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Abstract. The ultimate goal of teacher professional development is to 
improve students’ learning skills and learning outcomes. Students are 
the end-users of teaching and education. Thus, it is of utmost relevance 
to get information on how students experience the instruction of 
teachers who have participated in professional development and in-
service programmes. In this study, the impact of participation in 
teachers’ professional training is examined in schools in Oman. The 
sample of the study consists of 6000 students: 3176 students of teachers 
who had participated in training, and 2824 students of teachers who had 
not received the training. The student questionnaire was designed to 
provide insight into how the training received by the teacher affects 
student attitudes towards learning and schooling. An independent 
sample t-test was conducted to determine if there were differences in 
attitudes towards learning between students of trained teachers and 
non-trained teachers. The results show statistically significant 
differences between students’ attitudes of students of trained teachers. 
 
Keywords: Teaching; teacher professional development; learning 
outcomes; students’ attitudes. 

 
 

1. Introduction 
In specialised literature, the area of students’ learning process has attracted more 
and more interest of researchers and specialists in the educational field 
(Apfelthaler et al., 2006). Research shows that students' attitudes towards 
learning and their enjoyment of the subject affects their learning process and 
their performance (Anghelache, 2013; Mazana, Montero & Casmir, 2019). At the 
same time, literature proved a positive relationship between students' attitudes 
towards learning and classroom instruction including effective pedagogical 
techniques that enhance the enjoyment of learning (Anghelache, 2013; Davadas 
& Lay, 2018; Hooper, Mullis, Martin and Fishbein,2019; Mazana et al., 2019).     
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The University of Cambridge (2010) report Review and recommendations  
acknowledged the positive attitude of Omani students' to their learning by 
reporting that Omani students “… are diligent, respectful and clear in their 
answers of questions; behaviour in class is excellent and relationships between 
teachers and students are also extremely good" (The University of Cambridge, 
2010, p.25) “Omani children enjoy going to school”. 
 
However, although the Omani education policy has succeeded to expand access 
to education, it has been less successful in improving the level of learning. 
Learning outcomes lag behind the international average as revealed in 
international assessments such as the Trends in International Mathematics and 
Science Study (TIMSS), and the Progress in International Reading Literacy Study 
(PIRLS) managed by the International Association for Evaluation of Educational 
Achievement (IAE 2012a; 2012b; 2016a; 2016b). Poor learning outcomes 
consistently revealed in international evaluations have been a principle concern 
for the Ministry of Education in Oman. It is generally accepted that teacher 
preparation in Oman does not prepare teachers adequately with the skills 
needed for the teaching profession and in-service training has been poorly 
planned and scattered in nature (Al Jabri, Silvennoinen & Griffiths, 2018). The 
World Bank (2012) report The Drive for Quality suggested two main priorities for 
Omani education to focus on: firstly, creating a culture of high standards, and 
secondly developing the pedagogical capacity of the teaching force. One of the 
areas the report suggests is to enhance professional skills focusing on in-service 
teacher training for quality learning. 
 
In an attempt to reform the educational system in Oman, the Ministry of 
Education has had a series of developmental initiatives in recent years (Al 
Shabibi & Silvennoinen, 2018). These initiations included: 

 Developing curriculum and performance standards to provide benchmarks 
for the educational levels for each grade and age range. It helps to evaluate 
the performance of schools, students and staff. 

 Establishing a National Assessment Centre to take the responsibility of 
developing the assessment system as well as the qualification systems. It 
aims at producing valid and reliable assessment instruments that depend 
on statistical analyses and research capabilities. An online platform for 
assessment was also activated. 

 Establishing The Specialised Centre for Professional Training of Teachers 
(SCPTT) with the responsibility of addressing the training needs of all staff 
working in the education sector. The centre aims to develop the skills and 
confidence and motivation levels of educators and administrators by 
providing them with sustained, intensive and accredited professional 
development. Additionally, SCPTT was to be responsible for setting 
professional standards for the teaching profession (SCPTT, 2016). The 
standards are an essential development in helping to clarify the roles of 
teachers and principals, to evaluate staff performance and to develop 
methods for further professional improvement. 
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SCPTT started providing in-service training for teachers in 2014. It is recognised 
that it will take time for the expected improvement in training to impact on 
learning outcomes. Hence; in this study, we aim to examine whether there has 
been any change in students’ attitudes and experiences related to school learning 
and school work as a result of teachers’ participation in the newly organised in-
service training. This is done by comparing two groups of randomly selected 
pupils: (1) pupils whose teachers have participated in the recently organised in-
service training, and (2) pupils whose teachers have not participated in the 
training. Thus, to examine the possible change in attitudes, a control group of 
pupils is used. The study also investigates if the teacher’s work experience and 
his/her gender affects pupils’ attitudes. 
 
Before presenting the empirical results from the large survey on pupils’ attitudes 
and experiences, a short description of the schooling and education system in 
Oman will be presented, and some related findings from international literature 
will be discussed. 
 
 

1.1 Schooling in Oman 
Oman's educational system is described as one of the fastest-growing worldwide 
in terms of students' enrolment and improvements in teacher qualifications. The 
world Bank (2001) report regarded this development in Omani educational 
system between 1970 and 2000 as “unprecedented” and “unparalleled by any 
other country” (World Bank, 2001). Today, all members of young age cohorts 
attend 10 years of basic education and two years of post-basic education. 

As a result of the quantitative expansion of the education system and the 
provision of widespread access to educational services by the 1990s, in the new 
millennium the focus in education policy was shifted from quantity to 
improving quality. The most important qualitative improvements targeted with 
the initiation of the Basic Education system were: 

 Introducing  new curricula design 

 Initiating new subjects such as "Life Skills" and "Educational 
Technology" 

 Starting English language teaching from Grade 1 

 Placing more focus on the teaching of Mathematics and Science 

 Making the school day as well as the school year longer 

 Establishing new student assessment systems 

 Increasing the quality of professional development in the whole 

education sector (MOE, 2006). 
 
The Basic Education system also identified the need to reform the learning 
environment in the classroom. Teachers were encouraged to promote a child-
centred environment that encourages cooperative learning, peer work, 
fieldwork, inquiry, active dialogue and discussion (Al Kharusi & Atweh, 2008).  
 
Despite developments in the content and structure of schooling and progress in 
the formal qualifications of teachers, the educational system in Oman continues 



51 

©2019 The authors and IJLTER.ORG. All rights reserved. 

to produce lower than expected student outcomes.  Although Omani students 
showed positive progress in TIMSS 2015 test scores, they are still significantly 
under-performing by international standards (MOE, 2018a; MOE, 2018b). Far 
greater improvements are required to bring Omani student performance in-line 
with international standards. Evaluative reports and studies have highlighted 
several factors causing this. The first relates to the overcrowded curriculum that 
led to narrow and boring delivery to students (New Zealand Education 
Consortium, 2017) as the emphasis is highly on knowledge acquisition and 
retrieval rather than on developing higher-order thinking skills (CfBT/NfER, 
2012) with insufficient depth of post-basic curriculum courses (World Bank, 
2012). As a result, the curriculum does not prepare students for the labour 
market and society at large (Al-Maskri, Al-Mukhini, & Amzat, 2012). Both the 
CfBT/NfER (2012) study and the University of Cambridge (2010) report 
highlight that tackling differentiation for students' abilities, both pedagogically 
and in the curriculum was rare. 
 
The second factor causing poor student learning outcomes is that the initial 
teacher preparation is highly academic in content and lacks training in practical 
skills (World Bank, 2012). For example, the CFBT/NFER (2012) study concluded 
that teachers  are offered insufficient training on the implementation of the 
learner-centred approach as well as on fostering higher-order thinking skills. As 
a result, despite the promotion of student-centred learning approaches, their 
implementation has tended to be confined to cycle one schools and in a small 
number of cycle two girls’ schools (New Zealand Education Consortium, 2017; 
University of Cambridge, 2010). Teachers face difficulties in putting strategies 
learnt in initial teacher education into practice in the classroom. (Al-Maskri et al., 
2012.) 
 
Finally, despite the introduction of a wider range of assessment instruments 
with a greater focus on continuous assessment, a summative assessment was 
seen to be the exclusive concern of teachers rather than formative assessment 
(University of Cambridge, 2010).  Moreover, it was noted that marks and grades 
given to students are overestimated compared to their actual performance level 
as stated by both the World Bank (2012) report and the New Zealand (2017) 
report. Students have false perceptions of their performance levels. As a result, it 
affected students' incentive to engaging in more effort to achieve better results 
(Al Shabibi & Silvennoinen, 2018). 
 

1.2 Learning Attitudes and Gender Difference 
Although student engagement levels have been identified as an academic 
challenge in Arab Gulf nations (Ashcraft, 2007; Engin & McKeown, 2012), it has 
attracted little in the way of research. In a study by Fredricks, Blumenfeld, and 
Paris (2004) it was found that students with high effective engagement enjoy 
learning and like going to school. Sanchal & Sharma (2017)'s study showed that 
enjoyment of Mathematics was enhanced when students learnt in a sporting 
context, which led to a more positive attitude towards Mathematics and higher 
level of engagement. The correlation was also found between students' attitudes 
and their performance in school (Anghelache, 2013; Mazana et al., 2019). 
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Enjoyment of Mathematics and attitudes towards it predicted the students' 
achievement level in Mazana et al.'s (2019) study. According to Anghelache 
(2013), student attitudes correlate positively with factors such as personal 
involvement, purpose and personal achievement. Hooper et al. (2019) attributed 
interest in a subject and enjoying it to the intrinsic motivation to learn 
Mathematics and Science. TIMSS data has shown correlation between such 
scales and student performance level in these subjects. 
 
One important finding from TIMSS 2015 for Oman was that the level of student 
engagement in mathematics and science lessons correlated positively with their 
performance (MOE, 2018a; 2018b). Furthermore, the TIMSS 2015 student 
questionnaire found that in comparison to top-performing countries, Omani 
students expressed significantly high confidence in their understanding of 
subject content. In science at grade 4, they expressed the 6th highest ‘very 
confident’ rating of the 47 participating countries, while in mathematics at grade 
8, they expressed the 10th highest ‘very confident’ rating of the 39 participating 
countries. (IEA, 2016a; 2016b.) 
 
To elaborate on the gender gap, females have a higher level of school fulfilment 
than males (Nickerson & Nagle, 2004; Tinklin, 2003; Verkuyten & Thijs, 2002), 
even though male students report more positive attitudes than females towards 
STEM subjects (Science, Technology, Engineering and Mathematics). However, 
the contrast can be found in their dispositions towards school and learning in 
general. Many investigations demonstrate that compared to females, males 
report that they feel less positive about school (OECD, 2004), appreciate it less, 
find coursework less relevant to their needs and invest less energy in homework 
((Lam, Jimerson, Kikas, Cefai, Veiga, Nelson & Hatzichristou, 2012).   
 
In Oman, as well as in numerous other countries, boys have much more to do on 
achievement than girls. Girls continue to outperform boys in every test (Logan & 
Johnston, 2010). Along with the general low performance level, gender gap is an 
issue of great concern in Omani education policy. In the Omani context, as 
mentioned above, there are significant gender differences in student 
achievement, with girls outperforming boys on all measures of students learning 
outcomes.  In terms of engagement, the World Bank (2012) report commented 
that these differences in performance levels can be attributed to a number of 
factors. Firstly, experiences girls and boys come through at home and school 
environment are different. Secondly, in a general, girls use their time more 
efficiently at home on doing homework and studying compared to boys. The 
study found that girls in grade 8 spend more time enjoying reading books and 
doing homework rather than watching television, videos or playing computer 
games, compared to boys. Finally, boys self-confidence in their abilities is high 
compared to their poor results. They think they are good enough. Hence, they 
exert less effort to develop their level of performance. Despite their poor 
performance, Omani boys tend to exhibit high self-confidence in their abilities, 
for example, in their mathematical skills (IEA, 2007). One possible explanation 
for this finding can be attributed to assessment practices in Omani schools and 
the awarding of over estimated scores which give pupils an erroneous concept 
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of their true skill levels. Assessment in schools and assessment in international 
tests tell a totally different story about Omani students’ skill levels.  
 
An investigation conducted in Qatar’s public schools on student perceptions of 
school and learning revealed that boys show a more negative attitude towards 
going to school than girls (Lee, 2016). Although these findings are from Qatar, 
they are pertinent to the wider Arab Gulf setting, as Arab Gulf nations have 
adopted similar training directions, and have faced comparable difficulties in 
student determination and engagement, especially among their national male 
populace (Barber, Mourshed & Whelan, 2007). A number of studies have 
demonstrated that this phenomenon is also to be found in Western settings, and 
have reported a gender gap in student engagement, with young males 
appearing to have lower levels of engagement and more negative attitudes 
towards learning than females (Houtte, 2004; Lam et al., 2012; Martin, 2004; 
OECD, 2004). 
 
In a study targeting younger learners in 11 primary schools in England, 
McGeown, Johnston, Walker, Howatson, Stockburn & Dufton (2015) studied the 
relationship between young children's reading attitudes, reading confidence, 
enjoyment from learning to read and reading attainment; through 
questionnaires and assessment of word reading. A correlation was found 
between these elements but only reading attitude, and reading confidence 
caused variance in the level of success in reading. The case implies that the 
affective aspects of reading need to be enhanced to support young learners' 
development in reading. About gender differences, girls showed more positive 
reading attitudes than boys, which is also the case in most OECD countries 
(OECD, 2017). 
  
As the learning process occurs as a result of an interaction between the learner 
and the learning environment (Apfelthaler et al., 2006), research highlights the 
correlation between students' attitudes towards learning and effective classroom 
instruction (Anghelache, 2013; Davadas & Lay, 2018; Hooper et al., 2019; Mazana 
et al., 2019). One of the critical reasons Mazana et al. (2019) give for liking 
Mathematics and raising student involvement is having a good teacher. They 
highlight the importance of the teacher's personal and professional 
characteristics, including teaching for understanding, delivering enjoyable 
lessons. Teacher effective support and classroom instruction were also 
highlighted as a predictor for students' attitudes towards Mathematics by 
Davadas and Lay (2018). Adopting a variety of appropriate pedagogical 
techniques is another factor that enhances interest and enjoyment in the 
teaching/Learning process (Davadas & Lay, 2018; Hooper et al., 2019; Mazana et 
al., 2019). Some culturally bound factors as well as other cultural-free factors 
determine the effective teaching strategies in enhancing student engagement 
(Liu & Meng, 2009; Meng, Muñoz, Hess & Liu, 2017).     
  
In terms of teacher professional development, the above observations indicate 
the need to provide teachers with skills and knowledge on appropriate 
instructional strategies for learning and enhancing student engagement and 
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interest in what is being taught and learnt. They also need to know how to 
involve both parents in their children’s school learning and motivation (Kim, 
2018), as well as, how to use formative methods and more realistic feedback 
when assessing students performance. Also, skills for providing students with 
more individually oriented guidance are needed in Omani schools.  
 

1.3 Teacher Professional Development for a Change 
Despite the existence of some excellent research that provides useful analyses of 
particular initiatives in the domain of teacher professional development, the 
literature on teacher continuous professional development (CPD) is still 
regarded as ‘partial in its coverage’, ‘fragmented’ and ‘under-theorised’ 
(Kennedy, 2014, p.689). Kennedy (2014) argues that a deeper and better 
understanding of the phenomenon needs to be pursued in a collaborative way. 
According to her, the research literature on CPD focuses mainly on specific 
contexts and models of CPD, and the characteristics of effective CPD (see also 
Thurlings & den Brok, 2017). Another growing area of research is measuring the 
impact of CPD.  
 
In a literature review conducted by Harvard Family Research Project to examine 
the connection between Teacher Professional Development (TPD) and pupil 
outcomes, the evidence was investigated to test the hypothesis that training and 
supporting teachers leads to better pupils’ outcomes. The team came to the 
conclusion that professional development is a main key activity in the overall 
system of staff development. The findings also suggest that the link between the 
level of teacher education/ training and student achievement is more complex 
than has been thought. Some studies show a weak association between the two. 
Others have highlighted different factors affecting student outcomes beside 
teacher education/training, such as incentives for teachers. The results support 
the idea that there are many ways to link TPD with improved pupil outcomes. 
(Harvard Family Research Project, 2006). Killion (2006) also states that during 
the mid-1990s research indicated the difficulties of linking TPD with student 
achievement due to a large number of intervening variables. 
  
Gersten, Taylor, Keys, Rolfhus & Newman-Gonchar (2014) showed that out of 
910 studies, only five studies met the selection criteria by the U.S Department of 
Education ‘What Works Clearinghouse’ Evidence Standards (Version 2.0). Out 
of these five studies, two found a positive effect between TPD and students’ 
math proficiency; one found limited effects and two found no discernible effects.  
 
The last decade has witnessed some changes in the conceptions of professional 
development, or as it has recently been referred to, professional learning 
(Labone & Long, 2016; Hastie, MacPhail, Calderon & Sinelnikov, 2015). Fraser, 
Kennedy, Reid & Mckinney (2007) stated that the term 'professional 
development' causes confusion as it may apply to both the individual 
development of teachers and to the development of the profession as a whole or 
group of people within the profession. They referred to teachers' professional 
development as "the broader changes that may take place over a longer period 
of time resulting in qualitative shifts in aspects of teachers' professionalism" 



55 

©2019 The authors and IJLTER.ORG. All rights reserved. 

(Fraser et al, 2007, p.157). Accordingly, shifts have occurred recently in focus and 
responsibilities, as a teacher becomes responsible for his or her professional 
learning and for improving his or her context. According to Labone & Long 
(2016), affecting student outcomes requires the development of teachers and 
school by professional learning. 

Smith (2014) states that previous research indicates a number of crucial 
characteristics of quality professional development: it enhances teacher's content 
and pedagogical knowledge, it is ongoing and sustained, it involves active 
participants' engagement, it is job-embedded, and it is collaborative in nature. 
Hence, professional development is more than a top-down process delivered in 
isolated workshops, as was traditionally the case in Oman. Rather, it is a process 
that implements knowledge into practice through the active engagement of 
participants (see also Guskey, 2002). According to Martin & Dowson (2009), 
recent research reviews highlight the need for teacher professional development 
to assist disengaged and disadvantaged students by targeting key areas such as 
improving teacher-student relationships since the evidence suggests that 
students' emotional, cognitive and behavioural engagement in class correlates 
with their feelings of acceptance by teachers. 
 
The Ministry of Education in Oman has, over the years, devoted considerable 
attention to teacher professional development, but in response to a recent 
national effort to re-organise and systematise in-service training programmes in 
order to improve the quality of teaching and learning, a new phase in teacher 
professional development has emerged (Al Jabri, Silvennoinen & Griffiths, 2018). 
The new stage of teachers’ professional development in Oman began in 2014 
with the establishment of the Specialised Centre for Professional Training of 
Teachers (SCPTT). The type of training provided in the centre coincides with the 
characteristics of the quality teachers’ professional development, mentioned 
earlier, stated by Smith (2014).  
 
1.4 Research questions  
The research questions are:  

1- What is the attitude of Omani pupils towards learning in schools? 
2- Are there significant differences in pupils’ attitudes and experiences in 

terms of teachers’ participation in in-service training and teachers’ 
gender? 

3- Are there significant differences in pupils’ attitudes and experiences in 
terms of teachers’ participation in in-service training and pupils’ gender?  

 
 

2. Method  
2.1 Participants and procedure 
In the empirical part of this article, we examine the possible changes in pupils’ 
attitudes to, and experiences in, school learning as a result of their teachers 
having attended in-service training. A panel study would be optimal to measure 
the degree of change, however, when this is not possible, a control group of 
pupils is used. Attitudes of two groups of randomly selected pupils are 
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compared: pupils whose teachers have participated in in-service training and 
pupils whose teachers have not participated in in-service training. 
 
The sample of the study consisted of 6000 pupils. Table (1) shows the descriptive 
statistics of the sample. By ‘trained teachers’ we mean those teachers who had 
participated in in-service training and by ‘non-trained teachers’ we mean those 
teachers who had not participated in in-service training. 
 

Table 1: Descriptive statistics of the sample 

Student gender Teacher training Total 

Trained Non-trained 

Male 1642 1425 3067 

Female 1534 1399 2933 

Total 3176 2824 6000 

 
It has been acknowledged that questionnaires for children can show lower data 
quality in comparison with adults (Fuchs, 2009), with poor reading skills being 
one clear reason. This problem can be overcome in research by clarifying and 
simplifying the questions to the students by the researchers surveying in the 
classroom (Borgers, Leeuw & Hox, 2000). Moreover, compared to older children, 
younger children tend to respond precisely to most of the questions which leads 
to better data quality. 
 
A vital phase of this research was conducting a pilot study before starting the 
main research. The purpose of the pilot study was to test the questionnaire to 
find out any problems or ambiguities with the questions. Piloting was carried 
out in December 2015, with data collected by three trainers/researchers from 
SCPTT. An all-girls cycle two school (grade 5-10, morning school) was selected 
for piloting. Data collection was done in four classes, using students of two 
trained and two non-trained teachers. Then, the instrument and its instructions 
were modified in-line with information received in piloting. 
 
The data was collected on five programmes conducted at SCPTT, i.e. the Arabic 
expert programme for Cycle one, Science programme, Mathematics programme, 
New Teachers programme and Centre associates programme (which is for 
senior teachers from different school subjects in Cycle one, Cycle two and Post 
Basic schools). The data were collected during the spring of 2016 from Cycle one, 
Cycle two and Post Basic schools across Oman. In most cases, the students filled 
in the questionnaire electronically in the school’s resource centre. (However, this 
was not possible in all schools due to network problems.) The researcher showed 
the students how to fill in the questionnaire electronically and read all the 
questions in the questionnaire clarifying anything that was unclear. 
 
2.2 Instrument 
A structured questionnaire with twelve questions, with a Likert-types scale to 
provide a number of responses in each question, was used to collect data. In our 
questionnaire each question contains statements to which the participants 
indicate their agreement or disagreement using a three-point Likert-type scale, 
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ranging from never (1), sometimes (2), and always (3). Unlike the conventional 
Likert scale, we used Visual Analogue Scales (VAS) to identify the students’ 
feelings. This question format can be used with open-ended and closed 
questions (Read & Fine, 2005). Images of face expressions (‘smileys’) were used 
in the questionnaire to make it easier for Cycle 1 students to respond.  
 
The 12 questions were grouped into three categories: liking school learning, 
pupils’ views on classroom engagement and pupils’ confidence in learning. 
Table 2 shows the categories and the questions from the questionnaire included 
in the categories. 
 

Table 2: Questions categorisation 

Categories Items 

Liking school learning 1, 8, 9 
Views on engagement 2, 4, 5, 7 
Confidence in learning 3, 6, 10, 11, 12 

 
The reliability of the questionnaire was checked using internal consistency. The 
results showed all items significantly correlated to the overall mean of the scale. 
The internal consistency of the scale, as determined by Cronbach's alpha, was 
0.64. 
 
2.3 Data analysis 
A quantitative method was used to analyse data obtained from the 
questionnaire. Using SPSS 23.0, cross-tabulation was used to determine pupils’ 
attitudes towards school learning. Two Way AVOVA was also performed to 
investigate the differences in pupils’ attitudes in terms of their gender and 
teachers’ participation in in-service training.   
 
 

3. Results 
In this section, the associations of students’ attitudes towards school learning 
with teachers’ participation in in-service training, students’ gender and teachers’ 
gender are analysed. In order to find out whether teachers’ participation in in-
service training has an impact on students’ attitudes towards learning and 
schooling, two groups of students are compared: those whose teachers have 
participated in the newly organised in-service training (‘trained’) and those 
whose teachers had not participated in the training (‘non-trained’). 
 
3.1 Pupils’ attitudes towards learning. 
Pupils attitudes towards learning was assessed through investigating level of 
liking school learning, views on engagement, and confidence in learning, as 
shown in Table 2. Regarding liking school subjects, Table 3 shows that more 
than 70% of Omani pupils stated that they always enjoy learning their subjects, 
as shown in Table 3, item no. 1. Working with classmates is much more popular 
than working individually. About 75% of pupils always enjoy working with 
classmates, while only about 4% of pupils never enjoy working individually.  
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Table 4 shows the pupils’ engagement. Almost 68% of pupils always get the 
opportunity “to discuss her/his learning activities more than just answering 
teacher’s questions”, and about 75%  always get the opportunity “to express 
her/his opinion, to discuss and to participate in the work” while doing group 
work. However, a relatively large number of pupils about (26%) always “have 
difficulties in understanding what is being taught in the class.”  
 
Regarding confidence in learning, approximately 60% of Omani pupils feel very 
confident in school leaning, as shown in Table 5. 
 
3.2 Teachers’ gender and participation in training 
The differences between male/female and trained/non-trained teachers in 
individual items in the three categories was also investigated. The results of 
cross-tabulation on teachers’ gender show that there is a clear gender effect in 
students’ attitudes. Students of female teachers showed consistently more 
positive attitudes than students of male teachers. Regarding training, there are 
substantial differences in attitudes between students of trained and non-trained 
teachers. The case of female teachers, these differences are in favour of trained 
teachers more consistently than in the case of non-trained teachers. Students of 
trained female teachers reveal more positive attitudes in all items. For example, 
they enjoy the subjects more than students of non-trained teachers, think that the 
teacher appreciates their work, get help if they face difficulties in understanding 
what is being taught, discuss their learning activities more than just answering 
teacher's questions, and express their opinions to discuss and participate. 
 
In the case of male teachers, the difference between students’ attitudes of trained 
and non-trained teachers is slightly in favour of students of non-trained teachers. 
This difference is shown in items 1, 8 and 9 as presented in Table 3. 
 

Table 3: Students’ attitudes on liking school learning by teachers’ gender and 
participation in in-service training 

Item Gender Teacher Never Sometimes Always Total% 

Q1. Do you enjoy 
this subject? 

Male Trained 2.6 30.0 67.4 100 
Non-
trained 

3.6 28.2 68.2 100 

Female Trained 0.9 18.5 80.6 100 
Non-
trained 

0.9 24.0 75.1 100 

All Trained 1.6 23.7 74.6 100 
Non-
trained 

2.2 26.0 71.8 100 

Q8. Do you enjoy 
working 
individually? 

Male Trained 27.8 41.1 31.1 100 
Non-
trained 

21.4 46.0 32.6 100 

Female Trained 16.4 41.2 42.3 100 
Non-
trained 

16.6 43.2 40.2 100 

All Trained 21.5 41.2 37.3 100 
Non-
trained 

18.9 44.5 36.6 100 
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Q9. Do you enjoy 
working with 
your classmates? 

Male Trained 4.0 23.3 72.7 100 

Non-
trained 

4.6 21.4 74.0 100 

Female Trained 3.7 18.7 77.6 100 

Non-
trained 

3.8 20.0 76.2 100 

All Trained 3.8 20.7 75.4 100 

Non-
trained 

4.2 20.7 75.1 100 

On the other hand, students of trained teachers had more positive attitudes 
regarding items 2, 4, 5 and 7 (Table 4). They are more likely to discuss their 
learning activities more than just answering teachers’ questions and to express 
their opinions when they are doing group work. 
 
To summarise the findings in Table 4, it seems that pupils of trained female and 
trained male teachers tend to feel more engaged in learning than pupils of non-
trained teachers. Pupils of trained teachers are probably taught by more active 
learning strategies which encourages them to be engaged in the whole lesson. 
This finding is supported by Skinner & Belmont (1993), who mentions that 
engaged pupils are energised, focused and enthusiastic, as opposed to pupils 
who are disengaged who tend to be easily distracted, passive, show low 
attention spans and are quickly discouraged when faced with a challenging task. 
 

Table 4: Students’ views on engagement by teachers’ gender and participation in in-
service training 

Item Teacher Gender Never Somet
imes 

Always Total
% 

Q2. Do you have difficulties in 
understanding what is being 
taught in the class? 

Male Trained 11.2 68.1 20.7 100 
 Non-trained 10.5 65.8 23.7 100 
Female Trained 12.9 55.8 31.3 100 
 Non-trained 13.4 57.8 28.8 100 
All Trained 12.1 61.4 26.5 100 
 Non-trained 12.0 61.6 26.4 100 

Q4. Do you get to discuss your 
learning activities more than 
just answering the teacher’s 
questions?         

Male Trained 5.5 31.3 63.2 100 
Non-trained 6.3 32.0 61.7 100 

Female Trained 2.8 23.7 73.5 100 
Non-trained 4.2 24.1 71.7 100 

All Trained 4.0 27.2 68.8 100 
Non-trained 5.2 27.8 67.0 100 

Q5. When doing group work, 
do you get to express your 
opinion, to discuss and to 
participate in the work? 

Male Trained 3.8 30.8 65.4 100 
Non-trained 6.4 35.7 57.9 100 

Female Trained 2.9 19.3 77.8 100 
Non-trained 2.2 22.5 75.3 100 

All Trained 3.3 24.4 72.3 100 
 Non-trained 4.2 28.7 67.1 100 

Q7. When you do independent 
work, do you have to wait for 
the others to finish, with 
nothing to do? 

Male Trained 24.7 55.1 20.2 100 
Non-trained 28.0 51.5 20.5 100 

Female Trained 28.2 51.3 20.5 100 
Non-trained 28.5 53.4 18.2 100 

All Trained 26.6 53.0 20.4 100 
Non-trained 28.3 52.5 19.3 100 
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Results regarding items related to confidence in learning (3, 6, 10, 11, and 12) are 
somewhat surprising. There is a clear gender division in the association between 
pupils’ confidence and teachers’ participation in in-service training. Pupils of 
trained female teachers are much more confident than those of non-trained 
female teachers, while pupils of non-trained male teachers are more confident in 
their learning than pupils of trained male teachers. Indeed, in all items, students 
of non-trained male teachers showed more positive experiences than students of 
trained male teachers. They get help more often when they face difficulties in 
understanding what is being taught, understand better what they are expected 
to do when they do independent work, know what they could do to learn more 
in class and at home, enjoy more often working with their classmates.  
 
Table 5: Students’ confidence in learning by teachers’ gender and participation in in-

service training 

Item Teacher Gender Never Sometim
es 

Always Total
% 

Q3. Do you get help if you 
have difficulties in 
understanding what is being 
taught? 

Male Trained 6.7 32.2 61.1 100 
Non-trained 5.8 30.5 63.8 100 

Female Trained 6.4 24.3 69.3 100 
Non-trained 6.0 28.3 65.6 100 

All Trained 6.5 27.9 65.6 100 
Non-trained 5.9 29.3 64.7 100 

Q6. When you do 
independent work, do you 
understand what you are 
expected to do? 

Male Trained 6.0 43.1 50.8 100 
Non-trained 5.1 37.7 57.2 100 

Female Trained 2.3 33.3 64.3 100 
Non-trained 3.1 34.0 62.8 100 

All Trained 4.0 37.7 58.3 100 
Non-trained 4.1 35.8 60.2 100 

Q10. Do you know what you 
could do in class to learn 
more? 

Male Trained 5.6 41.2 53.2 100 
Non-trained 7.5 38.0 54.5 100 

Female Trained 2.9 26.0 71.1 100 
Non-trained 3.8 28.9 67.3 100 

All Trained 4.1 32.7 63.2 100 
Non-trained 5.6 33.2 61.3 100 

Q11. Do you know what you 
could do at home to learn 
more? 

Male Trained 7.0 36.2 56.8 100 
Non-trained 6.7 32.8 60.6 100 

Female Trained 3.8 26.6 69.6 100 
Non-trained 4.4 28.2 67.4 100 

All Trained 5.2 30.9 63.9 100 
Non-trained 5.5 30.3 64.2 100 

Q12. Do you think your 
marks are fair? 

Male Trained 11.1 39.0 49.9 100 
Non-trained 10.1 36.0 53.9 100 

Female Trained 4.5 29.4 66.1 100 
Non-trained 5.8 31.5 62.6 100 

All Trained 7.5 33.7 58.9 100 
Non-trained 7.9 33.6 58.5 100 

The case of female teachers, pupils of teachers who have participated in in-
service training systematically are more confident. The gender difference is 
especially large in item 12: 66% of pupils of trained female teachers think that 
their marks are always fair, while only 54% of pupils of non-trained female think 
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the same way. In the case of male teachers, the effect of participation in in-
service training is negative: 50% of pupils of trained male teachers and 59% of 
pupils of non-trained male teachers say their marks are always fair. 
 
3.3 Pupils’ gender and teachers’ participation in training 
A two-way ANOVA test was conducted to examine the effects of students’ 
gender and teachers’ training on students’ attitudes (Table 6). Residual analysis 
was performed to test the assumptions of the two-way ANOVA. Outliers were 
assessed by inspection of a boxplot, Q -Q plots for each cell of the design was 
used to assess normality and homogeneity of variances was assessed by 
Levene's test. There were no outliers, residuals were distributed normally, but 
there was the heterogeneity of variances (p < 0.001). The reason behind it is the 
heterogeneity of the sample.  
 
The interaction effect between students’ gender and teachers’ participation in 
training on students’ attitudes was not statistically significant, F (1, 5596) = 
2.373, p = 0.124, partial η2 = .000. Therefore, an analysis of the main effect for 
students’ gender was investigated, and it indicated that the main effect was 
statistically significant, F (1, 5996) = 194.97, p < 0.001, partial η2 = .031. Female 
students (M = 2.5, SD = 0.23) had more positive attitudes towards learning than 
male students (M = 2.46, SD = 0.27) did. 
 

Table 6: Two-way-ANOVA for students’ attitudes by students’ gender and teachers’ 
training. 

Source of variance 
Sum of 
squares 

df 
Mean 
square 

F Sig 
Partial 
Eta 
square 

Students’ gender 12.19 1 12.19 194.97 < .001 0.31 

Training 0.406 1 0.406 6.50 0.011 0.001 

Gender* training 0.148 1 0.148 2.37 0.124  

Error 374.96 5996 0.063    

Total 37907.93 6000     

 
There was also statistically significant effects of teacher’s participation in 
training on students’ attitudes towards learning F (1, 5996) = 6.499, p = 0.011, 
partial η2 = 0.001. Students of trained teachers (M = 2.51, SD = 0.25) showed 
more positive attitudes towards learning than students of non-trained teachers 
(M = 2.49, SD = 0.26). 
 
 

4. Discussion and Conclusions 
According to results from the TIMSS and PIRLS international assessments, 
pupils in Oman tend to have positive attitudes towards schooling and learning, 
but at the same time perform poorly in mathematics, science, and literacy (MOE, 
2018a; MOE, 2018b). Thus, there seems to be a serious discrepancy between 
learning attitudes and learning outcomes. Due to low participation rates in early 
childhood education, Omani pupils have spent less time in formal education 
compared to pupils in most other countries. Low-performance levels in 



62 

©2019 The authors and IJLTER.ORG. All rights reserved. 

international tests can have a detrimental effect on the future economic 
wellbeing of the country and are, therefore, a critical concern for Omani 
education policymakers. One measure is taken to help overcome this has been to 
organise Teachers’ Professional Development (TPD) in a more systematic and 
comprehensive way through the establishment of the Specialised Centre for 
Professional Training of Teachers SCPTT with a remit to conduct in-service 
training for all personnel in education nation-wide. 
 
In this article, the impact of TPD on pupils’ attitudes to schooling and learning 
was examined. The sample of the study consisted of pupils of two groups: 
pupils of teachers who had participated in the newly organised in-service 
training and pupils of teachers who had not joined the training. A questionnaire 
for pupils consisted of 12 items to measure pupils’ attitudes towards schooling 
and learning. 
 
The results showed that female pupils have more positive attitudes toward 
learning than male pupils. This result is consistent with Houtte (2004), Lam et al. 
(2012), Martin (2004), OECD (2004), McGeown et al., (2015), Nickerson & Nagle 
(2004), Tinklin (2003), and Verkuyten & Thijs (2002). Indeed, in most countries 
participating in PISA, TIMSS, and PIRLS, the percentage of girls with positive 
attitudes towards schooling is much higher than that of boys. The difference 
between boys and girls in liking or disliking school has been known for decades 
(e.g. Tenenbaum, 1944).  
 
The results from our questionnaire show that teachers who have recently 
participated in TPD contribute positively to pupils’ attitudes to schooling and 
learning. Most likely, participation in the training programmes provides 
teachers with additional skills and active learning strategies focussing on pupils. 
These attempts reflect positively on pupils’ attitudes. This result is in line with 
the results of Piwowar, Thiel, and Ophardt (2013). 
 
Moreover, the study revealed that pupils of female teachers show more positive 
attitudes than pupils of male teachers - regardless of whether the teacher has 
participated in in-service training or not. This might be explained by the fact that 
female teachers are more interpersonally oriented and more focused on how 
pupils feel or process the materials, whereas male teachers are more task-
oriented as they focus on delivering the materials and they think that their job 
finishes as soon as pupils complete the tasks (Eagly & Johnson, 1990; Queller, 
1997). 
 
Unexpectedly, male students whose teachers had participated in training hold 
more negative attitudes towards their schooling than students whose (male) 
teachers had not undergone training. This finding might be explained in 
different ways. It might be that male teachers are failing to implement the 
desired changes in their classrooms (Al-Maskri et al., 2012). This assumption 
might imply that the training programmes are facing challenges to engage with 
male teachers. Male students may do not show interest because they feel 
uncomfortable with the new methods and activities their teachers are 
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introducing. It could also be that they do not like the change. It might be because 
teachers are putting more pressure on students by applying new strategies to 
push them to think harder.  Another explanation could be the fact that boys are 
generally less positive than girls about school (Lam et al., 2012; Lee, 2016).  
 
 

5. Limitations and Recommendations  
There are some limitations in this study that research may solve in future 
studies.  

• A sample of wide- ranged student age. The study targeted students aged 
between 9 and 18 years. The study could not ignore younger students 
since some of the programmes (e.g. Arabic language) are mainly for 
teachers of young students. We tried to overcome this issue by using 
facial visual analogue scale to help young learners to respond.  

• Unequal size of teaching experience groups (new teachers, 3-7 years, 8-12 
years and more than 12 years), so this variable was excluded from the 
analysis. Since we have only one programme for new teachers and the 
other four training programmes in this study are for experienced 
teachers, we could not control the numbers of teachers in each work 
experience group. 

• This study used cross-sectional method since we were not able to 
conduct a longitudinal one due to the length of time such type of 
research require. We solved this issue by taking a wide range of ages and 
classes (9 to 18 years) for comparison of two groups. 

• Despite the poor performance in international tests, Omani pupils show 
positive attitudes towards schooling and learning. This attitude might be 
because Omani pupils respect their teachers and tend to be positive in 
answering the questionnaires in the absence of their teachers. Thus, using 
a similar tool in different cultural context would probably not produce 
similar results for comparison. 

• Reasons behind the negative attitudes of students of male trained 
teachers need further investigation in future research to understand them 
and take action to address these negative attitudes.  

Overall, teachers’ training proves to be effective in changing pupils’ attitudes 
towards learning. Yet, the planning of TPD programmes need to focus more on 
the strategies targeting male teachers and to encounter the gender differences in 
the programme materials. 
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