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Abstract: This study investigated and compared instructors’ and students’ characteristics that determine student learning 

strategies. Specifically, the study filled a key gap in the literature by examining the relationship between teacher career motivation 

and student learning effectiveness. Students and instructors from a public school in England completed the Motivated Strategies for 

Learning Questionnaire (MSLQ) and the Orientations for Teaching Survey (OTS), respectively, as well as demographic questions 

on age, gender, subject specialism and years of service. Findings revealed a significant effect of instructor career motivation on 

students’ use of resource management strategies (F (4, 22) = 5.02; p =.005; Wilks λ = 0.52), but no effect on students’ use of motivation 

(F (6, 20) = 1.23; p =.333; Wilks λ = 0.73) or cognitive and metacognitive strategies (F (5, 21) = 1.10; p =.389; Wilks λ = 0.79). 

Regression analyses found self-efficacy for learning had a mediating effect (R
2
 =.09; β = 1.96; p = .050) on the relationship between 

student gender and academic performance. Findings have implications for class goal-orientation and learning style assessment. 

Keywords: Teacher Career Motivation, Student Performance, Learning Strategies, Orientations for Teaching Survey, 

Motivation Strategies to Learn Questionnaire 

 

1. Introduction 

Instructors motivated to teach have a significant impact on 

student learning. According to interactionist theorists, learning 

is a continuous exchange between learner and environment, 

whereby teachers are masters of the learning environment and 

are highly influential to both student and context [1] [2] [3]. 

Affective theorists state that teacher career motivation can 

impact not only student attitude toward a subject, but also the 

extent to which students are motivated to engage in 

subject-relevant learning strategies [4]. Finally, motivation 

theorists argue that teachers motivated to teach will expend the 

effort needed to meet the emotional, cognitive and personal 

needs of the student, thereby igniting motivation in students - a 

key to ongoing learning. However, beyond the varied 

theoretical orientations on the importance of teacher motivation 

to student success, there is limited evidence demonstrating the 

influence of teacher career motivation on students’ use of 

strategies that lead to learning success.  

The current research examined the effect of instructor career 

motivation on student use of specific learning strategies and 

subsequent academic performance. We further investigated the 

effect of student characteristics on students’ use of learning 

strategies and academic performance in order to shed light on 

differences between the effects of teacher versus student 

characteristics in facilitating successful learning outcomes. 

Research on the relationship between student learning strategies 

and teacher motivation is warranted for three reasons. Firstly, 

there is an increase in the number of aides being developed to 

facilitate student learning across various subject curricula [5] [6]. 

This suggests that understanding factors that drive student 

success and instructors’ ability to identify them remain pertinent 

issues in educational discourse. Secondly, strategies that facilitate 

instructor effectiveness across subjects, school ages and countries 

are key to the development of effective learning interventions [7] 

[8] [9] [10]. Finally, although there has been extensive research 

on students’ knowledge or awareness of learning strategies, there 

has been little attention to how the context of learning affects 

students’ use of these strategies [11] [12]. 

For the past thirty years, motivation has been emphasized 

as a significant enabler of academic success. Teacher-centric 

research for example, has examined motivations to teach and 

the impact (direct and indirect) on student learning [3] [13] 

[14]. Here, the concept of learning is posited as not purely a 
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cognitive activity, but also an affective enterprise – one 

which requires the motivational drive to achieve the desired 

result on the part of both teacher and student. Specifically, 

studies have examined the instructor’s role in stimulating 

student motivation through both instructor influence on the 

learning context and situation, and the subsequent effect on 

academic performance [2] [3]. However, the effect of the 

teacher on students’ motivation to employ specific learning 

strategies remains underexplored.  

Researchers argue that intrinsically motivated teachers 

(possessing personal belief in the social significance of their 

subject area) will feel obligated to teach their subject effectively, 

thereby incorporating the most effective teaching strategies 

which must include student motivation in some form [14]. Indeed, 

research with pre-service elementary science teachers found not 

only was there an increase in teachers’ initial low self-efficacy 

belief but also an increase in their motivation to learn the subject 

when motivation-driven teaching strategies were employed. 

Similarly, an experimental study found that for undergraduate 

students receiving a piano lesson, there was greater engagement 

and interest in the learning process among those who were led to 

believe the instructor was intrinsically motivated (volunteer 

instructor condition) than among those who were led to believe 

the instructor was extrinsically motivated (paid instructor 

condition) [4]. Furthermore, students of the volunteer condition 

were more likely to engage in self-directed exploration after the 

piano lesson had ended – an outcome which lends itself to 

inferences regarding subject-related performance. Despite results 

demonstrating interaction effects of teacher motivation on both 

teaching strategies used and student learning, research has not 

directly investigated the relationship between teacher career 

motivation and specific learning strategies that students adopt to 

facilitate learning outcomes. 

Socio-cognitive theorists propose that motivation is a dynamic 

and multi-faceted phenomenon and may vary depending on 

situation or context in the classroom or school. Students may 

therefore be motivated in multiple ways. The question is 

therefore how and why are students motivated not whether 

motivation exists. In [3]’s overview of the literature on 

motivation and academic success, four main groupings of 

motivational constructs were identified – self-efficacy, attribution 

theory, intrinsic motivation, and goal orientation. Self-efficacy 

refers to an individual’s belief about his/her capabilities in a 

particular context or task. Self-efficacy is assumed to be situated 

and contextualized therefore a student may have high 

self-efficacy for mathematics but low self-efficacy for science. 

Attribution theory is used to explain when failure or success 

occurs. Individuals will therefore analyze the situation to 

determine perceived causes for the failure or success. Intrinsic 

motivation refers to motivation to engage in an activity for its 

own sake unlike extrinsic motivation which refers to motivation 

to engage in an activity as a means to an end. Finally, goal 

orientation refers to the focus of individuals when engaged in a 

task. Individuals may either be achievement oriented or mastery 

oriented. Mastery goals orient learners to develop new skills, 

improve levels of competence or achieve a sense of mastery 

based on desired standards. In contrast, task or achievement goals 

orient learners to determine their ability by outperforming others, 

surpassing others in achievement or grades and receiving public 

recognition for superior performance. While each motivational 

construct was examined in relation to performance from the 

student perspective, there was clear evidence to support the 

notion of instructor influence on motivation, whether through 

influence on environment or utilization of specific teaching 

strategies.  

Preliminary findings on the link between teacher career 

motivation and student success can be drawn from an 

investigation into the effect of individual teacher incentives on 

student performance across more than four thousand schools 

in the United States [15]. Results revealed that test scores were 

higher in schools that offered teachers financial incentives for 

good performance. Although a definitive conclusion that 

teachers motivated by incentives expend more effort could not 

be made, results beg the questions: How does teacher career 

motivation influence learning strategies that students use? 

What effect does teacher career motivation have on student 

academic performance? Do teacher career motivation and 

characteristics have a bigger effect on the strategies that 

students use to learn than student characteristics themselves? 

1.1. Student Motivation in Student Goal Achievement and 

Learning Outcomes 

Research emphasizing the student perspective of learning has 

focused on different types of goal orientations among students, 

the motivational processes that are associated with these 

different goals and the conditions that elicit them. This has led 

to considerable evidence that demonstrates situational demands 

can affect the salience of specific goals, resulting in differential 

patterns of cognition, affect and performance [16] [17] [18] [19]. 

For example, [16] examined the effect of specific motivation 

patterns on student mastery of tasks and performance goals in 

classroom settings. Students’ perceptions of mastery and 

achievement goals showed: a) different patterns of relation with 

learning strategies; b) preference for challenging tasks; c) 

attitude towards the class; and d) beliefs about success and 

failure. Findings suggest that a mastery goal orientation may 

foster a way of thinking that is necessary to sustain student 

involvement in learning as well as increase the likelihood that 

students will pursue tasks that foster increments of learning.  

Later, [20] examined the effect of classroom situational 

factors on student achievement motivation and found different 

goals elicit qualitatively different motivational patterns that are 

reflected in the broader context of the classroom learning 

environment. Findings therefore established linkages between 

environment, goals and student motivation outcomes. However, 

there remains a lack of evidence identifying the relationship 

between teacher characteristics, student motivation and 

strategies that help students to master specific goals. As agents 

of the goal emphasis of the class, we argue that an instructor’s 

career motivation directly and indirectly affects both the 

learning strategies adopted by students as well as students’ 

mastery of specific goals.  

Linkages between teacher individual characteristics (gender, 

experience and age) and student goal achievement and 
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performance are not definitive. Recent research has found 

instructor experience and gender play significant roles in 

facilitating student learning and motivation [21]. Similarly, 

studies across several cultures (Europe, Africa, India and North 

America) and subject areas found a direct relationship between 

teaching experience and student performance, where greater 

benefits are derived with experience in excess of four years [22] 

[23] [24] [25]. Without such application, experience was found 

to have no effect [26]. Furthermore, recent discussion on the 

effect of gender on learning has resulted in even more debate 

with results varying according to teaching style, subject area 

and perceived leadership style, [27] [28] [29].  

Given that student learning is the result of an interaction 

between the learner and his/her environment or learning 

context [30] [31], and the significance of the teacher’s role 

relative to the success of the student, it stands to reason that 

this interactive process may extend to teacher-student 

motivations, where teacher motivations impact approaches 

students use to facilitate learning and performance 

irrespective of student individual characteristics. 

1.2. Student Learning Strategies, Goal Achievement and 

Academic Performance 

The way students organize and coordinate goals and 

strategies is significantly related to their academic performance 

[32] [33]. In order to learn effectively, students require a 

well-developed set of learning strategies, the ability to 

accurately assess learning tasks, the ability to evaluate and 

adapt strategies used to accomplish a range of tasks, as well as 

the ability to plan and monitor the effectiveness of these 

strategies to determine when and how they learn best [34] [35]. 

Strategies that students use are linked to the learning approach 

adopted, quality of learning outcomes and provide useful 

insights into students’ perceptions of learning and learning 

effectiveness. Furthermore, both students and teachers can 

benefit from increased understanding of the different learning 

strategies that students use to learn and how these may change 

over a course of study [10]. 

‘Learning strategy’ refers to any sequence of activities that the 

student engages in in order to achieve a learning goal. Reference 

[36] categorized learning strategies in terms of motivational, 

cognitive and metacognitive and resource management and 

argued that the kinds of learning strategies that students use are 

linked to the quality of their learning outcomes. Research has 

found learning strategies to be particularly helpful to students 

when learning a new subject [35], as well as the approach of 

learning students adopt when they study [37]. Studies have also 

revealed that students’ use of different general cognitive 

strategies such as rehearsal, elaboration, and organization fosters 

their cognitive engagement in learning and results in higher 

levels of academic performance [36][38][39][40]. Similarly, 

metacognitive training has been found to increase students’ 

self-confidence and sense of personal responsibility for their own 

development [41]. Moreover, students with good metacognitive 

skills are better critical thinkers, problem solvers and 

decision-makers than students who are not [42] [43]. 

In contrast, the relationship between individual variables 

and use of specific learning strategies is not as clear cut. 

Scholars do not agree on the effect of student gender on use of 

learning strategies and its subsequent effect on performance 

[33]. Studies have examined relationships between students’ 

gender and their goal orientations [44] [45] as well as gender 

differences in patterns of student learning and achievement 

and their relationship between motivational and strategies 

orientations [46] [47] with effects varying across age groups 

and study design. Furthermore, it has been suggested that, 

although students may be expected to be more knowledgeable 

and aware of effective learning strategies, their reported use of 

strategies was strongly influenced by the perceived goal 

emphasis of the class [20]. Therefore, the current paper fills 

this gap by investigating the role of both student and teacher 

individual characteristics on the learning strategies that 

students use to succeed in a learning development course. 

2. The Present Study 

The present study aimed to: a) investigate the effect of 

teacher career motivation on students’ use of motivational, 

cognitive, metacognitive and resource management learning 

strategies; b) determine the role of teacher characteristics on 

students’ use of specific learning strategies and compare this 

effect to that of the effect of student characteristics on student 

use of learning strategies; c) examine the mediating effect of 

learning strategies used on the relationship between student 

gender and student academic performance. To this end, a 

quantitative approach was used to establish the significance of 

statistical relationships between variables under investigation. 

3. Method 

3.1. Participants 

Sixty-six students from a learning development course and 

their 27 instructors participated in the study. The learning and 

development course was a syllabus elective and aimed to 

improve students’ critical thinking, problem-solving and 

decision-making skills. Participants were from a public school 

located in Essex, England. Students were predominantly male 

(62.12%) and ranged in age from 14 – 17 years (M = 15.05; SD 

= 0.98). Thirteen male and 14 female instructors participated. 

Instructors were educated to undergraduate degree level 

(44.44%) with 40.74% indicating post-graduate training. They 

specialized in a range of subjects including the sciences 

(22.22%); arts and humanities (62.96%); mathematics (18.52%) 

and other subjects (18.52%). Instructors contributed to different 

modules on the course based on their area of specialism. 

Teachers ranged in age from 22 – 63 years (M = 40.62; SD = 

10.29) and had an average of 15.83years’ (SD = 11.73) service 

in the profession. The ratio of instructors to students on the 

course was significantly higher than the UK secondary school 

class average of 1: 20.51  

                                                             
1  Education and Skills in Your Area (2012). Department for Education UK. 

www.eductaion.gov.uk/inyourarea/summary.shtml  
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3.2. Measures 

Student Motivation to Learn was measured using the 

81-item Motivation Strategies for Learning Questionnaire - 

MSLQ [36]. The MSLQ was designed to assess college 

students’ motivational orientations and their use of different 

learning strategies. Based on a cognitive view of motivation 

and learning, items include motivational/affective orientation 

components (intrinsic goal orientation, extrinsic goal 

orientation, task value, control of learning beliefs, 

self-efficacy for learning and performance, and task anxiety), 

cognitive and metacognitive learning strategy components 

(rehearsal, elaboration, organization, critical thinking and 

metacognitive self-regulation), and resource management 

strategies (time and study environment, effort regulation, peer 

learning and help seeking). Statements are written in the first 

person whereby students indicate on a seven-point Likert scale 

(1 = not at all true of me to 7 = very true of me) the extent to 

which each statement reflects them. The MSLQ has been 

applied to the assessment of learning and motivation for both 

college [48] [49] [50] and high school students [51] [52] [53] 

in several countries. Psychometric properties indicate good 

construct validity (X
2
/df = 3.49; GFI = .77, AGFI = .73) for all 

scales with scale alpha reliabilities ranging from .52 to .93. 

Instructor Career Motivation was assessed with the 

Orientation to Teaching Survey (OTS) by [54]. Consisting of 

58 items, the OTS was developed to identify motivations of 

teachers choosing their career. The scale targets 10 underlying 

perceptions that teaching: a) is a worthwhile profession; b) is 

an occupation that provides intellectual stimulation; c) 

provides an alternative to previously dissatisfying 

employment; d) provides opportunities to help others; e) 

provides opportunities to work with children; f) is an 

occupation with good working conditions; g) provides varied 

opportunities to work autonomously and with others; h) is an 

easy occupation into which to gain entry; and i) is a good 

career or may provide options for career change or 

advancement. Statements are written in the first person 

whereby teachers indicate on a five-point Likert scale (1 = 

Strongly Disagree to 5 = Strongly Agree) the extent to which 

each statement reflects them. Psychometric properties indicate 

good construct validity (mean GFI = .98, AGFI = .92. RMSR 

= .06) with scale alpha reliabilities of original items ranging 

from .54 to .75 [55]. Table 1 outlines the means, standard 

deviations, reliability alphas and inter-correlations of all 

subscales on the OTS administered to the 27 teachers. 

3.3. Procedure and Analytical Strategy 

Questionnaires were distributed to all instructors who 

contributed to the learning course and all students in 

attendance on the day of data collection. A letter explaining 

study objectives was sent to the Deputy Head Teacher who 

then distributed questionnaires to teachers and students. 

Teachers were asked to read and explain the instructions to 

students and provide further clarifications if needed. Data 

were collected at the end of the 2011 Spring term. Overall 

academic performance data (across all subjects) data were 

obtained from the school archives upon receipt of the 

questionnaires. To ensure anonymity and data protection, 

ethics forms drafted by the school were signed by the 

researchers. 

Table 1. Means, standard deviations, scale alphas and inter-correlations of dimensions of teacher career motivations (OTS) 

 Variables Mean SD Scale Alpha 1 2 3 4 5 6 7 8 9 10 11 

1. Orientations to Teaching Survey (OTS) 2.55 .48 .92 -           

2. Working with children 2.83 .79 .74 .61** -          

3. Worth of teaching 2.75 .69 .75 .87** .47* -         

4. Intellectual stimulation 3.57 .85 .82 .66** .40* .69** -        

5. Ease of entry/work 1.88 .62 .55 .34 -.06 .11 .05 -       

6. Patterns of interaction 2.15 .59 .52 .69** .17 .64** .32 .30 -      

7. Dissatisfaction with other occupation 1.38 .52 .61 .39* .11 .25 -.10 .54** .48* -     

8. Conditions of work 2.97 .79 .73 .56** .16 .35 .31 .25 .18 .18 -    

9. Helping others 3.07  .73 .80 .83** .71** .77** .57** .01 .54** .06 .24 -   

10. Career considerations 2.42 .69 .61 .77** .15 .74** .52** .39* .70** .34 .43* .48* -  

11. Influence of others 1.90 .72 .74 .77** .46* .53** .24 .23 .51** .38 .50** .67** .42* - 

 
ANOVAs, MANOVAs and Ordinary Least Square (OLS) 

Regressions were used to analyze the data. Reference [57] 

simple mediation analysis was used to determine the 

mediating effect of learning strategies on the relationship 

between student gender and academic performance. 

Non-parametric bootstrap coefficient estimates were used to 

generate bias-corrected confidence intervals to determine the 

reliability of the data and the practical effect of significant 

findings [56]. Prior to analysis, all variables were 

mean-centered. Data were analyzed using STATA version 12. 

4. Results 

4.1. Instructor Career Motivation and Student Learning 

Strategies 

Twenty-seven students were randomly selected to match the 

teacher sample. To identify the effect of teacher career 

motivation on student learning strategies, a series of one-way 
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factorial multivariate analysis of variance (MANOVA) were 

conducted using teacher career motivation dimensions as the 

independent variables, and student learning dimensions as the 

dependent variables.  

We further examined the relationship between instructor 

characteristics (age, gender and years of service) and student 

use of learning strategies. OLS regressions revealed that 

instructor gender was a significant predictor of student 

help-seeking (R
2
 = 0.23; β = 0.92; p = .019, 95% confidence 

interval (CI) = 0.17 – 1.67); whilst instructor age (R
2
 = 0.23; β 

= 0.04; p = .045, (CI) = 0.00 – 0.9) and years of service (R
2 
= 

0.23; β = -0.05; p = .050, (CI) = -0.10 – 0.00) were significant 

predictors of student use of peer learning as a strategy. 

Instructor characteristics did not significantly predict student 

use of any motivation or cognitive and metacognitive learning 

strategies. 

Table 2. Between subject effects of teachers motivated by influence of others on student learning strategies  

  Learning Strategies df Mean Square F Sig. Partial Eta Squared 

Motivation 

Intrinsic goal orientation 3 1.38 1.55 .228 .17 

Extrinsic goal orientation 3 3.07 3.66 .027 .32 

Task value 3 0.68 0.86 .478 .10 

Control of learning beliefs 3 0.97 1.15 .351 .13 

Self-efficacy for learning 3 0.98 1.06 .383 .12 

Test anxiety 3 0.67 0.57 .634 .07 

Cognitive and Metacognitive 

Rehearsal 3 2.41 4.65 .011 .38 

Elaboration 3 0.50 0.60 .619 .07 

Organisation 3 0.16 0.15 .926 .02 

Critical thinking 3 0.89 1.33 .290 .15 

Metacognitive self-regulation 3 0.57 1.44 .257 .16 

Resource Management 

Time and study environment 1 2.99 6.96 .014 .22 

Effort regulation 1 7.67 14.74 .001 .37 

Peer learning 1 1.57 2.25 .146 .08 

Help seeking 1 0.95 1.19 .285 .05 

Table 3. Differences between male and female students across motivation to learn strategies 

 t df Sig 
95% Confidence Interval  

Lower Upper 

Intrinsic goal orientation -0.52 64 .602 -0.54 0.31 

Extrinsic goal orientation -0.66 64 .514 -0.69 0.35 

Task value -1.19 64 .239 -0.66 0.17 

Control of learning beliefs -0.51 64 .613 -0.56 0.33 

Self-efficacy for learning 2.01 64 .049 .0.00 0.88 

Test anxiety -2.86 64 .006 -1.12 -1.98 

Rehearsal 0.09 64 .927 -0.38 0.42 

Elaboration -0.28 64 .778 -0.50 0.38 

Organisation -0.50 64 .621 -0.56 0.34 

Critical thinking 1.52 64 .134 -0.09 0.69 

Metacognitive self-regulation 0.01 64 .994 -0.32 0.32 

Time and study environment -0.28 64 .782 -0.40 0.30 

Effort regulation 0.76 64 .447 -0.28 0.62 

Peer learning -0.62 64 .538 -0.60 0.32 

Help seeking -2.16 64 .034 -0.89 -0.04 

 

4.2. Instructor Career Motivation, Student Learning 

Strategies and Academic Performance 

OLS regression analyses were conducted to identify the 

relationship between instructor career motivation, instructor 

characteristics, student learning strategies and student 

academic performance. Results revealed a good model that 

predicted student use of resource management strategies (F (8, 

18) = 2.23; p =.074; R
2
 = 0.50). Instructors who were motivated 

by the influence of others (β = 21.68; p = .030, 95% 

confidence interval (CI) = 2.37 – 40.99), years of service (β = 

0.96; p = .022, 95% (CI) = 0.16 – 1.77), instructor age (β = 

-1.00; p = .007, (CI) = -1.70 – -0.31), and students using 

peer-learning strategies (β = 11.67; p = .006, 95% (CI) = 3.77 

– 19.57) were the best predictors of higher levels of student 

academic performance. Findings indicate that younger and 

earlier career instructors significantly predicted student 

academic performance. Given the moderate sample size, we 

then used non-parametric bootstrapping methodology to test 

the validity of significant predictors based on 20,000 bootstrap 

samples – ten percent of the approximately 200,000 secondary 

school teachers in the UK
2
 [56]. Bootstrap confirmed the 

model was good (R
2
 = 0.51; Root MSE = 11.25). Peer-learning 

strategy (p = .015; Bias = -.099; 95% Bias-Corrected 

Confidence Interval (BC) = 3.13 – 20.91), instructor gender (p 

= .020; Bias = -.252; 95% (BC) = 0.49 – 23.39), instructor age 

                                                             
2 Department of Education UK 
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(p = .009; Bias = -.001; 95% (BC) = -1.61 – -0.22), and 

instructor years of service (p = .021; Bias = -.012; 95% (BC) = 

0.24 – 1.96) were significant predictors of student academic 

performance.  

4.3. Student Characteristics, Learning Strategies and 

Academic Performance 

Using all 66 student cases, we first examined the 

relationship between student gender, age, learning strategies 

and academic performance. OLS regressions revealed gender 

as a significant predictor of academic performance when 

motivation (R
2
 =.21; β = 2.42; p = .019, 95% CI = -1.87 – 

19.58), cognitive and metacognitive (R
2
 =.19; β = 2.06; p 

= .044, 95% CI = 0.24 – 16.18) and resource management 

learning strategies (R
2
 =.18; β = 2.22; p = .030, 95% CI = 0.85 

– 16.66) were included in the model. Further inspection 

revealed significant differences between girls’ and boys’ 

self-efficacy for learning and performance (t(64) = 2.12, p 

=.038), test anxiety (t(64) = -3.24, p =.002), and help-seeking 

(t(65) = -1.99, p =.034). Boys in general were more confident in 

their ability to master a task whilst girls were on average, more 

anxious about test performance and used help-seeking as a 

resource management strategy. There were no significant 

gender differences in use of cognitive and metacognitive 

learning strategies. 

We then examined the mediating effect of learning 

strategies (self-efficacy for learning and performance, test 

anxiety and help-seeking) on the relationship between gender 

and academic performance. OLS regression analysis revealed 

a significant mediating effect of self-efficacy for learning (R
2
 

=.09; β = 1.96; p = .050, 95% CI = -0.34 – 7.67) on the 

relationship between gender and academic performance. 

Given the moderate sample size, we then used non-parametric 

bootstrapping methodology [56] to test the validity of indirect 

effects in simple mediation based on 30,000 bootstrap samples 

- approximately 30% of the 89,683 secondary school student 

population in Essex. Analysis revealed the indirect effect of 

gender on academic performance through self-efficacy for 

learning and performance (mediator) was significant (β = 1.94; 

p = 0.052) with a point estimate of -.004 and a 95% 

bias-corrected bootstrap confidence interval of 2.40 – 17.75. 

There was no significant mediating effect of either test anxiety 

(R
2
 =.09; β = -.17; p = .188, 95% (CI) = -6.83 – 1.37) or 

help-seeking (R
2
 =.08; β = .09; p = .467, 95% (CI) = -0.34 – 

7.67) on the relationship between student gender and 

academic performance.  

A MANOVA revealed there was a significant effect of 

student age group on learning strategies adopted (F (2, 63) =1.79, 

p =.017; Wilks’ λ= 0.42; partial η 2= 0.35). There was a 

significant effect of age on time and study environment (F (2) = 

3.96, p = .024; partial η 2= 0.11) and student effort regulation 

(F (2) = 10.32, p ≤.000; partial η 2= 0.25). Bonferroni post hoc 

tests revealed that for time and study environment, there were 

significant differences between ≤ 14yrs. and 15-16 yrs. age 

groups (T = .47; p = .024) and the ≤ 14yrs. and ≥17yrs. age 

group (T = .87; p = .026). Similarly, for effort regulation, there 

were significant differences between ≤ 14yrs. and 15-16 yrs. 

age groups (T = .83; p ≤ .000) and the ≤ 14yrs. and ≥17yrs. age 

group (T = 1.53; p ≤.000). 

5. Discussion 

5.1. Discussion of Findings 

The role of instructor career motivation in students’ use of 

learning strategies is underexplored. Furthermore, previous 

research documenting the effect of teacher and student 

characteristics on student performance remains inconclusive. 

In this article we report the findings of a small scale 

exploratory study that: a) investigated the effect of instructor 

career motivation on students’ use of motivational, cognitive 

and metacognitive, and resource management learning 

strategies; b) compared the effect of teacher and student 

characteristics on student learning strategies; and c) examined 

the mediating effect of learning strategies on the relationship 

between student gender and academic performance.  

Findings showed that instructors who were motivated to 

pursue their careers by the influence of others (an extrinsic 

motivator) had a significant effect on students’ use of resource 

management strategies, specifically students’ use of effective 

time and study management and effort regulation. This 

supports earlier conceptual arguments that learning strategies 

play a key role in not only helping students assess learning 

tasks but help students to monitor their own learning success 

and adapt accordingly [34]. Effort regulation refers to the 

ability to control and maintain one’s effort to learn in the face 

of distractions and uninteresting tasks. Findings suggest that 

students’ resource management strategies may be influenced 

by teachers who also benefited from these through the 

influence of others.  

Reference [4] found that instructor motivation to teach can 

impact both student attitudes toward a subject as well as 

students’ motivation to engage in subject-relevant learning 

activities. Findings here support their arguments and further 

highlight that not only is effective educational instruction 

achieved when there is a match between instructor teaching 

style and student learning style [58], but that learning 

strategies adopted by students appear to actively mirror 

teacher career motivators. Future research is needed to further 

explore this mirror by investigating the class performance and 

learning strategies of students with similar learning styles to 

those of their teachers compared to that of students and 

teachers with discordant learning styles.  

According to previous research, intrinsically motivated 

teachers will encourage student motivation through the 

incorporation of more effective teaching strategies [14]. In 

contrast, findings here emphasize the importance of extrinsic 

motivators in helping students identify and use learning 

strategies effectively. With previous research also identifying 

incentives as a predictor of student performance [15] there is a 

need to further investigate independent and combined effects 

of other teacher intrinsic and extrinsic motivators on other 

measures of student academic success. Indeed instructor 

career motivation may further shed light on the strategies 
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students adopt to deal with negative school experiences that 

may also affect student academic performance. We therefore 

encourage future researchers to examine the effect of teacher 

career motivation on additional desirable student outcomes. 

Interestingly, the present research generated no significant 

effect of teacher career motivation on student use of cognitive 

and metacognitive learning strategies. This may be partly due 

to the students’ ability as well as the objective of the learning 

development course. It is unclear to what extent student 

cognitive ability may have impacted findings given previous 

assertions that higher-achieving students may be more 

knowledgeable of effective learning strategies [20]. However, 

with the objective of the learning development course being to 

master critical thinking, problem solving and decision-making 

skills, it is feasible to expect that resource management 

strategies may play a more significant role [59]. With a master 

goal orientation, teachers appear to be encouraging strategies 

that sustain student involvement in learning and foster 

increments of learning through effort regulation and study 

time management [16]. 

We further investigated the effect of teacher individual 

characteristics (age, gender, and years of service) on students’ 

use of learning strategies. Male instructors were more likely to 

influence students’ help-seeking whilst younger and early 

career teachers significantly predicted students’ peer learning. 

Whilst results from the current study are in line with previous 

research findings that teacher individual variables play 

significant roles in facilitating student learning [21] [28], they 

do not support research findings that individual teacher 

characteristics influence student motivation [27]. We found no 

significant effect on students’ intrinsic goal orientation, 

extrinsic goal orientation, task value, control beliefs about 

learning or self-efficacy for learning and performance. 

Similarly, teacher individual characteristics played no role in 

students’ use of cognitive and metacognitive learning 

strategies. This may be because the goal emphasis of the class 

was mastery-based. Since our findings showed a learning goal 

orientation and a relative ability goal orientation were more 

related to positive motivational beliefs and higher cognitive 

strategy use [60], resource-management strategies may be a 

more complementary fit to courses with a mastery emphasis.  

In fact the best predictors of students’ performance on the 

learning development course were instructors motivated by 

the influence of others, students using peer-learning strategies, 

instructor age and years of service respectively. This finding 

demonstrates the interaction between teacher career 

motivation and characteristics, and student learning strategies 

in producing desired academic outcomes. Furthermore, with 

teacher career motivation having the largest beta weight, 

results emphasize the need for further research to establish the 

influence of teacher career motivation in student performance 

whilst raising the question: To what extent did teacher career 

motivation influence student academic performance in 

previous studies? 

To compare the effect of the teacher relative to that of the 

student, we examined the relationship between student 

characteristics, learning strategies and academic performance 

and found student gender to be a significant predictor of 

academic performance when motivation, cognitive and 

metacognitive and resource management strategies were used. 

Whereas teacher career motivation and individual 

characteristics influenced students’ use of resource 

management strategies, student gender predicted students’ use 

of motivation (self-efficacy for learning and performance; test 

anxiety), and resource management strategies (help-seeking). 

Similarly student age significantly influenced students’ time 

and study environment and study effort regulation. Students in 

the 14 – 15 year age group were significantly more effective at 

managing their time and study environment as well as 

controlling their effort and attention in the face of distractions 

and uninteresting tasks compared to students two grades 

above them. Findings lead us to conclude that teacher career 

motivation has a similar effect of student age on students’ use 

of resource management strategies, as both play a significant 

role in determining task mastery.  

Finally, we found girls were significantly more anxious 

about test performance and used help-seeking as a resource 

management strategy whilst boys were significantly more 

confident in their ability to master a task. If task achievement 

rather than task mastery is the emphasis of the class, then this 

potentially explains inconsistencies in findings of gender 

differences in academic performance [32] [33] as variability in 

results may be due to the goal orientation of the class rather 

than age-group and study design discrepancies[46]. A further 

test of mediation found self-efficacy for learning and 

performance (a self-appraisal of one’s ability to master a task 

and one’s confidence in one’s ability to perform a task), 

significantly mediated the effect of gender on academic 

performance - thereby confirming that student motivation 

influences gender differences in student success. 

5.2. Limitations 

Although the present study is the first to systematically 

examine the effect of teacher career motivation on students’ use 

of learning strategies, one could argue that the size of the 

teacher sample is relatively small. However, the sample was 

sufficient to help detect statistically significant effects. In 

addition, with the student sample size being moderate, we 

believe that application of the bootstrapping technique validates 

significant findings of the role learning strategies play in the 

relationship between gender and academic performance. 

Furthermore, as previously found by [15], in light of the 

research being conducted in a public school in the UK, we are 

unable to definitively state the extent to which findings can be 

generalized to state school settings or other cultures.  

5.3. Implications 

At a theoretical level, results provide evidence that learning 

strategies adopted by students reflect both the interactionist [1] 

[2] [3] and affective perspectives [4] of learning whereby 

teacher career motivations and characteristics influence 

student approaches to learning as well as student success in 

learning. However, more research is needed to explore other 
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individual teacher characteristics and traits that determine 

students’ use of specific learning strategies in a range of 

contexts. There is ongoing demand for psychometrically 

robust assessments that determine teacher and student 

complementary styles [33] [58]. Based on findings here, we 

too encourage researchers to develop learning style 

inventories that help both students and teachers gain 

awareness and knowledge of their respective approaches to 

learning. Research of this nature will not only generate valid 

assessments but contribute to the development of tailored 

interventions and aides that facilitate learning across subject 

curricula [5] [6]. A psychometrically robust measure will also 

enable the development of models that demonstrate the 

combined interaction effect of teacher and student 

characteristics, teacher and student learning orientations, 

teacher and student motivation in determining student 

learning outcomes. Furthermore, with teacher individual 

variables playing a significant role in student learning 

strategies and academic performance, future work in this field 

should also explore the extent to which these effects are 

maintained over time.  

Finally, findings have implications for the importance of 

class goal orientation in the identification and use of effective 

learning strategies. Given that resource management strategies 

appear to be connected to the mastery orientation of the class, 

it is recommended that future research investigate the degree 

to which goal orientation moderates the effects of both teacher 

and student traits in determining use of specific learning 

strategies and student performance.  

5.4. Conclusion 

There is no evidence of the effect of teacher career 

motivation on student learning strategies and academic success 

despite the extant literature on the importance of teacher 

motivation in learning. Similarly, there is no definitive evidence 

on teacher and student characteristics that determine students’ 

use of specific learning strategies despite the widely accepted 

view that learning strategies help students to learn effectively. 

We found that teachers motivated to pursue their careers by the 

influence of others significantly affected students’ use of 

resource management strategies on a learning development 

course but played no role in students’ use of motivation or 

cognitive and metacognitive learning strategies. For students, 

gender and age were determinants of learning strategies used 

but motivation strategy (self-efficacy for learning and 

performance) mediated the effect of student gender on 

performance. Findings have significant implications for the 

goal emphasis of classes and teacher effectiveness and as such 

reiterate the need to develop learning style assessments that aim 

to match the teachers’ style to that of students’. 
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