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Abstract

This study aims to investigate the relationship between Hong Kong primary school students'

perceived teacher-student relationships and their academic motivation. With the sample size

of 160 students from different grade levels, quantitative research using a self-reported

questionnaire will be conducted. The questionnaire will be extracted from the Student Version

of the Teacher-student relationship Inventory (S-TSRI) and Self-Regulation Questionnaire-

Academic (SRQ-A), based on the theoretical framework of attachment theory and self-

determination theory. The reliability of the inventory is supported by Cronbach’s alpha and

factor analysis. The study focused on evaluating the dimensions of teacher-student

relationships, including satisfaction, instrumental help, and conflict. Investigate how the

above dimensions relate to intrinsic and extrinsic academic motivation respectively. The data

collected will be analysed with the use of correlation coefficients. The findings show

significant correlations, indicating a positive correlation in positive teacher-student

relationships with both intrinsic and extrinsic academic motivation. Meanwhile, the negative

dimensions in teacher-student relationships — conflict, show negative correlations between

academic motivation. It is found that satisfaction and instrumental help show greater

correlation in extrinsic and intrinsic motivation respectively. Gender tendency also appears

and shows different sensitivity to the dimension in TSR. This study fills the gap in the current

research by focusing on primary school students in the Hong Kong context and provides

insights for educators to enhance positive teacher-student relationships in order to promote



students' overall academic motivation.

Introduction

In Hong Kong, primary school students generally spend about seven hours in school during

the regular school day (Legislative Council Secretariat, 2018). With the long time getting

along with teachers, it is worth investigating how students perceived teacher-student

relationships (TSR) influence them. These relationships are not only about interpersonal

connections but may also serve as a function in constructing students learning. The way how

student evaluate their relationship with teachers may contribute to their academic motivation

and eventually influence their academic outcomes (Jasmi & Hin, 2014). Academic motivation

is suggested to be a significant determinator of students’ success in school (Pintrich, 2003). It

plays an important role in learning, especially for primary school students. Primary school is

the foundational stage of education where students may develop their attitudes toward

learning (Myles, 2022). Motivating students to learn during this stage sets the foundation for

their future academic pursuits. Therefore, this study aims to examine the relationship between

primary school students' perceived TSR and academic motivation. Instead of only seeing TSR

as a whole, this research investigates whether there is a factor in students' perceived TSR

shows greater relativeness in academic motivation. It allows a more subtle understanding of

specific dimensions within the relationship, providing insight into how teachers can help

students enhance their academic motivation. Meanwhile, gender differences in how students



respond to different dimensions of TSR will also be discussed.

Literature review

To evaluate the relation between students' perceived TSR and academic motivation, there are

serval concepts that need to be focused on. The following part will introduce the related

conceptual definition and operational definition of the TSR and academic motivation one by

one, hence coming up with the development of research questions.

Teacher-student relationship

Attachment theory

Attachment theory is a widely used theoretical approach to explain TSR. It originally

emphasizes the importance of bonding between infants and caregivers for socio-emotional

development (Bowlby, 1982). Nowadays, attachment theory can also be used to emphasize

the emotional connection between students and teachers. This theory suggests that when

students have an emotional bond with teachers and experience a sense of trust and security in

the learning situation, they will be more likely to receive learning, engage in the learning

tasks and develop academic curiosity (Roorda et al., 2011).

Dimensions of TSR

Teacher and student relationships can be analysed through the dimensions of closeness and

conflict (Mason et al., 2017). Closeness is related to warmness, support, and satisfaction, and



conflict refers to negative interactions and unpleasant relationships. Also, dependency is

suggested to evaluate whether the student is clingy, over-dependent, and over-reliant,

especially for younger children who are studying kindergarten or junior grade in primary

school (Hamre & Pianta, 2001). For older children, a dimension in instrumental help is

proposed (Furman & Buhrmester, 1985). Instrumental help see how teachers provide

encouragement, advice, and a caring attitude toward the students. It is believed that positive

dimensions like satisfaction, closeness, and instrumental help are positively consistent with

the TSR. Also, these positive dimensions are consistently associated with beneficial outcomes

in students learning, such as increased engagement, better academic performance, and

positive attitude toward schools and teachers (Hamre & Pianta, 2001). A positive TSR is

generally assumed to be linked to positive consequences. Oppositely, negative dimensions

like conflict are connected to greater chances of behavioural problems in students, such as

disengagement, lower academic achievement and aggression, etc (Milatz et al., 2014). It is

suggested that fostering a positive dimension in TSR is significant in encouraging students’

positive academic and behavioural outcomes.

To discuss the operational matter in this study, scales of S-TSRI (The Student Version of the

Teacher-student relationship Inventory) are used to measure the TSR. This scale provides a

structured approach to understanding and quantifying TSR. As this study cuts in from

students’ viewpoint, students’ perceived TSR will be measured in 14 items from students’

responses. S-TSRI uses the dimension of satisfaction, instrumental help, and conflict to



estimate TSR (Ang et al., 2020). Items in S-TSRI can indicate the students’ emotional

attachment and recognition to teachers, willingness to seek help from teachers, and negative

interaction with teachers. The content of S-TSRI fits the dimensions suggested by attachment

theory and hence is able to measure the relationship between teacher and students in this

study.

Academic motivation

Self-determination theory

Academic motivation is suggested as one of the significant factors in predicting students'

academic outcomes (Osborne & Jones, 2011). Academic motivation is the desire of learners to

study, and encourage learners to engage in different learning activities (Filgona et al., 2020).

With a higher level of academic motivation, the individual is predicted to perform a higher

degree and quality of engagement in learning (Greene et al., 2004). The self-determination

theory provided ideas on the factors of learning motivation (Ryan & Deci, 2000). This theory

suggests levels of autonomy, attachment, and competence are the basic needs for academic

motivation. Autonomy refers to the individual perception of feeling that they can have control

over their behaviours. Through positive interaction between teachers and students, students’

sense of autonomy could be enhanced and contribute to the increment in academic motivation

(Deci & Ryan, 2002). This shows that the TSR may have certain influences and links to the

factors of students’ learning motivation.
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Types of motivation

There are three types of motivation suggested by Deci and Ryan (2002), which are intrinsic

motivation, extrinsic motivation, and amotivation. This study will focus on the investigation

of intrinsic and extrinsic motivation. To introduce intrinsic motivation, it encourages

individuals to engage in certain activities for satisfaction, pleasure, and enjoyment.

Meanwhile, intrinsic motivation can be classified into three categories, which are the

motivation to knowledge, to accomplishment, and to stimulation. First, intrinsic motivation in

knowledge refers to the individuals’ satisfaction from discovering new knowledge. Second,

intrinsic motivation in accomplishment refers to the positive feeling achieved when an

individual completes tasks or attains accomplishment. Third, intrinsic motivation in

stimulation is the motivation to perform activities that are connected to stimulating sensations.

Regarding extrinsic motivation, it proposed that there are external factors to cause individuals

to perform actions (Ryan & Deci, 2000). There are also three types of extrinsic motivation,

which are external regulation, introjected regulation, and identified regulation. External

regulation refers to motivation gained by external incentives, like getting awards or avoiding

punishment. When it comes to the primary school setting, the external incentive might be

getting satisfying academic results, getting praise from teachers, or avoiding penalties. In

introjected regulation, individuals perform behaviours due to internalised beliefs based on a

sense of obligation. They think they are supposed to or have the responsibility for conducting
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the behaviours. The third type of extrinsic motivation is identified regulation; individuals

conduct activity from their own willingness because they believe that activity or behaviours

contribute to positive results. Although it is an extrinsic motivation, it contains high

autonomy.

In regard to amotivation, it is distinct from intrinsic and extrinsic motivation. Individuals find

there is no reason for them to carry out an action. They are unable to find consistency between

their action and the result. They also see the result is out of their control and non-self

determined. As it is not a positive force that motivates students’ behaviours, it will not be

analysed in this research.

To measure the academic motivation of students, students will be asked about the reasons

behind their learning behaviours by using the scale of Self-Regulation Questionnaire-

Academic (SRQ-A). This scale developed by Ryan and Connell (1989) helps categorise the

reasons behind students’ behaviours into four regulatory styles, which are external regulation,

introjected regulation, identified regulation, and intrinsic motivation. These regulatory styles

can be categorised into two different types of academic motivation, which are intrinsic and

extrinsic motivation. By using SRQ-A, students’ academic motivation can be measured in this

study.

Investigating the correlation in primary school students

It is believed that the academic motivation of primary school students is more influenced by
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teachers when compared to older students. It is because primary school students rely more on

the support of teachers. Attachment theory suggested that children develop emotional

connections with caregiver. When the children become older, the influences of caregiver on

children reduce as the children become more independent (Bowlby, 1982). In the school

environment, teachers become one of the main sources of attachment, affecting students'

emotional security and learning attitudes. Compared to secondary school students, primary

school students’ learning motivation is more likely to be affected by their relationship with

teachers (Roorda et al., 2011; Hughes et al., 2008). However, to find the linkage between

perceived TSR and academic motivation, most of the existing studies focus on high school or

college students in foreign countries (Wu et al., 2022; Jasmi & Hin, 2014; Maulana et al.,

2013). This situation leads to a research gap in understanding this relationship in primary

school students, particularly in Hong Kong’s unique educational system.

Therefore, this study targets primary school students in Hong Kong to fill the research gap.

By providing more empirical data for primary education in East Asia, it is hoped that this

paper can help educators to enhance teaching strategies, leading to an increase in students’

learning motivation. This study aims to explore the following research questions:

1. Is there any correlation between student perceived TSR and extrinsic academic

motivation?

2. Is there any correlation between student perceived TSR and intrinsic academic
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motivation?

3. Is there any dimension of student perceived TSR (satisfaction, instrumental help, and

conflict) that shows stronger correlation toward academic motivation?

Null Hypothesis

HO1: There is no association between student perceived TSR and academic motivation.

HO02: Different dimensions of student perceived TSR shows similar degree of correlation

toward academic motivation.

Alternative Hypothesis

H1: There is an association between student perceived TSR and academic motivation.

H2: Different dimensions of student perceived TSR shows diverse degree of correlation

toward academic motivation.

Methodology

Participants

In this study, quantitative research is conducted. A total of 160 primary school students from

primary 4 to 6, aged between 9 and 11, with mixed gender, are invited to finish a

questionnaire about perceived TSR and academic motivation. Students are all recruited from a

local school in Hong Kong. They join this study on a voluntary basis. As it is a self-reported
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questionnaire, only students in primary 4 to 6 are invited, as they can better understand and

respond to the questionnaire. Participants are recruited by the convenience sampling method.

Researcher approach students in a local primary school through their teachers, who also help

with the distribution of consent forms and providing the willingness list.

Instruments

Measuring perceived TSR

The first part of the questionnaire is about TSR. Regarding the measurement of student

perceived TSR, the Student Version of the Teacher-Student Relationship Inventory (S-TSRI)

is adopted in this study. S-TSRI is developed by using attachment theory and is designed to

assess the TSR, especially from the student’s viewpoint in Asian regions. It uses three factors

in evaluating the TSR, from the dimensions of satisfaction, instrumental help, and conflict. It

is a self-reported questionnaire that contains 14 items, rated by a 5-point Likert scale.

Participants will rate how much they agree with the statement. With 1 point referring to

strongly disagree and 5 points referring to strongly agree. The items are used in previous

research by Ang et al. (2020). Every statement refers to a dimension in the TSR. For example,

the statement "I enjoy attending the class of this teacher" refers to satisfaction; "If I need help,

I will go to this teacher" refers to instrumental help; "If this teacher is absent, I feel relieved"

refers to conflict. The score for the questions will be calculated by summing up all the items

belonging to that particular dimension. This inventory is supported by previous research to be
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reliable and valid (Ang et al., 2020).

Measuring Academic motivation

The second part of the questionnaire would be used to measure students’ academic

motivation. To measure students’ academic motivation, the Academic Motivation Scale

(AMS) and the Self-Regulation Questionnaire-Academic (SRQ-A) are the two widely

adopted scales in current research. Yet, it is noticed that AMS is designed to evaluate the

academic motivation in secondary school students. At the same time, SRQ-A targets late-

elementary or middle school students. Therefore, this study would only adopt SRQ-A to

evaluate the academic motivation in primary school students. The full version of SRQ-A

contains 32 questions. It can be used to measure four aspects of students’ academic

motivation. They are external regulation, introjected regulation, identified regulation, and

intrinsic motivation. The first three aspects will be taken into account as extrinsic motivation,

while the last aspect is directly reflecting intrinsic motivation. It is a self-reported

questionnaire using a 4-point Likert scale. Participants need to state the degree of their

agreement toward the statements by 1 point referring to strongly disagree and 4 points

referring to strongly agree. As the original version contains 32 questions, it is considered to be

too much for primary school students and slightly demanding on their patience. To tackle this

issue, the questionnaire will be extracted in this survey, while maintaining the consistency of

subscales. 24 questions from SRQ-A will be provided to students in the questionnaire,
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indicating their reason for doing homework, classwork, and performance in school. Each

question in the scale represents a type of academic motivation. For example, the reason for

doing homework could be “Because I'll get in trouble if I don’t” (external regulation);

“Because [ will feel bad about myself if I don’t do it” (introjected regulation); “Because |

want to understand the subject” (identified regulation); “Because it’s fun” (intrinsic

motivation). The result in external, introjected, and identified regulation will be grouped and

be seen as extrinsic motivation for the analysis in this study.

Meanwhile, the above questionnaires need to be translated into Chinese from English, fitting

into the situation of the Hong Kong context and making sure they are understandable to

primary school students. To maintain the accuracy, the translation is done with the help of

different dictionaries. Two undergraduate peers studying educational programmes were

invited to review the translation.

Reliability

This study adopted quantitative research, and the reliability of the questionnaires used needs

to be verified. Cronbach’s Alpha and factor analysis will be used to measure the reliability of

questionnaires in this study. Although both S-TSRI and SRQ-A show high reliability in the

past studies, as the investigation target in this study is only focused on Hong Kong primary

school students, their cultural background might be different from the previous study. Also, as

the questions are translated to Chinese and the questions about academic motivation are
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extracted from the complete set of SRQ-A, the reliability hence needs to be reviewed.

Cronbach’s Alpha will be calculated to ensure the questionnaire has enough internal

consistency. Alpha value indicates the levels of reliability of the scale. Value >= 0.9 indicates

excellent reliability, between 0.8 and 0.89 indicates good reliability, and 0.7 to 0.79 indicates

acceptable reliability; 0.6 to 0.69 and < 0.6 indicate questionable and poor reliability

respectively. If the Cronbach’s scale is found to be lower than 0.7, the questions need to be

reviewed and adjusted. Items that may not align with the setup will be removed in order to

improve reliability.

Table 1. Reliability Analysis of Scale

Construct No. of items Cronbach’s Alpha
S-TSRI
Satisfaction 5 0.889
Instrumental Help 5 0.840
Conflict 4 0.884
SRQ-A
Extrinsic motivation 19 0.875

Intrinsic motivation 4 (5%) 0.756 (0.445%)
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*QOriginal value before remove item 7.

For reliability in S-TSRI, Cronbach’s Alpha was found to be 0.90, 0.86, and 0.85 for

satisfaction, instrumental help, and conflict respectively in previous research by Ang et al.

(2020), showing high reliability. Cronbach’s Alpha has also been recalculated in this research.

Aligning with expectations, all subscales in assessing TSR demonstrated good reliability

levels, where satisfaction, instrumental help, and conflict have Alpha values of 0.889, 0.840,

and 0.884 respectively (Table 1). Factor analysis is also conducted to prove the validity of the

scale. In S-TSRI, all items can be successfully loaded to their respective factors, from

loadings ranging from 0.618 to 0.870 (Table 2). It shows the validity of the scale and proves it

can be used in the upcoming analyses.

Table 2. Factor Analysis of S-TSRI*

Instrumental

Items Satisfaction Help Conflict

Satisfaction STSRI 1 728

STSRI 3 818

STSRI 5 700



STSRI 13 618
STSRI 14 .709

Instrumental STSRI 2 .870

Help
STSRI 6 .6601
STSRI 9 .804
STSRI 10 .801
STSRI 12 764

Conflict STSRI 4 726
STSRI 7 .839
STSRI 8 841
STSRI 11 851

Extraction Method: Principal Component Analysis.

Rotation Method: Varimax with Kaiser Normalization.?

a. Rotation converged in 5 iterations.

Regarding the scale of SRQ-A, it is used to analyse students’ academic motivation. The

19
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validation is supported by Ryan and Connell (1989). In this research, items about extrinsic

motivation scored 0.875 in Cronbach’s Alpha, which also shows good reliability. Yet, the

initial reliability of intrinsic motivation measurement is only 0.445 (Table 1). After removing

item 7, the Cronbach alpha increased to 0.756 and reached the acceptable level of reliability.

Meanwhile, factor analysis is also accompanied (results shown in Table 3). Most items are

able to load in their category at an acceptable loading value from 0.448 to 0.699, except item

7. Item 7 failed to load on the factor of intrinsic motivation. This indicates that this item may

not align with the scale. The statement of the deleted item is“I enjoy doing my homework.”

The misalignment issue may be caused by translation. The Chinese word “ hei2 fun1”(Z#})

is used to translate “enjoy” , and word ambiguity may appear in this process and contribute to

the inconsistency of the scale. Therefore, the responses to question 7 in assessing academic

motivation are excluded in the data analysis due to the suspiciousness of its accuracy.

Table 3. Factor Analysis for SRQ-A*

External Introjected Identified  Intrinsic

Regulation Regulation Regulation Motivation

External SRQA 2 448

Regulation
SRQA 6 .699

SRQA 9 .698



SRQA 14 489
SRQA 17 571
SRQA 20 548
SRQA 24 466
Introjected SRQA 1 610
Regulation
SRQA 4 .663
SRQA 10 542
SRQA 12 .686
SRQA 18 555
SRQA 21 .680
SRQA_23 464
Identified ~ SRQA 5 ST77
Regulation
SRQA 8 625
SRQA 11 657
SRQA 16 615

21



22

SRQA 22 .698
Intrinsic SRQA 3 501
Motivation
SRQA 7 -.072
SRQA 13 .630
SRQA 15 .579
SRQA 19 676

Extraction Method: Principal Component Analysis.

a. 4 components extracted.

Procedure

Due to the young age of the targeted participants, participants' and their parents’ consent is

needed to join this research. Consent forms are distributed to students and parents before the

data collection. After collecting the consent form from the school and parents, their

willingness is gathered to form a participant list. The questionnaires that composed of 38

items from S-TSRI and SRQ-A will be distributed to students who have consented to join the

study. 20 minutes are given to participants to finish the set. During this process, the teacher

who is being evaluated on the relationship with students is not present in the classroom, as

some-of the questions are related to them. Their presence is avoided to maintain the accuracy
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of students’ responses. What is more, students are not allowed to talk or communicate with

each other during the filling out of the questionnaire. After the data are collected, they are

inputted to SPSS for further analysis.

Data analysis

First, the correlation coefficient will be calculated. This study aims to study the relationship

between the perceived TSR and academic motivation. The correlation coefficient will be used

for data analysis. It can show the association between two variables, indicating the influence

of the relationship. Analysis of the perceived TSR will be broken down into three dimensions:

satisfaction, instrumental help, and conflict. The relationship between the perceived TSR in

different dimensions and intrinsic motivation and extrinsic motivation will be analysed

respectively. After the input of data in SPSS, the sum score in the subscale of TSR will be

calculated. The score of academic motivation will be calculated as the sum score in extrinsic

and intrinsic motivation respectively. Then, those data help generate the correlation

coefficient (r). The r value is between -0.1 and 1.0. A positive value stands for a positive

relationship, while a negative value means an opposite relationship.

Second, the greater the r value, the stronger the relationship is indicated. With the comparison

between r value, the correlation strength between the perceived TSR in different dimensions

and motivation can be identified. P-value will also be provided, showing the significance of

the relationship between variables. When p < 0.05, it means the data is statistically significant
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and the situation does not happen randomly.

Third, the correlation can also be analysed by gender. The correlation coefficient between

different dimensions in TSR and academic motivation can be separated into boys and girls.

By comparing the difference in the r value between genders, an investigation can also be

conducted to see which gender shows greater correlation in each dimension of TSR.

Result

Descriptive analysis

A total of 160 questionnaires are received, including 87 boys and 73 girls, the proportion is

shown in Table 4. Then, some item’s scores are grouped and added together according to the

subscale in TSR and academic motivation. The participant’s scored mean, minimum and

maximum scores in each subscale are shown in Table 5. The TSR included three subscales:

satisfaction (M = 3.71, SD = .88), instrumental help (M = 3.17, SD = .86), and conflict (M =

2.40, SD = 1.07). Academic motivation is measured in two subscales: extrinsic motivation (M

=2.86, SD = .53) and intrinsic motivation (M = 2.41, SD = .76). Using the score in different

subscales, Pearson’s r can be calculated to show the strength of the correlation between

different dimensions in the TSR and academic motivation.



Table 4. Frequency and Percentage of Gender of Participants

Frequency Percent Valid Percent Cumulative Percent
Male 87 54.4 54.4 54.4
Female 73 45.6 45.6 100.0
Total 160 100.0 100.0

Table 5. Mean and Standard Deviations of dimension in TSR and academic

motivation

Minimum Maximum Mean  Standard Deviation
S-TSRI
Satisfaction 1.00 5.00 3.71 .89
Instrumental Help 1.00 5.00 3.17 .86
Conflict 1.00 5.00 2.40 1.07
SRQ-A
Extrinsic motivation 1.00 4.00 2.86 53

25
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Intrinsic motivation 1.00 4.00 241 .76

N=160

Correlation between student perceived TSR and academic motivation

Pearson's Correlation

Significant results were found regarding the relationship between students' perceived TSR and
their academic motivation. Table 6 and figure 1 shows the correlation result among all

participants.

Table 6 Correlations in overall participants

Instrumental
Satisfaction Help Conflict

Extrinsic Pearson Correlation 477 450 -.206
Motivation

Sig. (2-tailed) <.001 <.001 .009

N 160 160 160
Inrinsic Pearson Correlation 405 574 -.176
Motivation

Sig. (2-tailed) <.001 <.001 .026
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N 160 160 160

Figure 1

Correlations in overall participants

Satisfaction Extrinsic Motivation

r. 450, p < .001

Instrumental
help

r. 574, p< 001

T3 Intrinsic Motivation
R

r-176,p = 026

Correlation between student perceived TSR and EM

Extrinsic motivation is positively correlated with the positive dimension of TSR, showing

correlation to satisfaction (r =.477, p <.001) and instrumental help (r = .450, p <.001). This

indicates that students who feel more satisfied and supported by their teachers tend to show

higher extrinsic motivation in learning.

Meanwhile, extrinsic motivation is shown to be negatively correlated with conflict (r = -.206,
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p =.009). It means that students who feel they have more conflict with their teachers are more

likely to have lower extrinsic motivation.

The above correlations about TSR to extrinsic academic motivation all have p-value < .05,

indicating that they contain significant results and show meaningful relationships.

Correlation between student perceived TSR and IM

Regarding the relationship between TSR and intrinsic academic motivation, the results show a

similar way as extrinsic motivation. The result of the questionnaires shows that intrinsic

motivation is positively correlated with satisfaction (r = .405, p <.001) and instrumental help

(r=.574, p <.001). Compared to the relationship towards extrinsic motivation, the correlation

level in satisfaction is slightly lower, while instrumental help is higher.

Also, there is a negative correlation between conflict and intrinsic motivation (r = -.176, p

=.026). It shows that students who have higher scores in negative dimensions in TSR tend to

show lower extrinsic motivation.

P-value of the above correlation are < .05, showing that they are significant in statistics,

which contributes to the further investigation.

Comparison of Correlation Strengths Among Different Dimensions

To discuss which dimension in the TSR shows stronger correlation toward academic

motivation, the Pearson’s r values need to be compared. It is found that satisfaction has the



strongest correlation with extrinsic motivation (r = .477), while instrumental help has the

strongest correlation with intrinsic motivation (r = .574).

Correlation in boys and girls respectively

Table 7. Correlation in

boys and girls

Correlations in boys

Correlations in girls

Satisfacti Instrume

on  ntal Help Conflict

Satisfacti Instrume

on  ntal Help Conflict

Extrinsic  Pearson 453 449 -.110
Motivation Correlation

Sig. (2- <.001 <.001 310

tailed)

N 87 87 87
Intrinsic  Pearson .396 .614 -.179

Motivation Correlation

529 448 -.359

<.001 <.001 .002

73 73 73

442 .506 -.180

29
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Sig. (2- <.001 <.001 .097 <.001 <.001 129
tailed)
N 87 87 87 73 73 73

By grouping the participant by gender, which gender shows greater correlation in each

dimension of TSR can be observed. Satisfaction shows a stronger association to motivation in

girls in both extrinsic (girls = .529; boys = .453) and intrinsic (girls = .442; boys = .396).

Instrumental help shows a similar correlation to EM (girls = .448; boys = .449) but different

to IM (girls = .506; boys = .614) among genders. Regarding conflict, only the correlation

between EM in girls is statistically significant (p = .002), it shows a negative correlation inr =

-.359.

Discussion

Overall, this study aims to investigate the correlation between student perceived TSR and

academic motivation, and compare the strength between dimensions of TSR. Based on

previous research, there are mainly two hypotheses suggested in this study. First, it was

expected that there is an association between student perceived TSR and academic

motivation. Second, it was hypothesized that different dimensions of student perceived TSR

show a diverse degree of correlation toward academic motivation. Moreover, the gender

tendency in how students react to different dimensions of TSR is also observed and will be



31

discussed in the following part.

First, the result shows that satisfaction and instrumental help are positively correlated with

academic motivation, while conflict is negatively correlated. This support hypothesis H1.

Positive correlation is observed between positive dimension in TSR (satisfaction and

instrumental help) and both intrinsic and extrinsic academic motivation.

Satisfaction with academic motivation

To break them down specifically, satisfaction is positively correlated with EM and IM. This

situation matches the hypothesis supported by SDT. When an individual has a higher sense in

a supportive relationship, they are more willing to achieve external goals such as higher

grades and other recognition (Ryan & Deci, 2020). They show higher desire in external

motivations. On the other side, students who initially have higher external motivation want to

seek recognition from teachers (Wentzel, 2012). If teachers can fulfill these needs of students,

students will feel satisfaction toward the teacher and hence enhance their TSR. In regard to

the association with IM, a satisfaction relationship can foster students’ sense of security

(Roorda et al., 2017). Students can feel safe to explore things around them. This process can

enhance students’ autonomy, and it enhances their IM. Also, students with higher IM seek

enjoyment during learning or are motivated in knowledge. As teachers are the medium for

students to gain knowledge, students with higher IM tend to show higher satisfaction with

teachers (Jang et al., 2016).
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Instrumental help with academic motivation

Another positive dimension in TSR—instrumental help—is also found positively correlated to

academic motivation. With higher instrumental help, students receive academic support from

teachers. It may contribute to introjected regulation for students (Klem & Connell, 2004).

Students think they have an obligation to learn as a return to the help that the teacher

provided. It is hence linked to their EM. Meanwhile, instrumental help also shows a positive

relation in IM. When students get academic help from teachers, it is believed that their

knowledge or ability will increase. It may contribute to their motivation in accomplishment as

they are equipped and become more possible to strive for academic achievement (Ryan &

Deci, 2020; Stroet et al., 2015). Therefore presented a tendency to higher IM. For students

who have higher EM and IM per se, they may have higher awareness when teachers teach.

Also, it is predicted that they may actively seek advice from teachers. This contributes to

making them feel stronger in receiving instrumental help. Leading to the correlation found in

studies.

Conflict with academic motivation

As a negative dimension in TSR, conflict shows a negative tie-up with academic motivation.

Conflict in TSR may appear in the form of punishment (Milatz et al., 2014). It is linked with

external regulation as it is controlled by the teachers. It is hence associated with the lower

EM. At the same time, conflict in TSR makes it hard for students to feel pleasure and
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satisfaction in the learning process, causing the lower IM (Roorda et al., 2017). With lower

academic motivation, students are more likely to behave with misbehavior in the classes or

show weaker academic achievement (Gottfried, 1985). This forms a vicious cycle that

teachers may show even more punishment to them and strengthen the conflict. Finally, form

the negative correlation between conflict and academic motivation.

Second, different dimensions of student perceived TSR show a diverse degree of correlation

toward academic motivation, supporting hypothesis H2. It is observed that satisfaction shows

a stronger correlation with EM, while instrumental help is more closely linked to IM among

three dimensions.

Satisfaction wins in EM

In EM, satisfaction shows a stronger tie among three dimensions. Satisfaction can be shown

in the form of rewards, recognition, closeness, emotional connection, etc. To enhance

students’ EM, it is believed that emotional support in satisfaction might be more influential

than instrumental help. With greater emotional attachment in TSR, students may show a

greater desire to seek approval and recognition from teachers (Baker, 2006). Hence, it

increases their demand on external regulation, which is an essential element in extrinsic

motivation. Meanwhile, with a closer relationship between teacher and students, students may

feel a sense of responsibility in learning as they do not want to disappoint the teacher (Furrer

& Skinner, 2003). It contributes to the pursuit of introjected regulation. Although other
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elements in TSR, such as instrumental help, are also believed to enhance EM, the degree is

shown stronger in satisfaction.

Instrumental help wins in IM

In the aspect of IM, a diverse degree of correlation between TSR and academic motivation is

also shown. Instrumental help shows the strongest correlation. The benefits of instrumental

help provided by teachers are believed to be beyond TSR, which also helps to enhance the

intrinsic learning ability of students. When discussing the development of IM, it focuses on

the drive that makes individuals engage in learning for enjoyment (Ryan & Deci, 2020).

Higher confidence and self-efficacy may help students to have higher motivation in

accomplishment as they believe they have the ability to do so (Bandura, 1977). It develops

their positive attitudes towards school and more intrinsically motivated students to learn

(Wentzel, 1997). Compared to other dimensions in TSR, instrumental help provides the most

practical and precise support to students’ needs. Therefore, it contributes to being the most

correlated element to IM, showing the strength of a relation that is greater than satisfaction.

It is also found that the negative dimension in TSR (conflict) shows the weakest correlation

among two types of academic motivation. It aligns with previous research ideas that positive

TSR will have a stronger and more consistent impact on students when compared to negative

TSR (Roorda et al., 2011).

Third, this study found a surprise result in the gender tendency in how students react to
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different dimensions of TSR. Comparing genders, it is found that boys show greater

correlation in satisfaction while girls show greater correlation in instrumental help, especially

in IM. This suggests that boys may be more affected by practical support and guidance from

teachers. Girls may be more sensitive to emotional support from teachers. This tendency

shown in gender difference is similar to previous research, which found boys and girls may

respond differently to various dimensions of TSR (Wu et al.,2010). The evolutionary theory in

explaining gender development supports the found situation. It suggested that gender roles are

different due to various evolutionary pressures (Buss, 1995). Females emphasize social

bonding as they are responsible for childbearing and nurturing offspring. Males focus more on

their strength and competency as their need to provide food and protection to family. These

traits in the natural environment had been passed down through generations. The gender

characters are found to be aligned with the result in this research. Girls are more affected by

satisfaction and closeness, while boys react stronger to instrumental help that links to

equipping their ability.

Implications

From the above findings, this research brings some ideas of implications toward how teachers

can support students’ learning and enhance their learning motivation.

First, there are some ways a teacher can help students to enhance their academic motivation.

When looking into academic motivation, instrumental help and intrinsic motivation are found
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to have the strongest correlation among overall students. From this situation, it brings the

insight that it would be an efficient solution to enhance students’ motivation if teachers can

provide more practical help to all students. Through providing instrumental help such as

guidance and encouragement, it does not only improve TSR but also increases students’

confidence in achieving goals. Especially for boys, they show greater correlation in feeling

instrumental help and academic motivation. Hence, teachers can prioritize providing practical

guidance rather than emotional support. Meanwhile, girls are relatively shown to be more

sensitive to satisfaction in TSR, highlighting the importance of emotional support and

closeness among them. As a result, this research put insight that effectiveness in enhancing

academic motivation from TSR may differ by gender. Teachers can adapt different approaches

according to the gender of students in order to effectively increase their motivation by TSR.

Second, teachers are suggested to take different actions to enhance TSR. As TSR and

motivation are correlated, TSR may enhance motivation and the increase of motivation may

also show positive influence on TSR. As external motivation is positively associated to

satisfaction, teachers may provide rewards or recognition to students. To be concrete, teachers

can prepare some small gifts for students when they behave well in schools, or verbally

appreciate them when they get satisfactory academic result. These provide external regulation

to students and foster students’ beliefs their activities can lead to positive outcomes,

contributing to identified regulation. These improvement can finally enhance students’

external academic motivation and increase the satisfaction in TSR.
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Limitation & Future Research

First, the data collection in this research relies on students’ self-reported data, which may not

be comprehensive enough. As the target of the study is primary school students, their

responses in the questionnaire may not be reliable enough, especially for students of younger

ages (Borgers et al., 2000). For future research, it is suggested to collect responses from

teachers also. To measure TSR, it can be measured from the view of both students and

teachers. Yet, this research only emphasizes the view from students but neglects the side of

teachers. TSR from teachers’ perspective may show how they interact differently with

different students in schools (Prewett et al., 2018). It helps evaluate what specific actions or

elements are critical to TSR and hence provide more concrete insight for teachers to take

action in enhancing TSR.

Secondly, the limited sample size may affect the generalizability of the findings. This sample

in this research is limited to one school. Academic motivation might be influenced by specific

school atmosphere. Also, the teachers who were evaluated by students are limited to a single

subject. Therefore, the result of research may not accurately reflect the overall correlation

situation. The students’ interest toward the subjects that were taught by the specific teachers

may bring influences to the result. Therefore, it is suggested to expand the sample size in

future studies. Include data collection from multiple schools and take the response from

different subjects. These may enhance the external validity of the results, making the result
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more representative.

Third, this research only explores the association between TSR and academic motivation, but

the causal relationship is not verified. This research originally aims to help educators to

reflect on their interaction with students and development of TSR, leading to an increase in

students’ learning motivation. However, the causal relation between TSR and academic

motivation is not proved precisely in this study. This is suggested to be explored in the future

study in order to clarify directional effects about the influences of TSR on academic

motivation.

Conclusion

To sum up, this quantitively research provide the correlation between aspects in TSR and

academic motivations. Their association is found to be existing. However, the degree of

association are varies. All satisfaction, instrumental help, and conflict show statistically

significant toward EM and IM. Meanwhile, satisfaction and instrumental help are more

superior in the correlation to EM and IM respectively. This research also found significant

gender tendency in students’ sensitivity in responding the dimension of TSR to academic

motivation. It is hoped that this study provide idea of Hong Kong primary schools teacher to

enhance students’ motivation from the cut in of TSR. Future study to figure out detailed

causal relationship between these variables are also suggested.
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Consent form

EHEBFRE
LHEB A
SHEMAERE

bR B 52 4 B Al AR RR (A Y RNOA B2 2R B B L [ Y BR A
2L [E BT SIEERKRELEETEEE > BN

BREHRITHPEREHEE - MM EEEZEFRKELHEZEARANABN

= 4

AN B L BT TR BT B 1S BV B R AT R R R R B BF ST R0 SR 4T 3 R - AR AR
ANERERER T BRI - HEANER KA ERR -

W BEE R AT B R A B2 BB m AR AAME T 720 YA RE - A N3 g ]
REE LA EE - ANZEBBER TS 2 BEEHVE -

AN B AR N RO T 56 S A AR TR R R R LA (R e
HAEBRHMZE  EAGRUEMEMELFELENZEEEEMELE -

ShnEdE

SIEHE

PSS EEAE L YN SR

RN HE

H




51

Information sheet
AHREH
bR B 52 4 B Al AR RR (A Y RNOA B2 2R E BB [ Y BR fA

BB TR BT ZLSEKMELEEEE KB TERITH R
HE -t MM EEEAERELHEEAZANABNELE -

bt 5% 75 H i /v

AWEFE B 1R B & & & /N B A AT A B (R /Y JRCRD B L ER O B B 2 ] Y B
e - BABIS0R MU E NFHRANBENEEAMEETEALS R
MENEERBERARN (BLERAER) (S-TSRD 1 (2EH B KA
Bif & ) (SRQ-A) > LUK B 5w A1 B P28 2 B o B 2L 0 - A BT 52 o0 A
ARG AREE SfRGEE  TEMEMEZE > W ES
A o A BN AE M ANE S B o E W R R A FOE B 2
B OE SRR R -

bt 58 75 74

SHERKTCR TR ERAGNSZEFHROVBERE - HEeFRY
200088 > WA G ELDE HELTHE - 2 RAFALA LET R
AR zE - HRrEENEBEREMESEGROBERTEETESTOVER] -

B Fg
MEANEBES R VEBAER  SBEEMRREREN-UENEYRER
HEEEMm AR MEBETRgRGERS —F H1& G 65H M-

MR ETXWSHEABEBREE - BTk BETXLEERFToAE
MEEMEHEACBHERV > FAFHRESIHEMFBRRRE - M
Al BETXNERHSIRE  —UEHNNGHEAFHREARGSE -

MELER
s RBEEHREER LT > LTHRXEGHBER AR -

WR TS E XA R EH RN E R LLE @s.eduhk.hk)

HOE VNS IPNE I NN
(awychan@eduhk.hk) i 4% -

WA TS ST XHEHMNANETATCANERL JEKEFTERHF K



52
S KB G 0 S S 6 4 (R 50 hrec@edubk bk LB ¢ 7 B HE K
51 9 6L 3¢ e 6 75 0K -

P T A B S PR TR BT -

Eal

e



	Programme Title: BEd(P)-GS
	EdUHK student nos: 
	Contact information can be contacted after graduation: 
	Tel nos: 
	Name in BLOCK LETTERS: AU CHEUK KWAN
	Date: 
	Submission date of my work Month and Year: 
	Title of my course: 
	Title of my work: 


