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Journal of Social Sciences & Humanities

About the Journal
Overview
Pertanika Journal of Social Sciences & Humanities (JSSH) is the official journal of Universiti Putra Malaysia 
published by UPM Press. It is an open-access online scientific journal which is free of charge. It publishes 
the scientific outputs. It neither accepts nor commissions third party content.

Recognized internationally as the leading peer-reviewed interdisciplinary journal devoted to the 
publication of original papers, it serves as a forum for practical approaches to improving quality in issues 
pertaining to social and behavioural sciences as well as the humanities.  

JSSH is a quarterly (March, June, September and December) periodical that considers for publication 
original articles as per its scope. The journal publishes in English and it is open to authors around the 
world regardless of the nationality.  

The Journal is available world-wide.

Aims and scope
Pertanika Journal of Social Sciences & Humanities aims to develop as a pioneer journal for the social 
sciences with a focus on emerging issues pertaining to the social and behavioural sciences as well as 
the humanities. 

Areas relevant to the scope of the journal include Social Sciences—Accounting, anthropology, 
Archaeology and history, Architecture and habitat, Consumer and family economics, Economics, 
Education, Finance, Geography, Law, Management studies, Media and communication studies, Political 
sciences and public policy, Population studies, Psychology, Sociology, Technology management, Tourism; 
Humanities—Arts and culture, Dance, Historical and civilisation studies, Language and Linguistics, 
Literature, Music, Philosophy, Religious studies, Sports.

History
Pertanika was founded in 1978. A decision was made in 1992 to streamline Pertanika into three journals 
as Journal of Tropical Agricultural Science, Journal of Science & Technology, and Journal of Social 
Sciences & Humanities to meet the need for specialised journals in areas of study aligned with the 
interdisciplinary strengths of the university. 

After almost 25 years, as an interdisciplinary Journal of Social Sciences & Humanities, the revamped 
journal focuses on research in social and behavioural sciences as well as the humanities, particularly in 
the Asia Pacific region.

Goal of Pertanika
Our goal is to bring the highest quality research to the widest possible audience.

Quality 
We aim for excellence, sustained by a responsible and professional approach to journal publishing.  
Submissions are guaranteed to receive a decision within 14 weeks. The elapsed time from submission 
to publication for the articles averages 5-6 months. 

Abstracting and indexing of Pertanika
Pertanika is almost 40 years old; this accumulated knowledge has resulted in Pertanika JSSH being 
abstracted and indexed in SCOPUS (Elsevier), Thomson (ISI) Web of Science™ Core Collection 
Emerging Sources Citation Index (ESCI). Web of Knowledge [BIOSIS & CAB Abstracts], EBSCO 
and EBSCOhost, DOAJ, Google Scholar, TIB, MyCite, ISC, Cabell’s Directories & Journal Guide.
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Future vision
We are continuously improving access to our journal archives, content, and research services.  We have 
the drive to realise exciting new horizons that will benefit not only the academic community, but society 
itself. 

Citing journal articles
The abbreviation for Pertanika Journal of Social Sciences & Humanities is Pertanika J. Soc. Sci. Hum.

Publication policy
Pertanika policy prohibits an author from submitting the same manuscript for concurrent consideration 
by two or more publications.  It prohibits as well publication of any manuscript that has already been 
published either in whole or substantial part elsewhere. It also does not permit publication of manuscript 
that has been published in full in Proceedings. 

Code of Ethics
The Pertanika Journals and Universiti Putra Malaysia takes seriously the responsibility of all of its 
journal publications to reflect the highest in publication ethics. Thus all journals and journal editors are 
expected to abide by the Journal’s codes of ethics. Refer to Pertanika’s Code of Ethics for full details, or 
visit the Journal’s web link at http://www.pertanika.upm.edu.my/code_of_ethics.php

International Standard Serial Number (ISSN)
An ISSN is an 8-digit code used to identify periodicals such as journals of all kinds and on all media–print 
and electronic. All Pertanika journals have ISSN as well as an e-ISSN. 

Journal of Social Sciences & Humanities: ISSN 0128-7702 (Print);  ISSN 2231-8534 (Online).

Lag time 
A decision on acceptance or rejection of a manuscript is reached in 3 to 4 months (average 14 weeks). 
The elapsed time from submission to publication for the articles averages 5-6 months. 

Authorship
Authors are not permitted to add or remove any names from the authorship provided at the time of 
initial submission without the consent of the Journal’s Chief Executive Editor.

Manuscript preparation
Refer to Pertanika’s Instructions to Authors at the back of this journal.

Most scientific papers are prepared according to a format called IMRAD. The term represents the first 
letters of the words Introduction, Materials and Methods, Results, And, Discussion. IMRAD is simply 
a more ‘defined’ version of the “IBC” [Introduction, Body, Conclusion] format used for all academic 
writing. IMRAD indicates a pattern or format rather than a complete list of headings or components of 
research papers; the missing parts of a paper are: Title, Authors, Keywords, Abstract, Conclusions, and 
References. Additionally, some papers include Acknowledgments and Appendices. 

The Introduction explains the scope and objective of the study in the light of current knowledge on the 
subject; the Materials and Methods describes how the study was conducted; the Results section reports 
what was found in the study; and the Discussion section explains meaning and significance of the results 
and provides suggestions for future directions of research. The manuscript must be prepared according 
to the Journal’s Instructions to Authors.

Editorial process
Authors are notified with an acknowledgement containing a Manuscript ID on receipt of a manuscript, 
and upon the editorial decision regarding publication. 
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Pertanika follows a double-blind peer-review process. Manuscripts deemed suitable for publication 
are usually sent to reviewers.  Authors are encouraged to suggest names of at least three potential 
reviewers at the time of submission of their manuscript to Pertanika, but the editors will make the final 
choice. The editors are not, however, bound by these suggestions. 

Notification of the editorial decision is usually provided within ten to fourteen weeks from the receipt 
of manuscript.  Publication of solicited manuscripts is not guaranteed.  In most cases, manuscripts are 
accepted conditionally, pending an author’s revision of the material.

As articles are double-blind reviewed, material that might identify authorship of the paper should be 
placed only on page 2 as described in the first-4 page format in Pertanika’s Instructions to Authors 
given at the back of this journal. 

The Journal’s peer-review
In the peer-review process, three referees independently evaluate the scientific quality of the submitted 
manuscripts. 

Peer reviewers are experts chosen by journal editors to provide written assessment of the strengths and 
weaknesses of written research, with the aim of improving the reporting of research and identifying the 
most appropriate and highest quality material for the journal.

Operating and review process
What happens to a manuscript once it is submitted to Pertanika?  Typically, there are seven steps to the 
editorial review process:

1.	 The Journal’s chief executive editor and the editorial board examine the paper to determine 
whether it is appropriate for the journal and should be reviewed.  If not appropriate, the 
manuscript is rejected outright and the author is informed. 

2.	 The chief executive editor sends the article-identifying information having been removed, to 
three reviewers.  Typically, one of these is from the Journal’s editorial board.  Others are 
specialists in the subject matter represented by the article.  The chief executive editor asks 
them to complete the review in three weeks.  

Comments to authors are about the appropriateness and adequacy of the theoretical or 
conceptual framework, literature review, method, results and discussion, and conclusions.  
Reviewers often include suggestions for strengthening of the manuscript.  Comments to the 
editor are in the nature of the significance of the work and its potential contribution to the 
literature.

3.	 The chief executive editor, in consultation with the editor-in-chief, examines the reviews and 
decides whether to reject the manuscript, invite the author(s) to revise and resubmit the 
manuscript, or seek additional reviews.  Final acceptance or rejection rests with the Edito-
in-Chief, who reserves the right to refuse any material for publication.  In rare instances, 
the manuscript is accepted with almost no revision.  Almost without exception, reviewers’ 
comments (to the author) are forwarded to the author.  If a revision is indicated, the editor 
provides guidelines for attending to the reviewers’ suggestions and perhaps additional advice 
about revising the manuscript. 

4.	 The authors decide whether and how to address the reviewers’ comments and criticisms and 
the editor’s concerns.  The authors return a revised version of the paper to the chief executive 
editor along with specific information describing how they have answered’ the concerns 
of the reviewers and the editor, usually in a tabular form. The author(s) may also submit 
a rebuttal if there is a need especially when the author disagrees with certain comments 
provided by reviewer(s).
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5.	 The chief executive editor sends the revised paper out for re-review.  Typically, at least one of 
the original reviewers will be asked to examine the article. 

6.	 When the reviewers have completed their work, the chief executive editor in consultation 
with the editorial board and the editor-in-chief examine their comments and decide whether 
the paper is ready to be published, needs another round of revisions, or should be rejected. 

7.	 If the decision is to accept, an acceptance letter is sent to all the author(s), the paper is sent to 
the Press. The article should appear in print in approximately three months. 

The Publisher ensures that the paper adheres to the correct style (in-text citations, the 
reference list, and tables are typical areas of concern, clarity, and grammar).  The authors are 
asked to respond to any minor queries by the Publisher.  Following these corrections, page 
proofs are mailed to the corresponding authors for their final approval.  At this point, only 
essential changes are accepted.  Finally, the article appears in the pages of the Journal and is 
posted on-line. 
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Forewords

Welcome to the Fourth Issue for 2018 of the Journal of Social Sciences and Humanities 
(JSSH)!

JSSH is an open-access journal for studies in Social Sciences and Humanities that is 
published by Universiti Putra Malaysia Press. It is independently owned and managed 
by the university and run on a non-profit basis for the benefit of the world-wide science 
community.

This issue contains 46 articles, out of which one is a review articles and 45 are regular 
articles. The authors of these articles come from different countries, namely, Bangladesh, 
India, Indonesia, Iran, Iraq, Jordan, Malaysia, Nigeria, Oman, Russia, South Africa, Spain, 
Syria and Thailand.

Articles submitted in this issue cover wide range of social sciences and humanities 
scope including accounting, architecture and habitat, consumer and family economics, 
economics, education, finance, geography, language and linguistics, law, management 
studies, media and communication studies, philosophy, political sciences and public 
policy, psychology, religious study, sociology, sports and tourism. The most favoured 
scope in this issue is education.

Selected from the education scope is an article entitled “Validity and Reliability of the 
Mathematics Self-Efficacy Questionnaire (MSEQ) on Primary School Students” by Chan 
Huan Zhi and Melissa Ng Lee Yen Abdullah from School of Educational Studies, Universiti 
Sains Malaysia, Malaysia. The study was conducted with the objective of determining 
the construct validity of MSEQ on primary school students and the internal consistency 
reliability of MSEQ on primary school students.  To achieve the objectives of the study, 
quantitative data were collected from a sample of 100 primary school students. Findings 
from the Exploratory Factor Analysis (EFA) suggested that mathematics self-efficacy was 
a unidimensional construct. It is highly reliable and can be used to gauge primary school 
students’ mathematics self-efficacy in a Malaysian school setting. The details of this 
study is available on page 2161.  

Selected from tourism scope is an article entitled “Efficiency of Cruise Port Management: 
A Comparison of Phuket and Singapore” by Phaiton Monpanthong from National 
Institute of Development Administration (NIDA), Thailand. This study investigated and 

i



compared cruise port management systems between Phuket and Singapore by employing 
quantitative research methods. From the study, the empirical findings showed that the 
top five biggest gaps regarding two cruise port management were port infrastructure, 
port facility, political stability, cruise tourism policy and cleanliness in rank. Hence, the 
results revealed that port management in Singapore was more efficient than in Phuket 
in most variables. However, tourism attractions, tourism activity, service providers, value 
for money, climate/sea conditions, and immigration formalities of Phuket were slightly 
better than that in Singapore. The detail of this study is available on page 2787.

Selected from the scope of language and linguistics is an article entitled “Incorporating 
Critical Thinking: Teaching Strategies in an English Language Programme” by Muhammad 
Harriz Zaini, Norzie Diana Baharum and Ahmad Firdaos Shauqi Ahmad Sidiki, fellow 
researchers from Universiti Teknologi MARA, Malaysia. The study focused on application 
of critical thinking by English lecturers as well as students in the classroom for the English 
Language programme in the Academy of Language Studies (ALS) UiTM Shah Alam – 
English for Professional Communication (LG240).The study was carried out by adapting a 
framework and concluded that both lecturers and students in the ALS shared the same 
perception of the application of critical thinking in their classroom. Details of the study 
is available on page 2379.

Selected from the scope of psychology is an article entitled “Psychological Risk Factors 
for Postnatal Depression: A Prospective Study of Iranian Low Income Primigravidae at 
Health Care Centres” by Matinnia, N., Ghaleiha, A., Jahangard, L., Ghaleiha, A. and 
Farahmand, E., fellow researchers from three different countries (Iran, New Zealand and 
Malaysia). The study aimed to identify the prevalence of postpartum depression and 
its association with risk factors in low socioeconomic populations. Questionnaires were 
distributed among 451 low income pregnant women referred to health care centres and 
they were assessed using Edinburgh Postnatal Depression Scale (EPDS) for depression. 
The study found out that the prevalence of depression in pregnancy was higher in low 
socio-economic primigravidea from Iran. The details of the study is available on page 
2555.

We anticipate that you will find the evidence presented in this issue to be intriguing, 
thought-provoking and useful in reaching new milestones in your own research. Please 
recommend the journal to your colleagues and students to make this endeavour 
meaningful.
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All the papers published in this edition underwent Pertanika’s stringent peer-review 
process involving a minimum of two reviewers comprising internal as well as external 
referees. This was to ensure that the quality of the papers justified the high ranking 
of the journal, which is renowned as a heavily-cited journal not only by authors and 
researchers in Malaysia but by those in other countries around the world as well. 
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Validity and Reliability of the Mathematics Self-Efficacy 
Questionnaire (MSEQ) on Primary School Students
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ABSTRACT

Mathematics self-efficacy is an important personal attribute and self-belief that can 
influence students’ learning and performance in the subject, as supported by the Social 
Cognitive Theory. Literature review has shown that due to the scarcity of research on 
primary school students’ mathematics self-efficacy, there is a lack of validated instrument 
to measure this psychological construct in the local school context. This study sets out to fill 
the literature gap by examining the validity and reliability of the Mathematics Self-Efficacy 
Questionnaire (MSEQ) (14 items). The contents of the instrument were validated before the 
instrument was administered to 100 primary students. The sample size was recommended 
based on a 1:5 subject-item ratio. Findings from the Exploratory Factor Analysis (EFA) 
suggested that mathematics self-efficacy is a unidimensional construct. It is highly reliable 
and can be used to gauge primary school students’ mathematics self-efficacy in a Malaysian 
school setting. The educational implications of this study are discussed in this paper. 

Keywords: Mathematics self-efficacy, primary school, reliability, self-efficacy, validity

INTRODUCTION

It is important to equip students with 
mathematical skills so that they can thrive 
in school and beyond. According to the 
Malaysia Education Blueprint (2013-2025) 
(Ministry of Education Malaysia, 2013), 
Malaysian students are underperforming in 
international assessments such as TIMSS 
(Trends in International Mathematics and 
Science Study) and PISA (Programme for 
International Student Assessment). Studies 
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have shown that students face difficulties in 
mastering mathematics due to their lack of 
confidence in the subject, especially when it 
is being infused with higher-order thinking 
skills as a result of the recent curriculum 
reform (Alhassora, Abu, & Abdullah, 
2017). Students’ mathematics self-efficacy 
has been demonstrated as a significant 
predictor of mathematics performance and 
mathematics problem solving skills (Callejo 
& Villa, 2009; Williams & Williams, 2010), 
which are among the key indicators of 
education quality (Doménech-Betoret, 
Abellán-Roselló, & Gómez-Artiga, 2017). 
In line with the recent curriculum reform, 
there is a pressing need to assess Malaysian 
students’ mathematics self-efficacy from as 
early as primary school level so that timely 
interventional steps can be taken to help 
students gain confidence in the subject. 
To do so, a valid instrument is needed to 
help practitioners and researchers gauge 
local primary school students’ mathematics 
self-efficacy so that their judgments of 
capabilities in mathematics can be assessed 
accurately. 

Students’ self-belief and perception 
about their own abilities affect the type of 
choices that they make in a very significant 
way (Artino Jr., 2012; Bandura, 1977). 
Self-efficacy increases when students have 
the perception that they are becoming more 
skillful learners or they are performing well 
in the learning processes. Students who 
are confident in executing learning tasks 
or activities judge themselves as capable 
learners. Students with high self-efficacy 
often set high goals and maintain endurance 

in learning despite the challenges that 
they face. For instance, if they face low 
progression or failure, the students will 
persist because they believe that they can 
perform better by expending more effort 
(Locke & Latham, 2006; Schunk, 1995). 
These students also attribute failure to a lack 
of knowledge or skills, rather than to their 
personal capabilities (Bassi, Steca, & Fave, 
2011; Bandura, 1997). 

On the other hand, students with low 
self-efficacy always suffer from self-doubt 
and they also lack personal skills. These 
students would be likely to avoid learning 
tasks if they believe that such tasks are 
beyond their competencies (Bandura, 1977; 
Schunk & Pajares, 2009). They often exhibit 
minimum effort, set low academic goals, 
and are less likely to experience success. 
As a result, they often face obstacles and 
experience higher rates of failure, stress, 
and depression (Bandura, 1982; Redmond, 
2010). 

As academic se l f -eff icacy is  a 
multidimensional construct, students may 
have different levels of self-efficacy in 
different subject domains. They may feel 
efficacious in one subject (e.g., English) 
but have low self-efficacy in another 
(e.g., mathematics). Those who perform 
well in mathematics will also have high 
self-efficacy in the subject when dealing 
with new mathematical contents (Schunk 
& Pajares, 2002). For instance, students 
with high self-efficacy in mathematics 
are more likely to transfer their mastery 
of ‘addition’ onto ‘multiplication’, which 
makes it easier and faster for them to 
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learn new mathematical concepts. Self-
efficacy has received increasing attention 
in educational research as it correlates with 
higher achievement outcomes (Pajares, 
1996; Valiente, Swanson, & Eisenberg, 
2012). In fact, self-efficacy has been found 
to be the strongest predictor of academic 
achievement (Komarraju & Nadler, 2013; 
Richardson, Abraham, & Bond, 2012; Van 
Herpen, Meeuwisse, Hofman, Severiens, & 
Arends, 2017).

Underlying Theory of Self-Efficacy

Self-efficacy is a psychological construct 
which was first coined by Albert Bandura 
in 1969. Based on findings from empirical 
research, Bandura discovered that self-
efficacy contributes to behavioural change, 
which is supported by Social Cognitive 
Theory (Bandura, 1977). According to 
Social Cognitive Theory, learning is 
influenced by a reciprocal causation cycle 
between behaviour, personal factors, 
and environmental influences (Bandura, 
1986). The behavioural component of 
learning consists of responses that students 
make in the learning environment, which 
often translates into academic outcomes 
and performance (e.g., mathematics 
performance). The personal factors, on the 
other hand, encompass students’ beliefs 
and attitudes, particularly their self-efficacy 
beliefs. Finally, the environmental factors 
include feedback given by significant 
others, such as the teachers, which can have 
a long-lasting effect on students’ learning 
and self-belief. Founded on the importance 
and relevance of Social Cognitive Theory 

in the field of education, self-efficacy is a 
topic which has been widely adopted and 
researched. It affects students’ thoughts, 
commitment to their goals, anticipated 
outcomes from their efforts, resilience to 
adversity, quality of emotional life, and 
accomplishments they recognize (Bandura, 
2006).

Figure 1 describes the theoretical 
framework that underpins self-efficacy. It 
explains the relationships between sources 
of mathematics self-efficacy, its components 
and how mathematics self-efficacy affects 
mathematics performance. Mathematics 
self-efficacy refers to students’ self-appraisal 
of their own abilities in general mathematics, 
confidence in learning the subject in future, 
their capabilities in learning the subject 
in class and completing mathematics 
assignments. 

According to Social Cognitive Theory, 
when students access their abilities in a 
particular subject (e.g., mathematics) they 
will reflect on their past performance or 
accomplishment (Arslan, 2013; Bandura, 
1997). Successful performances in the past 
will contribute towards their beliefs that 
they can do well in the subject. In addition, 
according to Social Cognitive Theory, by 
observing peers’ successes in learning the 
subject, students can also increase their 
self-efficacy beliefs in mathematics. This 
is because they are confident in achieving 
similar performance as their peers did, 
which is known as vicarious experience. 
Apart from peers, positive comments from 
significant others, such as teachers and 
family members also serve as sources of 
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students’ mathematics self-efficacy. These 
social persuasions reinforce their self-
beliefs that they can learn and do well in 
mathematics. Lastly, students’ positive 
psychological and emotional states during 
learning increase their mathematics self-
efficacy further. The different sources of 
self-efficacy contribute towards students’ 
efficacious beliefs in general mathematics, 
capabilities in mastering the subject in 
class, completing its assignments and 
learning mathematics in future. Students’ 
mathematics self-efficacy will influence 
their mathematics performance positively.

Mathematics Self-Efficacy and Its 
Measurement 

Mathematics self-efficacy is defined as “a 
situational or problem-specific assessment 
of an individual’s confidence in her or 
his ability to successfully perform or 
accomplish a particular mathematics task 

or problem” (Hackett & Betz, 1989). 
Students who perform well in mathematics 
are likely to have higher self-efficacy when 
learning new contents, compared to those 
who perform poorly in mathematics and 
those with learning difficulties (Schunk 
& Pajares, 2002). Numerous past studies 
have shown that students’ mathematics 
self-efficacy is significantly related to their 
mathematical problem solving skills (Callejo 
& Vila, 2009; Kamalimoghaddam, Tarmizi, 
Ayub, & Wan Jaafar, 2016; Williams & 
Williams, 2010). The way students view 
themselves will influence their approach 
in mathematics. Students with high self-
efficacy tend to be more interested in 
learning mathematics, whereas those with 
low self-efficacy have less interest and 
understanding of mathematics (Abedalaziz 
& Akmar, 2012). Students may perform 
poorly in mathematical problem solving 
because of their misperceptions about 

Figure 1. Theoretical framework in mathematics self-efficacy (adapted from Bandura, 1977; May, 2009; 
Stevens, Olivárez, & Hamman, 2006)
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themselves. They may be less likely to 
take risks, explore new ideas, or solve new 
problems, even though they may in fact 
have strong mathematical problem solving 
abilities. Past studies have found that 
mathematics self-efficacy had been used to 
evaluate a variety of academic performances, 
but a major focus was its relationship with 
mathematical skills (Mohd, Mahmood, & 
Ismail, 2011; Kranzler & Pajares 1997). 
Even though there are studies that examine 
the association between mathematics 
self-efficacy and performance, empirical 
studies that examine the psychometric 
properties of the measurement instruments 
are scarce, for instance the measurement 
of mathematics self-efficacy among 
primary school students, particularly in 
the Malaysian context (Karbasi & Samani, 
2016; Pampaka, Kleanthous, Hutcheson, & 
Wake, 2011; Zimmermann, Bescherer, & 
Spannagel, 2011). 

As emphasized by Bandura (1986), 
judgments of self-efficacy are task-specific. 
Therefore, it is important that assessment 
of mathematics self-efficacy is carried out 
using a validated instrument. Construct 
validity has been the focus in theoretical 
and empirical studies for over half a century, 
because it is important to measure an 
index of a variable that is not directly 
observable (e.g., intelligence), in order to 
ease the process of interpretation (Westen 
& Rosenthal, 2003). Hence, the construct 
validity of mathematics self-efficacy scale 
must be tested and established. Several 
scales and instruments have been developed 
to measure mathematics self-efficacy. The 

earliest mathematics self-efficacy scale 
was the Mathematics Confidence Scale 
(MCS) developed by Dowling (1978). The 
Mathematics Self-Efficacy Scales (MSES), 
on the other hand, was developed by Betz 
and Hackett in 1982. It has three subscales: 
(1) mathematics problems self-efficacy; (2) 
mathematics tasks self-efficacy; and (3) 
college courses self-efficacy (Langenfeld 
& Pajares, 1993). Since then, the MSES 
have been used in a number of studies in 
mathematics (Hackett & Betz, 1989; Liu 
& Koirala, 2009; Nielson & Moore, 2003; 
Pajares & Miller, 1994). The MSES is a 
multidimensional measure of mathematics 
self-efficacy, which has been found to be a 
reliable and valid scale, allowing findings 
from these studies to offer valuable insights 
to strengthen Bandura’s arguments on 
the role of self-efficacy (Langenfeld & 
Pajares, 1993). In 1993, Langenfeld and 
Pajares modified the Mathematics Self-
Efficacy Scales (MSES). The Mathematics 
Self-Efficacy Scales-Revised (MSES-R) 
contains three subscales: (1) solution of 
mathematics problems; (2) completion of 
mathematics tasks used in everyday life; and 
(3) performance in college courses requiring 
knowledge and mastery of mathematics.  
The items on the MSES-R were taken 
from the original MSES, but mathematical 
problems scales were replaced by problems 
from MCS, which included arithmetic, 
algebra, and geometry (Dowling, 1978). 

May and Glynn (2008) developed the 
Mathematics Self-Efficacy Questionnaire 
(MSEQ). It serves as a valid and reliable 
instrument to gauge college students’ 
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mathematics self-efficacy. Research 
findings suggest that MSEQ is reliable, 
internally consistent, valid, and convenient 
to administer. MSEQ later underwent 
further improvements to capture students’ 
anxiety in the subject of mathematics (May, 
2009). It has been renamed as Mathematics 
Self-Efficacy and Anxiety Questionnaire 
(MSEAQ). Even though this instrument 
has been widely used to measure students’ 
mathematics self-efficacy, such as in higher 
secondary schools and among universitiy 
students, it is yet to be tested on Malaysian 
samples, particularly at the primary school 
level (Kundu & Ghose, 2016; Rosly, 
Samsudin, Japeri, Rahman, & Abdullah, 
2017). Due to a lack of empirical studies 
to examine its validity and reliability, it 
is unclear to what extent MSEQ can be 
applied in the local context. In summary, 
most studies have validated the instrument 
on older student populations such as college 
and secondary school students, as well 
as teachers (Karbasi & Samani, 2016; 
Kundu & Ghose, 2016; May, 2009). Even 
though several studies have focused on 
primary school students’ self-efficacy, these 
studies did not specifically focus on the 
measurement of mathematics self-efficacy 
(Joët & Usher, 2011; Pajares, Johnson, & 
Usher, 2007). Pajeres, Johnson and Usher 
(2007) examined the sources of self-efficacy 
among elementary, middle, and high school 
students. Similarly, Joët and Usher (2011) 
had focused on elementary students’ sources 
of self-efficacy in academic context. These 
studies did not measure mathematics self-
efficacy among primary school students and 

the validity of its measurement was not the 
focus of these previous studies. Hence, to fill 
the existing literature gap, researches ought 
to be conducted to establish the validity 
and reliability of mathematics self-efficacy 
questionnaire on primary school students in 
the local context. 

Objectives 

The objectives of the study were as follows:
 1. To determine the construct validity of 

MSEQ on Primary School Students.
2.  To determine the internal consistency 

reliability of MSEQ on Primary School 
Students. 

MATERIALS AND METHODS

Samples

To achieve the objectives of the study, 
quantitative data were collected from a 
sample of 100 primary school students. 
Based on Gorsush’s (1983) and Hatcher’s 
(1994) recommendations, a minimum 
sample size of 100 students was required 
to run Exploratory Factor Analysis (EFA) 
on the 14-item MSEQ. This guideline was 
based on the subject-item ratio of 5:1. This 
implied that the sample size of the study 
(n=100) was adequate to carry out EFA. 
The Year 5 students were sampled from a 
National Type Primary School located in 
the northern area of Penang Island. The 
samples were selected using cluster random 
sampling method. To gain expedient data, 
samples were randomly selected using 
groups that have shared similar traits or 
characteristics. In this study, all samples 
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were chosen from the same school (Gay, 
Mills, & Airasian, 2011).

Mathematics Self-Efficacy 
Questionnaire (MSEQ)

T h e  M a t h e m a t i c s  S e l f - E f f i c a c y 
Questionnaire (MSEQ), adapted from the 
MSEAQ (May 2009), was used to measure 
primary school students’ mathematics self-
efficacy. Permission to use this instrument 
has been granted by the original developer. 
It is a five-point Likert scale with responses 
ranging from (1) Never to (5) Usually. 
Past research (Cowan, 2010) showed 
that primary school students were able 
to respond to five units of information at 
one time. Offering more response options 
would induce unnecessary cognitive burden 
on them (Cowan, 2010) while increase in 
response scale might lead to less information 
or unsystematic measurement error.

MSEAQ is a highly reliable instrument 
with a Cronbach’s alpha value of .96 (May, 
2009). Even though MSEAQ is a reliable 
instrument, it was not originally designed 
for primary school students. Hence, for the 
purposes of this study, revisions were made 
to adapt the items for usage on primary 
school students in Malaysia. Changes were 
made to simplify the statements of each 
item and to orient its focus to mathematical 
learning at the primary school level. 

The final version of the questionnaire 
was verified by a panel of experts in the field 
of Educational Psychology from a public 
university and later translated into Malay 
language using back translation method. 
Translating the questionnaire from the 

source language (English Language) into 
the target language (Malay Language) is a 
complex process and requires tremendous 
care to ensure that the final version is not 
only suitable for the new context, but also 
consistent with the original version. The 
back translation method was conducted by 
first translating the questionnaire into the 
Malay language and then, translating it back 
into English. Both English versions were 
then compared to ensure accuracy (Sowtali, 
Yusoff, Harith, & Mohamed, 2016). The 
back translations were done by two bilingual 
experts, who are experienced language 
panelists from the local primary schools. 
These experts are competent in both English 
and Malay languages and are familiar with 
the language competency and learning 
context of primary school students. In 
addition, clear explanations were provided 
by researchers during data collection to 
ensure that the instructions and items in 
the questionnaire were comprehensible to 
all students, so that they would have no 
difficulties in responding to the Likert scale.

MSEQ is made up of four subscales 
(Table 1), which measure the four domains 
of mathematics self-efficacy: (1) General 
Math Self-Efficacy, (2) Self-Efficacy in 
Future, (3) Self-Efficacy in Class, and (4) 
Self-Efficacy in Assignments.

When responding to the items in 
General Math Self-Efficacy domain, 
students typically reflect on their personal 
characteristics and self-belief which include 
how these characteristics and beliefs affect 
their self-efficacy in mathematics. Next, 
within the domain of Self-Efficacy in Future, 
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students build the connection between 
learning mathematics and their future. Their 
views and ideas on how confident they feel 
about working with mathematics in the 
future are captured in this subscale. The 
Self-Efficacy in Class, on the other hand, 
measures students’ self-efficacy and their 
self-belief in relation to questions in class. 
Lastly, students judge their own self-efficacy 
in relation to mathematics homework, tests, 
or assignment completion. 

Prior to data collection, approval from 
the Ministry of Education (MoE) and 
clearance from both the State Education 
Department and the school authorities were 
obtained. Quantitative data were collected 
using survey questionnaires. Analysis was 
done using Exploratory Factor Analysis 
(EFA) to determine the construct validity 
of the instrument, while Cronbach’s Alpha 
analysis was carried out to measure the 
internal consistency reliability of the scale.

RESULTS AND DISCUSSION

The results and discussions of the study 
are divided into findings on validity and 
reliability of MSEQ, in line with the two 
objectives of the study. 

Validity of MSEQ

Validity refers to the degree to which an 
instrument measures what it is intended to 
measure (Gay & Airasian, 2000). It is the most 
fundamental consideration in developing 
and evaluating tests, as it determines whether 
the dimension(s) underlying a variable 
are actually being measured (American 
Educational Research Association [AERA], 
American Psychological Association [APA], 
& National Council on Measurement in 
Education [NCME], 1999). Validity is 
specific to the interpretation being made 
by the researchers and to the group being 
tested in the population (Gay, Mills, 
& Airasian, 2011). Hence, validity of MSEQ 
in this study would indicate to which extent 
this instrument measures mathematics self-
efficacy of primary school students in the 
Malaysian context. 

In this study, a statistical method known 
as the Exploratory Factor Analysis (EFA) 
was used to determine the underlying 
structure of mathematics self-efficacy. 
EFA is currently the method of choice for 
examining construct validity, as evidenced 
by previous studies in the area of psychology 
and education (Laher, 2010). Before running 

Table 1
Item-sspecification of Mathematics Self-Efficacy Questionnaire (MSEQ)

No. Dimension Item No. No. of Items

1 General Math Self-Efficacy 4, 10, 13 3
2 Self-Efficacy in Future 5, 11, 14 3
3 Self-Efficacy in Class 1, 6, 8, 12 4
4 Self-Efficacy in Assignments 2, 3, 7, 9 4
Total 14
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EFA, the content validity of MSEQ was 
verified by a panel of experts in the field of 
Educational Psychology from one public 
university. In addition, the assumptions and 
practical considerations underlying EFA 
were assessed before the analysis was run. 
Procedures to test normality were carried 
out. The visual displays suggested that the 
data formed a normal distribution. The 
suitability of the data for factor analysis was 
also tested. The correlation matrix indicated 
that a number of correlations exceeded 
.30, thus it was suitable for factoring. The 
Bartlett’s Test of Sphericity was significant 
at .01, which indicated that there were no 
zero correlations. The Kaiser-Meyer-Olkin 
Measure of Sampling Adequacy (.915) was 
greater than the minimum value required 
(.60) to run a factor analysis (Coakes & 
Steed, 2007). Furthermore, the anti-image 
matrices showed that all the values were 
above the acceptable level of .50 (Coakes 
& Steed, 2007). It was, thus, concluded that 
items in MSEQ were factorable. 

Examination of the initial statistics 
revealed that two factors were extracted 
as shown in Table 2. This implied that 
primary school students’ mathematics self-
efficacy, as measured by MSEQ, was not a 
four-dimensions construct. It is made up of 
two-dimensions of factors, which accounted 
for 62.72% of the variance. Factor I was 
predominant, it explained 55.17% of the 
variance and had an eigenvalue of 7.72, 
whereas Factor II accounted for 7.543% 
of the variance and had an eigenvalue of 
1.05. Eigenvalues greater than one were 
accepted for the latent root criterion, as 

recommended by Hair, Anderson, Tatham 
and Black (1998). 

Table 2
Results of extraction of common factors in MSEQ

Factors Eigenvalues Percentage 
of 
Variance

Cumulative 
Percentages

I 7.72 55.17 55.17

II 1.05 7.54 62.72

The scree plot (Figure 2) graphically 
displayed the eigenvalues for each factor. 
Generally, factors above the inflection 
point of the slope should be retained. Factor 
I was above the inflection point of the 
slope. However, Factor II was eliminated 
because it fell on the inflection point and 
only accounted for 7.54% of the variance.  
Factor II had an eigenvalue greater than 1.0, 
Varimax rotation method was used to assist 
with the interpretation of the factors, as it 
yielded meaningful item groupings.

The analysis results showed that MSEQ 
is a unidimensional instrument. According 
to the rule of thumb by Hair et al. 
(1998) ,  fac tor  loadings  of  .50,  or 
higher are  acceptable.  Items 1, 6, and 
9 have  dual  loadings and their  values 
were larger than .50, thus, these items could 
be  loaded  in either Factor I or II (Table 
3).  Data analysis suggested that there 
were overlapping concepts. Nonetheless, 
this instrument was designed to measure 
students’ mathematics self-efficacy. 
Therefore, the extracted factors would 
be related to each other. Moreover, based 
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Figure 2. Scree plot of factors in MSEQ

Items Component
1 2

Item 7 0.798

Item 4 0.783

Item 11 0.755

Item 12 0.737

Item 13 0.730

Item 2 0.721

Item 10 0.716 0.412

Item 5 0.684

Item 8 0.652

Item 14 0.643

Item 9 0.571 0.510

Item 1 0.554 0.520

Item 3 0.890

Item 6 0.501 0.659

Table 3
Rotated component matrix of MSEQ

on the  scree plot in Figure 2, Factor  II 
only accounted for 7.5% of variance and fell 
on the inflection point. Only factors above 
the inflection point of the slope should be 
retained. Hence, based on these reasons, 

Factor I was retained and the instrument was 
considered unidimensional.

Reliability of MSEQ

Reliability is the degree to which an 
instrument consistently measures whatever 
it is measuring (Gay & Airasian, 2011). 
An instrument or a scale is considered to 
have high reliability when the scale was re-
administered to the same samples and the 
scores obtained are essentially the same. 
There are a numbers of different reliability 
coefficients. One of the most commonly 
used is Cronbach’s Alpha, which is based 
on the average correlation of items within a 
test. This analysis determines how all items 
within the instrument measure the same 
construct (Sweet & Grace-Martin, 2003). 
Reliability is expressed numerically; the 
values of internal consistency are rated in 
between 0 to 1. The closer the alpha is to 
1.00, the greater the internal consistency 
of items in the instrument being assessed. 
As a whole, the 14-item MSEQ has yielded 
a Cronbach’s Alpha value of .936, which 
suggested that the instrument was highly 
reliable (George & Mallery, 2003).  

The EFA analysis and reliability test 
showed that MSEQ was a valid and reliable 
instrument. Even though the Extraction of 
Common Factor in MSEQ (Table 2) initially 
suggested that mathematics self-efficacy 
was a two-dimensional construct, the results 
of the analysis showed that the construct 
was unidimensional. After deletion of items 
3 and 6, the unidimensional instrument 
still recorded a Cronbach’s Alpha value 
exceeding α > 0.90 (Table 4). 
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The reliability of the 12-item MSEQ 
was excellent (α = 0.939) based on George 
and Mallery’s (2003) guidelines and all the 
12 items solidly measure mathematics self-
efficacy as a unidimensional construct.

CONCLUSION
In conclusion, this study has found that 
the 12-item Mathematics Self-Efficacy 
Questionnaire (MSEQ) is a valid and 

reliable instrument. Its content validity has 
been verified by a panel of experts in the 
field of Educational Psychology while its 
construct validity has been tested through 
Exploratory Factor Analysis (EFA). Even 
though the original instrument has four 
subscales, the results of EFA show that the 
construct is unidimensional when tested on 
a sample of primary school students. An 

Items Scale mean if
Item Deleted

Correlated Item-Total 
Correlation 

Cronbach’s Alpha if
Item Deleted 

Item 1 50.32 0.688 0.932

Item 2 49.79 0.693 0.932

Item 3 49.08 0.376 0.939

Item 4 50.23 0.793 0.928

Item 5 49.84 0.592 0.934

Item 6 49.56 0.713 0.931

Item 7 49.69 0.644 0.933

Item 8 49.49 0.709 0.932

Item 9 49.37 0.700 0.932

Item 10 49.93 0.784 0.929

Item 11 49.72 0.741 0.930

Item 12 50.26 0.772 0.929

Item 13 50.59 0.759 0.930

Item 14 49.84 0.694 0.932

Table 4
Item-Total Statistics of MSEQ

instrument is seen as unidimensional if the 
item variance is controlled and only due to 
one latent variable (Ziegler & Hagemann, 
2015). In this study, the four-dimensional 
MSEQ, when tested with the local primary 
school population, was found to be a 

single dimension latent variable, which is 
mathematics self-efficacy. 

The original MSEAQ has been widely 
used to measure students’ mathematics 
self-efficacy in higher secondary schools 
and higher education (Kundu & Ghose, 
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2016; Rosly et al., 2017). Its psychometric 
properties, however, may not be generalizable 
to primary school context, as elementary 
students tend to pose lower level of cognitive 
maturity and have more simplistic self-
evaluation mechanism. For instance, a study 
by Kranzler and Pajares (1997) on 522 
undergraduates found that mathematics self-
efficacy was a multidimensional construct, 
which measured students’ perceived general 
and subject-specific capabilities. Another 
study by Zarch and Kadivar (2006) on 848 
middle school students also discovered 
that mathematics self-efficacy was a 
multidimensional construct. The current 
study, however, found that primary school 
students’ mathematics self-efficacy was a 
unidimensional latent variable, as validated 
by factor analysis. The strength of MSEQ 
lies in its simple single-factor construct and 
high internal consistency.

The uses of MSEQ among primary 
school students were relatively scarce. 
The findings of this study filled up the 
literature gaps by adapting its items and 
establishing its validity and reliability of 
using a primary school sample. The MSEQ 
has high internal consistency (α = .939) 
and can be used to gauge primary school 
students’ mathematical self-efficacy in 
Malaysian school context.  It can gauge 
mathematics self-efficacy of students aged 
between 10 to 12 years old (Year 4, 5, and 6) 
(Kundu & Ghose, 2016; Rosly et al., 2017). 
The instructions in the questionnaire were 
comprehensible to primary school students 
and they were able to respond to a five-point 

Likert scale (Smith, Wakely, De Kruif, & 
Swartz, 2003; Toland & Usher, 2016). 

It is recommended that more extensive 
research be carried out to further assess the 
usage of MSEQ in other primary schools 
(e.g., private schools, international schools) 
and to determine whether differences exist 
across the different school settings. This 
is in line with Social Cognitive Theory 
which postulates that students’ self-efficacy 
is influenced by the students’ immediate 
social learning environment (Dunbar, 
Dingel, Dame, Winchio, & Petzold, 2016). 
Future studies can also explore alternative 
techniques to ascertain the validity and 
reliability of the instrument, such as using 
the Structural Equation Modeling (SEM) 
analysis. SEM offers extensive analysis on 
the causal relationships between variables 
as a combination of factor analysis and 
regression (Hox & Bechger, 2007). 

Practitioners and researchers in the 
field of education could now use the Malay 
version of the MSEQ to assess students’ 
mathematics self-efficacy at all primary 
schools nationwide. Translations and further 
testing, however, are needed if the instrument 
were to be used in other school settings 
(e.g., international school). As a whole, 
the 12-item unidimensional scale was easy 
to administer and interpret. Assessments 
can be conducted in a regular classroom 
and the results can be obtained in a fairly 
short period of time. The results may help 
to identify students with low mathematics 
self-efficacy and timely intervention can be 
taken to help these students. The validated 
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instrument can also help researchers to 
profile primary school students’ level of 
mathematics self-efficacy in a valid and 
reliable manner. As such, the sources or 
factors that contribute to their different 
levels of mathematics self-efficacy can be 
researched (Joët & Usher, 2011; Pajares, 
Johnson, & Usher, 2007). In conclusion, 
this study has contributed to the field of 
educational psychology and psychometrics 
by establishing the validity and reliability of 
MSEQ on primary school students. Having 
a valid and reliable instrument to measure 
students’ mathematical self-efficacy at an 
early stage will empirically help teachers 
to understand students’ learning behaviour 
and come up with more effective early 
interventions to enhance their self-efficacy 
in mathematics.
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APPENDIX

Supplementary Table 1
Translated items of MSEQ in Malay language

Items

Item 1 Saya berasa cukup yakin untuk menanyakan soalan dalam kelas Matematik.

Item 2 Saya percaya bahawa saya dapat menjawab dengan baik dalam setiap ujian 
Matematik. 

Item 3 Saya percaya bahawa saya seorang yang mahir dalam Matematik.

Item 4 Saya percaya bahawa saya dapat mengaplikasikan Matematik dalam pekerjaan saya 
pada masa depan.

Item 5 Saya percaya bahawa saya boleh mendapat “A” dalam ujian Matematik.

Item 6 Saya percaya bahawa saya dapat belajar dengan baik dalam kelas Matematik. 

Item 7 Saya berasa yakin untuk menyiapkan kertas ujian Matematik dalam masa yang 
ditetapkan. 	

Item 8 Saya percaya bahawa saya dapat menyelesaikan masalah matematik.

Item 9 Saya berasa bahawa saya boleh mempelajari subjek Matematik dengan baik pada 
masa depan.

Item 10 Saya percaya bahawa saya dapat menyelesaikan soalan Matematik jenis kemahiran 
berfikir aras tinggi.

Item 11 Saya percaya bahawa saya dapat berfikir seperti seorang ahli Matematik. 

Item 12 Saya berasa yakin apabila menggunakan Matematik di luar sekolah.
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ABSTRACT
Extending the traditional learning experiences of adult students into new learning 
experiences can potentially be enriching. This article reports on part of an investigation 
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technology is needed in order to adapt to a changing global economy. 
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learning

INTRODUCTION
In a global environment rich in technology, 
the need to incorporate a cost-effective 
solution for higher education, while adopting 
a quality system to meet expectations in 
education, society and industry, is inevitable 
(Council on Higher Education, 2006; 
Kanwar, 2015; Universities South Africa, 
2014; U.S. Department of Education, 
Office of Planning, Evaluation and Policy 



Silna van Tonder and Gertruida Maria Steyn

2180 Pertanika J. Soc. Sci. & Hum. 26 (4): 2179 - 2194 (2018)

Development, 2010). Despite the global 
revolution in the use of technology for 
learning in higher education and the repeated 
acknowledgment of the use of technology for 
learning in South African higher education, 
there has been no directive to lead such a 
development or its application (Council 
on Higher Education, 2014). Building 
additional higher education institutions, 
better utilisation of existing education 
facilities, and various other possibilities 
have been discussed (Department of Higher 
Education and Training, 2013). In spite of the 
obvious necessity, very little knowledge and 
feedback are available on how the quality 
of learning could be managed by using 
technology to facilitate the process, due to 
the lack of a framework and guidelines for 
the facilitation of the use of technology in 
South African higher education (Department 
of Higher Education and Training, 2015).

An awareness of the possible use of 
innovative and flexible learning methods 
through technology to enhance the quality 
of learning is evident from research done 
at the Cork Institute of Technology in 
Ireland, Cambridge University in the 
United Kingdom, Kozminski University in 
Poland as well as the following institutions 
in the United States: the University of 
Indiana, Stanford University, and Clarkson 
University, each of which fosters a hybrid 
culture to improve, support, and extend 
learning and teaching (Johnson et al.,  
2016). According to Stansbury’s report 
(2011) on the eSchoolNews portal entitled 
“Five things students say they want from 
education,” students want to make decisions 

about subjects and subject contents and 
would also like to have a choice when it 
comes to the method of delivery. With 
technology constantly accessible through 
devices connected to the internet, online 
education can be delivered wherever and 
whenever, without a person having to leave 
the workplace or home and without having 
to spend time and resources on transport and/
or accommodation (Department of Higher 
Education and Training, 2013; Pappas, 
2015; U.S. Department of Education, 
Office of Planning, Evaluation and Policy 
Development, 2010).

The  in tegra t ion  o f  t echnology 
in education is inevitable. However, 
investigating the way in which technology 
should be integrated with and extended 
to hybrid online education environments 
requires exploration. Hybrid learning is an 
educational method by which a web-based 
platform using a learning management 
system (LMS) with a curriculum and course 
materials is blended with the traditional 
classroom (classroom + online = hybrid).  
The fact that the integration of technology, 
with a change in the pedagogical approach 
in higher education is inevitable, leads us 
to the main research question of the study: 
What were the experiences of students, 
tutors, and the management staff of higher 
education institutions while using a hybrid 
study approach in education teaching and 
learning?

The hybrid study approach is a 
collaborative and social constructivist 
learning technique that draws on the theories 
of Dewey (1938), Vygotsky (1999) and 
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Piaget (1971) (Jacobs, Vakalisa & Gawe, 
2011; Paciotti, 2013; Tapscott & Williams, 
2010), emphasising the need for active 
involvement, reflective thought and the 
understanding of previous experiences 
connected to new information. Brown and 
Adler (as cited in Tapscott & Williams, 
2010) reported on the social constructivist 
learning approach that puts the emphasis 
on “how” students acquire knowledge and 
not “what” knowledge students acquire. 
This viewpoint opposes the Cartesian 
approach: “I think, therefore I am…” in 
favor of a social approach to learning: “We 
participate, therefore we are”. Ashcraft, 
Treadwell, and Kumar (2008) pointed out 
that “in social constructivism, knowledge 
is developed through cognitive activity that 
occurs during the discussion of experience 
with other people”. In this theory, the tutor is 
seen as a facilitator, rather than an instructor, 
as students develop their own knowledge 
while the tutor facilitates rather than lead 
discussions to promote social interaction 
(Ashcraft et al., 2008). 

Although Merriam, Caffarella, and 
Baumgartner (2007) proclaimed that there 
was “no single theory of adult learning”, the 
social constructivist theory is an important 
step toward understanding adult learning. 
Drawing on Vygotsky’s view, Merriam et 
al. (2007) and Scheepers (2015) supported 
by Kadir, Baboo, Rosni, Rahman, and 
Bakar (2017) stated that learning was 
socially constructed through interaction 
with others, and the constructivism theory of 
learning was understood as an active activity 
through “dialogue, collaborative learning, 

and cooperative learning” (Merriam et 
al., 2007). A unique characteristic of adult 
learning is that it is student-centered. This 
study draws on the theory of Knowles 
(1984) in his goal for andragogy, namely to 
transform the learning/teaching experience 
from tutor-directed to student-directed 
learning, moving toward the encouragement 
of independent and self-directed learning. 
This implies that different learning styles 
are applicable to different students (Paimin, 
Hadgraft, Prpic, & Alias, 2017). Fleming 
and Mills’s VARK (visual, auditory, read/
write and kinesthetic) physiological style 
inventory is highly accommodated in 
learning with technology (Fleming & 
Mills, 1992). Referring to their model, 
Akin and Neal (2007) stated that students 
who were orientated more toward visual 
stimuli prefered graphs, flowcharts, and 
hierarchy models, whereas students more 
reliant on auditory perception performed 
best with lectures, reading, e-mail, and 
group discussions. However, students for 
whom the kinesthetic sense was dominant 
prefered experience and practice that was 
facilitated by using videos, case studies, 
and simulations (Madiope & Govender, 
2015). Apart from the focus on adult 
learning, social, cultural, and technological 
change calls for “New Learning” (Kalantzis 
& Cope, 2012). This theory focuses on 
learning by doing, by thinking, and by being 
productive in the world and also knowing 
that world. “New Learning” is about action 
as well as cognition, it is about collaborative 
social learning, connected with the ability 
to act and be adaptable, responsive and 
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flexible, as opposed to individualized, and 
cognitive learning (Amory, 2015; Kalantzis 
& Cope, 2012). 

MATERIALS AND METHODS

In the qualitative approach to the case-
study design, a “wide- and deep-angle 
lens” (Johnson & Christensen 2012) 
was employed to gain an understanding 
of students’, tutors’ and institutional 
management’s experiences using a hybrid 
study approach. The study was based on 
the interpretative paradigm that claims that 
individuals develop subjective meanings 
when they seek to understand the world in 
which they live and work (Creswell, 2013).  
The aim was to make sense of participants’ 
perspectives through direct personal and 
participatory contact. 

Sample

Through purposeful sampling, a group of 
individuals with experience in studying, 
tutoring, or managing hybrid study learning, 
in either Business Management-related or 
Information Technology-related degree 
programs, participated in the study. Twenty 
participants were identified that consisted 
of 12 senior students, five tutors, and three 
members from management. Eight students, 
three tutors, and one management member, 
from a research site in the Western Cape, 
South Africa, were involved and four 
additional students, two tutors and two 
institutional management members, from 
a research site in the United States, were 
engaged to support this study. Participants 
from the research site in the United States 

engaged in this study because the hybrid 
study model was developed and managed 
there. Participants from both research 
sites had access to the same technology 
platform, content and tutors. Introducing a 
new unconventional pedagogic approach in 
learning encouraged participants to explore 
and investigate a full understanding of 
different learning perceptions, personal 
experiences, and possible uncertainties 
when using a hybrid study approach. 

Data Collection

For this study, different sources were 
accessed and data coordinated by means 
of entry to students’ and tutors’ online 
platforms, following peer-group discussion 
forums as well as asynchronous discussions, 
reading e-mails, institutional records, journal 
entries, assignment postings, evaluation 
records, and getting feedback from students, 
tutors, and management. The managers of 
the institutions authorized access to study 
material that had been issued and assigned to 
users, as well as the use of internet protocol 
(IP) addresses according to company policy. 
Media reports, articles in government 
journals and newspapers, discussions on 
forums, including information from audio 
and visual as well as other related sources 
were collected and integrated with the 
data obtained through interviews. On-site 
individual interviews with participants 
in the Western Cape, South Africa, and 
face-to-face individual interviews via 
Skype with the participants in the United 
States were conducted focusing on the 
experiences and expectations of students, 
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tutors and institutional management when 
using a hybrid study approach. Field notes 
were taken during interviews and voice 
recordings were transcribed. 

Data Analysis

The coding of concepts and the analysis of 
data started after the first interview when 
concepts were condensed into themes, 
categories, and sub-categories to identify 
related themes that appeared throughout 
the data (Johnson & Christensen, 2012). 
Furthermore, in vivo coding was used in the 
formulation of themes to respect the precise 
words of participants (Creswell, 2013). 
Member checking was also done to confirm 
the accuracy of the findings.  

Ethical Measures

Ethical measures included voluntary 
participation in the study with written 
permission from all participants at the 
institutions involved: both the higher 
education institution in the Western Cape, 
South Africa and the higher education 
institution in the United States. Participants 
gave permission to access their online 
platforms and discussion forums by signing 
notes to indicate informed consent.  

RESULTS AND DISCUSSION

Participants from both the South African 
and the American research sites were 
either full-time or part-time employees or 
full-time students.  Six students were in 
Business Management and six students were 
in Information Technology-related degree 

programs. Five students were employed 
full-time, three part-time, and four were 
full-time students. Of the tutor participants, 
three were employed full-time and two 
were part-time employees. Three tutors 
taught Business Management and two 
tutors Information Technology. All three 
management members were full-time 
employees. For the purpose of this article, 
two main themes were identified: (1) 
21st century learning experiences and 
expectations, and (2) creating a platform 
for learning through the use of technology

21st Century Learning Experiences and 
Expectations

From the data, it was evident that three core 
factors contributed to 21st century learning 
are: (1) the integration of technology 
in everyday life, (2) experiences and 
expectations, and (3) learning styles and 
personality types.

Technology integration in everyday 
life: “It’s natural - like a signature”. 
Students and tutors revealed their use of 
technology in everyday life, both inside 
and outside the formal practices of work 
and study and extending to personal 
and social networking. A South African 
student succinctly indicated that “it’s [the 
integration of technology] natural – like 
a signature.” Students indicated that they 
spent 1 to 3 hours per day engaging in some 
form of non-academic interaction with 
technology and an average of 4 hours per 
day on academic activities. The majority 
of students concluded they spent less time 
studying when using technology; they could 
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do research faster, did not have to attend 
classes on a daily basis and could access 
their learning anywhere. An American 
student noted:

 I like the fact that I do not have to be 
in a classroom for hours at a time. I don’t 
have to fight traffic or worry about parking. 
The schedule is flexible and I can work at 
my own pace. If things come up, I am able 
to rearrange my schedule easier.

Drawing on the social constructivist 
orientation of learning in adulthood 
(Coogan, 2009), it was evident that when 
students engaged socially in dialogue and 
events, their learning improved and their 
current views of knowledge were challenged 
and transformed through their interaction 
with others. This is largely supported by 
Vygotsky’s work, (1978) as cited by Amory 
(2015), who found that meaningful learning 
in higher education, where learning was 
seen as an active event, accentuated both 
an individual’s cognitive and socially 
interactive activity. According to Knowles 
(1984), adult students’ ability to take control 
of their own learning activities encourages 
greater autonomy, independence, and 
responsibility as supported by this study. 

Experiences and expectations: 
“Technology stretches the boundaries 
of teaching to a lot of lengths”. The 
perceptions of students, tutors, and 
institutional management members had a 
notable effect on their learning experiences.  
A South African student stated that his 
learning experience was different due 
to technology, “students become more 
academic because of technology, and they 

continuously talk to their peers…about 
studies, research… So the proliferation of 
technology gives a proliferation to academic 
advancement”.  Moreover, students’ ability 
to take control of their own learning led to 
meaningful learning as noted by another 
South African student: “I read my textbook 
by myself. That way I can understand … I 
am constantly learning new ways of doing 
things … and feel more confident”.  An 
American student supported this view by 
saying that technology had made her “more 
resourceful and self-sufficient”. 

An American tutor noted that the 
requirements for enhancing technology 
during learning activities included innovation 
and “…to bring in outside sources and to try 
keep up with different technology tools …”. 
She explained the importance of paying 
attention to the “tone” in the technology 
classroom and that communication with 
students was “personable” when tutors were 
not physically present in the classrooms. 
Regardless the medium, many of the same 
qualities essential to successful traditional 
classroom learning also applied to the 
technology classroom with the tutor as the 
most significant factor to impact student 
success. She further explained:

You [still] need to elaborate…break 
down ideas and concepts that the student can 
understand even without your presence… 
If a student posts information I build on 
that… and I try to be visually there for them 
[students] like in the classroom…. 

Tutors mentioned measures such as 
having a welcome video for students at 
the beginning of a course, to be available 
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on specific days for students to meet in 
person, to have Skype, telephone and e-mail 
availability with a 24-hour response time 
during the week and a 48-hour response time 
over weekends to meet the needs of students. 

It was evident from the findings that 
a different set of skills and management 
competencies were required for quality 
learning by using technology. As stated 
by Kearsley (2013), supported by Roslina, 
Nur Shaminah, & Sian-Hoon (2013) the 
effectiveness of teaching with technology 
was challenging when considering tutor 
interaction, responsiveness, evaluation, 
and tutor presence. Tutors had to be 
good at written communication, had to 
be organized in order to meet deadlines 
for both themselves and their students, 
be emotionally intelligent and be a team 
player when involved in online teaching 
(Naroozi & Haghi, 2013). This implies the 
training of tutors to allow them to share 
the best practices in accelerating student 
performance (Naroozi & Haghi, 2013). 

Learning styles and personality 
types:  “In class you will just be quiet…
but on technology you can say it”. Not all 
students learned the same thing at the same 
time and in the same way, as explained by 
a South African student:

If I feel I have energy at 2 a.m., I 
wake up and do my assignment … No 
disturbances. I like it more than during the 
day … [but] everything must be available 
for me … I don’t have to waste the day to go 
to a tutor. I like to read and study by myself.

Students felt more comfortable to 
express themselves in an online classroom 

as they did not experience peer pressure. A 
South African student said that in class she 
preferred to be quiet, but with technology 
she could “say it, as there is [was] no one 
to criticize or laugh at you [her]”. 

This study showed that where adults 
learnt with the use of technology and active 
learning strategies were implemented, 
focusing on self-direction and taking 
control of their own learning, different 
learning styles and personality types were 
acknowledged. The way in which students 
preferred to receive, process, and retain 
information was highly dependent on their 
learning styles and personality types. It 
was also evident that different learning 
styles could be accommodated in the online 
classroom, which were confirmed by the 
findings of Collins (2011). 

Creating a Learning Platform by the 
Use of Technology

Online learning refers to learning offered 
on a learning platform via the internet 
that excludes face-to-face and print-based 
instruction, versus a learning approach 
that includes face-to-face and print-based 
delivery using a hybrid study approach 
(U.S. Department of Education, 2010). 
Students indicated that the type of teaching 
and learning they preferred depended 
on the content of the program. A South 
African student said that “with computer 
programming…I don’t think I would need 
a class… But with the classes where we 
had to come in…it helped.”  An American 
member of management noted that the 
combination of “real lifetime interaction 
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with the flexibility of learning is the best 
way” and acknowledged that hybrid learning 
gave them better results and great retention 
rates.

Many first-time users of the technology 
learning platform experienced hybrid study 
learning as challenging yet positive, as one 
South African student explained:

At first I was not impressed…I thought 
how I am going to survive?  But now, after 
experiencing it [the platform], it is really 
nice and convenient… I learn more than I 
used to… You click on your course and see 
what you need to do…it is not complicated. 

This view was supported by both South 
African and American tutors in the study 
who expressed the advantages of the use of 
technology for learning and teaching. 

In line with the findings supported by 
Van der Merwe et al. (2015), and Madiope 
and Govender (2015), participants in the 
study indicated that challenges existed when 
using technology in learning that required 
hands-on practical applications of theoretical 
content. Other difficulties, also in agreement 
with the findings of the aforementioned 
authors, included implementing effective 
netiquette, applying controlled supervised 
assessments and evaluations, coping with 
poor and/or unavailable network strengths 
and other technical difficulties. 

The findings reveal three core factors 
that contribute to the creation of a learning 
platform by the use of technology: (1) 
traditional learning versus learning with 
technology, (2) the promotion of interaction 
and feedback, and (3) challenges in using 
technology for learning. 

Traditional learning as opposed to 
learning with technology: “I don’t have 
to be in a classroom for hours…My 
schedule is now very flexible”.  Many 
students said that they preferred the flexible 
schedule when using technology as opposed 
to traditional learning where they had 
to be in classroom for hours. Reasons 
included not having to travel to venues 
of instruction, medical reasons, work and 
family responsibilities and the flexibility 
of learning at any time or place. A South 
African tutor described the convenience of 
using technology: 

Preparation on the traditional side is 
more than online … in traditional learning 
many concepts need explanation from 
the textbook … [but] online is easier … 
concepts are already well explained in 
videos and text…. 	

The findings showed that technology 
placed greater emphasis on adult students 
who needed to control their own learning 
environment and implement appropriate 
learning strategies to enhance their learning 
(Knowles as cited in Merriam, et al. 2007). 
A few students indicated that they preferred 
traditional learning as one South African 
student said: “It is easier to learn information 
from attending class than with reading 
material … it is easier to remember what 
is said than to work alone”. Some tutors 
also mentioned concerns such as lack of 
physical contact and that opportunities for 
observing student behavior were lost in the 
e-classroom. 

Although technology has the potential 
to expand the efficiency of learning and 
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teaching, many first-time users experienced 
learning by the use of technology as 
challenging and not all students found such 
learning beneficial. The fact that physical 
contact and possibilities for observing 
student behavior were lost in the online 
classroom was a challenge. However, 
research findings state that students in 
hybrid learning conditions perform better 
than students receiving purely online or 
exclusively face-to-face instruction (Lane, 
2016; ICEF, 2015).  One has to acknowledge 
that technology is in service of educational 
goals and that pedagogy is more important 
to quality than technology tools (Van der 
Merwe et al., 2015).

The promotion of interaction and 
feedback: “We can post comments, 
questions, concerns … to other students 
and staff members”. Students’ interaction 
with online course materials showed that 
the well-indexed and searchable online 
textbooks, the availability of visual materials 
such as video clips and presentations, online 
quizzes with immediate results and feedback 
and the availability of an online library 
benefitted their learning.  Moreover, many 
students experienced online interaction 
as helpful due to the peer support they 
experienced.  However, not all students 
fully utilized student-to-student interaction 
online, while a few did not feel the need to 
engage socially or even felt inferior in online 
peer interactions. 

All students experienced student–
tutor interaction as positive as regards 
feedback, visibility and student support. 
Tutors also had access to the students’ online 

platform to assess student involvement 
and competency. A South African tutor 
succinctly commented:

I can insert comments and give feedback 
to students immediately… I can track if 
students are posting to the discussion forums 
and are commenting on topics. I can go back 
… to the history of assignments if I need to 
evaluate progress.

The tutors indicated that the teaching 
styles of tutors using technology were 
different from traditional face-to-face 
instruction. An American tutor initially 
believed that online discussions would 
not be that dynamic and that it would 
be difficult to build relationships with 
students. With experience, she saw that 
there were appropriate ways to effectively 
communicate with the students and to build 
relationships with them. Tutors agreed that 
the benefits of being paperless and the easy 
administration were particularly favorable 
as classes, assignments, discussion forums 
and grade books were available online. 
Moreover, the availability and provision 
of visual materials enhanced the learning 
experience for users and encouraged 
student–tutor interaction.  However, some 
students indicated that although tutors were 
helpful they were not always available when 
needed, or that feedback was sometimes 
“generic and clinical.”  In line with these 
findings, Kearsley (2013) stated that the 
effectiveness of teaching with technology 
was challenging when considering tutor 
participation, interaction, responsiveness, 
evaluation, and tutor presence. An American 
management participant listed instruments 
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that were used to measure successful 
tutoring. Tutors met on a monthly basis 
where they completed in-service training 
modules, which did not necessarily take 
much time. If a tutor was not able to meet the 
needs of students, he or she was considered 
not “a match” for online teaching. 

Managers at both institutions felt that 
using technology could change the future 
of adult learning. An American member of 
management admitted that students who 
learnt with the use of technology were a 
“few steps ahead” of traditional students as 
they acquired documentation skills, report 
writing skills, and analysis skills through 
their participation in discussion forums. 
Moreover, since students had to learn to keep 
up with demands outside the educational 
environment, institutional management 
relied on “employer advisory boards” 
where representatives and employers 
from every program regularly gathered to 
assess curriculums and express workplace 
requirements for prospective applicants.  

In accordance with the findings of the 
Vygotskyan social cognitivist approach 
(1978), student learning in the study 
occurred in a social context through social 
interaction with peers and tutors where 
learning was collective that furthered 
students’ understanding (Paciotti, 2013; 
Scheepers, 2015).  Although the findings 
revealed the benefits of online learning, 
challenges associated with this type of 
learning were also identified.

Challenges using technology for 
l e a r n i n g :  “ S o m e t i m e s ,  b e c a u s e 
technology is not 100% you don’t have 

access”. Participants identified a number 
of challenges in using technology for adult 
education, which include the following:

•	 Adjusting to changes in technology:  
Learning with technology required 
rapid adjustment of learning 
material, accessibility, flexibility, 
and support. Students, tutors, and 
institutional management expressed 
the constant change and adjusting 
when using technology to learn. 
They expressed technology as 
forever changing and noted that 
for institutions to be able to deliver 
quality learning and to be sensitive 
to the demands of their learners, 
change is  imperat ive.  Other 
problems for tutors, students, and 
management included institutions’ 
technology system upgrades that 
interfered with all participants’ 
abilities to interact and for uploads 
and downloads of assignments that 
are subjected to deadlines. 

•	 Practical application of learned 
theory: In this regard, an American 
student said that certain sections of 
her study fields required both online 
and classroom learning. 

•	 Netiquette: Despite an orientation 
process and set rules to guide 
protocol when communicating 
online, concerns about quality of 
postings emerged as was expressed 
by students and tutors.  

•	 A s s e s s m e n t  w i t h o u t  d i r e c t 
supervision: Although student 
platforms could be accessed by 
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institutional management and 
external assessors to determine 
the quality of activities, concerns 
regarding assessments  were 
e x p r e s s e d  f r o m  t u t o r s  a n d 
management participants that a 
controlled and central supervised 
assessment venue is needed to 
authenticate learners and eliminate 
issues of plagiarism.

•	 Online learning was not suitable for 
all: It was evident from participants’ 
feedback that learning results proved 
highly successful where a face-
to-face approach was supported 
by integration with technology. 
Moreover, not all individuals got the 
same social satisfaction from online 
learning and needed a physical 
environment to engage with others. 
As one participant admitted, “I 
need the tutor in front of me.” A 
tutor participant indicated that 
students who were tutor-dependent 
and who lacked self-discipline and 
self-direction, were less suitable for 
learning by the use of technology. 

•	 Inferior or superior qualification: 
Some student participants expressed 
that obtaining a qualification 
through technology learning was 
perceived by their friends, family, 
and colleagues as inferior when 
compared to a qualification obtained 
via face-to-face tuition due to the 
absence of a full-time and direct 
tutor supervision. For other students 
in favor of learning by using 

technology, this was a mindset that 
had to change, especially when the 
same standards, learning materials, 
and outcomes were assessed.  

•	 Logistical reasons: Participants 
mentioned that students who resided 
in remote areas would be unable to 
connect or upload assignments or 
get support from tutors. In addition, 
network strengths that slowed down 
the downloading of video material 
and financial constraints when it 
came to accessing the internet were 
identified as challenges. 

To simplify an understanding of the 
diverse factors that have an influence 
on learning when using a hybrid study 
approach, a diagrammatic representation 
is presented in Table 1. In the first section 
of the article, three categories have been 
identified, namely: (1) the integration 
of technology into everyday life, which 
is influenced by the time spent on using 
technology; (2) the experiences and 
expectations of those applying technology 
in learning; concluding with (3) learning 
styles and personality types. The second 
section, namely creating a learning platform 
by using technology, is a discussion of 
the challenges faced, as illustrated in 
three different categories: (1) traditional 
learning as opposed to learning by the 
use of technology, including the emerging 
challenges involved; (2) the promotion 
of interaction and feedback, highlighting 
student to student interaction and focusing 
on the challenges students experience when 
interacting with course material and the 
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challenges students experience as regards 
the discussion forum and peer support; and 
(3) the challenges in using technology for 
learning with appropriate subcategories such 
as  the adjustments to changes in technology 
as required, the practical application of 

theoretical content of courses, netiquette, 
assessment without direct supervision, the 
fact that not everyone finds online learning 
equally beneficial and that qualifications 
acquired in this way are sometimes regarded 
as inferior. 

Table 1
Representation of research results impacting on learning in higher education through a hybrid study 
approach

21st Century Learning Experiences 

and Expectations

1.  Technology integration in everyday life

2.  Experiences and expectations

3.  Learning styles and personality types

Impact on Learning in Higher Education Using A 

Hybrid Study Approach (Research Results)

 Use of time optimized when learning with 

technology

 Students’ experiences and expectations

- Innovative and flexible learning

- Meaningful, social and active participation

- Self-directed and resourceful engagement

 Tutors’ experiences and expectations

- Innovative tutoring skills and teaching styles

- Same qualities essential for traditional learning 

success to be applied in the technology 

classroom

- Immediate student support and feedback

- From tutor-directed to student-centered approach

- Easy administration 

 Institutional managements’ experiences and 

expectations

- Technology needs to keep up to face future 

students

- It services a diverse audience

- Future employment to be considered

 Technology accommodates different learning 

styles
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Table 1 (Continue)

Creating a learning platform by using technology

1. Traditional as opposed to learning with technology

2. The promotion of interaction and feedback

Impact on learning in higher education using a hybrid study 

approach (research results)

 Type of teaching/learning depends on program 

content

 Training required for first-time users of technology

 Challenges for students

- Few students fully utilize student to student 

opportunities 

- Interaction and availability of tutors a concern

- Feedback from tutors sometimes generic and 

clinical

 Challenges for tutors

- Promoting interaction  between student and 

institution 

- Building relationships with students

- Keeping up with changes in technology

 Challenges for management

- Arranging an appropriate orientation program

- Student support (administrative and technical 

support)

- Engagement beyond geographical/institutional 

boundaries

- Student retention through rich learning experience

3. Other challenges in using technology for learning

 Adjusting to changes in technology

 Practical application of learned theory

 Netiquette

 Assessment without direct supervision

 Learning by the use of technology not fit for all

 Inferior or superior qualification

 Logistical reasons

• Challenges for students/tutors and management

 Rapid adjustment of various learning related 

aspects

 Certain study fields require both online and 

classroom learning 

 The quality of postings questioned

 Even with internal and external quality control, 

assessment is questioned

 Supporting face-to-face approach with integration 

of technology

 Perception that qualification through online 

learning is inferior

 Remote students, network strengths, upgrading of 

technology



Silna van Tonder and Gertruida Maria Steyn

2192 Pertanika J. Soc. Sci. & Hum. 26 (4): 2179 - 2194 (2018)

CONCLUSION

This study focused on the experiences 
of students, tutors, and institutional 
management when using technology in 
adult learning. The findings from the 
study largely concurred that technology 
interaction presented meaningful and 
significant learning when technology is used 
as a dynamic ingredient in the teaching–
learning environment. Moreover, the quality 
of the learning when using technology was 
improved when the learning content had 
been customized according to students’ 
capabilities, personalities, expectations, 
and learning styles.  This implies that a one-
for-all learning approach in adult learning 
is not the best option for the current needs 
of society and does not foster an inclusive 
learning approach. 

This study therefore found that there 
is a need to reform teaching and learning 
at South African and American institutions 
that employ technology in higher education. 
Moreover, the development of an assessment 
model when using technology is suggested 
to assess online activities, collaboration, 
and interaction. However, longitudinal 
studies are needed for the development of 
an explicit international quality management 
framework for the use of technology in 
learning and a hybrid study model for higher 
education.  
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ABSTRACT

This exploratory study aimed to determine the relationship between perceived teacher self-
disclosure, writing performance, and gender of Malaysian English as a Second Language 
(ESL) undergraduates. A self-administered questionnaire was distributed to 75 students 
who had enrolled in a university writing course at the end of their terms. Fifty-seven 
students had responded. The Perceived Teachers’ Self-Disclosure Scale, which indexes 
three aspects of teacher self-disclosure namely amount, relevance, and negativity was used 
to determine the undergraduates’ perceptions of their perceived teachers’ self-disclosure. 
Scores for writing performance were gathered from the results obtained by the students 
in their final examination for the writing course. The relationship between perceived 
teacher self-disclosure and writing performance was analyzed using the Pearson Product-
moment Correlations test. The difference between perceived teacher self-disclosure and 
gender was analyzed using the independent sample t-test. The results showed a small, 
positive correlation between two aspects of teacher self-disclosure (amount and relevance) 
and writing performance. The results from this study demonstrated that ESL students 
perceived that relevant teacher self-disclosure, relating to course content, had important 

implications for their writing performance. 
Thus, teacher self-disclosure is an important 
element of classroom instruction that could 
be used to enhance content knowledge, 
especially in idea generating, self-voice and 
opinion among ESL students in a writing 
class. The results also showed a significant 
difference in one dimension of teacher self-
disclosure, negativity, and gender. Further 
comprehensive studies should be conducted 
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to gauge the implications of perceived 
teachers’ self-disclosure to the teaching and 
learning aspects in ESL writing classrooms.

Keywords: ESL undergraduates, negativity, perceived 

teachers’ self-disclosure, relevance, writing 

performance

INTRODUCTION

As learning is aided by mediating adults 
(Tan, 2013), teachers are a significant factor 
that enable learning in most cultures. As 
such, in the English as a Second Language 
(ESL) classroom, teachers play a profound 
role not only as educators, but also as 
facilitators to disperse knowledge to their 
students. Teachers’ socio-communicative 
behaviors have considerable effect on 
students’ emotional development and their 
cognitive aspect of learning (Wang & 
Dishion, 2012). One such behavior is self-
disclosure, which is common in everyday 
interpersonal conversations and one that 
dictates the nature of social interactions. 
Through self-disclosure, teachers impart 
their personal experiences, stories and 
opinions as information to clarify and 
explain course content to their students 
(Downs, Javidi, & Nussbaum, 1988; Webb, 
2014). 

Chala and Chapeton (2012) and Hyland 
(2003) pointed out that writing was not only 
the sole production of functional linguistics 
but also social discourse. They contended 
that a person’s literacy was socially situated 
as they were controlled by factors such 
as history, time, space, and the culture 
where it was acquired. As such, a writer’s 
social experiences and interpretations are 

important tenets of his thoughts as they 
are reproduced in the form of written and 
reading texts. In the social constructionist’s 
perspective, it is pertinent that teachers and 
students consistently construct meanings 
through teacher narratives, dialogues, 
and humor. Thus, the socially constructed 
experiences of students are transferred 
into second language (L2) writing as prior 
knowledge and content knowledge by the 
ESL students. This is important as students 
in universities are expected to produce 
writing that is specific to their disciplines 
and the social discourse that they are in.

In Malaysian universities, academic 
writing courses are offered to teach 
undergraduates to produce writing that 
fulfills the required writing norms of the 
academic fields that they are pursuing. As 
students enter tertiary education in Malaysia, 
their writing tasks become more demanding 
as they are required to comprehend academic 
texts, prepare assignments and write 
research papers. In order to produce written 
work that is clear, matured, meaningful 
and coherently expressed with the required 
academic vocabulary, they need to employ 
an array of skills such as summarizing, 
synthesizing, paraphrasing as well as citing 
and referencing. Adding to that, in most 
private institutions of higher learning, the 
medium of instruction is English; therefore, 
students who predominantly come from the 
Bahasa Melayu-based national schools are 
often plagued with many problems such as 
limited vocabulary, lack of knowledge in 
word usage, word order, and transferring 
of information from L1 to L2 (Chan & 
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Abdullah, 2004). Therefore, ESL writing 
is often seen as difficult and problematic, 
contributing to negative attitudes, low 
motivation and poor writing performance 
among Malaysian undergraduates (David, 
Siew, & Azman, 2015; Mah & Gek, 2015; 
Maarof & Murat, 2013). The challenges 
faced by these students point  to the need to 
find new ways of improving the pedagogical 
practices of writing instructors that can help 
to improve the writing performance of their 
students. 

Furthermore, studies pertaining to 
teachers’ self-disclosure as a tool of 
instructional communication in areas of 
ESL teaching and learning, especially ESL 
writing, are lacking. Past studies on teachers’ 
self-disclosures in the ESL classroom have 
examined aspects of pre-service teachers’ 
attitudes toward self-disclosure (Zhang, 
Shi, Luo, & Ma, 2008), speaking skills 
(Pishghadam & Torgabeh, 2009), learner 
autonomy (Serag, 2011), content relevance 
(Shrodt, 2013), attitude toward  language 
learning (Farani & Fatemi, 2014), and 
appropriateness of teacher’s self-disclosures 
(Rahimi & Bigdeli, 2016).

Hence, this study aimed to fill the 
research gap by determining if there was 
a relationship between perceived teachers’ 
self-disclosure (PTSD), gender and the 
writing performance of ESL undergraduates 
based on the three aspects of PTSD proposed 
by Martin and Cayanus (2008), which are 
amount, relevance and negativity. The 
study was guided by the following research 
questions: 

•	 Is there a significant relationship 
b e t w e e n  P T S D  a n d  E S L 
u n d e r g r a d u a t e s ’  w r i t i n g 
performance?

•	 Is there a significant difference 
between PTSD and gender?

This study’s framework was represented 
by two variables: (1) perceived teachers’ 
self-disclosure (amount, relevance and 
negativity) that is the independent variable, 
and (2) writing performance that is the 
dependent variable. The conceptual 
framework (Figure 1) is explained by the 
relationship between perceived teachers’ 
self-disclosure and writing performance. 
Based on the above, the null hypotheses 
were:

Figure 1. Conceptual framework
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H0: There is no positive relationship 
between perceived teachers’ self-
disclosure (amount, relevance and 
negativity) and undergraduates’ writing 
performance.

H0: There is no significant difference 
between perceived teachers’ self-
disclosure (amount, relevance and 
negativity) and gender. 

Writing Skills in Higher Education 
Institutions in Malaysia

The English language is the medium of 
instruction in most universities in Malaysia. 
As such, students often have to access 
learning materials in the English language. 
They also have to read a wide variety of 
content materials, and produce reports and 
project works in English. In the teaching 
and learning of ESL, it is important for 
students to master the four crucial language 
skills, which are listening, speaking, 
reading, and writing. In order to equip 
undergraduate students with the required 
linguistic competence in the English 
language, most Malaysian universities 
offer English language courses to their 
students (Zin & Rafik-Galea, 2010). Upon 
entering universities, students are required 
to undergo compulsory proficiency courses 
to enhance their English language skills 
such as the Intensive English programs. 
These are offered as prerequisite courses 
before students enroll into English courses 
for specific or academic purposes. These 
courses, for example, Academic Writing, 
or Communication and Study Skills, equip 
students with the necessary skills needed 

to handle course and reference materials 
relevant to the writing conventions of the 
student’s area of study (Wong & Thang, 
2008). English for Occupational Purposes 
(EOPs) courses may also be offered to 
students. According to Sarudin et al., 
(2013), the EOP courses are an initiative 
of the higher educational institutions in 
the effort to equip their students with 
employability skills such as soft-skills, 
critical thinking and problem solving and 
effective communication. These courses 
include Communicative English, Business 
English, Technical Writing, Report Writing, 
Writing for Public Relations, and Feature 
Writing, among others.

Factors Contributing to Poor Writing 
Performance among Malaysian ESL 
Undergraduates

Poor writing performance among Malaysian 
ESL undergraduates are contributed by 
factors such as lack of writing readiness 
among undergraduates (Nik, Hamzah, 
& Rafidee, 2010), the inability to gauge 
university expectations (Giridharan, 2012) 
and the difficulty in producing ideas (Hiew, 
2012). In a diagnostic study conducted on 69 
undergraduates at a Malaysian university on 
students’ written summaries, Ashrafzadeh 
and Nimehchisalem (2015) reported 
that undergraduates lacked organization 
and vocabulary skills that contributed to 
ineffective paraphrasing ability in ESL 
summary writing. Kho-Yar and Tan (2015), 
on the other hand, found that undergraduates 
had difficulties in meaningful application 
of grammar in their writing, resulting in 
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writing that lacked grammatical accuracy. 
In a survey conducted on 138 first year 
Malaysian undergraduates from various 
faculties, David, Siew, and Azman (2015) 
found that the respondents believed writing 
as the most difficult task to master, citing 
lack of self-efficacy, vocabulary, exposure, 
social communication, and weak syntax 
as contributing to their low proficiency 
in ESL writing. In gauging factors of 
poor writing performance among UiTM 
undergraduates, Mah and Gek (2015) 
conducted a systematic literature review 
on SIL’s learner domain and outlined 
seven factors that contributed to poor 
writing performance. They included writing 
complexity, literacy, information literacy, 
students’ proficiency levels, critical thinking 
abilities, inter-language interference, and 
writing anxiety. Poor writing performance 
in ESL writing was also contributed by 
syntactic errors contributed by students’ first 
language interference, grammar, vocabulary 
repetition, lexical choice and poor sentence 
skills (Gedion, Tati, & Peter, 2016). 

Perceived Teachers’ Self-disclosure

Self-disclosure is the central element of 
Irvin Altman and Taylor’s (1973) Social 
Penetration Theory. Griffin (2010) defined 
Social Penetration Theory as “the process 
of developing deeper intimacy with another 
person through mutual self-disclosure” 
(p.114), while Jourard (1971), Cozby (1973), 
Wheeless and Grotz (1976) explained that 
self-disclosure was the exchange of any 
messages about the self that a person 
communicated to one another on the basis 

of trust and interpersonal solidarity. The 
variety of topics (breadth) and the intimate 
details (depth) of the information shared 
between two or more individuals determines 
the nature of social relationships. Using the 
“onion model”, Altman and Taylor (1987) 
demonstrated that people’s interpersonal 
relationships gradually moved with the 
exchanging (disclosure) of their personal 
information, akin to the peeling of the 
layers of an onion. They suggested that 
relationships developed as the outer layers 
of the onion, which connoted the general 
information of oneself was disclosed to 
the core layers which connoted the most 
intimate information of a person. These 
exchanges are usually mutual and are 
governed by the mechanism of cost and 
rewards. When disclosures are rewarding, 
more information is disclosed between 
the communicators. When the disclosures 
are deemed as costly, the relationships are 
discontinued. 

Teachers, without doubt, are the first 
and foremost point of contact for students 
in the educational setting. Whitaker (2004) 
asserted that the teacher–student relationship 
was vital to improve education. In order to 
enable the transfer of knowledge, explaining 
and elaborating course content, clarifying 
course expectations, ensuring proper 
feedback mechanisms are established and 
to test out the efficiency of course outcomes, 
teachers need to work interdependently with 
their students.

According to Sorenson (1989), teachers 
spend most of their classroom contact hours 
by conversing with their students, while 
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teaching, instructing or informing. This 
interaction builds an ongoing interpersonal 
relationship between teachers and students 
alike. For example, teachers may voice out 
their opinions, emotions, or experiences 
while explaining course content, important 
concepts or exemplifications. Therefore, 
teachers’ self-disclosure is the “teacher 
statements made in the classroom about 
oneself that reveals information that would 
otherwise be inaccessible to students,” 
(Sorenson, 1989, p. 260).

Allport (1996) defined perception as the 
way one evaluated or judged others. In the 
social front, Baron and Byrne (1997) defined 
perception as a social behavior through 
which we tried to learn and understand 
others. Marzano and Marzano (2008) 
emphasized that teachers must also be aware 
that the positive attitudes they reflected in 
class such as showing teaching enthusiasm 
and creating a pleasant atmosphere in the 
classroom garnered positive outcomes from 
students. Stipek (2002) observed that when 
students had positive perceptions toward 
their teachers’ behaviors, they performed 
better than their peers who had a negative 
predisposition toward their teachers. If 
perceptions are positive, it leads to favorable 
behavioral, cognitive, or relational outcomes 
(Cayanus, Martin, & Weber, 2003; Cayanus 
& Martin, 2008).Therefore, this study 
posits that when ESL students perceived 
their teachers’ self-disclosures as positive, 
it would improve the overall learning 
atmosphere, which would improve their 
academic performance. 

It is important to point out that 
ESL learners are faced by a number of 
challenges throughout their language 
learning processes. According to Krashen 
(1981), apart from linguistic limitations, 
second language learners often have to deal 
with negative psychological and emotional 
factors such as attitude, motivation, stress, 
anxiety and self-beliefs. Mazer, McKenna-
Buchanan, Quinlan, and Titsworth (2014) 
reported that learners exhibited negative 
emotions when teachers lacked immediacy 
and positive communicative behaviors. 
Thus, teachers need to eliminate these 
factors from hindering the students’ learning 
process especially in improving their writing 
performance. 

Studies done by Hartlep (2001) and 
Deiro (2005) showed that perceived 
teachers’ self-disclosure had a positive 
impact on the overall class environment. 
Classes where students reported positive 
perceptions toward their teachers’ self-
disclosure reported better understanding, 
respectfulness to teachers, improved 
examination performance and recall of 
lecture materials. Shrodt (2013) conducted 
a study on 362 undergraduates to test the 
extent to which students were comfortable 
with teachers’ self-disclosure and content 
relevance. The results indicated that content 
relevance emerged as the moderating factor 
between appropriate teacher self-disclosure 
and credibility. The extent of students’ 
comfort with teacher’s self-disclosure, 
on the other hand, moderated students’ 
perceptions on appropriateness of teachers’ 
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self-disclosure, instructor competency, 
and trustworthiness. The findings of this 
study confirm the findings of Downs et al. 
(1988), and Webb (2014) where relevance 
is an important aspect of perceived teachers’ 
self-disclosure in explaining course content, 
which in turn increased credibility and 
maintained students’ attentiveness in class. 
Relevance also was reported to correspond 
positively with constructs such as students’ 
trait motivation (Frymier & Schulman, 1995) 
and course interest (Cayanus et al., 2003).

Teachers’ self-disclosure has also been 
studied in the area of language learning. In 
a quasi-experimental study conducted on 
a group of 48 female students who were 
enrolled in a 22-session intermediate level 
English class, Farani and Fatemi (2014) 
had studied the impact of teachers’ self-
disclosure on EFL students’ attitude toward 
language learning. In the experimental 
group, the teacher was instructed to self-
disclose on the challenges he or she faced as 
a language learner. An attitude questionnaire 
was administered as the pre-test and post-
test. A significant difference was reported 
in the mean scores of the pre-test and post-
test for attitude among students from the 
experimental group. Therefore, this study 
concluded that teachers’ self-disclosure had 
a positive impact on the students’ attitude 
toward English language learning. The 
researchers also had observed students in 
the experimental group and recorded their 
reactions and feedback to their teachers’ 
self-disclosures. They found that when 
the teachers self-disclosed about their 

language learning difficulties, the students 
vocalized their concerns openly. When the 
students became eager to communicate 
with their teachers, it also improved class 
participation. 

Similar effects of teachers’ self-
disclosure had also been studied in another 
quasi-experimental study conducted 
on the speaking skills of EFL learners 
by Pishghadam and Torghabeh (2009). 
A 5-point scale teacher self-disclosure 
questionnaire (Goldstein & Bennasi,  1994) 
was distributed to 60 female university 
students aged 19‑29 years who were 
intermediate-level English language 
learners. The IELTS (2006) speaking 
module was used to measure the students’ 
speaking abilities as pre-test and post-tests. 
Teachers in the experimental group were 
instructed to self-disclose information on 
their profession, attitudes, feelings and 
obstacles they faced. Students were then 
interviewed to gauge the effect of teachers’ 
self-disclosure on their speaking ability. 
Students in the experimental group felt 
that their teachers shared more information 
than others. They also demonstrated active 
turn taking and were more conversant in 
classroom discussions, expressive and 
asked more questions. The results from the 
speaking test showed improvements among 
the students in the experimental groups. This 
implies that teachers’ self-disclosure is an 
important factor that eliminated negative 
emotional issues such as stress and anxiety 
during face-to-face communication with 
teachers during speaking tests. 
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Teachers’ Self-disclosure and Gender

Understanding gender dynamics is important 
to establish successful social interactions 
(Gaia, 2013) as experiences of intimacy 
within interpersonal relationships are innate 
to both the physical and psychological 
well-being of individuals. Past research 
on self-disclosure and gender found that 
women generally self-disclosed more than 
men (Cooper & Simmonds, 2003; Dindia, 
2000; Dindia & Allen, 1992). In contrast 
to previous findings, Rahimi and Bigdeli 
(2016) found that there was no significant 
difference recorded in the perceptions 
on the appropriateness of self-disclosure 
between male and female Iranian teachers. 
Similarly, Paluckaitė and Žardeckaitė-
Matulaitienė (2016) had conducted a focus 
group interview among 226 male and 
female students and 51 male and female 
teachers to analyze the differences in the 
perceived appropriateness of teachers’ 
self-disclosure. Their study surmised that 
both male and female teachers and students 
similarly perceived teachers’ self-disclosure 
as a knowledge-building and personal 
experience sharing process. However, the 
interviewees contended that teachers’ self-
disclosures should be relevant, less frequent, 
and positive. 

MATERIALS AND METHODS

A quantitative methodology was employed 
to conduct this study. A self-administered 
questionnaire was used to collect the data. 
75 final year Malaysian undergraduates 
enrolled in an advanced level writing 
program at a private institution of higher 

learning were selected through purposive 
sampling. Respondents were required to 
write their ID numbers on the survey form 
in order to record the final scores they 
had obtained for this subject. A total of 66 
questionnaires were returned but only 57 
(N=57) were deemed usable for this study. 
Forms bearing the respondents’ names, 
returned blank with unmarked responses and 
those missing were accounted as unusable. 
The respondents consisted of 17 male and 
40 female students.

The students’ final examination scores 
from the advanced writing course were 
collected and classified as Low Performance 
(0–49), Moderate Performance (50–69), 
and High Performance  (70–100) in 
accordance with the participating private 
higher institution’s internal scoring range. 
The average score obtained (M=2.05) for 
the course was moderate performance 
(50%–69%). 

Cayanus and Martin’s (2008) Perceived 
Teacher Self-Disclosure Scale was adopted 
in this study to measure the students’ 
perceived teachers’ self-disclosure. It 
comprises 14 items (Amount (items 1–4), 
Relevance (items 5–9) and Negativity 
(items 10–14)) and uses the Likert scale 
that ranges from 1 (Completely Disagree), 
2 (Disagree), 3 (Moderately Disagree), 
4 (Undecided), 5 (Moderately Agree), 6 
(Agree) to 7 (Completely Agree) to gather 
respondents’ level of agreement to the 
statements. The reliability (α values) of this 
scale is 0.80 for amount, 0.88 for relevance 
and 0.84 for negativity. The questionnaire 
specifically measures three domains of 
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perceived teachers’ self-disclosure, in 
relation to classroom and course content 
disclosures. They are amount, which are 
the opinions and preferences on an array of 
categories or topics that teachers disclose 
in the classroom. These are measured 
by statements such as “My instructor 
often gives his/her opinions about current 
events.” Relevance, which is the student’s 
perceptions of whether or not the teachers’ 
self-disclosure is useful and relevant to 
course content, are measured by statements 
such as “My instructor uses his/her own 
experiences to introduce a concept.” Also 
termed as “valence” (Lannutti & Strauman, 
2006), negativity includes the positive or 
negative information that teachers reveal 
about themselves to their students. These 
are measured by statements such as “My 
instructor usually reveals undesirable things 
about him/herself.”

Data Analysis

The Pearson Product-moment Correlations 
was used to determine the relationship 
between PTSD and writing performance 
and answer the first research question. An 
independent samples t-test was used to 
determine the difference between PTSD and 
writing performance of the male and female 
students and answer the second research 
question. 

RESULTS 

The results of the study are presented based 
on the order of the two research questions 
guiding the study as previously stated.

(RQ1) Relationship between Perceived 
Teachers’ Self-disclosure and Writing 
Performance

The results in Table 1 show that there was 
a moderately negative relationship between 
the overall PTSD and the students’ writing 
performance which was r = −0.50, n = 57, 
p ≤ 0.05. Although the first null hypothesis 
which stated that there was no positive 
relationship between perceived teachers’ 
self-disclosure and undergraduates’ writing 
performance had been accepted, a closer 
analysis of the three aspects of PTSD of 
amount, relevance, and negativity and the 
students’ writing performance revealed 
different correlations. The Pearson product-
moment correlation coefficient analysis 
indicated that there was a slight positive 
relationship between amount and the 
students’ writing performance which was 
r = 0.171, n= 57, p ≤ 0.05. This suggested 
that students positively identified with their 
teachers’ attitudes, opinions, or preferences 
toward the disclosed topics, therefore 
perceiving them favorably. The results 
also indicated a slight positive relationship 
between relevance and the students’ writing 
performance which was r = 0.125, n= 57, 
p ≤ 0.05. This suggests that the students 
perceived the disclosed topics as related 
to the course content. However, the results 
indicated a negative relationship between 
negativity and students’ writing performance 
which was r = −0.219, n= 57, p ≤ 0.05. This 
suggested that teachers generally refrained 
from making negative disclosures about 
themselves to their students.
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(RQ2) Difference between Male and 
Female Undergraduates’ Perceptions 
toward Teachers’ Self-disclosure in 
Terms of Amount, Relevance and 
Negativity

In relation to the second research question, 
the independent samples t-test conducted 
in order to determine whether there was 
a difference between the male and female 
undergraduates’ perceived teachers’ self-
disclosure yielded the results as shown in 
Table 2. The results indicated that the Sig. 
(two-tailed) value obtained was 0.791. 
Thus, there was no significant difference 
in the scores obtained for males (M=20.64, 
SD=4.07) and females (M=20.35, SD=3.18); 
t (55) = 0.296, p = 0.5, two-tailed for 
amount. Therefore, the null hypothesis 
which stated that there is no significant 
difference between perceived teachers’ 
self-disclosure for amount and gender had 
to be accepted. This possibly means that 

both male and female students similarly 
perceived that the frequency of teachers’ 
self-disclosures and the array of topics their 
teacher shared in the writing classroom were 
well managed within the course context. 

The result shown in Table 3 indicates 
that the Sig. (two-tailed) value obtained 
was 0.443. Thus, there was no significant 
difference in the scores obtained for males 
(M=26.76, SD=3.96) and females (M=27.62, 
SD=3.80); t (55) = -0.772, p = 0.5, two-
tailed) for relevance. Therefore the null 
hypothesis that there is no significant 
difference between perceived teachers’ self-
disclosure for relevance and gender had to 
be accepted. This could mean that both male 
and female students similarly perceived 
that their teacher’s personal opinions 
and experiences disclosed in the writing 
classroom were relevant to exemplifying, 
explaining, and elaborating the course 
content.

Table 1
Relationship between perceived teachers’ self-disclosure, amount, relevance, negativity and writing 
performance

1 2 3 4
1. Total PTSD     −0.50**
2. Total Amount 0.171**
3. Total Relevance 0.125**
4. Total Negativity −0.219**

**p≤ 0.05 (two-tailed)

Table 2
Difference between male and female undergraduates’ perceived teachers’ self-disclosures for amount

F Sig. t df Sig. (two-tailed)

TotalAM
Equal variances assumed 1.519 0.223 0.296 55 0.768
Equal variances not assumed 0.268 24.685 0.791
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The result shown in Table 4 indicates 
that the Sig. (two-tailed) value obtained 
was 0.027. Thus, there was a significant 
difference in the scores obtained for males 
(M=7.78, SD=1.18) and females (M=11.52, 
SD=5.94); t (55) = 2.27, p = 0.5, two-tailed) 
for negativity. Therefore, the null hypothesis 

stating that there is no significant difference 
between perceived teachers’ self-disclosure 
for negativity and gender was rejected. This 
suggests that male and female students 
perceived their teachers’ negative self-
disclosures about themselves differently.

Table 3
Difference between male and female undergraduates’ perceived teachers’ self-disclosures for relevance

F Sig. t df Sig. (two-tailed)

TotalRV
Equal variances assumed 0.270 0.605 −0.772 55 0.443
Equal variances not assumed −0.759 29.140 0.454

Table 4
Difference between male and female undergraduates’ perceived teachers’ self-disclosures for negativity

F Sig. t df Sig. (two-tailed)

TotalNG
Equal variances assumed 3.787 .057 2.272 55 .027
Equal variances not assumed 2.039 24.322 .052

DISCUSSION

Teacher communication is an important 
instructional tool that influences the overall 
climate of teaching and learning. In Maarof 
and Munusamy’s (2015) study of UKM 
undergraduates’ learning experiences 
and difficulties concerning ESL, it is 
interesting to find that the undergraduates 
cited learning environment, quality of 
education, role of educators and teaching 
approaches as their main areas of concern. 
This study aimed to determine if there was 
a relationship between PTSD and ESL 
undergraduates’ writing performance and 
if male and female undergraduates had 
different perceptions toward PTSD. The 

results from this study is significant as it 
demonstrates that teachers did self-disclose 
in the ESL writing classroom, and as an 
instructional communication tool, is able 
to bridge the gap between teachers and 
students.

The first research question inquired 
whether there was a relationship between 
perceived teachers’ self-disclosure, the 
aspects of amount, relevance and negativity 
and writing performance. The study found 
that perceived teacher self-disclosure had 
a positive impact on two domains that 
were amount and relevance. These results 
indicated that the amount of different topics 
of disclosures and the sharing of opinions 
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on those topics that the teachers disclosed 
in their classrooms helped students in their 
writing. Also, the teachers had self-disclosed 
their personal experiences while trying to 
exemplify, explain, and elaborate course 
content and link them to the real world. 
These relevant self-disclosures that were 
related to course content helped students 
to understand and internalize important 
concepts and ideas related to their learning. 
The results support the studies conducted 
by Frymier and Schulman (1995), Downs 
et al. (1988), and Cayanus, Martin, and 
Weber (2003). However, the findings 
from this study contradict those of Shrodt 
(2013), where relevance was deduced as less 
important than valence (positive statements). 
This present study indicates that amount and 
relevance are more significant in promoting 
learning in the ESL writing class. In 
contextualizing content to prior knowledge 
and the world at large, the teachers in this 
study employed self-disclosure during 
brainstorming sessions, idea development, 
when providing opinions during feedback 
and when explaining or exemplifying course 
content. The findings also showed that the 
students preferred disclosures that were 
relevant to course content and teaching 
material rather than other aspects of self-
disclosure. The results also indicated that 
there was a negative relationship between 
the students’ writing performance and 
negativity, implying that students perceived 
their teachers’ self-disclosures as positive. 
This is explained by the fact that teachers 
are usually mindful of their disclosure topics 
and the depth of their disclosures, cautiously 

adhering to instructional needs within 
the classroom context and professional 
limitations (Petronio, 2002).

The second research question inquired 
whether male and female undergraduates 
had different perceptions toward their 
teachers’ self-disclosures. The results  
indicated that both male and female students 
perceived that there was no difference in 
their teachers’ self-disclosures in terms of 
amount and relevance. This suggests that 
teachers’ opinions and use of examples and 
experiences in explaining course content 
are neutral and is not affected by their own 
gender biases. However, the results also 
indicated that female students perceived their 
teachers’ self-disclosures as more positive 
compared to the male students. Again, this 
study confirms the findings of Dindia and 
Allen, (1992), Dindia, (2000), and Cooper 
and Simmonds, (2003) that women are more 
positively inclined toward self-disclosure 
than men. Although the results of this 
study are in contrast with recent findings of 
Rahimi and Bigdeli (2016), and Paluckaitė 
and Žardeckaitė-Matulaitienė (2016), 
it must be acknowledged that teachers’ 
self-disclosure and student outcomes are 
moderated by other variables in varying 
contexts such as age, the nature of disclosure 
and relationships, cultural boundaries, 
bias, and perceptions towards the discloser 
(Collins & Miller, 1994). The study also 
indicated that male and female students 
differ in their perceptions of teachers’ self-
disclosure. Because writing strategies are 
different between male and female students 
(Melor & Siti, 2014), further research should 
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be carried out to find out other aspects 
of PTSD that can improve instructional 
strategies when approaching male and 
female students in the ESL classroom.

CONCLUSION

It was evident from this study that teachers 
do self-disclose in the Malaysian ESL 
classroom during the teaching process 
and self-disclosure has had an effect on 
the way students perceived their teachers. 
This study suggests that ELT practitioners 
can potentially use self-disclosure more 
actively and intentionally as an instructional 
communication tool in the writing classroom. 
In order to maximize the positive benefits of 
teacher self-disclosure on students’ writing 
performance, ELT practitioners would need 
to ensure that the amount of topics for self-
disclosure is sufficient and relevant to the 
course content. This study also suggests that 
the affective aspects of teaching and learning 
that could be conveyed through teachers’ 
self-disclosures should be considered and 
implemented in the teaching and learning 
of ESL, apart from cognitive and behavioral 
aspects. This study also concludes that 
male and female students differ in their 
perceptions toward instructional and socio-
communicative strategies of teachers.  Since 
this study was limited to only three aspects 
of perceived teachers’ self-disclosure, 
further research should also be conducted to 
find out other factors that are essential for a 
comprehensive understanding of teachers’ 
self-disclosure and its impact to the teaching 
of ESL writing in the Malaysian classroom. 
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ABSTRACT

In all professions, workers are exposed to manifestations of stress that if maintained, can 
result in the Burnout Syndrome, or Professional Exhaustion Syndrome, a psychosocial 
phenomenon that has increased in the last decades and which consists of a series of physical, 
emotional and behavioral symptoms. The present study sought to contribute to a growing 
body of research examining which variables affect the aforementioned syndrome. In order 
to accomplish this, a questionnaire, created ad hoc, was administered and empirical data 
was collected from 230 Spanish secondary school teachers. This data was tested with 
difference testing and the multiple regression method. The results revealed that there were 
more differences in burnout regarding the work-related variables than the sociodemographic 
ones. Specifically, the working situation and the relations with their colleagues and the 
board of the center were found to have a significant influence on burnout. The implications 
of findings for administrators are also discussed.

Keywords: Burnout, job, secondary teacher, work-related factors

INTRODUCTION

In order to face the goals imposed by the 
current regulations in the area of education, 
and achieve an integral development of 
the student, the educational institutions 
are facing new challenges which they 
respond to. The school is changing into a 
place where numerous claims related to 
social competence are appearing (Elias 
& Haynes, 2008; López-Haugen, 2006). 
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This change in the educational system is 
reflected in different aspects of their two 
main components: students and teachers.

Regarding the students, we can find 
diverse students (culture, skills, interests, 
motivations, expectations, familiar or social 
context, etc.), with a remarkable lack of 
discipline and lack of support from their 
parents towards their educational needs, 
who often find themselves in overpopulated 
classrooms with students who, in many 
cases, remain in the school against their 
will. In this regard, the situation of the 
secondary education in Spain reflects a very 
high dropout rate by the students, of a 20% 
(Eurostat, 2016).

The previously mentioned aspects lead 
us to classrooms where the problems a 
teacher has to face are, often, conflicts far 
removed from the typical work of a teacher 
(who does not have the proper training that 
would have given him the necessary skills 
to act in these situations). According to 
Esteve (2002), one of the deficiencies is that 
teachers are trained to teach their classes in 
a certain way, but these conditions are far 
removed from the reality they have to face 
in schools.

Sometimes, teachers find themselves 
in the classroom not because it is their 
vocation, but because of a series of events 
that took them to choose education as their 
only work option, often having to teach 
subjects that are not fit to their degrees. 
On the other hand, the changes in social 
structures such as families have caused the 
transfer of teaching responsibilities to the 

school (Gil-Monte, 2005). Teachers notice 
that the parents avoid their responsibilities 
and delegate their children´s education on 
them, having to perform the role of parents, 
advisors, social workers, entertainers, 
educators and psychologists.

Besides, in a society as competitive as 
this, many teachers feel the pressure due 
to the increasing demands related to their 
knowledge and skills. This way, we are 
witnesses to what is known as information 
society, or knowledge society, characterized 
by a wide volume of information, new 
requirements of integration of Information 
and Communication Technologies (ICT) 
appearing in the educational institutions, not 
only regarding their knowledge, but also in 
regards to their good use and their inclusion 
in the learning process (Aslan & Zhu, 2017; 
Kabakci & Coklar, 2014; Wastiau et al., 
2013; Yap, Neo, & Neo, 2016).

For all of the above reasons, it is 
necessary to  review  the performance 
suggestions inside the educational centers, 
as well as  review  the training methods for 
the teachers, highlighting that besides all the 
pedagogical and psychological knowledge 
already acquired by the teachers as part of 
their academic training, they also have to 
acquire other skills aimed at performing 
other roles that society is handing  over to 
them, and which, in many cases, divert from 
their pedagogical role (Beck & Gargiulo, 
2001; Boydak, 2009; Can, 2009; Merellano-
Navarro, Almonacid-Fierro, Moreno-Doña, 
& Castro-Jaque, 2016; Pandina, Callahan, & 
Urquhart, 2009).
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According to Pérez-García, Latorre-
Medina, and Blanco-Encomienda (2015), 
a teacher who possesses the necessary 
knowledge and skills to teach can achieve 
his expectations, without allowing his work 
to interfere with his personal life. One 
of these negative interferences results in 
the aforementioned burnout syndrome or 
professional exhaustion syndrome.

Many factors might be associated with 
burnout. In this line, previous research 
has studied the relationship between the 
syndrome and sociodemographic variables 
in different professions (Iglesias, Vallejo, 
& Fuentes, 2010; Kremer, 2016; Reinardy, 
2011; Tarcan, Tarcan, & Top, 2017). 
Also, several work-related factors have 
been identified as contributing to burnout 
(Chambers, Frampton, Barclay, & McKee, 
2016; Silva, Lopes, Pastor-Valero, & 
Menezes, 2016; Spinelli, Fernstrom, Galos, 
& Britt, 2016; Verweij et al., 2017). Thus, 
the purpose of this study has been to explore 
the factors that influence teachers’ burnout, 
including personal and work-related issues, 
in order to provide basic information for 
preventing this syndrome.

Theoretical Framework

Concept of Burnout.  The burnout 
expression was first mentioned by Greene 
(1960) and coined by Freudenberger (1974). 
Afterwards, it was accepted by the science 
community with the definition provided 
by Maslach (1982), which describes it as 
a prolonged response to chronic emotional 
and interpersonal stressors on the job.

As a research topic, it was in the 
seventies in United States when burnout 
started to gain importance. In Europe, its 
study began in the eighties, especially in 
the United Kingdom, Holland, Belgium, 
Germany, Scandinavia and Finland. In the 
middle of the nineties it became popular 
in the rest of Western and Eastern Europe, 
in Asia, Middle East, Latin-America, 
Australia, and New-Zealand, making an 
impact on Africa, China and India in the 
twenty first century (Schaufeli, Bakker, & 
Rhenen, 2009).

The main explanatory models of this 
syndrome come from  Social Psychology, 
which is more focused on the perception of 
the subject regarding his interactions, and 
from Organizational Psychology, which 
underlines the organizational variables  in 
the working context (Aghazadeh, Ameri, 
& Hasani, 2016; Chris & Adebayo, 2010).

This syndrome is not recognized in the 
Diagnostic and Statistical Manual of Mental 
Disorders (World Health Organization 
[WHO], 1994), but it is recognized in the 
International Classification of Illnesses 
(Bellingrath, 2008), within the section of 
the problems related to the management of 
life obstacles. In some countries the burnout 
syndrome patients are diagnosed as suffering 
from a type of mental illness (Maslach, 
Schaufeli, & Leiter, 2001). The burnout 
is currently a psychosocial risk, which no 
profession can be considered exempt of 
suffering, although it appears especially 
in those professions linked to services, 
such as education, health assistance, social 
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and professional help, and other types of 
services to people with physical, emotional 
or training needs.

According to Maslach et al. (2001), 
burnout is induced by three main components: 
emotional exhaustion, depersonalization, 
and low self-fulfillment. Research has 
indicated that these components of burnout 
cannot be added up to a single measure 
(Byrne, 1994; Lee & Ashforth, 1996), hence 
we have chosen the three dimensions to be 
investigated in the study. Delving into these 
dimensions, the emotional exhaustion is 
related to the feeling of being overwhelmed 
by the demands and being unable to respond 
to other people´s demands, distancing 
yourself from your work, both emotionally 
and cognitively; the depersonalization refers 
to the loss of ability to empathize by the 
individual, moodiness, the development of 
cold attitudes, feelings and answers, being 
distant from others, especially with your 
colleagues; and the low self-fulfillment is 
a feeling of failure related to work success, 
as it is experienced as a feeling of inability, 
disillusion and helplessness. 

Van Droogenbroeck, Spruyt, and 
Vanroelen (2014) found that the three 
dimensions of burnout were linked to 
each other. The link between emotional 
exhaustion and depersonalization was very 
strong. Thus, higher levels of emotional 
exhaustion were associated with higher 
levels of depersonalization. Furthermore, 
higher levels of depersonalization were 
associated with lower self-fulfillment.

Previous research has suggested that 
the dimensions of burnout are related to 
personal issues, such as gender and age, 
and to work-related variables (De Heus 
& Diekstra, 1999; Grayson & Alvarez, 
2008; Greenglass, Burke, & Ondrack, 
1990; Kokkinos, 2007; Lau, Yuen, & Chan, 
2005; Lauermann & König, 2016). In most 
studies men appear to have higher levels 
of depersonalization whereas women are 
found more emotionally exhausted and have 
stronger feelings of low self-fulfillment. 
As for age, older respondents report higher 
levels of depersonalization and emotional 
exhaustion, and more experience of low self-
fulfillment. Regarding work-related factors, 
a significant positive correlation between 
years of professional experience and 
depersonalization, emotional exhaustion, 
and the perception of low self-fulfillment 
has been found.

Burnout in the Teaching Profession. There 
is a very close connection between the 
emotions that the teachers develop inside 
their work life, and their own life outside 
the classroom. Teachers find themselves 
subdued to numerous demands by the board 
members, parents and students, and they also 
have to adapt to constant changes, such as the 
new study plans. These constant changes to 
which they see themselves subdued produce 
uncertainty, and in many cases a series of 
contradictions at an emotional level, which 
build the appearance and development of the 
burnout. Besides, as a consequence of some 
stressors at the teachers’ workplace, some 



Analysis of the Factors Influencing Job Burnout

2215Pertanika J. Soc. Sci. & Hum. 26 (4): 2211 - 2228 (2018)

other physiological distresses can appear, 
such as ulcers, sleeplessness, headaches, 
muscular aches produced by tension, etc. 
(Durán, Extremera, & Rey, 2001).

Various authors, such as Aydogan, Atilla, 
and Bayram (2009), Ayuso and Guillén 
(2008), D’Anello, D’Orazio, Barreat, and 
Escalante (2009), Farber (1991), Freitas 
and Lima (2016), and Moreno, Garrosa, and 
González (2000) did research work about 
the circumstances surrounding the teaching 
profession, which worsen the burnout 
problems more than in other professions. In 
this respect, note that:

•	 The teacher works with individuals 
who may not want to work with 
him nor accept benefiting from his 
efforts and mastery.

•	 Requires a constant personal contact 
and interaction with the students, 
contact that must be always expert, 
patient, sensitive, and useful.

•	 The work of the teacher is always 
subjected to observation and 
evaluation.

•	 The teacher must get trained 
continuously.

•	 The teachers’ salaries are lower than 
that of many other jobs that require 
the same level of expertise, pushing 
teachers in some cases to increase 
their salaries by doing other jobs.

Even though all the workers must 
be efficient and competent in their jobs, 
the human services professions, such as 
teaching has expectations about helping 

others and feeling useful. In the case of the 
teachers, they aspire to achieve the growth 
and personal development of their students. 
The inability to fulfill those expectations can 
easily make the teacher suffer the burnout 
syndrome.

And if the teachers feel unhappy with 
themselves and unfulfilled with their 
results, they will show signs of emotional 
exhaustion, which will possibly make them  
question their efficiency and think they 
cannot give more of themselves (Aloe, Amo, 
& Shanahan, 2014; Durán, Extremera, Rey, 
Fernández-Berrocal, & Montalbán, 2006; 
Fernet, Guay, Senécal, & Austin, 2012; Gil-
Monte, Peiró, & Valcárcel, 1998; Queiros, 
Carlotto, Kaiseler, Dias, & Pereira, 2013).

METHOD

Participants

The population of the study consisted of 
523 secondary school teachers from the 
schools located in the Autonomous City 
of Ceuta, Spain. Considering a confidence 
level of 95% and a margin of sampling error 
of 5%, a minimum sample size of 222 was 
required. Finally, a stratified random sample 
of 230 secondary school teachers from 10 
schools participated in this study. Of those 
230 participants, 54% were women and 46% 
men. The biggest fraction of the sample were 
teachers with ages between 40 and 49 years 
old (32%), the married group (68%) being 
the predominant marital status. Regarding 
the teaching experience of the sample, 34% 
had work experience of more than 20 years, 
and most of the teachers surveyed were on a 
permanent working situation (69%).
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Instrument

The instrument used on this research was 
a survey made, ad hoc, after reviewing 
the scientific literature on this subject. 
Although some items were constructed 
by the researchers, most of them were 
adapted from previous instruments: Holland 
Burnout Assessment Survey (Holland & 
Michael, 1993); Maslach Burnout Inventory 
(Maslach, Jackson, & Leiter, 1996); and the 
Teacher Burnout Scale (Seidman & Zager, 
1986). 

The survey included 41 items and 
consisted of two blocks: a first block 
composed of  4 social-demographic variables 
and 4 related with work, and a second 
block composed of  41 premises related 
to the burnout syndrome, comprehending 
four dimensions: physical repercussions 
(13 items), emotional exhaustion (10 
items), depersonalization (7 items), and 
low self-fulfillment (11 items), rated on a 
4-point scale ranging from 1 = “never”; 2 = 
“sometimes”; 3 = “often”; and 4 = “always”.

Note that although previous research 
has commonly considered three dimensions 
of burnout, we have taken into consideration 
an additional dimension that is physical 
repercussions, which refers to the corporal 
results caused by the syndrome. In 
this manner, attending to the physical 
consequences together with the other three 
dimensions, we deal with the syndrome 
in a more complete way including the 
symptoms at an emotional level along 
with the symptoms at a physical level, 
since this syndrome ailment brings along  
not only psychological but also physical 

consequences, comprising mental health, 
relationships, and physical health.

To guarantee the validity of the 
instrument being used on this research, 
first of all we analyzed the validity of the 
content through the experts´ judgment, and 
secondly, the construct validity through the 
exploratory factor analysis. Prior to this 
we made the Barlett Sphericity Test (chi-
squared=3415.460 and p=0.000) and we 
obtained the measure of sampling adequacy 
by Kaiser-Meyer-Olkin (KMO=0.906), and 
this proved the validity of the instrument.

In order to check the overall reliability 
of the questionnaire we resorted to the 
Cronbach´s Alpha coefficient. The value 
obtained for the Cronbach´s Alpha coefficient 
was 0.94, which proves that the reliability 
of the instrument used on this investigation 
is high. Note that for each of the four 
dimensions measured in the instrument, the 
Cronbach´s Alpha was above 0.7, suggesting 
suitable index of internal consistency: 
physical repercussions (0.86), emotional 
exhaustion (0.87), depersonalization (0.75), 
and low self-fulfillment (0.76).

Research Design and Data Analysis

This study is based on a transverse design, 
with a double component of a descriptive 
and analytical type, which has brought us 
closer to the reality of the object of study, 
compensating for the deficiencies that each 
component could have had. In order to do 
this, a quantitative research methodology 
was used, based on the method of surveys 
and the application of statistical tests 
(Creswell, 2009; Myers, Well, & Lorch, 
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2010). The data were analyzed using SPSS 
for Windows version 21.0.

On one hand, a descriptive analysis 
(frequency distribution, measures of central 
tendency and measures of variability) has 
been done in order to have a global vision 
of the data, so that we can have a better 
understanding of the opinions of the teachers 
being surveyed.

On the other hand, we have used the 
statistical inference in order to discover 
the existence of statistically significant 
differences in the answers offered by each 
of the samples composing the different 
demographic variables, in the different 
items. In order to conduct this analysis 
in the variables with two independent 
samples, such as gender, marital status, 
having children and their work situation, 
the Mann–Whitney U test has been used, 
and for the variables with more than two 
independent samples such as age, relation 
with the board, relation with the colleagues 
and the teaching experience, the Kruskall-
Wallis test has been used.

Finally, in order to identify the 
determinant factors of the burnout, a 
multiple regression analysis was performed 
considering the variables found to be 
significant in the difference testing.

RESULTS

Descriptive Statistics

In order to investigate the level of burnout of 
the participants, the means and the standard 
deviations of the four burnout dimensions 
were obtained. The results are presented in 
Table 1.

Table 1
Means and standard deviations for burnout on the 
teaching profession

Dimension Mean Std. 
Deviation

Physical repercussions 1.63 0.937
Emotional exhaustion 1.46 0.684
Depersonalization 1.47 0.718
Low self-fulfillment 1.83 0.808

From the values obtained, we observe that 
the dimensions “low self-fulfillment” and 
“physical repercussions” reach the highest 
scores on average,  “sometimes” being the 
average and most frequent answer to the 
affirmations within these dimensions. This 
way, the lowest values of the average belong 
to the “emotional exhaustion” dimension, 
followed closely by the “depersonalization”. 
This shows that the feeling of inability and 
demotivation, together with the physical 
consequences caused by the syndrome, are 
the aspects most commonly found among 
the teachers surveyed.

Considering the results of the descriptive 
analysis obtained for the items of each 
dimension, it is worth mentioning that the 
highest averages are reached by the premises:  
“My school teachers are not encouraged 
to find new and creative solutions to the 
existing problems” (M=2.52, SD=0.956), “I 
miss some support services from the center 
to help solve the problems that can come up 
for the teachers” (M=2.18, SD=0.905) and 
“I consider that my work environment is 
uncomfortable” (M=2.11, SD=0.951); these 
three items belong to the dimension “low 
self-fulfillment”. After these stand out with 
the highest average scores these statements: 
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“The people I have to look after do not value 
the efforts I make for them” (M=2.08; SD= 
0.732), and “I have to force myself to not 
lose my patience” (M=2.07, SD=0.740); 
these two items belong to the dimension 
“depersonalization”. All of these items are 
related to the interaction of the teachers, 
whether with their students or with the other 
members of the educational institution.

Other items that present high values in 
the average are: “I feel that through my work 
I am not influencing other people’s lives 
(M=1.97, SD=0.841), “I feel very depressed 
after working with students” (M=1.94, 
SD=0.954) and “It is difficult for me to face 
the problems brought up by my students” 
(M=1.87, SD=0.613), which belong to the 
dimensions “low self-fulfillment”, “physical 
repercussions” and “depersonalization”, 
respectively. These three items address 
the statements related to the interaction 
with students and the ability to solve the 
problems brought up by them.

Delving into the answering percentages 
obtained for the items of each dimension, 
it is worth mentioning that the highest 
values correspond to the option “never”. In 
this sense, for example, more than 70% of 
the sample happened to choose the option 
“never” for the items that contain statements 
such as “I am unhappy as a byproduct of my 
work” (emotional exhaustion), “I feel like 
quitting my job” (emotional exhaustion), 
or “I have a more insensitive behavior 
with people close to me when I perform 
this work” (depersonalization). This means 
that most of the teachers surveyed are 
not experiencing burnout. On the other 

hand, the lowest percentages correspond 
to the alternative “always”. The fact that 
the extremes have the highest and lowest 
percentages is worth mentioning, since 
generally the survey respondents avoid these 
two extreme options, obtaining very little 
variation, it is what is known as “central 
tendency bias” (Heery & Noon, 2008), that 
in this study has not happened.

Inferential Statistics

Differences in burnout according to 
individual and work-related variables were 
analyzed using the Mann–Whitney U and 
the Kruskall-Wallis tests. Table 2 displays 
the results of the inferential tests regarding 
the individual variables.

We can observe that of the four 
social-demographic variables, statistically 
significant differences exist only for age. 
Specifically, the oldest teachers show higher 
levels of burnout. Thus, by comparing the 
mean ranks for the other three variables we 
can confirm that the level of burnout shown 
by the Spanish teachers surveyed does not 
depend on their gender, their marital status 
or from having children or not.

On the other hand, Table 3 shows the 
results of the inferential tests regarding the 
work-related variables.

All the work-related variables were 
found to be significant, especially the work 
situation and the relationship with the rest 
of the teachers and the board members. 
Specifically, permanent workers show 
higher levels of burnout, the same as the 
teachers who have a bad or not so good 
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Table 2
Differences in burnout according to sociodemographic variables

Variable Characteristic n (%) Mean rank p
Gender Male 105 (0.46) 115.58 0.584

Female 125 (0.54) 110.82
Age < 30 7 (0.03) 61.50 0.020*

30-39 64 (0.28) 103.96
40-49 74 (0.32) 109.69
50-59 57 (0.25) 115.76
≥ 60 28 (0.12) 144.50

Marital status Single 74 (0.32) 112.86 0.859
Married 156 (0.68) 114.53

Child Yes 153 (0.67) 115.17 0.705
No 77 (0.33) 111.68

Note. * Significant at p<0.05; ** Significant at p<0.01

relationship with the board members and 
with their colleagues. As for the experience 
of the teacher, teachers with more than 20 
years of experience are the ones showing the 
highest levels of the syndrome, followed by 
those who have between 10 and 20 years of 
experience.

Regression Analysis

Table 4 presents the results of the multiple 
regression analysis used to evaluate the 
strength of the relationship between teachers’ 
burnout and each of the variables found to be 
significant in the difference testing.

Table 3
Differences in burnout according to the work-related variables

Variable Characteristic n (%) Mean rank p
Employment situation Interim 71 (0.31) 96.19 0.006**

Official 159 (0.69) 121.94
Teaching experience < 10 years 68 (0.30) 96.56 0.018*

10‑20 years 83 (0.36) 119.05
> 20 years 79 (0.34) 126.67

Relationship with the board Good 210 (0.91) 109.01 0.000**
Regular 17 (0.08) 189.75

Bad 3 (0.01) 170.50
Relationship with their peers Good 213 (0.93) 108.60 0.000**

Regular 13 (0.06) 202.42
Bad 4 (0.01) 163.25

Note. * Significant at p<0.05; ** Significant at p<0.01
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In order to determine the presence 
of multicollinearity among independent 
variables, the Variance Inflation Factors 
(VIF) were calculated, all VIF values being 
well below the recommended cutoff of 10 
(Kleinbaum, Kupper, & Muller, 1988; Neter, 
Wasserman, & Kutner, 1990).

Furthermore, the value of the F-statistic 
(p<0.01) indicates that the regression 
correctly maps the relationship between 
the dependent variable and the independent 
ones.

Finally, as can be seen from Table 
4, the work situation (β=0.135, p<0.05), 
the relationship with the board members 
(β=0.373, p<0.01), and the relationship 
with their colleagues (β=0.389, p<0.01) 
have a significant influence on burnout. 
Specifically, teachers who found themselves 
in a comfortable work situation, by already 
being permanent workers, are the ones 
showing the highest levels of burnout, the 
same as those who have a bad relationship 
with the board members and their peers.

DISCUSSION

The burnout syndrome has been studied from 
different perspectives in the last decades, 
which has made it possible to determine 
some of it’s possible causes. However, the 
influence, or lack of it, from a great amount 
of different social-demographic variables 
and related to the educational environment 
has not been demonstrated yet, in the way 
this study is demonstrating. It has also been 
found that it constitutes a problem that has 
repercussions as much in the individual 
as in the educational institution (Rubio & 
Guerrero, 2005).

This study has shown that there is no 
significant difference between male and 
female teachers, married and single teachers, 
nor between teacher with kids or without 
kids. This is in line with the research by 
Arvidsson, Håkansson, Karlson, Björk, and 
Persson (2016), who found, in a univariable 
model, that gender, marital status and having 
children were not associated with the rising 
levels of burnout. On the contrary, significant 
differences were found regarding the age of 

Table 4
Linear regression analysis for influencing burnout

Variable/Factor β SE t (p) CI VIF F (p)

Intercept 0.757 0.140 5.411 (.000) (0.481, 1.033) 10.051 
(0.000)

Age 0.052 0.032 1.610 (.109) (-0.012, 0.115) 1.984
Employment situation 0.135 0.063 2.139 (.034) (0.011, 0.259) 1.488
Teaching experience -0.007 0.048 -0.142 (.887) (-0.101, 0.087) 2.562
Relationship with the board 0.373 0.093 4.003 (.000) (0.189, 0.557) 1.271
Relationship with their peers 0.389 0.077 5.043 (.000) (0.237, 0.541) 1.245

Note. SE: standard error; CI: confidence interval



Analysis of the Factors Influencing Job Burnout

2221Pertanika J. Soc. Sci. & Hum. 26 (4): 2211 - 2228 (2018)

teachers, as a unique sociodemographic 
variable, and the work-related variables, 
such as the teaching experience, the older 
and more experienced teachers being the 
ones who show the highest levels of burnout. 
This confirms previous research which 
identified that the seniority in a profession 
increases the risk of contracting the burnout 
syndrome (Cordes & Dougherty, 1993). 
In this respect, Klassen and Chiu (2011) 
found that experienced teachers reported 
higher levels of job stress than pre-service 
teachers, which could result in higher 
levels of burnout. A higher presence of the 
syndrome in experienced professionals may 
be related to the unfulfilled expectations and 
to the difficulty to glimpse possibilities of 
self-development in their present working 
conditions (Guedes & Gaspar, 2016).

Furthermore, the present study provides 
evidence supporting the importance that the 
teachers have for the relationship with the 
other members of their work environment, 
as it is highlighted by the social exchange 
theory (Cropanzano & Mitchell, 2005; 
Farganis, 2011; Ritzer, 2010). The findings 
reveal the important role played by the 
emotional management at work, since the 
teachers with a good relationship with the 
board members and with their colleagues 
are the ones who experience lower levels 
of burnout. This is consistent with the 
results of Milatz, Lüftenegger, and Schober 
(2015), which establish the influence of 
the social relationships maintained with 
the educational agents on the burnout 
syndrome. Along these lines, Mazur and 
Lynch (1989) and Byrne (1994) stated that 

the lack of support from colleagues was 
associated with burnout. Also, Gil-Monte 
and Peiró (1997) already mentioned group 
strategies of intervention for the prevention 
and treatment of the burnout syndrome to 
promote  social support with  colleagues, 
without reaching the point of neediness or 
dependence, in order to diminish the feeling 
of loneliness and uneasiness. Furthermore, 
Betoret (2006) reported, for a sample 
of secondary school teachers, that the 
relationships with other teachers were one 
of the most relevant work-related predictors 
of burnout.

As found in this research, the support 
was inversely associated with the burnout 
experience, as it is a variable that can be used 
as a protective factor against the syndrome 
(Fiorilli et al., 2015; Pérez & Martín, 
2004). Having a bad relationship with the 
management team and colleagues and, 
therefore, not having support for dealing 
with the multiple situations that can occur 
in the teaching practice, can contribute to 
the decrease of the optimism and the feeling 
of personal fulfillment on the part of the 
teaching staff (Avanzi, Schuh, Fraccaroli, 
& Van Dick, 2015; Norasmah & Chia, 
2016; Otero-López, Castro, Santiago, & 
Villardefrancos, 2009; Van Droogenbroeck 
et al., 2014).

The results of the study further indicated 
a significant relationship between the 
work situation and the level of burnout, 
with the interim teachers experiencing the 
feelings close to burnout, less. This is in 
accordance with the research by Ayuso and 
Guillén (2008), who found lower levels 
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of burnout among interim teachers. This 
can be due to the fact that the stay of these 
teachers in a center is shorter than that of the 
permanent teaching staff or that not having 
a permanent position keeps them with new 
expectations, where the motivation and 
illusion accompanies them.

CONCLUSION

When a person is not able to overcome 
the exhaustion generated by the work the 
burnout syndrome can appear.  There are 
stressful situations in all professions that 
can generate different symptoms that affect 
the person, not only in the workplace, but 
also in their daily lives. However, there are 
some occupations that are at special risk 
of the development of burnout, such as the 
teaching profession. In the case of teachers, 
this deterioration can negatively affect the 
teaching-learning process, with the quality 
of teaching being adversely affected. Thus, 
it is necessary to act in order to prevent the 
onset of the syndrome.

Burnout has been associated with 
sociodemographic and work-related 
variables. Specifically, the age of teachers, 
their working situation and the relation with 
their colleagues and the board of the center 
were found to have a significant influence 
on burnout.

From the findings of this work, some 
implications for both research and practice 
can be deduced. Social support is identified 
as one of the main protective tools against 
the syndrome (Heaney & Israel, 2008), 
although its role may not be direct but a 
mediator (Hoglund, Klingle, & Hosan, 

2015; Matud, Caballeira, López, Marrero, 
& Ibáñez, 2005). Therefore, it would be 
appropriate for schools to take measures 
to make teachers feel comfortable in their 
working environment because too often 
the well-being of teachers is ignored, and 
this induces teachers to be stressed and 
overwhelmed, negatively affecting the 
performance of their work, the quality of 
their teaching, and the way in which they 
interact with the students (Cook et al., 2017; 
Gantiva, Jaimes, & Villa, 2010; Thode, 
1992).

Finally, note that one limitation of 
the study is the cross-sectional nature of 
data, which does not allow us to make 
assumptions about the causality, so a 
longitudinal study may be considered for 
future research. Moreover, as the current 
study is limited to a country, future studies 
need to be conducted in other countries in 
order to compare the findings obtained.
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ABSTRACT

�7�K�L�V���V�W�X�G�\���H�[�D�P�L�Q�H�G���W�K�H���F�U�L�W�L�F�D�O���W�K�L�Q�N�L�Q�J���V�N�L�O�O�V���R�I���¿�U�V�W���\�H�D�U���V�W�X�G�H�Q�W�V���D�W���D���S�X�E�O�L�F���X�Q�L�Y�H�U�V�L�W�\��
in Oman to determine whether these skills were adequately developed at the school level. 
An adapted version of the Cornell Class-Reasoning Test Form X was administered to 60 
students who had just graduated high school and entered the university. Descriptive analysis 
�R�I�� �W�H�V�W���U�H�V�X�O�W�V���U�H�Y�H�D�O�H�G���W�K�D�W���S�D�U�W�L�F�L�S�D�Q�W�V���K�D�G���I�D�L�O�H�G���W�R���P�D�V�W�H�U���I�R�X�U���R�I�� �W�K�H���¿�Y�H���S�U�L�Q�F�L�S�O�H�V��
assessed by the test’s item groups, while receiving scores that suggested neither mastery 
nor failure to master the remaining principle. The overall average correct percentage 
for the sample of 45.8% was comparable to results from grade 4 students in the United 
States offered by the test creators. Independent samples t-tests indicated statistically 
�V�L�J�Q�L�¿�F�D�Q�W���G�L�I�I�H�U�H�Q�F�H�V���R�Q���R�Y�H�U�D�O�O���W�H�V�W���V�F�R�U�H�V���E�D�V�H�G���R�Q���J�H�Q�G�H�U���D�Q�G���O�H�Y�H�O���R�I�� �V�W�X�G�\�� �L�Q���W�K�H��

English foundation program, although no 
differences based on age were found. The 
paper concludes by arguing that critical 
thinking needs to be better integrated into 
the curriculum in Oman’s education system 
in order to adequately prepare learners for 
the demands of university study and the 
workforce.
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