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Beliefs {(and values) are implicated in all aspects of our lives. Beliefs influence how
we attend, interpret, and respond to events and those involved in them, by function-
ing as “filters,” “frames,” and “guides” (Fives & Buehl, 2012). From the perspective of
contemporary analytical philosophy “belief” refers to a mental attitude that some

. proposition, statement, idea, or fact is true. Beliefs can be both explicitly available

for review and reflection and implicitly held and are related to, but distinct from,
knowledge (see Schwitzgebel, 2011). Beliefs are the convictions that we generally
hold to be true, often without actual proof or evidence. From among the vast array
of things individuals believe at any one point in time, only a limited number can be
at the fore and available for reflection, thus, we are not necessarily consciously aware
of, nor do we actively reflect upon, many of our beliefs.

Psychologists have taken an interest in beliefs which are seen as “underlying states

_of expectancy” (Rokeach, 1968, p. 2) that guide attitudes, expectations, and spe-

cific values; are instrumental in defining behavior; and are implicated in actions and
decision making, Beliefs are assumptions that we make about the world, and our
values (i.e., what we deem to be important) relate to those beliefs. For example, an
individual could believe that all people are created equal. Such a belief would lead
to behaviors and attitudes such as treating everyone with respect regardless of sex,
race, religion, age, education, or social status. An opposing belief would likely pro-
duce discriminatory behaviors and attitudes, such as racism or sexism. Each of us
holds a myriad of beliefs about social and physical reality, organized psychologically

191
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but not necessarily represented in a logical form (Rokeach, 1968). Beliefs vary i
their centrality; the more central a belief, the more resistant it is to change. Concep_
tual change is influenced by values, motivations, emotions, and other “hot” factorg
(Pintrich, Marx, & Boyle, 1993). Changes in central beliefs result in changes to the
belief system including changes to more peripheral beliefs (Rokeach, 1968).
Central teachers’ beliefs are those that focus on professional attitudes about edy-
cation, teaching, and learning; of course, teachers also hold beliefs that are periph.-

erally or unrelated to teaching. Teachers’ beliefs can be explicitly or implicitly held, -}

are strongly and positively interrelated (Pohan & Aguilar, 2001), predict teaching
practice and pedagogy (Nespor, 1987; Pajares, 1992; Richardson, 1996}, relate to

teaching preparation and effectiveness (Mewborn, 2002; Nespor, 1987; Ruddell &

Kern, 1986), as well as student outcomes (Kunter, Klusmann, Baumert, Richter,
Voss, & Hachfeld, 2013). There is a large body of research concerning the power-
ful effects of teachers’ beliefs for their students’ achievements in particular, which

affect students’ perceptions of competence, learning, and achievement. These

beliefs, often communicated nonverbally and unintentionally, are perceived and
internalized by students, with direct consequences for their self-efficacy, motiva-
tion, effort, and achievement (Rosenthal, 2002). Implicit teachers’ beliefs also have
an effect; in the Netherlands elementary school teachers’ implicit prejudices toward
ethnic minority students as less intelligent and with poorer school career prospects
explained ethnic achievement gaps (van den Bergh, Denessen, Hornstra, Voeten, &
Holland, 2010}.

Although beliefs and values both constitute fundamental and underlying bases
for attitudes and behaviors, values, to this point, have not been comprehensively

examnined in relation to teachers. Core values have been identified and defined as .

individuals’ conceptions of what is desirable; values influence how people act and
how they appraise the events they experience (Schwartz, 1992, 1994). 'Ten “univer-
sal” values have been proposed from empirical research conducted in 20 countries
(Schwartz, 1992, 1994): power, achievement, hedonism, stimulation, self-direction,
universalism, benevolence, tradition, conformity, and security. These basic values
are likely to underpin more domain-specific values, which act in concert with teach-
ers’ beliefs, to shape teachers’ choices, behaviors, and commitment.

Theories of motivation incorporate domain-specific dual belief and value com-
ponents. The word “motivation” has its origins in the Latin verb movere, meaning
“to move,” so that motivation is the study of what moves people to action. Theories
of motivation were developed to understand what energizes individuals to engage
in tasks (Pintrich & Schunk, 2002) and have been developed in relation to students
rather than teachers. This situation changed somewhat over the last decade, as moti-
vation researchers have turned their attention also to teachers. In this chapter, we
begin with an overview of each of three major motivation theories—expectancy-
value, achievement goal, and self-determination theories—which have thus far
been reinterpreted in relation to teachers, This reinterpretation has involved the
adaptation of constructs and processes initially designed to understand students’
motivations. We next review empirical findings pertaining to teachers’ motivations
and explore cultural differences where these have been identified, paying particu-
lar attention to expectancy-value theory within which our work has concentrated.
Finally, we raise some methodological issues and conclude with implications for
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licy and practice, and suggestions for future research in the field. The relevance
d role of beliefs in relation to the study of teacher motivations is highlighted

roughout.

HOW CAN A MOTIVATIONAL LENS ADD TO OUR
UNDERSTANDING OF TEACHERS’ BELIEFS?

fodern motivation theorists have focused on the interrelationships of beliefs, val-
iies, and goals with action to engage in tasks (Eccles & Wigfield, 2002). Self-related
cliefs such as self-efficacy, competence, or ability; figure prominently as inherent
g'omponents in motivational frameworks, Teachers’ self-related beliefs have been
oxtensively examined in the teacher self-efficacy literature, which has made impor-
rant contributions to the study of teachers’ beliefs for some time (e.g., Tschannen-
Moran & Woolfolk Hoy, 2007; Woolfolk Hoy & Burke-Spero, 2005). '
.. Teacher self-efficacy refers to the degree to which teachers believe they are able or
eel efficacious to enact certain professional outcomes—such as deploying effective
nstructional strategies, classroom management, and engaging students (Tschannen-
Moran & Woolfolk Hoy, 2001). In general, empirical studies have demonstrated
that higher self-efficacy relates to many positive attitudes and behaviors for teachers
and students (see Siwatu & Chesnut, Chapter 12, this volume). These include bet-
er or more innovative teaching strategies; greater task persistence, resilience, and
well-being; and enhanced student motivation and achievement (see Klassen, Tze,

- Betts, & Gordon, 2011; Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998). Constructs
~which are conceptually highly related to self-efficacy (such as success expectancies}

are important components within broader motivational theories, which incorporate
additional values components and antecedent socialization influences, thereby pro-
viding larger frameworks within which to study correlates, antecedents, and conse-
quences of teacher self-beliefs.

In expectancy-value theory (EVT; Eccles [Parsons] et al., 1983; Eccles, 2005, 2009),

-beliefs about the self, in terms of ability and expectancy of success (closely related to

self-efficacy and self-concept), are posited to combine with different kinds of values.
in predicting a range of achievement behaviors such as participation, effort, and
persistence, In self-determination theory (SD'T; Deci & Ryan, 2000), a belief in one’s
own competence is considered a basic need underpinning the progression from con-
trolled to autonomous motivation. While not explicitly a factor within achievement
goal theory (AGT), self-beliefs of ability are implicated in the adoption and conse-
quences of performance/ego versus mastery/task goals. Those who adopt perfor-
mance goals are motivated to demonstrate superior ability relative to others, or to
avoid the demonstration of perceived inferior abilities; this is in contrast to mastery
goals which individuals adopt when they are motivated to focus on tasks for intrin-
sic reasons such as interest.

The study of teachers’ motivations is not in itself a new question; however,
research concerning teachers’ motivations has, until recently, not drawn upon the
motivation literature in an intensive or systematic way. Theories, constructs, and
concepts developed in the student motivation literature are now being fruitfully
applied to the study of teacher motivation. Motivation researchers are beginning
to turn their attention to other aspects of the complex of motivational factors that
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demand greater attention and exploration in relation to teachers. In this endeavor,

they have extrapolated from well-established motivation theories to ask, first, what
kinds of expectancies, values, and goals are relevant for teachers; second, whethey
and how we can measure them; and third, whether and how they matter, for teach_
ers, students, and schools. _
The burgeoning field of teacher motivation research has begun to demonstrate the
importance of teachers’ motivations for both themselves and their students. Trans.
posing theoretical concepts to the hitherto neglected domain of teaching has requireq
the adaptation and development of theories which were not originally developed
to apply to teachers. We have elsewhere described this movement as a “Zeitgeist”
(Watt & Richardson, 2008a), in developing theoretically grounded and psychometri-
cally strong approaches to examine teaching motivations within a range of settings,
This emergent teacher motivation literature has originated and developed rather sep-
arately from the literature concerning teachers’ beliefs. However, it is timely to con-
sider what each has in common and ways in which productive cross-fertilization may
occur. The theories which have so far been reinterpreted are expectancy-value theory
(EVT), achievement goal theory (AGT), and self-determination theory (SDT).

THEORIES OF TEACHER MOTIVATION

EVT, AGT, and SDT have recently been adapted to address pressing questions con-
cerning teachers’ motivations for career entry and commitment; efforts and instruc-
tional behaviors; and growth and well-being. The choice of theoretical lens has
depended upon the outcomes under investigation. We began our empirical work
with EVT because it related to the choice of teaching as a career at the initial stage
in becoming a teacher. We have examined teaching career motivations from an EVT
perspective to identify why individuals choose to pursue teaching as a career, and
consequences for their professional engagement, teaching style, and personal well-
being (Watt & Richardson, 2007, 2008b). AGT has focused on how teachers strive to
feel successful in their daily work. From this perspective, Butler (2007) has demon-
strated that the classroom is an achievement arena for teachers as well as students. In
the adaptation and application of AGT, because teaching is an interpersonal activity
(Butler, 2012), the focal outcomes have been dual, concerning both teachers’ devel-
opment and students’ learning. Thus, Butler (2012) has introduced and established
a new class of achievement goal for teachers: relational goals, which describe teacher
strivings to create caring relationships with their students. SDT focuses more gen-
erally on growth and human functioning. Through this lens, teachers’ controlled
versus autonomous motivations have been explored, and consequences for teachers’
quality instructional behaviors versus burnout, as well as for the quality of their
students’ motivations (see Roth, in press, for a review). Teachers’ motivations mat-
ter, because if teachers are not able to realize their motivations in particular school
contexts, it is likely that professional satisfaction and fulfillment will deteriorate.

Expectancy-Value Theory (EVT)

The expectancy-value model of Eccles and her colleagues (EVT; Eccles, 2005, 2009;
Eccles [Parsons] etal., 1983) sets out the importance of individuals’ expectancies, val-
ues, and background socialization influences in shaping their achjevement-related
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oices, over and above their demonstrated skills and abilities. Although developed
framework to explain senior high school mathematics enrollments (Eccles
arsons] et al., 1983), it has since fruitfully been applied to other academic school
sciplines {for example, English and Language Arts [Jacobs, Lanza, Osgood, Eccles, &

f':igﬁdda 2002; Watt, 2004]; and sport [Fredricks & Eccles, 2002]), as well as to spe-

¢ types of careers (e.g., Watt, 2002, 2006; Watt et al., 20 12).

Expectancies refer to beliefs about how well an individual will perform on an
pending task (Eccles [Parsons] et al., 1983), and are shaped over time by her or his
periences and interpretations of those experiences (see Eccles & Wigfield, 1995).
f someone performs a task successfuily, she is likely to have her self-beliefs bolstered
s the success and expect to succeed at similar tasks in the future; conversely for
osmeone who experiences lack of success or failure. However, ability beliefs describe
ust one aspect of how individuals relate to tasks. It is also necessary to take into
¢count the value that the individual places on a task. This is influenced by a number
f dimensions: does the person enjoy the task? (intrinsic value); is the task instru-
inental for any of the person’s long- or short-term goals? (utility value); does she or
e think the task is suited to people like her or him? (attainment value); and, will it
e worth the effort required to be successful? {cost value).

EVT conceptualizes and organizes these four classes of values, which relate to
ow a task meets individual needs (Eccles [Parsons] et al., 1983; Wigfield & Eccles,
992). Intrinsic value is the enjoyment one derives from carrying out a given task,
which has been described as similar to the construct of intrinsic motivation defined
y Deci and colleagues (Deci & Ryan, 1985; Deci, Vallerand, Pelletier, & Ryan, 1991)

f and by Harter (1981), as being concerned with engaging in a task out of interest

or enjoyment. Utility value reférs to how a task will be useful to an individual in
the future, and has some resemblance to extrinsic motivation (Deci & Ryan, 1985;
Harter, 1981), in that it taps more instrumental reasons for engaging in a task such

" as how it fits into a person’s future plans, Attainment value relates to the extent to

which performance on a particular task provides opportunities for the individual
to fulfill a number of identity-related needs. Cost is the negative values component
which refers to what the individual has to sacrifice to carry out the task. Cost could
include factors such as anxiety, fear of failure or success, and potential loss of self-
worth. Task difficulty beliefs are posited to influence achievement-related outcomes

via expectancies and values {Eccles [Parsons] et al., 1983, Wigfield & Eccles, 2000),

although there has been little research directly addressing those relationships.

- EVT and teachers. Previous research into what motivates teachers to enter the
profession has resulted in a steady flow of studies from many countries, of which a
significant proportion has been conducted in the United States. A seminal review
concluded that “altruistic, service-oriented goals and other intrinsic motivations
are the source of the primary reasons entering teacher candidates report for why
they chose teaching as a career” (Brookhart & Freeman, 1992, p. 46). Since then,
an OECD report (2005) reported the most common motivations for teaching to
be the desire to work with youth, potential for intellectual fulfillment, and to make
a social contribution, based on studies from France, Australia, Belgium (French
Community), Canada (Québec), the Netherlands, the Slovak Republic, and the U.K.
The desire to work with children and adolescents has been identified as central in
many studies (e.g., Fox, 1961; Joseph & Green, 1986; Kyriacou & Coulthard, 2000;
Lortie, 1975; Tudhope, 1944; Valentine, 1934), whereas “extrinsic motives” such as
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salary, job security, and career status have been more important in different Socig_
cultural contexts such as Brunei (Yong, 1995), Zimbabwe (Chivore, 1988), Cam-

eroon (Abangma, 1981), the Caribbean {(Brown, 1992}, Jamaica (Bastick, 1999 .
and Turkey (Kiling, Watt, & Richardson, 2012). However, the absence of an agreed.
theoretical and analytical framework has meant researchers have not always shared °

understandings of what constitutes intrinsic, altruistic, extrinsic, or other motiva-

tions. For example, the desire to work with children has at times been regarded as an i

intrinsic (e.g., Young, 1995), and at other times an altruistic motivation (e.g., Yong,

1995). Varying conceptualizations and operationalizations have resulted in a lack of .

definitional precision and overlapping categorizations.

EVT provided a particularly useful and cohesive framework to organize and -
guide research concerning the motivation to choose a teaching career. Motivations
previously identified as influential in the teacher education literature were mapped -
to constructs in the expectancy-value framework, allowing us to locate previously

identified motivations within an integrative and comprehensive model, which sug-

gested additional important motivations. OQur FIT-Choice (Factors Influencing .
Teaching Choice; www.fitchoice.org) program of research began at its outset with
the development of the FIT-Choice scale, designed to allow comparative measure-

ments of teacher motivations locally and elsewhere.

The FIT-Choice model taps the “altruistic”-type motivations emphasized in the |

teacher education literature (e.g., Book & Freeman, 1986; Brown, 1992; Lortie, 1975;
Moran, Kilpatrick, Abbott, Dallatt, & McClune, 2001; Serow & Forrest, 1994) as well
as more personally utilitarian motivations and intrinsic motivations, together with

ability-related beliefs which are the focus of the broader career choice literature (see

Lent, Lopez, & Bieschke, 1993). In addition to self-beliefs and values, the FIT-Choice
model includes perceptions about the teaching profession (task-beliefs). These
reflect perceived demands (heavy workload, emotional demand, hard work) and
rewards (salary and social status), the imbalance between which we conceptualize as
a “cost.” We have provided a review elsewhere { Watt & Richardson, 2008b) of how the
FIT-Choice factors map to expectancy-value theory, Social Cognitive Career Theory
(SCCT; see Lent Lopez, & Bieschke, 1993), and to key findings within the existing
teacher education literature, All parts of the model are proposed to work together to
predict choice of a teaching career and professional engagement outcomes.

Specific motivations in the FI'T-Choice model (see Figure 11.1) are teaching abil-
ity beliefs, intrinsic value, personal utility values (job security, time for family, job
transferability), social utility values (shape future of children/adolescents, enhance
social equity, make social contribution, work with children/adolescents), social
influences (of friends, family, or work colleagues thinking one should become a
teacher), positive prior teaching and learning experiences, and the negative motiva-
tion of having chosen teaching as a “fallback” career in light of claims in the teacher
education literature and the public media wherein entrants may have failed to be
accepted into their career of choice or otherwise unable to pursue their first-choice
career (see Book, Freeman, & Brousseau, 1985; Haubrich, 1960; Robertson, Keith, &
Page, 1983).

Social utility value factors resemble altruism as variously described in the teacher
education literature (Book & Freeman, 1986; Brown, 1992; Fox, 1961; Joseph &
Green, 1986; Serow, Faker, & Ciechalski, 1992). Personal utility values tap various
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Figure 11.1 FIT-Choice empirically validated theoretical model.

Qualiry of life issues such as hdving time for family and job security (Bastick, 1999;

I Jantzen, 1981; Richardson & Watt, 2006; Robertson et al., 1983; Tudhope, 1944; Yong,

1995). Such values resonate with beliefs about what constitutes a balance between

- work and life, how to achieve that balance, and the type of occupation that provides
for a secure future, These personal factors have typically been nominated as extrinsic

motivations in prior research, although that label obscures the distinction from fac-
tors which we distinguish as socialization influences and task perceptions,

The FIT-Choice measurement platform allows for the identification of which
motivations and task beliefs are more and less important for choosing teaching as a
career. It also permits comparisons across settings including Australia (Richardson &
Watt, 2006), the United States (Lin, Shi, Wang, Zhang, & Hui, 2012; Watt, Richard-
son, et al., 2012), Norway (Watt, Richardson, et al., 2012), Croatia (Jugovi¢, Marusi¢,
Ivanec, & Vidovié, 2012), Germany (Koénig & Rothland, 2012; Watt, Richardson,
et al.,2012), China (Lin et al., 2012), and Turkey {Kiling, Watt, & Richardson, 2012).
Fallback career motivations were uniformly low, except in China and Turkey, likely
reflecting the availability of work within those job markets. Ability and intrinsic
motivations were highly rated among all but the samples from China and Turkey,
in which collectivist cultures career choices may be less based on individual inter-
ests and abilities; or, more basic needs such as job security may have primacy in
a developing nation such as Turkey, on which that sample indeed scored highest.
Social utility values were high in general, but notably lowest in the Chinese sample,
and in between for the German. Social values may be taken more for granted in col-
lectivistic Chinese culture, and the tracked school system in Germany could mean
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future teachers perceive lower agency to achieve social equity outcomes and youth'
opportunities through educational structures. Personal utility values were strikingly
similar and rated moderately across samples, presumably reflecting basic needs in-
contemporary society, although the Turkish sample rated job security somewhat

higher as already mentioned.

In general, future teachers believed teaching to be a highly demanding career
(including heavy workload, emotional demand, and hard work), with low rewards
in terms of salary and social status, The Chinese and especially the Turkish sample
rated the demands of teaching substantially lower, possibly due to the collectivist

approach to teacher development and group accountability in the Chinese sample, .

and the relative demandingness of alternative available work in the developing Turk

ish context. Perceptions of higher salary in the German setting reflected objective -

context differences. Values about teaching as a socially responsible and morally
worthwhile career starkly contrast with fallback and personally utilitarian values, or
beliefs that monetary rewards and status are important career outcomes.

EVT further posits that expectancies and values predict domain-specific achieve
ment behaviors, such as performance, efforts, and persistence. Yet, little is known
about the long-term effects of initial teaching motivations. Can they have lasting
effects on professional engagement and even on beginning teachers’ subsequent
teaching styles? Results from our longitudinal study highlight an enduring effect
of initial motivations for choosing teaching, which influence professional engage-
ment and teaching styles up to eight years later. We have examined how initial
motivations for teaching (incorporating values and beliefs components) influenced
professional engagement and career development aspirations (PECDA; Watl &
Richardson, 2008b), and self-reported teaching style (TSS; Watt & Richardson,
2007}, using longitudinal Australian FIT-Choice data spanning entry to (Time 1)
and exit from teacher education (Time 2), up until 8 years of teaching experience
(Time 3). Intrinsic and ability (self-belief) motivations to teach at Time 1 predicted
Time 3 positive teaching behaviors, as did social utility values through their influ-
ence on whether participants planned to remain in the profession at Time 2 (Watt,
Richardson, & Devos, 2013). Conversely, fallback career motivations subsequently
lowered professional engagement and career development aspirations, and reduced
positive teaching behaviors during early career. Social influences, such as bein g per-
suaded by family, friends, or others to become a teacher, led to negative teaching
practices.

The most adaptive motivations for choosing teaching as a career were thus abil-
ity self-beliefs, and wanting to work with youth to be instrumental in shaping their
futures and make a social contribution by enhancing social equity (social utility
values)—which resonate with teachers’ adaptive mastery and relational goals orien-
tations identified by Butler (2012; see section following). Problematic motivations
were clearly fallback career and, interestingly, social influences, which predicted
teaching negativity (including responding negatively or angrily to students’ mis-
takes, use of sarcasm, or deliberate embarrassment; Richardson & Watt, in press).
We interpret the negative consequences from social influence motivations in terms
of SDT discussed later in the chapter. Within the SDT perspective, choosing a teach-
ing career based on persuasion from others suggests a “controlled” motivation,
rather than a positive “autonomous” motivation. This has implications for teacher
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sruitment efforts; the negative effect of socia.I influences nfeeds to be c_a;efully con-
dered when persuading individuals to enter into the teachmg profession.
.Our continuing program of research addresses several core issues: (a) why choose
o career of being a teacher?; (b) why do people stay in the ]0!3, burnout, or lieave?;
) how do motivations intexsect with sociocultural factors to impact teachers’ pro-
ssional development and personal well-being?; an.d, (d) wl'{at types o.f profiles are
Lvident in teachers’ career trajectories? Such questions require follovfrlng the same
dividuals over an extended period of time to address critical issues m‘the‘ cun:ent
imate of teacher shortages and concern regarding teacher qual}ty—_wuh implica-
tions for policymakers, employers, and teacher educators. Longitudinal data allow
the real, and necessary, opportunity to explore and test how processes unfold over

time to produce outcomes.

Achievement Goal Theory

Achievement goal theory (AGT) originally distinguished a taslf (or mastery) goal
orientation from an ego (or performance) one (Dweck & Elliot, 19'83; Nicholls,
1984). Since then, the trichotomous goal framework was proposed '(E]ho.t & Ch‘urch,
1997; Elliot & Harackiewicz, 1996; see also Nicholls, 1989), wl_n_ch distinguished
performance approach from performance avoidance goals, add1t1opal to mastery
goals. Individuals who hold a performance approach goal are motivated to dem-
onstrate their abilities relative to others, in contrast to those who l}old a Perfor—
mance avoidance goal and are motivated to avoid demonstrating their relative lacfk
- of ability. A parallel distinction was subsequently proposed for mastery goals in
- the 2 x 2 achievement goal framework (Elliot, 1999; Elliot & McGregor, 2001; Har-
" ackiewicz, Barron, Pintrich, Elliot, & Thrash, 2002; Pintrich, 2000a, 2000b) which
introduced a mastery avoidance goal, defined as a focus to avoid misunderstand-
ing, not learning, or not mastering a task, Empirical support for the. 2 X 2 goal
structure has been found (e.g., Elliot & McGregor, 2001; Bong, 2009; Nlen & Duda,
2008; Njouku, 2007; Sideridis, 2008), although “classical” goal theo'nsts have not
all embraced the mastery avoidance construct (e.g., see the debate' in the journal
of Educational Psychology, 2002). The two approach goal orientations have been
found to relate to more positive predictors and outcomes, with mastery approach
being the most positive. On the other hand, performance avoidance goals lead to
maladaptive outcomes, particularly when self-beliefs of competence are low (Law,
Elliot, & Murayama, 2012).

AGT and teachers. In the program of research conducted by Butler and her col-
leagues, achievemnent goal theory has been creatively and systematically adapte':d to
the study of teacher motivation, because the school has been fou_nd to be an achieve-
ment arena not only for students, but also for teachers who strive to feel successful
in their work, although teachers differ in their beliefs about what constitutes success,
and thus in their goal orientations for teaching. Teachers’ goals can similarly be con-
ceptualized in terms of mastery, performance approach, and perfor.rnancg av01‘d—
ance dimensions. Further, strivings to attain close and caring relationships with
students have been identified as a distinct new class of teachers’ “relational goals”
(Butler, 2012). Within AGT, Butler’s work has been significant in tapping Prekusly
unidentified teacher motivations, goals, values, and beliefs about the relational work
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inherent to being a teacher. This line of research has established important links
between teachers’ achievement goals, patterns of communication and behavior i
the classtoom, and students’ resultant learning and achievement outcomes (Butler,
2007, in press; Butler & Shibaz, 2008).

Similar to patterns of findings concerning students’ achievement goals, teach-
ers’ mastery goals were associated with positive outcomes including adaptive coping
and engagement, mastery-oriented instruction, and their students’ engagement (see
Butler, in press). Performance avoidance goals (to avoid the demonstration of poor

teaching ability) showed clear negative outcomes including defensive avoidance of

help, self-handicapping, burnout, career dissatisfaction, and surface approaches to
instruction involving more competitive classroom climates. Patterns for perfor-
mance approach goals (to prove ability) were less clear-cut. Findings concerning
the newly identified class of relational goals showed these teachers provided greater
socioemotional support to students (see Butler, 2012; Butler, in press).

Self-Determination Theory

Self-determination theory (SDT; Deci & Ryan, 1985; Ryan & Dect, 2000) focuses on
the social-contextual conditions which facilitate processes of self-motivation and
healthy psychological functioning. SDT is founded on the assumption of three basic
human psychological needs—for competence, autonomy, and relatedness (Ryan &
Deci, 2000). When these three needs are met people experience autonomous moti-
vation and perceive themselves as “origins” of their own behavior, rather than exter-
nally controlled “pawns.” Within this perspective, extrinsic motivations can become
internalized through a process of progressive integration with a person’s sense of self.
There are five self-regulatory styles: (a) external regulation means no internalization
has occurred and motivators are external; (b} introjection is a partial internaliza-
tion whereby the goal has been taken in but not really accepted as the individual’s
own; () In identified regulation, the person has understood the activity as some-
thing important for her or his own long-term goals; (d) the last type of extrinsic
motivation is integration, where an identified motivation becomes assimilated with
other well-assimilated aspects of the self; (e) finally, intrinsic motivation is also an
autonomous motivation. The important differentiation drawn by these theorists is
between autonomous (or self-determined) and controlled motivations. Autono-
mous motivation involves volition and choice, controlled motivation involves an
external or internal sense of compulsion (Assor, Roth, & Deci, 2004; Grolnick et al.,
1997). It is possible that initially autonomous motivations could turn to controlled
motivations; for example, when an initial decision (such as to become a teacher)
is autonomous, but then actually doing the work entails a sense of compulsion or
external responsibility. A large literature has examined predictors of students’ auton-
omous motivation, and benefits for their engagement and well-being (see Ryan &
Deci, 2009).

SDT and teachers. Unlike the extensive research that has focused on predictors
of students’ autonomous motivation (e.g., Reeve, 2002), the research on teachers
is quite scarce (see Roth, in press). In studies of teachers, autonomous motivations
have been associated with perceived accomplishment, teaching self-efficacy, auton-
omy supportive teaching practices, and reduced burnout. Based on measures with
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udents, Roth, Assor, Kanat-Maymon, and Kaplan (2007} in Israel adapted and
eveloped measures of teacher motivations ﬁ'OI'{l more controlled t.o more autono-
ous, in relation to why teachers carry out specific, common teachmg tasks. Ex:am-
es of controlled teacher motivations include to avoi.d parent complaints or feelings
f guilt; autonomous motivations include to let children feel teachers care about
em, or to be in touch with children and adolescents (Rot'h et al., 2007). _

Consistent with theoretical predictions, teachers’ feelings of accomplishment

'increased as teachers moved along the continuum from external to intrinsic moti-

yations; the reverse was true for negatively increasing correlations with burnout
tRoth et al., 2007). Findings for burnout were replicated by Fernet, Senécal, Gpay,
Marsh, and Dowson (2008) in Francophone Canac.ia, ‘who a{so ex‘ammed rfelat?on—
ships of teacher motivations with self-efficacy. Ir}tr1r_131<: and 1d_ent1ﬁed motivations
were positively, and interjected and external motivations neg.atlvely, assoc1ate<,:l with
teaching self-efficacy measured by the French-Canadian version (Fernet? Seneca.l, &
Guay, 2005) of the Classroom and School Context Teach(.er Self—Elfﬁcaq( S(.:alel: {Fried-
man, 2003). The scale encompassed items related to instruction, discipline, and
consideration of students, which were analyzed as one composite fa'ctor. Autono-
mous teacher motivation has additionally been found to associate with autonomy

~ supportive teaching practices that furnish choice and relevance to students (Fernet,

Guay, Senécal, & Austin, 2012; Pelletier, Seguin—Levesque, & Legault, 2002; Roth
et al., 2007; Taylor & Ntoumanis, 2007; Taylor, Ntoumanis, & Standage, 2008).

APPROACHES TO THE STUDY OF
TEACHER MOTIVATIONS AND BELIEFS

Our review of teacher motivation research from the theoretical perspectives of EV'T,
AGT, and SDT has highlighted the theoretical adaptations involved in the st.udy
of teachers, the role of self- (and task-) beliefs within each, and empirical findings
so far. In this section, we discuss etic and emic approaches to the study of teacher
motivations and beliefs, with particular reference to extensive cross-cultural, and
intensive situated studies. Human beings develop throughout their life-span and

-are engaged in specific cultural contexts where they have shared assumptions about

how the world is, and how all aspects of daily life are conducted. In the forma-
tion of motivations, beliefs, and values, we might expect that different macro-level
cultural factors, ensconced in social and cultural practices, behaviors, and events,
together with the micro-level interactions between individuals efnd_groups, dynami-
cally interact. Thus, motivations, beliefs, and values do not exist independently of
the individuals who hold them in specific social and cultural contexts.

Etic Approaches

Etic approaches describe phenomena in terms that can be applied across cultures.
Teacher motivation, beliefs, and values are located within macro- and micro-level
social and cultural systems constituted by political policies, organizational systems,
policies, and practices at the level of the district and school. Since tfaache'rs lopgrate
within these environments located in particular sociocultural settings, it is likely
that these settings will form and fashion teachers’ motivations, beliefs, and values.
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With the development of common measurement platforms from which to apprbach. .

the study of teacher motivations across studies and settings, it becomes possible ¢,

directly compare and contrast how motivations differ across samples.and contexts. -

As discussed earlier in this chapter, we already know that the relative importance of
individuals’ various motivations for choosing teaching as a career differs according
to broad sociocultural factors.

Disturbingly, evidence is accumulating to demonstrate that present schog]
accountability reforms in the West serve to undermine teachers” adaptive mastery
and relational goals and promote maladaptive ability and work avoidance goals (But-
ler, in press), also, to reduce teachers’ autonomous motivations and promaote con-
trolled motivations (Roth, in press). Kieschke and Schaarschmidt (2008) conducted
an extensive study on teachers’ professional commitment and health in Germany

and expressed concern about the consequences of regimentation and external inter- -

ference in teaching; they recommended that: (a) teachers need to be given more
autonomy in their work to allow for self-determined professional goals; (b) exces-
sive demands from overwhelming educational tasks that are completed alone need
to be minimized; and (c} teachers need clearer separation of life at school and lei-
sure time; school tasks often undertaken in the evening and on weekends allow little
opportunity for emotional distancing, recovery, and regeneration. In a teaching-for-
testing culture such as China (see Ho & Hau, in press for a review), it is possible that
findings would differ, if there is a match between individuals’ and cultural beliefs
and values concerning the nature of the teachers’ role and student learning.
Theories for understanding achievement behavior in the West have focused on
the individual as the unit of analysis, based on the concept of an independent and
autonomous seif. In contrast, the interdependent self (Markus & Kitayama, 1991)
is more prominent in the East. Consequently, teacher motivation involves seeking
consensus about what works for the common goal, or so-called “middle way” (Gao,
2010; Tsui & Wong, 2009), and a reflection of the yin-yang philosophy in which

opposites are considered interdependent and mutually supportive (Hue, 2008).

In their review, Ho and Hau (in press) wonder what role individual differences in
teachers’ expectancies, values, goals, and control beliefs play in the more collectivist-
oriented cuitural context. For example, Klassen et al. (2008) found that Singapor-
ean teachers’ collective self-efficacy beliefs strongly mediated the effects of student
socioeconormic status on perceived school climate; likely due to teachers’ belief in
the interactive and collective influence of the staff as a whole. In contrast, Canadian
teachers in an individualistic culture may maintain a focus on individual profes-
sional development rather than the agency of the group.

Ho and Hau (in press) explained that the existence of cultural factors should not
lead us to conclude that theorization and research can only be carried out within its
culture-specific meaning (an emic perspective), and that comparisons which involve
same constructs and measures across settings are also important to identify where
differences may occur (an etic perspective). However, at the same time, they caution
against transporting Western constructs directly into other contexts without first
examining the meaning and underlying assumptions of the constructs (see Kara-
benick, et al., 2007). Although a substantial literature has accumulated concerning
Chinese students’ learning motivations (see Hau & Ho, 2010, for a review), similar
systematic investigation of teacher motivation is in its infancy.
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Emic Approaches

uated approaches (e.g., Nolen, Ward, & Horn, 2011; Turner & Patrick, 2008)
-volve interpretative analyses of interview and observation data. Such studies do
ot seek generalization as their goal, but undertake more nuanced examination of
henomenon or setting, Situated studies offer the possibility to understand how
cher motivations develop, become salient, change, and are expressed in dynamic
teraction with particular student, classroom, and school factors. The conduct of
»th nuanced situated studies alongside large-scale longitudinal studies seems to us
o be critical to understand the what and the why of teacher motivations, how they
evelop and are expressed, and why they matter.
* In the research concerning teacher motivation there has been a greater concen-
‘ation thus far on psychological variables, and less attention to contextual or situ-
ted aspects (with the exception of the situated approaches). Sensitive, sound, robust
eories and measurements are additionally needed at the level of contextual effects,
determine in comparative studies how different workplace environments nur-
ture or constrain teachers’ motivations. Developments in multilevel modeling allow
s to examine individuals within settings, to begin to parse the impacts of person
‘and school characteristics on teacher motivations, engagement, and emotions {e.g.,
‘Klusmann, Kunter, Trautwein, Liidtke, & Baumert, 2008). In this endeavor, methods
beyond self-report surveys are required. Experience sampling is one method that
can provide insight into teachers’ beliefs, motivations, and experiences during the
act of teaching, enabling moment-to-moment information that may not be acces-
sible if sought after the event. Such a method allows us to examine the exercise in
situ of teachers’ beliefs, values, and motivations in classrooms (e.g., Carson, Weiss, &
© Templin, 2010; Keller, Frenzel, Goetz, Pekrun, & Hensley, 2013; Malmberg, 2010).
Both etic and emic approaches will be important to progress the burgeoning body
of work concerning teachers’ beliefs and motivations, incorporating methodologies
additional to self-report, such as observations and experience sampling. Motiva-
tional lenses offer the opportunity to examine relationships within and consequent’
upon the broader systems within which teacher self-beliefs reside. It is only now
that we are beginning to understand some of the core values, beliefs, and expectan-
- cies that attract people into teacher education, as well as those that influence their
daily practice and students” outcomes, and sustain teachers as healthy and effective
professionals, within particular sociocultural and contextual settings. Researchers
need to continue to address the motivations and psychological supports that begin-
ning teachers require to sustain their “fitness to practice.” It is intriguing that only
recently have teachers’ own outcomes been considered important in their own right,
and not only as they impact students.

On the other hand, what can the burgeoning literature on teachers’ beliefs offer
the developing field of teacher motivation? The teachers’ beliefs literature has
encompassed a diversity of beliefs including, but not limited to, self-beliefs. Other
beliefs, particularly task-related and sociocultural beliefs, hold promise to enrich
the study of teacher motivation. Indeed, these other kinds of beliefs are important
yet under-studied factors in EVT; task beliefs are also directly implicated in mastery
goals within AGT. The two bodies of literature—teacher motivation and teachers’
beliefs—have developed rather independently and yet, each has much to offer the
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other. It is timely to marry them in a way that goes beyond simple addition or a

pastiche, and systematically fosters theoretical cross-fertilization and hybridization.

OUTLOOK AND FUTURE DIRECTIONS

There is an urgent need for reliable, large-scale, long-term, cross-cultural data,
incorporating extensive quantitative measures alongside targeted rich qualitative
components, to examine the what and the why of teacher motivations and devel-
opment. In this pursuit, we may not necessarily wish to keep measuring the same
motivational factors over time. We are presently lacking a coherent developmental
theoretical approach to the study of teachers” motivations throughout their career.
It may be that different theories will be important to understand different develop-
mental stages. For example, EVT may be most relevant to the choice of teaching as
a career, AGT for teachers’ daily practices, and SDT to the promotion of generally
autonomous motivated behavior.

There will very likely not be a single stage model we can come up with to describe
the development of teachers’ motivations and beliefs. We already know that, in
many Western and Buropean countries, up to 50% of teachers leave within their
first five years (Chang, 2009; Henke, Chen, & Geis, 2000; Ingersoll, 2003; Johnson &
Birkeland, 2003; MCEETYA, 2003; OECD, 2005; Preston, 2000), established in the
United States to be due to a “revolving door” through which large numbers of teach-
ers depart teaching long before retirement (e.g., Ingersoll, 2001, 2012; Ingersoll &
Strong, 2011), By contrast, where teachers are accorded better pay and conditions
such as in Scotland, Ireland, Sweden, Finland, and Iceland, there are fewer recruit-
ment and retention problems than in countries where the pay and conditions of the
profession are lower. It is important to examine the motivations that sustain people
in the profession versus those that deter or push people away, which may not simply
be opposite sides of the same coin.

We expect that different kinds of school contexts will afford the realization or not
of teachers’ motivations, which, if left unfulfilled, are likely to create a double-edged
sword that could lead to burnout and disappointment. For example, teachers who are
motivated to work with youth and enhance social equity, may (and do} find themselves
frustrated and dispirited when their time is taken up by administrative and account-
ability work which takes them away from what they regard as their core responsibili-
ties. This has begun to create a disjuncture between why teachers want to teach, and
the work they are required to spend their time doing. People who became teachers

because they want to work with children and adolescents become less satisfied with

their work, if it means they have little time to engage in relational work on a daily basis.
In this way, the same motivations can be a driving force for good or ill, dependent on
the degree of match between a teacher and her or his teaching environment.

In determining which beliefs and motivations are adaptive versus maladaptive, it
is essential to understand what outcomes are predicted by different beliefs and moti-
vations, within what contexts. Deciding which outcomes ought to serve as outcome
criteria in this endeavor will be a non-trivial matter. It is also necessary to determine
antecedents to, and stability versus malleability of, beliefs and motivations that are
identified as positive or negative, before implications for policy and practice can
be clarified. For instance, stable and non-malleable factors may be best considered at
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"gelection into teacher education, whereas changeable or malleable factors ought to

be addressed during teacher education and early career induction. To adopt identi-
fied positive beliefs or motivations as selection criteria into teacher education at this
point, in our view, would be premature and insufficiently informed.

It is further necessary for teacher education to equip beginning teachers with
coping strategies to effectively deal with everyday problems and the capability to
self-manage stressful events to support and protect themselves psychologically and
emotionally (Kieschke & Schaarschmidt, 2008). Such goals are given considerable
attention in the preparation of clinical and school psychologists, and ought to be

‘incorporated as a specific course within initial teacher education programs and

early carcer professional development. Although mentoring programs for begin-
ning teachers have been introduced in many countries, the success of the programs
has been negatively impacted by inappropriate mentor matches, and low levels of
appropriate mentor and mentee interaction and support (see Kardos & Johnson,
2010; Wang & Odell, 2002). They have also not been designed to specifically address
the psychological and emotional dimensions of teachers’ work.
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