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Abstract—In the teaching domain, self-efficacy (SE) is related to teachers’ judgment about their own ability to achieve
learning outcomes and student engagement. SE is formed by four sources of information: mastery experiences, vicarious
experiences, social persuasion, and psychophysiological states. We measured and analyzed SE and its sources for tea-
ching physical education. Student teachers (n = 114) from three universities responded to two Likert scales — Physical
Education Teacher Self-Efficacy Scale and Teacher Self-Efficacy Scale Sources —and a social demographic questionnaire.
SE for teaching was classified as moderate, and vicarious experiences and social persuasion were the main sources of
information. Results were discussed for future researches related to teaching practices in undergraduate programs as
well as in-service teacher training.

Keywords: self-efficacy, teacher training, physical education

Resumo—“Forga ¢ origem de crengas na autoeficacia de estagiarios em educagdo fisica.” No dominio do ensino, a
autoeficacia (AE) esta relacionada com o julgamento dos professores sobre a sua propria capacidade para atingir resul-
tados de aprendizagem e engajamento dos alunos. AE ¢ formada por quatro fontes de informagao: experiéncias diretas,
experiéncias vicarias, persuasdo social e estados psicofisiologicos. No6s medimos e analisamos a AE e suas origens para
o ensino de educacao fisica. Estagiarios (n = 114) de trés universidades responderam a duas escalas de Likert — Escala de
Autoeficacia do Professor de Educacéo Fisica ¢ Escala de Fontes de Autoeficacia, ¢ a um questionario sociodemografico.
AE para o ensino foi classificada em grau moderado; experiéncias vicarias e persuasdo social foram as principais fontes
de informacgéao. Os resultados foram discutidos para futuras investigagdes relacionadas com as praticas de ensino em
cursos de graduagdo, bem como em programas de formagao de professores em servico.

Palavras-chave: autoeficacia, formagao de professor, educacao fisica

Resumen—Fuerza y el origen de las creencias en aprendices auto-eficacia en la educacion fisica.” En el campo de
la ensefianza, la auto-eficacia (AE) se relaciona con el juicio de los docentes sobre su propia capacidad de lograr los
resultados del aprendizaje y la participacion de los estudiantes. AE esta formada por cuatro fuentes: las experiencias de
maestria, las experiencias vicarias, persuasion social y estados psico-fisiologicos. Se midio y analiz6 la AE y sus fuentes
para la enseflanza de la educacion fisica. Los aprendices (n = 114) de tres universidades respondieron a dos escalas tipo
Likert - Escala de Auto-eficacia del Profesor de Educacion Fisica y Escala de Fuentes de Auto-eficacia, y un cuestionario
socio demografico. AE para la ensefianza fue clasificado como moderado, y las experiencias vicarias y persuasion social
fueron las principales fuentes de informacion. Se discuten los resultados para futuras investigaciones relacionadas con
las practicas de ensefianza en los cursos de pregrado, asi como programas de capacitacion para maestros en servicio.

Palabras clave: auto-eficacia, formacion de docentes, educacion fisica

Introduction

DOI: dx.doi.org/10.1590/51980-65742014000200003

Teaching is a complex, multifaceted, and dynamic process. The
complexity stems from the intrinsic relationships among diffe-
rent variables involved in the process, as well as from and the
extent to which they affect teaching. These variables are directly
interconnected with the education context and with the people
who are involved in. These variables also add to intentionality
and the ability of making things happen.

As indicated by a set of studies about teachers’ beliefs (Gi-
bbs, 2003; Pajares, 1992), teachers must learn how to address
the substantial cognitive, emotional, and practical demands that
result from the relationships among interpersonal behaviors,

environmental behaviors, and their own behaviors during the
teaching process. Managing these demands requires that tea-
chers have specific knowledge and skills, and that they believe
in their own abilities to be resilient and persistent in the face of
challenges (Fives & Buehl, 2008). Furthermore, teachers must
innovate to introduce new solutions to old problems by using
different approaches and by being willing to take risks. Studies
in different areas of knowledge reaffirm the role of beliefs
and the challenges of teaching practices (Cheng, Chan, Tan,
& Cheng, 2009; McDonnough & Matkins, 2010). In the field
of physical education (PE), some of these challenges include:
teaching students with different levels of learning abilities and
skills; teaching content related to exercise, fitness, dance, sports,
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and games; the actual condition of physical inactivity of some
high school students; poor school infrastructure; low levels of
student participation in classes; and low levels of student effort
(Martin & Kulinna, 2003; Marshall & Hardman, 2000).

In Brazil, the PE curricula in the elementary and secondary
schools are diverse, and there is no consensus among gover-
nment policy, national standards, teachers, and professional
associations about curricula (Iaochite, 2007). Therefore, while
teaching in scholl, PE teachers must be aware about the multiple
contributions of their roles. They must believe that they can
overcome obstacles in order to make such contributions (self
-efficacy), and that they can achieve high standards when they
are teaching. Supported by consistent theoretical and empirical
findings, this study follows the framework of social cognitive
theory and, in particular, the construct of self-efficacy proposed
by Albert Bandura (1986, 1997). According to Bandura (1997),
self-efficacy is the main mechanism that influences “beliefs in
one’s abilities to organize and execute the courses of action
required to produce given attainments.” (p. 3) According to
Bandura, “perceived self-efficacy is not a belief about the skills
one has, but about the belief of what one can do under diffe-
rent conditions with the skills he possesses” (p. 37). Bandura
(1997) postulated that there are four sources in the construction
of self-efficacy beliefs: a) mastery experiences, b) vicarious
experiences, c) verbal persuasion, and d) physiological and
affective states related to the activity performed.

In the field of education, specifically in studies of teaching,
a teacher’s self-efficacy is understood as a “judgment of his
or her capabilities to bring about desired outcomes of student
engagement and learning, even among those students who may
be difficult or unmotivated” (Tschannen-Moran & Woolfolk
Hoy, 2001, p.783). Among the sources for the construction
of teacher self-efficacy, the mastery experiences of student
teachers constitute the most effective way of creating a strong
sense of efficacy. One important aspect of this source is that it
extends beyond the results achieved in fulfilling a task to pro-
vide information about abilities rather than simply information
about performance. A second source is the observation of social
models. Observing other student teachers teaching classes and
watching movies and videos related to teaching are examples
of how this source can contribute to build teacher self-efficacy.
According to Tschannen-Moran, Woolfolk Hoy, and Hoy (1998),
teachers who are regarded as models of success demonstrate that
teaching is a task that can be performed effectively. Also, they
demonstrate which factors related to personnel and contexts are
relevant to the promotion of self-efficacy beliefs.

The constant dialogue among supervisors, student teachers,
and teachers is a type of verbal persuasion whose goal is to
provide feedback, guidelines, praise, and other commentary that
may facilitate self-assertion and create incentives to develop
both teaching skills and self-efficacy beliefs. Regarding the
third source of self-efficacy beliefs, Bandura (1997) affirms that
the impact of persuasion in constructing these beliefs depends
on the credibility, knowledge, and experience of the activity’s
persuasive source.

Physiological and affective or psychophysiological states are
the last source of information for the construction of self-effi-
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cacy beliefs. Levels of arousal, fatigue, stress, anxiety, tension,
pain, and mood states are signals that alter the perception of
self-efficacy. They directly affect people’s judgments about
their own abilities to accomplish a given task (Bandura, 1997).
The interpretation of these reactions tends to influence the
mobilization of efforts to perform a given task (Mulholland &
Wallace, 2001; Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998).

Although the number of investigations on this issue has
increased over the last decade (Klassen, Tze, Betts, & Gordon,
2011), few studies have examined the strength, effects, and
sources of self-efficacy in PE (Martin et al., 2008). Martin et
al. (2004) found that teachers with strong self-efficacy had a
strong intention in continuing to teach classes that were active,
even with students who were unwilling to practice. In addition,
teachers who had greater beliefs in their own self-efficacy re-
ported more favorable attitudes toward education and expressed
a greater feeling of control compared with teachers who were
less self-efficacious. Teacher self-efficacy studies have found
positive associations between teachers with high perceptions
of self-efficacy and continuity in their teaching careers as well
as their openness to the use of new technologies (Iaochite et
al., 2011; Moseley et al., 2003; Vannata & Fordham, 2004;
Watson, 2006).

In the context of teacher training, studies have found strong
correlations among self-efficacy, teaching (Bordelon et. al.,
2012; Hughes & Chen, 2011), and sources of self-efficacy
(O’Neill & Stephenson, 2012). These studies examine various
fields, such as biology and mathematics, but few studies have
explored the field of PE (Silva, laochite, & Azzi, 2010; Martin
et al., 2004) to specifically consider the role of teachers’ self-e-
fficacy beliefs and the results of previous studies on academic
performance, teachers’ engagement, and the use of various
methodological strategies (Mordal-Moen & Green, 2012).

Therefore, this study focuses on teaching practices in PE and
aims to identify and analyze the strength and sources of teacher
self-efficacy in teacher training. We also aim to correlate sources
of self-efficacy with contextual variables.

Methodology

Context and participants

The participants included 114 senior PE student teachers
(M = 24.6 £ 4.92 years old) from three private institutions
in Sao Paulo State, Brazil. Of the participants, 54.4% were
male, and 45.6% were female. The teachers underwent 14-16
hours per week of training activities; 56.6% of the participants
performed teaching activities in public schools, and 43.4%
performed teaching activities at private schools. The majority
of the student teachers (94.7%) served as trainees in urban
public and private schools at the elementary level. There were
no differences in curricula, content, or workload among the
curriculum-supervised institutions. According to Brazilian
law (Brasil, 2002), teachers must have 400 hours of student
training, during the last four semesters (pre-service training).
This process is designed to promote the articulation of different
practices from an interdisciplinary perspective and offers student
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teacher activities such as observation and teaching practices at
schools and supervised group discussion in university classes.
Participants were involved in tasks such as class observation and
class regency at schools and their veteran teacher twice weekly
for seven months in 2009. Each institution had the autonomy
to conduct this process the way they see fit. Therefore, certain
differences related to the management of teacher training by
each institution were based on how they established the criteria
of organization and assessment of the activities.

Instruments

Teaching self-efficacy was assessed by the Teachers’ Sense of
Efficacy (TSE) scale (Tschannen-Moran & Woolfolk Hoy, 2001).
This scale uses a Likert scale on a continuum from 1 (nothing at
all) to 6 (a great deal) and consists of 24 items distributed among
three dimensions. The “efficacy for student engagement” dimen-
sion (ESE) measures belief in the ability to mediate and mobilize
students to perform activities (oo =.91). A typical question is, “How
much can you do to help your students think critically?”” The “ef-
fectiveness for instructional strategies” dimension (EIS) measures
belief in the ability to develop strategies to promote thinking and
learning in students (o. =.90). A typical question is, “How well can
you provide appropriate challenges for very capable students?”
Finally, the “efficacy for classroom management” dimension
(ECM) measures belief in the ability to manage the development
of teaching activities (o = .86). A typical question is, “How much
can you do to calm a student who is disruptive or noisy?”’

To investigate the sources of teacher self-efficacy, the Sour-
ces of Self-Efficacy (SSES) scale was used. This instrument is
a Likert scale consisting of 16 statements related to the four
sources of self-efficacy (Iaochite & Azzi, 2012). The instrument
considers a continuum from | (completely false) to 6 (com-
pletely true). The scale consists of four dimensions (o = .81)
that correspond to the postulates of Bandura (1997): mastery
experience — SME (o = .58), vicarious experience — SVE (a
= .58), verbal persuasion — SVP (o = .75), and physiological
and affective states — SPAS (o = .78). Examples of items for
each respective dimension include the following: “The mastery
experiences of my teaching practice affect what I think about

my ability to teach,” “Observing skilled teachers teaching con-
tributes to what I think about my ability to teach,” “Receiving
feedback from my students evaluating my teaching practice
influences what I think about my ability to teach,” and “Changes
in my mood during my practice as a teacher affect what I think
about my ability to teach.”

Finally, to assess the contextual variables, we used a 4-point
Likert scale ranging from 1 (nothing) to 4 (a great deal), with
four items related to infrastructure/facilities, administrative
support, peer support, and preparation for teaching. Examples
included, “I feel supported by my colleagues during the teacher
training session” and “School facilities were sufficient to teach
students in my class.”

Data collection and analysis

College professors responsible for the courses related to
curriculum from three PE undergraduate programs in Vale do
Paraiba (east of Sao Paulo state) supervised the training courses.
These professors were contacted personally and by e-mail. The
purpose of the study was explained, and permission for data col-
lection was required. The student teachers were informed about
the study, and permission was obtained using a signed consent
form that was approved by the Institutional Ethics Committee
from the University of Taubaté (CEP/UNITAU 31206). After the
student teachers signed the consent form, data were collected in
one session during a supervised class at the university. Data were
analyzed using descriptive statistics that were calculated using
the Statistical Package for the Social Sciences software, v. 17.

Results

Scores and levels of self-efficacy and sources of self-
efficacy

Table 1 shows the results related to the strength of self-ef-
ficacy and its sources for teaching. The score range of the TSE
and its dimensions indicate similar values and similar variability
in both the TSE scale (M = 3.95, SD = 0.76) and its dimen-

Table 1. Descriptive measures and frequencies of teacher self-efficacy and its dimensions by strength levels (n=114).

Scales Descriptive Measures Levels (1)

Min Med Max M SD Low Moderate High
TSE 1.35 406 517 395 0.76 12.2% 76.5% 11.2%
EIS 1.39  4.08 534 399 078 12.8% 77.1% 10.1%
ECM 1.39  4.01 516 390 0.73 12.5% 76.0% 11.5%
ESE 1.27 414 533 402 0.83 13.6% 73.6% 12.7%
SME 1.63 319 488 3.5 0.68 16.2% 70.3% 13.5%
SVE 1.06 388 488 380 0.74 15.9% 66.4% 17.7%
Svp 1.63 3.63 488 3.62 0.67 16.1% 66.1% 17.9%
SPAS 131 3.62 488 352 0.72 18.0% 67.6% 14.4%

Note: (1) Frequencies of student teachers with low scores (< M-SD), moderate scores (>
M-SD and <M + SD) and high scores (> M + SD), Min - minimum value, Med - median,
Max - maximum value, M - mean, SD - standard deviation.
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Table 2 . Scores of teacher self-efficacy and its sources by gender and type of institution (n=114).

Scales Gender Type of institution
Female Male P Public Privative P
(n=62) (n=52) (n = 60) (n =46)
TSE 3.94 (0.67) 3.96 (0.85) 0.865 .3.87(0.77) 4.03 (0.74) 0.329
EIS 3.96 (0.72) 4.03 (0.84) 0.627 3.91 (0.80) 4.09 (0.78) 0.270
ECM 3.89 (0.68) 3.91 (0.80) 0.929 3.81(0.74) 4.00 (0.71) 0.194
ESE 4.00 (0.76) 4.03 (0.93) 0.865 3.98 (0.90) 4.06 (0.76) 0.616
SME 3.17 (0.66) 3.13(0.71) 0.752 3.08 (0.67) 3.21 (0.66) 0.326
SVE 3.68 (0.79) 3.94 (0.67) 0.071 3.75(0.78) 3.88 (0.63) 0.343
Svp 3.59(0.70) 3.66 (0.63) 0.606 3.57 (0.69) 3.71 (0.60) 0.273
SPAS 3.59 (0.69) 3.43(0.74) 0.259 3.51(0.63) 3.44 (0.81) 0.587

Note: Values expressed as the mean (standard deviation); p - significance value of Student’s ¢ test.

sions: EIS (M =3.99, SD =0.78), ECM (M =3.90, SD =0.73)
and ESE (M = 4.02, SD = 0.83). Regarding the classification
according to the self-efficacy scores, on the TSE scale, 12.2%
of the student teachers scored at a low level, 76.5% scored at a
moderate level, and 12.2% scored at a high level. For sources
of self-efficacy, the SME showed lower mean scores (M =3.15,
SD =0.68). The lowest percentage of student teachers had high
scores (13.5%), and most of the student teachers had moderate
scores (70.3%). The student teachers had similar scores for other
sources, with higher scores on the EVS (M =3.80, SD = 0.74).
The percentage of student teachers with a high score was higher
for the EVS (17.7%) and SVP (17.9%) sources.

Sources of self-efficacy and self-efficacy by gender and
type of institution

Table 2 shows the mean values and standard deviations of
the scores and sources of self-efficacy as well as the significan-
ce values according to Student’s t test by gender and type of
institution. Males presented higher mean scores than females
on the TSE scale and its dimensions; however, the differences
were not statistically significant (p > 0.05). The sources of
self-efficacy also showed no significant differences (p > 0.05)
between genders and between the two types of institutions.

The student teachers in the private educational institutions
had slightly higher average scores than public school student
teachers on the self-efficacy scales, but the difference was not
statistically significant (»p > 0.05). For sources of self-efficacy,
the student teachers from private schools had higher average
scores on the EMS, EVS, and SVP scales, verifying the SPAS
on the opposite scale. In this case, the differences were not
statistically significant for all sources (p> 0.05).

Correlation between self-efficacy and self-efficacy
source with the context variables

The Spearman coefficients (Table 3) show that the correla-
tions between sources of self-efficacy are all positive, indica-
ting a slightly increasing trend with the scores of the context
variables. However, none of the correlations was statistically
significant. The highest correlations were between the SVP and
infrastructure (r = 0.18, p > 0.05), support (»=0.16, p > 0.05),
and general context (= 0.17, p > 0.05).

With regard to self-efficacy, there was statistical evidence
of a positive correlation of low intensity with some of the con-
textual variables, indicating a trend of increasing self-efficacy
scores among these variables. Total self-efficacy was correla-
ted with preparation for teaching (» = 0.24, p < 0.05) and the

Table 3. Spearman correlation coefficients on teacher self-efficacy and its dimensions, sources of teacher self-efficacy, and context variables (n=114).

Infrastructure/ Administrative Peer Professional General

Facilities Support Support Preparation Context
TSE 0.043 0.132 0.163 0.249* 0.211*
EIS -0.052 0.086 0.030 0.199% 0.085
ECM 0.039 0.190 0.203* 0.191 0.228*
ESE 0.047 0.168 0.238% 0.287* 0.280%
SME 0.056 0.148 0.163 0.067 0.160
SVE 0.126 0.010 0.058 0.154 0.092
SvVp 0.184 0.167 0.126 0.003 0.170
SPAS 0.013 0.007 0.063 0.055 0.027

Note: r — Spearman correlation coefficient; *p < 0.05.
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general context (» = 0.21, p < 0.05) variables. There was also
a significant correlation between the EIS and preparation for
teaching ( = 0.19, p < 0.05) and between the ECM and peer
support variables (= 0.203, p < 0.05) and general context (r =
0.22, p <0.05). The ESE is the dimension showed a low corre-
lation with the following variables: peer support (» = 0.23, p <
0.05), preparation for teaching (= 0.28, p <0.05), and general
context (r = 0.28, p <0.05).

Discussion

In this study, we aimed to identify and analyze the strength
of beliefs in self-efficacy regarding teaching and the sources of
this belief among PE student teachers. This investigation began
with the assumption that identifying self-efficacy for teaching
and its sources in student teachers is the first step in adjusting
and improving teachers’ perceptions of their ability to teach.

The results indicate a moderate level of self-efficacy beliefs
about teaching among the Brazilian student teachers who par-
ticipated in this study. These results are consistent with other
studies showing that self-efficacy beliefs regarding teaching
among student teachers are above average (Iaochite et al., 2011;
Moseley et al., 2003). For example, in their investigation of the
effects of teaching science on self-efficacy with respect to the
teaching and classroom management of Turkish pre-service
elementary teachers, Yilmaz and Cavas (2008) found that ne-
arly all participants had moderate to high self-efficacy beliefs
regarding teaching. Similar results were found in a study by
Poulou (2007) with 198 fourth-year students from primary
education departments in Greece. These students obtained high
scores for the ESE dimension and similar scores for the EIS
and ECM dimensions. In a study of science student teachers
in Malaysia, Bakar et al. (2008) reported that the highest level
of self-efficacy for teaching was linked to the ESE dimension
and that all dimensions of teacher self-efficacy were positively
correlated with the preparatory course.

In studying the progressive development of self-efficacy
beliefs among student teachers of American agricultural science,
Harlin et al. (2007) found high self-efficacy beliefs at the begin-
ning of the semester (with no teaching experience). Throughout
the teaching experience, the scores decreased and then increased
at the end of teaching practice. Studies of PE teachers in diffe-
rent institutions of higher education have found similar results.
In general, the scores range from “some influence” to “quite a
bit” (5 to 7 points). Silva, laochite, and Azzi (2010) conducted
a study with student teachers from four private institutions that
resulted in a mean score that was slightly higher than average
for the dimensions of instructional strategies and student enga-
gement in relation to classroom management.

In the area of teaching PE or studies that include in-service
workshops for PE teachers, the scores for perceived efficacy
related to teaching have been found to be moderate to high
(Onofre, Carreiro da Costa, & Marcelo, 2001; Iaochite, 2007,
Martin, & Kulinna, 2005).

However, more important than identifying the strength of
teaching self-efficacy in teachers is to determine how this belief'is
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fostered. Reports from teachers indicate that the perceived ability
to teach is based upon information gathered from various sources,
such as experiences of successes and failures related to the role
of being a teacher and teachers’ perceptions of these experiences.
Self-confidence is also developed based on feedback received from
students and supervisors, the observations of colleagues teaching
classes, and the combination of these and other information sources
related to the task of teaching and the context in which teaching
occurs. Bandura (1997) argues that self-efficacy beliefs “are the
product of cognitive processing of diverse sources of efficacy
information conveyed enactively, vicariously, socially, and physio-
logically. Once formed, efficacy beliefs contribute to the quality of
human functioning in diverse ways.” (p. 115)

The results of the present study show that, among the sources
postulated by Bandura (1997), situations related to vicarious ex-
perience and verbal persuasion had the highest averages, which
conflicts with the results obtained by Poulou (2007). One possible
explanation for this difference is that the student teachers in our
study had few opportunities to directly practice teaching because
most schools did not allow student teachers to lead classes. This
restriction may explain the low score obtained for the set of situa-
tions related to mastery experience. Among the opportunities that
a teacher training program may offer, observation and dialogue
with teachers at the school were the most commonly performed
activities. Observing good teachers, particularly those with
similar characteristics as the observer, contributes to increased
teacher self-efficacy beliefs (Bandura, 1997; Tschannen-Moran
& McMaster, 2009). However, observing actions that are not
appropriate for teaching—with careful consideration of how these
actions may be related to different pedagogical approaches—can
also influence student teachers’ perceptions of their abilities to
use approaches that differ from those of the observed model.
According to Schunk (1987, in Usher and Pajares, 2008), “they
(students) are most likely to alter their beliefs following the mo-
del’s success or failure to the degree that they feel similar to the
model in the area in question.” (p. 89)

In the present investigation, vicarious experience was positi-
vely, but weakly associated with teacher self-efficacy. This result
is similar to the results in Mulholland and Wallace (2001), which
reports on a longitudinal case study of a beginning elementary
teacher during her transition from preservice to inservice tea-
ching. Additionally, Bandura (1997) notes that self-efficacy is
especially sensitive to vicarious experience in circumstances or
situations where people are inexperienced or uncertain about
their own capabilities. Due to their social nature, schools are
one of the most significant spaces for the construction and
development of knowledge, abilities, and self-efficacy beliefs,
especially because school is an environment that consistently
allows learning by modeling.

Another positive weak, although not significant correlation,
was related to the source of mastery experience. These results
are partially consistent with data from other investigations
(Mulholland & Wallace, 2001; Poulou, 2007). With regard to
this source, the fact that the student teachers, for the most part,
could not directly experience teaching at the schools may have
contributed to the low score and weak correlation for this source
in this investigation.
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This study found a positive and weak correlation between
physiological and affective states and teacher self-efficacy for
the total scale and two of the three dimensions. O’Neill and
Stephenson (2012) and Poulou (2007) found a weak correla-
tion between sources of information and dimensions of teacher
self-efficacy, particularly the physiological and affective states.
Despite the weak correlation, this result encourages future stu-
dies that might better explain these relationships (Palmer, 2011).

Finally, although teacher self-efficacy and its sources had
a weak positive correlation with the contextual variables, peer
support and preparation for teaching were significantly corre-
lated with teacher self-efficacy. A similar result was found by
Gaudreau et al. (2013), who examined a training program in
classroom management in relation to the self-efficacy of ele-
mentary school teachers. In this study, teachers who showed
a high level of self-efficacy reported that peer support and a
collaborative approach developed during the training program
were important factors in their increased belief in their efficacy.
Similarly, in a systematic literature review, van Dinther, Dochy,
and Segers (2011) found that educational programs had the
potential to enhance students’ self-efficacy and that educational
programs based on social cognitive theory proved to be parti-
cularly successful in this area for several fields of knowledge.

Moreover, through these associations, it is possible to con-
firm the theoretical postulation that the development of belief
occurs through different pathways because it depends on a
teacher’s assessment of the task of teaching and the skills that
must be performed to execute that task under existing conditions
(Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998). Thus, the
way that each source relates to (impacts) self-efficacy depends
on the cognitive processing of this information (i.e., what is
remembered and the value (meaning) that the teacher places
on the remembered information). Bandura (1997) explains that
the sources of efficacy vary in the degree of their information,
interaction, and complexity with respect to the evaluation of
self-efficacy. Furthermore, Bandura suggests that the role of
sources in the development of self-efficacy beliefs may be linear
(i.e., the higher the contribution of a factor, the higher the self
-efficacy) or curvilinear (i.e., a moderate level is more adequate
than low or high levels). For example, given the contribution
of mastery experiences as a source of information contributing
to a teacher’s perception of his/her teaching ability, it is likely
that the more meaningful and positive experiences a teacher
has, the higher his/her self-efficacy will be.

In summary, the results of our study demonstrate the sce-
nario that trainees experience from the moment they step into
the schools and begin the supervised training program. When
they teach in real situations, their judgments about their effi-
cacy are strong; thus, classroom management emerges as the
most challenging dimension. Furthermore, when reflecting on
the construction of these beliefs, vicarious experience and per-
suasion are important sources of teacher self-efficacy because
they provide different possibilities for teachers to learn from
one another and to receive feedback both from their supervisor
(in a university) and from collaborating teachers in the schools.

Finally, the correlations among teacher self-efficacy, its
sources, and its contextual variables, although weak, indicate

148

that context as well as undergraduate preparation could be asso-
ciated to self-efficacy judgments of student teachers. The ability
to learn from peers and from observational learning situations is
a prominent aspect of the dimensions of classroom management
and student engagement.

Conclusions

In this study, we aimed to measure and analyze self-efficacy
and the sources of this belief among student teachers. Conside-
ring that teachers’ knowledge, attitudes, and teaching practices
are mediated by their thoughts and beliefs, Gibbs (2003) affirms
that teacher training programs should recognize that student
teachers need to improve their cognitive capacities to self-re-
flect, self-motivate, and self-regulate to develop competence
in exercising control of their thinking, behavior, and emotions.

As observed in our study, vicarious experiences and verbal
persuasion are important sources of self-efficacy. However, as an
information source of self-efficacy, teaching mastery experience
should be considered a valuable opportunity to develop strong
self-efficacy beliefs about teaching in different contexts. Tea-
cher education programs should encourage student teachers to
create and develop teaching practices in situations of increasing
complexity when teaching elementary and secondary classes,
to express confidence in themselves, and to continue to learn
to become competent teachers.

As several studies have noted (Kaya, Lundeen, & Wolfgang,
2010; Oh etal., 2005; Ylmaz & Cavas, 2008), teacher education
program activities should strengthen the experiences of teaching
practice to reduce the distance between theory and practice.
Ylmaz and Cavas (2008) emphasize that understanding the
role of self-efficacy and classroom management can enhance
the role of teachers in the university during their initial training.

In relation to the study of self-efficacy beliefs, their sour-
ces, and the context in which future teachers acquire teaching
experiences, some studies have showed may increase the level
of commitment to teaching (Oh et al., 2005), promote resilience
(Tait, 2008), and reduce the dropout rates of beginning teachers.

With regard the teacher identity, Lamote and Engels (2010)
highlight the need to build the professional identities of future
teachers during training, leading them to explore, articulate their
perceptions, strengthen their self-efficacy, create opportunities
to experience the complexity of practice, and provide frequent
and systematic support. As discussed above, depending on how
teachers and supervisors select, organize, and manage multiple
factors involved in the teaching and learning processes, the ex-
periences of teacher training can provide excellent opportunities
to extend beyond these conditions and build high self-efficacy
beliefs and other self-beliefs, especially in relation to classroom
management. The use of observational learning principles may
offer relevant contributions in this area.

With respect to future investigations, Pajares (1992) and
Usher and Pajares (2008) indicate that qualitative approaches,
such as ethnography, classroom observations, interview tech-
niques, journal entries, and reflective writings, when conduc-
ted over time, might open new perspectives for research on
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self-efficacy beliefs, their role in teacher education, the way
these self-beliefs are shaped, and the implications for teaching
practice in PE classes at school.

References

Bakar, A., Konting, M.M., Jamian, R., & Lyndon, N. (2008). Teaching
efficacy of University Putra Malaysia science student teachers.
College Student Journal, 42 (2), 493-509.

Bandura, A. (1986). Social foundations of thought and action: A social
cognitive theory. New Jersey: Prentice-Hall Inc., Englewood Cliffs.

Bandura, A. (1997). Self-efficacy: The exercise of control. New York:
Freeman.

Bordelon, T. D., Phillips, 1., Parkison, P. T., Thomas, J., & Howell, C.
(2012). Teacher efficacy: How teachers rate themselves and how
students rate their teachers. Action in Teacher Education, 34(1),
14-25. doi: http://www.dx.doi.org/10.1080/01626620.2012.642282

Brasil (2002). Conselho Nacional de Educagao. Resolu¢do CNE/CP
n. 1, de 18 de fevereiro de 2002.

Cheng, M.M.H., Cha, K-W., Tang, S.Y.F., & Cheng, A.Y.N. (2008).
Pre-service teacher education students’ epistemological beliefs and
their conceptions of teaching. Teaching and Teacher Education,
25(2), 319-327. doi: http://dx.doi.org/10.1016/j.tate.2008.09.018

Fives, H. & Buehl, M.M. (2008). What do teachers believe? Developing
a framework for examining beliefs about teachers’ knowledge and
ability. Contemporary Educational Psychology, 33,134-176. doi:
http://www.dx.doi.org/10.1016/j.cedpsych.2008.01.001

Gaudreau, N., Royer, E., Frenette, E., Beaumont, C., & Flanagan, T.
(2013). Classroom Behaviour Management: The effects of in-ser-
vice training on elementary teachers’ self-efficacy beliefs. Revue
des sciences de |’éducation de McGill, 48(2), 359-382. doi: http://
dx.doi.org/10.7202/1020976ar

Gibbs, C. (2003). Explaining effective teaching: self-efficacy and thou-
ght control of action. Journal, of Educational Enquiry, 4 (2), 1-14.

Harlin, J. F., Roberts, T. G., Briers, G. E., Mowen, D. L., & Edgar,
D. W. (2007). A longitudinal examination of teaching efficacy of
Agricultural science student teachers at four different institutions.
Journal of Agricultural Education, 48 (3),78-90.

Hughes, J. N., & Chen, Q. (2011). Reciprocal effects of student—teacher
and student—peer relatedness: Effects on academic self-Effica-
cy. Journal of applied developmental psychology, 32(5), 278-287.

laochite, R. T. (2007). Physical Education teacher’s self-efficacy. Dis-
sertation — Doctor of Philosophy (Faculty of Education). Campinas:
State University of Campinas.

laochite, R.T., Azzi, R.G.; Polydoro, S.A.J., & Winterstein, P.J. (2011).
Self-efficacy, satisfaction and disposition to continue in teaching
practice for Physical Education teachers. Revista Brasileira de Ci-
éncias do Esporte, 33(4), 825-839. doi: http://dx.doi.org/10.1590/
S0101-32892011000400003

laochite, R.T. & Azzi, RG. (2012). Teacher self-efficacy source’s scale:
exploratory study with Physical Education teachers. Psychology
Argument Journal, 30(71), 659-669. doi: http://dx.doi.org/10.7213/
psicol.argum.7472

Kaya, S., Lundeen, C., & Wolfgang, C. H. (2010). Discipline orienta-
tions of pre-service teachers before and after student teaching. 7e-
aching Education, 21(2), 157-169.

Klassen, R.M., Tze, V.M.C., Betts, S.M., & Gordon, K.A. (2011). Tea-
cher efficacy research 1998-2009: signs of progress or unfulfilled
promise? Educational Psychology Review,23, 21-43. doi: http://
dx.doi.org/10.1007/s10648-010-9141-8

Lamote, C., & Engels, N. (2010). The development of student teachers’
professional identity. European Journal of Teacher Education,

Motriz, Rio Claro, v.20 n.2, p.143-150, Apr./Jun., 2014

33(1), 3-18. doi: http://dx.doi.org/10.1080/02619760903457735

Marshall, J., & Hardman, K. (2000). The state and status of Physical
Education in schools in international context. European Physical
Education Review, 6(10), 203-229.

Martin, J. J., & Kulinna, P. H. (2003). The development of a Physical
Education teachers’ physical activity self-efficacy instrument. Jour-
nal of Teaching in Physical Education, 22(2), 219-232.

Martin, J. J., & Kulinna, P. H. (2004). Self-efficacy theory and the
theory of planned behavior: teaching physically active physical
education classes. Research Quarterly for Exercise and Sport,
75(3), 288-297. doi: http://www.dx.doi.org/10.1080/02701367.2
004.10609161

Martin, J.J., & Kulinna, P.H. (2005). A social cognitive perspective of
physical-activity related behavior in Physical Education. Journal
of Teaching in Physical Education, 24, 265-282

Martin, J. J., McCaughtry, N., Kulinna, P. H., & Cothran, D. (2008).
The influences of professional development on teachers’ sel-
f-Efficacy toward educational change. Physical Education
and Sport Pedagogy, 13(2), 171-190. doi: http://www.dx.doi.
org/10.1080/17408980701345683

Moseley, C., Reinke, K., & Bookour, V. (2003). The effect of teaching
outdoor environment education on elementary pre-service teachers’
self-efficacy. Journal of Elementary Science,15(1), 1-14. doi:
http://www.dx.doi.org/10.1016/j.tate.2008.08.005

McDonnough, J.T., & Matkins, J.J. (2010). The role of field ex-
perience in elementary pre-service teachers’ self-efficacy and
ability to connect research to practice. School Sciences and Ma-
thematics, 110(1), 13-23. doi: http://www.dx.doi.ortg/10.1111/j.
1949-8594.2009.00003.x

Mordal-Moen, K., & Green, K. (2012). Physical education teacher
education in Norway: the perceptions of student teachers. Sport,
Education and Society, (ahead-of-print), 1-18.

Mulholland, J., & Wallace, J. (2001). Induction and elementary
science teaching: Enhancing self-efficacy. Teaching and Teacher
Education, 17(2), 243-61.

Oh, D. M., Ankers, A. M., Llamas, J. M., & Tomyoy, C. (2005). Im-
pact of pre-service student teaching experience on urban School
teachers. Journal of Instructional Psychology, 32(1), 82-98.

O’Neill, S., & Stephenson, J. (2012). Exploring Australian pre-service
teachers sense of efficacy, its sources, and some possible influen-
ces. Teaching and Teacher Education, 28(4), 535-545.

Onofre, M., Carreiro da Costa, F., & Marcelo, C.G. (2001). Practical
knowledge, self-efficacy, and quality of teaching: A multicase study
in PE teachers. Paper presented at AISEP International Congress,
Madeira, Portugal.

Pajares, F. (1992). Teachers’ beliefs and educational research: Cleaning
up a messy construct. Review of Educational Research, 62, 307-
332. doi: http://dx.doi.org/10.3102/00346543062003307

Palmer, D. (2011). Sources of efficacy information in an inservice pro-
gram for elementary teachers. Science Education, 95(4), 577-600.

Poulou, M. (2007). Personal teaching efficacy and its sources: Student
teachers’ perceptions. Educational Psychology, 27(2), 191-218.

Silva, A., laochite, R., & Azzi, R. (2010). Physical Education stu-
dent teachers’ self-efficacy beliefs. Motriz. Physical Education
Journal. UNESP, 16(4): 942-949. http://dx.doi.org/10.5016/
1980-6574.2010v16n4p942

Tait, M. (2008). Resilience as a contributor to novice teacher success, com-
mitment, and retention. Teacher Education Quarterly, 35(4), 57-75.

Tschannen-Moran, M., & McMaster, P. (2009). Sources of self-efficacy:
Four professional development formats and their relationship to
self-efficacy and implementation of a new teaching strategy. The
Elementary School Journal, 110(2), 228-45.

Tschannen-Moran, M., Woolfolk Hoy, A., & Hoy, W.K. (1998). Tea-

149



R.T. laochite & S.S. Neto

cher Efficacy: Its Meaning and Measure. Review of Educational
Research, 68(2), 202-248.

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy:
capturing an elusive construct. Teaching and Teacher Education,
7, p.783-805.

Tschannen-Moran, M., Woolfolk Hoy, A., & Hoy, W.K. (1998). Te-
acher efficacy: Its meaning and measure. Review of Educational
Research, 68(2), 202-248.

Usher, E. L., & Pajares, F. (2009). Sources of self-fficacy in mathematics:
A validation study. Contemporary Educational Psychology, 34(1),
p-89-101. doi: http://www.dx.doi.org/10.3102/0034654308321456

van Dinther, M., Dochy, F., & Seger, M. (2011). Factors affecting
students’ self-efficacy in higer education. Educational Resear-
ch Review, 6(2), 95-108. doi: http://dx.doi.org/10.1016/j.edu-
rev.2010.10.003

Vannatta, R. A., & Fordham, N. (2004). Teacher dispositions as
predictors of classroom technology use. Journal of Research on
Technology in Education, 36(3), 253-272.

Watson, G. (2006). Technology professional development: Long-term
effects on teacher self-efficacy. Journal of Technology and Teacher
Education, 14(1), 151-166.

Yilmaz, H., & ¢avas, P.H. (2008). The effect of the teaching practice
on pre-service elementary teachers’ science teaching efficacy
classroom management beliefs. Eurasia Journal of Mathematics,
Science & Technology Education, 4(1), p.45-54.

Authors’ note

Roberto Tadeu Iaochite and Samuel de Souza Neto are affiliated with the
Department of Education, Sao Paulo State University at Rio Claro, Brazil.

150

Acknowledgments

We thank deeply to Ana Cecilia Maciel for reading and suggestions,
and to FUNDUNESP and PROPG for financial support.

Additional information

Part of this study was presented at 15™ International Study Association
on Teachers and Teaching Conference. University of Minho, Braga,
Portugal, July 6%, 2011.

Corresponding author

Roberto Tadeu laochite

State University of Sao Paulo
Av. 24 A, 1515. Bela Vista.
Rio Claro, Sao Paulo, Brazil.
13.506-900

Manuscript received on December 3, 2012
Manuscript accepted on January 21, 2014

Motriz. The Journal of Physical Education. UNESP. Rio Claro, SP, Brazil
- eISSN: 1980-6574 — under a license Creative Commons - Version 3.0

Motriz, Rio Claro, v.20 n.2, p.143-150, Apr./Jun., 2014



