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Gerhard Messmann®*, Regina H. Mulder?, Hans Gruber®
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Abstract

Innovative work behaviour of teachers is important to develop innovations
in vocational colleges. However, it depends on individual characteristics, in par-
ticular professional knowledge, professional performance and professional de-
velopment. To investigate the role of these attributes, a questionnaire study with
60 vocational teachers was conducted. The study showed that characteristics of
professionalism are positively related to innovative work behaviour. Aspects of
professional development like “occupational learning” and “social expansion”
were particularly important. "Metacognitive knowledge” and “reflection” that
represent the “metacognitive dimension” of professionalism were considered as
crucial. The respondents underlined that when due to changes at work a sub-
stantial amount of innovations is required, life-long learning is strongly needed
as a part of professionalism.

Keywords: Innovative work behaviour, professionalism, vocational teachers

1. Introduction

Vocational colleges are faced with the results of ongoing economic and technologi-
cal developments in our globalised society in several ways. First, the cognitive and
cultural diversity of youngsters that enter this kind of education is increasing. Sec-
ond, the workplaces are changing, for which these youngsters have to be prepared
in school. Third, our society expects more of teachers in terms of education, it is
expected that they have to prepare students not only for work but for life in general.
In addition, changes in political behaviour, administration and laws have an effect on
the work within vocational colleges (Nieuwenhuis et al., 2004).

As a consequence of all these changes and demands, vocational colleges must
be responsive (Nijhof & Streumer, 1994) and innovations are required. Innovations
are considered as products or processes that are new, applicable and useful within
a specific work context (Kanter, 1988). Innovations in vocational colleges can be
new instructional objectives or didactical methods, changes in work processes such
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as collaboration between teachers, or new work tasks of teachers (Fullan, 2007).
Innovations are not restricted to the classroom but include the wider context within
and outside the school. In addition, it is crucial that innovations are developed for
the requirements of a local school context. It has been argued that it is important to
take into account the leading actors within a local school context in order to create a
sustainable success of innovation development (Tuomi, 2007).

The development of innovations requires substantial contributions of individuals.
Therefore it is important to understand their activities that lead to innovations. In or-
ganisational psychology these activities are referred to as innovative work behaviour
(Janssen, 2000). With regard to the context of vocational colleges, the work activities
teachers carry out in order to find new ideas for coping with challenges and problems
at their school play an important role. The interactions of teachers are influential as
well as the support they provide each other to realise an idea.

In order to foster such behaviour, the individual requirements for these activities
have to be understood. In research on expertise, knowledge is emphasised as a major
determinant for performance (Berliner, 2001). In organisational approaches, the fo-
cus is on competences as individual capabilities to deal successfully with work tasks
(Ellstrom, 1997). Although both perspectives differ with regard to their research
approach, they share the notion that individual characteristics are an important pre-
requisite for successful work activities. Hence, they might also be an important
prerequisite for innovative work behaviour. In vocational colleges transformations
do not only lead to new organisational structures, goals and work tasks, but also to a
revised picture of a professional teacher. Because teaching is a knowledge-intensive
job, knowledge is an important prerequisite for performance. Thus, due to knowl-
edge expansion and changes of performance standards (Simons & Ruijters, 2004),
professional development is crucial for teachers, too.

There is little research with attempts to understand which activities teachers carry
out that lead to innovations. Our central research question therefore is: What is the
relation between vocational teachers’ professional knowledge, professional perfor-
mance and professional development on the one hand and their innovative work
behaviour on the other hand?

2. Theoretical framework

2.1  Innovative work behaviour

While in economics there is a long tradition to conceive innovations as macro level
phenomena (Schumpeter, 1942), organisational psychology emphasises the individ-
ual perspective including the individual and contextual characteristics that determine
the success of innovations (Anderson et al., 2004). Based on West and Farr (1990),
we define innovations as products or processes that are new, applicable and useful
for a certain individual, group or organisation. Innovations can differ with regard to
the persons involved, the time required for its development and the range of persons
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affected by the innovation.

In the context of vocational colleges innovations are significant changes and im-
provements of complex learning environments that include a redefinition of basic
goals. Some of the relevant aspects of such learning environments are not restricted
to the classroom context. There are aspects that are situated in the wider context
within and even beyond a school. Examples of innovations in vocational colleges
are new learning goals and methods, new work processes, collaboration between
teachers, and cooperation with other schools, educational institutions or companies.

A number of studies in work contexts investigated employees’ “innovative work
behaviour” which is defined as the sum of all work activities carried out by indi-
viduals during an innovation process. The “generation” of new and applicable ideas
is a core part of this process, but such ideas have to be realised in practice as well
(Janssen, 2000; Kanter, 1988). In educational settings innovations and innovative
work behaviour are an important issue as well. However, analyses of teachers’ work
activities that are carried out to develop innovations are still missing. Although there
is recognition of the crucial role of teachers in the development of innovations, it has
not yet been investigated how teachers are involved in innovation processes and how
their active contributions can be encouraged and fostered.

As teachers work both ”inside” and “outside” the classroom, work activities re-
lated to innovations in both forms of contexts have to be focussed on. Moreover, the
participation in an innovation process has to be distinguished from innovative work
behaviour. While it is likely that teachers at some stage are involved in an innovation
process at their school, innovative work behaviour only refers to those work activi-
ties that are actually carried out in order to generate ideas or to support other persons
in realising their ideas. Only the latter is referred to as ”being innovative”.

For instance, a daily challenge in vocational colleges might be that teachers have
to cope with a large number of students with motivational problems due to the lack of
job perspectives. An “innovative” teacher may therefore have an idea, how (s)he can
motivate these students by involving them into realistic work situations. However,
in order to realise this idea (s)he needs support: A necessary first step would be
to introduce the new plans to colleagues, possibly by showing them some prepared
sketches. Furthermore, (s)he may need the help of companies that offer materials
and provide appropriate facilities. The teacher may also think of other schools that
have the same problems and could be interested in joining the process. In addition,
the teacher may need the permission and support of the school management. Taken
together, the process may become increasingly complex with many persons involved.
At some stage the teacher has to prove the success of the idea by showing results.
In the end, this complex interaction of individuals may turn a simple idea into an
innovation that significantly changes and improves the status quo.
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2.2 Characteristics of professionalism

In order to foster innovative work behaviour it is important to understand the individ-
ual requirements of professionals for these activities. Professionalism can be broken
down into three constructs:

e Professional knowledge
e Professional performance

e Professional development

2.2.1  Professional knowledge

The role of knowledge for performance was repeatedly emphasised in research on
expertise. Qualitative and quantitative characteristics of expert knowledge were de-
scribed and analysed in various domains (Berliner, 2001). A common distinction
divides knowledge into declarative and procedural knowledge, into know-what and
know-how (Ryle & Tanney, 2009). With regard to occupational knowledge this dis-
tinction refers to codified facts and concepts of the occupation and to rules and con-
ditions of the practical application of this knowledge. Some researchers stressed the
role of metacognitive knowledge, i.e. knowledge about oneself and one’s knowledge
as well as about tasks, cognitive strategies, actions and their regulation (Veenman et
al., 2006). Finally, workplace knowledge - knowledge about persons, resources and
traditions - is increasingly important to cope with constraints and affordances of the
workplace (Billett, 2001).

With regard to teachers, Shulman’s (1987) distinction between content knowl-
edge, pedagogical knowledge and curriculum knowledge underlines the importance
of different kinds of knowledge in this domain. Through work experience teach-
ers acquire metacognitive knowledge (Kremer-Hayon & Tillema, 1999). Workplace
knowledge is crucial for organising classroom work and for coping with the social
and organisational context of the school (Sternberg & Horvath, 1995). In sum, pro-
fessional knowledge can be separated into three core dimensions:

e Occupational knowledge as a basis for standard professional performance in a
specific domain

e Metacognitive knowledge as a requirement for self-regulation

o Workplace knowledge as a prerequisite for actions and interactions at work

2.2.2  Professional performance

The domain-specific ability to successfully solve work tasks is described in research
on competence (Ellstrom, 1997). Successful performance depends on self-regulation
in order to set goals and to plan and monitor one’s actions (Veenman et al., 2006).
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Collaboration was emphasised as an important characteristic of professional perfor-
mance in order to solve work tasks more easily (Brown & Duguid, 1991).

In the domain of teaching, there are some studies that addressed teachers’ influ-
ence on student success. Characteristics of good teaching are often based on norma-
tive performance standards that include high capabilities for problem-solving, im-
provisation or decision-making, self-regulation and context sensitivity (Leinhardt &
Greeno, 1986). Teachers’ collaboration at school also was emphasised (Grangeat &
Gray, 2008). Taken together, professional performance can be separated into three
core dimensions:

e Occupational performance as the sum of one’s standard occupational actions
o Self-regulation as all activities to plan and monitor actions

e Collaboration as all interactive activities at work

2.2.3  Professional development

As organisational structures and work tasks are changing, professionals cannot rely
on their knowledge and performance standards, but have to continue developing as
professionals. Professionals have to keep in touch with the knowledge and per-
formance standards of their particular domain. Therefore, adaptation to changes
through occupational learning is an important issue (Simons & Ruijters, 2004). More-
over, reflection is a crucial activity to explain success and errors of past experiences
and to plan future actions (Van Woerkom et al., 2002). Finally, because the work
context holds important social resources to learn with and from others, it is impor-
tant to expand social relations at work and to improve the quality of existing relations
(Van der Heijden, 2002).

In the domain of teaching, evidence exists about the importance of these aspects.
Attwell (1997) argued that professionals in vocational education and training must
adapt new roles and tasks like the creation of conditions for organisational learn-
ing, reflection on professional activities and collaboration with colleagues or clients.
Sternberg & Horvath (1995) included reflective practice as part of a prototypical
model of the expert teacher. Kwakman (2003) emphasised the importance of pro-
fessional development in contexts of changes at schools and analysed factors that
affect teachers’ participation in professional learning activities like reflection and
collaboration. Moreover, Snow-Gerono (2005) studied teachers’ activities in pro-
fessional development communities and emphasised that attempts to maintain and
expand social relations at work are important for professional growth as well as for
educational change. In sum, three core dimensions of professional development can
be distinguished:

e Occupational learning, including activities to update occupational knowledge
and performance standards and the growth of competences

o Reflection on experiences in order to plan future actions
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e Social expansion containing the intensification of existing and the establish-
ment of new social relations at work

Changes, challenges and innovations in vocational colleges have only rarely been
investigated. Therefore, relations between vocational teachers’ professional knowl-
edge, professional performance and professional development with their innovative
work behaviour were investigated in a study.

3. Method

3.1  Participants and procedure

In fall 2007, all teachers of one German vocational college (N = 60) participated in
a cross-sectional questionnaire study. The sample consisted of 38 males and 20 fe-
males (background information on two respondents is missing) with an average age
of 44.33 years and an average work experience of 14.42 years (Table 1). The ques-
tionnaires were filled out by the teachers after a teacher conference at the beginning
of the school year.

Table 1: Background characteristics of the vocational teachers

Gender N Age (M, SD) Work experience (M, S D)
Female 20 40.94 8.95 11.61 13.73
Male 38 46.03 10.35 15.86 11.29
Total 60* 44.33 10.12 14.42 12.21

Note: *Background information on two respondents is missing.

3.2 Item and scale development

A questionnaire consisting of 115 self-report items was developed to measure inno-
vative work behaviour, professional knowledge, professional performance and pro-
fessional development. Based on a literature review, items were constructed in or-
der to capture the different facets of teachers’ work situations and corresponding
activities. With regard to innovative work behaviour, a 2x2-matrix (tasks “idea gen-
eration” and “idea realisation”; contexts ”inside the classroom” and “outside the
classroom”) was used to construct items. A 3x3-matrix (constructs “professional
knowledge”, “professional performance” and “professional development”; dimen-
sions “occupational”, “metacognitive” and “social”’) was used to develop the mea-
sure for characteristics of professionalism.

Self-reports were used for assessment of work-related constructs in order to take
advantage of teachers’ familiarity with their own work and abilities compared to
peer ratings. With regard to innovative work behaviour, supervisor ratings seem to
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be inappropriate, because they do not capture early stages of idea generation. For in-
stance, if ideas are not applicable or not promising, they may be discarded or rejected
by colleagues and are not communicated to the supervisor. In order to investigate the
dimensional structure of the constructs, factor analyses were conducted. The items
of each of the four constructs were analysed separately.

Prior to the factor analyses, the following procedures were carried out to se-
lect items: The correlation matrix of the items was checked for correlations exceed-
ing a certain minimum or maximum (0.20 < r < 0.80). The Kaiser-Meyer-Olkin-
Coefficient and the Measure of Sample Adequacy were calculated to check the ad-
equacy of the item matrix (KMO > 0.60) and of the single items (MSA > 0.60).
Bartlett’s Test on sphericity was performed to secure that the matrix contains sub-
stantial inter-item-correlations. Communalities were calculated to check the reliabil-
ity of the single items in the matrix (2> > 0.60).

In the factor analyses, principal axis factoring with a Promax rotation was ap-
plied. An oblique rotation technique was chosen in order to take into account the
theoretical linkages of the different dimensions of innovative work behaviour and
professionalism. For the decision to extract factors the Scree Test and the Eigen-
value criterion (> 1) were used. Items were eliminated if they had loadings of 0.40
or larger on more than one factor.

The 13 extracted factors were then used as measurement scales for the corre-
sponding dimensions of innovative work behaviour and professionalism. With re-
gard to these scales, Cronbach’s a (@ > 0.60) and item-scale-correlations (r;; > 0.30)
were computed as indicators of internal consistency. Next, the measurement scales
were transformed into variables by computing the means of the corresponding items
of each scale. These variables were used for all further analyses. Finally, the
Kolmogorov-Smirnov-Test was carried out with all 13 variables in order to check
for normal distribution.

In the following paragraphs the item and scale development are described in
detail for the four constructs innovative work behaviour, professional development,
professional performance and professional development.

Innovative work behaviour. Thirty-four items were formulated that represented
the two tasks “idea generation” and “idea realisation” in the two contexts “inside
the classroom” and “outside the classroom”. In the factor analysis, two separate
factors for the contexts inside and outside the classroom were found. However, a
separation of idea generation and idea realisation was not possible, in both contexts
items of the two tasks loaded on the same factor. Due to the similarity of these items
it was decided to exclude all items that represented idea generation. Therefore, the
remaining nine items associated with the two factors "IWB inside the classroom”
and "IWB outside the classroom” only contained items related to idea realisation
(Table 2).
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Professional knowledge. The measure for this construct consisted of thirty-one
items that represented the dimensions “declarative” and “procedural occupational
knowledge”, “metacognitive knowledge”, and “workplace knowledge”. In the fac-
tor analysis, five factors were extracted. Twenty items were associated with these
factors. Contrary to the assumed factor structure, workplace knowledge was repre-
sented by two factors: The first factor was related to knowledge about needs of other
persons. The second factor represented knowledge about constraints and affordances
of the workplace (Table 3).

Professional performance. Thirty items were formulated to measure this con-
struct. These items represented the dimensions “occupational action”, self-regulation”
and “collaboration”. In the factor analysis, three factors were extracted that rep-
resented the three assumed dimensions. Fifteen items were associated with these
factors (Table 4).

Professional development. This construct was measured by twenty items that
represented the dimensions “occupational learning”, reflection” and “’social expan-
sion”. In the factor analysis, three factors were extracted that represented the three
assumed dimensions. Fourteen items were associated with these factors (Table 5).

Relations between the three professionalism constructs. A second order factor
analysis was carried out in order to analyse whether the 11 primary factors of profes-
sionalism could be associated with general factors. Factor values of the 11 primary
factors were computed and entered into the second order analysis (Table 6). Two
factors were identified. The first factor represented the “occupational dimension of
professionalism”. Declarative and procedural occupational knowledge, occupational
action and occupational learning were associated with this factor. However, work-
place knowledge about constraints and affordances was associated with this factor
as well. The second factor represented the “metacognitive” as well as the “’social
dimension of professionalism”. Metacognitive knowledge, self-regulation and re-
flection as well as workplace knowledge about needs of other persons and social
expansion were associated with this factor. Collaboration was not associated with
any of the secondary factors.

As the aim of the study was to identify relations of innovative work behaviour
with different characteristics of professionalism, it was decided to use the primary
factors for further analysis. The implications of two secondary factors will be dis-
cussed in the concluding section.
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Table 6: Secondary factors of professionalism

Primary factors Secondary factor 1 ~ Secondary factor 2
Declarative occupational knowledge 0.91

Procedural occupational knowledge 0.61

Metacognitive knowledge 0.52
Workplace knowledge 1 0.73
Workplace knowledge 2 0.83

Occupational action 0.90

Self-regulation 0.53
Collaboration

Occupational learning 0.58

Reflection 0.86
Social expansion 0.42

Note: Factor values of the primary factors were used. N = 60. Boldface indicates loadings of

items associated with a factor. Factor loadings below 0.40 are suppressed.

3.3 Analysis

First, a descriptive analysis was made. In addition to values of the background char-
acteristics “gender”, “age” and “work experiences” (Table 1), mean values of the
two dependent variables "IWB inside the classroom” and "IWB outside the class-
room” as well as of the 11 independent variables related to professional knowledge,
performance and development were calculated.

Next, a correlation analysis was carried out. Here, the two dependent variables,
the 11 independent variables and the three background variables were taken into
account.

Based on these results a hierarchical multiple regression analysis was conducted.
Two separate regression models for the dependent variables "IWB inside the class-
room” and "IWB outside the classroom” were specified. Variables were included
in the regression analyses if they had shown significant correlations with the de-
pendent variables. A hierarchical procedure was chosen to take into account the
amount of variance explained by background variables, knowledge-related variables,
performance-related variables and development-related variables. First, all variables
of a particular block were entered into the regression model. Next, the variable with
the lowest beta-weight was excluded. This procedure was repeated until only predic-
tors with beta-weights of at least 0.20 remained in the model. Then, the next block
of variables was added and the whole procedure was repeated for these variables. In
order to take into account strong correlations between predictors in the model (r >
0.60), a decision for one predictor was made based on theoretical considerations and
on the strength of the relation with the dependent variable.
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4. Results

The mean scores of the 13 analysed variables ranged from 3.50 to 4.96. The cor-
responding variables of professional knowledge and performance had the highest
means (4.28 - 4.96) followed by those of professional development (3.79 - 4.37).
Compared to knowledge and performance, the means of innovative work behaviour
inside the classroom (M = 3.50) and innovative work behaviour outside the class-
room (M = 4.23) were also lower.

Correlation analyses provided information about the relations of background
variables and independent variables with innovative work behaviour both inside and
outside the classroom. Age was positively related with innovative work behaviour
inside the classroom (r = 0.43, p < 0.01). Work experience was positively re-
lated with innovative work behaviour inside (r = 0.34, p < 0.05) and outside the
classroom (r = 0.30, p < 0.05). With the exception of collaboration, all variables
of professional knowledge, professional performance and professional development
were substantially related to innovative work behaviour in at least one of the two
contexts. If the strength of these relations is taken into account, the most important

3% 9

variables were “’procedural occupational knowledge”, “metacognitive knowledge”,
“occupational action”, ”occupational learning” and “’social expansion”.

The correlation analysis also showed how the three constructs concerning pro-
fessionalism were related to each other and to other constructs (Table 7). The five
knowledge variables were significantly related with only one exception. The per-
formance variables and the development variables were, with only few exceptions,
substantially related to each other. However, positive relations with the correspond-
ing variables of the other constructs were also found. In some cases these relations
were even larger than the correlations within constructs. Professional knowledge,
professional performance and professional development seem to be interdependent
constructs.
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The regression analyses provided insight into the weighted importance of the
relations of background and independent variables with innovative work behaviour
(Table 8).

With regard to innovative work behaviour inside the classroom (R? = 041,
p < 0.001), age was the strongest predictor (8 = 0.33, p < 0.01), but reflection
explained a significant amount of variance as well (8 = 0.27, p < 0.05). In addition,
metacognitive knowledge and social expansion proved to be important predictors
(8 > 0.20). Due to their own close relation (r = 0.50, p < 0.01) and to their rela-
tion with reflection (r = 0.34, p < 0.05), their predictive effect was not significant,
however.

In the regression model for innovative work behaviour outside the classroom
(R*> = 0.43, p < 0.001), occupational learning explained the most variance (3 =
0.38, p < 0.01). In addition, metacognitive knowledge was a significant predictor
(B = 0.35, p < 0.01). Work experience contributed significantly only if analysed
independently of other variables. The variables measuring professional performance
did not explain a significant amount of variance in the two regression models.

Table 8: Hierarchical multiple linear regression models for innovative work be-
haviour

Innovative work behaviour inside the classroom

Age 0.43%* 0.35%%* 0.33%*
Metacognitive knowledge 0.41%%* 0.21
Reflection 0.27*
Social expansion 0.22
R? 0.17%* 0.32%%* 0.41%**
AR? 0.15 0.09

Innovative work behaviour outside the classroom

Work experience 0.30* 0.21 0.10

Metacognitive knowledge 0.54#%%* 0.35%%*

Occupational learning 0.38%**
R? 0.07* 0.34#%% 0.43%**
AR? 0.27 0.09

Note: All betas are standardised. *p < 0.05, = * p < 0.01, * % *p < 0.001. N = 60.

5. Discussion

Innovations play an increasingly important role in work contexts such as vocational
colleges. As the development of innovations always includes contributions of indi-
viduals, it is important to know what activities individuals carry out during their work
in order to generate, promote and realise ideas. In order to foster these activities, it
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is important to identify characteristics of teachers which are substantial prerequisites
for these activities. Therefore, different aspects of vocational teachers’ innovative
work behaviour as well as their professional knowledge, professional performance
and professional development were investigated.

Large mean scores of most variables indicated a positive bias of the teachers’
self-reports. The use of self-reports on work-related constructs may have provoked
attempts to present oneself in a favourable light. Moreover, self-reports on perfor-
mance may not have captured performance but only reflections about performance.
Therefore, performance measures in which participants have to solve context-specific
tasks based on realistic cases can be an alternative for future research. However,
due to the exploratory character of the study and the greater insight this approach
permits, self-reports were justifiable. The particularly large mean scores of pro-
fessional knowledge and professional performance can be explained by teachers’
professional self-concept. While knowledge and performance seem to be a natural
part of teachers’ self-conceptualisations, professional development and innovative
work behaviour obviously are less pronounced, as their comparably lower means in-
dicated. Hence, these aspects should be emphasised more in teacher education and
further learning.

With regard to the development of the instrument, the factor analyses showed
that the scales adequately represented the theoretically assumed structure of the
constructs. However, some deviations from the theoretical conceptualisations oc-
curred. With regard to workplace knowledge, the two empirically identified dimen-
sions “needs of other persons” and ”workplace constraints and affordances” have to
be taken into account in future investigations. Taken together, the factor analyses
provided some support for our operationalisation of professionalism as a basis for
further studies.

The second order factor analysis showed that the professionalism variables can
be associated with general factors. These represented the occupational and the meta-
cognitive and social dimension of professionalism. This finding emphasises the com-
plexity of the operationalisation of professionalism. If the aim in an operationali-
sation process is to include many variables, many different aspects like relations to
other constructs or the theoretical structure of professionalism can be investigated. A
number of different kinds of relations between variables can be identified. The cor-
relation analyses confirmed that positive relations exist within the three constructs
of professionalism, as well as across the constructs. Professional knowledge, pro-
fessional performance and professional development obviously are interdependent
constructs - within the common construct ”professionalism”.

In the operationalisation of innovative work behaviour, a context-specific ap-
proach was chosen that focussed on innovative products and processes in the work
context of vocational teachers. The advantage of this approach is that the relation to
a specific work context is already included in the items. The downside is that items
related to different tasks of innovative work behaviour tend to be very similar, which
can cause methodological problems. Therefore, an alternative for future studies on
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innovative work behaviour can be a more general measure that focuses on concrete
work activities. In order to relate work activities to innovation development and to
a specific domain, context-specific cases and the activation of personal experiences
with innovation processes might prove useful. With regard to the two scales that
represented innovative work behaviour in this study, only the realisation of ideas
was included. However, since the realisation of ideas is the last step of innovation
development, this might be acceptable.

The correlation analysis showed which variables significantly relate to innovative
work behaviour. Positive relations of background variables and of professionalism
variables with innovative work behaviour were found. Based on these results, the
regression analysis revealed which variables are most important in predicting inno-
vative work behaviour. Regarding innovative work behaviour inside the classroom,
age, metacognitive knowledge, reflection, and social expansion were the most impor-
tant predictors. Age possibly is related with work experience and thus may help to
develop innovations inside the classroom. With increasing age, teachers have more
insight into student interests, characteristics of their future jobs, and routes to adapt
one’s teaching behaviour to changing circumstances. Reflection possibly is impor-
tant for examining one’s own experiences in order to use them for the development
of innovations. Younger teachers may not be as capable as older teachers to reflect
on their work. Consequently, they are less able to develop innovations. Social expan-
sion can support the emergence of innovations inside the classroom. In particular in
vocational education with its complex links to the labour market it has been claimed
that learning environments have to take into account characteristics of future jobs
(Messmann & Mulder, 2009).

Concerning innovative work behaviour outside the classroom, work experience,
metacognitive knowledge and occupational learning were most important. Voca-
tional teachers with more work experience tend to be more devoted to the devel-
opment of innovations outside the classroom. Possibly, a more elaborated perspec-
tive on their job as well as useful contacts inside and outside school were helpful
here. These teachers possibly have routines available that help to use resources re-
quired for the development of innovations. Even more important were metacognitive
knowledge and occupational learning. Metacognitive knowledge provides insight
into one’s work-related strengths and weaknesses and into strategies to cope with
shortcomings that may be particularly useful to identify needs and opportunities for
changes. Engaging in occupational learning on-the-job and off-the-job can be an
important resource for generating new ideas.

Taken together, the results support the idea that characteristics of professionalism
are crucial to foster innovative work behaviour and the development of innovations
in work contexts. Possibly, work experience and age of teachers strongly influence
innovative work behaviour. However, the ascribed role of professional development
shows that the picture is much more complex: Vocational teachers have to learn and
have to be engaged in professional development activities on-the-job and off-the-job.
To establish, expand, and improve social work contacts is part of this process, too. So
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far, research paid too little attention to the ability and willingness of subjects to con-
tinue learning during one’s whole professional life. As the metacognitive dimension
of professionalism and the ascribed roles of metacognitive knowledge and reflection
showed, teachers, teacher educators, and school leaders have to be simultaneously
aware of many components, in particular in complex contexts and eras of change.
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