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Titulo: Petfiles motivacionales relacionados con la satisfaccion académica
de estudiantes universitarios.

Resumen: Los objetivos del estudio fueron identificar los petfiles motiva-
cionales de estudiantes universitarios y evaluar sus diferencias en cuanto a
la satisfaccién académica. Los participantes fueron 882 estudiantes con
edades comprendidas entre los 17 y 50 afios, procedentes de nueve univer-
sidades chilenas. Los perfiles motivacionales se identificaron mediante ana-
lisis de conglomerados, siguiendo la combinacién de métodos jerarquicos y
no jerarquicos. El andlisis de conglomerados se realizé incluyendo las si-
guientes variables motivacionales: (1) motivaciéon auténoma, (2) motiva-
cién controlada, (3) percepcién de apoyo a la autonomia, y (4) percepcion
de control de la autonomia. Las diferencias entre los perfiles se evaluaron a
través de la prueba Anova unifactorial, considerando el cilculo del tamafio
del efecto y el analisis post-hoc de Games-Howell. Los resultados del ana-
lisis de conglomerados apoyaron una solucién de cuatro perfiles motiva-
cionales: mala calidad (n = 167), baja cantidad (n = 144), buena calidad (n =
333), y alta cantidad (n = 238). Ademis, los estudiantes agrupados en los
perfiles con mayores niveles de autonomia para el aprendizaje, presentaron
los niveles més altos de satisfaccion académica. Como conclusion, se des-
taca la importancia que tienen los factores motivacionales para facilitar el
desarrollo del bienestar de los estudiantes universitarios.

Palabras clave: motivacion auténoma, motivacion controlada, estilo mo-
tivacional docente, satisfaccién académica, andlisis de conglomerados.

Abstract: The aims of the study were to identify the motivational profiles
of university students and to assess their differences according to the aca-
demic satisfaction. The participants were 882 students aged 17 to 50, from
nine Chilean universities. Motivational profiles were identified by cluster
analysis, following the combination of hierarchical and non-hierarchical
methods. The cluster analysis was perform including the following motiva-
tional variables: (1) autonomous motivation, (2) controlled motivation, (3)
petception of autonomy support, and (4) perception of autonomy control.
The differences between the profiles were assessed through the one way
Anova test, considering the effect size calculation, and the Games-Howell
post-hoc test. The cluster analysis results supported a four motivational
profiles solution: poor quality (n = 167), low quantity (n = 144), good quality (n
= 333), and high quantity (n = 238). Moreover, students grouped into pro-
files with higher levels of autonomy for learning, presented the highest
levels of academic satisfaction. In conclusion, the importance of motiva-
tional factors to facilitate the development of university students’ well-
being is highlighted.

Keywords: autonomous motivation, controlled motivation, teachers’ mo-
tivating style, academic satisfaction, cluster analysis.

Introduction

In the field of higher education, the systematic study of
learning processes has allowed the development of current
educational trends focused on “favoring and enhancing the
development of skills and aptitudes that allow the student to
develop and adapt to the demands of a society in continual
change” (Moreno-Murcia & Silveira, 2015, p. 170). Thus, the
concern “to promote discourses and practices that establish
the basis for critical and reflexive thinking that allows under-
standing and performance in today’s society” (Ventura, 2011,
p. 143), has been recognized. This has influenced the ad-
vancement of a teaching-learning environment oriented to-
wards the development of cognitive factors, together with
motivational factors (Moreno-Murcia & Silveira, 2015), with
the purpose of achieving an integral formation of students
(Garcia, 2012). Previous studies indicate that motivation rep-
resents an indispensable part in the development of learning
processes since it activates behavior towards achievement of
academic goals (Leal, Miranda & Souza, 2013; Maieski,
Oliveira, Beluce & Rufini, 2017; Poutfeiz, 2016). Therefore,
the motivation constitutes a psychological process that influ-
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ences the students’ well-being as well as the success and the
academic failure (Chang, Lee, Byeon & Lee, 2015; Chen et
al., 2015; Gillet, Lafreniére, Huyghebaert & Fouquereau,
2015; Pereira, 2015; Valenzuela, Valenzuela, Silva-Pefia,
Gomez & Precht, 2015; Wash, Karbash, Ruffing, Briinken &
Spinath, 2016).

Mote and more studies are based on the Self-
Determination Theory (SDT, Deci & Ryan, 2000) to exam-
ine the influence of motivational factors on the development
of educational processes since it allows the analysis of differ-
ent types of motivation that vary according to the degree of
autonomy achieved by students, and also considers the inter-
action with the teaching environment. From the SDT per-
spective, the motivation is described as a continuous gradient
in which different types of behavior regulation develop ac-
cording to the perceived locus of causality (Turban, Hoon,
Brown & Sheldon, 2007). Thus, when students perceive aca-
demic actions as a result of their own determinants, their be-
havior is oriented through a perceived locus of internal cau-
sality from which two types of regulation emerge: (1) intrin-
sic, characterized by behavior based on engagement, interest,
and pleasure inherent to the development of academic activi-
ties (Howard, Gagné & Bureau, 2017), and (2) identified, re-
ferring to behavior that is accepted, valued, and considered
as personally important (Litalien et al., 2017). These types of
regulation are identified as subcomponents of autonomous
motivation, defined “as the quality and intensity of one’s en-
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ergies driven by the self (autonomous)” (Maulana, Helms-
Lorenz & van de Grift, 2016, p. 239).

On the other hand, when students perceive academic ac-
tions as a result of external factors, behavior is oriented
through a perceived locus of external causality from which
two types of regulation become apparent: (1) introjected, re-
ferring to behavior driven by avoiding feelings of guilt or
shame, or to exalt the ego, and (2) external, referring to be-
havior driven by receiving rewards or avoiding punishment
(Litalien et al., 2017). These types of regulation are identified
as subcomponents of controlled motivation, which is ob-
served when behavior is based on obligation, reinforcement,
or some other cause with an external reference (Ryan &
Deci, 2008).

From the SDT perspective, the motivating style that the
teacher uses during academic activities represents a funda-
mental aspect to develop the students’ autonomy in the
learning process. Indeed, autonomy is a psychological pro-
cess that encourages the interaction of students with the
teaching environment in order to achieve experiences of
growth and well-being (Reeve, 2010). A teaching environ-
ment that facilitates the development of autonomy is con-
structed through an interpersonal teaching behavior that
stimulates the students’ internal motivational resources, it us-
es a flexible language, provides clarifying arguments, and also
recognizes and accepts students’ negative affect (Shih, 2013).
On the other hand, a teaching environment that hinders the
development of student autonomy involves an interpersonal
teaching behavior that promotes a prescribed way of think-
ing, feeling, or behaving. This creates a learning context in
which teachers control the autonomy of the students
through the use of extrinsic incentive and pressure to partic-
ipate in academic activities (Nuflez, Fernandez, Leén & Gri-
jalvo, 2015).

Therefore, teachers’ motivating styles are two parallel
motivational processes that guide the behavior of people. On
the one hand, the motivating style that supports autonomy
promotes the bright side of motivation since it facilitates sat-
isfaction of the student’s basic psychological needs leading
to a greater engagement towards learning goals. On the other
hand, the motivating style that controls autonomy promotes
the dark side of motivation since it stimulates frustration of
basic psychological needs leading to greater demotivation.
More specifically, while a teacher who supports autonomy is
interested in how students learn, to frustrate the develop-
ment of autonomy is not enough for teachers to present a
low level of autonomy support, rather it is necessary that
they adopt a controlling motivating style (Cheon, Reeve,
Song, 2016; Haerens, Aelterman, Vansteenkiste, Soenens &
Van Petegem, 2015; Vansteenkiste & Ryan, 2013).

Different types of motivation towards learning activities
are established through the relationship of students with the
motivational characteristics of the teaching environment, in
which autonomous and controlled motivation can coexist in
the development of academic tasks (Moreno-Murcia & Sil-
vera, 2015). Hence, current studies have emphasized the
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combined analysis of different types of motivation with the
purpose of identifying groups of students with distinct moti-
vation profiles (Boiché & Stephan, 2014; Valle et al., 2013;
Valle et al., 2015). Therefore, “the analysis of clusters is es-
pecially relevant when it is intended to identify the profiles of
natural origin or groups of students within a sample that
have similar patterns for the scores of determined variables”
(Sanchez-Oliva, Leo, Amado, Pulido-Gonzilez & Garcia-
Calvo, 2015, p. 158).

Results from different studies have shown the existence
of four motivational profiles based on the quantity and quali-
ty of motivation (Kusurkar, Croiset, Galindo-Garré & Ten
Cate, 2013; Sianchez et al., 2015; Rothes, Lemos & Gon-
calves, 2017; Ullrich-French & Cox, 2009; Vansteenkiste,
Soenens, Sierens, Luyckx & Lens, 2009; Wormington, Cor-
pus & Anderson, 2012). Regarding the quality of motivation,
a profile called good quality has been identified and is chat-
acterized by showing high levels of autonomous motivation
and low levels of controlled motivation. This profile has
been positively related to adaptive patterns such as effort and
well-being, and also to positive levels of academic perfor-
mance (Franco, Coterén, Martinez & Brito, 2017). On the
contrary, the existence of a profile known as poor quality has
been identified has having characteristics related to low lev-
els of autonomous motivation and high scores for controlled
motivation (Haerens, Kirk, Cardon, Bourdeaudhuij, &
Vansteenkiste, 2010). This profile has been positively related
to maladaptive variables such as boredom and disinterest for
academic activities (Sdnchez-Oliva et al., 2015). Regarding
profiles based on the quantity of motivation, a profile known
as high quantity is characterized by students who show high
scores for both autonomous and controlled motivation. Op-
posite to this profile is one identified as low quantity, which
is characterized by low scores on all motivational variables
(Ullrich-French & Cox, 2009).

Concerning the method for developing motivational pro-
files, some studies have used only autonomous and con-
trolled motivation (Haetens et al., 2010; Vansteenkiste et al.,
2009), whereas other studies have included variables such as
basic psychological needs (Sdnchez et al., 2015) and the per-
ception of autonomy support (Granero-Gallegos, Baena-
Extremera, Sanchez-Fuentes & Martinez-Molina, 2014).
However, no studies have been done that consider the stu-
dent’s perception of motivational teaching styles that support
or control the development of autonomy towards learning.
Although different types of motivation are developed
through interaction with the motivating styles that teachers
establish during the teaching-learning process, we decided to
study the formation of motivational profiles, including both
autonomous and controlled motivation, as well as the stu-
dent’s perception regarding the support and control of au-
tonomy employed by the teachers during academic activities.

In addition, we analyzed the differences between motiva-
tional profiles in relation to academic satisfaction since this
variable represents a measure of well-being that is strongly
associated with the quality of learning (Ramos et al., 2015)
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and is proposed as a “cognitive component of psychological
well-being that refers to the assessments that people make
when comparing their aspirations with their achievements”
(Medrano & Pérez, 2010, p. 6). It can be defined as “the
well-being and enjoyment that students perceive in their ex-
periences within the academic role” (Medrano, Fernandez &
Pérez, 2014, p. 545). Therefore, the aims of this study were
to identify the motivational profiles of university students
and to assess their differences according to the academic sat-
isfaction. Based on our aims, the first working hypothesis
claims the identification of four motivational profiles: poor
quality, low quantity, good quality, and high quantity. Finally,
the second hypothesis asserts that the motivational profile
with the highest degree of autonomy for learning displays the
highest level of academic satisfaction.

Method

Participants

882 first year university students from nine universities
located in the north and center-southern part of Chile partic-
ipated in the study. 62.4% were woman (7 = 550) and 37.6%
were men (7 = 332), and the range of ages varied between 17
and 50 years old, with an average age of 20.86 years (D =
4.13). With respect to the type of university, 53.5% of the
participants studied at a university pertaining to the National
Council of public universities (7 = 472), and 46.5% studied
at a private university (#» = 410). Regarding the type of uni-
versity programmes that the participants were studying at the
time, 49.5% were doing their undergraduate studies in Social
Sciences (7 = 437), 26.6% in the area of Engineering (7 =
235), 19.2% in the area of Medical Sciences and Health (#=
169), 2.4% in the area of Agricultural Sciences (# = 21), and
2.3% in the area of Natural Sciences (7 = 20). The selection
of participants was made by non-probability sampling of an
incidental type based on the choice of intact groups.

Measures

Autonomy Support Scale (short version): This instrument is
based on the Learning Climate Questionnaire (LCQ; Wil-
liams & Deci, 1996), whose model of unifactorial measure-
ment gives adequate psychometric properties, both in its
long version (S-B y?= 387.09, p = .01; RMSEA = .08; TLI =
.94; CFI = .92; SRMR = .04; « = .95; Nufiez, Leén, Grijalvo
& Martin-Albo, 2012) and its short version (S§-B y2 = 26.41, p
=.01; RMSEA = .10; TLI = .96; CFI = .98; SRMR = .02; «
= .91; Nanez et al,, 2012). The short version consists of six
items that are grouped into a single factor that measures the
perception of the degree of which the teacher supports the
development of student autonomy (e.g. “I feel that my
teacher understands me”). In this study, we used a version
adapted to Spanish (Matos, Reeve, Herrera & Claux, 2018) in
which the items were answered on a Likert scale 7-points
that ranged from “totally disagree” (1) to “totally agree” (7).
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Autonomy Control Scale: This instrument is based on the
Teacher Control Questionnaire (TCQ); Jang, Reeve, Ryan &
Kim, 2009) that has been used successfully in previous stud-
ies and shows adequate levels of validity and internal con-
sistency (Cheon et al., 2016; Reeve & Tseng, 2011). It con-
sists of four items grouped into a single factor that measures
the perception of the degree of which the teacher hinders the
development of student autonomy (e.g. “My teacher tries to
control everything I do). We used a version that was adapted
to Spanish (Matos et al., 2018) where items were answered
on a Likert scale 7-points that ranged from “totally disagree”
(1) to “totally agree” (7).

Academic Self-Regulation Scale: This instrument is based on
an adapted version of the Self-Regulation Questionnaire
(SRQ; Ryan & Connell, 1989) that has been used successfully
in previous studies and shows adequate levels of validity and
internal consistency (Vansteenkiste, Lens, De Witte & Feath-
er, 2005; Vansteenkiste et al., 2009; Vansteenkiste et al.,
2012). It is composed of 16 items that measure the reasons
for getting involved in academic activities. The items are di-
vided into four factors: (a) intrinsic regulation (4 items, e.g.
“Because it’s fun”), (b) identified regulation (4 items, e.g.
“Because I want to learn new things”), (c) introjected regula-
tion (4 items, e.g. “Because I would feel guilty if I didn’t
study”), and (d) external regulation (4 items, e.g. “Because
I’'m supposed to do s0”). A version adapted to Spanish was
used (Matos, Herrera & Gargurevich, 2017) that incorpo-
rated measures for autonomous and controlled motivation.

These measurements were done using the exploratory
factor analysis with PROMAX rotation which demonstrated
that the scores for all the items of autonomous motivation
had factor loads = .40 in the first component, while all items
for controlled motivation had factorial loads = .40 in the
second factor. The factorial solution explained 48% of the
total variance. No cross over in the charges were found be-
cause the motivation measures were not significantly related
(Vansteenkiste et al., 2009).

Autonomous motivation was calculated by averaging the
sub-component scores for intrinsic and identified regulation.
Controlled motivation was calculated by averaging the sub-
component scores for introjected and external regulation.
The items were answered on a Likert scale 7-points that
ranged from “totally disagree” (1) to “totally agree” (7).

Academic Satisfaction Scale: This instrument consists of 7
items that constitute a single factor that measures the well-
being and enjoyment that students perceive in relation to
their learning experience (e.g. “I enjoy my classes most of the
time”) (Lent, Singley, Sheu, Schmidt, & Schmidt, 2007). An
adapted version was used in Chilean university context,
which showed a unifactorial measurement model with ade-
quate psychometric properties (x> = 14.29, p > .05; CFI =
.99; TLI = .99; RMSEA = .04; FC = .93) (Vergara-Morales,
Del Valle, Diaz & Pérez, 2018). The items were answered on
a Likert scale 7-points that ranged from “totally disagree” (1)
to “totally agree” (7).
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Procedure

This study was done following the ethical principles out-
lined for research with human subjects (Acevedo, 2002).
Once the necessary authorizations were obtained for the
students to participate in the study, data collection was done
in the classroom by a previously trained professional. The
data collection process followed the ethical guidelines of the
American Psychological Association (APA).

Data Analyses

The descriptive analysis was performed by calculating the
mean, the standard deviation, and the Z scores. The internal
consistency of the scale scores was evaluated using the
Cronbach’s a coefficient considering a lower limit of o« = .70
to identify an acceptable reliability (Kaplan & Saccuzzo,
2006). The correlation between variables was evaluated us-
ing Pearson’s correlation coefficient.

Motivational profiles were analyzed using a combination
of hierarchical and non-hierarchical cluster methods (Hair,
Anderson, Tatham & Black, 1998). 'This type of analysis
permits “the detection and description of subgroups of sub-
jects or homogeneous variables based on the observed values
within an apparently heterogeneous set” (Vila-Bafios, Rubio-
Hurtado, Betlanga-Silvente & Torrado-Fonseca, 2014, p.
114). Ward’s hierarchical method was used to identify the
optimal number of clusters based on the calculation of the
squared Euclidean distance between the standardized moti-
vational data. This procedure minimizes the distance be-
tween individual data points within a group avoiding the
formation of extended chains (Goémez-Lopez, Granero-
Gallegos, Baena-Extremera & Abraldes, 2014). The decision
about the adequate number of groups was based on the den-
drogram and the theoretical support of the variables.

We also used the non-hierarchical method of K-means
cluster analysis to compare the results of the group obtained
with the hierarchical method. This procedure reassigns the
cases to the groups until reaching the maximum homogenei-
ty within the groups (Hair, Black, Babin & Anderson, 2009).
The correlation between the results of the hierarchical and

Table 1. Descriptive statistics, Cronbach’s « and correlation between variables.
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non-hierarchical analysis was evaluated using Crametr’s V
considering a coefficient of > .30 to identify an appropriate
association (Martinic & Villalta, 2015). Motivational profiles
were defined based on the following variables: (1) perception
of autonomy support; (2) perception of autonomy control;
(3) autonomous motivation; and (4) controlled motivation.

Finally, differences between motivational profiles in
terms of academic satisfaction were evaluated using the uni-
factorial ANOVA statistical test, with application of the
Games-Howell post-hoc test because it estimates the differ-
ences between the means of each group when homogeneity
in the variances is not met (Martinic & Villalta, 2015). In ad-
dition, the effect size was identified (f) according to the fol-
lowing classification: (1) small effect = .10; (2) medium effect
= .25; and (3) large effect = .40 (Cardenas & Arancibia,
2014).

Results
Descriptive and correlational analyses

Table 1 shows the descriptive statistics for each of the
variables analyzed. The results demonstrate that academic
satisfaction, autonomous motivation, and support for auton-
omy perceived by the students had the highest mean values.
On the other hand, controlled motivation and the perception
of autonomy control showed the lowest values. Furthermore,
an adequate reliability for the scores was identified since the
values for Cronbach’s « coefficient were higher than the rec-
ommended lower limit.

Regarding the bivariate correlations, the results indicated
that the perception of autonomy support had a positive and
significant relationship with autonomous motivation (r = .34,
p < .01) and academic satisfaction (r = .58, p < .01). On the
other hand, autonomy control perceived by the students had
a positive and significant relationship with controlled motiva-
tion (r = .27, p < .01). Moreover, it showed a negative and
significant relationship with perception of autonomy support
(r=-.28, p < .01), autonomous motivation (» = -.13, p < .01)
and academic satisfaction (r = -.22, p < .01) (see table 1).

Variables M SD o 1 2 3 4 5
1. Autonomy support 5.55 1.09 .87 1.00 -.28™ 34 =17 .58
2. Autonomy control 2.98 1.29 .70 1.00 -13" 27 =227
3. Autonomous motivation 5.64 1.11 .89 1.00 -15" g1
4. Controlled motivation 2.80 1.20 .80 1.00 -.20™
5. Academic satisfaction 5.90 1.04 91 1.00
Note. p <.01
These results demonstrate that while the perception of Cluster Analysis

autonomy support increased, autonomous motivation and
academic satisfaction of the university students also in-
creased. On the contrary, as the perception of autonomy
control increased, autonomous motivation and academic sat-
isfaction decreased.

Figure 1 shows the dendrogram illustrating the solution
of clusters obtained from the application of Ward’s hierar-
chical method. Based on the reading of the dendrogram and
on the theoretical sustenance of the variables, the structure

anales de psicologia/ annals of psychology, 2019, vol. 35, n® 3 (october)
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formed by the four clusters (poor quality, low quantity, high
quantity, and good quality) was chosen as the most conven-
ient solution.
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I
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fieiy!
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Figure 1. Ward’s hierarchical method dendrogram

Figure 2 shows the motivational profiles identified by the
non-hierarchical method of K-means, considering the solu-
tion for the four groups suggested from the hierarchical clus-
ter analysis. The results are in agreement with the following
previously inferred clusters: (a) poor guality motivation group
(n = 167 students), with relatively high scores in controlled
motivation and perception of autonomy control, but relative-
ly low scores in autonomous motivation and perception of
autonomy suppott; (b) low guantity motivation group (# =
144), with low scores for all motivational variables; (c) good
guality motivation group (# = 333), with relatively high
scores in autonomous motivation and petrception of auton-
omy supportt, but relatively low scores in controlled motiva-
tion and perception of autonomy control; (d) high quantity
motivation group (7 = 238), with high scores for all motiva-
tional variables, predominantly for controlled motivation and
perception of autonomy control for learning (see figure 2).

Table 2. Z scores and analysis of differences according to motivational profiles.

Jorge Vergara-Morales et al.
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= Autonomy support -1.47 -0.10 0.46 0.44
Autonomy control 0.71 -0.25 -0.65 0.56
= Autonomous motivation -0.51 -1.32 0.60 0.32
= Controlled motivation 0.53 -0.32 -0.75 0.87

Figure 2. Motivational profiles.

Finally, an acceptable association was found between the
number of clusters using hierarchical and non-hierarchical
analyses as determined by the value of Cramet’s V coeffi-
cient (V = .78) which was higher than the recommended
minimum value. Therefore, the degree of similarity between
the results obtained with Ward’s and K-means methods was
verified.

Analysis of differences

The results show statistically significant differences in ac-
ademic satisfaction according to the motivational profiles,
with a medium effect size (see table 2). In addition, we found
that while the motivational profiles implied a greater degree
of autonomy for learning, the levels of academic satisfaction
were increased. Thus, students with a motivation profile cor-
responding to good quality exhibited the highest values for
academic satisfaction, followed by the motivation profile
group corresponding to high quantity. The differences be-
tween the scores of these groups were statistically significant.
On the contrary, students having a poor quality motivation
profile showed the lowest values for academic satisfaction,
followed by the low quantity motivation profile group. No
statistically significantly differences were found in the scores
between these two groups.

Poor quality  Low quantity ~ Good quality ~ High quantity
(n=167) (n=144) (n=333) (n=238) Fis, 878 f Post-hoc
Academic satisfaction -92 -.66 54 .29 171, p <.01 37 1<2;1<351>4
2<352<4
3>4

Nota. * Significant comparisons, p < .05
Discussion and Conclusions

The aims of the study were to identify the motivational pro-
files of university students and to assess their differences ac-
cording to the academic satisfaction. The results demonstrat-
ed that the four profile solution described in a more parsi-
monious way the variance among the scores of the measured
motivational variables. The composition of the groups was
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found to be quite heterogeneous with respect to their moti-
vational profiles because they differed in terms of quantity
and quality of motivation, therefore, they were grouped in
the following manner: (a) poor quality, (b) high quantity, (c)
good quality, and (d) low quantity. These results are in
agreement with findings from studies done by Kusurkar et
al., 2013; Sianchez et al., 2015; Rothes et al., 2017; Ullrich-
French & Cox, 2009; Vansteenkiste et al., 2009 and Worm-
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ington et al., 2012. Therefore, there is sufficient evidence to
support the first hypothesis of this study.

The results suggest that the interaction that the student
has with the teachers” motivating style is important because
the group that had the highest levels of autonomous motiva-
tion was the one where the perception of a style that sup-
ports the development of autonomy for learning predomi-
nated. In other words, they had the highest levels of en-
gagement, interest, and persistence to participate in academic
activities. On the other hand, the group who perceived a
teachers’ motivating style that controls the development of
autonomy to learn demonstrated the highest levels of con-
trolled motivation. That is to say, they had conduct associat-
ed with maladaptive behaviors such as boredom and disin-
terest in doing academic tasks. Thus, it is important that
teachers design learning environments based on academic
activities that promote a student’s sense of choice and per-
sonal initiative, because not only does it facilitate acceptance
for learning tasks, but also stimulates engagement, interest,
and pleasure inherent to the development of academic activi-
ties.

Furthermore, the results indicate that while motivational
profiles implied a greater degree of autonomy for learning,
the levels of academic satisfaction were increased. Indeed,
although good quality and high quantity motivation groups
showed the highest values, significant differences were ob-
served in favor of the first group. Therefore, the data suggest
that the high quantity motivation group had lower values be-
cause it had the additional presence of controlled motivation
and perception of autonomy control, together with autono-
mous motivation and perception of autonomy support,
which implied a decrease in the levels of academic satisfac-
tion in the students. These results agree with those from
Vansteenkiste et al., 2009, Moreno-Murcia & Silveira, 2015
and Sanchez et al., 2015; since we observed that while the
students increased their levels of autonomy to learn, greater
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