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SUMMARY 

 

 

A discussion on whether official development assistance (ODA) to education, or 
educational aid, can meet grassroots needs in developing countries begins in a few 
years. Before starting the discussion, we have to know unerringly what the grassroots 
needs are. This is crucial because the understanding of needs would directly affect the 
result of the concerned discussion. If we overlook some of the needs, it leads us to the 
false result and consequently creates an inappropriate educational policy. The 
investigation into grassroots needs has been done quite a lot, focusing on students 
(children and adolescents), teachers, and parents. However, these investigations 
merely observe the explicit needs and neglect the process which describes how needs 
become explicit. The process would contain some implicit needs which are not yet 
become explicit or which are faded away before they become explicit. 

 
 This study, therefore, explores the process of the need emergence. The study holds 

that the process can be illustrated by describing the stages which individuals must 
choose to express (or not express) the desire for help for the problems they face. It 
stands on an idea that individuals take several stepwise considerations regarding trade-
off between the benefits gained by expressing the needs, which potentially leads to a 
better situation, and the expense or efforts to express the needs including overcoming 
the psychological or physical constraints. To pursue this idea, this study employs the 
concept of help-seeking. 
 

This study proceeds in four central chapters. The first (chapter 2) reviews the 
literature on help-seeking. This lays the basis of our understanding regarding from 
whom people seek help (help resources) and what factors hinder or promote the help-
seeking (related factors). It also considers the applicability of the concept in the context 
of the educational sector in developing countries. The second (chapter 3) explores the 
help-resources and the related factors for this study’s context by conducting a case 
study on teachers in Mozambique. It takes a qualitative approach with a sample of ten 
teachers. The third (chapter 4) checks its validity and develop a measurement 
instrument for the teachers’ help-seeking in Mozambique. With the instrument, it 
further examines the related factors by the help-resource preference. It uses the 
quantitative approach using survey data with 296 samples. Based on the findings from 
the previous chapters, the last of the central chapters (chapter 5) strives to give form 
to the help-seeking process and further considers the new insights regarding the 
grassroots needs that have come to light by revealing the process. 
 

The contribution of this study primarily resides in filling the gap between the current 
studies and theories of help-seeking by presenting an analysis of one grassroots subject 
in a context of the educational sector in developing countries. Meanwhile, the 
measurement instrument developed during the study can become an analytical 
framework to conduct future studies within a similar context to this study. Finally, this 
study serves to pose the importance of, and foster the discussion around, a more 
rigorous understanding of grassroots needs. 
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CHAPTER I – Introduction 

 

 

1.1. Background 

The centrality of official development assistance (ODA) on education, or educational 

aid, lies in meeting grassroots needs in developing country. Its fundamental significance 

is made apparent by the fact that the human-rights approach has been dominant for 

educational development throughout the past three decades (Tikly & Barrett, 2011). 

When aid does not meet to grassroots needs, development is delayed, social equality 

is immobilized, and new problems such as aid-related corruption and a vicious circle of 

aid dependency have occurred (Djankov, Montalvo, & Reynal-Querol, 2008; Moyo, 

2009). 

In the investigation on how educational aid meets grassroots needs, the primary 

concern is to understand what are the ‘grassroots needs.’ Without accurately capturing 

what the needs are, it would be unlikely that aid could meet the needs (Barrett, Sayed, 

Schweisfurth, & Tikly, 2015). Also, when the understanding of needs changes, answers 

for related inquiries including the degree of responsiveness, failure of response, and 

effectiveness of aid are also changed (Rose, 2015). Thus, how to understand needs 

becomes a foundation for all inquiry about educational aid meeting needs. 

Research has identified a diversity of grassroots-needs in the context of developing 

countries. Children’s needs garner much of the attention with research, investigating 

means for their stable access to school and attainment of sufficient learning. The 

studies ranged from materialistic needs such as school uniform, school meals, good and 

school facilities (e.g. Ben Abdelkarim, Ben Youssef, M'henni, & Rault, 2014; Evans, 

Kremer, & Ngatia, 2009; Koolwal & Van de Walle, 2010; Vermeersch & Kremer, 2005) to 

non-materialistic ones such as parents support and good teacher (e.g. Sumida, 2017b). 

Recently, capability needs disadvantaged children were also elucidated as a 

fundamental to achieve learning excellency (Seeberg, 2014).  

Parents’ needs are also explored as a means for their children to obtain a quality 

education. Included in such needs are financial support for paying tuition, labors forces 
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as substitutes for their children, and their education attainment (e.g. Jensen & Nielsen, 

1997; Kabeer & Mahmud, 2009; Parker, Todd, & Wolpin, 2006).  

Literature also shows teachers’ needs for better pedagogy. It shows that teachers are 

in need of more textbooks in class, better quality textbook, supplemental teaching tools 

such as information and communication technology (ICT), and smaller class size (e.g. 

Barrera-Osorio & Linden, 2009; Hanushek & Woessmann, 2017; Michaelowa, 2001; 

Westbrook et al., 2013). Some other literature found that teachers also want financial 

incentives, informative feedback, and better employment contract to increase their 

teaching motivation (e.g. Bourdon, Frolich, & Michaelowa, 2010; Duflo, Dupas, & 

Kremer, 2015; Kremer, Glewwe, & Ilias, 2010; Westbrook et al., 2013). In addition to 

the abundant literature, there are many practical attempts linked to the educational 

aid project, to grasp what the latest needs are in the fields of grassroots. 

The previous literature has a rich knowledge of grassroots needs, however, they are 

still insufficient to understand the full shape of the needs. The literature knows what 

kind of needs the grassroots people have, but does not know how they express the 

needs. Ueno (2011) observed that explicit needs are just a part of the picture and there 

are other needs going unexpressed or unrecognized, which she called ‘latent needs.’ 

She explains that needs emerge as a process, and the process is a continuum where 

latent need can become explicit anytime. Moreover, the needs can consistently change 

(Monette, 1977; Watkins & Kavale, 2014), therefore, the accumulation of evidence of 

one-shot observation may not be sufficient to capture the accurate needs (J. J. Bernard, 

1956). 

This study, therefore, examines the process of ‘need-emergence.’ It addresses 

questions of to whom, and why (and why not) needs are expressed. 

For pursuing this issue, this study investigates need emergence through a case study 

of teachers in Mozambique. Roughly speaking, actors in the educational sector in 

developing countries can be divided into country-level and grassroots-level. The 

country level includes governments and international donors, and the grassroots-level 

includes the school principals, teachers, parents, and students. The teachers are one of 

the grassroots-level actor expected to express needs in order to solve daily problems 
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at school. 

This study adopts help-seeking as a conceptual framework to help to understand the 

need emgerence of teachers in Mozambique. Dedicated to describing from whom 

individuals seek help and factors related to their decision, the concept helps to explain 

how and why teachers express needs. 

By describing the process of need emergence, this study reveals that there are new 

perspectives of understanding the grassroots needs that have not been observed by 

the previous literature such as the big-picture view and the characteristics of grassroots 

needs. This study, therefore, provides new theoretical insights to understand the 

grassroots needs. 

 

Outline of the Study 

The research question of this study is:  

How do teachers in Mozambique seek help? 

The question was further problematized by the following four guiding questions, 

which will each be addressed in successive chapters: 

(1) How do people seek help? This theoretical understanding of the mechanisms and 

related factors are indispensable to investigate the teachers’ help-seeking in 

developing countries. Chapter 2 will examine the typical occurrence of help-seeking by 

setting out our understanding the two main aspects of the concept; help-resources and 

factors related to help-seeking. 

(2) What are the help-resources and the factors related to teacher’s help-seeking in 

Mozambique? Two chapters (chapter 3 and 4) will consider where the Mozambican 

teachers seek help and what factors influence their decision. As demonstrated in the 

details later, the help-seeking concept has not yet been applied in the context of the 

educational sector in developing countries. Thus, it cannot be applied retroactively to 

this study’s context. Therefore, first, chapter 3 will carefully unpack the Mozambican 

teachers’ help-resources and related factors by using a qualitative method. Then, 

chapter 4 will first test the validity of them by using a quantitative method. Employing 

the validated findings as an analytical framework, chapter 4 will further identify specific 
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factors which relate to help-seeking which vary in accordance with help-resources. 

(3) What is the process of teacher's help-seeking in Mozambique? Chapter 5 will 

strive to outline the help-seeking process by using the above findings of the help-

resources and related factors. 

(4) What does it mean to understand the grassroots needs? After revealing the 

process, chapter 5 will further consider, in the latter part, the new ways of conceiving 

grassroots needs. 

Before the study proceeds to the central chapters, the remainder of this chapter adds 

a more detailed explanation of the three important bases of this study. The next section 

provides additional information about this study’s background. It presents a review and 

trajectory regarding the debate about educational aid meeting needs, reaching the 

concern of the current study. The following section describes the empirical element 

about teachers in Mozambique, which is necessary to contextualize and make sense of 

the study findings. The last section outlines the methodology employed and some of 

its concerns. 

 

1.2. The rise of the issue of educational aid meeting grassroots needs  

The issue of educational aid meeting meet needs has been studied widely at the 

country-level. The previous research has investigated to what degree educational aid 

funding is associated with the national enrolment rate, completion rate, gender 

disparity ratio or pupil-teacher ratio (e.g. Dreher, Gehring, & Klasen, 2015; Global 

Monitoring Report, 2015; Nielsen, 2010; Sumida, 2017a; Thiele, Nunnenkamp, & 

Dreher, 2007; Turrent & Oketch, 2009).  

The scholars further argue the reasons why educational aid does not respond to 

these countries needs (Steer & Wathne, 2010; Sumida, 2017a), how much of an impact 

educational aid makes on a country’s needs (Birchler & Michaelowa, 2016; 

D'Aiglepierre & Wagner, 2013; Dreher, Nunnenkamp, & Thiele, 2008; Michaelowa, 

2004; Michaelowa & Weber, 2007; Riddell & Niño-Zaraza, 2016) and how to increase 

the imapct of aid (Ashford & Biswas, 2010; Cassity, 2010; Christensen, Homer, & Nielson, 

2011; Fredriksen, 2010; Hattori, 2009). 
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Amidst this active debate, recently, some scholars signaled the necessity to discuss 

the issue by focusing on the grassroots level. Easterly (2006), for example, claims that 

donor countries overly neglect grassroots voices and that it is urgently needed to check 

that aid properly reach people at the grassroots. He is concerned that if aid is 

implemented without grassroots feedback, it brings grassroots people under aid donor 

and government control, and eventually disenables them. This concern has also gained 

increasing global attention in the practical field of educational aid as the global 

development agenda has shifted its focus from the country-level to the individual level. 

To measure the educational development, the latest global agenda the Sustainable 

Development Goals included the indicators of student’s learning proficiency including 

literacy and mathematics in addition to the national enrollment rate and completion 

rate that have been used in the previous agenda (Global Education Monitoring Report, 

2017). 

Currently, both academics and development practitioners seek research to verify 

whether educational aid responds to grassroots needs. However, by hastily seeking this 

verification, a false sense of comprehension is more likely to result. When the 

examination of whether educational needs are responding to grassroots needs become 

a primary concern for educational policy, efforts are directed toward identifying merely 

the explicit needs without recognizing that there may be many other needs that are 

not recognized. Consequently, the discussion loses sights that meeting the needs do 

not guarantee that aid is reaching the grassroots people who are really in needs. In the 

worst case, the aid could cause, without knowing, the creation of new problems such 

enriching the privileged people and enlarging the existing educational disparity. In this 

context, investigating the nature of grassroots needs has urgently sought. 

 

1.3. Teachers in Mozambique 

 

Teachers in developing countries 

Teachers in developing countries face multiple difficulties. Although literature that 

systematically examines teachers in developing countries is scarce, a few studies 
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suggest the difficult situation faced by them. Teachers in developing countries engage 

in a variety of complex tasks ranging from preparing, giving, and grading lessons, 

assignments, and tests, managing classrooms, developing instructional materials, and 

provide feedback to students and parents, which create conflicting demands on 

teachers’ time and commitments (Global Education Monitoring Report, 2017).  

The overload of work along with under-resourced schools such as limited 

instructional materials contribute to teacher frustration (Badenhorst & Koalepe, 2014). 

Teachers face overcrowded classrooms, particularly since the Education for All and the 

Millennium Development Goals in 2000 had increased children’s access to schools, 

making it difficult to perform quality teaching (Hillman & Jenkner, 2005). The poor 

salary and the deterioration of the occupational status of the teaching profession cause 

low motivation for teaching (Bennell & Akyeampong, 2007). The inappropriate support 

in a system such as pre-service training and in-service training as well as at schools 

such as support from peers and supervisors, make it difficult for teachers to provide 

quality teaching (Bennell & Akyeampong, 2007). Recently, the expectation on teachers 

has been greater (Done & Murphy, 2016; Smith, 2014), so that they appeared to face 

more problems.  

Teachers in Mozambique are in the same situation. They face similar problems such 

as the heavy workload, inadequate pedagogical support, and overcrowded and mixed-

class environments (Mulkeen, 2008). Unique barriers of Mozambique include having 

scarce support for HIV/AIDS infected teachers and difficulty serving as a cultural 

mediator between modernity and traditional society, in particular for the rural areas 

(Palme, 1999). 

This study examines teachers as an exemplar for grassroots people because they are 

the one who has, recognize and express needs. Needs can be recognized and expressed 

by either a person him/herself, by a third party, or both (Ueno, 2011). In the practice 

of educational aid, the need assessments were often made by foreign aid practitioners, 

often neglecting the people who have needs (Easterly, 2006). Need belongs to a person 

in need, and thus it is crucial to observe needs from the perspective of the person in 

need (Ueno, 2011). For this reason, a teacher is a fitting case enabling researchers to 
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observe the emergence of needs from the perspective of the person in need.  

Besides that, the teacher-based sample is expected to yield at least three advantages 

for conducting rigorous research. Firstly, the data collected from teachers assure 

relatively guileless and reliable quality. Respondents who can be involved in the 

operation of educational aid projects or be responsible for building a relationship with 

foreign aid providers, such as school principals, may have multifaceted opinions on 

seeking help from foreign aid. It is because their responses often tie with the future 

expectation of foreign aid and appropriateness of answers. Whereas, respondents who 

do not have adequate knowledge about foreign aid, such as students, may have no 

opinions for seeking help from foreign aid. It is most likely that teachers are not virtually 

involved in any operations or negotiations of foreign aid but have some knowledge 

about foreign aid. 

Secondly, using the teachers as samples enable the researcher to collect a relatively 

large number of samples efficiently for a given condition. As explained previously, this 

study will take a quantitative survey to validate the qualitative findings and also to see 

the generalizability of the findings. For this purpose, it needs a sufficient sample size 

to withstand the statistical scrutiny. 

Thirdly, using teachers as samples minimizes bias due to illiteracy which could occur 

in a questionnaire survey. As presented previously, the adult literacy rate is 50 percent 

in Mozambique, and so some parents may have difficulty reading and writing. Most 

teachers in Mozambique can read and write and are thus able to answer the questions 

correctly. 

This study examines teachers as a suited case for the study purpose but 

acknowledges that not all of these observations will strictly apply to other grassroots 

people. However, a teacher is a profession which works as a helper and thus has gained 

less attention in the help-seeking theory (Mizuno, 2017). Studying teachers in 

Mozambique would add one evidence about teachers’ help-seeking and thus 

contribute to filling the gap overall between current studies and the concept of help-

seeking. 
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Mozambican context 

Mozambique is a country located in the southeastern part of Africa with a population 

of 28 million people (World Bank, 2017) (Figure 1). The country is categorized as a low-

income country which had a GNI per capita of 480 US dollars in 2015 (World Bank, 

2017). There are significant ethnic groups including Makhuwa, Tsonga, Lomwe, Sena 

which encompass numerous subgroups with diverse languages, dialects, cultures, and 

histories. The major religions include Roman Catholic along with Muslim, Zionist 

Christian, and Protestant (Central Intelligence Agency, 2017). The official language is 

Portuguese, but in daily life, many people use their local languages such as Emakhuwa, 

Xichangana, Cisena, Elomwe, and Echuwabo. The life expectancy is 57.6 years old, 

which is slightly lower than the sub-Saharan African average of 60 years old. The 

poverty rate is severe in Mozambique, with 54.7 percent of the population living on 

less than 1.9 US dollars a day. 

Mozambique became independent from Portugal in 1975 after winning the 

Mozambique war of independence, in which the anti-colonial force of the Front for the 

Liberation of Mozambique (FRELIMO) fought against the Portuguese rule. After 

independence, however, the country still had experienced political instability and 

security for a decade, due to a civil war between the FRELIMO who established a one-

party state based on Marxist principles and the opposition forces of anti-Communist 

Mozambique National Resistance (RENAMO). Also, periodical natural disasters such as 

droughts, cyclones, and floods have hindered the development of the country. The 

country became stable after the FRELIMO abandoned the communist regime and 

introduced a new constitution, multiparty election, and free market economy in 1989 

and the peace agreement was in force between two parties by 1992 (MacGonagle, 

2013). 

The Constitution of Mozambique regulates the current education system in 1992, 

replacing the previous framework of the National Education System formed in 1983. 

Primary education is compulsory with a seven-year course consisting of two levels: level 

one, grade 1-5 (EP1) and level two, grade 6 and 7 (EP2). General secondary education 

lasts five years, consisting of lower secondary grade 8 to 10 (ESG1) and upper secondary 
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of grade 11 and 12 (ESG2). Technical, vocational education and training (TVET) is a two-

year program with three fields of study, which are agriculture, industry, and business. 

The course prepared for training teacher is called the Institutos de Formaçáo de 

Professores (IFP, Teacher Training Institute), which was reformed in 2007 by combining 

the Instituto de Magistério Primário (IMAP, Primary Teacher Training Institute) and the 

Centro de Formação de Professores Primários (CFPP, Center of Primary Teacher 

Training). This course is offered after completing ten years of general education, and 

thus the system is called the ‘10+3’ system. Tertiary and higher education lasts three to 

five years depending on the degree type, and also has a two-year master course 

(UNESCO International Bureau of Education, 2012). 

Related to the organizational structure, there has been a gradual decentralization 

reform since 1994, and some of the government functions and authorities concerning 

education management have been transferred, along with other public services, from 

the Ministry of Education to the provincial, district, and school-level. Thus, currently, 

the Provincial Education Directorate (DPE) and the District Service of Education, Youth 

and Technology (SDEJT) are responsible for many educational matters including 

material resources, financial resources for expenditures, teaching, and non-teaching 

staff. In particular, district governments are considered a ‘development pool’ and 

became responsible for a large part of the authority regarding planning, policy 

administration, and human resource management a the local level, and budgeting 

(UNESCO International Bureau of Education, 2012). 

The government has issued several policies to improve educational development. 

They issued the first educational policy, called the Education Sector Strategic Plan 

(ESSP1) for the period of 1999 to 2005, and placed the top priority on the provision of 

basic education. Their specific objectives were: (1) expanding access to basic education, 

(2) improving the quality of education, and (3) enhancing the organizational and 

administrative structures in the education sector. During this period, the government 

also issued two other policies: one is to abolish tuition in primary schools, and the 

other is to introduce the semi auto-promotion system in primary education. After that, 

the second and third five-year policies have been issued, called the Strategic Plan for 
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Education and Culture (PEEC) and the Education Sector Strategic Plan (PEE) issued for 

the period of 2006 to 2011 and 2012 to 2016, respectively, with a continued effort to 

achieve the goals of the first plan. In the third strategy, they prioritized the seven-year 

primary-level education for all children. 

In respect to the situation of education, Mozambique is still considered being poor 

in both access and quality, and far from achieving a universal primary education. The 

net enrollment rate of primary education improved dramatically from 43 percent in 

1990 to 89 percent in 2015, though the transition to secondary education is still limited 

to 66 percent as of 2015 (UNESCO Institute for Statistics, 2017). The literacy rate is still 

meager: 67 percent for the youth population aged 15 to 24 years old; 50 percent for 

adult literacy including ages over 15 years old; and 21 percent for the elderly population 

for ages over 65 years old as of 2009 (UNESCO Institute for Statistics, 2017). In terms 

of the learning outcomes of school children, it is inferior compared with neighboring 

countries. Among fourteen southern and eastern African countries, Mozambique is 

ranked the fourth from the bottom in the reading proficiency test after Lesotho, Malawi, 

and Zambia (SACMEQ, 2007). The score is notably lower in rural provinces. 

Mozambique has received a considerable amount of educational aid, having the 

second largest aid package for the period between 1995 and 2015 in sub-Saharan Africa. 

The aid amount in actual value increased steadily with a peak in 2005 with 258 million 

US dollars. Since 2006, it has declined and in 2014 became 85 million US dollars (OECD, 

2015). 

Mozambique has been the donor’s favorite country to provide aid to, being selected 

as a priority country by seventeen donor countries as of 2014, which is the highest 

numbers among the low-income countries (OECD, 2014). It may be related to the 

country’s good reputation that it is known as a success story in Africa, making a great 

recovery from political and economic challenges in the past and having achieved rapid 

economic growth (DeRenzio & Hanlon, 2007). Mozambique became eligible to receive 

the fund of the Education for All-Fast Track Initiative (FTI) in 2003 by having met the 

criteria required, including having Poverty Reduction Strategy Papers (PRSP), sound 

education policies and sector program, and a commitment to monitor key indicators 
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based on the indicative framework. 

This favored status is also seen in the way of having a lot of General and Sector 

Budget Support. The budget support requires a trusty relationship between donor and 

aid recipient, in which the donor’s fund is directly distributed to a national account 

instead of for each aid project. The process of budget support contains that donors and 

the recipient government agree on variables or indicators of educational development 

every year. The sector budget support in the education sector is called Fundo de Apoio 

ao Sector de Educação, and the Education Sector Support Fund in English, and was 

established in 2002 and funded by seven donors (Handley, 2009). In 2015, it was funded 

by nine donors, namely, Canada, Finland, Germany, Ireland, Italy, Portugal, UNICEF, 

World Bank, and the Global Partnership for Education (Embassy of Finland in Maputo, 

2016). 

 

Figure 1: Map of Mozambique 

 
(Source) Created by the author using ‘R’ rworldmap data developed by South (2012) 

 

1.4. Methodological Issues 

 

Empirical observation 

This study employs a mixed methods research approach for empirical observation. 
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The mixed methods research is a methodology involving both qualitative and 

quantitative research. The qualitative research aims at obtaining a comprehensive 

understanding of the issue pursued (Rubin & Rubin, 2005). Whereas the quantitative 

research put emphasis on the generalizability by ensuring that the knowledge gained 

is representative of the population from which the sample was drawn (Miles & 

Huberman, 1994). Each type of research has both limitations and strengths. By 

combining the strength and overcoming the limitation of each, the mixed methods 

approach can provide a stronger understanding of the research problems or questions 

than either can by itself (Creswell & Plano Clark, 2007). 

Mixed methods research involves the collection of both qualitative and quantitative 

data, the analysis of both forms of data, and the integration of two forms of data 

through merging, connecting, or embedding. These procedures are incorporated into a 

distinct mixed methods design that includes the timing of the data collection 

(concurrent or sequential) as well as the emphasis (equal or unequal) for each database 

(Creswell, 2014). 

The exploratory sequential design is one of the designs which starts with a qualitative 

phase followed by a quantitative phase (Creswell, 2014). The researcher first collects 

the qualitative data, then analyzes the results, develops an instrument based on the 

results, and finally administers it to the sample of the population. Accordingly, the 

second database builds on the result of the first database. The primary intent of this 

design is to develop a better research instrument with specific samples of the 

population. It is often used for the case where there is no adequate instrument 

available for measuring the concept with the sample that the researcher wishes to 

study.  

This study chooses this design because, as shown in the literature review of next 

chapter, it could not find an adequate instrument to measure the Mozambican teachers’ 

help-seeking. The literature review on help-seeking will find that there is very limited 

literature on the teacher, and moreover no literature in the context of the educational 

sector in developing countries. Therefore, this study needs steps to develop an 

appropriate measurement instrument and to use it to measure the actual situation of 
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the case. In effect, the study takes a three-phase procedure: the first phase explores 

the help-seeking of teachers in Mozambique, the second develops a measurement 

instrument, and the third identifies the factors relating to the Mozambican teachers’ 

help-seeking. 

Figure 2 presents a diagram of this study’s procedure with using an illustrative system 

developed by Morse (1991). The ‘qual’ indicates the qualitative research, and the ‘quan’ 

and ‘QUAN‘ indicate the quantitative research. The capital letter of ‘QUAN’ means that 

the third phase is the primary research approach, and the first and second phases are 

the preparatory stages.  

In the first phase, the study explores the teacher’s help-seeking resources and the 

related factors by conducting a semi-structured interview. The data are analyzed 

descriptively aided by coding, and the results are summarized as findings. These three 

steps are presented in chapter 3. In the second phase, the survey is conducted 

employing the questionnaire developed by the previous findings. The collected data 

are used to extract important factors from the question items by using the principal 

component analysis technique. The findings become a measurement instrument or an 

analytical framework for the following analysis. These three steps are presented in 

section 4.2 of chapter 4. The study, then, uses the findings as a measurement 

instrument or an analytical framework and examines the factors related to the teachers’ 

help-seeking decisions which vary by help-resources. This part is presented in section 

4.3. The discussion of chapter 5 uses the findings of quantitative data as a primary 

source, but also uses the findings of qualitative data as supplemental evidence. Other 

methodological issues including tools and outcomes will be presented later in chapter 

3 and 4. 



 

 

Figure 2: Diagram of Methodology

 
 

Step Semi-structured 
interview (n=10) 

Explore the 
help-seeking for 
Mozambican 
teachers 

Present the 
potential help-
resource and 
the factors 

Survey (n=296) Test the validity 
of the findings 
Extract key 
factors 

Present a 
measurement 
instrument 

Administer the 
instrument to 
identify the 
factors  

Present the 
factors related 
to the help-
seeking 

Draw the help-
seeking process 

Tool Fieldwork 
IC recorder 

Nvivo 10 
(Coding, 
Descriptive 
analysis) 

 Fieldwork 
Questionnaire 

STATA 14 
(Principal 
Component 
Analysis) 

 STATA 14 
(T-test) 

  

Outcome Audio-recorded 
conversation 
Field note 

Transcribed text 
Coded text 

Description of 3 
help-resource 4-
factor groups 

Response scores  Factor variables Framework to 
measure help-
seeking  
 

T-test results Validated 3 
help-resources 
and 4-factor 
groups 

Illustration of 
help-seeking 
process 
 

Chapter/ 
Section 3.1 3.2 4.1 4.2 4.3 5 

(Source) Created by author based on the Morse’s illustrative system

14 
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The sample 

The study chooses ten teachers for qualitative research and 296 teachers for 

quantitative research in the Maputo and Matola municipalities. Both municipalities are 

located in the capital city of Maputo and have the largest population in the country 

(Figure 3). This selection was mainly due to the researcher’s financial constraints, 

concentrating the study to an area where schools were located close to each other. 

Consequently, it becomes a limitation of this study, where the sample represents more 

of the urban area’s characteristics. For instance, people in this area may have more 

open-minded personalities, knowing more about foreign aid, or having more 

modernized sociocultural value. The rationales behind the sample number, selection 

process, and characteristics of the samples will be explained in each empirical 

observation chapter; chapter 3 for the qualitative sample, and chapter 4 for the 

quantitative sample.  
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Figure 3: Map of Maputo and Matola municipalities 

 

 
(Source) Created by the author using the map data of Global Administrative Area (2017)
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CHAPTER II – Help-Seeking for Educational Sector of Developing Country 

 

 

As mentioned in the previous chapter, this study employs the concept of help-

seeking to elucidate the process of grassroots needs emergence. This chapter will 

develop a general account of the typical process of help-seeking by reviewing the 

previous literature. First, the concept of help-seeking is introduced with explanations 

for three main aspects constituting the concept: the help resources, the factors related 

to help-seeking decisions, and the processes. This chapter serves as a conceptual 

framework to examine the data collected in empirical studies for the following two 

chapters. The guiding question for this chapter will be: ‘How do people seek help?’ 

Section 2.1 reviews the previous literature discussing the concept of help-seeking in 

general and also in the educational sector. It explores how the concept has been 

applied overall and to whom it has been applied in the educational sector. 

Section 2.2 explores persons or places from which people seek help, so-called the 

help resources, in the field of the educational sector. Most of the literature on the 

education sector is based on the context of developed countries. Therefore, it looks for 

the literature that deals with cases in developing countries in a different sector. 

Section 2.3 reviews the literature explaining the factors that influence the help-

seeking decisions and also the help-seeking processes. The literature on the related 

factors is abundant enough to be meta-analyzed for several factor groups. Referring to 

this meta-analysis as a base, this section explores the factors that are relevant to the 

education sector of developing countries. Finally, section 2.4 summarizes the chapter. 

 

2.1. The concept of help-seeking 

The concept of help-seeking explores the behavior of a person who has a problem to 

be solved by requesting the help of others (DePaulo, 1983). Traditionally, it was aimed 

at persons who cannot seek help and addressed a question of why those persons 

cannot or do not seek help although they have problems. The feature of this concept is 

to shed light on individuals who have problems and to understand their autonomous 
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decision on help-seeking or not-help-seeking. This study aims at focusing on individual 

teachers with problems and at exploring their voluntary expression of needs. Therefore, 

the concept suits this study to pursue the objectives. This study deems the occurrence 

of ‘help-seeking’ as the ‘need emergence.’ In other words, it conceives of the 

conditions where a person expresses a need by seeking help. It is noted that this study 

focuses on the process leading up to the expression of a need and does not include the 

part thereafter as in whether or not the need is recognized by a third party. 

The help-seeking concept has been applied to broad fields of study in particular of 

psychology, psychiatry, public health care, and internal medicine (e.g. Forrest, Smith, & 

Swanson, 2017; Ogrodniczuk, Oliffe, & Black, 2017; Ulas, Binbay, Kirli, Elbi, & Alptekin, 

2017; Whitaker, Ghanouni, Zhou, Lyratzopoulos, & Morris, 2017). Relatively less but, it 

also has been used for the educational sector (e.g. Winter, Patel, & Norman, 2017). 

The concept became popular in the early 1990s in the United States and European 

countries but is still relatively new for other developed countries; for instance, it 

became popular in Japan after the year of 2000. For developing countries, few studies 

exist. Most of them are in the field of medical science; one on mental illness in Malawi 

(Chilale, Silungwe, Gondwe, & Masulani-Mwale, 2017), one on mental health in Sudan 

(Sorketti, Zuraida, & Habil, 2012), one on epilepsy in Ethiopia (Tsigebrhan, Hanlon, 

Medhin, & Fekadu, 2017), and one on psychiatric problems in Malaysia (Razali & Najib, 

2000). 

In the education sector, research has applied this concept to three subjects; students 

(or children and adolescents), parents and teachers. The research has observed the 

help-seeking behavior of each subject but for different types of problems. Extensive 

literature exists for students, ranging from ones at elementary school to university. A 

study targeted at elementary school children examines students having academic 

difficulty such as in math or reading (Newman, 1990; Newman & Goldin, 1990). A study 

focused on secondary school students investigates more daily-life problems such as 

with family, interpersonal relationships, health, education, and the emotional problems 

(Boldero & Fallon, 1995; Offer, Howard, Schonert, & Ostrov, 1991; Schonert-Reichl & 

Muller, 1996). For university students, many studies examine students who have 
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troubles with psychological disturbances and mental health problem in addition to 

academic problems (e.g. Edward H. Fischer & Turner, 1970; Karabenick, 2004; Li, 

Dorstyn, & Denson, 2014; Nam et al., 2013). 

The literature on parents and teachers are much fewer than ones on students. 

Studies on parents of school-age children examine those who have a child with 

intellectual disabilities, those who are either teenage parents or single parents, and 

those who have abused a child (Douma, Dekker, De Ruiter, Verhulst, & Koot, 2006; 

Honda, 2015). The research focused on teachers examined distress related their 

teaching skills, self-confidence, students’ problematic behaviors, school administration 

and policy problems, and lack of spare time (Hsu, 2005; Tamura & Ishikuma, 2001). 

They report that the distress increased the tendency to reach burnout in the absence 

of appropriate help-seeking (Tamura & Ishikuma, 2001). 

 

2.2. Help-resources 

Persons who face problems may have choices of where they wish to seek help, called 

a help-resource. How many choices they have, and which resources they choose vary 

depending on the problem types and also on the person’s age. It is known that one who 

has more choices of help resources is more likely to seek help (e.g. Taylor et al., 2004). 

Also, when comparing between informal resources such as parents and friends and 

formal resources such as counselors and experts, people prefer seeking help from 

informal resources (e.g. Boldero & Fallon, 1995). 

For students’ academic problems, elementary school students have help-seeking 

choices from either a classmate, parent, or teacher. Among them, they prefer to seek 

help from teachers or parents instead of from a classmate (Newman & Goldin, 1990). 

This preference is contrary to middle school students who show a preference of seeking 

help from a friend rather than a teacher, and this is more so for the older-ages of middle 

school (Amemiya & Wang, 2017). When it comes to university students, they again 

prefer to seek help from teachers rather than friends (Karabenick, 2004).  

For emotional problems, secondary school students have more choices from formal 

resources such as a school psychologist, team coach, or alcohol and drug abuse center. 
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However, they tend to choose the informal resource rather than the formal one 

including teachers (Offer et al., 1991; Schonert-Reichl & Muller, 1996). University 

students come to have more professional resources such as psychologist and 

psychiatrists, although similar to secondary students, they do not tend to choose the 

formal place but prefer the closer contacts such as friends and teachers (Wakimoto, 

2008). 

In the case of teachers, they have resource choices from colleagues, supervisors, 

principals and, in some cases, a school counselor. A study shows that most of the 

teachers prefer to seek help from colleagues who are experiencing a similar situation 

to them (Hsu, 2005). A recent study by Liu (2017) suggests that there is another 

resource, the online resource, with which junior teachers may search for information 

on the internet to solve an academic problem, emails teachers to request help and 

makes an online request to peers or unknown experts for academic help. 

In the case of developing countries, it is easily assumed that these formal resources 

are not as available as in a developed country. Instead, they have options to go to 

traditional or conventional places. Literature reports that people, especially in rural 

areas, tend to seek help from traditional places for various problems in daily life. For 

instance, Razali and Najib (2000) report that in Malaysia some people choose to go to 

a traditional healer, called ‘bomoh,’ when they have a mental problem. They explain 

that this is because the culture holds strong social support, and thus the choice of help 

resources is heavily influenced by the belief and precedent practices of parents, friends, 

and relatives (Razali & Najib, 2000). The similar case is also found in Tanzania, 

(Marsland, 2007), North Malawi (Chilale et al., 2017), South Africa (Nelms & Gorski, 

2006), Sudan (Sorketti et al., 2012), and Ethiopia (Tsigebrhan et al., 2017). Informed by 

the previous literature, the help resources in the context of the education sector in 

developing countries are listed in Table 1. 
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Table 1: Help resources in educational sector of developing countries 

Help seeker Help resources 

Child Friend 
Teacher 
Parent 
Traditional place 

Adolescent Friend 
Teacher 
Expert (psychologist, medical center, psychiatrist) 
Traditional place 

Teacher Colleague 
Supervisor 
Principal 
School counselor 
Online 
Traditional place 

(Source) Created by the author 

 

2.3. Factors related to help-seeking preference 

Whether a person seeks help or not is determined by several factors. Literature 

which examines the factors is abundant, which warrants a range of literature review 

and meta-analysis. Srebnik, Cauce, and Baydar (1996) collected literature that 

examined children and compiles the factors into three group: illness profile, 

predisposing characteristics (including demographic characteristics and sociocultural 

values/beliefs), and barriers/facilitators. Mizuno and Ishikuma (1999) review 156 

literature on college students in the United States and propose four categories of 

factors; demographic characteristics, personality factors, network factors, and the 

severity of the problem. These two analyses overlap in some of the groups and included 

factors. Using these groups as a reference, the following will review the original 

literature for more details of each factor. 

Evidence has shown that demographic characteristics relate to the decision of 

whether a person does help-seeking or not. The primary approach to the characteristics 

includes gender, age, educational level, income level, and ethnicity. Among them, the 

gender difference has gained the most attention. The literature shows that females 

hold more positive attitude toward help-seeking than male. This result is most 

consistent over all ages, regions, and cultures (Barnett et al., 1990; Edward H Fischer & 

Cohen, 1972; Garland & Zigler, 1994; Kessler, Brown, & Broman, 1981; Nam et al., 2010). 
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The association of age with the help-seeking decision is somewhat mixed, where the 

results vary depending on how the age group is divided. Leaf, Bruce, Tischler, and Holzer 

(1987) examined 4184 adults and found that both age-end groups, the youngest group 

(18- 24 years old) and the oldest group (above 64 years old), are more likely to hesitate 

for help-seeking than the middle-aged group. Schonert-Reichl and Muller (1996) 

examined 221 adolescents aged from 13 to 18 years old for their help-seeking from 

professionals (teachers, school counselors, coaches, or the principal), and found that 

the older adolescents show a higher intention of help-seeking than younger age. Tijhuis, 

Peters, and Foets (1990) examined 10171 Dutch adults ranging from 18 to 97 years old 

and showed that the group who liked to seek help is nine-years younger in average than 

ones who do not like to seek help.  

In their analysis, the relationship with education and income level was also evident 

in that groups who like to seek help have a higher educational level and also a higher 

income than groups who do not like to seek help (Tijhuis et al., 1990). Concerning the 

ethnicity factors, it is known that persons with an Asian background have a more 

negative attitude toward help-seeking compared with ones with a European or 

American background (Ito, Masuda, Komiya, & Hioki, 2015; Sue & Sue, 1974). The 

preference of help-resource also differs between them. For instance, when comparing 

between Asian students and European students, Asian students preferred help-

resources of the same ethnicity and older counselor (Tedeschi & Willis, 1993), and 

friends rather than teachers (Mau & Jepsen, 1990). 

In addition to these demographic factors, Srebnik et al. (1996) distinguish 

sociocultural values and beliefs as predisposing factors. They explain that the 

sociocultural values of a person and family affect the perception and definition of the 

problem, and thus affect the method of coping – which is whether or not to obtain help 

and from who. The study shows that Chinese-Americans who accept more their 

American culture are more likely to seek help than ones who do not accept it (Atkinson 

& Gim, 1989; Tata & Leong, 1994). It demonstrates that the help-seeking decision varies 

depending on the acceptance level of sociocultural values. In the context of developing 

countries, this factor seems more crucial in terms of from whom they seek help. Razali 
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and Najib (2000) report that people in Malaysia direct themselves to traditional healers 

because they and their family believe the mental illness has a supernatural cause. They 

observed that the traditional belief of strong social support is the primary factor in 

determining the help-seeking action. Chilale et al. (2017) similarly explain that people 

in northern Malawi choose to consult traditional healers because many of them believe 

that mental illness is attributed to socio-cultural factors related to witchcraft, spirit 

possession, or curses. 

There is also evidence for personality factors and the severity of one’s problem 

having an impact on the help-seeking attitude. Nam et al. (2013) conduct a meta-

analysis of these factors by taking 7,397 college students from 19 studies. They report 

that out of nine factors, three factors including self-stigma, anticipated benefits, and 

self-disclosure are related to the presence of help-seeking action, whereas the other 

six including anticipated risks, depression, distress, self-concealment, social support 

and public stigma is not statistically related to the help-seeking. Similarly, the analysis 

of Liu (2017) reviewed 18 studies with 6,839 college students and examined another 

nine factors. They found that two variables, one’s attitude toward seeking professional 

psychological help and the anticipated utility, are strongly associated with the help-

seeking intention.  

The last group includes factors related to one’s network. Social support is one 

network from where one can obtain interactive help in society or from family, friends, 

community, professionals or colleagues. It is known that a person who seeks help has 

a lower level of social support. Goodman, Sewell, and Jampol (1984) examined two 

groups of students, one who had received counseling and the other that had not. He 

found that the former group has a lower level of social support than the latter group. 

A study by Phillips and Murrell (1994) also show that older adults who do not have so 

much social support are more likely to seek help from external sources such as a doctor, 

mental health centers, and priests. The previous experience of receiving help is another 

factor that can be included in the network factor group. The study proves that a person 

who experienced or had contact with professional help show a higher intention toward 

help-seeking help than ones who did not have any contact (Halgin, Weaver, Edell, & 
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Spencer, 1987; Surgenor, 1985). Tijhuis et al. (1990), similarly, show that persons who 

know someone at a mental health service are more likely to show positive intention to 

make the help-seeking action. 

Juxtaposing the four meta-analyses and two studies which illuminate the unique 

features for developing counties, Table 2 summarizes the groups and factors related to 

help-seeking. 

 



 

 

Table 2: Factors related to help-seeking 

 Srebnik, et al. 
(1996) 

Mizuno & Ishiguma 
(1999) 

Nam, et al.  
(2013) 

Li, et al. 
(2014) 

Razali & Najib (2000) 
Chilale, et al. (2017) 

Demographic 
characteristics 

Gender Gender    
Age Age    

 Income Income    
  Education level    
 Family characteristics     
 Ethnicity Cultural background    
(Sociocultural 
characteristics) 

Value/attitude/knowledge 
concerning problem 

   Perception about problem 
causality 

 Ethnic identify   Adherence to Asian values Traditional/cultural belief 
 Religion     

Personality Open to outsiders Self-esteem    
   Self-concealment Self-concealment  

  Self-disclosure Self-disclosure Self-disclosure  
   Public stigma Public stigma  
   Self-stigma   
   Anticipated benefits Anticipated utility  
   Anticipated Risks Anticipated risk  
  Attribution style    
 Attitudes toward use of 

service 
  Attitude toward help-

seeking to professionals 
 

Severity level of 
problem 
(Illness profile) 

Assessment of need Problem’s severity    
Perceived need     
  Depression   

   Psychological distress Psychological distress  

Network 
(Barrier/facilitator) 

Network strength     
 Social support Social support Social support  
Knowledge about and use 
of service 

    

  Previous aid experience    
(Source) Created by the author 
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While many scholars have identified influential factors, some scholars explain that 

these factors are related to the help-seeking decision in multiple and stepwise manners. 

They propose a step-by-step path that a person would take for the decision to seek help. 

Scholars have developed a three-stage model which consists of (1) problem recognition, 

(2) decision to seek help, and (3) support and service utilization (Andersen & Newman, 

1973; Goldsmith, Jackson, & Hough, 1988; Srebnik et al., 1996). On the other hand, 

Takagi (1998) suggests a more segmented seven-stage model which includes (1) 

problem recognition (if problem is not recognized, the help-seeking does not occur), 

(2) judgement of problem severity (if problem is not severe, the help seeking does not 

occur), (3) judgement of self-solving (if the problem can be self-solved, the help-seeking 

does not occur) , (4) decision of intention for help-seeking (judgement based on the 

benefit and cost brought by help-seeking / non-help-seeking), (5) look for potential 

helpers, (6) consider method of help-seeking, and (7) evaluate the help-seeking 

(judgement about how they helper accepts the help-seeking) (Figure 4). These models 

can explain why some people can seek help and why some cannot seek help.  
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Figure 4: Takagi’s model of help-seeking process 

 
(Source) Created by the author based on Takagi (1998) 
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2.4. Summary 

This chapter has sought to understand the basis of the help-seeking occurrence by 

reviewing the previous literature. It serves as a conceptual framework for the following 

empirical observation by providing the fundamental aspects and approaches in 

applying the concept of help-seeking. 

Section 2.1 reviewed the literature of help-seeking with a focus on the educational 

sector. It showed that the concept had been applied mainly to three subjects in the 

educational sector: students, parents, and teachers. Also, it had been adequately used 

to explain their help-seeking behavior for the various types of problems spanning such 

concerns as academic difficulty, psychological disturbance, distress about teaching, and 

self-confidence. 

Section 2.2 reviewed the choices for help-resources that each subject possibly has. 

The literature showed that students have choices of a friend, teacher, parent, or expert 

(psychologist, medical center, psychiatrist). Teachers have colleagues, supervisors, the 

principal, and in some case, school counselors and online support. In addition, it 

suggested that people in developing countries may have traditional places, such as a 

traditional healer as a choice for a help-resource. 

In section 2.3, literature in the broader field was reviewed to understand the factors 

related to the help-seeking decision and also the process of help-seeking. It found 

various kinds of factors and was able to be grouped into four main areas: namely 

demographic characteristics, personality, the severity level of the problem, and 

networks. It also informed that the process of help-seeking consists of several steps 

which convey persons to make an intentional or unintentional judgment about help-

seeking. The steps include problem recognition, judgment of problem severity, 

judgment of self-solving, and the decision of intention for help-seeking. 

This chapter introduced the help-seeking concept and laid a basic foundation for the 

following empirical study. However, the knowledge obtained in this chapter is mostly 

drawn by the cases of developed countries. Also, no application was found in the 

context of the educational sector in developing countries. Thus, the framework 

suggested in this chapter still contains various uncertainties such as the improbable 
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help-resource choices and with too many factors to observe, that seem inappropriate 

to apply in the context of the developing countries promptly. For this reason, this study 

merits the two-phase approach which uses both qualitative and quantitative methods.    
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CHAPTER III – Qualitative Observation 

 

 

The previous chapter presented the foundation for the help-seeking concept by 

reviewing the previous literature, which also included some uncertainties that do not 

immediately fit in this study context. It showed that the help-resources available to 

teachers are colleagues, supervisors, principals, school counselors, online aids, and 

traditional places (healers). However, it is doubted whether teachers in developing 

countries have the choices of online resources or school counselor resources in the 

situation where the internet network is still scarce, and many schools have very basic 

human resources support. Moreover, the previous literature suggested more than 

twenty factors that relate to help-seeking preference. However, some of them are 

plausibly not related to the grassroots people’s help-seeking in developing countries. 

Therefore, this chapter and next chapter empirically investigates the specific 

resources and factors contextualized in the educational sector in developing countries 

by using the case study of teachers in Mozambique. As a preliminary examination, this 

chapter employe the qualitative approach with in-depth interview data. The guiding 

question for the two chapters is “What are the help-resource and factors related to 

teacher’s help-seeking in Mozambique?” 

Section 3.1 explains the methodological issues relating to the observation. It first 

explains the method of qualitative research, and then presents the tool of a semi-

structured interview, the details of sample data including the selection process, 

characteristics and validity, and the analysis method. 

Section 3.2 shows the findings from the interview data by ten teachers. The findings 

are structured by factor groups rather than by teachers. It is done to illuminate the 

factors identified from the analysis. Consequently, some of the interview data and the 

analysis process are omitted, which may bring some concerns about the reliability of 

the interpretation. To minimize these concerns, this part uses quotes wherever possible 

to let them speak for themselves. 

Based on the findings, section 3.3 will rebuild the conceptual framework with a 
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narrower focus and bring it into alignment with the quantitative research. 

 

3.1. Methodology 

Qualitative analysis is a method which enables the researcher to observe a social 

phenomenon and comprehend an individual’s experience in connection with the 

broader societal dynamics (Rubin & Rubin, 2005). The previous chapter informed that 

one’s help-seeking behavior is heavily associated with the sociocultural environment. 

Thus, this approach is best suited for an accurate understanding of the individual’s 

help-seeking behavior. 

The data collection in qualitative approach can take several methods including 

interview, survey, contents analysis, participant observation, and focus group (Jones et 

al., 2016). This study uses the interview using a semi-structured protocol. It is because 

the interview method enables us to obtain more breadth and depth of data by reaching 

a pluralism of perspectives of respondents’ personal experiences and preference 

(Weiss, 1994). The semi-structured protocol allows a flexible approach in which the 

interviewer sets up a general structure of central questions and leaves the detailed 

structure open during the interview (Drever, 1995). So that, the interviewee can have 

a fair degree of freedom in what to talk about, how much to say, and how to express it.  

As the preliminary phase of the investigation, this technique is suited to capture a 

broader range of idea. 

For the semi-structured interview, ten guiding questions were prepared based on 

the knowledge informed by the previous literature. They are:  

 

(1) Have you ever been involved in or received external aid for a project or 

program? 

(2) What was the project or program?  

(3) How did you get involved in the project or the program? What was your 

position?  

(4) Do you have any foreign friends?  

(5) Do you have any problems that you face at school now?  
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(6) Do you seek out someone to help with the problems?  

(7) If so, to who?  

(8) Why do (or not) you seek help from the place/person?  

(9) What do you think about foreign aid? (Good image or bad image?) 

(10) Do you think there is a difference if the project or program was provided by 

the government? 

 

The questions capture the four dimensions that the previous chapter identified, 

although they were asked in a different order than above due to the answer-friendly 

consideration. They were ordered as follows: the questions from first to fourth capture 

the network characteristics; the fifth question captures the severity of problems; the 

sixth question captures the help-seeking preference; the seventh question captures the 

help-resource preference; and questions from eighth to tenth capture the personality 

and sociocultural value. The list of questions is presented in Appendix 1. 

 
Data collection 

The fieldwork took place for ten days between 21 February and 3 March 2017 and 

collected ten teachers’ data. 

Ten teachers were selected based on the purposeful sampling strategy, more 

specifically with using the stratified sampling technique. The purposeful sampling is a 

commonly used strategy to identify information-rich cases for the most efficient use of 

limited resources (Patton, 2002). In the fieldwork, a researcher, using existing social 

ties, was able to identify several candidates who met the criteria as an informant as 

Bernard (2002) and Spradley (1979) indicate. They were knowledgeable about or 

experienced with help-seeking, had availability and willingness to participate in the 

interview, and also the ability to communicate experiences and opinions in an articulate, 

expressive, and reflective manner. Among the candidates, ten teachers were selected 

through the stratified sampling technique. The technique is aimed to achieve the 

maximum variation, but more to capture significant variations rather than to identify 

one shared patterns across cases. In the current study, the requirements for the sample 
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variation are stratified in order first by the experience or knowledge about foreign aid, 

age, gender, and teacher’s school level. Table 3 shows the list of interviewees. 

Seven teachers out of ten have experience in or knowledge about foreign aid with 

variations in donor country including Japan, the United States, Denmark, Germany, and 

Finland. The gender ratio leans towards males with eight males versus two females. 

The ages of teachers range from the 20s to 50s, with the majority in their 30s. The 

variation of school level is well-balanced, including primary, secondary, and higher 

education. Overall, the sample has a satisfactory range of variations in the experience 

of foreign aid and demographic characteristics, which can achieve a certain degree of 

representativeness. 

Before the interview, every respondent signed a statement of informed consent that 

detailed arrangements of confidentiality in particular. The interview was conducted 

using both Portuguese and English. Respondents were interviewed in physically 

comfortable environments like classrooms, staff rooms, or a café. For most of the cases, 

the interview was audio-recorded for content verification upon the respondent’s 

consent, but in a few cases where researcher thought it would be instructive, it was 

recorded by writing notes. In all cases, the researcher wrote extensive field-notes about 

people, events, and activities. 
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Table 3: List of interviewed teachers 

ID Sex Age 
School 
level 

Teaching 
Subject 

Knowledge about foreign aid 

Teacher A Male 20s Secondary Science Yes 
Participated in teacher training 

organized by JICA (Japan) 

Teacher B Female 30s Secondary English No -- 

Teacher C Male 50s Secondary 
Math 

Science 
No -- 

Teacher D Male 40s Primary All subject Yes 
Involved in a woman 

empowerment project funded by 
USAID (US) as a staff. 

Teacher E Male 50s Secondary English Yes 
Involved in teacher training 

project organized by DANIDA 
(Denmark) as a staff 

Teacher F Male 30s Primary All subject No (His school was built by JICA) 

Teacher G Male 30s Secondary English Yes 
Participated in teacher training 

organized by GIZ (Germany) 

Teacher H Male 30s University Math Yes 
Participated in research training 

organized by Finland 

Teacher I Female 30s University Science Yes 
Involved in research project with 

GIZ 

Teacher J Male 50s University Science Yes 
Involved in research project with 

GIZ 

 

Analysis method 

The computer software program NVivo 10 aided the data management and analysis. 

The data were transferred into the software, clarified, and transcribed in English. Real 

names of respondents were changed into pseudonyms to assure anonymity and 

confidentiality of the data. The analysis was mostly descriptive using coding methods 

and highlighting the words which seemed to be crucial and also that emerged 

frequently. The goal of this study is not to define the typical or representative process 

and factors to generalize them, instead to identify possible resources and factors to 

suggest the following statistical analysis. Thus, the descriptive analysis is sufficient to 

serve its role. The empirical observations in this and the following chapters will also 

serve as supplemental evidence to explain some of the phenomena of help-seeking. 

Thus, it is used to establish the meaning of the phenomenon and its various aspects 

from the views of respondents through a three-stage process of description, analysis, 
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and interpretation.  

 

3.2. Findings 

From the interview data, some specific features of help-seeking appear, which are 

unique to the current case context of the education sector in developing countries. This 

section presents these features in the following order: help-seeking preference and the 

help-resource, the factors of the perceived problem, the factor of personality and 

sociocultural values, the factor of network characteristics and the factor of 

demographic characteristics.  

 

Help-seeking preference and help-resource 

The data showed that most of the teachers in the sample face some problems in 

school life, but their reaction to help-seeking vary. While many teachers showed a 

positive intention to seek help from someone, some teachers showed a negative 

intention. Roughly speaking, although details varied depending on the problem, the 

former includes seven teachers, and the latter includes three teachers including the 

teacher C, teacher B, and teacher E. Particularly the teacher C was extreme. He 

mentioned that “even I face a problem, I will not request help. If I do so, I lose my self-

confidence.” 

Among those who show positive intention for help-seeking, there were different 

help-resource preferences. Overall interview data found that they have three 

resources: colleagues, the teacher training organized by the government, and teacher 

training organized by a foreign country. Many teachers considered that when they have 

a problem, they seek help from colleagues. Particularly for the problems of students 

learning and behavior, they often consult with them and solve the problem by 

themselves. However, for more pedagogical problems such as introducing a new 

textbook and new curriculum, some teachers indicated a preference to take a formal 

teacher training. The teacher G is the one who prefers to receive teacher training from 

the government. He mentioned the preference by comparing with to foreign one: 
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(Teacher G) “If we have a problem, our government should take care of us. If we think 

there is aid from a foreign country, we take it for granted, and the 

government becomes lazy. … We have to appeal to government more.”  

 

From his talk, it is known that he prefers help from the government while having a 

feeling of distrust regarding their political corruption and inefficiency. Although he 

believes seeking help from a foreigner is a “shame” and sometimes lose their “dignity,” 

and thus prefers the government training. The data also found some prefer to seek help 

from a foreigner. Teacher A stated that: 

 

(Teacher A) “For regular problems such as students chatting too much, or their scores 

are bad, I would go to colleagues. In my school, there are many senior 

teachers. But for the pedagogical skill, I would go to a foreign country’s 

training.” 

 

The interview data showed that the help-seeking preferences have both cases in 

which either they do or do not seek help, and it depends on the kinds of problems. 

Moreover, the help-resources for this case context are colleagues, teacher training 

organized by the government, and teacher training organized by a foreign country. 

While the review of the previous literature suggested six resources including a 

colleague, supervisor, principal, school counselor, online source, and or traditional 

place, this analysis narrows it down to three resources. 

 

Factors of perceived problems 

  The interview data showed that the level of problems perceived by teachers relates 

to the help-seeking decision. It indicated that the teachers who recognize their 

problems show positive intentions to seek help, whereas teachers who do not 

recognize the problem as significant do not show help-seeking intentions. Teacher B, 

who is not positive for seeking help, mentioned that “if the foreign people give us help, 

people should receive it. But I do not think I need it for me.” Teacher E made a similar 
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comment that “assistance like teacher training is for the person who really needs it.” 

The perceived level of problems affects the help-seeking decision, but it also seems 

to depend on the kinds of problem. In the interview, many teachers raised the issue 

about lacking teaching materials. It seems that they feel the frustration of not being 

able to explain the textbook contents as appropriate as they wish. They notably 

commented lack of textbooks for students and supplemental teaching instrument. 

Teacher C mentioned: 

 

(Teacher C) “My class does not have good teaching instruments. If I want to teach 

about the human body or organs inside the body, I do not have the model. 

My colleague, the music teacher, also has the same problem. They do 

not have music instrument. We need more teaching instruments.” 

 

Similarly, they also think the school facilities are inadequate or not well-maintained. 

They described that “classrooms are not enough” and “the roof is broken by the last 

heavy rain.” The quality of school facilities varies among public schools; thus unequal 

school conditions are obvious for teachers. The teacher who worked at the well-

maintenance school mentioned that:  

 

(Teacher F) “My school was fortunately built by JICA, so there are hand washing 

facilities and corridor with a roof, and it is a very clean and good school. 

I think teachers want to work at a school like mine. Parents also want 

to send their children to a clean school. I want to send all my children 

to a clean school.”  

 

Most teachers acknowledge that their school has problems in teaching materials and 

facilities, although all the teachers answered that they virtually did not seek help for 

these problems. They mentioned that these problems are not their problem but are 

the school’s or school head’s problem. 

The problems for which the teachers showed the intention of help-seeking were the 
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ones about pedagogical issues. Teacher A mentioned “there is a way to use the 

blackboard more effectively. I want to use the blackboard well.” He knows that, from 

previous experience, there is a technique to use the blackboard better, so that he was 

eager to learn that from an external expert. Another problem was concerning the 

teachers’ motivation. Teacher G implied that many teachers have low motivation for 

teaching due to the long working hours, and seemingly are looking for some stimulation 

to learning new knowledge and skills. He described that: 

 

(Teacher G) “We have to teach 24 hours a week, and we are allowed an extra 15 hours 

as overtime work at another school. Many teachers work 15 hours of 

overtime, and I also work so. We are very busy and tired. We do not have 

time to do new things.” 

 

  Overall, the analysis confirmed that the perceived problem is a strong candidate for 

the factors affecting the help-seeking decision. As the previous literature suggested 

(Chilale et al., 2017; Liu, 2017; Nam et al., 2013; Razali & Najib, 2000), the influence is 

depending on the level of perceiving and how they perceived the problems. The data 

of this study especially showed that the problems of the pedagogical issue and 

motivational issue are the ones that plausibly affect the decision of teachers in 

Mozambique. 

 

Factors of personality and sociocultural values/beliefs 

The previous literature has shown many factors are included in this group. The 

analysis can identify four plausible factors that explain the teacher’s behavior toward 

help-seeking. The first one is self-esteem. As mentioned before, teacher C, who showed 

some refusal toward help-seeking, commented that “I believe that we should solve our 

problems by ourselves. If we depend on foreign people, we lose ourselves and lose our 

self-respect.” His comment implies a strong feeling of independence and high self-

esteem that makes him oppose asking help from others. Corresponding to the literature 

of Mizuno and Ishikuma (1999), it is confirmed that a person who has higher self-
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esteem shows less intention for help-seeking from others in the current context. 

The second factor is similar to the stigma but includes a slightly different meaning. 

The association is mainly found in relation to seeking help from a foreign country. The 

previous literature on help-seeking used the stigma as discrimination or prejudice 

which causes dishonor or humiliation from receiving help (e.g. Nam et al., 2013). 

However, in the current context, teachers feel receiving aid as related to privilege that 

creates jealousy or hostility from other people who did not have the opportunity to 

receive aid. Teacher A described receiving foreign aid as “I receive (it) as a 

representative of the school, as a representative of Mozambique.” The analysis found 

that this kind of stigma determines some of the teacher’s help-seeking behavior. 

Teacher I showed concern about how other people think about her receiving foreign 

aid. She mentioned that she would hesitate to seek help from foreign help publicly. She 

stated that: 

 

(Teacher I) “If I receive foreign aid, there is jealousy from my neighbors. In the past, 

my furniture was stolen from my house. I do not want to say I am 

involved in foreign aid so much.” 

 

Consequently, the teacher who worries about retribution caused by receiving aid would 

refrain from seeking help. 

The third factor is the expected benefit from receiving aid. The data found a pattern 

that the teacher who has a high expectation of benefits obtained by the help tended 

to show a positive intention toward help-seeking, and a teacher who has a low 

expectation tends to show a contrary intention. Teacher H showed the definite 

preference to seek help from foreign training and described that the training by a 

foreign country gives him “new things, new information, and a new way of thinking.” 

On the contrary, teacher B does not see any utility obtained by participating in the 

training. Thus he does not want to seek help from a foreigner. He mentioned: 

 

(Teacher B) “My friends went to training by foreigners, but they were the things that 
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we already know. They do not know what we need, I think.” 

 

Similarly, teacher J mentioned, “we do not have the instrument that they use at the 

training. If we do not have the instrument in my school, there is no meaning,” and 

expressed no interest in seeking help from foreign training. This finding confirmed the 

previous knowledge (e.g. Liu, 2017), where there is a strong association between the 

expected benefit and help-seeking preference. 

The last factor is not entirely convincing but possibly identifies the image of help. 

In the interview, a question was asked about the image of help assuming that the 

reputation (or good-bad image) of the helper, the government, and the foreign country, 

may affect the help-seeking decision. However, this image seemed not to be associated 

with the teacher’s help-seeking decision. The data showed that almost all teachers have 

a bad image of government help and a good image of foreign help. However, they 

mentioned for both that receiving the training is an “opportunity,” “good for the 

community,” and “appreciated.” When it comes to help-seeking, some teachers 

expressed “no need,” “not their business,” and “it sometimes becomes bad.” 

However, the help image in term of its nature seems to associate with the decision 

of help-seeking. It is particularly the case for the help of foreign country. In the analysis, 

some teachers conceive the foreign help as a thing that the foreign country asks and 

offers them instead as a thing that they need to request. Thus, they showed no seeking 

intention or even no need of help-seeking action to the foreign help. Teacher I said: 

 

(Teacher I) “I personally will not request any (help from a foreign country). If some 

country says they want to work with us, then I can probably accept and 

work together.” 

 

Similarly, teacher J explained that “I often get a request from foreign aid donors as I got 

from Germany. That is why I work together,” and showed the passive stance for the 

help.  

This factor of help image was not precisely identified in the previous literature. It 
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implied that people conceive of help differently between the developed and developing 

the countries. Consequently, this may result in a unique process of help-seeking in the 

developing country.  

 

Factors of network characteristics 

 The association between network factors and help-seeking preference is particularly 

evident for the resource of foreign help. The most likely factor was an English-speaking 

skill. While many teachers in Mozambique do not speak English, teachers who can 

speak English were willing to receive foreign help. On the contrary, teachers who do 

not speak English seem uncomfortable for requesting help from foreigners. Teacher F 

explained the reason why he does not seek help from foreign experts as “I do not speak 

so much English. So, I do not think I can go to the training by a foreign country.” (Note 

that most teacher training held locally were conducted in Portuguese.) This network 

tool of English-speaking skills works as a promoting factor for seeking help from foreign 

places. 

The second factor is the previous experience of foreign training. The teachers who 

had participated in the teacher training before showed a strong motivation for seeking 

help. They mentioned that they “for sure request the help if there is a chance,” and 

they “definitely want to join.”  

Another factor is the acquaintance of foreign people. The teachers who have been 

involved in a foreign aid project showed an intention for help-seeking. Teacher E was 

involved in an aid project from USAid when he was a university student, and since then 

has been connected with some of the American friends. He showed a willingness to 

participate in teacher training, thus requesting assistance if there is an opportunity. 

 Among the network factors, the English-speaking skill is a unique factor observed in 

this study context. It is entirely comprehensible that in the case of Mozambique, English 

becomes a key to seeking help from foreigners. It may correlate with another factor, 

such as educational level of demographic characteristics, which will be discussed later. 

It deserves careful consideration for further analysis. Two other factors, the previous 

experience and the acquaintance of foreign friends corresponds with the previous 
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studies (e.g. Halgin et al., 1987; Tijhuis et al., 1990). However, this was the case for 

foreign resources, and may not be applicable to help-seeking from a colleague and the 

government. Thus, a special technique may be needed for further analysis. 

 

Factors of demographic characteristics 

Finally, the sample of this study gives some explanations, although slight, about the 

different behavior in help-seeking by demographic characteristics. The interview data 

indicate that the help-seeking decision may vary by gender. One case of teacher B 

shows that female teachers hesitate to request the help from a foreign country. She 

said that: 

 

(Teacher B) “Teacher training in a foreign country takes one or two months, right? I 

cannot leave the house so long. I have a husband and child.”  

 

For teacher B, the training in the foreign country is physically unavailable. Thus she 

does not request such as help. This finding may imply that a female is less likely to seek 

help, which contradicts the previous knowledge (e.g. Nam et al., 2010). However, the 

finding here only accounts for the foreign resource, thus it requires close examination 

in the following analysis. 

The interview data also shows indistinctly that the factors of age and teaching 

subject may relate to the help-seeking preference. Teacher A explained the reason why 

he requested help from teacher training by the foreign government as: 

 

(Teacher A) “I heard that young teachers are selected for those foreign aid training. 

Actually, the last time I was the youngest of the applicants. Also, the 

subject matters. Many pieces of training are for either science or math.” 

 

The hypothesis that younger people are more likely to request help than older people 

is consistent with Tijhuis et al. (1990). Whereas, the one that a science teacher is more 

likely to seek help than liberal arts teacher is newly derived in this study context. It may 
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relate to helping contents that the help provider prepares for teachers. In other words, 

if the help providers mean to provide the help specifically for a science teacher, this 

hypothesis would hold. 

One-way or another, the association of demographic characteristics with help-

seeking behavior is still questionable, thus needs further analysis. 

 

3.3. Summary 

This section investigates the help-resources and factors that are particularly relevant 

to the case study of teachers in Mozambique. It first explains the details of the 

qualitative research including the data collection process, the description of the sample, 

and data analysis. The findings show the Mozambican teachers’ unique help-seeking 

behavior by suggesting that they have three help-resources and that their decisions 

about help-seeking are influenced mainly by four-factors. The findings of this section 

serve as a preliminary framework to develop the measurement instrument. 

The analysis found that there are various help-seeking behaviors by teachers in 

Mozambique. It showed that some teachers prefer seeking help, and some not at all. It 

also shows that some teachers prefer seeking help from colleagues, while some seek 

help at teacher training organized by the government, and others prefer seeking help 

at teacher training organized by foreign countries. Their behavior also changed 

depending on the problems: sometimes seeking help from colleagues, and sometimes 

seeking help from the government. The finding of the help-seeking resources can be 

summarized and outlined as below. 

 

HR1: No one 

HR2: Colleague 

HR3: Teacher training from the government 

HR4: Teacher training from a foreign country 

 

Regarding the related factors, the analysis found four-factor groups. The first group 

is the teacher’s perceived problems. It included the pedagogical problem and 
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motivational problem. They can be summarized as: 

 

H1: Teachers’ perceived problem is related to their help-seeking preference 

H1-1: Teachers who perceive pedagogical problem seriously are more likely to 

seek help than those who do not 

H1-2: Teachers who perceive motivational problem seriously are more likely to 

seek help than those who do not 

 

The second-factor group is related to the teacher’s personality. It showed four factors 

including self-esteem, public stigma, the expected benefit of help, and image help. The 

findings can be summarized as below.  

 

H2: Personal characteristics are related to seeking help  

H2-1: Teachers who have high self-esteem are more likely to seek help than those 

who have low self-esteem 

H2-2: Teachers who perceive a low public stigma are more likely to seek help 

than those who perceive a high public stigma  

H2-3: Teachers who have a high level of expected benefit from help are more 

likely to seek help than those who have a low level of expected benefits 

H2-4: Teachers who believe that help is a gift are more likely to seek help 

 

It is noted that the findings of the personality groups contain some uncertainties 

with overlapping factor elements that may not be distinguished from each other. 

Particularly the image of help aid holds some elements to be interpreted as public 

stigma or the expected benefit. 

The third group of factors is the network factors. It included English speaking ability, 

the previous experience of aid, and knowing someone in foreign aid. They are 

summarized below: 
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H3: Network factors are related to help-seeking preferences 

H3-1: Teachers who speak English are more likely to seek help  

H3-2: Teachers who have previous experience of receiving aid are more likely to 

seek help than those who do not 

H3-3: Teachers who know someone in foreign aid projects are more likely to seek 

help than those who do not 

 

Finally, the analysis showed that some demographic factors might relate to the 

teacher’s help-seeking preference. It suggested the factors of gender, age, and teaching 

subject. They can be outlined as below. 

 

H4: Demographic factors are related to the help-seeking preference  

H4-1: Male teachers are more likely to seek help than female teachers 

H4-2: Younger teachers are more likely to seek help than older teachers 

H4-3: Teachers who teach science courses are more likely to help seek than those 

who teach liberal arts 

 

However, these associations seem very ambiguous. The sample size was very small, and 

it seemed greatly depending on the problem contents or the help provider. Therefore, 

it can be assumed that the above hypothesis has a high possibility to be rejected in the 

next analysis. The findings of this chapter are summarized in the diagram of Figure 5 

.



 

 

Figure 5: Conceptual framework of teachers’ help-seeking in Mozambique 
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CHAPTER IV – Quantitative Observation

 

 

After having delineated the preliminary framework of help-seeking by teachers in 

Mozambique, this chapter conducts two examinations by using quantitative data. First, 

it examines the validity of the framework. The framework suggested by the previous 

chapter had some issues, where the help-seeking preference may vary depending on 

problem types, the personality factors may be categorized as different factor names, 

and the influence of demographic factors was not accurately captured. Therefore, the 

former part of this chapter uses collected quantitative data and defines a more 

accurate framework that is suitable for examining the teachers in Mozambique. This 

finding serves as a measurement instrument or analytical framework for the next 

examination. Then, the latter part of this chapter administers the instrument to the 

same sample and identifies specific factors related to the Mozambican teachers ’ help-

seeking preference that vary by the help-resources. 

Section 4.1 will consider the methodological issues. It first constructs a questionnaire 

informed by the previous findings and literature. Then, it explains the process of data 

collection, descriptive summary, and analysis method. 

Section 4.2 will first demonstrate the descriptive summary of responses of help-

seeking preference and four-factor groups: demographic characteristics, perceived 

problem, personality, and network. The demographic characteristics will be presented 

first because it serves to present the sample characteristics. Then, for two-factor groups, 

the perceived problem and the personality, the responses are examined and 

constructed into new variables by using the principal component analysis.  

Section 4.3 will test the mean score difference of the refined variables between two 

groups which have different help-seeking preferences. These results explain the 

reasons why some teachers seek help, and some do not. Lastly, section 4.4 will 

summarize this chapter. 
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4.1. Methodology 

Quantitative analysis is a method to test a theory by specifying a narrow hypothesis 

with the collection of data to support or refute the hypothesis (Creswell, 2014). It is 

used with the intent of generalizing from a sample to a population (Fowler, 2013). This 

method is suitable because the aim of this chapter is to test the hypothesis established 

in the previous chapter and connect to the discussion regarding the general help-

seeking process in Mozambique. The quantitative research can take two designs, the 

survey research and the experimental research. This study will take the survey research 

using a questionnaire mainly due to the feasibility of data collection. 

 

The questionnaire 

A questionnaire was constructed based on the framework suggested, exploring 

appropriate questions for help-seeking preferences and the four-factor groups: 

perceived problem, personality characteristics, network characteristics and 

demographic characteristics. The idea for most questions emanated from the quotes 

during the interview, and some were informed by the previous literature. 

The variables about help-seeking preference were the primary interest of this study. 

The knowledge from the previous chapter indicated that the preference varies 

depending on the problem types. Thus, the questionnaire prepared twelve virtual 

problems, which seemingly teachers face at school. It further asked for each problem 

about whether teachers want to seek help or not and also from whom they want to 

seek help. The questions are asked in the form of: ‘If I (have a problem), I would go to 

a:’ Then, four answer choices were given: ‘No one,’ ‘Colleague,’ ‘Training from the 

government,’ and ‘Training from foreigners.’ 

The twelve questions are: 

 

(1) If I feel some of my students are not learning well, I would go to 

(2) If I want to improve my teaching skill, I would go to 

(3) If I feel I am not explaining the textbook’s contents well, I would go to 

(4) If I want to learn how to use a blackboard effectively, I would go to  
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(5) If I face difficulty keeping my class quiet, I would go to 

(6) If I lose confidence in my teaching, I would go to 

(7) If I have difficulty encouraging an underachiever, I would go to 

(8) If I feel stress about my teaching, I would go to 

(9) If I feel helpless to my students, I would go to 

(10) If I lost my motivation for teaching, I would go to 

(11) If I want my student to be more active in my class, I would go to 

(12) If I lost my confidence as a teacher, I would go to  

 

Of the demographic characteristics, five factors are measured by the following forms: 

Gender is captured as a dichotomous variable for ‘male’ coded as 0 and for ‘female’ 

coded as 1. The age variable is captured by five values grouped by age range. They are 

coded as 0 for ages from ‘18 to 24’ years old, coded as 1 for ages from ‘25 to 34’ years 

old, coded as 2 for ages from ‘35 to 44’ years old, coded as 3 for ages from ‘45 to 64’ 

years old, and coded as 4 for ages ‘over 65’ years old. The variable of teaching subject 

is captured by three values for ‘liberal arts’ with code 0, ‘science’ with code 1, and 

‘other’ with code 2. The choice of ‘other’ is given mainly for teachers at primary school 

who do not have a specific subject for teaching. The variable for education level is 

grouped by four levels; ‘primary’ with code 0, ‘secondary’ with code 1, ‘IMAP/IFP’ with 

code 2, and ‘university’ with code 3. Finally, the home province is also asked for the 

comprehensive examination of demographic characteristics. The answer choices were 

given as ‘Maputo,’ ‘Gaza,’ ‘Inhambane,’ ‘Manica,’ ‘Nampula,’ ‘Niassa,’ ‘Sofala,’ ‘Tete,’ 

‘Zambezia,’ and ‘Cabo Delgado.’ The administrative classification shows eleven local 

legislatures including Maputo municipality as a special legislative area, although the 

Maputo municipality is located geographically in the Maputo province, thus these two 

locations are combined as one. 

Questions for the perceived problem are the same twelve questions as the ones used 

for the help-seeking preferences. The questions are thus: 

 

(1) Some of my students are not learning well 
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(2) I want to improve my teaching skill 

(3) Sometimes I cannot explain the textbook’s contents well 

(4) I want to learn how to use a blackboard more effectively 

(5) I face difficulty keeping my class quiet 

(6) Sometimes I lose confidence in my teaching 

(7) I have difficulty encouraging an underachievers 

(8) I feel stress when I am teaching 

(9) Sometimes I feel helpless to my students 

(10) Sometimes I lost my motivation for teaching 

(11) I want my student to be more active in my class 

(12) Sometimes I lost my confidence as a teacher 

 

For these questions, five answer choices are given with the Likert scale ranging from 1 

for ‘Totally disagree,’ 2 for ‘Disagree,’ 3 for ‘Not sure,’ 4 for ‘Agree,’ and 5 for ‘Totally 

agree.’ 

For the network characteristics, following questions captures four variables: One is 

about the skill of English language in a sentence of ‘Do you speak English?’ The teachers 

are given four choices of ‘No at all,’ ‘Very little,’ ‘Yes, some,’ and ‘Fluently.’ The number 

of foreign friends is captured by a question of ‘How many friends who are from a foreign 

country, do you have?’ The questionnaire allowed teachers to write any number. But 

later in the data cleaning, they were grouped into four categories of ‘0’, ‘1-4’, ‘5-9’, 

and ’10.’ The connection to foreign aid project is also asked by two questions: ‘Do you 

know anyone who is working in a foreign country’s project?’ and ‘Have you ever 

participated in teacher training which was hosted by a foreign country?’ Both questions 

give the answer choices of ‘Yes’ and ‘No.’ 

Regarding the personality factor group, the previous knowledge implied that they 

are overlapping or are interrelated particularly in between sociocultural values and 

image help. Here listed are an extensive range of plausible questions which relate to 

one’s personality, and later re-creates the factors by using the statistical technique of 

principal component analysis. This technique aggregates some answers that have a 
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similar pattern and thus can find a more suited factor that represents the answers 

included. A more detailed explanation of this technique is presented at the end of this 

section. The questions included are: 

 

(1) Generally, support for teachers is not enough 

(2) We need more opportunity to get training for my teaching 

(3) I recommend for my colleagues to taking a teacher training 

(4) In the near future, I want to have advice about my teaching 

(5) I think I can solve most of my problems by myself 

(6) When I have a problem at school, I would welcome professional advice 

(7) I prefer solving my problems by myself 

(8) I seek help only after I try by myself first 

(9) I admire a person who can cope with problems without resorting to seek help 

(10) A person should work out his own problem and get help is a last resort 

(11) Teacher training helps me to improve my teaching 

(12) I don’t think teacher training will help me so much 

(13) I like learning English because I can communicate with foreign people 

(14) I want to know things that I don’t know yet 

(15) I feel confident after I join training by foreign experts 

(16) Training hosted by government is better than one by a foreign country 

(17) The government officers know what I need to improve my teaching 

(18) The government should be responsible for supporting teachers  

(19) I prefer getting support from my government rather than a foreign country 

(20) I feel confident after I join training by government 

(21) A teacher who receives training from a foreign country improves his teaching 

(22) Foreign experts give me good skills to solve my problems 

(23) If a foreign expert offers me training, even though I do not have problem, I 

would accept it 

(24) Information from foreign country is better than my government 

(25) Support from a foreign country is generally good 
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(26) I feel uneasy asking help from foreign people because of what other people 

would think 

(27) Receiving a foreigner’s help is a shame on a person’s life 

(28) If I receive a foreigner’s help, other people might be jealous of me 

(29) Participating in training by a foreign expert is an honorable thing 

(30) The government always supports my teaching problems 

(31) Generally, I talk about personal problems with other people 

(32) For any problem, I tend to hide the fact that I have a problem 

(33) I would like to get attention if I face difficulties in my life 

(34) I usually do not like talking about my problems with other people 

(35) It is difficult to talk about myself especially with foreign people 

 

The respondents are given five answer choices with the Likert scale: 1 for ‘Totally 

disagree,’ 2 for ‘Disagree,’ 3 for ‘Not sure,’ 4 for ‘Agree,’ and 5 for ‘Totally agree.’ 

By combing the five-factor parts, the questionnaire comes to consist of sixty-seven 

questions. Five parts have then changed the order for response-friendly purpose as 

demographic characteristics (5 questions), perceived problems (12 questions with 

Likert scale), help-seeking preference (12 questions), network characteristics (4 

questions) and personal characteristics (35 questions with Likert scale). Table 4 shows 

a list of variable names, the number of each question in the questionnaire, a 

description of the questions, variable types, and answer choices. In the questionnaire, 

the respondent’s name was not asked, but for record purposes, the date and 

respondent’s school name are asked. The questionnaires were translated into the 

Portuguese language and printed out on one paper, front and back. The questionnaire 

is presented in Appendix 2 (Portuguese) and 3 (English). 

 

Data collection 

The data collection took place for about two months from 5 June to 31 July 2017. 

Two local research assistants were recruited and worked as a team. 

In order to distribute the questionnaires, the study used a manual method, where 
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the team visited schools and handed over the questionnaire in person. Other methods 

for distributing questionnaires such as by mail and online could have been used, but in 

Mozambique, the mail service and internet systems are not entirely reliable. Thus, the 

manual method is considered an appropriate method for the current study. 

A total of forty schools were visited. They consisted of twenty-three primary schools, 

twelve secondary schools, one primary-secondary school, and four tertiary schools. 

Among them, four schools including three secondary schools and one primary-

secondary school are private. The schools were randomly selected among schools that 

fulfill the following two criteria: (a) accessible by the research team and (b) not during 

a vacation period (some schools were on vacation from the end of June). According to 

the government document, the total numbers of schools in the Maputo city are one 

hundred primary schools and thirty-seven secondary schools (Ministry of Education of 

Mozambique, 2017), although the actual number could be more because there are 

some private schools which do not register with the government system. 

The primary approach to recruiting teachers was a snowballing approach. First, the 

research team found a gatekeeper teacher at schools visited. Then, the team was 

introduced to another teacher. In a few cases, the team used the existing social ties 

with the local education system. By using various sources, access to a broader range of 

teachers was made possible. All teachers were given informed consent forms that 

included the details about the research purpose, the use of the questionnaire’s answers, 

and the eventual distribution of the publication. 

The research team asked teachers to answer the questionnaire on the spot and tried 

to collect them as much as possible. However, in some cases, the team received a 

request to leave it with them. In that case, the team came back to collect them at a 

later day. Among those who requested to leave the questionnaire, some of them did 

not return the questionnaire after all, although, there were very few cases. Thus it may 

not be so much of a concern that could affect the result. 

The total number of collected questionnaires became 296 after excluding two 

questionnaires that had suspicious answers. One of them had precisely the same 

answers with others, and the other one has distinct response pattern such as 1-3-5-1-
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3-5-1-3-5. For sixty-seven questions, the average observation was 284, ranging from 

237 to 295 as shown in the last column of Table 4. It confirmed that the database holds 

adequate quality for further analysis. 

 

Analysis method 

The data management and analysis were aided by the computer software program 

STATA 14. The questionnaire answers were coded and inputted into STATA’s data sheet. 

Each questionnaire answer was named with the teacher ID from 1 to 296. 

For developing a measurement instrument, this study uses a technique of the 

principal component analysis (PCA). The PCA technique is used to extract critical 

information from the data described by several inter-correlated variables. By examining 

the pattern of similarity between the observations and the variables, the extracted 

information is represented as a set of new orthogonal variables called principal 

components (Abdi & Williams, 2010). 

To administer the instrument on the sample, the study takes a t-test technique. The 

teachers are divided into two groups using the answers of the dependent variables, and 

the group’s mean score explanatory variables are compared. The current analysis 

understands that the difference in characteristics and perceptions between the two 

groups can explain the different preference of help-seeking between them. 

.



 

 

Table 4: List of questions in the questionnaire (page 1) 

Variable 
Number  
in Quest. 

Description Type Answer choice Obs. 

Demographic variables    

Gender  Gender Categorical 
(dichotomous) 

Male 
Female 

268 

Age  Age Categorical 
(ordinal) 

18-24 
25-34 
35-44 
45-64 
65+ 

284 

Subject  Teaching subject Categorical 
(nominal) 

Liberal Arts 
Science 
Other 

237 

Education Education level 
 

Categorical 
(ordinal) 

Primary 
Secondary 
IMAP/IFAP 
University 
Others 

278 

Province  Home province 
 

Categorical 
(nominal) 

Maputo 
Gaza 
Inhambane 
Manica 
Namplua 
Niassa 
Sofala 
Tete 
Zambezia 
Cabo Delgado 

284 
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(page 2) 

Variable 
Number  
in Quest. 

Description Type Answer choice Obs. 

Preference of Help Seeking    

HS1 Q13 If I feel some of my students are not learning well, I would go to Categorical 
(nominal) 

1: No one 
2: Consultation with 

colleagues 
3: Training by 

government 
4: Training by Foreign 

country 

295  
HS2 Q14 If I want to improve my teaching skill, I would go to 290  
HS3 Q15 If I feel I am not explaining the textbook’s contents well, I would go to 285  
HS4 Q16 If I want to learn how to use a blackboard effectively, I would go to 289  
HS5 Q17 If I face difficulty keeping my class quiet, I would go to 284  
HS6 Q18 If I lose confidence in my teaching, I would go to 286  
HS7 Q19 If I have difficulty encouraging underachievers, I would go to 293  
HS8 Q20 If I feel stress about my teaching, I would go to 290  
HS9 Q21 If I feel helpless to my students, I would go to 290  
HS10 Q22 If I lost my motivation for teaching, I would go to 290  
HS11 Q23 If I want my student to be more active in my class, I would go to 286  
HS12 Q24 If I lost my confidence as a teacher, I would go to 287  

Perceived Problems    

PR1 Q1 Some of my students are not learning well Categorical 
(ordinal) 

1: Totally agree  
2: Agree 
3: Not sure 
4: Disagree 
5: Totally disagree 

294  
PR2 Q2 I want to improve my teaching skill 287  
PR3 Q3 I cannot explain the textbook’s contents well  290  
PR4 Q4 I want to learn how to use a blackboard more effectively   284  
PR5 Q5 I face difficulty keeping my class quiet  290  
PR6 Q6 I lose confidence in my teaching  293  
PR7 Q7 I have difficulty encouraging underachievers  284  
PR8 Q8 I feel stress when I am teaching  287  
PR9 Q9 I feel helpless to my students  279  
PR10 Q10 I lost my motivation for teaching  289  
PR11 Q11 I want my student to be more active in my class  288  
PR12 Q12 I lost my confidence as a teacher  294 
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Variable 
Number  
in Quest. 

Description Type Answer choice Obs. 

Personal Characteristics Categorical 
(ordinal) 

1: Totally agree  
2: Agree 
3: Not sure 
4: Disagree 
5: Totally disagree 

 

CH1 Q30 Generally, support for teachers is not enough 291 
CH2 Q31 We need more opportunity to get training for my teaching 291 
CH3 Q32 I recommend for my colleagues to taking a teacher training  286 
CH4 Q33 In the near future, I want to have advice about my teaching  285 
CH5 Q34 I think I can solve most of my problems by myself  281 
CH6 Q35 When I have a problem at school, I would welcome professional advice  287 
CH7 Q36 I prefer solving my problems by myself  284 
CH8 Q37 I seek help only after I try by myself first  285 
CH9 Q38 I admire a person who can cope with problems without resorting to seeking help  286 
CH10 Q39 A person should work out his own problem and get help is a last resort  288 
CH11 Q40 Teacher training helps me to improve my teaching  280 
CH12 Q41 I don’t think teacher training will help me so much  288 
CH13 Q42 I like learning English because I can communicate with foreign people  284 
CH14 Q43 I want to know things that I don’t know yet  285 
CH15 Q44 I feel confident after I join training by foreign expert  284 
CH16 Q45 Training hosted by government is better than one by foreign country   283 
CH17 Q46 The government officers know what I need to improve my teaching  286 
CH18 Q47 The government should be responsible for supporting teachers   284 
CH19 Q48 I prefer getting support from my government rather than a foreign country  282 
CH20 Q49 I feel confident after I join training by government  281 
CH21 Q50 A teacher who receives training from a foreign country improved his teaching  283 
CH22 Q51 Foreign experts give me good skill to solve my problem  279 
CH23 Q52 If a foreign expert offers me training, even though I do not have problem, I would accept it 285 
CH24 Q53 Information from foreign country is better than my government  285 
CH25 Q54 Support from a foreign country is generally good  285 
CH26 Q55 I feel uneasy asking help from foreign people because of what other people would think  286 
CH27 Q56 Receiving a foreigner’s help is a shame on a person’s life  274 
CH28 Q57 If I receive a foreigner’s help, other people might be jealous of me  284 
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Variable 
Number 
in Quest. 

Description Type Answer choice Obs. 

CH29 Q58 Participating in training by a foreign expert is an honorable thing Categorical 
(ordinal) 

1: Totally agree  
2: Agree 
3: Not sure 
4: Disagree 
5: Totally disagree 

277 
CH30 Q59 The government always supports my teaching problem 283 
CH31 Q60 Generally, I talk about personal problem with other people 277 
CH32 Q61 For any problem, I tend to hide the fact that I have a problem  280 
CH33 Q62 I would like to get attention if I face difficulties in my life  282 
CH34 Q63 I usually do not like talking about my problem with other people  285 
CH35 Q64 It is difficult to talk about myself especially with foreign people  289 

Network characteristics    

Net1 Q25 25 Do you speak English? Categorical 
(nominal) 

No at all 
Very little 
Yes, some 
Yes, fluently 

282 

Net2 Q26 26 How many friends who are from a foreign country, do you have? 
 
 

Numerical  
276 

Net3 Q27 27 Do you know anyone who is working on foreign country’s project? 
 
 

Categorical 
(dichotomous) 

Yes 
No 292 

Net4 Q28 28 Have you ever participated in teacher training which was hosted by a foreign 
country? 
 

Categorical 
(dichotomous) 

Yes 
No 291 
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4.2. Findings 1: Develop a measurement instrument 

 

Demographic characteristics 

Table 5 shows the descriptive statistics of the demographic characteristics. The 

gender variable shows that the sample has more males than females with 51 percent 

and 39 percent respectively. The age group variable shows that the largest group is the 

middle-age group, 40 percent are in the 25-34 age group and 29 percent in the 35-44 

age group. The youngest and oldest groups are relatively smaller. The subject variable 

shows a fair balance, which is 41 percent liberal art teachers and 38 percent science 

teachers. In respect of the teacher’s education level, nearly half (46 percent) of the 

sampled teachers hold a university degree, followed by secondary education (35 

percent), the IMP/IFP (13 percent), and primary education (5 percent). The home 

province variable presents that roughly two-thirds (63 percent) of the samples are from 

the capital province of Maputo, and the followings are two neighboring provinces, Gaza 

and Inhambane (one percent each). The teachers who are from other seven provinces 

are few (around 10 percent).  

The variables of the demographic characteristics serve not only to present the 

sample characteristics, but also to be examined as one of the factors related to the 

help-seeking preference. Based on the knowledge obtained in the last chapter, these 

variables can be defined as a dichotomous variable as followings: For the gender 

variable, male teachers are coded 0, and female teachers are coded 1. For the age 

variable, the age groups of 18-24 and 25-34 can be considered as young and coded as 

1. The age group of 35 and above is then coded as 0. Relating to the subject variable, 

the science teachers are coded as 1, and the liberal art teachers are coded as 0. For the 

education variable, the IMAP/IFP and university are considered higher education, thus 

are coded as 1, and the primary and secondary education are coded as 0. For the 

variable of the province, Maputo is an urban province and coded as 1, and other 

provinces are coded as 0. The refined variables are listed in Table 16 at the end of this 

section. 
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Table 5: Descriptive summary of demographic characteristics 

 N %  N % 

Gender   Education   
  Male 152 51.3% Primary 16 5.4% 

Female 116 39.1% Secondary 75 25.3% 
  (missing) 28 9.46% IMAP/IFP 40 13.5% 
   University 139 46.9% 
Age   Other 8 2.7% 

18-24 40 13.5% (missing) 18 6% 
25-34 120 40.5%    
35-44 86 29% Province   
45-64 37 12.5% Maputo 189 63.8% 
65- 1 0.3% Gaza 32 10.8% 

  (missing) 12 4% Inhambane 31 10.4% 
   Manica 9 3% 
Subject   Namplua 1 0.3% 

Liberal Arts 123 41.5% Niassa 1 0.3% 
Science 114 38.5% Sofala 10 3.3% 
Others 37 12.5% Tete 4 1.3% 
(missing) 22 7.4% Zambezia 6 2% 

   
Cabo  
Delgado 

1 0.3% 

   (missing) 12 4% 

 

Help-seeking preference 

Table 6 shows the responses to the questions about the help-seeking preference. 

The responses contain the four choices of ‘Nobody,’ ‘Colleague,’ ‘Government,’ and 

‘Foreigner.’ The table shows the frequency of responses and the proportion shared in 

a question. The total average of twelve questions is also presented at the bottom line 

and shows that 16 percent of teachers do not seek help from anywhere. Particularly for 

two questions, HS11 and HS5, the result shows a high ratio of no-help-seeking 

preference, roughly one-fourth of teachers, with having 28.7 and 25 percent for the 

‘Nobody’ answer. The questions HS11 is about ‘If I want my student to be more active 

in my class.’ The question HS5 is about ‘If I face difficulty to keep my class quiet.’ For 

another three questions, it also shows a relatively higher ratio of the no-help-seeking 

preference at around 20 percent. These questions are the question HS10 ‘If I lost my 

motivation for teaching,’ the question HS4 ‘If I want to learn how to use a blackboard 

effectively’ and the question HS6 ‘If I lose my confidence about my teaching.” On the 

other hand, for two questions, HS1 and HS2, it shows a lower rate of no-help-seeking 

preference with 4.7 percent and 3 percent respectively. Their questions are HS1, ‘If I 
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feel some of my students are not learning well’ and HS2, ‘If I want to improve my 

teaching skill.’ 

Regarding the help resource preference, the total average shows that the majority 

of teachers prefer to seek help from a colleague amounting to 60.3 percent of them. 

15.9 percent of teachers prefer training by the government, and only 5.5 percent of 

teachers prefer the training by foreigners. The problems that make teachers particularly 

prefer colleagues is HS1, ‘If I feel some of my students are not learning well’ and HS3, 

‘If I feel I am not explaining textbook’s contents well’ with having 86.5 percent and 79.1 

percent, respectively. The problems which teachers relatively prefer to seek help from 

the government are HS2, ‘If I want to improve my teaching skill’ and HS12, ‘If I lost my 

confidence as a teacher.’ It shows the higher rates of 29.7 percent and 28.1 percent, 

respectively. For these two problems, the proportion for the training by the foreign 

country is also high compared with others, with having 14.9 percent and 8.8 percent, 

respectively. For the question HS5, ‘If I face difficulty to keep my class quiet,’ no teacher 

prefers to seek help from the foreign country. 

The twelve variables of help-seeking preference are the interest variables, or 

dependent variables, of this study. The variables were captured as a nominal form in 

the questionnaire, but in order to conduct the further analysis, it needs to be 

transformed into three dichotomous variables. First one is a simple help-seeking 

preference that captures whether teacher wants to seek help or not. The teachers who 

responded ‘Nobody’ are coded as 0, and the teachers who responded ‘Colleague,’ 

‘Training from Government,’ and ‘Training from Foreigner’ are coded as 1. The second 

variable captures preference on resource formality among help-seeking teachers. It 

measures whether teacher seeks help from the informal resource or the formal 

resource. The teachers who mark ‘Colleague’ are considered to have the informal 

resources preference and coded as 0. The teachers who mark either ‘Government’ and 

‘Foreigner’ are considered to have the formal resource preference and coded as 1. The 

third variable also captures the resource preference but observes between domestic or 

foreign resource. The teachers who mark ‘Government’ are considered to have the 

domestic resource preference and coded as 0. The teachers who mark “Forienger” are 
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considered to have the foreign resource preference, are coded as 1. 

After all, the variables for the help-seeking preference become thirty-six 

dichotomous variables. These variables are purposefully left as independent because 

the help-seeking preference highly depends on problems as observed in the previous 

knowledge. In the next section of the further analysis, these variables are inputted to 

the estimation separately. The descriptive statistics of the refined help-seeking variable 

are presented in Table 16 at the end of this section. 

 



 

 

Table 6: Descriptive summary of help-seeking preference 

 Variable Nobody 
Consult with 

colleagues 
Training by 

Government 

Training by 
Foreign 
country 

missing 

HS1 If I feel some of my students are not learning well, I will go to 14 256 13 12 1 
  (4.7%) (86.5%) (4.4%) (4.1%) (0.3%) 
HS2 If I want to improve my teaching skill, I would go to 9 149 88 44 6 
  (3%) (50.3%) (29.7%) (14.9%) (2.0%) 
HS3 If I feel I am not explaining the textbook’s contents well, I would go 

to 
23 234 20 8 11 

  (7.8%) (79.1%) (6.8%) (2.7%) (3.7%) 
HS4 If I want to learn how to use a blackboard effectively, I would go to 58 178 43 10 7 
  (19.6%) (60.1%) (14.5%) (3.4%) (2.4%) 
HS5 If I face difficulty keeping my class quiet, I would go to 74 191 19 0 12 
  (25%) (64.5%) (6.4%) (0%) (4.1%) 
HS6 If I lose confidence in my teaching, I would go to 59 133 69 25 10 
  (19.9%) (44.9%) (23.3%) (8.4%) (3.4%) 
HS7 If I have difficulty encouraging underachievers, I would go to 36 214 34 9 3 
  (12.2%) (72.3%) (11.5%) (3%) (1%) 
HS8 If I feel stress about my teaching, I would go to 40 195 44 11 6 
  (13.5%) (65.9%) (14.9%) (3.7%) (2%) 
HS9 If I feel helpless to my students, I would go to 53 181 39 17 6 
  (17.9%) (61.1%) (13.2%) (5.7%) (2%) 
HS10 If I lost my motivation for teaching, I would go to 60 134 78 18 6 
  (20.3%) (45.3%) (26.4%) (6.1%) (2%) 
HS11 If I want my student to be more active in my class, I would go to 85 152 33 16 10 
  (28.7%) (51.4%) (11.1%) (5.4%) (3.4%) 
HS12 If I lost my confidence as a teacher, I would go to 52 126 83 26 8 
  (17.6%) (42.7%) (28.1%) (8.8%) (2.7%) 

 Total 563 2,143 563 196 86 
  (15.9%) (60.3%) (15.9%) (5.5%) (2.4%) 

63 



 

64 

Perceived Problems 

Table 7 shows the descriptive statistics for the perceived problem, among twelve 

questions. The answers are coded with the highest value of 5 for ‘Totally agree’ to the 

lowest value of 1 for ‘Totally disagree,’ thus, the higher the value, the stronger the level 

of agreement. The table shows problems that teachers greatly agree with are PR11, ‘I 

want my students to be more active in my class,’ and the PR2, ‘I want to improve my 

teaching skills,’ with scores of 4.22 and 4.07, respectively. On the other hand, the 

problem that teacher generally disagree with is PR12, ‘I lost my confidence as a teacher,’ 

and PR10, ‘I lose my motivation for teaching,’ with scores of 2.05 and 2.17, respectively. 

 

Table 7: Descriptive summary of perceived problems questions 

Var. Description Obs. Mean S.D. Min Max 

PR1 My students not learning 294 3.92  0.96  1 5 

PR2 Improve teaching skill 287 4.07  0.96  1 5 

PR3 Cannot explain the textbook 290 2.26  1.18  1 5 

PR4 Want to learn effective blackboard use 284 3.08  1.32  1 5 

PR5 Difficulty to keep class quiet 290 2.71  1.28  1 5 

PR6 Lose confidence for teaching 293 2.46  1.19  1 5 

PR7 Difficulty to encourage underachievers 284 2.56  1.27  1 5 

PR8 Feel stress 287 2.27  1.33  1 5 

PR9 Feel helpless 279 2.28  1.33  1 5 

PR10 Lose motivation 289 2.17  1.19  1 5 

PR11 Want students to be more active 288 4.22  1.03  1 5 

PR12 Lose confidence as a teacher 294 2.05  1.28  1 5 

 

Table 8 shows the correlation among the twelve items of the perceived problems. It 

shows that the items hold moderate, positive correlations (rs = 0.2 and 0.3). Some  

show particularly strong relations such as one between PR 3 ‘I can not explain textbook 

well’ and PR6 ‘I lose my confidence in my teaching’ (rs= 0.58), one between PR6 and 

PR7 ‘I have difficulty to encourage underachiever’ (rs=0.574), and one between PR3 

and PR12 ‘I lose confidence as a teacher.’ Two items of the PR2 ‘Improve teaching skill’ 

and the PR11 ‘Want student more active’ do not have strong relationships with others. 
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Table 8: Correlation of perceived problems items 

 PR1 PR2 PR3 PR4 PR5 PR6 PR7 PR8 PR9 PR10 PR11 PR12 

PR1 1             

PR2 0.290  1            

PR3 0.165  0.045  1           

PR4 0.190  0.211  0.369  1          

PR5 0.181  0.123  0.419  0.290  1         

PR6 0.247  0.064  0.580  0.402  0.438  1        

PR7 0.244  0.101  0.471  0.232  0.446  0.574  1      

PR8 0.097  -0.075  0.458  0.182  0.390  0.556  0.442  1     

PR9 0.191  -0.059  0.469  0.344  0.378  0.497  0.421  0.533  1    

PR10 0.160  -0.114  0.429  0.112  0.345  0.486  0.567  0.551  0.555  1   

PR11 0.247  0.371  -0.026  0.129  0.006  0.117  0.094  -0.017  0.015  0.005  1  

PR12 0.172  -0.030  0.574  0.233  0.383  0.500  0.468  0.558  0.468  0.551  -0.015  1 

 

Table 9 shows the eigenvalues, the eigenvalue difference, the proportion, and the 

cumulative proportion. The eigenvalue presents the amount of information contained 

in the component concerned, and the proportion is the ratio of contribution by the 

eigenvalue to explain the component concerned. The table shows that the eigenvalue 

of component 1 and 2 has a score over one. It also shows that the proportion of 

components from 1 to 2 accounts for 53 percent of the whole information, and the one 

from 1 to 3 explain 60 percent. Figure 6 is a scree plot of the eigenvalue. It shows a 

large drop from component 1 to 2, and the drop from component 2 to 3 becomes 

smaller, and the ones after component 3 become much smaller. From such observations, 

this study decides to take two components of perceived problem items. 
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Table 9: Eigenvalues for perceived problems items 

 Eigenvalue Difference Proportion 
Cumulative 
proportion 

Comp1 4.645 2.930 0.387 0.387 

Comp2 1.715 0.765 0.143 0.530 

Comp3 0.950 0.197 0.079 0.609 

Comp4 0.753 0.026 0.063 0.672 

Comp5 0.727 0.115 0.061 0.733 

Comp6 0.613 0.051 0.051 0.784 

Comp7 0.562 0.045 0.047 0.830 

Comp8 0.517 0.042 0.043 0.874 

Comp9 0.475 0.058 0.040 0.913 

Comp10 0.418 0.098 0.035 0.948 

Comp11 0.320 0.014 0.027 0.975 

Comp12 0.305 . 0.026 1.000 

 

Figure 6: Scree plot of eigenvalues for perceived problems items 

 
 

Table 10 shows the eigenvectors with varimax rotation for two components of 

perceived problem items. The eigenvectors indicate the correlation coefficient 

between original variables and each component. The varimax rotation was employed 

to simplify the expression of components by using a few significant items for each 

component to maximize the sum of the variances of squared loadings. The original 

eigenvectors are presented in Appendix 4. 
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Component 1 includes the information of PR8 ‘Feel stress,’ PR10 ‘Lose motivation,’ 

PR12 ‘Lose confidence,’ and PR6 ‘Lose my confidence.’ Thus, the components can be 

named as the psychological problems. Component 2 includes the item of PR2 ‘students 

are not learning,’ PR11 ‘I want my students to be more active in class,’ and PR1 ‘My 

students are not learning well.’ Therefore, it can be named as a pedagogical difficulty. 

 

Table 10: Eigenvector of two components of perceived problems items  
(PCA with varimax rotation) 

  Component 
1 

Component 
2 

PR8 Feel stress 0.3637  

PR10 Lose motivation 0.3627  

PR12 Lose confidence as a teacher 0.3622  

PR6 Lose confidence in teaching 0.3597  

PR9 Feel helpless 0.3487  

PR3 Cannot explain the textbook 0.3479  

PR7 Difficulty to encourage underachievers 0.3333  

PR5 Difficulty to keep class quiet 0.2814  

PR2 Improve teaching skill  0.6042 

PR11 Want student to be more active  0.5284 

PR1 My students not learning  0.4355 

PR4 Want to learn effective blackboard use  0.3014 

 Proportion 38.2 14.8 

 Cumulative proportion 38.2 53.0 

(Note) The items orders are re-arranged based on the loading values.  
It only shows the values which have the loading score above 2. 

 

Lastly, Figure 7 is drawn to confirm the result intuitively and also to examine the 

details about the samples. The scores for component 1 and component 2 are plotted 

with the number of each teacher’s ID from 1 to 296. The teacher’s response is spread 

with a dense area at the intersection of the value from -2 to 0 of component 1 and the 

value from 0 to 2 of component 2. At the left lower corner, teacher 46, 49, 51 responded 

‘Totally disagree’ for all twelve problems questions, whereas, at the right upper area, 

teacher 199 responded ‘Totally agree’ for nine questions and ‘Agree’ for three 

questions. Similarly, the teacher 179 responded ‘Totally agree’ for three questions, and 

‘Agree’ for eight questions. 
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Figure 7: Scatter graph for component 1 and 2 of perceived problem items 

 

 

 

Personality Characteristics 

  Table 11 shows the descriptive statistics of thirty-five questions about personality 

characteristics. The answers range from the lowest value of 1 for ‘Totally disagree’ to 

the highest value of 5 for ‘Totally agree.’ The mean score of all questions is 2.59 which 

is located between ‘Not sure’ and ‘Agree.’ The top three questions which gained high 

agreement is CH14, ‘I want to know things that I don’t know yet,’ CH18, ‘The 

government should be responsible for supporting teachers,’ and the CH1, ‘Generally, 

support for teachers is not enough.’ Their scores show 4.38, 4.29, and 4.28, respectively. 

On the other hand, the bottom three questions which did not get agreement are CH12, 

‘I don’t think teacher training will help me so much,’ CH27, ‘Receiving a foreigner’s help 

is a shame on a person’s life,’ and CH26, ‘I feel uneasy asking help from foreign people 

because of what other people would think.’ Their scores are 2.3, 2.34, and 2.49, 

respectively. 

  Table 12 shows the correlation among the thirty-five variables. Overall, it confirmed 

a moderate magnitude of correlations. The strong positive relations are particularly 
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found at ones between CH5 and CH7 (rs= .59) and CH26 and CH27 (rs= .59). The 

negative relations are identified between CH11 and CH12 (rs= -.45) and CH1 and CH30 

(rs= -.037). 

  



 

 

Table 11: Descriptive summary of personality characteristics items (page 1) 

Var. Description Obs. Mean S.D. Min Max 

CH1 Generally, support for teachers is not enough 291 4.28  0.85  1 5 

CH2 We need more opportunity to get training for my teaching 291 4.27  0.82  1 5 

CH3 I recommend for my colleagues to taking a teacher training 286 3.96  1.01  1 5 

CH4 Shortly, I want to have advice about my teaching 285 3.92  0.90  1 5 

CH5 I think I can solve most of my problems by myself 281 2.71  1.18  1 5 

CH6 When I have a problem at school, I would welcome professional advice 287 4.08  0.91  1 5 

CH7 I prefer solving my problems by myself 284 2.49  1.15  1 5 

CH8 I seek help only after I try by myself first 285 3.85  1.02  1 5 

CH9 I admire a person who can cope with problems without resorting to seeking help 286 3.46  1.27  1 5 

CH10 A person should work out his problem and get help is a last resort 288 3.64  1.17  1 5 

CH11 Teacher training helps me to improve my teaching 280 4.21  0.95  1 5 

CH12 I do not think teacher training will help me so much 288 2.30  1.26  1 5 

CH13 I like learning English because I can communicate with foreign people 284 4.18  0.90  1 5 

CH14 I want to know things that I do not know yet 285 4.38  0.84  1 5 

CH15 I feel confident after I join training by foreign expert 284 3.43  1.12  1 5 

CH16 Training hosted by government is better than one by foreign country  283 3.01  1.02  1 5 

CH17 The government officers know what I need to improve my teaching 286 3.40  1.03  1 5 

CH18 The government should be responsible for supporting teachers  284 4.29  0.83  1 5 

CH19 I prefer getting support from my government rather than a foreign country 282 3.16  1.20  1 5 

CH20 I feel confident after I join training by government 281 3.59  1.00  1 5 

CH21 A teacher who receives training from a foreign country improved his teaching 283 3.50  0.95  1 5 

CH22 Foreign experts give me good skill to solve my problem 279 3.27  0.99  1 5 

CH23 If a foreign expert offers me training, even though I do not have problem, I would accept it 285 3.91  1.02  1 5 
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(page 2) 

Var. Description Obs. Mean S.D. Min Max 

CH24 Information from foreign country is better than my government 285 2.86  1.12  1 5 

CH25 Support from a foreign country is generally good 285 3.59  0.98  1 5 

CH26 I feel uneasy asking help from foreign people because of what other people would think  286 2.61  1.13  1 5 

CH27 Receiving a foreigner’s help is a shame on a person’s life 274 2.34  1.23  1 5 

CH28 If I receive a foreigner’s help, other people might be jealous of me 284 2.77  1.19  1 5 

CH29 Participating in training by a foreign expert is an honorable thing 277 3.65  1.01  1 5 

CH30 The government always supports my teaching problem 283 2.88  1.07  1 5 

CH31 Generally, I talk about personal problems with other people 277 3.15  1.22  1 5 

CH32 For any problem, I tend to hide the fact that I have a problem 280 2.89  1.16  1 5 

CH33 I would like to get attention if I face difficulties in my life 282 2.68 1.26 1 5 

CH34 I usually do not like talking about my problem with other people 285 3.19  1.14  1 5 

CH35 It is difficult to talk about myself especially with foreign people 289 3.17  1.30  1 5 
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Table 12: Correlation of personality characteristics items (page 1) 
 CH1 CH2 CH3 CH4 CH5 CH6 CH7 CH8 CH9 CH10 CH11 CH12 CH13 CH14 CH15 Ch16 Ch17 Ch18 

CH1 1                  

CH2 0.36  1                 

CH3 -0.04  0.08  1                

CH4 0.12  0.16  0.20  1               

CH5 0.19  0.00  0.03  -0.02  1              

CH6 0.04  0.25  0.17  0.28  -0.09  1             

CH7 0.21  -0.02  -0.03  -0.14  0.59  -0.10  1            

CH8 -0.08  0.05  -0.04  0.00  0.16  0.14  0.09  1           

CH9 0.04  0.06  0.03  -0.01  0.27  0.09  0.25  0.25  1          

CH10 0.05  0.06  -0.06  0.01  0.25  0.10  0.14  0.48  0.41  1         

CH11 0.02  0.15  0.13  0.16  -0.11  0.06  -0.31  0.18  -0.04  0.19  1        

CH12 -0.02  -0.12  -0.02  -0.16  0.12  -0.11  0.18  -0.07  0.11  0.15  -0.45  1       

CH13 -0.06  -0.04  0.11  0.28  0.00  0.20  -0.08  0.06  0.00  0.09  0.28  -0.21  1      

CH14 0.00  0.06  0.10  0.24  -0.02  0.18  -0.18  0.21  0.00  0.14  0.35  -0.20  0.27  1     

CH15 -0.07  -0.10  0.16  0.14  0.01  0.02  0.03  0.02  -0.03  0.05  -0.03  0.16  0.14  0.15  1    

CH16 -0.07  -0.15  -0.15  -0.17  0.13  -0.04  0.08  0.05  0.12  0.18  -0.13  0.07  -0.18  -0.18  -0.08  1   

CH17 0.05  0.04  0.03  -0.13  0.24  0.23  0.19  0.18  0.28  0.17  -0.02  0.07  0.03  -0.07  -0.11  0.31  1  

CH18 0.03  0.06  0.13  0.07  0.08  0.08  0.03  0.15  0.11  0.15  0.24  -0.05  0.19  0.26  0.13  -0.04  0.21  1 

CH19 0.04  -0.06  -0.05  -0.08  0.19  0.06  0.20  -0.04  0.19  0.10  -0.13  0.02  -0.08  -0.18  0.02  0.39  0.24  0.00  

CH20 0.03  -0.04  0.03  0.05  0.08  0.14  0.06  0.08  0.21  0.09  0.05  -0.09  -0.08  -0.07  0.06  0.39  0.26  0.04  

CH21 0.06  -0.01  0.17  0.29  0.22  0.04  0.20  0.02  0.07  0.12  0.08  -0.01  0.16  0.14  0.23  -0.12  -0.09  0.19  

CH22 0.06  0.01  0.10  0.16  0.15  0.13  0.22  0.06  0.07  0.12  -0.09  0.07  0.18  0.00  0.19  -0.12  -0.01  0.09  

CH23 -0.05  -0.07  0.10  0.29  0.13  0.01  0.06  0.05  -0.01  0.02  0.06  -0.14  0.26  0.10  0.01  -0.05  -0.03  0.05  

CH24 0.10  0.09  -0.05  0.17  0.19  -0.01  0.16  0.00  0.13  0.00  -0.26  0.15  0.07  -0.12  0.11  -0.09  -0.08  -0.04  

CH25 0.00  -0.02  0.15  0.04  0.13  0.00  -0.03  -0.08  0.03  0.10  0.09  0.10  0.00  0.10  0.05  -0.03  -0.04  0.08  

CH26 -0.04  -0.11  0.09  -0.07  0.19  -0.07  0.16  -0.17  0.05  -0.18  -0.24  0.26  -0.14  -0.22  0.05  0.21  0.13  0.02  

CH27 -0.02  -0.16  -0.03  -0.19  0.16  -0.19  0.19  -0.15  0.09  -0.02  -0.16  0.30  -0.17  -0.13  -0.01  0.16  0.10  0.01  

CH28 0.03  0.06  0.02  -0.01  0.25  0.02  0.18  0.19  0.20  0.28  -0.01  0.17  0.00  -0.10  -0.01  0.09  0.14  0.07  

CH29 -0.13  -0.01  0.06  0.04  0.10  0.07  0.04  0.07  0.19  0.21  0.22  0.00  0.21  0.12  0.04  -0.02  0.11  0.11  

CH30 -0.34  -0.29  -0.04  -0.08  -0.03  -0.07  -0.05  0.01  0.05  0.00  -0.03  0.08  -0.14  -0.17  -0.07  0.36  0.10  -0.07  

CH31 0.00  0.06  -0.04  0.08  0.00  0.11  -0.04  0.07  0.11  -0.05  -0.03  0.00  0.00  0.03  0.00  -0.01  0.10  -0.02  

CH32 0.02  0.05  -0.08  -0.02  0.37  -0.09  0.27  0.09  0.15  0.20  -0.11  0.07  -0.07  0.09  0.00  0.06  0.12  -0.01  

CH33 0.07  0.02  -0.03  -0.12  -0.01  -0.01  0.11  -0.07  0.01  -0.05  -0.24  0.22  -0.06  -0.07  -0.02  0.06  0.17  -0.03  

CH34 0.13  0.04  -0.01  0.06  0.19  0.00  0.21  -0.07  0.11  0.11  -0.03  0.13  -0.04  -0.03  0.05  0.05  -0.02  -0.01  

CH35 -0.11  0.01  -0.09  -0.10  0.13  0.09  0.01  0.05  0.20  0.11  -0.05  0.10  0.04  -0.01  -0.10  0.08  0.08  0.01  
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 CH19 CH20 CH21 CH22 CH23 CH24 CH25 CH26 CH27 CH28 CH29 CH30 CH31 CH32 CH33 CH34 CH35  

CH19 1                  

CH20 0.43  1                 

CH21 0.03  0.14  1                

CH22 0.06  0.11  0.37  1               

CH23 0.04  0.07  0.33  0.33  1              

CH24 -0.01  -0.01  0.26  0.46  0.30  1             

CH25 -0.07  0.00  0.27  0.29  0.30  0.26  1            

CH26 0.15  0.14  0.02  0.08  0.08  0.27  0.00  1           

CH27 0.16  0.07  0.06  0.10  -0.03  0.17  0.11  0.59  1          

CH28 0.09  0.12  0.19  0.22  0.11  0.21  0.21  0.28  0.39  1         

CH29 0.10  0.10  0.09  0.18  0.01  0.01  0.09  -0.03  0.05  0.22  1        

CH30 0.15  0.23  -0.02  -0.02  -0.05  -0.11  0.00  0.22  0.21  0.18  0.08  1       

CH31 0.11  0.17  -0.04  -0.01  -0.11  0.11  -0.04  0.16  0.06  0.02  0.10  0.05  1      

CH32 0.07  -0.08  0.04  0.13  -0.05  0.04  0.07  0.05  0.18  0.17  0.15  0.04  -0.05  1     

CH33 0.15  0.08  0.07  0.20  0.00  0.14  0.06  0.28  0.27  0.13  0.02  0.00  0.21  0.22  1    

CH34 0.03  -0.08  0.17  0.08  0.09  0.02  0.05  -0.03  0.11  0.08  0.20  0.01  -0.27  0.37  -0.01  1   

CH35 0.10  0.05  0.03  -0.06  0.06  -0.04  0.16  -0.01  0.04  0.15  0.12  0.19  -0.15  0.16  -0.02  0.41  1  
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Table 13 shows the eigenvalue, the difference, the proportion, and the cumulative 

proportion of thirty-five items. It shows that the components from 1 to 12 have the 

eigenvalue of one and above. Relating to the cumulative proportion, the components 

from 1 to 4 account for 30 percent of all items, the components from 1 to 5 account for 

around 40 percent, and the components from 1 to 8 account for 50 percent. By looking 

at the scree plot of Figure 8, a large drop is found from 1 to 2, 2 to 3 and 3 to 4. Then, 

the drop becomes smaller from 4 to 5. Taking the above observations into consideration, 

this study decided to take four components of the personality characteristics. 
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Table 13: Eigenvalues for personality characteristics items 
 Eigenvalue Difference Proportion Cumulative 

Comp1 3.944 0.600 0.113 0.113 

Comp2 3.344 0.803 0.096 0.208 

Comp3 2.541 0.449 0.073 0.281 

Comp4 2.092 0.180 0.060 0.341 

Comp5 1.912 0.391 0.055 0.395 

Comp6 1.521 0.113 0.043 0.439 

Comp7 1.407 0.089 0.040 0.479 

Comp8 1.319 0.041 0.038 0.517 

Comp9 1.278 0.095 0.037 0.553 

Comp10 1.183 0.103 0.034 0.587 

Comp11 1.080 0.046 0.031 0.618 

Comp12 1.035 0.056 0.030 0.647 

Comp13 0.979 0.060 0.028 0.675 

Comp14 0.919 0.030 0.026 0.702 

Comp15 0.889 0.104 0.025 0.727 

Comp16 0.785 0.065 0.022 0.749 

Comp17 0.720 0.013 0.021 0.770 

Comp18 0.706 0.013 0.020 0.790 

Comp19 0.694 0.069 0.020 0.810 

Comp20 0.625 0.035 0.018 0.828 

Comp21 0.589 0.005 0.017 0.845 

Comp22 0.584 0.068 0.017 0.861 

Comp23 0.515 0.003 0.015 0.876 

Comp24 0.512 0.020 0.015 0.891 

Comp25 0.493 0.035 0.014 0.905 

Comp26 0.458 0.032 0.013 0.918 

Comp27 0.426 0.023 0.012 0.930 

Comp28 0.403 0.016 0.012 0.942 

Comp29 0.386 0.049 0.011 0.953 

Comp30 0.337 0.030 0.010 0.962 

Comp31 0.307 0.021 0.009 0.971 

Comp32 0.286 0.005 0.008 0.979 

Comp33 0.281 0.035 0.008 0.987 

Comp34 0.245 0.040 0.007 0.994 

Comp35 0.205 . 0.006 1.000 
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Figure 8: Scree plot of eigenvalues for personality characteristics items 

 

Table 14 shows the eigenvectors with varimax rotation. The original one with no 

rotation is presented in Appendix 5. Component 1 includes the items of CH11, ‘Teacher 

training helps me to improve my teaching,’ CH 26, ‘I feel uneasy asking a help from 

foreign people,’ CH27, ‘Receiving foreigner’s help is a shame on a person’s life,’ CH14, 

‘I want to know things that I don’t know yet,’ and CH8, ‘I seek help only after I tries by 

myself.’ Thus, this component can be named as “Self-esteem.” 

Component 2 includes the items of CH5, ‘I think I can solve most of my problems by 

myself,’ CH32, ‘For any problem, I tend to hide the fact that I have a problem,’ CH7, ‘I 

prefer solving problems by myself,’ and CH34, ‘I usually do not like talking about my 

problem with other people.’ Therefore, it is named as “Self-disclosure.”  

Component 3 includes the items of CH22, ‘Foreign experts give me good skill to solve 

my problem,’ CH21, ‘A teacher who received a training from foreign country improved 

his teaching,’ CH24, ‘Information from foreign country is better than my government,’ 

and the CH23, ‘If a foreign expert offers me a training, even though I do not have 

problem, I would accept it.’ This component is named as “Expected benefit from foreign 

help.” 

Component 4 includes the items of CH20, ‘I feel confident after I join a training by 

government,’ CH16, ‘Training hosted by government is better than one by foreign 
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country,’ CH30, ‘The government always supports my teaching problem,’ CH19, ‘I prefer 

getting support from my government instead of foreign country,’ and CH17, ‘The 

government officers know what I need to improve my teaching.’ Therefore, it can be 

named as “Expected benefit from government help.” 

 



 

 

Table 14: Eigenvectors of four components for personality characteristics items (page 1) 
(PCA with varimax rotation)    

Component 
1 

Component 
2 

Component 
3 

Component 
4 

CH11 Teacher training helps me to improve my teaching 0.382     

CH14 I want to know things that I don’t know yet 0.304     

CH8 I seek help only after I try by myself first 0.263     

CH13 I like learning English because I can communicate with foreign people 0.244   0.211   

CH6 When I have a problem at school, I would welcome professional advice 0.231     

CH10 A person should work out his problem and get help is a last resort 0.226  0.328    

CH33 I would like to get attention if I face difficulties in my life -0.204     

CH12 I don’t think teacher training will help me so much -0.280     

CH27 Receiving a foreigner’s help is a shame on a person’s life  -0.299     

CH26 I feel uneasy asking help from foreign people because of what other people would 
think 

-0.311    0.216  

CH5 I think I can solve most of my problems by myself  0.375    

CH32 For any problem, I tend to hide the fact that I have a problem  0.354    

CH7 I prefer solving my problems by myself  0.348    

CH34 I usually do not like talking about my problem with other people  0.334    

CH9 I admire a person who can cope with problems without resorting to seeking help  0.277    

CH35 It is difficult to talk about myself especially with foreign people  0.227    

CH22 Foreign experts give me good skill to solve my problem   0.395   

CH21 A teacher who receives training from a foreign country improved his teaching   0.370   

CH24 Information from foreign country is better than my government   0.356   

CH23 If a foreign expert offers me training, even though I do not have problem, I would 
accept it 

  0.339   

CH4 In the near future, I want to have advice about my teaching   0.282   
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  Component 
1 

Component 
2 

Component 
3 

Component 
4 

CH25 Support from a foreign country is generally good   0.270   

CH15 I feel confident after I join training by a foreign expert   0.216   

CH3 I recommend for my colleagues to taking a teacher training   0.204   

CH20 I feel confident after I join training by the government    0.423  

CH16 Training hosted by government is better than one by foreign country    0.366  

CH30 The government always supports my teaching problem    0.346  

CH19 I prefer getting support from my government rather than a foreign country    0.329  

CH17 The government officers know what I need to improve my teaching    0.312  

CH31 Generally, I talk about personal problem with other people    0.216  

CH1 Generally, support for teachers is not enough     

CH2 We need more opportunity to get training for my teaching     

CH18 The government should be responsible for supporting teachers     

CH28 If I receive a foreigner’s help, other people might be jealous of me     

CH29 Participating in training by a foreign expert is an honorable thing      
Proportion 9.2 8.6 8.5 7.8 

 
Cumulative Proportion 9.2 17.8 26.3 34.0 

(Note) The items orders are re-arranged based on the loading values.  
It only shows the values which have the loading score above 2. 
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Network characteristics 

Table 15 shows the descriptive statistics of network variables. As to the variable of 

English-speaking skills, roughly 80 percent of teachers speak some English, including 

37.1 percent of teachers speak ‘Little,’ 26 percent ‘Some,’ and 17.5 percent ‘Fluent.’ 

14.5 percent of teachers do not speak English at all. Regarding the variable about 

foreign friends, roughly half of the teachers do not have any foreign friends, whereas 

the other half have at least one foreign friend. It is indicated that 44.9 percent of 

teachers answered ‘0,’ and 48.2 percent of teachers answered either for ‘1-4,’ ‘5-9’ or 

‘over 10.’ Concerning the variable about the acquaintances in connection with foreign 

aid projects, the number of those who know someone is slightly more (52 percent) than 

those not knowing (45 percent). One-third of the teachers have experienced training 

by a foreign country while the remaining two-thirds do not have the experience. 

  milar to the demographic variables, the network variables are also refined as a 

dichotomous variable. For the English-speaking variable, those who speak English 

‘Some’ and ‘Fluently’ are coded as 1, and those who speak ‘Not at all’ and ‘Little’ are 

coded as 0. For the foreign friend variable, teachers who have one and more are coded 

as 1, and those who do not have any are coded as 0. Concerning the variable of an 

acquaintance in foreign aid projects, those who know someone are coded as 1, and 

those who do not know anyone are coded as 0. Regarding the experience of the foreign 

training, those who have the experience are coded as 1, and those who do not are 

coded as 0. 
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Table 15: Descriptive summary of network characteristics variables 

 N %  N % 

Speak English   Number of Foreign Friends 

Not at all 43 14.5% 0 133 44.9% 

Little 110 37.1% 1-4 93 31.4% 

Some 77 26% 5-9 28 9.4% 

Fluently 52 17.5% 10- 22 7.4% 

(missing) 14 4.7% (missing) 20 6.7% 

      

Acquaintance in foreign projects Experience of foreign training 

Yes 156 52.7% Yes 100 33.7% 

No 136 45.95% No 191 64.5% 

(missing) 4 1.3% (missing) 5 1.6% 

 

Developed measurement instrument 

Table 16 shows a list of the refined variables headed by the name of new variables 

and the description. The dependent variables consist of thirty-six variables. They 

capture the basic preference of help-seeking (help-seeking or not help-seeking) and 

also the preference by help-resource (help-seeking to the formal resource, and help-

seeking to the foreign resource). The explanatory variables become fifteen including 

five demographic variables, two perceived problem variables, four personality 

variables, and four network variables. The two perceived problem variables are 

psychological problem variables and pedagogical difficulty variables. The four 

personality variables are self-esteem, self-disclosure, expected benefit from foreign 

help and expected benefit from government help. 



 

 

Table 16: List of refined variables (page 1) 

Variable Description Code Type Obs. Mean S.D. Min Max 

Dependent Variables 
Help-seeking preference       

HSd1 My students not learning 0 = Not seeking help 
1 = Seeking somewhere 

(‘Colleague’, ‘Government’  
or ‘Foreigner’) 

Categorical 
(Dichotomous) 

295 0.953  0.213  0  1  

HSd2 Improve teaching skill 290 0.969  0.174  0  1  

HSd3 Cannot explain textbook 285 0.919  0.273  0  1  

HSd4 Want to learn effective blackboard use 289 0.799  0.401  0  1  

HSd5 Difficulty to keep class quiet 284 0.739  0.440  0  1  

HSd6 Lose confidence in teaching 286 0.794  0.405  0  1  

HSd7 Difficulty to encourage underachievers 293 0.877  0.329  0  1  

HSd8 Feel stress 290 0.862  0.345  0  1  

HSd9 Feel helpless 290 0.817  0.387  0  1  

HSd10 Lose motivation 290 0.793  0.406  0  1  

HSd11 Want students more active  286 0.703  0.458  0  1  

HSd12 Lose confidence as a teacher  287 0.819  0.386  0  1  

Help resource preference: to formal resources       

HRc1 My students not learning 0 = help from ‘Colleagues’ 
1 = help from ‘Government’  

or ‘Foreigner’ 

Categorical 
(Dichotomous) 

281 0.089  0.285  0 1  

HRc2 Improve teaching skill 281 0.470  0.500  0 1  

HRc3 Cannot explain textbook 262 0.107  0.310  0 1  

HRc4 Want to learn effective blackboard use 231 0.229  0.421  0 1  

HRc5 Difficulty to keep class quiet 210 0.090  0.288  0 1  

HRc6 Lose confidence in teaching 227 0.414  0.494  0 1  

HRc7 Difficulty to encourage underachievers 257 0.167  0.374  0 1  

HRc8 Feel stress 250 0.220  0.415  0 1  

HRc9 Feel helpless 237 0.236  0.426  0 1  

HRc10 Lose motivation 230 0.417  0.494  0 1  

HRc11 Want students more active 201 0.244  0.430  0 1  

HRc12 Lose confidence as a teacher 235 0.464  0.500  0 1  
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Variable Description Code Type Obs. Mean S.D. Min Max 

Help resource preference: to foreign resources       

HRf1 My students not learning 0 = help from ‘Government’ 
1 = help from ‘Foreigner’ 

Categorical 
(Dichotomous) 

25 0.480  0.510  0  1  

HRf2 Improve teaching skill 132 0.333  0.473  0  1  

HRf3 Cannot explain textbook 28 0.286  0.460  0  1  

HRf4 Want to learn effective blackboard use 53 0.189  0.395  0  1  

HRf5 Difficulty to keep class quiet 19 0.000  0.000  0  0  

HRf6 Lose confidence in teaching 94 0.266  0.444  0  1  

HRf7 Difficulty to encourage underachievers 43 0.209  0.412  0  1  

HRf8 Feel stress 55 0.200  0.404  0  1  

HRf9 Feel helpless 56 0.304  0.464  0  1  

HRf10 Lose motivation 96 0.188  0.392  0  1  

HRf11 Want students more active 49 0.327  0.474  0  1  

HRf12 Lose confidence as a teacher 109 0.239  0.428  0  1  

Explanatory Variables        

Demographic characteristics        

Gender: Female 0= Male 
1= Female 

Categorical 
(Dichotomous) 

268 0.433  0.496  0  1  

Age: Young 0= 35 and over 
1= 18-34 

 
284 0.563  0.497  0  1  

Subject: Science 0= Liberal art 
1= Science 

 
237 0.481  0.501  0  1  

Education: Higher education  0= Primary, Secondary 
1=IMAP/IFAP and University 

 
270 0.574  0.495  0  1  

Location: Urban 0= Rural 
1= Urban 

 
284 0.335  0.473  0  1  
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Variable Description Code Type Obs. Mean S.D. Min Max 

Perceived problems        

PComp1 Psychological problem 
 

 Numerical 
232 0 2.155  -3.841  6.075  

PComp2 Pedagogical difficulty 
 

  
232 0 1.309  -4.975  2.320  

Personal characteristics        

CComp1 Self-esteem 
 

 Numerical 
181 0 1.986  -6.302  5.088  

CComp2 Self-disclosure 
 

  
181 0 1.829  -4.689  4.356  

CComp3 Expected benefit from Foreign help 
 

  
181 0 1.594  -5.510  3.941  

CComp4 Expected benefit from Government help 
 

  
181 0 1.446  -3.533  4.854  

Network characteristics        

Net1d Speak English =1 if speak ‘Some’/ ‘Fluently’ Categorical 
(Dichotomous) 

282 0.457  0.499  0  1  

Net2d Number of Foreign Friends 
 

=1 if >1  
276 0.522  0.500  0  1  

Net3d Know anyone who involves foreign project 0: No 
1: Yes 

 
292 0.534  0.500  0  1  

Net4d Experience of training by a foreign country 0: No 
1: Yes 

 
291 0.344  0.476  0  1  
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4.3. Findings 2: Identify the related factors by the help-seeking preferences 

Table 17 shows the mean score of teachers who responded ‘Nobody’ (non-help-

seeker) and teachers who responded either ‘Colleague,’ ‘Government,’ or ‘Foreigner’ 

(help-seeker) per explanatory variable. It has twelve estimations results for twelve 

dependent variables. It also shows the difference between the mean score and the 

significance of the calculated t-test statistics. 

  The table shows that there are several significant differences between the group of 

teachers who are and who are not prone to seek help for problems. Among the 

demographic characteristics, the age variable has one significant negative difference in 

column HS8d. The education variable has a negative difference in five columns, HS1d, 

HS2d, HS3d, HS5d, and HS7d. It suggests that the non-help-seeker group are usually 

older and often have a lower level of education. The result for the gender, subject, and 

location, are not significant. 

Regarding the psychological problem variable, the results show one positive 

difference in the column HS2d and negative differences in the columns of HS10d and 

HS11d. For the pedagogical difficulty variable, it presents one negative difference in 

the column of HS11d. The negative signs are in concordance with our expectation, 

where teachers who are less likely to perceive problems are less likely to seek help. The 

positive sign in the column HS2d is peculiar, indicating that teachers who have 

perceived psychological problem tend not to seek help. 

Among the personality variables, the result shows two variables, self-esteem and 

self-disclosure, having a significant difference. The result for the expected benefit from 

foreign help and government help is insignificant. For the self-esteem variable, it shows 

two positive differences in the columns of HS3d and HS6d, indicating that teachers who 

have higher self-esteem are less likely to seek help. The result for the self-disclosure 

shows a negative sign in the column of HS10d, which implies that teachers who do not 

disclose themselves tend not to seek help. 

Concerning the network characteristics variables, it shows one significant sign for 

the experience of foreign training in column HS11d with a negative sign. It indicates 

that teachers who do not have experience of foreign training are less likely to seek help.



 

   

Table 17: Differences between non-help-seekers and help-seekers (page 1) 

 HSd1 HSd2 HSd3 HSd4 HSd5 HSd6 

 No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 

Female 0.38  0.44  -0.05  0.50  0.43  0.07  0.45  0.44  0.02  0.43  0.44  -0.01  0.49  0.41  0.07  0.56  0.41  0.15  

Young 0.45  0.57  -0.11  0.75  0.56  0.19  0.64  0.55  0.09  0.52  0.57  -0.06  0.57  0.55  0.02  0.46  0.59  -0.12  

Science 0.64  0.47  0.17  0.50  0.48  0.02  0.50  0.48  0.02  0.48  0.48  -0.01  0.43  0.49  -0.05  0.50  0.47  0.03  

High education 0.27  0.59  
-0.316 

* 
0.00  0.59  

-0.59 
*** 

0.32  0.61  
-0.294 

**  
0.50  0.60  -0.10  0.49  0.62  

-0.138 
* 

0.52  0.59  -0.07  

Urban 0.33  0.34  0.00  0.56  0.33  0.23  0.45  0.33  0.13  0.41  0.33  0.08  0.37  0.32  0.05  0.36  0.33  0.03  

Psychological 
problem 

0.44  -0.02  0.46  2.63  -0.05  
2.673 

**  
0.64  -0.07  0.71  -0.12  0.02  -0.14  -0.19  0.03  -0.22  0.40  -0.06  0.46  

Pedagogical 
difficulty 

-0.48  0.03  -0.50  -0.86  0.02  -0.88  -0.36  0.03  -0.39  0.05  -0.01  0.06  -0.13  0.07  -0.20  0.06  0.02  0.04  

Self-esteem 1.59  -0.07  
1.668 

* 
1.51  0.00  1.51  1.38  -0.11  

1.486 
*   

0.53  -0.09  0.62  0.16  -0.04  0.20  1.08  -0.28  
1.363 
*** 

Self-disclosure 1.02  -0.05  1.07  -0.36  0.02  -0.37  0.53  -0.02  0.55  0.07  0.01  0.06  -0.41  0.14  -0.55  -0.23  0.04  -0.28  

Benefit from 
foreign help 

0.17  -0.01  0.18  -0.50  0.00  -0.50  -0.55  0.07  -0.62  -0.48  0.10  -0.57  0.16  -0.06  0.23  0.13  -0.05  0.18  

Benefit from 
government help 

-0.32  0.01  -0.34  -0.75  0.04  -0.78  -0.19  0.00  -0.19  0.13  0.01  0.12  -0.02  0.01  -0.04  -0.38  0.10  -0.49  

Speak English 0.62  0.45  0.17  0.78  0.45  0.33  0.41  0.46  -0.05  0.45  0.45  0.00  0.43  0.46  -0.03  0.41  0.46  -0.05  

Foreign friend 0.43  0.52  -0.09  0.25  0.53  -0.28  0.41  0.53  -0.12  0.44  0.53  -0.10  0.51  0.53  -0.02  0.46  0.54  -0.07  

Acquaintance in 
foreign project 

0.50  0.54  -0.04  0.22  0.54  -0.32  0.48  0.53  -0.05  0.47  0.55  -0.07  0.53  0.55  -0.01  0.50  0.54  -0.04  

Experience of  
foreign training 

0.50  0.34  0.16  0.56  0.33  0.22  0.22  0.35  -0.14  0.26  0.37  -0.11  0.33  0.36  -0.03  0.38  0.33  0.05  
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(page 2) 
 HSd7 HSd8 HSd9 HSd10 HSd11 HSd12 

 No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 
No HS 
mean 

HS 
mean 

Diff. 

Female 0.36  0.44  -0.08  0.49  0.43  0.05  0.53  0.41  0.12  0.46  0.42  0.03  0.45  0.43  0.01  0.50  0.42  0.08  

Young 0.61  0.56  0.05  0.40  0.58  
-0.18 

* 
0.44  0.58  -0.14  0.47  0.59  -0.11  0.52  0.57  -0.05  0.53  0.58  -0.05  

Science 0.55  0.46  0.09  0.48  0.48  0.00  0.47  0.49  -0.02  0.46  0.49  -0.03  0.44  0.49  -0.05  0.47  0.49  -0.02  

High education 0.33  0.61  
-0.278 

**  
0.48  0.59  -0.11  0.61  0.57  0.04  0.61  0.57  0.04  0.55  0.61  -0.06  0.53  0.58  -0.05  

Urban 0.31  0.33  -0.02  0.30  0.34  -0.04  0.39  0.33  0.07  0.31  0.35  -0.04  0.29  0.36  -0.06  0.29  0.35  -0.06  

Psychological 
problem 

0.09  -0.03  0.12  0.00  -0.04  0.04  -0.03  0.02  -0.05  -0.54  0.15  
-0.694 

* 
-0.42  0.18  

-0.608 
* 

-0.44  0.11  -0.55  

Pedagogical 
difficulty 

-0.37  0.06  -0.43  0.06  -0.01  0.07  0.02  0.00  0.03  0.08  -0.04  0.12  -0.29  0.13  
-0.425 

* 
-0.02  0.01  -0.03  

Self-esteem 0.39  -0.06  0.45  0.41  -0.08  0.49  -0.11  0.03  -0.14  -0.16  0.04  -0.20  0.07  -0.06  0.14  0.50  -0.09  0.59  

Self-disclosure 0.09  0.02  0.07  -0.41  0.07  -0.48  -0.23  0.05  -0.28  -0.60  0.17  
-0.767 

* 
-0.27  0.14  -0.41  -0.35  0.06  -0.41  

Benefit from 
foreign help 

0.44  -0.03  0.47  0.19  -0.03  0.21  0.24  -0.06  0.30  0.31  -0.09  0.40  0.10  -0.05  0.15  0.23  -0.07  0.30  

Benefit from 
government help 

-0.32  0.02  -0.34  -0.47  0.09  -0.56  -0.23  0.05  -0.28  -0.32  0.10  -0.43  -0.19  0.07  -0.25  -0.29  0.06  -0.34  

Speak English 0.59  0.44  0.15  0.54  0.45  0.09  0.39  0.47  -0.08  0.45  0.46  0.00  0.48  0.44  0.04  0.53  0.43  0.10  

Foreign friend 0.47  0.53  -0.06  0.50  0.52  -0.02  0.52  0.52  0.00  0.46  0.54  -0.07  0.44  0.54  -0.09  0.48  0.52  -0.04  

Acquaintance in 
foreign project 

0.61  0.52  0.09  0.50  0.53  -0.03  0.50  0.54  -0.04  0.53  0.54  -0.01  0.45  0.56  -0.11  0.43  0.56  -0.12  

Experience of  
foreign training 

0.39  0.34  0.05  0.28  0.36  -0.08  0.31  0.35  -0.04  0.34  0.35  -0.01  0.25  0.38  
-0.124 

* 
0.29  0.35  -0.05  

(Note) * p＜0.1, ** p< 0.05, *** p < 0.01 
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Table 18 shows the result of the comparison between the group who seeks help from 

the ‘Colleague’ (informal resource seeker), and those the one who seeks help from 

either ‘Government’ or ‘Foreigner’ (formal resource seeker). 

The result shows all five demographic variables characteristics with statistically 

significant differences in at least one column. For the gender and subject variables, it 

shows two significant signs in the columns of HRc11 and HRc12, and in the columns of 

HRc2 and HRc5, respectively. For the age, education, and location, the result presents 

one significant difference in the columns of HRc1, HRc2, and HRc9. These results 

suggest that teachers who do not seek help to formal resources are usually male, 

younger, from a rural area, and often teach science subject, and have a lower level of 

education. 

In relating to the perceived problem variables, the table shows five significant 

differences for the psychological problem in the columns of HRc2, HRc5, HRc6, HRc10 

and HRc12, and three for the pedagogical difficulty in the columns of HRc7, HRc9, and 

HRc11. The differences are all positive except one in the column of HRc5. The positive 

results are not in concordance with our expectation. It indicates that teachers who 

perceive problems more are less likely to seek help from the formal resources. They 

tend to prefer the informal resource. The negative sign in the column HRc5 indicates 

that teachers who perceive problems less are more likely to seek help from the formal 

resource. 

Regarding the personality characteristics, the result shows the significant difference 

for the expected benefit from foreign help in the column of HRc4 and the expected 

benefit from government help in the column HRc9. These results are either not in 

concordance with our expectation. It suggests that teachers who have a higher level of 

expected benefits from the formal resource tend to seek help from a colleague. 

Concerning the network variables, the results for two variables are significant. For 

the variables of foreign friends, the result shows the significant negative differences in 

the columns of HRc2 and HRc12. It suggests that teachers who do not have foreign 

friends are less likely to seek help from the formal resource. The result  also shows the 

positive differences for the variables of experience of foreign training in the column of 
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HRc4, HRc6, HRc9, HRc10, HRc12. These results do not correspond to our expectation. 

The teachers who have experience of foreign training are less likely to seek help from 

the formal resource. 



 

 

Table 18: Differences between informal resource seekers and formal resource seekers (page 1) 

 HRc1 HRc2 HRc3 HRc4 HRc5 HRc6 

 Informal 
mean 

Formal 
mean 

Diff. 
Informal 

mean 
Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Female 0.44  0.39  0.05  0.45  0.40  0.05  0.43  0.52  -0.09  0.43  0.45  -0.01  0.41  0.50  -0.09  0.37  0.47  -0.11  

Young 0.59  0.36  
0.227 

* 
0.59  0.52  0.07  0.54  0.59  -0.05  0.54  0.69  -0.15  0.54  0.67  -0.12  0.59  0.58  0.01  

Science 0.46  0.58  -0.13  0.56  0.40  
0.158 

*   
0.49  0.43  0.05  0.50  0.43  0.07  0.51  0.25  0.260*   0.50  0.42  0.09  

High education 0.58  0.73  -0.15  0.53  0.66  
-0.132 

*   
0.61  0.65  -0.04  0.60  0.60  0.01  0.64  0.50  0.14  0.56  0.62  -0.05  

Urban 0.33  0.42  -0.09  0.33  0.33  0.00  0.33  0.30  0.03  0.32  0.37  -0.05  0.32  0.39  -0.07  0.35  0.31  0.04  

Psychological 
problem 

0.03  -0.66  0.69  0.46  -0.60  
1.067 
*** 

0.00  -0.57  0.56  0.19  -0.52  0.71  -0.14  1.78  
-1.911 

*** 
0.32  -0.54  

0.855 
**  

Pedagogical 
difficulty 

0.06  -0.36  0.42  -0.01  0.04  -0.06  0.07  -0.28  0.35  0.07  -0.25  0.32  0.12  -0.43  0.55  0.11  -0.10  0.21  

Self-esteem -0.12  0.34  -0.46  0.12  -0.10  0.22  -0.12  0.01  -0.14  -0.01  -0.33  0.32  -0.06  0.27  -0.32  -0.25  -0.32  0.07  

Self-disclosure -0.13  0.73  -0.87  -0.27  0.25  -0.52  -0.09  0.56  -0.65  -0.02  0.11  -0.14  0.15  -0.12  0.27  -0.23  0.33  -0.57  

Benefit from 
foreign help 

-0.01  0.05  -0.07  0.04  -0.03  0.07  0.03  0.35  -0.32  0.25  -0.40  0.652* -0.01  -0.95  0.95  0.18  -0.29  0.47  

Benefit from 
government help 

0.01  0.06  -0.05  -0.06  0.12  -0.18  0.01  -0.08  0.09  -0.03  0.15  -0.18  -0.01  0.32  -0.32  0.14  0.06  0.08  

Speak English 0.44  0.52  -0.08  0.42  0.49  -0.07  0.47  0.38  0.09  0.46  0.41  0.05  0.45  0.53  -0.08  0.43  0.50  -0.07  

Foreign friend 0.52  0.57  -0.05  0.44  0.62  
-0.179 

**  
0.53  0.54  -0.01  0.53  0.55  -0.02  0.54  0.40  0.14  0.49  0.60  -0.11  

Acquaintance in 
foreign project 

0.53  0.56  -0.03  0.57  0.51  0.06  0.53  0.57  -0.04  0.55  0.53  0.02  0.54  0.58  -0.03  0.56  0.52  0.04  

Experience of  
foreign training 

0.35  0.16  0.19  0.36  0.29  0.07  0.37  0.22  0.15  0.40  0.25  
0.153 

* 
0.35  0.42  -0.07  0.40  0.24  

0.165 
**  
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 HRc7 HRc8 HRc9 HRc10 HRc11 HRc12 

 Informal 
mean 

Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Informal 
mean 

Formal 
mean Diff. 

Female 0.42  0.57  -0.15  0.42  0.48  -0.06  0.40  0.45  -0.05  0.42  0.43  -0.01  0.37  0.63  
-0.259 

**  
0.34  0.50  

-0.164 
*   

Young 0.54  0.64  -0.10  0.57  0.60  -0.03  0.60  0.53  0.07  0.55  0.63  -0.08  0.55  0.62  -0.07  0.61  0.54  0.06  

Science 0.47  0.42  0.05  0.49  0.48  0.01  0.49  0.49  0.00  0.53  0.45  0.08  0.48  0.54  -0.06  0.53  0.44  0.09  

High education 0.61  0.63  -0.02  0.58  0.65  -0.07  0.57  0.56  0.01  0.54  0.62  -0.08  0.62  0.58  0.04  0.52  0.65  -0.13  

Urban 0.32  0.40  -0.09  0.33  0.35  -0.01  0.28  0.46  
-0.18 

* 
0.38  0.30  0.08  0.34  0.40  -0.06  0.36  0.33  0.03  

Psychological 
problem 

-0.09  0.29  -0.38  -0.02  -0.11  0.09  0.13  -0.34  0.47  0.57  -0.41  
0.979 

**  
0.26  -0.12  0.38  0.62  -0.47  

1.095 
*** 

Pedagogical 
difficulty 

0.18  -0.54  
0.723 

**  
-0.01  0.00  -0.01  0.13  -0.46  0.594* 0.05  -0.16  0.20  0.23  -0.25  

0.476 
*   

-0.05  0.07  -0.12  

Self-esteem -0.18  0.50  -0.68  -0.07  -0.13  0.07  -0.08  0.42  -0.50  0.08  0.00  0.08  -0.04  -0.11  0.06  0.15  -0.29  0.45  

Self-disclosure 0.02  0.03  -0.01  -0.09  0.50  -0.59  -0.01  0.29  -0.31  0.16  0.17  -0.01  0.00  0.55  -0.56  -0.27  0.34  -0.60  

Benefit from 
foreign help 

-0.01  -0.15  0.15  0.12  -0.41  0.53  -0.11  0.11  -0.22  0.07  -0.25  0.32  0.01  -0.23  0.25  0.01  -0.13  0.14  

Benefit from  
government help 

-0.05  0.35  -0.40  0.21  -0.23  0.43  0.18  -0.40  0.576* 0.16  0.04  0.12  0.10  -0.02  0.12  0.12  0.00  0.12  

Speak English 0.44  0.43  0.01  0.42  0.53  -0.10  0.49  0.39  0.11  0.42  0.52  -0.10  0.45  0.43  0.01  0.38  0.50  -0.12  

Foreign friend 0.54  0.49  0.05  0.50  0.60  -0.09  0.51  0.53  -0.02  0.50  0.60  -0.10  0.52  0.60  -0.09  0.45  0.60  
-0.152 

*   
Acquaintance in 
foreign project 

0.51  0.58  -0.07  0.50  0.65  -0.15  0.52  0.63  -0.11  0.50  0.58  -0.08  0.57  0.54  0.02  0.56  0.56  0.00  

Experience of  
foreign training 

0.34  0.33  0.01  0.38  0.28  0.10  0.39  0.24  
0.149 

* 
0.41  0.26  

0.152 
*   

0.39  0.32  0.08  0.40  0.28  
0.124 

*   

(Note) * p＜0.1, ** p< 0.05, *** p < 0.01 
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Lastly, Table 19 shows the mean score for each group and the differences between 

the teacher group who seeks help from the ‘Government’ (Domestic resources seeker) 

and those who seeks help from ‘Foreigner’ (foreign resources seeker). The table has 

only for eleven columns instead of twelve because there was no one who responded to 

seek help from a foreign resource for question 5. The question was about ‘If I face 

difficulty to keep my class quiet, I would go.’ 

For the demographic variables, the result shows the statistical differences for three 

variables: gender, age, and education. It indicates that teacher who seeks help from 

foreign resources instead of government resources are usually male, young, and often 

have a higher level of education. 

  Regarding the perceived problem variable, both of the results are not significant. 

  Among the personality variables, three variables appear with a significant difference. 

The result for the self-disclosure variable is negative in three columns: HRf2, HRf3, and 

HRf12. It indicates that teachers who disclose themselves more are more likely to seek 

help from a foreign resource. The difference for the expected benefit of government 

help is positive in three columns: HRf2, HRf6, and HRf9. It indicates that teachers who 

have a high level of expected benefit of government help are more likely to seek help 

from a government resource. The result for the expected benefit of foreign help is also 

strangely positive in column HRf2. It implies that teachers who have a high level of 

expected benefit of foreign help tend to seek help from the government resource.  

Considering the network variables, the results for all four variables are statistically 

significant in at least one column. The results for speaking English and for having foreign 

friends have a negative and significant difference in column HRf9. The results for an 

acquaintance in a foreign project are negative and statistically significant in column 

HRf9 and HRf10. These results indicate that teachers who do not speak English, who do 

not have foreign friends, and who do not know anyone in foreign projects are less likely 

to seek help from a foreign resource. For the variable of experience of foreign training, 

the result shows are positive and statistically significant in column HRf2. It suggests 

that teachers who have experience of foreign training are less likely to seek help from 

a foreign resource.  



 

 

Table 19: Differences between domestic resources seekers and foreign resource seekers (page 1) 

 HRf1 HRf2 HRf3 HRf4 HRf6 

 Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Female 0.36 0.42 -0.05 0.43 0.33 0.10 0.50 0.60 -0.10 0.46 0.40 0.06 0.54 0.29 
0.248 

*   

Young 0.31 0.42 -0.11 0.44 0.70 
-0.262 

**  
0.55 0.71 -0.16 0.66 0.80 -0.14 0.52 0.75 -0.23 

Science 0.58 0.58 0.00 0.36 0.50 -0.14 0.35 0.67 -0.31 0.36 0.70 -0.34 0.39 0.48 -0.09 

High education 0.60 0.83 -0.23 0.70 0.58 0.12 0.56 0.86 -0.30 0.62 0.50 0.12 0.57 0.75 -0.18 

Urban 0.38 0.45 -0.07 0.33 0.35 -0.02 0.25 0.43 -0.18 0.40 0.20 0.21 0.34 0.21 0.14 

Psychological 
problem 

-0.50 -0.89 0.39 -0.70 -0.38 -0.32 -0.32 -1.31 0.99 -0.65 0.13 -0.78 -0.68 -0.18 -0.50 

Pedagogical 
difficulty 

-0.43 -0.27 -0.15 0.14 -0.16 0.30 -0.10 -0.80 0.70 -0.18 -0.66 0.49 0.08 -0.55 0.63 

Self-esteem 0.56 0.14 0.42 -0.33 0.39 -0.72 -0.11 0.41 -0.51 -0.58 0.72 -1.30 -0.28 -0.43 0.16 

Self-disclosure -0.08 1.46 -1.54 -0.05 0.91 
-0.95 

4*   
-0.07 2.60 

-2.667 
**  

0.29 -0.65 0.94 0.19 0.70 -0.51 

Benefit from  
foreign help 

0.65 -0.48 1.12 0.19 -0.51 
0.704 

*   
0.30 0.52 -0.22 -0.16 -1.41 1.25 -0.13 -0.70 0.57 

Benefit from  
government help 

0.08 0.03 0.04 0.41 -0.51 
0.917 

**  
0.15 -0.82 0.97 0.21 -0.10 0.31 0.34 -0.62 

0.965 
**  

Speak English 0.46 0.58 -0.12 0.45 0.57 -0.12 0.39 0.38 0.01 0.40 0.44 -0.04 0.45 0.63 -0.17 

Foreign friend 0.50 0.64 -0.14 0.59 0.67 -0.08 0.50 0.63 -0.13 0.60 0.33 0.26 0.58 0.67 -0.09 

Acquaintance in 
foreign project 

0.54 0.58 -0.04 0.45 0.61 -0.16 0.60 0.50 0.10 0.56 0.40 0.16 0.44 0.72 
-0.279 

*   

Experience of  
foreign training 

0.15 0.17 -0.01 0.36 0.16 
0.198 

*   
0.25 0.14 0.11 0.24 0.30 -0.06 0.25 0.20 0.05 
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(page 2) 
 HRf7 HRf8 HRf9 HRf10 HRf11 HRf12 

 Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Dome 
mean 

Foreign 

mean 
Diff. 

Female 0.59 0.50 0.09 0.51 0.36 0.15 0.50 0.33 0.17 0.44 0.41 0.02 0.70 0.46 0.24 0.48 0.57 -0.08 

Young 0.62 0.75 -0.13 0.57 0.73 -0.16 0.50 0.59 -0.09 0.59 0.82 -0.23 0.55 0.79 -0.24 0.50 0.68 -0.18 

Science 0.45 0.33 0.12 0.43 0.70 -0.28 0.50 0.47 0.03 0.42 0.56 -0.15 0.46 0.67 -0.21 0.44 0.45 -0.02 

High education 0.61 0.67 -0.05 0.58 0.91 
-0.334 

* 
0.46 0.76 

-0.308 
*   

0.58 0.78 -0.20 0.46 0.80 
-0.336 

* 
0.62 0.73 -0.11 

Urban 0.44 0.25 0.19 0.34 0.36 -0.02 0.43 0.53 -0.10 0.29 0.35 -0.06 0.42 0.36 0.06 0.33 0.33 0.00 

Psychological 
problem 

0.51 -0.58 1.09 0.00 -0.67 0.67 -0.31 -0.43 0.12 -0.38 -0.53 0.16 -0.41 0.52 -0.94 -0.42 -0.67 0.26 

Pedagogical 
difficulty 

-0.45 -0.91 0.47 -0.02 0.11 -0.13 -0.37 -0.68 0.31 -0.30 0.43 -0.73 -0.42 0.13 -0.55 0.12 -0.07 0.18 

Self-esteem 0.31 1.03 -0.73 -0.15 -0.07 -0.08 0.70 -0.01 0.72 -0.10 0.41 -0.51 -0.30 0.26 -0.56 -0.21 -0.51 0.31 

Self-disclosure -0.07 0.30 -0.36 0.26 1.25 -0.99 -0.35 1.27 -1.62 0.08 0.55 -0.47 0.45 0.75 -0.30 0.06 1.06 
-0.99 

6* 
Benefit from  
foreign help 

0.03 -0.67 0.71 -0.25 -0.92 0.67 0.20 -0.02 0.22 -0.30 -0.02 -0.28 0.07 -0.82 0.89 0.03 -0.54 0.57 

Benefit from  
government help 

0.55 -0.21 0.76 -0.13 -0.55 0.42 0.12 -1.19 
1.315 
*** 

0.18 -0.55 0.73 0.28 -0.59 0.87 0.08 -0.21 0.29 

Speak English 0.42 0.44 -0.02 0.52 0.55 -0.02 0.29 0.63 
-0.336 

*   
0.52 0.50 0.02 0.43 0.44 0.00 0.48 0.54 -0.06 

Foreign friend 0.50 0.44 0.06 0.54 0.82 -0.28 0.39 0.82 
-0.435 

**  
0.58 0.69 -0.11 0.64 0.53 0.11 0.57 0.69 -0.13 

Acquaintance in 
foreign project 

0.56 0.67 -0.11 0.67 0.55 0.13 0.51 0.88 
-0.370 

**  
0.53 0.83 

-0.308 
* 

0.53 0.56 -0.03 0.52 0.65 -0.13 

Experience of  
foreign training 

0.32 0.33 -0.01 0.33 0.09 0.24 0.21 0.31 -0.11 0.26 0.28 -0.02 0.39 0.19 0.20 0.32 0.16 0.16 

(Note) * p＜0.1, ** p< 0.05, *** p < 0.01 
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4.4. Summary 

This chapter performed two statistical examinations by using 296 teacher’s survey 

data in Mozambique. First, it tested the validity of the framework suggested in the 

previous chapter. The validation solved some of the uncertainties concerned in the 

previous chapter by clarifying the specific help-resources and related factors in the case 

of teachers in Mozambique. Then, it also examined the specific factors related to the 

help-seeking preferences that vary by the help-resources. 

In section 4.1, the questionnaire was constructed based on the knowledge derived 

from previous observations. It consisted of sixty-seven questions, including 

demographic information (5 questions), teacher’s perceived problems (12 questions), 

help-seeking preferences (12 questions), network characteristics (4 questions) and 

personal characteristics (35 questions). With this questionnaire, the 296-survey data 

was collected in Mozambique. 

In section 4.2, first, the responses of questionnaires were examined by the 

descriptive statistics. For the help-seeking preferences, the data confirmed a variation 

of the help-seeking preferences and resource preferences. The responses of the 

perceived problems and the personality were constructed into two and four new 

variables by using the principal component analysis. The variables of the perceived 

problem became a psychological problem and pedagogical difficulty. The variables of 

personality became self-esteem, self-disclosure, expected benefit from foreign help, 

and expected benefit from the government. Consequently, the total explaining 

variables became fifteen. 

Section 4.3 examined the mean scores of the above-refined variables by two groups 

that were divided by the responses from the help-seeking preferences and estimated 

the differences between the two groups using the t-test. The estimations were 

conducted for three comparative groups to see the specific factors which differed by 

seeking help from three help resources. The first comparison was between the non-

help seekers and the help-seekers. The second one was between the informal resource 

seekers and the formal resources seekers. The third one was between the domestic 

resource seekers and the foreign resource seekers. 
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Frist result suggested that the decision whether or not teacher seeks help or not is 

depended on age, education level, psychological problem, pedagogical difficulty, self-

esteem, self-disclosure, and experience of foreign training. The second analysis showed 

that the decision considering whether teachers seek help to informal resources or 

formal resources is associated with all demographic factors including gender, age, 

subject, location, education level, perceived problem factor including psychological 

problem and pedagogical difficulty, expected benefit from both foreign and 

government help, foreign friends, and previous experience. The third analysis found 

that the decision concerning whether teacher seek help to domestic resources or 

foreign resources is related to factors of gender, age, education level, self-disclosure, 

expected benefit from foreign and government help, all network factors including 

speaking English, foreign friends, acquaintance of foreign project, and previous 

experience of foreign training. 
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CHAPTER V – Discussion 

 

 

The two preceding chapters have found the help-resources and related factors of 

teacher’s help-seeking in Mozambique. Using the findings above, this chapter considers 

the propositions that answer this study’s research question and furthermore provides 

the implications of the propositions to this study’s starting concern, which was to 

understand grassroots needs. In particular, the chapter first illustrates the process of 

help-seeking and then proposes several new insights to understand the grassroots 

needs. The guiding question for the former part is ‘What is the process of teachers’ 

help-seeking in Mozambique?’ and the one for the latter part is “What does it mean to 

understand grassroots needs?” 

Section 5.1 will first define a frame of teachers’ help-seeking process referring to the 

Takaki’s (1998) model. Then, it will consider which factors can explain the help-seeking 

preference, and also at what stage they explain by reviewing the three comparative 

estimations conducted previously. The identified factors will be arranged in a row 

within the framework. For the arrangement of orders and adding the interpretation, 

the analysis will use the findings of qualitative research as supplemental evidence. By 

doing this, this section will build a teacher’s help-seeking process. 

Section 5.2 will discuss the significance of revealing the process for understanding 

grassroots needs. It considers how the knowledge of the need emergence process 

deepen our understanding of the grassroots needs, and what approach the new 

knowledge can suggest for the better understanding the grassroots needs. 

 

5.1. Framing the process of teachers’ help-seeking 

This study refers to Takagi’s (1998) model to describe the process of help-seeking. As 

reviewed before, his model describes relatively more detailed steps with seven 

stratified factors (Figure 4). In the process, the factors serve as a junction that divides 

one’s decision into help-seeking or not help-seeking. By referring to this idea, this study 

first identifies factors that can serve as a junction and then arranges them in order to 
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illustrate the process. 

While the Takagi’s model describes the process until the point whether one seeks 

help or not, this study extends the illustration until the point to which a help-resource 

is chosen. Therefore, the study adds two more blocks on top of Takagi’s model, creating 

a three-block frame: The first block includes up to the help-seeking, the second one 

thereafter includes the formal resources, and the third one includes up to the help-

seeking from a foreigner. With this frame, the previous three statistical estimations are 

compared and identified as to which factors fit into which block. 

Table 20 shows the consolidated table of Table 17, Table 18, and Table 19. Headlines 

of columns are now named (a), (b) and (c), respectively. A simplified triangle represents 

statistically significant differences. The white upward pointing triangle indicates a 

positive value of the difference and a black downward triangle indicates a negative 

value. The number of triangles corresponds to the number of significant difference in 

the three original tables. If a cell has a lot of triangular marks, it means the result is 

robust. 

 



 

 

Table 20: Results of three estimations 

(Note) △ indicates a positive values and ▼ indicates a negative values.

  
(a)  

Help-seeking preference: 
No help seeker 

 
(b) 

Help resources preference: 
Informal resource seeker 

 
(c) 

Help resources preference: 
Domestic resource seeker 

Female   ▼▼  △ 

Young ▼  △  ▼ 

Science   △△   

Higher education ▼▼▼▼▼  ▼  ▼▼▼ 

Urban   ▼   

Psychological problem △▼▼  △▼△△△   

Pedagogical difficulty ▼  △△△   

Self-esteem △△     

Self-disclosure ▼    ▼▼▼ 

Expected benefit from foreign help   △  △ 

Expected benefit from gov. help   △  △△△ 

Speak English     ▼ 

Foreign Friends   ▼▼  ▼ 

Acquaintance in foreign project     ▼▼▼ 

Experience of foreign training ▼  △△△△△   △ 
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The comparison of three results shows that result (a) has four unique variables 

including education, psychological problems, pedagogical difficulties, and self-esteem. 

For the education variable, the result (a) has robust results with five significant marks, 

whereas result (b) has only one, and the result (c) has three. It indicates that the non-

help-seeker group includes teachers who have a lower level of education. Regarding 

the perceived problem variables, three negative signs including two for psychological 

problems and one for pedagogical difficulty, are distinctive as the other two results do 

not have such robustness. Concerning the self-esteem variable, it appears with two 

positive signs whereas the other results do not have any.  

Based on this observation, the process until a decision of help-seeking can be 

illustrated using two steps; the problem awareness and self-esteem. It explains that 

these two factors affect the teacher’s decisions whether they seek help or not mostly. 

It can be understood that teachers who do not recognize problems and teachers who 

have high self-esteem tend not to seek help. In addition, the evidence of the interview 

data suggests that these two steps have an order of influence. Teacher C stated, “even 

if I face a problem, I will not request help. If I do so, I lose my self-respect.” Thus, the 

problem awareness factor would precede the self-esteem factor. These teachers have 

different reasons for not-seeking-help, and thus can be classified as Innocents and High 

self-esteemer, respectively.  

The table shows that result (b) has five unique variables for teachers who do not 

seek help from formal resources. The first two are the demographic variables. The 

gender (female) variable with two negative signs and subject (science) variable with 

two positive signs appeared only at the result (b) and not at other two results. It 

suggests that the teachers who do not seek help from formal resources tend to be 

males and science teachers. Another two unique variables are the perceived problem 

variables. The positive signs for four of the psychological problems and three of the 

pedagogical difficulties are particularly notable. In respect to the variable for previous 

experience of foreign training, the result (b) shows five positive signs whereas the other 

two have only one.  

These features suggest that there are two steps in the process from a point when 
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one decides to seek help from a point when one decides to seek help from the formal 

resource. The steps are the severity of the problem and previous experience of foreign 

training. It can explain that teachers who perceive problem more and the teachers who 

have previous experience of foreign training tend not to seek help from the formal 

resource. These two types of teachers in this block can be named as Self-helper and 

Foreign aid disappointer, respectively. 

The table shows that result (C) has three critical variables. The first two are related 

to the personality variables. Three negative signs of self-disclosure and three positive 

signs of expected benefit from government help are unique compared with the other 

two results. The variable for an acquaintance with foreign projects appears as 

significant only with the result (c). These features imply three steps for the help-seeking 

process until the decision that teachers seek help from the formal resource. It can be 

understood that teachers who do not like to disclose themselves, who see a high 

expected benefit from government help, who do not have an acquaintance in foreign 

friends are less likely to seek help from the foreign resource. These teachers can be 

classified as a Hesitator, Government preferer, and No-networker. 

Lastly, the results suggest a different path by a peculiar sign appeared at the variable 

of psychological problem in columns (a). It indicates that teachers who do not 

psychological problems are more likely to seek help. In the survey data, there were 

twelve teachers who perceived zero problems but wanted to seek help from foreign aid 

for all virtual problems. It indicates that there is a direct path apart from the step-by-

step process. These teachers are then categorized as Dependent. 

Figure 9 presents the illustration of teachers’ help-seeking process in Mozambique. 

It consists of seven steps and includes nine types of teacher. The figure explains the 

need emergence continuum that needs exist first as latent, and then becomes explicit. 

In the descriptive statistics of help-seeking preference of Table 6, it showed that the 

teachers’ preferences of help-resources are composed of 16 percent for ‘Noboey,’ 60 

percent for ‘Colleague,’ 16 percent for ‘Government,’ and 5 percent for ‘Foreign.’ By 

applying these data to the Figure, the proportion for four groups can be added as 16 

percent for ‘No help-seeker,’ 60 percent for ‘Colleague resource seeker,’ 16 percent for 
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‘Government resource seeker,’ and 5 percent for ‘Foreign resource seeker.’ 
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Figure 9: Teachers’ help-seeking process in Mozambique 

 
(Source) Created by the author 
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5.2. Insights into understanding grassroots needs 

Revealing the process of need emergence elicits several new insights into 

understanding the grassroots needs. Firstly, it provides a conceptual picture of the 

whole grassroots needs. Figure 9 describes the explicit and implicit grassroots needs 

that exist in various conditions for various reasons. The survey data for the case study 

implied that the previous literature might recognize only five percent of the whole or 

at most 21 percent (5 + 16 percent) when including the needs expressed to government 

and foreing resources. It means that foreign aid providers may be unaware of the 

remaining 76 percent (16 + 60 percent). The data also implicates that these unknown 

needs represent those of teachers who have a low level of education, are male, and are 

science teachers. 

The second insight is that the implicit needs include two types of needs: the needs 

that teachers do not express and ones that teachers cannot express. The former implicit 

needs are the ones held by teacher groups including High self-esteemer, Self-helper, 

Foreign aid disappointer, and Government preferer, and the latter are the ones held by 

the Innocent, Hesitator, and No-networkers as described in Table 21. The former group’s 

teachers do not express needs for foreign aid seemingly because they need to keep 

their self-esteem (High self-esteemer), they want to solve the problems by themselves 

(Self-helper), or they prefer the government’s help (Government preferer). The 

decision of this group not-seeking-help would be positive or directed by preferences 

related to the national pride and self-help efforts. On the other hand, the latter group’s 

teachers do not seek help because they do not recognize problems (Innocent), they do 

not wish to disclose themselves (Hesitator), or they do not know how to seek help (No-

networker). This group’s decision would be more negative and induced by no choice. 

Finding these two types of implicit needs suggests the importance of respecting 

grassroots people’s self-effort rather than disproportionately questioning why the 

implicit needs are not expressed.  
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Table 21: Two types of implicit needs and teacher types 

 To somewhere To Formal resource To Foreign resource 

Need ARE NOT 
expressed by 

High self-esteemer 
Self-helper 

Foreign disappointer 
Government preferer 

Need CAN NOT be 
expressed by 

Innocent  
Hesitator 

No-networker 

 

This insight about grassroots needs elicit a new approach in educational aid practice 

to ensure a better understanding of the grassroots needs. It suggests that there is a 

need to support the grassroots people, particularly the Innocent, Hesitator, and No-

networker, to perform the appropriate help-seeking. It is their freedom to decide 

whether they express their needs or not, and to whom they express their needs. The 

problem would be that they cannot make a decision for help-seeking as they wish. For 

the Innocent teacher group, support to increase their needs-literacy would be needed. 

For the Hesitator, support to remove the psychological obstacles for seeking help would 

be suggested. For the Non-networker, support to connect to foreign aid would promote 

their help-seeking. In the previous approach to finding grassroots needs, efforts have 

been directed to how foreign aid providers accurately grasp grassroots needs. It is, of 

course, crucial that they try to identify needs, and without the effort, educational aid 

would not meet needs as evidenced by previous literature. However, as this study 

implies, expressing needs by grassroots people is also important, and with it lay the 

foundation for the third party to recognize. Following Ueno’s (2011) argument that 

needs can become an explicit need by approving from both a person in need and a third 

party, grassroots people’s efforts to express their needs requires being disserted in 

addition to aid provider’s effort to identify needs for an accurate understanding of 

grassroots needs. 

The third insight is that the explicit needs include the needs that are actually in need 

and the ones that are blindly requested. The former needs are the ones expressed by 

the Foreign aid help-seeker, and the latter expressed by the Dependent. This insight 

calls into question the previous literature as well as the current practices of foreign aid 
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responding to explicit needs without any systematic judgment about which explicit 

needs are the ones to which they should respond. Even though the needs are expressed, 

if grassroots people can solve them, or if they are blindly expressed, they do not require 

help from the foreign aid providers. This study reveals the national pride and self-help 

efforts of grassroots people, but the foreign aid should not ignore them. If the foreign 

aid providers keep helping them nevertheless, the help will become selfish aid. There 

is a risk that if the foreign aid blindly responds to all the explicit needs, it will result in 

promoting the proportion of the Dependents and will consequently disenable them. To 

appropriately judge whether the needs expressed to the foreign aid are the one that 

the foreign aid providers are supposed to respond to, a new framework is needed. 

By illustrating the need emergence as a model, the study could visually demonstrate 

the process and the implicit needs that the previous literature has recognized merely 

conceptually. It further provided three new insights about grassroots needs and also 

produces two new practical approaches to be taken. 
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CHAPTER VI – Conclusion 

 

  

  This study revealed the process of need emergence by using a case of teachers in 

Mozambique and the concept of help-seeking and provided new insights to understand 

grassroots needs. The study first demonstrated the conceptual framework to 

understand grassroots needs by using a qualitative research approach. Then, it 

developed an analytical framework for the case of teachers in Mozambique and proved 

its validity by using a quantitative research approach. Lastly, the study developed a 

model which explains the process of need emergence of teachers in Mozambique. This 

last chapter overviews the examinations conducted, and the knowledge obtained in 

four central chapters and also considers some of the limitations which also can be 

interesting opportunities they provide for future research. 

 

6.1. Examinations and knowledge obtained 

This study started with a concern about the accurate understanding of grassroots 

needs, which has been assessed in the recent discussion on whether the educational 

aid meets the grassroots needs. The literature review showed that there is a deficiency 

of knowledge about the grassroots needs and that the past literature does not look at 

the process of need emergence. Therefore, this study set the objective to elucidate the 

process of need emergence. To achieve this objective, the study took the sample of 

teachers in Mozambique as an example of grassroots people and used the concept of 

help-seeking as a theoretical framework. The examination proceeded in four chapters. 

The knowledge obtained from them can be summarized in the following four points. 

These four points correspond to the guiding questions raised in chapter 1: (1) How do 

people seek help? (2) What are the help-resources and the factors related to teachers’ 

help-seeking in Mozambique? (3) What is the process of teachers' help-seeking in 

Mozambique? and (4) What does it mean for understanding the grassroots needs? 

First, this study reviewed the literature on the help-seeking concept and examined 

the applicability to the context of the educational sector in developing countries. The 
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literature showed that the concept had been applied for various educational actors and 

for various types of problems they face. The literature review also informed that 

teachers, in general, have several choices for help-resources such as a colleague, 

supervisor, principal, school counselor, online aid, and traditional places. Furthermore, 

it indicated that there are various factors which could affect teachers’ help-seeking 

decisions and also that the factors affect decisions at different stages (Chapter 2).  

Second, the study conducted interviews with ten teachers in Mozambique and built 

a preliminary framework to examine their help-seeking preferences. The findings 

showed that the teachers in Mozambique have various help-seeking preferences and 

that their help-resources include colleagues, teacher training organized by the 

government, and teacher training organized by foreign countries. It also found that the 

factors related to the teachers’ help-seeking preference was suggested by way of 

twelve factors in four-factor groups: the perceived problem factors (pedagogical 

problems and motivational problems), the personality factors (self-esteem, public 

stigma, the expected benefit of help, and the image of help), the network 

characteristics factors (ability of English speaking, the previous experience of aid, and 

knowing someone in foreign aid), and the demographic characteristic factors (gender, 

age, and teaching subject). These findings suggested a series of hypotheses and 

constructed a preliminary framework to analyze the teachers’ help-seeking in 

Mozambique (Chapter 3). 

The study further conducted a survey of 296 teachers to perform two examinations: 

testing the validity of the suggested framework and identifying the specific factors that 

affect the help-seeking preferences that differ by the help-resources. The first 

examination considered the suggested framework and verified that the teachers in 

Mozambique have three help-resources and that there are fifteen factors that could 

relate to their help-seeking preference. The factors were gender, age, subject, 

education, location (as demographic factors), psychological problems, pedagogical 

difficulties (as perceived problem factors), self-esteem, self-disclosure, expected 

benefit from foreign help, expected benefit from the government (as personality 

factors), speaking English, acquaintances among foreign people, and previous 
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experience with foreign training (as network factors) (Chapter 4/Section 4.2) 

Another examination considered the specific factors related to the help-seeking 

preference that differs by the three help-resources. The results show that the factors 

related to the decision to seek help comprised seven factors (age, education, 

psychological problems, pedagogical difficulties, self-esteem, self-disclosure, and 

experience of foreign training). The factors related to the decision to seek help from 

the formal resource included eleven factors (gender, age, subject, location, education, 

psychological problem, pedagogical difficulty, expected benefits from foreign aid and 

governmental help, foreign friends, and previous experience with foreign training). The 

factors related to the decision to seek help from the foreign resource included ten 

factors (gender, age, education, self-disclosure, expected benefits from the foreign aid 

and governmental help, speaking English, foreign friends, acquaintanced with foreign 

projects, and previous experience with foreign training) (Chapter 4/Section 4.3). 

Third, this study illustrates the process of Mozambican teachers’ help-seeking. 

Referring to Takagi’s model, it first defined a process frame consisting of three blocks 

(first block including until the decision of seeking help, the second block until the 

decision of seeking help from the formal resource, and third block until the decision of 

seeking help from a foreign resource). Then, it explored the factors that fit  to explain 

the process of each block. The result showed that the teacher’s help-seeking process 

consisted of seven steps and included nine types of teachers who have a different 

preference for help-seeking (Chapter 5/Section 5.1). 

Fourth, the study considered the implication derived from the process model for 

deeply understanding the grassroots needs. It produced three new insights about the 

grassroots needs, which are a picture of the whole grassroots needs, two types of latent 

needs (those which are expressed with intention and those which cannot be expressed), 

and two types of explicit needs (those which are expressed because they are really in 

need and those which are expressed regardless). The study further proposed two 

practical approach that help us better understand the grassroots needs of developing 

countries. They are to support the grassroots people to make appropriate help-seeking 

and to assess the nature of needs expressed to the foreign aid providers (Chapter 
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5/Section 5.2). 

The contribution of this study is three-fold. First, this study demonstrated the 

application of the concept of help-seeking into the context of a developing country. The 

outcome model found that there is a new path that does not follow any steps in the 

process but directly goes to the decision of seeking help. The path was toward foreign 

help and taken by the Dependent teachers, indicating that some teachers, regardless of 

the problem recognition, seek help from foreign aid. In the previous literature based 

on the context of developed countries, similar types of people were recognized as 

willful or demanding (Nakanishi & Ueno, 2003). This study confirmed these types of 

teachers in a developing country, and also demonstrated the path they take in the 

model. In the field of educational development, this path would gain critical attention 

by the policymakers and thus need to be investigated further. 

Second, this study provided an analytical framework to measure teacher’s help-

seeking in developing countries. In the previous literature, there was no appropriate 

framework to examine teacher’s help-seeking preference in the context of developing 

countries. This study explored and validated the analytical framework which consists 

of three help-resources and fifteen related factors in the four-factor groups. This 

framework will be useful for future studies which examine teachers’ or other 

educational actors’ help-seeking in developing countries. 

Third, this study serves to open up a discussion for understanding grassroots needs 

more rigorously in a time that the discussion of educational aid meeting grassroots 

needs is about to start. The previous literature, which has been focused on the country-

level, may provide ready-to-use models to examine whether educational aid meets 

grassroots needs or not. However, the instant application of the country-level model to 

the grassroots-level would lead us to a false result and would consequently cause 

unexpected problems at the grassroots levels. The findings of this study suggest that 

there is a need to understand the grassroots needs thoroughly before the discussion 

for educational aid meeting grassroots needs starts.  
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6.2. Limitations of Study 

With the insights gained from the four central chapters, the aims set for this study 

have been achieved. However, some issues remain to be further pursued. First, this 

study aimed to illustrate the help-seeking process as a model: thereby it ended up 

eliminating the slightly different help-seeking preferences depending on the types of 

needs. In the quantitative observation, the study examined the help-seeking 

preference for each of the twelve different problems as it recognized that the 

preferences changes depending on the problem. Although in the discussion of 

illustrating a process, it handled the different preferences as equivalent, disregarding 

the preferences and their factors as well as the differences between the preferences. 

Accordingly, when seeing the help-seeking preference for a certain problem, the 

process would not have some of the steps of the original model. The model produced 

in this study can be presented as a model which includes the least common multiple 

factors to understand the process of teachers in developing countries.  

Second, adding more case studies from the educational sector in developing 

countries could strengthen the results of the empirical observations. Regarding the unit 

of analysis, the study examined teachers as an example of the grassroots actors, but 

other actors such as school principals, parents, and students, can be investigated to 

comprehensively grasp the emergence of needs at the grassroots level. Concerning the 

case country, another examination in different contexts such as different sociocultural 

values, beliefs, and different languages would bring additional evidence for exploring 

the framework produced in this study in a greater breadth as well as depth. 

Lastly, the finding of this study needs to be tested by using different theories. This 

study employed the concept of help-seeking which focuses on the individuals who are 

in need, as it recognized that expressing needs are depended on the individual ’s 

preference to solve their problems. On the other hand, expressing needs can be also 

understood as they want to gain the opportunity of receiving foreign aid. For some 

cases such as a teacher training in the aid provider’s country, there are very limited 

teachers who can participate and the teachers participated in the training are 

sometimes considered as privileged one. For these cases, educational aid can become 
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a competitive resource rather than development aid as it originally means. From this 

perspective, it would be useful to investigate the emergence of need with a theory that 

involves multiple individuals or interdependent action preferences in groups, such as 

in game theory or zero-sum theory. 
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Appendix 2: Questionnaire used for quantitative research (Portuguese) (front page) 
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Appendix 3: Questionnaire used for quantitative research (English) (front page) 
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Appendix 4: Result of PCA for perceived problem questions  

Variable Descriptions Comp1 Comp2 Unexplained 

PR1 My students not learning 0.1529 0.4182 0.5916 

PR2 Improve teaching skill 0.0327 0.6057 0.366 

PR3 Cannot explain textbook 0.3468 -0.0323 0.4394 

PR4 Want to learn effective blackboard use 0.214 0.274 0.6586 

PR5 Difficulty to keep class quiet 0.2924 0.0572 0.5974 

PR6 Lose confidence for teaching 0.3712 0.0549 0.3548 

PR7 Difficulty to encourage underachievers 0.3426 0.042 0.4516 

PR8 Feel stress 0.341 -0.1851 0.4011 

PR9 Feel helpless 0.3391 -0.092 0.4512 

PR10 Lose motivation 0.3393 -0.1903 0.4032 

PR11 Want students more active 0.0389 0.5282 0.5146 

PR12 Lose confidence as a teacher 0.3477 -0.1274 0.4105 
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Appendix 5: Result of PCA for personality characteristics items (page 1) 

Variable Description Comp1 Comp2 Comp3 Comp4 Unexplained  

CH1 Generally, support for teachers is not enough 0.034  0.083  -0.068  -0.246  0.834  

CH2 We need more opportunity to get training for my teaching -0.052  0.143  0.030  -0.179  0.852  

CH3 I recommend for my colleagues to taking a teacher training -0.021  0.165  -0.081  0.159  0.838  

CH4 Shortly, I want to have advice about my teaching -0.077  0.290  -0.117  0.138  0.622  

CH5 I think I can solve most of my problems by myself 0.301  0.115  0.028  -0.212  0.503  

CH6 
When I have a problem at school, I would welcome professional 
advice 

-0.030  0.198  0.135  0.146  0.775  

CH7 I prefer solving my problems by myself 0.295  0.020  -0.047  -0.242  0.528  

CH8 I seek help only after I try by myself first 0.056  0.186  0.289  -0.055  0.654  

CH9 
I admire a person who can cope with problems without resorting to 
seek help 

0.227  0.114  0.225  -0.064  0.617  

CH10 A person should work out his problem and get help is a last resort 0.162  0.211  0.281  -0.147  0.502  

CH11 Teacher training helps me to improve my teaching -0.181  0.254  0.218  0.088  0.519  

CH12 I do not think teacher training will help me so much 0.217  -0.146  -0.142  -0.098  0.674  

CH13 
I like learning English because I can communicate with foreign 
people 

-0.079  0.294  -0.003  0.122  0.654  

CH14 I want to know things that I do not know yet -0.130  0.285  0.083  0.008  0.645  

CH15 I feel confident after I join training by foreign expert 0.027  0.132  -0.141  0.109  0.863  

CH16 
Training hosted by government is better than one by a foreign 
country 

0.197  -0.172  0.265  0.157  0.519  

CH17 The government officers know what I need to improve my teaching 0.197  0.008  0.294  0.084  0.613  
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(page 2) 

Variable Description Comp1 Comp2 Comp3 Comp4 Unexplained  

CH18 The government should be responsible for supporting teachers 0.030  0.215  0.103  0.070  0.805  

CH19 
I prefer getting support from my government rather than a foreign 
country 

0.221  -0.066  0.173  0.176  0.653  

CH20 I feel confident after I join a training by government 0.164  0.018  0.207  0.347  0.532  

CH21 
A teacher who receives training from a foreign country improved 
his teaching 

0.133  0.285  -0.192  0.078  0.552  

CH22 Foreign experts give me good skills to solve my problems 0.185  0.240  -0.243  0.100  0.502  

CH23 
If a foreign expert offers me training, even though I do not have 
problem, I would accept it 

0.070  0.238  -0.188  0.143  0.659  

CH24 Information from foreign country is better than my government 0.183  0.121  -0.340  0.052  0.520  

CH25 Support from a foreign country is generally good 0.109  0.173  -0.176  0.051  0.769  

CH26 
I feel uneasy asking help from foreign people because of what 
other people would think 

0.255  -0.152  -0.174  0.244  0.464  

CH27 Receiving a foreigner’s help is a shame on a person’s life 0.283  -0.143  -0.134  0.101  0.549  

CH28 If I receive a foreigner’s help, other people might be jealous of me  0.278  0.095  0.002  0.042  0.662  

CH29 Participating in training by a foreign expert is an honorable thing 0.108  0.178  0.134  0.049  0.798  

CH30 The government always supports my teaching problem 0.135  -0.158  0.153  0.266  0.638  

CH31 Generally, I talk about personal problems with other people 0.039  -0.017  0.036  0.264  0.845  

CH32 For any problem, I tend to hide the fact that I have a problem 0.211  0.051  0.036  -0.291  0.635  

CH33 I would like to get attention if I face difficulties in my life 0.183  -0.076  -0.128  0.089  0.790  

CH34 I usually do not like talking about my problem with other people 0.151  0.084  -0.016  -0.328  0.661  

CH35 It is difficult to talk about myself especially with foreign people 0.129  0.029  0.140  -0.150  0.835  
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