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Abstract: The aim of this work was to validate an empirical model that integrates the different
motivational categories that explain the motivational categories that explain the decision to become
a teacher. This work provides empirical evidence of the psychometric quality of the instrument
used, CUMODE. On the basis of this instrument, a structural model is validated that integrates the
different types of motivations associated with teaching. The participants in the study were 228 active
teachers and 389 trainee teachers. An exploratory factor analysis (EFA) was applied to the data in
order to extract their structure. Cronbach’s test was used to analyze the internal consistency of each
item. The results showed an adequate KMO index of 0.907. The third refined model consisted of
14 items and obtained adequate fit indexes: χ2 (df = 129) = 2.74, CFI = 0.94, GFI = 0.88, RMSEA = 0.09
(90% CI = 0.07–11), and SRMR = 0.07. Finally, a confirmatory factor analysis was applied with
a sample of trainee teachers to validate the model. The model is equally valid for the sample of
trainee teachers.

Keywords: motivation; teachers; trainee teachers; structural model

1. Introduction

By 2030, countries will need to recruit a total of 68.8 million teachers [1]. Across Europe,
education systems are facing a crisis in this profession, and many countries are experiencing
a shortage of well-qualified teachers [2]. These documents from official institutions point
out that the teaching profession has been going through a professional crisis for some
years now, making it unattractive to young people. Many European education systems are
suffering from a shortage of teachers, and national and European policymakers are seeking
to identify the factors that are turning this profession into an increasingly unattractive one.

The dizzying changes that we are facing represent such a challenge for teachers that
the Council Resolution for European cooperation in the field of education and training
includes the improvement of competencies and motivation in the teaching profession as
one of the priority strategies for the period 2021–2030.

The proposals that are being formulated at an international level are oriented towards
reforms and new policies in areas such as initial teacher training, continuing professional
development, working conditions, teaching careers, and teacher evaluation and well-being.
In addition, in order to design effective policies, evidence is needed on “what works and
under what circumstances”.

It is obvious that motivated teachers are one of the essential requirements for an
education system in which students from diverse backgrounds can thrive and reach their
full potential.

In Spain and the Canary Islands, there have been changes in educational legislation
that have led to an increase in administrative requirements and significant curricular and
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methodological adjustments for better attention to the diversity of students in increasingly
inclusive classrooms. All of this is supported by the motivation and effort of an increasingly
exhausted teaching staff. It should be noted that, during the 2020 pandemic, the last law on
education (LOMLOE) was passed.

We understand that this is not a local or even a national situation, but a global one,
in a VUCA (Volatile, Uncertain, Complex, and Ambiguous) world that sets challenging
educational contexts, greatly diminishing the attractiveness of the teaching profession and
career. We find the perspective of the ET 2020 Working Group on Schools to be timely,
which calls for a change of approach that consists of moving from the vision of teaching
as an isolated, confined, and one-dimensional profession to teaching as an interconnected
role with a large family of school education professions, allowing each individual to evolve
towards multiple, diversified, and enriching career paths [3].

Teachers are fundamental for social transformation, as they are direct agents in help-
ing citizens [4] to urgently face the challenges of a vulnerable society and the systemic
adversities presented by this context of increasing complexity. It is therefore necessary to
ensure conditions for the well-being of teachers, particularly regarding their mental health,
since this is the basis for teacher–student relationships and teaching–learning processes
under normal conditions, but even more so under complex and changing conditions [5].

Motivation plays a modulating role in the choice of the profession, as well as in the
permanence in it, in the improvement and acquisition of new learning and skills, and even
in the emotional adjustment [6]. Thus, it is crucial not only to identify the different types
of teacher motivations but also to understand the relationships they maintain with other
socio-professional variables since the source of a person’s motivation (whether intrinsic or
extrinsic) is a key predictor of how committed he/she is to a task and will therefore be a
condition for them to perform it well [7].

In the last decade, there has been a significant increase in the research on teacher
motivation. In such studies, teacher motivation has been revealed as a crucial factor that
is closely related to a number of psychoeducational variables such as student motivation,
educational reform, teaching practice, and the achievement and psychological well-being
of teachers [8]. The notion that the motivational beliefs of these professionals are “complex,
multifaceted and varied” is not new [9] (p. 486). This is clearly related to the fact that psy-
chological science has not yet reached a consensus in the understanding of motivation [10].
Therefore, before presenting the research on teachers’ motivations, we provide, below, a
synthesis of the general theoretical approaches that have been carried out in the field of
motivation psychology.

1.1. Motivation as a Reference Psychological Construct

The first proposals were rather general, as they did not specifically address motivation
as such; instead, they were focused on the general laws of human behavior. In this
field, the behaviorist and the psychoanalytic school stood out. Therefore, we are talking
about motivation linked to several concepts, such as drive (impulse and need) or arousal
(energy) [11–15]. These movements consider motivations to be the primary needs of the
human being, involving variables related to the biological level, sensory experiences, and
impulses. These impulses seek to reestablish the internal balance and to satisfy this need,
which, if achieved, disappears and the organism returns to its initial state. Hence, the
motives would be instruments through which the organism satisfies its needs, returning
afterwards to the initial state of balance [16].

Particularly, the first behavioral theories emphasized the limited capacity of people to
choose their behaviors and, consequently, the low participation capacity of individuals. In
addition, these behaviors were externally regulated through rewards (positive behaviors)
or punishments (negative behaviors), and different methods were applied in order to
modify the behavior, considering the behavior that needs to be reinforced; the appropriate
motivators; and the immediacy, quantity, and novelty of the reinforcement [15–17].
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As a response to the behaviorist theories, the humanistic approach appears, intro-
ducing certain topics, such as self-fulfillment, growth, and personal development. This
perspective focuses on the capacity of each person to achieve his or her own growth, de-
velop positive characteristics, and give himself or herself the necessary freedom to achieve
his or her goals. While psychoanalysis or behaviorism focused on the conception of the
person as a passive being, Maslow proposed a humanistic approach based on the proactive
potential of the human being, directed towards personal and social fulfillment through
the drive for self-actualization [15,17–19]. This author, in his theory of human motivation,
describes the factors and needs that motivate each individual, hierarchizing the needs
according to survival or motivation capacity in such a way that, when one need is satis-
fied, another one emerges, also changing our behavior (Maslow, 1943). He distinguishes
between shortfall needs, on one hand, and the developmental needs of the self, on the
other [15,17,20].

Among the shortfall needs, we find physiological needs, security, love, belonging,
and appreciation, whilst those related to the development of the self include the needs
for personal and social fulfillment. The difference between these two categories lies in
the fact that the former is related to a deficiency, while the developmental needs of the
being are linked to the set of actions of the individual that allow him/her to develop
his/her own potential, relating to his/her own self-esteem [16–18]. Subsequently, Clayton
Alderfer (1969) reviewed Maslow’s theory of needs and categorized them into three groups:
existential (physiological and for security), relational (interpersonal or social relationships),
and growth (personal creativity) [17,19]. This triarchic model of needs is the one we used
to categorize the incentives that guide teacher motivation [19,20].

Meanwhile, cognitive theories are based on mental processes that help individuals to
achieve higher levels of performance, aiming to understand the mental process that will
impact human behavior before starting a task [21]. Among these processes, factors such as
goals, self-efficacy, and expectations stand out, as well as processes of control, action, and
self-regulation in behavior [15,17,18].

These processes come into play, unlike the different types of motivation pointed out
by Deci and Ryan (1985), which the authors refer to as “self-regulatory styles” [22–25]. The
various types of motivation identified by the authors are demotivation, extrinsic motivation,
and intrinsic motivation. Demotivation is associated with non-regulation, while at the
opposite end, intrinsic motivation involves the internal regulation of behavior, indicating
that the degree of autonomy, confidence, and flexibility increases as the behavior becomes
more internalized and integrated [26]. All of these internal processes play a crucial role
in the choice of the teaching profession and in the development of the essential skills to
exercise it [24,25].

1.2. The Study of Teacher Motivation

Teacher motivation represents a central element of the professional competence of this
group [27,28], and its impact on the effectiveness of teaching and the academic develop-
ment of students has been studied [29–31]. The need to address teacher motivation also
stems from the shortage of educators reported by many Western countries, including the
United States; Australia; and some other European countries, such as the United King-
dom, Germany, and Norway [31]. A renewed research interest in teachers’ motivation to
teach and to continue teaching has highlighted possible causes of existing and potential
teacher shortages, such as the early burnout of teachers, aging teaching force, imbalance
of high demand and less rewards, limited career opportunities, less job security, and low
prestige [8].

There are studies that support the highly vocational nature of the teaching profession,
since, for teachers, their main motivator is the student body. They teach because they enjoy
working with young people and helping them with their education and feel great satis-
faction in seeing how students learn with their help, develop their potential, and prepare
themselves to become responsible adults [32–37]. Thus, Project Teacher 2000 researchers,
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using data obtained from three thousand teachers across four countries, report that teachers
in all countries are motivated by a desire to work with people and find high satisfaction in
this aspect of teaching [35].

Perhaps most importantly, teaching is inherently an interpersonal and caring effort
rather than just a personal one [38]. Different studies have shown that teachers point out
that their various motivations to work with students and contribute to their development
are the main reasons for choosing to become education professionals [39]. These aspects are
influenced by student engagement, the satisfaction of basic psychological needs, and the
teacher’s self-determination and motivation [40–42]. Professional well-being in teachers is
linked to certain aspects, such as job recognition, personal fulfillment, professional affilia-
tion, teacher relationships with educational agents, and personality characteristics [43–45].
These aspects are influenced by students’ commitment, the satisfaction of basic psychologi-
cal needs, and the teacher’s self-determination and motivations [46,47].

The journal Learning and Instruction devoted a monograph to teaching motivations
(Learning and Instruction, vol. 76, 2021) as a way of bringing together research articles on
this topic, in part due to the lack of convincing theoretical conceptualizations [48].

As Lazarides and Schiefele (2021) point out, in the last ten years, the line of research
on teachers’ motivations has been consolidated as an area of investigation, as the number
of articles that directly include the term “teacher motivation” in their title increased more
than sevenfold after 2008. This significant growth in the number of contributions has
provided empirical evidence of the importance of teacher motivation for the well-being of
the teaching staff, teaching quality, and student motivation [48,49]. Moreover, it provides
valid measures for a wide variety of teacher motivation models, which has led to the
conclusion that it is a multifaceted and complex theoretical construct [50–52].

Particularly, the focus of the research has moved beyond the question of whether
teachers’ motivations are important to the instructional process or why and how they
are important for both teachers and students. Specifically, it is well known that teacher
motivation is highly relevant to teaching quality, teacher well-being, and student motivation
and achievement [42,53].

Specifically, one of the aspects that has attracted the greatest attention in research is
teachers’ self-efficacy [54–56]; however, related motivational constructs, such as teacher
responsibility, have received less attention, despite evidence showing that both constructs
predict similar outcomes [57–60].

We focused our research on the theories and dimensions of teaching motivation.
Ref. [10] highlighted two dimensions: the motivation to teach and the motivation to stay in
this occupation. Meanwhile, studies conducted by European and U.S. academics classified
teachers’ motives for choosing a teaching career into three categories: extrinsic, intrinsic,
and altruistic motives [61–64]. Extrinsic motives involve aspects that are not inherent to the
immediate job, such as salary, status, and working conditions. Intrinsic motives embrace
the inherent aspects related to the meaning of teaching and the passion for teaching, subject
knowledge, and experience, whilst altruistic motives involve the perception of teaching as
a valuable and important profession and the desire to support children’s development, as
well as improve society [65,66].

However, it should be mentioned that all the articles included in the abovementioned
review [8] refer to the construct of teacher motivation related to the variables of student
academic performance and the quality of teaching perceived by students, as well as the
relationships between teachers’ motivation profiles and teaching practices.

1.3. The Evaluation of Teacher Motivations

First, it should be noted that much of the literature that has been reviewed on
evaluative instruments of motivation in education has been centered on student moti-
vations [67,68]. When teacher motivation has been specifically addressed, authors have
focused on the appropriateness of the forms of motivation and their effect on the students,
from the perspective of the theoretical line of teacher effectiveness [69].
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At a more specific level, it should also be pointed out that research on teachers’
expectations and motivational attitudes has been addressed through questionnaires such
as the AMOP [70].

When it comes to the evaluative instruments used to capture teachers’ motivations,
the use of the FIT-Choice scale stands out. After its publication in 2006 in the Asia-Pacific
Journal of Teacher Education (APJTE) [71] and its further technical validation in 2007 [71],
researchers around the world began to request permission to use it in their own contexts to
conduct studies on the motivation to choose a teaching career. The motivational factors
that are measured in this scale include variables such as social influences, previous positive
teaching and learning experiences, perceived teaching abilities, intrinsic value of personal
and social aspects, and satisfaction with the choice of teaching as a profession, as well as
perceived task demands, such as the experience and difficulty of performance, and rewards,
such us social status and salary [41].

Another tool that has been used is the Situational Motivation Scale (SIMS), which was
designed by Guay, Vallerand, and Blanchard (2000) to evaluate the constructs of intrinsic
motivation, identified regulation, external regulation, and demotivation in both field and
laboratory environments [72].

However, we should be aware that this instrument is not specifically oriented towards
evaluating teachers’ motivations, so it does not include the reasons for choosing and
remaining in the teaching career [73]. It has been widely used to assess learners, and there
are versions in Portuguese [74–76].

The questionnaires, inventories, and scales that are located in the theoretical review
we carried out [77,78] focus on measuring the motivation of the teaching population from
the perspective of self-efficacy, as well as professional competencies and skills to motivate
students. These types of instruments are linked to the Self-Determination Theory and
isolate aspects such as teaching expectations and achievement motivation of teachers. They
differ from the objectives of our research, which are more related to the motives that lead
active teachers and student teachers to stay, train, and develop their teaching career and
vocation from the perspective of the basic needs covered by the teacher.

After widening our review with WOS search engines, we found two inventories
applied to teachers: One, which focused on work motivation, is The Work Tasks Motivation
Scale for Teachers by Fernet et al. (2008) and was validated for the Spanish context by Ruiz
(2015). The other, developed by Valenzuela et al. (2012), measures teachers’ self-efficacy in
generating school-related motivations in students [77,78].

None of them responds to the interests of our research, since they do not provide fac-
tors focused on the motives that cover the different types of needs (security, affiliation, and
fulfillment) that teachers possess when teaching and that, therefore, guide their decisions
as educational professionals. For this reason, we believed it was necessary to provide a
new evaluation instrument, the CUMODE, with the psychometric guarantees required to
empirically collect the motivations of the teaching staff.

In our case, we intend to approach the study of teachers’ motivations with the purpose
of subsequently relating it to the emotional adjustment of the teaching staff, setting aside
the main direction of the studies that refer to their effect on the results of their teaching.

However, to achieve this, it is necessary to isolate and categorize the different reasons
that drive someone to make the decision to become a teacher, so that we can relate the
isolated factors to the influence on their affective well-being.

Therefore, the aim of this work was to validate an empirical model that integrates
the different motivational categories that explain the decision to become a teacher. In
addition, we aimed to study their relationship with socio-academic variables such as
gender, educational stage, years of teaching experience or the condition of being an in-
service versus in-training teacher.

This paper provides empirical evidence of the psychometric quality of the instrument
used. Based on this instrument, a structural model that integrates the different types of
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motivations associated with the teaching condition was validated, as well as the results of
its relationship with a set of professional and academic variables.

2. Materials and Methods
2.1. Participants

Participants in the study were 228 active teachers and 389 trainee teachers. The
sample of practicing teachers is made up of 71.9% women and 28.1% men, age ranges
from 20 to 65 years, with an average of 40.5 years. The majority of them (76.3%) belongs
to the province of Santa Cruz de Tenerife. The different stages in which they teach are
early childhood education (7.9%), primary (70%), early childhood and primary (16.3%),
and secondary school (4.8%), in both public (57%) and private (43%) centers. The range of
teaching experience of the participants is between a few months and 40 years: 32% of them
have between 0 and 5 years of experience, 36% between 6 and 18 years, and the remaining
32% between 19 and 40 years (see Table 1).

Table 1. Description of active teachers.

Gender Educational Stage Center Type Teaching Experience

Man Women Early
Childhood Primary Early Childhood

and Primary Secondary Public Private Low Medium High

27.6% 72.4% 7.9% 70% 16.3% 4.8% 57% 43% 32% 36% 32%

Regarding the sample of trainee teachers, it consists of 57% women, 37.5% men, and
4.7% who identify with another gender. The 69.7% of the sample are students of the Primary
education degree and 30.3% are students of the Master of Teacher Training (Secondary
School) (see Table 2).

Table 2. Description of the teachers in training group.

Gender Educational Stage

Man Women Other Primary Education
Degree

Master’s Degree in Training
(Secondary School)

37.5% 57.8% 4.7% 69.7% 30.3%

2.2. Instruments

The instrument used was the Teaching Motivations Questionnaire (CUMODE) for ac-
tive professionals. To create this questionnaire, we started with three open-ended questions:
What are the incentives you get by working as a teacher? What are the needs that you
satisfy being a teacher? What is the true intimate and personal motivation that maintains
your decision to continue dedicating yourself to teaching?

After the content analysis, the answers obtained were included in three theoretical
categories: professional well-being, social bonding, and teaching fulfillment. From here, a
questionnaire with 34 sentences was designed, trying to have the same number of items in
each category. This initial questionnaire, which is included in Appendix A, was completed
by a sample of active teaching staff. An exploratory factor analysis (EFA) was applied to
the data to extract their structure, and the analysis of Cronbach’s Alpha coefficient was
used to analyze the internal consistency of each item. From this first analysis, 11 sentences
were eliminated since they were dispersed in different components; at the same time,
their elimination increased their reliability. Therefore, a questionnaire of 23 sentences was
obtained that included different reasons for deciding to be a teacher. The response format
used was a Likert-type format, from 1 to 7, in which the participants indicated the degree of
identification with each of the sentences (1 = I do not identify myself; 7 = I totally identify
myself). Once the factorial structure was obtained, the corresponding confirmatory analysis
was carried out, and 9 sentences were eliminated to obtain a better adjustment of the model.
As a result, we obtained a questionnaire with 14 sentences that is included in Appendix B.
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Finally, confirmatory factor analysis was applied with a sample of teachers in training, with
the aim of validating the model.

2.3. Procedure

The questionnaires were distributed, through a Google form, to those teachers who
wanted to participate. The questionnaires were completed voluntarily, and the consent,
anonymity, and privacy of the data were taken into account. They were also distributed in
the same way to the students of Primary Education Degree, Early Childhood Education
Degree, and the Master’s Degree in Teacher Training. The data obtained were included in
an Excel template for subsequent inclusion in the SPSS v.26 statistical program database,
and the corresponding data analysis, AFE, and analysis of Cronbach’s Alpha coefficient
were performed. The AMOS v.23 structural equation model software was used for the
confirmatory analysis.

2.4. Analysis of Data

To answer the research objectives and questions, a principal component analysis was
performed to extract the factor structure of the instrument, and the analysis of Cronbach’s
Alpha coefficient was used to establish their internal consistency. Subsequently, a confirma-
tory factor analysis was performed. All of this was performed with the statistical package
SPSS v.26 (IBM, Armonk, NY, USA, 2025) and with the structural equation model software
AMOS v.23 for confirmatory factor analysis.

3. Results

The results are presented based on the analyses performed. Firstly, the purification
of the database is described; secondly, we describe the exploratory factorial analysis and
internal consistency; and, finally, the analysis of the factorial structure of the questionnaire
of the two samples analyzed is detailed.

3.1. Data Cleaning

The database was cleaned to ensure the quality and validity of the results obtained in
subsequent statistical analyses, as well as to determine the need for variable transformation.
To achieve this, the removal of outliers and a univariate normality analysis were carried out.

On the one hand, from the initial sample of 228 participants, 20 people who had not
completed the teachers’ motivations questionnaire were eliminated, so that 208 remained. In
the mentioned sample without missing values, the Mahalanobis distance was calculated [79]
for the questionnaire items, and the Chi-square test was applied. The results showed a total of
12 people with atypical or extreme scores, which were eliminated from the database, leaving a
total sample of 196 participants for subsequent analysis.

On the other hand, the normality of the items was analyzed from the typical scores
of asymmetry and kurtosis. As Table 3 shows, all the statistics were in the range of ±1.96,
except for the kurtosis of item 31, so the normality criterion was met, and it was not
necessary to transform the data [79].

Table 3. Item skewness and kurtosis.

Skewness Kurtosis

Statistic SD Statistic SD

Item 1 −0.397 0.174 0.247 0.346
Item 2 −0.293 0.174 −0.188 0.346
Item 3 −0.334 0.174 −0.989 0.346
Item 4 −0.485 0.174 −0.842 0.346
Item 6 −0.187 0.174 −1.292 0.346
Item 9 −0.144 0.174 −0.613 0.346

Item 10 0.029 0.174 −0.206 0.346
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Table 3. Cont.

Skewness Kurtosis

Statistic SD Statistic SD

Item 11 0.043 0.174 −1.051 0.346
Item 12 0.11 0.174 −1.033 0.346
Item 13 −0.37 0.174 −0.199 0.346
Item 14 0.14 0.174 −0.553 0.346
Item 16 0.186 0.174 −0.824 0.346
Item 17 −0.249 0.174 0.094 0.346
Item 18 −0.21 0.174 −0.463 0.346
Item 19 −0.357 0.174 −1.031 0.346
Item 20 −0.332 0.174 −0.57 0.346
Item 21 −0.029 0.174 −0.501 0.346
item 22 −0.126 0.174 −0.922 0.346
Item 23 −0.069 0.174 −0.67 0.346
Item 24 −0.088 0.174 −0.457 0.346
Item 29 −1.346 0.174 1.223 0.346
Item 30 −1.325 0.174 1.037 0.346
Item 31 −1.456 0.174 2.29 0.346

Note: N = 196.

3.2. Exploratory Factor Analysis

After selecting the final 18 items to be included in the instrument, an exploratory
factor analysis (EFA) was carried out to define a first factorial structure. Starting from the
theoretical independence of the factors that was verified in the correlation matrix of the
items, the varimax rotation was used [80].

The results showed an adequate KMO index of 0.907 [80] and the distribution of
the items in three factors, which correspond to the factors proposed at a theoretical level.
Table 4 shows the factorial weights obtained from each item in the corresponding factors,
with coefficients less than 0.30 being suppressed. Both items 10 and 17 were included in the
Linkage factor for theoretical reasons that are related to the development of the construct.
Regarding the variance of the components, the teaching fulfillment factor explains 38% of
the variance, the well-being professional factor explains 25%, and the social bonding factor
explains 6%.

In Table 4, the factorial weights obtained from each item on their respective factors
are reported, with coefficients less than 0.30 being suppressed. Both item 10 and item 17
were included in the Linkage factor due to theoretical considerations related to construct
development. Concerning the variance of the components, the teacher fulfillment factor
explains 38% of the variance, the well-being factor explains 25%, and the social bonding
factor explains 6%.

The rotated components consist of the teaching fulfillment, composed of 10 items
related to teacher motivation, so that their students not only learn school content but also
emotional aspects and they develop morally and personally, in addition to the need to be
useful to the students or the satisfaction of being with them. This component also includes
aspects related to the teacher’s self-realization, which is focused on the vocational nature
of his/her professional choice or the satisfaction that sharing projects with other teachers
produces (Component 1). A second factor (Component 2) is related to aspects associated
with professional well-being, such as job stability, salary, time availability, or vacations.
Finally, Component 3 refers to reasons associated with the category of social bonding,
related to the social support of students’ families or feeling related to their students and
being part of a team of peers.
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Table 4. Results of the AFE with the 18 items of teacher motivation.

Factorial Weight

1 2 3

Factor 1: Teaching Fulfillment
Item 3 0.887
Item 6 0.86

Item 11 0.83
Item 12 0.758
Item 16 0.838
Item 19 0.895
Item 20 0.893
Item 22 0.921
Item 23 0.895
Item 24 0.846

Factor 2: Professional Well-Being
Item 2 0.727 0.327
Item 4 −0.43 0.544 0.381
Item 9 0.79

Item 13 0.859
Item 14 0.806
Item 18 0.842
Item 21 0.87
Item 30 −0.317 0.543 0.55

Factor 3: Social Bonding
Item 1 0.362 0.336 0.496

Item 10 0.455 0.478 0.375
Item 29 0.693
Item 31 0.835
Item 17 0.607

Note: Rotated component matrix with principal component analysis extraction method and varimax rotation
method with Kaiser normalization.

3.3. Analysis of the Factorial Structure

Based on the relationships founded between the items in the exploratory factor analy-
sis, the model was tested using the confirmatory factor analysis (CFA), as it is the recom-
mended method for instrument validation [81]. The AMOS v.23 structural equation model
software was used to test the theoretical model of three factors: (1) teaching fulfillment,
(2) professional well-being, and (3) social bonding through the bank of 23 items.

Before proceeding to the CFA, multivariate normality was explored, as it is a require-
ment for model estimation. For this, the Mardia coefficient was observed, which was 23.405.
Since the statistic is less than p (p + 2), we can talk about the existence of multivariate
normality and proceed to the analysis [81]. The maximum likelihood method was used to
estimate the model, since the Mardia coefficient was not higher than 70 [82].

The first model that was tested (Figure 1) consisted of 23 items and did not present a
good fit, according to the Hu and Bentler (1999) criteria: χ2 (df = 227) = 4.68, CFI = 0.79,
GFI = 0.63, RMSEA = 0.13 (90% CI = 0.12–0.14), and SRMR = 0.16. Five items with high
modification indices were removed from the model [83].

The second model (see Figure 2) consisted of 18 items, and, despite correlating er-
rors based on the modification indices, it did not obtain adequate fit indices either [84]:
χ2 (df = 129) = 3.40, CFI = 0.89, GFI = 0.81, RMSEA = 0.11 (90% CI = 0.10–0.12), and
SRMR = 0.09. Taking into account the modification indices, four items were eliminated, as
well as those items with a factorial weight of less than 0.30 [82,84].
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The third refined model (see Figure 3) consisted of 14 items and obtained adequate fit
indices: χ2 (df = 129) = 2.74, CFI = 0.94, GFI = 0.88, RMSEA = 0.09 (90% CI = 0.07–11), and
SRMR = 0.07. Thus, this model was adequate and can be considered valid.
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Table 5 shows the descriptive factors of teacher motivation, as well as the reliability
analysis of each one. The indices obtained presented adequate internal consistency, which
is greater than 0.70 for all factors.

Table 5. Descriptive statistics teacher motivation factors.
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Skewness Kurtosis Min Max

Teaching fulfillment 5.07 1.386 0.95 0.028 −1.325 2 7
Professional
well-being 3.97 1.295 0.87 −0.255 0.039 1 7

Social bonding 4.37 1.139 0.74 −0.055 0.487 1 7

Likewise, the correlations between the factors of the scale, collected in Table 6, were
calculated. It should be noted that the correlation between teaching fulfillment and profes-
sional well-being was not significant (p = 0.540).

Table 6. Pearson correlations between scale factors.

1 2 3

1. Teaching fulfillment 1
2. Professional well-being 0.044 1

3. Social bonding 0.389 ** 0.604 ** 1
Note: ** p < 0.01.

3.4. CFA Students

To check the validity and consistency of the 14-item model defined with active teachers,
a CFA was carried out with a sample of university students from the education area
(N = 389).

Before testing the model, data filtering was carried out following the same scheme as
in the previous study, starting with an initial sample of 425 participants, which resulted in
389 after eliminating blank responses (n = 13) and outliers (n = 23). Likewise, the normal
nature of the data was verified from the analysis of the skewness and kurtosis of the typical
scores of the items (see Table 7), as well as the Mardia coefficient of 20.941.
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Table 7. Skewness and kurtosis of typical item scores in students.

Skewness Kurtosis

Statistic SD Statistic SD

Item 1 −0.898 0.124 0.301 0.247
Item 2 −0.678 0.124 −0.503 0.247
Item 3 −1.915 0.124 3.466 0.247
Item 6 −1.333 0.124 0.982 0.247
Item 9 −0.1 0.124 −1.282 0.247

Item 10 −0.276 0.124 −0.906 0.247
Item 13 −0.241 0.124 −1.102 0.247
Item 17 −0.114 0.124 −1.071 0.247
Item 19 −1.552 0.124 1.555 0.247
Item 20 −1.544 0.124 2.031 0.247
Item 21 −0.475 0.124 −0.917 0.247
Item 22 −1.62 0.124 1.881 0.247
Item 23 −1.742 0.124 4.013 0.247
Item 24 −0.778 0.124 −0.023 0.247

No. = 389.

The results of the CFA in the student sample (see Figure 4) were adjusted to the
Hu–Bentler criteria, so that it can be considered that there is a good fit of the model:
χ2 (df = 72) = 4.31, CFI = 0.91, GFI = 0.89, RMSEA = 0.09 (90% CI = 0.08–10), and SRMR = 0.08.
It should be noted that, in the case of students, a significant correlation was found between
teaching fulfillment and professional well-being, unlike in the model with workers.
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Figure 4. CFA of the 14-item model with students. Note: The graphical representation of the model
with standardized estimates of the factorial weights. The errors associated with the items in the
representation were not included for greater clarity of the model, except for those that were correlated.
Dotted lines indicate non-significant relationships. * p > 0.05. *** p < 0.001.

Finally, we obtained a questionnaire with 14 items, which are described in Figure 5
and presented in Appendix B.

Therefore, the model of the 14-item Teacher Motivation Instrument could be considered
adequate for both active teachers and students, as can be seen in Table 8.
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Table 8. Goodness-of-fit indices of the CFA of the Teacher Motivation Instrument in workers and students.

Active Teachers
(N = 196)

Teaching Education
Students
(N = 389)

Acceptance Range *

χ2/df 2.74 4.31 Ideal below 3, acceptable below 5
IFC 0.94 0.91 0.90 or more
GFI 0.88 0.89 0.90 or more

RMSEA 0.09 0.09 Acceptable below 0.10
SRMR 0.07 0.08 Below 0.08

Note: * [82,85,86].

To conclude the results section, we present Table 9 with the most relevant results.

Table 9. Summary of main results.

Results Evidence

The exploratory factor analysis shows three empirical factors
corresponding to the theoretical factors of the content analysis:
teaching fulfillment, professional well-being, and social bonding.

Table 4

The three factors show adequate consistency and reliability. Table 5
The confirmatory factor analysis shows a good fit of the 14-item model
on professionals and students. Table 8

The correlation between the teaching fulfillment factor and the
professional well-being factor is not significant for professionals, but it
is significant and positive for students.

Table 6, Figure 4

4. Discussion

This article seeks to isolate the motivations that support the decision to become a
teacher, with the interest of analyzing the types of needs that teachers satisfy when they
exercise their profession.

To this end, an instrument that collects the incentives that teachers plan to achieve
was validated, given the lack of evaluative tools on this subject in the scientific literature.
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The first achievement of this work is to have obtained a questionnaire with the neces-
sary psychometric guarantees to empirically collect the motivations of the teaching staff.

Using this tool, we were able to validate a structural model with which to categorize
the motives that teachers have for teaching and that guide their decisions as educational pro-
fessionals. Having the added value that this factorial structure not only applies to the group
of practicing teachers but also to those who are in the training process to become teachers.

The empirical model we reached indicates that the teaching motivations of both active
teachers and those in training are organized around three major factors that coincide with
the three theoretical categories we started from. Specifically, these are the following: as the
first factor, due to the weight of the variance that has been explained, we have the factor
we call “teaching fulfillment”, which includes incentives associated with the educational
mission that defines teaching and which, therefore, is oriented to the improvement of
students and to achieving their integral learning (cognitive, emotional, and moral). It would
also include aspects with a clear vocational value, such as the satisfaction of being able to
exercise the teaching profession and to do so while participating in collective projects.

A second important factor, but with a lower factorial weight compared to the previous,
is the factor we called “professional well-being”, which is made up of aspects related to the
employment guarantees that make teaching possible, such as job stability, salary, and time
availability or holidays.

Finally, we have a third category of incentives that cover affiliative needs and that we
therefore call “social bonding”, made up of aspects that have to do with the satisfaction that
teachers derive from their relationship with those they interact with in the school system:
students, the students’ families, and their colleagues.

It should be pointed out, as a relevant fact for the interpretation we make later in this
paper, that this last factor explains a very low proportion of the variance that has been
measured, if we compare it with that of the other two factors that make up the model.

What has been discovered through the results obtained in our research is related to
the literature that was reviewed.

In the first place, there is a clear link with Abraham Maslow’s humanistic model, which
groups motivations into three main categories: existential (physiological and security),
relational (interpersonal or social relationships), and growth (personal creativity) [15].

Although other studies have organized teachers’ motives under different names, such
as extrinsic, intrinsic, and altruistic motives [61–64], we believe that there is a relative
parallelism, as extrinsic motives involve aspects that are not inherent to the immediate job,
such as salary, status, and working conditions. In our case, this would be related to the
professional well-being factor.

Intrinsic motives, which are those that embrace aspects that are associated with the
meaning of teaching, and altruistic motives, which involve valuing the profession as a
means of student improvement and social change [65,66], have been grouped within the
factor that we called “teacher fulfillment” in our model.

It is worth mentioning that our work confirmed the highly vocational nature of the
teaching profession, a factor that has been isolated by other authors [33,34,36]. These
researchers have identified, as a primary motivational source, the work with students,
the satisfaction caused by their learning, and the development of their potential as future
adults as a direct effect of their educational support.

This finding coincides with the results reported in Project Teacher 2000 which indicate
that teachers in all countries included in this study are motivated by the desire to work
with people [35].

Likewise, researchers from different national backgrounds have shown that teach-
ers prioritize, as their main reasons for choosing to become education professionals, the
motivations to work with children and contribute to their development [40,42].
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In terms of conclusions, it is important to highlight that the triarchic structural model of
teachers’ needs that was found presents an unbalanced distribution regarding the relevance
of each factor since, in the categories of fulfillment and well-being, the proportion of
variance explained by the latter is relevant, while the explanatory contribution to the model
of social bonding is rather secondary.

We consider these data to be of particular importance for drawing inferences about
how teachers’ needs are distributed when orienting their decisions to satisfy them and the
possible effects of these motivational priorities on their emotional health. This is especially
the case if we take into consideration the weight that interpersonal relationships have on
people’s subjective well-being [87].

Another conclusion refers to the relationship between the factors of the model. In
the case of the sample of active teachers, although the correlation between fulfillment
and bonding is significant, it is no longer so when we relate fulfillment and well-being.
This significant result does appear in the sample of teachers in training, and it indicates
that, while for practicing teachers, their fulfillment is not associated with their working
conditions, for apprentice teachers, their personal well-being is closely related to their
educational mission and professional vocation.

We consider these findings to be of particular relevance, given that the present study
aimed to address the motivations of teachers in order to subsequently relate them to the
emotional adjustment of this professional group.

Our hypothesis is that it is, indeed, the weight exerted by motivations and their lack
of relationship (in the case of active teachers) with professional well-being and the low
relevance given to the support network of interpersonal bonds are what make teachers
more emotionally vulnerable, especially those oriented towards their educational function
of helping and promoting their students.

The abovementioned ideas connect with previous studies that found relationships
between professional well-being and certain aspects, such as job recognition, personal
fulfillment, professional affiliation, teachers’ relationships with educational agents, and
personality characteristics [43–45].

In any case, it should be noted that it would be necessary to replicate this research
with a larger sample of active teaching staff that includes a balanced representation of
teachers from different educational levels, since, in this study, the presence of preschool
and secondary school teachers, compared to primary school teachers, is not balanced.

In the section on the limitations of the study, we should point out that the group of
subjects evaluated is not representative, either in terms of the total number of subjects or in
terms of their balanced distribution in the different educational stages; therefore, it would
be necessary to replicate this research with a larger sample of the active teaching staff
that includes a balanced representation of the teaching staff from the different educational
levels, given that, in this study, the presence of preschool and secondary education teachers,
compared to those from the primary stage, was unbalanced.

As for future perspectives and lines of continuity, our study provides a first approach to
the whys and wherefores of the teaching profession in the interest of drawing a motivational
map that will help us understand the decisions they make regarding their professional
career and their educational vocation. For this reason, it will be necessary to make progress
in gathering, extensively, the motivations that underpin the teaching profession of a broad
and diverse sample of teachers from different sociocultural contexts, both in Spain and in
other countries.

Along with the above, it would be very interesting to study the relationships of the
isolated factors in our structural model with other psychoeducational variables, such as,
for example, teachers’ emotional competences or affective adjustment, equally with socio-
academic variables, such as gender, educational stage, or years of teaching experience,
among others.
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Finally, it is particularly important to clarify the possible influence of teachers’ motiva-
tional profiles on their mental health and the weight of the factors in our structural model in
predicting whether a teacher is more or less emotionally vulnerable. This predictive factor
of motivational and emotional factors will help us not only to understand their influence
but also, in a preventive way, to design selection and training processes that contribute to
the improvement of the teaching profession.

We believe that further study of this topic will help us to address the reality of the
shortage of teachers that is being experienced in Western countries [31] as a result of
the problems that discourage people from deciding on and/or remaining in the teaching
profession, such as early burnout, less job security, or the tendency to suffer emotionally [8].

The aim of this work is to ensure that the profession not only brings teachers a sense
of providing a social service and helping the educational community but also brings with it
protection, support, and recognition for good teachers.
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Appendix A. Cuestionario de Motivaciones Docentes (33 Ítems)

Para poder recoger estos datos es necesario contar con su consentimiento informado,
el cual se dará por aceptado con la mera cumplimentación y posterior envío de este
cuestionario. Para garantizar la completa confidencialidad de los datos obtenidos se ha
tenido en cuenta la Ley Orgánica 3/2018, de 5 de diciembre, de Protección de Datos
Personales y garantía de los derechos digitales.

Si tiene cualquier pregunta sobre la encuesta, envíenos un correo electrónico a: emocre-
aull2@gmail.com
Habiendo sido informado/a de los detalles de este cuestionario, ¿da su consentimiento
voluntario para su cumplimiento?. SÍ NO

CUESTIONARIO DE MOTIVACIONES DOCENTES.

En el siguiente cuestionario, presentamos un conjunto de sentencias que contestan a la
pregunta ¿POR QUÉ SOY DOCENTE? La tarea consiste en valorar, en una escala de 1 a 7
(siendo 1= NADA y 7= MUCHO), cuánto te identificas con cada una de esas razones. Se
trata de que señales en qué medida estas expresiones se ajustan a las motivaciones actuales
que mantienen tu decisión de ejercer como docente.

Todos los motivos que aparecen son igual de legítimos, así que te rogamos que
respondas sin sentirse condicionado/a por el “qué dirán”, son tus motivaciones y no tienes
por qué justificarlas.
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1 2 3 4 5 6 7

1. La gratitud y el reconocimiento de mis alumnos/as.

2. La estabilidad laboral
3. Lograr que el alumnado aprenda no solo acerca de mi

materia, sino también como personas

4. El horario reducido de 35 horas semanales
5. Trabajar con las generaciones venideras para cambiar

las cosas a mejor.
6. Poder realizarme profesionalmente, para lo que me he

formado y ver cumplido mi sueño

7. El respeto y cariño del alumnado

8. Tener conexión con el alumnado
9. Los dos meses de vacaciones en verano, Navidad y

Semana Santa

10. El apoyo que recibo de las familias de mi alumnado
11. Es lo que siempre he querido ser, a lo que siempre me

he querido dedicar, mi sueño.
12. Ser recordado/a por mi alumnado como alguien que

influyó positivamente en su vida
13. Un trabajo para toda la vida y con las ventajas de

trabajar para la administración
14. Tener tiempo para mi vida familiar y mis actividades

de ocio

15. Estar en contacto con niños/as y jóvenes
16. Intentar satisfacer las necesidades de mi alumnado, no

las propias.

17. El reconocimiento familiar y social

18. La estabilidad económica
19. Ayudar a mi alumnado a que se desarrolle moral y

personalmente
20. La satisfacción y diversión que me produce estar con

mi alumnado

21. Tener un trabajo fijo y bien pagado
22. La satisfacción de poder hacer feliz a mi alumnado,

enseñando

23. Sentirme útil, y poder aportar lo mejor de mi cada día
24. Compartir experiencias con mis compañeros/as de

profesión

25. La relación con el alumnado
26. Tener un punto de apoyo para conseguir mis objetivos

personales
27. Disponer de un horario laboral que me deja tiempo

para mi vida y mis proyectos personales.
28. Mi vocación docente impregna todo lo que hago,

dentro y fuera del trabajo.

29. Sentir que soy miembro de un grupo de profesionales

30. Tener una vida estable y agradable

31. Poder compartir lo que siento con mi alumnado
32. Creo que es necesario mejorar el sistema educativo y

quiero aportar mi granito de arena para que eso suceda.

33. Recibir un salario con el sostener a mi familia
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Appendix B

This is the validated questionnaire based on the trifactorial model with 14 items.

MOTIVACIONES DOCENTES (CUMODE, 14 ítems).
Para poder recoger estos datos es necesario contar con su consentimiento informado, el cual se dará
por aceptado con la mera cumplimentación y posterior envío de este cuestionario. Para garantizar
la completa confidencialidad de los datos obtenidos se ha tenido en cuenta la Ley Orgánica 3/2018,
de 5 de diciembre, de Protección de Datos Personales y garantía de los derechos digitales.
Si tiene cualquier pregunta sobre la encuesta, envíenos un correo electrónico a: emocre-
aull2@gmail.com
Habiendo sido informado/a de los detalles de este cuestionario, ¿da su consentimiento voluntario
para su cumplimiento?.
SÍ
NO
CUESTIONARIO DE MOTIVACIONES DOCENTES.
En el siguiente cuestionario, presentamos un conjunto de sentencias que contestan a la pregunta
¿POR QUÉ SOY DOCENTE? La tarea consiste en valorar, en una escala de 1 a 7 (siendo 1= NADA y
7= MUCHO), cuánto te identificas con cada una de esas razones. Se trata de que señales en qué
medida estas expresiones se ajustan a las motivaciones actuales que mantienen tu decisión de ejercer
como docente.
Todos los motivos que aparecen son igual de legítimos, así que te rogamos que respondas sin
sentirse condicionado/a por el “qué dirán”, son tus motivaciones y no tienes por qué justificarlas.

1 2 3 4 5 6 7

1. La gratitud y el reconocimiento de mis alumnos/as.
2. La estabilidad laboral
3. Lograr que el alumnado aprenda no solo acerca de mi

materia, sino también como personas
4. Poder realizarme profesionalmente, para lo que me he

formado y ver cumplido mi sueño
5. Los dos meses de vacaciones en verano, Navidad y

Semana Santa
6. El apoyo que recibo de las familias de mi alumnado
7. Un trabajo para toda la vida y con las ventajas de

trabajar para la administración
8. El reconocimiento familiar y social
9. Ayudar a mi alumnado a que se desarrolle moral y

personalmente
10. La satisfacción y diversión que me produce estar con

mi alumnado
11. Tener un trabajo fijo y bien pagado
12. La satisfacción de poder hacer feliz a mi

alumnado, enseñando
13. Sentirme útil, y poder aportar lo mejor de mi cada día
14. Compartir experiencias con mis compañeros/as

de profesión

15. En el momento actual de Valorando tu recorrido profesional ¿cambiarías la decisión de dedicarte
a la profesión docente?
SÍ.
NO.
16. Si la respuesta a la pregunta 15 ha sido SÍ, comparte las razones.
17. Si la respuesta a la pregunta 15 ha sido NO, comparte ¿Cuál es la VERDADERA, ÍNTIMA Y
PERSONAL motivación que mantiene tu decisión de seguir dedicándote a la docencia?
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