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Abstract:
This article presents the results of a study on the self-efficacy of teachers working at main-
stream schools and the results of intergroup analyses (mainstream school teachers versus 
special education teachers), being part of a research project focused on identifying the de-
terminants of teachers’ sense of self-efficacy. Intergroup comparisons were made due to as-
sumed differences in the self-efficacy of teachers in mainstream and special schools, resulting 
from the specific organisation and functioning of the two types of schools and the differenti-
ated actors. The theoretical basis was the social learning theory of A. Bandura. The research 
was conducted with the use of the “Sense of Efficacy Test” by M. Chomczyńska-Rubacha 
and K. Rubacha. A total of 801 teachers took part in the study, including 442 teachers from 
mainstream schools and 359 from special schools (special education centres – SOWs; youth 
sociotherapy centres – MOSs; youth education centres – MOWs; prisons – ZKs). Research 
analyses have shown that the sense of self-efficacy in teachers from mainstream schools is 
dependent on their place of residence – increasing along with its size. Cognitive and action re-
sources are determined by the level of education of the mothers of the studied teachers, while 
motivational resources are determined by the type of school at which they work. A cluster 
analysis identified two independent groups of teachers – those scoring high and those scor-
ing low in terms of self-efficacy. A model mismatched with the data was obtained, which 
means that on the basis of sociodemographic variables and other information about teachers 
(education level of their parents, type of school) it is not possible to predict their assignment 



ORYGINALNE ARTYKUŁY BADAWCZE

116

unambiguously to the distinguished groups. In terms of intergroup analyses, a higher sense of 
self-efficacy and greater motivational and cognitive-action resources were noted in teachers 
from mainstream schools than in teachers from special schools. The place of work of teach-
ers from both compared groups significantly differentiates their sense of self-efficacy and the 
level of motivational as well as cognitive-activity resources (teachers employed at a lower 
secondary school possess more motivational resources, compared to teachers employed in 
special education centres). In turn, teachers employed at prisons are characterised by a higher 
level of cognitive-activity resources compared to teachers employed at secondary schools 
and youth sociotherapeutic and educational centres.

Keywords: teacher, sense of self-efficacy, motivational and cognitive-activity resources, 
mainstream school, special school.

Introduction

The concept of self-efficacy by A. Bandura (1977; 1986; 1993) concerns a per-
son’s belief in their ability to act towards their chosen goal, regardless of the 
difficulties that arise. Self-efficacy is a mediating factor between goals and ac-
tions leading to their achievement (Bussey & Bandura, 1999, p. 691; Pervin & 
John, 2002, p. 481). It is individually conditioned (Michel et al., 1988; Rubacha, 
2000; Oleś, 2003) and constitutes an important element of a person’s personal 
resources, as well as one of the significant predictors of behaviour. Self-efficacy 
is a determinant of behaviour change through good judgement and the search 
for effective ways of dealing with problems. It is a psychological mechanism 
that is a link between a person’s knowledge and their behaviour (Bandura, 1986; 
2001; Zakrzewski, 1987), exerting a strong influence on thinking, emotions and 
action. Self-efficacy determines not only behavioural change but also the effec-
tiveness of actions taken. It prompts people to engage in activity in the belief 
that they can achieve a certain standard. In turn, the conviction of the ineffecti-
veness in coping with problems blocks activity, triggers anxiety or induces the 
use of avoidance strategies (Kaplan, 1990, p. 267).

The course of autoregulatory processes (self-observation, evaluation pro-
cess and reacting to oneself) is influenced by external factors that can change 
the internal standards of a person, developed by them on the basis of past expe-
riences. The person not only acquires a belief in their own abilities by actually 
experiencing socially desirable behaviour, but they are able to produce environ-
mental factors on their own, prompting them to undertake a particular activity.

Juxtaposed with a reactive environment, the individual perceives them-
selves as a successful person and is inclined to exhibit certain behaviours in 
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the future. In a situation of low environmental reactivity, a person with a high 
sense of self-efficacy may increase their social activity. With low environmental 
responsiveness and low self-efficacy, on the other hand, they become helpless, 
give up activity and withdraw from action, which can generate depressive states 
(Schwarzer & Fuchs, 1996, after: Juczyński, 2000).

The sense of self-efficacy is formed on the basis of own motivational re-
sources (ability to postpone gratification, self-confidence, developmental moti-
vation, perseverance in action) as well as cognitive-action resources (ability to 
translate goals into an action programme, resistance to frustration and stress, 
sense of agency, intrinsic controllability) (Chomczyńska-Rubacha & Rubacha, 
2013, pp. 7–8). A high sense of self-efficacy encourages people to choose more 
ambitious activities, invest more effort in them, and increases the pool of intel-
lectual achievement. The higher it is, the more successful a person expects to 
be when performing difficult and complex tasks. In situations of failure, they do 
not give up and renew their efforts to achieve their goal. In turn, the perceived 
lack of self-efficacy reduces motivational potential to almost zero. Reduced 
personal commitment means a sense of lack of competence and professional 
success. The implication of this are the emerging symptoms of professional 
burnout (Corrigan et al., 1994).

Teacher’s sense of professional self-efficacy

In the light of the sense of professional self-efficacy concept derived from the 
social learning theory, a teacher’s sense of professional self-efficacy is that te-
acher’s individual belief that they possess the ability to bring about change in 
pupils (Ross et al., 1996). A high sense of professional self-efficacy enables 
the teacher to achieve their intended educational goals (Skaalvik & Skaalvik, 
2007). The research of K. Rubacha (2013) showed a high positive correlation 
between the generalised sense of self-efficacy and the sense of educational self-
-efficacy in teachers. This result is consistent with that of a study of German and 
Syrian teachers conducted by R. Schwarzer and S. Hallum (2008). This is also 
confirmed by the research of M. Salanova, A. Bakker and S.L. Gumbau (2006), 
who found that as teachers’ sense of self-efficacy, social support and adherence 
to work organisation increase, their task satisfaction and intrinsic motivation 
increases as well. At this point it should be emphasised that motivation has 
a regulatory function in the decision-making process (Chelpa, 2005, p. 89), and 
its strength depends on the hierarchy of goals and the perceived value of in-
dividual needs (Juchnowicz, 2014, p. 390). The cited study results contradict 
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A. Bandura’s conjecture regarding the lack of relationship between generalised 
sense of self-efficacy and sense of self-efficacy in work situations (Kulawska, 
2017, p. 240). 

The results of other studies indicate that teachers’ sense of self-efficacy 
depends on gender [a higher sense of self-efficacy is present in female teachers 
compared to male teachers (Greenwood et al., 1990; Raudenbush et al., 1992)] 
and on the level of teachers’ preparation for teaching and the amount of con-
tent knowledge and psychological/pedagogical knowledge resources (Housego, 
1990; 1992; Hoy & Woolfolk, 1993; Ross, 1994). It is also determined by pro-
fessional experience (Benz et al., 1992; Gaś, 2002; Kulawska, 2017) and pro-
fessional development (Coladarci & Fink, 1995; Coladarci & Breton, 1996).

Teachers’ sense of self-efficacy increases with their participation in deci-
sion-making processes aimed at improving quality of school operations (Moore 
& Esselman, 1992; Raudenbush et al., 1993) and with experiencing a supportive 
social climate at school (Hoy & Woolfolk, 1993). The level of sense of self-ef-
ficacy also increases when the teacher cooperates with other teachers in solving 
ongoing teaching and educational problems and when the teacher participates in 
various forms of in-service training (Rosenholtz, 1989; Ross, 1992). Teachers’ 
confidence in their own abilities and their experience of professional success 
motivates them to develop professionally (Coladarci, 1992), implement teach-
ing innovations (Allinder, 1994; Coladarci & Fink, 1995), create supportive 
professional relationships (Morrison et al., 1994) and engage in effective col-
laboration with pupils’ parents (Hoover-Dempsey et al., 1987; Nowak, 2014).

A high sense of teacher self-efficacy also determines pupils’ higher school 
achievements (Ross, 1992; Muijs & Rejnolds, 2001; Caprara et al., 2006; 
Soodak & Podell, 1996; Leithwood & Jantzi, 2006), which positively affects 
their attitudes towards learning and school (Miskel et al., 1983). A teacher’s 
sense of self-efficacy is also influenced by the age of their pupils [teachers who 
work with adolescents have a higher sense of self-efficacy than those, who work 
with early-education children (Newmann et al., 1989; Raudenbush et al., 1992)] 
and their activity and engagement (Huberman, 1992; Ross et al., 1996).

The aim of this article is an attempt to identify the determinants of self-
efficacy of teachers working at mainstream schools.

Research strategy 

The study on self-efficacy in teachers working at mainstream schools was car-
ried out in Poland, in the Masovian Voivodship (Mazowieckie). The selection 
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of the study sample was based on a purposive–random sampling scheme. First, 
mainstream schools (primary, lower secondary, vocational/branch schools, high 
schools and technical schools) were drawn. The operator of the drow was the 
current list of schools from the Educational Information System. Then, accor-
ding to a simple random scheme with equal probability of selection, teachers 
were drawn at random. The selection frame in this case was the list of teachers 
in the drawn schools. The study included only those respondents who were 
employed full-time in the drawn establishment. A total of 442 teachers working 
in mainstream schools participated in the study. Among the total number of 
people studied, women constituted the vast majority (76.4%). Teachers aged 
31–40 years old (34%) and 41–50 years old (30.0%) were the most represented. 
A relatively high proportion of teachers of mature age, over 50 years old (20%), 
was also present. Among the respondents, almost half of the teachers with quite 
a lot of professional experience (11–25 years of work) were recorded: 45.6%). 
More than 1/3 of the respondents are people with little work experience (up to 
10 years). The longest-serving teachers (> 25 years’ seniority) accounted for 
18.8% of all respondents. Regardless of the place of employment, the vast ma-
jority of the teachers studied were urban residents (76.8%). The largest groups 
of respondents were teachers employed at high schools (39.8%) and at prima-
ry schools (33.9%). Technical (13.6%) and vocational/branch schools (12.7%) 
were less represented. For more than half of the respondents, a consistency be-
tween their level of education and that of their parents (64%) was recorded. Two 
dominant levels of education of the parents of the teachers studied were also 
identified: secondary (mother – 47.3% and father – 49.5%) and higher (mother – 
37.1% and father – 31.4%).

As part of the study aimed at identifying the determinants of teachers’ sense 
of self-efficacy, the material obtained from teachers working in special schools 
was also statistically analysed, based on which intergroup comparative analyses 
were conducted: teachers from mainstream schools versus teachers from spe-
cial schools. The results of these analyses were found to be useful in presenting 
the main issue due to the assumed differences in self-efficacy of teachers at 
mainstream and special schools, resulting from the specific nature of the organi-
sation and functioning of both types of schools and the differentiated entities 
involved, (special schools are attended exclusively by pupils with special edu-
cational needs, who possess a statement on the need for special education and 
are at risk of social maladjustment and socially maladjusted). Due to the large 
volume of research material, the results regarding the study of special education 
teachers were published earlier (Nowak, 2019)]. However, for the sake of clar-
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ity and comprehensibility of description, it was considered appropriate to pre-
sent in this article an abbreviated characterisation of the special school teachers 
studied. The study included special schools operating in: Youth Sociotherapy 
Centres (MOSs) for young people at risk of social maladjustment; Youth Educa-
tion Centres (MOWs) for socially maladjusted young people; Special Education 
Centres (SOW) for children who cannot attend school at their place of resi-
dence due to a disability and schools located in correctional institutions (ZK)1. 
It should be noted that for this group of teachers, the study sample selection 
process was identical to that pertaining to teachers from mainstream schools. 
359 people took part in the study. Women accounted for nearly two-thirds of 
the total number of respondents. The largest group were teachers employed in 
SOWs (33.4%), followed by MOWs (29.2%) and MOSs (29%). Persons study-
ing at correctional institutions (ZK) represented 8.4% of the total number of 
persons studied. More than half of the respondents were young and middle-aged 
teachers with relatively little seniority (up to 10 years). Experienced teachers, 
located in the category of 11 to 25 years of professional experience, accounted 
for 40.3% of the respondents, while a small percentage of teachers were located 
in the category of more than 25 years of professional experience.

The study of teachers working at both types of schools was conducted 
using a standardised research tool – the Sense of Self-Efficacy Test (TPS) by 
M. Chomczyńska-Rubacha and K. Rubacha (2013). It is a self-report tool with 
a four-point scale containing 17 statements describing different strategies of 
human action. The TPS test consists of two subscales characterising cognitive-- 

1 An integral element of the structure of Polish centres for children and young people at risk 
of social maladjustment and socially maladjusted is a primary or secondary special school. It is 
an institution dealing with care, upbringing, education and, depending on the purpose of a given 
centre, rehabilitation (revalidation), re-socialisation of children, disabled youth with disturbed be-
haviour [Regulation of the Minister of National Education of 9 August 2017 on the conditions of 
organising education, upbringing and care for children and youth with disabilities, social malad-
justment and at risk of social maladjustment (Journal of Laws of 24 August 2017, item 1578), 
§ 2. 1. (item 5, 6, 8)]. Persons eligible for admission to special schools are those under 18 years 
of age who are obliged to fulfil their compulsory education and schooling obligations under the 
Act on the Educational System (obligatory); who have applied for education or its continuation 
in a specific type of school and for whom — in an individual influence curriculum – the need for 
education has been determined at the request of the penitentiary department of a penal institution 
[Regulation of the Minister of Justice of 13 February 2004 on the detailed principles and proce-
dures for conducting education at penal institutions (Journal of Laws no. 37 item 337 as amended 
and Instruction No. 5 of the Director General of the Prison Service on the detailed procedure for 
organising teaching at schools and course training at penal institutions and penal institutions of 25 
November 2008].
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action resources and motivational resources. Motivational resources consist of 
developmental motivation and persistence, self-confidence and the ability to 
defer gratification. In turn cognitive-action resources include: sense of empow-
erment, intrinsic controllability, resistance to frustration and stress, ability to 
translate goals into an action programme. Scores are calculated by summing the 
response weights (according to a key – in part of the items the scale is inverted). 
The summed values (raw scores) are compared to the standard ten norms in the 
workbook.

Study results

1. Self-efficacy of teachers working at mainstream schools
• self-efficacy and sociodemographic variables
The results of the U. Mann-Whitney test indicate that there is no rela-

tionship between gender and the sense of self-efficacy of the teachers studied 
(Z = 1.10; p > 0.05), as well as with motivational (Z = 0.73; p > 0.05) and cog-
nitive-activity resources (Z = 1.33; p > 0.05). However, this result is not con-
sistent with the findings of other Authors (Greenwood et al., 1990; Raudenbush 
et al., 1992) and with the result of the study of teachers from special schools 
(Nowak, 2019).

On the other hand, correlation analysis using rho-Spearman showed no re-
lationship between the age and seniority of the studied teachers and their sense 
of self-efficacy and cognitive-activity and motivational resources. Also, this 
result contradicts the study findings of other Authors (Benz et al., 1992; Gaś, 
2002; Kulawska, 2017).

However, significant correlations were noted with respect to the size of 
the place of residence. It was found that the sense of self-efficacy of the studied 
teachers increased along with its size, but only in relation to their cognitive and 
action resources (two-way correlation, significant at the 0.05 level).

• teachers’ sense of self-efficacy and type of school
Univariate analysis of variance showed no relationship between the type of 

school where teachers were employed and their sense of self-efficacy [F(3,438) 
= 1.67; p > 0.05)]. It was only noted in relation to motivational resources 
[F(3,438) = 2.87; p < 0.05]. However, careful post-hoc analysis with Scheffe’s 
correction showed that primary school teachers scored significantly lower on 
this subscale compared to teachers teaching at other types of schools. This result 
is consistent with the findings of other Authors (Newmann et al., 1989; Rauden-
bush et al., 1992).
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• parents’ level of education and self-efficacy of the studied teachers
Statistically significant associations were observed between the subjects’ 

sense of self-efficacy and their mothers’ level of education. It turned out that the 
cognitive-activity resources possessed by the studied teachers increased along 
with the level of education of their mothers (two-way correlation significant 
at the 0.05 level). This result prompts more in-depth research on this issue, 
especially since no significant relationship was observed with respect to mo-
tivational resources. There were also no significant correlations between the 
educational level of fathers and the sense of self-efficacy of the studied teachers, 
suggesting a continuation of continuation of research in this regard.

It is worth noting that significant correlations are also not found in the 
consistency of the educational levels of the fathers and mothers of the studied 
teachers. The U. Mann-Whitney test analysis showed that there were no differ-
ences both in the level of self-efficacy and within the two subscales between the 
two groups of teachers studied – those whose parents’ level of education was 
consistent and those whose parents had education at different levels.

• results of cluster analysis
With the use of the k-means cluster analysis, it was examined whether at 

least two independent groups (clusters) could be formed within the two sub-
scales of self-efficacy (motivational resources and cognitive-activity resources). 
Before commencing the analyses, variables were standardised to facilitate in-
terpretation of the results. The analysis carried out gave rise to the identification 
of two independent groups characterised by good cohesion and distinctiveness. 
However, 62 teachers were excluded from further analysis because of the prob-
lem of clearly assigning them to one of the identified groups.

Teachers (n = 221) who scored high on the resource subscales (Silhouette 
= 0.67) were assigned to the first group — cluster 1 (+). In contrast, cluster 2 
(–) included teachers (n = 159) who were characterised by low scores on both 
scales analysed (Silhouette = 0.71).

Next, chi-square analysis was used to examine whether classification into 
groups (clusters) depended on the gender, age, seniority, size of the place of 
residence, type of school and educational level of the studied teachers’ parents. 
There was no relationship between group assignment and gender of the studied 
teachers (chi2(1) = 0.92; p > 0.05), which means that there is no basis to con-
clude that group assignment was related to the gender of the subject. However, 
a significant relationship was noted between the placement of individuals in 
a group and their age (chi2(3) = 8.47; p < 0.05). Teachers aged 41–50 were more 
likely to be assigned to cluster 1 (+). For the oldest teachers, the opposite rela-
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tionship was observed, while for the young teachers, no relationship was found 
between age and classification into groups (clusters).

The assignment of teachers to one of the distinguished groups also did not 
depend significantly on their seniority (chi2(6) = 6.48; p > 0.05), the size of their 
place of residence (chi2(4) = 2.34; p > 0.05) and the type of school at which 
they were employed (chi2(3) = 4.42; p > 0.05). There was also no correlation 
detected between the assignment of the studied teachers to groups and the edu-
cational level of their mothers and fathers, or the consistency of their parents’ 
educational level (chi2(1) = 1.44; p > 0.05).

In the subsequent phase of the study, an attempt was made to explain the 
assignment to clusters using logistic regression analysis. A model mismatched 
with the data was obtained (chi2(1) = 1.03; p > 0.05), which means that on the 
basis of sociodemographic variables and other information about teachers (edu-
cation level of their parents, type of school) it is not possible to predict unam-
biguously their assignment to the distinguished clusters (groups).

2. Intergroup differences in terms of the sense of self-efficacy – teachers 
working at mainstream schools versus teachers from special schools

The result of the t-test for independent samples indicates that there were no 
intergroup differences in the levels of self-efficacy and motivational, and cogni-
tive-activity resources. However, it is worth noting that significant differences 
between the studied groups of teachers were observed within the distinguished 
clusters (chi2(1)=6.96; p<0.01). It turned out that teachers working at special 
schools were more often classified in cluster 2 (-), i.e. the group with low scores. 
In contrast, the reverse relationship was observed among teachers working at 
mainstream schools; they were more likely to have high scores, which meant 
that they were more often assigned to cluster 1 (+).

• the moderating role of the group in the relationship between the 
characteristics of the studied teachers and classification into clus-
ters

Significant group moderation was obtained for the size of the place of resi-
dence (chi2(3) = 22.32; p < 0.001). Good model fit was also confirmed by the 
Hosmer and Lemeshow test (chi2(8) = 6.68; p > 0.05). The convergence between 
the results obtained and the model predictions is 59.3%. The probability of be-
ing assigned to cluster 1 (+) increases by nearly 65% when the studied teachers 
are employed in mainstream schools (p < 0.01) and increases with the size of 
the place of residence (p < 0.01). Conditional effects analysis, on the other hand, 
shows that the relationship is only observed in the group of teachers employed 
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in special schools (p < 0.001). This is because it turned out that the chance of 
being assigned to cluster 1 (+) increases with the size of the place of residence.

• school type and teachers’ sense of self-efficacy
A one-way analysis of variance was used to examine whether the school 

type (mainstream versus special) significantly differentiates teachers’ sense of 
self-efficacy and the level of their motivational and cognitive-activity resources.

1. With regard to the level of sense of self-efficacy, only within-group 
differences were noted within the frames of special education provid-
ers (F (7,793) = 3.88; p < 0.001). A detailed analysis using a post-hoc 
test with Scheffe’s correction showed that teachers employed in correc-
tional institutions (ZK) scored higher than teachers working in special 
educational centres (SOWs). Other differences were found to be statis-
tically insignificant.

2. Significant intergroup differences were obtained on the motivational 
resources subscale (F (7,793) = 4.15; p < 0.001). Teachers employed 
at lower secondary schools (mainstream school) scored higher in this 
area, compared to teachers employed in SOWs (special school). Other 
differences were found to be statistically insignificant. Intergroup differ-
ences also emerged for cognitive-activity resources (F (7,793) = 3.89; 
p < 0.001). Teachers employed in correctional institutions obtained sig-
nificantly higher results compared to teachers employed at secondary 
schools and MOWs and MOSs (inference based on post-hoc test with 
Scheffe’s correction). The differences between the remaining establish-
ments were not statistically significant.

Conclusion

1. Teachers in mainstream schools living and working in large cities have 
higher levels of self-efficacy and cognitive and action resources than 
teachers from smaller communities. They show better ability to trans-
late goals into an action programme, higher levels of resilience to frus-
tration and stress, a sense of agency and intrinsic controllability. They 
also have greater access to training provision and the opportunity to 
benefit from various forms of in-service training and expository type 
lessons. They are also likely to be more open to implementing innova-
tions, as may be evidenced among other things by the results of the 
previously cited studies (Allinder, 1994; Coladarci & Fink, 1995).
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2. Teachers working at primary schools have fewer motivational re-
sources than teachers in other school types. This state of affairs leads to 
a recommendation to prepare a professional training offer for teachers 
employed at primary schools, inter alia, in the field of shaping the skills 
of deferring gratification, building self-confidence and perseverance in 
action.

3. As the educational level of mothers increases, the cognitive and action 
resources of those in the teaching profession increase. However, teach-
ers’ sense of self-efficacy is not dependent on the consistency of their 
parents’ education.

4. The sense of self-efficacy is felt most strongly by older and profession-
ally experienced teachers (age category 41–50 years). However, as they 
get older, the level of their sense of empowerment decreases signifi-
cantly. Perhaps this is linked to stunted professional development, dete-
riorating health or the burnout syndrome. However, this issue requires 
separate empirical penetration.

5. Teachers from mainstream schools have higher levels of self-efficacy 
and greater motivational and cognitive-action resources than teachers 
from special schools. It can be assumed that this state of affairs is re-
lated to the subject of didactic and educational interactions. Young peo-
ple studying at special schools are socially maladjusted. Pupils come 
from deeply dysfunctional, pathological or educationally inefficient 
families. As a result, they tend to be educationally underdeveloped and 
affected by a range of cross-cutting disorders, requiring psychological, 
pedagogical and sometimes remedial therapies. This makes it difficult 
for teachers to achieve visible and lasting learning outcomes with such 
pupils. This puts teachers working at special schools at greater risk of 
developing the burnout syndrome than teachers in mainstream schools.

6. The place of work of the teachers from both compared groups signif-
icantly differentiates their sense of self-efficacy and the size of their 
motivational and cognitive-activity resources. Teachers employed in 
correctional institutions have a higher level of self-efficacy than their 
colleagues working in SOWs. This is probably related to the intellec-
tual level of the impacted subjects and the difficulties in making lasting 
changes in their behaviour and in achieving the required educational 
outcomes. However, teachers employed at lower secondary schools 
have greater motivational resources compared to teachers employed in 
SOWs. In turn, teachers employed in correctional institutions are char-
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acterised by a higher level of cognitive-activity resources compared to 
teachers employed at secondary schools and MOWs, and MOSs. It can 
be assumed that this is determined by the age of the pupils, their level of 
discipline and the degree of openness of the educational establishment. 
However, verification of this thesis requires separate empirical studies.
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