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Abstract

If we want motivated students, then we need motivated teachers.  Teacher motivation is threatened by many of the daily events that occur during a school day.  The result has been many teachers abandoning their chosen careers, or working dissatisfied in an unfulfilling profession.  The purpose of this paper is to explore the question: What are the factors that affect teacher motivation?  Research clearly shows the issues of student achievement, school violence, preservice training, workload, support and relationships have an impact on teacher motivation.  In understanding the effects these factors have, teachers will become better equipped to recognize the threats that may hinder their own motivation and take the steps necessary to ensure a long, satisfying career. 
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Preface

“There are three things to remember about education.  The first is motivation.  The second one is motivation.  The third one is motivation.”

 ~Terrell Bell, former U.S. secretary of education 

Motivation and the Classroom Teacher

“The concept of motivation stands at the center of the educational enterprise” (Covington, 2000, p.171).  Much research and emphasis are put into designing a school environment that produces motivated students that achieve academically and become lifelong learners.  Motivation can have an effect on how students learn and their behavior toward the subject matter being taught.  Since teachers play such a critical role in student learning, a great deal of this research is directed toward ways teachers can serve to motivate students.  However, motivating students requires teachers to be motivated as well.  All of the techniques and strategies cannot replace a teacher who has a passion for their job and believes in what they are doing.  Motivated teachers then become the key to student motivation and achievement (Ames, 1990; Covington, 2000; Kwakman, 2003; Patrick, Hisley & Kempler, 2000; Seifert, 1996).  

The purpose of this paper is to explore the question: What are the factors that affect teacher motivation?  Teacher motivation is impacted by the daily events that occur during a school day.  Issues of student achievement and school violence focus on student factors affecting teacher motivation, whereas preservice training, teacher accountability and workload are issues directly relating to teachers.  New initiatives addressing student achievement have meant increased accountability and workload issues for teachers.  An increase in school violence is also a real factor of school life that can serve to lessen teacher enthusiasm.  The preservice training a prospective teacher receives should prepare them not only to teach, but also cope with all the events of school life.  It also has an important role in how a teacher adjusts to their chosen career.  Pivotal to the impact of these issues is the amount of support a teacher receives and the relationships teachers forge with parents and staff members.  Relationships amongst staff members and between school and home significantly effects how a teacher feels about their job. 
Even though not a lot of specific research directed toward teacher motivation is available, there is an increasing amount related to factors that put stress on teachers and negatively affect job satisfaction to the point teachers are leaving their chosen profession (Kwakman, 2003).  The following pages will explore these factors and how they impact teacher motivation.  In understanding their effect, teachers will become better equipped to recognize the pitfalls that may pose a threat to their initial motivation and take the steps necessary to counteract them and ensure a long, satisfying career. 

Motivation Overview

Definition

Webster’s Dictionary (1993) defines motivation as an incentive; the mental function or instinct that produces, sustains and regulates behavior (p. 352).  Modern theories of motivation focus on motivation not as a matter of drives or being forced to do something, but on the relation of inner beliefs and goals with action (Eccles & Wigfield, 2002; Covington, 2000).  In addition to this, Kelley and Finnigan (2003) propose that motivation has a function of expectancy to it, with the goal resulting in an outcome of a specific reward.  

From these definitions we can ascertain that motivation is an inner belief that compels a person to sustained action toward a goal, with the expectancy of accomplishing something of value.  Looking at motivation from an educational standpoint, the “goal” referred to in motivation would be to educate students.  As a teacher, this would be the mandate.  One would then use “sustained action” to accomplish this goal, employing the skills acquired in preservice training.  The “inner vision and belief” would be that as a teacher one could actually do the job of educating students and “expect” that the goal would be accomplished.  The “reward” would be to see the students achieve and the feeling that they, as a teacher, were instrumental in the accomplishment.

Concerning the matter of motivation in the context of education and learning, Seifert (1996) states:

A person motivated… may be characterized, in part as someone who is willing to engage in the task (eagerness), will persist in the task, and is self-initiating and self-directing. Such a person demonstrates a commitment to learning by focusing on new skills, acquiring more knowledge, improving competency, understanding and mastering the work. On the other hand, someone who is not motivated…may refuse to do the assigned work or may do the minimum work necessary. That person may choose to do only the easiest work, perform the work in the easiest way possible, and avoid any unnecessary work. They may shy away from challenging problems or situations that may tax his or her abilities (p.1).

When one thinks about these definitions regarding a teacher, one gets a clear picture of what a motivated teacher should involve.  A motivated teacher would be energetic, committed, sticking with a task, face challenges, acquiring more knowledge and mastery of their work.  They would have a set of beliefs and values that spurs them onward to accomplish the goal of educating children to the best of their ability.  A motivated teacher would probably have well prepared plans, have student work corrected in a timely manner, inspire pupils with thought provoking lessons, engage in further study and learning, be on time with tasks sent out from the administration, volunteer for extra-curricular activities and committees, keep abreast of the newest teaching techniques and technology and mentor new teachers on staff.  Finally, they would be a role models and well-respected members of the community.  This seems like a tall order to fill and no doubt there are teachers who do fit these characteristics and lead a fulfilling career up until retirement. However, as the following research indicates, many more are leaving the field of teaching long before their projected departure, feeling dissatisfied or “burnt out” and finding careers elsewhere.  
As Mertler (2002) states, “Perhaps a fact more important to consider is the sizeable number of students whom these dissatisfied teachers come into contact with on a daily basis…It is probably safe to assume that the students of these classroom teachers are not receiving the highest quality of education” (p.50). 
Self-Efficacy

So what separates motivated teachers from unmotivated ones?  Do they possess some character traits that are different and make them more resilient?  Very closely linked to the term motivation is that of self-efficacy.  Since a lot of the research related to motivation focuses on self-efficacy as well, it is important to look at the way in which they are related.  
Bandura (1986) offered a formal definition of self-efficacy: “Perceived self-efficacy is defined as people’s judgments of their capabilities to organize and execute courses of action required to attain designated types of performance” (p.391).  If a motivated teacher believes the goal is to educate children, when they enter the field of teaching, they must have made the judgment beforehand that they were able to accomplish the task (self-efficacy).  If teacher’s belief in their ability is challenged, then so too will be their feelings of motivation for the task they are trying to accomplish.

Skaalvik and Skaalvik (2007) did a study to test how teacher self-efficacy and teacher burnout related to four strain factors: teaching students with behavior problems, conflicts with parents, conflicts among teachers, and having to organize teaching in ways one did not believe were the best.  Since these factors are among the ones being looked at in this paper, this study is of some importance.  Responding to the questionnaire were 244 elementary and middle school teachers from city and rural schools in Norway.  The study revealed a particularly strong correlation between teacher self-efficacy and teacher burnout and indicated the negative impact these types of strains can effect a person’s sense of self-efficacy and hence, their motivation.
Impacts on Teacher Motivation

Bleak numbers regarding teachers leaving their chosen profession early in their career points to problems with teacher motivation.  Between 15% and 25% of beginning teachers do not stay in the classroom more than two years and nearly 50% leave within five years.  Teachers are also retiring early, without serving their full, expected time in the profession (Smith & Ingersoll, 2003, Smith & Ingersoll, 2004; Johnson, 2004; Mertler, 2002).  The following research points to student achievement, school violence, preservice training, workload and support as important elements that that seek to undermine teacher motivation.  Conversely, these negative effects can be diminished with adequate support and the building of positive relationships with staff members and parents.
Student Achievement

At the school level, testing and accountability are on the increase and have been the impetus behind educational reforms in recent years.  In an effort to be competitive with other countries, education facilities are focusing on student achievement.  The United States introduced the, No Child Left Behind Act in 2001.  Kelley and Finnigan (2003) note that by 2002, no less than 32 U.S. states provided rewards or sanctions for schools based on level or change in student test scores and teachers are having to cope with an increasingly diverse American school population and learning to participate in major school and curricular reforms.  Comber (2006) remarks how scripted pedagogies are already being mandated in such places as California, taking away much of a teacher’s autonomy.  These initiatives put increased pressure and strain on teachers to produce high scores.  The idea of educating the whole child is then pushed out the door, creating a very narrow focus to education, that being achievement scores.

 

Moves such as these would certainly seek to demoralize and turn away any prospective teachers.  Finnigan and Gross (2007) claim, “Although these policies may trigger motivational responses and focus attention, even allowing a number of schools to improve performance, our findings warn that teachers in schools under these types of sanctions, particularly those that languish on probation, could ultimately become overwhelmed by the pressure and demoralized, feeling blamed for the larger inequities in society” (p.625).  In the U.K., similar national priorities and initiatives such as National Numeracy and Literacy Strategies have also meant increased assessment and accountability, not only for students, but also for teachers.  

Apple (2001) states, “Speaking as bluntly as I can, my own prediction is that one of the most powerful and damaging effects of the standards movement and the performance assessment movement will be to affix labels on poor children and their teachers that will be even harder to erase than before” (p. 195).
These policies clearly show why some teachers may lose their initial feelings of motivation and why some choose to leave the field altogether.  Kelley and Finnigan (2003) allege that prospective teacher entrants were becoming more sophisticated, in that they were aware of alternatives in the graduate market, which can offer greater financial reward, career progression and job mobility.

Some level of stress is probably unavoidable, and teachers may need to adapt to the new reality with which they are confronted in an accountability environment. However, to minimize stress reactions, program designers need to provide assistance such as administrative support, professional development, and sufficient resources to help teachers meet program goals. “It is both illogical and unfair to offer a bonus to teachers and not to provide the support that will enable them to reach the goals necessary to receive the bonus” (Kelley, Heneman & Milanowski, 2002, p. 394).
Finnigan and O’Day (2003) contend policy makers should take heed when developing accountability policies that excessively rely on threat or pressure to motivate staff in low performing schools without also providing significant targeted support. The implementation of support must be more focused on instructional content, coherent with other support provided in the school and of sufficient quality and intensity to provide teachers with the necessary support to minimize the effect of teacher morale.
Apple and Beane (2007) advocate for a more democratic educational system where all stakeholders have a voice and share in the decision making process, rather than schools and teachers being dictated to by governmental agencies narrowly focusing on testing, accountability and packaged curriculum. 
School Violence

Recent studies suggest that the negative emotional impact of some forms of school violence could be an important factor in teacher intention to leave (Galand, Lecocq, & Phillpott, 2007; Hoffman, 1996).  When we think of school violence, the visions of fighting and physical combat come to mind.  In recent years, school shootings have propelled the problem of violence in school to the forefront.  When such violent acts occur, it draws a lot of media coverage.  This attention has put the spotlight on bullying in general and has led to an increase in safe school initiatives to promote more safe and secure school environments.  These initiatives however are targeted primarily at students’ dealings with each other, but school violence can take on many forms and much of it is directed at the teacher.  

Student misbehavior and verbal victimization by students, parents and even staff members are all a part of school violence.  Unfortunately, these less sensational forms of school violence are much less publicized, but are much more frequent and have strong negative effects on teachers and teaching.  Galand et al. (2007) maintain,  “…the construct of school violence, including student misbehavior, perceived violence at school and verbal victimization, is strongly related to teacher report of anxious, depressive and somatic symptoms” (p. 9). They also found emotional well-being has a large effect on disengagement.  When teachers and students are more concerned about being victimized than about education, they cannot concentrate on teaching and learning.  

Hoffman (1996) states,

The increasingly disruptive and often violent behavior in schools is reflected in part in the increasing number of teachers leaving the profession. One in five teachers who decide to leave teaching leave because they are tired of the hassle trying to teach in environments that are not conducive to learning. They are demoralized by a lack of respect, appreciation, and support. These teachers are described as “burned out …Teachers are less apt to teach to their full potential, the class assignments are less creative and challenging, and the ethos in the school is less motivating if tension constantly permeates the environment. In addition, teachers, like students, are less eager to go to school every day (p.13). 


This issue of violence in schools does not appear to be confined to one particular area, but is widespread. In Germany, Bauer et al. (2007) report more than 42% of their sample indicated verbal insults, almost 7% deliberate damage of personal belongings, and 4.4% threat of violence by pupils during the past 12 months.  These results back up a survey by the U.S. Department of Education (1991-1992) where a remarkable proportion of teachers reported both verbal insults by pupils and complaints or accusations by parents.  Furthermore, a considerable number of teachers reported the experience of vandalism, threat of or committed violence by pupils. Also, parents turned out to be a prominent source of adverse events.  Even in the small province of Newfoundland and Labrador, Younghusband (2008) reports that the abuse toward teachers was becoming more prevalent and the fear of violence a greater concern.  Her research indicates teachers are no longer feeling safe in their schools. 


Bickmore (2007) alleges, 

The only way to avoid violence is to regularly and consistently address conflict, educatively and restoratively, before it escalates. Just as students need support to learn and to be included, teachers, administrators, and other school board staff also require support--regular professional development opportunities embedded in regular work expectations (not just after school or on weekends), time to talk and work together to understand their changing communities and prepare and improve programming, opportunities for consultation with those who have successfully resolved similar problems… Clearly, to move from violence to peace, school infrastructures require more human resources--personnel with the training, support, dedicated roles and responsibilities … There is no investment more worth making than this one (p. 37). 

Preservice Training

In analyzing the startling statistics of teacher attrition, Cochran-Smith (2000) points to mounting recognition that training models are inadequate to the major task of teaching.  So, why the recent dramatic failure rate of beginning teachers and what can be done to make preservice training more effective, so that teachers remain in their positions for a sustained career? 

Barmby (2006) surveyed beginning teachers to understand their motivations for entering the teaching profession.  He concluded the prominent motivations were those that involved finding satisfaction and purpose in helping children succeed.  He also found the major factors that deterred teachers away from teaching, or compelled them to leave once they began their career, involved pupil behavior and workload issues.  

It is understandable that many entrants into the field of teaching might underestimate the workload involved or what actually happens in the classroom.  When training to be a teacher, much of a prospective teacher’s time is spent in a university setting, becoming acquainted with different models and theories of learning. Toward the end of their training, they get to spend some time in the classroom and then they are under the close supervision of an experienced teacher.  The time spent in an actual classroom, doing the work of a teacher is minimal compared to the time spent in a university setting.  Student teachers may not get an adequate opportunity doing the actual day-to-day work of a teacher and coping with all the behavioral challenges they face in order to be well prepared to enter the classroom on their own.  

Woolfolk Hoy and Burke Spero (2005) discovered that even though feelings of self-efficacy are high during teacher preparation and student teaching, they fell during their actual experience as a teacher. They conclude beginning teachers were discovering that teaching is more than method and strategy.  “Prospective and novice teachers often underestimate the complexity of the teaching task and their ability to manage many agendas simultaneously” (p.352).  Thus, it seems that preservice training may not totally prepare a student teacher for the real world of teaching.  Feeling unprepared and inadequate in the classroom would challenge their feelings of self-efficacy.  It is reasonable then that their initial motivation and enthusiasm would diminish.


Cochran-Smith (2000) looked at the upheaval in the United States over educational reform and preservice training.  She comments that not only is there increased testing for students, but also for preservice teachers.  In fact, there are requirements for beginning teachers to undergo testing, and then their results are published and publicly scrutinized, even ridiculed.  This would certainly put undue strain on a beginning teacher and deter them away from the profession and such demeaning practices. 
  

Britzman (1999) refers to the three myths of teaching that seek to undermine an already vulnerable beginning teacher.  These three myths include the assumption that everything depends on the teacher; the teacher is the expert; and teachers are self-made.  These myths all seek to perpetuate feelings of self-doubt, anxiety and stress that new teachers with little experience are often ill equipped to handle.  This ultimately results in many of them seeking a different field of work.  So, what changes can be made to preservice training to give beginning teachers a feeling of self-efficacy and sustain the initial motivation they start out with?

Through a series of focus groups and individual interviews, Volante (2006) analyzes data received from student teachers outlining ten essential elements they felt were needed for effective teacher education programs. These include: diverse student bodies, effective program faculty, useful curricula and pedagogy, theory into practice orientation, program coherence, small class sizes, cohort class structure, supportive associate teachers, prolonged practicum experiences and ongoing program review.  It is interesting to note that many of these factors outlined by preservice teachers are also factors that experienced teachers would deem important as well.

Moore (2003) notes how preservice teachers quickly get caught up with the procedural concerns of time management, lesson planning and classroom management and fail to use many of the constructivist principles now being taught at the university level. “It was as though, once out in of the university classroom where constructivist literacy learning theory was consistently discussed as a guide to pedagogical decision making, the preservice teacher did as one mentor teacher advised: ‘Forget the theory stuff you learned in your methods courses-that’s not the real world…that’s not real teaching’” (p.31). 

There is no doubt that a preservice teacher is under pressure to please the cooperating teacher, after all they are being graded and want to perform.  They may choose to follow their example, which may not match what they have been taught at the university level. This speaks to experienced classroom teachers being out of touch with new innovative ideas at the university level.  This mismatch can cause confusion and uncertainty for a beginning teacher, challenging their beliefs.  It is not uncommon for student teachers to model the actions of the cooperating teacher. “Copying already existing forms is an important way to improve one’s knowledge and skill” (Davis, Sumara & Luce-Kapler 2000, p. 201).  In many case this can perpetuate good teaching habits that have been proven with experience, but on the downside, it can undo new and innovative techniques that could have enhanced learning.

The student teachers interviewed by Volante (2007) advocated for prolonged practicum experiences.  In his research, “Student teachers reported that the duration of the practicum made it difficult to form personal relationships with the students, learn the system, or get a realistic sense of the demands of teaching” (p.176).  Unfortunately, Volante (2007) asserts the competing views of policy makers and faculty in teacher education institutions have left little room for the incorporation of student teachers’ opinions.  Many of these initiatives are hampered by cost-cutting government policies and are also indicative of problems faced by educators currently in the system and the education field as a whole.  

Suggestions made by student teachers and other researchers mirror the teaching and learning conditions we would expect in any classroom.  The idea of not attending to the concerns expressed by student teachers only increases the likelihood of continued dissatisfaction with their teaching experience and possibility of even more leaving the field.

On the policy front, teacher education and educational research are being subjected to new scrutiny.  Cochran-Smith (2003) admonishes “Many current policies and policy recommendations share narrow - and some would say impoverished - notions of teaching and learning that do not account for the complexities that are at the heart of the educational enterprise in a democratic society” (p.4).  Often there are many ideas for improvements, but lack of government funding is not there to support it.

The call for increased discourse and consultation among policy makers, universities and schools is paramount.  As the research expressed, there seems to be a disjoint among these three crucial parties.  Effective change can only come about however, when all concerned parties are consulted and their opinions valued. The present practice of governments, schools and universities working independently of each other only leads to increased dissatisfaction and uncertainty for preservice teachers struggling to reconcile their newfound identities as teachers.  
Workload
Egyed and Short (2006) assert, “Teachers’ working conditions play a role in how efficacious they feel” (p.472). When teachers are overworked, the result is a feeling of job dissatisfaction.  The duties of a teacher are numerous and varied.  There is a misconception that a teacher’s job simply requires delivering instructional content to students.  Also involved are endless hours of planning, correcting, assessment, supervision and professional development. 
Leithwood and McAdie (2007) report that teachers work an average of 50 to53 hours per week doing and endless number of tasks related to education.  Classroom instruction only accounts for half of this time.  “Excessive paper work and the burden of non-teaching demands… add to teachers’ feelings of stress, reducing their morale and commitment to the school, and the increase of moving to another school or line of work”  (p.43).  These findings are backed up by Dibbon (2004) in his study of Newfoundland teachers.
Apple (2004) discusses how the work of teachers has become more “intensified” leaving teachers with, “…no time at all to even go to the bathroom, have a cup of coffee or relax, to having a total absence of time to keep up with one’s own field” (p.188).  He reports this work overload stems from strict accountability systems that rely on repeated testing and prespecified curricula.  It finds teachers having to come to work early, leave late and then bringing work home with them each night.  Apple concluded these types of working conditions lead to more isolation, loss of control and inevitably less quality of work.

Dibbon (2004) attests,
Many possible solutions to the workload problem have been proposed.  However, given the diverse nature of teachers’ work no single solution will provide a panacea for all teachers.  Reduction in class size will work for some; increased preparation time will be more beneficial to others.  Still others will benefit most from increased professional development and training, while for others I will be the elimination of mandatory supervision…Because a one size fits all solution is unlikely to be found, all of the partners/stakeholders…must work together to find appropriate ways to implement solutions that are sensible, meaningful to teachers and timely (p. 35).
This is reaffirmed by Leithwood and McAdie (2007), who promote the importance of positive and collaborative school cultures that supports the work of teachers and school/community relations to counteract the negative effect of workload issues.  
Support 

In the case of preservice training, Paulus and Scherff (2008) found that “isolation and a lack of support contribute to high attrition rates among novice teachers” (p.113). They argue that while cognitive engagement about content-specific topics and teaching methods is of great importance, it is not the only need that new teachers have.  They found that new teachers need support simply getting through the first difficult year in the classroom and knowing that someone is there to listen to their concerns may help.


  Comber (2006) alleges the importance of mentoring and reflective discourse for new teachers.  Woolfolk Hoy and Burke Spero (2005) also maintain the support that a beginning teacher receives is related to their feelings of efficacy.  

In the case of school violence, Galand et al., (2006) affirm that supportive colleagues and leadership lessen the effects of exposure to school violence and that school support could be even more important for both teacher emotional well being and professional disengagement. “Pupil misconduct was not detrimental for teachers’ work engagement when they received support and appreciation from their supervisor, colleagues and when they worked in a school context that favored innovativeness and a supportive climate” (Bakker, Demerouti & Hakanen et al., 2007, p. 280). 
School principals can promote teachers’ autonomous motivation for teaching by encouraging teachers’ participation in major decision-making, by making an effort to gain some understanding of the needs of each teacher, and by fostering a supportive organizational structure and climate (Assor & Oplatka, 2003). 
Strategies for Motivating Teachers
Whereas the previous factors have had detrimental effects on motivation, there are ways to help alleviate the challenges a teacher faces on a daily basis.  Research notes that the development of a supportive working environment builds a positive school social climate and may thus be a promising way to lessen negative influences on teacher motivation.  The development of home/school partnerships and professional learning communities are two major things that can help accomplish this. 
Home/School Partnerships

The idea that schools can best succeed by isolating themselves and their students from the community has been discredited.  Increased involvement of parents is often cited as one of the most important ways to improve public schools (Epstein, 1995; Roberts & Pruitt, 2003).  Parents are partners in the learning community and both students and schools benefit from their involvement. “In the past, if you asked someone in a successful enterprise what caused the success, the answer was, ‘It’s the people.’ But that’s only partially true: it is actually the relationships that make the difference” (Fullan, 2000, p. 51). 
Research by The Michigan Department of Education (2001) found 86% of the general public believes that support from parents is the most important way to improve schools and lack of parental involvement is the biggest problem facing public schools.

Walters (2002) points to many benefits of home/school partnerships for principals, teachers, schools, and school boards.  It has had the added benefit of improved student performance.  Teachers who have involved parents are “successful and are regarded more favorably by parents” (p. 5).  With increased focus on higher curriculum standards, assessments and accountability, shaping a positive school culture is important. Finding ways to connect with parents will increase student achievement and promote better cooperation between home and school. Efforts will connect families and schools to help children succeed in school and in their future.

Joyce Epstein, North America’s well-known and prominent researcher in the field of effective collaboration, suggests that three overlapping spheres of influence-family, schools and communities directly impact children.  In her book, School, Family and Community Partnerships, Your Handbook for Action, Dr. Epstein (1995) outlines six types of parent involvement for schools to promote. The standards she outlines fall into six categories: communicating, parenting, student learning, volunteering, decision-making, and collaborating with the community.  DuFour & Eaker (1998) also outline this framework in their book.  “The National Parent Teacher Association has used this framework to identify national standards for parental involvement. These standards have been endorsed by more than 30 professional organizations” (Roberts & Pruitt, 2003, p.153).  

As we move toward the next century, the improvement of our schools will have to be accompanied by closer connections between schools and their communities, teachers and families. We cannot afford to exclude parents and community members from the decision making process. Schools need the wholehearted support from the entire community.  “It won’t work for the system as a whole unless individuals and groups equally commit to sharing and helping others develop” (Fullan, 2005, p. 63).  Parents must find time and schools must provide the supports necessary for them to be involved.

Professional Learning Communities

A professional learning community (PLC) is a group of teachers who meet regularly as a team to collectively create lesson plans, assessments and share strategies for teaching.  There has been a tendency for teachers to individually design lesson plans and teach secluded behind closed doors, with one not knowing what the other is doing.  A lot of valuable knowledge and expertise is lost in this practice.  Common difficulties and problems remain unsolved.  The sharing of ideas and proven practices do well to unite staff members, lessen workload and promote higher learning.  Teachers are given the opportunities to show their skills in specific areas promoting leadership and enhance areas they may be weak in. 
A PLC may result in opportunities for grade level planning, finding areas of common interest on staff and organizing professional development around them, or identifying a need for resources to bring to the attention of administration.  Collective voices have more strength and power than a solitary one.
The goal of a PLC is to take teachers out of isolation and promote collaboration and a support network (DuFour, Eaker & DuFour, 2005; Roberts & Pruitt, 2003).  “If there is anything the research community agrees on, it is this: the right kind of continuous, structured teacher collaboration improves the quality of teaching and pays big, often immediate, dividends in student learning and professional morale in virtually any setting” (DuFour et al., p. xii).  
Implications for Teachers

Even though the effects of student achievement, school violence, preservice training, and workload can have a negative effect on teacher motivation, there are things that can lessen their impact.  The common theme that appears throughout the aforementioned impacts on teacher motivation is the importance of “support”.   Support can take on many forms in the school setting: having positive relationships with students, parents, staff and administration members, opportunities for professional development, receiving affirmation of teaching practices, or just a simple show of appreciation.  Bakker et al., (2007), refers to these elements of support as “job resources”.  They verify these kinds of supports, “…are rather important to motivate teachers” (p.282).

Teachers need to forge strong relationships with their peers and administration by getting outside the confines of the classroom walls to collaborate effectively using such initiatives as PLCs.  Fullan (2005) warns that this new approach is not enough in itself for sustainability. There needs to be a reaching out to students, parents, community leaders and other schools within and beyond the district.  There also needs to be equal commitment from all stakeholders.
Roberts & Pruitt (2003) use Epstein’s aforementioned standards and add some strategies they have found to be effective in promoting strong home/school relationships.  To improve communication they suggest: calling every parent at the beginning of the school year with something positive about his or her child; establish two-way communication systems, such as e-mail and voice mail, that parents can access at all hours and hold some conferences and meetings at times convenient for parents who are not available during the day.  To promote parenting skills they propose: conducting workshops on parenting skills; provide transportation; connect parents to family support services as the need arises.  Their ideas to aid with student learning include: advising parents on academic expectations; recommending books and activities to reinforce learning; planning workshops on aspects of the curriculum and holding family nights where parents and students can experience leaning together.  To increase volunteering, they recommend using family members as tutors and classroom volunteers; encouraging family members to share their skills and talents to enrich and extend the curriculum and allowing parents to spearhead special events such as school fairs and school beautification projects.  Ideas for decision making involve including parents on school and district advisory boards and committees and involving parents in defining school vision and formulating policies and procedures that affect their children.  Finally, collaborating with the community can be achieved by encouraging family members to share their skills and talents to enrich and extend the curriculum.  Roberts and Pruitt affirm no two sets of parents are alike however, so there can be no set list of factors or an exclusive list of ways to ways to involve them.
In order to get the support they require teachers may have to ask for help. Unfortunately, teachers are often reluctant to seek out support for being perceived as weak or inadequate as a teacher.  Butler (2007) comments, “Mastery orientation for teaching was positively associated with self-reported rates of help-seeking, and this association was fully mediated by positive perceptions of help seeking as beneficial for promoting learning and professional development.  In contrast, the more teachers were motivated by concerns to avoid the demonstration of inferior ability, the less likely they were to report that they approached others for help or advise, and this association was fully mediated by perceptions of help seeking as threatening evidence of inadequate teaching ability” (p.249).  The challenge then for teachers is to seek out the support they require to fulfill the demands of their job.

Conclusion

If we want motivated students, then we need motivated teachers.  Motivated teachers have an important impact on the students they teach.  They play a huge part in student achievement.  The research clearly indicates the issues that effect teacher motivation include student achievement measures, school violence, preservice training and workload.  Clearly, the job of teaching has many challenges and the importance of support for a teacher facing these challenges is critical.  The research also indicates professional learning communities and home/school partnerships are two possible ways to achieve some of the support needed by teachers to sustain motivation.  Lack of research, specifically dealing with teacher motivation, points to a need for future research in this area.  There is also a call for all partners in education to be aware of the issues related to teacher motivation and work together with these teachers to improve their working environment.  The results will mean more motivated teachers and inevitably a better learning environment for our students.
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