

hypothesized a reciprocal relationship between efficacious behavior and outcomes (Bandura, 

1977; Rotter, 1966). In the RAND research, teacher efficacy emerged as an input factor that led 

to success in student reading outcomes (Armor, 1976).  

The efficacy measurement began to evolve as Bandura's (1977) construct of self-efficacy 

became more widely known. Scholars noted differences between Rotter’s theories rooted in 

efficacious behavior and Bandura’s theories founded on efficacy expectations (Donohoo, 2018; 

Gist, 1987). Teachers' self-efficacy and efficacy are measured by many scales today, but some 

lack sufficient consideration of the two theories' differences. Thus, it is crucial to understand 

how a survey or interview question wording can significantly affect the interpretation of its 

results.  

The measurement of teachers' self-efficacy relies on the context of their teaching. 

Bandura (2005) argues that one cannot be all things since mastery of all spheres of life would be 

impossible. Efficacy can be developed in different ways by different people, even within the 

realm of their chosen pursuits. Therefore, efficacy belief is not an all-encompassing trait, but a 

differentiated set of self-beliefs linked to distinct functional areas. To measure teacher efficacy, 

researchers must consider self-efficacy, context, environment, and task specificity (Bandura, 

1997). 
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In addition to spending considerable time planning and collaborating with peers, teachers 

with high self-efficacy are open-minded (Martin & Mulvihill, 2019). They do not hesitate to 

implement new strategies and ideas, view student mistakes as opportunities for learning and 

growth, strive to engage students, and take risks when overcoming classroom challenges (Creely 

et al., 2021). There have been countless studies examining teacher self-efficacy in the last 25 

years, and Bandura's (1997) social cognitive theory has been critical to framing these studies.  

Gibson and Dembo (1984) extended the self-efficacy construct by creating a new measure 

separating the efficacy component into two factors: personal and general efficacy. Tschannen-

Moran and Hoy (2001) suggest that teacher self-efficacy is situational, so they developed the 

Teacher Self-Efficacy Scale (TSES), which measures teacher self-efficacy using task content. 

Research indicates higher levels of teacher self-efficacy correlate with a more positive 

learning environment, increased student engagement, and improved academic performance 

(Sökmen, 2021). Teachers with high self-efficacy exhibit greater competence, are more likely to 

implement innovative strategies, and persist in the face of student learning challenges. Their self-

confidence is reflected in every aspect of their teaching strategies. Correspondingly, students 

with high self-efficacy demonstrate greater engagement, motivation, resilience, and academic 

achievement. Mutual respect seems to correlate positively with behavioral engagement, with no 

correlations found between student negotiation and engagement facets (Sökmen, 2021). Students 

are internally motivated, and their self-confidence can be a direct reflection of that. 

A clear reciprocal relationship exists between teacher and student self-efficacy. High 

teacher self-efficacy appears to foster greater student self-efficacy, largely due to the teacher's 

ability to construct a supportive, engaging learning environment (Perera, 2020). Conversely, 

classrooms filled with students demonstrating high self-efficacy can reinforce teachers' 



23 

 

perceptions of their effectiveness. The acknowledgement of this reciprocity becomes essential 

for the educator's effectiveness. This finding aligns with the growing research interest in teacher 

self-efficacy in recent years, particularly its impact on student performance and various 

instructional outcomes, including student engagement and achievement. 

The stage of the teacher's career may also significantly influence self-efficacy. As 

Dixon's (2023) study indicates, teachers later in their careers have more opportunities to refine 

the knowledge and skills required to accurately self-assess their classroom management abilities. 

The difference in self-efficacy between novice and late-career teachers could stem from the 

accumulation of knowledge, skills, and strategies that teachers obtain through years of 

experience (Dixon, 2023). 

Teacher-student relationships play a significant role in shaping student self-efficacy and, 

consequently, individual students’ positive identity as learners (Jederlund, 2022). Such an 

identity includes students’ confidence in their ability to self-regulate learning and interact 

socially in school, which is fundamentally their self-efficacy and contributes to their own 

identity. A positive teacher-student relationship can nurture these aspects, promoting students' 

self-belief and expectations, which are strongly associated with learning outcomes. The quality 

of this relationship, characterized by emotional support and low conflict, is associated with 

academic self-efficacy and achievement. 

Teacher Self-Efficacy in Novice Teachers 

Teachers face many challenges in their first year (Thomas et al., 2019). Especially 

considering the effects of the COVID-19 pandemic, school leaders will need to redouble their 

efforts to support novice teachers (Baker et al., 2021). The development of self-efficacy, or a 

belief in one's ability to succeed in any situation, is a key aspect of support (Malureanu et al., 
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2021). In acclimating new members of the profession, developing self-efficacy in novice 

teachers is often overlooked despite its importance for continued motivation, perseverance, 

optimism, and achievement of teachers (Reaves & Cozzens, 2018). Mentors and instructional 

coaches offer support and advice to new teachers in many districts (Renbarger & Davis, 2019). 

However, new teachers often do not achieve their full potential unless they receive consistent 

support from their administrators (Bressman et al., 2018). 

School culture influences teachers' self-efficacy, which in turn influences the collective 

efficacy of a school (Dimpoulou, 2014). Collective efficacy is defined as the ability of members 

of a community to influence the behaviors of other individuals or groups within the same 

community (Donohoo et al., 2018). According to Daloz (1999), growth is most conducive to 

environments where challenge and support are combined. It is more difficult to take risks in 

environments that combine high levels of challenge with low levels of support. Regardless of 

support levels, a lack of challenge results in stagnant skill development or leadership 

development.  

Anderson and Schuh (2021) studied the effectiveness of Daloz's theory of environments 

in school settings to mitigate attrition rates for novice teachers. Anderson and Schuh (2021) 

interviewed and collected written reflections from teachers in Midwest public schools during the 

2018–2019 school year to determine how administrative interactions support or detract from 

secondary teachers' sense of self-efficacy. The findings from Anderson and Schuh's (2021) study 

indicated that leaders' support for new teachers' efficacy comes in three specific areas: (a) 

balancing autonomy and feedback, (b) balancing professionalism and self-care and (c) balancing 

risk and advocacy. 
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Teacher Self-Efficacy and Student Achievement 

The self-efficacy of teachers plays a key role in their success. According to McLean et al. 

(2018), teachers with high self-efficacy are more likely to believe that their future efforts will 

result in positive outcomes. A positive achievement is not only important for the students but 

also for the school, their colleagues, and their profession. Moreover, teachers with more 

confidence will be able to impact their students positively (Lukáčová et al., 2018), which can 

have a positive effect on their students. The likelihood of teachers accomplishing positive 

academic outcomes increases if they believe they can.  

Retaining teachers and increasing student achievement are dependent on teacher self-

efficacy and teacher job satisfaction. Academic achievement and growth positively correlate with 

teacher self-efficacy (Veiskarami et al., 2017; Xu & Qi, 2019). A student's academic 

performance, such as grades or test scores, is considered academic achievement, and an increase 

in quality of such work is considered academic growth (Darling-Hammond & Cook-Harvey, 

2018). When teachers feel self-efficacious, they are more likely to devote additional time to 

academic work and provide more assistance to struggling students (Bandura, 1993). The opposite 

is true for teachers with low self-efficacy, who spend more time on non-academic tasks and give 

up on students sooner when they are not making progress (Bandura, 1993). 

Various aspects of teaching require different levels of teacher self-efficacy. Teachers’ 

self-efficacy beliefs in classroom management are one aspect of teaching. Based on Wilson et 

al.’s (2018) definition, teacher self-efficacy beliefs in classroom management refer to the belief 

that teachers can arrange and manage a safe and organized classroom. In this way, the success of 

a teacher depends on the management of the classroom. The components of classroom 

management take time and experience to master, and students are more likely to succeed in a 
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safe, organized classroom environment. In addition to classroom management, teacher self-

efficacy also encompasses instructional strategies. Wilson et al. (2018) defines teacher self-

efficacy as the belief that they can design and implement lessons and activities that promote 

student learning. Depending on the needs of the students, the instruction differs across grade 

levels and content areas.  

In a high-performing classroom, students will achieve higher levels of achievement and 

mastery if the teacher believes in their abilities. Self-efficacy beliefs will increase as student 

achievement and learning improves (McLean et al., 2018; Sensoy & Yildirim, 2018). The 

teacher and the students will become more self-efficacious due to their positive results. Teachers 

and students will stay on the right path when they see more success.  

Teachers’ contributions to their schools will be more positive if they are satisfied with 

their jobs. In schools, high levels of job satisfaction will contribute to success and improve 

academic performance (Dogan et al., 2018). Increasing student achievement requires job 

satisfaction (Lüleci & Oruk, 2018). Teachers who work at a place they enjoy are more likely to 

care and work harder. Students and other staff interact more positively with teachers when job 

satisfaction increases (Yavuz, 2018). 

Meanwhile, teachers who are unsatisfied at work tend to impact the school negatively. A 

teacher who is unhappy with his or her teaching position feels unhappy about the school (Dogan 

et al., 2018). As a result of the negative feelings, the school will be at a disadvantage. Negative 

feelings will prevent students and teachers from promoting learning and success (Rowe & 

Fitness, 2018). Students and schools succeed when teachers are satisfied with their jobs. 

Student achievement and discipline data are also affected by teacher job satisfaction. 

Student achievement will be improved when teachers are satisfied with their jobs (Zakariya, 
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2020). Moreover, student discipline and rules compliance contribute to job satisfaction (Kapa & 

Gimbert, 2018). An environment of learning and success develops when students follow the 

rules and expectations, so students’ behavior does not impede instruction or learning for 

teachers. 

Teacher Self-Efficacy and Teacher Retention 

Teacher empowerment leads to job satisfaction which contributes to job retention (Ahrari 

et al., 2021). The concept of teacher empowerment refers to the freedom teachers have regarding 

the resources and problems they face in their teaching (Kusumaningrum et al., 2019). Teachers 

who have control over their jobs demonstrate higher levels of self-efficacy than those who don't 

(Safari et al., 2020).  

 Job satisfaction heavily impacts teacher turnover (Edinger & Edinger, 2018; Parveen & 

Bano, 2019; Renbarger & Davis, 2019). An individual’s definition of job satisfaction may vary 

depending on their background and experiences. Polatcan and Cansoy (2019) define job 

satisfaction as the opinions and sensations people have about their work. Job satisfaction is a 

positive feeling caused by an individual’s assessment of their job experiences and a belief in 

what they must receive versus what they receive regarding rewards (Ahmed, 2019). Teaching 

organizations must fulfill an obligation to teachers by promoting teacher job satisfaction to retain 

the teaching force (Ansley et al., 2019). 

According to Bandura (1997), empowerment does not come from decree, but rather from 

personal efficacy, which allows individuals to take advantage of opportunities and remove the 

constraints imposed by others. Vidic et al. (2021) found a negative correlation between self-

efficacy and depersonalization, which occurs when an individual feels a loss of control over their 

work situation. 
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Teacher Self-Efficacy and Teacher Attrition 

There is a significant teacher shortage facing schools in the United States (Oyen & 

Schweinle, 2021). Over the past few decades, teacher attrition rates have steadily increased, so 

that more teachers are leaving voluntarily rather than remaining in the classroom until retirement 

(Glazer, 2018). Teacher attrition concerns have been under study since 2001, when teacher 

attrition tracking began (Hackman & Morath, 2018). Darling-Hammond (1999) concluded that 

30% of new in-service teachers leave the profession within their first five years, and Johnson 

(2004) estimated that novice teacher attrition rates could be as high as 50%. Teacher attrition is 

the result of various factors, including: (a) low self-efficacy concerns, (b) low motivation, (c) a 

demoralizing workplace, (d) work-life balance problems, and (e) burnout (Ortan et al., 2021).  

As a result of issues related to their work environment, teachers are subject to high-stress 

levels. Due to the nature of education, teachers are often faced with problematic relationships 

with their students, students' parents, and school administrators (Farmer, 2020). Teachers face 

many issues, from violence in the classroom (De Cordova et al., 2019) to workplace expectations 

beyond their professional expertise (Bodenheimer & Shuster, 2020). Working with students with 

severe issues can also lead to compassion fatigue and burnout (Ziaian-Ghafari & Berg, 2019). In 

addition to parents and unsupportive administrators, teachers are leaving the profession because 

of the stress they feel at work (Hester et al., 2020). Farmer (2020) emphasized the mental health 

impact on teacher attrition and made recommendations for improvement, highlighting that 

schools should provide their teachers with employee assistance programs and access to 

counseling services.  

Issues researched in the past three decades have focused on commitment to teaching, job 

satisfaction, and federal involvement in school improvement (Aloe et al., 2014; Beltman et al., 
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2011; Gu & Day, 2007; Klassen & Chiu, 2010; Lauermann & König, 2016; Skaalvik & 

Skaalvik, 2010; Ventura et al., 2015). Collective bargaining legislation in 2006 created a major 

shift in the teaching field and resulted in a cut of collective bargaining rights, tenure elimination, 

and a reduction in teacher benefits (Anderson et al., 2019; Strunk et al., 2022). These factors 

deterred people from pursuing careers in education, but teachers’ self-efficacy is one of the 

primary concerns associated with attrition (Ballantyne & Retell, 2020). When people lack self-

efficacy, their ability to cope with difficult situations declines, and their motivation to achieve 

academic success is minimized (Sari et al., 2021).    

The can-do mentality is at the core of teacher self-efficacy concerns contributing to 

attrition (Reaves & Cozzens, 2018). The likelihood of educators succeeding and continuing in 

their careers increases when they internalize a high level of self-efficacy (Martin & Mulvihill, 

2019). Moreover, Mérida-López and Extremera (2020) found that low teacher self-efficacy 

contributed to teachers leaving the profession due to a lack of commitment. Similar findings 

were found in Koswara et al. (2021), Ma et al. (2021), and Yang (2021). 

Teacher Self-Efficacy and Burnout 

Teacher burnout negatively impacts students' emotional wellbeing, depending on 

teachers’ perception of their work and their stress burden (Oberle et al., 2021). A high level of 

stress is reported by primary and secondary school teachers due to workloads and a variety of 

students’ needs (Herman et al., 2020). An employee who is stressed at work exhibits damaging 

physiological, psychological, and behavioral reactions because of work demands that do not 

match their needs and abilities (Bakker & de Vries, 2021). The consequences of chronic stress 

include emotional exhaustion, loss of work enthusiasm, alienation, and the feeling of inadequate 
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achievement (Vidic et al., 021). Burnout, or excessive emotional fatigue, is characterized by 

tiredness, loss of energy, and lack of enthusiasm at work (Skaalvik & Skaalvik, 2020).  

A teacher who is emotionally drained manifests estrangement by displaying negative 

attitudes, disregard for others (students, colleagues), and exhibiting indifference to their 

surrounding work environment (Frenzel et al., 2021; Huk et al., 2019). Various factors can lead 

to teacher burnout, including individual, organizational, and transactional factors (Collie, 2021; 

Fathi & Derakhshan, 2019; Mahmoodi-Shahrebabaki, 2019). Among the factors are a teacher’s 

age, gender, length of career, and personality (Saloviita & Pakarinen, 2021). Organizational 

characteristics include things such as work demands and administrative support (Sokal et al., 

2020). Transactional factors include the interactions between individual and organizational 

factors, such as employees’ perceptions of management and teachers’ attributions of students’ 

misbehavior (Sokal et al., 2020). 

Teachers can be emotionally affected by their level of self-efficacy (Burić & Moe, 2020). 

When an individual is in a state of emotional well-being, they have the emotional resources and 

support they need to function through times of stress (Obernovic et al., 2020). In contrast, 

someone who is emotionally exhausted will feel debilitated and exhausted, as well as fatigued. 

There is a negative correlation between self-efficacy and emotional exhaustion, which indicates 

that as self-efficacy decreases, emotional exhaustion and burnout increase (Kuok et al., 2020). 

Teacher burnout is a result of mismatches between job demands and perceived abilities.  

Evidence that teacher burnout correlates to self-efficacy is available in several studies. 

Zee and Koomen (2016) examined 22 studies published between 1976 and 2014 and found that 

the correlation between teacher burnout and self-efficacy ranged from an r2 value of 0.17, 

showing no correlation, to an r2 value of 0.63, suggesting a strong correlation between burnout 
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and self-efficacy. Teacher self-efficacy, personal accomplishment, and depersonalization 

correlated with exhaustion (Zee & Koomen, 2016). For example, the average correlation value 

between teacher burnout and teacher self-efficacy was an r2 of 0.33 in a meta-analysis of 29 

studies by Shoji et al. (2016), indicating a moderate correlation between burnout and teacher 

self-efficacy. Teacher self-efficacy was also correlated with exhaustion, depersonalization, and 

decreased personal accomplishment in a mean r2 of 0.31, 0.33, and 0.49, respectively, also 

indicative of moderate correlations between these variables. Although the studies reviewed were 

primarily cross-sectional, the relationship between the constructs may be challenging to predict. 

Brouwers and Tomic (2000) conducted similar research and found a significant correlation 

between teacher self-efficacy and teacher burnout when measured simultaneously. The level of 

teacher burnout measured later may be predicted based on data from a previous point in time. To 

further investigate the causal relationship between these two constructs, Kim and Buric (2020) 

conducted repeated measurements of both constructs for three time points. They found that 

teachers' efficacy only predicted disengagement at a single point in time. Study findings 

indicated that teacher burnout, exhaustion, and disengagement could predict teachers' self-

efficacy over time. 

Teachers at risk of burnout are frequently those who feel their job demands are greater 

than what they can achieve due to low teacher self-efficacy (Huang et al., 2019; Shakeel et al., 

2022; Yang, 2021). For teachers who have high levels of self-efficacy, the objective demands of 

daily teaching may seem less threatening than for those who harbor low levels of self-efficacy 

(Fathi & Derakhshan, 2019). A teacher with high self-doubts about their professional 

effectiveness tends to focus more on resolving problems causing stress (Kwee, 2020). Low self-

efficacy teachers, however, avoid tackling academic problems and instead focus on relieving 
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their emotional distress by turning inward (Kim & Burić, 2020; Kwee, 2020). According to 

Bandura (1993), withdrawal coping contributes to occupational burnout. It can be predicted how 

well teachers will adapt and avoid job burnout based on their self-efficacy (Veiskarami et al., 

2017). 

Teacher Self-Efficacy and Job Satisfaction 

The level of self-efficacy of teachers, according to Bartosiewicz et al. (2022), is strongly 

linked to their job satisfaction, and this may predispose them to burnout. Toropova et al. (2021) 

explained that teacher's job satisfaction and retention are typically measured using personal 

characteristics like age and gender, professional characteristics such as years of teaching 

experience, degree type, professional development participation, and motivational beliefs such as 

self-efficacy among teachers. Ali and Anwar (2021) define job satisfaction as people's judgments 

about their jobs, whether they are positive or negative. How satisfied a teacher is with their job 

and how likely they are to remain in the profession depends on their level of self-efficacy (Liu et 

al., 2021). Teacher satisfaction impacts job performance, attrition, and student achievement 

(Dicke et al., 2020). The effectiveness of schools is enhanced when teachers are satisfied with 

their jobs (Toropova et al., 2021). 

It is imperative to identify factors contributing to teacher job satisfaction and implement 

effective remedies to mitigate the wave of teachers exhibiting low job satisfaction (Zang et al., 

2022). Teachers who report low job satisfaction are at risk for leaving the profession, and job 

dissatisfaction is a predictive factor of teacher attrition (Boamah et al., 2022; Carver-Thomas & 

Darling-Hammond, 2017; Madigan & Kim, 2021). Therefore, the study of teacher job 

satisfaction is timely because a quarter of teachers in the United States leave before their third 

year of service (Madero, 2019; Park & Johnson, 2019; Steiner & Woo, 2021). 
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Approximately 50% of teachers recently contemplated leaving the education field (PDK, 

2019), indicating a collective educator dissatisfaction with their employment that could lead to a 

significant teacher shortage if not addressed (Cheong et al., 2021). Data on teacher job 

satisfaction provides insight into many aspects of teaching, nuances of the workplace or school 

where teachers experience job satisfaction, and subtleties of individual motivation (Hascher et 

al., 2021). A lack of teacher job satisfaction is correlated with an increased likelihood that an 

educator will leave the profession (Toropova et al., 2021). Moreover, the degree of teacher job 

satisfaction is inversely related to job-related stress (Chichra et al., 2019), psychological distress 

(Capone & Petrillo, 2020), and absenteeism (Utami et al., 2021), especially if absenteeism is the 

result of job-related injury or school violence (Logan et al., 2020). 

School location, funding, and demographic makeup are secondary factors that affect 

teacher job satisfaction (Bartosiewicz et al., 2022). In less affluent schools with high minority 

student ratios, this type of research is crucial to predicting teacher retention rates. In urban areas, 

teachers were up to 50% more likely not renew their contracts or voluntary resign compared to 

rural teachers, indicating a disparity in job satisfaction based on geographical location (Geiger & 

Pivovarova, 2018). Nguyen et al. (2020) argued that teacher job satisfaction warrants further 

study since academic content areas such as special education, mathematics, and science are 

considered high turnover areas, where teachers are retained less frequently than others. Geiger 

and Pivovarova (2018) found that elementary teachers stay employed in the profession longer 

than their counterparts in middle or high schools. Teachers’ untimely departures from 

employment can have unintended consequences and even cause conflict for those who remain 

employed by schools while under duress (Dos Santos, 2021; Jerrim & Sims, 2022; Wronowski & 

Urick, 2019). An increase in teacher turnover can also harm other educational stakeholders 
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(García Torres, 2018; Harris et al., 2019). Furthermore, a shortage of educators harms students, 

teachers, and the public education system, impeding student learning, impairing teacher 

effectiveness, and diluting educational resources (García & Weiss, 2019). 

The data on teacher shortages calls for policymakers to address this issue and focus on 

recruiting and retaining teachers (Swanson & Mason, 2018). Salary, loan forgiveness, and other 

incentives strongly impact teachers’ recruitment and retention (Tran & Smith 2022). It is crucial, 

however, to also consider teacher job satisfaction. Phi Delta Kappa (2020) reported that 85% of 

American citizens believe that the federal government should focus on attracting and retaining 

good teachers. As well as predicting retention, research into teacher job satisfaction identifies 

factors associated with educators’ well-being. Specifically, low teacher job satisfaction is 

correlated with adverse effects such as burnout (Ewen et al., 2021) and job stress (Dicke et al., 

2020).  

A teacher's self-efficacy is often studied independently of their job satisfaction. Research 

has shown, however, that the concepts are interrelated in several ways. Due to increased pressure 

on schools to perform, teacher self-efficacy and job satisfaction have gained more attention in 

recent years (Granziera & Perera, 2019). Teaching in general, teacher self-efficacy, and job 

satisfaction have several dimensions. Teacher self-efficacy and job satisfaction often correlate 

with engagement in teaching and learning (Granziera & Perera, 2019). Teachers' self-efficacy 

and job satisfaction play a significant role in student success. 

The quality of instruction, teacher retention, and student learning outcomes are also 

affected by teacher self-efficacy and job satisfaction. Schools can improve when teachers are 

self-confident and satisfied with their jobs. Studies suggest that teacher self-efficacy and job 

satisfaction are related. For example, Caprara et al. (2003) surveyed 2,688 teachers from 103 
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Italian schools, finding that teacher self-efficacy is strongly correlates with job satisfaction. In a 

follow-up study, the same research group examined the relationship between teacher self-

efficacy beliefs and student academic performance. Approximately 2,184 teachers from 75 

Italian junior high schools contributed to the data. There was a similarity in the answers from 

teachers from the same school (Caprara et al., 2006). These findings were corroborated by 

similar studies in the United States (Kasalek & Dagyar, 2020; Mokhtar et al., 2021). It affects 

how well teachers can perform basic tasks and functions of their jobs based on their self-efficacy 

and job satisfaction. A teacher's self-efficacy beliefs positively influence job satisfaction and 

student achievement. The environment for teachers and students will improve if school leaders 

focus more on teacher self-efficacy. 

According to Klassen and Chiu (2010), teacher self-efficacy is related to years of 

teaching experience, teacher characteristics, job stress, and job satisfaction, confirming previous 

studies indicating a direct correlation between teacher self-efficacy and job satisfaction. 

Researchers found that teachers with high levels of self-efficacy were also more satisfied with 

their jobs. Teachers who reported more stress had decreased job satisfaction (Klassen & Chiu, 

2010). The researchers found a relationship between classroom management, instruction self-

efficacy, and satisfaction with teachers' jobs. However, teacher self-efficacy for student 

engagement did not impact teacher job satisfaction.  

A positive work atmosphere is crucial to teachers' satisfaction with their jobs. Self-

efficacy and job satisfaction of teachers are affected by their age and experience. Klassen and 

Chiu (2010) investigated K-12 teachers' job satisfaction and self-efficacy. Teacher self-efficacy 

and job satisfaction were correlated in a study of 1,430 teachers. High levels of self-efficacy 

were associated with high levels of job satisfaction, especially for elementary school teachers 
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(Klassen & Chiu, 2010). Teachers' years of experience showed nonlinear relationships with self-

efficacy, increasing from early career to mid-career and then decreasing in late career (Klassen & 

Chiu, 2010). Female teachers had greater workload stress, greater classroom stress from student 

behaviors, and lower classroom management self-efficacy, suggesting that gender may influence 

teacher self-efficacy. Infurna et al. (2018) found similar results in preschool teachers in an urban 

school district in Canada. Therefore, increasing teacher self-efficacy and job satisfaction can 

increase motivation for special education students; classroom and school environments affect 

teacher self-efficacy and job satisfaction.  

Teacher characteristics influence job satisfaction and teacher engagement. Topchyan and 

Woehler (2020) surveyed 238 full time and substitute teachers about their perceptions of teacher 

job satisfaction and engagement. The findings suggested that full-time teachers’ social 

engagement with each other and students, and job satisfaction, were significantly higher than 

those of substitute teachers. Female teachers were also more engaged with students than their 

male counterparts and substitute teachers. Culture and climate also directly influence teacher 

enthusiasm. Considering that context, Frenzel et al. (2021) examined the teacher emotion-student 

outcome relationship and found it to be based on three psychological mechanisms: (a) direct 

transmission effects between teacher and student emotion, (b) mediated effects via teachers’ 

instructional and relational teaching behaviors, and (c) recursive effects back from student 

outcomes based on teacher emotions. Moreover, Smith et al. (2020) found that teacher self-

efficacy is directly influenced by the attitudes and actions of school principals. These results 

suggest that teacher self-efficacy is multifaceted and is influenced by various factors including 

teacher status and school culture.  
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Teachers who were more self-efficacious and satisfied with their jobs were more 

enthusiastic. When it comes to being enthusiastic in the classroom, teachers need to feel self-

efficacious and satisfied with their jobs. Teachers' self-efficacy and job satisfaction can increase 

when they work in a nurturing environment. Few researchers have examined teacher self-

efficacy and job satisfaction using qualitative or mixed methods approaches. One example, 

however, is Katz (2015), who explored how a Three Block Model for Universal Design affects 

teacher self-efficacy, stress, and job satisfaction through qualitative interviews with 58 teachers 

from ten schools in Manitoba, Canada. As a result of implementing the three-block model for 

universal design, teachers reported fewer office referrals, fewer behavioral issues, and less 

discipline time for students. As a result of implementing the three-block model for universal 

design in professional learning communities, teachers' self-efficacy and job satisfaction increase. 

Another example is Reeves et al. (2017), who conducted interviews with United States teachers 

to investigate factors influencing teacher job satisfaction. They concluded that teacher 

collaboration significantly influenced job satisfaction in this population.  

Successful schools require teachers to have high levels of self-efficacy and job 

satisfaction. Improving school teaching and learning outcomes requires understanding teacher 

self-efficacy and job satisfaction (Zakariya, 2020). Teacher identity and self-efficacy is one of 

the most important things school leaders should consider and promote within their schools. 

School leaders can use teacher self-efficacy beliefs and job satisfaction to achieve school 

management and success in the school setting (Caprara et al., 2003). Those who believe they can 

succeed are more likely to achieve success and be satisfied with their work. 
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Teacher Shortage 

Teachers' self-efficacy is associated with attrition, burnout, teaching strategies, and 

student achievement (Ortan et al., 2021). Many educational departments face challenges 

retaining teachers (Bressman et al., 2018). In addition, retaining teachers in their first five years 

of teaching is not only a national issue, but a global one (Perryman & Calvert, 2020). More than 

two-thirds of teachers leave before retirement every year (Carver-Thomas & Darling-Hammond, 

2019). Teachers leave the profession at a rate of 8% per year. Additionally, the United States has 

an annual teacher turnover rate of approximately 16% (Carver-Thomas & Darling-Hammond, 

2019). Eighty-three out of every 10,000 public school teachers quit their jobs during the first ten 

months of 2018 (United States Bureau of Labor, 2018). The attrition rate for public educators is 

the highest since records started in 2001 (Hackman & Morath, 2018). Nearly twice as many 

educators quit their jobs in 2018 as in 2009, the year with the lowest number (Reisinger, 2018). 

Several other countries ranked as high-performing countries in education also have 

significantly higher turnover rates, highlighting the global nature of the problem of teacher 

attrition. For example, Australia has a turnover rate of 30-50%, Canada averages about 40%, and 

Finland's turnover rate is increasing, even though it is known that the Finnish value the teaching 

profession highly (Worth & Van den Brande, 2020). Thus, this is not a problem unique to the 

United States but a global issue that requires attention. Additionally, these numbers are likely to 

increase in poverty-stricken areas and among minorities (Camelo & Ponczek, 2021). 

Teacher Preparation Programs 

Kolodny and Breitborde (2022) define teacher preparation programs as programs that 

prepare undergraduate and graduate students for licensure in a variety of fields, including early 

childhood, elementary and secondary education, as well as specialist roles. The term teacher 
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preparation programs is also referred to as teacher education programs. Students in these 

programs have completed the minimum equivalent of a high school diploma prior to entering 

them. Current teacher preparation programs are approved at the state level, demonstrating that 

candidates enrolled in them meet specific state standards (Putnam & Walsh, 2021). Most 

programs encompass both content and pedagogical studies and require mastery of teacher 

licensure tests. Pre-practicum and practicum experiences are also embedded into these programs. 

In addition, these programs may be accredited at the national level by the Council for the 

Accreditation of Educator Preparation (Putnam & Walsh, 2021). Attributes connected to 

contemporary teacher preparation programs reflect societal contexts which are joined powerfully 

to accountability movements (Wright & Richard, 2021).  

Pre-service teacher preparation programs in the United States date back to the early 

nineteenth century (Nguyen, 2018). Women dominated the teaching group in common schools 

due to their willingness to accept lower salaries than male teachers at the time (Apple, 2018). 

Among the first teacher preparation schools in the United States were the Emma Willard School, 

originally known as Troy Female Seminary, which opened in Troy, New York, in 1814, as well 

as the Reverend Samuel Hall in Concord, Vermont, founded in 1823 (Komline, 2020; Nguyen, 

2018). Aside from content training, teachers-to-be also received instruction in pedagogical 

methods, class management, and moral character development as part of their teacher education 

program. Emma Willard, the owner of the Troy Female Seminary, signed recommendation 

letters that were considered the first documents certifying qualified pedagogues (Smith, 2019). 

There was an increase in the number of women enrolled in academies during the post-

revolutionary period (Kolodny & Breitborde, 2022).  
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According to the National Commission on Teaching and America's Future (1996), 

insufficient investments in education led to low literacy rates which correlated with financial 

dependence and increasing crime. According to Darling-Hammond (1997), those without higher 

education are less likely to be employed, more likely to rely on the state, and more likely to be 

incarcerated. In the mid to late 1990s, approximately 40% of juvenile delinquent children 

struggled in school, and more than half of U.S. prison population was illiterate (Darling-

Hammond, 1997).   

Thousands of pupils experienced unprepared and inexperienced teaching due to 

inadequate educational expenditures, low teacher recruitment, and attrition rates in poor areas 

during the 1990s (Podolsky et al., 2019b). The 1996 report by the National Commission on 

Teaching and America's Future found that at least 48% of high school students were taught 

physics by either mathematics teachers (27%) or by English teachers (21%). This scenario in the 

American education system escalated due to several school districts recruiting unprepared 

teachers (National Commission on Teaching and America's Future, 1996). Notably, K-12 

teachers in the United States were forced to teach online during the 2020-2021 school year 

because of the COVID-19 pandemic. Many teachers reported being unprepared for the 

technological and pedagogical challenges associated with this transition (Francom et al., 2021). 

Such challenges were cited as an influencing factor in teacher attrition during and after the 

pandemic (Pressley, 2021).  

The National Commission on Teaching and America's Future (1996) reported data from 

more than 40 states that painted a bleak picture. One-in-four novice teachers lacked adequate job 

qualifications, 12% had no formal training, and 14% of new hires did not meet state teaching 

standards. These findings resulted in national calls for school reform. After 20 years, the 
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National Commission on Teaching and America's Future (2016) reaffirmed that teachers are the 

heart of the educational system. It was, therefore, crucial to seek out qualified teachers, help 

them maximize their potential, and reward them for their dedication to the field.  

As stated in the National Commission on Teaching and America's Future report (1996, 

2016): (a) teacher preparation programs need to be revised, (b) licenses issued, (c) qualified 

teachers hired, (d) profession inductions conducted, (e) standards for teachers and students 

established, (f) professional development offered to teachers, (g) schools need to be organized in 

a manner that facilitates student and teacher success, and (h) effective teachers should be 

recognized by the administration. Pre-service teacher programs played an increasingly important 

role between 2000-2020. Teachers with the necessary knowledge and skills are vital to the 

success of all aspects of education reform (Darling-Hammond, 1997). To achieve higher 

educational standards and to create the human capital needed to compete in the workforce, 

legislators, experts, and educators nationwide have called for dramatic reforms in prospective 

teacher programs. Several areas requiring change were identified by the National Commission on 

Teaching and America's Future (2016) including: (a) an emphasis on eliminating unprofessional 

teachers, (b) inadequate teacher training programs, (c) incompetent teaching practices, and (d) 

unbeneficial pedagogical methods.  

Legislation enacted by the federal government influenced teacher preparation programs 

in the early twenty-first century (Kolodny & Breitborde, 2022). Among these laws are the Goals 

2000: Educate America Act (2000), Improving America's Schools Act (1994), No Child Left 

Behind Act (2001), and Every Student Succeeds Act (2015). The Goals 2000 initiative supported 

academic standards aimed at improving students' academic performance. Specifically, the Goals 

2000 Educate America Act required states to develop curriculum standards for teaching and 
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mastering each grade level from preschool through the 12th grade (Vinovskis, 2019). As part of 

the Improving America's Schools Act, the United States government identified the urgent need to 

improve the quality of teachers and teaching throughout the country (Lam, 2021). As part of the 

reauthorization of the Elementary and Secondary Education Act (1965), the No Child Left 

Behind Act (NCLB) (2001) included provisions that applied to disadvantaged students 

(Vinovskis, 2022). The Every Student Succeeds Act (ESSA) (2015) expanded and revised 

provisions set forth in NCLB for standardized testing, teacher qualification requirements and 

school accountability (Chu, 2019). The ESSA led to substantial changes in teacher requirements 

(Darling-Hammond & Cook-Harvey, 2018). The ESSA eliminated the NCLB requirement for 

schools to hire highly qualified teachers and notify parents when a teacher isn't highly qualified 

(García & Weiss, 2020). Moreover, schools no longer must prove that teachers are highly 

qualified in order to receive Title I funding (Adler-Greene, 2019). To be considered a highly 

qualified teacher, an educator must possess a bachelor's degree, be fully certified or licensed by 

their state, and be competent in their subject area (Colley & Lassman, 2021). 

Pathways to Licensure and Teacher Self-Efficacy 

United States’ schools employ thousands of teachers a year who have gone through 

certification programs (Nguyen, 2018). Creating, hiring, and maintaining highly qualified and 

effective teachers have been a major focus of academic and political attention (Salgado et al., 

2018). Before becoming certified, a teacher must attend a college or university and complete a 

teacher education program (Donovan & Cannon, 2018). A student teaching experience is part of 

this process. An individual may apply for standard certification once he/she has completed all 

coursework, student teaching, and examination requirements (Clayton, 2018). Typically, it takes 

four years or more to complete this pathway to teacher certification (McFarland et al., 2018). 
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Teacher shortages can be addressed through alternative pathways that increase both quality and 

quantity of teachers (Espinoza et al., 2018).   

Those who already possess a bachelor's degree and are looking to become certified to 

teach can do so by enrolling in a state-defined alternative certification program rather than 

having to re-enroll in college and complete requirements from a campus-based teacher training 

program (Whitford et al., 2018). Teacher shortages have led to the development of alternative 

certification programs to meet the demand (Bowling & Ball, 2018; García & Weiss, 2019).  

Under ESSA, states can determine whether provisional and emergency certifications will 

be considered alternative certifications instead of high qualifications under NCLB (Green et al., 

2021). Aside from teacher and school leader certification reforms, ESSA allows states to develop 

ways to recruit and retain teachers and improve equitable access to effective teachers and school 

leaders (Lee et al., 2019). A state may use up to 2% of the funds from Title II to establish teacher 

preparation academies outside of alternative certification programs and colleges of education 

regulated by the state (Adler-Greene, 2019; Carver-Thomas & Darling-Hammond, 2019; 

Espinoza et al., 2018). State authorization would be gained by these teacher preparation 

academies if participants were exposed to effective teachers and demonstrated their effectiveness 

as teachers before graduation (Kraft et al., 2020).   

Cruz et al. (2020) used the Culturally Responsive Teaching Self-Efficacy (CRTSE) scale 

to assess teachers' self-efficacy when implementing culturally responsive teaching practices 

(CRT) and the factors that affect the self-efficacy of both preservice and practicing teachers. 

Cruz et al. (2020) surveyed 245 participants who were either enrolled in teacher credential 

programs or practicing teachers. According to Cruz et al. (2020), no statistically significant 

impact of credential preparation type, subject type, school type, or geographical location was 
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observed on CRTSE scores. Despite prior studies suggesting that teacher training may impact 

one's self-efficacy (Clark & Newberry, 2019; Ma & Cavanagh, 2018; van Rooij et al., 2019), 

Cruz et al. (2020) suggests that both traditional and alternative credential programs are equally 

capable of training teachers to feel confident working with culturally and linguistically diverse 

students. They noted, however, that several of their findings appeared to be statistically 

significant. The CRTSE scores of intern credential teachers were slightly lower than those of 

traditionally credentialed teachers, for example. A truncated credential program and completing 

coursework while teaching full-time may cause teachers with an intern credential to feel less 

effective (Cruz et al., 2020). 

Summary 

Chapter 2 explored existing research on self-efficacy relative to teacher’s training, 

careers, and student outcomes. In addition, Chapter 2 provided background and historical 

information on the teaching profession through more recent information about pathways teachers 

follow to earn teaching credentials. Chapter 3 includes details of the methodology of this study, 

including the research design, data collection strategies and the theoretical framework that guides 

this study. Chapter 4 includes an overview of the findings of the study and Chapter 5 contains a 

narrative discussion drawn from the findings, implications for practice and recommendations for 

future research. 
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Chapter 3. Methodology 

The purpose of this qualitative phenomenological study was to explore the teacher self-

efficacy for novice teachers who are job-embedded practitioners. In Chapter 3, the research 

methodology will be described in detail using the following chapter organization. First, the 

chapter will include a review of the research questions that guide the study. Second, the rationale 

for choosing a phenomenological research design will be discussed. Following these 

preliminaries, the researcher will discuss the site selection, the sample, and the participants 

chosen for the study. Chapter 3 will also include a discussion of the data collection and analysis 

procedures used in the study. Trustworthiness and ethical considerations of the study are also 

addressed in Chapter 3.  

Research Questions 

The essential research question guiding this study was:  

What are the perceptions of novice job-embedded practitioners on their own teacher self-

efficacy and teacher self-efficacy in general? 

 The following sub-research questions were devised to help address the essential research 

question: 

Sub-research Question 1- How do novice job-embedded practitioners perceive their 

teacher preparation program? 

Sub-research Question 2-  How do novice job-embedded practitioners perceive their 

future as a teacher? 

Research Design 

This study used a phenomenological research design. Phenomenological research designs 

are used to examine the perspectives of persons who have encountered a phenomenon to 
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comprehend its universal character. The premise behind phenomenological research design is 

that individuals employ a common structure or essence to interpret their experiences (Miller et 

al., 2018). To understand the phenomenon under investigation, phenomenological researchers 

interpret the participants' lived experiences, perceptions, and beliefs (Errasti-Ibarrondo et al., 

2018). Any preconceived notions the researcher may have about the experience or phenomena 

must be bracketed in phenomenological research design (Sundler et al., 2019). This method is 

used to investigate lived experience, learn more about how people think, and broaden a 

researcher's understanding of a phenomena (Fuster-Guillen, 2019). Thus, a phenomenological 

research design allows researchers to examine the lived experiences of participants within the 

context of the studied phenomenon (Moustakas, 1994). In this study, phenomenology will be 

used to examine the lived experiences of novice job-embedded practitioners within the context of 

the phenomenon of teacher self-efficacy. 

Site Selection 

The site chosen for the study was four rural school districts in Tennessee. Tennessee was 

chosen based on its high teacher attrition rate (Collins & Schaaf, 2020). Rural school districts 

were chosen because teacher attrition has steadily increased in rural K-12 schools since 2010, 

which are reportedly higher than in urban settings (Schmitt & deCourcy, 2022). 

Sample 

Research participants were purposefully recruited from rural school districts in 

Tennessee. Purposeful sampling allows researchers to select participants conversant with the 

topic of research and that have experience with the phenomena under study (Noyes et al., 2018). 

Purposeful sampling is applied as the main sampling strategy to identify research respondents 

that fit the inclusion criteria of novice, job-embedded teachers that worked for four local school 
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districts between 2021-2022. This sampling approach will ensure that respondents that fit the 

description in the research are chosen. This sampling strategy is useful as the deliberate selection 

of individuals and subjects based on their experiences and expertise can improve the validity of 

the findings. By considering what type of data can be gathered, the researcher can find 

participants that are willing to respond to the survey and participate in the research (Etikan et al., 

2016). 

The study required ten novice job-embedded teachers to participate in semi-structured 

interviews with open-ended questions to explore their perceptions of teacher self-efficacy. The 

researcher intended to recruit participants until saturation, which is the point when no additional 

data will render new information (Guest et al., 2020). To this end, the researcher performed ten 

interviews, conducted data analysis, observed the repetition of themes and concluded that data 

saturation had been reached. Consequently, the researcher did not recruit additional participants 

after the tenth interview. 

Participants 

The population of the study is novice, job-embedded teachers in four rural school districts 

in Tennessee. Participants must meet the inclusion criteria detailed below: 

1. Participants must be novice, job-embedded teachers in the school districts chosen for the 

study. 

2. Participants must have worked in the chosen school districts between 2021-2022. 

In phenomenological studies, a sample size of 12-15 participants is considered optimal for 

reaching data saturation (Moustakas, 1994; Guest et al., 2020). Participants were purposefully 

selected with permission of the school districts under examination. Participants were assigned 
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pseudonyms to ensure anonymity, protect their personal information, and ensure confidentiality 

of interview responses. The participants’ demographic profiles are shown in Table 1. 

Table 1 

Participants Demographic Profiles 

Participant Gender Race Age 
Marital 

Status 

School 

ID 

Years 

Teaching 
Subject 

Grades 

Taught 

P1 Male White 43 Married S1 5 
Social 

Studies 
Grades 9-12 

P2 Male White 25 Single S2 3 Math Grades 9-12 

P3 Female White 28 Single S3 1 Science Grades 6-8 

P4 Female White 25 Married S4 2 
Finance, 

Business 
Grades 6-8 

P5 Male White 27 Married S5 2 

Special 

Education, 

Agriscience 

Grades 6-8 

P6 Female Hispanic 29 Married S6 2 Math Grades 9-12 

P7 Male White 24 Married S7 1 N/A Grades 6-12 

P8 Male White 26 Married S1 5 
Physical 

Education 
Grades 9-12 

P9 Female White 25 Single S2 1 Math Grades 9-12 

P10 Female White 23 Single S8 N/A Science Grades 9-12 

 

The gender and ethnicity demographics of the participants in this study largely reflect the 

general population of Tennessee. The population of Tennessee is 51% female and 49% male 

(U.S. Census Bureau, 2020). Fifty percent of the participants in this study were male, and 50% 

were female, encompassing the gender characteristics of the Tennessee population. Tennessee’s 

population is 73.1% White, 17.0% Black or African American, 6.1% Hispanic, 2.0% Asian, and 

1.8% other ethnicities (U.S. Census Bureau, 2020). The participants in this study were 90% 

White and 10% Hispanic (Table 1). White and Hispanic individuals were slightly 
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overrepresented in this study when compared to the population of Tennessee, and Black or 

African American individuals were underrepresented. 

Since the participants were novice job-embedded teachers, they did not have much 

teaching experience. Most of the participants had only one to two years of experience. Three 

participants were in their first year of teaching. Two participants, P1 and P8, were in their fifth 

year of teaching. However, it should be noted that these participants were still completing their 

coursework for their teaching credentials. As such, they are still considered novice job-embedded 

teachers. The participants also represented diverse teaching expertise: one taught social studies, 

three taught mathematics, two taught science, one taught finance and business, one taught special 

education and agriscience, and one taught physical education. Thus, the participants represented 

most subjects taught in most public schools in the United States, except for language arts, 

English, and foreign languages. These demographics and backgrounds of the study participants 

represent a diverse group of novice job-embedded teachers, which has implications for the 

transferability of this study to the general population of all novice job-embedded teachers, not 

just those working in rural school districts in Tennessee.  

Most of the participants in this study were high school teachers. Six participants (P1, P2, 

P6, P8, P9, and P10) taught at high schools. Those six participants represented five different high 

schools. Three participants (P3, P4, and P5) were middle school teachers at three different 

middle schools. One participant (P7) worked as both a middle school and a high school teacher. 

Together, the ten participants represented eight different schools, indicating that the participants’ 

experiences were varied. 
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Data Collection Strategies 

Interviews were conducted using Zoom telecommunications software. Virtual interviews 

were chosen as the interview modality for three reasons. First, virtual interviews allow for 

flexibility in scheduling the interviews, as the participants will choose a date and time that is 

convenient for their schedule. Second, virtual interviews allow for ease of transcription of data, 

as the video recordings can be replayed to ensure that each interview is transcribed properly. 

Lastly, virtual interviews ensure the safety of both the researcher and the participants in the 

context of the COVID-19 global pandemic. The researcher conducted the interviews in his home 

office. 

Data collection consisted of utilizing semi-structured interviews with open-ended 

questions. Participants were emailed an informed consent form and demographic questions to be 

completed and submitted via DocuSign within 48 hours of the start of the interview. Prior to 

each interview, the researcher reviewed the informed consent document and explained the 

participant’s right to withdraw from the study at any time. The researcher asked for verbal 

consent to conduct and record the interview using audio and video capabilities of Zoom.  

The researcher took field notes to record the non-verbal behaviors of the interviewees and 

to reinforce data collection from the audio and video recordings (Tessier, 2012). At the end of 

each interview, the researcher made a statement that the interview was complete and turned off 

the recording capabilities of Zoom. The researcher reminded the participants that data would 

remain anonymous, and that all data collected (audio recordings, video recordings, and field 

notes) would remain secured in a locked file cabinet and destroyed after five years (see Daniel, 

2018). 
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Audio recordings of the interviews were uploaded to the NVIVO Version 12 qualitative 

research analysis software for transcription. Each transcript was compared to the original Zoom 

recordings and were corrected in case of inaccuracies. Audio recordings were transcribed, 

reviewed, and verified within 36 hours, so that transcripts could be sent to participants as a 

means of member checking (Candela, 2019). 

Data Analysis Strategies 

The researcher conducted a thematic analysis to analyze the gathered data for this study. 

Thematic analysis is the process by which the researcher immerses themself in the collected data 

while searching for patterns or categories that are relevant to the research questions (Peterson, 

2017). This flexible method can be used to aid in the understanding of many diverse types of 

qualitative data through a variety of perspectives and is often a nuanced, iterative strategy 

through which the researcher identifies higher level abstract concepts from the collected data 

(Peterson, 2017). This method was chosen because it is readily accessible, offers flexibility with 

respect to the inclusion of unanticipated findings, and it is widely accepted as a standard method 

of data analysis for this type of research. 

According to Padilla-Diaz (2015), in phenomenology, data analysis is characterized by 

the identification of common meanings and essences involving textual and structural analysis of 

what was expressed by the participants. According to Dey (1993), qualitative data analysis is 

narrative development of the categorization and interconnectedness of phenomena with the 

investigator's ideas. Hence, qualitative data analysis has the overall intention of explaining a 

phenomenon in detail, comparing cases, identifying discrepant cases, and constructing a concept 

of the lived experiences of the participants from the analysis of observable data (Flick, 2013). 
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In data organization and analysis, the researcher will conduct thematic analysis following 

Peoples’ (2020) technique, which involves six distinct stages in data analysis in which 

researchers: (a) read and delete irrelevant information, (b) create preliminary meaning units, 

called codes, (c) generate final codes for each interview question, (d) synthesize final meaning 

units into situated narratives, or themes, under each interview question, (e) synthesize situated 

narratives, integrating all major themes or participants, and (f) generate general descriptions of 

the data. 

Theoretical Framework 

The theoretical framework used for this study is based on Bandura’s social cognitive 

theory (Bandura, 1977, 1986). Bandura (1997) defined self-efficacy as “beliefs in one’s 

capabilities to organize and execute the courses of action required to produce given attainments” 

(p. 3). From a teacher’s perspective, self-efficacy is an individual's assurance in their teaching 

capabilities and responsibilities to the profession (Lauermann & Berger, 2021). Numerous 

studies have demonstrated that a higher sense of teacher self-efficacy can lead to higher levels of 

classroom management, student academic achievement, and student motivation (Bal-Taştan et 

al., 2018; Burić & Kim, 2020; Lazaraides et al., 2020). Social cognitive theory is appropriate for 

the study of the perceptions and experiences of novice, job-embedded teachers regarding their 

own self-efficacy and teacher preparation programs because it considers that teacher self-

efficacy relates to many academic and career success factors, including the success of the 

students and the teachers themselves. 

Assessment of Quality and Rigor 

According to Yin (2016), the trustworthiness of qualitative research requires addressing 

and making efforts to ensure the appropriateness of the methodology in determining if the design 
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is consistent and repeatable. In addition, analysis of rigor includes determining if the population 

selection and data collection are appropriate and if research questions and data analysis 

procedures are aligned (Yin, 2016). To ensure the quality of research findings, a researcher 

establishes the reliability and validity of a study, the goal of which is to reduce biases (Yin, 

2016). Trustworthiness of a study refers to the degree of confidence in data, interpretation, and 

methods the researcher uses to ensure the quality of a study (Connelly, 2016). Establishing 

trustworthiness regarding the concepts of validity and reliability is a crucial concern in ensuring 

the quality of qualitative research (Ang et al., 2016). The researcher will use the strategies 

discussed in the following paragraphs to ensure the study maintains trustworthiness. 

Credibility 

The credibility of the study is confidence in the truth of the study and the findings; 

therefore, credibility is the most important criterion (Connelly, 2016). To ensure this study 

maintains credibility, the researcher will: (a) adopt a well-established data collection plan; (b) 

utilize Zoom to conduct the research in the participants’ settings, (c) give sufficient time to 

listen, document, and achieve saturation of data; (d) perform member checking to ensure 

narrative truth, and (e) pay attention to the reflexivity of researcher, which will remind the 

researcher to maintain awareness about how the research results unfold and document emerging 

patterns (Korstjens & Moser, 2018; Palaganas et al., 2017).  

Transferability  

According to Lincoln and Guba (1985), transferability is also known as external validity. 

To achieve transferability, the researcher will rely on strong corroboration, and supplied 

evidence reported using interview responses directly quoted from the transcripts (Cope, 2014). 

The researcher must provide satisfactory descriptive information for transferability to take place 
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(Lincoln & Guba, 1985; Merriam & Tisdell, 2016). Lincoln and Guba (1985) stressed that the 

audience is given the opportunity to liken findings to others. The recommendation is that data 

about the framework, fact-finding, and the decisions, should be appropriately described so that 

other investigators can feel confident about transferring the study’s conclusions to other similar 

populations (Lincoln & Guba, 1985). To promote transferability in this study, quotations from 

the participants were used and the demographics of the sample were clearly defined. 

Dependability 

Also known as the reliability of the research, dependability is characterized as the 

consistency or repeatability of the study (Leung, 2015; Morse, 2015; Yin, 2016). To achieve 

dependability, the researcher will clearly report and document the methodology, procedures, and 

processes in collecting and analyzing the data. Corrections are necessary to ensure the reliability 

and validity of the data collected (Korstjens & Moser, 2018). Therefore, the researcher will 

check whether the analysis process is congruent with the accepted standards for the research 

design. As suggested by Korstjens and Moser (2018), the researcher will use an audit trail and 

document the inquiry process. The researcher will provide a complete set of notes on decisions 

made during the research process, reflective thoughts, sampling, research instruments, the 

emergence of the findings, and information about data management. Adopting an audit trail 

enables the auditor to study the transparency of the research path (Korstjens & Moser, 2018). 

Confirmability 

The aim of confirmability is to safeguard that the outcomes are independent of the 

researcher's biases. The researcher will demonstrate that findings are based directly on 

participant's interview responses and not on the researcher's preconceptions or biases by 

providing transparent in-depth descriptions of how the data were collected and analyzed, also 
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reporting their own opinions that could shape the study (Creswell & Miller, 2000; Leung, 2015). 

Another way the qualitative researcher develops confirmability is through rival explanations and 

negative cases. Negative cases regularly deliver a strategy to distinguish the norm and are critical 

to recognizing the complete experience (Morse, 2015). Data was analyzed for discrepant cases 

and such cases were identified in the data analysis and presentation of the findings. 

Ethical Considerations and the Role of the Researcher 

 This section contains a description of the ethical considerations of the study and the role 

of the researcher. 

Ethical Considerations 

Within the context of international research norms and practices, the 1978 Belmont 

Report remains particularly important. The Belmont Report protocol outlines the basic ethical 

principles for researchers to follow when conducting research involving human subjects. The 

three principles mentioned in the Belmont Report are respect for persons, beneficence, and 

justice. First, it is suggested that people should be treated with respect because all individuals are 

autonomous agents, and those with diminished autonomy are entitled to protection (National 

Commission for the Protection of Human Subjects of Biomedical and Behavioral Research, 

1979). The second principle states that researchers should minimize the risk of harm and 

maximize the potential benefits. Thirdly, as it relates to justice, people should be treated fairly. 

These principles ensure that a researcher meets the participant's right to privacy and the treatment 

of the participants with dignity (National Commission for the Protection of Human Subjects of 

Biomedical and Behavioral Research, 1979). As required by the Belmont Report, a researcher 

must ensure justice through attention to the significance of the study purpose and through careful 

choices in the research design that generates rigorous findings without unduly burdening subjects 
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(National Commission for the Protection of Human Subjects of Biomedical and Behavioral 

Research, 1979). The researcher followed the ethical guidelines of the protocol. 

Before any data was collected and any interviews were conducted, the researcher sought 

approval from the East Tennessee State University Institutional Review Board (IRB). The IRB 

ensured that all data collection and recruitment procedures employed in this study were sound 

and would not cause any undue harm to the research participants. After IRB approval was 

received, recruitment began, and all interested participants were required to sign an Informed 

Consent form. This form provided the participants with additional information about the study, 

who they could contact if they had questions about the study, how they could withdraw from the 

study without consequence, the risks and harm present if they decided to participate, and who 

would have access to their data. Each participant was required to sign the informed consent form 

using DocuSign and email it back to the researcher to ensure voluntary participation in the study. 

The protection of each participant, which included the information they provided to the 

researcher and their identities, is the highest priority in any research project. A study relating to 

human beings must embrace sufficient requirements to preserve the confidentiality of research 

data. Preserving confidentiality necessitates protection of the data that an individual has revealed 

and anticipation that it will not be released to others without consent. To protect the identity of 

the participants, each participant was given a pseudonym (P1, P2, … P10). To further protect the 

identities of the participants, each audio recorded interview was coded with an alpha numeric 

sequence. The sequence consisted of the date the interview took place and the order of the 

interview (such as, P1_07142022). After completion of all interviews, each interview was 

transcribed and labeled with the same alphanumeric sequence as the recorded interview. The 

audio recorded interviews, the transcribed files, and the informed consent were kept by the 
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researcher on the researcher’s password-protected computer and on a password-protected cloud 

service for a total of five years. After five years, the data will be securely deleted from the 

researcher’s hard drive and the secured cloud service. The researcher, the researcher's doctoral 

committee, and East Tennessee State University were the only entities with access to the data, 

including transcripts and recordings used in the study. 

Role of the Researcher 

In this qualitative phenomenological study, the role of the researcher was, first and 

foremost, the research instrument (see Fassinger & Morrow, 2013). The researcher’s function 

and duty were to examine and unravel the influence of the study subject matter on the 

participants' lived experiences. Hence, when instruments are included in qualitative studies, an 

individual will be the fundamental part of the procedure (Fink, 2000). As an instrument for the 

study, the researcher took the responsibility for developing the research plan, identifying 

research questions that address a gap in the scholarly literature, determining the interview 

questions, conducting the interviews to collect relevant data, and analyzing the collected data to 

address the research questions. Also, it is noteworthy that being the principal instrument, the 

researcher needed to be transparent about his responsibilities, experience, expectations, 

mannerisms, and curiosities that could influence the outcome of the study (see Yin, 2011). 

The researcher was also responsible for delivering trustworthy, credible, and reliable 

research. Thus, to sustain research integrity, ensure objectivity, and eliminate any bias, the 

researcher adhered to guidelines as established in the Belmont Report, which helped in removing 

personal biases, avoiding influencing study participants, and suspending the researcher's 

preconceived ideas or assumptions that could negatively affect the credibility of the research 

findings. 
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Moreover, as the instrument for the study, it was almost impossible to retain everything 

without the use of a reflective journal as a tool to document and record all the stages of the 

research. The key purpose of the qualitative researcher keeping a reflexive journal is to 

document a thorough account of the research progression and the researcher’s own 

contemplations of their standards, benefits, and perceptions as the instrument (Lincoln & Guba, 

1985). 

Summary 

Chapter 3 included a detailed discussion of the specific methodology chosen for the 

present study. The researcher first reviewed the purpose of the study and the research question 

employed by the study. The purpose and research questions surrounded the idea of exploring the 

perceptions of the self-efficacy and teacher preparation programs of novice, job-embedded 

teachers. Next, the researcher discussed the phenomenological research design chosen for the 

study. Phenomenology was chosen for the study, as it is a qualitative research design that is used 

to understand the subjective realities of the participants in the study by making personal 

interpretations about their lived experiences and perceptions.  Following the discussion of 

research design, the researcher reviewed the site selection, sample, and participants, including 

the inclusion criteria to be employed in the study.  

After discussing the sampling strategies for choosing the participants, the chapter turned 

towards a discussion of the data collection and data analysis strategies. These sections explained 

in detail the purposeful sampling to be employed in the study, followed by a discussion of the 

procedures to be utilized in the semi-structured interviews with open-ended questions. Data 

collection strategies included a description of the thematic analysis to be employed in the study, 

as well as the steps to be followed for phenomenology. Next, the chapter reviewed the theoretical 
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framework that will be used to understand and frame the perceptions of participants; the 

theoretical framework chosen is Bandura’s social cognitive theory, which is directly related to an 

individual’s self-efficacy. Following this discussion, the researcher analyzed trustworthiness, 

including the credibility, transferability, dependability and credibility. Lastly, the researcher 

discussed ethical considerations of the study and the role of the researcher in the study. In 

Chapter 4, the researcher presents the findings of the study, including an analysis of the data 

derived from the participants within the context of Bandura’s social cognitive theory. In Chapter 

5, conclusions, implications and recommendations are presented. 
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Chapter 4. Results and Findings 

The United States is currently experiencing unprecedented demands for elementary and 

secondary school teachers. Teacher attrition and burnout are significant problems, especially in 

public schools (Jennings, 2020). Some factors influencing teacher attrition and burnout include 

challenges related to the COVID-19 pandemic (Garcia & Weiss, 2021) in 2020 and rising and 

consistent concerns about school violence (Bryner, 2021). Teachers also report working long 

hours and contributing financially to their classrooms, which lack many resources for student 

success (Minkos & Gelbar, 2021). In addition to attrition, fewer students generally enter teacher 

training programs, further amplifying the teacher shortage. 

 Many states are addressing the shortage of teachers by using job-embedded practitioners. 

Job-embedded teachers are individuals who have a bachelor’s degree and are already working in 

a classroom as a teacher while working towards fulfilling the requirements for a teaching license 

through a university (Adams et al., 2019). Current research suggests that teacher self-efficacy 

influences students' motivation, engagement, and achievement (Burić & Kim, 2020), as well as 

teachers' teaching skills and practice (Mok & Moore, 2019). Specifically, teacher self-efficacy 

enhances confidence, which, in turn, impacts delivery of content (Ladendorf et al., 2021). 

However, it is presently unclear how job-embedded practitioners perceive their self-efficacy, 

teacher preparation programs, and their futures as teachers. Therefore, this qualitative 

phenomenological study explored teacher self-efficacy for novice teachers who are job-

embedded practitioners. The following research questions were devised to address this purpose: 

Essential Research Question: What are the perceptions of novice job-embedded 

practitioners on their own teacher self-efficacy and teacher self-efficacy in general? 
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Sub-research Question 1- How do novice job-embedded practitioners perceive their 

teacher preparation program? 

Sub-research Question 2- How do novice job-embedded practitioners perceive their 

future as a teacher? 

 Chapter 4 will include a presentation of the results of this study. First, the chapter 

includes an examination of the central research question by presenting the participants' 

perceptions of their teacher self-efficacy. Next, sub-research question 1 is investigated by 

describing the participants’ beliefs regarding the strengths and weaknesses of their teacher 

preparation programs. Lastly, the chapter includes a description of the participants’ perceptions 

of their future as a teacher. 

RQ: Perceptions of Novice Job-Embedded Practitioners on Their Teacher Self-Efficacy 

 In analyzing this research question, different aspects of teacher self-efficacy are explored. 

First, participants were asked to give their perceptions of their teacher self-efficacy, which 

answered the posed research question. Then, the participants discussed facilitators of and barriers 

to self-efficacy and how the school environment affects teacher self-efficacy. 

Participants’ Perception of Their Self-Efficacy 

 Three main themes emerged from the data analysis regarding perceived self-efficacy. 

These three themes were: (a) high self-efficacy, (b) passion, and (c) work in progress. These 

themes are summarized in Table 2 and are subsequently discussed. 
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Table 2 

Participants' Perceptions of Their Self-Efficacy 

Theme Participants Excerpt 

High Self-

Efficacy 
P9, P10 

"I think content-wise I'm pretty solid. Not to be full 

of myself, but I think I'm really strong with that, and 

I think I'm good at getting the students engaged" 

(P9). 

Passion P1, P4, P7, P8 

“I would say that I'm very passionate about what I 

do. I genuinely love kids. Kids strive to get the most 

out of life, which excites me” (P4). 

Work in 

Progress 

P2, P3, P4, P5, P6, P9, 

P10 

"I think that I could always do better. I think that I 

do enough to get the job done and always keep the 

students busy, but there are some things that I would 

need to work on" (P3). 

 

 High Self-Efficacy. Two of the participants (P9 and P10) reported that they had high 

teacher self-efficacy. For example, P9 said, “I think content-wise I'm pretty solid. Not to be full 

of myself, but I think I'm really strong with that, and I think I'm good at getting the students 

engaged.” P9 believed strongly in their self-efficacy and had high self-confidence regarding their 

teaching capacity, especially regarding their content knowledge. Similarly, P10 said, “I think my 

self-efficacy is high. I love what I do. I try hard every day to make sure I’m prepared for my 

classes, and I think I succeed.” P10 portrays themselves as having high self-efficacy due partly to 

their motivation to work hard and prepare. These findings underscore the notion that self-

efficacy not only derives from content knowledge but also from hard work and preparation. 

 Passion. Four participants (P1, P4, P7, and P8) expressed passion for their position as 

novice job-embedded teachers. This passion contributed to their self-efficacy. For example, P4 

said, “I would say that I'm very passionate about what I do. I genuinely love kids. Kids strive to 

get the most out of life, which excites me.” P4 describes their passion for children contributing to 

their passion for their job and self-efficacy. P1 also believes that their passion contributes to their 
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self-efficacy. P1 described, “I wasn’t sure I wanted to be a teacher at first, but now that I’m in it, 

I love it.” For P1 and P4, their passion for teaching influences their self-efficacy.  

 Two other participants spoke about their passion for teaching as having a direct 

relationship with self-efficacy. P7 said: 

Self-efficacy is a moving target. I didn’t have much confidence when I first started, but 

I'm getting better now that I’m a few months in. I think my passion for teaching comes 

through, and the kids can see and respect that. 

For P7, their passion for teaching impacts the students, who, in turn, provide feedback that 

increases P7’s self-efficacy. This finding is congruent with findings in the literature indicating 

that teacher self-efficacy influences student self-efficacy (Engin, 2020; Shulka et al., 2020) and 

vice versa. P8 also describes their students' progress as igniting their passion for teaching. P8 

said:  

As a [physical education] teacher, I get kids of all skill levels, sizes, shapes, and athletic 

abilities. When I see some of the kids who aren’t as skilled or athletic having fun and 

making physical gains, it fires me up. They make me want to be a better teacher so I can 

continue seeing them make progress. 

For both P7 and P8, their self-efficacy is influenced by their students’ progress and goal 

attainment. Both describe situations in which they have favorable self-efficacy outcomes based 

on their students’ progression. This suggests that the self-efficacy of novice job-embedded 

teachers is greatly influenced by the students’ perceptions of them as a teacher and student 

progression. 

 Work in Progress. Seven participants (P2, P3, P4, P5, P6, P9, P10) discussed their self-

efficacy as a work in progress. When asked about their self-efficacy as a teacher, P2 said:  
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I think I have a lot to learn. Even though I’ve been teaching for three years, I think I spent 

the first two years figuring out how to handle a classroom. I’m just getting to the point 

where I’m comfortable with classroom management and figuring out who I am as a 

teacher. 

P2 describes their first two years of teaching as a classroom management lesson. They 

believed they couldn’t focus on their teaching skills because they spent so much time learning to 

keep their students’ attention in the classroom. They described their self-efficacy as a teacher as 

a work in progress. P3 and P4 believed that they were still learning and could do better. P3 said, 

“I think that I could always do better. I do enough to get the job done and always keep the 

students busy, but there are some things that I would need to work on.” Like P3, P4 said, “I want 

to do better. There’s such a significant learning curve that it’s impossible to be the best teacher in 

your first few years. I do my best, and that best moves the needle a little at a time.” Both P3 and 

P4 ascribe their self-efficacy as a work in progress. Both acknowledge that they do some things 

right but are still learning and have room for improvement.  

 Other participants also describe their self-efficacy as a work in progress but in different 

aspects. Like P2, P5 believes their classroom management skills still need improvement. P5 said: 

I think my content knowledge is great. I’ve worked hard to understand what I’m teaching 

well. But, working in special education can be challenging. I feel like I’m learning on the 

seat of my pants. Classroom management is really difficult sometimes. 

P5 highlights the specialized topic of special education, noting that their self-efficacy is still a 

work in progress, especially regarding classroom management. On the other hand, P6 highlights 

that content knowledge is an area in which they need improvement. P6 said: “I’m pretty good 
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with the content, but I can always be better. Teaching math, I always have to refresh the material 

before I teach it. If I don’t prepare, classes don’t go well, which is unfair to the students.” 

For P6, their content knowledge and preparation are areas they believe need improvement. As 

such, they also describe their self-efficacy as a work in progress. Many of the participants in this 

study identified areas in need of improvement. While they did not specifically say that their self-

efficacy needs improvement, identifying areas of strengths and weaknesses indicates that their 

self-efficacy is high in some respects and low in others. 

Facilitators of Self-Efficacy 

 The participants identified two general facilitators of their self-efficacy as novice job-

embedded practitioners. These two facilitators were self-progress and student progress. These 

two themes are summarized in Table 3. 

Table 3 

Participants’ Perspectives of Facilitators of Self-efficacy 

Theme Participants Excerpt 

Self-Progress P1, P6 

"Sometimes it's nice, as a teacher, to see yourself 

progressing. Sometimes, there have been certain 

lessons or lectures that I've done where maybe I 

struggled in the past, but I've bought books on it, 

read up on it, and I've gotten better. Sometimes you 

have some personal satisfaction" (P1). 

Student 

Progress 
P1, P7, P8, P9 

"I love helping students, not necessarily with math, 

but I like getting students to the point where they're 

not afraid of math. It makes me feel good to see 

them when they finally get it. That's my favorite 

part" (P7). 

 

 Self-Progress. Two participants (P1 and P6) identified self-progress as a facilitator of 

their self-efficacy as a teacher.  For example, P1 said: 
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Sometimes it's nice, as a teacher, to see yourself progressing. Sometimes, there have been 

certain lessons or lectures that I've done where maybe I struggled in the past, but I've 

bought books on it, read up on it, and I've gotten better. Sometimes you have some 

personal satisfaction. 

P1 describes their self-efficacy as being facilitated by their progress as a teacher. When they can 

teach a lesson more effectively than previously, they gain confidence in their teaching ability. 

Their increased confidence facilitates self-efficacy. P6 concurred with P1 saying:  

I like seeing myself progress. I struggled my first year, and I’m getting progressively 

better. I like seeing that I can teach lessons better, handle the students’ questions without 

getting flustered, and even anticipate questions sometimes. I feel better about being a 

teacher as I become more proficient. 

Both P1 and P6 describe their self-efficacy as bolstered by their abilities to effectively teach 

lessons better than in previous years. Therefore, self-progress as a teacher may facilitate self-

efficacy in novice job-embedded practitioners. 

 Student Progress. Student progress was another theme identified by the participants as 

being a facilitator of their self-efficacy as a teacher. For example, P7 said, “I love helping 

students, not necessarily with math, but I like getting students to the point where they're not 

afraid of math. It makes me feel good to see them when they finally get it. That's my favorite 

part." P7 describes their self-efficacy growing when their students make progress, especially as it 

relates to math anxiety. P8 expresses similar thoughts, saying:  

It’s gratifying seeing the students learn to love movement. So many of them sit at home 

on the couch in front of the TV or video games and don’t have the experience of 
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movement and athletics. Most of them come into my classroom hating gym class. I feel 

good about being a teacher when I can make even one of them learn to love movement. 

For P7 and P8, imparting enjoyment to the students in their respective classes facilitates their 

self-efficacy as a teacher. Both describe becoming more confident in their teaching abilities 

when the students enjoy their respective subjects. 

 P1 and P9 also cited student progress as an important facilitator of self-efficacy. P1 said, 

“I get more confident when I see the students succeed.” P9 also describes their self-efficacy in 

terms of student progress. P9 said, “I know I’m getting better as a teacher when the students 

make progress in some way, whether that’s asking good questions, getting good grades, or 

whether I’m seeing improvements on their standardized test scores.” In this way, both P1 and P9 

describe student progress as facilitating their self-efficacy. Like the other participants, P1 and P9 

have increased confidence and self-efficacy when they view their students’ success. 

Barriers to Self-Efficacy 

 In addition to identifying facilitators of self-efficacy, the participants also identified 

barriers to their self-efficacy as novice job-embedded teachers. Three themes were identified as 

barriers to self-efficacy: (a) the accountability of the education system, (b) disrespectful students, 

and (c) the general system of education. These themes are summarized in Table 4. 

Table 4 

Participants’ Perspectives of Barriers to Self-Efficacy 

Theme Participants Excerpt 

Accountability 

of Education 

System 

P1, P5, P9 

"As a whole, the system is too lenient on the 

students. The system tries to encourage you to pass 

students when we would have failed them in the 

past. I think it's doing them a disservice because it 

teaches them that, in life, if they screw up, they get a 

free pass" (P1). 
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Disrespectful 

Students 
P1, P5, P6 

"My greatest dislike is the kids' attitudes. Some kids 

have no respect for authority or respect for each 

other" (P6). 

General System 

of Education 
P2, P3, P4, P8, P9 

"It's ironic, but I don't like how serious education is. 

It's not playful, like we no longer have time for fun 

things. You have to hit all the standards, and I 

understand that, but I feel like it's a different 

education system from when I was in school" (P4). 

 

 Accountability of Education System. Three participants (P1, P5, and P9) believed that 

the accountability of the education system served as a barrier to their self-efficacy as a teacher. 

For example, P1 said: 

As a whole, the system is too lenient on the students. The system tries to encourage you 

to pass students when we would have failed them in the past. I think it's doing them a 

disservice because it teaches them that, in life, if they screw up, they get a free pass. 

P1 describes feeling pressure to pass children even if they don’t meet the minimum requirements 

for a passing grade. This serves as a barrier to their self-efficacy because they view their role as a 

teacher as being important to teaching their students life lessons. P5 described similar thoughts, 

saying: 

The system is flawed. We’re supposed to pass students regardless of whether they 

deserve to pass. Our school has this retesting system for assessments that would have 

never flown in previous years. We give the students too many chances, when they need to 

learn that in order to pass, you have to study for the test the first time. I feel like I’m 

teaching the students that it's ok to fail. 

P5 similarly describes their self-efficacy as being hindered by the accountability of the education 

system. While they may have high self-efficacy about their teaching skills, their self-efficacy is 
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generally low regarding their role as a teacher. Thus, the accountability of the education system 

may serve as a barrier to the participants’ self-efficacy in some cases. 

 Disrespectful Students. Three participants highlighted disrespectful students served as 

barriers to their self-efficacy. For example, P6 said, "My greatest dislike is the kids' attitudes. 

Some kids have no respect for authority or respect for each other". P6 further stated that “the 

children’s attitudes make me feel like I’m doing something wrong”. Thus, disrespectful behavior 

of students stands as a barrier to their self-efficacy as a teacher. P1 concurred with P6, saying, 

“Sometimes I feel bad about myself as a teacher when the kids are so disrespectful. I don’t feel 

like I’m teaching them anything about life.” Thus, P1’s self-efficacy as a mentor suffers from the 

students’ lack of respect. P1 and P6 view their role as a teacher as being more than just teaching 

students academic material. However, their self-efficacy is diminished when the students are 

disrespectful towards them and other students. 

 General System of Education. Five of the participants (P2, P3, P4, P8, and P9) 

described the general system of education in the United States as being a barrier to their self-

efficacy as a teacher. For example, P4 said:  

It's ironic, but I don't like how serious education is. It's not playful, like we no longer 

have time for fun things. You have to hit all the standards, and I understand that, but I 

feel like it's a different education system from when I was in school.  

P4 believes they’re doing a disservice to the students by not being allowed to make the school 

environment playful and enjoyable, especially as an elementary school teacher. P4 further 

believes that this influences their self-efficacy. They said, “I feel bad as a teacher making them 

specialize so early.” Thus, for P4, the general education system serves as a barrier to their self-

efficacy. P3 expressed similar feelings, saying, “Sometimes I feel so bad for the students. They 
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don’t have the background from previous years to succeed in my class. That isn’t their fault. It’s 

the system’s fault.” P3, like P4, feels like the education system is failing the students, which, in 

turn, impacts their feelings regarding being a teacher. Thus, the education system serves as a 

barrier to their self-efficacy. 

Summary of Essential Research Question 

 In answering the essential research question, participants discussed their self-efficacy as 

teachers. Some of the participants expressed having high self-efficacy as a teacher, while others 

described their self-efficacy in terms of their passion for teaching. However, most of the 

participants described their self-efficacy as a work in progress. Some cited their classroom 

management skills as needing improvement, while others described their content knowledge as a 

work in progress. Thus, for many job-embedded novice teachers, their self-efficacy is a work in 

progress. 

 The participants also identified important barriers and facilitators to their teaching self-

efficacy. Important facilitators included student progress and self-progress. Many participants 

described enhanced confidence and self-efficacy when their students made progress 

academically or had enhanced enjoyment of the material. Other participants described increased 

confidence in teaching as they viewed their teaching skills progressing. The participants also 

identified some barriers to their self-efficacy. Specifically, they identified the accountability of 

the education system, disrespectful students, and the general education system as barriers to their 

self-efficacy. In this discussion, many participants described feeling poorly because they 

believed they were doing students a disservice. For example, some participants voiced concerns 

that they were not adequately preparing the students for life outside the classroom. 
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SQ1: Participants’ Perceptions of their Teacher Preparation Programs 

 The first sub-research question asked participants about their perceptions of their teacher 

preparation programs. This discussion is divided into two main sections. The positive aspects of 

their teacher preparation programs are first presented. This discussion is followed by a 

description of the drawbacks of teacher preparation programs from the participants’ perspectives. 

Positive Aspects of Teacher Preparation Programs 

 The participants were generally favorable towards their teacher preparation programs, 

identifying four main themes that were positive aspects of their programs. These four themes 

were: (a) good support and mentorship; (b) gaining confidence in teaching; (c) learning content 

important for passing the edTPA; and (d) flexibility and convenience. Each of these themes is 

summarized in Table 5. 

Table 5 

Positive Aspects of Teacher Preparation Programs 

Theme Participants Excerpt 

Good Support and 

Mentorship 
P3, P8, P9, P10 

"My advisors and teachers have been helpful and 

good to work with. They have all seemed like 

good people who are always willing to help me 

through any problems. It seems they truly care 

about me and my job" (P10). 

Gaining Confidence 

in Teaching 
P1, P3, P4 

"The program is helping me improve. I am 

gaining more confidence as a teacher. I started 

off being thrown into a teaching job with no 

training, so I am getting up to speed with the 

experience and classes I have taken. I know that 

my program has helped me with the special 

education side of things. I know when I started, I 

was overwhelmed with students with IEPs. The 

classes that I have taken it has helped me become 

more familiar with everything. I feel much more 

confident helping those students now" (P3). 
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Learned Content 

Important For 

Passing edTPA 

P1, P6, P8, P9 

"My prep program helped me with edTPA. That 

was a mountain of work. edTPA was a 

requirement for me, and I think it was a little over 

the top, but the program helped me work through 

it" (P6). 

Flexible, 

Convenient 
P1, P2, P4, P9, P10 

"My teacher prep program has been great 

regarding time management. We have moved 

through the classes as a cohort, which goes pretty 

quickly. I like the fact that it will not take a long 

time to finish it all up. The program is well laid 

out, and it is easy to see how the classes are 

scheduled. I love the online structure as well" 

(P4). 

  

Good Support and Mentorship. Four participants (P3, P8, P9, and P10) believed their 

teacher preparation programs offered good support and mentorship. For example, P3 said, “ My 

mentor, Mr. [redacted name], has helped guide me through my program. I have definitely learned 

a large amount of things from him.” P8 also described their program as having good mentorship 

and advisors. P8 said, “The program allowed me to gain a valuable mentor. My advisor was very 

helpful, and I don’t think I would have finished without her. She helped me a lot but especially 

with getting through the Praxis series test.” The participants found their programs helpful in 

providing mentors and advisors.  

 Two other participants described their programs as having good mentors and advisors. P9 

described their program professors as being instrumental in developing good lesson plans. P9 

said:  

I had the opportunity throughout the program to build many lesson plans that I still use 

today. It was beneficial to build the lessons under the guidance of my professors who 

gave sound feedback. That has helped me throughout this whole process. 
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For P9, mentorship included important feedback on lesson plans they were implementing in the 

classroom. P9 viewed their professors’ feedback and mentorship as vital to their success. P10 

described their mentors as providing much-needed support. They said: 

My advisors and teachers have been helpful and good to work with. They have all 

seemed like good people who are always willing to help me through any problems. It 

seems they truly care about me and my job. 

The mentors and advisors at the participants’ preparation programs provided them with support 

and mentorship in a variety of ways, including lesson plans, moral support, academic support, 

and help with certification exams. Moreover, these mentoring relationships increased the self-

efficacy of the participating teachers. 

 Gaining Confidence in Teaching. Three participants believed that their teacher 

preparation programs helped them gain confidence in their teaching. For example, P1 said, “My 

program has given me the confidence I need to succeed in my career. As I learn more skills, my 

confidence with teaching grows.” P1 believes that their teacher preparation program has aided 

them in becoming more confident as a teacher; as they see an enhancement in their skills, they 

also feel more confident in their teaching ability. P3 also described an increase in confidence, 

which they attributed to their teacher preparation program. P3 said: 

The program is helping me improve. I am gaining more confidence as a teacher. I started 

off being thrown into a teaching job with no training, so I am getting up to speed with the 

experience and classes I have taken. I know that my program has helped me with the 

special education side of things. I know when I started, I was overwhelmed with students 

with IEPs. The classes that I have taken it has helped me become more familiar with 

everything. I feel much more confident helping those students now. 
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P3 describes being overwhelmed with some aspects of their role as a teacher, especially as it 

relates to special education students and individual education plans (IEPs). P3 believes that their 

program directly taught them the materials and skills necessary to succeed as a teacher, which 

has increased their confidence in the classroom. P4 also describes their program as helping with 

the special education aspect of teaching. P4 said: 

The program has helped me teach classes that have students from a variety of different 

cognitive levels. That has helped me a lot with inclusion and things of that sort. 

Developing reading and science lessons that help all of my students has been a big help. I 

want to always be sure to teach all of my students and that can be a challenge sometimes 

with students with disabilities, but my program has been helpful. 

For P3 and P4, their programs have helped them gain confidence in different aspects of teaching 

with which they were at first uncomfortable. Based on participant responses, teacher preparation 

programs serve as an asset to novice job-embedded teachers. 

 Learned Content Important for Passing edTPA. Four participants (P1, P6, P8, P9) 

believed that their teacher preparation programs were critical in teaching the content important 

for passing the educative Teacher Performance Assessment (edTPA). The edTPA is a test 

developed by researchers at Stanford University to measure teacher candidate effectiveness in 

the classroom by student learning (Goldhaber et al., 2017). For example, P1 said, “It has 

prepared me for the edTPA which is great since I will need to finish that up.” Similarly, P6 said, 

“My prep program helped me with edTPA. That was a mountain of work. edTPA was a 

requirement for me, and I think it was a little over the top, but the program helped me work 

through it." For these participants, their teacher preparation programs imparted the necessary 

knowledge and skills required to pass the edTPA exam to earn their teaching credentials.  
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 P8 and P9 also discussed their programs as being important for learning the material to 

pass licensing exams. P8 said: 

My prep program helped me with edTPA. That was a mountain of work. edTPA was a 

requirement for me, and I think it was a little over the top, but the program definitely 

helped me work through it. The prep program also helped me pass my Praxis test. 

Everyone thinks the PE Praxis is easy, but I’ve heard several people talk about how tough 

it is. Working through the program helped prepare me to pass the necessary Praxis test. 

P8 not only describes their program as being critical for passing the edTPA but also for the 

Praxis exam, which they believed is underestimated. P9 also expressed the notion that their 

program helped with the edTPA exam. P9 said, “They helped me build my edTPA. That was 

very strenuous, and my teachers did a lot that was geared toward that.” Based on participant 

responses, the teacher preparation programs for novice job-embedded practitioners were helpful 

for learning the requisite material and passing the edTPA exam. 

 Flexible, Convenient. Five participants (P1, P2, P4, P9, P10) described their teacher 

preparation programs as flexible and convenient. P1 said, “My program has done a great job of 

being flexible with my teaching and especially my coaching responsibilities. That has been one 

great aspect.” Other participants expressed similar sentiments. For example, P4 said:  

We have moved through the classes as a cohort, and it goes pretty quickly. I like the fact 

that it will not take a long time to finish it all up. The program is well laid out and it is 

easy to see how the classes are scheduled. Obviously, I love the online structure as well. I 

was extremely nervous that I would not be able to handle everything with being in school 

and starting a new teaching career. The program has a great balance between all of that. I 

am not saying that it is easy but considering everything I think it is a fair balance. 
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P2 describes several flexible and convenient aspects of their teacher preparation program. They 

describe their program as being well-planned in a way that allows the students to move through 

the program without wasting time. They also spoke about the convenience of learning online, 

despite early reservations about not being in a traditional classroom setting. P10 also liked the 

flexibility of the online platform, saying, “The online platform is easy to use to turn classwork in 

and to read class materials.” One positive aspect of the participants’ teacher preparation 

programs was the flexibility and convenience of the online programs. 

Drawbacks of Teacher Preparation Programs 

 While the participants highlighted many positive aspects of their teacher preparation 

programs, they also spoke about some drawbacks of the programs and aspects of their programs 

that need improvement. Specifically, the participants identified five main areas in need of 

improvement: (a) updated, relevant content; (b) classroom management techniques; (c) 

curriculum development courses; (d) increased classroom experience; and (e) rethinking 

curriculum ordering. These themes are summarized in Table 6. 

Table 6 

Areas of Improvement for Teacher Preparation Programs 

Theme Participants Excerpt 

Updated, Relevant 

Content 

P1, P2, P6, P8, P9, 

P10 

"I would like more content-specific classes. A lot 

of the work that I am doing feels like “busy” 

work, and it does not necessarily transfer over to 

what I am doing in the classroom currently" (P2). 

Classroom 

Management 

Techniques 

P2, P3, P4, P5, P6, P9, 

P10 

"I wish there was an entire class on handling 

kids. A class on classroom management is very 

much needed. You can have all the knowledge in 

the world, but if you do not have great control of 

the room, then it does not matter. Classroom 

management is tough, but for job-embedded 

teachers, it is a very tough challenge" (P5). 
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Curriculum 

Development 

Courses 

P5, P6 

"I would also add curriculum development. I 

started knowing much about what I was teaching 

regarding the subject, but developing a laid-out 

plan was tough for me. You cannot just come in 

and wing it every day. I need a curriculum to 

follow and was lost for a while" (P6). 

Increased Classroom 

Experience 
P1, P2, P5  

“It would be great to get some observations in, so 

I could learn from good teachers. Especially 

some teachers that are in my same field. My 

classes are filled with teachers from various 

subject areas, and it can be good to get 

perspective from teachers from other subject 

areas, but I would love to sit in with at least a 

couple in the same field” (P2). 

Rethink Curriculum 

Ordering 
P1, P3, P8 

“The program order is out of whack, in my 

opinion. I had to study to pass several tests to 

start teaching and start the program. It is set up 

backward because the information I needed to 

pass the test is now covered in the program. That 

order sequence could be set up differently, for 

sure. I wish I had learned some of the basics up 

front, such as lesson plan development, 

attendance, seating charts, and just some of the 

basic day-to-day obligations” (P3). 

 

 Updated, Relevant Content. Six participants (P1, P2, P6, P8, P9, and P10) identified the 

need for updated, relevant content in their preparation programs. For example, P1 said,  

Some of the material that has been covered was useful as I have worked through the first 

couple of years. There has been plenty that has not applied to my career, but I cannot say 

that about the entire program.  

P1 acknowledges that some of the content learned in their program was relevant, while other 

material was not, suggesting a need for the program to be updated with more relevant content. P2 

expressed similar ideas, saying, “I would like more content-specific classes. A lot of the work 

that I am doing feels like “busy” work, and it does not necessarily transfer over to what I am 
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doing in the classroom currently." P2 described needing more content-related classes about what 

they’re teaching daily. P6 identified other areas of content development. They said:  

There have been no lessons on developing a syllabus that my school district uses. We 

also need to learn more intense classroom management strategies and training. Also, we 

need a class on pacing during lessons at different class lengths. 

P6 identified areas in which their preparation program needed improvement. For example, many 

school districts require teachers to develop a syllabus, a specialized skill, which was not covered 

in P6’s program. P6 also believed that there should be an entire class devoted to classroom 

management strategies, the subject of the next theme. 

 Classroom Management Strategies. Seven participants (P2, P3, P4, P5, P6, P9, P10) 

believed their programs should explicitly include coursework regarding classroom management. 

For example, P8 said: 

I needed the program to prepare me more for the classroom setting. I was great in the 

gym and had a lot of confidence in that setting. However, I was teaching Wellness classes 

that were half in the classroom and half in the gym. I was not ready for the classroom. It 

was a real struggle for me. 

P8, even though they were a physical education teacher, described the need for classroom 

management skills and strategies, coursework that was largely missing from their preparation 

program. P9 also identified classroom management strategies as coursework missing from their 

teacher preparation program. P9 said: 

The day I started teaching, I struggled with classroom management. It was bad! I gave 

out the directions, and three people were asleep within five minutes. I just didn’t know 
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what to do. I wish my program had some sort of training that at least prepared you for 

some classroom management. I was not ready, and it is still a weakness for me. 

One area of improvement identified by the participants is the need for updated classroom 

management content. Covering this topic in preparation programs could help alleviate some of 

the stressors that novice job-embedded teachers experience with classroom management. 

 This was a common theme among participants. P2 said, “I am not saying the information 

is completely useless but my needs, such as classroom management, are not covered enough in 

my opinion. That is my biggest gripe with the program.” P10 also highlighted the need for a 

classroom management course, saying: 

It is early within my path, but I struggle with classroom management. I have not had a 

class that covers classroom management at all. I am a young teacher and I need to 

improve there the most. I don’t see one in the curriculum, so I hope they cover it as part 

of another course. 

Most of the participants identified needing a course on classroom management strategies and 

how to effectively manage students in the classroom. 

 Curriculum Development Courses. Two participants (P5 and P6) believed that their 

teacher preparation programs needed more intensive courses on curriculum development. For 

example, P6 said: 

I would also add curriculum development. I started knowing much about what I was 

teaching regarding the subject, but developing a laid-out plan was tough for me. You 

cannot just come in and wing it every day. I need a curriculum to follow and was lost for 

a while. 
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P6 believes that part of their on-the-job training was the development of a curriculum, 

highlighting that they did not have an explicit curriculum to follow. They believed that 

curriculum development is an important part of the teaching process that their preparation 

program did not cover adequately. P5 also believed they needed to learn curriculum development 

in their coursework. P5 said: 

I know we have a curriculum to follow, but it’s very broad as written. For example, in 

agriscience, the curriculum tells us to teach the students about “plants.” “Plants” is a very 

broad topic and there’s absolutely no guidance on what aspects of the topic to include or 

not include. It would be great if we had a course that described determining what’s 

important and not important in teaching the curriculum. 

Based on their responses, the participants identified that curriculum development may be one 

aspect of teacher preparation programs needing improvement. 

 Increased Classroom Experience. Three participants (P1, P2, and P5) believed they 

needed increased classroom experience in their teacher preparation programs. P1 said, “I also 

think that it would be beneficial to do more observation of effective teachers. I learn from 

modeling others, and there has been very little opportunity to do so.” P1 further explained that 

classroom observation of both faculty and peers would have been helpful. They said: 

I definitely need more time to spend with mentors and more experienced teachers from 

inside the college and outside. It would be great to get some observations in so I could 

learn from good teachers, especially teachers in my field. My classes are filled with 

teachers from a variety of subject areas, and it can be good to get perspective from 

teachers from other subject areas, but I would love to sit in with at least a couple in the 

same field. 
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P1 believed they needed increased classroom exposure and experience learning from other 

teachers. They acknowledged that this experience-based learning was a noticeable course 

missing from their teacher preparation program. P2 also described wanting more classroom 

experience. They said, “I think there should be some more support within my classroom. Maybe 

a mentor teacher or some more observations that are only meant to help me build my skills 

individually.” P2 also described needing more classroom experience either supervised or 

observed by a mentor teacher. P6 also believed that their program needed more supervised 

interactions. They said, “I would add another classroom management class and more 

opportunities to practice pacing within lessons.” The participants described needing increased 

classroom experience as practicing teachers and observing other teachers. Allowing observed 

learning experiences would afford novice job-embedded teachers an opportunity to receive 

immediate feedback regarding their teaching practices in a supportive academic environment. 

 Rethink Curriculum Ordering. Three participants (P1, P3, and P8) believed that the 

curriculum of their teacher preparation programs needed to be reordered to be more suitable for 

their needs as teachers. P1 said, “I wish they would order the curriculum in the order novice 

teachers need. I feel like the curriculum was backward in some respects. Instead of learning how 

to manage a classroom, we learned about school law first.” P1 believed that program ordering 

should be more reflective of what they do in the classroom. They should learn classroom 

management and teaching strategies before learning the legal and administrative aspects of 

teaching. P3 concurred with P1, saying:  

The order of the program is out of whack, in my opinion. I had to study to pass several 

tests to start teaching and the program. It is set up backward because the information I 

needed to pass the test is now covered in the program. That order sequence could be set 
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up differently, for sure. I wish I would have learned some of the basics up front such as 

lesson plan development, taking attendance, seating charts, and just some of the basic 

day-to-day obligations. 

The participants highlighted the notion that the program curriculum should be reordered to 

reflect their needs as novice job-embedded teachers. 

Summary of SQ1 

 SQ1 contained an analysis of the participants’ perceptions of their teacher education 

programs. The participants were generally favorable towards their teacher preparation programs, 

identifying four main themes that were positive aspects of their programs. These four themes 

were: (a) good support and mentorship; (b) gaining confidence in teaching; (c) learning content 

important for passing the edTPA; and (d) flexibility and convenience. The participants generally 

believed they received good support and mentorship from their professors and program 

administrators. The material they learned in their coursework was instrumental in gaining 

confidence in the classroom and passing the edTPA and Praxis exams. Finally, the participants 

noted that the online program was flexible and convenient, allowing them to balance their 

multiple obligations. 

 The participants also highlighted some drawbacks of their teacher preparation programs. 

Specifically, the participants identified five main areas in need of improvement: (a) updated, 

relevant content; (b) classroom management techniques; (c) curriculum development courses; (d) 

increased classroom experience; and (e) rethinking curriculum ordering. The participants 

believed that their coursework needed to be updated, especially to include classes on curriculum 

development, classroom management, and how to develop a syllabus. Many participants wanted 

increased classroom experience, both as student-teachers and as an observer of more experienced 
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teachers. Finally, some participants believed that their programs needed to rethink the order of 

the curriculum to include day-to-day topics first in the curriculum and some of the more minute 

aspects of teaching later. 

SQ2: Participants’ Perceptions of Their Future as a Teacher 

 After examining the perceptions of the participants regarding their self-efficacy and the 

participants’ perceptions of their teacher preparation programs, the participants were next asked 

their perceptions of their future as a teacher. The participants identified three main themes: (a) 

optimistic; (b) neutral; and (c) pessimistic. Each of these themes is summarized in Table 7. 

Table 7 

Perceptions of Novice Job-Embedded Teachers’ Regarding Their Future 

Theme Participants Excerpt 

Optimistic P1, P3, P4, P8, P9, P10 

"I think my future as a teacher is really bright. I 

enjoy working with the kids and seeing them 

grow and develop" (P4). 

Neutral P2, P6 

"I like teaching, but it's more work than I thought. 

I really like the job, and I can see myself making 

a career out of it. I hope it gets easier as I go 

along" (P6). 

Pessimistic P7 

"Teaching in today's public schools is genuinely 

hard. Sometimes I never know what I will walk 

into in my classroom. I don't know if I can 

sustain this type of intensity for a long period" 

(P7). 

 

Optimistic 

 Many of the participants (P1, P3, P4, P8, P9, and P10) expressed optimism concerning 

their future as a teacher. For example, P1 said, “I’m optimistic about my career as a teacher. I 

really enjoy it.” P3 also expressed optimism regarding their career. They said, “I think I’m going 

to make a great teacher once I figure out what I’m doing. I love the kids, and it’s a really 

rewarding career.” P4 expressed similar sentiments, especially about working with children. P4 
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said, “I think my future as a teacher is really bright. I enjoy working with the kids and seeing 

them grow and develop." 

 Other participants also expressed optimism regarding their future as teachers. P8 said, 

“Teaching is really fun. I love being with the kids every day, and I’m optimistic that I’ll keep 

enjoying it.” For P8, their optimism regarding their career derives from the pleasure they 

experience working with the students. P9 expressed similar thoughts, saying, “I think I’m going 

to be a great teacher. The kids are exciting, especially when they learn something challenging 

and light up. I can’t see myself doing anything else.” The job-embedded novice teachers 

interviewed in this study viewed their prospects of being a teacher as bright and with optimism. 

Neutral 

 Two of the participants (P2 and P6) had neutral thoughts about their future as a teacher. 

For example, P2 said:  

I’m not sure. I really like teaching, but at the same time, there’s not a lot of gratification 

in this career. Sometimes it’s a big headache dealing with parents who just don’t 

understand that their children need to put in the effort. 

P2 expressed content with their profession but acknowledged that teaching has many drawbacks. 

They noted that parents were sometimes a challenging aspect of teaching, which diminished 

some of the gratification associated with teaching. Similarly, P6 said, “I like teaching, but it's 

more work than I thought. I like the job, and I can see myself making a career out of it. I hope it 

gets easier as I go along." In this way, P6 also described teaching as a labor-intensive career that 

may not be sustainable in the long run. Some participants enjoyed teaching but had concerns 

regarding the longevity of their teaching careers. 
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Pessimistic 

 One participant had a different perspective than the others. P7 was the only participant 

who expressed pessimism about their future as a teacher. P7 said, “Teaching in today's public 

schools is genuinely hard. Sometimes I never know what I will walk into in my classroom. I 

don't know if I can sustain this type of intensity for a long period." P7 acknowledged that 

teaching is sometimes a thankless profession, highlighting children’s behavioral issues, long 

hours, poor work-life balance, and a fear of school violence. P7 expanded:  

There are so many school shootings now that sometimes you wonder if your school is 

going to be the next school. Going to work in fear is not sustainable. Unless something 

fundamentally changes, allowing teachers, students, and administrators to feel safe at 

work, I don’t know if (I) can keep doing this in the long run. 

One of the job-embedded novice practitioners in this study acknowledged that they had some 

fear associated with the school climate, especially in public schools. 

Summary of SQ2 

 The novice job-embedded teachers included in this study had mixed opinions about their 

futures as teachers. Most participants were optimistic about their teaching careers, highlighting 

their passion for teaching and seeing student improvement. Many expressed optimism that 

teaching would provide a long, satisfying career. Other participants were neutral, citing the 

positive aspects of teaching and acknowledging the drawbacks, especially long hours, student 

behavioral issues, and parental involvement. One participant expressed pessimism regarding 

their future as a teacher, citing long work hours, lack of work-life balance, and fear of school 

violence. The participants' perceptions regarding their future as an educator were mixed. 
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Summary 

Chapter 4 included an examination of the research findings of this study. The researcher 

explored teacher self-efficacy in novice teachers who are job-embedded practitioners. The 

participants’ self-efficacy was evaluated in the essential research question. Most participants 

described their self-efficacy as a work in progress, noting both positive aspects of their teaching 

practices and aspects in need of improvement. Many of the participants described being 

passionate about teaching and working with children. Facilitators and barriers to the self-efficacy 

of novice job-embedded teachers were also identified. Next, the participants’ perceptions of their 

teacher preparation programs were examined. Many participants noted positive aspects of their 

programs, including flexibility, convenience, good mentorship, and professors, and help with 

passing licensing exams. Other participants highlighted the drawbacks of their program, 

especially in terms of needing courses in classroom management. Finally, as part of sub-research 

question two, the participants’ perceptions of their future as teachers were examined. Most of the 

participants were optimistic about their future, but some were neutral, and one was pessimistic.  

Chapter 5 will include a discussion of the implications of this research by placing these 

results and findings in the context of academic literature, as well as the study’s theoretical 

foundations. Chapter 5 will also include recommendations for the practice of future job-

embedded teachers and recommendations for their teacher preparation programs. Ways in which 

schools can support their novice job-embedded teachers will also be discussed. Finally, Chapter 

5 will include recommendations for future research. 
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Chapter 5. Discussion, Conclusions and Future Directions 

Teacher attrition is a significant problem faced by the public school system in the United 

States. Approximately 16% of teachers do not return the following school year (Carver-Thomas 

& Darling-Hammond, 2019). Of those teachers, approximately 18% are lost to retirement, and 

67% voluntarily leave (Carver-Thomas & Darling-Hammond, 2019). Many factors influence 

teachers’ intention to leave the profession, including low job satisfaction (Wolomasi et al., 

2019), burnout (Pressley, 2021), and financial constraints (Gilpan, 2011). Teacher attrition was 

further magnified and complicated by the 2020-2023 COVID-19 pandemic, which forced 

teachers to shift their practice to an online environment (Matthews et al., 2022). One solution to 

teacher attrition is to support novice job-embedded teachers, who can complete their teaching 

educational requirements while beginning their careers in the classroom. 

The self-efficacy of novice teachers is an important factor that mitigates their attrition. 

Research suggests that teachers with high self-efficacy are more likely to be effective in the 

classroom (Ozder, 2011) and are more likely to continue in the teaching profession (Yost, 2006) 

than novice teachers with low self-efficacy. Self-efficacy also mitigates attrition in pre-service 

teachers (Klassen & Chiu, 2011). Indeed, many pre-service teachers with low confidence quit 

prior to obtaining their teaching degrees (Pfitzner-Eden, 2016). Self-efficacy appears to be a 

significant factor contributing to a teacher’s decision to leave or continue in the profession. 

However, the factors influencing the self-efficacy of novice job-embedded practitioners are 

largely unknown. Therefore, the purpose of this qualitative phenomenological study was to 

explore teacher self-efficacy in novice teachers who are job-embedded practitioners. 
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Chapter Five beings with a summary of the findings of this study, presenting the 

perceptions of novice job-embedded practitioners regarding their self-efficacy and the factors 

that influence their self-efficacy. This includes a summary of the important facilitators and 

barriers to the self-efficacy of novice job-embedded teachers, as well as the role of teacher 

preparation programs. After a summary of the results, the findings of the study are presented in 

the context of the previous academic literature and within the study’s theoretical foundations. 

Next, implications for practice are discussed, including how to best support novice job-

embedded practitioners. Finally, recommendations for novice job-embedded teachers and 

recommendations on how teacher preparation programs and schools can effectively support this 

unique population are presented. 

Summary of Findings 

The essential research question examined the participants’ self-efficacy as teachers. Some 

participants expressed having high self-efficacy as teachers, often describing their self-efficacy 

in terms of their passion for teaching. However, most participants described their self-efficacy as 

a work in progress. Some areas of the teaching practice they believed required improvements 

were classroom management skills and content knowledge. The participants also identified 

important barriers and facilitators to their teaching self-efficacy. Important facilitators included 

student progress and self-progress. Many participants described enhanced self-efficacy as both 

they and their students made progress. The participants also identified some important barriers to 

their self-efficacy. Specifically, they identified the accountability of the education system, 

disrespectful students, and the general education system as barriers to their self-efficacy. In this 

discussion, many participants described feeling poorly because they believed they were doing 

students a disservice in one respect or another. 
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Sub-research question 1 analyzed the participants’ perceptions of their teacher education 

programs. The participants generally expressed content with their teacher preparation programs, 

identifying four main themes that were positive aspects of their programs. The participants 

believed they received good support and mentorship from their professors and program 

administrators. The material they learned in their coursework was instrumental in gaining 

confidence in the classroom and passing the edTPA and Praxis exams. Finally, the participants 

noted that their online teacher preparation programs were flexible and convenient, allowing them 

to balance their multiple obligations. 

 The participants also highlighted some drawbacks of their teacher preparation programs. 

The participants believed that their coursework needed to be updated, especially to include 

classes on curriculum development, classroom management, and how to develop a syllabus. 

Many participants wanted increased classroom experience as student teachers and as an observer 

of more experienced teachers. Finally, some participants believed that their programs needed to 

rethink the order of the curriculum to include day-to-day topics first in the curriculum and some 

of the more minute aspects of teaching later. 

 Sub-research question 2 investigated the perceptions of novice job-embedded 

practitioners regarding their futures as teachers. Most participants were optimistic about their 

teaching careers, highlighting their passion for teaching and seeing student improvement. Many 

expressed optimism that teaching would provide them with a long, satisfying career. Other 

participants were neutral, citing the positive aspects of teaching and acknowledging the 

drawbacks, especially long hours, student behavioral issues, and parental involvement. One 

participant expressed pessimism regarding their future as a teacher, citing long work hours, lack 
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of work-life balance, and fear of school violence. Thus, this study's findings suggest that novice 

job-embedded teachers' perceptions regarding their future as an educator is mixed. 

Discussion of Findings 

 Novice job-embedded professionals are offered a unique opportunity to begin their 

careers as teachers while studying to attain licensure. However, the literature substantiates that 

novice job-embedded teachers have unique challenges (Croft, 2010). Not only must they do all 

the work that traditional teachers do in the classroom and in the hours outside of teaching, but 

they must also complete rigorous education programs and study for licensing exams. Thus, 

novice job-embedded teachers can be viewed as professionals with extensive formal training 

outside of employment hours. However, the rigors of this career path can be overwhelming for 

some novice job-embedded teachers, with many quitting in their first two years of teaching 

(Kadel, 2023). Thus, one mechanism to address teacher attrition is to determine how to prevent 

the attrition of novice job-embedded professionals. 

Teacher preparation programs, professional development, and mentoring are protective 

factors against teacher attrition. Notably, a recent study suggests these factors influence novice 

teachers' professional identity and job satisfaction (Renbarger & Davis, 2019). The participants 

in this study believed that they received good mentorship from their teacher preparation 

programs. Since mentorship is positively associated with teacher self-efficacy (Nikoçeviq-Kurti, 

2022), this facet of teacher preparation programs is likely essential for mediating the self-

efficacy of novice job-embedded teachers. Many studies also cite professional development as an 

important factor in mediating job satisfaction and preventing teacher attrition (Lopez & Oliviera, 

2020). Teachers whose schools invest in professional development view themselves as being 

valued (Philipsen et al., 2019). It could be argued that school districts that invest in teacher 
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preparation pathways for novice job-embedded teachers invest in essential professional 

development tools. This alone may be an important facet of preventing teacher attrition. Offering 

a novice job-embedded pathway may help mitigate teacher attrition compared to school districts 

that do not offer such programs. 

Burnout is likely a significant factor affecting teacher self-efficacy in novice job-

embedded teachers. Even experienced teachers report working long hours to prepare lessons, 

grade assessments, and interface with parents outside of classroom hours (Jones et al., 2022). 

According to the American Time Use Survey (Jones et al., 2022), teachers spend substantial time 

each week outside of school hours on planning (7 hours), grading student work (5 hours), and 

extracurricular activities (4 hours). The COVID-19 pandemic exacerbated teachers’ necessity to 

work outside of working hours. For example, about 70% of teachers reported spending more 

time reaching out to students, and 74% reported spending more time than before reaching out to 

parents (Jones et al., 2022). For novice job-embedded teachers, this situation was likely 

exacerbated; research suggests that novice teachers spend more time planning lessons and 

reviewing materials before teaching lessons (Wolff et al., 2021), requiring more time outside of 

classroom instruction than experienced teachers. Extended work hours contribute to burnout in 

various professions (Mäkikangas et al., 2021). Thus, burnout could be a significant concern for 

novice job-embedded teachers. 

Self-efficacy is protective against burnout in the teaching profession. For example, 

Dexter and Wall (2021) conducted a cross-sectional, survey-based study with 46 elementary 

school teachers in the United States, finding a relationship between reflective functioning and 

teacher burnout, with teacher self-efficacy mediating this relationship. The authors concluded 

that reflective teachers view themselves as more self-efficacious, which collectively prevents the 
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gradual development of burnout (Dexter & Wall, 2021). Finding ways to promote the self-

efficacy of novice teachers may decrease the propensity for burnout in this population.  

 In investigating the factors contributing to the teacher self-efficacy in novice job-

embedded professionals, the participants identified important barriers and facilitators of self-

efficacy. Many of the participants expressed student progress and mentorship from other teachers 

and their administrators as positive factors influencing their self-efficacy. This suggests that the 

self-efficacy of novice job-embedded professionals can be influenced by community self-

efficacy. Community self-efficacy is defined as the ability of a group to collectively execute 

behaviors necessary to produce specific performance attainments (Zaccaro et al., 1995). In the 

context of educational settings, school community efficacy is the ability of a school to 

collectively achieve high academic performance (Klassen & Usher, 2010). The participants 

noted they had increased confidence when they received encouragement from their colleagues 

and administrators. Thus, community self-efficacy influences novice job-embedded teachers’ 

self-efficacy. This is consistent with a large body of literature that suggests that teacher self-

efficacy is enhanced by community self-efficacy (Kelley et al., 2020; Martin & Mulvihill, 2019; 

Mintez et al., 2013). 

Schools can support novice job-embedded teachers by enhancing one of many variables 

including community self-efficacy, student self-efficacy, and student performance. As seen in 

this study, community self-efficacy enhanced the self-efficacy of the participants. Enhanced 

teacher self-efficacy has important implications for students. Research suggests that teachers 

with high self-efficacy enhance the self-efficacy of their students (Hajovsky et al., 2020; Li & 

Yang, 2021). The converse also appears to be true: high student self-efficacy enhances teacher 

self-efficacy (Barton & Dexter, 2020). Teachers with high self-efficacy are also more likely than 
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teachers with low self-efficacy to have students with high academic achievements (Li & Liu, 

2022). Furthermore, the participants in this study identified student achievement as a facilitator 

of their teacher self-efficacy, congruent with findings in the literature. The reciprocal 

relationships between community, teacher, and student self-efficacy and student academic 

performance suggest that when schools target one variable for improvement, all other variables 

are impacted as well. Thus, schools may enhance teacher self-efficacy directly or indirectly by 

addressing any factors related to teacher self-efficacy. 

Recommendations for Practice 

 This section includes recommendations based on the findings of the study. First, 

recommendations for changes to preparation programs for novice job-embedded teachers will be 

made. Second, recommendations for schools employing job-embedded teachers are discussed. 

Third, recommendations to job-embedded teachers will be described. 

Recommendations for Teacher Preparation Programs 

 One of the important findings in this study is the participants’ perceptions of their teacher 

preparation programs and how these programs influence their self-efficacy. The participants 

highlighted several themes as drawbacks. The following recommendations for practice include 

improving teacher preparation programs based on the areas mentioned by the participants. The 

participants believed their programs would benefit if: 

1. Teacher preparation programs updated classes to include more relevant content. The 

participants felt like some of their classes were not directly relevant to their positions as 

job-embedded teachers. A recommendation of this study is for job-embedded pathway 

programs to evaluate their curriculum and ensure that the most updated information is 

included in the coursework. 
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2. Teacher preparation programs should include courses on classroom management 

techniques. Most participants cited classroom management as an area in which they 

needed improvement. Many participants vocalized not being ready to manage a 

classroom and not having the foundational knowledge to do so. Many participants wanted 

classroom management strategies to be included in their coursework. Another 

recommendation for job-embedded teacher programs is to include coursework on 

classroom management skills.   

3. Teacher preparation programs should include courses on curriculum development. 

Novice job-embedded teachers do not have formal training in education and generally do 

not have formal knowledge of how to develop a curriculum. Many of the participants 

reported struggling with some aspects of curriculum development and recommended that 

their preparation programs include coursework on curriculum development. 

4. Teacher preparation programs should include supervised classroom practical experiences. 

Many participants vocalized wanting mentorship or supervised classroom practicals as 

part of their preparation programs. Despite being job embedded teachers, the participants 

believed that supervised teaching would afford them the opportunity to get constructive 

criticism on their content knowledge, classroom management techniques, and overall 

teaching abilities.  

5. Teacher preparation programs should order the curriculum appropriately. Many 

participants believed that the curriculum in their teacher preparation programs needed to 

be reordered to include the most urgent and relevant information, such as classroom 

management, classroom operations and interfacing with parents.  



95 

 

Many of the job-embedded practitioners interviewed in this study reported feeling 

overwhelmed their first year of teaching by non-teaching aspects of their positions, such as 

classroom management and interacting with students’ parents or guardians. Coursework that 

could be prioritized at the beginning of job embedded pathway programs are classroom 

management, communication skills for interfacing with students and their parents, and subject 

content material they will be responsible for teaching in the first months of class. 

Recommendations for Schools Employing Job-Embedded Teachers 

 In this section, several recommendations for schools employing job-embedded teachers 

are described. First, it is important to institute mentorship programs for job-embedded teachers. 

The participants in this study reported being overwhelmed during their first year of teaching, and 

they valued their mentors. One way to support job-embedded teachers is to pair them with a 

mentor who can guide them through the initial stages of teaching. Second, it is important to 

employ mechanisms to enhance the self-efficacy of job-embedded teachers. Self-efficacy not 

only enhances teachers’ performance, but it is also protective against burnout and job 

dissatisfaction. Offering support, praise and constructive criticism can positively influence a 

novice teacher’s job performance and can improve their perceived self-efficacy. 

 Another recommendation for states and school districts is to explore other pathways for 

these novice job-embedded practitioners to obtain their licenses. The participants in this study 

reported having to work long hours to prepare for lessons, while studying for their coursework 

and preparing for licensing exams. Alternative pathways to licensure may be available, and 

should be explored, especially if they allow for better work-life balance in novice job-embedded 

practitioners.  
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Recommendations for Novice Job-Embedded Teachers 

 This study investigated facilitators and barriers to the teacher self-efficacy in novice job-

embedded practitioners. Based on the results of this study, there are several recommendations for 

novice job-embedded teachers. First, novice job-embedded teachers should find a classroom 

management course or training, either through their college or school of employment. 

Furthermore, such training should be attended multiple times throughout the first two years of 

teaching. Enhancing classroom management skills of novice teachers increases their self-efficacy 

(Sciuchetti & Yssel, 2019). Second, novice teachers should find a mentor at their college and 

within their school of employment. Having mentors is protective for burnout (Woo et al., 2019), 

and mentorship has been shown to enhance teacher self-efficacy (Ma et al., 2021). 

 The choice of a college for a novice job-embedded teacher’s preparation program is 

paramount. A program should be chosen based on its ability to prepare an individual for their job 

and not just the easiest route. The college should also have a flexible schedule that allows for the 

completion of all employment-related work outside of classroom teaching times, while still 

allowing the student teacher to have work-life balance. Finally, job embedded teachers should 

explore their college’s class schedule and explore multiple options to allow the individual to 

maximize their program’s benefit. Some classes that may be beneficial to take earlier in the 

program are: (a) classroom management training, (b) lesson plan building, (c) curriculum 

development and (d) teaching strategies. These are all essential skills necessary for a teacher’s 

first year in the classroom.  

Recommendations for Future Research 

 This study had some limitations. First, a limitation of the study is that it was conducted in 

four school districts in one southeastern state. Therefore, the findings of this study may be 
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particular to the local cultural environment of the region under investigation. An area of future 

research could be investigating the perceptions of novice job-embedded teachers in different 

states with similar job-embedded pathway programs. It may be the case that some states have 

requirements for job-embedded teachers. Furthermore, some colleges may organize their 

programs in ways that are optimal, perhaps by prioritizing coursework in teaching strategies and 

classroom management. 

 The study was delimited to novice job-embedded practitioners working in rural school 

districts in Tennessee. The perceptions of novice job-embedded practitioners regarding self-

efficacy are largely absent from the literature, necessitating qualitative studies into the 

perceptions of this demographic. This study adds an important set of their perceptions to the 

body of knowledge, namely the perceptions of novice job-embedded teachers working in rural 

southeastern public schools. Future research should examine the perceptions of teachers working 

in urban school districts, inner city schools, Title I schools, and private schools. Self-efficacy 

may also differ based on a teacher’s age, gender, martial statuses, and ethnicity. Therefore, 

another avenue of future research is to explore teacher self-efficacy in novice job-embedded 

teachers of different ages, genders, marital statuses, and ethnic backgrounds. Comparing the 

perceptions of different novice job-embedded teachers will allow for a more holistic perspective 

of the phenomenon of novice job-embedded teacher self-efficacy. 

 Another area of future research is to compare job-embedded teacher programs in different 

states. Examination of program websites, even in universities within the same state, suggests that 

programs can vary widely. It would be interesting to examine the differences between teacher 

preparation programs and correlate those differences with individuals’ job performance and self-
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efficacy. This may lead to the identification of programmatic facets that facilitate the success of 

novice job-embedded teachers. 

Summary 

 Chapter 5 presents the interpretation and discussion of data related to the lived 

experiences of novice job-embedded teachers regarding self-efficacy. The framework 

of Bandura’s social cognitive theory was used to guide the process. Ten novice job-embedded 

teachers working in rural, public-school districts in Tennessee were interviewed. Participants 

were asked questions regarding their self-efficacy as teachers, identifying important facilitators 

and barriers to self-efficacy. The participants discussed the role of their teacher preparation 

programs in mediating their self-efficacy. The participants highlighted important programmatic 

factors that promoted their self-efficacy, including support from faculty and mentors. The 

participants also discussed some drawbacks of their programs, noting that the curriculum needed 

to be updated and courses on classroom management needed to be included. The participants 

also described their futures as teachers, with some participants being optimistic about their 

careers in education and other participants were either neutral or pessimistic, with some 

trepidation regarding school climates. Analysis of the data led to recommendations for practice. 

Recommendations for teacher preparation programs, for schools employing novice job-

embedded teachers and these professionals themselves were described. The chapter concluded 

with a discussion of future research directions, which include understanding the lived 

experiences of novice job-embedded teachers in other types of schools and in other regions of 

the United States. 

 

 



99 

 

References 

Abuhassna, H., Al-Rahmi, W. M., Yahya, N., Zakaria, M. A. Z. M., Kosnin, A. B., & Darwish, 

M. (2020). Development of a new model on utilizing online learning platforms to 

improve students’ academic achievements and satisfaction. International Journal of 

Educational Technology in Higher Education, 17(1), 1-23. 

https://doi.org/10.1186/s41239-020-00216-z 

Adams, A., Schipper, J., & Poekert, P. (2019). Job-embedded graduate programs for In-service 

teachers: Redesigning for measurable success in the 21st Century. FATE Journal 4(1). 

Adler-Greene, L. (2019). Every Student Succeeds Act: Are schools making sure every student 

succeeds. Touro L. Rev., 35, 11. 

Ahmed, N. O. A. (2019). Career commitment: the role of self-efficacy, career satisfaction and 

organizational commitment. World Journal of Entrepreneurship, Management and 

Sustainable Development. https://doi.org/10.1108/WJEMSD-06-2017-0038 

Ahrari, S., Roslan, S., Zaremohzzabieh, Z., Mohd Rasdi, R., & Abu Samah, A. (2021). 

Relationship between teacher empowerment and job satisfaction: A meta-analytic path 

analysis. Cogent Education, 8(1), Article 1898737. 

https://doi.org/10.1080/2331186X.2021.1898737 

Ali, B. J., & Anwar, G. (2021). An empirical study of employees’ motivation and its influence 

job satisfaction. International Journal of Engineering, Business and Management, 5(2), 

21-30. https://doi.org/10.22161/ijebm.5.2.3 

Aloe, A. M., Amo, L. C., & Shanahan, M. E. (2014). Classroom management self-efficacy and 

burnout: A multivariate meta-analysis. Educational Psychology Review, 26(1), 101-126. 

https://doi.org/10.1007/s10648-013-9244-0 



100 

 

Anderson, K. P., Cowen, J. M., & Strunk, K. O. (2019). The impact of teacher labor market 

reforms on student achievement: Evidence from Michigan. Education Finance and 

Policy, 1-43. https://doi.org/10.1162/edfp_a_00351 

Anderson, W., Schuh, K., (2021). Self-efficacy holds staying power for new teachers. ASCD, 

79(3). Ang, C. K., Embi, M. A., & Yunus, M. M. (2016). Enhancing the quality of the 

findings of a longitudinal case study: Reviewing trustworthiness via ATLAS.ti. The 

Qualitative Report, 21(10), 1855-1867. https://doi.org/10.46743/2160-3715/2016.2480   

Ansley, B. M., Houchins, D., & Varjas, K. (2019). Cultivating positive work contexts that 

promote teacher job satisfaction and retention in high-need schools. Journal of Special 

Education Leadership, 32(1), 3-16. https://doi.org/10.1177/0040059915626128 

Apple, M. W. (2018). Gendered teaching, gendered labor 1. In Critical studies in teacher 

education (pp. 57-83). Routledge. https://doi.org/10.4324/9780429450150-3 

Armor, D. (1976) Analysis of the school preferred reading program in selected Los Angeles 

minority schools (Report No. R-2007 LAUSD), RAND Corp., Los Angeles, CA. 

Baker, C. N., Peele, H., Daniels, M., Saybe, M., Whalen, K., Overstreet, S., & The New Orleans, 

T. I. S. L. C. (2021). The experience of COVID-19 and its impact on teachers’ mental 

health, coping, and teaching. School Psychology Review, 50(4), 491-504. 

https://doi.org/10.1080/2372966x.2020.1855473 

Bakker, A. B., & de Vries, J. D. (2021). Job demands–resources theory and self-regulation: New 

explanations and remedies for job burnout. Anxiety, Stress, & Coping, 34(1), 1-21. 

https://doi.org/10.1080/10615806.2020.1797695 

Bal-Taştan, S., Davoudi, S. M. M., Masalimova, A. R., Bersanov, A. S., Kurbanov, R. A., 

Boiarchuk, A. V., & Pavlushin, A. A. (2018). The impacts of teacher’s efficacy and 

https://doi.org/10.46743/2160-3715/2016.2480
https://doi.org/10.1080/2372966x.2020.1855473


101 

 

motivation on student’s academic achievement in science education among secondary 

and high school students. EURASIA Journal of Mathematics, Science and Technology 

Education, 14(6), 2353-2366. https://doi.org/10.29333/ejmste/89579 

Ballantyne, J., & Retell, J. (2020). Teaching careers: Exploring links between well-being, 

burnout, self-efficacy and praxis shock. Frontiers in Psychology, 10, 2255. 

https://doi.org/10.3389/fpsyg.2019.02255 

Bandura, A. (1977). Self-efficacy: toward a unifying theory of behavioral change. Psychological 

Review, 84, 191. https://doi.org/10.1037/0033-295x.84.2.191 

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. 

Prentice-Hall, Inc. https://psycnet.apa.org/record/1985-98423-000  

Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. 

Educational Psychologist, 28(2), 117-148. https://doi.org/10.1207/s15326985ep2802_3  

Bandura, A. (1994). Social cognitive theory of mass communication. In J. Bryant & D. Zillman 

(Eds.), Media effects: Advances in theory and research (2nd ed., pp. 61- 90). Lawrence 

Erlbaum. 

Bandura, A. (1997). Self-efficacy: The exercise of control. W. H. Freeman. 

Bandura, A. (2001) Social cognitive theory: An agentic perspective. Annual Review of 

Psychology, 52(1), pp. 1–26. https://doi.org/10.1146/annurev.psych.52.1.1 

Bandura, A. (2018). Toward a psychology of human agency: Pathways and reflections. 

Perspectives on Psychological Science, 13(2), 130-136. 

https://doi.org/10.1177%2F1745691617699280 



102 

 

Barni, D., Danioni, F., & Benevene, P. (2019). Teachers’ self-efficacy: The role of personal 

values and motivations for teaching. Frontiers in Psychology, 10, 1645. 

https://doi.org/10.3389/fpsyg.2019.01645 

Barton, E. A., & Dexter, S. (2020). Sources of teachers’ self-efficacy for technology integration 

from formal, informal, and independent professional learning. Educational Technology 

Research and Development, 68, 89-108. https://doi.org/10.1007/s11423-019-09671-6 

Bartosiewicz, A., Łuszczki, E., Zaręba, L., Kuchciak, M., Bobula, G., Dereń, K., & Król, P. 

(2022). Assessment of job satisfaction, self-efficacy, and the level of professional burnout 

of primary and secondary school teachers in Poland during the COVID-19 pandemic. 

PeerJ, 10, e13349. https://doi.org/10.7717/peerj.13349 

Beltman, S., Mansfield, C., & Price, A. (2011). Thriving not just surviving: A review of research 

on teacher resilience. Educational Research Review, 6(3), 185-207. 

https://doi.org/10.1016/j.edurev.2011.09.001 

Bibi, S., Shahzad, A., & Adeel, M. (2020). The impact of virtual technology on teachers 

candidates’ self-efficacy: A literature review. International Journal of Distance 

Education and E-Learning, 5(2), 45-57. https://doi.org/10.36261/ijdeel.v5i2.1041 

Boamah, S. A., Hamadi, H. Y., Havaei, F., Smith, H., & Webb, F. (2022). Striking a balance 

between work and play: The effects of work–life interference and burnout on faculty 

turnover intentions and career satisfaction. International Journal of Environmental 

Research and Public Health, 19(2), 809. https://doi.org/10.3390/ijerph19020809 

Bodenheimer, G., & Shuster, S. M. (2020). Emotional labour, teaching and burnout: 

Investigating complex relationships. Educational Research, 62(1), 63-76. 

https://doi.org/10.1080/00131881.2019.1705868 

https://doi.org/10.3389/fpsyg.2019.01645
https://doi.org/10.3390/ijerph19020809
https://doi.org/10.1080/00131881.2019.1705868


103 

 

Bowling, A. M., & Ball, A. L. (2018). Alternative certification: A solution or an alternative 

problem?. Journal of Agricultural Education, 59(2), 109-122.  

Bressman, S., Winter, J. S., & Efron, S. E. (2018). Next generation mentoring: Supporting 

teachers beyond induction. Teaching and Teacher Education, 73, 162-170. 

https://doi.org/10.1016/j.tate.2018.04.003 

Brouwers, A., & Tomic, W. (2000). A longitudinal study of teacher burnout and perceived self-

efficacy in classroom management. Teaching and Teacher Education, 16(2), 239–253. 

https://doi.org/10.1016/S0742-051X(99)00057-8. 

Bryner, L. (2021). The teacher shortage in the United States. Education and Society, 39(1), 69-

80. https://doi.org/10.7459/es/39.1.05 

Burić, I., & Kim, L. E. (2020). Teacher self-efficacy, instructional quality, and student 

motivational beliefs: An analysis using multilevel structural equation modeling. Learning 

and Instruction, 66, 101302. https://doi.org/10.1016/j.learninstruc.2019.101302 

Burić, I., & Moe, A. (2020). What makes teachers enthusiastic: The interplay of positive affect, 

self-efficacy and job satisfaction. Teaching and Teacher Education, 89, 103008. 

https://doi.org/10.1016/j.tate.2019.103008 

Camelo, R., & Ponczek, V. (2021). Teacher turnover and financial incentives in underprivileged 

schools: Evidence from a compensation policy in a developing country. Economics of 

Education Review, 80, 102067. https://doi.org/10.1016/j.econedurev.2020.102067 

Candela, A. G. (2019). Exploring the function of member checking. The Qualitative Report, 

24(3), 619-628. https://doi.org/10.46743/2160-3715/2019.3726 

https://doi.org/10.1016/S0742-051X(99)00057-8
https://doi.org/10.7459/es/39.1.05
https://doi.org/10.1016/j.econedurev.2020.102067


104 

 

Capone, V., & Petrillo, G. (2020). Mental health in teachers: Relationships with job satisfaction, 

efficacy beliefs, burnout and depression. Current Psychology, 39(5), 1757-1766. 

https://doi.org/10.1007/s12144-018-9878-7 

Caprara, G. V., Barbaranelli, C., Borgogni, L., & Steca, P. (2003). Efficacy beliefs as 

determinants of teachers' job satisfaction. Journal of Educational Psychology, 95(4), 821-

832. https://doi.org/10.1037/0022-0663.95.4.821 

Caprara, G. V., Barbaranelli, C., Steca, P., & Malone, P. S. (2006). Teachers' self efficacy beliefs 

as determinants of job satisfaction and students' academic achievement: A study at the 

school level. Journal of School Psychology, 44(6), 473-490. 

https://doi.org/10.1016/j.jsp.2006.09.001 

Carver-Thomas, D., & Darling-Hammond, L. (2017). Teacher turnover: Why it matters and what 

we can do about it. Learning Policy Institute. https://doi.org/10.54300/454.278 

Carver-Thomas, D., & Darling-Hammond, L. (2019). The trouble with teacher turnover: How 

teacher attrition affects students and schools. Education Policy Analysis Archives, 27(36). 

https://doi.org/10.14507/epaa.27.3699 

Cheong, M. C., Azada-Palacios, R., Beye, K., Lang, A. P., Saud, N. B., & Tong, Y. (2021). 

Collective autobiographical reflexivity on active and compassionate citizenship in the 

COVID-19 crisis. Perspectives in Education, 39(1), 304-322. 

https://doi.org/10.18820/2519593X%2Fpie.v39.i1.19 

Chichra, A., Abhijnhan, A., & Tharyan, P. (2019). Job stress and satisfaction in faculty of a 

teaching hospital in south India: A cross-sectional survey. Journal of Postgraduate 

Medicine, 65(4), 201. https://doi.org/10.4103/jpgm.jpgm_489_18 



105 

 

Chu, Y. (2019). What are they talking about when they talk about equity? A content analysis of 

equity principles and provisions in state Every Student Succeeds Act plans. Education 

Policy Analysis Archives, 27, 158-158. https://doi.org/10.14507/epaa.27.4558 

Clark, S., & Newberry, M. (2019). Are we building preservice teacher self-efficacy? A large-

scale study examining teacher education experiences. Asia-Pacific Journal of Teacher 

Education, 47(1), 32-47. https://doi.org/10.1080/1359866x.2018.1497772 

Clayton, C. D. (2018). Voices from student teachers in New York: The persistence of a 

subtractive experience of the edTPA as a licensure exam for initial certification. 

Education Policy Analysis Archives, 26, 27-27. https://doi.org/10.14507/epaa.26.2888 

Colley, K. E., & Lassman, K. A. (2021). Urban secondary science teachers and special education 

students: A theoretical framework for preparing science teachers to meet the needs of all 

students. Insights into Learning Disabilities, 18(2), 159-186. 

https://eric.ed.gov/?id=EJ1315659 

Collie, R. J. (2021). COVID-19 and teachers’ somatic burden, stress, and emotional exhaustion: 

Examining the role of principal leadership and workplace buoyancy. Aera Open, 7, 

2332858420986187. https://doi.org/10.1177/2332858420986187 

Collins, E., & Schaaf, K. (2020).  Teacher retention in Tennessee. Tennessee Department of 

Education. 

https://www.tn.gov/content/dam/tn/education/reports/TeacherRetentionReportFINAL.pdf 

Connelly, L. M. (2016). Trustworthiness in qualitative research. Medsurg Nursing, 25(6), 435-

436. https://pubmed.ncbi.nlm.nih.gov/30304614/ 

Cope, D. G. (2014). Methods and meanings: Credibility and trustworthiness of qualitative 

research. Oncology Nursing Forum, 41(1), 89-91. https://doi.org/10.1188/14.onf.89-91 

https://doi.org/10.14507/epaa.26.2888
https://www.tn.gov/content/dam/tn/education/reports/TeacherRetentionReportFINAL.pdf
https://pubmed.ncbi.nlm.nih.gov/30304614/


106 

 

Creely, E., Henriksen, D., Crawford, R., & Henderson, M. (2021). Exploring creative risk-taking 

and productive failure in classroom practice. A case study of the perceived self-efficacy 

and agency of teachers at one school. Thinking Skills and Creativity, 42, 100951. 

https://doi.org/10.1016/j.tsc.2021.100951 

Creswell, J. W., & Miller, D. L. (2000). Determining validity in qualitative inquiry. Theory into 

Practice, 39(3), 124-130. https://doi.org/10.1207/s15430421tip3903_2 

Creswell, J. W., & Creswell, J. D. (2017). Research design: Qualitative, quantitative, and mixed 

methods approaches. Sage publications. 

Croft, A., Coggshall, J. G., Dolan, M., & Powers, E. (2010). Job-Embedded Professional 

Development: What It Is, Who Is Responsible, and How to Get It Done Well. Issue 

Brief. National Comprehensive Center for Teacher Quality. 

https://eric.ed.gov/?id=ED520830 

Cruz, R. A., Manchanda, S., Firestone, A. R., & Rodl, J. E. (2020). An examination of teachers’ 

culturally responsive teaching self-efficacy. Teacher Education and Special Education, 

43(3), 197-214. 

Daloz, L. (1999). Mentor: Guiding the journey of adult learners. San Francisco, CA: Jossey-

Bass. 

Daniel, B. K. (2018). Empirical verification of the “TACT” framework for teaching rigour in 

qualitative research methodology. Qualitative Research Journal 18(3), 262-275. 

https://doi.org/10.1108/qrj-d-17-00012 

Darling-Hammond, L. (1997). School reform at the crossroads: Confronting the central issues of 

teaching. Educational Policy, 11(2), 151-166. 

https://doi.org/10.1177/0895904897011002002 

https://doi.org/10.1016/j.tsc.2021.100951
https://doi.org/10.1207/s15430421tip3903_2


107 

 

Darling-Hammond, L. (1999) Solving the dilemmas of teacher supply, demand, and standards. 

(New York, Columbia University, National Commission on Teaching and America’s 

Future). https://doi.org/10.1177/0895904889003001001 

Darling-Hammond, L., & Cook-Harvey, C. M. (2018). Educating the whole child: Improving 

school climate to support student success. Learning Policy Institute. 

https://doi.org/10.54300/145.655 

De Cordova, F., Berlanda, S., Pedrazza, M., & Fraizzoli, M. (2019). Violence at school and the 

well-being of teachers. The importance of positive relationships. Frontiers in 

Psychology, 10, 1807. https://doi.org/10.3389/fpsyg.2019.01807 

Dexter, C., & Wall, M. (2021). Reflective functioning and teacher burnout: the mediating role of 

self-efficacy. Reflective Practice, 22(6), 753-765. 

https://doi.org/10.1080/14623943.2021.1968817 

Dey, I. (1993). Qualitative data analysis: A user friendly guide for social science. Routledge. 

DiBenedetto, M. K., & Schunk, D. H. (2018). Self-efficacy in education revisited through a 

sociocultural lens. Big Theories Revisited, 2, 117. https://doi.org/10.1007/978-981-16-

8240-7_2 

Dicke, T., Marsh, H. W., Parker, P. D., Guo, J., Riley, P., & Waldeyer, J. (2020). Job satisfaction 

of teachers and their principals in relation to climate and student achievement. Journal of 

Educational Psychology, 112(5), 1061. https://doi.org/10.1037/edu0000409 

Dimpoulou, E. (2014). Self-efficacy and collective efficacy beliefs in relation to position, quality 

of teaching, and years of experience. Literacy Information and Computer Education 

Journal, 5(1), 1467–1475. https://doi.org/10.20533/licej.2040.2589.2014.0196 

https://doi.org/10.54300/145.655
https://doi.org/10.3389/fpsyg.2019.01807
https://doi.org/10.1080/14623943.2021.1968817
https://doi.org/10.20533/licej.2040.2589.2014.0196


108 

 

Dixon, E. M. (2023). The role of elementary teacher experience on classroom management self-

efficacy: A causal comparative study. (Doctoral dissertation, Liberty University). 

Dogan, P. K., Akyel, Y., & Dogan, I. (2018). Examination of the relationship between job 

satisfaction and job stress of physical education teachers. Acta Didactica Napocensia, 

11(1), 1–12. https://doi.org/10.24193/adn.11.1.1 

Donohoo, J. (2018). Collective teacher efficacy research: Productive patterns of behaviour and 

other positive consequences. Journal of Educational Change, 19(3), 323-345. 

https://doi.org/10.1007/s10833-018-9319-2 

Donohoo, J., Hattie, J., & Eells, R. (2018). The power of collective efficacy. Educational 

Leadership, 75(6), 40-44.  

Donovan, M. K., & Cannon, S. O. (2018). The university supervisor, edTPA, and the new 

making of the teacher. Education Policy Analysis Archives, 26(28), n28. 

https://doi.org/10.14507/epaa.26.2849 

Dos Santos, L. M. (2021). The relationship between workforce sustainability, stress, and career 

decision: A study of kindergarten teachers during the COVID-19 pandemic. 

Sustainability, 13(20), 11521. https://doi.org/10.3390/su132011521 

Edinger, S. K., & Edinger, M. J. (2018). Improving teacher job satisfaction: The roles of social 

capital, teacher efficacy, and support. The Journal of Psychology, 152(8), 573-593. 

https://doi.org/10.1080/00223980.2018.1489364 

Engin, G. (2020). An examination of primary school students' academic achievements and 

motivation in terms of parents' attitudes, teacher motivation, teacher self-efficacy and 

leadership approach. International Journal of Progressive Education, 16(1), 257-276. 

https://eric.ed.gov/?id=EJ1244883 

https://doi.org/10.1080/00223980.2018.1489364
https://eric.ed.gov/?id=EJ1244883


109 

 

Errasti-Ibarrondo, B., Jordán, J. A., Díez-Del-Corral, M. P., & Arantzamendi, M. (2018). 

Conducting phenomenological research: Rationalizing the methods and rigour of the 

phenomenology of practice. Journal of Advanced Nursing, 74(7), 1723-1734. 

Espinoza, D., Saunders, R., Kini, T., & Darling-Hammond, L. (2018). Taking the long view: 

State efforts to solve teacher shortages by strengthening the profession. Learning Policy 

Institute. http://files.eric.ed.gov/fulltext/ED606575.pdf 

Etikan, I., Musa, S. and Alkassim, R. S. (2016). Comparison of Convenience Sampling and 

Purposive Sampling. American Journal of Theoretical and Applied Statistics. Vol. 5, No. 

1, pp. 1-4. doi: 10.11648/j.ajtas.20160501.11 

Ewen, C., Jenkins, H., Jackson, C., Jutley-Neilson, J., & Galvin, J. (2021). Well-being, job 

satisfaction, stress and burnout in speech-language pathologists: A review. International 

Journal of Speech-Language Pathology, 23(2), 180-190. 

https://doi.org/10.1080/17549507.2020.1758210 

Fassinger, R., & Morrow, S. L. (2013). Toward best practices in quantitative, qualitative, and 

mixed-method research: A social justice perspective. Journal for Social Action in 

Counseling & Psychology, 5(2), 69-83. https://doi.org/10.33043/jsacp.5.2.69-83 

Farmer, D. (2020). Teacher attrition: The impacts of stress. Delta Kappa Gamma Bulletin, 87(1), 

41-50.  

Fathi, J., & Derakhshan, A. (2019). Teacher self-efficacy and emotional regulation as predictors 

of teaching stress: An investigation of Iranian English language teachers. Teaching 

English Language, 13(2), 117-143. 

http://www.teljournal.org/article_95883_84d03798a0915f7d801cb84625782d44.pdf 

http://files.eric.ed.gov/fulltext/ED606575.pdf
https://doi.org/10.1080/17549507.2020.1758210


110 

 

Fauth, B., Decristan, J., Decker, A. T., Büttner, G., Hardy, I., Klieme, E., & Kunter, M. (2019). 

The effects of teacher competence on student outcomes in elementary science education: 

The mediating role of teaching quality. Teaching and Teacher Education, 86, 102882. 

https://doi.org/10.1016/j.tate.2019.102882 

Fink, A. S. (2000). The role of the researcher in the qualitative research process. A potential 

barrier to archiving qualitative data. Forum: Qualitative Social Research, 1(3), 4. 

https://doi.org/10.17169/fqs-1.3.1021Flick, U. (2013). The SAGE handbook of qualitative 

data analysis. SAGE Publishing. 

Francom, G. M., Lee, S. J., & Pinkney, H. (2021). Technologies, challenges and needs of K-12 

teachers in the transition to distance learning during the COVID-19 

pandemic. TechTrends, 65(4), 589-601. https://doi.org/10.1007/s11528-021-00625-5 

Frenzel, A. C., Daniels, L., & Burić, I. (2021). Teacher emotions in the classroom and their 

implications for students. Educational Psychologist, 56(4), 250-264. 

https://doi.org/10.1080/00461520.2021.1985501 

García, E., & Weiss, E. (2019). The teacher shortage is real, large, and growing, and worse than 

we thought. The first report in “The perfect storm in the teacher labor market” series. 

Economic Policy Institute. https://files.eric.ed.gov/fulltext/ED598211.pdf 

García, E., & Weiss, E. (2020). A Policy agenda to address the teacher shortage in U.S. public 

schools: The sixth and final Report in the perfect storm in the teacher labor market series. 

Economic Policy Institute. https://eric.ed.gov/?id=ED611178 

Garcia, E., & Weiss, E. (2021). Policy solutions to deal with the nation’s teacher shortage—a 

crisis made worse by COVID-19. Policy Commons. 

https://doi.org/10.1016/j.tate.2019.102882


111 

 

https://policycommons.net/artifacts/1407481/policy-solutions-to-deal-with-the-nations-

teacher-shortage-a-crisis-made-worse-by-covid-19/2021743/ 

García Torres, D. (2018). Distributed leadership and teacher job satisfaction in Singapore. 

Journal of Educational Administration, 56(1), 127-142. https://doi.org/10.1108/jea-12-

2016-0140 

Geiger, T., & Pivovarova, M. (2018). The effects of working conditions on teacher retention. 

Teachers and Teaching, 24(6), 604-625. https://doi.org/10.1080/13540602.2018.1457524 

Gibson, S., & Dembo, M. H. (1984). Teacher efficacy: A construct validation. Journal Of 

Educational Psychology, 76(4), 569. https://psycnet.apa.org/doi/10.1037/0022-

0663.76.4.569 

Gilpin, G. A. (2011). Reevaluating the effect of non-teaching wages on teacher attrition. 

Economics of Education Review, 30(4), 598-616. 

https://doi.org/10.1016/j.econedurev.2011.03.003 

Gist, M. E. (1987). Self-efficacy: Implications for organizational behavior and human resource 

management. Academy of Management Review, 12(3), 472-485. 

https://doi.org/10.5465/amr.1987.4306562 

Glazer, J. (2018). Learning from those who no longer teach: Viewing teacher attrition through a 

resistance lens. Teaching and Teacher Education, 74, 62-71. 

https://doi.org/10.1016/j.tate.2018.04.011  

Goldhaber, D., Cowan, J., & Theobald, R. (2017). Evaluating prospective teachers: Testing the 

predictive validity of the edTPA. Journal of Teacher Education, 68(4), 377-393. 

https://doi.org/10.1177/0022487117702582 

https://psycnet.apa.org/doi/10.1037/0022-0663.76.4.569
https://psycnet.apa.org/doi/10.1037/0022-0663.76.4.569
https://doi.org/10.1016/j.econedurev.2011.03.003
https://doi.org/10.1016/j.tate.2018.04.011
https://doi.org/10.1177/0022487117702582


112 

 

Granziera, H., & Perera, H. N. (2019). Relations among teachers’ self-efficacy beliefs, 

engagement, and work satisfaction: A social cognitive view. Contemporary Educational 

Psychology, 58, 75-84. https://doi.org/10.1016/j.cedpsych.2019.02.003 

Green, A. L., McKenzie, J., Lewis, T. J., & Poch, A. L. (2021). From NCLB to ESSA: 

Implications for teacher preparation and policy. Journal of Disability Policy Studies, 

32(3), 204-211. https://doi.org/10.1177/1044207320945397 

Goldhaber, D. (2019). Evidence-based teacher preparation: Policy context and what we know. 

Journal of Teacher Education, 70(2), 90-101. 

https://doi.org/10.1177%2F0022487118800712 

Gu, Q., & Day, C. (2007). Teachers’ resilience: A necessary condition for effectiveness. 

Teaching and Teacher Education, 23(8), 1302-1316. 

https://doi.org/10.1016/j.tate.2006.06.006 

Guest, G., Namey, E., & Chen, M. (2020). A simple method to assess and report thematic 

saturation in qualitative research. PloS One, 15(5), e0232076. 

https://doi.org/10.1371/journal.pone.0232076 

Hackman, M., & Morath, E. (2018). Teachers quit jobs at highest rate on record. Wall Street 

Journal. https://www.wsj.com/articles/teachers-quit-jobs-at-highest-rate-on-record-

11545993052 

Hajovsky, D. B., Chesnut, S. R., & Jensen, K. M. (2020). The role of teachers' self-efficacy 

beliefs in the development of teacher-student relationships. Journal of School 

Psychology, 82, 141-158. https://doi.org/10.1016/j.jsp.2020.09.001 

https://doi.org/10.1016/j.tate.2006.06.006
https://doi.org/10.1016/j.jsp.2020.09.001


113 

 

Harris, S. P., Davies, R. S., Christensen, S. S., Hanks, J., & Bowles, B. (2019). Teacher attrition: 

Differences in stakeholder perceptions of teacher work conditions. Education Sciences, 

9(4), 300. https://doi.org/10.3390/educsci9040300 

Hascher, T., Beltman, S., & Mansfield, C. (2021). Teacher wellbeing and resilience: towards an 

integrative model. Educational Research, 63(4), 416-439. 

https://doi.org/10.1080/00131881.2021.1980416 

Herman, K. C., Prewett, S. L., Eddy, C. L., Savala, A., & Reinke, W. M. (2020). Profiles of 

middle school teacher stress and coping: Concurrent and prospective correlates. Journal 

of School Psychology, 78, 54-68. https://doi.org/10.1016/j.jsp.2019.11.003 

Hesbol, K. A. (2019). Principal self-efficacy and learning organizations: Influencing school 

improvement. International Journal of Educational Leadership Preparation, 14(1), 33-

51. https://doi.org/10.1080/1363243032000151015 

Hester, O. R., Bridges, S. A., & Rollins, L. H. (2020). ‘Overworked and underappreciated’: 

special education teachers describe stress and attrition. Teacher Development, 24(3), 348-

365. https://doi.org/10.1080/13664530.2020.1767189 

Howe, C., Hennessy, S., Mercer, N., Vrikki, M., & Wheatley, L. (2019). Teacher–student 

dialogue during classroom teaching: Does it really impact on student outcomes?. Journal 

of the Learning Sciences, 28(4-5), 462-512. 

https://doi.org/10.1080/10508406.2019.1573730 

Hoy, A. W. (2022). Gaining efficacy with experience: From teacher education to classroom 

practice. Routledge. https://doi.org/10.4324/9781138609877-ree19-1 

https://doi.org/10.1080/1363243032000151015
https://doi.org/10.1080/13664530.2020.1767189


114 

 

Huang, S., Yin, H., & Lv, L. (2019). Job characteristics and teacher well-being: the mediation of 

teacher self-monitoring and teacher self-efficacy. Educational Psychology, 39(3), 313-

331. https://doi.org/10.1080/01443410.2018.1543855 

Huk, O., Terjesen, M. D., & Cherkasova, L. (2019). Predicting teacher burnout as a function of 

school characteristics and irrational beliefs. Psychology in the Schools, 56(5), 792-808. 

https://doi.org/10.1002/pits.22233 

Infurna, C. J., Riter, D., & Schultz, S. (2018). Factors that determine preschool teacher self-

efficacy in an urban school district. International Electronic Journal of Elementary 

Education, 11(1), 1.  

Jennings, P. A. (2020). Teacher burnout turnaround: Strategies for empowered educators. WW 

Norton & Company. 

Jerrim, J., & Sims, S. (2022). School accountability and teacher stress: international evidence 

from the OECD TALIS study. Educational Assessment, Evaluation and Accountability, 

34(1), 5-32. https://doi.org/10.1007/s11092-021-09360-0 

Johnson, S. M. (2004) Finders and keepers: helping new teachers survive and thrive in our 

schools. San Francisco, CA: Jossey-Bass. https://doi.org/10.5860/choice.42-1701  

Jones, N. D., Camburn, E. M., Kelcey, B., & Quintero, E. (2022). Teachers’ time use and affect 

before and after COVID-19 school closures. Aera Open, 8, Article 23328584211068068.  

https://journals.sagepub.com/doi/pdf/10.1177/23328584211068068 

Jederlund, U., & von Rosen, T. (2022). Teacher–student relationships and students’ self-

efficacy beliefs. Rationale, validation and further potential of two instruments. Education 

Inquiry, 1-25. 

https://doi.org/10.1002/pits.22233
https://journals.sagepub.com/doi/pdf/10.1177/23328584211068068


115 

 

Kadel, P. B. (2023). Prospects and practices of induction for novice teachers. Journal of 

Practical Studies in Education, 4(2), 1-5. https://doi.org/10.46809/jpse.v4i2.63 

Kapa, R., & Gimbert, B. (2018). Job satisfaction, school rule enforcement, and teacher 

victimization. School Effectiveness and School Improvement, 29(1), 150-168. 

https://doi.org/10.1080/09243453.2017.1395747 

Kasalak, G., & Dagyar, M. (2020). The relationship between teacher self-efficacy and teacher 

job satisfaction: A meta-analysis of the teaching and learning international survey 

(TALIS). Educational Sciences: Theory and Practice, 20(3), 16-33. 

https://eric.ed.gov/?id=EJ1261816 

Katz, J. (2015). Implementing the three block model of universal design for learning: Effects on 

teachers’ self-efficacy, stress, and job satisfaction in inclusive classrooms K-12. 

International Journal of Inclusive Education, 19(1), 1–20. 

https://doi.org/10.1080/13603116.2014.881569 

Kelley, T. R., Knowles, J. G., Holland, J. D., & Han, J. (2020). Increasing high school teachers 

self-efficacy for integrated STEM instruction through a collaborative community of 

practice. International Journal of STEM Education, 7, 1-13. 

https://doi.org/10.1186/s40594-020-00211-w 

Kim, K. R., & Seo, E. H. (2018). The relationship between teacher efficacy and students' 

academic achievement: A meta-analysis. Social Behavior and Personality: An 

International Journal, 46(4), 529-540. https://doi.org/10.2224/sbp.6554 

Kim, L. E., & Burić, I. (2020). Teacher self-efficacy and burnout: Determining the directions of 

prediction through an autoregressive cross-lagged panel model. Journal of Educational 

Psychology, 112(8), 1661. https://psycnet.apa.org/doi/10.1037/edu0000424 

https://doi.org/10.46809/jpse.v4i2.63
https://doi.org/10.1080/09243453.2017.1395747
https://doi.org/10.1080/13603116.2014.881569


116 

 

Klassen, R. M., & Chiu, M. M. (2010). Effects on teachers' self-efficacy and job satisfaction: 

Teacher gender, years of experience, and job stress. Journal of Educational Psychology, 

102(3), 741. https://doi.org/10.1037/a0019237 

Klassen, R. M.,  & Usher, E. L. (2010). Self-efficacy in educational settings: Recent research and 

emerging directions, Urdan, T.C. and Karabenick, S.A. (Ed.) The Decade Ahead: 

Theoretical Perspectives on Motivation and Achievement (Advances in Motivation and 

Achievement, Vol. 16 Part A), Emerald Group Publishing Limited, Bingley, pp. 1-33. 

https://doi.org/10.1108/S0749-7423(2010)000016A004 

Kolodny, K., & Breitborde, M. L. (2022). Teacher preparation in the United States: History, 

current conditions, and policy. Emerald Group Publishing. 

Komline, D. (2020). The common school awakening: Religion and the transatlantic roots of 

American public education. Oxford University Press, USA. 

https://doi.org/10.1093/oso/9780190085155.001.0001 

Korstjens, I., & Moser, A. (2018). Series: Practical guidance to qualitative research. Part 4: 

Trustworthiness and publishing. European Journal of General Practice, 24(1), 120-124. 

https://doi.org/10.1080/13814788.2017.1375092 

Koswara, D., Hardhienata, S., & Retnowati, R. (2021). Increasing teachers organizational 

commitment through strengthening teamwork, situational leadership and eelf-efficacy. 

Journal of Industrial Engineering & Management Research, 2(4), 228-238.  

Kraft, M. A., Brunner, E. J., Dougherty, S. M., & Schwegman, D. J. (2020). Teacher 

accountability reforms and the supply and quality of new teachers. Journal of Public 

Economics, 188, 104212. https://doi.org/10.1016/j.jpubeco.2020.104212 

https://doi.org/10.1037/a0019237
https://www.emerald.com/insight/search?q=Robert%20M.%20Klassen
https://www.emerald.com/insight/search?q=Ellen%20L.%20Usher
https://www.emerald.com/insight/search?q=Timothy%20C.%20Urdan
https://www.emerald.com/insight/search?q=Stuart%20A.%20Karabenick
https://doi.org/10.1108/S0749-7423(2010)000016A004
https://doi.org/10.1093/oso/9780190085155.001.0001


117 

 

Kuok, A. C., Teixeira, V., Forlin, C., Monteiro, E., & Correia, A. (2020). The effect of self-

efficacy and role understanding on teachers’ emotional exhaustion and work engagement 

in inclusive education in Macao (SAR). International Journal of Disability, Development 

and Education, 1-19. https://doi.org/10.1080/1034912X.2020.1808949 

Kusumaningrum, D. E., Sumarsono, R. B., & Gunawan, I. (2019). Professional ethics and 

teacher teaching performance: Measurement of teacher empowerment with a soft system 

methodology approach. International Journal of Innovation, Creativity and Change, 5(4), 

611-624. https://doi.org/10.2991/coema-19.2019.52 

Kwee, C. (2020). The application of career theories in teachers’ professional development and 

career decision: A literature review. Universal Journal of Educational Research, 8(9), 

3997-4008. https://doi.org/10.13189/ujer.2020.080925  

Ladendorf, K., Muehsler, H., Xie, Y., & Hinderliter, H. (2021). Teacher perspectives of self-

efficacy and remote learning due to the emergency school closings of 2020. Educational 

Media International, 58(2), 124-144. https://doi.org/10.1080/09523987.2021.1930481 

Lam, J. (2021). Advancing student achievement Through Elementary and Secondary Education 

Act waivers. Minn. L. Rev. Headnotes, 106, 26. https://doi.org/10.2139/ssrn.3793128 

Lauermann, F., & Berger, J. L. (2021). Linking teacher self-efficacy and responsibility with 

teachers’ self-reported and student-reported motivating styles and student engagement. 

Learning and Instruction, 76, 101441. https://doi.org/10.1016/j.learninstruc.2020.101441 

Lauermann, F., & König, J. (2016). Teachers’ professional competence and wellbeing: 

Understanding the links between general pedagogical knowledge, self-efficacy and 

burnout. Learning and Instruction, 45, 9-19. 

https://doi.org/10.1016/j.learninstruc.2016.06.006 

https://doi.org/10.13189/ujer.2020.080925
https://doi.org/10.1080/09523987.2021.1930481


118 

 

Lazarides, R., Watt, H. M., & Richardson, P. W. (2020). Teachers’ classroom management self-

efficacy, perceived classroom management and teaching contexts from beginning until 

mid-career. Learning and Instruction, 69, 101346. 

https://doi.org/10.1016/j.learninstruc.2020.101346 

Lee, C. C., Akin, S., & Goodwin, A. L. (2019). Teacher candidates’ intentions to teach: 

implications for recruiting and retaining teachers in urban schools. Journal of Education 

for Teaching, 45(5), 525-539. https://doi.org/10.1080/02607476.2019.1674562 

Lee, M. G., & Soland, J. G. (2022). Does reclassification change how English learners feel about 

school and themselves? Evidence from a regression discontinuity design. Educational 

Evaluation and Policy Analysis, Article 01623737221097419. 

https://doi.org/10.3102%2F01623737221097419 

Leung, L. (2015). Validity, reliability, and generalizability in qualitative research. Journal of 

Family Medicine and Primary Care, 4(3), 324. https://doi.org/10.4103/2249-

4863.161306 

Li, L., & Liu, Y. (2022). An integrated model of principal transformational leadership and 

teacher leadership that is related to teacher self-efficacy and student academic 

performance. Asia Pacific Journal of Education, 42(4), 661-678. 

https://doi.org/10.1080/02188791.2020.1806036 

Li, L., & Yang, S. (2021). Exploring the influence of teacher-student interaction on university 

students' self-efficacy in the flipped classroom. Journal of Education and Learning, 

10(2), 84-90. https://eric.ed.gov/?id=EJ1290544 

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Sage. 

https://doi.org/10.3102%2F01623737221097419
https://doi.org/10.4103/2249-4863.161306
https://doi.org/10.4103/2249-4863.161306
https://doi.org/10.1080/02188791.2020.1806036


119 

 

Liu, Y., Bellibaş, M. Ş., & Gümüş, S. (2021). The effect of instructional leadership and 

distributed leadership on teacher self-efficacy and job satisfaction: Mediating roles of 

supportive school culture and teacher collaboration. Educational Management 

Administration & Leadership, 49(3), 430-453. 

https://doi.org/10.1177/1741143220910438 

Logan, H., Cumming, T., & Wong, S. (2020). Sustaining the work-related wellbeing of early 

childhood educators: Perspectives from key stakeholders in early childhood 

organisations. International Journal of Early Childhood, 52(1), 95-113. 

https://doi.org/10.1007/s13158-020-00264-6 

Lopes, J., & Oliveira, C. (2020). Teacher and school determinants of teacher job satisfaction: A 

multilevel analysis. School Effectiveness and School Improvement, 31(4), 641-659. 

https://doi.org/10.1080/09243453.2020.1764593 

Lukáčová, V., Fenyvesiová, L., Tirpáková, A., & Malá, E. (2018). Teachers’ self-efficacy as a 

determinant of lesson management quality. TEM Journal, 7(3), 662-669. 

https://doi.org/10.18421/TEM73-25 

Lüleci, C., & Çoruk, A. (2018). The relationship between morale and job satisfaction of teachers 

in elementary and secondary schools. Educational Policy Analysis and Strategic 

Research, 13(1), 54–70. https://doi.org/10.29329/epasr.2018.137.3 

Ma, K., & Cavanagh, M. S. (2018). Classroom ready?: Pre-service teachers' self-efficacy for 

their first professional experience placement. Australian Journal of Teacher Education 

(Online), 43(7), 134-151. https://doi.org/10.14221/ajte.2018v43n7.8 

https://doi.org/10.1007/s13158-020-00264-6
https://doi.org/10.1080/09243453.2020.1764593
https://doi.org/10.14221/ajte.2018v43n7.8


120 

 

Ma, K., Chutiyami, M., & Nicoll, S. (2021). Transitioning into the first year of teaching: changes 

and sources of teacher self-efficacy. The Australian Educational Researcher, 1-18. 

https://doi.org/10.1007/s13384-021-00481-5 

Madero, C. (2019). Secondary teacher’s dissatisfaction with the teaching profession in Latin 

America: The case of Brazil, Chile, and Mexico. Teachers and Teaching, 25(3), 358-378, 

https://doi.org/10.1080/13540602.2019.1587402 

Madigan, D. J., & Kim, L. E. (2021). Towards an understanding of teacher attrition: A meta-

analysis of burnout, job satisfaction, and teachers’ intentions to quit. Teaching and 

Teacher Education, 105, 103425. https://doi.org/10.1016/j.tate.2021.103425 

Mahler, D., Grossschedl, J., & Harms, U. (2018). Does motivation matter?–The relationship 

between teachers’ self-efficacy and enthusiasm and students’ performance. PloS One, 

13(11), e0207252. https://doi.org/10.1371/journal.pone.0207252 

Mahmoodi-Shahrebabaki, M. (2019). Teacher burnout. The TESOL encyclopedia of English 

language teaching, 1-8. https://doi.org/10.1002/9781118784235.eelt0964 

Mäkikangas, A., Leiter, M. P., Kinnunen, U., & Feldt, T. (2021). Profiling development of 

burnout over eight years: Relation with job demands and resources. European Journal of 

Work and Organizational Psychology, 30(5), 720-731. 

https://doi.org/10.1080/1359432X.2020.1790651 

Malureanu, A., Panisoara, G., & Lazar, I. (2021). The relationship between self-confidence, self-

efficacy, grit, usefulness, and ease of use of e-learning platforms in corporate training 

during the COVID-19 pandemic. Sustainability, 13(12), 6633. 

https://doi.org/10.3390/su13126633 

https://doi.org/10.1002/9781118784235.eelt0964
https://doi.org/10.1080/1359432X.2020.1790651
https://doi.org/10.3390/su13126633


121 

 

Merriam, S. B., & Tisdell, E. J. (2016). Designing your study and selecting a sample. Qualitative 

Research: A Guide to Design and Implementation, 67(1), 73-104. 

Martin, L. E., & Mulvihill, T. M. (2019). Voices in education: Teacher self-efficacy in 

education. The Teacher Educator, 54(3), 195-205. 

https://doi.org/10.1080/08878730.2019.1615030 

Matthews, R. A., Wayne, J. H., Smith, C., Casper, W. J., Wang, Y. R., & Streit, J. (2022). Resign 

or carry‐on? District and principal leadership as drivers of change in teacher turnover 

intentions during the COVID‐19 crisis: A latent growth model examination. Journal of 

Occupational and Organizational Psychology, 95(3), 687-717. 

https://doi.org/10.1111/joop.12397 

McLean, D., Eklund, K., Kilgus, S. P., & Burns, M. K. (2018). Influence of teacher burnout and 

self-efficacy on teacher-related variance in social-emotional and behavioral screening 

scores. School Psychology Quarterly. https://doi.org/10.1037/spq0000304 

McFarland, J., Hussar, B., Wang, X., Zhang, J., Wang, K., Rathbun, A.,Barmer, A., Cataldi, E., 

Forrest, F. B., Bullock, F. (2018). The condition of education 2018. NCES 2018-144. 

National Center for Education Statistics. http://files.eric.ed.gov/fulltext/ED583502.pdf 

Mérida-López, S., & Extremera, N. (2020). When pre-service teachers’ lack of occupational 

commitment is not enough to explain intention to quit: Emotional intelligence matters!. 

Revista de Psicodidáctica (English ed.), 25(1), 52-58. 

https://doi.org/10.1016/j.psicoe.2019.05.001 

Middle Tennessee State University (MTSU). (2020). Office of Teacher Licensure. 

https://www.mtsu.edu/education/licensure.php 

https://doi.org/10.1080/08878730.2019.1615030
https://doi.org/10.1111/joop.12397
https://www.mtsu.edu/education/licensure.php


122 

 

Miller, R. M., Chan, C. D., & Farmer, L. B. (2018). Interpretative phenomenological analysis: A 

contemporary qualitative approach. Counselor Education and Supervision, 57(4), 240-

254. https://onlinelibrary.wiley.com/doi/abs/10.1002/ceas.12114  

Minkos, M. L., & Gelbar, N. W. (2021). Considerations for educators in supporting student 

learning in the midst of COVID‐19. Psychology in the Schools, 58(2), 416-426. 

https://doi.org/10.1002/pits.22454 

Mintzes, J. J., Marcum, B., Messerschmidt-Yates, C., & Mark, A. (2013). Enhancing self-

efficacy in elementary science teaching with professional learning communities. Journal 

of Science Teacher Education, 24(7), 1201-1218. https://doi.org/10.1007/s10972-012-

9320-1 

Mohammadabadi, A. M., Ketabi, S., & Nejadansari, D. (2019). Factors influencing language 

teacher cognition: An ecological systems study. Studies in Second Language Learning 

and Teaching, 9(4), 657–680. https://doi.org/10.14746/ssllt.2019.9.4.5 

Mok, M. M. C., & Moore, P. J. (2019). Teachers & self-efficacy. Educational Psychology, 39(1), 

1-3. https://doi.org/10.1080/01443410.2019.1567070 

Mokhtar, A., Maouloud, V. M., Omowunmi, A. K., & Nordin, M. S. B. (2021). Teachers’ 

commitment, self-efficacy and job satisfaction as communicated by trained 

teachers. Management in Education, 08920206211019400. 

https://doi.org/10.1177/08920206211019400 

Morse, J. M. (2015). Critical analysis of strategies for determining rigor in qualitative inquiry. 

Qualitative Health Research, 25(9), 1212–1222. 

https://doi.org/10.1177/1049732315588501 

Moustakas, C. (1994). Phenomenological research methods. Sage Publications. 

https://onlinelibrary.wiley.com/doi/abs/10.1002/ceas.12114
https://onlinelibrary.wiley.com/doi/abs/10.1002/ceas.12114
https://doi.org/10.1002/pits.22454
https://doi.org/10.1007/s10972-012-9320-1
https://doi.org/10.1007/s10972-012-9320-1
https://doi.org/10.14746/ssllt.2019.9.4.5
https://doi.org/10.1080/01443410.2019.1567070
https://doi.org/10.1177/08920206211019400
https://doi.org/10.1177/1049732315588501


123 

 

National Commission for the Protection of Human Subjects of Biomedical and Behavioral 

Research. (1979). The Belmont report: Ethical principles and guidelines for the 

protection of human subjects of research. U.S. Department of Health and Human 

Services. https://www.hhs.gov/ohrp/regulations-and-policy/belmont-report/read-the-

belmont-report/index.html 

National Commission on Teaching & America's Future. (1996). What matters most teaching for 

America's future. report of the National Commission on Teaching & America's future. 

Distributed by ERIC Clearinghouse. https://files.eric.ed.gov/fulltext/ED395931.pdf. 

National Commission on Teaching & America's Future. (2006). What Matters Now: A New 

Compact for Teaching and Learning. The Evidence Base. Distributed by ERIC 

Clearinghouse. http://files.eric.ed.gov/fulltext/ED572506.pdf 

Nasir, M., & Iqbal, S. (2019). Academic self efficacy as a predictor of academic achievement of 

students in pre-service teacher training programs. Bulletin of Education and Research, 

41(1), 33-42. http://files.eric.ed.gov/fulltext/EJ1217900.pdf 

Nguyen, H. (2018). Teacher preparation programs in the United States. International Journal of 

Progressive Education, 14(3), 76-92. https://doi.org/10.29329/ijpe.2018.146.6 

Nguyen, T. D., Pham, L. D., Crouch, M., & Springer, M. G. (2020). The correlates of teacher 

turnover: An updated and expanded meta-analysis of the literature. Educational Research 

Review, 31, 100355. https://doi.org/10.1016/j.edurev.2020.100355 

Nikoçeviq-Kurti, E. (2022). Predictive power of five-factor mentoring model on student teachers' 

teaching self-efficacy beliefs. European Journal of Educational Research, 11(3), 1245-

1257. https://eric.ed.gov/?id=EJ1352941 

https://files.eric.ed.gov/fulltext/ED395931.pdf
https://doi.org/10.1016/j.edurev.2020.100355
https://eric.ed.gov/?id=EJ1352941


124 

 

Noyes, J., Booth, A., Flemming, K., Garside, R., Harden, A., Lewin, S., Pantoja, T., Hannes, K., 

Cargo, M., & Thomas, J. (2018). Cochrane qualitative and implementation methods 

group guidance series—paper 3: methods for assessing methodological limitations, data 

extraction and synthesis, and confidence in synthesized qualitative findings. Journal of 

Clinical Epidemiology, 97, 49–58. https://doi.org/10.1016/j.jclinepi.2017.06.020 

Oberle, E., Gist, A., Cooray, M. S., & Pinto, J. B. (2021). Do students notice stress in teachers? 

Associations between classroom teacher burnout and students’ perceptions of teacher 

social-emotional competence. Psychology in Schools, 57, 1741-1756. 

https://doi.org/10.1002/pits.22432  

Obrenovic, B., Jianguo, D., Khudaykulov, A., & Khan, M. A. S. (2020). Work-family conflict 

impact on psychological safety and psychological well-being: A job performance model. 

Frontiers in Psychology, 11, 475. https://doi.org/10.3389/fpsyg.2020.00475 

Ortan, F., Simut, C., & Simut, R. (2021). Self-efficacy, job satisfaction and teacher well-being in 

the K-12 educational system. International Journal of Environmental Research and 

Public Health, 18(23), 12763. https://doi.org/10.3390/ijerph182312763 

Oyen, K. & Schweinle, A. (2021). Addressing teacher shortages in rural America: What factors 

encourage teachers to consider teaching in rural settings? The Rural Educator, 41(3), 12-

25. https://doi.org/10.35608/ruraled.v41i3.923 

Ozder, H. (2011). Self-efficacy beliefs of novice teachers and their performance in the 

classroom. Australian Journal of Teacher Education, 36(5), 1-15.  

Padgett, D. K. (2017). Qualitative methods in social work research (3rd ed.). New York 

University. 

https://doi.org/10.35608/ruraled.v41i3.923


125 

 

Padilla-Diaz, M. (2015). Phenomenology in educational qualitative research: Philosophy as 

science or philosophical science? International Journal of Educational Excellence, 1(2), 

101-110.  

Palaganas, E. C., Sanchez, M. C., Molintas, V. P., & Caricativo, R. D. (2017). Reflexivity in 

qualitative research: A journey of learning. Qualitative Report, 22(2). 

https://doi.org/10.46743/2160-3715/2017.2552 

Park, K. A., & Johnson, K. R. (2019). Job satisfaction, work engagement, and turnover intention 

of CTE health science teachers. International Journal for Research in Vocational 

Education and Training, 6(3), 224-242. https://doi.org/10.13152/ijrvet.6.3.2 

Parker, C., Scott, S., & Geddes, A. (2019). Snowball sampling. SAGE research methods 

foundations. https://eprints.glos.ac.uk/6781/ 

Parveen, H., & Bano, M. (2019). Relationship between teachers’ stress and job satisfaction: 

Moderating role of teachers’ emotions. Pakistan Journal of Psychological Research, 353-

366.  

Peoples, K. (2020). How to write a phenomenological dissertation: A step by step guide. SAGE. 

Perera, H. N., Granziera, H., & McIlveen, P. (2018). Profiles of teacher personality and relations 

with teacher self-efficacy, work engagement, and job satisfaction. Personality and 

Individual Differences, 120, 171-178. https://doi.org/10.1016/j.paid.2017.08.034 

Perera, H. N., & John, J. E. (2020). Teachers’ self-efficacy beliefs for teaching math: 

Relations with teacher and student outcomes. Contemporary Educational Psychology, 61, 

101842. 

Peterson, B. L. (2017). Thematic analysis/interpretive thematic analysis. The international 

encyclopedia of communication research methods, 1-9. 

https://doi.org/10.13152/ijrvet.6.3.2
https://eprints.glos.ac.uk/6781/
https://eprints.glos.ac.uk/6781/
https://doi.org/10.1016/j.paid.2017.08.034


126 

 

Perryman, J., & Calvert, G. (2020). What motivates people to teach, and why do they leave? 

Accountability, performativity and teacher retention. British Journal of Educational 

Studies, 68(1), 3-23. https://doi.org/10.1080/00071005.2019.1589417 

Pfitzner-Eden, F. (2016). I feel less confident so I quit? Do true changes in teacher self-efficacy 

predict changes in preservice teachers' intention to quit their teaching degree?. Teaching 

and Teacher Education, 55, 240-254. https://doi.org/10.1016/j.tate.2016.01.018 

Phi Delta Kappa. (2020). Phi Delta Kappa poll of public school priorities in an election year. 

(2020). https://pdkpoll.org/wp-content/uploads/2020/08/Poll52-2020_PollSupplement.pdf 

Philipsen, B., Tondeur, J., Pareja Roblin, N., Vanslambrouck, S., & Zhu, C. (2019). Improving 

teacher professional development for online and blended learning: A systematic meta-

aggregative review. Educational Technology Research and Development, 67, 1145-1174. 

https://doi.org/10.1007/s11423-019-09645-8 

Podolsky, A., Kini, T., & Darling-Hammond, L. (2019). Does teaching experience increase 

teacher effectiveness? A review of US research. Journal of Professional Capital and 

Community. https://doi.org/10.1108/JPCC-12-2018-0032 

Podolsky, A., Kini, T., Darling-Hammond, L., & Bishop, J. (2019b). Strategies for attracting and 

retaining educators: What does the evidence say?. Education Policy Analysis Archives, 

27, 38-38. https://doi.org/10.14507/epaa.27.3722 

Polatcan, M., & Cansoy, R. (2019). Examining studies on the factors predicting teachers’ job 

satisfaction: A systematic review. International Online Journal of Education and 

Teaching, 6(1), 116–134. https://doi.org/10.16986/huje.2019054890 

https://doi.org/10.1080/00071005.2019.1589417
https://doi.org/10.1016/j.tate.2016.01.018
https://pdkpoll.org/wp-content/uploads/2020/08/Poll52-2020_PollSupplement.pdf
https://doi.org/10.16986/huje.2019054890


127 

 

Pressley, T. (2021). Factors contributing to teacher burnout during COVID-19. Educational 

Researcher, 50(5), 325-327. 

https://journals.sagepub.com/doi/pdf/10.3102/0013189X211004138 

Putman, H., & Walsh, K. (2021). State of the states 2021: Teacher preparation policy. National 

Council on Teacher Quality. https://eric.ed.gov/?id=ED611532 

Rahman, M. M., Singh, M. K. M., & Fersi, M. S. (2020). Multiple case studies on the impact of 

apprenticeship of observation on novice EFL teachers' cognition and practices. Mextesol 

Journal, 44(4), n4. http://files.eric.ed.gov/fulltext/EJ1311175.pdf 

Ramos, M. F. H., Pontes, F. A. R., Silva, S. S. C., Ramos, E. M. L., Casanova, D. C. G., & Azzi, 

R. G. (2018). Characterization of basic education teachers based on the social cognitive 

model of job satisfaction. Paidéia, 28(0), 2018. https://doi.org/10.1590/1982-4327e2811 

Reaves, S. J., & Cozzens, J. A. (2018). Teacher perceptions of climate, motivation, and self-

efficacy: Is there really a connection. Journal of Education and Training Studies, 6(12), 

48-67. https://doi.org/10.11114/jets.v6i12.3566 

Reeves, P. M., Pun, W. H., & Chung, K. S. (2017). Influence of teacher collaboration on job 

satisfaction and student achievement. Teaching and Teacher Education, 67, 227-236. 

https://doi.org/10.1016/j.tate.2017.06.016 

Renbarger, R., & Davi̇s, B. (2019). Mentors, self-efficacy, or professional development: Which 

mediate job satisfaction for new teachers? A regression examination. Journal of Teacher 

Education and Educators, 8(1), 21-34. 

https://dergipark.org.tr/en/pub/jtee/issue/44909/559132 

https://doi.org/10.11114/jets.v6i12.3566
https://doi.org/10.1016/j.tate.2017.06.016


128 

 

Reutzel, D. R., & Fawson, P. C. (2021). Waking Rip Van Winkle: A proposal to redesign the 

education workforce. Phi Delta Kappan, 103(3), 22-27. 

https://doi.org/10.1177%2F00317217211058510 

Ronnie, J. B., & Philip, B. (2021). Expectations and what people learn from failure. In 

Expectations and actions (pp. 207-237). Routledge. 

Rotter, J.B. (1966). Generalized expectancies for internal versus external control of 

reinforcement. Psychological Monograhs, 80(1). https://doi.org/10.1037/h0092976 

Rowe, A. D., & Fitness, J. (2018). Understanding the role of negative emotions in adult learning 

and achievement: A social functional perspective. Behavioral Sciences, 8(2), 27. 

https://doi.org/10.3390/bs8020027 

Safari, I., Davaribina, M., & Khoshnevis, I. (2020). The influence of EFL teachers' self-efficacy, 

job satisfaction and reflective thinking on their professional development: A structural 

equation modeling. Journal on Efficiency and Responsibility in Education and Science, 

13(1), 27-40. https://doi.org/10.7160/eriesj.2020.130103 

Salgado, R., Mundy, M. A., Kupczynski, L., & Challoo, L. (2018). Effects of teacher efficacy, 

certification route, content hours, experiences and class size on student achievement. 

Journal of Instructional Pedagogies, 21. http://files.eric.ed.gov/fulltext/EJ1194250.pdf 

Saloviita, T., & Pakarinen, E. (2021). Teacher burnout explained: Teacher-, student-, and 

organisation-level variables. Teaching and Teacher Education, 97, 103221. 

https://doi.org/10.1016/j.tate.2020.103221 

Sari, R. A., Haziroh, A. L., Pramadanti, A. D., & Putra, F. I. (2021). The moderating role of self 

efficacy toward multiple role conflict and job performance. Terbuka Journal of 

https://doi.org/10.1037/h0092976
https://doi.org/10.3390/bs8020027


129 

 

Economics and Business, 2(1), 70-80. 

http://jurnal.ut.ac.id/index.php/tjeb/article/view/1506 

Savolainen, H., Malinen, O. P., & Schwab, S. (2022). Teacher efficacy predicts teachers’ 

attitudes towards inclusion–a longitudinal cross-lagged analysis. International Journal of 

Inclusive Education, 26(9), 958-972. https://doi.org/10.1080/13603116.2020.1752826 

Schmitt, J., & deCourcy, K. (2022). The pandemic has exacerbated a long-standing national 

shortage of teachers. Economic Policy Institute. https://eric.ed.gov/?id=ED626637 

Sciuchetti, M. B., & Yssel, N. (2019). The development of preservice teachers' self-efficacy for 

classroom and behaviour management across multiple field experiences. Australian 

Journal of Teacher Education (Online), 44(6), 19-34. 

Sensoy, O., & Yildirim, H. I. (2018). Impact of technological pedagogical content knowledge 

based education applications on prospective teachers’ self-efficacy belief levels toward 

science education. Journal of Education and Training Studies, 6(10), 29–38. 

https://doi.org/10.11114/jets.v6i10.3433 

Shakeel, S., Khan, M. M., Khan, R. A. A., & Mujtaba, B. G. (2022). Linking personality traits, 

self-efficacy and burnout of teachers in public schools: Does school climate play a 

moderating role?. Public Organization Review, 22(1), 19-39. 

https://doi.org/10.1007/s11115-021-00514-8 

Shaukat, S., Vishnumolakala, V. R., & Al Bustami, G. (2019). The impact of teachers’ 

characteristics on their self-efficacy and job satisfaction: A perspective from teachers 

engaging students with disabilities. Journal of Research in Special Education Needs, 

19(1), 68-76. https://doi.org/10.1111/1471-3802.12425  

https://doi.org/10.1080/13603116.2020.1752826
https://eric.ed.gov/?id=ED626637


130 

 

Shoji, K., Cieslak, R., Smoktunowicz, E., Rogala, A., Benight, C. C., & Luszczynska, A. (2016). 

Associations between job burnout and self-efficacy: A meta-analysis. Anxiety, Stress and 

Coping, 29(4), 367–386. https://doi.org/10.1080/10615806.2015.1058369. 

Shukla, K. D., Kuril, S., & Chand, V. S. (2020). Does negative teacher behavior influence 

student self-efficacy and mastery goal orientation?. Learning and Motivation, 71, 

101653. https://doi.org/10.1016/j.lmot.2020.101653 

Singh, N., Benmamoun, M., Meyr, E., & Arikan, R. H. (2021). Verifying rigor: Analyzing 

qualitative research in international marketing. International Marketing Review, 38(6), 

1289-1307. https://doi.org/10.1108/imr-03-2020-0040 

Skaalvik, E. M., & Skaalvik, S. (2010). Teacher self-efficacy and teacher burnout: A study of 

relations. Teaching and Teacher Education, 26(4), 1059-1069. 

https://doi.org/10.1016/j.tate.2009.11.001 

Skaalvik, E. M., & Skaalvik, S. (2019). Teacher self-efficacy and collective teacher efficacy: 

Relations with perceived job resources and job demands, feeling of belonging, and 

teacher engagement. Creative Education, 10(7), 1400-1424. 

https://doi.org/10.4236/ce.2019.107104 

Skaalvik, E. M., & Skaalvik, S. (2020). Teacher burnout: relations between dimensions of 

burnout, perceived school context, job satisfaction and motivation for teaching. A 

longitudinal study. Teachers and Teaching, 26(7-8), 602-616. 

https://doi.org/10.1080/13540602.2021.1913404 

Smith, J. A. (2019). Transforming women's education: Liberal arts and music in female 

seminaries. University of Illinois Press.  

https://doi.org/10.1080/10615806.2015.1058369
https://doi.org/10.1016/j.lmot.2020.101653
https://doi.org/10.1108/imr-03-2020-0040


131 

 

Smith, P. A., Escobedo, P., & Kearney, W. S. (2020). Principal influence: A catalyst for positive 

school climate. International Journal of Education Policy and Leadership, 16(5), n5. 

https://eric.ed.gov/?id=EJ1252034 

Sokal, L. J., Eblie Trudel, L. G., & Babb, J. C. (2020). Supporting teachers in times of change: 

The job demands-resources model and teacher burnout during the COVID-19 pandemic. 

International Journal of Educational Research Open. 

https://doi.org/10.1016/j.ijedro.2020.100016 

Steiner, E. D., & Woo, A. (2021). Job-related stress threatens the teacher supply. Rand 

Corporation. https://www.rand.org/pubs/research_reports/RRA1108-1.html 

Strunk, K. O., Cowen, J., Goldhaber, D., Marianno, B. D., Theobald, R., & Kilbride, T. (2022). 

Public school teacher contracts and state-level reforms: assessing changes to collective 

bargaining restrictiveness across three states. American Educational Research Journal, 

59(3), 538-573. https://doi.org/10.3102/00028312211048950 

Sundler, A. J., Lindberg, E., Nilsson, C., & Palmér, L. (2019). Qualitative thematic analysis 

based on descriptive phenomenology. Nursing Open, 6(3), 733-739. 

https://onlinelibrary.wiley.com/doi/full/10.1002/nop2.275 

Sutcher, L., Darling-Hammond, L., Carver-Thomas, D. (2016). A coming crisis in teaching? 

Teacher supply, demand, and shortages in the U.S. Learner Policy Institute. 

https://doi.org/10.54300/247.242 

Swanson, P., & Mason, S. (2018). The world language teacher shortage: Taking a new direction. 

Foreign Language Annals, 51(1), 251-262. https://doi.org/10.1111/flan.12321 

https://doi.org/10.3102/00028312211048950
https://onlinelibrary.wiley.com/doi/full/10.1002/nop2.275
https://onlinelibrary.wiley.com/doi/full/10.1002/nop2.275
https://onlinelibrary.wiley.com/doi/full/10.1002/nop2.275


132 

 

Syahrastani, S. (2022). The effect of direct learning model with routine practice on self-efficacy 

and student learning outcomes. Jurnal Konseling dan Pendidikan, 10(1), 47-52. 

https://doi.org/10.29210/172200 

Tessier, S. (2012). From field notes, to transcripts, to tape recordings: Evolution or combination? 

International Journal of Qualitative Methods, 11(4), 446-460. 

https://doi.org/10.1177/160940691201100410 

Thomas, L., Tuytens, M., Moolenaar, N., Devos, G., Kelchtermans, G., & Vanderlinde, R. 

(2019). Teachers’ first year in the profession: The power of high-quality support. 

Teachers and Teaching, 25(2), 160-188. https://doi.org/10.1080/13540602.2018.1562440 

Toropova, A., Myrberg, E., & Johansson, S. (2021). Teacher job satisfaction: the importance of 

school working conditions and teacher characteristics. Educational Review, 73(1), 71-97. 

https://doi.org/10.1080/00131911.2019.1705247 

Tran, H., & Smith, D. A. (2022). A state funded program developed to improve teacher 

recruitment and retention. How Did We Get Here?: The Decay of the Teaching 

Profession, 105. 

Tschannen-Moran, M., & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive construct. 

Teaching and Teacher Education, 17(7), 783-805. https://doi.org/10.1016/S0742-

051X(01)00036-1 

U.S. Census Bureau (2020). Tennessee Quick Facts. Available at: 

https://www.census.gov/quickfacts/TN 

United States Bureau of Labor Statistics. (2018). Occupational Outlook Handbook. 

https://www.bls.gov/ooh/education-training-and-library/high-school-teachers.htm 

https://doi.org/10.29210/172200
https://doi.org/10.1016/S0742-051X(01)00036-1
https://doi.org/10.1016/S0742-051X(01)00036-1


133 

 

Utami, P. P., Widiatna, A. D., Karyati, F., & Nurvrita, A. S. (2021). Does civil servant teachers' 

job satisfaction influence their absenteeism? International Journal of Evaluation and 

Research in Education, 10(3), 854-863. https://doi.org/10.11591/ijere.v10i3.21625 

VanLone, J., Pansé-Barone, C., & Long, K. (2022). Teacher preparation and the COVID-19 

disruption: Understanding the impact and implications for novice teachers. International 

Journal of Educational Research Open, 3, 100120. 

https://doi.org/10.1016/j.ijedro.2021.100120 

van Manen, M. (1997). From meaning to method. Qualitative Health Research, 7(3), 345-369. 

https://doi.org/10.1177/104973239700700303 

van Rooij, E. C. M., Fokkens-Bruinsma, M., & Goedhart, M. (2019). Preparing science 

undergraduates for a teaching career: Sources of their teacher self-efficacy. The Teacher 

Educator, 54(3), 270-294. https://doi.org/10.1080/08878730.2019.1606374 

Ventura, M., Salanova, M., & Llorens, S. (2015). Professional self-efficacy as a predictor of 

burnout and engagement: The role of challenge and hindrance demands. The Journal of 

Psychology, 149(3), 277-302. https://doi.org/10.1080/00223980.2013.876380 

Verma, M. A., & Bhandari, M. (2022). An insight into self-efficacy and its impact on students’ 

achievement - A review. Journal of Positive School Psychology, 2746-2752. 

Veiskarami, H. A., Ghadampour, E., & Mottaghinia, M. R. (2017). Interactions among school 

climate, collective self-efficacy, and personal self-efficiency: Evidence from education 

institutions. International Journal of Economic Perspectives, 11(1), 481-488.  

Vidic, T., Ðuranovic, M., & Klasnic, I. (2021). Student misbehaviour, teacher self-efficacy, 

burnout and job satisfaction: Evidence from Croatia. Problems of Education in the 21st 

Century, 79(4), 657-673. https://doi.org/10.33225/pec/21.79.657 

https://doi.org/10.1016/j.ijedro.2021.100120


134 

 

Vinovskis, M. A. (2022). Federal compensatory education policies from Lyndon B. Johnson to 

Barack H. Obama. History of Education Quarterly, 62(3), 243-267. 

https://doi.org/10.1017/heq.2022.21 

Vinovskis, M. A. (2019). History of testing in the United States: PK–12 education. The ANNALS 

of the American Academy of Political and Social Science, 683(1), 22-37. 

https://doi.org/10.1177/0002716219839682 

West, J. J., & Frey-Clark, M. L. (2019). Traditional versus alternative pathways to certification: 

Assessing differences in music teacher self-efficacy. Journal of Music Teacher 

Education, 28(2), 98-111. https://doi.org/10.1177%2F1057083718788035 

Wai, J., Brown, M. I., & Chabris, C. F. (2018). Using standardized test scores to include general 

cognitive ability in education research and policy. Journal of Intelligence, 6(3), 37. 

https://doi.org/10.3390/jintelligence6030037 

Whitford, D. K., Zhang, D., & Katsiyannis, A. (2018). Traditional vs. alternative teacher 

preparation programs: A meta-analysis. Journal of Child and Family Studies, 27(3), 671-

685. https://doi.org/10.1007/s10826-017-0932-0 

Williams, C. (2007). Research methods. Journal of Business & Economics Research, 5(3), 65-

72. https://doi.org/10.19030/jber.v5i3.2532 

Wilson, C., Marks Woolfson, L., & Durkin, K. (2018). School environment and mastery 

experience as predictors of teachers’ self-efficacy beliefs towards inclusive teaching. 

International Journal of Inclusive Education, 1-17.  

Wolff, C. E., Jarodzka, H., & Boshuizen, H. P. (2021). Classroom management scripts: A 

theoretical model contrasting expert and novice teachers’ knowledge and awareness of 

https://doi.org/10.1007/s10826-017-0932-0


135 

 

classroom events. Educational Psychology Review, 33, 131-148. 

https://doi.org/10.1007/s10648-020-09542-0 

Wolomasi, A. K., Asaloei, S. I., & Werang, B. R. (2019). Job Satisfaction and Performance of 

Elementary School Teachers. International Journal of Evaluation and Research in 

Education, 8(4), 575-580. https://eric.ed.gov/?id=EJ1238272 

Woo, H., Kim, H., & Park, S. (2019). Burnout and turnover intentions among junior counseling 

faculty: moderating role of mentoring. Journal of Employment Counseling, 56(2), 85-94. 

https://doi.org/10.1002/joec.12114 

Worth, J., & Van den Brande, J. (2020). Teacher autonomy: How does it relate to job satisfaction 

and retention?. National Foundation for Educational Research. 

https://files.eric.ed.gov/fulltext/ED604418.pdf 

Wright, P. M., & Richards, K. A. (2021). Teaching social and emotional learning in physical 

education. Jones & Bartlett Learning. 

Wronowski, M. L., & Urick, A. (2019). Examining the relationship of teacher perception of 

accountability and assessment policies on teacher turnover during NCLB. Education 

Policy Analysis Archives, 27(86), n86. https://doi.org/10.14507/epaa.27.3858 

Xu, Z., & Qi, C. (2019). The relationship between teacher-student relationship and academic 

achievement: The mediating role of self-efficacy. EURASIA Journal of Mathematics, 

Science and Technology Education, 15(10). https://doi.org/10.29333/ejmste/105610 

Yang, C. (2021). Online teaching self-efficacy, social–emotional learning (SEL) competencies, 

and compassion fatigue among educators during the COVID-19 pandemic. School 

Psychology Review, 50(4), 505-518. https://doi.org/10.1080/2372966X.2021.1903815 

https://doi.org/10.1007/s10648-020-09542-0
https://eric.ed.gov/?id=EJ1238272
https://doi.org/10.1002/joec.12114
https://files.eric.ed.gov/fulltext/ED604418.pdf


136 

 

Yavuz, M. (2018). Examination of the job satisfaction of teachers working with individuals in 

need of special education with regard to certain variables. Journal of Education and 

Training Studies, 6(7), 73–85. https://doi.org/10.11114/jets.v6i7.3228 

Yin, R. K. (2011). Applications of case study research. Sage. 

Yin, R. K. (2016). Qualitative research from start to finish (2nd ed.). Guilford Publications. 

Yost, D. S. (2006). Reflection and self-efficacy: Enhancing the retention of qualified teachers 

from a teacher education perspective. Teacher Education Quarterly, 33(4), 59-76. 

https://www.jstor.org/stable/23478871 

Zaccaro, S.J., Blair, V., Peterson, C., Zazanis, M. (1995). Collective Efficacy. In: Maddux, J.E. 

(eds) Self-Efficacy, Adaptation, and Adjustment. The Plenum Series in Social/Clinical 

Psychology. Springer. https://doi.org/10.1007/978-1-4419-6868-5_11 

Zakariya, Y. F. (2020). Effects of school climate and teacher self-efficacy on job satisfaction of 

mostly STEM teachers: A structural multigroup invariance approach. International 

Journal of STEM Education, 7(1), 1-12. https://doi.org/10.1186/s40594-020-00209-4 

Zang, N., Cao, H., Zhou, N., Jiang, L., & Li, B. (2022). Job load, job stress, and job exhaustion 

among Chinese junior middle school teachers: Job satisfaction as a mediator and 

teacher’s role as a moderator. Social Psychology of Education, 1-28. 

https://doi.org/10.1007/s11218-022-09719-1 

Zee, M., & Koomen, H. M. Y. (2016). Teacher self-efficacy and its effects on classroom 

processes, student academic adjustment, and teacher well-being: A synthesis of 40 years 

of research. Review of Educational Research, 86, 981–1015. 

https://doi.org/10.3102/0034654315626801. 

https://doi.org/10.11114/jets.v6i7.3228
https://www.jstor.org/stable/23478871
https://doi.org/10.3102/0034654315626801


137 

 

Ziaian-Ghafari, N., & Berg, D. H. (2019). Compassion fatigue: The experiences of teachers 

working with students with exceptionalities. Exceptionality Education 

International, 29(1), 32-53. https://doi.org/10.5206/eei.v29i1.7778 

 

 

  

https://doi.org/10.5206/eei.v29i1.7778


138 

 

VITA 

SHAY MICHAEL SHANNON 

Education:  Ph.D. School Leadership, East Tennessee State University,  

Johnson City, Tennessee, 2023 

Ed.S. Instructional Leadership, Tennessee Tech University, 

 Cookville, Tennessee, 2020 

M.A. Education with an Emphasis in Physical Education, Union 

 University, Jackson, Tennessee, 2011 

 B.A. Physical Education and Health & Drivers Education with 

 Licensure, Martin Methodist College, Pulaski, Tennessee, 

 2009 

 A.A., Education, Columbia State Community College, Columbia, 

 Tennessee, 2006 

Professional Experience:  Teacher and Graduation Coach, Harriman High School; 2015-2023    

    Teacher, West Carroll Jr./Sr. High school, 2009-2015 

    Teacher, Columbia Central High School, 2008 

 


	Teacher Self-Efficacy in Novice Job-Embedded Practitioners
	Recommended Citation

	tmp.1691603239.pdf.B3TvB

