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ABSTRACT  

Learning motivation means driving influences from internal (intrinsic) or external (extrinsic) forces that give learners power to 

learn effectively, implicating processes of learning engagement. This study examines the differences in learning motivation levels 

among preservice teachers in the Arab minority in Israel according to demographic and socio-emotional aspects, and the 

relationships between level of learning motivation and various socio-emotional characteristics. 543 Arab minority students of 

education (with different majors) were chosen by means of random cluster sampling, and were asked to fill out questionnaires. 

The findings indicated significant differences in the level of the students' learning motivation for only two demographic variables: 

study program and specialization. Significant negative relationships were found between learning motivation and depression and 

social anxiety, and significant positive relationships were found between learning motivation and perceived social and family 

support and self-esteem. Multiple regression results revealed that the most significant factors that explained the variance of 

learning motivation among Arab minority preservice teachers were perceived social and family support (13.5%), followed by 

social anxiety (1.9%), and self-esteem (1.1%). These findings contribute to the understanding of the nature of the relationship 

between learning motivation and other demographic and socio-emotional aspects of preservice teachers from Israeli Arab society.  
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Introduction 
 

Positive socio-emotional and educational-learning 

experiences help students to make progress 

throughout their years as students, and affect their 

mental-social adaptation in an academic 

atmosphere. In this context, learning motivation is 

an important element. In recent decades, 

increasingly more research attention has been paid 

to the role of motivation processes in successful 

learning (Hyunjin & YoonJun, 2014; Jianzhong, 

2014; Roness & Smith, 2010) in the context of 

demographic-personal and socio-emotional 

aspects among both adult students, and children 

and adolescents (Dag, 2011; Hartnett, George, & 

Dron, 2011). Most studies used sociodemographic 

variables such as gender, age, marital status and 

income, and found significant relationships 

between learning motivation and social anxiety, 

depression, social and antisocial behavior, self-

esteem, learning behavior, use of psychoactive 

substances, etc. Investigation of emotional-social 

aspects according to demographic data and the 

relationships between them among preservice 

teachers is a novelty in the academic world. 

Researching the issue could be of importance to 

the academic, social and personal functioning of 

education students.  

The main hypothesis of the current research was 

that relationships would be found between 

demographic-personal and socio-emotional 

aspects and learning motivation among preservice 

teachers (most of them women) in the Arab 

minority in Israel, and that the variance of 

learning motivation could be explained by various 

demographic and socio-emotional characteristics. 

This hypothesis raised the following questions:  

1.Would we find differences in the levels of 

learning motivation among Arab minority students 

of education according to demographic 

characteristics? 

2.What is the relationship between socio-

emotional characteristics and the learning 

motivation of Arab minority students of 

education? 

The literature review focuses first on describing 

the variable that is at the heart of this study – 

learning motivation, followed by a review of two 

aspects that could, according to the literature, be 

related to education students' motivation; namely, 

demographic socio-emotional characteristics.  
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Literature Review 

  

Learning Motivation 

The term 'motivation' refers to passion, driving 

force, or even compulsion, which survives even if 

it entails difficulties, high costs, or failure, and is 

therefore an important element of the learning 

process (Caroline & Simone, 2010; Gaby & 

Kasumi, 2015; Hartnett, George, & Dron, 2011; 

Kaplan, Katz, & Blum, 2011; Kumazawa, 2013). 

Indeed, the scientific literature points to a 

relationship between one's level of motivation and 

final outcomes (Chiung-Sui et al., 2014; Lages, 

Emygdio, Monte, & Alchieri, 2015). In recent 

decades, the key role of motivation processes in 

the success of students has been increasingly 

acknowledged (Hyunjin & YoonJun, 2014; 

Jianzhong, 2014; Shavit & Reiter, 2016; Westra, 

2012; Whitaker, Graham, Severtson, Furr-Holden, 

& Latimer, 2012).  

Researchers have asked why a certain individual 

is driven by intrinsic motivation even though 

external rewards given to learners generate a 

significant behavior change. Their reply is that 

rewards create only a temporary, passing change 

(Hardman, Horne, & Lowe, 2011). Furthermore, 

some argue that external rewards are more 

harmful than beneficial, because they damage 

one's intrinsic motivation (Deci, Koestner, & 

Ryan, 1999). From time immemorial, teachers 

have struggled to expedite and encourage their 

students' learning processes by increasing their 

intrinsic motivation (Brophy, 2008; Froiland, 

2010). Intrinsic motivation opens a window of 

opportunity for enjoyable, interesting and relevant 

learning for the sake of the learners' psychological 

needs (Ryan & Deci, 2000).  

Usually, the performance of students with high 

intrinsic motivation improves with time (Shernoff 

& Csikszentmihalyi, 2009). For instance, they 

experience positive feelings when they do 

homework (Froiland, 2011), which positively 

affects their sense of mental wellbeing (Deci & 

Ryan, 2008; Gottfried, 1990). Scholars found that 

the higher students' intrinsic motivation was, the 

less they were likely to drop out of school 

(Vallerand & Bissonnette, 1992), and that intrinsic 

motivation had a significant effect on 

schoolchildren's performance and their happiness 

index (Froiland, Smith, & Peterson, 2012; Grant, 

2008).  

Ryan (1995) proposed five types of regulation, 

which are five levels of learning motivation: a. 

extrinsic regulation – investing effort out of fear 

of punishment or hope for reward; b. introjected 

regulation – investing effort involving coercion 

out of fear of rejection, in hope of achieving 

esteem and belonging to a social status; c. 

identified regulation – investing effort following 

identification of necessary, moral action with a 

clear rationale; d. integrated regulation – investing 

effort that facilitates the realization of personal 

goals and values; e. intrinsic regulation – 

investing effort out of enjoyment and interest, and 

exhibiting conflict-free emotions. 

The relationship between learning motivation 

processes and students' social goals is still being 

investigated, with dichotomous distinction 

between two orientations of goals: the approach 

orientation, which describes situations in which 

the student is directed and driven to positive 

results, and avoidance orientation, which 

describes situations in which the student is 

directed and driven to negative results (Alex & 

Jennifer, 2014; Elijah-Mensah, 2009; Gaby & 

Kasumi, 2015; Inceoglu, Segers, & Bartram, 

2012).  

The main aspects that were found to correspond 

with the individual's motivation level are divided 

into two groups: personal demographic 

characteristics (such as gender, age, social and 

ethnic background) and socio-emotional 

characteristics. 

 

Socio-emotional Aspects 

Self-esteem, social anxiety, depression, and 

perceived social and family support are socio-

emotional aspects that the scientific literature 

links with the academic world of preservice 

teachers. The following describes these concepts 

and relevant research. 

 

Self-Esteem. Self-esteem is defined as an 

organized set of characteristics that one attributes 

to oneself and acts accordingly (Fitts, 1965). The 

professional literature presents self-esteem as the 

individual's perception of him- or herself, which is 

constantly reinforced, and is perceived as self-
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judgement based on experiences of success or 

failure. This judgement can explain a long and 

varied list of behaviors such as obedience, 

morality, changing attitudes, interpersonal 

attraction, perversions, and help-giving 

(Kumazawa, 2013; Lages et al., 2015; Westra, 

2012). The social identity theory, which deals 

with the individual's collective context, places 

social-cultural and ethnic characteristics at the 

heart of forming one's self-esteem (Smith, Walker, 

Fields, Brookins, & Seay, 1999). Some see self-

esteem as cause and effect of social-cultural 

factors (Taylor, Wooten, Babcock, & Hill, 2002), 

and others add that in minority groups, self-

esteem is perceived both as one's evaluation of 

belonging to an ethnic group and as a criterion of 

social acceptance and emotional experiences 

(Hartnett et al., 2011; Verkuyten & Nekuee, 

2001).  

Various scholars addressed the relationship 

between self-esteem and motivational orientation 

to learning. Specifically, the more dominant one's 

academic self-esteem as an active self-image is, 

the more he or she intensifies learning activities to 

fulfil learning goals. Positive academic self-

esteem predicts higher learning motivation and 

achievements than other measures of self-esteem. 

However, to understand the relationship between 

academic self-esteem and adaptation to learning, 

we must consider the academic ability of other 

students in the immediate learning environment. 

High academic self-esteem students advance their 

perceptions toward the approach orientation as a 

reward that reinforces intrinsic motivation, 

efficacy, and internal attribution of the 

achievement. On the other hand, low academic 

self-esteem students develop avoidance 

orientation, which is a negative predictor of 

intrinsic motivation, and perceive their personal 

ability as low compared to others (Cameron, 

Pierce, Banko, & Gear, 2005; Caroline & Simone, 

2010; Conroy & Elliot, 2004; Jianzhong, 2014; 

Roness & Smith, 2010; Shavit & Reiter, 2016; 

Westra, 2012).  

 

Social Anxiety. The DSM defines social anxiety 

as "marked fear or anxiety about one or more 

social situations in which the individual is 

exposed to possible scrutiny by others… The fear 

or anxiety is out of proportion to the actual threat 

posed by the social situation and to the 

sociocultural context" (American Psychiatric 

Association, 1994, 2013). People who suffer from 

social anxiety are afraid of others' negative 

assessment in various social situations that require 

social performance and interaction with others. 

Moreover, those who suffer from social anxiety 

are not assertive, find it hard to participate in 

social gatherings and speak in public, to cope with 

authority figures, and to initiate new relationships, 

which leads to limited social contacts (Bjornsson 

et al., 2011; Obeid, Buchholz, Boerner, 

Henderson, & Norris, 2013).  

The incidence of additional psychopathological 

disorders among people with social anxiety 

increases the severity of anxiety reactions and low 

self-esteem, and reduces their learning motivation 

and, consequently, academic achievements (Roca 

& Baca, 1998). It was found that 37.7% of people 

who suffer from social anxiety reported 

significant impairment of at least one functional 

area – academic, personal, or work-related – 

compared to people with other social disorders 

(Stein, Torgrud, & Walker, 2000). Another study 

found that people who suffer from social anxiety 

express significant deficiency in either the social, 

academic or professional sphere (Schneier et al., 

1994).  

Social anxiety is also negatively related to quality 

of life (McShane, Walter, & Rey, 2004), and 

mental health (Kashdan, 2002). A study that 

examined 961 students in Spain found that 

adolescents, who suffered from low self-esteem 

and evaluated themselves as failing, had a higher 

average on the variables of depression-anxiety, 

criminal behavior, violent behavior, attention 

disorders, and communication problems with 

others than those who evaluated themselves as 

successful (Zubeidat, Fernández-Parra, Sierra, 

Vallejo, & Ortega, 2009). These findings 

emphasize that social anxiety has a negative 

impact on academic performance. 

The literature that shows a direct relationship 

between learning motivation and social anxiety is 

sparse. The few existing studies indicate that 

students with high self-esteem are more active in 

the classroom than low self-esteem students are, 

because their intrinsic motivation for such 
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classroom involvement is higher (Phillips, Smith, 

& Modaff, 2001). Another study found a positive 

relationship between social efficacy and learning 

motivation among students, and a negative 

relationship between their social efficacy and 

social anxiety (Magelinskaite, Kepalaite, & 

Legkauskas, 2014). 

 

Depression. Depression is defined as a reaction 

pattern characterized by persistent feelings of 

sadness and hopelessness accompanied by low 

self-esteem, and loss of interest in once enjoyable 

activities (American Psychiatric Association, 

2013). Depression is a recurring disease, and each 

episode increases the risk of another (Duckworth, 

Gruttadaro, & Markey, 2010). There are a number 

of causes of depression including social and 

biological changes experienced by the individual 

(Thapar, Collishaw, Pine, & Thapar, 2012), and 

the socioeconomic status of their families 

(Goodman, Slap, & Huang, 2003).  

A relationship was found between adolescents' 

depression and the following phenomena: 

increased emotional and behavior problems, 

educational and social impairment, smoking, 

abuse of addictive substances, and obesity (Jaycox 

et al., 2008). It seems that the parents' attachment 

style with their children crucially affects the onset 

of depression in children. In this context, a 

significant relationship was found between low 

self-esteem and depression (Nunley, 1996).  

The effects of depression are critical, and include 

changes in normative behavior, impaired 

academic functioning, concentration problems, 

lack of appetite, neglect of external appearance, 

profound self-criticism, a sense of worthlessness 

and helplessness, overreaction to criticism, 

prolonged insomnia, changes in mood, sleep 

patterns and energy, as well as decreased 

enjoyment of life, self-mutilation, social isolation, 

low academic achievements, and frequent 

absenteeism (Black Dog Institute, 2012); in severe 

cases, depression can lead to suicide, which is the 

main cause of death among 15-24-year-olds who 

suffer from the disorder. 

   

Perceived social and family support. Social 

support is defined as a set of specific behaviors 

perceived by the individual as contributing to his 

or her physical and mental wellbeing (Malecki & 

Demaray, 2002). When individuals believe that 

others will provide support in the form of the 

social resources that they need, it considerably 

and even significantly improves both their ability 

to cope with demands and expectations and their 

emotional and physiological reactions. Social 

support affects the individual's health in many 

varied ways including improved thoughts, 

emotions and behaviors, moderates negative 

behaviors, and increases behaviors that promote 

health (Callaghan & Morrisey, 1993).  

The anthropological research literature more or 

less agrees that the term 'family' incorporates 

socioeconomic and symbolic implications. 

Parental support includes a wide array of 

structures such as responsiveness, warmth, 

acceptance, and affection (Samara, 2004). The 

family reinforces the ties between its members by 

three basic principles: familiarity, understanding, 

and cooperation. Family support is the key 

element at the basis of emotional climate that 

affects the family's functioning in general (Barber, 

2008). The strength of the connection between the 

family and the individual, and its effect on his or 

her behaviors, depends on two opposing 

principles: support and control. The degree of 

support provided by the family is expressed in 

attachment characterized by warmth, love and 

assistance, and control – by monitoring, 

supervision, and expectations of discipline (Reitz, 

Dekovic, & Meijer, 2006).  

The combination of parental support and the 

school's or academic institution's support is one 

the individual's central and important defense 

factors. However, sometimes we encounter 

parental psychopathology, i.e. symptoms of 

neurosis or psychosis among parents, or 

problematic or abnormal family functioning, 

unhealthy communication, and parents' inability to 

control their children's behavior. Such situations 

are risk factors for the children (Rubin, Bukowski, 

& Parker, 2006). 

  

Demographic-Personal Aspects 

The main demographic-personal characteristics 

that were examined in the present study are: study 

program (regular B.Ed. studies, career change and 

continuing studies, pre-academic preparatory 
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program, conditional students, and M.Ed. 

students), year of studies (1
st
, 2

nd
, 3

rd
, 4

th
), 

specialization (English, mathematics, special 

education, Arabic, preschool, and sciences), 

employed (yes/no), marital status, income (low, 

medium, high), ethnicity/religion (Muslim, 

Christian, Druze), gender, and age.  

Based on the above literature review, the goal of 

the present study was to examine among students 

in an Israeli-Arab teaching college the following: 

a. Differences in the levels of learning motivation 

according to demographic-personal 

characteristics; b. Relationships between learning 

motivation and socio-emotional characteristics; 

and c. A predictive model of learning motivation 

that includes demographic-personal and socio-

emotional aspects. Figure 1 depicts the research 

model. 

 

Figure 1. Research model: Emotional-social 

and demographic-personal aspects as 

correlates of learning motivation. 

 

Rationale and Hypotheses 

The literature review indicates that most studies 

on learning motivation and its demographic and 

personal correlates were conducted on Western 

student populations, less on Israeli populations, 

and chiefly not on education students from the 

Arab minority in Israel. There are even less 

studies of socio-emotional and demographic-

personal aspects that characterize students' 

learning motivation, and almost no studies of this 

kind on preservice teachers – all of which 

motivated us to conduct this study. 

 

Hypotheses 

1. Differences will be found in the 

learning motivation of students in an 

Arab minority teaching college 

according to the groups they belong to 

defined by various demographic 

aspects: gender, age, employment, 

marital status, year of studies, income, 

religious-ethnic background, study 

program, and specialization.  

2. Relationships will be found between 

the Arab education students' socio-

emotional characteristics and their 

learning motivation as follows: 

a. Negative relationship between 

depression and learning 

motivation 

b. Positive relationship between 

perceived social and family 

support and learning motivation 

c. Negative relationship between 

social anxiety and learning 

motivation 

d. Positive relationship between 

self-esteem and learning 

motivation. 

 

Methodology  

  

Participants 

The participants in this study were 543 students at 

an Arab minority education college, who studied 

in a number of programs (pre-academic 

preparatory program, conditional students, regular 

B.Ed. students, M.Ed. students, career change and 

continuing students), and in a number of 
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specializations or majors (Arabic, English, math, 

preschool, and special education). All participants' 

native language was Arabic. The vast majority of 

the participants were female B.Ed. students; 

however, there were more men than women in the 

career change to teaching and continuing studies 

programs. The sample was selected through 

random cluster sampling. The number of 

participants (543) is a large enough sample to 

provide the required variance. The variety of the 

sample was in the differences in age, marital 

status, socioeconomic circumstances, study 

program, and religious-ethnic background. It 

should be noted that the distribution of the 

participants according to gender and religious-

ethnic background was not equal (91.8% women 

vs. 8.2% men; 89.5% Muslim, 8.3% Christian, 

2.2% Druze). The mean age of the participants 

was 23.59 (SD=6.041).  

Research Setup 

This is in principle a quantitative research, and 

correlational by nature. It attempts, on one hand, 

to examine the differences in learning motivation 

of preservice teachers in the Arab minority by 

demographic-personal factors, and, on the other 

hand, to investigate the relationship between the 

result variables and the students' socio-emotional 

and demographic-personal characteristics. 

Therefore, the dependent variable is learning 

motivation, and the independent variables are: 

gender, age, study program, year of studies, 

employment, marital status, socioeconomic 

situation, religious-ethnic background, depression, 

perceived social and family support, social 

anxiety, and self-esteem. 

Instruments  

Demographic Questionnaire: This questionnaire 

included demographic background questions such 

as gender, age, etc. 

Motivation and Attitudes to Studies: The 15 items 

were taken from the Motivated Strategies for 

Learning Questionnaire (MSLQ) (Pintrich, Smith, 

Garcia, & McKeachie, 1987). Respondents 

responded on a Likert scale of 1 (not at all true of 

me) to 7 (very true of me). Sample items: " I think 

that what we are learning in this class is 

interesting", or "It is very important for me to 

learn what is being taught in this class". The 

questionnaire measures motivational beliefs 

regarding studies in a certain program, and 

examines the students' learning strategies in that 

program. Replies assess the students' level of 

learning motivation. The questionnaire measures 

three factors: intrinsic orientation to perform, 

value of the task, and critical thinking. Cronbach's 

alpha of the MSLQ was 0.88. 

Rosenberg's Self-esteem Questionnaire 

(Rosenberg, 1965): is a scale of 10 items that 

examine self-esteem. Respondents are requested 

to express their agreement with statements on a 1 

(strongly agree) to 4 (strongly disagree) Likert 

scale. Sample items: "I feel that I have a number 

of good qualities", " I feel I do not have much to 

be proud of", and " I wish I could have more 

respect for myself ". The analysis produces two 

factors: positive esteem and negative esteem. It 

should be noted that items 3, 5, 8, 9, 10 were 

reverse coded. Cronbach's alpha for Rosenberg's 

self-esteem scale was 0.76.  

Beck Depression Inventory (Beck, Ward, 

Mendelson, Mock, & Erbaugh, 1961): This 

questionnaire is one of the most common tools to 

measure the severity of depression. The tool, 

developed by Aharon Beck, founder of the 

cognitive treatment approach, is based on a 

multiple-choice questionnaire with 21 self-report 

items. Respondents reply on a 0 to 3 Likert scale. 

Sample items: "I don't cry any more than usual", 

"I don't have any thoughts of killing myself", and 

"I can sleep as well as usual". Developing a 

measuring tool in psychology produced a major 

change in professionals' perceptions, who had 

considered depression as a phenomenon rooted in 

one's thoughts. The BDI version that is use today 

is designed for subjects over the age of 13, and 

includes depression symptoms such as 

hopelessness and irritability, guilt and punishment 

thoughts, fatigue, weight loss, and disinterest in 

sex. Cronbach's alpha of Beck's questionnaire was 

0.77.  

Liebowitz Social Anxiety Scale (LSAS) 

(Liebowitz, 1987): This questionnaire was 

designed to assess social anxiety through 

assessment of fear and of avoidance in social 

situations, and includes 24 items: 13 items 

describe performance situations, and 11 describe 

social interactions. Each statement that points to 

fear/anxiety was coded from 1 (none) to 4 
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(severe), and avoidance was separately coded 1 

(never) to 4 (usually). Sample items: "Going to a 

party", "Writing while being observed"; and 

"Speaking in front of an audience". A higher score 

indicates higher social anxiety. The final score is 

the calculated average of the respondent's 

answers. Cronbach's alpha of the LSAS was 0.94. 

Cronbach's alpha for each element – fear and 

avoidance – was found to be 0.91 and 0.89, 

respectively.    

Multidimensional Scale of Perceived Social and 

Family Support (MSPSS) (Zimet, Dahlem, Zimet, 

& Fanley, 1988): This questionnaire includes 12 

statements that examine the respondent's 

subjective perception of the social and family 

support available to him/her from three sources: 

family, friends, and significant others. Three 

measures can be derived from the MSPSS 

according to the average answers for each factor. 

The statements are scored on a 1 (very strongly 

disagree) to 7 (very strongly agree). Sample 

items: "My family really tries to help me", "There 

is a special person in my life who cares about my 

feelings". Cronbach's alpha of the MSPSS was 

0.91.  

Procedure 

The researchers explained the goals of the 

research to the students, and requested their 

consent to answer the questionnaires. The 

guidelines to filling out the questionnaires were 

clarified without any undue influence on the 

students. The questionnaires were all in Hebrew, 

and we saw no need to translate them into Arabic, 

assuming that the students understood Hebrew 

well. The questionnaires were collected at the 

college, but not during lessons, and were coded 

and analyzed by the researchers at a later stage. 

The data collection process took place during 

October-December 2014.  

It should be noted that for ethical reasons, it was 

made clear to the participants that their replies 

were completely anonymous, and that any data 

they provided would be used solely for the 

purpose of this study, and would not be transferred 

to a third party. In this context, the student's 

consent was voluntary. We respected any student's 

refusal to participate.  

 

Results  

 We first hypothesized that differences 

would be found in the learning motivation of 

education students in an Arab minority teaching 

college according to various demographic aspects: 

gender, age, employment, marital status, year of 

studies, income, religious-ethnic background, 

study program, and specialization. We performed 

t-tests for independent samples and one-way 

analysis of variance (ANOVA) to corroborate this 

hypothesis. The results are presented in Table 1.  

 

Table 1. Comparison between the effects of the 

categories study program and specialization on 

learning motivation (N=543). 

 
Variable Category N Mean SD F 

Learning 

motivation  

Regular B.Ed.  

Career change 

Conditional 

Preparatory 

M.Ed. 

304 

49 

76 

49 

63 

5.58 

5.19 

5.53 

5.51 

5.75 

0.86 

1.10 

0.93 

0.78 

0.91 

2.93* 

Learning 

motivation  

 

English 

Mathematics 

Arabic 

Special 

education 

Sciences 

Preschool  

92 

55 

18 

36 

57 

57 

5.47 

5.63 

5.46 

5.97 

5.43 

5.72 

0.95 

0.74 

0.93 

0.51 

0.82 

0.81 

2.74* 

* p < 0.05 

 

We see a significant difference in the means of 

learning motivation between the five groups of 

study program (regular B.Ed., career change and 

continuing studies, pre-academic preparatory 

program, conditional, and M.Ed.). Since the 

differences were significant in all measures of 

variance analysis, Scheffe tests were conducted to 

examine which pairs of comparisons produced 

significant differences. The results indicated a 

significant difference in the means of learning 

motivation in one comparison – between career 

change students and M.Ed. students. No 

differences in the means of learning motivation 

were found in any of the other comparisons. 

Table 1 also reveals a significant difference in the 

means of learning motivation between the six 

groups of specialization. Since the differences 

were significant in all measures of variance 

analysis, Scheffe tests were conducted to examine 

which pairs of comparisons produced significant 

differences. The results indicated significant 

differences in the means of learning motivation in 
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two comparisons – between special education 

majors and English majors, and between special 

education majors and science majors. No 

differences in the means of learning motivation 

were found in any of the other comparisons. 

Examination of learning motivation means for 

seven additional demographic-personal variables 

– age, employment and gender (examined by t-

tests), and marital status, year of studies, income 

and religious-ethnic background (examined by 

one-way ANOVA) – found no significant 

differences.  

The second hypothesis assumed that relationships 

would be found between the Arab education 

students' socio-emotional characteristics 

(depression, perceived social and family support, 

social anxiety, and self-esteem) and their learning 

motivation. Pearson correlations were employed 

to corroborate this hypothesis. The results are 

displayed in Table 2.  

 

Table 2. Pearson correlation coefficients for 

relationships between socio-emotional aspects 

and learning motivation (N=543). 

 
 Depression Perceived 

social and 

family 

support 

Social 

anxiety 

Self-

esteem 

Learning 

motivation 

-0.138** 0.392*** -0.198*** 0.219*** 

** p < 0.01; *** p < 0.001 

 

The following results fully substantiate the second 

hypothesis: 

1. A significant negative relationship 

between depression and learning 

motivation (rp =–0.138, p < 00.1), so 

that the higher the respondent's level of 

depression, the lower his/her learning 

motivation is. 

2. A significant positive relationship 

between perceived social and family 

support and learning motivation (rp 

=0.392, p < 000.1), so that the higher 

the respondent's perceived support, the 

higher his/her learning motivation is. 

3. A significant negative relationship 

between social anxiety and learning 

motivation (rp =–0.198, p < 000.1), so 

that the higher the respondent's level of 

social anxiety, the lower his/her 

learning motivation is. 

4. A significant positive relationship 

between self-esteem and learning 

motivation (rp =0.219, p < 000.1), so 

that the higher the respondent's self-

esteem, the higher his/her learning 

motivation is. 

Then, to examine which variables could predict 

the students' learning motivation, we conducted 

stepwise multiple regression analysis. We entered 

in the regression model the variables social 

anxiety, self-esteem, perceived social and family 

support, depression and age, i.e., all quantitative 

variables, as independent predictors, to examine 

which would significantly explain the learning 

motivation variance. The results are presented in 

Table 3.  

 

Table 3. Stepwise multiple regression analysis 

results to predict learning motivation (N=543). 

 
Predictor B β T Accumulated 

R2 

Perceived 

social and 

family support 

0.245 0.329 7.96*** 0.135 

Social anxiety -0.205 -0.112 -2.65** 0.154 

Self-esteem  0.196 0.110 2.58** 0.165 

** p < 0.01; *** p < 0.001 

 

The results indicated that we could explain the 

students' learning motivation level based on the 

variables: perceived social and family support, 

social anxiety, and self-esteem. The variables 

depression and age were removed from the 

regression model, because they did not 

significantly explain learning motivation variance. 

The most significant variable that explained the 

learning motivation variance was perceived social 

and family support (13.5%), followed by social 

anxiety (1.9%), and self-esteem (1.1%). The 

results in total explained 16% of the variance. 

 

Discussions  

  

The main goal of this study was to examine 

differences in learning motivation among Arab 

minority students of education by demographic 

variables, and relationships between learning 

motivation and various socio-emotional aspects. 
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Demographic Aspects and Learning 

Motivation 

We hypothesized that differences would be found 

in the learning motivation of education students in 

an Arab teaching college according to various 

demographic-personal aspects: gender, age, 

employment, marital status, year of studies, 

income, religious-ethnic background, study 

program, and specialization 

The findings indicated no significant difference in 

learning motivation between younger and older 

students; the mean of learning motivation was 

almost equal between the age groups. This 

conclusion corroborates Inceoglu and colleagues' 

(2012) findings, but contradicts other results that 

younger students had higher levels of motivation 

than older students did (Elijah-Mensah, 2009). 

The results here could be explained by the 

intercultural differences of the Arab minority in 

Israel. Most of the students are relatively young 

(aged 18-21), and it is reasonable to assume that 

no significant differences would be found between 

them, as opposed to Jewish students in Israel, who 

begin their academic studies at an older age.  

The findings regarding gender did not indicate a 

difference in learning motivation between men 

and women, as opposed to previous studies (Gaby 

& Kasumi, 2015; Inceoglu et al., 2012), which 

found higher motivation among men. It is 

reasonable to assume that since the majority of 

students in the sample were women (91.8%), we 

cannot deduce from this about the general 

population of Arab students in Israel. Therefore, 

further research should include a sample that more 

adequately represents this population. 

The findings related to study programs did 

indicate a significant difference between the 

various groups. Further tests that compared pairs 

of these groups found a significant difference for 

one pair – career change students and M.Ed. 

students. Previous studies (Gaby & Kasumi, 2015; 

Whitaker et al., 2012) have shown some decrease 

in learning motivation of students under pressure 

or anxiety. Specifically, higher learning 

motivation (compared to the other groups) was 

found among M.Ed. students, who usually study 

of their free choice and with pleasure, as opposed 

to conditional students, and differences were 

found between career change students and pre-

academic preparatory program students, but 

further comparisons did not indicate significant 

differences in learning motivation. 

The results regarding year of studies also 

indicated no differences between the groups (1
st
, 

2
nd

, 3
rd

, and 4
th

 year), as opposed to previous 

research (Sa'ada, 2007; Segal & Ezer, 2009), 

which showed significant differences and mixed 

trends in learning motivation means in favor of 

students in advanced years, and in contrast to 

findings that point to increased learning 

motivation that comes with academic experience 

and practical teaching experience (Linder & 

Harris, 1993; Woolfolk, Rosoff, & Hoy, 1990).  

On the other hand, results related to specialization 

indicated a significant difference in learning 

motivation between the six groups of majors. 

Further comparisons between pairs found 

significant differences between two pairs – special 

education and English majors, and special 

education and science majors. A likely 

 explanation is the challenge involved in choosing 

the special education major, which stems from a 

sense of mission, and the student's conscious and 

free choice. This explanation is compatible with 

abovementioned studies, which pointed to a 

positive relationship between students' free 

personal choice and their level of learning 

motivation. 

The other demographic-personal aspects that were 

examined (employment, marital status, income, 

and religious ethnic background) produced no 

significant differences in learning motivation, as 

opposed to other studies, which found that people 

with low levels of learning motivation were 

characterized by a low socioeconomic status, 

unstable employment, and a high percentage of 

single men, women and students (Chiung-Sui et 

al., 2014; Elijah-Mensah, 2009; Hseih & 

Schallert, 2008). It should be noted that most of 

the participants in the current study were female 

Muslim students, unemployed, single, low 

income, from various areas in the north of Israel. 

Additionally, the members of this population 

belong to the same culture, socialization, values, 

and customs. We, thus, found no significant 

differences in learning motivation between men 

and women, employed and unemployed, various 
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income levels, socioeconomic statuses, or 

Muslims, Christians and Druze.  

In summary, the above findings indicate that the 

first hypothesis of this study, regarding the 

relationship between learning motivation and 

demographic-personal aspects, was partially 

corroborated. 

 

Socio-Emotional Aspects and Learning 

Motivation 

The second hypothesis (including its sub-

hypotheses) was that relationships would be found 

between the students' socio-emotional 

characteristics (i.e., depression, perceived social 

and family support, social anxiety, and self-

esteem) and their learning motivation. Concerning 

depression, a significant negative relationship was 

found with learning motivation, so that the higher 

the student's level of depression, the lower his/her 

learning motivation was. These findings support 

previous studies mentioned above. Multiple 

regression analysis to predict learning motivation 

found that the variables depression and age were 

non-significant in predicting motivation, and they 

were removed by the regression model.  

Regarding perceived social and family support, a 

significant positive relationship was found with 

motivation, so that the higher the individual's 

perceived support, the higher his/her learning 

motivation was. The multiple regression analysis 

showed that perceived social and family support 

explained 13.5% of the variance of learning 

motivation. These results are in line with previous 

research. 

The findings concerning social anxiety indicated a 

significant negative relationship with learning 

motivation, so that the higher the student's level of 

depression, the lower his/her learning motivation 

was. This finding is consistent with other studies 

that reported the importance of social anxiety in 

predicting learning motivation among students of 

education. The literature emphasized the 

importance of motivational processes to learning 

and to students' socio-emotional development 

(Conroy & Elliot, 2004; Lages et al., 2015; 

Hartnett et al., 2011). These complex processes 

are related to the student's behavior, and include 

many elements such as personal characteristics, 

the educational and social-cultural environment, 

and the student's specific conditions (Hsieh & 

Schallert, 2008; Westra, 2012; Whitaker et al., 

2012). 

The final variable, self-esteem, was found to have 

a positive relationship with learning motivation, 

so that the higher self-esteem, the higher learning 

motivation was. This is in line with previous 

research that indicated the importance of social-

cultural factors and ethnic characteristics in the 

forming of one's self-esteem (Dag, 2011; Karl & 

Mark, 2009). The multiple regression analysis 

showed that social anxiety explained 1.9% of the 

variance of the students' learning motivation, and 

self-esteem explained 1.1%. It can, therefore, be 

said that the second hypothesis was partially 

corroborated.  

In summary, the findings of the current study were 

discussed through comparison to various other 

studies that investigated the demographic and 

socio-emotional aspects of learning motivation 

among adolescents and adults from various 

cultures. It would seem that the current study adds 

a layer to findings from the world, especially 

those that relate to the relationship between 

learning motivation and depression, perceived 

support, social anxiety, and self-esteem. The 

findings that were associated with demographic 

variables were partially consistent with previous 

research findings. Finally, we should note that the 

current findings emphasized the point that the 

studied socio-emotional and demographic-

personal aspects were considered significant in 

explaining the variance of learning motivation 

among Arab minority students of education in 

Israel. 

 

Conclusion  

 

Research of the demographic and socio-emotional 

aspects of learning motivation among adult 

students has been gaining momentum in recent 

years. It was, therefore, important to investigate 

the phenomenon of learning motivation and its 

relationship with these factors among preservice 

teachers. Our findings contribute to the 

understanding of the relationship between learning 

motivation and other characteristics of students of 

education – depression, perceived social and 

family support, social anxiety, and self-esteem. It 
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was also important to us to understand the 

differences between students with higher and 

lower levels of learning motivation among 

students from the Arab minority. These findings 

illuminate a problem that is important to teachers 

in general and new teachers in particular, and are 

expected to provoke a lively discussion. The 

conclusions of this study, based on the findings, 

are: 

1. Learning motivation among 

M.Ed. students is higher than among 

conditional students. 

2. Learning motivation among 

students who major in special 

education is higher than among 

students who major in other 

specializations (English, Arabic, 

mathematics, and sciences). 

3. There were no differences in 

learning motivation between preservice 

teachers from the Arab minority by 

gender, age, employment, marital 

status, income, and religious-ethnic 

background. 

4. The socio-emotional aspects 

(perceived social and family support, 

social anxiety, and self-esteem) were 

significant in predicting and explaining 

the variance in learning motivation. 

5. Learning motivation of Arab 

minority students of education is 

significantly related to their perceived 

social and family support.  

6. Learning motivation of Arab 

minority students of education is 

significantly related to their self-

esteem. 

7. Learning motivation of Arab 

minority students of education is 

significantly and negatively related to 

their social anxiety. 

8. Learning motivation of Arab 

minority students of education is 

significantly and negatively related to 

their level of depression.  

 

 

 

 

These conclusions have prompted us to 

recommend that future studies investigate the 

demographic-personal and socio-emotional 

aspects of learning motivation among students of 

education in both Hebrew- and Arabic-speaking 

colleges and universities, in an attempt to help 

students to cope with the challenges, difficulties, 

and problems they might encounter during their 

academic studies. Future research could also strive 

to identify alternative teaching methods and 

programs that could be suitable for student 

populations that are at risk due to low levels of 

learning motivation.  

 

Limitations and Future Studies 

 

The present study has some limitations, primarily 

because it focused on one teacher training college, 

and on students who differ from each other in 

many aspects – age, marital status, socioeconomic 

status, study program, and religious-ethnic 

background. Most of the students in this sample 

were women, especially in the regular B.Ed. 

studies and the pre-academic preparatory 

program; there were more men than women only 

in the career change program. We should note that 

comparisons by gender and by religious-ethnic 

background could not produce a reliable effect 

due to the unequal distribution (91.8% women vs. 

8.2% men; 89.5% Muslim, 8.3% Christian, 2.2% 

Druze), which does not represent the normal 

distribution in the population.  

Since this was a wide-ranging study, which 

employed five lengthy questionnaires that 

required time and concentration – we were 

concerned that it might not be viable. 

Consequently, we chose the optimal time and 

place conditions for the students. They were told 

to fill out the questionnaires in their spare time, 

which prolonged the questionnaire collection 

phase. Finally, the conclusions of this study are 

true specifically for students of education at an 

Arab minority teacher training college in the north 

of Israel, and cannot be generalized to all the 

students in Israel. 
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