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Abstract 

 Understanding teacher motivation to stay in the classroom can provide insight to teacher 

retention concerns. The purpose of the study was to determine how veteran teachers’ basic 

psychological needs related to the veteran teacher’s type of self-determined motivation: 

autonomous or controlled. 123 Works Task Motivation for Teachers or WTMT (Fernet, Senagal, 

et al., 2008) survey concerning teaching and classroom management and 20 semi-structured 

interviews were conducted. The survey scores determined their type of self-determined 

motivation, while the semi-structured interviews investigated their basic psychological needs. 

The veteran teachers were grouped together as either autonomously motivated or controlled 

motivated and then compared. The findings indicated relatedness were a central basic 

psychological need that provides the value aspect, or the internalization, for the tasks for 

teaching due to the interlinking with other basic psychological needs through relatedness. 

According to the Self-Determination Theory (Ryan & Deci, 2017), the values aspect typically 

comes through autonomy from autonomy supportive leadership such principals. The study’s 

findings did not support this position of the Self-Determination Theory. The main differences 

between the autonomous motivated veteran teachers and the controlled were the ways they 

handled challenges to the satisfaction of basic psychological needs (autonomous motivated 

teachers used more reflective and personable strategies), and the type of value they see in their 

relatedness with students (autonomous motivated teachers are intrinsically regulated, while 

controlled motivated teachers are identified regulated). This was the observed difference that 

distinguished between autonomous and controlled. The implication of the study indicated the 

satisfaction of basic psychological needs are more complex and may be situational to the type of 

profession.  



 xiii 
Key terms: Self-determined motivation, veteran teachers, experienced teachers, 

autonomous motivation, controlled motivation, intrinsic motivation, extrinsic motivation, 

autonomy, relatedness, competence 
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Chapter 1: Introduction 

Teacher attrition rates have been debated over the years. The National Center of 

Education Statistics or NCES reported that between the 2011 and 2012 and the 2012 and 2013 

school years, 8% of teachers left the profession of education (NCES, 2015, Nov). These were not 

individuals who left one school and moved to teach in a different school. These were the teachers 

who went to a different profession outside of education. For some, this statistic seems to reflect 

that the state of education is not losing teachers at the rate others have stated. However, the 

context of the situation should be seen rather than one angle of data. According to Ortzman and 

Guarneri of the United States census (2009), they indicated that the population is projected to 

increase over the next four decades in all projection series. With an increasing population, there 

will be more children who will eventually attend school. The NCES (2016) also reports a 

projected increase of enrollment in public schools every year between 2014 and 2024. With this 

growth in the population of school age children, will there be enough good quality educators? 

When looking at graduated college students’ degrees granted, students who obtain an education 

degree has significantly declined between in 2014 from 104,678 degrees in education in 2013 to 

98,854 degrees (NCES, 2017). But it was worse in more states than others. The OSDE reported 

that over 30, 000 Oklahoma teachers left the profession in the last six years (Feb 12, 2019).  

More recently, the COVID-19 pandemic has driven more concerns about teacher retention as 

62% of all U.S. schools were reported concerns about filling vacant position in the 2022-2023 

school year (Institute of Educational Studies [IES], 2022, Dec. 6). Therefore, when you look at 

the broader context of these of education statistics, public school administrators will need to fill 
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even more classrooms with less than qualified teachers or hire emergency certified teachers (only 

a college degree) to continue the possible cause issues with quality of students’ education. This 

poses major challenges in future classrooms.  

Attrition of teachers can have a negative influence on the classroom. Some literature 

suggests attrition of teachers have adverse effects on student achievement (Hanushek, et al., 2016 

see also Ladd & Sorensen, 2017; Ronfeldt et al., 2013). In Ronfeldt et al.’s 2013 study, they 

found students do worse academically when teacher turnover is high. More specifically, in 

schools where teacher turnover is around 37% or more, students have “two percent to four 

percent of a standard deviation lower math achievement as compared to students experiencing 

the least (bottom quartile) teacher turnover” (Ronfeldt et al., 2013, p. 21). Hanushek et al. (2016) 

found similar results that the attrition of elementary teachers in classroom have negative effects 

on student achievement as experience of the teachers became disproportionate. However, this 

negative affect on student achievement was not only evident when teacher left the classroom, but 

could have a negative effect, though smaller, when they switch grades as their experience 

exhibited some regression as they had to learn new content and procedures (Blazar, 2015 also see 

Daly et al., 2016). The longer a teacher remained at a school and more importantly the same 

grade, it built on to their experience and competence to teach that grade area. Once that teacher 

left or switched, the lessons learned by the teachers’ experience were lost and impacted the 

students’ achievement.  

Sutcher et al. (Sep 15, 2016) further discussed their concern of teaching shortages 

because they projected teacher shortages to grow due to decline in preservice teacher programs, 
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increased student enrollments, and continued high attrition rates. Therefore, administrators had to 

consider hiring candidates to teach in classrooms that were not appropriately prepared in 

pedagogy (e.g., alternative certification, emergency certification) to carry out the complexity of  

teaching children and adolescents. For example, according to the Oklahoma State Department of 

Education, or OSDE, (2022, Jan.) emergency teacher certifications steadily increased since the 

2013-2014 academic year with 189 emergency teaching certificates issued to 3,914 emergency 

teaching certificates issued during the 2021-2022 academic year. Emergency certified teachers 

generally have a college degree but little to no training in pedagogy that allow teachers to present 

content in ways that are cognitively and age appropriate and decrease the likelihood of retention 

of learning over time (Bosworth, 2014 see also Januszka & Dixon-Krauss, 2008 see also Smith 

et al., 2003). Similarly, Shuls and Trivitt (2015) observed that alternative certified teachers were 

at most a year behind the traditional certified in terms of preparedness to teach in the classroom. 

Alternative certification pathways do not help with the teacher attrition problem in the long term 

as a higher proportion of alternative certified teachers left the profession (Redding & Smith, 

2016 see also Zhang & Zeller, 2016). In other words, these alternative pathways were not 

meeting the needs to fill classrooms with quality teachers who have pedagogical backgrounds or 

planned to obtain this knowledge within the first three years of teaching.  

Most literature understanding teacher attrition and retention came through narrow 

specific lens, particularly the external motivational factors, such as pay incentives (i.e., Dee & 

Wyckoff, 2015), school climate (i.e., Player et al., 2017), or legislative policies affecting 

education (i.e., Ryan et al., 2017). In addition, most literature on teacher attrition and teacher 
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motivation included preservice teachers (Evelein et al., 2008; see also Fernet, Trépanier, et al., 

2016), early career teachers (Aldrup et al., 2017; see also Barnatt et al., 2017), or all levels of 

experience combined (Brien et al., 2012; see also Carson & Chase, 2009) as their sample 

research population. While these studies contributed to address pressing concerns related to the 

teacher attrition rate, it did not provide a complete picture of quality teacher retention and teacher 

development through mid- and late-career phases.   

Literature concerning teacher career trajectories highlighted the complexity of the 

teaching profession and how the perception of different stages in their work-life balance 

influenced teacher motivation. For example, Fessler (1995) viewed teacher career trajectories as 

more of a “meandering back and forth between periods of growth and frustration” (p. 171) while 

Day, Sammons, et al. (2007) and Huberman (1989ab) provided subgroups of different 

motivations toward teaching at different stages. So, “teachers will move backwards and forwards 

within and between phases during their working lives for all kinds of reasons concerning 

personal history, psychological, social, and systemic change factors (Day, 2012, p. 14). 

Understanding the ebbs and flows of the different career trajectories could “lead to greater 

educational understandings, which influences policy and practice, which ultimately makes a 

difference to the contexts and quality of teachers’ and children’s experiences in schools and 

classrooms” (Day, 2012, p. 21). A group of these teachers who experienced these ebbs and flows 

and could provide a picture of motivation and resilience were veteran teachers. As mentioned 

previously, most literature concerning teacher motivation focused on pre-service teachers, early 

career teachers, or teachers overall. Considering the literature concerning the career complexity 
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of the teaching profession and the motivation to ‘sustain and thrive’ or ‘suffer and leave’ the 

profession, teacher motivation needed to be looked at through each career trajectory individually 

rather than as a whole or inferences based on the unique challenges of pre-service or early career 

teachers.  Therefore, to have a more in-depth understanding the factors influencing teacher 

attrition throughout the teacher career trajectory, researchers could begin by understanding 

teacher motivation through the lens of veteran teachers and the factors influencing their 

motivation to remain in the profession and continue growing in their craft of teaching effectively.  

The purpose of this study was to understand veteran teacher motivation through the lens of the 

Self-Determination Theory (SDT) framework. More specifically, I wanted to understand the 

dynamics related to veteran teachers’ three basic psychological needs with their types of self-

determined motivation: autonomous or controlled.   

SDT provided a more in-depth perspective of human motivation that can be applied to 

many areas in life. It consisted of  six mini-theories on how people’s natural tendencies are 

toward growth and well-being and could be influenced by the environment, either positively or 

negatively (Ryan & Deci, 2017). For the framework of this study, two mini theories were 

utilized: the Organismic Integration Theory (OIT) and Basic Psychological Needs Theory 

(BPNT). These mini theories provided the link between the type of self-determined motivation, 

the OIT, and the influence of the environment, the BPNT. In general, type of self-determined 

motivation (OIT) was influenced on whether the three basic psychological needs  (BPNs) of 

autonomy, competence, and relatedness were met or thwarted. As the BPNs were met, the more a 

person internalized the task and therefore becomes autonomously motivated. By using the SDT 
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as a framework of the study, provided an understanding of the interaction of the professional 

environment of veteran teachers on their self-determined motivation.  
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Chapter 2: Literature Review 

The purpose of this study was to understand veteran teachers’ three basic psychological 

needs in relation to their types of self-determined motivation on the continuum of autonomous 

versus controlled. I reviewed the relevant literature in the field, including teacher career 

trajectories, defining veteran teachers, an overview of SDT, and relevant studies of SDT in 

teacher development context in the following sections.   

Teacher Development Across Their Career Trajectories 

Huberman (1995) explained that research in teacher development and career trajectories 

hypothesized “teachers have different aims and different dilemmas at various moments in their 

professional cycle, and their desires to reach out for more information, knowledge, expertise and 

technical competence will vary accordingly” (p. 193). These different aims and dilemmas could 

either increase, decrease, or maintain the motivation of teachers to be effective in the classroom 

and remain in the profession. With his research on teacher career trajectories, he noted that the 

benefit to this understanding was that it allowed stakeholders in public education to provide work 

environments that would promote commitment, growth, and stability for teachers which has 

individual differences, but similar work settings (Huberman, 1989a). However, he recognized 

that “individual development is to a large extent, teleological: the human actor observes, studies, 

plans the ‘sequences’ which he traverses, and can thereby influence the characteristics of a 

succeeding ‘phase’ (Huberman, 1989a, p. 358). In other words, understanding the career 

trajectories of teachers provided a context of how one develops or potentially develops, but it 

was up to the narrator (i.e., the teacher) to make the decision of the path to take. Three teacher 
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trajectory researchers were  reviewed in the following sections: Huberman (1989ab), Fessler 

(1995), and Day et al. (2007).  

 Huberman (1989ab) and Day et al. (2007) grouped each stage based on either a specific 

or an estimated number of years of experience but found that within each stage there were 

differences based on whether the teachers were continuing to grow and develop or were stagnant 

in their growth and development and have greater potential to leave the profession. Huberman 

looked at existing literature of teacher career development and observed “some reasonable strong 

trends that recur across studies, even across studies in different national contexts” (1989b, p. 33). 

Huberman generally found the first phase was the career entry phase during the first three years 

of teaching which contained the emerging themes of survival and discovery (1989b). The theme 

survival related to the teachers’ reality shock of the responsibilities and expectations of the actual 

career. However, the theme of discovery related to the teachers’ excitement about having their 

own classroom, students, and the novel aspect of beginning on a new journey. During the years 4 

through 6, teachers entered the stabilization phase (Huberman, 1989b). During this phase, the 

emergent themes observed were subjective choice or making the choice to continue with the 

career. However, he did note that some teachers still had doubt or were keeping options open 

concerning potential careers, particularly secondary teachers (Huberman, 1989b). After the 

stabilization phase, teachers’ careers had two potential phases: experimentation/activism or 

taking stock-self-doubt during years 7 through 18 (Huberman, 1989b).  In the 

experimentation/activism phase, teachers generally wanted to improve their teaching craft and 

the learning environment by trying new ideas. However, these ideas had some institutional 
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barriers in which they had to confront so they became more concerned and vocal by moving into 

more administrative roles such as chairs and committee memberships (Huberman, 1989b). The 

other optional phase teachers could go through during that time was the taking stock-self-doubt 

phase which Huberman described as the “mid-career crisis” (Huberman, 1989b, p. 35). He noted 

that these teachers became disengaged and disenchanted with the teaching career (1989b). How 

the teachers in this group handled the “mid-career crisis” determined whether they remained in 

teaching profession and entered one of the two next phases or left the profession. Teachers in the 

19-30 year of their career was either in the serenity/relational distance phase or the conservatism 

phase (Huberman, 1989b). Those teachers who enter the serenity/relational distance phase were 

more comfortable and confident with the teaching responsibility especially in the classroom but 

had lost energy and enthusiasm (Huberman, 1989b). They often saw themselves as the “older” 

sibling or “grand” parent with their colleagues (Huberman, 1989b, p. 35). The teachers in the 

conservatism phase generally were the complainers and revisited how teaching was in the earlier 

years of their careers (Huberman, 1989b). The last phase was the disengagement phase during 

the 31 to 40 years into the profession (Huberman, 1989b). The  teachers became more 

disengaged with the profession and began to  focus on other activities they enjoyed for their 

eventual retirement (Huberman, 1989b). Huberman (1989ab) generally described teachers in the 

later phases of their careers a more negative light than a positive light. Day et al.’s (2007) study 

provided a different perspective as I described in the next paragraph.  

 Day et al.’s (2007) teacher career trajectory study provided much more in depth 

understanding about teacher development. The study was called VITAE or Variations in 
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Teachers’ Work, Lives, and their Effects on Pupils. It was a comprehensive, large-scale study 

which included 300 primary and secondary teachers in 100 schools across seven local authorities 

or districts in the United Kingdom (Day, et al., 2007). From their study, they concluded six 

profession life phases, and each phase had several subgroups (Day, et al., 2007). They defined 

the first professional life phase commitment: support and challenge. These teachers were entry 

level teachers with 0-3 years of experience. Within this group, two subgroups were observed: (1) 

those developing a sense of self-efficacy and (2) those whose self-efficacy is reduced. Those 

teachers in the developing a sense of self-efficacy group were the ones who felt they had 

supportive administration, colleagues, good student relations, and continued professional 

development. This group was like Huberman’s (1989) entry level positive beginning group of 

teachers. Those who identified as having a reduced sense of self-efficacy had an opposite 

experience. The second professional life phase was identity and efficacy in the classroom 

(teachers with 4 to 7 years of experience) with three subgroups: (1) sustaining a strong sense of 

identity, self-efficacy, and effectiveness, (2) sustaining identity, efficacy, and effectiveness (status 

quo), and (3) identity, efficacy, and effectiveness at risk (Day, et al., 2007). Day et al. (2007) 

suggested that those teachers who continued to develop a strong sense of identity as a teacher 

and self-efficacy would continue to pursue teacher as a career and sought additional 

responsibilities. Whereas the ones who are just sustaining would continue to teach but not see 

advancement. The at-risk group would most likely have a more negative work life balance and 

doubted continuing in the teaching profession (Day, et al., 2007).  
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 The next two professional life phases were considered mid-career teachers (8-15 years of 

experience). The third professional life phase Day, et al. (2007) described was the managing 

changes in role and identify: growing tensions and transitions. This phase had two subgroups: 

(1) sustained engagement and (2) detachment/loss of motivation. During this phase, teachers 

began to feel the work-life tension or as Huberman (1989) described as the ‘mid-career crisis.’ 

Those in the sustained engagement continued to be motivated to teach and were more likely to 

seek out additional responsibilities. This was potentially due to their perception of support from 

their school. However, the detachment group was losing their motivation to teach and was more 

likely considering a career change (Day, et al., 2007). The fourth professional life phase was the 

work-life tensions (16-23 years of experience) with three subgroups: (1) increased 

motivation/commitment, (2) sustained motivation, commitment, and effectiveness, and (3) 

workload/managing competing tensions/career stagnation (Day, et al., 2007). The groups have 

some similarity with previous subgroups. Those who were growing in motivation and 

commitment were advancing in the teaching profession with more responsibilities within the 

school whereas just sustaining were not advancing in the profession but continued to teach. 

Those who declining motivation due to workload felt they were stuck and had no other options.  

 The last two groups were considered to be veteran teachers. The fifth professional life 

phase was the challenges to sustaining motivation (24-30 years of experience) which had two 

subgroups: (1) sustained a strong sense of motivation and commitment and (2) holding on but 

losing motivation. As discussed previously,  those subgroups that maintained or grew in their 

commitment and self-efficacy continued to be active and teach in the classroom whereas those 



BPNS RELATING TO SDT MOT 

 
 

12 

who were holding on lost motivation and considered early retirement (Day, et al., 2007). The last 

life professional phase was sustaining/declining motivation, ability to cope with change, looking 

to retire (31or more years of experience) with two subgroups: (1) maintaining commitment and 

(2) tired and trapped. Those in the subgroup of maintaining commitment had more positive 

views to the challenges and maintained their motivation until retirement. However, those in the 

tired and trapped subgroup felt more negative about their situation until they retired (Day, et al., 

2007). Huberman (1989) and Day, et al.’s (2007) models of teacher development were examples 

of more linear models of teacher career development. However, some researchers, such as 

Fessler (1995) viewed teacher development models in a more circular or fluid nature.  

Studying a sample of American teachers, Fessler’s (1995) model of teacher career 

trajectory called Teacher Career Cycle Model, was an ongoing, fluid view of teachers’ growth 

and development was influenced on two factors: personal environment and organizational 

environment. Depending on how these two environments interacted with the teacher determined  

which career cycle the teacher had entered. The stages of the teacher model were circular in 

nature and stages could be entered and re-entered at various times throughout a career. Therefore, 

Fessler (1995) did not provide age or experience groupings for each stage. The stages he 

identified were pre-service, induction, competency building, enthusiastic and growing, career 

frustration, career stability, career wind-down, and career exit (Fessler, 1995). The preservice 

phase was typically the college or university teaching programs. However, Fessler (1995) also 

described teachers reentering this phase if they change their role in the school such as becoming 

an administrator. The induction phase was typically the first few years of teaching.  Teachers in 
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this phase were trying to find their place in the school community. However, teachers could 

reenter this phase when they moved to a different school or grade (Fessler, 1995). The 

competency building phase was when the teacher was improving their teaching craft resources 

and self-efficacy. The enthusiastic and growing phase teachers were at their high competence in 

their jobs and continued to grow and advance (Fessler, 1995). However, if they were not growing 

in their craft or building their self-efficacy, teachers entered the career frustration phase. This 

phase was when teachers were unsatisfied with the job and had self-doubt about their decision to 

teach. When a teacher entered the career stability phase, they become more stagnant and only did 

what was expected of them. (Fessler, 1995). During the career wind-down phase, teacher was 

preparing to leave the profession. Fessler (1995) described that this could be a positive reflective 

phase where the teacher reflected on the positive experiences but also looked for to the career 

change or retirement. However, he mentioned it could be a bitter period because it was a forced 

exit or an unsatisfying job (Fessler, 1995). The career exit phase was described by Fessler as “the 

period of time after the teacher left the job, but it included circumstances other than retirement 

after many years of service” (1995, p. 186). The examples he provided for this time were job 

exploration, job unemployment, or moved to a nonteaching job (Fessler, 1995).  

Based on the understanding of these career trajectory models, teacher motivation to 

remain and grow and develop into their craft as a teacher was much more convoluted. Therefore, 

rather than just classifying teachers and their motivation based on the number of years they have 

taught, there was a need to develop in-depth understanding of the motivation of teachers in their 

career trajectories and to explore how and why teacher motivation was strengthened or weakened 
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for teachers in a certain career path.  Focusing on teachers in the later phase of their career could 

provide a richer insight on challenges and successes they had experienced over time, lessons 

learned, and related motivational implications to become engaging or disengaging teachers. This 

understanding could provide teacher preparation programs, district leaders, and policy makers 

better ways to prepare the environment of the teaching profession for sustained motivation to 

remain in the classroom, or to re-engage teachers who are losing their motivation.  

For this study, I used Day et al.’s (2007) classifications as well as existing literature that 

defined veteran teachers, as a guideline to determine the boundary of years of experience for 

veteran teachers.  

Defining the Number of Years for Veteran Teachers 

Day et al.’s (2007) more recent classification of United Kingdom’s veteran teachers as 

ones who have more than 24 years of experience which included the last two teacher trajectories 

of the teaching profession. In the 24 years to 30 years teacher career phase, these teachers were 

maintaining motivation despite external influences such as policies. Day et al. (2007) mentioned 

primary teachers had stronger motivation compared to secondary teachers where almost half 

were losing motivation. However, Day et al (2007) distinguished two groups amongst the 24 

years to 30 years teaching career phase: one group was sustaining a strong sense of motivation 

and the other group was holding on but losing motivation. The last phase, sustaining/declining 

motivation, coping with change and looking to retire included teachers with or greater than 

thirty-one years of experience. Day et al (2007) also found two subgroups which they called 

teachers were maintaining commitment and the other teachers were tired and trapped. Yet, most 
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literature set the boundary generally at twenty-years and over (i.e., Lowe et al., 2019; Snyder, 

2017). Therefore, for this study, veteran teachers were identified as those who had taught 20 

years or more in the classroom setting.  

Why Focus on Veteran Teachers? 

According to Day (2017), “relatively less attention has been given to examining the 

nature of the tensions and challenges facing those who have had a substantial amount of 

experience in teaching (i.e., so-called ‘veteran’ teachers) and how and why they have managed 

(or not managed) to continue to fulfill their original call to teaching and sustain their 

effectiveness” (p. 59). Generally, literature mostly focused on the pre-service and early career 

teachers (Hobson & Maxwell, 2017 see also Kim & Seo, 2018) because of high attrition rate in 

early career teachers (Mansfield & Beltman, 2014), supports for sustainment (Burke et al., 2015), 

and possibly due to that “our society celebrates youth” (Alvy, 2005, p. 765). What was needed to 

be understood was the knowledge and wisdom that comes with experience (Alvy, 2005). Teacher 

preparation programs provided pre-service teachers with the fundamentals of teaching while on 

the job training provided the nuances of the contextual factors influencing in-service teachers’ 

motivation to stay or leave the profession (Bayani et al., 2013 see also Boyd et al., 2011). 

Therefore, by “gaining more complex views about the realities of their profession, coupled with 

the benefits of observing more experienced colleagues helps novice teachers acquire a more 

sophisticated perception of teaching and more effective tools to cope with difficulties” (Yariv, 

2013, p. 25).  
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In the literature, more experienced teachers were generally referred to those in the mid-

career (eight to 23 years-experience) and veteran teachers (24 and beyond years of experience) as 

they have remained in teaching while sustaining or not sustaining motivation in the profession 

while experiencing the challenges of work-life balance (Day & Gu, 2014). However, mid-career 

teachers were in the throw of figuring out work-life balance as most began their families and 

advance in their profession which added more responsibility (Day & Gu, 2014). Veteran teachers 

mostly had developed either coping or managing strategies for work-life balances (Day, 2017) so 

they focused more on student progress and building teacher-student relationships (Day & Gu, 

2014). Veteran teachers, particularly those who had developed managing strategies and had 

sustained their motivation, had a ‘been there, done that’ so the knowledge they could pass to 

those who were in the early stages of their career or in the middle of work-life balance crises 

could provide the encouragement and resilience to continue into the profession. As Valtierra 

(2016) explained in her narrative case study of Alice, a veteran educator in an urban school, she 

stated: “Teachers like Alice offer inspiration, and in times of despair her story and stories like 

hers, can rekindle one’s sense of purpose” (p. 188). 

Veteran teachers had a tactic knowledge that had received little attention (Day, 2017), and 

the motivation of these teachers were complex and not as well understood. This complexity was 

explained by Yariv (2013, p. 25) that experienced teachers, 

React to what they see and often have experienced and learned by ‘trial and error’. These 

 experiences often are not identified and articulated as skill, but they are: they are 

 problem-solving skills that should be considered and taught. Combining accumulated 
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 experience and focused training geared to overcoming rare, unexpected, and difficult 

 problems can be highly beneficial to novice teachers’ ability to successfully cope with 

 complex classroom situations. 

The knowledge gain, even in retrospect, provided insight to the complexity and 

generational challenges to better prepare the next generation of educators to not only survive but 

excel by increasing and maintaining motivation in the teaching profession for an entire career. 

Day et al.’s study (2007) on teacher career trajectory showed the picture of teacher motivation as 

more convoluted. Therefore, the underlying influences of teacher motivation was different not 

only between different phases, but the different subgroups as well. This more detailed 

understanding provided guidance on what individual teacher’s needs should be provided to 

increase motivation and commitment particularly those teachers with declining motivation and 

commitment. Researchers in education could better understand why some teachers successfully 

handled the challenges of the profession while others failed to manage the challenges effectively, 

and unfortunately, for a portion of those faltering with managing, eventually left the profession 

(Woods & Lynn, 2014).  Understanding of veteran teacher motivation could help with pre-

service educators and guide early career in service teachers and leaderships to prepare them more 

effectively for the complex challenges of the profession. This valuable knowledge could help 

better understand the needs and unique challenges faced by veteran teachers rather than leaving 

them unaided or misunderstood in those challenges (Day, 2017). Given this, veteran teachers’ 

motivation was unpacked through using Self-Determination Theory as a theoretical framework. .  
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Overview of Self-Determination Theory 

Ryan and Deci (2000) described their theory as an “investigation of people’s inherent 

growth tendencies and innate psychological needs that are the basis for their self-motivation and 

personality integration as well as for the conditions that foster positive processes” (p. 70). In 

other words, people have an innate need to grow and develop, but the context and situation of the 

environment could help or hinder that need. Ryan and Deci (2000; Deci and Ryan, 2000) 

determined and focused on the psychological needs, competence, autonomy, and relatedness 

rather than physiological ones due to the dual nature of psychological needs. Meaning, if the 

context of the environment was more supported to meeting these needs, the quality of well-being 

and persistence of tasks would prevail whereas, if not, the quality of well-being and persistence 

of tasks would be subdued. Physiological needs such as for food and water did not have this 

duality. If one lacks food or water, the desire or motivation to meet the need becomes more 

persistent, consciously. 

The support or hindrance of the basic psychological needs impacted the type of 

motivation and self-regulation of tasks an individual possessed. To explain the nature of each 

type of motivation, Ryan and Deci (2000) developed two sub-theories. The Basic Psychological 

Needs Theory (BPNT) focused on the three basic psychological needs and intrinsic motivation. 

Environments which met the basic psychological needs, specifically autonomy and competence 

and somewhat for relatedness would have intrinsic motivation or pursued tasks for enjoyment, 

exploration, and novelty (Ryan & Deci, 2000). The explanation of extrinsic motivation was 

contained in another sub-theory called the organismic integration theory (OIT) (Ryan & Deci, 
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2000). In this sub-theory, external motivation was categorized based on the degree of locus of 

causality, internal regulation, and relatedness or value of the task (Ryan & Deci, 2000; Deci & 

Ryan, 2000). As the reason for performing or pursuing a task was more internalized and valued 

and autonomous, the motivation was either identified or integrated externally motivated (Ryan 

and Deci, 2000). Whereas, if the reason was externally controlled and not internalized, the 

motivation was either external regulation or introjected external regulation motivated with 

amotivation as a lack of intention (Ryan & Deci, 2000). SDT provided the framework to 

investigate multiple basic needs influencing veteran teachers and translated the perspectives of 

needs met into a type of motivation. And I  unpacked each need of SDT around teachers and 

highlight veteran teachers’ need and motivation.   

Teacher Self-Determined Motivation 

The importance of having all three needs and how they are interrelated. One of the 

sub-theories of SDT was the BPNT. It postulated the level at which well-being and functionality 

obtained by an individual was based on whether the three basic psychological needs (BPNs): 

competence, autonomy, and relatedness were supported or thwarted in the context of their 

environment (Ryan & Deci, 2017). The work environments that satisfied the BPNs would 

provide changes in persistence, effective performance, job satisfaction, positive work-related 

attitudes, organizational citizenship behaviors, and psychological adjustment and well-being 

(Gagné & Deci, 2005). Satisfying the three BPNs allowed individuals to internalize and value the 

behavior which provided the why of behavior or goal attainment (Deci & Ryan, 2000). The 

interrelatedness of the three BPNs were evident in the literature as most focused on all the BPNs 
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rather than each need independently (i.e., Aldrup et al., 2017 see also Brien et al., 2012). 

However, some literature focused on  how autonomous environments impacts the perception of 

the BPNs (i.e., Pelletier et al., 2002 see also Roth, 2014). Yet, understanding the nuances of the 

basic psychological needs in a specific occupation was less understood. This nuance was evident 

in the BPN of relatedness for teachers when relatedness to students seemed to have more impact 

to this need satisfaction compared to relatedness to colleagues (Klassen, Perry et al., 2012). It 

was important to keep in mind that the three BPNs worked together rather than separately. But, 

for understanding each BPN, the following section looked at each BPN in relation to teacher 

self-determined motivation. 

Competence. The first BPN discussed was competence. According to Ryan and Deci 

(2017), competence referred to as the “experiencing opportunities and supports for the exercise, 

expansion, and expression of one’s capabilities and talents” (Ryan & Deci, 2017, p. 86). 

Competence was more than just the ability to perform a task. It also entailed the value of the task 

to the person (Rodgers et al., 2014). Competence was important as it was predictive in not only 

whether an individual performed a task, but would also persist, continued to improve their skills, 

and had more commitment because of the add value nature of the motivation (Deci & Ryan, 

2017; Rodgers, et al., 2014). In SDT framework, there have been two areas of research: (1) One 

area was about students’ development of competence in relation to teachers’ instructional 

approaches (Kunter et al., 2013 see also Lucenario et al., 2016; Stephen et al., 2011). (2) Another 

area of competence research was in relation to work environments. This area of research had 

found managers’ or supervisors’ autonomy-supportive leadership style was perceived by the 
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employees and how it met their BPNs which included competence (Baard et al., 2004). This had 

been also evident in the school setting in which a transformative leadership style which was 

more autonomous supporting promoted more self-determined motivation by satisfying BPNs: 

competence, autonomy, and relatedness (Eyal & Roth, 2011). 

For teachers, competence had been addressed in several domains such as pedagogical 

content knowledge (PCK), content knowledge (CK) (e.g., Kleickmann et al., 2013), emotional 

and communicative skills (e.g., Čilič et al., 2015), classroom management, student engagement, 

and instructional strategies (Tschannen-Moran & Woolfolk Hoy, 2001). Despite the various 

domains used to unpack teacher competence, the most frequently addressed teacher competence 

skills were classroom management, student engagement, and instructional strategies in relation 

to teachers’ sense of efficacy. Although the terminology was different, the underlying 

assumptions of competence and self-efficacy were similar. Self-efficacy had been studied over 

forty years to address competence, including teacher efficacy. Teacher self-efficacy had been 

defined as “a judgment of his or her capabilities to bring about desired outcomes of student 

engagement and learning, even among those students who may be difficult or unmotivated” 

(Tschannen-Moran & Woolfolk Hoy, 2001, p. 783). The Teacher Sense of Efficacy Scale (TSES) 

differentiated teacher skills into three domains: efficacy for classroom management, efficacy for 

student engagement, and efficacy for instructional strategies (Tschannen-Moran & Woolfolk 

Hoy, 2001). Classroom management were the tasks or skills used to “maintain a learning 

environment that allows for positive interaction, access to learning, and enhanced student 

achievement” (Aloe et al., 2014, p. 105).  Instructional strategies domain referred to the “various 
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instructional methods that enable and enhance student learning” while student engagement 

referred to teachers’ ability to “activate students’ interest in their schoolwork” (Zee, de Jong et 

al., 2016, p.43). These three domains were specific to the teaching profession across all subject 

matter and grade level. 

Perceived self-efficacy of a teacher had shown to influence teacher job satisfaction and 

commitment (Carinus et al., 2012 see also Collie et al., 2012) as well as teacher burnout and 

emotional exhaustion (Aloe, et al., 2014 see also Dicke et al., 2014; Evers et al., 2002; Skaalvik 

& Skaalvik, 2007; Yu et al., 2015). Increasing teachers’ self-efficacy  generated more satisfied, 

less stressed teachers for the classroom. Not only did teacher self-efficacy improved the teacher’s 

perspective of their career, it improved the classroom quality in relation to instruction 

(Holzberger et al., 2013 see also Yeo et al., 2008; Zee,  Koomert et al., 2016), teaching 

orientation (Huang et al., 2007), students’ perceptions of the classroom (Miller, Ramirez, & 

Murdock, 2017), and collaboration in professional learning communities (Zonoubi et al., 2017). 

Overall, a teacher’s self-efficacy in their capabilities for the profession improved the teacher’s 

view of their chosen profession and directly impacted the student’s achievement in the 

classroom. 

Yet, a few studies had focused on veteran teachers or longitudinal studies to understand 

the fluctuations or sustainability of self-efficacy over a career. Tschannen-Moran and Woolfolk 

Hoy (2007) found overall experienced teachers had greater self-efficacy compared to novice 

teachers. Experienced teachers had significantly higher self-efficacy in the efficiency subscales 

for instructional strategies and efficacy for classroom management compared to novice teachers, 
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but there were no significant differences in the efficacy for student engagement subscale 

(Tschannen-Moran & Woolfolk Hoy, 2007). This could be due to the experienced teachers have 

more mastery experience compared to the novice teachers as well as positive vicarious 

experiences and social persuasion (Bandura, 2001).  In contrast, Klassen and Chiu (2010) 

findings indicated teacher self-efficacy increased until it peaked between 20 through 25 years of 

experience and decreased afterwards. This discrepancy between the studies could be the result of 

not distinguishing between Day, et al.’s (2007) subgroups of veteran teachers (+ 24-years of 

experience) which included a highly motivated group and unmotivated group and terminology or 

boundaries of ‘experienced’ teachers.  While competence was an important BPN, competence 

alone could not bring self-determined motivation unless the other two BPNs of relatedness and 

autonomy were also met. In the next section, autonomy was discussed. 

Autonomy. Within SDT framework, the BPN of autonomy had been the major focus in 

research in many areas including the field of education (i.e., Collie et al., 2016 see also Nie et al., 

2015). Autonomy has been defined as “volition-the organismic desire to self-organize experience 

and behavior and to have activity be concordant with one’s integrated sense of self” (Deci & 

Ryan 2000, p. 232). It has also been defined later as “the need of individuals to experience self-

endorsement and ownership of their actions-to be self-regulating in the technical sense of that 

term” (Ryan & Deci, 2017, p. 86). Not only do individuals needed to feel they have options of 

different actions for a task but internalized the actions and tasks as valuable to oneself or goals. 

Another aspect of literature within the construct of autonomy was autonomy-support. While 

autonomy referred to the perspective the individual had to its own environment, autonomy-
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support referred to the level of autonomy an individual provided to others in a certain 

environment. Autonomy support has been defined as “an attitude of unconditional regard and a 

desire for the empowerment and self-actualization of the client” (Ryan & Deci, 2017, p. 443). 

For educational research, most of the literature has focused on autonomy supportive teachers in 

relation to student outcomes (i.e., Reeve, 2006 see also Ruzek et al., 2016). However, some of 

the literature has addressed autonomy supportive school leadership on teachers’ need of 

autonomy and its outcomes such as job commitment and burnout. This literature was discussed 

next. 

 When teachers perceived their work environment as autonomy supportive from the 

leadership (Eyal & Roth, 2011), there was less burnout and emotional exhaustion (Fernet, 

Trépanier, et al., 2016 see also Van den Berge et al., 2014) or overall, a better well-being in their 

work environment, the classroom (Nie et al., 2015). When the BPN of autonomy was supported, 

teachers were more willing to implement new strategies (Lam et al., 2010), including becoming 

more autonomy-supportive in the classroom and attending professional conferences (Carson & 

Chase, 2009) which provided the opportunity to increase students’ self-determined motivation. 

Lastly, job satisfaction (Collie, et al., 2016: Nie et al., 2015) and commitment (Collie et al., 2016 

see also Fernet, Trepanier et al., 2016) was increased when teachers perceived their work 

environment as autonomous. 

Although these studies addressed the importance and value of autonomy for teachers, 

what is missing from the literature was teacher autonomy in relation to their developmental 

trajectories. Only a few studies addressed teacher autonomy for different stages of teacher 
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development. For example, while the study focused on early career teachers, Fernet, Trepanier et 

al. (2016) indicated that the perception of autonomy decreased between the first year to the third 

year of teaching. First year teachers felt more autonomous in their environment because they 

now had their own classroom and the freedom to establish how the classroom would be 

organized and structured for the students while the more experienced teachers noticed the 

constraints of the classroom, such as high stakes testing and mandated curriculum (Consuegra et 

al., 2014). However, while experienced teachers held on to more controlling strategies in the 

classroom, if they were provided professional development modeling autonomy, they were more 

likely to observe the benefits for their students and provided that type of environment more in the 

classroom (Aelterman et al., 2016). As shown in the literature, the sustainability or understanding 

of the need of autonomy for veteran teachers was less understood and needed more attention. 

While autonomy and competence played a role in the self-determination motivation of teachers, 

the last BPN of relatedness was also an important aspect. 

Relatedness. Relatedness was the last basic psychological need to be discussed. 

According to Deci and Ryan (2000), “relatedness refers to the desires to feel connected to others-

to love and care, and to be loved and cared for” (p. 231). Ryan and Deci explained further that 

relatedness “is not merely being admired that counts…people must have the perception that 

others care for them unconditionally rather than conditionally and that they are accepted for who 

they are” (Ryan & Deci, 2017, p. 97).  Their definition and explanation emphasized the 

importance of the perception of relatedness, which provided the fulfillment of the BPN not the 

behaviors to attain the relatedness (Ryan & Deci, 2017). The relatedness to a group, culture, or 
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organization allowed the behavior to persist by becoming more internalized with continued 

acceptance and belonging (Ryan & Deci, 2017).   

 In the field of education, teachers have different types of relationships: teacher-students, 

teacher-colleagues, teacher-parents, and teacher-administration. However, most literature focused 

most on the teacher-student relationship and the teacher-colleague relationship (i.e., Collie et al. 

2016 see also Klassen et al., 2012). Substantial amount of literature addressed the importance of 

teachers’ fulfillment for the need of relatedness between teachers and students (Aldurp et al., 

2017; see also Klassen et al., 2012; Collie et al., 2016) and was probably since teachers spend 

most time with students in the classroom. Teachers with a positive relation with students in the 

classroom provided the teachers with more enthusiasm and less stress in the classroom (Aldrup 

et al., 2017), psychological health and, indirectly, with work performance (Brien et al., 2012), 

organizational commitment (Collie et al., 2014), and, more importantly, more intrinsic forms of 

motivation (Carson & Chase, 2009). Research also showed that elementary teachers reported 

higher levels of relatedness with students compared to secondary teachers (Klassen et al., 2012). 

Elementary teachers typically spent their day with one class of students, whereas secondary spent 

one class period with a class each day. Even though literature emphasized the importance of 

relatedness with students, colleague relatedness also played a role. Relatedness with colleagues 

had an impact with both teacher well-being and overall well-being (Collie et al., 2016). Feeling a 

part of the school community provided outlets to collaborate and problem solve as a collective 

whole rather than in isolation. Therefore, the stresses of the occupation were lessened or 
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appeared to be worthwhile to achieve for the community of the school, thereby increasing 

teacher well-being and job satisfaction.  

 As such, existing research addressed the significance of relatedness for teachers, little is 

known in the literature concerning veteran teachers’ need for relatedness, especially how their 

relatedness was sustained or changed over time.  One study noted the number of years the 

teacher was at a current school had more fulfillment in the need of relatedness (Marshik et al., 

2017). But did not distinguish between relatedness to students where the generational difference 

was more evident or to colleagues. Understanding how relatedness need was developed, 

sustained, and fulfilled throughout a career was less known along with the other two BPNs of 

competency and autonomy. Noted by Hobson and Maxwell in their study of early career teachers 

and implied that well-being “is dependent upon the interaction of greater number of individuals, 

relational, and micro-, meso-, and macro-environmental factors” (2017, p. 186). By gaining 

knowledge of how the BPNs were developed and sustained throughout a career, adjustment to 

the working environment had an impact to teacher well-being, performance, and commitment. 

The three BPNs were one aspect or sub-theory of SDT. Another aspect or sub-theory is 

Organismic Integration Theory or OIT. OIT provided a framework as to how an individual  

transitioned from various levels of extrinsic motivation closer to the ideal intrinsic motivation by 

providing an environment conducive to perceiving the three BPNs: competence, autonomy, and 

relatedness, were being met. In other words, an individual could become more self-determined 

motivation if their perception of the environment allowed them to show their abilities for the 

tasks, they had volition or choice about how the task was done and felt a part of the organization 
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and/or colleagues they work with during the tasks. Leaders provided supports in the environment 

to help the perception of the BPNs being met. The next section summarized the theory and its 

importance to understanding teacher motivation, specifically veteran teacher motivation.  

Organismic Integration Theory 

There were two general types of motivation: extrinsic and intrinsic motivation. It 

appeared it was dichotomous, or an individual was either intrinsically motivation or extrinsically 

motivation. Either an individual was performing a task for authentic, pure joy or performing the 

task because of pressure of an outside source. But an individual could have a variation of 

extrinsic motivation that could begin to be internalized and more intrinsic. Therefore, extrinsic 

motivation was on a continuum with amotivation, or no motivation at the lowest part and 

intrinsic at the highest internalized and integrated motivation and depended on the satisfaction or 

thwarting of BPNs. Between these two points were different levels of extrinsic motivation: 

external regulation, introjected regulation, identified regulation, and integrated regulation. In the 

following paragraphs intrinsic motivation and each level of extrinsic motivation was discussed in 

further detail.  

 

Figure 1 

The Self-Determination Continuum of Types of Motivation (Ryan & Deci, 2000, p.72). 
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Ryan and Deci (2000) described intrinsic motivation as “people freely engaging in 

activities that they find interesting that provide novelty and optimal challenge” (p. 235). Intrinsic 

motivation did not have outside performance outcomes, such as money, fame, or grades attached 

to the task. Therefore, the individual perceived they have competence for the task, it was done by 

their own choice, and if in a group, felt accepted as part of the group. The level of extrinsic 

motivation occurred depending on the internalization and integration of the tasks based on the 

whether the BPNs were met or thwarted.  Extrinsic motivation occurred when “the performance 

of an activity in order to attain some separable outcome” (Ryan & Deci, 2000, p. 71). Ryan and 

Deci (2000) indicated that when an individual internalized and integrated the task, the individual 

valued the task and took ownership or saw the importance of the task for themselves presently or 

futuristically. Individual’s internalization and integration of the task determined the level of 

extrinsic motivation into more self-determined motivation (See Figure 1). 

   For the first two extrinsic motivation: external regulation and introjected regulation, Deci 

and Ryan (2000) indicated are more controlled motivations. External regulation was the least 
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internalized and integrated extrinsic motivation. An individual with this motivation was truly 

performing the task for external separate outcomes. External regulation was what most 

individuals viewed as extrinsic motivation in its purist form. External regulation type of 

motivation was equivalent to the rewards and punishments to reinforce or eliminate behavior in 

an immediate, short-term manner (Ryan & Deci, 2017). Because the action had not been 

internalized into the individual’s values and beliefs, the action would not continue unless the 

external consequences were in place. Introjected regulation was the next level with little 

internalization and integration. An individual with this level of external motivation was “taking 

in a regulation but not fully accepting it as one’s own.” So, the individual still had the outside 

external aspect controlling their behavior (Ryan & Deci, 2000, p. 72). In other words, the action 

had an affective, internal contingency rather than an external one (Ryan & Deci, 2017). So, it 

was one would think they ought to do or should do based on what others would think of those 

actions. Controlled motivation (i.e., external regulation and introjected regulation) indicated 

some aspects of the BPNs are thwarted by the individual’s environment. 

The last two extrinsic motivation levels: identified regulation and integrated regulation 

were  more autonomous or self-determined motivation because the individual had more 

internalization and integration to perform a task. With identified regulation, an individual 

recognized its importance and consciously began to value the task (Deci & Ryan, 2000). The 

individual saw the task as important to themselves for future utility, so the individual would have 

more probability to continually perform the task and with more quality. The most integrated and 

internalized extrinsic motivation was integrated regulation. An individual’s value of the task had 
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integrated into themselves by connecting it to their personal values (Deci & Ryan, 2000). In a 

sense, the individual had done a “self-compatibility check” with their own personal values and 

beliefs as a whole and the action became more authentic (Ryan & Deci, 2017, p. 188). The 

achievement of the levels of internalization and integration was dependent on how satisfied the 

BPNs were met.   

Existing Literature on Self-Determined Teacher Motivation in OIT  

In terms of the OIT, research for the work environment and self-determined motivation 

was limited. The OIT framework had been used in education research mostly concerning 

autonomous supportive teaching for student self-determined motivation (e.g., Reeve et al., 2004 

see also Wang et al., 2017), but some focused-on teacher self-determined motivation (e.g., 

Berkovich & Eyal, 2017 see also Janke et al., 2015). However, literature has begun to focus on 

what influenced or affected teacher motivation to become more autonomous supportive in the 

classroom (Kaft & Shahar, 2015) and how leadership influenced teacher self-determined 

motivation (Berkovich & Eyal, 2017). Güntert (2015) illustrated that work environments 

supporting more intrinsically, or well-internalized external motivation resulted in more positive 

work-related outcomes such as inherent pleasure or personal relevance. While this study’s 

participants were not educators, but a service- related field, insurance, the results provided 

insight to how environments supporting self-determined motivation provided more positive 

work-related outcomes. Within the context of education, teachers’ professional environment 

includes students, other colleagues, and administrators. Katz and Shahar (2015) indicated 

teachers who were more self-determined for teaching were more likely to adopt a more 
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autonomous supportive style in their classroom. Therefore, the teaching beliefs of teachers were 

associated with their motivation and in turn are associated to their motivation style for their 

students (Katz &Shahar, 2015). The importance to understanding the impact of the school 

climate on teachers’ self-determined motivation could enhance the learning environment of the 

students in the classrooms. Given this understanding about veteran teachers’ SDT motivation, I 

propose the following set of research questions.  

Research Questions:  

1. What types of motivation (autonomous or controlled) on the continuum do veteran 

teachers present? 

2.  How do veteran teachers perceive their basic psychological need satisfactions? 

3. Are there differences between the autonomous motivated and the controlled motivated 

groups in their basic psychological needs satisfaction? If so, how? 
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Chapter 3 Methodology 

Research Design 

In this study, I employed a qualitative research design supplemented with quantitative 

surveys. This study aimed at exploring veteran teachers’ perspectives of their self-determined 

motivation and its relation to three basic psychological needs: competence, relatedness, and 

autonomy. To understand one’s perceptions and experiences, it was necessary to unpack 

“meaning” of those experiences. Patton (1980) described qualitative research as a way to “find 

out what people’s lives, experiences, and interactions mean to them in their own terms and in 

their natural settings” (p. 22).  As humans, we construct meaning based on the interactions with 

the environment and culture. Therefore, this aligns with the philosophical framework of 

constructionism. Constructionism postulated that ‘meanings are constructed by human beings as 

they engage with the world they are interpreting” (Crotty, 1998, p. 43). This interaction was 

essential. Individuals bring intentionality to the experiences and influences to the construction of 

the meaning. Crotty explained that “intentionality brings to fore is the interaction between 

subject and object” (1998, p. 45). In constructionism, the subject and the world are not 

completely separated. How we relate or reference the object is the direction we will construct its 

meaning. As qualitative research was based on these assumptions, it provided participants a 

‘voice’ and more depth and detail of the phenomenon being studied. By focusing on the meaning 

of the experiences described by veteran teachers in the context of their professional setting, this 

study provided a much deeper understanding their motivation and how they sustained it, as well 
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as what demotivated these teachers who had remained in the profession for a long time despite 

many challenges. 

Participants 

Sampling Strategies. The sample of the study included a purposeful sampling strategy, 

criterion sampling and snowball sampling. Purposeful sampling means “that the inquirer selects 

individuals and sites for the study because they can purposefully inform an understanding of the 

research problem and central phenomenon in the study” (Creswell, 2013, p. 156). Specifically, I 

employed a criterion sampling, which required individuals in the sampling population must meet 

certain criteria to have the possibility to be recruited and participate in the study as well as 

quality assurance (Creswell, 2013). The inclusion criterion of the sample included teachers who 

have taught at least 20 years and currently teaching in the PK-12 Oklahoma public school 

classrooms. A minimum of 20 years of teaching experience was based on studies that defined 

veteran or experienced teachers as such (i.e. Lowe et al., 2019; Snyder, 2017). Gender, age, 

ethnicity, school location, subject matter, and grade level was not used as inclusion criteria of the 

sample selection. While criterion sampling was the primary focus of sampling strategies, I 

included snowball or chain sampling. Creswell (2013) described snowball or chain sampling as 

to identify “cases of interest from people who know people who know what cases are 

information-rich” (p. 158). Therefore, at the end of interviews, I asked the participant if they 

knew of another veteran teacher who may be willing to participate in the study. I used my 

contacts as a former educator and used information from former colleagues who may had known 

teachers with the criteria and reached out to those individuals for recruitment purposes. This last 



BPNS RELATING TO SDT MOT 

 
 

35 

strategy became crucial when the COVID-19 pandemic occurred. I had to rely on snowball or 

chain sampling to interview the minimum number of participants and included a participant with 

19.5 years of experience as it was close to 20 years of experience.  

Sample Size. Different factors determined the sample size of a qualitative study: scope of 

the study, nature of the topic, quality of the data, and the study design (Morse, 2000). Since the 

aim of the study was to find the meaning of veteran teachers’ perception of SDT’s BPNs based 

on their type of SDT motivation, this study followed the recommendations generally found for 

grounded theory or in-depth interviews which is 20-30 participants (Creswell, 2013; Dworkin, 

2012). The sample size of the study goal was around 20 participants at minimum and was to 

continue until saturation of the data is reached (Creswell, 2013; Shank, 2006). Saturation of the 

data meant “you have studied in a particular setting long enough so that you are now only 

finding things that you have already found” (Shank, 2006, p.31). Dworkin (2012) mentioned that 

this allowed for a thorough examination of the phenomenon, maximized the possibility to 

establish the relationship between “conceptual categories and identify variation in processes” (p. 

1320), and increased the chances that negative cases have been explored. Although I did not 

reach the saturation point, due to the COVID-19 pandemic only 20 participants were interviewed 

and included a participant with 19.5 years of experience. The demographics of the participants 

are in Appendix E. 

 Recruitment Strategies. Veteran teachers were recruited by several methods. (1) Mass 

emails sent out to teachers who worked in school districts that did not prohibit researchers from 

sending out mass emails based on the email addresses posted on the schools’ websites. Mass 
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email recruitment script was attached in Appendix A. An example list of school districts and 

schools were listed in Appendix B, (2) Mass messages were sent through Facebooks groups 

dedicated to Oklahoma teachers such as Oklahoma Science Teachers group, Oklahoma 

Education Association group and Oklahoma Teachers-The Time is Now! Group, (3) Using 

existing professional networks I have, I reached out teachers and administrators who knew 

veteran teachers in Oklahoma, and (4) Once I started interviews, I asked the participant if they 

knew veteran teachers and asked to provide those teachers with my name and contact 

information.   

Data Collection 

 Data Sources: Survey. The purpose of the surveys was to help determine what type of 

self-determined motivation the teacher perceived themselves and their satisfaction level in the 

three BPNs. This provided a context to understand the in-depth interviews and what perceived 

factors influenced that type of self-determined motivation and level to which the three BPNs 

were met. The surveys were given before the semi-structured interview. The first survey was the 

Work Task Motivation for Teachers or WTMST developed by Fernet, Senecal, et al. (2008). The 

original measure contained 15 items for the five motivational constructs of the OIT for six main 

teaching tasks: class preparation, teaching, evaluation of students, classroom management, 

administrative tasks, and complementary tasks (Fernet et al., 2008). Due to the length of the 

survey and questions of whether teachers would take that long of a survey plus volunteering to 

be interviewed, I chose two teaching tasks that takes majority of a teacher’s day to capture their 

self-determined motivation: teaching and classroom management. The items were prefaced by 
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the question, “Why are you engaged in the following tasks?” The participants used a seven-point 

Likert scale that ranged from one indicating ‘does not respond at all’ to seven indicating 

‘corresponds completely’ to gauge their perceived self-determined motivation. Examples of the 

items were ‘because it is pleasant to carry out this task’ representing an intrinsic motivation and 

‘because if I don’t carry out this task, I will feel bad’ representing introjected regulation. See 

Appendix D for the survey. The measure had an overall internal consistency or Cronbach’s 

alphas for each type of motivation were as follows: intrinsic motivation ranged from 0.83 to 0.96 

with a mean r =0.92; identified regulation ranged from 0.72  to 0.89 with a mean r=0.82; 

introjected regulation ranged from 0.79 to 0.89 with a mean r = 0.85; external regulation ranged 

from 0.64 to 0.87 with a mean r = 0.76; amotivation ranged from 0.75 to 0.81 with a mean r = 

0.77 (Fernet et al., 2008, p. 265). The validity of the measure the researchers used was 

confirmatory factor analysis which revealed adequate fit for construct validity (Fernet et al., 

2008). They also addressed convergent-divergent validity with the multitrait-multimethod 

approach with indicated very good support for assessing teachers’ motivation toward various 

work tasks (Fernet et al., 2008). Previous research studies (Fernet Guay et al., 2012 also see 

Gorozidis & Papaioannou, 2016; Moreira-Fontán et al.,2019) have used this instrument to 

measure self-reported self-determined motivation.  

Data Sources: Interviews.  

The major data source for the study were the participant interviews. Once the survey was 

completed, the participants, who consented, were interviewed using semi-structured interview 

questions (See Appendix C for interview question). The interviews were audiotaped with the 
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consent of the participant, transcribed, and analyzed both inductively and deductively to find 

themes for each of the three basic psychological needs. The interview questions provided in-

depth understanding of how these needs were (not) met in their workplace beyond what was 

indicated in the surveys. The interviews were between 15 minutes to 77 minutes and were 

conducted at the convenience of the participant as to time and location of the interview. Example 

questions were “What aspects of the relational dynamics (students, colleagues, administration, 

parents, & staff) do you feel most satisfied currently?” and “What was the most important factor 

that makes you stay in the teaching profession?” See Appendix C for semi-structured interview 

questions.  

Data Collection Procedures.  

A recruitment email was sent to all Oklahoma teachers (See Appendix A). Teachers had 

the option to click on the Qualtrics link embedded in the recruitment emails to participate in the 

surveys. At the end of the surveys, a question was asked if they would like to participate in an 

interview and if so, they could provide their contact information. Once the participant provided 

their contact information and met the requirements of the study, I called or emailed to schedule a 

date, time, and location of the interview. Once the date, time, and location were agreed upon, the 

interview took place. One change that occurred due to the COVID-19 pandemic was the most 

interviews were conducted over the phone or through Zoom. Consent was discussed before the 

interview began and was read to them and they verbally consented during a phone or Zoom 

interview. If the participant was recruited through the snowball sampling method, the participant 

may have not completed the surveys. A paper copy of the surveys was provided and completed 
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before the interviews commenced. At the end of the interview, I asked if I could contact them for 

follow up interviews if necessary. I also asked if they knew of other colleagues, in or outside the 

current district who met the criteria and wished to participate as well. If they did, I asked them to 

provide them with my contact information.  

Data Analysis 

 Survey: The WTMST was scored first to classify the teachers’ type of self-determined 

motivation: autonomous or controlled. Existing studies calculated the scores as follows: 

[(intrinsic motivation + identified regulation) – (introjected regulation + external regulation)] 

(Fernet, Guay, et al., 2012).  Fernet, Guay, et al.’s (2012) study did not include amotivation in the 

calculation citing amotivation “was not considered because it addresses quantity not quality of 

motivation” (p.518). Positive scores indicated autonomous motivation while negative scores 

indicated controlled motivation (Fernet, Guay et al., 2016). Several existing studies have used 

this dichotomy of motivation (i.e., Fernet, Guay et al., 2016) due to there has not been 

precedence to distinguish between all the types of self-determined motivation on the OIT 

continuum. Therefore, any numerical boundaries between the different types of self-determined 

motivation would have been arbitrary. For the current study, the boundary was determined by 

numerical positive scores indicated autonomous motivation and negative scores indicated 

controlled. The actual number represented the strength or amount of that type of motivation. For 

example, if a participant scored positive 20 and another scored positive 10, the former has 

greater autonomous motivation.  
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 Interview: First, the interviews were audio recorded and transcribed. Second, 

participants were grouped based on the survey outcome (e.g., controlled vs. autonomous 

motivation type). Third, for each group, interviews were analyzed using LeCompte and Preissle’s 

(1993) typological analysis that employed both deductive and inductive reasoning.    I sorted data 

using the existing categories of basic psychological needs (e.g., competence, relatedness, and 

autonomy) based on the SDT theory. Within each basic psychological needs category, the 

transcribed interviews were analyzed inductively. Then the specifics were “collected and 

gathered” to find “more general pattern of order” (Shank, 2006, p. 149) by creating profiles of 

each participant. This was done by making three circles for each need. Within each basic 

psychological need’s circle, the most satisfied was represented by the blue circle and the least 

satisfied was represented by the red circle. The circles of the BPNs were only linked if the 

participant mentioned the two BPNs when discussing only one BPN. This indicated they were 

dependent or interlinked. The arrows represented whether something was positively affecting an 

area of a BPN like a coping mechanism (blue arrow) or negatively affecting an area of a BPN 

(red arrow). The profiles were ordered from most autonomous to least autonomous and 

compared and the two groups were compared for any differences in profile. Fourth, interviews 

for each motivation type group are analyzed, major themes within the group were compared 

between the controlled group and autonomous group. This allowed to observe the underlying 

pattern of differences in satisfaction of each basic psychological needs and its relative value 

between the motivation type groups (See Figure 2). 
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Figure 2 

Theoretical Visual of Study 

 

Trustworthiness and Reflexivity 

 Trustworthiness: Lincoln and Guba (1985) established four criteria to meet 

trustworthiness: credibility, transferability, dependability, and confirmability. Each criteria 

reflects a question the researcher to ask him/herself when developing trustworthiness in his/her 

study. For the researcher to establish credibility, they had to ask the following questions to meet 

each of the four criteria (Lincoln & Gupa, 1985, p. 290) 

1) Credibility: “How can one establish confidence in the “truth” of the findings of a 

particular inquiry for the subjects (respondents) with which and the context in which 

the inquiry was carried out?” 
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2) Transferability: “How can one determine the extent to which the findings a particular 

inquiry have applicability in other contexts or with other subjects (respondents)?” 

3) Dependability: “How can one determine whether the findings of an inquiry would be 

repeated if the inquiry were replicated with the same (or similar) subjects 

(respondents) in the same (or similar) context?” 

4) Confirmability: “How can one establish the degree to which the findings of an inquiry 

are determined by the subjects (respondents) and conditions of the inquiry and not by 

the biases, motivations, interests, or perspectives of the inquirer?” 

For this study, I used triangulation and member checking to establish credibility. Triangulation is 

when “researchers make use of multiple and different sources, methods, investigators, and 

theories to provide corroborating evidence” (Creswell, 2013, p. 251). I used the framework of the 

SDT and other motivation theories such as SEVT, if necessary, for theory triangulation. I also 

performed researcher triangulation with other graduate students to triangulated the codes. The 

transcripts or coding were emailed for triangulation and discussed through email 

communications until an agreement was reached. The participants had the opportunity to check 

the transcripts and to provide clarification or additional information during the member check. 

To meet the transferability criterion, I provided the thick and rich descriptions from participants 

in multiple settings.  To establish both dependability and confirmability, researcher triangulation, 

an audit trail, and a reflexivity below, was completed. An audit trail included the raw data, data 

reduction and analysis products, data reconstruction and synthesis products and process notes to 

establish “residue of records stemming from the inquiry” (Lincoln & Guba, 1985, p. 319).  



BPNS RELATING TO SDT MOT 

 
 

43 

 Reflexivity: Reflexivity was an important aspect in qualitative research as the researcher 

was a participant in the data collection via interviewing. Creswell (2013) indicated “How we 

write is a reflection of our own interpretation based on the cultural, social, gender, class, and 

personal politics that we bring to research” (p. 215). Creswell further explained “All researchers 

shape the writing that emerges, and qualitative researchers need to accept this interpretation and 

be open about it in their writings” (p. 215). Therefore, qualitative researcher wrote a reflexivity 

to acknowledged “the biases, values, and experiences that [they] brings to qualitative research” 

(p. 216). The following was my reflexivity for my study. 

For 18 years, I was a secondary science teacher in both suburban and urban public-school 

settings. Throughout those years, there were multiple times the trials and challenges made me 

question my chosen profession and whether it was worth it to continue. But the successes and the 

relationships developed with the students gave me the motivation to continue. Thus, I began 

question myself as well as those colleagues who were more experienced as to why we chose to 

continue this profession despite the challenges we face both inside the building and in society, 

and what can we learn from these experienced teachers’ motivation. It was my rationale for 

wanting to study not only teachers in general, but more specifically veteran teachers. I did not 

make it to what some researchers have termed veteran teacher. I missed the mark by roughly two 

years. Yet, this understanding of why I remained as long as I did and more importantly, why 

those who continue to teach for their entire career still looms.   

My research experiences during the doctoral program have continued this need to 

understand teachers and the teaching profession. The pressures put on teachers continues to 
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mount and yet there are those that chose the profession and remain. Teachers are the ones on the 

‘battlefield’ per se teaching multicultural diverse student population content to meet the 

expectations of those outside of the educational world’s standards. Veteran teachers have ‘been 

there, done that’ throughout their careers and why they remain is not fully understood. My goal 

with this study was to shed some light on the motivation of those teachers who have remained 

and how they faced and continued to face teaching challenges.  

 By understanding the voices and knowledge of these veteran teachers could provide 

insight to their motivation, both sustaining and weathering, and insight on how to balance the 

challenges of teaching while sustaining motivation to continue to grow and improve as a teacher. 

Through my previous experiences as a teacher and my current research projects, I want to 

continue to understand teachers’ motivation and their needs to be successful in all settings. Now, 

this has become more valuable as I have re-entered the teaching profession fulltime and now 

getting closer to becoming a ‘veteran’ teacher. These ‘voices’ of the participants were insightful 

in the ways they were able to handle the demands of teaching and persist in very new trying 

times we are now entering: a post-pandemic era of education. 
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Chapter 4: Analysis 

RQ1: What type of self-determined motivation: either autonomous or controlled 

motivation do veteran teachers present? 

 The Work Task Motivation for Teachers, or WTMST (Fernet, et al., 2008), was developed 

to determine the type of self-determined motivation overall as well as for teaching and for 

classroom management. Each statement is related to a type of OIT motivation, and each 

statement had a 7-point Likert scale.  The score was calculated using the equation [(intrinsic 

motivation + identified regulation) – (introjected regulation + external regulation)] (Fernet, et al., 

2012).  The participant’s level of how the statement corresponded to each statement types were 

added and then placed into the equation. If the overall score was positive, the participant was 

classified as autonomous. If the score was negative, the participant was classified as controlled. 

If the score was zero, the participant was classified as neutral because zero is neither positive nor 

negative. There has not been a study that has defined the type of self-determined motivation to 

the level of the OIT continuum or cut off scores to identify each type of motivation on the OIT 

continuum. See Appendix E for all participants’ scores and classification.  

 A total of 123 surveys were fully completed by Oklahoma veteran teachers. The average 

total range of teaching experience was 19.5 to 50 years. A majority of the veteran teachers were 

female or 98 teachers. There were 25 male teachers. One teacher chose the option of “other”  

preferred not to specify.  

 

* Note. In Chapter 4 and Chapter 5, Name (A) = autonomous; Name (C) = controlled 
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Figure 3 

Overall Self-Determined Motivation of Oklahoma’s Veteran Teachers 

 

 Figure 3 displays the overall percentage of teachers that were identified as having 

autonomous self-determined motivation or controlled self-determined motivation. A majority of 

Oklahoma veteran teachers, who participated in the study, were identified as having autonomous 

self-determined motivation comprising 80% of the surveys. A smaller percentage, 18%, were 

identified as having controlled self-determined motivation. Only two percent had an overall 

score of zero. The determination of the type of self-determined motivation depended on whether 

the score was positive or negative. The number zero is neither positive nor negative. Therefore, 

this 2% of the veteran teachers, whose score was neither positive nor negative, could not be 

determined based on this study’s survey.  
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Figure 4 

Percentage of Type of Self-Determined Motivation for Teaching in Oklahoma’s Veteran Teachers 

 

Figure 5 
 
Overall Self-Determined Motivation of Oklahoma’s Veteran Teachers for Classroom 

Management 
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 The survey contained two areas relevant to teaching: teaching and classroom 

management. Figures 4 and 5 shows the percentages of autonomous, neutral, or controlled self-

determined motivation. The percentage of veteran teachers that were classified as autonomous 

for the area of teaching was 77%. Those that were classified as having controlled motivation was 

13%. The percentage of teachers classified as having a neutral motivation was 10% for the act of 

teaching. For the area of classroom management, 78% of the teachers were identified as 

autonomous while 18% were classified as having controlled motivation. Those that had neutral 

motivation or a score of zero on this portion of the survey was 4%. A slight decrease for 

autonomous motivation for classroom management compared to teaching was observed. 

However, there was an increase in neutral motivation between the area of teaching and the area 

of classroom management.  

 The variation of the overall self-determined motivation scores ranged from -13 to 43. 

Within this range, the scores of -12, 18, 26, 29, 33-37, and 39-42 had no teacher membership. A 

majority of the teachers clustered between -9 to 25. The score of 5 had the most group 

membership with six teachers. The scores of 6, 11, 17, and 23 had a membership of five teachers. 

The scores of -8, -3, 3, 4, 9, 15, 24, and 27 had four teachers. The motivation score of 0, 1, 7, 8, 

10, 12, 14, 16, 2, and 31 had three teachers for each score. The motivation scores of -13, -9, -7, -

1, 19, 22, 25, 28, and 38 had two teachers scoring these scores. The motivation scores of -11, -10, 

-6, -5, -4, -2, 2, 13, 30, 32, and 43 had one teacher score those scores. Figure 6 shows graphically 

the range of scores and the number of teachers in each score.  

 



BPNS RELATING TO SDT MOT 

 
 

49 

Figure 6 

Variation of Number of Oklahoma’s Veteran Teachers’ Overall Self-Determined Motivation 

Scores 

 
 
RQ 2: Were differences found in autonomous motivated group verses controlled motivated 

group in their basic psychological needs satisfactions? If so, how? 

 As mentioned in Chapter 3, the Works Task Motivation Survey for Teachers (WTMST) 

survey was designed to measure six dimensions teacher task: class preparation, teaching, 

evaluation of students, classroom management, administrative tasks, and complementary tasks. 

The WTMST is used to determine the self-determined motivation of teachers based of the OIT, 

more specifically for this study, autonomous motivation, or controlled motivation. Each section 
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has 15 survey items. It was determined the complete survey may be too tedious and teachers 

would most likely be more willing to take a shorter version. Therefore, two of the six tasks were 

used to measure self-determined motivation. The two sections or dimensions used in this study 

was teaching and classroom management as this are the two primary tasks teachers do mostly 

throughout the workday. Each section or dimension of the WTMST started with the question, 

‘Why are you doing this work task?’   

The teaching section of the WTMST focused on topics such as presenting instruction, 

answering questions, and listening to students’ needs. Some examples of the statements the 

teachers used to determine the level in which it corresponds to them were ‘Because the school 

obliges me to do it’ and because this task allows me to attain work objectives that I consider 

important.’ The classroom management portion of the survey focused on topics such as handling 

discipline, applying the rules, and managing students’ interruptions and conflicts. Some 

examples of the statements were ‘Because I would feel guilty not doing it’ and ‘Because it is 

important for me to carry out this task.’ Teachers then used a Likert Scale to determine how 

much the statements corresponded to them based on the two dimensions of the WTMST. The 

WTMST was beneficial to determine self-determined motivation of the two dimensions of 

teaching and classroom management based on how valued these tasks are integrated into the 

teachers. But it is a limitation it does not explain how the BPNs correlate to the teacher’s self-

determined motivation. Thus, it was necessary and useful to add interviews to capture the BPNs. 

The interview questions were focused more on the BPN aspect of the SDT. The questions 

for the interview were subdivided into each of the BPNs. Examples of questions asked for 
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relatedness were ‘What aspects of the relational dynamics (students, colleagues, administration, 

parents, & staff) do you feel most satisfied currently? Why?’ as well as ‘How do you handle 

those challenging aspects of relationships currently?’ Similar worded questions were used for the 

other two BPNs, competence and autonomy. This allowed to observe the themes of how the 

BPNs correspond to the two groups: autonomous motivated teachers and the controlled 

motivated teachers based on their scores on the WTMST. One task or aspect that was tried to 

observe was if the profiles could be anonymously ordered to compare to the profiles in the order 

of how they scored. This allowed to not only observe a complex pattern between the two 

motivation groups, but it also exposed the deviant cases. Therefore, the deviant cases found in 

the comparison will be discussed as they did not follow the observed pattern between the groups. 

In summary, the idea of anchoring the analysis based in the quantitative data and then elaborate it 

with the qualitative data. Codes are in Appendix G. This will provide the basis of the major 

themes found during the analysis.   

 Participant Profiles: Autonomously motivated veteran teachers had more ties between 

all three Basic Psychological Needs with some variance. 

 When observing patterns of the participant profiles, the autonomous group had more ties 

or codes connecting each of the three BPNs. Forty-three percent or 6 out of 14 of the profiles had 

linkage between relatedness and competence, relatedness and autonomy, and finally competence 

and autonomy (See Appendix F). This is compared to the 17% or 1 out of 6 who had a similar 

profile pattern.  The rest of the autonomous group had ties between competence and autonomy 

through relatedness with 50% or 7 out of 14 and one profile was the exception to either pattern. 
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The outliers will be discussed in a later section. Demographic information of the interview 

participants is in Appendix E. 

 Shelly (A) is an example of a profile whose all BPNs were identified as being 

intertwined.  The connection between her relatedness with her students and her competence was 

intertwined when she stated, 

Connecting to them [students-relatedness] on a technological level, even though I 

consider myself pretty tech savvy [competence] and I enjoy learning stuff about 

technology and, and um, and probably one of the, one, one of the few teachers who use 

technology as much as who use it often in the classroom. So many teachers don't because 

their too scared. Um, I'm not too scared, but I got to say that's where I'm definitely least 

confident [value aspect]. 

Shelly (A) used her competence to learn new skills, such as new technology, to relate to the 

students and allow belongingness to occur between her and her students in the learning 

environment. On the topic of autonomy, Shelly (A) explained,  

My autonomy I think is, has always been there. … I think just in the way that different 

administrations, …relay that information to you makes one believe they don't have that 

autonomy when, when really you do [relatedness]…you have got autonomy or um, just 

as by virtue of your position [value]. 

Shelly(A) acknowledged her autonomy perception does not change based on the 

administrator(s). She has autonomy because of her profession, a teacher. She also explained, “So 

now I have a little more confidence [competence] about decisions [autonomy] that I can make as 
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an employee. But again, it's just, it's not that I could never make those decisions before.” This 

quote connects her competence and autonomy. As she has grown and developed as a teacher, her 

experience provided growth in her competence in the classroom but also in autonomy or making 

decisions within the profession.  

 Donna (A) had all BPNs identified as intertwined like Shelly. When Donna (A) discussed 

a challenge with cell phones that she had in her classrooms, she stated, 

I'm going to say my biggest [value] challenge is cell phones. Um, because I don't want to 

collect them. I don't want to be responsible for them [autonomy]…And I think they need 

to learn how to manage them. They're going to have to learn how to manage them. So, 

um, I think at the beginning they're really good about not doing it. And then as they get 

more and more comfortable with you, cause they build a rapport [relatedness], they feel a 

little bit more lax and I have to get on them a little bit more and I don't like that. And I... I 

even told them if I continue to have to, we'll go to no cell phones [competence and 

autonomy] and that's opened their eyes a little bit. 

In Donna’s (A) classroom, students were allowed to have cell phones due to her choice or 

autonomy since cell phones do provide some utility in the classroom. However, even with this 

policy, the students improperly use them, such as play games or text friends, in class because of 

their relatedness to her. However, she shows her competence in classroom management by 

establishing her rules and the autonomy if she must change her policy for her classroom based on 

the behavior on her students.  
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 For both Donna and Shelly (both A) and four other autonomously motivated veteran 

teachers, have all BPNs identified as intertwined or interrelated. Even though the interview 

questions were divided based on each of the BPNs, it was observed through the analysis that the 

autonomous teachers were connecting all BPNs in two distinct patterns (connecting through 

relatedness, discussed in research question 2 or all three interconnecting) even when discussing 

or asked specifically about only one BPN. Donna and Shelly (both A) provide examples of the 

autonomous teachers discussing the value aspect of the BPNs whether it was a challenge or a 

strength. Similar to Slemp, Field, and Cho’s (2020) meta-analysis study of autonomous and 

controlled motivation of teachers, the finding was that there is a variance among the BPNs 

competence and autonomy; however, a greater variance when it came to tenure of the teachers. 

The results of the meta-analysis observed that the correlation between competence and 

autonomous teacher motivation had a significant decrease which suggested this need wasn’t as 

prominent to older teacher comparative to younger teachers (Slemp et al., 2020, p. 15). They also 

concluded that older teachers were more motivated by intrinsic motivation by internal factor or 

values such as “learning, growth, and enjoyment” (Slemp et al., 2020, p.15). This study provides 

a beginning understanding of the nuances of how BPNs interplay in those teachers who are 

autonomous motivation but also a need to understand the more misunderstood nuances of the 

interplay of the BPNs of controlled motivated teachers (Slemp et al., 2020).  Therefore, while 

autonomously motivated veteran teachers have their BPNs met, this study observed more 

autonomously motivated teachers have more ties or interlinked BPNs together and a value 

component either within each one or overall, at play too. 
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RQ 3: Are there differences between the autonomous motivated and the controlled 

motivated groups in their basic psychological needs satisfaction? If so, how? 

 Discussed in Chapter 2, competence “concerns the feeling of mastery, a sense that one 

can succeed and grow” (Ryan & Deci, 2020, p. 1). During the interviews the teachers were asked 

what their most confident aspect in their teaching was and why. Then they were asked what their 

least confident aspect in their teaching was and why. The last question they were asked was how 

they handled challenges that impact their confidence currently. The responses were coded, and 

the following themes were observed.  

3.1 Competence Themes 

3.1a. Almost all veteran teachers in both groups were most competent in their 

teaching skills. Ninety-five percent of the veteran teachers interviewed, or 19 out of 20, 

mentioned they were confident in one or more specific teaching skill(s) or generally mention 

teaching skills such as pedagogy, specific subject content, closure, and classroom management 

strategies. Teaching skills are any strategies used to ensure engaging learning was taking place 

and ensuring a safe, secure learning environment for students. Shelly (A)1 stated, “I'm pretty 

good at pacing my students, um, after I figure out where they are” as well as “my assessment of 

students and in my ability to teach and to differentiate for different kids…that's my, my biggest 

strength.” Shelly used different teaching skills each day in the classroom. Tammy (A) felt the 

same when she said, “just being able to, um, know what my students are struggling with and how 

to help them.” For Lisa (A), she mentioned “my pedagogy is fantastic. I think my drive is 



BPNS RELATING TO SDT MOT 

 
 

56 

fantastic and my actual wealth of knowledge and experience, I feel really confident in those 

things.”  

These types of confidence in their teaching skills were not only expressed by 

autonomously motivated teachers, but also the controlled motivated veteran teachers. For Matt 

(C), he described students learned best with hands-on learning and feels that “whether it be a lab 

activity you last simulation. Just because kids learn, like doing as opposed to being told and 

reading.” Rachelle (C) said, “I feel pretty good that they're engaged and they're, you know, 

learning and they're doing what they're supposed to be doing.”  Furthermore, Robert (C) felt 

confident in “leading by example and you know, demonstrating skills that they need to do … to 

accomplish great things.” Carrie (C) knows the areas where she is competence in because 

“students always come back to me and say, you know, my college English classes were so easy 

because of what you did.” Therefore, Carrie felt confident in “communicating…, the 

expectations of…, what they're going to face in college and preparing them for that. Maybe even 

over preparing them for that.”  For all but one veteran teacher, Donna (A), they were confident in 

the skills related to teaching in the classroom with students. I will discuss the deviant case 

separately later in this section.  

3.1b. Autonomous group attributed their competence to internal characteristics 

compared to the controlled group who did not attribute their competence to an internal 

characteristic. The autonomous group had 5 out 14, or 36%, compared to 1 out of 6, or 17%.  in 

the controlled group that attributed their competence to internal characteristics – sometimes 

controllable factors and other times uncontrollable factors. Lisa (A) stated, “I think my drive is 
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fantastic and my actual wealth of knowledge and experience, um, I feel really confident in those 

things.” She attributed her success to her drive, knowledge, and experiences, all of which are 

internal characteristics. She continued that her variety of teaching experiences are valuable in the 

classroom as she explained, 

I've had a lot of, um, life experiences able and I've had educational experiences, um, 

having taught and learned everywhere from pre-K up through, um, uh, doctoral students. 

So, I think all of those give me my experience I think is probably the best thing that I 

bring, both in and out of the classroom.  

Lisa (A) made the choice to obtain a doctorate in education which provided her various teaching 

experiences. Lisa attributed these choices she made, which are internal and controllable, to build 

her competence in the classroom. When Michelle (A) discussed where she felt most competent, 

she said, “communication skills with my kids. Um, my heart for caring because I do work with 

the lower reading kids.” She related her competence to an internal characteristic of caring heart 

and communication skills. She also mentioned she was “happy with where I'm teaching kids 

right now.” She as well as Lisa (A) connected their competence in teaching not only to a specific 

or general teaching skill, but they also attached it to an internal characteristic they attribute to 

their competence. Dawn (A) attributed her competence to “organization, I'm very organized and 

um, have a routine” For Dawn,  Lisa, and Michelle (all A) were examples of autonomous 

teachers attaching an internal attribute to their competence in teaching.  
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 The controlled group did not attribute their most competent skill teaching except for one 

teacher, Denise (C). Denise attributed the internal characteristics of punctuality and organization 

to herself. Denise stated, 

Organization is really strong, uh, with me. Um, I'm a little bit OCD, I will admit. And so 

because of that I like things organized. I like to have all my ducks in a row. Um, I'm a 

little bit of a perfectionist. I hate to say that, but I am. And uh, the cause of that, I really 

stay on top of things. 

She also mentioned, “My punctuality, you know, if I get something, I'm really pretty good about 

getting, getting it taken care of.”  Denise (C), like Dawn (A), attribute organization as an internal 

attribute for their competence.  

3.1c. Teachers with controlled motivation mentioned more a specific teaching aspect 

as their least competent area compared to autonomous group who mentioned more indirect 

teaching skills such as technology, paperwork, and grading. When discussing what they were 

least confident in their teaching, 67%, or 4 out of 6, of the controlled teachers mentioned a 

specific area of teaching compared to 14%, or 2 out of 14, of the autonomous group. Robert (C) 

said, “sometimes straying from the subject” was what he is least competent in teacher. While 

Robert tends to go off topic, Denise (C) claimed “I'm not a huge math person. I like math. Okay. 

But it's not my strong point. I mean, don't take me above third grade, that's not my thing.” 

However, Rachelle and Matt (Both C) agreed that keeping up with Individualized Education 
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Plans or IEPs for those students with learning disabilities is a teaching aspect they have not felt 

least competent. Rachelle explained, 

I struggle with our, um, students with, um, on IEP with needs. Um, and it's not that I don't 

try to, you know, meet those needs and help them, but when my class sizes are the size 

that they are, it's really hard to meet the needs of them as well as the other students. So I 

think that's an area I really, really, I need help in. And I think across the board in schools, 

I think need to do a better job. 

Matt (C) shared the sentiments as Rachelle (C) stating, 

we have a very high number of kids on IEP and it's just hard to keep track of them all and 

they're all there and adaptations, all, we have a fairly good ratio of special ed teachers, 

but they don't really come down and help in the class. So it's really hard sometimes to be 

able to recall hopefully what each individual kid situation is. 

For the controlled motivated teachers interviewed, majority struggles with a certain aspect of 

teaching in the classroom even though the controlled group overall expressed that they are most 

satisfied with teaching another skill or general teaching skill overall. 

Among autonomous controlled teachers, Jamie and Dawn (both A) did mention a specific 

teaching strategy that they were least competent and deviated from the autonomous motivated 

group who mostly mentioned indirect teaching strategies such as technology, paperwork, and 

grading. Jamie stated.  
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I'm having right now is struggling with math and I really like all the STEM stuff and I, I 

have done several math, science integration things, but I would really like to know more 

of a little bit more about the, you know, the engineering part. 

Jamie (A) realized because of a student who was interested in STEM like problem solving, she 

needed to bring that into the classroom, but her competence was not where she wanted it.  Dawn 

(A) mentioned closure at the end of class was her least competent area. Dawn explained, 

My closure because a lot of times towards the end of class, like the last 10 minutes after 

I'd done my lesson and it's kind of work time. I do touch base with each table kind of 

individually as I'm walking around, but I don't really have an okay class. Do you 

remember like these three items? I do sometimes, but I don't feel like I am good at 

closure. 

As such, Jamie and Dawn (Both A) had specific teaching skills they felt needed improvement. 

 Seventy-nine percent of the autonomous group teachers, or 11 out of 14, mentioned being 

least competent in skills indirectly related to teaching such as grading and technology. Four 

teachers mentioned technology as their least competence. For Dean (A) just stated, “aspects of 

teaching, I feel least confident with, uh, application of technology.” Susan (A) explained, “I get 

nervous and scared that things are going to flop because even when you know what you're doing, 

sometimes technology flops on you.” Shelly (A) described that there is: 

trend now is towards technology. What are you going to do to connect with these kids, 

um, with technology? And the irony of that is that, you know, just because kids are 
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playing with technology and it's like a major part of their life doesn't mean you can't 

engage them with something that's not technology. 

Steven (A) also mentioned technology and having to “new technology” and said, “new things as 

they come, come at you and down the road. I got I think one more year to go and then I'll be 

done.” Steven, while adapting and learning about the new technology, he also looks forward to 

retiring so it will be the end of learning about it. Only one controlled teacher, Jennifer mentioned 

technology as her least competent stating, “I don't always feel competent to um, add as many 

new technology pieces to my classroom.” 

 Three autonomous motivated teachers mentioned paperwork such as grading and filling 

out forms for purchases or field trips as another least competence discussed. Sarah (A), a choir 

teacher, mentioned paperwork as her least competence because of “the detail stuff of how.... did I 

order a bus for that contest. I can't remember if I did or not or things like that. I just, all those 

little details hate that stuff.” Diane (A) said paperwork too when she explained, 

Paperwork. Uh, I am a procrastinator and I'm not talking about a moderate procrastinator. 

I'm a late procrastinator. Uh, it just, it's, Oh my goodness. I wish I could be one of those 

people that just gets everything done right away, but it's, I don't think it's in my DNA. 

Amanda (A) provided a reasoning of struggling with paperwork particularly grading student 

work because “I struggle sometimes with the fact that we have so many kids and you know, we 

have so many troubled kids.” She felt that the number of students in her class has increased over 
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time, and many have trauma in their background, so she gets behind on grading and spends more 

time dealing with various behavior issues.   

3.1d. The autonomous group had more teachers mention handling competence 

challenges with their reflective strategies and focusing on students while the controlled 

group mentioned continued learning. When the teachers were asked how they handled 

competence challenges, 50%, or 7 out of 15, autonomous teachers mentioned handling 

competence challenges by their reflective strategies compared to 67%, or 4 out of 6, controlled 

teachers who mentioned continued learning. Other ways mentioned by both groups were self-

care, growth, and experience on the job. Martinez et al. (2021) defined self-care as “the ability to 

care for oneself through awareness, self-control, and self-reliance in order to achieve, maintain, 

or promote optimal health and well-being” (Conclusion, para. 1). However, 29%, or 4 out of 14, 

autonomous teachers mentioned focusing on students compared to controlled motivated teachers 

who did not mention this strategy.  

 The autonomous group used more of their reflective strategies to handle challenges such 

as be flexible, be open to new experiences, be reflective and be on top of things or just do it type 

of attitudes. Jamie (A) said she must be “flexible enough to bend and change with the group” and 

to be “open to new things.” Donna (A) said, “You still do what needs to be done and you just 

kind of take it in stride.” Some autonomous teachers also reflect on past successes to develop 

reflective strategies. Lisa (A) described what she said to herself during one challenge to 

competence by saying, 
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 I basically told myself, hey, I'm good at the other things that I teach. Why wouldn't I be 

good at this? And, and, and I think starting off with that attitude kept, kept my confidence 

up so that it didn't ever have to falter. 

Tammy (A) similarly said, “I'm like, okay, you've dealt with a similar situation. Here's how you 

handled it.” Diane (A) took this further by reflecting on what works best for her when she 

explained, 

I'm going to school and because I'm a wife with two busy young men, uh, I have a 

planner. Um, so I have to write everything down and to learn that my best time of day is 

from five to seven, seven 30. That's my most effective time early in the morning when no 

one else is up and I get most of my work done and so I pace it out so I can put as much in 

the mornings as possible. 

Sarah (A) has also learned to do all the paperwork she had to do at once. She said, “I do that now 

too with Pos [Purchase Orders] and all that kind of stuff. Like I know I'm going to spend money 

with these 19 vendors next year, so let's just go ahead and do it all at once.” Amanda (A) stated, 

“I've gotten to where when I'm looking at an assignment, I'm thinking I plan when we're going to 

grade it together and we graded in class together.” For each of these autonomous teachers, they 

had to look in reflective strategies to solve challenges with their competence challenges.  

 The autonomous motivated teachers mentioned other strategies to handle competence 

challenges that were not mentioned by controlled motivated teachers. Twenty nine percent, or 4 

out of 14 of the autonomous group mentioned focus on students as a strategy. Lisa (A) uses her 
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students to help with competence challenges by seeking out feedback from “students and I'll ask 

them, hey guys, you know, was this a, was this a decent lesson? What's, you guys have to give 

me feedback” when she feels like she is not doing her best. Lisa (A) even stated, “I'm looking 

more towards my student feedback than administrator now.” Cindy (A) also wants student 

feedback to handle competence challenges when she stated,  

And so, I think to keep my confidence, I've learned to just enlist the kids sometimes to 

say, well, that didn't work, so what is Mrs. [Cindy] do wrong and let's be nice, but let's 

figure it out. And then it helps me just feel more confident that when they do something 

in the future, it just helps maintain that confidence that if it doesn't work, so what? We'll 

figure it out. 

Michelle (A) uses students in a different way to handle her competence by “putting it [learning] 

back on them and showing them that I care.” Michelle realized she must “really stressed with 

them cause we're talking about mindset in my room. It's their mindset to really want to learn. I 

can't change that mindset.” Michelle (A) uses student ownership of their learning to keep that 

stress of feeling like she is the only one responsible for their learning occurring. She recognizes 

that learning is not just what the teacher does, but it is a ‘two-way street.’ The students have a 

role in learning and Michelle (A) provides the environment to allow the students to take that 

ownership of their learning. When she sees them take that ownership using the strategies, it fuels 

her competence to continue her own learning and growth. For these autonomous motivated 

teachers, their students are considered as a source to utilize to build their competence.    
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Sixty-seven percent, or 4 out of 6, of the controlled motivated teachers used learning in 

general to deal with competence challenges compared to 29%, or 4 out of 14, of the autonomous 

motivated teachers, which is not specifically student focused. Carrie (C) explained, “I've never 

stopped learning how to deal with different things.” Jennifer explained, “I think I have to do a lot 

of self-education. I cannot sit around and wait for my school to decide to provide those 

opportunities for me. I have to seek a lot of that out on my own.” Denise (C) described her 

learning as follows, 

I do lots of PDs for math, huge amount of PDs for math. I've gone to seminars and 

workshops and read books and everything cause I do want to stay up on the latest 

research and knowledge and everything. So, I do my job…that is my job to stay on top of 

that. 

This learning does not have to be district required or formal as Rachelle (C) said, “our special ed 

teacher and his para. I talked to him quite a bit and get ideas and suggestions from him and help 

from him.” Learning can come from informal experiences within the school building. For the 

controlled motivated teachers, learning was the most mentioned way they handled competence 

challenges, while more autonomous motivated teachers relied more on their reflective strategies.  

 Twenty-nine percent, or 4 out of 14, of the autonomous and 50 %, or 3 out of 6, of the 

controlled motivated groups also mentioned growth and experience from being on the job has 

helped in handling competence challenges. Shelly (A) stated,  
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my confidence is definitely like to say like my decision making in regards to grading 

practices, discipline practices. I guess those two most of particular my confidence in 

those has definitely gone up, as a result of my profession. 

Shelly (A) has become more competence through her profession of more than 20 years. As she 

continued, she grew more competent as she continued with the teaching profession. Sarah (A) 

explained that her experience has given her the knowledge that “just knowing that I can stand in 

front of a group of kids and say, I've been doing this longer than you've been alive so you can 

trust me. Don't worry about it. I've got it.” Dawn (A) also said, “I know I've been teaching it for a 

long time, and I feel confident in the content I need to give them and what they need to know, 

what the standards and, and all that.” Steven (A), autonomous teacher, said, “The longer you 

teach, I just think you feel like have more control of what you do and discipline wise, all that 

other stuff.”  

 The controlled motivated teachers also mentioned similar growth and experience on the 

job to handle competence challenges. Carrie (C) said, “I’ve had enough experience or, and I'm 

still gaining experience” and further explained, “But year after year I become just a, you know, a 

little bit more confident in what I'm doing just because of the experience.” Robert (C) described 

that through experience you gather more into your “bag of tricks is better the older you get and 

you kind of understand kids better, how to handle, whether it be discipline or just pacing of the 

class.” While this growth and experience for these controlled teachers was in the classroom, 

Jennifer (C) said, 
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I think more than having my own kids has changed the kind of teacher that I am because 

now I kind of see things from the perspective of how would I want to teach her to treat 

my children, what expectations do I have from a teacher for my children. Um, and so that 

has kinda changed the, the sort of teacher that I am. 

Jennifer (C) described being a parent has given her more confidence in the classroom as she 

related more to what the parents observe and what they want for their children and in their 

child’s teacher at school.  

 Self-care was mentioned by 21%, or 3 out of 14, of the autonomous motivated group and 

17 %, or 1 out of 6, controlled motivated groups. Susan (A) spoke most about self-care provided 

several strategies she handled competence challenges. Susan (A) said “It's like right now, buy 

chocolate. Those are good things for me” and “sometimes just taking that moment to just, ah, 

peacefulness, you know, that can help you feel less overwhelmed.” Susan (A) also mentioned 

“Talking to someone and just kind of venting and getting it out helps.” Talking to someone was 

mentioned by several other autonomous teachers as well as one controlled motivated teacher. 

Carrie (C) simply stated, “I talked to people about it .” Amanda (A) talks to her husband, a 

retired teacher, and explained “he's helped me just so I guess how I'd say I'm more thoughtful 

and more patient than my youth.” For Donna (A), her family is her support system to handle 

competence challenges. Donna explained, 

I have a really strong family support with my mom and my husband and there if I, if I'm 

feeling bad because somebody has been negative towards what I'm doing, they always 
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tell me I know best and that I'm better than that person and you know, they kind of build 

my confidence back up. 

Amanda and Tammy (Both A) have found family support to help with the competence challenges 

they faced. But, for both autonomous and controlled group, self-care whether it was taking a 

moment or talking with someone was a way they handled competence challenges.  

3.1 Summary on Competence. The present study focused on veteran teachers who have 

taught more than 20 years in the classroom. As discussed previously, most of the veteran 

teachers, both autonomous or controlled motivated, indicated they were most competent in their 

teaching skills, either general teaching or in a specific area of teaching. However, the 

autonomous motivated group attributed their competence to an internal characteristic while the 

controlled group did not attribute it to an internal attribute.  

Regardless of whether these veteran teachers were autonomously motivated or controlled 

motivated, they had strategies to handle competence challenges. However, the autonomous 

overall mentioned several more strategies meaning when each strategy was counted, the 

autonomous group mentioned seven main types of strategies such as learning, mindset or 

internal, and self-care while the five main types of strategies, learning or specific teaching 

strategy, which most overlap with the autonomous. But one autonomous teacher did not state a 

teaching skill or an attribute she possessed that made her competent. Plus, her strategies for 

dealing with the challenges were different due to the type of veteran teacher she was, a severe 
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and profound self-contained special education teacher. Her story will be explored in the next 

section.  

3.1 Deviant Case: Donna (A). Donna (A) was a special education teacher in a contained 

classroom with her severe and profound students with disabilities. When she was asked what she 

was most competent in she replied, “patience, ...with everyone. Not just the students, but just 

having that patience, taking that deep breath before you react.” This was a different response 

compared to the others because the other veteran teachers with autonomous motivation first 

replied with a teaching skill and contributed that skill to internal characteristics. For Donna, 

patience was a skill set that was developed over time, a controllable attribute. While the rationale 

of why she said this as her most competence skill may be contributed to the nature of the type of 

teacher she was: a teacher who teaches students with severe and profound disabilities. Donna’s 

students are ones with intellectual and physical disabilities so severe that they must have 

complete supervision and/or 24-hour support (Saad & ElAdl, 2019). Therefore, she spends her 

day with these students year after year until they graduate high school. Consequently, she has 

developed relatedness with the families of these students as well. This relatedness, which she 

said “passion” has led her to pursue more education, a master’s degree and contemplating a PhD 

which has built her competence to provide a better environment for her students. She has also 

handled her competence challenges by becoming more active in professional organizations 

dealing with severe and profound students with disabilities. She stated,  
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I think my advocacy has gotten stronger. Um, as I had learned more completing my 

masters and getting involved in some leadership roles in professional organizations. So, I 

think my advocacy is stronger, so I'm not afraid to speak up for what my students need. 

From these professional organizations, she has a strong network of like-minded educators when 

she explained,  

I've been able to network and attend more conferences and when you're at conferences 

you find out that you're not alone, that it's not just your school or your district or your 

state. It's everywhere. Especially when dealing with this population of students. So that's 

made me feel better. I've had people I've presented at conferences, and I've had people 

thank me afterwards for my you know knowledge from my years of experience. I never 

feel like I'm really saying anything major, but they take it, they take something away 

from it. So, I think that's helped me grow my confidence and my advocacy. 

Along with her networking, she also described her family support that understood her passion 

and the toll it can take on family time. She continued, 

I have a really strong family support with my mom and my husband and there if I, if I'm 

feeling bad because somebody has been negative towards what I'm doing, they always 

tell me I know best and that I'm better than that person and you know, they kind of build 

my confidence back up. 
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Donna has found ways to handle the stresses to her competence as a severe and profound special 

education teacher by finding outside network of like-minded professionals, continued education, 

advocacy for her students, and an understanding family.  

 For this study, Donna was a deviant case as she felt most competent in patience. Those 

who stated an attribute or internal characteristic as something they already possessed, Donna (A) 

had to develop that skill over her career. Also, her strategies used to deal with the challenges to 

her competence where more unique to her situation, a self-contained severe and profound special 

education teacher. She has found her competence building network not within the school 

building but outside throughout the state and even the nation by being active in professional 

organizations. The other source of competence building for her was her understanding and 

supportive family. They understand her passion and support her decisions she has made for her 

students who faces multiple physical and mental challenges, and their futures are not typical as 

the other teachers in the study. Her students will not go to college, have families, or typical 

occupations general education students pursue. Her students will continue to need 24-hour 

supervision and care. She has become a major advocate not only for herself but, more 

importantly, for her students and their families.  

 3.2 Autonomy Themes 

 Ryan and Deci (2020) described autonomy as “a sense of initiative and ownership in 

one’s actions” (p.1). The veteran teacher participants were asked in the interview, ‘In what 

situations currently do you think you have more opportunities to make decisions or choices in 

your teaching?’, ‘In what situations currently do you think you have less opportunities to make 
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decisions or choices in your teaching?’, and ‘How do you currently handle those challenges of 

not being able to control or make choices in your teaching?’ The transcripts were coded, and the 

following themes were observed. 

3.2a. Both autonomous and control groups felt autonomous in the classroom. But 

some autonomous teachers felt they did not have autonomy in district choice of curriculum 

or resources. Ninety-three percent, or 13 out 14, of the veteran teachers in both the autonomous 

motivated group and 100%, or 6 out of 6, of the controlled motivated group felt autonomy in 

their classroom with the guidance of the state mandated standards for what specific content to 

teach. Dawn (A), an autonomous motivated teacher, said “as long as you're following the pacing 

guide and the standards, you can kind of go with teaching how you want.” Diane (A), also an 

autonomous teacher, similarly said, “I can go with those standards, but I can teach them the way 

I want to.” Carrie (C), a controlled motivated teacher explained, “as long as I follow the 

standards I have, you know, I have a great deal of freedom in making choices for my classroom.”  

Denise (C), a controlled motivated teacher, explained, 

I mean, they gave me the skeleton that their bones, they give me the guidance as far as 

the resources and things that I need, but how I deliver that and what that looks like in my 

classroom, they allow me to do it. 

For these teachers, their autonomy was not hindered by the state mandated standards. Instead, 

they only stated it in passing but the focus was they had full autonomy of how to teach it the best 

way for their students.  
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 For some of our teachers, they felt autonomy not only in their classroom but in some 

districts, teachers’ voices are heard. For example, Michelle (A), an autonomous motivated 

teacher, mentioned, “We've started a new, uh, online program of, uh, I- station and, um, I've been 

able to give a lot of feedback on how it's working at our school and what kids is working with.” 

Shelly (A) explained,  

to me that's [curriculum decisions] not a big thing…, I guess because those decisions that 

have always been made with teacher input in every district I've been to and so I can 

always see the value in the way that they have it, have that policy for that district. It's 

never been done without a teacher, without teacher input. In fact, it's usually the teachers 

decide, not the administration, not the district. Teachers who decide and then the district 

implements what the teachers have decided on it. 

Even though she may not have been the one who made the actual decisions, she felt the teachers 

who were on the committee making the decisions represented her. Therefore, her autonomy was 

intact. Carrie (C), a controlled teacher, felt her voice was heard in her subject area department 

because “I’m the head of my department… I really make decisions, you know, pretty much all 

the decisions.” Carrie, as a department head, is at all the meetings with administration and uses 

her voice to represent what is best for the other teachers. A few teachers mentioned they were the 

only ones teaching a certain subject like a foreign language at the school or even in the school 

district which provided them more autonomy in their teaching.  Lisa. stated, “I'm very lucky, um, 

because I am the only foreign language teacher at the entire, um, in the entire school,” so “I have 

a lot of autonomy.” Being the only foreign language teacher provides her the opportunity to 
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make decisions about how to teach the curriculum solely on her.  Shelly explained how her 

perception of autonomy has changed for her as a teacher. She explained,  

I think my perspective on…what decisions I can and cannot make, my perception used to 

be that I, I couldn't make that decision…, but that's not true at all. It was, my perception 

of that has changed. I've always been able to make certain decisions and not make other 

decisions. 

Shelly, over time, realized there are situations where you have choices and can make decisions 

(i.e., how you teach, supplemental resources) while there are other situations where you don’t 

(i.e., state mandated guidelines on content, state mandated testing). However, not all districts 

allow for teachers to collaborate when making district decisions. 

 While overall the autonomous and controlled group felt autonomy teaching in their 

classrooms, four teachers mentioned they felt least autonomous in teacher voice in decisions. 

Donna (A) explained, “I don't get a lot of say in curriculum. We pretty much have to go with 

whatever the district decides.” Susan (A) has the same concern stating “Well, right now our 

district is adopting curriculum that has these lovely scripts for the teachers to read “and “If I 

don't do them then my kids may suffer the next year when the teacher is building on …. So that's 

definitely restrictive.” Diane (A), an autonomous special education teacher shares, “making sure 

the resources are fair. And, and in my area, special ed. Um, I would say less choice there.” Diane 

(A) went on to say not only does she not have a voice in the resources, but “Students doesn't 

have, has a strong voice. than general educators do.”  For some autonomous teachers felt their 
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voices were not heard in the decision of curriculum and resources that will be used in their 

classrooms but had autonomy on how to present the content in the classroom.  

Teachers interviewed for this study felt most autonomy in choosing how to present the 

state mandated content in their classroom they see best for their students. However, some did 

have certain areas where they felt least autonomous which was at the district level concerning the 

choice of curriculum or resources available to the teachers to use. Yet almost 95%, or 19 out of 

the 20, felt autonomous in their teaching within the classroom except for one, Dean (A), who did 

not feel he had autonomy in their teaching. I will explain the deviant case at the end of this 

section.   

3.2b. The controlled motivated teacher seemed to handle autonomy challenges with 

a ‘go with the flow’ type of mentality while the autonomous groups mentioned variety of 

ways to handle autonomy challenges. When observing the different ways veteran teachers 

handled autonomy challenges, the only one mentioned the most was the ‘go with the flow’ and 

adapt was mentioned three times from the controlled group and once by an autonomous teacher. 

When Robert (C), a controlled motivated band director, was discussing how state testing 

interrupts practice time for competitions, he stated, “It's required stuff. So, I used to not getting 

upset about it, just let it happen.” Matt (C), also a controlled teacher, said, “I just realized I'm 

going to go with the flow.” Carrie (C), a controlled motivated teacher, adapts when she wants to 

show a movie of a book but it isn’t school appropriate when she said,  

we finished reading Frankenstein and there's a great Frankenstein movie with Robert 

dinero, which is right at our, and, but instead I show the one that, that the hallmark 
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channel made. And, you know, we discussed the differences between the book and the 

movie and go on with it. 

However, only one autonomous teacher mentioned this ‘go with the flow’ mentality. 

Steven (A), an autonomous motivated teacher, had the same attitude as he explained,  

you just have to adapt. So yeah, I pretty much have done that my whole career. Um, you 

know, if I have to do this or that or learn something, I, you know, do training or whatever, 

I do it. 

No other autonomous teacher had this type of mentality to deal with autonomy challenges. For 

half of the controlled motivated veteran teachers, the ‘go with the flow and adapt’ attitude was 

the strategy used to help deal with autonomy challenges.  

 Another strategy mentioned by both groups but not by a high margin was ‘It’s part of the 

job’. The strategy of ‘It’s part of your job’ was mentioned by two autonomous motivated teachers 

and one controlled motivated teacher. For Denise (C), a controlled motivated teacher, explained, 

I just look at it as, I'm not in control of that. That's part of my job, that we're required to 

do that. And there are certain things you're required to do that you have to do and that's 

one of them. So, I get to choose how I'm going to present those skills and lessons and I'm 

trying to make it as interesting and fun as possible without it just being dry. 

Lisa (A), an autonomous motivated teacher, when referring to her teaching schedule, said, “it's 

the terms of the job they hired me knowing that my schedule was going to be bizarre. … it's not 

such a big deal.” Steven (A), also an autonomous motivated teacher, said, “it's my job to stay in, 

you know, to learn new things.” For Steven (A), Lisa (A), and Denise (C), knowing in advance 
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there were certain requirements that they had no control over and accepted that willingly helped 

them deal with what others may felt was detrimental to their autonomy.  

The last strategy mentioned more than once was ‘be an advocate for you and your 

students.’ There are times when a few veteran teachers felt they needed to be an advocate and be 

part of the change, especially when it came to their students. For Tammy (A), an autonomous 

special education teacher, when describing what she does when her students are left out of a 

program or activity, explained, 

I go knock on the door and then sit down and say, hey, you realize we were forgotten. 

You realized, you know, you know, our kids need to be able to participate in this or they 

have these needs. And that's pretty much how I handle it. Graciously. 

For Shelly (A), an autonomous veteran teacher, she advocated for herself when her 

administration was wanting her to explain why she failed a student. She said, “I expressed, I 

expressed it quite loudly… do you realize how ridiculous this is? Um, for teachers like myself 

and other teachers in our school to have to explain ourselves.” She understood if it was “half of 

my kids were failing or, um, even 20% of my kids were failing, or even 15%, but if less than 

10% of my kids are failing, um, that shouldn't be an issue.” When dealing with unexpected 

assemblies or activities, Matt (C), a controlled veteran teacher, said “I will occasionally 

mentioned that somebody, I wish I'd have known this morning” so he could have prepared 

changes in his lesson plans.  

3.2 Autonomy Summary. The main strategies mentioned multiple times were ‘go with 

the flow and adapt’ mentality, ‘It is part of the job’ mentality, and ‘be an advocate for yourself 
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and your students.’ However, there were differences between the autonomous and controlled 

motivated teachers. Controlled teachers had more teachers mention the ‘go with the flow’ type of 

mentality. Autonomous teachers did mention a few strategies similar to each other as well as 

control but mentioned a variety of strategies comparative to the controlled group, Raemdock et 

al. (2022) studied a sample of Dutch teaching staff which compared three age groups: young 

(less than 35 years old), middle aged (35-50 years old), and older (greater than 50 years old) to 

investigate the role of age, self-directed learning orientation, and job characteristics for 

employment. Raemdock et al. (2022) found that autonomy scored significantly lower in younger 

teachers than middle aged or older teaching staff (p.511). Therefore, the more experienced 

teachers felt more autonomy in their profession compared to the younger age group. This finding 

aligns with the finding of the present study as 95% of the veteran teachers interviewed felt they 

had autonomy in their classroom teaching. Except for Dean (A) who basically said he did not 

feel autonomous in any area of his profession. He is a deviant case because all teachers, whether 

autonomous motivated or controlled motivated, felt autonomy in some area in their profession of 

teaching. Dean (A) was not able to answer that question because he spoke more about his lack of 

autonomy. His story is explained in the next section.  

3.2 Deviant Case for Autonomy: Dean (A). Dean (A), an autonomous motivated 

teacher, was an outlier for autonomy because he indicated he did not feel he had autonomy. He 

explained,  

I don't feel like I have as much freedom to do what I want to do now as I did 20 and 30 

years ago. I, I feel that I am watched more closely, uh, the, what we have to use as a 
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guide. For example, the Marzano teaching, you know, styles, you know, were that I have 

to teach using those aspects. 

Dean is referring to the new evaluation system teachers are used to be evaluated by their 

supervising principal. The new evaluation system has certain teaching strategies that evaluating 

principals must see in the classroom. Dean continued,  

I feel boxed in some of the time because I know, what I need to do, I know how to do it. 

But sometimes, uh, administrators, they know, no, we don't want you to do it this way. 

You need to do it that way. And sometimes I explain that, well, I think I know what I'm 

doing, but, um, you know, there's, in other words, I, I feel like I'm micromanaged a lot 

more than I used to be when I was teaching. 

Because of these new evaluation systems, he feels he must teach in a specific way rather than the 

way he feels best for his students. For him, the discrepancy between what he feels is best for his 

teaching and his students and this new evaluative system has caused him to resign his position at 

the end of the year. He explained, 

I don't handle it as well as maybe I should. Uh, because after teaching over 40 years, I am 

a little stubborn in my ways and to be told no or be told, uh, you know, especially by 

people that don't have a lot of, um, expertise in my area. Uh, it can be, it can be quite 

frustrating to me. 

For Dean, his lack of autonomy has caused him to resign from his current teaching position at the 

end of the year he was interviewed. It is not known whether he remained retired or accepted 

another teaching position.   
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3.3 Relatedness Themes 

 To understand the differences between the autonomous group and the controlled group, 

the codes corresponding to relatedness interview questions were analyzed to determine the major 

themes with understanding veteran teacher motivation and the basic psychological needs. The 

questions during the interview were ‘What aspects of the relational dynamics (students, 

colleagues, administration, parents, and staff) do you feel most satisfied currently? Why,’ ‘What 

aspects of the relational dynamics (students, colleagues, administration, parents, and staff) do 

you feel least satisfied currently?’ and ‘How do you handle those challenging aspects of 

relationships currently?’ The codes related to these questions were categorized and then 

compared to find the themes. The following are the major themes concerning the relatedness 

aspect of veteran teacher motivation: autonomous vs. controlled motivation.  

 3.3a: Based on the percentage of teachers, both groups mentioned they were most 

satisfied with student relatedness.  However, autonomous group had more internalized 

reasonings compared to the controlled group. When looking at the data from the individual’s 

response to the interview question concerning most or least satisfied in relatedness as a case (unit 

of analysis), 79% or 11 out of 14, of autonomous motivated teachers and 67% or 4 out 6, of the 

controlled motivated teachers mentioned they were currently most satisfied with student 

relatedness. For example, Susan (A) stated, “The kids, of course. I teach kindergarten and 

kindergarteners are just wonderful little human beings”. Similarly, Jennifer (C) “I think one of 

the [inaudible] things I appreciate the most about my relationship with [inaudible] students.” 

Continuing the next most mentioned by the autonomous group were colleagues at 29% or 4 out 
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of 14, parents at 21% or 3 out of 14, and then the administration and paraprofessionals at 7% or 1 

out of 14. Jamie (A) described her colleagues as “good group. You know, I have a good tribe” 

while Michelle (A) described them as her “cheerleaders” that can “cheer each other on.” For a 

few of the autonomous motivated teachers they had connections to parents that happens when 

teachers remain in the same district for a whole career or teach in their hometown. Jamie (A) 

stated she has a good relatedness with parents because she had them as students which they have 

a “familiarity with me and I have the familiarity with them.” Therefore, she continued “it really 

helps when you, when you know, you feel like the parents are supporting you, what you're 

supporting the parents and you're all on the same team.” For Cindy (A), she is teaching in her 

hometown so “a lot of their parents are people that I know from growing up” so she already has a 

connection with most of the parents of her students. She added that at parent-teacher conferences 

that her colleagues “will laugh because I always have a line down the hallway.”  Donna (A) was 

a special education teacher for the severe and profound students. When she was asked, what 

relationships she was most satisfied with, she answered her the paraprofessionals she works side 

by side in her contained classroom. She stated, 

We've worked together for a few years and so we just know each other really well and we 

also know our students pretty well. They know what my expectations are for the kids and 

they're pretty good about following that. 

Donna (A) has a unique situation because she is close to her students and the parents of her 

students. She described, 
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 If I have a student in the hospital, I'm probably on the phone with the parent at whatever 

time they call me. I'm probably at the hospital. I have sat by their side as they have turned 

machines off. 

  For the controlled group, after student relatedness, colleagues were secondly most 

mentioned at 50% or 3 out of 6, then administration at 33% or 2 out of 6, and lastly parents at 

17% or 1 out of 6 were mentioned as currently satisfied. Carrie (C) explained she was “most 

satisfied it would be with my colleagues and my principal is great and she always has open 

communication.” Carrie also continued to describe her administrator as an “open book. So, um, 

and she has control. She's like, you know, the best of all worlds.” Denise (C) stated that she and 

her colleagues have “a really close relationship.” Denise (C) was the only controlled motivated 

teacher mentioning a good relationship with parents when she stated, “I felt like I had a really 

good relationship with my students and with my, my parents.”   

 For both groups mentioned student relatedness as the most satisfied. However, when 

asked why they were most satisfied with students, the rationales were different between the two 

groups. The autonomous group had more internalized reasoning for their relatedness with 

students while the controlled group had more externalized reasoning. When discussing her 

relatedness with students, Lisa (A) stated, 

I have finally gotten to where I feel like I understand teenagers and they trust me as an, as 

a teacher, but also as an outside adult. Um, it actually makes me really proud.  

For Lisa (A), her relatedness she has developed as well as the trust with her students has been 

internalized by making her proud. For SDT’s OIT continuum she is more toward the intrinsic 
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motivation side of identified regulation or integrated regulation. When Lisa (A) stated she was 

“proud” of obtaining the relatedness and trust she worked hard to build and now has achieved, 

she had a value aspect, which connects a value component of the BPNs to the OIT as well as the 

Subjective Task Value aspect of the Situated Expectancy Value theory or SEVT. I will explain 

this connection more in chapter 5. Dawn (A) also provided an example of this connection 

between value of SDT’s OIT continuum and SEVT’s subject task values. When Dawn (A) 

described her relatedness with her students she explained, “I get a chance to kind of see the 

growth a lot of times and I really enjoy that. I enjoy that.” For Dawn (A), she is intrinsically 

motivated on the OIT continuum as well as within the Subjective Task Value. Dawn (A) has fully 

become internalized. For another autonomously motivated teacher, when Donna (A) was 

discussing sitting by students in the hospitals as they turned off the machines keeping the child 

alive, she stated, “I pretty much eat, breathe and sleep special ed…I've just, it's, it's a passion.” 

For Donna (A), her students are not just part of the job, it is much more: it is a passion.  

 In contrast, the controlled group had more externalized motivation about their relatedness 

with students. Robert (C) stated,  

you spend six classes a day with students, that's where you had more build more 

relationships with them and what's the only way to be successful anyhow, to know what 

makes them click to make your job easier. 

Even though he said he built relatedness with his students, his reasonings for having that 

relatedness was because of the time spent and it makes his job easier. According to the OIT 

continuum, Robert (C) is most likely at the external regulation and SEVT’s utility value. Another 
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example who stated a similar sentiment with his relatedness with students was Matt (C) when he 

explained, “The students ‘cause I have a daily one-on-one contact with them, and I have more of 

a built relationship with them than I do the others.” For Matt (C), it is more of an environmental 

factor why he has built this relatedness. Matt is more externally regulated on the OIT of the SDT 

and utility task value on the SEVT’s Subjective Task Value. Denise (C) only stated she has a 

“really good relationship with my students and with my, my parents.” She did not elaborate 

further to explain how and why she has good relationships with her students. Overall, more 

controlled motivated teachers had externalized motivation for their relatedness with students.  

 Most teachers, who had either autonomous or controlled motivated, were most satisfied 

with their student relatedness. However, upon further analysis, the autonomous teachers had 

more internalized rationales for this satisfaction compared to the controlled teachers. Teacher-

student relatedness has been intensively studied in relation to students’ basic psychological needs 

(i.e., Marshik et al., 2017) or student achievement (i.e., Guay et al., 2019). For the interviewed 

teachers, students were “always been [their] focus when [he or she] went into teaching” (Dawn - 

A) and they “get to see a lot of satisfaction in watching them grow. Um, and I get a lot of 

feedback to know what direction to go.” (Diane-A). However, there are few studies about 

understanding how teachers’ relatedness with students impacts their motivation and well-being. 

One exception would be Klassen et al. (2012) study, which found that teachers’ engagement and 

lower level of emotional exhaustion are more correlated with their satisfaction with student 

relatedness. So, the more teachers were satisfied with their relatedness with students they were 
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more engaged in their teaching and had less emotional exhaustion. The next relatedness with 

teachers that will be discussed is closely associated with students’ parents.  

3.3b: The controlled group had the least satisfaction of parental relatedness 

compared to the autonomous group. Another difference observed between the groups was with 

parental relatedness. While parental relatedness in the autonomous was not mentioned very often 

positively at 21% or 3 out of 14 or negatively at 17% or 2 out of 14, 83% or 5 out of 6, of the 

controlled group mentioned they were least satisfied with parental relatedness. Matt and Rachelle 

(Both C) had similar reasons for the not being satisfied with parental relatedness. Matt (C) 

explained that with parents there is a “lack of engagement” and “They don't reach out.” He 

continued that it is: 

incredibly difficult to get an address or a phone number or an email that is one. And that's 

really frustrating. And then like on parent teacher conference nights, uh, very little 

potential patients, so frustrating. 

Rachelle (C) has a similar issue with parental contact as she stated, “when you try to 

communicate phone or whatever, a lot of times they, you can't.” She also provided a possible 

rationale for why this happens when she explained, 

I feel that for the most part, um, their priorities are not that of mine as far as education for 

their children. I feel they think that it's, I want to say it like this that it's my problem, not 

theirs. It's my job while I'm there to, you know, do it, not theirs. 
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Denise (C) addressed the issue of parental contact by stating, “just getting in touch with them, 

um, sometimes, I mean, their phone numbers change dramatically all the time, trying to get them 

in for conferences.” However, she also explained,  

Our school is very diverse. We have lots of different languages, lots of different ethnicity 

groups. And, um, I felt like some of the parents I didn't have a really good grasp with 

because of a language barrier. 

This is an added barrier that inhibits a satisfaction with parental relatedness. However, Carrie and 

Jennifer (Both C) have issues with parental relatedness in terms of contact but has different 

perspectives. For Carrie (C), she stated, 

Well, and it's not that it's not bad really, but, and it may be mostly my fault, um, but I 

don't have a great deal of communication with all parents. You know, I have great 

communication with some parents. Um, but I could definitely do more to, you know, 

make that happen. But, um, but some parents are, are really not reachable or have not, 

um, made any effort on their part either. So I'd say that, you know, even though it's not 

terrible, that'd be the worst. 

Carrie (C) recognizes she has some responsibility in the parental relatedness aspect of teaching. 

She knows that communication is two-way, she is part of the issue of not being satisfied in 

parental relatedness. Jennifer (C), on the other hand, has parents contacting her too much. She 

explained, 
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parents contact me all the time and unfortunately at the expense of my own family, 

Sometimes I will stop what I'm doing with my family to answer a question from a parent, 

um, because I feel like that's the expectation. Um, with everybody having a cell phone 

now, parents have much easier access to me than they used to 

For Jennifer (C), she feels obligated to answer a parent’s call even when it is outside of her 

contracted hours. Jennifer hasn’t established boundaries to protect her family time because of the 

expectation of what she feels expected to do as a teacher.  

 The autonomous group had two teachers mentioned being satisfied with their parental 

relatedness: Jamie and Cindy (Both A). Both teachers also had a unique situation because they 

already had an established relatedness with the parents. Jamie stated. 

I'm to the point now that I'm starting to have children of kids, that I, you know, which is a 

really unique situation. But you know it's nice that they have the familiarity with me, and 

I have the familiarity with them. 

Jamie (A)has taught in the same school her entire career which allows this special situation 

where she is starting to teach generations of the same family. Cindy (A), on the other hand, 

established parental relatedness prior to teaching their children because she “know[s] from 

growing up or, um, I tried to reach out to parents, send things home, um, use resources, like 

remind and other things.” Cindy (A) has taught in other districts but made the choice to return to 

her hometown to teach the children of her former classmates who remain and raise their families 

there.  
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 However, for Lisa and Amanda (Both A) were least satisfied with their parental 

relatedness. Amanda stated “parents because they take everything you say. ‘you tell kids you 

didn’t care if they sick? ‘No, what I said was I can’t help it, if you are sick.” Amanda (A) is not 

satisfied with her relatedness with parents because in her perspective the parents take the word of 

their child before seeking the other side of the story from her. . Lisa’s (A) reasoning for being 

least satisfied with her parental relatedness was due to the tricky balance of being a teacher of a 

student whose parent is also a good friend. She explained, 

I'm least satisfied probably with my relationship with parents of my students. And the 

reason for that is because I am also a parent of students at the school. We live in the 

neighborhood. So, before I taught at the school, I was, um, social and friends with a lot of 

these same people who I am now teaching their students. So, it's, it's, it's sometimes it's a 

little tough to find that balance between, um, right now you're not my friend. You're the 

parent of this kid who's struggling in my class. Um, and so I probably am least satisfied 

with that cause I haven't quite figured out how to navigate that perfectly yet. 

For Lisa (A), it’s navigating the delicate balance of some parents of her students who happen to 

be personal friends. This is a balance she has not figured out but is a process she is currently 

trying to do.  

 For this study’s analysis of parental relatedness, the controlled motivated teachers 

mentioned parents as an area of relatedness they were least satisfied. The teacher-parent 

relatedness can have an indirect impact on the teacher-student relatedness. Rickert and Skinner 
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(2022) study found that a warm, positive relatedness from both parents and teachers 

independently had an impact on students’ perceptions of relatedness, competence, and autonomy 

in the class with more engagement (p. 675). They also found that parental positive and warm 

involvement also contributed to students’ relatedness and competence; however, a warm positive 

teacher relatedness contributed to students’ relatedness and autonomy. Both parental and teacher 

relatedness has an influence on students’ perception of basic psychological needs. When looking 

at both teachers’ and parents’ perspectives of the teacher-parent relationships, Yazdani, et al. 

(2020) found that parents’ high expectations of their child’s education were related to higher 

teacher ratings but lower ratings in teacher-initiated contact (p. 18). They also concluded that 

teacher’s ratings declined concerning teacher-initiated contact and general parental involvement 

declined as the grade increased; but parents’ perceptions of relatedness with teachers had no 

significant change (Yazdani, et al., 2020, p. 18). From this current study, more controlled 

motivated teachers had least satisfaction with parents as indicated by their interviews. Most 

teachers believed parents are not interested in their child’s education. However, Yazdani et al. 

(2020) inferred otherwise thinking it was due to parents believing their child is more 

independent. Denise (C) thought “We have lots of different languages, lots of different ethnicity 

groups. And, um, I felt like some of the parents I didn't have a really good grasp with because of 

a language barrier.” For Michelle (A) she mentioned student behavior was on the decline, but she 

did not blame the students solely. She stated. 
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The support of admin administration has, um, shrunk to nothing. we, before we, whether 

you were a new teacher, they were supporting you or a veteran teacher, they valued you. 

Um, student behavior makes classroom management more difficult these days. 

In the next section, the administrated relatedness will be discussed.  

 3.3c. The autonomous group had more teachers least satisfied with their relatedness 

with administration compared to the control group. The autonomous group had 57%, or 8 out 

of 14, teachers mentioned they were least satisfied with their administrative relatedness 

compared to the 17%, or 1 out of 6 of the controlled group. Only one autonomous group teacher 

mentioned they were satisfied with administrative relatedness. Two of the most mentioned 

reasons were communication and support. In the area of administrative support, Michelle (A) 

stated,  

our admin place the teachers at the bottom rung in this building or even our students are 

placed high above us. I wanted to excel, uh, celebrate teacher success. I was talking about 

success in the building and admin really went straight to, ‘Oh, we need to celebrate these 

children.’ I know you need to celebrate your teachers. 

She agrees that students’ successes need to be celebrated but it should also include teachers who 

are also doing the work behind the scenes for the students to become successful. Susan (A) 

shared this sentiment when she said, “there's a lack of support and I feel like sometimes we're 

tried to be put in this box and I don't fit in a box.” She even went onto say, 
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And some principals can be threatened by strong teachers who know what's right for their 

kids. And we'll let the administration know, and we don't think what they're doing is right 

for the kids and they not really like that. 

For Michelle and Susan (Both A), lack of administrative support is the main reason for their 

unsatisfaction with administrative relatedness.  

 Communication was mentioned for another reason why autonomous teachers were not 

satisfied with administrative relatedness. Donna (A) explained that “most of our communication 

through email. Sometimes you get it, sometimes you don't, sometimes it gets lost in all of your 

jumble.” Tammy (A) felt similar with her district administration when she stated, we “don't feel 

like we're getting clear guidelines on what we should be doing and don't think the 

communication has been very good.” Both Tammy and Donna (Both A) felt they were not 

current with what is happening with the school and what needs to be done because of this lack of 

communication at the district to building administrative levels. Dawn, Cindy, and Shelly (All A) 

felt they don’t sense relatedness with administration because it wasn’t built into their agenda or 

day to day interactions such as just checking in the classroom to talk or get to know their staff. 

Shelly (A) observed,  

I think administrators who are new, one of their biggest hurdles, the biggest hurdle I think 

that they have in their, um, position is knowing their staff. And knowing their students, 

that's critical for them. And if they don't do that, they're not going to remain in that 

position for very long, either that or their staff is not going to remain in their positions. 
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As a veteran teacher, Shelly (A) has seen administrators come and go and concluded that 

relatedness between the staff and administrators are important. This is a similar situation with 

Donna (A) when she described her relatedness with administration and colleagues; “As far as 

colleagues and administration, it's not that I don't get along with them, it's just that, um, we don't 

have a strong sense of unified comradery.” Another example of this is Dawn (A) who answered,  

I'm going to say probably with administration just because I don't have a lot of interaction 

with them. It's not that I don't feel valued or that I don't feel like they're doing their job, 

it's just I use it teach AP or pre-AP. so I don't have a lot of interactions with them for 

discipline or issues, so I don't really get to know much about them. 

These autonomous teachers are least satisfied with administrative relatedness due to lack of 

support and communication, whether it is important information for the day or even just a daily 

check of how the teachers were doing. Michelle (A) described how this dissatisfaction affects the 

relatedness with the students and make their job harder stating “student behavior makes 

classroom management more difficult these days” when administrative relatedness and support 

are not present.  

However, the a few controlled teachers mentioned they were most satisfied with their 

administrative relatedness. Carrie (C) described her principal as “open book. So, um, and she has 

control. She's like, you know, the best of all worlds” and the “communication is, is wonderful.” 

Denise has the same relatedness to her administrator as “very… open, very helpful they have an 
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open-door policy.” So, for these teachers, the communication has been a pleasant experience in 

that this was the area of relatedness that they were most satisfied with currently.  

 It seems communication and support are two important factors in the administrative 

relatedness. Yet, it was the autonomous motivated teachers who had the least satisfaction with 

administrator relatedness compared to the controlled motivated teachers. Santana-Monagas et 

al.’s (2022) results provided the conclusion that teachers’ need for autonomy is related to 

teachers’ use of more engaging messaging to students and has a positive effect on student 

academic performance (p. 8). This need for autonomy of the teacher is affected by the school 

culture developed by the head administrator. A study done by Price (2014) provided insight to the 

importance of the teacher-administrator relationship which indicated that principals who were 

more accessible to their teachers and more oriented with relatedness to teachers rather than other 

professional relatedness were perceived more positively (p.129). You see this dilemma with the 

autonomous group as those teachers mentioned more about the lack of support and checking in 

as some of the reasons for lack of relatedness with administrators. I will explain the possible 

causes for this in Chapter 5. The last relatedness teachers have in the procession is with 

colleagues. Colleague relatedness is discussed below.  

3.3d.  The autonomous group had least satisfaction with their relatedness with 

colleagues compared to the control group.  

 Thirty-six percent, or 5 out of 14, of the autonomous motivated group mentioned they 

were least satisfied with colleague relatedness. In contrast, the controlled group which none of 
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them mentioned they were least satisfied. Among the reasons given for the autonomous teachers 

are not satisfied with colleague relatedness was due to unwillingness to collaborate in projects or 

cross-curricular instruction, open minded to new ideas, and cliquish behavior. Donna (A) 

explained, 

I have really tried to get different projects going with different classes and I’ll get some 

interest, but then nobody actually has the time to meet and do. And I’ve tried to make my 

schedule flexible with them, so I can meet during their time, but nobody actually wants to 

take that next step. 

Donna (A) tried to get colleagues to work together on a project for her students as well as other 

students who are not special education. She has even tried to work with colleagues’ schedules but 

hasn’t been able to do so. This type of closed mindedness or unwillingness to work with each 

other was also described by Cindy (A). She explained, 

I feel very strongly about teachers as researchers that we're constantly researching and 

that we're constantly looking at our students and exploring ways to, to do differently or 

adapt. And a lot of my coworkers will tell you that, but in action, they get really frustrated 

with me…they really are stuck in their way. They like to do it their way…they don't 

really, are not open to very much change. 

For Diane (A), her colleague relatedness reminds her of middle school antics of social circles or 

“bit either competitive or cliquish in ways.” She reasoned this was because:  
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every teacher that wants to be a teacher wants to be the best teacher and um, it’s hard for 

our egos to hear somebody else do better. So, a lot of times we’ll use the same skills we 

used in junior high and to try to, you know, beat the competition. 

Diane (A) even went on to state “when I dialogue with the friends, I often hear the same thing.” 

Steven (A) mentioned he was least satisfied with colleagues because of collaboration issues 

when he said, “Sometimes integrating between different disciplines, you know, I mean, I mean, 

we've done better with that.” Dean (A) explained “rarely, but on occasion, maybe once every two 

or three years, I won't be able to …who you can't work with.” For most of the autonomous 

teachers who were least satisfied with their colleague relatedness was due to collaboration issues 

or lack of comradery. None of the controlled group teachers mentioned colleague relatedness as a 

least satisfied.  

However, there were some autonomous teachers who were satisfied with colleague 

relatedness were Jamie, Shelly, Michelle, and Susan (All A). Michelle (A) called her colleagues 

as “cheerleaders” because “we cheer each other on and um, helping each other's classroom, 

covering classes or whatever.” Jamie (A) reiterated this by explaining that “I have several other 

people that I could go ask anything of, you know.” For Jamie and Michelle (Both A), colleagues 

provide support and help when they are in need. Susan (A) further explained the importance of 

colleagues to her when she stated, 

I just feel like having that team of teachers that you trust enough that you could talk to 

about things that are bothering you and you know it's not going to go any further than that 
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little circle is very important. [very important was stressed] It makes you feel more safe, 

secure, confident in what you're doing. 

Shelly (A) upon thinking about colleagues she explained why they were important to her. 

I guess before I have relationships with, with colleagues, I would say that it, I, it's not as 

important until I do have them. And then I'm like, oh yeah, it's actually pretty important 

having a good relationship, a good professional relationship with colleagues, um, can 

really, really make your job more enjoyable. 

For these autonomous teachers, colleague relatedness was satisfied compared to other 

autonomous teachers who were not satisfied with their colleague relatedness.   

The autonomous group had less satisfaction with colleague relatedness overall compared 

to the controlled group who did not mention being least satisfied with colleague relatedness. 

Wolgast and Fischer (2017) researched colleague support and lesson plan cooperation in relation 

to teacher stress. Their study help support claim that teachers feel more supported if they are 

achieving a common goal (Wolgast & Fischer, 2017, p. 110). Mérida-López et al.’s (2020) study 

results showed that the perception of colleague and administrator relations were more associated 

with work engagement and had lower intensions to quit. However, a larger number of 

autonomous teachers said colleague relatedness were one of the relatedness they were least 

satisfied which doesn’t support this claim. Potential reasons for this unexpected finding will be 

explained in Chapter 5. The next section of how the autonomous and controlled motivated 

teachers handle challenges with their professional relatedness.  
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3.3e. Both groups, autonomous and controlled had similarities when they discussed 

how they handled relational challenges, specifically or in general. However, the autonomous 

mentioned more ways they handled relatedness challenges.  

Similar Specific Strategies for Relatedness Challenges. Both autonomous and controlled 

groups discussed five specific ways to handle relatedness challenges. The first one of the most 

mentioned specific ways was labeled: Do the best you can and focus on the students and you. 

Susan (A) described if parents know “you have the kids' best interests at heart and they see 

where coming from, it usually doesn't get into a conflict of any sort.” When the parents can see a 

teacher, like Susan (A), developing relatedness with students and sees what is best for them, 

parents recognize it. Rather than causing conflict with parents, she has developed a parental 

relatedness that benefits the students. Jamie (A) has a similar sentiment when she said, “And if 

you just… do what you know is best for that child and do what you know is best for 

yourself...then eventually it all kind of shakes out.” Jennifer (C) believes, as a teacher, “it is my 

professional obligation to do the best that I can for my students and their families.” Not only is it 

a classroom management tool to build relatedness with students as well as parents, but Jennifer 

sees it as part of her profession. It is her job to do what is right for students and their families.  

The second most mentioned way both autonomous and controlled teachers handle 

relatedness challenges was with parents: Be professional, listen, and use resources to reach out. 

Amanda (A) discussed that when she responds to a parent through email: “the parents sent me an 

email so I will draft something that's a lot nicer than what I want, my initial response, which is, 

um, you know, um, a lot of times it's just a miscommunication.”  Rather than just responding 
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emotionally, she will reflect and spend time to craft an email that will say what is needed but in a 

professional manner. This allows the parent to respond in a more collaborative way to work out a 

conflict. For Jamie (A), she further explained,  

They are sending you the best that they have... Just to be sensitive to that when you're 

talking to parents…just to really watch tone of voice and you know. If you can at all do it 

in person, not by text, not by email, because those can be misconstrued…especially if 

there's something challenging… If there's a challenging situation going on… I'd much 

rather talk to somebody face to face…where you can't see all those other clues. 

Denise (C) taught at a diverse school with a high population of Hispanic students. While most of 

her students were able to speak English where she felt they understood her, but most of her 

students’ parents did not speak English. Therefore, a language barrier inhibited some of her 

parental relatedness. To speak to her students’ non-English-speaking parents, she was fortunate 

her school district had resources for her.  She explained, “we [the school] do have translators in 

our school, …, I was able to, um, speak with some of the parents through translators, um, which 

was helpful. However, Denise (C) described herself as “pretty much a bulldog, so I will try and 

try and try and try to get ahold of people.” This effort and resources give her tools to overcome 

her struggles to communicate with her students’ parents. Denise (C) continued describing more 

on how she handles relatedness challenges stating, “I've learned to listen more, talk less. Um, 

because parents will tell you a lot of things. Kids will tell you a lot of things when you listen.” 
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 The third most mentioned specific strategy to handle relatedness challenges was not to 

take things that happen in the classroom or outside of it personally or don’t internalize it. Dean 

(A) said “you just gotta try to put it behind you and go on,” even though he did mention it was 

hard for him to do that because “I liked being able to mediate and like be able to resolve things 

and, uh, it was really tough on me when I'm unable to do so.” Dean (A) uses this strategy to go 

on and do what he needs to do with colleagues, students, or administration. Carrie (C) uses a 

similar strategy when dealing with students and their ‘not so great’ choice they make when she 

explained, “they have their choices and you know, I give them ample opportunity and if they 

don't take that, then, you know, I don't, I don't take it personally anymore.” Carrie (C) has 

accepted she cannot force them to do work or make better choices, only to provide them the 

opportunities to do so. If they chose not to, Carrie (C) has put that ownership of the choice back 

onto the students. Michelle (A) stated, “I don't stress it… don't internalize it” and “I just let it roll 

off my back a lot more than I used to because I can't add that stress to my life.” Michelle (A) has 

learned that her mental health cannot handle internalizing it and taking it personally. She has 

reframed how she views the conflict so she can have better mental health.  

The fourth most mentioned specific strategy was to talk to leadership: the head principal 

of the school or even to the school district’s superintendent. For Tammy (A), she goes to the 

administration that she feels most relatedness to as she stated, “I just tried to rely on my own 

principal and as much as possible and go to him with questions or concerns.” In most school 

districts, each school building has more than one principal, a head principal, and an assistant 

principal. For Tammy (A), she trusts and goes to the one she built a trusted relationship and feels 



BPNS RELATING TO SDT MOT 

 
 

100 

she can rely on his or her guidance and support. Susan goes to her principal or even to higher 

district administration to voice her opinion or to help solve a conflict by stating, 

one confrontation this year, I actually went above his head to his boss and I had a 

conversation about some of the things that were going on and that seemed to help a little 

bit. So, um, unfortunately, you know, sometimes that happens. I've been at the same 

school for this in the eighth year and you try different things along the way, but 

eventually when things don't change, you get to a point where you feel like you're talking 

to a brick wall. And he's the only administrator I've ever had this problem with. But, um, I 

don't like when people are making decisions based on what's best for the grownups in the 

building, not what's best for the kids.  

Susan (A) has the confidence to go above her building principal to his or her administrator if 

necessary to resolve an ongoing conflict especially at the best interest for the education of the 

students. Carrie (C) relies on her administrator if she finds herself in a situation that is no longer 

in her control or what she had done is not as effective because she feels her administrator has “a 

very better handle on it than anyone else” For Carrie (C) and Tammy (A), they go to 

administrators if they are confronted that they do not know how to handle or cannot figure out 

after their strategies do not work. They can use this relatedness as another means to develop 

classroom management skills for the future. However, if a situation occurs where the conflict is 

with the administrator and all communication and ways to resolve are not helping, veteran 

teachers like Susan (A), going to the district administration is necessary.  
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 The last specific strategy mentioned between both groups was to handle student 

discipline yourself. Michelle (A) stated, “I handle what's in my four walls.” Dean (A) described 

that.  

I would handle it, it would be outside of the classroom I suppose in the hallway, either 

before or after class, dealing with the student rather in front of their peers. 

For Michelle and Dean (Both A), it is less stressful and more advantageous to settle challenges 

with the person student themselves rather than involving administration. Dean (A)prefers to have 

conversations with students that has a conflict personally rather in front of peers to prevent the 

power struggle that typically happens when redirection or correction is done in from of the 

students. For Michelle (A), she feels administration is not supportive of teachers as mentioned 

earlier by stating, “our admin place the teachers at the bottom rung in this building or even our 

students are placed high above us.” Michelle (A) does not trust the administration to support her 

in discipline.  

 The strategies discussed above were specific strategies mentioned in both groups. They 

were about certain types of relatedness and situations. The next type of strategies were more 

general ways to handle relatedness overall, whether it was with students, colleagues, 

administration, or parents.  

Similar General Strategies to Handle Relatedness. Strategies listed in this section do not 

pertain to a specific relatedness situation, but it is ways they handle relatedness in general with 

everyone. There were two general strategies that were mentioned between both the autonomous 
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and the controlled group. The first is to listen to change or have a certain kind of mindset. These 

teachers who mentioned these strategies focused on the importance of listening to understand, to 

be empathetic and sympathetic, and to be kind and positive when handling conflicts or even to 

prevent conflict. Denise (C) in her interview explained the importance of listening: 

I've learned to listen more, talk less. Um, because parents will tell you a lot of things. 

Kids will tell you a lot of things when you listen. 

Listening to understand others allow a person to begin to change their mindset to conflicts and 

become more sympathetic and empathetic. This idea of being sympathetic and empathetic was 

mentioned multiple times during interviews with teachers. Dean (A) explained he tries:   

To see the other side of, uh, of the argument. I know there's always two sides to what, uh, 

to anything that is said or that happens. And I just, uh, like I said, just try to listen and try 

to be empathetic. 

Susan (A) describes how having a positive mindset can help with related challenges by stating,  

I think as long as you handle it in the most positive way, I try to keep in mind if I'm upset 

with somebody about something, what's the kindest way I can say what I need to say 

without letting that problem go, but also addressing it. 

Sarah (A) described an incident in which she accidently left a student behind on a field trip to 

illustrate how she handled challenges with relatedness.  
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I had a not very nice conference with a parent. And I remember her saying to me, I don't 

know if you have kids, [Ms. Sarah]. I'm like, yes, actually I do, one in the same grade as 

your daughter, that, that I who I just heard. And so, I totally understand why you're upset 

because I would also be upset. And so, um, just handling those challenges with, um, 

humility and grace is the only way you can do it and just, just be real. 

Denise (C), Dean (A), Sarah (A), and Susan (A) are examples of veteran teachers, regardless of 

which type of motivation group, who understand they are not perfect and can make mistakes. By 

changing their mindset concerning conflicts, they do not ignore and allow the conflict to grow. 

They now listen to not only to understand so that they can be sympathetic, empathetic, and kind 

to others they come in contract through their profession.  

 The other general strategy that was mentioned during was to communicate first or reach 

first.  Dean (A) stated to “keep the lines of communication open” and to “keep everybody 

informed as to what's going on.” Dean (A) keeps ahead of conflicts by letting everyone know, 

especially administrators, what is going on with his class and activities so no one is surprised. 

Steven (A) explained “trying to communicate with them [colleagues] and see what they're 

doing.” He is the first one to reach out to not only colleagues but administration and parents to 

not only to collaborate but to correct miscommunication. Donna (A) has the same idea when she 

stated, “if I'm not getting the answer that I need through email than I usually do an in person or a 

phone call.” Diane (A) added, 
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If there's something said, if something's said directly to me, I will probably just direct 

verbally address it and then move on. But if it's not said to me, I don't really acknowledge 

it at all. 

While Diane (A) does ignore situations, she doesn’t ignore when it involves her or is not part of 

her job. She only handles conflicts directly rather than let the conflict fester.  

 The veteran teachers in both groups shared similar specific and general strategies that 

they use to handle relatedness challenges. However, six autonomous teachers and one controlled 

teacher had other strategies that were only expressed by them. These strategies will be explained 

in the next section.  

Autonomous Teachers had More Strategies Not Mentioned by Both Groups. These 

strategies were only mentioned by one veteran teacher in either group. When I determined which 

strategies were mentioned more than one by multiple teachers, I still had strategies left over 

mostly from autonomous teachers, Therefore, six autonomous teachers shared more strategies 

compared to one teacher in the controlled group. The discussion about colleagues was mixed in 

the autonomous group. Overall, relatedness with colleagues was the second least satisfied at 

43%, or 6 out of 14, compared to the controlled group. But for Jamie and Michelle (Both A) 

colleagues was important to dealing with relatedness challenges. Michelle (A) simply stated she, 

“Discuss(es) it with my work friends and celebrate the successes on my own.” Jamie advised,  

everybody needs that one teacher friend that they can vent to, you know, and have that 

one person that has your back that will keep confidentiality because if you say if you vent 



BPNS RELATING TO SDT MOT 

 
 

105 

to one person's venting, but if you do it to more than one, then it's poor because you're 

trying to get everybody on your side. 

In relatedness with colleagues, Lisa (A) has a different perspective: 

I know that there's a different, a difference between, um, kind of work friendships and 

personal friendships and I can be friendly with colleagues, and I don't have to be, you 

know, socializing with them. And in fact, I've, I have also figured out that I don't really 

want to bring work home with me and that kind of includes my friendships. 

Lisa has her reason when she continued, “I think that the closer and more personal relationships 

that you have at work… the more intense and the harder it is to separate work from home.” So, 

to keep her relatedness challenges home and cause her undo stress, she keeps her relatedness 

between administration and colleagues separate and the only ones she wants to bring home are 

her students “because they are the focus.” Amanda (A) does at times bring home relatedness 

challenges by talking to her husband, who is a retired teacher. She described him as “pillar of 

patients and he would go, well, you just have to say this and this. He's really helped me with 

that.” 

 Another strategy mentioned was by Shelly (A) when she said she doesn’t “like learning 

the hard way. That's not in my nature. I like learning from other people's mistakes, not my own.”  

During her teaching career she has learned from other but also “still have made my share of 

mistakes… definitely been lessons on what not to do, which have kind of helped guide me.” 

Shelly (A) continued “I would never do anything to jeopardize anybody's job. So, I was never 
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going to do anything and, or whether it was fact or gossip.” For Shelly (A), observation and 

being profession with her relatedness is a tactic she uses to handle challenges faced in the 

relatedness aspect of the teaching profession. Jamie (A) handles administrative relatedness with 

the following perspective: “if you have a difficult administrator, um, you know, you're there for 

the long in most cases. You're there for the long haul. They’re probably the more temporary.” She 

also mentioned to understand your why when going into the teaching profession by explaining,  

I think that's an important part of your job is, is that you like the kids if you, if you don't 

like the kids, you know, you're not gonna like what you're doing and you don't need to be 

there. 

While each of the previous veteran teachers were in the autonomously motivated, Jennifer (C), a 

controlled motivated veteran teacher, stated “I think my coping mechanisms have gotten 

better…I cope with it better now than I used to” Even though she did not specify exactly what 

strategies she used, but did mention they were developed over time. These strategies for handling 

strategies are ones that were developed over time. However, not all strategies may not be the 

most mentally healthy but are strategies developed by one of our autonomous motivated teachers 

for her current teaching environment. 

 Cindy, an autonomous motivated teacher, is passionate about research-based teaching 

strategies to engage in student learning. She previously taught in a larger school district that 

cultivated this passion of research-based teaching strategies. However, she decided to move and 
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teach in her hometown that is a smaller school district. The culture of this district is vastly 

different as she described, 

they'll say, well, this is a cute idea I saw on Pinterest. And I'll say, yeah, but doing a 

whole program, we need to look into it and see if that's what's best for our kids. And so 

always met with and it's so cute. It would be cute. Parents would like it. And I'm like, but 

that doesn't mean it's valuable if it's valuable just for parents. I mean to me I want to see 

an intrinsic value of what, what, what progress can we show kids will get, what benefits 

will students get. 

So, she mentioned her colleagues and administration gets “frustrated with me” and has caused 

“some conflict.” Her strategy for dealing with colleague relatedness is to “accepted being kind of 

being by myself. I have a couple of coworkers we talk, but we don't talk about school stuff.” She 

will then “go into my classroom and then if I can get away with not, then it's not, my 

administration doesn't check a whole whole lot.” Cindy (A) has accepted her colleagues nor does 

her administration share the same educational philosophy as her and they are not willing to 

change. She accepted and kept her focus on her students. However, for Cindy, an aspect of 

student relatedness has a traumatic influence on her: student deaths.  

Cindy (A) discussed at length on the impact of student deaths had on her during her 

teaching career so far. She mentioned that her pre-service teacher program nor professional 

development opportunities have not adequately prepared her for this part of teaching: in the 

classroom or out of the classroom. In the classroom, she has had to tell students of a classmate’s 
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death with little to no guidance, what to do with grieving students all the while trying to 

understand it herself. She explained, 

I've gotten pretty hard hearted about my, about myself, my husband's, like I said, as a 

state trooper. And so, he sees death on a different side. And sometimes we coincide, he 

works the death of one of my kids and um or has in the past when I taught upper grade 

and, or the sisters and brothers have kids I have in class. And you just, um, you get tough, 

and you don't, you just lock it away. I have a list in my Bible of every kid has lost. That's 

how I deal with that. I guess I stick it in there. 

Dealing with student deaths was very challenging for Cindy (A) as she continued to discuss “the 

empty chair” moment of life after the death of a student. Cindy has not found a healthy coping 

strategy for dealing with a student death nor felt like she was adequately prepared to help 

students’ grief as well as her own in her pre-service teaching program.  

3.3 Relatedness Summary. All veteran teachers interviewed developed over time 

various strategies to deal with challenges with relatedness in their profession from inside the 

classroom to outside the classroom. For these veteran teachers various coping mechanisms were 

developed to handle the day-to-day challenges of teacher professional relatedness. Overall, the 

autonomous group had 18 more specific coping strategies compared to only one more specific 

coping strategy from the controlled group.  
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Overall Summary of the Differences Between Autonomous Motivated Veteran Teachers 

and Controlled Motivated Veteran Teachers 

 While there were some similarities, there were differences between the autonomous 

motivated teachers and the controlled motivated teachers. More of the profiles of the autonomous 

motivated teachers had linkage between more BPNs comparative to the controlled motivated 

group. In the BPN of relatedness, both groups had related satisfaction with their students, but 

when it came to colleagues, administration and parents, there were differences. The autonomous 

group had more satisfaction with parents while the controlled group had less satisfaction parents. 

With relatedness with colleagues and administration, the controlled group had more satisfaction 

with colleagues and administrated compared to the autonomous motivated group. Even though 

both groups were most satisfied with student relatedness, the value of that relationship was 

different. The autonomous motivated group was more intrinsic value compared to the controlled 

motivated group which had more utility or identified regulated extrinsic valued.  

 Both autonomous motivated group and controlled motivated groups expressed they felt 

autonomous (except for Dean) and competent. The autonomous group mentioned more internal 

attributes to their competence than controlled group. However, the controlled motivated group 

mentioned a specific teaching skill or area they felt less competent compared to the autonomous 

group. Even when both groups mentioned they were overall autonomous in their classroom, 

more autonomous teachers wanted more autonomy in choices in curriculum and resources. The 

handling of challenges to any of the BPNs were different as the autonomous group had more 

mentioned of different strategies they used and the use of more reflective strategies.  
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Chapter 5: Discussion, Conclusion, Implications, and Limitations 

Introduction 

 The current study found there were some differences in the perceptions of the BPNs 

between the autonomous motivated veteran teachers and the controlled motivated veteran 

teachers that participated in the interviews. In this chapter, I will discuss and conclude about the 

findings in relation other studies and the implications of the current study for future studies. In 

the next section, I will briefly review SDT and BPNs.  

Overview of Self-Determination Theory: Organismic Integration Theory and Basic 

Psychological Needs 

 SDT of motivation developed by Richard M. Ryan and Edward I. Deci which “assumes 

people are inherently prone toward psychological growth and integration, and thus toward 

learning, master, and connection with others” (Ryan & Deci, 2020, p. 1). The two main mini 

theories of SDT that are majorly studied (Ryan & Deci, 2017) are the OIT and the BPN. These 

two seem to be interrelated and can be effective in determining the work engagement and well-

being of individuals in various of workplaces as SDT has “always been concerned with 

understanding actions that are autonomous and volitional” (Deci & Ryan, 2008, p.15). The OIT 

deals with the integration or internalization of the task and the environment that sets up this 

internalization is through the satisfaction of the three basic psychological needs: competence, 

autonomy, and relatedness (Ryan & Deci, 2017) 
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Overview of the study 

 This current study focused on understanding the self-determined motivation of veteran 

teachers. More specifically, how does the BPNs (competence, autonomy, and relatedness) 

interact with each other based on their type of motivation: autonomous motivation or controlled 

motivation. The three research questions were as follows: 

RQ1: What type of motivation on the continuum (autonomous or controlled) do veteran 

teachers present? 

RQ2: How do veteran teachers perceive their Basic Psychological Need satisfactions? 

RQ3: Are there differences between autonomous motivated group and controlled 

motivated group in their basic psychological needs’ satisfaction? If so, how? 

All teachers across Oklahoma were asked through an email to take a survey to determine their 

self-determined motivation in the areas of teaching and classroom management. Those who 

consented and took the survey were asked if they were willing to be interviewed later. Those 

surveys that indicated they had teaching experiences of 20 years, rounded if they had a half a 

year experience, or greater in the classroom were calculated and twenty were interviewed. The 

interviews were coded and profiled for observed patterns and themes discussed in detail in 

Chapter 4. In the following sections, the findings of the research questions will be discussed.  

Discussion of Research Questions 

RQ1: What type of motivation on the continuum (autonomous or controlled) do veteran 

teachers present? 
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To answer research question one a total of 123 surveys were completed by Oklahoma 

veteran teachers There were 98 female veteran teachers and 24 male veteran teachers. For the 

combined motivation of teaching and classroom management, 80% of the veteran teachers were 

classified as autonomous motivated while 18% were classified as controlled. Two percent had a 

score of zero which is neither positive (autonomous) nor negative (controlled). So, these 

teachers’ motivation could not be determined based on their responses. When looking at teaching 

and classroom management, a similar observation was made that a larger percentage of 

Oklahoma veteran teachers participated in this study were classified as autonomous motivated 

with 77% for teaching and 78% for classroom management while lesser percentage of controlled 

motivation with 13% for teaching and 18% for classroom management. Those veteran teachers 

that were undetermined, with 10% for teaching and 4% for classroom management, were much 

less compared to both the autonomous motivated and controlled motivated groups. For the 

spread of scores among the veteran teachers, the scores with the most frequencies were between 

4 to 24 which indicated autonomous motivated since the range was positive (See Figure 6). 

Therefore, more Oklahoma veteran teachers participated in this study indicated they were 

autonomously motivated compared to those who indicated they were controlled motivated. One 

aspect to note about the surveys was majority of the surveys were given prior to the 2019 

COVID pandemic and prior to when schools across Oklahoma and the nation were moved to 

remote or virtual learning.  
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 Even though basic psychological needs satisfaction was not measured quantitatively, we 

can use the SDT to make assumptions about their satisfaction of basic psychological needs. 

According to Deci and Ryan (2008a), 

for this process to operate effectively, people must experience satisfaction of the basic 

psychological need. To the extent that the needs are thwarted, people will be less effective 

at internalizing and integrating regulations (p. 16). 

In a meta-analysis of the basic psychological needs and the internalization of motivation or 

intrinsic (autonomous) motivation, Van de Broeck, et al. (2016) found that the basic 

psychological needs seemed to better predict more intrinsic forms of motivation rather than 

extrinsic forms of motivation. Slemp et al. (2020) found “autonomy, competence, and relatedness 

satisfaction are proximal predictors of well-being, distress, and autonomy-supportive teaching 

primarily through autonomous, rather than controlled motivation” (p. 14). In a more recent study, 

Autin et al. (2022) found that the satisfaction of relatedness and autonomy directly correlated 

with autonomous motivation while competence was related to meaningful work in a study of 462 

people employed in the U.S. From these studies, the satisfaction of the three basic BPNS can 

predict autonomous motivation and I propose to infer the reverse could occur. Meaning if a 

teacher indicated autonomous motivation, then this may mean their basic psychological needs 

were perceived as satisfied. But this is a prediction using the SDT framework. However, exactly 

how these BPNs are met or interact with the type of motivation on the OIT or more general as in 

autonomous or motivated is largely unknown. Thus, another purpose of this study was to use 

qualitative methodology to understand the underpinning of how these BPNs interrelate with each 
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other in the two main types of self-determined motivation: autonomous or controlled in veteran 

teachers. In the next section, research question two will be discussed.  

RQ2: How do veteran teachers perceive their basic psychological need satisfactions? 

To answer this research question, the interview questions concerning the three basic 

psychological needs were coded. A profile was made based the answers based on their perceived 

most or least aspect of that BPN. If the explanation part of the answer related to another BPN, 

the two circles were linked. Arrows represent buffering of negative aspects or aspects continuing 

the negativity (See Appendix F). The profiles were then ordered based on quantitative motivation 

score from most autonomous to least autonomous (most controlled). A promising pattern started 

to emerge even though it was not completely consistent and there were a few deviant cases. It 

was also important to note that all but five interviews were conducted after the COVID-19 

pandemic and most of the teachers were teaching students remotely or virtually which had not 

occurred in their teaching careers. Therefore, as the interviewer, I had to keep in mind during the 

interview which aspect were they discussing pre-pandemic teaching or during pandemic remote 

or virtual teaching (see scheduling of interviews throughout pandemic in limitations). To keep 

continuity of the surveys and interviews, I focused on coding discussion of  prior pandemic 

teaching.  

Similarities between the autonomous group and control group profiles. Relatedness 

seemed to be interlinked with at least one of the other BPN, competence and autonomy. The 

general shapes observed were all three BPNs interlinked, an L-shaped where competence and 

autonomy is only linked to relatedness and last relatedness is either linked with competence or 
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autonomy. Deci, Olafsen, et al. (2017) explained that leaders who provide an autonomy 

supportive work environment are “attuned to and supportive of the other needs [competency and 

relatedness] …	Thus, when employees experience support for autonomy they typically also feel 

more connected to the organization and feel more effective” (p. 23). Klassen et al.’s (2012) study 

found that teachers who perceived their principals as autonomy supporting reported more levels 

of connectedness with colleagues and students, but when they compared between relatedness 

with students or colleagues, there was positive stronger correlation between work engagement 

and relatedness with students. They also found teachers need for student relatedness was 

correlated with teacher engagement and emotion (Klassen et al., 2012). Another study, Jensen 

and Bro (2018) found direct pathways from satisfaction of the need for autonomy to intrinsic 

motivation and a direct pathway from the satisfaction of the need of competence to intrinsic 

motivation but not between satisfaction of relatedness. However, based on the profiles in the data 

of the current study, relatedness seemed to be the connecting factor for the participating veteran 

teachers. For this study, relatedness may be central because of the purpose or main task of the 

teaching profession. A few of the autonomous motivated veteran teachers spoke about the 

purpose of the teaching professions. Jamie (A) stated,  

I think that's an important part of your job is, is that you like the kids if you, if you don't 

like the kids, you know, you're not gonna like what you're doing and you don't need to be 

there. 

Lisa (A) said students has always been my focus… when I went into teaching was to 

build relationships with students.” For most of the veteran teachers, students were the focus and 
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main relationship they were most satisfied in relatedness. This is consistent with findings from 

several studies with teachers and students where relatedness was a driving factor for student 

achievement (Fredesco et al., 2019) as well as teachers’ well-being (Aldrup et al., 2017).  Student 

relatedness seemed to be more important or stronger influence due to fact this relatedness 

between a teacher and their students can either reaffirm or diminish the feeling of competence for 

both teacher and student (Aldrup et al., 2017). However, there were a few differences between 

the autonomous motivated veteran teachers and the controlled motivated veteran teachers.  

Differences between the autonomous motivated group and controlled group profiles. 

Forty-three percentage, or 6 out of 14, of the autonomous motivated profiles either had all 

BPNs interlinked, in the L shape where relatedness was linked to competence and autonomy 

which was 36% or 5 out 14, or between relatedness and competence at 14% or 2 out of 14. Fifty 

percent, or 3 out of 6, of the controlled motivated veteran teachers’ profiles had mostly the L 

shaped and only 33 %, or 2 out of 6 had the BPNs relatedness and autonomy identified as 

intertwined. While there is not literature pertaining to these types of profiles nor their 

interpretation, the meaning of this interlinking is speculation based on the SDT framework. 

When Deci, Olafsen, et al. (2017) discussed the broad understanding of SDT in an 

organization, autonomous motivation was the central idea that predicts work performance and 

well-being, but the satisfaction of the BPNs can also predict work performance and well-being. 

Vandercammen et al. (2014) found there was a positive effect between the three basic 

psychological needs and intrinsic motivation, but in some of their alternate models, relatedness 

did not have significant positive effect with intrinsic motivation. However, Vandercammen et 
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al.’s (2014) study does show there is a relationship between the basic psychological needs and 

intrinsic motivation. The SDT framework (Ryan and Deci, 2017) separates the ideas of the OIT 

and BPN into mini-theories and seem to discuss in separation. However, the findings of this 

study suggest they do interact in some way with each other. The OIT focuses on the value or how 

much the individual internalizes the task.  The BPNs of competence, relatedness, and autonomy 

seems to focus on the type of environment that is needed to become more autonomous or 

intrinsic motivation. Even though the two mini theories were explained separately, they are 

connected or depend on one another. An individual must have the supporting environment or 

workplace (autonomy supporting, competence building, and relatedness boosting) to begin to 

value and eventually internalize the task to move through the OIT continuum to become more 

autonomously or intrinsically motivated. However, there is not complete understanding of the 

underlying interaction between the OIT continuum and the satisfaction of BPNs in practice or in 

different settings such as the teaching profession workplace. The L-shaped profile pattern was 

linking through relatedness was seen in both the autonomous motivated group and the controlled 

motivated group. Therefore, the profiles themselves do not explain why some teachers were 

autonomous while others were controlled. A better understanding of those differences may be 

explained when research question 3 is discussed.  

Another difference between the autonomous and controlled motivated groups was the 

profiles that only had two different BPNs interlinked (each group had 2 profiles each). The 

autonomous motivated group profiles were linked between relatedness and competence while the 

controlled motivated group profiles were between relatedness and autonomy. The reasoning for 
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these profiles could not be explained through literature, but a potential explanation came through 

research question three. Before I discuss the research question 3, there were one profiles in each 

group that did not go with the patterns observed. These profiles were deviant cases. The deviant 

cases will be discussed next.  

Deviant Cases. There were deviant cases: Amanda (A) and Matt (C). Amanda (A) had no 

interlinking BPNs in her profile. This was a unique profile as none of the profiles followed this 

pattern. Matt (C), on the other hand, had all his BPN circles overlapped, which is unique because 

controlled group teachers did not show this pattern.  

Amanda (A). Amanda (A) was a sixth-grade elementary geography teacher. Her profile 

was unique overall and did not match any pattern in either group. Her BPNs were not linked. 

Though she felt extremely competent and autonomous, several factors may have caused this 

disconnect that she discussed in her interview. One factor was close to retirement. She was able 

to retire years before, but she chose to stay for the following reasons: 

I'm only 62. …. So, since the state gave me a substantial rise, I mean more than, hey, I get 

an extra $5 to spend at Sonic. It was a substantial raise. … So, I thought, well I need to 

stay. So, my retirement check will be, because I'm on the rule…where your top three 

years in salary are your average for your retirement. …And the last reason is I've got a 

granddaughter who's here at [school] who's in fifth grade and next year will be her last 

year here ... That's my plan to retire next year.  

As such, Amanda (A) had multiple reasons due to this retirement, both extrinsic and intrinsic, 

that made her remain in teaching longer. However, another major topic of discussion in the 
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interview that may have provided inside to this unique deviant case was trauma her and students 

had in the school district.  

In 2013, an EF5 tornado (Carter, Todd, & Pearson, May 21, 2013) ripped through the city 

one afternoon during school time. Two elementary schools were destroyed, one of those was the 

school Amanda was a teacher. Fortunately, this school did not have any casualties, but the other 

school did have students and a teacher killed. However, the city has major damage of homes and 

businesses, and overall, 24 people included nine children and countless injuries (News 9. 2013). 

This natural event not only caused physical damage of materials, injuries, and deaths, but also 

caused trauma internally that has remained with Amanda. Amanda did discuss the material things 

she lost in her classroom stating, 

At that time, I'd been teaching for 34 years, and I lost everything except a few little 

things…I still find myself going, oh, I have that book. No, I don't. I mean one day I 

looked and looked and look everywhere and I just knew I had it. And then I went home. I 

used to have it. 

However, those material items were not her main concern. Those were replaceable because of the 

support of the community. She explained “we still have gift cards here. We are almost seven 

years later, haven't used them all yet.” Her main concern was the students, not just those with her 

in the shelter as the tornado went through, but of all students who will be connected to this 

natural, uncontrollable event stating, 

I did have a little boy ... Well, he was in third grade when the tornado hit over [School 

who had student deaths] and I, he came here to [Amanda’s school] in sixth grade and he 
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was super quiet and not really an odd little guy. I have a feeling he was always odd, but 

um, didn't know until parent teacher conferences where you would think this was 

something he might let give the teacher a heads up beginning. He was in the hallway 

under the beam over there at [School who had student deaths] when children were dying 

around him that day. And the mom didn't think that was information at least the 

homeroom teacher might want to know. I didn't understand that. 

This may be another reason why she was not satisfied with the counselors of the school as she 

complained, “and why would you stop? And we would talk about it. Yeah. I mean cause nothing 

you learn in geography is more important than what you're actually going through right then and 

there.” She continued explaining the trauma endured,  

I mean that particular year I had the little girl who lost her baby sister was in that room 

and a little boy who lost his mom was in that homeroom too. And we would talk about it 

like the little boy who lost his mom, his dad was dating and he came up and he asked me 

one day, he goes, is it mean of me to not want my dad to have a girlfriend, you know, and 

um, those, like I was saying earlier, when you don't have the time to talk to the kids, I 

mean that's the kind of stuff I mean you really needed to talk about.  

Amanda (A), along with many of her district colleagues that day were asked to be like ‘first 

responders’ regarding making sure students were in shelter and safe, but also to provide the 

emotional support to the students while going through the same trauma. Amanda and many 

teachers in tornado alley practice tornado drill with students which provided self-efficacy to do 

what was practiced and to emotionally regulated in the actual event and support the emotional 
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regulation of the students (O’Toole & Frieson, 2016; O’Toole, 2017). Amanda’s desire to 

discuss the event with her students and whenever needed to cope not only helps the students deal 

with their trauma but helps the teachers process their own trauma about the event and build the 

resiliency for the students and the teachers (Berger, et al., 2016). So, with all this trauma and the 

growing number of students in the classroom, I asked what kept her motivated to remain once 

again. She stated, 

It's one of the things that makes me who I am, but it's very frustrating for my students 

because, um, I expect me to do the best I can... I expect my students to do their best and 

I've literally had kids say to me, what else do you want from me? I said, I want your 

best…, you're just sitting there. Is that really the best you can do? …well, if I'm so driven, 

how come I'm still in this classroom? Well, I'm sure somebody else could do this job. So, 

as long as I'm here and I wanted to do my best because I could just coast, that wouldn't be 

given my students my best. And then, um, really not just saying that I really am like that 

and it's very annoying to my husband. 

Amanda (A) still has a drive that keeps her in the classroom, her drive to do her best. However, 

as she is getting closer to retirement and the trauma, she as well as the students in her district has 

been through, she scored autonomous motivated, but on the lower end of the continuum. Day et 

al., (2007) described two groups of veteran teachers who are more than 31 years experienced as 

either still committed and still motivated or trapped and tired. Based on her interview and lower 

autonomous score compared to most autonomous veteran teachers in the study, she is tired and, 

in a way, trapped to continue teaching at the time of the interview. She was looking forward to 
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retirement but wanted to stay teaching to increase her retirement pay. She has remained engaged 

to the extent she needs to do for her position and to be teaching in the school until her 

granddaughter graduates. However, her external reasons may have caused her self-determined 

motivation to be on the lower portion of the autonomous motivation. It may not be the reason 

why her BPN circles were not interlinking. Other teachers in the study mentioned retirement in 

their interviews or in their last year of teaching, however, she was ‘tired’ and looking forward to 

the retirement, which might be impacted by devastating natural disaster while teaching. This may 

have been a unique case for a teacher who has been in such a nature disaster that caused such 

destruction and was with the students and had to act as a first responder. Plus, she did not 

mention if there were any training (other than the drills) or therapy she had or chose to go 

through to help deal with the trauma. The only mentioning of what help her heal was the school 

district was offered to have classes typically used as Sunday school rooms. Amanda (A) said 

“they [people at the church] were wonderful. And that made it a lot easier for us.” She continued 

to explain that “I mean those little church ladies were so behind us and anything we ever wanted, 

we just had, we asked there, you know, it was a church custodian. He goes, well I can take care 

of that for you.” The trauma of the event may have produced this pattern of the BPN circles not 

interlinking as a self-preserving coping or by compartmentalizing each need might have been 

necessary to continue teaching. This was the only factor I can infer that differed between her and 

the other participants in the interview. More detailed interviews, which specifically focus on the 

absence of interlocking of BPNs would be necessary for future research.  
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 Matt (C). Even if Matt was classified as a controlled motivation group based on the 

quantitative scores, his profile is followed the general pattern of the autonomous motivated group 

that had the three BPN rings interlinked. He was the only controlled motivated profile that had 

this profile which made a deviant case for the controlled motivated group. While his profile had 

the pattern of some of the autonomy motivated group, his score reflected a different side which 

was one of the top three most controlled teachers (only Denise and Rachelle were more 

controlled motivated than Matt). One possible explanation might be Matt’s phone interview was 

a bad connection or he was outside. So, it had more inaudible sections compared to the other 

transcripts. However, even with this limitation, the connections between the BPNs were present 

in the interviews that was audible.  

Matt (C) has taught for 37 teaching high school science. Matt was able to retire and did at 

one point in time as he explained, “I retired four years ago” and came back to “teaching three 

years ago. I couldn't go and I really missed that as far as in last year I went back to more 

coaching and teaching.” Chaichain’s (2021) study of faculty of a university concerning 

retirement found that some were hesitant to retire due to financial reasoning or missing the 

connection with the university, but when retired found that some went into mentoring roles for 

junior faculty or even finding their way back to the classroom through part-time teaching 

employment. While Chaichain’s study was concerned about university faculty, it shows that 

regardless of the level of educational institution, teaching connecting was missed. Matt (C), 

though retired, decided to return to teaching because he missed the connection with the students. 

This connection especially with students, was his focus and is evident in his interview and in the 
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profile. In his interview, he mentioned students as the relatedness he was most satisfied because 

“I have a daily one-on-one contact with them [students], and I have more of a built relationship 

with them [students] than I do the others.” The only negative response from him concerning 

students was those with Individualized Education Plans, or IEPs. It was about the students 

themselves, but “we have a very high number of kids on IEP and it's just hard to keep track of 

them all and they're all there and adaptations.” And he cares about their learning because he 

adapts his teaching methods to meet those needs by using more “open ended activities … to 

make it real [concepts] concrete.”. This is a potential reason why his relatedness and competence 

were linked as he wants to make the learning of science concepts relatable and clear, and this 

area was what he felt most competent. He also felt autonomous to teach the content in the 

manner that best fits his students connecting competence and autonomy. This pattern is like 

almost half of the autonomous motivated group’s profiles. While trying to figure out why his 

pattern was like almost half of autonomous motivated group with all connecting BPN circles, 

and his self-reported survey which indicated controlled motivated was still a potential 

conundrum. One possible explanation is that what was measured in the survey was not aligned 

with what was captured in the interviews. Survey questions focused on determining a teachers 

type of self-determined motivation which based on the value of the tasks; however, interview 

unpacked more details of basic psychological needs to determine how they interact and satisfied.  

Another aspect to note is that although, he did not really explain why he went back into 

teacher other than he missed the connection with the students, but some teachers may go back to 

teaching due to a financial reason. In the Oklahoma Teacher Retirement System’s (OTRS) 
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members handbook, Oklahoma teacher’s pension is calculated based on the average of your last 

salary and years of service; so the longer a teacher remains in the profession the more the 

monthly pension (July 1, 2022). The OTRS handbook also mentions that if an Oklahoma teacher 

retires but wants to go back into teaching, they can waive retirement and reenter the retirement 

system (OTRS, July 1, 2022). So, for Matt (C), he decided to go back into teaching after four 

years of retirement. Oklahoma teacher retirement pension average pay is lower than the national 

average whether adjusting for cost of living or not (USA Facts, 2021, March 8). Whether 

financial reasons were a reason for Matt (C) returning to the teacher profession is speculation but 

is a reasonable possibility.  

 The last potential explanation for this vast difference of his self-determined motivation 

of controlled and his profile during the interview was the timing of the survey (pre-COVID) and 

the interview (During COVID Pandemic). This limitation of the study will be discussed in more 

detailed in the limitations section of the paper. In the next section, I will discuss research 

question three.  

 RQ3: Are there differences between Autonomous verses Controlled group in their basic 

psychological needs’ satisfaction? If so, how? 

Relatedness Differences. There were differences in the rationale of why they were most 

satisfied with student relatedness between autonomous group and controlled group. Both groups 

had a value-added aspect to student relatedness in their rationale, but the type of value was 

different. Here, it was important to look at another motivational theory, Expectancy Value Theory 
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(EVT), now called Situated Expectancy Value Theory (SEVT). So, there may be more to the 

story of SDT, which goes beyond that BPNs being just met to be autonomously motivated.  

The basis of the EVT was done by Eccles and her colleagues, which proposed that any 

achievement-related choices are directly impacted by one’s ability, beliefs, and values 

(Richardson & Watts, 2014). Wigfield and Eccles (2000) indicated one’s ability, beliefs, and 

values also influence an individual’s performance, effort, and persistence (p.70). Wigfield and 

Eccles also stated that ability and expectancy beliefs are present in other major motivational 

theories as well, yet some define the constructs somewhat differently. For example, self-

determined motivation concept of intrinsic motivation can be seen through EVT’s construct of 

intrinsically valued, or there are important or internally valued (Wigfield & Eccles, 2002). Also, 

the attainment value component of EVT or “personal importance of doing well on the task” 

(Eccles & Wigfield, 2002, p. 119) and can be associated with the identified regulation component 

of the SDT motivation scale (Wigfield & Cambria, 2010).  SDT does have a value component 

when it discusses the OIT portion of the SDT. However, it does not include value in the 

discussion of meeting an individual’s BPNs. Eccles and her colleagues have modified their EVT 

model to better represent the research done on EVT (Eccles & Wigfield, 2020). They have now 

recognized that the EVT has a situational factor and therefore, have now renamed it Situated 

Expectancy Value Theory or SEVT (Eccles & Wigfield, 2020) For this dissertation, the next 

paragraph will describe the four types of values according to the SEVT model in the box titled 

Subjective Task Value (Figure 7). 
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Figure 7 
Situated Expectancy-Value Theory Model 
 

 
 Eccles &Wigfield, 2020 

 

Another reason to include SEVT was because of the SDT’s framework itself in that the 

value comes in with the OIT continuum as the more internalized or valued the task is the more 

autonomous an individual is. This includes the identified regulated and integrated regulated parts 

of extrinsic motivation in the continuum. Therefore, the value aspect is ingrained in the 

autonomy of the BPN.  

The last difference between the autonomous motivated veteran teachers and the 

controlled motivated veteran teachers of the study was discussing the how they handled 
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relatedness challenges. While the two groups had similar strategies, the autonomous motivated 

group mentioned more about self-care. Wang et al., (2022) described Emotional Intelligence (EI) 

as “individuals’ ability to perceive, manage, regulate, and express emotions” (p.9).  Mérida-

López, et al. (2020) studied the aspect of emotional intelligence (EI) and found that the “highest 

levels of intention to quit were found among those teachers with low work engagement and low 

EI [Emotional Intelligence] levels” (p. 148). They (Mérida-López, et al., 2020, p. 148) 

hypothesis that  

Whether teachers might continue with their career or decide to quit their profession may 

depend on whether their perceptions of work as disengaging, and the negative emotions 

associated with those perceptions are adequately managed or not.  

So, this may explain the possible difference between the two groups in terms of relatedness 

overall. Such as Jamie (A) recognizing that administration was temporary or more likely to move 

to higher administrative positions or another principal position or even Shelly (A) who chooses 

not to gossip because the gossip will have negative consequence eventually.  They had more 

emotional intelligence to have more resilience against the challenges to maintain autonomous 

motivation over a career. Burnett (2006) described resilience as personal characteristic that 

enables individuals to ‘stay the course’ despite the difficulties that they encounter” (p. 814). 

However, Gu and Day (2013) described teacher resilience as the capacity to manage the 

unavoidable uncertainties inherent in the realities of teaching. It is driven by teachers' 

“educational purposes and moral values” (p.39). This definition goes beyond the general aspect 

of resilience and provides a specific definition fitting the profession of teaching. It also is a 
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possible explanation why the teachers who were scored as autonomously motivated had a more 

focused and personalized strategies to cope to relatedness challenges. So, regardless of how the 

challenged in relatedness was handled, the autonomous group had more tailored strategies 

towards their profession philosophy and moral values. Competence differences will be explained 

next.   

Competence Differences. Almost all the veteran teachers interviewed in the current 

study were most competent in a specific teaching skill or general teaching skills. However, more 

autonomous teachers attributed this competence to an internal characteristic compared to the 

controlled group. For example, Lisa (A) contributed this to her drive while Michelle (A) 

contributed it to her caring heart. Therefore, the attribution theory ascribed that “when people 

obtain an outcome or reinforcement, they feel the need to assign a cause to it, which gives them a 

feeling of control over the situation” (Brun et al., 2021, p. 701). The attribution theory has causal 

dimensions: locus of causality, stability, and controllability (Brun et al., 2021; Weiner, 1985). 

The findings of this data showed that autonomous motivated teachers showed more of an internal 

locus of causality than controlled motivated teachers. Also, the autonomous veteran teachers 

attributed their success and failure to stable and uncontrollable factors (e.g., ability that they 

possess), while the controlled motivated teachers attributed their success and failure to  unstable 

and controllable factors. This was even more evident as more of the controlled teachers relied on 

learning experiences to handle specific teaching areas that they felt less competent through 

professional development or learning from colleagues. The autonomous motivated teachers 

typically used more reflective strategies to handle competence challenges. The internal stability 
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of the attribution to their competence may have provided them the resilience or better apt to 

maintain their autonomous motivation while dealing with competence challenges. Majority of 

the teachers did indicate they felt competent in teaching and in their classrooms. The next section 

will discuss differences between the two motivated groups in the last basic psychological need: 

autonomy.  

Autonomy Differences. According to Ryan and Deci (2020), autonomy is a central basic 

psychological need. Therefore, autonomy support in the workplace or in the classroom for 

students is crucial as 

Autonomy support has as its central feature attempting to appreciate and respect the 

internal frame of reference of the learner. Autonomy support is thus a central element in 

cultural competency—that is, in being able to effectively work with people from diverse 

backgrounds and value systems, whose frames of reference influence their motivations 

and valuations. (Ryan and Deci, 2020, p. 5).  

Therefore, autonomy is the driving force that allows the other two basic psychological needs to 

also be satisfied and makes more autonomous motivation for the individual. However, the 

current study had a different outcome. Most of the veteran teachers mentioned they felt 

autonomous in their classrooms except for one teacher, Dean (A), who was discussed in Chapter 

4. However, some autonomous veteran teachers felt not autonomous in teacher voice in district 

decisions such as curriculum and resources. Peng et al. (2022) found that teacher autonomy had a 

positive correlation with mental health, teaching efficacy, and job satisfaction. This connection 

between autonomy and competence may provide insight as why for most of these veteran 
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teachers they felt both competent and autonomous in their teaching career regardless of type of 

motivation. 

However, the main difference between the autonomous and controlled motivated veteran 

teachers were once again how they handled autonomy challenges. More of the controlled 

motivated veteran teacher had “go with the flow” type of attitude whereas more of the 

autonomous motivated veteran teachers had a more variety of different ways they handled these 

types of challenges. Ebersold et al. (2019) found that teachers experience more needs satisfaction 

when their principal was autonomy supportive. But the interviews of more of the autonomous 

teachers were least satisfied with their administrative relatedness. It seemed our autonomous 

veteran teachers may have used different personal strategies to overcome that frustration of 

having a less than autonomy supporting principal to stay autonomously motivated.    

Summary of Differences Between Autonomous and Controlled Motivated Veteran Teachers 

 While the veteran teachers who did participate in the survey had similarities, there were 

some major differences. In the BPN of competence, autonomous group attributed their 

competence internally while the controlled group did not. In the area of autonomy, both group 

felt autonomous. However, one autonomous teacher did not. However, major differences were 

observed in the relatedness BPN. Both groups were satisfied with their relatedness with students. 

However, with other relatedness within the profession there were unexpected differences. More 

of the controlled group was satisfied with colleagues and administration while more of the 

autonomous group mentioned they were least satisfied. On the other hand, more of the 

autonomous group were satisfied with their relatedness with parents. This finding is in contrast 
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of the SDT framework of the meeting of BPN satisfaction. Each veteran teachers had both 

satisfaction and no satisfaction in each area of the BPNs. Therefore, determining whether a BPN 

was met or unmet may be more complex and a spectrum rather than aa binary determination.  

 The last major difference between the autonomous motivated group and the controlled 

motivated group was the quality and quantity of how they handled the challenges to the BPNs. 

The autonomous motivated group had strategies that were more reflective and personalized to 

them and their situation whereas the controlled group was less reflective and personalized. Also, 

the number of strategies of the autonomous motivated group outnumbered those of the controlled 

group. Also, almost all of the strategies mentioned by the controlled group were like the 

autonomous motivated group. This aspect of coping and resilience is not a component of SDT 

but seemed to be a major difference between the two groups.  

Limitations of the Study 

 There were limitations to the study. The first limitation is with the quantitative survey 

only concerning teaching and classroom management rather than all aspects of teaching. The 

choice to shorten the WTST, which included a total of five sections with 15 questions each, was 

due to considering the amount of time a teacher would take a survey. Using the full survey would 

have potentially sway teachers to not volunteer to participate. Therefore, the decision was to 

choose the two tasks that teachers perform during most of the workday: teaching and classroom 

management. The consequence of shortening the survey was the scorings obtained may not truly 

reflect their motivation especially for those who were close on the boundary of autonomous or 
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controlled motivation. Therefore, for those who were on the border to be either autonomous or 

controlled may have had a different outcome if another task was added to the survey.  

 A major limitation was an event that was uncontrollable: the COVID-19 pandemic. After 

the survey was sent out for two weeks, it was announced that schools would be shut down and 

students will learn at home either through packets or virtually. This caused a major disruption to 

life in general, but for teachers, it was a panic and time to problem solve how this will look for 

their students. My survey was not of importance or a consideration as other tasks were required 

and necessary. Teachers were willing to participate in the survey but many who said they were 

willing to participate in an interview either recanted or would not return my email requests or 

phone messages. I was only able to get five interviews completed the way I originally designed 

the study. Rest of the 15 interviews were done through phone or Zoom. The timeline of specific 

events is in Table 1. The COVID-19 pandemic caused the design to be adjusted from the 

purposeful sampling of getting equal amounts of autonomous and controlled motivated veteran 

teachers as well as variation of scores within each group to snowball sampling. Also, I had to 

complete phone or Zoom interviews rather than face to face interviews at their schools. This 

limited my access to see the environment in which they teach and their bodily expressions, which 

could provide additional information and insights. Additionally, sometimes the reception of the 

connection over the phone or laptop was not ideal making it hard to understand with clarity. 
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Table 1.  

Timeline of data collection during COVID pandemic 2020 

 
 

The COVID-19 pandemic was made the questions to become reflective rather than in the 

present moment. I had to make sure to distinguish between pre-COVID teaching and during-

COVID teaching, as more teachers started to answer about the present moment (during-COVID) 

teaching when the study was designed prior and during typical teaching setting. Therefore, in the 

analysis, I had to make sure to code answers relating to pre-COVID rather than during-COVID 

pandemic teaching. This also caused an issue between the timing of when they completed the 

survey and when the interviews occurred. Fortunately, I only had to use four teachers through the 

snowball method. The rest of the participants came from consenting to interview through taking 

the survey pre-COVID-19 pandemic. Therefore, the pandemic may have shaded their perspective 
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of interview questions as they were in a different environment, different mindset, and had to be 

reflective in their responses. While the COVID-19 pandemic provided unforeseen challenges to 

the study, it also provided an interesting insight to how veteran teachers were responding to 

remote or virtual learning. Instead of being physically in the room teaching students, they were 

on a computer screen. It provided even more challenges with technology but also provided the 

veteran teachers to think ‘outside the box’ on how to provide that safe learning environment 

virtually. A few teachers mentioned they missed the students while others mentioned they relied 

on and got to know colleagues and administrators more. Others mentioned this pandemic  

provided a view inside the home of their students and gave them more concrete perspective of 

the student’s home life. The aftermath of the COVID-19 pandemic has most likely changed the 

landscape of education as more schools are now one on one with technology as well as 

regression of skills of students in all subject areas. This study provided a glimpse of the 

landscape of education during a critical time that had a major impact on education across the 

nation. Therefore, the BPNs may have been adjusted for a post-pandemic world for teachers and 

adjusted their level of motivation on the OIT. This post-pandemic educational environment 

provides an opportunity for future research in education as the pandemic showed both the 

professions strengths and unfortunately weakness to improve all aspects of education for all.  

The last limitation of the study was biasness of me as a former teacher during the 

beginning of the study and entering back into teacher due to the aftermath of the COVID-19 

pandemic during the analysis. Beginning of the study, I was a teaching assistant at OU rather 

than public school teacher and had been out of the classroom for at least two years. Therefore, 
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there was some time to separate myself as a teacher and view myself as more of a researcher. 

However, the COVID-19 pandemic threw the economy into uncertainty including teaching 

assistant positions. I decided for financial security reasons to enter back into public school 

teaching after the shutdown of schools for the next school year. Though it provided financial 

security, it caused a delay in analysis as I also had to keep up with the demands of teaching in the 

classroom. Going back into the classroom and the delays in analysis could have allowed biasness 

to enter the analysis even though I tried the best to focus on being a researcher. The triangulation 

with former professor who was now an instructional coach for the district I work and a recent 

graduate of the same program as me guided my biases that may have affected the analysis. 

However, even with these limitations, this study does provide an exploratory insight into veteran 

teacher motivation and the need to better understand the nuances of the satisfaction of teachers’ 

BPNs.  

Conclusion and Implications for Future Research 

 The current study investigated the differences between each of the basic psychological 

needs and they type of self-determined motivations of veteran teachers scored: autonomous or 

controlled. The study determined the motivation of the veteran teachers through a quantitative 

survey and interviewed the participants about their basic psychological needs to further unpack 

the differences. The findings revealed there where subtle differences between the two types of 

self-determined motivation and how the teachers of each group handled challenges towards their 

basic psychological needs. Therefore, there are some limitations to the SDT framework that 

needs to be further examined.  
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 The one finding was the way in which the two motivated groups handled challenges to 

the basic psychological needs. While the two groups did share some of the strategies used, the 

autonomous group listed more strategies and more personal, specific ways to handle them. This 

may have added to their resilience to overcome the challenges they face and remain autonomous 

in teaching and classroom management. Resilience may be an aspect that may need to be in 

consideration as to how the basic psychological needs are met, especially developing personal or 

general resilience for teachers. Currently, SDT framework does not include resilience or coping 

strategies to handle challenges in the research literature particularly the OIT and the BPNT. This 

component may possibly be an essential aspect to understanding what it means a basic 

psychological need is satisfied or not.  

 Another finding was the determination of the satisfaction of basic psychological needs is 

complex and needs to be further explored and understood. Within each basic psychological need, 

each veteran teacher was able to determine what areas that they were more satisfied or least 

satisfied. Therefore, even within each basic psychological needs, there are areas that are 

satisfying and other areas that are not, therefore, interacting with each other. This trend was the 

same regardless of type of motivation. Thus, future research needs to further investigate not only 

how these basic psychological needs are met or unmet, but also how and why they interact with 

each other.  

According to SDT, to become more autonomous and intrinsically motivated, all three 

basic psychological needs (autonomy, competence, and relatedness) must be satisfied mainly 

through an environment that has autonomy supportive leadership (Deci & Ryan, 2020; see also 
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Deci & Ryan, 2008; Reeve, 2009; Deci, Olafsen, et al., 2017; Gokalp, 2021). Therefore, 

autonomy provides the value aspect of the task for the individual and connects the OIT 

motivation continuum to the basic psychological. For SDT, value comes in the form of 

internalizing the task as it becomes more intrinsic or enjoyable. Because the types of motivation 

were distinguished only between autonomous (includes some external motivation; identified 

regulated and integrated regulated) and controlled, the use of another motivational theory, SEVT, 

was used to distinguish the type of value and for triangulation purposes. The subjective value 

aspect of the SEVT was useful to determine and verify the type of value based on their 

interviews. The findings of this current study observed autonomy did not have a value aspect nor 

did those who were autonomous indicated they were satisfied with their administrator. For 

majority of the interviewed veteran teachers regardless of type of scored motivation, relatedness 

was the basic psychological needs that connected at least one other basic psychological need and 

provided the value aspect. This was contradictive to the SDT framework as well as studies who 

found that relatedness was the less significant basic psychological need (Schoofs et al., 2022; see 

also Dysvik et al., 2013; Deci, Olafsen, et al., 2017). This may be due to the relational nature of 

teacher, discussed previously, as building relatedness with students is an important aspect to have 

in the classroom to provide that autonomy support for student learning. Therefore, the idea of 

what means for an individual to be satisfied in a BPN needs to be further explored. This was 

observed with the study’s participants as they were able to describe what they were most 

satisfied with and least satisfied with in a specific BPN. This spectrum needs to be further 

explained to fully grasp what it means for a BPN to be met. When there is a better understanding 
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of how these are met despite the challenges, all stake holders of public education would be better 

equipped to provide the necessary work environment to foster autonomous motivation. This 

leads to my next critique of SDT based on this study’s findings.   

This idea that motivation may be situational and culturally bound is why EVT is now 

called the SEVT (Eccles & Wigfield, 2020). Even though Ryan and Deci (2020) noted that the 

general effect of the satisfaction of the basic psychological needs is maintained across cultures, it 

may be more nuanced in the type of culture in terms of the profession and the way the needs 

related to individuals who chose the teaching profession. Those in pre-service teaching programs 

or know teachers in the field, may know the limitations they will face in the teaching profession.  

This understanding may buffer any autonomy challenges that may hinder its satisfaction and 

thereby, the satisfaction of other basic psychological needs. There are also studies who have 

indicated that there are two types of basic psychological needs: specific basic psychological 

needs and global basic psychological needs (Corbin, et al., 2023). Corbin et al. (2023) continued 

to explain teachers’ specific basic psychological needs can vary over time. Therefore, future 

research needs to make some unique modifications to the framework of SDT according to the 

culture of the profession, while factoring in situational workplace issues such as the type of 

leadership, resources, and other factors.  

 In summary, there is a need to better understand the underlying details of the BPNs 

satisfaction and the relationship to the type of self-determined motivation. There needs to be a 

better distinction of determining how a BPN satisfaction is met or unmet as the autonomous 

veteran teachers of this group provided a unique story that it is more complex than just providing 
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teachers autonomy supportive leadership. There were some highly autonomous veteran teachers 

who indicated that the leadership of the school was not autonomous supportive while some 

controlled motivated veteran teachers indicated the leadership was autonomous supportive. So, 

there is a need to research more qualitatively to understand these interactions between the BPNs, 

the BPNs with the OIT of teachers, and situational-specific factors. Within the teaching 

profession, there needs to be future studies exploring the different levels of public schools such 

as there are differences between how BPNs and the OIT in elementary teachers, middle school 

teachers, and high school teachers as the workplace is different between these teachers. Another 

aspect to explore is if there are differences between BPNs and OIT between rural, suburban, or 

urban teachers as these workplace environments also differ. Another observation from the study 

was the differences between core teachers or those who teach required subjects like science, 

math, and English compared to those who were elective teachers such as drama or band. Each of 

these have different pressures placed on them even though they may work in the same school 

building.  Therefore, the contextual situation of the workplace may have an impact on how these 

needs are met or what strategies are needed to be resilient amongst those unique work 

environments. Better understanding the details of teacher self-determined motivation and their 

satisfaction of BPNs will give stakeholders, policy makers, administrators at all levels, and pre-

service educators ways to provide environments for teachers to thrive and sustain these 

challenges and retain them for a career which will make the learning environments more 

productive and effective for student achievement. By having a better, more in-depth 

understanding of teachers’ motivation, pre-service teacher programs can provide not only the 
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pedagogy knowledge but also incorporate the resilient strategies that veteran teachers have 

developed and tailor to their specific needs or create programs geared toward a specific context 

such as rural or urban public-school districts. Not only will this be beneficial for the student’s 

achievement, but it prepares future teachers for sustainable career in the classroom. For district 

administrators, they can create professional development unique to the needs of the teachers and 

the context of their work environment as well as the needs for where they are in their career 

trajectory. Therefore, by providing teachers what they need not only in resources to teach but to 

provide a work environment to thrive in all areas of the profession and as an individual, students 

will have a better opportunity to be successful.  
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Appendix A 

Recruitment Letter 

Dear Educators, 

 

My name is Laura Lewis. I am a doctoral candidate at the University of Oklahoma in the College 

of Educational Psychology. I am currently conducting a study on veteran teacher motivation 

using the Self-Determination Framework for my dissertation. The study’s purpose it to better 

understand veteran teachers and what motivates them to remain in the classroom. I am inviting 

you to participate in this study if you 1) have at least 20 years teaching in a public k12 school 

classroom and 2) are currently teaching in the public K12 school classroom. The survey should 

take about XXXX minutes. Participation in the study is voluntary and you can end your 

participation in the survey at any time. Your identity will be anonymous and protected. If you 

chose to participate, please click the link to the survey and begin.  

[Link to survey] 

If you do not meet the criteria for the study and you know someone who does, please forward 

this email.  

I greatly appreciate your time, 

Laura Lewis 
Doctoral Candidate 
University of Oklahoma 
College of Educational Psychology 
Lewis1976@ou.edu 
405.227.6226 
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Appendix B 

Potential School List 

 

District Names School Names 
Shawnee Public Schools  
 Shawnee High School 
 Shawnee Middle School 
 Jim Thorpe Academy 
 Shawnee Early Childhood 

Center 
 Horace Mann Elementary 
 Jefferson Elementary 
 Sequoyah Elementary  
 Will Rogers Elementary 
Bethel Public Schools  
 Bethel High School 
 Bethel Middle School 
 Bethel Upper Elementary 
 Bethel Lower Elementary 
Prague Public Schools  
 Prague High School 
 Prague Middle School 
 Prague Elementary/ECC 
Grove Dependent School  
 K-8 
South Rock Creek School  
 K-8 
North Rock Creek School  
 Elementary 
 Intermediate 
 Middle School 
 High School 
Dale Public Schools  
 Elementary 
 Middle/High School 
Tecumseh Public Schools  
 Tecumseh High School 
 Tecumseh Middle School 
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 Cross Timbers Elementary 
 Barnard Elementary 
 Tecumseh Early Childhood 

Center 
McLoud Public Schools  
 McLoud High School 
 McLoud Junior High 
 McLoud Intermediate 
 McLoud Elementary 
 McLoud Early Childhood 

Center 
Harrah Public Schools  
 Harrah High Schools 
 Harrah Middle School 
 Russell Babb Elementary 
 Clara Reynolds Elementary 
 Virginia Smith Elementary 
Meeker Public Schools  
 Meeker High School 
 Meeker Middle School 
 Meeker Elementary 
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Appendix C 

Semi-structured Interview Questions 

 

Relatedness  
 

1. What aspects of the relational dynamics (students, colleagues, administration, parents, & 
staff) do you feel most satisfied currently?  Why?  

2. What aspects of the relational dynamics (students, colleagues, administration, parents, & 
staff) do you feel least satisfied currently?  

3. How do you handle those challenging aspects of relationships currently? 
4. Thinking back throughout your career, what aspects of the relational dynamics have 

changed? How? Why? 
5. Has the way you managed/handled those challenges changed? If so, how?  

 
 
Competence 
 

6. Working as a teacher includes many responsibilities, activities, and mental strengths. 
What aspects of teaching do you currently feel most confident? Why? 

7. What aspects of teaching currently do you feel least confident? Why? 
8. How do you currently handle those challenges? 
9. Throughout your career, how has your confidence as a teacher change? 
10. What has changed in how you handle those challenges throughout your career? 

 
Autonomy 
 

11. In what situations currently do you think you have more opportunities to make decisions 
or choices in your teaching?  

12. In what situations currently do you think you have less opportunities to make decisions or 
choices in your teaching? 

13. How do you currently handle those challenges of not being able to control or make 
choices in your teaching? 

14. What has changed in how you handle those challenges to your ability to make your own 
professional decisions throughout your career? 

 
 
Overall 
 

15. What was the most important factor that makes you stay in the teaching profession? 
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16. What makes you keep motivated, learn, and grow throughout your career, despite 
challenges you addressed previously?  

17. What advice would you give to a new teacher?  
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Appendix D 

Background information and WTMTS Survey 

Background Information: Circle or write the corresponding answer.  
 

1. What is your gender? 
  
  Male 
 
  Female 
 
  Other: Please specify:______________ 
 
 

2. Total years taught: ____________ 
 

3. Are you an elementary teacher? 
 
  Yes 
 
  No 
 

a. If yes, what grade do you teach?_______________________ 
 

4. Are you a secondary teacher? 
 
  Yes 
 
  No 
 

a. If yes, what level do you currently teach? 
 
  Middle School/Junior High 
 
  High School 
 
  Both 
 

b. What subject(s) do you currently teach? __________________________________ 
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5. Which of the following best describes your school district? 

 
Urban 
 
Suburban 
 
Rural 
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WMTST Survey 
 
Different reasons may explain why teachers engage in their work tasks. The 
following statements represent some of these reasons. Using the scale below, 
please indicate for each statement to what degree they correspond to one of 
the reasons for which you are doing the following work tasks.  
 
Why are you doing this work task? 
  
TEACHING 
  
(e.g., presenting instruction, answering questions, and listening to the students’ needs) 
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Why are you doing this work task? 
  
CLASSROOM MANAGEMENT 
  
(e.g., handling discipline, applying the rules, and managing students’ interruptions and conflicts) 
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The 15 Items Assessing the Motivational Constructs for Each Task 
 

Intrinsic Motivation 
Because it is pleasant to carry out this task. 
Because I find this task interesting to do. 
Because I like doing this task. 

Identified Regulation 
Because it is important for me to carry out this task. 
Because this task allows me to attain work objectives that I consider important. 
Because I find this task important for the academic success of my students. 

Introjected Regulation 
Because if I don’t carry out this task, I will feel bad. 
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Because I would feel guilty not doing it. 
To not feel bad if I don’t do it. 

External Regulation 
Because my work demands it. 
Because the school obliges me to do it. 
Because I’m paid to do it. 

Amotivation 
I don’t know, I don’t always see the relevance of carrying out this task. 
I used to know why I was doing this task, but I don’t see the reason anymore. 
I don’t know, sometimes I don’t see its purpose. 

 
Note. For the purpose of this article, we followed the back-translation procedure described by 
Vallerand and Halliwell (1983) to translate the original French-Canadian items into English. 
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Appendix E 
 

Demographic information of Semi-Structured Interview Participants 
 

 
 
Participant Demographic narrative 
 
Rachelle was a math teacher in a rural middle school. She has taught for 21 years at the time of 
the interview. She was certified through traditional pathway. She scored a -13 on the WTMST 
survey indicating controlled motivation overall with a score of -3 on the teaching sub-survey and 
-10 on the classroom management sub-survey.  
 
Denise was a 3rd grade elementary teacher in a suburban school district. She has taught 31 years 
at the time of the interview. She was certified through traditional pathway. On the WTMST 
survey, she had an overall score of -9 with a score of 1 on teaching and -10 on classroom 
management sub-surveys. 
 
Matt was a high school science teacher at a rural public school district. He taught human 
anatomy, zoology, physical science, physics, and environmental sciences and was certified 
through traditional pathway. He had taught 37 years at the time of the interviews. His overall 

Name Score Grade Subject Years Age range Trad/At/emgRural/Sub/Urb Teaching score

Classroom 
Management 

Score
Rachelle -13 6th-7th math Sec-MS 21 50-59 Trad Rural -3 -10

Denise -9 3rd Elementary 31 60-69 Trad sub 1 -10

Matt -7

Sciences: Human anatomy, 
xoology, Physical science 
physics and environmental 
science Sec-HS 37 60-69 Trad Rural 0 -7

Robert -4 Vocal Music Sec-HS 34 50-59 Trad sub -1 -3

Carrie -3
English, creative writing, 
speech and debate Sec-HS 22 40-49 Trad Rural 3 -6

Jennifer -1 2nd Elementary 27 40-49 Trad Rural 2 -3

Steven 1
Government & African 
American History Sec.-HS 35 60-69 Trad Sub -1 2

Amanda 2 6th Elementary 41 60-69 trad sub -1 3

Cindy 3
ELA & Reading 
Remediation Sec-MS 21 40-49 Trad rural 3 0

Donna 6 Sp.Ed-contained Sec.-HS 26 50-59 trad sub 3 3

Dawn 9 PreAP/AP Bio Sec.-HS 29 50-59 trad sub 8 1

Susan 9 Kindergarten Elementary 21 40-49 Trad Urban 4 5

Tammy 11 5th Elementary 23 50-59 trad sub 6 5

Sarah 12 Choir Sec.-HS 20 40-49 Traditional Sub 11 1

Shelly 14 Math Sec.-HS 21 50-59 Alt Rural 11 3

Dean 17 Instrumental Music Sec.-both 42 60-69 Trad Rural 10 7

Diane 18 5th Elementary 30 50-59 Trad Sub 5 13

Michelle 20 Reading Specialist-6th-8th Sec. MS 37 60-69 Trad Sub 9 11

Lisa 22 Spanish Sec-MS 21 40-49 Trad Rural 14 8

Jamie 27 1st Elementary 21 50-59 Trad Rural 19 9
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score on the WTMST was -7 overall. He had a 0 score on teacher sub-survey and a -7 on the 
classroom management sub-survey.  
Robert was a vocal music teacher for 34 years. At the time of the interview, he was teaching at a 
suburban high school public school. He was certified through traditional pathway. He had an 
overall WTMST score of -4 with a score of -1 in teaching and -3 in classroom management.  
 
Carrie was a high school English, creative writing, and speech and debate teacher at a rural 
public school. She had a traditional education degree and had taught for 22 years. She had an 
overall score of -3 on the WTMST with a score of 3 in teaching and -6 in classroom 
management.  
 
Jennifer was a 2nd grade teacher at a rural public school. She was certified through traditional 
pathway and had taught for 27 years at the time of the interview. She had an overall WTMST 
score of -1 with a score of 2 in teaching and -3 in classroom management. 
 
Steven was a high school Government and African American History teacher at a suburban 
public school district. He was certified through traditional pathway and had taught 35 years at the 
time of the interview. His overall WTMST score was 1 with -1 in teaching and 2 in classroom 
management.  
 
Amanda was a 6th grade geography teacher in a suburban public school district for 41 years. She 
was certified through traditional pathway. Her WTSMT score was 2 with a -1 score in teaching 
and a 3 in classroom management.  
 
Cindy was an ELA and reading remediation teacher at a rural public middle school. She had 
taught for 21 years and was certified through the traditional pathway. She had an overall 
WTMST score of 3 with a score of 3 in teaching and a score of 0 in classroom management.  
 
Donna was a special education teacher who taught a self-contained classroom with the severe 
and profound disabled high school students. She taught for 26 years at a suburban public school 
and was certified through traditional pathway. She had a WTMST score of 6 with a score of 3 in 
teaching and a 3 in classroom management. 
 
Dawn was a Pre-AP/AP Biology teacher at a suburban high school. She had 29 years of 
experience and was certified through traditional pathway. She had a WTMST score of 9 overall 
with a score of 8 in teaching and 1 in classroom management.  
 
Susan was a kindergarten teacher with 21 years of experience at the time of the interview. She 
taught in an urban public school district and was certified through traditional pathway. She had 
an overall WTMST score of 9 with a score of 4 in teaching and a score of 5 in classroom 
management.  
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Tammy was a 5th grade teacher with 23 years of experience at the time of the interview. She 
taught at a suburban public school and was certified through traditional pathway. She had an 
overall WTMST score of 11 with a score of 6 on the teaching sub survey and a 5 on the 
classroom management sub-survey. 
 
Sarah was a high school choir teacher at a suburban public school district. She had taught for 20 
years and was certified through traditional pathway. She had an overall WTMST score of 12 with 
a teaching sub survey score of 11 and a classroom management sub survey score of 1.  
 
Shelly was a 21-year high school math teacher in a rural public school district. She was certified 
to teach through the alternative pathway. She had an overall WTMST score of 14 with a score of 
11 in teaching and a 3 in classroom management.  
 
Dean was an instrumental music teacher at a rural public middle and high school. He was 
certified through traditional pathway and had taught for 42 years at the time of the interview. He 
had an overall score on the WTMST of 17 with aa teaching score of 10 and a classroom 
management score of 7.  
 
Diane has taught for 30 years. At the time of the interview, she taught 5th grade at a suburban 
public school district. She was certified through traditional pathway. She had an overall WTMST 
score of 18 with a teaching score of 5 and a classroom management score of 13.  
 
Michelle was a reading specialist for grades 6th through 8th at a suburban public school district. 
She was certified through traditional pathway and had taught for 37 years. She had an overall 
WTMST score of 20 with a teaching score of 9 and a classroom management score of 11. 
 
Lisa was a middle school Spanish teacher in a rural public school district. She had taught for 21 
years and was certified through traditional pathway. She had an overall WTMST score of 22 with 
a score of 14 in teaching and a score of 8 in classroom management. 
 
Jamie was a 1st grade teacher in a rural public school district. She was certified through 
traditional pathway and had taught for 21 years at the time of the interview. She had an overall 
score of 27 on the WTMST with a score of 19 in teaching and 8 in classroom management.  
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Appendix F 
 

Autonomously Motivated and Controlled Motivated Participated Veteran Teachers’ Profiles 
 

Autonomous profiles (most to least) 
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Controlled profiles (most to least) 
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Appendix G 
 

Code Analysis for Research Question 3 
 
Competence Codes 
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Competence Handling of Challenge 
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Autonomy Codes 
 

 
 
 
 



BPNS RELATING TO SDT MOT 

 
 

193 

 



BPNS RELATING TO SDT MOT 

 
 

194 

 



BPNS RELATING TO SDT MOT 

 
 

195 

 
 
 
 
 
 
 
 
 
 



BPNS RELATING TO SDT MOT 

 
 

196 

 

 
 
 
 
 



BPNS RELATING TO SDT MOT 

 
 

197 

Autonomy Handing of Challenges Codes 
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Relatedness Code 
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Relatedness Handling of Challenges 
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