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1. Introduction

There is a pattern of low student enrolment in teacher education programmes in many
countries (CEPD, 2005; HSRC, 2003; Kassiem, 2007; Nilsson, 2003a; Nilsson, 2003b; Sikkes,
2001; Siniscalco, 2002; UNESCO, 2003). Although the low enrolment trend is apparent, there
is evidence that it is not uniform; indeed, it is more chronic in some subject areas than in
others (HSRC, 2003; Kassiem, 2007). The trend has been blamed, however, for the shortage
of teachers in many nations (Commonwealth Secretariat, 2002:1-12; Crouch & Perry,
2003:477; Kassiem, 2007). It seems the slump in interest in the teacher education field is
taking place at a time when global demand for teachers is on the increase (Kassiem, 2007:2;
Nilsson, 2003a:8; Nilsson, 2003b:10). Already, there is recognition of the strategic importance
adequate supply of teachers is for achieving the education targets set in both the Dakar
Framework for Action and the Millennium Development Goals (Dakar, 2000; UN, 2003).

But in interviews with higher education managers, Sikkes (2001:28), found that getting
people to opt for studies in teacher training is a challenge for faculties and schools of
education in countries, not only in Africa but in Europe and South Asia. There are clear
evidences of such reluctance among grade 12 learners in South Africa (DoE, 2001; HSRC,
2003), although regional countries like Botswana is experiencing a contrasting response
(TSM, 2006:5). The general thrust in much of these evidences is that the students who enter
higher education are more motivated to pursue non-teaching related careers; they are less
enthused to pursue teaching related careers (DoE, 2001; HSRC, 2003).

In countries rocked by dwindling student aspirations to opt for programmes in the teacher
education field and with teacher shortage, the state of motivation and types of goals being
pursued by the few students who have actually entered these programmes, are often
ignored. But their motivational level has crucial implications for classroom practices
(Schunk, 2004). We do not know much or understand in-depth how, for instance, the goals
that a preservice teacher seeks to pursue in the teaching career is related to his/her
motivation to engage in activities at the classroom level in pursuit of those goals. Most of the
previous research on post-grade 12 student motivation, certainly within the African context,
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has focused more on the demotivation to entry into the teacher education field, the potential
stock of new entrants to teacher education and the teaching profession (CEPD, 2005:8;
HSRC, 2003:477), and on the various problems linked to the low enrolment in teacher
education programmes. For example, Kassiem (2007:1) argued that the disinterest in teacher
education is a result of the poor image of teaching as a profession in the society. According
to Kassiem (2007), the poor image has created apathy for teacher education and discouraged
enrolment.

While there is merit in Kassiem's perspective, I assert that the argument is also skewed and
problematic. Focusing mainly on why people do not opt for education programmes in higher
degree institutions creates an exclusion of the debate surrounding, for instance, the career
related goal-pursuit and motivation to engage in the learning and teaching process among
those who have actually entered, and how these goals may have been shaped by social
context s. In contexts where there is teacher shortage and apathy for teacher education,
generally, understanding these dynamics is crucial if student participation at the classroom
level is to be maximized. The purpose of the chapter is to present evidence from a research
which investigated, in the African country of Botswana, with historically different patterns
of enrolment into teacher education programmes, the nature of preservice teachers’ career-
related goals and their relationship with the motivation of these preservice teachers to
participate in class in pursuit of those goals.

2. The context: Botswana

Two reasons informed the decision to use Botswana preservice teachers. First, unlike many
other regional African countries, Botswana is often seen as a stable country economically,
with reports of over-supply of teachers (TSM, 2006); second, student enrolment into teacher
education programmes in the country has steadily increased over the last decade (TSM,
2006). Teaching is perceived in Botswana as a stable and financially viable profession
(Tabulawa, 2005). For instance, since 1993 in South Africa, while faculties and schools of
education, have experienced significant declines in enrolments (Crouch & Perry, 2003:477),
Botswana'’s experience, over the same period, has been much different. Average enrolment
rate into teacher education programmes increased and, according to one report, students
seeking training to become professional teachers are now more likely to be turned away or
placed on waiting list (TSM, 2007:4). These contrasting experiences in enrolment trends
between Botswana and South Africa would perhaps allow the researcher to frame a sense of
the underpinning motivation and goals driving people into teaching in Botswana, contrary
to global trends in the teaching profession.

3. Goal-framing and Self-determination theory

3.1 Self-determination theory

Within the African and European educational settings, a large number of studies suggested
the types of goals that students often frame and pursue in higher education, or in teaching
as a career, vary (DoE, 2001; Houle, 1961; HSRC, 2003; Ryan, Sheldon, Kasser, & Deci, 1996).
One theory that helps clarify and describe differences in these goals is the self-determination
theory (Deci & Ryan, 2000).

Self-determination theory (SDT) is an empirically verified theory of motivation. To Deci and
Ryan (2000:227), SDT is built on the assumption that students, whether in higher education
or elsewhere, are intrinsically motivated toward learning, growth, intellectual challenges,
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and well-being. Within this framework therefore, individuals pursue goals for the
satisfaction of three basic needs of competence, relatedness, and autonomy, which are
essential for psychological growth and well-being (Deci & Ryan, 2000:229). In SDT’s
framework, autonomy concerns the basic need to experience one’s behaviour as volitional
(Goodenow, 1993). The need for competence is the need to experience satisfaction in
exercising and extending one’s capabilities (Deci & Ryan, 2000). Finally, the need for
relatedness concerns feeling connected with significant others. It is for these needs
satisfaction, according to the SDT, that goals are framed (Elliot & Thrash, 2002). This pursuit
can be deliberate or accidental.

The notion that goal-directed behaviour is linked to psychological needs satisfaction informs
this research. Needs give goal-directed behaviours psychological potency (Goodenow,
1993). An important aspect of the everyday life of most university preservice teachers
involves completing coursework and being successful in their studies. For many of these
students, the completion of those works represents the antecedent to realizing the career
goals that they frame. The quality of the psychological potency underpinning the goal-
directed behaviour should have a bearing on the way students pursue these goals. Thus,
when goals are being pursued, concerns have to be given to whether basic needs are being
satisfied. Deci and Ryan (2000:229) concluded that the fulfillment versus the thwarting of
goal-directed behaviours bears inherent consequences. But the effects of these consequences
depend on the nature of the goal itself. The SDT is adopted in this research to clarify the
nature of goals. It is also adopted because, unlike other theoretical perspectives, it posits a
conceptual distinction between goal-types and motivation (Deci & Ryan, 2000:227). It is this
distinction that makes the framing of hypotheses possible, for instance, between preservice
teachers’ goal-pursuit and their class participation behaviours (Vansteenkiste, Simons, Lens,
Soenens, & Matos, 2005:483).

3.2 Aspects of goal framing

According to the SDT theory, one way to describe differences between goals is to state that
the goal is either intrinsic or extrinsic (Deci & Ryan, 2000). Intrinsic goals reflect people’s
natural growth tendencies (Kasser, 2002). These goals, scholars (Vansteenkiste, Simons,
Lens, Soenens, et al, 2005:483) have claimed, create an ‘inward orientation’, which manifests,
for instance, in concerns for affiliation, community contribution, health, and self-
development. When intrinsic goals are framed, they are directed at the satisfaction of basic
needs essential for growth and well-being. In contrast, extrinsic goals, research suggested,
create an ‘outward orientation’ (Vansteenkiste, Simons, Lens, Soenens, et al, 2005:484). They
tend to orientate individuals toward engaging in interpersonal comparisons (Sirgy,
1998:227), obtaining contingent approval and acquiring external signs of self-worth and
success (Kasser, Ryan, Couchman, & Sheldon, 2004:11). Williams, Cox, Hedberg, and Deci
(2000:1756) report that extrinsic goals manifest in concerns for financial success, rewards,
prestige, image, status, physical attractiveness, power, and publicity. The classification of
goals as intrinsic versus extrinsic suggests that some goals are expected to be more closely
linked to basic need satisfaction than others. But the concept of intrinsic and extrinsic goal,
within the SDT framework, specifies the contents of the goal (Deci & Ryan, 2000:244).
Previous studies on goal-content found differential effects for intrinsic versus extrinsic goal.
Sheldon, Ryan, Deci, and Kasser (2004:475) report that people’s goal content (intrinsic vs.
extrinsic) and their motives (autonomous vs. controlled) have independent effects on
personal adjustment. In analysis of the effects of goal contents on certain life-related
variables, Deci and Ryan (2000:245) found that when people value intrinsic aspirations, they
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tend to be more autonomous in pursuing them, whereas there is a tendency for people to be
controlled in their pursuit of extrinsic aspirations. These evidences indicate that different
goal contents can result in different behavioural and affective consequences.

Previous researches have also investigated the effects of different goal contents from an
individual difference perspective. These have been used to classify people in terms of the
degree to which a person focuses on the attainment of intrinsic rather than extrinsic goals
(Vansteenkiste, Simons, Lens, Soenens, & Matos, 2005:484). But it seems that not only the
individual but also the social environments can be classified in terms of the types of goals
that they promote or emphasized (Kasser & Ahuvia, 2002). This means some social contexts
such as the home or school environments might encourage and reinforce the pursuit of
intrinsic goals while others focus on the pursuit of extrinsic goals. In a set of experimental
field study of college students, Vansteenkiste, Simons, Lens, Sheldon, and Deci (2004)
investigated the effects of the goals promoted by the classroom environments on students
learning. They (2004:246) found that presenting the learning material as serving the
attainment of an extrinsic goal (financial success) undermined academic achievement,
persistence, and deep processing of the learning material, compared with intrinsic goal
framing.

Although the result of these studies on intrinsic versus extrinsic goal contents reveal a
reasoned picture, it needs to be noted that these goals were framed in relation to students’
in-class academic achievements, rather than in respect of a teaching career. Hence, since
social environments can shape the goals framed people frame, am important focus of this
research was to explore the career goal contents being pursued by the preservice teachers in
their current contexts.

4. Motivation in context

4.1 Dimensions of motivation

To Schunk (2004:177), motivation represents a basic dimension by which people make sense
of their own or others” behaviour. It concerns drive, direction, persistence, and all aspects of
activation and intention (Goodenow, 1993). There is a prevailing view in the field of
motivation that humans initiate and persist at behaviours to the extent that they believe the
behaviours will lead to desired goals (Kasser & Ahuvia, 2002; Sagiv & Schwartz, 2000).
Motivation then is a behaviour sustaining phenomenon, linking people’s goal pursuit with
attainment and basic needs satisfaction. This research is informed by this broad
interpretation of motivation because it draws attention to a conceptual link between goal
and motives, which is crucial in the context of this investigation.

There are different types of motivation, according to Deci and Ryan (2000:227), which
reflects different levels of self-determination. The two broad strands used to categorise
motivation types are labeled intrinsic and extrinsic. But the concept of intrinsic versus
extrinsic goals is conceptually different from the classical motivational constructs above of
intrinsic and extrinsic motivation. Vansteenkiste, Simons, Lens, Soenens, et al (2005:483)
explain that whereas the former reflects the differential contents (or what) of goals that
preservice teachers can pursue, the latter pertains to preservice teachers” motives or reasons
for pursuing particular goals. Motivation then represents the “process” (or why) of goal
pursuits (Deci & Ryan, 2000:227). This distinction between intrinsic versus extrinsic goal and
intrinsic versus extrinsic motivation allows us, for instance, to see that a student could
establish intrinsic goals (e.g. for self development) for opting for teacher education related
career but relies on extrinsic motivation (e.g. only does classwork that will be grades) in
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pursuit of these goals. It means that the goals for entering teacher training and the
motivation that energise preservice teachers in their daily engagement in school activities
may be one characterised by tension. There is implication in such tension for class
participation and instructional leadership.

But in the broad discourse on motivation, for instance, intrinsic motivation, which is seen as
‘...engaging in an activity for its own sake and the experience of pleasure and satisfaction
derived from participation” (Goodenow, 1993:21), is fully self-determined or autonomous; it
is an innate quality which does not result from an internalisation of ambient values and
regulations (Deci & Ryan, 2000:239). However, extrinsic motivation, which is seen as
‘...engaging in an activity as a means to an end rather than for its intrinsic qualities’, varies
in its relative degree of autonomy. Based on this analysis, Vansteenkiste, Simons, Lens,
Soenens, et al (2005:484) concluded that behaviours which are extrinsically motivated are
guided by the pursuit of an outcome that is separate from the activity. This bimodal view of
motivation informs this research because it provides the basis for clarifying the main
variables.

Empirical researches on motivation, within the SDT framework, have isolated three types of
extrinsic motivation. These have been labeled: (a) external regulation (e.g. when a students
engages in an activity to comply with reward, constraints or other externally pressuring
demand); (b) introjected regulation (e.g. when a student engages in an activity to meet
internally pressuring feelings of guilt, shame, and self-aggrandization); and (c) identified
regulation (e.g. when a student identifies with the personal importance of the activity and
engages in it with a sense of volition and willingness) (Deci & Ryan, 2000:237). External and
introjected regulations, collectively, create a form of controlled motivation because when
students engaged in activities for these reasons/motives, their actions are said to be
relatively controlled (Vansteenkiste, Lens, Dewitte, De Witte, & Deci, 2004:345). However,
identified regulation bears close qualities with intrinsic motivation because it induces action
that results from one’s choice based on one’s assessment of its importance (Vansteenkiste,
Lens, Dewitte, De Witte, & Deci, 2004:345). The combining of identified regulation and
intrinsic motivation to form an autonomous motivation composite have been reported
(Vallerand, Fortier, & Guay, 1997).

It is possible that a student could have no motivation for pursuing a goal; that is, an absence
of intrinsic or extrinsic drives (Deci & Ryan, 2000:237). Deci and Ryan (2000:237) claim that
the condition of no motivation (called ‘amotivation’) pertains to a person’s lack of
intentionality. SDT researchers (Pelletier, Dion, Tuson & Green-Demers, 1999:2481) found
that students are likely to be amotivated when they lack either a sense of efficacy or a sense
of control with respect to desired outcomes. Goodenow (1993:24) reports that amotivated
students experience feelings of incompetence and expectancies of uncontrollability. There is
evidence to suggest that the different forms of extrinsic motivation and amotivation have
different behavioural consequences (Deci & Ryan, 2000:237). Amotivation, for instance, can
be an impediment to both goal attainment and efforts to increase preservice teacher
participation in the learning and teaching process.

4.2 Internalisation of extrinsic motivation

Extrinsic Motivation has been extensively researched and it is shown that this type of
motivation can be internalized (Deci & Ryan, 2000:236). Numerous theories utilize the
concept of internalization as a central process in socialization (Meissner, 1988), providing
differing perspectives that range from internalization being something that gets done to
individuals by the socializing environment (e.g., Mead, 1934) to something that represents
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the individual’s active transformation of external regulations into inner values (Ryan, 1993).
SDT proposes that, like intrinsic motivation, internalization is an active, natural process in
which individuals attempt to transform socially sanctioned mores or requests into
personally endorsed values and self-regulations (Deci & Ryan, 2000). It is the means through
which individuals assimilate and reconstitute formerly external regulations so the
individuals can be self-determined while enacting them. When the internalization process
functions optimally, people will identify with the importance of social regulations,
assimilate them into their integrated sense of self, and thus fully accept them as their own.

4.3 Goal-contents and motivation

The relationships between goal contents and motivation have been explored by some
researchers, but these have mainly been in relation to certain life goals and well-being.
Carver and Baird (1998:290) assessed the relative importance participants placed on the
aspiration for wealth (extrinsic goal), and also the strength of their autonomous reasons
(intrinsic motivation) and the strength of their controlled reasons (extrinsic motivation) for
pursuing wealth. They found that autonomous reasons for pursuing wealth were positively
related to self-actualisation, but controlled reasons for pursuing wealth were negatively
related to self-actualisation. In other words, the extrinsic goal was in tension with the
intrinsic motivation. Vansteenkiste, Simons, Lens, Soenens, et al (2005:485) theorized that
because intrinsic goals are more closely lined with people’s inner-growth tendencies,
learning in the service of such goal is more likely to prompt a deep and task-oriented
commitment toward learning. They tested this hypothesis on a sample of early adolescents
and found that the effects of intrinsic versus extrinsic goals on learning were mediated by
task involvement: linking learning to intrinsic goal content yielded greater task engagement.
The degree of task involvement is a crucial indictor to judge preservice teachers” progress
and pace of pursuit of their career goals. The evidence seems to suggest that an anticipation
of greater task involvement from preservice teachers, whose learning is linked to intrinsic
goal contents. But educators would need to know preservice teachers’” goal contents in order
to be in a position to make such link. Furthermore, although the evidence is suggesting that
when people’s goal contents (e.g. intrinsic) are similar in nature to their motives (e.g.
intrinsic) for engaging in an activity, their task commitment to the activity increases (Deci &
Ryan, 2000), it is possible that among preservice teachers the school environments in which
they entered could promote a type of motivation which stand in contrast to the goal
contents that they are pursuing. These possibilities lead this research to explore whether
preservice teachers’ career-related goal contents for entering teacher training are consistent
with the motivation that they seek to engage in class activities in pursuit of those goals.

But for student-teachers in training, their career goals may be seen as constituting long-term
goals; that which they are striving to accomplish later in life (Ryan & Connell, 1989:749).
Researchers have examined the effects of goal attainment proximity on behaviours (Schunk,
2004; Sheldon & Kasser, 1995). Sheldon and Kasser (1995:531) indexed the strivings (i.e.
relatively short-term, semester-long, goals) of undergraduate students and their reasons for
pursuing each striving, and the helpfulness of each striving for attainment of intrinsic versus
extrinsic life-goals (i.e. long-term aspirations). They found, inter alia, that the extent to
which the students believed that each striving would lead to the attainment of long-term
goal intrinsic goals was positively related to well-being, as against unrelated to well-being
for extrinsic goals; these extrinsic goals were however related to controlled orientations. In
other words, the progress that preservice teachers make toward the attainment of extrinsic
related life-goals can be controlled. The incremental strivings show that students quite often
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make a deliberate connection between what they do in class and their personal aspirations,
which sometimes have no direct link with each other.

4.4 Motivation and class participation

Motivating students to achieve in traditional classroom environments is a topic of practical
concern to instructional designers, and of theoretical concern to researchers. Important
variables that have been identified as motivators for student effort are perceived
importance, usefulness, and the value of engaging in a task (Schunk, 2004). Student
perceptions of their ability to accomplish the task, that is, their self-efficacy, has been found
to affect effort and achievement (Bandura in Schunk, 2004:289). Task characteristics such as
task difficulty can be instrumental in providing cues as to the efficiency of effort. If the effort
expenditure is perceived as a waste of energy or as unnecessary for success, learners will not
be motivated to exert sufficient mental effort. In other words, their participation would be
low. Also, learner preconceptions about the effort required by a learning task influence the
effort expenditure (Cennamo, 1993). These preconceptions are influenced not only by task
characteristics, but also by characteristics of the learner (Woolfolk, 2004).

The present research does not relate the attainment of goal contents to well-being variables
as previous research have focused upon; it, instead, investigated the interaction between the
goal-contents and the motivation itself, which is an unexplored issue in the broader research
context in Africa. The specific issues investigated are outlined in the research problems
below.

5. The present research

The present research was developed around the following research problems:

1. What are the contents of the main career goals being pursued by the preservice teachers
in training? What factors do they perceived to influence the framing of these goals?

2. What motivational expectations do preservice teachers have or seek for participating in
classroom activities in pursuit of their career goal attainment?

3. Are there significant relationships between the contents of preservice teachers” main
career gaols and the forms of motivation which they have/seek for engaging in class
activities in pursuit of those goals? (what are the implications for class participation?)

The questions posed above address the link between and consequences of goal-framing and

motivation in the classroom, which are critical issues in motivational research and in

instructional leadership in schools.

5.1 Method

5.1.1 Combined-methods design

The study adopted a combined-methods design; this results from a merger of the
quantitative and the qualitative approaches (Brown, 2004:74). Within this paradigm, aspects
of both the quantitative and qualitative techniques are applied on a phased basis (Saunders,
Lewis and Thornhill, 2007:340). Creswell (in De Vos 1998:360) developed a dominant-less-
dominant framework for carrying out research using the mixed paradigm; this framework
guided this study. The quantitative phase dominated, while the qualitative phase was less-
dominant. This is because the investigation was built around testing the relationships
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between the goal-contents and motivation types (cf. problem statement 3). A small qualitative
investigation was done as a follow-up to solicit clarification on the results of the quantitative
phase. This facilitated a holistic view and strengthened the internal validity of the design. A
survey design was adopted in the quantitative phase because the researchers wanted to
include a large number of preservice teachers; a semi-structured interview was used in the
qualitative phase since it was a follow-up investigation.

5.1.2 Research participants

College students in Botswana comprised the sample for this research. The research
participants were pursuing a Diploma in teaching. Participants were in different years of
study, ranging from year 1 to year 3. Preservice teachers were selected from across the
different year groups in order to have a broad mix of goal framing. In the cohort, there were
123 preservice teachers who participated. These participants were selected purposive. These
were taken from the main teacher training institution in the North Eastern region of the
country. The sample of preservice teachers consisted mainly of females (60.2%); this was
consistent with the wider college population; age range from 20 to 25 years, M = 21 years.
All preservice teachers were pursuing programmes leading to qualification to teach at the
intermediate (junior secondary) phase.

5.1.3 Instruments
Two separate instruments (questionnaire and interview schedule) were used to collect data;
each was influenced by the design adopted above (cf. mixed-method design).

Questionnaire

A self-administered questionnaire was used to collect data for the quantitative phase. The
questionnaire was developed in the English language by the researcher and consisted of
three sections, as follows: Section one covered demographic data (e.g. gender, age, and year
group). Section two had one open-ended type measure which asked participants to list their
main career goal which they intend to pursue in teaching. Participants also had to specify the
perceived factors which caused them to choose these goals. The open-ended measure was
adopted to allow participants to reflect on their life-history and consider possible influences.
The measure allowed for the collection of ‘rich” qualitative data, which would not have been
possible had participants been asked to respond to predetermined statements.

Section three had 20 statements, measuring preservice teachers’ class participation
behaviours and motivation. The statements were developed from an indepth review of the
literature, and included three dimensions of class participation as follows: lesson
attendance, study-hard, class involvement preparation, and modes. Each measure of
participation was phased to reflect one of the following forms of motivation: intrinsic
motivation; extrinsic motivation. Three different forms of extrinsic motivation, based on the
SDT, were incorporated: external regulation, identified regulation, and introjected
regulation. Participants rated on a 5-point Likert scale ranging from 1 (strongly disagree) to
5 (strongly agree) their class participation and motivation behaviours.

Five scholars who specialized in the area of pedagogy checked whether the draft
questionnaire appeared to be a suitable measure of the aspects being measured and whether
the constructs were accurately captured. The instrument was also pilot tested to ensure that
all relevant factors were included in each of the sections. Thus, content and face validity
were addressed.
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Interview schedule

The qualitative follow-up data was collected via interviews. This was designed to gain
clarification on a single theme which emerged from the quantitative data: that is, the
influences on preservice teachers’ goal framing. A semi-structured interview facilitated the
asking of probing questions.

5.1.4 Procedure

To gain access to students in the different sites, the researcher used the Programme
Coordinators as gatekeeper (Brown & Schulze, 2002:4). For the quantitative data collection,
the researcher asked the Programme Coordinators in the institution to recruit fellow
colleagues to administer the questionnaire. As many preservice teachers as possible were
asked to participate. Participants responded to the questionnaire during one of their
scheduled lecture sessions.

Questionnaires were given to all preservice teachers who volunteered. They were asked to
complete the instrument on the spot. This was to ensure maximum return. They were
instructed to consider each statement carefully and use as much time as they needed to
provide complete responses. In cases where the written responses were unclear or
irrelevant, a decision was taken to exclude them. The researcher judged that a response was
irrelevant where it deviated from providing answers to the research questions, or was
illegible. Eight of the questionnaires fell into this category. Follow up interviews
arrangements were made during the administration of the questionnaires. This was done by
research assistants recruited on both research sites specifically for this exercise.

Data from the questionnaire was analysed using various tests: Chi-Square Tests. The main
method of data analysis used for the qualitative data was thematic content analysis. This
entailed identifying, coding and categorizing patterns in the data (Corbin & Strauss, 1990;
Miles & Huberman, 1994). The results of these analyses are presented in the sections below.
Trustworthiness of the findings was addressed by means of Guba’s model of
trustworthiness (Brown & Schulze, 2002:5). This model includes: (a) truth value, (b)
applicability or the degree to which the findings can be applied to other contexts or with
other groups, (c) consistency or whether the findings would be consistent if the enquiry was
replicated, and (d) neutrality or the freedom from bias in the research procedures and
results. These dimensions were addressed through (a) triangulation of methods (b)
prolonged engagement in the research setting to establish good rapport, and (c) the analysis
of interviews transcripts with external coder to ensure peer examination.

6. Results

6.1 Quantitative results
Result 1: The contents of the main career goals being pursued by the preservice teachers in training

Goal-contents Frequency % Responses
Intrinsic goal contents
Community contributions 10 8.13
Affiliation related 8 6.5
Health-related 0 0.0
Self-development 0 0.0
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Extrinsic goal contents
Financial success 62 50.41
Status/ prestige 38 30.89
Publicity 5 4.07
Power 0 0.0
Personal image 0 0.0
Total 123 100

Table 1. The contents of preservice teachers” main goals for entering teacher

The intrinsic and extrinsic goal-contents that emerged from the main career goals of
preservice teachers are shown in Table 1. The intrinsic goal-contents measured included
self-development, improvement in personal health, quest for affiliation, and community
contribution; the extrinsic goal-contents measured included financial success, personal
status/ prestige, publicity, power, personal image.

Intrinsic goals were not popular (14.63%). Table 1 shows that less than one tenth (8.13%) of
the preservice teachers considered making contributions to the community as the main goal
pursuing in teaching. Community contribution meant: “...imparting knowledge, skills and
values to the younger generation; contributing to the achievement of Botswana vision 2016
pillar of building an educated/informed nation; building/serving the nation; and
contributing to society by replacing dying and retiring teachers.” Even fewer preservice
teachers (6.5%) had the pursuit of affiliation-related aspirations (e.g. the desire to work with
and enjoy being among young children), as a main career goal.

However, Table 1 shows, in contrast, that the majority (85.37%) of the preservice teachers
had extrinsic-related goals as a main aspiration to pursue in teaching. Over one-half percent
(50.41%) of preservice teachers had the pursuit of financial success (i.e. to earn a good salary;
earn a living and take care of family) as a main career goal. A smaller percentage (30.89%)
were mainly in pursuit of status-related career aspirations (e.g. for the
qualification/ certification to become teacher; to gain employment; to enhance personal
social status). The status-related goals also included the benefits associated with teaching,
such as the holidays, job security, loans, promotions, flexible working hours, and
accommodation.

Other extrinsic forms of career goals with contents linked to personal publicity (e.g. to please
or satisfy family members or past teachers), and to power and personal image were not
popular as a main career goal to pursue in teaching (see Table 1).

Result 2: Preservice teachers’ motivational expectations to participate in classroom activities

Table 2 shows responses to class participation behaviours. Measures of participation were
linked to specific types of motivation. Class participation was defined in terms of the
following four aspects: lesson attendance, study-hard, involvement preparation and modes.

% Responses
Participation behaviours and motives *Agr | Someti | Disagr
ee mes ee

Lesson attendance:

I attend lessons to get grades to pass my modules to

qualify as teacher 854 105 41

I attend lessons to learn; i.e. because I enjoy learning / 65.9 21.1 13.0
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academic work
I attend lessons in order to be in the company of friends 40.5 47.0 12.5
I often only attend some lessons because the duration
7 e ) 18.7 11.4 69.9
of my training to become a qualified teacher is too long
Involvement preparation:
I always read related lesson materials before lessons to
learn more so that I can participate (i.e. ask questions, 39.1 38.2 22.7
engaged in discussion, make presentation)
Study-hard:
I study hard for grades 78.0 7.0 15.0
I study hard (i.e. frequently rehearse and practice
learning tasks; spend time thinking about and linking 68.3 25.2 6.5
old and new learning; completing coursework)
I study—hard to finish my schooling in order to start 60.2 121 77
working
I study hard ff)r the sake of learning, i.e. because its fun 553 44 203
& I love learning
I §tudy hard because it gives me time to be with my 203 127 67.0
friends
Involvement modes:
I prefer to participate in more than just note-taking and
o 77.3 14.5 8.2
listening to lectures when I attend lessons
I participate in class only when I want to avoid the 65.0 154 19.6
negative consequences of not doing so
I Part1c1'pate in class (i.e. asl'< questions, engage in 643 30.0 57
discussion, make presentation)
I participate in class because I enjoy learning more 441 34.0 21.9
I participate in class only when I know the tasks will be 382 15.5 463
graded
I participate in class only when I am called upon 30.0 25.2 448
I prefer classes which allow me to participate 27.0 44.0 29.0
I participate in class because I get the chance to help 44 112 64.4
others
Participating in class has little/ no immediate benefits 146 155 69.9
to me so I do not bother to prepare to take part ' ) )
Valuing and Internalising:
Although I do not find learning experiences enjoyable, I
freely choose to work hard because these experiences 78.1 13.0 8.9
are important to reach a valued goal in my life

Table 2. Distribution of preservice teachers’ class participation and motivation behaviours
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Table 2 shows a mixed response to the different dimensions of class participation. While the
majority (85.4%) of preservice teachers agreed that they attended lesson for academic grades
to pass their modules to qualify as teacher, there were others (10.5%) who only did so
sometimes, or disagreed (4.1%) to doing so. Over one-half (65.9%) of the preservice teachers
attended lessons for the sake of learning, or because they found it enjoyable, but fewer
(21.1%) indicated that they did so sometimes, or disagreed to doing so for those motives
(13.0%). However, a high proportion agreed that they sometimes (47.0%) or always (40.5%)
attended lessons to be with friends. The duration of the training programme influenced the
attendance pattern of some of the preservice teachers (see Table 2).

Table 2 also shows that perceptions about class participation planning varied. Few (22.7%)
preservice teachers disagreed that they prepare themselves (i.e. read lesson materials) for
class participation prior to the lesson. Those who agreed only did so sometimes (38.2%), or
always (39.1%).

Over one-half (64.3%) of the student cohort agreed they participated (i.e. ask questions,
engage in discussion, make presentation) in class; but few (30.0%) did so sometimes or
disagreed (5.7%) to doing so. The majority of those who participated did so to avoid the
negative consequences of not participating (65.0%), or only when they know the tasks
would be graded (38.2%), when called upon (30.0%), or because they enjoy learning (44.1%).
But there were a high proportion of preservice teachers who disagreed to participating for
these motives (see Table 2).

Over one-half (68.3%) of the preservice teachers agreed that they study hard, that is,
frequently rehearse and practise learning tasks, spend time thinking about and linking old
and new learning, completing their coursework. The majority of those who study hard did
so for grades (78.0%), to quickly finish their training (60.2%), because of finding learning
fun/enjoyable (55.3%). Few preservice teachers study hard because of friendship motives
(20.3%); in fact, the majority (69.9%) disagreed they study hard for friendship motives (see
Table 2).

In addition, more than three-quarters (78.1%) of the preservice teachers did not find their
learning experiences in the school enjoyable, but they freely chose to work hard because
they perceived the learning experiences were important to reach a valued goal in their life.

MOtlyé.ltloP Motive indicators
classification

Enjoy learning / academic
Intrinsic motivation work

Learning for its sake

Extrinsic motivation

Grades to pass

Training duration

Friends’ company

e External To finish schooling to start
requlation working
To avoid negative
consequences
When called upon
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To help others

e Identified

) Perceived benefits
requlation

Free choice

Table 3. Motivation classification and motive indicators for participating in class

Table 3 shows the motivation classification and the various indicators of motives for which
the preservice teachers participated in class. Preservice teachers who indicated that they
participated in class for the sake of learning and or for the enjoyment of learning or
academic work (cf. Table 2) had an inward orientation for their actions. These motives
reflect intrinsic motivation (see Table 3).

In Table 3, preservice teachers who indicated that they participated in class for grades,
friends” company, to avoid negative consequences, only when called upon, to finish
schooling, or motives linked to the duration of the training period had an outward
orientation for their actions. These reflect the extrinsic motivation of external regulations (i.e.
engaging in an activity to comply with reward, constraints or other externally pressuring
demand).

However in Table 3, preservice teachers who indicated that they participated in class to help
others, or out of free choice, or because of perceived benefits reflect the extrinsic motivation
of identified regulation (i.e. when the personal importance of the activity is identified and
one engages in it with a sense of volition and willingness).

The data reported in Tables 1 to 3 was further measured to explore how they influence class
participation and other variables. To test these hypotheses, Chi Square tests were
conducted. Significant relationships are reported in Tables 4 and 5a-5e.

Result 3: Significant relationships between the contents of preservice teachers” main career goals and
the forms of motivation which they have/seek for engaging in class activities in pursuit of those goals

Categories of goal-contents

Intrinsic-
related Extrinsic-related goals
Participation behaviours goals
d motivati ] ) ) .

and motivation types Comn.mm.ty Financial Status/Presti ..

contributio Publicity

5 success ge

df
x2 |PoIxe (P e (P ixe (P
value value value value

External regulation:
Attend lessons to get 11.29

grades to pass my modules | 2 | 3.08 |0.215 0.004 | 6.13*|0.047 | 0.81 | 1.078

to qualify as teacher

Lk

External regulation:

Participate in class only
when the tasks will be 2
graded

7'96 0.029| 0.14 | 093 | 3.77 | 0.152 | 4.60 | 0.082
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External regulation:
Often only attend some
lessons because the
duration of my training to 2 10.26(0878| 439 | 0.111 {8.00* | 0.018 | 2.78 | 0.210
become a qualified teacher
is too long

Identified regulation:

I always read related lesson
materials before lessons to
learn more so that I can
participate (i.e. ask 2 | 2.37 (0.306
questions, engage in
discussion, make
presentations)

7',}1 0.029 | 5.68 | 0.059 | 1.36 | 0.416

Identified regulation:

I participate in class (i.e. ask
questions, engage in 2 [ 1.23 /0542|396 | 0.138 |6.43*| 0.04 | 213 | 0.202
discussion, make
presentation)

* X2 Critical value for df = 2 is 5.99 at the 0.05 level of significance; ** X2Critical value for df =2is 9.21 at
the 0.01 level of significance

Table 4. Significant relationships between the contents of main career goals for entering
teacher training and motivation for class participation

Table 4 shows the various motivations for class participation behaviours that associated
significantly with preservice teachers’ main career goal-contents. Five behaviours showed
significant associations with the different goal-contents:

e  Behaviours that were motivated by the external regulation of ‘attendance to lessons to
get grades to pass the modules and qualify as teachers” associated significantly with the
extrinsic goal-contents of financial success (X?=11.29; p=0.004), and status/prestige
(X2=6.13; p=0.047), respectively;

e  Behaviours that were motivated by the external regulation of “participation in class only
when the tasks would be graded” associated significantly with the intrinsic goal-content
of making community contributions (X2=7.06; p=0.029);

e Behaviours that were motivated by the external regulation of ‘often only attending
some lessons because the duration of training to become a qualified teacher is too long’
associated significantly with the extrinsic goal-content of status/prestige (X?=8.00;
p=0.018);

e  Behaviours that were motivated by the identified regulation of “always reading related
lesson materials before lessons to learn more so as to participate in class” associated
significantly with the extrinsic goal-content of financial success (X2=7.11; p=0.029);

e Behaviours that were motivated by the identified regulation of ‘participating in class
(i.e. ask questions, engage in discussion, make presentation)” associated significantly
with extrinsic goal-content of status/prestige (X2=6.43; p=0.04).

These relationships were further investigated for behavioural differences, and the results are

displayed in Table 5a to 5e.
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Career goals to pursue in teaching

Motivation type in participation Norn-
behaviours Extrinsic extrinsic Total
N % N | % N %

External requlation: 1 attend lessons to get
grades to pass my modules to qualify as

teacher
Agree 97 89.0 8 57.1 105 | 854
Disagree/Sometimes 12 11.0 6 | 429 18 14.6
Total 109 | 100.0 | 14 | 100.0 | 123 | 100.0

Table 5a. Behavioural differences between preservice teachers who ranked
extrinsic and those who ranked non-extrinsic career goals as main goal to
pursue in teaching

Attendance to lessons for external regulation related motivation (i.e. to get grades to pass
the modules and qualify as teachers) is significantly associated with two types of extrinsic
goal-contents: financial success and status/prestige, respectively (cf. Table 4). Table 5a
shows that the majority (85.4%) of preservice teachers who agreed that they attended lesson
for academic grades were pursuing extrinsic goal-contents. This means that those preservice
teachers who ranked financial success and status/ prestige related career goals as their main
goal pursuing in teaching were significantly more motivated to attend lessons to get grades
to pass the modules and qualify as teachers than those who did not rank these as primary
goals.

Career goals to pursue in teaching

Motivation type in participation behaviours Non-
Extrinsic extrinsic Total
N % N |% N %

External regulation: Often only attend some
lessons because the duration of my training
to become a qualified teacher is too long

Agree 8 11.1 15 (294 23 18.7

Sometimes 11 |15.3 3 59 14 11.4

Disagree 53 |73.6 33 |64.7 86 69.9
Total 72 1100.0 |51 |(100.0 |123 |100.0

Table 5b. Behavioural differences between preservice teachers who ranked extrinsic
and those who ranked non-extrinsic career goals as main goal to pursue in teaching

Attendance to only some lessons because of the perceived duration of the teacher training
programme (external regulation) is significantly associated with the extrinsic goal-content of
status/ prestige (cf. Table 4). Table 5b shows however that the majority (69.9%) of preservice
teachers disagreed to this class participation behaviour; the larger proportion (73.6%) of
those who disagreed were pursuing extrinsic career goal-contents. This means that those
preservice teachers who ranked status/prestige related career goals as their main goal
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pursuing in teaching were significantly less likely to become demotivated to attend lessons or
to attend only some lessons because of the training duration time-span.

Career goals to pursue in teaching

Motivation type in participation Non-
behaviours Extrinsic extrinsic Total
N % N | % N %

Identified regulation: Participate in class
(i.e. ask questions, engage in discussion,
make presentation)

Agree 50 69.4 29 | 56.9 79 64.2

Sometimes 21 29.2 16 | 314 37 30.1

Disagree 1 1.4 6 | 118 7 5.7
Total 72 100.0 | 51 | 100.0 | 123 | 100.0

Table 5c. Behavioural differences between preservice teachers who ranked extrinsic and
those who ranked non-extrinsic career goals as main goal to pursue in teaching

Class involvement mode (i.e. ask questions, engage in discussion, and make presentations),
which is a form of extrinsic motivation (i.e. identified regulation), is significantly associated
with the extrinsic goal-content of status/prestige (cf. Table 4). Table 5c shows that the
majority (64.2%) of preservice teachers who agreed that they participated in class were
pursuing extrinsic career goal-contents. This means that those preservice teachers who
ranked status/prestige related career goals as their main goal pursuing in teaching were
significantly more motivated to ask questions, engage in discussion, and make presentation
than those who did not rank these as primary goals.

Career goals to pursue in teaching

Motivation type in participation Non-
behaviours Extrinsic extrinsic Total
N % N % N %

Identified regulation: Always read related
lesson materials before lessons to learn
more so as to participate (i.e. ask
questions, engage in discussion, make

presentations)
Agree 38 34.9 10 | 714 |48 | 39.0
Sometimes 44 40.3 3 215 |47 | 382
Disagree 27 24.8 1 7.1 28 | 228
Total 109 | 100.0 |14 | 100.0 | 123 | 100.0

Table 5d. Behavioural differences between preservice teachers who ranked extrinsic and
those who ranked non-extrinsic career goals as main goal to pursue in teaching

Preparing to participate in class (always read related lesson materials before lessons to learn

more), which is a form of extrinsic motivation (identified regulation), is significantly
associated with extrinsic goal-contents linked to financial success (cf. Table 4). Table 5d
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shows that the majority (71.4%) of preservice teachers who disagreed that they prepare them
for class participation were pursuing non-extrinsic career goal-contents. This means that
those preservice teachers who ranked financial success related career goals as their main
goal pursuing in teaching were significantly less likely to feel motivated to read related
lesson materials and prepare themselves before the lessons than those who did not rank
these as primary goals.

Career goals to pursue in teaching

Motivation type in participation Non-
behaviours Intrinsic intrinsic Total
N % N | % N %

External regulation: Participate in class
only when the tasks will be graded

Agree 24 37.5 23 | 39.0 47 38.2

Sometimes 5 7.8 14 | 23.7 19 15.4

Disagree 35 54.7 22 | 373 57 46.3
Total 64 100.0 |59 | 100.0 | 123 | 100.0

Table 5e. Behavioural differences between preservice teachers who ranked intrinsic and
those who ranked non-intrinsic career goals as main goal to pursue in teaching

Preparation to participate in class for external regulation related motives (i.e. only when the
tasks will be graded), which is a form of extrinsic motivation, is significantly associated with
the intrinsic goal-content of community contribution (cf. Table 4). Table 5e shows that about
the same proportion of preservice teachers who were pursuing intrinsic goal contents (37.5
percent) and those pursuing non-intrinsic goal contents (39.0%) agreed to that they
participated in class for external regulation related motives. But more (54.7%) preservice
teachers who were pursuing intrinsic (community contributions) career goal disagreed. This
means that preservice teachers who ranked community contributions related career goals as
their main goal pursuing in teaching were significantly less likely to participate in class only
when they know the tasks will be graded than those who did not rank these as primary
goals.

Discussion

The Self-Determination Theory (SDT) provides a framework for distinguishing between
goal contents and motivation. Informed by the SDT framework, this research investigated
the career goal contents and motivation among preservice teachers in the African state of
Botswana. It provides, within the context of the cohort studied, a better understanding of
the preservice teachers’ career goal types and motivational issues.

The evidence shows that the preservice teachers were in pursuit of a diverse range of career
goals, which were predominantly extrinsic in nature for the majority of trainees (research
problem 1). This was evident, for instance, in the ranking of extrinsic related goal contents
by over three quarters (85.37%) of the preservice teachers as their main career goals for
pursuit in teaching. In fact, the pursuit of intrinsic related goals was unpopular as a main
career goal. Of all the extrinsic goals considered in the research, those related to financial
success, social status/prestige, and personal publicity were most important for the majority
of preservice teachers. One explanation for the prevalence of these extrinsic related goals
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seems to be the socioeconomic standing of teaching, generally, in the Botswana society.
Teaching is perceived in Botswana as a stable and financially viable profession (cf. Botswana
context section). Botswana’s government use of financial and other incentives over the years
to attract migrant/expatriate teachers to, and to promote teaching career in, that country
may have also added to the notion of financial viability of teaching (cf. Botswana context
section). This explanation points to the influence of social environment on preservice
teachers’ goal framing (cf. aspects of goal framing).

The extrinsic emphasis in the preservice teachers’ main career goals, it should be noted,
reflects an instrumental view of teaching. This view suggests, for instance, that for
preservice teachers, the value of teaching lies in what they can obtain from their job as
teachers. This outward orientation in the preservice teachers’ goal pursuit is in contrast with
the few preservice teachers who ranked intrinsic goal-contents (to develop affiliation; make
community contributions) as their main goals for pursuit in teaching. For these few
preservice teachers, it appears that they hold a caring, socio-romantic view of teaching. The
desire to help others through teaching (i.e. make contributes to community) implies that the
seriousness, and societal value, of education is also recognised. But this desire may merely
be reflective of the collectivist cultural nature of the local populace in Botswana (Hofstede in
Poole 1999:75).

SDT isolates external, identified, and introjected regulations as three main types of extrinsic
motivation (cf. motivation section). This research found evidence of two of these types of
extrinsic motivation underpinning class participation behaviours among the preservice
teachers. Indeed, the majority of preservice teachers participated in class (i.e. attend lessons,
study-hard, read related material before lessons in order to prepare to ask questions, engage
in discussion and, or, make presentations) predominantly for external regulation (academic
grades, being with friends, to avoid negative consequences, be called upon) and identified
regulation (judging the importance of the activity and choosing, volitionally, to act) related
forms of motivation (research problem 2). This finding is consistent with previous research,
which reported support for the extrinsic motivational focus of college students, with grades
(external regulation) being a powerful motivator for performance in academic work (cf. goal
framing and self-determination theory). In post-modern societies, it is argued, the measurement
of academic progress is based largely on extrinsic standards. The expectation of extrinsic
motivation in order to participate in scholastic activities may thus be a learnt behaviour,
grounded in the social nature of schools. This explanation is plausible because, among the
preservice teachers with intrinsic goals, there were those who had extrinsic motivation to
participate in class (cf. Table 5e).

The external and identified regulations expected by the preservice teachers represent
contrasting forms of extrinsic motivation. Based on the SDT, people engaged in an activity
for external regulation motives when they act to comply with reward, constraints, or other
externally pressuring demand, whereas, for identified regulation motives, action is based on
the person’s judgement and volitional choice regarding the value of the activity. While the
evidence of external and identified regulations draws attention to the need to use
motivation as a resource to maximize student class participation behaviour, which is a
critical issue in instructional leadership, it also reveals important power mechanisms. For
instance, external regulations generate a form of control motivation. When preservice
teachers engaged in class for these reasons, their actions are not autonomous. In other
words, the progress that preservice teachers make toward the attainment of their career
goals can be controlled, or frustrated, at the classroom level by virtue of how the teacher
manipulates the dispensation of externally regulated forms of extrinsic motivation. This is a
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pertinent point because significant relationships emerged in this study between various
forms of extrinsic motivation and class participation behaviours (cf. Table 4).

Previous researches conducted within the SDT framework reported a natural tendency of
people to internalise values and regulations, especially when they understand or grasp the
meaning or rationale behind those regulations, and have an ability to enact it (cf. Deci and
Ryan, 2000:238). Support for this argument is found in this research. There are indications of
internalisation of regulation because although a significant number of the preservice
teachers did not often find their learning experiences enjoyable, many chose freely to work-
hard, academically, because they recognized that the activities were important for them to
achieve certain goals that they have set in life (cf. Table 2). These actions suggest that the
preservice teachers might have judged the importance of the class participation activity, and
participated volitionally. Such behaviours are typical of individuals motivated by identified
regulations. The perceived internalisation of identified regulations (extrinsic motivation) is
unsurprising considering that preservice teachers are outwardly orientated in their main
career goals (cf. Table 1).

But while many of the preservice teachers participated in class for different forms of
extrinsic motivation, there were a few who appeared intrinsically motivated to participate in
as far as attending lessons and study hard was concerned) (cf. Table 1). However, the
intrinsic nature of there motivation is questioned. The SDT suggests that identified
regulation bears some of the qualities of intrinsic motivation (cf. dimension of motivation
section). The theory also suggests that when regulations are internalised, they prompt
actions in ways that seem intrinsically driven (cf. self-determination theory section). It is argued
therefore that the few preservice teachers who reported intrinsic motivation to participate in
class might have done so by virtue of internalising extrinsic regulations, than anything else.
It is conceivable that those preservice teachers who internalised regulation, volitionally, and
who perceived the personal benefits of their actions, would report more instances of finding
the activity enjoyable or fun, than others who did not (cf. Internalisation section). Since many
of the preservice teachers (78.1%) were driven by identified regulation for participating in
class in terms of study-hard (cf. Table 1 and 2), it is possible that these preservice teachers
were among those reporting intrinsically driven motivation to participate in class. But of
course this perspective is speculative, and requires further investigation to clarify the nature
of the claim.

Nevertheless, in contrast to the above class participation motivation behaviours, the study
found no evidence of amotivation or participation for introjected regulation-motives
(feelings of shame, guilt, remorse, self-aggrandization). This is understandable given that
the preservice teachers were generally adults (cf. research participants), who are often less
susceptible to peer pressure (Kroger, 2000:79).

A key finding of this research, however, is the emergence of significant relationships
between the contents of preservice teachers’ main career goals and the motivation that they
seek to participate in class activities in pursuit of these goals (research problem 3). The
research found significant relationships between three main types of career goal-contents
(financial success, social status/prestige, and community contributions) and two forms of
extrinsic motivation (external regulation and identified regulation) (cf. Table 4). These
relationships have important implications for preservice teachers’ class participation
behaviours. For instance, preservice teachers who ranked extrinsic goals related to financial
success and social status/prestige as their main career goals for pursuit in teaching were
significantly more motivated to participate in class for extrinsic motivation (i.e. attend
lessons to get grades to pass the modules and qualify as teachers) than those who did not
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rank these as primary goals. In other words, the goal contents and the motivation types are
both extrinsic in nature. This similarity is unsurprising given the outward orientation of the
majority of preservice teachers. But it may be a result of the nature of preservice teachers’
social (societal and school) environments, where the extrinsic aspects of teaching are often
emphasized.

At the same time, ‘financial-success’ goal seekers placed parameters on how they
participated in class. Indeed, they were significantly less likely to feel motivated to prepare
(i.e. read related lesson materials before the lessons) to participate in class, compared with
other preservice teachers who did not rank the pursuit of financial success as a primary goal
(cf. Table 4). It means therefore that these ‘financial-success’ goal seekers were not
particularly interested in engaging in class activities for its sake. Participation in the learning
process was pursued for its end-gains, which confirms what other studies such as Schunk
(2004:275) have predicted. This is typical of extrinsically motivated individuals.

In contrast to the financial success goal seekers, the social status/prestige goal seekers
wanted to be more altruistic in their class participation. In other words, preservice teachers
who ranked the pursuit of social status/prestige as their main career goal were significantly
more motivated to participate in class by asking questions, engaging in discussion, and
making presentation, than those who did not rank these as primary goals. These altruistic
behaviours are symbolic of active class participation, which is vital for educative learning
and teaching. But the SDT posits that goals are framed and pursued to satisfy specific needs
(cf. Self-determination theory). Since the seeking of social status/prestige reflects, within the
SDT framework, needs linked to relatedness - feeling connected to others - it means a desire
to satisfy relatedness needs at the classroom level may explain the participation mode
preferred by preservice teachers who were in pursuit of social status/ prestige goals. In other
words, their behaviours may be directed at obtaining external signs of worth and approval,
which is typical of individuals seeking to establish a social posture among peers.
Furthermore, it is noteworthy that asking questions, engaging in discussion, and making
presentations are indicative of identified regulation. Identified regulation is extrinsic in
nature. Since volition is inherent in identified regulations, it seems that the social
status/prestige goal oriented preservice teachers recognised the value and benefits of
participating in class through these altruistic modes. Perhaps it is for this reason that these
preservice teachers were significantly less likely to get demotivated to attend lessons
generally, or to attend only some lessons because of the training duration time-span (cf.
Table 4).

While it is evident that the majority of preservice teachers were in pursuit of extrinsic goal-
contents and sought extrinsic motivation in the process of this pursuit, the study found
evidence of significant relationship, in one case, between extrinsic motivation and intrinsic
goal contents (cf. Table 4). The intrinsic goal-content was the desire to make a contribution to
the community (i.e. to replace dying/retiring teachers; impart knowledge/skills to the
younger generation; build an educated/informed nation). This goal significantly associated
with the extrinsic motivation of external regulation (i.e. participate in class only when the
tasks will be graded) (cf. Table 4). Consistent with expectations, the nature of this
relationship was negative. This means preservice teachers who ranked community
contributions related career goals as their main goal were significantly less likely to
participate in class only when they knew the tasks would be graded. In other words, these
preservice teachers would participate in class regardless of whether the tasks would be
graded or not. Task-grading was unimportant in determining their class participation. But
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these may not so much be a unique group of preservice teachers in the cohort, but rather
may be those who had internalized regulations.

Finally, while it is clear that the preservice teachers were in pursuit of different career goals
and sought motivation to participate in class, there were a variety of issues, related to how
the goals were framed, that emerged. It was therefore necessary to qualitatively explore
with a small group of preservice teachers, the factors which they perceived to influence the
career goals that they set.

6.2 Qualitative results
The following main findings emerged as influential in the goal-contents pursued by the
preservice teachers.

e  Socio-economic concerns
Among the ten preservice teachers interviewed, socio-economic issues were major
influential factors. In fact, for all the teachers, socio-economic considerations were the
common thread binding the ideas shared. The socio-economic features were variously

expressed. This view was captured in the comments of one preservice teacher:
I want to my family...I was looking [for] a stable income job because we grew up poor and I
am the only one in the family who has gone to college [tertiary school] so I have to first think
of them and how to help them...there is a lot of pressure on you when you come out of those
circumstances [poor situations].

The desire to support the family is evident as an influence. This desire can be seen as
anything but misplaced for individuals who grew up in poverty conditions. In the African
cultural context, this is often an expectation of families of their siblings. But many of the
preservice teachers appeared to have had influences on their goal-contents from their own
internalised ambition to improve their personal financial stature. A typical comment among
all the student-teachers was:

...I think teachers earn a good salary [so] when I left secondary schools I though it would be

the sort of work to do...it [teaching] is the kind of work that would allow me to become

independent and acquire my own things...I can make a decent living and I need to develop

myself that way.

The economic influences on the career goals that the preservice teachers pursued are
evidence that forces within the environment do impact the goal contents that a person
pursues.
e Service

It appears that the disposition to be of service to others also had a role in the nature of the
goal contents that the preservice teachers pursued. There was clear sense of altruism. This is
the view expressed by one preservice teacher:

...We have many expatriate [migrant] teachers in our school...government is

paying them a lot of money...I want to reduce the dependence on these [migrant]

teachers...the best way for me to do this is to become a teacher, that is my view.

And the other thing is HIV/AIDS; many teachers are dying from AIDS, we have

to replace them.

Some preservice teachers derived their career goals out of desires to be of service to the
nation.
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...Nation building is important to me...I have to think about how I can
contribute to improving the nation because the government is sending us to
school for free...many other countries don’t do that...I had our vision 2016 pillars
in mind when I consider teaching...l would say it influenced my choice because
we want to become an educated and informed nation. I want to help in this.

The desire to service is clearly portrayed in these comments. But it seems the altruism was
shaped in, and by, steep nationalistic forces. This is a further reflection of goals being
shaped by the social environment in which one finds him/her self.

7. Implications and conclusions

This research establishes that there were a variety of specific career goals being pursued by
the preservice teachers. With a few exceptions, the preservice teachers maintained an
extrinsic focus in both their goal-contents pursued and class participation motives. Indeed,
in an environment of global teacher shortage caused in some cases by poor compensation,
new entrants into teacher education in Botswana pursued extrinsic career goals, linked to
financial success, social status/prestige, and publicity. The relatively stable social-economic
teaching environment in which the teachers work appears to profoundly shape the nature of
the preservice teachers’ goal-contents and the motivation to pursue same.

The evidence in this study confirms the existence of two types of extrinsic motivation,
namely: external and identified regulations. The expectation of extrinsic motivation for
participating in scholastic activities appears to be learnt behaviour, grounded in the social
nature of schools and the way academic standards are measured. The internalisation of
regulations, that is extrinsic motivation, seems a practice sustaining class participation
among the preservice teachers.

A number of significant relationships emerged between the goal-contents of preservice
teachers” main career goals and the different types of motivation that preservice teachers
seek in order to engage in class activities in pursuit of those goals. In all but one of the
significant relationships, the goal-contents and motivation types were the same, largely
being extrinsic in nature. Preservice teachers’ general reliance on extrinsic motivation to
participate in class can be problematic. While it draws teacher-trainer’s attention to an
approach to maximized class involvement, it also reveals opportunities for teacher-trainers
to control, or even frustrate, preservice teachers’ behaviours in the learning context because
aspects of extrinsic motivation are indicative of control motivation. When preservice
teachers engaged in class for control motivation forces, their actions are not autonomous.
Three main types of career goal-contents (financial success, social status/prestige, and
community contributions) and two forms of extrinsic motivation (external regulation and
identified regulation) showed significant relationships. The seeking of social status/prestige
reflects, within the SDT framework, needs linked to relatedness - feeling connected to
others, which suggested that a desire to satisfy relatedness needs at the classroom level
underlies social status/ prestige goals seekers’ class participation modes.

The pursuit of goals for extrinsic motives further holds implications for teaching and
personal adaptation. The Literature on SDT (cf. Deci & Ryan, 2000) indicates that if people
did not experience satisfaction from learning for its own sake (but instead needed to be
prompted by external reinforcements) they would be less likely to engage the domain-
specific skills and capacities they inherited, to develop new potentialities for adaptive
employment, or both. They would thus be ill prepared for new situations and demands in
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the physical world, and moreover, they would be less adaptable to the extremely varied
cultural niches into which a given individual might be born or adopted. It means therefore
that teacher-trainers should try to get preservice teachers to shift from the extrinsic
motivation emphasis to more intrinsic focus for class participation by offering the extrinsic
motivator initially, and work subsequently toward building the preservice teachers” pride in
their participatory efforts and accomplishments (intrinsic motivator).

8. Further research

The following issues should be further researched:

e  Why Botswana entrants into teacher education programmes are so extrinsic in their
goal pursuit; exploring this would further facilitate the identification of causal
relationships.

e This study draws attention to the possibility of the internalisation of extrinsic
motivation, especially various regulations. The nature, extent and mechanism
facilitating internalisation of extrinsic motivation would be a new direction to expand
this research.

e  The goal contents and motivation across different countries should be explored
comparatively. This would expand the goal-motivation knowledge base and allow
different aspects of the SDT to be tested.
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