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Abstract

:

While the demand for online education and the diversity of online students have been increasing worldwide, how online students motivate themselves to continuously engage in learning remains to be appraised. Research in the face-to-face contexts reports that academic motivation is central to student success and wellbeing, and the type of motivation can differ by subject. In particular, the motivation of business students and healthcare students can differ considerably. This study aimed to understand the motivation of online students, and compare them between business and healthcare students using a concurrent nested mixed-method design with correlation and thematic analyses. A survey regarding motivation, learning enjoyment, and study willingness was responded to by 120 online students (61 business and 59 healthcare). Business students were associated with extrinsic motivation, whereas healthcare students were associated with intrinsic motivation. While students in both groups enjoyed the pursuit of knowledge, healthcare students valued the process and accomplishment, whereas business students regarded education as steppingstones in their careers. Findings can help educators develop effective motivational support for these student groups.
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1. Introduction


Online learning has gained significant prominence in higher education institutions (HEIs) over the past two decades, with many incorporating this into their long-term strategies [1,2]. Several advantages are associated with online learning for students, namely reduced time and geographical constraints, increased control over class pace and engagement, and fewer costs associated with them, i.e., on commuting or relocation, altogether providing a more flexible and attractive format for many [3,4]. The nature of online learning requires students to possess efficient time management skills and the ability to self-direct their learning [5]. These benefits extend to HEIs, who can reach a broader population of students and those who would otherwise be unable to access traditional face-to-face higher education [2,6].



Despite the noted unique advantages, some challenges have been reported. The reduced peer and teacher interaction can cause motivation issues [7,8,9]. In addition, as noted by Curasi and Burkhalter [10], the profile of online students is becoming increasingly untraditional, including married students with children, and students who are employed full-time. These students are less able and less motivated to dedicate additional time to course materials to complete the course, as their outside lives tend to be prioritised over their studies [10]. Additionally, a lack of belongingness to the university or a learning community sabotages their motivation [2], accompanied by a strong sense of loneliness [11]. These factors could help explain the poor performance and high attrition rates associated with online learning [12].



More specifically, online business students and healthcare students face motivational challenges. Pre-COVID studies reported that although many business students appreciated the self-paced nature of online learning (e.g., fitting studies in their work life), a lack of personal support experienced in online learning relative to face-to-face learning was challenging to business students especially those who were new to online learning [13,14]. During the COVID-19 pandemic, business studies were relatively unaffected by the forced transition to online, because many components of their curriculum were adaptable to online learning [15]. However, a lack of the social aspect of learning (e.g., discussion and conversation with lecturers and peers) was demotivating for many business students [16] Likewise, in pre-COVID research, online healthcare students reported their motivation was compromised in group work where good engagement from all group members was required [17]. To counter this problem, educators implemented measures such as mandatory attendance to online lectures and activities. However, these measures could counteract the self-paced nature of online learning, disadvantaging those with a job with irregular working hours, career duties, and living in a different time zone [18]. Unsurprisingly online students’ intrinsic motivation for asynchronous learning was higher than for synchronous learning, relating to a sense of autonomy [19]. These challenges were intensified during the COVID-19 pandemic: many students’ duties outside the curriculum have increased (e.g., deployment to hospital, obscured boundary between study and life [20], making it hard for them to stay motivated to study [21,22]. The forced transition to online learning was experienced positively by healthcare students who were undertaking desk-based learning [23], whereas those in clinical practice experienced it negatively as their practice was interrupted [24]



Understanding academic motivation continues to be of importance to educators, as a necessary function of maintaining student engagement and retention, and to encourage positive academic outcomes [25]. This has become even more pronounced in the context of the global COVID-19 pandemic, which continues to disrupt conventional teaching methods, forcing many HEIs to provide online instruction, even for those who did not originally enroll in online learning courses [5]. The demand for online learning has clearly increased worldwide.



One well-established theory of motivation is Deci and Ryan [26] Self-Determination Theory (SDT), a model that seeks to explain human needs, motivation, and wellness in various social contexts [12]. SDT argues that autonomy, competence, and relatedness are critical components of motivation [27]. It distinguishes between three types of motivation: (1) intrinsic motivation, carrying out an activity based on pleasure or enjoyment, (2) extrinsic motivation, behaviours undertaken for reasons beyond innate satisfaction, and (3) amotivation, the absence of intentionality [28]. Within the context of education, the focus of SDT is on promoting student self-confidence, the value of education, and a desire to learn [29]. Both intrinsic and extrinsic motivation act as a mediating role for academic performance through online learning behaviours [30]. Those are essential components of education [29], indicating the relevance and importance of motivation in education.



The findings of Griffin et al. suggest that the level of intrinsic motivation demonstrated by students constitutes the most powerful indicator of student success. Students with a high level of intrinsic motivation tend to exhibit increased engagement in classes, experience positive self-esteem and a sense of subjective wellbeing, and excel academically [31]. In contrast, the predominance of extrinsic motivation can result in negative outcomes such as boredom, poor class attendance, and academic performance, and amotivation is negatively associated with engagement, learning potential, and wellbeing [28,32]. This is important as many students have adopted a consumerist approach to higher education, where extrinsic motivators (i.e., grades) take precedence, fostering an environment of shallow cognitive engagement [29,33]. Not only can motivation be a powerful predictor of academic achievement, but it also can impact decisions to commence and continue specific learning behaviours, helping students become successful professionals [34]. Moreover, intrinsic motivation is a known predictor of student psychological well-being, a significant determinant of the decision to remain enrolled in their course [35,36]. The positive impacts of intrinsic motivation are diverse.



Educators and researchers have begun to pay attention to interventions to support students’ intrinsic motivation. However, this has encountered several challenges due to educational goals and motivation types that differ across academic disciplines [37,38]. Those disciplines that are perceived as ‘hard’, such as business, management, and technology, place more emphasis on the application of what is learned versus the knowledge itself, attracting students with high levels of extraversion, linked to high extrinsic motivation [37,39]. For example, although some shift towards intrinsic motivators such as meaning is reported among business students [40], a business degree is highly sought due to the reputation of high earnings potential and elevated social image [39,41]. Additionally, it is thought that intrinsic motivation is stimulated in some contexts in business education [42]. Cheng et al. [43] highlighted that in the context of business students pursuing personal certifications, the prevalent use of rewards (i.e., monetary) acts as reinforcers of extrinsic motivation and overshadows the potential for intrinsic motivators, such as a sense of belonging and ability. Furthermore, in an investigation of motivation in business students in India undertaking an MBA, the brand name of an institution was a main motivator based on its relevance to career prospects [44]. These studies share a common aspect whereby the pursuit of a business degree is perceived as a necessary step to reach the desired goal of a career and life in the corporate world, rather than the standalone merits that a business education may provide.



On the other hand, while some extrinsic rewards do act as an attractor [45], many healthcare students, categorised as ‘soft’ disciplines, are inspired by intrinsic motivators such as an altruistic desire to help others [46,47]. For example, nursing is often seen as a ‘calling’ rather than a job, where the opportunity to care for others, being part of a team, and a sense of pride in the services provided are cited as primary drivers of pursuing a nursing degree and subsequent career [48,49]. When examining motivation in students taking nutrition classes, Maurer et al. [29] found these students to be principally driven by intrinsic motivation, specifically the contribution that the course would have to their understanding of their own health status. In a study examining career choice and motivation of medical students and the potential impact on their academic performance, almost 75% of participants cited reasons that related to intrinsic motivation [35]. These reasons predominantly included intellectual curiosity, and experience of illness or death either personally or within their family Kim et al. [35], highlighting the relevance of intrinsic motivation in healthcare students.



These intrinsic drivers may become threatened when more external rewards are used [50]. External rewards such as money ‘crowd out’ intrinsic motivation, shifting the emphasis from engaging in a task for internal feelings of self-determination, to obtaining the reward itself [51,52]. Furthermore, while intrinsic motivation and extrinsic motivation are not dichotomous (i.e., one individual can have high levels of both intrinsic and extrinsic motivation), often a larger external reward could spoil intrinsic motivation, leaving extrinsic motivation as the dominant driver of behaviour [53]. The implications of the predominance of extrinsic motivation in students extend beyond academic achievement and success. In a study investigating approaches to recruiting peer mentors, Anghelcev and Eighmey [54] found that students receiving no monetary reward were the most willing to become peer mentors, followed by those receiving a low reward, and those receiving the highest monetary value were the least willing to participate. Moreover, the use of external rewards such as a desire for recognition has implications for enjoyment. Children who are attached to parents’ praises may lose a sense of enjoyment in an originally enjoyed behaviour [55], whereas nurturing a sense of competence and autonomy (components of intrinsic motivation) in students can lead to elevated feelings of enjoyment towards a certain task and may promote positive cognitive and behavioural outcomes [56]. Despite these findings, researchers remain divided over the impact of external rewards [57]. Therefore, it is important to evaluate whether a) students enjoy studying the subject (enjoyment), and b) students would still study in the programme if they were not to receive a grade (willingness), and how those are related to each type of motivation.



Considering the significance of furthering our understanding of motivation in learning, it is crucial to explore the academic motivations of students across different academic disciplines, particularly in the context of online learning. Accordingly, this study sought to add to the literature on the similarities and differences between the types of motivation among healthcare and business online students. Four research questions were established.



RQ1: Are the levels of each type of motivation different between business and healthcare students?



RQ2: How is each type of motivation related to each other?



RQ3: How is each type of motivation related to learning enjoyment and willingness to study without any external reward?



RQ4: What are the similarities and differences in key academic motivations and goals of business and healthcare students?




2. Materials and Methods


2.1. Study Design


This study employed a concurrent nested mixed-method design [58] Qualitative findings (secondary focus) were used to complement the quantitative findings (primary focus), to gain a better understanding of the students’ motivation.




2.2. Study Context


The study was conducted at an online department of a university in the United Kingdom, where almost all students are working professionals. Undergraduate business and healthcare students were recruited from January to June 2021 using an online survey link embedded in the programme announcements delivered by an academic who was not a co-author of this article. The survey included quantitative and qualitative questions. About 300 students were approached in each discipline.




2.3. Participants and Recruitment


One hundred and twenty students completed the survey in total. Sixty-one business students (36 females and 25 males; Age M = 33.59, SD = 10.56, Range 18–57 years) consisted of 31 UK students and 30 international students (11 other Europeans, 6 Asians, 5 Africans, and 1 Oceanian: 7 did not report). All business students were enrolled in a business and management programme. Fifty-nine healthcare students (48 females and 11 males; Age M = 45.28, SD = 11.24, Range 25–70 years) consisted of 38 UK students and 21 international students (7 other Europeans, 4 Africans, 2 Asians, and 1 Oceanian: 7 did not report). Thirty-six students were in counselling, 17 in nursing, 4 in social care and 2 in perioperative practice programmes. As reliable data were not available, the representativeness of our samples with the general populations of business and healthcare students was not certain, however, our samples’ demographics were roughly comparable with the entire cohorts [59,60]. Demographic data were summarised in Table 1.




2.4. Data Collection


The research ethics committee at the university approved this study. Consent was received from all participants before participation. Participants were informed at the beginning of the study that (a) the participation was arbitrary, (b) they were allowed to withdraw at any time just by closing the browser, (c) reasons for withdrawal would not be asked, and (d) all responses would be anonymised, and (e) the study might be published or presented for academic purposes. Should a participant feel distressed while completing the questionnaire, contact details of the student wellbeing services in the university were introduced.




2.5. Instruments


2.5.1. Quantitative


The quantitative component of the survey consisted of the Academic Motivation Scale (AMS; [61]) and two additional yes/no questions.



AMS is a 28-item scale that evaluates the levels of three types of motivation, which are further categorised into seven subtypes measured by four items each: (A) amotivation, (B) extrinsic motivation (external, introjected, and identified regulation), and (C) intrinsic motivation (to know, to accomplish, and to experience stimulation). Example items include ‘I can’t see why I go to college and frankly, I couldn’t care less’ for amotivation, ‘In order to have a better salary later on’ for extrinsic motivation, and ‘For the pleasure I experience when I discover new things never seen before’ for intrinsic motivation, which are responded on a seven-point Likert scale (from 1 = ‘Does not correspond at all’ to 7 = ‘Corresponds exactly’). All of the subscales have adequate to high reliability with Cronbach’s alphas between 0.62 and 0.91 [61].



Based on the assumptions of SDT, the Academic Motivation Scale (AMS) was formulated by Vallerand et al. (1992) [61] as an instrument to measure intrinsic motivation, extrinsic motivation, and amotivation in students. While the AMS has been extensively researched to investigate motivation in high school and college generally, more work can be conducted to apply the AMS to specific disciplines [29]. Therefore, the AMS was used in the current study to assess motivation levels among participants.



The two yes/no questions were ‘Do you enjoy the subject by itself?’ and ‘If no rewards are given (just pure joy of learning experience), would you still study?’. In the analysis, ‘yes’ was coded as ‘1’, and ‘no’ as ‘0’.




2.5.2. Qualitative


The seven items in the qualitative component were (1) ‘Why did you decide to study online?’, (2) ‘What motivates you to engage in academic activities?’, (3) ‘What is/are your main goal(s) of study?’, (4) ‘What do you want to achieve in this online programme?’. (5) ‘What motivates you to engage in learning?’, (6) ‘What hinders you from engaging in learning?’, and (7) ‘Is there anything else that you feel I should have asked, or that you would like to add?’.





2.6. Analyses


To respond to RQ1–3, a correlation analysis was conducted. The point biserial correlation coefficient was used for the students’ discipline (0 = Healthcare, 1 = Business) to address RQ1. For the qualitative data (RQ4), thematic analysis was conducted to capture the themes in the participants’ text responses. Following Braun and Clarke’s guidelines [62,63], the text responses were read several times, and codes were generated (Table 2), which led to the creation of themes (Table 3). Themes were reviewed by all co-authors and reached an agreement.





3. Results


3.1. Quantitative Analysis


No outliers were identified. P-p plots demonstrated that the quantitative data were normally distributed. The levels of each type of motivation were summarised in Table 4. The reliability of each motivation type was high in both student groups (α = 0.75–0.88 in business, α = 0.72–0.84 in healthcare). Pearson correlation was performed (Table 5).



Students’ discipline was negatively associated with intrinsic motivation to know (IMK), intrinsic motivation to experience stimulation (IMS) and no reward, while positively associated with extrinsic motivation for external regulation (EMER), suggesting that healthcare students had significantly higher levels of IMK, IMS and willingness to study without reward, and lower EMER than business students (RQ1). Overall, intrinsic motivation and extrinsic motivation were positively interrelated, whereas extrinsic motivation and amotivation were not (RQ2). Lastly, only IMK was associated with learning enjoyment among all types of motivation. All three types of intrinsic motivation (to know, to accomplish, and to experience stimulation) were positively associated, and EMER was negatively associated with willingness to study without reward (RQ3).




3.2. Qualitative Analysis


Thematic analysis on responses of business and healthcare students has revealed three prominent themes, based on one similarity and two differences in the motivating drivers to engage in academic studies and in learning in general (Table 2). The motivations shared by students of both disciplines included the following.



Striving for the Pursuit of Knowledge (T1)



For many healthcare students, the opportunity to learn more and enhance their understanding of certain subjects, i.e., intrinsic rewards, was both a major motivating factor in engaging with course tasks, and their desired outcome: The prospect of obtaining a reward was perceived as secondary.




HCS (Healthcare Student): I have not been rewarded for my learning because I do this for myself. I would still study without rewards, after all studying itself is rewarding.





This was also the case for quite a few business students, one expressing with certainty their willingness to study without the prospect of reward or recognition.




BS (Business Student): Absolutely. Learning is a gift. Knowledge is power and the one thing that no one can take away. There is pride and joy in learning.





One healthcare student expressed a degree of opposition towards the concept of receiving rewards for their studies, viewing this as a hindrance to the quality of their learning experience.




HCS: In some ways, I find it distracting to have to study with a specific agenda in mind, rather than just being able to explore the materials at my leisure and to discover for myself the parts that are relevant and interesting to me.





These comments suggest that strong orientation towards intrinsic motivation in healthcare students. On the other hand, business students, who were employed, were often enrolled in the course solely on the request of their employers who were providing the funds, and therefore had conditions attached to them. Moreover, some business students noted that consideration for certain jobs and promotions were contingent on obtaining specific degrees, which can lead to high extrinsic motivation.




BS: My employer is paying my fees which motivates me.



BS: I did it as a part-sponsored degree within my work to help me achieve a promotion and better prospects for the future.





Contrary to healthcare students, these comments by business students indicate a strong connection between their degree and employment. That said, there were some responses from healthcare students which demonstrated clear extrinsic motivation, whether to continue their professional development, or to work towards a successful career.




HCS: To supplement my existing undergraduate, post-graduate, and master’s level qualifications with a further accreditation relevant to my chosen profession.



HCS: Future career development, to be more competent, to be internationally recognised, for more salary, etc.





These responses indicate that many business- and healthcare-related degrees are structured for the purpose of employment, and to fit the needs of employers. When combined with the costs of obtaining a degree, the prevalence of extrinsic motivation in participant responses can somewhat be expected.



Responses provided by both business and healthcare students also suggest the fluidity of motivation: intrinsic and extrinsic motivation can change. While some students enrolled in their course specifically for practical (extrinsic) considerations, they noted that over time they began to value the course for the content alone, and the opportunity to learn.




HCS: It was initially to get promotion as BSc Nursing was needed to be promoted to level 13, in the place I work some have been in level 12 for 11–12 years... But now I found academics very interesting though can be difficult and challenging.





Moreover, another participant highlighted a contextual impact on motivation. Their motivation was shaped by their current circumstances and responsibilities, noting that once they were in a better position, they would study for the passion of learning itself.




BS: I do enjoy learning new things, but at the moment my focus is on obtaining the end reward of a bachelor’s degree. However, in the future, once I am in a comfortable working position and have achieved what I wanted, I would continue learning for the learning experience.





Learning Process and Accomplishment in Healthcare Students (T2)



Many healthcare students noted that the process of learning and a sense of accomplishment as key motivators. Not only is the knowledge gained from a university education a main motivator for students, but the different steps that comprise the learning process was another major theme for healthcare students.




HCS: I am not only exercising my physical muscles but also my mental and cognitive abilities give me an immeasurable amount of satisfaction.



HCS: I feel a sense of achievement in the process [of] taking part and pushing my comfort zones.





These comments suggest that the opportunity to be in an environment where they can challenge themselves while developing their mental acuity is their major motivator. The learning process is personal, acting as a boost to their self-esteem, rather than an instrument to prove their value over others.




HCS: It feels really good to learn something that is useful, it doesn’t cause me to feel more important than people who don’t have qualifications: it is more I am fulfilling my own potential no matter how old I am.





The majority of online healthcare students at our institution are registered professionals in employment, and many of them have other non-academic commitments (e.g., childcaring). Their life context is often more restricted than typical young students who have just graduated from high school to afford an education. Therefore, online healthcare students reported a sense of accomplishment to manage their studies in online learning.



Their degree provides them with a sense of satisfaction. Their motivation to engage with their course and desired outcome were intrinsically oriented.




HCS: Feelings of validation in my abilities [are my motivation to study].



HCS: To fulfill my potential which did not happen while I was at school. To be a “good” role model to my two daughters.





Taken together, many healthcare students enjoy the process of learning to expand their knowledge and skills, as well as a sense of accomplishment derived from progressing their studies (i.e., intrinsic motivators) while managing other duties.



Education as Steppingstone for Business Students (T3)



Many business students perceived university education as a steppingstone to advancing their careers. While they acknowledged the importance of the learning process, they also noted the social value attached to getting a university education.



A university education was treated as an element of social capital, providing a sense of membership and common understanding based on shared experience. Being a university graduate comes with baseline assumptions in relation to intelligence level, organisational and time management skills, interpersonal skills, and to some degree socioeconomic background. Therefore, those who do not fall under the category of university graduate, may be made to feel like an outsider.




BS: [I] felt inferior [to] all of my friends and colleagues [who] are university graduates.



BS: My full degree to enable me to apply for certain roles that require minimum 2:1.



BS: To have a job where I can earn a good salary.



BS: Get the necessary UK qualification to enter/access a new work sector.





Online business students, who already worked in business at the time of the study, expressed feelings of inadequacy because, unlike their colleagues, they do not have a university degree. Therefore, the motivation at the forefront for them appears to be utilising their degree as a resource to achieve a level playing field with their social circle. Similarly, other business students noted a desire to demonstrate their ability by obtaining a degree. In response to the question around the primary motivation for enrolling in the course and engaging in their unit activities, two business students provided the following answers.




BS: To achieve higher grades and show my work to my peers.



BS: Hmm… like the letters after my name to be honest.





These comments suggest that business students regard university education as a steppingstone to enhance their credibility, and being more accepted in their business community.




3.3. Synthesis


The findings in our quantitative analyses and qualitative analyses were roughly consistent with each other: healthcare students were, in general, more intrinsically oriented than business students, and intrinsic motivation was associated with learning enjoyment. Our qualitative analyses deepened these findings that both groups were motivated to pursue knowledge, however healthcare students enjoyed the learning process whereas business students somewhat regard education as a steppingstone in their career.





4. Discussion


The purpose of this study was to evaluate the academic motivation of online business and healthcare students. Our results show that (RQ1) healthcare students had a higher level of intrinsic motivation, whereas business students had a higher level of extrinsic motivation, (RQ2) intrinsic motivation and extrinsic motivation were positively inter-related, (RQ3) intrinsic motivation was associated with both enjoyment and intention to study, and (RQ4) while students in both groups enjoyed the pursuit of knowledge, healthcare students valued the learning process and accomplishment, whereas business students regarded education as a steppingstone.



One novel finding of our mixed-method analyses may be that although the demographic data were different between online students and face-to-face students (e.g., age and life stage), their motivational characteristics were similar. Previous face-to-face research reported a high level of extrinsic motivation in business students, and a high level of intrinsic motivation in healthcare students [36,64,65,66]. We found the same motivation characteristics were present in online students. Moreover, we further identified their perceptions towards learning in relation to motivation: healthcare students were process-oriented, whereas business students were more focused on their career steps. These findings have several implications. For example, to help maintain academic motivation, educators can focus on the learning process in healthcare programmes whereas educators in business can link their curriculum to student career steps.



High intrinsic motivation was associated with healthcare students, whereas high extrinsic motivation was associated with business students. Healthcare students enjoyed the learning process and accomplishment, both of which are rather intrinsic rewards. On the other hand, business students consider education as a steppingstone, an extrinsic reward. In line with the face-to-face research [39], academic motivation was different between these two groups in the online context: in the face-to-face setting, business students were more associated with extrinsic motivation, whereas healthcare students were more associated with intrinsic motivation as well. Moreover, this trend is present when these students have become professionals/employees [52,67,68,69]. These findings suggest that securing a prestigious and highly salaried position is the primary driver for choosing a business education programme [70], whereas healthcare students are more likely to study a healthcare subject out of personal interest or enjoyment [35], leading to improved learning outcomes. These characteristics were deemed similar (a) between online and face-to-face education, and (b) between pre-graduation and post-graduation. Indeed, many healthcare students see working in the healthcare setting as a vocation rather than a job, with a sense of calling to a particular healthcare profession, the basis of patient-centred and compassionate care [71]. A study conducted by Wu et al. (2020) [72] found that intrinsic motivation was significantly and positively associated with self-efficacy, learning engagement, and academic performance in medical students. This suggests that engaging with student/employee motivation should be conducted over time, including when they are preparing to work, and when they are working.



Considering these positive associations of intrinsic motivation, business students could benefit from shifting their extrinsic motivation to an intrinsic one. Cognitive evaluation theory informs that incorporating engaging learning activities such as reading stimulating materials and self-awareness diaries helps students focus on their grades to their learning [73]. Moreover, enhancing self-compassion may be helpful too as self-compassion assists the extrinsic to intrinsic shift [52,73]. These are consistent with the significant inter-relations between intrinsic and extrinsic motivation. Business educators need to embed this training and education in their curriculum to prevent business students from experiencing the negative consequences of extrinsic motivation. It is also essential to mention that intrinsic motivation can be harmful to students if their passion is obsessive (based on uncontrollable compulsion) instead of harmonious (balanced engagement; [65,74]). Self-awareness needs to be encouraged among healthcare students [75,76]. Moreover, during the pandemic, a sense of loneliness was identified as a debilitating factor for healthcare students’ well-being and motivation [77]. To improve motivation (i.e., to cope with amotivation) psycho-social support was recommended to augment a sense of connection and belongingness for healthcare students [78,79]. Post-traumatic growth, which many healthcare students are related to, due to traumatic events in their practice, is associated with intrinsic motivation, and career support was recommended to support their intrinsic motivation [80,81,82]. In sum, both extrinsic motivation and intrinsic motivation can contribute to academic performance, and these types of motivation can change across different phases of the curriculum influenced by various intrapersonal and interpersonal factors [83,84]. Further understanding of motivation among university staff is recommended.



Significant associations between intrinsic motivation and enjoyment, and willingness (and no significant associations between extrinsic motivation and enjoyment, and willingness) were consistent with the SDT that students who are passionate about the subject tend to enjoy studying and be more willing to study without external rewards. Especially, the willingness to study was significantly associated with healthcare students, which can be further explained using the qualitative findings.



Our qualitative analyses helped to understand our quantitative findings more holistically. Both student groups enjoyed learning, which is related to the intrinsic motivation to maintain the desire to continue the learning process [85]. Students who are intrinsically motivated are self-driven, challenged, and find enjoyment in their studies [86]. Student involvement in the learning process increases when students find study engaging, effective, and valuable [87]. Online professional students who chose to engage in a further degree have intrinsic motivation to enjoy the pursuit of knowledge.



The different perspectives on learning between healthcare and business students deepened our quantitative findings: healthcare students focused on the process and a sense of accomplishment from learning, whereas business students considered their career ahead and regarded education as a steppingstone. Generally speaking, the process of and accomplishment in learning are pertinent to intrinsic motivation, whereas a focus on further career steps is more pertinent to extrinsic motivation [28]. However, healthcare educators may need to be mindful that, as noted above, an obsessive need for accomplishment can trigger extrinsic motivation. If the standard for accomplishment is set extrinsically, social comparison can take place, leading to a more negative evaluation of oneself [88]. Self-awareness training may be helpful for healthcare students to remain intrinsic towards their learning [89]. On the other hand, for business students, how to bring their external focus inward would be more important. Interventions such as life crafting or ikigai (a Japanese concept roughly translated as a meaning in life) approaches may be helpful as these ask students about the intrinsic meaning of their career goals [90,91]. Future research needs to evaluate the impact of those approaches on students’ motivation and wellbeing.



While this research provides valuable insight into the motivation of business and healthcare students, it is important to keep the limitations in mind when interpreting the results. First, in addition to the modest size, our sample was recruited through convenience sampling from one academic institution in the UK, limiting our findings’ generalisability. Moreover, considering the wide impact of COVID-19 on academic motivation, students in other subjects should be evaluated. Secondly, a self-report survey was used, thus response biases might have been present [92]. Additionally, a shorter version of the Academic Motivation Scale [93] could have been used to reduce the workload of participants, improving the accuracy and response rate. Moreover, in the qualitative part, participants’ emotional tone was not captured in this study. Other possible motivational factors such as the employment status [94] were not considered in this study. Relatedly, the impact of COVID-19 was not assessed. These two factors could have a meaningful impact on our findings. For example, an unstable employment status negatively affected people’s psycho-social well-being [95]. During the pandemic, university students’ academic motivation was compromised, as their sense of belonging declined [96]. Future research needs to consider these factors. Lastly, the study does not examine whether students had specifically chosen to study online or whether e-learning was the only option available to them [97]. Future research needs to address these limitations to identify more robust evidence for online students’ motivation.




5. Conclusions


Academic motivation is essential for student success, however, it remains to be appraised in online education, which has been gaining importance today. In particular, business and healthcare students learning online encounter some motivational challenges. Our study identified that business students were extrinsically motivated to regard education as a steppingstone, whereas healthcare students were intrinsically motivated to focus on the process and accomplishment. Self-compassion and meaning-oriented interventions may be helpful for business students, and self-awareness training, psycho-social support and career guidance may be useful for healthcare students to support their wellbeing. Our findings will help educators and well-being services develop effectively, and tailor mental health care in those student groups.







Author Contributions


Conceptualization, Y.K. and V.G.; methodology, Y.K. and H.K.; software, Y.K.; validation, all authors; formal analysis, Y.K. and S.M.; investigation, all authors; resources, Y.K. and V.G.; data curation, Y.K. and V.G.; writing—original draft preparation, Y.K., V.G., S.M. and A.-M.E.; writing—review and editing, all authors; project administration, Y.K. All authors have read and agreed to the published version of the manuscript.




Funding


This research received no external funding.




Institutional Review Board Statement


The study was conducted in accordance with the Declaration of Helsinki and approved by the Ethics Committee of the University of Derby, reference no: 271118YKVG, approved on 16 December 2021.




Informed Consent Statement


Informed consent was obtained from all subjects involved in the study.




Data Availability Statement


The data that support the findings of this study are available on request from the corresponding author. The data are not publicly available due to privacy or ethical restrictions.




Conflicts of Interest


The authors declare no conflict of interest.




References


	



Vlachopoulos, D.; Makri, A. Quality Teaching in Online Higher Education: The Perspectives of 250 Online Tutors on Technology and Pedagogy. Int. J. Emerg. Technol. Learn. (iJET) 2021, 16, 40–56. [Google Scholar] [CrossRef]

	



Kotera, Y.; Cockerill, V.; Green, P.; Hutchinson, L.; Shaw, P.; Bowskill, N. Towards Another Kind of Borderlessness: Online Students with Disabilities. Distance Educ. 2019, 40, 170–186. [Google Scholar] [CrossRef]

	



Bambara, C.S.; Bambara, C.S.; Harbour, C.P.; Davies, T.G.; Athey, S. Delicate Engagement: The Lived Experience of Community College Students. Community Coll. Rev. 2009, 36, 219–238. [Google Scholar] [CrossRef]

	



El-Mansour, B.; Davison, M. Students’ Positive and Negative Experiences in Hybrid and Online Classes. Coll. Stud. J. 2007, 41, 242–248. [Google Scholar]

	



Mashifana, T. Students’ Preferred Mode of Teaching: Blended vs. Traditional Face to Face Instruction. In Proceedings of the 2020 IFEES World Engineering Education Forum—Global Engineering Deans Council, WEEF-GEDC 2020, Cape Town, South Africa, 16–19 November 2020. [Google Scholar] [CrossRef]

	



Shonfeld, M.; Ronen, I. Online Learning for Students from Diverse Backgrounds: Learning Disability Students, Excellent Students and Average Students. IAFOR J. Educ. 2015, 3, 13–29. [Google Scholar] [CrossRef]

	



Freeman, T.M.; Anderman, L.H.; Jensen, J.M. Sense of Belonging in College Freshmen at the Classroom and Campus Levels. J. Exp. Educ. 2007, 75, 203–220. [Google Scholar] [CrossRef]

	



Jaggars, S.S. Choosing Between Online and Face-to-Face Courses: Community College Student Voices. Am. J. Distance Educ. 2014, 28, 27–38. [Google Scholar] [CrossRef]

	



Yardimci, F.; Bektaş, M.; Özkütük, N.; Muslu, G.K.; Gerçeker, G.Ö.; Başbakkal, Z. A Study of the Relationship between the Study Process, Motivation Resources, and Motivation Problems of Nursing Students in Different Educational Systems. Nurse Educ. Today 2017, 48, 13–18. [Google Scholar] [CrossRef]

	



Curasi, C.; Burkhalter, J. Student Attitudes Toward Coursework: An Examination of the Motivation of University Business Students. Available online: https://www.researchgate.net/publication/260517085_Student_Attitudes_Toward_Coursework_An_Examination_of_the_Motivation_of_University_Business_Students (accessed on 10 June 2010).

	



Kotera, Y.; Chircop, J.; Hutchinson, L.; Rhodes, C.; Green, P.; Jones, R.M.; Kaluzeviciute, G.; Garip, G. Loneliness in Online Students with Disabilities: Qualitative Investigation for Experience, Understanding and Solutions. Int. J. Educ. Technol. High. Educ. 2021, 18, 64. [Google Scholar] [CrossRef]

	



Chen, K.-C.; Jang, S.-J. Motivation in Online Learning: Testing a Model of Self-Determination Theory. Comput. Hum. Behav. 2010, 26, 741–752. [Google Scholar] [CrossRef]

	



Landrum, B.; Bannister, J.; Garza, G.; Rhame, S. A Class of One: Students’ Satisfaction with Online Learning. J. Educ. Bus. 2021, 96, 82–88. [Google Scholar] [CrossRef]

	



Tseng, H.; Yi, X.; Yeh, H.-T. Learning-Related Soft Skills among Online Business Students in Higher Education: Grade Level and Managerial Role Differences in Self-Regulation, Motivation, and Social Skill. Comput. Hum. Behav. 2019, 95, 179–186. [Google Scholar] [CrossRef]

	



Szopiński, T.; Bachnik, K. Student Evaluation of Online Learning during the COVID-19 Pandemic. Technol. Soc. Chang. 2022, 174, 121203. [Google Scholar] [CrossRef] [PubMed]

	



Zizka, L.; Probst, G. Learning during (or despite) COVID-19: Business Students’ Perceptions of Online Learning. Qual. Assur. Educ. 2022. [CrossRef]

	



Moule, P.; Ward, R.; Lockyer, L. Nursing and Healthcare Students’ Experiences and Use of e-Learning in Higher Education. J. Adv. Nurs. 2010, 66, 2785–2795. [Google Scholar] [CrossRef]

	



Kotera, Y.; Rawson, R.; Okere, U.; Ucheaga, M.B.; Williams, A.; Chircop, J.; Lyte, G.; Spink, R.; Green, P. Teaching Sustainability to Online Healthcare Students: A Viewpoint. Int. J. High. Educ. Sustain. 2022, 4, 38. [Google Scholar] [CrossRef]

	



Bailey, D.; Almusharraf, N.; Hatcher, R. Finding Satisfaction: Intrinsic Motivation for Synchronous and Asynchronous Communication in the Online Language Learning Context. Educ. Inf. Technol. 2021, 26, 2563–2583. [Google Scholar] [CrossRef]

	



Kotera, Y.; Spink, R.; Brooks-Ucheaga, M.; Green, P.; Rawson, R.; Rhodes, C.; Chircop, J.; Williams, A.; Okere, U.; Lyte, G. Teaching Healthcare Professional Students in Online Learning during COVID-19: Reflection of University Lecturers. J. Concurr. Disord. 2020, 3, 193–201. [Google Scholar] [CrossRef]

	



Suzuki, T.; Murayama, A.; Kotera, Y.; Bhandari, D.; Senoo, Y.; Tani, Y.; Harada, K.; Kawamoto, A.; Sato, S.; Sawano, T.; et al. Cross-Country Student Perceptions about Online Medical Education during the COVID-19 Pandemic. Int. J. Environ. Res. Public Health 2022, 19, 2840. [Google Scholar] [CrossRef]

	



Mcfadden, S.; Id, S.G.; Daly-Lynn, J.; O’neill, B.; Marley, J.; Hanratty, C.; Shepherd, P.; Ramsey, L.; Breen, C.; Duffy, O.; et al. Academic, Clinical and Personal Experiences of Undergraduate Healthcare Students during the COVID-19 Pandemic: A Prospective Cohort Study. PLoS ONE 2022, 17, e0271873. [Google Scholar] [CrossRef]

	



Bianchi, S.; Gatto, R.; Fabiani, L. Effects of the SARS-CoV-2 Pandemic on Medical Education in Italy: Considerations and Tips. Euromediterranean Biomed. J. 2020, 15, 100–101. [Google Scholar] [CrossRef]

	



Vijayan, R. Teaching and Learning during the COVID-19 Pandemic: A Topic Modeling Study. Educ. Sci. 2021, 11, 347. [Google Scholar] [CrossRef]

	



Griffin, R.; MacKewn, A.; Moser, E.; VanVuren, K.W. Learning Skills and Motivation: Correlates To Superior Academic Performance. Bus. Educ. Accredit. 2013, 50, 53–65. [Google Scholar]

	



Deci, E.L.; Ryan, R.M. Intrinsic Motivation and Self-Determination in Human Behavior; Plenum Press: New York, NY, USA, 1985. [Google Scholar] [CrossRef]

	



Ryan, R.M.; Deci, E.L. Self-determination Theory: Basic Psychological Needs in Motivation, Development and Wellness; Guilford Press: New York, NY, USA, 2017. [Google Scholar]

	



Ryan, R.M.; Deci, E.L. Intrinsic and Extrinsic Motivation from a Self-Determination Theory Perspective: Definitions, Theory, Practices, and Future Directions. Contemp. Educ. Psychol. 2020, 61, 1–11. [Google Scholar] [CrossRef]

	



Maurer, T.W.; Allen, D.; Gatch, D.B.; Shankar, P.; Sturges, D. A Comparison of Student Academic Motivations across Three Course Disciplines. J. Scholarsh. Teach. Learn. 2013, 13, 77–89. [Google Scholar]

	



Meng, X.; Hu, Z. The Relationship between Student Motivation and Academic Performance: The Mediating Role of Online Learning Behavior. Qual. Assur. Educ. 2022. [CrossRef]

	



White, R.L.; Bennie, A.; Vasconcellos, D.; Cinelli, R.; Hilland, T.; Owen, K.B.; Lonsdale, C. Self-Determination Theory in Physical Education: A Systematic Review of Qualitative Studies. Teach. Teach. Educ. 2021, 99, 103247. [Google Scholar] [CrossRef]

	



Moore, S.; Armstrong, C.; Pearson, J. Lecture Absenteeism among Students in Higher Education: A Valuable Route to Understanding Student Motivation. J. High. Educ. Policy Manag. 2008, 30, 15–24. [Google Scholar] [CrossRef]

	



Rose, S. Academic Success of Nursing Students: Does Motivation Matter? Teach. Learn. Nurs. 2011, 6, 181–184. [Google Scholar] [CrossRef]

	



Campos-Sánchez, A.; López-Núñez, J.A.; Carriel, V.; Martín-Piedra, M.Á.; Sola, T.; Alaminos, M. Motivational Component Profiles in University Students Learning Histology: A Comparative Study between Genders and Different Health Science Curricula. BMC Med. Educ. 2014, 14, 46. [Google Scholar] [CrossRef]

	



Kim, K.J.; Hwang, J.Y.; Kwon, B.S. Differences in Medical Students’ Academic Interest and Performance across Career Choice Motivations. Int. J. Med. Educ. 2016, 7, 52. [Google Scholar] [CrossRef] [PubMed]

	



Kotera, Y.; Cockerill, V.; Chircop, J.; Kaluzeviciute, G.; Dyson, S. Predicting Self-Compassion in UK Nursing Students: Relationships with Resilience, Engagement, Motivation, and Mental Wellbeing. Nurse Educ. Pract. 2021, 51, 1–7. [Google Scholar] [CrossRef] [PubMed]

	



Breen, R.; Lindsay, R. Different Disciplines Require Different Motivations for Student Success. Res. High. Educ. 2002, 43, 693–725. [Google Scholar] [CrossRef]

	



Neumann, R. Disciplinary Differences and University Teaching. Stud. High. Educ. 2001, 26, 135–146. [Google Scholar] [CrossRef]

	



Kotera, Y.; Conway, E.; van Gordon, W. Mental Health of UK University Business Students: Relationship with Shame, Motivation and Self-Compassion. J. Educ. Bus. 2019, 94, 11–20. [Google Scholar] [CrossRef]

	



Hurst, A.; Pearce, A.; Parish, S.; Erickson, C.; Schnidman, A.; Vesty, L.; Garlinghouse, M.; Pavela, A. Purpose at Work: The Largest Global Study on the Role of Purpose in the Workforce; Imperative: Seattle, WA, USA, 2016. [Google Scholar]

	



Downey, J.P.; McGaughey, R.; Roach, D. Attitudes and Influences toward Choosing a Business Major: The Case of Information Systems. J. Inf. Technol. Educ. Res. 2011, 10, 231–251. [Google Scholar] [CrossRef]

	



Brahm, T.; Jenert, T.; Wagner, D. The Crucial First Year: A Longitudinal Study of Students’ Motivational Development at a Swiss Business School. High. Educ. 2017, 73, 459–478. [Google Scholar] [CrossRef]

	



Cheng, P.Y.; Lin, M.L.; Su, C.K. Attitudes and Motivations of Students Taking Professional Certificate Examinations. Soc. Behav. Personal. 2011, 39, 1303–1314. [Google Scholar] [CrossRef]

	



Sahoo, F.M.; Sahoo, K.; Jena, L.K. Management of Students’ Motivation in Business Schools: A Test of an Indigenous Model. Int. J. Manag. Concepts Philos. 2019, 12, 117–132. [Google Scholar] [CrossRef]

	



Nilsson, K.E.L.; Stomberg, W.; Margareta, I. Nursing Students Motivation toward Their Studies—A Survey Study. BMC Nurs. 2008, 7, 6. [Google Scholar] [CrossRef]

	



Boughn, S.; Lentini, A. Why Do Women Choose Nursing? J. Nurs. Educ. 1999, 38, 156–161. [Google Scholar] [CrossRef] [PubMed]

	



Law, W.; Arthur, D. What Factors Influence Hong Kong School Students in Their Choice of a Career in Nursing? Int. J. Nurs. Stud. 2003, 40, 23–32. [Google Scholar] [CrossRef]

	



Eley, D.; Eley, R.; Bertello, M.; Rogers-Clark, C. Why Did I Become a Nurse? Personality Traits and Reasons for Entering Nursing. J. Adv. Nurs. 2012, 68, 1546–1555. [Google Scholar] [CrossRef] [PubMed]

	



Kotera, Y.; Cockerill, V.; Chircop, J.G.E.; Forman, D. Mental Health Shame, Self-Compassion and Sleep in UK Nursing Students: Complete Mediation of Self-Compassion in Sleep and Mental Health. Nurs. Open 2021, 8, 1325–1335. [Google Scholar] [CrossRef] [PubMed]

	



Daniel, T.L.; Esser, J.K. Intrinsic Motivation as Influenced by Rewards, Task Interest, and Task Structure. J. Appl. Psychol. 1980, 65, 566–573. [Google Scholar] [CrossRef]

	



Deci, E.L.; Benware, C.; Landy, D. The Attribution of Motivation as a Function of Output and Rewards. J. Personal. 1974, 42, 652–667. [Google Scholar] [CrossRef]

	



Kotera, Y.; Taylor, E.; Fido, D.; Williams, D.; Tsuda-McCaie, F. Motivation of UK Graduate Students in Education: Self-Compassion Moderates Pathway from Extrinsic Motivation to Intrinsic Motivation. Curr. Psychol. 2021, 1, 1–14. [Google Scholar] [CrossRef]

	



Deci, E.L. Effects of Externally Mediated Rewards on Intrinsic Motivation. J. Personal. Soc. Psychol. 1971, 18, 105–115. [Google Scholar] [CrossRef]

	



Anghelcev, G.; Eighmey, J. The Impact of Extrinsic Incentives on Students’ Willingness to Volunteer as Peer Mentors: Implications for Advertising Education. J. Advert. Educ. 2013, 17, 5–16. [Google Scholar] [CrossRef]

	



Kohn, A. Unconditional Parenting: Moving from Rewards and Punishments to Love and Reason; Atria Paperback: New York, NY, USA, 2005; ISBN 13: 9780743487481. [Google Scholar]

	



Wang, C.K.J.; Liu, W.C. Promoting Enjoyment in Girls’ Physical Education: The Impact of Goals, Beliefs, and Self-Determination. Eur. Phys. Educ. Rev. 2007, 13, 145–164. [Google Scholar] [CrossRef]

	



Cameron, J.; Banko, K.M.; Pierce, W.D. Pervasive Negative Effects of Rewards on Intrinsic Motivation: The Myth Continues. Behav. Anal. 2017, 24, 1–44. [Google Scholar] [CrossRef] [PubMed]

	



Aultman, J. Utilizing a Concurrent Nested Design for Strengthening Mixed Methods Research. In SAGE Research Methods Cases: Medicine and Health; SAGE Publications, Ltd.: Thousand Oaks, CA, USA. [CrossRef]

	



Kotera, Y.; Green, P.; Sheffield, D. Mental Health of Therapeutic Students: Relationships with Attitudes, Self-Criticism, Self-Compassion, and Caregiver Identity. Br. J. Guid. Couns. 2021, 49, 701–712. [Google Scholar] [CrossRef]

	



Kotera, Y.; Conway, E.; van Gordon, W. Ethical Judgement in UK Business Students: Relationship with Motivation, Self-Compassion and Mental Health. Int. J. Ment. Health Addict. 2019, 17, 1132–1146. [Google Scholar] [CrossRef]

	



Vallerand, R.J.; Pelletier, L.G.; Blais, M.R.; Briere, N.M.; Senecal, C.; Vallieres, E.F. The Academic Motivation Scale: A Measure of Intrinsic, Extrinsic, and Amotivation in Education. Educ. Psychol. Meas. 1992, 52, 1003–1017. [Google Scholar] [CrossRef]

	



Clarke, V.; Braun, V. Thematic Analysis. J. Posit. Psychol. 2017, 12, 297–298. [Google Scholar] [CrossRef]

	



Braun, V.; Clarke, V. Using Thematic Analysis in Psychology. Qual. Res. Psychol. 2006, 3, 77–101. [Google Scholar] [CrossRef]

	



Kotera, Y.; Green, P.; Sheffield, D. Positive Psychology for Mental Wellbeing of UK Therapeutic Students: Relationships with Engagement, Motivation, Resilience and Self-Compassion. Int. J. Ment. Health Addict. 2021, 20, 1611–1626. [Google Scholar] [CrossRef]

	



Kotera, Y.; Green, P.; Sheffield, D. Roles of Positive Psychology for Mental Health in UK Social Work Students: Self-Compassion as a Predictor of Better Mental Health. Br. J. Soc. Work 2020, 50, 2002–2021. [Google Scholar] [CrossRef]

	



Conway, E.; Kotera, Y. Ethical Judgement and Intent in Business School Students: The Role of the Psyche? Int. J. Ethics Educ. 2020, 5, 151–186. [Google Scholar] [CrossRef]

	



Kotera, Y.; Adhikari, P.; van Gordon, W. Motivation Types and Mental Health of UK Hospitality Workers. Int. J. Ment. Health Addict. 2018, 16, 751–763. [Google Scholar] [CrossRef]

	



Kotera, Y.; Adhikari, P.; van Gordon, W. The Relationship between Work Motivation and Worker Profile in UK Hospitality Workers. Int. J. Educ. Psychol. Couns. 2017, 2, 231–243. [Google Scholar]

	



Kotera, Y.; Ozaki, A.; Miyatake, H.; Tsunetoshi, C.; Nishikawa, Y.; Kosaka, M.; Tanimoto, T. Qualitative Investigation into the Mental Health of Healthcare Workers in Japan during the COVID-19 Pandemic. Int. J. Environ. Res. Public Health 2022, 19, 568. [Google Scholar] [CrossRef] [PubMed]

	



Bengtsson, E.; Teleman, B. Motivation, Learning Strategies and Performance Among Business Undergraduates at University Colleges in Sweden. Bus. Manag. Educ. 2019, 17, 111–133. [Google Scholar] [CrossRef]

	



Puchalski, C.M.; Guenther, M. Restoration and Re-Creation: Spirituality in the Lives of Healthcare Professionals. Curr. Opin. Supportive Palliat. Care 2012, 6, 254–258. [Google Scholar] [CrossRef]

	



Wu, H.; Li, S.; Zheng, J.; Guo, J. Medical Students’ Motivation and Academic Performance: The Mediating Roles of Self-Efficacy and Learning Engagement. Med. Educ. Online 2020, 25, 1742964. [Google Scholar] [CrossRef]

	



McEvoy, G.M. Increasing Intrinsic Motivation to Learn in Organizational Behavior Classes. J. Manag. Educ. 2011, 35, 468–503. [Google Scholar] [CrossRef]

	



Lalande, D.; Vallerand, R.J.; Lafrenière, M.A.K.; Verner-Filion, J.; Laurent, F.A.; Forest, J.; Paquet, Y. Obsessive Passion: A Compensatory Response to Unsatisfied Needs. J. Personal. 2017, 85, 163–178. [Google Scholar] [CrossRef]

	



Healy, D.; Sharry, P.M. Promoting Self Awareness in Undergraduate Nursing Students in Relation to Their Health Status and Personal Behaviours. Nurse Educ. Pract. 2011, 11, 228–233. [Google Scholar] [CrossRef]

	



Rasheed, S.P.; Younas, A.; Sundus, A. Self-Awareness in Nursing: A Scoping Review. J. Clin. Nurs. 2019, 28, 762–774. [Google Scholar] [CrossRef]

	



Tahara, M.; Mashizume, Y.; Takahashi, K. Mental Health Crisis and Stress Coping among Healthcare College Students Momentarily Displaced from Their Campus Community Because of COVID-19 Restrictions in Japan. Int. J. Environ. Res. Public Health 2021, 18, 7245. [Google Scholar] [CrossRef]

	



Baker, S.R. Intrinsic, Extrinsic, and Amotivational Orientations: Their Role in University Adjustment, Stress, Well-Being, and Subsequent Academic Performance. Curr. Psychol. 2004, 23, 189–202. [Google Scholar] [CrossRef]

	



Kotera, Y.; Fido, D. Effects of Shinrin-Yoku Retreat on Mental Health: A Pilot Study in Fukushima, Japan. Int. J. Ment. Health Addict. 2021, 1–13. [Google Scholar] [CrossRef]

	



Yun, M.R.; Lim, E.J.; Yu, B.; Choi, S. Effects of Academic Motivation on Clinical Practice-Related Post-Traumatic Growth among Nursing Students in South Korea: Mediating Effect of Resilience. Int. J. Environ. Res. Public Health 2020, 17, 4901. [Google Scholar] [CrossRef] [PubMed]

	



Kotera, Y. A Qualitative Investigation into the Experience of Neuro-Linguistic Programming Certification Training among Japanese Career Consultants. Br. J. Guid. Couns. 2018, 46, 39–50. [Google Scholar] [CrossRef]

	



Kotera, Y.; Sheffield, D. Disney Strategy for Japanese University Students’ Career Guidance: A Mixed Methods Pilot Study. J. Natl. Inst. Career Educ. Couns. 2017, 38, 52–61. [Google Scholar] [CrossRef]

	



Lemos, M.S.; Veríssimo, L. The Relationships between Intrinsic Motivation, Extrinsic Motivation, and Achievement, Along Elementary School. Procedia Soc. Behav. Sci. 2014, 112, 930–938. [Google Scholar] [CrossRef]

	



Orsini, C.; Binnie, V.I.; Wilson, S.L. Determinants and Outcomes of Motivation in Health Professions Education: A Systematic Review Based on Self-Determination Theory. J. Educ. Eval. Health Prof. 2016, 13, 19. [Google Scholar] [CrossRef]

	



Reeve, J. The Interest-Enjoyment Distinction in Intrinsic Motivation. Motiv. Emot. 1989, 13, 83–103. [Google Scholar] [CrossRef]

	



Afzal, H.; Ali, I.; Aslam Khan, M.; Hamid, K. A Study of University Students’ Motivation and Its Relationship with Their Academic Performance. Int. J. Bus. Manag. 2010, 5, 4. [Google Scholar] [CrossRef]

	



Ly, P.; Nyoman Sudana Degeng, I.; Setyosari, P. Relationship between Achievement Motivation and Learning Outcomes on Land Law Course vy Student of PPKN Nusa Cendana University. In Proceedings of the International Conference on Education (ICE2) 2018: Education and Innovation in Science in the Digital Era, Bandung, Indonesia, 9 October 2018; pp. 699–705. [Google Scholar]

	



Swallow, S.R.; Kuiper, N.A. Social Comparison and Negative Self-Evaluations: An Application to Depression. Clin. Psychol. Rev. 1988, 8, 55–76. [Google Scholar] [CrossRef]

	



Benbassat, J.; Baumal, R. Enhancing Self-Awareness in Medical Students: An Overview of Teaching Approaches. Acad. Med. 2005, 80, 156–161. [Google Scholar] [CrossRef] [PubMed]

	



Kotera, Y.; Fido, D. Ikigai: Towards a Psychological Understanding of a Life Worth Living; Concurrent Disorders Society Publishing: Toronto, ON, Canada, 2021; ISBN 978-1-7778018-0. [Google Scholar]

	



Schippers, M.C.; Ziegler, N. Life Crafting as a Way to Find Purpose and Meaning in Life. Front. Psychol. 2019, 10, 2778. [Google Scholar] [CrossRef] [PubMed]

	



Kotera, Y.; van Laethem, M.; Ohshima, R. Cross-Cultural Comparison of Mental Health between Japanese and Dutch Workers: Relationships with Mental Health Shame, Self-Compassion, Work Engagement and Motivation. Cross Cult. Strateg. Manag. 2020, 27, 511–530. [Google Scholar] [CrossRef]

	



Kotera, Y.; Conway, E.; Green, P. Construction and Factorial Validation of a Short Version of the Academic Motivation Scale. Br. J. Guid. Couns. 2021, 1–10. [Google Scholar] [CrossRef]

	



Wang, C.; Pan, R.; Wan, X.; Tan, Y.; Xu, L.; Ho, C.S.; Ho, R.C. Immediate Psychological Responses and Associated Factors during the Initial Stage of the 2019 Coronavirus Disease (COVID-19) Epidemic among the General Population in China. Int. J. Environ. Res. Public Health 2020, 17, 1729. [Google Scholar] [CrossRef]

	



Bhandari, D.; Kotera, Y.; Ozaki, A.; Abeysinghe, S.; Kosaka, M.; Tanimoto, T. COVID-19: Challenges Faced by Nepalese Migrants Living in Japan. BMC Public Health 2021, 21, 752. [Google Scholar] [CrossRef]

	



Marler, E.K.; Bruce, M.J.; Abaoud, A.; Henrichsen, C.; Suksatan, W.; Homvisetvongsa, S.; Matsuo, H. The Impact of COVID-19 on University Students’ Academic Motivation, Social Connection, and Psychological Well-Being. Scholarsh. Teach. Learn. Psychol. 2021. [Google Scholar] [CrossRef]

	



Stark, E. Examining the Role of Motivation and Learning Strategies in the Success of Online vs. Face-to-Face Students. Online Learn. 2019, 23, 234–251. [Google Scholar] [CrossRef]








[image: Table] 





Table 1. Demographic data of participants.






Table 1. Demographic data of participants.










	Demographics
	Business Students (n = 61)
	Healthcare Students

(n = 59)





	Gender: n (%)
	
	



	Female
	36 (59%)
	48 (81%)



	Male
	25 (41%)
	11 (19%)



	Age
	
	



	Mean
	33.59
	45.28



	SD
	10.56
	11.24



	Range
	18–57
	25–70



	Residence: n (%)
	
	



	UK (Home)
	31 (51%)
	38 (64%)



	Other Europe
	11 (18%)
	7 (12%)



	Asian
	6 (10%)
	2 (3%)



	African
	5 (8%)
	4 (7%)



	Oceanian
	1 (2%)
	1 (2%)



	Unanswered
	7 (11%)
	7 (12%)



	Programme: n (%)
	
	



	Business and Management
	61 (100%)
	



	Counselling
	
	36 (61%)



	Nursing
	
	17 (29%)



	Social Care
	
	4 (7%)



	Perioperative
	
	2 (3%)
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Table 2. Generating initial codes (examples).






Table 2. Generating initial codes (examples).





	
Focus Area

	
Initial Codes






	
Healthcare Students

	
Self-improvement




	
Pleasure of learning




	
Challenging oneself




	
Intellectual curiosity




	
Staying current




	
Sense of discovery




	
Empowerment




	
Adapting to change




	
Self-reflection




	
Professional development




	
Unlimited accomplishment




	
Deeper understanding




	
Business Students

	
Increased success




	
International recognition




	
Perceived competence




	
Screening for employers




	
Enhanced credibility




	
Pay rises




	
Sense of satisfaction




	
Contingency plan




	
Professional qualifications




	
Foundation for career




	
Potential promotion




	
Social capital
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Table 3. Themes and examples of participant comments.






Table 3. Themes and examples of participant comments.





	Themes
	Example of Participant Comment





	T1: Striving for the Pursuit of Knowledge
	I have not been rewarded for my learning because I do this for myself. I would still study without rewards, after all studying itself is rewarding (HCS).

Absolutely. Learning is a gift. Knowledge is power and the one thing that no one can take away. There is pride and joy in learning (BS).



	T2: Learning Process and Second Chance in Healthcare Students
	It feels really good to learn something that is useful, it doesn`t cause me to feel more important than people who don’t have qualifications: it is more I am fulfilling my own potential no matter how old I am (HCS).



	T3: Education as Steppingstone for Business Students
	I felt inferior to all of my friends and colleagues who are university graduates (BS).







HCS = Healthcare Students; BS = Business Students.
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Table 4. Levels of each type of motivation in business students (n = 61) and healthcare students (n = 59).
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Business Students

	
Healthcare Students




	

	
M

	
SD

	
α

	
M

	
SD

	
α






	
IMK

	
5.45

	
1.17

	
0.88

	
5.99

	
0.94

	
0.79




	
IMA

	
5.11

	
1.46

	
0.87

	
5.29

	
1.18

	
0.75




	
IMS

	
3.73

	
1.40

	
0.86

	
4.42

	
1.28

	
0.72




	
EMID

	
5.16

	
1.33

	
0.75

	
5.10

	
1.45

	
0.75




	
EMINT

	
4.72

	
1.63

	
0.85

	
4.50

	
1.73

	
0.82




	
EMER

	
4.73

	
1.73

	
0.86

	
4.00

	
1.74

	
0.84




	
AM

	
1.39

	
.86

	
0.82

	
1.31

	
0.73

	
0.78








IMK = Intrinsic motivation to know. IMA = Intrinsic motivation to accomplish. IMS = Intrinsic motivation to experience stimulation. EMID = Extrinsic motivation for identified regulation. EMINT = Extrinsic motivation for introjected regulation. EMER = Extrinsic motivation for external regulation. AM = Amotivation.
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Table 5. Correlation between the discipline, gender, age, nationality, types of motivation, learning enjoyment, and willingness to study without reward among online students (n = 120).
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	1
	2
	3
	4
	5
	6
	7
	8
	9
	10
	11
	12
	13





	1
	Discipline (0 = HC, 1 = Biz)
	−
	
	
	
	
	
	
	
	
	
	
	
	



	2
	GN (0 = F, 1 = M)
	0.23 *
	−
	
	
	
	
	
	
	
	
	
	
	



	3
	Age
	−0.46 **
	−0.15
	−
	
	
	
	
	
	
	
	
	
	



	4
	Nationality (0 = UK, 1 = Overseas)
	0.14
	0.24 **
	−0.17
	−
	
	
	
	
	
	
	
	
	



	5
	IMK
	−0.24 **
	−0.13
	0.24 **
	−0.13
	−
	
	
	
	
	
	
	
	



	6
	IMA
	−0.07
	−0.21 *
	0.19 *
	−0.22 *
	0.67 **
	−
	
	
	
	
	
	
	



	7
	IMS
	−0.25 **
	−0.10
	0.29 **
	−0.02
	0.61 **
	0.61 **
	−
	
	
	
	
	
	



	8
	EMID
	0.04
	0.05
	−0.23 *
	0.11
	0.21 *
	0.18 *
	0.20 *
	−
	
	
	
	
	



	9
	EMINT
	0.033
	−0.10
	−0.04
	−0.23 *
	0.22 *
	0.56 **
	0.36 **
	0.30 **
	−
	
	
	
	



	10
	EMER
	0.19 *
	0.03
	−0.31 **
	0.15
	−0.02
	0.19 *
	0.12
	0.76 **
	0.44 **
	−
	
	
	



	11
	AM
	0.05
	0.27 **
	−0.14
	0.12
	−0.29 **
	−0.29 **
	−0.02
	0.02
	−0.07
	0.08
	−
	
	



	12
	Enjoy (0 = No, 1 = Yes)
	−0.07
	0.05
	0.06
	0.01
	0.24 *
	0.10
	0.07
	0.03
	0.03
	−0.07
	−0.06
	−
	



	13
	Willingness (0 = No, 1 = Yes)
	−0.30 **
	−0.15
	0.12
	0.07
	0.38 **
	0.20 *
	0.23 *
	−0.14
	−0.13
	−0.23 *
	−0.09
	0.20 *
	−







HC = Healthcare. Biz = Business. IMK = Intrinsic motivation to know. IMA = Intrinsic motivation to accomplish. IMS = Intrinsic motivation to experience stimulation. EMID = Extrinsic motivation for identified regulation. EMINT = Extrinsic motivation for introjected regulation. EMER = Extrinsic motivation for external regulation. AM = Amotivation. Enjoy = Whether they enjoy learning the subject. Willingness = Whether they would be still willing to study the subject if there were no reward given for completing the programme. * p < 0.05, ** p < 0.01.
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