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ABSTRACT

Background and purpose — The teacher role is dynamic and complex, with both
individual and structural factors influencing the teaching experience. The target orientated
culture of contemporary education can have a negative impact on teachers’ motivation and
satisfaction at work. It is a challenge for teachers to remain effective in role in times of
educational change, which pose a threat to satisfaction and may induce stress for teachers.
The secondary school level specifically, has noted a variety of reforms, which alongside
managing the changing nature of the classroom environment, may influence the teacher role
in a negative way. The purpose of this study was to explore motivation, satisfaction, and
stress experiences of secondary school teachers in England.

Design and method —An online quantitative survey, which included measures of
motivation, satisfaction, and stress, collected data from a representative sample of secondary
school teachers (N=1288). In part one of the study, structural equation modelling was applied
to explore the relationships between factors of Self Determination Theory and teaching
satisfaction, while controlling for specified covariates. In part two of the study, hierarchical
moderated regression analysis was conducted to explore teaching satisfaction as a
moderator in relationships between stressors and a variety of stress manifestations, in line
with the Job Demands-Resources framework.

Results —In part one of the study, only perceived competence was found to be
significantly related to teaching satisfaction in both samples. In part two of the study, for
females reporting low levels of satisfaction, significant relationships were found between
emotional stress and both work-related stressors and professional distress. For males with
low satisfaction levels, discipline/motivation stressors were significantly related with both
cardiovascular and behavioural stress manifestations. A significant relationship was found
between professional distress and emotional manifestations of stress in female teachers with
high levels of satisfaction. Significant relationships between professional investment and
emotional, fatigue, and cardiovascular manifestations were shown for male teachers
reporting high levels of teaching satisfaction.

Conclusion — Teaching competence is related to teaching satisfaction at the
secondary school level. It is recommended that future studies focus specifically on factors
which may contribute to teachers’ perceived competence within role, including appropriate
classroom management techniques and effective teaching pedagogies. It is recommended
that future research on teacher stress should be based on assessing male and female
teachers independently. It is proposed that schools should consider targeting the reported
sources of teacher stress and should further target teachers’ satisfaction in role. Schools and
policy makers need to come together to devise professional development opportunities for
teachers. Additional research is needed to guide the direction of professional development
initiatives in secondary schools. The implementation of competency strategies would
enhance satisfaction in role, and may further contribute to reducing teacher stress.

Originality/value — This is the first known research to specifically focus on the
moderating role of teaching satisfaction on relationships between stressors and
manifestations of stress in secondary school teachers in England. Female teacher stress is
predominantly psychological, whilst male teacher stress is experienced at a biopsychosocial
level. The employed advanced statistical procedures, together with a large sample,
contribute to the validity of findings. Perceived teaching competence is the more prominent
need in relation to teaching satisfaction.
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1.1 Chapter introduction

This chapter provides background and contextual insight to the thesis
aims and objectives which are related to exploring psychological needs,
teaching satisfaction, and stress experiences, of secondary school teachers
in England. A detailed overview of the contemporary education system is
provided; this includes a consideration of the different levels of education, the
modern teacher workforce, the role of the teacher, and relevant educational
policies and initiatives. Such legislation has guided contemporary education,
teacher practice and has advocated learner achievement expectations. A
structured framework and attainment culture can have an adverse impact on
teacher wellbeing (Glenville-Cleave & Boniwell, 2012). Conversely, in a
facilitating environment, the school has the potential to act as a therapeutic
community to its members by fostering healthy growth and providing
satisfaction (Timms & Brough, 2013). Consequently, an overview of relevant
healthy growth and satisfaction factors is presented. The chapter concludes
with an overview of the aims, objectives and research questions of the thesis,

along with an outline of the thesis structure.
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1.2 The education system in the United Kingdom/England
Each country within the United Kingdom (England, Northern Ireland,

Scotland and Wales) has separate educational systems which are overseen
by different governments. In England, the UK Government is directly
responsible for teaching and teacher practice. Education in Scotland, Wales
and Northern Ireland is governed by the Scottish Government, the Welsh
Government and the Northern Ireland Executive respectively. Education is
currently compulsory for all children aged five and over (aged four and over in
Northern Ireland). There are five distinct educational stages: early years,
primary level, secondary level, Further Education (FE) and Higher Education
(HE) (Gov.UK, 2012). The focus of this thesis is on secondary school
education in England, and consequently the remainder of this chapter is

focussed on the English education system.

The education system has seen constant changes in government
legislation. Furthermore, understanding such changes contributes to the
understanding of the contemporary teaching role, both with regards to
teaching practice and also with acknowledgement of the potential implications
this may have for teachers. In order to provide additional clarity for the
reader, relevant educational Acts, policies and initiatives are tabulated and

summarised in Table 1.1 and further discussed throughout this chapter.
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Table 1.1

Summary of key educational Acts, policies and initiatives cited within this

chapter
Year Act or policy Educational initiative
1974 Health and Safety at Introduced to ensure a positive working

1988

1992

1992

2000

2002

2003

2004

2009

work Act

National Curriculum
(NC)

Higher Education Act

Office for Standards in

Education (Ofsted)

Initial introduction of
the Academies
Programme

Expansion of the
Education Act

Every Child Matters

The Children’s Act

Further Education (FE)

environment and safety for all employees
in all work contexts.

This details specific areas for study and
learner expectations to ensure consistency
across the different levels of education

This allowed former polytechnics and
other

higher educational institutions to be
designated as universities

The aim of this regulatory body is to
ensure quality and standards within
educational settings

The primary objective was that of
replacing poorly performing schools

To include the Early Years Foundation
Stage
(EYFS) in England and Wales

Initiative for children and young people in
England and Wales (following the death of
Victoria Climbié)

Developed to ensure multiagency working.
It states that every child, regardless of
background and circumstance:

e Be safe

e Be healthy

e Enjoy and achieve

e Make a positive contribution
e Achieve economic wellbeing

Overseen by new department for
Business,
Innovation and Skills
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2010

2010

2013

2015

2016

2017

Expansion of the
Academies Act

English Baccalaureate
(EBacc)

Performance Related
Pay (PRP) in teaching

Increase in the leaving
age for students in
compulsory education.

Progress 8 and
Attainment 8

Grading reforms of the
General Certificate of
Secondary Education
(GCSE) examinations

(some education for 14-19 year olds still
remains under the Department for
Education)

To permit publicly funded schools to apply
for academy status (converter schools)

This is a performance measure which
recognises achievement at grade C or
above
in the General Certificate in Secondary
Education (GCSE) examinations in the
following subjects:

e Mathematics
English
Science
A modern foreign language
History or geography

The aim of this initiative was to reward
the best performing teachers

The age was increased meaning that all
children must now remain in compulsory
education or training until they are 18
years

old (this was previously 16 years)

Introduced to measure progress from
the end of primary education to the end
of secondary education, and attainment
in eight specified areas:

e Mathematics
English
Three EBacc subjects
Three additional subjects

Grades now range from 1-9 (with 9 being
the

highest) as opposed to grades of A*-U.
The intention of the reform was to better
discriminate student achievement.
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1.2.1 Early years and primary level education in England

Early years provision provides pre-school education for children aged
three to five years and is generally delivered in nursery settings or in nursery
classes within primary schools. The Education Act (2002) extended the
National Curriculum for England to further include Early Years Foundation
Stage (EYFS) education. In addition to a nursery phase, primary level
education in England is typically made up of two additional distinct elements:
infant and junior. The former covers children from age five to seven/eight
years and is referred to as Key Stage 1 (KS1), and the latter covers children
up to age eleven/twelve years (Key Stage 2, KS2). Such distinction is not
made at the primary level in Scotland and Northern Ireland. The aim of
primary education is to provide basic numeracy and literacy skills to all
children, along with providing foundations in science and additional subjects
(Gov.UK, 2012). Students make the transition from primary education to

secondary level education at the age of 11.

1.2.2 Secondary school level education in England
Secondary schools in England consist of students from ages 11 to 16

years, or 18 years in cases where advanced or further education is offered.
Secondary schools comprise several types of schools, including
comprehensive schools, grammar schools, and academies. Comprehensive
schools typically cater for local children and admittance to such schools is
primarily based on demographic factors. By contrast, grammar schools admit
students on the basis of demonstrated ability. Most academies are secondary
schools. Initially introduced in 2000, the academy programme has expanded
through the Academies Act (2010) (Gov.UK, 2010). Academy schools
comprise two different types of academisation; converter and sponsored. In
the former, school governors apply for academy status. Many grammar
schools have converted to academy status in order to be independent of
Local Education Authority (LEA) control. In the latter, schools are placed
under the control of an academy sponsor by the Government if they are
considered to be underperforming (National Union for Teachers, 2017).
Academies are schools which are funded directly by the Department for
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Education (DfE) and are independent of the local authority (National Union of
Teachers, 2017a). Consequently, there is less emphasis on adhering to
initiatives such as the National Curriculum, and more focus on Progress 8

and Attainment 8 (refer to section 1.5.3).

There were 6,273 academy schools in England in 2016 which denotes
an increase of 863 schools compared to data for 2015. Academy schools
accounted for 44 per cent of the teacher workforce and represented 28 per
cent of all schools at the time of the census (DfE, 2016; DfE, 2017). The
academy scheme is in the early stage of development nationally and
consequently the impact that this will have on various factors of the teaching
experience is not currently established. In addition, academies have the
flexibility to set their own agenda, determine teacher salaries and change the
school calendar. This current trend towards the academisation of schools

marks a fragmentation of the existing education system in England.

Students, at age 16, are entered for external examination at the end of
compulsory secondary level education. In England, Wales and Northern
Ireland, this typically relates to the General Certificate of Secondary
Education (GCSE), and Standard Grades in secondary schools in Scotland
(Gov.UK, 2012). Such grades are considered a Level 2 qualification, with
Level 3 achieved at post-16. Level 3 qualifications are now also taught in
school settings in addition to be offered in college contexts. Level 3
gualifications include Advanced level (A levels), General National Vocational
Qualification, higher level (GNVQ) and Exedel (formerly BTEC) (Gov.UK,
2012).

1.2.2.1 Raising the participation age
The Government increased the legal leaving age for students in 2015

and consequently all individuals must remain in some form of compulsory
education or training until the age of 18 (students could exit compulsory
education at 16 years of age prior to the introduction of this new legislation)
(Gov.UK, 2012). The rationale for the new legislation was based on several
government reports. The Department of Education (2011) reported that in
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2009, 3.8% of sixteen year olds were not in education, employment or
training (NEET). The NEET figure increased to 7.2% for seventeen year olds
and 16.7% at eighteen years. The raising of the participation age was due to
many young people being unable to find employment in the current economy

as the number of unskilled jobs has decreased.

In addition, it was found that being out of education, employment or
training between 16-18 years of age had negative consequences in later life:
this including, teenage pregnancy, poor health, criminal record, and lower pay
(Gov.UK, 2011). The increase in participation age was consequently
proposed as beneficial, both to the individual and to the wider economy.
Conversely, it has been advised that there are potential issues which should
be considered. Woodin, McCulloch and Cowan (2013) suggest that there
may be insufficient alternative provisions to cater for those individuals who
would have otherwise exited education at 16 years, resulting in enrolment on
unsuitable courses. Similarly, whilst the 14-19 years provision has promoted
partnerships between schools and other training providers, Higham and
Yeomins (2011) argue that the majority of the responsibility is still placed
upon schools. The impact that this may have on secondary schools in

England, and individual staff, remains undetermined.

1.2.3 Further education and higher education
Further education (FE) refers to education which is typically post-

compulsory and is generally related to vocational education and training. The
delivery of such education is offered in schools, colleges, and other
educational/training institutions in the UK. FE is distinct from secondary
education in subject focus, although for some children aged fourteen to
nineteen, FE serves as an alternative to the traditional academic pathway.
More recently, some forms of higher education are taught in FE contexts
following the introduction of the Higher Education Act in 1992 (Gov.UK,
2012). Higher education (HE) refers to education above that of a level three
qualification. ~ Most often, this includes Degrees and higher

Certificates/Diplomas. HE also incorporates post-graduate qualifications such
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as Masters and Doctorate degree programmes. The delivery of HE is typically
within universities in the UK (Gov.UK, 2012)

The following sections of this chapter pertain to the education sector
and teachers in England as this is the primary focus of this thesis. Most
notably, this relates to the teacher workforce and compulsory educational
provisions within school contexts. Where appropriate, attention is given to the
secondary school level to highlight the factors which are of relevance to the

analyses detailed in later chapters of this thesis.
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1.3 School workforce
The number of teachers working within the primary school sector in

England has increased by 1.1%, from 220 thousand in 2015 to over 222
thousand in 2016. There has also been an increase noted for assistant
teachers and support staff, 1.8% and 0.8% respectively (DfE, 2016; DfE,
2017). Whilst the primary education sector has increased in employee
numbers, recent statistics show that this is not the case for other sectors of
education (DfE, 2017). The number of secondary school teachers in England
has fallen by 1.3%, from 211 thousand in 2015 to 208 thousand in 2016 (DfE,
2016; DfE, 2017).

Female staff accounting for 80% of the school workforce in England;
this includes 74% of full time employed (FTE) teachers, 91% of teaching
assistants and 82% of support staff (DfE, 2017). This would suggest that
teaching, along with other jobs roles within the school setting, is typically a
female orientated career. The influence of the feminisation of the education
system remains a topic of debate. de Zeeuw et al. (2014) did not observe an
influence of teacher's gender on classroom behaviour and achievement. In
contrast, Carrington, Tymms and Merrell (2008) found that students identify
more with a same-gender teacher and are consequently more focussed in the
classroom. Research by Sansone (2017) reported similar findings. In
addition, it was suggested that female teachers perceived boys as more
challenging which could impact their motivation for learning and subsequent
achievement. Given that girls continue to outperform boys on achievement
across all educational levels (DfE, 2018), it could be argued that the
dominance of female staff within schools is therefore influential to student
achievement. Whilst there is less gender diversity in the secondary school
level compared to primary level, 63% and 85% respectively, female teachers
still dominate the school workforce (DfE, 2017). Within the secondary school
level, 27.8% of females work part time compared with 9% of male teachers
(DfE, 2017).

In addition to teachers, other staff members have an important part in

ensuring a positive learning environment within school. The role of teaching
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assistants (TAs) and support staff within school is to work collaboratively with
teachers to promote inclusive learning for students with a variety of special
needs. The impetus for inclusion is a key focus of contemporary education
and consequently TA and support roles diversify in reaction to presented
needs within school (Chambers & Chambers, 2015). The multifaceted nature
of such roles include enabling access to provision for those with additional
learning needs, supporting physical disability and dealing with disruptive
behaviour in the classroom (Clark & Visser, 2016). Therefore it is concerning
that a reduction of 4% in teaching assistants is noted with numbers falling
from 52 thousand in 2015 to 50 thousand in 2016. At the same time, a
decrease in the number of support staff in the secondary school sector has
also fallen by 1.6%, from 101 thousand in 2015 to 100 thousand in 2016
(DfE, 2016; DfE 2017). Consequently, the impact of the decreasing TA and
support staff numbers may have negative implications for the most vulnerable
students. This may also adversely impact the teacher role as they become

less supported with managing students’ additional needs.
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1.4 Teaching in contemporary education in England
The majority of teachers in England will hold a teaching qualification

and have qualified teacher status (QTS). QTS asserts that the individual has
achieved the necessary skills and competencies to teach effectively (DfE,
2017a). Unlike most comprehensive and grammar schools, independent
schools and academies have the flexibility of employing staff without this
gualification. The percentage of FTE teachers that do not have QTS also
varies by school level, 3.4% of teachers in all nursery/primary schools do not
have QTS, compared with 6.2% in all secondary schools (DfE, 2017). There
are varying routes to becoming a teacher in England, including
apprenticeship options, training within a school, and university courses. Most
training routes allow the individual to obtain qualified teacher status (QTS)
(DfE, 2017a). In addition, teachers must also be proficient in both English and
mathematics. All schools are subject to inspections of teaching standards by
the Office for Standards in Education (Ofsted) to ensure quality teaching of
provision (Gov.UK, 2012a).

The contemporary teaching role is multifaceted and includes
identifying student needs, planning sessions, maintaining an enabling
environment for learning, assessing work, providing feedback, and ensuring
quality (Hirst, 2006; Gravells, 2011). Brookfield (2006) suggests that for many
teachers, the primary concern is to ensure their students acquire a
predetermined body of knowledge and required skills to pass achievement
measures. Similarly, a more recent study by Kelly, Dorf, Pratt and Hohmann
(2014), comparing teacher roles in England and Denmark, found that
teachers in England utilised a coaching style role to develop learners’
knowledge and skills. It was found that this was predominantly directed
towards target attainment. This research also found that teachers in England
presented more structured lessons and often attempted to micro-manage
student learning. One potential explanation of this could be due to the
prescribed initiatives and attainment targets that guide teaching practice in
England. This is explored further in subsequent sections of this chapter.
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1.4.1 Continued professional development (CPD)
A major aspect of teaching across all areas of the education system in

England is that of learning and development. Polk (2006, p.23) states,

‘...not only do teachers teach and students learn, but teachers
must also learn as students do. It is the teachers’ responsibility to grow

as practitioners and stay current in their field'.

Lewis and Zibrarass (2013) suggest that professional development
enables effective performance. Whilst there is no single definition of ‘teacher
development’, the concept is subsumed in contemporary teaching practice.
Within an academic year, a mandatory five days are dedicated to staff
development and training across all school settings, the content of which is
dictated by the individual school. Evans (2002) suggests that teacher
development comprises two distinct elements: attitudinal (this includes
intellectual and motivation) and functional (improving professional
performance). It is generally accepted that an important part of a teacher’s
development is to ensure that knowledge is current (Polk, 2006). In addition
to subject specific knowledge, this includes the need to be aware of evolving
legislation and codes of practice as relevant to the profession (Gravells,
2011). The British Council’'s (2015) framework for continued professional
development sets out guidelines for optimising educational opportunities; this
includes, managing learning, promoting inclusivity, employing effective
pedagogies and integrating Information and Communication Technology
(ICT). Teachers’ views on CPD support is an important part of the
professional role, with many indicating that observing the teaching of fellow
colleagues is beneficial to improving their own practice (Sturman et al., 2005).
This can be linked to behavioural principles such as modelling (Bandura,
1997). Race (2014) further confirmed that assuming the role of both observer
and the observed is perceived as beneficial in promoting effective teaching

practice.

The establishment of reciprocal relationships between teachers in the

school environment can contribute to professional development by means of
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collaborative knowledge exchange (Wong, 2010); this collaborative approach
is often referred to as a professional learning community (PLC). Stoll, Bolam,
McMahon, Wallace, and Thomas (2006) suggest that PLCs facilitate the
development of new skills and pedagogical practice which contribute to
teachers’ competence and confidence. Related research suggests that well-
developed PLCs have a positive impact on both teaching practice and the
consequential achievement of learners (Vescio, Ross & Adams, 2008). ). This
standpoint relates to earlier perspectives on communities of practice (CoP),
which involves mutual engagement, joint enterprise and shared repertoire
(Lave & Wenger, 1991; Wenger, 1998). The CoP framework has often been
considered with reference to the school environment (Forbes & Skamp,
2016). In this sense, the school context has the potential to facilitate teacher
wellbeing by providing a community which can serve as a therapeutic tool in
permitting positive learning experiences. Conversely, factors such as
differences in pay, lack of time for collaborative working, and pressure to
meet demands, may hinder collegial relationships in a negative way (Wragg,
2002).
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1.5 Educational initiatives and reforms in education
Borko (2004) suggests that the effectiveness of educational initiatives

and related reforms rely on teachers and their ability to implement such
changes within the classroom environment; this is often linked to CPD.
Consequently, an exploration of the educational initiatives relevant to the
secondary school level is necessary to better understand how these may
impact the teaching role, and furthermore how this may wider impact the
education of learners. Such initiatives include monetary rewards for
teachers, regulatory bodies, restructuring of the curriculum design, and, most
recently, reforms to the grading systems; these are explored in the following
sections of this chapter.

1.5.1 Performance related pay and quality assurance
Traditionally, teachers have been paid according to a national pay

scale which ensured consistency across the workforce. Performance related
pay (PRP) in teaching came into effect from September 2013. This was
implemented in order to allow schools to reward the best performing teachers
(DfE, 2013), although not all schools offer PRP. It was suggested that this
may enhance quality of provision within schools. However, it is argued that
PRP encourages teachers to work in a more isolated way rather than sharing
valuable expertise (Wong, 2010). The impact of PRP is that the benefits of
collaborative working, both for teachers and student experience, may be
reduced. Chamberlin, Wragg, Haynes and Wragg (2002) identified that a
disadvantage of PRP is that it creates competitiveness and can negatively
impact collegial rapport. On the other hand, it has been postulated that PRP
has the potential to motivate teachers within the school setting through the
principle of reward. From the latter viewpoint, PRP may enhance quality in
teaching. The current position of the appropriateness of PRP in teaching
remains a topic of debate. In relation to promoting quality assurance in
education, the secondary school level, along with other areas of education for
children and young people, has experienced educational reforms including
the introduction of regulatory bodies such as Ofsted. The role of Ofsted is to
inspect all schools once in every four years to ensure consistency and quality

within education (GOV.UK, 2017b). For many teachers, the issue of
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accountability for providing quality teaching can have a negative effect on
their teaching experience (Plowright, 2007).

1.5.2 Curriculum design
An educational curriculum sets the expected framework for

educational institutions. The implementation of the National Curriculum (NC)
in 1988 provided a set of compulsorily subjects and standards to ensure all
children learn the same content and work towards the same standards
(Gov.UK, 2014); this included core subjects (English, Science and
Mathematics) and foundation subjects (a Modern Foreign Language, History,
Geography, Technology, Music, Art, and Physical Education). In addition,
there is a programme of student testing at 5, 7, 11, and 14 years of age. Prior
to this, schools could develop their own curricula. The justification for the NC
was to ensure equality in learning, a balance in knowledge, and to better
prepare learners for work/further study.

The delivery and implementation of the NC relies extensively on the
interpretation of the school and arguably more on the subjective interpretation
of this by the teacher (Young, 1998). Furthermore, it has been suggested that
such a common curriculum dictates the nature of knowledge and specifies
values which may not be the same across different socioeconomic areas and
cultures (Kelly, 2004). In response, several reforms to the curriculum have
taken place, including the introduction of Advanced Subsidiary (AS) levels for
seventeen year olds in 2001, lowering of the pass mark for the test at age
eleven in 2003, and the introduction of vocational pathways of study. It is
suggested that continual curriculum reforms and educational initiatives are
placing increasing demands on an already intensive teacher workload
(Glenville-Cleave & Boniwell, 2012). As a consequence of such change,
teachers must be appropriately updated to practice effectively in order to
meet with the expectations of their role; much of the training offered to
teachers during CDP days, focuses on addressing curriculum design and

reforms.
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1.5.3 Reforms and initiatives in secondary schools
The introduction of the English Baccalaureate (EBacc) performance

measure in 2010 was to assess student achievement on GCSE
examinations. Specifically, this recognises attainment at grade C or above in
Mathematics, English, Science, history or geography, and a modern foreign
language (DfE, 2013a). It has been argued that the EBacc devalues certain
subjects, such as the Arts, and thus questions the holistic nature of education
now offered to students (Gregory, 2017). Statistics for 2016 show 65.7% of
teachers were delivering EBacc subjects. Furthermore, 60.4% of all teaching
hours were focussed on the EBacc (DfE, 2017), suggesting an emphasis on

prescribed initiatives and targets in contemporary secondary school settings.

Progress 8 and Attainment 8 (introduced in 2016) have again
presented teaching professionals with guidelines and measurements to
ensure optimal performance. The former represents learner progress from
the end of primary education to the end of secondary education. The latter
relates to performance across eight specified subjects (Mathematics, English,
three subjects which meet the Ebacc, and a further three subjects). Progress
8 and Attainment 8 contribute to performance tables and schools are
rewarded accordingly (DfE, 2017b). Research has noted that many teachers
perceive performance tables as the least useful form of data (Sturman, Lewis,
Morrison, Scott, Smith, Styles, Taggart, & Woodthorpe, 2005). Furthermore, it
is argued that the drive to adhere to suggested achievement targets means
that teachers are continuing to exhaust their resources in an attempt to
succeed. As a result, many teachers are more focussed on ensuring learners
pass prescribed tests rather than focussing on facilitating independent

learning and promoting more holistic knowledge.

In 2017, reforms to the GCSE grading system were implemented:
instead of grades ranging from A* to U, they now range from 9 to 1, with 9
being the highest grade. The rationale for this change was to better
discriminate student achievement. English language, English literature and
Mathematics examinations were trialled using the new grading system in
2017; this is applicable to all subjects from 2018 (Gov.UK, 2017a). Stock
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(2017) argues that this is not an effective reform as the number of students
achieving a grade 9 will be determined statistically. The impact of this most
current reform on teacher practice is yet to be determined. Nonetheless, this
provides another example of change within secondary level education which
teachers must adapt to. This may also hold wider implications as employers
will need to be aware of the new grading system in order to ensure that the

employee is suitable for a given position.
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1.6 The impact on teacher satisfaction
The dynamic state of the contemporary education system, with its

continual reforms, increased expectations and associated challenges may
negatively impact the teacher role and teaching satisfaction within
educational setting (Klassen, 2010). This section outlines some of the effects
of these changes, with a comprehensive discussion provided in chapter 2 of
this thesis.

1.6.1 The impact of job dissatisfaction and unsatisfied needs
The current dominant focus on raising standards, improving practice

and meeting with departmental and institutional demands has relevance to
understanding job (dis)satisfaction within the teaching profession. In addition
to teacher absenteeism and attrition (Avis et al., 2011), teacher
dissatisfaction is also linked to student performance and motivation (Moe,
Pazzaglia & Ronconi, 2010), This highlights the need to better understand
relevant aspects of the teaching experience from the perspective of the
teacher. The now target driven culture along with additional challenges, such
as adapting to change, are associated with poorer health outcomes and
increasing levels of job dissatisfaction (Schwarzer & Hallum, 2008). Fink
(2003) proposed that overload in the teacher role is often the unintended
consequence of changing policy and legislation which may result in negative
health and wellbeing. Orr (2012) suggests that increasingly pressurised
working environments do not promote the recognition of potential teacher
needs. This may include the need for autonomy or flexibility within the
teaching role. These may be a contributory factor to the negative experiences
reported by teachers as practice is driven by structured guidelines. While the
individual needs of learners are incorporated into legislation, for example,
‘Every Child Matters’ (Gov.UK, 2003), the needs of teachers are not
necessarily recognised. The aforementioned legislation contributed to the
development of the Children’s Act in 2004 to ensure the wellbeing and safety

of all children and young people in England and Wales.
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1.6.2 The need for autonomy, competence and relatedness
Grenville-Cleave and Boniwell (2012) suggest that educational

initiatives impact on teacher autonomy and indicate that, as a result, teachers
have significantly lower perceived control over their practice than do other
non-teaching professionals. This perceived lack of control may promote an
adverse impact on health (Sturman et al., 2005). Teaching professionals are
managing a multitude of prescribed expectations within their daily roles. With
this in mind, it may be considered that there is a need for teachers to be
reflective of their practice and adaptable to the changing and diversifying
needs of learners within the classroom environment (Jarvis, Holford & Griffin,
2003). However, it is suggested that the strict governing guidelines in the
education system make autonomous teaching and flexibility within the
classroom a challenge (Grenville-Cleave & Boniwell, 2012). When teachers
feel unable to manage the challenges of their role, this can lead to negative
health outcomes. In addition to a negative impact on individual health, the
emotional and psychological costs involved with meeting institutional
demands may also be a barrier to developing rapport with students. This may
be a concern for schools as it has been suggested that the interaction
between teacher and student is the most critical in ensuring student
achievement (Brill & McCartney, 2008). Research by Jephcote, Salisbury and
Rees, (2008) and Orr and Simmons (2011) note that many teachers work
with learners beyond the allocated timetabled hours to ensure optimal
performance. Ball (2008) further reported that it is not uncommon for teachers
to fail to have an adequate break during their working day due to work
demands. Whether this is the commitment of the individual teacher to ensure
that learners meet their potential, or whether this is indicative of the pressure

to meet with prescribed measurement standards, remains unclear.

1.6.3 Stress outcomes
It is evident within the associated literature that there is diversity within

the teaching experience, both in relation to recognised stressors and the
impact these may have on teacher satisfaction. Consequently, it is important
for employers to conduct appropriate risk assessments for work related

stress. Stress prevention and intervention strategies are typically defined as



38

forms of primary, secondary, and tertiary levels. Primary intervention,
including job redesign, increasing autonomy, and changes at the
organisational level are viewed as preventative and consequently considered
to be the most effective (Cartwright & Cooper, 2005; Cox et al., 2000a).
Secondary levels are more involved with stress management, and tertiary
level strategies deal with pre-established stress-related issues. A criticism of
risk assessment is that they are uniform to a given institution. Consequently,
they may be biased due to assessment reflecting what is expected as a
potential stressor/risk which may not reflect the organisational environment
(Lewis & Zibarass, 2013).

Wellbeing at work and employee health is governed by the Health and
Safety at Work Act (1974) (HSE, 2017), developed as a protective initiative to
ensure a positive work environment, which could further foster satisfaction at
work. Despite the intentions of this Act, the magnitude of added
responsibilities placed on teachers as a consequence of school-based
management and prescribed initiatives has been reported to promote stress
experiences and work-related illness within the teacher workforce (Tucker,
2010). Statistics for the 2015/16 academic year, show that over half (52%) of
all teachers in England had at least one period of sickness absence (DfE,
2017). Whilst this statistics does not detail specific ilinesses, the Health and
Safety Executive (2016) report that stress is the most prevalent factor for
teacher absence. In addition to adapting to change, issues such as student
behaviour (Carrington et al., 2008), workload (Schwarzer & Hallum, 2008),
and time management (Ball, 2008), have been suggested as contributory to
stress. A plethora of health/illness related research has centred on
investigating teacher stress and is outlined further in chapter 2 of this thesis.

In summary, the satisfaction of teachers may be threatened by the
complexities subsumed within the contemporary teacher role. Not only do
teachers have to ensure quality of learning, maintain standards and achieve
prescribed targets, they also have to be adaptable to the changing needs of
learners. The challenge to effectively manage such tasks, often means that

their own needs may not be met, resulting in lack of motivation,
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dissatisfaction and stress. Consequently, research to assess the relationship
between teacher needs and satisfaction is warranted. Furthermore, detailed
exploration of factors which contribute to teacher stress in contemporary
education may serve to highlight areas for future consideration in order to

promote the health and wellbeing of teachers in school.
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1.7 Purpose and rationale of this thesis
This section provides information on the overall purpose and focus of

this thesis, including the specific research questions and intentions of the
investigations detailed in later chapters. In addition, a brief overview of the

content for each chapter is provided.

1.7.1 Statement of problems
The education system in England is in a constant state of change.

Evolving legislation and the introduction of new educational initiatives are
continuing to pose a challenge to the contemporary teacher role. The
consequences of such overarching guidelines and expectations have been
shown to influence teachers and can negatively impact on motivation and
satisfaction. Specifically, secondary school level education has been shown
to encompass a multitude of dynamic factors which contribute to retention
and attrition, resulting in the reduction of professionals within the secondary
school. Whilst the decline in the teacher workforce at the secondary school
level may be considered small, the impact that this may have on student
performance and learner experience remains unclear. The decline in TAs and
support staff ultimately means that teachers are adopting the role of both
educator and pastoral advisor. The impact is that additional demands are
being incorporated into the teacher workload, often resulting in

dissatisfaction.

In exploring the teacher experience it can be deduced that the factors
of motivation and needs, teacher satisfaction, and stress, each have an
influence on the teacher role. The consequence of dissatisfied teachers can
impact on the wider socio-economic climate such as sick pay and the need
for on-going recruitment of staff to deliver effective education. Moreover, it is
evident that the impact is noted at a macro level, providing further justification
for the need to better understand the factors which are relevant to satisfaction
for teachers working in secondary schools. Negative health outcomes,

specifically stress, are recognised as a consequence of challenges in



41

contemporary teaching. A multitude of factors are proposed as contributing to
teacher stress in contemporary times. Issues of ensuring standards and

managing challenging behaviour add to the teacher role, potentially resulting

in adverse health outcomes.

1.7.2 Aims, objectives and thesis questions

role from a psychological perspective, specifically focussing on motivation,
satisfaction, and stress experiences of teachers working in the secondary

schools in England. A secondary aim is to explore the potential therapeutic

The overall aim of this thesis is to explore the contemporary teacher

nature of the school environment.

The specific objectives are to:

In order to address the aims and objectives of the thesis,

Operationalise the variables of interest; motivation, satisfaction, and
stress, to test what factors are instrumental to secondary school
teacher satisfaction and manifestations of stress

Develop a questionnaire to measure the variables of interest
Collect a representative sample of data from secondary school
teachers in England

Assess the relationship between teachers’ psychological needs and
their satisfaction at work

Assess the factors which cause teacher stress and the specific
manifestations of stress

Assess the impact of teaching satisfaction on teacher stress

Make recommendations for improving teaching practice

Make recommendations for future research based on findings obtained

investigations (chapters 4 and 5) answer the following research questions:

two empirical
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1. Is there a relationship between motivation and satisfaction at work?

2. Can the school context offer a therapeutic environment for teachers?

3. Is there a significant difference between male and female teachers with
regards to factors explored?

4. Can the concept of teaching satisfaction serve as an effective

moderator/personal resource in the teacher stress experience?

To answer the research questions, the study includes two parts, which
together contribute to the thesis focus. The first part explores psychological
needs/motivation and their relationship with satisfaction in male and female
teacher samples, with a focus on the therapeutic potential of the school
context; this answering questions 1, 2, and 3. The second part explores the
ability of teaching satisfaction to impact the stress experience of teachers,
focussing on potential differences between male and female teachers; this

answering questions 3 and 4.

1.7.3 Significance of study
This is the first known research to offer a multifaceted understanding

of motivation and needs, satisfaction, and stress experiences of teachers
working within the secondary school level in England. To date, no other
research has explored the relatedness of satisfaction and motivation in
teaching. In addition, the ability of satisfaction to influence professed teacher
stress has not been previously examined. Furthermore, the research detailed
in this thesis provides explicit consideration of potential disparities between

male and female secondary school teachers in England.

The employment of advanced statistical procedures offers a robust

evaluation of aspects of the contemporary teaching role in light of the
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specified experiential factors. This provides the most accurate measures of
the relationships explored. Consequently, the analyses detailed in later
chapters provide a comprehensive account of the teacher role with a specific
focus on needs and motivation, satisfaction, and stress, along with an
appreciation of the therapeutic potential of the school environment. The
thesis is theoretically sound; the analyses undertaken are based on existent
theory. The theory which underpins the analysis undertaken in chapter 4 is
Self-Determination theory (Deci & Ryan, 2000). The Jobs Demand-
Resources framework (Xanthopoulou, Bakker, Demerouti & Schaufeli, 2007)
and the biopsychosocial perspective (Engel, 1980) guide the focus in chapter
5. Furthermore, the analyses are based on large samples, giving further

credibility to the findings which offer a unique contribution to knowledge.

1.7.4 Organisation of thesis
This thesis is organised into six chapters which together contribute to

the overall purpose of this work. Chapter 1 has contextualised the
contemporary education system in England, with the remaining chapters
contributing to a multifaceted understanding of the teaching experience of
secondary school teachers.

Chapter 2 presents a narrative overview of the concepts, models, and
theories which are relevant to the later empirical chapters. In addition, related
literature and research studies are presented and discussed. This chapter
provides the rationale for the overall aims and objectives of the thesis and the

specified research questions, providing substance to the studies conducted.

Chapter 3 presents the research design relevant to the analyses
conducted within this thesis. Detailed information on the participants,
sampling technique, and analytical procedures are outlined; this facilitating
the reader’s understanding of the specific quantitative method employed. The
software packages used to analyse the data for each analysis is also
described within this chapter.
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Chapter 4 presents the first part of the study which explored the
personal motivation of teachers. Specifically, the focus of the chapter is
based on the factors of Self Determination Theory (autonomy, competence,
and relatedness) (Ryan & Deci, 2000) and their relationship with teaching
satisfaction (Ho & Au, 2006), while controlling for covariates (age and years
of teaching practice). This was necessary to establish if an association
between motivation and satisfaction within the professional role is apparent,

answering research questions one, two and three.

Chapter 5 presents the second part of the study which assessed the
moderating role of teaching satisfaction on the relationships between sources
of stress within teaching (time management, work-related stressors, discipline
and motivation, professional distress, and professional investment) and the
outcomes/manifestations of stress (emotional, fatigue, cardiovascular,
gastronomical and behavioural). This was achieved by the application of the
Jobs Demand-Resources framework (Xanthopoulou, Bakker, Demerouti &
Schaufeli, 2007) to provide the foundations for exploring teaching satisfaction

as a personal resource, answering research questions three and four.

Chapter 6 offers a comprehensive discussion of the findings from each
part of the study in light of the thesis aim, objectives, and specified research
guestions. Within this section, the strengths and limitations of the empirical
investigations are discussed and directions for future research and teaching
practice are provided. The chapter concludes with an offering of the

contribution to knowledge made by this thesis.



45

1.8 Chapter summary

This chapter has provided an introduction to the contemporary school
context in England with a specific focus on the secondary school level. This
has provided the foundations for the empirical investigations detailed in later
chapters. The ever changing nature of the teaching profession, dictated by
overarching legislations, changes in curriculum design and assessment, and
teacher expectations, has been highlighted. In addition, the evolving role of
the teacher, the need for adaption and flexibility, and the likelihood of adverse
outcomes as potential consequences of such change have been considered.
Given what has been discussed throughout this chapter, it is clear that the
factors of motivation, satisfaction, and stress, are relevant to the
contemporary teacher role. The overall aims, research questions, and
objectives have been clearly defined in order to explore the needs and
motivation, satisfaction, and stress experiences, of teachers working within
the secondary school level in England. These are further discussed in the

following chapter.
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CHAPTER 2

Literature Review




a7

2.1 Chapter introduction

This chapter provides a succinct overview of the relevant
psychological, educational, and occupational health literature in relation to the
development and contemporary conceptualisations of the concepts of
interest; motivation, needs and wellbeing, stress, and satisfaction. A scoping
review explores the key concepts across a breadth of existing knowledge
without the requirement to involve an in-depth assessment of the quality of
primary studies (Arksey & O’Malley, 2005). There is an overlap and
association of these topic relevant concepts, notably there are recognised
associations between satisfaction, stress, and motivation for teachers.
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2.2 Literature review method
The scoping review is underpinned by Arksey and O’Malley’s (2005)

framework which provides a rigorous exploration of literature by proposing
five stages to guide the process of review; (1) identifying the research
guestion, (2) searching for relevant studies, (3) selecting studies, (4) charting

the data, and (5) collating, summarising, and reporting results.

2.2.1 Identifying the research question

Arksey and O’Malley (2005, p.23) suggest that the research question
should be broad to permit ‘breadth of coverage’. The focus of the review is
therefore on the contemporary teacher role. The developed review question
is:

How does motivation, satisfaction, and stress, impact the teacher role?

2.2.2 Identifying relevant studies

A structured literature search to ascertain the existing knowledge base
was undertaken. The objective was to access relevant evidence in a
systematic way, to determine the key contemporary literature around the
primary areas of interest. The review consequently focussed on teacher
stress, motivation in teaching, needs within the professional role, and
satisfaction with the job. In order to retrieve relevant studies, a number of
databases were accessed via Summon, a university based search engine.
The databases accessed included Web of Science, Psychinfo, Pubmed and
CINAHL. These databases are relevant to material published within social,
health and behavioural sciences. Search terms were established and
Boolean operators ‘AND’ and ‘OR’ were activated to establish search strings;
Teachers AND motivation OR satisfaction OR stress. The review was limited
to articles published after the year 2000 in order to attain a contemporary
review and theoretical discussion. This date also aligns with the introduction
of the Academies Programme, which has influenced the modern education
system in England. A high number of articles were retrieved using this
strategy. Relevant titles were retained in an endnote library database. A full

list of inclusion and exclusion criteria is provided in Table 2.1.
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2.2.3 Study selection

Using the key search descriptors, 2328 articles were retrieved. The purpose of the
study selection stage was to screen for irrelevance and ‘eliminate studies that do not address
the central research question’ (Arksey & O’Malley, 2005, p.25). Guided by the inclusion and
exclusion criteria (see table 2.1), results were limited to articles more appropriate to the focus
of the thesis. All conference abstracts, letters and commentaries, and none peer reviewed

articles were removed, further reducing the number of returns. Abstracts were then screened

to establish the relevance of the articles to the specified areas of interest. Following
removal of duplicates, articles were read in full if they met the topic criteria,
were written in English, were peer reviewed, and either provided detail of
empirical work or theoretical position. A manual search was also conducted
and was informed from articles retrieved via the initial database search.
Articles are cited where their content was deemed appropriate to thesis
context or contributed to an empirical or theoretical critique, all where the
content would contribute to answering the review question. The process for
article selection followed the Preferred Reporting of Items for Systematic
Reviews Meta-Analyses statement (PRISMA) (Moher, Liberati, Tetzlaff,
Altman, & The PRISMA Group, 2009). The process for article selection is

illustrated in Figure 2.1.

2.2.4 Charting the data
Following study selection, 39 articles were considered appropriate for

review. The next stage of the scoping review was to chart the data (Arksey &
O’Malley, 2005). Summaries of the articles were developed to show author(s)
and date, sample, research design and study focus, any underpinning
theoretical frameworks, and key findings. Detail of included articles is

provided in Table 2.2.
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Table 2.1

Inclusion and exclusion criteria

Criterion Inclusion Exclusion

Time period From 2000 Studies published before 2000

Language English Language Studies not written in English
Studies

Article type Peer reviewed Non- peer reviewed empirical and
empirical and theoretical position articles, conference
theoretical papers, commentaries and letters
position articles

Discipline Psychology Other disciplines

Focus Satisfaction, stress, Articles where the focus was on other
needs, or motivation, concepts AND/OR not on teaching
AND teaching

Sample and Teachers Other members of the school

population

workforce
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Articles retrieved using
specified search terms and

date
(n=2328)
Removal of non-
J, peer reviewed
. - articles, conference
A"F'C'FTS rema|_n|r!g_after = Articles excluded | abstracts. letters
limiting to discipline (n=45) q ' tari
(n=281) and commentaries
Articles remaining after Subject term not
abstract screening for s Articles excluded > relevant
suitability (n=155)
(n=126)
\l, Removal of
Full text articles Full text articles > duplicates
assessed for eligibility |—> excluded Focus not relevant
(n=35) (n=91) to study
v Articles informed by
Articles included in the main | reference list of
review selected articles
(n=39) (n=4)

Figure 2.1 PRISMA (literature search)



52

Table 2.2

Summary of key literature

Author(s) Theoretical
and date Participants Design and focus frameworks Findings
Alhija, F. N. Teachers Quantitative design No specific Effects of gender, experience, school level and culture on levels of
A. (2015) N=425 Examine the effect of personal and | theory stress caused by some stressor categories was significant
job characteristics on level of
stress, and perception of Relates to The degree to which teachers believe in the effectiveness of some
effectiveness of cognitive, stress and coping strategies was significant
behavioural and emotional coping coping
Aloe, A. M & | Teachers Quantitative design No theory Relationship between student behaviour and teacher burnout is
Shisler, S. M | 21 specified moderate
& Norris, B. independent Conduct a meta-analysis of student
D, & samples behaviour and teacher burnout. Relates to Relationship changes on burnout dimensions
Nickerson, behaviour and
A. B (2014a) burnout
Aloe, A. M., Teachers Quantitative design No theory Significant relationship between classroom management self-
Amo, L. C,, 16 Explore evidence for classroom specified efficacy and the three dimensions of burnout, suggesting that
& Shanahan, | independent management self-efficacy in teachers with higher levels of efficacy are less likely to experience
M. E. (2014) | studies relation to the three dimensions of Relates to the feelings of burnout.
burnout: meta-analysis burnout
Anghelache, | Teachers Quantitative questionnaire design No theory Teachers require a high initial level of motivation, but in time, job
V. (2015) N=150 Examine potential correlations specified satisfaction tends to decline
between job satisfaction and
motivation of teachers teaching Teachers have certain professional expectations, which if not
career achieved, results in decreased job satisfaction
Antoniou, A. | Primary and Quantitative design No specific Sources of stress referred to problems in interaction with students,
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S, secondary theory lack of interest, low attainment and student behaviour
Polychroni, school Explore sources of occupational Female teachers experienced significantly higher levels of
F.,& teachers stress and the professional burnout, | Relates to occupational stress for interaction with students and colleagues,
Vlachakis, A. | N=493 with emphasis given to gender and | stress and workload, students' progress and emotional exhaustion.
N. (2006) age differences gender Younger teachers experienced higher levels of burnout, emaotional
exhaustion and disengagement from the profession.
Avis, J., Pre-service Focus groups, qualitative design No theory Pre-service teachers have not yet developed a fully politicised
Wright, C., and in-service specified notion of teaching.
Fisher, P., teachers Explore teachers’ understanding of
Swindell, S., well-being and health and the way
& Locke, A. this informs understandings of
(2011) teaching practice
Bentea, C. Teachers Quantitative design No theory No differences between males and females in overall job
C.,& N=122 Test potential differences in job specified satisfaction
Anghelache, satisfaction by gender, the Satisfaction is affected by the level of continuous training
V. (2012) professional position, and the Job satisfaction influenced by the intensity of the needs of
dominant needs. achievement and affiliation
Bernard M. S1. N=850 Quantitative design Ellis’ theory of | S1. Factor analysis resulted in four distinct factors: Self-downing,
E. (2016) primary and REBT Authoritarianism, Demands for Justice, and Low Frustration
secondary S1. Provided validity data on the Tolerance
school Teacher Irrational Belief Scale
teachers S2. Explore irrational beliefs and S2. Retired teachers scored higher on sub-scales of Self-downing
S2. N=140 teacher stress and Low Frustration Tolerance than teachers still teaching
teachers,
N=26 retired
teachers
Crossman, N=233 Quantitative questionnaire design No theory Teachers in independent and privately-managed schools have the
A., & Harris, | secondary specified highest satisfaction levels
P. (2006) school Examine job satisfaction among Relates to Teachers in foundation schools have the lowest satisfaction.
teachers secondary school teachers in satisfaction No significant difference by age, gender and length of service.

different types of secondary school.




54

Fokkens- N=130 pre- Longitudinal, quantitative Factors Most important motive for becoming a teacher was the belief in
Bruinsma, service questionnaire design Influencing teaching abilities.
M., & teachers Investigated motives of pre-service | Teaching
Canrinus, E. teachers to profession investment, Choice theory | The least important motive was perception of teaching as a fall back
T.(2012) involvement, and commitment career.
Fokkens- Secondary Survey design Factors Most important motive was working with children and adolescents
Bruinsma, teachers Influencing
M., & N=168 Investigate if motivation is relevant | Teaching Teaching as a fall back career was the least motive
Canrinus, E. | Primary to pre-service teachers’ Choice theory
T. (2014) teachers N=53 | engagement to the profession
Geving, A. Teachers Quantitative design No specific Teacher stress most strongly associated with student lack of effort
M. (2007) N=186 Explore student behaviours theory Teacher behaviours were correlated with students’ behaviours of
Supervisors associated with teacher stress and coming to class unprepared
N=77 determine the types of teacher Relates to Data provided by different sources show fewer significant
behaviours that may elicit these stress concept | correlations with student behaviour and teacher behaviour
stressful student behaviours
Grenville- Teachers N= Mixed method, on-line quantitative | Links to Locus | Teachers’ perceived control and well-being were significantly lower
Cleave, B., & | 150, non- survey and semi=structured of control and | than those of non-teachers (quantitative)
Boniwell, I. teachers N= interviews self-efficacy Four themes related to control: autonomy, authenticity, connection
(2012) 148 to others and resilience (qualitative).
Quantitative Focus on perceived control and No specific Similarities between professions in terms of need for control
N=222 wellbeing theory utilised | Teachers value connections more highly and non-teachers value
females, 76 to underpin objectivity and independence more highly
males. research Non-teachers are better prepared to deal with change than
Qualitative, N= teachers.
6
Griva, K., & UK Secondary | Quantitative questionnaire design Karasek model | UK teachers were considerably worse off than their European
Joekes, K. school of stress, colleagues on all outcome measures
(2003) teachers Investigate the relationship Job-demands
N=166 between the components of the Job demand was the most consistent predictor for outcomes.
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N=2017 Karasek model and burnout, Control and social support had less predictive power.
European somatic complaints and job The inclusion of other job aspects significantly added varying
teachers satisfaction in teachers degrees to the explained variance of the outcomes
Guglielmi, Teachers N= Quantitative questionnaire design Bakker and Engagement varies between different teacher age groups
D., Bruni, I., | 557 Demerouti
Simbula, S., Examine work engagement across | (2008) work Older teachers value recognition of competence
Fraccaroli, age groups ad resources which engagement Younger teachers are motivated by collegial interactions and
F., & Depolo, foster engagement. model development opportunities
M. (2016).
Hong, J. Y. N= 7 current Qualitative design, semi-structured | No specific Leavers and stayers had intrinsic interests in working as a teacher
(2012) teachers interviews theory Both groups identified challenges such as classroom management
Explore differences between and effective delivery of lessons
N= 7 leavers leavers and stayers in terms of the Leavers showed weaker self-efficacy beliefs than stayers
process of their resilience stayers often reported their strategies to prevent them from being
responses. burned out
Jephcote, Teachers Qualitative approach, semi- No specific Teachers experience pressures within the role
M., N=27 structured interviews theory but Teachers emotional labour
Salisbury, J., links in partto | Teachers prioritise needs of learners
& Rees, G. Explore teacher role Vygotsky ZPD
(2008)
Jepson, E., Teachers Quantitative design No specific Positive relationship between Type A behaviour, personal
& Forrest, S. | N=95 Explore the influence of behaviour, | theory achievement strivings, and perceived stress.
(2006) personal achievement strivings,
occupational commitment, gender Relates to Relationship between perceived stress and occupational
and nature/experience of teaching stress commitment was negative.
on perceived workplace stress
Kersaint, G., | N=51 Quantitative design Ajzen's Theory | Family issues are of greatest concern to all teachers
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Lewis, J., Explore leaving intentions of of Planned Leavers place more emphasis on the time they are able to spend

Potter, R., & teachers, and reason for leaving in | Behaviour with their families than do stayers.

Meisels, G. those who quit the profession

(2007)

Klassen, R. Teachers Quantitative design No theory Higher levels of stress from workload and student misbehaviour for

M. (2010) N=921 Focus on teachers' collective specified but females
efficacy, job stress, and job relates to
satisfaction and the mediating efficacy TSE for student discipline mediated the influence of job stress from
effect of collective efficacy on the (Bandura) student misbehaviour on job satisfaction
relationship between job stress and
job satisfaction

Klassen, R. Teachers Quantitative design, SEM Links to self- Experience (of teacher) showed nonlinear relationships with all

M., & Chiu, N=1430 Examine the relationships among efficacy three factors of self-efficacy

M. M. (2010) teachers' years of experience, (Bandura) Female teachers had greater workload stress, greater classroom
gender and teaching level, stress from student behaviours, and lower classroom management
instructional strategies, classroom self-efficacy
management, and student Those with greater classroom management self-efficacy or greater
engagement, job stress and job instructional strategies self-efficacy had greater job satisfaction.
satisfaction

Klassen, R. Teachers Mixed method design to explore Bandura (self- | Teachers’ self- and collective efficacy are significantly correlated

M., Chong, Study 1: secondary teachers’ motivation efficacy) with perceptions of academic climate

W. H., Huan, | Survey N=502 | beliefs

V. S., Wong, | Study 2: Teachers’ sources of individual motivation were encouragement from

l., Kates, A., | Interview N=24 Sense of administrators and colleagues, past experience and feedback from

& Hannok, Efficacy students

W. (2008).

Kyriacou, C. | Secondary Email questionnaire, No specific Most positive factor was pleasure from student success

& Kunc, R. school theory

(2007) teachers Explore beginning teachers’ Most negative factor was workload

N =28 experiences of teaching.
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Marshik, T., | N=10,395 Quantitative design Self- Teachers reporting low teacher autonomy are less likely to support
Ashton, P.T., | students and Test relationships of teachers’ and determination | student autonomy, compared to those with high work autonomy
& Algina, J. teachers students’ psychological need theory Teachers’ support of student autonomy and students’ perception of
(2017) satisfaction, and students’ reading academic competence were positively related to students’ reading
achievement achievement
McCormick, | Teachers Quantitative design Attribution Most variance was at the individual level, supporting the view that
J., & Barnett, | N=416 theory to the stress and burnout were psychological phenomena
K. (2011) To propose and test some stress Centrality of stress attributed to student misbehaviour in predicting
hypothesised relationships between each of the three burnout dimensions
stress attribution domains and Stress attributed to personal failings also negatively predicted
burnout dimensions. personal accomplishment.
Moe, A., Teachers Quantitative design, SEM No theory Mediating role of both positive affect and self-efficacy beliefs in the
Pazzaglia, N=399 Explore interplay specified but relationship between teaching strategies/praxes and job
F., & between strategies and praxis with | relates to satisfaction.
Ronconi, L. positive affect and self-efficacy in efficacy beliefs
(2010) relation to job satisfaction
Naderi Teachers Quantitative survey design No theory Positive significant relationship between emotional intelligence and
Anari, N. N=29 males Examine relationships for emotional | specified job satisfaction, between emotional intelligence and organisational
(2012) N=55 females | intelligence with job satisfaction, commitment, and between job satisfaction and organisational
and organisational commitment. Relates to commitment.
Examine the role of gender and age | satisfaction Gender differences only found with females reporting higher
emotional intelligence.
Popov, S., & | N=140 Quantitative questionnaire design Relates to Retired teachers scored higher on sub-scales of Self-downing and
Popov, S. teachers Explore teacher beliefs and assess | Ellis’ theory of | Low Frustration Tolerance compared to continuing teachers
(2015) N= 26 retired stress REBT
teachers
Reilly, E., Teachers Quantitative design No specific Perceived stress was found to explain unique predictive variance,
Dhingra, K., | N=121 Explore the role of teaching self- theory with high levels of occupations stress related to low levels of job
and efficacy, perceived stress, self- Relates to job | satisfaction
Boduszek, esteem, and demographic satisfaction
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D. (2014) characteristics
Roth, G., N=132 female | Quantitative questionnaire design Self- Autonomous motivation for teaching was associated positively with
Assor, A., teachers and Examine teachers’ experience of determination | teachers' sense of personal accomplishment and negatively with
Kanat- 1,255 students | autonomous motivation for teaching | theory emotional exhaustion
Maymon, Y., and its correlates in teachers and Teachers' self-reported autonomous motivation for teaching
& Kaplan, H. students promoted students' self-reported autonomous motivation for
(2007) learning
Rots, I., N=12 student Qualitative—interpretative research Conceptually Student teachers’ have a need to develop a socially recognised
Kelchterman | teachers Questionnaire design links to sense of professional competence
s, G, & Focus on the processes and factors | ‘teacher
Aelterman., that most powerfully affect student thinking’- Issue: dealing with social and cultural working conditions in schools
A. (2012) teachers’ job motivation Symbolic
interactionism

Serrano, M. | Teachers To explore heart rate and perceived | No theory Heart rate and perceived stress was not significantly correlated
A., Moya- N=35 stress between male and female specified
Albiol, L., & teachers. Males had higher levels of heart rate than females
Salvador, A. Relates to
(2008) stress
Skaalvik, E, | Teachers Quantitative design Links made to | All context variables were related to job satisfaction and motivation
M., & N=2569 SDT to leave the teaching profession (value consonance, supervisory
Skaalvik, S. Explore the relationships between support, relations with colleagues, and relations with parents, time
(2011) school context variables and pressure, and discipline problems).

teachers’ feeling of belonging,

emotional exhaustion, job

satisfaction, and motivation to leave

the profession
Skaalvik, E, | Teachers Quantitative design No theory Autonomy and self-efficacy are independent predictors of job
M., & N=2569 Explore if teacher self-efficacy and | specified satisfaction, engagement, and emotional exhaustion
Skaalvik, S. teacher autonomy are Relates to
(2014) independently associated with job autonomy,
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satisfaction, engagement, and

efficacy and

emotional exhaustion satisfaction

Skaalvik, E, | Teachers Quantitative design, SEM No specific Different potential stressors predict emotional exhaustion,

M., & N=523 Explore how potential stressors theory engagement, and motivation through different psychological

Skaalvik, S. predicted teachers’ experiences of processes.

(2016) emotional stress, teacher self- Discusses Two key explanations for motivation to leave teaching: 1) time
efficacy, emotional exhaustion, stress and pressure via emotional stress and exhaustion and 2) lack of
engagement in teaching, and efficacy supervisory support and trust, low student motivation and value
motivation to leave the profession. theories conflicts via lower self-efficacy

Timms, C. & | N=312 Compare theoretical frameworks of | Self- SDT provided the more compelling explanation for work

Brough, P. teachers from | work engagement determination engagement

(2013) non- theory Some evidence for a contribution of the psycho-social work

government Cross sectional and longitudinal, Job demands- | environment (supporting the JD-R model) in teachers’ work
schools Multiple regression analyses resources engagement or burnout.
model The two theoretical perspectives are compatible.

Wilkesmann, | Professors Online surveys (quantitative) Self- Support for SDT

U, & N=2,061 Explore contextual factors which determination Intrinsic teaching motivation is facilitated by social relatedness,

Schmid, C. influence intrinsic and related theory competence, and partly by autonomy

J. (2014) modes of internalised teaching
motivation

Wilson, J. H. | Teachers Quantitative survey design No specific Liking students was not related to job satisfaction

(2008) N=39 Examine relationships among theory students were capable of intuiting their teacher’s attitude toward

Students professors’ attitudes toward them, even when immediacy behaviours offered inconsistent
N=1495 students, immediacy behaviours, Relates to information

job satisfaction, and student satisfaction

outcomes

Wininger, S, | N=126 college | Questionnaire via email. Self- Self-assessment was the most utilised source of instructional

R., & teachers Quantitative design determination | feedback

Birkholz, P, Examine relationships between the | theory Job satisfaction was significantly correlated with basic psychological

M. (2013)

utilisation of feedback with job

needs




60

satisfaction and psychological
needs satisfaction




2.2.5 Collating, summarising and reporting the results

The results of the scoping review are presented in subsequent
sections of this chapter. The findings have been mapped to the
concepts relevant to the thesis; motivation, satisfaction, and stress. This
permits a narrative overview of existent literature, without requirement
for detailed quality assessment of research, as proposed by Arksey and
O’Malley’s (2005) framework. This chapter also presents seminal
sources and related studies outside of the search to compliment
discussion. Topic focused contemporary literature is provided to

contextualise the development of key concepts.
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2.3 Motivation

A number of perspectives have contributed to the understanding

of the motivation concept. Whilst offering different explanations, it is

useful to consider the approaches as complementary rather than

explicitly contradictory; this arguably provides a more encompassing

account into aspects of experience in a variety of contexts (Feldman,

2015). A summary of key approaches is provided in Table 2.3 and

discussed in subsequent sections.

Table 2.3

Perspectives of motivation (Adapted from Feldman, 2015 p.293)

Instinctual Drive Arousal Incentive Cognitive Needs

hierarchy
Individuals Whena Optimumlevel  Behaviouris Motivation is Individuals are
are born biological of stimulation directed directed by motivated to
with necessity required. toward thoughts, beliefs  satisfy lower
pre-programmed is deficient, Individualsact ~ seekinga and order needs
instincts to adriveis to increaseor form of expectations before higher
ensure produced to reducelevelas reward heeds canbe
survival motivate appropriate met

individual
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2.3.1 Theoretical perspectives of motivation
Early studies of motivation were guided by the instinctual

standpoint suggesting inborn behaviour patterns to ensure survival.
However, there is the lack of consensus related to the amount of
primary instincts, and the inability of this perspective to adequately
explain learned behaviour, which by definition is not instinctual
(Feldman, 2015).Nonetheless, some contemporary theorists and
researchers still favour the underpinning premise, specifically those
which are concerned with evolution and the importance of genetic
inheritance (Neuberg, Kenrick, & Schaller, 2011). Similarly, drive theory
suggested that individuals have basic biological drives and that
behaviour is motivated by the need to fulfil these. Alternative
approaches have suggested that individuals are motivated to act in
order to increase or reduce arousal so that it is at an appropriate level
(Feldman, 2015). As the required arousal level will diversify between
individuals, it is proposed that this provides an explanation of motivation
in respect of different behaviours, such as risk taking (Hsueh-Liang,
Wei-Chieh & Cheng-Yu, 2008). Conversely, incentive approaches
suggest that behaviour is directed toward attaining external rewards. It
has been suggested that internal drives work together with external
rewards in a push-pull nature (Feldman, 2015). Consequently, rather
than being contradictory, drives and incentives may work together in
motivating behaviour (Berridge, 2004). From a behavioural standpoint,
motivation is directed explicitly by external rewards and the social
context via reinforcement principles and operant conditioning, opposing

innate explanations of motivation (Skinner, 