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Introduction

There is growing concern in teacher education about
examining, analyzing, and optimizing the processes
involved in building professional identity in order to prevent
teachers from leaving the profession (OECD, 2020). More
than 30 years of research on teaching have raised new
research questions and methodological approaches to better
understand how professional identity develops. In teacher
education in general, and in Physical Education (PE) in
particular, the different approaches that have been used have
addressed the development of professional identity from a
psychogenetic perspective based on the study of students’
internal characteristics (Rubio-Valdivia et al., 2024; Granero-
Gallegos et al., 2025). In line with the existing evidence,
not only personal influences shape the construction of a
teaching identity; socially situated influences, such as the
classroom climate, have also been theoretically described
as key factors in this process (Day, 2011). Therefore, and
since these relationships have not been empirically tested
from a quantitative standpoint, the present study seeks to
understand the role of classroom motivational climates
through cognitive elements in the development of teaching
identity in PE pre-service teachers.

(Dis)empowering Climates

Although the classroom motivational climate has been
identified as the cornerstone of all educational outcomes
because it is intrinsically linked to the quality of the teaching—
learning process (OECD, 2020), recent educational trends
have highlighted the need to combine elements drawn
from Achievement Goal Theory (AGT; Ames, 1992) and
Self-Determination Theory (SDT; Ryan & Deci, 2017).
To examine in greater depth the influence of the social
environment in the classroom, Duda and Appleton (2016)
outlined a hierarchical, integrative, and multidimensional
conceptualization that incorporates the main dimensions of
the social environment within AGT (task- and ego-involving
climates) and SDT (autonomy support, control, and social
support). According to Granero-Gallegos et al. (2023), and
following Duda and Appleton’s (2016) conceptualization,
a teacher educator creates an empowering climate when
they provide pre-service teachers with opportunities
for choice (autonomy support); establish interpersonal
criteria for success based on skill development, effort, and
cooperation (task-involving climate); and make them feel
valued and cared for as individuals (social support). In
contrast, a teacher educator creates a disempowering climate
when they establish interpersonal relationships based on
rivalry and competitiveness (ego-involving climate) and
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use controlling and pressuring strategies so that students
feel, think, and act in a particular way (controlling style).
Drawing on Duda and Appleton’s (2016) multidimensional
conceptualization and previous studies (Simon et al., 2025;
Milton, Appleton et al., 2025), an empowering climate is
expected to foster cognitive elements that are intrinsic
to the education process, such as academic engagement,
which can stimulate intentionality toward teaching behavior
(e.g., intention to become a teacher) and, consequently,
promote the development of teaching identity (Milton et
al., 2025; Granero-Gallegos et al., 2025; Lopez-Garcia et
al., 2022). Conversely, a disempowering climate is likely to
undermine the cognitive processes developed by pre-service
teachers, such as intention to become a teacher or academic
engagement, thereby hindering the construction of a strong
teaching identity (Milton et al., 2025; Granero-Gallegos et
al., 2024; Lopez-Garcia et al., 2023).

Academic Engagement

Academic engagement has been conceptualized as a
positive affective and mental state related to academic
work that involves students’ intention, interest, and effort
invested in the learning process (Schaufeli et al., 2006).
The conceptual framework proposed by Schaufeli et al.
(2006) operationalized academic engagement through
three dimensions: 1) vigor (perception of high levels of
energy in learning), ii) dedication (perceived involvement
in academic tasks), and iii) absorption (perception of high
levels of immersion that are expressed in any academic task).
Specifically, research in teacher education has shown the role
of academic engagement as an outcome of classroom climates
(Lopez-Garcia et al., 2022), as well as an antecedent of future
behaviors (intention to become a teacher) (Lopez-Garcia
etal., 2023). However, although academic engagement has
been widely used in teacher education and its influence on
the development of professional identity has been examined
(Pittaway & Moss, 2013), to the best of our knowledge
no study has evaluated its potential positive influence on
teaching identity despite its relevance in teacher education
programs.

Intention to Become a Teacher

Intention to become a teacher refers to the degree of planning
and effort that pre-service teachers invest in working as
teachers in the future (Fishbein & Ajzen, 2010). Following
the theoretical framework of the Theory of Planned Behavior,
Fishbein and Ajzen (2010) proposed that behavioral intention
is an immediate antecedent of the degree of effort that a

PHYSICAL EDUCATION I

Apunts Educacion Fisica y Deportes | www.revista-apunts.com

2026, Issue 163. 1st Quarter (January-March), page 38-46

39



A. Granero-Gallegos et al.

person is willing to invest in a given action. In this sense,
intention to become a teacher is influenced by 1) behavioral
beliefs regarding positive or negative evaluations of teaching;
ii) normative beliefs that give rise to perceived social pressure
to perform certain behaviors; and iii) perceived behavioral
control beliefs associated with a future behavior. Evidence
in teacher education has examined the role of intention to
become a teacher both as an antecedent of classroom climates
(Granero-Gallegos et al., 2024) and as a precursor of key
cognitive elements in the education process (Lopez-Garcia
et al., 2023). Nevertheless, to the best of our knowledge
no studies have examined the role of intention to become
a teacher as a precursor of behavioral intention capable of
developing professional identity in PE pre-service teachers.
This represents a gap in the scientific literature and an
important contribution of the present study.

Professional Teaching Identity

Teaching identity has been conceptualized as a theoretical
construct that allows us to position ourselves as teachers in
relation to others and that encompasses different activities
as well as processes of categorization and identification
(Gray & Morton, 2018). In this sense, a well-established
professional identity fosters commitment to the teaching
profession, supports ongoing professional development,
facilitates the integration of innovative educational practices,
and enables teachers to adapt to adverse situations (Beijaard
et al., 2009). Consequently, authors such as Gray and Morton
(2018) describe the construction of professional identity as
a continuous process of accepting and building one’s role,
characterized by ongoing negotiation between external
influences and the person (Reeves, 2018). Teaching identity
is therefore not a static construct, but a fluctuating one that
depends on various factors (e.g., psychological, social,
personal) and is influenced by different perceptions of
these factors (Day, 2011). For this reason, during teacher
education, identity needs to be understood as a dynamic
construct that continuously evolves through the interaction of
internal (personal) characteristics and external (contextual)
influences. Few studies, such as that by Rubio-Valdivia et al.
(2024), have sought to understand the interaction of internal
traits, and only Wong and Liu (2024) have examined the
construction of teaching identity from the perspective of
SDT. Thus, adding evidence on how teaching identity is
constructed from the viewpoint of PE pre-service teachers
represents an important contribution, as this study will
provide insights into how the classroom climate created
by the teacher educator influences the development of pre-
service teachers’ professional identity.
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The Present Study

Given the importance of identity both during teacher
education and throughout teachers’ professional
careers, analyzing the social factors that can foster
professional teaching identity is highly relevant for
its study. Moreover, to the best of our knowledge, no
studies have considered Duda and Appleton’s (2016)
multidimensional conceptualization when examining the
influence of (dis)empowering climates on professional
teaching identity. The aim of this study was therefore
to analyze the mediating role of academic engagement
and intention to become a teacher in the relationship
between (dis)empowering climates and teaching identity
in pre-service teachers. Drawing on the postulates of
SDT and AGT and on previous studies, a hypothesized
model was developed (see Figure 1) to examine these
relationships. The description of the present study follows
the Strengthening the Reporting of Observational Studies
in Epidemiology (STROBE) initiative (von Elm et al.,
2008; Sanchez-Martin et al., 2024a).

Figure 1

Hypothesized relationships between (dis)lempowering climate

and professional teaching identity through the mediating role of
academic engagement and intention to become a teacher

Disempowering

Academic
engagement

Intention
to become a
teacher

Teaching
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Method

Design

This study used an observational, cross-sectional design.
Participants were students enrolled in the Master’s Degree
in Secondary Education Teaching (MAES) at eight public
universities in Andalusia (Spain). The inclusion criteria
were: i) regular, face-to-face attendance at classes; and
ii) being enrolled in the MAES in the PE specialization
during the 2021/2022 academic year. The exclusion criteria
were: i) not completing the questionnaire in full; and ii)
not providing informed consent for data processing.

Instruments

Teacher educator-created (dis)empowering climate

The Educator-Created Empowering and Disempowering
Climate Questionnaire (ECEDMCQ); Granero-Gallegos
et al., 2024) was used. The ECEDMCQ consists of 21
items grouped into five factors: autonomy support (five
items; e.g., “My teacher offered different opportunities and
options”), social support (three items; e.g., “My teacher
listened openly and did not judge personal feelings”),
task-involving climate (four items; e.g., “The teacher
expects us to learn new skills and acquire new knowledge
and skills”), control (six items; e.g., “My teacher was less
kind to those who did not try to see things his/her way”),
and ego-involving climate (three items; e.g., “The teacher
encourages students to outperform others”). Responses
are given on a Likert-type scale ranging from 1 (strongly
disagree) to 5 (strongly agree).

Academic engagement

The Spanish version of the Utrecht Work Engagement
Student Scale (UWES-S; Schaufeli et al., 2002) was used.
The UWES-S comprises 17 items grouped into three factors:
vigor (six items; e.g., “I feel strong and vigorous in my
studies”), dedication (five items; e.g., “My studies are
stimulating and inspiring”), and absorption (six items; e.g.,
“I am immersed and engrossed in my studies”). Responses
were given on a Likert-type scale ranging from 1 (strongly
disagree) to 5 (strongly agree). In this study, academic
engagement was used as a higher-order factor, as in previous
research (Lopez-Garcia et al., 2022).

Intention to choose teaching as a career

The Spanish version of the Future Teaching Intention
Scale (FTIS; Burgueiio et al., 2022), based on Fishbein
and Ajzen (2010), was used. This instrument includes
three items (e.g., “I am determined to work as a teacher in
the next 3 years”) that assess pre-service teachers’ future
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intention to become teachers. Responses were given on a
Likert-type scale ranging from 1 (extremely unlikely) to
7 (extremely likely).

Professional Teaching Identity (PTI)

The Spanish version (Granero-Gallegos et al., 2025) of
Fisherman and Weiss’s (2008) Student Teachers Professional
Identity Scale was used to assess teaching identity. This
instrument consists of nine items (e.g., “Being a teacher is
an important part of my life”) with responses on a Likert-
type scale from 1 (strongly disagree) to 5 (strongly agree).

Procedure

First, the academic coordinators of the MAES at each
university were contacted to request their collaboration and
to provide information about the aims and characteristics
of the project. Next, students were contacted by email
and invited to complete an online questionnaire. The form
outlined the study aims, the anonymity of their responses,
and how to complete the scales. It also explained that they
could withdraw from the study at any time without any
impact on their academic performance. To ensure the quality
of the online responses, the questionnaire was configured so
that items could not be left unanswered, thereby avoiding
missing data. A minimum reasonable completion time was
set to detect excessively rapid responses, and response
patterns were screened for inconsistencies. The risk of
automated responses was minimized by distributing the
link only to institutional email addresses. In total, 478
responses were recorded, and all participants provided
informed consent before completing the questionnaire.
The study followed the principles of the Declaration of
Helsinki and the protocol was approved by the Research
Ethics Committee of the University of Almeria (Ref.:
UALBIO2021/009).

Sample Size

An a priori power analysis was conducted to determine the
required sample size using the Free Statistics Calculator
(v.4.0) software. A minimum of 472 students was needed to
detect effect sizes of f? = .20 with a statistical power of 90%
and a significance level of a = .05 in a structural equation
model (SEM) with five latent variables and 20 observed
variables.

Statistical Analysis

SPSS (v.29) was used to calculate descriptive statistics,
skewness, kurtosis, reliability (McDonald’s omega), and
correlations between factors (Ibanez-Lopez et al., 2024).
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Table 1 Z
Descriptive statistics and correlations between variables 8
<
Variable Range M SD Q1 Q2 ® 2 3 4 5 §
w
1. Empowering climate 1-5 3.65 0.72 -0.12 -0.58 .88 -.26 .36** .02 14 g
4
2. Disempowering climate 1-5 2.03 0.82 0.83 0.03 .90 .07 .08 .08 E
3. Academic engagement 1-5 3.45 0.86 -0.38 -0.27 .95 19 .39*
4. Intention to become a teacher 1-7 5.95 154 -1.64 -2.09 .96 .61
5. Teaching identity 1-5 4.20 0.74 -1.21 1.38 .91
Note. **Correlation is significant at the .01 level; M = Mean; SD = Standard deviation; Q1 = Skewness; Q2 = Kurtosis; w = McDonald’s
omega.
The hypothesized predictive relationships of (dis)empowering
climates with teaching identity, with multiple mediation by Results
academic engagement and intention to become a teacher,
were tested using a latent-variable SEM performed with
AMOS (v.29) (Sanchez-Martin et al., 2024b). Participants
The analysis followed a two-step approach. First, a A total of 478 students (44.8% women, 54.8% men, and
saturated model was examined, in which all dimensions 0.2% another gender) enrolled in the PE specialization of
were interrelated. Second, the predictive relationships in the the MAES from several public universities participated.
hypothesized model were evaluated. In the SEM, university and Their ages ranged from 21 to 47 years (M = 27.09;
gender were included as covariates, and model fit was assessed SD = 6.32). Data were collected in May 2022 and there
using the following indices: chi-square/ degrees of freedom were no missing values.
ratio (x*/df), Tucker—Lewis Index (TLI), Comparative Fit Index
(CFI), Root Mean Square Error of Approximation (RMSEA)
with its 90% confidence interval (CI), and Standardized Preliminary Analyses
Root Mean Square Residual (SRMR). Acceptable values Table 1 presents descriptive statistics for the study variables,
are x*/df < 5.0, CFI and TLI > .90, RMSEA < .08, and as well as reliability values (o) and correlations between
SRMR < .08 (Tabachnick & Fidell, 2021). dimensions.
Maximum likelihood estimation with a bootstrapping
procedure of 5,000 resamples was used due to the lack
of multivariate normality (Mardia’s coefficient = 134.15; Main Analyses
p <.001) (Kline, 2023). Indirect effects and their 95% CI In step 1, the SEM showed acceptable fit indices:
were estimated using bootstrapping, and an indirect effect x*/df =2.62, p <.001; CFI =.96; TLI = .95; RMSEA = .058
was considered significant (p < .05) when its 95% CI did (90% CI = .052-.065); SRMR = .047. In step 2, the
not include zero (Shrout & Bolger, 2002). McDonald’s hypothesized SEM also showed acceptable fit: y*/df = 2.61,
omega (®) values > .70 were considered to indicate good p < .001; CFI = .96; TLI = .95; RMSEA = .058 (90%
reliability (Viladrich et al., 2017). CI =.052-.065); SRMR = .047. Explained variance was
Finally, explained variance (R?) was considered as an 52% for teaching identity (large), 16% for academic
effect size (ES; Dominguez-Lara, 2017), with values < .02 engagement (medium), and 14% for intention to become a
interpreted as small, around .13 as medium, and > .26 as large. teacher (medium), indicating an adequate level of explained
In addition, 95% Cls for R?> were used to ensure that no value variance for the latent variables considered (Dominguez-
fell below the minimum required for interpretation (.02). Lara, 2017).
Apunts Educacion Fisica y Deportes | www.revista-apunts.com 2026, Issue 163. 1st Quarter (January-March), page 38-46 42
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Figure 2
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As shown in Figure 2, academic engagement plays an p < .001). Finally, Figure 2 displays the 95% ClIs for R?,
important mediating role between empowering climate confirming that these values can be considered measures
and teaching identity. No significant direct predictive of ES (Dominguez-Lara, 2017), and all of them are large.
relationships were found between disempowering climate
and the other variables included in the SEM (academic
engagement, p = .088; intention to become a teacher, Discussion
p =.527; teaching identity, p = .560). The direct relationships The aim of this study was to analyze the relationship between
between empowering climate and teaching identity (dis)empowering motivational climates and teaching identity,
(p = .869) and between empowering climate and intention considering the mediating role of academic engagement
to become a teacher (p = .346) were also not significant. and intention to become a teacher in future PE teachers.
In the SEM, however, there was a significant and positive The main results showed that empowering climate has an
direct predictive relationship between empowering climate indirect and positive effect on teaching identity, highlighting
and academic engagement (p < .001), between academic the mediation of both academic engagement and intention
engagement and intention to become a teacher (p < .001), to become a teacher.
and between intention to become a teacher and teaching The main findings revealed that (dis)empowering
identity (p < .001). As can be seen, academic engagement motivational climates do not directly predict personal
is an important variable for improving teaching identity, teaching identity among future PE teachers. These results,
as it significantly and positively mediates the relationship which are inconsistent with previous studies (Day, 2011),
between empowering climate and teaching identity (f =.12; may be due to the limited effect that socially situated
Apunts Educacion Fisica y Deportes | www.revista-apunts.com 2026, Issue 163. 1st Quarter (January-March), page 38-46 43
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influences (motivational climate) have on the development
and construction of professional teaching identity in these
pre-service teachers (Martin-Gutiérrez et al., 2014). A
context that promotes extrinsic sociogenetic elements
without personal influences that support them will not foster
the development of teaching identity. As authors such as Beg
et al. (2021) note, identity construction involves ongoing
negotiation between external influences and the person;
therefore, (dis)empowering climates will exert an influence
only when dimensions inherent to teacher education are
taken into account. Another possible explanation for these
results lies in the cross-sectional nature of the study, since
examining socio-contextual classroom climates at a single
time point may not sufficiently capture the development
of teaching identity. Future research should address the
influence of (dis)empowering climates throughout the
teacher education process (e.g., during the MAES) and
examine how classroom climates affect the construction
of professional teaching identity.

The SEM shows that an empowering climate indirectly
predicts teaching identity through the mediating role of
academic engagement and through intention to become a
teacher, which in turn is preceded by academic engagement.
Although both mediation paths are weak, the effect of
academic engagement between empowering climate and
professional identity is greater than the mediating effect
of intention to become a teacher preceded by academic
engagement. It is noteworthy that the direct predictive
relationship between empowering climate and intention
to become a teacher was not significant. According to the
literature, intention to engage in teaching is a key cognitive
element for future professional practice in pre-service
teachers (Burguefio et al., 2022; Lopez-Garcia et al., 2023).
Based on the conceptualization of the Theory of Planned
Behavior (Fishbein & Ajzen, 2010), empowering climate
would be expected to affect pre-service teachers’ perceived
behavioral control, thereby increasing the antecedent
of future behavior. However, our results do not fully fit
this conceptualization, as a cognitive component such as
academic engagement is needed to stimulate intention
toward teaching (Schaufeli et al., 2002). Academic
engagement thus acts as a fundamental pillar, not only to
increase intention toward the teaching profession but also
to foster identification with a teaching career.

Consistent with the hypothesized model, the results
showed no mediating role of intention to become a teacher
or academic engagement in the relationship between
disempowering climate and teaching identity. These findings
do not align with previous research, such as Lépez-Garcia et
al. (2023), who reported that a disempowering climate in a

Influence of (Dis)empowering Climates on the Teaching Identity of Physical Education Pre-service Teachers

sample of pre-service teachers from different specializations
(PE, history, biology, geology, mathematics, etc.) positively
predicted intention to become a teacher. The inconsistency
between our results and those of the aforementioned study
may be related to the influence of the disciplinary field, in
this case PE. According to Crum (2012) and Saiz-Gonzalez
et al. (2025), PE is a subject that does not always aim to
foster learning, which may lead future teachers to adopt
pre-established identities based on social norms rather than
on the performance of teaching duties (Gray & Morton,
2018). Another possible explanation is the lack of a social
dimension (coldness) in Duda and Appleton’s (2016)
theoretical conceptualization of a disempowering climate.
Their model comprises three dimensions for empowering
climate (autonomy support, task-involving climate, and
social support) and two for disempowering climate (ego-
involving climate and controlling style). The absence of
a social dimension in disempowering climate may thus
mean that less self-determined motivational climates do
not foster teaching identity in future PE teachers.

Limitations and Future Directions

Despite its contribution, this study had several
limitations. First, it relied on self-reports from PE pre-
service teachers, which may lead to subjective responses
regarding motivational climates. Moreover, this type of
instrument may be subject to social desirability bias,
especially in sensitive areas such as teaching identity.
Future research should examine perceptions of motivational
climates by combining different data collection tools (e.g.,
interviews, focus groups) and by including responses from
teacher educators themselves.

Second, a non-random convenience sample was used,
which limits the interpretation and generalization of the
findings to the broader educational community. Future
studies should examine the role of motivational climates
in teaching identity across different pre-service teacher
specializations.

Third, relevant contextual variables that might have
influenced the results—such as the mode of instruction
(e.g., face-to-face or online) or the characteristics of the
university teachers responsible for the courses—were not
controlled.

Fourth, authors such as Granero-Gallegos et al. (2024)
and Espinoza-Gutiérrez et al. (2024) have highlighted the
versatility of motivational processes in pre-service teachers.
Future research should therefore use longitudinal designs
to examine fluctuations in motivational processes and their
impact on professional teaching identity.
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Practical Implications

The findings of this study deepen and broaden our
understanding of the role of motivational climates in
developing teaching identity in PE pre-service teachers.
They expand the evidence base supporting recommendations
that PE teacher education programs foster empowering
motivational climates. In addition, PE teacher educators
should receive training on how to implement empowering
climates that can stimulate the development of teaching
identity.

To establish an empowering climate (see Appleton et
al., 2016), PE teacher educators should apply strategies that
include, among other aspects, providing social support to
students (e.g., regularly implementing mentoring programs),
promoting autonomy in learning (e.g., offering opportunities
for choice), and fostering a learning-oriented environment
(e.g., explaining the underlying usefulness of the proposed
activities) (Garcia-Farifia & Vazquez-Manrique, 2025;
Ocete et al., 2025).

The findings of the present study suggest that creating
and using such motivational strategies may promote the
development of cognitive and intentional behaviors and,
consequently, the development of professional teaching
identity. In this regard, specific learning strategies such
as service-learning and project-based learning, which are
capable of developing specific teaching skills in future
PE teachers, have gained increasing relevance in teacher
education (Lobo-de-Diego et al., 2024; Garcia-Farifia et
al., 2024; Valldecabres & Lépez, 2024).

Conclusions
In conclusion, to strengthen teaching identity in future
PE teachers, it is necessary to create classroom contexts
that foster academic engagement through empowering
climates. PE teacher educators should therefore generate
empowering classroom climates that build students’
academic engagement in order to promote the development
of a professional identity throughout their teacher education.
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