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13.1            Introduction 

 This chapter addresses teachers’ motivational characteristics as an aspect of their 
professional competence. As the previous chapters have shown, recent research on 
individual differences among teachers has focused primarily on knowledge and 
beliefs as cognitive components of professional competence that are sometimes 
subsumed under the term “expertise” (Bromme  2008 ). However, if competence is 
understood to include both the ability  and  the willingness to cope with the demands 
of a given situation (Connell et al.  2003 ; Klieme and Leutner  2006 ; Weinert  2001 , 
an exclusive focus on the cognitive characteristics of teaching seems to fall short of 
the mark. The complex demands of the teaching profession require—on both a day- 
to-day and a long-term basis—intense concentration, attention, and the ability to 
deal with failure, as well as a readiness to remain engaged over long periods of time, 
to expose oneself repeatedly to new situations, and to take advantage of the learning 
opportunities that may result (Feldon  2007 ; Floden and Buchmann  1993 ; Oser and 
Baeriswyl  2001 ). An important point frequently made regarding the demands of the 
teaching profession is that teachers are themselves responsible for continuously 
developing their professional competence and that they need to initiate their own 
learning processes to meet the challenges of the profession (Oser  1997 ). The extent 
to which teachers succeed in fulfi lling these short- and long-term demands depends 
in large part on their general motives, their goals, the value they attribute to teach-
ing, and their confi dence in their own teaching abilities—all these are motivational 
characteristics that may vary from one teacher to the next. 

 For these reasons, the COACTIV model includes motivational characteristics as an 
aspect of teachers’ professional competence. Motivational characteristics are habitual 

    Chapter 13   
 Motivation as an Aspect of Professional 
Competence: Research Findings on Teacher 
Enthusiasm 

             Mareike     Kunter    

    M.   Kunter    (*)
  Institute of Psychology ,   Goethe University Frankfurt, PEG ,  Grüneburgplatz 1, 
   60323 Frankfurt, Germany  
 e-mail:   kunter@paed.psych.uni-frankfurt.de       

M. Kunter et al. (eds.), Cognitive Activation in the Mathematics Classroom 
and Professional Competence of  Teachers, Mathematics Teacher Education 8,
DOI 10.1007/978-1-4614-5149-5_13, © Springer Science+Business Media New York 2013



274

individual differences in goals, preferences, motives, and affective–evaluative 
qualities that interact with other individual characteristics as well as with the char-
acteristics of the situational context to determine the types of behavior that people 
display, and the intensity, quality, and duration of that behavior (Mitchell  1997 ). 
This chapter addresses motivational characteristics that are related directly to the 
classroom context; Chap.   14     will address general occupational motivation from the 
perspective of occupational self-regulation. 

 This chapter begins by introducing motivation as an aspect of professional com-
petence and offering a brief overview of research fi ndings on teacher motivation in 
order to set the research carried out within COACTIV framework in a broader con-
text. Extending on previous fi ndings, we have focused in COACTIV on a hitherto 
neglected aspect of motivation: that of enthusiasm as an intrinsic motivational ori-
entation. Our central research questions concern the stability or variability of teacher 
enthusiasm, on the one hand, and the role of teacher enthusiasm as a predictor of 
instructional quality and, in turn, student learning outcomes, on the other. The chapter 
concludes with a review of the current state of knowledge and an outlook on future 
research questions and their practical implications.  

13.2     Motivation as an Aspect of Teacher Competence 

 Motivation is a frequent topic in the theoretical literature on the teaching profession. 
In older works as well as in popular discussion, it is often depicted as a one- 
dimensional construct, as a kind of inner energy and vitality that determines the 
intensity of teachers’ behavior. This perspective generally assumes that only those 
who possess a particularly “high level” of motivation are suited to the teaching 
profession at all. Because it tends to offer low material compensation, 1  few oppor-
tunities for advancement, and relatively few tangible positive reinforcements, 
teaching is often viewed as a profession that is not in itself intrinsically motivating 
(Lortie  1975 ). 

 Such a one-dimensional construct of motivation, which merely specifi es a cer-
tain level of motivation as a necessary qualifi cation for the teaching profession, does 
not, however, adequately refl ect the complex underlying processes that result in 
teachers engaging more or less successfully with their work. In psychological the-
ory, “motivation” refers to individually varying personal characteristics that consti-
tute the reasons for human behavior (Pintrich  2003 ; Rheinberg  2006 ). Psychological 
research on motivation distinguishes a number of motivational constructs that are 
viewed as conditions for the initiation and maintenance as well as the quality of 
actions (Mitchell  1997 ; Pintrich  2003 ). Teaching is a complex activity that requires 
a high degree of self-regulation. As psychological research has shown, it is in pre-
cisely these types of activities that motivational characteristics serve as important 
predictors of how successfully individuals meet situational demands (Kanfer and 

1    This argument is frequently found in the US literature, as US teachers long received very low 
salaries.  
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Heggestad  1997 ). Especially in the classroom context, teachers need to act in a 
goal-directed manner, but at the same time to react fl exibly to diffi culties and 
impediments—which requires a high level of concentration, effort, and the ability 
to deal with resistance (Feldon  2007 ; Lin et al.  2005 ; Sternberg and Horvath  1995 ). 
Like other professionals, teachers demonstrate different levels of willingness to deal 
productively with these challenges—frequently as result of a conscious decision 
made on the basis of their own, individually varying goals and expectations. 
Motivational research offers several constructs that can be applied fruitfully to the 
teaching context to explain these different actions and levels of readiness to act. 

 In contrast to the substantial body of research on knowledge and beliefs, research 
on teacher motivation and particularly on classroom-oriented motivation is sparse 
and has only recently begun to take off (see Alexander  2008 ; Woolfolk Hoy  2008 ). 
At present, there is little empirical evidence on the motivational qualities predicting 
teachers’ instructional success and/or on how these motivational qualities develop. 
To contextualize the approach taken in COACTIV, the following section provides a 
brief outline of key fi ndings from three main areas of research on teacher motiva-
tion: reasons for choosing the profession, self-effi cacy beliefs, and teachers’ intrin-
sic orientations or enthusiasm. This last area has been a focus of COACTIV research 
and will be addressed in more detail. 

 The starting point for the systematic investigation of teacher motivation was the 
question of why people decide to become teachers in the fi rst place. In the terms of 
motivational psychology, this question primarily concerns the initiation of behavior. 
Based on Lortie’s groundbreaking work ( 1975 ), research on the reasons for choosing 
a teaching career has identifi ed different types of motivation, frequently distinguish-
ing between extrinsic motivations (i.e., leisure, fi nancial advantages, status, security, 
or the occupation being family friendly) and intrinsic motivations (subject interest, 
enjoyment of working with children and teenagers, the desire to make a contribution 
to society; see Brookhart and Freeman  1992 ; Watt and Richardson  2007 ). On the 
whole, these works indicate that prospective and practicing teachers rate intrinsic 
motivations as highly important in their choice of occupation and extrinsic motivations 
as less important. However, research using individual diagnostic tests to identify 
combinations of motivations that predict successful professional practice has pro-
duced mixed results. Cross-sectional studies have found people who reported higher 
levels of intrinsic motivation as the reason for their career choice to show higher 
career satisfaction and greater professional commitment (Reyes  1990 ; Watt and 
Richardson  2007 ). On the other hand, studies directly exploring the relationship 
between motivation and aspects of professional practice—for example, the length 
of time an individual remains in the profession—have not consistently found intrin-
sic motivations to be advantageous (Miech and Elder  1996 ; Wilhelm et al.  2000 ). 
Studies using the motivations underlying teachers’ career choice to explain their 
subsequent teaching success, ideally from a longitudinal perspective, are scarce. 
As a result, no fi rm conclusions can yet be drawn on the practical relevance of indi-
vidually varying reasons for the choice of a teaching career. 

 In contrast to research on the reasons for choosing a teaching career, in which the 
primary interest is on motivational characteristics at career entry, research on teach-
ers’ self-effi cacy beliefs focuses on identifying motivational differences among 
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teachers already working in the profession and on understanding the consequences 
of these differences for their teaching practice. From the perspective of motivational 
psychology, the aim of this strand of research is therefore to identify predictors of 
high-quality teaching. Based on Bandura’s ( 1997 ) construct of self-effi cacy, teach-
ers’ self-effi cacy beliefs are defi ned as their own assessments of how successful 
they are in facilitating and supporting student learning and achievement, even when 
students seem diffi cult or unmotivated (Tschannen-Moran and Woolfolk Hoy  2001 ). 
Various studies have indicated that high self-effi cacy beliefs may help individuals to 
meet occupational demands. For example, teachers with high self-effi cacy beliefs 
have been shown to employ more innovative and effective methods, to provide 
higher-quality teaching, to show fewer symptoms of stress in the long term, and to 
demonstrate greater readiness to engage in their work outside the classroom (e.g., 
Brouwers and Tomic  2000 ; Caprara et al.  2006 ; Morris-Rothschild and Brassard 
 2006 ; Schmitz and Schwarzer  2000 ; Skaalvik and Skaalvik  2007 ; Stein and Wang 
 1988 ; Wolters and Daugherty  2007 ). In the COACTIV sample, too, positive self- 
effi cacy beliefs were associated with better instructional quality (Holzberger et al. 
in press) and lower emotional exhaustion and higher satisfaction (Klusmann et al. 
 2006 ), and data provided by teacher candidates in the COACTIV-R follow-up study 
showed that high self-effi cacy beliefs were associated with increased occupational 
well-being and more intensive learning activities (Seiz  2009 ). The empirical evi-
dence that positive self-effi cacy beliefs are a relevant aspect of teachers’ profes-
sional competence is therefore strong. 

 Intrinsic orientations and enthusiasm represent a further dimension of motivation. 
A fundamental hypothesis in research on teacher motivation is that teachers who see 
their occupation as valuable and important will invest greater effort and persever-
ance in their work and achieve better results (Kunter and Holzberger,  in press ). From 
the perspective of motivational psychology, the focus here is thus again on meaning-
ful determinants of the quality of action. The underlying hypothesis has been sup-
ported by fi ndings in the psychology of motivation, which have established the 
importance of intrinsic orientations—that is, the stable, positive experience of spe-
cifi c activities or subject areas—for functional behaviors in various learning and 
work contexts (Eccles and Wigfi eld  2002 ; Ryan and Deci  2000 ). As a motivational 
characteristic that represents such an intrinsic orientation among teachers in particu-
lar, the concept of enthusiasm is often investigated. Correlational and experimental 
studies in the fi eld of instructional research, in which enthusiasm has been defi ned as 
an animated style of presentation distinguished by positive affective expression, 
have demonstrated that students with highly enthusiastic teachers exhibit higher 
motivation for the subject and—although results are not conclusive—better learning 
behaviors and higher achievement outcomes (Babad  2007 ; Brigham et al.  1992 ; 
Frenzel et al.  2009 ; McKinney et al.  1984 ; Patrick et al.  2003 ). Accordingly, enthu-
siasm is often identifi ed as a characteristic of effective teachers and thus appears to 
be an important motivational characteristic in the instructional context (Brophy and 
Good  1986 ; Gage and Berliner  1996 ). However, most empirical studies on enthusi-
asm conducted to date have used observational or student rating data to identify 
individual differences in teacher enthusiasm. Whether the behavioral styles observed 
were unambiguously attributable to the teachers’ more positive evaluations of their 
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profession—in the sense of a habitual motivational characteristic—could not be 
inferred from these data. It thus remains unclear to what extent enthusiasm is to be 
understood as a teacher characteristic or as an instructional aspect—and whether or 
not it can really be considered an aspect of teachers’ professional competence. 
Clarifying this point was a primary objective of our research on motivational charac-
teristics in COACTIV.  

13.3     The Investigation of Teacher Enthusiasm in COACTIV 

 Prior to COACTIV, almost no empirical studies had conceptualized teacher enthu-
siasm as an individual characteristic and examined it in relation to teachers’ class-
room practice or students’ learning outcomes. Moreover, previous studies have been 
relatively vague in terms of defi ning enthusiasm and explaining how it differs from 
other constructs. Long and Woolfolk Hoy ( 2006 ), for example, referred to “enthusi-
asm,” “love of the subject,” as well as “interest” when describing teachers who are 
highly intrinsically motivated. 

 Within the COACTIV model of competence, enthusiasm is conceived as an indi-
vidual orientation refl ecting a habitual positive affective experience of one’s profes-
sional activities (Kunter et al.  2008 ). It is expected that teachers who are highly 
enthusiastic about their profession will also demonstrate more functional behavior—
for example, higher instructional quality. Drawing on the theory of interest (Krapp 
 2002 ) and the literature on intrinsic motivation (Rheinberg  2006 ; Schiefele  2008 ), 
we make a further theoretical distinction between two dimensions of enthusiasm: an 
activity-related dimension—that is, enthusiasm for teaching—and a topic-related 
dimension, that is, enthusiasm for the subject taught. This distinction refl ects the 
dual role of teachers, who serve, on the one hand, as educators and, on the other, as 
experts in their fi eld. This dual role is a salient characteristic of the teaching profes-
sion. For many aspiring teachers beginning their professional education, interest in 
working with students is the dominant motivation; for a similarly large group, interest 
in a particular subject is the decisive factor (see Pohlmann and Möller  2010 ; Watt 
and Richardson  2007 ). Similar differences can be found between groups of teachers 
who have been trained to work in different school types, with academic-track teach-
ers typically identifying more with their role as experts in their fi eld, and teachers in 
other secondary tracks or elementary schools clearly identifying with their role as 
educators (see Pohlmann and Möller  2010 ). It can thus be assumed that there are 
motivational distinctions between individual teachers in terms of their enthusiasm 
for their subject and, independent of their subject, their enthusiasm for interacting 
with students. Prior to COACTIV, this distinction was not drawn in the literature on 
teacher enthusiasm. It is undoubtedly relevant for identifying key areas of teacher 
competence, however, and research was needed to investigate whether both dimen-
sions are equally important in teaching practice. 

 A core focus of COACTIV was therefore to empirically validate these two theo-
retically postulated dimensions of teacher enthusiasm and to evaluate whether they 
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have differential signifi cance for teaching experience and practice. To capture the 
two dimensions of enthusiasm, we therefore developed items relating to either 
subject matter (e.g., “Even now, I am still enthusiastic about the subject of math-
ematics”) or aspects of teaching (“I teach mathematics in this class with great 
enthusiasm”) that were administered at both points of measurement. 

 Our main fi ndings confi rmed the theoretically posited distinction between the 
two dimensions of enthusiasm. The two scales—enthusiasm for mathematics and 
enthusiasm for teaching—were moderately correlated, suggesting that teachers who 
are enthusiastic about their subject do not necessarily enjoy teaching and vice versa 
(see Fig.  13.1 ; Kunter et al.  2008 ,  2011 ). Substantial interindividual differences 
among teachers were found for both dimensions: an age effect emerged for enthusiasm 
for teaching (older teachers were less enthusiastic) and subject-related enthusiasm 
was related to school type (teachers in academic-track schools were more enthusi-
astic about mathematics)—in both cases, however, the effect sizes were relatively 
small (Kunter et al.  2007 ,  2008 ).

   These fi ndings suggest that there are interindividual differences among teachers 
in terms of their habitual enthusiasm for both their subject and their primary activity—
that is, teaching. However, in order to defi ne enthusiasm as a characteristic of pro-
fessional competence, at least two other conditions must be fulfi lled. First, it must 
be shown that enthusiasm is habitual (i.e., relatively stable), but also malleable 
(Pekrun and Helmke  1991 ). Second, the practical relevance of the interindividual 
differences observed must be demonstrated. In other words, we need to test whether 
teachers’ enthusiasm impacts their classroom instruction and, in turn, their students’ 
learning outcomes. The following sections address these two issues. 

13.3.1     Findings on the Stability and Malleability of Enthusiasm 

 In contrast to the more cognitive aspects of competence, it is necessary to consider 
whether motivational orientations can indeed be understood as a fundamentally 
learnable and malleable aspect of competence. The investigation of reasons for 

Subject Teaching

r = .36

r = latent correlation; dashed lines = items added to the expanded scales.
χ2 (2,N = 323) = 3.899; p < .05; CFI = .994, RMSEA = .011; SRMRbetween= .019; BIC = 2250.899.   

  Fig. 13.1    Measurement model distinguishing between the two dimensions of enthusiasm       
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choosing the teaching profession, with its underlying assumption that the original 
motivation for becoming a teacher has long-term consequences for how well indi-
viduals adapt to their work and conduct themselves in professional life, implies an 
underlying stability and thus inalterability of that motivation. Likewise, the idea that 
teachers must demonstrate “high” motivation in order to succeed in the profession 
on the long term implies that motivational orientations are stable across time and 
situations. However, these assumptions are not supported by existing fi ndings, some 
of which derive from motivational research in other professions. For instance, 
diverse studies have shown that intrinsic orientations in educational or professional 
contexts can increase or decrease as a function of characteristics of the social envi-
ronment (Ryan and Deci  2000 ), that self-effi cacy beliefs can be enhanced by train-
ing and targeted interventions (Campbell  1996 ; Glickmann and Tamashiro  1982 ; 
Hagen et al.  1998 ) and that even reasons for the choice of profession change over 
the course of professional education (Schutz et al.  2001 ). 

 Results from COACTIV suggest that teacher enthusiasm is not an immutable trait, 
but rather that it may change over time and vary according to context. Drawing on data 
from the 1-year longitudinal COACTIV study, we calculated the stability coeffi cients 
for enthusiasm for the subject and enthusiasm for teaching for 155 teachers who had 
participated in the survey at both measurement points and who had taught the same 
classes at both (i.e., we computed the correlations between the motivational variables 
at the fi rst and second measurement points). In order to exclude changes due to mea-
surement errors, we used structural equation models with covariate measurement 
errors to compute latent correlations. Findings showed medium to high stability, with 
 r  = 0.72 for subject enthusiasm and  r =  0.61 for teaching enthusiasm (for both  r: 
p  <0.05). The difference in the magnitude of the coeffi cients was statistically signifi -
cant, indicating that enthusiasm for the subject was somewhat more stable than was 
enthusiasm for teaching. Teachers who reported enjoyment of teaching in one year did 
not necessarily report it again or to the same extent in the next year. Thus, these fi nd-
ings suggest that there is some room for change in teacher enthusiasm. 

 Moreover, the two dimensions of enthusiasm seem to be affected by context, 
although to different extents (see Kunter et al.  2011 ). In a cross-sectional analysis of 
data obtained at the fi rst measurement point, we examined the relationship between 
teacher self-reports of enthusiasm (for teaching and the subject) and various charac-
teristics of the classes taught: structural characteristics (class size, percentage of 
girls), student characteristics (mean mathematics achievement, mean enjoyment of 
mathematics), and characteristics of the teaching situation (diffi culty maintaining 
discipline as measured by student ratings). This analysis revealed that the two 
dimensions of enthusiasm were differentially related to class characteristics: enthu-
siasm for teaching was predicted by student motivation (positive correlation) and 
disciplinary problems (negative correlation), whereas enthusiasm for the subject 
varied independently of class characteristics. Thus, whereas subject enthusiasm was 
independent of student characteristics—indicating a relatively high level of situa-
tional stability—teachers in classes with highly motivated students and fewer 
 disciplinary problems took more pleasure in teaching those classes, indicating a 
higher situational variability of this dimension of enthusiasm. These fi ndings were 
replicated in other teacher samples (Kunter et al.  2011 ).  
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13.3.2     The Importance of Teacher Enthusiasm for Instructional 
Practice and Student Learning Outcomes 

 Teachers thus differ in terms of both their subject enthusiasm and their enthusiasm 
for the activity of teaching. But what are the practical implications of these differ-
ences? The literature on intrinsic motivation (e.g., Eccles and Wigfi eld  2002 ; Gagné 
and Deci  2005 ; Ryan and Deci  2000 ) suggests that intrinsically motivated persons 
show higher engagement, which—for teachers—might be refl ected, for example, in 
higher levels of continuing professional development, more intensive lesson preparation, 
and a greater openness to using new methods. This high engagement could lead to 
higher instructional quality, which in turn favorably impacts students’ development. 
Initial studies on related characteristics, such as autonomous motivation and fl ow 
experience, indicate that differences in teachers’ intrinsic experience of the profes-
sion are indeed associated with differences in the motivation of the students they 
teach (Bakker  2005 ; Roth et al.  2007 ). Furthermore, studies have found that stu-
dents of more intrinsically motivated (i.e., enthusiastic) teachers are more interested 
in the subject, enjoy their lessons more, and give their teachers higher ratings on 
instructional quality (Frenzel et al.  2009 ; Roth et al.  2007 ). These studies did not, 
however, distinguish between the subject and the activity of teaching, meaning that 
it remains unclear which form of enthusiasm is relevant. Moreover, the previous 
research did not address the possible effects of teacher enthusiasm on student 
achievement. 

 In COACTIV, we examined these questions in depth, drawing on data from the 
175 classes that participated in the longitudinal PISA/COACTIV assessment in 
grades 9 and 10. Our aim was to study whether students in classes with highly 
enthusiastic teachers were also more motivated and showed better learning out-
comes. In testing this causal hypothesis, it was important to bear in mind that the 
PISA assessment took place at the end of the school year. Thus, at the fi rst point of 
measurement (end of grade 9), the teachers had already been teaching the students 
for almost an entire school year. If an association were to emerge between teacher 
enthusiasm and student variables at this fi rst point of measurement, it would be 
impossible to determine conclusively whether this association could be interpreted 
as an effect of the teacher on the students. It is equally possible that teachers display 
high enthusiasm because their classes are motivated and perfom at a high level (see 
Kunter et al.  2011 ; Stenlund  1995 ). Distinguishing between class effects on teacher 
enthusiasm and effects of teacher enthusiasm on the class in order to determine the 
causal direction of the relationship would require an experimental control design. In 
the following analyses, we were able to capitalize on a feature of the COACTIV 
design to isolate the effect of enthusiasm to the greatest extent possible: in a small 
subsample of 28 classes, a change of teacher occurred between the two points of 
measurement. Thus, these 28 classes were exposed to the “treatment” of a more (or 
less) enthusiastic teacher, allowing causal interpretation of fi ndings. 

 Separating between groups with and without a change of teacher, we therefore 
estimated multilevel regression models in which both of the teacher enthusiasm 
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    Table 13.1    Predicting mathematics achievement in grade 10   

 Predictors 

 Same teacher  New teacher 

 Model 1  Model 2  Model 1  Model 2 

  b (SE)    b (SE)    b (SE)    b (SE)  

  Student level  
 Achievement in grade 9  0.53 (0.02)*  0.53 (0.02)*  0.52 (0.04)*    0.52 (0.04)* 

  Teacher level  
 Enthusiasm for subject  —  0.01 (0.03)  —  −0.06 (0.05)* 
 Enthusiasm for teaching  —  0.06 (0.03)*  —  0.11 (0.05)* 

  R ² individual level  0.23  0.23  0.23  0.23 
  R ² teacher level  0.74  0.75  0.79  0.80 

 Variance between classes for 
grade 10 achievement 

 37%  22% 

    Note :  b  HLM regression weight,  SE  standard error of  b, R  2  proportion of variance explained 
 * p  < 0.05  

    Table 13.2    Predicting enjoyment of mathematics in grade 10   

 Predictors 

 Same teacher  New teacher 

 Model 1  Model 2  Model 1  Model 2 

  b (SE)    b (SE)    b (SE)    b (SE)  

  Student level  
 Enjoyment, grade 9  0.70 (0.01)*    0.70 (0.01)*  0.65 (0.03)*  0.65 (0.03)* 

  Teacher level  
 Enthusiasm for the subject  —  −0.02 (0.02)*  —  −0.02 (0.05)* 
 Enthusiasm for teaching  —  0.04 (0.02)*  —  0.18 (0.06)* 

  R  2  individual level  0.47  0.47  0.41  0.41 
  R  2  teacher level  0.71  0.72  0.10  0.39 

 Variance between classes for 
grade 10 enjoyment 

 6%  7% 

    Note :  b  HLM regression weight,  SE  standard error of  b, R  2 , proportion of variance explained 
 * p  < 0.05  

scales (assessed at two points of measurement) were used to predict students’ math-
ematics achievement (curriculum-valid test, grade 10) and enjoyment of mathemat-
ics (questionnaire, grade 10). To control for students’ baseline characteristics, we 
included individual-level mathematics achievement in grade 9 (PISA test) and 
enjoyment of mathematics in grade 9, respectively, as additional predictors. 
Tables  13.1  and  13.2  present the results of these analyses. Teachers’ enthusiasm for 
teaching positively affected both student achievement (Table  13.1 ) and student 
motivation (Table  13.2 ): classes with teachers who reported higher enthusiasm for 
teaching showed higher achievement at the end of the school year and a greater 
increase in students’ enjoyment of mathematics. This association applied only to 
enthusiasm for teaching and not to enthusiasm for mathematics. Furthermore, as 
expected, stronger effects were found for classes in which there was a change of 
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teacher. This difference was particularly pronounced for students’ enjoyment of 
mathematics, where the amount of variance explained at the class level increased 
substantially when teachers’ enthusiasm for teaching was included in the model 
(from 10% to 39%). These results show that teachers’ enthusiasm for teaching 
predicts their students’ motivational development (assessed in terms of their enjoy-
ment of the subject of mathematics). Whether these positive effects are indeed the 
result of enthusiastic teachers providing high-quality teaching will be explored in 
the following.

    We next examined the relevance of the two dimensions of enthusiasm for teach-
ers’ classroom practice in terms of three aspects of instructional quality: classroom 
management, cognitive activation, and constructive support (see Chap.   6    ; Kunter 
et al.  2008 , for details of our operationalization of instructional quality). We used 
self-report measures from the teacher questionnaire as well as student ratings from 
the student questionnaire as indicators of each aspect of instructional quality. 
Multilevel structural equation models were used to predict each aspect of instruc-
tional quality from the teachers’ enthusiasm for mathematics and enthusiasm for 
teaching. The results of the analyses (see Table  13.3 ) complement the fi ndings on 
the positive effects of enthusiasm for teaching reported above (see also Kunter et al. 
 2008 ). Enthusiasm for the activity of teaching was positively associated with all 
three aspects of instructional quality: teachers who reported enjoyment of teaching 
displayed better classroom management, facilitated higher cognitive activation, and 
provided more support for their students—from both the teacher and the student 
perspective. By contrast, the pattern of fi ndings for subject-specifi c enthusiasm was 

     Table 13.3    Predicting instructional quality from teacher enthusiasm (results of latent multilevel 
analysis, only class-level results are presented)   

 Predictors 

 Teacher self-reports  Student ratings 

 Model 1a   Model 1b  Model 1c  Model 2a a   Model 2b a   Model 2c a  

 Cognitive 
activation  Support 

 Classroom 
management 

 Cognitive 
activation  Support 

 Classroom 
management 

  b (SE)    b (SE)    b (SE)    b (SE)    b (SE)    b (SE)  

 Enthusiasm 
for the 
subject 

 0.30 (0.09)*  0.16 (0.10)  −0.04 (0.08)  −0.00 (0.02)  −0.07 (0.08)  −0.10 (0.07) 

 Enthusiasm 
for 
teaching 

 0.07 (0.05)  0.23 (0.05)*  0.14 (0.06)*  0.05 (0.02)*  0.28 (0.06)*  0.24 (0.05)* 

 Interaction 
subject × 
teaching 

 0.12 (0.14)  −0.17 (0.14)  0.20 (0.11)  −0.02 (0.05)  —  −0.10 (0.13) 

  R  2   0.07  0.09  0.10  0.05  0.06  0.05 

    Note :  b  HLM regression weight,  SE  standard error of  b ,  R  2  proportion of variance explained 
  a As estimating the parameters of latent interaction terms is especially complex in multilevel mod-
els, separate models were estimated 
 * p <0.05  
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inconsistent. Whereas teacher self-reports on the instructional aspects were moder-
ately correlated with their self-reported enthusiasm, from the students’ perspective, 
teacher enthusiasm for the subject of mathematics was not associated with higher 
perceived instructional quality. In other words, teachers’ enthusiasm for their sub-
ject is not directly refl ected in their instructional behavior as perceived by their 
students. Further analyses that extend on the fi ndings reported in Kunter et al. 
( 2008 ) and are summarized in Table  13.3  confi rm that enthusiasm for the subject 
has less impact on instructional practice than does enthusiasm for teaching. The 
table presents fi ndings from multilevel structural equation models predicting instruc-
tional quality, in which—in addition to the main effects of the two dimensions of 
enthusiasm—the interaction of the two latent factors was included as a predictor. 
These analyses provide insights into the interaction of the two dimensions of enthu-
siasm and make it possible to identify compensation effects (e.g., an additional 
effect of subject enthusiasm when teaching enthusiasm is low). As the unstandard-
ized regression coeffi cients presented in Table  13.3  show, even when possible inter-
actions were taken into account, the fi ndings showed primarily main effects of 
enthusiasm for teaching, and enthusiasm for mathematics contributed very little to 
explaining the three aspects of instructional quality.

13.4         Conclusion and Outlook 

 In COACTIV, functional motivational orientations are understood to be an aspect of 
professional competence that, like cognitive characteristics, infl uence whether or 
not teachers function successfully in their profession. We examined motivational 
orientations in terms of teachers’ enthusiasm, distinguishing between enthusiasm 
for the subject and enthusiasm for teaching. Overall, the results demonstrate the 
importance of enthusiasm as a further area of teachers’ professional competence: 
teachers who perform their job enthusiastically provide higher-quality instruction, 
and their students achieve higher learning outcomes. However, our results show that 
the crucial factor is not the “love of the subject” frequently emphasized in the 
research (Long and Woolfolk Hoy  2006 ), but rather teachers’ enjoyment of interact-
ing with students—that is, of their main activity of teaching. The fi ndings also 
show that enthusiasm is in no way to be understood as an immutable personal 
characteristic; rather, teachers’ motivational orientations may vary over their careers 
or depend on certain contextual conditions. These fi ndings appear to justify the 
conceptualization of motivational orientations as a distinct area of teacher 
competence. 

 By taking motivational characteristics into account, the model empirically tested 
in COACTIV provides a much more comprehensive picture of the characteristics 
required of teachers than that provided, for instance, in the work of Bromme ( 2008 ) 
or Shulman (Shulman and Shulman  2004 ) and others (e.g., Hill et al.  2005 ; Sternberg 
and Horvath  1995 ; Tittle  2006 ; Woolfolk Hoy  2008 ), all of whom emphasized cog-
nitive components (i.e., expertise). Our expanded model posits an understanding 
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of competence that refl ects the interaction among cognitive, motivational, and voli-
tional components that Weinert ( 2001 ) described in his model of professional com-
petence. This conceptualization corresponds with that of “professional competence” 
proposed in the international literature by, for example, Kane ( 1992 ) in the generic 
context, and by a few other authors in specifi c relation to teaching (D’Agostino and 
Powers  2009 ; Goodman et al.  2008 ; Tannenbaum and Rosenfeld  1994 ) or to other 
professions such as medicine (Epstein and Hundert  2002 ). What all these approaches 
have in common is the idea that a broad knowledge base and a fi rm grasp of skills 
and techniques are necessary but not suffi cient conditions for meeting the demands 
of the teaching profession and that conscious behavior control, which is shaped by 
motivational characteristics, is also of high importance. This hypothesis has only 
recently been subjected to empirical examination (e.g., Bakker et al.  2007 ; Butler 
 2007 ; Frenzel et al.  2009 ; Roth et al.  2007 ). The fi ndings reported in this chapter on 
the association of enthusiasm for teaching with instructional quality, as well as with 
achievement and motivational gains, complement these fi ndings and underscore the 
importance of considering teachers’ motivational characteristics as an aspect of 
their professional competence in future research. 

 The fi ndings on enthusiasm obtained in COACTIV further demonstrate that 
research on teacher motivation can benefi t from drawing on psychological theories 
of motivation. Previous studies addressing motivation as a necessary occupational 
characteristic of teachers, but also approaches deriving from popular psychology, 
are often based on a rather one-dimensional understanding of motivation—as 
expressed, for example, in calls to increase “the” motivation of teachers, or to hire 
only “highly motivated” teachers (Firestone and Pennell  1993 ; National Board for 
Professional Teaching Standards  2002 ; Organisation for Economic Co-operation 
and Development  2005 ; Shulman and Shulman  2004 ). Yet current research on moti-
vation emphasizes that there is not just one single form of motivation, but rather that 
a variety of motivational characteristics can be differentiated, and that these differ-
ent motivational qualities cause interindividual differences in the intensity and qual-
ity of behavior (Eccles and Wigfi eld  2002 ; Pintrich  2003 ). Based on the fi ndings 
presented here, it is clear that an oversimplifi ed concept of “motivation,” described 
as either “high” or “low,” cannot properly describe the motivational characteristics 
required for competent teaching. In this chapter, we studied enthusiasm as a two- 
dimensional characteristic comprising enthusiasm for the subject and enthusiasm 
for teaching—that is, topic-specifi c versus activity-specifi c intrinsic orientations—
and showed that the two dimensions differ in their relevance for classroom practice 
and show differential associations with contextual characteristics. Those teachers 
who reported enjoyment of teaching were seen by their students as providing higher- 
quality instruction, independent of their enthusiasm for the subject itself. 
Furthermore, whereas enthusiasm for teaching positively impacted student achieve-
ment and motivation, enthusiasm for the subject did not. These fi ndings are 
 particularly interesting in the light of similar fi ndings from COACTIV on teachers’ 
professional knowledge (see Chap.   8    ). There, too, pedagogical content knowl-
edge—that is, knowledge about processes of teaching and learning in a particular 
subject—predicted high teaching quality, but the same did not apply to teachers’ 
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content knowledge. Both sets of fi ndings underscore what sets teaching apart as a 
profession: teachers are not scientists or scholars who occupy themselves solely 
with their fi eld of research; their main activity is interacting with children and young 
people in relation to a specifi c subject. It is evident that the cognitive and motiva-
tional characteristics involved in precisely this interaction are of central importance 
in predicting successful teaching practice. 

 In conclusion, a few words should be said about the limitations of the studies 
carried out in the COACTIV framework and the questions that remain open. First, 
it should be noted that the operationalization of the construct of teacher enthusi-
asm in this—rather exploratory—study was not optimal and could be improved 
substantially. In more recent studies, such as “Stress and Burnout in the Teaching 
Profession: An In-Depth Analysis of the Role of Personal and Institutional 
Resources” (BELE) and the COACTIV-R study of teachers in the practical, class-
room-based phase of teacher education (Chap.   5    ; see also Fig. 5.1), the enthusi-
asm scales have been expanded and additional scales have been implemented to 
tap other motivational constructs (e.g., self-effi cacy beliefs, goal orientations, 
motives) beyond enthusiasm (Kunter et al.  2011 ). These studies will make it 
possible to determine the relevance of different motivational qualities for profes-
sional practice. With its repeated points of measurement, COACTIV provides 
initial insights into the stability of motivational characteristics, but this aspect 
warrants further examination. Considering that the COACTIV teachers have, on 
average, more than 20 years of teaching experience, the changes observed in 
enthusiasm—and especially in enthusiasm for teaching—from 1 year to the next 
(in the same class) are particularly interesting. It can be assumed that teachers 
whose occupational situation changes signifi cantly also experience major changes 
or fl uctuations in enthusiasm. The comprehensive survey of institutional and indi-
vidual characteristics in the COACTIV-R study provides a starting point for 
further analyses of the conditions under which (prospective) teachers’ enthusiasm 
for the activity of teaching increases or diminishes. 

 The COACTIV-R sample is also particularly well suited to more a precise analysis 
of how enthusiasm or other motivational characteristics facilitate successful teach-
ing. Why do more enthusiastic teachers succeed in providing higher-quality instruc-
tion? As argued above, it can be assumed that favorable motivational characteristics 
increase the readiness to exert effort—for example, to seek out opportunities for 
in-service training, learning, and personal development or to plan lessons in more 
depth or detail. Empirical fi ndings on various motivational constructs support this 
hypothesis. Using COACTIV data, for example, Richter et al. found that teachers 
who reported high work engagement—in the sense of a motivational orientation to 
succeed in the general work context (see Chap.   17    )—took advantage of more pro-
fessional development opportunities than did teachers with lower work engage-
ment (Richter et al.  2010 ). Furthermore, in the COACTIV-R study, teacher 
candidates with high self-effi cacy reported refl ecting more intensively on their 
teaching experiences and working more actively to solve problems than did teacher 
candidates with low self-effi cacy (Seiz  2009 ). In other studies, teachers with high 
self- effi cacy were found to make greater use of informal learning opportunities 
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(Lohman  2006 ), and teachers whose achievement goal orientations emphasized 
their own learning and professional development engaged more actively in help-
seeking behavior (Butler  2007 ). Future work should continue to examine the mech-
anisms underlying the effects of teachers’ positive motivational orientations in the 
classroom. It can be expected that motivational variables do not affect instructional 
practice directly—in the same way as knowledge or beliefs, for example—but 
operate in a more indirect manner, as moderator variables infl uencing factors that 
promote effective instructional behavior (e.g., learning activities). This hypothesis 
remains to be explored and is a focus of the follow-up studies to COACTIV, in 
particular COACTIV-R.      
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