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URRENT AND FUTURE
."IRECTIONS IN TEACHER
[OTIVATION RESEARCH

Pajll W. Richardson and Heleﬁ M. G. Watt!

INTRODUCTION

Fducational psychologists have, over the last half century or so, directed
eir attention to the study of student motivation. While teachers have not
ntirely been ignored, there has been little inquiry into teacher motivation
hat has been systematic and theory-driven. The concentration on students
 tended to overlook the centrality of teacher motivations as integral to
hers® goals, beliefs, perceptions, aspirations, and behaviours, and thereby
student motivations and learning. ¥t is perhaps not surprising that those
motivation researchers who have developed robust theories in relation to
tident learning in educational contexts would begin to turn their attention
achers, to see whether those same theories might have explanatory
wer with regard to teacher motivations. Teacher seli-efficacy research {e.g.,
schannen-Moran & Woolfolk Hoy, 2007; Woolfolk Hoy & Burke-Spero,

005) has made important contributions to the study of teachers. Motivation
esearchers are now beginning to turn their attention to other aspects of the
complex of motivational factors which demand greater attention and
exploration. Robust theoretical frameworks already exist in the motiva-
n literature, which can be applied to guide future research in this area.
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The question of what motivates teaching carcer choice needs to be
tempered by the recognition that individuals do not always have “free
choice” of their ideal career, and that they may be constrained by internal
and external resources. The assumption that people are free to choose their
career presupposes access to a suite of altermatives and the individual
freedom to choose from among them. Such an assumption in relation to
occupational choice has been regarded as rare, naive, or even misguided
(Ozbilgin, Kiiskii, & Erdogmus, 2003), too easily ignoring the impact of
!abour market rigidities of supply and demand, persistent structural and
institutionalised forms of discrimination and segregation, and cumulative
influence of prior education and experience. ' :

MOVEMENT INTO (AND.OUT OF) THE
TEACHING PROFESSION -

Teacher shortages followed by surpluses -is a recurring pattern in many
countries, inchiding Australia, the United States, the United Kingdom, and a
number‘of European countrics (OECD, 2005). After World War Il there
were serious teacher shortages in many countries. The 1980s and early 1990s-
saw the arrivai of a period of relative over-supply, which was followed by
increased staffing problems in the current decade, for particular geographic
regions and disciplinary specialisms. For instance, schools in regional,
remote, and some inner urban areas have difficulty attracting and retaining
teachers, and staffing shortfalls are most acute for the sciences, aathematics,
foreign langnages, and information and commumnication technologies.
Studies from the United Kingdom indicate that 40% of those who enter
- teaching are no longer there after five years (Kyriacou & Kunc, 2007; Purcell,
Wilton, Davies, & Elias, 2005); in the United States, up to 40% of new
teachers i some school districts resign during their first two years
(Brookover et al., 1978; Weiss, 1999), and one in five leaves within the first
thres years (Henke, Chen, & Geis, 2000; Johnson & Birkeland, 2003).
Teachers who were recruited 30 years ago are now retiring, further impacting
on shortages. While there is some variation across the 25 member countries
of the Organisation for Economic Co-operation and Development (OECD),
a substantial proportion of the teaching workforce in each of those countries
is over the age of 50 years (OECD, 2005). In 2001, the Australian Burean of
Statistics, Census of Population and Housing, rcvealed that 42.7% of
employed teachers were older than 45 years, with one-third aged between 45
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and 54 years. These teachers afe rapidly approaching retirement. Similarly,
in the United States, the average retirement age of public elementary and
secondary teachers is 59 years (OECD, 2004b), and a significant proportion

-of teachers is about to reach retirement age. :

In addition to general patterns of shortages, there have been significant
changes in the particular proportions of males entering teaching. Over the
last four decades, their number has steadily declined in the United States,
the United Kingdom, Europe, and Australia, with more dramatic declines in
primary/elementary education than secondary schooling (OECD, 2005).
Even in secondary education, men have tended to concentrate in male-
stereotypic domains, such as science, mathematics, and technology, which
will further exacerbate shortages in those domains when these teachers, who
are already older, retire in the near future. A complex situation arises
because fewer women are pursuing studies and careers in scientific and
mathematical fields (see Watt & Eccles, 2008); yet the majority of teachers
are female, which will compound teacher shortages in those domains.

Salaries, employment conditions, the demands of teaching, and the
social status of teachers (DEST, 2003; Lin, Kardos, Kauffman, Preske, &
Johnson, 2000; Ramsay, 2000} have all been nominated as factors
contributing to early career attrition. By contrast, teachers in Taiwan enjoy
the rewards of a generous compensation package which includes low-
interest housing loans, freec health and life insurance, paid maternity leave,
a governmeni-funded pension, and subsidised education for their children
{Wang, 2004). They are also accorded community tespect and high social
status (Fwu & Wang, 2002). As a result, there is no shortage of well-
qualified individuals wanting to be science teachers in Taiwan. Not all of the
tewards of teaching are accounted for in strictly matenal terms, however.
The availability of part-time and casual work, together with defined periods
of leave during school vacation times, provides a high degree of career
flexibility sought perhaps mainly by women secking to spend time with
their fasmilies. This would appear to be the case in a country like Germany,

" where of the almost 50% of primary school teachers who are employed on

a part-time basis, 96% are female (Halasz, Santiago, Ekholm, Matthews, &
McKenzie, 2004). '

Although initial motivations for choosing teaching as ‘a career might
remain quite stable over time, they may be quite different from motivations
for remaining in teaching after two decades of service as a classroom teacher.
As we have already noted, In most Western countries teaching does not offer

. a high salary or the compensation of high social status. The buying power of

-a teacher’s salary, companisons with salaries of graduates who have similar
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qualifications, and the potential for salary increases and career development
over time are all of importance in attracting new people into the profession
and in retaining experienced teachers. There is evidence that what can
seem like a competitive salary at the beginning of a career can later be
considered quite inadequate, when teachers have family responsibilities as a
parent (see Kersaini, Lewis, Potter, & Meisels, 2007) or for aged parents and
relatives.

The atiractiveness of teaching as a career choice is reactive to shifts in
perceived public esteem resulting from negative representations of teachers
and their work in the mass media, changes in political  ideology and
governance, and the availability of other jobs in the labour market. There
are a putnber of challenges that may impinge on the decision processes of
those comsidering teaching as a career. The prestige and public image of
teachers and teaching has declined, which has been accompanied by a
decline in young people’s interest in the career, and although initial salaries
are competitive with some other professions, teacher salaries relative to per
capita gross domestic product have also declined. In many countries in the
GECD, salaries rapidly plateau after about 10 years, particularly if one has
remained as a classroom teacher and not moved to a leadership position
[(OECD, 2003). ¥ teachers are poorly paid, have low community prestige,
and are subject to disagreeable working conditions, it is likely that fewer
people will be attracted to teaching initially, and if they are recruited, will
not necessarily persist in the job.

INFLUENCES ON TEACHERS® WORK
SATISFACTION

Over the last two decades, governments in many developed countries have
embraced the notion that natiopal economic development, change, and
success are dependent on a well-educated, highly literate, and aumerate
workforce. Rapid social and technological change and resultant changes in
the nature of work have encouraged governmuents to take a greater interest
in all aspects of schooling, and to especially focus om reforming and
improving the quality of the teachjng workforce. Teacher motivation and
the context in which teachers work have been increasingly impacted by
policy decisions developed and implemented through bureaucracies that
audit, assess, and measure teaching practices. Teachers are positioned in
these discourses as central to a country’s economic growth and national
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development. For instance, a recent report from the OECD (2005, p. 18)
involving 25 countries observed:

Schooling provides the foundations for learning throughout life, and for individual and
national development. As the most significant resource in schools, teachers are central to
school improvement efforts. Improving the efficiency and equity of schooling depends, in
large measure, on ensuring that competent people want to work as teachérs, that their
teaching 15 of high quality, and that all students have access to high-qualify teaching,

At the same time, there is an abiding yet competing belief that education
and social welfare are investment ““black holes” that are expensive and not
effective (Hargreaves, 1994). From this perspective, these are investment
activities from which the state should progressively withdraw, to atlow space
for the entry of private capital and enterprise. '

We canmot ignore the incursion of govermment policies designed to
manage and control the nature and structure of teachers” work. There has

~been mounting pressure at the level of the state to regulate the nature and
quality of teachers’ work through teacher certification and re-certification,
placing high accountability demands on teachers and schools to be audited
across various dimensions, particularly student learning outcomes, and
improved quality of teaching and learning. These regimes of reform have not
always resulted in the anticipated improved outcomes. A good example of
the unanticipated negative impact of this type of reform agenda occurred in
the United States over the last decade. Although ostensibly desigmed to
ensure that all teachers would be “highly qualified™ by 2006, the Federal
" legislation under the 2001 No Child Left Behind Act arguably worsened the
" educational experiences of the very children it was supposed to assist, further
- cementing the position of those already advantaged socially, economically,
- and educationally (see Glass, 2008). There is mounting evidence that these
policy reforms have impacted significantly on how teachers carry out their
work, and imderimined the resolve and work satisfaction of many (in the case
" of the {Jnited States see Hursh, 2005; McNeil, 1985, 1988, 2000; Nichols,
- Glass, & Berliner, 2006; Rex & Nelson, 2004).
Coincident with the desire on the part of governmenis around the globe to
Cmmprove the quality of teachers and teaching, there is the increasing
complexity of what teachers are expected to do and know, and greater
" diversity of the school students they teach (OECD, 2005). It seems inevitable
that researchers who are interested in teachers, teacher education, and
" teaching will need to keep alive the notion that teaching as work has, over
the last couple of decades, become increasingly more difficult, demanding,
and subject to greater scrutiny and external controls. The multidimensional
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character of the teacher’s role, and the increasingly complex skills set a
teacher is expected to bring, embraces social, behavioural, civic, economic,
and technological dimensions (OECD, 2005). Within the multicultural
context of a country like Australia, particularly in the larger cities, the
teacher's role is likely to require engagement with young people, families,
and communities holding values and beliefs that are very different from
those held by many teachers, who are culturally different, with diverse
expectations, aspirations, and ambitions.

Unsurprisingly, the context in which teachers work impacts their
salisfaction or brings them grief, influences their commitment, and whether
they ate willing to persist in the profession. Multiple dimensions of the school
context such as supervisory supporf, time pressure, relations with parents,
and autonomy, interact to impact teachers’ job satisfaction and job burnout
(Skaalvik & Skaalvik, 2009). A “supportive work environment” has been
found 1o be highly important in teachers’ decisions whether to stay or move to
another school (Jobnson, Kardos, Kauffman, Lin, & Donaldson, 2004). In
some school contexts, the relationships forged between teachers, the principal,
and students, help militate against the effects of accountability measures that
potentially threaten levels of job satisfaction (see Noll, 2007). Teachers are
more satisfied and less fatigued if they feel supported by parents and the

" school administration, if student behaviour and the school atmosphere are -

pleasant, and if they perceive a degree of autonomy in carrying out their work
(see Miiller, Alliata, & Benninghoff, 2009, p. 581). In contrast, there i$ an
increase in the physical and psychological costs to teachers, if they experience
difficulties in building relationships with students and their parents; are
subject to numercus pedagogical, organisational, and technological reforms;
experience increased administrative tasks at the expense of teaching; and
perceive a loss to the profession’s positive image (Miiller et al., 2009, p. 581).
As the mature of teachers” work has changed, there is an increasing
. disjuncture between why people choose to teach and the nature of the work
they are required to perform. People who choose teaching because they are -
motivaied by working with people, and especially young people, will
presumably experience lower levels of work engagement and satisfaction if
their daily work involves them less and less in relational encounters with .
youth. Measures which increase teacher accountability, and provide
comparative data for students’ achievement on standardised iests, have
brought significant changes to teachers’ work. While we know that working
with children and adolescents is a consistently strongly endorsed reason for
wanting to be a teacher (see Lortie, 1975/2002; Richardson & Watt, 2006;
Watt & Richardson, 2008b), teachers are now required to perform tasks that
reduce opportunities for teacher—student inferactions. Researchers may well’

i
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want to examine more carefully how the impact of policies designed to
“improve” the quality of education potentially serve to undermine the
motivations of those who most wanted to teach when they entered inte
teacher education {see Beck, 2009 for a discussion of the restruchiring of
teacher professionalism in England).

STUDENT OUTCOMES

- Teachers who are more motivated provide greater autonomy support to
their students (Pelletier et. al., 2002). Just as “students could become less
‘self-determined when exposed to controlling teachers ... when teachers are
pressured by the school’s administration or by colieagnes to behave in a
specific manner, they also indicate that they are less self-determined toward
-their work™ (Pelletier, 2002, p. 193). In turn, teachers who are less self-
“determined towards their teaching are more controlling with their students,
-which impacts negatively on students’ intrinsic motivation and sense of
“antonomy (Reeve, Bolt, & Cai, 1999). Policies designed to improve teacher
- practice and teacher quality may, through the processes of operationalisa-
tion and implementation, promote more controlling teachers, and students
‘who are less autonomous and motivated.

- Important new research has begun to show a link between teachers’ achicve-
-ment goals, patterns of communication and behaviour m the classroom, and
:students’ resultant learning and achievement outcomes (Butler, 2007; Butler &
- Shibaz, 2008). Based om self- and student reports, other researchers have
" found that teachers who are more- enthusiastic about teaching demonstrate
higher quality instructional behaviour, in the form of leaming situations that
are challenging yet supportive for students (Kunter et al., 2008). These hines of
mnquiry should be vigorously pursued by motivation researchers.

As a result of an extensive review of the literature seeking to arrive at the
rofile of highly competent teachers, Hattie (2003) concluded that these are
teachers who can:

identify essential representations of their subject, based on how they organize and use
their content knowledge; gwide learning through classroom interactions by creating
optimal classroom environments; monitor student learning and provide feedback;
promote effective outcomes through the manner in which they treat students, and their
passion for teaching and learning;_and influence sindent ontcomes by engaging students,
providing challenging tasks and goals, and enhancing “deep” learning or understanding,
(Cited in OECD, 2005, p. 101)

This is indeed a formidable skill set that nonetheless does not take into
account other skills and abilities such as effective _communication with
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-parents, collaboration with colleagues, developed skills with new information
and communication technologies, and working in teams, that are often
identified by teacher accreditation and registration authorities.

CHALLENGES IN RESEARCHING
TEACHER MOTIVATION

For research to effectively tap the underlying psychological processss
concerning motivations for choosing to become a teacher, there is a need for
robust measuares, founded wupon explicit theoretical frameworks, to
encompass a comprehensive set of motivations. Previous research has lacked
consistency, and, at times, provided litfle agreement about what exactly
constitutes “intrinsic,” “altruistic,” and “extrinsic” motivations. As a result
of definitional imprecision in the operationalisation of constructs and terms,
producing unclear and overlapping categorisations, it has not been possible
to compare findings from different studies, or across sociocultural contexts.
Validation information on survey instruments used in studies has frequently

" not been reported, and the survey instruments not provided. In reporting of
results there has been an over-reliance on raw frequency counts drawn from
opportune samples, and rankings of identified themes rather than more
sophisticated and robust methoeds of analysis, and research has tended to be
empirically rather than theoretically driven, lacking a comprehensive and
integrative framework.

Career development by definition encompasses events and processes that -
predate and extend beyond initial career choice (Lent, 2001, p. 218). The'

scarcity of theory-driven and programmatic research in this area impedes
the development of a coherent knowledge base to inform interventions. The

" volume of work that has been produced needs to be matched by sensitivity
to “theoretically grounded, methodologically tight, and programmatically
sustained™ work (Lent, 2001, p. 215), which moves beyond the notion that
teaching is a “calling” and takes seriously the range of relevant motivations
in relation to the highly demanding, complex nature of the job.

A challenge for motivation researchers is to examine how teachers’
motivations vary across contexts and across the professional life span, as well
as how motivations are framed, shaped, and constrained by experiences
during teacher education. A recent cross-sectiondl study in the United
Kingdom. (Day. et al., 2006) identified six phases of teachers’ professional
lives, which provide a useful heuristic. During phase one (zero to three years
of experience) teacher motivation and commitment were buoyed by receiving
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- the support of school and departmental leaders, whereas experiences of poor
- pupil behaviour resulted in lowered levels of motivation. In phase two (four
~ 1o seven years), the most important demotivating factor was the mapagement
" of heavy workloads. Teachers who had been teaching for 8-15 years (phase
" three), who had an eye to career progression and were in positions of -
= responsibility, reported this as a positive impact on their motivation. By
. phase four (16-23 years) a combination of career advancement and good
~student results positively impacted motivation, but these were offset by
negative factors such as lack of support in school, feelings of career
* stagnation, poor pupil behaviour, additional school responsibilities, manage-
- ment of heavy workloads, demands outside of school, and a struggle to
- achieve work-life balance. Afier 24-30 years of teaching (phase 5), bad pupil
- behaviour and perceived lack of support in the school were the most
" important reasons for loss of motivation and commitment. In the final phase
- (phase six, 31 years or more) teachers were responsive to evidence of student
progress and sustained by positive teacher—pupil relations, but were
increasingly affected by personal health issues and experienced negative
reactions to changing government policies and poor pupil behaviour.

Tt is an open question, and one worthy of the attention of motivational
researchers, whether these phases can be replicated across other samples
nsing longitudinal data. Supporiing evidence is provided by the resutis of
another study of secondary teacher education students in England who were
sirveyed at the beginning and end of their PGC year, a sample of whom
was followed up during their first two years of teaching. Thers were four
major factors that influenced levels of commitment to teaching: “school
‘management (particularly the degree to which senior siaff in the school were
seen to be supportive); time pressures (specifically a fecling that there was not
time encngh to do the work demanded to an acceptable standard); pupil
‘behavior {and in particular the degree the teacher was able to experience and
‘enjoy pupils’ successes as against a feeling that pupils were badly behaved and
disaffected); and having a happy private life (prominently, a concern about
‘the extent to which workload encroached unacceptably into much of the time
for their private life)” (Kyriacou & Kunc, 2007, p. 1253). These factors point
‘to. the limk between teachers’ work and their lives more generally, an
‘observation made by earlier researchers (e.g., Lortie, 1975/2002).

“* In summary, teachers’ motivations have implications for their continuing
-career development. They relate to how teachers approach the complexities,
challenges, disappointments, and rewards of teaching; and affect professional
plans, well-being, and behaviours and, comsequently, student ouicomes.
‘Research is sorely needed which studies the same teachers longitudinally
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from the outset of their careers, to examine the processes by which their
motivations mmpact a range of important outcomes, such as work.
satisfaction, persistence in the profession, psychological well-being, and
student engagement and learning. We also need to examine whether and how
teacher motivations develop over the long term. Such work needs to be
strongly theoretically grounded, to collect data using robust measures, and to

consider developmental trajectories for different types of teachers, from a
range of school contexts.

A PROGRAM OF RESEARCH STUDYING
TEACHER MOTIVATIONS

An integrated theoretical approach to the study of teacher motivations is -

offered by our “FIT-Choice” (Factors Influencing Teaching Choice;
www.fitchoice.org) continuing program of research, which has been guided
by expectancy-value theory (Eccles et al., 1983; Eccles, 2005), to focus on
motivations for the choice of becowming a teacher (e.g., Richardson & Watt,
2006; Watt & Richardson, 2007, 2008b), and by possible selves theory, to
explore teachers’ future occupational envisioning, and intentions to persist
within the profession. The FIT-Choice Scale was developed to assess the
primary motivations of teachers to teach, and has been demonstrated to be
psychometrically sound, thereby yielding reliable findings (Watt &
Richardson, 2007). The FIT-Choice model taps both the “altruistic”-type
motivations that have been emphasised in the teacher education literature
(¢.g., Book & Freeman, 1986; Brown, 1992; Lortie, 1975/2002; Moran,
Kilpatrick, Abbott, Dallatt, & McClune, 2001; Serow & Forrest, 1994) and
more personally utilitarian motivations, intrinsic motivations, and ability-
related beliefs. Our framework also taps individuals’® perceptions about the
demand and reward aspects of the teaching profession, and contains a
measure of career satisfaction and commitment. We have provided a review
elsewhere (Watt & Richardson, 2007) of how our FIT-Choice factors,
sumiarised in Fig. 1, map onto expectancy-value theory, social cognitive
carcer theory (SCCT; see Lent, Lopez, & Bieschke, 1993), and key findings
within the existing teacher education literature,

‘It was neither obvious nor trivial to speculate about the kinds of
expectancies and values we should expect to be most salient, whether results
would reflect or challenge prevailing stereotypes regarding motives for
choosing teaching, and by extension the kind of people who enter
the profession. Current . stereotypes include the choice of teaching as a

Current and Future Directions in Teacher Motivation Research

|

- Prior teaching & learning experiences

Soclalisation Influences
- Social Influences

- Social dissuasion

{

T
:
Q.
™
[=3
a
&
o
iw
o
b=
2
(3
B £
B &
© &
= o @
225
g s£38
® oL e
2 £ 5c5s:eg
> >3 fo3g2
a ¥ = 9023:
2 EzkEs p590T©
:g D'gw‘!"a EE:DD'E
o FPEF SL05%
L2 :9;"“- - 3 =i
0 a g godlx
= _QE_Q _m:mn
E 58£8 8555
- S N
(=]
£
=
5%
52
28
5 a
@ ¢ O
4 o=
-]
]
@ .
w52 o
2% g3
gst 59
Ecg 2%
SEcd B2~
Qg_‘: u:ﬂw
£¥90 ¥8®
OOT BHG
| = =

Choice of Teaching Career

FIT-Choice Theoretical Model,

Fig. 1.

151



152 PAUL W. RICHARDSON AND HELEN M. G. WATT Current and Future Directions in Teacher Motivation Resec_zrch - 153

family-flexible career, for highly altruistic motivations, and as a “fallback”
career. Our initial research with a large sample of 1,653 Australian teacher

i i 2.

education students (Richardson & Watt, 2006) showed that the highest rated d Eé’ é
teaching motivations on estry to teacher education included intrinsic vahe, . : : e
and perceived teaching abilities — the major predictors of choices within the s ®wla
expectancy-value framework which framed our theoretical model — as well as _ 'E.% ? g
positive prior teaching and learning experiences, and “altruistic-type” social o = ”
utility values (ie., shape the future of children/adolescents, enhance social g% sl
equity, make social comtribution, and work with children/adolescents; ’ég 813
Richardson & Wait, 2006), which have predominated prior research. Other 3
measured motivations thai were less influential included social influences, ' .Eg -
personal utility . valnes (i.e., job security, time for family, amd job — 82 1%
transferability), and choosing teaching as a “fallback™ career (Fig. 2). s

Beginning teachers’ motivations demonstrated significant correlations with — g =
thetr planned persistence (see Watt & Richardson, 2007). Ability beliefs, 'j:, g
mmtrinsic value, social utility values, and positive prior teaching and learning n s
motivations all corrclated positively with later planned persistence. ‘ : é v
Unsurprisingly, choosing teaching as a fallback career correlated negatively. _ C i .
We had not, however, anticipated that personal utility values (job security, - i g
transferability, and time for family) would be inversely refated to planmed LE P —
persistence. Such findings resonate with earlier untested claims that these g 18 !
motivations are somchow “unworthy” (e.g., Yong, 1995). Individuals who = =

chose a career in teaching on the basis of job security or job transferability
were later both less likely to plan to persist and less likely to be satisfied with
their career choice; those who chose teaching because it provided time for
family were also less likely to be satisfied with their career choice. This
pattern was similar for planned effort, professional development, leadership
aspirations, and career choice satisfaction (see Watt & Richardson, 2007).
Consequently, motivations for teaching indeed relate to subsequent
professional engagement and career development aspirations — showing

positive relationships, except for personal utility values, and the choice of
teaching as a fallback career.
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Fig. 2. FIT-Choice Motivation Factor Mean Scores for the Choice of a Teaching Career (Based on Full Australian Sample,
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(measured by the PECDA Scale; Watt & Richardson, 2008b). Three clusters
were statistically and theoretically supported for all four factors; the first,
“highly engaged persisters” (45%}), gave the highest ratings. We named this
group the “highly engaged persisters.” The majority (84%) declared that
they wanted to spend their whole career in teaching Their open-ended
comments foregrounded highly salient reasons, most frequently related to a
passion for and enjoyment of teaching, which they saw as satisfying, varied,
and interesting. A related theme was that teaching was a “dream ambition,”
a vocalion, or calling. Their enthusiasm for the intrinsic rewards of teaching
was captured by such comments as: “Intrinsic satisfaction,” “I love teaching
students,” “Because it is interesting and has varied tasks,” “¥t’s my calling,”
*“I am passionate about teaching and know I can be beneficial to students,”
and “We contribute to something worthwhile.” This cluster also included
people who had chosen teaching because it both offered a satisfying career
and supported their aspirations for family life including care of their own
children. Teaching allowed them the means by which to meet their career
goals without sacrificing their quality family life, for exampie: “It is a career
that is satisfying, fulfilling and suits family situation™ and “Fits in with
family as well as carcer goals.” There were also those who were sure that on
making a career switch in favour of teaching they had finally found an
occupation that fitted comfortably with their goals and arnbitions. They
were well aware that the financial rewards from teaching are not very great;
it remains to be deterimined whether the less tangible rewards will be
sufficient to compensate for this.

The “highly engaged switchers” cluster (27%) responses were similar to
the first cluster, except on persistence, where this group scored significantly
lower. These imdividuals were more likely to indicate they had career plans

other than spending their whole career in teaching. Many were already
" contemplating another career path as they compicted their teacher
education program, which they may have been contemplating prior to their
entry, and were able to clearly articulate their reason for not wanting to stay
in teaching. Their timeframes ranged from “now” to 15 years. This cluster
drew together people who knew they needed new challenges over the course
of their career and therefore sought to be involved in a diversity of
occupations. They are perhaps best described as “restless spirits,” who need
new challenges and a variety of experiences. A further theme was the
identification of a “five-year plan™ for their career development, by which
time they hoped to have positioned themselves to exit from teaching. Tt is
not surprising that people who in the longer term were seeking careers in the
entertainment industry and as visual artists (painters, photographers, and
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designers) were also looking to secure a reliable income siream, -while
atfempting to establish themselves in those careers. For others, simply
keeping their options open was more important than foreclosing on teaching
as a career for life. For this group, teaching would equip them with the skills
and experiences that could be applied in other domains and contexts outside
of school classrooms, as a “stepping stone™ into other professions. While
many indicated a desire to continne working with children and adolescents,
this would not-be in classtoom contexts. It is noteworthy that a substantial
number in this group did not undertake a teacher education program
intending to remain in teaching for their whole career. On the contrary, their
intention had always been to not persist in teaching. While they planned to
be as effortful and engaged and to do as good a job as those who wanted
their whole carger to be in teaching (Cluster 1), they then planned to move
on to another career.- _

The third cluster, “lower engaged desisters™ (28%), exhibited significantly
lower scores on all four factors. Although their mean scores on planned
effort and professional development aspirations were quite high, they were
significantly lower than those for the other two clusters, and their mean
scores for planned persistence and leadership aspirations were low relative
to both the scale and the other clusters. This cluster was the least likely to

persist in teaching, and offered many reasons as to why. The sources of their

disaffection were varied and stemmed in a minority of cases from unpleasant
experiences at university and ““bad practicum experiences.” Others reported
teaching had proved too demanding — it was “too much work™ and schools
provided “‘too little administrative support.” As a result of these types of
observations, they felt they would “not have encugh energy when older,”
would become “jaded,” and quickly suffer from career burnout. Comments
such as “children don’t value education™ and “it does not suit my needs — -
the preparation and class management issues™ point to experiences during
the course of their teacher education program that took on a negative
valence in relation to their tenure in teaching.

While the first themed set of comments from this cluster was concerned
with the demands of the career, a second theme focused on the paucity of
career prospects  and rewards. A number of individuals made the

. observation that they would receive more “pay & respect” and better

“career progression” by working in other fields such as IT, business
management, and consuliing. The comments “it takes too long to get a full
time job!” and “teaching is not very stable” seem to point to the frustrations
praduates experience in shuffling between a range of schools, making a
sometimes very insecure living undertaking substitute and relief teaching
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work, before they can secure full-time employmemf. Given that members of
this cluster generally bad higher qualifications and a Tange of previous
occupations, they may be ‘attracted away from teaching and into other

careers where their teaching qualification adds to their marketable skills set. -

For some, teaching was not their “first option.” Carcers as research
scientists and in the academy, together with further education and eventual
careers in psychology and sports psychology, were more attractive. As with
Cluster 2, this cluster consisted of people who looked upon teaching as a
“siepping stone” into other careers. Although they may have enjoyed
“children and teaching,” they observed that they needed change and variety

- in their life and did not want *““to be stuck™ in a career that from their
perspective lacked “flexibility.”

Teaching Motivations for Differing Teacher Subtypes

The three different types of beginning teachers exhibited different patterns
of initial motivations for having chosen teaching as a career. As anticipated,
the “highly engaged persisters” scored significantly highest on intrinsic and
social utility values (shape future of children/adolescents, enhance social
equity, make social contribution, and work with children/adolescents),
whereas “lower engaged desisters™ scored significantly lowest. “Highly
engaged switchers” scored in between for inttinsic value and some social
utility value factors (shape future of children/adolescents and work with
children/adolescents), and similarly high to the highly engaged persisters for
the others (enhance social equity and make social contribution). Highly
engaged persisters were the least motivated to teach by the negative
“fallback™ career factor, but more highly motivated to teach on the basis of
their perceived teaching abilities, than either of the other clusters. Highly
engaged persisters and switchers were equaily more motivated by having
experienced positive teaching and learning experiences than were the lower
engaged desisters. There were no significant cluster differences on any of the
personal utility values (job security, time for family, and job transferability).

The motivations that related most stromgly to high initial career
satisfaction included the altruistic-type motivations most frequently
emphasised in the teacher education literature, the intrinsic value individuals
attached to teaching, and self-evaluations of their teaching-related skills
(Watt & Richardson, 2007) —‘on all of which the highly engaged persisters
scored highest and lower engaged desisters lowest. At the point of
graduation from teacher education, “highly engaged persisters” had
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increased in their satisfaction with the choice of teaching as a career; “‘highly
engaged switchers” exhibited no change in satisfaction through the course of
their teacher education, and “lower engaged desisters™ became less satisfied
with their choice of a teaching career through their degree. Given the robust
size of that cluster-it is important to question why they became disaffected
through thetr teacher education experiences, and what will happen once they
enter the profession, if indeed they do. The seemingly positive profile for-

" highly engaged persisters requires longitudinal data to ascertain whether

their positive motivations are able to be realised in their school contexts, and
what the comsequences are if not. The trajectories for highiy emgaged
switchers, who also scored high on several of the positive motivations, are of
interest, particularly whether their professional engagement and aspirations
may increase as a comsequence of their workplace experiences.

Do Motivations Change for Teacher Subtypes in their First Five Years?

Establishing that there are differing types of beginning teachers, whose
initial motivations for the choice of teaching as a career differ, begs the
question — what happens to their motivations when “the rubber hits the
road?” It was thus important to determine whether, and the extent to which,

" teacher motivations changed over time, and whether the changes varied by

teacher subtypes. In a five-year follow-up (Watt & Richardson, 2010), we
sought to address three questions related to changes in teacher motivation:
To what extent do teaching motivations change over the critical first five
years of teaching? Do motivations change differentially for teacher
subtypes? Are changes associated with changing career choice satisfaction,
and planned persistence in the teaching profession? The first five years have
been identified as a critical period, within which large attrition occurs. We
found that, in general, teaching motivations were predominantly stable from
teacher education until five years later. Where changes occurred, they varied
by teacher subtypes. There were no significant changes for the highly
engaged persisters, highly engaged switchexs decreased on the mofivations
of job security and to make a social contribution, and lower engaged
desisters increased on the motivations of job flexibility and the desire to
enhapce social equity. Initial elevated planned persistence for highly

- engaged persisters markedly declined to the same level as for the. other

clusters (Fig. 3(a)). Similarly, for career choice satisfaction, highly engaged
-persisters’ high scores declined to the same level as for the other clusters

(Fig. 3(b)).
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Engaged Persisters; ¢2: Highly Engaged Switchers; c3: Lower Engaged Desisters).
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Interestingly, stable motivations for the “highly engaged persisters” were
associated with declining career choice satisfaction and planned persistence;
conversely, changing motivations for the other two clusters related to stable
satisfaction and persistence scores. This raises questions concerning the “fit”
and also the realism of motivations and aspirations in response to the
multiple demands of being a teacher — which may come as a shock for those
entering into teaching with naive understanding of its role complexity,
associated emotional and time demands, or teaching in contexts which are
mismatched to their motivations and aspirations.

Teacher Identity and Possible Selves

n a recent article, Alexander (2008, p. 484) observed that certain types of
people are “drawn to the teaching profession™ from which they “experience

varying levels of success and varying degrees of personal fulfillment or

satisfaction.”” Further, she described teaching as challenging, with the sources

of those challenges being both “external and internal.” While we acknowledge

that external challenges are influenttial in early career teacher attrition, there

are additional internal challenges, such as those represented by hoped-for

teacher selves which, if not realisable, may produce lower levels of career
satisfaction, professional commitment, and the decision to leave the

profession.

“Possible selves” refer to how individuals think about the selves they most
want to become, and those they fear becoming. They represent individuals’
“cognitive manifestations of enduring goals, aspirations, motives, fears,
threats” (Markus & WNurius, 1987, p. 158). According to the original
definition, possible selves operate as incentives, which guide behaviour by
exercising a° moderating effect on the sclif. They are focused on the
personalised meaning of future states and actions, and not on more universal
beliefs about hopes and fears (Markus & Nurius, 1987). Feared selves take on
a motivational force when balanced by hoped-for selves to provide the
individual with incentives for behaviour (Markus & Ruvolo, 1989). This
implies that the motivation conferred by possible selves is cumulative — their
combined effect is greater than that of either hoped-for or feared sclves alone.

Possible selves theory has been fruitfully applied in a variety of domains
including adolescent motivation, counselling, adult life span development,
adult education, and vocational counselling. Researchers and practitioners
in vocational counselling have been attracted to the theory in that it
addresses aspects of how people make decisions about the person they want
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to be in the context of work. Those who choose teaching as a career bring to
their decision-making an array of positive and negative role models
experienced during their years of schooling through exposure to many
different teachers, from which they fashion an intuitive knowledge of a
teacher’s working life. The type of teacher they hope to be, and the teacher
they fear being, is likely to also be constructed from their prior experiences
of teaching and learning with-particular teachers, the distillation of positive
and negative teaching and learning experiences over the course of their own

_ schooling, and their experiences in staffrooms, classrooms, and schools
during teacher education and on commencing teaching. We would expect
these possible teacher selves to be dynamic, sensitive to context, and related
to career satisfaction and persistence. Becoming a teacher involves identity
work that is challenging as well as potentially disruptive to other aspects of a
person’s life, to the point where, in some cases, professional satisfaction and
persistence may be tested.

‘We were especially interested in the tensions that may emerge during the
first few years in the profession, when beginning teachers find themselves
within particular school and community environments that may be
congruent or incongruent with their own orientations. The future-focused
orientation of possible selves theory led us to expect that hoped-for and

feared teacher selves are likely to be developed and clarified as a resuit of the .

experiences and challenges of working within particular school contexts with
teacher colleagues who are a source of both positive and negative models,
and in school environments where they are presaged into being the teacher
they do not want to be, resulting in self-schema dissonance and distress.
In a follow-up of teachers from our full FIT-Choice sample, we sought to

explore the mechanism and processes by which participants’ hoped-for and -

feared teacher selves impact a range of teaching-related outcomes
(Richardson & Watt, 2008, 2009). We found that beginning teachers had
a developed sense of both the type of teacher they most hoped to be and the
type they most feared becoming; identified demographic, school contextual,
and internal sources of those selves; and consequent relationships with
several behavioural and affective teaching-related cutcomes. Overall, actual
teaching selves were rated more congruent with hoped-for than feared
selves, which were themselves not directly opposites. Congruence did not
depend on gender, primary/secondary teaching, undergraduate/graduate-
entry teacher qualification, or school socioeconomic status.

Feared self-enactroent related to perceived school and skills/abilities-
related barriers to goals, and remote school location. In contrast, hoped-for
self-enactiment related only to skills/abilities-related barriers. Seemingly,
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internal resources are deployed in the atiainment of the hoped-for self, while
more disparate influences affect feared self-enactment, associated with
internal and also situational factors. This helps us to locate “levers for
change” — it is likely to be easier to change the situation, than to change the
person. 7

Hoped-for self-enactment correlated significantly and positively with a
range of measured affective indicators (satisfaction, liking, demand, and

. stressfulness) and behavioural indicators (current goal achievement, and

planned persistence and effort), but negatively with perceived demand
and stressfulness. The opposite pattern of relationships occurred for feared
self-enactment. In general, relationships were stronger for hoped-for than
feared self-enactment and with satisfaction and liking outcomes. The
pattern of correlations for discrepancy scores between hoped-for and feared-
self-enactment was similar to that for hoped-for self-congruence, but,
importantly, appeared stronger than those for the independent effects of
hoped-for and feared selves, indicating their joint salience and importance.

Beginning teachers indeed hold both hoped-for and feared possible teacher
selves. Their negative moderate correlation indicates that teachers can be
like both, or unlike both (Fig. 4). Feared and hoped-for enactments each
matier, because they individually relate to a range of important affective and
behavioural outcomes. Further, possible selves operate in concert, in terms of
the discrepancy between the feared and hoped-for. An individual who
regards herself as highly like her hoped-for teacher self and highly unlike her
feared teacher self will have more positive outcomes than another person
who regards himself as highly like both his hoped-for and feared teacher
selves. Hoped-for, feared, and current teacher selves thus constitute a
dynamuic, complex system that operates to exert motivational force.in
relation to a range of affective and bebavioural teaching outcomes. Possible
selves theory provides a new perspective on self-focused future-orientated
motivations which impact teachers’ perceived goal achievement, perceived
demand and stressfulness, satisfaction and liking, and planned effort and
persistence.

IMPLICATIONS FOR POLICY AND PRACTICE.

It is important for teacher education to recognise that “one size does not fit
all” and that carefully tailored programs may be necessary to match
motivational profiles with school contexts. If sufficient numbers of well-
qualified, effective teachers are to stay in the profession, it may well be that
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" different career pathways and structures need to be identified and
developed. However, simply regulating teacher professional development
and legislating houirs of professional “renewal” necessary for reaccreditation
does not necessarily promote teacher professional development, encourage

higher teacher quality, or address the issues of teacher well-being. The very

complexity of teaching, the psychological demands on those engaged in it,
and its stressfulness (Stoeber & Renmert, 2008) require that greater attention
be paid to the curriculum of teacher education programs, which have
traditionally focused on curriculum and pedagogy. It is our contention that

too little is provided in teacher education programs to prepare beginning .

teachers for dealing with the stressors in undertahng the relational work
central to their occupation.
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In recent times in Australia we bave seen the development of the Teach for
Australia program, a program of teacher training founded on Teach for
America. This program selects talented and motivated graduates, provides a
six-week pertod of intensive training, and then appoints these “new™
teachers to hard-to-staff schools. It seemas extremely optimistic that these
graduates will fare any betier than similarly trained Teach for America
graduates in the United States, or that they will produce better achievement
scores and outcomes with children and adolescents (see Darting-Hammond,
Holtzman, Gatlin, & Heilig, 2005). It is also of concern that they are likely
to have few resources with which to sustain themselves psychologically,
emotionally, and physicalty in dealing with the stressors which teachers
experience as part of their job, which can have debilitating health
consequences for those who are insufficiently prepared.

If anything, we need to reflect not only on the success of the Finnish
schooling system in producing consistently stellar results in comparative
mternational surveys such as the Programme for Intermatiomal Student
Assessment (PISA), but also on their model of teacher education which
adopts a research-based approach and aims to develop teachers who are
skilled in using research in their ongoing teaching and decision-making. In
Finland, the teaching profession is held in high regard, attracts students with
high levels of academic achievement, and requires teachers to graduate with a
Master’s degree (Tryggvason, 2009). A longitudinal study of teacher
education candidates in Finland has shown how their teaching and learning
goals change over the course of a four-year program (Malmberg, 2008). -
Shorter programs of teacher preparation such as Teach for America/Australia
may quickly address a teacher shortage, but policy-makers and employing

‘authorities need to be careful they are not creating intractable longer term

welfare and health problems among those who are most motivated to try
teaching as a carcer with little more than a’ smattering of pedagogical and
curriculum advice.

Researchers need to address the psychological supports that begmnmg
teachers need to sostain their “fitness to practice.” Tn a substantial study
conducted in Gemmany among different kinds of professionals (teachers,
police, firefighters, aged-care workers, nurses, entrepreneurs, social workers,
childcare professionals, ard penitentiary workers), researchers identified four
coping behaviour -types: “healthy ambitious,” “unambitious,” “excessively
ambitious,” and “resigned.” Their findings led them to recommend that
teachers need to be given more antonomy in their work to alflow for self-
determined professional goals, excessive demands from overwhelming educa-~
tional tasks that are completed alone need to be minimised, and teachers need
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clearer separation of life at school and leisure time; school tasks often
undertaken in the evening and on weekends allow little opportunity for
emotional distancing, recovery, and regeneration. They also expressed concern
about the consequences of regimentation and external interference in teaching.
In relation to the preparation of teachers, they emphasised the need for teacher
education to equip beginning teachers with effective coping strategies for
everyday occupational problems, and the capability to effectively self-manage
stressful situations (Kieschke & Schaarschmidt, 2008). In the education and
iraining of clinical psychologists, considerable attention is devoted to these
issues; it may well be that teachers require similar training in strategies to
support and proteci themselves psychologically and emotionally, if the pattern
of burncut and early career attrition is to be broken. While mentoring
programs for beginning teachers have been introduced in many countries
around the globe, their levels of success in supporting and sustaining new
teachers have beéen patchy as a result of inappropriate mentor matches, and
low levels of appropriate mentor and mentee interaction and support (see
Kardos & Johnson, 2010; Wang & Odell, 2002). .

Our particular program of research addresses several core issues: Why
choose the career of being a teacher? Why do people stay in the job,
burnout, or leave? How do motivations intersect with sociocultural factors
to impact teachers’ professional development and personal weli-being?

What types of profiles are evident in teachers’ career trajectoriés? This

_design requires following the same individuals over a period of time, to tease
out the shorter and longer term consequences of choosing teaching as a
career, and how different types of preservice teachers fare in particular
school and community settings over time. This interest in teacher
motivations is timely; they predict to teacher supply and development, with
implications for current teacher shortages, mentoring, and support. Why

" people choose teaching, why they stay in the profession or not, and their

professional identity development all are critical issucs in the current climate
of teacher shortages and concern regarding teacher quality, with implica-
tions for policy-makers, employers, and teacher educators..

TEACHER MOTIVATION
RESEARCH - WHERE TO NEXT?

"Those interested in teacher motivation are not beginning with a blank slate.
Theoretical lenses from the motivation literature (e.g., expectancy-value
theory, achievement goal theory, self-determination. theory, and possible
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selves theory) equip us to develop fresh insights into teachers’ motivations
for choosing to enter the teaching profession, their professional engagement
and career development aspirations, future occupational envisioning, and
influences on student motivation and learning. The range of robust
motivation theories, developed research methodologies, and increasingly
sophisticated modes of analysis invite us to research new questions we were
not previously able to adequately address, as well as enduring questions
concerning teacher motivation: What motivates people to choose teaching
as a career? What happens 1o their initial motivations after they enter into
the profession? Why do some people leave teaching within a few shott years?
What keeps teachers engaged and enthusiastic about their work? What leads
to teacher exhaustion and burnout?

These questions demand large-scale, long-term, longitudinal data, collected
in muitiple waves, multiple data sources, consideration of different types of
teachers, the consequences of teacher motivations, and serious attention to
the environmenis within which teachers work. In these endeavours, it will be
important for teacher motivation research to dialogue with the extant teacher
education literature, and other relevamt domains of educational and
developmental psychology. In this section, we elaborate on the six main
directions we perceive for future directions in teacher motivation research.

Large—scale Multiwave, Long—zerm Longitudinal Datasets

Only longitudinal rcscarch can examine the mediating processes between
background characteristics, motivations, and outcomes. It is only with
longitudinal data that it is possible to test the impact of earlier influences,
how processes unfold over time, and produce outcomes of interest. We need
studies which recruit participants at the outset of their teacher education,
add follow them through their professional life. Large-scale studies permit
the kinds of analyses that are now available to researchers as a result of
advances in statistical methods. Single timepoint or small-scale studies do
not allow us to address questions concerned with career trajectories, and the
relationship between career motivations, aspu‘atlons and outcomes, or “fit”
with workplace environments.

If we are to identify the antecedents of teacher burnout and attrition,
and examine questions of cause and effect, we neced longitudinal designs
which contain multiple occasions of measurement, to be able to detect the
nuances of development. Designs are needed of the scope conducted by
Wilhelm, Dewhurst-Savellis, and Parker (2000), who studied 156 teachers



166 PAUL W. RICHARDSON AND HELEN M. G. WATT

over 25 years, to disentangle the persomal and contextual factors
contributing to their stress and career attrition.

Mﬁftz:ple Data Sources

Self-report surveys provide a useful approach to collecting data about
individuals” perceptions, but are less useful as a tool to collect data on
objective outcomes. There has been something of an over-reliance on self-
report surveys in the motivation literature, and multiple data sources and
informants are required for research to engage with the full complexity of the
antecedents, development, and outcomes of teacher motivations. Self-report
qualitative interviews, framed within a larger study design, could illuminate
processes and individual particularities, for theoretically important types of
teachers, structured observations (e.g., Pianta et al., 2005) could objectively
* measure the motivational elements of teachers’ instruction and consequent
levels of student motivation, and student surveys could offer complementary
perspectives to teachers’ own views of classroom motivational climate.

Different Types of Teachers

Teachers represent a large and heterogeneous workforce. Given the scale
and heterogeneity, we might expect that some individuals are better snited
than others to the rigours and stressors of teaching. Continued attention to
different types of teachers, such as those having different motivational
profiles identified in the FIT-Choice study (Watt & Richardson, 2008b), and
those with different profiles of coping behaviour (Kieschke & Schaarschmidt,
© 2008), will allow us to focus on substantively interesting subgroups, whose
fuactioning may not be adequately represented by the average. It remains
to be seen whether and how distinct types of ieachers adapt differentially to
their professional contexts and show varying patterns of development, and
different psychological and behavioural outcomes. '

Consequences of Teacher Motivations
- Teacher motivations are likely to producé a range of consequences for their

students, and for teachers thémselves. To date, we know that teachers’
achievement goals (Butler & Shibaz, 2008) and enthusiasm for teaching
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(Kunter et al., 2008) affect their quality of instruction. In the FIT-Choice
study, ‘we are engaged in studying the relationships between teacher
motivations, psychological health, professional well-being, career intentions,
and burnout symptoms. These are all likely consequences associated with
teachers’ initial and developing motivations through their careers. The
reciprocal causation between teacher motivations and correlates such as -
these will need to be explored, to reflect the dynamic nature of motivation
and learning within classrooms (Turner & Patrick, 2004). It is also likely
that the kinds of consequences of teachers’ motivations should differ, for
teachers who bold different motivational profiles.

Teacher Motivations in Context

Thus far, there has been less attention to social/contextual support and
barrier systems, and a greater concentration on psycholegical variables in
research concerning teacher motivations. Despite an insistent policy need for
reliable data in this vein, there is a dearth of longitudinal studies which
collect rich contextual data alongside psychological data. Sensitive, sound,
robust theories and measurements are additionally needed at the level of
contextual effécts, to determine how different workplace environments
nurture or constrain teachers’ motivations. Developments in hierarchical
linear modelling allow us to examine individuals within their particular
teaching contexts, to disentangle the impact of person characteristics and
school context on teacher motivations, engagement, and emotions (e.g.,
Klusinann, Kunter, Trautwein, Liadtke, & Baumert, 2008). In order to be
able to tie the development of teacher motivations to critical contextual
factors, we need comparative studies across cultural and country settings,

.which differ along salient dimensions such as salary, status, teacher

education, and in-career mentoring. Such studies provide wonderful “natural
experiments” to inform policy.

Promoting Dialogue across Fields

Motivation researchers need to acknmowledge the observation that those
outside their research community can, and do, find the literature fragmented
and dense (Murphy & Alexander, 2000). It is important that teacher
motivation research not develop in-isolation or reside in a disciplinary cul de
sac for two reasons. First, findings from this line of research need to be
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accessible to audiences beyond motivation researchers. Second, there is a .

risk that the “discovery” of teacher motivation by educational psychologists
could overlook the array of findings which exists in the teacher education
literature, albeit from different disciplinary origins that do not necessarily
resonate with the theoretical perspectives and research designs of the
educational psychology community.

It will also be important for teacher motivation research to both draw
upon, and inform, relevant domains of educational psychology. Related
literatures we comsider to be key include emotions, self-efficacy, coping,
epistemological beliefs, personality, and unconscious motivations. With
some notable exceptions (e.g., Pekrun, Elliot, & Maier, 2009; Pekrun,
Goetz, Titz, & Perry, 2002; Schutz & DeChuir, 2002; Schutz & Pekrun, 2007),
the dominant social-cognitive models of motivation have tended to develop
to some extent in isolation from these literatures, although we believe they
have much to offer one another. Teacher emotions have been studied by
researchers from diverse fields (see Meyer & Turner, 2002; Sutton &
Wheatley, 2003), and linked to teaching quality and stadent ouicomes
(Frenzel, Goetz, Stephens, & Jacob, 2009) — the same outcomes with which
teacher motivation researchers are concerned. '

CONCLUSION

Ultimately, our goal is to conduct “basic and use-inspired basic research
that generates well-reasoned, empirically supported understandings that can
become the scientific foundations for educational practice to improve

motivation, learning, and teaching” (Pintrich, 2003, p. 683). The burgeoning
* research interest in teacher motivations has begun to develop theoretically
grounded and psychometrically strong approaches to examining teaching
motivations and their correlates over time. Continued attention to the issues
we have raised to guide teacher motivation research over the next decade
will advance its promising agenda.

NOTE

1. Both authors contributed equally to this work.
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