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Abstract 

The purpose of this study was to investigate the aspects of school culture that impact 

on teachers’ professional development which, consequently, affects teacher efficacy. 

Individual interviews were carried out with 10 respondents including secondary school 

teachers and school inspectors. Collaboration and collegiality, monitoring of teaching 

preparation and follow-up, sharing school inspection reports and teacher performance 

evaluation were cultures which influenced teachers’ professional development. The general 

practicability of these cultures was, however, recognized to vary in accordance with 

individual school’s level of academic performance and the quality of school heads. Most of 

these positive cultures were found to exist more in high performing schools than in their low 

performing counterparts. Based on the findings, two major conclusions were drawn. Firstly, 

teachers’ ability to develop, adopt and improve throughout their careers depends on the 

effectiveness of school leadership in terms of knowledge, skills and experience. Secondly, 

school culture plays a significant role in shaping professional learning communities among 

teachers and thereby enhancing their attitudes towards their own teaching proficiency. Future 

directions geared towards improving the present research and the professionalism of teaching 

in general are suggested.   
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Introduction  

Teacher professional development in the context of curriculum reforms  

Changes in classroom practices greatly affect teachers who influence the teaching and 

learning processes. Regardless of the magnitude of change, professional development for 

teachers is important in enhancing their content-based knowledge and developing new 

instructional practices(Borko, 2012). It is possible that teachers who are more exposed to 

various professional development programmes to implement the initiated changes more 

diligently and to a higher standard than those who do not. In addition to developing teachers’ 

power of understanding, these programmes empower them to solve problems around their 
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reformed subject areas of specialization(Avalos, 2011; Bliss & Bliss, 2003; Dilworth & Imig, 

1995).  Since the school curricula is dynamic, it is crucial for teachers to regularly learn new 

knowledge and strategies to meet the new classroom challenges so as to adhere to the 

educational changes (Donaldson, 2009; Vries, Jansen, & Grift, 2013). This new necessary 

professional knowledge and skills can be attained if teachers participate in professional 

programmes. Together with updating the practical knowledge and skills potential for teaching 

and learning, in-service professional development enables teachers to reflect on their 

experiences as they interact with one another in the programmes. Reflection is a vital 

component to continuous professional development because it helps teachers make their 

implicit knowledge and beliefs explicit, such that they can gain control over their everyday 

teaching and learning processes(Ginsburg, 2013).  This will, subsequently, enhance the 

development of their schools, thereby contributing significantly to the achievement of the 

educational goals.   

For the professional development programmes to be meaningful and effective, the curricula 

reforms should take the form of bottom-up rather than top-down in approach (Butler & 

Schnellert, 2012) because it provides teachers with both theoretical accounts and goal 

directed inquiry focusing on promoting student learning outcomes,  and it offers space for 

teachers to feel part and parcel of educational changes. There are other reasons for focusing 

attention on involving teachers in the early stages of curricula change before taking initiatives 

to develop their competencies.  The first reason is that teachers are the ones who implement 

changes in diverse contexts (Donaldson, 2009; MCA, 2007). Thus, in the process of teaching 

and learning they are capable of interpreting the new curriculum in different ways.  Only the 

in-service training programmes bring teachers together and orient them to interpret changes 

in a similar manner.  The second reason is that teachers know student learning needs better 

than the policy makers. This situation makes them continually modify the teaching and 

learning environment for their students in response to the needs. This nature of environment 

allows teachers to develop their own curriculum that is tailored to the needs of the class. In 

order to develop and implement a new curriculum, teachers need good teaching and learning 

resources from which they can organize, coordinate and manage a curriculum of their 

own(Hirsh, 2005).  

Some researchers argue that achieving initiated and sustained change in teacher pedagogy 

and practice is arduous because of the dynamism of beliefs, negative consequences of 

teaching overload and problems that are compromised by the levels of education institutional 
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trust (Fevre, 2014). Changing teacher beliefs is crucial in the process of teaching and 

learning, but achieving the general educational goals at the expected level is difficult. Diverse 

life experiences enormously influence the formation of these beliefs and practices to 

implement the changes significantly. The authority figures’ abusive language to teachers may 

limit the teachers’ beliefs and practices and make them feel vulnerable and uncertain. This 

state of affairs may, in turn, lead them to adopt avoidance mechanisms to demonstrate their 

professional teaching expertise.  In this context, it can be suggested that professional 

development programmes is not a sole factor that promotes better understanding of the 

changed curriculum, but teacher beliefs matters. Despite this fact, it is essential for the 

schools to ensure that any initiated changes are well addressed to their teachers.  This practice 

can be achieved  by developing their beliefs before establishing programmes that equip them 

to teach and use a new curriculum at a sustained level of standards (Mundry, 2005).  

 

Professional development as a cognitive building device for teachers  

The professional knowledge, skills, expertise and attitudes needed to influence  

effective student learning cannot be fully developed in the pre-service education 

programmes; instead, continuing professional development is perceived as a part and parcel 

of learning to enhance these domains (Vries et al., 2013). Once these professional 

development activities are well structured with much consideration given to teaching needs, it 

is likely to promote the teachers’ professional growth. Engagement in continuous 

professional development activities, however, varies from one country to another depending 

on the policy priorities. For example, while in the United Kingdom and Germany 

participation of teachers in the professional development activities is not an option, in 

Portugal, Slovakia, Slovenia and Spain this option is available and clearly linked to career 

development and salary increases. Although the latter is an option activity, salary increases 

seem to act as a stimulating strategy for teachers to engage. Professional development 

programmes which are offered to serve these dual purposes may have great implications for 

teachers. While some teachers may be enthusiastic and motivated to engage in various 

professional development activities for the sole purpose of being promoted, others may be 

eager to gain new teaching and learning skills in order to improve student outcomes. 

Generally, teachers who participate in numerous professional development programmes are 

more likely to develop the conceptual understanding and problem solving skills about the 

subjects thus being capable of demonstrating an inquiry-based learning in their classrooms 
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(Mundry, 2005; Ramlo, 2012). Butler and Schnellert (2012) suggest that resources and 

collaboration are very crucial aspects that enhance the professional development of teachers 

for two reasons. Firstly, it helps them to take risks, sustain attempts to make changes and 

adapt potential strategies that can be useful to improve student learning outcomes. Secondly, 

the programmes encourage them exchange knowledge and expertise from each other. 

Teaching and learning resources are important to teachers because it allows them to think 

through and create innovative strategies that could enhance the quality of education delivery 

(Gulamhussein, 2013). In addition, the intellectual capacity of teachers may increase when 

they interact with each other. For example, novice teachers who work with more experienced 

teachers in experimenting with various teaching strategies are likely to have their cognitive 

levels enhanced, thus being better to generate innovation in students (Donaldson, 2009; 

Harwell, 2003). 

 

Background of the study 

In 2004 the government of Tanzania embarked on a rapid secondary education 

expansion programme. The reasons for this programme were to increase access, to achieve 

equity in the provision of education, and to significantly improve the quality of education 

delivery (Ministry of Education and Culture, 2004; Ministry of Education and Vocational 

Training, 2008, 2010). As a result of this programme, the enrolment capacity of the existing 

public schools was expanded and new community schools were built. The community desire 

to invest in secondary education together with a rapid increase of primary school enrolments, 

and, thus, future secondary education enrolments, were among the key factors driving this 

expansion (Ministry of Education and Vocational Training, 2007, 2011). Owing to these 

government and community initiatives, the number of community schools rose by 194% in 

the period between 2004 and 2008. The statistics show that from 2004 to 2011 the enrolment 

rate increased by 418.05% (Makombe, Kihombo, Sesabo, Hodgson, & Spours, 2010; 

Ministry of Education and Vocational Training, 2012).  

This rapid increase in the enrolment and schools, however, created problems in terms of 

finding an adequate number of additional teaching staff.  To address this concern, the 

government of Tanzania made various changes in teacher education programmes.  Firstly, the 

two-tier teacher preparation programme was initiated in teacher education colleges as an 

immediate measure to overcome the situation. Under the two-tier system, prospective 

teachers spent one year in pre-service preparation in teacher colleges while in the second year 
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they were posted to teach in various secondary schools.  Although the major intention of the 

government was to minimize the teacher shortage gap on a short term basis, it also 

anticipated that the novice teachers would gain more professional knowledge and skills as 

they worked and interacted with experienced teachers in these schools. Secondly, the 

government reduced the duration of teacher preparation programmes for prospective teachers 

undertaking a bachelor degree in education in the higher learning institutions from four to 

three years. In the process, content within the teacher preparation curricula was condensed.  

It is evident that teacher preparation programmes in Tanzania are too theoretical because of 

two major reasons. Firstly, the teacher education curriculum content is very wide and because 

teacher educators use traditional teaching and learning approaches to complete on time, there 

is scarce opportunity for practical applications of this knowledge. Secondly, most teacher 

education institutions have limited resources to facilitate the teaching and learning processes 

(Kitta & Fussy, 2013). As a consequence of these limitations, most graduating teachers are 

less capable of influencing effective teaching and learning in a class with diverse student 

abilities. Typically, quality education requires teachers who are fully acquainted with both the 

subject matter and with pedagogical knowledge. Thus, this practice of shortening the duration 

of teacher education tends to be in conflict with the Education For All (EFA) goal 6 of 

improving the quality of education. This situation may, in turn, lead into the production of 

poor teachers. Ill-trained teachers may fail to improvise and use facilities around them to 

enhance the quality of teaching and learning processes. The prolonging of this situation may 

result into the production of incompetent student graduates in society. 

The Ministry of Education and Vocational Training has also embarked on the recruitment of 

licensed teachers in an endeavour to overcome the increase of schools and the spike in 

secondary education enrolments. Licensed teachers are of two categories: the advanced-level 

secondary school student graduate who is given a four-week teacher training course before 

being sent to teach in a secondary school; the para-professional who has graduated from a 

non-teaching degree but is then encouraged to become a teacher. The latter, unlike the 

former, are not subject to any mandatory pedagogical preparation that may enhance their 

professional knowledge and abilities so as to become more effective teachers (Lawrent, 

2011). This state of affairs is also likely to negatively affect teachers’ sense of professional 

confidence.  

One may have expected that the changes in teacher education and the employment of under 

qualified and unqualified teachers in the education sector would have brought about  the 
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improvement of teacher resource centres (TRCs) which are crucial aspects for developing 

novice and experienced teachers both academically and professionally (Ministry of Education 

and Culture, 2004). Even though the in-service teacher capability building program through 

the use of TRCs is well stipulated and emphasized in some policy documents, many TRCs in 

Tanzania are ineffective because they lack reasonable operational budgets which are needed 

to make them more sustainable (Bennel & Mukyanuzi, 2005).  This suggests that most 

secondary school teachers in Tanzania lack opportunities of being exposed to new ideas that 

could enhance their professional teaching capabilities. Thus, while TRCs have been used to 

provide access to a range of educational resources which could facilitate teachers’ 

professional development, their ineffectiveness may, however, impede teachers’ sense of 

competencies and ultimately the result could be poor student academic achievement.  

Despite the fact that there are studies on the professional development of teachers in 

Tanzania(Komba & Nkumbi, 2008; Mwalongo, 2011), these studies make a minimal attempt 

to show the link between school cultures and teachers’ professional development aspects 

which impacts on teacher efficacy. Some literature shows that the professional development 

of teachers in Tanzania and across the world plays a significant role towards educational 

outcomes (Fraser, 2005). In this light, it is important to understand how school culture 

influences the professional development of teachers which consequently lead into their self-

efficacy growth.   

 

Research questions 

This study intends to address one major question: 

 What aspects of school culture contribute to or hinder the professional development of 

teachers which, in turn, affects teacher efficacy?  

 

Methods 

The main study approach was qualitative and case study design was employed.  This 

allowed an in-depth understanding (Gall, Gall, & Borg, 2005) of school culture that affected 

the professional development which, consequently, affects teacher efficacy. Regardless of the 

nature of the school in terms of ownership, the schools to be involved in this study were 

sampled in accordance to their performance. On the basis of this, one high performing and 

one low performing school in the Dodoma Municipality in Tanzania were selected to take 

part in this study. A total of eight teachers and two school inspectors participated in one-to-
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one interviews. Interviews assisted me to obtain detailed data as the teachers orally responded 

to my scheduled and probing questions.  The richness of these responses added markedly to 

better understanding of the issue under investigation(Kervin, Vialle, Herrington, & Okely, 

2006; Suter, 2006; Wellington, 2008).  

This study adopted an inductive framework in analysing the gathered data(MacMillan & 

Schumacher, 1993). More specifically, the tape recorded data were carefully listened and 

subjected to transcription. Thereafter, Iread through all the transcripts and made a list of all 

topics which were clustered together based on similarities. Major topics, unique topics and 

leftovers were identified for presentation and discussion purposes. 

 

Findings and discussion 

Four major themes emerged as a result of in-depth data analysis. These include: 

collaboration and collegiality, teaching monitoring and follow-up, sharing of school 

inspection reports, and the culture of performing teacher performance evaluation. The 

practice of reporting the respondents’ perspectives and experiences was accompanied by 

making sense of data. Thereafter, the discussion was carried out with much reflection on the 

research question and review of literature. 

 

Collaboration and collegiality 

It became apparent from this study that schools which performed well created 

opportunities for collaboration and collegiality among teachers of the same departments’ 

subjects (intra-department) and from different departments (inter-department)in order to 

discuss matters concerning subjects and learners’ performance. The teachers acknowledged 

that such interactions not only increased their feelings of professional involvement, but they 

enhanced their perceive competence in their classroom teaching. Similarly, the study 

recognised that the school which performed well their teachers had good academic 

relationship with other schools. In order to effectively enhance this kind of collaboration, the 

head of school supported their teachers in terms of transport, meal allowances and students’ 

equipment. This trend was less common to poorly performing school as evidenced by one of 

the teachers who remarked:  

This school does not have academic relationship with other schools. There is no either 

debate, games and sports competition or examinations. We only collaborate during the 
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regional mock examination which is done once a year, while our fellow schools collaborate 

regularly through examinations. 

This suggests that the lack of such collaborative culture denied teachers of their 

opportunities to acquire new knowledge and skills which could enhance their sense of 

teaching abilities. These results, however, contradict with Bandura (1997) who maintains that 

cognitive competencies of an individual are developed and modified by social influences 

existing among teachers in a school.  

The analysis of data also found that academic staff meetings played a pivotal 

influence on the construction of teacher efficacy. On one hand, for example, teachers from 

highly performing school made it clear that every Friday, they always had academic staff 

meeting whereby several issues such teaching problems, arose syllabus or curriculum 

changes, and academic performance of students in various school tests and examination were 

discussed. On the other hand, teachers from the poorly performing schools declared that they 

conducted such meetings once a year to evaluate students’ performance or they did so only 

when students portrayed disruptive behaviour and so disciplinary measures needed to be 

taken. Whilst the former served to increase the chance of teachers to gain insights which 

could promote their self-perception of teaching skills, the latter operated in the opposite way. 

Alongside with staff meetings, data shows that teachers gained the sense of teaching 

confidence through monitoring of students during subject club sessions. This is due to the 

fact that during the session, they emphasized learners’ creativity like producing teaching and 

learning aids, writing and making magazine and newspapers.  In doing so, teachers were able 

to learn from their students and thereby improve their levels of teaching practices.  

 

Teaching monitoring and follow-up 

Monitored teacher preparation and follow-up of teaching was acknowledged to play an 

essential role in promoting the sense of efficacy of teachers. Teachers from good performing 

school emphasized that because of the challenges they got from high ability students and the 

school managements’ constant teaching monitoring, it was impossible for them to get into 

classroom without proper preparation.  In regard to this, one of the teachers had this to say: 

Our school has many inquisitive students, they sometimes ask us very challenging 

questions. Therefore, getting into class without proper preparation is something I cannot do. 
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Similarly, it was observed that the heads of schools from the same category of schools had 

effective supervision such as regular checking of professional records like teaching notes and 

lesson plans and correct mistakes if any. This practice, however, was not common in the 

lowly performing school involved in the present study. To confirm this, one of the teachers 

commented: “I have about four years teaching in this school as a part time teacher, but I have 

neither prepared the scheme of work nor the lesson plan and nobody in this school has ever 

tried to ask me”. This notion was supported by one of the teachers who remarked: 

I’m a teacher of economics but I can get into the class and teach music throughout the year 

(laughing)…without the school management being aware of it.  

The irregular professional documents’ check-up and classroom teaching follow-up 

implied that the school leaders were unfamiliar and had little skills in assuming the 

responsibility to improve the perceptions of teaching competences for their teachers.  

 

Sharing of school inspection reports 

According to the interviews it was noted that school inspectors’ visited and observed 

the classroom teaching. After classroom observation the inspectors gave the feedback to the 

individual teacher and also wrote the general observation report which in turn was submitted 

to the heads of the schools for further academic staff members’ discussion. The school 

inspectors claimed that despite the submission of intensive general observation reports 

regarding classroom teaching to the school management, most of the heads of the schools did 

not have the tendency of discussing with their teachers especially on the areas which required 

improvement. The comment from one of the school inspectors clearly articulated this feeling: 

After classroom inspection, we always give feedback to individual teachers, and we 

also write a comprehensive report, whereby the areas which seem to be appropriate are 

credited, in the areas with weaknesses we insist academic masters/mistress and the heads of 

the schools to conduct meetings to clarify and exchange ideas for further improvement. We 

are so disappointed because those whom we give these responsibilities are not implemented 

to teachers. We noted this after making the next visit to the same school as teachers appeared 

to do the same mistakes which are recommended in the report. 

This tendency was noted mainly to prevail in poorly performing schoolwhere the 

majority of teachers reported to have neither seen, received nor discussed the school 

inspectors’ general observation reports. This suggests that these schools saw all the feedback 

from the inspectors as less important in enhancing their sense of professional experiences and 
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students’ positive learning. Chawla (2011) asserts that qualitative feedback when provided by 

an expert and effectively discussed, typically enhanced teachers’ perceived teaching abilities.  

The opposite tended to hinder the teachers’ aptitude. This idea is consistent with Bandura 

(1994) who explains the importance of feedback in relation to self-efficacy. Bandura claims 

that receiving feedback on the teaching performance accomplishment and effective 

implementation improves teachers’ self-efficacy for the behaviour. This is because the 

teachers would be able to control or adjust their effort and goals to make them more feasible 

and realistic (Bandura, 1986). But, when teachers do not have effective implementation, the 

teaching competence would negatively be affected. 

 

The culture of performing teacher performance evaluation 

The findings of the study revealed that the school those whose students performed 

well in various examinations, teachers had the tendency of conducting performance 

evaluation.  Teachers in this school had a tendency of sitting together to analyse students’ 

performance to see whose students appeared to perform well and those who performed poorly 

in each subject. For students with poor performance, teachers were requested to conduct extra 

periods for remedial purposes so as to enable these students to perform better in future.  Apart 

from teachers’ encouragement to teach the poorly performing learners in extra time, the head 

of school demonstrated that when the students’ performance in a particular subject appears to 

be poor, they were interested in knowing about the teaching and learning methods used. 

Hence, the heads of schools and subject teachers exchanged ideas and advised on the proper 

ways to improve such situation. In this regard, the head of school commented:  

During the performance analysis, I noted that many students score always getting an 

average of “A” in English and Mathematics in various tests and examinations. I therefore 

asked other teachers to sit down and ask these teachers to share the strategies they use which 

bring achievements. 

Teachers from the school whose students performed poorer said that their schools 

were not conducting meetings to make evaluation about teaching and students’ performance. 

This showed that the school put less value towards student achievements’ improvement. In 

regard to this, one of the teachers from this school remarked:  

This school is always performing poor because, we do not have the tendency to make  

evaluation of examination results…the school management is there to ensure that all students 

pay fees , but not to ensure that students improve academically…this is very surprising. 
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The responses in relation to schools with teacher performance evaluation culture 

suggests that the heads of these schools were contextually literate, conscious and valued 

teachers’ competences and student positive learning. Performance evaluation culture had also 

a big implication for the development of teachers’ self-efficacy as it assisted teachers to 

reflect upon the teaching progress for the purpose of improvement. Through performance 

analysis, strengths and areas of growth were easily identified. In this context, teachers could 

learn high-quality pedagogy from their colleagues whose students were doing well, and thus, 

increase their own perceptions of their teaching experiences. However, this study appeared to 

contradict with the research findings carried out by OECD (2009)which found that school 

teaching and evaluation alone does not enhance  teachers’ self-efficacy, unless particular 

other factors have been taken into account. Conversely, the school without such culture 

shows that the school leaders were not aware of the importance of evaluation in improving 

teaching and student performance. This tendency hindered teachers from sharing the 

successful teaching techniques and materials for student achievement improvement. The 

purposes of teaching performance evaluation are to determine competences, assess strength 

and provide mentoring(Watkins, 2007). Therefore, lack of teacher performance evaluation 

culture implies that school leaders are less determined to identify the competence and assess 

the teaching strength of their teachers for offering support, mentorship and professional 

growth crucial for fostering teacher efficacy.  

 

Conclusion  

 Bandura (1995)defined self-efficacy as self-belief in one’s ability to influence 

effective teaching and learning. He identified four sources which can bolster or weaken 

teacher efficacy beliefs: mastery experiences, vicarious experiences, social or verbal 

persuasions, and physiological states. Of the four sources of efficacy information, mastery 

experiences are regarded as the most powerful source because they provide authentic and 

direct feedback about one’s teaching capabilities. This study, however, revealed that 

vicarious experience was more influential by comparison with other sources of information.  

As is evident in this study, the collaborative culture established by highly performing school 

served to professionalize teachers in terms of their sense of their teaching practices. The lack 

of such cultures in the lowly performing school reduced the opportunities of teachers to learn 

from one another in order to increase their self-beliefs in their own teaching abilities. My 

findings that vicarious experience is more powerful sources as opposed to mastery 
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experience, tends to support Bandura’ perspectives that people cognitively process the 

sources of information depending on the nature of the task, contexts and culture(Bruning, 

Schrow, & Norby, 2011; Krause, Bochner, Duchesne, & McMaugh, 2010).   

Based on the present study two major assumptions can be drawn. Firstly, teachers’ 

perceived ability to develop, adopt and improve throughout their career depends on the 

effectiveness of school leadership in terms of knowledge, skills and experience. Secondly, 

high and low performing schools have cultures that positively or negatively impact on 

professional development aspects which subsequently impacts on teacher efficacy. Given that 

this study mainly used individual interviews, other researchers may extend this study to 

involve focus group interviews and questionnaires. The use of the two instruments will help 

researchers to identify more information which were not provided by respondents in the 

course of individual dialogue encounters. Similarly, researchers may utilize observation 

techniques so as to find out what is actually taking place in the academic meetings as far as 

the cultures related to professional development important for enhancement of teacher 

efficacy are concerned.  
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