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The mutual dependency of teacher collaboration and motivation has emerged as a promising research field. This article now sets out to systematically review peer-reviewed articles on the interconnection of these concepts. It looks at main findings, identifies ambiguities and contradictions in the constructs and highlights their contested nature. It is shown that many studies use different theoretical approaches and conceptual operationalizations. This leads to inconsistent empirical findings. In addition, teacher collaboration is often perceived as a threat to teacher autonomy. This is surprising considering that both teacher collaboration and teacher autonomy positively affect teacher motivation according to many empirical findings.
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INTRODUCTION

In recent years, scholars of educational research and psychology have increasingly turned their attention to the role and impact of both teacher motivation and teacher collaboration in different countries and educational settings (Moolenaar et al., 2012). A particular focus has been on the driving forces behind teacher collaboration. However, the role that teacher collaboration plays in teacher motivation as well as the interplay between structural aspects of collaboration and motivation are also addressed in empirical studies around the world. Whereas, the issues of teacher collaboration and teacher motivation have been addressed in different review studies, a systematic review of the interplay between them is still missing from the academic literature. Four decades after the publication of the seminal work of Lortie (1975), which set the stage for a rapidly growing research program on both teacher motivation and teacher collaboration, this article focuses on the relationship between these and searches for responses to the main research questions:

• What can studies tell us regarding the motivations of teachers to collaborate with other teachers? and

• What effects of teacher collaboration on teacher motivation are discussed in the academic literature?

To answer these questions, the article synthesizes new contributions with innovative theoretical conceptualizations and recent empirical findings; maps the conceptual, methodological and empirical advances of rich research over recent decades; outlines avenues for future research; critically analyzes the concepts used to study motivational aspects of teacher collaboration; and sketches implications for practice.

By implementing a qualitative approach to analyze the literature—which is shaped by different methodological approaches—this review does not follow a specific understanding of teacher motivation and teacher collaboration. To do so would be problematic given the fact that most studies apply different theoretical approaches and definitions of the constructs. Instead, this review seeks to be open for inductive findings and to reconstruct the theoretical understandings and operationalizations of the constructs of teacher motivation and teacher collaboration.

In the past, research on teacher collaboration and teacher motivation has mainly focused on the positive effects of their interdependency. A key debate within this field of study relates to the question of possible positive effects of teacher collaboration in schools, specifically concerning effects of collaborative work on the inter- and intra-individual regulation of emotions and motivation. Following this line of inquiry, scholars have started to explore the extent to which a collaborative culture influences teachers' individual satisfaction, burnout and efficacy (Han and Yin, 2016). Conversely, teacher motivation has been recognized in different empirical studies as a key factor in strengthening teaching effectiveness (Han and Yin, 2016), teacher well-being (Yıldırım, 2014), educational reform (Moolenaar, 2012), and student motivation (Vangrieken et al., 2015). It is seen as essential for school improvement, educational equality, and student success (Mintrop and Ordenes, 2017). Hence, the relevance and mutual interdependency of teacher motivation and teacher collaboration have been demonstrated in different studies (Vangrieken et al., 2015). Teachers in a collaborative school culture seem to demonstrate increased motivation.

Due to its demonstrated importance, teacher collaboration is implemented as a main principle in various school improvement projects, teacher development initiatives, and policy frameworks in different countries. To give an example, in 2001, the National Staff Development Council (a non-profit association which was established in 1969 to foster school improvement in the United States of America) introduced teacher collaboration as one of its 12 standards for quality staff development in US American schools and further strengthened collaboration in political programs such as “learning communities” (National Staff Development Council, 2001).

However, despite its relevance to research and practice, a systematic review on the mutual relationship between teacher motivation and teacher collaboration is still missing. By systematically analyzing the scientific literature, this article aims to provide a comprehensive resource for the study of teacher motivation and collaboration as well as a valuable information source for educational administrators and policymakers concerned with the promotion of teachers in educational settings around the world. A review on the interlinkages between teacher motivation and teacher collaboration is also important in order to show how schools can make sure that teachers actually want to collaborate.

The article's structure follows the systematics of the two research questions. Hence, it first describes the methodology, involving deductive as well as inductive techniques to analyze the literature and the concepts used (section Methods). It then synthesizes answers to both research questions (section Results) and conducts inductive analyses—as a means of being open to qualitative findings—and conceptual analyses (section Discussion). Subsequently, it summarizes main findings (section Summary) and discusses limitations (section Limitations). The article concludes by outlining implications for research and practice and outlining prospects for further research (section Conclusion).



METHODS


Systematic Literature Search

Literature was collected in the period December 2017–March 2018 using the following databases: ERIC (U.S. Dept. Of Education), PubPsych (databases included: PSYNDEX, PASCAL, ISOC-Psicología, MEDLINE®, ERIC, NARCIS, NORART, PsychOpen, PsychData), Sciencedirect (Elsevier), the search engine Primo and Web of Knowledge (databases included: Web of Science, Inspec, BIOSIS Citation Index and BIOSIS Previews).

At first, several search terms were used. The most relevant literature was found with the general search terms “teacher AND motivation,” “teacher AND collaboration,” and “teacher AND cooperation.” In addition, the more specific search terms “collective AND teacher AND efficacy” (primarily to find articles on collective teacher efficacy), “cooperative AND learning AND teacher AND education” (primarily to find articles on cooperative learning and teacher education) as well as “school AND team AND work AND motivation” (primarily to find articles on school team and work motivation) were applied. This resulted in further important findings concerning the research aims of this article. Table 1 lists the number of sources found and the number of sources selected for each of the databases according to the search terms applied for this review. The smaller number refers to the articles selected using the search terms and according to the databases.


Table 1. Findings according to database and keywords and sources selected for this review (including the number of articles found through snowballing).
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As illustrated in Table 1, ERIC proved to be the most fruitful database. Nine articles found with ERIC were used for the analysis of this article.

Relevant literature was selected in three steps following guidelines for review articles (Bearman et al., 2013). First, the titles and abstracts were studied to eliminate all articles that had no connection with the central research topics of this article. Second, the introductory and final sections were analyzed. Based on this analysis, studies were excluded according to the following criteria:

• The articles did not refer to both issues, i.e., teacher collaboration and teacher motivation.

• The collaboration and motivation discussed did not pertain to school teachers (e.g., no primary educators, high school educators).

• The research studied relations between two or three individuals only.

Moreover, the database was limited to peer-reviewed journal articles published since 1990 and dealing with teacher motivation and collaboration. Non-research articles (e.g., practical guidelines) were excluded. Third, all remaining relevant articles were read in detail. Subsequently, the snowball technique was used to detect further relevant articles. For articles detected through the snowball approach, the same criteria for selection and elimination were used to distinguish relevant and unrelevant references for this study.



Qualitative Narrative Analysis

To systematically analyze the literature found for this review, the study uses qualitative narrative techniques (Petticrew and Roberts, 2006; Baumeister, 2013; Fink, 2014; Jahan et al., 2016). A qualitative approach is appropriate for this article because the studies to be analyzed are methodologically diverse. Furthermore, because the literature shows different conceptualizations and operationalizations of the constructs of collaboration and motivation, a meta-analysis would be problematic. In addition, one of the aims of this review study is to analyze the research questions against their theoretical perspectives and conceptualizations (Baumeister, 2013) and to enable a more open interpretation of the quality and results of the studies in order to detect new aspects that characterize the literature (Petticrew, 2015).

Research articles were investigated drawing on both “within-study” and “between-study” literature analysis (Onwuegbuzie et al., 2012). Hence, each of the articles detected for this review was examined in detail concerning its title, literature cited, methods and theories used, conceptualizations, argumentations, and the discussion. For the between-study analysis, all articles analyzed were compared. Both the within-study and between-study approaches included deductive and inductive techniques. First, categories were developed based on the research questions outlined abovein order to deductively filter the literature found for this review study. Subsequently, the selected literature was re-analyzed inductively with the aim to be open to new findings and to move from specific observations to broader generalizations and theories. This final analysis proved to be the most important for this study because it started with specific observations—detecting patterns and regularities and summarizing and systematically comparing these—and finally ended up developing more general observations including theoretical reasoning. Protocols, tables, and summaries were prepared for each of the steps of the analysis. Due to the high number of articles selected for this review study, it is only possible to present summaries of these steps in this article (see Table 3B for a collection of all reviewed studies). Two other researchers checked the selection of relevant literature (i.e., the search terms used and articles found) as well as “within-study” and “between-study” analysis results, the categorizations and the comparisons.



Description of the Database

Altogether, the literature review resulted in a total of 25 sources (see Table 1, which also presents the number of articles selected according to each database). The majority of the articles found use an empirical approach based on quantitative methods (a total of 12). Eleven studies apply qualitative techniques and two use a mixed-methods approach. A purely conceptual or review approach was not applied in any of the selected studies (see Table 2). The current review includes quantitative and qualitative studies, although integrating these approaches poses difficulties in terms of standardized search terms and synthesizing the results of the studies.


Table 2. Articles analyzed for this review according to the methods used.
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While many scholars have stressed the value of integrating qualitative and quantitative studies, there have been only few reviews that also include qualitative studies though this is becoming more common (Petticrew and Roberts, 2006). This is even the case for research topics such as teacher motivation and teacher collaboration, which are characterized by inconsistent conceptualizations. In such cases, a standardized analysis is extremely difficult. One reason for this phenomenon can be found in the perception that results of qualitative studies are often regarded as supporting quantitative research. Qualitative designs are often used to generate hypotheses or even research questions, but often excluded from evidence-based studies or studies on educational effectiveness. So far, systematic reviews have mostly been focused on evidence and impacts or measuring effects. Thus, including qualitative studies in systematic reviews requires a change of perspective and the incorporation of qualitative evidence. This may involve, for instance, including different types of studies and identifying new dimensions of impact or forgotten aspects. To give an example, Vangrieken et al. (2015) include qualitative and mixed-methods studies in their review in order to evaluate how the literature uses methodological approaches and theoretical constructs of teacher collaboration. Qualitative studies do not offer robust information about the effects of interventions, but they do provide more detailed information on “what matters,” i.e., the meanings and processes. “Systematic reviewing […] can deal with a variety of questions, study designs, and methods within the same review” (Petticrew and Roberts, 2006, p. 57). Furthermore, this review includes conceptual contributions and reviews (e.g., De Brabander and Martens, 2014) because they provided information on the theoretical conceptualization and empirical operationalization of the terms teacher collaboration and teacher motivation. They prove to be helpful to understand the findings and to synthesize the review findings.




RESULTS

In this section, the findings of the qualitative analysis are presented and contextualized against the guiding research questions and aims presented above. Table 3A gives an overview of the selected studies, the concepts used, and their main findings.


Table 3A. Overview: Articles selected for further review.
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Table 3B. All articles found in line with search criteria, according to concepts used and whether or not they were selected for the review.
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What Motivates Teachers to Collaborate?

Different reasons for teacher collaboration can be found in the literature (e.g., Drossel et al., 2018). This subsection discusses answers found within the scientific literature to the first research question of what motivates teachers to collaborate. It starts with motivational factors found at the personal level and those related to attributes and team behavior. It then outlines factors associated with leadership practices and organizational frameworks. Building on this, it presents motivational factors relating to work conditions and supporting tools and then outlines factors that motivate teachers at the macro level, i.e., policies and development programs. Finally, constraints on collaboration are discussed as factors impeding teacher collaboration.


Attributes and Team Behavior

The motivation to collaborate is influenced by teachers' personal attributes such as age (i.e., older teachers are found to collaborate to a lesser degree than their younger colleagues), gender (i.e., female teachers are more likely to cooperate than male teachers), and experience (i.e., teacher collaboration is higher among novice teachers) (e.g., Mora-Ruano et al., 2018). Runhaar et al. (2010) show that self-efficacy and learning goal orientation are positively related to asking for feedback (Runhaar et al., 2010). Teachers with a strong sense of efficacy who believe in their capabilities to achieve goals are more likely to engage in structured collaboration and improvement strategies (Runhaar et al., 2010; Thoonen et al., 2011). Based on an expectancy-value model of teacher motivation, Drossel et al. (2018) show that subjective values explain teachers' motivation to collaborate. The personal relevance of collaboration for teachers and their subjective values also relate to teachers' perceptions of their principals as well as their personal tendency to collaborate. Teachers' self-efficacy and collective efficacy are further positively related to extra-role behavior, that is a behavior that exceeds the requirements of a teacher's role to voluntarily support a team's or a school's goals (Somech and Drach-Zahavy, 2000). In addition, higher levels of teamwork in schools reinforce teachers' team commitment in cases where teachers possess appropriate teamwork skills. For example, communication skills enable teachers to become more effective participants in collaboration endeavors (Donnellon, 1996).



Leadership Practices and Organizational Frameworks

In the literature on teacher collaboration, a collaborative culture is mostly associated with leadership practices. It is frequently argued that strong engagement of the department head increases the chances of teacher collaboration. Collective efficacy, in turn, serves as an intervening variable for student achievement.

Honingh and Hooge (2014) claim that in past research, teacher collaboration has mostly been regarded as an intermediate variable, leading to a lack of evidence on both the extent to which teachers collaborate and the aspects that influence teacher collaboration (Honingh and Hooge, 2014). As a response, they carry out secondary data analyses on teacher collaboration in both primary and secondary schools in the Netherlands with the aim to analyze the extent to which “teachers in primary and secondary schools collaborate, and which school and teacher characteristics affect their collaboration” (Honingh and Hooge, 2014, p. 76). They find that teacher collaboration is influenced by both the organizational framework and teachers' personal characteristics. With respect to primary schools, teacher collaboration is mostly influenced by teachers' perception of taking part in decision-making, teachers' positioning toward student performance, and their satisfaction with school-leader support. In contrast, in secondary schools teacher collaboration seems to be better explained by school-leader support (Honingh and Hooge, 2014).

The positive effects of teacher participation in decision-making on both teacher collaboration and teacher commitment is also shown by Devos et al. (2014). In a study on the relationship between principals and teaching staff, they find that teachers' organizational commitment and motivation is not only mediated by principals' leadership, but also by assistant principals and individual teachers with a leadership role as well as the involvement of all teachers in participative decision-making, i.e., a collegial leadership style focused on empowering the teaching staff.

Based on a longitudinal study, Szczesiul and Huizenga (2014) question these findings by arguing that the effects of principals' leadership on teacher motivation and teacher collaboration are not always positive as they depend on the teaching staff as well as individual teaching teams.



Work Conditions and Supporting Tools

Leadership practices are closely linked to teachers' work conditions in schools. Whereas transformational leadership practices can strengthen teachers' motivation and professional learning (Thoonen et al., 2011), school leaders should support teacher motivation and school organizational conditions by fostering transformational leadership dimensions and a collaborative school climate (Thoonen et al., 2011).

Teacher collaboration through online tools has also been proven to be a relevant teaching method in teacher education programs. As such, there is empirical evidence that team-based learning for in-service teachers reinforces teachers' motivation to collaborate with other teachers and to offer students more stimulating learning opportunities.

English and Duncan-Howell (2008) argue that social media tools such as Facebook© help to create supportive learning environments for pre-service teachers. Using data produced via a Facebook© group page in Australia, they analyze pre-service teachers' experiences and behaviors during their teaching practicum and suggest that teachers should use such tools more frequently (English and Duncan-Howell, 2008).

Hew and Hara (2007) found four motivators for sharing information in teacher online communities: 1. collectivism (i.e., improving the welfare of community members), 2. reciprocity (i.e., receiving help from others and giving back), 3. personal gain (i.e., sharing to gain new knowledge), and 4. altruism (i.e., empathy for other teachers).



Policies and Development Programs

Although policymakers and administrators have increasingly used provisions with the aim of fostering teacher collaboration, there is still a lack of studies that systematically analyze the impact of political initiatives and policy frameworks on teachers' motivation to collaborate.

Educational researchers studying collaboration from a network perspective direct their attention to the effects of the patterns of social relations on both the means through which teacher collaboration is realized as well as teachers' individual behavior (Moolenaar, 2012). Against this background, Coburn and Russel (2008) study how district policies influence teachers' social networks in elementary schools. Drawing on quantitative and qualitative network data, they find that policies can have an effect on the structure and depth of teacher collaboration, the access to expertise that they afford, as well as the routines and level of trust in teachers' interactions.

Furthermore, teachers' motivation to collaborate is supported by common planning time and smaller numbers of students to teach. The more often teacher teams meet, the more teachers are motivated and committed to both the team's mission and the success of the team in achieving its goals (Somech and Drach-Zahavy, 2000; Somech, 2005).

Szczesiul and Huizenga (2014) explore the way teachers' social interactions influence their motivation to engage in collaboration. According to teachers' self-expressions, strategic scheduling allowing for common planning time increases their collaboration efforts. Collinson and Cook (2004) confirmed the importance of time for teacher interaction and in-depth discussions for teachers' motivation to collaborate. These findings are also supported by Moolenaar et al. (2012) who suggest that the density of work-related social ties affects teachers' perceptions of policy initiatives. However, those policy initiatives do not seem able to fully ensure the development of trust through frequent meetings. One reason for this lacking capability of policy initiatives is related to the observation that teachers are more likely to be close to or trust other teachers who they have known longer or with whom they have had prior relationships (Coburn and Russel, 2008). It is also observed that teachers fall back on “moment-by-moment exchanges” when they are confronted with external expectations (Little, 1990, p. 514; Collinson and Cook, 2004).



Constraints on Collaboration

Studies focusing on teachers' motivation to collaborate also refer to different barriers or constraints (Thornton, 2006; Jao and McDougall, 2016). However, most of the studies that also refer to the barriers to teacher collaboration do so in an incidental way. It can be assumed that future research projects will identify even more factors. At the same time, it is also observed that when teachers recognize the benefits of collaboration in terms of student achievement and their own professional growth, they develop strategies to overcome constraining factors (Jao and McDougall, 2016).




Effects of Teacher Collaboration on Teacher Motivation

Teachers working in teams show a higher internal work motivation (Conley et al., 2004). In this section, the empirical findings concerning the effects of teacher collaboration on teacher motivation will be outlined, discussed and reflected against the second research question in more detail.


Well-Being and Job Satisfaction

Teacher collaboration and teacher motivation are connected with teacher well-being and job satisfaction in international surveys such as TALIS (OECD Teaching and Learning International Survey). TALIS is the first international survey focused on teachers and school leaders in relation to six areas: learning environment; appraisal and feedback; teaching practices and classroom environment; development and support; school leadership; self-efficacy and job satisfaction. Hierarchic regression analysis drawing on TALIS 2013 data—including teachers' individual, professional and organizational characteristics—shows that organizational characteristics explain the largest share (two thirds) of total explained variance in teachers' well-being and motivation (Yıldırım, 2014). The most influential organizational characteristics are collaboration among staff, classroom climate, feedback and assessment, and the climate of the school (Yıldırım, 2014).

A further series of international assessments providing information on teacher collaboration is the international comparative study of student achievement, Trends in International Mathematics and Science Study (TIMSS), which is conducted by the International Association for the Evaluation of Educational Achievement. TIMSS evaluates students' educational achievements in the fourth and eighth grades in mathematics and science. Data provided by this study build a source to analyze the types and frequencies of collaboration and its effects on job satisfaction and teacher confidence. Empirical studies based on TIMSS data gathered in the United States demonstrate that collaboration involving the visiting of other classrooms as well as collaborative planning significantly influence job satisfaction (Reeves et al., 2017).



Role of Cultural Context, Norms, Values, and Meaning

Empirical results indicate that the cultural context influences motivation beliefs in different cultural settings. In individualist cultures such as the United States or Germany, people highlight individual objectives, describe the self as autonomous and evaluate the costs and benefits of collaboration (Klassen et al., 2010). In collectivist countries, such as Korea, people emphasize in-group goals, circumscribe the self as interdependent and highlight in-group needs when describing motivation and behavior (Goddard et al., 2000; Klassen et al., 2010). One explanation for the influence of cultural context, norms, values, and meaning can be found in the concept of collective teacher efficacy. In each school, shared beliefs may shape the culture and thus have an influence on teachers' motivations as well as their willingness to collaborate. As Goddard et al. (2000) note, it seems that teachers' “shared beliefs shape the normative environment of schools. These shared beliefs are an important aspect of the culture of a school. Collective teacher efficacy is a way of conceptualizing the normative environment of a school and its influence on both personal and organizational behavior. That is, teachers' beliefs about their faculty's capability to educate students constitute a norm that influences the actions and achievements of schools” (Goddard et al., 2000, p. 496). In this quote, the authors particularly emphasize the possible effect of beliefs about the quality of a teacher's school as well as the interdependency between the culture which shapes a school and teacher efficacy. Hence, it is not only individual characteristics that shape an individual teacher's efficacy, but also a collective dimension, i.e., the collective teacher efficacy that shapes motivation and collaboration within schools and vice verca. In other words, because the “tendency to abide by the approval of others will be dependent on the level of relatedness with these others” (De Brabander and Martens, 2014, p. 38), relatedness is shaped not only by culture but also by subjective norms, values, and beliefs. Through collaboration, teachers can internalize norms that positively shape their motivation and beliefs and serve as a foundation for trustful and constructive relationships (Runhaar et al., 2010). In this line of research, Horn and Little (2010) explore how leadership practices and norms are fostered through teacher interaction and structured collaboration. Based on audiotaped and videotaped records of teachers' work group interactions over a period of 2 years, the authors show that the practices and norms of group leadership affect teachers' interactions, conversational routines, and motivation to improve (Horn and Little, 2010).

In defining teacher efficacy as a teacher's belief in being capable of influencing student learning, the role of norms and values is strongly related to teacher efficacy and teacher motivation. Empirical studies on the connection between teacher motivation and collaboration show that teachers, when learning collaboratively, have higher levels of efficacy and learning beliefs (Durksen et al., 2017) as well as increased knowledge of and motivation to achieve goals, teacher change, and professional development (Egodawatte et al., 2011).



Role of Social Support Networks for Pre-service Teachers

Social networks as a source of support and motivation are especially relevant for pre-service teachers. Apart from personal traits, pre-service teacher motivation is shaped by formal and informal interaction with other teachers (Kaldi and Xafakos, 2017, p. 256). Novice teachers seem to need more support through collaboration with peers and mentors. Experienced peers can offer emotional support and inspiration and help to locate resources. At the same time, they are more motivated and freer to develop and implement new ideas for teaching and to achieve personal goals of professional development (Kaldi and Xafakos, 2017).





DISCUSSION

In this section, the findings of the inductive analysis are presented, synthesized, and discussed. As part of the within- and between-study analyses conducted for this article, the aim was not only to answer the research questions by deductively analyzing the studies but also to re-analyze the literature inductively in order to remain open to new findings and to move from specific observations to broader generalizations. Results of this synthesis, which proved to be very important for this study, are discussed in this section. They lead to the synthesis of (1) ambiguities, which can be traced back to (2) different definitions, understandings, and operationalizations of the concepts of teacher collaboration and motivation as well as inconsistencies in their use. The elaboration of the constructs of teacher motivation and teacher collaboration reveals (3) inconsistencies with respect to the conception of teacher autonomy.


Ambiguities

Though most studies show positive effects of teacher collaboration on teacher motivation and many empirical results could be replicated, the analysis also uncovered contradictions and inconsistencies. The effects of collaboration are variable and depend on the operationalization of the construct of collaboration or the items used in surveys. Whereas, for example, work shadowing and collaborative planning have significant effects on teacher motivation (Reeves et al., 2017), collaborative teaching in the form of discussions with other teachers on how to teach, sharing teaching experiences, and intending to implement new ideas together with other teachers do not contribute to teacher motivation (Reeves et al., 2017).

It is unclear whether or not teacher collaboration reduces workload. However, some studies indicate that teacher collaboration may contribute to job satisfaction and motivation by reducing stress, workload and burnout (Kyriacou and Sutcliffe, 1977; Vangrieken et al., 2015). Furthermore, pressure exerted by state or non-state actors to strengthen collaboration may produce an avoidance posture. Teachers in Portugal, for instance, noted problems and limitations of teacher collaboration, especially when they are forced into it by governments or other non-school actors (Forte and Flores, 2014).



Collaboration and Motivation as Constructs

Ambiguities and contradictory findings can also be traced back to different definitions, understandings, and operationalizations of the concepts of teacher collaboration and motivation as well as inconsistencies in their use. Many of the articles reviewed for the current study use neither a specific theoretical approach nor a clear definition when analyzing teacher motivation. One reason for the different constructs and theoretical elaborations of teacher collaboration can be found in the research tradition. Research on teacher collaboration and teacher motivation has developed from different disciplines (e.g., psychology, education, sociology, economics, and political science) and sub-disciplines (e.g., education psychology, social psychology, organization psychology, political psychology) with differing theoretical perspectives. What is more, different operationalizations of the constructs of collaboration and motivation in empirical studies may lead to inconsistent effects (Meirink et al., 2010; Honingh and Hooge, 2014; Reeves et al., 2017). Methodological limitations with respect to varying conceptualizations of the constructs of motivation and collaboration do not only render the comparison of the findings difficult, but also inhibit the implementation of a valid meta-analysis. Against this background, this section discusses the use of the constructs of collaboration and motivation in the literature analyzed for this article.


Collaboration as a Construct

In the literature, collaboration is often regarded as a problematic construct because of its divergent meanings and operationalizations in theoretical and empirical studies. Moreover, the different purposes of collaboration are a subject of discussion and criticism across the literature (Honingh and Hooge, 2014; Reeves et al., 2017).

According to Sawyer (2005), we can distinguish between collaboration and cooperation by stressing that collaboration includes partners in the process of doing their work together as opposed to cooperation in which partners split the work and combine each of their partial results into the final outcomes (see also Vangrieken et al., 2015, p. 23). Whether researchers prefer to use teacher collaboration or teacher cooperation depends on their home country or the language used. In the American academic literature, the term teacher collaboration is more common. In contrast, scholars from other countries, such as Germany, more frequently use the term teacher cooperation1.

Different meanings and understandings of teacher collaboration also find their expression in various terms used to describe the phenomenon. The literature on teacher collaboration draws on many different expressions, such as teacher teams (e.g., Pounder, 1999), professional communities (e.g., Coburn and Russel, 2008; Thoonen et al., 2011), professional learning communities (e.g., Scribner et al., 2002; Vescio et al., 2008), or communities of practice (e.g., Hew and Hara, 2007; Goodnough et al., 2009).

With the aim to develop more empirical clarity, scholars have started to distinguish between different forms of teacher collaboration that arise. The next section will deal with this issue and outline the different distinctions found in the literature analyzed for this article.



Forms, Types, and Qualities of Collaboration

The literature analyzed for this review is not only inconsistent with respect to the understanding of collaboration, but also in terms of the differentiation of the various types and forms teacher collaboration may take. Little (1990) is probably one of the first authors discerning four forms of teachers' collegial relationships: storytelling and scanning for ideas; aid and assistance; sharing; and joint work. These forms are situated along a continuum from independence to interdependence.



Motivation as a Construct

Although the motivational aspects of collaboration in education are well-documented, less is known about the diverse use of motivation theories and the implications motivation theories have for study results. The idea of social influences on motivation has a long history within social cognitive theory (Bandura, 1989), postulating vibrant interactions between individual attributes, behavior, and the social context.

Motivation theories used to study social or collaborative aspects of teacher motivation are manifold and include attribution theory, self-determination theory, self-worth theory, flow theory, social-cognitive theory, theory of planned behavior, and person-object theory of interest. Most of the articles however, use a combination of different approaches or do not specify their motivation concept. Seven of the 25 articles analyzed for this review adapted social cognitive theory and two adapted an expectancy-value-model (Thoonen et al., 2011; Drossel et al., 2018). The remaining studies either did not specify their theoretical conceptualizations of motivation (see e.g., Egodawatte et al., 2011) or used socio-culturally oriented theories instead of motivation theories [e.g., work group effectiveness model (Conley et al., 2004; Honingh and Hooge, 2014)].

Scholars studying teacher motivation or motivational aspects of teacher behavior use a diverse range of theories and the concept of motivation differs significantly. This conceptual difference is not only related to the motivation theories applied, but also to the question of whether a global or a task-specific motivation is the focal point of interest. Teacher motivation may refer to the adaptation of team coaching or co-construction (i.e., task-specific motivation) or to a teacher's general intention to collaborate with other colleagues (global motivation concerning collaboration). A task-specific teacher motivation, for instance, may apply to teachers' motivation to collaborate with other colleagues (Szczesiul and Huizenga, 2015, p. 375). A global motivation, in contrast, is associated with teachers' general tendency to collaborate (Han and Yin, 2016).

The conception of autonomy is particularly noticeable in the literature on teacher collaboration. Many scholars stress the notion of independence within the concept of autonomy, which excludes collaboration and impedes the development of a high degree of social embeddedness in the staff (Lortie, 1975).

This is remarkable because self-determination theory (SDT) (e.g., Ryan and Deci, 2000)—one of the most important motivation theories in education research – stresses the fundamental role of autonomy for motivational processes. According to SDT, motivation is based on three psychological needs: competence, autonomy, and relatedness (see Figure 1).


[image: Figure 1]
FIGURE 1. Basic needs according to self-determination theory.


The three psychological needs serve as a basis for motivation, which in turn ranges on a scale from intrinsic to extrinsic motivation (i.e., intrinsic, integrated, identified, introjected, external motivation, and amotivation). Whereas, intrinsic motivation is defined as behavior for its own sake, extrinsic motivation is related to extrinsic goals to be achieved by an individual. Extrinsic motivation may also be internalized by individuals, relating extrinsic motives with personal values and thus transforming extrinsic motivation into a specific degree of intrinsic motivation (Ryan and Deci, 2000). “Accordingly, innate psychological needs for competence, relatedness, and autonomy concern the deep structure of the human psyche, for they refer to innate and life-span tendencies toward achieving effectiveness, connectedness, and coherence” (Deci and Ryan, 2000, p. 229).

The definition of autonomy and relatedness as basic needs for motivation has led us to re-analyze the literature found for this review with regard to its conceptualizations of autonomy. Results of this inductive analysis are discussed in the next section.



Teacher Autonomy

Limitations of teacher collaboration and motivation are often related to a loss of autonomy. From this perspective, teacher collaboration as shared decision-making is perceived as a limiting factor concerning teacher autonomy. Empirical observations in line with this reasoning point out the negative effects of teacher collaboration on teacher motivation (e.g., Moolenaar, 2012), and thereby contradict the positive effects discovered in longitudinal surveys and many cross-sectional studies.

However, as already indicated above, the literature analyzed for this article is also inconsistent concerning its understanding of teacher autonomy. In analyzing the literature for this article according to its conceptualizations of teacher autonomy, it became evident that two contrasting understandings of teacher autonomy seem to flow through the academic literature on teacher collaboration and teacher motivation.

On the one hand, scholars demonstrate how teacher autonomy as an active and independent study strategy can increase the chances of teacher collaboration outside the own school (Little, 1990). From this perspective, teachers are acting as autonomous isolates, being independent with regard to teaching, curriculum development, school functioning, professional development or teacher change and being immutable to external influences. This negative attitude toward collaboration based on an individualist understanding of autonomy is often adapted and propagated by teachers who regard teacher collaboration as a threat to their freedom at work (Vangrieken et al., 2015, p. 36).

On the other hand, in the 1990s scholars already argued that teacher autonomy as an active and independent study strategy can increase the chance of teacher collaboration outside the own school (Little, 1990). Authors arguing along this line of reasoning emphasize that autonomy and collegiality are closely linked to one another and that interactions between teachers can build a source of autonomous motivation (Clement and Vandenberghe, 2000). Furthermore, it is shown that autonomous motivation often leads to “meaningful collegial contacts” (Clement and Vandenberghe, 2000, p. 91). Scribner et al. (2002) demonstrate that professional autonomy does not imply that teachers define their practice in isolation or that the autonomy that teachers seek to have in their work impedes them from collaborating. They further argue that the “degree of professional autonomy that principals provide teachers can be directly related to the strength of professional community” (Scribner et al., 2002, p. 70).

From the first perspective, autonomy hinders collaboration. From the latter, collaboration is facilitated by autonomy. One explanation for this inconsistent argumentation in the literature analyzed for this review is scholars' heterogeneous use of the concept of autonomy. In the past, autonomy has often been defined as independence, isolation, or alienation. However, as outlined above, other scholars and motivation theorists contrast this argumentation by perceiving autonomy as the main element of successful teacher collaboration (e.g., Scribner et al., 2002). Although some authors regard autonomy as the opposite of inter-connectedness, associated with independence and non-reliance, other understandings are more compatible with motivation theories such as SDT. These latter conceptualizations of autonomy include individuals' need for both autonomous action and social embeddedness (e.g., to make their own choices and to be the origin of their own actions in collaborative teams promoting connectedness).

Table 5 summarizes the distinction between these two perspectives on autonomy. The left-hand column outlines the perspective that views teacher autonomy as hindering teacher collaboration and motivation. The right-hand column presents key points of the other perspective, which is labeled here as “collaborative autonomy” (see Figure 2).


Table 5. Hindering autonomy vs. collaborative autonomy.
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FIGURE 2. Collaborative autonomy and teacher motivation.


Collaborative autonomy is related to an understanding of autonomy that supports teacher collaboration and motivation and may be described as a collaborative culture in contrast to a contrived collegiality (Hargreaves and Dawe, 1990, pp. 228–229).

Collaborative autonomy is also supported by empirical findings outlined above, which highlight that teacher collaboration strengthens autonomous motivation (Conley et al., 2004), fosters individual and collective goals through self-determined participation in teacher teams, enhances job satisfaction, and results in a reduction of burnout. In different field studies, scholars could confirm assumptions of SDT by demonstrating that supporting autonomy as compared to control is associated with “more positive outcomes, including greater intrinsic motivation, increased satisfaction, and enhanced well-being” (Deci and Ryan, 2000, p. 234). Even studies based on an expectancy-value model emphasize the fundamental role that a pro-collaborative attitude plays in teachers' motivation to collaborate, implying that “there will be no change in cooperative behavior without a change in attitude” (Drossel et al., 2018, p. 17).

Following this line of reasoning, teacher motivation is based on both autonomy and social relatedness. Social relatedness and teacher collaboration are mutually conditioned, but whereas social relatedness requires trustful relations based on closeness (Coburn and Russel, 2008; Runhaar et al., 2010), autonomy may foster innovation, educational change and school improvement (Egodawatte et al., 2011).





SUMMARY

This review set out to systematically analyze the interconnection between teacher collaboration and teacher motivation in the academic literature. The aim was to find answers to the questions of what studies can tell us about the motivations of teachers to collaborate with other teachers, and what effects of teacher collaboration on teacher motivation are discussed in the academic literature. Hence, both directions, i.e., the drivers or motivations of teachers to collaborate and the effects of teacher collaboration on teacher motivation, are the focus of the analysis. The general aims of the review were 2 fold. First, its goal was to map and synthesize findings on the relationship between teacher motivation and collaboration. Second, it aimed to find new aspects by qualitatively reconstructing the studies and to interpret the conceptualizations and operationalizations of teacher motivation and collaboration. It was shown that the different drivers for teachers to collaborate have been related by scholars to policies and development programs, time for collaboration, leadership practices, work conditions and supporting tools, individual attributes, and group behavior. Furthermore, constraints on collaboration were discussed as impeding factors for teacher collaboration. The effects of teacher collaboration on teacher motivation were mainly related to well-being and job satisfaction, the role of the cultural context, norms, values and meaning, as well as social support networks for teacher development.

Subsequent to the synthesis and discussion of the literature analyzed, the literature was re-analyzed inductively. This final analysis proved to be the most important aspect of this study because it resulted in the identification of inconsistencies and ambiguities. Inconsistencies and ambiguities were traced back to the use of the concepts of teacher motivation and collaboration. It was shown how both the definition and operationalization of these constructs have consequences for the identification of empirical needs and study outcomes. Furthermore, it was revealed that most of the studies analyzed do not use specific theories to study teacher motivation and teacher collaboration. This is surprising given the manifold theories and validated scales that have been developed to study teacher motivation and teacher collaboration in the past. Hence, inconsistencies in the academic literature are also the result of a lack of theories and methodological rigor in many studies on teacher motivation and teacher collaboration. Even the forms, types, and qualities of both teacher collaboration and teacher motivation are often not specified or distinguished in the academic literature in spite of the fact that the type of motivation or collaboration studied has an impact on study results.

By analyzing the literature according to the studies' use of the constructs of motivation and collaboration, it became evident that limitations of teacher collaboration and motivation are often related to a loss of autonomy. From this perspective, teacher collaboration as shared decision-making is perceived as a limiting factor with regard to teacher autonomy. This finding was surprising given that relatedness is among the key basic needs of motivation according to SDT. According to SDT, it should be assumed that relatedness and collaboration mutually reinforce one another and that collaboration positively affects teacher motivation. This theoretical assumption is also confirmed by most of the empirical studies, although these studies often do not specify the concepts of motivation and collaboration used. These considerations have led to the conclusion that we need to apply an understanding of autonomy that is compatible with collaboration and relatedness. According to this understanding, teachers have a need for both autonomous action and social embeddedness. This understanding of teacher autonomy highlights individuals' autonomy to govern interaction, but also supports the notion of autonomously promoting connectedness or taking part in teacher collaboration.



LIMITATIONS

Although this review has presented results for scholars setting out to perform empirical research on teacher motivation and teacher collaboration, its limitations need to be considered.

First, results of this review are restricted to the literature analyzed. This literature was detected by systematically applying specific keywords in the most relevant databases (e.g., ERIC). However, the search terms were reduced to “teacher AND motivation,” “teacher AND collaboration,” “teacher AND cooperation,” “collective AND teacher AND efficacy,” “cooperative AND learning AND teacher AND education,” and “school AND team AND work AND motivation.” Other keywords, such as those related to “teacher networks” or “communities” were not applied in this study because preliminary searches with these terms conducted for this review resulted more in literature focused on collaboration between school and out-of-school organizations and third sector participation in schools, which was not the main interest of the current study.

In addition, this review was restricted to peer-reviewed articles and did not include books, articles published in handbooks or edited volumes, dissertations, or gray literature. While many important findings were excluded from this article, this restriction was important in light of the high number of studies found and based on the assumption that the chances of identifying high-quality studies are greater when only peer-reviewed articles are included.

A further restriction may be seen in the focus on teachers and corresponding exclusion of other educational actors such as parents, students, individuals working in higher education, further education actors, or out-of-school organizations. Indeed, motivational aspects of collaboration have been increasingly stressed in (review) studies in these fields in recent years (e.g., O'Leary and Wood, 2019).



CONCLUSION

In light of the findings of this study, different conclusions can be drawn. In the following, this final section suggests prospects for further research and implications for research and practice.


Implications for Research

The current study has reviewed the scientific literature on different facets of the relationship between teacher motivation and teacher collaboration. It has included peer-reviewed articles applying diverse theoretical perspectives and different methodological approaches and has contributed to the current knowledge of the relationship between teacher motivation and teacher collaboration by identifying main related research areas. By including quantitative as well as qualitative studies, this review has moved away from simply studying the effectiveness of complex phenomena in a research field where evidence is heterogeneous (Petticrew, 2015).

The limitations and critiques of the existing literature indicate possible directions for future research. More general research desiderata concern answers to the questions of what motivates teachers to collaborate and what effects collaboration has on teacher motivation. To identify how teacher collaboration affects their motivation and how teachers translate the benefits of collaboration into practice needs further empirical work. Here, more systematic studies with clear concepts of teacher motivation and collaboration—drawing on specific theoretical approaches, applying validated scales, and distinguishing the different forms, types, and qualities of collaboration—could provide more clarity. Not least, this review has shown that studies related to teacher motivation and collaboration have not always been transparent in delineating the theoretical concepts of motivation and collaboration used.

More specifically, the qualities of teacher collaboration and their effects on teacher motivation may be elaborated in future research, including the patterns of social relationships between teachers (e.g., by applying Social Network Analysis), team entitativity and the elaboration of the different understandings of education underlying teacher collaboration, as well as the question of under what circumstances autonomy and collaboration are best combined.

From a motivation theoretical perspective, more research on the effects of social embeddedness on teachers' readiness for action are needed. For instance, we currently still do not know whether the “willingness to abide by the norms of other people that are important in the context of an intended course of action” has a mediated effect (De Brabander and Martens, 2014, p. 40).

Prospects for further research also relate to trust. While studies on teacher collaboration frequently highlight the importance of trust (Scribner et al., 2002) and the positive effect of frequent meetings on trust relationships (Coburn and Russel, 2008), there is still a lack of studies in this area. Do social relations based on trust automatically have a positive effect on teacher motivation? Not least, the results of studies conducted by other scientists point to obstructive effects of high levels of trust in teaching staff. Trusting relationships can even inhibit independent thinking and innovation (e.g., Staessens, 1993; De Lima, 2001). Trust may, for instance, prevent teachers from building new collaborations or from trying out new teaching practices (Staessens, 1993; De Lima, 2001). Hence, future studies may elaborate whether trust might also be a hindering factor and, if so, under what conditions it has positive effects and when it is obstructive. In addition, the different types of trust are generally not differentiated in the literature analyzed for this article (e.g., relational trust needs to be distinguished from the general tendency to trust others) (e.g., Kolleck and Bormann, 2014; Kappauf and Kolleck, 2018).

Finally, future research could focus on the interrelation between teacher motivation, teacher autonomy, and teacher collaboration by further unraveling the circumstances under which autonomy, motivation, and collaboration best support instructional practices. How can autonomy and collaboration best be combined and realized to improve instructional quality? Systematic empirical studies that provide answers to this question could contribute to a better understanding of when autonomy does not exclude collaboration. More systematic studies could result in an overview, providing information on when teacher collaboration and motivation are related to either a gain or a loss of autonomy.



Implications for Practice

Practical implications of this review include the enhancement of teacher motivation. It is particularly helpful for educational administrators and policymakers to formulate practical strategies to stimulate teachers to cooperate and to increase motivation to determine how to attract potential teachers and how to retain them in teaching.

An emerging number of political programs, school initiatives, media reports, and scholars engaged in school development programs urge the fostering of teacher collaboration and motivation in schools. This review provides practitioners with the most recent findings on the motivators or drivers of teacher collaboration. Different studies have already shown that teacher collaboration directly effects teacher motivation, which in turn is a key determinant of student motivation (Vangrieken et al., 2015). Practitioners could learn from these findings and implement new ways to support teacher collaboration and motivation while at the same time strengthening teacher autonomy. Research results show different paths through which schools make sure that teachers actually want to collaborate; however, there is still a need for more research on the question of what types of collaboration have a positive effect on teacher motivation.

School principals and teachers' working conditions have very important functions. Teacher collaboration can be supported by providing teachers with extra time for collaboration as well as group tasks which, in contrast to individual tasks, foster interdependence, shared goals (Kolleck et al., 2019), and responsibility. Principals and administrators should implement structures and a culture that support teachers' social interactions in school and foster social patterns of support for teacher development. Furthermore, faith in the competencies of team members could be reinforced by principals through constructive discussion and a body of shared knowledge.

Another aspect important for educational practice applies to teachers' conception of autonomy. Previous research has demonstrated the fundamental effect that teachers' subjective perception of the relevance of collaboration has on their engagement in collaboration (e.g., Drossel et al., 2018). This implies the need to increase the relevance of cooperative aspects in teacher education and training with the aim of supporting the individual internalization of the importance of collaboration and a collaborative understanding of teacher autonomy.

Results of this review further stress the importance of creating a collaborative school climate, which includes supporting autonomy by giving teachers the chance to take part in decisions concerning collaborative school structures as well as collaborative initiatives implemented from the bottom up. This implies acknowledging that teachers are flexible to make data-based changes in classroom instruction and management, encouraging teacher feedback and learning, as well as continually evaluating “collaborative efforts lest they move to the dark side of contrived collegiality” (Datnow, 2011, p. 158). It further implies creating an awareness among (novice) teachers that autonomy does not exclude collaboration. This can be achieved by involving teachers in decision-making, initiating their own collaborations, and through collaborative structures in schools (Clement and Vandenberghe, 2000).
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FOOTNOTES

1The avoidance of the term ‘collaboration' in the German literature may be traced back to Germany's history and the use of the term ‘collaboration' during the Second World War.
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