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Abstract
The current study aimed at exploring how teachers’ perception of the HIV/AIDS context 

impacts their motivation and occupational attitudes and how these in turn affect their job 

performance. Data was collected in two phases: in the first phase, motivational and de

mo tivational factors for teachers and job performance indicators were generated and an 

understanding of the impact of HIV/AIDS on education was gained using three 

discussion groups. Most of the data generated in the first phase were used in the 

construction of the questionnaire for the main survey in phase two to which 410 

secondary school teachers responded. The survey was organized in sections to cover 

teacher demographic variables; motivation; HIV/AIDS context; job satisfaction; job 

involvement; organizational commitment; work ethic; and job performance. The study 

showed that:

(1) Of the four HIV/AIDS perception dimensions:

(a) infrastructural support does not have any direct or indirect effect on any of the 

four job performance dimensions;

(b) occupational benefits has only indirect effect on all the four job performance 

dimensions and is the only one out of the four that influences moderating 

variables of motivation and occupational attitudes;

(c) occupational burden only affects (directly) one job performance dimension of 

curriculum delivery and

(d) pastoral care has only a direct effect on three job performance dimensions of 

open-active, co-curricular, and facilitating learning;

(2) There were significant positive correlations between teacher motivation and the four 

occupational attitudes studied (Job satisfaction, job involvement, organizational 

commitment and work ethic);

(3) Teacher motivation and job performance are significantly related; and

(4) Occupational attitudes of job satisfaction, job involvement, organizational 

commitment and work ethic are significantly related.

(5) Of the variables studied, job Involvement is the strongest predictor of teacher job 

performance.

XIM



It was concluded that there is a willingness to work by the teachers despite the poor 

working eonditions and the devastating effects of HIV/AIDS. Thus strategies geared 

toward improvement in teacher motivation and their occupational attitudes are needed in 

order to boost their performance and enhance education quality. Recommendations for 

practice and future research are discussed.
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Thesis structure/ summary
This thesis is divided into 7 chapters. The content and composition of the chapters is 

illustrated below:

The first chapter provides an introduction to the research and literature review. The 

chapter begins with the background to the study in which evidence is provided for the 

justification of the study and a quick review of some theories of motivation that inform 

the study. After this, the broad purpose and specific objectives of the research are stated, 

followed by the significance of the study. The second section of the chapter presents a 

review of literature. This is organized according to the study themes as identified in the 

study objectives and entails the citation and analysis of literature relevant to the study. 

Following immediately after the literature is the statement of the problem, the conceptual 

framework and research hypotheses.

In chapter 2, methodology is presented. The chapter starts with a brief introduction and 

proceeds to describe the various methods used to conduct the study. Such methods 

include: sample and sample selection (the number of schools and teachers sampled, the 

sampling techniques used and their justification), a description of the instruments used in 

the collection of data (group discussion guide and the self-administered questionnaire), 

and methods of data analysis, including thematic analysis, analysis of variance 

(ANOVA), correlational analysis, regression analysis and path analysis). The chapter 

ends with a presentation of the limitations of the study.

Chapter 3 presents a discussion of the outcomes from the discussion groups conducted in 

phase 1 of the study. The chapter is organized according to the central themes identified 

in the group discussions to include factors that attract students to join the teaching 

profession, the impact of HIV/AIDS on education, motivating and demotivating factors 

for the teachers given the presence of HIV/AIDS in their work environment and the 

attributes for a teacher considered to be a good and poor performer.
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Chapter 4 presents factor analysis results. Factor analysis was conducted to establish the 

factor structure of the measures used in the study (refer to Chapter 4 for the reliability 

coefficients of the scales and their subscales). The factor structure for each of the seven 

measures (HIV/AIDS perception, Motivation, Job Satisfaction, Job Involvement, 

Organisational commitment. Work ethic, and ob performance) is presented in a tabular 

form and the factor loadings discussed. The reliability coefficients of the scales and their 

subscales are also discussed.

Chapter 5 presents a description of the demographic variables and the differences in the 

sample scores. The chapter starts with the demographic variables of gender, age, 

education level, years of teaching, type of school, school location, and nature of school. 

The rest of the chapter entails a presentation (in tabular form) and discussion of the mean 

scores and standard deviations of the sample with respect to the above demographics and 

the seven measures. The ANOVA /chi-square results are also presented for each of the 

variables.

Chapter 6 presents results of hypotheses’ testing. The chapter begins with a brief 

introduction and proceeds to present results hypothesis by hypothesis to cover the seven 

hypotheses of the study (tables of correlations are presented and discussed). Following 

the correlational results is the presentation of the regressional and path analysis results. 

The chapter ends by presenting some additional analyses to include “intention to leave 

teaching” and “motivating and demotivating factors”.

The last chapter {chapter 7) is dedicated to the discussion and interpretation of the study 

results. Beginning with a brief introduction and a discussion of the demographic issues, 

the chapter discusses the study findings systematically according to the study hypotheses. 

The chapter also presents the conclusions drawn from the findings and the 

recommendations made. It ends with suggestions for future research.
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CHAPTER ONE
INTRODUCTION AND LITERATURE REVIEW

Background to the study
Research indicates that across many sub-Saharan African countries (SSA), secondary 

education has been a weak link in students’ progression from primary to higher 

education or from primary to secondary education (Bennell, 2004; Mulkeen, Chapman, 

& Dejaeghere, 2004). Over the years, the governments in these countries have invested 

heavily in improving access to and quality of primary education and in developing 

strong networks of colleges and universities while secondary level has been accorded 

lower priority and less attention (Mulkeen, et al. 2004). Governments and international 

organizations have highly neglected secondary in favour of primary education 

(Mulkeen, et al. 2004).

In recent times, however, there has been a gradual but significantly noticeable shift from 

this position and a growth in resources for secondary education can be seen in a number 

of countries (Mulkeen, et al. 2004). This shift calls for a supply of highly qualified, 

competent, and motivated secondary teachers, which many countries fall short of. A 

case in point is Uganda, which is implementing Universal Post Primary Education and 

Training (UPPET) programme, also known as Universal Secondary Education (USE) 

with effect from February, 2007 (Nsubuga, 2006). Liang (2001) reported that in 

Uganda, 15 percent of secondary teachers are unqualified, while only 28 percent have 

the desired/formal qualification (degree) to teach at secondary level. The remaining 56 

percent have Grade V (diploma) with 0.5 and 0.4 percent having Grade IV (certificate) 

and III (certificate) respectively. In Uganda, one apparent clear explanation for this 

shortage is the fact that the majority of trained teachers are not willing to teach. After 

training in Colleges and Universities, they choose to join other professions. One teacher, 

quoted in The NewVision (the national newspaper) asking for advice at the time of 

upgrading his qualification, represents the voices of many teachers; “... I am a grade 

three teacher and would like to apply for a degree at the University. However, I 

wouldn’t like to study education because I am tired of teaching. I would like to study 

Community Psychology...” (Wangusa, 2007, p.25).



In a study carried out among student teachers in Tanzania, Towse, Kent, Osaki, and 

Kirua (2002) found that only 10 percent of males and 15 percent of females chose 

teaching as their first career choice and 37 percent joined teaching because they had 

been unable to follow their first choice because their grades were too low. This may 

suggest that a good number of people choose to teach because of lack of other 

employment opportunities. Thus, teaching has apparently become “employment of the 

last resort” among some University graduates and secondary school leavers. 

Consequently, some teachers may lack a strong, long-term intrinsic motivation and 

commitment to teaching as a vocation.

There exists a strong link between work attitudes, motivation, competence and job 

performance. Research has provided overwhelming evidence that a well motivated 

worker has desirable working attitudes and this may result in qualitatively and 

quantitatively improved service delivery. Judge, Bono, and Locke (2000) observed that 

work attitudes, such as job involvement and organizational commitment, are important 

constructs in an organization because they are related to work behaviour. In their study, 

Murphy, Athanasou, and King (2002), found that job satisfaction correlated positively 

with organizational citizenship and participation behaviour. According to Organ (1988), 

organizational citizenship behaviour, a component of job performance, refers to 

behaviours of a discretionary nature that are not part of employees’ formal role 

requirements but contribute to the effective functioning of an organization. Employee 

job satisfaction and factors such as productivity, performance, absenteeism, and job 

turnover have been found to correlate positively (Bartol, 1979). Research also testifies 

to the fact that organizational commitment, an occupational attitude, influences 

performance as uncommitted people will not be persistent in tasks and achieving goals, 

service quality, acceptance of change, and assumption of extra job tasks (Freund & 

Carmeli, 2003).

The Working Group of the Association of the Development of Education in Africa 

(2004) noted that in many sub-Saharan countries, teachers’ conditions in terms of 

management, benefits and professional support are poor. They are faced by such 

constraints as irregular and poor pay, erowded classrooms, and lack of pedagogical 

support. These shortcomings greatly undermine teachers’ motivation and performance 

and consequently this inhibits the provision of quality education.



A Voluntary Service Organisation (VSO) report (2007) on a study conducted in 

Zambia, Malawi and New Papua Guinea, highlights the fact that teachers, especially in 

rural areas, are poorly paid and are increasingly shown less and less respect. Their 

educational and training needs are neglected and they are stuck in bureaucracies that 

offer little in the way of support or career advancement. The report reiterates that 

teacher motivation is a critically ignored factor in educational management and policy 

formulation at all levels: school, regional, national and international. Due to the poor 

salaries and wages that characterise the teaching profession in many African countries, 

many teachers are forced to look for other jobs in addition to teaching and some are 

driven to leave teaching altogether. For some African countries, it has become almost 

impossible to convince good students to choose a teaching career, as the prospects of 

job security and adequate income are too uncertain (World Education Forum, 2000; 

Towse, et al, 2002).

The concept of achievement motivation is one form of motivation that refers to the need 

for success or the attainment of excellence. It is based on attaining success and 

achieving one’s aspirations or goals in life. Research evidence shows that the need for 

achievement links directly to performance (Harackiewicz, Barron, Carter, Lehto, & 

Elliot, 1997). They argue that achievement goals can affect the way a person performs a 

task and represents a desire to show competence. Thus, in the teaching-learning 

process, this would imply that teachers with low need for achievement will tend to look 

for easier and less demanding and challenging tasks. Many factors have been examined 

by researchers in an attempt to find which ones promote teacher motivation. Sylivia and 

Hutchinson (1985), in their study among teachers and professional staff in Oklahoma, 

found out that pay incentives were not successful in increasing teacher motivation and 

concluded instead that teacher motivation is based on the freedom to try new ideas, 

achievement of appropriate responsibility levels, and intrinsic work elements. They 

argue that true job satisfaction is derived from the gratification of higher-order needs, of 

social relations, esteem, and actualization rather than lower-order needs. Their findings 

support Maslow’s (Maslow, 1954) and Herzberg’s (Herzberg, 1959) theories which 

view pay as a lower-order need and as such cannot lead to true gratification. However, 

as per Maslow’s hierarchy of needs, lower needs have to be gratified first before an 

individual can aspire for these higher-order needs. Thus, if pay incentives are too low to 

meet the individual’s basic needs (like it may be the case with the teaching profession in



many low-income countries), teacher motivation and job satisfaetion will be adversely 

affected (a more detailed description and review of Maslow’s and Herzberg’s theories 

dealt with later in the Literature review section).

In their study among health workers in some selected countries in Africa, Mathauer and 

Imhoff (2006) recommend that any comprehensive strategy to maximize health worker 

motivation in a developing country context should involve a mix of financial and non- 

financial incentives. This is due to the overwhelming evidenee that suggests that 

increased salaries were by no means sufficient to solve the problem of low motivation. 

More money does not automatically imply higher motivation. This is supported by 

Stilwell 2003 (cited in Mathauer & Imhoff, 2006) who found that, despite the hard 

working eonditions and lack of financial incentives, health workers based in remote 

areas in Zimbabwe frequently exhibited a high level of motivation to perform well. She 

traces this motivation to good leadership and supportive management, among other 

factors.

It is contended that improvement in teacher motivation has a direet benefit for both 

teachers and the students they teach. Peck, Fox, and Morston (1977) assert that teachers 

with strong positive attitudes about teaehing usually have students whose self-esteem is 

high as students seem to recognize the effectiveness of teachers who are satisfied with 

their teaehing performanee. The existence of this assoeiation could be explained by the 

fact that teachers serve as more than just educators; they are also role models. The 

benefits of teaeher satisfaction for both teachers and pupils illustrate the importance of 

how teaehers feel about their work - their oceupational attitudes.

The teacher in the context of HIV/AIDS
An estimated 1.9 million people were newly infected with HIV in sub-Saharan Africa in 

2007, bringing to 22 million the number of people living with HIV (UNAIDS, 2008). 

According to USAID (2003), Uganda had a remarkable performance in decreasing the 

prevalence and incidence of HIV in the mid and late 90s. In 2001, UNAIDS estimates 

of adult HIV prevalence in Uganda was 5%, with approximately 110,000 children 

between the ages of 0 and 14 living with HIV/AIDS (USAID, 2003). However, studies 

conducted in 2006 show a reverse trend of an increase in the prevalence and incidence 

of HIV since 2000, especially the 16 year olds, whieh the investigators attribute to



increased sexual risk behaviour and a decrease in condom use (Shafer, 2006). In 

Uganda the UNAIDS estimated that 6.7% of the total population were infected with 

HIV in 2007 (UNAIDS, 2008). UNESCO (2000) observes that AIDS is no longer only 

a public health problem but in many African countries, it eonstitutes a rapidly growing 

obstacle to development.

In a bid to improve the quality of education in Sub-Saharan African countries, there is a 

need to address the question of HIV/AIDS which has posed a serious threat to 

edueation. Kelly (2000) eontends that the AIDS epidemic is an educational plarming 

challenge because it affeets education in two major ways, that is, reduction of the 

supply of education as teachers become infected, fall sick and die; and reduction of 

demand for education as orphans drop out of school due to lack of parental support. 

Coombe (2000) observes that teachers and other educators are relatively well educated, 

mobile, and affluent, and thus fall into a population category which is particularly at 

risk of HIV/AIDS. The incidence of HIV infeetion among teachers is likely to be above 

that for the general population: -rates as high as 40 percent have been reported among 

teachers from parts of Malawi and Uganda (Coombe, 2000). It is estimated that in 

Kenya, Zambia, and Zimbabwe, about 1.5 pereent of the teaching profession is lost each 

year due to AIDS, and that the percentage of teachers who are HIV positive is more 

than 30 percent in Uganda and Malawi, 20 percent in Zambia, and 12 percent in South 

Africa (Bakilana, Bundy, Brown, & Fredriksen, 2005; James-Traore & Finger, 2004). 

Similarly, a report of “HIV/AIDS and Education” study group in Botswana indicates 

that mortality rates among teaehers and other Ministry of Education staff are currently 

at least 50 percent of the overall adult mortality rate (Kelly, 2000).

Apart from its direct appalling death toll, the HIV/AIDS pandemic has a traumatic 

impact on teachers, edueators and learners. For instance, once teachers know they are 

HIV+, they are likely to lose interest in continuing professional development and when 

they develop full-blown AIDS, their work is seriously compromised by prolonged 

periods of illness and they face being stigmatised not only from the community but also 

from their own schools/institutions as well (Coombe, 2004). However, the impact is not 

only felt by those who are HIV-I-; even among teachers who believe they are not 

infected (or, perhaps, simply do not want to be tested), morale is likely to fall 

significantly. They are required to eope both emotionally and financially with sickness



and death among relatives, friends and colleagues, and struggle with the uncertainty 

regarding their own future and that of their dependants. Additionally, most teachers 

have to take on additional teaching and assume other work-related duties in order to 

cover for their sick colleagues.

Amidst these challenges, there is apparently little or no professional or administrative 

support at school, district or higher levels (Kelly, 2001). Kelly (2000) observes that 

teaehers living with AIDS in Africa are discriminated against by school managers, 

teaching colleagues and students. This could partly explain the high levels of secrecy 

and denial among the teaching staff concerning the likely extent of HIV infection and 

clinical AIDS in their schools (Bennell, Hyde, & Swainson, 2002). Due to the level of 

stigma associated to HIV/AIDS, teachers are not prepared to reveal their HIV status for 

fear of the adverse reaction among colleagues and the wider community.

The school surveys conducted in Uganda, Malawi and Botswana, highlight a general 

lack of support for teaching staff affected by HIV/AIDS (Beimell, et al. 2002). The 

surveys indicate that:

Only 13-15 percent of teachers in each country agreed with the 

statement that “teachers who are HIV positive are being properly 

supported by school management. ” With regard to the Ministry of 

Education, only 20 percent of teachers in Botswana, 30 percent in 

Malawi and 38 percent in Uganda agreed with the statement that the 

ministry is “tackling effectively the impact of HIV/AIDS on teacher 

morale. ” p. 86.

This lack of support is a reflection of schools not being teacher-friendly, poor school 

and institutional management and a general lack of resources. Such work conditions are 

extremely challenging and greatly lower teachers’ morale and motivation.

Therefore, it may be argued that the provision of the essential HIV services for and to 

teachers and other supportive services can act as a strong motivational factor to 

improved work performanee. Such services could constitute a comprehensive AIDS in 

the Work-place (AIW) programme that would include among others, services like



prevalence and risk assessment, education and prevention, testing and disclosure, 

counselling and support groups, medical and financial support and teaching cover.

Work Motivational Theories
Motivation is a concept in Psychology that can generally be defined as an internal state 

that induces a person to engage in particular behaviours or a need /desire that energises 

behaviour and directs it toward a goal (Steers & Porter, 1983). Work motivation then 

refers to the psychological processes that influence an individual’s behaviour with 

respect to the attainment of work-place goals and tasks. Luthans (1998) asserts that 

motivation is the process that arouses, energises, directs, and sustains behaviour and 

performance. It is the process of stimulating people to action and to achieve a desired 

task. One way of stimulating people is to employ effective motivating strategies, which 

makes workers more satisfied with and committed to their jobs. Work motivational 

theories are therefore typically concerned with the reasons, other than ability, that some 

people perform better than others. These theories view motivation from different 

perspectives as identified in some of the theories below:

• Maslow’s hierarchy of needs theory (Maslow, 1954, 1970) states that the 

fulfillment of human needs is necessary for both physical and psychological 

health. Some needs are more basic than others and these must be satisfied first 

before the higher needs can be addressed. However, in contrast to Maslow’s 

theory, Alderfer’s Existence, Relatedness, and Growth theory (ERG-theory) - 

which is viewed as an extension of Maslow’s- allows for the flow of needs 

strength back and forth through a continuum, that is, people can move back and 

forth from one category of need to another and lack of fulfillment of needs in 

one category can affect needs in another category. Some needs may also be 

fulfilled in a parallel pattern (Alderfer, 1972).

Herzberg’s two factor theory (Herzberg, 1959) states that motivation comes 

from the nature of the job itself, not from rewards or job conditions. According 

to this theory, job aspects relevant to basic needs include pay, supervision, co

workers, and organisational policies whereas the growth needs (which are also 

motivating factors) include achievement, recognition, responsibility, and the 

nature of the work itself. Thus, this theory suggests that various aspects of work



address one of the two categories of need, that is, the nature of the job itself and 

the rewards such as pay.

• Reinforcement theory (Skinner, 1974) views behaviour as a result of rewards or 

reinforcements. As opposed to need theories, reinforcement theory describes 

motivation as a result of environmental influences rather than internally 

generated motives.

• Expectancy theory (Vroom, 1964), like reinforcement theory, attempts to relate 

environmental rewards to behaviour. Unlike reinforcement theory, however, it is 

concerned with human cognitive processes that explain why rewards can lead to 

behaviour.

• Self-efficaey theory (Bandura, 1986) is concerned with how people’s beliefs 

about their own capabilities can affect their behaviour. Motivation to attempt a 

task according to this theory is related to whether or not the person believes he 

or she is capable of accomplishing the task. This explains why some people have 

the need to do a good job to a greater extent than others. People high in 

achievement motivation take personal responsibility, seek immediate feedback 

and like moderately challenging tasks.

• Goal-setting theory (Locke & Latham, 1990) explains how people’s goals and 

intentions can result in behaviour. Like needs theory, it notes that motivation 

begins inside the person, but also notes how environmental influences can shape 

motivation and behaviour.

Though the various theories view motivation from different perspectives, they do not 

necessarily lead to different predictions about behaviour. In fact portions of some of the 

theories can be complementary.

This study mainly focused on Maslow and Herzberg’s theories as they have been widely 

employed to explain and understand the concept of worker motivation in different 

cultural contexts. The two theories will be examined in more detail in the literature 

review section.



Purpose
The purpose of this study was to explore secondary school teacher motivation, 

occupational attitudes and job performance in the context of HIV/AIDS in Uganda. The 

study will be particularly helpful during the era of Universal Secondary Education 

(USE) that was implemented in February, 2007.

Research objectives
The following specific objectives provided guidance for the study:

1. To describe the factors that influence secondary school teacher performance 

in Uganda

2. To explore the extent to which perceptions of HIV/AIDS have impacted 

secondary school teacher motivation and occupational attitudes in Uganda

3. To determine the relationship between secondary school teacher motivation 

and their occupational attitudes.

4. To examine whether teachers’ level of motivation relates to their job 

performance.

5. To assess the relationship between secondary school teachers’ occupational 

attitudes and their job performance.

6. To assess the relationship between occupational attitudes of job satisfaction, 

organisational commitment, work ethic, and job involvement.

Scope
In terms of content, the study aimed at exploring the psychological factors that motivate 

the performance of secondary school teachers within the context of HIV/AIDS. The 

study examined teachers’ occupational attitudes of job satisfaction, job involvement, 

work ethic and organisational commitment, and how these relate to their motivation and 

performance.

Geographically, the study covered both government-aided and privately owned 

secondary schools selected from two out of the four regions of Uganda (one urban and 

the other rural). The sample details are dealt with in the methodology chapter (chapter 

2).



Significance
It is postulated that the study will be of benefit in various ways:

The results of the study will inform the general public, including key stakeholders in 

education, of the conditions under which teachers operate. This awareness, it is hoped, 

may subsequently result into a more positive outlook, respect and appreciation of the 

teaching profession. This may consequently boost teachers’ morale and motivate them 

to improve their performance.

The study findings may inform policy makers particularly the Ministry of Education 

and sports, and other key stakeholders, of the pertinent issues to be addressed while 

formulating policies and programme interventions for the effective recruitment, 

retention, and continued training of secondary school teachers.

The results will also provide an analytical framework to assist educational decision 

makers in Uganda and elsewhere and their partner organisations in assessing the impact 

of the HIV/AIDS epidemic on education. This may highlight the need for inclusion of 

HIV/AIDS education in the school curriculum right from the pre-service through the in- 

service teacher training programmes and in secondary schools as well. It may also 

highlight the need to put in place and/or strengthen professional and administrative 

support at school, district and national levels for teachers who may grapple with work 

motivation in general and with the effects of HIV/AIDS, so that they feel the system is 

responsive to their needs and concerns.

Institutions of higher learning responsible for training secondary school teachers 

(National Teacher Colleges and Universities) may be able to use the results of the study 

to redesign their approaches and strategies in teacher training to focus on equipping the 

teacher trainees with practical knowledge, skills and competencies which will enable 

them to handle and appreciate the day to day work-related challenges. This could result 

in a new blend of teachers with relatively high need for achievement, favourable 

occupational attitudes and result-oriented performance competencies.

The findings of the study could also contribute to further work on the impact of 

HIV/AIDS on education and other sectors and the improvement of teacher motivation
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and performance. In other words, future researchers may find this study a useful source 

of reference.

LITERATURE REVIEW

In this section, reviewed literature will be presented consistently in line with the study 

objectives. The first part of the literature will consider teacher motivation and the 

second part will deal with the interaction between the various specific variables 

identified for the study.

Teacher Motivation
Adegoke (2003) suggests that education is a condition for development and the teacher 

is the ‘ultimate definer of its reality’. This idea implies that the quality of education is 

critical if education is to enhance development. Teacher preparation, mentoring and 

motivation are critical factors in enhancing quality education capable of facilitating 

meaningful development. However, low teacher motivation and its detrimental effect on 

student achievement are central problems in educational systems in Africa 

(Michaelowa, 2002).

The need-based theories of Maslow (hierarchy of needs) and Herzberg (two- factor 

theory) are some of the most widely used theories to explain the factors that influence a 

person’s desire to do work. Both theories tend to explain motivation primarily as a 

phenomenon that occurs intrinsically, or within an individual.

According to Maslow’s theory (1954, 1970), a person has five fundamental needs: 

physiological, safety, love and belonging, esteem, and self-actualisation. The 

physiological needs include food, pay, shelter and clothing, good and comfortable 

working conditions etc. The safety needs include the need for security, fair treatment, 

protection against threats, job security etc. Love and belonging needs include the need 

to be loved, accepted, part of the group etc. whereas esteem needs include the need for 

recognition, respect, achievement, autonomy, independence etc. Finally, self- 

actualisation needs, the highest in this hierarchy, include realising one’s full potential or 

self-development. These needs are diagrammatically represented in Figure 1.
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Source: http://upload.wilimedia.org/wikipedia/commons/5/58/Maslow’s_hierarchy_of_needs.svg

As shown in Figure 1, human needs are arranged in a hierarchy starting from the 

lowest/physiological needs up to the highest level which is self-actualisation. According 

to Maslow, if the lower level needs (for example food, water, air and sleep) are not met, 

people cannot function effectively because they are considered to be the requirements 

for human survival. Maslow (1971) also argues that only a small percentage of the 

population reaches the level of self actualization. Thus, the basis of Maslow's theory of 

motivation is that human beings are motivated by unsatisfied needs, and that lower 

needs need to be satisfied before higher needs can be addressed.

Maslow’s theory would imply that, for adequate workplace motivation, it is important 

that management understands which needs are active for individual employee 

motivation. In this regard, Maslow's model indicates that basic, low-level needs such as 

physiological requirements and safety must be satisfied before higher-level needs such 

as self-fulfillment are pursued. As depicted in Figure 1, once a need is satisfied, it is no 

longer a need. It ceases to motivate employees’ behaviour and they are motivated by the 

next level up the hierarchy (Gray & Stark, 1984). However, the levels of satisfaction 

may vary for different individuals and in different cultures (Gray & Stark, 1984). For
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example, in less developed countries, lower-level needs are often poorly satisfied, 

whereas in developed countries, the lower-level needs are usually satisfied for most of 

the people. Thus, motivational strategies may vary depending on the individual and the 

context.

According to Gray and Stark (1984), Maslow’s theory of motivation has been criticized 

for lack of verification by research in actual organizations (in terms of data generated). 

Specifically, the three major criticisms that have been advanced against Maslow’s 

motivational theory are:

(1) Maslow’s contention that once a need has been fulfilled, it is no longer a 

motivating factor has been proven false. This will greatly depend on other 

pertinent factors such as the importance or value of that need in an individual’s 

life.

(2) It has been demonstrated that human beings can work on satisfying more than 

one level of needs simultaneously. Thus, Maslow’s belief that the satisfaction of 

needs followed a particular order (people satisfied one level of need at a time) 

may not hold true.

(3) As demonstrated by Alderfer’s (1972) ERG-theory which contends that people 

can move back and forth from one category of need to another and lack of 

fulfillment of needs in one category can affect needs in another category and that 

some needs may also be fulfilled in a parallel pattern, Maslow’s belief that once 

one level of needs is met, the person moves on to the next level and does not 

come back to the lower level is not realistic as human needs are not rigidly 

compartmentalised.

Although Maslow’s approach to motivation has been criticized from many sources, it 

still remains one of the most famous motivation theories and has been the focus of much 

interest by management researchers (Katz, 2004). It provides a viable framework for 

understanding what needs are active in an employee and thus helps managers to design 

appropriate strategies to motivate employees (Gray & Stark, 1984).

From his survey entitled “What do people want from their jobs?” Fredrick Herzberg 

(1959) classified workplace factors that people perceived as satisfying and dissatisfying 

and thus proposed a two-factor theory of motivation, also known as ‘motivator-hygiene
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theory’. Herzberg (1959) distinguished between satisfiers, which are the main causes of 

job satisfaction (or motivation to perform) from dissatisfiers, which are the main causes 

of job dissatisfaction (or de-motivation to remain in a job) when absent or perceived as 

insufficient. Thus, according to Herzberg, the opposite of satisfaction is not 

dissatisfaction and eliminating or minimising factors which lead to dissatisfaction does 

not necessarily result in satisfaction (Gray & Stark, 1984; Robbins, 2005). Herzberg’s 

two-step approach to understanding motivation is thus based on hygiene factors (wages, 

working conditions, and quality of supervision) and motivator factors (status, 

opportunity for advancement, recognition, responsibility, and challenging work).

Herzberg (cited in Doyle, 2003, p.81) suggests that the simplest method of getting 

someone to work is to “kick him in the pants!” Herzberg’s basic point is: If you kick 

your dog, it moves, but was it motivated to move? Well, I would certainly be motivated 

to run away if someone kicked me, but presumably that is not what employers want 

(Doyle, 2003). Thence, true motivation comes from within the person who WANTS to 

move. Thus, says Herzberg, “hygiene” factors such as pay and work conditions only 

prevent job dissatisfaction. The true motivators come from “that unique human 

characteristic, the ability to achieve and, through achievement, to experience 

psychological growth” (Steers & Porters, 1991, p.230). Thus, such job characteristics as 

challenge, autonomy, advancement, and recognition are what lead to job satisfaction, 

and hence, motivated workers.

Much as researchers and managers agree with Herzberg’s two-factor theory, it 

nevertheless has been criticized. According to Robbins (2005), Herzberg’s research 

design was lacking in rigor, in terms of ensuring that participants responded honestly to 

the survey questionnaires. In other words, it could have been the case that participants 

were dishonest in their responses given that people tend to attribute success to their own 

efforts and failure onto others.

The second criticism is that Herzberg’s research concerned itself with aspects of 

satisfaction but did not evaluate the overall satisfaction of the employees (Robbins, 

2005).
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Thirdly, Herzberg did not consider the fact that circumstances change, such that what 

satisfies an employee one day may not satisfy the same employee the next day, much 

less another generation of workers (Robbins, 2005). This is largely because people’s 

needs tend to change with changing circumstances.

Despite the criticisms leveled against Herzberg’s two-factor theory of motivation, it still 

remains popular and widely employed in work organizations.

Both Maslow’s and Herzberg’s theories would imply that pay on its own does not 

increase motivation. However, pecuniary motives are likely to be dominant among 

teachers and other workers in low income countries where pay and other material 

benefits are too low for individual and household survival needs to be met. Only when 

the basic needs have been met is it possible for “higher-order” needs, which are the 

basis of true job satisfaction, to be realised. This view is supported by Fumham and 

Booth (2005) who observe that money is a motivator in as far as it is a requirement for 

securing one’s basic needs, and facilitates social interaction. They argue that:

What is obvious is that money is certainly not a higher order need, 

concerned with self-esteem, recognition, and attention from others, in 

order to self-ctualise. Money would allow the fulfillment of 

predominantly lower-order needs. It allows us to eat, drink, and have 

shelter and clothes. It also to some extent secures our safety needs. In 

general, it allows us a secure home and perhaps the opportunity to

live in a nice area........ It may even loosely provide some of our social

needs. It allows us free time to pursue various activities or hobbies 

which offer us a chance to socialize with others of similar interest. 

However, money is not necessary for us to have social interaction, it 

only facilitates it, and it is here that money’s potential as a motivator 

stops within Maslow ’s model. P.53

Thus, in as far as it is insufficient to meet one’s basic needs; money becomes a 

motivating factor for one to work.

In a survey conducted in seventeen organizations in Uganda to explore whether or not 

money is a motivator, 60 percent of the respondents ranked pay (monetary reward) as 

the most important out of seven job factors (Mukokoma, 2008). The salary factor was
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also scored highly as a factor that influenced respondents to join the organaisation, 

remain in their job, be satisfied with their job, recommend a friend to join and improve 

productivity (Mukokoma, 2008).

Much research has been conducted in the health sector exploring health worker 

motivation the results of which may be usefully extended to explain motivation in the 

teaching profession. Some of these studies report mixed results in terms of the 

applicability of the needs’ theories. For example results were obtained in the same 

country, Malawi, by Blunt and Jones (1986, 1992) who assert that Maslowian notion of 

need hierarchy structure is relevant to Malawi and other developing countries whereas 

Carr, MacLachlan, Kachedwa, and Kanyangale (1997) found that the majority (80%) of 

workers would continue to work even if they had enough money to support themselves 

without ever working. Work, to them, had purposes including a feeling of contributing 

to a larger community. This concept is demonstrated in the “ubuntu” notion, discussed 

by Bandage (cited in MacLachlan, 2006), which pervades many African cultures. The 

ubuntu philosophy is best captured in the Zulu phrase “umuntu ngumuntu ngabantu" (a 

person is a person through other persons). Notions of work motivation in such cultures 

tend to go beyond maximisation of personal interests and satisfaction and are more 

collectivistic in nature (Shamir, 1990; Kao, & Sek-Hong, 1997; Munene, 1995). There 

is a deeper and wider meaning of work in these societies which the need theories tend 

not to address. Despite the absence of (or inadequate) financial necessity, for example, 

people in many countries would continue to work (Carr et al, 1997) because they have 

non-financial needs that work satisfies or must satisfy.

Similarly, the main motivators for health workers in Mali, Zimbabwe, and North Viet 

Nam were related to recognition or appreciation, responsibility, and training (Dieleman, 

Toonen, Toure, & Martineau, 2006; Stilwell, 2001; Dieleman, Viet Cuong, Vu Anh, & 

Martineau, 2003). These studies indicate that although salaries and incentives are 

important for health workers and should not be neglected, the gains in motivation could 

be made by giving greater responsibility to staff, by holding staff responsible and by 

improving mechanisms for recognition. This seems to suggest that since motivational 

influences combine together, interventions to achieve effective motivation must also be 

combined (financial and non-financial).
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In many African countries, research evidence has indicated massive international 

migration and in-country migration (of professionals) between the public and private 

health sectors and between urban and rural areas (McAuliffe, & MacLachlan, 2005; 

Mutizwa-Mangiza, 1998; World Health Organisation, 2004, 2005; Dovlo, & Nyonator, 

1999). This migration is attributed to such factors as unconducive working conditions, 

characterised by heavy workloads, lack of equipment, poor salaries and diminished 

opportunities for advancement (Bennell, 2004). The in-country movement is clearly 

evident in the education sector in the movement of teachers between public and 

privately-owned schools, and teachers leaving the profession to take up other jobs. This 

is attested to by Mulkeen (2006) who observes that in many countries, there are many 

qualified teachers in urban areas who are unemployed, while there are unfilled positions 

in rural areas. This clearly shows that teachers prefer to teach in urban areas and are less 

willing to teach in rural areas.

Another demotivating factor for teachers in several developing countries appears to be 

the very large class sizes. Many teacher organisations report class sizes exceeding 100 

pupils and this has a detrimental effect on learning (World Education Forum, 2000). 

Small classes allow teachers to use more personalised instructional techniques and 

develop and apply new teaching methods. According to Bennell (2004), teachers with 

small classes will be less stressed and show high morale and their turnover rates will 

also be lower. For example, with the introduction of Universal Secondary Education 

(USE) in Uganda, workloads for teachers were expected to double (Ahimbisibwe, 

2007). She reports that schools were overwhelmed by the high turn up of students on 

the first day of the term with the number of students doubling in many schools as Head 

teachers complained that there wasn’t enough space to accommodate the students. Such 

outcries could be heard from teachers and Head teachers statements such as these: 

“Unless government sends more teachers to rural schools, teachers will be strained”; 

“With USE, we shall be foreed to recruit, otherwise, it will be difficult to maintain 

standards if the student-teacher ratio is high and the quality of education will be 

affected”; “We have over 300 students (in Senior one) already and all the classes are 

packed. We had to divide them into five streams!”; Our challenge is to ensure that we 

get more teaching staff to handle the increased number of students and more funding to 

purchase science equipment”.

Working under such conditions can be very challenging and discouraging as well.
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The poor health conditions in sub-Saharan countries, especially the escalating levels of 

HIV/AIDS, is yet another factor that demoralises the working force. However, school 

surveys in Botswana and Malawi found little evidence that low teacher morale and 

motivation could be directly attributed to the impact of HIV/AIDS (Bennell, 2004). 

However, there is strong research evidence that a number of employees have lost their 

jobs as a result of HIV disease (Henry, Penalba, Beguinot, & Deschamps, 1999) and 

that AIDS patients are less likely to be employed (Leigh, Lubeck, Famham, & Fries, 

1995). This may indicate that employees, dealing with personal or familial AIDS- 

related problems, will live in constant fear of being terminated from their jobs. This is 

mainly because, they take increasing periods of time off work, those with sick families 

take time off to attend funerals or to care for the sick or dying relatives and they also 

suffer from other psychological effects of the pandemic (World Bank, 2000). Affected 

people are also stigmatised and often may be prevented from gaining access to social 

support mechanisms. Coombe (2004) notes that this HIV/AIDS-related stigmatisation is 

responsible for social rejection, alienation, and can compromise employment, housing, 

schooling and childcare. In the educational/school setting, the fear of stigmatisation may 

be particularly strong among teachers who live and work in rural areas or small 

communities, where confidentiality is problematic. Katahoire (1993), in an earlier study 

in Uganda, reports that teachers who are infected with the HIV virus may try to transfer 

to another area or, once visibly ill, disappear. From the numerous studies available, 

therefore, it can be concluded that due to the devastating physical and psychological 

effects of HIV/AIDS on the victim’s health, such people may likely develop 

unfavourable attitudes to work, possibly experience stigma and low motivation, and this 

will adversely affect their performance.

Personal Variables and Motivation
In a study to clarify the relationships among achievement motivation, self-assertiveness 

and demographic variables, Abdel-hameid (2002) found that males scored significantly 

higher on achievement motivation than females. But these differences disappeared in 

the married and highly educated women. Males were found to have a higher degree of 

assertiveness, more achievement motivation with older age and increased assertiveness. 

But the motivation of females did not differ according to age and self-assertiveness.
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Results also indicated that there is a positive relationship between achievement 

motivation and education level.

Although actual differences between sexes in terms of academic capability appear to be 

insignificant, researchers commonly observe gender differences in motivation and self- 

belief when approaching specific subjects. In mathematics, for example, boys 

commonly have a higher degree of self-belief, confidence and motivation than girls 

when they tackle the subject because mathematics is viewed as stereotypically male 

activity. In language, the situation is reverse, with many researchers noticing stronger 

self-belief in girls on this subject than there is amongst boys (Pajares, Frank, & 

Valiente, 2001). Students’ belief about their own academic capabilities and their own 

judgements of their self-worth are very important factors in motivation and influence 

their academic achievement.

In their study on age and gender differences in children’s beliefs, Eccles, Wigfield, 

Harold, and Blumenfeld (1993) showed that for all the activities except sports, younger 

children’s (particularly first graders) perceptions of competence and subjective task 

values were more positive than the beliefs of the older children. Thus, accordingly as 

one grows older, one’s need for achievement and striving tends to reduce. They also 

found that boys had more competence beliefs and values than did girls for sport 

activities, and more positive competence for mathematics. Girls had more positive 

competence beliefs and values than boys for reading and music activities. Gender 

differences in adolescents valuing of both maths and sports have been shown to mediate 

the gender difference in enrolment in advanced maths courses and participation in sport 

activities (Eccles & Harold, 1991).Thus, subjective task values are important predictors 

of activity choice during the adolescent and adult years.

Personal Variables, Occupational Attitudes and Performance
Previous research has tended to focus on identifying the factors that affect attitudinal 

development of organisational commitment, job satisfaction, and job involvement and 

on the effect that varying levels of these attitudes have on organisational life (Harrison 

& Hubbard, 1998). These factors can be broadly categorised according to personal 

characteristics or situational characteristics. Personal characteristics include gender, age, 

marital status, education level, tenure, personality, beliefs and values, religion, family
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size and many others whereas situational or institutional factors may include location, 

foundation, facilities, and population or enrolment. Some of the personal characteristics 

covered by this study include gender, age, tenure and education level.

Gender
According to Locke (1976), there are various job facets for example pay, promotion, co

workers and security to which either female or male employees attach significant 

importance. He argues that the job facets that are important to female public employees 

are different from those that are important to male public employees because what 

women look for in a job is different from what men look for in a job. Thus, even in the 

same situation, the satisfaction levels of women would be different from those of men 

because the unfulfilled values that are significant to women are different from those that 

are valued by men. This view is supported by a study among IT managers’ job 

satisfaction in Nigeria by Okpara (2004) which found that job satisfaction could be 

predicted from personal variables of gender, age, education, income and experience. On 

the contrary, studies conducted in Uganda to examine the job satisfaction and 

dissatisfaction among lecturers in higher education found no evidence to support gender 

influence on Dons’ job satisfaction (Ssesanga & Garrett, 2005).

Similarly, Lynness and Thompson (1997) found that there were similarities between 

men and women employees in several organisation’s outcomes but they also found 

differences with women having less authority, receiving lower stock options, and 

having less international mobility than men. Women were also generally concerned 

with social aspects of their jobs and such things as working conditions, while men were 

more interested in pay, and career-related values. For Tyson (1984), the findings were 

that men tended to be more concerned with earning a good income, having freedom 

from close supervision, having leadership opportunities, and having a job that enhanced 

their social status whereas women were inclined to seek job characteristics which 

allowed them to help others, to be original and creative, to progress steadily in their 

work, and to work with people rather than with things. Women, more than men, also 

tended to seek personal benefits such as enjoyment, pride, fulfilment and personal 

challenge. However, in a study to examine the attitudes toward work and work 

compensation among American and Austrian business students, Browne (1997) did not 

support the presumption that men and women differ in preferences for job attributes or
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work-related attributes that might influence career progression. Expectations for salary 

were not related to gender or to work experience.

With regard to job satisfaction, Hodson (1989) found that few differences existed 

between men and women in the determinants of job satisfaction when considering job 

characteristics, family responsibilities, and personal expectations. He found little 

support for theories that men and women focus on different aspects of work in arriving 

at a given level of job satisfaction, differentially condition their job satisfaction 

according to the extent of their family responsibilities and employ different personal 

expectations in evaluating their jobs. For Mwamwenda (2004), in his study of job 

satisfaction among secondary school teachers in Eastern Cape, South Africa, there were 

no significant differences between male and female teachers regarding salaries and 

promotion.

With regard to organisational commitment, research results relating to gender are not 

uniform. Mathieu and Zajac (1990) found that women tend to be more committed to 

organisations than men, primarily due to the fact that they are offered fewer 

opportunities for employment. This implies that once employed, women revere their 

jobs so much that they will expend all it takes to keep them for fear of losing them. 

However, this is contrary to the recent studies by Matagi (2004) and Matsiko (2005) 

whose results indicate weak or no relationships between gender and organisational 

commitment.

A number of studies relating to gender and work ethic have also been conducted with 

differing results. Several of them have reported that females exhibit better and stronger 

work ethic values than males (Boatwright & Slate, 2000; Azam, 2002; Hill, 1997). On 

the contrary, Frick (1995) found no significant correlation between gender and work 

ethic while Chusmir and Parker (1991) found that women and men managers reported 

strikingly similar work ethic, but personal ethic rankings showed substantial 

differences.

Educational Level
Contradictory research findings regarding educational level and occupational attitudes 

have been reported. Some researchers found positive relationships (Wollack, Goodale,
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Witjing, & Smith, 1971), while others found no relationship (Buchholz, 1978) or 

negative relationships (Tang & Tzeng, 1992).

Mathieu and Zajac (1990) indicate that organisational commitment decreases with 

educational level, that is, they are negatively correlated. It has been argued that this 

inverse relationship is due to the fact that more highly educated employees have higher 

expectations and opportunities for alternative employment and mobility. They are, 

therefore, more likely to feel that they are not being rewarded adequately by their 

employers and this diminishes their level of commitment. They are also likely to ascribe 

and get more committed to a profession or trade than to the job. Therefore, unlike 

highly educated employees, less educated workers perceived fewer alternative options 

for employment and thus tended to have greater organisational commitment. Similarly, 

Angle and Perry (1981) also attested to this inverse relationship between education and 

commitment.

In a study investigating the impact of education on the work ethic of Palestinian Arabs, 

Abboushi (1990) found that the level of formal education had significant influence on 

pride in work and attitude toward earnings. Similarly, Yousef (2001) indicated that 

employees with graduate or postgraduate degrees showed stronger support of the work 

ethic than those below University attainments.

Tenure
Several theories have been advanced to explain the relationship between job experience 

and performance. Human capital theory suggests that employees make investments of 

experience in themselves, which enhance their ability, and thus influence performance 

(Ehrenberg & Smith, 2000). Learning theory also predicts that job experience enhances 

job ability (Weiss, 1990). Both paradigms suggest that job performance changes 

overtime because individuals accumulate experience. As job experience leads to the 

accumulation of relevant knowledge, skills, and abilities, performance should 

necessarily improve. Based on these theoretical approaches, most models of 

performance posit that experience has a positive effect on job performance (Campbell, 

1990); Schmidt, Hunter & Outerbridge, 1986).
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It has been argued that commitment is influenced by the nature and quality of an 

employee’s work experience during his or her tenure in an organisation (Steers, 1977). 

A number of studies have found tenure to be positively associated with organisational 

commitment (Morris & Sherman, 1981; Gava, 2005). According to Stevens, Beyer, and 

Trice (1978), the total number of years the worker had been in the organisation and the 

extent of their ego involvement with the job were positively related to commitment, 

while the number of years the worker had been in the same position and the more the 

worker was favourably disposed to change were negatively associated with 

commitment. Conversely, Mathieu and Zajac (1990) found that the number of years in a 

position is significantly positively related to attitudinal commitment, and the length of 

service is significantly positively related to behavioural commitment. This is in 

agreement with Allen and Meyer’s (1990) findings that the length of service in an 

organisation is positively related to the level of internalisation of organisational values 

which result in greater commitment from the individual.

Yousef (2001) indicated that employees with long experience (more than ten years) 

showed stronger support of the work ethic than those with short experience (ten years or 

less). Abboushi (1990) found that work experience influenced the work ethic of upward 

striving while Gomez-Mejia (1983) found a significant relationship between the three 

constructs of work ethic, tenure, and work experience.

With regard to length of tenure and job involvement, mixed results have been reported. 

Some studies have found a positive relationship between organisational tenure and job 

involvement (Udo, Guimaraes, & Igbaria, 1997) while others found no relationship 

(Rabinowitz & Hall, 1977). Bozionelos (2004) found that organisational tenure did not 

significantly influence job involvement whereas Marshall, Lassk, and Moncrief (2004) 

found a positive association between professional tenure and job involvement.

Divergent results have been reported regarding the relationship between tenure and job 

satisfaction. Whereas findings by Bertz and Judge (1994) indicate that overall job 

satisfaction increased as years of experience increased, Bedeian, Farris, and Kacmar 

(1992) found no relationship between job satisfaction and years of experience. In 

studies conducted by Lui, Ngo, and Tsang (2001), very significant relationships were 

found between job satisfaction and professional and organisational tenure.
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Age
Most studies regarding age and occupational attitudes seem to concur that older 

employees have higher levels of organisational commitment (Morris & Sherman, 1981). 

As employees get older, their employment opportunities tend to decrease, thereby 

motivating them to invest more in personal effort into their current organisation, with 

the aim of being considered valuable to the firm and thus retain their position (Harrison 

& Hubbard, 1998). Mathieu and Zajac (1990) also found that young employees were 

less committed to their work than older ones. They concluded that age is considerably 

more strongly related to attitudinal than to behavioural commitment.

Aging may play a role in describing how an individual changes overtime, and 

subsequently may affect how performance changes overtime as well (Waldman & 

Avolio, 1993). According to Rhodes (1983), there has been a long view of a negative 

age - performance relationship, although the belief has had no conclusive empirical 

support. This hypothesised negative relationship can partly be explained by the 
decremental theory of aging (Giniger, Dispenzieri, & Eisenberg, 1983) which suggests 

that increased age causes deterioration in abilities such as speed, dexterity, motor 

coordination, and strength. This view has been supported by studies showing that age is 

associated with a decrease in performance on tests of learning, memory, reasoning, 

spatial abilities, and psychomotor speed (Lindenberger & Bakes, 1994; Verhaeghen & 

Salthouse, 1997).

Other studies have also showed that age may affect performance through motivation. 

Wright and Hamilton (1978) suggest that older employees go through a “grinding 

down” stage where they accept what is available to them and lessen their expectations. 

Similar studies have shown a negative relationship between age and ambition, 

aspirations, and overall motivation (Judge & Hulin, 1993; Kuhlen, 1997; Rhodes, 

1983).

With regard to work ethic, young people, in particular entering the workforce with high 

school and college education, expect opportunities for advancement (Sheehy, 1990). 

They anticipate that talent and hard work would be the basis for success rather than 

chance and luck. In essence, information age workers expected application of a positive
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work ethic to result into rewards, and they sometimes became impatient if progress was 

not experienced in a relatively short period of time (Sheehy, 1990). Yankelovich (1981) 

reported findings which contradicted the view that younger workers were less 

committed to the work ethic, but did find a decline in the belief that hard work would 

pay off. This was a significant shift because pay and “getting ahead” were the primary 

incentives management use to encourage productivity during the industrial age. If 

economic reward had lost its ability to motivate workers, then productivity could be 

expected to decline, in the absence of some other reasons for hard work (Yankelovich, 

1982). Within this context, the work ethic was a significant factor for maintaining and 

increasing performance.

Motivation, Occupational Attitudes and Performance
A number of theories have been advanced linking motivation particularly the need for 

achievement, to work attitudes and job performance. Herzberg (1959) constructed a 

two-dimensional theory of factors affecting people’s attitudes about work. He 

concluded that such factors as company policy, supervision, interpersonal relations, 

working conditions, and salary are hygiene factors rather than motivators. According to 

this theory, the absence of hygiene factors, or their being unsatisfactory, can create job 

dissatisfaction, but their presence does not motivate or create satisfaction.

In contrast, Herzberg (1959) determined from the data that the motivators were 

elements that enriched a person’s job; he found five factors in particular that were 

strong determiners of job satisfaction: achievement, recognition, the work itself, 

responsibility, and advancement. These motivators (satisfiers) were associated with long 

term positive effects in job performance while the hygiene factors (dissatisfiers) 

consistently produced only short term changes in job attitudes and performance, which 

then fell back to its previous level.

The three-needs model developed by McClelland (1961) specifically addresses the need 

for achievement as one of the three acquired needs which are the major motives in 

work. The other two are the need for power and the need for affiliation. According to 

this theory, the need for achievement is the drive to excel, to achieve in relation to a set 

of standards, and to strive to succeed. McClelland found that high achievers
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differentiate themselves from others by their desire to do things better, like moderately 

challenging goals, and avoid what they perceive to be very easy or very difficult tasks.

Thus, according to these, and many other theories, motivation is associated with 

occupational attitudes and consequently performance. Achievement motivation, for 

instance, may be considered related to job satisfaction because it affects the power and 

willingness to seek success. Employees with a high need for achievement will 

concentrate their attention on the job and thus attract the employer’s attention. Due to 

this, the employer will appreciate these kinds of employees by giving them chances to 

show their abilities, promoting them and consequently, these employees may get higher 

job satisfaction. Huang, (1982), in his study on the relationship between social support, 

job characteristics, and achievement motivation among Chinese workers, also found the 

same conclusion that people with higher degrees of achievement motivation have better 

job satisfaction.

Considering McClelland’s characteristics of people with a high need for achievement, 

achievement motivation then relates directly with work ethic. This is because work ethic 

is not about one’s job description, career goals or the tasks one performs but rather it is 

part of one’s belief system and reflects in one’s attitudes and behaviour. One’s work 

ethic, therefore, is how one feels deep down inside that one should behave and respond 

when it comes to deciding whether to work hard or not. It is what one does when no one 

else is watching or necessarily under supervision.

Occupational Attitudes and Performance
Job performance indicates how well employees perform their tasks. It is a dimensional 

construct which indicates how well a specific employee is performing his/her job, the 

initiative they take, the resourcefulness they show in solving problems relating to work, 

the extent to which they complete tasks, the way they utilise their available resources as 

well as the time and energy they spend on their tasks (Boshoff & Arnold, 1995). Thus, 

job performance can be viewed as a set of behavioural patterns and functions 

(knowledge, technical, and management competencies), conscientiousness and 

conceptual abilities relevant to the organisational goals (Murphy & Shiarella, 1997).
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In both organisational research and practice, work attitudes such as job involvement and 

organisational commitment are important constructs because they are related to work 

behaviour and performance, especially in high complexity jobs (Judge & Bono, 2001). 

Understanding such attitudes is essential because they are often influential aspects of 

organisational behaviour, such as task performance, absenteeism and turnover (Baron & 

Greenburg, 1990; Meyer & Allen, 1997). Organisationally related employee attitudes, 

then, reflect the extent to which an individual identifies with and is involved in an 

organisation. These attitudes, for instance, may influence employees’ decision to stay 

with or leave an organisation.

Job Satisfaction and Performance
Several studies have been carried out seeking to establish positive correlations between 

high job satisfaction and performance with nothing conclusive being proven. 

Researchers have attempted to correlate job satisfaction with efficiency, absenteeism, 

turnover, and various other aspects of performance with mixed results. This is in line 

with Bruce and Blackburn’s (1992) observations that:

“managers and workers alike pursue job satisfaction in the often 

naive belief that it leads directly and surely to that other work ideal- 

high performance. The fact is, however, that sometimes satisfied 

employees perform better, and sometimes they do not” (p. 78).

Consequently, when management discovers this lack of cause and effect relationship 

(guarantee of a direct correlation between individual satisfaction and individual 

productivity), interest often fades.

There is research evidence linking employee job satisfaction with organisation 

citizenship behaviour (OCB) which Spector (1997) defines as behaviour by an 

employee intended to help co-workers and the organisation. The opposite of 

organisation citizenship behaviour would then be counterproductive behaviour which 

may involve sabotage, aggression and theft. Spector (1997) noted that research seeking 

a relationship between job satisfaction and OCB or counter-productivity is in the early 

stages but the few studies available clearly suggest an important role of job satisfaction 

in these behaviours.

27



Bruce and Blackburn (1992) suggested that as the importance of job satisfaction rises in 

the minds of workers, they are more likely to consider it as a reason to stay in their 

current job or accept a job offer elsewhere. Thus, an organisation with a reputation of 

being an unpleasant place to work may lose its employees and may also have trouble 

attracting new ones. They contended that the important issue in an organisation is not 

whether or not satisfaction and performance are directly or strongly correlated but rather 

that in order to attract and retain qualified employees in the tight labour market, 

employers need to treat people as their most important asset. For example in Uganda, 

there are many qualified teachers but few are willing to teach (Liang, 2001); thus the 

problem is not with the supply but rather the attraction and retention of the teaching 

workforce.

In line with this, the relationship between satisfaction and turnover has been 

consistently found in many turnover studies (Lum, Kervin, Clark, Reid, & Sirola, 1998). 

In a New Zealand study, Boxall, Macky, & Rasmussen (2003) found that the main 

reason by far for people leaving their employers was for more interesting work 

elsewhere.

In a study conducted to establish the satisfaction of support staff in twelve Ohio 

libraries, Parmer and East (1993) found that these workers were strongly satisfied in the 

areas of supervision, co-workers, work benefits, and pay, but were dissatisfied with 

operational procedures, communication, contingent rewards (sense of appreciation and 

recognition) and opportunities for promotion. Similar findings were reported by Voelck 

(1995) with the exception of pay which was viewed to be dissatisfying.

According to Makin, Cooper, and Cox (1996), employees’ satisfaction with aspects of 

their jobs may influence their motivation, which in turn could affect their performance. 

However, laffaldano and Muchinsky (1985) found a correlation of only 0.17 between 

job satisfaction and performance. This is in line with the opinion expressed by Basset 

(1994) that it is not a guarantee that a more satisfied employee will necessarily be a 

more productive employee nor is it that job satisfaction is a result of high performance. 

Thus, it could be argued that the relationship between job satisfaction and performance 

depend on specific circumstances such as mood and employee level within the 

organisation. This is in agreement with Organ (1988) who indicated that the relationship

28



between the two constructs follows the social exchange theory, that is, employee 

performance is giving back to the organisation from which they get their satisfaction.

Organisational Commitment and Performance
Previous research has consistently defined organisational commitment in terms of the 

relative strength of an individual’s identification with and involvement in an 

organisation, acceptance of the organisation’s goals and willingness to exert effort to 

remain in that organisation (Aranya & Ferris, 1984; Mowday, Porter, & Steers, 1982). 

However, Meyer and Allen (1991) suggest that commitment comprises three separate 

components, each of which reflecting a unique underlying psychological state. They 

describe each of these commitment forms as follows:

(1) Affective commitment refers to the employee’ attachment to, 

identification with and involvement in the organisation. Employees 

with a strong affective commitment continue employment with the 

organisation because they want to do so.

(2) Continuance commitment refers to the awareness of the costs 

associated with leaving the organisation. Employees whose primary 

link to the organisation is based on continuance commitment remain 

because they need to do so.

Finally, (2) normative commitment reflects a feeling of obligation to 

continue employment. Employees with a high level of normative 

commitment feel that they ought to remain with the organisation 

(P-67).

They further suggest that individuals may display each of these forms of commitment to 

varying degrees. Recent meta-analytic studies show that each of these forms of 

commitment is associated with labour turnover and intentions to leave the organisation 

but suggest that a stronger relationship exists between affective commitment and a 

range of desirable employee outcomes such as attendance, job performance, stress, 

health, and work-non work conflict (Meyer, Stanley, Herscoritch, & Topolnytsky, 

2002).

A significant amount of research into work organisations has found supportive evidence 

that organisational commitment is related to or is predictive of a number of behavioural
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outcomes including various aspects of work performance and withdrawal behaviour 

(Mowday, Porter, & Steers, 1982). Porters, Steers, Mowday and Boulin (1999), in their 

pioneer study of psychiatric technicians, reported that organisational commitment was 

better able to discriminate between ‘stayers’ and ‘leavers’ than were various 

components of job satisfaction. Lum, et al. (1998) found a significant association 

between organisational commitment and turnover intentions, a link between 

commitment and actual turnover while Griffeth, Horn, and Gaertner (2000) showed that 

organisational commitment was a better predictor of turnover than overall job 

satisfaction.

Similarly, Reichers (1985) reported the findings of 11 studies where organisational 

eommitment was found to be negatively associated with turnover and other withdrawal 

behaviours, including increased absenteeism, tardiness, and decreased job performance. 

A substantial number of studies in a variety of work organisations have reported similar 

relationships between organisational commitment and employee turnover (Arnold & 

Davey, 1999; Lease, 1998; Riordan & Griffeth, 1995). The relationship between 

organisational commitment and performance may imply that individuals with high 

commitment to the organisation view the pursuit of organisational goals as important 

whereas those with low organisational commitment are primarily interested in pursuing 

self-interest.

Work Ethic and Performance
Work ethic is a cultural norm that advocates being personally accountable and 

responsible for the work that one does and is based on a belief that work has intrinsic 

value (Colson & Eckerd, 1991). There is a common agreement among the findings 

regarding a significant positive association between work ethic and job performance. 

Hill and Petty (1995) for example reported employers’ outery and complaints of their 

inability to locate employees who were reliable, drug-free, motivated and possessing a 

work ethic. They recommend that work ethic should be an area that schools in general 

and vocational education in particular should focus on since it is something needed for 

job success:

"The elements of work ethic that are of greatest significance in the

preparation of people for work are attitudes and behaviours ascribed
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to work rather than sectarian belief system that inculcates these 

characteristics. ”(p.60).

One of the functions of schools is to foster student understanding of cultural norms. 

Vocational education, for example, has a stated goal of promoting the work ethic 

(Miller, 1985). Similarly, Reubens (1974) observed that one of the highest priorities for 

high school education should be the inculcation of good work attitudes. However, in the 

absence of early socialization, which supports good work attitudes, schools should not 

be expected to transform a young person’s work orientation. Secondary education 

should instead enlighten students about what the work ethic is, and why it is important 

for one to succeed in the contemporary work place. Due to this disparity between skills 

level and appropriate work ethic values, the technical institutes within Georgia 

Department of Technical and Adult Education (GDTAE) system incorporated the 

concept of work ethics into their curriculum covering the major components of work 

ethic values of attendance and punctuality, integrity and honesty, productivity, 

cooperativeness and team work, responsiveness to supervision, adherence to policies, 

proper use of tools and resources, and observance of safety provisions (Boatwright & 

Slate, 2000).

Brauchle and Azam (2004) have argued that it is more important to keep a job than to 

obtain it. To obtain a job, positive work attributes may or may not be necessary, but to 

keep a job, positive work attitudes are essential. They provide evidence that 

approximately 87 percent of persons who lose their jobs or fail to be promoted do so 

due to improper work habits and attitudes rather than insufficient job skills and 

knowledge.

Job Involvement and Performance
According to Kanungo (1982), job involvement is the extent to which individuals 

psychologically identify with their present job. Accordingly, therefore, four different 

conceptualisations of the construct of job involvement can be inferred. They are that a 

person is involved:

a) when work to him is a central life interest,

b) when he actively participates in his job,

c) when he perceives performance as central to his self-esteem, 

and
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d) when he perceives performance as consistent with his self-concept

Numerous research findings concur about these associations between job involvement 

and performance. Individuals who are positively involved in their job feel competent 

and successful at work, believe that personal and organisational goals are compatible, 

and even tend to attribute positive work outcomes to internal and personally 

controllable factors (Chay & Aryee, 1999). Job involvement is also associated with a 

record of regular attendance and punctuality as well as positive affect and a sense of 

optimism about an organisation’s future (Riipinen, 1997). In related studies, job 

involvement has been found to correlate negatively with absence from work (Wegge, 

Schmidt, Dick, & Parkes, 2004).

Relationship among Occupational Attitudes
Morrow (1993) found that w'ork attitudes have reciprocal commitments among 

themselves. The most basic work attitude, the one with the smallest ability for influence 

and change, is the work ethic (Fumham, 1990). Work ethic is the extent to which one 

believes that hard work is important and that leisure time and excess money are 

detrimental (Morrow, 1993).

In a study by Lum et al. (1998) of paediatric nurses, it was found that satisfaction 

indirectly influences turnover in that it influences commitment and hence turnover 

intentions. Elangovan (2001) also found the notion of job satisfaction and organisational 

commitment causally related. His study indicated that there were strong causal links 

between stress and satisfaction (higher stress leads to lower satisfaction) and between 

satisfaction and commitment (lower satisfaction leads to lower commitment). In earlier 

studies, Glisson and Durick (1988) also found that employee morale is a combination of 

both satisfaction and commitment. That is, both an attachment to an organisation 

(commitment) and a positive reaction to one’s specific job within the organisation 

(satisfaction) are necessary for high morale. Similarly, Mulinge (2000), in his study 

among agricultural technicians in Kenya, found a significantly high positive relationship 

between job satisfaction and organisational commitment, though there were differences 

between public and private sectors.
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With regard to work ethic and job involvement, Randall and Cote (1991) found that 

work ethic will influence job involvement in as far as this characteristic is so basic and 

rooted within the worker that it will make him invest in his occupation and therefore 

will generate high job involvement. Whereas significant relationships between work 

ethic and job involvement were obtained by Yousef (2001), Carmeli and Gefen (2005) 

found no significant relationship between the two variables.

Job involvement and job satisfaction have also been found to be positively correlated by 

a number of studies (Carson, Carson, & Bedeian, 1995; Wegge, et al. 2004). 

Apparently, highly involved individuals are also satisfied with their jobs, are in 

characteristic positive moods at work, and are highly committed to their employing 

organisations, careers, and professions. However, Udo, et al. (1997) obtained a weak 

correlation between the two variables.

Research evidence also indicates a significant positive relationship between work ethic 

and organisational commitment (Carmeli & Gefen, 2005; Yousef, 2001; Morrow, 

1993); and between work ethic and job satisfaction (Saks, Mudrack, & Ashforth, 1996; 

Yousef, 2001).

Generally, most available literature on occupational attitudes supports the existence of 

relationships among the occupational attitudes of job satisfaction, job involvement, 

organisational commitment and work ethic.

Statement of the problem
In many parts of sub-Saharan Africa, the projected demand for secondary teachers 

exceeds projected supply, in some cases by substantial amounts (Mulkeen, Chapman, & 

Dejaeghere, 2004). In Uganda, a number of factors contribute to this disparity between 

demand and supply including: high rates of teacher attrition, a variety of unattractive 

conditions including perceived low salary, arbitrary teacher development systems, 

unattractive work locations, unprofessional treatment, lack of professional development 

opportunities and insufficient support supervision (Liang, 2001). Thus the paradox in 

Uganda is that there are many trained teachers but few are willing to teach.
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This situation is aggravated by the devastating effects of HIV/AIDS which directly 

and/or indirectly affects teachers. It is widely argued that school teachers in sub-Saharan 

Africa are being and will continue to be particularly affected by the AIDS epidemic 

(ECA, 2000). Due to the physical and psychological effects of the epidemic, teacher 

morale and motivation is adversely affected.

Bennell (2004) notes that in Low Income Countries (LICs), low teacher motivation is 

reflected in deteriorating standards of professional conduct, including serious 

misbehaviour (in and outside of work) and poor professional performance. There are 

incidences of sexual relationships between teachers and their students (“sugar daddies”); 

teacher absenteeism is unacceptably high and rising; time on task is low and falling; and 

teaching practices are characterised by limited effort with heavy reliance on traditional 

teacher-centred practices. Teachers are devoting less and less time to extra-curricular 

activities, teaching preparation and marking. The 2004 World Development report 

(cited in Bennell, 2004) neatly summarises these concerns about teachers:

“Cases of malfeasance among teachers are distressingly present in 

many settings: teachers show up drunk, are physically abusive, or 

simply do nothing! This is not low-quality teaching-it is not teaching 

at all!”p.8.

This precarious situation calls for urgent intervention in most sub-Saharan countries lest 

the teaching profession remains lagging behind as there will be increased cases of 

absenteeism, attrition and other forms of unprofessional conduct by teachers 

subsequently culminating into very low standards of education that will produce a semi

skilled and incompetent labour force. This study sets out to clearly establish the 

situation on the ground among secondary school teachers in Uganda and suggests ways 

in which it can be addressed.

Conceptual framework
The success and quality of secondary education depends, at least in part, on highly 

motivated teachers. Figure 1 presents a schematic of interrelationships that have been 

discussed in the literature review. It also places these overall relationships in the context 

of HIV/AIDS as a factor that may influence them. The HIV/AIDS context may largely
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impact teachers’ level of motivation which in turn may influence their occupational 

attitudes, both of which may have an effect on one’s job performance.

Figure I: Hypothesised model of inimlationships ctmtmg variables

The above model, unlike most models and theories of motivation which exist today that 

mainly highlight the cognitive and personal determinants of motivation (Pintrich, 2000), 

incorporates the context of HIV/IDS as instrumental in determining an individual’s job 

performance, mediated through one’s motivation and occupational work attitudes.

We know that motivation levels may influence one’s occupational attitudes, 

subsequently affecting the way a person performs a task (Harackiewicz, Barron, Carter, 

Lehto, & Elliot, 1997). Most motivation theories emphasise that individuals aspire to 

attain competence or strive to avoid incompetence in their performance.

The model further indicates an interaction between occupational attitudes and 

performance. Research findings (Matsiko, 2005; & Nantamu, 2005) show that 

occupational attitudes have positive relationships with organisational citizenship 

behaviour, which is a performance measure. Organisational commitment, as a 

determinant of work outcomes, explains turnover intentions, absenteeism, and actual 

turnover (Sagie, 1998), organisation citizenship behaviour (OCB) (Organ, 1990), and 

job performance (Brett, Cron, & Slocum, 1995). According to Yolanda (2000), job
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committed and satisfied employees are associated with better organisational 

performance.

Theory and Process

The model suggests that the perception of the HIV/AIDS context has a direct effect on 

job performance. This might be because an environment where HIV/AIDS is seen as a 

threat is somehow felt to be less secure and supportive.

However, the model also suggests indirect effects of this perception on job performance 

through the mediating variables of motivation and occupational attitudes of job 

satisfaction, job involvement, organizational commitment and work ethic. Clearly an 

environment where HIV/AIDS is seen as a threat may be demotivating because 

colleagues and students are affected by it and/or because it may subsequently increase 

work load and work stress. These effects, as the model indicates, may however be 

mediated through low motivation, less job involvement, lower job satisfaction, reduced 

work commitment or less positive work ethic. Thus, the model further recognises that 

motivation and occupational attitudes directly affect job performance.

The model process is that all variables in the study are seen to be working closely 

together. The model suggests that there may an interlocking relationship between the 

four occupational attitudes. While this research will test the independence of these 

related occupational attitudes, the review of literature has suggested that each of these 

occupational attitudes affects job performance independently of each other.

Research questions
The study was guided by the following research question:

1. What psychological factors contribute to the work performance of secondary school 

teachers in Uganda?

2. To what extent does HIV/AIDS impact secondary school teacher motivation, 

occupational attitudes and performance?

Research hypotheses
The study was guided by the following research hypotheses: Among Ugandan 

secondary school teachers:
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1. HIV/AIDS perception significantly predicts motivation (more specifically, high 

scores on HIV/AIDS perception will be associated with low scores on motivation)

2. There is a significant relationship between HIV/AIDS perception and occupational 

attitudes (high scores on HIV/AIDS perception will be associated with low scores on 

occupational attitudes).

3. HIV/AIDS perception significantly predicts job performance (high scores on 

HIV/AIDS perception correspond to low scores on job perfoemance)

4. There is a significant positive relationship between motivation and occupational 

attitudes (specifically, high scores on motivation will be associated with high scores on 

occupational attitudes).

5. There is a significant positive relationship between motivation and job performance 

(specifically, high scores on motivation will be associated with high scores on job 

performance).

6. Occupational attitudes significantly relate to job performance (high scores on 

occupational attitudes will be associated with high scores on job performance).

7. There is a very high significant positive relationship between the occupational 

attitudes of job satisfaction, job involvement, organizational commitment and work 

ethic.
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CHAPTER TWO
METHODOLOGY

Introduction
This chapter presents the research methodology employed in the study. It ineludes the 

methodological concerns of study design, sampling, instruments, quality control 

(validity and reliability), procedure, data management and analysis, and ethical 

considerations.

Research design
The research employed exploratory and cross-sectional survey designs using both 

quantitative and qualitative approaches. It was exploratory in the sense that it was meant 

to explore teacher motivation in the context of HIV/AIDS in Uganda, an area that 

previous researches have not addressed at all. The participants were first randomly 

selected by the researcher and then eross-sectioning was done according to their 

demographic characteristics.

Sampling
The respondents in the study were mainly secondary school teachers drawn from 

sehools in two out of the four regions of the country, that is. Central and South-Western.

Phase One: In the first phase of the study, three discussion groups with 8, 9 and eleven 

members respectively were condueted by the researcher with the assistance of a co

facilitator. The participants for each group were mobilized by their fellow teachers 

(using a convenience sampling technique of teaehers from schools within the same 

localities) whom the researcher had requested for this assistance. The discussions were 

exploratory in nature as they enabled individual participants to freely discuss their 

opinions and feelings regarding the issues that affect them as teachers. This enabled the 

researeher to identify those factors that seemed to be salient to teachers regarding job 

performance and the impaet of HIV/AIDS in the workplaee.

Phase two: In the second phase, the researcher selected 10 government schools and 10 

privately owned schools from each region, making a total of 40 schools (using simple 

random sampling). The lottery method of simple random sampling was used to pick the 

required number of schools. First, each of the schools in a given category (government
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or private) was written down on a piece of paper. These pieces of papers were then 

placed in a container, mixed thoroughly and shaken up to avoid bias. Then the 

researcher proceeded to pick the pieces of paper from the container one at a time until 

the desired number of schools was obtained. This sampling technique was deemed to be 

appropriate because it was easy for the researcher to obtain lists of all government and 

privately owned schools from the regional education offices from where the required 

representative number of schools was selected. Tlhe choice of the regions and the type of 

schools was premised on the fact that there are (ostensibly distinct differences between 

schools in the rural and urban settings; and government and private owned schools in 

terms of infrastructure, support systems, and other facilities; thus teachers in these 

environments may be motivated differently and perform differently as well. From each 

school, 12 teachers were selected by the researcher using simple random sampling. The 

researcher visited each school during break or lumch time so as to find “all” teachers in 

the staff room. He assigned unique random numbers to the teachers and then using the 

lottery method, the selected teachers were included in the sample. However, in almost 

all the schools, there were more male than fern,ale teachers. Thus, in all, the targeted 

sample (those who were given the questionnaire.'s) was 240 teachers per region making 

up a total of 480 respondents but 410 (244 males, 163 females, and 3 uncategorised) 

returned the filled-in questionnaires. The sample demographics indicating means and 

standard deviations are described in more detail in chapter 5.

Instruments
Phase one: In the first phase of the study, three group discussions were conducted 

during which open questions, meant to identify the range of motivating and de

motivating factors, were asked. There were also questions that explored the extent to 

which HIV/AIDS has impacted secondary sichool teacher motivation and in a 

brainstorm, the participants generated a number of job performance indicators. (See 

Appendix C-Group discussion guide). Most of the data gathered in this phase were used 

to design a larger cross-sectional survey questiomnaire for phase two exploring teacher 

motivation, occupational attitudes and performamce among secondary school teachers; 

while others were qualitatively analysed to provide answers to some research questions.

Phase two: In the second phase, the study used a self-administered questionnaire 

(Appendix E) to collect data from the teachers (the main respondents). The
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questionnaire contained seven main sections (scales) and 4 additional open ended 

questions as follows:

Section A: Background information: gender had two levels of male and female and was 

coded 1 and 2 respectively; age in years was categorized as: below 25, 25-29, 30-34, 35- 

39, 40-44, 45-49, and 50 and above (scored 1 through 7); educational level was 

categorized as: s.6 leaver, Diploma, First Degree, and Masters and was scored 1 through 

4 respectively; and tenure (experience in years) was categorized as: below 3, 3-5, 6-8, 9- 

11, and 12 and above and was scored 1 through 5 respectively. The type of school had 

two levels of “govemmenf’ and “private” and was coded 1 and 2 respectively. School 

location was coded 1 for urban and 2 for rural whereas with nature of school, single 

boys was scored 1, single girls 2 and mixed 3.

Sections B, C, D, E, F, G and H had items covering motivation, HIV/AIDS perception, 

occupational attitudes and job performance. These were constructed by the researcher 

(taking into account the data generated in the discussion groups, a review of the relevant 

literature and guided by the available standardized instruments) ensuring their 

appropriateness and relevance to the Ugandan situation.

Section B is a scale measuring teacher’s level of motivation. The scale had 23 items 

adapted from Spence and Helmreich (1983) and modified, with five-point agree- 

disagree responses which were scored 1 to 5 and summed. Thus, the possible range of 

scores is between 24 and 120 with a high score indicating a high level of motivation. 

One item on the scale, “I would rather do something at which I feel confident and 

relaxed than something which is challenging and difficult”, was reverse scored. Other 

sample items on the scale were “I am confident in achieving my set goals even when 

there are obstacles to overcome”, “I easily adapt to new work conditions”, and “I like to 

work hard”.

Section C had 19 items which required respondents to rate the extent to which the 

HIV/AIDS work environment factors impact their work using five-point not important- 

important response options which were scored 1 to 5 and totaled. With a range of scores 

being from 19 to 95, a high and low score indicated the perception of the HIV/AIDS 

context as motivating and de-motivating respeetively. All the 19 items on the scale were 

constructed by the researcher using the data generated during the first phase of the study
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and out of these, nine were reverse seored. Some of the sample items on the seale were 

“Personal survival”, “ empathy for the children”, “Lower risk of infection because of 

working with children/teenagers” and “Inadequate medical services to those infected”.

Section D: This job satisfaction scale had 26 items most of which were adapted from the 

overall job satisfaction scale (Warr, Cook, & Wall, 1979) and Mirmesota Satisfaction 

Questionnaire (Weiss, Dawis, England, & Lofquist, as cited in Cook, Hepworth, Wall & 

Warr, 1981) and modified. These items required respondents to indicate the extent to 

which they were satisfied with the various aspects of their job such as physical working 

conditions, working relations with their fellow teachers, salary, job security etc. and had 

five response options ranging from not satisfied to extremely satisfied scored 1 through 

5 respectively. Thus a possible range of scores was between 26 and 130 with a high 

score indicating high levels of job satisfaction.

Section E had a measure of job involvement with 16 items most of which were adapted 

from the scale by Lodahl and Kejner (cited in Cook et al. 1981) and modified. The 

items requested respondents to indicate how they rated themselves in their work such as 

“I always stay overtime to finish a task, even if I am not paid for if’, I usually show up 

for work a little early in order to get things read>'”, and “I feel depressed when I fail at 

something connected with my work”. The response dimension runs from Strongly 

disagree to Strongly agree, scored from 1 to 5 and summed-thus the range of scores was 

between 16 and 80 with a high score indicating high job involvement. Four of the items 

were reverse scored.

Section F comprised the 22-item organisational commitment scale with most items 

adapted from the existing standardized Organisational Commitment Questionnaire 

(Porter and Smith, as cited in Cook, et al. 1981) and modified. The respondents were 

asked to indicate (using five-point responses of disagree-agree and scored Ito 5) the 

extent to which they were committed to their schools. Ten of the items were reverse 

scored. The total seore range was between 22 and 110 with a high seore indieating high 

organisational commitment.

Section G had the 21-item protestant work ethic measure with most of the items adapted 

from the Mirels and Garrett’s (cited in Cook, et al. 1981) protestant ethic Scale and
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modified. Five of the items were reverse-scored. The scale had a five-point disagree- 

agree response options scored 1 through 5, and the scale score obtained by summing up 

all the 21 items. High scores indicate reflect high protestant work ethic.

Section H was a 28-item job performance scale that was constructed using the data 

generated from phase one. The respondents were requested to indicate how often they 

did/participated in certain activities that reflected their level of performance for example 

employing learner-centered teaching methods, doing research/further study in my area 

of study, attending educational workshops, participating in co-curricular activities, and 

covering syllabus in time. Their responses ranged from Almost never to Always and 

were scored 1 through 5 and summed. The score range was therefore between 28 and 

140 with high scores indicating high level of performance.

The 3 additional open ended questions sought to establish intention to leave the teaching 

profession, ranking the motivational and demotivational aspects of the respondents’ 

work respectively.

Quality Control Measures

In order to ensure adequate quality of the research results, the consistency (reliability) 

and accuracy (validity) of the research instruments were established.

Validity

Joppe (as cited in Golafshani, 2003) provides the following explanation of what validity 

is in quantitative research:

Validity determines whether the research truly measures that which it 

was intended to measure or how truthful the research results are. In 

other words, does the research instrument allow you to hit “the bull’s 

eye” of your research object? Researchers generally determine 

validity by asking questions ... (p.599).

For the first phase of this research, the researcher discussed the group discussion guide 

with the research supervisors in order to determine it’s validity before it was used.
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For the second phase of the study, the main instrument (questionnaire) was pre-tested in 

a pilot study. The respondents in the pilot commented on the question wording, sentence 

construction, and other issues regarding the readability and suitability of the instrument. 

The instrument was also examined by selected competent research fellows (who are 

familiar with issues of instrument construction), including the research supervisors, in 

order to judge whether the items were appropriate and adequate for measuring what 

they were meant to measure and whether they represented an adequate sample of the 

domain of behaviour under investigation. The comments and suggestions obtained from 

the respondents and experts were incorporated into the final questionnaire design and 

wording. This approach ensured the content-related validity of the instrument with 

subsequent analysis supporting predictive validity.

Reliability
Joppe (as cited in Golafshani, 2003) defines reliability as

...the extent to which results are consistent overtime and an accurate 

representation of the total population under study is referred to as 

reliability and if the results of a study can be reproduced under 

similar methodology, then the research instrument is considered to be 

reliable, (p.598).

As for the reliability of the scales in the present study, data from the pilot were scored 

and coded. They were then randomly divided into two parts and all possible split-half 

estimates of reliability computed as also recommended by Ary, Jacobs & Razavieh, 

(1990). Then, the standardized Cronbach’s alpha was computed to determine the 

coefficient of reliability of each scale and this yielded the following results: Section B 

(Motivation) = 0.78; Section C (HIV/AIDS) = 0.63; Section D (Job Satisfaction) = 0.94; 

Section E (Job Involvement) = 0.74; Section F (Organisational Commitment) = 0.83; 

Section G (Work Ethic) = 0.68; and Section H (Job Performance) = 0.88. These are high 

reliabilities implying that the scales were consistent enough with what they were 

intended to measure.

Procedure
The researcher obtained a letter of introduction from the Head, School of Psychology, 

Trinity College Dublin, introducing the former to the Ministry of Education and Sports 

and the two Regional Education Officers in Uganda permitting him to access the
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schools in their region and introducing him to the Head teachers of the identified 

schools to participate in the study (Appendix I).

Upon appointments with the Head teachers of the selected schools, the researcher went 

directly to the schools where:

(a) In the first phase, he conducted group discussions with the selected teachers. Prior to 

the diseussions, the researcher had appointed some teachers (on the basis of his 

knowledge of their mobilization skills and abilities) and requested them to mobilize 

their colleagues for the discussions. All the three meetings took place in a staff room of 

a selected school after classes-this was deemed very conducive as compared with an 

environment that would be new and strange to the teachers and the timing was 

appropriate given that all the other teachers had already left school and students were 

attending to co-curricular activities like sports. At the start of every meeting, the 

researcher introduced himself and the co-facilitator (an experienced teacher whom the 

researcher had chosen to help him in taking down comprehensive notes during the 

discussions) and requested the members to do the same. Then, the researcher addressed 
issues of confidentiality, explained the purpose of the meeting, and relayed the format 

of the discussion and duration (how long it would take) and other logistical issues. At 

the end of every meeting, the researcher thanked the participants for the useful 

information they provided, their time and patience and encouraged them to participate 

in the larger survey. The researcher and the co-facilitator later cross-checked their notes 

for consistency and accuracy of information (Appendices A, B, and D).

In the second phase, the researcher, with the help of research assistants, went to each 

school where they first introduced themselves to the sehool administrator. The school 

administrator guided them to the staff room (at break or lunch time) and introduced 

them to the teachers. After briefing the teachers about the purpose of the study, the 

ethical considerations involved and the questionnaire structure and the response format, 

the researcher/research assistant gave out the questionnaires to the selected respondents 

whom he requested to fill and return them (sealed in the envelopes provided to them by 

the researcher) to the school Administrative secretary, from whom the researcher 

collected them the next day or thereafter. In order to encourage participants to complete 

the questionnaires fully and return them, each participant was to be given a monetary
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compensation of 20,000/= ($10) upon return of the questionnaire. Out of the 500 

questionnaires given out, 410 (82%) were returned.

Data Management and analysis
Data from the group discussions were transcribed, word processed and analysed using 

thematic analysis technique. Some of the data were used in the construction of the 

survey questionnaire for phase two of the research.

The data obtained from the teachers questionnaire (in the second phase of the study), 

were entered into the computer using SPSS program. Frequencies were run to check 

whether the data were entered and coded properly. Exploratory factor analysis was run 

to establish the different components of the major variables and a one-way Analysis of 

Variance (ANOVA) to test whether there were significant statistical differences 

between the sample mean scores on the different aspects measured. The Pearson 

Product Moment Correlation Coefficient technique was used to test the relationship 

between the study variables and partially test the postulated hypotheses. Multiple 

regression analysis was then conducted in order to determine the relative strength of the 

various predictor variables (Independent variables) on the main criterion variable 

(dependent variable) and the relationship between the two. The final analysis to be 

conducted was path analysis using Mplus to establish the direct and indirect effects of 

the variables and to test the general structural model.

Ethical Approval and Procedures
The researcher sought and was granted permission to carry out the study from the Ethics 

Committees of the School of Psychology, Trinity College Dublin (Appendix F) and 

School of Education, Makerere University (Appendix G). Permission was also sought 

from and granted by the Head teachers of the schools in which the researeh was to be 

conducted (Appendix H). Prior to the group discussions and the administration of the 

questionnaires, the researcher briefed partieipants about the purpose of the study, the 

nature of their participation, and the estimated duration of the exercise. They were, then, 

asked to give their informed consent to partieipate in the study (Appendix B). 

Participants were assured that their responses would be handled with utmost 

confidentiality and would not at any one point in time be identified with them 

personally, nor influence their present or future employment with their schools. In order
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to protect their identities, participants were asked not to write their names on the 

questionnaires nor the names of their schools.
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CHAPTER THREE
RESULTS: OUTCOME OF THE PREPARATORY GROUP

DISCUSSIONS
The first phase of the study comprised three group discussions out of which the 

researcher generated a range of information regarding the impact of HIV/AIDS on 

education, teacher motivational and de-motivational factors, and teacher performance 

indicators. The discussions were basically preparatory in the sense that they were 

essential for providing useful insight and understanding to the researcher of the 

contextual realities within which secondary school teachers in Uganda operate and in 

the construction of the final questionnaire for the main study. Each of the three groups 

consisted of 8, 9 and 11 secondary school teachers respectively. These were selected 

from schools within neighbourhoods in the selected regions. The data gathered were 

analysed using thematic analysis. After the group discussions, the researcher and the 

recorder met to review and complete the field notes taken during the discussions. The 

researcher and his assistant then evaluated the notes in order to identify common trends 

in the data and all the data that relate to the already classified patterns. The researcher 

then came up with a transcript with clearly labelled themes into which data gathered 

from the three groups were fitted. Themes are defined as units derived from patterns 

such as “conversation topics, vocabulary, recurring activities, meanings, feelings, or 

folk sayings and proverbs.” (Taylor & Bogdan, 1984, p.l31). Themes are identified by 

“bringing together components or fragments of ideas or experiences, which often are 

meaningless when viewed alone.” (Leininger, 1985, p.60). There were four major 

themes/topics and a number of sub-topics as presented in Table 1.
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Other topics/sub-themes arising:
Education as first priority course of study 

Opting out of teaching given alternative employment 

Why focus on teachers while addressing HIV/AIDS issues 

What would motivate teachers to screen for HIV/AIDS test 

“Sugar-daddy vis-a-vis sugar-mammy” concept 

Community perception of HIV positive teachers 

Support serviees for HIV/AIDS in schools and districts

Role of schools and government in mitigating HIV/AIDS impact on teacher 

motivation

Attraction to teaching:
In a brainstorm, the three groups generated a number of factors that attract people to the 

teaching profession. These factors can be categorised into financial and social. Of the 

financial factors, poverty (as a driving push into the profession) had great emphasis in 

all the three groups. They reported that most teachers hail from humble backgrounds 

whose financial base is so weak that they could not afford to take their children into 

good schools or expensive courses. In situations where a family does not have adequate 

resources or fees for the child to advance beyond Senior four or Senior six, the child is 

diverted to Primary Teacher Colleges (PTCs) or National Teacher Colleges (NTCs) 

which are much cheaper and affordable compared to University education or any other 

advanced studies. Consequently, upon completion of the PTC or NTC, one finds 

him/herself into teaching and uses his/her savings from the meagre salary to upgrade to 

a degree level in the same profession. Another factor identified was the high 

opportunities for employment. Unlike in most other fields, it is comparatively easier to 

obtain employment as a teacher after successfully completing the course of study. Other 

financial factors discussed included failure to get anything better to do (they thus join 

teaching as a last resort), long holidays with pay, some fringe benefits for example 

housing, water, electricity and food, and high chances of securing government 

sponsorship at the time of admission to Universities and Colleges.

Of the social factors, most participants in all groups contended that teaching is less 

tiresome compared to most other trades. The daily workload is not as heavy as in other 

fields and there are holidays almost every three months! They further reported the
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respect and dignity associated with the teaching profession as one of the driving factors. 

They said teachers command a lot of respect from their students, parents and the 

communities in which they serve. It was also revealed that some teachers are attracted 

into it by the positive role models especially those whose parents were/are teachers and 

they were considered successful. This family influence, however, accounts for a very 

small proportion of the teachers.

Given the above factors, therefore, it is not surprising that in all the three groups, it is 

only one member in the third group who chose Education as her first choice at the time 

of application for admission into the University! Her explanation was that she got 

inspiration from one of her secondary school teachers who was loved by her students 

and ‘adored’ in the community for her work. Further, all except one member in one 

group said they would opt out of teaching if they got alternative employment (‘all other 

factors being constant’).

HIV/AIDS and Education:
Participants in all the three groups decried the devastating effects HIV/AIDS has had on 

education. On the side of education supply, many trained teachers have died, there is 

reduced productivity from those who are grappling with the disease and many support 

staff, like Inspectors, and Plarming officers, have also died. On the demand side, there 

are so many orphans who cannot afford education or complete schooling, and the pupils 

who are infected and affected are hostile, destructive, isolated, depressed, uninterested 

in learning and are constantly worried since they see no future!

Regarding the issue of why it is important to focus on teachers when addressing the 

HIV/AIDS issue, participants argued that teachers are very important in the fight against 

HIV/AIDS for a number of reasons:

Teachers play a parental role and are closer to children under their care even more than 

biological parents because children spend more time under the teacher’s care than the 

parent’s. They are approachable role models for the children and they have open 

opportunity for continuous sensitisation of pupils and the community. Thus, they need 

to be equipped with knowledge and skills for example guidance and counselling, in 

order to effectively handle those under their care
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There is a wide spread misconception that “AIDS is for those with money!” Teachers, 

especially in rural settings, are considered to be in such a class and so they are highly 

vulnerable to HIV/AIDS.

Infected and affected teachers cannot effectively deliver due to physical weakness, 

desperation, frustration, psychological torture and lack of self-confidence. The cost of 

ARVs is so high that teachers cannot afford it. The public/community has a lot of 

confidence in teachers.

All the members in the three groups agreed that there are teachers who are HIV positive 

but hastened to add that teachers are unwilling to go for Voluntary Counselling and 

Testing (VCT) for fear of stigmatisation. They said if a teacher is seen going for VCT, 

the public draws a conclusion that he/she is HIV positive and so a bad example and risk 

for the children under his/her care-in most cases, parents withdraw their children from 

the school where such a teacher teaches!

Members expressed a need for teachers to go for VCT. Some of the factors they 

identified that could motivate teachers to go for VCT include: Need to plan for the 

future (for example marriage), fear to suffer like the known HIV/AIDS victims, 

experience sharing with people who are HIV positive and how they have gained from 

living positively, sensitisation from the government (though the Ministry of Health and 

other line NGO’s), persistent body weakness, pregnancy, securing alternative 

employment that requires one to be tested, and in cases of mistrust, separation or 

divorce.

On how schools and the communities perceive a teacher who is HIV positive, members 

in all the groups pointed out that schools value a teacher’s usefulness only when he/she 

is alive, strong and able to offer service, there is no special care or attention given to an 

HIV positive teacher, and no guidance and counselling. If anything, such a teacher is 

seen as a liability due to frequent absenteeism and in most cases, those who fall sick are 

immediately replaced. One member cited a scenario where one sick teacher was 

“arrested” (could not be discharged) by the hospital management for failure to pay 

hospital bills! “School managers do not treat teachers as long term contributors of 

society because they believe they are replaceable!” remarked one member.

52



As for the community, members said it blames the victims for their recklessness and 

wrong deeds and judge them to be heading for a shameful death. They are isolated 

(other members of the community cannot freely interact with them). In fact in the 

extreme situations, parents withdraw their children from or do not send them to such 

schools which have victims for fear of their children contracting the disease from them.

As to whether there were support services in schools or district for teachers who are 

HIV positive, members in all groups contended that there are no such services and 

recommended that there was need for focal offices for HIV/AIDS for the education 

sector, provision of adequate medical supplies like ARVs, recruitment of HIV/AIDS 

counsellors in schools and sensitisation through workshops and seminars. Along with 

this, there is also need for the provision of information, education, and communication 

(lEC) materials disseminating information about HIV/AIDS for example posters and 

leaflets should be improved and widely circulated in schools and other public places.

They also noted that transferring of married teachers should be carefully considered for 

example it should be within the same geographical locations to avoid separation for 

long periods of time that might lead to extra marital sexual relations.

Other recommendations made by the teachers included encouraging teachers to go for 

VCT, government encouraging refresher courses for teachers for example in guidance 

and counselling, and government improving on the teachers’ conditions of service for 

example increasing teachers’ salaries and advancing financial support to HIV positive 

victims.

Asked whether teacher-student sexual relationships (“sugar daddy, sugar mummy” 

concept) were a reality in schools, participants in all groups unanimously agreed that it 

was rampant. However, it was more common of male teachers engaging female students 

but very rare of female teachers with male students. A discussion into the reasons for 

this phenomenon revealed that for the teachers who are married, their low incomes often 

lead their wives to indulge with “big shots” (men with lots of money) and they, in turn, 

resort to their students for sexual satisfaction “because students are not expensive for 

they are just lured by simple gifts or presents”, remarked one teacher. Transfers of 

married teachers to places far away from their spouses (thus separating husband and
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wife for long periods) was also cited as one of the contributory causes. Some male 

teachers argued that in most cases they are provoked by students who seduce them for 

example by wearing mini dresses and some directly suggesting a relationship! However, 

it was disheartening to learn that some HIV positive teachers have a vengeful spirit-they 

deliberately lure their students into sex to satisfy their sexual desires as they also 

transmit the disease! One teacher remarked that he had heard some teachers retort, “man 

eateth where he worketh,” so, “why look outside your own garden for food when your 

harvest is rich?”

All the teachers in all the groups concurred that the practice (‘suggar-daddyingVsugar- 

mummying’) was a fast way of transmitting HIV/AIDS from teachers to students and 

vice versa. It is unprofessional, should be condemned and the culprits should not only 

be punished but have their professional certificates withdrawn or cancelled by the 

Teaching Service Commission (TSC). Such action, they said, would serve as a deterrent 

measure against such or similar unprofessional conduct.

Motivational factors:
A number of factors that teachers considered to motivate and de-motivate them in their 

job as teachers given the prevalence of HIV/AIDS were crosscutting for the three 

groups. Of the motivating factors, they discussed job security, lack of alternative 

employment and personal survival as having serious financial implications. They must 

keep on teaching because they need money to enable them to purchase the necessities of 

life, and look after their dependants. A few teachers, it was noted, are motivated by their 

love for the profession. These have empathy for those children whose parents are sick or 

dead, that is, a feeling that one is teaching or helping orphaned children. In cases where 

a teacher may be infected or affected, working in a school environment (a group of 

teachers) may be very comforting and encouraging unlike in other organisations. The 

other motivating factors identified were that teachers stand a lower risk of infection 

because of working with children/teenagers (most of who are innocent) and have 

opportunities to be equipped with the skills of guidance and counselling during training 

and in-service.

Shifting from the motivating factors, these teachers identified a wide range of de

motivating factors to include the following:
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Teachers suffering from HIV/AIDS are discriminated against when it comes to salaries. 

They either have their salaries reduced or they are completely deleted from the pay roll. 

They have all their allowances slashed as well. This is extremely de-motivating, not 

only to the victims but to all the teachers as it may be their turn thereafter.

Isolation and stigmatisation: The sick teachers are looked at as a disgrace to the school 

and the community and people within the environment including students and fellow 

teachers fear getting close to them.

Taking on additional responsibilities of an absentee teacher: When sick teachers or 

teachers who have to attend to their sick relatives are unable to attend to their 

classes/lessons, the other teachers are requested to cover their load. This is more 

discouraging if this comes without additional pay (which is often the case); thus one 

finds himself/herself with too much work but little pay.

Conflict between government policies and the teaching profession: Basically all the 

policies are made from the top down (say the Ministry of Education) and teachers are 

tasked to implement them whether they are meaningful or not. One example cited was 

the recent mandatory introduction of sex education in schools which teachers were 

asked to take on even without any prior training in it. Teachers feel that they are just 

‘used’ as machines and are not recognised as partners in decision-making processes 

regarding educational matters.

Teaching HIV infected and affected children who see no hope in the future, are 

destructive, and disinterested in studying: some of these children are preoccupied with 

negative thoughts about their ‘gloomy’ future and their attention and concentration span 

in class/school is so low. The failure of such and other students is often attributed to the 

teacher, something very de-motivating!

Other demotivating factors identified included inadequate medical services to those 

infected (students, fellow teachers, support staff etc) and segregation within the 

surrounding community. An HIV positive teacher is looked at as a threat to other
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people’s lives especially the students he/she teaches and so the community witch-hunts 

such a teacher until he or she is terminated from the job!

Performance indicators:
All the three groups were tasked to brainstorm on the attributes a teacher considered to 

be an outstanding performer possesses or would possess. Some of these attributes 

include: ability to deal with problems that occur immediately as they occur, accepting 

criticism or corrections in case of mistakes, looking for ways of making work/teaching 

more interesting, effectively time management, using learner-centred methods, and 

preparing schemes of work and lesson plans following the syllabus (see Appendix Q for 

a comprehensive list of these attributes).

Most of these performance indicators were later used in the construction of the job 

performance measure for the main survey.

In summary, the group discussions helped the researcher to generate information 

regarding the impact of HIV/AIDS in the education sector. Much as HIV/AIDS is a 

threat to teachers, most teachers are unwilling to know/reveal their HIV status as this 

may put their job in jeopardy. They would prefer to suffer silently until they are 

physically unable to teach anymore. There are hardly any HIV/AIDS support services in 

schools for those who may be affected by the disease and this appears to demotivate 

teachers. Information regarding the motivating and demotivating factors was also 

generated. The researcher was also able to generate teacher job performance indicators.

The information gathered in the group discussions was thus valuable in itself and in 

generating ideas for inclusion in the main survey. For example the construction of the 

HIV/AIDS perception and job performance measures was solely based on this 

information.

Thus, care should be taken in drawing conclusions about the strength and 

generalisability of the findings as the themes discussed only provide an overview of the 

researcher’s interpretation of the teachers’ views regarding their experiences. Due to 

certain constraints such as inadequate devices for recording, transcribing, and analysing 

the data, the researcher could not do focus groups which would have yielded more 

robust and systematic results.
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CHAPTER FOUR
RESULTS: PSYCHOMETRIC PROPERTIES OF THE MEASURES

Introduction
This section aims at assessing the factor structure of the measures used in the study with 

the purpose of determining their contextual appropriateness and suitability.

In order to evaluate the psychometric properties of the seven measures in the 

questionnaire and closely examine the relationships between the items in each of them, 

factor analytic techniques were employed. The appropriateness of factor analysis for 

each of the measures was determined by the adequacy of the sample size. At the general 

level, it is recommended that factor analysis is suitable where the sample size is greater 

than 100 (Cooper, 1998). Other researchers vary from advocating that the sample size 

needs to be at least 5 times greater than the number of variables (Hair, Anderson, 

Tatham, & Black, 1995), to 10 times greater than the number of variables (Nunally, 
1978). There are other findings indicating that factor analysis is acceptable when the 

sample size is greater than the number of variables as long as the factor loadings are 

high (Barrett & Kline, 1981; Guadagnoli & Velicer, 1988).

The appropriateness of factor analysis for each of the measures was also decided by the 

overall significance of the correlation matrix assessed by the Kaiser-Meyer Olkin 

Measure of Sampling Adequacy (KMO) and the Bartlett Test of Sphericity.

In conducting factor analysis, the ‘principal component’ method of extraction with an 

orthogonal rotation was chosen. It is advocated that the principal component method of 

extraction be used when the objective is to summarise most of the original information 

into a minimum number of factors for prediction purposes (Hair et al, 1995).

Several estimation criteria were employed to make judgments regarding the number of 

factors to be retained including the eigen values (Kaiser, 1961), the scree test (Cattell, 

1966), the percentage of variance explained (Hair et al, 1995), and the interpretability of 

resulting factor structures (Gorsuch, 1983).
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With regard to item selection, items that have factor loadings of .30 or greater are 

considered to meet the minimal level for inclusion; loadings of .40 are considered more 

important, and loadings of .50 or greater are considered practically significant (Hair et 

al, 1995). The constitution of a “significant loading” on a factor can also vary with 

sample size, for example, a loading of .40 or above is considered significant when the 

sample is 200 or higher (Hair et al, 1995). The criteria for retention of an item (for all 

the measures) in this study, therefore, was that it had a loading of .4 or greater on one 

factor. In addition, to ensure a parsimonious solution, where an item loaded on more 

than one factor, it was decided that the difference between factors must be at least .2 to 

retain that item on the factor where it had the higher loading.

Section A: Factor analysis of the Motivation Scale
Using the scree plot (Appendix J), 4 factors were extracted, each with an eigen value of 

greater than 1, which accounted for 40.70% of the variance. The results from the 4- 

factor solution are shown in Table 2.1 below:
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Table 2.1: The loadings (.4 or greater) of each of the 23 items on the 4 
factors from the motivation scale

Motivation items Factor
3

I have a strong desire to attain a high status in my 
personal life and to progress professionally.
I always feel a sense of enjoyment and accomplishment 
as a result of doing my best at work.
I am confident in achieving my set goals even when 
there are obstacles
I am always ready and willing to exert extra effort in 
order to avoid failing at a task
Learning to do something unique gives me a sense of 
satisfaction.
I am always eager and I strive to learn new things, even 
in the absence of external rewards
I place high priority on work and I am uncomfortable 
when I have nothing to do
I prefer to do things that require a high level skill 

I like to be busy all the time.

Organising myself and my work takes priority over 
personal enjoyment /gratification.
Once 1 undertake a task, 1 persist

If 1 am not good at something, I would rather keep 
struggling to master it than move on to something 1 
may be good at.
I like to seek out challenging rather than easy tasks.

I easily adapt to new work situations.

I am able to concentrate on something for along time 
without being distracted by situational influences.
1 prefer to take on difficult tasks with a high risk of 
failure to easy tasks with a low risk of failure
It is important for me to do whatever I'm doing as well 
as I can even if it isn't popular with people around me.
Part of my enjoyment in doing things is improving my 
past performance.
I like to work hard
Doing something better than I have in the past is very 
satisfying.
It annoys me when other people perform better than I 
do
I enjoy being in competition with others.

I would rather do something at which I feel confident 
and relaxed than something which is challenging and 
difficult
Total

% Variance 

Cumulative %

.760

.682

.589

.586

.539

.608

.602

.551

.547

.494

-.481

.695

.594

.560

.548

.521

.679

.606

.489

-.433

4.69 1.65 1.60 1.42

12.39 10.28 10.15 7.87

12.39 22.67 32.83 40.70
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The Kaiser-Meyer-Olkin Measure of Sampling Adequaey was .803 and the overall 

significance of the correlation matrix assessed with the Bartlett test was significant 

where p<.01, suggesting the appropriateness of factor analysis to understand the data at 

hand.

Table 2.1 indicates that motivation was reduced to 4 factors. A total of 5 items loaded 

onto factor 1, which explained 12.39% of the variance. These were: I have a strong 

desire to attain a high status in my personal life and to progress professionally (.760), I 

always feel a sense of enjoyment and accomplishment as a result of doing my best at 

work (.682), I am confident in achieving my set goals even when there are obstacles 

(.589), I am always ready and willing to exert extra effort in order to avoid failing at a 

task (.586), and Learning to do something unique gives me a sense of satisfaction 

(.539). This factor was designated as Achievement.

5 items loaded onto factor 2 and these were: I place high priority on work and I am 

uncomfortable when I have nothing to do (.608), I prefer to do things that require a high 

level skill (.602), I like to be busy all the time (.551), Organising myself and my work 

takes priority over personal enjoyment /gratification (.547), and Once I undertake a task, 

I persist (.494). This factor was designated as Task Involvement.

Factor 3 had 4 items loading onto it. These factors were: I like to seek out challenging 

rather than easy tasks (.695), I easily adapt to new work situations (.594), I am able to 

concentrate on something for along time without being distracted by situational 

influences (.560), and I prefer to take on difficult tasks with a high risk of failure to easy 

tasks with a low risk of failure (.548). This factor was labelled Challenge. The 4 items 

that loaded onto factor 4 were: Part of my enjoyment in doing things is improving my 

past performance (.679), I like to work hard (.606), Doing something better than I have 

in the past is very satisfying (.489), and It annoys me when other people perform better 

than I do (-.433). This factor was named Performance.

The 1 item (It is important for me to do whatever I'm doing as well as I can even if it 

isn't popular with people around me) that loaded almost equally onto 2 factors each and 

the 4 items (I am always eager and I strive to learn new things, even in the absence of 

external rewards. If I am not good at something, I would rather keep struggling to
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master it than move on to something I may be good at, I enjoy being in competition 

with others, and I would rather do something at which I feel confident and relaxed than 

something which is challenging and difficult) that did not load onto any of the factors 

were eliminated in the analysis. Thus, the motivation scale had 18 items with the overall 

internal reliability (Cronbach’s Alpha) of .78. The internal reliabilities for each of the 

subscales are shown in Table 2.2:

Table 2.2: Internal reliability for each of the subscales in the motivation scale and the total 
motivation

Sub-scale Alpha
Achievement .70

Task involvement .66

Challenge .60

Performance .63

Total .78

As can be seen from Table 2.2, apart from Performance, the alpha coefficients of all the 

other sub-scales were acceptably high. The elimination of the item with the lowest 

loading (It annoys me when other people perform better than I do: -.433) from the sub

scale considerably increased its internal reliability from .38 to .63 rendering it 

acceptable as well and increasing the overall seventeen-item motivation scale from .78 

to .79.

The factor structure of the motivation scale is similar to the original motivation scale by 

Spence and Helmreich (1983) whose four factors were identified as mastery, work 

orientation, competition, and personal unconcern. However, after further research, 

Spence and Helmreich found the interaction of the first three factors leading to personal 

excellence and correlated to achievement.

Section B: Factor Analysis of the HIV/AIDS Context Scale
As the HIV/AIDS scale was developed for the purpose of this research, there were no 

pre-existing guidelines for evaluating its psychometric properties. Thus, the scree plot 

(Appendix K) was employed to guide the selection of the number of factors to retain for 

analysis. It suggested taking 4 factors and with a .4 cut-off loading, the eigen values for 

each factor were greater than 1 and the solution accounted for 49.33% of the variance. 

The results from the 4-factor solution are shown in Table 3.1.
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Table 3.1: The loadings (.4 or greater) of each of the 19 items on the 4 
factors from the HIV/AIDS context scale

HIV/AIDS context items
1

Factor
3

Lack of government support to HIV+ teachers

Lack of school support to HIV+ teachers

No respect in society (negative recognition)

Isolation & stigmatisation by the community

Inadequate medical services to those infected 
(students, fellow teachers, parents, etc)
Students' failure attributed to teachers 

Job security
The respect and dignity associated with the teaching 
profession
Some fringe benefits e.g. house, water, electricity, etc

Personal survival 
Love for the profession
Too much work as a result of taking on additional 
responsibilities of an absentee teacher due to 
HIV/AIDS
A feeling that one is teaching children who will die 
soon
Lower risk of infection because of working with 
children / teenagers
Differentiation in salaries and allowances between 
HIV+ and HIV- teachers
Lack of alternative employment

Teaching HIV infected children who tend to be 
destructive and whose level of attention is very low
Skills of guidance and counselling acquired during 
training
Empathy for orphaned children

Total

% Variance 

Cumulative %

.759

.734

.718

.682

.666

-.524
.757

.707

.679

.472

.453

.667

.616

-.616

.570

-.423

.419

.622

.620

4.62 2.03 1.51 1.22

17.24 11.99 11.46 8.64

17.24 29.23 40.69 49.33

The Kaiser-Meyer-Olkin Measure of Sampling Adequacy was .781 and the overall 

significance of the correlation matrix assessed with the Bartlett test was significant 

where p<.01, suggesting the appropriateness of factor analysis to understand the data at 

hand.

Table 3.1 indicates that HIV/AIDS context items were reduced to 4 major factors. A 

total of 6 items loaded onto factor 1, which explained 17.24% of the variance. These
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were: Laek of government support to HIV+ teaehers (.759), Laek of school support to 

HIV+ teachers (.734), No respect in society (negative recognition) (.718), Isolation & 

stigmatisation by the community (.682), Inadequate medical services to those infected 

(students, fellow teachers, parents, etc) (.666), and Students' failure attributed to 

teachers (-.524). This factor was labelled Infrastructural support. The items that loaded 

onto factor 2 were: Job security (.757), The respect and dignity associated with the 

teaching profession (.707), Some fringe benefits e.g. house, water, electricity, etc (.679), 

Personal survival (.472), and Love for the profession (.453) and this factor was named 

Occupational benefits. A total of 6 items loaded onto factor 3. These were: Too much 

work as a result of taking on additional responsibilities of an absentee teacher due to 

HIV/AIDS (.667), A feeling that one is teaching children who will die soon 

(.616),Lower risk of infection because of working with children / teenagers (-.616), 

Differentiation in salaries and allowances between HIV+ and HIV- teachers (.570), 

Lack of alternative employment (-.423), and Teaching HIV infected children who tend 

to be destructive and whose level of attention is very low (.419). This factor was 

labelled Occupational burden. Factor 4 had only 2 items loading onto it, that is. Skills 

of guidance and counselling (.622) and Empathy for orphaned children (.620) and it was 

labelled Pastoral care.

As observed in Table 3.1 above, each of the nineteen items loaded distinctly on the 

three factors with the overall HIV/AIDS context scale having an alpha coefficient of 

.46. In order to enhance the internal reliability coefficients of the overall HIV/AIDS 

context scale and those of the relevant sub-scales, the one item with the lowest loading 

in factor 1, that is. Students failure attributed to teachers (-.524), and the two items with 

the negative loadings on factor 3, that is. Lower risk of infection as a result of working 

with children/teenagers (-.616), and Lack of alternative employment (-.423) were 

eliminated. This elimination increased the alpha coefficients of Infrastructural support 

and Occupation burden sub-scales from .62 to .80 and .16 to .61 respectively, with the 

consequential increase in the internal reliability of the overall sixteen-item HIV/AIDS 

context scale from .46 to .61 which is acceptable. Table 3.2 below shows the internal 

reliability of the total sixteen- item scale and that of the subscales.
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Table 3.2: Internal reliability for the HIV/AIDS context 
scale and the sub-scales

Sub-scale Alpha
Infrastructural support .80

Occupational benefits .69

Occupational burden .61

Pastoral care .51

Total .61

As can be seen from Table 3.2, the internal reliabilities of the Infrastructural support 

and occupational benefits subseales were high, whereas the reliability of the 

occupational burden subscale is considered acceptable and that of pastoral care subscale 

was low. The exclusion of the three items significantly raised the alpha coefficient of 

the entire scale from .46 to .61.

Section C: Factor Analysis of Job Satisfaction Scale
Guided both by the eigen values of greater than 1 and Scree Plot (Appendix L), 5 

factors were retained for analysis which together accounted for 59% of the variance. 

With the loadings of less than .4 suppressed, the results of the 5-factor solution are 

presented in Table 4.1 below:
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Table 4.1: The loadings (.4 or greater) of each of the twenty six items on 
the 5 factors from the Job Satisfaction Scale

Job Satisfaction items Factor

1 2 3 4 5

The way my fellow teachers get along with each other .705

Working relationship with the Headmaster .681

Communication within the school .634

Relations between administration and the staff .625

The way my school is managed .594 .484

Working relations with my fellow teachers .559 .405

The way my department is managed

The way I spend my leisure

.490

.685

.438

The opportunity to use my abilities to the maximum. .668

Social support when in difficulties(e.g sickness, death) .634

My standard of living .595 .432

How I feel about my job in general .526

The district that I work in .519

The freedom to use my Judgement .465 .518

My Job security

Chances for professional growth e.g upgrading
My chances of promotion

.481

.732

.455

My pay/salary .693

My chances for salary increases .661

The attention paid to suggestions I make .495 .504

The amount of work I do .808

The amount of responsibility I am given .687

My hours of work

Freedom to choose my own method of working

.450 .509

.720

Physical working conditions (e.g. staff room, classrooms) .680

The appreciation I get for good work .571

Total 10.30 1.55 1.34 1.18 1.06

% Variance 15.06 14.59 13.19 8.56 7.97

Cumulative % 15.06 29.65 42.84 51.40 59.37

The Kaiser-Meyer-Olkin Measure of Sampling Adequacy was .934 and the overall 

significance of the correlation matrix assessed with the Bartlett test was significant 

(p<.01), suggesting the appropriateness of factor analysis.
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Table 4.1 indicates that Job Satisfaction items were reduced to five major factors. A 

total of 4 items loaded onto factor 1 and these were: The way my fellow teachers get 

along with each other (.705), working relations with the Headmaster (.681), 

communication within the school (.634) and relations between administration and staff 

(.625). This factor was labelled Working relationships. Items loading onto factor 2 

were: The way 1 spend my leisure (.685), the opportunity to use my abilities to the 

maximum (.668) and Social support when in difficulties like sickness and death (.634) 

and this factor was named Working benefits. There were also 3 items loading onto factor 

3 and these were: My chances of promotion (.732), my pay/salary (.693) and my 

chances for salary increases (.661). This 3'^'* factor was labelled Personal benefits. Only 

2 items loaded onto factor 4 and these were: The amount of work I do (.808) and the 

amount of responsibility 1 am given (.687) and this factor was labelled Work load. The 3 

items which loaded onto factor 5 were: Freedom to choose my own method of working 

(.720), physical working conditions (.680) and the appreciation 1 get for good work 

(.571). This factor was named Professional esteem.

As observed in Table 4.1 above, a total of nine items that is, the 8 items that loaded onto 

2 factors each ( the way my school is managed; working relations with my fellow 

teachers; the way my department is managed; my standard of living; the freedom to use 

my judgment; my job security; the attention paid to the suggestions 1 make; and my 

hours of work) and the 1 item (chances of professional growth e.g upgrading) that did 

not load onto any of the factors were eventually omitted in the analysis leaving the scale 

with seventeen items whose overall internal reliability (Cronbach’s Alpha) was .90. 

Table 4.2 below shows the internal reliabilities of the total scale and the subscales.

Table 4.2: Internal reliability for the Job Satisfaction scale and the sub- 
Scales

Sub-scale Alpha
Working relations .80

Work benefits .78

Personal benefits .83

Work load .70

Professional esteem .63

Total .90
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As can be viewed from the above Table 5B, the internal reliabilities of the 4 subscales 

(working relations, work benefits, personal benefits and work load) are very high while 

the reliability of the professional esteem subscale is weak but acceptable.

The Job Satisfaction factor structure is different from the original Overall Job 

Satisfaction Scale (Warr, et al. 1979) and Minessota Satisfaction Questionnaire by 

Weiss, et al. (cited in Cook, et al., 1981) which had only two sub-scales (Extinsic 

satisfaction and intrinsic satisfaction).

Section D: Factor Analysis of Job Involvement Scale
Job Involvement scale had sixteen items and with the guide of both the Eigen values of 

greater than 1 and Scree Plot (Appendix M), these were categorized into 2 factors for 

analysis which together accounted for 35.91% of the variance. With the loadings of less 

than .4 suppressed, the results of the 2-factor solution are presented in Table 5.1.
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Table 5.1: The loadings (.4 or greater) of each of the sixteen items on the 
2 factors from the Job Involvement Scale

Job Involvement items

1

Factor

2

Quite often I feel so bad for mistakes I make in my work .600

I feel depressed when I fail at something connected with my job .581

I usually show up for work a little early in order to get things ready .578

I feel a sense of accomplishment when my students pass very

highly in National exams
.567

My job is one of the most important things I value in my life .543

I enjoy spending extra time with students for consultations even

outside class time
.542

Sometimes I keep awake at night thinking ahead about the next

day's work and working on my schemes of work and lesson plans
.516

1 always stay overtime to finish a task, even if I am not paid for it. .487

I really love and cherish my job .485 .409

Any responsible teacher should always make his/her schemes of

work and lesson plans

I used to care more about my work, but now other things are more

important to me

.446

.764

I tend to avoid taking on extra duties and responsibilities in my

work
.652

To me, my work forms only a small part of who I am -.601

Quite often I feel like staying home from work instead of coming

to school
.594

I have other activities which are more important than my work .588

I would probably keep working even if I didn't need money

Total 4.10 1.65

% Variance 18.90 17.01

Cumulative % 18.90 35.91

The Kaiser-Meyer-Olkin Measure of Sampling Adequaey was .813 and the overall 

signifieance of the correlation matrix assessed with the Bartlett test was significant

(p<.01).

As shown in the Table 5.1 above, the sixteen Job Involvement items were reduced to 2 

factors with 9 and 5 items loading on factors 1 and 2 respectively. 1 item (I really love 

and cherish my job) loaded onto 2 factors and 1 item (I would probably keep working
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even if I didn’t need money) did not load onto any of the factors and thus were excluded 

in the analysis. The selection for inclusion of the number of factors was guided by the 

Kaiser rule of Eigen values of greater than 1 and the Scree Plot.

The 9 items that loaded onto factor 1 relate to the extent to which teachers are 

consciously concerned about their work and thus this factor was labelled Sense of 

responsibility. The items that loaded onto factor 2 were five in number and they all 

suggest the level to which teachers identify themselves with their work. Consequently, 

this factor was designated Identification with work.

With the 3 items (1 loading on 2 factors, 1 not loading on any factor and 1 having a 

negative loading) omitted in the analysis, the scale with thirteen items has the overall 

internal reliability (Cronbach’s Alpha) was .77. Table 5.2 below shows the internal 

reliabilities of the scale and its subscales.

Table 5.2: Internal reliability for the Job Involvement scale and the sub
scales

Sub-scale Alpha

Sense of responsibility .73
Identification with work .70
Total .77

The internal reliabilities for all the 2 sub-scales of the job involvement measure are high 

enough to be considered and so is the alpha coefficient of the overall scale.

The factorial structure of the original Job involvement scale by Lodahl, et al. (cited in 

Cook, et al., 1981) was found to be similar but not identical across the two samples. 

Using Varimax rotation, three interpretable factors emerged for nurses and four for 

engineers. The authors conclude that job involvement as measured by the 20-item 

version is multidimensional and probably has at least three dimensions. Nevertheless, 

they don’t provide further suggestions about possible sub-scales, limiting attention 

instead to their objective of producing a single index.
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Section E: Factor Analysis of the Organisational Commitment scale

Factor analysis condensed the twenty two items on the organizational commitment scale 

into 4 factors as per the Kaiser rule of eigen values of greater than 1 and the scree plot 

guide (Appendix N). This accounted for 48.31% of the variance. As in other scales 

already explained, the .4 cut-off loading was considered. The results from the 4-factor 

solution are shown in Table 6.1 below:

Table 6.1: The loadings (.4 or greater) of each of the 22 items on the 4 
factors from the organisational commitment scale

Organisational Commitment items Factor
1 2 3 4

I am proud to tell others that I am part of this school .825
I talk about my school to my friends as a great school to

work in
.800

I really care a lot about the standards of this school .638
I feel a sense of pride in teaching in this school .637

I am willing to put in a lot of effort beyond that normally

expected in order to help my school to be successful
.636

1 am extremely glad that I chose this school over the others 1

was considering at the time I joined
.598

I really feel as if this school's problems are my problems .521
Few schools can match this one as a good place to live and

work

If another school offered me more money, I would certainly

accept

.428

.652

I wouldn't mind leaving this school for another with better

facilities
.643

If I got a better paying Job with another organisation, I

would certainly leave teaching
.633 .409

Based on my experiences in this school so far, I would be

quite willing to spend the rest of my career here
.465 .541

There is not too much to be gained by sticking to this school .541

For me, this is the best of all the schools to work for

My loyalty is to my work, not to any particular school

The teaching profession is characterised by poverty

.516 .535

.656

I am proud to tell others that I am a teacher by profession .640

Deciding to join the teaching profession was a definite

mistake on my part
.602
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Table 6.1 

continued

Organisational Commitment items 1 2 3 4

Deciding to work for this school was a definite mistake on

my part
.730

1 have no particular feelings or sentiments toward this

school at all
.554

I feel very little loyalty for this school .493

I would not recommend a close friend to join our staff .432 .451

Total 5.49 2.13 1.72 1.30

% Variance 18.94 11.35 9.33 8.69

Cumulative % 18.94 30.29 39.62 48.31

The Kaiser-Meyer-Olkin Measure of Sampling Adequacy for organisational 

commitment was .829 and the overall significance of the correlation matrix assessed 

with the Bartlett test was significant (p<.01).

From Table 6.1 above, it can be seen that the twenty two organisational commitment 

items were compressed into 4 factors. The selection for inclusion of the number of 

factors to be retained was guided by the Kaiser rule of eigen values of greater than 1 and 

the Scree Plot.

A total of 8 items loaded onto factor 1. These were; I am proud to tell others that I am 

part of this school (.825), I talk about my school to my friends as a great school to work 

in (.800), I really care about the standards of this school (.638), I feel a sense of pride in 

teaching in this school (.637), I am willing to put in a lot of effort beyond that normally 

expected in order to help my school to be successful (.636),, I am extremely glad that I 

chose this school over the others I was considering at the time of joining (.598), I really 

feel as if this school’s problems are my problems (.521), and few schools can match this 

one as a good place to live and work (.428). This factor was labelled Identification. Four 

items, that is. If another school offered me more money, I would certainly accept (.652), 

I wouldn’t mind leaving this school for another with better facilities (.643), If I got a 

better paying job with another organisation, I would certainly leave teaching (.633), and 

There is not too much to be gained by sticking to this school (.541) loaded onto factor 2 

and it was named Preparedness to leave as they all related to intentions to quit in case
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of better employment opportunities . Factor 3 also had 3 items loading onto it namely: 

The teaching profession is characterised by poverty (.652), I am proud to tell others that 

I am a teacher by profession (.640), and deciding to join the teaching profession was a 

definite mistake on my part (.610). Given that the 2 items with the highest loadings have 

to do with the pride associated with being a teacher despite the poverty that 

characterises the profession, this factor 3 was labelled Vocational pride. The 3 items 

loading onto factor 4 were: Deciding to work for this school was a definite mistake on 

my part (.730), I have no particular feelings or sentiments toward this school at all 

(.554), and I feel very little loyalty for this school (.493). All the 3 factors pertain to the 

limited degree teachers’ loyalty to their schools and so the factor was named 

Attachment.

The 4 items (Based on my experiences in this school so far, I would be quite willing to 

spend the rest of my career here; For me, this is the best of all the schools to work for; 

My loyalty is to my work not to any particular school; and I would not recommend a 

close friend to join our staff) that loaded on 2 factors each were discarded in the 

analysis leaving the scale with eighteen items whose overall internal reliability 

(Cronbach’s Alpha) was .77. Table 6.2 below shows the internal reliabilities of the scale 

and its subscales.

Table 6.2: Internal reliability for the Organisational Commitment scale and 
the sub - scales

Sub-scale Alpha
Identification .80

Preparedness to leave .67

Vocational pride .56

Attachment .53

Total .80

Table 6.2 indicates that the alpha coefficient for identification sub-scale was very high, 

that of preparedness sub-scale desirable whereas the Vocational pride and Attachment 

sub-scales had very weak internal reliabilities. The overall internal reliability of the 

scale (.80) is very high.
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The original organizational commitment Questionnaire (Porter, et al. 1970) has 15 items 

which were not factor analysed (they were taken as one single factor).

Section F: Factor Analysis of the Work Ethic scale
Guided by the Kaiser rule of eigen value of greater than 1 and the scree plot (Appendix 

O), the work ethic scale was factor analysed into 3 major factors that accounted for 

40.67% of the variance. All the loadings below the .4 cut-off loading were suppressed. 

The results from the 3-factor solution are shown in Table 7.1 below:
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Table 7.1: The loadings (.4 or greater) of each of the 21 items on the 3 
factors from the Work Ethic scale

Work Ethic items Factor
1 2 3

There is joy, fulfilment and satisfaction in working hard .671

Any man who is able and willing to work hard has good

chances of succeeding
.637

There is satisfaction in realising that one has done his/her

best at a given piece of work
.599

The self-made man is likely to be more ethical than the man

bom to wealth
.531

By working hard, a person can overcome any obstacles in

life
.513

I often feel 1 would be more successfiil if I sacrificed certain

pleasures
.493

I don't like money acquired easily e.g through gambling

Life would have very little meaning without work

I feel uneasy when I have little work to do

.474

.722

1 feel bored when I have no work to do .722

It is better to have a Job with a lot of responsibility than one

with little
.675

One should feel free to even work on public holidays .519

A dislike of hard work reflects a weakness of character .507

Wasting time is as bad as wasting money .430 .446

People who fail at the job have usually not tried hard

enough

Only those who depend on themselves succeed in life

Life would be more enjoyable if we had more leisure time

.407

.728

People should have more leisure time to spend in relaxation .698

When the day's work is finished, a person should forget the

job and enjoy himself
.585

Wherever possible, a person should relax and accept life as

it is, rather than always striving for unreachable goals
.487

Work takes too much of our time leaving little time for

relaxation
.468

Total 3.61 1.88 1.76

% Variance 13.32 12.30 8.93

Cumulative % 13.32 25.62 34.55
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The Kaiser-Meyer-Olkin Measure of Sampling Adequacy for work ethic was .754 and 

the overall significance of the correlation matrix assessed with the Bartlett test was 

significant (p<.01) rendering factor analysis appropriate for the data.

Following the eigen values greater than 1 and the scree plot, 3 factors were retained 

from the 21 items for analysis. The first factor labeled Intrinsic Work Value consisted of 

7 items: There is joy, fulfillment and satisfaction in working hard (.671), any man who 

is able and willing to work hard has good chances of succeeding (.637), there is 

satisfaction in realising that one has done his/her best at a given piece of work (.599), 

the self-made man is likely to be more ethical than the man bom to wealth (.531), By 

working hard, a person can overcome any obstacles in life (.513), I often feel I would be 

more successful if I sacrificed certain pleasures (.493), and I don’t like money acquired 

easily e.g through gambling (.474). The second factor labeled Need for work consisted 

of 6 items and these were: I feel uneasy when I have little work to do (.722), I feel bored 

when I have no work to do (.722), It is better to have a job with a lot of responsibility 

than one with little (.675), one should feel free to even work on public holidays (.519), a 

dislike of hard work reflects a weakness of character (.507) and people who fail at the 

job have usually not tried hard enough (.407). The third factor comprised 5 items: Life 

would be more enjoyable if we had more leisure time (.728), People should have more 

leisure time to spend in relaxation (.698), When the day’s work is finished, a person 

should forget the job and enjoy himself (.585), Wherever possible, a person should relax 

and accept life as it is, rather than always striving for unreachable goals (.487) and 

Work takes too much of our time leaving little time for relaxation (.468). Since all the 

items pertain to people’s need for relaxation and leisure, this factor was labelled Need 

for leisure.

With the 2 items (only those who depend on themselves succeed in life and life would 

have very little meaning without work) that did not load onto any factor and the 1 item 

(wasting time is as good as wasting money) that loaded onto 2 factors excluded in the 

analysis, the eighteen item Work ethic scale had a reliability coefficient (Cronbach’s 

alpha) of .65. The internal reliabilities of the scale and its sub-scales are shown in Table 

7.2 below:

75



Table 7.2: Internal reliability for the Work Ethic scale and the sub- 
Scales

Sub-scale Alpha
Intrinsic work value .67
Need for work .65
Need for leisure .53
Total .65

Apart from the Need for leisure sub-scale (whose alpha coefficient is low), the 

reliabilities of the other 2 sub-scales were adequately desirable. Any attempts to 

increase the alpha coefficient for the leisure sub-scale by omitting items with lower 

loadings were futile as they yielded the same result of .53. However, the overall 

coefficient alpha (.65) is high enough to be considered.

The original work ethic scale by Mirels, et al. (cited in Cook, et al. 1981) which had 19 

items was not factor analysed.

Section G: Factor Analysis of the Job Performance scale
Using the Kaiser rule of eigen values of greater than 1 and the scree plot (Appendix P) 

as guides, 4 factors, which explained 43.65% of the variance, were identified for the 28 

job performance items. Like in the preceding scales, the .4 cut-off loading was 

considered. The results from the 4-factor solution are shown in Table 8.1 below:
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Table 8.1: The loadings (.4 or greater) of each of the 28 items on the 4 
factors from the Job performance scale

Job Performance items Factor
1 2 3 4

Looking for ways to make work / teaching more interesting .617

Seeking advice from colleagues at work .605

Accepting criticism / corrections in case of mistakes .591

Employing learner-centred teaching methods .574

Effective time management .536

Doing research / further study in my area of specialisation .518

Maintaining good rapport with students .512

Dealing with problems that occur at work immediately as they

occur

Preparing schemes of work and lesson plans following the syllabus

Switching off / relaxing after school

Participating in co-curricular activities

.497

.709

Attending school assemblies .701

Use of teaching aids .608

Attending and facilitating in school meetings .544

Attending educational workshops (both internal and external) .486

Guiding and counselling students .433

Marking and analysing student performance and giving feedback .671

Updating my teaching materials e.g. notes .620

Borrowing notes from students to teach -.595

Abiding by deadlines .556

Confidence in presenting subject matter .436 .503

Covering syllabus in time .480
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Table 8.1 

continued

Job Performance items

1 2 3 4

Knowing learners individually and helping them accordingly .649

High emotional stability in case of disappointment .616

Taking advantage of a conducive environment to help learners

develop their potential
.593

Availability at school for student consultations out of official

school time
.526

Organising field excursions .402 .526

Targeting all possible opportunities for professional growth e.g.

upgrading and attending workshops
.401

Total 7.48 1.90 1.49 1.35

% Variance 12.40 11.59 10.11 9.56

Cumulative % 12.40 23.99 34.10 43.65

The Kaiser-Meyer-Olkin Measure of Sampling Adequacy for Job performance items 

was .890 and the overall significance of the correlation matrix assessed with the Bartlett 

test was significant (p<.01), thus factor analysis appropriate for the data.

5 factors were selected for the analysis by the guide of the scree plot and the Kaiser rule 

of eingen values of greater than 1. A total of 8 items loaded onto factor 1 and these 

were: Looking for ways to make work / teaching more interesting (.617), Seeking 

advice from colleagues at work (.605), Accepting criticism / corrections in case of 

mistakes (.591), Employing learner-centered teaching methods (.574), Effective time 

management (.536), Doing research / further study in my area of specialization (.518), 

Maintaining rapport with students (.512), and Dealing with problems that occur at work 

immediately as they occur (.497). This factor was labeled Open-Active. Loading onto 

factor 2 were 6 items, that is. Participating in co-curricular activities (.709), Attending 

school assemblies (.701), Use of teaching aids (.608), Attending and facilitating in 

school meetings (.544)’ Attending educational workshops (.486), and Guiding and 

counseling students (.433). Since all the items pertain to participation in school-related 

activities, this factor was labeled Co-curricular. The 4 items that loaded onto factor 3 

had to do with efficient and effective delivery of subject-matter and so the factor was 

named Curriculum delivery. These were: marking and analyzing student performance
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and giving feedback (.671), Updating my teaching material (.620), Borrowing notes 

from students to teach (-.595), Abiding by deadlines (.556), and Covering syllabus in 

time (.480).

A total of 5 items loaded onto factor 4 which was named Facilitating Learning and 

these were: Knowing learners individually and helping them accordingly (.649), High 

emotional stability in case of disappointment (.616), Taking advantage of a conducive 

environment to help learners develop their potential (.593), Availability at school for 

student consultations out of official school time (.526), and targeting all possible 

opportunities for professional growth e.g. upgrading and attending workshops (.401),

The 2 items that loaded onto 2 factors each (confidence in presenting subject matter and 

organizing field excursions), and the 2 items (preparing schemes of work and lesson 

plans following the syllabus and switching off/relaxing after school) that did not load 

onto any of the factors were discarded in the analysis leaving twenty four items whose 

overall internal reliability (Cronbach’s Alpha) was .87. Table 8.2 below shows the 

internal reliabilities of the scale and the sub-scales:

Table 8.2: Internal reliability for the Job Performance scale and its sub
scales

Sub-scale Alpha
Open-Active .77

Co-curricular .76

Curriculum delivery .70

Facilitating learning .68

Total .88

The reliabilities of all the subscales in the job performance scale can be considered from 

adequate to high. The overall alpha coefficient of the scale is very high. The exclusion 

of the negative item significantly increased the alpha coefficient of Curriculum delivery 

sub-scale from .39 to .70 and that of the overall scale from .87 to .88. Thus, a total of 

five items were excluded from analysis.
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Higher Order Factor Analysis of the Factor Scores

In order to determine whether the performance factors (as the dependent variable) were 

distinct from the other factors, a higher order factor analysis was conducted in which the 

total scores of all the factors were factored. The results of the 7-factor solution are 

presented in Table 9 below :
Table 9: The loadings (.4 or greater) of each of the sub-scales of all the seven measures

Factors/Sub-scales
1

Factor
4

Facilitating Learning (Perf 4) 

Curriculum Delivery (Perf 3) 

C-curricular (Perf 2) 

Open-Active (Perf 1) 

Identification (OCI) 

Professional Esteem (JobSatS) 

Working Relations (JobSatl) 

Work Benefits (JobSat2) 

Personal Benefits (JobSatS) 

Work Load (JobSat4) 

Performance (Mot4)

Task Involvement (Mot2) 

Achievement (Motl) 

Challenge (Mot3)

Preparedness to leave (OC2) 

Need for Leisure (WE3)

Identification with work (JI2) 

Attachment (OC4)

Intrinsic work value (WEI) 

Sense of responsibility (Jll) 

Need for work (WE2)

Occupational burden (HIV3) 

Infrastructural support (HIVl) 

Pastoral care (HIV4) 

Occupational benefits (HIV2) 

Vocational pride (OC3)

Total
% Variance 

Cumulative %

.812

.769

.752

.703

.432

.422

.772

.770

.760

.751

.618

.802

.746

.738

.688

.772

.669

.637

.569

.414

.410

.718

.544

.413

.840

.748

-.410

.729

.691

.402

6.123 2.754 2.034 1.869 1.441 1.291 1.005
12.617 12.144 9.505 9.114 7.216 6.798 6.113
12.617 24.761 34.267 43.381 50.597 57.395 63.529
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The Kaiser-Meyer-Olkin Measure of Sampling Adequacy for all the sub-scale was .782 

and the overall significance of the correlation matrix assessed with the Bartlett test was 

significant (p<.01), thus factor analysis appropriate for the data.

As can be observed from Table 9 above, all the four job performance sub-scales loaded 

onto factor 1, all the five job satisfaction sub-scales loaded on factor 2, and all the four 

motivation sub-scales loaded onto factor 3. The three sub-scales of job involvement, 

organizational commitment, and work ethic were mixed up and loaded onto factors 4 

and 5. To load on factor 6 were two HIV/AIDS perception sub-scales of occupational 

burden and infrastructural support while the other two HIV/AIDS perception sub-scales 

(Occupational benefits and pastioral care) and one organizational commitment sub-scale 

(vocational pride) loaded onto factor 7.
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CHAPTER FIVE
RESULTS: DESCRIPTION OF SAMPLE AND SAMPLE SCORES

Response rate
Of the 500 questionnaires that were given out, 410 were returned indicating 82 percent 

return rate which is very high. Table 1 contains a summary of some of the background 

characteristics (section A of the questionnaire). Though these do not answer any 

particular objective/hypothesis, they serve the purpose of giving a general picture of the 

nature of the sample studied. The other sections of the questionnaire had varying valid 

cases as follows: section B (motivation) = 304, section C (HIV/AIDS perception) = 253, 

section D (job satisfaction) = 317, section E (job involvement) = 367, section F 

(organisational commitment) = 327, section G (work ethic) = 327, and section H 

(perceived job performance) = 313.

Table 10: Sample demographics (n= 410)

Variable N Percentage

Gender

Male 244 60

Female 163 40

Total 407 100

Age

Below 25 48 11.8

25-29 127 31.1

30-34 96 23.5

35-39 55 13.5

40-44 50 12.3

45-49 27 6.6

50 and above 5 1.2

Total 408 100

Education level

Senior six leaver 1 .2

Diploma 91 22.3

Bachelor’s degree 264 64.7

Masters’ degree 52 12.7

Total 408 99
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Table 10 
Continued

Variable N Percentage

Years of teaching

Below three 86 21.1

3-5 116 28.4

6-8 71 17.4

9-11 37 9.1

12 and above 98 24.0

Total 408 100

Type of school

Government 211 52.1

Private 194 47.9

Total 405 100

School location

Urban 206 50.5

Rural 202 49.5

Total 408 100

Nature of school

Single Boys 13 3.2

Single Girls 47 11.5

Mixed 349 85.3

Total 409 100

From Table 10 above, it can be seen that there were more male respondents (60%) 

compared to their female counterparts (40%). However, the researcher had originally 

intended to have balanced gender in the study. With regard to age, the majority of the 

respondents were aged between 25 - 29 (31.1%), followed by 30 - 34 (23.5%) with the 

last category aged 50 years and above (1.2%). With the respondents’ educational 

level/attainment, majority (64.7%) had a Bachelor’s degree, 22.7% had a Diploma while 

12.7% had a master’s degree. The one isolated case of a senior six leaver was ignored in 

the analysis given that this is not a qualification required for secondary level teaching. It 

is only in extreme circumstances of need, for example to cover for absences, that a 

school may hire the services of a senior six leaver, but even then, on temporary terms.

With tenure (years of teaching), 28.4%) had taught between 3 and 5 years, 24% over 12 

years, 21.1% below 3 years, 17.4%o between 6 and 8 years whereas 9.1%) had taught 

between 9 and eleven years. In terms of the type of schools sampled, 52.1%o of the
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respondents were teaching in government schools compared to 47.9% who were 

teaching in private schools. With respect to school location, 50.5% and 49.5% of the 

respondents were teaching in schools located in urban and rural settings respectively. 

With respect to the nature of schools, majority of the respondents (85.3%) taught in 

mixed (boys and girls), whereas 11.5% and 3.2% were teaching in single girls’ and 

single boys’ schools respectively.

Sample Scoring
In order to determine how the sample differed in their scores on different 

questionnaires, the ranges, means and standard deviations of the scores for each 

questionnaire/measure were computed. The range for all the demographic variables 

against the seven measures was found to be uniform: 19-90 against motivation, 37-78 

against against HIV/AIDS perception, 21-79 against job satisfaction, 20-65 against job 

involvement, 37-89 against organizational commitment, 39-82 against work ethic, and 

58-115 against job performance. The means and standard deviations are presented in the 

Tables 10.1-10.7 that follow below:

Table 10.1: Mean scores and standard deviations for Gender against All measures

Measure Male Female Total

N Mean SD N Mean SD N Mean SD

Motivation 196 71.58 7.25 129 69.26 9.10 325 70.66 8.10

HIV/AIDS
Perception 173 54.20 7.50 101 53.80 7.22 274 54.03 7.39

Job satisfaction 201 47.40 11.84 132 44.95 12.25 333 46.43 12.04

Job involvement 223 51.30 7.20 146 51.58 6.44 369 51.41 6.90

Organisational
Commitment 197 62.86 9.20 136 63.62 9.75 333 63.17 9.41

Work ethic 196 64.27 6.92 135 64.10 8.06 331 64.20 7.39

Job performance 195 91.62 11.37 125 90.82 11.21 320 91.30 11.30
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As can be seen from Table 10.1 above, apart from the Job Involvement and 

Organisational Commitment Scales, the mean scores for the male teachers are higher 

than those of their female counterparts for all the other Scales. In order to test the 

statistical significance of these differences in the mean scores, a one-way ANOVA of 

gender against all these major variables was conducted and the results indicated that 

only the difference in the mean scores for males and females is significant for the 

Motivation scale (F = 6.47, p < .05). On the Motivation measure, the mean score for the 

male teachers is higher than the females’ (Males = 71.58; Females = 69.26) and at the 

same time there is less variability in their scores compared to the females (Males SD = 

7.25; Females SD = 9.10). For all the other six measures, the differences in the scores of 

male and female teachers are not statistically significant at p <0.05.

85



Table 10.2: Mean scores and standard deviations for Age against All measures

Age Motivation HIV/AIDS
Perception

JobSat Joblnv OrgCom WE JobPer

Below
25 N 39 35 38 43 38 37 36

Mean 71.46 55.06 51.47 53.30 65.97 65.89 94.64
SD 11.42 7.45 13.00 6.26 9.96 7.94 10.27

25-29 N 105 85 105 116 104 106 97
Mean 71.59 55.35 47.30 51.21 63.33 64.12 91.29
SD 7.23 6.60 12.50 6.64 9.52 6.72 11.59

30-34 N 78 68 78 87 79 77 80
Mean 70.69 52.50 45.24 51.69 63.35 63.58 92.39
SD 6.95 7.81 10.36 7.19 8.86 8.38 12.02

35-39 N 40 34 47 48 43 47 42
Mean 69.50 54.14 45.72 50.90 61.65 63.91 90.64
SD 8.43 8.70 13.40 6.55 8.89 7.10 9.12

40-44 N 40 32 42 46 42 38 42
Mean 68.38 53.75 44.31 49.43 61.24 64.24 87.55
SD 8.45 6.08 12.06 7.93 11.35 7.32 11.17

45-49 N 20 19 21 25 25 22 21

Mean 71.35 51.74 43.76 52.60 64.76 64.82 90.00
SD 7.48 7.90 9.35 6.71 8.16 7.50 11.90

50+ N 4 2 3 5 3 5 2
Mean 69.50 56.00 47.00 54.40 63.67 63.60 90.50
SD 9.15 1.41 6.00 3.05 4.93 4.77 .71

Total N 326 275 334 370 334 332 320
Mean 70.67 54.03 46.47 51.44 63.27 64.23 91.28
SD 8.11 7.36 12.05 6.90 9.49 7.39 11.27

Note. JobSat = Job Satisfaction; Joblnv = Job Involvement; OrgCom = Organisational Commitment; 

WE = Work Ethic; and JobPer = Job Performance.
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Table 10.2 shows that on the Motivation scale, the category of teachers aged between 25 

to 29 years have the highest mean score (M = 71.59), followed by those aged below 25 

with a mean score of 71.46 with the lowest category being those of age range 40-44 (M 

= 68.38). However, in terms of score variability, it was lowest for the age range of 30- 

34, followed by 25-29, with the highest variability being the below 25 years category.

With the HIV/AIDS perception scale, the highest mean score was for the category of 50 

years and above (M = 56.00, SD = 1.41), followed by that of 25-29 group (M = 55.35, 

SD = 6.60), with the least variability recorded for the 45-49 category (M = 51.47, SD = 

7.90).

On the Job Satisfaction questionnaire, the group aged below 25 had the highest mean 

score (M = 51.47, SD = 13.00), followed by the 25-29 group (M = 47.30, SD - 12.50), 

and the lowest being 45-49 category (M = 43.76, SD = 9.35).

With Job Involvement, the highest mean score was recorded for teachers aged 50 years 

and above (M = 54.40, SD = 3.05), followed by below 25 years (M = 53.30, SD = 6.26) 

and the least being 40-44 (M = 49.43, SD = 7.93).

On the Organisational Commitment scale, the highest mean score was obtained by 

teachers below 25 years of age (M = 65.97, SD =9.96), followed by those aged 45-49 

(M = 64.76, SD = 8.16) with the lowest category being those aged 40-44 (M = 61.24, 

SD= 11.35)

The Work Ethic scale recorded the highest mean score for the age category below 25 

(M = 65.89, SD = 7.94), followed by those aged 45-49 (M = 64.82, SD = 7.50) and the 

lowest mean score obtained by teachers aged 30-34 (M = 63.58, SD = 8.38)

Teachers aged below 25 had the highest mean score on the job performance scale (M = 

94.64, SD = 10.27), followed by those aged between 30-34 (M = 92.39, SD = 12.02) 

with the lowest mean score obtained by those aged 40-44 (M = 87.55, SD = 11.17)

As can be observed in Table 10.2, teachers aged below 25 score highest on the four out 

of seven measures, those aged 50 years and above score highest on two measures and
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those aged 25 to 29 score highest on only one measure. However, although the scores 

on all the seven questionnaires differed between the different age groups, a one way 

ANOVA indicated that none of the above differences were statistically significant at p < 

0.05.

Table 10.3: Mean scores and standard deviations for Educational Level versus All measures

Educ Motivation HIV/AIDS
Perception

JobSat Joblnv OrgCom WE JobPer

DIP N 78 63 75 87 77 73 70

Mean 70.05 53.52 44.80 52.15 63.64 63.71 92.03

SD 8.69 6.80 11.87 6.67 9.93 7.71 12.30

BA N 202 181 218 236 213 217 208
Mean 70.53 54.07 46.86 51.25 62.92 64.42 91.29
SD 8.02 7.53 11.98 7.03 9.33 7.21 10.84

MA N 44 30 42 46 42 42 42

Mean 72.07 55.03 47.71 51.04 63.55 64.00 90.83
SD 7.26 7.74 12.71 6.35 9.27 7.70 11.14

Total N 325 275 336 370 333 333 321

Mean 70.60 54.03 46.51 51.40 63.17 64.21 91.36
SD 8.09 7.37 12.03 6.89 9.43 7.36 11.18

Note. Educ = Education level; JobSat = Job Satisfaction; Joblnv = Job Involvement; OrgCom =

Organisational Commitment; WE = Work Ethic; JobPer = Job Performance; DIP = Diploma; BA =

Bachelor’s degree; and MA = Masters degree.

As shown in Table 10.3, the highest mean score on the motivation scale was recorded 

for the teachers with a Masters degree (M = 72.07, SD = 7.26) followed by those with a 

Bachelor’s degree (M = 70.53, SD = 8.02) with the lowest mean score obtained by those 

with a Diploma qualification (M = 70.05, SD = 8.69).

Just like with the motivation scale, teachers who hold Masters degrees had the highest 

mean scores on the HIV/AIDS perception scale (M = 55.03, SD = 7.74), followed by 

those with a Bachelor’s degree (M = 54.07, SD = 7.53) with the Diploma holders with 

the lowest mean score (M = 53.52, SD = 6.80)
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Similarly Masters holders had the highest mean score on the job satisfaction scale (M = 

47.71, SD = 12.71), followed by the Bachelor’s degree holders (M = 46.86, SD = 11.98) 

and the lowest mean score obtained by the Diploma holders (M = 44.80, SD = 11.87) 

Conversely, teachers with a diploma qualification had the highest mean score on the job 

involvement scale Diploma (M = 52.15, SD = 6.67), followed by those with a 

Bachelor’s degree (M = 51.25, SD = 7.03) with the lowest score by Masters degree 

holders (M = 51.04, SD = 6.35).

Teachers with Diploma qualifications also had the highest mean scores on 

organisational commitment and job performance scales (M= 63.64, SD = 9.93 and M 

=92.03, SD = .12.30 respectively). For organisational commitment scale, they were 

followed by Master’s degree holders (M = 63.55, SD = 9.27) with the lowest score 

obtained by Bachelor’s degree holders (M = 62.92, SD = 9.33) whereas on the job 

performance scale, the second highest score was obtained by Bachelor’s degree holders 

(M = 91.29, SD = 10.84) and the lowest category were the Master’s degrees holders (M 

= 90.83, SD= 11.14).

On the work ethic scale, the highest mean score was obtained by teachers with a 

Bachelor’s degree qualification (M = 64.42, SD = 7.21), followed by the masters degree 

holders (M = 64.00, SD = 7.70) and the lowest obtained by diploma holders (M = 63.71, 

SD = 7.71).

In summary, teachers with diploma qualifications scored highest on job involvement, 

organisational commitment, and job performance; those with masters qualifications 

scored highest on motivation, HIV/AIDS perception and job satisfaction; whereas those 

with bachelor’s degree qualification scored highest only on work ethic. However, 

although the scores on all the seven questionnaires differed between the different 

qualification groups, a one way ANOVA indicated that none of the above differences 

were statistically significant (p < 0.05).
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Table 10.4: Mean scores and standard deviations for Years of teaching against All measures

Years Motivation HIV/AIDS 
Perception

JobSat Joblnv OrgCom WE JobPer

Below
3 N 69 61 69 79 68 73 71

Mean 71.25 54.61 49.32 52.15 63.96 64.41 92.68

SD 9.46 6.88 13.27 6.21 9.60 7.11 11.65

3-5 N 94 80 95 103 97 92 83
Mean 70.37 54.25 46.72 51.38 63.45 63.38 92.11

SD 8.23 7.42 12.03 7.17 9.66 7.86 11.26

6-8 N 59 47 57 63 55 54 58

Mean 71.73 53.09 46.35 52.02 63.62 65.54 92.38
SD 6.76 7.52 11.57 7.17 8.58 7.98 11.95

9-11 N 26 24 35 32 28 33 30

Mean 69.92 56.96 44.97 50.12 63.75 63.58 90.20

SD 7.37 7.86 9.09 6.96 8.01 7.17 8.65

12+ N 78 63 79 94 86 81 80
Mean 69.83 52.81 44.68 51.04 62.28 64.41 88.76
SD 7.87 7.31 12.25 6.92 10.10 6.75 11.15

Total N 326 275 335 371 334 333 322

Mean 70.64 54.04 46.53 51.46 63.31 64.23 91.27

SD 8.10 7.37 12.05 6.88 9.44 7.38 11.28

Note. JobSat == Job Satisfaction; Joblnv = Job Involvement; OrgCom = Organisational Commitment; WE

= Work Ethic; JobPer = Job Performance

As shown in Table 10.4, teachers who had been in teaching between 6 and 8 years had 

the highest mean score on motivation (M = 71.73, SD = 6.76). The second highest score 

was by those who had taught for less than 3 years (M = 71.25, SD = 9.46) and the 

lowest by those of 12 years and above (M = 69.83, SD = 7.87).

As for the HIV/AIDS perception scale, the highest mean score was obtained by teachers 

who had taught for 9-11 years (M = 56.96, SD = 7.86), followed by those less than 3 

years (M = 54.61, SD = 6.88) with the lowest mean score coming from those of 12 

years and above (M = 52.81, SD = 7.31).
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The highest mean scores on Job Satisfaction, the highest mean score was obtained by 

teachers who had been teaching for less than 3 years (M = 49.32, SD = 13.27). Those 

who had taught for 3-5 years had the second highest (M = 46.72, SD = 12.03) and those 

of 12 years and above had the least mean score (M = 44.68, SD = 12.25)

Similarly, with Job Involvement and organisational commitment, the highest mean 

score came from teachers who had taught for less than 3 years (M = 52.15, SD = 6.21). 

On job involvement, they were followed by those of 6-8 years (M = 52.02, SD = 7.17) 

with the lowest score obtained by those of 9-11 (M = 50.12, SD = 6.96) whereas on 

organisational commitment, they were followed by the category of 9-11 years (M = 

63.75, SD = 8.03) with the lowest score obtained by those of 12 years and above (M = 

62.28, SD= 10.10).

The highest mean score Work Ethic was obtained by teachers who had been in service 

for 6-8 years (M = 65.54, SD = 7.98), with the categories of “12 years and above” (SD 

= 6.75) and “below 3 years” (SD = 7.11) having the same score (M = 64.41)

On job performance, the highest mean score was recorded for category below 3 years 

(M = 92.68, SD = 11.65) followed by the category of 6-8 years (M = 92.38, SD = 11.95) 

with the lowest mean score obtained by those of 12 years and above (M = 88.76, SD = 

11.15).

In summary, teachers who had been teaching for less than 3 years had the highest mean 

scores on job satisfaction, job involvement, organisational commitment, and job 

performance. Those who had taught for between 6 to 8 years had the highest mean 

scores on motivation and work ethic whereas those who had been in service for 9 to 

eleven years had the highest mean score on HIV/AIDS perception. Teachers who had 

been in service for twelve years and above did not obtain the highest mean score on any 

of the seven measures. However, with respect to tenure or years of teaching, all the 

observed differences (in Table 11.4 above) between the mean scores of the five 

categories of teachers are not statistically significant (p < 0.05) as per the one way 

ANOVA.
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Table 10.5: Mean scores and standard deviations for Type of School against All measures

Measure Government Private Total

N Mean SD N Mean SD N Mean SD

Motivation 165 70.17 8.71 157 71.18 7.49 322 70.66 8.14

HIV/AIDS
Perception 148 54.07 7.69 125 54.10 7.05 273 54.08 7.39

Job satisfaction 175 46.02 11.56 157 47.29 12.54 332 46.62 12.03

Job involvement 190 50.91 6.69 178 51.98 7.07 368 51.43 6.89

Organisational
Commitment 177 62.57 9.41 155 64.05 9.60 332 63.26 9.52

Work ethic 166 64.43 7.16 164 64.15 7.51 330 64.29 7.33

Job performance 159 90.24 10.74 158 92.22 11.76 317 91.23 11.28

As observed in Table 10.5 above, the mean scores for the teachers in Private Schools 

were higher than those for the teachers in Government Schools on the six measures of 

Motivation, HIV/AIDS context. Job Satisfaction, Job Involvement, Organisational 

Commitment and Performance. It’s only on the Work Ethic questionnaire that teachers 

in Government Schools had a higher mean score than those in Private Schools.

A chi-square was conducted to find out whether these differences are statistically 

significant with the result that they are not (p < 0.05).
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Table 10.6: Mean scores and standard deviations for School location against all measures

Measure Urban Rural Total

N Mean SD N Mean SD N Mean SD

Motivation 167 71.44 7.25 158 69.86 8.87 325 70.67 8.10

HIV/AIDS
Perception 136 53.96 7.48 139 54.17 7.29 275 54.07 7.37

Job satisfaction 171 47.67 11.61 164 45.32 12.41 335 46.52 12.05

Job involvement 187 51.81 6.93 183 51.03 6.89 370 51.43 6.91

Organisational
Commitment 166 64.72 9.61 167 61.74 9.12 333 63.22 9.47

Work ethic 165 64.52 7.56 167 63.91 7.22 332 64.21 7.39

Job performance 158 92.92 11.12 162 89.63 11.25 320 91.26 11.29

As can be seen from Table 10.6 above, the mean scores for the teachers based in urban 

schools are higher than those of the teachers in rural settings on all the seven measures. 

However, a one way chi-square analysis indicated that none of the mean score 

differences was statistically significant (p < 0.05).
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Table 10.7: Mean scores and standard deviations for Nature of School against all measures

School Motivation HIV/AIDS 
Perception

JobSat Joblnv OrgCom WE JobPer

Single 
boys N

Mean
12
69.25

9
52.78

11
43.00

13
49.54

13
63.77

11
63.91

10
88.90

SD 5.15 9.86 5.00 5.32 8.16 6.28 12.07

Single 
girls N

Mean
40
70.03

36
54.83

42
49.76

43
50.67

43
64.42

42
63.86

39
93.18

SD 5.62 7.69 12.52 6.66 10.05 6.41 8.10

Mixed N 275 230 283 316 279 281 273

Mean 70.81 53.96 46.17 51.61 63.04 64.32 91.09

SD 8.50 7.24 12.09 6.98 9.47 7.57 11.64

Total N 327 275 336 372 335 334 322

Mean 70.66 54.04 46.51 51.43 63.25 64.25 91.27

SD 8.10 7.37 12.03 6.89 9.48 7.38 11.28

Note. JobSat == Job Satisfaction; Joblnv = Job Involvement; OrgCom = Organisational Commitment; WE

= Work Ethic; JobPer = Job Performance

As shown in Table 10.7, the highest mean score on Motivation was recorded from 

teachers in mixed Schools (M = 70.81, SD = 8.50), followed by those in Single girls 

schools (M = 70.03, SD = 5.62) with the lowest mean score obtained by those in single 

boys schools (M = 69.25, SD = 5.15)

With the HIV/AIDS perception, the highest mean score was by teachers in single girls 

(M = 54.83, SD = 7.69) followed by those in mixed schools (M = 53.96, SD = 7.24) 

with the lowest obtained by those in single boys schools (M = 52.78, SD = 9.86)

On Job Satisfaction, the highest mean score came from teachers who taught in single 

girls schools, (M = 49.76, SD = 12.52) followed by those in mixed schools (M = 46.17, 

SD = 12.09) and the lowest obtained by those in single boys schools (M = 43.00, SD = 

5.00)
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Teachers in mixed schools obtained the highest mean scores on Job Involvement and 

work ethic (M = 51.61, SD = 6.98, and M = 64.32, SD = 7.57 respectively). On job 

involvement, they were followed by those in single girls schools (M = 50.67, SD = 

6.66) with the lowest mean score recorded by those in single boys schools (M = 49.54, 

SD = 5.32) whereas with work ethic, they were followed by those in single boys schools 

(M = 63.91, SD = 6.28) with those in single girls schools obtaining the lowest mean 

score (M = 63.86, SD = 6.41).

On organisational commitment and job performance, teachers in single girls schools 

obtained the highest mean scores (M = 64.42, SD = 10.05, and M = 93.18, SD = 8.10 

respectively). For organisational commitment, they were followed by those in single 

boys schools (M = 63.77, SD = 8.16) with the lowest score obtained by those in mixed 

schools (M = 63.04, SD = 9.47) whereas with job performance, they were followed by 

those in mixed schools (M = 91.09, SD = 11.64) with the lowest category being those 

who taught in single boys schools (M = 88.90, SD = 12.07).

In all, teachers in single girls schools obtained the highest mean scores on HIV/AIDS, 

Job Satisfaction, Organisational Commitment, and Performance scales, followed by 

those in mixed schools and with those in single boys schools having the lowest mean 

scores. With Motivation, Job Involvement scales and Work Ethic scales, the mean 

scores for the teachers in mixed schools are highest. There was no one single scale 

where teachers in single boys’ schools scored highest.

However, a one way ANOVA showed that the mean score differences of teachers in the 

three categories of schools on all the seven measures were not statistically different (p < 

0.05).

In summary, this chapter has examined the sample differences in respect to their mean 

scores on the seven measures used in the study. Gender differences were only 

statistically significant for motivation but not for any other measure with male teachers 

having a higher mean score than female teachers. The rest of the differences (age, 

education level, tenure, type of school, school location, and nature of school) were not 

statistically significant.
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CHAPTER SIX
RESULTS: HYPOTHESES’ TESTING

Introduction
The study was guided by two research questions and seven research hypotheses. The 

research questions were partly answered by the qualitative data (presented in chapter 

three of this thesis) that were collected during the first phase of group discussions and 

the additional data collected along with the quantitative data that were used to test the 

hypotheses. This chapter sets out to present the results of the tested hypotheses. The 

hypotheses were tested using the Pearson Product Moment Correlation techniques. The 

purpose was to determine the degree of relationship between and among each of the 

target variables and the main dependent variable (job performance). For further 

analysis, the statistical tests such as multiple regression and path analysis were used.

Hypothesis 1
The first hypothesis posted in the study was ‘Teacher HIV/AIDS perception 

significantly predicts their motivation’. HIV/AIDS perception and motivation scales and 

their various sub-scales were correlated and the results are presented in Table 11 :

Table 11 : Relationships between teacher HIV/AIDS perception and motivation

Total HIV/AIDS 
Perception

Infrasructural
support

Occupational
benefits

Occupational
burden

Pastoral
care

Total
Motivation .046 -.082 .190** -.115* .181**
N 232 249 313 303 309

Achievement .026 -.151* .275** -.084 .254**

N 268 289 374 364 369

Task Involvement .036 -.039 .141** -.113* .166**

N 254 273 355 344 350

Challenge -.072 -.098 .084 -.019 .080

N 263 283 368 358 360

Improved performance .061 -.031 .114* -.102 .178**

N 259 279 358 349 352

** p < 0.01 (2-tailed), * p < 0.05 (2-tailed).

As can be viewed from the Table 12, although some dimensions of HIV/AIDS 

perception relate significantly to motivation, the overall relationship is not significant.
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Occupationally benefitting HIV/AIDS environment and need for pastoral care 

significantly motivate teachers generally particularly toward achievement of their set 

goals, makes them highly involved in tasks and strive to improve performance.

The perception of HIV/AIDS context as occupationally burdensome negatively 

correlates with overall motivation (r = -.115, p < 0.05) and also significantly negatively 

with one facet of motivation. Task involvement (r = -.113, p < 0.05). Poor or lack of 

infrastructural support is negatively related to achievement-related motivation (r = - 

.151, p< 0.05).

Thus, the hypothesis is partially upheld.

Hypothesis 2
The second hypothesis in the study stated that “there is a significant relationship 

between teacher HIV/AIDS perception and occupational attitudes.” Each of the four 

occupational attitudes and its facets was correlated with HIV/AIDS scale and its sub

scales and the results are shown in the tables 12.1 to 12.4 that follow:

Table 12.1 : Correlations between HIV/AIDS perception and Job Satisfaction

Total HIV/AIDS Infrasructural Occupational Occupational Pastoral
Perception support benefits burden care

Total Job 
satisfaction .047 .004 .167** -.077 .098
N 240 257 319 311 318
Working
relationships .014 -.018 .130* -.040 .122*
N 263 282 366 355 361
Working
benefits .045 -.024 .150** -.104 .105*
N 261 280 358 347 356
Personal
benefits .039 .040 .039 -.052 .022
N 264 284 364 355 358

Workload .015 -.069 .174** -.039 .103*
N
Professional

272 292 376 367 370

esteem .017 -.004 .133** -.037 .021
N 273 293 381 373 376
** p < 0.01 (2-tailed), * p < 0.05 (2-tailed).

Table 12.1 above shows that the overall scales for HIV/AIDS perception and Job 

Satisfaction are not significantly correlated. However, some aspects of the sub-scales 

relate significantly with each other and the total scales as well. Perception of HIV/AIDS 

context as occupationally benefitting has a positive significant correlation with overall
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job satisfaction and job facets of working relationships, working benefits, work load and 

professional esteem. Although it does not correlate with the total job satisfaction scale, 

pastoral care (HIV/AIDS F4) positively correlates with job satisfaction dimensions of 

working relationships, working benefits and workload. Aspects of HIV/AIDS 

perception regarding infrastructural support and occupational burden have no significant 

correlation with total job satisfaction or any of its facets.

Table 12.2 : Correlations between HIV/AIDS perception and Job Involvement

Total HIV/AIDS 
Perception

Infrasructural
support

Occupational
benefits

Occupational
burden

Pastoral
care

Total Job 
involvement -.038 -.172** .307** -.069 159**
N 250 271 352 343 345
Sense of 
responsibility -.077 -.217** .322** -.105* .178**
N 260 281 363 354 357
Identification 
with work .062 -.011 .156** .008 .078
N 264 285 371 362 364
** p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

Table 12.2 above shows that lack of/poor infrastructural support significantly correlates 

with job involvement (r = -.172; p < 0.01) and its dimension of sense of responsibility (r 

= -.217; p < 0.01). Those who feel the HIV/AIDS context as greatly burdensome have a 

low sense of responsibility. Occupational benefits positively correlates with job 

involvement and its 2 facets while pastoral care correlates with the total job satisfaction 

scale and its facet of sense of responsibility.
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Table 12.3 : Correlations between HIV/AIDS perception and Organisational commitment

Total HIV/AIDS Infrasructural Occupational Occupational Pastoral
Perception support benefits burden care

Total
Organisational
commitment .059 -.084 .214** -.003 .190**
N 238 253 322 313 317

Identification -.038 -.131* .166** -.016 .163**
N 250 268 347 337 343
Preparedness 
to leave .050 -.018 .075 .010 .053
N 261 279 367 354 356

Vocational pride .102 -.086 .204** .036 .169**
N 266 287 372 361 364

Attachment .063 -.006 .136** .060 .145**
N 262 281 363 355 358

** p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

As can be seen in the Table 12.3, occupational benefits correlates positively and

significantly with overall organizational commitment and all its facets except

“preparedness to leave whereas infrastructural support negatively correlates with one’s

identification with his organization/school. Occupational burden does not correlate

significantly with organizational commitment nor its facets.

Table 12.4 : Correlations between HIV/AIDS perception and work ethic

Total HIV/AIDS Infrasructural Occupational Occupational Pastoral
Perception support benefits burden care

Total Work 
ethic -.029 -.062 .219** -.090 .145*
N 232 249 321 313 314
Intrinsic 
work value -.034 -.102 .242** -.123* .185**
N 261 281 364 354 357
Need for 
work -.106 -.071 .102 -.101 .057
N
Need for

253 272 352 344 345

leisure .101 .054 .099 .019 .070
N 254 273 356 345 349

p < 0.01(2-tailed); * p < 0.05 (2-tailed).

Table 12.4 above shows that the total scales of HIV/AIDS perception and Work Ethic 

do not correlate significantly. However, occupational benefits and pastoral care
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dimensions of HIV perception significantly and positively correlate with work ethic and 

its aspect of Intrinsic work value.

The results in the above Tables 12.1-12.4 indicate that there are no significant 

relationships between the overall HIV/AIDS perception and the four occupational 

attitudes of interest (job satisfaction, job involvement, organizational commitment and 

work ethic). It is only some facets of the major scales that correlate significantly and 

even so with most of them having very low significant correlations.

Thus, based on these observations, hypothesis 2 is partially supported.

Hypothesis 3:
The 3'^^’ hypothesis was that: “ Teacher HIV/AIDS perception significantly predicts their 

job performance”. HIV/AIDS and its four subscales were correlated with Job 

performance and its four subscales using Pearson Moment correlation coefficient. The 

correlational results are presented in Table 13.

Table 13 : Correlations between HIV/AIDS perception and Job Performance
Total HIV/AIDS Infrasructural Occupational Occupational Pastoral

Perception support benefits burden care

Total Job 
performance -.021 -.143* .226** -.098 .246**
N 223 237 308 298 303

Open-active -.010 -.117 .180** -.089 .268**
N 249 267 350 340 343

Co-curricular -.017 -.088 .172** -.101 .175**
N
Curriculum

254 272 353 343 347

delivery .018 -.122* .219** .005 .177**
N 258 278 361 351 355
Facilitating
learning .039 -.071 .145** -.053 .227**
N 260 281 362 352 355
** p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

Table 13 above shows that the total HIV/AIDS perception and Job performance scales 

do not correlate significantly. Occupational benefits and pastoral care have a significant 

positive relationship with overall job performance and all its four aspects. A significant 

negative relationship exists between lack of/poor infrastructural support and curriculum 

delivery sub-scales (r = -.122; p < 0.05) and overall job performance scale (r = .143; p < 

0.05).
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Thus, based on these results, hypothesis three is partially aecepted.

Hypothesis four
The fourth hypothesis to be posted in the study was: “There is a significant relationship 

between secondary school teacher motivation and their occupational attitudes.” The 

correlational results for the overall Motivation and Occupational attitudes scales and 

their corresponding sub-scales are presented in the Tables 14.1 to 14.4 that follow:

Table 14.1: Correlations between Teacher motivation and Job Satisfaction

Total
motivation

Achievement Task
involvement

Challenge Improved
performance

Total Job 
satisfaction .no** .169** .275** .245** .080
N 276 323 308 320 312
Working
relationships .221** .155** .216** .170** .128*
N 308 369 351 365 353
Working
benefits .225** .153** .228** .194** .043

N 309 364 347 358 351
Personal
benefits .189** .109* .230** .141** .022
N 310 370 349 362 356

Workload .159** .125* .129* .211** .047
N 317 381 361 374 366
Professional
esteeem .198** .082 .205** .201** .053
N 323 387 367 379 372

p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

As can be viewed from Table 14.1, there is a significant positive relationship between 

overall motivation and overall job satisfaction (r = .270; p < 0.01) and, apart from 

improved performance, strong significant positive correlations exist between the various 

dimensions of motivation and job satisfaction.

Thus, dwelling on these findings of significant correlations between the two scales of 

motivation and performance, hypothesis 4 is retained.
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Table 14.2: Relationship between motivation and job involvement

Total
motivation

Achievement Task
involvement

Challenge Improved
performance

Total Job 
involvement 321** .276** .323** .215** .121*
N 307 361 343 352 345
Sense of 
responsibility .358** .313** .315** .230** .179**
N 313 373 352 363 354
Identification 
with work .170** .090 .210** .110* .005
N 317 377 358 370 364
** p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

Table 14.2 shows that the overall scales of motivation and job involvement correlate 

significantly in the positive direction. Positive significant relationships also exist 

between all motivational factors and overall job involvement and the factor of “sense of 

responsibility.” It is only “achievement” and “improved performance” factors that do 

not relate significantly with one’s identification with work.

Table 14.3: Relationship between motivation and organizational commitment

Total
motivation

Achievement Task
involvement

Challenge Improved
performance

Total
Organisational
commitment .189** .139* 229** .204** -.035
N 280 328 309 318 312

Identification .253** .256** .261** .224** .077
N 296 354 330 345 336
Preparedness 
to leave .089 -.001 .140** .104* -.121*
N 313 371 351 362 355

Vocational pride .038 .001 .068 .069 -.081
N 318 380 356 370 365

Attachment .037 .056 .061 .060 -.014
N 311 372 351 362 355
** p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

Table 14.3 presents the relationships between motivation (with its four dimensions) and 

organizational commitment (with its four dimensions).
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The results indicate that there is a positive significant relationship between total 

motivation and total organizational commitment (r = .189; p < 0.01). Total motivation 

significantly correlated with only one of the four organizational commitment 

dimensions of Identification (r = .253, p < 0.01). Of the four dimensions of motivation, 

three of them (achievement, task involvement and challenge) significantly correlate 

with total organizational commitment (r = .139, p < 0.05; r = .229, p < 0.01, and r = 

.204, p < 0.01 respectively). There were also moderate significant relationships between 

these three motivational dimensions and one organizational commitment dimension of 

Identification (r = .256, p < 0.01; r = .261, p < 0.01; and r = .224, p < 0.01 respectively). 

There were also weak but significant relationships between two motivational aspects of 

task involvement and challenge and one organizational aspect of preparedness to leave 

(r = .140, p < 0.01; and r = .104, p < 0.05 respectively). A weak but significant negative 

relationship was also found between improved performance and preparedness to leave. 
Table 14.4: Correlation between motivation and work ethic

Total
motivation

Achievement Task
involvement

Challenge Improved
performance

Total Work 
ethic .397** .293** .331** .345** .125*
N 280 326 305 320 312
Intrinsic 
work value .340** .363** .270** .224** .237**
N 309 366 346 359 354
Need for 
work .358** .204** .371** .290** .109*
N 304 358 337 353 338
Need for 
leisure .047 .007 .007 .143** -.083
N 307 363 342 353 347
** p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

Table 14.4 shows the relationship between motivation (and its various aspects) and 

work ethic (and its various aspects). Results indicate that there is a moderate signifieant 

relationship between total motivation and total work ethic (r = .397, p < 0.01). There 

were also positive significant relationships between motivation and all its four 

dimensions with work ethic and two of its dimensions, that is, intrinsic work value and 

need for work. Apart from the motivational dimension of “ehallenge”, all the other 

dimensions do not relate significantly with the work ethic dimension of “need for 

leisure”.
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The results presented in the four tables above (Table 14.1 - 14.4) indicate significant 

positive relationships between motivation and the four occupational attitudes under 

study (motivation and job satisfaction: r = .270, p < 0.01); motivation and job 

involvement: r = .327, p < 0.01); motivation and organizational commitment: r = .189, p 

< 0.01); and motivation and work ethic: r = .397, p < 0.01). There were also a mix of 

relatively high, moderate and low but significant positive relationships between the 

various motivational dimensions and the various dimensions of the four occupational 

attitudes. A coefficient of determination indicated that only 07 percent and 11 percent of 

the variance in job satisfaction and job involvement respectively can be accounted for 

by motivation. Motivation also accounts for 04 percent and 16 percent of the variability 

in organizational commitment and work ethic respectively.

Although the strength of the relationship between motivation and the four occupational 

attitudes of interest is rather low, it is statistically significant. Therefore, hypothesis four 

is retained. Thus, the level of teacher motivation impacts the level of their job 

satisfaction, job involvement, organizational commitment and work ethic implying that 

the more motivated a teacher is, the more favourable occupational attitudes he or she 

will have.

Hypothesis five
The fifth hypothesis posted in the study was that there is a significant relationship 

between teacher motivation and job performance. As already observed, both motivation 

and job performance were factor analysed and each had four distinct factors. The results 

of the two scales and their corresponding factors/dimensions are presented in Table 15.
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Table 15: Correlation between teacher motivation and job performance

Total
motivation

Achievement Task
involvement

Challenge Improved
performance

Total Job 
performance .345** .306** .267** .301** .168**
N 271 313 298 305 300

Open-active .352** .365** .252** .288** .187**
N 298 354 338 346 338

Co-curricular .257** .154** .229** 196** .107*
N 304 360 342 352 343
Curriculum
delivery .271** .275** .173** .204** .135*
N 312 367 348 360 351
Facilitating
learning .263** .214** .169** 229** .116*
N 311 367 350 360 352
** p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

Table 15 indicates that there is a moderate relationship between motivation and job 

performance (r = .345, p < 0.01). There were also moderate significant positive 

relationships between all the four dimensions of motivation and total job performance. 

All the four motivational dimensions are also moderately related with all the four 

dimensions of job performance.

Although significant, the relationship between motivation and job performance and their 

respective facets ranges between low and moderate. Hence, the hypothesis is not fiilly 

supported as it predicted a very high relationship between the two variables.

Hypothesis six
The sixth hypothesis postulated in the study was that teacher occupational attitudes 

significantly relate to job performance. The four occupational attitudes were correlated 

with job performance and the results are presented in Tables 16.1 to 17.4 that follow:
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Table 16.1: Relationship between job satisfaction and performance

Total job 
satisfaction

Working
relationships

Working
benefits

Personal
benefits

Workload Professional
esteem

Total Job 
performance .391** 417** .373** .205** .303** .237**
N 269 307 301 307 312 319

Open-active .298** .322** .315** .137* .216** .162**
N 304 350 341 348 357 363

Co-curricular .328** .352** .289** .212** .262** .223**
N 308 352 347 352 362 367
Curriculum
delivery .156** 244** .137* .081 .196** .041
N 315 360 354 361 369 375
Facilitating
learning .262** .280** .223** .155** .207** .186**
N 312 351 352 361 370 375

p < 0.01 (2-tailed); * p < 0.05 (2-tailed).

The results in Table 16.1 indicate that there was a relatively high positive significant 

relationship between total job satisfaction and job performance (r = .391, p < 0.01). All 

the dimensions of job satisfaction also relate significantly with total job performance. 

There were also significant relationships between the four facets of job satisfaction and 

the four facets of job performance except “personal benefits” and “’’professional 

esteem” which did not relate significantly with the job performance dimension of 

curriculum delivery.

Table 16.2: Relationship between Job involvement and job performance

Total Job 
involvement

Sense of 
responsiblity

Identification with work

Total Job 
performance .548** .538** 397**
N 303 308 315

Open-active .469** .459** .307**
N 341 349 357

Co-curricular .402** .373** .310**
N 346 354 362
Curriculum
delivery .352** .375** .221**
N 353 362 369
Facilitating
learning .363** .352** .215**
N 352 362 369
** p < 0.01 (2-tailed).

As can be seen from Table 16.2, there is a high significant relationship between job 

involvement and job performance (r = .548, p < 0.01). There are also significant
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positive relationships between total job involvement and all the four dimensions of job 

performance. The two facets of job involvement are significantly related with total job 

performance and all its four facets.

Table 16.3: Correlation between organisational commitment and job performance

Total Organisational Identification Preparedness Vocational Attachment
commitment to leave pride

Total Job 
performance .476*+ .537** 189** .245** .200**
N 278 294 309 314 311

Open-active .386** 439** .094 195** .190**
N 307 330 349 353 348

Co-curricular .388** .378** 194** .211** .122*
N
Curriculum

312 335 352 361 352

delivery 271** .351** .053 .155** .202**
N 320 343 362 371 362
Facilitating
learning .383** .412** 172** .163** .113*
N 319 341 362 369 361

p < 0.01 level; * p < 0.05 level

The results in Table 16.3 indicate that there was a moderate significant positive 

relationship between total organisational commitment and job performance (r = .476, p 

< 0.01). Also all the four facets of organisational commitment are significantly related 

to total job performance and all the dimensions of job performance with the exception 

of" preparedness to leave " which doesn’t significantly relate with "open-active " and 

"curriculum delivery ".
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Table 16.4: Relationship between work ethic and job performance

Total work ethic Intrinsic work value Need for work Need for leisure

Total Job 
performance .424** .355** .362** .132*
N 280 309 302 307

Open-active .390** .395** .293** .075
N 309 349 337 343
Co-curricular .301** .214** .267** .112*
N 313 352 342 349
Curriculum
delivery .250** .221** .190** .103
N 322 362 350 356
Facilitating
learning .299** .227** .280** .054
N 319 360 350 355
** p < 0.01 level; * p < 0.05 level

As can be seen in Table 16.4, there is a moderate significant relationship between total 

work ethic and job performance (r = .424, p < 0.01). All the three dimensions of work 

ethic have a significant positive relationship with total job performance. Out of the three 

dimensions of work ethic, two (intrinsic work value and need for work) are significantly 

related with the four job performance facets. Need for leisure only relates significantly 

with one of the four facets of job performance and even then very weakly (r = .112, p < 

0.05).

The four preceding tables indicate that all the four occupational attitudes under 

investigation are significantly related with job performance (job satisfaction and 

performance: r = .391, p < 0.01; job involvement: r = .548, p < 0.01; organizational 

commitment: r = .476, p < 0.01, and work ethic: r = .424, p < 0.01). There are also 

moderate significant relationships between the various facets of the four occupational 

attitudes and the four facets of job performance.

Thus, based on these results, hypothesis six is supported.

Hypothesis seven
The seventh hypothesis of the study was that “there is a very high significant positive 

relationship between the occupational attitudes of job satisfaction, job involvement, 

organizational commitment and work ethic”. The total scales of each of these 

occupational attitudes were correlated using the Pearson method and the results are 

presented in Table 18.
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Table 17 : Correlation matrix showing relationships among occupational attitudes

Job satisfaction Job involvement Organisational commitment

Job involvement .311**
N 310
Organisational
commitment .458** .551**
N 283 317

Work ethic .312** .399** .321**
N 275 316 291
** p < 0.01 level

As can be seen from Table 17, all the four occupational attitudes under investigation 

correlate positively and significantly with one another. The highest correlation was 

found between job involvement and organizational commitment (r = .551 , p < 0.01), 

followed by job satisfaction and organizational commitment (r = .458, p < 0.01) with 

the least being job satisfaction and job involvement (r = .311, p < 0.01).

These findings of significant positive correlations among the various forms of 

occupational attitudes partially support the hypothesis because, although all the 

correlations are positive, none of them is so high as to indicate a very high positive 

relationship as hypothesized. Thus, the directional hypothesis that there is a very high 

positive relationship between occupational attitudes and performance is partially upheld 

in favour of a non-directional hypothesis since the findings indicate a mixture of 

moderate and low relationships between the different forms of occupational attitudes.

Effect of the study variables on the dependent variable
A multiple regression analysis was carried out in order to determine how well the 

independent variables (motivation, job satisfaction, job involvement, organisational 

commitment, and work ethic) explain the variation in the dependent variable (perceived 

job performance), the relationship each independent variable has with the dependent 

variable when all the others are held constant and which independent variable has the 

most influence on the dependent variable. Multiple regression allows for the prediction 

of an outcome/criterion variable (in this ease perceived performance) using two or more 

predictor variables. The predictor variables for this model were motivation, HIV/AIDS 

perception, job satisfaction, job involvement, organizational commitment and work 

ethic. The results are presented in Table 18.
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Table 18 : Regression analysis showing the effect of motivation, HIV/AIDS perception and 
occupational attitudes on job performance

Independent
Variable

Unstandardised coefficients Standardised
coefficients

t Sig. Adjusted R 
square

B Std. Error Beta

Motivation .155 .088 .123 1.754 .082

HIV/AIDS
perception -.096 .113 -.058 -.852 .396

Job Satisfaction .112 .075 .113 1.499 .136 .406

Job involvement .501 .138 .316 3.622 .000

Organizational
commitment .188 .106 .159 1.768 .079

Work ethic .289 .121 .188 2.387 .018
Dependent Variable: Performance

Multiple regression analysis, as can be viewed from Table 18, showed the adjusted R 

square as .406. This means that independent variables/regressors (motivation, job 

satisfaction, job involvement, organizational commitment and work ethic), taken 

together, predict 41% of the variance in perceived teacher performance. This is fair 

enough given that in psychological applications, it is usually reckoned that an Adjusted 

R - Square value of above 75% is very good; 50 - 75% good; 25 - 50% fair and below 

25% poor and perhaps unacceptable. Adjusted R - square values of above 90% are also 

rare in psychological data and if got, they may point to some artifact in data (Lea, 

1997). However, the best predictor of variation, going by the magnitude of the 

Standardized Beta Coefficients for each independent variable, is job involvement (Beta 

= 0.32, t = 3.62), followed by work ethic (Beta = 0.19, t = 2.39) with the last being 

HIV/AIDS perception (Beta = -0.06, t = -0.85). The researcher’s regression model was 

significant (F = 16.84, p < 0.05).

Model Testing: Path Analysis
The regression and correlational analyses indicated significant correlations among 

motivation, occupational attitudes and job performance but non-significant relationships 

with HIV/AIDS perception (the main independent variable). In order to test the fit of the 

above regressions and correlation matrices and to determine the direct and indirect 

effects of the study variables on one another, path analysis was conducted. Path analysis 

is a statistical technique that is an extension of the regression model and is used to
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examine “causal” relationships between two or more variables, including direct and 

indirect effects (although, as with other regression techniques, the technique examines 

correlation, not causation of variables per se). A regression is conducted for the 

dependent (endogenous) variable in the model on other (endogenous or exogenous) 

variables that the model identifies as influencing the dependent variable (Pedhazur, 

1982). Path analytic models allow researchers to hypothesise casual inferential paths 

and test the significance of these paths both directly and indirectly through a mediating 

variable (Pedhazur, 1982).

Due to the fact that the total HIV/AIDS perception scale score did not correlate 

significantly with any of the other variables (the original hypothesis was that HIV/AIDS 

perception affects motivation, occupational attitudes and job performance) and only 

some of its dimensions did, the path model was specified with the four HIV/AIDS 

perception subscales and four job performance subscales as the exogenous and 

dependent variables respectively as shown in figure 2 below.

Since total scale inter-correlations were significant for each of the hypothesised 

mediating variables (and in most cases were in fact the largest inter-correlations), total 

scale scores were used for the mediating variables. The mediating variables were 

motivation and the four occupational attitudes of job satisfaction, job involvement, 

organizational commitment and work ethic. This is consistent with the fact posted by 

Everitt and Dunn (1991) that path analysis illuminates which of the two models, derived 

from theory, is most consistent with the pattern of correlations found in the data.
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Figure 2: Input path diagram of causal relationships between HUIDS perception. Motivation, Occupational attitudes and j ob 
perf ormance

The hypothesis in the above path model (Figure 2) is that HIV/AIDS dimensions have a 

direct effect on the four job performance dimensions. However, the model also suggests 

indirect effects of HIV/AIDS dimensions on job performance dimensions, HIV/AIDS 

perception affects occupational attitudes (job satisfaction, job involvement, 

organizational commitment and work ethic) which in turn affect job performance, 

HIV/AIDS perception affects motivation which in turn affects job performance and 

HIV/AIDS perception affects motivation which affects occupational attitudes which in 

turn affect job performance. Motivation and occupational attitudes directly affect job 

performance.

The analysis for the above model was done using MPlus version 4.21. However, MPlus 

cold not estimate the model fit because it is more of a structured general model in which 

variables are seen to have direct effects on one another. The model, too, does not have 

any latent variables. The path coefficients of the model are presented in figure 3.
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Figure 3: Oug?utpath diagram of causal relationships between MiAlDS perception, Motivation, Ocaqtational attitudes and job 
perf ormance

Note: Only iignificont coefncientii are shown

As shown in Figure 3, the largest direct effect on job performance 1 (Open-Active) was 

job involvement (.26) followed by pastoral care (.19). The other direct effects were 

motivation (.18) and work ethic (.15). For job performance 2 (co-curricular), job 

involvement was also the largest direct effect (.23), followed by job satisfaction (.13) 
and organizational commitment (.13) with the smallest being pastoral care (.06). Job 

performance 3 (curriculum delivery) also had job involvement with the largest direct 

effect (.19), the other two being motivation (.14) and occupational burden (.13). Job 

performance 4 (facilitating learning) had only 2 direct effects of organizational 

commitment (.21) and pastoral care (.13).

Of the four HIV/AIDS perception dimensions, infrastructural support does not have any 

direct or indirect effect on any of the four job performance dimensions; occupational 

benefits has only indirect effect on all the four job performance dimensions and is the 

only one out of the four to that influences moderating variables of motivation and 

occupational attitudes; occupational burden only affects (directly) one job performance 

dimension of curriculum delivery (.13); whereas pastoral care has only a direct effect 

on three job performance dimensions of open-active (.19), co-curricular (.06), and 

facilitating learning (.13). Figure 4.1 illustrates the direct effect of Pastoral care and job 

performance:
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Figure 3.1: Directef f eo$f Pastoral care on j obperf ormartce

Given that occupational benefit (HIV/AIDS 2) had indirect effect on the 4 job 

performance dimensions, its overall impact on them was calculated yielding the 

following results: On job performance 1 (open-active), the total effect = .11; on job 

performance 2 (co-curricular) = .09; on job performance 3 (curriculum delivery) = .07; 

and on job performance 4 (facilitating learning) =.04. This indirect effect is clearly 

illustrated in Figure 3.2 - 3.5 that follow:
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Figure 3.2: Indirect ef f ectof Occtq>ati<^taJ benef it on O^etive

The overall impact of one variable on another is obtained by adding the direct and 

indirect effects of that variable. The indirect effects are calculated by multiplying the 

coefficients for each path from predictor variable to the criterion variable. Thus, Figure 

3.2 above shows that:

Direct effect:

occupational benefit—>open-active = 0

Indirect effect

occupational benefit^job involvement—>open-active is 0.24 x 0.26 = 0.0624 

occupational benefit^work ethic^open-active is 0.13 x 0.15 = 0.0195 

Occupational benfit^motivation—^open-active is 0.14 x 0.18 = 0.0252 

Occupational benefit—>motivation->work ethic^open-active = 0.00756

total indirect effect = 0.11466

Thus given that the total indirect effect of occupational benefit on open-active is 0.11 

whereas the direct effect is zero, then the total effect is 0 + 0.11 =0.11.
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Figure 3.S: Indirectef f ectf Occtq>ational benef it on Gourricular

Figure 3.3 shows that:

Direct effect:

occupational benefit—>co-curricular = 0

Indirect effect

occupational benefit—>job involvement—>co-curricular is 0.24 x 0.23 = 0.0552 

occupational benefit—^organisational commitment—>co-curricular is 0.17 x 0.13 = 

0.0221

Occupational benfit—^motivation—^organisational commitment—>co-curricular is 0.14 x 

0.14x0.13 = 0.002548

Occupational benefit—>motivation^job satisfaction^co-curricular is 0.14 x 0.24 x 

0.13 =0.004368

Occupational benefit—>^motivation^job involvement^co-curricular is 0.14 x 0.26 x 

0.23 = 0.008372

total indirect effect = 0.092588

Thus given that the total indirect effect of occupational benefit on co-curricular is 0.10 

whereas the direct effect is zero, then the total effect is 0 + 0.10 = 0.10.
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Figure S.4: Indirectef f eatf Occupational benef it on Curriculum delivery

Direct effect:

occupational benefit—^curriculum delivery = 0

Indirect effect

occupational benefit^job involvement—^curriculum delivery is 0.24 x 0.19 = 0.0456 

Occupational benfit^motivation—>^curriculum delivery is 0.14 x 0.14 = 0.0196 

Occupational benefit—>motivation^job involvement^ curriculum delivery is 0.14 x 

0.26x0.19 = 0.006916

total indirect effect = 0.072116

Thus given that the total indirect effect of occupational benefit on curriculum delivery is 

0.07 whereas the direct effect is zero, then the total effect is 0 + 0.07 = 0.07.

117



lob
Invotvcfncftf

Figure 3.5: Indirectef f ectf occupational benef itonf acilitating learning

Figure 3.5 shows that:

Direct effect:

occupational benefit^facilitating learning = 0

Indirect effect

occupational benefit —^organisational commitment—>^facilitating learning is 0.17 x 0.21 

= 0.0357

occupational benefit-^motivation^organisational commitment—>facilitating learning is 

0.14x0.14x0.21 =0.004116

total indirect effect = 0.004

Thus given that the total indirect effect of occupational benefit on facilitating learning is 

0.04whereas the direct effect is zero, then the total effect is 0 + 0.04 = 0.04
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Additional analyses
As already mentioned in chapter 2 (methodology), there were 4 additional questions to 

the seven major sections of the instrument which the researcher felt were very important 

in understanding the respondents’ intention to leave or stay in the teaching profession, 

how they rated the motivating and demotivating factors in their jobs and their views of 

how HIV/AIDS has impacted their feelings about their job as teachers.

Intention to leave teaching
In response to whether the respondents had considered leaving the teaching profession 

in the last five years, 174 (42.4%) said “Yes” and 225 (54.9%) said “No”. Table 19 

gives a breakdown of the respondents’ responses according to their demographic 

characteristics:
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Table 19 : Intention to leave the teaching profession against respondents’ demographics

Variable yes No Total t df Sig
Gender Male 118 119 237

Female 56 103 159 8.200 1 0.004

Total 174 222 396

Age below 25 12 35 47

25-29 63 59 122

30-34 43 52 95
35-39 22 31 53 12.713 6 0.048

40-44 24 24 48

45-49 9 18 27

50++ 1 4 5

Total 174 223 397

Education level Diploma 39 40 79

BA/BSC 112 147 259 1.349 3 0.718

MA 22 27 49

Total 173 214 387

Tenure below 3 32 51 83

3-5 53 60 113

6-8 32 37 69 2.461 4 0.652

9-11 18 19 37

12++ 38 57 95

Total 173 224 379

Type of school Government 82 122 204

Private 88 102 190 1.502 1 0.220

Total 170 224 394

School location Urban 90 110 200

Rural 84 113 197 0.225 1 0.636

Total 174 223 397

Nature of school Single boys 4 9 13

Single girls 13 33 46 6.280 2 0.043

Mixed 157 182 339

Total 174 224 398

As can be viewed from Table 19, more male teaehers (67.82%) have been considering 

quitting teaching than their counterpart female teachers (32.18%). However, 

comparisons across the same gender indicate that the number of male teachers who have 

eonsidered quitting the profession (49.79%) is almost the same as those who have not 

considered leaving (50.21%) whereas majority of the female teachers (64.78%) have not
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considered leaving the profession compared to those who have (35.22%). The chi- 

square test indicated that the difference between male and female teachers in their 

intention to leave teaching was statistically significant (x^ = 8.200, df = 1, p < 0.05).

With regard to age, the highest number (36.21%) of those who have had intentions to 

quit the profession were aged between 25 to 29, followed by those in the age bracket of 

30-34 (24.71%) with the least categories being age 50 and above (01%) and 45-49 

(05%). A comparison across the same age groups indicated the same trend with 51.64% 

of those aged 25-29, followed by 30-34 with 45.26% with the last being 50 year and 

above and 45-49 having 20% and 33.33% respectively. A chi-square test showed that 

these differences were statistically significant (x^ = 12.713, df= 6, p < 0.05).

Regarding level of education and intentions to leave the profession, the majority of 

teachers who intended to leave (64.74%) had a bachelor’s degree, followed by diploma 

holders (22.54%) with the least category being those who held a masters degree 

(12.72%). However, comparison across the same level of education indicated that 

diploma holders who intended to leave (49.38%) were almost the same number as those 

had not considered leaving (50.63%) whereas fewer bachelors and masters degree 

holders intended to leave-43.24% and 44.90% respectively. However, a chi-square test 

indicated that these differences were not statistically significant.

With regard to tenure (years of teaching), most teachers (30.64%) who wanted to quit 

had taught between 3-5 years, followed by those who had been in service for twelve 

years and above (21.97%) with the least category being those who had taught between 

nine to eleven years. However, comparison across the same categories indicated that of 

the teachers who had taught for nine to eleven years, those who intended to leave 

(48.64%) were slightly fewer than those who had not (51.35%), those of 3-5 years with 

intention (46.90%) and with no intention (53.10%) and the least category being twelve 

years and above with 40 percent who had had the intention to leave compared to 60% 

who had not. Although there are differences among the 5 groups, these differences were 

not statistically significant.

In terms of the type of school, more teachers in private schools (51.76%) indicated that 

they had had intentions to quit the teaching profession compared to those in government
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schools (48.24%). A comparison across the same categories yielded similar results with 

40.20% teachers in government schools indicating that they had intentions to quit as 

compared to 59.80% who had ad no intentions whereas in private schools the number of 

teacher who indicated intentions to quit (46.32%) was almost equal to those who had 

had no intentions (53.68%). However, chi-square indicated that these associations were 

not statistically significant.

With school location, 51.72% teachers in urban schools indicated that they had had 

intentions to leave teaching compared to 48.28% of their counterparts based in rural 

schools. A comparison across the same groups show the same trend with 45 percent of 

teachers in urban areas with intentions to leave compared to 55 percent without such 

intentions whereas in rural schools those who expressed intentions to leave constituted 

42.64 percent compared to those who did not (57.36%). A chi-square test showed that 

the differences in the 2 groups were not statistically significant.

Regarding the nature of school, a chi-square test indicated that there were statistically 

significant differences in the intention to leave teaching among the 3 groups (x^ = 6.280, 

df = 2, p < 0.05). Majority teachers (90.21%) who indicated their intentions to leave 

were from mixed schools followed by those in single girls’ schools (7.47%) with the 

least category being those from single boys’ schools (2.30%). A comparison across the 

same groups indicated that 28.26 percent of teachers in single girls’ schools had had 

intentions compared to 71.74 who had not. In mixed schools, 46.31% indicated they had 

had intentions compared to 53.69% who had not whereas in single boys’ schools, 30.77 

percent had considered quitting compared to 69.23 who had not.

The effect of the demographic variables on intention to leave teaching 
A multiple regression analysis was carried out in order to determine how well the 

demographic variables studied explain the variation in the teachers’ intention to leave 

teaching and the results are presented in Table 20.
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Table 20: The effect of demographic variables on intention to leave teaching

Independent
Variable

Unstandardised coefficients Standardised
coefficients

t Sig. Adjusted R 
square

B Std. Error Beta

Gender .149 .052 .147 2.877 .004

Age .003 .033 .008 .079 .937

Education level .036 .044 .043 .830 .407 0.027

Years of teaching -.007 .033 -.019 -.199 .843

Type of school -.012 .059 -.012 -.196 .845

School location .017 .051 .017 .338 .735

Nature of school -.151 .057 -.140 -2.667 .008
Dependent Variable: Intention to leave teaching

Multiple regression analysis, as can be viewed from Table 20, showed the adjusted R 

square as .027. This means that the seven demographic variables, taken together, predict 

only about 3 percent of the variance in teachers’ intention to leave teaching. The best 

predictor of variation, going by the magnitude of the Standardized Beta Coefficients for 

each independent variable, is gender (Beta = 0.15, t = 2.88, p < 0.05), followed by 

nature of school (Beta = -.14, t = -2.67, p < 0.05). The regression model was significant 

(F = 2.532, p< 0.05).

The effect of motivation, HIV/AIDS perception, and occupational attitudes on 
intention to leave teaching
A multiple regression analysis was carried out in order to determine how well the 

studied variables explain the variation in the teachers’ intention to leave teaching and 

the results are presented in Table 21.
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Table 21: The effect of all variables on intention to leave teaching

Independent
Variable

Unstandardised coefficients Standardised
coefficients

t Sig. Adjusted R 
square

B Std. Error Beta

Motivation -.011 .004 -.203 -2.619 .010

Job
satisfaction .003 .004 .063 .777 .438

Job
involvement .003 .007 .043 .451 .653

Organizational
commitment .022 .005 .415 4.281 .000 0.198

Work ethic -.003 .006 -.039 -.471 .639

Infrastructural
support .008 .009 .078 .939 .349

Occupational
Benefit .019 .013 .119 1.462 .146

Occupational
Burden -.015 .012 -.106 -1.256 .211

Pastoral care -.027 .031 -.068 -.882 .379
Dependent Variable: Intention to leave teaching

Table 21 shows adjusted R square of 0.198. This implies that the all the variables, taken 

together, predict about 20 percent of the variance in teachers’ intention to leave 

teaching. As per the magnitude of the Standardized Beta Coefficients for each 

independent variable, the best predictor of intention to leave teaching is organisational 

commitment (Beta = 0.42, t = 4.28, p < 0.05), followed by motivation (Beta = -.20, t = - 

2.62, p < 0.05). The other strong predictors are occupational benefit (Beta = .12, t = 

1.46, p = 0.15) and occupational burden (Beta = -.11, t = -1.26, p = 0.21). The 

regression model was significant (F = 5.328, p <0.05).

Motivating and demotivating factors
Respondents were asked to name at least 3 factors they considered most motivating and 

most demotivating in their work and to score them out of 10 each, where a score of 10 

meant “very motivating/demotivating indeed” and a score of 0 meant “not a strong 

motivating/demotivating factor”. The highly rated motivating factors (scored 10 out of 

10) are presented in Table 22.
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Table 22: Four highest rated motivating factors (10/10)

Variable N (respondents 
who rated the variable)

n (number of 
respondents scoring 
the variable 10/10)

Percentage

Student performance 89 54 60.67

Salary 76 39 51.31

Teaching 114 36 31.58

Respect/recognition 16 12 75

As can be seen from Table 22, the highest rated motivating factor (given the total 

number in each category) was good student performance. The next three (in order) were 

salary, appreciation/respect/recognition, actual teaching. Of the factors rated as “not a 

strong motivating factor”, were social benefits, counseling and guidance, and 

appreciation.

As for the most de-motivating aspects of the teacher’s work. Table 23 presents the four 
highly rated ones:

Table 23: Four highest rated demotivating factors (10/10)

Variable N (respondents 
who rated the variable)

n (number of 
respondents scoring 
the variable 10/10)

Percentage

Underpayment 151 82 54.30

Poor student performance 37 25 67.57

Mistreatment 35 17 48.57

Non-appreciation 29 14 48.28

Table 23 shows that poor student performance was rated highest (67.57%). This was 

because it was rated by few teachers, otherwise underpayment (given the high number 

of those who rated it) ranks highest. This was followed by, underpayment, 

mistreatment, and non-appreciation. Factors rated as “not strong demotivating factors” 

included student indiscipline, no promotional aspects, underpayment/allowances, co

curricula activities, being challenged, teaching being tiresome etc.

Of the thirty nine teachers who scored salary 10 out of 10 as the most motivating, 64 

percent were males compared to 36 percent females whereas out of the fifty four who
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scored good student performance 10 out of 10 as the most motivating, 65 percent were 

males and 35 females. Other motivating factors rated by male teachers more than female 

teachers include freedom/free time for personal development whereas female teachers 

tended to rate factors such as respect and recognition, counseling and guidance, and 

working conditions as most motivating. As for the most demotivating aspects of their 

work, out of 82 teachers scoring underpayment 10 out of 10, majority (61%) were males 

compared to 39 % females. There were also more male than female teachers scoring 

mistreatment, non-appreciation and poor student performance as most demotivating in 

their work.

More teachers in private schools rated salary (59%) and good student performance 

(56%) as most motivating factors in their work more than teachers in government 

schools whereas those in government schools had more rating for actual teaching (64%) 

and freedom for personal development. Also more teachers in government schools 

(55%) rated underpayment as the most demotivating factor in their work more than 

those in private schools.

With regard to school location, more teachers in rural-based schools (54%) rated salary 

as the most motivating factor compared to the urban teachers (46%). More urban 

teachers considered good student performance (66%) as a strong motivator compared to 

their rural counterparts (34%). More teachers in urban (55%) than rural based schools 

rated underpayment as the most demotivating factor in their work.
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Summary of Results
The study results are presented in chapters 3, 4, 5 and 6.

Chapter 3 presents a discussion of the outcomes from the discussion groups conducted 

in phase 1 of the study. Among the central issues raised and discussed were the factors 

that attract students to join the teaching profession to include: poverty in their families, 

high opportunities of employment in teaching, respect and dignity associated with the 

teaching profession, and positive role models; the impact of HIV/AIDS on education to 

include the death of trained teachers, reduction of productivity of those infected and 

affected, many orphans in schools that call for specialized care from teachers, teachers 

unwillingness to test for HIV/AIDS due to fear of stigmatization, and discrimination.

Among the most motivating factors for the teachers given the presence of HlV/AlDS in 

their work environment were personal survival, job security, lack of alternative 

employment, love for the profession and empathy for the children were seen to be 

important. Of the demotivating factors given the context of HIV/AIDS, discrimination 

and stigmatization, additional responsibilities, and inadequate medical facilities were 

identified.

A comprehensive list of teacher performance indicators is also presented in this results’ 

chapter.

Chapter 4 presents factor analysis results. Factor analysis was conducted to establish the 

factor structure of the measures used in the study and successfully established their 

psychometric integrity.

Motivation had 4 subscales named Achievement, Task Involvement, Challenge, and 

Improved performance; HIV/AIDS perception scale also had 4 subscales named 

Infrastructural support, occupational benefits, occupational burden, and pastoral care; 

Job satisfaction scale had 5 subscales named working relationships, working benefits, 

personal benefits, workload, and professional esteem; Job involvement scale had 2 

subscales named sense of responsibility, and identification with work; organizational 

commitment scale had 4 subscales named identification, preparedness to leave, 

vocational pride, and attachment; Work ethic had 3 subscales named intrinsic work
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value, need for work, and need for leisure; and finally. Job performance had four 

subscales named open-active, co-curricular, curriculum delivery, and facilitating 

learning.

Chapter 5 presents a description of the demographic variables and the differences in the 

sample scores. The ANOVA and chi-square results are also presented.

Male and female teachers only had statistically significant differences in their mean 

scores on the motivation measure (F = 6.47, p < 0.05)

In terms of age, education level, tenure, type of school and school location, the mean 

score differences on all the measures were not statistically significant.

All these effects were only at the p < .05 level and given the large number of 

comparisons, these effects were considered marginal.

Chapter 6 presents results of hypotheses’ testing and the summary results are presented 

below:

Overall HIV/AIDS perception does not relate significantly with motivation, but some 

dimensions of the scale do and so the hypothesis is partially accepted.

Overall HIV/AIDS perception does not correlate significantly with any of the four 

occupational attitudes under study but some of its dimensions do and so the hypothesis 

is partially accepted.

Overall HIV/AIDS perception is not significantly related to job performance. However 

some facets of each of the scales are significantly related and so the hypothesis is 

partially upheld.

Motivation and occupational attitudes and their dimensions are significantly related. 

Motivation and job performance and all their dimensions are significantly related 

Occupational attitudes of job satisfaction, job involvement, organizational commitment, 

and work ethic are significantly related to teacher job performance 

There exists a moderate to high relationship among occupational attitudes of job 

satisfaction, job involvement, organizational commitment and work ethic.

Regressional and path analyses show that job involvement is the strongest predictor of 

job performance.
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A good number of teachers (42.4%) have had intentions to leave teaching in the last five 

year citing such reasons as inadequate payments/salaries, other enterprising alternatives, 

poor working conditions and workload.

The highest ranked motivating factors in the teachers’ work environment were good 

student performance, salary, appreciation/recognition, and actual teaching whereas the 

highest ranked demotivating factors were underpayment, poor student performance, 

lack of appreciation, and mistreatment.
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CHAPTER SEVEN
DISCUSSION, CONCLUSIONS AND RECOMMENDATIONS

Introduction
This chapter begins with the discussion of the results. This is meant to explore what the 

findings mean in terms of their implications. Following this will be a presentation of the 

conclusions drawn from the findings and finally the chapter will end in providing 

recommendations of what needs to be done in order to increase teacher motivation and 

further research.

Discussion
For purposes of coherence, the results will be discussed systematically beginning with 

the sample demographics followed by a discussion of the hypotheses and additional 

analyses.

Demographic issues
With regard to gender, apart from the mean score difference between male and female 

teachers on the motivation scale, the differences on the other six scales were not 

statistically significant. Male teachers had a higher score than female teachers. There 

was also less variability in the male scores compared to the female scores. This 

phenomenon can be due to the faet that in Uganda generally more males than females 

join the teaching profession. They are much more prepared to serve under difficult work 

conditions compared to females who tend to prefer soft and simple life; for example 

most female teachers would prefer to remain in the city centre without a job rather than 

accept deployment in a rural setting. Some rural settings are deprived of such social 

amenities as electricity, road and communication networks, running water and generally 

good social life-all of which tend to be more highly valued by females compared to 

males. This finding concurs with findings of a study meant to clarify the relationships 

among achievement motivation, self-assertiveness and demographic variables in which 

Abdel-hameid (2002) found that males scored significantly higher on achievement 

motivation than females. However, these differences disappeared in the married and 

highly educated women.

The non-statistically significant gender differences on occupational attitudes and 

performance concur with the previous studies conducted in Uganda by Ssesanga and
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Garrett (2005) to examine the job satisfaction and dissatisfaction among lecturers in 

higher education that found no evidence to support gender influences on dons’ job 

satisfaction. Mwamwenda (2004), in his study of job satisfaction among secondary 

school teachers in Eastern Cape, South Africa, also found no significant differences 

between male and female teachers regarding salaries and promotion. With regard to job 

satisfaction, Hodson (1989) found that few differences existed between men and women 

in the determinants of job satisfaction when considering job characteristics, family 

responsibilities, and personal expectations. He found little support for theories that men 

and women focus on different aspects of work in arriving at a given level of job 

satisfaction, differentially condition their job satisfaction according to the extent of their 

family responsibilities and employ different personal expectations in evaluating their 

jobs.

However, other studies have indicated contradicting results. For example, according to 

Locke (1976), there are various job facets for example pay, promotion, co-workers and 

security to which either female or male employees attach significant importance. He 

argues that the job facets that are important to female public employees are different 

from those that are important to male public employees because what women look for 

in a job is different from what men look for in a job. Thus, even in the same situation, 

the satisfaction levels of women would be different from those of men because the 

unfulfilled values that are valued by women are different from those that are valued by 

men. This view is supported by a study among IT managers’ job satisfaction in Nigeria 

by Okpara (2004) which found that job satisfaction could be predicted from personal 

variables of gender, age, education, income and experience.

With regard to age and tenure (years of teaching), young teachers and those who have 

just joined teaching had higher mean scores on almost all the measures compared to the 

old and those who had spent considerably longer time teaching. However, these 

differences were not statistically significant. The findings contradict previous study 

findings regarding age and occupational attitudes that seem to concur that older 

employees have higher levels of organisational commitment (Morris & Sherman, 1981). 

As employees get older, their employment opportunities tend to decrease, thereby 

motivating them to invest more in personal effort into their current organisation, with 

the aim of being considered valuable to the firm and thus retain their position (Harrison
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& Hubbard, 1998). Mathieu and Zajac (1990) also found that young employees were 

less committed to their work than older ones. They eoncluded that age is eonsiderably 

more strongly related to attitudinal than to behavioural commitment.

Yousef (2001) also indicated that employees with long experience (more than ten years) 

showed stronger support of the work ethic than those with short experience (ten years or 

less).

With regard to length of tenure and job involvement, mixed results have been reported. 

Some studies have found a positive relationship between organisational tenure and job 

involvement (Udo, Guimaraes, & Igbaria, 1997) while others found no relationship 

(Rabinowitz & Hall, 1977). Bozionelos (2004) found that organisational tenure did not 

significantly influence job involvement whereas Marshall, Lassk, and Moncrief (2004) 

found a positive association between professional tenure and job involvement.

Divergent results have been reported regarding the relationship between tenure and job 

satisfaction. Whereas findings by Bertz and Judge (1994) indicate that overall job 

satisfaction increased as years of experience increased, Bedeian, Farris, and Kacmar 

(1992) found no relationship between job satisfaction and years of experience. In 

studies conducted by Lui, Ngo, and Tsang (2001), very significant relationships were 

found between job satisfaction and professional and organisational tenure.

With regard to the type of school, the mean scores of teachers in private schools were 

higher than those of teachers in government schools on all measures. However, these 

differences were not statistically significant.

Regarding school location, teachers in urban schools scored higher than their 

counterparts in rural school on all measures but these differences were not statistically 

significant. This finding is quite surprising given the poor/difficult work conditions that 

exist in Uganda’s rural settings (the researcher expected highly significant differences 

between teachers in urban and rural schools regarding their motivation and occupational 

attitudes). The infrastructure in rural areas is very poor; hardly any social amenities and 

some rural schools are hard to reach! Some schools do not have text books and other 

such scholastic materials, students study under trees (no classrooms) and many other
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related problems. The researcher’s expectation was informed by the review of literature. 

For example, Monk (2007) asserts that:

For many rural schools, the quality of life in the community is lacking, 

working conditions are problematic, student needs are great, support 

services are limited, and professional support networks are 

inadequate. Salaries are lower for teachers in rural schools for many 

interconnected reasons, and certain types of rural schools struggle to 

appoint qualified teachers or make do with teachers who have fewer 

qualifications and face higher turnover rates (p.l67).

All these factors would certainly be expected to affect teacher motivation, occupational 

attitudes and consequently performance.

However, the non-significant results contradict the findings by Stilwell (cited in 

Mathauer & Imhoff, 2006) whose study in Zimbabwe shows that health workers based 

in remote areas, despite lack of financial incentives and hard working conditions, 

frequently exhibited a high level of motivation to perform well. She traces this 

motivation to good leadership and supportive management, among other factors.

Teacher HIV/AIDS’ perception, motivation, occupational attitudes and job 
performance
A higher order factor analysis has provided evidence that all these variables are 

meaningfully related and therefore predict each other. Despite the fact that some 

occupational attitudes (organizational commitment, job involvement, and work ethic) 

overlap, there is sufficient distinction to support the independence of the majority of the 

variables in the emergent model in Figure 3 (Path Analysis model on page 114)) and 

Table 9 (Higher Order Factor Analysis on page 81). All the job performance factors (the 

dependent variable) are distinct from the other factors save for “identification” (an 

organizational commitment factor) that seems to measure the same thing as job 

performance. Motivation and job satisfaction also stand out distinctly from all the other 

factors.

So, the emergent model suggests that there are three distinct mechanisms through which 

HIV/AIDS context affects teacher job performance. The dimension of HIV/AIDS of 

“pastoral care” directly affects three out of four job performance dimensions (open-
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active, co-curricular, and facilitating learning), “occupational burden” directly affects 

the job performance dimension of curriculum delivery, whereas “occupational benefits” 

indirectly affects all the four job performance dimensions indirectly through the 

mediating variables of motivation, job involvement, organizational commitment, and 

work ethic.

These relational mechanisms make rational sense in that teachers who perceive the 

HlV/environment as occupationally benefitting, that is, such benefits as housing and 

social support, and those who are stimulated by the HIV context to provide such 

services related to pastoral care to children such as guidance and counseling and 

feelings of empathy, will tend to exhibit higher motivation to work whereas those who 

do not have such feelings of concern and do not envisage much benefit out of the HIV 

context will be less motivated to work. They will be actively involved in the actual 

teaching of students, co-curricular activities and will do all they can to facilitate the 

teaching-learning process.

It is also not surprising that the dimension of HIV/AIDS of “occupational burden” is 

negatively related to motivation and directly affects curriculum delivery (teacher’s 

actual teaching ability or delivery of subject matter). This certainly makes sense in that 

teachers who conceive working in the context polluted with HIV/AIDS as burdensome 

will have less motivation to work. They are discouraged and may not see why they 

should continue striving! They are probably given extra workload as a result of absent 

teachers. This finding is supported by Coombe (2004) who observes that the 

HIV/AIDS-related stigmatisation is responsible for social rejection, alienation, and can 

compromise employment, housing, schooling and childcare. There is strong research 

evidence that a number of employees have lost their job as a result of HIV disease 

(Henry, Penalba, Beguinot, & Deschamps, 1999) and that AIDS patients are less likely 

to be employed (Leigh, Lubeck, Famham, & Fries, 1995). This may point to the fact 

that employees, with or without AIDS, will live in constant fear of being terminated 

from their jobs. In the educational/school setting, the fear of stigmatisation may be 

particularly strong among teachers who live and work in rural areas or small 

communities, where confidentiality is problematic. Katahoire (1993), in an earlier study 

in Uganda, also reports that teachers who are infected with the HIV virus may try to 

transfer to another area or, once visibly ill, disappear. From the numerous studies
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available, therefore, it can be concluded that due to the devastating physical and 

psychological effects of HIV/AIDS on the victim’s health, these people will likely 

develop unfavourable attitudes to work, with very low motivation and this will 

adversely affect their performance. This agrees with Tandy and Conte (2007) who 

suggest that the basic model for considering the role of motivation in performance is 

that performance is a product of motivation and ability, minus situational constraints.

The main hypothesis of the study that teachers’ perception of the presence of HIV/AIDS 

in their work environment affects their motivation, occupational attitudes and 

performance is partially supported. This is due to the fact that the items on the 

HIV/AIDS perception scale were not additive and so the total scale score did not 

correlate with any of these constructs. However, some dimensions/subscales did as 

explained in the specific hypotheses relating to HIV/AIDS perception below.

With the hypothesis that teacher HIV/AIDS perception is related to their level of 

motivation, Pearson correlation indicated that the two did not have a significant 

relationship. However, two dimensions of HIV/AIDS perception, that is, occupational 

benefits and Pastoral care have a positive significant relationship with motivation 

whereas the dimension of infrastructural support had a negative significant correlation 

with motivation.

The second specific hypothesis postulated a significant relationship between HIV/AIDS 

perception and occupational attitudes. The Pearson correlation coefficients indicated 

that there were no significant relationship between total HIV/AIDS perception and any 

of the four overall occupational attitudes under investigation. It is only some dimensions 

of HIV/AIDS that had significant relationships with some occupational attitudes: there 

was a significant positive relationship between occupational benefits and all the four 

occupational attitudes; pastoral care related positively with job involvement, 

organizational commitment and work ethic but not job satisfaction; and infrastructural 

support related negatively with job involvement. This implies that teachers who 

perceive the HIV/AIDS context as occupationally benefitting will have considerably 

high/desirable occupational attitudes of job satisfaction, job involvement, organizational 

commitment and work ethic; those who conceive of it as calling upon them to provide 

pastoral care to those under them (particularly students) will not necessarily be satisfied
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with their jobs but will exhibit desirable standards of work ethic, be more committed to 

their schools and will be highly involved in their jobs exerting their energies into 

helping those in need of their care.

The third hypothesis posted in relation to HIV/AIDS perception was that there is a 

significant relationship between teacher HIV/AIDS perception and job performance. 

Although the hypothesis was partially accepted on the basis of the two total scale scores 

not correlating significantly as hypothesized, some dimensions of HIV/AIDS perception 

had significant relationships with the total job performance scale and its sub-scales: 

occupational benefits and pastoral care had a significant positive relationship with job 

performance whereas infrastructural support correlated negatively with total job 

performance. This implies that the teachers who view the HIV/AIDS context as 

occupationally benefitting and providing them with the opportunity to provide pastoral 

care services will tend to perform well whereas those who perceive it as devoid of 

support from say the government, the school and the community as essential, will have 

their performance abilities/levels hampered. They envisage themselves in a situation 

that is not supportive in times of need, for example, lack of medical care, counseling 

services, material and moral support and many other services to those infected and 

affected by the virus.

The regression and path analyses yielded a similar trend of results. “Occupational 

benefits” (HIV/AIDS perception 2) affects motivation, job involvement, organizational 

commitment, and work ethic directly and indirectly affects the four job performance 

dimensions (open-active, co-curricular, curriculum delivery, and facilitating learning) 

through motivation and occupational attitudes. However, it is worth to note that 

occupational benefit does not have any direct effect on any of the four job performance 

facets and its total effects on them are also weak. This implies that teachers’ perception 

of the HIV/AIDS context as occupationally benefitting only faintly affects their job 

performance.

“Pastoral care” (HIV/AIDS perception 4) has direct effects on the three job performance 

dimensions, that is, open-active, co-curricular, and facilitating learning. “Occupational 

burden” (HIV/AIDS 3) has only one direct effect on only one dimension of job 

performance (curriculum delivery) whereas “Infrastructural support” (HIV/AIDS
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perception 1) has no effect on any of the four job performance dimensions. Thus, it is 

apparent that of the four dimensions of HIV/AIDS perception, two (occupational 

benefits and pastoral care) are significantly related to job performance and its various 

dimensions.

In the path analysis model, a comparison of all the effects (direct, indirect and overall) 

indicates that job involvement is the best predictor of job performance. However, 

motivation, organizational commitment and pastoral care also play an important role in 

directly influencing teacher job performance. The model results are consistent with the 

pattern of correlations found in the data. Just as in the path analysis model, job 

involvement emerged as the best predictor of job performance in the correlational and 

multiple regression analyses. Also both the path analysis model and the correlational 

analyses show the HIV/AIDS dimensions of occupational benefits and pastoral care as 

being instrumental in influencing job performance. However, unlike the correlational 

analyses that show a significant moderate relationship between job satisfaction and job 

performance, the regressional and path analyses indicate a very small effect between the 

two variables.

Generally, the weak (direct and indirect) effects of HIV/AIDS perception dimensions on 

job performance could be explained by a number of factors such as the culture of 

silence and denial in the Ugandan society. People do not freely talk about HIV/AIDS 

issues and would not want to be associated with the disease. One of the main reasons for 

this is fear of isolation from and stigmatization by the community. This is particularly 

so in rural areas where, for example, teachers pointed out (during the group discussions 

the first phase of the study) that if a teacher is seen going to an HIV/AIDS testing 

centre, the community concludes that he/she is HIV-positive and thus a danger to their 

children-parents have withdrawn their children from schools where such a teacher is 

employed! This is supported by Kaleeba (2008), the founder of The AIDS Support 

Organisation (TASO), who noted that the level of stigma in Uganda (due to HIV/AIDS) 

is high particularly in the north. She cited two teachers who had their names deleted 

from the payroll and were chased away from staff quarters after absconding from duty 

while on treatment. Consequently, even if they are aware of the devastating effects of 

the disease, such teachers would better keep quiet and force/motivate themselves to 

carry on until they ‘collapse’. Kaleeba (2008) argued that the high levels of stigma
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negatively affects the struggle to control the spread of the virus because people fear to 

disclose their status. This could further explain the HIV/AIDS dimension of 

infrastructural support not having any effect on any of the job performance facets. 

Teachers who are affected by HIV/AIDS cannot openly reveal the lack of support from 

the government or their schools as this could put their jobs in jeopardy. They only have 

to bear the effects in silence.

These findings are closely linked to the needs theories of Maslow (1954) and Herzberg 

(1959). Maslow proposed that people have a hierarchy of needs and that the satisfaction 

of one level need motivates an individual to aspire for the next level, culminating in 

self-actualisation. Thus, the the teachers who view the HIV/AIDS context as 

burdensome may feel that their lower -level needs such as safety and security (financial 

security, job security, medical security etc.) are unmet and this affects their aspiration 

for growth towards higher - level needs. Herzberg’s theory focused on two factors in 

which he distinguished between satisfiers, which are the main causes of job satisfaction 

(motivation to perform) from dissatisfiers, which are the main causes of job 

dissatisfaction (de-motivation to remain in the job). Thus, Herzberg’s two-step 

approach to understanding motivation is based on hygiene factors (wages, working 

conditions, and quality of supervision) and motivator factors (status, opportunity for 

advancement, recognition, responsibility, and challenging work). According to this 

theory, the absence of hygiene factors, or their being unsatisfactory, can create job 

dissatisfaction, but their presence does not motivate or create satisfaction. The 

motivators were associated with long-term positive effects in job performance while the 

hygiene factors (dissatisfiers) consistently produced only short-term changes in job 

attitudes and performance, which then fell back to its previous level.

Thus, in line with Herzberg’s theory, the findings suggest that, as long as teachers 

perceive the HIV context as occupationally benefitting and rendering them opportunity 

to provide pastoral care to students, then they will feel satisfied/motivated to work 

because they see their efforts being recognized and their work giving them an 

opportunity to grow and achieve their desires. However, the dimension of HIV/AIDS of 

“infrastructural support” which did not have neither direct nor indirect effect on any job 

performance dimension could be equated to the hygiene factors in that the presence of 

such factors as, lack of school and government support, inadequate medical services.
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and working conditions does not motivate them to work although their absence or being 

inadequate can create dissatisfaction among teachers.

Teacher motivation and occupational attitudes
The Pearson Product Moment correlation coefficient was used to test the relationship 

between motivation and the occupational attitudes of job satisfaction, job involvement, 

organizational commitment and work ethic. The relationships between the various 

facets of the motivational scale and the occupational attitude scales were also 

determined. The results indicated significant relationships between motivation and job 

satisfaction (r = .220, p < .01) and motivation and organizational commitment (r = .189, 

p < .01). There were moderate relationships between motivation and job involvement (r 

= .327, p < .01) and motivation and work ethic (r = .397, p < .01). Similar results were 

obtained with path analysis indicating that motivation had direct effects on the four 

occupational attitudes of interest.

These results indicate that a change in motivation may predict a change in occupational 

attitudes. In other words, a well motivated teacher is likely to be satisfied with his or her 

job, is more committed to his/her school, exerts considerable effort in his/her job and 
has desirable value for work.

The results attest to what has been found by previous researches in other work 

organizations regarding the influence of work motivation on one’s occupational 

attitudes. For example, Ayeni and Popoola (2007) in their study of library personnel in 

academic and research libraries in Nigeria, reported a positive correlation between work 

motivation and job satisfaction of r = .41. They also found that motivation was 

correlated with organisational commitment, but negatively with a coefficient value of - 

.18. The results also correspond with Brown and Shepherd (1997) who reported that 

motivation improves workers’ performance and job satisfaction. They also agree with 

Chess (1994) who reported that certain motivational factors contribute to the prediction 

of job satisfaction.

Teacher motivation and job performance
The fifth hypothesis posted in the study was that there is a significant relationship 

between secondary school teacher motivation and job performance. The Pearson 

correlation coefficient indicated that total motivation scores correlated significantly with
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total job performance scores (r = .345, p < .01). There were also positive significant 

relationships between all the four motivational facets and total job performance and also 

with the various facets of job performance. However, a path analysis indicated that 

motivation had direct effects on only two (open-active and curriculum delivery) out of 

four job performance facets and only affected the other job performance dimensions 

(co-curricular and facilitating learning) indirectly through occupational attitudes.

The plausible explanation for these results is that an employee, who is highly motivated 

whether by intrinsic or extrinsic factors, is likely to develop great interest and desire in 

his/her work, will be highly productive and always endeavour to do superior work. 

Conversely, an employee who is not motivated will lose interest in his/her work, might 

redirect his/her energies into more motivating ventures, will be less productive and may 

resort to doing sub-standard work. As the old adage goes, “you can take a horse to the 

water but you cannot force it to drink, it will drink only if it’s thirsty” so it is with 

human beings who are doing any work! A manager/supervisor may guide employees on 

what to do, how to do it but will not force them to do it if they don’t have the 

desire/motivation to do it.

These findings concur with previous research findings and observations which show 

that well motivated employees are more productive and creative and that the reverse 

also holds true. Research has shown that job performance, the behaviours relevant to the 

goals of the organization (Campbell, 1990; McCloy, Campbell, & Cudeck, 1994), is a 

function of the performer’s ability and motivation (Locke, Mento, & Katcher, 1978). 

Ability in turn depends on education, experience and training. In this present study, 

teacher ability is assumed since all the teachers that participated in the study have the 

required qualifications to teach, have undergone relevant training and are currently in 

practice. Studies on work motivation seem to confirm that it improves workers’ 

performance. For example. Brown and Shepherd (1997), in their examination of the 

characteristics of the work of teacher librarians in four major areas (knowledge base, 

technical skills, values, and beliefs), report that they will succeed in meeting this 

challenge only they are motivated by deeply-held values and beliefs regarding the 

development of a shared vision.
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Teachers’ occupational attitudes and job performance
The sixth hypothesis was that teaeher occupational attitudes significantly relate to job 

performance. Path analysis yielded similar results indicating each of the four 

occupational attitudes having direct effects on at least one of the four job performance 

dimensions. Thus, the hypothesis was supported based on the results that indicated 

relatively strong positive significant relationships between all the four occupational 

attitudes under study with job performance. This generally implies that if one has 

favourable attitudes toward his/her work, one is likely to do everything within his/her 

means to do it well (job involvement), will likely derive satisfaction from the job well 

done (job satisfaction), will be more committed to the organization that has offered 

him/her the opportunity to exercise (organizational commitment) and all these coupled 

with a belief that hard work pays and is a virtue (work ethic) will lead to desired 

productivity/performance.

For a number of years, organizational psychologists have been interested in elements 

that affect job performance with a conclusion that there is a connection between work- 

related attitudes and performance, that is, attitudes towards one’s job affect one’s 

performance. This view is supported by Fishbein (1967) and Fishbein & Ajzen, 1975) 

who conceptualized the notion of attitude to be sub-divided into three related parts, that 

is, beliefs about one’s job (for example, the job is dull, dirty, provides little 

responsibility etc) lead to job attitudes (for example job dissatisfaction, low job 

involvement, little organizational commitment etc) which, in turn, lead to the 

behavioural intentions to leave or reduce effort on the job. The behavioural intentions 

are then translated into actual behaviour (assuming that the individual carries out his/her 

intentions) such as absenteeism, turnover, and poor performance. Robbins (1993) also 

noted that industrial psychologists had become increasingly interested in employee 

attitudes toward involvement in and satisfaction with the job and commitment to the 

employing organization because of their impact on behaviour at work. Job Involvement 

includes identifying with the job, actively participating in the job, and perceiving job 

performance to be important to self-worth (Blau, 1985). Job satisfaction in the broadest 

sense refers to a person’s general attitude toward the job or toward specific dimensions 

of the job (Hodson, 1987). Organisational commitment refers to identification with and 

loyalty to the organization and its goals (Blau & Boal, 1987).
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The present study results indicate a positive significant relationship between job 

satisfaction and total job performance (r = .391 ,P< .01). However, path analysis results 

indicate that job satisfaction directly affects only one out of the four dimensions of job 

performance that has to do with teachers’ involvement in co-curricular activities. This 

implies that teachers who are satisfied with their job also tend to perform well. These 

findings are in agreement with research by organizational behaviourists which has 

concluded that there is no such a simple direct relationship between job attitudes, 

including job satisfaction, and performance (Finder, 1984, p.lOl). This conclusion 

follows from the related evidence that shows it is seldom the case that attitudes lead to 

specific behaviours in a predictable fashion. Of the occupational attitudes, job 

satisfaction has received the most attention by organizational behaviourists and has by 

far been found to correlate most strongly with other attitudinal variables for example job 

involvement, organisational commitment, job tension, and feelings of anxiety (Steve, 

2002).

Despite the common-sense belief that satisfaction leads inexorably to better 

performance, research has shown that this is not reliably true (Bhagat, 1982). For 

instance, a highly satisfied individual can become complacent and then coast along on 

his or her past contributions. Conversely, an individual with a low level of satisfaction 

may be very productive if he or she perceives that such performance will be rewarded 

by a promotion, a pay increase or a chance for another job elsewhere. However, Finder 

(1984) further contends that research results have shown that, while there is no cause- 

effect relationship between job satisfaction and job performance, sometimes there can 

be an association.

The results of this study are consistent with a number of previous study findings of 

significant associations between job satisfaction and performance. For example, 

laffaldano and Muchinsky (1985) conducted a comprehensive meta-analysis of studies 

that examined this relationship and reported the best estimate of their correlation to be 

.17. Similar results were obtained by Fadsakoff and Williams (1986, as cited in Steve, 

2002). However, Fadsakoff and Williams (1986) also found that the satisfaction- 

performance relationship was moderated by the degree to which rewards were linked to 

performance. In studies where rewards were closely tied to performance, the corrected 

correlation between job satisfaction and performance was .27. In contrast, in studies
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where rewards were not closely tied to performance, the corrected correlation was 

weaker (r = .17). These mixed findings indicate the importance of the moderator effect 

because it suggests that when job satisfaction and performance are related, the most 

plausible causal sequence is from performance to job satisfaction, rather than the 

reverse. More specifically, if rewards are tied to performance, job satisfaction may be a 

natural byproduct of receiving rewards. This implies that attempts to increase worker 

satisfaction and performance simultaneously may likely be unsuccessful since the two 

concepts are only mildly related.

With regard to job involvement, the current study found that it is positively correlated 

with total job performance (r = .548, p < .01). Multiple regression and path analyses 

also showed that, of all the variables under study, job involvement was the best 

predictor of job performance. Job involvement had direct effects on 3 out of the four job 

performance dimensions, that is, open-active, co-curricular, and curriculum delivery. 

Job involvement has to do with the connection between the work individuals do and 

their self-concept. For a person with a high level of job involvement, there is a 

connection between how that person feels about his or her performance and how he or 

she feels about himself or herself. To such an individual work is a very significant 

concern, closely affecting his or her self-esteem. It may, in fact, be one of the most 

important aspects of his or her life if not the most important (Finder, 1984, p.l07).

However, research by organizational behaviourists on the relationship between job 

involvement and staff performance has been minimal and inconclusive thus far. In 

contrast to the current study findings of a high relationship between the two concepts. 

Brown (1996) conducted a meta-analysis of studies that examined job involvement and 

reported an average correlation of .09 with performance. This very weak correlation 

may suggest that job involvement is more related to how people view their work and 

their approach to it and less related to how well they perform their jobs.

The study also found out that there is a significant relationship between organizational 

commitment and job performance (r = .476, p < .01). A regression analysis indicated 

that organizational commitment directly affected 2 out of 4 job performance aspects, 

that is, facilitating learning and co-curricular. This implies that teachers who are 

committed to their schools will be more involved in all aspects of their school life
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including co-curricular activities and any other activity that facilitates student learning 

in addition to the actual act of teaching.

The results concur with other previous research findings that have persistently found the 

two variables to be positively related. Mathieu and Zajac (1990) and Meyer and Allen 

(1997) contend that, in general, affective commitment has been shown to be positively 

related to performance, although the magnitude of this relationship is not strong. Based 

on a meta-analytic study, Riketta (2002) estimated a correlation of .20 between 

organizational commitment and job performance. Employees who possess high levels of 

affective commitment tend to work harder and exert more effort than employees who 

possess lower levels of affective commitment. In some cases, this high effort will 

translate into higher levels of performance, although this is not always the case 

(Campbell, 1990, 1994). Maxwell and Steele (2003) have also argued that:

With regard to the outcome of employee performance, commitment 

may be expressed in: persistence in completing tasks and achieving 

goals; service quality; acceptance of change; and assumption of extra 

job tasks (p.365).

Several other studies have found that work-related experiences affect the degree of 

commitment among staff. Steers (1977) found that the most important influences on 

commitment levels were: positive group attitudes among peers; feelings by the 

individual staff member that he or she is of some importance to the organization; 

feelings that the organization meets the individual’s prior expectations; and feelings that 

the organization could be relied upon to carry out its commitment to its staff.

With respect to work ethic, the study found that it is highly related to performance (r = 

.422, p < .01). Regression analysis showed that work ethic directly affects one 

dimension of job performance, that is, open-active. This implies that teachers with a 

strong work ethic will tend to be highly instrumental in executing their duties, for 

example they will always strive to look for ways of making teaching very interesting, 

involving students in learning, and doing research in their areas of specialisation.

This result indicates that teachers who are high on work ethic also exhibit desirable 

standards of job performance. According to Colson & Eckerd, 1991 work ethic is a 

cultural norm that advocates being personally accountable and responsible for the work
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that one does and is based on a belief that work has intrinsic value. There is a common 

agreement among the findings regarding a significant positive association between work 

ethic and job performance. Hilt and Petty (1995) for example reported employers’ 

outcry and complaints of their inability to locate employees who were reliable, drug- 

free, motivated and possessing a work ethic. Several studies by Goodale; Ilgen and 

Hollenback; and Feldman as cited in Steers and Porter (1983) have indicated a direct 

relationship between a strong work ethic and the propensity come to work. The desire to 

want to and be present for work is very essential for job performance.

Relationship among the occupational attitudes
The seventh hypothesis to be posted in the study was that there is a very high positive 

relationship among the occupational attitudes of job satisfaction, job involvement, 

organizational commitment and work ethic. Although positive significant relationships 

existed among all the four occupational attitudes under investigation, there were not 

very high as hypothesized; in fact they were moderately high. This implies that teachers 

who feel satisfied with their job will work hard because they know the intrinsic value of 

hard work, will be highly involved in work, and will be more committed to their schools 

for offering them opportunity to work. Also these occupational attitudes could be 
inversely related-there is an indication of interrelationships.

The results of this study are consistent with other research findings. Muchinsky (2006) 

concludes that the general pattern of the results reveals that job satisfaction, job 

involvement, and organizational commitment are substantially correlated with each 

other but only modestly correlated with performance and turnover. Thus, organizational 

attitudes tend to be substantially intercorrelated. The present study found a correlation 

of .311 between job satisfaction and job involvement; .458 between job satisfaction and 

organizational commitment; .312 between job satisfaction and work ethic; .551 between 

job involvement and organizational commitment; .399 between job involvement and 

work ethic; and .321 between organisational commitment and work ethic. Based on a 

meta-analysis. Brown (1990) and Mathieu and Zajac (1990) found a correlation of .53 

between organizational commitment and overall job satisfaction. Brown (1996) also 

estimated a correlation of .50 between job involvement and organizational commitment 

whereas Mathieu and Zajac (1990) estimated a correlation of .36 between the two 

constructs and .67 with a personality construct similar to conscientiousness that I call

145



work ethic. Brown (1996) reported an average correlation of .45 between job 

involvement and overall job satisfaction and .53 with a personality dimension related to 

conscientiousness/work ethic. Tang and LiPing (1999) have also reported that a positive 

relationship exists between job satisfaction and organisational commitment.

Job satisfaction is so important in that its absence often leads to lethargy and reduced 

organisational commitment (Levinson, 1997; Moser, 1997). Lack of job satisfaction is a 

predictor of quitting a job (Alexander, Litchtenstein and Heilman, 1997; Jamal, 1997). 

Sometimes workers may quit from public sector to the private sector and vice-versa. At 

other times the movement is from one profession to another that is considered a greener 

pasture. The latter is common in developing countries with dwindling economy and its 

concomitant such as poor conditions of service and late payment (Nwagwu, 1997). In 

such countries, people tend to migrate to better and consistently paying jobs 

(Fafunmwa, 1971).

However, a higher order factor analysis indicated that of the four occupational attitudes, 

job satisfaction is distinct form the others whereas the other three, that is, job 

involvement, organizational commitment, and work ethic have overlappinf effects.

Intention to leave teaching
The study revealed that a big number of teachers had considered leaving teaching in the 

last 5 years. Asked who have considered leaving teaching in the last five years, 174 

(42.4%) said “Yes” compared to 225 (54.9%) who said “No”. The percentage difference 

is so small that this statistic should be a cause for worry among Ugandan education 

stakeholders. In terms of the demographics, the significant differences in the intention 

to leave were for gender with more male than female teachers having considered 

quitting; age with the majority of the teachers aged 25-29 and 30-34 having considered 

leaving; and nature of school with majority teachers in mixed schools intending to 

leave. A regression analysis indicated that the seven demographic variables studied 

accounted for only 3 percent of the variance in the teachers’ intention to leave teaching. 

Gender was the best predictor of intention to leave followed by nature of school. The 

main variables of study (teacher perception of the HIV/AIDS context, motivation, and 

occupational attitudes) accounted for about 20 percent of the variance in the intention to 

leave with the best predictor being organizational commitment followed by motivation.
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Of the reasons cited for the intention to leave included inadequate payments/salaries, 

other enterprising alternatives, workload, poor working conditions, lack of social 

benefits etc. Probably, the only constraint that has been keeping them is lack of 

alternative better employment. A number of teachers leave teaching for better jobs in 

Non-Governmental Organisations, and some go into business-related activities either 

within or outside the country.

The plausible explanation for more male than female teachers having intentions to leave 

teaching is that culturally in Uganda and many other countries in Africa, a man is 

considered to be the ‘bread-earner’ in the family, he has got to look for enough 

resources to take care of the needs of the family and when it comes to marriage, he has 

to pay bride price (which in most cases is very dear!). Due to such challenges, men 

unlike women, will tend to be more ‘aggressive’ with searching for alternative ‘greener 

pastures’ whereas women tend to get settled and contented with the job they may have. 

As for age, the plausible explanation for the young teachers considering leaving the 

teaching is that unlike the older teachers, they are still strong and energetic and so have 

a higher propensity for mobility. They also have higher future expectations and thus 

they are likely to keep trying different alternatives until they achieve their optimal level 

of fulfillment.

This “brain drain” is attested to by research evidence indicating that in many African 

countries, there is massive international migration and in-country migration (of 

professionals) between the public and private health sectors, between urban and rural 

areas (McAuliffe & MacLachlan, 2005; Mutizwa-Mangiza, 1998; World Health 

Organisation, 2004, 2005; Dovlo, & Nyonator, 1999). This migration is attributed to 

such factors as poor working conditions, characterised by heavy workloads, lack of 

equipment, poor salaries and diminished opportunities for advancement. In the 

education sector. The World Education Forum (2000) observes that real salary rates in 

many low-income countries, salaries, in addition to being very low, are not paid 

regularly with delays often of several months. Consequently many teachers are forced to 

look for other jobs in addition to teaching and some are even driven to leave teaching 

altogether. In some African coimtries, it has become almost impossible to convince 

good students to choose a teaching career, as the prospects of job security and adequate 

income are too uncertain (World Education Forum, 2000).
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The in-country migration is clearly evident in the education sector in the movement of 

teachers between public and privately-owned schools, teacher upgrading, and teachers 

leaving the profession to take up other jobs. This is attested to by Mulkeen (2006) who 

observes that in many countries, there are many qualified teachers in urban areas who 

are unemployed, while there are unfilled positions in rural areas. This suggests that 

teachers prefer to teach in urban areas and are less willing to teach in rural areas.

A Voluntary Service Organisation report (2007) shows that teachers, especially in rural 

areas, are poorly paid and are increasingly shovm less and less respect for the position 

the occupy. Their educational and training needs are neglected and they are stuck in 

bureaucracies that offer little in the way of support or career advancement. The report 

reiterates that teacher motivation is a critically ignored factor in educational 

management and policy formulation at all levels: school, regional, national and 

international. Due to the poor salaries and wages that characterise the teaching 

profession in many African countries, many teachers are forced to look for other jobs in 

addition to teaching and some are driven to leave teaching altogether. For some African 

countries, it has become almost impossible to convince good students to choose a 

teaching career, as the prospects of job security and adequate income are too uncertain 

(World Education Forum, 2000; Towse, et al, 2002).

However, in their study among technology teachers, Wright and Custer (1998) found no 

predominant reason that teachers cited for leaving teaching. Among the reasons are 

salary, limited opportunities for advancement, and too much to do in too little time (Litt 

& Turk, 1985). According to Ladwig (cited in Wright & Custer, 1998), another 

common reason for leaving teaching is lack of support from the principal. Principals 

may frequently (although not deliberately) reduce or eliminate a teacher’s opportunities 

for intrinsic rewards (Kyriacou & Sutcliffe, 1979).

Furthermore, factors such as low salary, low status, and excessive paperwork were 

found to be major causes of stress among teachers (Wright & Custer, 1998). However, 

the intention to leave teaching was more related to their coping resources. Marlow, 

Inman, and Bentancourt-Smith (1996) indicated that common reasons for leaving
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include problems with student discipline, lack of student motivation, and lack of respect 

from the community, parents, administrators, and students.

Conclusions and recommendations
The major conclusions and recommendations are based on the study’s main findings 

that have shown how teacher HIV/AIDS perception affects their teaching/job 

performance either directly or indirectly through motivation and occupational attitudes.

The HIV/AIDS dimension of occupational burden directly affects the job performance 

dimension of curriculum delivery. It is therefore concluded that teachers who conceive 

of the HlV/AlDS context as threatening and burdensome have low motivation to work 

and their ability to deliver content is affected due to the physical and psychological 

effects of the disease on their health. They simply “force themselves” in the classroom 

but they may not perform to the expected standards as their attention and concern is 

directed more towards their health and those under their care. Some may be required to 

take on additional work load/responsibilities of an absentee teacher due to HIV/AIDS.

HIV/AIDS burden is also felt through illness and attrition of teachers or their family 

members and through the needs of students who are ill or who have ill family members. 

However, due to fear of social isolation, stigmatization and rejection coupled with lack 

of support in and from the school and the community, teachers who are HIV positive 

prefer to keep quiet and suffer silently. In their silence, they are able to continue 

teaching in order to maintain their jobs and thus enjoy the related occupational benefits 

for example housing, allowances and the respect that is generally accorded to teachers. 

This is demonstrated in the study finding that the dimension of HIV/AIDS of 

occupational benefits indirectly affects all aspects of teaching, that is, open-active, co- 

curricular, curriculum delivery and facilitation of learning.

Therefore, there is need for the government and the schools to put in place programmes 

meant to mitigate the effects of HIV/AIDS on the members of the school community. 

Such programmes would be geared towards encouraging those affected by the disease 

to seek mutual support, speak out, and play for a leadership role in demanding changed 

behaviour; encouraging changed sexual behaviour among teachers, students, and 

community members; having adequate supplies of anti-retroviral drugs for those who
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are HIV positive and providing them with financial support. In the event of a teacher 

being absent due to HIV/AIDS-related causes, schools should arrange lesson covers in 

such a way that teachers covering lessons are not too overloaded and they should also 

be paid for the extra work load. Since occupational benefits affect basically all aspects 

of teaching, the government, through the Ministry of Education and Sports, and school 

management should endeavour to provide teachers with such incentives as decent 

housing, water, and electricity. This will make them feel proud to belong to their 

schools and raise their respect and dignity in the community.

The study has also demonstrated that the HIV/AIDS dimension of pastoral care directly 

affects three out of the four job performance aspects, that is, open-active, co-curricular, 

and facilitation of learning. It is therefore concluded that a number of teachers view 

working in an environment polluted by HIV/AIDS as providing them with an 

opportunity to offer help and support and provide pastoral care to children who may be 

affected by HIV/AIDS. The feel empathetic towards these children and feel compelled 

to help shape their future through providing them with quality education.

In the light of this conclusion, it is recommended that the government and schools 

should provide teachers (and students) with skills of guidance and counseling so as to 

equip them with the necessary knowledge/skills to support their colleagues or students 

affected by HIV/AIDS. Although having it as a requirement would have some ethical 

implications, it would also be necessary to encourage all teachers to take an HIV test so 

as to know the state of their health and how to preserve it. The government, through the 

Ministry of Education and Sports, should establish the position of school counselor in 

every school and ensure that it is held by a trained/professional person who will provide 

support to members of the school community, including teachers and students, who may 

be affected by HIV/AIDS and any other problems that require counseling.

At the institutional level, there is need to infuse HIV/AIDS information in pre-service 

and in-service training programs for teachers in order to raise awareness, change of 

behaviour, and help reduce teacher infection rates. HIV/AIDS program should be 

integrated into the national curriculum and all teachers should be trained in participatory 

methods while still in teacher training colleges. Teachers are often the main adults other 

than family members with whom young people interact on a daily basis; thus they can
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play an even more critical role of being a source of accurate information and a person 

with whom yoimg people can raise sensitive and complicated issues about sexuality. 

Teachers need to know how to protect their own health and the importance of not 

putting any of their students at risk through their own behaviour.

Despite the unfavourable working conditions, secondary school teachers in Uganda 

show high levels of job involvement. They are highly involved in and report being 

satisfied with the actual teaching. This could essentially be attributed to the fact that 

they love the job of teaching in itself Thus, at the school level, teachers should be given 

more autonomy and responsibility to try new ideas and address novel challenges. For 

example, those charged with weekly duties should be given full powers to exercise their 

administrative potentials and abilities with little or no influence from the head teachers- 

they could in fact be labeled “head teachers of the week”. There is also need to sustain 

this love by appreciating their efforts (a factor they named as one of the most 

demotivating). The school management and government ought to view a teacher as an 

investment and create an organizational culture that values and promotes human 

resource as an important asset (Kanungo & Mendunca, 1994). This could be achieved in 

several ways for example providing teachers with opportunities for upgrading, end of 

year parties, celebrating the good performance of students, providing them with the 

necessary instructional materials and involving them in decisions that affect the day-to- 

day running of the school.

Ugandan secondary school teachers are satisfied with the good performance of students 

and demotivated by their poor performance. Therefore, at the school level, attention 

should be focused on designing and implementing strategies for increasing the number 

of students who pass with the best grades in the national examinations. This might also 

be done by attempting to provide both pre-service and in-service programs for the 

teachers to help them work better with the less academic and problem students, and by 

encouraging school administrators to reduce the quantity of non-instructional 

assignments and activities which require teacher commitment outside official hours.

Ugandan teachers tend to be more dissatisfied and demotivated with the financial 

support they receive rather than with their working environment and professional 

acceptance. This is true considering that a secondary school teacher’s salary at present is
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about 400,000 Ushs (about $ 198) per month which is about $ 6 per day. In Maslow’s 

need hierarchy, the effects of money are often misunderstood. The needs most directly 

related to money are physiological and security needs, because money contributes 

significantly to securing a comfortable and safe environment. Unlike American workers 

(where Maslow conducted his research) who were more concerned with high-level 

needs, these teachers in Uganda do not have adequate financial base to fulfill their basic 

needs and so to them money could be considered a motivator and essential to self- 

actualisation because it buys the necessary time and resources that allow for self- 

actualising activities. According to Doyle (2003), money can potentially fulfill all 

Maslow’s needs simultaneously.

Money not only supplies a comfortable lifestyle, security and social 

status but it could buy friendship. For instance, it could be argued that 

more affluent people can afford to socialize more and so are likely to 

have a wider circle of friends. Finally, if it is part of your potential to 

successfully pursue wealth, activities related to the accumulation of 

yet more money, and the skills you employ to achieve this become self- 

actualising (Doyle, pp 82-84).

Thus, the government should consider raising the teachers’ salaries to match those of 

other professionals employed in other fields. They should also continually revise 

teachers’ salaries to match the current market forces.

Teachers in Uganda are satisfied with and are motivated by the level of professional 

acceptance they receive from fellow teachers, and their head teachers. However, since 

there appears to be a moderate practical relationship between the level of job 

satisfaction of teachers and their relationships with their head teachers, efforts should be 

made on the part of teachers to improve rapport with and support of their local 

principals.

A large number of teachers in the study have been considering leaving/quitting the 

teaching profession in the last five years citing such reasons as perceived low salaries, 

unattractive conditions of service, lack of social benefits, unprofessional treatment, lack 

of professional development opportunities. Thus, although teachers indicated that higher 

salaries would encourage better performance (so that they do not have to run around 

part-timing and looking for other means of boosting their earnings), there is need for the
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government, through the MoE&S and other policy makers, to improve teachers’ 

conditions of service in order to promote their job satisfaction, motivation and retention. 

There is also need to provide more professional support in general, better teaching and 

learning resources, supportive supervision, and ongoing in-service professional 

development. All this would be aimed at making the teaching profession more attractive 

and more highly valued than it is currently and improve the quality of teaching and 

learning. Teachers need to feel proud of their profession with no feelings of regret for 

having joined it as a profession of a last resort. This would go a long way in attracting 

highly qualified secondary school leavers to opt for teaching as a profession of their 

first choice, maintaining those already in service highly motivated and counter-acting 

any counter-productive work behaviours including “brain drain”.

Teacher deployment often contributes to attrition, discontentment and certain 

unprecedented behaviours such as engaging in extra marital relationships (even with 

their own students). Thus, in posting and recruiting teachers particularly to rural 

areas/hard to reach areas, there is need for provision of initial preparation so that they 

are psychologically prepared to take up such a challenge. Teachers posted in such 

difficult areas could also be given some additional compensation and recognition so as 

to encourage them. Posting authorities also need to consider the location of families 

when handling postings so as not to separate husbands, wives, and children for 

unreasonable periods of time.

Teachers need to be shown by their school managers that they are truly concerned about 

their welfare. One way this can be done is through the use of teacher career counseling 

programs, where teachers are shown the various options available to them. Where 

possible, they (school managers) should also help teachers achieve goals that are 

personally meaningful to them (teachers) for example providing them with “soft” loans 

to buy a car, giving them support in times of joy and sorrow for example in the event of 

a teacher getting married or losing a relative. These “small” acts are very essential in 

getting a teacher to know that he/she belongs to a caring “family/community” and will 

go a long way to increase their commitment levels to their jobs and schools which may 

subsequently positively impact their performance.
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In Uganda, less qualified (diploma holder), young and inexperienced teachers show 

higher levels of motivation, are more involved in their jobs and have higher levels of 

performance than the more relevantly qualified (Bachelor’s degree holders), older and 

experienced teachers. There is need for schools to support diploma teachers to upgrade 

to a degree level and to make the school environment more motivating so as to sustain 

the interest of the young, old and experienced teachers in the school.

Directions for further research
Generally, the study will have a significant impact on future research and become a 

benchmark for studies in Africa and Uganda in particular. This is mainly because it has 

provided the norms for the tests to be used since the scales used in the study were tested 

and found work well in the Ugandan context.

The current study raises a number of issues regarding the impact of HIV/AIDS in 

education in Uganda and the role of teacher motivation for the attainment of quality 

education which could be addressed by future research. These issues are presented 

below.

Although this study provided indications of the source of the motivations and 

demotivations of teachers in Uganda, it was only based on 2 regions in few selected 

schools. Thus it is believed that future research with a larger sample covering all the 4 

regions of the country could draw a more general and concise conclusion on these 

motivational issues.

Secondly, since the progression from primary to secondary school is assumed, there is 

need to replicate this motivational study at the primary school level to establish the 

differences in the levels of motivation between primary and secondary school teacher. 

Such a study would also compare the factors that motivate primary and secondary 

school teachers and make appropriate recommendations for each category.

It would also be interesting to conduct a longitudinal study to establish nationally the 

number of students that choose education as their first choice at the time of their 

admission to college/university and the reasons why. Then, these students and those that 

eventually join education after failing to be admitted for other courses, would be
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followed up throughout their study in universities and colleges until they graduate and 

then after graduation to establish who goes into teaching. Such a study would provide a 

more realistic picture of teachers who have a genuine love for the profession and are 

highly motivated to pursue it at all costs and those that join it as the “last resort”. Such a 

study would help the government, through the Ministry of Education and Sports and 

other relevant education stakeholders to revise their strategies of motivating students to 

appreciate education as a noble profession and budgetary allocations would be relevant 

in achieving the purpose of training the right people for the job.

Given that the current study randomly selected participants, future research might 

explore the possibility of a study that purposively draws a sample of HIV positive and 

HIV negative teachers with the view of comparing their levels of motivation and job 

performance. This is due to the conclusion drawn from the current study that the impact 

of HIV is felt individually-it is likely that the majority of teachers that participated in 

the current study were HIV negative and thus may not have perceived HIV/AIDS in 

their work environment as a threat to their motivation and performance.

Since a good number of teachers in the current study indicated that they are highly 

motivated and demotivated by good and poor student performance respectively, it 

would be of interest to conduct a study specifically to establish the impact of teacher 

motivation on student performance.

A study of the impact of HIV/AIDS on teacher motivation could be conducted in 

districts with high prevalence rates of HIV. Data for the prevalence rates could be 

obtained from the National Bureau of Statistics. Teachers in such contexts may have 

experienced the effects of HIV/AIDS more and may be much freer and open to talk 

about HIV/AIDS issues than teachers in the current study. Thus, such a study would 

provide a more realistic picture of the effects of HIV/AIDS on teacher motivation.

Given that a higher order factor analysis found the occupational attitudes of job 

involvement, organizational commitment and work ethic having an overlapping effect 

on each other, it would be recommended that future studies using the same scales in one 

study could re-factor analyse them and this could result in a more coherent factor 

structure.
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Limitations of the study
The following are some of the limitations of the current study that need to be taken into 

consideration when interpreting the results. Some of the limitations may be seen as 

fruitful avenues for future research bearing a similar theme.

Firstly, the exclusive reliance on teachers as respondents. The research could have 

involved students, head teachers and the community in assessing the impact of 

HIV/AIDS in the teachers’ work environment, the motivational and job performance 

levels of teachers. Coupled with this is the fact that the entire study employed self- 

report measures of collecting data, that is, it was a questionnaire study. One of the 

problems associated with self-report measures is that data are solely from the subjective 

perception and feeling of the respondent. Such data may not objectively portray an 

objective and realistic picture of the phenomena under investigation, thus may need to 

be cross-validated using other measures.

Another limitation of the study related to the above was the lack of knowledge of the 

performance of the schools that were surveyed in terms of student academic 

performance, co-curricular activities, and any other areas of school life where a 

teacher’s productivity can be reflected.

Secondly, a design-related difficulty of this study is the near impossibility of having 

accurate information about the incidence of HIV positivity in the sample. In other 

words, it would have been ideal for the researcher to use a sample of teachers who are 

HIV positive and those who are HIV negative in order to compare their levels of 

motivation, occupational attitudes and performance. Thus, the random sample drawn 

might have not experienced the effects of HIV/AIDS personally and so their perceptions 

of HIV/AIDS may not have reflected those of teachers who have been personally 

hit/affected by the scourge. Furthermore, the two selected regions, that is, central and 

south-western may not have experienced the impact of HIV/AIDS as much as other 

regions for example the northern region which has been plunged by war for more than 

twenty years and so the generalisability of the findings may not provide a perfect 

national picture. However, this was a deliberate design choice given that the research 

was not interested so much in HIV sensitivity as an Independent Variable but rather to 

identify HIV/AIDS variables that relate with teacher motivation and performance. More
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so, the strength lies in the strong representative sample of teachers and schools (mixed, 

single girls and single boys).

Despite the fact that participants were briefed by the researcher about the importance of 

expressing their individual views while filling in the questionnaires, it may be the case 

that some respondents made consultations regarding the kind of responses to give since 

they returned the questionnaires at a later date. Thus this limitation raises questions 

regarding the validity of the individual responses.

Another limitation of this study was that due to insufficient resources for tape

recording, transcribing and analyzing data, group discussions were used instead of focus 

groups in the first phase. Focus groups would have yielded more systematic and richer 

primary data than the group discussions. They also have higher face validity and are 

more appropriate.

Another limitation was that most of the instruments used in the study are western. 

Although these were adopted and modified to suit the Ugandan context and worked 

well, they may not have necessarily yielded optimal results in as far as full sampling of 

the relevant domains was concerned. However, these instruments were tested and cross- 

validated and were found to work well in the Ugandan context thus providing the norms 

for the tests to be used in future related researches.

Paying incentives to participants may have influenced their performance/responses. 

Given that the respondents were aware of the monetary compensation for their time, it is 

possible that respondents could have simply given responses that may not truly reflect 

their feelings about work. However, in all instances, the researcher consistently 

reminded the respondents of the need to honestly express their feelings and assured 

them of anonymity.
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APPENDICES

APPENDIX A: Information sheet
Dear participant(s),

RE; INFORMATION SHEET

(Please read and understand this before you proceed to give your signed consent to 

participate in this study)

This group discussion is the first part of a study meant to explore the range of 

motivating and de-motivating factors among secondary teachers in Uganda in the 

context of HIV/AIDS. The data collected will help to provide a basis for the second 

phase of the study which will link motivation, occupational attitudes and performance 

of teachers. The study is being carried out primarily as a necessary requirement for the 

award of a postgraduate degree in Educational Psychology, but it’s also deemed that it’s 

results will help in improving teacher motivation and consequently performance.

Thus, feel free to discuss issues as truly, honestly and exhaustively as possible without 

any fears for your responses will be treated with utmost confidentiality.

In case you have any questions in relation to this information, please feel free to ask for 

clarification before you give your signed consent.

Thank you once again for agreeing to participate in this study.
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APPENDIX B: Consent form
CONSENT FORM
Having read and understood the information sheet, I hereby give my consent to 

participate in a study carried out by a postgraduate student, Callist Tumwebaze, imder 

the supervision of Prof. Mac MacLachlan and Dr. Adebola Adedimeji of the University 

of Dublin, Trinity College.

1 understand I may withdraw my participation at any time. I understand that the data 

obtained through my participation is confidential and anonymous and will be used only 

for purposes of research. Under the Freedom of Information Act, I may request access 

to any data stored under my name; however, I understand that, in this study, the data are 

stored anonymously.

I will be informed of the general nature and the explanation of the aims of the study 

before participating. I may ask any questions for clarification at anytime during my 

participation.

I understand that I will not be requested to participate in any study that is detrimental to 

a person’s well-being or circumstances. The study has received prior approval from the 

School of Psychology’s ethics Committee.

Signed

Date

Witness
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Postgraduate Student Principal Supervisor

Callist Tumwebaze

School of Psychology

University of Dublin, Trinity College

Tel: +353 1 896 2970

Fax: +353 1 671 2006

Tel (Uganda): +256 77 2 481133

Prof Mac MacLachlan 

School of Psychology 

University of Dublin, Trinity College 

Tel: +353 1 896 1453 

Fax: +353 1 671 2006
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APPENDIX C: Group discussion guide
1. How did you get into the teaching profession or what attracted you to the 

profession?
2. Who among you specified Education as your first choice at the time of 

application for admission into the University/College?
3. For how long have you been teaching now? Could you explain how you have 

found the teaching from the time you started up to the present moment in terms 
of your love for the job?

4. Could you comment about teacher-student ratio in your school? E.g. how many 
students do you have in your class at present? Do you think this has any impact 
on your performance? Explain.

5. How many teaching hours do you have per week? Do you find this comfortable? 
Explain

6. If you were offered some alternative employment, would you leave the teaching 
job? Why or why not?

7. Could you please;
a) identify the various factors that you consider motivating in your job as a 

teacher

b) rank the identified factors in order of their motivational importance 

(Giving reasons for the ranking).

8. Could you now please;
a) identify the factors that you consider de-motivating in your job as a 

teacher
b) rank the identified factors in order of their de-motivational strength 

(Giving reasons for the ranking).
9. In what ways do you think the HIV/AIDS prevalence in Uganda impacts 

teacher
motivation and occupational attitudes?

10. How does a) the school and b) the community treat/look at a teacher who is 
HIV-h? Does this have any bearing to teacher motivation? Please explain.

11. What support services are available in your school/district for teachers who are 
HIV+?

12. Would you be willing to undergo an HIV/AIDS test?
a) If yes, would you disclose the results to the colleagues and the school 

administration?
b) If no, could you explain why?

13. In your opinion, what can schools/ the government do to mitigate the impact of 
HIV/AIDS on teacher motivation for improved work performance?
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APPENDIX D: Debriefing sheet
Debriefing Sheet
Thank you for your cooperation and participation in this noble exercise. As I mentioned 

at the start, your feedbaek will be very instrumental in designing the larger survey 

which will link motivation, occupational attitudes and performance of secondary school 

teachers in the context of HIV/AIDS in Uganda.

Thank you very much for your time and patience. Hopefully, I will meet most, if not all, 

of you during the second part of the study and I wish you all the best in your teaching.

Please feel free to contact me or my supervisors should you wish to obtain further 

information about the study.

Postgraduate Student

Callist Tumwebaze

School of Psychology
University of Dublin, Trinity College

Tel: +353 1 896 2970

Fax: +353 1 671 2006

Tel (Uganda): +256 77 2 481133

Dr. Adebola Adedimeji (Co-Supervisor)

Centre for Global Health

University of Dublin

Trinity College

Dublin 2, IRELAND

Tel: +353 1 896 8594

Fax:

Principal Supervisor

Prof. Mae MacLachlan

School of Psychology

University of Dublin, Trinity College

Tel: +353 1 896 1453

Fax: +353 1 671 2006
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APPENDIX E: Questionnaire for teachers

FEELINGS ABOUT WORK AND THE WORKPLACE

This questionnaire is designed to measure how you feel about your work and workplace as a 

secondary school teacher in Uganda. You have been selected to participate in this study by 

providing responses to the items in this questionnaire. The information you provide will be 

treated with all the confidentiality it deserves and will be used solely for academic research 

purposes. As you complete it, remember the following;

1. It is confidential and anonymous; therefore do not write your name or the name of your 
school on it.

2. Provide answers that are true according to you.
3. Do not take too much time thinking about any question.
4. Answer all questions.
5. There are no right or wrong answers.

PLEASE RETURN THE COMPLETED QUESTIONNAIRE IN THE ENVELOPE 

PROVIDED.

Thank you for your cooperation and participation in this research.

SECTION A; Background information {Tick as appropriate)

1. Gender: Male □ Female □

2. Age: Below 25 □ 25-29 □ 29-34 □ 34-39 □ 39-44 □ 44-49 □ 50+^^

3. Educational level: S.6 leaver q Diploma q Bachelor’s degree^ Master’s 

Degree O

4. Years of teaching: Below 3^ 3-6^ 6-9^ 9-12^ 12++□

5. Type of school:

6. School location:

Government □

□ □
Urban Rural

Private □

7. Nature of school: Single boys D

8. How many students are there in your class?.

Single GirlsD Mixed D
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9. How many actual teaching hours do you have per week?

10. Was education your first choice at the time of application for admission into the University /
College? ^ Ra Yes

11. Please give three factors (in order of their strength) that attracted you to the teaching 

profession.

a) .........................................................................................................................................

b) .........................................................................................................................................

c) ........................................................................................................................................................................

SECTION B; Ideas about work
Using the five response options below, please rate how much you agree/disagree with 

each statement:

Strongly Disagree Neutral Agree Strongly Agree
Disagree

1 2 3 4 5

SN ITEMS RESPONSES
1. It is important for me to do whatever I’m doing as well 1 2 3 4 5

as I can even if it isn’t popular with people around me.

2. Doing something better than I have in the past is very 1 2 3 4 5

satisfying.

3. I like to work hard 1 2 3 4 5

4. Part of my enjoyment in doing things is improving my 1 2 3 4 5

past performance.

5. I would rather do something at which I feel confident 1 2 3 4 5

and relaxed than something which is challenging and

difficult

6. If I am not good at something, I would rather keep 1 2 3 4 5

struggling to master it than move on to something I may
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5

5

5

5

5

5

2 3 4 5

2 3 4 5

be good at.

7. Once I undertake a task, I persist 12 3 4

8. I prefer to do things that require a high level skill 12 3 4

9. I like to be busy all the time. 12 3 4

10 1 enjoy being in competition with others. 12 3 4

11 It annoys me when other people perform better than 1 do 1 2 3 4

12 Learning to do something unique gives me a sense of 1 2 3 4

satisfaction.

13 1 am always ready and willing to exert extra effort in 1

order to avoid failing at a task

15 1 am confident in achieving my set goals even when 1

there are obstacles

to overcome.

16 lam always eager and 1 strive to learn new things, even 1 2 3 4 5

in the absence of external rewards

17 1 place high priority on work and 1 am uncomfortable 1 2 3 4 5

when 1 have nothing to do

18 I easily adapt to new work situations. 1 2 3 4 5

19 1 am able to concentrate on something for along time 1 2 3 4 5

without being distracted by situational influences.

20 1 like to seek out challenging rather than easy tasks. 1 2 3 4 5

21 1 prefer to take on difficult tasks with a high risk of 1 2 3 4 5

failure to easy tasks with a low risk of failure

22 I always feel a sense of enjoyment and accomplishment 1 2 3 4 5

as a result of doing my best at work.

23 Organising myself and my work takes priority over 1 2 3 4 5

personal enjoyment /gratification.

24 1 have a strong desire to attain a high status in my 1 2 3 4 5

personal life and to progress professionally.
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Section C; Working in the context of HIV/AIDS
Using the five response options below, please rate the extent to which the following 

factors impact on your work as a teacher taking into account the influence of 

HIV/AIDS on your work environment

Not at all Not very Somewhat Important Extremely
important to me important to important to me to me important to me

me
1 2 3 4 5

M ITEM

1. Personal survival

2. Love for the profession

3. Lack of alternative employment

4. Empathy for orphaned children

5. Lower risk of infection because of working with 

children / teenagers

6. Skills of guidance and counselling acquired during 

training

7. Job security

8. The respect and dignity associated with the teaching 

profession

9. Some fringe benefits e.g. house, water, electricity, etc

10 Differentiation in salaries and allowances between 

HIV+ and HIV- teachers

11 Isolation & stigmatisation by the community

12 No respect in society (negative recognition)

13 Too much work as a result of taking on additional 

responsibilities of an absentee teacher due to 

HIV/AIDS

14 Lack of school support to HIV+ teachers

15 Lack of government support to HIV+ teachers

16 Students’ failure attributed to teachers

RESPONSES 

1 2 3

1 2 3

1 2 3

1 2 3

1 2 3

2
2

2
2

2
2
2

2
2

2

3

3

3

3

3

3

3

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

5

5

5

5

5

5

5

5

5

5
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17 Teaching HIV infected children who tend to be 

destructive and whose level of attention is very low

18 A feeling that one is teaching children who will die 

soon

19 Inadequate medical services to those infected (students, 

fellow teachers, parents, etc)

SECTION D: Job satisfaction

Using the five response options below, please indicate to what extent you are satisfied 

with the following aspects of your present job:

Not satisfied Somewhat satisfied Satisfied Very satisfied 

1 2 3 4

Extremely satisfled 

5

1. Physical working conditions (e.g. staff room, classrooms)

2. Freedom to choose my own method of working

3. Working relations with my fellow teachers

4. The appreciation 1 get for good work

5. Working relationship with the Headmaster

6. The amount of responsibility I am given

7. The amount of work I do

8. My pay/salary

9. Relations between administration and the staff

10. My chances of promotion

11. The way my department is managed

12. The attention paid to suggestions I make

13. My hours of work

14. My job security

15. How 1 feel about my job in general

16. The district that I work in

17. The opportunity to use my abilities to the maximum.

18. My standard of living

19. The way I spend my leisure
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2
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2
2
2

2
2

2
2
2

2
2

2

2

2
2
2

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

4

5

5
5

5

5

5

5

5

5

5

5

5

5

5

5

5

5

5
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20. Social support when in difficulties(e.g sickness, death)

21. The freedom to use my judgement

22. The way my fellow teachers get along with each other

23. Communication within the school

24. My chances for salary increases

25. Chances for professional growth e.g upgrading

26. The way my school is managed

2

2
2
2
2

2
2

3

3

3

3

3

3

3

4

4

4

4

4

4

4

5

5

5

5

5

5

5

SECTION E: Feelings about vour job
Using the five response options below, please rate how you feel about your job.

Strongly Disagree 

1

Disagree
2

Undecided

3

Agree Strongly Agree
4 5

1. I always stay overtime to finish a task, even if I am not 1 2 3 4 5

paid for it.

2. I usually show up for work a little early in order to get 1 2 3 4 5

things ready

3. My job is one of the most important things 1 value in my 1 2 3 4 5

life

4. Sometimes 1 keep awake at night thinking ahead about 1 2 3 4 5

the next day’s work and working on my schemes of

work and lesson plans

5. I feel depressed when 1 fail at something connected with 1 2 3 4 5

my job

6. I feel a sense of accomplishment when my students pass 1 2 3 4 5

very highly in National exams

7. I have other activities which are more important than my 1 2 3 4 5

work

8. 1 really love and cherish my job 1 2 3 4 5

9. I would probably keep working even if 1 didn’t need 1 2 3 4 5

money

10. Quite often 1 feel like staying home from work instead 1 2 3 4 5
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of coming to school

11. To me, my work forms only a small part of who I am 1

12. I tend to avoid taking on extra duties and responsibilities 1

in my work

13. I used to care more about my work, but now other things 1

are more important to me

14. Quite often I feel so bad for mistakes I make in my work 1

15. Any responsible teacher should always make his/her 1

schemes of work and lesson plans

16. I enjoy spending extra time with students for 1

consultations even outside class time

2

2

3

3

2
2

3

3

4 5 

4 5

2 3 4 5

4 5 

4 5

2 3 4 5

SECTION F: Other aspects of vour work
Using the five response options below, please indicate the extent to which you are 

committed to/can be identified with your school 
Strongly Disagree Disagree Undecided Agree Strongly Agree

1 2 3 4 5

1. lam willing to put in a lot of effort beyond that normally 1

expected in order to help my school to be successful

2. I feel very little loyalty for this school 1

3. I talk about my school to my friends as a great school to 1

work in

4. lam proud to tell others that I am part of this school 1

6. I am proud to tell others that 1 am a teacher by 1

profession

7. I wouldn’t mind leaving this school for another with 1

better facilities

8. I am extremely glad that I chose this school over the 1

others I was considering at the time I joined

9. There is not too much to be gained by sticking to this 1

school

10. I really care a lot about the standards of this school 1

2 3 4 5

2
2

2
2

j

3

3

3

4 5 

4 5

4 5 

4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5
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11. For me, this is the best of all the schools to work for 1 2 3 4 5

12. Deciding to work for this school was a definite mistake 1 2 3 4 5

on my part

13. Deciding to join the teaching profession was a definite 1 2 3 4 5

mistake on my part

14. I really feel as if this school’s problems are my problems 1 2 3 4 5

15. I feel a sense of pride in teaching in this school 1 2 3 4 5

16. If another school offered me more money, I would 1 2 3 4 5

certainly accept

17. If I got a better paying job with another organisation, I 1 2 3 4 5

would certainly leave teaching

18. My loyalty is to my work, not to any particular school 1 2 3 4 5

19. Few schools can match this one as a good place to live 1 2 3 4 5

and work

20. Based on my experiences in this school so far, I would 1

be quite willing to spend the rest of my career here

21. I have no particular feelings or sentiments toward this 1

school at all

22. The teaching profession is characterised by poverty 1 2 3 4 5

23. I would not recommend a close friend to join our staff 1 2 3 4 5

2 3 4 5

2 3 4 5

SECTION G: Work in general
Using the five response options below, please indicate your beliefs about work in 

general.

Strongly Disagree Disagree Undecided Agree Strongly Disagree 

1 2 3 4 5

1. By working hard, a person can overcome any obstacles 1 

in life

2. Only those who depend on themselves succeed in life 1

3. Work takes too much of our time leaving little time for 1 

relaxation

2 3 4 5

2 3 

2 3

4 5 

4 5
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4. There is joy, fulfilment and satisfaction in working hard 1

5. 1 don’t like money acquired easily e.g through gambling 1

6. There is satisfaction in realising that one has done 1

his/her best at a given piece of work

7. The self-made person is likely to be more ethical than 1

the man bom to wealth

8. 1 often feel 1 would be more successful if 1 sacrificed 1

certain pleasures

9. People should have more leisure time to spend in 1

relaxation

10. Any person who is able and willing to work hard has 1

good chances of succeeding

11. People who fail at the job have usually not tried hard 1

enough

12. Life would have very little meaning without work 1

13. Life would be more enjoyable if we had more leisure 1

time

14. 1 feel uneasy when 1 have little work to do 1
15. A dislike of hard work reflects a weakness of character 1

16. One should feel free to even work on public holidays 1

17. Wasting time is as bad as wasting money 1

18. 1 feel bored when I have no work to do 1

19. It is better to have a job with a lot of responsibility than 1

one with little

20. When the day’s work is finished, a person should forget 1

the job and enjoy himself

21. Wherever possible, a person should relax and accept life 1

as it is, rather than always striving for unreachable goals

2 3 

2 3

4 5 

4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 4 5

2 3 

2 3

2 3 

2 3 

2 3 

2 3 

2 3 

2 3

4 5 

4 5

4 5 

4 5 

4 5 

4 5 

4 5 

4 5

2 3 4 5

2 3 4 5
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SECTION H:

Using the five response options below, please indicate the frequency with which you 

experience EACH of the following at your work.

Almost never 

1

Rarely

2

Sometimes

3

Often

4
Always

5

4

4

4

4

4

4

5

5

5

5

5

5

1. Dealing with problems that oecur at work immediately as 1 2 3 4 5

they oeeur

2. Accepting criticism / corrections in case of mistakes 1

3. Looking for ways to make work / teaching more interesting 1

4. Effective time management 1

5. Seeking advice from colleagues at work 1

6. Switching off / relaxing after school 1

7. Preparing schemes of work and lesson plans following the 1

syllabus
8. Maintaining good rapport with students 1

9. Doing research / further study in my area of specialisation 1

10. Employing learner-centred teaching methods 1

11. Confidence in presenting subject matter 1

12. Attending educational workshops (both internal and 1

external)

13. Guiding and counselling students 1

14. Use of teaching aids 1

15. Attending school assemblies 1

16. Attending and facilitating in school meetings 1

17. Marking and analysing student performance and giving 1

feedback

18. Participating in co-curricular activities 1

19. Abiding by deadlines 1

20. Covering syllabus in time 1

21. Updating my teaching materials e.g. notes 1

22. Borrowing notes from students to teach 1

2
2
2
2
2

2

2
2

2
2
2

2

2
2
2

2

2

2

2
2
2

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

3

4 5 

4 5 

4 5 

4 5 

4 5

4 5 

4 5 

4 5 

4 5 

4 5

4 5 

4 5 

4 5 

4 5 

4 5
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23. Availability at school for student consultations out of official 1 2 3 4 5

school time

24. Taking advantage of a conducive environment to help 1 2 3 4 5

learners develop their potential

25. Knowing learners individually and helping them accordingly 1

26. High emotional stability in case of disappointment 1

27. Organising field excursions 1

28. Targeting all possible opportunities for professional growth 1

e.g. upgrading and attending workshops

2

2
2
2

4

4

4

4

5

5

5

5

Qn 1. Have you considered leaving the teaching profession within the last five years? 

YesQ No Q

If the answer to the above question is “Yes”, give reasons for your answer

Qn 2.Which aspects of your work do you find to be most motivating? (If you can, 

please give three and score them out of 10 each, where 10 = very motivating indeed, 

and 0 = not a strong motivating factor).

Factor Score

1..................................................................................................................................................

Qn 3.Which aspects of your work do you find the most demotivating? (If you can, 

please give three and score them out of 10 each, where 10 = very demotivating indeed, 

and 0 = not a strong demotivating factor).
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Factor

1...........

Score

Qn 4. In what ways has HIV/AIDS impacted on how you feel about your job as a 

teacher?

THANK YOU VERY MUCH

192





APPENDIX F: Letter of Ethics approval (Trinity College Dublin)

193



i "

■ ^-' V .•' ■’,■••.* '• t- I-

■

Ir ,• ■' :

■ . - ■

. . 'V j '■,; •■' ,■■■; ■ • ■



School of Psychology
University of Dublin, Trinity College 
Dublin 2, Ireland 'lel: +353 1 896 1886 

Fax: +353 1 671 2006

F.A.O. Callist Tumwebaze

School of Psychology Research Ethics Committee

29 July 2008

Dear Callist,

Following receipt of specified amendments, I am pleased to inform you that your 
application entitled “Motivation, occupational attitudes and teacher performance” has 
been approved by the School of Psychology Research Ethics Committee.

Yours sincerely,

Kevin Thomas, PhD 
Chair,
School of Psychology Research Ethics Committee

http://\vww. psychology, ted. ie
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AKERERErP.O. Box 7062 Kampala Uganda 
E-mail: deaneduc@educ.mak.ac.ug

UNIVERSITY
Tel: +256-414-540733 
Cables: “MAKUNIKA"

DEAN'S OFFICE
SCHOOL OF EDUCATION

til July 2007

Iniwebaze Callisl
apartment of Educational Psychology 
akcrerc University

(ar Mr. J umwcbazc,

:: ETHICS APPROVAL

illowing your request for etliics cleai’ance, I am happy to inform you that your 
f)lication tor a PliD saidy entitled “Secondary School Teacher Motivation, 
cupational Attitudes, and job performance” has been granted approval by the Research 
lies Committee of the School of Education, Makererc University.

siting you all the best in your studies

urs sincerely,
5.CAKERERE UNTVERSITV 
SCHOOL OF EDUC.ATIOH f

? ,1111 'r; j

5oc. Prof. C. M. S V^biin^AN^; OFFICE Jj
jairperson, v——
search Ethics Committee, School of Education.
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IISHOP CiPRIANO KIHANGIRE S.S.S. BBIINA
'.O. Box rmi Kampala Tel./Fax.+256-41-221945
'Uganda)

3ur Ref.. 

Your Ref
10™ November, 2007 

Date,.................................

Kevin Thomas^ Phd
School of Psychology Ethics Committee 
Trinity College Dublin 
Dublin 2 
Ireland

Dear Sir,

RE: HOSTING MR. TUMWEBAZE’S PHD STUDY

I am pleased to inform you that Mr. Tumwebaze has been accepted to 
freely interact with the staff members of the school as he collects data for 
his Phd study in Psychology.

He will be accorded the necessary support from the school 
administration and staff.

We wish him the very best in his studies.

...

HEADMASTER





NDEJJE SENIOR SECONDARY SCHOOL
P.O.BOX 193

BOMBO-LUWEERO
Date: 2lsf November 2007

Our ref., 
your ref.

Mr.Tumwebaze Callist

Re: Permission to conduct a research study

You have been granted permission to conduct focus group 
interviews comprising of a cross section of the members of 
staff as you requested. I hope that your findings will benefit 
the stake holders in education.

istress





St. Mark’s College Namagoma
10 Miles Kampala - Masaka Road 

P.O. Box 22888, Kampala - Uganda 
Telephone: 0312-103418 / 0772-577161 

Email: info@stmark.sc.ug
\v\vw'.stmark.sc.u2

Date: 8*^^ December 2007

To: Kevin Thomas, PHD Chair,
School of Psychology Research Ethics Committee, 
Trinity College Dublin 
Dublin 2 
Ireland.

Dear Sir,

RE: ACCEPTANCE TO HOST A STUDY BY MR. CALLiST TUMWEBAZE

This is to inform you that I on behalf of the school management and 
staff have accepted to host a study by Mr. Callist Tumwebaze.

During the period of the study, he will be permitted access to the 
respondents In the school and any other relevant materials.

Yours sinceiety’—,. ^ „
Su ^vlark’s College

Namagoma

KANSIIME VOSEISOMASTER
Ag, Headmistress'





LAKESIDE COLLEGE LUZIRA
Email; lakesidecollegeluzjra@yahoo.com

P.O. BOX 50013 
LUZIRA-UGANDA 
Tel. 041 4223063 
Mob. 077 2405123

A SEVENTH-DAY ADVENTIST INSTITUTION

Our Ref:.. 

Your Ref:

November 08, 2007 
Date:.................................

Mr. Tumwebaze Cal list 
School of Psychology 
Trinity College Dablin 
Dublin 2 
Ireland

Dear Sir,

Re: Postgraduate Research

Thank you for choosing to conduct your study at Lakeside College Luzira. We 
accept your request to collect data from staff and students.

We will give you all the support we can. We would like you to organize your 
activities in such a way that minimal inconveniences happen to the teaching process 
of the school.

Last but not least, we would like you to share with us the findings of your study.

Yours faithfully.

Jimmy Nyende 
Headmaster

Love the Lord your God with all your heart, with all your soul, and with all your mind.





ST. MARIAGORETTI SECONDARY SCHOOL RUSHOROZA
(DISCIPLINE AND ACADEMIC EXCELLENCE)

P. O. Box 360, 
Kabale
Tel: 0486^26268

Kevin Thomas, PhD 
CHAIR,

SCHOOL OF PSYCHOLOGY RESEARCH ETHICS COMMITTEE 
UNIVERSITY OF DUBLIN, TRINITY COLLEGE

Dear Sir,

RE: PERMISSION TO CONDUCT RESEARCH IN OUR SCHOOL.

This is to inform you that Mr. Tumwebaze Callist (PhD Candidate, Trinity College 
Dublin) has been permitted to conduct his research in our school. During the 
research period, he will have full access to his main respondents (the teachers) and 
any other relevant facilities for his study.

Yours Sincerely,-
headteacher

14 wm/

St. Maria Goroni s.S.

lP Box 360 Kah..!^

BAKANGISA ISAIAH 
HEADMASTER
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NDEJJE DAY VOCATIONAL SEC. SCHOOL
P.O. Box 64 Bombo 

Tel; 0772-526635 / 0772-904517

)w Ref:.

\)iir Ref. Dale:.:

Dear Mr. Tumwebaza Callist.

RE: ACCEPTANCE TO HOST YOUR PHD RESEARCH STUDY 

Following receipt of your request I am glad to inform that the school 

administration has agreed to avail you an optimum number of staff members 

needed for you interview this is because your topic “motivation occupational 

attitudes” will enhance the betterment of Education programmes in Uganda.

You

MUH^RBZA^ S JEVEN 
DEPfeW«E!4OTEACHER
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School of Psychology
University of Dublin, Trinity College 
Dublin 2, Ireland

Tel: +353 1 896 1886 
Fax: +353 1 671 2006

3P'May 2007

TO WHOM IT MAY CONCERN

Re: Callist Tumwebaze - Student Number: 06127959

This is to introduce to you Mr. Callist Tumwebaze, who is a registered full time 
Postgraduate Student in the School of Psychology under the supervision of Prof. Mac 
MacLachlan. The programme he is pursuing (PhD in Educational Psychology) requires 
all students to carry out research and write up a dissertation. Mr. Tumwebaze has chosen 
to explore “Secondary School Teacher Motivation, Occupational Attitudes and 
Performance in the Context of HIV/AIDS in Uganda”. He has progressed through his 
first year of study very well and is now embarking onto the next phase of data collection.

The purpose of this letter is to request you to render Mr. Tumwebaze any possible 
assistance and support (moral and/or financial) to enable him to accomplish the task 
ahead of him particularly during this phase of data collection.

We shall greatly appreciate your co-operation and support to him.

Yours sincerely.

1. Prof. Mac MacLachlan 
Supervisor

2. Dr. Howard V. Smith 
Head of School

VA-n]

SCHOOL OF PSYCHOLOGY
Aras an Phairsaigh 

Trinity College 
Dublin 2

http://\v\v\v. psychology, ted. ie
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APPENDIX J; Motivation scree plot

Motivation: Scree Piot
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APPENDIX K: HIV/AIDS perception scree plot

HIV/AIDS: Scree Plot
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APPENDIX L: Job satisfaction scree plot

Job Satisfaction: Scree Plot

Component Number
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APPENDIX M: Job involvement scree plot

Job Involvement: Scree Plot
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APPENDIX N: Organisational commitment scree plot

Organisational Commitment: Scree Plot
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APPENDIX O: Work ethic scree plot

Work Ethic: Scree Plot
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APPENDIX P: Job performance scree plot

Job Performance: Scree Plot

Component Number
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APPENDIX Q: Performance indicators
A teacher considered to be an outstanding performer is one who:

Deals with problems that occur immediately as they occur 

Accepts criticism or corrections in case of mistakes 

Looks for ways of making work/teaching more interesting 

Effectively manages his/her time 

Seeks advice from colleagues at work

Prepares schemes of work and lesson plans following the syllabus 

Maintains good rapport with students 

Does research/further study in his/her area of specialisation 

Employs learner-centred methods of teaching 

Has confidence in presenting subject matter 

Attends educational workshops (both internal and external)

Provides and counsels students 

Uses teaching/leaming aids 

Attends school assemblies 

Attends and facilitates in school meetings 

Marks and analyses student performance and gives feedback 

Participates in co-curricular activities 

Abides by deadlines 

Covers syllabus in time 

Makes judgements without fear or favour 

Updates his/her teaching materials like notes

Is available at school for student consultations out of official school time 

Is self-driven

Takes advantage of a conducive environment to help learners develop their 

potential

Knows his/ her learners individually and helps them accordingly 

Has high emotional stability in case of disappointments 

Organises field excursions for students

Targets all possible opportunities for professional growth, for example, 

upgrading and attending workshops

Invites and organises external facilitators who are more experienced
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• Reads widely educational materials like magazines which are related to his/her 

area of specialisation

• Gives references and encourages learners to generate knowledge on their own

• Does not complain of poor facilities hindering his/her performance

• Does not forge marks when caught by time

• Encourages group work, discussions and seminars

• Delegates student leaders where and when necessary for example in supervision 
of housework

• Accepts responsibility outside normal routine

• Has interest in students’ family background

• Is sensitive to students’ needs

• Is hardly absent from school

• Does not borrow notes from students to teach
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