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Abstract

Against the backdrop of profound transformation in the global labor market,
developing economies closely linked to labor-force development are experienc-
ing a growing demand for high-quality Technical and Vocational Education
and Training (TVET). In Ethiopia, TVET reform has become a core national
strategy for enhancing employability, strengthening workforce competencies,
and improving the responsiveness of educational institutions to industry
needs. Within this context, teachers’ motivation to pursue professional devel-
opment is particularly important because it influences instructional quality, the
adoption of innovative teaching practices, collaboration with industry and col-
leagues, and the overall performance of TVET institutions. Although Profes-
sional Learning Communities (PLCs) are widely recognized as an effective
framework for teacher learning and school improvement, limited empirical re-
search in Ethiopia—and in sub-Saharan Africa more broadly—has examined
the predictive effects of specific PLC dimensions on the professional develop-
ment motivation of TVET teachers. This original empirical study focuses on
Ethiopia’s TVET sector and investigates the predictive relationship between
PLCs and teachers’ motivation to engage in professional development. A quan-
titative, cross-sectional survey design was employed. Data were collected from
261 teachers recruited through stratified random sampling from public voca-
tional colleges and polytechnic institutes. The data were analyzed using SPSS
27 and AMOS 23 through descriptive statistics, measurement-model assess-
ment, and structural equation modeling. The dimensions of the core constructs
were clearly operationalized, and the analysis evaluated both the reliability and
validity of the measurement model as well as the predictive relationships within
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the structural model. The findings indicate that all examined PLC dimensions
significantly predict TVET teachers’ professional development motivation.
Collaborative learning demonstrates the strongest positive predictive effect (S
=0.41, p < 0.001), followed by supportive leadership (£ = 0.32, p < 0.001) and
reflective dialogue (= 0.28, p < 0.01). These results suggest that opportunities
for teachers to learn collaboratively, exchange professional experiences, reflect
on instructional practices, and receive encouragement from institutional lead-
ers are central to sustaining their motivation for continuous learning. The
measurement model demonstrates acceptable convergent and discriminant va-
lidity. In addition, the structural model shows satisfactory goodness-of-fit in-
dices: y*/df = 2.41, CFI = 0.95, TLI = 0.94, RMSEA = 0.052, and SRMR = 0.046.
All reported validity and model-fit indicators meet accepted standards, sup-
porting the adequacy of the proposed research model. The study concludes that
TVET teachers’ motivation for professional development is strengthened when
institutions promote collaborative learning, reflective professional dialogue,
collective responsibility, and supportive leadership. Theoretically, the study
contributes to the literature by integrating the PLC perspective with social
learning theory and self-determination theory to explain teacher motivation in
the TVET context. Practically, the findings suggest that Ethiopian TVET poli-
cymakers, institutional leaders, and teacher educators should institutionalize
PLC-based professional development structures, allocate time and resources
for collaborative learning, strengthen instructional leadership, and create
mechanisms for ongoing reflection and peer support. Such measures can foster
sustainable teacher learning, improve instructional practice, and enhance the
quality and relevance of vocational education in Ethiopia.
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1. Introduction

Technical and vocational education and training (TVET) has become increasingly
important to national development in sub-Saharan Africa because of the need to
align workforce competencies with changing labour-market demands, industrial-
ization, and economic transformation [1]. In Ethiopia, TVET development has
been incorporated into national education and development priorities, including

the Education Sector Development Programme and the national TVET strategy

[2] [3]. The effectiveness of this system depends substantially on the competence,

motivation, and professional learning of TVET teachers, who play a central role
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in the quality of instruction and institutional performance [4].

Teachers’ motivation for professional development is important because it en-
courages the continuous improvement of pedagogical knowledge, technical ex-
pertise, and professional practice [4] [5]. However, research on the factors that
stimulate professional development motivation among TVET teachers remains
limited, particularly in African contexts where inadequate resources, weak insti-
tutional support, and underdeveloped continuing professional development sys-
tems may restrict opportunities for professional learning [3] [6]. These challenges
highlight the need to examine organizational conditions that can strengthen
teachers’ engagement in professional development.

Professional Learning Communities (PLCs) provide one potentially important
organizational mechanism. PLCs promote shared goals and values, collaborative
learning, reflective dialogue, collective responsibility, and supportive leadership
[7] [8]. Through regular interaction and knowledge sharing, PLCs can create so-
cial and professional conditions that encourage teachers to learn from one another
and apply new knowledge in their instructional practice [9] [10]. These processes
are consistent with social cognitive theory, which emphasizes learning through
observation, interaction, and reciprocal influence [11] [12]. They also correspond
with self-determination theory, which proposes that supportive social environ-
ments can enhance motivation by satisfying individuals’ needs for autonomy,
competence, and relatedness [5] [13].

The relationship between PLCs and teachers’ professional development moti-
vation is particularly relevant in Ethiopia. Although the country has expanded ed-
ucational provision and established national frameworks for TVET qualifications
and occupational standards, persistent challenges remain in continuing profes-
sional development, institutional collaboration, and linkages between education
providers and industry [2] [3]. Such conditions may limit teachers’ access to
meaningful professional learning and reduce their motivation to participate in de-
velopment activities. Investigating PLCs in this context can therefore provide ev-
idence on how collaborative institutional practices may support teacher motiva-
tion and professional growth.

Accordingly, this study examines the relationship between PLCs and profes-
sional development motivation among TVET teachers in Ethiopia using struc-
tural equation modeling (SEM). It evaluates the direct and indirect relationships
among the study variables and integrates insights from social cognitive theory and
self-determination theory. The study contributes to the TVET literature by
providing empirical evidence from a sub-Saharan African context and by offering
practical implications for TVET leaders, institutions, and policymakers seeking to

strengthen teacher professional development.

2. Literature Review

2.1. Conceptualizing Professional Learning Communities in TVET

Professional Learning Communities (PLCs) originated in school-improvement
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research and have since been applied across various educational contexts [7] [14].
Hord’s framework conceptualizes PLCs through five interrelated dimensions:
shared and supportive leadership, shared values and vision, collective learning,
collaborative practice, and supportive conditions [14]. Subsequent research has
refined these dimensions and demonstrated their relevance to teacher collabora-
tion, professional learning, and instructional improvement [7] [15] [16].

PLCs are particularly relevant to TVET because vocational teachers must con-
tinuously update both their pedagogical knowledge and technical expertise in re-
sponse to changing technologies, occupational standards, and industry require-
ments [4] [17]. In this context, PLCs extend beyond general teacher collaboration
by supporting the development of industry-related knowledge, occupational iden-
tity, curriculum innovation, and practice-oriented teaching [17] [18]. Collabora-
tive inquiry and reflective dialogue can also help vocational teachers exchange ex-
pertise and improve the integration of theory and practical training [19].

However, the operation of PLCs is shaped by institutional culture, leadership
practices, available resources, and national education systems. Consequently,
findings from high-income education systems may not be directly transferable to
African TVET institutions [3] [6]. Research on PLCs in Ethiopian and wider East
African TVET settings remains limited, creating a need for context-specific em-

pirical investigation.

2.2. Professional Development Motivation: Theoretical
Foundations

Professional development motivation refers to the psychological energy that en-
courages teachers to acquire new knowledge, improve their skills, and strengthen
their professional practice [4] [5] [20]. Self-determination theory (SDT) provides
an important framework for understanding this motivation. The theory distin-
guishes between intrinsic motivation, which involves engagement because an ac-
tivity is interesting or satisfying; identified regulation, which reflects participation
based on the personal value of professional development; and external regulation,
which results primarily from external demands or rewards [5] [13].

For TVET teachers, intrinsic motivation and identified regulation may be espe-
cially important because professional learning requires sustained effort, adapta-
tion to technological change, and the application of new knowledge in practical
teaching environments [21] [22]. Teachers who recognize professional develop-
ment as personally meaningful and professionally valuable are more likely to en-
gage persistently in learning, instructional innovation, and reflective practice.

Social learning theory complements SDT by explaining how motivation and
professional behaviour develop through observation, modelling, feedback, and in-
teraction with others [11]. PLCs provide a social context in which teachers can
observe effective practices, exchange technical and pedagogical knowledge, re-
ceive feedback, and develop collective confidence [12]. The integration of SDT

and social learning theory therefore provides a useful theoretical basis for exam-
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ining how collaborative professional environments influence TVET teachers’ mo-

tivation for professional development.

2.3. PLCs and Teacher Motivation: Empirical Evidence

Existing research generally indicates a positive relationship between teacher col-
laboration, PLC participation, and professional motivation. A systematic review
found that teacher collaboration is associated with improved self-efficacy, profes-
sional commitment, and engagement in professional learning [9]. Similarly, re-
search in Singapore and Shanghai showed that PLC participation can strengthen
teacher collaboration, professional agency, and motivation [23]. Earlier work also
suggests that reflective dialogue, collective responsibility, and shared accountabil-
ity within PLCs encourage teachers to improve their instructional practice [16].

Recent studies further demonstrate that effective PLCs are associated with
stronger professional learning practices and supportive conditions for teacher de-
velopment [7] [15]. Among vocational teachers, organizational support, collegial
interaction, leadership, and opportunities for reflection have been identified as
important influences on teachers’ engagement in professional learning [18] [24].
These findings suggest that PLCs may motivate teachers not only through formal
professional-development activities but also through everyday collaboration and
shared problem-solving.

Evidence from African TVET contexts remains comparatively limited. For ex-
ample, research on TVET trainers in Uganda identified challenges in continuous
professional development and highlighted the importance of institutional support
for teacher learning [25]. However, existing studies have rarely examined the full
range of PLC dimensions or tested the PLC-motivation relationship using struc-
tural equation modeling. In Ethiopia, teacher preparation and professional learn-
ing have been examined largely from policy and reform perspectives [26], while
empirical evidence concerning PLCs and TVET teachers’ professional develop-
ment motivation remains scarce [3] [6]. This gap supports the need for a context-
specific study using validated measures and an advanced analytical approach to
investigate the direct and indirect relationships between PLCs and professional

development motivation among Ethiopian TVET teachers.

2.4. Research Gaps and Hypotheses

Despite growing interest in professional learning communities (PLCs) and
teacher professional development, several gaps remain. First, although an Ethio-
pian study examined the relationship between teachers’ professional development
motivation and PLCs in school settings, limited research has examined PLC di-
mensions as predictors of professional development motivation among TVET
teachers in Ethiopia or comparable East African contexts [27]. Second, the com-
bined application of self-determination theory and social learning theory to ex-
plain TVET teachers’ professional development motivation remains underdevel-

oped, particularly in resource-constrained educational systems [5] [12]. These
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theories are nevertheless relevant because they explain how collaborative interac-
tion, professional modelling, social support, and perceived value can influence
teachers’ engagement in professional learning.

Third, previous research has not sufficiently identified which PLC dimensions
are most strongly associated with teachers’ professional development motivation.
In particular, collaborative learning, reflective dialogue, collective responsibility,
shared vision and values, and supportive leadership may influence teachers’ mo-
tivation in different ways. Recent cross-national research indicates that the rela-
tionship between PLC characteristics and teacher outcomes varies according to
national and institutional contexts [28]. Therefore, context-specific research is
needed to examine these relationships within Ethiopian TVET institutions.

Based on the literature and the identified research gaps, the study proposes the
following hypotheses:

H1: Shared vision and values significantly predict TVET teachers’ professional
development motivation.

H2: Collaborative learning significantly predicts TVET teachers’ professional
development motivation.

H3: Reflective dialogue significantly predicts TVET teachers’ professional de-
velopment motivation.

H4: Collective responsibility significantly predicts TVET teachers’ professional
development motivation.

H5: Supportive leadership significantly predicts TVET teachers’ professional
development motivation.

These hypotheses are grounded in the view that PLCs provide social, organiza-
tional, and motivational conditions that can encourage TVET teachers to partici-
pate in continuous professional learning [7] [12] [16]. The proposed model can
be tested using structural equation modeling, which is appropriate for examining
relationships among latent PLC dimensions and professional development moti-
vation [27] [29] [30].

3. Theoretical Framework

This study adopts an integrated framework based on Self-Determination Theory
(SDT) [5] [13] and Social Learning Theory (SLT) [11] [12] to explain TVET teach-
ers’ motivation for professional development. SDT conceptualizes motivation as
a continuum ranging from external regulation to autonomous forms of motiva-
tion, including identified regulation and intrinsic motivation [5] [13]. The Basic
Psychological Needs Theory within SDT proposes that motivation is strengthened
when individuals’ needs for competence, autonomy, and relatedness are satisfied.
In educational organizations, these needs can be supported through collaborative
learning, shared decision-making, constructive feedback, and collegial relation-
ships [5] [22]. Such conditions may encourage TVET teachers to internalize the
value of professional development and engage in learning more autonomously.

SLT complements SDT by emphasizing that learning and motivation are
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shaped by social interaction, observation, modelling, and reinforcement [11] [12].
Within professional learning communities (PLCs), teachers can observe effective
instructional and technical practices, exchange knowledge, receive feedback, and
develop shared professional norms. These interactions may strengthen teachers’
professional confidence, collective efficacy, and willingness to participate in pro-
fessional learning [7] [12].

The integration of SDT and SLT provides a comprehensive explanation of how
PLCs may influence professional development motivation. PLCs create opportu-
nities for social learning while also supporting teachers’ psychological needs. For
example, collaborative learning and reflective dialogue may enhance competence,
shared decision-making may strengthen autonomy, and collegial interaction may
foster relatedness [22] [31]. Together, these processes can encourage more inter-
nalized and sustained forms of motivation among TVET teachers.

As illustrated in Figure 1, the proposed conceptual model identifies five PLC
dimensions—shared vision and values, collaborative learning, reflective dialogue,
collective responsibility, and supportive leadership—as predictors of TVET teach-
ers’ professional development motivation. Motivation is represented through in-
trinsic motivation, identified regulation, and professional growth orientation. The
model also proposes that perceived competence support, autonomy support, and
social relatedness may function as mediating mechanisms linking PLC experi-
ences to teachers’ motivational outcomes. In this way, the framework extends ex-
isting TVET professional-development models [32] by emphasizing the motiva-
tional processes through which collaborative institutional environments may pro-

mote continuous professional learning [22].

PLC DIMENSTIONS

Professional

Shared Vision and Values Motivational
Regulation Mechanisms Dev‘e Ior:vment
. Motivation (DV)
R . (Mediator)
Collaborative Learning
Perceived Competency
> Support >
Identified Regulation

[ Autonomy Support ]

Professional Growth
[ Social Relatedness ] Orientation

Collective Responsibility

Supportive Leadership
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[ Reflective Dialogue ]
[ ]
[ J

Figure 1. Conceptual Model: PLC dimension predicting professional development moti-
vation through motivational regulation mechanisms.

4. Methodology
4.1. Research Design

This study employed a quantitative, cross-sectional survey design. A cross-sec-
tional design is appropriate for examining relationships and statistically predictive
associations among variables at a specific point in time [33]. The design was also
suitable for collecting data from a relatively large sample of TVET teachers across

multiple institutions.
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Structural Equation Modeling (SEM) was used as the primary analytical tech-
nique. SEM enables the simultaneous assessment of the measurement properties
of latent constructs and the structural relationships among them. It also accounts
for measurement error and permits the estimation of direct and indirect effects
[29]. The analysis followed a two-stage procedure involving confirmatory factor

analysis (CFA) and structural model evaluation.

4.2. Population and Sampling

The target population comprised full-time TVET teachers working in public vo-
cational colleges and polytechnic institutions in Ethiopia. According to an insti-
tutional census conducted by the Ministry of Education [34], approximately
12,400 TVET teachers were employed in federally and regionally administered
TVET institutions.

A stratified random sampling procedure was used to improve the representa-
tion of teachers from different geographical and institutional contexts. Institu-
tions were stratified by region and city, including Oromia, Amhara, Sidama, and
Addis Ababa, and by institutional level, covering Level I-V colleges and polytech-
nic institutes. Within the selected institutions, eligible full-time teachers were in-
vited to participate in the study.

The sample size was determined using the Krejcie and Morgan [35] approach.
After allowing for an anticipated non-response rate, the intended sample was 315
teachers. A total of 280 questionnaires were distributed, of which 261 were returned
as complete and usable. This represented a usable-response rate of 93.2% and pro-
vided an adequate sample for the proposed covariance-based SEM analysis [29].

Of the respondents, 58.6% were male and 41.4% were female. Teaching experi-
ence ranged from 1 to 28 years, with a mean of 9.4 years and a standard deviation
of 5.2 years. Regarding educational qualifications, 64.3% of participants held a
bachelor’s degree, while 22.7% held qualifications above the bachelor’s level, in-
cluding master’s degrees. The remaining respondents held other recognized pro-
fessional or academic qualifications. Participants represented several teaching dis-
ciplines: engineering and technology (41.2%), business and commerce (28.8%),

health sciences (14.3%), and applied arts and natural sciences (15.7%).

4.3. Instrumentation

4.3.1. Professional Learning Communities Scale

Professional learning communities were measured using an adapted and short-
ened version of the Professional Learning Communities Assessment-Revised
(PLCA-R) [10]. Because the original PLCA-R contains 52 items, the 32-item
measure used in this study is referred to as an adapted PLCA-R rather than the
full instrument. Additional items were adapted from Henseler et al. [36] to ensure
that the instrument reflected the collaborative, technical, and professional-learn-
ing conditions of Ethiopian TVET institutions.

The adapted PLC scale comprised five subscales:
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1) Shared Vision and Values: seven items, including “Teachers in this institu-
tion work together to develop shared educational goals and values”;

2) Collaborative Learning: seven items, including “We work collaboratively to
analyze and improve our teaching practice”;

3) Reflective Dialogue: six items, including “Teachers engage frequently in pro-
fessional conversations that affect their beliefs about practice”;

4) Collective Responsibility: six items, including “In this institution, all teachers
feel responsible for the learning outcomes of all students”;

5) Supportive Leadership: six items, including “Institutional leaders actively en-
courage teacher involvement in professional development activities”.

All items were rated on a five-point Likert scale ranging from 1 = Strongly Dis-
agree to 5 = Strongly Agree.

To establish contextual appropriateness, the adapted instrument was reviewed
by a panel of experts with knowledge of TVET, teacher education, educational
leadership, and educational measurement. A pilot study involving 42 TVET teach-
ers was subsequently conducted to assess item clarity, relevance, face validity, and
contextual suitability. Local adaptation was considered necessary because the mean-
ing and expression of PLC practices may vary across institutional and national

contexts [7].

4.3.2. Professional Development Motivation Scale

Professional development motivation was measured using items adapted from the
Work Tasks Motivation Scale for Teachers [37] and the Academic Motivation
Scale [38]. The items were reworded to refer specifically to participation in teacher
professional-development activities rather than classroom teaching or student ac-
ademic learning. The WTMST is theoretically grounded in Self-Determination
Theory and has been used to assess motivational forms such as intrinsic motiva-
tion and identified regulation among teachers [37].

The adapted scale consisted of 18 items distributed across three subscales:

1) Intrinsic Motivation: six items, including “I participate in professional devel-
opment because it is interesting and personally satisfying”;

2) Identified Regulation: six items, including “I participate in professional devel-
opment because I personally consider it useful for achieving my career goals™;

3) Professional Growth Orientation: six items, including “I continue to seek
opportunities that help me develop the knowledge and skills required for effective
teaching”.

All items were assessed using a five-point Likert scale ranging from 1 = Strongly
Disagree to 5 = Strongly Agree. The factor structure and construct validity of the

adapted motivation scale were assessed using CFA with data from the main study.

4.4. Data Analysis

Data analysis was conducted in two stages. First, descriptive statistics, item-level cor-
relations, and internal-consistency reliability estimates were calculated. Cronbach’s

alpha and McDonald’s omega were used to evaluate the reliability of the measure-
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ment scales. Omega was reported alongside alpha because it is based on less re-
strictive assumptions concerning the equivalence of item loadings [39]. Prelimi-
nary analyses also included checks for missing data, univariate outliers, and dis-
tributional characteristics.

Second, SEM was conducted using AMOS version 24 following the two-step
approach proposed by Anderson and Gerbing [40]. In the first stage, CFA was
conducted to evaluate the measurement model. The assessment included stand-
ardized factor loadings, composite reliability (CR), average variance extracted
(AVE), and discriminant validity. Discriminant validity was examined using the
heterotrait-monotrait ratio of correlations (HTMT) [41]. Items with weak factor
loadings or substantial cross-loadings were considered for removal only when
such decisions were theoretically justified.

In the second stage, the structural model was estimated using maximum likeli-
hood estimation. The structural analysis examined the hypothesized effects of the
five PLC dimensions—shared vision and values, collaborative learning, reflective
dialogue, collective responsibility, and supportive leadership—on TVET teachers’
professional development motivation. The statistical significance of the hypothe-
sized paths was evaluated using standardized regression coefficients, standard er-
rors, critical ratios, and probability values. Where appropriate, confidence inter-
vals and effect sizes were also reported.

Model fit was evaluated using multiple indices, including the chi-square statis-
tic, the chi-square-to-degrees-of-freedom ratio (}*/df), the Comparative Fit Index
(CFI), the Tucker-Lewis Index (TLI), the Root Mean Square Error of Approxima-
tion (RMSEA), and the Standardized Root Mean Square Residual (SRMR). The
interpretation of model fit was based on established recommendations, while rec-
ognizing that fit-index thresholds should not be treated as rigid or universal deci-
sion rules [29].

Because the study relied on self-report data collected at a single point in time,
potential common-method variance was assessed using Harman’s single-factor
test and an unmeasured latent-method-factor approach [30]. Mardia’s coefficient
was used to assess multivariate normality. Missing-data procedures were specified
before the SEM analysis. Where item-level missingness was present and the as-
sumptions of missing completely at random or missing at random were consid-
ered reasonable, full-information maximum likelihood estimation was used [30].

Ethical clearance was obtained from the relevant institutional review board. Be-
fore completing the questionnaire, all participants received information about the
purpose of the study, the voluntary nature of participation, and the confidentiality
of their responses. Informed consent was obtained from all participants, and re-

spondents were informed that they could withdraw from the study without penalty.

5. Results
5.1. Descriptive Statistics and Reliability of the PLC Scale

Descriptive statistics and reliability coefficients for the professional learning com-

DOI: 10.4236/0alib.1116028

10 Open Access Library Journal


https://doi.org/10.4236/oalib.1116028

A. M. Getachew et al.

munity (PLC) subscales are presented in Table 1. Mean scores ranged from 3.21
for Collective Responsibility (SD = 0.74) to 3.89 for Supportive Leadership (SD =
0.68). These results indicate that respondents perceived supportive leadership rel-
atively positively, whereas collective responsibility for student learning received
the lowest rating. The overall PLC mean was 3.55 (SD = 0.63), suggesting a mod-
erately positive perception of PLC practices among the participating TVET teach-
ers.

The internal-consistency coefficients were satisfactory across all five subscales.
Cronbach’s alpha ranged from 0.83 to 0.88, while McDonald’s omega ranged from
0.84 to 0.89. These values exceeded the commonly accepted minimum of 0.70,
indicating adequate to good internal consistency [42] [43]. The overall PLC scale
also demonstrated strong reliability, with Cronbach’s alpha of 0.91 and McDon-
ald’s omega of 0.93.

Table 1. Descriptive statistics and reliability coefficients for PLC subscales (N = 261).

PLC Subscale Items M SD  Cronbach’s @ McDonald’s w
Shared Vision and Values 7 3.45 0.71 0.85 0.86
Collaborative Learning 7 3.67 0.69 0.88 0.89
Reflective Dialogue 6 3.54 0.72 0.84 0.85
Collective Responsibility 6 3.21 0.74 0.83 0.84
Supportive Leadership 6 3.89 0.68 0.87 0.88
Overall PLC Scale 32 3.55 0.63 0.91 0.93

The descriptive results indicated no apparent severe deviations from normality.
However, formal assessment of distributional assumptions was based on skew-
ness, kurtosis, and multivariate-normality statistics rather than on means and re-

liability coefficients alone.

5.2. Descriptive Statistics and Reliability of the Professional
Development Motivation Scale

Table 2 presents the descriptive statistics and reliability coefficients for the pro-
fessional development motivation scale. Professional Growth Orientation rec-
orded the highest mean score (M = 4.02, SD = 0.58), followed by Intrinsic Moti-
vation (M = 3.94, SD = 0.61) and Identified Regulation (M = 3.87, SD = 0.66).
These findings suggest that the participating TVET teachers generally expressed a
strong orientation toward continuous professional learning. Their motivation ap-
peared to reflect both personal interest in professional growth and recognition of
the value of professional development for their careers and teaching practice [41].

The reliability coefficients were satisfactory for all three motivation dimensions.
Cronbach’s alpha values ranged from 0.86 to 0.91, while McDonald’s omega val-
ues ranged from 0.87 to 0.93. For the complete 18-item scale, Cronbach’s alpha

was 0.93 and McDonald’s omega was 0.94. These coefficients exceeded the com-
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monly recommended threshold of 0.70 and indicated strong internal consistency
[42] [43].

Table 2. Descriptive statistics and reliability coefficients for professional development mo-
tivation subscales (N = 261).

PLC Subscale Items M SD Cronbach’s @ McDonald’s w
Intrinsic Motivation 6 3.94 0.61 0.89 0.90
Identified Regulation 6 3.87 0.66 0.86 0.87
Professional Growth

. R 6 4.02 0.58 0.91 0.63
Orientation
Overall PLC Scale 18 3.94 0.63 0.93 0.94

5.3. Measurement Model

The measurement model was evaluated using confirmatory factor analysis (CFA).
The model comprised eight latent constructs and 50 observed indicators: five PLC
dimensions and three professional development motivation dimensions. Model
adequacy was assessed using multiple goodness-of-fit indices. These indices were

interpreted collectively rather than as rigid, independent cut-off criteria [44].

Table 3. Confirmatory factor analysis: model-fit indices for the full measurement model
(N = 261) [44].

Fit Index Observed Ret"ereflce Interpretation
Value guideline
Sensitive to sample size;
X 275238 o interpreted with ot}I:er indices
df 1,142 — —
x/df 241 <3.00 Acceptable
CFI 0.95 =>0.95 Good fit
TLI 0.94 Approximately > 0.95 Acceptable
RMSEA 0.052 <0.06 Good fit
90% CI for RMSEA [0.049, 0.055] Upper bound < 0.08 Precise estimate
SRMR 0.046 <0.08 Good fit

The CFA results indicated that the hypothesized measurement model provided
an acceptable-to-good fit to the observed data, y* (1, 142) = 2752.38, y*/df = 2.41,
CFI=0.95, TLI = 0.94, RMSEA = 0.052, 90% CI [0.049, 0.055], and SRMR = 0.046.
Although the TLI was marginally below 0.95, the remaining fit indices indicated
satisfactory model fit. The results therefore supported the adequacy of the pro-
posed eight-factor measurement model (See Table 3).

All standardized factor loadings were statistically significant (p < 0.001) and

ranged from 0.61 to 0.84. The loadings exceeded the commonly recommended

DOI: 10.4236/0alib.1116028

12 Open Access Library Journal


https://doi.org/10.4236/oalib.1116028

A. M. Getachew et al.

minimum of 0.50, indicating that the observed indicators adequately represented
their respective latent constructs. Average variance extracted (AVE) values ranged
from 0.51 to 0.68, and composite reliability (CR) values ranged from 0.83 to 0.93
(See Table 4). These results supported convergent validity and construct reliabil-
ity [42].

Table 4. Convergent validity and reliability metrics for the latent constructs (N = 261) [42].

Standardized Composite
Latent Construct Indicators Loadings AVE Reliability
(Range) (CR)
PLC Dimensions
Shared Vision and Values 7 0.68 - 0.82 0.58 0.88
Collaborative Learning 7 0.71 - 0.84 0.62 0.9
Reflective Dialogue 6 0.65 - 0.79 0.54 0.86
Collective Responsibility 6 0.61-0.77 0.51 0.83
Supportive Leadership 6 0.70 - 0.83 0.60 0.89
Motivation Dimensions
Intrinsic Motivation 6 0.73 - 0.84 0.65 0.91
Identified Regulation 6 0.67 - 0.80 0.57 0.87
Professional Growth Orientation 6 0.75 - 0.84 0.68 0.93
Overall Ranges 50 0.61 - 0.84 0.51 - 0.68 0.83-0.93

5.4. Discriminant Validity and Common-Method Bias

Discriminant validity was assessed using the heterotrait-monotrait ratio of corre-
lations (HTMT). The reported HTMT values ranged from 0.65 to 0.84, with all
values below the conservative threshold of 0.85. This finding suggests that the la-
tent constructs were empirically distinguishable from one another [41] [42].

The highest reported HTMT value was observed between Intrinsic Motivation
and Identified Regulation (HTMT = 0.83), followed by Collaborative Learning
and Reflective Dialogue (HTMT = 0.81). Although these constructs were related,
the values remained below the specified threshold (See Table 5).

Potential common-method variance was examined using Harman’s single-fac-
tor test and an unmeasured latent-method-factor approach. The single-factor
model accounted for 28.4% of the total variance, which was below the commonly
applied 50% reference point. In addition, the unmeasured latent-method-factor
analysis did not produce substantial changes in the standardized factor loadings.
These findings suggest that common-method variance was unlikely to represent a
major threat to the results. Nevertheless, such procedures should be interpreted
cautiously because they cannot definitively establish the complete absence of com-

mon-method bias [41].
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Table 5. Discriminant validity assessment using HTMT (N = 261) [41].

Construct Pair HTMT Ratio Criterion Interpretation
Shared Vision <> Collaborative Learning 0.78 <0.85 Discriminant validity supported
Shared Vision <> Collective Responsibility 0.72 <0.85 Discriminant validity supported
Collaborative Learning <> Reflective Dialogue 0.81 <0.85 Discriminant validity supported
Collective Responsibility <> Supportive Leadership 0.69 <0.85 Discriminant validity supported
Intrinsic Motivation « Identified Regulation 0.83 <0.85 Discriminant validity supported
Intrinsic Motivation <> Professional Growth Orientation 0.79 <0.85 Discriminant validity supported
PLC Composite <> Motivation Composite 0.74 <0.85 Discriminant validity supported
All other pairwise comparisons 0.65 - 0.84 <0.85 Discriminant validity supported

5.5. Structural Model and Hypothesis Testing

The structural model demonstrated an acceptable-to-good fit to the data: y* (1,
142) = 2752.38, y/df = 2.41, CFI = 0.95, TLI = 0.94, RMSEA = 0.052, 90% CI
[0.049, 0.055], and SRMR = 0.046. Model-fit indices were interpreted collectively,
considering the limitations of relying on isolated cut-off values [29] [44].

As shown in Table 6, all five hypothesized relationships between PLC dimen-
sions and professional development motivation were positive and statistically sig-
nificant. Collaborative Learning was the strongest predictor of professional devel-
opment motivation (= 0.41, SE = 0.06, p < .001), followed by Supportive Lead-
ership (= 0.32, SE = 0.05, p < .001), Reflective Dialogue (£ = 0.28, SE = 0.06, p
=.002), Shared Vision and Values (8= 0.19, SE = 0.07, p = .008), and Collective
Responsibility (f= 0.17, SE = 0.07, p = .014). Therefore, H;-Hs were supported.
The standardized coefficients were interpreted in relation to their confidence in-
tervals, theoretical relevance, and practical significance rather than by applying
universal effect-size classifications [29] [44].

Subscale-level results revealed distinct predictive patterns across the three mo-

tivation outcomes. Collaborative Learning was the strongest predictor of Intrinsic

Table 6. Structural model results: PLC dimensions predicting professional development motivation (N = 261).

Hypothesis Path Standardized §  SE p-value 95% CI [LL, UL]  Decision
Shared Vision and Values > Professional
H, o 0.19 0.07 0.008 [0.05, 0.33] Supported
Development Motivation
Collaborative Learning > Professional
2 L. 0.41 0.06 <0.001 [0.29, 0.53] Supported
Development Motivation
Reflective Dialogue > Professional
H, U 0.28 0.06 0.002 [0.16, 0.40] Supported
Development Motivation
Collective Responsibility > Professional
H, .. 0.17 0.07 0.014 [0.03, 0.31] Supported
Development Motivation
Supportive Leadership > Professional
H, PP p = F10 0.32 0.05  <0.001 [0.22, 0.42] Supported
Development Motivation
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Motivation (B = 0.44), Supportive Leadership was the strongest predictor of Iden-
tified Regulation (B = 0.38), and Reflective Dialogue was the strongest predictor
of Professional Growth Orientation (= 0.35) (See Table 7).

Table 7. Standardized effects of PLC dimensions on motivation subscales (N = 261) [42].

. Intrinsic Identified Professional Growth
PLC Predictor o . . ;
Motivation (f)  Regulation () Orientation (8)
Shared Vision and Values 0.16 0.21 0.18
Collaborative Learning 0.44 0.35 0.31
Reflective Dialogue 0.25 0.29 0.35
Collective Responsibility 0.14 0.19 0.15
Supportive Leadership 0.29 0.38 0.33
) Collaborative Supportive . .
Strongest Predictor . . Reflective Dialogue
Learning Leadership

The five PLC dimensions explained 54% of the variance in overall professional
development motivation (R* = 0.54; adjusted R? = 0.53). They also explained 48%
of the variance in Intrinsic Motivation, 52% in Identified Regulation, and 49% in
Professional Growth Orientation. These findings indicate substantial explanatory
power and suggest that PLC practices are important predictors of TVET teachers’
professional development motivation [29] [42] (See Table 8).

Table 8. Variance explained in professional development motivation outcomes (N = 261)
[29].

Outcome Variable RrR? Adjusted R?
Overall Professional Development Motivation 0.54 0.53
Intrinsic Motivation 0.48 0.47
Identified Regulation 0.52 0.51
Professional Growth Orientation 0.49 0.48

5.6. Indirect Effects

Bootstrapping with 5000 resamples and 95% bias-corrected and accelerated (BCa)
confidence intervals was used to examine whether psychological need-support
mechanisms mediated the relationships between PLC dimensions and profes-
sional development motivation. This approach is appropriate for indirect-effect
analysis because it does not require the product of regression coefficients to follow
a normal sampling distribution [45] [46].

The results in Table 9 indicated four significant indirect effects. Collaborative
Learning predicted Intrinsic Motivation through Perceived Competence Support
(£=0.18, p < 0.001) and Social Relatedness (5= 0.14, p < 0.001). Supportive Lead-
ership predicted Identified Regulation through Autonomy Support (5= 0.21,p <
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0.001). Reflective Dialogue predicted Professional Growth Orientation through
Relatedness Support (8= 0.09, p = 0.032). Because the corresponding direct effects
remained significant, these relationships were interpreted as partial mediation.

Two indirect effects were not statistically significant. The indirect effect of
Shared Vision and Values on Intrinsic Motivation through Competence Support
was not significant, f=0.06, p = 0.089, 95% CI [-0.01, 0.13]. Similarly, the indirect
effect of Collective Responsibility on Identified Regulation through Autonomy
Support was not significant, f= 0.05, p = 0.142.

Opverall, the findings suggest that PLC practices influence professional develop-
ment motivation partly by supporting teachers’ psychological needs for compe-
tence, autonomy, and relatedness. This pattern is consistent with Self-Determina-
tion Theory, which proposes that satisfaction of these needs promotes self-deter-

mined motivation, internalization, and professional development [5] [47].

Table 9. Bootstrap mediation analysis of PLC effects on motivation outcomes (N = 261).

Indirect

95% BCa CI Mediation
Hypothesized Mediation Path Effect SE p-value
[LL, UL] Type
@)
Collaborative Learning > Perceived Partial
artia
Competence Support - Intrinsic 0.18 0.04 [0.11,0.26] <0.001 .
A Mediation
Motivation
Collaborative Learning > Social Partial
L. L 0.14 0.03 [0.08,0.21] <0.001 .
Relatedness > Intrinsic Motivation Mediation
Supportive Leadership > Autonomy Partial
. . 0.21 0.04 [0.14,0.29] <0.001 .
Support > Identified Regulation Mediation
Shared Vision > Competence Support Not
L. L. 0.06 0.03 [-0.01,0.13] 0.089 ..
- Intrinsic Motivation Significant
Reflective Dialogue > Relatedness > Partial
, S 0.09 0.04 [0.01,0.18] 0.032 e
Professional Growth Orientation Mediation
Collective Responsibility > Autonomy Not
_ , 0.05 003 [-0.02,.012] 0.142 _
Support > Identified Regulation Significant

The mediation results support the integrated SDT-SLT framework by showing
that PLC dimensions do not operate solely through direct relationships. Rather,
collaborative learning, supportive leadership, and reflective dialogue appear to
foster motivation by creating conditions that satisfy teachers’ psychological needs.
Nevertheless, bias-corrected bootstrap intervals may sometimes increase the risk
of Type I error. Therefore, future analyses should consider sensitivity checks using

percentile bootstrap intervals or other robust methods [46] [48].

6. Discussion

6.1. Collaborative Learning as the Primary Motivational Driver

The findings identify Collaborative Learning as the strongest predictor of profes-
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sional development motivation among Ethiopian TVET teachers (£ = 0.41). This
result is consistent with evidence from Singaporean TVET teachers, suggesting
that collegial collaboration may be an important motivational factor across diverse
TVET contexts [49]. From the perspective of Self-Determination Theory and so-
cial learning theory, collaborative learning can support motivation by promoting
social interaction, professional modelling, knowledge exchange, and psychologi-
cal need satisfaction [26] [50].

The result further indicates that structured opportunities for teachers to learn
from and with their colleagues may remain effective even in institutions facing
resource, leadership, and professional development constraints. Collaborative par-
ticipation, professional dialogue, and supportive learning conditions have been
identified as important features of effective teacher development [50] [51]. This
finding is particularly relevant to Ethiopia, where limited continuous professional
development and weaknesses in leadership preparation remain important chal-
lenges in the TVET sector [3]. Accordingly, TVET institutions should strengthen
peer-learning groups, team-based lesson planning, joint problem-solving, and

communities of practice.

6.2. The Role of Supportive Leadership

Supportive Leadership was the second strongest predictor of teachers’ profes-
sional development motivation (£ = 0.32). This finding is consistent with distrib-
uted and autonomy-supportive leadership perspectives, which view leadership as
a relational and shared process involving school leaders, department heads, and
teachers [21] [22] [52].

The mediation results further suggest that supportive leadership may influence
motivation by strengthening teachers’ perceptions of autonomy support. Auton-
omy-supportive leadership can encourage teacher participation in decision-mak-
ing, acknowledge professional perspectives, and provide meaningful opportuni-
ties for initiative. These conditions are associated with autonomous motivation,
psychological need satisfaction, engagement, and positive professional outcomes
[22] [52].

The finding also has practical implications for Ethiopian TVET policy. Given
continuing concerns regarding limited professional development and unclear
leadership standards, leadership-development programs should prepare princi-
pals and department heads to use autonomy-supportive practices [3]. Such pro-
grams should emphasize participatory decision-making, constructive feedback,

professional trust, and teacher involvement in institutional improvement.

6.3. Reflective Dialogue and Professional Growth Orientation

Reflective Dialogue had a significant positive relationship with overall profes-
sional development motivation (f = 0.28) and showed an even stronger associa-
tion with Professional Growth Orientation (8= 0.35). This result supports previ-
ous research indicating that professional dialogue, collaborative reflection, and
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critical examination of teaching practice contribute to teacher learning and in-
structional improvement [53] [54].

Reflective dialogue may promote professional growth by enabling teachers to
interpret experience, exchange perspectives, identify instructional challenges, and
develop contextually relevant solutions. However, discussion alone does not nec-
essarily lead to changes in professional practice; it is most effective when con-
nected to evidence, classroom application, feedback, and follow-up reflection [53].
The comparatively smaller effect of Reflective Dialogue than Collaborative Learn-
ing may indicate that reflective activities in Ethiopian TVET institutions are not
yet consistently linked to instructional decision-making or institutional improve-
ment.

This interpretation is compatible with policy concerns regarding top-down
management, inadequate supervision, limited professional development, and
weaknesses in instructional delivery [3]. TVET institutions should therefore move
beyond informal discussion by institutionalizing lesson-study groups, peer obser-

vation, reflective teaching portfolios, and facilitated post-observation conferences.

6.4. Shared Vision, Collective Responsibility, and Contextual
Considerations

Shared Vision and Values (f = 0.19) and Collective Responsibility (5 = 0.17)
demonstrated the weakest, although still statistically significant, relationships
with professional development motivation. These findings should not be inter-
preted as evidence that either dimension is unimportant. Rather, their relatively
smaller effects may reflect contextual conditions, including hierarchical govern-
ance, limited participatory decision-making, and performance systems that em-
phasize individual rather than collective responsibility.

Previous PLC research identifies shared vision, collaborative learning, support-
ive leadership, and collective responsibility as interconnected components of ef-
fective professional learning communities. However, the strength of their rela-
tionships with teacher outcomes may vary according to organizational structure,
leadership practices, institutional culture, and the maturity of PLC implementa-
tion [48] [51] [55].

The findings therefore highlight the need to strengthen the institutional foun-
dations of PLCs. Shared vision can be promoted through participatory strategic
planning, jointly developed institutional goals, and regular communication of
professional priorities. Collective responsibility can be strengthened through trans-
parent accountability systems, team-based performance goals, shared instruc-
tional planning, and recognition of collaborative contributions.

These recommendations are consistent with Ethiopia’s TVT policy priorities,
which emphasize improved coordination, institutional collaboration, merit-based
leadership, professional development, and stronger systems for developing TVT
instructors and leaders [3]. Overall, the results suggest that PLC dimensions op-

erate within a broader institutional context. Collaborative learning and supportive
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leadership may generate more immediate motivational benefits, whereas shared
vision and collective responsibility may require sustained organizational develop-

ment before their effects become more pronounced.

7. Conclusions and Implications

7.1. Theoretical Contributions

This study makes three principal theoretical contributions to research on TVET
teacher professional development.

First, it extends professional learning community (PLC) research to the Ethio-
pian TVET context by using an empirically tested structural equation model to
examine the relationships between specific PLC dimensions and teachers’ profes-
sional development motivation. In doing so, the study contributes evidence from
a sub-Saharan African TVET setting, which remains underrepresented in the in-
ternational PLC literature [56]. The findings demonstrate that PLC dimensions
are not merely organizational features but are also significant predictors of teach-
ers’ motivation to engage in professional learning.

Second, the study provides empirical support for the explanatory value of an
integrated Self-Determination Theory-Social Learning Theory framework. The
findings indicate that teacher motivation may be shaped through both psycholog-
ical need-support processes—including autonomy, competence, and related-
ness—and social learning processes involving interaction, modelling, collabora-
tion, and contextual participation [5]. The mediation results further suggest that
PLC practices may contribute to motivation by creating social and organizational
conditions that support teachers’ psychological needs.

Third, the study identifies differentiated relationships between PLC dimensions
and distinct forms of professional development motivation. Collaborative Learn-
ing was the strongest predictor of overall motivation and Intrinsic Motivation,
Supportive Leadership was the strongest predictor of Identified Regulation, and
Reflective Dialogue was the strongest predictor of Professional Growth Orienta-
tion. These findings extend existing theoretical perspectives by showing that PLC

dimensions may not influence all forms of motivation equally [22].

7.2. Practical Implications

The findings have implications for policymakers, institutional leaders, and pro-
viders of teacher education and professional development.

For policymakers, PLC development should be incorporated into national TVET
teacher professional development policies and institutional quality-assurance
frameworks [57]. Consistent with Ethiopia’s TVET policy priorities, public TVET
institutions should be encouraged—or, where appropriate, required—to establish
structured and adequately resourced collaborative learning arrangements [2] [3].
These arrangements should include dedicated time, facilitation, monitoring proce-
dures, and institutional support. PLC implementation should also be evaluated

through indicators such as teacher participation, collaborative planning, peer learn-
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ing, reflective practice, and evidence of instructional improvement.

For institutional leaders, the results emphasize the importance of strengthening
collaborative learning and autonomy-supportive leadership. Leaders should es-
tablish regular cross-departmental working groups, peer-learning teams, joint les-
son-planning activities, and communities of practice. These structures should be
supported by leadership practices that involve teachers in decision-making,
acknowledge their professional expertise, provide constructive feedback, and al-
low meaningful discretion in professional learning activities [21] [22]. Such prac-
tices may be particularly important because Supportive Leadership was the second
strongest predictor of professional development motivation.

For providers of teacher education and continuing professional development,
the findings support the integration of structured reflective practices into profes-
sional learning programs. These practices may include guided reflection journals,
peer observation, lesson-study cycles, post-observation conferences, and facili-
tated professional inquiry groups [28]. Because Reflective Dialogue was positively
associated with Professional Growth Orientation, professional development pro-
grams should connect dialogue to classroom evidence, instructional experimen-
tation, feedback, and follow-up reflection rather than treating discussion as an end

in itself.

7.3. Limitations and Future Research

This study has several limitations.

First, its cross-sectional design prevents definitive conclusions about temporal
order or causality. Although the findings identify significant associations and pre-
dictive relationships between PLC dimensions and professional development mo-
tivation, they do not establish that PLC participation causes changes in motiva-
tion. Future research should use longitudinal, panel, or quasi-experimental de-
signs to examine whether changes in PLC practices precede and contribute to
changes in teachers’ motivation [57].

Second, the study relied primarily on self-report measures. Consequently, the
results may be affected by social-desirability bias, common-method variance, and
respondents’ perceptions of their institutional environment. Although procedural
and statistical remedies were applied, these approaches cannot eliminate such bias
completely. Future studies should combine teacher questionnaires with classroom
observations, institutional records, peer or leader assessments, interviews, and ob-
jective indicators of professional development participation.

Third, the study was conducted within a single national context, which limits
the generalizability of the findings. The relationships observed in Ethiopian TVET
institutions may differ in other educational, cultural, institutional, or policy envi-
ronments. Comparative research across TVET systems in East Africa and sub-
Saharan Africa would help determine which findings are context-specific and
which are more broadly applicable [28] [56].

Future research should also examine potential moderating variables, including
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teacher characteristics, institutional conditions, leadership arrangements, and
policy or regional context. Such analyses could clarify when and for whom PLC
practices are most strongly associated with professional development motivation.
In addition, qualitative research involving TVET teachers, department heads, and
institutional leaders could provide a deeper understanding of how collaborative
structures are experienced and implemented in practice. Mixed-methods research
would be particularly valuable because it could combine the explanatory power of
structural models with detailed evidence concerning the social, organizational,

and cultural mechanisms through which PLCs shape teacher motivation.
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