
Teacher Education Students’ Motivation and Professional Learning Beliefs

Results
An explanatory model was specified with coefficients estimated to test the hypotheses
• The predicted relationships between variables were tested through structural equation modelling
• Four models were tested (the fourth model was the best fitting model – see Figure 2)
• Number of free parameters was limited to less than 31 (given sample size) 
• Chi-square value for the explanatory model (χ2 = 38.96, df = 29) revealed a p-value of .10
• Relative chi-square (χ2 value/df = 1.34) indicated an acceptable fit (< 2)
• Established cut-offs were used to determine an acceptable degree of fit for the chosen indices12

• The best fit for the data (χ2 = 174.39, df = 44, p < .05.) is displayed below with standardized coefficients marking the paths.
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Abstract 
Teachers’ professional growth is a career-long process influenced by many 
complex factors. We argue that coursework during initial teacher education is the 
first and foundational professional learning experience for teachers. To enhance 
understanding of motivation and emerging beliefs about professional learning, we 
examined 153 education students’ questionnaire responses to answer the 
following question: 

By testing predictive relationships between variables through structural equation 
modelling, we highlight connections between current motivation as students and 
prospective motivation for professional learning. With particular attention to 
collaboration, we conclude with recommendations for teacher education providers 
and implications for future research.
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Objectives 
Examining relationships among teacher education students’ motivational beliefs at 
an early stage of their professional learning (i.e., coursework) is important 
because the more we know about their motivation and engagement, the more we 
can help enhance their professional growth during initial teacher education. By 
understanding the emerging beliefs that pre-service teachers hold for teachers’ 
professional learning (TPL), we can better support and direct them towards an 
optimal expectation for, and enhanced experience of, professional learning. 

Theoretical Framework 
Bandura’s social cognitive theory1 provides an overarching framework for the 
premise that TPL influences, and is influenced by, teachers’ motivational beliefs 
and practices. Here, learning is viewed according to three sets of reciprocal 
influences with personal (e.g., teachers’ self- efficacy) and environmental
influences (e.g., collaborative climate) encouraging behaviors of engaged 
teaching and learning that lead to professional growth and enhanced teaching 
practice. Because teacher motivation research is complex and cannot be reduced 
to a system of just personality traits or developmental trends, Kaplan2 called for a 
common model of integrated and reciprocal influences. 

Bandura’s reciprocal influences model (see Figure 1) framed our study with 
integrated components (from job demands-resources model,3 self-determination 
theory4 and the Factors Influencing Teaching Choice framework5) that encapsulate 
the definition of motivation:

the initiation of and persistence in professional behaviors that can be related to 
self-determined or engaged teaching.

Methods
Participants
153 students enrolled in a second-year education course within a teacher education program at a Canadian university.
à 37% Elementary, 63% Secondary 
àMajority (75.2%) were female
àMean age of 22.91

Measures
Our analyses were based on the responses to one questionnaire administered online via Survey Monkey©

• One item based on the Motivation to Teach subscale of the FIT-Choice scale7

• Revised version of the 5-item Teaching Satisfaction Scale8 (for current satisfaction with choice of teaching as a profession)
• Teachers’ Sense of Efficacy Scale9 (adapted for pre-service teachers)
• Utrecht Work Engagement Scale for Students - Short Form10 (since the participants were students enrolled in teacher training)
• Three newly created measures related to professional learning: Types, Reasons, and Beliefs11

Analyses
The focus of the analyses was on relationships among motivational variables (motivation to pursue an education degree, career
choice satisfaction) and the extent to which they influenced education students’ beliefs about teachers’ professional learning (as 
measured by reasons and beliefs). In addition, professional learning types (individual, one-to-one, collaborative group) were 
included in analyses, as was program level. Statistical analyses were performed using SPSS 22 with structural equation modelling
through Mplus 7.3.

Figure 1. Examples of influences in the professional lives of teachers. The diagram is 
based on Bandura’s triarchic reciprocal causality model. 

Note. “Personal influences” include personal resources while “environmental influences” 
include job demands and job resources. TPL = teachers’ professional learning. 

Hypotheses
1. Given the relationships detailed within Watt and Richardson’s FIT-Choice framework,6 a teaching-related motivation for pursuing 

an education degree and higher satisfaction with career choice will predict higher teachers’ self-efficacy.

2. Since efficacy beliefs are a personal resource and an important influence on human achievement in educational settings, 
education students’ level of teachers’ self-efficacy will predict current engagement as a learner in initial teacher training.

3. Teacher education students’ engagement in current learning will predict the value associated with future learning activities.

4. Program level will predict the level of importance placed on different types of professional learning, with elementary teacher 
education students reporting higher values for collaborative professional learning than those in the secondary program.

Figure 2. Model for education students’ motivation and professional learning. Bold connectors represent significant parameter estimates (dotted 
lines represent non-significant estimates). Note. Program level (0 for secondary; 1 for elementary). 

How do personal characteristics, self-efficacy, and current course engagement 
influence the professional learning beliefs of students at the beginning of their 
teacher education program? 

Conclusions 
Several findings provide insight into teachers’ professional learning (TPL) and 
motivation with most providing support for previous research and implications for 
practice and future research. 

Hypothesis 1:
Given previous work that connected the motivation to teach with satisfaction and 
self-efficacy, it was not surprising to find a more teaching-related (intrinsic) 
motivation to pursue an education degree predicting greater career choice 
satisfaction, and in turn, teacher self-efficacy.

Hypothesis 2:
Support for extending known connections between teacher self-efficacy and 
teaching engagement was also found with teacher self-efficacy predicting 
engagement in teacher education coursework.

Hypothesis 3:
Education students’ engagement in current learning predicted the value
they placed on future learning activities. Of specific interest was the predictive
and positive relation of TPL Value (i.e., reasons for and beliefs about professional 
learning) with three types of professional activities for teacher education students.

Hypothesis 4:
Anecdotal and empirical evidence13 demonstrate clear differences between 
elementary and secondary school cultures, with more school-wide teacher 
collaboration occurring at the elementary level. As expected, higher values for 
collaborative TPL were reported by students enrolled in the elementary program.

Since program level as an overall independent 
variable did not result in the best-fitting model, 
it was tested as a direct predictor on 3 TPL types:
• One-to-one (ns) 
• Collaborative (β = .16) 
• Individual (β = -.26)

Revealing significant relationships:
• Elementary à Collaborative TPL 
• Secondary à Individual TPL

Scholarly Significance
Although teacher education programs play an important role in relation to effective 
professional learning, initial teacher education and the professional learning of 
practicing teachers remain weakly coordinated.14

Our research highlights the important connections between teacher education 
students’ current motivation and prospective professional learning beliefs with 
a call for particular attention to collaborative practices. During initial teacher 
education programs, students learn how to foster collaborative classroom learning 
among students, yet collaborative skills for teachers are rarely addressed or 
taught. Teacher education providers need to support the development of 
education students’ effective collaboration skills that will later contribute to 
professional growth, influence colleagues, and transform school cultures. 

Exploring teacher education students’ beliefs about professional learning early on 
in the teacher education program can help teacher educators foster motivation 
within the program and identify developmental areas that help satisfy basic 
psychological needs (i.e., intrinsic motivators).

By considering initial teacher education as a foundational time for professional 
growth, teacher education providers can help foster an engaged and 
collaborative culture in both elementary and secondary programs – one that 
can be transferred to practice.

Goodness-of-fit values for chosen indices
• RMSEA of .05 (good) 
• SRMR of .05 (good)
• 90 percent CI of 0 - .08 (adequate)
• CFI of .92 (adequate)
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