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-e study examined preservice teachers’ self-efficacy in teaching cost accounting at the pretertiary level. It employed the de-
scriptive cross-sectional survey design involving final year preservice accounting teachers at the University of Cape Coast. An
adapted questionnaire referred to as Teacher Self-Efficacy and Mastery Experience Scale (TSEMES) was used to gather relevant
data complemented by the academic records of the respondents to address the problem. -e return rate of the instrument was
93%. Descriptive (frequencies, percentages, means, and standard deviation) and inferential statistics (simple linear regression)
were used to analyse the data. -e study found out that preservice accounting teachers were highly efficacious in classroom
management compared to student engagement and instructional practices. Also, mastery experience had a positive influence on
preservice accounting teachers’ self-efficacy in teaching cost accounting. -erefore, it was recommended that accounting teacher
educators pay more attention to competencies related to instructional strategies and student engagement by engaging more with
the preservice accounting teachers in these areas. In the deployment of teachers, the Ghana Education Service should prioritise
preservice accounting teachers with higher academic achievement.

1. Introduction

-ere is a generally held belief that the goal of teaching will
not be met if there are no competent teachers with the
required abilities and pedagogical skills to teach [1]. Several
issues come to play about teachers’ ability to teach a par-
ticular course. -ese could be pooled into school-related
[2–4] and/or teacher-related [4–6] factors. -e teacher is
indispensable in the instructional procedure; therefore, the
attributes of a teacher do not only influence curriculum
implementation but students’ learning outcomes to a large
extent, making teacher-related factors paramount [7, 8].
Teacher-related factors could be internal (psychological) and
external [9–12]. As noted by Ruble and McGrew [13], the
internal factor as an unobserved behaviour is less under-
stood but equally important teacher behaviour, which could
affect teacher’s total delivery. As a key internal factor, self-
efficacy had been found to influence the ability and efficiency
of teaching in general [14–17]. -is is premised on the view
that teachers’ belief in their abilities translates to students’
learning. -is is reinforced by Jeon [18], who rated self-

efficacy highest among all other factors that influence
teaching.

Self-efficacy, which is an essential concept, has a pro-
nounced influence on teachers’ motivation and personal
achievements (Gorozidis and Papaioannou as cited in [19]).
Teachers with low self-efficacy tend to have poor self-esteem
and negative thought about their ability to accomplish tasks
[19]. -ough self-efficacy is more of a motivational concept
focused on competency belief rather than the level of real
competency [20], teachers’ level of self-efficacy can affect
their motivation to teach. Bandura [21] claimed that teachers
would be hesitant to accept assignments, which they view as
difficult. As a result, teachers’ self-efficacy may profoundly
impact the effective implementation of instructional strat-
egies, class control, and students’ engagement. Social cog-
nitive theory [22] outlines mastery as perhaps the most
influential source of efficacy beliefs. In corroborating this
theoretical position, Bandura [23] claims that their mastery
experience predicts teachers’ sense of efficacy belief. -is
implies that the extent to which a teacher has been well
immersed in the skill of teaching and knowledge of the
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subject matter, in particular, is perennially connected to a
teacher’s belief to be self-efficacious. Several studies have
explored this linkage with respect to various subjects and
have documented varying findings. For instance, Yates [24]
study concluded that mathematics teachers were self-effi-
cacious in teaching all mathematics topics. By extension,
Pantziara and Philippou [25] found that students’ interest
and performance in mathematics were influenced by self-
efficacy, among other things. However, Blonder, Benny, and
Jones [26] observed that science teachers’ educational ex-
periences can influence their teaching self-efficacy beliefs. A
total difference was found by Ntarmah, Gyan, Gyedu, and
Cobbinah [27] that mastery experiences had the strongest
and most positive predictive power of the efficacy beliefs of
economics teachers. -ese varying findings among different
subject teachers give credence to Ross, Cousins, and
Gadella’s [28] argument that teachers’ self-efficacy depends
upon the subject they teach.

Despite having the required knowledge about the sub-
ject, teachers who were expected to implement senior high
school cost accounting curriculum in Ghana were ill-pre-
pared to do so [29]. -eorising premised on Tweed’s [19]
position that teacher self-efficacy greatly influences their
motivation; it could be said that cost accounting teachers
had low self-efficacy belief to teach the subject. After all,
teachers’ self-worth in the face of the teaching task greatly
impacts their ability to deliver on the job [19]. Accordingly,
teachers with low self-efficacy have poor self-esteem and
negative thoughts about accomplishing tasks [19].-erefore,
to fully understand Kwarteng’s finding that teachers were ill-
prepared to teach cost accounting, pertinent questions will
be raised, such as how do cost accounting teachers consider
their self-worth in the face of the job at hand? How does the
training of cost accounting teachers improve their self-ef-
ficacy? Timely diagnosis of the problem is necessary to
ensure that appropriate interventions are implemented
before such teachers are certified, hence the concentration
on preservice teachers. -is is because cost accounting is an
integral part of the business. Learning it offers students the
opportunity to develop cost-consciousness to promote
sound decision-making. Its strategic role in advancing the
goals of organisations has seen the development of new
concepts to promote decision-making and cost-conscious-
ness at all levels of the management hierarchy [1], the success
of which is contingent on the effective teaching of the subject
especially at the foundational level.

Boateng and Sekyere [30], Cobbold and Boateng [31],
and Siaw-Marfo [32] were among the numerous scholars
who studied the self-efficacy of teachers. -eir studies were
based on some of the constructs in the teacher efficacy model
developed by Tschannen-Moran and Hoy [33] without
considering all the elements in the model at a go. Cobbold
and Boateng [31, 34] considered instructional strategies and
classroom management in separate studies, while Boateng
and Sekyere [30] also concentrated on student engagement.
Even though there have been studies on teachers’ self-effi-
cacy in numerous subject areas, the uniqueness of cost
accounting, such as the underlying assumptions, techniques
employed for analysis, presentation formats, and the

consequential teaching strategies and plans, makes it im-
possible to adapt such findings. -erefore, this uniqueness
may result in different results of self-efficacy level of teachers,
evidence of which is not readily available. It, therefore,
became expedient to fill the void in the literature by assessing
the self-efficacy of preservice teachers in teaching cost
accounting.

-e study contributes to the extant literature in several
ways. Since all the dimensions of self-efficacy are used, the
study provides comprehensive insights into preservice
teachers’ self-efficacy in teaching cost accounting to generate
cogent results for better appreciation. Also, it would provide
a credible confirmation about conclusions reached on
mastery experience as a key source of teacher self-efficacy to
the teacher after controlling for the effect of known de-
mographic variables, known for their possible effect on
teachers’ mastery experience. -is would increase the ro-
bustness of the results and thus significantly contributes to
the discourse on sources of teacher self-efficacy to teach.

-e rest of the paper is structured as follows. -e
conceptual framework that underpins the study is presented
and the various components are discussed. -is is followed
by a review of relevant empirical studies to illuminate
knowledge accumulated on teacher self-efficacy.-emethod
employed in executing the study is presented. -e pop-
ulation, sample and how they were recruited, instrumen-
tation, data collection procedure, and data analysis
techniques are detailed. Results obtained following the data
collected and discussion of it are presented. -e final part of
the paper showcases the conclusions drawn from the
findings.

1.1. Conceptual Underpinning of the Study. -e study
adapted the Teacher Self-Efficacy Scale (TSES) developed by
Tschannen-Moran and Hoy [33] for guidance. -e scale
measures teachers’ self-efficacy by assigning scores to three
different dimensions (i.e., classroom management, in-
structional strategies, and students’ engagement) of teacher
self-efficacy. In addition, the study relied on Bandura’s [23]
recommendation on how teachers’ mastery experience tend
to influence their self-efficacy. Based on this, a conceptual
model was designed to guide the paper. Figure 1 illustrates
the level of teacher self-efficacy based on their classroom
management, instructional strategies, and student’s en-
gagement and articulates the effects of mastery experience
on preservice teachers’ level of self-efficacy. -e framework
suggests that, for teachers to be labelled as efficacious, they
should have an appreciable measure of all the three di-
mensions of self-efficacy.

1.2. Efficacy of Instructional Strategies. Among the three
dimensions of Teacher Self-Efficacy (TSE), the instructional
strategies dimension appears to be the less researched area
[33]. -e least conceptualised and researched is the self-
efficacy of instructional strategies. -e efficacy of teachers’
instructional strategies refers to the expectations of teachers
that they should perform instructional activities such as
adjusting material to student needs, interviewing students,

2 Education Research International



and effectively evaluating student performance [33]. -ere
have been several studies conducted on the measure of
teachers’ self-efficacy in teaching various subjects.

Elaborate research findings have been ascertained by Al-
Alwan andMahasneh [35].-ey collected data on efficacy in
instructional strategies from 679 teachers and 1,820 students
at primary and secondary schools in Jordan out of which
they established that the convictions of teachers in their
ability to teach students and affect the success of students are
very good measures of effectiveness in teaching. Also,
teachers with a good sense of efficacy “exhibit high levels of
preparation, management, coordination, are open to in-
novative ideas and are more likely to experiment with new
approaches to better serve the needs of their students” ([35],
p. 176).

1.3. Efficacy of Student Engagement. Literature has indicated
that teacher self-efficacy is usually counted as part of the
conceptualisation techniques used by teachers to encourage
individual students to enjoy learning or believe that they can
do well in a given class and hence responsible for their
learning [33]. Blazevski [36] opined that the teacher self-
efficacy of student engagement reflects teachers’ expecta-
tions as moderators of the class. -ey can empower students
efficiently, involve parents, and help students appreciate
learning. -e confidence level of teachers in teaching their
subject matter can be a motivating factor that empowers
them to affect the academic and cognitive progress of the
students [23].

-e negative effects of student disengagement, including
academic failure, delinquency, and dropout, have led many
researchers to investigate whether individual psychological
factors that promote engagement can be promoted [37]. -e
Teacher Self-Efficacy Scale production was the first attempt
to capture the construct of student motivation and com-
mitment. Students who feel more secure in their ability to
self-regulate their learning are also more likely to have re-
alistic outcome expectations, respect the learning process,
set master’s goals, and take responsibility for their academic
outcomes (e.g., [38–42]). All these are important aspects of
interaction with the students. In addition, students who feel
more effective in using self-regulated learning strategies are

less likely to hold negative expectations of school, set success
(as opposed to mastery) targets, procrastinate, or become
nervous in threatening academic circumstances relative to
their peers with lower Self-Efficacy for Self-Regulated
Learning beliefs (e.g., [40, 41, 43–46]).

1.4. Efficacy of ClassroomManagement. -e term classroom
management refers to the capacity of a teacher to keep order
in the classroom, involve students in learning, and seek the
participation of students in all classroom activities [47] as
cited in [48]. It is the responsibility of the teacher to control
students’ behaviour in the classroom and coordinate their
learning experiences for students to attain positive academic
excellence. Dustova and Cotton [48] alerted that the ultimate
goals of efficacious classroom management are the ability of
teachers to have a balanced, secure learning atmosphere and
equip students with the requisite skills to be academically
and socially effective in life. Over the past years, classroom
management has become ever more relevant. -e expla-
nation is that effective teaching and learning in our schools
cannot occur without good classroom management [49]. If
one cannot handle a classroom, one cannot be sure that the
students are absorbing the content. Poor management of
classrooms can contribute to increased rates of school vi-
olence and bullying [50], as well as increased levels of teacher
tension, increased probability of teacher burnout, and higher
levels of teacher turnover [51]. -ere have been several
studies conducted on the aforementioned. -e succeeding
paragraphs explain the stances of those studies reviewed.

1.5. Effect of Mastery Service on Teacher Self-Efficacy. -e
most important source of knowledge on efficacy is mastery
experience which is often referred to as enactive experience.
-e belief that performance has been effective increases
convictions of effectiveness, which leads to potential ex-
pectations of competent performance. Mastery experience is
acquired from the successful execution of one’s tasks. For
teacher effectiveness, teachers who displayed excellence in
their teaching output appeared to show high teacher efficacy
rates [52, 53]. Consequently, the effects of failure on one’s
self-efficacy depend partly on the nature and overall se-
quence of interactions in which the failures occur. -is

Instructional Strategies

Student Engagement

Classroom Management

Pre-Service Teacher’s 
Self-Efficacy

Mastery
Experience 

Figure 1: Conceptual framework of the study (source: adapted from Tschannen-Moran and Hoy [33] and Bandura [23]).
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attack on effectiveness is probable when the failure occurs
early in the learning process and cannot be due to a lack of
effort or circumstances outside the control of the individual
[22, 23]. All four factors mentioned by Bandura affect the
self-perception of teaching competence. Still, it is most
strongly affected by the mastering experiences and the
physiological excitement associated with those experiences.
Only in an actual teaching situation will a person evaluate
the abilities he or she brings to the task and experience the
effect of those abilities. In actual teaching situations, teachers
gain information on how their strengths and weaknesses
play out in the management, instruction, and evaluation of
students. For example, one may discover that excitement is
an advantage when dealing with a group of active children
but is not sufficient to compensate for lack of coordination
or preparation. -ere have been several studies conducted
on the aforementioned.

1.6. Evidence from Empirical Studies. Chacon [54] assessed
the self-efficacy beliefs of English as a Foreign Language
(EFL) teachers using the TSES and found that teachers’
efficacy of instructional strategies (M� 7.13) was high. In a
similar study, Gürbüztürk and Şad [55] investigated student-
teachers traditional and constructivist educational beliefs
and their sense of self-efficacy. It was revealed from the study
that student teachers had a higher self-efficacy in instruc-
tional strategies relative to self-efficacy in classroom man-
agement and student engagement. Shaukat and Iqbal [56]
also conducted a study involving teachers from four public
schools in Lahore using the TSES. It was found that teachers
were highly efficacious in instructional strategies followed by
student engagement and classroom management,
respectively.

For instance, Pendergast, Garvis, and Keogh [57] study
on preservice teachers’ self-efficacy at the Griffith University
revealed that preservice teachers were highly productive in
student engagement (M� 7.42), accompanied by classroom
management (M� 7.41) and instructional strategy
(M� 7.36) according to the findings made by this study. -e
overall teacher efficacy was relatively high (M� 7.40). In the
same vein, Sevimel and Subasi [58] studied the factors af-
fecting teacher efficacy perceptions of Turkish Preservice
English Language teachers. In the highest to the lowest
order, the respondents felt they were efficacious in classroom
management, instructional strategies, and student
engagement.

Sarfo et al. [59] studied the relationship between gender
and self-efficacy beliefs in instructional strategies, classroom
management, and student engagement among senior high
school teachers. It was revealed that generally, teachers
scored the highest on the student engagement aspect, fol-
lowed by the classroom management aspect and the lowest
being instructional strategies. Boateng and Sekyere [30]
explored the effectiveness beliefs of in-service teachers in
engaging with pupils and concluded that kindergarten
teachers in the Kumasi Metropolis of Ghana have high
efficacy beliefs in pupils’ engagement. Klassen and Chiu [60]
rather found practising teachers to have scored relatively

high in their classroommanagement self-efficacy (M� 7.56),
followed closely by instructional strategies self-efficacy
(M� 7.55) and student engagement self-efficacy (M� 6.87).
Similarly, Cobbold and Boateng [31] found kindergarten
teachers in Ghana to have high efficacy beliefs in classroom
management (M� 4.23, SD� 1.234).

Among preservice teachers, research evidence points to
varying degrees of efficacy within the subscales of the Self-
Efficacy model. For instance, Yiboe’s [61] study suggested
that preservice management teachers have a lower sense of
efficacy in student engagement (M� 3.37) relative to in-
structional strategies (M� 3.55) and classroom management
(M� 3.57). In contrast, Sak [62] found in the study of 451
Turkish preservice teachers they were highly efficacious in
classroom management, followed by student engagement
and instructional strategies, respectively. Mcneely and
Mertz’s [63] analysis of the actions of 11 high school teachers
in a wide variety of subject fields found that throughout the
initial stage of the course, preservice teachers who had a
strong sense of self-efficacy were thorough planners and
used a range of exercises in each class; yet by the end of their
teaching experience, they saw their students as their ene-
mies, concentrated on managing student actions, and taught
lessons that allowed the teacher to be in full control [63].
High self-efficacy has been found to promote positive be-
haviours and practices in teachers, but if teachers lack
management skills, an effective classroom may be replaced
by a dictatorship.

Bandura’s hypothesis that their mastery experience
predicts teachers’ sense of efficacy belief has been subjected
to validation. Avalanche of research evidence that all support
the validity of this hypothesis exists. For instance,Wah’s [64]
investigation on the major sources of influence on preservice
teachers’ self-efficacy and their relative strength in teacher
self-efficacy predictions revealed mastery experience,
physiological excitement, and verbal persuasion as key
sources. -e results of the final regression model revealed
that 52% of the variance in teacher self-efficacy was
explained by the combined effect of all predictor variables.
Findings by Wangeri and Otanga [65] corroborated that
verbal persuasion and mastery experience predicted per-
sonal teacher efficacy. Again, Joet, Usher, and Bressoux [66]
assessed the impact of Bandura’s [23] theorised origins of
self-efficacy on the academic and self-regulatory beliefs of
395 elementary school students in France, investigating
whether a substantial portion of the variance in self-efficacy
could be explained in the context of the classroom, and
evaluating whether these origins vary as a function of
gender. Hierarchical linear modelling showed that the self-
efficacy of mathematics teachers was predicted by mastery
practice, social persuasions, and mean self-efficacy at the
classroom level. French auto-efficacy projected mastery
practice, social persuasions, physiological state, and mean
self-efficacy at the classroom level. Further, Arslan [67]
investigated the predictive power of the sources of self-ef-
ficacy of prospective teachers on their teaching self-efficacy
and attitude towards the teaching profession and concluded
that emotional states, mastery experience, and verbal per-
suasion were important predictors of self-efficacy teaching
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by prospective teachers and attitudes towards teaching
profession. Ntarmah, Gyan, Gyedu, and Cobbinah [27]
found mastery experiences to have the strongest and most
positive predictive power of the efficacy beliefs of economics
teachers in implementing the SHS Economics curriculum,
but such predictive power is not significant under the
prevailing teacher features of SHS Economics teachers in the
region.

In sum, it can be concluded that even though there are
other sources of teacher sense of efficacy belief, literature
signals the paramountcy of mastery experiences. -erefore,
it is taken for granted that the key source of teacher sense of
efficacy belief is the mastery experience of the skill of
teaching and particularly the subject matter. Accordingly,
the study addressed two important objectives by

(1) Examining preservice teachers’ self-efficacy in
teaching cost accounting

(2) Investigating the influence of mastery experience on
preservice teachers’ self-efficacy teaching cost
accounting

2. Method

2.1.Design. -e cross-sectional survey design was employed
in executing the study. It involved studying and gathering
data from and about preservice accounting teachers in the
University of Cape Coast to measure the self-efficacy in
delivering senior cost accounting courses. -is study took
place in an uncontrolled environment where preservice
accounting teachers responded freely and willingly to the
survey without any manipulations.

2.2. Participants. Nearness to completion of the teacher
education programme was a crucial requirement in selecting
the respondents. -is was to ensure that the most relevant
respondents who probably would have almost the full
complement of the teacher training experiences were ob-
tained to provide the data needed. -erefore, final year
preservice accounting teachers in the university in the
2019–2020 academic year were deemed appropriate re-
spondents for the study.-ey were made up of 150 in all who
were distributed between 107 male and 43 female. -ey were
all involved in the study because the population was
manageable, and the use of the entire population prevented
the risk of sampling errors [68].

2.3. Instrumentation. -e study employed both primary and
secondary data. -e TSES by Tschannen-Moran and Hoy
[33] andMastery Experience Sub-Scale (MES) of the Sources
of Efficacy by Usher and Pajares [69] were adapted and used
in the collection of the data from the respondents. TSES is a
standardised questionnaire designed to measure people’s
evaluation of their likely success in the teaching under the
subscales of instructional strategies, student engagement,
and classroom management, while the MES was designed to
measure self-efficacy related to academic achievements. -e
Teacher Self-Efficacy and Mastery Experience Sub-Scale

adapted in this study are referred to as Teacher Self-Efficacy
and Mastery Experience Scale (TSEMES). -e primary data
was gathered from the responding final year preservice
accounting teachers using the Teacher Self-Efficacy and
Mastery Experience Scale (TSEMES). -e TSEMES was
presented in five sections (A-E). Section A gathered data
related to respondents’ demographic characteristics while
Sections B, C, D, and E gathered data related to respondents’
self-efficacy in instructional strategies, student engagement,
classroom management, and mastery experience, respec-
tively. -e secondary data collected was in the form of re-
spondents’ academic achievement in cost accounting. -is
data was obtained from the cost accounting lecturer. It was
used together with the items in Section E of the question-
naire to ascertain the respondents’ mastery experience to
investigate the link between mastery experience and pre-
service teachers’ self-efficacy in teaching cost accounting.

-irty final year preservice accounting teachers from the
University of Education, Winneba, were recruited for the
pilot test. -e reliability of the instrument was estimated
through the Cronbach alpha statistic. According to Fraenkel
and Wallen [70], a reliability coefficient of 7 or better is
acceptable. In support of this assertion, Abington-Cooper
[71] emphasised that such a reliability coefficient is good and
the instrument can be judged to collect useful data. After the
piloting, a reliability coefficient of 0.896 was obtained for
Section B, 0.854 for Section C, 0.940 for Section D, and 0.768
for Section E. -erefore, the alpha value of 0.952 (n� 30)
obtained for the TSEMES was judged to be reliable and
acceptable for gathering useful data for the study and no
item on the TSEMES was modified after the pilot test. After
collecting the actual data, Cronbach’s alpha was again
computed to determine the instrument’s reliability for the
actual data gathered. Details of the subscales’ Cronbach’s
alpha are presented in Table 1.

2.4. Data Collection Procedures. Prior to the data collection,
ethical clearance was obtained from the Institutional Review
Board (IRB) of the University of Cape Coast. Permission was
sought from the Department of Business and Social Sciences
Education, University of Cape Coast, whose students were
used in the study. -e Department, in turn, issued the re-
searchers an introductory letter to solicit cooperation and to
create a rapport with the respondents.

-e sampled respondents were reached after one of their
lectures, where the purpose of the study was explained to
them. -ey were assured that their responses would be kept
confidential and used strictly for academic purposes and
were given the opportunity to opt-out from the process. -e
researchers personally administered a total of 140 ques-
tionnaires to guide respondents to understand exactly what
the items meant so as to obtain the right responses. After a
week, they returned the completed instruments through the
class representative, and the return rate was 93%.

2.5. Data Analysis. Descriptive (means and standard devi-
ation) and inferential statistics (linear regression) were used
to analyse the data. A mean value ranging from 1.00 to 2.49
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indicates a low level of self-efficacy, a mean value ranging
from 2.50 to 3.49 indicates a moderate level of self-efficacy,
while a mean value ranging from 3.50 to 5.00 indicates a high
level of self-efficacy in instructional strategies, student en-
gagement, and classroom management. -e standard de-
viations provided additional information on the dispersion
of the responses as gathered on the field. It represented the
homogeneity or heterogeneity of respondents’ answers
provided. A standard deviation below 1.00 depicts homo-
geneity in the responses given, and a standard deviation
more than 1.00 shows the heterogeneity in the responses
[72]. It can therefore be inferred that a standard deviation
closer to 0.00 depicts homogeneity in the responses given.

3. Results

-e initial analysis sought to assess the level of preservice
teachers’ self-efficacy in teaching cost accounting. -is was
achieved using descriptive statistics of the respondents’
response to items in Sections B, C, and D. Tables 2 to 4
present the results obtained on preservice teachers’ self-
efficacy cost accounting in relation to instructional strate-
gies, student engagement, and classroom management.

-e preservice accounting teachers had a high level of self-
efficacy in instructional strategies (M� 3.96). -ey rated
themselves to be effective on all the ninemeasures of teacher self-
efficacy in instructional strategies. -is simply means that
preservice accounting teachers who were studied were highly
efficacious in cost accounting instructional strategies. -ey were
homogeneous (SD� 0.77) in their self-assessment of their level
of efficacy in instructional strategies. -erefore, they believed in
their abilities and skills to employ the right instructional
strategies to effectively deliver cost accounting lessons.

From the results generated, it was evident from Table 3
that preservice accounting teachers had a high level of
efficacy in student engagement (M � 4.02). -ey appraised
themselves to be efficient in all the eight measures of
teacher self-efficacy in student engagement. -is shows
that preservice accounting teachers who were considered
in the study possess high efficacy in student engagement in
cost accounting lessons. -ey consistently assessed their
self-belief in possessing the right skill in engaging their
students (SD � 0.75). -is means the majority of the re-
spondents agreed on a similar statement indicating their
belief in possessing the right skill in engaging students,
which tends to promote effective teaching of cost ac-
counting lessons.

Considering the findings, there was a clear indication
that the preservice accounting teachers’ efficacy in
classroom management was high (M � 4.19, SD � 0.65).
-ey assessed themselves to be effective in all the eight
indicators of teacher self-efficacy in classroom manage-
ment. -is shows that the preservice accounting teachers
who were considered in the study possess high efficacy in
classroom management in cost accounting lessons. -ey
were homogeneous in their self-assessment of their level
of efficacy in classroom management (SD � 0.65). It
showed that preservice accounting teachers believed in
themselves in possessing the right skill in managing
students’ classroom behaviour during cost accounting
lessons.

-e study investigated the influence of mastery
experience on preservice teachers’ self-efficacy
in teaching cost accounting using regression
analysis. -e results obtained have been presented in
Table 5.

Table 1: Reliability coefficients of subscales on questionnaire.

Subscale Number of items
Reliability coefficient (α)

Pilot test Actual study
Preservice teachers’ level of self-efficacy in instructional strategies 9 0.896 0.893
Preservice teachers’ level of self-efficacy in student engagement 8 0.854 0.866
Preservice teachers’ level of self-efficacy in classroom management 8 0.940 0.883
Influence of mastery experience on preservice teachers’ level of self-efficacy 5 0.768 0.730
Reliability coefficient 30 0.952 0.935
Source: Field Data, 2020.

Table 2: Preservice accounting teachers’ self-efficacy in instructional strategies in teaching cost accounting.

Statement N Mean Std.
deviation Rank

I have sufficient knowledge in cost accounting 140 4.11 0.78 1
I can provide an alternative explanation or example when students are confused during cost accounting
lessons 140 4.10 0.78 2

I can craft good questions for my students 140 4.03 0.74 3
I can gauge student comprehension of what I have taught 140 4.02 0.72 4
I can implement alternative strategies in my classroom while teaching cost accounting 140 3.94 0.75 5
I can adjust cost accounting lessons to the proper level for individual students 140 3.92 0.78 6
I can provide appropriate challenges for very capable students 140 3.91 0.74 7
I can respond to difficult questions from my students 140 3.84 0.88 8
I can use a variety of assessment strategies in assessing cost accounting 140 3.81 0.80 9
Mean of means/average SD 140 3.96 0.77
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Table 5 presents the results of the simple regression
analysis between preservice accounting teachers’ mastery
experience and their level of self-efficacy. -e simple re-
gression analysis results show a relationship of 53.9% be-
tween the independent variables and the level of self-efficacy
(R� 0.539). Again, 29.0% of their self-efficacy is explained by
the independent variables that included level of mastery
experience as the only significant predictor (R2 � 0.290). -e
control variables (sex and teaching history) had no signif-
icant effect in the model. -e constant of the regression
model was 3.083, which indicates that even if preservice
accounting teachers’ mastery experience is held constant or
held at zero, their self-efficacy would still be 3.083.-is value
was statistically significant at 5% alpha level. -e coefficient
of mastery experience was 0.018, representing the effect of
mastery experience on teacher self-efficacy. -e estimated
positive sign implies that such effect of mastery experience
on teacher self-efficacy was positive and that teacher efficacy
would improve by 1.8% for every increase in mastery ex-
perience. -is implies that if preservice accounting teachers’
mastery experience improves significantly, their self-efficacy
increases positively. -is value was statistically significant at
5% alpha level.

Key findings are given as follows:

(1) Preservice accounting teachers were highly effica-
cious in classroom management, student engage-
ment, and instructional practices in teaching cost
accounting. However, they were more efficacious in
classroom management than student engagement
and instructional practices in teaching cost
accounting.

(2) Mastery experience had a positive influence on
preservice accounting teachers’ self-efficacy in
teaching cost accounting.

4. Discussions

4.1. Preservice Teachers’ Self-Efficacy in Instructional Strate-
gies, Student Engagement, and Classroom Management in
Teaching Cost Accounting. -e study indicated that pre-
service accounting teachers possess a high level of self-ef-
ficacy in instructional strategies, student engagement, and
classroommanagement in cost accounting lessons, however,
at different levels. -ey were highly efficacious in classroom
management compared to student engagement and

instructional strategies, which supports the findings of other
researchers. Baker [73], Cobbold and Boateng [31], Klassen
and Chiu [60], Mcneely and Mertz [63], and Sak [62]
revealed that preservice teachers are more competent in
executing roles assigned to classroom management better
than the other measures. -is indicates that preservice ac-
counting teachers effectively manage the general environ-
mental and educational variables that facilitate clear set-up,
structure, expectations, and feedback procedures across the
classroom [74]. Preservice accounting teachers, therefore, do
not have any challenge with classroom management as poor
management of classrooms can contribute to increased rates
of school violence and bullying [50], as well as increased
levels of teacher tension, increased probability of teacher
burnout, and higher levels of teacher turnover [51].

Contrary to this finding, Chacon [54], Gürbüztürk and
Şad [55], and Epstein and Willhite [75] revealed that pre-
service teachers possess higher self-efficacy in instructional
strategies as compared to classroom management and stu-
dent engagement. -ey were clear to say preservice teachers
tend to execute the right instructional strategies in cost
accounting lessons compared to the other measures high-
lighted. Pendergast, Garvis, and Keogh [57] and Sarfo,
Amankwah, Sam, and Konin [59] also indicated that pre-
service teachers have higher competencies in engaging their
students as student engagement as the highest self-efficacy
conceptualised.

-e ratings of preservice accounting teachers on their
level of self-efficacy were higher than other studies reviewed.
-is may be due to the fact that the preservice accounting
teachers in the present study overestimated their actual level
of competence since self-efficacy has to do with self-per-
ception of competence rather than the actual level of
competence [76]. Again, according to Pendergast et al. [57],
preservice teachers are fond of estimating higher efficacy
beliefs about themselves since they have not had any official
practical teaching experience. -is is so because, in their
study, preservice teachers’ efficacy reduced after the pre-
service teachers had the chance to experience practical
teaching. Gürbüztürk and Şad [70] also held a similar view.
-ey asserted that future teachers believe they are profes-
sionally sufficient because they embrace more student-
centred approaches to engagement, management, and in-
structional strategies. -e general indication is that most
individuals tend to believe in their ability to accomplish a
task even when they have not had the chance to experience

Table 3: Preservice accounting teachers’ self-efficacy in student engagement in teaching cost accounting.

Statement N Mean Std. deviation Rank
I can get students to believe they can do well in cost accounting 140 4.37 0.69 1
I can help my students value learning cost accounting 140 4.28 0.70 2
I can motivate students who show low interest in cost accounting 140 4.13 0.88 3
I can improve the understanding of a student who is failing cost accounting 140 3.99 0.71 4
I can help my students think critically in cost accounting 140 3.99 0.65 5
I can foster student creativity 140 3.92 0.69 6
I can assist families in helping their children do well in cost accounting 140 3.73 0.81 7
I can get through to the most difficult students 140 3.72 0.83 8
Mean of means/average SD 140 4.02 0.75
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the act. Contrary to this revelation, Mertler [77] and Cheung
[78] indicated that teacher efficacy increases with teaching
experience. -ey opined that preservice accounting teachers
are likely to rate themselves quite low in their efficacy belief
from the onset.

4.2. Influence of Mastery Experience on Preservice
Accounting Teachers’ Self-Efficacy. Mastery experience was
rated to have a very high influence on teacher self-efficacy.
-is is confirmed by earlier studies [27, 64, 67, 79]. All these
studies revealed that mastery experience influenced teacher
efficacy belief, just that the degree of influence was quite
different. Wah [64] revealed that mastery experience sig-
nificantly influenced 36.7% on teacher efficacy belief.
Wangeri and Otanga [65] also indicated that mastery ex-
perience accounted for 10.1% of the variance in teacher
efficacy and was a significant predictor F (1, 75) � 4.835,
p< 0.05. Taking the current study into consideration,
mastery experience was revealed to influence teacher ef-
ficacy belief. It also corroborates the study by Tschannen-
Moran and Hoy (In press), which found that mastery
experiences made the strongest contribution to teachers’
efficacy for both novices and experienced teachers. -e
findings also provide strong support to Bandura [23], who
regarded mastery experiences as the most powerful in-
fluence on teachers’ self-efficacy beliefs. -is suggests that
the more mastery experience one has, the stronger the basis
for judging one’s capabilities. Preservice teachers who have
sufficient mastery experience are likely to be subjected to
less distress, contributing to an increase in teacher self-
efficacy.

Even though the degree of influence is quite low, it still
does not downplay that mastery experience influences
teacher efficacy. -e explanation for the low degree of
influence may be that given the prevalent characteristics of

accounting teachers in the field, a high or low level of
efficacy beliefs of preservice accounting teachers in
implementation is likely to emerge from other sources of
efficacy beliefs, such as vicarious experiences, social per-
suasions, and physiological states other than mastery ex-
periences [27]. It may also be due to the fact that, since the
current study did not consider the influence of the other
sources cited (vicarious experience, verbal and social
persuasion, and physiological and affective states), there
was no basis of comparison to determine the highest source
of influence. -is finding contradicts the theoretical ar-
gument of self-efficacy theory, where mastery experiences
are argued to have a very high predictive power of self-
efficacy.

5. Conclusions

Preservice accounting teachers’ high level of self-efficacy in
teaching cost accounting indicates that they had high ca-
pabilities in getting their students to follow classroom rules,
fostering creativity among their students, and improving
their students’ self-confidence through motivation and en-
couragement. However, their level of competence higher in
classroom management as compared to instructional
strategies and student engagement techniques suggests that
the curriculum implementors over emphasise classroom
engagement techniques more than they do for instructional
strategies and student engagement. Also, preservice ac-
counting teachers might be more comfortable developing
classroom management competencies more than instruc-
tional strategies and student engagement.

Preservice accounting teachers’ mastery experience
resulted in their high self-efficacy. -is suggests that the
preservice accounting teachers who rated themselves highly
efficacious were those with high academic achievement in
cost accounting. Again, their high mastery experience is

Table 4: Preservice accounting teachers’ self-efficacy in classroom management in teaching cost accounting.

Statement N Mean Std. deviation Rank
I can get my students to follow classroom rules 140 4.36 0.64 1
I can calm a student who is disruptive or noisy during cost accounting lessons 140 4.30 0.65 2
I can establish a classroom management system with each group of students 140 4.24 0.64 3
I can control disruptive behaviour in the classroom during cost accounting lessons 140 4.24 0.57 4
I can establish routines to keep cost accounting activities running smoothly 140 4.24 0.63 5
I can make expectations clear about student behaviour 140 4.14 0.67 6
I can respond to defiant student 140 4.05 0.65 7
I can keep a few problem students from ruining an entire cost accounting lesson 140 3.98 0.75 8
Mean of means/average SD 140 4.19 0.65

Table 5: Influence of mastery experience on preservice accounting teachers’ self-efficacy.

Variables B SE Beta T p value
Constant 3.083 0.240 12.832 0.000
Mastery experience 0.018 0.003 0.499 6.683 0.000
Sex −0.127 0.074 −0.125 −0.1719 0.088
Teaching history −0.079 0.067 −0.085 −0.1176 0.242

F (139)� 18.558, P< 0.01, R-value� 0.539, R2 � 0.290, adjusted R2 � 0.275, Durbin–Watson� 1.842
Regression model: preservice accounting teacher self-efficacy � (0.018 × academic achievement) + 2.754.
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likely to lead to effective teaching since mastery experience
directly improves internal competency related to content
knowledge. Impliedly, high mastery experience, which
translates into higher self-efficacy, will contribute to profi-
cient teaching performance in the future.

6. Implications

-e policy implication of this study is the need to strive to
recruit people with superior academic ability, especially in
the teaching subject. -e understanding obtained from the
study is that mastery knowledge influences one’s self-efficacy
in teaching; therefore, teacher recruitment should consider
the specific scores or grades obtained by potential teachers
before engaging their services.
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