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中 文 摘 要 ： 這項質性縱貫性研究旨在檢視在台灣國民中學服務的新進教師在其
第一年的教職生涯期間自我效能感的發展變化以及第一年的教學經
驗對其自我效能感的影響。此研究總計招募八位研究對象，資料蒐
集方式為研究對象自行繪製的自我效能圖表以及半結構式訪談。研
究結果顯示，雖然研究對象在其第一年的教學生涯期間的自我效能
感大多時間都維持在他們自己認為可以接受的程度以上，他們的自
我效能感在第一年教學期間呈現不同程度的波動。研究結果也顯示
，u研究對象在其第一年的教學經驗中所參與的各種場合與事件，提
供了研究對象各種不同的效能來源，這些效能來源對研究對象的自
我效能感造成深遠的影響。其中，影響力最巨大的五種效能來源包
括: (1)教師專業知識; (2)成就經驗;(3)語言說服;(4) 替代經驗
;以及(5)生理狀態。這些研究發現有兩個意涵。首先，校內的專業
教師社群在提供能協助新進教師自我效能感成長的效能來源上，扮
演相當重要的角色。這些效能來源包括成就經驗、語言說服以及教
師專業知識。其次，學校效能及行政主管在賦予新進教師不同的任
務時必須相當謹慎，因為這些任務可能有助新進教師自我效能感的
正面發展，但也有可能導致新進教師自我效能感的降低。

中文關鍵詞： 自我效能感，教師學習，新進教師，台灣

英 文 摘 要 ： This qualitative longitudinal study aims to examine the
developmental processes of novice teachers’ self-efficacy
throughout their first year of teaching in junior high
schools in Taiwan and the influences of first-year teaching
experiences on the teachers’ self-efficacy development.
Eight junior high school teachers were recruited to
participate in this study. Self-plotted self-efficacy
graphs and semi-structured interviews were conducted to
collect data from the participants. The findings show that
the participants’ self-efficacy featured by different
degrees of fluctuation through their first-year of
teaching, though the participants’ self-efficacy was above
the acceptable level (as defined by themselves) during most
of the time in the first year of teaching. The findings
also reveal that the participants’ first year teaching
experiences were featured with the participants’
involvement in diverse occasions and events that produced
various kinds of efficacy sources. These efficacy sources
affected the participants’ self-efficacy profoundly. Five
most influential efficacy sources were identified,
including: (1) teacher knowledge; (2) mastery experiences;
(3) verbal persuasion; (4) vicarious experiences; and (5)
physiological arousal. Two implications from the findings
are suggested. First of all, teacher learning communities
within schools play significant role in producing self-
efficacy sources that could contribute to young teachers’
self-efficacy growth. These facilitating sources of self-
efficacy include vicarious experiences, verbal persuasion



and teacher knowledge. Second, school leaders should be
more cautious about the tasks that they assign to new
teachers in schools, given that these tasks might either
effectuate self-efficacy growth or endanger positive self-
efficacy development.

英文關鍵詞： self-efficacy; teacher learning; new teachers; Taiwan



1 
 

A longitudinal study on novice teachers’ self-efficacy in the first year of teaching 

 

前言 

Teachers’ self-efficacy (TSE) has been closely linked to teacher quality and student 

outcomes and it is most malleable at initial stage of teaching career. For novice 

teachers, the first year of teaching is a crucial period of time to form and reform their 

self-efficacy beliefs as they confront the reality of role demands and expectations. 

Given the pliable nature of teachers’ self-efficacy during this prominent transition 

time, it is important to understand how novice teachers’ self-efficacy form and 

develop in the first year of teaching and what effect the teachers’ self-efficacy change. 

 

研究目的 

This qualitative longitudinal study aims to examine the developmental processes of 

novice teachers’ self-efficacy throughout their first year of teaching in junior high 

schools in Taiwan and the influences of first-year teaching experiences on the 

teachers’ self-efficacy development. The objectives of this study are to examine 

novice teachers’ self-efficacy development in the first year of teaching and examine 

the influence of first-year teaching experience on novice teachers’ self-efficacy 

development. The two research questions guiding this study are:  

 

1. What are the developmental process of novice teachers’ self-efficacy in the 

first year of teaching? 

2. What are the influence of first-year teaching experience on novice teachers’ 

self-efficacy development? 

 

文獻探討 

Theoretical frameworks 

This study adopts Bandura’s (1977, 1986) construct of self-efficacy and Tschannen-

Moran and her colleagues’ integrated model of teacher efficacy (Tschannen-Moran et 

al., 1998) as the theoretical frameworks. Drawing from social cognitive theory, 

Bandura posits that individual behavior is determined by the interaction of personal, 

behavioral, and environmental factors. These factors are mutually influential and have 

a significant effect on an individual’s perception of his or her abilities. These 

perceptions of ability are commonly referred to as self-efficacy, which Bandura 

defined as “judgments about how well one can organize and execute courses of action 
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required to deal with prospective situations that contain many ambiguous, 

unpredictable and often stressful elements” (Bandura, 1981, p.200). This definition 

proposes that self-efficacy is a cognitive construct, which taps into an individual’s 

subjective perceptions regarding his or her abilities. Bandura asserted that self-

efficacy governs most of human functioning and mediates how individuals think, feel, 

motivate themselves and behave, because “among the types of thoughts that affect 

action, none is more central or pervasive than people’s judgments of their capabilities 

to deal effectively with different realities” (Bandura, 1986, p.21). Individuals with 

high self-efficacy are able to enhance their accomplishments and preserve in the face 

of setbacks and failures. In contrast, people who doubt their capabilities shy away 

from difficult tasks which they view as threats and that they have low aspirations and 

weak commitment to the goals they pursue (Bandura, 1994). Bandura (1997) argued 

that to enhance self-efficacy it is necessary to utilize the sources of efficacy 

information (SEI). Judgments of self-efficacy are made as individuals weigh and 

integrate four psychological sources of efficacy information: mastery experiences, 

verbal persuasion, vicarious experience and physiological and emotional arousal 

(1986, 1997).  

 

Examining the conceptual underpinnings of teacher efficacy, Tschannen-Moran 

and her colleagues (Tschannen-Moran et al., 1998) used the body of available 

research and developed an integrated model of teacher efficacy, identifying the ways 

in which efficacy judgments result as a function of the interaction between teachers’ 

analysis of teaching tasks in context and their assessment of their personal teaching 

capabilities as they relate to the task (see Figure 1). In this model, the major 

influences on teachers’ efficacy beliefs are assumed to be the attributional analysis 

and interpretation of the four sources of efficacy information described by Bandura 

(1986, 1997). However, Tschannen-Moran and her colleagues (Tschannen-Moran et 

al., 1998) argued that in making an efficacy judgment, an analysis of the teaching task 

and its context is required. Considerations include factors such as students’ abilities, 

availabilities and quality of teaching resources, leadership of school leaders, and 

organizational structure and climate. In addition, teacher efficacy will be determined, 

in part, by the teacher’s comparative judgment of whether his or her current abilities 

are adequate for the teaching task in question. Tschannen-Moran and her colleagues 

(1998) emphasized that it is the cognitive processing that determines how the four 

sources of efficacy information postulated by Bandura (1986; 1997) will be weighted 

and how they will influence the analysis of the teaching task and the assessment of 

personal teaching competence. In other words, the four sources of efficacy 

information contribute to both the analysis of the teaching tasks and its context and 
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the self-perceptions of teaching competence, through cognitive process. The 

interaction of teaching task analysis and the assessment of personal teaching 

competence, in turn, shapes teacher efficacy. Greater efficacy leads to greater effort 

and persistence, which leads to better performance, which in turn leads to greater 

efficacy. The reverse is also true. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1: The cyclic nature of teacher efficacy (Tschannen-Moran et al, 1998) 

 

Teachers’ self-efficacy: A little idea with big impact 

Teachers’ self-efficacy is a little idea with big impact because it has been linked to 

multiple teacher quality and student outcomes. It is closely associated with important 

teacher quality, including teacher resilience (Brouwers & Tomic, 2000; Grant, 2006), 

job satisfaction and retention (Caprara et al, 2006; Klassen et al., 2009; Perrachione et 

al., 2008) and commitment to teaching (Coladarci, 1992). It has also shown strong 

correlation to teacher behaviors: teachers who have higher self-efficacy demonstrate 

greater levels of planning (Allinder, 1994), provide a greater academic focus 

(Onafowora, 2004), are less critical of students when they make errors (Ashton & 

Webb, 1986), work longer with students who are struggling (Gibson & Dembo, 1984) 

and use a wider variety of teaching material and innovative teaching methods (Ghaith 

& Yaghi, 1997; Tschannen-Moran & Woolfolk Hoy, 2001; Wertheim & Leyser, 
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2002). Teachers with higher sense of self-efficacy are also more capable of using 

appropriate instructional strategies, ensuring student participation and managing 

classrooms effectively (Caprara et al., 2006; Brouwers & Tomic, 2000; Woolfolk Hoy 

et al., 1990). Teachers’ self-efficacy has also been proven to be positively correlated 

to student achievement (Caprara, et al., 2006; Guo et al., 2010; Ross, 1992), student 

attitude towards school and teachers (Woolfolk Hoy et al., 1990) and students’ own 

sense of efficacy and self (Ross, 1998; Tschannen-Moran & Woolfolk Hoy, 2007). 

 

Novice teachers in the first year of teaching  

The initial years of teaching experience have tremendous influence on novice 

teachers’ long term performance in the classroom and their career length in the 

profession (Chong, 2011; Johnson & Birkeland, 2003). This period is one in which 

novice teachers navigate to identify themselves professionally-in ways that see them 

coping with tasks of teaching and with responsibilities inside and outside the 

classroom within a system that they may not be familiar with or thoroughly 

understand (Smith & Ingersoll, 2004). Novice teachers, however, often enter the 

profession with great hopes about the impact they will be able to have on students’ 

lives but found bridging the gap between teacher preparation and classroom practice a 

great challenge (Lortie, 1975; Weinstein, 1988). Particularly, the professional 

challenges confronting teachers such as greater accountability to policy makers and 

continual pedagogical and curriculum changes have increased in recent years. As 

such, novice teachers are especially vulnerable to the intensification of the 

professional environment (Keogh et al., 2012). 

 

For novice teachers who just enter the teaching profession, the first year of 

teaching could be the most challenging period of time in their teaching career. 

Although teachers face many and varied challenges through their careers, as 

cautioned, “few experiences … have such a tremendous impact on the personal and 

professional life of a teacher as does the first year of teaching” (Gold, 1996, p. 548). 

This period was characterized by Veenman (1984) as a type of “reality shock” 

because of “the collapse of the missionary ideals formed during teacher training by 

the harsh and rude reality of classroom life” (p. 143). During this transition period, 

many novice teachers may feel that they have not been adequately prepared, causing 

feeling of low confidence, anxiety and uncertainty (Fradd & Lee, 1997; Peacock, 

2009). Bandura asserted that it is during the early stage of teaching that novice 

teachers form and reform their self-efficacy beliefs (Bandura, 1997). After this initial 

career stage, teachers either strengthen their self-efficacy beliefs or leave the 

profession (Chong et al., 2014; Tschannen-Moran & Woolfolk Hoy, 2007).    
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Novice teachers’ self-efficacy development  

Bandura’s construct of self-efficacy and Tschannen-Moran et al.’s model of teacher 

efficacy have been useful in the theoretical discussion of novice teachers’ self-efficacy 

development. According to Bandura (1997), mastery experiences, especially those 

success that have been achieved on difficult tasks with little assistance or those that 

are achieved at early stages of teaching, would wield the greatest influence on 

teachers’ sense of self-efficacy because they allow one to connect actual experiences 

to possible future outcomes. In Tschannen-Moran et al.’s conceptualization, novice 

teachers who do not have many mastery experiences due to the lack of teaching 

experiences may depend more on other inputs (i.e., other sources of efficacy 

information) in the formation and development of their self-efficacy beliefs. 

Specifically, novice teachers are likely to rely more heavily on vicarious experiences 

to gauge their own likely success (Tschannen-Moran et al., 1998; Tschannen-Moran 

& Johnson, 2011). These conceptualizations, however, require more examinations by 

empirical studies.  

 

In the literature, there are studies showing that as teachers move from teacher 

preparation programmes into novice teaching experiences, their self-efficacy drop 

(Rushton, 2000; Woolfolk Hoy & Burke-Spero, 2005), but others have reported 

differently (Chester & Beaudin, 1996; Putman, 2012). In addition, novice teachers’ 

perceptions of their teaching competence was found to be negatively affected by 

classroom management issues (de la Torre Cruz & Arias, 2007; Onafowora, 2004), 

but contradictory evidence also exists (Faez & Valeo, 2012). In a more recent study, 

Choy et al. (2013) reported that beginning teachers’ self-perceived pedagogical 

knowledge for classroom management and skills in lesson planning and classroom 

management increased significantly at the end of first year of teaching. On the other 

hand, the teachers’ self-perceived pedagogical knowledge for lesson planning and 

instructional strategies remained unchanged at the end of first year of teaching. Due to 

the scant attention and the conflicting findings from quantitative studies as 

highlighted above, there is little clarity on how novice teachers develop their sense of 

self-efficacy. Particularly, little is known about how novice teachers develop self-

efficacy in the very first year of teaching, which is the most challenging and crucial 

period of time in their teaching career (Jamil et al., 2012). 

 

Furthermore, although the influences of contextual factors on teachers’ self-

efficacy have been highlighted in Bandura’s construct and Tschannen-Moran et al.’s 

model, there is only a small amount of evidence showing that certain contextual 

variables are salient in novice teachers’ self-efficacy development (Tschannen-Moran 
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& Woolfolk Hoy, 2007). In Chester and Beaudin’s (1996) study, for example, it was 

found that novice teachers experienced greater sense of self-efficacy if their 

supervisor observed them multiple times and gave them frequent feedback on their 

performance (particularly those feedback with the focus on validating their 

effectiveness or improving their instructional practices). Other identified contextual 

variables also include: geographic location of schools, availability of teaching 

resources, adequacy of interpersonal support and opportunities for collaboration and 

observation (Chester & Beaudin, 1996; Chong et al., 2014; Tschannen-Moran & 

Woolfolk Hoy, 2007). In a more recent work, Tan (2012) recruited five second career 

teachers from the same secondary school reported a number of factors that influenced 

their self-efficacy in the first year of teaching, including academic performance of 

students, their perceptions of how they performed in comparison to the more 

experienced teachers, their perceptions of how well they did in relation to other new 

teachers and the respect from and approval of their students. Chong et al. (2014) also 

looked at beginning primary and secondary school teachers’ perception of their 

instructional competency. Although Chong et al.’s study did not focus on the first year 

of teaching, it draws findings from a relatively larger sample of the population (over 

3,000 participants) and highlights the key contributors to beginning teachers’ self-

efficacy development, including encouragement, recognition, acknowledgment of 

efforts and conductive and collaborative climate in schools.  

 

One common feature of the aforementioned studies is that they all adopted 

quantitative approaches, except the work by Tan (2012). Although these studies 

contribute to the understanding about the development of novice teachers’ self-

efficacy and the correlation and casual relationships between novice teachers’ self-

efficacy change and contextual variables, they do not offer explanatory perspectives 

on or deep descriptions of the change as well as the roles contextual variables play in 

shaping (or reshaping) novice teachers’ self-efficacy. More qualitative, in-depth work 

is needed to understand how novice teachers’ first year of teaching experience interact 

with the socializing influences of their school contexts and affect these teachers’ self-

efficacy beliefs (Labone, 2004; Tschannen-Moran & Woolfolk Hoy, 2007; Tschannen-

Moran et al., 1998).  

 

Novice teachers’ self-efficacy in Taiwan 

Over the last decade, there had been increasing interest on teachers’ self-efficacy 

among educational psychologists in Taiwan. Much attention had been paid to various 

topics and agendas including: inventory of self-efficacy for creative teaching (Lin & 

Chiou, 2008); relationship among collective teacher efficacy, teacher self-efficacy and 
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organizational citizenship behavior (Chen, 2010); correlation between teachers’ self-

efficacy and gender, age, teaching experience, academic background and class size 

(Chiu & Lee, 2012); relationship between self-efficacy and collective teacher efficacy 

(Chen & Wu, 2010); and relationship between self-efficacy of creative teaching and 

creative teaching behaviors (Lo, 2011). Although these studies provide valuable 

insights about teachers’ self-efficacy and influential factors that contribute to the 

construction of self-efficacy, they did not focus on novice teachers and the impact of 

their first year of teaching on their self-efficacy. Discussion on development of novice 

teachers’ self-efficacy in the first year of teaching in their schools is largely absent in 

the local research community in Taiwan. This study intends to fill this gap. 

 

Significance  

Given the fragility of the first year of teaching in a teacher’s career, efforts to help 

novice teachers perceive and develop positive self-efficacy for the tasks they are 

expected to accomplish become extremely important. For teacher educators, 

understanding about novice teachers’ self-efficacy and its development in the first 

year of teaching is important as they seek to prepare, equip and support the teachers in 

ways that help them contribute to the profession (Yeo et al., 2008). For teacher 

efficacy researchers who intend to make educational research more relevant to 

practice, it is of great value to renew the focus on understanding how novice teachers’ 

self-efficacy change over time (Klassen et al., 2011). For school leaders and policy 

makers, awareness of novice teachers’ self-efficacy development in authentic teaching 

environments can help them to improve existing support structures for the teachers 

and to effect the quality teaching and positive student outcomes associated with 

teachers’ self-efficacy growth. This qualitative longitudinal study aims to examine the 

developmental processes of novice teachers’ self-efficacy throughout their first year 

of teaching in junior high schools in Taiwan and the influences of first-year teaching 

experiences on the teachers’ self-efficacy development. The findings of this study 

provide important insights related to novice teachers’ self-efficacy development 

during the most crucial period of time in their teaching career. They also produce 

implications to teacher learning and school practice by: (1) informing teacher 

professional development programmes the influential issues and agendas in TSE 

construction; and (2) highlighting the key elements in induction/mentoring 

programmes in schools that could contribute to novice teachers’ self-efficacy growth.  
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研究方法 

Research design  

For the past few decades, teachers’ self-efficacy had been studied predominantly 

through quantitative surveys and scales (Klassen et al., 2011; Tschannen-Moran et al., 

1998). In studies that look at novice teachers’ self-efficacy, most of them also heavily 

rely on quantitative measures with only few exceptions (e.g., Keogh et al., 2012; 

Winstead, 2012). To explore the context-specific nuances of teachers’ self-efficacy, 

more in-depth qualitative research that offers thick description and explanations has 

been continuously suggested (Henson, 2002; Klassen et al., 2011; Tschannen-Moran 

et al., 1998; Wheatley, 2005; Wyatt, 2014). Qualitative studies that take an 

exploratory approach are also required to shed light on the developmental processes 

of novice teachers’ self-efficacy beliefs and the relationship between these processes 

and other aspects of teachers’ cognitive growth (e.g., practical knowledge) (Wyatt, 

2013). Particularly, studies that use qualitative, longitudinal designs to allow 

researchers to understand the periods of flux and stability of self-efficacy beliefs at 

different career stages would be of great value (Onafowora, 2004; Tschannen-Moran 

& Woolfolk, 2007). They would also help understand how novice teachers’ early 

teaching experiences affect the teachers’ self-efficacy development through producing 

various sources of efficacy information that effect self-efficacy change (Tschannen-

Moran et al., 1998).  

 

This study adopts a pragmatic qualitative research design (Merriam, 2009; 

Mertens, 2015; Savin-Baden & Major, 2013) to tackle the proposed research 

questions. Pragmatic qualitative research marks the meeting point of description and 

interpretation, where description involves presentations of facts, feelings and 

experiences in the language of participants, as interpreted by the researcher (Savin-

Baden & Major, 2013). The adoption of pragmatic qualitative approach in this study 

reflects our philosophical positioning, namely, our alignment with pragmatic 

philosophical paradigm. It implies our open orientation to the novice teachers’ (first-

year teaching) experiences and sense of self-efficacy arising from these experiences in 

specific teaching contexts (i.e., their schools). Considering our intentions to uncover 

the thoughts, perceptions and feelings experienced by novice teachers in their first 

year of teaching and understand how these experiences affect the teachers’ self-

efficacy development, the pragmatic qualitative research design taken up in this study 

is a more generic, objective and low-inference approach than a subjective, interpretive 

one. 
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Participants  

Two criteria were applied to recruit participants of this study. First, the participants 

must be novice teachers who are in the transition period from teacher education 

programmes to the first year of teaching in schools. Second, the participants must be 

serving as subject teachers in junior high schools in Taiwan. Eventually, eight junior 

high school teachers (A-H, participant codes) were recruited to participate in this 

study, including five English language teachers, two scout teachers and one physics 

teacher. The schools where these participants served at are located in three different 

areas, including Taoyuan City, New Taipei City and I-Lan County. More information 

about the participants is provided in Table 1.     

  

Table 1: Participants profiles 

Codes A B C D E F G H 

Gender Female  Female  Female  Female  Female  Female  Female  Male  

Age  20-25 20-25 20-25 20-25 20-25 20-25 20-25 20-25 

Degree  Bachelors Bachelors Bachelors Bachelors Bachelors Bachelors Bachelors Bachelors 

Major  English  English  Education  English  English  CEL* CEL Physics  

Minor  GE* GE GE GE GE GE GE GE 

School 

Location 

Taoyuan 

City 

Taoyuan 

City 

Taoyuan 

City 

Taoyuan 

City 

Taoyuan 

City 

I-Lan 

County 

New 

Taipei City 

Taoyuan 

City 

Subject 

Taught  

English      English  English  English  English  Scout、

Counseling  

Scout  Physics  

Classes  3 3 2 2 3 6 16 3 

WTH* 18 13 20 19 17 8 16 19 

NSPS* 3-4 2-14 2-22 2-22 2-8 25 25 5-27 

Remark:  

1. CEL=Civic Education and Leadership 

2. GE=Gifted Education  

3. WTH=Weekly Teaching Hours 

4. NSPS=Number of Student Per Class 

 

Data collection and procedure  

The data collection started from the first semester of the academic year of 2018 (i.e., 

September 2018). Two kinds of data were collected from the participants of this 

study, including plotted self-efficacy graphs and semi-structured interviews. 

 

Plotted self-efficacy graphs 
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The idea of asking the participants to plot their perceived self-efficacy was inspired 

by Budd’s work (Bubb, 2007) on induction of new teachers and the study conducted 

by Tan (2012) on teachers’ perceptions of self-efficacy in the first year of teaching. 

Each participant was asked to plot his/her self-efficacy 11 times prior to and during 

their first year of teaching. The first time of plotting occurred before the first month of 

teaching (i.e., August 2018) in order to understand the participants’ “initial” self-

efficacy. Each of the remaining 10 times of plotting was conducted by the participants 

by the end of each month during their first year of teaching (from September 2018 till 

June 2019). While plotting their self-efficacy each time, the participants drew a dot 

far above, above, far below, below or near the acceptable level in the graph. These 

graphs help the team examine and trace the developmental processes of the 

participants’ self-efficacy during their first year of teaching. Before the participants 

plotted their self-efficacy for the first time, they were given explanation as to what 

self-efficacy mean by the principal researcher of this study in their schools.   

 

Semi-structured interviews 

Each participant was interviewed 11 times. The first interview with each participant 

was conducted at the beginning of his/her first month of teaching (i.e., August 2018) 

to build up a “baseline” understanding about the participant’s self-efficacy. Each of 

the remaining 10 interviews was conducted by the end of each month during the 

participant’s first year of teaching (from September 2018 till June 2019). The 

questions in the first interview (i.e., the baseline interview) are developed by the team 

in reference to the items from Teachers’ Sense of Efficacy Scale (TSES) (Tschannen-

Moran & Woolfolk-Hoy, 2001). TESE focuses on three dimensions of teachers’ self-

efficacy: instructional strategies (IS), classroom management (CM), and student 

engagement (SE). The three dimensions of self-efficacy represent the richness of 

teachers’ work lives and the requirements of good teaching (Tschannen-Moran & 

Woolfolk-Hoy, 2001). Samples questions in the first interview are provided in 

Appendix A. For the remaining 10 interviews, each of them was conducted right after 

the participant plotted his/her self-efficacy on the graph for each respective month. 

These interviews contains two sections of questions. In the first section, the questions 

focus on the participant’s experience in his/her school, such as incidents occurred in 

the class, interaction with colleagues in staff rooms, awareness of school culture and 

climate, perception about school leadership and realization of student characteristics. 

Sample questions of the first section are provided in Appendix B. In the second 

section, the questions are largely guided by the self-efficacy that the participant 

plotted on the graph for each particular month. The team examined the plotted self-

efficacy on the graph on the interview site first and invited the participant to explain 
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or elaborate the thinking/reasons for plotting the location of his/her self-efficacy on 

the graph for that particular month. Sample questions in the second section are 

provided in Appendix C. These interviews provide the team with more explanatory, 

detailed and rich information about the developmental processes of the participants’ 

self-efficacy in the first year of teaching and help the team detect the influences of the 

first-year teaching experiences on the participants’ self-efficacy development. All the 

interviews were conducted in the first language of the participants (i.e., Mandarin) in 

face-to-face setting to allow the participants to provide rich and accurate information 

in response to the interview questions. All the interviews were audio-taped using 

digital voice recorders for the purpose of data analysis. 

 

Data analysis  

Plotted self-efficacy graphs 

The graphs on which the participants plotted for their self-efficacy were compiled by 

the team for the purposes of comparison (within individual participant) and contrast 

(across all participants). The focus of analysis is to look for patterns, trends or features 

of the participants’ self-efficacy development over the period of their first year of 

teaching.    

 

Semi-structured interviews 

All the interviews were transcribed verbatim by the research team. The transcripts 

were then be translated into English by the leading researcher of this study. Each of 

the transcripts was analyzed separately using thematic analysis (Braun & Clarke, 

2006; Howitt & Cramer, 2011). The aim of thematic analysis is to find consistent and 

prominent themes that emerge from the data. The analysis procedure was guided by 

Braun and Clarke’s (2006) six-phased analytic tool for thematic analysis. After that, 

comparative (cross-case) analysis (Ragin, 1987; Greckhamer et al., 2008) was 

performed to identify similarities as well as differences between and among the 

responses from the participants. These analytic tools help the team understand how 

the participants’ self-efficacy formed and developed during the first year of teaching 

and detect the influences of the first-year teaching experiences on the participants’ 

self-efficacy development. 

 

結果與討論 

Findings  

RQ 1: What are the developmental process of novice teachers’ self-efficacy in the 

first year of teaching? 



12 
 

As shown in Figure 2, the participants’ self-efficacy featured by different degrees of 

fluctuation through their first-year of teaching. Overall speaking, the participants’ 

self-efficacy was above the acceptable level (as defined by themselves) during most 

of the time in the first year of teaching. One of the most interesting cases is the 

participant A, whose self-efficacy was below the acceptable level at the beginning of 

the academic year but went up steadily till the end of the year. This reveals the impact 

of constant positive experiences on the participant’s self-efficacy development. In 

contrast, the participant H encountered a number of events and gained different kinds 

of experiences that caused huge self-efficacy fluctuation. Some events and 

experiences produced powerful impact on the participant’s self-efficacy growth, 

others did otherwise.  

 

 

Figure 2: Developmental process of the participants’ self-efficacy 

 

RQ2: What are the influence of first-year teaching experience on novice 

teachers’ self-efficacy development? 

 

The participants’ first year teaching experiences feature with the paritcipants’ 

involvement in diverse occasions and events, such as teaching different courses, 

organizing parents’ day, delivering conference presentation and developing school-

based learning communities in their schools. Experiences of involvement in these 

occasions and events created different kinds of efficacy sources, which affected the 

participants’ self-efficacy profoundly. Five most influential efficacy sources were 

identified from thematic analysis on the interview transcripts, including: (1) teacher 
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knowledge; (2) mastery experiences; (3) verbal persuasion; (4) vicarious experiences; 

and (5) physiological arousal.   

 

Teacher knowledge  

As new teachers who just entered the teaching profession, the participants faced the 

challenge of embarking on different kinds of tasks given by their school principals, 

department heads and senior colleagues. Some of these tasks led to self-efficacy 

growth, others caused self-efficacy drop, depending on whether the participants have 

taken the possession of the required knowledge for the given tasks. Specifically, tasks 

that the participants have the needed knowledge to deal with produces self-efficacy 

sources that enhance the participants’ self-efficacy. In contrast, tasks that the 

participants do not have relevant knowledge to work on produces self-efficacy 

sources that decrease the participants’ self-efficacy. The following script is 

representative of this finding:  

 

This semester we opened a new course. It is an effective course. I did not learn how 

to teach affective courses in the university. I only had an affective course in the 

university, and we only did presentation most of the time in that course. So, I totally 

have no idea how to teach this kind of course, what topics to choose, what student 

reaction might be and how I respond to students’ reaction. It is painful [to me]. I am 

super scared about Tuesdays…It is really painful to teach that course (B_20181122) 

 

Mastery experiences  

As new teachers, the participants’ teaching experiences are mostly limited to their 

practicum and private tutoring. The success and failures of these teaching experiences 

in the past also affected the participants’ judgment of their self-efficacy in their first-

year of teaching. Teaching experiences that produced satisfactory outcomes in the past 

help the participants develop a better sense of self-efficacy whereas teaching 

experiences that did not lead to positive ending make the participants doubt their 

capability of teaching. The following scripts are representative of this finding:  

 

[One reason I am more confident about my teaching this month is that] I did one 

special thing before the school final exam. I shared the strategies of how to identify 

the key learning points in the learning materials with a couple of students. I also 

asked them demonstrate how to apply these strategies while they prepared for the 

exam. I also reminded them to practice these strategies after they went home. 

Eventually, the exam outcomes show that these students’ grades improved a lot, as 

compared to the grades from their mid-term exams. I was motivated by these 
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outcomes (A_20190704).  

 

Last Saturday there was an annual conference in NTNU. My colleague and I 

submitted a poster presentation proposal last year and it was accepted. I do not have 

Master’s Degree, so I do not know how to review literature and run statistics to 

analyze the data. My colleague analyzed the data and wrote the findings…Before 

the presentation day, I went through the script and PPT slides all the night. I read 

the statistics. I also read the findings…On the day of the conference, two 

conference judges came to our poster asked us a number of questions. Since I 

barely know about the statistics and the theories of our study, it was my colleague 

who did the talking most of the time. So, during the entire presentation time, I only 

talked two sentences. I felt so frustrated, did not know why I stood there. I would 

rather not going (H_20190425).   

 

Verbal persuasion   

The analysis also reveals that the participants’ self-efficacy was greatly affected by the 

feedback given by colleagues, students and parents. These feedback was presented in 

different formats, including oral conversation, notes on the work sheets and texts on 

social media. The more positive these feedback was, the higher the participants’ self-

efficacy grew. The following script is representative of this finding:  

 

This semester I taught a course that is about magazine reading. One of my 

colleagues went asking a couple of students about which courses they like the most 

one week after the semester began. He came back and shared with me about the 

feedback he got from those students. In fact, I spent a lot of time preparing for this 

course, from highlighting the key learning points to developing learning notes, 

from providing example sentences to analyzing whole passages, from designing 

activities to filling in supplementary vocabulary. To students, this course is actually 

quite demanding. There are a lot of things to absorb during the two period of 

teaching time per week. I myself also felt exhausted after teaching that course. So, 

initially I thought students would hate this course because it is very tiring. 

However, one student told my colleague he should make greater effort in this class 

because he thinks there is a lot of things that he can learn from it. I was so touched 

when I heard this. I think this is the outcome I want to see after spending all these 

time and efforts on preparing for this course. This is why plotted my self-efficacy in 

a relatively high location this month (G_20190223).  
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Vicarious experiences  

First-year teaching experiences also provided the participants a lot of modeling 

opportunities, which resulted in different kinds of vicarious experiences. These 

experiences could either enhance or damage the participants’ self-efficacy. 

Interestingly, observing colleagues conduct lessons or complete tasks successfully 

might not necessarily lead to self-efficacy growth. In some cases, positive modeling 

experiences actually contributed to the participants’ feeling of inadequacy and self-

doubt. The following script is representative of this finding:  

 

My teaching partner already has two-year teaching experience. Basically, he would 

like to see everything is in his control. He often shares his teaching practice or 

beliefs. He is a doer and also a workaholic. He really can live a life of working 24 

hours a day. I feel so stressed whenever I listen to his sharing about his teaching 

practice and students’ feedback to his teaching. I already worked so hard but still 

not as good as him…Now I start to learn that I might not be as good as him. I came 

to accept the truth that I can’t do as much as he does (F_20190425). 

    

Physiological arousal  

The participants’ self-efficacy was also influenced by the level of anxiety the 

participants brought to their classrooms. During those moments the participants felt 

relaxed in their classes, their self-efficacy grew. In contrast, wherever the participants 

felt anxious about the lessons, their self-efficacy tended to drop. The following script 

is representative of this finding:  

 

During the last two weeks, I did not prepare lessons in the night time. I just relaxed 

after I got home. I did not respond to students’ messages anymore. I really feel 

much better. I watched the movies I like, called my mother to chat and went to bed 

early. [Because of these,] now I become happier when I teach. It’s amazing that I 

know since I do not prepare lessons as well as I used to, I am confident that I will 

be able to teach everything I have prepared for the class. Also because I know I will 

be able to cover all the materials during the teaching period, now I chat with 

students more often in the class. In fact, the atmosphere of the class turns better 

after the increase of interaction. Since I stopped rushing for covering tons of 

materials, I feel that students can learn more…Before this change, I used to prepare 

a lot of materials. I was always worried about not being able to teach all those 

materials during the teaching period. I did not know whether students understood 

what I said because I would not stop teaching just to wait for their responses. But 

now, I constantly stop teaching and check whether they understand what I have 
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taught. I think this really helps me become more confident about my teaching 

(C_20190425).    

 

Implications  

These findings produce valuable implications to teacher educators and school leaders. 

First of all, teacher learning communities within schools play significant role in 

producing self-efficacy sources that could contribute to young teachers’ self-efficacy 

growth. These facilitating sources of self-efficacy include vicarious experiences, 

verbal persuasion and teacher knowledge. More strategic approaches that could 

facilitate active participation of young teachers in school-based learning communities, 

such as cutting teaching hours and creating promotion opportunities, should be 

applied to fertilize the production of efficacy sources. Second, school leaders should 

be more cautious about the tasks that they assign to new teachers in schools, given 

that these tasks might either effectuate self-efficacy growth or endanger positive self-

efficacy development. Young teachers’ self-efficacy could be at-risk if they are 

assigned to tackle on tasks that they are not familiar with. Particularly, young teachers 

do not have much “authentic” teaching experiences, but they are often given various 

kinds of tasks by their school leaders or heads of departments simple because they are 

“rookies”. More focused support such as mentoring mechanism need to be in place to 

help new teachers overcome the challenges of working on unfamiliar tasks and reduce 

the possibility of self-efficacy drop due to the unsatisfactory outcomes.  
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Appendix A: Sample questions on “baseline” self-efficacy (1st semi-structured 

interview) 

1. How do you perceive your ability of helping your students understand your 

instruction? (IS) 

2. How do you perceive your ability of responding to difficult questions from your 

students? (IS) 

3. How do you perceive your ability of motivating students who show low interest in 

learning? (SE) 

4. How do you perceive your ability of keeping classroom activities running 

smoothly? (CM) 

 

Appendix B: Sample questions on first-year teaching experience (2nd – 10th semi-

structured interviews) 

1. Could you share with us some stories in your class this month? 
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2. Could you share with us any interaction/conversation you had with your 

colleagues this month? 

3. Could you share with us some events that occurred in your school in month?  

4. Could you share with us the dialogues you had with your principle/vice-principles 

this month? 

 

Appendix C: Sample questions on the plotted self-efficacy (2nd – 10th semi-

structured interviews) 

1. Could you explain to us why you plotted your self-efficacy below the acceptable 

level (if applicable) for this month?  

2. Could you explain more about how the conversation you had with your principle 

(that you just shared with us) made you feel uncertain about your ability to teach? 

3. Could you explain more about how the incident in your class (that you just 

mentioned to us) made you feel uncertain about your ability to teach them?  
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There were nearly 100 scholars and graduate students who came from over 10 different countries, 

including Japan, Germany, USA and Taiwan to attend this event. The trip was fruitful. The author had 

abundant opportunities to share research findings with the audience and learn from others’ work in similar 

areas of research interest.  
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