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Chapter one: Introduction 

 

Teacher professional identity is an emerging research field that is attracting an increasing 

amount of research attention (Akkerman & Meijer, 2011). This is hardly surprising as the 

concept of teacher professional identity addresses: 1) the complex nature of the teaching 

profession by taking both its personal and professional sides into account, 2) our 

understanding of teacher professional learning by acknowledging that learning is directed 

both externally and internally, and that 3) professional development or learning is to a large 

extent influenced by who one is as a person (Beijaard, 2009; Beijaard, Meijer, Morine-

Dershimer & Tillema, 2005). Professional identity is often interpreted in terms of individuals’ 

perceptions of themselves as a teacher and as the teacher they wish to become.  

This dissertation focuses on a teachers’ sense of their professional identity. More 

specifically, it addresses the relevant indicators of this identity. The overall aim is to 

contribute to the conceptualization of teacher professional identity and the factors affecting 

teacher perceptions of this identity. The study explores the extent to which teacher identity 

profiles can be determined and how they relate to teachers’ conceptions or beliefs about 

teaching and learning and their own teaching behaviour.  

This chapter elaborates first of all on the theoretical background to the study. It 

describes research on identity and on professional identity. It addresses the constructs which 

are used in this dissertation as indicators of teachers’ sense of their professional identity, and 

then discusses the context factors and personal factors influencing this sense of professional 

identity. The theoretical discussion is rounded off with a discussion of existing knowledge on 

the relationship between teacher professional identity and teaching behaviour. The chapter 

then describes the study’s aim and research questions, which is followed by a description of 

the study design and the methods used. The chapter ends with a short description of this 

study’s relevance and an overview of the content of the subsequent chapters. 

 

1.1. Theoretical background to the study 

1.1.1 Identity 

The concept of identity has been investigated in various disciplinary fields such as philosophy 

(Noonan, 2007), sociology (Bernstein & Olsen, 2009), developmental psychology (Bosma & 

Kunnen, 2008), social psychology (Tajfel & Turner, 1986) and economics (Akerlof & 

Kranton, 2000). Because identity is a multi-disciplinary concept, it is difficult to offer a clear-

cut definition. Brubaker and Cooper (2000) even advocate abandoning the term altogether 
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and using terms with a clearer meaning. Various studies have attempted to organize existing 

views on the concept of identity (cf. Abdelal, Herrera, Johnston & McDermott, 2006). For 

example, a distinction between a social and a personal identity has evolved from the work of 

Mead (1934), resulting in a sociological component of the self (the ‘me’) and a more personal 

component (the ‘I’) (Beijaard, Meijer & Verloop, 2004; Deschamps & Devos, 1998). The 

environment is central to and influential in Mead’s ideas about the development of the self. 

Deschamps and Devos (1998) propose a fairly straightforward definition of personal identity: 

‘Personal identity is what makes you similar to yourself and different from others’ (p. 3). 

Again, the social environment is present in this definition: ‘others’ are used to determine an 

individual’s idiosyncrasy. The definition used by Doise (1998) is more elaborate and 

incorporates the embeddedness of a personal identity in a social context: ‘Personal identity 

can be considered to be a social representation, an organizing principle of individual 

positioning in a field of symbolic relationships between individuals and groups’ (p. 23). 

The most influential theory when investigating identities in a social context is Tajfel 

and Turner’s (1986) social identity theory (SIT), which is based on a social-psychological 

perspective. SIT focuses on the psychology of intergroup relations. When writing about social 

identity, Tajfel and Turner refer to ‘those aspects of an individual’s self-image that derive from 

the social categories to which he perceives himself as belonging’ (p. 16). Social identity also 

refers to differing from other groups, because feelings of belonging to a certain group are 

only possible in relation to groups one does not belong to (Deschamps & Devos, 1998).  

Within the field of cognitive psychology, Travimow, Triandis and Goto (1991) 

address the distinction between a personal and a social identity. They investigated whether 

self-information about one’s personal and social identity is stored in a single cognitive 

structure or in multiple, separate cognitive structures. In two experiments involving 42 and 

48 students, student access to their private or collective self-concepts was manipulated using 

a different priming procedure for each experiment. The results of the experiments revealed 

that different priming procedures successfully stimulated the retrieval of either idiocentric or 

group cognitions, regardless of cultural background (Chinese v. North American). The 

researchers therefore concluded that self-representations of one’s personal and social 

identities are stored in separate cognitive structures. Reid and Deaux (1996) investigated the 

findings of Trafimow et al. further. They found support for a segregation model which 

presumes that personal attributes and social identities are two distinct, non-overlapping self-

representations represented in separate cognitive structures. They also found support for an 

integration model that presumes that personal attributes and social identities are often 
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inextricably linked and represented within the same cognitive structures. Nevertheless, the 

results were stronger for the integration model. According to Reid and Deaux (1996), people 

use personal attributes and traits to give meaning to the social categories to which they 

belong. Personal and social identities can thus be viewed as separate but highly intertwined 

constructs.  

This same finding emerges from the recent work of Burk and Stets (2009), who 

differentiate between various bases for identities (e.g., the social structural positions people 

hold or their membership of certain groups). This results in a person identity, role identity 

and social identity. The person identity refers to the set of meanings defining the person as a 

unique individual (p. 124). The role identity is the internalized meanings of a role, or the set 

of expectations tied to a social position and guiding the attitudes and behaviours that 

individuals apply to themselves (p. 114). The role identity of a professor, for instance, may 

include the meanings “researcher” and “teacher” which a person applies to him or herself 

when playing out this role of a professor. The social identity is defined as based on a person’s 

identification with a social group (p. 118). Although these identities differ for instance in 

their bases, they operate simultaneously in different situations (Burk & Stets, 2009). To give 

an example: a teacher is part of a specific school (social identity), functions as a teacher 

within that school (role identity) and fulfils this role in his or her own way (person identity).  

Thus the personal and social identities are perceived as both integrated and separated 

at the same time. This separation means that they are continuously able to influence each 

other. Identity can therefore be viewed as a product, at a specific time and in a specific 

situation, as well as a process, influenced continuously by external and internal influences 

(Olsen, 2008). Sugrue (2005) elaborates on this, based on the work of Giddens (1991). 

Sugrue argues that identity is not distinctly individual and unalterable. People may strive to 

maintain their habits and routines, but are not immune to outside influences.  

Current research on teaching and teacher education emphasizes the interaction 

between the teacher as a person and a professional. This interaction is closely related to the 

above discussion on the integration and mutual influence of the personal and the social. This 

emerged from the understanding of the complexity of teaching (e.g., Darling-Hammond & 

Snyder, 2000), the role of personal practical knowledge in learning to teach (e.g., Beijaard, 

Verloop & Vermunt, 2000) and being a teacher in a professional landscape (e.g., Clandinin & 

Connelly, 1996). It is against this background that the concept of professional identity has 

arisen in research on teaching and teacher education. 
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1.1.2 Professional identity 

The concept of professional identity has attracted interest in various fields, such as information 

technology (e.g., Khapova, Arthur, Wilderom & Svensson, 2007), medicine (e.g., Pratt, 

Rockmann & Kaufmann, 2006) and the legal profession (e.g., Mather, McEwen & Maiman, 

2001). However, most research in this area has been carried out within the field of teaching 

and teacher education (for a review, see Beijaard et al., 2004). Studies in this field have mainly 

focused on what affects teacher professional identity and its development (e.g., Coldron & 

Smith, 1999; Hamman, Gosselin, Romano & Bunuan, 2010; Schepens, Aelterman & Vlerick, 

2009). To a lesser extent, there are also studies with a greater outcome focus. Moore and 

Hofman (1988) found that a strong professional identity correlates with a more pronounced 

critical stance towards working conditions. Hofman and Kremer (1985) and Moore and 

Hofman (1988) suggest that professional identity is related to teachers’ intentions to leave the 

profession. Recently, Hong (2010) has confirmed this relationship. Using a mixed-methods 

approach with a cross-sectional design, Hong surveyed 84 participants, finally interviewing 

27 of them who were at four different stages of their teaching careers. With this data he 

explored the different perceptions of pre-service and beginning teachers’ professional 

identity and related them to decisions to leave the teaching profession. Emotion was 

perceived as a component of teacher professional identity, with the other components – 

teacher commitment, values, knowledge and beliefs, and micropolitics – perceived as 

contributing to this component. Emotion was the most relevant component for teachers 

who dropped out, as they showed the most emotional burnout. 

Nias (1997) and Day (2002) claim, based on deductive reasoning and their personal 

theories, that professional identity is related to how teachers respond to educational reforms. 

Drake, Spillane and Hufferd-Ackles (2001) found some evidence for these claims. They 

found that teachers who told similar stories about their professional identity showed similar 

responses to educational reforms. However, the direction in this relationship between 

teachers’ professional identity and their response to educational reforms is more complex. 

Day (2002) mentions the lack of attention being paid to teacher professional identity in 

educational reforms worldwide, thereby challenging professionalism among teachers. After 

interviewing four secondary school teachers, Lasky (2005) concluded that teacher identities 

were under threat from a new set of policies and their manner of implementation. Imposing 

reforms on teachers elicits emotional responses as the reforms may not align with teachers’ 

own professional perspectives on what constitutes good teaching. On the one hand, these 
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responses are affected by teachers’ sense of their professional identity (Day, 2002). On the 

other hand, they affect this sense of identity (Kelchtermans, 2005).  

Professional identity is defined in many different ways within teaching and teacher 

education (Beijaard et al., 2004), which makes it difficult to compare the results of studies on 

this topic. Professional identity generally pertains to how teachers see themselves as teachers, 

based on their interpretations of their continuing interaction with their context (Beijaard et 

al., 2004). Kelchtermans (2009) states that teachers develop an interpretative framework 

during their career and that this framework is shaped and re-shaped through interaction 

between individual teachers and the social, cultural and structural working conditions of their 

working context. Day et al. (2006) found that teachers balance three relevant dimensions in 

their work: a personal dimension (their life outside school), a professional dimension (social 

and policy expectations of what constitutes a good teacher and a teacher’s own educational 

ideals) and a situational dimension (the teacher’s immediate working environment). Different 

professional identities are formed through the ways these dimensions interact.  

1.1.3 Indicators of professional identity 

Following Kelchtermans (2009), a teacher’s professional identity is perceived here to be 

shaped by the interaction between person and context. Influences from many internal and 

external sources shape teachers’ perceptions of themselves as teachers (Olsen, 2008). It is 

argued here that the interaction between person and context, and thus a teacher’s sense of 

professional identity as a result of this interaction, manifests itself in a teacher’s job 

satisfaction, occupational commitment, self-efficacy and motivation (see Figure 1.1 on page 

14). These constructs are perceived in this study as indicators of a teacher’s sense of 

professional identity influenced by both personal and contextual factors. According to Day 

(2002), professional identity coincides with these constructs. Puurula and Löfström (2003) 

reached a similar conclusion in their study on the development of professional identity 

among employees in small and medium-sized enterprises. Teacher perceptions of job 

satisfaction, occupational commitment, self-efficacy and motivation are often described in 

the literature as being important antecedents of teacher behaviour (cf. Ashton & Webb, 

1986; Firestone, 1996; Toh, Ho, Riley & Hoh, 2006; Watt & Richardson, 2008). 

Thus these four indicators are perceived as important in a teacher’s life and work (cf. 

Kelchtermans, 2009). To investigate teacher professional identity, it is therefore necessary to 

investigate these indicators in combination. Focusing specifically on the combination of 

indicators might explain differences between teachers, for instance regarding their 

behaviours, whereas focusing on a single indicator may not. Teachers also form a social 
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group. As Beijaard et al. have commented: ‘A teacher’s professional identity is not entirely 

unique’ (2004; p. 122). Being part of a group means that there is a certain amount of 

uniformity in the group members’ thoughts and actions (Burk & Stets, 2009). By sharing a 

profession, teachers share specific knowledge and professional skills. Thus to a certain extent 

teachers may have a shared identity.  

Applying this perspective to a teacher’s sense of professional identity means teachers 

will have a shared identity in their profession, but at the same time will differ as a result of 

their personal perspectives on their context and their personally held beliefs. Teachers may 

feel that they differ from other teachers in terms of level of motivation, job satisfaction, 

commitment and/or feelings of self-efficacy. This being true, we cannot view professional 

identity as attributable to all teachers in the same fashion. Moreover, we may expect teacher 

perceptions of these relevant indicators of their professional identity to show different 

identity profiles in reality.  

1.1.4 Context factors influencing professional identity 

Professional development opportunities and level of autonomy are aspects of the context in 

which a teacher works. Van Veen (2008) has pointed to an increasing lack of teacher 

autonomy, even though autonomy is a crucial part of a teacher’s profession. Teachers who 

experience more autonomy feel more satisfied in their work, are more motivated and feel 

more competent (cf. Bogler & Somech, 2002; Weiss, 1999). Van Veen (2008) has also stated 

that a teacher’s level of autonomy can change over time. Hargreaves (2000) makes the same 

point in his conceptualization of the development of teacher professionalism in recent 

decades. He comments that education is increasingly being approached from a market 

perspective, with rules and regulations being imposed on teachers. According to Hargreaves, 

this does not aid professionalism. Moreover, it results in less teacher autonomy regarding 

classroom judgement.  

Thus although autonomy is limited by government regulations (Van Veen, 2008), it is 

important for teacher professionalism (Anderson, 1987; Hargreaves, 2000; Van Veen, 2008). 

Similarly, keeping knowledge and skills up to date and participating in professional 

development is perceived as part of teacher professionalism (Dijkstra, 2009; Evans, 2008; 

Van Veen, 2008). In his paper on professional identity in higher education, Nixon (1996) 

states that teaching should be recognised as an ‘important area of professional expertise in its 

own right’ (p. 14), as in higher eduction career promotion is usually based on research 

activities. To strengthen this teaching expertise, professional development opportunities are 

deemed important (Nixon, 1996; Van Veen, 2008). According to Kwakman (1999), 
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professional development leads not only to quality improvements in schools, but also to 

opportunities for teacher development, both personally and professionally. 

It is assumed here that teachers may differ in terms of indicators of professional 

identity (job satisfaction, self-efficacy, motivation and commitment), resulting in specific 

professional identity profiles. Teachers with different profiles are not expected to differ in 

terms of autonomy or professional development opportunities, as teacher autonomy and 

professional development are considered to be part of the work of all teachers.  

1.1.5 Personal factors influencing professional identity 

Although teachers share a common profession, they will differ in their more personal 

attributes, possibly affecting the indicators of a sense of professional identity. The personal 

attributes discussed here are teachers’ primary reason for becoming a teacher, their total 

amount of experience in education, educational beliefs and the features of their 

appointments. 

The primary reasons for choosing the teaching profession are viewed here as push 

and pull factors for a teacher’s level of motivation. Reasons for choosing the teaching 

profession have generally been divided into intrinsic, extrinsic and altruistic reasons (Bastick, 

2000). Although this distinction is often used in research, Huberman, Gronauer and Mati 

(1993) have grouped these reasons into two types: professional versus material. More 

recently, Richardson and Watt (2006) distinguished five types of reason for teaching, derived 

from Wigfield and Eccles’ (2000) expectancy-value theory. Sinclair, Dowson and McInerney 

(2006) speculated that the type of reason for choosing the profession will affect teacher 

intentions to remain in the occupation. Fokkens-Bruinsma and Canrinus (2011) found a 

positive relationship between specific reasons for becoming a teacher and student teachers’ 

occupational commitment. Additionally, Bruinsma and Jansen (2010) found a positive 

relationship between pre-service teachers’ reasons for becoming a teacher and their feelings 

of self-efficacy. These reasons may influence teacher professional identity as well. Because of 

an absence of theory regarding this possibility, this dissertation will investigate this 

relationship. 

Similarly, the total amount of experience that teachers have in education may affect 

their sense of professional identity. Previous research has found that professional identity 

should be perceived as an ongoing and dynamic process (e.g., Beijaard et al., 2004). Ibarra 

(1999) found that people use provisional professional identities before their final professional 

identity evolves through rehearsal and experience. In their longitudinal study, Dobrow and 

Higgins (2005) found that the clarity of the professional identity of 136 former MBA 
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students increased over time. Thus the extent to which individuals know who they are and 

what they want professionally and in terms of their career increases with experience. The 

longer teachers work in a professional context, the more experience they gain and the more 

they are influenced by context features (Huberman, 1989). A teacher’s sense of professional 

identity may change during the career. This suggests a distinction in professional identity 

profiles between teachers with different amounts of experience. 

Personal beliefs about education may also influence a teacher’s sense of professional 

identity. Teacher beliefs have been studied extensively and are seen as a lens through which 

teachers filter information from external sources (Borko & Putnam, 1996; Fairbanks et al., 

2010; Fang, 1996; Kagan, 1992; Pajares, 1992). Educational beliefs guide a teacher’s actions 

and their perceptions of themselves in their work as teachers (Akkerman & Meijer, 2011). 

For beginning teachers, for example, this may lead to internal struggles as to what is the 

‘right’ way to teach or whether they are suited to the job (Akkerman & Meijer, 2011; Flores, 

2001). A strong relationship may be assumed between how teachers perceive their own 

professional identity as teachers and their educational beliefs. However, there have been few 

empirical studies on the relationship between sense of professional identity and educational 

beliefs. 

Finally, the features of teacher appointments need to be explored. These features are 

the result of personal circumstances and preferences, as well as contextual vacancies and 

opportunities. Teacher appointments can differ in type and size in the extent to which 

teachers carry out tasks additional to teaching, and in the length of time teachers have been 

working with their current employer. Whether these situational factors affect or are affected 

by teacher professional identity remains unclear. These features may influence the 

construction of a professional identity, resulting in a specific professional identity profile at a 

specific point in time. At the same time, we should not rule out the possibility that teachers 

with a specific profile may choose appointments with certain characteristics. Before 

investigating these possibilities further, we first need to explore whether teachers with 

different professional identity profiles also differ in terms of the features of their 

appointment.  

1.1.6 Professional identity and teaching behaviour 

Research into teacher professional identity is conducted for a variety of reasons. This could 

be to shed light on teacher attrition (Hofman & Kremer, 1985; Hong, 2010; Moore & 

Hofman, 1988), to understand teacher commitment (Day, Elliot & Kington, 2005), to 

explain teacher response to educational reforms (Day, 2002; Drake et al., 2001; Hammersley-
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Fletcher & Quaker, 2010; Nias, 1997) or to understand how to address professional identity 

in teacher education (Hong, 2010; Rots, 2010). Notwithstanding the importance of these 

aims, there is a lack of empirical research that combines an investigation of teacher 

professional identity with teacher classroom behaviour. 

Teachers’ professional identity has not been related to teacher’ specific teaching 

behaviour. The VITAE study by Day et al. (2006) involved extensive research into teacher 

professional identity in relation to teacher effectiveness. The key aim of the four-year 

longitudinal project was to investigate factors contributing to variations in teacher 

effectiveness. Day et al. (2006) found that a balancing of three relevant work dimensions (see 

section 1.1.2) not only provided information about teacher professional identity but was also 

one of the factors contributing to teacher effectiveness (operationalized as value-added 

measures of pupil progress and achievement). Missing from the study, however, is an answer 

to the question of how and to what extent a teacher’s sense of professional identity relates to 

specific teaching behaviour. 

Teacher behaviour has been studied extensively, resulting in multiple review studies 

and meta-analyses in this field (e.g., Darling-Hammond, 2009; Scheerens, 2007; Seidel & 

Shavelson, 2007; Van de Grift, 2007; Wayne & Youngs, 2003). International research in 

primary education has revealed that the following teaching behaviours are related to higher 

pupil achievement and involvement: a) efficient classroom management, b) creating a safe 

and stimulating learning climate, c) providing clear instruction, d) providing feedback, e) 

adaptive teaching, and f) teaching of learning strategies (Kyriakides, Creemers & Antiniou, 

2009; Van de Grift, 2007). Seidel and Shavelson (2007) found in their meta-analysis that 

although the effect of the various teaching components on student outcomes is smaller in 

secondary education, studies performed in primary and secondary education show similar 

patterns in the relevance of these teaching behaviours. 

To understand and capture these behaviours, researchers have asked teachers about 

their own perception of their teaching behaviours (e.g., Van der Schaaf, Stokking & Verloop, 

2008), they have used external observers to observe teachers while teaching (e.g., Teddlie, 

Creemers, Kyriakides, Muijs & Yu, 2006) and they have asked pupils about their perceptions 

of their teacher’s behaviour (e.g., Den Brok, Bergen & Brekelmans, 2006). When studied 

separately, the indicators of teacher professional identity (occupational commitment, self-

efficacy, job satisfaction and motivation) are shown to correlate with effective teaching 

behaviour and teacher effectiveness (e.g., Muijs & Reynolds, 2002; Ololube, 2006; 
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Opdenakker & Van Damme, 2006; Ross, 2002). Research combining the indicators and 

relating them to effective teaching behaviour has not yet been carried out.  

 

1.2. Study aims and research questions 

This dissertation aims to contribute to the understanding of teacher professional identity by 

investigating whether different professional identity profiles are empirically evident in a large 

sample of practising teachers. If this proves to be the case, we aim to investigate the extent to 

which these profiles differ in terms of various measures. Our  aim is to explore the extent to 

which teachers’ professional identity profiles are related to teachers’ educational beliefs and 

teaching behaviours. These aims have resulted in the following research questions:  

 

1. How can the indicators of a teacher’s sense of professional identity be defined and 

measured?  

2. How are the indicators of teacher professional identity related?  

3. Are different professional identity profiles empirically evident in a large sample of 

practising teachers? If so, do teachers with different professional identity profiles 

differ in: 

a. their amount of experience in education?  

b. their perceptions of opportunities for professional development?  

c. their perceptions of their level of autonomy?  

d. their reasons for choosing the teaching profession?  

e. the features of their appointments? 

4. Do teachers with different professional identity profiles differ in their educational 

beliefs about the objectives of education and students’ role in teaching?  

5. Do teachers with different professional identity profiles differ in their teaching 

behaviours?  

 

1.3. Study design and method  

To answer the research questions presented in section 1.2, the research presented in this 

dissertation was carried out in four successive steps. First, a literature study was conducted to 

identify and clearly define the indicators of teacher professional identity (research question 

1). By investigating the indicators in combination within a framework of personal and 

contextual variables, an indication of teacher professional identity was obtained. For this 
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purpose, existing questionnaires measuring indicators as well as personal and contextual 

variables were selected and combined in an online survey.  

In a pilot study, this survey was distributed by e-mail among 567 secondary school 

teachers in the Netherlands. The schools that were selected are a representative sample of the 

different levels of secondary education offered in the Netherlands. In total 122 teachers 

completed the survey and the questions evaluating it. At the same time, three university-

based teacher trainers and one former teacher were asked to give their expert opinion on the 

survey. Principal component analysis was used on the data from the 122 teachers, together 

with reliability analysis, to determine whether the structure of the questionnaires in the 

survey resembled the structures found in the literature. The questionnaire measuring the 

indicator of ‘motivation’ was found to have unstable psychometric properties and was 

replaced by two open-ended questions. These questions asked teachers about their main 

reason for becoming a teacher and their main reason for remaining in teaching. Teachers 

were also asked to indicate how motivated they felt about their profession when they started 

teaching and how motivated they felt at the time of the survey. These latter questions were 

used to calculate changes in motivation levels. 

The survey was adapted based on the psychometric properties of the questionnaires 

and the evaluation by the teacher trainers and former teacher. It was then distributed by e-

mail to 5575 teachers in the Netherlands. In total, 1214 teachers completed the survey. Using 

the teacher data, we investigated how the indicators of a sense of professional identity were 

related (research question 2). Causal relationships between the indicators were hypothesized, 

based on the literature. This resulted in a hypothetical model which was then tested using 

structural equation modelling. After specifying a final, empirically verified model of the 

relationships between the indicators of teacher professional identity, we investigated whether 

different professional identity profiles would be evident in the data of the 1214 teachers who 

completed the survey (research question 3). Two-step cluster analysis was used for this 

purpose.  

The next step was to investigate whether teachers matching these profiles differed in 

their amount of teaching experience and their reasons for becoming a teacher (research 

questions 3a and 3d). This was done by calculating Pearson’s chi-square. Differences 

between these teachers regarding their perceptions of opportunities for professional 

development and level of autonomy (research questions 3b and 3c) were analysed using 

analysis of variance (ANOVA). ANOVA was also used to explore whether teachers 

matching these identity profiles differed in their educational beliefs (research question 4).  
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Lastly, we investigated whether teacher identity profiles were related to teaching 

behaviour (research question 5). An additional study was designed for this purpose. Of the 

1214 teachers who completed the questionnaire, 100 teachers working within a 100-mile 

radius who had indicated a willingness to take part in further research were asked to 

participate in a study in which observational data would be collected. The study consisted of 

two classroom observations by two observers, as well as the distribution of a pupil 

questionnaire to the classes in which the teachers had been observed. The pupil 

questionnaire asked pupils to give their opinion about their teacher’s teaching behaviours. 

Data from 18 teachers and 334 pupils was collected for this study. ANOVA was used to 

explore possible differences in teaching behaviours between teachers in the different identity 

profiles as observed by two external observers and by pupils.  

 

1.4. Relevance of the dissertation 

This dissertation will contribute to: 1) the existing literature on teacher professional identity, 

2) knowledge on the extent to which teacher professional identity is influenced by specific 

personal and context factors, 3) the conceptualization of teacher professional identity based 

on empirical data, and 4) knowledge about the extent to which the indicators of teacher 

professional identity are related to effective teaching behaviours (see Figure 1.1).  

 

 

Figure 1.1 Indicators of teachers’ sense of their professional identity and it’s relationship 

with teachers’ teaching behaviour 

 

Much previous research has focused mainly on the development of teacher professional 

identity. As a consequence, student teachers or beginning teachers have often participated in 

such studies. In this dissertation the focus is on a sample of teachers with a broad range of 

Indicators of teachers’ sense of 
their professional identity: 

 
� Job-satisfaction 
 
� Occupational commitment 
 
� Change in level of motivation 
 
� Self-efficacy 

Context 
factors 

 

Personal 
factors 
factors 

Teaching 
behaviour 
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experience. Moreover, many studies performed on teacher professional identity have used 

small samples and qualitative methods (cf. Volkmann & Anderson, 1998). In this dissertation 

a large sample size and a quantitative approach are used.  

This dissertation also aims to translate the empirical findings to the teaching practice. 

We will find out whether there is actually a relationship between teacher professional identity 

and teaching behaviour. Such findings are relevant for schools and policymakers who are 

interested in affecting and improving teacher behaviours. Similarly, our findings will be of 

interest to personnel consultants who support teachers in their professional development. 

Furthermore, understanding the actual relationships between the indicators of teacher 

professional identity may present possibilities for influencing this identity.  

 

1.5. Overview of the dissertation  

Chapter 2 focuses on the first research question. It describes the development of an online 

instrument contributing to the understanding of teachers’ sense of their professional identity.  

The second research question is answered in Chapter 3. A model of the relationships between 

the indicators of teachers’ sense of their professional identity is proposed. Using data from 

1214 teachers working in secondary education this model is tested empirically.  

Based on the data of the same 1214 teachers, professional identity profiles are constructed in 

Chapter 4. The focus in this chapter is on the third research question. Differences between 

the observed profiles in teachers’ perceived development opportunities, perceived level of 

autonomy, teachers’ amount of experience in education, teachers’ main reason to become a 

teacher, and the features of their appointments are investigated. 

Chapter 5 describes the relationship between the professional identity profiles found in 

chapter 4 and teachers’ educational beliefs about the objectives of education and students’ 

role in teaching.  

In Chapter 6, it is investigated whether teachers with different professional identity profiles 

differ in their effective teaching behaviours as observed by two external observers and by the 

teachers’ students. 

Chapter 7 concludes this dissertation. The main results are summarised and discussed. 

Furthermore, the practical implications and limitations of the presented findings are put 

forward. Lastly, future opportunities for expanding the existing knowledge on teachers’ sense 

of their professional identity are considered. 

 

 



 16



 17

Chapter two: Investigating teachers’ perceptions of their professional identities: The 

construction of an instrument 

 

Abstract 

This chapter presents the development of an online instrument contributing to the 

understanding of teachers’ sense of their professional identity. Teachers’ motivation, job 

satisfaction, occupational commitment, and self-efficacy were measured, as were personal 

and context variables. These constructs function as indicators of teachers’ sense of their 

professional identity. The instrument presented has been developed using data from 122 

secondary school teachers from the Netherlands. Using Principal Component Analysis and 

by calculating Crohnbach’s Alpha, the structure and reliability of the instrument are analysed. 

The presented findings suggest that by using this online instrument it is possible to measure 

the constructs as intended in a reliable fashion. 
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2.1. Introduction 

During the last two decades the concept of ‘professional identity’ has gained interest in the 

field of teaching and teacher education (cf. Beijaard, Meijer, Morine-Dershimer, & Tillema, 

2005; Korthagen, 2001). Nevertheless, the concept of teachers’ professional identity has been 

poorly defined according to Beijaard, Meijer, and Verloop (2004). In line with Reid and 

Deaux (1996), professional identity is viewed here as a result of the continuing interaction 

between person and context and it is constructed in discourses and practices (Beijaard et al., 

2004; Canrinus, Helms-Lorenz, Beijaard, Buitink, & Hofman, in press). Teachers’ 

professional identity generally pertains to how teachers see themselves as teachers based on 

their interpretations of their continuing interaction with their context. In reality, this 

interrelated process of person and context in identity construction is complex and 

characterized by continuous interpretation and reinterpretation of experiences and 

encounters (Beijaard et al., 2004; Nias, 1996). Olsen (2008) states that influences from many 

internal and external sources shape teachers’ perceptions of how they view themselves as 

teachers.  

It is argued here that the interaction between person and context, from which 

teachers’ professional identity is the result, is manifested in teachers’ job satisfaction, 

occupational commitment, self-efficacy, and teachers’ motivation. According to Day (2002), 

teachers’ sense of their professional identity coincides with these constructs. A similar 

conclusion was drawn by Puurula and Löfström (2003) in their study on the development of 

professional identity of employees in small and medium sized enterprises. These constructs 

are often described in the literature as being important to teacher behaviour (cf. Ashton & 

Webb, 1986; Firestone, 1996; Toh, Ho, Riley, & Hoh, 2006; Watt & Richardson, 2008) and 

they represent a personal perspective on how teachers view themselves as professionals in 

their work. Through investigating these four constructs in their combination within a 

framework of personal and contextual variables, an indication of teachers’ sense of their 

professional identity can be acquired. 

To accurately investigate these constructs in their combination, it has to be 

determined first what is exactly meant by these constructs (DeVellis, 2003). The first aim of 

this chapter is, therefore, to determine these constructs’ proper definitions by searching the 

literature. Next, an online survey is constructed, based on existing instruments measuring 

these constructs. It is investigated whether the internal structure of the separate parts of the 

composed survey correspond to the internal structures found in the literature. It is, for 

instance, investigated if the structure of the self-efficacy part of the composed survey 
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corresponds to the structure found in the literature on this construct. Finally, this study 

investigates the possibilities to improve the constructed survey.  

 

2.2. Defining the constructs 

2.2.1 Occupational commitment 

The focus was put on occupational commitment as the more general term ‘commitment’ 

appeared far too broad. Although, as Lee, Carswell, and Allen (2000) stated, occupation, 

profession, and career have been used interchangeably in the literature, there is a distinction. 

The term ‘occupational’ commitment is used instead of ‘professional’ commitment, for 

professionals as well as non-professionals can be committed to their job/occupation (Lee et 

al., 2000; Meyer, Allen, & Smith, 1993). ‘Occupational’ commitment is selected instead of 

‘career’ commitment to avoid confusion, for ‘career’ can be interpreted as the series of work-

related activities over an individual’s lifetime (Lee et al., 2000). This chapter focuses on 

commitment to the current occupation and ‘occupational commitment’ best represents this 

idea. 

How one feels about his/her occupation affects the willingness to stay in that 

occupation (Lee et al., 2000). Therefore, the definition of occupational commitment of Lee 

et al. (2000) is followed: “a psychological link between a person and his or her occupation 

that is based on an affective reaction to that occupation” (p. 800). This definition is in line 

with earlier definitions (e.g., Meyer et al., 1993).  

2.2.2 Job satisfaction 

Job satisfaction has been defined in various ways in the past (European Foundation for the 

Improvement of Living and Working Conditions, 2006). Roughly speaking, these definitions 

can be divided into three types: a) job satisfaction as a simple affective variable in terms of 

you like or you do not like (certain aspects of) your job (e.g., Ololube, 2006; Spector, 1997), 

b) job satisfaction as a degree of fulfilment of one’s needs or desires regarding the job (e.g., 

Mottet, Beebe, Raffeld, & Medlock, 2004; Oshagbemi, 2003), and c) job satisfaction as a 

weighing of input and output or a weighing of the current job versus a different job (Davis & 

Wilson, 2000; Levy-Garboua, Montmarquette, & Simonnet, 2007; Sousa-Poza & Sousa-Poza, 

2000). 

The definition of job satisfaction used by Van der Ploeg and Scholte (2003), “An 

attitude based on an evaluation of relevant aspects of the work and work situation.” (p. 277), 

is followed here. This definition takes into account all above mentioned types of definition. 

Furthermore, it focuses on the evaluation of aspects of the work itself as well as on aspects 
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of the context in which one works. Additionally, it shows the importance of the person who 

evaluates and acknowledges the importance of the context in which the job takes place. 

2.2.3 Motivation 

In search for a definition of motivation, it became clear that ‘motivation’ is a complex 

construct. Locke and Latham (2004) expressed their concern for the lack of clarity in 

definitions used for motivation and the concepts related to motivation. Latham and Pinder 

(2005) define motivation as “[…] a psychological process resulting from the interaction 

between the individual and the environment” (p. 486). They do not further specify what kind 

of psychological processes they exactly mean. The topic of their article is ‘work motivation’ 

and they specify this construct more precisely. They define work motivation as “[…] a set of 

energetic forces that originate both within as well as beyond an individual’s being, to initiate 

work-related behaviour and to determine its form, direction, intensity, and duration” (p486). 

This definition is more elaborate than the definition used in most papers in which motivation 

is said to be that what starts, sustains, and concentrates behaviour (e.g., Sinclair, Dowson, & 

McInerney, 2006; Steers, Mowday, & Shapiro, 2004). As Latham and Pinder’s (2005) 

definition is more elaborate and takes into account factors within as well as outside the 

individual, it is used here as the working definition of motivation.  

2.2.4 Self-efficacy 

Generally, Bandura is credited for providing the theoretical framework of teacher self-

efficacy (Coladarci, 1992). Bandura (1977) makes the distinction between outcome 

expectations and efficacy expectations. In current definitions of teacher self-efficacy some 

authors focus on teachers’ perceived ability to affect student outcomes (e.g., De la Torre 

Cruz & Casanova Arias, 2007; Dellinger, Bobbett, Olivier, & Ellett, 2007), while others focus 

exclusively on the efficacy expectations, but extend this with paying attention to the context 

in which the teacher works (Friedman & Kass, 2002; Tschannen-Moran, Hoy, & Hoy, 1998).  

As their definition takes various levels of context as well as relational aspects into 

account, which play an important role in the work teachers do, Friedman and Kass’ (2002) 

definition of teacher self-efficacy is followed in this paper: A teacher’s perception of his or 

her ability to (a) perform required professional tasks and to regulate relations involved in the 

process of teaching and educating students and (b) perform organizational tasks, become 

part of the organization and its political and social processes (p. 684). 

These four constructs, teachers’ occupational commitment, job satisfaction, 

motivation, and self-efficacy, are viewed in this dissertation as indicators of teachers’ sense of 

their professional identity. These constructs play an important role in teachers’ work and 
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lives and represent the result of the interaction between the teachers working as a specific 

person in a specific context.  

 

2.3. Constructing the survey 

After selecting the definitions of the constructs, four questionnaires were identified to 

measure the constructs. Table 2.1 (page 22) gives an overview of the questionnaires used for 

each part of the survey, as well as the number of scales and items per used questionnaire. 

The English questionnaires, measuring teachers’ occupational commitment, 

motivation, and self-efficacy, were translated. Two open questions were added to the 

motivation scale, asking the teachers for their reason to become and their reason to remain a 

teacher. This way, teachers who could not completely identify with the statements in the 

scale could formulate their reasons in the open questions. Additionally, teachers were asked 

to reply on a five-point Likert scale to the questions “How motivated were you when you 

started teaching?” and “How motivated are you currently?” Furthermore, for development 

purposes, three open-ended evaluation items were added at the end of the instrument. These 

items asked the teachers what they perceived to be the strong points of the instrument, as 

well as what they perceived to be points for improvement 

2.3.1 Personal variables 

Besides asking teachers for their demographic information, personal variables in the form of 

their educational beliefs were measured (see Table 2.1 for the instrument used). Teachers’ 

beliefs play an important role in teachers’ professional development and can be viewed as a 

lens through which teachers perceive and filter external information (Kagan, 1992). In her 

qualitative analysis of four pre-service teachers’ experience in teacher training, Mayer (1999) 

points out that prospective teachers have had their own experiences as students and that they 

are influenced by educational views existing within their culture. Thus, before starting their 

teacher training, pre-service teachers already have certain beliefs regarding education and 

ideas about what constitutes being a teacher (Mayer, 1999). These core beliefs, as Mayer calls 

them, are of great influence on pre-service teachers’ identity. When functioning in education 

as a teacher instead of a student, these beliefs appear inadequate. To expand these beliefs, 

teacher educators should stimulate the explication and examination of pre-service teachers’ 

existing beliefs (Mayer, 1999). Flores repeated this advice in 2001. By use of reflection upon 

their beliefs, pre-service teachers will have the opportunity to “[…] build up (and re-frame) 

their professional identity” (Flores, 2001; p. 147).  
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Table 2.1 Content, origin, features, and example items of the questionnaires used for the seven parts of the survey 
 

Content Origin Original no. 
of scales 

Original no. 
of items 

Example item 

 
Occupational 
commitment 

 
Based on Meyer, Allen & Smith 
(1993) 

 
3 

 
18 

 
To what extent do you agree with the statement: 
I’m proud to be in the teaching profession. 

 
Job satisfaction 

 
Job satisfaction index (ASI) of 
Van der Ploeg & Scholte (2003) 

 
5 

 
30 

 
To what extent do you agree with the statement: I 
like the work I do a lot. 

 
Motivation 

 
Orientations on Teaching Scale 
(OTS) of Ferrell & Daniel (1993) 

 
6 

 
57 

 
To what extent does this sentence apply to you: I 
decided to enter teaching because I like to work 
with young people. 

 
Self-efficacy 

 
Classroom and School Context 
teacher self-efficacy scale (CSC 
teacher self-efficacy scale) of 
Friedman & Kass (2002) 

 
2 

 
33 

 
To what extent do you agree with the statement: I 
think I can be very creative in my work with 
students. 
 

 
Personal variables 

 
Denessen (1999) 

 
6 

 
25 

 
To what extent do you agree with the statement:  
Good education is the key to social success. 

 
Context variables 

 
Based on Geldens (2007) and 
Witziers (1992) 

   
To what extent can you determine the amount of 
homework assigned? 

 
Evaluation items 

   
3 

 
How can this instrument be improved? 
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Here, we focus on teachers’ educational beliefs. Van Driel, Bulte, and Verloop (2007) 

give a short outline of the history of research on teachers’ educational beliefs which can be 

summarized as follows: “Research on teachers’ educational beliefs has often led to the 

identification of groups of teachers adopting qualitatively different belief structures, which 

are described in terms of ideologies, orientations, conceptual frameworks, or functional 

paradigms” (p. 158). Thus, teachers distinguish themselves (partly) through their educational 

beliefs. Pajares (1992) has emphasized to specify the object of the beliefs under investigation. 

In this dissertation, the focus lies on teachers’ educational beliefs about the objectives of 

education and students’ role in teaching. These beliefs are related to the core of education. 

2.3.2 Contextual variables 

The selected contextual variables were largely based on Van Veen’s (2008) description of 

teaching as profession. Firstly, teachers’ autonomy contributes to teachers’ professionalism 

(Anderson, 1987; Hargreaves, 2000; Van Veen, 2008). Van Veen (2008) states that teacher 

autonomy is increasingly lacking, even though it is critical for teachers to function 

professionally. The amount of autonomy given to teachers may change over time as 

Hargreaves (2000) has put forward in his conceptualization of the development of teacher 

professionalism in the past decades. Hargreaves describes that presently, education is 

approached more and more from a market perspective, and rules and regulations are being 

imposed on teachers. According to Hargreaves, this does not contribute to professionalism. 

Moreover, for teachers this results in less autonomy regarding classroom judgement. 

Hargreaves (2000) pleads that teachers should maintain and reassert many parts of the 

“modernistic project of teacher professionalization that were most prominent in the age of 

the autonomous professional” (p. 169). During the age of the autonomous professional, 

teachers guarded their autonomy. 

Likewise, professional development opportunities contribute to teachers’ 

professionalism (Dijkstra, 2009; Evans, 2008; Van Veen, 2008). Nixon (1996) states, in his 

paper on professional identity in higher education, that teaching should be recognised as an 

“important area of professional expertise in its own right” (p. 14). To strengthen this 

expertise, professional development opportunities are deemed important (Nixon, 1996; Van 

Veen, 2008). According to Kwakman (1999), professional development of teachers not only 

implies quality improvements in the school, but also opportunities for the development of 

teachers, personally and professionally. 
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The last aspect mentioned by Van Veen (2008) when describing teaching as a 

profession, is the recognition of an occupation. For this part we asked teachers about how 

much respect they receive for being a teacher from their family, students, and friends. 

 

2.4. Method 

2.4.1 Respondents 

Three university based teacher trainers and one former teacher were given the survey to 

comment on its content and structure. For reasons of planning, the survey was 

simultaneously distributed among 567 teachers spread over 13 secondary schools in the 

Netherlands. The teachers’ e-mail addresses were retrieved from the websites of their 

schools. The schools that were selected are a representative sample of the different levels of 

secondary education offered in the Netherlands. Each teacher received, by e-mail, an 

invitation to participate. The survey was personalized by giving each participant a link in the 

e-mail with which s/he could enter the survey. If teachers did not want to participate, they 

were asked to reply to the mail, stating their reason for not participating, their age, gender, 

subject, and total years of experience in teaching. Teachers who did not respond or who only 

partially completed the instrument were sent a reminder e-mail after two weeks.  

Of the 567 teachers approached, 122 (21.5%) completed the survey. The distribution 

of male and female respondents was 61.2% and 47.0% respectively, which is representative 

for Dutch secondary education (Dutch Ministry of Education, Culture, and Science, 2007). 

The teachers’ average age was 44 years (SD = 12.3) and the average amount of experience in 

education was 16 years (SD = 11.6). 

2.4.2 Statistical procedures 

The structure of each part of the survey was separately checked using Principal Component 

Analysis (PCA). The number of factors extracted was based on Kaiser’s eigenvalue rule 

(Kaiser, 1960), the factor loadings of the items (Stevens, 2002), and Cattell’s Scree test 

(Cattell, 1966). Using item-total correlations, each item was checked for its use within the 

factor it belonged to and within its part of the instrument.  

By combining the information of the item-total correlation with the factor loadings, 

some items were found to be deviant (for example, factor loading < .40 and item-total 

correlation with the factor < .30). These items were removed from the survey contributing to 

a better internal consistency of the specific factor within that specific part of the survey. 

Whether discarding an item led to a changed factor structure was checked by running an 
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additional PCA. The internal consistency of each part of the instrument and of the factors 

within each part was investigated by calculating Cronbach’s alpha (Cortina, 1993). 

 

2.5. Results 

2.5.1 Principal component analysis and internal consistency 

The combined information gained from the PCA, the Scree plot, the item-total correlations, 

and the reliability analysis shows a sound factor structure for nearly all parts of the 

instrument. Table 2.2 on page 26 shows how many factors were retained in each part of the 

instrument as well as their reliabilities.  

The results shown in Table 2.2 are in line with the existing literature regarding the 

parts of the survey measuring job satisfaction and occupational commitment. Three factors 

were found in the self-efficacy part where in the Friedman et al. (2002) study only two 

factors remained. With regard to the part measuring teachers’ educational beliefs, Denessen 

(1999) originally found three dimensions, each with two factors. Here, a four factor solution 

remained. The context part of the survey was composed of questions based on three aspects: 

teachers’ possibilities for professional development, teachers’ autonomy, and teachers’ 

received respect for being a professional, the latter mostly consisting of self-developed items. 

Indeed, a three factor solution was found for this part of the survey, with a slight mixing of 

items in the factors. 

In Table 2.2, the part of the survey on teachers’ motivation is missing. The factor 

structure Ferrell and Daniel found in 1993 differed substantially from the factor structure 

found in the present chapter. Moran, Kilpatrick, Abbott, Dallat, and McClune (2001) had 

even found another, completely different factor structure. The psychometric results of the 

questionnaire used appeared to be unstable as well as unreliable. In the first PCA there were 

17 factors with an eigenvalue > 1. The Scree plot indicated a three factor solution, but this 

solution explained too little variance (31.86%). Ferrell and Daniel (1993) indicated a six 

factor solution, explaining slightly more variance (43.99%). The total reliability of the six 

factor solution was high (α = .90). Nevertheless, 19 out of the 57 items had a low correlation 

with the total score on the motivation questionnaire and the internal consistency of the last 

three factors was too low (α < .70). As the psychometric properties were meager, the open 

questions in this part of the survey were investigated as a possible alternative. 
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Table 2.2 Factor reliabilities of each scale 
 

Scales Crohnbach’s alfa 

Occupational commitment 

Factor 1 

Factor 2 

Factor 3 

.73 

.84 

.72 

.73 

Job satisfaction 

Factor 1 

Factor 2 

Factor 3 

Factor 4 

Factor 5 

.91 

.88 

.82 

.80 

.81 

.77 

Self-efficacy 

Factor 1 

Factor 2 

Factor 3 

.91 

.95 

.76 

.67 

Educational beliefs 

Factor 1 

Factor 2 

Factor 3 

Factor 4 

.80 

.83 

.75 

.81 

.74  

Context 

Factor 1 

Factor 2 

Factor 3 

.85 

.85 

.83 

.78 

  

Two raters independently coded teachers’ reasons to become and to remain a teacher 

using six codes: a) working with children, b) knowledge transfer and love for the subject, c) 

fringe benefits, d) importance to society, e) always wanted it/calling, and f) coincidence or 

flight from other situation/profession. These codes are roughly based on the factor titles 

used in the studies of Ferrell et al. (1993) and Moran et al. (2001). A seventh code was added 

for reasons that could not be placed under one of the six other codes. As some teachers gave 

more than one reason at the same time, the raters could code up to three reasons. The first 

mentioned reason was the main focus of analysis. Kappa (κ) (Fleiss, Levin, & Paik, 2003) was 
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calculated as a measure for interrater agreement. Here, κ was .76, which is substantial 

(Landis, & Koch, 1977), for the reason to become a teacher. For staying a teacher, κ was .51, 

which is moderate (Landis, & Koch, 1977). This result gives reason to believe that this is a 

reliable way to investigate both teachers’ original reason to teach and teachers’ reason to keep 

on teaching. 

Of the 89 teachers whose reasons to become a teacher were coded similar by the two 

raters, 28.1% mentioned “knowledge transfer/love for the subject” as primary reason to 

become a teacher. The second most mentioned reason for becoming a teacher was “working 

with children” and “coincidence/flight from other situation or profession”, both mentioned 

by 22.5%. The reasons for staying a teacher (61 teachers were given the same code by the 

raters) resemble this outcome. Of the teachers, 24.6% remain in teaching because of 

“working with children”. The second most mentioned reason to stay in the profession (23%) 

is “knowledge transfer/love for the subject”. 

This way of investigating teachers’ original reason to teach and teachers’ reason to 

keep on teaching is a qualitative measure. Not only teachers’ reason to become or to remain 

a teacher is relevant, the strength of teachers’ motivation or more precisely the change in this 

strength is relevant as well. Due to the interaction between person and context, teachers’ 

motivation may change. The change in level of motivation portrays more information than the 

level of motivation when teachers entered the teaching profession or the current level of 

teachers’ motivation portray separately. Therefore it was decided to retain the items “How 

motivated were you when you started teaching?” and “How motivated are you currently?” 

Using the teachers’ scores on these measures teachers’ change in level of motivation can be 

calculated. 

2.5.2 Comments on the questionnaire 

Among the three university based teacher trainers and the former teacher who were asked to 

comment on the content and structure of the survey, there was agreement about various 

topics. Certain items needed more clarification, for instance the items on teachers’ 

professional development. As different teachers can have different ideas on what is meant by 

‘professional development’, this needs to be clarified in the introduction to the items. There 

were also remarks about procedural aspects of the survey. It was, for example, unclear how 

to switch between pages or how to monitor the progress made.  

The above mentioned points were also mentioned in the answers given by the 

teachers to the open-ended questions at the end of the survey. The instrument was seen as 
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comprehensive, complete, but also as too long. Furthermore, teachers often reported having 

difficulty with answering the negatively formulated items.  

 

2.6. Discussion 

The main aim of this chapter was to construct a reliable online survey to measure indicators 

of teachers’ sense of their professional identity (occupational commitment, job satisfaction, 

self-efficacy, and motivation). To do so, the indicators had to be defined and questionnaires 

measuring these indicators needed to be selected. Via a literature study, occupational 

commitment, job satisfaction, motivation, and self-efficacy were clearly defined and for each 

indicator a questionnaire was selected. 

Additionally, it was investigated using principal component analysis whether the 

internal structure of the selected questionnaires were similar to the internal structures found 

in the literature. The internal structures correspond reasonably well to the structures found in 

the literature. A clear exception to this is the questionnaire measuring motivation. The 

questionnaire used to measure this indicator appeared to lack a stable structure. Although the 

reliability was high, this could be due to the large amount of items used with a relatively small 

sample size (Cortina, 1993). For this reason, the multiple response items were replaced by 

two open-ended questions. Two independent raters were able to rate these questions reliably. 

In addition, it was decided to use a calculated measure of teachers’ change in the level of 

their motivation in further research. We conclude that the findings presented give reason to 

believe that by using this online instrument it is possible to measure the four constructs as 

intended in a reliable fashion.  

Finally, in this chapter the collected information on possibilities to improve the 

constructed survey was presented. The steps taken to construct the survey were systematic 

and in line with steps advised to be taken in such a process (cf. DeVellis, 2003). 

Nevertheless, certain problems arose during this process. The main problem was the 

response rate (21.5%). In her review study, Sheehan (2001) reports on the decline in e-mail 

survey response rates in the last 15 years of the previous century. The average response rate 

in the 1998/9 period was about 31% (Sheehan, 2001). As the present study was conducted 

almost a decade later, a response rate of 21.5% may be seen as average. Still, this does leave 

questions about the non-respondents. The few teachers that did not want to participate but 

did reply the invitation e-mail mostly stated they were too busy and had been asked to 

complete a questionnaire too many times. Would sending out a paper and pencil survey have 

resulted in a higher response rate? It probably would, but costs and labour needed would 
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have been much higher (Cobanoglu, Warde, & Moreo, 2001; Kaplowitz, Hadlock, & Levine, 

2004). Especially if the instrument would be distributed among a very large sample or 

population, reducing the costs should be taken into account. 

Another reason for the low response-rate might have been the length of the 

instrument. The instrument took approximately 25 minutes to complete. As this was 

mentioned in the introduction page of the instrument, this might have made the teachers 

decide not to respond. A related problem was the higher drop-out rate further in the 

instrument. Because of this, the self-efficacy questionnaire, the last to be shown, was 

completed by less teachers. This could point to fatigue or loss of interest. Shortening the 

instrument could be a way to lower the workload for completing the instrument. 

Additionally, the sequence in which each part of the instrument is shown should be 

randomised. 

The presented findings are a fruitful source for further research. A first option is to 

distribute a shorter version of our instrument among a larger sample of teachers in secondary 

education. This may raise the response rate as well as give a clearer view on possible answer 

patterns. Another option is to investigate the relationships between the constructs more 

closely. What does a high score on the commitment scale imply for the other constructs? 

How are teachers’ educational beliefs and teachers’ opportunities for professional 

development related to the indicators of teachers’ sense of their professional identity? 

Although for now these questions remain unanswered, this chapter has presented an 

instrument with which these and other questions might be answered in the near future.  
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Chapter three: Exploring the relationships between indicators of teachers’ 

professional identity 

 

Abstract 

This study investigates how relevant indicators of teachers’ sense of their professional 

identity (job satisfaction, occupational commitment, self-efficacy, and change in level of 

motivation) are related. A model is proposed, tested with structural equation modelling, and 

refined using data from 1214 Dutch teachers working in secondary education. Classroom 

self-efficacy and relationship satisfaction play a key influencing role in the relationships 

between the indicators. Using multiple-group SEM, the parameters of the overall model are 

similar for the novice, experienced, and senior teachers in a constrained model. Yet, with an 

unconstrained model, not all parameters are significant in the group of novice teachers. This 

suggests that, although teachers’ sense of their professional identity appears to be stable, it 

could be dynamic over time. The present study contributes to the further development of a 

solid theory on teachers’ professional identity, which has been lacking. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

This chapter is based on: 

 

Canrinus, E.T., Helms-Lorenz, M., Beijaard, D., Buitink, J., & Hofman, W.H.A. (in press). 

Self-efficacy, job satisfaction, motivation and commitment, exploring the relationships 

between indicators of teachers’ professional identity. European Journal of Psychology of Education  
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3.1. Introduction 

The concept of ‘professional identity’ has recently attracted interest in various fields, such as 

in the medical field (e.g., Pratt, Rockmann, & Kaufmann, 2006) and in the field of the legal 

profession (e.g., Mather, McEwen, & Maiman, 2001). Most research has been performed 

within the field of teaching and teacher education (see for a review Beijaard, Meijer, & 

Verloop, 2004). Research on teachers’ sense of their professional identity has mainly 

focussed on what affects – the development of – teachers’ professional identity (e.g., 

Hamman, Gosselin, Romano, & Bunuan, 2010). To a lesser extent, more outcome oriented 

studies exist. Moore and Hofman (1988), for example, found a strong professional identity to 

be related to a more pronounced critical stance towards working conditions. Additionally, 

Nias (1997) and Day (2002) claim, based on deductive reasoning and their personal theories, 

that professional identity is related to how teachers respond to educational reforms.  

An extensive research on teachers’ professional identity in relation to teacher 

effectiveness was performed in the VITAE study (Day et al., 2006). In this four-year 

longitudinal project, the key aim was to investigate factors contributing to variations in 

teachers’ effectiveness. Day et al. (2006) state that by the different ways in which teachers 

balance three relevant dimensions in their work (a personal dimension (life outside the 

school), a professional dimension (social and policy expectations of what a good teacher is) 

and a situational dimension (the direct working environment of the teacher) different 

professional identities emerge. Results of the VITAE study showed that this balancing of 

dimensions is one of the factors contributing to teacher effectiveness (measured by value-

added measures of students’ progress and attainment). 

Professional identity pertains to how teachers see themselves as teachers based on 

their interpretations of their continuing interaction with their context (Kelchtermans, 2009). 

It is argued here that this interaction manifests itself in teachers’ job satisfaction, 

occupational commitment, self-efficacy, and change in level of motivation (see Figure 1.1, 

chapter 1, page 14). 

According to Day (2002), teachers’ sense of their professional identity coincides with 

these constructs. A similar conclusion was drawn by Puurula and Löfström (2003) in their 

study on the development of professional identity of employees in small and medium sized 

enterprises. Teachers’ job satisfaction, occupational commitment, self-efficacy, and change in 

level of motivation are often described in the literature as being important to teacher 

behaviour (cf. Ashton & Webb, 1986; Firestone, 1996; Toh, Ho, Riley, & Hoh, 2006; Watt & 



 33

Richardson, 2008) and they represent a personal perspective on how teachers view 

themselves as professionals in their work.  

Kelchtermans (2005; 2009) uses the term ‘self-understanding’ for a process closely 

related to professional identity. According to Kelchtermans (2009), five components make 

up this self-understanding: Teachers’ self-image, self-esteem, job motivation, task perception, 

and future perspective. Kelchtermans’ definitions of teachers’ self-image and self-esteem 

closely relate to teachers’ self-efficacy which is perceived here as part of teachers’ 

professional identity. Likewise, we believe teachers’ motivation to be relevant for teachers’ 

sense of their professional identity. Nevertheless, teachers’ task perception is defined by 

Kelchtermans (2009) as teachers’ core values and ideas of what it means to be a teacher. This 

definition relates to Nias’ (1996) perspective on the relevance of teachers’ values for their 

identity. We do agree that such values are relevant. Yet, we believe this to be mainly a 

personal aspect developed during one’s personal upbringing and development. Here, we 

focus on constructs that are influenced by both the person and the context in which the 

teacher currently works. Therefore, similar to the concept of teachers’ task perception, the 

concept of teachers’ future perspective is not incorporated in our theory on teachers’ 

professional identity. This study investigates the teachers’ perceptions of their present 

professional identity in their present work environment. In our view, an indication of 

teachers’ sense of their professional identity is acquired through investigating the four 

constructs presented in Figure 1.1 (page 14) in their combination.  

How these constructs are related to each other and how much weight is assigned to 

them by teachers is unclear. Therefore, the main research question of this study is: how are 

these constructs related? To answer this research question, a conceptual model based on the 

literature of the relationships between these constructs will first be postulated and 

subsequently tested empirically. A solid theory of teachers’ sense of their professional 

identity is not available for the construction of this model. The model presented is built on 

separate studies that investigate only parts of the proposed model. Through this study we 

hope to contribute to such a solid, more comprehensive theory for understanding teachers’ 

sense of their professional identity. 

Generally, it is stated that professional identity is dynamic (e.g., Beijaard et al., 2004). 

Sugrue (2005) elaborates on this and argues that identity is not distinctly individual and 

unalterable. Identity continues to be formed between the experiences of the past and the 

experiences in the present and future. People may strive to maintain their habits and 

routines, but are not immune to outside influences (Sugrue, 2005). Ibarra (1999) poses that 
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people use trial versions of their professional identity before assuming a fully elaborated 

professional identity. In their longitudinal study, Dobrow and Higgins (2005) found the 

clarity of 136 (former) MBA students’ professional identity to increase over time. Teachers 

obtain more and more experience and more and different influences affect teachers as 

teachers have worked longer in their profession. Possibly, teachers’ sense of their 

professional identity changes during their career, resulting in a change in the relationships 

between the indicators of teachers’ sense of their professional identity. 

Therefore, in addition to the main research question of this paper, the model will be 

applied to data from teachers with different levels of experience in order to explore whether 

the relationships between the constructs are linked to experience. Research focusing on the 

retention of novice teachers uses respondents with three to five years of teaching experience 

(e.g., Ingersoll & Smith, 2004). Therefore, the cut-off point for an exact definition of 

noviceness was taken to be the first five years of work experience in education. Super and Hall 

(1978) presented a figure representing the stages in career development. In that figure, 

employees up to the age of 45 are said to be advancing and establishing their careers. In the 

case of Dutch teachers, this means they have approximately fifteen years of experience 

before having fully established their careers. Therefore, senior teachers are perceived to be 

those teachers who have worked in education for fifteen years or more. The teachers with 

experience in between the novice and senior teachers, the experienced teachers, have six to 

fourteen years of experience in education. Comparing these three groups may result in 

insight into the stable and/or dynamic aspects of the sense teachers have of their 

professional identity throughout their careers.  

 

3.2. Conceptual framework 

Job satisfaction, self-efficacy, occupational commitment, and change in teachers’ level of 

motivation are put forward here as indicators of teachers’ sense of their professional identity. 

They are the representation of the more tacit construct that professional identity appears to 

be. Therefore, it is important to understand how these constructs relate to each other. They 

have been investigated separately and in diverse combinations in various studies (e.g., 

Cooper-Hakim & Viswesvaran, 2005) but no research has been done which relates them all 

to one another nor to provide, as argued in this chapter, an impression of teachers’ 

perceptions of their own professional identity.  

From the literature, we derived assumptions regarding the relationships between the 

indicators of teachers’ sense of their professional identity. First, studies using structural 
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equation modelling (SEM) were selected. Second – or where the former studies were 

unavailable – studies using regression analyses were selected. Third, where none of the other 

two types of study were available for the relationships to be specified, studies reporting 

correlations were used to formulate assumptions regarding the relationships. The following 

assumptions, upon which we will elaborate below, have been derived from the literature:  

 

1. teachers’ self-efficacy contributes to teachers’  

a. change in level of motivation 

b. job satisfaction 

c. occupational commitment  

2. teachers’ job satisfaction contributes to teachers’  

a. change in level of motivation 

b. occupational commitment 

3.  teachers’ change in level of motivation contributes to teachers’ occupational 

commitment. 

 

3.2.1 Self-efficacy 

In various theories, self-efficacy is put forward as determining behaviour. The expectancy-

value theory (Vroom, 1963; Wigfield & Eccles, 2000), for instance, assumes that the 

likelihood of attaining a valued outcome leads to specific behaviour. If a person believes s/he 

is capable of gaining a positive result, it will be more likely s/he repeats that behaviour. 

Likewise, within the attribution theory, the beliefs of responsibility for specific outcomes are 

put forward as guiding a person’s subsequent behaviour (Weiner, 1972). Therefore, teachers’ 

self-efficacy was taken as the starting point for the construction of our conceptual model. 

Bandura (1977) distinguished outcome expectations and efficacy expectations. In 

current definitions of teacher self-efficacy, some authors focus on teachers’ perceived ability 

to affect student outcomes (e.g., De la Torre Cruz & Casanova Arias, 2007), while others 

focus exclusively on efficacy expectations but extend this by considering the contexts in 

which teachers work (e.g., Tschannen-Moran, Hoy, & Hoy, 1998). As these authors’ 

definition takes the classroom context and the broader school context, as well as relational 

aspects – which play an important role in the work of teachers – into account, Friedman and 

Kass’ (2002) definition of teacher self-efficacy is followed in this chapter: “A teacher’s 

perception of his or her ability to (a) perform required professional tasks and to regulate 

relations involved in the process of teaching and educating students and (b) perform 
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organizational tasks, become part of the organization and its political and social processes” 

(p. 684). 

Within Ryan and Deci’s (2000) self determination theory, a person’s feeling of 

competence is related to a person’s level of intrinsic motivation. Bandura (1993) himself 

refers to self-efficacy beliefs as playing a key role in motivational processes. Self-efficacy is 

often described as being a component of motivation and has been used in some studies as a 

measurement for the motivation construct (cf. Ciani, Summers, & Easter, 2008). Self-efficacy 

is related to behavioural changes, often through its effect on motivation. Schepers, De 

Gieter, Perpermans, Du Bois, Caers, and Jegers (2005), for instance, describe teachers’ 

professional efficacy as being the primary motivator in teachers’ work. Therefore, we believe 

teachers’ self-efficacy contributes positively to teachers’ change in level of motivation. 

Using an online instrument, Judge, Bono, Erez, and Locke (2005) surveyed 251 

employees working in three different organizations and expected a positive relationship 

between these employees’ core self-evaluations. These are the fundamental assessments that 

people make about their worthiness, competence, and capabilities and include self-efficacy 

and job satisfaction. SEM analysis revealed a significant relationship (β = .47, p < .01) 

between the employees’ self-efficacy as part of their core self-evaluations and satisfaction 

with their jobs. Like Judge et al. (2005), Caprara, Barnabelli, Steca, and Malone (2006) used 

SEM for their studies. They found a positive and significant relationship (β = .74, p < .05) 

between teachers’ self-efficacy and job satisfaction of 75 junior high school teachers. In line 

with these studies, we assume that teachers’ self-efficacy contributes to teachers’ job 

satisfaction. 

Rots, Aelterman, Vlerick, and Vermeulen (2007) considered data of 209 teachers 

from Belgium who had graduated between 2001 and 2003. By using SEM, Rots et al. found 

“[…] that teaching commitment was positively and directly related to teacher efficacy (β = 

0.29, p < 0.01) […]” (Rots et al., 2007, p. 550). Likewise, Chan, Lau, Nie, Lim, and Hogan 

(2008) used SEM on data from 2130 primary school teachers and 1587 secondary school 

teachers in Singapore. A positive relationship was found between teachers’ self-efficacy and 

commitment in both groups (β = 0.26 and β = 0.22, CR > 2.0, respectively). The definition 

of commitment used by Rots et al. (2007) and Chan et al. (2008) is in line with the definition 

for the occupational commitment construct used here: “a psychological link between a 

person and his or her occupation that is based on an affective reaction to that occupation” 

(Lee, Carswell, & Allen, 2000, p. 800). Against this background, we assume that teachers’ 

self-efficacy contributes to teachers’ occupational commitment. 



 37

Guay, Ratell, Roy, and Litalien (2010) examined, based on the self determination 

theory, the longitudinal relations between academic self-concept, autonomous academic 

motivation, and achievement. Using SEM on data of 925 (T1) and 828 (T2) high school 

students, they concluded that autonomous academic motivation mediates the relation 

between academic self-concept and academic achievement. Guay et al. (2010) state that 

perceived competence is a construct akin to self-concept and used a perceived competence 

scale to measure academic self-concept. We believe self-efficacy, likewise, is similar to these 

constructs and therefore use the findings of Guay et al. as an indication that motivation may 

play a mediating role in the effect of self-efficacy on other constructs. To investigate this 

claim, we assume in the conceptual model that the effect of self-efficacy on occupational 

commitment is partially mediated by change in teachers’ level of motivation. 

3.2.2 Job satisfaction 

Bogler and Somech (2004) suggest further research into the effect of various variables on 

teachers’ commitment, such as teachers’ job satisfaction. Using SEM, Landsman (2001) 

investigated the hypothesis that job satisfaction positively affects occupational commitment 

using data from 1133 public child welfare employees. The employees’ job satisfaction 

significantly predicted the employees’ occupational commitment (β = .21, p < .001). 

Therefore, we assume that teachers’ job satisfaction contributes to teachers’ occupational 

commitment. 

Through correlation analysis, teachers’ motivation has been found to be significantly 

related to teachers’ job satisfaction (r = .38, p < .01) (Davis & Wilson, 2000). A specific 

direction between these two constructs has been suggested by, for instance, Maslow. Maslow 

(1943) developed his theory on persons’ needs, in which he explains that fulfilment of these 

needs motivates people. Hackman and Oldham (1976) confirmed their job characteristics 

model using multiple regression analysis on the data of 658 employees working on 62 

different jobs in seven organisations. The model specifies the conditions under which 

employees will become internally motivated to perform their work effectively. Five core job 

dimensions (skill variety, task identity, task significance, autonomy, and feedback) influence 

three critical psychological states (experienced meaningfulness, experienced responsibility for 

outcomes, and knowledge of the actual results) which influence personal and work outcomes 

including work motivation. Therefore, we assume that teachers’ job satisfaction contributes 

to teachers’ change in their level of motivation. 
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3.2.3 Change in level of motivation and occupational commitment 

Motivation is defined as a set of interrelated beliefs and emotions. These beliefs and 

emotions drive and influence behaviour (Martin & Dowson, 2009; Wentzel, 1999). Several 

authors further specified the influence of motivation on behaviour: motivation is what starts, 

sustains, and concentrates behaviour (e.g., Sinclair, Dowson, & McInerney, 2006). Latham 

and Pinder (2005) refined the definition of motivation further for the concept of work 

motivation. They defined work motivation as “a set of energetic forces that originate both 

within as well as beyond an individual’s being, to initiate work-related behaviour and to 

determine its form, direction, intensity and duration” (Latham & Pinder, 2005, p. 486). 

Motivation for teaching is investigated mainly by questioning teachers about varying types of 

motivation (e.g., Watt & Richardson, 2008), for instance: ‘working with children’ or ‘having 

had inspiring teachers’. 

Here, the focus lies on teachers’ change of level of motivation. We do not investigate 

what made the teachers choose the teaching profession in the first place, yet we are 

interested in their present level of their motivation in relation to their level of motivation 

when they entered the teaching profession. More precisely, we are interested in how this level 

of motivation changes due to the interaction between person and context. We are convinced 

that the change in level of motivation portrays more information than the level of motivation 

when teachers entered the teaching profession or the current level of teachers’ motivation 

portray separately. We hypothesise that a change in level of motivation is important for 

teachers’ present sense of their professional identity, as it incorporates previous experiences.  

No research was found that directly relates an overall measure of teachers’ - change 

in - level of motivation to teachers’ occupational commitment. Sinclair et al. (2006) have 

speculated that teachers’ motivation underpins teachers’ occupational commitment, but did 

not investigate this proposition further. For the purpose of our study we specified that 

change in teachers’ level of motivation contributes positively to teachers’ occupational 

commitment and investigate whether this relationship is actually present. Thus, we assume 

that an increase in teachers’ level of motivation will lead to more occupational commitment 

and a decrease in teachers’ level of motivation will lead to less occupational commitment. 

 

3.3. Method 

3.3.1 Participants 

To test the proposed model, an online questionnaire was distributed to 5575 Dutch teachers 

working in secondary education. These teachers received an e-mail invitation to participate. 
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The teachers’ e-mail addresses were retrieved from the websites of their schools. The survey 

was personalized by inserting a link into each participant’s e-mail which permitted access to 

the questionnaire. Teachers who did not respond or who only partially completed the 

instrument were sent a reminder e-mail after two weeks.  

Of the 5575 teachers approached, 1214 (21.8%) returned a completed questionnaire. 

The distribution of male and female respondents was 52.9% and 45.2% respectively, 23 

teachers did not indicate their gender. The average age was 44 (sd. 11.1) and the average 

amount of experience in education was 17 years (sd. 11.6). This is an accurate representation 

of the population of Dutch teachers working in secondary education (Dutch Ministry of 

Education, Culture, and Science, 2007). 

For the second aim of this study, to explore whether the relationships between the 

constructs are linked to experience, the participating teachers were divided into three groups 

with varying levels of experience: 265 novice teachers, 341 experienced teachers, and 603 

senior teachers. 

3.3.2 Data preparation 

A survey was developed to measure the constructs relevant for teachers’ sense of their 

professional identity, namely teachers’ job satisfaction, self-efficacy, occupational 

commitment, and change in level of motivation. Change in teachers’ level of motivation was 

determined by subtracting teachers’ score on the question “How motivated were you when 

you started teaching?” from teachers’ score on the question “How motivated are you 

currently?” Table 2.1 (chapter 2, page 22) summarizes the instruments used to measure 

teachers’ job satisfaction, self-efficacy, and occupational commitment.  

The items measuring job satisfaction, self-efficacy, and occupational commitment 

were submitted to a principal component analysis (PCA) because the instruments used to 

measure these constructs had not yet been used together in previous research. To reduce the 

confounding of constructs, we conducted a PCA to purify the latent variables. The variable 

measuring change in teachers’ level of motivation was excluded from the PCA, as it was 

measured by one calculated item.  

Based on the PCA, job satisfaction, measured on a five-point Likert scale, was split 

into teachers’ relationship satisfaction (containing items on co-workers, support, and 

autonomy) and teachers’ satisfaction with their salary (containing items on salary and fringe 

benefits). The indicator “relationship satisfaction” furthermore contained self-efficacy items 

on teachers’ relationship with school administrators, measured on a six-point Likert scale. 

Teachers’ classroom self-efficacy was found to be a separate indicator. Occupational 
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commitment, measured on a seven-point Likert scale, was split into teachers’ affective 

occupational commitment (referring to positive emotions towards the occupation) and 

responsibility to remain in teaching (referring to the sense of obligation to remain in the 

occupation and the awareness of the costs associated with leaving the occupation). The 

factor affective occupational commitment furthermore contained job satisfaction items 

measuring satisfaction with work itself as well (e.g., “I like the work I do a lot”). The internal 

consistencies of the indicators of teachers’ sense of their professional identity ranged from 

.81 (satisfaction with salary) to .92 (classroom self-efficacy). Table 3.1 gives an overview of 

the features of the final factors. 
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Table 3.1 Number of items used, reliability, explained variance, and example items of the indicators of teachers’ sense of their professional identity 
 
Indicator name Content No. of  

items 
Alpha % explained 

variance  
Example item 

 
Change in level of 
motivationa 

 
Subtraction of the motivation score at the 
start of teaching from the score of the current 
motivation 

 
 

   
How motivated were you when you 
started teaching? 

 
Relationship 
satisfaction 

 
Self-efficacy and job satisfaction items 
regarding the relationship with school 
administrators and job satisfaction items on 
relationships, autonomy and support 

 
22 

 
.89 

 
15.7 

 
In this work, I feel valued by my 
directors. 

 
Classroom self-efficacy 

 
Self-efficacy items on classroom practice 

 
21 

 
.92 

 
10.1 

 
To what extent do you agree with the 
statement: I think I can be very creative 
in my work with students. 

 
Responsibility to 
remain in teaching 

 
A mix of normative and continuance 
occupational commitment itemsb  

 
12 

 
.80 

 
5.9 

 
Changing my profession now would be 
difficult for me to do. 

 
Salary satisfaction 

 
Job satisfaction items on salary and fringe 
benefits 

 
6 

 
.81 

 
3.8 

 
My salary matches with my 
qualifications and skills. 

 
Affective occupational 
commitment 

 
A mix of affective occupational commitment 
items and job satisfaction items on work 

 
10 

 
.83 

 
3.6 

 
To what extent do you agree with the 
statement: I like the work I do a lot. 

 

a as this is a constructed variable, existing of one item excluded from the factor analyses, alpha and the % of explained variance are not included in the 
table. 
b normative commitment refers to the sense of obligation to remain in the occupation, continuance commitment refers to the awareness of the costs 
associated with leaving the occupation (Meyer, Allen, & Smith, 1993).
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3.3.3 Data analysis 

Some of the final factors contain items with differing Likert scales. The factor “relationship 

satisfaction”, for instance, contains job satisfaction items measured on a five-point Likert 

scale, as well as self-efficacy items on the relationship with school administrators measured 

on a six-point Likert scale. Therefore, all item scores were standardized and, subsequently, 

each participant’s mean score was calculated for each factor. These scores were used in 

further analyses. 

Structural equation modelling, using the statistical package LISREL, tested the 

assumptions proposed in the theory section. Because more factors were found in the PCA 

than constructs were presented in the theory section, the aforementioned assumptions were 

adjusted resulting in the final model presented in Figure 3.1. The foundations of these 

adjustments are presented below. 

 

 

Figure 3.1 Final conceptual model 

 

A relationship between classroom self-efficacy and responsibility to remain in 

teaching was not specified in the model. In our view, classroom self-efficacy relates to a 

teacher’s personal feelings of competence, whereas responsibility to remain in teaching is 

Classroom self-efficacy 

Relationship 
satisfaction 

Affective 
commitment 

Salary 
satisfaction 

Responsibility 
to remain 

Change in 
level of  
motivation 
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based more on beliefs about costs and pressures which make a teacher stay in the profession. 

Likewise, change in teachers’ level of motivation was assumed not to contribute to the 

occupational commitment factor ‘responsibility to remain in teaching’. We believe that the 

more internal process of change in ones level of motivation will not influence the feelings of 

responsibility to remain in teaching as these are dependent on more external factors like the 

costs of leaving the profession. Lastly, no relationship was specified between teachers’ salary 

satisfaction and teachers’ change in level of motivation, based on the findings of Cameron 

and Pierce (1994) and McKinney (2000) who did not find a relationship between these 

constructs. 

 The relationship between teachers’ salary satisfaction and their occupational 

commitment, and between teachers’ relationship satisfaction and their occupational 

commitment remains unclear in the literature (see for instance Firestone and Pennell (1993) 

and Liu and Ramsey (2008)). Therefore, the relationship between these two satisfaction 

factors and both factors of occupational commitment are specified in the model to 

investigate whether these relationships are actually present. 

Besides contributing to teachers’ occupational commitment, ‘relationship satisfaction’ 

is specified to contribute to change in level of motivation as well. Ryan and Deci (2000) state 

within their self-determination theory that feelings of relatedness and autonomy, both 

represented within the factor ‘relationship satisfaction’, contribute to intrinsic motivation. 

Therefore, this contribution was specified in the model.  

Multiple-group SEM was used to investigate whether the relationships between the 

constructs are linked to experience. By testing, by use of a χ2-difference test, whether the 

change in χ2 compared to the change in the degrees of freedom was significant, a fully 

constrained model (Invariance Model), based on the parameters found in the final model for 

the total group, was compared to a fully unconstrained model. If the fit of the constrained 

model is considerably worse than the fit of the unconstrained model, as indicated by a 

significant χ2-difference, the parameters are not considered equal across the groups (Kline, 

2005). For the multiple-group SEM the total sample was split into novice, experienced, and 

senior teachers. 

 

3.4. Results 

The standard deviations and the correlations between the factor scores – including the 

constructed motivation variable – are presented in Table 3.2. Teachers’ classroom self-

efficacy was significantly (p < .01) related to teachers’ relationship satisfaction, affective 
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occupational commitment, and change in level of teachers’ motivation. Relationship 

satisfaction and satisfaction with salary were both significantly (p < .01) related to affective 

occupational commitment as well as to each other. The factor responsibility to remain in 

teaching was solely related (p < .01) to the factor affective occupational commitment. The 

strongest significant relationship was found between relationship satisfaction and affective 

occupational commitment (r = .57, p < .01). 

 

Table 3.2 Standard deviation and correlations between factor scores (N=1214) 
 

Variable SD 1 2 3 4 5 6 

1. Relationship satisfaction .55 -      

2. Satisfaction with salary .71 .26** -     

3. Responsibility to remain 

in teaching 
.58 -.05 .03 -    

4. Affective occupational 

commitment 
.62 .57** .22** .12** -   

5. Change in level of 

motivation 
1.00 .30** .11** .01 .40** -  

6. Classroom self-efficacy .62 .21** -.11** -.04 .26** .15** - 

 

** p<0.01 (2-tailed). 
 

The fit of the proposed model, shown in Figure 3.1, was measured by means of χ2, 

the comparative fit index (CFI), the non normed fit index (NNFI), and the root mean square 

error of approximation (RMSEA). The results for the proposed model showed an 

unsatisfactory fit with the data: χ2(5, 1214) = 144.08, p < .01; CFI = .86; NNFI = .58; 

RMSEA = .15. To improve the model, the non-significant relationship between satisfaction 

with salary and responsibility to remain in teaching was removed from the model. 

Furthermore, the relationship between affective occupational commitment and responsibility 

to remain in teaching was added, in line with findings of McAulay, Zeitz, and Blau (2006). 

They found affective professional commitment to be positively associated with normative 

professional commitment. Additionally, we expected the relationship satisfaction factor to 

contribute to the ‘salary’ factor. Firestone and Pennell (1993) found that competitive aspects 

of differential incentive programs for teachers have detrimental effects on teachers’ 

commitment to their work. We assume that with a positive perspective towards relationships 
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with colleagues and school administration and a positive perspective on being listened to by 

the school board, a teacher will feel more satisfied about his/her salary as less competition 

and feelings of arguments will exist. 

Figure 3.2 represents the final model showing the standardized coefficients of the 

relationships. This final model was found to have good fit indices: χ2(4, 1214) = 9.55, p > 

.01; CFI = .99; NNFI = .98; RMSEA = .03 with a significant decrease of χ2 (χ2-difference = 

135.53, p<.01).  

 

Figure 3.2 Final structural model representing only the significant standardised relationships  

 

The direct effect of teachers’ satisfaction with their relationships on teachers’ change 

in level of motivation (β = .69) was the strongest effect found in the final model. The second 

strongest direct effect was the effect of teachers’ relationship satisfaction on teachers’ 

affective occupational commitment (β = .51). The least strong, but still significant (p < .01) 

direct effect was present from salary satisfaction to affective occupational commitment (β = 

.08). A negative direct effect was found from classroom self-efficacy to salary satisfaction (β 

= -.20) and relationship satisfaction to responsibility to remain in teaching (β = -.18). This 

indicates that the higher a teacher’s self-efficacy, the less satisfied this teacher is with his/her 

salary and received fringe benefits and that positive relationships may reduce teachers’ 
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feelings of pressure to remain in teaching. Lastly, the hypothesised relationship between 

teachers’ salary satisfaction and their responsibility to remain in teaching was not significant 

and therefore removed from the model. Table 3.3 presents the significant direct, indirect, and 

total effects between the factors in the final model. 

 

Table 3.3 Significant direct, indirect, and total effects between the factors 
 

Factors Direct Indirect Total 

Classroom self-efficacy � change in level of motivation .20** .13** .33** 

Classroom self-efficacy � relationship satisfaction .18**  .18** 

Classroom self-efficacy � salary satisfaction -.20** .07** -.13** 

Classroom self-efficacy � affective occupational 

commitment 

.14** .12** .26** 

Classroom self-efficacy � responsibility to remain in 

teaching 

 .02* .02* 

Change in level of motivation � affective occupational 

commitment 

.11**  .11** 

Change in level of motivation � responsibility to remain in 

teaching 

 .02** .02** 

Relationship satisfaction � change in level of motivation .69**  .69** 

Relationship satisfaction � affective occupational 

commitment 

.51** .10** .61** 

Relationship satisfaction � responsibility to remain in 

teaching 

-.18** .12** -.06* 

Relationship satisfaction � Salary satisfaction .37**  .37** 

Salary satisfaction � affective occupational commitment .08**  .08** 

Salary satisfaction � responsibility to remain in teaching  .02** .02** 

affective occupational commitment � responsibility to 

remain in teaching 

.20**  .20** 

 
*  p < .05 
**  p < .01 

 

In addition to testing an overall model, the possibility of a stable core in teachers’ 

sense of their professional identity was explored. To investigate whether the model would 
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hold for groups of teachers with varying amounts of experience, the fit of the model was 

tested with the data from the 265 novice teachers, 341 experienced teachers, and 603 senior 

teachers that had participated in this study. Using multiple-group SEM and a χ2-difference 

test, a fully unconstrained model was compared to an invariance model where the parameters 

were fixed for all three groups according to the findings as presented in the final model in 

Figure 3.2 (page 45).  

Firstly, the invariance model was investigated. This resulted in a significant and well 

fitting model. The results of the models tested are presented in Table 3.4. Next, the 

parameters of all groups were set free. The χ2-difference test showed that the change of χ2 

between the invariance model and the unconstrained model compared to the change in the 

degrees of freedom between these models was not significant, meaning the invariance model 

and the unconstrained model do not significantly differ. Thus, the parameters do not differ 

across the groups (Kline, 2005). 

 

Table 3.4 Goodness of fit indices for the compared models 
 

Model df Chi-

square 

P RMSEA CFI NNFI ddf Chi- 

square 

difference 

Total group model 4 9.55 0.05 0.03 0.99 0.98 - - 

Invariance model 45 44.61 0.49 0.00 1.00 1.00 - - 

Unconstrained 

model 

12 19.29 0.08 0.04 0.99 0.97 33 25.32 

Beginner model 15 24.21 0.06 0.04 0.99 0.97 3 5.08 

 

3.5. Discussion 

The primary aim of this paper was to investigate the relationships between the indicators of 

teachers’ sense of their professional identity: teachers’ self-efficacy, job satisfaction, 

occupational commitment, and the change in teachers’ level of motivation. Based on the 

literature, a model was proposed and tested empirically. Using the data of 1214 secondary 

school teachers, a final model with satisfactory fit-indices incorporating all constructs was 

constructed.  

The final model showed teachers’ classroom self-efficacy to be contributing 

negatively to teachers’ satisfaction with their salary. The direct as well as the total effect of 

teachers’ classroom self-efficacy on their salary satisfaction was negative. This negative 
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relationship is in line with previous findings (Busch, Fallan, & Pettersen, 1998; Kim & Kim, 

2001; Motowidlo, 1982). Apparently, the more competent a teacher feels within the 

classroom, the less satisfied the teacher is with his/her salary and fringe benefits.  

It was assumed that salary satisfaction itself would contribute to affective 

occupational commitment as well as to teachers’ feelings of responsibility to remain in 

teaching. The results of the final model showed that salary satisfaction indeed contributes to 

teachers’ affective occupational commitment, but does not significantly contribute to 

teachers’ feelings of responsibility to remain in teaching. Lee et al. (2000) found a positive 

correlation between job satisfaction and occupational commitment. They did make a 

distinction between satisfaction with work itself and satisfaction with pay, but they did not 

distinguish various forms of occupational commitment. The results presented here suggest 

this distinction should be made in future research into occupational commitment. 

Relationship satisfaction, on the other hand, did contribute to both factors of 

occupational commitment. The effect of relationship satisfaction on teachers’ affective 

occupational commitment was the second strongest in the model. The more positive 

teachers are towards the relational aspects of their work, the stronger their emotional bond is 

with their occupation. The model furthermore showed that the effect on responsibility to 

remain in teaching was negative. This means that the more satisfied the teachers are about 

their colleagues, support, and autonomy, the less they feel that leaving the profession will 

cost them much and the less guilty they feel about leaving the profession. 

Classroom self-efficacy and relationship satisfaction play a key influencing role in the 

relationships between the indicators of teachers’ sense of their professional identity. This 

suggests that strengthening a teacher’s sense of professional identity would be able by 

influencing teachers’ classroom self-efficacy and teachers’ relationship satisfaction, as these 

constructs influence, in their turn, the other indicators. Classroom self-efficacy could, for 

instance, be strengthened by providing professional development opportunities. Relationship 

satisfaction could be strengthened by providing or enhancing a supportive environment, 

making sure teachers feel they are listened to by the school board, and developing a strong 

feeling of relatedness between team-members. Retaining and strengthening teachers’ sense of 

their professional identity is important as it is relevant to the way they function in practice 

(Day, Elliot, & Kington, 2005), as well as how they respond to educational reforms (Battey & 

Franke, 2008; Day, 2002). 

In addition to the primary aim of this chapter, it was explored whether teachers’ 

sense of their professional identity is related to their teaching experience. The total group of 
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teachers was split into three groups: novice, experienced, and senior teachers. The results 

revealed that the parameter estimates for the overall group fitted the three groups well and 

did not significantly differ across the three groups. This aspect of similarity does not 

necessarily contrast the findings of Dobrow and Higgings (2005) who found that the clarity 

of the professional identity of 136 (former) MBA students increased over time. The clarity of 

the relationships as presented in the present study may increase without changing the 

relationships. Additionally, the similarity is in line with findings of Canrinus, Helms-Lorenz, 

Beijaard, Buitink, & Hofman (in press) who found that teachers who differed from each 

other in their professional identity profile, did not significantly differ in their amount of 

experience (see also chapter 4). 

3.5.1 Limitations and further research 

The presented findings are not without limitations. Firstly, although the teachers participating 

in this study were a fairly accurate representation of the population of Dutch teachers 

working in secondary education (Dutch Ministry of Education, Culture and Science, 2007), 

information about the teachers who did not respond was very limited. If teachers did not 

want to participate, they were asked to reply to the invitation e-mail, stating their reason for 

not participating, their age, gender, subject, and their total years of experience in teaching. 

Unfortunately, too few teachers responded to this query for us to be able to accurately 

describe the characteristics of the non-respondents. The teachers who did respond replied 

that heavy workload and the consequent lack of time for surveys was their reason for not 

participating. 

Secondly, the stability of the presented model was investigated using cross-sectional 

data. Although the overall model fitted all three, relatively large, groups of teachers and 

contributes to the further development of a solid theory on teachers’ professional identity, a 

concrete developmental perspective was absent. In further and longitudinal research the 

stability of the presented model needs to be investigated more in depth, possibly through a 

more development-oriented lens. 

Thirdly, Hargreaves (2000) found a distinction between the behaviour of elementary 

and secondary school teachers. Whether this distinction is also apparent in these teachers’ 

perceptions of the relevant constructs for their professional identity is not studied here. The 

findings presented are limited to Dutch teachers in secondary education. Again, this can be 

regarded as an opportunity for further investigation. 

Lastly, the influence of emotion in teaching has gained attention the last two decades 

(see for a review: Sutton & Wheatley, 2003). Kelchtermans (2009) and Nias (1996) have 
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mentioned emotions, for instance in the form of teachers’ job satisfaction, as part of 

teachers’ identity, based on their qualitative data. Likewise, using an ethnographical approach, 

Zembylas (2004; 2005) has linked teachers’ emotions to teachers’ professional identity. It 

would be contributing to the further understanding of the process of interaction between 

teachers and their context, when further research relates teachers’ emotions to teachers’ 

professional identity on a larger scale. This could be done, for instance, by investigating more 

closely how emotions are related to – or incorporated within – the specific indicators of 

teachers’ sense of their professional identity presented here.  

Although the findings have their limitations and further research is needed, the 

presented model is relevant for other professionals’ sense of their professional identity as 

well. The relevant indicators (job satisfaction, self-efficacy, occupational commitment, and 

change in level of motivation) are constructs that play an important role in research on 

teachers’ behaviour (cf. Ashton & Webb, 1986; Firestone, 1996) and, moreover, in more 

general research on occupational psychology (cf. Blau & Holladay, 2006; Judge et al., 2005). 

Furthermore, except for the occupation-specific items in the self-efficacy scale, the items 

used in the survey can easily be rephrased or directly distributed to other professionals 

(Irving, Coleman, & Cooper, 1997). 



 51

Chapter four: Profiling teachers’ sense of professional identity 

 

Abstract 

This chapter shows that professional identity should not be viewed as a composed variable 

with a uniform structure. Based on literature and previous research, we view teachers’ job 

satisfaction, self-efficacy, occupational commitment, and change in level of motivation as 

indicators of teachers’ professional identity. Using two-step cluster analysis, three distinct 

professional identity profiles have empirically been identified, based on data of 1214 teachers 

working in secondary education in the Netherlands. These profiles differed significantly 

regarding the indicators of teachers’ professional identity. Teachers belonging to the found 

profiles did not significantly differ in their amount of experience. 
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4.1. Introduction 

Within the field of teaching and teacher education, teachers’ sense of their professional 

identity has been the focus of many studies (see for a review: Beijaard, Meijer, & Verloop, 

2004). These studies mainly focus on background factors that affect – the development of – 

teachers’ professional identity (e.g., Schepens, Aelterman, & Vlerick, 2009). Although limited 

in number, studies investigating how teachers’ professional identity influences certain 

dependent variables exist too. Kremer and Hofman (1985) and Moore and Hofman (1988) 

found professional identity to be indicative for teachers’ job-leaving intentions. Nias (1989) 

and Day (2002) claim that professional identity is related to how teachers respond to 

educational reforms.  

The construct of professional identity has mainly been viewed and empirically treated 

as a latent variable with a uniform structure (e.g., Khapova, Arthur, Wilderom, & Svensson, 

2007). Day and colleagues (2006), however, found that teachers balance three relevant 

dimensions in their work: a personal dimension (teachers’ life outside the school), a 

professional dimension (social and policy expectations of what a good teacher is, and 

teachers’ own educational ideals), and a situational dimension (the direct working 

environment of the teacher). Through the way these dimensions interact, different 

professional identities are formed. Here, we do not depart from balancing dimensions 

resulting in a specific professional identity, but from relevant indicators of teachers’ sense of 

their professional identity: teachers’ job satisfaction, self-efficacy, occupational commitment, 

and their level of change in motivation. 

Our main aim is to empirically identify different professional identity profiles by 

investigating the scores on the indicators of teachers’ sense of their professional identity of a 

large sample of practicing teachers. Whether teachers belonging to different professional 

identity profiles differ in their amount of experience is investigated as well. Additionally, the 

assumption is tested that these profiles do not differ in their perceived levels of development 

opportunities and autonomy. Finally, differences between teachers with different 

professional identity profiles in features of the teachers’ appointments and teachers’ reasons 

for choosing the teaching profession are explored. 

 

4.2. Identity 

Notwithstanding much research, the concept identity has been difficult to define in a clear-

cut way. A distinction between a social identity and a personal identity has evolved since 

Mead (1934) stated that the self develops by interacting with the environment, resulting in a 
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sociological component of the self (the me) and a more personal component (the I) (Beijaard 

et al., 2004). Travimow, Triandis, and Goto (1991) hypothesized that there could be various 

types of personal and social identities. Deaux, Reid, Mizrahi, and Ethier (1995) explored 

possible dimensions and categories of social identities. They asked 259 psychology students 

to rate the 64 identities (e.g., mother, gardener) presented to them on fifteen selected traits 

(e.g., visibility, changeability) by use of a 7-point Likert scale. Cluster analysis revealed five 

distinct identities. One of those identities was called vocation/avocation (e.g., scientist, 

musician). Although Deaux et al. did not further define this identity, it strengthens the notion 

of the existence of a vocational, or what is called here, professional identity. 

4.2.1 Professional identity 

Teachers’ professional identity generally pertains to how teachers see themselves based on 

their interpretations of their continuing interaction with their context. It is argued here that 

this interaction manifests itself in teachers’ job satisfaction, occupational commitment, self-

efficacy, and change in level of motivation. These constructs are often described in the 

literature as being important to teacher behaviour (cf. Ashton & Webb, 1986; Firestone, 

1996; Watt & Richardson, 2008) and they represent a personal perspective on how teachers 

view themselves as professionals in their work.  

Job satisfaction has been defined in various ways in the past (European Foundation 

for the Improvement of Living and Working Conditions, 2006). Roughly speaking, these 

definitions can be divided into three types: a) job satisfaction as a simple affective variable in 

terms of: you like or you do not like (certain aspects of) your job (e.g., Spector, 1997), b) job 

satisfaction as a degree of fulfilment of one’s needs or desires regarding the job (e.g., Mottet, 

Beebe, Raffeld, & Medlock, 2004), and c) job satisfaction as a weighing of input and output 

or a weighing of the current job versus a different job (e.g., Davis & Wilson, 2000). The 

definition of job satisfaction used by Van der Ploeg and Scholte (2003) is followed in here. 

They define job satisfaction as “an attitude based on an evaluation of relevant aspects of the 

work and work situation” (p. 277). This definition takes into account all the above-

mentioned definitions. It furthermore focuses on the evaluation of aspects of the work itself 

as well as on aspects of the context in which one works. 

Lee, Carswell, and Allen’s (2000) definition is followed for occupational 

commitment: “a psychological link between a person and his or her occupation that is based 

on an affective reaction to that occupation” (p. 800). This definition is in line with other 

studies (e.g., Meyer, Allen, & Smith, 1993) in which ‘occupational’ commitment is selected 
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instead of ‘career’ commitment to avoid confusion, because ‘career’ can be interpreted as the 

series of work-related activities over an individual’s lifetime (Lee et al., 2000). 

Regarding definitions of teacher self-efficacy, some authors focus solely on teachers’ 

perceived ability to affect student outcomes (e.g., De la Torre Cruz & Casanova Arias, 2007). 

Other authors pay additional attention to the context in which the teacher works (e.g., 

Tschannen-Moran, Hoy, & Hoy, 1998). The definition of Friedman and Kass (2002) is 

followed here as their definition takes various levels of context as well as relational aspects 

into account, which play an important role in the work teachers do. They define self-efficacy 

as “a teacher’s perception of his or her ability to (a) perform required professional tasks and 

to regulate relations involved in the process of teaching and educating students and (b) 

perform organizational tasks, become part of the organization and its political and social 

processes” (p. 684).  

Finally, motivation is mostly perceived as that what starts, sustains and concentrates 

behaviour (e.g., Sinclair, Dowson, & McInerney, 2006). Latham and Pinder (2005) refined 

the definition of motivation further for the concept of work motivation. They define work 

motivation as “a set of energetic forces that originate both within as well as beyond an 

individual’s being, to initiate work-related behaviour and to determine its form, direction, 

intensity, and duration” (p. 486). In this study, motivation is viewed as such an energetic 

force as well. We believe that, as motivation drives behaviour, it similarly drives the other 

constructs mentioned above. Change in the level of motivation will thus be of influence on 

how teachers currently perceive these constructs.  

Thus, teachers’ job satisfaction, occupational commitment, self-efficacy, and change 

in level of motivation, are viewed here as indicators of teachers’ sense of their professional 

identity. They play an important role in teachers’ work and lives and represent the result of 

the interaction between the teachers and their specific context.  

 

4.3. Research aims and assumptions 

Identity construction is, in reality, complex and characterized by continuous interpretation 

and reinterpretation of experiences and encounters (Beijaard et al., 2004). This relates to 

Brewer’s (1991) optimal distinctiveness theory: the personal and the social need to be 

balanced. A person strives to obtain a perfect balance between assimilation and 

differentiation within and between groups. Too much of either –assimilation or 

differentiation – results in counterbalancing behaviour (Brewer, 1991). Thus, when a person 

experiences too much assimilation, this person will look for distinctive features of him-
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/herself that makes him or her different from features of the group of comparison. On the 

other hand, when a person experiences too much differentiation, this person will look for 

features of him-/herself that make him or her similar to that group. Applying this theory to 

teachers’ sense of their professional identity means teachers will have a shared identity in 

their profession, but at the same time will differentiate themselves from the group to balance 

their level of inclusion. This being true, one cannot view professional identity as an identity 

attributable to all teachers in the same fashion. The main aim of this study is, therefore, to 

investigate whether different professional identity profiles are empirically evident in a large 

sample of practicing teachers. 

Additionally, it is investigated whether teachers with different professional identity 

profiles differ in their amount of experience. In previous research, it has been stated that 

professional identity should be perceived as an ongoing and dynamic process (e.g., Beijaard 

et al., 2004). Ibarra (1999) found that people use provisional professional identities before 

their final professional identity finally evolves through rehearsal and experience. This 

suggests a distinction in professional identity profiles between teachers with different 

amounts of experience. As the profiles are yet unclear, it is not possible to make specific 

hypotheses about how these profiles will be related to teachers’ level of experience. 

Nevertheless, it is assumed that professional identity profiles are associated with specific 

amounts of experience.  

The second assumption investigated originates from the notion that teachers share a 

common profession. Nixon (1996) states that teaching should be recognised as an 

“important area of professional expertise in its own right” (p. 14). To strengthen this 

expertise, professional development opportunities are deemed important (Nixon, 1996). 

According to Kwakman (1999), professional development of teachers not only implies 

quality improvements in the school, but also implies opportunities for the development of 

teachers personally and professionally. As professional development opportunities are 

important for teachers’ professional work, we expect teachers to be similar in their 

perceptions of these opportunities. Therefore we assume that identity profiles are not 

associated with differences in perceived development opportunities. 

Likewise, autonomy is viewed as an aspect making teaching a profession (Van Veen, 

2008) and contributing to teachers’ sense of professionalism. Hargreaves (2000) states that 

more and more rules and regulations are being imposed on teachers. He pleads to re-

establish a higher level of autonomy for teachers regarding their classroom judgement. 

Similarly to the assumption regarding teachers’ perceived development opportunities, we 
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assume that identity profiles are not associated with differences in perceived levels of 

autonomy. 

Although teachers share a common profession, teachers can differ in their type and 

size of appointment, whether or not they carry out extra tasks besides teaching, and can 

differ in the time they have been working with their current employer. Possibly, these 

features are of influence on the construction of a professional identity, resulting in a specific 

professional identity profile. As well, teachers with a specific professional identity profile may 

choose appointments with certain characteristics. Whether teachers with different identity 

profiles differ regarding these features of their appointment needs to be explored first, before 

investigating these possibilities further.  

Additionally, it is investigated in an exploratory fashion whether teachers belonging 

to the found identity profiles differ in their main reason for choosing the teaching 

profession. Such reasons are viewed here as push and pull factors for teachers’ level of 

motivation. Teachers’ reasons for choosing the teaching profession have generally been 

divided into intrinsic, extrinsic, and altruistic reasons (Bastick, 2000). Although this 

distinction is most common, Huberman, Gronauer, and Mati (1993) have divided these 

reasons into two types: professional versus material reasons. More recently, Richardson and 

Watt (2006) have distinguished five types of reasons for teaching located within the Wigfield 

and Eccles’ (2000) expectancy-value theory. Sinclair, Dowson, & McInerney (2006) 

speculated that the type of reason for choosing the profession will make a difference for 

teachers’ intention to remain in the occupation. Possibly, these reasons make a difference for 

teachers’ professional identity as well. Theory is lacking regarding this possibility. Therefore, 

the teachers’ main reasons for choosing the teaching profession are explored in relation to 

their professional identity profile.  

  

4.4. Method 

4.4.1 Participants 

An online survey was distributed among 5575 teachers working in secondary education in the 

Netherlands. These teachers received an e-mail invitation to participate. The teachers’ e-mail 

addresses were retrieved from the websites of their schools. The survey was personalized by 

giving each participant a link in the e-mail with which s/he could enter the questionnaire. 

Teachers who did not respond or who only partially completed the instrument were sent a 

reminder e-mail after two weeks. Teachers were asked to reply and give some biographical 

data as well if they did not want to participate. In total, 614 (11.01%) teachers replied they 
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did not want to participate. They mainly stated that a heavy workload and consequent lack of 

time for surveys were their reasons for not participating.  

Of the 5575 teachers approached, 1214 (21.8%) completed the survey. The distribution of 

male and female respondents was 52.9% and 45.2% respectively. The average age was 44 

years (sd. 11.1) and the average amount of experience in education was 17 years (sd. 11.6). 

This is an accurate representation of the Dutch population of secondary school teachers 

(Dutch Ministry of Education, Culture and Science, 2007). 

4.4.2 Data collection 

The distributed survey investigated the indicators of teachers’ sense of their professional 

identity: teachers’ job satisfaction, self-efficacy, occupational commitment, and change in 

level of motivation. Subtracting teachers’ score on the question “How motivated were you 

when you started teaching?” from teachers’ score on the question “How motivated are you 

currently?” determined teachers’ change in level of motivation. The items measuring job 

satisfaction, self-efficacy and occupational commitment were submitted to principal 

component analysis (PCA), because the instruments used to measure these constructs had 

not yet been used together. Which items would be closely related and which items would, 

together, constitute an indicator was therefore explored. The variable measuring change in 

level of motivation was left out of the factor analyses, as it consisted of only two items.  

Table 3.1 on page 41 presents the final indicators and their features. Based on the 

PCA, job satisfaction, measured on a five-point Likert scale, was split into teachers’ job 

satisfaction and teachers’ satisfaction with their salary. The indicator “job satisfaction” 

furthermore contained self-efficacy items on teachers’ relationship with school 

administrators, measured on a six-point Likert scale. Teachers’ classroom self-efficacy was a 

separate indicator, explaining 10.1% of variance. Occupational commitment, measured on a 

seven-point Likert scale, was split into teachers’ affective occupational commitment 

(referring to positive emotions towards the occupation) and responsibility to remain in 

teaching (referring to the sense of obligation to remain in the occupation and the awareness 

of the costs associated with leaving the occupation). The internal consistencies of the 

indicators ranged from .81 (satisfaction with salary) to .92 (classroom self-efficacy) (see also 

chapter 3).  

Additionally, teachers were asked about their perceived development opportunities 

(e.g., “to what extent have there been made agreements in your school about teachers’ 

professional development?”) and perceived level of autonomy (e.g., “to what extent can you 

determine the content of tests?”) on a four-point Likert scale. These aspects showed internal 
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consistencies of .84 and .85 respectively, based on 8 and 13 items. Furthermore, teachers 

were asked, using an open ended question, to state their main reason for becoming a teacher. 

Lastly, teachers were asked about the type and size of their appointment, as well as whether 

they performed extra tasks besides teaching. They were also asked how long – in months – 

they had been working for their current employer. 

4.4.3 Data analysis 

The item scores were standardized, as items with differing Likert scales loaded on similar 

factors, for instance in the case of the indicator “job satisfaction”. As mentioned above, this 

indicator contains self-efficacy items on the relationship with school administrators, 

measured on a six-point Likert scale, as well as job satisfaction items, measured on a five-

point Likert scale. Each participant’s mean score was calculated for each indicator and used 

in following analyses.  

Teachers’ responses on the open-ended question asking for the main reason for 

becoming a teacher were coded by two researchers. They used codes originating from the 

Dutch adapted version of Richardson and Watt’s (2006) FIT-Choice Scale. Although 

teachers were asked to state their main reason to become a teacher, many teachers mentioned 

multiple reasons. Additionally, many reasons mentioned contained multiple codes, for 

example: “having to do with and transfer knowledge to young people” (teacher 2159). The 

researchers coded the first mentioned reason and ascribed only one code. In the case of the 

example, the code working with children/adolescents was ascribed because having to do 

with young people is mentioned first. Inter-rater agreement was calculated by Kappa (κ) 

(Fleiss, Levin, & Paik, 2003). Here, κ was .65, which is substantial (Landis & Koch, 1977). 

Cases without agreement were discussed until agreement was reached. 

To construct identity profiles, a two-step cluster analysis (Norušis, 2008) was 

performed on the survey data. Differences between the clusters regarding the indicators of 

teachers’ sense of their professional identity, as well as regarding teachers’ perceived 

development opportunities and autonomy were investigated using ANOVAs. Pearson’s chi-

square test was used to test whether teachers belonging to different professional identity 

profiles differed in their amount of experience. 

 

4.5. Results 

The two-step cluster analysis resulted in three distinct identity profiles. Figure 4.1 shows the 

scores of each profile on the indicators. Teachers belonging to the first profile (called here 

“unsatisfied and demotivated identity profile”) show a large decrease in their level of 
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motivation (in black) and have the lowest scores on their job satisfaction (in white), feelings 

of responsibility to remain in teaching (in light grey), satisfaction with their salary (in dark 

grey), and affective occupational commitment (in dots). Regarding their classroom self-

efficacy beliefs (in stripes) they score average. Teachers with the second profile (called here 

“motivated and affectively committed identity profile”) are found to have a positive position 

towards the indicators of teachers’ professional identity. Their motivation for teaching has 

increased compared to when they started teaching. Compared to the other profiles, their 

affective occupational commitment, job satisfaction, and self-efficacy are the highest. 

Regarding their satisfaction with their salary, these teachers report an average score. Finally, 

profile three (called here “competence doubting identity profile”) consists of teachers scoring 

lowest on self-efficacy and scoring highest on satisfaction with salary. On the other 

indicators they score moderate with little change in their level of motivation since starting 

teaching.  
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Figure 4.1 Standardised mean scores on each indicator of teachers’ sense of their 
professional identity per profile. 
 

The raw scores for each factor are presented per profile in Table 4.1. For the factor job 

satisfaction and affective occupational commitment, the means of the items with different Likert 

scales are mentioned separately. 
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Table 4.1 Raw mean scores of each factor 
  
Factor Content Unsatisfied and 

demotivated identity 
profile 

(N=235) 

Motivated and 
affectively committed 

identity profile 
(N=560) 

Competence 
doubting identity 

profile 
(N=419) 

Total 
(N=1214) 

 
Relationship 
satisfaction 

 
� Self-efficacy items regarding the 

relationship with school administrators 
� Job satisfaction items on relationships, 

autonomy, support, and relationship 
with school administrators 

 
3.01 (.75) 

 
2.87 (.51) 

 
4.14 (.75) 

 
3.94 (.45) 

 

 
3.56 (.63) 

 
3.52 (.40) 

 
3.72 (.83) 

 
3.59 (.60) 

 
Classroom self-
efficacy 

 
Self-efficacy items  

 
4.32 (.64) 

 
4.71 (.41) 

 
4.00 (.40) 

 
4.39 (.56) 

 
Responsibility to 
remain in teaching 

 
Normative and continuance occupational 
commitment items a 

 
3.13 (1.10) 

 
3.42 (1.14) 

 
3.48 (.91) 

 
3.39 (1.06) 

 
Salary satisfaction 

 
Job satisfaction items on salary and fringe 
benefits 

 
2.09 (.69) 

 
2.66 (.84) 

 
2.97 (.66) 

 
2.66 (.82) 

 
Affective 
occupational 
commitment 

 
� Affective occupational commitment 

items  
� Job satisfaction items on work 

 
4.58 (1.23) 

 
3.01 (.70) 

 
6.28 (.70) 

 
4.41 (.47) 

 
5.45 (.92) 

 
3.85 (.54) 

 
5.66 (1.11) 

 
3.95 (.76) 

 
Change in level of 
motivation 

 
Present – past motivation 

 
-1.26 (1.57) 

 
.57 (1.11) 

 
-.05 (.96) 

 
.00 (1.35) 

 

a Normative commitment refers to the sense of obligation to remain in the occupation, continuance commitment refers to the awareness of the costs 
associated with leaving the occupation (Meyer, Allen & Smith, 1993). 
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Based on ANOVA, all indicators of teachers’ sense of their professional identity 

differ significantly (p < .01) across the profiles, rangeing from F(2,1211) = 723.89, p < .01 for 

affective occupational commitment, to F(2,1211) = 6.60, p < .01 for responsibility to remain 

in teaching. Bonferroni post-hoc comparison indicates that teachers with a motivated and 

affectively committed identity profile do not differ from teachers with a different profile. 

Teachers with a unsatisfied and demotivated identity profile rate their feelings of 

responsibility to remain in teaching significantly lower than teachers with a competence 

doubting identity profile (M = .17, SD =.05, p < .01). 

Significant differences between profiles in teachers’ amount of experience were not 

found (χ2(8) = 8.14, p > .05). Table 4.2 shows the frequencies of each experience group per 

profile. The division into three experience groups, used in chapter 3, was divided further into 

five experience groups. This way an even more precise comparison could be made.  

 

Table 4.2 Frequencies in amount of experience for each professional identity profile 
 

Amount of experience 

in education   

Unsatisfied and 

demotivated 

identity profile 

(N=235) 

Motivated and 

affectively 

committed 

identity profile 

(N=560) 

Competence 

doubting 

identity profile 

 (N=419) 

Total 

(N=1214) 

 

0-5 years frequency (%) 

 

43 (18.3) 

 

124 (22.1) 

 

98 (23.4) 

 

265 (21.8) 

 

5-10 years frequency (%) 

 

58 (24.7) 

 

116 (20.7) 

 

77 (18.4) 

 

251 (20.7) 

 

10-25 years frequency (%) 

 

72 (30.6) 

 

158 (28.2) 

 

114 (27.2) 

 

344 (28.3) 

 

25-30 years frequency (%) 

 

19 (8.1) 

 

57 (10.2) 

 

52 (12.4) 

 

128 (10.5) 

 

30+ years frequency (%) 

 

43 (18.3) 

 

102 (18.2) 

 

76 (18.1) 

 

221 (18.2) 

 

Total mean (sd) 

 

16.8 (11.3) 

 

16.8 (11.6) 

 

17.1 (11.8) 

 

16.9 (11.6) 

 

Note: Of the teachers, five teachers did not indicate their amount of experience in education 
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Likewise, no significant difference between the profiles were found in teachers’ perceived 

professional development opportunities (F(2,1211) = .09, p = .92) and perceived level of 

autonomy (F(2,1211) = .06, p = .94). Teachers with different professional identity profiles 

thus have comparable scores on their perceived level of autonomy and perceived 

opportunities for professional development. 

The coding of the answers to the open-ended question on teachers’ reasons to 

become a teacher revealed that the teachers of the three identity profiles show great 

similarities in their reasons to become a teacher and do not significantly differ (χ2(30) = 

35.25, p > .05). The four most mentioned reasons are presented in Table 4.3.  

 

Table 4.3 The four most mentioned reasons to become a teacher for each profile 
 

Rank  Unsatisfied and 

demotivated identity 

profile 

(N = 224) 

Motivated and affectively 

committed identity profile 

(N = 541) 

Competence doubting 

identity profile 

(N = 403) 

 

1 

 

Working with 

children/adolescents 

(28.1%) 

 

Working with 

children/adolescents 

(36.4%) 

 

Working with 

children/adolescents 

(32.7%) 

2 Love for subject matter 

(8.9%) 

Love for subject matter 

(10.2%) 

Transfer of knowledge and 

skills (11.2%) 

3 Transfer of knowledge and 

skills (8.5%) 

Intrinsic career valuea 

(9.3%) 

Love for subject matter 

(9.8%) 

4 Intrinsic career valuea 

(7.2%) 

Transfer of knowledge and 

skills (8.0%) 

Intrinsic career valuea  

(6.9%) 

 

a Intrinsic career value refers to interest in teaching and always having wanted to become a 
teacher 

 

For all three profiles, working with children and adolescents has been mentioned by the 

highest percentage of teachers. Love for subject matter, transfer of knowledge and skills, and intrinsic 

career value (referring to interest in teaching and always having wanted to become a teacher) 

are the other three most mentioned reasons, but their rank differs depending on the profile. 

The motivated and affectively committed identity profile has the highest percentage of 
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teachers mentioning working with children/adolescents, love for subject matter, and intrinsic career value 

as their primary reason. The competence doubting identity profile has the highest percentage 

of teachers mentioning transfer of knowledge and skills as their primary reason. The ranking of 

the reasons are very similar as well. Correlations between the rankings of the reasons ranged 

from .86 between the unsatisfied and demotivated identity profile and motivated and 

affectively committed identity profiles, to .91 between the motivated and affectively 

committed identity profile and competence doubting identity profile (all p < .01). 

In addition to the above findings, teachers belonging to different professional 

identity profiles were compared based on the features of their appointment (see Table 4.4).  

 

Table 4.4 Appointment features distinguishing between the professional identity profiles 
 

Features 

Unsatisfied 

and 

demotivated 

identity 

profile 

(N=235) 

Motivated 

and 

affectively 

committed 

identity 

profile 

(N=560) 

Competence 

doubting 

identity 

profile 

 (N=419) 

Total 

(N=1229) 

 

Type of appointmenta 

Permanent frequency (%) 

Temporarily frequency (%) 

 

 

194 (82.6) 

38 (16.2) 

 

 

495 (88.4) 

54 (9.6) 

 

 

342 (81.6) 

62 (14.8) 

 

 

1046 (85.1) 

154 (12.5) 

Size of appointment  

mean fte (sd) 

 

.87 (.19) 

 

.87 (.20) 

 

.82 (.22) 

 

.85 (.20) 

Extra tasksb 

Yes frequency (%) 

No frequency (%) 

 

136 (57.9) 

94 (40.0) 

 

362 (64.6) 

191 (34.1) 

 

232 (55.4) 

182 (43.4) 

 

739 (60.1) 

472 (38.4) 

Time with employer in 

months (sd) 

 

129 (122) 

 

137 (125) 

 

143 (128) 

 

137 (125) 

 

a The percentages do not add up to 100% due to teachers who indicated their appointment 
contained a temporarily and permanent part, or who indicated their type of appointment 
would soon change. Furthermore, ten teachers did not respond to this item. 
 

b Of the teachers, 18 did not respond to this item. 
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The motivated and affectively committed identity profile differs significantly from 

the unsatisfied and demotivated identity profile and hybrid professional identity profile in the 

type of appointment (χ2(1) = 6.72, p <.05 and χ2(1) = 6.61, p <.05 respectively). The 

motivated and affectively committed identity has the highest percentage of teachers (88.4%) 

with a permanent appointment. Furthermore, the three profiles differ significantly in size of 

appointment, (F(2,1158) = 7.85, p < .01).  

Bonferroni post-hoc test reveals that teachers belonging to unsatisfied and 

demotivated identity profile and motivated and affectively committed identity profile have 

significantly larger contracts than teachers belonging to the hybrid professional identity 

profile (M = .05, SD = .017, p < .01 and M = .05, SD = .013, p < .01 respectively). Lastly, 

significantly more teachers with a motivated and affectively committed identity profile carry 

out extra tasks compared to teachers with a competence doubting identity profile(χ2(1) = 

8.87, p <.01). The time – in months – teachers have been working for their current employer 

(F(2,1185) = .84, p > .05) does not show significant differences between the identity profiles. 

Summarising, three professional identity profiles have been found using teachers’ 

scores on relevant indicators for teachers’ sense of their professional identity (teachers’ job 

satisfaction, occupational commitment, change in level of motivation, and self-efficacy). 

Teachers belonging to these profiles differ significantly from each other on these indicators. 

They do not significantly differ regarding their amount of experience, perceived professional 

development opportunities, perceived level of autonomy, or their main reason for entering 

the teaching profession. The motivated and affectively committed identity profile includes 

the most teachers with a permanent appointment, the least teachers with a temporary 

appointment, and the most teachers with extra tasks besides their teaching task. Lastly, the 

teachers belonging to the competence doubting identity profile have a smaller appointments 

compared to the other teachers. 

 

4.6. Discussion 

The main aim of this study was to empirically determine different professional identity 

profiles of teachers. We investigated the scores on the indicators of teachers’ sense of their 

professional identity (change in the level of motivation, job satisfaction, occupational 

commitment and self-efficacy) of a large sample of practicing teachers. Three distinct 

professional identity profiles have been found: 1) a unsatisfied and demotivated identity 

profile, consisting of teachers who score negative on the indicators, 2) a motivated and 

affectively committed identity profile, consisting of teachers who score positive on the 
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indicators, and 3) a competence doubting identity profile consisting of teachers with a more 

diverse score pattern. 

This finding strengthens the proposition that professional identity is not an identity 

which is attributable in a similar fashion to all teachers. It is shaped through continuous 

interaction between person and context. How teachers perceive the result of this interaction 

is reflected in their change in level of motivation, their job satisfaction, occupational 

commitment, and self-efficacy. The present study has zoomed in on the context of teachers’ 

– perception of their – direct work environment. Previous research of Day and colleagues 

(2006) incorporated teachers’ life outside school and social and policy expectations of what 

makes a good teacher, in the attempt to understand teachers’ professional identity. The 

results presented here show that, when focusing on teachers’ direct working environment, 

teachers’ sense of their professional identity is already clearly differentiated.  

Furthermore, although teachers differ in their sense of professional identity, teachers 

with different professional identity profiles do not differ in their perceived level of autonomy 

or perceived professional development opportunities. These findings are in line with our 

assumptions. Teachers not only differentiate themselves from their professional group, at the 

same time they strive for a certain amount of integration (Brewer, 1991). Autonomy and 

professional development opportunities appear to bind teachers as a group of professionals.  

Equality was found as well in teachers’ amount of experience. Although it was 

assumed that teachers’ amount of experience would be associated with the professional 

identity profiles to be found, no such association was apparent. The results of this study 

show that teachers with different professional identity profiles do not differ in their amount 

of experience. This contrasts Ibarra’s (1999) findings of beginning professionals constructing 

a provisional professional identity before finalizing their professional identity after rehearsal 

and experience. Relating the observed professional identity profiles to Ibarra’s work suggests 

that more beginning teachers would have the competence doubting identity profile, as this 

profile shows diverse scores on the indicators of teachers’ professional identity. As this was 

not the case and no differences were found, teachers’ sense of their professional identity is, 

apparently, not exclusively related to experience. 

The differences between the three profiles are most apparent in the change in 

teachers’ level of motivation. This change in level of motivation could be the drive behind 

the scores on the other indicators. Previous research has shown and suggested relationships 

between motivation and self-efficacy (Schepers, De Gieter, Perpermans, Du Bois, Caers, & 

Jegers, 2005), job satisfaction (Davis & Wilson, 2000), and occupational commitment 
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(Sinclair et al., 2006). Furthermore, starting their profession, teachers have a certain 

perspective on what teaching entails. These perspectives are not always in line with reality. 

This gap between the ideas trainee teachers have about teaching and their experiences in the 

field generally has a negtive connotation as it often results in a decline in the level of 

motivation for the profession. Nevertheless, there are teachers who enter the teaching 

profession as a fall-back career (Watt & Richardson, 2008) and now are very motivated for 

their chosen profession. Both types of teachers may have experienced a change in perception 

of their professional identity. The former teachers could have experienced that teaching is 

not as they had perceived it to be in advance: a profession fitting their perception of their 

working selves. The latter teachers could have had the opposite experience: teaching as a 

fallback career, but fitting very well with their view of their working selves in the end. This 

change may very well have influenced the other indicators. 

The participating teachers have given an indication of their sense of their professional 

identity represented by their perception of their job satisfaction, change in level of 

motivation, their self-efficacy, and their occupational commitment. The motivated and 

affectively committed identity profile contains the largest group of teachers, which is a 

positive finding. Nevertheless, the group of teachers within the unsatisfied and demotivated 

identity profile is almost as large as 20%. Their scores on the indicators are concerning. They 

lack commitment and satisfaction, and their motivation has clearly dropped since they started 

teaching. These teachers are at risk for getting burned-out and may very well leave the 

profession completely.  

Attention should be paid to these teachers, not only for the risk of these teachers’ 

well-being but also because of the growing shortage of teachers (OECD, 2008). The answer 

to the question how to support these teachers apparently does not lie in enhancing their 

autonomy or giving them more opportunities for professional development, as they do not 

differ from the other teachers regarding these aspects. Even so, it is not a problem solely of 

beginning or senior teachers as the teachers belonging to the three professional identity 

profiles do not differ in their amount of experience.  

The presented study is not without limitations. The information about the teachers 

who did not respond to the questionnaire is very limited. Teachers were asked to reply and 

give some biographical data if they did not want to participate. Unfortunately, too few 

teachers responded to this query to be able to accurately describe the characteristics of the 

non-respondents. Still, the teachers who did participate in this study are a fairly accurate 

representation of the population of Dutch teachers working in secondary education.  
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A second limitation concerns the flexibility of the profiles. Although the teachers 

belonging to the three professional identity profiles do not differ in their amount of 

experience, this still holds the possibility of teachers changing their profile during the course 

of their career. Teachers may switch schools or transfer to different districts. School policy 

may change, resulting in a work environment fitting better or not at all with a teacher’s sense 

of his or her professional identity. This study has used a cross-sectional design with a large 

data-set to investigate the profiling of teachers’ sense of their professional identity. If, how, 

and when teachers’ sense of their professional identity changes should be subject of further 

and longitudinal research. 

Other possibilities for further research exist as well. Having found that teachers’ 

sense of their professional identity should not be viewed as a latent variable with a uniform 

structure and not exclusively related to experience, it would be interesting to relate the found 

profiles to varying outcome variables. Do teachers with different professional identity 

profiles differ in their response to educational reforms as claimed by Nias (1989) and Day 

(2002)? Do these teachers differ in their teaching behaviour as well? Do students of teachers 

with different identity profiles experience differences in their teachers’ behaviour? Research 

on teachers’ sense of their professional identity should be expanded with answers to these 

questions. This contributes to the understanding of the concept of identity and professional 

identity in particular.  
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Chapter five: Teachers’ professional identity and their educational beliefs 

 

Abstract 

Teachers’ professional identity is believed to be shaped by many factors, among which 

teachers’ educational beliefs. This paper focuses on the relationship between teachers’ 

professional identity profile and their beliefs regarding the objectives of education and 

students’ role in teaching. Data of 1214 Dutch secondary school teachers were analyzed. 

Analysis of variance shows that teachers with different professional identity profiles differ in 

the following beliefs about the objectives of education: ‘stimulating personal and moral 

development’ and ‘importance of qualification and schooling’. Teachers with different 

identity profiles do not differ in their beliefs about students’ role in teaching.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

This chapter is based on: 

 

Canrinus, E.T., Helms-Lorenz, M., Beijaard, D., Buitink, J., & Hofman, W.H.A. (2011). 

Teachers’ professional identity and their educational beliefs. Manuscript submitted for publication 
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5.1. Introduction 

In general, a strong relationship may be assumed between how teachers perceive their own 

professional identity as a teacher and their educational beliefs. This relationship has, 

nevertheless, hardly been investigated empirically. In a previous study, we distinguished three 

distinct professional identity profiles in a group of 1214 experienced teachers (Canrinus, 

Helms-Lorenz, Beijaard, Buitink, & Hofman, in press; see chapter 4). In the present study, 

we focus on the extent to which the differences found between the profiles can be attributed 

to differences in these teachers’ educational beliefs. Teachers’ beliefs have been studied 

extensively and are perceived as a lens through which teachers filter information from 

external sources (Borko & Putnam, 1996; Fairbanks et al., 2010; Fang, 1996; Kagan, 1992; 

Pajares, 1992). Teachers’ educational beliefs direct teachers’ actions and their perception of 

themselves in their function as teachers (Akkerman & Meijer, 2011).  

Various studies have emphasized the relevance in teaching of educational beliefs 

regarding the objectives of education or the main task of a school (e.g., Denessen, 1999; De 

Vries & Beijaard, 1999; Van Veen, Sleegers, Bergen, & Klaassen, 2001). Likewise, the 

relevance of educational beliefs on teachers’ and students’ roles in teaching have been put 

forward as relevant (e.g., Denessen, Michels, & Felling, 2000; De Vries & Beijaard, 1999; Van 

Veen, Sleegers, Bergen, & Klaassen, 1999). Van Veen et al. (2001) hypothesized that these 

educational beliefs may be related to each other at the deep, personal level of teachers’ 

conceptions of themselves as a teacher. Klaassen, Beijaard, and Kelchtermans (1999) refer to 

the personal perspective of teachers in relation to their professional identity. Teachers use 

their personal interpretative framework of beliefs and values to express how they see 

themselves as teachers. Thus, teachers’ perceptions of themselves as teachers are coloured by 

their personal educational beliefs (Klaassen et al., 1999). This suggests a strong influential 

relationship between the educational beliefs teachers hold and their professional identity. In 

this study, these educational beliefs will be investigated in relation to the aforementioned 

professional identity profiles.  

 

5.2. Teachers’ sense of their professional identity 

Teachers’ professional identity generally pertains to how teachers see themselves as teachers 

based on their interpretations of their continuing interaction with their context (Beijaard, 

Meijer, & Verloop, 2004; Sugrue, 2005). It is argued here that teachers' sense of their 

professional identity results from the ongoing interaction between person and context and 

manifests itself in teachers’ job satisfaction, occupational commitment, self-efficacy, and 
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change in level of motivation (Day, 2002). These constructs represent a personal perspective 

on how teachers view themselves as professionals in their work (Kelchtermans, 1993). 

Teachers’ job satisfaction, occupational commitment, self-efficacy, and motivation are often 

described in the literature as being important to teacher behaviour (cf. Ashton & Webb, 

1986; Firestone, 1996; Toh, Ho, Riley, & Hoh, 2006; Watt & Richardson, 2008).  

In this study, these constructs are treated as relevant indicators of teachers’ sense of 

their professional identity. In a previous study (Canrinus et al., in press; see chapter 4), 

teachers were clustered based on how they rated themselves on these constructs resulting in 

three distinct professional identity profiles based on the data of 1214 teachers. The following 

professional identity profiles could be distinguished: an unsatisfied and demotivated identity 

profile (n = 235, 19.4 %), a motivated and affectively committed identity profile (n = 560, 

46.1 %), and a competence doubting identity profile (n = 419, 34.5 %). In the study of 

Canrinus et al. (in press; see chapter 4), the indicators were specified further into teachers’ 

classroom self-efficacy, job satisfaction, feelings of responsibility to remain in teaching, 

satisfaction with salary, change in level of motivation, and affective occupational 

commitment. Figure 4.1 (chapter 4, page 59) represents the standardized mean scores of the 

teachers belonging to the three found professional identity profiles on these six indicators. 

Teachers belonging to the unsatisfied and demotivated identity profile show a large 

decrease in their level of motivation and have the lowest scores on their job satisfaction, 

feelings of responsibility to remain in teaching, satisfaction with their salary, and affective 

occupational commitment. Regarding their classroom self-efficacy they score on average. 

Teachers with the motivated and affectively committed identity profile are found to have a 

positive position towards the indicators of teachers’ professional identity. Their motivation 

for teaching has increased compared to when they started teaching. Compared to the other 

profiles, their affective occupational commitment, job satisfaction, and self-efficacy are the 

highest. Regarding their satisfaction with their salary, these teachers report an average score. 

Finally, the competence doubting identity profile consists of teachers scoring lowest on self-

efficacy and scoring highest on satisfaction with salary. On the other indicators they score 

moderate with little change in their level of motivation since starting teaching. It has been 

argued that teachers’ beliefs are strongly related to teachers’ professional identity (Akkerman 

& Meijer, 2011; Bolhuis, 2000; Hattingh & De Kock, 2008; Van Veen et al., 2001). How the 

three identity profiles from our previous study (Canrinus et al., in press; see chapter 4) are 

related to teachers’ beliefs is subject of this chapter. 
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There are several sources that shape teachers’ educational beliefs. Firstly, as teachers 

themselves have a long learning history as students, they have developed opinions about 

what teaching means and how a teacher should teach (Lortie, 1975). Sugrue (2005) refers to 

these opinions as ‘lay-theories’ that students bring with them when they enter teacher 

education and start to work as beginning teachers. Such lay- theories are often difficult to 

change. Secondly, teachers have received teacher training in which they were offered 

perspectives on education based on theories and research (Haser & Star, 2009). These 

perspectives may change or extend prior educational beliefs but also result in new beliefs. 

Thirdly, after or even during their teacher training, teachers have their first ‘field experience’ 

inside a specific school. During this experience, they learn about the school’s – practical – 

perspectives on education often expressed in mission statements and preferred teaching 

methodologies. 

Thus, the development of teachers’ beliefs is based on different sources of beliefs. 

Educational beliefs about the objectives of education and educational beliefs about the 

students’ role in teaching are the main focus in the present study. To elaborate upon the first, 

in the literature two extremes are mentioned regarding these beliefs. The first extreme 

focuses solely on acquiring skills and qualification as educational goal. The other extreme 

focuses on moral and personal development as the main educational goal. In reality, it is not 

a matter of either the one or the other extreme (De Vries, 2004). Teachers’ beliefs about the 

objectives of education will be somewhere in between the mentioned extremes. Beliefs about 

the objectives of education are a continuing subject of discussion among teachers (Labaree, 

1997), not in the least because of overarching policy goals that continually have to be met by 

schools which often contrast with what teachers find important for schools and their work as 

teachers. When teachers’ beliefs are challenged, this influences not only the practicalities of 

their work, it touches upon their professional identity as well (cf. Day, 2002; Hammersley-

Fletcher & Qualter, 2010).  

Regarding beliefs about students’ role in teaching, two extreme perspectives appear in 

the literature as well. These extremes regard the student-centeredness of teaching. The first 

extreme is knowledge and teacher-oriented and regards students’ role as passive consumers 

of the knowledge presented to them by the teachers. On the other side of the continuum lies 

the student- and learning-oriented perspective in which students actively participate in the 

process of education (De Vries, 2004; Van Veen et al., 2001). Again, in practice, beliefs about 

the students’ role in teaching will be somewhere in between the mentioned extremes. The 

extent to which students should actively participate in teaching has been the focus of 
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educational reforms. Chall (2000), for example, refers to the shift in the educational goals of 

American schools in the beginning of the twentieth century. The goals shifted towards 

preparing all students for a productive life. A student-centred approach to teaching was 

thought best for accomplishing this goal, resulting in the arrangement of education in a less 

formal and less academic way (Chall, 2000). Similar shifts in educational goals have been 

reported in other countries (e.g., Van Veen et al., 2001) emphasizing the role of students in 

terms of more active participation. Not only in relation to educational reforms are such 

beliefs related to teachers’ professional identity. A teacher’s professional identity is also 

socially constructed (Battey & Franke, 2008), which particularly includes teachers’ interaction 

with students. 

 

5.3. Method 

5.3.1 Data collection 

For the construction of the professional identity profiles in our previous study, data had been 

gathered using an online survey based on existing instruments (see for further details on the 

instruments: chapter 2, 3, and 4). In addition to biographical information and items 

measuring the indicators of teachers’ professional identity (teachers’ job satisfaction, change 

in level of motivation, occupational commitment, and their self-efficacy), teachers’ 

educational beliefs were measured using the short version of the instrument developed by 

Denessen et al. (2000). 

This instrument consisted of 24 items, measured on a five-point Likert scale with an 

additional sixth option “I have never thought about this”. The instrument originally 

consisted of six scales and was designed for an adult population, thus, not specifically for a 

teacher population. In a pilot study we explored the structure and reliability of the short 

version of the instrument for a teacher population (Canrinus, Helms-Lorenz, Beijaard, & 

Buitink, 2008). Based on data of 122 secondary school teachers, four scales were found in an 

exploratory factor analysis: a) importance of qualification and schooling, b) participation and 

critical reflection of students, c) stimulating personal and moral development, and d) student 

discipline. Two scales (‘importance of qualification and schooling’ and ‘stimulating personal 

and moral development’) resembled the extremes mentioned in the literature in educational 

beliefs on the objectives of education. The other two scales (‘participation and critical 

reflection of students’ and ‘student discipline’) resembled the extremes mentioned in the 

literature in educational beliefs on students’ role in teaching. The factor structur fitted the 
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data of the present study. The scales (presented in Table 5.1) are reliable with Crohnbach’s 

alpha = .70 (student discipline) to alpha = .76 (stimulating personal and moral development). 

 

Table 5.1 Reliabilities and item examples of the four educational belief scales 

 
 
Scale 

 
No. of items 

 
Alpha 

 
Item example 

 
Importance of qualification 
and schooling 

 
7 

 
.76 

 
A good education is the key to 
success in society. 

 
Participation and critical 
reflection of students 

 
7 

 
.73 

 
I believe it is normal for students 
to be critical towards their teacher. 

 
Stimulating personal and 
moral development 

 
5 

 
.76 

 
It is a school’s task to teach social 
skills. 

 
Student discipline 

 
5 

 
.70 

 
Students should be quiet in class 
and pay attention well. 
 

 

5.3.2 Participants 

The same 1214 teachers who completed the questionnaire regarding the indicators of 

teachers’ professional identity (see Canrinus et al., in press; see also chapter 4) had completed 

the instrument on teachers’ educational beliefs as well. The distribution of male and female 

respondents was 52.9% and 45,2% respectively, 23 teachers did not indicate their gender. 

The average age was 44 years (sd. 11.1) and the average amount of experience in education 

was 17 years (sd. 11.6). This is an accurate representation of the population of Dutch 

teachers working in secondary education (Dutch Ministry of Education, Culture and Science, 

2007).  

5.3.3 Data analysis 

Analysis of variance (ANOVA) was used to investigate the differences in beliefs between 

teachers with different professional identity profiles. Correlation analysis was used to further 

explore the relationships between the separate indicators of teachers’ professional identity 

and the beliefs.  

 

5.4. Results 

The mean scores of all teachers on the belief scales, as well as for each professional 

identity profile are presented in Table 5.2. This table shows that the beliefs pertaining to 
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‘participation and critical reflection of students’ and ‘stimulating personal and moral 

development’ are rated highest and second highest, respectively, by the total group of 

teachers. Likewise, when investigating the found professional identity profiles, the same 

pattern is found for teachers with an unsatisfied and demotivated identity profile and for 

teachers with a motivated and affectively committed identity profile. Teachers with a 

competence doubting identity profile rated these beliefs equally high (M = 4.29). As is 

furthermore apparent from Table 5.2, teachers with a competence doubting identity profile 

rated all beliefs highest compared to the other two profiles, except for the belief 

‘participation and critical reflection of students’. This belief is rated equally high by teachers 

with a competence doubting identity profile and teachers with an unsatisfied and 

demotivated identity profile.  

 

Table 5.2 Mean and standard deviation (in brackets) of teachers with different professional 
identity profiles on the educational belief scales 
 
 Unsatisfied and 

demotivated 
identity profile 

(N = 235) 

Motivated and 
affectively 
committed 

identity profile 
(N = 560) 

Competence 
doubting 

identity profile 
(N = 419) 

Total 
(N = 1214) 

 
Importance of 
qualification and 
schooling 

 
 

3.47 (.58) 

 
 

3.52 (.56) 

 
 

3.64 (.53) ** 

 
 

3.55 (.56) 

 
Participation and 
critical reflection of 
students 

 
 

4.29 (.39) 

 
 

4.27 (.43) 

 
 

4.29 (.38) 

 
 

4.28 (.41) 

 
Stimulating 
personal and moral 
development 

 
 

4.16 (.59) 

 
 

4.20 (.56) 

 
 

4.29 (.50) ** 

 
 

4.22 (.55) 

 
Student discipline 

 
3.88 (.52) 

 
3.86 (.51) 

 
3.92 (.51) 

 
3.89 (.51) 

 
 

** This score differs significantly (p < .01) from the scores of teachers with one of the other 
profiles. 
 

Whether the differences between the three profiles are significant was investigated 

with an ANOVA. Because the three professional identity profiles differ in their size, the 

assumption of homogeneity of variance regarding the beliefs scores was checked first (Field, 

2005). All beliefs factors were found to be similar in their variance (p = .12 - .96) across the 
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profiles. The ANOVA results revealed a significant difference between the professional 

identity profiles regarding teachers’ beliefs on the importance of qualification and schooling 

(F(2,1211) = 8.67, p < .01) and stimulating personal and moral development (F(2,1211) = 

5.44, p < .01). Bonferroni’s post hoc test showed that teachers belonging to the competence 

doubting identity profile rated these beliefs significantly higher than teachers with an 

unsatisfied and demotivated profile (M = .17, SD =.05, p < .01 and M = .13, SD =.04, p < 

.05 respectively) or a motivated and affectively committed identity profile (M = .12, SD =.04, 

p < .01 and M = .09, SD =.04, p < .05 respectively). 

To understand this finding, we explored the relationship between the separate six 

indicators of teachers’ professional identity and the educational belief scales ‘importance of 

qualification and schooling’ and ‘stimulating personal and moral development’ for the total 

group of teachers, as well as for each professional identity profile. The bivariate correlation 

analysis on the data of the total group of teachers revealed a significant relationship between 

the indicator of teachers’ professional identity ‘satisfaction with salary’ and the educational 

belief ‘importance of qualification and schooling’(r = .11, p < .01). This implies that the more 

satisfaction with their salary the teachers report, the more they agree with statements 

regarding the importance of qualification and schooling. The indicators of teachers’ 

professional identity and the belief ‘stimulating personal and moral development’ were not 

significantly related.  

Using the data of the separate professional identity profiles revealed a significant 

relationship as well. Again, the relationship between teachers’ satisfaction with their salary 

and the educational belief ‘importance of qualification and schooling’ was the single 

significant relationship (r = .15, p < .01), yet, only in the case of teachers with a competence 

doubting professional identity. Teachers belonging to this profile scored lowest on their self-

efficacy and highest on their satisfaction with their salary compared to the other teachers. 

Thus, in the case of teachers with this profile, we may state that the more satisfaction with 

their salary these teachers report, the more they agree with statements regarding the 

importance of qualification and schooling.  

 

5.5. Conclusion 

Teachers, who differ from each other in their professional identity profile, differ as well in 

their educational beliefs regarding the importance of qualification and schooling and 

stimulating personal and moral development. Teachers with a competence doubting identity 

profile agree significantly more with statements regarding these beliefs than teachers with 
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one of the other two identity profiles. Furthermore, the relationships between the separate 

indicators of teachers’ professional identity and these two beliefs were investigated. Using the 

data of the total group of teachers revealed a significant relationship between teachers’ 

satisfaction with their salary and the educational belief ‘importance of qualification and 

schooling’. When the three professional identity profiles were studied individually, this 

relationship was only present in the case of the teachers with a competence doubting identity 

profile.  

 

5.6. Discussion 

The previously found identity profiles in the Canrinus et al. (in press, see chapter 4) study do 

justice to the interrelatedness of personal and contextual factors as emphasized by, for 

instance, Akkerman and Meijer (2011) and Olsen (2008). Such interrelated process implies 

teachers’ professional identity is dynamic in its character (e.g., Coldron & Smith, 1999; 

Sugrue, 2005). Teachers’ beliefs, on the other hand, are believed to be stable (Stipek, Givvin, 

Salmon, & MacGyvers, 2001) and difficult to change (Borko & Putnam, 1996; Pajares, 1992). 

According to Pajares (1992), it specifically is this apparently rigid structure of beliefs which is 

contributing to the understanding of oneself and others as well as one’s place in the world. 

Pajares furthermore claims that beliefs are related to the construction of groups and social 

systems. Likewise, Cohen (2010) acknowledges the relevance of beliefs for belonging to 

particular identity groups. This would suggest that teachers’ professional identity profiles may 

be influenced, or even determined, by teachers’ beliefs. Indeed differentiation between 

identity profiles, related to teachers’ educational beliefs, was found in the present study. 

Teachers with a competence doubting identity profile agree more with statements on 

the educational beliefs regarding the importance of qualification and schooling and 

stimulating personal and moral development compared to teachers with one of the other 

profiles. Possibly, as these teachers agree the most with these educational beliefs, they 

encounter most contradictory beliefs from their colleagues and co-workers. Cohen (2010), 

and others authors (e.g., Alsup, 2006) as well, mention that a teachers’ professional identity is 

shaped through discourse and negotiated through talk with, for instance, colleagues. Cohen 

further mentions the relevance of (normative) beliefs held by the group in which a teacher 

functions for the construction and explication of a professional identity. Possibly, when the 

discrepancy between personally held beliefs and the beliefs which are held school wide are 

the largest, teachers may construct a competence doubting identity profile. Yet, causality has 
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not been investigated in the present study, therefore this explanation’s validity should be 

investigated in further research. 

Surprisingly, no significant differences regarding the beliefs were found between 

teachers with an unsatisfied and demotivated identity profile and teachers with a motivated 

and affectively committed identity profile, although these profiles are most in contrast 

regarding the indicators of teachers’ professional identity. This result may be due to the fairly 

broadly defined educational beliefs used and which may be perceived as relevant by many. 

The relatively high ratings in all three identity profiles suggest this as well.  

Teachers’ professional identity profiles were formed by the combination of relevant 

indicators of these profiles. How these indicators individually relate to teachers’ beliefs was 

investigated as well. Although teachers’ satisfaction with their salary was the only indicator 

which was significantly related to teachers’ beliefs about the importance of qualification and 

schooling, we do not believe that this relationship fully explains the differences found 

between teachers with different identity profiles regarding this belief. The found overall 

relationship was small and possibly it is the specific combination of the indicators that 

explains the differences between the profiles. This could be the case as well for the 

significant difference in teachers’ belief about stimulating personal and moral development 

found between teachers with different professional identity profiles. None of the indicators 

individually related significantly to this belief, yet, when investigated in their combination in 

the professional identity profiles, differences between profiles became apparent. Teachers’ 

self-efficacy, occupational commitment, motivation, and job satisfaction have been 

investigated separately and in diverse combinations in various studies (e.g., Cooper-Hakim & 

Viswesvaran, 2005) but no research has been done which relates them all to one another. 

The present study shows that investigating the combination of these constructs in relation to 

teachers’ beliefs is relevant, but more research is necessary in which beliefs are studied which 

are specifically tuned to teachers. 

5.6.1 Limitations and further research 

Firstly, using a cross-sectional design, this study was not designed to make claims about 

causality. Thus, it remains unclear whether teachers who hold specific educational beliefs will 

construct their professional identities accordingly, or whether teachers with a specific 

professional identity profile will agree more with specific educational beliefs due to their 

identity profile. The former may be possible, as the fit between the teacher and his or her 

context is relevant in this sense (cf. Cohen, 2010). Nevertheless, the latter can not, based on 

the presented findings, be excluded as a possibility. Likewise, it remains unclear how a 
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change in teachers’ identity profile does or does not affect teachers’ educational beliefs. 

Canrinus et al. (in press) found that teachers with different professional identity profiles do 

not differ in their amount of experience. Still, the possibility that teachers may switch 

between profiles remains, as teachers may start working in a different setting due to, for 

instance, a change of job. 

Secondly, as mentioned above, the content of the instrument used to measure 

teachers’ educational beliefs may be defined too broadly to distinguish between teachers’ 

professional identity profiles. Most teachers rated their agreement with the beliefs statements 

relatively high. Possibly, more fine-grained measurement instruments should be used to grasp 

the nuances in teachers’ educational beliefs. As De Vries (2004) put forward, teachers will 

not relate fully to one or the other extremes on the educational beliefs regarding the 

objectives of education or students’ role in teaching. In reality, teachers will score somewhere 

on the line of this continuum. Indeed, teachers rated all scales as relevant, yet it remains 

unclear where these teachers would place themselves when confronted with a continuum.  

Possibly, other types of beliefs may have a stronger relationship with teachers’ 

professional identity. Beliefs regarding pedagogy, for instance, may result in a more 

differentiated answering pattern. When focusing on investigating teachers who teach a 

specific subject, teachers’ beliefs and knowledge about pedagogical content will play an 

important role in differentiating between teachers’ identity profiles (Meijer & Van Driel, 

1999). Likewise, teachers’ epistemological beliefs and teachers’ beliefs about effective teacher 

behaviours may offer opportunities for further research. Complementing the collected 

quantitative data with qualitative data (e.g., semi-structured interviews) may give a direction 

regarding the type of beliefs that are relevant for teachers’ professional identity as well. It 

may result in further understanding of the relationship between teachers’ beliefs and 

teachers’ professional identity profiles. 
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Chapter six: Professional identity and teacher behaviour 

 

Abstract 

In this exploratory study, eighteen teachers’ professional identity profiles have been related to 

their effective teaching behaviours as perceived by two external observers and 334 students. 

Analysis of variance was used to explore the differences between the observers and students’ 

perceptions of teachers with different identity profiles. Although no significant differences 

were observed by the external observers, the students of teachers with an unsatisfied and 

demotivated identity profile rated their teachers’ behaviours ‘providing clear instruction’ and 

‘efficient classroom management’ significantly higher than students’ ratings of teachers with a 

motivated and affectively committed or a competence doubting identity profile.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

This chapter is based on: 

 

Canrinus, E.T., Helms-Lorenz, M., Beijaard, D., Buitink, J., & Hofman, W.H.A. (2011). 

Professional identity and teacher behaviour. Manuscript submitted for publication 
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6.1. Introduction 

Although the concept of ‘professional identity’ has attracted interest in various fields of 

research, for instance in the medical field (Pratt, Rockmann, & Kaufmann, 2006), most 

research has been performed within the field of teaching and teacher education (see for a 

review: Beijaard, Meijer, & Verloop, 2004). Research on teachers’ sense of their professional 

identity has mainly focussed on what affects – the development of – teachers’ professional 

identity (e.g., Hamman, Gosselin, Romano, & Bunuan, 2010). To a lesser extent, more 

outcome oriented studies exist. Moore and Hofman (1988) found a strong professional 

identity to be related to a more pronounced critical stance towards working conditions. 

Hofman and Kremer (1985) and Moore and Hofman (1988) suggest professional identity to 

be indicative for teachers’ job-leaving intentions. Additionally, Nias (1997) and Day (2002) 

claim, based on deductive reasoning and their personal theories, that professional identity is 

related to how teachers respond to educational reforms. However, professional identity is 

defined in many different ways (Beijaard et al., 2004), complicating the comparison of these 

studies. 

An extensive research on teachers’ professional identity in relation to teacher 

effectiveness was performed in the VITAE study (Day et al., 2006). In this four-year 

longitudinal project, the key aim was to investigate factors contributing to variations in 

teachers’ effectiveness. Day et al. (2006) state that by the different ways in which teachers 

balance three relevant dimensions in their work (a personal dimension (life outside the 

school), a professional dimension (social and policy expectations of what a good teacher is) 

and a situational dimension (the direct working environment of the teacher) different 

professional identities emerge. Results of the VITAE study showed that this balancing of 

dimensions is one of the factors contributing to teacher effectiveness (operationalised as 

value-added measures of students’ progress and attainment). What is missing in the line of 

research presented above, are studies that investigate how and the extent to which teachers’ 

sense of their professional identity relates to their specific, effective teaching behaviours. The 

study in this chapter sets out to fill this gap.  

The distinction into various types of identity started when Mead (1934) stated that 

the self develops by interacting with the environment, resulting in a sociological component 

of the self (the me) and a more personal component (the I) (Deschamps & Devos, 1998). 

Travimow, Triandis, and Goto (1991) hypothesized that there could be various types of 

personal and social identities. Deaux, Reid, Mizrahi, and Ethier (1995) explored possible 

dimensions and categories of social identities. They asked 259 psychology students to rate 64 
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identities (e.g., mother, friend, gardener, Christian) presented to them on fifteen selected 

traits (e.g., status, visibility, changeability) by use of a seven-point Likert scale. Cluster 

analysis revealed five distinct identities. One of those was called vocation/avocation identity 

(e.g., scientist, musician). Although Deaux et al. did not further define this identity, it 

confirms the notion of the existence of a vocational, or what is called here, a professional 

identity. 

Teachers’ professional identity generally pertains to how teachers see themselves as 

teachers based on their interpretations of their continuing interaction with their context 

(Beijaard, Meijer, & Verloop, 2004; Sugrue, 2005). It is argued here that teachers' sense of 

their professional identity results from the ongoing interaction between person and context 

and manifests itself in teachers’ job satisfaction, occupational commitment, self-efficacy, and 

change in level of motivation (Day, 2002). These constructs represent a personal perspective 

on how teachers view themselves as professionals in their work (Kelchtermans, 1993). 

Teachers’ job satisfaction, occupational commitment, self-efficacy, and motivation are often 

described in the literature as being important to teacher behaviour (cf. Ashton & Webb, 

1986; Firestone, 1996; Toh, Ho, Riley, & Hoh, 2006; Watt & Richardson, 2008).  

In this study, these constructs are treated as relevant indicators of teachers’ sense of 

their professional identity. In a previous study (see chapter 4 and Canrinus et al., in press), 

teachers were clustered based on how they rated themselves on these constructs resulting in 

three distinct professional identity profiles based on the data of 1214 teachers. The following 

professional identity profiles could be distinguished: an unsatisfied and demotivated identity 

profile (n = 235, 19.4 %), a motivated and affectively committed identity profile (n = 560, 

46.1 %), and a competence doubting identity profile (n = 419, 34.5 %). In the study of 

Canrinus et al. (in press), the indicators were specified further into teachers’ classroom self-

efficacy, job satisfaction, feelings of responsibility to remain in teaching, satisfaction with 

salary, change in level of motivation, and affective occupational commitment (see also 

chapters 3 and 4). Figure 4.1 (chapter 4, page 59) represents the standardized mean scores of 

the teachers belonging to the three found professional identity profiles on these six 

indicators. See chapter 4 and 5 or Canrinus et al. (in press) for a more elaborate description 

of these profiles.  

  

6.2. Teaching behaviour 

Teachers’ behaviour has been studied extensively and multiple review studies and meta-

analyses in this field exist (e.g., Darling-Hammond, 2009; Scheerens, 2007; Seidel & 
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Shavelson, 2007; Van de Grift, 2007; Wayne & Youngs, 2003). International research in 

primary education has revealed that the following teaching behaviours are related to higher 

achievement and involvement of students: a) efficient classroom management, b) creating a 

safe and stimulating learning climate, c) providing clear instruction, d) providing feedback, e) 

adaptive teaching, and f) teaching of learning strategies (Kyriakides, Creemers, & Antiniou, 

2009; Van de Grift, 2007). Seidel and Shavelson (2007) found in their meta-analysis that 

although the effect of the varying teaching components on student outcomes are smaller in 

secondary education, studies performed in primary and secondary education show similar 

patterns in the relevance of these teaching behaviours.  

Many observational studies have been performed trying to capture and understand 

these effective teacher behaviours (e.g., Teddlie, Creemers, Kyriakides, Muijs, & Yu, 2006; 

Van de Grift, 2009). The advantage of observation lies in the objectivity of the external 

observers (Muijs, 2006). Systematic observation by more than one external observer adds to 

the objectivity of findings. This advantage is apparent, for instance, in the findings of 

Charlesworth, Hart, Burts, Thomasson, Mosleu, and Fleege (1993). They found that teachers’ 

expressed importance of developmentally appropriate practices was larger than observed in 

these teachers’ classroom behaviour.  

Nevertheless, disadvantages of this method to collect data also exist. Classroom 

observations are always limited to a single or to several moments, leading to, what Muijs 

(2006) called: “[…] a collection of snapshots rather than a full picture of said teachers’ 

behaviour over the year” (p. 58). Furthermore, although observers may try to be as 

unobtrusive as possible, their presence will influence the teachers’ and possibly students’ 

behaviour, with this effect being of different strength for each teacher (Muijs, 2006). Graves 

and Glick (1978) investigated this aspect using data of mothers and their children. In the first 

situation, mother and child were placed in a waiting room and were told the observer was 

still be busy outside the waiting room. In reality, the mother and child were filmed through a 

one-way screen. In the second situation, the mother and child placed in a waiting room and 

were aware they were being filmed directly inside the waiting room. The mother showed 

more behaviour which she perceived as “good parenting” when she knew she was being 

observed. This process is expected to hold for teachers as well.  

Taking into account the disadvantages of observations, inspectorates of various 

countries use classroom observation to determine the quality of education in schools. The 

inspectorates continuously refine and adjust their instruments to be able to observe as 

accurately as possible (e.g., Van de Grift, 2009).  
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A different possibility for gathering information on effective teacher behaviour is 

questioning the teacher’s students. This way of gathering information has various advantages 

(Fraser and Walberg (1981) as cited in De Jong & Westerhof, 2001); it is time and cost 

efficient, it is based on the daily practice of teachers instead of on only several moments, and 

it is unobtrusive. Additionally, students’ perceptions of the classroom environment have 

been found to be positively related to their learning outcomes (De Jong & Westerhof, 2001).  

Furthermore, adding students’ perception to teacher self-report data gives a more 

complete picture of teachers’ behaviour. Den Brok, Bergen, and Brekelmans (2006) 

investigated the convergence and divergence between students’ and teachers’ perceptions of 

the teachers’ instructional behaviour. Their literature review revealed that, on average, 

teachers give higher ratings compared to their students with respect to the areas of interest, 

most often teachers’ interpersonal behaviour. In their own study, Den Brok and colleagues 

used data on the Questionnaire on Instructional Behaviour of 72 teachers working in 

secondary education and their 1604 students. Differences were indeed found between 

students’ and teachers’ perceptions of the teachers’ instructional behaviour. Nevertheless, the 

degree and direction of divergence was not similar for all scales of the questionnaire. 

Likewise, the amount of teachers with divergent scores differed over the scales. For instance, 

teachers rated themselves lower compared to their students’ ratings on the scales ‘classroom 

management’ and ‘loose control’ (focusing on students’ own decision making during learning 

activities), whereas they rated themselves higher for the scales ‘strong control’ (providing 

students with strategies to perform learning strategies) and ‘shared control’ (the responsibility 

for the learning strategies is shared by teacher and student) (Den Brok et al., 2006).  

Lawrenz, Huffman, and Robey (2003) not only compared teachers’ and students’ 

perceptions, they compared these perceptions with observational data from external 

observers too. Using correlation data, Lawrenz and colleagues found some significant 

relationships between the observational data and the teacher and student questionnaire. The 

teacher/authority centeredness of teachers according to the observations showed, for 

example, a significant negative correlation with inquiring behaviour of the teacher (r = -.32, p 

< .01) and group activities in the classroom (r = -.36, p < .01), both as perceived by the 

students.  

More recently, Van der Schaaf, Stokking, and Verloop (2008) investigated the 

correspondence between teachers’ beliefs towards teaching students research skills, their 

behaviour as rated by external raters of these teachers’ portfolio’s, and the teachers’ 

behaviour as rated by the teachers’ students. Among other findings, Van der Schaaf and 
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colleagues found a significant relationship between the external raters’ assessments and the 

students’ assessment of the teachers’ behaviours (r = .21, p < .05). Gathering information 

from teachers’ students on the teachers’ effective behaviour appears, thus, efficient and valid.  

6.2.1 Relating professional identity and effective teaching behaviour 

The indicators of teachers’ sense of their professional identity, being teachers’ occupational 

commitment, self-efficacy, job satisfaction, and change in level of motivation, have been 

shown to be related to effective teaching behaviour and teacher effectiveness when studied 

individually. Research combining these indicators and relating them to effective teaching 

behaviour has not been performed yet. Some examples of studies in which the separate 

indicators are related to teaching behaviour are presented here.  

Using hierarchical cluster analysis on data of 103 teachers, Muijs and Reynolds (2002) 

distinguished two groups of teachers who differed significantly (T = 6.2, p < .001) in their 

effectiveness, measured by increase of grade average on standardized tests. The effective 

teachers were characterized by, among others, high levels of self-efficacy. Likewise, Ross 

(1992) had previously found, using stepwise multiple regression analysis, that teachers’ self-

efficacy matters for student achievement. He made a distinction between personal teaching 

efficacy (the expectation to be personally able to bring about student learning) and general 

teaching efficacy (the belief that one’s ability to bring about student learning is limited by 

factors beyond a teacher’s control) and specifically found personal teaching efficacy to be 

relevant.  

Examining the effect of teacher characteristics on indicators of good classroom 

practice in mathematics classes in secondary education, Opdenakker and Van Damme (2006) 

found that teachers with higher levels of job satisfaction give more instructional support to 

their classes. A total of 78 teachers, teaching mathematics to 132 classes, distributed over 47 

schools, participated in the study. Based on their findings, Opdenakker and Van Damme 

concluded: “The enhancement of the job satisfaction of teachers is a means to enhance the 

instructional support of classes composed of a rather low ability range” (p. 14). 

Based on the responses of teachers and students from 10 high schools to interview 

questions about, for instance, ‘what kinds of things make teachers/ students think about 

staying in this school’, Firestone and Rosenblum (1988) concluded that teachers’ and 

students’ commitment are interrelated. Additionally, indirect evidence shows the importance 

of teachers’ commitment for effective teaching. Jepson and Forrest (2006) found teachers’ 

occupational commitment to be the strongest predictor of teachers’ perceived stress (β= -.59, 

p<.001) compared to Type A behaviour, personal achievement strivings, gender, and 
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experience of teaching. Teachers’ stress does not positively contribute to effective teaching. 

As teacher effectiveness is the aim for many schools, teacher commitment should be high. 

Ofoegbu (2004) asked 772 public school teachers, working in primary and secondary 

education, the extent to which these teachers agreed to various statements on the 

relationship between teacher motivation and teacher effectiveness. Of the primary as well as 

secondary school teachers, 75% indicated that teacher motivation would contribute to their 

classroom effectiveness. Ololube (2006) found similar results for 680 secondary school 

teachers in Nigeria. Previously, based on the expectancy motivation theory, Miskel, DeFrain, 

and Wilcox (1980) had investigated the relationship between teachers’ job performance and 

teachers’ motivation as well. They used data of secondary school teachers as well as teachers 

working in higher education. Results revealed that teachers’ job performance as perceived by 

their principals or department chairs could significantly be explained by teachers’ motivation.  

 

6.3. Research aims  

Individually, the indicators of teachers’ sense of their professional identity have been linked 

to teachers’ behaviour. With the present study, we set out to relate teachers’ sense of their 

professional identity to teachers’ effective teaching behaviour, using all indicators. We aim to 

relate the found professional identity profiles to teachers’ effective teaching behaviours: a) 

efficient classroom management, b) creating a safe and stimulating learning climate, c) 

providing clear instruction, d) providing feedback, e) adaptive teaching, and f) teaching of 

learning strategies. As mentioned in the introduction, studies that investigate how and the 

extent to which teachers’ sense of their professional identity influences their specific effective 

teaching behaviours have not been performed yet. This study is therefore exploratory. 

Van de Grift (2010) found that the majority of the teachers in primary and secondary 

education are able to perform the teaching behaviours ‘efficient classroom management’, 

‘creating a safe and stimulating learning climate’, ‘providing clear instruction’, and ‘providing 

feedback’. The teaching behaviours ‘adaptive teaching’ and ‘teaching of learning strategies’ 

have been found to be the most complex of the effective teaching behaviours (Kyriakides et 

al., 2009; Van de Grift, 2010). Over 60% of teachers do not, or do not adequately, perform 

these behaviours (Van de Grift, 2010). It is therefore explored in this study whether, if 

differences in effective teaching behaviours exist between teachers with different 

professional identity profiles, these differences are observed in the more complex or in less 

complex teaching behaviours. 
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6.4. Method 

6.4.1 Participants 

The previously constructed professional identity profiles were based on the data of 1214 

teachers working in secondary education in the Netherlands. Of this group of teachers, 100 

teachers who had indicated a willingness to take part in further research were asked to 

participate in a study in which observational data would be collected.. They were selected 

based on their location (teachers within a travelling distance of 100 miles were selected). 

Some of the teachers who were asked to participate indicated they did not like to be 

observed by external observers in their classroom, others had left the teaching profession in 

the meanwhile, and, finally, there were teachers who replied they did not have the time to 

participate during the period of observation. In total, 18 teachers, working in eight different 

schools, participated in the collection of observational data. Males and females were equally 

distributed (each 50%) in this sample. The teachers’ average age was 50 years (SD = 8.6) and 

their average amount of experience in education was 22 years (SD = 10.9). Two teachers had 

an unsatisfied and demotivated identity profile, nine teachers had a motivated and affectively 

committed identity profile, and seven teachers had a competence doubting identity profile. 

Additionally, 15 teachers asked their students, 334 in total, to fill in a questionnaire about 

their teacher’s teaching behaviour. Due to time constraints (e.g., end of school year and 

course free weeks in the school) three teachers were unable to distribute the questionnaire 

among their students. 

6.4.2 Observation 

After a training, two observers collected the observational data of 17 teachers twice and 

collected data once of one teacher, due to personal circumstances of this teacher. The 

observed teachers differed in the subject (e.g., biology, Latin, science, English) and the age-

group they taught (first to last grade classes). Ten teachers taught at the level of pre-

university education, one teacher taught at higher general secondary education level, and 

seven teachers taught at lower general secondary education level.  

For the collection of the data, the observation instrument developed for the 

International Comparative Analysis of Learning and Teaching project (ICALT) was used. 

This instrument was tested for its reliability and validity in England, Belgium, Germany, and 

the Netherlands (Van de Grift, 2007). Originally, this instrument was developed for 

observations in primary education. Nevertheless, the behaviours observed with this 

instrument are relevant in secondary education as well. Seidel and Shavelson (2007) found 

similar patterns in the relevance of the teaching behaviours for primary and secondary 
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education. The Dutch educational inspectorate refers to these behaviours when investigating 

the quality of secondary schools (Inspectie van Onderwijs, 2009). The instrument was found 

suitable for the observation of teachers’ behaviour in secondary education.  

Besides items concerning background information, such as subject being taught and 

amount of students in the classroom, the observation instrument consists of 32 items 

tapping the aforementioned teaching behaviours. In Table 6.1, item examples are provided. 

The behaviours are scored on a four-point Likert scale, where ‘1’ indicates a ‘predominantly 

weak’ appearance of the behaviour and ‘4’ indicates a ‘predominantly strong’ appearance of 

the behaviour. For psychometric reasons, the items scoring the behaviour “providing 

feedback” are grouped together with items measuring the behaviour “providing clear 

instruction” (following Van de Grift, 2009). 

 

Table 6.1 Example items from the observation instrument per teaching behaviour  
 

Teaching behaviour Number 
of items 

Item example 

 
Efficient classroom management 

 
4 

 
The teacher gives a well-structured lesson. 

 
Creating a safe and stimulating 
learning climate 

 
5 

 
The teacher ensures a relaxed atmosphere. 

 
Providing clear instruction 

 
10 

 
The teacher gives clear explanations of the 
learning materials and the assignments. 

 
Adaptive teaching 

 
4 

 
The teacher adapts the assignments and 
processing to the relevant differences 
between students. 

 
Teaching of learning strategies 

 
9 

 
The teacher teaches students how to 
simplify difficult problems. 
 

 

Inter-observer reliability was assessed for all behaviours. As the behaviours are 

scored at ordinal level and the sample size is small, Kendall’s tau was used for this purpose 

(Field, 2005). The observers’ ratings of the behaviours ‘efficient classroom management’ (τ = 

.39, p < .05), ‘creating a safe and stimulating learning climate’ (τ = .54, p < .01), and 

‘providing clear instruction’ (τ = .60, p < .01) were positively and significantly related. 

Kendall’s tau could not be calculated for the teaching behaviours ‘adaptive teaching’ and 

‘teaching of learning strategies’, as these behaviours had been rated too infrequently. 

6.4.3 Student questionnaire 
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In addition to the observational data collected by two external observers, data on teachers’ 

behaviours were gathered from the teachers’ students. The students of the classes in which 

the observers had been present were asked to complete a questionnaire based on the ICALT 

instrument. Most of the students had completed the questionnaire after a different lesson 

than the lesson in which the observers had been present. The classes of 15 teachers were able 

to participate, resulting in data of 334 students. 

The student questionnaire consisted of 35 statements about their teacher (see Table 

6.2). On a four-point Likert scale, the students indicated the extent to which they agree with 

the statements, where ‘1’ indicates ‘(almost) no agreement at all’ and ‘4’ indicates ‘(almost) 

complete agreement’. Each of the teaching behaviours was represented in the student 

questionnaire. The internal consistency of the items was calculated for all behaviours (see 

Table 6.2).  

 

Table 6.2 Number of items, example items, and internal consistency of the student 
questionnaire per teaching behaviour 
 

Teaching behaviour Number 
of items 

Item example Cronbach’s 
alpha 

 
Efficient classroom management 

 
4 

 
I believe my teacher teaches in 
a well structured way. 

 
.79 

 
Creating a safe and stimulating 
learning climate 

 
5 

 
I believe my teacher creates a 
relaxed atmosphere in class. 

 
.77 

 
Providing clear instruction 

 
12 

 
I believe my teacher explains 
the assignments clearly to me. 

 
.83 

 
Adaptive teaching 

 
4 

 
I believe my teacher takes the 
differences between students 
into account during the 
assignments. 

 
.80 

 
Teaching of learning strategies 

 
10 

 
I believe my teacher 
stimulates me to simplify 
difficult problems. 

 
.82 

 

The statements tapping the behaviour ‘providing feedback’ revealed the least internal 

consistency with α = .55. Therefore, these items were grouped together with the items 

measuring the behaviour “providing clear instruction”, as was the case with the observation 

instrument (following Van de Grift, 2009). Additionally, adding these items enhanced the 

internal consistency of the measurement of “providing clear instruction” from α =.78 to α = 
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.83 (the latter is presented in Tabel 6.2). The internal consistency of the other behaviours was 

satisfactory, ranging from α = .77 for ‘creating a safe and stimulating learning climate’ to α = 

.82 for ‘teaching of learning strategies’. The students’ ratings of the teaching behaviours 

showed, when plotted per teacher, a pattern similar to the Rash model of the behaviours 

presented by Van de Grift (2009). The more difficult the behaviours are, perceived within 

Van de Grift’s Rasch model, the lower the students have scored these behaviours, suggesting 

the student questionnaire is a valid measurement of the behaviours.  

 

6.5. Results 

Table 6.3 presents the observers’ scores on the teaching behaviours per professional identity 

profile. The teaching behaviours ‘adaptive teaching’ and ‘teaching of learning strategies’ were 

observed in too few cases to include in the analyses. 

For explorative purposes, although the group sizes are small, the data of the external 

observers were explored by analysis of variance (ANOVA). Results indicate no significant 

differences across identity profiles with significance levels ranging from F(2,15) = .52, p = 

.60 for ‘creating a safe and stimulating learning climate’ to F(2,15) = .15, p = .87 for 

‘providing clear instruction’. A closer inspection of the behaviours at item level leads to 

similar findings. This result suggests that teachers with different professional identity profiles 

do not differ in their effective teaching behaviour. 

The data of the student questionnaire provided a different picture of the teachers’ 

effective behaviours. The students’ average score on the teaching behaviours are presented in 

Table 6.3 as well. The table shows that, except for the teaching behaviour ‘Adaptation of 

teaching’, students of teachers with an unsatisfied and demotivated identity profile rate their 

teacher’s teaching behaviours higher than students of teachers with a different professional 

identity profile. Furthermore, students of teachers with a motivated and affectively 

committed identity profile rate all teaching behaviours lower than students of teachers with a 

different professional identity profile.  

To check whether these differences were significant, an ANOVA was performed. 

The ANOVA showed that teachers with different professional identity profiles differ 

regarding their teaching behaviour as rated by students. Specifically, the teaching behaviour 

‘providing clear instruction’ differed across professional identity profiles (F(2,331) = 3.71, p 

< .05). Bonferroni’s post-hoc test revealed that students of teachers with an unsatisfied and 

demotivated identity profile rated this scale significantly higher than students of teachers with 

a motivated and affectively committed identity profile (M = .18, SD = .07, p < .05).  
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Table 6.3 External observers’ and students’ mean perception, including standard deviation, of the teachers’ teaching behaviours per professional 
identity profile 
 

 Efficient 
classroom 

management 

Creating a safe and 
stimulating 

learning climate 

Providing clear 
instruction 

Adaptive teaching Teaching of 
learning strategies 

 
Unsatisfied and demotivated identity 
profile 

External observers (N=2) 
Students (N=46) 

 
 
 

3.76 (.16) 
3.09 (.41) 

 
 
 

3.53 (.39) 
3.10 (.44) 

 
 
 

3.40 (.21) 
3.00 (.35) 

 
 
 

--a 
2.82 (.65) 

 
 
 

-- a 
2.89 (.44) 

 
Motivated and affectively committed 
identity profile 

External observers (N=2) 
Students (N=137) 

 
 
 

3.47 (.42) 
2.87 (.66) 

 
 
 

3.35 (.39) 
2.93 (.57) 

 
 
 

3.26 (.30) 
2.83 (.45) 

 
 
 

-- a 
2.81 (.60) 

 
 
 

-- a 
2.75 (.44) 

 
Competence doubting identity 
profile 

External observers (N=2) 
Students (N=151) 

 
 
 

3.39 (.52) 
2.86 (.65) 

 
 
 

3.46 (.18) 
3.00 (.57) 

 
 
 

3.31 (.43) 
2.93 (.44) 

 
 
 

-- a 
2.91 (.69) 

 
 
 

-- a 
2.85 (.52) 

 
Total 

External observers (N=2) 
Students (N=334) 

 
 

3.47 (.44) 
2.89 (.63) 

 
 

3,41 (.31) 
2.98 (.55) 

 
 

3.29 (.44) 
2.90 (.44) 

 
 

-- a 
2.86 (.65) 

 
 

-- a 
2.81 (.48) 

 

a The behaviours ‘adaptive teaching’ and ‘teaching of learning strategies’ had been rated too infrequently by the external observers for reliable scores.
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The possible difference between professional identity profiles on the teaching 

behaviour ‘efficient classroom management’ was investigated using the Welch F-ratio (Field, 

2005), due to the unequality between the profiles regarding the variance of the students’ 

ratings of this behaviour. Results show that the profiles significantly differed regarding this 

specific teaching behaviour (F(2, 155.65) = 4.89, p<.01). Students of teachers with an 

unsatisfied and demotivated identity profile rated this teaching behaviour higher than 

students of teachers with a motivated and affectively committed (M = .22, SD = .08, p < .05) 

or competence doubting (M = .23, SD = .08, p < .05) identity profile. These results suggest 

that teachers with different professional identity profiles do indeed differ in their effective 

teaching behaviour, which contrasts the findings of the external observers. 

 

6.6. Discussion 

In this study, we explored whether teachers differing from each other in their professional 

identity profiles would also differ in their teaching behaviour. The following teaching 

behaviours were observed for this purpose: ‘efficient classroom management’, ‘creating a safe 

and stimulating learning climate’, ‘providing clear instruction’, ‘providing feedback’, ‘adaptive 

teaching’, and ‘teaching of learning strategies’. Providing feedback was investigated as part of 

the behaviour ‘providing clear instruction’. ‘Adaptive teaching’ and ‘teaching of learning 

strategies’ were percieved as complex behaviours. Differences in these behaviours were also 

explored through the observations of teachers’ students, measured using a questionnaire.  

Regarding the less complex behaviours, the external observers did not find 

differences between teachers with different identity profiles. On the other hand, the teaching 

behaviour ‘providing clear instruction’ was rated significantly higher by students of teachers 

with an unsatisfied and demotivated identity profile compared to students of teachers with a 

motivated and affectively committed identity profile. Likewise, ‘efficient classroom 

management’ was rated significantly higher by these students compared to the students of 

teachers with either other profile. Only the students’ scores on the behaviour ‘creating a safe 

and stimulating learning climate’ were similar across the identity profiles. Thus, the three 

groups of teachers in this study created equally safe and stimulating climates for their 

students. 

Regarding the two complex behaviours, i.e., ‘adaptive teaching’ and ‘teaching of 

learning strategies’, the external observers observed these behaviours too infrequently to be 

able to analyze the data. Based on the data of the students no significant differences 

regarding the more complex behaviours were found between teachers differing from each 
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other in their professional identity profiles. The findings show, furthermore, that the students 

of teachers with a motivated and affectively committed identity profile rated their teachers 

lowest compared to the other teachers’ students. Thus, although a teacher may have a 

motivated and affectively committed identity profile, this does not directly mean the teachers’ 

students perceive this teacher as performing more effective behaviour.  

Their students rated these motivated and affectively committed teachers significantly 

lower on the behaviours ‘clear instruction’ and ‘efficient classroom management’. A possible 

explanation might be that teachers who feel comfortable in their profession do not feel the 

need for strict instruction and classroom management. They may believe they can teach in a 

more laissez faire way. Yet, students may need more structure and more clear instruction than 

these teachers feel necessary for their teaching to be effective. Darling-Hammond (2009), for 

instance, expressed the relevance of strong instruction for teaching quality. Van der Werf and 

Tesser (1989) (in Van de Grift, 2007) found that structured teaching had effects on the 

advice given to primary school students regarding their choice of type of secondary school. 

Likewise, Stronge, Ward, Tucker, and Hindman (2007) used in-depth case studies from 

teachers among the highest and lowest quartiles based on their composed student academic 

growth score. They found that the effective teachers scored higher regarding instruction and 

classroom organisation compared to the ineffective teachers as measured by classroom 

observations. This suggests that although teachers may feel motivated and affectively 

committed, they should keep in mind that their students will achieve more with clear 

instruction and an efficiently managed classroom. These findings strengthen the statement of 

Den Brok and colleagues (2006) for using students’ data in addition to other data sources to 

obtain a more comprehensive understanding of teachers’ behaviours. 

6.6.1 Limitations and further research 

Students’ perceptions of teachers’ behaviour have the advantage of being based on year long 

experiences (Fraser and Walberg (1981) as cited in De Jong & Westerhof, 2001). The two 

external observers who collected data for this study observed each teacher only twice. 

Although the observers received training in advance, it was the first time they worked with 

the ICALT instrument. The noviceness of the instrument for the observers may be an 

additional cause of the lack of rating of the more complex behaviours. Likewise, the more 

complex behaviours may be more difficult to observe in the context of secondary education, 

even though the items used are relevant for this type of education (Inspectie van Onderwijs, 

2009; Seidel & Shavelson 2007). 
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 Additionally, a limitation of the design of this study may explain the found 

differences between the ratings of students of teachers with a different professional identity 

on the more elementary behaviours. The students only rated one teacher, thus rating only 

one professional identity profile. It was not investigated whether these students would rate 

teachers with other professional identity profiles differently. The findings present options for 

further research asking students to rate multiple teachers with a different as well as the same 

professional identity profile. 

Likewise, teachers’ professional identity profiles could be related to other aspects of 

the teaching profession. How are teachers’ professional identity profiles related to teachers’ 

functioning within the broader school context, for example, communication with parents or 

specific extra tasks besides standard classroom work? Relationships within school teams and 

between teachers have become more and more important (e.g., Moolenaar, 2010). Teachers’ 

sense of their professional identity may very well play a role in these relationships. How are 

teachers’ professional identity profiles related to relationships with co-workers? Do teachers 

feel more connected with teachers with the same professional identity profile?  

Although researchers have made claims about outcomes of teachers’ professional 

identity (e.g., Moore & Hofman, 1988; Day, 2002), until now, no studies existed which 

related teachers’ sense of their professional identity to specific effective teaching behaviours. 

Day and colleagues (2006) made a step in this direction in their VITAE study, focussing 

directly on student achievement measures. The link between teachers’ sense of his/her 

professional identity and the students’ achievements, the teachers’ behaviour, was not 

included in their study. As students’ perception of their classroom and of their teachers’ 

behaviour has been found to be related to student outcome (De Jong & Westerhof, 2001), 

this aspect should be taken into account. The present study has specifically focused on the 

relationship between teachers’ sense of their professional identity and their specific, effective 

teaching behaviours as perceived by both the teachers’ students and external observers.  
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Chapter seven: Conclusions and discussion 

 

7.1. Introduction 

The overall aim of this dissertation was to contribute to the conceptualization of teachers’ 

professional identity. To do this, various variables which were expected to be relevant for 

teachers’ perceptions of their professional identity were investigated on a large scale using 

quantitative research methods. Furthermore, the extent to which teachers’ professional 

identity profiles are related to teachers’ educational beliefs and teaching behaviours has been 

investigated. More specifically, the following research questions were addressed: 

1. How can the indicators of teachers’ sense of their professional identity be defined 

and measured?  

2. How are the indicators of teachers’ sense of their professional identity related?  

3. Are different professional identity profiles empirically evident in a large sample of 

practicing teachers? If so, do teachers with different professional identity profiles 

differ in:  

a. their amount of experience in education?  

b. their perceptions of opportunities for professional development?  

c. their perceptions of their level of autonomy?  

d. their reasons for choosing the teaching profession?  

e. The features of their appointments? 

4. Do teachers with different professional identity profiles differ in their educational 

beliefs about the objectives of education and students’ role in teaching?  

5. Do teachers with different professional identity profiles differ in their teaching 

behaviours?  

This chapter will first summarize the main findings followed by conclusions for each 

research question and some more general conclusions. Next, these findings will be discussed 

and their practical implications will be put forward. This chapter ends with the limitations of 

the study and suggestions for further research.  

 

7.2. Conclusions 

7.2.1 Defining and measuring teachers’ sense of their professional identity (research question 1) 

In chapter 2, the definitions of teachers’ job satisfaction, occupational commitment, 

motivation, and self-efficacy were formulated based on a study of the literature. Likewise, 

existing instruments were selected for the development of an online survey measuring 
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teachers’ perceptions of their professional identity (see Table 2.1, page 22). A pilot study was 

performed to test and refine the online survey. It was explored whether the original structure 

of the instruments used could be observed. It showed that the observed structures resembled 

the structures of the original instruments used, except for the part measuring teachers’ 

motivation. It was decided to use a measurement of the change in teachers’ motivation 

instead. It can be concluded, based on the findings in chapter 2, that it is possible to measure 

the four indicators of teachers’ professional identity as intended in a reliable fashion with an 

online survey.  

7.2.2 Relating the indicators of teachers’ sense of their professional identity (research question 2) 

Chapter 3 reports on the data of 1214 teachers who responded to the online survey 

developed and described in chapter 2. Based on this large sample’s data, the structure of the 

survey was investigated once again. This time, instead of investigating the structure per 

indicator, the items measuring job satisfaction, self-efficacy, and occupational commitment 

were simultaneously submitted to a principal component analysis (PCA). The instruments 

used to measure these constructs had not yet been used together in previous research. To 

reduce the confounding of constructs, a PCA was conducted to purify the variables. The 

variable measuring change in teachers’ level of motivation was excluded from the PCA, as 

this variable was measured by one constructed item. 

Based on the PCA, five indicators were found. Job satisfaction was split into 

teachers’ relationship satisfaction (containing items about co-workers, support, and 

autonomy) and teachers’ satisfaction with their salary (containing items about salary and 

fringe benefits). The indicator “relationship satisfaction” furthermore contained self-efficacy 

items on teachers’ relationship with school administrators. Teachers’ self-efficacy regarding 

classroom activities remained as a separate indicator. Occupational commitment was split 

into teachers’ affective occupational commitment (referring to positive emotions towards the 

occupation) and responsibility to remain in teaching (referring to the sense of obligation to 

remain in the occupation and the awareness of the costs associated with leaving the 

occupation). Together with the indicator which measures teachers’ change in their level of 

motivation, a total of six indicators of teachers’ sense of their professional identity were 

identified. 

These six indicators were used to construct a preliminary model of the relationships 

between the indicators of teachers’ sense of their professional identity. This model was based 

on assumptions derived from the literature. The final model of the structural equation 

modelling revealed that teachers’ classroom self-efficacy and teachers’ relationship 
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satisfaction are important indicators, influencing all other indicators. The strongest 

contributions in the model originated from the indicator ‘relationship satisfaction’. This 

indicator contributed positively to teachers’ change in level of motivation, their salary 

satisfaction, and affective occupational commitment. It contributed negatively to teachers’ 

feelings of responsibility to remain in teaching. Teachers’ classroom self-efficacy contributed 

positively to teachers’ relationship satisfaction, teachers’ change in level of motivation, and 

their affective occupational commitment. It contributed negatively to teachers’ salary 

satisfaction. Based on the findings described in chapter 3 it can be concluded that 

strengthening a teacher’s sense of professional identity would be possible by influencing 

teachers’ classroom self-efficacy and teachers’ relationship satisfaction, as these constructs 

influence, in their turn, the other indicators (see Figure 3.2, page 45).  

Additionally, it was investigated whether the relationships found in the final model 

would differ for teachers with different amounts of experience in education. The total group 

of teachers was, therefore, split into novice, experienced, and senior teachers. The results 

revealed that the parameter estimates for the overall group fitted the three groups well. Based 

on these results it can be concluded that the relationships between the indicators of teachers’ 

sense of their professional identity are similar for teachers with different levels of experience. 

7.2.3 Identifying professional identity profiles and the differences between them (research question 3) 

The same dataset as in chapter 3 was used to investigate whether different professional 

identity profiles were evident. Three distinct professional identity profiles were presented in 

chapter 4: 1) an unsatisfied and demotivated identity profile consisting of teachers who 

scored relatively low on the six indicators, 2) a motivated and affectively committed identity 

profile consisting of teachers who scored relatively high on the indicators, and 3) a 

competence doubting identity profile consisting of teachers with a more diverse score 

pattern. 

Teachers’ amount of experience was not associated with the professional identity 

profiles. Likewise, teachers with different identity profiles did not differ in their perceived 

professional development opportunities and autonomy. Finally, great similarities were found 

between the profiles regarding teachers’ reasons for choosing the teaching profession. 

Teachers belonging to different professional identity profiles did not significantly differ in 

their main reason to become a teacher.  

Differences were found between teachers belonging to the three professional identity 

profiles regarding the features of their appointments. Teachers with a motivated and 

affectively committed identtiy profile have, compared to the other teachers, more often a 
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permanent appointment. Furthermore, these same teachers have, compared to teachers with 

a competence doubting identity profile, more often extra tasks besides teaching. Lastly, 

teachers with a competence doubting identity profile have, compared to the other teachers, 

smaller appointments. Based on the results described in chapter 4, it can be concluded that, 

as three specific professional identity profiles were identified, distinct patterns of professional 

identity are evident in the Dutch teacher population. 

7.2.4 Teachers’ identity profiles and their educational beliefs (research question 4)  

The study presented in chapter 5 was used to investigate whether teachers, belonging to the 

three observed professional identity profiles, differ in their educational beliefs regarding the 

objectives of education and students’ role in teaching. An instrument (Denessen, Michels, & 

Felling, 2000) was selected to measure these teacher beliefs, consisting of the following four 

beliefs scales: a) importance of qualification and schooling, b) participation and critical 

reflection of students, c) stimulating personal and moral development, and d) student 

discipline. It appeared that teachers with a competence doubting identity profile agreed 

significantly more with statements regarding the importance of qualification and schooling 

and stimulating personal and moral development than teachers with one of the other two 

identity profiles.  

Based on the results described in chapter 5 it can be concluded that teachers’ 

educational beliefs and their sense of their professional identity are indeed, as hypothesized 

in the literature, empirically related. Especially, investigating the configuration of the 

indicators of teachers’ professional identity in relation to teachers’ beliefs appears to be 

relevant. 

7.2.5 Teachers’ identity profiles and their teaching behaviour (research question 5) 

External observers and students rated a selection of teachers on the following effective 

teaching behaviours: ‘efficient classroom management’, ‘creating a safe and stimulating 

learning climate’, ‘providing clear instruction’, ‘providing feedback’, ‘adaptive teaching 

behaviour’, and ‘teaching of learning strategies’. The external observers’ data showed no 

differences between teachers belonging to the three identity profiles regarding their teaching 

behaviour. Contrary to this, the students of these teachers perceived significant differences 

between their teachers’ behaviours.  

Based on the results in chapter 6, it can be concluded that, from the students’ 

perspective, teachers belonging to an unsatisfied and demotivated professional identity 

profile appear to differ in their efficient classroom management and in the extent to which 

they provide clear instruction. 
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7.2.6 General conclusion 

Considering the findings presented in this dissertation we conclude that teachers’ sense of 

their professional identity can be measured through the combination of six indicators. 

Considering the relationships between these indicators, teachers’ classroom self-efficacy and 

their relationship satisfaction play a pivotal role. Teachers can be divided into three groups of 

professional identity profiles, that is, an unsatisfied and demotivated profile, a motivated and 

affectively committed profile, and a competence doubting profile. Teachers’ sense of their 

professional identity is related to their educational beliefs and their teaching behaviours as 

perceived by their students. 

 

7.3. Discussion  

This dissertation adds to the existing knowledge about teachers’ professional identity and 

what contributes to teachers’ perception of it. Most importantly, it contributes to the 

conceptualization of the concept professional identity. In 2004, Beijaard, Meijer, and Verloop 

concluded in their review study that different studies used different definitions of teachers’ 

professional identity. Some studies they investigated even lacked a clear definition of this 

concept. This problem becomes clear as well in the 2008 special issue of the journal Teacher 

Education Quarterly on ‘teacher identity’. Although the authors contributing to this issue 

mostly draw on socio-cultural theory to describe their definition of teacher identity, they 

have “[…] their own particular understandings of identity” (Olsen, 2008b; p. 5). Recently, 

Beauchamp and Thomas (2009) have emphasized that the challenge of understanding 

teachers’ professional identity lies within determining a definition of this concept. Once 

concensus has been reached in the definition sphere, the more or less uniform 

operationalization of the concept is the next challenge faced in this field. Unless these 

challenges are overcome, theory building in this field will remain complicated. 

Within this dissertation, we have taken a social-psychological perspective. Teachers’ 

sense of their professional identity has been perceived here as the result of the continuing 

interaction between the person of a teacher and his/her context. The presented 

conceptualization of teachers’ professional identity, as well as the professional identity 

profiles found do justice to the interrelatedness of personal and contextual factors as 

emphasized by, for instance, Akkerman and Meijer (2011) and Olsen (2008a). Furthermore, 

the position has been taken that teachers’ sense of their professional identity is reflected in 

their self-efficacy, job satisfaction, occupational commitment, and their motivation (see 

Figure 1.1 in chapter 1, page 14). Although these constructs have been investigated in several 
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combinations (e.g., Cooper-Hakim & Viswesvaran, 2005), no empirical studies have been 

conducted relating them all to each other to provide an impression of teachers’ sense of their 

professional identity. Other studies have mostly made claims about the interrelatedness of 

these constructs and their relationship with teachers’ professional identity based on theory 

and deductive reasoning (e.g., Day et al., 2006). In this dissertation, these constructs have 

been perceived as indicators of teachers’ sense of their professional identity and investigated 

empirically, including their relationships. By using questionnaire data, consisting of teachers’ 

self-reported ratings on the indicators, it was made possible to investigate teachers’ sense of 

their professional identity quantitatively. Most research on teachers’ professional identity has 

been performed using qualitative methods (cf. Volkmann & Anderson, 1998). Findings from 

such studies are often based on small sample sizes, as qualitative research is used mainly for 

improving understanding of complex issues and generalizability is not its main focus 

(Marshall, 1996).  

7.3.1 Teaching experience 

The presented results, based on a large data-set, touch upon the discussion regarding the 

stability and/or dynamics of teachers’ professional identity by having investigated: a) whether 

the relationships between the indicators of teachers’ professional identity would be different 

for three groups of teachers differing in their amount of experience in education (chapter 3) 

and b) whether teachers’ amount of experience is related to teachers’ professional identity 

profile, using a division of experience into five groups (chapter 4). The final model of the 

relationships between the indicators was found to be the similar for novice, experienced, and 

senior teachers. Likewise, no differences between the three professional identity profiles were 

found regarding the experience, divided into even smaller subgroups, of the teachers 

belonging to these profiles. Nevertheless, due to the cross-sectional design of this study, we 

can not confirm or deny the stability or flexibility of teachers’ professional identity.  

Beauchamp and Thomas (2009) have mentioned that the comparison of studies 

investigating the stability and/or dynamics of teachers’ professional identity is difficult, due 

to the different terms being used by researchers to refer to the ‘shifting and shaping’ – as 

Beauchamp and Thomas call these processes – of a professional identity. Examples of such 

different terms are: the ‘development’ of identity (Olsen, 2008), the ‘construction’ of identity 

(Coldron & Smith, 1999), and the ‘shaping’ of an identity (Flores & Day, 2006). Although 

different terms are used when referring to the stability and/or dynamics of teachers’ 

professional identity, the core question of research on this subject is similar: does a teacher’s 

professional identity change during the course of his/her career? Feiman-Nemser (2001) 
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states that professional identity construction is an ongoing process. Beijaard et al. (2004) 

referred to professional identity in itself as an ongoing process, implying dynamics and 

change during the course of a teaching career. Day, Kington, Stobart, and Sammons (2006) 

put forward a combination of stability and dynamics in teachers’ professional identity during 

the course of their career. They do not perceive it to be stable in all situations, all the time. 

Nor do they perceive teachers’ professional identity to be continuously in flux. They state 

that “[the architecture of teachers’ professional identities] at certain times or during certain 

life, career, and organisational phases may be discontinuous, fragmented, and subject to 

turbulence and change in the continuing struggle to construct and sustain a stable identity” 

(Day et al., 2006; p. 613). Other researchers (e.g., Nyström, 2009) hint at more stability 

further on in one’s career.  

Beijaard (2009) claims that, as teachers obtain more and more experience, the 

continuing process of interaction between a person and his/her context – which is the core 

of teachers’ professional identity (see chapter 1) – stabilizes. Ibarra (1999), investigating how 

professional identity develops, found that people use provisional professional identities 

before their final professional identity evolves through rehearsal and experience. This 

suggests a distinction in professional identity profiles between teachers with different 

amounts of experience. Relating the professional identity profiles found in this dissertation to 

Beijaard’s (2009) and Ibarra’s (1999) work could suggests that mainly beginning teachers 

would have the hybrid professional identity profile, as this profile shows diverse scores on 

the indicators of teachers’ professional identity. As this was not the case and no significant 

differences between the profiles were found regarding teachers’ experience, the data do not 

point into the direction of Ibarra’ findings or Beijaard’s claim. At the same time, our results 

do not refute the claims made Beijaard (2009) and Ibarra (1999). Beginning teachers’ 

provisional professional identities (Ibarra, 1999) could be distributed over the three profiles 

in the same way as more evolved profiles are distributed. Our cross-sectional data does not 

allow us to observe or conclude whether transitions occur between profiles and if so, when 

they do and under which condition this occurs. 

7.3.2 The importance of others 

Akkerman and Meijer (2011) suggest perceiving teachers’ professional identity to be both 

continuous over time as well as discontinuous depending on the situation at hand. In this 

dissertation, this situational influence was observed in, for instance, the importance of a 

teacher’s relationship with others. The indicator ‘relationship satisfaction’ reflects teachers’ 

satisfaction with their co-workers (i.e., colleagues), the support they receive, and the extent to 
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which they feel competent in dealing with school administrators. As became clear in chapter 

3, teachers’ relationship satisfaction is a crucial indicator in the relationships between the 

other indicators of teachers’ sense of their professional identity. Thus, the extent to which 

teachers are satisfied with their colleagues, the support they receive, and the extent to which 

they feel competent in dealing with school administrators, influence teachers’ ratings of the 

other indicators. Rots, Kelchtermans, and Aelterman (2011) even believe, based on their 

qualitative study, that more attention should be paid to such aspects in teacher education. 

Akkerman and Meijer (2011) stress the importance of others and the specific features of the 

contexts, or situations in which a teacher functions. On the one hand, teachers’ professional 

identity is continuous in the sense that it is maintained through narratives and, more 

implicitly, through routinized personal behaviour and cultural and historical context. On the 

other hand, depending on the context in which a teacher functions at a specific moment in 

time (for example, his/her classroom or a staff meeting) a teacher may choose to take a 

different position or role (for example, being a strict and critical teacher in the classroom and 

a relaxed colleague during the staff meeting) (Akkerman & Meijer, 2011; Burke & Stets, 

2009).  

7.3.3 Teachers’ educational beliefs 

Not only the context in which a teacher functions affects teachers’ sense of their professional 

identity, teachers’ personal features will affect this sense as well. In this dissertation, the three 

professional identity profiles have been compared to each other regarding several variables. 

As mentioned above, the amount of experience in education of the teachers in each profile 

has been compared, but also teachers’ educational beliefs have been compared. Teachers’ 

beliefs are thought to be stable (Stipek, Givvin, Salmon, & MacGyvers, 2001) and difficult to 

change (Borko & Putnam, 1996; Pajares, 1992). According to Pajares (1992), it specifically is 

this apparently rigid structure of beliefs which is contributing to the understanding of oneself 

and others as well as one’s place in the world. Pajares furthermore claims that beliefs are 

related to the construction of groups and social systems. Likewise, Cohen (2010) 

acknowledges the relevance of beliefs for belonging to particular identity groups. The 

relationship between teachers’ educational beliefs and their professional identity has 

nevertheless remained hypothetical until now (e.g., Fairbanks et al., 2010). The findings 

presented in this dissertation empirically support such relationship.  

Still, the findings presented in chapter 5 were somewhat surprising. Teachers 

belonging to the identity profiles differing most from each other regarding the indicators of 

teachers’ sense of their professional identity (the motivated and affectively committed 
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teachers and the unsatisfied and demotivated teachers) did not differ regarding the measured 

educational beliefs. The limitations discussed in chapter 5 suggest that, although small 

significant differences were found between these profiles and the competence doubting 

profile, the educational beliefs measured in this dissertation may have been too broadly 

defined for teachers belonging to different professional identity profiles to differ regarding 

these beliefs. Most teachers highly agreed with the belief statements. Thus, there is little 

variance among the teachers in their educational beliefs, which complicates finding 

differences between the professional identity profiles. This raises the question whether 

professional identity profiles make it possible to differentiate between general aspects such as 

the more general educational beliefs used here, or whether more narrowly defined beliefs 

should be used. 

7.3.4 Teachers’ teaching behaviour 

A similar question remains for the teachers’ teaching behaviours investigated in chapter 6 of 

this dissertation. Other researchers have made claims about outcomes of teachers’ 

professional identity (e.g., Day, 2002), but studies relating teachers’ sense of their 

professional identity to their teaching behaviours are lacking. In this dissertation this 

relationship was empirically explored for the first time, using the data of both external 

observers and teachers’ students. The ratings of the external observers and the students’ 

ratings were significantly related and the strength of this relationship resembled the findings 

of previous authors (e.g., Van der Schaaf, Stokking, & Verloop, 2008). The external 

observers did not observe differences in teaching behaviours between the teachers who 

differed from each other in their professional identity profile. Differences were found in the 

student ratings of the teachers’ teaching behaviours; yet, only for the behaviours ‘providing 

clear instruction’ and ‘efficient classroom management’. Students of teachers with an 

unsatisfied and demotivated identity profile rated these behaviours higher compared to, 

respectively, students of teachers with a motivated and affectively committed and students of 

teachers with either other profile. 

The differences between the observer and student ratings may be due to the fact that 

only two observers rated the teachers, whereas in the case of the student data whole classes 

rated the behaviours of their teacher and each student functions as an observer. 

Furthermore, the observers rated these teachers at two moments in time. The teachers’ 

students based their ratings on their experience with their teacher during the whole year. 

Finally, the more complex behaviours (i.e., adaptive teaching and teaching of learning 

strategies) were observed in too few cases by the external observers to be included in the 
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analyses. These behaviours may not only be difficult to perform (Kyriakides, Creemers, & 

Antiniou, 2009; Van de Grift, 2010), but might also be difficult to observe. The students’ 

ratings of these behaviours were, therefore, extra relevant. 

No differences were found between students’ ratings of teachers’ adaptive teaching 

behaviours and teaching of learning strategies behaviours across the identity profiles. As little 

differences were found between the three professional identity profiles, again the question 

arises whether the observed professional identity profiles make a difference for the more 

general teaching behaviours as investigated in this dissertation or whether more narrowly 

defined behaviours should be observed. In the same vein the question can be put forward 

wether the profiles should be more narrowly specified to fit the suggested narrowly defined 

measures of educational beliefs or effective teacher behaviours. In other words, the level of 

specificity of the instruments ought to be matched. 

7.3.5 Investigating the concept of professional identity 

By investigating the relationships between teachers’ sense of their professional identity and 

teachers’ educational beliefs and teaching behaviours empirically, steps have been taken to 

extend the existing research on the topic of teachers’ professional identity. Studies which 

relate teachers’ professional identity to various outcome measures, such as teachers’ 

behaviour, have been lacking. Research on teachers’ sense of their professional identity has 

mainly focused on what affects – the development of – teachers’ professional identity (e.g., 

Hamman, Gosselin, Romano, & Bunuan, 2010). A problem arises, nevertheless. Adequately 

and univocally defining what is meant by teachers’ professional identity is still a relevant 

problem six years after Beijaard et al. (2004) called attention to this problem in their review 

study. At present, studies on teachers’ professional identity are still difficult to compare as 

different definitions, different foci, and different measures are used. As mentioned above, 

Beauchamp and Thomas (2009) noted the difficulty of comparing studies investigating the 

stability and/or dynamics of teachers’ professional identity due to the various terms used to 

refer to such processes. The research presented in this dissertation has shown that although 

teachers’ sense of their professional identity is an implicit concept, it can be measured 

through more overt constructs which accurately represent the interaction between a person 

and his/her context.  

 

7.4. Implications for practice 

The teachers who participated in this study have given an indication of their sense of their 

professional identity. This has been represented by their job satisfaction, change in level of 
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motivation, their self-efficacy, and their occupational commitment. As much as 20% of the 

group of teachers in this sample belongs to the unsatisfied and demotivated identity profile 

(see chapter 4). Their scores on the indicators are worrying. They lack commitment and 

satisfaction, and their motivation has clearly dropped since they started teaching. These 

teachers may be at risk for getting burned-out (Nurmi, Berzonsky, Tammi, & Kinney, 1997) 

and may very well leave the profession completely.  

Future research is necessary to warrant this claim, but attention should be paid to 

these teachers, not only for the risk of their well-being but also because of the growing 

shortage of teachers (OECD, 2008). The answer to the question how to support these 

teachers does not appear to lie in enhancing their autonomy or giving them more 

opportunities for professional development, as this group does not differ from the other 

teachers regarding these aspects. Even so, it is not a problem solely of beginning or senior 

teachers as the teachers belonging to the three professional identity profiles do not differ in 

their amount of experience. School policy should take into account that these teachers are 

present in their schools and that they may be at risk.  

As shown in chapter 3, classroom self-efficacy and relationship satisfaction were 

found to play a key role in the relationships between the indicators of teachers’ sense of their 

professional identity. This suggests that affecting a teacher’s sense of professional identity 

would be possible by influencing teachers’ classroom self-efficacy and teachers’ relationship 

satisfaction, as these constructs influence, in their turn, the other indicators. Relationship 

satisfaction could be strengthened by providing or enhancing a supportive environment, 

making sure teachers feel they are listened to by the school board, and developing a strong 

feeling of relatedness between team-members. Strengthening these aspects will increase 

teachers’ classroom self-efficacy as well (Ashton & Webb, 1986; Lee, Dedrick, & Smith, 

1991; Louis, 1998; Raudenbusch, Raven, & Cheong, 1992). Comprehensive induction 

arrangements incorporate such aspects, thus attending to many of the beginning teachers’ 

needs (e.g., Helms-Lorenz, Slof, Vermue, & Canrinus, 2011). For more experienced teachers 

as well, solutions might be sought in programmes to strengthen their relationship 

satisfaction. 

Another factor which has been found to influence teachers’ relationship satisfaction 

is the leadership style of a teacher’s superior (Bogler, 2001; Dinham & Scott, 2000; Nguni, 

Sleegers, & Denessen, 2006). Bogler (2001) concluded that a transformational leadership 

style (which includes: intellectually stimulating their teachers, having charisma and a clear 

vision) contributes positively to, what is called here, teachers’ relationship satisfaction. A 
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transactional leadership style (which includes: giving contingent reward and management by 

exception, active as well as passive), on the other hand, contributes negatively to teachers’ 

relationship satisfaction (Bogler, 2001). As teachers’ relationship satisfaction is an important 

indicator which influences the other indicators of teachers’ sense of their professional 

identity, principals should employ a transformational leadership style. Principals should 

abstain from using a transactional leadership style. 

By displaying behaviour which gives teachers a feeling of empowerment, principals 

can influence teachers’ motivation (Davis & Wilson, 2000). As the difference between the 

three profiles is most apparent in the change in teachers’ level of motivation, this, as well, 

may be a factor through which a change in teachers’ professional identity profile is achieved. 

Starting their profession, teachers have a certain perspective on what teaching entails. These 

perspectives are not always in line with reality. This gap between the ideas trainee teachers 

have about teaching and their experiences in the field generally has a negative connotation as 

it often results in a decline in the level of motivation for the profession (cf. Flores, 2001). 

Explicating these expectations may give others, for instance school leaders or teacher 

trainers, the opportunity to provide trainee teachers with adequate information about 

working in the field.  

Furthermore, during the course of their teaching career, teachers get older, yet the 

students they teach remain of the same age-group. According to Beijaard (1995), teachers’ 

relationship with their students is important for the teachers’ sense of their professional 

identity and how this changes over time. As the age-gap between a teacher and his or her 

students widens as time passes on, maintaining one’s sense of motivation each year and all 

year long may not be that easy for teachers (cf. Beijaard, 1995). This suggests that the 

decrease in motivation should be monitored in the beginning as well as further on in a 

teachers’ career. Especially, as teachers’ motivation is related to their level of job stress 

(Davis & Wilson, 2000) which in its turn contributes to a higher risk of burn-out (Betoret, 

2009).  

Thus, the presented professional identity profiles may be used as a monitor to 

investigate how teachers’ sense of their professional identity is actually related to burn-out 

numbers and attrition rates. The interaction between the person of a teacher and his/her 

context is represented in the profiles. They represent teachers’ sense of their professional 

identity and possibly an indication of teachers at-risk of burn-out or attrition. By frequently 

checking where teachers stand regarding the indicators of teachers’ professional identity, 

researchers may be able to determine how teachers’ sense of their professional identity is 
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related to burn-out and attrition risk. In the future, when such relationship is specified, 

school leaders, using such a monitor, may be able to notice more timely those teachers that 

may be at risk of dropping out of the profession or of experiencing too much stress. The 

suggestions made above may help to alleviate or even revert such process. 

 

7.5. Limitations and suggestions for further research 

The findings presented in this dissertation should be interpreted while taking into account 

several limitations of the study. These limitations will be discussed below. First, the 

limitations considering the participants are elaborated upon. The non-response is touched 

upon, as well as the sample size in the study presented in chapter six. Second, limitations 

regarding the design of the research are discussed. The chosen design and methods have 

implications for the conclusions drawn about, among other things, the stability/flexibility of 

teachers’ professional identity. Suggestions for further research are presented in reply to 

these limitations and to extend the present study. 

7.5.1 Participants 

The findings presented in chapter 3, 4, and 5 are based on a large sample of Dutch secondary 

school teachers. A total of 5575 teachers were asked to participate. Although the teachers 

who did not want to participate in the research were asked to give some basic biographical 

data, most teachers did not respond to this request. Therefore, it is difficult to state with 

certainty whether the teachers that did not participate differ significantly from the 

participating teachers regarding these biographical features. Non-respondents that did give a 

reason for not participating most often mentioned having a heavy workload and having too 

little time for participation as their main reason. This could mean that the teachers that did 

participate in this research experience a less heavy workload, are able to manage their time 

more efficiently, or are less often asked to participate in research compared to the non-

respondents. Likewise, less experienced or older teachers may be overrepresented in the 

group of non-respondents. However, a comparison with a report of the Dutch Ministry of 

Education, Culture and Science (2007) on these figures suggests that the participating group 

of teachers may be perceived as a representative group regarding their age and experience.  

Of the teachers who were asked to participate 21.8% completed the online survey. 

This appears to be a low response rate. In the last 15 years of the previous century, the 

response rates of e-mail surveys have declined (Sheehan, 2001). The average response rate in 

the late 1980’s was approximately 50%, whereas in the 1998/9 period the response rate was 

about 31% (Sheehan, 2001). As the present study was conducted almost a decade later, a 
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response rate of 21.8% may be seen as average since the response rate may have declined 

further over the years. Dillman, Phelps, Tortora, Swift, Kohrell, Berck, and Messer (2009) 

found that response rates improved when non-respondents were contacted through a 

different mode of inquiry after not having responded to the first mode of inquiry. 

Unfortunately, their results furthermore revealed significant differences in responses between 

respondents who differed from each other in the mode of inquiry used to obtain their 

responses. Besides this important validity issue of comparing responses obtained from 

different formats, cost and labour issues play a role in decisions, too. Sending out a paper 

and pencil could have resulted in a higher response rate, yet, costs and labour needed would 

have been much higher (Cobanoglu, Warde, & Moreo, 2001; Kaplowitz, Hadlock, & Levine, 

2004). As the survey was distributed to a very large sample of teachers (N=5575), an online 

version of the survey was chosen to keep the costs and labour involved manageable. 

A second limitation of the data is the sample size in the study relating teachers’ 

professional identity to their teaching behaviour (chapter 6). Of the 100 teachers who were 

asked to participate in the follow-up study in which their teaching behaviour would be 

observed, only 18 teachers participated: two teachers with an unsatisfied and demotivated 

identity profile, nine with a motivated and affectively committed identity profile, and seven 

with a competence doubting identity profile. This limitation in sample size and distribution 

across profiles and subjects taught and the tracks involved was due to various reasons. The 

findings presented in chapter 6 should be perceived as exploratory with limited 

generalizability. 

Future research extending the exploration presented in chapter 6 should take these 

limitations into account. Instead of departing from the professional identity profiles of 

teachers, further research may be designed around specific subjects or specific levels and 

subsequently map teachers’ professional identity and the relationship with teachers’ teaching 

behaviour. Such research furthermore creates an opportunity to investigate teachers’ 

professional identity in relation to more content specific educational beliefs (Meijer & Van 

Driel, 1999).  

7.5.2 Design 

Investigating the flexibility of teachers’ professional identity over a longer period of time was 

not the aim of the present dissertation. Teachers were asked at one specific point in their 

career to participate in this study. Therefore, one should be careful to interpret the findings 

from a longitudinal perspective. The extent to which and the circumstances under which 

teachers’ sense of their professional identity changes should be subject of further and 
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longitudinal research. Teachers may switch schools or transfer to different districts during 

the course of a year, or after several years. Likewise, school policy may change, resulting in a 

work environment fitting better or not at all with a teacher’s sense of his or her professional 

identity.  

Furthermore, concerning the context factors teachers were asked to complete a self-

report questionnaire. Teachers’ personal perceptions of their professional development 

opportunities and their amount of autonomy were used as measures of teachers’ context. 

Such measures may be coloured by teachers’ personal preferences and personal frames of 

reference. School leaders may have rated questions regarding these aspects differently and 

even school policy documents may have reported something different compared to teachers’ 

and school leaders’ reports. Thus, the presented findings should be interpreted in light of 

teachers’ perceptions of contextual factors and not in the light of how others perceive the 

context. Besides teachers’ perceived level of autonomy and perceived professional 

development opportunities, data were gathered on teachers’ appointments. Other context 

aspects such as teachers’ relationship with their students (cf. Beijaard, 1995), the school 

leader’s leadership style (cf. Bogler, 2001) or the level of self-efficacy of the team of teachers 

(cf. Chan, 2008) may influence teachers’ sense of their professional identity as well. Further 

research should explore the relevance of these contextual factors in relation to the indicators 

of teachers’ sense of their professional identity used here. 

7.5.3 Extending the research further  

A point to be mentioned on the methods used in this dissertation is the quantitative 

character of the studies. The existing research on teachers’ professional identity has been 

expanded with quantitative research as presented in this dissertation, yet, further research is 

necessary to fully understand these quantitative findings. As mentioned above (see section 

7.2), qualitative research is used mainly for improving understanding of complex issues and 

generalizability is not its main focus (Marshall, 1996). Constructing a mixed-method project 

may lead to ‘more nuanced, authentic accounts and explanations of complex realities’ (Day, 

Sammons, & Gu, 2008; p. 330). In chapter 6, a step in this direction has been taken by using 

classroom observations. It is advised to continue research in which quantitative methods are 

used to collect information and, as this field of research is relatively new, findings from such 

research should be supplemented and enriched by qualitative studies.  

Besides extending the research presented in this dissertation with longitudinal and 

qualitative studies, two additional suggestions for further research need attention. Firstly, in 

the last two decades, the influence of emotion in teaching has gained attention (see for a 
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review: Sutton & Wheatley, 2003). Using an ethnographical approach, Zembylas (2004; 2005) 

has linked teachers’ emotions to teachers’ professional identity. It would be interesting to 

relate teachers’ emotions to teachers’ professional identity on a larger scale, for instance by 

investigating how emotions are related to – or incorporated within – the specific indicators 

of teachers’ sense of their professional identity presented here. A professional identity is the 

result of the interaction between a person and the context in which s/he works. Research 

shows that emotions influence the processing of social information (Dodge, 1991). Possibly 

emotions influence teachers’ perceptions of their environment and subsequently their ratings 

on the indicators of their sense of their professional identity.  

Secondly, additional outcome measures should be investigated in relation to teachers’ 

professional identity. As was shown in chapter 3, teachers’ relationship satisfaction is an 

important indicator of teachers’ professional identity by influencing, to a large extent, the 

other indicators. This indicator included teachers’ satisfaction with their colleagues. Recently, 

Moolenaar (2010) investigated the nature, antecedents, and consequences of social networks 

in school teams. Relating teachers’ professional identity to these social networks may 

contribute to the further understanding of both teachers’ professional identity and teachers’ 

social networks in their schools. Furthermore, Moolenaar (2010) found a relationship 

between the density of the teachers’ network in regard to work-related and personal advice 

and teachers’ perception of the schools’ supportiveness of innovation. Teachers’ professional 

identity has been claimed to be related to educational reforms (Day, 2002). Thus, linking the 

presented findings about teachers’ professional identity to teachers’ social networks may add 

to the understanding of effective implementation of reforms at both the teacher and school 

level.  
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Summary of the results 

 

In this dissertation, teachers’ job satisfaction, self-efficacy, occupational commitment and 

change in their motivation have been used in their combination as indicators of teachers’ 

sense of their professional identity. A total of 1214 secondary school teachers located 

throughout the Netherlands completed a survey containing questions on these indicators, 

their perceived opportunities for professional development, their perceived level of automy 

and their educational beliefs. Based on these teachers’ data the relationships between the 

indicators of teachers’ sense of their professional identity have been investigated. The 

observed relationships were similar for beginning, experienced, and senior teachers. 

Teachers’ relationship satisfaction (referring, for instance, to teachers’ satisfaction with the 

support they receive or their satisfaction with their co-workers) and teachers’ classroom self-

efficacy play a pivotal role in the relationships between the indicators. Strengthening a 

teacher’s sense of professional identity would be possible by influencing these two 

constructs, as these constructs influence, in their turn, the other indicators.  

Furthermore, the data of the 1214 teachers were used to empirically investigate 

whether distinct professional identity profiles could be observed. Indeed, three distinct 

professional identity profiles were presented: 1) an unsatisfied and demotivated identity 

profile consisting of teachers who scored relatively low on the six indicators, 2) a motivated 

and affectively committed identity profile consisting of teachers who scored relatively high 

on the indicators, and 3) a competence doubting identity profile consisting of teachers with a 

more diverse score pattern. No differences were found between these profiles in teachers’ 

amount of experience, their perceived professional development opportunities, their 

perceived level of autonomy, or their reasons for becoming a teacher.  

Differences were found in various features of teachers’ appointments and in teachers’ 

educational beliefs about the importance of qualification and schooling and stimulating 

personal and moral development. Regarding the features of teachers’ appointments, the 

results showed that teachers with a motivated and affectively committed identity profile have, 

compared to the other teachers, more often a permanent appointment. Furthermore, these 

same teachers have, compared to teachers with a competence doubting identity profile, more 

often extra tasks besides teaching. Lastly, teachers with a competence doubting identity 

profile have, compared to the other teachers, smaller appointments. Regarding the 

educational beliefs, it was concluded that teachers with a competence doubting identity 

profile agreed significantly more with statements regarding the importance of qualification 
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and schooling and stimulating personal and moral development than teachers with one of the 

other two identity profiles. 

External observers and pupils rated a selection of teachers on the teachers’ effective teaching 

behaviours. The external observers’ data showed no differences between teachers belonging 

to the three identity profiles regarding their teaching behaviour. Contrary to this, the students 

of these teachers perceived significant differences between their teachers’ behaviours. From 

the students’ perspective, teachers belonging to unsatisfied and demotivated professional 

identity profiles appear to differ in their efficient classroom management and in the extent to 

which they provide clear instruction. 
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Dutch Summary 

 

De laatste decennia is het aantal studies naar de professionele identiteit van docenten in 

zowel het voortgezet als primair onderwijs toegenomen. Onderzoek op dit gebied is 

zogezegd een ‘hot topic’. De conceptualisering van het begrip ‘professionele identiteit’ is 

echter tot op heden niet eenduidig. Tevens is veel onderzoek hoofdzakelijk gericht op wat – 

de ontwikkeling van – een professionele identiteit beïnvloedt. Slechts in mindere mate is 

onderzoek uitgevoerd naar uitkomstmaten van de professionele identiteit van docenten. 

Door verschillende onderzoekers zijn relaties verondersteld tussen de professionele identiteit 

van docenten en hun intentie het beroep te verlaten, hun onderwijsopvattingen en hun 

reacties op onderwijshervormingen. Deze veronderstellingen zijn echter niet of slechts op 

zeer kleine schaal empirisch onderzocht. De tot op heden uitgevoerde studies zijn veelal 

kleinschalig en maken voornamelijk gebruik van kwalitatieve methoden. 

Het doel van deze dissertatie is een bijdrage te leveren aan de conceptualisering van 

de professionele identiteit van docenten en met behulp van kwantitatieve methoden op 

grotere schaal na te gaan hoe verschillende variabelen bijdragen aan de perceptie van 

docenten van hun professionele identiteit. Daarnaast dient deze dissertatie als verkenning 

voor de mogelijke relatie tussen de perceptie van docenten van hun professionele identiteit, 

hun gedrag tijdens het lesgeven en hun onderwijsopvattingen. Deze doelen hebben 

geresulteerd in de volgende onderzoeksvragen: 

 

1. Hoe kunnen de indicatoren, welke de percepties van docenten op hun professionele 

identiteit weergeven, gedefinieerd en gemeten worden? 

2. Hoe zijn de indicatoren, welke de perceptie van docenten van hun professionele 

identiteit weergeven, aan elkaar gerelateerd? 

3. Zijn verschillende professionele identiteitsprofielen empirisch aantoonbaar in een 

grote groep docenten? Zo ja, verschillen docenten behorende tot die profielen in: 

a. hun werkervaring in het onderwijs? 

b. de mate waarin zij ervaren mogelijkheden voor professionele ontwikkeling te 

hebben? 

c. de hoeveelheid autonomie die ze ervaren? 

d. hun redenen om voor het docentschap te kiezen?  

e. de kenmerken van hun aanstelling? 



 134

4. Verschillen docenten, die onderling in hun professionele identiteitsprofiel verschillen, 

in hun opvattingen over de doelstellingen van het onderwijs en de rol van leerlingen 

in het onderwijs? 

5. Verschillen docenten, die onderling in hun professionele identiteitsprofiel verschillen, 

in hun gedragingen tijdens het lesgeven? 

 

Om de eerste onderzoeksvraag te beantwoorden, zijn een literatuurstudie en een 

pilotstudie uitgevoerd. De resultaten zijn gepresenteerd in hoofdstuk 2 van dit proefschrift. 

Uit de literatuurstudie is naar voren gekomen dat de professionele identiteit van docenten 

gezien moet worden als het resultaat van de voortdurende interactie tussen de persoonlijke 

kenmerken van een docent en de kenmerken van diens werkomgeving. Deze voortdurende 

interactie wordt weerspiegeld in: a) de motivatie, b) het vertrouwen in het eigen kunnen, c) de 

arbeidssatisfactie en d) de professionele betrokkenheid van de docent. Deze constructen 

kunnen dan ook worden beschouwd als indicatoren voor de perceptie van docenten van hun 

professionele identiteit. Op basis van deze bevindingen is de constructie van een 

overkoepelende vragenlijst beschreven om de perceptie van docenten van hun professionele 

identiteit te onderzoeken. Voor elke indicator is een reeds bestaande vragenlijst geselecteerd. 

De interne consistentie van deze vragenlijsten is per vragenlijst nagegaan aan de hand van 

een pilotstudue onder 122 docenten. De vragenlijsten bleken consistent met uitzondering 

van de vragenlijst die de motivatie van docenten in kaart diende te brengen. Er is besloten 

deze vragenlijst te verwijderen uit het geheel en in plaats daarvan gebruik te maken van: a) de 

open vraag “Wat was uw belangrijkste motivatie om docent te worden?” en b) het verschil in 

de scores op de items “Hoe gemotiveerd was u, in het algemeen, voor uw beroep toen u 

begon met uw docentschap?” en “Hoe gemotiveerd bent u nu, in het algemeen, voor uw 

beroep?”.  

  

In hoofdstuk 3 van dit proefschrift wordt gerapporteerd over de relaties tussen de in 

hoofdstuk 2 genoemde indicatoren. De gepresenteerde resultaten geven een antwoord op 

onderzoeksvraag 2. De resultaten zijn gebaseerd op de data van 1214 docenten in het 

voortgezet onderwijs, die verspreid over Nederland werken. Deze docenten hebben de 

aangepaste vragenlijst volledig ingevuld. Allereerst is er door middel van principale 

componentenanalyse (PCA) nagegaan in hoeverre de gebruikte items overlap vertonen. Het 

verschil in de mate van motivate is daarbij buiten de PCA gehouden omdat het hier een enkel 

item betrof. De PCA heeft geresulteerd in 5 factoren: 1) tevredenheid met de contacten op 
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het werk, 2) tevredenheid met het salaris, 3) affectieve professionele betrokkenheid (dit 

refereert aan positieve emoties jegens het beroep), 4) het gevoel van verplichting om in het 

beroep te blijven, waarbij ook de kosten verbonden aan het verlaten van het beroep een rol 

spelen, en 5) het vertrouwen in het eigen kunnen in de klas. Tezamen met het verschil in 

motivatie zijn deze indicatoren gebruikt in de verdere analyses.  

Door middel van ‘structural equation modeling’ is een hypothetisch model van de 

relaties tussen deze indicatoren onderzocht. Uit het uiteindelijke model blijkt dat de 

tevredenheid met de contacten op het werk en het vertrouwen in het eigen kunnen in de klas 

de meest belangrijke indicatoren zijn welke alle andere indicatoren beïnvloeden. De 

tevredenheid met de contacten op het werk draagt in positieve zin bij aan het verschil in 

motivatie, de tevredenheid met het salaris en de affectieve professionele betrokkenheid. Deze 

indicator is negatief gerelateerd aan het gevoel van verplichting om in het beroep te blijven. 

Het vertrouwen in het eigen kunnen is positief gerelateerd aan de tevredenheid met de 

contacten op het werk, het verschil in motivatie en de affectieve professionele betrokkenheid. 

Deze indicator is in negatieve zin gerelateerd aan de indicator ‘tevredenheid met het salaris’. 

Op basis van deze resultaten kan geconcludeerd worden dat de perceptie van docenten van 

hun professionele identiteit wellicht versterkt zou kunnen worden door het beïnvloeden van 

de tevredenheid van docenten met hun contacten op het werk en hun vertrouwen in hun 

eigen kunnen in de klas.  

In hoofdstuk 3 is eveneens nagegaan of het uiteindelijke model, dat gebaseerd is op 

de data van alle 1214 docenten, ook van toepassing is wanneer docenten, die verschillen in 

het aantal jaren werkervaring in het onderwijs, met elkaar vergeleken worden. De 1214 

docenten zijn uitgesplitst naar beginnende, gevorderde en senior docenten. Het model op 

basis van de gehele groep bleek van toepassing op alle drie de ervaringsgroepen. 

Geconcludeerd kan worden dat de relaties tussen de indicatoren voor alle docenten 

vergelijkbaar zijn.  

 

De resultaten die in hoofdstuk 4 worden beschreven zijn gebaseerd op dezelfde dataset als in 

hoofdstuk 3. De data van de 1214 docenten is gebruikt om antwoord te vinden op 

onderzoeksvraag 3. Door middel van clusteranalyse zijn de docenten ingedeeld in drie 

groepen met ieder hun eigen professionele identiteitsprofiel: 1) een unsatisfied and demotivated 

profiel, (docenten met dit profiel scoren relatief laag op de indicatoren in vergelijking met 

andere docenten en laten een achteruitgang in motivatie zien), 2) een motivated and affectively 

committed profiel (docenten met dit profiel scoren relatief hoog op de indicatoren), en 3) een 
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competence doubting profiel (docenten met dit profiel scoren relatief laag op het vertrouwen in 

het eigen kunnen in de klas en relatief hoog op de tevredenheid met hun salaris). Aan de 

hand van variantie-analyse is geconstateerd dat de docenten die deel uitmaken van deze 

profielen niet significant verschillen in: a) de ervaren mogelijkheden voor professionele 

ontwikkeling, b) de ervaren mate van autonomie, c) hun werkervaring in het onderwijs en d) 

de reden om voor het docentschap te kiezen.  

Met betrekking tot de kenmerken van de aanstelling van de docenten is nagegaan of 

de docenten behorende tot de professionele identiteits profielen verschillen in de tijd dat zij 

werkzaam zijn bij hun huidige werkgever, het type aanstelling, het al dan niet uitvoeren van 

extra taken naast het lesgeven en de grootte van de aanstelling. De docenten uit de 

verschillende profielen blijken niet te verschillen in de tijd dat zij werkzaam zijn bij hun 

huidige werkgever. Wel blijken de docenten onderling te verschillen in: a) het type 

aanstelling, b) het al dan niet uitvoeren van extra taken naast het lesgeven en c) de grootte 

van de aanstelling. Docenten met een motivated and affectively committed profiel hebben, 

vergeleken met de andere docenten, vaker een vaste aanstelling. Tevens hebben deze 

docenten vergeleken met docenten met een competence doubting profiel, vaker een extra taak 

naast het lesgeven. Docenten met een competence doubting profiel hebben vergeleken met de 

andere docenten vaker een kleinere aanstelling. Op basis van de in hoofdstuk 4 

gepresenteerde resultaten wordt geconcludeerd dat er in de populatie van docenten 

afzonderlijke patronen van professionele identiteit empirisch aantoonbaar zijn. 

 

Het antwoord op de vraag of docenten die onderling verschillen in hun professionele 

identiteitsprofiel ook verschillen in hun opvattingen over de doelstellingen van het onderwijs 

en de rol die leerlingen spelen in het onderwijs, is gepresenteerd in hoofdstuk 5. In dit 

hoofdstuk is wederom gebruik gemaakt van de data van 1214 docenten wier data in de 

hoofdstukken 3 en 4 eveneens gebruikt zijn. De doelstellingen van het onderwijs hebben 

betrekking op het belang van een kwalificatie en scholing en het stimuleren van de 

persoonlijke en morele ontwikkeling. De rol van leerlingen in het onderwijs heeft betrekking 

op de participatie en kritische reflectie van leerlingen en op hun gehoorzaamheid. Uit de 

uitgevoerde variantie-analyse blijkt dat de docenten niet verschillen in de mate waarin zij het 

eens zijn met stellingen over de rol die leerlingen spelen in het onderwijs. Wel verschillen de 

docenten in de mate waarin zij het eens zijn met stellingen over de doelstellingen van het 

onderwijs. Docenten met een comptence doubting profiel zijn het vaker met dergelijke stellingen 

eens dan de andere docenten. 
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Op basis van de in hoofdstuk 5 gepresenteerde resultaten wordt geconcludeerd dat, 

in overeenstemming met de stellingen uit de literatuur, de onderwijsopvattingen van 

docenten en hun professionele identiteit empirisch aan elkaar gerelateerd zijn. In het 

bijzonder is het van belang om de combinatie van de indicatoren van de percepties van 

docenten van hun professionele identiteit in relatie tot de onderwijsopvattingen te 

onderzoeken. 

 

In hoofdstuk 6 is nagegaan of docenten die verschillen in hun professionele identiteitsprofiel 

ook verschillen in het gedrag dat zij vertonen tijdens het lesgeven. Twee externe 

observatoren hebben achttien docenten tweemaal geobserveerd. Van deze docenten 

behoorden twee docenten tot het unsatisfied and demotivated profiel, negen docenten tot het 

motivated and affectively committed profiel en zeven docenten tot het competence doubting profiel. In 

aanvulling op deze observaties hebben 15 docenten hun leerlingen, 334 in totaal, gevraagd 

een vragenlijst in te vullen. Deze vragenlijst is gebaseerd op het door de observatoren 

gebruikte observatie-instrument. De volgende docentgedragingen zijn door de observatoren 

en de leerlingen beoordeeld: 1) efficiënt klassenmanagement¸ 2) het creëren van een veilig en 

stimulerend leerklimaat, 3) duidelijke instructie en het geven van feedback, 4) adaptief 

onderwijs en 5) het onderwijzen van leerstrategieën.  

De observatoren hebben de eerste drie gedragingen betrouwbaar geobserveerd. Op 

basis van deze gegevens werden na variantie-analyse geen verschillen tussen de docenten 

geconstateerd. De leerlingen hebben hun waardering over alle gedragingen gegeven. Op basis 

van deze gegevens is na variantie-analyse geconstateerd dat leerlingen van docenten met een 

unsatisfied and demotivated profiel het docentgedrag ‘duidelijke instructie en het geven van 

feedback’ significant meer vinden voorkomen dan leerlingen van docenten met een motivated 

and affectively committed profiel. Deze leerlingen vinden ook het docentgedrag ‘efficiënt 

klassenmanagement’ significant meer voorkomen dan de leerlingen van docenten met andere 

professionele identiteitsprofielen. 

Op basis van deze resultaten wordt in hoofdstuk 6 geconcludeerd dat vanuit het 

perspectief van de leerlingen, docenten die onderling verschillen in hun professionele 

identiteitsprofiel eveneens verschillen in hun efficiënt klassenmanagement en in de mate 

waarin zij duidelijke instructie geven aan leerlingen. Meer specifiek geldt dat leerlingen van 

docenten met een unsatisfied and demotivated professionele identiteitsprofiel hun docenten een 

hogere score op deze gedragingen geven in vergelijking met de leerlingen van docenten met 

de beide andere profielen. 
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Ten slotte zijn in hoofdstuk 7 de resultaten per hoofdstuk weergegeven en in hun geheel 

bediscussieerd. Tevens zijn de implicaties en beperkingen van het gepresenteerde onderzoek 

besproken en zijn mogelijkheden voor vervolgonderzoek aangedragen. De implicaties van 

het onderzoek hebben betrekking op het mogelijke risico dat docenten met een unsatisfied and 

demotivated professionele identiteitsprofiel lopen op burn-out klachten. Daarnaast bestaat het 

risico dat deze docenten, ook zonder dergelijke klachten, besluiten uit het onderwijs te 

stappen. In het licht van de huidige docenttekorten is dit een onwenselijke situatie. Mogelijke 

oplossingen kunnen liggen in het versterken van de tevredenheid van docenten over de 

contacten op het werk en het versterken van het vertrouwen in het eigen kunnen. Uit 

onderzoek blijkt dat ook de leiderschapsstijl van leidinggevenden hierbij een rol kan spelen. 

Wenselijk is een leiderschapsstijl die zich kenmerkt door charisma, een duidelijke visie en het 

intellectueel stimuleren van de docenten. Van belang is dat in bestaand en te ontwikkelen 

personeelsbeleid rekening gehouden wordt met docenten die mogelijk risico lopen op burn-

out klachten en uitval uit het beroep. 

De in hoofdstuk 7 genoemde beperkingen van het onderzoek hebben betrekking op 

de deelnemers aan het onderzoek en op het design van het onderzoek. Hoewel de gebruikte 

data ten behoeve van de beantwoording van onderzoeksvragen 3 t/m 5 afkomstig zijn van 

een grote groep deelnemende docenten, ontbreken gegevens van de docenten die niet 

deelgenomen hebben aan dit onderzoek. De docenten die niet wilden participeren zijn 

gevraagd enkele biografische gegevens te verstrekken om te kunnen bepalen in hoeverre de 

deelnemende groep representatief is voor de gehele populatie van docenten. Helaas zijn er te 

weinig gegevens verzameld om dit op basis van een vergelijking met non-respondenten vast 

te kunnen stellen. Een vergelijking met de gegevens van het ministerie van Onderwijs, 

Cultuur en Wetenschap doet echter vermoeden dat dit wel het geval is en dat de deelnemers 

als representatieve groep gezien kunnen worden. 

Een tweede beperking van het onderzoek die te maken heeft met de deelnemers aan 

dit onderzoek heeft betrekking op de groep deelnemers zoals beschreven in hoofdstuk 6. Er 

is gebruik gemaakt van de gegevens van een 18-tal docenten uit de grotere groep van 

docenten. De betreffende studie kan wegens dit kleine aantal deelnemers enkel gezien 

worden als exploratief. De resultaten zijn daarom beperkt generaliseerbaar. 

Met betrekking tot het design van het onderzoek wordt ten eerste opgemerkt dat het 

een cross-sectioneel onderzoek betreft. Dit betekent dat men voorzichtig moet zijn met het 

interpreteren van de bevindingen vanuit een longitudinaal perspectief. Hoewel geen verschil 

is gevonden in het aantal jaren werkervaring van de docenten die van elkaar verschillen in 
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hun professionele identiteitsprofielen, wordt de professionele identiteit wel als dynamisch 

beschouwd. Verder en longitudinaal onderzoek zal moeten aantonen in hoeverre de 

professionele identiteit van docenten werkelijk verandert over de tijd. 

Ten tweede wordt opgemerkt dat er in dit onderzoek enkel gebruik is gemaakt van de 

percepties van docenten. Dit geldt ook voor de gemeten professionele 

ontwikkelmogelijkheden en de autonomie van de docenten. In dit onderzoek is gemeten hoe 

de docenten deze omgevingskenmerken ervaren. Dit is een subjectieve maat en indien de 

schoolleiders zouden zijn bevraagd of documentanalyse zou zijn toegepast, zou wellicht een 

andere waarde voor deze omgevingskenmerken gevonden zijn. Naast deze 

omgevingskenmerken zijn in hoofdstuk 4 de meer objectieve gegevens over de aanstellingen 

van de docenten verzameld. Echter, andere omgevingskenmerken spelen wellicht ook een rol 

in de interactie met de persoonlijke kenmerken van de docent: de leiderschapsstijl van de 

leidinggevenden, de mate van vertrouwen in het eigen kunnen van het docententeam in 

plaats van de individuele docent en de relatie tussen de docent en zijn of haar leerlingen.  

Buiten de suggestie dat vervolgonderzoek een longitudinaal design zou moeten 

kennen en zowel kwalitatieve als kwantitatieve methodes zou moeten gebruiken, zijn in 

hoofdstuk 7 nog enkele suggesties voor vervolgonderzoek gepresenteerd. Ten eerste wordt 

voorgesteld om onderzoek uit te breiden met onderzoek naar de relatie tussen de 

professionele identiteit en de emotie van docenten. De afgelopen twee decennia heeft de 

invloed van emotie in het onderwijs meer aandacht gekregen. Uit onderzoek blijkt dat 

emoties van invloed zijn op de verwerking van sociale informatie. Daar professionele 

identiteit gezien kan worden als het resultaat van de interactie tussen de persoon en de 

context, is het goed voorstelbaar dat ook emoties hier een belangrijke rol in spelen. Emoties 

kleuren wellicht de percepties van docenten van hun omgeving en derhalve de scores van 

docenten op de indicatoren van hun percepties van hun professionele identiteit. 

Een tweede suggestie geeft aan dat ook andere uitkomstmaten van de professionele 

identiteit van docenten onderzocht zouden moeten worden. In relatie tot de bevindingen uit 

hoofdstuk 3, waaruit blijkt dat de tevredenheid met de contacten op het werk een belangrijke 

beïnvloedende indicator is, wordt gesteld dat de positie van docenten in sociale netwerken 

onderzocht zou kunnen worden in relatie tot de professionele identiteit van de betreffende 

docenten. Een dergelijke combinatie kan mogelijk verder inzicht bieden in de invloed van de 

sociale omgeving op de professionele identiteit. Tevens blijkt uit onderzoek dat de dichtheid 

van sociale netwerken gerelateerd is aan de percepties van docenten op de mate waarin de 

school onderwijshervormingen ondersteunt. In ander onderzoek is gespeculeerd dat de 
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professionele identiteit van docenten van invloed is op de mate waarin zij zelf 

onderwijshervormingen ondersteunen. Het in vervolgonderzoek verbinden van de 

bevindingen met betrekking tot sociale netwerken en de in dit proefschrift gepresenteerde 

bevindingen draagt wellicht bij tot meer begrip over effectieve implementatie van 

onderwijshervormingen op zowel het niveau van de school als de docent. 
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