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Abstract
This chapter examines the interplay between teachers' beliefs, motivational strategies, and instructional practices in mathematics education within Botswana's primary schools. It seeks to illuminate how motivational strategies, as perceived and applied by teachers, enhance classroom practices and foster student engagement and success. Drawing from Salani and Maphane’s (2014) mixed-methods study, the chapter integrates quantitative and qualitative approaches to explore the use of motivational strategies in mathematics instruction. Utilizing a descriptive survey design, the research involved 88 primary school teachers specializing in mathematics and science, representing diverse experiences and qualifications from three educational regions. Data were collected through questionnaires and interviews, ensuring a comprehensive understanding of teachers’ beliefs and practices. Findings reveal widespread recognition of motivational strategies as essential tools for improving mathematics instruction and fostering critical thinking. Over 90% of teachers employed activity-based, learner-centered approaches, emphasizing real-world applications and reward systems to enhance engagement and performance. However, challenges such as inconsistent feedback, high workloads, and large class sizes hindered the consistent implementation of these strategies. The chapter underscores the importance of aligning professional development initiatives with policy support to address these barriers. By equipping teachers with practical tools and fostering positive beliefs, motivational strategies can be effectively integrated into classroom practices, unlocking students’ potential and enhancing mathematics education outcomes. This chapter contributes to the discourse on student-centered learning in mathematics, offering actionable insights for educators, policymakers, and researchers to create engaging and effective learning environments in primary education.
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Introduction
Motivation is a dynamic process that drives goal-directed behavior and sustains it over time. Within the context of education, motivation serves as a critical factor influencing both teaching and learning outcomes. In mathematics education, the importance of motivation cannot be overstated, as it plays a vital role in fostering student engagement, improving understanding, and ultimately enhancing achievement. Motivation enables students to approach learning tasks with energy and persistence, as their interest and desire to achieve are amplified (Ryan & Deci, 2000). Authentic student engagement, a key outcome of motivation, has been identified as crucial for meaningful learning experiences (Saeed, Sitwat & Zyngier, 2012). Research suggests that motivation remains a significant challenge, particularly in primary school settings (Thohir, 2017). Motivational deficiencies can adversely impact students’ academic performance, creating environments where learning is diminished and progress hindered (Williams & Burden, 1997). On the other hand, motivated learners demonstrate higher levels of commitment, resilience, and achievement. Teachers, therefore, play a critical role in creating motivational climates that align with students’ interests, needs, and goals. This involves reducing anxiety and fostering an enabling environment where students feel encouraged and excited about their learning (Smith & De Cronje, 2002). Teachers’ beliefs, as mediators of instructional practices, are fundamental to the development of motivational strategies in the classroom. These beliefs shape how teachers perceive their students, design their lessons, and implement strategies to engage learners. Brophy and Good (1974) emphasized the significance of teachers’ individual perceptions, highlighting their impact on how students are taught and motivated. Moreover, Grobler (2006) identified value and effort as essential components of a motivational climate, where students perceive the relevance of their work and connect their learning to meaningful contexts.

This chapter aims to explore the intersection of teachers’ beliefs, motivational strategies, and instructional practices in mathematics education. It investigates the extent to which teachers view motivational strategies as tools to enhance classroom practices and their application in mathematics instruction. In doing so, the chapter contributes to contemporary discussions on improving mathematics education in primary schools, particularly in the context of Botswana, where limited research exists on this topic. By addressing these objectives, the chapter seeks to provide insights into how teachers’ beliefs can be leveraged to create engaging and effective mathematics learning environments, ultimately leading to improved student outcomes.

Understanding Teachers’ Beliefs in Mathematics Instruction
Teachers’ beliefs play a pivotal role in shaping their instructional practices and, consequently, student outcomes. In educational contexts, beliefs encompass teachers’ perceptions, values, and expectations regarding their students and the teaching process. These beliefs significantly influence the strategies employed in the classroom. As Brophy and Good (1974) emphasized, teachers' individual perceptions and the differences they bring to their classroom environments are fundamental in determining how they teach, motivate, and engage their students. Understanding these beliefs is critical as they act as lenses through which teachers interpret and respond to classroom situations. Beliefs related to mathematics instruction often include perceptions of students’ abilities, the nature of mathematics as a discipline, and the purpose of mathematics education. Zbiek and Conner (2006) underscored the importance of modeling activities that provide opportunities for students to learn mathematics through exploratory and interactive methods. This aligns with Skinner and Belmont's (1993) findings that positive teacher perceptions of students enhance relatedness, competence, and self-determination—key factors in student engagement. Further, Stipek et al. (2001) revealed a strong coherence between teachers’ beliefs and classroom practices. For instance, teachers’ confidence in their teaching abilities positively correlates with students’ confidence as mathematical learners. Teachers who view mathematical ability as malleable and mathematics as a tool for thought are more likely to adopt student-centered practices, promoting understanding rather than procedural correctness. Li, Cevikbas, and Kaiser (2024) examined mathematics teachers’ beliefs in cooperative learning environments. Their findings highlighted conflicting beliefs among teachers regarding their professional roles, oscillating between direct supervision and delegating authority. These beliefs shaped their instructional scaffolding practices, influencing the quality of teacher-student interactions. Addressing these belief conflicts is crucial for fostering effective cooperative learning environments.

Motivational Strategies in the Mathematics Classroom
Motivation is a cornerstone of effective teaching and learning, particularly in mathematics, where students often encounter challenges. Motivational theories, such as Self-Determination Theory (Deci & Ryan, 1985) and Expectancy-Value Theory (Eccles & Wigfield, 2002), provide frameworks for understanding how motivation influences student behavior and performance. Self-Determination Theory emphasizes autonomy, competence, and relatedness in fostering intrinsic motivation, while Expectancy-Value Theory focuses on students’ expectations of success and the value they assign to tasks. Common motivational strategies in mathematics instruction include activity-based learning, real-world problem-solving tasks, and constructive feedback. Research by Tella, Ayeni, and Popoola (2007) found that motivated students outperformed their peers, highlighting motivation's critical role in academic achievement. Similarly, Hall (1989) and Etsey (2005) observed that a lack of motivation often leads to negative attitudes toward mathematics, adversely affecting performance. Rigsby (2023) expanded this discussion by identifying themes such as internal motivation, external motivation, building thinking classrooms, and fostering student choice. These themes provide actionable insights into innovative and traditional motivational strategies that enhance student engagement and comprehension. Druger (2000) emphasized that teachers should encourage students not only to learn but to desire learning, fostering a more sustainable motivational mindset. Herges et al. (2017) demonstrated the positive correlation between internal motivation and mathematics achievement, further emphasizing the role of parental involvement in shaping students’ motivational beliefs and attitudes. Their findings suggest that fostering a supportive home and classroom environment can significantly enhance student engagement and performance. Reinhold et al. (2021) highlighted the importance of teachers’ motivational and emotional orientations in using digital tools for mathematics instruction. Their study demonstrated that workshop-based professional development could foster teachers’ self-efficacy and perceived value of digital tools, influencing their motivational strategies positively. However, individual differences in the success of such interventions underscore the need for tailored approaches to professional development.

Linking Beliefs to Motivational Strategies
Teachers’ beliefs significantly influence their choice of motivational strategies in the classroom. For instance, teachers who believe in all students' potential to excel in mathematics are more likely to adopt activity-based methods and confidence-building techniques, as highlighted by Skemp (1989). Rudhumbu (2014) elaborated on how conveying confidence, valuing learners’ tasks, and setting achievable goals enhance motivation and engagement in primary school mathematics. Conversely, negative beliefs can hinder effective motivational practices, such as providing timely feedback or implementing learner-centered methods. Eccles, Wigfield, and Schiefele (1998) found that motivation correlates with achievement behaviors, emphasizing the need for environments where students associate mathematics learning with intrinsic and extrinsic motivational sources. Professional development programs play a crucial role in reshaping teachers’ beliefs and aligning them with evidence-based practices. Turner, Warzon, and Christensen (2011) demonstrated that yearlong professional development projects focusing on motivational strategies significantly influenced teachers’ beliefs and practices. Similarly, Pulumbarit (2022) found that autonomy-supportive motivational styles correlated positively with improved student performance in mathematics, highlighting the role of teacher beliefs in shaping instructional strategies. Brandmiller, Dumont, and Becker (2020) revealed how teachers’ perceptions of students’ cognitive skills and motivation are influenced by socioeconomic status, immigrant background, and gender. These perceptions mediate the relationship between student characteristics and teacher expectations, underscoring the importance of addressing biases in professional development to ensure equitable instructional practices. The interplay between beliefs and motivational strategies underscores the need for holistic professional development that addresses teachers’ motivational and emotional orientations. By aligning their beliefs with evidence-based strategies, teachers can create engaging learning environments that foster student success in mathematics.

Applications of Motivational Strategies in Botswana Classrooms
Research by Salani and Maphane (2014) offers significant insights into the practical applications of motivational strategies in mathematics classrooms. This book chapter draws from their study, which utilized a mixed-methods design, blending quantitative and qualitative approaches. The quantitative component relied on Creswell’s (1994) framework, while the qualitative aspect followed Bell (1998) and Mora (2010). The researchers adopted a triangulation approach as emphasized by Best and Kahn (1998), integrating data collection tools to counteract biases and enrich the study's findings. A descriptive survey method, designed to provide a numeric overview of teachers’ practices and beliefs, was employed. Data collection involved a questionnaire with both closed and open-ended questions and an interview schedule to corroborate the questionnaire responses, ensuring a comprehensive understanding of the subject matter. The study sampled 88 primary school teachers specializing in mathematics and science from 30 schools across the Kweneng, Southern, and Central regions of Botswana. Schools were stratified by educational regions (Cohen & Manion, 1994), and convenience sampling was used due to accessibility and cost-effectiveness. Within the selected schools, simple random sampling was employed to minimize bias (Wiersma & Jurs, 2005; Soiferman, 2010). The sample consisted of 23 male and 65 female teachers, reflecting the female-dominated nature of primary education in Botswana. Participants had varying teaching experiences ranging from 1 to 21 years and were predominantly Diploma holders. Participation was voluntary, based on agreements with school heads and individual teachers. The data collection instruments included a teacher questionnaire and an interview guide. The questionnaire, which comprised 15 items across three scales—improved classroom practices, enhanced learner performance, and the use of motivational strategies—utilized a four-point Likert scale (strongly agree to strongly disagree) to eliminate indecisive responses. A total of 100 questionnaires were distributed, yielding an 88% response rate. Interviews, lasting 45 minutes each, were conducted with 12 teachers over one week. These interviews explored teachers’ perceptions of motivational strategies, the types they employed, their implementation processes, and their perceived effectiveness in enhancing student learning outcomes. The findings from this methodologically rigorous study provide a robust foundation for understanding how motivational strategies are applied in Botswana’s mathematics classrooms and highlight the critical role of teacher practices in fostering student engagement and success. The discussion follows:
Teachers’ beliefs significantly influence their motivational approaches, as shown by the data in Table 1 below, collected using triangulated methods, including questionnaires and interviews. 
Table 1. Primary school teachers’ percentage beliefs about motivational strategies as enhancement of mathematics classroom instructional practices
	Statement
	Responses
	Gender
	
	
	

	
	
	Male
	Female
	Mean
	Mode

	1
	A
	22(95.7%)
	64(98.5%)
	3.35
	3

	
	D
	1(4.3%)
	1(1.5%)
	
	

	2
	A
	21(91.3%)
	65(100%)
	3.57
	4

	
	D
	2(8.7%)
	0(0%)
	
	

	3
	A
	21(91.3%)
	63(96.9%)
	3.38
	3

	
	D
	2(8.7%)
	2(3.1%)
	
	

	4
	A
	5(21.7%)
	8(12.3%)
	3.44
	4

	
	D
	18(78.3%)
	57(87.7%)
	
	

	5
	A
	22(95.7%)
	59(90.8%)
	3.39
	4

	
	D
	1(4.3%)
	6(9.2%)
	
	


Extracted from Salani and Maphane (2014) research work
Statements 1, 2, 3, 4 and 5 are variables on teachers’ beliefs about motivational strategies in improving their classroom practices
The findings revealed that the majority of teachers recognized motivational strategies as essential for enhancing their classroom practices in the teaching and learning of mathematics. This is evident from modal scores of 3 and 4 recorded for positive statements 1 to 3 and 5, as shown in Table 1. Additionally, 97.7% of teachers indicated that they employed activity-based teaching approaches (item 1, Table 1), demonstrating a strong commitment to learner-centered methodologies. These approaches were consistently valued across genders, qualifications, and teaching experiences, with over 90% of teachers agreeing that motivational strategies play a key role in improving classroom practices (Table 1). The consensus among teachers about the value of motivational strategies aligns with Rudhumbu’s (2014) findings that motivational teaching strategies, such as conveying confidence, valuing learners’ tasks, and setting achievable goals, enhance student engagement and performance in mathematics. Similarly, Pulumbarit (2022) emphasized that autonomy-supportive motivational styles are positively correlated with student performance, reinforcing the importance of motivational approaches in shaping effective classroom practices. Despite the broad agreement, a minority (8%) of teachers reported failing to provide timely and constructive feedback to learners during mathematics instruction. This finding is concerning as it contradicts Rudhumbu's (2014) assertion that positive feedback is crucial for motivating students to learn mathematics. Turner, Warzon, and Christensen (2011) also highlighted the role of feedback in supporting students’ competence and fostering meaningful learning. Without timely feedback, students may struggle to understand mathematics deeply and achieve their potential. Peters (2010) supported this perspective, noting that encouraging students and helping them visualize their progress fosters conceptual understanding. Failure to provide feedback diminishes students' potential and reduces motivation, especially when teachers do not incorporate learner-centered methods. This conflicts with Weimer’s (2012) assertion that student motivation declines when teachers dominate decision-making processes, which fosters dependence rather than independence.
Moreover, Brandmiller, Dumont, and Becker (2020) revealed that teachers' perceptions of students' cognitive skills and motivation are influenced by factors such as socioeconomic status, immigrant background, and gender. These perceptions mediate the relationship between student characteristics and teacher expectations, highlighting the need for equitable feedback practices to support diverse learners. Hadre and Sullivan (2008) emphasized the necessity for teachers to incorporate motivational strategies that embrace diversity in students’ backgrounds, particularly in early mathematics education. This underscores the importance of professional development programs that help teachers align their beliefs with evidence-based strategies, as demonstrated by the works of Turner et al. (2011) and Pulumbarit (2022), which found that such programs positively influence teacher practices and enhance student engagement and achievement.
Table 2. Primary school teachers’ percentage beliefs about motivational strategies as enhancement of learners’ mathematical performance
	Statements
	6
	7
	8
	9
	10

	Responses
	A
	D
	A
	D
	A
	D
	A
	D
	A
	D

	Gender
	
	
	
	
	
	
	
	
	
	

	Male
	2
8.7%
	21
91.3%
	23
100%
	0
0%
	22
95.7%
	1
1.1%
	23
100%
	0
0%
	21
91.3%
	2
8.7%

	Female
	2
3.1%
	63
96.9%
	63
96.9%
	2
3.1%
	64
98.5%
	1
1.5%
	59
90.8%
	6
9.2%
	61
93.8%
	4
6.2%

	Average
%
	4.5%
	95.5%
	97.7%
	2.3%
	97.7%
	2.3%
	93.2%
	6.8%
	93.2%
	6.8%

	Total
Percent
	4
4.5%
	84
95.5%
	86
97.7%
	2
2.3%
	86
97.7%
	2
2.3%
	82
93.2%
	6
6.8%
	82
93.2%
	6
6.8%

	Mean
	3.56
	3.6
	3.6
	3.51
	3.63

	Average
Mean
	3.56
	
	3.59

	Mode
	4
	
	4
	4
	4
	4


Extracted from Salani and Maphane (2014) research work
Statements 6, 7, 8, 9 and 10 are variables on teachers’ beliefs about motivational strategies in improving pupils’ mathematical performance.
The findings highlighted that primary school teachers regarded motivational strategies as critical for enhancing pupils’ performance in mathematics. This was evidenced by an average mean response of 3.6 for statements assessing teachers’ agreement on the role of motivational strategies in improving student performance (see Table 2). This finding resonates with Mwamwenda’s (1995) assertion that motivation serves as a driving force, energizing, sustaining, and directing individuals toward specific behaviors. Teachers perceived motivational strategies as essential tools for fostering eagerness to learn, ultimately aiding pupils in excelling at mathematics. Similarly, Angeles, Gonzales and DelosSantos (2024) emphasized that motivation compels students to put effort into solving complex mathematical problems, improving their mathematical skills. This aligns with Skinner and Belmont’s (1993) findings that positive teacher perceptions of students enhance their sense of relatedness, competence, and self-determination—key factors for fostering student engagement and performance. Teachers who employed motivational strategies, such as activity-based teaching and real-world problem-solving tasks, consistently observed significant improvements in pupil performance, corroborating findings by Zbiek and Conner (2006) that emphasized the importance of exploratory and interactive learning environments in mathematics instruction. The findings further revealed that motivational strategies not only fostered deeper understanding but also transformed pupils into critical thinkers who actively sought to explore mathematical concepts. This finding is consistent with Salani and Maphane’s (2014) observation that techniques like praise, rewards, and learner-centered methods promote intellectual growth and independent exploration of mathematical ideas. Over 90% of teachers affirmed that motivational strategies cultivated critical thinking and a deeper appreciation of mathematics, corroborating Mwamwenda (1995) and Angeles et al. (2024). Successful implementations of motivational strategies often included the integration of real-life applications and reward systems. For instance, Mendonca, Bahl and Pathak (2023) and Zbiek and Conner (2006) demonstrated that leveraging real-world contexts and social incentives, such as public recognition and peer-assisted learning, enhances student engagement and comprehension. Additionally, Rigsby (2023) highlighted the importance of fostering thinking classrooms and offering students autonomy to boost their internal and external motivation. Teachers’ adaptability in using motivational strategies was also evident in their efforts to align rewards with students’ preferences, fostering excitement and sustained engagement. For instance, high-achieving students mentoring peers cultivated collaborative learning environments that benefited all learners. These practices underscore the findings of Eccles and Wigfield (2002) that task value and autonomy support play pivotal roles in student motivation and achievement.
However, despite the successes of motivational strategies, challenges persisted. A notable barrier was the high workloads and large class sizes that impeded some teachers from consistently implementing these strategies. Salani and Maphane (2014) observed similar challenges, noting that overwhelmed teachers often struggled to align their beliefs with effective motivational practices. Additionally, Reinhold et al. (2021) emphasized the critical role of professional development programs in addressing these challenges. Their findings demonstrated that tailored workshops enhanced teachers’ self-efficacy and motivation, particularly in integrating digital tools into mathematics instruction. The findings also reflected a strong coherence between teachers’ beliefs and classroom practices. Teachers who believed in students’ potential to excel were more likely to adopt confidence-building techniques and learner-centered approaches. This aligns with Skemp’s (1989) assertion that fostering students’ confidence enhances their engagement and performance in mathematics. Conversely, teachers with negative beliefs were less likely to provide timely feedback or implement motivational strategies, as noted by Rudhumbu (2014). Furthermore, Turner, Warzon, and Christensen (2011) demonstrated that professional development programs focusing on motivational strategies significantly influence teachers’ beliefs and classroom practices. The importance of such programs is further highlighted by Brandmiller, Dumont, and Becker’s (2020) findings, which revealed that teacher perceptions of students’ cognitive skills and motivation are often shaped by socioeconomic status, immigrant background, and gender. Addressing these biases through targeted professional development is essential to ensure equitable instructional practices and foster inclusive learning environments. In Salani and Maphane’s (2014), it was found that challenges arose in aligning teachers’ beliefs with effective practices, particularly among teachers who felt demotivated or overwhelmed by their work environment. Table 3 below present results on teachers’ responses on the extent to which they incorporate motivational strategies in the mathematics classroom instruction.
Table 3. 
Primary teachers’ percentage beliefs about the extent to which teachers incorporate motivational strategies in the mathematics classroom instruction

	Statement
	Responses
	Gender
	Mean
	Mode

	
	
	M
	F
	
	

	+11
	A	N
%
	8
34.8
	19
29.2
	

2.23
	

2

	
	D	N
%
	15
65.2
	46
70.8
	
	

	+12
	A	N
	16
	53
	
	

	
	%
	69.6
	81.5
	
3.00
	
3

	
	D	N
%
	7
30.4
	12
18.5
	
	

	+14
	A	N
%
	19
82.6
	51
78.5
	

3.03
	

3

	
	D	N
%
	4
17.4
	14
21.5
	
	

	
Average
	Agreed
%
	16.3
	46.6
	

2.75
	

	
	
	62.4%
	
	

	
	Disagreed
%
	9.8
	27.3
	
	

	
	
	37.3%
	
	

	-13
	A	N
%
	2
8.7
	4
6.2
	

3.45
	

4

	
	D	N
%
	21
91.3
	61
93.8
	
	

	-15
	A	N
%
	2
8.7
	2
3.1
	

3.64
	

4

	
	D	N
%
	21
91.3
	63
96.9
	
	

	
Average
	A	N
                 % 
	2.3
	3.4
	
3.55
	

	
	
	6.7%
	
	

	
	  D	N
%
	23.9
	70.5
	
	

	
	
	93.3%
	
	


Extracted from Salani and Maphane (2014) research work
Statements 11, 12, 13, 14 and 15 are variables on teachers’ beliefs about the extent of use of motivational strategies in the classroom.
The findings revealed that primary school teachers overwhelmingly recognized motivational strategies as critical for enhancing pupils’ performance in mathematics. An average mean response of 3.6 for items assessing teachers' agreement on the role of motivational strategies indicated strong support for their efficacy in improving student outcomes (see Table 3). This is consistent with Brophy and Good’s (1974) assertion that teachers’ beliefs and perceptions significantly influence their instructional methods and their ability to motivate and engage students. Teachers’ beliefs about mathematics instruction profoundly shape their instructional practices and the strategies they employ in the classroom. Zbiek and Conner (2006) emphasized the importance of exploratory and interactive methods in mathematics teaching, which align with the study’s findings that activity-based learning and real-world problem-solving were among the most commonly employed motivational strategies. Teachers’ confidence in their instructional abilities, as highlighted by Stipek et al. (2001), was found to correlate with students’ confidence as mathematical learners. Teachers who viewed mathematical ability as malleable were more likely to use student-centered practices, fostering deeper understanding rather than mere procedural fluency. The study also revealed that teachers’ perceptions of students’ abilities and the nature of mathematics influenced their motivational strategies. For example, teachers who believed in the potential of all students to excel in mathematics employed confidence-building techniques and tailored their strategies to meet students' needs. These findings align with Skinner and Belmont’s (1993) research, which showed that positive teacher perceptions enhance student engagement through relatedness, competence, and self-determination. Similarly, Li, Cevikbas, and Kaiser (2024) highlighted how conflicting teacher beliefs about their roles—oscillating between direct supervision and delegating authority—influenced the quality of classroom interactions and cooperative learning.
The findings indicated that teachers employed a variety of motivational strategies, including the use of scoreboards, public displays of marks, verbal praise, and tangible rewards like stickers, pens, and mathematical sets. These approaches align with Alan’s (2009) study, which demonstrated the motivational impact of integrating real-life applications and reward systems in mathematics instruction. Teachers also encouraged students to suggest their preferred rewards, a practice that ensured novelty and sustained interest, as supported by Guo’s (2020) emphasis on fostering environments that motivate students to reach their full potential. The study found that motivational strategies not only improved academic performance but also fostered critical thinking and independence. For instance, high-achieving students were often tasked with mentoring their peers, promoting a collaborative learning environment. This approach aligns with Rudhumbu’s (2014) findings on the effectiveness of conveying confidence and setting achievable goals in enhancing motivation and engagement. Moreover, Druger (2000) and Adams and Pierce (2011) highlighted the role of praise and constructive feedback in boosting students’ self-esteem and academic outcomes, further corroborating the study’s findings.
Teachers’ beliefs were found to be strongly linked to their choice of motivational strategies. Those who believed in the malleability of mathematical ability were more likely to adopt activity-based methods and provide constructive feedback, aligning with Skemp’s (1989) emphasis on understanding over procedural correctness. Conversely, teachers who held negative beliefs about their students’ capabilities were less consistent in applying motivational strategies. This is consistent with Eccles, Wigfield, and Schiefele’s (1998) findings that motivation correlates with achievement behaviors, underscoring the need for environments that integrate both intrinsic and extrinsic motivational sources. Despite their awareness of the importance of motivational strategies, 30.4% of male and 18.5% of female respondents reported inconsistencies in their application due to high workloads, large class sizes, and resource constraints. These challenges mirror Rudhumbu’s (2014) findings, which noted that while teachers recognized the value of motivational practices, many struggled with their implementation due to systemic barriers. Williams and Burden (1997) similarly observed that teacher demotivation undermines efforts to improve student outcomes.
Addressing these challenges requires targeted professional development initiatives. Turner, Warzon, and Christensen (2011) demonstrated the transformative impact of yearlong professional development programs on teachers’ beliefs and practices related to motivational strategies. Such programs can help teachers align their beliefs with evidence-based practices, fostering more effective and consistent application of motivational strategies. Reinhold et al. (2021) also emphasized the importance of workshops in building teachers’ self-efficacy and emotional orientations, particularly in integrating digital tools into mathematics instruction. Tailored professional development programs can address individual differences in teachers’ needs, ensuring more equitable and effective instructional practices.

Implications for Professional Development and Policy
[bookmark: _GoBack]The findings underscore the critical need for professional development programs that address teachers’ beliefs about the role of motivational strategies in improving mathematics instruction. Professional development initiatives should focus on reshaping and reinforcing teachers' positive perceptions of motivational strategies and equipping them with practical tools to implement such strategies effectively. Emphasis should be placed on activity-based and learner-centered instructional methods that enhance engagement and foster deeper conceptual understanding of mathematical concepts. Additionally, training programs must highlight the importance of timely and constructive feedback, a key component in fostering student motivation and progress, as corroborated by studies like Kariuki and Wilson (2002). Teacher training institutions should embed motivational strategies into their curricula, while in-service training programs, such as school-based workshops, should provide continuous opportunities for teachers to refine their skills. The Ministry of Basic Education and child welfare should ensure adequate funding and resources to sustain these initiatives, while academic heads should champion their implementation at the school level. At the policy level, the institutionalization of school-based professional development as part of the annual school improvement plan is vital. Policies should allocate funding and support to sustain these initiatives, including recognition and rewards for schools and teachers demonstrating excellence in implementing motivational strategies. Additionally, monitoring and evaluation by the Department of Teacher Training and Development should ensure that motivational practices are being effectively integrated into classroom instruction. Policies should also promote research to identify specific skills and support systems teachers need to apply motivational strategies and address barriers such as high workloads and large class sizes. Encouraging a culture of collaboration and the sharing of best practices among teachers will foster a progressive shift toward interactive and student-centered learning environments. By aligning professional development programs with supportive policies, teachers can be empowered to consistently implement motivational strategies, ultimately enhancing student engagement and academic performance in mathematics.

Conclusion
The findings emphasize the pivotal role of motivational strategies in enhancing classroom practices and improving mathematics learning outcomes. Teachers overwhelmingly recognized the value of activity-based, learner-centered approaches, with over 90% acknowledging the positive impact of motivational strategies on fostering critical thinking and deeper conceptual understanding. These strategies were consistent across teacher demographics, affirming their universal applicability in diverse classroom settings. However, challenges such as inconsistent feedback and limited use of incentives by a minority of teachers reveal gaps that need addressing. High workloads and large class sizes were identified as barriers to implementing motivational strategies consistently, underscoring the need for targeted professional support to overcome these limitations. Looking forward, sustained improvements in mathematics education require integrating motivational strategies into teacher training curricula and professional development initiatives. Future research should explore innovative ways to address workload pressures and resource constraints while identifying the most effective motivational practices in diverse educational contexts. The critical role of teacher beliefs in shaping student outcomes cannot be overstated; fostering positive, well-informed perceptions among educators is key to promoting interactive and student-centered learning environments. By aligning professional development with policy support, educators can harness motivational strategies to unlock students’ potential, nurturing not only academic success but also lifelong learning skills.
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