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Abstract 
Motivation to teach is a complex construct; often it is not observed directly but rather inferred 
from the teachers’ behavioural indexes, such as verbalisations, task choices and goal-directed ac-
tivities. It is related to what energises, directs and sustains teachers’ behaviour as they move to-
ward accomplishing their goals of student achievement. Metacognitive attitude is considered an 
interrelated concept to motivation to teach and refers to teachers’ conscious awareness of their 
thought processes; it is considered as an essential component of the process of teaching for learn- 
ing. It includes self-regulation (teacher self-regualted are able to transform their mental ability 
and teaching knowledge into teaching skills in the classroom with their students) and self-efficacy 
(it refers to teachers’ beliefs about their own values, competencies, and accomplishments). The 
present study investigates the relation between work motivation and metacognitive attitude in a 
sample of Italian teachers, working in Primary, Middle and High School. Data analysis showed 
strong correlation between the two dimensions investigated, giving important suggestions about 
teachers’ lifelong learning.  
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1. Introduction 
Work motivation is an essential incentive to increase work performance and job satisfaction; teacher motivation is 
an essential factor for classroom effectiveness and also for school improvement [1]. To understand and enhance 
the commitment of teachers, teacher motivation and related constructs (such as teaching beliefs and orientation) 
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are frequently studied [2]. In teaching, work motivation is associated to well-being in the classroom, effective 
learning, and a high level of student motivation. Motivation of teachers is strictly related to the perceived self- 
efficacy in teaching, good students’ performance, self-determination, and control of the teaching-learning relation- 
ship [3]. Teachers’ perceived self and collective efficacy has emerged as an important topic in educational research 
[4]-[11]. A strong sense of teachers’ self-efficacy promotes a firm commitment to the profession and collaborative 
relationships with colleagues and parents [12]-[14]. All these dimensions—self-efficacy, self-determination and 
control—are included in the Metacognitive Attitude. Teachers who possess the Metacognitive Attitude have high 
levels of satisfaction in work, are able to manage their emotions when dealing with students, are assured when 
facing critical situations, and use different strategies in different classrooms [3]. The theory of self-determination 
[15] states that people, and also workers, are motivated to satisfy three natural and universal needs: competence (to 
be able to carry out tasks and achieve positive results), autonomy (to be able to choose freely), and acceptance (by 
other people). There is a strong research indicating that, as teachers become more aware of their ability to teach, 
then their self-efficacy increases. As a result, their self-competence improves by developing a metacognitive-self- 
regulatory approach through an inquiry process of reflective thinking on why, what, and how to teach [16], [17]. 
As an extensive review of literature has clearly documented [10], [18], teachers with a strong sense of efficacy 
exhibit greater levels of planning and organization [19], are more open to new ideas and are more willing to 
experiment with new methods to better meet the needs of their students [20], [21]. They also exhibit greater 
enthusiasm for teaching [19], have greater commitment to teaching and are more likely to stay in teaching. Also, 
they are likely to exert a determinant positive influence on students’ achievements and their own sense of efficacy 
[22], [23].  

Even though the studies cited above consider work motivation, in our literature review no individual study 
investigates work motivation with directed measures. 

1.1. Teaching and Gender 
Considering that school teachers in the United States [24] and in the whole western world are mainly female, 
especially in elementary school (>90%), the relatively low number of male teachers in schools has become 
increasingly seen by governments across the western world as a matter of genuine concern [25]-[28]. Skelton [29] 
highlights that the basis for this problem as having arisen from the discussions around boys’ underachievement 
where one of the explanations for the apparent disaffection of schoolboys is the “feminisation” of primary school- 
ing. There are various ways in which this “feminisation” is perceived to be taking place, but the main issue is the 
predominance of female teachers which has been argued to have led to primary schools favouring girls and “girls’ 
learning styles over boys” [30], [31]. Moreover, as Martin and Zenong underline [32], the facets of classroom 
management may vary as a function of the teacher’s gender. Although there are a number of studies that consider 
how teachers differ in their responses to male and female students, few consider the teacher’s gender in these 
interactions [33]. However, related research indicates that a connection between the teacher’s gender and class- 
room management is probable. Research consistently reveals that males are more likely to take control of the 
conversation by choosing the topic, interrupting more, and speaking for longer duration [34], [35]. Women, on the 
other hand, are more likely to use helplessness as a way of influencing others [36], [37]. Girls are more polite and 
less competitive while boys tend to be more assertive, aggressive, and dominant than girls [34]. 

1.2. Aim of the Study 
The purposes of this study are as follows:  

1) Considering that in Italy, as in the western world, teaching is typically a “female” profession, preliminarily 
verify gender differences in all dimensions analysed;  

2) Verify the differences in metacognitive attitudes and work motivation in different school levels (primary, 
junior high and high school) and possible effects of co-variation with gender;   

3) Verify if the use of a metacognitive attitude in teaching is a predictor of an effective work-motivation. 

2. Methodology 
2.1. Participants and Procedures 
The participants were 328 Italian teachers (98 males, 227 females, and three missing values), aged between 27 and 



P. Magnano et al. 
 

 
98 

67 years (M = 49.51; SD = 7.73), and working in Italian primary and high schools. Table 1 shows gender 
distribution between school levels. 

Data has been collected over two scholastic years. Tests have been administrated collectively, anonymously, 
and without time limits. Teachers were not obligated to provide to participate in data collection. This procedure 
was reviewed and approved by the Ethics Commission of Kore University. 

2.2. Instruments 
We have investigated two dimensions: metacognitive attitude and work motivation.  

In order to measure metacognitive attitude we used MESI—Motivation, Emotions, Strategies, and Teaching. 
Metacognitive Questionnaires for Teachers [3]. It is a battery of self-report questionnaires, which includes: 

1) Questionnaire of job satisfaction (adapted from Pavot & Diener [38]), 5 items with Likert scale with 7 points. 
Cronbach’s α is 0.84. 

2) Questionnaire of teaching practices, 25 items with Likert scale with 5 points. Cronbach’s α is 0.83. 
3) Questionnaire of emotions in teaching, which regards positive and negative emotions during teaching and 

positive and negative emotions as teacher (role), 30 items with Likert scale with 5 points. Cronbach’s α is 0.90. 
4) Questionnaire of teaching strategies, 30 items with Likert scale with 5 points. Cronbach’s α is 0.91. 
5) Questionnaire of self-efficacy in teaching (adapted from Tschannen-Moran & Hoy [19]), 24 items with Likert 

scale with 9 points. Cronbach’s α is 0.96. 
6) Questionnaire of incrementality beliefs which evaluates the perceived improvability of a series of com- 

petencies involved in situations of teaching and class management, 16 items with Likert scale with 9 points. 
Cronbach’s α is 0.95. 

In order to measure work motivation we used WOMI—Work and Organisational Motivation Inventory [39]. A 
multidimensional questionnaire evaluates four macro-areas of working motivation. The authors present Cronbach’s 
α calculated for each subscale; the Cronbach’s α for macro-areas have been calculated on the sample of this 
study: 

1) Reward (21 items, α = 0.72) is a motivation to get to the top of the organization and to be recognized by the 
colleagues as a good worker; it includes Career (α = 0.74), Status (α = 0.76), Remuneration (α = 0.75), Feedback 
(α = 0.68). 

2) Success (25 items, α = 0.84), reflects the individual’s desire to guide, encourage, influence others, and 
includes Management (α = 0.77), Activity (α = 0.70), Achievement (α = 0.76), Dominance (α = 0.70). 

3) Competence (28 items, α = 0.67), is the motivation to increase skills and to carry out the tasks, and main- 
taining high standards. Workers motivated by competence fully use their skills and creativity to solve problems. 
They want an ethical organization that matches their own values, takes care of social relations, grouplife and of the 
needs of internal (co-workers) and external clients; this macro-area includes Psychological Climate (α = 0.70), 
Ethics (α = 0.75), Freedom/flexibility (α = 0.67), Self-realization/growth (α = 0.84), External and Internal Client 
(α = 0.70). 

4) Stability (36 items, α = 0.67), is the need to ensure physical integrity and a stable and safe social dimension. 
Workers motivated by stability want to work in a comfortable environment with a good work/family life balance; 
it includes Interest (α = 0.70), Security (α = 0.76), Comfort (α = 0.65), Physical environment (α = 0.69), Work-life 
balance (α = 0.70). 

3. Results 
Considering the prevalence of women among teachers in Italian schools, first of all we have analysed gender 
 
Table 1. Gender and school level distribution.                                                                   

 Primary school Junior high school High school Total 

Males 8 27 63 98 

Females 70 70 87 227 

Missing 2 1 0 3 

Total 80 98 150 328 
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differences with a t test for independent samples, which are reported in Table 2 and Table 3. Results show many 
significant differences between men and women in Metacognitive Questionnaires (Table 2); female teachers have 
higher scores than male teachers in the following dimensions: teaching practices, positive emotions—both as a 
teacher and during teaching—and the use of teaching strategies. Therefore female teachers appear to possess a 
Metacognitive Attitude and apply it in their working practice. We should also consider that no score—neither in 
males nor in females—in the Metacognitive Questionnaire deviates from the norm. Moreover, with respect to the  
 
Table 2. Differences in gender—Metacognitive Questionnaires for Teachers (t test).                                      

 Males N = 98 Females N = 227 
t p (t) 

Dimensions M SD M SD 

Job satisfaction 4.88 1.34 4.88 1.22 −0.01 0.99 

Teaching practices 4.03 0.48 4.17 0.38 −2.84 0.01 

Positive emotions-role 3.34 0.64 3.58 0.67 −2.99 <0.01 

Negative emotions-role 1.80 0.55 1.80 0.56 −0.06 0.95 

Positive emotions-teaching 3.57 0.62 3.79 0.58 −3.02 <0.01 

Negative emotions-teaching 1.63 0.52 1.72 0.50 −1.44 0.15 

Teaching strategies 3.53 0.61 3.81 0.57 −3.89 <0.001 

Self-efficacy 7.29 0.96 7.56 0.84 −2.59 0.01 

Incrementality beliefs 6.93 1.79 7.34 1.31 −2.32 0.02 

 
Table 3. Differences in gender. Work and Organisational Motivation Inventory (t test).                                  

 Males N = 98 Females N = 227 
t p (t) 

Dimensions M SD M SD 

Career 19.20 3.09 20.31 3.27 −2.84 0.01 

Status 19.87 3.47 19.19 3.45 1.61 0.11 

Remuneration 18.40 3.02 19.00 2.77 −1.75 0.08 

Feedback 14.13 2.11 14.71 2.36 −2.10 0.04 

Management 23.64 3.28 23.76 3.45 −0.29 0.77 

Activity 9.89 2.31 9.99 2.30 −0.37 0.71 

Achievement 21.60 2.94 21.07 3.28 1.40 0.16 

Dominance 27.53 3.32 27.18 3.66 0.81 0.42 

Climate 13.50 1.87 13.03 1.92 2.05 0.04 

Ethics 28.82 3.96 30.79 4.55 −3.73 <0.001 

Flexibility 21.71 4.67 23.58 4.92 −3.19 <0.01 

Self-realisation 32.66 4.61 35.52 4.98 −4.85 <0.001 

Client 31.75 3.54 33.49 3.68 −3.95 <0.001 

Interest 14.74 2.14 15.86 2.04 −4.47 <0.001 

Security 25.63 3.61 27.25 3.94 −3.48 0.001 

Comfort 21.59 3.30 22.67 3.08 −2.83 0.01 

Physical environment 14.92 4.51 17.07 4.97 −3.67 <0.001 

Work-life balance 16.35 3.30 17.68 3.95 −2.94 <0.01 

Reward 17.90 2.26 18.30 2.31 −1.45 0.15 

Success 20.67 2.29 20.50 2.35 0.59 0.56 

Competence 25.69 2.77 27.28 3.09 −4.40 <0.001 

Stability 18.65 2.56 20.11 2.84 −4.38 <0.001 
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statistic information in the test manual, we can observe a greater number of gender differences in our sample than 
in the normative sample. 

In the Work and Organisational Motivation Inventory, we also find many gender differences (Table 3): female 
teachers show higher scores in the following motivational dimensions: career and feedback, that are included in 
the macro-area reward; ethics, self-realisation, client, that are included in the macro-area competence (that also 
shows significant gender differences); interest, security, comfort and work-life balance, that belong to the macro- 
area stability, which has significantly higher scores in female teachers than in male teachers. Comparing the scores 
of our sample with the norms of the test, we can observe that some dimensions have lower scores: climate, flexi- 
bility and physical environment in both men and women, which seem to be the less motivational aspects of the 
work; self-realisation in male teachers, who consider their work as not relevant for the realisation of their pro- 
fessional identity. 

Considering the numerous gender differences, in order to verify the effect of interaction between different levels 
of school and gender we used the Two Factors Analysis Of Variance test for independent samples. We will only 
outline significant results. 

As reported in Table 4, we can observe the following results in Metacognitive Questionnaires: 
• scores in Teaching Practices, that assesses the frequency of using “best practice” in teaching, are higher in 

female teachers in Primary School and significantly lower in Middle School; 
• scores in Positive Emotions as Teachers and in Teaching show in female teachers the same trend as the 

previous point;  
• scores in Negative Emotions in Teaching are higher, in both male and female teachers, in Middle School; 
• scores in Teaching Strategies, that assesses the frequency of using “best strategies” in teaching, evident in male 

and female teachers, are significantly lower in High School than in Middle and Primary School; 
• scores in Self-Efficacy in Teaching, are shown to be increasing in male teachers. 

Table 5, therefore, shows the results in Work and Organisational Motivation Inventory: 
• career: for male teachers is more motivational aspect in primary school and scores lower in Middle and High 

School; 
• for both male and female teachers, remuneration is more important in Middle School and less important in 

High School; 
• the scores in feedback, that indicate the need to be appreciated by colleagues and superiors, have lower scores 

in High School; 
• Scores in climate, that refers to the need to work in friendly psychological climate, show increase in impor- 

tance from Primary to High School; 
• Scores in ethics, that indicate working behaviour according to moral principles, have higher scores in higher 

school levels, especially for female teachers; 
• scores in flexibility, self-realisation, interest, security, client, physical environment and work-life balance are 

significantly lower in high school than in other school levels; 
• scores in macro-areas reward, competence and stability are significantly lower in high school than in other 

school levels. 
 
Table 4. Significant differences for school level and gender. Metacognitive Questionnaires for Teachers (two factors AnOVa).  

 Primary school  
N = 80 

Junior high school  
N = 98 

High school 
N = 150 F 

(school 
level) 

F 
(gender) F (interaction)  M 

N = 8 
F 

N = 70 
M 

N = 27 
F 

N = 70 
M 

N = 63 
F 

N = 87 
Dimensions M M M M M M 

Teaching practices 3.95 4.21 4.07 4.15 4.02 4.15 0.12 6.02* 0.53 

Positive emotions-role 3.49 3.80 3.34 3.60 3.32 3.38 2.78 4.39* 0.87 

Positive emotions-teaching 3.62 3.96 3.52 3.73 3.59 3.69 0.88 5.82* 0.59 

Negative emotions-teaching 1.60 1.63 1.84 1.92 1.55 1.63 9.19*** 0.79 0.03 

Teaching strategies 3.75 4.06 3.68 3.81 3.44 3.60 7.91*** 5.29* 0.30 

Self-efficacy 7.08 7.77 7.15 7.42 7.37 7.50 0.76 7.17** 1.23 
*p < 0.05; **p < 0.01; ***p < 0.001. 
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Table 5. Significant differences for school level and gender. Work and Organisational Motivation Inventory (two factors 
AnOVa).                                                                                                  

 Primary school 
N = 78 

Junior high school 
N = 97 

High school 
N = 150 F  

(school 
level) 

F  
(gender) F (interaction)  M 

N = 8 
F 

N = 70 
M 

N = 27 
F 

N = 70 
M 

N = 63 
F 

N = 87 

Dimensions M M M M M M 

Career 22.00 21.16 21.41 22.23 17.91 18.08 60.67*** 0.02 1.05 

Remuneration 20.13 18.76 20.22 20.19 17.40 18.24 21.33*** 0.20 2.31 

Feedback 14.50 14.80 15.00 15.86 13.71 13.72 16.34*** 1.35 0.98 

Climate 12.00 11.97 12.07 12.06 14.30 14.66 84.68*** 0.20 0.50 

Ethics 33.25 32.86 31.85 33.43 26.95 27.00 93.00*** 0.63 1.61 

Flexibility 26.25 26.04 26.44 27.19 19.11 18.70 196.98*** 0.01 0.91 

Self-realisation 36.25 37.39 36.48 38.86 30.57 31.33 95.63*** 6.14** 1.22 

Client 34.25 34.17 33.56 34.89 30.65 31.81 2.32 24.07*** 0.48 

Interest 15.25 16.46 16.44 16.74 13.94 14.66 44.58*** 6.83** 0.72 

Security 29.00 28.19 27.63 29.14 24.35 24.98 37.83*** 0.69 1.26 

Physical environment 20.86 19.81 19.22 20.67 12.32 11.95 233.68*** 0.00 3.20* 

Work-life balance 19.00 19.33 19.41 20.17 14.70 14.36 102.14*** 0.33 1.02 

Reward 19.22 18.49 19.19 19.54 17.18 17.16 30.66*** 0.17 0.74 

Competence 28.40 28.49 28.08 29.28 24.32 24.70 103.83*** 2.54 1.07 

Stability 21,20 22.23 20.87 21.88 17.37 17.77 100.69*** 2.20 0.79 
*p < 0.05; **p < 0.01; ***p < 0.001. 
 

In order to verify if the use of a metacognitive attitude in teaching is a predictor of an effective work-motivation, 
we used linear regression (beta coefficient, p < 0.05), putting the dimensions of a metacognitive attitude as in- 
dependent variables and the dimensions of working motivation as dependent variables. 

Table 6 shows that the motivation to be competent and to be rewarded are predicted positively from emotions 
associated to teaching activity and negatively from negative emotions associated to the role of the teacher; 
motivation to be competent and to have stability are predicted from the use of different strategies with different 
students or classrooms; instead, job satisfaction is a negative predictor of reward. Moreover, negative emotions in 
teaching is a predictor of motivation to be rewarded, be competent and have stability; self-efficacy in teaching is a 
predictor of expectancy of success in working, need of reward and of stability; incrementality beliefs, finally, are 
predictors of three motivational areas; reward, competence and stability. 

4. Discussion 
First of all, the verification of the first and second hypotheses emphasises important gender differences between 
different school levels: teachers who work with children are more motivated and show a higher metacognitive 
sensitivity than teachers who work with elder students. Maybe the quality of relationship, the perceived value of 
their role in the growth of their pupils influences the quality of their professional activity. These observations are 
more relevant for female teachers, in which positive emotions tend to decrease when working with older students. 
Moreover, didactic approach in primary school favours the increase of learning competences more than in higher 
levels of schools, in which teaching is more focused on subject content than metacognitive competences. 

These results concur with the psychometric studies reported in the test manual of Metacognitive Questionnaires 
about gender and school level differences, but are in contrast with a recent study [40], which had the aim of 
exploring similarities and differences among three levels of teachers (Elementary, High School and College) with 
respect to their satisfaction with teaching and their motivation to persist as classroom practitioners. All three levels 
of teachers in this study identified Professional Satisfaction factors (e.g. satisfaction in working with students and 
seeing them learn, enjoyment in teaching the subject, etc.) as the most powerful motivators in their decision to  
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Table 6. Multiple regressions between metacognitive attitude (Metacognitive Questionnaires for Teachers) and work-moti- 
vation (Work and Organisational Motivation Inventory). Beta coefficients for each regression (p(t) < 0.05).                        

Dependent variables 
Independent variables Reward Success Competence Stability 

Job satisfaction −0.14* 0.02 −0.04 −0.02 

Negative emotions-role −0.28* −0.08 −0.29* −0.25* 

Positive emotions-teaching 0.28* 0.19 0.25* 0.13 

Negative emotions-teaching 0.42* 0.13 0.40* 0.42* 

Teaching strategies 0.12 −0.02 0.17* 0.19* 

Self-efficacy in teaching 0.15* 0.19* 0.11 0.16* 

Incrementally beliefs 0.12* 0.01 0.20* 0.22* 
*p < 0.05. 
 
remain in the classroom. It appears that no matter what level teaching occurs, there is a genuine care, concern, and 
enthusiasm around working with students and seeing them learn and grow. The teachers of our sample, mainly 
female, seem to feel more effective within the relationship with younger students: this may be because teaching in 
primary school is more rewarding because students are more involved in learning (growing, the commitment 
toward schoolwork tends to decrease), and have an emotional-based relationship with their teachers (that often is 
the only one) who are considered as maternal substitute.  

The second important result is the strict association between motivation and metacognitive attitude. Motiva-
tion to reward is predicted by all dimensions of metacognitive attitude; motivation to be competent is predicted 
by emotions related to teaching, use of different strategies in different situations and incrementality beliefs that 
are core dimensions of metacognitive attitude. Other studies show similar results about the relationships between 
these dimensions. An Italian research group [41] has demonstrated the validity of a guiding model that concep- 
tualizes self-efficacy and collective-efficacy beliefs as the main determinants of teachers’ job satisfaction. Other 
research findings suggested that goal orientation is a strong predictor of teachers’ engagement and successful 
performance in the classroom [42]-[44]. In a series of papers on job satisfaction and motivation of teachers, 
Scott et al. [45]-[48] found that teachers in different countries generally derive job satisfaction from intrinsic 
factors in the teaching job: assisting the growth of children, developing good relationships with students, and 
experiencing self-growth.  

The relevant role of metacognitive attitudes in teaching has been confirmed by a number of studies that have 
pointed to the influence of the teacher’s self-efficacy beliefs on children’s cognitive achievements and success at 
school [49]-[53]. As Caprara et al. [54] underline, teachers with high self-efficacy beliefs are more likely to 
implement didactic innovations in the classroom and to use classroom management approaches and adequate 
teaching methods than teachers with a low sense of self-efficacy. These encourage students’ autonomy and reduce 
custodial control, [20], [55], take responsibility for students with special learning needs [19], [56], manage class- 
room problems [57], [58], and keep students on task [59]. 

Although it was certainly expected and confirmed by studies previously presented—that have shown that 
teachers’ self-efficacy beliefs have a crucial role in affecting and sustaining their commitment to school and their 
job satisfaction—teachers’ lifelong learning does however not consider this scientific evidence and it is often 
based on disciplinary insights rather than on metacognitive strategies. Moreover, the metacognitive attitude is a 
strong predictor of an effective teaching motivation, confirming the study of Caprara et al. [54] which emphasises 
that teachers’ beliefs in their capacity to efficaciously manage class situations, didactical tasks, and interpersonal 
relationships with the other school members strongly influences their level of satisfaction with job conditions. 

5. Conclusion 
In conclusion, the results of this study give suggestions to improve life-long learning for teachers; it is necessary to 
plan organisational intervention on teachers’ training, working on their metacognitive abilities, their strategies of 
teaching based on a metacognitive approach and their beliefs of self-efficacy. This is because the teachers who 
were most effective at diagnosing and improving student motivation were those who focused on developing 
competencies rather than conveying notions; the teachers whose instructional styles encouraged autonomy were 
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also more effective motivators, while those who reported a more controlling style were less effective motivators; 
the teachers who were better at recognizing low motivation were also better at increasing it [60]; the teachers with 
high levels of self-efficacy beliefs are more likely to be able to create the conditions and to promote the inter-
personal networks that nourish and sustain their work satisfaction [61]. 
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