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Abstract

The purpose of this study is to investigate the relationship between German pre-service teachers'
perception of their campus and field experiences with their anticipated engagement as teachers and
their turnover intention. Structural equation modelling was used for data analysis in this study. A
survey was conducted with pre-service teachers at two different locations, namely CAU Kiel and
Europa-Universitit Flensburg (EUF) in Schleswig-Holstein, Germany, as part of an online survey.
Pre-service teachers were asked to voluntarily complete an online questionnaire after completing at
least one practicum for teachers. The analysis revealed that the perceived relevance of the
interaction between theory and practice in the school-based teacher education is the key element to
explain both pre-service teachers' anticipated engagement in their future profession as teachers and
their turnover intention. Further research is needed to better understand how study experiences are
related to quality aspects of teacher education programs.

Keywords: Germany, pre-service teacher, teacher education

Introduction

Teacher shortages pose a significant challenge for numerous countries around the globe (Craig et al., 2023). Although
the details of this issue may vary by region, it is broadly acknowledged as a pressing concern that adversely affects
the quality of education and student learning outcomes (Goldhaber, 2012). One of the key drivers of the teacher
shortage is the declining interest in teacher training programs in various nations (Holcomb-McCoy, 2023). With fewer
individuals enrolling in these programs, the influx of new educators entering the workforce decreases, leading to a
situation where, as current teachers retire or leave the profession, there are not enough replacements to fill the gaps,
thereby exacerbating the overall shortage.

To address this crisis, it is crucial to examine the motivational factors influencing turnover intentions among
pre-service teachers. In this article, we delve into the elements that affect these intentions and explore what cultivates
long-term commitment to the teaching profession. This dedication stands in contrast to the tendency to leave the field.
Our focus is specifically on the context of teacher education in Schleswig-Holstein, Germany.

Typically, teacher education in many nations includes two primary components: subject-specific instruction,
which relates to school content, and a pedagogical component that prepares future educators for the diverse
responsibilities of teaching. While the organization of these components may differ depending on the country and
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specific program, many nations distinguish between a focused pedagogical approach tailored to specific subjects and
a broader pedagogical training that encompasses various aspects of teaching, including the school environment and
students, who are the central focus of educators' work.

The present study therefore proposes a new integrative motivational perspective on pre-service teacher
commitment and turnover intentions. Whereas previous research has predominantly examined campus-based
coursework and practicum experiences as separate predictors, we introduce perceived theory—practice coherence—
defined as pre-service teachers’ subjective experience that theoretical knowledge acquired at university is explicitly
and meaningfully linked to, and usable in, authentic classroom practice during supervised practicums—as a distinct
and previously under-examined predictive mechanism (Cohen et al. 2014). We argue that this construct represents
more than the mere sum of isolated theoretical relevance and practical feedback; rather, it captures the successful
integration of the two phases of teacher education and functions as a unique driver of anticipated professional
engagement and a protective factor against turnover intentions. By empirically isolating theory—practice coherence as
the sole significant predictor among the tested dimensions, our model offers a novel explanatory framework for early-
career retention that extends and integrates insights from both Self-Determination Theory (Ryan and Deci, 2020) and
the Theory of Planned Behaviour (Ajzen, 1991).

Given the persistent teacher shortage, even amidst global migration, it is crucial to explore why some pre-
service teachers consider leaving their education programs before completing their training. We hypothesize that this
phenomenon may arise from internal factors within teacher education. Therefore, our investigation will uncover how
experiences in both the theoretical and practical components of teacher training can illuminate turnover intentions
while also fostering a lasting commitment to the teaching profession.

Research suggests that anticipated engagement in a profession is a vital factor in promoting effective
professional practice (Bartlett, 2001), and we can reasonably assume that this principle applies to educators as well.
Good and effective educators exhibit both intellectual and emotional commitment to their work. This commitment
relates closely to their professional identity, as both members of the broader teaching community and participants in
their individual schools and departments (Day, 2013).

Pre-service teachers are not members of schools, but they usually have expectations for a future career as
teachers when they begin their teacher preparation (Sanger and Osguthorpe 2011). The engagement of pre-service
teachers to become teachers expresses their anticipated professional identity, their passion for teaching, and their
expectations for their future lives as school subject matter experts (Hong 2010, Kim et al. 2021, Oziidogru 2021,
Renwick 2023, Smooth 2007, Yuan and Lee 2015). These aspects are largely neglected in educational policy
(O’Connor 2008, Yuan and Lee 2016). However, it can be costly for society and for the individual pre-service teacher
if individuals who train to become teachers do not become teachers or leave the profession after a few years (Carver-
Thomas and Darling-Hammond, 2019, Madigan and Kim 2021, Sorensen and Ladd 2020, Watlington et al. 2010).
High attrition rates during teacher preparation are also a concern (Dos Santos 2021, Dove 2004, Gustems-Carnicer et
al. 2019, Kelly et al. 2019).

The purpose of this study is to investigate how pre-service teachers’ perception of campus and field
experiences is related to their anticipated engagement as teachers and their turnover intentions. It is important to gain
a better understanding of what explains pre-service teachers’ anticipated engagement and their decision not to
complete the teacher preparation program. Further information on these factors can facilitate the implementation of
appropriate measures to improve teacher education in Germany (Brouér et al. 2018).

Engagement in one’s profession is important, as an employee should have attitudes and motivation that are
favourable for the purpose that their work serves (Ababneh 2021, Bartlett 2001, Boyd and Nowell 2020, Khan et al.
2010, Miao et al. 2020). This general statement is of course also true for the teaching profession (Lee et al. 2011,
Robinson et al., 2009). The commitment to the teaching profession and a positive attitude towards the teaching
function are important prerequisites for teachers’ professionalism (Flores 2019, Siri et al. 2020, Skinner et al. 2021).
There is reason to believe that pre-service teachers have varying degrees of prospective engagement for their future
role in teaching (Chesnut and Cullen 2014, Klassen and Chiu 2011, Mérida-Lopez et al. 2021, Silverman 2010). Pre-
service teachers’ prospective engagement and turnover intention can be strengthened or weakened due to experiences
during teacher education, both in the campus-based components of the program and during field-based practicums
(Ng et al. 2010). Therefore, this study aims to investigate the strength of the associations between campus and field-
based experiences of teacher education and pre-service teachers’ engagement in teaching and turnover intention. The
study is based on the premise that experiences with campus and field-based teacher education promote engagement in
teaching and limit turnover intention.

Although numerous studies have drawn on Self-Determination Theory (SDT; Ryan and Deci, 2020) and the
Theory of Planned Behaviour (Ajzen 1991) to explain teachers’ professional commitment and turnover intentions, the
application of these frameworks to the pre-service phase remains fragmented and reveals important limitations. SDT-

99



Journal of Research, Policy & Practice of Teachers &
Teacher Education (ISSN 2232-0458/ e-ISSN 2550-1771)
Vol. 15, No. 2, December 2025, 98-110

based research typically examines the satisfaction of autonomy, competence, and relatedness needs among practicing
teachers (e.g., Fernet et al., 2017; Collie et al., 2016), yet pre-service teachers operate in a context of limited
occupational autonomy and delayed gratification of competence needs, rendering direct translations problematic (Watt
and Richardson, 2020). Similarly, TPB studies successfully predict entry into the profession but show weaker
explanatory power for persistence during teacher education, largely because they treat program experiences as distal
antecedents rather than as proximal shapers of attitudes and perceived control (Bruinsma and Jansen, 2010). A critical
gap in both traditions is the failure to conceptualize and empirically isolate perceived theory—practice coherence—the
extent to which pre-service teachers experience theoretical knowledge as meaningfully connected to authentic
classroom practice—as a distinct motivational mechanism capable of directly fulfilling competence and relatedness
needs (SDT) and strengthening positive attitudes toward remaining in teaching (TPB). The present study addresses
this gap by positioning perceived theory—practice coherence as a central integrative construct in understanding pre-
service teachers anticipated professional engagement and turnover intentions.

The investigations conducted for this study aim to prove or disprove several hypotheses related to this
premise. Hypothesis 1 states that the perceived relevance of education theory courses is positively related to
prospective engagement of pre-service teachers to become teachers. Hypothesis 2 states that the perceived relevance
of subject-specific didactics courses is positively related to prospective engagement of pre-service teachers to become
teachers. Hypothesis 3 states that the perceived relevance of pedagogy courses is negatively related to the turnover
intention of pre-service teachers, and Hypothesis 4 states that the perceived relevance of subject-specific didactics
instruction is negatively related to turnover intention (Brandt et al. 2021)

In general, pre-service teachers are first sent to observe a teacher’s classroom and then gain practice by
teaching sections or entire lessons (Holzberger et al. 2021, Voss and Kunter 2020). A supervisor at the school will
observe these teaching sessions, which are often followed by a supervision session between the supervisor and the
pre-service teachers (Copland 2010, Hojeij et al. 2021, Smith and Lev-Ari 2005). Pre-observation supervision, in
which the pre-service teacher discusses and justifies a lesson plan, is also a common practice. The content and method
of supervision sessions may vary depending on the professional perspective of the supervising personnel on
supervision. Such supervision can be seen partly as personalized formative feedback and partly as theory-practice
interaction. The former method emphasizes a humanistic approach, where the supervision focuses on the teacher's
well-being and the need for specific advice on techniques and other strategies for mastering instruction (Wang and
Odell 2002). However, the purpose of the field-based practicum is broader as a connection between theory and practice
should be established, which should empower pre-service teachers to acquire theoretically informed practical skills in
preparing, conducting, and evaluating lessons (Mok and Staub 2021, Tindowen et al. 2019). Mastering the theory-
practice relationship in professional programs such as teacher education should be a fruitful challenge that encourages
teacher candidates to learn by reflecting on practical experiences through the lens of theoretically informed concepts.
Supervisors are expected to assist teacher candidates in this practical synthesis, so that they can better understand the
practical relevance of the curriculum (Heggen and Terum 2013). Therefore, supervision should focus on pedagogical
supervision with a bifocal perspective, so that mentees perceive the supervision in their classroom as relevant, which
can be viewed as both theory-practice interaction and personalized formative feedback. The perception of teacher
candidates regarding the relevance of theory for the practical performance of the teacher's professional work (i.e.,
interaction between theory and practice) depends on whether school supervisors actually relate the content of their
supervision to the knowledge base created in the teacher education program on campus (Burn et al. 2022). There are
reasons to believe that the practice of teaching can promote the potential commitment of pre-service teachers to
teaching and restrict their turnover intention (Darling-Hammond 2006). Hypothesis 5 states that the interaction
between theory and practice is positively related to pre-service teachers' prospective commitment to becoming
teachers. The following theoretical expectation, which represents hypothesis 6, can be expressed: the interaction
between theory and practice is negatively related to pre-service teacher turnover intention.

Providing personalized formative feedback during supervision can support the learning of pre-service
teachers and be helpful in overcoming the challenges they face as teachers (Ferguson 2011, Flushman et al. 2019,
Vertemara and Flushman 2017). Hypothesis 7 therefore suggests that the provision of formative feedback during
supervision is positively related to the prospective engagement of pre-service teachers as teachers. The following
theoretical expectation is formulated (Hypothesis 8): The provision of formative feedback during supervision is
negatively related to turnover intention.

Teacher education in Germany is a comprehensive and rigorous process designed to prepare educators for
various levels of the education system. The German education system is decentralized, with each federal state
(Bundesland) having its own education policies and regulations, although a resolution established by the Standing
Conference ensures the recognition of university examinations for the teaching profession across states. In 2004, the
Standing Conference issued national standards for teacher education, outlining essential requirements and general
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competencies, including teaching, education, assessment, and innovation, along with subject-specific competencies
(KMK 2004, 2008)

The structure of teacher education in Germany consists of two phases: university-based study and partially
supervised pedagogical training in school classrooms, known as Referendariat, lasting one to two years. The first
phase has been revamped in 2004 from a course concluding with state examinations to a program typically spanning
10 semesters (5 years) and resulting in a master's degree in education (B.Ed. and M.Ed) (KMK 2004, 2008, Kotthoff
and Terhart 2013). To ensure continuous professional growth, educators are obligated to regularly engage in training
and development activities. In-service training for teachers is situated within the state where they hold tenure and is
governed by state regulations. Professional development opportunities are available at the local, regional, and central
levels, coordinated by supervisory authorities (Schuldmter) operating under the jurisdiction of the Standing
Conference (Lohmar and Eckhardt 2013). As a result of decentralisation, teacher education programs can vary slightly
from one state to another. This. is why this research was only carried out in two institutions, within the same federal
state.

Conceptual framework

The conceptual framework of this study brings together complementary strands of motivational theory and program-
level research on teacher education to explain how pre-service teachers’ study experiences shape both their anticipated
professional engagement and their turnover intentions. At its core, the framework assumes that pre-service teachers’
developing motivation is not solely a function of stable individual dispositions but is dynamically co-constructed
through their interpretation of campus-based coursework and field-based practicum experiences. Drawing on Self-
Determination Theory (SDT; Ryan and Deci, 2020), we conceptualize anticipated engagement as a forward-looking
indicator of pre-service teachers’ emerging professional identity and intrinsic commitment to teaching, grounded in
perceived opportunities to experience competence, autonomy, and relatedness in their preparation. At the same time,
the Theory of Planned Behavior (Ajzen 1991) suggests that turnover intention during teacher education reflects a
reasoned evaluation of teaching as a future career option, influenced by attitudes toward the profession, perceived
social expectations, and perceived control over successfully entering and staying in the profession. Within this dual
perspective, program experiences are not merely background conditions but function as proximal inputs that shape
both the enthusiasm to become a teacher and the inclination to opt out of the teacher pathway.

Within this broader framework, the study focuses on four central quality dimensions of teacher education:
the perceived relevance of education theory teaching, the perceived relevance of subject-specific didactics, perceived
theory—practice interaction during practicum, and personalized formative feedback from school-based supervisors.
These dimensions are conceptualized as latent constructs that capture pre-service teachers’ interpretations of how well
the program supports them in making sense of teaching as meaningful and feasible work. Perceived relevance of
education theory and subject-specific didactics reflects the extent to which campus-based courses provide illustrative
practical examples, clarify the connection between theory and classroom practice, and communicate content that is
recognized as useful for future teaching. In SDT terms, such relevance perceptions should support competence (by
framing knowledge as usable) and autonomy (by helping pre-service teachers see how they can enact informed
professional judgments). From a TPB perspective, they should strengthen favorable attitudes toward the teaching
profession and perceptions that one can successfully perform the role of a teacher, thereby reducing doubts about
continuing in teacher education.

The field-based dimensions in the framework—perceived theory—practice interaction and personalized
formative feedback—represent the practicum as a key arena where theoretical knowledge is tested, appropriated, and
transformed into professional understanding. Perceived theory—practice interaction captures the degree to which
supervisors and school contexts actively integrate university-based knowledge with real classroom situations, for
instance by explicitly linking subject matter and pedagogical concepts to lesson planning, enactment, and reflection.
This construct is theorized as a particularly powerful motivational mechanism because it directly addresses the well-
documented “theory—practice gap” in teacher education and enables pre-service teachers to experience theoretical
knowledge as instrumental for solving authentic classroom challenges. In SDT terms, this integration is expected to
foster competence (feeling capable in real classrooms) and relatedness (feeling part of a profession that values
informed practice), thereby nurturing anticipated engagement and buffering against turnover intentions. Within the
TPB framework, a strong sense of theory—practice coherence is expected to strengthen positive attitudes toward a
teaching career and reinforce perceived behavioral control by demonstrating that the demands of teaching can be met
with the knowledge and tools acquired in the program. Personalized formative feedback from supervisors is
conceptualized as an additional, more individualized support mechanism aimed at clarifying expectations, providing
concrete guidance, and signaling recognition. In principle, such feedback should enhance perceived competence and
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efficacy and thus contribute both to higher anticipated engagement and lower turnover intention. Together, these four
dimensions form an integrative explanatory model in which campus- and school-based experiences are treated as
interrelated, theoretically grounded predictors of pre-service teachers’ motivational outcomes.

Research objectives

Anchored in this conceptual framework, the study pursues three interrelated research objectives. This study pursues
the following research objectives:

1. To examine how pre-service teachers in Schleswig-Holstein perceive the relevance of key components of
their teacher education, specifically, education theory teaching, subject-specific didactics, theory—practice
interaction during school-based practicums, and personalized formative feedback provided by practicum
SUpervisors.

2. To investigate the relationships between these perceived quality dimensions of teacher education and pre-
service teachers’ anticipated engagement in the teaching profession.

3. To analyze how these perceived quality dimensions are related to pre-service teachers’ turnover intentions,
that is, their inclination to leave the teacher education program or not to enter the teaching profession after
graduation.

Methodology
Research design

In 2019, an online survey was conducted among pre-service teachers at two different locations in Germany. These
locations differed in terms of the size and organization of the lectures. Information on the two institutions CAU Kiel
and Europa-Universitit Flensburg (EUF) in Schleswig-Holstein, Germany are mentioned in the following. The two
locations differ in size and organization of teaching events but share a common commitment to high-quality teacher
training and a strong emphasis on practical experience. After completing at least one field-based practicum, the pre-
service teachers were asked to voluntarily complete an online-questionnaire.

Respondents of the study

A total of 474 completed questionnaires were returned. In the questionnaire, pre-service teachers were asked to recall
the extent to which they experienced their campus-based studies as relevant during the practicum period, their
experiences with their supervisors, and other relevant questions.

Table 1
Cronbach’s Alpha, Constructs and Items, N = 484
Constructs Items CA
Prospective engagement to become a teacher Id .88
I feel attracted to become a teacher w3
It feels good to think that one day I will be a teacher w4
I am looking forward to working as a teacher w5
Turnover intention Ti 91
If I find a well-paid job after my teacher training, I will not work as a teacher w56
I often think about career possibilities other than becoming a teacher w57
If I could go back and choose afresh, I would have chosen something other than teacher training w58
Other careers are more attractive to me than becoming a teacher w59
Perceived relevance of education theory teaching Pp 78
In education theory teaching:
I am given practical examples from actual teaching w35
The connection between pedagogic theory and practice is made clear w38
Perceived relevance of subject-didactics teaching Sp .92
In subject-didactics teaching:

continued
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I am given practical examples from actual teaching w39

I have become familiar with academic content relevant to the work of a teacher w40

The connection between subject-didactics theory and practice is made clear w42
Theory-practice interaction Is 71
In the practice periods:

I get to know how the study subject is relevant in school w44

I discuss with my supervisors how the subject matter can be applied in developing the teaching | w45

practice

I discuss practical experiences with the supervisors considering what we have learned so far w46
Personalised formative feedback during supervision Ss 91

Supervision meetings at the practice school help me understand what I should do to improve as a | w51

teacher

Supervisors at the practice school give me clear, direct feedback about where I stand w53

Feedback from supervisors at the practice school closely aligns with what I have achieved w54

Feedback from supervisors at the practice school makes clear what is expected of me as a | w55

prospective teacher

The following hypotheses were tested:

H1: The perceived relevance of education theory teaching (pp) is positively related to prospective engagement of pre-
service teachers to become teachers (id).

H2: The perceived relevance of subject-specific didactics courses (sp) is positively related to prospective engagement
of pre-service teachers to become teachers (id).

H3: The perceived relevance of education theory teaching (pp) is negatively related to the turnover intention of pre-
service teachers (ti).

H4: The perceived relevance of subject-specific didactics instruction (sp) is negatively related to turnover intention

(ti).

H5: The interaction between theory and practice (is) is positively related to pre-service teachers' prospective
commitment to becoming teachers (id).

H6: The interaction between theory and practice (is) is negatively related to pre-service teacher turnover intention (ti).

H7: The provision of formative feedback during supervision (ss) is positively related to the prospective engagement
of pre-service teachers to become teachers (id).

HS: The provision of formative feedback during supervision (ss) is negatively related to turnover intention (ti).
Findings and discussions

Structural equation modelling was used to analyse the relationships between the variables (see Figure 1). Structural
equation modelling is suitable for analysing confirmatory factors and analysing paths. The fit assessments between
the model and the data were based on the following indices: root mean square error of approximation (RMSEA),
normalized fit index (NFI), goodness of fit index (GFI), and comparative fit index (CFI). A good fit is indicated by
RMSEA <0.05 and NFI, GFI, and CFI> 0.95; an acceptable fit is indicated by 0.05 <RMSEA <0.08 and NFI, GFI,
and CFI> 0.90 (Kline, 2005). The measurement and structural models were estimated using IBM SPSS Amos 22. The
actual values shown in Figure 1 indicate an acceptable fit. The RMSEA value of 0.048, the NFI value of 0.954 and
the GFI value of 0.942 indicate an acceptable fit, and the CFI value of 0.974 indicates a good fit.
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Figure 1

Structural Equation Model

® OO OO

OOOO ®

Standardized estimates
Kji-kvdrat = 294,590 df =135 p-kji =,000
rmsea = 049 nfi= 954 gfi= 942 cfi= 974

The aim of this study was to investigate the relationship between the perception of campus and field experiences
among pre-service teachers and their anticipated engagement as teachers as well as their turnover intentions.

The structural equation modelling revealed that the perceived relevance of pedagogical instruction among
pre-service teachers is not significantly related to their expected engagement as teachers or their turnover intention
(rejection of hypotheses 1 and 3). These findings need to be interpreted considering experiences with pedagogical
instruction in teacher education programs. We had a reason to assume that the experiences from campus teaching
about the relevance of educational theory to teaching practice help to strengthen the long-term motivation to become
a teacher, what we call commitment. This plausible assumption (hypothesis 1) did not achieve empirical support in
the data material. This should lead to an investigation into why campus teaching in educational theory is not related
to a long-term motivation to become a teacher. Similarly, we are also surprised that there is also no relationship
between the experience of educational theory teaching's relevance for teaching practice and turnover intentions (the
expectation is expressed in hypothesis 3). This also arouses our wonder. On the other hand, our analyses from some
other countries' teacher training programs (Elstad et al., 2023) show that in these cases too there is no relationship
between experiences of relevance of campus teaching in educational theory and ditto commitment and turnover
intentions. Dare we suggest that this should lead to a self-examination?

The structural equation modelling showed that the perceived relevance of subject didactics instruction is not
associated with the expected engagement and turnover intention of pre-service teachers (rejection of hypotheses 2 and
4). Several investigations show how the practice teachers in several teacher education programs (Elstad et al., 2023)
can build a personal relationship with the pre-service teachers during their internship, which is positively related to
the long-term motivation to become a teacher and negatively related to turnover intention. In the analysis of the
German data, these two relationships are very weak, which can be interpreted as the fact that German practice
supervisors do not attach sufficient importance to the personalized support for the pre-service teachers. A follow-up
study that gets the pre-service teachers' own words about how they experience this personalized support can give us
better insight into whether the above interpretation is reasonable.
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We investigated two strategies for developing a curriculum for field-based experiences in teacher education:
personalized formative feedback and theory-practice interaction. The structural equation modelling demonstrated that
the interaction between theory and practice is positively and significantly related to the expected engagement of pre-
service teachers to become teachers (acceptance of hypothesis 5) and negatively and significantly related to their
turnover intention teachers (acceptance of hypothesis 6). This means that pre-service teachers who understand the
impact theoretical knowledge can have on their practice and have the feeling that the content they are confronted with
are useful for their teaching in class, were more likely to be engaged and to stay within the profession. On the other
hand, personalized formative feedback is not related to potential engagement or turnover intention (rejection of
hypotheses 7 and 8). This could indicate that the feedback provided by supervisors may not be effectively influencing
the pre-service teachers' motivation or involvement in their work. Alternatively, there may be other factors influencing
their engagement that are not addressed solely by personalized formative feedback. The finding also suggests that
personalized formative feedback does not have a direct effect on pre-service teachers' turnover intention, which refers
to their inclination to leave the teaching profession. This finding implies that factors other than feedback may be more
influential in determining their intention to stay or leave. These factors might include job satisfaction, work
environment, professional growth opportunities, or personal reasons unrelated to the feedback they receive. There
could be several reasons why personalized formative feedback does not impact engagement or turnover intention.
Firstly, the quality or effectiveness of the feedback might be questionable. If the feedback lacks specificity, relevance,
or constructive guidance, it may not motivate or engage pre-service teachers effectively. Secondly, there may be
external factors influencing their engagement and intention to stay, such as workload, classroom management
challenges, or limited support beyond feedback.

It's important to consider individual differences among pre-service teachers. While some individuals may
highly value and be motivated by personalized formative feedback, others might not perceive it as influential or
necessary for their engagement or career decisions. Different pre-service teachers may respond differently to feedback
based on their unique personality traits, motivations, or learning preferences.

The context in which the feedback is provided also plays a crucial role. The organizational culture,
supervisory relationships, and support structures surrounding pre-service teachers can influence how they perceive
and respond to feedback. If the overall context is not conducive to utilizing feedback effectively, its impact on
engagement and turnover intention may be limited.

Conclusions and recommendations

Like all similar studies, this research faced certain limitations both from methodological (e.g., a cross-sectional design)
and conceptual (e.g., parsimonious modelling) perspectives. We acknowledge these limitations and argue that they
contribute to a basis for future studies. It should be emphasized that relatively little quantitative research has been
conducted on prospective engagement of pre-service teachers and turnover intentions, so we do not have a solid
foundation for empirically related research.

Another limitation is the use of self-reported questionnaire data. The subjective component of such data is
undeniable. Independent judgments can provide interesting data about an employee's performance. However, it is
difficult to perform this process while maintaining anonymity promises. Another limitation is that we did not have the
opportunity to link pre-service teachers' self-reporting to objective performance-related goals.

Implications for practice

The findings of this study underscore several implications for teacher education programs, particularly in enhancing
pre-service teachers' engagement and addressing turnover intentions. Given that the interaction between theory and
practice significantly contributes to engagement and retention, teacher education curricula should prioritize creating
connections between theoretical frameworks and practical applications. Educators and program directors should
emphasize experiential learning opportunities that allow pre-service teachers to see the relevance of their studies in
real classroom settings.

To implement changes effectively, teacher preparation programs may consider integrating more collaborative
practices between supervisors and pre-service teachers during practicums. Creating structured sessions in which
supervisors explicitly relate theoretical concepts to practical scenarios could strengthen pre-service teachers'
understanding and commitment to teaching. Such sessions can also encourage reflective practices, where pre-service
teachers articulate how theoretical knowledge informs their teaching strategies. Additionally, there appears to be a
pressing need to enhance personalized support in teacher preparation programs. As findings indicate limited
relationships between personalized formative feedback and engagement/turnover, it would be beneficial to train
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supervisors in delivering high-quality feedback that is specific, actionable, and contextually relevant. Supervisors
should be encouraged to engage in professional development that hones their feedback skills, fostering an environment
in which pre-service teachers feel valued and supported.

Future research directions

The study reveals significant gaps in understanding how different pedagogical strategies and feedback mechanisms
impact pre-service teachers' commitment and turnover intentions. Future research should focus on longitudinal studies
to examine how the relationships between feedback, engagement, and turnover intentions evolve over time. Such
studies can help delineate the long-term impacts of specific teaching methodologies on pre-service teachers’
professional identities.

Moreover, more nuanced examinations of individual differences among pre-service teachers—such as

personality traits, motivations, and learning preferences—are warranted. A mixed-methods approach could uncover
deeper insights into how pre-service teachers perceive and utilize feedback, as well as how these perceptions influence
their engagement levels and intentions to remain in the profession.
Research that investigates the role of external factors—Iike support systems in educational institutions, the
professional climate of schools where practicums occur, and the workload demands on pre-service teachers—could
also provide a more comprehensive understanding of the challenges they face. These insights could inform the
development of targeted interventions aimed at enhancing overall teacher preparation and retention rates.

Final thoughts

This study highlights that the relevance of theory-practice interactions is pivotal for fostering the engagement of pre-
service teachers and reducing turnover intentions. Educational stakeholders must recognize the complexity of teacher
training and the diverse experiences that shape a pre-service teacher's pathway. By strategically enhancing curriculum
design, supervisor training, and feedback mechanisms, we may cultivate a more supportive environment that not only
prepares pre-service teachers to enter the profession but also encourages them to remain committed long-term. Future
research is essential for unravelling the intricate dynamics of teacher education, offering further insights that can
ultimately contribute to building a more resilient teaching workforce.

The main conclusion is that the perceived relevance of theory-practice interactions in the school-based part
of teacher education is the key element to explain both the prospective engagement of pre-service teachers in their
future profession as teachers and their turnover intentions. It is widely acknowledged that pre-service teachers often
face difficulties in translating the theoretical knowledge they acquire at university into effective teaching practices
during their practical training (Advisory Panel for Teacher Education, 2020). The supervisor's role in bridging the gap
between theory and practice is crucial, as it not only helps to enhance their dedication towards becoming teachers but
also mitigates any inclination to abandon the course. The perceived relevance of pedagogy, subject didactics, and
personalized formative feedback during supervision is not associated with prospective engagement and turnover
intentions. We do not know much about why these factors are not so clearly related to engagement and turnover
intentions. Therefore, we highlight the need for further research in this area. The need for finely grained concepts in
this type of research is present to understand how quality aspects are experienced in the different phases of teacher
education. Again, we highlight the need for more research in this area to better understand the unique features of
teacher education. In-depth case studies with observations, interviews with pre-service teachers, analyses of their
lesson plans, and written and oral feedback from educators and supervisors to the learners could be relevant.
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