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finiroduction

{stivation theorists share the view that motivation is an
finternal state that initiates, regulates, and sustains behaviour,

hete are various theoretical models of motivation that fo-
5 on different components and processes. Until recently,
searchers have predominantly focused on student motiva-
ons, and their relation to student participation, learning,
“ind achievement. Lately, theories and concepts developed
the student motivation literature have been fruitfully
mpplied to the study of teacher motivation (Richardson &
Watt, 2010). )
¥ Teacher motivations impact teacher behaviours, and
thereby students” own motivations. In turn, students’
motivations impact their participation, effort, aspirations,
‘learning and achievement (c.f., Section 2 this Handbook). In
‘his seminal review, Brophy (1986) included choice, sincere
praise, reinforcement, enthusiasm, guidance, modelling,
and interest induction as teacher behaviours that promote .
student motivation and achievement. Public competition, ’
frequent drill and practice, and insincere teacher praise and
criticism tend to undermine student interest and motivation
(e.g., Turner et al., 2002).

Research Evidence

The major teacher motivation theories are currently
self-efficacy theory, self-determination theory (SDT},
expectancy-value theory, and goal theory. Of these, teacher
self-efficacy research has the longest history; it refers to
“the teacher’s belief in her and his ability to organize and
execute the courses of action required to successfully ac-
complish a specific teaching task in a particular context”
(Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998, p. 233).
Teachers who have high self-efficacy are more likely to
try new teaching strategies, implement classroom manage-
ment methods which enhance student autonomy, provide
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particular assistance to low achievers, build student com-
petence beliefs, set attainable student goals, persist in the
face of failure, be more committed to the profession, and
experience less burnout (c.f., Ross, Entry 6.15 this volume).
On the other hand, exaggerated levels of self-efficacy can
impede innovation, learning new skills, and encumber

critical reflection {Wheatley, 2002). Self-efficacy is most

malleable early in learning (Bandura, 1997) but resistant
to change once established; it has been found to increase
through teacher education then decrease during early career
teaching, possibly due to reduced social and structural sup-
ports. Beyond the individual, collective teacher efficacy is
an emergent group-level factor which is a relatively stable
attribute of school culture, and once established, is resistant
to change (Woolfolk Hoy, Hoy, & Davis, 2009), If interacts
with individual teacher self-efficacy to motivate increased
effort, persistence, resilience, and consequently, student
outcomes. The mechanisms by which teacher self-efficacy
beliefs can bring about consequernces for students are not
yet clear, nor, whether causal inferences are warranted.
Self-determination theory (SDT) posits a general theory
of basic human needs based on autonomy, competence,
and relatedness (Deci & Ryan, 2000). Autonomy sup-
portive teachers facilitate and encourage students in their
goal pursuit, providing choice, rationales, empathy, and
structure, while avoiding high levels of control (Reeve,
Bolt, & Cai, 1999), Teachers who are engaged, committed,
and enjoy their work, provide greater autonomy support
to their students, who exhibit higher intrinsic motivation,
self-regulated learning, and achievement. Specifically,
teacher involvement (affection, attunement, dependability),
structure (clarity of expectations, adjustment of teaching
strategies), and autonomy support (respect, relevance) have
been found to affect students’ behavioral engagement and
emoticns (Skinner & Belmont, 1993). Different student
characteristics also elicit different teacher behaviours,
highlighting the need to intervene into teacher-student
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interactions. Otherwise teachers tend to magnify students’
initial levels of motivation, producing increased motivation
for the already motivated, but decreased levels for the ini-
tially unmotivated.

Competence, Teachers’ expectancies for students (see
Jussim, Entry 6.8 this volume) can have profound influ-
ences on students’ perceptions of competence, learning, and
achievement. These expectations are often communicated
nonverbally and unintentionally, but students nonetheless
perceive and internalise them, with direct consequences for
self-efficacy, motivation, effort, and achievement. Implicit
teacher prejudices shape teacher expectancies; for example,
teachers who evaluatetheir students as less intelligent
through the lens of prejudiced attitudes, engender nega-
tive achievement consequences (c.f., Bishop, Entry 2.18
this volume).

Relatedness. Relatedness is fostered by teacher warmth
and affect to students. This acutely influences how stu-
dents experience their classrooms, their subsequent goals
and achievement. When interactions and relationships are
emotionally supportive, nurturing, and facilitative of goal
achievemnent through the provision of help and instruction,
students come to value and pursue the academic and social
goals conveyed by their teachers (Wentzel, 2009). High
expectations for student achievernent in combination with
teacher caring and support are essential ingredients to posi-
tive relationships.

Expectancy-Value Theory. Expectancy-value theroy
(Eccles, 2005) has provided a powerful lens through which
to understand the complexity of teacher motivations, the en-
during impact they have on career persistence and satisfac-
tion, consequences for teachers’ psychological well-being,
and implications for student achievement. Motivations
most endorsed for choosing teaching as’ a career include
intrinsic value, perceived teaching abilities, to make a so-
cial contribution, work with youth, and shape the future of
youth. Those initial career motivations subsequently have
a positive impact on beginning teachers’ career satisfaction
and plans to persist in the profession. In contrast, nega-
tive longitudinal correlations occur as a result of entering
teaching as a “fallback” career motivation; and, personal
utility motivations (job security, time for family, job trans-
ferability) exhibit negative or nonsignificant relationships.
A typology of beginning teachers has been identified, who
hold particular constellations of motivations even at the
outset of their careers (see Watt & Richardson, 2008).

Goal Theory. Recent work using the conceptual frame-
work of goal theory, has demonstrated that the classroom
is an achievement arena for teachers too, predicting teacher
behaviours and thereby student outcomes. Teacher mastery
and ability-avoidance goals have been respectively related
to their positive and negative patterns of classroom com-

munication and behaviour (Butler & Shibaz, 2008), while
relational goals are the most critical.

Summary and Recommendations

" Similar elements have been identified at the school level as

at the class level that shape student, and presumably, teacher
motivations. Environments characterised by centralised
control and high levels of bureaucracy and compliance
serve to damipen the positive effects which teacher motiva-
tions can otherwise have. Whereas, a decentralised model
of decision making, a school climate reflecting feelings of
unity, pride, trust, cooperation, acceptance of differences,
security, shared goals, and a supportive school leadership,
allow the space and opportunity for skilled and motivated
teachers to be more effective (Rowan, Chiang, & Miller,
1997). Motivated teachers are more likely to support and
implement progressive reforms, experience higher career
satisfaction, and remain in the profession longer. But, when
teachers perceive pressures from above (e.g., curriculum
and performance standards) and below (e.g., demanding stu-
dents), they become less self-determined toward their work,
and more controlling with their students, which negatively
impacts student intrinsic motivation and sense of autonomy
(Pelletier, Seguin-Levesque, & Legault, 2002; Roth, As- |
sor, Kanat-Maymon, & Kaplan, 2007). Although we know
working with children and adolescents is consistently
strongly endorsed as a reason for wanting to be a teacher,
policy measures designed to increase teacher accountability,
through measuring student achievement, have significantly
changed the nature of teachers’ work and reduced the time
which can be spent in teacher—student interactions. Under .
these circumstances, teacher motivation is a double-edged
sword that can lead to reduced engagement if highly valued
goals are not attained (de Jesus & Lens, 2005). '
Teachers exhibit higher levels of job stress than those
in other professions (Stoeber & Rennert, 2008). Teachers
who maintain their high motivations in situations where
their goals cannot be attained are more likely to experience
burnout (de Jesus & Lens, 2005), a condition linked to
teacher turnover, low professional commitment, poor coping
strategies, low work satisfaction and well-being. In contrast,
worn out teachers reduce their effort and occupational en-
gagement to cope with chronic stressors, and are no longer
personally invested in performing well. Three times as
many teachers were worn out than burned out (Stephenson,
1990). Teachers worn down by their work exhibit reduced
work goals, lower responsibility for work outcomes, lower |
idealism, heightened emotional detachment, work alien-
ation, and self-interest (Burke & Greenglass, 1995). When
teachers become burned out, or worn out, their students’
achievement outcomes are likely to suffer because they are
more concerned with their personal survival, In contrast,
motivated teachers, working in contexts which allow them
to achieve their goals, will promote student motivations,
learning, and achievement outcomes.
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