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ABSTRACT 

 

 

SARAH ARY GRANT 

THE ROLES OF TEACHER SELF-EFFICACY AND SPIRITUALITY IN 

ELEMENTARY CLASSROOMS 

Under the direction of SHERAH B. CARR, Ph.D. 

 

 

Over half of teachers consider quitting the occupation before reaching the five-

year mark.  Within the United States, diverse student populations, little support from 

administrators, few opportunities for collaboration with fellow teachers, and lack of 

resources all contribute to the high percentages of teacher turnover.  Education research 

links heightened self-efficacy to teacher retention.  Additionally, spirituality appears to be 

a mediating factor to the stressors associated with the occupation.  However, little 

research exists on the reasons behind veteran teachers’ decisions to remain in the 

profession, specifically related to efficacy and spirituality.  

This qualitative case study explored the classroom practices of teachers with high 

self-efficacy and spirituality.  Participants were one kindergarten and one fifth-grade 

teacher who self-reported high scores on the Daily Spiritual Experience Scale and the 

Teachers’ Sense of Efficacy Scale.  Data included weekly observations and subsequent 

interviews with each teacher.  Data were analyzed using the constant comparative 

method. 

The results revealed four overarching themes: having a calling, knowing what 

works, committing to everyday successes, and maintaining relationships.  In addition, 



 

xiii 

the participants found distinct connections between their personal teaching efficacy and 

spirituality.  Recommendations for future research include qualitative and quantitative 

research on teachers with heightened efficacy and spirituality as well as how these 

constructs impact classroom practices and student success. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

Teaching is one of the most frustrating professions.  Teachers face challenging 

problems every single day: mandated curriculums, never ending paperwork, new 

initiatives, stressful classroom situations, student misbehavior, conflict with colleagues or 

administration, and numerous other obstacles.  There are long hours, problematic 

students, and demanding parents.  Teachers carry a heavy burden in the classroom, and in 

many ways, even when they are outside of their work environments.  Nicholas Ferroni 

(2016), a revered educator and historian, tweeted, “Educators are the only people who 

lose sleep over other people’s children.”  Teachers must endure the individual challenges 

that come with being an educator, as well the organizational challenges of the schools in 

which they teach.    

According to Seidel (2014), nearly half a million (15%) of teachers in the United 

States leave the profession each year.  More than 14% of teachers change schools after 

their first year, often because they feel overwhelmed, unsupported, and ineffective 

(Ingersoll & Smith, 2003; Smith & Ingersoll, 2004).  One difficulty facing teachers is 

classroom management.  According to a 2004 Public Agenda survey, 85% of teachers felt 

they were unprepared to manage problematic behaviors in their classroom.  In a different 

survey, Melnick and Meister (2008) found teachers with little experience were twice as 

likely to say that a student was a behavior problem in their classrooms.  
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An additional challenge for teachers is the lack of guidance or curricular 

resources.  Furthermore, teachers feel unsupported by colleagues.  In many studies, 

teachers felt they seldom received meaningful feedback or coaching from colleagues 

(Fry, 2007; McCormack, Gore, & Thomas, 2006).  Other challenges include standardized 

tests, student motivation, and the lingering problems associated with teacher attrition 

(Diamond, 2007; Fredricks, 2014; Sutcher, Darling-Hammond, & Carver-Thomas, 2016).  

Teachers must use personal strategies related to their confidence as well as coping 

mechanisms to cope in such an arduous occupation.    

Statement of the Problem 

Since the publication of A Nation at Risk, government mandates have led to 

implemented educational reforms that dictate instructional and curricular decisions inside 

of classrooms (National Commission of Excellence in Education, 1983).  Criticism of the 

reforms by a plethora of education professionals targets the focus on student achievement 

on state assessments.  Diamond (2007) found standardized test policies exerted a major 

influence on instruction for the worse and described how classrooms are becoming 

absorbed by the attention placed on the high stakes of standardized tests.  Diamond 

(2007) noted how, within the high-stakes testing atmosphere, the requirement to cover 

copious amounts of curriculum in a short amount of time inhibits the desire of many 

teachers to teach what is truly of grade-level importance.  In 2014, Ingersoll, Merrill, and 

Stuckey reported 41% of teachers leave the profession within the first five years.  

Furthermore, a survey conducted by Northwest Evaluation Association (NWEA, 2014) 

revealed nearly half of teachers consider leaving the profession due to standardized tests. 
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Standardized tests are becoming the backbone of schools despite research studies 

that confirm they might not be a true measure of a child’s intelligence (Kohn, 2000).  

Unfortunately, it is not only teachers who are unhappy with the mandated testing—

students also feel the pressure.  Abrams, Pedulla, and Madaus (2003) warned, “Not only 

can these highly pressured school environments have a negative impact on teachers, but 

they can also affect students negatively” (p. 26).  Data indicate students are less engaged 

and motivated than in the past (Gallup, 2014).  In 2014, a Gallup Student Poll of nearly a 

million U.S. students revealed 47% of students were disengaged.  Additionally, 

engagement levels showed a consistent decrease with the increase in student age.  While 

the survey found elementary students to be learning with a fairly positive tone, middle 

and high school students were far less engaged.  While 75% of 5th graders felt engaged, 

only 34% of 12th graders felt motivated to succeed.   

Research suggests low student motivation yields low achievement, high dropout 

rates, and increasing rates of student boredom and alienation (Chapman, Laid, Ifill, & 

KewalRamani, 2010; Fredricks, 2014).  Student motivation is a key contributor to 

learning and academic success in the classroom (Fredricks, Blumenfeld, & Paris, 2004; 

Wang & Fredricks, 2014; Wang & Holcome, 2010).  Green (2015) found the course 

content and an unsupportive class climate contributed to the lack of motivation in a 

school environment.  Therefore, a learner-centered pedagogy could be more successful 

than test-centered instruction (Green, 2015). 

In addition to the negative impacts on students, teachers reported how state testing 

has led them to compromise their thoughts of what represents the very best practice 
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(Abrams et al., 2003).  Similarly, Gunzenhauser (2003) argued, “High stakes testing may 

lead to a default in philosophy of education that holds in high regard a narrow bundle of 

knowledge and skills” (p. 51).  Standardized testing negatively impacts school culture, 

classroom environment, and teachers’ pedagogy (National Council of Teachers of 

English, 2014).   

The demands placed on teachers continue to increase as national mandates, local 

school board decisions, and regulatory agencies try to maintain the highest level of 

learning for all students.  While curriculum mandates are an imperative part of education, 

they do not address an even greater need for the profession—retaining valuable 

educators.  Teacher attrition is at an all-time high.  According to Riggs (2013), teachers 

leave the profession more often than any other occupation.  Currently, 90% of open 

teaching positions are the result of teachers who leave the profession.  More than two-

thirds of leavers depart before retirement age due to the dissatisfaction with their teaching 

conditions (Sutcher et al., 2016).  In fact, sadly, the highest rates of attrition occur in the 

earliest years of teaching (Guarino, Santibanez, & Daley, 2006).  For this reason, schools 

face impossible decisions to fill the openings they have year after year.  This leads to the 

accumulation of underqualified teachers, which eventually impacts student success and 

motivation to succeed (Ingersoll & Smith, 2003).   

More recently, teacher demand is on the rise (Sutcher et al., 2016).  Sutcher and 

colleagues (2016) reported, “A number of states greatly expanded emergency permits to 

allow hiring on untrained teachers to meet these demands—which is a classic definition 
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of a shortage” (para 1).  Dissatisfaction in the workplace and low compensation are just a 

few factors that contribute to teacher attrition.      

Purpose of the Study 

While testing mandates, unmotivated students, and teacher attrition are all items 

to consider, researchers need to look for specific reasoning that impacts a teacher’s 

decision to remain in the profession.  In reacting to the difficulties that come with being 

an educator, teachers bring their own unique characteristics.  Among the many variables 

impacting teachers’ reactions to adverse situations in the workplace, teaching efficacy has 

been recognized as one of the most powerful, individual characteristics of mediating a 

teacher’s attitude (Angelle & Teague, 2014; Brouwers & Welko, 2000; Pajares, 1996; 

Pedota, 2015; Tournaki & Podell, 2005; Tschannen-Moran & Hoy, 2007; Ware & 

Kitsantas, 2007).  Although teaching efficacy has been found to be a predictor of teaching 

proficiency, minimal research addresses the development of veteran teachers’ self-

efficacy within the classroom.  A recent Google Scholar search revealed twice as many 

articles related to novice/inexperienced teachers and self-efficacy than veteran teachers 

and self-efficacy.  Veteran teachers’ voices are rarely heard.  Many of the current 

policymakers have focused on understanding teacher attrition, rather than questioning 

why experienced teachers remain in the profession for extended periods of time (Cohen, 

2009).  In addition to this, research consistently focuses on the quantitative variables 

related to the self-efficacy of an educator.  For example, there are many studies on self-

efficacy involving teachers’ years of experience, gender, grade level, and various school 

characteristics (Goddard & Skrla, 2006; Klassen & Chui, 2010).   
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In addition to self-efficacy, spirituality is another means for teachers to maintain a 

productive classroom and cope with the challenges of the profession (Hartwick, 2014).  

Research findings suggest how the positive influence of spiritualty may relate to teachers’ 

self-efficacy when handling stressful situations.  More importantly, for many teachers, 

spirituality is a predictor of their decision to remain in the profession and cope with 

arduous classroom situations (Hartwick, 2014; Pajak & Blasé, 1989).  Furthermore, this 

does not appear to be an isolating experience for many teachers.  In one study, over half 

of the randomly sampled 317 teachers reported that they use prayer to handle their 

students, classroom experiences, and difficulties in the workplace (Hartwick, 2014).  

While the empirical studies outlining the relationship between teacher self-efficacy and 

spirituality are limited, the possibility of this dynamic assisting in teacher retention, best 

classroom practices, and coping mechanisms warranted examination.   

The overarching goal of this study was to explore what occurs inside of the 

classrooms of veteran teachers who demonstrate high ratings on scales that measure 

teacher self-efficacy and spirituality.  I sought to provide rich and thick descriptions of 

teachers’ perceptions and experiences relating to their teacher self-efficacy and 

spirituality in dealing with classroom practices and the challenges that come with 

providing quality instruction.  Figure 1 shows the dynamics related to the challenges of a 

teacher as well as how this study could show the connections between teacher 

perceptions of self-efficacy and spirituality in relation to these challenges. 
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Figure 1. Connections between educational challenges, self-efficacy, and spirituality 

inside of the classroom. 

 

 

Research Questions 

This research sought to discover how the roles of teacher self-efficacy and 

spirituality impact teachers’ classroom practices.  I investigated how teachers use self-

efficacy and spirituality to deal with the challenging demands that accompany their 

profession.  Additionally, I inquired into the roles that teacher self-efficacy and 

spirituality play in teachers’ perceptions of their abilities and effectiveness. 

The following central research question guided the study: What characterizes 

instruction in a classroom where the elementary teacher has high self-efficacy and 

spirituality?  

The central question generated the following two secondary questions: 

1. How do teacher self-efficacy and spirituality play a role in a teacher’s ability 

to cope with the demands and pressures of providing quality instruction? 
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2. What are teachers’ experiences of the connection between self-efficacy and 

spirituality? 

Theoretical Frameworks of the Study 

This study captured aspects of teachers’ self-efficacy in the classroom; therefore, 

it was grounded in the self-efficacy theory.  The following paragraphs describe how self-

efficacy theory, as well as Bandura’s work across disciplines, helps communicate the 

importance of efficacy.  Additionally, the literature related to spirituality and its potential 

for connections to efficacy are also discussed.    

Self-Efficacy Theory 

Albert Bandura (1977, 1986, 1997), the developer of the social cognitive theory, 

outlined the many ways efficacy beliefs impact behavior, thus inspiring researchers to 

explore how people’s beliefs about their capabilities influence their lives.  Self-efficacy 

refers to “perceived capabilities for learning and performing actions at designated levels” 

(Schunk & Pajares, 2009, p. 35).  Consequently, self-efficacy beliefs vary depending on 

the domain of functioning or the events surrounding the occurrence of a behavior 

(Bandura, 1997).  Self-efficacy reflects the confidence in one’s ability to exert control 

over motivation, behavior, or social aspects of one’s environment.  These cognitive self-

evaluations influence how humans experience various circumstances and control their 

reactions to various circumstances.  Within the self-efficacy theory (SET), efficacy 

beliefs “determine how people feel, think, motivate themselves, and behave” (Bandura, 

1994, p. 71).  A strong sense of efficacy enhances human accomplishments and well-

being, while people who doubt their capabilities avoid difficult tasks or view them as 
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threats.  The following section offers a detailed description of efficacy and explains how 

researchers view the concept, as well as how efficacy and spirituality could be related.   

Efficacy 

Efficacy deals with a person’s ability to produce a desired result.  Efficacy beliefs 

impact human functioning in a variety of ways.  Through cognitive processes, 

motivational processes, and affective processes, humans use efficacy beliefs to make 

decisions (Bandura, 1977, 1986, 1997).  A major function of cognitive processing allows 

people to predict events and develop ways to control experiences in their lives.  

Motivation, while cognitively generated, allows people to “guide their actions 

anticipatorily by the exercise of forethought” (Bandura, 1994, p. 73).  Cognitive 

motivators contribute to how people use goals, how much effort people expend as they 

face difficulties, and how resilient they are to failures.  Affective processes allow for the 

use of self-efficacy to “exercise control over stressors” (Bandura, 1994, p. 74).  Efficacy 

beliefs, combined with spirituality, have the ability to impact one’s productivity in the 

workplace (Bandura, 1994; Benefiel, Fry, & Geigle, 2014).                

Spirituality           

Interest in spirituality emerged in recent decades, particularly in how spirituality 

and religion fit into the workplace (Bell & Taylor, 2004; Carroll, 2013; Hall, Oates, 

Willingham, & Anderson, 2012).  Gotsis and Kortezi (2008) noted how much of the 

research on spirituality showed how it facilitates more meaningful work experiences.  Fry 

and Slocum (2008) argued that all leaders face challenges; therefore, business models 

should promote spirituality and religion in the workplace.  In their study, spiritual 



10 

 

leadership created an emphasis on employee well-being and even financial profitability 

(Fry & Slocum, 2008).  Spiritual leaders and followers “experience higher levels of 

spiritual well-being through calling, which gives one a sense that his/her life has meaning 

and purpose, and membership, which gives one a sense that one is understood and 

appreciated” (Benefiel et al., 2014, p. 179).  If empirical studies suggest how spirituality 

and religion in the workplace result in commitment, productivity, and satisfaction, this is 

an important area for consideration in educational institutions (Bodia & Ali, 2012; 

Duchon & Plowman, 2005; Kolodinsky, Giacalone, & Jurkiewicz, 2008).   

Relatedness of Spirituality and Self-Efficacy 

Spirituality and self-efficacy are often found to be related in health-care settings.  

In many studies, researchers reported that religious affirmation, spirituality, and self-

efficacy positively impacted both patients and physicians (Woods & Hensel, 2018).  

Frick, Bussing, Bauman, Weig, and Jacobs (2016) discovered self-efficacy to be a 

beneficial resource to protect against stress-related impairments.  Additionally, they noted 

how participants’ spirituality and self-efficacy led to higher life satisfaction (Frick et al., 

2016).  In a national sample of social workers, Oxhandler (2017) found high levels of 

self-efficacy when integrating clients’ spirituality into their practice.  The immense 

amount of research in the healthcare field prompts exploration of spirituality and self-

efficacy in the education field.   

Self-Efficacy Theory and Teachers 

A growing body of empirical research supports Bandura’s (1977) theory that 

teachers’ self-efficacy beliefs are related to their investments in the occupations, goal-
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setting outcomes, and persistence and resilience when things do not go smoothly 

(Tschannen-Moran, Hoy, & Hoy, 1998).  Teaching efficacy, derived from self-efficacy 

theory, can predict important outcomes for students, such as motivation, learning, self-

regulation, and achievement (Schunk & DiBenedetto, 2016).  According to self-efficacy 

theory, teachers who do not expect to be successful are more likely to put forth less effort 

in preparation and instructional delivery of content (Tschannen-Moran & Hoy, 2007).   

Therefore, self-efficacy beliefs can become “self-fulfilling prophesies, validating beliefs 

either of capability or incapacity” (Tschannen-Moran & Hoy, 2001, p. 786).  

Consequently, if teachers can positively influence the self-efficacy of their students, they 

can have a positive impact on other outcomes within the classroom.   

Overall, teacher self-efficacy and spirituality impact retention, classroom 

practices, and coping strategies in adverse situations.  Figure 2 illustrates how a triad of 

instructional practices relate to teacher self-efficacy and spirituality.   

 

 

Figure 2. Triad of productive classroom practices related to teacher self-efficacy and 

spirituality. 
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Significance of the Study 

This study sought to provide information on the growing awareness of the 

influences of spirituality and teacher self-efficacy on education (Hartwick, 2014; White, 

2010).  Despite recent inquiry into this topic, little research exists on how the roles of 

teacher self-efficacy and spirituality impact an elementary classroom.  By looking at such 

complex constructs, this study expanded the efficacy theory, first examined by Bandura 

(1977) in his interest in the four sources of efficacy.  In addition to extending the research 

related to teacher self-efficacy, teachers may find the venue of spirituality to be an 

important predictor of how to handle the challenging demands of the occupation.  This 

study provided information to all education stakeholders: teachers, administrators, 

parents, and even students.  Teacher self-efficacy and spirituality are two concepts that 

have rarely been studied together in an elementary setting, but they have the potential to 

impact teacher retention, student engagement, and motivation, as well as teacher 

longevity in the classroom.   

Limitations of the Study 

Some limitations existed in this study.  First, the sample in this study consisted of 

only two participants.  This small number of participants meant that the amount of data 

collected was limited to their experiences.  Similarly, the participants received the 

opportunity to withdraw at any time.   Due to each teacher’s experience being unique to 

their circumstances, the results of this study were not generalizable to a larger teacher 

population.   
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Second, the data were limited by the quantity and accuracy of information that the 

participants were willing to disclose.  Due to the data being self-reported, this could have 

posed a problem with the validity of the study.  The accuracy of the data that I collected 

directly depended on the participants’ openness and honesty throughout the collection 

process.  Any misinterpretation of questions by the participants could have also limited 

the findings, as could my ability to question the participants thoroughly.  Additionally, 

participants’ failure to respond honestly to questions may have also limited the results.  

Time was another limitation as this study took place over several months during the 

school year, but the process of observing, consulting, and assessing teachers occurred 

between September 2018 and April 2019.  

Next, the teachers may have performed better during my observations due to the 

feedback given or their performance in giving or receiving feedback.  This might have 

occurred simply because I was an observer of their classroom practices.  The desire (even 

unconsciously) to impress me was one way that may have ultimately skewed the 

observation and impacted the data collection in terms of its authenticity and accuracy.  

Recognizing this as a limitation was important, as was knowing how best to reflect on its 

relevance to the process and the results.  As a researcher who prizes teacher self-efficacy 

and spirituality in the workplace, I may have influenced the data collection process.  

Chapter 3 addresses these biases further.  Finally, because little research on the aspects of 

self-efficacy and spirituality of teachers exists, accessible literature was limited.   

Definition of Key Terms 

The following is a list of definitions for the purposes of this study:  
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Challenges, according to Schaefer and Gorsuch (1993), are “stressors that require 

individual effort usually directed toward bringing about a positive outcome” (p. 137). 

Coping mechanisms, particularly for a teacher, are the skills one uses to face and 

deal with responsibilities, problems, or difficulties.    

Heightened instructional efficacy refers to teachers who “operate on the belief 

that difficult students are teachable through extra effort and appropriate techniques that 

can enlist family supports and overcome negating community influences through 

effective teaching” (Bandura, 1997, p. 240). 

Self-efficacy refers to individuals’ beliefs about their capabilities to successfully 

carry out a particular course of action (Bandura, 1997).  

Spirituality, according to The English Oxford Living Dictionary (2019), is the 

quality of being concerned with the human spirit or soul as opposed to material or 

physical things.  Additionally, it involves an active search for answers to life’s biggest 

questions, a global worldview, a sense of empathy for others coupled with lifestyle of 

service, and the ability to maintain composure, even in times of stress (Astin, Astin, & 

Lindholm, 2011). 

Student motivation, particularly in the classroom, refers to the reasons a student 

has for acting or behaving in a certain way.   

Teaching motivation is defined in terms of what attracts individuals to teaching, 

how long they remain in the teaching profession, and the extent to which they engage 

with the teaching profession (Sinclair, 2008).       



15 

 

Teacher self-efficacy is a teacher’s belief in his or her capability to organize and 

execute courses of action required to successfully complete a specific teaching task in a 

particular context (Tschannen-Moran et al., 1998). 

Summary 

In summary, I began this chapter by illustrating individual and organizational 

challenges of a teacher.  With teacher attrition increasing nationwide, I outlined the 

reasons behind teachers’ decisions to leave the profession.  Problematic, unmotivated 

students, lack of resources, lack of comradery among colleagues, and the push to teach to 

a test are all challenges described in the Statement of the Problem section.  In addition, I 

described how A Nation at Risk, published in 1983, continues to drive educational and 

curricular reforms in classrooms.   

The discussion of challenges led to the Purpose of the Study section.  If teaching 

efficacy is a firm predictor in a teacher’s instructional success, it warrants further 

investigation.  While many studies describe teacher self-efficacy, most researchers 

describe efficacy through a quantifiable lens by focusing on gender or years of 

experience.  This study sought to look at teacher self-efficacy as well as spirituality to 

determine the roles in which these concepts impact a teacher’s instructional decisions, 

particularly related to the demands of the occupation.  I argued minimal research 

illustrates the relationship between teacher self-efficacy and spirituality, but each of these 

concepts impacts a teachers’ classroom practices and longevity in the field.  Following 

this, I identified the research questions that guided this investigation.     
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In the Theoretical Framework section, I expressed why I grounded my theory in 

Bandura’s (1977) social cognitive theoretical perspective and why I chose self-efficacy 

theory.  I gave a brief description of what the theory is and how I used this theory to 

guide my study.  Finally, I stated the significance of this study, discussed any limitations 

that arose during the study, and identified key terms pertinent to the study.  Chapter 2 

addresses the literature related to teacher self-efficacy and spiritualty and describes any 

other relevant research related to this investigation. 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

In this chapter, I present a review of the literature related to teacher self-efficacy 

and spirituality.  According to Klassen and Chui (2010), teacher self-efficacy is 

influential in student learning, instructional outcomes, and classroom management.  

Bennett, Brown, Kirby-Smith, and Severson (2012) found that many teachers stayed in 

the classroom and fostered student motivation because of a spiritual calling to the field.  

The research suggests that teacher self-efficacy and spirituality are both tied to student 

success and teacher retention.  Because many theorists and researchers have studied the 

concepts of self-efficacy and spirituality, I present the literature that provides 

understanding of how these constructs interact with the challenges of being a teacher.  I 

also give specific definitions of teacher self-efficacy and spirituality as a background to 

the conceptual understanding of this literature review.  Finally, I address the impacts that 

teacher self-efficacy and spirituality have on classroom practices and longevity in the 

field.  The central focus for this chapter was to explain the void in literature related to the 

efficacy of veteran teachers, as well as address the gaps in literature related to spirituality 

of teachers.   

For this study, I inquired into the roles of teacher self-efficacy and spirituality in 

elementary teachers’ classroom practices.  I also strove to recognize how teacher self-

efficacy and spirituality play a role in the challenges of being in the profession.  The 
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research related to this study broadened the scope of literature related to teacher self-

efficacy, spirituality, and coping mechanisms of teachers.  In the following section, I 

review the research questions prior to discussing the literature behind this study topic.   

Review of the Research Questions 

This chapter provides the research and information needed to address the research 

questions investigated in this study.  I sought to answer the following central research 

question of this study:  What characterizes instruction in a classroom where the 

elementary teacher has high self-efficacy and spirituality?  

The central question prompted the following two secondary questions: 

1. How do teacher self-efficacy and spirituality play a role in a teacher’s ability 

to cope with the demands and pressures of providing quality instruction? 

2. What are teachers’ experiences of the connection between self-efficacy and 

spirituality? 

Conducting the Literature Review 

For the literature review, I first conducted a search in December 2017 using 

Internet databases, namely Academic Search Complete, ERIC, Google Scholar, and 

ProQuest.  The terms I used to focus my search were teacher self-efficacy; self-efficacy 

theory; teacher longevity and teacher spirituality; efficacy and retention; self-efficacy, 

spirituality, and instructional classroom practices; challenges and elementary; 

elementary and spirituality; teacher self-efficacy and spirituality.  I then read each title of 

the results to determine whether I should inquire further into that particular entry.  If the 

title was of interest to me, I read the abstract, portions of the article, or the entire article.   
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Next, I focused on the references listed in the articles that I deemed valuable to 

my study.  I began by reading the abstracts of those articles to determine if they met my 

criteria for inclusion.   I utilized the following selection criteria to determine whether the 

article was suitable for the researcher’s area of interest and the literature review: 

• All articles or books were in English or translated into English, which is the 

primary language of the researcher.  

• Articles included in their body research information directly connected to the 

area of study.  

• Articles were primary source articles. 

• Secondary source articles were considered for inclusion based on strength and 

credibility of research, researcher, and substantive references.  

• Articles were published within the past 30 years.  

• Articles included research relevant to teacher self-efficacy and/or spirituality. 

• Articles were published in peer-reviewed educational journals. 

• Full articles were available. 

I made every effort to locate, read, and reflect on the primary source and seminal 

research.  To limit assumptions, ignorance, and bias, I thoroughly reviewed and reflected 

upon the research to ensure the possibility of new interpretations and develop a deep 

understanding of the work.  The articles allowed me to consider multiple perspectives.  

Analysis and critique of the work gave me opportunities to make connections between 

the theories and to offer new inquiries.  To maintain organization and keep a 
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chronological order of entries, I entered article citations, references, quotations, and 

abstracts into a spreadsheet, or literature review matrix, when necessary.   

Challenges of Teachers  

According to Schaefer and Gorsuch (1993), challenges are “stressors that require 

individual effort usually directed toward bringing about a positive outcome” (p. 137).  

Most often, researchers describe challenges with various terms such as stressors, 

concerns, conflicts, setbacks, obstacles, or barriers (Brunetti, 2006; Caprara, 

Barbaranelli, Steca, & Malone, 2006; Goddard & Goddard, 2001; Hong, 2012; Milner, 

2002; Parsons, Vaughn, Malloy, & Pierczynski; 2017).  Within teacher research related to 

stress, a primary concern is the level of burnout due to the individual and organizational 

challenges of the occupation.  Statistics have repeatedly shown that 30% of educators 

leave the profession by their third year and attrition rates rise over 50% by their fifth year 

(DeAngelis & Presley, 2011; Ingersoll, 2001).  In this section, I delineate the diverse 

challenges of teachers and investigate the factors influencing teachers’ perceptions and 

reactions to these challenges.          

Individual Challenges         

Individual challenges for teachers, which vary according to one’s background and 

identity, are often self-beliefs that impact students, classroom practices, and instructional 

decisions.  Although Wheatley (2002) found that doubts in teaching can be quite 

motivating in the profession, most researchers argued that challenges related to self-

esteem, self-efficacy, and uncertainty caused teachers to believe there is little they can do 

to change the problems in their classrooms and in the profession (Hong, 2012; Tait, 
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2008).  Hong (2012) found that teachers who stayed in the profession and those who left 

the profession had very similar individual challenges, such as classroom management and 

ineffective instruction.  Among the individual challenges that teachers identified, student 

characteristics were most prevalent of any noteworthy challenges (Hong, 2012).   

Lack of student motivation appeared to be another common theme among 

individual challenges of teachers (Collie, Shapka, & Perry, 2012; Pajares, 1996).  After 

interviewing over 600 elementary and secondary teachers, Collie and colleagues (2012) 

found student motivation had the most powerful impact on predicted sense of personal 

teacher stress, teacher self-efficacy, and overall job satisfaction.  Similarly, the teachers 

in Chacon’s (2005) study reported the lack of student motivation to be a bigger threat 

than instructional or discipline-related factors.  In other words, the teachers felt they 

could handle problematic students, but found unmotivated students to be an ongoing 

issue in the classroom (Chacon, 2005).   

After interviewing over 30 experienced teachers, Brunetti (2006) found teachers 

had difficulty trying to meet the needs of English-language learners.  Other individual 

challenges noted within the research included an insufficient knowledge of how to handle 

challenging student populations and a lower salary than other occupations (Hanushek, 

Kain, & Rivkin, 2004).  In sum, student characteristics such as a lack of student 

motivation, students with specific needs, low achievers on state assessments, and 

insufficient knowledge were all considerably present in the research labeled as stressors, 

or individual challenges of a teacher.   
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Organizational Challenges 

In addition to the individual challenges, teachers must also cope with the 

organizational challenges that come from the school, environment, or district in which 

they teach.  Many of the organizational challenges of teachers deal specifically with the 

influence of the contextual aspects of the school (Boyd et al., 2011; Brunetti, 2006; Kelm 

& McIntosh, 2012; Knoblauch & Hoy, 2008; Le Cornu, 2013).  For example, both Hoy 

and Woolfolk’s (1993) and Sebastian, Allensworth, and Huang’s (2016) studies showed 

that the principal’s support had the greatest influence on teachers’ agency.  Similarly, 

Tschannen-Moran and Hoy (2007) also claimed contextual factors, such as school 

atmosphere and a sense of community, impact teachers’ self-efficacy and productivity in 

the classroom.  After interviewing experienced teachers, Brunetti (2006) and Le Cornu 

(2013) found that support from administrators and colleagues provided teachers with 

resiliency when faced with obstacles in the field of teaching.  When teachers do not feel 

the support from administration, they often feel defeated or unmotivated (Edwards, 

Green, & Lyons, 2002).   

Kelm and McIntosh (2012) also found the organizational health of the school 

could be most influenced by a positive environment.  Smith and Rowley (2005) 

suggested that schools should have a stronger commitment to providing content-related 

professional development, and unconstructive professional development in general was a 

challenging aspect of education.  Cohen, McCabe, Michelli, and Pickeral (2009) inquired 

into school climate-related research findings and found that a school’s atmosphere was an 

exceedingly predictive measure of teacher retention.  Additionally, the climate of a 



23 

 

school serves as a predictor of academic achievement, classroom behaviors, and students’ 

healthy development (Cohen et al., 2009).  After conducting over 800 surveys, Hughes 

(2012) concluded the school characteristics, organizational characteristics, and the 

workload of a teacher greatly impact a teacher’s success.  For those involved in 

Tschannen-Moran and Hoy’s (2001) study, the lack of instructional resources outweighed 

the lack of support from administrators or colleagues.  Additionally, teachers serving 

students from low socioeconomic status (SES) backgrounds caused major frustrations 

because their expectations were not being met in the classroom (Luft & Roehrig, 2005; 

Rushton, 2000).  Milner (2002) found that little respect from parents was another 

difficulty for both inexperienced and novice teachers.  Above all, the challenges of a 

teacher can include a multitude of events surrounding the climate, administrative support, 

instructional resources, low SES students, an abundant workload, and workplace 

dynamics.  Table 1 shows the findings of literature in terms of the individual and 

organization challenges of a teacher.   

 

Table 1 

Individual and Organizational Challenges of Teachers 

Individual Challenges Organizational Challenges 

• Teachers’ self-beliefs 

• Classroom management 

• Ineffective instruction 

• Student motivation 

• Diverse needs of students   

• Insufficient curriculum knowledge 

• Insufficient knowledge of strategies 

• Lack of parental support 

• Contextual aspects of a school 

• Teachers’ agency 

• Administrative support 

• Unconstructive professional development 

• Negative school climate 

• Teachers’ workload  

• Workplace dynamics  
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Remedies of Teacher Stress 

Teachers react to adverse conditions and circumstances in a multitude of ways.  

Consequently, some teachers’ perceptions and reactions in the face of challenges are 

quite different from others.  Research findings yielded two diverse stories: some teachers 

use experiences as opportunities for learning or improvement, while others view 

difficulties as threats or setbacks (Hong, 2012).  Within Hong’s (2012) study, the leavers 

in many schools showed weaker self-efficacy beliefs than did the stayers.  In addition, the 

leavers imposed heavy burdens on themselves, which created stress and emotional 

burnout within the classroom.  Benight and Bandura (2004) explained that teachers either 

respond using “self-enhancing” (p. 1131) tactics in the face of adversity or “self-

debilitating” (p. 1131) reactions that diminish their commitment to the profession.  

Many researchers have attempted to predict the way a teacher responds in the face 

of adversity (Dicke et al., 2014).  Caprara, Barbaranelli, Borgogni, and Steca (2003) 

considered job satisfaction a “decisive attitude” (p. 823) influencing teachers’ 

performance in the classroom.  Teachers dissatisfied in their profession have a lower 

commitment to improving their classroom practices, and they are at risk for leaving the 

profession (Ingersoll, 2001).  Coupled with dissatisfaction, teachers with higher stress are 

less productive in the classroom (Skaalvik & Skaalvik, 2007).   

Teaching level, gender, and marital status influence job-related beliefs (Klassen & 

Chui, 2010).  Elementary teachers reported higher levels of self-efficacy than did teachers 

in middle or high schools (Klassen & Chiu, 2010; Wolters & Daugherty, 2007).  On the 

other hand, Liu and Ramsey (2008) found that women teachers experience lower job 
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satisfaction than do men and react contrarily to difficulties in the workplace.  Regarding 

marital status, Pajak and Blasé (1989) found that married teachers were less likely to 

experience professional stress than single teachers.   

As for years of experience, according to Huberman’s (1989) study of the life 

cycle of teachers, those with 23 years of experience or more have the highest teacher self-

efficacy.  Similarly, Mo (1991) observed that teachers with 12 to 26 years of experience 

were less emotionally exhausted than those with 1 to 5 years of experience.    

Ethnicity also plays a role in job satisfaction and facing adversity in the 

workplace.  In Milner and Hoy’s (2003) study, one third of African-American 

participants in a school experienced stereotyping based on their ethnicity, which caused 

stress in the classroom and impacted instructional decisions.  On the other hand, Goddard 

and Skrla (2006) found that ethnicity enhanced one’s teaching efficacy.   

The factors revealed in the review of literature indicate how diverse educators’ 

reactions can be when they are faced with challenges in the classroom and in the 

workplace.  Consequently, it is important to inquire into ways that teachers deal with 

challenges, especially when faced with numerous stressors and setbacks.   

Efficacy as a Coping Mechanism 

Among the ways that teachers deal with stress during their career, sense of 

efficacy has been deemed one of the most basic, yet powerful mediators.  Teaching 

efficacy directly impacts teachers’ attitudes related to stress and coping mechanisms 

utilized within the classroom (Angelle & Teague, 2014; Brouwers & Welko, 2000; 

Pajares, 1996; Pedota, 2015; Tschannen-Moran & Hoy, 2007; Ware & Kitsantas, 2007).  
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Bandura (1997) concluded, “People guide their lives by their beliefs of personal 

efficacy.  Perceived efficacy refers to the beliefs in one’s capabilities to organize and 

execute the courses of action required to produce given attainments” (p. 3).  Those who 

exhibit high teacher self-efficacy “believe his or her capabilities can positively affect 

students’ learning and success, even among those students who may be difficult or 

unmotivated” (Pedota, 2015, p. 54).  Similarly, Angelle and Teague (2014) found teacher 

self-efficacy assists teachers in meeting the “high levels of student achievement and their 

capability to maintain an environment conducive to learning” (p. 746).  Additionally, 

Dicke et al. (2014) found that teacher self-efficacy in classroom management predicted 

classroom disturbances among students.  In other words, teachers’ strengths in handling 

troublesome classroom situations are moderated by their level of efficacy in classroom 

management.   Therefore, high self-efficacy characteristics influence teachers’ attitudes 

toward behavioral problems, instructional implementations, and collaborations with 

colleagues and administrators, also known as collective efficacy (Dicke et al., 2014; 

Goddard & Skrla, 2006; Mojavezi & Tamiz, 2012).  In sum, a teacher’s sense of efficacy 

is a critical mediator for handling stress.   

Bandura (1977) addressed how self-efficacy assists individuals when facing 

challenges by stating efficacy “will determine whether or not coping behavior will be 

initiated, how much effort will be expanded, and how long it will be sustained in the face 

of obstacles and adverse circumstances” (p. 191).  In other words, self-efficacy is a firm 

predictor as to how one handles pressure, stress, and reacts in the face of adversity.  In 

line with this assertion, many studies show evidence that educators can build a sense of 
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high teacher self-efficacy when they feel satisfaction with their past instructional 

performances, handle the psychological stressors associated with the occupation, and hear 

parents, colleagues, and administrators express confidence in their capabilities (Bandura, 

1997; Cheung, 2008; Klassen & Chui, 2010; Ross, Cousins, & Gadalla,1996; Ruble, 

Usher, & McGrew, 2011; Salanova, Llorens, & Schaufeli, 2011; Tschannen-Moran & 

McMaster, 2009; Tschannen-Moran & Hoy, 2007).  Teacher self-efficacy is an elusive 

construct in any classroom.  If teacher self-efficacy predicts instructional and student 

success, it is an important concept for all schools to consider.  Consequently, research 

within the topic of teacher self-efficacy, particularly veteran teachers’ classrooms is 

imperative to the productivity and longevity of educators (Gu & Day, 2007). 

Spirituality as a Coping Mechanism 

In addition to one’s self-efficacy, research also suggests that one’s spiritual beliefs 

can mediate stressors in the workplace (Hartwick, 2007; Hartwick & Kang, 2013; Pajak 

& Blasé, 1989; Rushton, 2000).  Hartwick (2007) found that over half of the 317 public-

school teachers from his Wisconsin sample believed they had been called to the 

profession, and this spiritual mindset helped their decision-making in their classrooms.  

Both Nelson (2010) and White (2010) found that many of their participants entered and 

remained in the teaching profession because of their spiritual beliefs.  White (2010) 

elaborated by relating how the teachers’ religious orientations influenced their classroom 

practices and professional work in a positive manner.  Furthermore, Iannone and Obenauf 

(1999) found spirituality aided teachers in bringing compassion and justice to their 

classroom curriculum, thus making for a less stressful classroom environment. 
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Individual teachers deal with stress differently; however, many coping 

mechanisms come directly from a teacher’s personality and values (Kyriacou, 2001).  

Pajak and Blasé (1989) noted how one teacher claimed, “My faith in God, and thus in 

people as individuals uniquely worthy to be treated fairly, underlies everything I do as a 

teacher” (p. 299).  In Rushton’s (2000) study many teachers professed how their religious 

beliefs inspired them, helped them to persevere in difficult times, and assisted them in 

monitoring their instructional performance.   

According to Pajak and Blasé (1989), “the expression of self in teaching is 

inevitable” (p. 301).  In other words, self-expression in teaching is unavoidable; thus, 

teachers with spiritual beliefs rely heavily on their viewpoints and apply them to 

classroom practices (Hartwick & Kang, 2013).  Consequently, teachers with spiritual 

beliefs are utilizing these beliefs within their professional roles.  Thus, spirituality is a 

potential factor in mediating professional challenges.  For the above reasons, it was 

worthwhile to examine spirituality and how it coupled with teacher self-efficacy impact 

instructional decisions and the challenges that come with being an educator.    

Theoretical Framework of Teacher Efficacy 

Bandura originally generated the concept of self-efficacy in 1977.  He defined 

efficacy as individuals’ beliefs about their capabilities to successfully carry out a 

particular course of action (Bandura, 1997).  A vast amount of research supports the 

claim that self-efficacy is a valuable influence on human achievement in diverse settings, 

including education, health, sports, and business (Bandura, 1997).   
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Teacher self-efficacy, derived from the self-efficacy theory, is referred to as a 

teacher’s perception, belief, or judgement about his or her own abilities as a teacher, 

rather than one’s actual effectiveness (Bandura, 1997, 1998; Ross, 1998).  Teacher self-

efficacy also deals with a teacher’s confidence in his or her ability to promote student 

learning (Bandura, 1994).  Definitions of teacher efficacy vary according to the task or 

concept.  According to Guskey and Passaro (1994), teacher self-efficacy focuses on the 

belief in “how well students learn, even those who may be difficult or unmotivated” (p. 

4).  Conversely, Friedman and Kass (2002) placed less responsibility on the teacher in 

their definition of teaching efficacy but included both efficacy in the classroom and in the 

organization of their schools.   

For the purposes of this study, teacher self-efficacy refers to “the extent to which 

the teacher believes he or she has the capacity to affect student performance” (Bergman, 

McLaughlin, Bass, Pauly, & Zellman, 1977, p. 137).  Pajares (1996) added, “The higher 

the sense of efficacy, the greater the effort, persistence, and resilience” (p. 544).  

Resilience and personal efficacy are similar concepts, especially when considering how 

they impact classroom practices.  In fact, Benard (2004) listed self-efficacy as one of the 

main characteristics of a resilient individual.  Similarly, Tschannen-Moran and Hoy 

(2001) suggested that teachers with high levels of self-efficacy possess qualities of 

resiliency.  However, resiliency and personal efficacy are different “in the ways they 

impact action, although high performance results from both” (Tait, 2008, p. 59).  Also, 

self-efficacy is a “future-directed human strength linked to action.  Whereas highly 

resilient individuals are reactive to stressful situations, highly efficacious individuals are 
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proactive” (Tait, 2008, p. 59).  According to Tschannen-Moran and Hoy (2007), teacher 

self-efficacy beliefs “are raised if a teacher perceives her or his teaching performance to 

be a success, which then contributes to the expectations that future performances will 

likely be proficient” (p. 945).  In contrast, teacher self-efficacy beliefs are lowered if an 

instructor perceives the performance as a failure (Tschannen-Moran & Hoy, 2007).  In 

sum, teacher self-efficacy is a meaningful predictor of how a teacher handles classroom 

challenges, how a teacher makes instructional decisions, and how a teacher perceives his 

or her capabilities.  

Branches of Teacher Self-Efficacy 

Teacher self-efficacy is just one domain in the educational field.  Additional 

topics related to efficacy within schools include collective teacher efficacy and collective 

school efficacy (Bandura, 1997; Donohoo, 2017).  While self-efficacy focuses on the 

individual, collective efficacy deals with a larger group within an organization.  Although 

efficacy scales measure an individual teacher’s belief, “collective efficacy scales measure 

a teacher’s belief in the capability of the entire faculty to accomplish some action” 

(Angelle & Teague, 2014, p. 740).  In Collective Efficacy: How Educator’s Beliefs 

Impact Student Learning, Donohoo (2017) reminded those in the educational field that 

“educators beliefs about their ability to reach all students, including those who are 

unmotivated or disengaged, should be openly shared, discussed, and collectively 

developed” (p. 1).  When teachers believe they can impact all students, they share a sense 

of collective teacher efficacy (Donohoo, 2017).  More importantly, collective teacher 

efficacy, recognized as predictor of student achievement, is a contribution that comes 



31 

 

directly from the school, not the students or home life.  Because both individuals and 

collective groups of individuals are “more likely to pursue activities for which they 

believe they have the capability to succeed” (Goddard & Goddard, 2001, p. 809), efficacy 

is viewed as vital to agency.  Teacher self-efficacy has “more than double the effect of 

prior achievement and more than triple the effect of home environment and parental 

involvement” (Donohoo, 2017, p. 5).  Collective school efficacy, on the other hand, 

greatly impacts the students, but prominently relies on a school’s administration.  

Bandura (1997) concluded that one of the most important attributes of schools with high 

teacher self-efficacy or collective teacher efficacy includes principals who serve as 

educational leaders and seek ways to improve instruction and the overall environment of 

the school.   Additionally, Hattie (2017) found collective teacher efficacy to be the most 

influential factor on student achievement within a school.  Above all, researchers have 

noted positive impacts from self-efficacy and collective efficacy of groups, particularly 

teachers (Donohoo, 2017). 

Sources of Efficacy 

Self-efficacy and collective efficacy beliefs are shaped by four sources: enactive 

mastery experiences, vicarious experiences, social persuasion, and physiological and 

affective states (Bandura, 1997; Donohoo, 2017).  According to Bandura (1997), enactive 

mastery experiences “are the most influential source of efficacy information because they 

provide the most authentic evidence of whether one can muster whatever it takes to 

succeed” (p. 80).  Tschannen-Moran, Hoy, and Hoy (1998) elaborated: 
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The perception that a performance has been successful raises efficacy beliefs, 

which contributes to the expectation of proficient performance in the future.  

Efficacy beliefs are strengthened substantially when success is achieved on 

difficult tasks with little assistance or when success is achieved early in learning 

with few setbacks.  (p. 229)   

Brouwers and Welko (2000) also noted that enactive mastery experiences have 

the greatest influence on teacher self-efficacy.  Furthermore, these types of experiences 

are the most powerful source of collective efficacy because when “teams experience 

success (mastery) and attribute success to causes within their control, collective efficacy 

increases, and teams come to expect that effective performances can be repeated” 

(Donohoo, 2017, p. 8).  Enactive mastery experiences occur in situations of actual 

teaching where the teacher can assess the capabilities he or she brings to the task and 

experience the consequence of those capabilities (Tschannen-Moran et al., 1998).  

Routines, goal setting, and organization foster mastery experiences (Shaughnessy, 2004).   

However, enactive mastery experiences are not the sole source of information 

regarding one’s efficacious or perceived capabilities.  Vicarious experiences, often 

mediated by modeled attainments, occur in school environments through visiting sites, 

watching videos of other instructors, networking, or researching topics in the field of 

education (Donohoo, 2017).  Modeled attainments are constructed by “watching others 

teach, whether from the vantage point of a student or from images portrayed in the 

media” (Tschannen-Moran et al., 1998, p. 229).  Through these vicarious experiences, a 

teacher decides who can learn, how much a student can retain, who is responsible in the 
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teaching situation, and whether they can make a difference (Tschannen-Moran et al., 

1998).  Observing others and comparing one’s teaching abilities to others results in the 

belief that those capabilities can be achieved in similar circumstances (Bandura, 1977).  

Modeling gives teachers cooperative learning opportunities and assists in building teacher 

self-efficacy (Shaughnessy, 2004).   

A third source of efficacy, social or verbal persuasion, occurs when people 

receive encouragement by noteworthy and credible sources.  Bandura (1997) added, “It is 

easier to sustain a sense of efficacy, especially when struggling with difficulties, if 

significant others express faith in one’s capabilities than if they convey doubts” (p. 

101).  In other words, the more believable the source, the more likely one’s efficacy can 

be enhanced (Bandura, 1997).  On the other hand, raising unrealistic beliefs of personal 

capabilities can undermine the recipients’ beliefs in their own capabilities (Bandura, 

1997).  Social persuasion has the ability to contribute to successful performances or lead 

teachers to attempt new strategies or try hard enough to succeed (Bandura, 1982).  

According to Tschannen-Moran and colleagues (1998), “Specific performance feedback 

from supervisors, other teachers, and even students can be a potent source of information 

about how a teacher’s skills and strategies match the demands of a particular teaching 

task” (p. 230).  In other words, specific performance feedback provides social 

comparison information or raises expectations of teaching in similar situations.   

In contrast, social persuasion may lower self-perceptions of personal teaching 

competence if the feedback is harsh (Schunk, 1989; Tschannen-Moran et al., 1998).  

Verbal persuasion should involve “attributional feedback that focuses on effort” 
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(Shaughnessy, 2004, p. 160).  By focusing on a teacher’s effort, he or she can recognize 

his or her instructional strengths and weaknesses in the classroom. 

The fourth and final source of efficacy, affective states, involves “feelings of 

excitement or anxiety associated with an individual’s perceptions of his or her capability 

or incompetence” (Donohoo, 2017, p. 8).  This source is the least impacting when 

considering the nature of one’s self-efficacy (Bandura, 1997).  The emotional and 

psychological levels of a person “adds to self-perceptions of teaching competence” 

(Tschannen-Moran et al., 1998, p. 229).  Feelings of self-assurance, positivity, or 

anticipation of future success are all affective states (Bandura, 1998).  On the other hand, 

high levels of attention and energy on a task can interfere with making the best decisions.  

Above all, psychological states have the potential to impact personal teaching 

competence (Bandura, 1997).  

Scales for Measuring Teaching Efficacy 

Perceived self-efficacy is concerned with people’s beliefs in their capabilities to 

produce given attainments (Bandura, 1997).  Consequently, humans differ in the areas in 

which they foster efficacy.  Scales of perceived efficacy “must be tailored to the 

particular domain of functioning this is the object of interest” (Bandura, 2005, p. 308).  

Therefore, there are a multitude of scales for measuring efficacy as it applies to many 

occupations.  The Teachers’ Sense of Efficacy Scale (TSES) originally constructed 

following Bandura’s social cognitive theory, focuses on student engagement, 

instructional strategies, and classroom management (Bandura, 1977; Tschannen-Moran & 

Hoy, 2001).  The TSES scale requires teachers to assess their capability in overcoming 
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instructional challenges, engaging students, and managing classrooms.  Further 

description of this scale is found in the methodology section of Chapter 3. 

Empirical Research on Teachers’ Sense of Efficacy 

In a review of empirical studies, Zee and Koomen (2016) found that teacher self-

efficacy predicts a variety of critical variables in a classroom.  Examples include student 

achievement and motivation (Bergman et al., 1977; Moore & Esselman, 1992), students’ 

self-esteem and attitudes toward schooling (Borton, 1991; Cheung & Cheng, 1997), 

school effectiveness (Hoy & Woolfolk, 1993), teachers’ implementation of innovative 

programs (Fuchs, Fuchs, & Bishop, 1992; Guskey, 1988), teachers’ professional 

commitment (Coladarci, 1992), classroom management techniques (Woolfolk, Rosoff, & 

Hoy, 1990), and teacher stress (Bliss & Finneran, 1991; Parkay, Greenwood, Olejnik, & 

Proller, 1988).   

Zee and Koomen (2016) warned of a potential for bias within the interpretation of 

teacher self-efficacy research and added that most of the reviewed studies appeared 

theoretical in nature, yet the indirect links between self-efficacy and specific classroom 

practices show a need for further research.  Zee and Koomen (2016) concluded teacher 

self-efficacy is pertinent for quality classroom practices.  Furthermore, teacher self-

efficacy is an important concept to consider when describing challenges, retention, and 

ways to cope with occupational stressors.  Most of the empirical articles described self-

efficacy of preservice or early career teachers; therefore, further research on veteran 

teaching experiences would be useful to the education field (Gu & Day, 2007).   The 

following sections describe variables influenced by teacher self-efficacy. 
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Student Motivation and Achievement 

Angelle and Teague (2014) found that teacher self-efficacy assists educators in 

meeting “high levels of student achievement and their capability to maintain an 

environment conducive to learning” (p. 746).  In other words, high teacher self-efficacy 

promotes leadership and autonomy in the classroom, while low teacher self- efficacy 

hinders productivity.  Mojavezi and Tamiz (2012) also found a significant correlation 

between teacher self-efficacy and increased students’ academic achievement, with 

efficacy primarily influencing instructional practices, eagerness, commitment, and 

philosophy.  Similarly, Gibson and Dembo (1984), Ross (1998), Tournaki and Podell 

(2005), and Tschannen-Moran and Hoy (2001) found that teacher self-efficacy has a 

positive influence on students’ eagerness to learn and academic accomplishments in the 

classroom.  Furthermore, Gibson and Dembo (1984) discovered that teachers with a high 

sense of efficacy believe unmotivated students can be taught with the appropriate 

techniques and effort.  Additionally, teachers with high self-efficacy hold higher 

standards and have higher expectations for student performance (Gibson & Dembo, 

1984).   

Ross (1992, 1998) inquired into the relationship between student achievement and 

teacher self-efficacy and found that student achievement was higher in the classrooms 

where the teacher had more interaction with the students, as well as classrooms where 

teachers perceived themselves as effective in education.  Tournaki and Podell (2005) 

gathered data from over 300 teachers to examine how the interactions between student 

and teacher characteristics impact teachers’ predictions of students’ academic 
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achievement.  Each participant responded to one of 32 possible case studies describing a 

student, in which gender, reading capability, social conduct, and concentration were 

highlighted, and adapted these characteristics to a teacher-efficacy scale.  Their findings 

indicated that teachers with high self-efficacy made fewer negative predictions about 

students; however, teachers with low self-efficacy seemed to be paying attention to a 

single characteristic when defining their expectations about student success (Tournaki & 

Podell, 2005).   

Tschannen-Moran and Hoy (2001) noted how powerful of a role self-efficacy can 

take when measuring the teachers’ commitment and increased academic achievement and 

motivation for students.  Shaughnessy (2004) added,  

Teachers who set high goals, who persist, who try another strategy when one 

approach is found wanting—in other words, teachers who have a high sense of 

efficacy and act on it—are more likely to have students who learn.  (pp.156-157)  

In other words, teacher self-efficacy predicts both student achievement as well as student 

motivation in classrooms.  Teachers with heightened instructional efficacy influence 

students to perform well and feel motivated to succeed. 

Instructional Quality 

Skaalvik and Skaalvik (2007) interviewed over 200 elementary and middle school 

teachers and found that self-efficacy directly impacts how teachers adapt instruction to 

meet individual students’ needs.  Other researchers also found that teacher self-efficacy 

contributes to effective teaching strategies and the ability to differentiate as needed 

(Allinder, 1995; Thoonen, Sleegers, Peetsma, & Oort, 2011; Wertheim & Leyser, 2002; 
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Weshah, 2012).  Furthermore, Geijsel, Sleegers, Stoel, and Kruger (2002) showed how 

teachers with high self-efficacy are more likely to be involved in professional learning 

opportunities where they are engaged in how to improve their teaching practices and 

promote student learning.   

In addition to this, teachers with high self-efficacy are more likely to use a 

constructivist, learner-centered approach (Ngidi, 2012; Nie, Tan, Liau, Lau, & Chua, 

2013).  In a constructivist classroom, teachers proffer real-world examples, promote 

active communication among students, and incorporate meaningful learning opportunities 

across the curriculum.  According to Brooks and Brooks (2001), the constructivist 

approach to teaching presents “real-world possibilities to students, then helps students 

generate the abstractions that bind these phenomena together” (p. 152).  From the 

constructivist perspective, teachers must utilize continuous analyzation, interpretation, 

predictions, and synthesis.  These variables involve cognitive activities that permit 

students to make connections, dig deeper into texts and topics, and create their own 

understandings (Brooks & Brooks, 2001).  Uredi and Akbasli (2017) found that teaching 

efficacy related to implementing a constructivist approach predicted teachers’ attitudes 

significantly.  If teacher self-efficacy assisted in the facilitation of the constructivist 

model, this has the potential to positively impact student learning and classroom 

practices.    

Moolenaar, Sleegers, and Daly (2012) noted that well-connected teacher 

communities were also associated with heightened teacher efficacy as it relates to 

instructional quality.  Consequently, “teacher teams that felt they were able motivate and 
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challenge their students and get through even to more difficult students” (Moolenaar et 

al., 2012, p. 259).  Thus, teacher self-efficacy facilitated the use of instructionally sound 

resources and autonomy, allowing teachers to make adaptations to the curriculum as 

needed.  Tschannen-Moran and Barr (2004) reported similar results in their study of the 

relationship between collective efficacy and instructional techniques, as well as did 

Goddard and Goddard (2001) in their study of teacher efficacy and contextual school 

factors.   

Classroom Management 

Dicke and colleagues (2014) found that self-efficacy in behavior management 

predicted emotional exhaustion via classroom disturbances only when self-efficacy in 

classroom management was low.  In other words, high teacher self-efficacy could yield 

more productive classroom management techniques.  Teachers who have high self-

efficacy motivate students by handling conflicts among those with behavior problems 

(Skaalvik & Skaalvik, 2007).  Conversely, Lambert, McCarthy, O’Donnell, and Wang 

(2009) found teachers’ efficacy is vulnerable to student behaviors, thus, causing teachers 

to develop a critical attitude toward their own instructional abilities.   

Emmer and Hickman (1991) noted preservice teachers with high self-efficacy 

used more positive strategies when managing a classroom.  Similarly, Yost (2006) 

conducted a qualitative inquiry on the obstacles faced by novice teachers and found that 

successful student teaching experiences were built on teachers’ confidence and self-

efficacy.  Additionally, she found that many of her participants had a heightened sense of 

instructional teaching efficacy because they knew each student on a personal level, 
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showed patience and perseverance in the classroom, acted enthusiastically toward 

teaching, and exhibited organizational skills (Yost, 2006).  

Moreover, high self-efficacy assists teachers in constructively coping with 

problematic behaviors related to low achievement, social issues, disobedience, 

hyperactivity, shyness (Almog & Shechtman, 2007) and student bullies (Yoon, 2004).  

Teacher self-efficacy shows a positive contribution to how proactive a teacher is to 

managing student-teacher conflict (Abuh-Tineh, Khasawak, & Khalaileh, 2011).  In high 

schools, teacher self-efficacy has even been linked to teacher behaviors such as 

empowerment, consideration, and conscientiousness (Bogler & Somech, 2004; Ngidi, 

2012).   

On the other hand, Holzberger, Philipp, and Kunter (2013) conducted a 

longitudinal study that did not find any direct associations between self-efficacy and 

classroom management over a lengthy period of time, despite reporting significate 

correlations.  Consequently, the studies mentioned generally imply that teachers with 

high self-efficacy use proactive behavioral management techniques. 

Teacher Commitment 

Teacher self-efficacy beliefs and collective efficacy beliefs predict professional 

commitment to the occupation (Tschannen-Moran et al., 1998; Ware & Kitsantas, 2007).  

Ware and Kitsantas (2007) emphasized that self-efficacy beliefs and teacher commitment 

can provide “guidance in terms of issues that educators should consider when they create 

work environments or schools” (p. 308).  In addition to personal teaching efficacy, one 

participatory research study found that high self-efficacy promoted collaboration among 
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teachers, thus, affording those involved opportunities to share the burdens of instructional 

planning (Henson, 2001).  Collaboration among teachers was consistently related to 

general teaching self-efficacy, indicating a direct effect on teacher empowerment and 

classroom practices (Henson, 2001).  Yoon’s (2004) survey of 98 elementary teachers 

determined that self-efficacy played a vital role in teachers using various interventions to 

handle disruptive classroom behaviors.  Furthermore, teachers with heightened self-

efficacy are proactive and committed to finding a better way.    

Garcia (2004) investigated the responses of 110 elementary teachers through three 

surveys: Teacher Efficacy Scale (Gibson & Dembo, 1984), the Family Involvement 

Teacher Efficacy Scale (Garcia, 2000), and Teachers’ Family Involvement Practices 

Survey (Garcia, 2004).  He found that teacher self-efficacy was significantly correlated to 

how committed teachers felt to students’ families.  In addition, his study raised many 

questions related to how teachers are effectively prepared in classroom practices and 

prepared to handle the demands of parents (Garcia, 2004).  Ultimately, Garcia (2004) 

noted how self-efficacy impacts the way teachers commit to the occupation, to their 

students, and to students’ families.   

What Schools Can Do 

Therefore, the question becomes: how can districts, schools, and administrators 

assist in building teacher self-efficacy?  Schools can influence teacher self-efficacy by 

cultivating and providing organizational support through positive collaboration within the 

staff and administration (Ware & Kitsantas, 2007).  While Yost (2006) found the students 

to be an integral part of a teacher’s self-efficacy, many studies remarked on how the 
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school environment plays an important role in a teacher’s self-efficacy.  Tschannen-

Moran and Hoy (2007) noted that schools where the administration inspired a common 

sense of purpose among teachers and kept student misconduct to a minimum were 

schools in which teachers felt a greater sense of efficacy.  Goddard and Skrla (2006) 

found one school’s past academic achievement ratings and the rate of special program 

placement for gifted children impacted the teachers’ collective efficacy.  Klassen and 

Chui (2010) found that teacher gender, years of experience, and job-related stressors were 

greater influences on teacher self-efficacy than were the students and school.  Teachers in 

higher grade levels had lower self-efficacy than elementary teachers (Klassen & Chui, 

2010).  This was true for novice teachers in the study conducted by Tschannen-Moran 

and Hoy (2007).  They discovered new teachers evinced lower mean self-efficacy beliefs 

than did experienced teachers. 

Ultimately, self-efficacy reflects confidence in the ability to exhibit control over 

one’s motivation, behavior, and external environment.  Benefits from looking into this 

variable may include greater teacher motivation and student outcomes associated with 

enhanced teacher self-efficacy beliefs (Tschannen-Moran & Hoy, 2006).  While 

relationships between teacher self-efficacy and practice have received major research 

attention, the majority of the research related to these topics is quantitative; thus, it 

focused on survey data and statistical analyses. 

The components of organization, autonomy, administration, mentoring, and years 

of experience have the potential to impact a teacher’s self-efficacy (Gu & Day, 2007; 

Klassen & Chui, 2010; Ware & Kitsantas, 2007).  Teachers who display persistence and 
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resilient behaviors are actively engaged in social change and are more effective educators 

(Gu & Day, 2007).  Teachers who have a heightened sense of self-efficacy remain in the 

teaching profession and use appropriate classroom strategies.  Pedota (2015) wrote, 

“Teacher self-efficacy can be viewed as a teacher’s belief in his or her capabilities to 

positively affect students’ learning and success, even among those students who may be 

difficult or unmotivated” (p. 54).   Teachers who have heightened self-efficacy, and those 

who utilize this daily with students, are more likely to have students who show success 

(Shaughnessy, 2004).  Tschannen-Moran and colleagues (1998) reported that educators 

completing their first year of teaching who had a high sense of self-efficacy found greater 

satisfaction in teaching, had a positive reaction to teaching, and experienced less stress 

overall.  Therefore, teachers with heightened efficacy are more likely to remain in the 

profession (Hanushek et al., 2004). 

Spirituality 

While teacher self-efficacy has the potential to greatly impact a classroom’s 

dynamics, spirituality has also been deemed a predictor of teaching satisfaction and 

instructional effectiveness.  Zohar and Marshall (2000) described how teachers are able 

to arrive at a deeper sense of spirituality by connecting who they are with the subjects 

being taught and the individuals within their school community.   

Spiritualty impacts people in diverse settings.  In the United States, for example, 

92% of Americans report a belief in God or a higher power and over 50% indicate that 

spirituality is of the utmost importance (Gallup, 2011).  Furthermore, patients receiving 

psychological or medical care express the importance of discussing spiritual matters with 
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their physicians (Post, Puchalski, & Larson, 2000; Rose, Westefield, & Ansely, 2001).  

Wachholtz and Sambamthoori (2011) found that 49% of Americans use prayer to address 

their own health concerns.  If spirituality is in fact a growing topic among Americans, it 

should be a concept that is adapted to numerous professions.  This section offers a 

discussion of the definitions of spirituality and describes its scope for this study.  

Following this is a discussion of how spirituality assists teachers in dealing with 

individual, organizational, and classroom challenges that arise within the profession.  

Definition of the Term 

Spirituality is an abstract and subjective concept.  The English Oxford Living 

Dictionary (2019) defines spirituality as the quality of being concerned with the human 

spirit or soul as opposed to material or physical things.  Zohar and Marshall (2000) 

described spirituality by using the terms spiritual intelligence and spiritual quotient, or 

where individuals recognize connectedness in different areas of life.  Astin, Astin, and 

Lindholm (2011) acknowledged how spirituality can involve five distinct features: a 

search for answers to life’s biggest questions, a global worldview, a sense of empathy for 

others coupled with lifestyle of service, and the ability to maintain composure, even in 

times of stress.   

Spirituality also deals with sensitivity or attachment to religious values (Nash & 

Yuen, 2009).  Zinnbauer et al. (1997) attempted to clarify spirituality by distinguishing it 

from religiousness in their study comparing 11 groups of people.  Participants were 

characterized by different churches, institutions, and age.  Zinnbauer et al. (1997) found 

that people perceived spirituality as “the personal qualities of connection or relationship 
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with a Higher Power” and religiousness as “organizational or institutional beliefs and 

practices” (p. 557).   Conversely, Hill and Pargament (2003) argued that the two concepts 

were equivalent.  Consequently, it is possible to describe the terms in a conceptual way, 

but more difficult to describe the terms empirically.   

Drawing upon Hill and Pargament’s (2003) study on the similarities between 

spirituality and religiousness, I use the terms interchangeably to describe the contents of 

this study.  In the following sections, I describe studies where spirituality has empowered 

people and teachers.  I also describe any empirical connections between spirituality and 

self-efficacy, as well as how these concepts relate to teacher longevity.  

Role of Spirituality in Empowering People 

Many scholars express their reservations about the misuses of spirituality in the 

workplace (Brown, 2003; Cavanagh & Bandsuch, 2002).  However, many researchers 

argue that spirituality can improve organization, performance, and productivity (Ashmos 

& Duchon, 2000; Garcia-Zamor, 2003).  In a literature review of 140 articles related to 

spirituality and performance in organizations, Karakas (2010) found that spirituality 

assists in employee well-being, an employee’s sense of purpose, and an employee’s sense 

of community and connectedness.  Karakas (2010) elaborated, “Incorporating spirituality 

at work (a) increases employees’ well-being by increasing their morale, commitment, and 

productivity; and (b) decreases employees’ stress, burnout, and workaholism in the 

workplace” (p. 93).  Overall, spirituality attributed to employees’ increased productivity 

and performance.      
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The benefits of spiritual coping have also been evident in medical research.  

Roughly 66% to 75% of more than 850 studies examining the relationship between 

religious involvement and various aspects of mental health “found that people experience 

better mental health and adapt more successfully to stress if they are religious” (Koenig, 

2000, p. 1708).  After surveying over 1,000 mentally ill participants, Corrigan, 

McCorkle, Schell, and Kidder (2003) found that religiousness and spirituality were 

significantly associated with well-being, psychiatric symptoms, and life achievements.  

Rosmarin, Wachholtz, and Ai (2011) found that spirituality in the medical field assisted 

patients with a sense of meaning, social support, and focus on interconnectedness.  All 

these benefits make it disconcerting that the National Institutes of Health have funded 

very little research to spirituality and religion (Rosmarin et al., 2011).    

Role of Spirituality in Empowering Teachers       

Despite limited empirical research, spirituality profoundly helps teachers through 

stressful times (Crick & Jelfs, 2011; Levine, 2013; Long, 2008; Squillini, 2001).  Crick 

and Jelfs (2011) argued that spiritual development has a place in education and noted 

how teachers engaged in spiritual development become more effective in their 

instruction.  Teachers who use spirituality to guide decisions made inside of their 

classroom implement practices that facilitate critical thinking and problem-based learning 

(Crick & Jelfs, 2011).  Using a mixed methods design, Crick and Jelfs (2011) showed 

how the development of a spiritually grounded pedagogy “created ‘spaces’ in which 

students could explore significant issues relating to themselves, others, the non-human 

creation and ‘God’ or a sense of purpose beyond themselves” (p. 210).  Teachers, 
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impacted by the students’ spiritual development and learning, hoped the findings would 

bring light to the pedagogical approach of bringing spirituality into the classroom (Crick 

& Jelfs, 2011).  

Levine (2013) also conducted a study with educators, utilizing purposeful 

sampling to recruit experienced, mid-career educators and determine what linked their 

retention despite the profession’s many stressors.  Data analysis revealed distinctive 

hope-sustaining themes: making a difference through advocacy, faith-based calling to 

teach, and professional autonomy.  Levine (2013) concluded teachers utilized “prayer, 

faith, spiritual convictions, and a belief that everything happens for a reason” as coping 

strategies for remaining in the profession and using appropriate classroom techniques. 

In a narrative autoethnography, Long’s (2008) study argued that teachers should 

be encouraged to make spiritual connections in the classroom because this type of growth 

is critical to moral development and character education.  If both the teacher’s spirituality 

as well as the student’s development of spirituality focus on character and behavior, this 

yields effective classroom practices (Long, 2008).  In support of this, Hartwick and Kang 

(2013) found that “both public and private religious teacher education programs should 

acknowledge and address spiritual coping as a way to remain resilient in the face of 

professional stress” (p. 182).  Ultimately, the studies suggested spirituality was utilized as 

a coping mechanism for teachers.  

Hartwick (2007) launched one of the few investigations related to teachers’ 

spirituality and found that, after interviewing over 300 randomly sampled educators, 

94.4% of the participants believed in God, and 91.5% indicated that prayer was a part of 
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their daily life.  Among those who prayed, 66% perceived prayer as having positive 

impacts on both their professional and personal lives (Hartwick, 2007).   

Using interviews with principals and teachers at private and public schools, 

Revell (2008) found teachers felt that their schools contributed to the spiritual lives of 

students and it was possible to enhance spirituality within any religious framework.  

Revell (2008) concluded how all teachers, both in the public and private sector, “located 

the need for spirituality within education as part of a reaction against the perceived 

negative side effects of modern society: alienation, loss of community, and materialism 

(p. 116).  These research studies contribute to the conversation that spirituality is a coping 

mechanism for teachers that positively impacts classroom practices.      

McGreevy and Copley (1999) argued how spirituality in education is growing.  

Similarly, in Hartwick’s (2012) overview of spirituality in education, he noted how the 

number of articles related to teachers’ spirituality has grown from one article between the 

years of 1960 and 1965 to 519 articles between the years of 1960 and 2010.  In this line 

of thinking, many universities are nurturing the idea of spirituality by offering 

coursework to prospective physicians.  This begets the question: why is this not a concept 

for exploration with teachers?   

Jacob, White, and Shogbon (2017) found 57% of pharmacy students anticipated 

spirituality would be a significant component of their coursework, and 75% believed it 

could be incorporated into practice settings.  While these findings suggest that spirituality 

could be useful in healthcare settings, teachers could benefit from spirituality coursework 

as well.   
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In The Courage to Teach: Exploring the Inner Landscape of a Teacher’s Life, 

Parker Palmer (1998) examined teaching as a vocation and recognized how teachers must 

look for “diverse ways we answer the heart’s longing to be connected with the largeness 

of life” (p. 5).  Palmer (1998) elaborated by stating spiritual teachers animate a love for 

their work and this influences each student.  Similarly, McGreevy and Copley (1999) 

found the following: 

There is an equally powerful connection between the spiritual nourishment of 

teachers and students and the quality of a school's teaching and learning.  We also 

believe that the depth of one's spirituality—a reflective life, attention to balance, 

an authentic self, optimism and hopefulness—is enhanced by the experiences 

described here, and that school leaders have the opportunity to affirm and value 

these experiences.  Indeed, the future may reveal that attention to the spirit of 

education in the training of teachers and in schools and classrooms may be a 

significant factor in students' and teachers' growth and well-being.  The ultimate 

challenge is to combine academic rigor and exciting, successful teaching within a 

school culture that nurtures the spirit.  (para. 6)  

All of the empirical evidence suggests the psychological and social advantages 

that spirituality can provide for teachers and other populations; therefore, it is a 

reasonable assumption that spiritual beliefs empower those dealing with stress in the 

workplace.  Although most studies show specific relationships between experiences of 

difficulties and spirituality, these findings merit further inquiry.  Further investigation and 

knowledge of the constructs of teacher self-efficacy and spirituality can provide 
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explanations for the positive link between the two ideas and how the constructs of 

spirituality and efficacy impact a teachers’ instructional practices.    

Intersection of Efficacy and Spirituality for Teachers 

The literature related to the intersection of efficacy and spirituality is sparse, yet a 

few studies show promising results.  Stanley (2011) investigated how experienced 

teachers maintain efficacy through stress management when handling difficult students.  

In his study, spirituality assisted teachers in maintaining teacher self-efficacy because 

these concepts reduced anxiety and allowed the teachers to connect with students on a 

deeper level.  Specific methods teachers utilized were Bible reading, mediation, prayer, 

and even martial arts or physical activities (Stanley, 2011).   

When studying teacher self-efficacy in relation to a designated grade level, 

Wright (2010) found that elementary teachers possessed a higher spiritual orientation 

when compared to middle or high school teachers and used this to make decisions inside 

of their classrooms.  Kang (2015) also examined the nature of spirituality among 

elementary teachers and looked for potential relationships between spirituality and 

teacher self-efficacy.  Utilizing a mixed methods design, findings indicated that the 

spiritual group maintained higher self-efficacy while performing in-class tasks than did 

the moderately spiritual group.  The participants recognized their spiritual beliefs as an 

important part of their professional identities.  Overall, Kang (2015) found spirituality 

may indirectly mediate teachers’ efficacy by influencing their identity, values, and 

emotions.  The limited research on this topic shows the unexplored phenomenon is worth 

investigation.       
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Impacts of Spirituality or Self-Efficacy on Longevity and Retention 

Spirituality and self-efficacy are two diverse constructs that impact classroom 

practices, but studies show they can also impact teacher longevity and retention in the 

field.  Hughes (2012) administered over 700 surveys to determine the impacts of teacher 

characteristics, school characteristics, organizational characteristics, and teacher efficacy 

on retention.  She reported, “Although teachers’ efficacy is a personal characteristic, it is 

also situated within the school in which they are teaching” (Hughes, 2012, p. 247).  In 

other words, collective teaching efficacy plays a critical role in retaining quality 

educators (Donohoo, 2017; Hattie, 2017).   

In interviews with 50 novice teachers, Johnson and Birkeland (2003) found that, 

in deciding whether to remain in or leave teaching, their participants’ primary concern 

was “whether they could be effective with their students.  They described the many ways 

in which the working conditions in their schools—teaching assignments, collegial 

interaction, curriculum, administration, discipline—either supported or stymied them in 

that search for success” (p. 583).  Perrachione, Rosser, and Petersen (2008) also found 

teachers’ efficacy to be an important element in teacher retention mediated by “both 

intrinsic (e.g., personal teaching efficacy, working with students, job satisfaction) and 

extrinsic (e.g., schedule/time off, retirement) variables” (p. 35).   

In reference to spirituality, Marshall (2009) found many preservice teachers from 

her study came to the profession for spiritual reasons.  Curry and O’Brien (2012) found 

teacher retention was higher when teachers were exposed to a wellness paradigm that 
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fostered spirituality.  The empirical studies noted in current research show the impacts of 

teacher self-efficacy and spirituality on the longevity of educators. 

Gaps in Literature 

The literature review on teacher self-efficacy and spirituality revealed gaps in 

relation to the two constructs and the classroom practices of teachers.  If teacher self-

efficacy and spirituality are found to mediate the challenges of being an educator, 

research in this field is pertinent.  This study sought to describe the classroom practices of 

teachers who perceive themselves to have high teacher self-efficacy and spirituality, 

while using these constructs to make instructional decisions.  As with any stressful 

occupation, mediators of stress are necessary and inquiring into the mediators of teacher 

self-efficacy and spirituality adds to the gaps in the literature. 

Summary 

Teaching is one of the most stressful occupations.  Teachers encounter extremely 

diverse challenges, and not all teachers are equipped to handle such distress.  However, 

many teachers are able to positively overcome challenges through resiliency and 

persistence (Bobek, 2002).  Among the factors that influence teachers’ reactions to such 

challenges, self-efficacy has been known to mediate attitudes and perceptions of coping 

with challenges.  In addition, personal spirituality was also found to have a significant 

impact on stress management.  Research confirmed those with spiritual beliefs tend to 

become less stressed in challenging times (Atkinson & Malony, 1994; Ebaugh, Richman, 

& Chafetz, 1984; Schaefer & Gorsuch, 1993).  If personal spirituality benefits the general 

population in coping with challenges, why not look at how teachers use spirituality to 
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make classroom decisions and remain in the profession?  Teacher self-efficacy and 

spirituality are important concepts to review, guide future research, and most importantly, 

effectively instruct students. 
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CHAPTER 3 

RESEARCH DESIGN AND METHODOLOGY 

Chapter 2 presented previous research related to teacher self-efficacy and 

spirituality and impacts on instruction, classroom practices, and longevity.  I specifically 

explored the existing research related to these concepts, ways in which challenges in the 

classroom impact teachers, and coping mechanisms in relation to these challenges.  In 

this chapter, I explain the ways in which I structured my study.  I provide a rich 

description of my research design, as well as a rationale for the chosen design. 

The purpose of this qualitative study was to gain insight into the ways that teacher 

self-efficacy and spirituality impact veteran teachers’ classroom practices.  I used case 

study design as my methodology to develop an in-depth description of a bounded system.  

It is my hope that this qualitative study adds to the research related to teacher self-

efficacy and spirituality as well as encourages practitioners in the field of education who 

desire to learn specific and practical classroom practices of veteran educators. 

This chapter describes how I used case study methodology to frame and situate 

my study and how I sought to answer the research questions.  Specifically, I include an 

overview of my study’s purpose, research design, context of the study, site where I 

conducted my research, participant selection procedures, data collection, as well as how I 

analyzed the data.  The final section of this chapter addresses the dependability and 

credibility of this study, the role of the researcher, ethical issues, and limitations.  
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Overview of the Chapter 

In the Research Design and Rationale section, I identify my reasons for choosing 

case study methodology.  I include my reasons along with cited work from case study 

methodologists.  Additionally, I explain how the self-efficacy theoretical framework 

guided my study.  In the Site and Participant Sample section, I seek to clarify how I chose 

participants and why the site for this study was appropriate.  In the Data Collection 

section, I outline the data collection procedures by including how, where, and when I 

collected data.  The processes for how I conducted the interviews and observations as 

well as the timeline associated with my data collection are included within this section.  

In the Data Analysis section, I sought to explain the processes I underwent during this 

phase by outlining how I coded, categorized, and organized the collected data.  My 

explanations for how I coded data are supported with qualitative scholars’ work.  In the 

Trustworthiness section of this chapter, I provide evidence that my study is dependable 

and credible.  Additionally, I explain which techniques I used to ensure the validity of my 

study.  I also address how I protected my participants identities and my study’s data by 

following all of Mercer University’s Institutional Review Board (IRB) guidelines.  

Research Questions Reiterated 

By conducting this study, I sought to answer the following primary research 

question:  What characterizes instruction in a classroom where the elementary teacher has 

high self-efficacy and spirituality?  

The central question generated the following secondary questions: 
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1.  How do teacher self-efficacy and spirituality play a role in a teacher’s ability 

to cope with the demands and pressures of providing quality instruction? 

2. What are teachers’ experiences of the connection between self-efficacy and 

spirituality? 

Research Design and Rationale 

In qualitative research, the focus is on “process, meaning, and understanding” 

(Merriam & Tisdell, 2015, p. 294).  Qualitative researchers explore the why or how a 

particular phenomenon comes into existence (Yin, 2014).  For this study, I investigated 

the roles that teachers’ self-efficacy and spirituality play in an elementary classroom.  

Considering the complexities of self-efficacy, spirituality, and instructional practices, a 

case study was most suitable for this research design (Stake, 2010).  Case study 

methodology often helps researchers assess the thoughts and feelings of participants, 

thus, enabling the development of understanding in how participants ascribe meaning to 

their experiences (Stake, 2010).    

Although many scholars initially viewed case studies as “less rigorous” and “not 

scientific” (Lichtman, 2013, p. 91), case studies are now quite prevalent in qualitative 

research.  In fact, case study design has become one of the most prevalent methodologies 

in educational research (Yazan, 2015).  Lichtman (2013) argued, case studies are a 

common methodology because they provide “rich and detailed insight into the case” (p. 

94).   

It is important to note that case study methodology is not always approached in 

the same way in every study (Yin, 2009).  Yin (2009) believed case study should be 
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approached from a positivist viewpoint.  Positivists seek to gain knowledge from 

measurable and observable facts (Perry, 1998).   

Yin viewed case studies as a specific methodology while Stake (1995) 

approached case study design through a constructivist lens.  Constructivists do not deny 

the existence of the real word but contend “what we know of the world stems from our 

own interpretations of our experiences” (Ertmer & Newby, 1993, p. 55).  In other words, 

meaning is constructed through one’s encounters with an environment.  Unlike Yin 

(2009), Stake (1995) did not define how case study methodology works because of his 

belief that the process should be flexible, not fixed.  I approached this case study through 

the meaning of constructivism.  I believed my participants constructed their own 

experiences based on how they viewed their students and interacted inside of their 

classrooms.   

Case study methodology fit this study for many reasons.  Within the qualitative 

tradition of research, case study design is a preferred method because of its nature in 

addressing a research problem and the ability to ask questions (Stake, 2010; Merriam, 

1998; Yin, 2014).  First, Yin (2009) concluded how case study is more concrete than 

other methodologies.  This assisted in how I addressed the precision of each research 

question.  Next, case studies are unique because they provide information that is typically 

inaccessible or considered private (Merriam, 2009).  For this study, the cases were 

considered unique due to this type of study never having been completed at the site.  

Above all, case studies give readers an opportunity to develop a deep understanding of a 

case, which can impact teachers in the elementary field (Creswell, 2013; Yin, 2009).  The 
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overarching goal of this study was to give a rich, detailed description of this case study 

report grounded in the self-efficacy theoretical framework (Geertz, 1973).  The self-

efficacy theoretical framework guided my study because I hoped to give readers a better 

understanding of teacher self-efficacy coupled with spirituality and how these concepts 

manifest in instructional decisions and how they assist teachers in handing challenges.  

Previous studies have established links among self-efficacy, spirituality, and effective 

teaching (Long, 2008; Stanley, 2011).  The purpose of this study was to explore the 

nature of the relations among these three phenomena; thus, a case study design assisted in 

my examination (Yin, 2014).   

Unlike quantitative experiments that intentionally separate events from their 

original context to take a deeper look at variables, this qualitative study sought an in-

depth understanding restricted to its real-world context.  I, the researcher, served as the 

primary instrument of data collection and analysis (Merriam & Tisdell, 2015).  While 

surveys exist that explore this study’s topics, these only helped me determine the self-

efficacy and spirituality of teachers at the elementary site.  Instead of quantifying data 

through a means of surveying, I used survey instruments to determine the cases through 

which I developed the inquiry (Yin, 2014).  Then, I furthered the research with a study of 

the cases.  This information is described in greater detail in the participant sampling 

section.   

Yin (2014) described cases as “individuals, organizations, processes, programs, 

neighborhoods, institutions, and even events” (p. 15).  For this study, the case, or 

bounded system, included two teachers that I chose to investigate.  Yin (2014) reminded 
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researchers that the unit of analysis, or case, must “be distinguished from those who are 

outside of it” (p. 33).  Therefore, the case for this study included teachers who exhibited 

high teacher self-efficacy and spirituality.  Yin’s (2014) research design not only 

provides a logical approach of determining the unit of analysis and defining the 

boundaries of the case but stresses the importance of linking empirical data to the study’s 

research questions, findings, and conclusions.  I hoped to, at the minimum, have a two-

case case study because it could increase my chances of finding substantial information, 

drawing conclusions, and adding to this area of research (Yin, 2014).  Consequently, I 

studied two participants and utilized the methods of Stake (2010) and Merriam (1998) to 

facilitate a case study design.   

Stake (1995) recommended that researchers determine the type of case study they 

plan to use and define the case.  An intrinsic study is often undertaken to learn more 

about a person or phenomenon; however, for this study, an instrumental case was 

developed to understand specific issues that occur inside of teachers’ classrooms.  This 

study was an example of an instrumental case study because it outlined the daily 

challenges of being a teacher, as well as how teacher self-efficacy and spirituality impact 

classroom practices.  While it is considered instrumental, this study did not combine with 

other methodologies like narrative or phenomenology because I did not want the focus to 

be on stories of participants or understand an abstract phenomenon (Creswell, 2013).  In 

this research, I looked at how elementary teachers who deemed themselves as having 

high teacher self-efficacy and spirituality handled the challenges that come with being a 

classroom teacher.  
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Site and Participant Sampling 

Creswell (2013) claimed, to best understand a phenomenon, “the qualitative 

researcher purposefully or intentionally selects individuals and sites” (p. 213).  I chose 

the site and participants for this qualitative study using purposeful sampling.  According 

to Patton (2002), “The logic and power of purposeful sampling lie in selecting 

information rich cases for study in depth” (p. 230).  In other words, I chose the site and 

subjects “because they are believed to facilitate the expansion of the developing story” 

(Bogdan & Biklen, 2007, p. 73).  Additionally, I utilized this type of sampling to choose 

a site and sample “from which the most can be learned” (Merriam & Tisdell, 2015, p. 

96).  By using a purposefully selected sample, this helped me initiate conversations with 

teachers who perceived themselves as having high teacher self-efficacy and spirituality in 

their elementary classrooms.  

The research question for this study focused on the roles of a teacher’s self-

efficacy and spirituality in the classroom; therefore, the single-site case study analysis 

occurred at a private, Christian school located in the southeastern United States 

(Creswell, 2013).  The site was appropriate for the research study because it was 

conveniently the school in which I taught at the time of the study.  It offered enrollment 

from prekindergarten to twelfth grade.  The school was affiliated as Christian but had no 

specific denomination.  There were approximately 190 teachers and 1,700 students with a 

student-to-teacher ratio of 13:1.  The enrollment by ethnicity was approximately 180 

Asian, 75 Hispanic, 419 African-American, 955 White, and 77 mixed race students.  

There were approximately 80 to 100 students in each grade at the elementary level 
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(prekindergarten through 5th) and 150 to 200 in middle and high school grades (6th 

through 12th).    

I chose the research site due to its accessibility to me but also because of the 

longevity of its teachers.  The administration indicated that, out of 50 elementary faculty 

and staff, one to two teachers leave on a yearly basis.  According to the principal of the 

school, the reasons for such minimal turnover were often the result of a geographical 

move on the teacher’s behalf, not because of a dissatisfied educator.  The site’s 

administrative team encouraged and modeled a strong, collaborative environment.  

Teachers received autonomy to use provided curriculums; consequently, they could alter 

or enrich them as needed.  The principal shared the school’s belief that a unified 

commitment from teachers, students, parents, and administrators leads to student 

achievement and teacher retention.  All faculty and staff members were required to sign a 

statement of faith and community covenant deeming their highest regard for moral and 

ethical development for all involved.   

In 2016, the school was voted the best in private schools by readers from a 

regional magazine.  According to the school’s website, over 75% of the faculty held an 

advanced degree, with seven educators holding a doctoral degree, and 10 educators 

actively pursuing one.  Additionally, all faculty and staff were members of a church.  The 

faculty and staff belonged to 129 different Christian church congregations.  The staff was 

diverse in nature yet unified in its commitment to reaching the needs of all students.   

As for the curriculum, teachers utilized McGraw-Hill and the Common Core State 

Standards for language arts and math.  Science and social studies concepts were 
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embedded into the language arts curriculum, along with assimilations, experiments, and 

STEAM (science, technology, engineering, art, and math) activities.  Finally, teachers 

were required to use Finding God’s Promises, a Biblical study that assists teachers with 

the instruction of Christianity and God’s commandments.  This curriculum involves 

activity pages, music curriculum, and life applications that encourage students to use self-

reflection and character development.  Teachers and students were also required to make 

three chapel visits each week.  At this school, teachers’ spirituality and religiousness 

were of the utmost importance.   

Conducting the study at the school in which I taught allowed me unlimited access 

to participants for observations and interviews.  Some of the benefits associated with 

collecting data at the school in which I taught were the maximum amount of time for data 

collection and the familiarity with the teachers and characteristics of the school.  Other 

benefits were understanding of the curricular activities, implemented standards, and 

schedules of each teacher.   

While there were numerous benefits to conducting the research within the school 

where I taught, this also presented many challenges.  One of the challenges associated 

with collecting data at the school was the participants may have had concerns about the 

confidentiality of personal information.  Additionally, teachers may have outperformed 

while I was in the room to show skill and various pedagogical approaches.  Establishing 

trustworthiness with my participants, especially regarding the concepts of validity and 

reliability, was a crucial concern in ensuring the quality of my research.  Participants 

could have encountered difficulty understanding how confidential the data collection 
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process was.  They may have also had concerns about my sharing such information with 

administrators or fellow teachers.  I felt the need to do a thorough job of ensuring my 

participants felt safe, secure, and anonymous.    

After receiving permission from the Mercer University IRB (see Appendix A), I 

selected individual participants through criterion sampling within the chosen study 

site.  This type of sampling focuses on “picking all cases that meet some criterion” 

(Patton, 2002, p. 243).  I began by sending an email to all the elementary teachers who 

worked within my building in August 2018 to determine interest in the study.  For this 

study, I administered the Daily Spiritual Experience Scale (DSES) and Teachers’ Sense 

of Efficacy Scale (TSES) to teachers for consideration of how spirituality and teacher 

self-efficacy play a role in their classrooms.  Next, all the teachers who expressed interest 

from my initial email completed the DSES and TSES surveys.   

Originally developed by Lynn Underwood (2011), the Daily Spiritual Experience 

Scale (DSES), was created to highlight specific components of spiritual experiences such 

as awe, gratitude, mercy, sense of connections, and compassionate love and measure 

awareness of discernment and inspiration.  Originally developed for use in health studies, 

the DSES has been used recently in social sciences, program evaluations, and examining 

spiritual changes over time.  Published in six languages, longitudinal health studies, 

counseling services, treatment settings, and religious organizations have also utilized the 

survey.  The DSES examines specific components on spiritual growth as well as 

interpersonal and organizational communication.  The scale fit this study due to its focus 

on ordinary spiritual experiences.  The reliability of the DSES instrument is evidenced by 
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its use in over 70 published studies, as well as its Cronbach’s alpha, a measure of internal 

consistency, which showed scores ranging from 0.89 to 0.97 (Underwood & Teresi, 

2002).   

The Teachers’ Sense of Efficacy Scale (TSES), developed by Tschannen-Moran 

and Hoy, is also referred to as the Ohio State Teacher Efficacy Scale (OSTES) because it 

was created at Ohio State University.  Originally constructed following Bandura’s (1977) 

social cognitive theory, the TSES focuses on student engagement, instructional strategies, 

and classroom management (Tschannen-Moran & Hoy, 2001).   In previous research, the 

reliability for the scale ranged from 0.81 to 0.89; therefore, it is considered a reliable, 

valid instrument (Tschannen-Moran & Hoy, 2001).  

From the responses to these scales, I chose participants who represented a range 

of classroom experiences to collect rich data that described the teachers’ perspectives. 

This type of variation sampling purposefully assisted my examination of a variety of 

cases (Patton, 2002).  Ingersoll (2012) found that half of teachers leave the profession 

within the first five years; therefore, the population for this study consisted of elementary 

teachers who held instructional positions for at least 10 years.  I found participants with 

this amount of experience because I wanted to know they were familiar with lesson 

planning and experienced with the workload of a teacher.  I also wanted participants who 

understood the types situations that can occur within a classroom.  After administering 

the DSES and TSES to all the elementary teachers at my school who agreed to participate 

in the surveys, I chose the participants with the highest teacher self-efficacy and 

spirituality and those who showed interest in the study. 
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Overall, based on the responses to the initial scales, I reached out to participants 

who matched the following criteria: 

• Participants were full-time teachers in an elementary classroom.  This was to 

ensure that the participants I chose had the experience of being a classroom 

teacher. 

• Participants were in their 10th year of teaching or more. 

• Participants who would allow interviews throughout the course of the data    

collection and permit me to observe in their classrooms at least one time each 

week from Fall 2018 through Spring 2019. 

The first and second requirements were so that the research was able to address what is 

occurring in experienced teachers’ classrooms.  Creswell (2013) stated, “The most time-

consuming and costly approach is to conduct individual interviews” (p. 226).  

Consequently, the third requirement was for convenience purposes and so that the 

participants could recognize the time commitments of their involvement in the study.   

Once I received responses from the initial recruitment letter and surveys, I 

narrowed respondents down to teachers who met the specified criteria: those with high 

teacher self-efficacy and those who used spirituality to make instructional decisions.  The 

selected participants, described in greater detail in Chapter 4, signed an informed consent 

form (see Appendix D).  The surveys assisted in my initial interpretations of how the 

participants used self-efficacy and spirituality to guide decisions made inside of their 

classrooms, and this in turn assisted in my initial interviews with each participant.  Table 

2 shows the timeline associated with the study’s data collection and data analysis. 
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Table 2 

Timeline for Data Collection  

August 2018 September 2018 April 2019 

• Participant solicitation 

• Administration of the 

TSES and DSES to all 

interested teachers 

within a private school 

in the southeastern 

United States 

• Participants chosen 

• Interviews and 

observations began. 

• Transcriptions began 

immediately following 

interviews and 

observations. 

• Data analysis began. 

• Began written report of 

findings 

 

 

Data Collection 

The purpose of this case study was to investigate the roles of teachers’ self-

efficacy and spirituality in the classroom.  According to Yin (2014), collecting case study 

evidence can come from a variety of sources.  I used multiple sources of evidence to 

construct validity and reliability in my research design (Yin, 2014).  Merriam (1998) 

stressed that researchers need “both breadth and depth of data collection” (p. 134) to fully 

understand a case.  The goal of qualitative research is to ascertain a holistic 

understanding (Merriam, 1998), which, in this case was a holistic understanding of the 

instructional practices of teachers.  Therefore, I used multiple methods of data collection.  

Once I reached a sample of teachers who met the specified criteria, I began conducting 

interviews and observations (Adler & Adler, 1987).  Through data collection, I strove to 

“capture the distinctive perspectives of the participants” (Yin, 2014, p. 102).  In other 

words, I hoped to understand the day-to-day thoughts and feelings of the participants 

through their own words and actions.   
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Interviews 

One of the most critical sources of case study evidence is the interview (Yin, 

2014).  In this study, I conducted semistructured, open-ended interviews with teachers in 

order to obtain understanding in how self-efficacy and spirituality impact classroom 

practices.  Throughout the interview process, I hoped to gain a better understanding of 

how participants believed teacher self-efficacy and spirituality impacted their 

instructional practices and meeting the needs of each student.  According to Yin (2014), 

case study interviews should resemble “guided conversations rather than structured 

queries” (p. 110).  Within this structure, the researcher is responsible for following a 

specific line of inquiry and asking questions in an unbiased manner (Yin, 2014).  In these 

types of interviews, audio tapes “provide a more accurate rendition” (Yin, 2014, p. 110) 

of the conversation, but only when the interviewee agrees to be recorded.     

The interviews for this study took place before school, after school, or during 

teachers’ planning periods and lasted approximately 30 minutes to an hour in the school 

setting.  Before the first interview, I provided participants with the opportunity to read the 

questions.  This was primarily to make them feel more comfortable with the interview 

process.  The participants’ answers from the initial interviews provided me with a 

baseline and foundation for future discussions.  Yin (2014) argued the strengths of 

interviews include the ability to focus directly on the case study and provide insightful 

explanations.  However, Yin (2014) also recognized that there are weaknesses related to 

this data collection format.  Yin (2014) added that bias can manifest due to poorly 

articulated questions and responding to the participants’ answers.  For this reason, I 
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sought to put forth conversational questions in an evenhanded manner (Yin, 2014).  Not 

only were the interview questions administered in a friendly and nonthreatening way, I 

sought to create an atmosphere that felt safe and comfortable.  To accomplish this goal, I 

focused on active listening as well as questioning.  Establishing a series of questions in 

advance of the first interview assisted with my descriptions of the participants’ 

experiences.  Initial interview questions included the following: 

1. Why did you decide to become a teacher?  

2. What are some of your most memorable classroom experiences as a teacher? 

3. How does teacher self-efficacy inform your teaching practices on a daily 

basis? 

4. How do you feel that spirituality informs your teaching experiences on a daily 

basis? 

5. How do you see self-efficacy and spirituality impacting your day-to-day 

instructional practices, especially when handling the challenges associated 

with being a classroom teacher? 

The intent of each interview question was to address my research questions by 

eliciting answers about participants’ experiences, perspectives, beliefs, and 

understandings of their own spirituality and self-efficacy.  I also looked for ways that 

teacher self-efficacy and spirituality impacted classroom instruction and the challenges 

associated with the occupation.   

Yin (2014) stressed the idea that case study interviews must be open-ended and 

conversational.  In line with this notion, I varied, altered, or omitted research questions as 
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participants shared their stories.  New interview questions emerged as teachers shared 

their understandings of how self-efficacy and spirituality impacted their instructional 

decisions.  While the intent of interview questions is to capture an interviewee’s sense of 

reality, the conversation can also lead to “a mutual and subtle influence between you and 

the interviewee, sometimes referred to as reflexivity” (Yin, 2014, p. 112).   To avoid this 

influence, I felt sensitive to the fact that it may exist and conducted the case study 

interviews in a professional, timely manner.   

After obtaining consent from the participants, I recorded all the interviews with a 

voice recorder.  Before each interview, I confirmed the equipment was functioning 

properly.  Additionally, I sought to conduct the interviews in a setting with limited 

interruptions and no background noise.  Following the interviews, I uploaded the 

conversations to NVivo, a data analysis software program, and ensured that the 

conversations were password protected.  I used a backup, password protected MP3 device 

to keep the audio recordings in an additional, secure location.   

After uploading, I transcribed and studied the interview transcripts, so I could 

gain a rich understanding of the participants’ experiences.  I also kept analytic memos in 

a journal in NVivo to record questions and ideas that emerged during the 

interviews.  Lastly, I reviewed the transcripts and began immediately coding for clusters 

of information, determining the direction for future interviews, and allowing participants 

to review the transcripts to ensure accuracy.  I describe this process in greater detail in the 

data analysis section of this chapter. 



70 

 

Observations 

An observation, otherwise known as a method in which a researcher takes part in 

the “daily activities, rituals, interactions, and events of a group of people as one of the 

means of learning the explicit and tacit aspects of their life routines and their culture” 

(Dewalt & Dewalt, 2010, p. 12) is another opportunity for data collection.  The 

observations I conducted ranged from causal to formal activities.  I began with informal 

visits to each of the participants’ classrooms.  During the initial visits, I became 

acquainted with the classroom setting, the schedule associated with the participant, and 

the organization of the students.   

These informal visits were followed by “intense and targeted” (Merriam & 

Tisdell, 2015, p. 296) observations of the teacher.  I did not need to gain access to the site 

as I already worked in the school, but I did need to make the teacher aware that I wished 

to be a complete observer (Merriam & Tisdell, 2015).  A complete observer does not 

interact with participants and is in a communal setting (Merriam & Tisdell, 2015).  Due 

to the nature of complete observation, it was appropriate to explain to the students and 

participants that I was looking at their classroom techniques during my initial visit.  

During subsequent visits, I interacted naturally when appropriate, but not in a way that 

could interfere with data collection. 

During the observations, I assessed the physical setting to ascertain its design 

regarding the types of behaviors it promoted.  Additionally, I looked at the teacher as 

well as the students to determine their roles in the classroom.  Next, I looked at the 

sequence of events, activities, and what was specifically occurring during the 
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lessons.  Other important aspects I made note of included informal conversations, 

unplanned activities, and my own behaviors during the observation.  Dewalt and Dewalt 

(2010) stressed the importance of researchers being able to recognize how their own role 

impacts the scene.   

One strength of an observation is that the researcher has the “opportunity to see 

things that may routinely escape the awareness of the people in the setting” (Patton, 2002, 

p. 262).  I tried to maintain minimal interactions with the students and teachers in the 

classroom.  Adler and Adler (1994) noted how pure observation removes the researcher 

from actions and behaviors so they cannot influence them.  This type of observing 

allowed me to become the research tool, lessened the effects that could be associated with 

my influence on the situation, and allowed me to address my research questions.  Some 

specific weaknesses I was aware of during the observations included the potential for 

selectivity and reflexivity.  Yin (2014) reminded researchers that broad coverage can be 

difficult without “a team of researchers” (p. 106).  Therefore, I had to be willing to 

adhere to the time-consuming nature of the observation so that I could get an adequate 

picture of what was happening in the classroom.  Reflexivity, or noting how the actions 

of the participant could be inaccurate because they are being observed, can be avoided by 

observing at various times of the day and during extended periods of time (Yin, 2014).  

Selectivity can be avoided by transcribing the observations immediately upon completion 

(Yin, 2014).   

While conducting observations, I took descriptive, anecdotal notes; used 

quotations to represent participants in their own terms; and engaged in reflection by 
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reporting my own thoughts and feelings.  As the observations became increasingly longer 

and more formal, I became more “open, discovery-oriented, and inductive” (Patton, 2002, 

p. 262).  After multiple observations, I had initially intended to use a checklist or protocol 

for case study research outlining items to look for; however, this was unnecessary 

(Patton, 2002).  Additionally, I considered filming the teacher to assist in my own 

interpretation of the observations, yet this was also unnecessary.  Throughout each 

observation, I recorded detailed notes that included vivid descriptions and dialogue 

(Bogdan & Biklen, 2007).  Formal field notes were written within a few hours of each 

observation.  I sought to write field notes immediately following the observation so I 

could recall all the details of my experience in the classroom.  I utilized field notes to 

guide future interview questions and assist in my interpretation of the ways that 

participants handled challenges I observed.   

Triangulation 

I planned to conduct multiple rounds of interviews and observations with the 

participants during data collection to develop an understanding of how spirituality and 

self-efficacy impacted their classrooms.  I initially intended to hold an interview 

following each observation; however, I began observing for one hour each week because 

my schedule allowed for this, and subsequent weekly observations were not possible due 

to time constraints.  Therefore, I observed each participant from September 2018 until 

April 2019 and conducted five separate interviews with each participant throughout the 

collection process.  The time associated with data collection depended on how well I was 

able to communicate the phenomenon occurring in the classroom (Merriam, 1998).  
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When I began to note similar codes, and my codes began forming into categories, I knew 

I was reaching saturation in the data collection process.  According to Patton (2002), 

researchers use several different sources of data to look for evidence of codes and themes 

to triangulate information.   

The participants served as multiple sources of data.  Analysis of the observation 

and interview transcripts allowed me to compare the perspectives of two participants and 

investigate their points of view.  Bazeley (2013) reminded readers of the importance of 

triangulation of data because it involves a comparison of the conclusions drawn from 

data.  Bazeley (2013) added the importance of checking to see that the “inferences you 

draw from the data are comparable with those obtained in the first instance” (p. 406).  

Through multiple interviews and detailed observations of participants, I sought to 

triangulate data and develop a rich description of teachers’ perspectives.  During the 

study’s data collection, the weekly observations, as well as five separate interviews with 

each participant, assisted in my understanding of the participants’ classroom practices. 

Data Analysis 

Preparing for data analysis begins when the research project begins (Bazeley, 

2013).  According to Yin (2014), data analysis consists of “examining, categorizing, 

tabulating, testing, or otherwise recombining evidence, to produce empirically based 

findings” (p. 132).  The primary sources of data for this case study were interviews and 

observations.  According to Merriam and Tisdell (2015), data collection and analysis 

“should be a simultaneous process” (p. 195).  Therefore, after each interview and 

observation, I immediately transcribed my field notes.  This allowed me to verify that the 
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data collected was both substantial and attentive (Bogdan & Biklen, 2007).  I knew data 

collection was complete when I reached data saturation, and the data I collected became 

redundant (Bogdan & Biklen, 2007). 

Next, I uploaded the transcribed interviews and observations into a data analysis 

software program known as NVivo.  This software assists researchers in managing, 

organizing, and categorizing qualitative data.  During the analysis of data, I continually 

referred to the cases involved in the study and my purposes for this research project (Yin, 

2014).  I also began making lists of codes in my researcher’s journal.  I found the 

connections drawn on paper pushed my thinking further than the analysis I was able to 

complete in NVivo.  NVivo proved to be a seamless way to organize the data using an 

electronic format; however, I preferred noting the connections, codes, and emerging ideas 

on paper.  Throughout the data analysis process, I utilized coding, constant comparative 

analysis, the construction of categories, as well as computer-assisted tools to make 

meaning of the information (Glaser & Strauss, 1967; Yin, 2014).   

Coding 

To manage the vast amounts of qualitative data, I began by using open coding 

(Merriam & Tisdell, 2015).  Coding is a common practice for sorting through and 

interpreting the data in a qualitative study (Merriam, 1998).  The codes were open-ended 

“single words, letters, numbers, phrases, colors, or combinations” (Merriam & Tisdell, 

2015, p. 199) that captured the essence of the data.  As I collected data, it was important 

to code “according to whatever scheme is relevant” (Merriam & Tisdell, 2015, p. 200) to 

my study.  Initially, I used memos to record my thoughts and questions.  The codes 
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assisted in my interpretation, linking, and sorting of the information.  Additionally, I 

relied on repetition of instances of meaning to determine the codes (Stake, 2010).  Coding 

was the initial, analytic process used to search for patterns, insights, or promising 

concepts within the data (Yin, 2014).  Codes included what I jotted down in the margins 

of my transcripts, exact words of the participant, my own words, or some concept from 

the literature (Merriam & Tisdell, 2015).  The codes assisted in my initial understanding 

of the participants’ words or actions.  These open codes also allowed for the organizing 

and labeling of data and promoted accessibility.  The data were initially coded inside of 

the NVivo platform, and then I used paper to note connections among codes.   

Qualitative data analysis is both “inductive and comparative” (Merriam & Tisdell, 

2015, p. 201).  Merriam (1998) suggested analyzing the information from the interviews 

and observations to identify common themes, patterns, or categories.  To facilitate this 

type of inquiry, I employed the constant comparative model (Glaser & Strauss, 1967; 

Merriam, 1998).  The constant comparative method, widely used throughout qualitative 

research, allows for a deeper understanding of the data (Charmaz, 2014).  This type of 

method requires constant comparisons of units of data to discover connections (Yin, 

2014).  Any unit of data has the potential for meaning to the study; therefore, I weighed 

all pieces of data equally to look for commonalities.  

The overarching goal of data analysis is to make sense of the data (Yin, 2014).   

For my first cycle of coding, I transcribed using open coding to allow possible terms to 

emerge from my data.  As I open coded my data, I used memos to record my thoughts, 
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feelings, and questions.  Once I finished my initial coding cycle, I began the second 

round of coding.   

After looking at my open codes in NVivo, I organized them into categories during 

the second cycle.  According to Merriam and Tisdell (2015), assigning “codes to pieces 

of data is how you construct categories” (p. 206).  When I made a category, I followed 

Maykut and Morehouse’s (1994) descriptive statement that outlined what each category 

included.  Some coding categories I used were classroom challenges, classroom 

practices, instruction, spirituality, student behaviors, and teacher behaviors.  After 

constant comparison of the transcribed interviews and observations, I realized the data 

began to fit into identified categories and subcategories that related to overall themes.  I 

was also able to label themes with the exact thoughts and words of my participants.  

Categories can also be referred to as themes (Merriam & Tisdell, 2015).  This led to my 

third cycle of analysis.   

Merriam (1998) suggested that the names of the categories come from the 

researcher, participants, or review of the literature.  Ultimately, the categories came from 

what the data showed (Merriam, 1998).  After synthesizing my findings and noting how 

my research questions were answered, I adhered to Merriam’s (1998) suggested 

guidelines for naming categories.  First, the categories focused on answering my research 

questions.  Second, the categories were all encompassing.  Next, the name of each 

category captured the essence of the theme.  Finally, each code only contained one 

concept, so each code only appeared once within the whole system of categories 

(Merriam, 1998).  The construction of categories was utilized to assist in my 
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interpretation of themes, recognize findings, and above all, respond to my research 

question (Yin, 2014).  The number of categories I included was dependent upon the data 

and focus of my research (Merriam & Tisdell, 2015).  I conducted member checking 

informally throughout data analysis to verify with each participant.  I chose to ask 

questions verbally if I was uncertain about the information found or categories that I 

noted. 

Procedures for Organization 

Bogdan and Biklen (2007) stressed the importance of reviewing collected data 

throughout the collection process.  As a qualitative analyst, “you do not have a statistical 

test to help you when an observation or pattern is significant, you must rely first on your 

own sense making, understandings, intelligence, experience, and judgment” (Patton, 

2015, p. 572).  In other words, the data collected should help the researcher plan for 

future data collection.   

After repeatedly coding the data to find categories, I stored the qualitative data 

utilizing a case study database, as suggested by Yin (2014).  Each piece of data was 

stored electronically on a computer file.  The coded interviews and observations were 

categorized into the NVivo electronic program.  While NVivo did not analyze the data, it 

provided an electronic organization to store the data in a logical manner.  With NVivo, I 

was able to electronically sort the data, move pieces of the data within assigned codes, 

and create new categories.  Furthermore, NVivo allowed for building interpretive 

diagrams or tables to visualize how the categories work together (Merriam & Tisdell, 

2015).  Above all, NVivo allowed for a far more comprehensive analysis of the data, 
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organization of the interviews and observations, and a concise way to share with 

participants and my dissertation committee.   

In addition to the organization of NVivo, I used Google Drawings to share ideas, 

connections, and inquiries with my dissertation committee.  The drawings I made assisted 

in my interpretation of the data, allowed my committee to see questions that emerged 

throughout the collection process, and gave my participants the opportunity to see what I 

was noting from their interviews and observations.  Figure 3 illustrates how I engaged in 

each cycle of data analysis.  It also shows how data collection occurred during the first 

and second cycles of coding. 

 

 
Figure 3. Three cycle data analysis process.  

 

 

Researcher Role and Bias 

Understanding the role of the researcher in qualitative studies is important given 

the primary instrument is the researcher (Creswell, 2013; Stake, 2010).  Throughout this 

case study, I was a fulltime educator and doctoral student.  I continued to be aware of the 

roles I had as a teacher, student, and researcher and how these influenced my 

observations, interviews, data collection, and analysis (Lichtman, 2013).  Erlandson, 
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Harris, Skipper, and Allen (1993) wrote about such relationships when they stated, “To 

get to the relevant matters of human activity, the researcher must be involved in that 

activity.  The dangers of bias and reactivity are great; the dangers of being insulated from 

relevant data are greater” (p. 15).  In other words, there is an inseparable relationship 

between the researcher and the research itself.  To secure research credibility, qualitative 

researchers must try to be aware of their own perspectives and positions.  According to 

Stake (1995), “The intent of qualitative researchers to promote a subjective paradigm is 

given.  Subjectivity is not seen as a failing needing to be eliminated, but as an essential 

element of understanding” (p. 45).  As a teacher and sole investigator of this research 

study, I made every effort possible to perform the research in an ethically appropriate 

manner, addressing the subjectivity that I brought to the study.  For this reason, I identify 

my personal biases, values, and interests about my research topic in the following 

sections.  

As an individual with roots in education and pedagogy, I value quality learning 

and moral development for all students.  My educational background and experiences 

with teaching, spirituality, and instructional practices all served as an indication of my 

ability to conduct this research study.  However, all these constructs could have become 

personal biases that impeded my study.  I am from a culturally responsive pedagogical 

foundation with applied views in constructivism and cognitivism.  My education has 

taught me to look for patterns and give particular attention to classroom practices, 

culture, and relationships.  I look at individual experiences and how knowledge is gained 

from engagement and impacted by social interactions with others.  Additionally, I see 
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specific paradigms within my own instructional practices: behaviorism, cognitivism, 

constructivism, and postmodernism.  With this, I confidently recognize the intersection of 

these paradigms in my pedagogical practices and classroom experiences.  I see the 

importance of blending theory with past experiences and future instructional decisions.  

These theories guide the ways I instruct, interact with students, and plan future learning 

activities. 

For this research study, my employment at a Christian school provided insight 

and a specific viewpoint for approaching this case study.  After teaching six years in a 

public school, I found that I loved teaching, but I felt a longing to work closer with 

students on moral development.  I moved to my current position during the 2017-2018 

school year and felt it was an appropriate place to conduct this study.  I also made the 

switch from a public environment to a private environment to work alongside colleagues 

who shared a common faith.  Christianity is, and will always be, an important part of my 

life.  As an elementary teacher, I have become increasingly aware of how spirituality 

drives my behaviors, relationships, and classroom decisions.  This spirituality allows for 

deep connections with students, moral development inside of the classroom, and it places 

importance on character as well as subject matter.  This subjectivity influenced my 

research interest, questions, and possibly impacted my methods for coding.  My interest 

in teacher self-efficacy, as well as interactions with fellow teachers who expressed 

confusion, concern, and stress when dealing with the workload of an educator, also 

impacted the choice of my research study.  I wanted to understand what was occurring 
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inside of the classroom of a teacher who was spiritual and exhibited high self-efficacy, 

but I also wanted to contribute to the literature on the topic of teacher longevity.  

In addition to my own firm spiritual beliefs, I am a White, middle-class female 

teacher.  Being a teacher within the school in which my research was conducted could 

have posed many problems.  I needed to develop a rapport with my participants where 

they felt safe and open to sharing their classrooms and instructional habits with me.  I 

needed to make them aware of my reasons for conducting the research and share 

explicitly how I would keep their identities anonymous.   

During the interviews, I chose not to share personal experiences or opinions 

relevant to the study because these could have resulted in leading the participants’ 

opinions.  During the collection of data, I ensured my participants recognized my need to 

be an observer, not participant.  As needed, I explained to the students and participating 

teachers that my reasons for being in the classroom were for observing and not 

participating in the day to day classroom practices.  Observations ensured the validity of 

the design, and minimal encounters with those inside of the classroom ensured that I 

captured an accurate picture of what was actually occurring inside of the classroom.  

During interviews, I ensured that they were as semistructured and open-ended as 

possible.  I did this by only responding when the time was appropriate and only adding to 

the conversational nature, not sharing my views with the participants.  I spoke to my 

participants in a conversational tone but did not explicitly state my own opinions or past 

experiences.  My intent was to lead the interview solely focused on the instructional 

practices of the participants.   
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I recognized that it would not only be the words that I spoke that could impact the 

research of this study, but my identity and nonverbal communication could also impede 

this study’s methodology.  I fully disclosed that this study would not be completely 

impartial; however, I bracketed my own feelings and avoided giving my opinion during 

data collection.  I did everything within my power to remain objective and not insert my 

thoughts, feelings, or bias into any portion of this study.     

Limitations 

As a researcher with a passion for teacher self-efficacy and spirituality, I 

recognize how there is a possibility for bias, assumptions, and creating ideas about the 

research experiences of my participants.  I fully recognized how this could become a 

limitation of my study.  To guard against this, I ensured that all findings were based on 

the data and not my own biases.  Moreover, I recognized that this study would not 

generalize to other studies; therefore, this study does not have much external validity.  

The limitations of this study also included a limited number of participants.  The 

small number of participants could only represent a small population experiencing this 

phenomenon.  Additionally, I omitted two important voices in the school community: 

administration and parents.  I recognize that administrator and parent perceptions of how 

teachers use self-efficacy and spirituality to make instructional decisions could be of 

interest in future research.    

Trustworthiness 

As proposed by Lincoln and Guba (1985), I established trustworthiness by using a 

variety of techniques that provide credibility, transferability, dependability, and 
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confirmability.  The criteria emphasized my role as the researcher and assisted in my 

response to “the concerns of outsiders, many of whom may be unfamiliar with or 

blatantly challenging of the credibility of qualitative research” (Merriam & Tisdell, 2015, 

p. 241).  For this case study, I considered the elements of credibility, transferability, 

dependability, and confirmability throughout the duration of collection and analysis. 

Credibility 

Credibility deals with the question of how “research findings match reality” 

(Merriam & Tisdell, 2015, p. 242).  Part of the notoriety of this subject within qualitative 

research comes from a “lack of trust in the credibility of a case study researcher’s 

procedures” (Yin, 2014, p. 218).  Therefore, credibility can be secured by prolonged 

engagement, persistent observations, triangulation, peer debriefing, and member checking 

(Erlandson et al., 1993; Lincoln & Guba, 1985).  Prolonged engagement occurred 

because of the nature of the study and because I conducted the study within my own 

school.  This type of engagement allowed me to build trust with my participants. 

Persistency contributed to my understanding in how to avoid interpreting “an 

inappropriate hypothesis” (Erlandson et al., 1993, p. 137).  I ensured triangulation by 

using different types of data: interviews and observations.  Triangulation also assisted in 

my interpretation of noting repeating patterns within each source of data.  Also, peer 

debriefing with my dissertation committee and member checking with my participants 

contributed to my research study’s credibility.  
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Transferability 

Transferability in qualitative studies is similar to generalizability in quantitative 

studies (Merriam & Tisdell, 2015).  It can be established when the researcher provides 

sufficient and descriptive data (Lincoln & Guba, 1985).  Shenton (2004) argued for a 

“provision of background data to establish context of the study and detailed description 

of phenomena in question to allow comparisons to be made” (p. 73).  Detailed 

descriptions of the cases and research methods could allow other researchers or readers to 

transfer the research findings to new investigations.  Purposeful sampling also 

contributed to the transferability of my study because I collected data that was relevant to 

my research questions.   

Dependability 

Dependability builds consistency in a qualitative study.  It was appropriate to 

report any changes made to my methodological procedures or phenomena under 

investigation.  For my research to be dependable, I needed to triangulate multiple sources 

of data.  I also needed to inform readers of my reasons for doing so.  The dependability of 

any study relies on overlapping methods and formulating such a rich description that the 

study could be replicated (Lincoln & Guba, 1985; Shenton, 2004).    

Confirmability 

Confirmability is the “admission of” a researcher’s beliefs or biases (Shenton, 

2004).  As I noted previously, I sought to make my research confirmable by using 

multiple data sources and peer debriefing (Erlandson et al., 1993).  Additionally, I 

included raw data in the final report that illustrates how my codes became categories, 
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how the categories became conclusions, and how the codes and categories answered my 

research questions.  Showing the sequence of how I collected the data and arrived at the 

emerging themes confirms I conducted the study in a tedious manner.   

Ethical Issues 

For qualitative researchers, maintaining participant confidentiality while 

presenting rich descriptions and detailed accounts presents unique challenges.  To protect 

the participants’ rights and needs during this case study, I maintained confidentiality of 

all collected information.  Additionally, I made every effort to prevent anyone outside of 

the research study from obtaining the identity of the participants.  I guaranteed and 

provided privacy and anonymity to the names of the school, administrators, and teachers.  

I was extremely cautious when including descriptions of participants, their stories, or 

quotes to avoid inadvertently revealing a participant’s identity.  I sought permission to 

observe teachers in their classrooms, yet I did not use any identifiable information in my 

fieldnotes.  The only other individuals who had access to my raw data were my 

dissertation committee members.  I securely stored all data by locking it in a password-

protected device.   

 In addition to protecting the anonymity of my participants and research site, I 

followed all university and school level Institutional Review Board (IRB) procedures.  I 

did not begin collecting data until I received IRB approval, secured informed consent 

from each participant, and made all parties aware they could withdraw from the study at 

any time.  I desired to have a dependable and credible study; therefore, I used 

triangulation, interview protocols, data analysis software, member checking, and peer 
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review to ensure the validity of my study.  I followed all IRB guidelines and used 

pertinent ethical safeguards, such as protecting the anonymity of my participants, 

assigning pseudonyms to the participants and the study site, and making raw data 

inaccessible to anyone but my dissertation committee.  Above all, qualitative researchers 

must be conscious of any ethical issues that could impede the research process while 

examining their own philosophies, and this is what I sought throughout the study. 

Summary 

The purpose of this chapter was to describe the case study methodology I used in 

my research.  In the beginning of the chapter, I described why I chose case study 

methodology to describe how efficacy and spirituality impact a teacher’s classroom 

practices.  In the following sections, I identified how I chose my sample and the setting of 

the research.  In the final sections of the chapter, I described how I used two different 

data collection methods: interviews and observations.  I used multiple sources of data to 

help me understand how teachers’ efficacy and spirituality impacted their instructional 

practices.  I also described how I sought trustworthiness within the study.  I recognized 

how there is a possibility of bias and how my study does not generalize to a larger 

population.  Despite these limitations, I explained how I guarded against any threats 

during the data collection and analysis phases of my study.  For example, I set aside my 

personal experiences, used specific interview protocols, triangulated my data, and kept an 

audit trail of all procedures.  I also used member checking when necessary.  Finally, I 

addressed the ethical concerns that could have arisen within my study.  I described how I 
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protected my participants’ identities and how I followed all university and site research 

procedures.     

The subsequent chapter, Chapter 4, presents emergent themes from my data 

analysis, which is grounded in self-efficacy theory.  I utilized rich, thick description in 

narrative form and figures to depict the findings.  Chapter 5 includes a discussion of my 

results, implications, and recommendations for future research.  
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CHAPTER 4 

RESULTS 

The National Center for Education Statistics (2014) noted a major concern 

impacting education professionals and students: teacher retention.  The Schools and 

Staffing Survey in the 2012-2013 school year found that, out of nearly 3.4 million 

teachers, 8.1% ended the year at another school and 7.7% left the profession after that 

year.  A Learning Policy Institute (2017) survey revealed approximately 90% of teacher 

vacancies are from those who leave the profession altogether.  While much of the 

research targets the reasons behind teachers’ decisions to leave the profession, minimal 

research focuses on the reasons veteran teachers remain in the profession, despite its 

challenges.  Teachers often face disengaged students in a high-stakes testing atmosphere 

that pushes them out of the profession (Abrams, Pedulla, & Madaus, 2003; Diamond, 

2007; Ingersoll, 2001).  Other factors contributing to attrition include problematic 

learners, lack of resources, and little time for support from colleagues (Fry, 2007; 

Melnick & Meister, 2008).  As students matriculate through school, their enjoyment of 

school decreases, thus making the teaching profession even more difficult on the 

instructors (Hagenauer & Hascher, 2014).  Teaching efficacy is one mediating factor that 

dictates whether a teacher remains in the profession (Angelle & Teague, 2014; Brouwers 

& Welko, 2000; Pajares, 1996; Pedota, 2015; Tournaki & Podell, 2005; Tschannen-

Moran & Hoy, 2007; Ware & Kitsantas, 2007).  In addition to teaching efficacy, many 
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teachers utilize spirituality to handle the demands of being in such a challenging 

profession (Hartwick, 2014; Pajak & Blasé, 1989).   If teacher self-efficacy and 

spirituality are mediating factors that assist with retention and consequently, the 

engagement of students, these factors solicit examination.   

To this end, the purpose of this qualitative study was to describe what is occurring 

inside the classrooms of veteran teachers who have high teaching efficacy and use 

spirituality to cope with the demands of the occupation.  Understanding teachers’ 

experiences provided insight into how spirituality and teaching efficacy impact classroom 

practices.   

The central question used to guide this study was: What characterizes instruction 

in a classroom where the elementary teacher has high self-efficacy and spirituality?  The 

central question prompted the following secondary questions: 

1. How do self-efficacy and spirituality play a role in a teacher’s ability to cope 

with the demands and pressures of providing quality instruction? 

2. What are teachers’ experiences of the connection between self-efficacy and 

spirituality? 

In essence, I sought to determine the strategies and skills veteran teachers who self-

reported high teaching efficacy and spirituality used.  As these items have suggested to 

mediate stress related to the teaching profession, they were the sources that guided this 

study.  The study took place from September 2018 to April 2019.  I collected data during 

weekly classroom observations that lasted from 45 minutes to one hour.  In addition to 

the observations, I conducted five separate interviews with each participant.   
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The purpose of this chapter is to share the results of the data collection and to 

thoroughly answer the study’s research questions.  Therefore, I address each research 

question by describing the participant’s individual experiences from the interviews and 

observations and explain how the participants noted the connections between efficacy 

and spirituality and how these connections impacted their daily instructional practices.  

Following an explanation of the organization of this chapter, I relate what occurred 

during the interviews, observations, and cross-case analysis.   

Organization of the Chapter  

In this chapter, I present the findings of this study’s data collection.  First, I 

familiarize my readers with each participant.  The participants, both having taught for 

over 10 years, shared experiences related the occupation, instructional techniques utilized 

in their classrooms, and stories related to personal trials and victories.  In the subsequent 

sections of the chapter, I illustrate the conclusions from the research and describe the 

themes associated with my case study research.  The final sections of the chapter describe 

the participants’ views on the connections between efficacy and spirituality.      

Participant Profiles 

The following sections describe the two female participants of this study.  For 

each, I provide background information, education level, and a description of her 

classroom.  I assigned pseudonyms to protect the identity of the participants.   

Diana 

Diana Mason was a kindergarten teacher who had been in education for over 15 

years.  She received her master’s degree in Early Childhood Education, as well as 
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extensive training in reading instruction.  Prior to her kindergarten teaching position, 

Diana spent over 10 years as an elementary reading coach.  Her approach to identifying 

and intervening with struggling readers was a direct, multisensory, structured method to 

teaching reading, writing, and spelling.   

At the time of this study, Diana worked in a kindergarten program where she 

received a wealth of freedom in curricular decisions.  She determined what she needed to 

teach by focusing on student interests and abilities in the form of strengths and gaps.  

Diana designed lessons, instructional tools, and activities to align directly to the students’ 

needs in her classroom.  She did not adhere to a scripted curriculum for any subject; 

however, she did focus on the required Common Core State Standards (CCSS) and 

utilized the provided McGraw-Hill curricula when necessary.  

The student makeup of Diana’s class varied; however, she stated the diversity of 

her students was what she appreciated the most about her position.  She spoke of working 

alongside bilingual households who needed direct instruction with alphabet and language 

development, students who exhibited learning differences during prekindergarten 

programs, or students who were on the lower percentiles for growth charts and needed 

additional time on specific skills.  Diana believed the majority of her students needed 

extra support.  She attributed her patience with diverse students and longevity in the field 

to her own experiences as a mother.  Her two children, both leaders in their high school 

and college classes, were examples of students with learning challenges who had devoted 

teachers.  Diana’s fellow teachers and school administration named her Educator of the 

Year in 2018.   
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In Diana’s classroom, “Oh!  The places you’ll go!” was written on the wall along 

with hangings of student work samples from all subjects.  Her classroom housed many 

areas devoted to student learning: reading nooks, small group tables, alternate seating 

options, a tank for the classes’ pet iguana, manipulatives area, games station, art station, 

and numerous areas to evoke learning.  On the bright blues and reds of the carpeted floor, 

the students sat on area rugs in various locations of the classroom for learning and 

practicing skills.  The space was brightly colored and material-rich yet organized and 

inviting.   

In addition to the visually appealing instructional tools, Diana utilized auditory 

teaching and learning.  Multisensory techniques included songs, riddles, and chants 

involving alliteration and rhyme.  Her student, who called her “Mrs. M”, appeared to 

appreciate her knowledge of songs and chants.  During each observation over the course 

of nine months, she showed knowledge of songs and chants to help students recognize 

letter sounds, grammatical rules, sentence structure, and math concepts.  Diana shared 

how curriculum “should be tailored to meet the needs” of her students.  She also 

indicated that a prescribed curriculum did not tell her what to teach; instead, she used the 

interests and needs of her students to tailor her instruction.  Her instructional techniques 

varied in nature as she was typically trying something new during each observation.  

Diana combined teacher-led direct instruction with small group centers and allowed her 

students numerous “brain breaks” throughout their school day.  She gave thoughtful 

recommendations to students who needed redirection and treated all students with respect 

during interactions.   
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She was hesitant to boast about her knowledge of such instructional techniques.  

“That’s just who I am” was a common response from her.  Her colleagues knew her as a 

fixer and eloquent parent communicator as witnessed in staff development workshops.  

Figure 4 depicts the layout of Diana’s classroom and illustrates part of her teaching style. 

 

 
Figure 4. Diana’s kindergarten classroom. 

 

 

Jessica 

Jessica Barrett was a 5th grade teacher who held a master’s degree in education as 

well as an education specialist degree in curriculum and instruction and certification in 

middle grades math and science.  She had been in education for over 16 years and taught 

1st, 2nd, and 5th grades.  Jessica placed emphasis on her instructional techniques, 
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relationships with students, and support from her colleagues.  She used a conversational 

tone and witty humor to capture her students’ attention.  Jessica attributed her love of 

teaching to what the job taught her: respect for all.  Similar to Diana, she was also a 

mother, and she felt this contributed to her success in the classroom and ability to 

motivate the diverse personalities of her students over the years.  Jessica was a lifelong 

learner who believed she had not completed her own educational endeavors.  She would 

enjoy continuing her educational experiences in a doctoral program.  She served on an 

academic leadership team where she directed meetings, assisted her coworkers with 

deadlines, and acted as a liaison between her colleagues and administrative staff.  Jessica 

attended monthly meetings before school to manage the requirements of her leadership 

roles.  After school, she tutored students in grades kindergarten through fifth.  She 

insisted that she was a “forever student” and that she learned more from her scholars 

(students) than they did from her.     

Jessica taught four blocks of 5th graders, heterogeneously and homogenously 

grouped.  During each block, she taught a combination of math and language arts, but she 

embedded cross-curricular connections into each lesson.  Jessica was a firm believer in 

the importance of being an interdisciplinary instructor.  She described how her students 

should be able to seamlessly “fit each block of learning into the next” and how each 

concept should appear like a steppingstone from one standard to the next.   

In addition to the curricula, Jessica devoted time at the beginning of each class to 

an encouraging story, video, or meme.  Her students seemed to appreciate her 

encouragement of moral and ethical development through what she called “inspirations”.  
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The inspirations were exactly as their title describes: they included lifelong lessons that 

students could apply to their lives.  She added, “engagement is a top priority”, as well as 

meeting students where they are and invoking knowledge upon them along the way. 

Upon entry into her classroom, there was subtle chatter of student voices and a 

saying on the wall that read, “The expert in anything was once a beginner!”.  The 

students’ pictures were posted along the classroom’s cabinets.  Above the student 

pictures, the die cut letters read, “Love your neighbor as your selfie” amid quotes from 

famous historians such as Rosa Parks and Martin Luther King, Jr.  Underneath each 

picture were student descriptions of something they loved about themselves.  One 

student’s work indicated she was excited when she saw her hair because it reminded her 

of a precious grandmother.  Jessica related that she had taken the students’ photographs 

and helped them choose something they loved about themselves.  She added, “Oh!  It was 

easy!”   

Jessica also related that she takes a generous amount of time in the beginning of 

the year getting to know her students on both a personal and academic level.  She 

repeatedly mentioned how she gets at the heart of “meeting the needs of the whole child”.  

She believed it was simply not enough to only know a child on paper—one must get to 

know their heart, interests, and family dynamics as well.  For Jessica, relationships were 

equally as important to her as her students’ classroom experiences.   

Jessica described her occupation as a “gift” in getting to know so many students 

and families; however, she really appreciated her job because of the comradery she had 

with her colleagues and 5th grade team members.  Many of her fellow teachers came to 
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her for advice or encouragement.  Jessica was often in the middle of conversations or 

meetings over lunch with her team members.  There was certainly more laughter than 

conversation during those times.  Her focus on relationships, both inside and outside of 

the classroom, was an area that made her unforgettable.   

Jessica’s classroom housed collaborative tables, a large classroom library 

complete with fictional and informational chapter books, a reading nook with alternative 

seating options, and inspirational quotes on the walls.  Unlike many teachers, Jessica did 

not have a desk; instead, she often shared a rounded collaborative table with a student or 

two during each block.  Her classroom had a podium from which she taught, as well as a 

stage for students to present and share their learning.  Figure 5 is a visual of Jessica’s 

classroom.   
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Figure 5. Jessica’s 5th grade classroom. 

 

 

Overview of Themes 

Each theme emerged through investigation of developing categories, cross-case 

analysis, and interpretation of the teachers’ interviews and observations.  During and after 

data analysis, categories and subcategories surfaced and eventually answered the study’s 

research questions.  The central research question dealt with the instructional practices 

that occurred in teachers’ classrooms who exhibited high self-efficacy and spirituality.  

The themes of “knowing what works” and “having a calling” appear in the conclusions 

for this question.  The first subquestion focused on the roles that spirituality and teaching 

efficacy play in coping with the demands of the occupation.  Evidence of “committing to 
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everyday successes” and “maintaining relationships” emerged within the findings of this 

question.  The final inquiry, related to connections between efficacy and spirituality, 

focused on how the participants viewed each construct and how these play a role in their 

classrooms, answering the final research question.  While the participants acknowledged 

the stressors associated with the occupation, the focus of this study was on what mediates 

these challenges in the workplace.  Figure 6 shows the social, emotional, and 

instructional practices that emerged from the participants’ interviews and observations. 

 
 

Figure 6. Participants’ social, emotional, and instructional practices. 
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The following paragraphs offer descriptions of each theme.  The next sections 

provide detailed evidence for each theme as well as comments from the participants 

related to each theme.  The research questions will continue to be addressed in the 

following sections and in the description in the following themes: having a calling, 

knowing what works, committing to everyday successes, and maintaining relationships.   

Theme 1: Having a Calling 

The first theme, “having a calling”, was evident in how both Diana and Jessica 

repeatedly shared how they felt “called” into the profession and that this had impacted 

their decision to remain in the profession despite its challenges.  The categories that 

assisted in the construction of this theme included (a) ultimate goals, (b) teaching is a 

mission, (c) teaching is a privilege, (d) lifelong learning, and (e) being called into the 

occupation.  Both Diana and Jessica initially shared how the profession as a calling 

impacted their willingness to remain in the classroom despite its daily challenges, and 

this continued to emerge through subsequent interviews and observations.   

The theme “having a calling” captures aspects of the central question, “What 

characterizes instruction in a classroom where the elementary teacher has high self-

efficacy and spirituality?”, as well as the subquestion, “How do self-efficacy and 

spirituality play a role in a teacher’s ability to cope with the demands and pressures of 

providing quality instruction?”.  Each teacher maintained an inseparability of being 

spiritual and being a teacher, and this in turn characterized how they instructed inside of 

their classrooms and interacted with students.  Figure 7 illustrates this theme.   
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Figure 7. Having a calling. 

 

 

Both participants shared how the profession felt innate, as if it was a skill they 

were meant to utilize in their lives.  “I was called to this,” admitted Diana during the first 

interview.  “I know I am supposed to be here,” added Jessica.  Both teachers readily 

admitted how they felt called into the teaching profession and remained in the classroom 

because of its characteristics, schedule, and the ability to work with students.  Diana and 

Jessica indicated how they felt this was God’s plan for their lives.  Moreover, both 

participants perceived that it was God’s purpose for them to be teachers and interact with 

students on a daily basis.  Ultimately, the sense of calling internally influenced the 

teachers’ commitment to the profession, instructional strategies, and their students.  

Consequently, this act of the occupation being a “calling” assisted in their decision to 

remain in the profession despite the stressors that come with being in the classroom.  This 

feeling of being called influenced the way Diana and Jessica conducted their classrooms, 

committed to the occupation, and interacted with others. 
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Connectedness to the Occupation 

Each participant expressed how they felt called into the profession from an early 

age.  Diana stated,  

I truly felt a calling.  I considered other professions, but none of them felt right.  I 

knew this was how God wanted me to serve.  I played school with my dolls when 

I was in elementary school and loved being the teachers’ helper.  But it was doing 

backyard Bible clubs in high school that I realized I had a knack for teaching 

younger children and that I loved it.  I also liked the idea of having the same 

schedule as my children.  I know this is God’s purpose for my life, and it’s such a 

wonderful feeling.   

Diana admitted how she felt it was her purpose in life to serve and to teach others, 

especially students.  However, she felt an even stronger connection to the profession 

during her high school years of mentoring and tutoring young children.  In addition to the 

mentorship of education, the schedule of the teaching occupation encouraged Diana.  

Diana admitted how part of God’s calling allowed her to have the “schedule of a teacher” 

and “spend quality time” with her own children after school hours.  She also felt that it 

was her destiny to become a teacher and remain in the profession, and she openly shared 

this declaration during each interview.  She felt as if she was specifically called to “serve 

and to stick it out” regardless of the challenges associated with students, parents, and 

instructional techniques.  She added, “I know it’s what I was meant to do.”  Diana 

admitted to feeling a strong connection to the profession in all of her teaching jobs, but 

especially in her position at the time of this study because working in a Christian school 
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allowed her to blend the personal, spiritual aspects of her life with her love for 

elementary instruction.  Diana stated how being in an environment where “I can be 

myself and instruct” made the opportunity worthwhile.  Ultimately, the sense of calling 

had instilled a persistency and commitment in the profession.   

Jessica felt a similar calling to the profession, for she recognized that teaching had 

always been a part of her life, but she did not feel a spiritual connection in the beginning.  

She stated, 

I have been teaching since I was four years old in my basement with extra “dittos” 

my mom would bring home from school and an extra desk my dad brought from 

his work.  Family gatherings never ended without a math or reading lesson from 

me.  I would pass out paper, and everyone would have a test at the end.  It is who 

I am and who I have always been.  Always, always a teacher.   

Jessica shared how she would pretend to be a teacher by sharing reading or math 

concepts with her own family members around the dinner table.  Learning was not an 

option in her home because she was the product of a teacher; therefore, Jessica made 

learning a part of everything during her childhood.  She called her pretend students 

“dittos” and often spent hours teaching them concepts in her playroom.  This continued 

throughout all of her elementary years.  When I asked Jessica about the spiritual aspects 

of instruction and how this related to being called into the profession, she replied, 

Yes, I know I am here as a part of God’s plan.  That’s just another way this job is 

meaningful.  It’s got to be a God thing that I get to engage and learn with these 

students each day, and I do feel spiritually called into my profession.  The 
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spiritual component helps me embrace change, challenging students, and all of the 

difficult stuff that comes with the profession, but at the end of the day, I know it’s 

my calling. 

In other words, Jessica finds the profession in which God has called her.  She added how 

the spiritual aspect assisted her in “embracing challenges, changes, or disruptions during 

the school year”, and all of the other difficult aspects that come with being a teacher.  For 

Jessica, the fact that she felt she was called into the profession keeps her motivated to 

stay in the classroom and meet the needs of her students.  

Summary of Theme 1: Having A Calling 

While Diana felt called to the profession during her high school years, Jessica 

found that she always exhibited characteristics of a teacher.  Both participants indicated 

how they felt called into the profession because of their desire to make a difference in the 

lives of young people.  Jessica noted, “I know I am here to make a difference.  I am lucky 

to be here.”  In other words, she found joy in the occupation because she recognized her 

purpose.   

Both participants’ classrooms felt nurturing and positive.  Additionally, the 

teachers showed such distinct interest in the well-being of their students, no matter their 

backgrounds or levels of ability.  “Everyone can learn,” was often a response from Diana.  

Jessica, on the other hand, felt encouraged if students could not learn.  “I love looking for 

ways to meet my students where they are,” she explained.   

Finally, both participants mentioned influence from former teachers and family 

members who pushed them into the profession and drove them to reach instructional 
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success.  Each participant revealed their desire to be a valuable server to others, and this 

is just a part of the story they continued to live out in their classrooms.  Being called into 

the profession is just one part of these teachers’ stories, but it is a direct reflection of their 

commitment to the profession and why they chose to remain despite its challenges.   

Theme 2: Knowing What Works 

The second theme, “knowing what works”, appeared within the participants’ 

knowledge of behavior management, student engagement, and use of differentiation.  

Each teacher utilized strategies to reinforce positive behavior, engaged students in a 

variety of lessons and materials, and tailored the curriculum to meet students’ needs.  The 

categories that assisted in the construction of this theme were (a) centers, (b) flexibility, 

(c) scaffolding, (d) purposeful instruction, (e) positive culture, (f) student interest, (g) 

multitasking, (h) behavior management, (i) redirections, (j) altering activities, and (k) 

instruction through repetition, choice, discussion, video, sounds, and visuals.  For the 

central research question, “What characterizes instruction in a classroom where the 

elementary teacher has high self-efficacy and spirituality?”, the theme “knowing what 

works” and its elements were evident in the data.  Figure 8 identifies the meaning of the 

second theme and lists the subcategories described in the following sections.  
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Figure 8. Knowing what works. 

 

 

Defining Theme 2 

For Diana and Jessica, knowing what works was evident in how they managed 

student behaviors, fostered engagement of learners, and differentiated to meet the needs 

of the whole child.  Each teacher showed knowledge of ways to tackle classroom and 

instructional challenges related to classroom management, student engagement, and 

differentiation to meet the needs of diverse student populations.  

Both participants showed knowledge of the content they were teaching by sharing 

how they devoted time to learning the kindergarten and fifth grade content, as well as 

identifying the specific learning needs of their students.  In addition, Diana and Jessica 

displayed knowledge of strategies for maintaining structure inside of their classrooms.  

Each participant spoke of spending time scheduling activities and lessons to meet the 

needs of their students.  Diana and Jessica used motivating strategies to scaffold, 

structure, and review concepts.  In other words, Diana and Jessica organized their 

classrooms, activity formats, and motivational techniques to coincide with the needs of 
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their students.  Finally, they exhibited consistent interventions to meet the diverse needs 

of their students by exploring the impact of various behavior incentives and using 

affirmative words to emphasize positive interactions rather than negative ones.  One may 

call these the practices of any average teacher, yet over months of observation, and after 

repeated notes on their tactics used, this was an idea that made these teachers unique in 

practice when compared to other elementary educators.   

Instructing with a Purpose 

When I asked, “How do you know what works and what doesn’t?”, Diana replied, 

“Well, I feel like once you get into a groove, something comes in and derails your plans.  

You really need to know how to be flexibly responsive to your students when they need it 

the most.”  Her flexibility was just one of the ways she focused on her students’ needs 

and designed activities to assist in their understanding.   

In line with her flexibility, Diana managed her classroom and dealt with the 

diverse behaviors of her students in many ways.  While Diana’s class size was small (11 

students) when compared to an average kindergarten class, she shared, “I am typically 

given students with unidentified learning disabilities.  I use the year, along with the 

support of parents and administrators, to help diagnose anything that could deter a student 

from successfully making it in the next grade level.”  Not only was her class makeup 

varied in size, she indicated how it was typically a group of students with extensive 

social, emotional, and academic needs.  Diana added,  

Knowing what strategies work and what strategies don’t assists me in diagnosing 

the needs of my students.  I am a problem solver.  Students can feel like puzzle 
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pieces at times because I just want to figure about what I can do to help them and 

how they can find success in my classroom. 

Diana appeared to work all year learning the diverse needs of her students, 

communicating with parents on these needs, and determining the best fit for their next-

year instructor.  If one strategy was ineffective in teaching students to acquire language 

and letter recognition, she would try another idea.  Diana said she spent hours preparing 

for lessons that involved tactile ways of identifying letters and sounds.  During one 

observation, the students used magnetic letters to form one syllable words while singing a 

song created by Diana to describe the characteristics of each letter.  The following week, 

the students applied that strategy to sentence structure by highlighting and identifying the 

letter sounds, vowels, and consonants.  Diana exposed her students to writing, drawing, 

singing, and applying by using teacher-created stations that involved pulling and 

identifying letter sounds from a bag, matching activities with words and sounds, writing 

opportunities to apply the skills of the week, and finding the letter sounds and words 

within books the students were reading.  Each week brought a new experience for the 

students, yet Diana appeared willing and excited to try new strategies to help her students 

get the information “to stick”.  Diana tried strategies that either worked or did not, but 

ultimately, she showed persistence when she stated, “Every child can learn in this 

environment”.  Diana had a very persistent nature, as revealed through her instructional 

strategies of trying new tactics, engaging her students, and discovering what worked to 

meet her students’ needs.  
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On the other hand, Jessica, the fifth-grade teacher, felt her class makeup and size 

did not change drastically from year to year, but her students’ needs always varied.  Thus, 

Jessica believed using a multitude of strategies that she knew already make a difference 

was the only way to maintain success among students.  Jessica found that her 

combination of small group, whole-group, and one-on-one interactions with students 

made her classroom practices more effective.  During one observation, Jessica began by 

teaching the concept of homophones to her students in a whole group setting by using a 

Flocabulary rap video to catch her the groups’ attention.  Flocabulary is an online 

resource consisting of songs, videos, and activities for student learning.  Next, she 

allowed the students to work in pairs to come up with their own examples.  Following 

this, students used an iPad app to apply the skill.  Finally, the students independently 

incorporated the strategy into their writing for the week.  Jessica worked daily to build 

strategies into her lessons that involved movement, collaboration, and independence.  She 

primarily acted as a facilitator for her students’ engagement.  Jessica added,  

As Dr. Phil asks, “How is that workin for ya?”  There are just some tried and true 

practices that work for teachers no matter the age group or era, and I choose to 

stick with those.  “Are my students engaged?”  “Do they enjoy being in here?”  

“What makes them tick?”  “What makes them respond?”  Those are just a few 

questions I am always thinking about in the back of my mind.  Also, I always 

remember how a reputation can help or hinder you as well.  This constantly keeps 

me focused as well.  I often ask, “What will these parents tell next year’s 

parents?” . . .  Also, remembering what parents liked or didn’t like has an impact 
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on what I may try the next year.  As a teacher, you have to be ready with lots of 

tricks up your sleeve!  If something doesn’t work, move on to something else.   

In other words, Jessica, similar to Diana, found that she often tried various practices in 

hopes they might work, but in actuality, she recognized that sometimes they do not.  Both 

participants appear to be conscientious in the way they managed their instructional 

practices, and fortunately, both instructors appeared to have efficacious ideas on what 

constitutes as best practice.  Both Diana and Jessica showed commitment to knowing and 

understanding the importance of utilizing a variety of instructional strategies by 

continually trying new activities, feeling motivated to keep their students engaged in the 

topics, and recognizing it is normal to have lessons that are not as effective as others.  

Each classroom included daily lessons involving whole group, small group, and one-on-

one instruction.  Both participants admitted that flexibility was essential to classroom 

practices but reusing ideas that either worked or did not work was also a best practice. 

In line with the theme of “knowing what works”, Diana and Jessica used a variety 

of strategies for managing student behaviors, engaging students in a variety of ways, and 

differentiating to meet the needs of all learners.  Both participants reiterated the 

importance of knowing your students, having tactics accessible, and being flexible when 

learning how to meet your students’ needs.  In addition to knowing many strategies, both 

teachers indicated they focused on researched-based methods as well as support from 

colleagues to determine the best fit for their students.  Jessica explained, “I will always be 

willing to learn something new for the sake of my students . . . I will also always be 

willing to try a successful strategy that worked in the past.”  Diana mentioned how her 
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strategies often change from year to year based on the needs of her group.  She admitted 

that the diverse makeup of her class often posed challenges, but she appreciated being 

charged with the occupation of meeting the students where they were in the learning 

process.  The following sections describe the subcategories associated with “knowing 

what works”, specifically how each participant sought to maintain behaviors, engage 

students in meaningful ways, and differentiate to meet their learners’ needs.   

Maintaining Behavior 

One aspect of “knowing what works” was how both participants used specific 

strategies for maintaining positive student behavior.  Within each classroom, the teachers 

spent a bulk of time recognizing the need for modeling in front of students, redirecting 

students who were off task, and communicating with all students in a positive tone.  The 

interactions between the participants and their students were considerably important 

considering the amount of time each teacher devoted to maintaining behavior.  Diana and 

Jessica used daily modeling techniques, firm redirections, and words of affirmation to 

ensure all students understood the expectations in each classroom.   

Maintaining behavior through modeling.  Each teacher modeled speech, 

instruction, instructional concepts, and even interactions with peers, but most of all, each 

teacher modeled appropriate behavior during the observations.  Many times, Diana 

directed the students to look at her mouth or hands as she modeled the way to sound out a 

word, sing a riddle, or solve a math problem.  Most frequently, she modeled for students 

how to interact with one another, interact with her, and show enthusiasm for the tasks at 

hand.   
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Conversely, Jessica modeled specific interactions between herself and her 

teaching assistant.  During these times, she and her assistant were very precise and 

diligent in the way they spoke to one another.  Diana added how she was always being 

watched by stating, “As teachers, we have been charged with a great occupation.  We are 

continuously being watched by our students.  They mimic what we do, and we ought to 

take this seriously.”  Jessica found that she had a great responsibility in her classroom.  

Jessica often modeled the way to correctly structure sentences, pronounce 

difficult words, and configure the steps of a multistep word problem.  Additionally, she 

modeled appropriate interactions and gave students who needed a second chance the 

opportunity to try again.  “Can you share that again?”  she asked one student who had 

shouted out above the others.  Without hesitation, the student apologized to the others for 

interrupting and began his statement again.  Jessica affirmed students when they did 

things in an appropriate manner, and she redirected them when needed.  Her behavior 

management system was not one involving detailed rules and guidelines, she simply 

communicated with her students when they needed a reminder to maintain appropriate 

behavior.  Additionally, Jessica modeled appropriate behaviors and sought to help 

students recognize the difference between suitable and unsuitable classroom behaviors.     

While Jessica admitted that the modeling technique was purposeful and 

intentional in her classroom, Diana, on the other hand, did not recognize she was 

modeling in such a way.  Diana indicated that she did not think intuitively about every 

single thing she did in the classroom.  She often sought to “show students the right way” 

in handling themselves.  Furthermore, Jessica stated that she purposefully pointed out the 
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positive interactions that she sees during the school day in order to manage student 

behavior, while Diana offered that she focused on what her “students respond to” and 

what they will “agree to”.  Ultimately, the participants utilized modeling to teach new 

behaviors, influence the frequency of appropriate behaviors, and ensure the classrooms 

were conducive to learning.   

Maintaining behavior through redirections.  Diana, the kindergarten teacher, often 

redirected her students by acknowledging they could try something in a certain manner.  

She often said, “Let’s try that again!”, which forced students to try concepts or even 

interactions in a different style, tone, or method.  “Can you try that just one more time?” 

she enthusiastically asked a student during one small group reading time.  This was a 

repeated occurrence in her classroom and continued throughout each observation.  

Jessica, similar to Diana, would call attention to those students who appeared off task.  

“Are you here with me?”  she asked one student during a whole group lesson.  “Stay with 

me, people!”  Jessica would chant while the students laughed.  Jessica often redirected 

students if they were off task by quickly drawing their attention and then moving onto the 

next task.  Both teachers would ask students to repeat instructions to one another, find 

ways to come to a common ground if there was a disagreement, and display appropriate 

interactions after redirections.  These purposeful teaching techniques not only engaged 

students but also placed emphasis on how Diana and Jessica wanted tasks, both socially 

and academically, accomplished inside of the classroom.   

As a kindergarten teacher, Diana’s goals were often set on social-emotional 

aspects of the students rather than academics.  She believed that for her, sometimes the 
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social aspects of learning and collaborating outweigh the academic ones.  She 

acknowledged, “If I can assist a student in knowing how to treat their classmates in small 

or whole group, the academics will come later if they aren’t already there.”  Diana placed 

emphasis on the social-emotional development of each learner in order to maintain 

appropriate behavior.  She added how getting at the heart of the “whole child” was as 

important as schooling.  Jessica also added how redirecting students helps them 

understand how to be “meaningful, contributing members of the classroom”.  Both 

participants redirected by moving closer to off-task students, stopping mid-lesson to ask 

questions, involving off-task students in the lesson, and engaging students.     

Maintaining behavior through communication.  Diana did not have a strict 

behavior management system; instead, she used words and phrases to instill appropriate 

behaviors among her students.  She relied more on positive interventions than negative 

ones and allowed students additional recess time, appropriate brain breaks, or 

participation in STEAM (science, technology, engineering, art, and math) activities to 

reward positive behaviors in her classroom.  Diana shared how important it was to keep 

her students busy, so they would not become a behavior problem.  She often had stations 

set up in various parts of the classroom so that students did not have time for off-task 

behavior.  When it was time for students to work in her classroom, they took their jobs 

seriously and wanted her affirmation they were doing the right things.  The reading and 

math stations were a daily event, as evidenced by their presence during each observation.  

Additionally, there was not an observation where Diana did not affirm students by 

communicating explicitly what they were doing well during station work time.  She noted 
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how the continuous movement and centers “directly impacts the behavior of my 

students”, and they gave her opportunities to affirm her students’ productivity.  

Ultimately, the continuous movement and application helped Diana find opportunities to 

affirm students’ progress in a motivating, encouraging tone.    

Jessica’s conversational tone was evident in how she spoke to her fifth graders as 

if they were her colleagues, or friends even, and this assisted in their respect and 

admiration for her.  Jessica reported that her conversational tone had been brought to her 

attention during administrative observations.  “I guess I speak to them how I want to be 

spoken to,” she concluded.  Appropriate communication with her students was not only 

important for Jessica, but necessary for a productive classroom environment.  Jessica 

maintained positive student behaviors by focusing on constructive interactions and 

affirming her students when they conducted themselves in an appropriate manner.  She 

was not quick to point out negative behaviors, but instead acknowledged when students 

were acting in an appropriate way.  During one observation, Jessica turned to one table 

where students were working especially quiet and stated, “Is that table four over there?  

You just earned yourselves a positive note home!  Thank you for being diligent workers”.  

Jessica frequently pointed out the behaviors of students who were exhibiting on-task 

conduct and stated positive emails home to parents were very encouraging for her 

students.     

Both Diana and Jessica used words of affirmation for those students who were 

handling themselves in a suitable way.  After just two observation sessions, Diana used 

positive, affirmations directed at students over 100 times.  That was over 100 times that 
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Diana was positively interacting with her students, affirming their positive behaviors, and 

using verbal communication techniques to address productive classroom interactions.  

She concluded, 

I truly had no idea how often I was actually affirming my students, but I do know 

that they respond more effectively when I call attention to the positive interactions 

that I see.  Each student responds to kindness no matter who they are or what 

environment they are brought up in.  Don’t you recall those teachers who only 

pointed out the negative behaviors?  I guess my goal at the end of the day is to 

make sure that everyone feels loved, and even those who have a difficult time 

socially and academically have some very redeeming qualities.  If I couldn’t point 

out what good they brought to our classroom, I might be in the wrong profession.  

Each child deserves to be told explicitly what they do well and be commended on 

good, productive behavior.  

Diana found it important to point out the good in each of her students and find a way to 

connect with them.  Jessica, similar to Diana, admitted that she also points out what 

students are doing correctly instead of incorrectly.  She discussed experiences of past 

teachers and her own children’s teachers who motivated her to be a positive influence on 

all her students.  She added, “Are there going to be difficult students in each group?  Of 

course.  Am I going to let that impact my instruction?  No, I am most certainly not.”  

Jessica appeared to ignore difficult behaviors on a regular basis and did not seem 

impacted when students fell into disengagement.  “Are you with us?”  she would often 

ask students who were talking or appeared distracted.  Her conversational tone and matter 
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of fact mannerisms did not come across as disciplinary or harsh but assisted in her 

rapport with the students and allowed them to ease back into focus if they were off task.  

The students responded to her during these interactions.  “Yep, I’m with you!” replied 

one student.  Jessica found ways to keep students in tune by calmly redirecting them if 

they appeared off task or inquiring about their productivity.    

Diana and Jessica skillfully worked to maintain productive, appropriate classroom 

behavior regardless of the tasks at hand.  Both teachers spent time getting to know their 

students, and this impacted the ways they handled behaviors in the classroom.  During 

interviews, both participants repeatedly brought up the importance of knowing individual 

student needs, especially when it came to maintaining behaviors.  Jessica added, “If I 

know my students, I can help them academically and behaviorally.”  In other words, she 

found that if she knew them on a personal level, she could find ways to meet both their 

academic and behavioral needs.  Diana also related that finding ways to motivate her 

students at the beginning of the year cultivated a classroom of little distractions.  “Oh, 

and I keep them very busy!” she added.  Diana worked to maintain behavior by keeping 

her students feeling affirmed and productive throughout their school day.  Both 

participants used words of affirmation to promote positive interactions with students.   

Engaging Children 

While the participants kept students in line by focusing on positive behavior 

interventions, Diana and Jessica also sought to keep students engaged in the learning 

process.  On any given day, the teachers exposed the students to hands-on, relevant, 

interdisciplinary activities.  It was clear that each participant spent time designing lessons 
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for the good of their students.  For Diana and Jessica, engagement always appeared to be 

a top priority.  

Engagement through moral development.  In addition to maintaining student 

behaviors through modeling, redirections, and communicating, each participant discussed 

the importance of developing their students to be thoughtful, moral decisions makers.  

Both Diana and Jessica gave deliberate, explicit feedback to their students throughout my 

observations, thus causing a rippling effect of engaged learners.  After only a few weeks 

of being in their classrooms, I quickly noted how the participants pushed for moral 

development in lessons and how this in turn engaged the students.  Some may argue that 

moral development is an aspect to foster at home; however, the participants appeared to 

make character education a part of their regular classroom routines.  While this was not a 

schoolwide initiative, both participants often made students aware of reasons behind 

rules, clearly designed expectations of lessons, and the “why” behind the learning of 

various concepts.  This not only fostered good, caring students, but the teachers appeared 

to be actively involved in the learning process as well.   

Diana noted that students were always watching what she said and did, and she 

confided that she needed to remember that in order to keep them engaged.  She began, “If 

we teach them it’s okay to have fun in school and how to have meaningful relationships 

with others, this will permeate through the curriculum that is being taught.”  She added, 

“Their brains are like sponges.  They watch everything we do.  If we act excited, they 

will be too!”  Diana indicated that engagement through moral development is “naturally 

embedded” into her classroom practices.  She concluded,  
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I think student engagement is my top priority.  I also think spirituality and moral 

development permeates through every aspect of my life, but especially in the 

classroom.  If I am happy during the teaching and learning process, this makes my 

students happy.  If I can relate something we are doing to a real-life scenario or 

some sort of moral development lesson, they listen more intently.  Being this type 

of teacher is a large part of what makes me . . . me.  Therefore, student 

engagement is naturally a part of my classroom and teaching on a daily basis.   

Diana embedded moral development into her lessons by reading inspirational 

stories about how to be a friend, having discussions about how to tackle challenges with 

other students, and modeling appropriate responses to peers.  These showed her desire to 

explore possibilities, but also maintain engagement through the learning process.  

Additionally, Diana was very explicit about explaining the “why” behind students 

learning various concepts.  Her interactions with students when they inquired into why 

they needed to learn such concepts were straightforward.  Her answers were consistently 

firm, yet empathetic.  “Don’t you want to be able to write great, big stories about all of 

your cool ideas?”  she asked one learner.  The student replied, “Of course.  Is that why I 

have to learn these letters like this?”  The student appreciated her transparency in why 

they needed to learn and apply basic skills taught in her classroom setting, but ultimately, 

her enthusiasm promoted student engagement.   

Engagement through movement.  Diana utilized centers, songs, dances, and art to 

inspire her students and maintain their engagement.  She also divided the learning 

throughout the day into increments.  The students often changed activities every few 
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minutes, and each aspect of the lesson was devoted to a different component of the skill 

being taught.  During daily stations, students frequently received opportunities to use 

base-10 blocks or other math manipulatives to solve problems, white boards and Expo 

markers to write sentences or use letter blends, art supplies to apply the skills, and books 

that aligned with the weekly theme or focus.  Diana stated she spent time giving students 

opportunities to try new things and she was continually “changing things up” to ensure 

students were engaged.  Each day brought new activities, but consistency in the amount 

of work the students were completing.  “You are all just busy bees today!” she remarked 

during one lesson.  “We are always busy!” a student grinned.  Diana maintained 

engagement in a variety of ways such as small group, whole group, tactile-based 

activities, art, or one-on-one encounters.   

Engagement through inspirations.  In her fifth-grade classroom, Jessica used 

inspirational videos, quotes, or memes at the beginning of every lesson during every 

single block.  There was never a week during observations that she did not include an 

‘inspiration’.  In fact, numerous times the students questioned when she would share the 

inspiration.  “Are you sure it’s next?” one student asked Jessica during daily independent 

reading time.  “Yes, yes, let’s get to it, folks!” she replied.  When asked about the daily 

inspirations and how she came to this conclusion in her planning process, Jessica stated, 

Yes, the daily inspirations give us a way to teach the students how to be better; 

the students often aspire to be like those they have watched or read about from the 

inspirations.  They even help the students build empathy for kids who might be 

different or people who might be different or from different walks of life.  
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Teamwork is another big deal for the kids.  The videos and stories show the 

students how to work together, be kind to one another, and get their day started 

off in the right way.  Today was about how geese work together and how they 

depend on one another to get where they need to go during seasonal changes . . . 

and it just sets them off on the right foot and right frame of mind for my class. 

The inspirations used in the fifth-grade classroom sometimes included biblical 

connections, but often times they were just funny videos from YouTube or Facebook 

about a good Samaritan, an interesting story, game, or news event.  The inspirations 

produced lengthy conversations, often ending with the students wanting clarification on 

what they had just seen.  The fifth-grade students were often chatty, but not during 

inspirations.  How did she have the time to devote to these?  Jessica noted their 

importance when she said they needed to happen on a daily basis.   She added, 

We always begin in prayer, just to kind of get us focused on the true purpose of 

the day and I’m trying to remember when we started using these [inspirations] . . . 

and I think just in planning my lessons I would, in just being on social media, I 

would come across these, and I could see how that because we do teach Bible 

here how it would relate to something we were talking about the Bible.  And I 

thought, I wish the students could see them, especially the students that have 

financial privilege, they often don’t get to see those in poverty, or whatever.  So, 

it was just kind of a way to get them to refocus, and for those who are kind of 

down and depressed and hard on themselves . . . it’s used to motivate them to do 

better. So . . .  I think we started putting them [inspirations] in because it was 
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related to our biblical connection . . . and for example, this week our unit is really 

big on comparing and contrasting, so we found a scripture that students can 

compare and contrast on how to behave.  So, we try to combine an inspiration 

with something we are learning in one subject or another.  The tricky part if it 

doesn’t fit, but we do it anyway because of the benefits we see in the students. It’s 

a great way to begin our time together. 

Immediately following the daily prayer and independent reading time, the 

inspirations began.  Jessica admitted the inspirations were intended to inspire each 

learner, they also became an efficient, meaningful way to initiate conversations about 

real-life topics, get students engaged in what they were learning, and promote character 

education.  Jessica said at times, it took hours to find just the right inspiration.  Jessica 

and her colleagues would take on topics from math, Bible, or language arts and work to 

find a coordinating inspiration that matched a concept, theme, or skill.  It was obvious 

this was a tedious task, but not one she was willing to give up regardless of the amount of 

time it took to find them.  She admitted that it was her third year trying out this tactic, and 

it was one she thought really promoted comradery and empathy within each group of 

students.  During one particular observation, she asked her students what it might be like 

if their own stories were used as an inspiration for others.  “Could some of you do 

something like that . . . help the homeless . . . and be a lesson to others?” she inquired 

during one post-inspiration conversation.  “Yeah!  I could totally do that . . .” one student 

admitted.  Ultimately, the inspirations—whether photos, videos, or articles—were a 

unique way to foster engagement and begin their time together.   
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Differentiating for Students’ Needs  

Knowing what works goes beyond managing behavior and engaging learners.  

Diana and Jessica also sought to meet the needs of every learner.  Each participant spent 

time building lessons and developing instructional materials to assist each student in 

effectively learning the concepts.  The participants were aware of their students’ learning 

preferences and levels of readiness.  Both Diana and Jessica were firm believers that each 

child learns differently from the rest.  Differentiation in the kindergarten and 5th grade 

classrooms looked diverse because of the way the teachers designed lessons, grouped 

students, assessed using formative checks, and adjusted the content.   

Differentiating in kindergarten.  Diana, the kindergarten teacher, had a diverse 

class makeup, but she did not let this interfere with her instructional strategies of 

knowing what works.  She simply allowed it to dictate how she would meet the needs of 

each child.  Diana explained,  

I’ve never really thought about it, but again, 80% of my class has a learning 

disability, and I have a child with a learning disability, so it comes second nature. 

After taking on the job as a reading coach for severe strugglers during my career, 

I just kept playing around with strategies and figuring out a way to get the content 

to stick with each student.  And for some of these kids, getting it to stick is a 

sincere challenge!  So, what I have learned is, all of the information that is taught 

needs to be repeated; you can never say anything once!  Also, you have to say 

something in a way that the grabs their attention to make it more memorable.  
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This is my philosophy, and it permeates to everything that I do within my 

classroom.  Everything is multisensory!   

In other words, Diana used multisensory techniques to meet the needs of her learners 

because they had identified needs, but this was just one way she differentiated for her 

students.  During many observations, she altered the reading and instructional materials 

based on the group of students she was serving.  Additionally, she presented ideas 

through auditory songs and visual means to foster concept retention in her students.  She 

also met with small groups to reteach content from a whole group environment or extend 

the skills for her advanced learners.  Her classroom environment was set up to include 

times when the students were sitting, moving, involved in whole group direct instruction, 

and working on tasks independently and in small groups.  There was never an 

observation that showed the students working in the same group or on the same task.  She 

admitted that it took strategizing and time on her part to create lessons that engage all 

students, but that it had come easier in recent years.  Diana added, 

If I don’t keep them engaged, they will become a problem.  It’s just that simple.  I 

have students who are significantly higher than others, and they blow through the 

material I present, but then they can tend to become a behavior issue if they aren’t 

kept busy.  Something to think about is how they are going to distract the other 

70% of my learners with auditory processing or ADD, so I have to have an 

awareness that this could happen.  If I don’t keep them on task and quiet, they are 

going to impact somebody else from learning.  We discuss that a lot as a class . . . 

how we all come to this room with different abilities and how it’s important to be 
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aware of how you may impact someone else’s learning.  They know that we are a 

community, like a family, and so misbehaving and not being on task is just not an 

option.   

Diana’s realistic view of maintaining engagement through differentiation was 

“second nature” to her.  This type of environment, where students were often exposed to 

very diverse learning experiences, was the norm for Diana.  She differentiated the tasks, 

but more importantly, she differentiated to meet the needs of her learners.  “Everyone can 

learn if they are in the right environment, and if they know each day will bring successes 

and challenges, then they can come in my room already knowing the expectations,” 

Diana confirmed.  When asked how she blended curriculum into her differentiation 

tactics, she noted, 

I make my plans based on what I feel the children need to be taught.  That will 

always vary by the year . . . I do not like being tied to a strict curriculum that is 

planned out from the start of the year.  I do not need a prepackaged curriculum to 

tell me what to teach; I know what my students need to be familiar with to move 

into first grade, and I am grateful to be able to meet their needs by altering and 

enriching the curriculum I am provided. 

Diana was quick to point out how a scripted curriculum could not and would not 

tie her down.  She met her students’ needs by not sticking to a script.  During one 

observation, I walked in during the end of a math lesson.  The students had clearly been 

working on adding doubles, but many students wanted to try something more difficult.  

She wrote a few three-digit numbers up on the board and enthusiastically stated, “Use 
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what you’ve just practiced to add up these numbers!”  Her students were thrilled with the 

charge of adding three-digits when they had only been working on one-digit numbers.  

Some students grabbed cubes, others grabbed base-10 blocks, and some began writing 

each number in expanded form on their table.  The students felt invigorated and excited 

about their learning as witnessed in their readiness to try new things.  Eventually, Diana 

praised the students for the tactics and strategies they applied to the problem, and Diana 

solved it for everyone to check their answers.  During each observation, something 

unpredictable related to instruction would occur: a student inquiry, a student revelation, 

Diana’s own ideas, or incorporation of a new strategy.  Diana was quick to point out the 

everchanging nature of her classroom practices.  “Yes, I often try new things . . . okay 

like every day!” she laughed.  Diana’s teaching efficacy and encouragement for diverse 

instructional techniques assisted in how she designed opportunities for her students. 

Differentiating in 5th grade.  In Jessica’s fifth-grade environment, she met the 

needs of her students by incorporating differentiated elements in the classroom.  Jessica 

continually altered the content presented, her own instructional techniques, and the ways 

her students achieved goals.  In fifth grade, it was much more than materials at differing 

readability levels or instructing in small groups.  Jessica made it a top priority to change 

things up almost weekly to keep her students engaged in the curriculum and meet their 

growing needs.  She continually engaged students, meeting them where they were, during 

both her whole group and small group interactions.  Jessica often altered the way she 

presented information by sharing videos, songs, photographs, or using various ways of 
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communication.  Ultimately, it was how her students shared their knowledge of such 

content that made her environment distinctive.   

During one observation, she had transformed her classroom into a coffee shop 

where students presented poems to show their knowledge of literary elements.  Jessica 

stood up in front of the classroom with the words “Poetry SLAM!” printed on the board 

behind her.  The classroom was dark, but there were string lights surrounding the small 

stage in the front of the room.  Behind the stage, projected onto the white board, was a 

picture of a French coffee shop.  While explaining the directions to the group, Jessica 

began stating the ins and outs of how the poetry slam would take place.  She stated, 

“Now, you know this is a culminating event!  This is your time to shine!”  Prior to the 

poetry slam, she had explicitly taught literary elements found in poetry.  She had tailored 

the instruction to include times where she directly taught the content and then gave 

students opportunities to apply what they had learned and meet with her one-on-one.  She 

allowed students to apply their knowledge of literacy concepts and formulate poetry lines 

to match the element that she taught.  When the “Poetry Slam” continued, she spoke in 

the front of the room, and I could hear students giggling at her antics.  She proudly 

proclaimed into the microphone, 

Oh!  One more thing!  You will be bounced out if you cannot exhibit self-control.  

We have a bouncer here . . . Zachary, can you stand up and show us yourself?  

Are all of these people on the list?  Because if not, they will be bounced out!  

Don’t you ever forget . . . that every single person on this campus wishes they 

were in this room right now, so let’s get this poetry slam started! 
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The students cheered until the first participant stepped up the stage.  There was 

such distinct attention for the speaker.  You could hear a pin drop from the silence.  The 

students were engaged in any type of classroom transformation, and Jessica showed how 

a process, model, or assessment could appear in many forms.   

Summary of Theme 2: Knowing What Works 

Both Diana and Jessica made efforts to meet the needs of their students through 

engaging forms of instruction, song, and application.  Teachers who exhibit high self-

efficacy and spirituality like Diana and Jessica appear to be inspirational, motivated 

learners themselves.  Despite the demands of having such a diverse group of students, 

both participants exhibited knowledge of an array of instructional strategies and 

maintained positive attitudes.  Both teachers admitted that they offered help sessions 

before and after school to remediate material.  This was time consuming, but both 

teachers admitted that it was “necessary” to make time for one-on-one opportunities to 

engage students.  Both Diana and Jessica showed knowledge of methods for maintaining 

positive behavior, engagement, and differentiation in the elementary classroom.  

Additionally, both acknowledged how flexibility, time, and support are imperative to a 

productive environment.  Diana and Jessica shared a variety of purposeful instructional 

techniques throughout data collection, especially those focused on maintaining behavior, 

engagement through various techniques, and differentiation across subject matter.   

Theme 3: Committing to Everyday Successes 

The third theme, “committing to everyday successes”, developed because of the 

participants’ attitudes toward the profession itself, as well as their attitudes toward 
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students and colleagues.  The categories that assisted in the construction of this theme 

included (a) for this student, (b) job satisfaction, (c) enthusiasm, (d) engagement, (e) 

encouragement, (f) affirmation, and (g) reaching diverse student needs.  Both Diana and 

Jessica affirmed their tenacity in the profession and felt that finding small wins 

throughout the workday assisted in their ability to remain in the classroom.  Additionally, 

both participants related that commitment in the profession and to their students and 

families assisted in their teaching longevity.    

The answer to the first secondary research question, “How do self-efficacy and 

spirituality play a role in a teacher’s ability to cope with the demands and pressures of 

providing quality instruction?” emerged during the second round of coding.  Each 

participant brought a positive attitude to their classrooms, meetings with colleagues, 

interactions with parents and students, as well as ideas related to their administration.  

Diana and Jessica had very realistic, committed attitudes toward success in their 

classrooms.  While both discussed the challenging aspects of the life of an educator, they 

both discussed how those challenges were primarily motivating factors to become better 

leaders and instructors.  Figure 9 displays the meaning of the third theme, and the 

following sections describe the participants’ views of being committed to the profession.   
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Figure 9. Committing to everyday successes. 

 

 

The concept of ‘for this student’ was continually noted in the observations and 

interviews.  In other words, Diana and Jessica recognized they devoted every day to 

meeting the needs of students and finding successes in their classrooms.  Both 

participants knew the profession brought many challenges, some of which they identified 

as parental feedback and student behaviors, yet these were not concepts that dictated how 

they felt about their career.  Diana and Jessica indicated it was meaningful to be a part of 

the lives of students, and at the end of the school day, the students were what mattered 

most.  They both admitted to feeling a sense of pride and commitment toward the 

profession, their colleagues, and their students.   

Commitment Despite Challenges 

Each participant remarked on their commitment to the profession despite the 

challenges that can arise inside and outside of the classroom.  Diana stated,  

I don’t think being an educator is a big challenge.  I see it as a privilege.  It can be 

exhausting, as is any job.  I try to find time to recharge my batteries and this 

makes me more effective when I am with my students.  I use the natural breaks of 
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weekends, holidays, and school breaks, and these allow me to relax and 

reenergize to meet the needs of my students.   

The schedule was a motivating factor for Diana during her stressors related to the 

occupation.  She found the time off during weekends, holidays, and summer to be a 

perfect fit to the ins and outs of her daily classroom routine.  She also admitted how the 

timeline of the day worked well for her to be a mother, and this was another motivating 

factor when she had a difficult student or challenging interaction with a parent.  She said, 

“My schedule allows me time with my own kids, and that’s always been really important 

to my family.”  In other words, the schedule allowed Diana to step back and see the small 

successes she had inside of her classroom.  This time also allowed her time to consider 

new strategies, instructional techniques, or student needs.   

While the schedule was a motivating factor for Diana, Jessica seemed to note how 

reflection assisted her during challenging times.  She added,  

When I become overwhelmed with stress, I stop and reflect on the past.  I hear 

voices from the past such as my parents, teachers, and friends who have reassured 

me in times past that I am capable of my job and I am a smart person.  I remember 

past successes.  And I remind my colleagues of this as well when they begin to 

feel overwhelmed.  I will tell them what works for me.  In addition, I look into the 

eyes of my students and know that they are the main reason that I have a job and 

remember to do what is best for them.  

Jessica, as a fifth-grade instructor, found that taking opportunities for reflection 

motivated her to keep going during times of stress.  She also added how stress motivated 
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her to stay busy and find meaningful ways to engage her students.  “When I’m feeling 

stressed, sometimes I like to plan a classroom transformation so that I, too, can have a 

break from any instructional monotony.”  During one observation, Jessica collaborated 

with her neighboring teacher on what she called a ‘classroom transformation’.  For this 

particular transformation, the students were charged with breaking free from an escape 

room, but they had to use their knowledge of text evidence to do so.  A few days later, 

Jessica and her students were busy collaborating, chatting, and strategizing during the 

escape room activity.  The tasks were challenging, but exciting for the students in this 

particular block.  Jessica divided the students into groups of twos and threes, and they 

worked alongside one another to crack the code and break free from the locked classroom 

door.  “It’s just as much fun for me to take a break from the norm and design an escape 

room as it is for them to try to get out of it!” Jessica added.  Going off the script and 

perhaps taking a break from direct instruction was just one meaningful way that Jessica 

embraced the challenges that came with the occupation.  She noted how designing 

lessons with her teammates helped keep her motivated to engage her students and stay 

committed to finding everyday successes.    

Diana, on the other hand, was always breaking from the norm in her classroom.  

When asked about how she kept such a diverse group of kindergarteners engaged and 

informed, she explained, 

I try to find a hook that makes them engaged and successful.  Successful, engaged 

students are not disruptions.  Will there be lost students, though?  Always.  

Teachers need a mindset that is realistic on what makes their students tick.  I had 
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one who came into our room mid-year, and he just did not have the tools needed 

to thrive.   So, I was constantly trying to break things into smaller chunks that he 

could handle.  I guess keeping students engaged has a lot to do with finding out 

where exactly breakdowns are occurring, so that we can fill those gaps in the 

knowledge.  Minor successes can change a struggling student’s entire attitude. 

Being ready to tackle her students’ needs was just one area of her concentration.  

Diana also focused on what her students may want out of a learning experience.  She 

discussed many motivating factors in her classroom during our interviews.  She noted 

how every student needs to find success in one area of the classroom and just how 

imperative this is in keeping students committed to their successes, both big and small.  

She also added the importance of allowing students to inquire and be curious about 

things.  She added, “I don’t know all of the answers to my students’ questions, and I think 

this is important for them to know.”  The simple fact that she would admit she did not 

know an answer was even more motivating for the students to find the answers 

themselves.  She noted the importance of engagement for her students, but her own 

personal engagement was also a big aspect of instruction.  

When asked about commitment to her fifth graders, Jessica noted how important 

it was for her students to find success, but more importantly, to feel they were heard.  She 

related, “If they feel encouraged and safe, they will be engaged in what you have to tell 

them.”  Throughout the observations, it was apparent that Jessica worked diligently to 

ensure each child felt nurtured and loved.  Her conversational tone set the mood for the 

class, and one could sense engagement from the way her students interacted with her as 
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well as how they interacted with one another.  “What do you think should go here?” she 

asked students during one grammar lesson.  A student replied, “Well, I think you could 

add quotation marks or just leave them out.”  “I see your point,” she continued, “that’s 

really good thinking.”  Jessica affirmed her students in simple ways, yet she made sure 

they felt heard during interactions.  She noted, 

Engagement is a funny thing.  Some students are engaged by the simplest 

activities, while others won’t be engaged if you stand on your head.  What I’ve 

learned from my teaching experiences is how I’m always rethinking how I can 

motivate my students.  I depend on my team a lot of time for this, but we are 

always looking at ways to motivate the whole child, not just the student in a 

particular area or subject.  This means we collaborate and discuss a lot of our 

students’ needs together.  If a child feels motivated to succeed, this is going to 

assist in their engagement in our rooms.   

Jessica worked diligently to maintain relationships with her students, find out 

what makes them feel successful, and use engaging lessons to keep them on their toes.  

She also collaborated with her team members to determine the best fit for each of her 

students and make interdisciplinary connections among the subject matter.  She also 

noted how her comradery with the team assisted her in finding successes, both large and 

small, during the school year.   

Summary of Theme 3: Committing to Everyday Successes  

Both participants looked for ways to find success throughout their school days.  

Diana mentioned how she looked at small increments that her students made in 
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recognizing word patterns or letter sounds.  Jessica, on the other hand, found daily 

successes in the motivation of her students or the way they understood a text.  Both 

instructors appeared committed to finding success, no matter how big or small, 

throughout the year.  Being committed was a repeated theme during the weekly 

observations and subsequent interviews.  Diana and Jessica’s positive attitudes toward 

their students, instructional strategies, and classroom environments stood out as a 

mediating factor for stress in the workplace and in turn, kept them in the profession for an 

extended period of time.  Finding successes assisted in their teaching longevity and in 

mediating the stressors associated with the occupation.    

Theme 4: Maintaining Relationships 

The fourth and final theme, “maintaining relationships”, was evident through the 

importance that Diana and Jessica found in knowing their students’ parents, 

understanding students’ needs, and depending on colleagues for support.  The categories 

that assisted in the construction of this theme included (a) student and parent support, (b) 

comradery among colleagues, (c) dependable teaching assistants, and (d) sharing the 

workload.  In order to meet the demands of the profession, both participants discussed 

how relationships with colleagues, parents, and students fostered an ability to face 

challenges directly.  Both participants felt that knowing their parents on a personal level, 

being active listeners to their students’ needs, and depending on the teachers they work 

alongside were mediating factors in the profession.  Diana and Jessica mentioned how 

relationships truly assisted them during difficult times and maintaining these relationships 

throughout the school year assisted them in meeting the needs of their students.  Both 
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participants acknowledged that parents, students, and colleagues were major influences 

on their decision to remain in the profession despite its challenges.  Relationships with 

parents, ensuring students felt heard, and depending on colleagues are three areas under 

the theme maintaining relationships.  Figure 10 shows a definition of the theme as well 

as the subcategories described in this section. 

 
 

Figure 10. Maintaining relationships. 

 

 

Knowing Parents 

Ultimately, the students were the most important aspect of the classroom for both 

Diana and Jessica.  However, they discussed the pivotal role that students’ parents and 

guardians played in their instructional decisions.  As Diana and Jessica discussed their 

personal responsibilities as parents, they noted how this played fundamental role in how 

they handled students’ parents themselves.  Jessica noted, “If I am going to have an 

important role in my students’ lives, I have to be on the same page as their parents.”  In 

other words, Jessica found it necessary to form meaningful relationships with the 
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students’ parents to ensure the success of her students.  She discussed how having repeat 

parents also made her job rewarding.  She appreciated the relationships she was allowed 

to form with families after having taught numerous siblings throughout the years.  She 

noted, “I get the same parents a lot because of the siblings I get to teach from year to 

year.  It really does help if I have already fostered that relationship and spent time getting 

to know them.”   

In Jessica’s case, she relied on parents for encouragement and feedback, even 

when the feedback was not positive.  She recalled what parents liked or did not like 

throughout her years of teaching, and this motivated her to alter her instructional 

practices to meet the needs of all involved.  “I remember what parents did or did not like 

over the years.  This keeps me focused on my practices and what I can do better,” she 

concluded.  Jessica was a firm believer in constructive feedback, and she used the 

feedback from her students and parents to dictate how she taught from year to year.   

For Diana, the needs of each learner dictated her student-focused environment, 

but she also found that her relationships with parents assisted in her productivity as a 

teacher.  Both participants discussed their roles as a parent and teacher and how this in 

turn impacted how they treated students’ parents and interacted with them.  Diana said, 

I feel like this is my niche—relationships with parents and students.  I am 

motivated by this age group, but I am also motivated to help kids who struggle.  I 

also try to get them identified when necessary and try to get their parents on 

board.  That is a huge thing for me in this profession.  If I have the support of 

their parents, or if I can reach through to them what the needs of their children 
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are, I can do my job well.  This definitely comes from being with my daughter, 

from watching her struggle, and knowing the importance of getting early 

intervention and getting parents to realize what they need to do and how to do it.   

Ultimately, Diana found that if she could not get the parents on the same page as her, it 

would be more difficult to meet the needs of her students and families.   

Jessica also considered knowing the parents as an imperative part of her 

profession.  She thought of the parents and her as a team.  Jessica acknowledged, 

We are a team.  I need to be able to rely on them, and they need to be able to rely 

on me.  If we keep open lines of communication throughout the school year, this 

builds trust and only helps me further their child’s work in my classroom.  We 

have to be a team.  If they know this from the start of the year, they appreciate my 

feedback in a meaningful way.  I build their trust in the beginning by being honest 

and letting them know that I welcome their feedback.   

In other words, Jessica viewed her role as a teacher, but also as a team member of a 

child’s learning process.  She encouraged communication between herself and her 

students’ parents on a regular basis.  Diana and Jessica send out weekly updates to their 

students’ parents.  These emails, along with other announcements, were posted on each 

classes’ webpage.  Both participants addressed the importance of clear and 

straightforward communication, especially in the beginning of the school year.  Diana 

and Jessica also met with each parent in the fall semester of the school year to share 

concerns and discuss any goals for the year.  Per administration, the teachers received a 
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full school day to devote to conferencing with parents; thus, Diana and Jessica utilized 

that time to meet with parents and form relationships.   

Both participants broached the subject of their roles as parents, as well as the roles 

of their students’ parents, in the learning process.  After hearing their ideas and opinions 

on this issue, it was apparent they felt this contributed to their personal success as 

instructors.  They mentioned how the relationships they formed with parents and families 

at the beginning of the school year dictated how they engaged the students for the 

remainder of the year.  They also discussed how the close knit school community allowed 

them to have numerous siblings of students they had already taught.  Assuring parents 

that they loved and heard their children were important aspects for both Diana and 

Jessica.  Jessica offered, “Every parent wants to hear their child’s name.”  This was 

something she had heard years before during a staff development training, and it was 

something that rang true to her during every parental encounter.  She added, “Every 

parent wants to know they are being heard, and it’s important to keep open lines of 

communication.”  Both Jessica and Diana recognized how knowing parents assisted in 

mediating the stressors associated with parental feedback in the profession.  Relationships 

with parents were important aspects of the job for both Diana and Jessica.   

Hearing Students 

Another subtheme noted within each of the participants’ observations and 

interviews included their ability to listen intently to the needs of their students.  Diana 

and Jessica remarked on their relationships with their students as a top priority in their 
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classroom.  For Diana, her small class size assisted in her knowledge of each child’s 

strengths and weaknesses.  She said, 

For me, listening to my students’ needs is my top priority.  I need to be in tune 

with their strengths and weaknesses.  That’s my job, and I find that most days, it 

just comes naturally.  I want to hear about things they do inside and outside of the 

classroom.  I want them to feel heard.  

In Diana’s kindergarten classroom, many interactions between the students and 

her focused on events occurring in their personal lives.  One student in particular wanted 

her to know that his dad had been traveling a lot for work, and it was causing him to lose 

focus.  She cared for her students emotionally, physically, and academically throughout 

each lesson.  She took time to listen to this particular student’s needs about his absent 

father and gave her own advice on how he could think about his dad during the school 

day.  “Why don’t you make this particular activity for him?  I’m fine with that!”  she 

repeatedly told the student.  Already initially invested in the assignment, the student 

became even more engaged when he knew he could make it solely for the purpose of 

sharing it with his father when he returned from out of town.  This was only one instant 

out of many where Diana showed the necessity of listening to her learners.  She took time 

out of her instructional routines to ensure each child felt heard.   

Additionally, Diana began each day with a morning meeting where students could 

share something that was important to them on that particular day.  When asked about the 

time she devoted to this, she explained it was an easy yet important start to their day, and 

it made each student feel they had an opportunity to share thoughts, prayer requests, 
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events going on in their families, or whatever else needed to be shared.  Being an active 

listener to her students’ needs and making time for them to share were important for 

Diana in her kindergarten classroom.    

For Jessica, getting to know her students did not come as seamlessly.  As her 

block schedule did not allow for continual conversations with the same students 

throughout the school day, she knew that her time with each student needed to be explicit 

and meaningful.  One way she listened to her students’ needs was by taking their prayer 

requests at the beginning of class time.  Jessica conducted daily prayers for individual 

students.  During these prayers, she would ask the student to be open and honest in 

sharing his or her prayer requests.  If the student had any, she would explicitly state them 

during her prayer.  If the student did not have any, she would take the opportunity to pray 

specifically for that student and his or her productivity throughout the school day.  The 

time devoted to prayer was short—actually only the first few minutes of class time—but 

meaningful, and it showed her students she was invested in their success.  One particular 

observation began like this: 

Today we are going to pray for Gabby.  Gabby, if you don’t have any requests 

today, I’d like to go ahead and begin.  Dear God, I come before you today just 

wanting you to know how thankful I am for Gabby.  She has such a good attitude 

and excitement about learning, and we love her for that.  I ask that she continues 

to bless every person she comes into contact with.  Lord, please be with her 

anxiety about being in a new class environment.  We also ask that you help her 
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know how loved and respected she is for all that she brings to this group.  Help 

her to have a productive day and know how loved she is.  In Christ’ Name, Amen.   

Jessica’s prayers over students were just one way she found out information related to 

their personal lives.   

Similar to Diana, Jessica also used time during the start of the school year to learn 

her students’ needs.  Additionally, she found unique ways to motivate them based on 

their personal interests.  She noted,  

I find something that will motivate them, or I call their parents, recognize them in 

front of their peers for anything that they did well.  Recognition goes a long way 

in motivating students!  Often, I will survey what they are interested in at the 

beginning of the year and connect that to what they are learning . . . things like 

Fort Nite, basketball, or dance.  

Surveys and initial conversations assisted Jessica in getting to know her students on a 

personal level.   

Additionally, Jessica often made time for one-on-one writing conferences.  

During her writing conference days, she met with each student from a block and listened 

to their inquiries and concerns regarding their writing.  Jessica offered many 

opportunities for one-on-one interactions between her and students.  Her conversational 

tone with each individual remained consistent when she met with various students.  Her 

witty humor also shone during these conversations.  The students did not seem 

overwhelmed by her edits to their work; instead, they appeared proud and excited about 

the changes made to their work.  “Now, why do you want that to go there?” she asked 



142 

 

one student.  Once he explained that it was a part of his hook, she simply replied, “Okay, 

cool!  That’s very unique!”  Jessica found ways to communicate with her students, 

answer their inquiries, and praise them for their corrections during the writing 

conferences, which were short, yet meaningful experiences for both her and the learners.  

“They deserve that specialized time,” she added.  Regardless of the time spent outside of 

instruction, Jessica found it necessary and meaningful to conduct writing conferences on 

a weekly basis.  At times, the conversations did not always focus on writing edit; 

however, Jessica noted how spending just a few minutes in a one-on-one setting was 

mutually beneficial.  “I get to know them, and they get to know me,” she concluded.  

Writing conferences were often a motivating factor for the students as well because they 

knew Jessica would be viewing the drafts they had up to that point in the process.  She 

noted, “It does give them a push to do well because they know I will see it!”  Ultimately, 

the writing conferences gave Jessica a time for her students to feel heard.     

Both participants showed knowledge of content in their grade level and explored a 

variety of instructional strategies during my observations; however, they both appeared 

equally as invested in the needs of their students.  While Diana and Jessica often took 

time to listen to their students’ needs, it was apparent how meaningful this was for both 

parties.  Both participants explained how the relationships with their students and 

knowing them on a deep level took priority over many other things inside of their 

classrooms.  Diana and Jessica noted how listening to their students was an imperative 

part of the instructional process.   
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Depending on Colleagues 

When asked about longevity in the classroom, both participants noted that 

comradery among colleagues was an imperative factor in their decision to remain in the 

profession.  Both felt their administrators supported them, but they had more to share 

about leaning on their colleagues when asked about this topic.  Diana remarked that the 

overall climate of the school was beneficial to her productivity and having colleagues 

with a similar vision was an encouraging factor.   

Similarly, Jessica added, 

I constantly remind myself of how fortunate I am to work where I do.  When I 

start to feel overwhelmed or discouraged, I count my blessings—every single 

time.  When confronted with extreme challenges, like parental problems, I consult 

colleagues or my principal.   

Jessica proffered that she had a good relationship with the principal and assistant 

principal, which often mediated the stressors associated with the job.  She frequently 

asked them to review emails or give her advice when she needed it.  When asked how 

often this happens, she said it occurred infrequently, but that it was “such a relief” to 

know she could call on them when necessary.   

On the topic of challenges, she stated, 

What things help me?  Relationships with other teachers in this building.  That's 

number one!  I’ve always socially relied on friends and teachers, instead of 

looking inward for help when I am faced with challenges in the workplace.  I 

think of the times that I felt unmotivated or in those teaching valleys, and it was 
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typically when I was in new workplace or situation when I hadn’t had those 

relationships.  I have to rely on others for help when I need it.   

Jessica felt fortunate to be able to rely on her colleagues during times of stress.  It 

was obvious many teachers came to her during these times as well because of the amount 

of people who would visit her during the school day or after school during interviews.  

Jessica appeared confident in her abilities to take on challenges, but she stated that 

assistance from her colleagues or just knowing that they were also experiencing similar 

feelings helped her cope.   

Diana also mentioned her dependence on colleagues as a way to mediate stress in 

the workplace.  As a kindergarten teacher, Diana did not have a team as large as 

Jessica’s; however, she said that her relationship with her teaching assistant helped her 

commitment.  “We really depend on one another!”  she added.  Diana said that in times 

of stress or confusion, she would often consult her teaching assistant.  Their 

conversations could remain confidential, but they knew that at the end of the day, they 

were both invested in the teaching and learning process together.   

Diana also discussed the importance of her collaborative nature with colleagues.  

She mentioned that she would solicit the expertise of other teachers on her grade level 

when she felt she needed affirmation or clarification.  Additionally, she felt supported by 

her administration, which in turn assisted in her productivity.  Diana discussed how she 

would often “talk strategy, activity, or even student behaviors with others” to gain their 

feedback.  Diana, similar to Jessica, felt relationships with colleagues were a firm 

predictor of her happiness in the workplace.  
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Summary of Theme 4: Maintaining Relationships 

Both participants expressed how having meaningful relationships with parents, 

students, and colleagues assisted them in coping with the demands and pressures of 

providing quality instruction.  In other words, they could not feel as successful without 

leaning on their team members.  Jessica’s team collaborated daily on the instructional 

strategies utilized in their fifth-grade classrooms.  Diana’s collaboration appeared less, 

but daily conversations with her teaching assistant helped her to recognize how she was 

meeting the needs of her students and parents.  Both participants found it necessary to 

work in environments where they could call on those around them, which provided them 

with the comradery and connections they needed to remain in the profession despite its 

challenges.    

Connections Between Efficacy and Spirituality 

The final secondary research question, “What are teachers’ experiences of the 

connection between self-efficacy and spirituality?”, was an ongoing conversation during 

interviews.  At the beginning of data collection, the topics of efficacy and spirituality 

were discussed in isolation to gain a better understanding of the participants’ experiences 

with these terms.  However, during subsequent interviews, and after knowledge of the 

participants’ understanding of the terms, the constructs were discussed together.  The 

participants both indicated how teaching efficacy and spirituality guided their 

instructional techniques and assisted in their longevity in the field.   

When asked how teaching efficacy and spirituality impacted longevity, 

instructional decisions, and challenges in the workplace, both teachers had distinct 
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responses.  Each participant added to their ideas of this inquiry over the course of the 

school year’s interviews and observations.  Both teachers admitted how self-efficacy 

assisted in their instructional decisions; however, they felt that spirituality and the calling 

of profession itself was the bedrock for their successes.  Ultimately, Jessica and Diana’s 

spirituality fueled the decisions made in their classroom.  Consequently, this spiritual 

nature stimulated their instructional efficacy, relationships with students, and longevity in 

the field.  Jessica stated, 

Every day I remind myself that I have achieved hard things in my past, and I can 

achieve hard things in my future.  I want to succeed, and I know I have it in me to 

be that teacher for the students who desperately need it.  Who wouldn’t want to be 

that teacher?  Also, spirituality is in everything that I do.  I am an example to my 

students; I must practice what I preach daily.  If not, the students will call me out 

on it.  I must stay focused in my walk with God by choosing my words carefully 

and how I react to stressful situations.  Since I am walking through this life with 

the same struggles as they are . . . then I am able to relay my positive outcomes or 

confess shortcomings to my students.  Of course, what is professionally 

appropriate. 

In other words, Jessica believed she was here to make a difference in the lives of her 

students in both an academic and a spiritual way.  She admitted when she falls short, and 

she confirmed this was all about helping her students realize “there will be growing 

pains”.   
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Jessica even charged other teachers with the commitment to want to make a 

difference in both a spiritual and academic way.  She added, 

I think I want the students to know that I’m purposeful in everything that I do.  

So, I mean, I guess in a way it is getting them to practice what I am 

preaching.  Also, when I pray, I tried to not get rote in my prayer and say the 

same things aloud to them.  Instead, I really try to say what’s on my heart.  But in 

doing that . . . I try to be very visual for them, maybe as a model, but also, I want 

them to know that I am interested in them and their relationships with others and 

their relationship with God.   

Not only did Jessica find that her efficacy impacted her abilities to remain in the 

profession despite challenges, she also believed the spiritual aspect assisted her in 

reaching the whole child.  “I have their best interest at heart . . . all the time . . . the end,” 

she stated during one interview.  Jessica found aspects of efficacy impacted her 

instruction while components of spirituality mediated the stressors associated with the job 

and assisted her in teaching moral development.   

Diana also expressed how efficacy and spirituality assisted her in meeting the 

needs of every learner.  She explained,  

I see all the children as unique creations exquisitely designed by God for a 

specific purpose in His kingdom.  Therefore, it is my job to celebrate each 

uniqueness and talents.  Even our weaknesses can be there for a purpose.  That’s 

how my teaching efficacy and spirituality come into being.  I know I’m here for a 

purpose, and I know I can make a difference in my students’ lives with God’s 
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help.  Also, I see teaching as a mission.  I also do not worry about the little things 

. . . or the big things either too much.  God has my back.  And He has created each 

of these little people for a specific purpose.  They are in His hands. 

In other words, Diana believed all children can learn and she can make a difference; 

therefore, it was up to her to find their talents, strengths, and areas of growth.  Diana also 

attributed spirituality, and specifically her relationship with God, as the reason she had 

remained in the profession.  She stated, 

God gave me a brain to analyze kids’ needs and decide how best to reach 

them.  My personal strengths are analytical skills and creativity.  Often these 

strengths do not go hand in hand, but they are a perfect combo for teaching young 

children.  They are especially needed when teaching children who learn 

differently.  My personal experiences with learning disabilities gives me insight to 

better help many of the students and to help guide their parents as they seek ways 

to help their child.  I truly believe I am here for such a time as this . . . I want to be 

an advocate and a voice for my students.   

Diana believed that God gave her unique talents to meet the needs of her students.  As 

she stated, she felt she was both their advocate and their instructor, but more importantly, 

she was a communicator to students and families.  Diana remained devout toward her 

profession and particularly to her students’ needs.  She acted as an ongoing problem 

solver.  She added, “It’s up to me to figure out how to see the best in each child.  

Everyone has redeeming qualities.”  Diana was adamant that each child could learn in her 

environment and she could find a way to reach them.   
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Jessica, on the other hand, claimed that she, too, found comfort in knowing 

spirituality was a bedrock for her practices, but she also recognized how efficacy came 

into play in her classroom.  She noted,  

I feel comfortable in the way I set up my classroom, plan lessons, and interact 

with others, so that could have to do with my teaching efficacy, but I do think this 

all goes hand in hand with the spiritual components of my classroom . . . the 

inspirations, the prayerful nature of my students, taking prayer requests, 

beginning my lessons with the end results in mind . . . all of these things have to 

do with my spirituality and certainly impact the way I come across to my 

students, how I instruct, and how I interact with those around me. 

Jessica found her teaching efficacy and spirituality supported one another when setting up 

her classroom.  She noted how all of the components she placed emphasis on (prayer, 

inspirational videos, lesson formats) were valuable and important.   

Ultimately, both teachers found their beliefs about efficacy and spirituality 

directly impacted their instructional practices in the field of elementary education.  Both 

teachers had already self-reported high scores of self-efficacy and spiritualty as viewed 

on the Teachers’ Sense of Efficacy Scale and the Daily Spiritual Experience Scale.  

These scales give insight as to how the teachers view efficacy and spirituality as 

imperative aspects to their teaching careers and the conversations during interviews 

affirmed their perspectives.   Diana described the juxtaposition of the constructs of self-

efficacy and spirituality in her kindergarten classroom.  She acknowledged how 

spirituality was most important to her personal well-being, yet the efficacy impacted how 
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she interacted with her students and parents as well as how she taught them.  Jessica also 

related that the two constructs held a meaningful place in her teaching career and life.  

She noted that spirituality and teaching were “who I am”, meaning they were what is 

most important in her life at this time.  Both participants found teaching efficacy and 

spirituality were connected and impacted their instructional practices.  

Conclusion of Themes 

Ultimately, spirituality and teaching efficacy proved to be the foundation for the 

participants’ classroom practices.  Teaching efficacy coupled with spirituality assisted in 

each teachers’ longevity despite individual and organizational challenges.  The 

participants showed sincere concern for their students’ well-being and learning habits.  

Both participants felt they had been called into the profession.  Overall, Diana and Jessica 

showed knowledge of content, instructional strategies, managing behaviors, and 

differentiating to meet the needs of their students. Although trials existed in their 

occupation, both felt committed to finding simple successes in their daily routines.  In 

addition to knowing the needs of their students, Diana and Jessica found that having 

meaningful relationships with students’ parents as well as their fellow teachers were 

imperative to their success.  Diana and Jessica saw direct connections between their 

teaching efficacy and spirituality and how these constructs played an important role 

inside of their classrooms.  Figure 11 depicts how teaching efficacy and spirituality are 

interrelated and how this, in turn, impacted the participants’ instructional habits, 

relationships, and commitment to the profession.   
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Figure 11. Interrelated themes. 

 

 

Ultimately, the participants faced challenges directly, showed commitment to the 

teaching and learning in their classrooms, and allowed efficacy and spirituality to impact 

all pedagogical decisions.  The teachers’ efficacy influenced their class community, how 

they met the needs of the whole child, and all decisions made inside of their classrooms 

related to curriculum and instruction.  Spirituality, on the other hand, influenced the 

teachers’ commitment despite the individual and organizational challenges associated 

with the profession.  The teachers’ efficacy and spirituality proved to be the foundation 

for their classroom practices and impacted their commitment to stay in the profession 

despite challenges that often arose.  Both participants repeatedly mentioned how they had 

been called into the profession and stayed in the classroom because of this.  In addition to 

having a calling, the themes of “knowing what works”, “committing to everyday 
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successes”, and “maintaining relationships” were evident in the classrooms of these 

teachers who exhibited high teaching efficacy and spirituality.   

Summary  

To summarize, the purpose of this chapter was to present the results of this 

study’s data collection.  I introduced the chapter by reviewing the study’s primary 

research question and secondary questions.  Then, I began describing my participants, 

Diana and Jessica.  I introduced each participant with descriptions of their past 

educational experiences, classroom organization, and teaching philosophies.  In the next 

sections of the chapter, I described the themes I noted throughout the case study research.  

Data revealed four overarching themes: “knowing what works”, “having a calling”, 

“committing to everyday successes”, and “maintaining relationships”.  I also discussed 

the participants’ views on the connection between efficacy and spirituality.  The final 

figure showed how each theme was interrelated based on the participants’ experiences.  

In the subsequent chapter, Chapter 5, I include a discussion of and conclusions about the 

results presented in this chapter, as well as implications and recommendations for future 

research.  
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CHAPTER 5 

DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 

I conducted this study to explore the intersection of teaching efficacy and 

spirituality based on two teachers' classroom experiences.  The constructs of self-efficacy 

and spirituality have been studied independently of one another until recently.   

Tschannen-Moran and Hoy (2001) conducted numerous studies outlining student 

engagement and motivation, instructional strategies of teachers, as well as classroom 

management factors impacted by a teacher’s self-efficacy.  Mojavezi and Tamiz (2012) 

noted how teaching efficacy increased student mastery of concepts because of the 

teachers’ willingness to better their instructional practices.  Angelle and Teague (2014) 

found efficacy to directly impact how a teacher handles challenges, particularly related to 

individual and organizational issues within schools.  Pedota (2015) found that, overall, 

teachers with high efficacy were more committed to the profession.   

Spirituality has also been studied in regard to teacher effectiveness and longevity 

in the field.  Hartwick and Kang (2013) found teachers deemed themselves as effective 

when they found a spiritual connectedness to their occupation.  Crick and Jelfs (2011) 

discovered teachers who were spiritual found this mediated stress associated with the 

profession.  Levine’s (2013) participants noted how a faith-based calling to teach 

impacted their longevity in the field.  Spirituality, similar to efficacy as it is a component 

of a teacher’s beliefs, impacts many areas of instructional practice.  In other words,
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teacher beliefs, such as instructional efficacy and spirituality, directly influence teachers’ 

decisions made within the classroom and subsequently, student engagement and student 

achievement in a school setting.  The study of teaching efficacy and spirituality is 

paramount to better understanding and improving teacher effectiveness and teacher 

longevity.  Ultimately, if teacher self-efficacy and spirituality mediate stressors in the 

workplace, retain teachers in the classroom, and assist in student engagement, these 

factors warrant examination.  

Organization of the Chapter 

In this chapter, I begin by reiterating the purpose and intent of the study and its 

research questions.  Then, I discuss my findings and conclusions from the case study of 

two participants.  Following this, I provide a description of how this study has 

implications for all educational stakeholders, especially teachers.  Finally, I clarify this 

study’s limitations and provide any recommendations for future research.   

Purpose and Research Questions 

The purpose of this study was to describe what is occurring inside the classrooms 

of veteran teachers who rate themselves as having high self-efficacy and spirituality on 

self-evaluation surveys.  For the purposes of this study, teacher self-efficacy is “the 

extent to which the teacher believes he or she has the capacity to affect student 

performance” (Bergman, McLaughlin, Bass, Pauly, & Zellman, 1977, p. 137).  Pajares 

(1996) added, “The higher the sense of efficacy, the greater the effort, persistence, and 

resilience” (p. 544).  Spirituality, on the other hand, is an active search for answers to 

life’s biggest questions, a global worldview, a sense of empathy for others coupled with 
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lifestyle of service, and the ability to maintain composure, even in times of stress (Astin, 

Astin, & Lindholm, 2011).  Using teacher self-efficacy and spirituality as the guidepost 

for my observations and interviews, I collected data from two participants.  I studied how 

each participant used teaching efficacy and spirituality to instruct, encounter challenges 

in the workplace, and plan lessons to meet students’ needs.  I also analyzed what was 

occurring inside of the participants’ classrooms during weekly observations and inquired 

into how teaching efficacy and spirituality impacted any challenges associated with the 

profession.  The interviews were an opportunity to gain a better understanding of the 

participants’ perspectives and instructional practices.  The interviews were also a time for 

the participants to share stories related to previous experiences in the profession and why 

they choose to remain in the profession despite its stressors.   

To investigate this phenomenon, the following research question guided this case 

study:  What characterizes instruction in a classroom where the elementary teacher has 

high self-efficacy and spirituality?  This central question prompted the following 

secondary questions: 

1. How do self-efficacy and spirituality play a role in a teacher’s ability to cope 

with the demands and pressures of providing quality instruction? 

2. What are teachers’ experiences of the connection between self-efficacy and 

spirituality? 

Discussion and Conclusions 

Given the data gathered from interviews and observations, several conclusions 

about the constructs of teaching efficacy and spirituality and how these impact 
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instructional practices can be drawn.  Ultimately, teaching efficacy and spirituality are 

unique in nature because of the broad understandings of the terms and such minimal 

research involving the constructs collectively, particularly in the education field.  The 

participants were able to share how teaching efficacy and spirituality impacted daily 

decisions made inside of their classrooms, interactions with students, parents, and 

colleagues, and commitment to the profession.  The following sections present the 

conclusions of this case study research.   

The first conclusion is that teaching efficacy and spirituality directly impacted 

instructional strategies, relationships within the workplace, and longevity in the field.    

The roles of teaching efficacy and spirituality assisted in how the participants managed 

behaviors, engaged learners, and differentiated for student needs.  Both participants used 

modeling and distinctive instructional strategies to meet the needs of all students.  When 

asked about management and engagement, Jessica replied, “It’s my top priority to keep 

my students in line . . . engaged . . . motivated.  All of those things are important because 

they keep my students on their toes.”  Jessica admitted that ensuring her students were 

engaged helped her execute how the lessons would look, how long lessons might take, 

and any assessments associated with student learning.    

Diana also contributed to this topic when she stated, “Everything is multisensory.  

It keeps my students wanting to learn more!”  She often relied on songs, chants, and 

stories to engage students in the application of various skills.  In other words, students’ 

engagement in classroom tasks was of the utmost importance.   
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The second conclusion is that those with high self-efficacy and spirituality were in 

the profession and remained in the profession because they felt called to do so.  “I know I 

have been called to be here” claimed Jessica.  From an early age, Jessica often played as 

if she were a teacher and used her dolls as students.  She also recognized that it was 

God’s will to be in the occupation.  Similarly, Diana stated, “I feel called into the 

teaching profession.”  Diana felt she was achieving her life’s goals because of her ability 

to teach.  Both Diana and Jessica said they were in the profession because it was what 

they were destined to do with their lives.  This impacted their feelings toward the 

occupation, even though individual and organizational challenges associated with their 

classrooms and school posed problems.   

The third conclusion is that the participants showed commitment to everyday 

successes and ultimately, had a desire to reach every student in large and small ways 

despite challenges.  Both Diana and Jessica noted how they found small successes 

throughout each school day.  Diana explained, “I find those small teachable moments and 

cherish them.”  In other words, Diana found all aspects of instruction to be of equal 

importance.  She noted how helping students achieve mastery was imperative, but also 

helping them “maintain friendships and be good listeners” was equally as important.  

Self-efficacy and spirituality motivated the teachers to find ways to meet their students’ 

needs and remain committed to instructional engagement.   

The final conclusion noted is that teaching efficacy and spirituality sparked 

meaningful relationships between the teachers and students, parents, and coworkers.  

Both teachers relied heavily on their past experiences as well as feedback from students, 
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parents, and coworkers inside of the school.  They noted how assistance from others 

during times of stress was paramount to their successes in the classroom.  Jessica 

admitted to “sharing the load” with her teaching assistant, which helped her cope during 

arduous tasks.  Diana relied on “advice from others” to cope with challenging situations 

in the workplace.  

Finally, both participants found connections between teaching efficacy and 

spirituality.  While efficacy assisted Diana and Jessica in meeting the social, emotional, 

and academic needs of each student, spirituality assisted in their commitment to the job 

and relationships in the workplace.  Furthermore, efficacy and spirituality impacted 

Diana and Jessica’s instructional practices and devotion to the occupation.  Ultimately, 

spirituality fueled the participants’ efficacy, thus resulting in the study’s four overarching 

themes.  Each of the conclusions from this study’s findings coincide with previous 

research on the topics of self-efficacy and spirituality, discussed in the following sections. 

Instructional Strategies  

The first conclusion of the study is that efficacy can be fertile ground for 

influencing and encouraging teacher self-efficacy.  Both self-efficacy and spirituality can 

assist teachers in the implementation of best classroom practices.  This aligns with 

Pedota’s (2015) study of teaching efficacy or the belief that a teacher “can positively 

affect students’ learning and success, even among those students who may be difficult or 

unmotivated” (p. 54).  Similarly, Angelle and Teague (2014) found efficacy impacted 

how teachers handle student achievement data and use autonomy to meet student needs.  

Mojavezi and Tamiz (2012) also found a direct correlation between a teacher’s sense of 
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efficacy and student achievement.  In this study, efficacy assisted each participant in 

making decisions related to instructional techniques and helped them feel encouraged to 

make a difference (Mojavezi & Tamiz, 2012).  Data clearly indicated that Diana and 

Jessica’s teaching efficacy influenced their productivity in the classroom and in the 

workplace.  The participants often made decisions impacting student engagement, student 

behavior, and lesson differentiation.  Diana and Jessica felt a strong desire and 

commitment to meet the needs of their students, even when challenges arose.  Jessica 

stated, “Are times tough?  Of course.  But I am committed to my students and their 

learning.”  Similarly, Hartwick and Kang (2013) found high levels of spirituality helped 

teachers cope with stress related to the occupation, and this directly impacted the 

students’ success.  Diana and Jessica elaborated, stating that the stressors were often 

motivating factors to keep going, try new strategies, and maintain student engagement. 

While the challenges associated with the job were not addressed specifically in 

the study, they did, however, come up during interviews.  Participants expressed 

challenges related to parents, diverse student populations, and pressures to individualize 

instruction based on student needs.  Diana and Jessica admitted that remediation was 

simply not enough.  Teachers were expected to tailor the curriculum to meet the needs of 

each student.  “With three blocks of students, I have difficulty at times putting 

individualized emphasis on each student’s needs,” Jessica admitted.  In other words, she 

found it difficult to meet each child’s needs because of the diversity of her student 

groups.  Consequently, she spent a bulk of time outside of instruction finding ways to 

engage struggling and excelling students.  She admitted that finding ways to meet 



160 

 

students on opposite ends of the spectrum was “tough, but worth it.”  During this 

conversation, Jessica added that efficacy impacted the way she “sequenced out lessons” 

and “planned accordingly” while spirituality helped her focus on the “social and 

emotional needs” of her learners.    

Diana, on the other hand, acknowledged that being spiritual helped keep her 

“grounded” in her personal and professional life, especially when planning out lessons, 

activities, and experiments.  She noted how she often relied on the spiritual guidance of 

colleagues to master the art of meeting her students’ needs.  Also, she admitted that 

efficacy drove her “instructional decisions and ideas related to managing student 

behavior.”  Ultimately, Diana and Jessica both admitted that stressors in the workplace 

acted as motivators during challenging times.  However, they also relied heavily on their 

spirituality to diminish stressors and reach students on a social, emotional, and academic 

level. 

Called to the Profession 

The second conclusion of this study is that teachers who deem themselves as 

having high instructional efficacy and spirituality feel called and committed to the 

profession because of these constructs.  Diana and Jessica often used the terms “called 

to” when discussing their chosen occupation.  They stated this assisted them in the 

difficult times, particularly when it involved a challenging student or parent.  Diana and 

Jessica used this sense of calling to the teaching field to mediate the stressors in the 

workplace and remain in the teaching field.  This sense of calling reflects the findings of 

Hartwick (2007), who investigated the characteristics of spiritual educators.  
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Furthermore, Hartwick (2007) found that most of the participants remained in the 

profession because of this feeling, which is also true of this study’s findings.  

Additionally, White (2010) noted the impact of teacher spirituality on classroom practices 

and positivity in the workplace.  Rushton (2000) also found the spiritual aspect of 

teaching assisted in participants’ perseverance.  If a teacher feels called into the 

profession due to the spiritual nature of the occupation, this could assist them in coping 

when difficulties come into the classroom.  This could also lend itself to improved 

student motivation and engagement.  Ultimately, each participant felt called into the 

profession and remained in the profession because of their designated purpose in the 

classroom.  For example, during one interview, Jessica stated, “I feel called to be here, 

and that helps me continue.”  Jessica found that being called into the profession assisted 

her in remaining despite the daily stressors.  Similarly, Diana found the art of teaching 

was something she was specifically designed to carry out.  Both Diana and Jessica 

expressed this throughout each interview and found the innate feeling of being in their 

classrooms assisted them when struggles arose.  Teachers with high instructional efficacy 

and spirituality use the constructs to choose the occupation and remain in the occupation 

despite the stressors that are associated with teaching.     

Commitment to the Profession 

The third conclusion is, despite facing challenges of diverse student populations, 

instructional techniques, or parents, teachers with high self-efficacy and spirituality feel 

committed to the job.  Both observations and interviews validate this conclusion.  Diana 

and Jessica, who exhibited high teaching efficacy and spirituality, felt committed to their 
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students despite challenges (Mojavezi & Tamizi, 2012; Stanley, 2011; Tschannen-Moran 

& Hoy, 2001) and recognized they could make a difference (Garcia, 2004; Yoon, 2004).  

Kang (2015) contributed to the research on efficacy, spirituality, and commitment by 

acknowledging that spirituality often mediates a teacher’s efficacy during difficult times.  

Additional studies showed that efficacy directly impacts a teacher’s commitment and 

spirituality leads teachers to remain in the profession (Hartwick & Kang, 2013; Long, 

2008; Tschannen-Moran, Hoy, & Hoy, 1998; Ware & Kitsantas, 2007).  Overall, Diana 

and Jessica were willing to try new strategies or continue evolving their practice to meet 

the needs of each student, showing commitment to instruction, curriculum, and students 

throughout the study’s data collection.  Diana explained, “Each year looks different 

because of my group of students.  It’s my job to stay committed to their success and help 

them find ways to make meaning of the concepts that I teach.”  The participants felt 

obligated to meet the needs of each student, maintain communication with parents, and 

try new instructional practices.  Spirituality assists teachers in remaining committed to 

the workplace while efficacy serves as an indicator for a teacher’s instructional success.   

Importance of Relationships  

The final conclusion is that spirituality and self-efficacy can positively influence 

relationships with parents, students, and colleagues.  Diana and Jessica both stressed the 

importance of leaning on colleagues throughout their careers.  They also perceived that 

relationships with students and parents was a top priority.  This theme coincides with the 

research conducted by Rosmarin, Wachholtz, and Ai (2011) when they inquired into how 

spirituality in the medical field impacts social supportiveness of peers in a positive way.  
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Diana and Jessica remarked on the emphasis they placed in knowing their parents, 

students, and colleagues in a personalized manner.  The attitude of “we are in this 

together” revealed itself during many of the interviews.  Each participant discussed the 

importance of relying on others for advice or help, as well as knowing students in a 

social, emotional, and academic way.  Ultimately, the participants focused on learner-

centered approaches, but also relied on colleagues or administration when necessary 

(Ngidi, 2012).  Diana and Jessica felt committed to each student and parent because they 

felt called to know them on a personal level.  “If I begin my year with a strong 

relationship with each family, it makes communication throughout the year much easier,” 

noted Jessica.  For Diana, the relationships began first with her “students’ needs” and 

then “conversations with families and parents” followed.  These relationships did not 

occur overnight; instead, they were fostered throughout the school year by frequent 

communication through emails, conferences, or casual conversations about family 

dynamics.  The participants viewed the forging of relationships as essential because they 

both found them necessary for meeting the needs of their students.  Therefore, they 

placed heavy emphasis on the development of relationships from the start of the school 

year.  Diana and Jessica also noted how they had made this conclusion because of their 

own children’s teachers and through constructive feedback from previous families.   

Review of Conclusions 

To review, I drew several conclusions from the study of two elementary teachers 

who deemed themselves as having high teaching efficacy and spirituality.  Each teacher 

shared how teaching efficacy and spirituality impacted the decisions made in their 
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classrooms.  Diana and Jessica stated that efficacy impacted the way they interacted with 

students, and because of this construct, they strove to meet students’ social, emotional, 

and academic needs.  Spirituality, on the other hand, assisted Diana and Jessica with the 

challenges associated with the occupation and the decision to remain in the classroom.  

Spirituality proved to be the foundation for all decisions made, on both a personal and 

professional level, however efficacy dictated the decisions related to curriculum and 

instruction.  Spirituality fueled the teachers’ sense of efficacy, thus influencing the 

decisions made in the classroom, relationships in the workplace, and longevity in the 

field.   

I used data from interviews and observations to draw these conclusions and share 

how these conclusions relate and add to previous research on the topic.  The conclusions 

made from this study may be similar to those who do not deem themselves as having high 

spirituality but indicate high teaching efficacy.  However, teaching efficacy research 

suggests those without efficacy are less productive and feel unmotivated to remain in the 

profession (Tschannen-Moran & Hoy, 2001).  Consequently, similar studies of efficacy 

show teachers who exhibit similar characteristics of Diana and Jessica.  However, this 

study focused on how ideas of efficacy and spirituality impact the daily practices of 

teachers.   

In short, the conclusions of this study are: (a) the participants showed knowledge 

of a variety of strategies related to instruction, behavior management, and differentiation; 

(b) each teacher felt a spiritual calling into the profession; (c) the participants found that 

efficacy fostered their commitment to everyday successes, both large and small; and (d) 
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the teachers’ maintained and fostered relationships between themselves and parents, 

students, and colleagues.  Ultimately, the participants found their teaching efficacy and 

spirituality directly impacted all instructional decisions, commitment to the occupation 

and to students, and longevity in the field despite challenges.  These conclusions connect 

with the study’s implications discussed in the next section.   

Implications 

This study has many implications for all educational stakeholders.  Teaching 

efficacy and spirituality are two constructs that impact the daily decisions of instructors.  

The findings of this study suggest heightened instructional efficacy and spirituality have 

the ability to impact one’s classroom practices, relationships with students and 

colleagues, and longevity in the teaching field.  For Diana and Jessica, efficacy and 

spirituality impacted their day to day classroom decisions and decision to remain in the 

teaching field.  The participants found that spirituality was foundational to their successes 

in the classroom.  They felt spiritually called them into the profession and this caused 

them to remain in the classroom and utilize their heightened instructional efficacy to 

make decisions related to students, academics, and even challenges associated with the 

occupation.  Therefore, it is crucial to consider how efficacy and spirituality connect to 

practitioners’ daily actions and impact decisions related to curriculum and instruction.   

 There is a sense of empowerment when teachers share collective values and 

instructional goals (Donohoo, 2017).  Although most teachers might think they are giving 

the occupation their all, this study’s data pointed out that efficacy and spirituality have 

the ability to positively impact veteran teachers’ instructional practices.  A study 
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designed to investigate how spirituality and efficacy impact novice teachers, veteran 

teachers, student engagement, or student achievement would be of interest.  Diana and 

Jessica shared their strong desire to make a difference in the lives of their students, felt 

spiritually called into the profession, and leaned on relationships with those around them 

to maintain student engagement and foster classroom productivity.  Consequently, 

researchers must contemplate the impacts of efficacy and spirituality when considering 

the topics of longevity, instructional quality, and teacher commitment.  This study also 

supported previous research related to efficacy and spirituality.  If teacher self-efficacy 

and spirituality impact teachers’ instructional decisions and potentially keep educators in 

the field, further study is imperative.  Thus, administrators and instructional leaders must 

intentionally provide opportunities to foster teaching efficacy.  Donohoo (2017) 

suggested that administrators make efficacy a top priority by providing teachers with 

autonomy to make decisions and opportunities to feel empowered or allow for teacher 

leadership in the workplace.  A school’s climate has also been known to impact the self-

efficacy of teachers (Collie, Shapka, & Perry, 2012).  Knowing this, researchers may look 

for ways to determine how the school’s climate impacts the self-efficacy and spirituality 

of teachers.  Consequently, an additional topic would be how the constructs of climate, 

efficacy, and spirituality impact student achievement.  If efficacy is a firm predictor of 

retention and consequently, student success, it must be fostered inside of schools (Gu & 

Day, 2007; Klassen & Chui, 2010; Ware & Kitsantas, 2007).    

In addition to focusing on the teacher’s self-efficacy, administrators might allow 

opportunities for teachers to share the spiritual calling of the occupation.  Stanley (2011) 
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noted how spirituality impacts the way teachers mediate stress in the workplace.  Kang 

(2015) investigated how participants’ spirituality influenced values and emotions in their 

classrooms.  If studies suggest that teacher self-efficacy and spirituality mediate stress 

related to the difficulties that come with classroom practices, diverse student populations, 

and demanding parents, it is imperative to study these ideas collectively.  Schools must 

work alongside stakeholders to foster the self-efficacy of teachers.  While spirituality is 

not going to be embedded into the routines and procedures of public institutions, it can 

involve components of instruction as well as finding the social, emotional, and academic 

needs of each student.  When considering the definition of spirituality from Astin, Astin 

& Lindholm (2011), school leaders should strive to empower teachers to take on a global 

worldview, instill a sense of empathy for the work that is occurring inside of classrooms, 

and find opportunities to help teachers cope, even in times of stress.  Perhaps, the element 

of spirituality, particularly the ideas related to viewing the occupation as a calling, should 

be a consideration in hiring practices of novice educators.   

Ultimately, if Bandura’s (1977) theory of self-efficacy were understood by 

administrators and educational stakeholders, would fewer teachers leave the profession?  

Donohoo (2017) found efficacy to impact teachers’ decisions to remain in the profession 

but added how this is often fueled by the school’s climate and administrative 

support.  School districts must recognize the need for change.  The knowledge of this 

theory as well as Bandura’s research on the impacts self-efficacy in the workplace could 

assist administrators and educational stakeholders in keeping qualified, experienced 

teachers.  If administrators bring the idea of fostering and encouraging self-efficacy 
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among teachers to the forefront of goals, fewer teachers will leave when faced with 

obstacles.  Imagine how many students would be impacted by the retention of quality 

educators.  Self-efficacy is not the only answer when it comes to retaining quality 

educators, but it is an appropriate place to start. 

Ultimately, over half of teachers consider leaving the profession due to the stress 

of the occupation (Northwest Evaluation Association, 2014).  Perhaps if more teachers 

deemed themselves as having high teaching efficacy and used spirituality to cope with 

the demands of the profession, attrition rates would decrease.  For Diana and Jessica, the 

aspects of efficacy and spirituality directly impacted the daily decisions made inside of 

their classrooms.  If these ideas have the ability to mediate stress, strengthen student 

achievement, and keep teachers in the field, they are worthy of investigation at all levels 

of schooling.      

Limitations 

As with all research, there are several limitations in this study.  First, I am aware 

of the potential for researcher bias.  Since this study was grounded in self-efficacy theory, 

I recognize my interpretations strongly guide and influence the results.  I am also aware 

that my personal experiences with instructional efficacy and spirituality may have 

influenced my interpretations.  To minimize bias associated with my personal 

experiences and feelings, I followed the research process, including all credibility and 

dependability safeguards.  During data analysis and presentation of the results, I relied 

solely on interview and observation data.  I did everything in my power to share the 
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beliefs and experiences of the participants by using their exact words and instructional 

strategies noted within the observations.   

Another important limitation to this study was my presence during the 

observations.  Although the participants did not admit to any changes in their 

instructional routines, I am aware that they could have made adaptations while I was in 

their classrooms.  Furthermore, I had a working relationship with each participant; 

therefore, they felt respected by me and trusted my judgement.  Early in the process, the 

participants admitted to feeling protected by the study’s institutional review board’s rules 

and regulations, and this could have also caused them to alter any practices they felt 

would enrich or benefit the study.  Ultimately, I strove to write and explain ideas from the 

observations and interviews exactly as they appeared.   

A third important dimension of my involvement in the study deals with the 

conversations about observational notes and subsequent themes that arose from the 

investigation.  Each participant admitted to feeling engaged in the ideas of spirituality and 

efficacy in the workplace, resulting in their willingness to participate in the study.  

Neither Diana nor Jessica asked for specific studies outlining what research suggests 

related to the two constructs in the classroom; however, both acted engaged in what I 

noted during the classroom observations and individual interviews.  Both teachers 

admitted to feeling motivated by the findings and excited to share tactics, routines, and 

ways to address classroom challenges.  The outcomes could have been different had I 

decided not to share the emerging findings with each participant.  The outcomes could 

have also been different had the participants not shown interest in the study.   
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A fourth limitation was the study site, which was a private school embedded in a 

Christian perspective.  The findings may not reflect the realities of teaching in a public 

institution.  Teachers in public education settings are subject to state-mandated 

curriculum, evaluations, and assessments.  While my participants also engaged in 

Common Core State Standards and yearly teacher evaluations, they were able to deviate 

from the curriculum to alter or enrich to meet student needs.  Diana and Jessica 

frequently received autonomy to make decisions inside of their classrooms.  While they 

addressed state standards and McGraw-Hill curricula to sequence the learning in their 

classrooms, they were not under a mandate to adhere to any scripted lessons.   

In addition, unlike a typical public school, the school environment allowed 

participants to speak freely about their spirituality.  For many public institutions, the idea 

of spirituality would not be an appropriate topic of discussion.  However, when 

religiosity is taken out of the picture of spirituality, public school institutions could utilize 

this to retain and engage teachers.  Merriam and Bierema (2014) examined how 

spirituality could take on diverse meanings, such as “a sense of connectedness” (p. 201) 

or being “informed by and manifested in culturally defined experiences” (p. 201).  If 

teachers find the profession allows for them to feel connected to their classrooms, 

students, or instructional experiences as well as find ways to examine diverse cultures, 

spirituality could manifest itself in public institutions.  While this particular study does 

not generalize to a larger population, it could be replicated in different settings with 

different teachers, both experienced and novice, to examine efficacy and spirituality on a 

deeper level.   
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Another limitation was that I only interviewed each participant five separate times 

and not after each weekly observation.  Because most weeks I was able to observe for an 

hour in each of the participants’ classrooms, it may have benefitted the study to have a 

culminating conversation after each observation.  Interviews were an invaluable way to 

ascertain Diana and Jessica’s perspectives on teacher self-efficacy and spirituality.  Both 

participants’ reflections on their practices often took me by surprise.  The participants’ 

perspectives on their work and especially how they perceived themselves to make a 

difference in the lives of students profoundly influenced my data analysis.  It would have 

been truer to detailed case study methodology if I had gained my participants’ 

perspectives after each observation.   

Finally, I did not observe all interactions and lessons in each of the participants’ 

classrooms. Consequently, I only observed the classrooms when Diana and Jessica were 

present.  Furthermore, my inability to observe each teacher during the entire duration of a 

school day provided a limitation to my study.  Additionally, given the scope of this study, 

there was limited opportunity to observe additional participants.  I conducted 

observations and interviewed only two participants from grades kindergarten and fifth 

grade.  It would have been beneficial to have teachers’ voices from each elementary 

grade level.  These limitations lead to the following section, the recommendations for 

future research.   

Recommendations for Future Research 

This study poses numerous questions related to future research.  First, do teachers 

with high efficacy and spirituality at other schools have similar feelings about the 
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constructs as they relate to curriculum and instruction?  This study also leads to 

wonderings about the number of participants, as well as grade level, and how these may 

impact data related to efficacy and spirituality.  If this qualitative study had been 

conducted with a greater number of participants or at a different location, would it 

produce the same results?  Also, it would also be of interest to replicate the study in a 

middle school or high school setting at another private school in the same area.  

Additionally, replicating the study at a public elementary school could also pose 

interesting conclusions related to spirituality and self-efficacy.   

Second, due to the limited number of studies related to efficacy and spirituality in 

teachers, further research could more deeply explore these components of classroom 

instruction and teacher longevity.  To this end, additional research could address the ways 

efficacy and spirituality impact the way teachers instruct various age groups, 

socioeconomic student populations, and diverse school climates.  It would be interesting 

to determine how efficacy and spirituality impact other teachers in other private and 

public institutions.  Additionally, it would be insightful to use other qualitative 

methodologies to gain a better understanding of the specific components of efficacy and 

spirituality.  For example, a narrative study that sheds light on the same study ideas could 

be meaningful to other educators.  It would have also been of interest to the readers if I 

had conducted an interview after each weekly observation and if I had given the 

Teachers’ Sense of Efficacy Scale and the Daily Spiritual Experience Scale at the end of 

data collection.  This would have given a deeper picture of the participants’ thinking after 

each lesson and throughout the school year.   
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Finally, it is critical to collect both qualitative and quantitative data related to the 

intersection of instructional efficacy and spirituality of veteran teachers.  Much of the 

qualitative and quantitative research targets the reasons that teachers leave the profession.  

Research needs to specifically focus on the practices of teachers who have remained in 

the classroom despite its challenges.  This will allow future work to describe the reasons 

behind veteran teachers’ decisions to remain in the profession and potentially further the 

research on the interconnectedness of efficacy and spirituality.   

Summary of the Study 

To review, I began this chapter by reviewing the purpose of the study and sharing 

the research questions.  Each research question focused on the classroom practices of 

veteran teachers who self-reported high teaching efficacy and spirituality.  I then 

discussed the conclusions that can be drawn from this study’s data collection and 

analysis.  I concluded that (a) the participants showed knowledge of a variety of 

strategies related to instruction, behavior management, and differentiation; (b) each 

teacher felt called into the profession; (c) the participants felt committed to everyday 

successes, both large and small; and (d) the teachers’ maintained and fostered 

relationships between themselves and parents, students, and colleagues.  After sharing the 

conclusions, I addressed how this research has many implications.  The study recognizes 

that the data collected is not generalizable to a larger population and there is opportunity 

for researcher bias.  To finish, I shared the limitations of the study and recommendations 

for future research.     
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This study began to fill the need for research on teaching efficacy and spirituality 

at the elementary level.  I inquired into the classroom practices of two elementary 

teachers and how they utilized both efficacy and spirituality to make decisions inside of 

the classroom.  The participants provided insightful thoughts and feelings toward the 

constructs of efficacy and spirituality as well as added to the research related to this topic.  

Both teachers brought their own unique style of conversation to the interviews and 

observations.  Both Diana and Jessica sought to develop a student-centered approach to 

teaching and learning.  This study serves as an example of how the roles of teaching 

efficacy and spirituality can play a role in handling the demands of the occupation, 

optimizing the instructional quality of lessons, and instill a sense of commitment to the 

occupation.   
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Dear Elementary Teachers,  

 

I am a doctoral candidate in Mercer University’s Curriculum and Instruction Doctoral 

Program.  I am kindly requesting your participation in a research study that I am 

conducting titled: The Roles of Teacher Self-Efficacy and Spirituality in Elementary 

Classroom Practices.  The intention is to inquire into the classroom practices of 

elementary teachers who perceive themselves as having high spiritualty and self-efficacy. 

 

The study involves completing two surveys: The Teachers’ Sense of Efficacy 

Scale and The Daily Spiritual Experience Scale.  Participation is completely voluntary, 

and you may withdraw from the study at any time.  Your participation in this study will 

remain confidential. 

If you would like to contribute to research related to the challenges of being an 

elementary teacher, please consider filling out surveys linked below! 

 

• https://goo.gl/forms/dE7FvaxBfTF50Iz53 

• https://goo.gl/forms/Mq3v14hoW8JQksK73 

 

Respectfully, 

 

Sarah Grant 
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