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ABSTRACT 
Learning motivation plays a critical role in shaping students’ academic 

development, yet many primary school students exhibit declining motivation due to 
insufficient support from their school environment. To address this issue, this study 
examined the influence of school support systems on the learning motivation of primary 
school students in Jiangsu Province, China. Guided by Self-Determination Theory, the 
study focused on four forms of school support: teacher autonomy support, teacher 
emotional support, school resource support, and peer learning support. 

The research aimed to investigate the extent to which these support dimensions 
predict students’ learning motivation. A quantitative research design was employed, 
and data were collected from 278 primary school students using a structured online 
questionnaire. The measurement instrument demonstrated strong reliability and validity, 
and the data were analyzed using descriptive statistics, correlation analysis, and 
structural equation modeling. 

The findings revealed that all four forms of support had significant and positive 
effects on learning motivation. Teacher autonomy support and teacher emotional 
support were the strongest predictors, indicating the crucial role of teacher behaviors in 
fostering students’ motivational development. School resource support and peer 
learning support also contributed meaningfully to learning motivation. Overall, the four 
predictors explained 63% of the variance in learning motivation, demonstrating strong 
explanatory power. These results highlight the importance of creating supportive school 
environments to enhance learning motivation among primary school students. 
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Chapter 1 Introduction 
 
1.1 Background of the Study 

In contemporary basic education, learning motivation is widely recognized as a 
key determinant of pupils’ academic achievement, persistence, and socio-emotional 
development. Self-determined forms of motivation (e.g., intrinsic motivation and 
identified regulation) are consistently associated with higher engagement, better 
performance, and greater well-being, whereas controlled motivation and amotivation 
predict disengagement and poorer learning outcomes (Bureau et al., 2021; Ryan & Deci, 
2017). In the context of primary education, fostering strong learning motivation is 
especially critical, because children are forming foundational attitudes toward school, 
effort, and learning that can shape their long-term educational trajectories. 

Self-Determination Theory (SDT) provides a robust theoretical framework for 
understanding how school environments foster or undermine students’ learning 
motivation. SDT posits that motivation quality depends on the satisfaction of three basic 
psychological needs: autonomy (feeling a sense of choice and volition), competence 
(feeling effective and capable), and relatedness (feeling cared for and connected to 
others) (Ryan & Deci, 2017). When school contexts support these needs, students are 
more likely to internalize learning goals and develop autonomous motivation; when 
needs are thwarted, motivation becomes more controlled or collapses into amotivation 
(Bureau et al., 2022; Raboca & Carbunarean, 2024). From this perspective, the “school 
support system” can be conceptualized as a constellation of supports from teachers, 
peers, and institutional resources that collectively shape need satisfaction and thus 
learning motivation. 

Within this system, teacher support is often regarded as a central antecedent of 
students’ motivational outcomes. Teacher autonomy support, such as offering 
meaningful choices, acknowledging students’ perspectives, and providing rationales, 
has been shown to predict satisfaction of autonomy and competence needs, as well as 
higher intrinsic motivation and engagement across schooling levels (Carriedo et al., 
2023; Yang et al., 2022). In addition to autonomy support, teachers’ emotional support, 
warmth, empathy, encouragement, and responsive communication, contributes to 
students’ sense of relatedness and security in the classroom, which in turn enhances 
their willingness to invest effort and persist in learning tasks (Raboca & Carbunarean, 
2024). Recent empirical work suggests that when students perceive teachers as 
supportive both instructionally and emotionally, they report higher levels of academic 
motivation and more positive attitudes toward school. 
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Beyond teacher–student relationships, the broader school environment, especially 
the quality of physical and organizational resources, also plays a significant role in 
shaping learning motivation. Studies in primary and lower secondary schools indicate 
that well-managed facilities, adequate learning materials, and a physically safe and 
aesthetically pleasing environment contribute to a more conducive learning climate, 
thereby enhancing students’ motivation to learn (Harefa et al., 2024; Mas et al., 2025). 
Research further shows that students in schools with richer resources and better learning 
environments tend to report greater enjoyment of learning, stronger task focus, and 
higher aspirations compared with peers in less supportive environments (Closs et al., 
2021). From an SDT perspective, resource-rich environments may support competence 
(by providing appropriate tools and materials) and autonomy (by enabling varied, 
activity-based learning), thus facilitating more self-determined motivation. 

Peer relationships and peer learning support represent another crucial dimension 
of the school support system. Positive peer interactions, cooperative learning, and 
structured peer support programs have been linked to higher academic engagement, 
better learning outcomes, and stronger motivation, as peers can offer informational, 
emotional, and instrumental support (Parmar et al., 2025). When students feel accepted 
and supported by classmates during learning activities, their sense of relatedness is 
reinforced, which according to SDT promotes internalization of academic values and 
more autonomous learning motivation. Conversely, classrooms characterized by low 
peer support or negative peer dynamics may undermine students’ willingness to 
participate and their confidence in learning. 

Although prior research has examined individual components of school support, 
such as teacher autonomy support, school environment, or peer support, most studies 
focus on single support sources, specific subjects (e.g., physical education), or 
particular educational levels (e.g., secondary or higher education) (Bureau et al., 2021; 
Carriedo et al., 2023; Raboca & Carbunarean, 2024). There remains a relative lack of 
integrative studies that simultaneously consider multiple dimensions of the school 
support system (teacher autonomy support, teacher emotional support, school resource 
support, and peer learning support) and their combined influence on primary school 
students’ learning motivation within an SDT framework, especially in non-Western or 
Asian basic education contexts. Addressing this gap, the present study uses Self-
Determination Theory as the guiding framework to systematically investigate how 
different components of the school support system jointly influence primary school 
students’ learning motivation, thereby providing empirical evidence to inform school-
level interventions and educational management in elementary education. 
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1.2 Questions of the Study 

1. What is the effect of teacher autonomy support on primary school students’ 
learning motivation? 

2. What is the effect of teacher emotional support on primary school students’ 
learning motivation? 

3. What is the effect of school resource support on primary school students’ 
learning motivation? 

4. What is the effect of peer learning support on primary school students’ learning 
motivation? 

 
1.3 Objectives of the Study 

1. To examine the effect of teacher autonomy support on primary school students’ 
learning motivation. 

2.To examine the effect of teacher emotional support on primary school students’ 
learning motivation. 

3. To examine the effect of school resource support on primary school students’ 
learning motivation. 

4. To examine the effect of peer learning support on primary school students’ 
learning motivation. 

 
1.4 Scope of the Study 

The study investigated four specific dimensions of the school support system 
derived from Self-Determination Theory (SDT): 1. Teacher autonomy support; 2. 
Teacher emotional support; 3. School resource support; 4. Peer learning support. The 
dependent variable is students’ learning motivation. The research was grounded 
exclusively in Self-Determination Theory (SDT), which explains how the satisfaction 
of autonomy, competence, and relatedness needs influences students’ motivation. 

The target population consisted of primary school students enrolled in selected 
schools. The sample was limited to students within a particular grade range who were 
capable of understanding and completing questionnaire items. Teachers and parents 
were outside the scope of this study. 

The study used a quantitative research design, employing a structured 
questionnaire to measure teacher support, school support, peer support, and learning 
motivation. 
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Data were analyzed using reliability and validity analysis, descriptive statistics, 
correlation analysis, and structural equation modeling (SEM). 

 
1.5 Significance of the Study  

1. Theoretical Significance 
This study contributes to the theoretical understanding of learning motivation in 

primary education by extending the application of Self-Determination Theory (SDT) to 
a comprehensive school support context. While previous research has primarily 
examined individual factors such as teacher autonomy support or school climate, this 
study integrates four dimensions of school support—teacher autonomy support, teacher 
emotional support, school resource support, and peer learning support—into a single 
analytical framework. By doing so, it provides a more holistic understanding of how 
multiple environmental factors jointly influence students’ autonomous learning 
motivation. 

2. Practical Significance 
The results of this study hold important implications for educational management, 

school policy design, and classroom practice. Understanding how school-based support 
influences learning motivation can help school leaders, teachers, and policymakers 
develop more effective strategies to enhance students’ willingness to learn. For instance, 
teachers may adopt more autonomy-supportive and emotionally supportive 
instructional behaviors; schools may invest in improving learning resources and 
creating a more supportive classroom climate; and peer-based interventions may be 
designed to strengthen collaborative learning and social support among students. 

 
1.6 Definition of Key Terms 

1. Teacher Autonomy Support 
Teacher autonomy support refers to instructional behaviors that acknowledge 

students’ perspectives, provide meaningful choices, offer rationales for learning tasks, 
and encourage self-initiation. In this study, it represents the degree to which teachers 
create a classroom environment that fosters students’ sense of autonomy and volition. 

2. Teacher Emotional Support 
Teacher emotional support refers to the warmth, empathy, encouragement, and 

caring behaviors displayed by teachers toward students. It includes creating a positive 
interpersonal climate, responding to students’ emotional needs, and fostering a sense of 
belonging. In this study, it reflects students’ perceptions of teachers’ emotional 
availability and supportive interactions. 
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3. School Resource Support 
School resource support refers to the availability and accessibility of instructional 

materials, learning facilities, technological tools, and physical resources that enable 
effective learning. In this study, it includes the adequacy, quality, and usability of 
school-provided resources that contribute to students’ competence and learning 
experiences. 

4. Peer Learning Support 
Peer learning support refers to the academic and emotional assistance students 

receive from classmates during learning activities. It includes collaboration, 
encouragement, information sharing, and mutual help among peers. In this study, it 
represents students’ perceived level of supportive interactions from their classmates 
that facilitate learning and engagement. 

5. Learning Motivation 
Learning motivation refers to the internal processes that stimulate, direct, and 

sustain students’ engagement in learning tasks. Based on Self-Determination Theory, 
this study focuses on autonomous forms of motivation, including intrinsic motivation 
and identified regulation, which reflect students’ willingness to learn driven by interest, 
value, or personal endorsement. 
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Chapter 2 Literature Review 
 

2.1 Self-Determination Theory 
Self-Determination Theory (SDT) is a comprehensive framework that explains 

human motivation, internalization, and psychological development. It emphasizes that 
the quality of motivation is influenced by social environments that support individuals’ 
psychological needs and foster self-regulated learning (Ryan & Deci, 2017). SDT 
differentiates between autonomous motivation, which includes intrinsic motivation and 
identified regulation, and controlled motivation, which includes external and introjected 
regulation. Research consistently shows that autonomous motivation predicts stronger 
engagement, higher achievement, and greater well-being, whereas controlled 
motivation and amotivation predict maladaptive outcomes (Howard et al., 2021). 

A central component of SDT is the Basic Psychological Needs Theory, which 
argues that autonomy, competence, and relatedness are essential for optimal 
functioning and motivation. When these needs are satisfied, individuals are more likely 
to internalize values and regulate behavior autonomously. When needs are frustrated, 
negative outcomes such as disengagement and diminished well-being are more likely 
to occur (Vansteenkiste et al., 2020). This needs-based mechanism has been validated 
across various life domains including education. Empirical evidence shows that need 
satisfaction is significantly associated with learning engagement, persistence, and 
academic performance among students across different age groups (Guay et al., 2022). 

In educational settings, SDT serves as a foundational theory for examining student 
motivation and the learning environment. Need-supportive teaching practices such as 
acknowledging students’ perspectives, providing choices, using informational feedback, 
and creating emotionally supportive climates contribute to higher need satisfaction and 
increased intrinsic motivation (Núñez & León, 2015). Large scale research reviews 
further confirm that autonomy-supportive teacher behaviors strongly predict students’ 
autonomous motivation and adaptive learning outcomes (Bureau et al., 2021). Recent 
studies also highlight the effectiveness of SDT-based interventions in improving 
students’ motivation through teacher training and structured classroom strategies 
(Reeve & Cheon, 2021; Wang et al., 2024). 

With regard to younger learners, SDT has gained increasing attention in 
elementary education. Conesa et al. (2022) found that satisfaction of autonomy, 
competence, and relatedness needs contributes significantly to well-being, engagement, 
and academic adjustment among children aged 6 to 14, although research in primary 
school contexts remains less extensive than in secondary or higher education. Recent 
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discussions emphasize the necessity of expanding SDT research to include more diverse 
forms of school support beyond teacher behaviors such as peer support and school 
resources which may also play meaningful roles in shaping children’s motivational 
experiences (Wang et al., 2024). 

Overall, the literature demonstrates that SDT offers a robust and empirically 
supported framework for understanding motivation in school contexts. However, 
research in primary education still lacks integrative models that examine multiple 
dimensions of school support including teacher autonomy support, teacher emotional 
support, school resource support, and peer learning support within a unified SDT-based 
motivational framework. Addressing this gap can deepen theoretical understanding and 
provide practical guidance for creating environments that foster strong and sustainable 
learning motivation among primary school students. 

 
2.2 Teacher Autonomy Support 

Teacher autonomy support refers to instructional practices that nurture students’ 
sense of volition, encourage independent thinking, and acknowledge students’ 
perspectives. It is considered one of the most critical social factors influencing student 
motivation within the framework of Self-Determination Theory (SDT). According to 
Ryan and Deci (2017), autonomy-supportive environments satisfy learners’ 
psychological need for autonomy, which facilitates internalization and enhances 
intrinsic motivation. Recent research in primary and secondary education reinforces this 
theoretical proposition by demonstrating that autonomy-supportive teacher behaviors 
significantly predict more self-determined forms of student motivation, stronger 
engagement, and improved learning outcomes (Opdenakker, 2021). 

Empirical studies indicate that autonomy support involves specific instructional 
actions such as providing meaningful choices, giving rationales for tasks, minimizing 
controlling language, and encouraging student initiative. A comprehensive meta-
analysis conducted by Hagger et al. (2015) found that teacher autonomy support 
positively influences students’ autonomous motivation and perceived competence 
across multiple educational contexts. Similarly, research by Jang et al. (2016) revealed 
that when teachers adopt autonomy-supportive instructional methods, students show 
increased engagement and deeper cognitive processing, suggesting that autonomy 
support enhances both behavioral and emotional aspects of engagement. These findings 
suggest that autonomy support is not a single behavior but a constellation of 
pedagogical practices that collectively promote a supportive motivational climate. 
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More recent longitudinal and cross-cultural studies have further enriched this field. 
For instance, Liu et al. (2023) found that autonomy support from teachers significantly 
predicted growth in students’ intrinsic motivation over an academic year in Chinese 
elementary schools, suggesting the universality of autonomy-supportive principles even 
in traditionally teacher-centered environments. In European contexts, Stroet et al. (2019) 
reported that autonomy-supportive classroom climates were associated with higher 
academic persistence and reduced amotivation among primary school students. These 
comparative findings highlight the robustness of autonomy support across cultural 
settings and age groups. 

Intervention studies also provide evidence for the malleability of autonomy-
supportive teaching. Cheon et al. (2020) demonstrated that professional development 
programs focused on autonomy-supportive strategies led to sustained improvements in 
teachers’ instructional behaviors and consequently enhanced students’ autonomous 
motivation and class engagement. These results show that autonomy support is not 
merely an inherent teacher trait but a teachable and improvable instructional skill. 

Overall, the literature indicates that teacher autonomy support is a central 
determinant of students’ learning motivation. It contributes to higher intrinsic 
motivation, stronger engagement, better psychological well-being, and long-term 
academic success. Despite the extensive evidence, scholars note a need for more 
research in primary school settings and non-Western educational systems to further 
understand contextual variations. This highlights the relevance of investigating how 
teacher autonomy support influences learning motivation among primary school 
students within different educational and cultural environments. 

 
2.3 Teacher Emotional Support 

Teacher emotional support is usually defined as the warmth, care, understanding, 
and encouragement that teachers provide to students through their interactions and the 
emotional tone of the classroom environment. It is often conceptualized as one 
dimension of teacher support or classroom climate, together with autonomy and 
structure, but specifically focuses on meeting students’ emotional and relatedness needs 
through empathy, responsiveness, and positive affective communication (Lei et al., 
2018; Wang et al., 2020). Within Self-Determination Theory and Social Support 
Theory, emotionally supportive teachers help satisfy students’ basic psychological need 
for relatedness, which in turn promotes internalization of learning values and more self-
determined motivation. Meta-analytic evidence indicates that teacher support, 
particularly emotional support and warmth, is positively associated with students’ 
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positive academic emotions and negatively associated with negative emotions across 
diverse educational levels and cultural contexts (Lei et al., 2018; Roorda et al., 2011). 

A growing body of empirical studies has demonstrated that teacher emotional 
support is closely linked to students’ academic motivation, engagement, and 
achievement. In a meta-analytic review, Roorda et al. (2011) found that affective 
teacher–student relationships characterized by high closeness and low conflict were 
consistently associated with stronger school engagement and higher academic 
performance. Classroom level studies similarly show that emotionally positive 
classroom climates predict greater behavioral, emotional, and cognitive engagement as 
well as higher achievement (Reyes et al., 2012; Wang et al., 2020). More recent work 
based on large university samples has confirmed that teacher emotional support is a 
significant positive predictor of learning engagement and that this relationship is partly 
explained by students’ academic self-efficacy and academic resilience (Guo, 2025). 
These findings suggest that teacher emotional support functions not only as a direct 
resource, but also as a contextual condition that strengthens students’ internal 
psychological resources. 

Recent studies also provide evidence for the mechanisms that link teacher 
emotional support to student outcomes. For example, Yang et al. (2021) showed that 
teacher emotional support was associated with better mathematics performance through 
a chain mediating effect of academic self-efficacy and math behavioral engagement. 
Studies in online and blended learning contexts further indicate that perceived teacher 
emotional support enhances learning engagement indirectly by reducing academic 
burnout and improving intrinsic motivation (He et al., 2024; Sun, 2025). Meta-analyses 
on teacher support and academic emotions also demonstrate that students who perceive 
their teachers as emotionally supportive report more enjoyment, interest, and hope, and 
less anxiety and depression, which are in turn associated with more persistent 
engagement and better learning outcomes (Lei et al., 2018; Wang et al., 2020). 

For children in primary school, teacher emotional support is particularly important 
because teacher–student relationships serve as a proximal developmental context. 
Research focusing on elementary students has shown that positive teacher–student 
relationships, which include emotional warmth and support, significantly predict 
learning motivation and engagement. Fan (2023) found that teacher–student 
relationship quality had a strong positive predictive effect on learning motivation 
among Chinese elementary school students, with teacher support scores strongly 
correlated with students’ motivation. Similarly, a study of primary schools in Lahore 
reported that teacher–student relationships exerted a strong effect on students’ 
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motivation, academic behavior, and participation, highlighting that emotionally 
responsive and student-centered teaching practices are crucial for children’s academic 
and socioemotional development (Fatima et al., 2025). These results are consistent with 
broader longitudinal evidence showing that early supportive relationships with teachers 
protect students from later academic and emotional difficulties (Hamre & Pianta, 2003; 
Wang et al., 2020). 

Taken together, existing literature suggests that teacher emotional support is a 
central component of a supportive school environment and a robust predictor of 
students’ motivation, engagement, achievement, and well-being. The evidence also 
indicates that its influence is partly mediated through internal variables such as 
academic self-efficacy, resilience, positive academic emotions, and reduced burnout, 
and that such effects are observable from primary school through higher education 
across various cultural settings. However, scholars note that research focusing 
specifically on emotional support in primary schools, and on how it operates together 
with other school support systems such as peer support and structural school resources, 
remains relatively limited. This gap provides a clear rationale for examining teacher 
emotional support as a key dimension of the school support system in studies of primary 
students’ learning motivation. 

 
2.4 School Resource Support 

School resource support is generally understood as the availability, quality, and 
accessibility of physical and instructional resources that enable effective teaching and 
learning. It typically includes classroom facilities, furniture, lighting, ventilation, 
educational materials, libraries, laboratories, and information and communication 
technologies (ICT). Recent scholarship emphasizes that the physical and material 
learning environment is not a neutral backdrop but an active component of the 
educational process that shapes students’ engagement, experiences, and academic 
outcomes (Rusticus et al., 2022). Systematic and empirical studies show that well 
resourced schools tend to provide more conducive learning climates, which in turn are 
associated with higher levels of motivation and performance among students at 
different educational levels (Ye et al., 2024). 

A growing body of research has documented the direct and indirect effects of 
school infrastructure and resources on student achievement. Aloysius (2025) reported 
that improvements in classroom conditions, access to instructional materials, and 
overall school facilities had a significant positive effect on pupils’ academic 
performance, suggesting that investment in infrastructure is a key lever for raising 
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learning outcomes. A recent review focusing on upgraded school facilities in Sarawak, 
Malaysia, also synthesized evidence that enhanced physical school environments are 
associated with better educational attainment and called for more systematic evaluation 
frameworks to capture these effects (Njong-Mom, 2025). 

Studies in low and middle income contexts further underscore the importance of 
basic facilities and learning resources. Shahid (2021) showed that lack of classrooms, 
inadequate lighting, insufficient toilets, and limited textbooks in basic education 
schools significantly constrained students’ educational experiences and progress, 
highlighting that resource deficits are directly perceived by learners as barriers to 
learning. In a similar vein, Sukurieth (2021) examined public secondary schools in 
Tanzania and found that availability of physical infrastructure such as classrooms, 
furniture, and water and sanitation facilities was a significant determinant of perceived 
quality of education. Recent work in public primary schools in Dodoma City likewise 
indicates that deficiencies in the physical learning environment including classroom 
infrastructure, ventilation, lighting, and instructional resources are associated with 
reduced teaching effectiveness and weaker student learning outcomes (Kavishe & 
colleagues, 2024). 

Beyond direct effects on achievement, school resource support is increasingly 
discussed in relation to student engagement and motivation. Reviews of the educational 
environment show that classroom and school conditions influence students’ cognitive, 
behavioral, and emotional engagement, which then mediate the relationship between 
environment and academic achievement (Kassab et al., 2024). From the perspective of 
Self Determination Theory, resource rich environments can support students’ need for 
competence by providing appropriate tools, materials, and opportunities to experience 
mastery, and can also enable more varied, activity based learning that fosters autonomy 
(Rusticus et al., 2022). Conceptual work on motivating learning environments similarly 
argues that thoughtfully designed physical and digital resources are critical elements in 
creating engaging and motivating learning contexts (Marcellis et al., 2024). 

Although much of the empirical literature has focused on secondary or higher 
education, the implications for primary schooling are clear. Primary students are 
particularly sensitive to the immediate physical and material conditions of their 
classrooms, and inadequate facilities can quickly translate into discomfort, distraction, 
and reduced willingness to participate. Recent work on inclusive and neurodiversity 
affirming practice also stresses that adapting the physical classroom environment and 
providing appropriate resources are fundamental to promoting participation and 
reducing barriers to learning for diverse learners (National Council for Special 
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Education, 2024). These developments point to the need to conceptualize school 
resource support as a core dimension of the school support system that can foster or 
hinder young learners’ motivation and engagement. However, there remains a relative 
lack of SDT based studies that explicitly model school resource support together with 
social support variables such as teacher and peer support when examining primary 
school students’ learning motivation, which provides a clear rationale for including this 
construct in the present study. 

 
2.5 Peer Learning Support 

Peer learning support is usually defined as the academic, emotional, and social 
assistance that students provide to one another through interactions such as cooperative 
learning, peer tutoring, group work, and informal help during class activities. Recent 
research consistently shows that positive peer relationships and peer support are 
important predictors of students’ engagement, motivation, and academic achievement 
in school settings (Baines et al., 2024; Shao et al., 2024). In primary school classrooms, 
academically focused peer relations, such as working with classmates on tasks, asking 
questions, and sharing explanations, have been linked to higher behavioral and 
cognitive engagement, while socially focused peer relations, such as friendship and 
emotional support, contribute to students’ sense of belonging and willingness to 
participate (Baines et al., 2024). 

A growing body of quantitative research and reviews has documented the 
mechanisms through which peer learning support affects academic outcomes. A 
systematic review by Yuliawati et al. (2025) concluded that peer social support 
contributes to academic achievement by enhancing learning motivation, increasing 
participation, and strengthening cognitive engagement. Similarly, Shao et al. (2024) 
showed that peer relationships among junior high school students predicted academic 
achievement both directly and indirectly through a chain of learning motivation and 
learning engagement, indicating that peer support shapes students’ internal 
motivational states and their actual involvement in learning activities. Villar et al. (2025) 
reported that perceived peer support had a significant positive effect on students’ self 
regulated motivation, and that several motivational regulation strategies mediated the 
relationship between peer support and academic outcomes. Taken together, these 
findings suggest that peer learning support influences achievement largely through its 
impact on motivation and engagement rather than only through direct cognitive 
assistance. 
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Recent work has also begun to connect peer learning support explicitly with Self 
Determination Theory. In a qualitative study grounded in SDT, Parmar et al. (2025) 
found that a structured peer support program in postgraduate education enhanced 
students’ engagement and perceived learning benefits by fostering social connection, 
encouragement, and shared problem solving. Collaborative learning research similarly 
shows that peer tutoring, group projects, and discussion based activities strengthen 
students’ sense of relatedness and community, which in turn boosts motivation and 
engagement (Liang, 2025). From an SDT perspective, these peer interactions satisfy 
students’ need for relatedness and can also support competence through mutual 
explanation and feedback, thereby promoting more autonomous forms of learning 
motivation. Recent experimental work on computer supported collaborative learning 
further indicates that peers can act as providers of need support by offering 
informational help and emotional encouragement in group tasks (van Leeuwen et al., 
2025). 

Studies focusing on school participation and engagement also highlight the role of 
peer support alongside family and teacher support. Olana et al. (2022) found that peer 
support, together with family and teacher support, significantly predicted adolescents’ 
school participation in Ethiopian secondary schools, suggesting that social resources 
from peers are an important part of the broader school support system. Meta analytic 
and large scale survey evidence on student engagement similarly points to peer relations 
as a key contextual factor, with students who report stronger peer connections showing 
higher levels of classroom engagement and lower risk of disengagement (Li et al., 2023; 
Veiga et al., 2014). Although these studies are not always framed explicitly as “peer 
learning support,” they consistently show that supportive peer interactions in academic 
settings are associated with more positive engagement profiles. 

 
2.6 Learning Motivation 

Learning motivation is commonly defined as the psychological processes that 
initiate, direct, and sustain students’ learning behaviors. It reflects learners’ willingness, 
interest, effort, and persistence in academic tasks (Xia et al., 2025). Recent evidence 
has repeatedly demonstrated that learning motivation plays a central role in predicting 
students’ academic engagement and achievement across educational stages. For 
example, a longitudinal study found that students with higher levels of intrinsic 
motivation and competence beliefs showed significantly higher engagement and 
academic performance over time (Liu et al., 2024). 
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Meta-analytic evidence also confirms the impact of learning motivation on 
academic outcomes. Wang et al. (2024) synthesized SDT-based motivational 
interventions and concluded that programs supporting autonomy, competence, and 
relatedness significantly increased learners’ intrinsic motivation, engagement, and 
performance. Similarly, a large meta-analysis by Howard et al. (2021) demonstrated 
that autonomous forms of motivation (intrinsic motivation and identified regulation) 
were consistently associated with higher achievement, persistence, and well-being, 
whereas controlled motivation was associated with weaker engagement and lower 
performance. 

Recent studies also emphasize how pedagogical approaches influence learning 
motivation. Costa et al. (2025) reported that active learning approaches, such as 
collaborative learning and inquiry-based instruction, significantly enhanced students’ 
motivation and participation. Additional classroom-based experimental research found 
that project-based learning (PjBL) increased both learning motivation and conceptual 
understanding among primary and secondary learners (Kokotsaki & Loukina, 2023). 

Technology-enhanced learning is another emerging theme. A recent meta-review 
showed that mobile learning environments incorporating interactive features and 
feedback boosted learners’ motivation and persistence in digital tasks (Zhao et al., 
2023). These findings suggest that varied, engaging learning environments contribute 
to higher motivation by enhancing autonomy, competence, and relevance. 

However, some studies report discrepancies between achievement and motivation. 
For instance, Fuertes et al. (2023) found that intermediate-level students demonstrated 
satisfactory grades despite reporting relatively low learning motivation, indicating the 
complex and multidimensional nature of motivation and suggesting that external 
rewards may temporarily maintain performance even when internal motivation is weak. 

Overall, contemporary research shows that learning motivation is influenced by 
pedagogical practices, social support, technological environments, and classroom 
climate. More importantly, its consistent positive association with engagement and 
achievement underscores the importance of examining motivational factors in primary 
education, where students’ attitudes toward learning begin to form and solidify. 

 
2.7 Conceptual Framework 

This study is grounded in Self-Determination Theory (SDT), which posits that 
students’ learning motivation is influenced by environmental factors that support 
autonomy, competence, and relatedness. Within the school context, these psychological 
needs are shaped not only by teachers but also by the broader learning environment and 
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peer interactions. Consistent with SDT, this study conceptualizes school support 
systems as a multidimensional construct comprising four components: (1) teacher 
autonomy support, (2) teacher emotional support, (3) school resource support, and (4) 
peer learning support. The conceptual framework positions learning motivation as the 
outcome variable influenced by four independent variables representing different 
dimensions of school support. The framework assumes direct effects from each 
component of support to students’ learning motivation. 

 
Figure 2.1 Conceptual Framework 
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Chapter 3 Research Methodology 
 
3.1 Research Design 

This study employed a quantitative research design to examine the influence of 
school support systems on primary school students’ learning motivation. A structured 
questionnaire was used as the primary data collection instrument, and data were 
gathered through an online survey platform to ensure wide accessibility and efficient 
distribution. 

 
3.2 Questionnaire Design 

The questionnaire used in this study was designed to measure the four dimensions 
of school support: teacher autonomy support, teacher emotional support, school 
resource support, and peer learning support, as well as primary school students’ learning 
motivation. The instrument consisted of two main parts. The first part collected 
demographic information, including grade level, gender, and school location. The 
second part comprised the core measurement items for the study constructs. All 
variables were measured using a five-point Likert scale ranging from 1 (“strongly 
disagree”) to 5 (“strongly agree”), allowing students to indicate the extent to which each 
statement reflected their perceptions. 

Table 3.1 Questionnaire Items 
Construct Code Item Source 
Teacher Autonomy 
Support 

TAS1 My teacher allows me to make 
choices in my learning. 

Reeve & Jang 
(2006); Reeve 
(2009) TAS2 My teacher encourages me to 

express my own ideas in class. 
TAS3 My teacher explains why 

learning tasks are important. 
TAS4 My teacher lets me try different 

ways to solve problems. 
TAS5 My teacher listens to my 

opinions during class activities. 
Teacher Emotional 
Support 

TES1 My teacher cares about my 
feelings. 

Hamre & 
Pianta (2005); 
Pianta (2001) TES2 My teacher treats me kindly and 

respectfully. 
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TES3 My teacher encourages me 
when I face difficulties. 

TES4 My teacher makes me feel safe 
and comfortable in class. 

TES5 My teacher is patient when I do 
not understand something. 

School Resource 
Support 

SRS1 My school provides enough 
learning materials. 

Barrett et al. 
(2015) 

SRS2 My school has good classroom 
facilities. 

SRS3 My school provides useful 
digital tools for learning. 

SRS4 The learning environment in my 
school helps me study well. 

SRS5 I can easily access the resources 
I need. 

Peer Learning Support PLS1 My classmates help me when I 
do not understand something. 

Wentzel 
(1997); Furrer, 
& Skinner 
(2003); 
Johnson & 
Johnson 
(2009) 

PLS2 My classmates encourage me to 
do my best in learning. 

PLS3 I like working together with my 
classmates on learning tasks. 

PLS4 My classmates share useful 
ideas during group activities. 

PLS5 I feel supported by my 
classmates during learning. 

Learning Motivation LM1 I enjoy learning new things in 
school. 

Ryan & Deci 
(2017); Ryan 
& Connell, 
(1989); 
Vallerand et 
al. (1992) 

LM2 I feel happy when I learn 
something interesting. 

LM3 I study because learning is 
important to me. 

LM4 I want to do well in my 
schoolwork. 

LM5 I try hard in learning because I 
want to improve myself. 
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3.3 Hypothesis 
H1: Teacher autonomy support has a significant positive effect on primary school 

students’ learning motivation. 
H2: Teacher emotional support has a significant positive effect on primary school 

students’ learning motivation. 
H3: School resource support has a significant positive effect on primary school 

students’ learning motivation. 
H4: Peer learning support has a significant positive effect on primary school 

students’ learning motivation. 
 
3.4 Population and Sample 

The target population of this study consisted of primary school students enrolled 
in public primary schools in Jiangsu Province, China. A total of 300 students 
participated in the study. The study focused on students in Grades 4 to 6, as students at 
these grade levels possess the cognitive ability to understand questionnaire items and 
reliably report their perceptions of teacher support, school environment, peer 
interactions, and learning motivation. 

A random sampling strategy was adopted due to the feasibility of obtaining 
responses through online distribution. Participating schools were contacted through 
school administrators and class teachers who agreed to assist with sharing the 
questionnaire link with students and parents. 

 
3.5 Data Collection 

Data were collected via an online questionnaire disseminated through 
Wenjuanxing, a widely used online survey platform in China. A total of 300 
questionnaires were distributed, and 289 were returned, yielding a response rate of 96%. 
After screening for completeness and data quality, 278 valid questionnaires were 
retained for data analysis. The questionnaire included items measuring four dimensions 
of school support (teacher autonomy support, teacher emotional support, school 
resource support, peer learning support) and students’ learning motivation. Prior to data 
collection, informed consent was obtained from school administrators, teachers, and 
parents or legal guardians. 

 
3.6 Data Analysis 

The data collected from the online questionnaire were analyzed using both SPSS 
and AMOS to examine the relationships among the study variables. First, descriptive 
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statistics were conducted to summarize demographic characteristics of the respondents 
and to provide an overall profile of the sample. Prior to hypothesis testing, the dataset 
underwent reliability analysis using Cronbach’s alpha to assess the internal consistency 
of each measurement scale. Construct validity was further examined through 
Confirmatory Factor Analysis (CFA) in AMOS, which evaluated model fit indices, 
factor loadings, Average Variance Extracted (AVE), and Composite Reliability (CR) 
to establish convergent and discriminant validity. After confirming the adequacy of the 
measurement model, correlation analysis was performed to identify the initial 
associations among teacher autonomy support, teacher emotional support, school 
resource support, peer learning support, and learning motivation. Finally, Structural 
Equation Modeling (SEM) was employed to test the hypothesized direct effects of the 
four dimensions of school support on students’ learning motivation. 

 
3.7 Reliability and Validity Analysis of the Scale 

Internal consistency reliability was assessed for each construct. All Cronbach’s 
alpha coefficients exceeded the recommended threshold of 0.70, indicating high 
internal consistency among the items within each dimension. This suggests that the 
items measuring teacher autonomy support, teacher emotional support, school resource 
support, peer learning support, and learning motivation were stable and coherent. In 
addition, the Composite Reliability (CR) values for all constructs were above 0.70, 
further supporting the reliability of the measurement scales. 

Table 3.2 Reliability Analysis 
Construct Number of Items Cronbach’s α Composite 

Reliability (CR) 
Teacher Autonomy 
Support (TAS) 

5 0.89 0.91 

Teacher Emotional 
Support (TES) 

5 0.92 0.93 

School Resource 
Support (SRS) 

5 0.87 0.90 

Peer Learning 
Support (PLS) 

5 0.88 0.91 

Learning 
Motivation (LM) 

5 0.90 0.92 
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Table 3.3 KMO and Bartlett's Testª 
Kaiser-Meyer-Olkin Measure of Sampling 

Adequacy 
 0.921 

Bartlett's Test of Sphericity 
Approx. Chi-Square 3254.87 

df 300 
Sig. 0.000 

The KMO value of 0.921 shows excellent sampling adequacy, indicating that the 
correlations among items are strong enough for factor analysis. The significant 
Bartlett’s Test (p < 0.001) confirms that the correlation matrix is not an identity matrix, 
suggesting that the dataset is highly suitable for EFA and CFA. 
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Chapter 4 Findings and Discussion 
 

4.1 Demographic Characteristics 
Table 4.1 Demographic Characteristics of Respondent 

Variable Category Frequency (n) Percentage (%) 
Gender Male 132 47.5% 

Female 146 52.5% 
Grade Level Grade 4 96 34.5% 

Grade 5 101 36.3% 
Grade 6 81 29.1% 

School 
Location 

Urban Schools 158 56.8% 
Suburban Schools 78 28.0% 
Rural Schools 42 15.1% 

Only Child 
Status 

Yes 149 53.6% 
No 129 46.4% 

Parents’ 
Education 
Level 

Junior High School or Below 84 30.0% 
High School / Vocational 121 43.5% 
Bachelor’s Degree or Above 73 26.4% 

A total of 278 valid responses were collected from primary school students in 
Jiangsu Province, China. Among the respondents, 47.5% were male (n = 132) and 52.5% 
were female (n = 146), indicating a relatively balanced gender distribution. Regarding 
grade level, 34.5% of the students were in Grade 4, 36.3% in Grade 5, and 29.1% in 
Grade 6, showing that the sample was well distributed across upper primary grades. 

With respect to school location, 56.8% of the students attended urban schools, 28.0% 
attended suburban schools, and 15.1% attended rural schools. This distribution reflects 
a larger representation of students from urban educational settings, consistent with the 
general population density of Jiangsu Province. 

In terms of family structure, 53.6% of the respondents were only children, while 
46.4% came from multi-child families. Parents’ education levels varied: 30.0% of 
parents had a junior high school education or below, 43.5% had completed high school 
or vocational education, and 26.4% held a bachelor’s degree or above. This indicates a 
diverse socioeconomic background among the participants, supporting the 
representativeness of the sample for the region. 
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Overall, the demographic characteristics suggest that the sample is sufficiently 
diverse and appropriate for examining the influence of school support systems on 
students’ learning motivation. 

 
4.2 Descriptive Statistics 

Table 4.2 Descriptive Statistics of Variables 
Construct Item Mean 

(M) 
Standard 
Deviation 
(SD) 

Skewness Kurtosis 

Teacher Autonomy Support 
(TAS) 

5 3.84 0.71 -0.42 -0.18 

Teacher Emotional Support 
(TES) 

5 4.02 0.68 -0.55 0.06 

School Resource Support 
(SRS) 

5 3.76 0.74 -0.31 -0.22 

Peer Learning Support 
(PLS) 

5 3.89 0.70 -0.47 -0.10 

Learning Motivation (LM) 5 4.08 0.66 -0.63 0.11 
Descriptive statistics were computed for the five main constructs in the study. The 

mean scores indicated that students generally reported moderately high levels of 
perceived teacher autonomy support (M = 3.84), teacher emotional support (M = 4.02), 
school resource support (M = 3.76), peer learning support (M = 3.89), and learning 
motivation (M = 4.08). Standard deviations ranged from 0.66 to 0.74, suggesting 
relatively low variability in student responses. Skewness and kurtosis values for all 
constructs fell within the acceptable range of –1 to +1, indicating that the data 
approximated a normal distribution. These results support the suitability of the dataset 
for subsequent parametric statistical analyses, including correlation analysis and 
structural equation modeling. 

 
4.3 Exploratory Factor Analysis 

An Exploratory Factor Analysis (EFA) using principal axis factoring and varimax 
rotation was conducted to examine the underlying structure of the scale. The results 
extracted five distinct factors, consistent with the theoretical constructs of teacher 
autonomy support, teacher emotional support, school resource support, peer learning 
support, and learning motivation. All items loaded strongly on their intended factors, 
with factor loadings exceeding 0.60, indicating that the items appropriately represented 
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their respective constructs. No cross-loadings above 0.40 were found, supporting the 
clarity of the factor structure. 

Table 4.3 Exploratory Factor Analysis Factor Loading 
Construct Item Factor Loading 
TAS TAS1 0.76 

TAS2 0.82 
TAS3 0.84 
TAS4 0.79 
TAS5 0.83 

TES TES1 0.85 
TES2 0.81 
TES3 0.88 
TES4 0.79 
TES5 0.80 

SRS SRS1 0.75 
SRS2 0.78 
SRS3 0.82 
SRS4 0.77 
SRS5 0.80 

PLS PLS1 0.81 
PLS2 0.78 
PLS3 0.83 
PLS4 0.80 
PLS5 0.79 

LM LM1 0.82 
LM2 0.85 
LM3 0.78 
LM4 0.83 

 
4.4 Confirmatory Factor Analysis 

A Confirmatory Factor Analysis (CFA) was performed using AMOS to validate 
the measurement model. The model demonstrated an acceptable and robust fit to the 
data, with the following fit indices meeting recommended thresholds: χ²/df < 3, CFI > 
0.90, TLI > 0.90, RMSEA < 0.08, and SRMR < 0.08. All standardized factor loadings 
were statistically significant and exceeded 0.60, confirming that each indicator 
contributed meaningfully to its latent construct. 
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Table 4.4 Confirmatory Factor Analysis Model Fit 
Fit Index Recommended Threshold Obtained Value 
χ²/df < 3.0 2.13 
CFI > 0.90 0.943 
TLI > 0.90 0.932 
RMSEA < 0.08 0.056 
SRMR < 0.08 0.047 

 
4.5 Convergent Validity and Discriminant Validity 

Convergent validity was assessed using the Average Variance Extracted (AVE) 
and Composite Reliability (CR). All AVE values were above 0.50, and CR values 
exceeded 0.70, demonstrating that each construct explained more than half of the 
variance in its indicators and exhibited high internal consistency. These results provide 
strong evidence of convergent validity. 

Table 4.5 Convergent Validity Analysis Results 
Construct CR AVE 
Teacher Autonomy Support (TAS) 0.91 0.65 
Teacher Emotional Support (TES) 0.93 0.68 
School Resource Support (SRS) 0.90 0.60 
Peer Learning Support (PLS) 0.91 0.64 
Learning Motivation (LM) 0.92 0.66 

Lastly, discriminant validity was evaluated using the Fornell–Larcker criterion. 
For each construct, the square root of the AVE was greater than its correlations with 
other constructs, indicating that the latent variables were conceptually distinct. 

Table 4.6 Discriminant Validity Analysis Results 
Construct TAS TES SRS PLS LM 
TAS 0.81     
TES 0.45 0.82    
SRS 0.41 0.48 0.77   
PLS 0.38 0.44 0.42 0.80  
LM 0.50 0.55 0.49 0.46 0.81 

 
4.6 Correlation Analysis 

A Pearson correlation analysis was conducted to examine the relationships among 
the five main variables: teacher autonomy support, teacher emotional support, school 
resource support, peer learning support, and learning motivation. 
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Table 4.7 Correlation Analysis Result 
Variable TAS TES SRS PLS LM 
Teacher Autonomy Support (TAS) 1     
Teacher Emotional Support (TES) 0.45 1    
School Resource Support (SRS) 0.41 0.48 1   
Peer Learning Support (PLS) 0.38 0.44 0.42 1  
Learning Motivation (LM) 0.50 0.55 0.49 0.46 1 

The results indicated that all variables were positively and significantly correlated 
at the p < 0.01 level. Teacher autonomy support showed a moderate positive correlation 
with learning motivation (r = 0.50), suggesting that when students perceive greater 
autonomy support from teachers, they tend to report higher levels of motivation. 
Teacher emotional support was strongly correlated with learning motivation (r = 0.55), 
indicating that emotionally supportive teacher–student interactions are closely 
associated with students’ motivational outcomes. 

School resource support also demonstrated a moderate positive correlation with 
learning motivation (r = 0.49), showing that well-equipped and resource-rich school 
environments contribute to stronger learning motivation. Peer learning support 
exhibited a moderate correlation with learning motivation (r = 0.46), implying that 
supportive peer interactions are beneficial for students’ motivation but to a slightly 
lesser degree than teacher-related support. 

The intercorrelations among the four predictor variables ranged between 0.38 and 
0.48, indicating that while the dimensions of school support are positively related, they 
remain distinct constructs. Overall, the correlation results provide preliminary evidence 
supporting the hypothesized relationships and justify further analysis using structural 
equation modeling. 

 
4.7 Structural Equation Model Analysis 

Table 4.8 Standardized Path Coefficients and Significance Level 
Hypothesis Path β (Standardized) SE CR (t-value) p-value Supported 
H1 TAS → LM 0.28 0.06 4.57 < 0.001 Yes 
H2 TES → LM 0.32 0.07 4.71 < 0.001 Yes 
H3 SRS → LM 0.21 0.06 3.38 0.001 Yes 
H4 PLS → LM 0.19 0.05 3.10 0.002 Yes 

The structural equation model was tested to examine the hypothesized 
relationships among teacher autonomy support, teacher emotional support, school 
resource support, peer learning support, and learning motivation. The results showed 
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that the structural model demonstrated good predictive power. Teacher autonomy 
support had a significant positive effect on learning motivation (β = 0.28, p < 0.001), 
supporting H1. Teacher emotional support also exerted a strong positive effect on 
learning motivation (β = 0.32, p < 0.001), providing support for H2. School resource 
support positively predicted learning motivation (β = 0.21, p = 0.001), supporting H3. 
Peer learning support had a significant positive relationship with learning motivation 
(β = 0.19, p = 0.002), supporting H4. 

 
4.8 Discussion 

The confirmation of H1 indicates that when teachers provide autonomy-supportive 
practices students demonstrate higher levels of learning motivation. This finding 
suggests that autonomy-supportive environments help students internalize learning 
goals and develop a stronger sense of ownership in their learning process, which aligns 
with the core assumptions of Self-Determination Theory. 

The confirmation of H2 shows that emotionally supportive teacher–student 
relationships significantly strengthen students’ motivation. When teachers express care, 
encouragement, and emotional warmth, students feel valued and connected, which 
enhances their willingness to engage in learning activities. This result highlights the 
importance of emotional climates in classrooms, reinforcing the idea that positive 
relational experiences are critical for sustaining motivation. 

The confirmation of H3 indicates that access to adequate school resources—
including learning materials, classroom facilities, and technological tools—positively 
contributes to students’ motivation. Well-equipped learning environments enhance 
students’ perceived competence and reduce barriers to participation, thereby supporting 
their motivation to learn. This emphasizes the need for schools to continue improving 
physical and instructional resources as part of their motivational support systems. 

The confirmation of H4 suggests that supportive peer interactions promote 
students’ learning motivation. When classmates collaborate, encourage each other, and 
share learning strategies, they create a socially supportive learning community that 
enhances engagement and fosters positive attitudes toward learning. This result 
underscores the role of peer dynamics as an important motivational resource in primary 
education. 

 
  



 

27 
 

Chapter 5 Conclusion and Recommendation 
 
5.1 Conclusion 

This study examined the influence of school support systems on primary school 
students’ learning motivation, focusing on four key dimensions: teacher autonomy 
support, teacher emotional support, school resource support, and peer learning support. 
Based on quantitative data collected from primary school students in Jiangsu Province, 
the findings demonstrated that all four dimensions of support exerted significant and 
positive effects on students’ learning motivation. These results highlight the 
multidimensional nature of school environments and confirm that motivation is shaped 
not only by instructional practices but also by emotional, material, and peer-related 
factors. 

Teacher autonomy support and teacher emotional support emerged as the strongest 
predictors, indicating that supportive teacher behaviors play a central role in fostering 
students’ intrinsic interest and willingness to learn. School resource support was also 
found to be a meaningful contributor, demonstrating that well-equipped learning 
environments can enhance students’ perceived competence and engagement. In 
addition, peer learning support contributed positively to learning motivation, 
emphasizing the importance of collaborative learning and socially supportive peer 
interactions in primary classrooms. 

Overall, the study concludes that a holistic school support system is essential for 
promoting learning motivation among primary school students. By creating autonomy-
supportive classrooms, nurturing emotionally positive teacher–student relationships, 
improving school resources, and strengthening peer learning communities, schools can 
cultivate a motivational climate that supports students’ academic development and 
long-term learning engagement. 

 
5.2 Recommendation 

Based on the findings of this study, several recommendations are proposed to 
enhance primary school students’ learning motivation through strengthened school 
support systems. 

1. Recommendations for Teachers 
Teachers are encouraged to adopt more autonomy-supportive instructional 

practices by providing students with meaningful choices, encouraging independent 
thinking, and acknowledging students’ perspectives during classroom activities. In 
addition, teachers should intentionally cultivate emotionally supportive relationships by 
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demonstrating warmth, patience, and encouragement, especially when students face 
learning challenges. Professional development programs focusing on autonomy support 
and emotional communication strategies are recommended to further strengthen these 
practices. 

2. Recommendations for Schools 
Schools should prioritize improving the availability and quality of learning 

resources, including textbooks, digital tools, classroom facilities, and supplementary 
materials that support active and engaging learning. Investment in resource-rich 
environments can enhance students’ sense of competence and foster greater motivation. 
Schools should also promote collaborative learning structures by implementing peer 
tutoring, group work, and cooperative learning activities, which have been shown to 
strengthen students’ peer learning support. 

 
5.3 Further Study 

First, the current study relied on self-reported questionnaire data from primary 
school students, which may be subject to response bias. Future research could 
incorporate multiple data sources, such as teacher reports, classroom observations, or 
qualitative interviews, to obtain a more comprehensive understanding of how school 
support systems influence learning motivation. Second, this study focused on students 
from a single province in China, which may limit the generalizability of the findings. 
Future studies are encouraged to include samples from different regions, school types, 
or cultural contexts to enhance external validity. 

Third, this model examined the direct effects of four forms of school support on 
learning motivation. Future studies may explore potential mediators such as self-
efficacy, academic emotions, sense of belonging, or learning engagement to reveal 
deeper mechanisms underlying student motivation. In addition, future research may 
examine moderators such as gender, grade level, socioeconomic background, or 
classroom climate to identify whether the effects vary across different student groups. 
Lastly, longitudinal or experimental designs could be employed to investigate the long-
term impact of school support systems on students’ motivation and academic outcomes, 
offering stronger causal evidence than cross-sectional approaches. 
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Appendix 
Section 1: Demographic Information 

1. Gender 
☐ Male 
☐ Female 

2. Grade Level 
☐ Grade 4 
☐ Grade 5 
☐ Grade 6 

3. School Location 
☐ Urban 
☐ Suburban 
☐ Rural 

4. Only Child Status 
☐ Yes 
☐ No 

5. Parents’ Education Level 
☐ Junior High School or Below 
☐ High School / Vocational School 
☐ Bachelor’s Degree or Above 

 
Section 2: Main Variables 
A. Teacher Autonomy Support (TAS) 
(Please select one option for each statement.) 

Item 
Code 

Statement Options 

TAS1 
My teacher allows me to make choices in my 

learning. 
1 2 3 4 5 

TAS2 My teacher encourages me to express my ideas. 1 2 3 4 5 

TAS3 
My teacher explains why learning tasks are 

important. 
1 2 3 4 5 

TAS4 
My teacher lets me try different ways to solve 

problems. 
1 2 3 4 5 

TAS5 
My teacher listens to my opinions during class 

activities. 
1 2 3 4 5 



 

36 
 

 
B. Teacher Emotional Support (TES) 

Item 
Code 

Statement Options 

TES1 My teacher cares about my feelings. 1 2 3 4 5 

TES2 My teacher treats me kindly and respectfully. 1 2 3 4 5 

TES3 My teacher encourages me when I face difficulties. 1 2 3 4 5 

TES4 My teacher makes me feel safe and comfortable. 1 2 3 4 5 

TES5 
My teacher is patient when I do not understand 

something. 
1 2 3 4 5 

 
C. School Resource Support (SRS) 

Item 
Code 

Statement Options 

SRS1 My school provides enough learning materials. 1 2 3 4 5 

SRS2 My school has good classroom facilities. 1 2 3 4 5 

SRS3 
My school provides useful digital tools for 

learning. 
1 2 3 4 5 

SRS4 
The learning environment in my school helps me 

study well. 
1 2 3 4 5 

SRS5 I can easily access the resources I need. 1 2 3 4 5 

 
D. Peer Learning Support (PLS) 

Item 
Code 

Statement Options 

PLS1 
My classmates help me when I do not understand 

something. 
1 2 3 4 5 

PLS2 My classmates encourage me to do my best. 1 2 3 4 5 

PLS3 
I enjoy working with my classmates on learning 

tasks. 
1 2 3 4 5 

PLS4 
My classmates share useful ideas during group 

activities. 
1 2 3 4 5 

PLS5 I feel supported by my classmates in learning. 1 2 3 4 5 
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E. Learning Motivation (LM) 

Item 
Code 

Statement Options 

LM1 I enjoy learning new things in school. 1 2 3 4 5 

LM2 I feel happy when I learn something interesting. 1 2 3 4 5 

LM3 I study because learning is important to me. 1 2 3 4 5 

LM4 I want to do well in my schoolwork. 1 2 3 4 5 

LM5 
I try hard in learning because I want to improve 

myself. 
1 2 3 4 5 
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