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ABSTRACT
Yada, Takumi. 2015. Social Contagion of Autonomous Motivation among
Professional Educators: As a Resource of Leadership in Schools. Master's
Thesis in Education. University of Jyväskylä. Department of Education.

Enhancement of motivation among members in educational organizations is a
crucial aspect for leaders to make the organizations more effective. However,
when leadership is considered as a process, which makes leadership accessible
to every member in an educational organization, the previous studies are still
based on the thought that leaders determine leadership styles that motivate followers. While distributed leadership suggest some implications, it is still unclear how each member takes on autonomous motivation and it is distributed.
Social contagion is the concept that the motivation of the model person
spreads to the perceiver. The purpose of this study is to reveal social contagion
of autonomous motivation among professional educators including educational
leaders and teachers.
A sample of 359 Japanese primary and secondary professional educators
filled in a questionnaire comprising the adapted editions of the Subscales Assessing Four Types of Motivation for Teaching (SAFTMT) scale (Roth, Assor,
Kanat-Maymon & Kaplan, 2007) and the Perceived Social Power Scale (PSPS)
(Imai, 1993).
The results indicate that autonomous motivation of professional educators
spreads from one to another through social power which consists of attractive,
reference, and expert power. In addition, the model persons of the professional
educators who have autonomous motivation were mostly the other teachers,
not educational leaders such as principals or vice-principals.
The current study concludes that educational leaders should pay attention
to how their teachers are autonomously motivated and make the most of it.

Keywords: Social contagion, Autonomous motivation, Teacher, Self-Determination
Theory, Social power, Leadership
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INTRODUCTION

For educational leaders, fostering environments that encourage members’ motivation seems to be a strategic challenge for educational leadership. Leading or
cultivating of motivation is one of the crucial factors for leaders to make organization more effective (Goleman, 1998; Hargreaves & Fink, 2006). Some studies have revealed that there are certain relationships between leadership styles
and teachers’ motivation (Eres, 2011; Eyal & Roth, 2011; George & Sabhapathy,
2010). The direction of leadership in these studies still takes place in one-way.
However, when leadership is considered as a process, which makes leadership
accessible to every member (Northouse, 2013), the previous studies are still based on the thought that the leaders determine the leadership styles and the motivators are still leaders. Gronn (2002, p. 331) described leadership as ”more a
collective phenomenon where leadership is present in the flow of activities in
which a set of organization members find themselves enmeshed.” According to
Morinaga (2009), the subject which motivates a person is even the person himself. Therefore, to improve effectiveness of leadership, it is required that not
only leaders deploy measures fostering members’ motivation, but also members
themselves, including educational leaders and teachers, take initiatives in motivating each other.
Meanwhile, fostering the environments that enhance motivation is also
important in terms of collaboration among teachers. In Japan, the importance of
collaboration among teachers such as collegiality (Bush, 2011; Hargreaves, 1996;
Ishida, 2011) has been widely discussed in terms of educational leadership (e.g.,
Ishida, 2011, 2012). One of the reasons why collaboration is demanded in Japan
is the increasing rate of early turnover within a year in teaching occupation
(Ministry of Education, Culture, Sports, Science and Technology in Japan
[MEXT], 2010). The lack of collaboration among teachers deprives them of their
motivation for their occupation. Therefore, it should be more discussed how
they are motivated in interactive ways in their working life.
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1.1

Purpose and Significance of Study

To realize effective schools and foster the environments that enhance motivation, professional educators including teachers and leaders must understand how
they are motivated and how they acquire their motivation for their work.
Social contagion of motivation or motivational contagion (Kikuiri &
Okada, 2014; Radel, Sarrazin, Legrain, & Wild, 2010; Wild & Enzle, 2002) suggests a key to shed light on a motivating process as a part of educational leadership. In a collaborative or responsibility-distributed organizations, motivators are not leaders but the members of the organizations themselves. Motivational contagion refers to a phenomenon in which a highly motivated person
influences motivation of another person via perception of the high motivation
(Radel et al., 2010; Wild, Enzle, Nix, & Deci, 1997; Wild & Enzle, 2002). For instance, when Person A recognizes the other highly-motivated Person B as a
model, the person becomes motivated as the model is motivated. In brief, the
perceiver (Person A) recognizes the highly motivated person (Person B) as a
model, and the inference motivates the perceiver. The current study posits that
motivational contagion results in a process of educational leadership.
Another aspect that the current study will consider is a type of motivation,
that is, autonomous motivation. When teachers have shared responsibilities or
autonomy, educational leadership takes place as a process (Muijs & Harris,
2003). Autonomous motivation for teaching refers to thoughts or feeling of
teachers with self-regulated motivation for engaging in educational work (Eyal
& Roth, 2011). When a person has autonomous motivation for an activity, he or
she accepts the value of the activity, reciprocally assimilates the value of the
activity with an aspect of his or herself, or purely engages in the activity for
own sake (Roth, Assor, Kanat-Maymon, & Kaplan, 2007). Ryan (1992) has noted
that people realize they are self-regulated and autonomous when they engage
in actions that they feel originate from their internal self. Moreover, autonomous motivation makes teacher feel that their work are enjoyable and
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meaningful and allows them to endure occasional stress (Eyal & Roth, 2011). In
fact, some studies reveals that teachers with autonomous motivation have positive impacts on educational outcomes (Pelletier, Séguin-Lévesque, & Legault,
2002; Roth et al., 2007).
The other aspect of the current study is to explore the role of social power
in social contagion of autonomous motivation. Social power is recognized as the
resources of a person that can affect another person (French & Raven, 1959;
Raven, Schwarzwald, & Koslowsky, 1998; Raven, 1965) such as attractive, expert, and reference power (Imai, 1989, 1993). The mediational function is indicated in the model of social contagion as expected quality of interpersonal relations (Wild & Enzle, 2002). For example, when Person A sees Person B as highly
motivated, Person A may feel that Person B would have something appealing
to Person A. Then, the feeling may motivate Person A. Kikuiri and Okada
(2014) have posited the mediators, which were social power and reaction, between the inference of another person’s motivation and their own motivational
change among office workers.
This research will examine how professional educators are motivated in
schools. The study hypothesizes that autonomous motivation is spread from
one to another professional educator. The expansion of motivation from a
teacher to students has been shown as “social contagion of motivation” by Wild
and Enzle (2002). Researchers have reported the studies about motivational contagion from teacher to student (Wild, Enzle, & Hawkins, 1992; Wild et al., 1997;
Wild & Enzle, 2002), from student to student (Radel et al., 2010), and from business person to business person (Kikuiri & Okada, 2014). When it comes to
educational leadership, teachers’ autonomy and leadership play key role and
cannot be ignored. However, previous studies have not revealed the social contagion of autonomous motivation among professional educators including educational leaders and teachers in school. Since it is highly important to ponder on
teachers’ motivation when leadership is considered as a process, the aim of this
study is to explore the motivational contagion among professional educators.
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1.2

Research Question

Previous studies have revealed that motivational orientation can spread from
person to person (Kikuiri & Okada, 2014; Radel et al., 2010; Wild et al., 1992,
1997; Wild & Enzle, 2002). In these studies, researchers have confirmed that motivational orientation can spread from teacher to student (Wild & Enzle, 2002)
and student to student (Radel et al., 2010). In addition, motivational contagion
among business persons has been investigated (Kikuiri & Okada, 2014). However, the motivational contagion among professional educators including leaders
and teachers has not been explored.
Figure 1 is the theoretical model that the current study adopts. Perception
of another person’s autonomous motivation affects change in the autonomous
motivation of their own via quality of social power as interpersonal relations.

FIGURE 1. The theoretical model of motivational contagion among professional educators
According to the purpose of the study, the following two research questions
were set to reveal and understand the social contagion among professional educators:
1) Who has an impact to professional educators’ autonomous motivational change as a model?
2) How does the perception of another professional educator (model)’s
autonomous motivation affect one’s autonomous motivation through social
power?
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2

REVIEW OF LITERATURE

2.1

Social Contagion of Motivation

Emotional contagion, in which emotion of a person affect emotion of another
person, has been discussed by some researchers (e.g., Hatfield, Cacioppo, &
Rapson, 1994; Schoenewolf, 1990). Wild and Enzle (2002) applied the term of
“contagion” to expansion of motivational orientations from person to person.
The idea of social contagion of motivation is that motivational orientations toward activities can be spread from person to person solely on the basis of interpersonal stimulus (Wild & Enzle, 2002, p. 141).
2.1.1

Social Contagion of Motivational Orientation

The approaches of social contagion of motivation are originally form selfdetermination theory (Deci & Ryan, 1985, 1990, 2002; Gagné & Deci, 2005) since
the concept of social contagion of motivation is based on that the perception of
individual toward social events intermediates with motivation (Wild & Enzle,
2002). In a word, the self-determination theory claims that the perception of self
towards an event affects motivation of self (Deci & Ryan, 1985, 1990, 2002) (Selfdetermination theory is described detailedly in the chapter 2.2.1).
Wild and Enzle (2002) claimed that the self-determination theory has phenomenological aspects. More precisely, processes of interpretations work as
mediators between social events and motivation. Many approaches have investigated the importance of the interpretation process in mediating the relationship between social events and motivational orientation (e.g., Harackiewicz &
Sansone, 1991; Sansone & Harackiewicz, 1995). Research has dealt with the impact of task labels and activity goals on intrinsic motivation to investigate the
impact of construal (Sansone, Sachau, & Weir, 1989). In a study, a computer
game was labeled as skill-emphasized and fantasy-emphasized. The researchers
observed that task instruction planed to encourage performance undermines
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intrinsic motivation under the fantasy label while the instruction enhances intrinsic motivation under the skill label (Sansone et al., 1989, p. 819). Another
example is Harackiewicz and Elliot's research (1993) about the impact of performance and mastery achievement goals on intrinsic motivation. Their results
showed that performance goals heightened intrinsic motivation among
achievement-oriented individuals, whereas mastery goals heightened intrinsic
motivation among those low in achievement orientation. Wild and Enzle (2002,
p. 143) claimed that, although the preceding approaches dealt with the contextual framing of activities, further studies should focus on actual social interaction. That is, in the previous approaches, task label or activity goals were provided, and they casts the question of how individuals determine task labels in
unconstrained social interactions.
To explore it, Wild, Enzle, and Hawkins (1992) planned the first study of
individual piano lessons for novices. The researchers placed two controlled
conditions, in which teachers were characterized as intrinsically motivated and
extrinsically motivated. In intrinsic motivation condition, the participants were
led to believe the teacher was a volunteer. In extrinsic motivation condition, on
the other hand, the participants were led to believe that the teacher would get
paid for the same lesson with $25. The teachers were blind to these conditions
and conducted an unbiased piano lesson that was neither controlling nor autonomy supportive. After the lesson, the teachers left the room. The students
were left alone there for 10 minutes and a camouflaged audiotape machine recorded their free-play behavior on the piano. After that, the participants answered a brief questionnaire to evaluate their enjoyment and interest in learning, the perceptions of the teachers, and their atmosphere following the lesson.
Results revealed that participants who were taught by intrinsically motivated
teacher reported more enjoyment and positive affect in the lesson, expressed
more interests in further learning, and showed greater creativity and exploratory behavior in free-play period. On the contrary, the participants whose teacher
was believed as extrinsically motivated merely repeated the criterion song
while they engaged the activity. The researchers concluded that the participants
appeared to have self-generated motivation that is based on their perception of
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the teacher’s motivation for the activity. In brief, the teacher’s motivational orientation appeared to “infect” the student in spite of the fact that the participants
were not given any labels or goals and that all participants learned from the
same neutral lesson.
Further study in this series (Wild et al., 1997, p. 837) extended the effect by
adding a second teaching-learning situation to examine whether motivational
orientation toward learning could spread from a teacher to a first student, and
then from the first student to a second student in unconstrained session. In this
study, a confederate teacher taught a skill about a rope-restoration magic to a
first learner and the learner was then asked to teach a second learner. The same
way of perceived motivation manipulation was applied in Wild et al. (1992),
that is, the teachers were characterized as intrinsically motivated or extrinsically
motivated in two controlled condition. Participants were taught by a standardized teaching style and learned under the same lesson. After the participants
passed a learning criterion, they were asked to teach the magic skill to another
person. Both learners assessed their enjoyment, interest in learning, and mood
by questionnaire after the transmission teaching session. Results showed that
the first-generation learners who learned from the supposedly intrinsically motivated teacher reported higher levels of enjoyment and interest in learning than
the learners who believed their teacher was extrinsically motivated although
students were exposed to identical lessons that were not controlling nor autonomy supportive. Additionally, lower levels of task enjoyment, interest in learning, and positive mood were reported in the educational chain.
As well as the previous study, students appeared to have self-generated
motivational orientation toward the activity based on their interpretation of the
teacher’s motivation toward the activity. In addition, the motivational orientation toward the activity construed by the first learner also has an effect on the
second learner in the educational chain. Therefore, Wild et al. (1997) concluded
that the mere perception of another person (model)’s motivation toward an activity influences the motivation of the perceiver, and it is social contagion of
motivational orientation.
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2.1.2

Expectancy Formation Process underlying Social Contagion of Motivation

How does interpretation about teachers affect students’ intrinsic motivation in
spite of the fact that there is no difference in their teaching styles? They were
teaching neither in autonomy-supportive way nor in controlling way. Wild and
Enzle (2002) proposed that perceptions of another person’s motivation influence the expectancy formation that produces the functional significance in the
social context.
One kind of the expectancy formation that Wild and Enzle (2002)
suggested is quality of interpersonal relations such as autonomy-supportive
and controlling, which would develop through social interaction (see Figure 2).

FIGURE 2. Motivational Contagion through Expectancy Formation (Wild &
Enzle, 2002, p. 147)
The perception of the other’s motivation is blended with the past memories of
autonomy-supportive or control to shape temporary expectations about how
autonomy-supportive or controlling the other person would be, and so forth.
Wild and Enzle (1997) conducted a story comprehension task to examine
whether contact to intrinsically or extrinsically motivated interpersonal targets
differently elicit expectations about the interpersonal relations. In one condition
in the story, an interpersonal target, Pat, who is a student spending the summer
for job, is depicted by a short vignette to facilitate perceptions of extrinsic motivation. In the other condition, a short vignette about Pat is depicted to facilitate
perceptions of intrinsic motivation. All of the other aspects were the same
across conditions. Immediately after the participants read the vignette, they
were asked to answer an open-ended question to evaluate their perceived motivation of Pat. Their answers were coded in terms of perceived intrinsic motivation and extrinsic motivation (e.g., “he enjoys giving tours,” “for the cash he
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received”). After that, they filled a set of questionnaire to assess expectancies,
which included interest in the quality of interpersonal relation with Pat. Results
showed that in comparison with the participants whose vignette was about the
volunteer, the participants whose vignette was about the paid worker were
negative about Pat. They expected that Pat enjoyed the activity less, psychological relatedness between the participants and Pat would be less, and the story
would be less enjoyable. Analysis about mediation revealed that these results
were entirely mediated by perceptions about the target’s motivation.
The result has shown that intrinsic or autonomous motivated person is
likely to show positive influences in interpersonal relations. According to these
results, Wild and Enzle (2002) proposed that the social contagion of motivation
model is that if students suppose that the teachers engage to teach primarily for
autonomous reason, the students will self-generate expectations about high levels of autonomy-support from the teacher and high quality of interpersonal relations with the teacher in comparison with the students believe that their
teachers engage to teach primarily for extrinsic reason. That is to say, the expectancies make a positive perceptual set that the perceivers use to interpret following interpersonal relationship, which affects their own intrinsic or autonomous motivation. However, it has not been revealed precisely how the interpersonal relation the perceivers expect and what kinds of positive influence the
interpersonal relation has.
2.1.3

Motivational Contagion Approaches

The model of social contagion on intrinsic motivation is proposed based on the
studies that the intrinsic motivation is conveyed from teacher to student (Radel
et al., 2010; Wild et al., 1992) and from student to student (Radel et al., 2010;
Wild et al., 1997). Social contagion is generally defined to mean that one’s motivation spreads out over the other person’s motivation and the person also gets
the motivational orientations (Wild & Enzle, 2002, p. 141). This phenomenon
can be seen in different conditions and among different kinds of people.
Firstly, Radel et al. (2010) examined the social contagion of motivation
under the real context in a French school. They pointed out the ecological
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validity of the previous studies (Wild et al., 1992, 1997) since the piano and
magic lessons were conducted by confederate teachers to undergraduates who
joined in a psychology investigation in return for the course credit. Therefore, it
is not clear whether the social contagion effects on first and second generation
learners discussed earlier could be replicated by actual students and teachers.
To investigate in the actual setting, they adopted a sport activity which was
new to students. In the sports lessons, an external instructor was introduced in
order to integrate experimental design into the actual setting. This procedure
made them preserve some aspects of ecological validity in regular school
teaching such as group lesson. The same procedure of investigation was
replicated as the study of the social contagion of motivation among students
(Wild et al., 1997). That is, the teachers were described as intrinsically or extrinsically motivated in each controlled condition. Firstly, students were informed
that a special class on sports would be conducted by a guest instructor during
their regular physical education class. Some students (first generation learners)
were given the lesson from the instructor in a first teaching session. After that,
the other students (second generation learners) were given their lesson by first
generation learners through a tutoring session. All peer-instruction was
recorded. After the second session, their thoughts and feelings concerning the
activity were measured by a questionnaire. All participants were given 10
minutes free choice period, in which they could choose the activity, the other
sports, or doing nothing and waiting. The thoughts and feelings about free play
session were measured by a questionnaire as well following the session.
The first result revealed that the first generation learners instructed in
volunteer teacher condition showed more interest, enjoyment, and persistence
for the activity in free choice period than the participants in paid teacher
condition. The second result was that second generation learners who learned
from the first generation learners in the volunteer condition exhibited greater
interest, enjoyment, and persistence for the sports when playing in free choice
period, compared with the learners learned from the first generation learners in
the paid condition. The third result explained that a causal chain containing
several mediators, such as positive affect experienced by the first generation
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learners while teaching and autonomy-supportive teaching style of the first
generation learners, results in social contagion of motivation toward the activity.
The researchers suggested that inference about others’ motives for engaging in
an activity causes expectations in regard to quality of task engagement like interests and pleasure and the quality of interpersonal relationships like autonomy, support, and relatedness (Radel et al., 2010, p.578).
Social contagion between colleagues in the workplace has also been reported by Kikuiri and Okada (2014). In their study, a questionnaire with Likert
scale was administered to investigate the process of social contagion of motivation among young workers who have working experience for less than three
years. The questionnaire consisted of four parts, which were questions about
“inference of the other’s achievement motive”, “recognition of reference power”,
“reaction to achievement motive”, and “change in one’s own motive”. Before
answering questions, the participants were asked to call up one colleague who
is the most highly motivated in the workplace. In the first section of the questionnaire, the participants were answering their inference in two aspects of
achievement motive, that is, self-fulfillment achievement motive and competitive achievement motive of colleague. In the second part, the recognition of reference power of a colleague was examined. According to the results of the precedent interview, the researchers extracted reference power from the types of
social power that consist of reward, coercive, legitimate, referent, and expert
power (French & Raven, 1959). In the third section, they also examined the reaction to achievement motive. In the fourth section, the participants were asked to
answer their motivational change when they recognized high motivation of the
colleague in terms of the two aspects of achievement motivation. Results
showed that through recognition of reference power of a colleague and reaction
to achievement motive of a colleague, inference of achievement motive of a colleague had an indirect impact on change in achievement motive. In brief, it
turned out that the social contagion of motivation among colleagues was mediated by a social power and reactions toward high motivation.
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2.2

Autonomous Motivation of Educational Professionals

Eyal and Roth (2011) have revealed that teacher’s perception about the leadership styles has an effect on teacher’s motivation. The findings of their study
are that effective leadership would predict autonomous motivation. In addition
that this study endorses the concept of social contagion, it emphasizes the importance of autonomous motivation in educational leadership. Autonomous
motivation stems from the self-determination theory that classifies the various
motivations according to the degree of control versus autonomous feeling of self (Deci
& Ryan, 2002).
2.2.1

Self-Determination Theory

In traditional motivation research, according to perceived source of intentional
action, motivation is differentiated into two types: extrinsic and intrinsic
(deCharms, 1968, 1976). deCharms (1968) stated that in the state of intrinsic
motivation people perceive the source of initiation and regulation as internal to
them. On the other hand, people perceive the source of intention and regulation
for their activities as external to them when they feel extrinsic motivation.
In early research, the focus of motivational process was about the detrimental effects of social extrinsic controls, such as deadline, surveillance, rewards, and imposed performance evaluation, on intrinsic motivation (Wild &
Enzle, 2002). On one hand, intrinsic motivation increases when social events
minimize control, promote choice, and acknowledge feelings. However, it is too
early to conclude that controlling events simply affect intrinsic motivation. In a
word, the objective fact of social control or choice does not undermine or increase intrinsic motivation, but one’s subjective interpretation of the context of
activity engagement has an influence on one’s intrinsic motivation (Wild &
Enzle, 2002). For instance, when people believe that the reward accompanied
with the performance attests their competence, rather than control their behavior, it enhances intrinsic motivation.
The self-determination theory provided a persuasive account about the
subjective interpretation by quoting the concept of functional significance (Wild
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& Enzle, 2002). Functional significance suggests that contextual events or climates
have both a controlling and an informational aspect (Deci & Ryan, 2002). These
two aspects of social events determine the effect on intrinsic motivation. The
controlling aspects are those like offering negative pressure and thus lead a
shift toward a more external perceived locus of causality. These aspects undermine intrinsic motivation. The informational events such as providing positive
feedback support people’s experience of competent engagement (Deci & Ryan,
2002). In a word, an event offering a tangible reward could be said to have a
controlling functional significance, whereas the functional significance of positive feedback is said to be informational. More precisely, when an event
prompts a change in perceptions toward a more external locus, intrinsic motivation will be undermined, whereas when an event prompts a change toward a
more internal perceived locus, intrinsic motivation will be enhanced (Deci &
Ryan, 2002, p. 12).
However, it was also suggested that although events offering rewards,
deadlines, or positive feedback tend to have a particular functional significance,
the interpersonal climate plays a significant role to influence it. For instance,
whereas positive feedback that contains “should do well” is typically recognized as informational, if it is administered having a pressure climate, the positive
feedback tends to be recognized as controlling. Moreover, although tangible
rewards have tendency to be accepted as controlling, if they are administered in
a non-evaluative context that supports autonomy, they tend not to be undermining intrinsic motivation. (Deci & Ryan, 2002, p. 12)
Based on the theory of functional significance, Deci and Ryan (2002) suggested the proposition that people naturally tend to integrate their on-going
experiences and they are inclined to recognize them as the necessary nutriments.
In brief, people have a tendency to take in the external regulation and it is integrated with their sense of self. They regard external motivation and internal
motivation not as dichotomy but as continuum and classified the types of extrinsic motivation according to the degree to which they represent autonomy
(see Figure 3).
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FIGURE 3. The Self-Determination Continuum, with Types of Motivation
and Types of Regulation (Deci & Ryan, 2002, p.16)
”External” means the least autonomous type of extrinsic motivation. For example, people are motivated to get rewards or not to be punished. ”Introjected”
involves an external motivation when it has been partially internalized, but not
truly accepted in much deeper sense. Performance based on introjection tends
to avoid guilty and shame. For example, a person is doing an action because he
does not want to be shamed without doing it. ”Identified” represents a more
self-determined type of extrinsically motivated behavior. When people accept a
value of an action, they, at least consciously, are practicing the action with a
high degree of perceived autonomy. In a word, identification has a comparatively internal perceived locus of causality. For instance, a person is doing an action because he thinks it is important for him to do the action. ”Integrated” involves the most self-determined form of extrinsic motivation. It yields extrinsically motivated actions that are integrated to be associated with more positive
experiences. In addition, integrated motivation has a lot of space in common
with intrinsic motivation. Nevertheless, integrated motivation is still regarded
as a part of extrinsic because behaviors based on integration are still instrumental to a goal whose value is well integrated with the self. The example of integration is that a person is doing an action because he thinks doing the action is
congruent with his value. (Deci & Ryan, 2002, p. 18)
2.2.2

Autonomous Motivation

Self-determination theory developed deCharms’s perspectives and elaborated it
as several types of motivations ranging from perceived autonomy to perceived
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control (Deci & Ryan, 2002). The theory suggests that the value of a behavior
and the self-regulation for a behavior must be internalized in order that the
extrinsically motivated behavior becomes more autonomous (Eyal & Roth, 2011,
p. 258). According to Ryan and Deci (2000), autonomous motivation makes
people perceive locus of causality as internal, whereas controlled motivation
enables people to experience locus of causality as external. Therefore, selfdetermination theory takes the place of the intrinsic/extrinsic dichotomy with a
autonomy-based continuum of autonomous/controlled motivation (Roth et al.,
2007).
When it comes to internalization, self-determination theory distinguishes
types of internalization according to the degree to which value and selfregulation are internalized (Roth et al., 2007) (see Figure 4).

FIGURE 4. Autonomy-based continuum of motivations
When the motivation for an activity is not internalized, it is called external.
People behave compliantly in the state of it and the behavior is considered
controlled. When the motivation for an activity is internalized, it takes on three
types of internalization. In the first state, referred to as introjection, people take
in a value and self-regulation for the activity, but do not accept them as their
own because one just want to avoid contingencies and the value was previously
given by the others. Thus, the behavior is considered controlled even though
the self-regulation is taken within oneself. The second type of internalization is
called identification. In this state, one can identify the importance of the activity
for oneself and behave relatively autonomously although one do not feel the
activity inherently interesting. (Eyal & Roth, 2011, p. 258) Finally, the most
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autonomous type is referred as integration. Integration takes place when
identification have been entirely assimilated to the other aspects of oneself. This
happens through introspection and new regulations to be harmonized with
one’s other values and needs. (Ryan & Deci, 2000, p. 62) In addition to intrinsic
motivation, identified and integrated motivation are considered autonomous
types of motivation (Eyal & Roth, 2011, p. 259).
Research in psychology and education maintains that experiencing
autonomy and autonomous motivation are highly important for professional
growth and mental health (deCharms, 1968, 1976; Eyal & Roth, 2011). In the
context of leadership, autonomous motivation is important since school
improvement or effective school is achieved when leadership is dispersed to
each professional educator and they have autonomous interests for the school
goals (Gronn, 2000, 2002). All professional educators can take autonomy and
lead the organizations and leadership is a shape of agency that can be
distributed or shared (Muijs & Harris, 2003).

2.3

Social Power as Expectancy of Others

Wild and Enzle (2002) proposed that interpersonal relation as expectancy formation mediates social contagion of motivational orientation. It has been revealed that perceiver is likely to have positive image about the model when motivatonal contagion happens (Wild & Enzle, 2002). However, the expectancy has
not been investigated in detail. The current study posits that positive social power works as interpersonal positive relation as expectancy formation mediating
motivational contagion.
Raven (1965, p. 371) defined social influence as change in one’s cognition,
attitude, or behavior, which stems from another person or group. Social influence is much investigated in terms of not only the influencing person but
also the influenced person. Many approaches measure social influence by types
of social power (e.g., French & Raven, 1959; Imai, 1989, 1993; Raven,
Schwarzwald, & Koslowsky, 1998). Social power is considered the resources of
one person that can influence another person to do what that person would ha-
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ve done in different ways (Raven et al., 1998, p. 307). In addition, Imai (1993, p.
164) claimed that social power is the ability that can change another person’s
attitude, opinion, and behavior. Many studies investigate based on the original
five types of social power advocated by French and Raven (1959): coercive power
which refers to threat of punishment; reward power which refers to promise of
monetary or non monetary compensation; legitimate power which refers to drawing on one’s right to influence; expert power which refers to relying on one’s
superior knowledge; and referent power which is based on target’s identification
with influencing agent. Tedeschi, Bonoma, Schlenker, and Lindskold (1970) advocated attraction power-liking of the target and Imai (1991) categorized it as a
type of social powers.
After the classical research by French and Raven (1959), Shetty (1978) divided these original five powers into position powers and personal powers according to formal position or personality. Reward power, coercive power, and
legitimate power are referred to as position power since they relate to formal
position. Referent and expert power are mostly attached to the traits and behavior of the person who has influence on another person, so they are categorized
as personal power (Shetty, 1978, p. 177). In research on the company employees
and the managers, Student (1968, p. 188) conceived that referent power and expert power are qualitatively different from legitimate power, reward power,
and coercive power because the former powers negatively correlates to their
excused absence and turnover, and positively correlates to some production
performance measures such as quality and suggestion submitted. Additionally,
Shetty (1978, p. 185) claimed that different types of power are appropriate to
different situations. That is, referent power and expert power are suitable for
organizations that requires creativity and involves internalized motivation. On
the other hand, legitimate power supported by coercive and reward power is
appropriate to organization where tasks are certain and routine. In addition,
attraction power (Imai, 1991, 1993; Tedeschi et al., 1970) is considered one type
of personal power since the attractiveness stems from the characteristics, personality, traits, and behavior.
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In this context, personal power including attraction power may fit and
concern social influence of professional educators since education needs creativity and internalized (autonomous) motivation through daily interaction
among them.
Referent power
An agent, O, can affect a person, P, by social power advocated by French and
Raven (1959). Referent power is based on P’s identification with O. French and
Raven (1959, p. 266) explained identification as “a feeling of oneness of P with
O, or a desire for such identity.” If O is an appealing person for P, P will want to
be closer with O (Student, 1968, p. 188). P’s identification with O can be established or maintained if P similarly behaves, thinks, and perceives as O does.
Therefore, O can affect P although P might be unaware of the referent power.
When P verbalizes such power, it would be “I want to be like O. Also, I will be
more like O if I behave or believe as O does.” (French & Raven, 1959, p. 266)
Expert power
Expert power stems from P’s perception that O’s expertness is related to his
own knowledge (Student, 1968, p. 188). French and Raven (1959, p. 267) stated
that the strength of expert power varies in accordance with the extent of knowledge which P ascribes to O and that the range of expert power is limited to those cognitive areas where P recognizes O has special knowledge. P attributes
expertness to O because of, for example, experience, training, reputation, or
demonstrated ability (Student, 1968, p. 188).
Attraction power
Tedeschi et al. (1970, p. 531) claimed that degree of liking of P for O of influence
could be conceived to be a basis of the power for O. In addition, it is maintained
that positive attraction for O leads to compliance to promises although negative
attraction leads to compliance to threats. Imai (1986, 1993) agreed with their
position and states that attraction power should be differentiated from referent
power. Behavior derives from liking and favor in the extent of attraction power,
while people behave based on identification of O by P in the extent of referent
power (Imai, 1986, p. 164).
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3

RESEARCH OBJECTIVES

3.1

Rationale of Study

There are not so many studies concerning social contagion of motivation. Although these approaches deal with construal processes and expectancies of motivational contagion, there are still some limitations when we see social contagion of motivation as a resource of educational leadership.
First of all, no research has been done about social contagion of motivation
between professional educators although social contagions of motivation from
teacher to student (Wild et al., 1992), students to student (Radel et al., 2010;
Wild et al., 1997), and worker to worker (Kikuiri & Okada, 2014) have been reported. When educational leadership is considered as a process, we should pay
attention to teachers’ autonomy. Autonomous motivation is a major resource of
educational leadership. In terms of the line of educational leadership research,
social contagion of motivation among professional educators should be explored.
Secondly, analysis about a perceiver and a model person who has apparently high motivation should be more explored. Previous studies examined social contagion of motivation only within teaching-learning relationships. In the
study about colleagues in the working place (Kikuiri & Okada, 2014), the participants were limited to people whose working experience were within three
years. This means that influence from the younger person is not considered.
Although Japan where the study was conducted has some bureaucratic aspects
of working (Weber, 2011), there is still much space to discuss whether younger
people would be perceived person who influences the others’ motivation.
Thirdly, we should more pay attention to the type of motivation that
makes contagion. Only intrinsic motivation were dealt with by the studies in
educational contexts (Radel et al., 2010; Wild et al., 1992, 1997). However, not
only intrinsic motivation is important for effective educational leadership. Au-
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tonomous motivation, which consists of intrinsic, integrated, and identified motivation, should be considered when it comes to more practical contexts.
Finally, this particular area of expectancy formation remains still unclear.
Although Radel et al. (2010) approached expectancy formation process, it was
from the viewpoint of the perceived person. The first generation students as
teachers answered their positive affect and autonomy-supportive teaching,
however, the second generation students as perceivers did not refer to their
expectation about their interpersonal targets. Kikuiri and Okada (2014) referred
to social power as a part of expectancy formation and examined only referent
power. However, in addition to referent power, the other positive types of
social power, which are expert power and attraction power, should be also
examined.

3.2

Research Objectives and Hypotheses

The first aim of the study is, in order to explore the limitation mentioned earlier,
to examine the effect of social contagion of motivation among professional
educators. The way of investigation follows the one of the previous studies by
questionnaire (Kikuiri & Okada 2014). In order to examine the effect regardless
of younger or elder age difference, the age of participants is not limited in this
research.
Hypothesis 1: the present study predicts that social contagion of motivation in
the working place of professional educators would happen regardless of sex,
age, and seniority.
Second of all, this study aims at examining social contagion of
autonomous motivation among professional educators. Although the previous
approaches demonstrate social contagion of motivation about intrinsic
motivation (Radel et al., 2010; Wild et al., 1992, 1997) and achievement motive
(Kikuiri & Okada, 2014), autonomous motivation would spread among
professional educators.
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Hypothesis 2: the present study predicts that autonomous motivation would
spread to another professional educators in schools.
The third goal of this study is to exploring expectancy formation in terms
of perceivers. Kikuiri and Okada (2014) proposed referent power as a mediator.
However, the other personal social powers is likely to affect social contagion of
motivation as expectancy formation.
Hypothesis 3: the present study predicts that social power including referent,
attraction, and expert power would intermediate between the perception of
model’s motivation and motivation of oneself.
Therefore, it is predicted that the more autonomous motivation participants infer that another professional educator has, the more autonomous motivation for their work they would show. Figure 5 exhibits the proposed model
specifying meditational path of the perception of another professional educator
(model)’s motivation, social powers, and motivation of oneself.

FIGURE 5. Proposed model of social contagion of autonomous motivation
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4

RESEARCH DESIGN AND METHODOLOGY

4.1

Research Design

The current study is grounded on positivist and epistemological approach. Positivist and epistemological approach means that reality exists objectively and
can be expressed by measurable attributes even though residual meaning always exists (Cohen, Manion, & Morrison, 2011; Myers, 1997). In order to make
the study feasible, it adopted the quantitative research design by questionnaire
where hypotheses are examined empirically and critically (Hoy, 2010). Using
questionnaire has some advantages. Firstly, researchers can utilize questionnaires that have been already used and are proved as valid. Secondly, it is possible to collect a big amount of data within a short time. It also means that delivering questionnaire is not expensive. Finally, the statical softwares, such as
SPSS, M-PLUS, and R, can easily examine data.
4.1.1

Questionnaire

The data of this study were collected by questionnaire format that contains an
information letter and five sections of questionnaire after the demographic
questions such as sex, age, career experience, and type of school.
In the first section, the participants were asked to suppose one of their colleagues who they think is the most motivated by this remark, “Please suppose
one colleague who you think is the most motivated.” The participants were also
asked to answer the profile of the colleagues in the following questions. The
information of profiles is as follows: sex, age difference between them, relationship with the colleague, and position of the colleague.
In the second and the fifth section, the scale is based on the Subscales Assessing Four Types of Motivation for Teaching (SAFTMT) scale (Roth et al.,
2007), which is designed to measure the perception of four types of the model
professional educator’s motivation: Extrinsic motivation; Introjected motivation; Identified motivation; and Intrinsic motivation, according to the self-
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determination theory. In this section, the questions, which consist of 16 items
and ask to answer from five Likert scale from Strongly Disagree to Strongly
Agree, are applied to measure their perception about the colleague’s motivation.
The items are developed, for example, from the original question, “When I try
to find interesting subjects and new ways of teaching, I do so because it is fun to
create new things”, to the applied question, “When s/he tries to find interesting
subjects and new ways of teaching, s/he does so because it is fun to create new
things”. In this study, the sub-scale for the perception of the model teacher’s
autonomous motivation which consists of 8 items including intrinsic and identified (Eyal & Roth, 2011) was examined. In the fifth section, the questions, which
also consist of 16 items, were applied to measure the perceiver’s motivation
when they feel the model colleague’s motivation is very high. In the beginning
of the section, the participants were asked that how their motivation is changed
when they recognize the high motivation of the colleague in five Likert scale
from Significantly Decrease to Significantly Increase. For example, when the
participant feels his colleague has high motivation, the participant is asked to
answer how the following motivation is changed as “When I try to find interesting subjects and new ways of teaching, I do so because it is fun to create new
things.” There is no reverse scoring item in each scale.
In the third section, the scale is the Perceived Social Power Scale (PSPS)
(Imai, 1993), which was used to measure social power as interpersonal relationship mediating the relationship between perception of model’s motivation
and motivation of self. The items of three subscales about referent power, expert power, and attraction power are extract from it. This scale includes 14
items (e.g., “I would like to be a teacher like her/him” and “I feel close with
her/him”) with 7 Likert scale ranging from Strongly Disagree to Strongly Agree.
The one item (”I respect for her/him.”) was removed from the expert power
section in the current study because the item total statistics suggested the item
decrease reliability.
In the fourth section, the scale is the Reaction to Achievement Motive of a
Colleague (RAMC) (Kikuiri & Okada, 2014), which was used to measure the
reaction when person sees a colleague’s high motivation. The scale involves 13
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items (e.g., “I feel I am inferior to her/him when I see him highly motivated”
and “I feel I want to work with her/him more when I see him highly motivated”) with with 7 Likert scale ranging from Strongly Disagree to Strongly Agree.
In the previous study, two factors are suggested, “Approaching the other” and
“Sense of Inferiority and Impatient”. In the current study, this scale was not
used to analyze.
The scales of PSPS and RAMC in the third section and forth section were
originally written in Japanese. Therefore, the original items are adopted to use
in this study. The English translated edition of them is reported in the appendix.
4.1.2

Research Procedure and Data Collection

To conduct this research, the questionnaires were prepared in two ways: paperbased questionnaire and web-based questionnaire. Before delivering them, the
researcher interviewed some teachers as an advance preparation whether they
preferred paper one or web-based one. All of them answered they preferred
paper-based one. Therefore, almost all of the questionnaires were delivered and
collected by paper-based. Moreover, the web-based questionnaire was used for
only 10 teachers from a private school who want to answer by the web-based
way.
The questionnaires were delivered to the participants in July and August
2014 with allowance of a one-month period of completion of the questionnaire
when the first trimester would finish and teachers could take enough time to do
it during the summer vacation of students. In Japan, the summer vacation of
students starts around in the end of July. However, teachers go to their schools
to do some administrative work and prepare for their classes even though students do not come to the schools in summer vacation. The delivering form was
that the questionnaires were handed firstly over to the principals and he or she
would deliver to the teachers. The collecting form was by post from the schools
or teachers individually.
23 schools participated in the research. Also, a teacher union in the Tokyo
region and 2 study-groups of teachers admitted to hand over the questionnaires.
All in all, 757 were distributed and 359(47.42%) were retrieved.
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4.2

Validity and Reliability

When a measure or scale is made or chosen in a study, we cannot avoid discussing validity and reliability of it. In research, operational definitions, which become variables, are given to capture concepts or constructs. The operation definitions must describe the true domain of the concepts or constructs, that is, be
valid, and must present a consistent and objective analysis, that is be reliable
(Hoy, 2010) .
4.2.1

Validity

The validity in quantitative research means ”the degree to which it measures
what it is supposed to measure” (Muijs, 2011, p. 7). There are three major types
of validity that quantitative researcher should pay attention to: content validity,
criterion validity, and construct validity.
As far as content validity, a measure or scale is valid if it contains what the
researcher wants to investigate. In other words, the degree to which a measure
or scale adequately samples from the intended meaning of content (Cohen et al.,
2011; Hoy, 2010; Muijs, 2011). Content validity is important since constructs become variables in questionnaire when the constructs are given operational definitions (Hoy, 2010). Criterion validity refers to the relationship between scale
scores and some measurable criterion, for example, the other scale score that
has already been used (Muijs, 2011). Construct validity has to do with factors in
constructs. According to Cohen and his colleagues (2011), construct validity
refers to ”the extent to which a particular measure or instrument for data collection conforms to the theoretical context in which it is located.” In other words,
the construction must be consistent with other theories or constructions of the
same issues.
In this study, the validity of the questionnaire was assured. The current
study made use of the questionnaire that has been used before. As far as the
scale of SAFTMT, the construct validity was examined in a study (Roth et al.,
2007). Even though the construct validity of the PSPS scale has not been
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checked, the scale was used in many studies (Imai, 1989, 1993; Kikuiri & Okada,
2014).
4.2.2

Reliability

Reliability refers to the extent to which measurements of individuals obtained
under different conditions yield same or similar results (Streiner & Norman,
2008). There are some ways to address reliability. This study adopted some
ways to evaluate and enhance the reliability of the questionnaire.
Although there are number of ways to evaluate reliability, the current study adopted internal reliability since the instruments used had been used or
examined before in another study. Internal reliability refers to ”the degree to
which the items that make up the scale are all measuring the same underlying
attribute” (Muijs, 2011, p. 6). According to Streiner and Norman (2008), if the
questionnaire has the items intended to address the same underlying construct,
scores of each item would be correlated with scores on all other items. Internal
consistency is shown by the average of the correlations among all the items in
the questionnaire (Streiner & Norman, 2008). Although there are a number of
ways to calculate the correlations, the current study adopted Cronbach’s alpha
coefficient available by IBM the Statistical Package for the Social Sciences (SPSS).
The internal reliability of the instrument was calculated using SPSS and
Cronbach’s alpha coefficient. The alpha coefficient for the perception of the
model teacher’s autonomous motivation in the SAFTMT scale was reliable in
the current study (α = 0.77). The alpha coefficient for the perceiver’s autonomous motivation in the SAFTMT scale was also reliable in this study (α = 0.86).
The alpha coefficient for the overall social power scale of the PSPS was reliable
in the current study (α = 0.92).
Before administrating the questionnaire, in order to enhance the reliability
concerning translation from English to Japanese, multiple check and revising
were conducted by competent persons in English and Japanese because some
parts of questionnaire are originally written in English. Eliminating ambiguity
by multiple checking improves quality of items in instruments (Muijs, 2011).
The scales of the second and fifth sections (SAFTMT) were originally developed
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in the previous study. Before administrating them, first of all, the instruments
were translated into Japanese by the author of the present study who is a native
Japanese speaker and fluent in English. Secondly, a native Japanese Master’s
degree student who speaks English fluently checked the quality and contents of
translated edition of the instruments. Finally, a licensed guide interpreter who
had been teaching in Japanese high school as an English teacher proofread them
and made some corrections that were assented to with the author to ensure the
similarity between the original and the translated one.
Finally, the reliability of the questionnaire is endorsed by the fact that
many participants (N=349) were involved in the present survey. According to
Cohen, Manion, and Morrison (2011, p. 101), “the larger sample the better, as
this not only gives greater reliability but also enables more sophisticated statistics to be used.”

4.3

Participants

In selecting the participants, the author deployed snowball-sampling technique
(Bogdan & Biklen, 1992), that is, the author asked the first persons, who have
connections to principals delivering the questionnaire to professional educators,
to introduce others. 359 professional educators were collected as participants in
the current study (see Table 1). The demographic data of the participants are
shown in TABLE 1.
Therefore, the collection of data from the wide variety of areas and levels
ensures the study that the participants have also a variety of motivation. As a
result, the retrieved questionnaires would be able to give the research a rather
clear indication pertaining to the research questions.
TABLE 1. Demographic background information of the participants
Age (mean)

42.41 years old (SD = 11.82)

Teaching experience 18.42 years (SD = 11.92)
(mean)
Sex

Female: 192 (53.48%)
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Male: 157 (43.73%)
Missing: 10 (2.79%)
School type

Elementary school: 189 (52.65%)
Junior-high school: 77 (21.45%)
High school: 55 (15.32%)
Combined elementary and junior high school: 1 (0.28%)
Combined junior-high and high school: 8 (2.23%)
Missing: 29 (8.08%)

Position

Principal: 15 (4.18%)
Vice-principal: 17 (4.74%)
Chief: 19 (5.29%)
Teacher: 287 (79.94%)
School nurse: 10 (2.79%)
Missing 11 (3.08%)

Area

Tokyo: 190 (52.92%)
Kanagawa: 63 (17.55%)
Chiba: 15 (4.18%)
Saitama: 9 (2.51%)
Kochi: 2 (0.56%)
Yamaguchi: 38 (10.58%)
Kagoshima: 28 (7.80%)
Fukui: 1 (0.28%)
Miyazaki: 1 (0.28%)
Missing: 12 (3.34%)

School division

Public school: 253 (70.47%)
Private school: 99 (27.58%)
National school: 1 (0.28%)
Missing: 6 (1.70%)
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4.4

Ethical Consideration

Ethical matters are taken into consideration to ensure confidentiality of data
and sources (Borg & Gall, 1989; Lewis & Graham, 2007). Firstly, the contents of
questionnaire were examined according to the guideline of the university by the
supervisor. Second of all, the letter attached to the questionnaire stated the aim
and the basic information of the study. At the same time, the participants were
informed that submitting the questionnaire was voluntary and it does not affect
your evaluation from the schools or the local authorities. Thirdly, the confidentiality was promised that the individuals were not specified although personal
information such as age, sex, and educational background were required. In
addition, it was assured that the information would not be used without the
study. However, if they wanted to know the result of the research or to agree to
be interviewed in the following research, they would write their contact information, that is, name, e-mail address, and phone number.

4.5

Data Analysis Method

The preceding studies (Kikuiri & Okada, 2014; Radel et al., 2010; Wild et al.,
1992, 1997) of social contagion of motivation were also carried out by using
quantitative method and this study follows the procedure.
Research question 1 is approached by descriptive statistics and examined
by Chi square test (Pallant, 2013). Research question 2 is examined by using
path analysis (Garson, 2014).
Data analysis was done by SPSS Statistics 22.0 and Mplus 7.0 software.
4.5.1

Path Analysis

Path analysis was applied to examine direct effect between the perception of
model’s motivation and the perceiver’s motivation, and indirect effects between
them by using social power as a potential mediator.
Path analysis is one of techniques to explore the relationship between a
continuous dependent variable and multiple independent variables or predic-
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tors (Pallant, 2013; Tabachnick & Fidell, 2013). Even though Path analysis is
based on correlation, it makes a more complex exploration possible among variables (Pallant, 2013, p. 154).
Tabachnick & Fidell (2013, p. 154) explained that multiple regression analysis is an application of bivariate regression where there are a number of independent variables instead of one independent variable. The independent variables are combined to predict a value on a dependent variable. In Path analysis,
sequence of variables in which one variables is presumed to have an effect on
another, which influences a third one (Cramer, 2003, p. 5).
Path analysis requires researcher to make explicit causal model hypothesis
and provides tests for the hypothesized paths in the model, and yield the model
fitness. Path analysis is a series of multiple linear regressions. However, multiple liner regressions do not examine an overall goodness of the model fit as a
whole (Garson, 2014). On one hand, path analysis is conducted by structural
equation modeling (SEM) software that makes calculation of all paths at the
same time and calculate overall goodness of fit for the model (Garson, 2014).
4.5.2

Mediation Analysis

By mediation analysis, researchers are able to explain how and why the linkage
between independent variable and outcome exists (Baron & Kenny, 1986).
When we understand the process that generates the effect, we can gain deeper
understanding (Preacher & Hayes, 2004, p. 717). In the present research, the
model’s motivation is the independent variable that is expected to be directly
associated with the perceiver’s motivation. This association is assumed to be at
least partially mediated by social power (see Figure 7).
4.5.3

Booststrapping Method

The present study, indirect effect (i.e., mediation) was examined using the
bootstrapping method available in the Mplus program (Muthén & Muthén,
2007). The bootstrapping approach has been recommended as a reliable method
for testing mediation because it does not assume that the indirect path is normally distributed (Preacher & Hayes, 2004; Shrout & Bolger, 2002). The bootst-
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rapping method estimates the sample distribution of the indirect effect by repeatedly drawing random samples with replacement from the original sample.
This allows generating bootstrapped confidence intervals to test the significance
of the indirect path. The indirect path was statistically significant if the 95% confidence interval did not include a zero.
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5

RESULT

5.1

Result of Descriptive Analysis

Four items (11_1 to 11_4: See Appendix The questions about the model) from
the questionnaire were used for the investigation.
Firstly, the participants were asked to answer the sex of the colleague who
they think is the most motivated. The cross-tabulation table with two categories
in each variable (Sex of the perceiver: male/female, sex of the model: male/female: Table 2) below shows the result. A Chi-square test for independence
(with Yates Continuity Correction indicated significant association between sex
of participants and sex of the model whom they regard as highly motivated, x2
(1, n = 342) =13.95, p = .00. It showed that the participants chose relatively the
same sex colleagues as their models.
TABLE 2. Perceiver’s and Model’s Sex

Sex of the Male
perceiver
Female
Total

Count
% within Sex
Count
% within Sex
Count
% within Sex

Sex of the model
Male
Female
97
58
62.58% 37.42%
78
109
41.71% 58.29%
175
167
51.17% 48.83%

Total
155
100.00%
187
100.00%
342
100.00%

Secondly, the participants were asked about the age-difference and the
relationship based on seniority. A Chi-square test indicated that there are
difference between the participants regarding how old model they preferred, x2
(8, n = 348) =60.05, p = .00. The result showed that the participants chose their
models from 10-19 years older colleagues (18.97%) the most,

10-19 years

younger (15.52%), 1-4 years older (15.23%), 5-9 years younger (12.36%), 5-9
years older (12.07%), more than 20 years older (8.05%), 1-4 years younger

38
(6.90%), same age (5.75%), less than 20 years younger (5.17%) (see Figure 6).
Even though they choose dispersively, there were three high percentage points
at 10-19 years older, 10-19 years younger and 1-4 years older.
Moreover, when it comes to the relationship in seniority, A Chi-square test
represented that there are differences between the participants regarding
whether senior or junior model they chose, x2 (2, n = 345) =130.87, p = .00). It
was shown that the participants did not choose the models only from their
senior (55.07%) but also from their junior colleagues (39.13%) (see Figure 7).

FIGURE 6. Age difference between the model and the perceiver

FIGURE 7. Relationship with the model
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Finally, the participants answered the positions of the model colleagues. A
Chi-square test showed that there are differences between participants
regarding which position of the model they chose, x2 (4, n = 343) =806.02, p
= .00). The result indicated that most of the model colleagues were teachers
(80.17%) following department chief (16.33%), principal (1.75%), vice principal
(1.46%), and school nurse (0.29%) (see Figure 8).

FIGURE 8. Position of the model

5.2

Result of Path Analysis

The path analysis model was a saturated model (i.e., the number of estimated
parameters was similar to the number of available datapoints). Therefore, no fit
indices are reported as they do not offer information about how well the estimated path model fit to the data.
The results of the path analysis indicated that perception of another professional educator’s motivation explained 13% of social power and two variances of perception of another professional educator’s motivation and social power explained 32% of perceiver’s motivation (see Figure 9). Perception of another professional educator’s motivation was significantly associated with social
power (β = .36, p<.001) and also with perceiver’s motivation (β = .47, p<.001).
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The higher the model’s autonomous motivation was, the higher social power
was and the greater the perceiver’s motivation was. In addition, social power is
significantly associated with perceiver’s motivation (β = .19, p<.001). That is, the
higher social power was, the greater the perceiver’s motivation was.

FIGURE 9. Model Results of Social Contagion of Autonomous Motivation
among Professional Educators

Indirect path from perception of another professional educator’s motivation to
perceiver’s motivation via social power was statistically significant; that is, its
95% confidence interval did not include a zero, 95% CI [0.02, 0.12]. This led to
the conclusion that social power serves as a mediator between perception of
another professional educator’s motivation and perceiver’s motivation.
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6

DISCUSSIONS OF RESULTS

6.1

Discussion on Research Question 1

The current study set the research question 1: Who has an impact to Eps’ motivational change?, and suggested Hypothesis 1: the present research predicted
that social contagion of motivation in the working place of professional educators would happen regardless of sex, age, and seniority. However, the result
did not support the hypothesis. It was revealed that the participants have a tendency to choose the same sex colleague as their models. This result had not
been revealed that there is a relationship between social contagion and the
model’s sex.
When it comes to the age of the models, the percentage of 10-19 years older was the highest, 10-19 years younger was the second highest and 1-4 years
older was the third highest. These three answers got remarkably high percentages. Regarding the relationship in seniority, while the participants who chose
the senior as the model were 55.07%, the percentage of the participants who
chose the junior was 39.13%. This result suggests two important points. Firstly,
there were professional educators who chose their model from the older colleagues. The results are in line with the previous study indicating that the
young workers tend to choose the older workers as the models (Kikuiri &
Okada, 2014). The participants who chose the 10-19 years older colleagues as
model may think that the colleagues’ motivation is derived from their experience. The other possible explanation for this might be that the middle leaders,
such as subject leaders and department leaders, gather attention and are encouraged in Japan since they are expected a role to educate newly-hired teachers and to connect the relationship between principals and vice principals, and
the other teachers (Ishida, 2012). Teachers who are around 40 or 50 years old are
in charge of small groups like subject-based groups or grade-based teams. The
educational leaders may nominate the highly motivated teachers to the posi-
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tions and the participants may regard them as highly motivated. The participants who chose the 1-4 years older colleagues as model may think highly motivated educational professionals see as their role model. Since the age difference is small, their job descriptions would be quite similar.
Secondly, the current research showed that the professional educators also
chose the younger professional educators as their models. This result has not
previously been described in any empirical studies. However, the result supports the idea that motivational orientation can expand during unrestricted
peer tutoring (Wild et al., 1997). According to Kokuritsu Kyoiku Seisaku
Kenkyujo (2014), Japanese teachers takes mentoring by the other teachers in the
same schools (33.2%) more than the average of the OECD countries (12.8%). In
addition, compared to the average of OECD countries, Japanese teachers receive more feedback (Japan: 86.9%, the OECD average: 78.8%) not only from
teachers in leadership positions but also from the other colleagues. Under such
a circumstance, the professional educators may see enthusiastic younger educators as highly motivated.
When it comes to the positions of the model, majority of the participants
chose teachers (80.17%) as their models. This result indicates that professional
educators observe that teachers are highly motivated. The participants may
choose the person who has a similar role concerning their work as their models.
When informal coaching or mentoring takes place, modeling occurs and it enhances professional educators’ motivation (Blasé & Blasé, 1999). As mentioned
above, informal coaching and mentoring take place very often in Japan
(Kokuritsu Kyoiku Seisaku Kenkyujo, 2014). Additionally, effective leadership
achieves when authority can be dispersed among members (Gronn, 2000, 2002;
Muijs & Harris, 2003). Therefore, the participants may choose their models not
from people in upper positions, but from colleagues in the horizontal level. In
terms of teacher leadership, autonomously highly motivated teachers are a
source of teacher leadership (see Muijs & Harris, 2003). In addition, Muijs and
Harris (2013) argue that top–down structures in schools could be a major impediment to develop teacher leadership since they prevent teachers from attaining autonomy and taking on leadership roles in the school. The autonomously
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motivated educational professionals may communicate well with the other autonomously motivated ones regardless of hierarchy.

6.2

Discussion on Research Question 2

The research question 2 of the current study: How does the perception of another professional educator’s motivation affect one’s motivation through social
power, was broken down to the Hypothesis 2 and 3. The results proved both
hypotheses.
The results showed that perception of the model’s motivation is significantly associated with perceiver’s motivation and social power, and social power is also significantly linked to perceiver’s motivation. According to these
results, the direct and the indirect contagion of autonomous motivation was
obserbed. The results supported Hypothesis 2 and suggests two important implications. First of all, while research about motivational contagion is active focusing on the teacher-student relationship (Wild et al., 1992, 1997; Wild & Enzle,
2002) or the student-student relationship (Radel et al., 2010) in educational settings, the motivational contagion in workplace contexts is also suggested
(Kikuiri & Okada, 2014). The results of motivational contagion among professional educators endorsed the view that motivational contagion can take place
in working environment. Second of all, although the targets of the kinds of motivation in the previous studies are limited to intrinsic motivation (Radel et al.,
2010; Wild & Enzle, 2002) and achievement motivation (Kikuiri & Okada, 2014),
the results extends the previous findings, that is, autonomous motivation is also
contagious. Furthermore, when leadership is considered as a process
(Northouse, 2013), autonomously motivated teachers and their interaction are
highly important for teacher leadership (Muijs & Harris, 2003) and transformational leadership (Roth et al., 2007). The results support the idea that motivated
teachers are one of the key resources for teacher leadership and transformational leadership as a process.
When it comes to Hypothesis 3, the indirect effect of motivational contagion via social power bolstered it. The results presented in the current study
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also underscore the importance of indirect effect of motivational contagion.
Team members’ autonomous motivation is likely more contagious when teamwork are strongly influenced by social context (Hackman, 2002) where team
members are exposed to the similar or same events and procedures and are
likely to develop a collective motivation (Grant & Berg, 2011; Hu & Liden, 2015).
When a professional educator recognizes the colleague who has autonomous
motivation as a model, the perception may also form the expectancy (Wild &
Enzle, 2002) about social power of the model. Because the social power consists
of attractive, expert, and reference power, the result may explain that the professional educators want to work together, observe the expertness, and use the
model as reference when the model colleague has high autonomous motivation.
This is in line with the expected quality of interpersonal relations (Wild & Enzle,
2002) in the theoretical model. The professional educator is likely to identify
himself with the model when the model has the same or similar role as his or
hers. Identified motivation (Eyal & Roth, 2011; Roth et al., 2007; Ryan & Deci,
2000) included in autonomous motivation may cause and explain the identification and the inference of social power.
Another aspect of indirect effect of motivational contagion should be discussed from the viewpoint of leadership as a process. Blase and Blase (1999)
argue that for teachers, modeling of their principals is one of the important
moments to promote professionality as reflective practitioner (Schon, 1983).
Modeling happens when educational leaders demonstrate their expertness in
front of teachers, principals have respectful relationship with teachers, and the
teachers accept the demonstration (Blase & Blase, 1999). The leadership process
includes the three social powers, that is, expert, attractive, and referent power.
Blase and Blase (1999) maintain the modeling of teachers toward principals;
however, the result may extend the idea. Namely, teachers themselves can be
the objects of modeling which has social power and make motivational contagion.
Perhaps, the most important and beneficial finding to be drawn from this
research is that professional educators are autonomously motivated by the other professional educators. The previous studies suggest that school leaders
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play an important role in motivating teacher (e.g., Blase & Blase, 1999; K.
Leithwood & Mascall, 2008; Kenneth Leithwood & Jantzi, 2005). However, the
findings of the current study supply an important viewpoint that teachers also
take initiatives and they are stimulating and motivating each other. Therefore,
social contagion of autonomous motivation among professional educators can
be considered as a process of distributed or teacher leadership (Gronn, 2000,
2002; Muijs & Harris, 2003).
The other essential finding is that the professional educators themselves
were seen as a resource of autonomous motivation in the educational organizations. The professional educators were not autonomously motivated by the colleagues but also motivated their colleagues. The perception whether the other
person is motivated or not depends on the persons (Wild & Enzle, 2002). Namely, each person has a different person whom the person think as highly motivated. Leadership may be realized as a result of complex interaction of autonomous motivation.
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7

CONCLUSIONS AND RECOMMENDATIONS
FOR FUTURE RESEARCH

7.1

Conclusion

This study has shown that social contagion of motivation emerges among professional educators, which was examined by the modified SAFTMTs and the
PSPS. In addition to this, it reveals that professional educators are motivated
not only by their educational leaders but also by their colleagues. The importance of the results lies in the fact that may make all members concerning an
educational organization consider how to cultivate their motivation.
There are three implications derived from the results. First of all, the professional educators in Japan are motivated not only by the older colleagues but
also the younger ones although their culture prefers the top-down management
style. This implies that more horizontal cooperation could motivate their autonomous motivation than vertical one. Secondly, when autonomous motivation of professional educators is thought to be a resource for leadership of the
school, educational leaders should pay more attention to their interaction that
encourage their motivation. Finally, the social contagion of motivation among
professional educators happens through positive social powers including referent, attractive, and expert powers. It indicates that the sense of admiring is likely to be a source of motivation. It is important for educational leaders to encourage the sense of admiring so as to motivate professional educators.
All in all, it is important for educational leadership to understand the
mechanism of how professional educators in schools are motivated. In other
words, it is revealed that the professional educators are motivated by their colleagues.
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7.2

Limitation and Recommendations

When it comes to the scales the study used, some of them were not analyzed.
First of all, the scales of external and introjected motivation in the SAFTMT were not used in analysis because the current study focused on autonomous motivation. Although the previous literature have not shown, the types of controlled
motivation including external and introjected motivation may be contagious as
well. Further study for practical utilization of motivational contagion will be
required based on the result of the present study. Further work needs to be done to examine whether controlled motivation is contagious or not.
Secondly, although the author tried to conduct the structural equational
modeling (SEM) about the motivational contagion through three types of social
power, the analysis could not be realized. The current study adopted the path
analysis by multiple regression analysis because the confirmatory factor analysis could not identify three types of social power in addition that the construct
validity of the scale of social power (PSPS) has not been tested. A further study
could assess the construct validity of the PSPS scale. Then, more detailed analysis by SEM about motivational contagion via social power will be realized.
Thirdly, one of the questionnaire (SAFTMT) the current study used was
translated from another language. Although the translation was done and reviewed by the master's degree students and the licensed guide interpreter, it
holds out the possibility that some items in Japanese do not reflect the whole
essential meaning of the original English version.
The present research also has some obvious limitations about the data.
Firstly, the data was collected from 359 professional educators and formal random sampling way was not applied. The data does not represent a sample of
the total population of Japanese professional educators. Secondly, the data was
cross-sectional and the results were derived from it. Longitudinal data would
be needed for further analysis of how their motivation change and expand
among the following generation professional educators.
Regarding the analysis of the highly motivated colleagues, we did not take
account of the relationship between the age of the model and the perceiver.
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Since the age distribution of the participants is not equal in each age section,
further research should be carried out to examine the relationships between age
of participants and the age difference with model taking the age distribution
into account.
Leading and managing motivation will be the emotional and cognitive resource for educational leadership. However, the practical way for educational
leadership to utilize this phenomenon of social contagion of motivation remains
unclear.
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APPENDIX
Appendix 1 Japanese version of the questionnaire
The questions about the model

The SAFMT scale for measuring the perception of model’s motivation
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The SAFMT scale for measuring the perceiver’s motivation
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The PSPS scale
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The RAMC scale
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Appendix 2 English version of the questionnaire
The questions about the model

The SAFMT scale for measuring the perception of model’s motivation
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The SAFMT scale for measuring the perceiver’s motivation
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The PSPS scale

The RAMC scale

