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Abstract

Inclusion is configured as an action aimed at the realization of inclusive values which are guides and an impetus for the action itself. Many studies
have shown that intrinsic motivation plays an important role in the adoption of technology in teaching and is essential for action aimed at valuing dif-
ferences. Based on these considerations, the aim of the contribution is to trace the theoretical framework of a research project aimed at investigating
the role of values and motivation of future support teachers in adopting technologies in teaching.

L'inclusione si configura come un'azione rivolta alla realizzazione di valori inclusivi che sono guide e un impulso per l'azione stessa. Molti studi han-
no evidenziato che la motivazione intrinseca ha un ruolo importante nell'adozione della tecnologia in didattica ed € fondamentale per un agire teso alla
valorizzazione delle differenze. Sulla base di tali considerazioni, I'obiettivo del contributo & quello di tracciare la cornice teorica di un progetto di ri-
cerca volto ad indagare il ruolo dei valori e della motivazione dei futuri docenti di sostegno ad adottare le tecnologie in didattica.
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Introduction

In the context of the School 4.0 Plan (Legislative Decree 161/2022), envisioned by the National Resilience Recovery
Plan, and in Agenda 2030, the need to adopt innovative teaching that uses new technologies to address important challenges of the
present and extends man beyond the finiteness of his body is highlighted (McLuhan, 1967). In fact, both the Profile of the Inclusive
Teacher and the 2006 Recommendation highlight that one of the key competencies of teachers is digital competence (European
Parliament and Council, 2006; EU-Agency, 2012; European Council, 2014; Punie & Redecker, 2017). "Knowing how to use tech-
nologies" is identified as one of the pedagogical competencies to be improved in teacher education, moreover, it is made explicit
how digital competence is necessary for the purposes of adopting “effective approaches in heterogeneous classrooms” for inclusive
teaching (EU-Agency, 2012, p. 19). While the OECD (2019) survey indeed notes a high need for skills in teachers' instructional use
of ICT, the acceptance of ICT in teaching is problematic (Berrett, Murphy & Sullivan, 2012). In line with the foregoing, many
studies point out that the introduction of technologies and various innovative teaching models are conditioned by teachers' ac-
ceptance and motivation to use digital tools (Venkatesh et al., 2003, Radova & Kristal, 2017). The current mirror, therefore, is
characterized by a gap between national initiatives that incentivize the diffusion of new information technologies and the low use in
professional practice of digital tools (Benigno et al, 2013; Gui, 2010; Muscara, Messina, 2015). The factors involved in the gap are
extrinsic and intrinsic (Tezci, 2011). In this contribution, attention will be focused on the intrinsic variables, which, as highlighted
in the literature, are the attitudes, motivations, and beliefs regarding the effects that the use of technology can contribute in the
teaching-learning interaction (Compeau & Higgins 1995; Venkatesh, Morris, Davis, & Davis, 2003). Building on the previous re-
flections, the aim of the following paper is to outline the theoretical framework of a research project aimed at investigating the role
of values and motivation of future support teachers to adopt technology in teaching. The paper will review the models used to study
and investigate motivation to adopt technologies in didactics and, considering the centrality of values in the context of motivation
to act, focus on the importance of adopting a theoretical framework that contemplates the values framework in relation to the moti-

vation of future teachers.

The role of teacher values and motivation in the field of technology in education

In order to foster a culture of inclusion the role of the teacher in implementing practices aimed at fostering equitable edu-
cation for all (Sibilio, 2020; Aiello & Pace, 2020; Ferraris, 2021;EASDNE, 2012) turns out to be pivotal. Practices that are struc-
tured in interaction with the environment, from this interaction motivational phenomena arise, (Lewin, 1936; Murray, 1938), so as
the environment changes, new needs, new motivations arise. One of these is the use of technology in a society that requires actions
directed toward valuing the differences and peculiarities of learners, in this sense technologies have infinite potential in promoting
an equitable and inclusive society (EU-Agency, 2012; Marion, 2020; Di Tore, 2022). In the school and training context, as antici-
pated, the discriminating element is the personal factors of those who use digital tools. Many longitudinal and cross-sectional stud-
ies have shown that altruistic and intrinsic value underlie motivation to engage in the profession and are also the best predictors for
the integration of technology into education (Cullen & Green, 2011; Pierson, 2001). In addition, there are various evidences on the
relationship between intrinsic motivation, which is the internal drive: to commit to an active, to self-regulation, to task persistence,
and to enjoyment of work (Deci & Ryan, 2008; Deci & Vansteenkiste, 2004).

As Watt & Richardson (2007) point out, the construct of motivation is multidimensional and complex; in fact, there are
several theories that have attempted to disambiguate its various aspects. According to the theories of John William Atkinson and
Victor Harold VVroom, expectancy is an individual's belief that a certain effort will lead to the achievement of a certain goal. This,
combined with valence, i.e., the value a person assigns to the reward he or she will obtain as a result of his or her behavior and
work, result in motivation. In other words, "potential outcomes from one's actions are motivationally effective only if they are both
attainable and attractive” (Rheinberg, 2004, p. 79).



In the Index for Inclusion (Booth and Ainscow, 2014) and expectancy-value theory (Atkison, 1957; Vroom, 1964; Eccles
& Wigfield, 2002), among the internal variables a central role is played by values. Values have been defined by both Booth and
Ainscow (2014) and Colicchi (2021) as something that directs and "pushes™ human behaviors in a direction, in fact on the part of
the agent there is a responsibility for behavior, moved by conviction about the goodness of something and as such it generates pur-
poses. Thus, the assumption of responsibility, in the context of reflection on the investigation of the role of values in education, is
an important feature since it legitimizes the researcher to ask the person to justify his or her behavior (Colicchi, 2021). In other
words, value is "a belief, held by one or more persons, concerning the goodness - in the sense of appreciability, desirability or de-
sirability - of something™ (Colicchi, 2021, p. 242). From these premises, the qualitative and quantitative weight of values in the mo-
tivation to act can be hypothesized. In the literature, however, there is a dearth of studies investigating the motivation to integrate
technologies in relation to values.

Specifically, there are many models that theorize the relationship between internal disposition toward ICT (Information
and Communication Technology) and concrete use, the substrate of most studies is inspired by the principles of the Theory of Rea-
soned Action (TRA - Theory of Reasoned Action, Fishbein and Ajzen,1975) and the Theory of Planned Behavior (TPB) . In the
Technology Acceptance Model (1989, TAM) paradigm, which stems from the Theory of Reasoned Action (Ajzen & Fishbein,
1975), Davis (1992) identified the construct of Perceived Usefulness as the ability to use technology to improve performance and
the Perceveid Ease of Use as the degree of ease with which the digital tool is used. From the factor analysis model, adopted by Da-
vis (1992), it appears that behavioral intentions would seem to be a main predictor in technology use, followed by perceived use-
fulness; in contrast, perceived ease of use would emerge as a secondary factor. Vallerand, 1997, building on TAM, theorizes moti-
vation theory by pointing out that technology adoption is conditioned by both extrinsic motivation, whereby technology is used be-
cause it is a tool to achieve a goal, and intrinsic motivation. In conclusion, studies that have adopted the Technology Acceptance
model (Bagozzi, 1992; Venkatesh, 2003) have found a positive correlation between perceived usefulness and perceived ease of use
of digital tools and the degree of openness and willingness to adopt ICT; on the other hand, the teacher who perceives low control
and poor management of the benefits produced by the tool will be less likely to use ICT. Additional factors affecting technology
adoption may be: age, it would seem that as people get older they perceive themselves as less competent in using ICT and have
greater beliefs and perceptions with respect to the non-usefulness of digital tools in improving professional performance (Muscara,
2015); gender, as in many studies males would seem to be more likely to use technologies perceiving themselves as more compe-
tent (Muscara, 2015; Teczi, 2011); professional qualification, and post-graduate degrees; in fact, teachers who have the aforemen-
tioned degrees manifest a high perception of self-efficacy (Self-efficacy) and expectation that their actions will produce the desired
effect (Outcome Expectation) (Muscara, 2015).

Considering the relevant literature, the use of ICT in the school context may correspond to the adoption of the tool as an
accessory in professional practice, but not to exploit its full potential (Sibilio, 2020). As pointed out by Deci & Rayan (2001), the
discriminating element to be studied and investigated is the teacher's intrinsic and extrinsic motivation to use technologies in their
professional practice. The term motivation refers to “enduring predispositions that arouse and direct behavior toward certain goals
(Engel, Blackwell & Miniard 1995, p. 9). Extrinsic motivated behavior is driven by instrumental value. In the context of technolo-
gy adoption, the terms used to refer to extrinsic motivation are " perceived usefulness” and "perceived ease-of-use” (Van der
Heijden, 2004). In contrast, intrinsic motivation is conceptualized as the " doing an activity for the inherent satisfaction of the activ-
ity itself" (Ryan and Deci, 2000, p. 71). Behavior motivated by intrinsic factors is self-determined, volitional, and on the part of the
teacher a high level of interest is manifested. The value is in the appreciation of the activity and not derived from a secondary goal,
and the behavior is driven by the need for competence and autonomy and by emotions such as enjoyment and excitement. In fact in
the context of technologies, intrinsic motivation can be investigated by detecting the belief "perceived enjoyment™ (Davis et al,
1992; Van der Heijden, 2004; Wakefield and Whitten, 2006). Yoo et al (2012) studied the impact of intrinsic and extrinsic motiva-
tion in e-learning use, and they theorized that intrinsic motivation includes effort expectancy, instead, the components of extrinsic

motivation are performance expectancy, social influences, and facilitating conditions.



In further studies, the model most widely adopted in research aimed at understanding how to incentivize the adoption of
technology in teaching practice is the Social Cognitive Career Theory (SCCT; Lent, Brown & Hackett, 1994) adapted in the con-
text of ICT by Compeau & Higgins, 1995. Bandura and various social-cognitivist theories argue that people structure beliefs based
on past experiences, specifically teachers tend to persist in activities in which they perceive themselves to be most effective.

Compeau and Higgins (1995), adopting Social Cognitive Theory of computer utilization identified the following refer-
ence constructs: Outcome Expectations/Performance, which is concerned with the perceived consequences of ICT use on job per-
formance and OutcomeExpectations/Personal, which is the perceived consequences on a personal level, in terms of self-esteem and
success in achieving one or more goals; Self-Efficacy, or judgment of one's ability to use one or more technological tools to
achieve a given job goal; Affect or emotion underlying the use of ICT; and finally the level of Anxiety emotional reaction related to
the perfomance of using a computer or other technological tools.

Smith (2002) confirmed the predictive influence of self-efficacy and outcome expectation in the growth of interest in us-
ing information technology. With the aim of bringing together the main internal variables affecting the integration of ICT in peda-
gogical practice into a single measurement tool. Niederhauser and Perkmen(2008) developed and verified a measurement model
that operationalizes the correlated constructs of Self-efficacy, Outcome expectation, Interest and behavioral intentions in technolo-
gy use (Intrapersonal Technology Integration Scale). Cullen & Greene (2011) also investigated prospective teachers' motivation in
adopting technology in the classroom, the related construct being the Theory of Planned Behavor (TPB) and Self-Determination
Theory, noting that positive and negative attitudes are best for understanding intrinsic motivation, while only positive attitudes were
useful in predicting extrinsic motivation.

The presence of many constructs led a group of scholars to develop a multifactorial theoretical model that encompasses
the various theories, Venkatesh et al. (2003) theorizes the Unified Theory of Acceptance and Use of Technology (UTAUT) which
arises of the TPB, TRA, MM (motivational model), TAM, and SCT. The UTAUT model aims to explain intentions to use technol-
ogy and to predict actual decisions and behaviours with respect to its use. The model conceptualizes four dimensions determining
use intentions, which are: performance expectancy, effort expectancy, social influence and facilitating conditions. It should also be
pointed out that the variables of sex, age, experience, and voluntariness of use mediate the impact of the four basic dimensions on
intention to use and behaviours. The UTUAT model has been adopted in the Italian context (Rossi et al, 2018) but has not yet been
declined in the educational setting and there is no validated version of the questionnaire. The UTAUT questionnaire in the original
version by Venkatesh, Morris, Davis, and Davis (2003) consists of 31 items and investigates 8 constructs, based on the Unified
Theory of Acceptance and Use of Technology (UTAUT), Performance Expectancy (PE), Expectancy of Difficulty (EE), Attitude
to Use of Technology (ATUT), Social Influence (SI), Facilitating Conditions (FC), and Self-Efficacy (SE). The Unified Theory of
Acceptance and Use of Technology (UTAUT) developed by Venkatesh et al. shows higher construct validity than the models pre-
viously exhibited and reasonably predicted teachers' use intentions (Birch and Irvine, 2009).

The limitation of this study as well as others investigating the object under consideration is the use of an instrument that
does not contemplate the multifactorial nature of motivation to use technology in education, considering the role of values as cru-
cial in guiding action, and furthermore.

Watt and Richardson (2007) adopted the expectancy-value theory and Socio-cognitive career theory to investigate moti-
vation to choose the profession, noting how wanting to contribute to social equity falls squarely within the altruistic values that can
motivate a person to choose the teaching profession and pursue education. The latter is crucial for the acquisition of those educa-
tional-didactic knowledge aimed at addressing the peculiarities of the educational needs manifested by children and pupils with
disabilities (Legislative Decree No. 66/2017; EADSNE, 2012; WHO, 2011).

Thus, taking the expectancy-value theory (Eccles and Wigfield, 2022), and declining it in the context of factors affecting
motivation to adopt technologies in education, the quality and magnitude of value affect the motivation to act (Dérnyei & Ushioda,
2011), and action results as a realization of the magnitude of the values themselves. In other words, adopting ICT in the classroom

because one is driven by the value of social utility can assume that the teacher is motivated to act in support of inclusion.



Conclusion

The technologies, in educational interaction, make it possible to implement the constitutional principle of the right to edu-
cation (Sibilio, 2020), and do so in a space-time different from traditional didactics. Technology, in the context of special educa-
tion, is the only landing place to ensure the personalization of teaching and the enhancement of human potential as well as the de-
velopment and utilization of everyone's different abilities (Sibilio, 2020). Thus, the use of technology in special education requires
a value framework on the part of the teacher aimed at using technology for inclusive purposes.

Motivation, then, creates innovation and contributes to overcoming obstacles, making us achieve results. The road of in-
novation and values meet toward an ultimate file, that is, both are striving toward change. As pointed out in the Index for Inclusion,
values are "fundamental guides and an impetus for action" and "inclusion is shaped as action directed toward the realization of in-
clusive values," in this sense a circularity between values and inclusive actions is detected, giving a central role to the teacher "to
overcome exclusion and promote participation” (Booth & Ainscow, 2014, p. 49). Specifically, among the essential prerequisites of
innovation in special education is "the presence of a guiding motive for people, that is, an intrinsic motivation to act" (Amabile &
Pratt, 2016; Zurru, 2022, p. 6), guided by values aimed at inclusion. As Zurru (2022) concludes: it is necessary to train the main
actors so that, through the full development of their personal and professional identities, they take on innovation as a valuable per-
spective, autonomizing, empowering and promoting development, collaboration and interaction(p. 181), to do this we need to cir-
cumscribe the intrinsic variables and their weight in the motivational and value aspects of people working to promote an equitable
and inclusive society (Agenda, 2030). For this reason, a longitudinal project involving future support teachers is envisaged, in
which the UTUAT instrument will be used, since it is multi-factorial, and a structured interview according to the expectancy-value
theory prepared to detect the value framework of future teachers in relation to the use of ICT in teaching. The choice of a mixed-
method approach should respond to the complexity of the survey object.
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