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ABSTRACT 

Teacher motivation is a critical yet understudied factor shaping student outcomes in low-income 

schools, where chronic underfunding, high student-to-teacher ratios, and socioeconomic 

disadvantage place unique pressures on educators. Drawing on Self-Determination Theory, 

Teacher Self-Efficacy research, and the Job Demands-Resources framework, this essay uses a 

systematic literature review and comparative case analysis to examine how structural conditions 

in low-income schools shape teacher motivation and, in turn, influence student outcomes. The 

analysis synthesizes evidence across five interconnected domains: teacher self-efficacy and 

academic achievement, job satisfaction as a pathway to instructional quality, burnout's effects on 

classroom climate, institutional support and leadership's role in retention, and autonomy-

supportive teaching's influence on student engagement. Findings indicate that teacher 

motivation in these settings is not primarily a function of individual resilience but is structurally 

produced by workload, leadership style, and organizational fairness. Intrinsically motivated and 

self-efficacious teachers demonstrate greater resilience, set higher expectations, and model 

perseverance for students, while burnout degrades classroom warmth and relationships in ways 

that disproportionately harm already-disadvantaged students. Distributed leadership and 

manageable accountability pressures emerge as low-cost, high-impact levers for sustaining 

motivation and reducing attrition. The essay argues that because motivation is structurally 

produced, it is also structurally protectable through policy interventions such as workload 

reduction, autonomy-supportive leadership, organizational justice, and self-efficacy-building 

programs, even absent significant new funding. 

Keywords: teacher motivation, teacher self-efficacy, teacher burnout, low-income schools, self-

determination theory 

Introduction 

Teacher motivation spans a spectrum from intrinsic motivation teaching for the work's inherent 
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satisfaction to extrinsic motivation, shaped by salary, evaluation, and accountability pressures. 

Self-Determination Theory (SDT) offers the clearest lens here, arguing that motivation's quality, 

not merely its presence, determines wellbeing and performance (Ryan & Deci, 2020). This 

distinction matters acutely in low-income schools, where chronic underfunding, high student-to-

teacher ratios, and socioeconomic disadvantage burden teachers and students alike (Carver-

Thomas & Darling-Hammond, 2017). Carver-Thomas and Darling-Hammond (2017) describe 

these schools as caught in a cycle: underfunding drives teachers out, and the resulting shortage of 

experienced staff makes the remaining conditions harder still for those who stay. Turnover itself 

becomes part of the problem, since new teachers walking into an already strained school face a 

steeper climb than they would elsewhere. In such settings, motivation is continuously tested and 

often eroded by working conditions. 

Resource disparities translate into unequal academic outcomes, often reinforced by deficit-

oriented beliefs teachers hold about student capability beliefs that themselves emerge from 

under-resourced, high-stress conditions (Gruijters, 2025). These beliefs build up over years. A 

teacher who has spent a decade in an overcrowded, underfunded classroom may start to see 

student struggle as fixed rather than something teaching can fix. While teacher motivation is 

well-studied in well-resourced settings, little research examines how low-income schools' 

specific pressures mediate motivational dynamics. This essay asks: how do structural conditions 

in low-income schools shape teacher motivation, and how does that motivation influence student 

outcomes? 

Using a systematic literature review and comparative case analysis (Zawacki-Richter et al., 

2020), the study centers on teacher motivation, student outcomes, institutional support, and 

burnout constructs shown to interact dynamically rather than independently (Atik & Celik, 

2022). School conditions shape motivation, and that motivation carries forward into the 

classroom. 

Theoretical Frameworks 

SDT holds that motivation depends on autonomy, competence, and relatedness (Ryan & Deci, 

2020); controlling institutional mandates undermine teacher autonomy, which constrains their 

capacity to support students' own needs. A teacher's sense of autonomy comes from having some 

say in instructional decisions instead of following a script handed down from above. On the other 

hand, competence suggests whether the work actually seems to pay off. And finally, the idea of 

relatedness is a bit different from the other two, having more to do with feeling like part of the 

school, with colleagues and students both. Schools that lean on tight mandates or frequent 

monitoring tend to leave teachers feeling like they have less say over their own work, and 

motivation drops when that happens. SDT calls this a dynamic link where a teacher who feels 
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controlled is less likely to give students room to make choices of their own. 

Teacher self-efficacy (TSE) means confidence in one's ability to affect learning predicts 

instructional quality, satisfaction, and burnout resistance (Zee & Koomen, 2016). TSE comes 

down to how much a teacher believes their own effort, and not a student's home situation, can 

move that student forward. Teachers who score higher here aim higher with their students, keep 

working with the ones falling behind instead of writing them off, and bounce back faster after a 

bad lesson. Zee and Koomen (2016) tie these habits to stronger teaching and better job 

satisfaction over time. Self-efficacy is not fixed, since it builds through experience, so mentoring 

and small early wins in the classroom can raise it, which is a large part of why it matters here, 

especially since it costs nothing extra. 

The Job Demands-Resources (JD-R) framework explains how excessive workload depletes 

teachers, while organizational justice and collegial support buffer against burnout (Assaf et al., 

2026). JD-R splits a school's working conditions into two kinds which are demands, which wear 

a teacher down, and resources, which help them keep going anyway. Workload is usually the 

biggest demand in low-income schools, showing up as oversized classes, extra paperwork, and 

barely enough time to plan a lesson properly. Fair treatment in how work gets handed out, 

support from colleagues, and some freedom in how to teach all count as resources, and Assaf et 

al. (2026) tie these directly to lower burnout. Burnout tends to creep in over a year rather than hit 

all at once when demands stay ahead of resources for too long. 

Together, these frameworks form a layered model of psychological needs, efficacy, and 

structural conditions. Each of these three ideas is looking at a different layer of the same 

problem, from basic psychological needs down to the physical reality of the job. A teacher's 

motivation has less to do with who they are and more to do with what the school around them 

looks like on an ordinary day. 

Discussion 

Teacher Self-Efficacy (TSE) and Academic Achievement 

TSE shapes achievement both behaviorally (efficacious teachers adopt mastery-oriented 

pedagogy) and through modeling resilience. TSE is malleable, and interventions building it show 

measurable gains (Taschner et al., 2025; Zee & Koomen, 2016) a promising lever where funding 

reform is unlikely. A teacher who believes their teaching matters sets tougher goals, sticks with a 

student who is behind instead of assuming the gap is permanent, and picks assignments that 

stretch students rather than ones that just fill the period (Zee & Koomen, 2016). The modeling 

side works more quietly. Students in low-income schools deal with setbacks often, and watching 

a teacher push through a hard week instead of giving up gives them something to model their 
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own response on. Taschner et al. (2025) found that mentoring, regular feedback, and early 

success in the classroom all raised teacher self-efficacy, and none of that required new funding. 

Teacher Job Satisfaction and the Pathway to Quality Instruction 

Job satisfaction mediates motivation and instructional quality, but is fragile in poverty contexts. 

Intrinsically motivated teachers draw satisfaction from student growth, a more resilient source 

than the external validation extrinsically motivated teachers require (Harvard GSE Next 

Generation of Teachers project). Goal conflict undermines motivation by disrupting 

psychological need satisfaction (Klusmann et al., 2022). A teacher can care about the work and 

still teach worse if daily frustrations pile up. The Harvard Graduate School of Education's Project 

on the Next Generation of Teachers points to pressures common in low-income schools, like 

missing materials or administrative support that shifts week to week. When a teacher's 

satisfaction depends on evaluation scores or praise from administrators, that satisfaction tends to 

wobble, because this kind of feedback rarely stays consistent in these schools. Teachers who find 

satisfaction in watching their students improve hold steadier, since that source doesn't depend on 

the school delivering anything. Klusmann et al. (2022) point to goal conflict as another piece of 

this: a teacher torn between covering required content and giving individual students attention 

ends up with lower motivation, because that tension gets in the way of the basic needs SDT 

describes. 

Teacher Burnout, Classroom Climate, and Student Outcomes 

Burnout degrades classroom climate, less emotional support, more controlling behavior, weaker 

relationships with documented effects on achievement (Madigan & Kim, 2021), making burnout 

an equity issue, not just an occupational one. Madigan and Kim (2021) pulled together findings 

across many studies and found that burnout rarely stays confined to the teacher going through it. 

It shows up in the classroom itself: teachers experiencing burnout offer less warmth, lean on 

control more than support when managing a class, and build weaker bonds with their students, 

and all of this has been tied to lower achievement and to how students describe their own school 

experience. Burnout also clusters in schools already dealing with underfunding and large classes, 

so its effects land hardest on students already facing disadvantage. It is not a private struggle a 

teacher carries home alone; it becomes part of the actual classroom students walk into. 

Institutional Support, Leadership, and Teacher Retention in High-Poverty Schools 

Leadership and institutional support counter burnout. Additionally, distributed decision-making 

correlates with lower attrition in high-poverty U.S. schools (Brewer & Carroll, 2024), though 

excessive accountability pressure can pass a "tipping point" and undermine retention instead 

(Perryman et al., 2025). Brewer and Carroll (2024) found that schools sharing decisions between 
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teachers and administrators, instead of leaving it all to the principal, keep their teachers longer, 

even under similar levels of poverty. Leadership style matters here on its own, apart from 

funding. Shared decision-making works as a resource in roughly the way JD-R describes, taking 

pressure off a heavy workload. Perryman et al. (2025) add a limit to this, though: inspections and 

performance reviews meant to raise standards can backfire past a certain point. A little oversight 

feels manageable, but too much starts to feel punishing, and teachers leave because of it. The 

amount of structure a school imposes seems to matter less than whether teachers feel it is on their 

side. 

Autonomy-Supportive Teaching and the Motivation of Low-Income Students 

Finally, motivated, autonomy-supportive teachers boost student engagement, particularly for 

low-income students at risk of motivational decline (Huang et al., 2025; Ryan & Deci, 2020). A 

teacher who feels more autonomy in their own job tends to pass some of that down, following 

SDT's dynamic link, by giving students real choices in their work or explaining a rule instead of 

just handing it down (Ryan & Deci, 2020). Huang et al. (2025) found this especially important 

for low-income students, who are more likely to lose motivation as they move through school, 

from years of academic struggle and from pressures tied to their circumstances outside it. Their 

research points to learning strategies and mental health as steps along the way. Autonomy-

supportive teaching seems to work through helping students approach their work differently and 

protecting their wellbeing, more than through any direct boost. Teacher motivation, shaped by 

the school, ends up reaching students too. 

Conclusion 

Teacher motivation is structurally produced and thus structurally protectable. A teacher's 

motivation in a low-income school has less to do with personal resilience and more to do with 

the conditions surrounding the job. Self-efficacy, job satisfaction, burnout, and student 

engagement keep tracing back to a handful of things: how much is expected of teachers, how 

leadership treats them, and how fairly the work gets handed out. Policy should prioritize 

manageable workloads, autonomy-supportive leadership, and organizational justice alongside 

TSE-building programs and distributed leadership models. Cutting workload down addresses the 

demand side of the JD-R model directly, while leadership that supports autonomy and treats staff 

fairly works on the resource side (Assaf et al., 2026). Sharing decision-making across a school 

costs little and depends mainly on how existing authority gets handled, not on new money 

(Brewer & Carroll, 2024). Mentoring and structured feedback aimed at building self-efficacy 

work the same way, and Taschner et al. (2025) show this holds even where budgets stay tight. 

This essay brings together frameworks usually discussed on their own, tying psychological 
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needs, self-efficacy, and job demands into one picture of how motivation forms and breaks down 

in low-income schools specifically. Most research on teacher motivation comes from better-

funded schools; this one stays focused on pressures that show up differently in schools without 

those resources. The present study includes certain limitations. It relies on a synthesis of existing 

studies rather than original data collection, it cannot establish how these dynamics play out in 

any one school in practice, only that the pattern holds across the studies examined. Most of the 

sources drawn on here also come from a narrow range of national contexts, largely the United 

States and a handful of comparable systems, so it remains unclear whether the same relationships 

between motivation, leadership, and burnout apply as strongly in low-income schools elsewhere. 

Future research should pursue longitudinal designs testing these interventions across varied 

contexts. Tracking teachers over several years after a school adopts shared leadership or a self-

efficacy program would show whether early improvements actually hold, and comparing results 

across different countries would help too, since it isn't clear yet how far these findings extend 

beyond the schools already studied. 
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