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Abstract: The main aim of the present study is to adapt the academic motivation scale (AMS) for
use within basic vocational training and university students. Another aim was to analyze the
characteristics of the different dimensions of motivation, whilst also examining existing significant
differences between the two studied educational stages. For this, we conducted exploratory and
confirmatory factor analysis, alongside descriptive and inferential analysis of student responses.
One of the main findings was that a reduced version of the AMS, made up of five dimensions
and 21 items, demonstrated good internal consistency and fit. Further, we observed that intrinsic
motivation is higher in university students, whilst extrinsic motivation is higher during the basic
vocational training stage. In addition, we uncovered significant differences between both educational
stages with regards to the pleasure felt by students when they better themselves, learn new things and
attend the educational center. Differences also emerged in relation to the importance attributed by
students to achieving a good and well-paid job. With regards to amotivation, significant differences
only exist in relation to the motives students have for attending classes and decision making about
whether to continue studying the course they are enrolled on. Finally, we have analyzed how the
variables sex, age, prior work experience and volunteering experience, and average grade influence
the motivation of students undertaking basic vocational training and university students.

Keywords: basic vocational training; self-determination theory; self-regulated learning and univer-
sity studies

1. Introduction

With regards to teaching methodology, we currently find ourselves involved in an un
precedented process of transformation due to the circumstances provoked by confinement.
This has led to public protection measures against COVID-19, turning us towards digital
means for the continuation of academic learning. Today, more than ever, one of the aims
of education must be to shape autonomous students who are active in their learning. In
other words, students must be capable of conducting their own self-regulated learning.
This learning is understood as a series of proactive processes which students are able to
use to set goals, choose and develop strategies to meet goals, and self-control their own
effectiveness. Nonetheless, it is important to highlight that for the development of this type
of learning, good motivation, metacognition, and an assessment in which the student is
able to give responses adjusted to the feedback they receive is required [1–5].

In the present study we focus on analyzing the motivation of students undertaking
basic vocational training (hereon referred to as BVT) and university studies. Academic
motivation consists of the evaluation made by students about different aspects of the
teaching–learning process (content, methods, etc.) as a function of their needs, goals, inten-
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tions, aspirations, interests, etc. All of these aspects result in specific actions, orientations,
and behaviors being engaged in towards oneself [6].

The two most commonly used motivational theories in research studies in this field are
self-determination theory (hereon referred to as SDT) and the motivational self-system [7].
Throughout the last few decades, various international studies have been conducted,
analyzing motivation in adolescents and adults in diverse contexts based on the SDT [8].

According to the SDT, “an understanding of human motivation requires a consid-
eration of innate psychological needs for competence, autonomy and relatedness” [9]
(p. 277). In other words, satisfaction of these basic psychological needs will positively
impact upon individual wellbeing and, therefore, personal learning. Need satisfaction will
occur when students are able to make autonomous decisions about their own learning.
This will also lead them to feel competent within the teaching–learning setting and be open
to the experiences that unfold within it [10].

From this perspective, the SDT defines motivation as a multidimensional construct
(composed of three dimensions) which can be regulated in different ways along a con-
tinuum running from lower to higher levels of self-determination or autonomy. Higher
levels of self-determination go hand in hand with greater intrinsic motivation. In the
academic setting, this refers to the development of learning because the individual ex-
periences enjoyment or pleasure or has a personal interest in the learning taking place.
Lower self-determination goes hand in hand with greater extrinsic motivation. In this case,
learning tasks are performed in order to achieve or avoid outcomes that are external to the
individual (obtain a reward, avoid undesirable situations, social acceptance, etc.). Within
extrinsic motivation, we find the following motivational types: Integrated regulation, iden-
tified regulation, introjected behavioral regulation, and externally regulated behavior. The
motivational types listed above are in order, with the first and last being characterized by
higher and lower levels of self-determination, respectively [11–13].

The third dimension proposed by the SDT is "amotivation". This is defined as a lack
of motivation due to unrealistic expectations. It is different to the concept of demotivation,
which refers to the loss of motivation for causes that are external to the individual [14,15].

Given that presented above, it is important that we, as educational professionals,
promote the self-determination of students, thus encouraging cooperation among them,
effort, and improvement [16] This is especially true in those students, such as those un-
dertaking BVT and university studies, who are preparing themselves to join the world
of work. Intrinsic motivation is not only important for enabling students to finish their
studies with the greatest possible success but, also, to perform their job well and engage in
self-regulated learning in all aspects (social, personal, occupation, and academic) of life.
In other words, individuals must be fully shaped to be able to learn throughout life. In
this sense, many studies have confirmed that intrinsic motivation is associated with better
academic performance and later job satisfaction [17,18]. This gives rise to organizational
learning settings which are committed and inherent to contemporary smart cities.

The innovation of the present study lies in jointly analyzing the characteristics, simi-
larities, and differences of the motivation of students close to entering the world of work.
This is done according to the educational stage and from the SDT theory, describing the
intrinsic motivation, extrinsic motivation, and demotivation of the students at each of these
educational levels. All of this, in the current context of COVID-19, which is undoubtedly
influencing the way of developing teaching-learning processes and student motivation, as
some studies have shown [19,20].

We analyze the AMS scale behavior within the study sample in a specific novel context
in which this scale has never been tested before (COVID-19), we established differences
in the motivation reported by BVT and university students via trend analysis, taking into
account the existing correlation between both variables.

Specifically the motivation of these students is analyzed according to different de-
pendent variables of interest such as sex, age, average grade, prior work experience and
volunteering experience, describing the relationships between them and how each one
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influences motivation of these students in educational context. Moreover, it is verified how
university students have a greater intrinsic motivation and how the variables analyzed
contribute to it. This allows us to extrapolate results to BVT students, whose motivation
has been scarcely studied, and to offer the education professional information that helps
them to give an educational response as appropriate as possible. This becomes especially
relevant if one takes into account the scarcity of educational research aimed at analyzing
the educational stage of BVT, especially in relation to motivation, where we only found
four documents in the main scientific research databases (three documents in Scopus and
one document at Web of Sciences).

We consider that it is very important to advance in the study of motivation, especially
in the educational stage of BVT, not only to obtain better results in the academic perfor-
mance of students but also in order to promote the inclusion of people in today’s society.

That is why this study asks the following research questions: Are there differences in
motivation between BVT students and university students, both close to their incorporation
into the world of work within the context of COVID-19? In what aspects of motivation do
both groups of subjects differ? Does the motivation of these students differ according to the
independent variables: Sex, age, average grade, prior work experience, and volunteering
experience?

To answer these questions, the general objective is to analyze the motivation (extrinsic,
intrinsic and amotivation) for learning that BVT and university students have, close to
their incorporation into the world of work, within the context of COVID-19.

As specific objectives we propose: (1) Adapt the academic motivation scale (hereon
referred to as AMS) for use in a sample made up of BVT and university students who will
soon be joining the occupational setting; (2) Describe the characteristics of the different
dimensions of motivation in BVT and university students whose learning processes have
been impacted by the COVID-19 pandemic; (3) Analyze existing differences between BVT
and university students in relation to the different dimensions making up motivation for
learning and taking into account the independent variables: Sex, age, average grade, prior
work experience and volunteering experience.

2. Materials and Methods
2.1. Participants

The sample is formed by 240 BVT students and 275 university students from the
province of Granada, Spain. Of these students, 29.7% are male and 70.3% are female. A
total of 40.7% of participants are aged between 16 and 19 years, 51.2% are aged between
20 and 29 years, 4.8% are aged between 30 and 39 years, 2.8% are aged between 40 and
49 years, and 0.8% are aged between 50 and 59 years. A total of 92.2% have Spanish
nationality and the remaining 7.8% is distributed between 15 different nationalities, with
the most prominent of these being Romanian, Bolivian, and Chilean.

Of the 240 students undertaking BVT, 107 are enrolled on a middle level course and
133 are enrolled on a high-level course. Of the 275 university students, 210 participants are
undertaking degree studies, 24 are studying a master’s and 41 are undertaking doctoral
studies. The main professional groups to which sampled participants belong are health
(27.2%) and education (53.3%). With regards to the average mark obtained by participants
in the academic year prior to the year in which data was collected, 63.5% of students
reported having obtained a score equivalent to “First-Class Honors” and 16.3% of students
stated having obtained a good passing grade.

In addition, 52% of the sample reported having had a job at some point, relative
to 48% who stated never having worked. The majority had held a job for only a short
period of time with 24.8% having worked in a job for between 1 and 24 months, 5.1% for
between 25 and 60 months, 3.8% for between 61 and 120 months, and 3% for between 121
and 336 months. The job type reported was highly varied, with the highest percentage
belonging to jobs within the hospitality sector (waiting jobs) and the informal education
sector (monitors of extra-curricular, leisure and free-time activities, etc.).
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Finally, 33.6% of participants stated having engaged in volunteering, relative to 66.4%
who had not. The majority of volunteering engaged in lasted between 1 and 24 months
(14.4%), followed by 25 and 48 months (3.4%), and between 49 and 144 months (1.8%). With
regards to the type of volunteering, most activities were performed through associations
and NGOs.

2.2. Design, Procedure and Instrument

The present study followed a descriptive, exploratory, and cross-sectional design.
It was carried out using the academic motivational scale (hereon referred to as AMS).
This instrument was originally designed and validated in French by Vallerand, Blais et al.
(1989), who administered it to 746 Canadian university students [21]. Following this,
Vallerand et al. (1992) validated it in English with a sample of university students [22].
Finally, Núñez et al. (2005) translated the scale into Spanish and validated it with a
sample of university students [23]. A number of years later, it was again validated with
secondary school students [24]. The present study seeks to validate the instrument within
a sample of 240 BVT students and 275 university students, who are currently experiencing
transformations in their learning processes due to the COVID-19 pandemic.

The AMS is comprised of 28 items divided between the following seven dimensions:
Amotivation, external regulation, introjected regulation, identified regulation, intrinsic
goals to experience stimulation, intrinsic goals for knowledge, intrinsic goals for achieve-
ment, academic self-concept, and self-esteem. Responses are provided along a Likert type
scale with values ranging from 1 = Does not apply at all, and 7 = Totally applies.

With regards to the procedure followed to carry out the study, educational centers
were first contacted. For this, they were sent a document in which the study aims were
explained and the questionnaire to be administered to students was provided. Once
the educational centers agreed to and approved documentation, we proceeded to data
collection. Data collection was conducted both in person and digitally due to the measures
in place as a result of the COVID-19 pandemic, with these measures determining data
collection processes in the selected centers. It is important to highlight that, during this
phase, students gave informed consent to participate in the study. This assured total
confidentiality and anonymity of collected data, following the protocol presented and
approved by the ethical committee of the university (reference number: 1678/CEIH/2020)
at all times.

With regards to the analysis of obtained data, we started by conducting exploratory
factor analysis (hereon referred to as EFA) to determine whether the AMS was well ad-
justed to the selected sample. In other words, we analyzed construct validity of the scale
through the method of principal component analysis with varimax rotation (r > 30), pe-
rusing resultant Cronbach α values. In addition, we examined correlations between the
factors obtained through inferential analysis of Spearman Rho values. Once factors were
established, we performed confirmatory factor analysis (hereon referred to as CFA) and
analyzed model fit indices.

Following this, we carried out an analysis of central tendency by establishing re-
gression equations in relation to the nature of different motivational factors as a function
of educational level (BVT and university). This analysis considered the subscales that
make up the instrument. Next, we conducted a descriptive analysis of the means, modes,
standard deviations, and variance of responses given by study participants. We then con-
ducted inferential analysis through the Mann–Whitney Ustatistic, in which we examined
significant differences between BVT and university students regarding specific items. This
provides a more complete view of the way in which motivation behaves as a function of
educational stage.

We also analyze the existing correlations between motivation and the dependent
variables sex, age, work experience, volunteer experience and average grade for the aca-
demic year; as well as the differences in motivation depending on them. To do this, we
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have used the inferential statistics of the Kruskal–Wallis Test, Mann Whitney’s U, and
Spearman’s Rho.

Finally, it is important to highlight that data analysis was carried out using the quanti-
tative data analysis software IBM SPSS® version 25.0, IBM® SPSS® Amos and Microsoft
Excel, Spain.

3. Results

We started by conducting exploratory factor analysis (EFA) in order to analyze the per-
formance of the motivational scale within the study sample (BVT and university students).
The scree plot (Figure 1) shows that the appropriate number of factors or dimensions
between which scale items should be divided is five.
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Figure 1. Scree plot.

Results obtained from the EFA demonstrate that the correlations observed in the
matrix are appropriate given that values for the Kaiser–Meyer–Olkin test for sampling
adequacy (KMO = 0.926; p < 0.5) and Bartlett sphericity test (8873.373; df = 378 and p = 0.000
[<0.05]) are acceptable. Further, all items are deemed to be acceptable given that the factor
loadings for all of them were optimal, with no values lower than 0.400 being obtained.
Following analysis of the internal consistency of the five dimensions in which the scale
was divided, we can see that Cronbach α values of between α = 0.733 and α = 0.901 were
produced (Table 1). These are optimal values which indicate reliability of the sub-scales
and suggest that all of their items measure the same theoretical construct [25].

Once the outcomes of these tests were revealed, we moved on to analyze the correla-
tions produced between the different subscales established via EFA. For this, we examined
the Spearman Rhostatistic. We obtained positive correlations between factors 1, 2, and 5,
with specific values falling between rho = 0.538 and rho = 0.687 (p < 0.01). This makes sense
when we consider that these factors are related with intrinsic motivation. Beyond this, we
can observe that factor 3 produces lower values, although it is correlated with factors 1 and
2, with specific values being between rho = 0.306 and rho = 0.405 (p < 0.01). This is also
logical given that this subscale is related with extrinsic motivation. This weak correlation,
and sometimes even inverse, has also been shown by other studies [26]. Finally, negative
correlations existed between the aforementioned subscales and that pertaining to factor
4. Specifically, values ranged between rho = −0.054 and rho =−0.356 (p < 0.01), which is
somewhat logical when we consider that this factor refers to student amotivation.
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Table 1. Factors pertaining to the academic motivation scale (AMS) following exploratory factor
analysis (EFA).

Item Factor 1 Factor 2 Factor 3 Factor 4 Factor 5

Item 6 0.638
Item 7 0.723
Item 13 0.577
Item 14 0.698
Item 20 0.701
Item 21 0.757
Item 27 0.677
Item 28 0.793
Item 2 0.711
Item 3 0.715
Item 9 0.648
Item 10 0.639
Item 16 0.665
Item 17 0.605
Item 23 0.699
Item 24 0.458
Item 25 0.564
Item 1 0.840
Item 8 0.847
Item 15 0.775
Item 22 0.880
Item 5 0.825
Item 12 0.773
Item 19 0.803
Item 26 0.825
Item 4 0.792
Item 11 0.796
Item 18 0.549

Cronbach
Alfa α = 0.901 α = 0.896 α = 0.889 α = 0.842 α = 0.733

Following completion of EFA, we conducted confirmatory factor analysis (CFA)
through structural equation models (SEM) formed by five factors and their respective
items, previously grouped via EFA. With regards to model fit outcomes, we obtained a
significant Chi-squared value (X2 = 1602.076; df = 345; p = 0.000), an incremental fit index
(IFI) of 0.856 (<0.90), normalized fit index (NFI) of 0.823 (<0.90), confirmatory fit index
(CFI) of 0.855 (<0.90) and root mean square error of approximation (RMSEA) value of 0.084.
This highlights that the values obtained are not optimal. For this reason, we conducted an
analysis of the standardized regression weights. Based on these outcomes we eliminated
items 3, 7, 10, 17, 21, and 24 for being very lowly correlated with their factors (correlations
of lower than 0.644). Once this was completed, we repeated CFA, obtaining significant
Chi-squared outcomes (X2 = 733.493; df = 204; p = 0.000), an IFI of 0.923 (>0.90), NFI of 0.897
(<0.90), CFI of 0.923, and an RMSEA value of 0.071. These values do suggest optimum fit
of this model, composed of five factors, within the study sample (Figure 2). With regards
to internal consistency of the subscales, Cronbach α estimations were repeated for the
factors established following the performance of CFA. The following factors were obtained:
α = 0.890 (factor 1) and α = 0.906 (factor 2). These values are acceptable.
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Once scale fit within the sample was analyzed, we proceeded to analyze trends
with regression equation and R2 of the different motivational dimensions, as estimated
according to established subscales, within the BVT and university educational stages (We
have previously verified that there is a correlation between the different dimensions of
motivation and the educational stages with values between ρ = −267, p = 0.000 y ρ = 361,
p = 0.000. Afterwards, we have proceeded to analyze response trends with regression
equation and R2 (Figure 3).

As observed in the trend analysis factors 1, 2, and 5, which are related with intrinsic
motivation, we can conclude that higher values are obtained in relation to the university
ambit relative to BVT. With regards to factor 3, pertaining to extrinsic motivation for
achieving goals, stronger outcomes were obtained in relation to the BVT stage. More
concretely, when we analyze existing differences in the various items between BVT and
university students, we find differences to be significant in relation to 16 of these items
(three factor 1 items, all (four) factor 2 items, all (four) factor 3 items, one factor 4 item and
two factor 5 items).
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Behind this, with the aim of examining the responses given by students to the different
items, we conducted a descriptive analysis which included estimation of means, standard
deviations, and variance. Further, it was confirmed, via the Kolmogorov–Smirnov test,
that data pertaining to the two groups (BVT and university students) did not follow a
normal distribution with a value of p = 0.000 (<0.05) being produced. In addition, the
Levene test indicated a p-value > 0.05 in only some groups. Thus, the inferential Mann–
Whitney Ustatistic was employed, with outcomes showing significant differences between
the different educational stages in relation to 16 of the items (p-value < 0.05) (see Table 2).

When we focus on mean responses, we can see that responses given in reference to
factors 1, 2, and 5, all of which pertain to intrinsic motivation, produced values that range
between 3.10 and 6.05. These are highly similar to the average values given in relation
to factor 3, which pertains more to extrinsic motivation and whose mean values ranged
between 4.80 and 5.97. In addition, students’ responses collected in relation to factor 4,
which pertains to amotivation, obtained averages that ranged between 1.61 and 3.24.
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Table 2. Descriptive analysis of responses given to scale items and significant differences between responses given by BVT
and university students.

Items Educational Level M SD V Sig.

F1-I.6. For the pleasure I feel when I better myself academically BVT 4.73 1.85 3.44
0.000 *University studies 5.40 1.57 2.46

F1-I.13. For the pleasure I feel when I achieve my personal goals BVT 5.47 1.61 2.62
0.066University studies 5.81 1.28 1.64

F1-I.14. Because I feel important when I do class tasks well BVT 4.55 1.89 3.59
0.066University studies 4.85 1.79 3.22

F1-I.20. Because I feel good when I successfully complete
difficult activities

BVT 4.95 1.66 2.78
0.000 *University studies 5.48 1.5 2.25

F1-I.27. Because classes make me feel good when I try to better myself BVT 4.68 1.75 3.08
0.000 *University studies 5.21 1.54 2.39

F1-I.28. Because I want to prove to myself that I can complete
my studies

BVT 5.43 1.73 3.01
0.087University studies 5.23 1.72 2.98

F2-I.2. Because I like to learn new things BVT 5.52 1.39 1.94
0.001 *University studies 5.91 1.18 1.41

F2-I.9. For the pleasure I feel when I learn new things that I didn’t
know before

BVT 5.30 1.59 2.54
0.001 *University studies 5.80 1.25 1.56

F2-I.16. For the pleasure I feel when learning about topics that
interest me

BVT 5.31 1.67 2.81
0.000 *University studies 5.95 1.17 1.38

F2-I.23. Because my studies enable me to keep learning
interesting things

BVT 5.52 1.58 2.52
0.000 *University studies 6.05 1.24 1.54

F2-I.25. Because I like to read about topics that interest me BVT 4.90 1.70 2.91
0.000 *University studies 5.45 1.43 2.05

F3-I.1. Because it is important to find a well-paid job BVT 5.80 1.47 2.18
0.000 *University studies 4.8 1.55 2.41

F3-I.8. To get a better job position BVT 5.97 1.44 2.09
0.000 *University studies 5.48 1.56 2.44

F3-I.15. Because I want to “live well” once I finish my studies BVT 5.91 1.48 2.20
0.000 *University studies 5.26 1.60 2.57

F3-I.22. To be able to get a better salary BVT 5.83 1.51 2.30
0.000 *University studies 4.95 1.72 2.98

F4-I.5. I honestly do not know, I think that I am wasting time at
college/university

BVT 2.35 1.83 3.38
0.493University studies 2.29 1.62 2.64

F4-I.12. I used to have good reasons for going to college/university,
know I ask myself whether it is worth continuing

BVT 2.72 1.96 3.86
0.002 *University studies 3.24 2.04 4.16

F4-I.19. I don’t know why I go to college/university and I honestly
don’t care

BVT 1.95 1.60 2.58
0.062University studies 1.61 1.19 1.42

F4-I.26. I don’t know, I don’t understand what I am doing at
college/university

BVT 1.89 1.58 2.50
0.381University studies 1.71 1.39 1.94

F5-I.11. Because for me, college/university is fun BVT 3.10 1.86 3.40
0.000 *University studies 4.29 1.66 2.77

F5-I.18. For the pleasure I feel when I take part in debates with
interesting teachers/lecturers

BVT 4.13 1.96 3.85
0.005 *University studies 4.63 1.83 3.35

F5-I.4. Because I really like attending class BVT 3.66 1.84 3.40
0.000 *University studies 5.19 1.34 1.81

Note 1: M, mean; SD, standard deviation; V, variance; Sig = p-value = 0.05. There are significant differences between both educational
stages when Sig = p value < 0.005 (*).

Furthermore, we have analyzed the significant differences existing in the dependent
variable sex, prior work experience and volunteering experience. Regarding the differences
in the dimensions of motivation as a function of the variable “sex”, in the BVT stage we
have been able to verify that there are significant differences in factor 1 regarding intrinsic
motivation for the pleasure of achieving goals (p = 0.000 < 0.05) being better valued by
women. In the university stage there are significant differences in factor 2 regarding the
intrinsic motivation for the pleasure felt when performing certain internal activities to the
subject (p = 0.031 < 0.05) being higher in men than in women; and in factor 5 referring to
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intrinsic motivation for doing tasks external to the subject and with other people that make
them feel good (p = 0.000 < 0.05) being higher in men than in women.

In addition to this, if we do a joint analysis of motivation based on the sex variable for
both educational stages, we have been able to verify that there are significant differences
in intrinsic motivation for the pleasure of achieving goals (factor 1 p = 0.009 < 0.05),
being better valued by women; and in extrinsic motivation or achieve goals (factor 3
p = 0.034 < 0.05) being better valued by men.

Furthermore, motivation differs depending on prior work experience or volunteering
experience. Regarding prior work experience, in the BVT stage there are no significant
differences. In the university stage, there are significant differences in factor 3 referring
to extrinsic motivation and in factors 2 and 5 referring to intrinsic motivation (factor 3
p = 0.000 < 0.05; factor 2 p = 0.004 < 0.05; factor 5 p = 0.015 < 0.05) being higher in students
who have had work experience.

Regarding the variable volunteering experience, if we analyze both stages separately,
we do not find significant differences in motivation. However, if we analyze both stages
together, there are significant differences in intrinsic motivation for the pleasure one feels
when completing specific activities internal to the individual (factor 2 p = 0.025 < 0.05); in
extrinsic motivation for achieving goals (factor 3 p = 0.000 < 0.05) and intrinsic motivation
for performing tasks external to the individual and with others who make them feel good
(factor 5 p = 0.001 < 0.05) being better valued by participants who have volunteered.

Finally, we have used the Kruskal–Wallis test inferential statistic to analyze the signifi-
cant differences in the dependent variable “age” and “average grade”. Regarding the vari-
able “age”, in the educational stage of BVT there are differences in factor 2 (p = 0.029 < 0.05),
referring to intrinsic motivation, between the age ranges 16–25 years, and 36–45 years,
the motivation being higher in the last rank. In the university stage, there are signifi-
cant differences in factor 3 (extrinsic motivation) between the age ranges 16–25 and 26–35
(p = 0.032 < 0.05) being higher in 26–35 years. Further, there are significant differences in fac-
tor 2 (intrinsic motivation) between the age ranges 16–25 and 36–45 (p = 0.002 < 0.05) being
higher in the ages between 36 and 45 years. In addition, we also found differences in factor
5 (intrinsic motivation) between the age ranges 16–25 and 26–35 years (p = 0.012 < 0.05)
being higher in the ages between 25 and 35 years; and between the age ranges 16–25 and
36–45 years (p = 0.001 < 0.05) being higher in the range of 36–45 years. Moreover, we
have verified that there is a correlation between age and intrinsic motivation with values
between ρ = 0.143 p = 0.001 and ρ = 0.341 p = 0.001.

Regarding the variable “average grade”, in the BVT stage we did not find significant
differences. In the university stage, we found significant differences in factor 3, referring to
extrinsic motivation, between students with a qualification of “notable” and “doctoral stud-
ies with a favorable qualification” (p = 0.029 < 0.05), the motivation being higher in doctoral
students. Furthermore, we found differences in factor 2, referring to intrinsic motivation,
between students with a grade of “good” and “remarkable” (p = 0.014 < 0.05) being higher
in students with “remarkable”; between students with a qualification “Good” and “favor-
able doctoral studies” (p = 0.001 < 0.05) being higher in doctoral students; and between
students with a qualification “notable” and “favorable doctoral studies” (p = 0.000 < 0.05)
higher in “favorable doctoral studies”. In addition, we found significant differences in
factor 5, referring to intrinsic motivation, between students with a grade of “good” and
“remarkable” (p = 0.000 < 0.05) being higher in students with “remarkable”, between stu-
dents with a qualification “good” and “favorable doctoral studies” (p = 0.000 < 0.05) being
higher in students with favorable doctoral studies; between students with a qualification
“notable” and “remarkable” (p = 0.003 < 0.05) being higher in students with ”remarkable”,
and between students with a qualification “notable” and “favorable doctoral studies”
(p = 0.000 < 0.05) being higher in doctoral studies favorable. Finally, we have been able to
verify that there is a correlation between intrinsic and extrinsic motivation and the average
score with values between ρ = −0.113 p = 0.010 and ρ = 0.365 p = 0.000.
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4. Discussion

Motivation plays an essential role in the prediction of students’ academic performance
and their future satisfaction and wellbeing in their later profession. Further, it will in-
fluence the performance of tasks, student effectiveness in different ambits and, therefore,
functioning of the organizations at which these students will end up working [17,18,27,28]

For this reason, research—such as that conducted in the present study—is essential
which explores and strives to improve existing instruments in order to more accurately
measure student motivation. Ultimately, the aim of this is to work on this aspect in
classrooms and ensure better teaching-learning processes.

The AMS has been subjected to various validations. Of the validation studies con-
ducted, that conducted by Núñez et al. (2005) stands out [23]. As previously mentioned,
this study translated the scale into Spanish and validated it within a sample of university
students, obtaining a structure divided into seven factors. With regards to the results
obtained by this previous study, consistency values for the considered subscales were
found to lie between α = 0.67 and α = 0.84. Following CFA, a significantchi-squared value
was obtained (X2 = 883.96; df = 320; p < 0.001), alongside a GFI of 0.91, NFI of 0.90, IFI of
0.93, CFI of 0.93, and RMSEA value of 0.05. Several years later, these same authors again
validated the scale, this time within secondary school students [24]. In this case, the most
appropriate model for the scale was composed of seven factors and had an internal consis-
tency that ranged between α = 0.73 and α = 0.86. Other authors determined consistency in
EME (α = 0.87) after applying it to a sample of adults who study a second language [29].
Nonetheless, other studies used the same five-factor scale structure developed by Deci and
Ryan in 1985 with university students, obtaining a value of α = 0.767 [15,30].

In the present study, we adjusted this scale model to BVT and university students,
who shared the common element of being very close to joining the working world and of
experiencing transformations to their learning processes due to the situation provoked by
COVID-19. Following EFA, we obtained an instrument structure which was divided into
five subscales. These subscales were denominated as follows. Factor 1: Intrinsic motivation
for the pleasure of achieving goals; factor 2: Intrinsic motivation for the pleasure one feels
when completing specific activities internal to the individual; factor 3: Extrinsic motivation
for achieving goals; factor 4: Amotivation; and, factor 5: Intrinsic motivation for performing
tasks external to the individual and with others who make them feel good. These factors
obtained Cronbach α values of between α = 0.733 and α = 0.901. As can be seen, these
values are higher than those obtained in the aforementioned research studies.

Following this, we performed CFA, obtaining a significant chi-squared value (X2 = 733.493;
df = 204; p = 0.000), an IFI of 0.923, NFI of 0.897, CFI of 0.923, and RMSEA value of 0.071.
These values are highly similar to those obtained by Núñez and other authors in 2010 [24].
This highlights that an adjusted scale model can be developed to analyze the motivation
held by students who are about to insert themselves into the socio-occupational setting
and are wrapped up in the COVID-19 pandemic.

Focusing on the analysis of the motivation of university and BVT students, we can
say that in general the students are moderately motivated. However, it is important to
highlight that there are differences in the different types of motivation between university
students and BVT students. University students have higher intrinsic motivation and BVT
students have higher extrinsic motivation.

Focusing on BVT students, several studies such as the one developed by Cacheiro
et al. (2015) [31], affirm that these students present “socio-educational difficulties and
they highlight the low motivation for school tasks and the exclusion from work” (p. 1).
This same study shows that lack of motivation for the teaching–learning processes is due,
among other factors, to the school failure that these students have suffered in previous
educational stages, the little involvement of families in the teaching–learning processes,
and an inadequate educational orientation.

Our study confirms what has already been stated by other authors, and also provides
a view on the characteristics of the motivation of these students, analyzing it based on the
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SDT theory, differentiating between extrinsic, intrinsic, and demotivation motivation, in
order to be able to give an adequate educational response in this regard. Specifically, based
on the results of the study, we can say that FPB students have lower intrinsic motivation
than extrinsic motivation. In this sense, most of these students continue their training tojoin
the world of work, that is, for external rewards such as getting a job and earning money,
and not because they enjoy learning new things.

In the case of university students, the intrinsic motivation is greater in the sense
that they do not choose the shortest path to finish their studies and join the working life,
but instead make the decision to continue training. Thus, one of the characteristics that
university students must have to adapt and be successful in the university environment is
motivation and satisfaction with studies [32].

The fact that intrinsic motivation is higher in university students does not mean that
there are not different motivational profiles in this area. Some studies such as those carried
out by Moreno andSilveira (2015) and Vansteenkiste et al. (2009) [33,34] identify different
motivational profiles.

This study has highlighted the need for education professionals to pay attention to
the different motivational profiles, and especially on intrinsic and autonomous motivation
in both educational stages, especially in the BVT stage. This is relevant, if we take into
account that intrinsic motivation is a factor that contributes students achieve self-regulated
and self-effective learning [16,17,35,36] that it implies interest andenjoyment of the activity
that takes place, in this case training and work, throughout life [37].

From a business viewpoint, some studies have shown that a deficit exists in the moti-
vational development of degree students [38] which leads to a reduction in the employment
possibilities of students who They finish their training, and therefore there is a greater risk
that these students will find themselves in social exclusion.

In addition to this, the study has corroborated that, regardless of the educational
level in which we find ourselves, we must take into account a series of variables when
working on intrinsic motivation with students who are close to their incorporation into
the world of work. First, we must address the variable “sex” in the sense that there are
motivational differences based on this variable. In BVT, we have obtained that women
have a higher intrinsic motivation than men. Many studies affirm that there is a greater
intrinsic motivation in women than in men [28,39,40]. However, in this study we have also
seen how, in the university setting, men present greater intrinsic motivation. This reveals
the existence of a correlation between these variables. Given this, education professionals
must pay special attention to this variable in order to promote gender equality in training
and work opportunities in the 21st century, contributing to achieving the sustainable
development objectives (SDG) proposed by the Organization of the United Nations.

Second, the study has corroborated that students who have work and volunteering
experience have higher intrinsic motivation. Some studies, such as those developed by
González-Peiteado, et al. (2016) and Kroll and Vogel (2018) [28,41], have obtained similar
results. BVT students usually have no prior work experience, and volunteering experience
is scarce in both stages of education. Given this, it is necessary to promote these experiences
in the curricula of both educational stages. In this way, we could achieve greater intrinsic
motivation.

Third, age is an essential factor for education professionals to take into account.
Greater attention must be paid to intrinsic motivation at an early age, in the case of this
study in BVT. If during this stage we promote greater intrinsic motivation in the students,
we can achieve continuity in their training or a full satisfactory inclusion in the world of
work. The increase in motivation as people age has also been evidenced by other studies
such as those developed by Symonds, et al. (2019), Okuniewski (2014) and Kusurkar, et al.
(2010) [37,42,43].

Fourth, also we found that there is a correlation between motivation and average
grade. This last correlation has also been shown by numerous studies [44–47]. We especially
highlight the one developed by O’Reilly in 2014 who affirms that there is a correlation be-
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tween greater autonomy of students, intrinsic motivation, and academic performance [40].
As education professionals, we must promote intrinsic motivation in students since “the
more support for autonomy students perceived, the higher their grades” [48]. This becomes
especially relevant for BVT students, who are characterized by low grades.

Finally, with regards to study limitations, we should indicate that it is necessary to
review the functioning of the scale within a larger sample of BVT and university students.
Although CFA produced positive outcomes, we believe that properties could continue to
be improved in order to obtain excellent indices. Beyond this, we consider motivation to
be an essential element when turning the skill to learn into lifelong learning.

5. Conclusions

As main findings of the present study, we highlight the fit of the AMS motivational
scale to the sample of BVT and university students, with good internal consistency indices
and optimal CFA values being achieved.

We also revealed intrinsic motivation to be higher amongst university students and
lower amongst those undertaking BVT. The complete opposite occurred with regards
to extrinsic motivation. In the case of amotivation, this form of motivation obtained
low values in both educational stages, although we should not dismiss it given that it
presents a serious stumbling block to ensuring successful teaching–learning processes.
We were able to establish significant differences between the two educational stages in
motivational aspects. Intrinsic motivation refers to the pleasure students feel when they
better themselves, learn new things and attend college or university. With regards to
extrinsic motivation, significant differences exist in the importance attributed by students
to getting a good well-paid job. Regarding amotivation, differences were only found to
exist in relation to the motives held by students for attending classes and their indecision
regarding whether or not to continue the studies on which they were enrolled at the time
of data collection.

Finally, we have found that there are significant differences in intrinsic motivation for
the pleasure of achieving goals and in extrinsic motivation to achieve goals between men
and women. Moreover, that intrinsic motivation is higher in people with previous work
experience; and that both, intrinsic and extrinsic motivation, are higher in subjects with
previous volunteering experience. Regarding age, we found that motivation increases as
the subjects age. Finally, those with favorable grades at advanced academic levels such as
the doctorate or with high average grades have higher intrinsic motivation.
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