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Abstract 

This study investigates the evolution of academic motivation among 

university students in Educational Sciences during and after the COVID-

19 pandemic. Employing a multi-theoretical framework that is based on 

Self-Determination Theory but integrates both Situated-Value Expectancy 

Theory and Achievement Goal Orientation Theory into the analysis, this 

research explores the influence of factors such as online learning, hybrid 

education, professional status, and personal traits such as Openness to 

experience, on students' academic motivation. Data were collected from a 

cohort of 330 second-year students through a questionnaire assessing 

academic motivation (intrinsic, extrinsic, identification, and amotivation), 

Openness, and demographic variables. The analysis compared motivation 

levels across cohorts experiencing different educational modalities 

(online, hybrid, and face-to-face) during the pandemic. Findings revealed 

significantly higher amotivation among students in the 2021-2022 cohort 

compared to the 2022-2023 cohort, suggesting a potential association 

between extended online/hybrid learning and decreased level of 

amotivation. Furthermore, Openness to experience emerged as a 

significant predictor of identification motivation. This research highlights 
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the potential impact of different learning modalities on student 

motivation. It emphasizes acknowledging individual differences in 

designing effective learning environments in the post-pandemic era. 

 

Keywords: academic motivation; identification motivation; amotivation; 

openness; and online/hybrid/face-to-face learning 

 

 

The COVID-19 pandemic has dramatically reshaped the educational 

landscape, compelling a swift transition to online and hybrid learning 

models (Alkhnbashi et al., 2024). This abrupt shift has had a profound 

impact on numerous facets of the educational experience, including student 

engagement (Alkhnbashi et al., 2024), social interaction (Calbi et al., 2021), 

and mental well-being (Uddin & Uddin, 2021). Research consistently 

emphasizes motivation's key role in achieving academic success (e.g., 

Pintrich, 2003; Linnenbrink & Pintrich, 2002). Despite adaptation efforts, 

the pandemic's impact on student motivation remains a significant concern. 

Contemporary literature characterizes motivation as an internal or 

external impetus that directs human behavior toward fulfilling needs and 

achieving goals (Mavrichi & Voicu, 2017). In education, motivation is a 

complex concept that includes a person's beliefs about their ability to 

perform a specific task, their reasons for participating, and their emotional 

reactions to the learning experience (Amrai et al., 2011). 

This study investigates the evolution of academic motivation among 

university students in Educational Sciences during and after the COVID-19 

pandemic. The study will underline how online, hybrid, and face-to-face 

learning modalities have influenced students' intrinsic, extrinsic, 

identification, and amotivation levels. Furthermore, this study investigates 

the influence of individual characteristics, such as Openness (in learning, at 

the ideational level, and the aesthetic level), and demographic factors, such 

as age and professional status, on student motivation within the context of 

the multifaceted challenges presented by the COVID-19 pandemic in 

education. 

This research is based on a multi-theoretical framework aimed at 

investigating the complexities of academic motivation: Self-Determination 

Theory (SDT), Situated Expectancy-Value Theory (SEVT), and 

Achievement Goal Orientation Theory (AGO). Together, these theories 

offer a perspective to explore how the changes in learning modalities due to 

the pandemic (online, hybrid, face-to-face) may have affected students' 

academic motivation.  

Research Questions: 

- How have students' intrinsic motivation, extrinsic motivation, 

identification motivation, and amotivation levels evolved across different 
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learning modalities (online, hybrid, face-to-face) during and after the 

COVID-19 pandemic? 

- Which type of motivation (intrinsic, extrinsic, identification, 

amotivation) experienced the most significant changes across different 

learning modalities? 

- How does professional status (employed vs. not employed) influence 

students' academic motivation?" 

- Does the impact of learning modality on academic motivation differ 

depending on students' professional status (employed in the field vs. not 

employed)? 

- Is there an association between the level of identification motivation and 

individual factors, such as the level of openness of students 

(ideologically, aesthetically, and in terms of learning), and demographic 

factors, such as age? 

 

A theoretical framework for understanding academic motivation in the 

context of the COVID-19 pandemic 

This section will present a theoretical framework for understanding 

academic motivation during the COVID-19 pandemic. This framework is 

grounded in five significant theories of motivation: Self-Determination 

Theory (SDT), Situated Expectancy-Value Theory (SEVT), Achievement 

Goal Orientation Theory (AGO), Social Cognitive Theory (SCT), and 

Attribution Theory (AT). While all five theories offer valuable insights, the 

present study will focus on three, SDT, SEVT, and AGO, to understand how 

these three theories can explain the observed changes in student engagement 

and academic performance. Fong (2022) synthesizes these theories by 

examining four shifts associated with COVID-19 that have affected student 

learning: (1) instructional (rapid transitions to online education); (2) social 

(lockdowns and reduced interpersonal connections); (3) future-oriented 

(evolving career interests and economic uncertainty); (4) sociocultural (race-

based prejudices and health disparities). 

The swift transition to online and hybrid learning modalities during 

the COVID-19 pandemic likely impacted students' expectancy beliefs, 

potentially undermining their confidence in their academic success due to 

challenges such as limited face-to-face interaction, technical difficulties, and 

reduced instructor support (Anderman, 2020; Linnenbrink Garcia et al., 

2016). Concurrently, the pandemic and its associated societal shifts, 

including economic instability and heightened social isolation, likely 

influenced students' assessments of their educational pursuits. While some 

students might have experienced a decline in the perceived utility of their 

education due to uncertainties about future career trajectories and the 

applicability of their studies in a dynamic job market (Eccles, 2009), others, 
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already engaged in their respective fields, may have witnessed an elevation 

in both the perceived attainment value (the significance of their studies for 

their identity) and utility value (the anticipated future benefits), 

consequently fostering increased motivation. Additionally, the perceived 

cost of pursuing their studies (e.g., time, energy, opportunity costs) likely 

varied among different demographic groups, influencing their overall 

motivation (Wigfield & Eccles, 2000). 

a) Self-Determination Theory (SDT; Deci & Ryan, 2012, 2013) provides 

the core theoretical framework for the present study. Self-Determination 

Theory (SDT) provides a valuable scientific framework for 

understanding the factors determining students' engagement in learning 

activities. This level of engagement in school-type tasks, according to 

SDT, is supported by high motivation and is a necessary skill in learning. 

Self-determined motivation arises when three fundamental psychological 

needs are fulfilled (Deci & Ryan, 2012; Ryan & Deci, 2020; Niemiec & 

Ryan, 2009):  1. competence refers to an individual's perceived ability to 

effectively navigate their environment and successfully master the 

challenges they encounter; 2. autonomy signifies the sense of internal 

control and choice in one's actions, free from external pressures or 

constraints; 3. relatedness, akin to belongingness, encompasses the 

experience of meaningful social connections and a sense of belonging 

within a community.  

b) When these needs are met, students are more likely to learn intrinsically, 

which means that they engage in learning for its own sake rather than for 

external rewards. SDT posits that intrinsic motivation is paramount for 

learning, personal growth, and overall well-being (Deci & Ryan, 1993). 

Numerous studies demonstrate that autonomously motivated individuals, 

either through intrinsic motivation or well-internalized (autonomous) 

forms of extrinsic motivation, exhibit heightened interest, excitement, 

vitality, and confidence, leading to improved performance, creativity, 

persistence, and overall well-being (Bochiș et al., 2022; Florescu et al., 

2023; Ryan & Deci, 2017). SDT proposes a motivational continuum, 

spanning from autonomous to controlled forms, with profound 

implications for performance, engagement, well-being, and psychological 

health.  

c) The most widely acknowledged forms of motivation in academic 

literature are intrinsic and extrinsic motivation. This study will also 

explore concepts such as identified motivation, which refers to the extent 

to which a person identifies with a particular field or activity, and 

amotivation, indicating a lack of motivation.  

Building upon the theoretical framework of Self-Determination Theory 

(SDT) (Deci & Ryan, 2000), which emphasizes the importance of 

autonomy, competence, and relatedness for academic motivation, this 
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study investigates the evolution of academic motivation among second-

year students in Educational Sciences. Specifically, it will compare the 

impact of online and hybrid learning during the COVID-19 pandemic 

(2020-2022, 2021-2022) and the subsequent return to face-to-face 

education (2022-2023; 2023-2024) on student motivation. Moreover, the 

study will assess how professional status influences academic motivation 

and identify predictors of motivation to pursue the chosen study program. 

These objectives are informed by previous research findings, such as the 

potential for online learning to impact intrinsic motivation (Muzaffar & 

Yamin, 2021) and the varying effects of online learning on student 

motivation (Bajpai & Kumar, 2015; Harandi, 2015; Zwanch & Cribbs, 

2021). While some studies have observed initial increases in motivation 

during the pandemic, followed by significant decreases (Lamanauskas et 

al., 2021), factors like student interest (Goksel, 2021) and satisfaction 

with online courses (Algahtani et al., 2021) can mitigate these adverse 

effects. Furthermore, the quality of self-study materials and teacher-

student interactions are essential for maintaining student motivation in 

hybrid learning environments (Popa & Bochiş, 2015). 

d) Situated Expectancy-Value Theory (SEVT; Eccles et al., 1983; Eccles & 

Wigfield, 2020) provides a valuable framework for understanding the 

factors influencing student motivation within this study. Building upon 

classic expectancy-value theory, SEVT emphasizes the dynamic 

interplay between individual characteristics, social influences, and 

situational factors in shaping students' motivational beliefs and behaviors 

(Eccles & Wigfield, 2023; Wigfield & Eccles, 2000; Zhou & Curle, 

2024). Central to SEVT are two key determinants of motivation: 

expectancy beliefs and subjective task values. Expectancy beliefs reflect 

students' perceptions of their ability to succeed in academic tasks, while 

subjective task values encompass the perceived importance and relevance 

of the task (Eccles et al., 1983). These values include intrinsic value 

(enjoyment and interest), attainment value (importance for personal or 

collective identity), utility value (perceived future usefulness), and cost 

(time, energy, and opportunity costs) (Eccles, 2009; Wigfield & Eccles, 

2000).  

In the context of this study, SEVT offers valuable insights into how the 

global change and the COVID-19 pandemic are associated with shifts in 

learning modalities that might have impacted student motivation 

(Wigfield & Gladstone, 2019). The transition to online learning may 

have negatively impacted students' expectancy beliefs by increasing 

feelings of isolation and decreasing access to support systems, thereby 

diminishing their confidence in their academic success (e.g., Singh et al., 

2020). SEVT helps understand how the pandemic-related disruptions 
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might have influenced students' perceptions of the value of their studies. 

The uncertainty and economic instability caused by the pandemic may 

have increased students' anxiety about their future career prospects (e.g., 

Stebleton et al., 2020), potentially decreasing the perceived utility value 

of their education. Moreover, SEVT emphasizes the importance of 

considering the social and cultural context in which learning occurs. The 

pandemic has highlighted the significant role of social support and 

community in fostering student motivation. Students who had access to 

strong social support networks, both within and outside of the academic 

environment, may have been more resilient in the face of the challenges 

associated with online learning (e.g., Reitzug & Brinthaupt, 2021). 

e) Achievement Goal Orientation Theory (AGO; Maehr & Midgley, 1991) 

provides a valuable framework for understanding how students' personal 

goals influence their academic motivation. This theory posits that 

individuals are driven by different achievement goals, primarily mastery 

goals, focused on developing competence and understanding, and 

performance goals, emphasizing demonstrating ability relative to others. 

Elliot and McGregor (2011) further elaborated on this framework, 

categorizing achievement goals into four quadrants based on two 

dimensions: valence (approach or avoidance) and goal orientation 

(mastery or performance). Mastery goals can be approached (focusing on 

learning and growth) or avoided (fearing not mastering the material). 

Similarly, performance goals can be approached (desiring to outperform 

others) or avoided (fearing failure). Mastery goals focus on developing 

competence, increasing knowledge, and deeply understanding the subject 

matter (Midgley et al., 2000). Students with a mastery goal orientation 

are intrinsically motivated to learn and challenge themselves, seeking 

opportunities for growth and improvement. They view challenges as 

opportunities for learning and are more likely to persist in the face of 

setbacks (Dweck, 1986). They focus on effort, learning strategies, and 

personal progress as indicators of success rather than external 

comparisons or grades. In contrast, performance goals emphasize 

demonstrating ability relative to others. Students with performance goals 

are primarily concerned with outperforming peers, achieving high grades, 

and avoiding failure (Elliot & McGregor, 2001). This focus on social 

comparison and external validation can lead to anxiety, test anxiety, and 

a reluctance to take risks or engage in challenging tasks (Urdan & 

Kaplan, 2020). Students with a strong performance orientation may be 

more likely to procrastinate or avoid challenging tasks to protect their 

self-esteem in case of failure. A key aspect of AGO is recognizing that 

the classroom environment can significantly influence students' goal 

orientations. Mastery-oriented classrooms, characterized by a focus on 

learning, collaboration, and individual effort, can foster the development 
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of mastery goals in students (Urdan, 2004). These classrooms emphasize 

deep understanding, provide student choice and autonomy opportunities, 

and encourage a growth mindset. In contrast, classrooms that emphasize 

competition, external rewards, and public comparisons can inadvertently 

promote performance goals, potentially leading to increased anxiety and 

decreased intrinsic motivation. 

In the context of this study, AGO helps explain how the shift to 

online/hybrid learning modalities during the COVID-19 pandemic might 

have inadvertently shifted the focus toward performance goals for some 

students. Studies have shown that online learning environments, 

emphasizing independent work and the potential for social comparison, 

can increase pressure to meet deadlines and achieve high grades, 

potentially increasing anxiety and decreasing intrinsic motivation (e.g., 

Jiao et al., 2021; Xin & Zhang 2022). For instance, Jiao et al. (2021) 

found that online learning environments can exacerbate performance-

avoidance goals, increasing anxiety and decreasing student engagement 

but, in contrast, face-to-face learning might have provided more 

opportunities for collaborative learning, instructor feedback, and peer 

support, fostering a stronger sense of competence and encouraging a 

focus on mastery goals. Studies have demonstrated that collaborative 

learning environments can promote mastery-oriented goals by providing 

opportunities for students to learn from each other, receive constructive 

feedback, and develop a deeper understanding of the subject matter (e.g., 

Johnson & Johnson, 2019). Furthermore, AGO can help understand how 

individual differences and contextual factors might influence goal 

orientations. For example, students with a strong emphasis on 

performance goals might be more susceptible to the negative impacts of 

online learning, as the increased pressure to perform and the potential for 

social comparison could exacerbate their anxiety and hinder their 

learning (e.g., Meece et al., 2014).  

f) Social Cognitive Theory (SCT), defined by Bandura (1986, 2008), 

highlights the relationship between environmental factors, cognitive 

beliefs, and behavior. Essential concepts include observational learning, 

where individuals learn new behaviors by watching others, and self-

efficacy, which is the belief in one's capability to achieve goals. Self-

efficacy plays a significant role in influencing effort, persistence, and the 

choice of activities (Schunk & DiBenedetto, 2020). 

g) Attribution Theory (AT; Weiner, 1972, 1985) explores how people 

interpret the reasons behind their academic successes and failures. 

Attributions are usually classified by their locus (internal or external), 

controllability (controllable or uncontrollable), and stability (stable or 
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unstable). These attributions considerably impact academic motivation, 

emotions, and subsequent behaviors (Graham, 2020). 

Although SCT and AT were not directly utilized in our study, they are 

well-established in the literature and essential for understanding 

academic motivation's complexities. 

 

This study draws upon a multi-theoretical framework, with Self-

Determination Theory (SDT; Deci & Ryan, 2000) serving as a primary lens 

for understanding the complexities of academic motivation. SDT posits that 

intrinsic motivation flourishes when individuals' needs for autonomy, 

competence, and relatedness are met (Deci & Ryan, 2000; McDonough & 

Crocker, 2007). The abrupt transition to online and hybrid learning 

environments during the pandemic may have inadvertently hindered the 

fulfillment of these fundamental needs (Chiu, 2022). For example, students 

may have experienced decreased self-efficacy and academic motivation due 

to challenges with online learning, such as limited access to support from 

instructors and peers, difficulties with technical issues, and a lack of clarity 

regarding learning expectations. Furthermore, Situated Expectancy-Value 

Theory (SEVT; Eccles & Wigfield, 2020) highlights the role of expectancy 

beliefs (students' perceptions regarding their success) and subjective task 

values (e.g., intrinsic value, attainment value) in shaping motivation. The 

transition to online learning may have influenced students' expectancy 

beliefs, potentially decreasing their confidence in their ability to succeed 

academically due to challenges such as limited face-to-face interaction, 

technical difficulties, and decreased instructor support (Anderman, 2020; 

Linnenbrink Garcia et al., 2016).  

Achievement Goal Orientation Theory (AGO; Maehr & Midgley, 

1991) emphasizes the role of mastery and performance goals in shaping 

student motivation. The shift to online/hybrid learning modalities may have 

inadvertently shifted the focus toward performance goals (e.g., meeting 

deadlines and achieving high grades) due to the emphasis on independent 

work and the potential for social comparison in online environments. This 

could have detrimental effects on intrinsic motivation, as performance goals 

are often associated with anxiety and a fear of failure (Elliot & McGregor, 

2001).    

Alongside the theories of academic motivation, personal differences 

like personality traits play an essential role in influencing student 

motivation. This study explores the concepts of Openness and academic 

motivation, focusing on the impact of individual traits on academic 

motivation and emphasizing the significance of Openness. Defined as a key 

dimension of the Big Five personality traits (Costa & McCrae, 1999), 

openness encompasses a broad range of traits, including intellectual 

curiosity, aesthetic appreciation, and receptiveness to new experiences and 
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ideas. As defined by Albu (2017), Openness in the present study 

encompasses three facets: Openness to learning (for instance, a willingness 

to acquire new knowledge and skills), aesthetic Openness (such as 

enjoyment derived from art, music, and literature), and ideational Openness 

(including curiosity regarding philosophical and abstract theories). 

Openness is essential for academic success, particularly in higher education, 

where critical thinking, creativity, and a willingness to engage with new 

ideas are highly valued. 

 

 

Method 

 

Objective 

1. Comparing the evolution of academic motivation among four groups 

of students enrolled in the second year in initial training programs in 

the field of Educational Sciences, with a focus on the impact of 

conducting the educational process in the online and hybrid 

environment during the restrictions given by the COVID-19 pandemic 

in Romania (2020-2022, 2021-2022) and the return in the following 

period to traditional, face-to-face education (2022-2023; 2023-2024). 

2. Assessing differences in the level of academic motivation of students 

according to professional status. 

3. Identifying the predictors of the motivation to identify with the chosen 

study program. 

 

Research Hypotheses 

H1: The level of academic motivation of students from the cohorts that 

switched to online and hybrid education (2020-2021 and 2021-2022) 

during the pandemic is different from that of students from the cohorts 

that subsequently carried out their activity in a traditional, face-to-face 

format (2022-2023; 2023-2024). 

H2: Students' academic motivation level differs depending on their 

professional status (with or without a job in the field in which they are 

preparing). 

H3: Individual (openness level) and demographic (age) factors 

significantly impact identification motivation. 

 

Participants 

A total of 330 participants from different groups, enrolled in the 

second year at the Faculty of Social and Human Sciences, University of 

Oradea, in the study programs Primary and Preschool Education Pedagogy 

and Special Psychopedagogy, took part in the research. Of these: 
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- 87 (26.4%) participated in the research in the academic year 2020-2021; 

- 114 (34.5%) in 2021-2022; 

- 70 (21.2%) in 2022-2023 and 

- 59 (17.9%) in 2023-2024. 

The average age of the participants is m=25.4523 (a.s=8.333). The 

youngest was 18, and the oldest was 54. 

Also, the data requested from the participants regarding their 

professional status indicates that: 

- 162 (49.1%) do not have any job, 

- 96 (29.1%) work or volunteer in a field other than the one they are 

preparing for at the university; 

- 69 (20.9%) work or volunteer in the field they are preparing for at the 

university. 

 

Measures and procedure 

The research method used was the Questionnaire-based Survey 

administered electronically via Google Forms. 

The Questionnaire for Measuring the Types of Regulation of 

Academic Motivation: This instrument, adapted from Drugaş (2009) by 

Robu and Tufeanu (2020), assesses different types of academic motivation 

based on Self-Determination Theory. It includes 21 items grouped into four 

subscales: intrinsic motivation (e.g., "I enjoy doing the activities required by 

the study program I am enrolled in."), identification motivation (e.g., "I feel 

that my academic study program is helping me to develop as a person."), 

extrinsic motivation (e.g., "It is important for me that others appreciate what 

I do in college."), and amotivation (e.g., "Apart from the fact that I have 

something to fill my time with, I see no reason to continue this study 

program."). Participants responded to each item on a 5-point Likert scale, 

ranging from 1 (total disagreement) to 5 (total agreement). 

The Openness Scale: This instrument, developed and validated by 

Albu (2007) on the Romanian population, measures three dimensions of 

Openness: Openness to learning (e.g., "I am interested in constantly 

improving my professional skills."), aesthetic Openness (e.g., "I believe 

there should be more buildings dedicated to culture and art."), and ideational 

Openness (e.g., "I like scientific challenges."). Participants rated each of the 

18 items on a five-point Likert scale, from 1 (very little) to 5 (very much), 

indicating the extent to which the statement described their behavior, 

thoughts, or feelings. The original validation study demonstrated good 

internal consistency (Cronbach's alpha between 0.763 and 0.860) and 

validity for all scales. In the present study, the overall Cronbach's alpha for 

the Openness Scale was high (0.918), with subscale alphas ranging from 

0.897 to 0.921. 
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Results 

 

The analysis of the results will be presented for each hypothesis of 

the study. 

Analysis of variance (ANOVA) was conducted to examine the 

differences in academic motivation between students who experienced 

online/hybrid learning during the pandemic and those who returned to 

traditional face-to-face instruction (H1). The findings (see Table 1) suggest 

that while there were no significant differences in intrinsic, identification, 

and extrinsic motivation between the groups, a significant difference was 

found between the groups in amotivation (F(3,325) = 3.011, p = .03). 

 
Table 1. ANOVA Summary for Academic Motivation 

Variable 
Sum of 

Squares 
df Mean Square F p 

Intrinsic 

motivation 

Between Groups 1.739 3 .580 1.513 .211 

Within Groups 124.519 325 .383   

Total 126.259 328    

Identification 

motivation 

Between Groups 2.015 3 .672 1.161 .325 

Within Groups 188.021 325 .579   

Total 190.035 328    

Extrinsiv 

motivation 

Between Groups 1.326 3 .442 1.712 .164 

Within Groups 83.928 325 .258   

Total 85.254 328    

Amotivation Between Groups 5.054 3 1.685 3.011 .030 

Within Groups 181.844 325 .560   

Total 186.898 328    

 

To further investigate these differences, Tukey HSD posthoc tests 

were conducted to identify specific pairs of groups with statistically 

significant differences in amotivation levels (see Table 2). 

The results revealed a significant difference (p = 0.017) between the 

2021-2022 (online/hybrid education) and the 2022-2023 cohorts (return to 

face-to-face education). Specifically, students in the 2021-2022 cohort 

exhibited significantly higher levels of amotivation (mean difference = 

0.338) than those in the 2022-2023 cohort. This finding suggests a potential 

decrease in amotivation among students between the 2021-2022 and 2022-

2023 academic years. This observation supports the hypothesis that the 

transition to online and hybrid learning during the pandemic may have 

negatively impacted student engagement and increased amotivation. 
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Table 2. Tukey HSD posthoc Tests for Amotivation 

Dependent 

Variable 

(I) 

academic 

year 

(J) 

academic 

year 

Mean 

Difference 

(I-J) 

Std. 

Error 
Sig. 

95% 

Confidence 

Interval 

      
Lower 

Bound 

Upper 

Bound 

Amotivation 2020-2021 2021-2022 -.16367 .10684 .420 -.4396 .1122 

2022-2023 .17409 .12041 .472 -.1369 .4850 

2023-2024 .00250 .12645 1.000 -.3240 .3290 

2021-2022 2020-2021 .16367 .10684 .420 -.1122 .4396 

2022-2023 .33776* .11358 .017 .0444 .6311 

2023-2024 .16617 .11996 .510 -.1436 .4760 

2022-2023 2020-2021 -.17409 .12041 .472 -.4850 .1369 

2021-2022 -.33776* .11358 .017 -.6311 -.0444 

2023-2024 -.17159 .13220 .565 -.5130 .1698 

2023-2024 2020-2021 -.00250 .12645 1.000 -.3290 .3240 

2021-2022 -.16617 .11996 .510 -.4760 .1436 

2022-2023 .17159 .13220 .565 -.1698 .5130 

* The mean difference is significant at the 0.05 level. 

A Two-Way Between-Subjects ANOVA was conducted to 

investigate the potential influence of professional status on motivation. The 

analysis examined the interaction between professional status (employed vs. 

not employed in the field) and academic year on students' levels of 

amotivation (H2). 

Table 3. Tests of Between-Subjects Effects. The influence of professional status on 

students’ academic motivation 

Source 
Type III Sum of 

Squares 
df 

Mean 

Square 
F Sig. 

Corrected Model 6.854a 11 .623 1.097 .363 

Intercept 713.740 1 713.740 1256.390 .000 

Academic year 4.529 3 1.510 2.658 .048 

Professional status .315 2 .157 .277 .758 

Academic year * professional 

status 

1.379 6 .230 .404 .876 

Error 178.948 315 .568   

Total 1098.028 327    

Corrected Total 185.801 326    

a. R Squared = .037 (Adjusted R Squared = .003) 
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The results (see Table 3) did not reveal a significant main effect of 

professional status on amotivation, F(2,315) = 0.277, p > .05, indicating no 

significant differences in amotivation levels between students with and 

without professional experience in their field of study. 

The interaction between professional status and academic year was 

also not statistically significant, F(6,315) = 0.404, p  .05. This indicates 

that the effect of professional status on amotivation remained consistent 

across different academic years. Based on these findings, we can conclude 

that no evidence supports Hypothesis 2. Students' professional status 

(employed vs. not employed in their field) does not appear to influence their 

levels of academic motivation significantly, nor does this relationship vary 

across different academic years. 

A regression analysis was conducted to investigate Hypothesis 3, 

which posits that individual (openness) and demographic (age) factors 

significantly impact identification motivation. The results (see Table 4) 

indicate a valid linear regression model (Fchange(7,324) = 42.919, p < .001; 

R2adj.= .206), which explains approximately 21% of the variation in 

students' identification motivation.  

 
Table 4. Regression Model Summary for Identification Motivation  

Mo
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Change Statistics 
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Cha
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F 

Cha

nge 

d

f

1 

d

f

2 

Sig. 

F 

Cha

nge 

1 .45

9a 

.210 .206 .6805

2 

.210 42.9

19 

2 3

2

2 

.000 1.99

2 

a. Predictors: (Constant), Openness, age 

b. Dependent Variable: identification motivation 

 

The individual and demographic factors analyzed contribute 

significantly to explaining the level of identification motivation, as follows 

(see Table 5): 

- The level of openness as a personality trait represented the strongest 

predictor of identification motivation (t= 8.654, p < .001, rpart = 

.429). These results align with SDT's emphasis on the importance of 

autonomy and the need for individuals to engage in their learning 

experiences actively. So, students high in Openness to experience may 

be more receptive to new ideas, more willing to engage in diverse 

perspectives, and more likely to find meaning and value in their 

academic pursuits.  
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- In contrast to previous research, age did not significantly impact 

identification motivation in this case (t = 1.547, p = 0.123). This could 

be influenced by the specifics of the sample (e.g., a relatively narrow 

age range within the student population) or other factors not included 

in the model, such as prior academic experiences, socioeconomic 

background, or cultural influences. 
 

Table 5. Regression Coefficients for Identification Motivation  
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50 

.0
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0 

     

.00
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.00

5 

.078 1.5

47 

.1

2

3 

.16

4 

.086 .0

77 

.962 1.0

40 

.48

2 

.05

6 

.437 8.6

54 

.0

0

0 

.45

2 

.434 .4

29 

.962 1.0

40 

a. Dependent Variable: identification motivation 

 

Variable Variable Variable Variable 

F M F M F M 

Variable 45.4% 54.6% 28.9% 71.1% 29.4% 70.6% 

Variable 47.0% 53.0% 42.7% 57.3% 41.0% 59.0% 

Variable 47.9% 52.1% 46.7% 53.3% 48.7% 51.3% 

Variable 55.0% 45.0% 59.6% 40.4% 57.6% 42.4% 

 

 

Discussion and Conclusions 

 

This study significantly contributes to the expanding body of 

research by examining the evolving landscape of academic motivation 

among university students in Educational Sciences during and following the 

COVID-19 pandemic. Specifically, it will compare the impact of online and 

hybrid learning during the COVID-19 pandemic (in the academic year 

2020-2022 and 2021-2022) and the subsequent return to face-to-face 

education (in the academic year 2022-2023 and 2023-2024) and also the 
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impact of Openness, as a personality trait, age and professional status on 

student academic motivation. The study is anchored in Self-Determination 

Theory (SDT; Deci & Ryan, 2000) as its principal theoretical framework, 

but by synthesizing insights derived also from Situated Expectancy-Value 

Theory (SEVT), and Achievement Goal Orientation Theory (AGO), this 

research yields valuable perspectives on the challenges and opportunities 

arising from pandemic-disrupted learning environments. Although the study 

could not directly test the study hypotheses by introducing dependent 

variables derived directly from the SEVT and AGO, the results obtained can 

also be interpreted partially and cautiously in light of these theories. 

However, in future research, more comprehensive measurement instruments 

of the theoretical constructs should explore how the study results are 

interpreted through the lens of different motivation theories.  

Academic motivation encompasses a multifaceted interplay of 

external factors, such as the transition to online or hybrid education and the 

repercussions of the pandemic, as well as internal factors, including 

personality traits. According to SDT, intrinsic motivation flourishes when 

three fundamental psychological needs—autonomy, competence, and 

relatedness—are adequately fulfilled (Deci & Ryan, 2000; Ryan & Deci, 

2000). However, online learning environments may pose challenges in 

fulfilling these needs. For instance, students may experience a decline in 

autonomy due to limited control over their learning schedules and restricted 

interactions inherent in online formats. Also, effective online instruction, 

access to technical support, and timely feedback are essential for fostering a 

sense of competence (Fong, 2022). Furthermore, the isolating nature of 

online education may thwart the satisfaction of relatedness needs, leading to 

diminished social interaction and fostering feelings of loneliness and 

disengagement (Muzaffar & Yamin, 2021). 

Data analysis yielded the following findings: 

Concerning the effects of learning modality on motivation 

(Hypothesis H1), the results partially supported the hypothesis. Although 

online and hybrid learning modalities presented challenges to fulfilling the 

fundamental psychological needs identified by SDT—namely autonomy, 

competence, and relatedness—the specific effects were not uniform across 

individuals. Data analysis revealed a substantial increase in amotivation 

among students who experienced extended online or hybrid learning 

periods, a finding consistent with SDT and AGO theory. The inherent 

limitations of online learning environments, such as reduced social 

interaction and constrained student autonomy, may have decreased student 

engagement and fostered a performance-oriented learning environment, 

potentially eroding intrinsic motivation. This aligns with SDT and AGO, 

which suggest that instructional changes, including abrupt transitions to 



Laura Nicoleta Bochiș, Karla Melinda Barth, Maria Cristina Florescu, 

Adina Vesa, & Mihaela Indrieș 

 

60 

online learning and changes in the learning environment, can significantly 

influence student motivation (Fong, 2022). The observed increase in 

amotivation among students in the 2021-2022 cohort, who likely 

experienced more prolonged periods of online or hybrid learning, supports 

the idea that such changes may have a negative impact on student's 

academic motivation. 

Regarding the influence of professional status on amotivation 

(Hypothesis H2), the study results suggest that learning experiences during 

the pandemic, especially those related to online and hybrid teaching 

modalities, significantly impacted the level of amotivation of students. In 

contrast, professional status (employed and unemployed students) did not 

directly affect amotivation. This allows us to believe that other 

sociodemographic or psychological factors may have played a central role. 

No significant differences were observed in academic motivation between 

students who are employed or have a job and those who are not. This 

finding could suggest that the anticipated impact of professional status on 

motivation, mainly through increased relatedness and perceived value (as 

predicted by SDT and SEVT), was mitigated by other factors, such as the 

generalized social and economic uncertainties associated with the pandemic, 

which may have impacted all students, regardless of their employment 

status. The results indicate significant differences in levels of amotivation 

between different cohorts of students in different academic years, so 

students who have gone through learning experiences and contextual factors 

specific to the pandemic context may significantly influence their 

amotivation. In the context of SDT, these results can be explained by 

variations in the satisfaction of students' autonomy, competence, and 

relatedness needs in each academic year. For example, during the academic 

year in which education was predominantly online, the most limitations 

were highlighted regarding opportunities for social interaction and 

personalized feedback, which affected students' need for relationships and 

autonomy, and the level of academic motivation decreased to amotivation.  

The interpretation of these data can also be seen in the light of SEVT, as the 

differences could be attributed to variations in expectations and values 

during the pandemic and post-pandemic period. For example, students in 

cohorts with more challenging learning experiences (online/hybrid) could 

have lower expectations regarding academic success and would place a 

lower value on education, which could contribute to increasing the level of 

amotivation. From the AGO perspective, the differences could reflect 

variations in student goal orientation depending on the academic year. For 

example, online learning periods could have favored the adoption of 

performance goal orientations (perfectionism, failure avoidance) by students 

to the detriment of learning goals (mastery goals), which could be 

associated with increased amotivation. 
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Although the students' professional status did not significantly affect 

the level of amotivation, the study's conclusions are relevant, given the 

explanation of the results through the lens of the three theories considered in 

this study. For example, students who are employed could have both 

benefits (e.g., development of professional skills, sense of autonomy, sense 

of relating to others in the conditions given by the pandemic) and challenges 

(e.g., additional stress at work, pressure to perform at work), different from 

those of students who do not have a job, but which do not have a significant 

impact on amotivation. From the perspective of SEVT, this result could 

indicate that both employed and unemployed students hold similar 

expectations and values in their preparation for the teaching profession. 

From the perspective of AGO, this result could suggest that both employed 

and unemployed students adopt similar orientations toward university 

learning objectives. 

The analysis of individual and demographic factors (Hypothesis H3) 

indicated that individual characteristics significantly influence academic 

motivation. In particular, openness, as a personality trait, was identified as 

the predictor variable of identification motivation, which aligns with the 

central ideas underlying SDT regarding how personal differences shape the 

fulfillment of fundamental psychological needs and influence motivation. 

Students high in Openness as a personality trait are more likely to explore 

new ideas, adapt to challenges, and seek autonomy in learning – all key 

elements of SDT. So, students high in Openness are more likely to explore 

new ideas and perspectives, which allows them to connect more deeply with 

their field of study, adapt more quickly to the challenges of online learning, 

and fulfill their need for autonomy in learning. Although SEVT is not 

explicitly tested in this model, the results obtained can be broadly 

interpreted in light of this theory. Openness can be seen as a component of 

the value given to a particular field of study. Students open to new 

experiences are more likely to find value in academic activities and, 

therefore, to identify more with their field of study. Also, although AGO is 

not explicitly tested in this model either, we can appreciate that individuals 

with a mastery orientation are more likely to explore new ideas and develop, 

which is consistent with the concept of openness to experience. 

It should be noted that age did not significantly affect the motivation 

to identify within this group, highlighting the need to consider the unique 

characteristics of the population studied in research interpretations. 
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Conclusions 

 

Understanding the factors that influence academic motivation in the 

context of online learning is essential for developing effective pedagogical 

strategies. To support student motivation, teachers should: 

- Create a collaborative and interactive online learning environment that 

facilitates communication and social interactions among students, 

which can help reduce feelings of isolation and increase intrinsic 

motivation. 

- Personalize the online learning. 

- experience by offering choices and flexibility in learning so that 

students feel more autonomous and actively engage in academic 

activities. 

- Provide technical and emotional support to improve the online 

learning experience by ensuring access to technology resources 

- And technical assistance and providing opportunities for open 

discussions about the challenges that students face. 

- Promote the relevance of learning by linking course content to 

students' experiences and interests, increasing their perception of the 

value of learning and academic motivation. 

 

Limitations and Future Research: 

This study presents several limitations that warrant consideration. 

Firstly, the scope of the study was confined to university students pursuing 

degrees in Educational Sciences, potentially limiting the generalizability of 

the findings to other academic domains and student populations. Secondly, 

the reliance on self-reported data may have introduced potential biases, such 

as social desirability bias, which could influence the accuracy of the 

findings. 

Moreover, future research could explore new instruments for 

collecting data about the level of academic motivation as it is 

conceptualized in different theoretical frameworks. The practitioners should 

measure the efficacy of interventions designed to enhance student academic 

motivation, such as developing and implementing innovative pedagogical 

approaches that foster intrinsic motivation and cultivate a sense of 

community among students. 
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