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Abstract The present study examined the associations of
implicit and explicit power motives with the well-being of
teachers. Teachers (N = 170) participated in an online
assessment, which included measures for implicit motives
(assessed by the operant motive test), explicit motives, and
well-being. We expected congruently high power motives
to be linked with the highest levels of well-being. We
tested this assumption using polynomial regressions with
response surface analysis. Results were consistent with our
hypothesis. Additionally, there was an effect of directional
motive incongruence (a combination of a low implicit and
a high explicit power motive was associated with higher
well-being than a high implicit/low explicit combination),
which did not hold when controlling for emotional stabil-
ity. Results for achievement were comparable, but weaker,
and there was no effect for motive incongruence. No sig-
nificant associations were found for motive (in)congruence
in the affiliation domain. Our findings underline the
importance of the power motive in understanding individ-
ual differences in teachers’ well-being.
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Introduction

As educators of future generations, teachers hold an
important position in society. Accordingly, they are con-
stantly in the public eye, receiving much attention from both
the general public and the scientific community. Triggered
by alarming attrition, early retention, and burnout rates
among teachers, researchers have become increasingly
interested in teachers’ occupational well-being in recent
years. On average, teachers report elevated levels of stress
(Chaplain 2008). This can impair their performance, physi-
cal, and mental health (Bauer et al. 2007; Kieschke and
Schaarschmidt 2008) and negatively affect the way they are
perceived by their students (Klusmann et al. 2008). How-
ever, teaching is not a particularly stressful job for all
teachers. Besides a number of environmental factors, several
teacher characteristics have been linked to individual dif-
ferences in stress perception and health outcomes. Many of
them involve motivational factors. Yet social motives, and
in particular the need for power, have been widely neglected
in this stream of research. This is remarkable because the
essence of the power motive—enjoying influencing and
guiding others—is conceived as a core aspect of teaching
(McClelland 1975; Winter 1973). In this article, we
hypothesize that congruently high implicit and explicit
power motives are associated with well-being for teachers.

Teacher characteristics associated with well-being

The main stressors teachers report are interacting with
difficult students, balancing demands from different sides
(students, colleagues, school administration, and parents),
time pressure, and high workload as well as constantly
being evaluated and coping with change (Kyriacou 2001).
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Research on health and (occupational) well-being of
teachers—also in the context of teacher burnout (Vanden-
berghe and Huberman 2006)—has focused for the most
part on environmental influences (e.g., support by school
administration) and their relation to differences in well-
being. Recently, a number of teacher characteristics have
also been proposed as personal resources positively influ-
encing the well-being of teachers.

When looking at broad personality factors and their
relation to well-being in general, emotional stability (i.e.,
low neuroticism) typically emerges as one of the strongest
predictors (DeNeve and Cooper 1998). Emotional stability
also seems to be most relevant for teachers’ well-being.
Teven (2007), for example, found emotional stability to be
positively related to job satisfaction, motivation, and car-
ing, and negatively related to all components of burnout.
Emotional stability has also been found to be positively
associated with teaching enthusiasm and, in turn, teachers’
occupational well-being as well as students’ perception of
instructional quality (Kunter et al. 2011). Given the rele-
vance of emotional stability, it may be useful to demon-
strate associations of further personality characteristics
with teacher’s well-being over and above the influence of
emotional stability (Pretsch et al. 2012).

Further relevant personality characteristics that have
been found to be related to teachers’ well-being include
self-efficacy beliefs (Klassen and Chiu 2010; Schwarzer
and Hallum 2008), hardiness (Chan 2003), coping strate-
gies (Parker and Martin 2009), self-regulatory patterns
(Klusmann et al. 2008), orientations to happiness (Chan
2009), resilience (Pretsch et al. 2012), and goal orientations
(Parker et al. 2012). All of these self-reported personality
characteristics have considerable overlap with emotional
stability because they influence the extent to which
teachers perceive their working environment as stressful.
Nevertheless, they have rarely been tested concurrently
with emotional stability. The incongruence between
implicit and explicit motives has been found to function as
a “hidden stressor” (Baumann et al. 2005), suggesting that
it might affect teachers’ well-being over and above of
emotional stability.

Implicit and explicit motives

Traditionally, three motive dispositions have been exam-
ined. McClelland (1985) referred to them as the “big
three”: the affiliation motive (establishing, maintaining and
restoring positive interpersonal relationships; Atkinson
et al. 1954), the achievement motive (improving one’s
performance, competing with a standard of excellence;
McClelland et al. 1953), and the power motive (having an
impact on others’ feelings, actions, or beliefs; Winter
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1973). McClelland et al. (1989) were the first to propose
independent implicit and explicit motive systems for each
of the three motive domains. Implicit motives are dispo-
sitional preferences for certain emotional incentives that
are learned in early childhood and predict spontaneous
behavior and long-term outcomes. They are unconscious
and best measured by fantasy-based operant tests that build
on the Picture Story Exercise (PSE, Schultheiss and Pang
2007), which is a research variant of the thematic apper-
ception test (TAT, Murray 1943). Their explicit counter-
parts are learned later in the socialization process and
represent goal orientations that predict respondent behav-
ior. Due to their conscious nature they can be assessed by
self-report questionnaires.

Congruence or incongruence between implicit and
explicit motives has been shown to be related to well-being
(for an overview see Brunstein 2010). Among the positive
outcomes associated with motive congruence are higher
emotional and cognitive well-being (Baumann et al. 2005;
Hofer et al. 2010), fewer psychosomatic symptoms (Bau-
mann et al. 2005; Schultheiss et al. 2008), a more mature
identity status (Hofer et al. 2006), and less volitional
depletion (Kehr 2004).

When we describe implicit and explicit motives as being
incongruent or discrepant, this can mean one of two things:
Either the implicit motive is not translated into an equally
high explicit motive and consequently into explicit goals
(described as “leaving undone things we ought to have
done”; Winter 1996, p. 355), or the explicit motive lacks
support from an equally high implicit motive (described as
“doing those things we ought not to have done”; Winter
1996, p. 355). Langens and McClelland (1997, quoted in
Kazén and Kuhl 2011) describe the first case as “a lack of
striving for goals that would give rise to positive affect”
and the second one as “striving for goals without gaining
pleasure from doing so”. The first case may lead to frus-
tration of an implicit need, while the second case may lead
to missing out systematically on rewarding experiences
(Hagemeyer et al. 2013). Langens and McClelland (1997)
argue that the context determines which direction of dis-
crepancy will have the most detrimental effect.

Similarly, congruence between motive systems can refer
to both implicit and explicit motives being congruent at
different levels (high/low) and we can have specific
hypotheses about the “ideal” level of motive scores and
the (in)congruence between them. Only few studies have
taken this into account and have tested specific hypotheses
in this regard. Hagemeyer et al. (2013) investigated the
effects of (in)congruence in communal motives in rela-
tionships and found that individuals scoring congruently
high on both motives reported the highest relationship
satisfaction at the time of the motive assessment as well as
1 year later. Kazén and Kuhl (2011) tested a specific
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hypothesis regarding the direction of incongruence and
found the combination of a high explicit and a low implicit
power motive to be most strongly associated with poor
well-being in a sample of managers, while they found no
general effect of motive (in)congruence.

Power motive in teachers

Beyond the question of congruency or (directional) dis-
crepancy, it has been proposed that the motives of affilia-
tion, achievement, and power are not equally relevant in all
contexts (Veroff and Feld 1970). This idea allows
assumptions about the type of motive that is most relevant
for well-being in a certain work context. For instance,
Kazén and Kuhl (2011) chose a sample of managers to
study the effect of motive (in)congruence in the power
domain on well-being because they argue that the “center
of the activity of a successful manager lies in the direction,
coordination, delegation, and planning of other people’s
actions” (p. 325). In coding systems for implicit motives,
having impact on other people by helping, guiding, and
transmitting knowledge is considered an essential compo-
nent of the power motive (Kuhl and Scheffer 1999;
McAdams 1985; Winter 1994). These aspects of the power
motive, in particular, make it highly relevant for teaching
(McClelland 1975; Winter 1973) and contributed to the
classification of teaching as a mainly power-relevant
occupation (Jenkins 1994).

Winter (1973, 1988) reported that both male and female
college graduates with a high implicit power motive were
more likely to choose a power-related career, among others
teaching, than those with a low implicit power motive.
Jenkins (1994) supported Winter’s findings and also found
that a high implicit power motive in women was associated
with higher job satisfaction in power-related careers, con-
sistent with Veroff and Feld’s (1970) “congruence princi-
ple”. However, Jenkins’ (1994) results were not confirmed
among teachers—in fact, women who worked as noncollege
teachers showed a lower implicit power motive than women
in other professions. But even if the implicit power motive
does not systematically guide vocational choices in favor of
teaching, it may influence the experience and classroom
management of teachers. Consistent with this assumption,
Schiepe et al. (2009) found (noncollege) teachers with
higher implicit power motives to experience more flow
while teaching and to elicit more flow in their students.

Overall, the power motive seems to play a role in rele-
vant aspects of the teaching profession. However, empiri-
cal evidence is rather scarce. To our knowledge, neither
well-being-related associations of the power motive nor the
interaction of implicit and explicit power motives have
been examined in teachers so far.

The present investigation

The focus of the present research was on the power motive
and, in particular, the influence of congruence or discrep-
ancy between implicit and explicit power motives on well-
being in a diverse sample of teachers working in different
school types (primary, secondary, and vocational schools).
Although motive discrepancies in all motive domains, and
probably most consistently in the achievement domain,
have been found to impair well-being, we expected the
power motive to be the most relevant for teachers because
influencing others is a core element of teaching (e.g.,
McClelland 1975). That is, enacting the power motive
includes many aspects that are highly relevant to the
teaching profession, for example (1) prosocial guidance,
teaching of skills and knowledge, helping students and
colleagues, and serving as a role model (2) spontaneous
encouragement, (3) responsible and integrative leadership
that entails supporting other’s autonomy, and (4) exertion
of dominance and strongly controlled guidance. Since
teachers should feel better the more they acknowledge and
enjoy strivings for social influence, we expected congru-
ently high power motives to be associated with the highest
levels of well-being among teachers. Furthermore, we
expected the positive effect of motive congruence to occur
over and above the influence of emotional stability.
Additionally, we aimed at investigating the influence of
directional discrepancies between the implicit and explicit
power motives using polynomial regressions with response
surface analysis, as suggested by Kazén and Kuhl (2011) in
their study on power motives in managers.

Methods
Participants

One hundred seventy teachers (131 women and 39 men)
voluntarily participated in an online survey. Their mean
age was 44.7 years (ranging from 23 to 64 years,
SD = 12.3) and on average they had been working as
teachers for 15.8 years (ranging from 0' to 40 years,
SD = 12.6). 30.6 % of the participating teachers worked at
primary schools, 54.1 % at secondary schools (with all

' The sample included 15 pre-service teachers who were receiving
on-the-job training after graduating from university at the time of data
collection. They did not differ significantly from the more experi-
enced teachers, neither in regard to the dependent variable well-being
nor in most of the motive scales. The only significant difference was a
higher explicit power motive, #(168) = —2,52; p = .01, in the group
of pre-service teachers. However, age and years of work experience
did not correlate significantly with implicit and explicit motive scales
or dependent variables.
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German secondary school tracks being represented in the
samplez), and 15.3 % at vocational schools. The sample
was not designed to be representative of all teachers in
Germany. Nevertheless, a comparison with official statis-
tical data (Federal Statistical Office 2010a, b, ¢) showed
that the distribution of demographical data (gender, age,
work experience) is represented fairly well.

Measures
Implicit motives

The operant motive test (OMT; Kuhl and Scheffer 1999)*
was administered to assess implicit motives. The OMT
uses a modified PSE technique with 15 pictures showing
the silhouettes of one or more persons. For each picture,
participants are asked to choose a protagonist, to sponta-
neously invent a story, and to write down the answers to the
following questions: (1) “What is important for the person
in this situation and what is the person doing?” (2) “How
does the person feel?” (3) “Why does the person feel this
way?” and (4) “How does the story end?”. Table 1 illus-
trates two example responses coded as different compo-
nents of the implicit power motive.

Extensive research on the validity of the OMT is
reported in Scheffer (2005) and Scheffer et al. (2003) as
well as in Baumann et al. (2005, 2010), Kuhl (2001), and
Kuhl et al. (2003). For example, the convergent validity of
the measure is supported by significant correlations of the
OMT motive scores with PSE motive scores coded
according to Winter (1994; Scheffer 2001) when arousing
the respective motives experimentally (power r = .47,
p <.001; achievement r = .47, p <.001; affiliation
r = .31, p < .05; note that correlations are lower without
motive arousal, Schiiler et al. 2015). Previous work has
also demonstrated that implicit motives as measured by the
OMT were able to successfully predict behavior (cf. Bau-
mann and Scheffer 2011; Kuhl 2001). For example, the
OMT affiliation motive was associated with early inter-
personal binding (Scheffer et al. 2003) and moderated
cortisol responses to acute psychosocial stress in high
school students (Wegner et al. 2014). Adolescents with
higher OMT achievement motives were more successful in

2 The German secondary school system consists of several tracks that
differ in the number of school years and the academic opportunities
available to students after graduating. Even though tracks vary
between different regions in Germany, a rough differentiation can be
made between the academic track (Gymnasium) and the nonacademic
tracks (e.g., Realschule, Hauptschule) in that passing the final exams
of the Gymnasium (i.e., the “Abitur”) is obligatory for university
education.

> A comprehensive scoring manual for the OMT is available in
German and in English from the second author.
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applying for an apprenticeship (Heckhausen and Tomasik
2002). In a study by Wegner and Teubel (2014), the OMT
achievement motive predicted a different type of behavior
in team sports (match performance) than the explicit
achievement motive (choices for goal distances). Scheffer
et al. (2003) showed the OMT achievement motive to be
related with grades in university and the power motive to
be associated with success in assessment center tasks for
managers. Furthermore, Scheffer (2005) found the OMT
power motive to predict peer ratings of leadership skills.

In the present study, two trained coders independently
coded a subset of 1125 responses (of n = 75 participants).
Disagreements were resolved through discussion, together
with a third trained and experienced coder. We obtained
overall scores for the affiliation, achievement, and power
motives by aggregating the four approach components for
each motive, as suggested by previous work (Baumann
et al. 2005, 2010). The inter-rater agreement of the inde-
pendently coded scores, calculated following the procedure
described in Winter (1994) for the PSE, was .93. When
coding the PSE, a correction for length of protocol is
required. As there was only one coding per picture of the
OMT, this was not necessary here.

Explicit motives

To measure explicit (self-attributed) motives, we applied
subscales of the motive enactment test (MET; in German
Motiv-Umsetzungs-Test, MUT; see Kuhl and Henseler
2004) and subscales of the Business-focused Inventory of
Personality (BIP; in German: Bochumer Inventar zur
berufsbezogenen Personlichkeitsbeschreibung; see Hossiep
and Paschen 2003, 2008). The MET scales have been used
especially in research on motive congruence (e.g., Bau-
mann et al. 2005; Kazén and Kuhl 2011). In addition,
Schiiler et al. (2015) show significant correlations with
other standard instruments in motivation research such as
the Personality Research Form (PRF, Jackson 1984; power
r = .46, p < .001; achievement r = .23, p < .05; affilia-
tion r = .22, p < .05) and the goal questionnaire (cf. Job
et al. 2009; Schnelle et al. 2010; power r = .31, p < .001;
achievement r = .25, p <.001; affiliation r = .42,
p < .001). The respective BIP subscales have been used in
previous research, especially in the organizational context,
to measure the explicit achievement and power motives
(e.g., Bergner et al. 2010; Mayrhofer et al. 2005; Miiller
et al. 2004; Schuh et al. 2014).

We assessed the affiliation motive using the four-item
MET scale affiliation dominance (e.g., “I’m in my element
when I can chat with other people”; o = .70). The explicit
achievement motive was measured using a combined score
(o0 = .84) of the four-item MET scale achievement domi-
nance (e.g., “I often engage in spontaneous activities in
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Table 1 Two measurement examples of the implicit power motive

What is important to the person in this situation and what is the person doing?

“she is encouraging the smaller person”

“calm, serene”

How does the story end?

“confident”

How does the story end?

How does the person feel?

How does the person feel?

Why does the person feel this way?

“she enjoys being able to help the other person”

“they discuss a possible solution together”

(person on the right marked as protagonist)

What is important to the person in this situation and what is the person doing?
“the protagonist informs the subordinate about how to proceed”

Why does the person feel this way?

“the protagonist is the boss; he is authorized to give directives; he knows where it’s at”

“the subordinate expresses concerns in respect to the directives; the directives of the protagonist
will be followed nevertheless”

(person on the left marked as protagonist)

which I can test my abilities”) and the seven-item BIP
scale achievement motivation (e.g., “I am only satisfied
with my work when I achieved an outstanding perfor-
mance”’) that was developed based on McClelland’s (1985)
conceptualization of the achievement motive. To measure
the explicit power motive, we used a combined score
(o0 = .72) of the four-item MET scale power dominance
(e.g., “When I am in a group, I often express my opin-
ions”) and the eight-item BIP scale leadership motivation
[e.g., “I avoid conversations in which I have to influence
others heavily” (reverse-coded)] that was developed based
on McClelland’s (1985) conceptualization of the power
motive. In the present sample, teachers who held leading
positions at their schools (e.g., headmaster, chair of a
working group; n = 79) showed a significantly higher
explicit power motive than teachers who did not, n = 91;
1(168) = —3.15, p = .002, d = 0.48, but there were no
differences in the explicit affiliation or achievement
motives (ps > .18) which supports the validity of the
measure used.

Emotional stability

The eight-item BIP scale emotional stability (e.g., “I am
not easily thrown off track”; oo = .83) was used. This scale
is based on the conception of neuroticism/emotional sta-
bility in the five-factor model. It is widely used in practice
and in research in the organizational context (e.g., Miiller
et al. 2004; Rauschenbach and Hertel 2011) and it has
shown convergent and predictive validity (i.e., the corre-
lation with the NEO-PI-R Neuroticism scale was r = —.78
and it correlated moderately with both objective and sub-
jective job success, cf. Hiilsheger et al. 2006).

Well-being

We assessed well-being using the WHO-Five Well-being
Index (WHO-5; World Health Organization: Regional
Office for Europe 1998; Bech et al. 2003; Bech 2004). The
WHO-5 captures positive psychological well-being and
consists of five items measuring positive mood (e.g., “I
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have felt cheerful and in good spirits™), vitality (“I have
felt active and vigorous”) and general interest (e.g., “My
daily life has been filled with things that interest me”).
Participants are asked to rate each of the items on a 6-point
Likert scale from O (not present) to 5 (constantly present)
concerning the previous 14 days. In the present study, the
internal consistency of the scale was o = .87.

Procedure

After obtaining consent from the respective administrative
authority, participants were recruited via snowball sam-
pling. School principals were contacted via e-mail and
were asked to forward the invitation to participate in the
study among their team members. Teachers were also
contacted directly, e.g., via associations for teachers. We
asked teachers to voluntarily complete the online survey
containing all of the described measures as part of a larger
questionnaire package. None of the participants were paid
for their services and they could withdraw from partici-
pating at any time.

Statistical model

We carried out polynomial regressions with response sur-
face analyses (RSA) to investigate the effects of (direc-
tional) discrepancies and congruence between implicit and
explicit motives on well-being, as recommended by
Edwards (1994, 2002). Using this analysis allows differ-
entiating between the association of an outcome variable
with (a) the agreement, (b) the degree of the discrepancy,
and (c) the direction of the discrepancy between two pre-
dictor variables. Shanock et al. (2010) provide a general
introduction and Schonbrodt (2015) offers a comprehen-
sive overview on the method and its application.

To enhance interpretability of the results, we centered
the predictors around a meaningful zero point (as recom-
mended by Schonbrodt 2015) by computing z-scores for
implicit and explicit motives. We used the RSA package in
R (Schonbrodt 2014) to run the RSA models. In a pre-
liminary step, we assessed whether there are indeed dis-
crepancies in the predictors (with respect to numerical
congruence). The distribution was 32.4 % implicit <
explicit power motives, 33.5 % congruence, and 34.1 %
implicit > explicit power motives, so all three possible
configurations were present in the sample.

The motive incongruence assumption is often tested as a
difference model: Z = ¢y + ¢1(X=Y)> + e. However, the
difference model makes a lot of assumptions that are not
tested. The polynomial regression analysis, in contrast,
allows to test all implicit mathematical constraints in a full
model: Z = by + b X + byY + b3X° + byXY + bsY” + e.
For example, it is no longer assumed that (but empirically
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tested whether) bs equals bs (cf. Schonbrodt 2015). To test
the full model, several new variables have to be calculated:
(a) the square of the standardized explicit power motive
score, (b) the cross-product of the standardized implicit and
explicit power motive scores, and (c) the square of the
standardized implicit power motive score. Then, the out-
come variable (well-being) was regressed on the stan-
dardized predictor variables (implicit and explicit power
motives), the cross-product of the standardized predictors,
and the square of each standardized predictor. All these
terms were entered into the regression simultaneously. If
the variance of the outcome explained by the regression
(R*) was significantly different from zero, four surface
values (a;—a,) were calculated to interpret the results of the
polynomial regression. These surface values describe
whether different relationships between the predictor
variables are related to the outcome variable.

The surface value a; describes a linear, additive rela-
tionship of implicit and explicit power motives along a line
of perfect agreement. If a; is significant and positive, well-
being increases as implicit and explicit motive scores
increase (Y = X). The surface value a, describes a non-
linear relationship between implicit and explicit motives
and well-being. If a, is significant and positive, this indi-
cates that both types of motive congruence (low/low and
high/high) are associated with an increase in well-being.
The surface value a; describes an effect of a particular
direction of the discrepancy between implicit and explicit
motives on well-being. If a5 is significant and positive, this
indicates that well-being is increased when the explicit
motive (X) is higher than the implicit motive (Y) and
reduced when the discrepancy is the other way around. The
surface value a, describes the relationship between the
level of discrepancy and the outcome variable. It thus
indicates a non-directional effect of incongruence between
implicit and explicit motives on well-being.

Polynomial regression analysis allows testing specific
expectations about how the relationship between the two
predictors (implicit and explicit motives) relates to the
outcome variable (well-being). In the present study, we
expected that power motive congruence would be related to
higher well-being, and that well-being would be highest
when both implicit and explicit power motives were high.
A rising ridge model would best depict these hypothesized
relationships. This model is characterized by significant
surface values a; and a4, i.e., there is both a linear effect
along the line of congruence and an effect of the level of
discrepancy between implicit and explicit motives (higher
levels of discrepancy being associated with lower well-
being). To test whether a rising ridge model indeed rep-
resented the data best, we compared several nested poly-
nomial regression models (full polynomial, rising ridge
surfaces, and basic squared differences). In these model
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comparisons, starting from the full polynomial model, the
most parsimonious model that did not show a significantly
worse fit in comparison to the previous (more complex)
model was chosen. This procedure makes sure that the data
are accurately represented, but avoids the risk of overfitting
(cf. Schonbrodt 2015).

Results
Intercorrelations

As listed in Table 2, the correlations between implicit and
explicit motive scales were not significant. The implicit
motives showed no significant correlations with well-be-
ing. Explicit affiliation and achievement motives yielded
significant, but small positive correlations with well-being,
while the explicit power motive showed a medium-sized
correlation with well-being.

Polynomial regression analysis

Several response surface analysis models on well-being
using the (implicit and explicit) power motives as predic-
tors were computed and compared. The overall model was
significant (R* = .15, p < .001). For the full polynomial
model, the surface values were: a; = 1.93 (p < .001);
a =073 (p=.13); a3 =116 (p <.05); a, = —1.02
(p = < .05). Model comparisons revealed that a shifted
rising ridge (SRR) model had the best fit to the data (fit
indices are displayed in Table 3): The difference in x>
between the SRR model and the previous models (full,
SRRR) was not significant (i.e., it did not show a worse fit
to the data) and the difference in 3 between the SRR and
the rising ridge (RR) model was significant (i.e., the fit of
the RR model was significantly worse than of the SRR
model). Hence, the SRR model was chosen, as it was the
most parsimonious model with the best fit. The results of

the polynomial regression analysis based on the SRR
model on well-being are listed in Table 4. The surface
value a; was positive and significant (p < .001), indicating
that high levels of implicit and explicit power motives had
additive effects on well-being. Furthermore, the surface
value az was positive and significant (p < .05), indicating
that the particular direction of the discrepancy between
implicit and explicit power motives had a significant effect
on well-being. There was also a general effect of congru-
ence, as indicated by a significant surface value a4
(p < .05). The response surface pattern of the shifted rising
ridge model is illustrated in Fig. 1. Consistent with our
expectations, congruently high levels of implicit and
explicit power motives were associated with the highest
level of well-being (see back corner in Fig. 1). At the same
time, the particular discrepancy of high implicit and low
explicit power motives was associated with the lowest level
of well-being (front-left corner in Fig. 1).

In an additional analysis, we controlled for emotional
stability. The overall model was significant (R* = .46,
p < .001). For the full polynomial model, the surface val-
ues were: a; = 1.06 (p <.01); a, =0.57 (p =.14);
a3 = 0.56 (p = .17); a4, = —1.11 (p < .01). Again, several
nested response surface analysis models were computed
and compared. As Table 3 shows, a rising ridge (RR)
model displayed the best fit. The difference in %> between
the RR and the previous models (full, SRRR, SRR) was not
significant (i.e., it did not show a worse fit to the data) and
the difference in %> between the RR and the squared dif-
ferences (sqdiff) model was significant (i.e., the fit for the
squared differences model was significantly worse than for
the RR model). Hence, the RR model was chosen, as it was
the most parsimonious model with the best fit. For this RR
model, the surface values were: a; = 0.96 (p < .05);
a, = 0.00; a3 =0.00 and a4 = —1.17 (p < .01). This
means that, when controlling for emotional stability, there
was a linear additive effect on the line of congruence as
well as a general (non-directional) effect of incongruence,

Table 2 Intercorrelations
between the main variables

(implicit motives, explicit
motives, well-being, and
emotional stability)

@ O @ (5) (6) N (®)

(1) Implicit affiliation motive 08  —. 44w .04 .08 —-.03 .05 .04
(2) Implicit achievement motive — .3 kE* .00 —.07 —.01 .00 —.02
(3) Implicit power motive —.01 —.03 .08 .09 .04
(4) Explicit affiliation motive .08 26%* .16%* 20%
(5) Explicit achievement motive QO 29%:% .10
(6) Explicit power motive 32k 27H**
(7) Well-being 63 Hk*

(8) Emotional stability

Correlations with the implicit motive scores are non-parametric correlations (Kendall’s Tau), all other
correlations are parametric correlations (Pearson’s r)

*p <.05; ** p < .01; *** p <.001
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Table 3 Testing different rising ridge models against the full poly-
nomial model, squared differences, and the null model

df p

Model R> o2 RMSEA SRMR AIC

Models without control variables

Full 147 000 O 0.000 0.000  3575.98
SRRR 135 234 1 .124 0.090 0.021 3576.34
SRR 135 251 2 .703 0.039 0.022  3574.49
RR 103 859 3 .014 0.105 0.042  3578.56
sqdifft .024 23.02 4 .000 0.167 0.068  3591.00
Null 000 27.12 5 .043 0.161 0.073  3593.09
Models controlling for emotional stability
Full 455 000 O 0.000 0.000  3968.70
SRRR 448 217 1 .141 0.083 0.014  3968.87
SRR 448 225 2 783 0.027 0.015  3966.95
RR 440 457 3 128 0.055 0.021  3967.27
sqdifft 419 1080 4 .013 0.100 0.031 3971.50
Null 391 19.00 5 .004 0.128 0.042  3977.70

SRRR, shifted and rotated rising ridge model; SRR, shifted rising
ridge; RR, rising ridge; sqdiff, squared differences; best fitting model
is printed in boldface. p = significant difference (i.e., worse fit)
compared to the more complex model above

but there was no difference between the two directions of
discrepancy. The response surface pattern of the RR model
is illustrated in Fig. 2.

Affiliation and achievement motives

We controlled for the influence of the (implicit and
explicit) achievement and affiliation motives by entering
them as control variables into the polynomial regression
analysis with the power motives as predictors of well-be-
ing. This model yielded a very similar pattern of surface
values, a; =2.15 (p <.001); a, =0.53 (p = .26);
a3 = —0.09 (p = .88); a, = —1.14 (p < .05) as the model
controlling for emotional stability. An analogous polyno-
mial regression analysis on well-being using the (implicit
and explicit) affiliation motives as predictors did not pro-
duce any significant results, i.e., the full model did not
explain a significant amount of variance (R? = .04,
p=20"

For the achievement domain, the overall model was
significant (R2 = .12, p < .001) and the surface values for
the full polynomial model were: a; = 1.33 (p < .05);
a =101 (p=.06); az;=131 (p<.0l); ay =0.87

4 One might argue that the explicit affiliation motives were less
reliable because they were assessed with fewer items (4 items) than
the explicit achievement and power motive (11 and 12 items,
respectively). However, the findings were similar when using only the
four-item MET scales for power and achievement. We included the
additional BIP scales because they are common in career counseling
and give a more complete picture of power.
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(p = .06). Comparisons of nested polynomial regression
models revealed that a shifted rising ridge model (SRR)
provided the best fit. The surface values for this SRR model
were: a; = 1.46 (p < .01); a, = 0.00; a3 = 1.32 (p < .01);
as = 0.79 (p = .09). When controlling for emotional sta-
bility, the surface values were lower, but the pattern of
results did not change substantially. Thus, teachers with a
combination of low implicit and high explicit achievement
motives reported higher well-being than those with high
implicit and low explicit achievement motives. In contrast
to the models with the power motives, there was no general
effect of motive incongruence and overall, the relationships
were weaker.

Gender differences

Since the sample was female oriented and gender differ-
ences in power motivation have been reported previously
(Winter 1988), we tested whether gender differences may
have played a role in the results reported here. Neither the
implicit, #(168) = —0.82, p = .42, nor the explicit power
motive, #(168) = 0.57, p = .57, differed between men and
women, and there were also no gender differences for well-
being, #(168) = 0.61, p = .54. When we controlled for
gender in the polynomial regression analyses, this also did
not change the results.

Discussion

The present research investigated the role of implicit and
explicit power motives for teachers’ well-being. Consistent
with previous findings (e.g., Kollner and Schultheiss 2014;
Spangler 1992), implicit and explicit motives were found to
be statistically unrelated. Whereas the explicit power
motive was positively associated with well-being, the
implicit power motive was not. However, polynomial
regressions with response surface analyses revealed that the
(in)congruence between implicit and explicit motives
explained additional variance, even when controlling for
emotional stability in the analysis. Congruently high
implicit and explicit power motives were associated with
the highest levels of well-being. Results for achievement
were comparable, but weaker, and there was no effect for
motive incongruence. No significant associations with
well-being were found for (in)congruence in the affiliation
motives. This suggests, as has been previously proposed
(Jenkins 1994; McClelland 1975; Winter 1973), that the
power motive is indeed the most influential in the teaching
profession.

It is noteworthy that the findings concerning the influ-
ence of the directional discrepancies between implicit and
explicit motives are opposite to those previously found in
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power motve discrepancy a5 8 SE R
predictor of well-being (based 4
on the shifted rising ridge . .
model) Explicit power motive (b;) 1.53%%* 0.34

Implicit power motive (b,) 0.30 0.34

Explicit power motive squared (bs) —0.28%* 0.12

Explicit power x implicit power motive (by) 0.56%* 0.25

Implicit power motive squared (bs) —0.28* 0.12

Coefficient SE

Surface value a;: slope along X = Y (as related to Z) 1.83%%* 0.46

Surface value a,: curvature on X = Y (as related to Z) 0.00

Surface value a3: slope along X = —Y (as related to Z) 1.24% 0.50

Surface value a4: curvature on X = —Y (as related to Z) —1.12% 0.49

a; = (b; + b,), where by is the beta coefficient for the explicit motive and b, is the beta coefficient for the
implicit motive, a, = (bz + by + bs), where b is the beta coefficient for the explicit motive squared, by is
the beta coefficient for the cross-product of explicit and implicit motive, and bs is the beta coefficient for
the implicit motive squared, a3 = (b; — by), a; = (b3 — by + bs)

B, unstandardized coefficients for variables; SE, standard error; R2, variance accounted for. * p < .05;
** p < .01; *** p <.001

Well-being

Fig. 1 Response surface analysis plot of the shifted rising ridge
model on well-being (range of scores: 3-25). The predictors were the
explicit power motive and the implicit power motive

managers (Kazén and Kuhl 2011). While congruently high
power motives are the most favorable for both professions,
the least favorable combination differs for the two samples.
For managers, a high/low combination of implicit/explicit
power motives was less detrimental for well-being than a
low/high combination, suggesting that managers should be
especially wary of striving for influence they do not enjoy.
By contrast, a high/low combination of implicit/explicit
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Fig. 2 Response surface analysis plot of the rising ridge model on
well-being (range of scores: 3-25) when controlling for emotional
stability. The predictors were the explicit power motive and the
implicit power motive, and emotional stability as a control variable

power motives was most detrimental for well-being in the
present sample of teachers, suggesting that teachers should
not miss opportunities to strive for influence—even if they
do not wholeheartedly enjoy it. However, the directional
effect was driven by the overlap with emotional stability.
When controlling for emotional stability, the high implicit/
low explicit discrepancy was not related with significantly
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lower well-being than the low implicit/high explicit dis-
crepancy. This suggests that teachers low in emotional
stability avoid situations in which they have to influence
others explicitly (cf. BIP sample item). Avoiding overt
power struggles and explicit opposition may be adaptive
when one is highly sensitive to negative affect (i.e., high in
neuroticism) and has low capacities to self-regulate nega-
tive affect (Baumann et al. 2007).

Our present findings are in line with the conclusion by
McClelland et al. (1989) as well as with many findings that
incongruence between implicit and explicit motives has
negative effects, regardless of the direction of the discrep-
ancy (Baumann et al. 2005; Kehr 2004; Schiiler et al. 2009;
see Brunstein 2010, for an overview). But how can the
different results compared to the study with managers by
Kazén and Kuhl (2011) be explained? Why do managers
with high implicit and low explicit power motives feel well
whereas teachers do not? Several reasons are conceivable.

First, there are a number of methodological differences
between Kazén and Kuhl’s (2011) approach and the
approach used in the present study: (a) We used a different
measure of well-being (the WHO-5 scale vs. three scales
assessing satisfaction in relationships, high positive and
low negative affect), (b) the measure of the explicit power
motive was not identical (we additionally used the BIP
subscale leadership motivation), and (c¢) Kazén and Kuhl
(2011) entered a measure of explicit self-congruence (self-
determination) in the first step of their analysis, which we
did not consider in our analysis (but which might be
overlapping with emotional stability that we considered as
a control variable). It should also be noted that the rela-
tionship between the explicit power motive and well-being
was negative (r = —.15, p < .01) in the sample of man-
agers that Kazén and Kuhl (2011) used and positive
(r = .32, p < .001) in the sample of teachers reported here.
This may have affected the results of the polynomial
regression analyses. Those aspects call for further research
comparing managers and teachers to disentangle the
specific effects of each of the studied variables.

Second, there may be a ceiling effect of explicit power
motives among managers. Because leadership motivation
constitutes an essential part of the job profile, managers
may report such high levels of explicit power motives that
relatively low scores in this group are still high compared
to those of teachers. Third, when people fail to set explicit
power goals, intuitive behaviour control mechanisms can
help to implement implicit power needs. These may be
sufficient for Kazén and Kuhl’s group of high-level man-
agers who typically deal with competent, efficient, and
self-regulated employees. The teachers in our sample, in
contrast, may have to claim their influence on others more
explicitly because they deal with children and adolescents
whose self-regulatory skills are not fully developed.

@ Springer

Finally, in the leadership motive pattern, McClelland
and Boyatzis (1982) identified an index of inhibition (i.e.,
the number of negations and passive phrases in picture
stories) as a beneficial ingredient for career success among
managers because it helps to implement power strivings in
socially more acceptable ways. Not admitting to strive for
power too explicitly may indicate such an attenuation that
is beneficial for managers but less relevant for teachers
who work in a context with limited opportunities for
advancement. Thus, while the inclusion of implicit and
explicit motives and their effects on well-being seems a
promising avenue for improving the assessment of person-
job-fit, more studies comparing teachers, managers, and
other power-related professions are necessary to validate
and specify these differences further.

Limitations and future perspectives

The present research has to be interpreted in light of several
limitations. First, the sample of teachers was self-selected
and thus potentially biased. However, comparisons with
official statistical data revealed a fair fit with the demo-
graphics of the population of teachers in Germany. In
addition, comparisons with the norms of the dependent
variable showed that well-being scores were in an average
range. It is therefore unlikely that the sample only con-
sisted of exceptionally healthy or exceptionally unhealthy
teachers. Second, the cross-sectional design of the study
does not allow causal interpretations. For example, low
well-being may be a cause rather than a consequence of
teachers’ low power strivings. In future studies, it would be
informative to assess the relationships longitudinally.

Third, we used the OMT to measure the implicit power
motive but expect similar findings with the PSE. However,
convergent findings may dependent on several precondi-
tions. For example, a crucial precondition for convergence
between OMT and PSE seems to be that the respective
motive is momentarily aroused (cf. Scheffer 2001). We do
not know whether our cover-story (i.e., influencing career
counseling for future teachers) was sufficient to arouse the
power motive.

Fourth, the finding that congruently high implicit and
explicit power motives are associated with high well-being
may help improve both selection and education of future
teachers as well as give new impulses for interventions in
the field of teachers’ well-being. Teachers who are high in
implicit and explicit power motives have a desire to
influence, guide, and direct others, to receive attention, to
pass on knowledge, and to convey values. They do not only
explicitly strive for this influence but also enjoy it and have
access to extended experiential networks of action alter-
natives. More research is needed to understand how such
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resources in dealing with the demands of teaching can be
trained in order to preserve or enhance well-being.

Finally, we do not know whether power motive con-
gruence leads to better teaching outcomes. Future studies
will need to include measures of teachers’ competence and
effectiveness to test whether power congruent teachers are
also better teachers. Power has received a bad reputation
and several findings point to a dark and authoritarian side
of power. For example, group leaders with a high implicit
power motive tend to inhibit information flow into group
discussions (Fodor and Smith 1982) and reduce feelings of
competence in group members (Fodor and Riordin 1995;
for an overview see Fodor 2010). However, the power
motive also has a bright side because it encompasses
prosocial guidance and fosters helping behavior (Aydinli
et al. 2014), generativity (Hofer et al. 2008), and love for
children (Chasiotis et al. 2006). Thus, the effects on stu-
dents may depend on the way teachers enact their implicit
power motive (McClelland 1975; Winter 1973). Kuhl and
Scheffer (1999), for example, differentiate five enactment
strategies within the implicit power motive that will be
worthwhile to consider in future research (see also Bau-
mann et al. 2015).

Conclusion

This study provides an empirical validation for the claim
that power motives are essential personality dispositions
for teachers. Congruently high implicit and explicit power
motives are associated with higher well-being in teachers
and, thus, might potentially be important assets for their
health. The results further suggest that, when looking at the
influence of motive dispositions on occupational health, it
is not enough to investigate either implicit or explicit
motives alone. The combined assessment of both motive
systems provides better insight into the question of per-
sonal inclinations matching the specific demands of an
occupation.

Acknowledgments The research was supported by a grant from the
Nikolaus Koch Stiftung, Trier, Germany, to the second and third
authors (NKS 10/31) and conducted during the first author’s affilia-
tion at the University of Trier.

Compliance with ethical standards
Conflict of interest The authors certify that there is no actual or

potential conflict of interest in relation to this article.

References

Atkinson, J. W., Heyns, R. W., & Veroff, J. (1954). The effect of
experimental arousal of the affiliation motive on thematic

apperception. Journal of Abnormal and Social Psychology, 49,
405-410. doi:10.1037/h0053499.

Aydinli, A., Bender, M., Chasiotis, A., Cemalcilar, Z., & van de
Vijver, F. (2014). When does self-reported prosocial motivation
predict helping? The moderating role of implicit prosocial
motivation. Motivation and Emotion, 38, 645-658. doi:10.1007/
s11031-014-9411-8.

Bauer, J., Unterbrink, T., Hack, A., Pfeifer, R., Buhl-Griesshaber, V.,
Miiller, U., & Wirsching, M. (2007). Working conditions,
adverse events and mental health problems in a sample of 949
German teachers. International Archives of Occupational and
Environmental Health, 80, 442-449. doi:10.1007/s00420-007-
0170-7.

Baumann, N., Chatterjee, M. B., & Hank, P. (2015). Guiding others
for their own good: Action orientation is associated with
prosocial enactment of the implicit power motive. Motivation
and Emotion. doi:10.1007/s11031-015-9511-0.

Baumann, N., Kaschel, R., & Kuhl, J. (2005). Striving for unwanted
goals: Stress-dependent discrepancies between explicit and
implicit achievement motives reduce subjective well-being and
increase psychosomatic symptoms. Journal of Personality and
Social Psychology, 89, 781-799. doi:10.1037/0022-3514.89.5.
781.

Baumann, N., Kaschel, R., & Kuhl, J. (2007). Affect sensitivity and
affect regulation in dealing with positive and negative affect.
Journal of Research in Personality, 41, 239-248. doi:10.1016/].
jrp-2006.05.002.

Baumann, N., Kazén, M., & Kuhl, J. (2010). Implicit motives: A look
from personality systems interaction theory. In O. C. Schultheiss
& J. C. Brunstein (Eds.), Implicit motives (pp. 375-403). Oxford:
Oxford University Press.

Baumann, N., & Scheffer, D. (2011). Seeking flow in the achievement
domain: The achievement flow motive behind flow experience.
Motivation and Emotion, 35, 267-284. doi:10.1007/s11031-010-
9195-4.

Bech, P. (2004). Measuring the dimensions of psychological general
well-being by the WHO-5. QoL Newsletter, 32, 15-16.

Bech, P., Olsen, L. R., Kjoller, M., & Rasmussen, N. K. (2003).
Measuring well-being rather than the absence of distress
symptoms: A comparison of the SF-36 Mental Health subscale
and the WHO-Five well-being scale. International Journal of
Methods in Psychiatric Research, 12, 85-91. doi:10.1002/mpr.
145.

Bergner, S., Neubauer, A. C., & Kreuzthaler, A. (2010). Broad and
narrow personality traits for predicting managerial success.
European Journal of Work and Organizational Psychology, 19,
177-199. doi:10.1080/13594320902819728.

Brunstein, J. C. (2010). Implicit motives and explicit goals: The role
of motivational congruence in emotional well-being. In O.
C. Schultheiss & J. C. Brunstein (Eds.), Implicit motives (pp.
347-374). New York, NY: Oxford University Press.

Chan, D. W. (2003). Hardiness and its role in the stress—burnout
relationship among prospective Chinese teachers in Hong Kong.
Teaching and Teacher Education, 19, 381-395. doi:10.1016/
S0742-051X(03)00023-4.

Chan, D. W. (2009). Orientations to happiness and subjective well-
being among Chinese prospective and in-service teachers in
Hong Kong. Educational Psychology, 29, 139-151. doi:10.1080/
01443410802570907.

Chaplain, R. P. (2008). Stress and psychological distress among
trainee secondary teachers in England. Educational Psychology,
28, 195-209. doi:10.1080/01443410701491858.

Chasiotis, A., Hofer, J., & Campos, D. (2006). When does liking
children lead to parenthood? Younger siblings, implicit prosocial
power motivation, and explicit love for children predict

@ Springer


http://dx.doi.org/10.1037/h0053499
http://dx.doi.org/10.1007/s11031-014-9411-8
http://dx.doi.org/10.1007/s11031-014-9411-8
http://dx.doi.org/10.1007/s00420-007-0170-7
http://dx.doi.org/10.1007/s00420-007-0170-7
http://dx.doi.org/10.1007/s11031-015-9511-0
http://dx.doi.org/10.1037/0022-3514.89.5.781
http://dx.doi.org/10.1037/0022-3514.89.5.781
http://dx.doi.org/10.1016/j.jrp.2006.05.002
http://dx.doi.org/10.1016/j.jrp.2006.05.002
http://dx.doi.org/10.1007/s11031-010-9195-4
http://dx.doi.org/10.1007/s11031-010-9195-4
http://dx.doi.org/10.1002/mpr.145
http://dx.doi.org/10.1002/mpr.145
http://dx.doi.org/10.1080/13594320902819728
http://dx.doi.org/10.1016/S0742-051X(03)00023-4
http://dx.doi.org/10.1016/S0742-051X(03)00023-4
http://dx.doi.org/10.1080/01443410802570907
http://dx.doi.org/10.1080/01443410802570907
http://dx.doi.org/10.1080/01443410701491858

80

Motiv Emot (2016) 40:69-81

parenthood across cultures. Journal of Cultural and Evolutionary
Psychology, 4, 95-123. doi:10.1556/JCEP.4.2006.2.2.

DeNeve, K. M., & Cooper, H. (1998). The happy personality: A meta-
analysis of 137 personality traits and subjective well-being.
Psychological Bulletin, 124, 197-229. doi:10.1037/0033-2909.
124.2.197.

Edwards, J. R. (1994). The study of congruence in organizational
behaviour research: Critique and a proposed alternative. Orga-
nizational Behavior and Human Decision Processes, 58, 51-100.
doi:10.1006/0bhd.1994.1029.

Edwards, J. R. (2002). Alternatives to difference scores: Polynomial
regression analysis and response surface methodology. In F.
Drasgow & N. W. Schmitt (Eds.), Advances in measurement and
data analysis (pp. 350-400). San Francisco, CA: Jossey-Bass.

Federal Statistical Office [Statistisches Bundesamt]. (2010a). Fach-
serie 11, Reihe 1: Bildung und Kultur. Allgemeinbildende
Schulen.  Schuljahr ~ 2009/10.  Wiesbaden:  Statistisches
Bundesamt.

Federal Statistical Office [Statistisches Bundesamt]. (2010b). Fach-
serie 11, Reihe 2: Bildung und Kultur. Berufliche Schulen.
Schuljahr 2009/10. Wiesbaden: Statistisches Bundesamt.

Federal Statistical Office [Statistisches Bundesamt]. (2010c). Statis-
tisches Jahrbuch 2010 fiir die Bundesrepublik Deutschland mit
“Internationalen ~ Ubersichten”. Wiesbaden:  Statistisches
Bundesamt.

Fodor, E. M. (2010). Power Motivation. In O. C. Schultheiss & J.
C. Brunstein (Eds.), Implicit motives (pp. 375-403). Oxford:
Oxford University Press.

Fodor, E. M., & Riordin, J. M. (1995). Leader power motive and
group conflict as influences on leader behavior and group
member self-affect. Journal of Research in Personality, 29,
418-431. doi:10.1006/jrpe.1995.1024

Fodor, E. M., & Smith, T. (1982). The power motive as an influence
on group decision making. Journal of Personality and Social
Psychology, 42, 178-185. doi:10.1037/0022-3514.42.1.178.

Hagemeyer, B., Neberich, W., Asendorpf, J. B., & Neyer, F. J. (2013).
(In)Congruence of implicit and explicit communal motives
predicts the quality and stability of couple relationships. Journal
of Personality, 81, 390—402. doi:10.1111/jopy.12016.

Heckhausen, J., & Tomasik, M. J. (2002). Get an apprenticeship
before school is out: How german adolescents adjust vocational
aspirations when getting close to a developmental deadline.
Journal of Vocational Behavior, 60, 199-219. doi:10.1006/jvbe.
2001.1864.

Hofer, J., Busch, H., Bond, M. H,, Li, M., & Law, R. (2010). Effects
of motive-goal congruence on well-being in the power domain:
Considering goals and values in a German and two Chinese
samples. Journal of Research in Personality, 44, 610-620.
doi:10.1016/j.jrp.2010.08.001.

Hofer, J., Busch, H., Chasiotis, A., Kértner, J., & Campos, D. (2008).
Concern for generativity and its relation to implicit pro-social
power motivation, generative goals, and satisfaction with life: A
cross-cultural investigation. Journal of Personality, 76, 1-30.
doi:10.1111/j.1467-6494.2007.00478.x.

Hofer, J., Busch, H., Chasiotis, A., & KieBling, F. (2006). Motive
congruence and interpersonal identity status. Journal of Person-
ality, 74, 511-541. doi:10.1111/j.1467-6494.2006.00383.x.

Hossiep, R., & Paschen, M. (2003). Bochumer Inventar zur berufs-
bezogenen Personlichkeitsbeschreibung (2nd ed.). Gottingen:
Hogrefe.

Hossiep, R., & Paschen, M. (2008). BIP—Business-focused inventory
of personality. Oxford: Hogrefe.

Hiilsheger, U. R., Specht, E., & Spinath, F. M. (2006). Validitit des
BIP und des NEO-PI-R: Wie geeignet sind ein berufsbezogener
und ein nicht explizit berufsbezogener Personlichkeitstest zur
Erkldrung von Berufserfolg [Validity of the BIP and the NEO-

@ Springer

PI-R: How suitable are an explicitly job-oriented and a general
personality test for the explanation of career success?].
Zeitschrift fiir Arbeits- und Organisationspsychologie, 50,
135-147. doi:10.1026/0932-4089.50.3.135.

Jackson, D. (1984). Personality research form manual. Port Huron,
MI: Research Psychologists Press.

Jenkins, S. R. (1994). Need for power and women’s careers over
14 years: Structural power, job satisfaction, and motive change.
Journal of Personality and Social Psychology, 66, 155-165.
doi:10.1037/0022-3514.66.1.155.

Job, V., Langens, T. A., & Brandstitter, V. (2009). Effects of
achievement goal striving on well-being: The moderating role of
the explicit achievement motive. Personality and Social Psy-
chology Bulletin, 35, 983-996.

Kazén, M., & Kuhl, J. (2011). Directional discrepancy between
implicit and explicit power motives is related to well-being
among managers. Motivation and Emotion, 35, 317-327. doi:10.
1007/s11031-011-9219-8.

Kehr, H. M. (2004). Implicit/explicit motive discrepancies and
volitional depletion among managers. Personality and Social
Psychology Bulletin, 30, 315-327. doi:10.1177/
0146167203256967.

Kieschke, U., & Schaarschmidt, U. (2008). Professional commitment
and health among teachers in Germany: A typological approach.
Learning and Instruction, 18, 429-437. doi:10.1016/j.learnin
struc.2008.06.005.

Klassen, R. M., & Chiu, M. M. (2010). Effects on teachers’ self-
efficacy and job satisfaction: Teacher gender, years of experi-
ence, and job stress. Journal of Educational Psychology, 102,
741-756. doi:10.1037/a0019237.

Klusmann, U., Kunter, M., Trautwein, U., Liidtke, O., & Baumert, J.
(2008). Teachers’ occupational well-being and quality of
instruction: The important role of self-regulatory patterns.
Journal of Educational Psychology, 100, 702-715. doi:10.
1037/0022-0663.100.3.702.

Kéllner, M. G., & Schultheiss, O. C. (2014). Meta-analytic evidence
of low convergence between implicit and explicit measures of
the needs for achievement, affiliation, and power. Frontiers in
Psychology, 5, 826. doi:10.3389/fpsyg.2014.00826.

Kuhl, J. (2001). Motivation und Personlichkeit. Interaktionen psy-
chischer Systeme [Motivation and personality. Interactions of
psychological systems]. Gottingen: Hogrefe.

Kuhl, J., & Henseler, W. (2004). Entwicklungsorientiertes Scanning
(EOS) [Development-oriented Scanning (EOS)]. In J. Erpenbeck
& L. von Rosenstiel (Eds.), Handbuch Kompetenzmessung (pp.
428-453). Heidelberg: Spektrum Akademischer Verlag.

Kuhl, J., & Scheffer, D. (1999). The operant motive test: Scoring
manual. Osnabriick: University of Osnabriick.

Kuhl, J., Scheffer, D., & Eichstaedt, J. (2003). Der Operante Motiv-
Test (OMT): Ein neuer Ansatz zur Messung impliziter Motive
[The operant motive test (OMT): A new approach to measure
implicit motives]. In J. Stiensmeier-Pelster & F. Rheinberg
(Eds.), Diagnostik von Motivation und Selbstkonzept (pp.
129-149). Goéttingen: Hogrefe.

Kunter, M., Frenzel, A. C., Nagy, G., Baumert, J., & Pekrun, R.
(2011). Teacher enthusiasm: Dimensionality and context speci-
ficity. Contemporary Educational Psychology, 36, 289-301.
doi:10.1016/j.cedpsych.2011.07.001.

Kyriacou, C. (2001). Teacher stress: Directions for future research.
Educational Review, 53, 27-35. doi:10.1080/
00131910120033628.

Langens, T., & McClelland, D. C. (1997). Implicit motives, explicit
motives, and emotional well-being. Poster presented at the 105th
Convention of the American Psychological Association, Chicago.

Mayrhofer, W., Steyrer, J., Meyer, M., Strunk, G., Schiffinger, M., &
Iellatchitch, A. (2005). Graduates’ career aspriations and


http://dx.doi.org/10.1556/JCEP.4.2006.2.2
http://dx.doi.org/10.1037/0033-2909.124.2.197
http://dx.doi.org/10.1037/0033-2909.124.2.197
http://dx.doi.org/10.1006/obhd.1994.1029
http://dx.doi.org/10.1006/jrpe.1995.1024
http://dx.doi.org/10.1037/0022-3514.42.1.178
http://dx.doi.org/10.1111/jopy.12016
http://dx.doi.org/10.1006/jvbe.2001.1864
http://dx.doi.org/10.1006/jvbe.2001.1864
http://dx.doi.org/10.1016/j.jrp.2010.08.001
http://dx.doi.org/10.1111/j.1467-6494.2007.00478.x
http://dx.doi.org/10.1111/j.1467-6494.2006.00383.x
http://dx.doi.org/10.1026/0932-4089.50.3.135
http://dx.doi.org/10.1037/0022-3514.66.1.155
http://dx.doi.org/10.1007/s11031-011-9219-8
http://dx.doi.org/10.1007/s11031-011-9219-8
http://dx.doi.org/10.1177/0146167203256967
http://dx.doi.org/10.1177/0146167203256967
http://dx.doi.org/10.1016/j.learninstruc.2008.06.005
http://dx.doi.org/10.1016/j.learninstruc.2008.06.005
http://dx.doi.org/10.1037/a0019237
http://dx.doi.org/10.1037/0022-0663.100.3.702
http://dx.doi.org/10.1037/0022-0663.100.3.702
http://dx.doi.org/10.3389/fpsyg.2014.00826
http://dx.doi.org/10.1016/j.cedpsych.2011.07.001
http://dx.doi.org/10.1080/00131910120033628
http://dx.doi.org/10.1080/00131910120033628

Motiv Emot (2016) 40:69-81

81

individual characteristics. Human Resource Management Jour-
nal, 15, 38-56. doi:10.1111/§.1748-8583.2005.tb00139.x.

McAdams, D. P. (1985). Power, intimacy, and the life story: Person-
ological inquiries into identity. Homewood, IL: Dorsey Press.

McClelland, D. C. (1975). Power: The inner experience. New York:
Irvington Publishers.

McClelland, D. C. (1985). Human motivation. Glenview, IL: Scott,
Foresman.

McClelland, D. C., Atkinson, J. W., Clark, R. A., & Lowell, E. L.
(1953). The achievement motive. New York: Appleton-Century-
Crofts.

McClelland, D. C., & Boyatzis, R. E. (1982). Leadership motive pattern
and long-term success in management. Journal of Applied
Psychology, 67, 737-743. doi:10.1037//0021-9010.67.6.737.

McClelland, D. C., Koestner, R., & Weinberger, J. (1989). How do
self-attributed and implicit motives differ? Psychological
Review, 96, 690-702. doi:10.1037/0033-295X.96.4.690.

Miiller, A., Mohr, G., & Rigotti, T. (2004). Differenzielle Aspekte
psychischer Beanspruchung aus Sicht der Zielorientierung: Die
Faktorstruktur der Irritations-Skala [Differential aspects of psycho-
logical strain with respect to goal orientation: The Factor-structure
of the Irritation Scale]. Zeitschrift fiir Differentielle und Diagnos-
tische Psychologie, 25,213-225. doi:10.1024/0170-1789.25.4.213.

Murray, H. A. (1943). Thematic apperception test manual. Cam-
bridge, MA: Harvard University Press.

Parker, P. D., & Martin, A. J. (2009). Coping and buoyancy in the
workplace: Understanding their effects on teachers’ work-related
well-being and engagement. Teaching and Teacher Education,
25, 68-75. doi:10.1016/j.tate.2008.06.009.

Parker, P. D., Martin, A. J., Colmar, S., & Liem, G. A. (2012).
Teachers’ workplace well-being: Exploring a process model of
goal orientation, coping behavior, engagement, and burnout.
Teaching and Teacher Education, 28, 503-513. doi:10.1016/j.
tate.2012.01.001.

Pretsch, J., Flunger, B., & Schmitt, M. (2012). Resilience predicts
well-being in teachers, but not in non-teaching employees.
Social Psychology of Education, 15, 321-336. doi:10.1007/
s11218-012-9180-8.

Rauschenbach, C., & Hertel, G. (2011). Age differences in strain and
emotional reactivity to stressors in professional careers. Stress
and Health, 27, e48—e60. doi:10.1002/smi.1335.

Scheffer, D. (2001). Entwicklungsbedingungen impliziter Motive.
Bindung, Leistung & Macht [Developmental contexts of implicit
motives]. Dissertation. University of Osnabriick. Internetpubli-
cation at https://repositorium.uni-osnabriick.de/bitstream/urn:
nbn:de:gbv:700-2001092518/1/E-Diss150_thesis.pdf.

Scheffer, D. (2005). Implizite motive: Entwicklung, Struktur und
Messung [Implicit motives]. Gottingen: Hogrefe.

Scheffer, D., Kuhl, J., & Eichstaedt, J. (2003). Der Operante Motiv-
Test (OMT): Inhaltsklassen, Auswertung, psychometrische Ken-
nwerte und Validierung [The operant motive test (OMT):
Content categories, interpretation, psychometric parameters and
validation]. In J. Stiensmeier-Pelster & F. Rheinberg (Eds.),
Diagnostik von Motivation und Selbstkonzept (pp. 151-167).
Gottingen: Hogrefe.

Schiepe, A., Stolzle, A., Schattke, K., & Kehr, H. M. (2009). Do you
need a high implicit power motive to be a good teacher? Paper
presented at the 2nd Conference of the Society for the Study of
Motivation (SSM), May 25th, San Francisco, CA, USA.

Schnelle, J., Brandstitter, V., & Knopfel, A. (2010). The adoption of
approach versus avoidance goals. The role of goal-relevant
resources. Motivation and Emotion, 34, 215-229. doi:10.1007/
s11031-010-9173-x.

Schonbrodt, F. D. (2014). RSA: An R package for response surface
analysis (version 0.9.3). Retrieved from http://cran.r-project.org/
web/packages/RSA/index.html.

Schonbrodt, F. D. (2015). Testing fit patterns with polynomial
regression. Manuscript submitted for publication.

Schuh, S. C., Hernandez Bark, A. S., Van Quaquebeke, N., Hossiep,
R., Frieg, P., & Van Dick, R. (2014). Gender differences in
leadership role occupancy: The mediating role of power
motivation. Journal of Business Ethics, 120, 363-379. doi:10.
1007/s10551-013-1663-9.

Schiiler, J., Brandstitter, V., Wegner, M., & Baumann, N. (2015).
Testing the convergent and discriminant validity of three implicit
motive measures: PSE, OMT, and MMG. Motivation and
Emotion. doi:10.1007/s11031-015-9502-1.

Schiiler, J., Job, V., Frohlich, S., & Brandstitter, V. (2009). Dealing
with a “hidden stressor”: Emotional disclosure as a coping
strategy to overcome the negative effects of motive incongruence
on health. Stress and Health, 25, 221-233. doi:10.1002/smi.1241.

Schultheiss, O. C., Jones, N. M., Davis, A. Q., & Kley, C. (2008). The
role of implicit motivation in hot and cold goal pursuit: Effects
on goal pursuit, goal rumination, and emotional well-being.
Journal of Research in Personality, 42, 971-987. doi:10.1016/j.
jrp-2007.12.009.

Schultheiss, O. C., & Pang, J. S. (2007). Measuring implicit motives.
In R. W. Robins, R. C. Fraley, & R. Krueger (Eds.), Handbook of
research methods in personality psychology (pp. 322-344). New
York: Guilford.

Schwarzer, R., & Hallum, S. (2008). Perceived teacher self-efficacy
as a predictor of job stress and burnout: Mediation analyses.
Applied Psychology, 57(s1), 152—171. doi:10.1111/j.1464-0597.
2008.00359.x.

Shanock, L. R., Baran, B. E., Gentry, W. A,, Pattison, S. C., &
Heggestad, E. D. (2010). Polynomial regression with response
surface analysis: A powerful approach for examining moderation
and overcoming limitations of difference scores. Journal of
Business and Psychology, 25, 543-554. doi:10.1007/s10869-
010-9183-4.

Spangler, W. D. (1992). Validity of questionnaire and TAT measures
of need for achievement: Two meta-analyses. Psychological
Bulletin, 112, 140-152. doi:10.1037/0033-2909.112.1.140.

Teven, J. J. (2007). Teacher temperament: Correlates with teacher
caring, burnout, and organizational outcomes. Communication
Education, 56, 382-400. doi:10.1080/03634520701361912.

Vandenberghe, R., & Huberman, A. M. (Eds.). (2006). Understanding
and preventing teacher burnout: A sourcebook of international
research and practice. Cambridge: Cambridge University Press.

Veroff, J., & Feld, S. (1970). Marriage and work in America: A study
of motives and roles. New York: Van Nostrand Reinhold.

Wegner, M., Schiiler, J., & Budde, H. (2014). The implicit affiliation
motive moderates cortisol responses to acute psychosocial stress
in high school students. Psychoneuroendocrinology, 48,
162-168. doi:10.1016/j.psyneuen.2014.06.013.

Wegner, M., & Teubel, T. (2014). The implicit achievement motive
predicts match performances and the explicit motive predicts
choices for goal distances in team sports. International Journal
of Sport Psychology, 45, 621-638. doi:10.7352/1JSP.2014.45.
621

Winter, D. G. (1973). The power motive. New York: Free Press.

Winter, D. G. (1988). The power motive in women—and men.
Journal of Personality and Social Psychology, 54, 510-519.
doi:10.1037/0022-3514.54.3.510.

Winter, D. G. (1994). Manual for scoring motive imagery in running
text (version 4.2). Unpublished manuscript, Department of
Psychology, University of Michigan, Ann Arbor.

Winter, D. G. (1996). Personality: Analysis and interpretation of
lives. New York: McGraw-Hill.

World Health Organization: Regional Office for Europe. (1998).
Well-being measures in primary health care: The DepCare
Project. Stockholm: Consensus Meeting.

@ Springer


http://dx.doi.org/10.1111/j.1748-8583.2005.tb00139.x
http://dx.doi.org/10.1037//0021-9010.67.6.737
http://dx.doi.org/10.1037/0033-295X.96.4.690
http://dx.doi.org/10.1024/0170-1789.25.4.213
http://dx.doi.org/10.1016/j.tate.2008.06.009
http://dx.doi.org/10.1016/j.tate.2012.01.001
http://dx.doi.org/10.1016/j.tate.2012.01.001
http://dx.doi.org/10.1007/s11218-012-9180-8
http://dx.doi.org/10.1007/s11218-012-9180-8
http://dx.doi.org/10.1002/smi.1335
https://repositorium.uni-osnabrueck.de/bitstream/urn:nbn:de:gbv:700-2001092518/1/E-Diss150_thesis.pdf
https://repositorium.uni-osnabrueck.de/bitstream/urn:nbn:de:gbv:700-2001092518/1/E-Diss150_thesis.pdf
http://dx.doi.org/10.1007/s11031-010-9173-x
http://dx.doi.org/10.1007/s11031-010-9173-x
http://cran.r-project.org/web/packages/RSA/index.html
http://cran.r-project.org/web/packages/RSA/index.html
http://dx.doi.org/10.1007/s10551-013-1663-9
http://dx.doi.org/10.1007/s10551-013-1663-9
http://dx.doi.org/10.1007/s11031-015-9502-1
http://dx.doi.org/10.1002/smi.1241
http://dx.doi.org/10.1016/j.jrp.2007.12.009
http://dx.doi.org/10.1016/j.jrp.2007.12.009
http://dx.doi.org/10.1111/j.1464-0597.2008.00359.x
http://dx.doi.org/10.1111/j.1464-0597.2008.00359.x
http://dx.doi.org/10.1007/s10869-010-9183-4
http://dx.doi.org/10.1007/s10869-010-9183-4
http://dx.doi.org/10.1037/0033-2909.112.1.140
http://dx.doi.org/10.1080/03634520701361912
http://dx.doi.org/10.1016/j.psyneuen.2014.06.013
http://dx.doi.org/10.7352/IJSP.2014.45.621
http://dx.doi.org/10.7352/IJSP.2014.45.621
http://dx.doi.org/10.1037/0022-3514.54.3.510

	Enjoying influence on others: Congruently high implicit and explicit power motives are related to teachers’ well-being
	Abstract
	Introduction
	Teacher characteristics associated with well-being
	Implicit and explicit motives
	Power motive in teachers
	The present investigation
	Methods
	Participants
	Measures
	Implicit motives
	Explicit motives
	Emotional stability
	Well-being

	Procedure
	Statistical model

	Results
	Intercorrelations
	Polynomial regression analysis
	Affiliation and achievement motives
	Gender differences

	Discussion
	Limitations and future perspectives
	Conclusion
	Acknowledgments
	References




