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A growing body of literature suggests that students from underserved backgrounds are more vulnerable to the adverse economic, emotional, and academic effects of the current COVID-19 pandemic. While this vulnerability was attributed to multiple structural and socio-cultural barriers, little attention has been paid to the role of psychological resources in preserving wellbeing in times of crisis and change. Guided by the Self-Determination Theory (SDT), the current study examined the role of the authentic inner compass (AIC) and need-satisfaction in predicting the wellbeing of Bedouin students attending teachers' higher education institutes in the south of Israel during the COVID-19. Participants were 84 Bedouin teaching students (84.1% female) who completed online questionnaires addressing the sense of AIC, need-based experiences, psychological distress, and positive affect. Consistent with the propositions of the SDT, we found that a strong and clear sense of AIC, as well as high need satisfaction and low need frustration, were associated with lower distress and higher positive effect in Bedouin teaching students. We have also found that need satisfaction moderated the effect of the AIC on students' wellbeing so that AIC better predicted lower distress and higher positive effect when students' levels of need satisfaction were higher. Our findings lend further support to the importance of the AIC and need satisfaction to optimal functioning even in collectivist cultural contexts that do not prioritize values of autonomy. The current study provides insight into the interplay between AIC and need-based experience by describing the conditions under which AIC may be beneficial for wellbeing in times of crisis.
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INTRODUCTION

The emergence of Corona Virus disease (COVID-19) has forced educational institutions to close their gates and move from traditional face-to-face learning to distance education almost overnight. While this rapid transition has been accompanied by pedagogical, technological, and emotional difficulties for most students (1, 2), these challenges were exacerbated for those from underserved populations (3, 4). Previous studies conducted before and during the COVID-19 have shown that students from underserved backgrounds (e.g., such as culturally and linguistically minority students, students with low socioeconomic status, students living in rural areas, and first-generation to higher education students) encountered multiple structural and socio-cultural challenges related to distance learning. These difficulties included the lack of access to technological resources (5), limited time and space (6), disconnection from faculty members and peers (7), lack of culturally relevant pedagogies (8, 9), and difficulties in adjusting to self-directed learning (10).

In light of the disproportional adverse impact of the COVID-19 on the educational and psychological outcomes of students from underserved populations (11), recent studies began to examine potential resources that might buffer these harmful effects (12, 13).

Guided by the Self Determination Theory (SDT), the current study focused on the authentic inner compass (AIC) (14) and need satisfaction as two potential psychological resources that may contribute to the wellbeing of Bedouin students attending teachers' higher education institutes in the South of Israel during the COVID-19.

The term “authentic inner compass” refers to inner guiding schemas that inform us on what is truly important for us and help us direct our behaviors and future decision-making. Given that both AIC and need satisfaction were associated with adolescents' and young adults' self-esteem, mental health, and adaptive coping (15–18), we examined how having a sense of an AIC and need-based experiences (satisfaction or frustration) are related to Bedouin minority students' psychological distress and positive affect during the COVID-19. Furthermore, we examined whether students' need-based experiences moderate the association between their sense of AIC and the levels of psychological distress and positive affect.

Understanding the role of AIC and need-satisfaction in minority students' wellbeing may be of high empirical and practical significance to policymakers, academic institutes, faculty members, and teaching students themselves.


Need-Based Experiences and Their Associations With Students' Wellbeing

The SDT is a general motivation theory that posits that people are inherently prone toward psychological growth and integration, and thus toward learning, mastery, and connection with others (19, 20). SDT argues that for healthy development to unfold individuals require support for three basic psychological needs (21), namely those for autonomy (the feeling of being the origin of one's own behaviors), competence (feeling of achieving desired outcomes), and relatedness (the feeling of being understood and cared for by others). According to the SDT, the experience of need satisfaction serves as an internal resource of motivation and provides energy for exploration and growth (20) across cultures (22, 23) and life circumstances (24, 25).

Studies conducted among school and higher education students have shown that the satisfaction of the three basic psychological needs was associated with beneficial health, emotional and education outcomes, such as agentic engagement (26), autonomous motivation (27), prosocial behavior (28), and life skills development (29). In contrast, the frustration of the three basic psychological needs was associated with maladaptive outcomes, including lower students' engagement (30), decreased autonomous motivation (31), lower prosocial behavior (28), and higher academic drop-out rates (32). These conclusions appear to hold irrespective of whether researchers used a total score of need satisfaction encompassing the three psychological needs [e.g., (33, 34)], or on distinct measures of the three needs [e.g., (35, 36)].

While most studies within the SDT framework involved children and adolescents, understanding need satisfaction may be particularly important in the higher education context, given the self-determined nature of this education (especially during distance learning). Indeed, Gillet et al. (37) who studied changes in need satisfaction in the course of the first university semester found that students with moderate and increasing levels of need satisfaction reported higher levels of positive affect and effort, while students with low and decreasing levels of need satisfaction reported lower levels of positive affect, effort, and achievement, and higher levels of negative affect.

In times of crisis and change, need satisfaction may act as a resilience factor, attenuating the adverse impacts of the situation on individuals' wellbeing (38). Weinstein and Ryan [(39), p. 12] proposed that need satisfaction “buffer in times of stress, reducing both initial appraisals of stress and encouraging adaptive coping after stress-related events occur.” Thus, in the current study, we assumed that students' experience of need satisfaction would promote feelings of wellbeing and growth during the COVID-19 pandemic. In contrast, we assumed that students with high levels of need frustration would experience the COVID-19 as more challenging and difficult to cope with, and thus would exhibit higher distress.



The Authentic Inner Compass as a Wellbeing Resource

An important aspect of the need for autonomy that is likely to become particularly significant in adolescence and emerging adulthood [e.g., (15, 16)], is a sense of having an AIC. Rooted mainly in SDT (20), and partly on Mill's (40) notion of liberty, Assor (14) proposed that the striving to self-organize and self-direct in ways that allow self-actualization and sense of volition is a core feature of the need for autonomy. When such guiding schemas exist, we feel that we have values, life aspirations, interests, and goals that function like an “authentic inner compass,” that informs us on what is truly important for us and help us direct our behaviors and future decision making. When we do not have such action- and decision- guiding inner compass, we are likely to feel confused and not capable of self-endorsed and volitional, self-direction, because we do not know what actions to choose (15, 16). Having a sense of AIC may be particularly important during late adolescence and emerging adulthood, when many central life decisions and identity commitments are made, particularly in societies offering a wide range of choices (17).

Past research on the AIC construct has shown that the experience of having an AIC was associated with a wide range of need satisfaction outcomes including vitality, low levels of depression, sense of meaning, life satisfaction, happiness, autonomous motivation to learn, resistance to negative pressure, tolerance for ambiguity, absence of attachment avoidance, clear and autonomous future plans and higher self-esteem (15, 16, 41–44). Although the AIC is likely to be of special importance in many post-modern, information-flooded, and moral relativistic societies, previous studies have demonstrated that the experience of having an AIC might be related to wellbeing also in hierarchical-collectivist cultures that traditionally do no emphasize authenticity and personal autonomy, such as Chinese and Bedouin (17, 44). For example, studies with Chinese showed that having a sense of AIC was related to growth promoting qualities such as self-congruence, intrinsic life-goals, and tolerance for ambiguity (41, 44) as well as with indicators of wellbeing, such as vitality, and self-esteem (17).



Why Need-Based Experiences May Serve as Moderating Factors in the Association Between AIC and Students' Wellbeing?

While past research consistently shows that AIC contributes to many adaptive outcomes, the factors that promote or hinder the ability to translate this sense of self-directness into wellbeing and coping remained unclear. According to the SDT, need satisfaction is crucial to the development and maintenance of high-quality motivation and optimal functioning (19, 45). Hence, evaluating need satisfaction as a moderator in the AIC-wellbeing relationship could offer a better understanding of the psychological experiences that can promote students' adaptation.

Perceptions of autonomy, competence, and relatedness are fueled by socio-contextual factors in students' life. Previous studies within the SDT framework traditionally investigated basic need satisfaction as a mechanism (mediator) in the relationship between teachers' or parents' behavior and students' outcomes (26, 46). Yet, perceptions of autonomy, competence, and relatedness can be viewed as essential psychological factors that facilitate individuals' ability to use their AIC as a personal resource in stressful situations. Indeed, a few recent studies illustrated that need-based experiences played a moderating role in predicting wellbeing and distress. For example, Boudrias et al. (47) showed that need satisfaction moderated the relationship between job demands and turnover intention among nurses. Specifically, the study found that nurses who experience feelings of autonomy in their workplace were better equipped to deal with situations of role ambiguity and role conflict. In a similar vein, Kranabetter and Niessen (48) found that the satisfaction of the need for relatedness moderated the relationship between work appraisals and employees' depressive symptoms. They argued that employees who felt connected and secured found it easier to successfully integrate their work roles into their selves. In this case, appreciation, as behavior that addresses personal values as a genuine reward, might evoke positive emotions, thereby limiting depressive symptoms.

Together, these studies highlight the importance of investigating need-based experiences as factors promoting or hindering students' ability to translate the sense of AIC into wellbeing and functioning. Examining the moderating role of need experiences may be particularly important in times of crisis and change because emergencies, especially those eliminating social relationships, are inherently need suppressing (49, 50).

Thus, in the present study, we sought to extend the application of the AIC by considering need-based experiences as moderators of the AIC-wellbeing relationship. We argue that when need satisfaction is high, a sense of AIC would be experienced as a genuine resource for a behavior that is highly self-relevant and valued. It is in such a case that having a strong sense of AIC may particularly unfold its impact on positive emotions, making depressive and anxious symptoms less likely. However, having a sense of AIC may not be that beneficial for students' wellbeing when they feel unable to translate their personal goals into real-world behavior and achievements. For example, having a sense of AIC affects wellbeing more positively if a student feels free to make volitional choices regarding his or her life in general and in the academic context particularly, rather than when he or she feels incompetent, pressured, or controlled. When students perceive themselves as agents and consider their enactments more interesting, joyful, and meaningful (satisfaction of the need for autonomy), if the institute provides opportunities to develop skills and attain valued outcomes by mastering challenging tasks (satisfaction of the need of competence), and when students have a sense of belongingness and secure (satisfaction of the need for relatedness), then the association between having clear educational aspirations and plans would be associated with higher levels of wellbeing and functioning. In contrast, when students lack interest and choice in their studies (frustration of the need for autonomy), when they feel ineffective, bored, or over-challenged (frustration of the need for competence), or when they feel lonely and disconnected from faculty members and peers (frustration of the need for relatedness), having a clear identity and self-directed goals may not be enough to protect their wellbeing, particularly in times of crisis and change.



Bedouin Students in the Israeli Higher Education System

The Bedouins are a unique subset of Israel's Arab population who number ~270,000 (about 13% of the total Israeli Arab population and 3% of Israel's entire population) (51). Bedouin families tend to be authoritarian, hierarchical, and oriented toward the tribal group. Fathers are the head of the family, and women, although educated, are expected to defer to husbands and fathers and to remain socially confined to the familial/tribal circles (52, 53). As a minority within a minority, the Bedouins have the lowest education level, below-average income per family, and the highest unemployment rates (54). Approximately half of the Bedouin community in the Negev lives in unrecognized settlements, most not connected to water or electricity and situated far from the main roads. Polygamy, although illegal in Israel, is prevalent among 30% of Bedouin women and is associated with increased levels of physical and psychological distress (55).

The number of Bedouin students enrolled in undergraduate programs in Israeli institutions has doubled over the last decade. However, these students still have lower enrollment rates, lower achievements, and higher dropout rates than their Jewish peers (56). These disparities were attributed to multiple barriers, including inadequate high-school preparation, language challenges, and financial difficulties (57). The Israeli Knesset (58) reported that about one-third of 17-year-old Negev Bedouins did not attend school in the 2015–2016 academic year, and only 32% of 18-year-old Bedouin received matriculation certificates. Accordingly, only about one-third of Bedouin candidates met entry requirements for universities, as opposed to 68 percent of the general population.

Similar to other students from disadvantaged backgrounds (3), Bedouin high education students faced many structural and cultural challenges as a result of the sudden shift to distance learning. A recent study focusing on Bedouin high education students found that 90% of the interviewed students (N = 257) experienced extreme difficulties in adjusting to distance learning during the COVID-19 pandemic and that more than half estimated their chances of dropping out to be moderate to high (59). A study that compared Bedouin and Jewish teaching students' experiences of the shift to distance learning during the COVID-19 has shown that Bedouin students' learning was hindered not only by the lack of digital resources but also by gender-based traditional values and roles (60). For example, while Jewish female students, who were often single and without children, found synchronous online-learning methods (real-time live lessons delivered through video conferencing platform) to be effective, Bedouin female students found them ineffective due to multiple domestic tasks and limited computers. Similarly, Manevitch-Malul et al. (61), who focused on the distance learning experiences of Israeli university students found that for many Bedouin students, the shift to distance learning increased the already existing feelings of disconnection and alienation from faculty members and peers and undermined their role as “students.” Moreover, Bedouin university students faced increased conflicts between their educational demands and family obligations, especially when their families could not understand or accept their need to continue studying even while staying at home.



The Current Study

Previous studies on minority students have consistently pointed to ethnic and racial differences in higher education enrollment and performance (62, 63). These disparities were exacerbated by the current COVID-19 pandemic which exposed minority groups worldwide to increased levels of health, financial, social, and educational stressors (64–66).

Given the evidence on the difficulties of students from the underserved backgrounds during the COVID-19 and the shift to distance learning (67), the main purpose of the current study was to examine whether and how a sense of AIC and need-based experiences are associated with psychological wellbeing and distress in Bedouin teaching students. We were also interested in examining whether a sense of AIC interacts with students' level of need satisfaction and need frustration in predicting psychological distress and positive affect. We expected that the positive association between AIC and positive affect would be enhanced by high levels of need satisfaction and attenuated by high levels of need frustration. In contrast, we expected that the negative association between AIC and psychological distress would be further exacerbated by high levels of need frustration and attenuated by high levels of need satisfaction.

The study was guided by two main hypotheses:

H1: Bedouin students' sense of AIC and need satisfaction will be positively associated with positive affect and negatively associated with psychological distress. In contrast, need frustration will be negatively associated with positive affect and positively associated with psychological distress.

H2a: The association between students' AIC and their level of psychological distress will be moderated by need-based experiences. Specifically, the negative association between AIC and psychological distress would be stronger for students with higher levels of need frustration than for students with lower levels of need frustration. In contrast, the association between AIC and psychological distress would be weaker for students with higher levels of need satisfaction than for students with lower levels of need satisfaction.

H2b. The association between students' AIC and positive affect will be moderated by need-based experiences. Specifically, the positive association between AIC and positive affect would be stronger for students with higher levels of need satisfaction than for students with lower levels of need satisfaction. In contrast, the association between AIC and positive affect would be stronger for students with lower levels of need frustration than for students with higher levels of need frustration.




METHODS


Participants and Procedure

According to the Central Bureau of Statistics (56), there are 2,981 Bedouin students studying for a bachelor's degree in all Israeli higher education institutes (1.5% of the total student population in Israel). About half of the Bedouin students (53.2%) are studying education or teaching.

The current study included 84 Bedouin teaching students (84.1% female), studying in one of three higher education institutes that provide teaching training in the South of Israel (one university and two academic colleges). According to representative staff of these three institutes, the total number of Bedouin teaching students is estimated to be around 400 and 500 in a given time point. The vast majority of Bedouin teaching students learn in an academic college for education, which specializes in training pre-service teachers and includes a high proportion of Bedouin students (55%). Given this estimation, our sample size represents 17–20% of the total population of interest.

Participants' age ranged between 20 and 48 (Mean = 32.91, SD = 7.13). Most participants (69.5%) were parents with a mean number of 3.41 children per family (SD = 2.31). The background variables are presented in Table 1.


Table 1. Participants' background variables (N = 84).

[image: Table 1]

Data were collected between May and July 2021, while most Israeli academic institutes used distance learning methods. Participants were invited to participate in an online survey via Qualtrics. The survey was distributed through social media groups of Bedouin teaching students. Students were informed that their answers would remain anonymous and confidential. Participation was voluntary without remuneration. The research was approved by the institutional ethics committee.



Measures

Background variables included students' age, gender, marital status, number of children, and level of religiosity.

Need satisfaction and frustration were assessed by the Basic Psychological Needs Scale (BPNS) (68). Participants filled out the full 24-item version that has 12 items tapping needs satisfaction, and 12 items tapping needs frustration. All items were rated on a 5-point scale ranging from 1 (strongly disagree) to 5 (strongly agree). Each 12-item scale has four items tapping autonomy, four items tapping competence, and four items tapping relatedness. For each participant, the total needs satisfaction and the total need frustration scores were calculated by taking the means of the 12 needs satisfaction scores, and the 12 need frustration scores, respectively. The BPNS has proven good validity, internal consistency, and temporal stability for each of the three factors (68). For example, structural equation modeling showed that autonomy, competence, and relatedness need satisfaction positively predicted active commuting to and from school (69). Previous studies supported the validity and reliability of the BPNS across contexts and cultures (70, 71), with internal consistency ranging between 0.64 and 0.89. Studies that used the scale was in students, beginning teachers, and pre-service teachers from the Bedouin society reported internal consistencies of 0.73–0.78 (72–74). In the current study, Cronbach alpha coefficient for need satisfaction was 0.91 and for need frustration 0.82.

A sense of an authentic inner compass was assessed by the Authentic Inner Compass Scale (41). The scale consists of 11 items on a 5-point Likert-type scale ranging from 1 (not at all) to 5 (to a very large extent), including “I have goals that are personally important to me and I fully identify with,” and “I have values that truly reflect the kind of person I want to be.” The items were averaged to produce a total AIC score. Studies that examined the incremental and discriminant validity of the AIC scale showed that the AIC has weaker correlations with indicators of exploration and purpose-searching than with identification with commitment or identified purpose, supporting the distinctiveness of the behavioral self-realization and AIC concepts (15, 17). The AIC scale has also good criterion validity, showing strong positive correlations with freedom, volition, vitality, and negative correlation with depression (17).

A study that examined the validity of the scale in Bedouin adolescents reported an internal consistency of 0.63 (15). In this study, Cronbach's alpha coefficient was 0.92.

Psychological distress was measured by Depression, Anxiety, and Stress Scales (DASS-21) (75). This widely used scale addresses three groups of symptoms: depression, anxiety, and stress, with seven items for each group. Participants responded on a 4-point Likert scale ranging from 0 (did not apply to me at all) to 3 (applied to me very much or most of the time). Previous studies supported the validity and reliability of the DASS-21 in a variety of cultural contexts (76, 77). In a non-clinical sample of American adults, Sinclair et al. (78) reported on good internal consistency (0.91, 0.80, and 0.84 for Depression, Anxiety, and Stress scales, respectively) and scale-level correlations (between 0.68 and 0.73). A recent study that used the DAAS-21 in Arab adults in Israel reported internal consistencies of 0.91, 0.87, and 0.90 for the Depression, Anxiety, and Stress scales, respectively (79). In the current study, the Cronbach's alpha coefficient for depression scale was 0.87, the anxiety scale was 0.90 and the stress scale was 0.86. The Cronbach's alpha coefficient for the total scale was 0.95.

Positive affect was assessed by the Positive and Negative Affect Schedule (PANAS) (80). The 10 items in the positive affect scale reflect the extent to which a person feels active, enthusiastic, and alert. High positive affect is a state of high energy, concentration, and experiencing pleasure, whereas low positive affect is characterized by sadness and lethargy (80). Respondents are asked to rate the extent to which they have experienced each particular emotion within the past week, with reference to a 5-point Likert-type scale ranging from 1 (very slightly) to 5 (extremely). The high extreme of each dimension indicates a strong experience of affect, while the low end represents a weak experience of affect (81). The positive affect scale has good internal consistency, with Cronbach's alpha ≥0.84 across multiple time frames. The scale also demonstrates good convergent and discriminant validity (82). The scale was used in various cultural setting, showing good psychometric properties (83, 84). A study that examined the cross-cultural adaptation of the negative affect scale in Bedouin children reported an internal consistency of 0.77 (85). In Agbaria (86, 87) who studied Arab adolescents in Israel, internal consistencies of α = 0.80 for the positive affect scale and 0.79 for the negative scale were found. In the current study, the Cronbach's alpha coefficient for the positive affect scale was 0.82.



Confirmatory Factor Analysis

To provide validity information on the internal structure of the employed measurements in the current sample, we conducted a confirmatory factor analysis (Appendix 1). This analysis examined the convergence of the items into factors. The measurement model was composed of 15 manifested items pertaining to the five study variables: need satisfaction, need frustration, authentic inner compass, positive affect, and psychological distress. All the latent variables were assessed by three parcels of items. Variables items were randomized into one of the three parcels. We used parcels to create a reasonable ratio of observed indicators with respect to the sample size (88, 89). For the DAAS-21 scale, factorial construct validity was conducted using the three-factor model, including depression, anxiety and stress. The results indicated an adequate fit to the data, [image: image] = 115.51, p = 0.006, CFI = 0.96, RMSEA = 0.07. Parcel loadings onto their respective factors were all strong and statistically significant, ranging from 0.40 to 0.98, which validated the measurement model.



Data Analyses

To test H1, bivariate Pearson correlations between study variables were calculated. To assess H2, conditional process modeling was used to test the moderating effect of need-based experiences on the association between AIC and students' wellbeing, as outlined by Hayes (90), using the PROCESS macro. We used an alpha level of 0.05 for all statistical tests. Data analyses were carried out on SPSS Windows 26.0.

Power calculations using G* POWER calculator (91) revealed that for multiple regression with five predictors, alpha of 0.05 and effect size of 0.95, a minimum of 73 participants was required.




RESULTS

Table 2 presents the correlations between the participants' background variables and the study variables. Age was negatively associated with psychological distress. No other significant associations were identified.


Table 2. Correlations between socio-demographic and study variables.
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Means, standard deviations, and correlations between the study variables are presented in Table 3. In line with H1, the results of the correlation matrix showed that AIC was positively associated with need satisfaction and positive affect. In contrast, AIC was negatively associated with need frustration and psychological distress.


Table 3. Descriptive statistics and correlations between study variables.
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The Interaction Effect of AIC and Need-Based Experiences on Students' Psychological Distress

As seen in Table 4, results showed that AIC and need satisfaction had main effects on psychological distress (B = −0.11, SE = 0.05, p = 0.02 and B = −0.41, SE = 0.13, p = 0.001, respectively). Consistent with hypothesis H2a, the product term of the interaction between AIC and need satisfaction was significant (B = −0.11, SE = 0.05, p = 0.002), indicating that need satisfaction moderated the link between AIC and psychological distress. Simple slope analyses of the interaction effect showed that the relationship between AIC and psychological distress was significant under moderate (B = −0.11, SE = 0.05, t = −2.23, p = 0.02) or high (B = −0.20, SE = 0.06, t = −3.31, p = 0.001) levels of need satisfaction. That is, when students' levels of need satisfaction were moderate or high, a stronger sense of AIC predicted lower psychological distress. However, under low levels of need satisfaction, the link between AIC and psychological distress was not significant (B = −0.02, SE = 0.06, t = −0.42, p = 0.67). Figure 1 displays the interaction plot for the association between AIC and psychological distress under the condition of low (−1 SD), medium (0 SD), and high (+1 SD) need satisfaction.


Table 4. Regression analyses predicting Bedouin students' psychological distress and positive affect.
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FIGURE 1. Interaction effect between AIC and need satisfaction (NS) on psychological distress. This figure displays the interaction plot for the association between AIC and psychological distress under the condition of low (−1 SD), medium (0 SD), and high (+1 SD) need satisfaction. As seen, when students' levels of need satisfaction were moderate or high, a stronger sense of AIC predicted lower psychological distress.


Testing the role of need frustration in the relationship between AIC and students' level of psychological distress showed that AIC and need frustration had main effects on psychological distress (B = – 0.17, SE = 0.04, p = 0.001, and B = 0.42, SE = 0.11, p = 0.001, respectively). Consistent with hypothesis H2a, the product term of the interaction between AIC and need frustration was significant (B = 0.13, SE = 0.05, p = 0.01), indicating that need frustration moderated the link between AIC and psychological distress. Simple slopes analyses indicated that AIC was significantly associated with psychological distress under low (B = −0.26, SE = 0.06, t = −4.43, p < 0.001) and moderate (B = −0.17, SE = 0.04, t = −3.93, p = 0.001) levels of need frustration but not under high levels of need frustration (B = −0.07, SE = 0.05, t = −1.47, p = 0.14). Accordingly, when students experienced low or moderate levels of need frustration, a stronger sense of AIC predicted lower levels of psychological distress. Figure 2 displays the interaction plot for the association between AIC and psychological distress under low, moderate, and high levels of need frustration.


[image: Figure 2]
FIGURE 2. Interaction effect between AIC and need frustration (NF) on psychological distress. This figure displays the interaction plot for the association between AIC and psychological distress under low, moderate, and high levels of need frustration. As seen, when students experienced low or moderate levels of need frustration, a stronger sense of AIC predicted lower levels of psychological distress.




The Interaction Effect of AIC and Need-Experiences on Students' Positive Affect

As seen in Table 4, AIC had a main effect on students' positive affect (B = 0.22, SE = 0.05, p = 0.001), while need satisfaction did not significantly predict the level of positive affect (B = 0.16, SE = 0.12, p = 0.19). Consistent with hypothesis H2b, the product term of interaction between AIC and need satisfaction was significant (B = 0.10, SE = 0.04, p = 0.04), indicating that need satisfaction moderated the link between AIC and positive affect. Simple slopes analyses indicated that the association between AIC and positive affect became stronger as the level of need satisfaction increased (low level of need satisfaction; B = 0.15, SE = 0= 0.06, t = 2.35, p = 0.02, moderate level; B = 0.22, SE = 0.04, t = 4.62, p < 0.001, and high level: B = 0.30, SE = 0.06, t = 5.21, p < 0.001). Figure 3 displays the interaction plot for the association between AIC and positive affect under low, moderate, and high levels of need satisfaction.


[image: Figure 3]
FIGURE 3. Interaction effect between AIC and need satisfaction (NS) on students' positive affect. This figure displays the interaction plot for the association between AIC and positive affect under low, moderate, and high levels of need satisfaction. As can be seen, the association between AIC and positive affect became stronger as the level of need satisfaction increased.


Testing the role of need frustration in the relationship between AIC and students' level of positive affect showed that AIC and need frustration had main effects on students' levels of positive affect (B = 0.21, SE = 0.04, p = 0.001 and B = −0.29, SE = 0.10, p = 0.008). However, the interaction effect between AIC and need frustration was not significant (B = 0.01, SE = 0.05, p = 0.77).




DISCUSSION

Our study aimed to investigate the roles of the AIC and need satisfaction in predicting the wellbeing of ethnic minority higher education students during the COVID-19. We applied the theoretical framework of SDT to explain how psychological distress (depression, anxiety, and stress) and positive affect could be predicted by AIC, need-based experiences (satisfaction or frustration), and their interaction.

Consistent with our hypotheses, we found that a strong and clear sense of AIC, as well as high need satisfaction and low need frustration, were associated with lower levels of distress and higher levels of positive affect among Bedouin teaching students. We have also found that need-based experiences moderated the link between AIC and Bedouin teaching students' psychological distress and positive affect. We also found that need frustration moderated the link between AIC and psychological distress.

Overall, our findings suggest that both AIC and need satisfaction may serve as motivating and energizing resources for minority students in times of crisis and change (92, 93). Our results align with the theoretical propositions of the SDT which state that individuals' psychological functioning derives not only from their environment but also from the psychological resources at their disposal (47). Support for the three basic psychological needs may be particularly essential in times of crisis, which are characterized by a continuous depletion of personal, economic, and social resources (94). Studies within the SDT framework suggested that the support of the three basic psychological needs may act as a resilience mechanism and facilitate adaptive coping strategies in times of crisis (38, 95). For example, Cantarero et al. (38) showed that higher levels of need satisfaction were related to adults' higher wellbeing during the COVID-19 outbreak and that intervention that supports the basic needs decreased perceived stress.

In addition to the positive association between need satisfaction and students' wellbeing, need satisfaction was also related to a stronger sense of AIC. This finding may be attributed to the energizing effects of need satisfaction on identity processes (96). Previous studies suggested that the support of the three basic psychological needs provides adolescents and adults essential resources and energy to explore existing identity options and facilitates greater self-organization and integrated identity development. Conversely, the frustration of psychological needs limits active and critical thinking and results in a fragmented, loosely integrated identity structure (97, 98). It is, therefore, possible that Bedouin students whose basic needs were satisfied had greater ability to intentionally seek out activities and contexts and make choices that are conducive to experiencing meaning and positivity. Probably, the relationship between need satisfaction and AIC is bidirectional, so that having a strong sense of identity, goals, and meaning increases the likelihood that students would experience their environment as need satisfying.

In line with previous studies that demonstrated the key role of the AIC in predicting adolescents' and young adults' self-esteem, mental health, and adaptive coping (15–18, 42), our findings suggest that having authentic values and goals contributes directly to students' wellbeing, as manifested in a higher level of positive affect and lower levels of distress.

Extending previous findings regarding workplace experiences (47, 48), we found that need-based experiences played a moderating role in students' wellbeing. Importantly, we found that the AIC may function as a wellbeing resource primarily in need-satisfying contexts. That is, students were able to enjoy the positive effects of the having an inner guideline only when they experience themselves as autonomous, related, and competent. However, when students' needs are thwarted (e.g., they feel controlled, incompetent in their abilities, or disconnected from campus life, faculty members, and peers) they may not be able to translate their AIC resources into wellbeing outcomes.

The role of the educational and social environments in supporting students' needs may be particularly crucial for Bedouin students, who are affiliated with a collectivist culture. Studies of culturally and linguistically diverse students in higher education emphasized the importance of family, peers, and institutional support in their adjustment, motivation, and performance (99, 100). This support includes aspects of pre-college socialization environments (school and home environment), financial assistance, balancing family and work responsibilities, and campus climates (e.g., racial/ ethnic discrimination) (101–103). Previous studies on minority students' reasons to pursue higher education showed that in addition to individual motivations (e.g., intellectual curiosity, personal interest, career aspirations), these students largely emphasized collective concerns, such as meeting family expectations and preserve community connections (104, 105). Nevertheless, strong connections with one's family and community may also have adverse effects on students' motivation and performance if they conflict with academic values and obligations (106). For example, Saenz and Ponjuan (107) noted that the tight solidarity in families of Latin origin may lead individuals to sacrifice their own needs for those of the family. Based on a study of 30 low-income Hmong American high school students, Lor (106) argued that poverty can create conditions in which family ties bind students to gender-based expectations and obligations that prevent them from pursuing opportunities for social mobility. These students are aware of their pivotal role in supporting their families and often frame family obligations as a significant barrier when it comes to achieving their own goals. Family obligations affect students in different ways. While males primarily framed cultural and religious obligations as time-consuming obstacles that interfere with their academic and social lives, females, who are expected to provide social and economic support, internalized guilt about being unable to fulfill their obligations in the future.

The collectivist characteristics of the Bedouin society and the traditional role teaching students (mostly female) play in their households may explain why family and community support are so essential for them in achieving their goals. When family and community connections are so strong and students are highly dependent on others, only environments that support students emotionally and financially and allow them to balance family obligations will allow them to follow their own values and benefit from having a clear and strong AIC.

Notably, although both need satisfaction and need frustration significantly moderated the effects of AIC on psychological distress, need frustration did not alter the relationship between AIC on positive affect. This finding may be explained by the SDT's differentiation between the “bright” pathway (where positive outcomes are more strongly related to need satisfaction) and a “dark” pathway (where negative outcomes are more strongly associated with need frustration). According to this dual-process model within SDT, the lower levels of need satisfaction are not identical to the experiences of need frustration, which has a more active and undermining effect on an individual's needs (108, 109). It is thus possible that students' AIC was a strong predictor of students' positive affect, regardless of their level of need frustration.

Our findings add support to the importance of the AIC to wellbeing in traditional, collectivist societies (18). While the Bedouin culture prioritizes the values of tradition, authority, and hierarchy (52, 53) rather than values of personal autonomy and authenticity, it appears that the experience of having an AIC could be considered a wellbeing resource in this group of students. Similarly, previous research with Hong Kong Chinese youth, who is also greatly influenced by socio-cultural expectations based on tradition, hierarchy, and group orientation, found that the experience of AIC was associated with increased levels of vitality and self-esteem (17). Together, these findings underscore the SDT universality claim, which states that the satisfaction of basic needs represents essential nutrients for optimal functioning regardless of cultural differences in how autonomy is valued and prioritized (68).

Our findings should be considered under several limitations. The major limitation of the current study is a self-report bias, that might be even more pronounced in ethnic minority groups (110). The self-report method also involves problems of shared method variance, such that the associations obtained between students' need-based experiences, the sense of AIC, and their wellbeing may become artificially inflated (111). Using reports from multiple sources would be an effective way of overcoming this limitation. Another shortcoming concerns the small study sample and our limited ability to generalize our results. The Bedouin population is considered a hard-to-reach minority group (112). Like other culturally and linguistically diverse groups, multiple socio-cultural factors, including power differences (defined by situations of unequal levels of authority and influence between the researcher and research participants), reluctance to expose private issues, limited access to technology, and physical segregation (113–115), hinder Bedouin's representation in psychological and psychiatric research (116–118). Recruiting participants was also limited by the length of the spring semester during which students must face certain academic, social, and emotional challenges that we wished to investigate.

In addition to the relatively small sample size, the self-selection survey and the lack of knowledge about the website members limited our ability to obtain a random sampling (119). Because the sample consisted of students who voluntarily signed up to participate in research, it is possible that participation was confounded with various academic and psychological outcomes. Therefore, participants may not be representative of the general population of Bedouin teaching students.

Additionally, the gender distribution is biased in favor of female students. While this distribution may be representative of the general population of teaching students (74.7% female according to the 55), it does not allow us to systematically examine gender differences in the studied variables. Moreover, this study was cross-sectional and therefore cannot provide any information about causality. While need-based experiences may affect wellbeing, this link could also be reversed. It is possible, for example, that higher levels of depression and anxiety may elicit feelings of inadequacy, isolation, and pressure, which in turn will lead to more need frustration. Longitudinal designs should be employed in future research to understand the effects of AIC and need-based experiences on students' adaption along the higher-education continuum. Finally, this study investigated only students' experiences of need satisfaction or frustration, overlooking the role of the organization in supporting these needs. We encourage future research to explore how and to what degree different levels of higher education institutes (departments, lecturers, and student services) satisfy students' needs and how it is associated with students' wellbeing and academic performance.



CONCLUSIONS

Our results show that need satisfaction and AIC act as key psychological resources in the adaptation of Bedouin teaching students to the emotional, social, and educational challenges imposed by the COVID-19. It, therefore, appears important to find ways to foster such experiences, especially in students of underserved backgrounds.

One promising venue is to adopt specific behaviors that can nurture students' needs for relatedness, competence, and autonomy. For instance, given that distance learning exacerbates Bedouin students' feelings of exclusion and social alienation (61), it would be important to find alternative ways for inclusion. Possible routes to foster experiences of relatedness would be creating working teams, initiating online social activities, and active reaching out by faculty members. Educational practices and interventions aimed at cultivating a sense of AIC and need satisfaction should consider culture-related values, norms, and expectations, including gender roles, social perceptions of mental health problems, cultural idioms of distress, and culture-specific ideas of autonomy and freedom (120, 121).



DATA AVAILABILITY STATEMENT

The raw data supporting the conclusions of this article will be made available by the authors, without undue reservation.



ETHICS STATEMENT

The studies involving human participants were reviewed and approved by Institutional Ethics Committee, Interdisciplinary Center (IDC) Herzliya, Israel. The patients/participants provided their written informed consent to participate in this study.



AUTHOR CONTRIBUTIONS

RC was responsible for the conception of the study, the design, collecting data, and the statistical analyses. RC and OS contributed equally to the conceptualization, interpretations, and writing of the manuscript. Both authors contributed to the article and approved the submitted version.



SUPPLEMENTARY MATERIAL

The Supplementary Material for this article can be found online at: https://www.frontiersin.org/articles/10.3389/fpsyt.2022.870764/full#supplementary-material



REFERENCES

 1. Di Pietro G, Biagi F, Costa P, Karpiński Z, Mazza J. The Likely Impact of COVID-19 on Education: Reflections Based on the Existing Literature and International Datasets. Luxembourg: Publications Office of the European Union (2020).

 2. Mseleku Z. A literature review of E-learning E-teaching in the era of COVID-19 pandemic. Int J Innov Sci Res Technol. (2020) 5:588–97.

 3. Browning MH, Larson LR, Sharaievska I, Rigolon A, McAnirlin O, Mullenbach L, et al. Psychological impacts from COVID-19 among university students: risk factors across seven states in the United States. PLoS ONE. (2021) 16:e0245327. doi: 10.1371/journal.pone.0245327

 4. Hoyt LT, Cohen AK, Dull B, Maker Castro E, Yazdani N. Constant stress has become the new normal: stress anxiety inequalities among U.S. college students in the time of COVID-19. J Adolesc Health. (2021) 68:270–6. doi: 10.1016/j.jadohealth.2020.10.030

 5. Van Deursen AJAM, van Dijk JAGM. The first-level digital divide shifts from inequalities in physical access to inequalities in material access. New Media Soc. (2019) 21:354–75. doi: 10.1177/1461444818797082

 6. Bunn M, Bennett A, Burke PJ. In the anytime: flexible time structures, student experience and temporal equity in higher education. Time Soc. (2019) 28:1409–28. doi: 10.1177/0961463X18787649

 7. Becher A. Inequity in Distance Learning During the COVID-19: Higher Education Students' Perspectives. (2021). Available online at: [image: yes]- 24.11.2021 [image: yes] - Bing video (in Hebrew).

 8. Hannon J, D'Netto B. Cultural diversity online: student engagement with learning technologies. Int J Educ Manag. (2007) 21:418–32. doi: 10.1108/09513540710760192

 9. Tapanes MA, Smith GG, White JA. Cultural diversity in online learning: a study of the perceived effects of dissonance in levels of individualism/collectivism and tolerance of ambiguity. Internet High Educ. (2009) 12:26–34. doi: 10.1016/j.iheduc.2008.12.001

 10. Turkkila M, Lommi H. Student participation in online content-related discussion and its relation to students' background knowledge. Educ Sci. (2020) 10:106. doi: 10.3390/educsci10040106

 11. Tadase S, Muluye W. The impact of COVID-19 pandemic on education system in developing countries: a review. Open J Soc Sci. (2020) 8:159–70. doi: 10.4236/jss.2020.810011

 12. Enriquez LE, Morales AE, Rodriguez VE, Chavarria K, Ro A. Mental health COVID-19 pandemic stressors among Latina/o/x college students with varying self parental immigration status. J Racial Ethn Health Disparities. (2022). doi: 10.1007/s40615-021-01218-x

 13. Fruehwirth JC, Biswas S, Perreira KM. The COVID-19 pandemic and mental health of first-year college students: examining the effect of COVID-19 stressors using longitudinal data. PLoS ONE. (2021) 16:e0247999. doi: 10.1371/journal.pone.0247999

 14. Assor A. The striving to develop an authentic inner compass as a key component of adolescents' need for autonomy: parental antecedents and effects on identity, well-being, and resilience. In: Soenens B, Vansteenkiste M, Van Petegem S, editors. Autonomy in Adolescent Development: Toward Conceptual Clarity. London: Psychology Press (2018). p. 119–44.

 15. Assor A, Benita M, Yitshaki N, Geifman Y, Maree W. Sense of authentic inner compass as a moral resource across cultures: possible implications for resisting negative peer-pressure for parenting. J Moral Educ. (2020) 49:346–64. doi: 10.1080/03057240.2020.1727423

 16. Assor A, Soenens B, Yitshaki N, Ezra O, Geifman Y, Olshtein G. Towards a wider conception of autonomy support in adolescence: the contribution of reflective inner-compass facilitation to the formation of an authentic inner compass and well-being. Motiv Emot. (2020) 44:159–74. doi: 10.1007/s11031-019-09809-2

 17. Assor A, Benita M, Shi Y, Goren R, Yitshaki N, Wang Q. The authentic inner compass as a well-being resource: predictive effects on vitality, and relations with self-esteem, depression and behavioral self-realization. J Happiness Stud. (2021) 22:3435–55. doi: 10.1007/s10902-021-00373-6

 18. Assor A, Cohen R, Ezra O, Yu S. Feeling free and having an authentic inner compass as important aspects of the need for autonomy in emerging adults' interactions with their mothers. Front Psychol. (2021) 12:635118. doi: 10.3389/fpsyg.2021.635118

 19. Deci EL, Ryan RM. The “what” and “why” of goal pursuits: human needs and the self-determination of behavior. Psychol Inq. (2000) 11:227–68. doi: 10.1207/S15327965PLI1104_01

 20. Ryan RM, Deci EL. Self-Determination Theory: Basic Psychological Needs in Motivation, Development, and Wellness. New York, NY: Guilford Publishing (2017).

 21. Ryan RM, Ryan WS, Di Domenico SI, Deci EL. The nature the conditions of human autonomy flourishing: self-determination theory basic psychological needs. In: Ryan RM, editor. The Oxford Handbook of Human Motivation. 2nd ed. New York, NY: Oxford University Press (2019). p. 89–110.

 22. Church AT, Katigbak MS, Locke KD, Zhang H, Shen J, de Jesús Vargas-Flores J, et al. Need satisfaction and well-Being: testing self-determination theory in eight cultures. J Cross Cult Psychol. (2013) 44:507–34. doi: 10.1177/0022022112466590

 23. Lynch MF, Salikhova NR, Eremeeva AV. Basic needs in other cultures: using qualitative methods to study key issues in self-determination theory research. J Higher School Econom. (2020) 17:134–44. doi: 10.17323/1813-8918-2020-1-134-144

 24. Henning G, Stenling A, Tafvelin S, Hansson I, Kivi M, Johansson B, et al. Preretirement work motivation and subsequent retirement adjustment: a self-determination theory perspective. Work Aging Retire. (2019) 5:189–203. doi: 10.1093/workar/way017

 25. Zaman M, Vo-Thanh T, Hasan R, Babu MM. Mobile channel as a strategic distribution channel in times of crisis: a self-determination theory perspective. J Strategic Market. (2021). doi: 10.1080/0965254X.2021.1959629

 26. Cohen R, Moed A, Shoshani A, Roth G, Kanat-Maymon Y. Teachers' conditional regard and students' need satisfaction and agentic engagement: a multilevel motivation mediation model. J Youth Adolesc. (2020) 49:790–803. doi: 10.1007/s10964-019-01114-y

 27. Standage M, Gillison F. Students' motivational responses toward school physical education and their relationship to general self-esteem and health-related quality of life. Psychol Sport Exerc. (2007) 8:704–21. doi: 10.1016/j.psychsport.2006.12.004

 28. Cheon SH, Reeve J, Ntoumanis N. A needs-supportive intervention to help PE teachers enhance students' prosocial behavior and diminish antisocial behavior. J Sport Exerc Psychol. (2018) 35:74–88. doi: 10.1016/j.psychsport.2017.11.010

 29. Cronin L, Marchant D, Allen J, Mulvenna C, Cullen D, Williams G, et al. Students' perceptions of autonomy-supportive versus controlling teaching basic need satisfaction versus frustration in relation to life skills development in PE. Psychol Sport Exerc. (2019) 4:79–89. doi: 10.1016/j.psychsport.2019.05.003

 30. Meyer JD, Soenens B, Vansteenkiste M, Aelterman N, Petegem SV, Haerens L. Do students with different motives for physical education respond differently to autonomy-supportive and controlling teaching? Psychol Sport Exerc. (2016) 22:72–82. doi: 10.1016/j.psychsport.2015.06.001

 31. Haerens M, Vansteenkiste A, De Meester J, Delrue I, Tallir G, Vande Broek W, et al. Different combinations of perceived autonomy support and control: identifying the most optimal motivating style. Phys Educ Sport Pedagogy. (2018) 23:16–36. doi: 10.1080/17408989.2017.1346070

 32. Ricard NC, Pelletier LG. Dropping out of high school: the role of parent and teacher self-determination support, reciprocal friendships and academic motivation. Contemp Educ Psychol. (2016) 44:32–40. doi: 10.1016/j.cedpsych.2015.12.003

 33. Cheon SH, Reeve J, Song YG. A teacher-focused intervention to decrease PE students' amotivation by increasing need satisfaction and decreasing need frustration. J Sport Exerc Psychol. (2016) 38:217–35. doi: 10.1123/jsep.2015-0236

 34. Michou A, Mouratidis A, Ersoy E, Ugur H. Social achievement goals, needs satisfaction, and coping among adolescents. Pers Indiv Differ. (2016) 99:260–5. doi: 10.1016/j.paid.2016.05.028

 35. Johnston MM, Finney SJ. Measuring basic needs satisfaction: evaluating previous research and conducting new psychometric evaluations of the basic needs satisfaction in general scale. Contem Educ Psychol. (2010) 35:280–96. doi: 10.1016/j.cedpsych.2010.04.003

 36. Niemiec CP, Ryan RM, Deci EL. The path taken: consequences of attaining intrinsic and extrinsic aspirations in post-college life. J Res Pers. (2009) 73:291–306. doi: 10.1016/j.jrp.2008.09.001

 37. Gillet N, Morin AJS, Huyghebaert T, Burger L, Maillot A, Poulin A, et al. University students' need satisfaction trajectories: a growth mixture analysis. Learn Instruct. (2019) 60:275–85. doi: 10.1016/j.learninstruc.2017.11.003

 38. Cantarero K, van Tilburg WA, Smoktunowicz E. Affirming basic psychological needs promotes mental well-being during the COVID-19 outbreak. Soc Psychol Per Sci. (2020) 12:821–8. doi: 10.31234/osf.io/pyhce

 39. Weinstein N, Ryan RM. A self-determination theory approach to understanding stress incursion and responses. Stress Health. (2011) 27:4–17. doi: 10.1002/smi.1368

 40. Mill JS. On Liberty. Luton: Andrews UK (1946/2011).

 41. Assor A, Ezra O, Yu S. The striving to have an inner compass as a fundamental aspect of emerging adults' need for autonomy. Presented at the 14th European Congress of Psychology, Milan, Italy (2015).

 42. Russo-Netzer P, Shoshani A. Authentic inner compass, well-being, and prioritization of positivity and meaning among adolescents. Per Indiv Differ. (2020) 167:110248. doi: 10.1016/j.paid.2020.110248

 43. Soenens B, Vansteenkiste M, Beyers W, Verstuyf J, Assor A. How to resist the sirens' call? The role of an inner compass in protecting adolescents against problematic peer influences. Presented at the Self-Determination Theory Conference, Victoria, BC, Canada (2016).

 44. Yu S, Deng Y, Yu H, Liu X. Attachment avoidance moderates the effects of parenting on Chinese adolescents' having an inner compass. Curr Psychol. (2018) 40:887–94. doi: 10.1007/s12144-018-0007-4

 45. Trépanier S, Forest J, Fernet C, Austin S. On the psychological and motivational processes linking job characteristics to employee functioning: insights from self-determination theory. Work Stress. (2015) 29:286–305. doi: 10.1080/02678373.2015.1074957

 46. Alp A, Michou A, Corlu MS, Baray G. Need satisfaction as a mediator between classroom goal structures and students' optimal educational experience. Learn Individ Differ. (2018) 65:80–9. doi: 10.1016/j.lindif.2018.05.012

 47. Boudrias V, Trépanier S, Foucreault A, Peterson C, Fernet C. Investigating the role of psychological need satisfaction as a moderator in the relationship between job demands and turnover intention among nurses. Employee Rel. (2020) 42:213–31. doi: 10.1108/ER-10-2018-0277

 48. Kranabetter C, Niessen C. Appreciation depressive symptoms: the moderating role of need satisfaction. J Occup Health Psychol. (2019) 24:629–40. doi: 10.1037/ocp0000153

 49. Cohen O, Geva D, Lahad M, Bolotin A, Leykin D, Goldberg A, et al. Community resilience throughout the lifespan - the potential contribution of healthy elders. PLoS ONE. (2016) 11:e0148125. doi: 10.1371/journal.pone.0148125

 50. Leykin D, Lahad M, Cohen O, Goldberg A, Aharonson-Daniel L. Conjoint Community Resiliency Assessment Measure-28/10 items (CCRAM28 and CCRAM10): a self-report tool for assessing community resilience. Am J Comm Psychol. (2013) 52:313–23. doi: 10.1007/s10464-013-9596-0

 51. Rosen B, Waitzberg R, Israeli A, Hartal M, Davidovitch N. Addressing vaccine hesitancy and access barriers to achieve persistent progress in Israel's COVID-19 vaccination program. Isr J Health Policy Res. (2021) 10:43. doi: 10.1186/s13584-021-00481-x

 52. Abu-Rabia Queder S. The activism of Bedouin women: social and political resistance. HAGAR. (2007) 7:67–84.

 53. Abu-Rabia-Queder S. Does education necessarily mean enlightenment? The case of Palestinian Bedouin women in Israel. Anthro Educ Q. (2008) 39:381–400. doi: 10.1111/j.1548-1492.2008.00029.x

 54. Abu-Saad T, Horowitz K, Abu-Saad K. Confronting barriers to the participation of Bedouin-Arab women in Israeli higher education. Literacy Info Comp Educ J. (2017) 8:2766–74. doi: 10.20533/licej.2040.2589.2017.0365

 55. Daoud D, Braun-Lewensohn O, Eriksson M, Sagy S. Sense of coherence and depressive symptoms among low-income Bedouin women in the Negev Israel. J Mental Health. (2014) 23:307–11. doi: 10.3109/09638237.2014.951475

 56. Central Bureau of Statistics. Students in Higher Education. (2019). Available online at: [image: yes] (2019/20-2007/8)[image: yes] (cbs.gov.il)

 57. El-Meccawi S, Degen AA. Higher education among bedouin of the negev: Tel sheva as a case study. Nomad People. (2016) 20:88–107. doi: 10.3197/np.2016.200106

 58. Kadari-Ovadia S. Amount of Bedouin Students in Israeli Higher Education Doubled in Decade. Haaretz (February 24, 2019). Amount of Bedouin students in Israeli higher education doubled in decade - Israel News - Haaretz.com.

 59. Abu-Keshak H, Mendales Y. The Digital Gap During the COVID-19 and Its Effects on the Arab Society in Israel (in Hebrew). MOFET (2021). p. 66. Available online at: [image: yes] (macam.ac.il) [image: yes]

 60. Frei-Landau R, Avidov-Ungar O. Educational equity amidst COVID-19: Exploring the online learning challenges of Bedouin and Jewish Female Preservice Teachers in Israel. Teaching Teacher Educ. (2022) 111:1–4. doi: 10.1016/j.tate.2021.103623

 61. Manevitch- Malul G, Becher A, Pinson H, Slobodin O, Abu-Rabia Queder S. Forms of inequity in flexible education amid the COVID-19 pandemic: Students' perspectives in Israeli higher education. Presented at the CIES 2022, the 66th Annual Conference of the Comparative and International Education (2022).

 62. Frings D, Gleibs IH, Ridley AM. What moderates the attainment gap? The effects of social identity incompatibility and practical incompatibility on the performance of students who are or are not black, asian or minority ethnic. Soc Psychol Educ. (2020) 23:171–88. doi: 10.1007/s11218-019-09531-4

 63. Richardson JTE. The under-attainment of ethnic minority students in UK higher education: what we know and what we don't know. J Further Higher Educ. (2015) 39:278–91. doi: 10.1080/0309877X.2013.858680

 64. Centers for Disease Control and Prevention. COVID-19. (2020). Available online at: https://www.cdc.gov/coronavirus/2019-ncov/index.html

 65. Slobodin O, Cohen O. A culturally-competent approach to emergency management: what lessons can we learn from the COVID-19? Psychol Trauma. (2020) 12:470–3. doi: 10.1037/tra0000790

 66. Tai DGB, Shah A, Doubeni CA, Sia IG, Wieland ML. The disproportionate impact of COVID-19 on racial and ethnic minorities in the United States. Clin Infect Dis. (2021) 72:703–6. doi: 10.1093/cid/ciaa815

 67. Diaz A, Fosco W, Baweja R. Racial and ethnic disparity in children attending school during the COVID-19 pandemic. J Am Acad Child Adolesc Psychiatry. (2020) 60:S223. doi: 10.1016/j.jaac.2021.09.292

 68. Chen B, Vansteenkiste M, Beyers W, Boone L, Deci EL, Duriez B, et al. Basic psychological need satisfaction, need frustration, and need strength across four cultures. Motiv Emot. (2015) 39:216–36. doi: 10.1007/s11031-014-9450-1

 69. Burgueño R, González-Cutre D, Sevil-Serrano J, Herrador-Colmenero M, Segura-Díaz JM, Medina-Casaubón J, et al. Validation of the Basic Psychological Need Satisfaction in active commuting to and from School (BPNS-ACS) Scale in Spanish young people. J Trans Health. (2020) 16:100825. doi: 10.1016/j.jth.2020.100825

 70. Vanhove-Meriaux C, Martinent G, Ferrand C. Adaptation and validation of the French psychological need frustration scale for older adults. Ageing Int. (2020) 45:99–117. doi: 10.1007/s12126-019-09346-w

 71. Zamarripa J, Rodríguez-Medellín R, Pérez-García JA, Otero-Saborido FM, Delgado M. Mexican Basic Psychological Need Satisfaction and Frustration Scale in physical education. Front Psychol. (2020) 11, 253. doi: 10.3389/fpsyg.2020.00253

 72. Kaplan H. Teachers' autonomy support, autonomy suppression and conditional negative regard as predictors of optimal learning experience among high-achieving Bedouin students. Soc Psychol Educ. (2018) 21:223–55. doi: 10.1007/s11218-017-9405-y

 73. Kaplan H. Suppression of psychological needs among beginning teachers: a self-determination theory perspective on the induction process in Bedouin schools. Front Psychol. (2021) 12:621984. doi: 10.3389/fpsyg.2021.621984

 74. Kaplan H, Madjar N. The motivational outcomes of psychological need support among pre-service teachers: multicultural and self-determination theory perspectives. Ediuc Psychol. (2017) 2. doi: 10.3389/feduc.2017.00042

 75. Lovibond PF, Lovibond SH. The structure of negative emotional states: comparison of the Depression Anxiety Stress Scales (DASS) with the Beck Depression and Anxiety Inventories. Behav Res Ther. (1995) 33:335–43. doi: 10.1016/0005-7967(94)00075-U

 76. Norton PJ. Depression Anxiety and Stress Scales (DASS-21): Psychometric analysis across four racial groups. Anxiety. Stress. Coping. (2007) 20:253–65. doi: 10.1080/10615800701309279

 77. Osman A, Wong JL, Bagge CL, Freedenthal S, Gutierrez PM, Lozano G. The Depression Anxiety Stress Scales-21 (DASS-21): further examination of dimensions, scale reliability, and correlates. J Clin Psychol. (2012) 68:1322–38. doi: 10.1002/jclp.21908

 78. Sinclair SJ, Siefert CJ, Slavin-Mulford JM, Stein MB, Renna M, Blais MA. Psychometric evaluation and normative data for the depression, anxiety, and stress scales-21 (DASS-21) in a nonclinical sample of U.S. adults. Eval Health Prof. (2012) 35:259–79. doi: 10.1177/0163278711424282

 79. Sokar S, Greenbaum CW, Haj-Yahia MM. Exposure to parental violence during childhood later psychological distress among Arab adults in Israel: the role of gender sense of coherence. J Interpers Violence. (2022). doi: 10.21428/cb6ab371.041f97dd

 80. Watson D, Clark LA, Tellegen A. Development and validation of brief measures of positive and negative affect: the PANAS Scales. J Per Soc Psychol. (1988) 47:1063–70. doi: 10.1037/0022-3514.54.6.1063

 81. Watson D, Clark LA. Measurement and mismeasurement of mood: recurrent and emergent issues. J Pers Assess. (1997) 68:267–96. doi: 10.1207/s15327752jpa6802_4

 82. Tran V. Positive affect negative affect scale (PANAS). In: Gellman MD, Turner JR, editors. Encyclopedia of Behavioral Medicine. New York, NY: Springer (2013), p. 1508–9.

 83. Joiner TE, Sandín B, Chorot P, Lostao L, Marquina G. Development and factor analytic validation of the SPANAS among women in Spain: (More) cross-cultural convergence in the structure of mood. J Pers Assess. (1997) 68:600–15. doi: 10.1207/s15327752jpa6803_8

 84. Thompson ER. Development and validation of an internationally reliable short-form of the positive and negative affect schedule (PANAS). J Cross-Cult Psychol. (2007) 38:227–42. doi: 10.1177/0022022106297301

 85. Veronese G, Pepe A, Cavazzoni F, Obaid H, Perez J. Agency via life satisfaction as a protective factor from cumulative trauma and emotional distress among Bedouin children in Palestine. Front Psychol. (2019) 10:1674. doi: 10.3389/fpsyg.2019.01674

 86. Agbaria QA. Depression among Muslim Arab students: the contribution of spiritual, social and cognitive factors. Psychol Res. (2014) 4:428–40. doi: 10.17265/2159-5542/2014.06.003

 87. Agbaria QA. Religiosity, social support, self-control and happiness as predictors of violence among Arab adolescents in Israel. Create Educ. (2014) 5:75–85. doi: 10.4236/ce.2014.52013

 88. Bagozzi RP, Edwards JR. A general approach for representing constructs in organizational research. Org Res Method. (1998) 1:45–87. doi: 10.1177/109442819800100104

 89. Bandalos DL, Finney SJ. Item parceling issues in structural equation modeling. In: Marcoulides GA, Schumacker RE, editors. New Developments and Techniques in Structural Equation Modeling. Mahwaw: Lawrence-Erlbaum (2001). p. 269–96.

 90. Hayes AF. Introduction to Mediation, Moderation, and Conditional Process Analysis: A Regression Based Approach. New York, NY: Guilford Press (2013).

 91. Faul F, Erdfelder E, Lang AG, Buchner A. G*Power 3: a flexible statistical power analysis program for the social, behavioral, and biomedical sciences. Behav Res Methods. (2007) 39:175–91. doi: 10.3758/BF03193146

 92. Vansteenkiste M, Neyrinck B, Niemiec CP, Soenens B, Witte HD, Broeck AV. On the relations among work value orientations, psychological need satisfaction and job outcomes: a self-determination theory approach. J Occup Organ Psychol. (2007) 80:251–77. doi: 10.1348/096317906X111024

 93. van Wingerden J, Derks D, Bakker AB. Facilitating interns' performance: the role of job resources, basic need satisfaction and work engagement. Career Dev Int. (2018) 23:382–96. doi: 10.1108/CDI-12-2017-0237

 94. Hobfoll SE, Schröder KEE, Wells M, Malek M. Communal versus individualistic construction of sense of mastery in facing life challenges. J Soc Clin Psychol. (2002) 21:362–99. doi: 10.1521/jscp.21.4.362.22596

 95. Šakan D, Žuljević D, Rokvić N. The role of basic psychological needs in well-being during the COVID-19 outbreak: a self-determination theory perspective. Front Public Health. (2020) 8:713. doi: 10.3389/fpubh.2020.583181

 96. Arden A, Katz I, Slobodin O. Psychological need-based experiences as energizing processes for mothers' identity formation. J Child Fam Stud. (2022). doi: 10.1007/s10826-022-02258-5

 97. Luyckx K, Vansteenkiste M, Goossens L, Duriez B. Basic need satisfaction and identity formation: bridging self-determination theory and process-oriented identity research. J Counsel Psychol. (2009) 56:276–88. doi: 10.1037/a0015349

 98. Soenens B, Berzonsky MD, Vansteenkiste M, Beyers W, Goossens L. Identity styles causality orientations: in search of the motivational underpinnings of the identity exploration process. Eur J Per. (2005) 19:427–42. doi: 10.1002/per.551

 99. Dennis JM, Phinney JS, Chuateco LI. The role of motivation, parental support, and peer support in the academic success of ethnic minority first-generation college students. J Coll Stud Dev. (2005) 46:223–36. doi: 10.1353/csd.2005.0023

 100. Hurtado S, Alvarado AR, Guillermo-Wann C. Thinking about race: the salience of racial identity at two- and four-year colleges and the climate for diversity. J Higher Educ. (2015) 86:127–55. doi: 10.1353/jhe.2015.0000

 101. Isik U, Tahir OE, Meeter M, Heymans MW, Jansma EP, Croiset G, et al. Factors influencing academic motivation of ethnic minority students: A review. Sage Open. (2018). doi: 10.1177/2158244018785412

 102. Kwon S. Perceived discrimination, family and spousal relationships, and psychological distress among Asian Americans: testing mediation and moderation effects. Soc Sci J. (2020) 57:26–38. doi: 10.1016/j.soscij.2019.01.001

 103. Slobodin O, Icekson T, Herman L, Vaknin O. Perceived discrimination and motivation to pursue higher education in Ethiopian-origin students: the moderating role of ethnic identity. Front Psychol. (2021) 12:647180. doi: 10.3389/fpsyg.2021.647180

 104. Knutsen DW. Motivation to pursue higher education (Ph D thesis). Russell Sage Foundation, Boston, MA, United States (2011).

 105. Phinney JS, Dennis J, Osorio S. Reasons to attend college among ethnically diverse college students. Cult Divers Ethnic Minority Psychol. (2006) 12:347–66. doi: 10.1037/1099-9809.12.2.347

 106. Lor Y. Ties that bind: family obligations as immediate and anticipatory obstacles. Race Ethn Educ. (2019) 22:666–82. doi: 10.1080/13613324.2017.1395327

 107. Saenz VB, Ponjuan L. The vanishing Latino male in higher education. J Hisp Higher Educ. (2009) 8:54–89. doi: 10.1177/1538192708326995

 108. Bartholomew KJ, Ntoumanis N, Ryan RM, Thogersen-Ntoumani C. Psychological need thwarting in the sport context: assessing the darker side of athletic experience. J Sport Exerc Psychol. (2011) 33:75–102. doi: 10.1123/jsep.33.1.75

 109. Soenens B, Deci EL, Vansteenkiste M. How parents contribute to children's psychological health: the critical role of psychological need support. In: Wehmeyer L, Little TD, Lopez SJ, Shogren KA, Ryan R, editors. Development of Self-Determination Through the Life-Course. New York, NY: Springer (2017). p. 171–87.

 110. Rosenman R, Tennekoon V, Hill LG. Measuring bias in self-reported data. Int J Behav Health Res. (2011) 2:320–32. doi: 10.1504/IJBHR.2011.043414

 111. Liu WC, Chee Keng, Wang J, Ryan RM. (eds.). Building Autonomous Learners: Perspectives From Research and Practice Using Self-Determination Theory. Singapore: Springer (2016).

 112. Magnani R, Sabin K, Saidel T, Heckathorn D. Review of sampling hard-to-reach and hidden populations for HIV surveillance. AIDS. (2005) 19:S67–72. doi: 10.1097/01.aids.0000172879.20628.e1

 113. Alvarez R, Vasquez E, Mayorga C, Feaster D, Mitrani V. Increasing minority research participation through community organization outreach. West J Nurs Res. (2006) 28:541–60. doi: 10.1177/0193945906287215

 114. Hilton CL, Fitzgerald RT, Jackson KM, Maxim RA, Bosworth CC, Shattuck PT, et al. Brief report: under-representation of African Americans in autism genetic research: a rationale for inclusion of subjects representing diverse family structures. J Autism Dev Disord. (2010) 40:633–9. doi: 10.1007/s10803-009-0905-2

 115. Serfaty DR, Cherniak AD, Strous RD. How are psychotic symptoms and treatment factors affected by religion? A cross-sectional study about religious coping among ultra-Orthodox Jews. Psychiatry Res. (2020) 293:113349. doi: 10.1016/j.psychres.2020.113349

 116. Arnett JJ. The neglected 95%: why American psychology needs to become less American. Am Psychol. (2008) 63:602–14. doi: 10.1037/0003-066X.63.7.602

 117. Arnett JJ. The neglected 95%: Why American psychology needs to become less American. In: Kazdin AE, editor. Methodological Issues and Strategies in Clinical Research. Washington, DC: American Psychological Association (2016). p. 115–32.

 118. Thalmayer AG, Toscanelli C, Arnett JJ. The neglected 95% revisited: is American psychology becoming less American? Am Psychol. (2021) 76:116–29. doi: 10.1037/amp0000622

 119. Khazaal Y, van Singer M, Chatton A, Achab S, Zullino D, Rothen S, et al. Does self-selection affect samples' representativeness in online surveys? An investigation in online video game research. J Med Internet Res. (2014) 16:e164. doi: 10.2196/jmir.2759

 120. Bokek-Cohen Y, Ben-Asher S. The Israeli selective myopia and the missing culturally sensitive support for Bedouin IDF war widows. J Hum Rights Soc Work. (2018) 3:17–28. doi: 10.1007/s41134-017-0045-0

 121. Slobodin O, Ziv-Beiman S. Keeping culture in mind: relational thinking and the Bedouin community. Psychoanal Dial. (2021) 31:450–67. doi: 10.1080/10481885.2021.1925284

Conflict of Interest: The authors declare that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.

Publisher's Note: All claims expressed in this article are solely those of the authors and do not necessarily represent those of their affiliated organizations, or those of the publisher, the editors and the reviewers. Any product that may be evaluated in this article, or claim that may be made by its manufacturer, is not guaranteed or endorsed by the publisher.

Copyright © 2022 Cohen and Slobodin. This is an open-access article distributed under the terms of the Creative Commons Attribution License (CC BY). The use, distribution or reproduction in other forums is permitted, provided the original author(s) and the copyright owner(s) are credited and that the original publication in this journal is cited, in accordance with accepted academic practice. No use, distribution or reproduction is permitted which does not comply with these terms.



OPS/images/fpsyt-13-870764-t004.jpg
Psychological distress Positive affect

B B SE t P B B SE t P
A -0.26 -0.11 005 223 0.02 055 022 005 462 0.001
Need satisfaction -0.40 -0.41 0.13 324 0.001 0.17 0.47 0.12 132 0.19
AIC" need satisfaction -0.19 -0.11 005 222 0.02 0.19 0.09 0.04 208 004
AC -0.38 -0.17 0.04 393 0.001 053 021 004 5.19 0.001
Need frustration 039 0.42 0.10 3587 0.001 -0.28 -029 0.10 272 0.01
AIC* need frustration 021 0.13 005 254 0.01 002 0.01 005 029 077

AIC, Authentic inner compass.
This table shows that need satisfaction moderated the link between AIC and psychological distress as well as the link between AIC and positive affect. Need frustration moderated the
link between AIC and psychological distress.
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This table shows that AIC was positively associated with need satisfaction and
positive affect. In contrast, AIC was negatively associated with need frustration and
psychological distress.
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This table presents the correlations between participants’ background variables and the
study variables. Age was negatively associated with psychological distress. No other

significant associations were identified.
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