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a b s t r a c t

We developed a new survey instrument to investigate teacher educators’ motives for entering the
profession and examined the associations between motives and job satisfaction and emotional
exhaustion in both teachers and teacher educators. Using data from 145 teacher educators instructing in-
service teachers, we identified four motives: career aspirations, social contribution, escaping routines, and
coincidence. While escaping routines represents a ‘push’ factor associated with emotional exhaustion in
teachers, career aspirations represent a ‘pull’ factor associated with job satisfaction in teacher educators.
The instrument can be used as a self-assessment tool for the recruitment of teacher educators.
© 2021 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY-NC-ND

license (http://creativecommons.org/licenses/by-nc-nd/4.0/).
1. Introduction

Teacher educators play an important role in both pre-service
and in-service teacher education (Cochran-Smith, Grudnoff,
Orland-Barak, & Smith, 2020). They teach classes, provide super-
vision, and offer school consultancy (Yuan & Yang, 2020). Despite
the importance of their work, teacher educators are still often
considered ‘hidden professionals’ due to the limited number of
studies that have examined this group (Livingston, 2014; Tack,
Valcke, Rots, Struyven, & Vanderlinde, 2018). Over the last
decade, however, teacher educators have received increasing
attention worldwide, and the number of studies has increased
(Kelchtermans, Smith, & Vanderlinde, 2018). Researchers have
started to focus on the nature of teacher educators’ work by
ichter).
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investigating their professional identities (Lunenberg, Dengerink,&
Korthagen, 2014; Tack & Vanderlinde, 2016; Richter, Brunner &
Richter, 2021) and professional development (Tack &
Vanderlinde, 2019).

Only a few studies to date have examined the reasons why
teachers decide to transition from teaching to teacher education
(e.g., Guberman, Ulvik, MacPhail, & Oolbekkink-Marchand, 2020;
Holme, Robb, & Berry, 2016; Yuan, 2016). The study by Guberman
et al. (2020) discussed various features of teacher education that
may lead teachers to develop an interest in becoming teacher ed-
ucators, while Holme et al. (2016) and Yuan (2016) identified spe-
cific reasons for entering the profession, including professional or
personal reinvention. Although past research suggests a range of
possible motives, none of the existing studies has investigated
teachers’ motives for entering teacher education in relation to
occupational outcomes such as job satisfaction and emotional
exhaustion.
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Against this backdrop, the present study aims to contribute to a
better understanding of the reasons why teachers embark on a
career in teacher education. We investigate the motives of teacher
educators who work with in-service teachers and the relationship
between these motives and aspects of their professional well-
being, which has been shown to be a prerequisite for successful
performance in the teaching profession (Klusmann, Kunter,
Trautwein, Lüdtke, & Baumert, 2008). In particular, this study
aims to answer four questions: (1a) Can different motives for
becoming a teacher educator be measured using a multifaceted,
theory-driven instrument? (1b) To what extent do teacher educa-
tors report different motives for becoming teacher educators? (2a)
What is the relationship between one’s well-being as a teacher and
(2b) teacher educator and the motives for becoming a teacher
educator?

In the following, we first provide a possible theoretical frame-
work to conceptualise motives for becoming a teacher educator. We
then proceed with a brief review of the literature on this topic and
discuss the relationship between the motives leading to a career in
teacher education and aspects of teachers’ and teacher educators’
well-being, focusing on job satisfaction and emotional exhaustion.

2. Theoretical background

2.1. Push-pull theory

People in the teaching profession have various motives for their
career choices (Watt & Richardson, 2007). Studies on work and
career motivation across different professions have classified the
motives into ‘push’ and ‘pull’ factors (Kirkwood, 2009). Push factors
represent personal or external circumstances that cause people to
react in a given situation. In the workplace context, they tend to be
associated with negative feelings. In contrast, factors that ‘pull’
someone to make a decisiondfor instance, to proactively start
something newdtend to be associated with positive feelings
(Hakim, 1989; Kirkwood, 2009).

While push-pull theory has been used widely in studies on
economic behavior (Kirkwood, 2009; Segal, Borgia, & Schoenfeld,
2005), only a few studies have attempted to apply this theory to
research on teachers or teacher educators. Anthony and Ord (2008),
for example, used this approach to investigate career change mo-
tives of second-career teachers, defining push factors as ‘those
factors that provided momentum (or activation energy) towards
seriously re/considering teaching as a career’, which includes ‘being
dissatisfied with aspects of one’s job(s), changing location and not
being able to find a job in their usual occupational area or losing
one’s job’ (Anthony & Ord, 2008, p. 365). They considered pull
factors to be ‘those that seemed to draw people to teaching’, which
includes ‘task demand factors such as looking for a challenge,
antecedent factors such as always wanting to be a teacher and
perceiving a career fit both on a personal ability level and a prior
experiential level’ (Anthony& Ord, 2008, p. 365). In addition, push-
pull theory was also used in a recent qualitative study aimed at
understanding whether teacher educators were ‘pushed’ toward a
career move or ‘pulled’ towards teacher education (Holme et al.,
2016). The present study follows this approach and attempts to
measure push and pull factors of teacher educators and to examine
their relationships to aspects of well-being.

2.2. Motives for becoming a teacher educator

Teacher educators as a group are still under-researched and
poorly understood (Bates, Swennen, & Jones, 2010; Murray &
Kosnik, 2011). Teacher educators can be described in general
terms as those ‘who actively facilitate the (formal) learning of
2

student teachers and teachers’ (European Commission, 2013, p. 8).
In this broad sense, ‘teacher educator’ is used as a generic and
overarching umbrella term that encompasses all types of educa-
tional professionals who are involved in and responsible for pre-
service and in-service teacher training (Kelchtermans et al., 2018).
The group ranges from teacher educators based in institutions of
higher learning that provide pre-service teacher training to those
who provide in-service teacher training in schools (White, 2014).
This study, however, focuses on teacher educators working with in-
service teachers.

Since teacher educators work in different settings that differ
from one country to the next, there are various ways of becoming a
teacher educator (Guberman et al., 2020). Teacher educators often
describe their path into teacher education as unstructured (Mayer,
Mitchell, Santoro, & White, 2014; Murray & Male, 2005). In a
qualitative study of 19 Australian university-based teacher educa-
tors, Mayer, Mitchell, Santoro, and White (2011) reported how
people metaphorically ‘fell into’ teacher education and charac-
terised the transition as a non-active decision. The authors of the
study conclude that becoming a teacher educator is usually not a
consequence of deliberate decisions. This finding is in line with
another study of 20 university-based teacher educators in the
United States (Goodwin et al., 2014), and other qualitative small-
scale studies from different countries (McEvoy, Heikinaro-
Johansson, & MacPhail, 2019; Edmond & Hayler, 2013).

Whereas the aforementioned studies show that many teachers
enter teacher education essentially by chance, other studies pro-
vide evidence of a deliberate decision (Gubermann et al., 2020;
Montenegro Maggio, 2016). In a cross-cultural study conducted in
Ireland, Israel, Norway, and the Netherlands, 41 university-based
teacher educators were interviewed about their recruitment to
the profession (Guberman et al., 2020). Results show that about half
of the teacher educators (51.2%) initiated the transition to teacher
education themselves, while the other half entered teacher edu-
cation after being recruited by headhunting agencies (31.7%) or
simply fell into it by chance (‘serendipity’) (17.1%). This is consistent
with the findings of a qualitative study conducted with seven
teacher educators working in Chile (Montenegro Maggio, 2016). In
this study, some of the teacher educators entered the teacher ed-
ucation program by chance and others named a particular reason
for enrolling. These results imply that a significant proportion of
teacher educators actively pursue careers in teacher education.

With this in mind, Guberman et al. (2020) asked study partici-
pants about their reasons for becoming teacher educators. Teachers
cited mainly pragmatic reasons, such as the desire to change their
regular work environment. The study also found some evidence
that teachers saw the position as teacher educator as a stepping
stone to other professions such as research. Building on these
findings, a case study from the United Kingdom focusing on three
university-based teacher educators (Holme et al., 2016) aimed to
identify key factors in the decision to change careers from teacher
to teacher educator using an auto-ethnographic self-study
approach (e.g., using elements of reflecting free writing, mind
mapping, and discussion). The data analysis revealed three
different themes, each representing a group of motivational factors.
Theme 1 (exploration and reinvention) represented the partici-
pants’ desire to explore possibilities and reinvent themselves pro-
fessionally and personally. This theme comprised a desire for career
development (e.g., statement of a respondent: ‘I want more’, Holme
et al., 2016, p. 345), but also a striving to get away from school (e.g.,
statement of a respondent: ‘The autonomy that our current job
affords us allows us to avoid some of the stresses that can occur in a
more regimented school environment’, Holme et al., 2016, p. 345).
Theme 2 referred to the presence of ‘key figures’ who influenced
participants’ transition to teacher education, such as colleagues,
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friends, and family members (e.g., statement of a respondent:
‘Another influence of the career path that I had chosen is down to
my wife’; Holme et al., 2016, p. 346). However, Holme et al. (2016)
emphasize that the nature of influence differs for each individual.
Key figures may contribute both through direct encouragement,
support or advice and through their role as inspirational role
models. Finally, Theme 3 described a positive and proactive stance
towards learning, expressed in the desire to continue learning for
individual development but also to share learning experiences with
others (e.g., statement of a respondent: ‘[…] one of the things I
enjoyed most was delivering staff training and CPD sessions’,
Holme et al., 2016, p. 347).

In sum, our review of the literature shows that studies on
teacher educators’motives are sparse and that the existing research
is mainly qualitative and exploratory, with mixed findings. The
reasons for entering teacher education appear manifold and
include both push factors (e.g., changes in work environment) and
pull factors (e.g., career development). The few existing studies
point to four main reasons for starting a career as a teacher
educator: First, individuals may ‘fall into’ the profession without
any identifiable motivation, which can be described as coincidence
(Goodwin et al., 2014; Mayer et al., 2011). A second reason could be
a desire to pursue professional development, which can be
described as career aspirations (Guberman et al., 2020; Holme et al.,
2016). A third reason is that individuals may want to change their
daily work environment, which can be described as an escape from
routine (Guberman et al., 2020; Holme et al., 2016). A fourth reason
could be an enjoyment of supporting others in their professional
development, which can be understood as social contribution
(Holme et al., 2016).

2.3. Career change and well-being

Teachers often make a mid-career transition into teacher edu-
cation, a field with different tasks and responsibilities from the field
in which they were originally trained and have gained expertise
(Murray & Male, 2005). From a theoretical point of view, career
changes can be understood as a consequence of specific motives,
which are based, among other things, on aspects of professional
well-being (Rhodes & Doering, 1983). Professional well-being can
be understood as optimal psychological functioning and experience
at work (Ryan & Deci, 2001). It includes the presence of positive
experiences, such as job satisfaction, and the absence of negative
experiences, such as emotional exhaustion (Diener, Suh, Lucas, &
Smith, 1999).

The present study covers both the positive and the negative
dimensions of well-being by addressing job satisfaction and
emotional exhaustion. The research literature conceptualises job
satisfaction as people’s positive or negative evaluative judgments
about their jobs (Weiss, 2002). Skaalvik and Skaalvik (2011, p. 1030)
applied this concept to teachers and defined job satisfaction ‘as
teachers’ affective reactions to their work or to their teaching role’.
In contrast, emotional exhaustion is the core element of burnout. It
is characterised by a low energy level and chronic fatigue including
the feeling of tension and exhaustion of emotional resources
(Maslach, Schaufeli, & Leiter, 2001; Schwarzer, Schmitz, & Tang,
2000).

Although the relevance of teachers’ well-being for their transi-
tion to teacher education has been left largely unexplored in the
research, a number of studies have emphasised the relationship of
teachers’ job satisfaction and emotional exhaustion to teacher
retention and attrition. Job satisfaction, for example, shows a
negative association with the intention to leave the teaching pro-
fession, whereas emotional stress shows a positive correlationwith
leaving the teaching profession (Harmsen, Helms-Lorenz, Maulana,
3

& van Veen, 2018; Skaalvik & Skaalvik, 2011, 2015). In this light,
teachers’ lack of well-being can be considered a push factor that
influences the motivation to change careers.

A few qualitative studies on teacher educators contain infor-
mation that can help to understand how teacher educators perceive
their work as teachers. In the study by Holme et al. (2016) focusing
on the motives of three university-based teacher educators, one
teacher educator reported stressful moments in his or her work as a
teacher. Another teacher educator reported no longer wanting to
deal with school issues. Holme et al. (2016) interpreted these
statements as an expression of avoidance of teacher-related re-
sponsibilities, which would in turn indicate respondents’ negative
evaluation of their position as teachers as a foundation for their
decision to become teacher educators. In a case study of two
university-based teacher educators from Hong Kong, Yuan (2016)
reported the case of a teacher who was frustrated by the unfair
promotion system at his previous school and decided to leave the
job before starting to work as a teacher educator. Again, this case
study indicates that a negative experience as a school teacher can
result in a change of profession.

While the motives for becoming a teacher educator may be
related towell-being as a teacher, the research literature also points
to relationships between the motives for changing careers and
well-being as a teacher educator. Studies on the motives for the
choice of a career in teaching have shown that the types of motives
are related to teachers’ future job satisfaction (Watt & Richardson,
2007; Watt, Richardson, & Wilkins, 2014).

Again, findings on the relationship between motives for
becoming a teacher educator and the well-being of teacher edu-
cators are sparse. However, some studies provide first insights into
the relationships. Yuan (2016) reported the case of a teacher who
had started a career in teacher education essentially by chance,
without any specific reason, and experienced a ‘reality shock’ dur-
ing the transition from teacher to teacher educator due to the un-
expected demands of the new position. In contrast, another teacher
educator reported the specific motivation to contribute to the
professional development of student teachers. This individual
found it refreshing and meaningful to be a teacher educator, which
indicates a pronounced sense of well-being in the profession. This
is in line with findings reported by Vanassche and Kelchtermans
(2016).

In sum, the literature provides some evidence that negative
experiences as a teacher play an important contributing role in the
desire for a career change. However, it is still unclear whether
satisfied and less exhausted teachers are also motivated to make a
mid-career change to become teacher educators. Moreover, the
literature indicates that especially teacher educators who see their
profession as an opportunity to make a social contribution perceive
their new profession positively, while those with no specific mo-
tives for becoming teacher educators may be surprised and over-
whelmed by the demands of the profession, which in turn may
have a negative impact on their well-being.

3. Research goal and question

This study is interested in the motives influencing the decision
to become a teacher educator serving in-service teachers, and in
the relationship between teacher educators’motives for this career
choice and their well-beingdboth previously as teachers and in
their new job as teacher educators. This is one of the first studies to
examine the reasons why teachers choose a career in teacher ed-
ucation. Prior research has produced important findings on this
topic, but according to Lunenberg et al. (2014), more large-scale and
quantitative research on teacher educators is still needed.
Furthermore, we contribute to research on school-based teacher
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educators, who have been underrepresented in previous research.
The study was guided by four research questions:

Research Question 1a: Can different motives for becoming a
teacher educator be measured using a multifaceted, theory-driven
instrument? If so, to what extent are teachers’ motives correlated?

Qualitative research on motives for pursuing a career in teacher
education has revealed a number of different reasons for this career
choice. In relation to push-pull theory (Kirkwood, 2009), we expect
to find evidence of motives that refer both to previous experience
as a teacher (push factors) and to anticipated benefits as a teacher
educator (pull factors). On the side of the push factors, we expect
the intention to escape the daily school routine to be a primary
motive (Holme et al., 2016). On the side of the pull factors, we
expect that teachers are motivated by career aspirations
(Guberman et al., 2020; Holme et al., 2016) but also by the idea of
making a social contribution to the advancement of teachers and
schools (Holme et al., 2016; Vanassche & Kelchtermans, 2016).
Furthermore, we expect some teachers to fall into the profession by
coincidence (Goodwin et al., 2014; Mayer et al., 2011; Yuan, 2016).
Consequently, we expect to find the following motives for teachers
to move into a teacher educator role: career aspirations, social
contribution, escaping routines, and coincidence.

Research Question 1b: To what extent do teacher educators
report different motives for becoming teacher educators?

Some of the previous research has emphasised that many
teacher educators fall into this profession in an unplanned, acci-
dental manner (Goodwin et al., 2014; Mayer et al., 2011). We
therefore expect to find high levels of coincidence among teacher
educators. However, since most research on this question is
descriptive and qualitative rather than using quantitative mea-
sures, we did not formulate additional hypotheses.

Research Question 2a: What is the relationship between one’s
well-being as a teacher and the motives for becoming a teacher
educator?

From a theoretical point of view, motives that can be seen as
push factors in the change of career from teaching into teacher
education could be related to teachers’ well-being in their position
prior to career change (Kirkwood, 2009; Rhodes & Doering, 1983).
Based on both push-pull theory and results of qualitative research
on teacher educators, we expect that the push factor of escaping
routines is negatively related to the perception of well-being as a
teacher (Holme et al., 2016; Kirkwood, 2009). In addition, we
expect that falling into the profession by coincidence is not related
to the perception of well-being as a teacher (Yuan, 2016).

Research Question 2b: What is the relationship between one’s
well-being as a teacher educator and the motives for becoming a
teacher educator?

In line with the previous hypothesis, based on theoretical and
empirical research, we expect to find a relationship between
teachers’ motives for becoming teacher educators and their well-
being as teacher educators (Kirkwood, 2009; Watt & Richardson,
2007). In particular, we expect the pull factors of career aspira-
tions and social contribution to be positively related to the well-
being of teacher educators (Vanassche & Kelchtermans, 2016;
Yuan, 2016). In addition, we expect that falling into the career of
teaching by coincidence is negatively related to the perception of
well-being as a teacher educator due to potential ‘reality shock’
(Yuan, 2016).

4. Methodology

4.1. Study design and context

The present study uses a cross-sectional design to examine
motives of school-based teacher educators and the relationships
4

between their motives and their professional well-being. The study
was conducted in a large federal state in Germany. All teacher ed-
ucators work in a school district that provides ongoing teacher
training. Within each district, staff meetings are held regularly with
all teacher educators to reflect on their teaching practices and
discuss organisational issues. To become a teacher educator in this
federal state, a standardised training program must be completed
that provides teachers with skills and competencies in various
areas such as communication and counselling. Moreover, all
teacher educators work only part-time as teacher educators in their
school districts and spend the rest of their time as public school
teachers. The number of hours spent working as teacher educators
differs between individual teacher educators.

4.2. Sample

The federal state employs a total of 304 teacher educators who
provide classes for all in-service teachers. We conducted a paper-
and-pencil survey at a mandatory staff meeting in the school dis-
trict in spring of 2019. Mandatory attendance meant that the
teacher educators were only allowed to miss the meeting for un-
avoidable reasons such as illness. In total, 145 of 304 teacher edu-
cators attended the staff meeting. The exact reasons for the absence
of the other teacher educators are not known. All individuals pre-
sent at the staff meeting participated voluntarily in the survey.
Therefore, we obtained responses from 47.7% the population of all
teacher educators in this federal state. All datawere suitable for use
in the data analysis.

Themajority of the teacher educators in the samplewere female
(68.3%) and had beenworking on average for 24.3 years as teachers
(SD ¼ 10.9) and for 10.1 years as teacher educators (SD ¼ 7.2) at the
time of the study.

4.3. Measures

We assessed demographic background information on the
teacher educators, their motives, and their well-being as both
teachers and teacher educators using a paper-pencil-questionnaire.

4.3.1. Motives
Since this is one of the first studies to examine the motives of

teacher educators in a quantitative investigation, we first had to
develop new items and scales. We followed a multi-stage proced-
ure that began with an intensive literature review of proven and
frequently cited studies on this issue in order to connect our work
with previous research and to build cumulative knowledge. Based
on the literature review, we developed items to capture the main
motives for becoming a teacher educator (Goodwin et al., 2014;
Holme et al., 2016; Mayer et al., 2011; Vanassche & Kelchtermans,
2016; Yuan, 2016). In a second step, we collected feedback on the
test instrument from various experts in the field of teacher edu-
cation. We first discussed our instruments with representatives of
the institution that provided the official standardized training
program for teacher educators, then presented our revised instru-
ment to the Ministry of Education of the federal state and finally to
experienced teacher educators. Based on the various feedback,
items were dropped and in some cases new items were developed
by our team together with the expert groups. In the end, no
problems were identified concerning thewording of instructions or
items developed to study the motives of teacher educators.

We distinguished the following motives: career aspirations, so-
cial contribution, escaping routines, and coincidence. Each motive
was measured with two items. The first motive (career aspirations)
indicates that teachers became teacher educators to advance pro-
fessionally to become a school principal or a member of the school
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administration. The second motive (social contribution) illustrates
the degree to which a teacher educator wants to improve the
educational system in general, for example, by supporting teachers
in their professional growth. The third motive (escaping routines)
reflects the extent to which a teacher educator has chosen this
career path in order to escape the daily routines and re-
sponsibilities of being a teacher. Finally, the fourth motive (coinci-
dence) captures the possibility that teacher educators entered the
profession without a specific reason. Respondents were asked to
rate all eight items on a four-point Likert scale ranging from 1
(strongly disagree) to 4 (strongly agree). The full instrument is
provided in the Appendix A. Information about the means and
standard deviations as well as the reliability of the scales is pre-
sented in the results section.
4.3.2. Aspects of well-being
To capture aspects of well-being, we assessed four measures: job

satisfaction as a teacher and as a teacher educator, and emotional
exhaustion as a teacher and as a teacher educator (see Appendix A).
We assessed both perspectives of job satisfaction with the same
instrument. We used the German version (Merz, 1979) of the Work
Satisfaction Scale of the Job Diagnostic Survey (Hackman &
Oldham, 1975). Respondents were asked to rate six items from
the perspective of the teacher and the teacher educator on a four-
point Likert scale ranging from 1 (strongly disagree) to 4
(strongly agree). An example item is, ‘All in all, I amvery happywith
my work’. Reliability as measured by the internal consistency
yielded a McDonald’su of 0.80 for the teacher perspective and an u
of 0.83 for the perspective of the teacher educator. The correlation
between both scales is positive, statistically significant, and me-
dium in size (r ¼ 0.41, p < .01). To check the robustness of the two-
factor model, we compared the results with a one-factor model in
which all twelve items were set to load on the same factor. The
results suggest that the two-factor model showed a better fit to the
data, implying that items assessing job satisfaction as a teacher and
as a teacher educator need to be differentiated.

We assessed both perspectives of emotional exhaustionwith the
German adaption of the Maslach Burnout Inventory (Enzmann &
Kleiber, 1989; Maslach, Jackson, & Leiter, 2010, p. 3) with items
rated on a four-point Likert scale ranging from 1 (strongly disagree)
to 4 (strongly agree). An example item is ‘I often feel bored at work’.
Our version uses five items that were assessed from the perspective
of the teacher and the teacher educator. Reliability as measured by
the internal consistency yielded a McDonald’s u of 0.69 for the
perspective from the teacher and u of 0.70 for the perspective from
the teacher educator. The correlation between both scales is posi-
tive, statistically significant and medium in size (r ¼ 0.45, p < .01).
To also check robustness of this two-factormodel, we compared the
results with a one-factor model in which all ten items were set to
load on the same factor. The results suggest that the two-factor
model showed better fit to the data, implying that items
Table 1
Correlation coefficient estimates for relationships between background variables and we

M SD u

1 Gender .71 .46 e

2 Job experience as teacher 24.29 10.53 e

3 Job experience as teacher educator 10.13 7.21 e

4 Job satisfaction as teachera 3.31 .54 .80
5 Emotional exhaustion as teachera 2.16 .70 .69
6 Job satisfaction as teacher educatora 3.28 .54 .83
7 Emotional exhaustion as teacher educatora 1.94 .56 .70

Note.*p < .05; **p < .01.
a Range 1e4.

5

assessing emotional exhaustion as a teacher and as a teacher
educator need to be differentiated. All descriptive statistics and
correlations can be found in Table 1.
4.3.3. Background information on teacher educators
To describe the sample, we assessed gender (0 ¼ male,

1 ¼ female), job experience as a teacher (in years), and job expe-
rience as a teacher educator (in years). Descriptives for both mea-
sures as well as correlations with aspects of well-being are
provided in Table 1.
4.4. Data analysis

To investigate whether different motives of teacher educators
can be measured according to a multifaceted theory-driven struc-
ture (research question 1a), we conducted a confirmatory factor
analysis (CFA) to evaluate the construct validity of the instrument.
The CFA model uses a latent variable to represent each motive with
the respective indicators. CFA allows us to model latent factors by
also taking measurement errors into account. Indices of model fit
were evaluated using the recommendations of Hu and Bentler
(1999) for comparative fit index (CFI; > 0.95), Tucker-Lewis index
(TLI; > 0.95), root mean squared error of approximation (RMSEA; <
0.06), and standardised root mean squared residual (SRMR; < 0.08).
Internal consistency of the instrument was evaluated by
McDonald’s (1999) omega. In recent methodological studies it is
recommended to use omega coefficient instead of the Cronbach
alpha coefficient (Hayes & Coutts, 2020; Zinbarg, Revelle, Yovel, &
Li, 2005). The main argument is that the alpha coefficient makes
unrealistic assumptions because it assumes t-equivalent or equal
factor loadings of the items of the investigated scale (Hayes &
Coutts, 2020; Zinbarg et al., 2005). Dunn, Baguley, and Brunsden
(2014) argues that violation of this assumption causes alpha to
inflate. However, the omega coefficient makes fewer and more
realistic assumptions than alpha and inflation is less likely (Dunn
et al., 2014). N�ajera Catal�an (2019) consider u � 0.65 as the very
minimum to be reliable.

To investigate the relationship between motives for becoming a
teacher educator andwell-being as teacher and as teacher educator,
we estimated a set of four multiple regression models. For each of
the four dependent variables (Model 1: job satisfaction as a teacher;
Model 2: emotional exhaustion as a teacher; Model 3: job satis-
faction as a teacher educator; Model 4: emotional exhaustion as a
teacher educator), we estimated a regression model including each
of the four motives as independent variables. In Model 1 andModel
2, we also include sex and job experience as a teacher as covariates.
In Model 3 and Model 4, we include sex and job experience as a
teacher educator as covariates. The alpha level was set at 5% level.

All analyses affecting the research questions were conducted
using Mplus version 8 (Muth�en&Muth�en, 1998e2017). Parameters
were estimated by maximum likelihood estimation method (ML).
ll-being as teachers and teacher educators.

1 2 3 4 5 6 7

e .05 -.15 .03 -.04 .05 -.03
e .64** -.19* -.03 -.26** .20*

e -.08 -.02 -.09 .16
e -.59** .41** -.28**

e -.22* .45**
e -.67**

e
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Missing value analysis was conducted by performing Little’s (1988)
MCAR test (using IBM SPPS Statistics 26) in order to identify po-
tential patterns in missing data that might bias the analysis. In case
of a non-significant Little’s MCAR test, data were considered to be
missing completely at random (MCAR) and therefore found to be
eligible for full informationmaximum likelihood (FIML) estimation.
FIML methods produced unbiased estimates even in the presence
of missing data if the missing process was considered missing at
random (Schafer& Graham, 2002). For all dependent, independent,
and control variables, Little’s MCAR test was not significant
(c2 ¼ 102.49, df ¼ 87, p ¼ .12). For this reason, the data for all pa-
rameters were concluded to be MCAR. FIML was therefore
considered safe and was applied.
Fig. 2. Means and standard deviations of motives for becoming a teacher educator.
5. Results

5.1. Measuring motives for becoming a teacher educator

The first research question addresses motives for becoming a
teacher educator. Fig.1 depicts the CFAmodel with the four motives
as correlated latent variables. Each latent variable comprises two
indicators (manifest items). All standardised factor loadings vary
between 0.67 and 0.91 and differ significantly from zero at the
0.001 level. The results suggest that all items load significantly on
the hypothesised latent factor. The estimated model meets the
criteria specified by Hu and Bentler (1999) and therefore indicates a
good fit to the data (c2 ¼ 20.93, df ¼ 16, p ¼ .18, CFI ¼ 0.98,
RMSEA¼ 0.05, SRMR¼ 0.04). To check robustness of the four-factor
model, we compared the results with a one-factor model in which
all eight items were set to load on the same factor. The results
suggest that the one-factor model showed poor fit to the data,
implying that items assessing teacher educators’ motives need to
be differentiated (c2 ¼ 153.38, df ¼ 20, p < .05, CFI ¼ 0.42,
RMSEA ¼ 0.22, SRMR ¼ 0.15).

The correlations presented in the model differ in magnitude,
and only two of them are statistically significant. A high positive
correlation can be found between career aspirations and social
contribution. A small positive correlation can be found between
career aspirations and escaping routines. All other correlations are
not statistically significant. However, the correlation between social
contribution and coincidence is also medium in size. The results
suggest that the motives for becoming a teacher educator can be
sufficiently differentiated. Finally, a reliability analysis was per-
formed to examine the internal consistency of the four factors
(0.70 > u > 0.79). All four scales were found to be reliable when
Fig. 1. Measurement model of motives for becoming a teacher educator.
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following the recommendations of N�ajera Catal�an (2019), implying
that different motives for becoming a teacher educator were
measured reliable. In conclusion, measure of motives for becoming
a teacher educator demonstrated a good validity and reliability.
5.2. Descriptive analyses of motives for becoming a teacher
educator

Research question 1b focuses on the reported motives for
becoming a teacher educator using descriptive analyses. The
different mean scores of the four scales indicate that most teacher
educators decided to enter this profession because of two motives:
career aspirations and social contribution (Fig. 2). Both motives
represent pull factors, which make people move into a profession
instead of moving away from it. The mean scores for both motives
can be interpreted as high agreement on a Likert scale from 1 (low)
to 4 (high). Moreover, teacher educators tend to switch to teacher
education only rarely in order to escape from routines. Moreover,
falling into the profession by coincidence also appears to be a rare
phenomenon. Both mean scores indicate low agreement on the
scale.
5.3. Relationships between career change motives and well-being
as a teacher

Research question 2a focuses on the relationship between the
motives for becoming a teacher educator and the perceived well-
being of teachers. We answer this research question by esti-
mating a set of two multiple regressions that include the four
motives as predictor variables and job satisfaction and emotional
exhaustion as teacher as dependent variables. Model 1 predicts job
satisfaction as a teacher, while Model 2 predicts emotional
exhaustion as a teacher. Results are reported in Table 2.

The result of Model 1 shows that escaping routines as a motive to
become a teacher educator was negatively related to job satisfac-
tion as a teacher: This implies that teachers with high job satis-
faction were less likely to become teacher educators with the
motive of escaping their routines. In addition, the control variable
job experience as teacher demonstrates a significant negative effect,
indicating that more experienced teachers report a lower level of
job satisfaction as teachers. Regarding Model 2, results show a
medium positive and statistically significant relation between
escaping routines and emotional exhaustion as a teacher. Further-
more, results also show a small significant negative relationship
between career aspirations and emotional exhaustion as a teacher.
On the one hand, this means that teachers who feel exhausted in



Table 2
Multiple regression of teacher educators’ motives on their well-being as teacher educator.

Predictors (1) Job satisfaction as teacher (2) Emotional exhaustion as
teacher

(3) Job satisfaction as teacher
educator

(4) Emotional exhaustion as
teacher educator

b SE p b SE p b SE p b SE p

Gender .02 .09 .85 -.04 .09 .68 .06 .09 .51 -.02 .08 .85
Job experiencea -.24 .09 .01 .03 .09 .79 .01 .09 .91 .10 .08 .23
Coincidence .10 .09 .28 -.08 .09 .38 -.04 .09 .65 .14 .09 .08
Social contribution .13 .09 .18 -.09 .09 .37 .04 .09 .64 -.19 .09 .03
Escaping routines -.28 .09 < .01 .30 .09 < .01 .19 .09 .03 -.14 .08 .09
Career aspirations -.01 .09 .92 -.24 .09 .01 .35 .09 < .01 -.35 .08 < .01

R2 .16 .17 .18 .26

Note.
a Model 1 and 2 ¼ job experience as teacher; Model 3 and 4 ¼ job experience as teacher educator; b ¼ standardised regression coefficient.
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their profession are more likely to become teacher educators to
escape a stressful work situation. On the other hand, our results
also imply that teachers who feel less exhausted in their profession
become teacher educators for career development reasons.

5.4. Relationships between career change motives and well-being
as a teacher educator

Similar to the procedure used to answer the previous research
question, we address the relationships between the motives for
becoming a teacher educator and the perceived well-being of
teacher educators. We answer this research question by estimating
a set of two multiple regressions that include the four motives as
predictor variables and job satisfaction and emotional exhaustion
as teacher educator as dependent variables. Model 3 predicts job
satisfaction as teacher educator, and Model 4 predicts emotional
exhaustion as teacher educator. Results are shown in Table 2.

The result of Model 3 shows that career aspirations and escaping
routines were positively related to job satisfaction as a teacher
educator. This implies that teachers who chose a career in teacher
education either to boost their career or to escape the day-to-day
business of working as a teacher in school are happier as teacher
educators. Regarding Model 4, results show a negative and statis-
tically significant relationship between both career aspirations and
social contribution and emotional exhaustion as a teacher educator.
This indicates that teachers who chose to become teacher educa-
tors to prepare themselves for other tasks or to help teachers
improve their skills feel less burdened by their new profession.

6. Discussion

This study aimed to investigate whether different facets of
teacher educators’ motives can be measured through a self-report
instrument with good psychometric properties. This study sought
to discover to what extent teacher educators serving in-service
teachers in a federal state in Germany report different motives for
having chosen this profession and whether their motives are
related to aspects of their well-being. For this purpose, the first
large-scale study was conducted on the motives for choosing a
career in teacher education. This study supplements the predomi-
nantly small-scale qualitative research by using a quantitative,
large-scale approach to investigating motives for becoming a
teacher educator and teacher educators’ perceptions of their job.
The need for such a study was already pointed out in the review by
Lunenberg et al. (2014), who concluded that ‘solid quantitative
studies are almost completely absent in the literature’ (p. 72). To fill
this gap, a new instrument was developed to capture different
motives of teacher educators and presented first evidence of its
validity and reliability. In the following, all findings of the present
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study are summarised and both limitations and implications are
discussed.
6.1. Motives for becoming a teacher educator

The primary aim of the study was to identify key factors that
influenced a teacher’s decision to become a teacher educator. The
study showed that we can differentiate four different motives:
career aspirations, social contribution, escaping routines, and coinci-
dence. Our results show that teacher educators’ motives are inter-
related to some extent. This is in line with findings on research on
motivations for choosing the teaching profession (K€onig &
Rothland, 2012). In this sense, teacher educators were not driven
to pursue a career in teacher education primarily by a single motive,
but rather by several different motives simultaneously. The stron-
gest relationship was found between career aspirations and social
contribution.

The results confirm our assumption, based on push-pull theory
(Kirkwood, 2009), that the motives for becoming a teacher
educator are driven by previous experiences as a teacher (push
factors, e.g.: escaping routines) and by the anticipated benefits of
being a teacher educator (pull factors, e.g.: career aspirations),
although all motives differ in strength. In addition, our results
contribute to the small body of literature by replicating findings
from previous qualitative research that showed similar reasons for
becoming a teacher educator, such as career aspirations and the
desire to make a social contribution. (Goodwin et al., 2014; Holme
et al., 2016; Mayer et al., 2011; Vanassche & Kelchtermans, 2016).

We were also able to demonstrate that career aspirations and
the desire to make a social contribution were the major reasons in
our sample for choosing to become teacher educator. The escape
from routine seems to be a relatively unimportant reason for
choosing this career path in our sample. The results demonstrate
that teacher educators who previously worked as school teachers
did not take up their new positions because they felt overwhelmed
with their previous work as teachers and therefore wanted to leave
it. Falling into the profession by coincidence also seems to be a rare
phenomenon. In some ways, the results contradict our expectation
based on previous research that most teacher educators find their
way into this profession by chance (Goodwin et al., 2014; Mayer
et al., 2011). One possible explanation for this contradictory result
is that teacher educators serving in-services teachers in Germany
have to complete a training program prior to entering the profes-
sion. This training program could represent a hurdle that prevents
people from simply falling into the profession and requires a more
deliberate decision to pursue teacher education as a career.
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6.2. Motives and well-being

This study is one of the first that links teacher educators’ mo-
tives for their career choice with their perceived well-being as both
as teachers and as teacher educators. In line with our expectations
and findings from previous qualitative research (Holme et al., 2016;
Yuan, 2016), escaping routines (push factor) is negatively associated
with job satisfaction as a teacher. Contrary to our expectations,
there is also a correlation between well-being as teacher and the
motive career aspirations, which we consider a push factor. In
particular, teacher educators who score high on this motive report
that they felt less exhausted by their work as teachers. This finding
is quite intuitive, considering that there seems to be a group of
individuals who feel less burdened by their work and want to use
their capacities to further their career. This relationship manifests
itself in the statement ‘I want more’ of a respondent in the study by
Holme et al. (2016, p. 345), who also wanted to advance his or her
career.

In addition, we also found positive associations between pull
factors and well-being as a teacher educator, in line with our ex-
pectations and prior research (Holme et al., 2016; Vanassche &
Kelchtermans, 2016; Yuan, 2016). In particular, we found that in-
dividuals with higher scores on career aspirations show lower levels
of emotional exhaustion and higher levels of job satisfaction as
teacher educators. Moreover, the motive social contribution is also
negatively associated with emotional exhaustion as a teacher
educator. This is in line with findings on pre-service teachers’ job
motivation (Rothland, 2013). Contrary to our expectations, we
found a positive relationship between the motive of escaping rou-
tines and satisfaction as a teacher educator.

It seems that factors ‘pulling’ participants toward a career in
teacher education exerted a greater positive influence in the sense
that the motives of social contribution and career aspirations were
both negatively related to emotional exhaustion as a teacher
educator and the latter was also positively associated with job
satisfaction as a teacher educator. The findings thus correspond
with our expectations and with findings from the qualitative study
by Holme et al. (2016). The description of a potential source of well-
being for teacher educators could be of great importance for further
research in this field, since Andreasen, Bjørndal, and Kova�c (2019)
found that job satisfaction is an important prerequisite for
teacher educators being able to develop a professional identity that
can help them to be successful in the profession.

6.3. Limitations and future research

Apart from several strengths, our study also has a few limita-
tions. A first limitation of our study is that it was conducted in only
one federal state in Germany. National and international replica-
tions of this study are necessary to test the generalizability of our
conclusions. Second, our study is based solely on self-reports. The
results could be susceptible to social desirability bias, meaning that
some motives could be over- or underestimated (Furnham, 1986).
Third, this study is based on a cross-sectional design that does not
allow for identification of cause and effect. For this reason, we
cannot make any causal interpretation. Longitudinal research
would be necessary to first measure teachers’well-being, then their
motives for career change, and finally their well-being as teacher
educators. Fourth, we present only a range of possible motives and
do not claim to cover all motives comprehensively. For example, we
have not included the key figures mentioned by Holme et al. (2016)
in this study because we were more interested in what brings
people into teacher education and not who chooses this profession.
Fifth, only 47.7% of all possible teacher educators attended the
mandatory staff meeting and participated in this study. Since the
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reasons for the absences are not known, it is possible that this may
affect the results. However, this is unlikely since absences were only
due to attendance at other job-related appointments or to illness.
Thus, normal fluctuation is assumed. Finally, this study focused on
teacher educators who serve in-service teachers, so the results are
not appropriate for generalization to the entire group of all teacher
educators.

6.4. Practical implications

In addition to potential directions for future research, the find-
ings of this study also imply recommendations for practice. Since
our results suggest that the motives behind a change of profession
are related to well-being within the profession, the choice to
become a teacher educator should be given more attention even
before the decision to enter this profession has been made. In this
context, our instrument could serve as a self-assessment tool in the
recruitment of potential teacher educators, helping them reflect on
why they want to enter the teacher education field. This could help
bring individuals into the profession who are motivated by a pos-
itive commitment to delivering high-quality learning opportunities
to teachers rather than those who already exhibit signs of
emotional exhaustion as teachers.

7. Conclusion

The current study is one of the first to examine (in retrospect)
the motives of teacher educators to change careers. In it, we
developed a new and valid instrument to measure four different
motives for becoming a teacher educator and identified which of
these motives are related to teacher educators’ positive perceptions
of their work. In doing so, our study extends the research on
teacher educators.
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