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Aims: Higher education systems around the world have

enforced campus closures to combat the COVID-19 pan-
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demic. Such measures may threaten students' basic psycho-
logical needs for relatedness, competence and autonomy,
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and the development of intrinsic learning motivation. Little
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Kunst Baden-Wiirttemberg sures yielded negative developmental patterns for these mo-

tivational variables. We aim to close this research gap.
Sample: We investigated developmental patterns in lon-
gitudinal data spanning the first four semesters of under-
graduate students in two cohorts at one German university
starting in 2013 and 2019 (cohort 1: normal study condi-
tions; cohort 2: affected by campus closure). We used pro-
pensity score modelling to ensure comparability between
both cohorts resulting in a sample of 435 students each
(total » = 870 students).

Method: We estimated conditional latent growth curve
models (LGCM) to investigate developmental trends in
need satisfaction and intrinsic learning motivation across
the students' first four semesters and how these trends dif-
fered between the two cohorts.

Results: The results indicated a more maladaptive devel-

opment of motivational variables for students of cohort
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2 compared to students of cohort 1. More specifically, we
found negative developmental trends following the imple-
mentation of campus closures for competence, relatedness
and intrinsic learning motivation.

Conclusions: Our findings highlight the importance of
considering side effects for students' psychological func-
tioning when discussing the implementation or renewal of
campus closures. It seems important to find ways to care-
fully reopen higher education institutions while also mini-

mizing further risks for students and faculty.

KEYWORDS

basic psychological needs, campus closures, intrinsic learning motivation,
motivational development

INTRODUCTION

The COVID-19 pandemic affected students in higher education institutions severely. The first series
of lockdowns was accompanied by worldwide closures of universities and an unprecedented switch to
online teaching and remote learning (Marinoni et al., 2020). Some countries (e.g. Germany, Canada
and Israel) maintained an enforced full nationwide closure of physical campuses starting in March
2020 and continuing for the remainder of 2020. As of 1 February 2021, 50% of all OECD countries
still maintained closures of physical campuses (OECD, 2021a), while no OECD country had fully re-
opened higher education institutions. These measures have been stricter than for primary (30 per cent
of countries fully open) or secondary education (24 per cent of countries fully open at the same time
point; OECD, 2021b). It stands to reason that the prolonged campus closures especially impacted fresh-
men students' psychological functioning on fundamental levels as their transition into higher education
was strongly characterized by drastic externally imposed regulations. In line with self-determination
theory (Ryan & Deci, 2017), we argue that the affected students experienced difficulties in aligning
their new learning environment at university with their basic psychological needs for autonomy, compe-
tence and relatedness. Initial cross-sectional studies already highlighted the centrality of students' basic
psychological needs for their learning motivation during the pandemic (Holzer et al., 2021; Martinek
et al., 2021). We aim to advance this research by supplementing it with longitudinal data that allow for
(a) the investigation of developments in need satisfaction and learning motivation of freshmen over the
time of the campus closures and (b) the detection of deviations in this development from prior student
cohorts. Insights into such developmental trends further our understanding about whether and how the
campus closures disturbed a normal transition process into university.

Basic psychological needs as building blocks of students' psychological
functioning

To understand how campus closures may have impacted the trajectory of students' motivation, it is
crucial to identify which factors facilitate optimal psychological development under normal conditions.
Valuable insight to this end is proffered by self-determination theory (SDT), one of the most influential
macro-theories on human functioning (Ryan & Deci, 2017, 2019). A main tenet of this theory is that hu-
mans share three basic psychological needs for autonomy (striving for experiences of self-reliance), com-
petence (striving for experiences of mastery) and relatedness (striving for experiences of genuine human
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connection; Vansteenkiste & Ryan, 2013). If individuals feel that their environment is suitable to satisfy
these basic needs, they will experience well-being (Milyavskaya & Koestner, 2011; Ryan et al., 2008) and
start to develop interest for activities bound to the respective environment (Deci & Ryan, 2008).

For university students, the experience of need satisfaction is particularly important during their first
years at university. In this phase of uncertainty, students establish new social connections to peers and
aim to affirm their fit within their new environment (Holmegaard et al., 2014; Meehan & Howells, 2019;
Pym et al., 2011). Research indicates that supporting students' need satisfaction (particularly for auton-
omy and relatedness) during this critical transition phase predicts academic adjustments in terms of
lowered dropout intentions as well as enhanced performance and well-being (Girelli et al., 2018; Walton
& Cohen, 2011). Furthermore, need support in learning environments at university is generally linked to
reduced distress (Gilbert et al., 2021), adoption of learning goals (Ciani et al., 2011) and the development
of subsequent well-being in terms of nostalgic memories (Janke et al., 2021). In sum, this means that
need support provides the foundation for an adaptive development of students' psychological function-
ing. Against this background, it can be argued that campus closures could have shaken this foundation
to the core as they present a unique threat to need satisfaction.

Campus closures as disruptive force for need satisfaction

There is an emerging body of empirical evidence showing that central tenets of SDT also hold true under
the unusual conditions that followed the COVID-19 pandemic (for a broad perspective, see Rudert
et al., 2021). For the higher education sector, researchers found that need satisfaction was associated
both with intrinsic learning motivation and well-being of students in Austria, Finland and Germany
during the time of campus closures (Holzer et al., 2021; Martinek et al., 2021; Teuber et al., 2021). These
findings are of interest for the generalizability of SDT to extraordinary circumstances. However, the ex-
isting literature falls short in explaining whether students' expetiences of need satisfaction differed dur-
ing the campus closures compared to normal study conditions. This is because the published findings
merely rely on cross-sectional samples that lack a comparison group of students that were not affected
by campus closures. It is, thus, unclear whether the campus closures were associated with a negative
development of students' need satisfaction.

We argue that the often hastily implemented online learning environments may have threatened
students' abilities to satisfy their basic psychological needs. While some have claimed that the imple-
mented online learning increased students' autonomy to shape their learning environment (Eberle &
Hobrecht, 2021), it remains unclear whether students truly experienced this change as meaningful free-
dom or rather as an externally imposed restriction. Additionally, it stands to reason that developing
relatedness became more difficult for freshmen due to the campus closures. Students in their first year
find themselves in a new and often foreign social environment after enrolling at university. Normally,
freshmen will quickly find new friends among their new peers who attend the same lectures, share meals
in the same cafeteria and go to the same social events. Consequently, the first years at university can
be seen as a phase when friendships develop by chance due to physical proximity (Back et al., 2008).
However, the development of such social bonds requires social interactions before, between and after
formal learning activities. In a time when students were not physically present during lectures, social in-
teraction before and after classes was severely restricted. Additional social activities on- and off-campus
were also often strongly restricted due to the campus closures. Thus, the enforced campus closures may
have disrupted the development of social connections between students.

Finally, we want to highlight that the implemented shift to digital teaching also likely impacted
learning processes. Many instructors had to change established teaching concepts from on-site to digital
teaching within weeks or even days with many educators being unprepared for such a shift (Alemany-
Arrebola et al., 2020). This did not only challenge instructors, who, as a result, often experienced psy-
chological strain (Daumiller et al., 2020) but also their students who had to rely more strongly on their
ability to self-regulate learning processes (Hamdan et al., 2021; Lestari et al., 2020). As freshmen are
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typically less skilled in managing self-regulated learning processes than students of higher semesters
(Vosniadou, 2020), the way to mastery may have become steeper and more challenging for them in
times of online learning. We expect this to be reflected in an impaired development of feelings of
competence.

Our reflections on the potential of campus closures impacting need satisfaction are mirrored
in research conducted prior to the pandemic. Particularly, researchers have shown that students
experience both impaired need satisfaction and reduced intrinsic motivation in online compared
to on-site university courses (Filak & Nicolini, 2018). First qualitative research suggests similar
trends for students enrolled during the pandemic, particularly regarding relatedness (Eberle &
Hobrecht, 2021).

The assumed maladaptive development of need satisfaction might go along with further motiva-
tional consequences. SDT states that need satisfaction is directly linked to the development of intrinsic
learning motivation (Goldman et al., 2017; Karimi & Sotoodeh, 2019). Intrinsic learning motivation
desctibes students' ability to engage in learning out of interest and/or enjoyment and can be further dif-
ferentiated from more extrinsically regulated forms of learning motivation (motivation through external
reward systems such as the wish to attain good grades; Ryan & Deci, 2020). Intrinsic motivation will
flourish if (a) basic psychological needs are satisfied (Goldman et al., 2017; Karimi & Sotoodeh, 2019)
and (b) individuals are not exposed to restricting external forces (Ryan & Deci, 2017). Given that cam-
pus closures may have strongly restricted need satisfaction of students due to a set of externally imposed
rules, it seems likely that the development of intrinsic learning motivation was also impaired for the
affected students.

Research objectives

The main objective of our research is to investigate developmental trends in need satisfaction within a
sample of students that transitioned into higher education in the critical period of the pandemic. We aim
to detect irregularities in the development of students' basic psychological needs after the implemented
campus closures by comparing longitudinal data from an affected student cohort with longitudinal
data collected under normal study conditions. We particularly expect that the development of need
satisfaction for relatedness, competence and autonomy, as well as the development of intrinsic learning
motivation were impaired following the campus closures. While theorists have proposed to further dif-
ferentiate between impaired need satisfaction and need frustration (e.g., Vansteenkiste & Ryan, 2013),
we expect that campus closures both reduced need satisfaction and enhanced need frustration and as
such did not further differentiate between these factors. We also investigate whether the assumed nega-
tive development in need satisfaction yields stable group differences during a prolonged period of cam-
pus closures, whether need satisfaction and intrinsic learning motivation adjusted over time or whether
the development worsened.

METHOD

We used two data sets to investigate our research questions. The data sets were collected at the same
German university to monitor the development of undergraduate students' motivation during their first
years at university. In both cases, all undergraduate students of one cohort were contacted through the
university administration at the beginning of each semester over the course of their first four semesters
at university, which resulted in four time points (beginning of the first, second, third and fourth semes-
ters). Participation in the study was voluntary and informed consent was obtained for all participants.
The first data set was collected in the cohort starting in 2013 under normal study conditions. The de-
velopment of basic psychological needs had already been investigated priorly within this cohort (Janke,
2022). This informs us of developmental patterns for need satisfaction that should be expected at this

d ' *TTOT "6LT8YFOT

ssdny wouy

sdiy) suompuO) pue suwd | s 998 “[€702/40/0T] U0 A1eiqr] uiuQ Ao “Singsdny [qigsioeisioaun £q 72571 doLQ/ [ [11°01/10p/woo A1

Kol

951 suOWIWO)) dA1EaI) d[qear|dde oy Kq POIGACS AIE SAOIE YO O8N JO SI[MI 10) AIBIQY] QUIUQ AOJIA UO



158 | JANKE E AL

specific university. The data suggested an increase in feelings of relatedness and competence as well as
a decrease in feelings of autonomy over time. The detrimental development of autonomy has been at-
tributed to students' expectation about academic freedom being confronted by the reality of restricting
external forces such as high stakes testing and grading,

The second data set taps into the experiences of the cohort starting in 2019 and has not yet been ana-
lysed regarding the development of need satisfaction. This cohort was affected by campus closures mid-
way into their second semester. This means that the first time point (T1) can be interpreted as a normal
entrance phase. The second time point (T2) in turn only reflects the very onset of lockdown measures
as it took place between March and April 2020. The local campus closure was first implemented in the
final weeks of March followed by a regular Easter term break in April. Thus, most participants were
either unaffected by these measures or had not been subject to online learning for an extended period
yet (data collection ended midway into the Easter term break). Conversely, participants had been subject
to campus closures for half a year at the third time point (October 2020; T3) and for a full year at the
fourth time point (March 2021; T4). The respective university did not revoke campus closures or resume
on-site teaching within the time of measurement.

Sample

Overall, 521 students from the 2013 cohort and 649 students from the 2019 cohort provided full data
sets at the first time point.1 Both samples are unrepresentative convenience samples accounting for
about 25 per cent of the total student population. Thus, it was necessary to ensure that the derived data
from the samples were not biased regarding the investigated variables or other factors such as an over-
representation of certain majors in one of the samples. We used propensity score modelling to reduce
such bias in age, gender, parental educational background, high school GPA, study programme, need
satisfaction at T1 and intrinsic learning motivation at T1.

We constructed a propensity score logistic regression model using the Matchlt package in R (Ho
et al., 2011) with the cohort (2013 vs. 2019) as the dependent variable and the aforementioned covariates
(age, gender, subject, parental educational background, T1 autonomy, competence, relatedness and in-
trinsic learning motivation). Following recommendations by Austin (2014), we used nearest-neighbour
calliper matching without replacement as matching method. A total of 435 students from each cohort
could be matched to ideal pairs. Investigation of the absolute standardized mean differences showed
that differences in the considered covariates wetre reduced substantially between the two cohorts (see
Figure 1). This was also reflected in Welch two-sample t-tests that pointed to little differences between
the two cohorts in the matched data (all p>.08).

The remaining students were enrolled in majors in the fields of business administration, com-
puter sciences, economics, humanities, law, mathematics and social sciences (see Table 1 for further
information on demographics). On average, the remaining students participated at 2.5 time points
($D = 1.2 time points). More specifically, 29.2 per cent of the full sample participated at four time
points, 19.0 per cent at three time points, 23.9 per cent at two time points and 27.9 per cent only
at the first time point. To test for systematic attrition effects bound to the variables of interest, we
conducted additional MANOVAs for all three time points including ‘participation at this time point’
and ‘cohort membership’ as independent variables predicting need satisfaction and intrinsic learning
motivation measured at T1 as dependent variables. We neither found general systematic attrition
effects (all p>.05) nor cohort-specific attrition effects (indicated by the interaction between both
IVs; all p>.28).

'Given that all students of a cohort were contacted through the university administration at the beginning of each semester instead of just
those who participated at T1, the total samples of students participating at any time point were larger (# = 1056 for the 2013 cohort and

7= 1280 for the 2019 cohort). However, as accurate propensity score modelling requires full data sets, we only used the data of participants
who had participated at T'1.
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FIGURE 1 Differences between the two cohorts before and after propensity score matching

Measurements
Need satisfaction

The degree of need satisfaction was measured with a German translation of the Balanced Measure of
Psychological Needs Scale (see Sheldon & Schiiler, 2011). This scale indicates need satisfaction for each need
with three positively worded items and three negatively worded items. Prior research in the 2013 cohort
suggested that further distinguishing need frustration (indicated by the negatively worded items) from
need satisfaction does not yield differential effects (Janke, 2022). Therefore, we aggregated positive and
negative items into one general score for need satisfaction. All items were targeted at the higher educa-
tion context (sample items for autonomy: In my current situation at university, I am free to do things my own
way.’; competence: ‘In my current situation at university, I am successfully completing difficult tasks and projects.” and
relatedness: ‘I my current situation at university, I feel close and connected with other fellow students who are important
to me.”) and assessed with a Likert scale ranging from 1 (tofal disagreement) to 7 (total agreement). All three
subscales reached sufficient internal consistency over all four measurement points (smallest o at any
time point = .68).

We found slight differences in the wording of single items between the two cohorts. While these
deviations mostly reflected semantical changes, one item measuring frustration of relatedness differed
severely. This item was excluded from all analyses. Another deviation was that the items for relatedness
had a different reference group at T'l (‘persons who care about me’) compared to the other time points (‘fellow
Students who care about me’) within the 2013 cohort but not in the 2019 cohort, for which the items referred
to “fellow students’ at all time points.
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TABLE 1 Descriptive statistics of the sample after propensity score matching

Cohort 2013 2019
Variable N M SD N M SD
Age 435 19.76 2.00 435 19.58 1.93
Gender* 435 .62 .49 435 .60 49
High School GPA® 435 1.82 .62 435 1.83 .62
Parental education background® 435 .64 48 435 .61 49
Need satisfaction and motivation (T1 = First Semester)
Autonomy 435 4.73 .83 435 4.79 1.00
Competence 435 5.20 .88 435 5.26 1.13
Relatedness 435 5.14 77 435 5.12 79
Intrinsic learning motivation 435 5.29 .95 435 5.33 1.14
Need satisfaction and motivation (T2 = Second Semester)
Autonomy 273 4.60 .86 246 4.82 .97
Competence 273 493 92 246 479 1.06
Relatedness 273 5.54 .96 246 5.33 1.18
Intrinsic learning motivation 273 5.31 1.04 246 5.25 1.15
Need satisfaction and motivation (T3 = Third Semester)
Autonomy 218 4.42 .90 186 4.58 1.03
Competence 218 4.98 .96 186 4.69 1.12
Relatedness 218 5.52 1.05 186 5.02 1.24
Intrinsic learning motivation 216 5.26 1.05 186 5.13 1.31
Need satisfaction and motivation (T4 = Fourth Semester)
Autonomy 191 4.34 .92 186 4.54 1.05
Competence 191 5.02 .94 186 4.78 1.06
Relatedness 191 5.58 .98 186 4.85 1.23
Intrinsic learning motivation 190 5.16 1.09 187 5.08 1.32

Note: The presented values for intrinsic learning motivation and need satisfaction represent manifest data and not the estimations derived from
later growth curve modelling. The estimated values are presented in Table 3.

"Means reflect percentage of female students.
"Scale: 1 (very good) to 4 (sufficient).

0 = no academic degree; 1 = at least one parent with academic degree.
Intrinsic learning motivation

Intrinsic learning motivation was measured with six items. The items were adapted from the Intrinsic
Motivation Inventory (IMI; Deci & Ryan, 2013) and generally focus on interest and enjoyment as core
aspects of intrinsic motivation (sample item: ‘I zhink studying is really interesting’; a full depiction of all
items can be found as open material under https://osf.io/wc4v7). It was measured on a 7-point Likert
scale with responses ranging from 1 (not at all) to 7 (completely true). The scale reached sufficient internal
consistency over all four measurement points (smallest o at any time point = .92) and there were no
deviations in item wording between the cohorts.

Analyses

We conducted latent growth curve models (LGCM) to investigate the intercept and slope in students'
need satisfaction and intrinsic learning motivation. An important prerequisite for LGCM is measurement
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invariance of the respective scales, which indicates whether responses to survey items reflect the same
constructs across time and between groups (Putnick & Bornstein, 2016). To test the measurement in-
variance for our scales, we estimated (a) a model in which item-factor clusters were set as equivalent for
all groups/time points (configural invariance), (b) a model in which the factor loadings were restricted
between the groups/time points (metric invariance) and (¢) a model in which the thresholds were addi-
tionally restricted (scalar invariance). We controlled for methodological variance bound to item wording
(positively/negatively worded) either by introducing factors indicating item modality or by introducing
residual correlations if fewer than three items were worded in a certain way (only the case for related-
ness). After establishing scalar invariance, we conducted separate LGCM for each basic psychological
need as well as for intrinsic learning motivation. We investigated both general linear and quadratic
trends. These developmental trends were then regressed on cohort membership to detect group differ-
ences in the development of the investigated constructs over time.

We conducted our analyses with the package lavaan in R using the maximum likelihood estimator
with robust standard errors (MLR) as estimator and full information maximum likelihood imputation
(FIML) to handle missing data. Missing data emerged due to attrition between time points (see Table 1)
but (with the exception of four single data points due to early termination of the questionnaire) not
within time points due to the application of forced response items. The model fit of all computed mod-
els is reported according to the recommendations by Hu and Bentler (1999): We used a combination of
misfit (SRMR, RMSEA) and fit indices (CFI, TLI) and distinguished between an acceptable model fit
(SRMR = .10, RMSEA = .08, CFI 2.95, TLI 2.95) and a good model fit (SRMR < .05, RMSEA < .05,
CFI 2.97, TLI 2.97; see Schermelleh-Engel et al., 2003). Slight deviations from the depicted thresholds
(A <.02) were tolerated if the overall pattern indicated an acceptable-to-good fit. Regarding invariance
testing, we considered a deterioration of CFI=.010 and RMSEA =.015 or SRMR =.010 (for metric
invariance: SRMR 2.030; see Chen, 2007). The data and input files are available as open materials at
https://osf.io/wc4v7.

RESULTS

Our preliminary analysis into measurement invariance supported configural invariance across meas-
urement points with *(365) = 2387.11, <.001, SRMR = .03, RMSEA = .05, CFI = .96, TLI = .94.
Further analyses did not yield sufficient evidence for a violation of metric invariance (ASRMR = .003,
ARMSEA <.001, ACFI=.003, ATLI<.001) and of scalarinvariance (ASRMR =.003, ARMSEA =.004,
ACFI = .008, ATLI = .008). We also found indication for configural invariance between both cohorts
with X2(712) = 2519.78, p<.001, SRMR = .03, RMSEA = .05, CFI = .96, TLI = .95, as well as for
metric invariance (ASRMR = .003, ARMSEA <.001, ACFI = .001, ATLI<.001) and scalar invariance
(ASRMR = .001, ARMSEA = .001, ACFI = .003, ATLI = .002).

The results of the LGCMs are depicted in Table 2. A closer inspection of the depicted trends yielded
three central insights: First, cohorts did not differ in their intercepts, which underlines that the propen-
sity score matching indeed resulted in two comparatively similar samples regarding the baseline of need
satisfaction and intrinsic learning motivation. Second, the satisfaction of all needs but autonomy in-
creased over time. For intrinsic learning motivation, the development was characterized by a quadratic
development with initial gains and a later decline between the third and fourth semesters. Third, three
of four linear trends differed between the two cohorts. Specifically, the development of competence,
relatedness and intrinsic learning motivation was impaired in the 2019 cohort compared to the 2013
cohort. We did not find any indication for similar trends regarding autonomy. The developmental trends
for both cohorts are depicted in Figures 2a—d.

Further post-hoc inspections of the growth curve parameters at the different time points revealed
differential developmental trends for the observed variables (see Table 3). We observed the most det-
rimental development for relatedness, which in general increased in the 2013 cohort, whereas it con-
tinuously decreased in the 2019 cohort. We even found first group differences at the initial onset of
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TABLE 2 Results of the latent growth curve models

Intrinsic
Autonomy Competence Relatedness motivation
Intercepts of growth parameters
Intercept 4.67H%* 4.644+* 5.15%%* 5.248%
Linear trend —.34%* 2408 ek 27*
Quadratic trend .04 - —16%* —.10%*
Variances of growth parameters
Intercept 45 48 .67 71
Linear trend .06 .05 43 13
Quadratic trend .01 <.0001* .04 .01
Standardized effect of cohort (2019 =1 vs. 2013 = 0) on growth parameters
Intercept .07 .04 .06 .05
Linear trend 13 — THR* — 43k —.22%%
Quadratic trend —-.03 - .06 .06*
¥ 10.84 18.3 10.6 1.32
df 2 7 2 2
P .004 .003 .005 .536
CFI .989 981 .989 >.999
TLI 946 972 945 >.999
SRMR .020 .032 .019 .007
RSMSEA .069 .047 .071 <.001

Note: Presented are standardized effects based on the propensity score matched data of students from the 2013 and 2019 cohort (N = 435 each).

"Given that there was no substantial amount of variability for the quadratic trend, we removed the slope from the model to provide a more

accurate estimation of the other parameters.
*<.05; #p<.01; #*p<.001.

lockdown measures during the second semester, which became stronger over time. For feelings of
competence, the group differences between the cohorts were mostly driven by the relative stagnation
of the variable in the 2019 cohort (compared to an increase in the 2013 cohort). Intrinsic learning moti-
vation exhibited increasing group differences between the second and the third semesters, which van-
ished between the third and fourth semesters (reflected in the significant effect of cohort membership
on the quadratic trend). Finally, while both cohorts largely showed parallel development in autonomy,
we found that a stronger decline in feelings of autonomy in the 2013 cohort at the start of the second
semester manifested itself in group differences that remained stable over time.

DISCUSSION

In the presented study, we compared the development of need satisfaction and intrinsic learning
motivation over the first four semesters of undergraduate students who had been affected by campus
closures during the COVID-19 pandemic and students of a prior cohort. Through propensity score
modelling, we ensured that both cohorts were comparable in a wide variety of student characteris-
tics. We found that students who were affected by campus closures experienced impaired develop-
ment in feelings of relatedness (small-to-medium effect sizes with 4 = .39-.78) and competence
(small-to-medium effect sizes with 4 = .12—.42) at university compared to their counterparts in the
prior cohort. This could mean that the investigated undergraduates were vulnerable to side effects
of prolonged campus closures. For them, it may have become more difficult to connect with fel-
low students and structure their learning progress. This rather maladaptive development of need
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FIGURE 2 Growth curves for the development of (a) feelings of autonomy; (b) feelings of competence; (c) feelings of
relatedness; (d) intrinsic learning motivation

satisfaction resonated with the initial negative development of intrinsic learning motivation which
attenuated over time. While the observed effect sizes for intrinsic learning motivation do not exceed
the traditional thresholds for small effects (4> .20), it should be kept in mind that minimal effects
observed in the field can already have considerable impact on educational processes (McCartney &
Rosenthal, 2000).

Implications of the conducted research

There is an emerging body of research into the importance of need satisfaction for students during
the COVID-19 pandemic (Holzer et al., 2021; Martinek et al., 2021). However, little is known about
whether undergraduate students experienced impaired development of need satisfaction follow-
ing campus closures. From our findings, we can infer that the shift to remote learning and online
teaching interfered with students' basic psychological needs as well as with the development of
their intrinsic learning motivation. A closer look at our results allows for a finer grained picture
regarding students psychological functioning as we observed differential developmental trends for
the three needs.

For perceived autonomy, we found no conclusive evidence for maladaptive developments that could
be attributed to campus closures. Even though feelings of autonomy generally declined over time in
both cohorts, we did not observe any acceleration of this trend in the 2019 cohort after the implemen-
tation of lockdown measures. While we have argued that campus closures imposed external restrictions
on students that diminish feelings of autonomy, other researchers have claimed that the new learning
conditions increased students' ability to autonomously shape their learning environment (Ebetle &
Hobrecht, 2021). Our nil findings do not necessarily mean that either assumption is untrue. In contrast,
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TABLE 3 Post-hoc inspection of estimated means derived from the growth curves

2013 cohort 2019 cohort Group differences
M SD M SD t P d

Autonomy

T1 4.73 .55 4.81 .59 #868) = —1.90 .057 —-.07

T2 4.55 .64 473 .69 #(868) = —4.02 <.001 -.27

T3 4.40 .09 4.04 72 #(868) = —4.97 <.001 —.34

T4 4.28 .69 4.53 75 #(868) = —5.02 <.001 —-.34
Competence

T1 4.69 .56 4.74 .59 #868) = —1.42 157 —-.10

T2 4.81 .60 4.74 .65 #868) = 1.70 .089 A2

T3 4.93 .66 473 73 #(868) = 4.23 <.001 29

T4 5.05 74 472 .82 #868) = 6.20 <.001 42
Relatedness

T1 5.22 43 5.26 95 #868) = =91 364 —.06

T2 5.49 .66 5.19 .88 #868) = 5.76 <.001 .39

T3 5.57 .76 5.03 90 #(844.22) = 9.70 <.001 .66

T4 5.47 77 4.79 .98 #(824.86) = 11.42 <.001 78
Intrinsic learning motivation

T1 5.29 79 5.34 73 #(863.41) = —1.01 314 —-.07

T2 5.30 77 5.20 .86 #(868) = 1.82 .068 12

T3 5.24 .82 5.09 .96 #(846.31) = 2.34 .019 16

T4 5.10 .83 5.02 1.08 #(815.66) = 1.07 .296 .07

Note: The depicted mean values are estimates based on the conducted growth curve models. The values deviate slightly from the manifest
values depicted in Table 1 because we used the full information of the data set to estimate the values (FIML procedure) rather than just relying
on the data of the respective time point.

our findings could indicate that experienced external regulation as well as new found opportunities for
self-determined action impact students' experience of autonomy resulting in opposing effects that can-
cel each other out. Furthermore, even if the imposed changes increased autonomy, students may have
lacked the necessary self-regulation abilities to make use of this newly introduced academic freedom. It
would be interesting to follow up on this notion in further studies on how students construe autonomy
in times of externally imposed remote learning.

The result pattern for feelings of competence was more clear-cut. The overall positive develop-
ment of competence experiences was impaired in the 2019 cohort. More specifically, we found stagna-
tion in feelings of competence in the aftermath of the implementation of campus closures. This could
indicate that it was difficult for students to facilitate experiences of mastery given the new and chal-
lenging learning conditions. However, the absence of a decrease in feelings of competence in the 2019
cohort may also reflect that students of this cohort learned to cope with remote learning over time,
which could have least partially protected their self-efficacy (Hamdan et al., 2021; Lestari et al., 2020).
One caveat of our research is that our data only allow to investigate experienced competence, but not
the impact of campus closures on the actual acquisition of skills and knowledge, which may be an
interesting research objective for further studies (for a pioneer study, see Klug & Seethaler, 2021).

The development of students' relatedness shows the most concerning picture within the participating
undergraduate students of the affected cohort. Relatedness not only declined in the 2019 cohort follow-
ing the campus closures but the disparities between the two cohorts even increased another half year
later with relatedness showing further decrease in the 2019 cohort. This indicates that a shift to remote
learning may have particularly strong implications for students' striving to connect with their peers.
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From a practical perspective, our results underline that the enforcement of campus closures in higher
education institutions may come with clear psychological costs, especially for students' feelings of com-
petence and relatedness. Members of faculty and the administration should keep this in mind when
discussing the renewal of measures such as digital teaching and remote learning. While such actions
might be justifiable to ensure the physical health of the students, they may also endanger students' men-
tal health (see Deng et al., 2021; Gao et al., 2020; Lasheras et al., 2020). If campus closures cannot be
avoided, educational practitioners may at least want to consider ways to address students' need for gen-
uine connection, which showed an especially detrimental development (see especially Tice et al., 2021,
regarding teaching strategies addressing relatedness in digital environments).

Limitations and future research

It is important to bear in mind that the students participating in our study were affected by societal
measures to combat the pandemic in a variety of environments. While our measures strictly focused on
students' experiences in their academic surroundings, it remains possible that experiences of restricted
options to connect with significant others outside of university may have led to generalized feelings of
loneliness impacting reflections about relatedness at university. Nevertheless, it seems particularly im-
plausible that the long-term deterioration of relatedness was unconnected to the campus closures alto-
gether given that other areas of social life (e.g. workplaces, bars and restaurants) at least partly reopened
over the course of the pandemic. The university campus is a central place for ad-hoc as well as planned
social gatherings. Closing it for years has likely confronted students with prolonged episodes of social
isolation that are reflected in our findings.

Another limitation is that our comparison sample was collected 6years before the enforcement of
campus closures. Propensity score modelling allowed us to ensure relative similarity between the two
studied samples. Additionally, content and curriculum of the study programmes as well as enrolment
requirements at the investigated university saw little change between 2013 and 2019. The German
higher education sector, furthermore, saw no substantial large-scale reforms that affected structural
aspects of the study programmes during the time span. Overall, we therefore consider the implemen-
tation of campus closures to be the most drastic change between the cohorts. However, we cannot rule
out that some of the developmental patterns that we attribute to the campus closures at least partly
result from more general changes in internal factors (such as personal values) during the 6-year period.
To further our understanding regarding specific cohort effects and effects of campus closures, it would
be interesting to compare our findings on developmental trends with data from future cohorts.

While some researchers have argued that intrinsic motivation may facilitate need satisfaction (e.g. Yang
et al., 2018), the theoretical framework of SDT generally suggests that the initial deterioration in intrinsic
learning motivation may rather be due to impaired need satisfaction than vice versa (Goldman et al., 2017,
Ryan & Deci, 2017; Vansteenkiste & Ryan, 2013). However, our data do not sufficiently allow investigations
into this postulate because the time span between the time points is not sufficiently short to allow for a fine-
grained picture. Specifically, the strongest deceleration of motivational development took place between
the second time point when students had little experience with campus closures and the third time point
when students had experienced digital teaching and online learning for 6 months. Intricate mechanisms
linking need satisfaction and intrinsic learning motivation during this period cannot be modelled with our
data. While our study amends prior cross-sectional research on need satisfaction during the pandemic, we
thus see the need for further studies into the causality behind the observed developmental changes.

CONCLUSION

Educational policy around the world has mostly focused on reopening primary and secondary education
institutions following the initial implementation of lockdown measures (OECD, 2021b). Neglecting the
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higher education sector might have been shortsighted as our findings suggest that prolonged campus
closures pose a real threat to the psychological functioning of university students as well. We found that
especially undergraduate students' ability to connect with their peers was severely impaired. This is wor-
risome given the known associations of relatedness with students' well-being (Suhlmann et al., 2018)
and their intention to drop out of higher education (Héhne & Zander, 2019). In sum, we consider it of
utter importance to acknowledge the impact of campus closures on students' basic psychological need
for genuine human connection when discussing future measures to address health crises.

AUTHOR CONTRIBUTIONS

Stefan Janke: Conceptualization; data curation; formal analysis; funding acquisition; project admin-
istration; supervision; writing — original draft. Laura A. S. Messerer: Data curation; investigation;
project administration; resources; writing — review and editing. Martin Daumiller: Conceptualization;
data curation; formal analysis; methodology; visualization; writing — review and editing.

ACKNOWLEDGEMENTS

The presented research was made possible through a research grant by the Ministry of Science, Research
and the Arts of the State of Baden-Wiirttemberg to Stefan Janke. We thank Kim Gericke as well as Lena
Goetjes for their assistance with programming and data collection and Caroline Tremble for her valu-
able services in language editing.

CONFLICT OF INTEREST
All authors declare no conflict of interest.

OPEN RESEARCH BADGES

0

This article has earned an Open Data badge for making publicly available the digitally-shareable data
necessary to reproduce the reported results. The data is available at https://osf.io/wc4v7.

DATA AVAILABILITY STATEMENT
The data that supports the findings of this study is openly available via the Open Science Framework
[Link: https://osf.io/wc4v7].

ORCID

Stefan Janke 2 https://otcid.org/0000-0003-1799-8850

Lanra A. S. Messerer @ https://orcid.org/0000-0003-0438-872X
Martin Daumiller © https://otcid.org/0000-0003-0261-6143

REFERENCES

Alemany-Arrebola, 1., Rojas-Ruiz, G., Granda-Vera, J., & Mingorance-Estrada, A C. (2020). Influence of COVID-19 on the
perception of academic self-efficacy, state anxiety, and trait anxiety in college students. Frontiers in Psychology, 11, Article
570017. https://doi.org/10.3389/fpsyg.2020.570017

Austin, P. C. (2014). A comparison of 12 algorithms for matching on the propensity score. Statistics in Medicine, 33(6), 1057-1069.
https://doi.org/10.1002/sim.6004

Back, M. D., Schmukle, S. C., & Egloff, B. (2008). Becoming friends by chance. Psychological Science, 19(5), 439—440. https://doi.
org/10.1111/j.1467-9280.2008.02106.x

Chen, F. F. (2007). Sensitivity of goodness of fit indexes to lack of measurement invariance. Structural Equation Modeling: A
Multidisciplinary Journal, 14(3), 464—504. https://doi.org/10.1080/10705510701301834

Ciani, K. D., Sheldon, K. M., Hilpert, J. C., & Easter, M. A. (2011). Antecedents and trajectories of achievement goals: A self-
determination theory perspective. British Journal of Educational Psychology, 81(2), 223243 https://doi.org/10.1348/00070
9910X517399

Daumiller, M., Rinas, R., Hein, J., Janke, S., Dickhiuser, O., & Dresel, M. (2020). Shifting from face-to-face to online teaching
during COVID-19: The role of university faculty achievement goals for attitudes towards this sudden change, and their

d ' *TTOT "6LT8YFOT

ssdny wouy

sdiy) suompuO) pue suwd | s 998 “[€702/40/0T] U0 A1eiqr] uiuQ Ao “Singsdny [qigsioeisioaun £q 72571 doLQ/ [ [11°01/10p/woo A1

Kol

951 suOWIWO)) dA1EaI) d[qear|dde oy Kq POIGACS AIE SAOIE YO O8N JO SI[MI 10) AIBIQY] QUIUQ AOJIA UO


https://osf.io/wc4v7
https://osf.io/wc4v7
https://orcid.org/0000-0003-1799-8850
https://orcid.org/0000-0003-1799-8850
https://orcid.org/0000-0003-0438-872X
https://orcid.org/0000-0003-0438-872X
https://orcid.org/0000-0003-0261-6143
https://orcid.org/0000-0003-0261-6143
https://doi.org/10.3389/fpsyg.2020.570017
https://doi.org/10.1002/sim.6004
https://doi.org/10.1111/j.1467-9280.2008.02106.x
https://doi.org/10.1111/j.1467-9280.2008.02106.x
https://doi.org/10.1080/10705510701301834
https://doi.org/10.1348/000709910X517399
https://doi.org/10.1348/000709910X517399

SELF-DETERMINATION DURING CAMPUS CLOSURES 1595

relevance for burnout/engagement and student evaluations of teaching quality. Computers in Human Bebavior, 118, Article
106677. https://doi.org/10.1016/j.chb.2020.106677

Deci, E. L., & Ryan, R. M. (2008). Facilitating optimal motivation and psychological well-being across life's domains. Canadian
Psychology/ Psychologie Canadienne, 49(1), 14=23. https://doi.org/10.1037/0708-5591.49.1.14

Deci, E. L., & Ryan, R. M. (2013). Intrinsic Motivation Inventory. http://www.psych.rochester.edu/SDT/measures/intrins.html

Deng, J., Zhou, F., Hou, W., Silver, Z., Wong, C. Y., Chang, O., Drakos, A., Zuo, Q. K., & Huang, E. (2021). The prevalence
of depressive symptoms, anxiety symptoms and sleep disturbance in higher education students during the COVID-19
pandemic: A systematic review and meta-analysis. Psychiatry Research, 301, Article 113863. https://doi.org/10.1016/j.psych
res.2021.113863

Eberle, J., & Hobrecht, J. (2021). The lonely struggle with autonomy: A case study of first-year university students' expe-
riences during emergency online teaching. Computers in Human Behavior, 121, Article 106804. https://doi.org/10.1016/j.
chb.2021.106804

Filak, V. F., & Nicolini, K. M. (2018). Differentiations in motivation and need satisfaction based on course modality:
A self-determination theory perspective. Educational Psychology, 38(6), 772-784. https://doi.org/10.1080/01443
410.2018.1457776

Gao, L., Xie, Y., Jia, C., & Wang, W. (2020). Prevalence of depression among Chinese university students: A systematic review
and meta-analysis. Scientific Reports, 10(1), Article 15897. https://doi.org/10.1038/s41598-020-72998-1

Gilbert, W., Bureau, J. S., Poellhuber, B., & Guay, F. (2021). Predicting college students' psychological distress through basic
psychological need-relevant practices by teachers, peers, and the academic program. Motivation and Emotion, 45(4), 436—455.
https://doi.org/10.1007/s11031-021-09892-4

Girelli, L., Alivernini, F., Lucidi, F., Cozzolino, M., Savarese, G., Sibilio, M., & Salvatore, S. (2018). Autonomy supportive con-
texts, autonomous motivation, and self-efficacy predict academic adjustment of first-year university students. Frontiers in
Eduncation, 3, Article 95. https://doi.org/10.3389/feduc.2018.00095

Goldman, Z. W., Goodboy, A. K., & Weber, K. (2017). College students' psychological needs and intrinsic motivation to
learn: An examination of self-determination theory. Communication Quarterly, 65(2), 167-191. https://doi.org/10.1080/01463
373.2016.1215338

Hamdan, K. M., Al-Bashaireh, A. M., Zahran, Z., Al-Daghestani, A., Samira, A.-H., & Shaheen, A. M. (2021). University
students' interaction, Internet self-efficacy, self-regulation and satisfaction with online education during pandemic cri-
ses of COVID-19 (SARS-CoV-2). International Journal of Educational Management, 35(3), 713=725. https://doi.org/10.1108/
IJEM-11-2020-0513

Ho, D. E., Imai, K., King, G., & Stuart, E. A. (2011). MatchIt: Nonparametric preprocessing for parametric causal inference.
Journal of Statistical Software, 42(8), 1-28. https://doi.org/10.18637/jss.v042.i08

Hoéhne, E., & Zander, L. (2019). Belonging uncertainty as predictor of dropout intentions among first-semester students of
the computer sciences. Zeitschrift fiir Erziehungswissenschaft, 22(5), 10991119 https://doi.org/10.1007/s11618-019-00907-y

Holmegaard, H. T., Madsen, L. M., & Ulriksen, L. (2014). A journey of negotiation and belonging: understanding students'
transitions to science and engineering in higher education. Cultural Studies of Science Education, 9(3), 755-786. https://doi.
org/10.1007/511422-013-9542-3

Holzer, J., Liftenegger, M., Korlat, S., Pelikan, E., Salmela-Aro, K., Spiel, C., & Schober, B. (2021). Higher education in times of
COVID-19: University students' basic need satisfaction, self-regulated learning, and well-being. AERA Open, 7(1), 1-13.
https://doi.org/10.1177/23328584211003164

Hu, L., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure analysis: Conventional criteria ver-
sus new alternatives. Structural Equation Modeling: A Multidisciplinary Journal, 6(1), 1-55. https://doi.org/10.1080/10705
519909540118

Janke, S. (2022). Give me freedom or see my motivation decline: Basic psychological needs and the development of students'
learning goal orientation. Learning and Individual Differences, 96. https://doi.org/10.1016/j.1indif.2022.102158

Janke, S., Alsmeyer, M., Neiner, M., & Rudert, S. C. (2021). University in the rear-view mirror: Psychological needs in pleasant
and unpleasant memories of alumni. Studies in Higher Education. https://doi.org/10.1080/03075079.2021.1916905

Karimi, S., & Sotoodeh, B. (2019). The mediating role of intrinsic motivation in the relationship between basic psychological
needs satisfaction and academic engagement in agriculture students. Teaching in Higher Education, 25(8), 959-975. https://
doi.org/10.1080/13562517.2019.1623775

Klug, J., & Seethaler, E. (2021). (Un)Freiwillig Online-Lehre. Wie Lehramtsstudierende in unterschiedlichen Lernsettings
Lerngewinn, Motivation und emotionales Befinden einschitzen [(In)voluntary online teaching. How student teachers as-
sess learning gain, motivation, and emotional states in different learning settings|. Ludwigsburger Beitrige zur Medienpidagogik,
21,1-16. https://doi.otg/10.21240/1bzm/21/05

Lasheras, 1., Gracia-Garcia, P., Lipnicki, D. M., Bueno-Notivol, J., Lépez-Antén, R., De La Camara, C., Lobo, A., &
Santabarbara, J. (2020). Prevalence of anxiety in medical students during the COVID-19 pandemic: A rapid systematic
review with meta-analysis. International Journal of Environmental Research and Public Health, 17(18), Article 6603. https://doi.
org/10.3390/ijerph17186603

Lestari, W., Aisah, L., & Nurafifah, L. (2020). What is the relationship between self-regulated learning and students' mathemat-
ical understanding in online lectures during the COVID-19 pandemic? Journal of Physics: Conference Series, 1657, Art 012065.
https://doi.org/10.1088/1742-6596/1657/1/012065

d ' “TTOT "6LTSFHOT

ssdny wouy

sdiy) suompuO) pue suwd | s 998 “[€702/40/0T] U0 A1eiqr] uiuQ Ao “Singsdny [qigsioeisioaun £q 72571 doLQ/ [ [11°01/10p/woo A1

Kol

951 suOWIWO)) dA1EaI) d[qear|dde oy Kq POIGACS AIE SAOIE YO O8N JO SI[MI 10) AIBIQY] QUIUQ AOJIA UO


https://doi.org/10.1016/j.chb.2020.106677
https://doi.org/10.1037/0708-5591.49.1.14
http://www.psych.rochester.edu/SDT/measures/intrins.html
https://doi.org/10.1016/j.psychres.2021.113863
https://doi.org/10.1016/j.psychres.2021.113863
https://doi.org/10.1016/j.chb.2021.106804
https://doi.org/10.1016/j.chb.2021.106804
https://doi.org/10.1080/01443410.2018.1457776
https://doi.org/10.1080/01443410.2018.1457776
https://doi.org/10.1038/s41598-020-72998-1
https://doi.org/10.1007/s11031-021-09892-4
https://doi.org/10.3389/feduc.2018.00095
https://doi.org/10.1080/01463373.2016.1215338
https://doi.org/10.1080/01463373.2016.1215338
https://doi.org/10.1108/IJEM-11-2020-0513
https://doi.org/10.1108/IJEM-11-2020-0513
https://doi.org/10.18637/jss.v042.i08
https://doi.org/10.1007/s11618-019-00907-y
https://doi.org/10.1007/s11422-013-9542-3
https://doi.org/10.1007/s11422-013-9542-3
https://doi.org/10.1177/23328584211003164
https://doi.org/10.1080/10705519909540118
https://doi.org/10.1080/10705519909540118
https://doi.org/10.1016/j.lindif.2022.102158
https://doi.org/10.1080/03075079.2021.1916905
https://doi.org/10.1080/13562517.2019.1623775
https://doi.org/10.1080/13562517.2019.1623775
https://doi.org/10.21240/lbzm/21/05
https://doi.org/10.3390/ijerph17186603
https://doi.org/10.3390/ijerph17186603
https://doi.org/10.1088/1742-6596/1657/1/012065

1596 JANKE ET AL.

Marinoni, G., Van't Land, H., & Jensen, T. (2020). The Impact of COVID-19 on Higher Education Around the World. International
Association of Universities.

Martinek, D., Carmignola, M., Miller, F. H., Bieg, S., Thomas, A., Eckes, A., GroBmann, N., Dittrich, A.-K., & Wilde, M.
(2021). How can students feel more vital amidst severe restrictions? Psychological needs satisfaction, motivational reg-
ulation and vitality of students during the Coronavirus pandemic restrictions. European Journal of Investigation in Health,
Psychology and Education, 11(2), 405—422. https://doi.org/10.3390/¢jihpe11020030

McCartney, K., & Rosenthal, R. (2000). Effect size, practical importance, and social policy for children. Child Development, 71(1),
173-180. https://doi.org/10.1111/1467-8624.00131

Meehan, C., & Howells, K. (2019). In search of the feeling of ‘belonging' in higher education: Undergraduate students tran-
sition into higher education. Journal of Further and Higher Education, 43(10), 1376-1390. https://doi.org/10.1080/03098
77X.2018.1490702

Milyavskaya, M., & Koestner, R. (2011). Psychological needs, motivation, and well-being: A test of self-determination theory
across multiple domains. Personality and Individual Differences, 50(3), 387-391. https://doi.org/10.1016/j.paid.2010.10.029

OECD (2021a). The state of higher education — one year into the pandemic. https://www.oecd-ilibrary.org/docserver/83c41
957-en.pdf

OECD (2021b). The state of school education — one year into the pandemic. https://www.oecd-ilibrary.org/docserver/201dd
e84-en.pdf

Putnick, D. L., & Bornstein, M. H. (2016). Measurement invariance conventions and reporting: The state of the art and future
directions for psychological research. Developmental Review, 41, 71-90 https://doi.org/10.1016/j.dr.2016.06.004

Pym, ]J., Goodman, S., & Patsika, N. (2011). Does belonging matter?: Exploring the role of social connectedness as a critical
factor in students' transition to higher education. Psychology in Society, 42, 35-50.

Rudert, S. C., Gleibs, I. H., Gollwitzer, M., Hifner, M., Hajek, K. V., Harth, N. S.; Alexander Hausser, J., Imhoff, R., &
Schneider, D. (2021). Us and the virus: Understanding the COVID-19 pandemic through a social psychological lens.
European Psychologist, 26(4), 259—-271. https://doi.org/10.1027/1016-9040/2000457

Ryan, R. M., & Deci, E. L. (2017). Self-determination theory: Basic psychological needs in motivation, development and wellness. Guilford.

Ryan, R. M., & Deci, E. L. (2019). Brick by brick: The origins, development, and future of Self-Determination Theory. Advances
in Motivation Science, 6, 111-156. https://doi.org/10.1016/bs.adms.2019.01.001

Ryan, R. M., & Deci, E. L. (2020). Intrinsic and extrinsic motivation from a self-determination theory perspective: Definitions,
theory, practices, and future directions. Contemporary Educational Psychology, 61, Article 101860. https://doi.org/10.1016/j.
cedpsych.2020.101860

Ryan, R. M., Huta, V., & Deci, E. L. (2008). Living well: A Self-Determination Theory perspective on eudaimonia. Journal of
Happiness Studies, 9(1), 139-170. https://doi.org/10.1007/s10902-006-9023-4

Schermellehk-Engel, K., Moosbrugger, H., & Miller, H. (2003). Evaluating the fit of structural equation models: Tests of sig-
nificance and descriptive goodness-of-fit measures. Mezhods of Psychological Research Online, 8(2), 23—74.

Sheldon, K. M., & Schiiler, J. (2011). Wanting, having, and needing: Integrating motive disposition theory and self-determination
theory. Journal of Personality and Social Psychology, 101(5), 1106—1123. https://doi.org/10.1037/a0024952

Suhlmann, M., Sassenberg, K., Nagengast, B., & Trautwein, U. (2018). Belonging mediates effects of student-university fit on
well-being, motivation, and dropout intention. Soczal Psychology, 49(1), 16—28 https://doi.org/10.1027/1864-9335/2000325

Teuber, Z., Jia, H., & Niewohner, T. (2021). Satisfying students' psychological needs during the COVID-19 outbreak in German
higher education institutions. Frontiers in Education, 3, Article 75. https://doi.org/10.3389/feduc.2018.00075

Tice, D., Baumeister, R., Crawford, J., Allen, K.-A., & Percy, A. (2021). Student belongingness in higher education: Lessons
for professors from the COVID-19 pandemic. Journal of University Teaching & Learning Practice, 18(4), Article 2—Article 20.
https://doi.org/10.53761/1.18.4.2

Vansteenkiste, M., & Ryan, R. M. (2013). On psychological growth and vulnerability: Basic psychological need satisfaction and
need frustration as a unifying principle. Journal of Psychotherapy Integration, 23(3), 263—280. https://doi.org/10.1037/a0032359

Vosniadou, S. (2020). Bridging secondary and higher education. The importance of self-regulated learning. European Review,
28(1), 94-103. https://doi.org/10.1017/51062798720000939

Walton, G. M., & Cohen, G. L. (2011). A brief social-belonging intervention improves academic and health outcomes of mi-
nority students. Sczence, 331(6023), 1447-1451. https://doi.org/10.1126/science.1198364

Yang, Y., Zhang, Y., & Sheldon, K. M. (2018). Self-determined motivation for studying abroad predicts lower culture shock and
greater well-being among international students: The mediating role of basic psychological needs satisfaction. International
Journal of Intercultural Relations, 63, 95-104. https://doi.org/10.1016/].ijintrel.2017.10.005

How to cite this article: Janke, S., Messerer, L. A. S., & Daumiller, M. (2022). Motivational
development in times of campus closure: Longitudinal trends in undergraduate students' need
satisfaction and intrinsic learning motivation. British Journal of Educational Psychology, 92, 1582—1596.
https://doi.org/10.1111/bjep.12522

d ' “TTOT "6LTSFHOT

ssdny wouy

:sdny) SUOMIPUOY) PuE SWIS] 34 998 “[€Z0Z/40/0Z] U0 Areiqr] autuQ AoiAy “FingsSny [qigsioensioatun Aq 7Z6Z1-dofa/[ 11 1°01/10p/wod Kofia

Kol

951 suOWIWO)) dA1EaI) d[qear|dde oy Kq POIGACS AIE SAOIE YO O8N JO SI[MI 10) AIBIQY] QUIUQ AOJIA UO


https://doi.org/10.3390/ejihpe11020030
https://doi.org/10.1111/1467-8624.00131
https://doi.org/10.1080/0309877X.2018.1490702
https://doi.org/10.1080/0309877X.2018.1490702
https://doi.org/10.1016/j.paid.2010.10.029
https://www.oecd-ilibrary.org/docserver/83c41957-en.pdf
https://www.oecd-ilibrary.org/docserver/83c41957-en.pdf
https://www.oecd-ilibrary.org/docserver/201dde84-en.pdf
https://www.oecd-ilibrary.org/docserver/201dde84-en.pdf
https://doi.org/10.1016/j.dr.2016.06.004
https://doi.org/10.1027/1016-9040/a000457
https://doi.org/10.1016/bs.adms.2019.01.001
https://doi.org/10.1016/j.cedpsych.2020.101860
https://doi.org/10.1016/j.cedpsych.2020.101860
https://doi.org/10.1007/s10902-006-9023-4
https://doi.org/10.1037/a0024952
https://doi.org/10.1027/1864-9335/a000325
https://doi.org/10.3389/feduc.2018.00075
https://doi.org/10.53761/1.18.4.2
https://doi.org/10.1037/a0032359
https://doi.org/10.1017/S1062798720000939
https://doi.org/10.1126/science.1198364
https://doi.org/10.1016/j.ijintrel.2017.10.005
https://doi.org/10.1111/bjep.12522

	Motivational development in times of campus closure: Longitudinal trends in undergraduate students' need satisfaction and intrinsic learning motivation
	Abstract
	INTRODUCTION
	Basic psychological needs as building blocks of students' psychological functioning
	Campus closures as disruptive force for need satisfaction
	Research objectives

	METHOD
	Sample
	Measurements
	Need satisfaction
	Intrinsic learning motivation

	Analyses

	RESULTS
	DISCUSSION
	Implications of the conducted research
	Limitations and future research

	CONCLUSION
	AUTHOR CONTRIBUTIONS
	ACKNOWLEDGEMENTS
	CONFLICT OF INTEREST
	OPEN RESEARCH BADGES
	DATA AVAILABILITY STATEMENT

	REFERENCES


