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Abstract. This research adopted PISA 2018 Student Questionnaires Database to 
process the sample figures in four participating provinces of China (Beijing, 
Shanghai, Jiangsu, Zhejiang), by investigating the academic achievement moti-
vation among 10330 15-year-old students. Specifically, the study employed mul-
tiple linear regression equation model to probe into the relationship between the 
academic achievement motivation and two relatively broad constructs, including 
family factors and teacher expectations. In order to explore the precise effects of 
family factors and teacher expectations, these two constructs have been subdi-
vided into two variables respectively, namely, family economic, social and cul-
tural status (ESCS), parental support, teacher support and teacher-student rela-
tionship. The research findings showed that: (1) There were significant correla-
tions between the academic achievement motivation and four abovementioned 
independent variables. Furthermore, every variable was closely related. (2) Fam-
ily sociocultural economic status (ESCS) and teacher support could positively 
predict students' academic achievement motivation, and the effect size of the for-
mer is greater than that of the latter. (3) Parental support and teacher-student re-
lationship negatively predicted students' academic achievement motivation. Par-
ents' over-intervention and students' slackness might be one of the important rea-
sons for the decline in academic achievement motivation. 

Keywords: academic achievement motivation; family economic, social and 
cultural status (ESCS); parental support; teacher support; teacher-student rela-
tionship; PISA 2018 

1 Introduction: 

The inquiry of motivation at the earliest could be traced back to the viewpoints con-
cerning human aspiration, volition and instinct, which were produced by several re-
nowned philosophers, Aristotle, Descartes, Locke. Motivation was an activity that 
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reflected desire [5]. Under the physiological categories, it was found that motivation 
was one of the cerebral advanced functions and it was the manifestation of a specific 
central activity leading to psychological responses [4]. Influenced by these theories, 
some early psychologists believed that will, analogous to motivation, was consisted of 
intention and volition. Thereinto, intention referred to the individual’s expectation, de-
mand and purpose, whereas, volition was the ability to convert inner desires into active 
behaviors [32] [66]. With the continuous in-depth research and the large-scale wave of 
behaviorism in the 1930s, the investigation of motivation theory shifted towards Hull’s 
Drive Theory in which motivation was divided into basic elements, such as needs, in-
ternal drive, goals and incentives. Yet, through the 1960s and into the 1970s, some 
modern motivational psychology researchers spotted that the concepts of Drive Theory 
focused on explaining the immanent causes of human behavior in Physiology, while 
social behavior, which gradually predominated, were still short of study [30]. But as 
the research further moved along into the field of cognitive psychology, the factors that 
triggered motivation were classified into needs (internal factors) and incentives (exter-
nal factors). Moreover, needs were subdivided into the scope, including individual de-
mand, interests, beliefs, worldviews, etc., while incentives laid more emphasis on goals, 
pressure, responsibilities and obligations brought about by the ambient conditions. 
From then on, the possibilities that impacted motivation have been elucidated from the 
aspects of Physiology. More importantly, the unique social significance of human ac-
tivities, such as exploration, comprehension, fulfilment, creation and so forth, has also 
attracted attention of the relevant scholars [35].  Therefore, the investigation on moti-
vation has been extended from the original psychological domain to many other aca-
demic areas due to the aforementioned connections.  

Discussing the interrelationship between social behavior and motivation from the 
perspectives of Education can be specific to the fact that the extrinsic motivation of 
learning motive in Pedagogy can promote the occurrence of students’ social behavior. 
For example, some students urge themselves on to study hard in order to receive the 
parental and teachers’ rewards or to avoid punishment from them. Owing to the multi-
farious starting points and research orientations of motivation in different fields, the 
definitions of motivation are too numerous to mention and cannot be lumped all to-
gether. However, the current conception of motivation widely recognized in academia 
was proposed by Woodworth in Dynamic Psychology, which was published in 1918. 
He summarized motivation as an inner psychological tendency or driving force that 
stimulated, guided and maintained individual behaviors in a goal-oriented manner. In 
terms of Educational Psychology, researchers were more concerned with student aca-
demic achievement motivation. Elliot and Church [22] defined academic achievement 
motivation as students’ cognitive structures of academic success, failure and their rele-
vant learning behaviors as well as students’ psychological perception towards the in-
tention or reason of their related academic achievement behaviors. Some research indi-
cated that academic achievement motivation exerted positive effects on learning, like 
orientation, persistence, and initiative [48], and it enabled to modulate psychological 
potential by means of timely preparation, intense focus and incremental investment, 
thereby allowing full play to cognitive competence and high efficiency of learning [19]. 
Accordingly, since the 21st century, many countries have cultivated and trained 

1908             Q. Zhang



students’ academic motivation to assist them in reaching learning objectives, and in-
corporated this index into the educational strategies aiming at improving the overall 
quality of students. Meanwhile, academic achievement motivation per se has gradually 
become one of the crucial issues of modern educational psychology [74]. 

At present, many domestic and foreign scholars generally employ the interior and 
exterior dichotomies to delve into the related motivational variates. The dichotomies 
appertain to the two facets that affect student academic achievement motivation, in-
volving the internal and external factors of students themselves. Amongst them, gender 
and age are representatives of the internal ones, whereas, family, school and society are 
normally regarded as the outside influences. Besides, gender and age have been taken 
into account as control variables in many particular analyses of the external elements 
[16] [45]. Additionally, the plentiful international literature have also conducted pro-
found discussions about various arguments on the basis of empirical and theoretical 
frameworks. In the light of familial reasons, the scale, members, the family status of 
each member [53] and the social class of the whole family [57], to some extent, all have 
a bearing on the level of students’ academic achievement motivation.  

As an indispensable constituent of family members, parents’ educational back-
ground, occupation, salary level, and parenting styles [1] likewise have an inevitable 
effect on students’ learning initiative. Of school factors, the role of teachers, shaping 
students’ academic achievement motivation, cannot be neglected as well. Their behav-
ior patterns [44], communication attitudes [3], relationship with students [45] and au-
tonomy support [33], etc. are closely associated with students’ academic achievement 
motivation.  

At last, apart from the adjustment and adaptation of student subject itself to social 
changes [37], the cultural traditions and mainstream ideology of the overall society [29] 
can also reflect the degree of students’ academic achievement motivation. Given the 
development pathway of individuals that is affected by special circumstances, which is 
mentioned in Vygotsky's Socio-cultural Theory, the values, beliefs, customs and basic 
skills of social groups in different cultures have multitudinous functions for the indi-
vidual development and their practical actions [14]. Consequently, this study pay more 
attention to the contributing factors of academic achievement motivation under locali-
zation.  

By retrieving massive domestic literature on academic achievement motivation, it 
has been found that, as far as personal reasons were concerned, gender, age [40], indi-
vidual long-term academic experience of success and failure [38], and self-efficacy [21] 
[43] have been corroborated the pertinence with academic achievement motivation to 
a certain extent. With regards to family factors, some empirical results have demon-
strated that there is a strong link between academic achievement motivation and par-
ents’ educational attainments, careers, incomes, upbringings and many other respects. 
It is also worth mentioning that the aforesaid viewpoints can positively predict achieve-
ment motivation [68] [70]. For instance, Ren and Xin [51] used family possessions, 
parents’ educational level and types of job as indicators of family socioeconomic status, 
finding that the students with high socioeconomic status had significantly stronger 
learning motivation than those with average or lower ones. In addition, Wang and Li 
[62] in their study have noted that parents’ emotional warmth and behavioral support 
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were significantly positively correlated with secondary school students’ academic 
achievement motivation in like manner. Finally, when it comes to the elements of 
school, teachers play a pivotal role in participating students’ learning and daily school 
life so that students in return retain a high perceptual sensitivity to teachers’ expecta-
tions and behavior [65], thus, teachers unarguably are capable of influencing the stu-
dents’ motivation for academic achievement [63]. In accordance with five empirical 
studies, Chen [9] reached the conclusion that there was a significant association be-
tween teacher autonomy support, family social class and students’ academic achieve-
ment motivation. What counts most in his findings is that when the effects of teacher 
autonomy support came into play, family social class could serve as a regulator. As a 
result, on the foundation of two scenario inspirations and simulations, the consistent 
conclusions were drawn: For the students of the lower-middle class, teacher autonomy 
support had positive impacts on their academic achievement motivation, which was in 
contrast to the students of high social class on account of the relatively low influence 
coefficient.   

Hence, based on the previous studies, this research selected the participants from the 
dataset of PISA 2018 with a high degree of consistency of the age (by and large ap-
proximately 15 years old) and a relatively balanced gender ratio after the holistic sta-
tistical analysis so as to control variables (For more details, please refer to the data 
source). It also emphatically analyzed the impact of external factors on students’ aca-
demic achievement motivation. 

Nevertheless, through reviewing and digging into the available literature, it has 
shown that the majority of the investigations on secondary school students’ academic 
achievement motivation still largely centered on the western countries, however, little 
literature with empirical evidences was produced regarding Chinese teenagers. The re-
trieval information of Chinese National Knowledge Infrastructure (CNKI) has sug-
gested that there have been only 134 papers containing “academic achievement moti-
vation” or “achievement motivation” in the subject, title or keywords since 1991. Be-
sides, before 2012 the publication of the articles was in a small quantity, even emerging 
a cliff between the years. The tendency towards the slow growth in the number has 
become apparent until after 2012. By virtue of the further screening for the titles, ab-
stracts and the full texts of the articles, it turned out only 24 studies depending on the 
data usage to quantitatively analyze the middle school students’ academic achievement 
motivation and other variables were listed. But in the meantime, most of them did not 
mention several critical research priorities, namely the mechanism and structure of stu-
dents' academic achievement motivation, the changes of achievement motivation under 
the complementary functions of multiple factors in different dimensions and the rigid 
measures with the fixed scale contents not in line with the local physical situation, etc. 
Given the above, it can be amply summed up the following issues that require to be 
highly regarded without delay in the existing work:  

The related variables and constructs of the studies are usually simplistic and unitary. 
Many discussions on academic achievement motivation were merely anchored in 
searching its correlation with academic performance and the subsequent impacts [25]. 
Additionally, despite some multivariable studies, they only touched upon the relation-
ship between a single variable and scholastic attainment besides achievement 
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motivation, such as self-management ability [41], self-efficacy [7], learning strategies 
[39], etc. Yet, the problem lies in the fact that less attention has been paid to the poten-
tial variables of intrinsic motivation that could affect the academic outcome. Even 
though there was the pertinent literature on academic achievement motivation, more 
often than not, the investigations comprised one construct, like family rearing style 
[75], learning engagement [71], teacher support behaviors [11] and so on. The narrow 
scope of these researches and the relevant analyses were difficult to reveal the actual 
influences of the mentioned elements. 

The data acquisition methods of the empirical studies, for the most part, still adopted 
Achievement Motives Scale (AMS) compiled by Norwegian psychologists Gjesme, T. 
and Nygard, R. in 1970 [26]. Although the scale has high reliability and validity, some 
questions in the survey probably cannot present the real reflection of the academic 
achievement motivation among current students along with the rapid advances in tech-
nology and the relentless innovation of educational philosophy.  

Numerous scholars who implemented the field research were confined to a single 
geographical region by reason of the accessibility of data, the quantity of the researchers 
and the technical difficulty of operation. On the other hand, the geographical and cul-
tural differences might account for the distinctions of students’ academic achievement 
motivation in different areas. Thus, the representativeness of the definitive conclusions 
remain elusive.   

Except for the studies utilizing the large databases, many other documents made no 
mention of how to take samples from the subjects so that many researchers are not yet 
convinced in terms of several points of contention, specifically, the scientific nature of 
the sampling size, the uniformity of the distribution and the acceptable range of the 
sampling error.  

2 Research Question: 

China, the largest developing country in the world, it not only differs from the western 
nations with respect to the macro environment, for example, economic situation, the 
fabric of the society, income distribution and the process of urbanization, etc., but also 
its diversity of educational management systems, pedagogical ideas, school layout, 
home-school resource cooperation and other domestic educational tactics results in dif-
ferences to some extent with western cultural background. 

Accordingly, combined with the review of the literature and the prior discussions of 
the practical studies, this research accepted the sample data from PISA 2018 of four 
provinces in China. It was designed to probe into the effects of family factors and 
teacher expectations on academic achievement motivation amidst 15-year-old middle 
school students, which has its peculiar research value. The primary reasons include the 
following: First, the dimensions of family factors and teacher expectations integrate the 
vital contexts and objects that play an essential role in student learning behaviors and 
intentions, that is to say, family and school, parents and teachers. As a consequence, 
these variables were chosen to lay a solid foundation for a comparatively complete and 
reliable empirical evidence for other research in the realm of this academic topic. 
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Second, as an international evaluation program, multilateral agencies and institutions 
are jointly responsible for the elaborate design and iterative testing of PISA question-
naires, including Australian Council for Educational Research (ACER), Dutch National 
Institute for Educational Measurement (CITO), Westat Corporation and Educational 
Testing Service (ETS) in the United States and Japanese National Institute for Educa-
tional Policy Research (NIER). This multinational union is in charge of updating the 
appraisal content and establishing the structure of the assessment in line with the de-
veloping trend of international education. Hence, the reports have high adaptability to 
the Times and allow to target for the different portions of the research. Third, China, as 
one of the foremost participating countries in PISA, was selected four provinces or 
cities of the mainland for evaluation, which remedy the limitations of geographical re-
gions to a certain extent. Last, the sample entirety of PISA relies on the age-based def-
inition in order to ensure the representation of the sample size. Furthermore, it uses 
Proportional to Population Size (PPS) to improve the accuracy of analyzing the vari-
ance between schools and within schools as much as possible and to reduce the sam-
pling error and systematic bias.  

3 Data Analysis: 

3.1 Data Sources 

The data derives from the test results of Program for International Student Assessment 
(PISA) in 2018, which was launched in 2000 and was organized by the Organization 
for Economic Co-operation and Development (OCED) every three years. It conducted 
a longitudinal investigation on the core learning capabilities of 15-year-old school stu-
dents worldwide, to be specific, science, mathematics and reading literacy. In order to 
provide valid evidence for the unceasing reform and innovation of education and ped-
agogy, this project was intended to dissect the considerable parameters of students’ 
development in various nations with an educational panorama covering background, 
input, process, output and outcome.  

Therefore, this article selected 12058 students from 361 schools as the samples in 
the four provinces or cities of China (Beijing, Shanghai, Jiangsu and Zhejiang) by 
adopting the student questionnaire. After processing the missing values, the effective 
samples are 10330 constituting 5001 girls and 5329 boys and the ratio of male to female 
is 1.07:1.  

3.2 Research Variables 

The dependent variable of this study is academic achievement motivation, which could 
be measured and analyzed by the degree of the expectations in academic achievement 
and the desired educational level obtained in the future. The PISA report has illustrated 
the measurement index by means of the average presented in the International Standard 
Classification of Education (ISCED Level). In view of the independent variables, the 
category includes two dimensions: family factors containing students’ family 
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economic, social and cultural status (ESCS) and parental support and teacher expecta-
tions incorporating teacher support and teacher-student relationship.  

3.2.1 The Dependent Variable --- Academic Achievement Motivation  
On the basis of the performance goal orientation in Goal Orientation Theory pro-

posed by Carol S. Dweck in the 1980s, it expatiated upon the students’ enterprising 
behavior and aspiration related to academic achievement motivation. They largely de-
pended on the individual’s commitment to seek positive feedback or results about their 
abilities to demonstrate personal capacity. What’s more, Hoffmann et al. [31] found 
that performance goal orientation could significantly affect learning efficiency. To sum 
up, this paper exploited the degree of students’ expectations for educational and pro-
fessional accomplishments in the future from the questionnaire as the indicator to esti-
mate the current level of their academic achievement motivation.  

3.2.2 The Independent Variables --- Family Factors 
Amid familial factors, for the sake of measuring the variable, ESCS, PISA has em-

ployed the materialistic standpoints in gradient methodology and social economic sta-
tus (SES) for reference. For instance, regarding the measurement of SES in North 
America as a benchmark, PISA has built a weighted average of three indices: the high-
est educational level of the parents, the occupational status and family property in 
ISCED scale. The first two moduli conform to North American SES evaluation stand-
ard, while family possessions are defined as an appraisable segment of household in-
come and material wealth because of the ownership or consumption of durable goods 
[24]. Then, seeing the students’ response rate, the aspects below in the questionnaire 
are attached to the study: parental educational attainments, professional qualifications, 
family material wealth and physical learning resources.  

The second element of family factors is parental support. In accordance with Self-
determination Theory (SDT), although immersive learning state is influenced by the 
attitudes, values and hobbies of one’s own, students’ behavior and motivation are di-
rected by the surroundings as well [55] [58]. As one of the most decisive roles in the 
family circumstance, their expression of empathy, respect for children’s thoughts, be-
havioral support and verbal praise for children’s autonomous expression could make a 
profound impact on students’ academic motivation and performance [28] [69]. Conse-
quently, this study abstracted and lucubrated the questions of the survey that belonged 
to the issues of student perceptual emotional identification, academic support, behav-
ioral assistance and verbal encouragement from their parents.  

3.2.3 The Independent Variables --- Teacher Expectations 
As regards the assessment of teacher support within the realm of teacher expecta-

tions, this research applied Tardy’s Model of Social Support [59] and Child and Ado-
lescent Social Support Scale (CASSS) [34] formulated by Malecki and Demary in 2000 
as the reference standard so as to examine the student individual perception of teacher 
support from the perspectives of emotional support, informational support, appraisal 
support and instrumental support.  
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Extensive theory-driven research has shown the conception and measurement about 
teacher-student relationship of teacher expectations, for instance, Attachment Theory 
put forward by John Bowlby, Sociocultural Theory introduced by L.S. Vygotsky, So-
cial Cognition Theory proposed by Albert Bandura and Ecological Systems Theory 
raised by U Bronfenbrenner, etc. In conclusion, aiming at the measurement of multi-
scale teacher-student relationship with diverse factor structures, this study combined 
the latter two components of the widely accepted three-dimensional scale (Conflict, 
Intimacy, and Dependence) of Pianta [47] and the four-dimensional scale (Trust, Re-
spect, Communication and Discipline) of Riddle [52] to evaluate teacher-student rela-
tionship perceived by the participants. Table 1 illustrates the specific pertinent content 
of the questionnaire to demonstrate each variable. 

Table 1. Variable Declaration 

Dependent Variable  Variable Declaration 

Academic Achievement 

Motivation  

Utilizing four-point Likert Scale and ISCED Level to analyze

the degree of students’ anticipation of educational and profes-

sional accomplishments in the future. 

The Four-point Likert Scale Questions: 1. Thinking about your

school: Trying hard at school will help me get a good job. 2.

Thinking about your school: Trying hard at school will help me

get into a good <college>. 

Six Yes-no Questions related to ISCED Level: e.g. Do you ex-

pect to complete? <ISCED level 2>. 

Independent Variables  Variable Declaration 
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Family Factors 

 

 

Family Eco-

nomic, So-

cial and Cul-

tural Status 

(ESCS) 

Utilizing short answer questions and ISCED Level to analyze. 

Short Answer Questions: 1. What is the <highest level of 

schooling> completed by your mother? 2. What is the <highest 

level of schooling> completed by your father? 

Eight Yes-no Questions of parents’ occupational qualifications 

related to ISCED Level: e.g. Does your mother or father have 

this qualification? <ISCED level 6> (incl. higher qualifica-

tions at level 5A in some countries). 

Twenty-two questions related to family possessions of physical 

learning materials: e.g. In your home: A desk to study at, A 

room of your own, A quiet place to study, A computer you can 

use for school work, Educational software, A link to the Inter-

net, Classic literature (e.g. <Shakespeare>), Books of poetry, 

Works of art (e.g. paintings), Books to help with your school 

work, Technical reference books, A dictionary, Books on art, 

music, or design, etc. 

How many in your home: Televisions, Cars, Rooms with a bath 

or shower, <Cell phones> with Internet access (e.g. 

smartphones), Computers (desktop computer, portable laptop, 

or notebook), <Tablet computers> (e.g. <iPad>, <BlackBerry 

PlayBook>), E-book readers (e.g. <Kindle>, <Kobo>, 

<Bookeen>), Musical instruments (e.g. guitar, piano) and 

How many books are there in your home?  

 

Parental Sup-

port 

Utilizing four-point Likert Scale to analyze the extent of agree-

ment on parental support perceived by students: e.g. Thinking 

about <this academic year>: My parents support my educa-

tional efforts and achievements, My parents support me when I 

am facing difficulties at school, My parents encourage me to be 

confident.  

 

 

 

 

Teacher Expectation 

 

 

 

 

 

Teacher Sup-

port 

Utilizing four-point Likert Scale to analyze the frequency and 

extent of teacher support perceived by students: e.g. How often 

during <test language lessons>: The teacher gives extra help 

when students need it, The teacher helps students with their 

learning, The teacher sets clear goals for our learning, The 

teacher made me feel confident in my ability to do well in the 

course, The teacher provides individual help when a student 

has difficulties [...], The teacher tells me in which areas I can 

still improve, The teacher tells me how I can improve my per-

formance.  

 

Teacher-stu-

dent Rela-

tionship 

Utilizing four-point Likert Scale to analyze the degree of recog-

nition of the harmonious teacher-student relationship perceived 

by students: e.g. Thinking of past two <test language lessons>: 

The teacher listened to my view on how to do things, I felt that 

my teacher understood me, It was clear to me that the teacher 

liked teaching us, The enthusiasm of the teacher inspired me.  
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Note: Source: The Survey of Student Questionnaire of PISA 2018 www.oecd.org/pisa/data 
 

Table 2 presents the descriptive statistics of correlated variables and valid sampling 
data.  

Table 2. Descriptive Statistics of Correlated Variables 

 N Minimum Maximum  Mean 
Std. Devia-

tion 

ESCS 10428 1.16 2.34 1.7589 .12364 

Parental Support  11952 1.00 4.00 3.3301 .64285 

Teacher Support  11924 1.00 4.00 2.3008 .35143 

Teacher-student Relationship 11966 1.00 4.00 3.0246 .66200 

Academic Achievement Mo-
tivation 

11974 .50 2.50 .9691 .34419 

Valid Data 10330     

Note: Source: The Survey of Student Questionnaire of PISA 2018 www.oecd.org/pisa/data 

3.3 Data Analysis  

By the linear correlation analysis between academic achievement motivation and four 
independent variables, ESCS, parental support, teacher support and teacher-student re-
lationship, the cumulative correlation coefficient of this study has substantiated that 
academic achievement motivation had a significant positive correlation with each ele-
ment (The results are shown in Table 3). It is also especially noteworthy that the four 
independent variables are significantly associated with each other so that it meets the 
requirements for the linear analysis.  

Table 3. Correlation Analysis between the Dependent Variable and the Four Independent Vari-
ables 

 ESCS 
Parental 
Support 

Teacher 
Support 

Teacher-student 
Relationship 

Academic 
Achievement 
Motivation 

ESCS 1.00     

Parental 
Support 

-.059**     

Teacher 
Support 

-.038** .111**    

Teacher-student 
Relationship 

-.108** .268** .394**   
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Academic 
Achievement 
Motivation 

.051** .178** .041** .159** 1.00 

Note: * means the significance less than 0.05; ** means the significance less than 0.01; 
Source: The Survey of Student Questionnaire of PISA 2018 www.oecd.org/pisa/data 

 
Above all, taking the findings of correlation analysis among the variables and the 

aforementioned theoretical frameworks as the baseline, it turns out that family factors 
and teacher expectations have a prominent impact on secondary school students’ aca-
demic achievement motivation. To draw the further discussion about its impact, the 
multiple linear regression model will be established to explain it in detail next. The 
multivariable linear regression model can dissect the influences of each independent 
variable on academic achievement motivation so that the linear relationship between 
student academic achievement motivation and two broader scopes, namely family fac-
tors and teacher expectation, can also be interpreted accurately.  

4 Results 

First of all, Figure 1 and Table 4 have calculated the residuals and coefficient of deter-
mination (R2) respectively to ensure that the premises of setting up the multiple linear 
regression model were tenable, thereby satisfying the prerequisites of the regression 
analysis. Moreover, on the basis of the verified assumptions, Table 5 and Table 6 con-
ducted the variance analysis of the multiple linear regression equation and finally es-
tablished the stepwise regression of the equation according to the coefficient of the 
independent variables.  

 

Fig. 1. Normal P-P Plot of Regression Standardized Residual  
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It can been seen from Figure 1 that all points are relatively close to the diagonal line. 
The standardized residual is 1.000, which is less than 2, thus supposed to be normal.  

Table 4. Coefficient of Determination (R2) Analysis of Regression Equation  

Model R R Square Adjusted R Square Durbin-Watson 

1 .219a .048 .048 1.990 

Note: Source: The Survey of Student Questionnaire of PISA 2018 www.oecd.org/pisa/data 
 
According to Table 4, the multiple correlation coefficient (R), R2 and the adjusted 

R2 of this model are separately 0.219, 0.048 and 0.048. Also, the sample size of this 
study is multitudinous. Hence, the interpreting percentage of the regression equation is 
comparatively high. Given the assumption that the independence of the residuals for 
the model was validated, when Durbin-Watson (DW) value is closer to 2, the less rele-
vancy among the residual terms. For this investigation, DW value is 1.990, which ap-
proaches 2, indicating that the residual terms are mutually independent. As a result, the 
concrete analysis of the regression model can be carried out.  

Table 5. Analysis of Variance (ANOVA) 

Model Sum of Squares df Mean Square F Significance 

1 

Regression 58.101 4 14.525 130.227 .000b 

Residual 1151.616 10325 .112   

Total 1209.717 10329    

a. Dependent Variable: Academic Achievement Motivation 
b. Predictors: (constant): Teacher-student relationship, ECSC, Parental Support, Teacher
Support 
Note: Source: The Survey of Student Questionnaire of PISA 2018 www.oecd.org/pisa/data 

 
The F value corresponding to the regression equation is 130.227. Additionally, the 

significance is 0.000, less than 0.05, so that it rejects the null hypothesis and affirms 
the validity of the established regression equation. 

Table 6. Coefficients of Independent Variables 

Model Unstandardized B t Significance 

(Constant) 1.237 22.173 <.001 

ESCS .081 3.043 .002 

Parental Support -.080 -15.047 <.001 

Teacher Support .022 2.185 .029 

Teacher-student Relationship -.065 -11.590 <.001 

Note: Source: The Survey of Student Questionnaire of PISA 2018 www.oecd.org/pisa/data 
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On the basis of Table 6, the established regression equation is deduced as below: 
Academic Achievement Motivation = 1.237 + 0.081*ESCS – 0.08*Parental Support + 
0.022*Teacher Support – 0.065*Teacher-student Relationship. This model equation re-
veals that the higher the sociocultural status of the student’s family, the more teacher 
support the student receives, thus the stronger academic achievement motivation. None-
theless, the more parental support as well as the higher index of teacher-student rela-
tionship the student gains, the weaker academic achievement motivation is. 

Table 7. Collinearity Statistics of Independent Variables 

Model Tolerance VIF 

ESCS .987 1.013 

Parental Support .927 1.078 

Teacher Support .840 1.191 

Teacher-student Relationship .783 1.278 
 

Note: Source: The Survey of Student Questionnaire of PISA 2018 www.oecd.org/pisa/data 
It can be informed from Table 7 that the tolerance of the four independent variables 

ranges from 0.783 to 0.987, which is close to 1. So is the value of variance inflation 
factor (VIF), showing that the weak collinearity in the midst of the variables. Therefore, 
there is no discernible interaction effect among the variables so that the regression equa-
tion is well-founded.  

5 Discussion  

On the foundation of PISA database and varied involved parameters, the findings of 
data analysis were presented as follows.  

5.1 The Influence of Family Factors on Secondary School Students’ Academic 
Achievement Motivation 

The results of data analysis displayed that all four variables were significantly corre-
lated with students’ academic achievement motivation. In addition, family ESCS ex-
erted a positive effect on it, which coincided with Goal Orientation Theory [20] and the 
existing empirical research findings [61]. On the other hand, the coefficients of the 
multiple regression equation implied that parental support had a negative impact on 
students’ academic achievement motivation. What counts more importantly is that this 
conclusion stands in stark contrast to some previous studies [13]. In response to this 
result, under the scope of family factors, family ESCS and parental support respectively 
serve as the direct and indirect paths to act on academic achievement motivation 
whereby the copious literature on the interrelation between family background and ac-
ademic achievement motivation has been reviewed [23]. The direct bearings encompass 
that parents take advantage of family physical resources and social contacts to select 
schools for their children and provide better conditions for learning and appropriate 
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material incentives, thereby boosting the internalization of students’ learning motiva-
tion sequentially [10]. As a consequence, in the families with a high sociocultural class, 
the parents are, more often than not, well-educated with a well-paid and decent job. 
Meanwhile, they attach much importance to education of their children and invest time 
and effort in their academic performance. Conversely, the parents in the disadvantaged 
groups, restricted by the lower literacy level and career-related reasons, pay less atten-
tion and energy to the school work of their children, resulting in the limitation of their 
children’s academic achievement motivation as well [12].  

Similarly, the indirect influence of parental support also mirrors their investment and 
involvement in children’s learning [27]. However, their participation cannot always be 
an auxiliary booster for students’ academic achievement motivation [60]. The ample 
proofs have demonstrated that the differences in the methods and extent of parental 
support could lead to various effects on students’ academic achievement motivation. 
First, if the parents proffer the guidance and advice for the study of their children with 
the autonomous support and proper engagement, it will be conducive for the students 
to attain the opportunities of self-exploration, enhance their self-efficacy, arouse a 
stronger intrinsic learning motivation and sustain the momentum of learning initiatively 
[49]. A study on the parental rearing patterns indicated that the parents of adolescents 
with a higher level of academic achievement motivation laid more emphasis on the 
independence in the process of their growth, enduing them with the freedom to explore 
and allowing them to be in the relaxed and stable frame of mind over a long term [64]. 
In some cases, despite the supportive behaviors, the development of students’ academic 
performance would be hindered on account of the parents’ mandatory interventions and 
excessive penetration into students’ school life [17]. Under such circumstances, the im-
moderate expectations and involvement increase nothing but pressure and give rise to 
some psychological problems of the students, such as flinch, depression [72] and the 
sense of inferiority [2]. In other words, parental expectations and participation render 
children feel controlled and restricted. Over time, the students’ own will and inclination 
are compulsorily superseded with a strong dependence, leading to the lack of enthusi-
asm and positivity for learning but only to passively fulfill the parents’ desires [67]. 
Taking the obtained results of the aforementioned studies into account, this research 
also, in some degree, responds to and illuminates the similarities and contradictions 
with the prior findings by means of dissecting the linear relationship between parental 
support and students’ academic achievement motivation.  

5.2 The Influence of Teacher Expectations on Secondary School Students’ 
Academic Achievement Motivation 

Regarded as a substantial part of perceptual social supportive system among students, 
teachers’ autonomous support can not only alleviate students’ physical and mental dis-
comfort, but also can facilitate the internalization of students’ motivation, gratify their 
self-actualization needs, and accelerate the academic development [42] [58]. Analo-
gous to the family sociocultural status in the construct of family factors, teacher support 
likewise plays an active role in students’ academic achievement motivation. It is insep-
arably linked with the statements in Self-Determination Theory (SDT) concerning the 
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degree of to which the students themselves are motivated [56]. Belonging to SDT, Basic 
Psychological Need Theory denotes that the extent of individuals’ internalization for 
the requirements, values and rules of the outside context relies heavily upon the satis-
faction of psychological needs acquired by the individual in activities. Furthermore, a 
higher degree of self-determination can bring a sense of greater gratification. The real-
life embodiment of academic achievement motivation manifests that the more teacher 
support is provided, the more the student autonomous motivation can be stimulated, 
accompanying with more positive learning behaviors [15] and academic accomplish-
ments [46]. In addition, Organismic Integration Theory (OIT) of SDT believes that if 
the surroundings can support and meet the fundamental psychological demands of in-
dividuals, especially in terms of the autonomous support from the external environment 
that enables to foster the formation of individuals’ autonomous motivation, the milieu 
could further affect the cognitive ability and behaviors of individuals [18]. Based on 
the above theoretical viewpoints proved by empirical analyses, this study was also 
aware of the coefficients in the established equation that the effect size of teacher sup-
port was smaller than that of family ESCS. So it was in line with the opinions of Eco-
logical Systems Theory put forward by Bronfenbrenner [6] that the environmental sys-
tem interrelated with individuals as well as their development. On students’ part, family 
is the microsystem with the primary influence on themselves, followed by the school. 
After being tested by the models in some domestic and foreign studies, another point 
worth noting is that the impact of teacher support on the students with a highly-ranked 
family in the society is insignificant. Accordingly, when the students perceive the au-
tonomous support from the teachers, their familial ESCS is deemed as one of the critical 
influence sources to determine whether the students can generate a stronger motivation 
for academic achievement and have a more burning ambition for academic commitment 
[10] [36].  

From the perspective of teacher-student relationship under the dimension of teacher 
expectation, the findings reveal that it negatively predicts academic achievement moti-
vation of the secondary school students. Although the conclusion counters to many ex-
isting research results [8] [54], which rooted for the statements that a good teacher-
student relationship was beneficial for improving students’ academic motivation, some 
scholars have also dug into the possibilities from the angle of developmental psychol-
ogy that the relationship might have a negative association with academic achievement 
motivation of students. First of all, the psychological and physical development of mid-
dle school students is still in its infancy. The nineth grade students at the age of 15 reach 
the turning point of the cognitive development so that it allows their critical thinking 
capabilities to be cultivated. However, some problems of mental afflictions inevitably 
ensue, bringing both the high degree of inner dependence on teachers and parents and 
criticism and reverse psychology. There is an urgent need for them to own the decision-
making power and the right to speak independently. At this moment, teachers should 
be equipped with a certain deterrent and reasonable controls so as to correctly guide 
students towards the further academic development and strengthen their self-confi-
dence. Yet, the other side of the coin is that an overly intimate teacher-student relation-
ship can also create an unduly relaxed and sluggish learning atmosphere and lead to the 
decline, to some extent, in the level of teacher expectations perceived by students and 
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in the motivation to gain the approval from the teachers. Ultimately, it could display a 
downward trend in students’ academic achievement motivation [73]. Second, some sur-
veys exposed that when an excessively tight emotional bonding between the teachers 
and the students came into being, there would be some potential pitfalls for students’ 
learning initiative and motivation to attain better academic performance due to “exclu-
siveness”, namely, failure to build a rapport with other teachers. The students may ex-
perience the separation from their teachers on account of personnel transfer, graduation, 
retirement, etc. [50]. 

6 Conclusion and Outlook 

Familial sociocultural status and parental support in family education expectations are 
essential variables among family factors that have bearing on students’ academic 
achievement motivation. What’s more, in pedagogical practice, teachers play a major 
role of a guide in teaching activities and students’ school life. Thus, their autonomous 
supportive behaviors and the level of intimacy in the interaction between them and the 
students occupy a non-negligible position for students’ academic achievement motiva-
tion. Nevertheless, the preceding research, in general, concentrates on the effect of a 
single construct on students’ academic achievement motivation. By contrast, this paper 
utilized the dataset with high volumes of four participating Chinese provinces (Beijing, 
Shanghai, Jiangsu, Zhejiang) in PISA 2018, selected four distinct variables under the 
dual dimensions, analyzed the correlation between them and the dependent variable, 
measured the effect size of each variable, and systematically investigated the influence 
mechanism of family factors and teacher expectations targeting at academic achieve-
ment motivation of middle school students. As a consequence, the conformity of the 
conclusions to the theoretical framework is higher than that of previous studies. The 
scopes of the contents about the variables exposited in the articles are more compre-
hensive and pluralistic. And the discussion also introduced several broader research 
perspectives. In the second place, compared with the majority of domestic empirical 
data on this topic, as an extensive international education evaluation project, the data-
base of PISA is provided with a more adequate and scientific framework of assessment 
and measurement than the data collected from the questionnaires compiled by the re-
search fellows. By way of a range of testing and surveying, the researchers can drill 
down and identify the specifics of secondary school students’ academic achievement 
motivation and the attitudes towards different learning circumstances along multiple 
dimensions. Hence, the diversity of PISA’s assessment format is helpful to gather more 
information in the future. Moreover, the selection of student samples in PISA s abides 
by the normalized principles. For example, each examined skill and ability requires to 
be divided into exact indexes. Even though some factors are difficult to quantify, such 
as motivation and interest, the study adopted a relatively stable observable variable, 
namely time, to process the data quantitatively to a certain extent. Only by this way can 
the investigation guarantee the reliability and validity of the questionnaires and the sci-
entific attributes of the psychometric methods.  
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However, ineluctably, the limitations of this study should be clearly addressed as 
well. First, the empirical analysis of this article rested on the bedrock of the student 
questionnaire in PISA 2018, which is designed to be suitable on a massive scale and 
with a broader practicability, instead of simply serving as the specialized toolkit for the 
purpose of this research issue. Thus, the partial results of the demonstration may still 
be incomplete. The scholars can continue to conduct a more in-depth statistical meas-
urement and develop more appropriate research instruments and customized scales on 
the basis of the relevant rationale. In addition, the collected figures involved the infor-
mation of parental supportive behaviors and teacher expectations in this study per-
ceived by students individually. Briefly, the two variables, parental support and teacher 
expectations, were assessed merely by the students’ perception so that there might have 
a certain degree of subjectivity and bias. Future research can shed light on the attitudes 
from teachers and parents by making a comparison with students’. Therefore, it enables 
to further examine whether there is a difference between the level of the support and 
expectations perceived by students and the extent that the parents and teachers believe 
to provide. Also, if a larger-scaled and deeper investigation on parental support is im-
plemented in the future, including the emotions of parents and the orientations of sup-
portive attitudes, a more thorough discussion will be carried on. Last but not least, ex-
cluding the impacts of family factors and teacher expectations on the academic achieve-
ment motivation illuminated in this paper, individual-and-school-related facets can 
likewise account for the differences in the level of achievement motivation of each stu-
dent in part, such as the operation of schools, schooling conditions, the geographical 
location, the personality characteristics, personal lifestyles, etc. These elements, to 
some extent, can jointly restrict as well as be responsible for the development of stu-
dents’ academic achievement motivation. In summary, in terms of the further explora-
tion in the subject of this field, it is of vital importance in academia to clarify which 
factors of the academic achievement motivation are dominant and secondary.  

References 

1. Acharya, N., & Joshi, S. (2009). Influence of parents' education on achievement motivation 
of adolescents. Indian Journal Social Science Researches, 6(1), 72-79. https://www.re-
searchgate.net/profile/Nasir-Ali-3/publication/265267533_Job_Status_Gen-
der_and_Level_of_Education_as_Determinants_of_Job_Satisfaction_of_Senior_Second-
ary_School_Teachers/links/541cccb50cf2218008cef701/Job-Status-Gender-and-Level-of-
Education-as-Determinants-of-Job-Satisfaction-of-Senior-Secondary-School-Teach-
ers.pdf#page=75  

2. Ansbacher, H. L. R. R. (1956). The individual psychology of Alfred Adler, Harper Colophon 
Books, New York. https://opus4.kobv.de/opus4-Fromm/frontdoor/index/index/docId/4287 

3. Aydın, F., & Coşkun, M. (2011). Secondary school students’ achievement motivation” to-
wards Geography lessons. Scholars Research Library Archives of Applied Science Re-
search, 3(2), 121-134. https://www.researchgate.net/profile/Muecahit Coskun/publica-
tion/267995810_Secondary_School_Students'_Achievement_Motivation_towards_Geog-
raphy_Lessons/links/55cb2dd408aea2d9bdcc276a/Secondary-School-Students-Achieve-
ment-Motivation-towards-Geography-Lessons.pdf 

The Influence of Family Factors and Teacher Expectations             1923



4. Bell, C. (1811). Idea of a New Anatomy of the Brain, Submitted for the observations of his 
friends by Charles, Strahan and Preston, London. https://wellcomecollec-
tion.org/works/c3h3pg35/items 

5. Boring, E. G. (1942). Sensation and perception in the history of experimental psychology. 
Appleton-Century, Washington, DC. https://psycnet.apa.org/record/1942-02580-000 

6. Bronfenbrenner, U. (1999). Environments in developmental perspective: Theoretical and 
operational models. In S. L. Friedman & T. D. Wachs (Eds.), Measuring environment across 
the life span: Emerging methods and concepts. American Psychological Association., Wash-
ington, DC. (pp. 3 – 28). https://psycnet.apa.org/record/1999-02242-001 

7. Chang, Y. (2019). Research on the relationship between achievement motivation, self-effi-
cacy of learning and academic performance of junior high school students. Collection, 4. 
doi: 10.3969/j.issn.2096-0603.2019.04.074 

8. Chang, Y. J. & Chiang, F. S. (2013). Teacher-Student Relationship, Learning Motivation 
and Learning Achievement in Mathematics --A Verification Using PISA 2003 Database. 
Annual Journal of Measurement Statistics, 21(2), 91-121. https://ntcuir.ntcu.edu.tw/bit-
stream/987654321/6090/2/8.pdf 

9. Chen, J. W. (2014). Teachers' autonomous support and junior high school students' learning: 
The influence of family social class and autonomous motivation. 
https://kns.cnki.net/KCMS/detail/detail.aspx?dbname=CDFDLAST2015&filename=10155
20774.nh  

10. Chen, J. W., Guo, Y. Y., & Hu, X. Y. (2015). Teachers' autonomous support and junior high 
school students' learning engagement: The relationship between family social class and stu-
dents' autonomous motivation. Psychological Development and Education, 31(2), 180-187. 
DOI: 10.16187/j.cnki.issn1001-4918.2015.02.07 

11. Chen, Y. L., & Guo. S. Y. (2016). The impact of junior high school students' perceived 
teacher support behavior on academic achievement: The mediating moderating effect vs the 
moderating effect. Chinese Journal of Clinical Psychology, 24(2), 332-337. DOI: 
10.16128/j.cnki.1005-3611.2016.02.033. 

12. Cheung, C. S. S., & Pomerantz, E. M. (2011). Parents’ involvement in children’s learning 
in the United States and China: Implications for children’s academic and emotional adjust-
ment. Child development, 82(3), 932-950. https://doi.org/10.1111/j.1467-
8624.2011.01582.x 

13. Chew, W. C. E. (2016). Parental influence and students’ outcomes and well-being. In Build-
ing Autonomous Learners. Springer, Singapore. (pp. 185-205). DOI: 10.1007/978-981-287-
630-0_10 

14. Cole, M. (2005). Cultural-historical activity theory in the family of socio-cultural ap-
proaches. International Society for the Study of behavioral Development Newsletter, 1(47), 
1-4. https://www.academia.edu/32843989/Cultural_historical_activity_theory_in_the_fam-
ily_of_socio_cultural_approaches 

15. Connell, J. P., & Wellborn, J. G. (1991). Competence, autonomy, and relatedness: A moti-
vational analysis of self-system processes. Lawrence Erlbaum Associates, Inc., Washington, 
DC. (pp. 43–77). https://psycnet.apa.org/record/1991-97029-002 

16. De Bruin, A. B., Rikers, R. M., & Schmidt, H. G. (2007). The influence of achievement 
motivation and chess- specific motivation on deliberate practice. Journal of Sport and Exer-
cise Psychology, 29(5), 561-583. DOI: https://doi.org/10.1123/jsep.29.5.561 

17. Deci, E. L., & Ryan, R. M. (1987). The support of autonomy and the control of behavior. 
Journal of personality and social psychology, 53(6), 1024-1037. 
https://doi.org/10.1037/0022-3514.53.6.1024 

1924             Q. Zhang



18. Deci, E. L., Vallerand, R. J., Pelletier, L. G., & Ryan, R. M. (1991). Motivation and educa-
tion: The self- determination perspective. Educational psychologist, 26(3-4), 325-346. 
https://doi.org/10.1080/00461520.1991.9653137 

19. Dewey, J. (1913). Interest and effort in education. Houghton Mifflin Company., Washing-
ton, DC. https://doi.org/10.1037/14633-000 

20. Dweck, C. S., & Leggett, E. L. (1988). A social-cognitive approach to motivation and per-
sonality. Psychological review, 95(2), 256. https://doi.org/10.1037/0033-295X.95.2.256 

21. Elias, H., Noordin, N., & Mahyuddin, R. H. (2010). Achievement motivation and self-effi-
cacy in relation to adjustment among university students. Journal of social sciences, 6(3), 
333-339. https://pdfs.seman-
ticscholar.org/8a01/f5747fcaaa70dc754690dcb83a4f00875b8e.pdf 

22. Elliot, A. J., & Church, M. A. (1997). A hierarchical model of approach and avoidance 
achievement motivation. Journal of personality and social psychology, 72(1), 218-232. 
https://doi.org/10.1037/0022-3514.72.1.218 

23. Fang, C. C., & Feng, X. T. (2005). Class Differences and Educational Acquisition -- An 
Empirical Study on Education Streaming. Tsinghua Journal of Education, 26(5), 22-30. 
DOI: 10.3969/j.issn.1001-4519.2005.05.004. 

24. Friedman, M. (1957). The permanent income hypothesis. In A theory of the consumption 
function. Princeton University Press, New Jersey. (pp. 20-37). https://www.nber.org/sys-
tem/files/chapters/c4405/c4405.pdf 

25. Fu, X. J., Zhang, X. L., & Zheng, J. J. (2014). An Experimental Study on the Influence of 
Middle School Students' Achievement Motivation on Their Academic Performance. Theory 
and Practice of Education, 17. http://www.cnki.com.cn/Article/CJFDTOTAL-
JYLL201417011.htm 

26. Gjesme, T., & Nygard, R. (1970). Achievement-related motives: Theoretical considerations 
and construction of a measuring instrument. Unpublished report, University of Oslo. 
https://doi.org/10.1080/0031383730170104 

27. Gonzalez-DeHass, A. R., Willems, P. P., & Holbein, M. F. D. (2005). Examining the rela-
tionship between parental involvement and student motivation. Educational psychology re-
view, 17(2), 99-123. DOI: 10.1007/s10648-005-3949-7 

28. Grolnick, W. S. (2009). The role of parents in facilitating autonomous self-regulation for 
education. Theory and Research in Education, 7(2): 164-173. 
DOI:10.1177/1477878509104321 

29. Hau, K. T., & Ho, I. T. (2008). Insights from research on Asian students' achievement mo-
tivation. International Journal of Psychology, 43(5), 865-869. 
https://doi.org/10.1080/00207590701838030 

30. Heckhausen, H. (1977). Achievement motivation and its constructs: A cognitive model. Mo-
tivation and emotion, 1(4), 283-329. https://link.springer.com/article/10.1007/BF00992538 

31. Hoffmann, D. A., Farr, J. L., & Ringenbach, K. L. (1993). Goal orientation and action con-
trol theory: Duplications for industrial and organizational psychology. International Review 
of Industrial and Organizational Psychology, 8, 191-232. https://www.researchgate.net/pub-
lication/275714086_Goal_orientation_and_action_control_theory_Implications_for_indus-
trial_and_organizational_psychology 

32. James, W., Burkhardt, F., Bowers, F., & Skrupskelis, I. K. (1890). The principles of psy-
chology (Vol. 1, No. 2). London: Macmillan. https://www.worldcat.org/zh-cn/title/princi-
ples-of-psychology/oclc/7553746 

33. Johnson, D. (2017). The Role of Teachers in Motivating Students to Learn. BU Journal of 
Graduate studies in education, 9(1), 46-49. https://files.eric.ed.gov/fulltext/EJ1230415.pdf 

The Influence of Family Factors and Teacher Expectations             1925



34. Kerres Malecki, C., & Kilpatrick Demary, M. (2002). Measuring perceived social support: 
Development of the child and adolescent social support scale (CASSS). Psychology in the 
Schools, 39(1), 1-18. https://singteach.nie.edu.sg/wp-content/uploads/2021/12/Malecki-n-
Demaray-2002_CASSS.pdf 

35. Köhler, W. (1967). Gestalt psychology. Psychologische Forschung, 31(1), XVIII-XXX. 
https://doi.org/10.1007/BF00422382 

36. Kraus, M. W., Côté, S., & Keltner, D. (2010). Social class, contextualism, and empathic 
accuracy. Psychological science, 21(11), 1716-1723. https://doi.org/10.1177/ 
0956797610387613 

37. Kumar, V. V., & Tankha, G. (2020). Influence of achievement motivation and psychological 
adjustment on academic achievement: A cross-sectional study of school students. Humani-
ties & Social Sciences Reviews, 8(1), 532-538. https://doi.org/10.18510/hssr.2020.8165 

38. Li, Y. H. (2007). A Discussion on Related Factors Affecting Achievement Motivation of 
Aboriginal Students in Elementary Schools of Taitung County. Symposium, 123-134. 
http://www0.nttu.edu.tw/dis/down-
load/2007%E5%8F%B0%E6%97%A5%E7%99%BC%E5%B1%95%E8%AB%96%E5%
A3%87%E8%AB%96%E6%96%87%E9%9B%86.pdf#page=123 

39. Lin, J. (2019). Structural Equation Modeling Analysis of the Impacts of Learning Motivation 
and Strategies on Academic Achievement. http://cdmd.cnki.com.cn/Article/CDMD-10602-
1019848745.htm 

40. Liu, C. S., Zhang, Y. M., & Zhang, H. (2005). Gender, grade and subject differences in 
learning motivation of college students. Chinese Journal of Clinical Rehabilitative, 9(20), 
96-98. DOI: 10.3321/j.issn:1673-8225.2005.20.045. 

41. Liu, S. J. (2012). Relationship between achievement motivation, self-management ability 
and academic performance of high school students. DOI: 10.7666/d.y212921 

42. Luo, Y., Zhao, M., & Wang, Z. H. (2014). The influence of junior high school students' 
perception of teachers' autonomous support on academic burnout: Basic psychological 
needs, the mediating role of autonomous motivation. Psychological Development and Edu-
cation, 30(3), 312-321.  
http://www.cnki.com.cn/Article/CJFDTOTAL-XLFZ201403011.htm 

43. Ma, C. F. (2005). Research on the relationship between factors such as learning motivation 
and academic achievement of middle school students. Economic and Social Development, 
3(11), 218-220. DOI: 10.3969/j.issn.1672-2728.2005.11.066 

44. Maehr, M. L. (1974). Culture and achievement motivation. American Psychologist, 29(12), 
887-896. https://doi.org/10.1037/h0037521 

45. Martin, A. J., Marsh, H. W., McInerney, D. M., Green, J., & Dowson, M. (2007). Getting 
along with teachers and parents: The yields of good relationships for students' achievement 
motivation and self-esteem. Journal of Psychologists and Counsellors in Schools, 17(2), 
109-125. DOI: 10.1375/ajgc.17.2.109. 

46. Miserandino, M. (1996). Children who do well in school: Individual differences in perceived 
competence and autonomy in above-average children. Journal of educational psychology, 
88(2), 203-214. https://doi.org/10.1037/0022-0663.88.2.203 

47. Pianta, R. C. (2001). Student-teacher relationship scale: Professional manual. Psychological 
Assessment Resources. https://education.virginia.edu/documents/ehdstrs-professional-man-
ualpdf 

48. Pintrich, P. R. (2004). A conceptual framework for assessing motivation and self-regulated 
learning in college students. Educational psychology review, 16(4), 385-407. 

1926             Q. Zhang



https://deepblue.lib.umich.edu/bitstream/handle/2027.42/44454/10648_2004_Arti-
cle_NY00000604.pdf%3Bjsessionid%3DC12566A79AE885AAB97833739D9D5726?seq
uence%3D1 

49. Pomerantz, E. M., & Moorman, E. A. (2010). Parents’ involvement in children’s schooling: 
A context for children’s development. In Handbook of research on schools, schooling and 
human development, Routledge. (pp. 416-434). https://www.scopus.com/record/dis-
play.uri?eid=2-s2.0-84874382092&origin=in-
ward&txGid=101e3f24f555bd9bb1dd5efe75f1a3ba 

50. Qi, F. (2015). The influence of teacher-student relationship on academic self-efficacy and 
learning motivation of junior middle school students. DOI: 10.7666/d.D761787 

51. Ren, C. R., & Xin, T. (2013). A longitudinal study on the predictive effects of family soci-
oeconomic status on primary school students' academic performance. Educational Research, 
3, 79-87. https://www.cnki.com.cn/Article/CJFDTOTAL-JYYJ201303013.htm 

52. Riddle, M. (2003). Okay, Kid! Don't Make Me Hurt You: Negotiating Student/Teacher Re-
lationships in the Tumultuous Classroom. https://files.eric.ed.gov/fulltext/ED474970.pdf 

53. Rosen, B. C. (1961). Family structure and achievement motivation. American Sociological 
Review, 574-585. https://doi.org/10.2307/2090256 

54. Rubin, K. H., Bukowski, W. M., & Parker, J. G. (1998). Peer interactions, relationships, and 
groups. In W. Damon (Series Ed.) & N. Eisenberg (Vol. Ed.). Handbook of child psychol-
ogy: Vol. 3. Social, emotional and personality development (5th ed., pp. 619–700). New 
York: Wiley.  
https://www.researchgate.net/profile/Kenneth-Rubin-2/publication/228017617_Hand-
book_of_Child_Psychology/links/5a3a98d2a6fdcc3d07afc11b/Handbook-of-Child-Psy-
chology.pdf 

55. Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic 
motivation, social development, and well-being. American Psychologist, 55(1): 68-78. 
DOI:10.1037/0003-066X.55.1.68 

56. Ryan, R. M., & Deci, E. L. (2017). Self-determination theory: Basic psychological needs in 
motivation, development, and wellness. Guilford Publications., New York. 
https://books.google.com.hk/books?hl=zh-
CN&lr=&id=Bc_DDAAAQBAJ&oi=fnd&pg=PP1&dq=Self-determination+theory: 
+Basic+psychological+needs+in+motivation,++development,+and+well-
ness.&ots=QInfkdgN2f&sig=1_DVQoPYhpRX1XyEQJ4OqoOyVko&re-
dir_esc=y#v=onepage&q=Self- determination%20theory%3A%20Basic%20psychologi-
cal%20needs%20in%20motivation%2C%20%20development%2C%20and%20well-
ness.&f=false 

57. Swift, D. F. (1966). Social class and achievement motivation. Educational Research, 8(2), 
83-95. https://doi.org/10.1080/0013188660080202 

58. Tang, Q., Fang, X. Y., Hu, W., Chen, H. D., Wu, M. X., & Wang, F. (2013). Relationship 
between parental and teacher autonomous support and development of high school students. 
Psychological Development and Education, 29(6): 604-615. http://www.cnki.com.cn/Arti-
cle/CJFDTOTAL-XLFZ201306006.htm 

59. Tardy, C. H. (1985). Social support measurement. American journal of community psychol-
ogy, 13(2), 187. https://www.proquest.com/openview/d138e77b08c0c48b1fe926596 
fb95782/1?pq-origsite=gscholar&cbl=1821511 

60. Tong, L. L., Xie, M. F., & Li, L. (2009). Correlation research on middle school students' 
subjective well-being and family factors. Educational Measurement and Evaluation: Theory, 
(6), 43-45. http://www.cqvip.com/qk/88920x/200906/30732664.html 

The Influence of Family Factors and Teacher Expectations             1927



61. Wang, G. X. & Zhao, Y. (2022). A meta-analysis of the relationship between teacher auton-
omous support and students' academic achievement: the mediating role of psychological 
needs satisfaction, motivation and engagement. Psychological Development and Education, 
38(3), 380-390. DOI: 10.16187/j.cnki.issn1001-4918.2022.03.09 

62. Wang, L., & Li, W. Q. (2010). Research on the relationship between parenting style and 
achievement motivation of middle school students. China Journal of Health Psychology, (9), 
1118-1120. http://www.cqvip.com/qk/98348a/201009/35375806.html 

63. Wei, C. C. (2008). The Influence of Teachers' Expectations on the Academic Achievement 
and Creativity of Junior Middle School Students. DOI: 10.7666/d. Y1287285 

64. Wei, W. F. (2009). Research on the Characteristics of Achievement Motivation of College 
Students in Private Higher Education Institutions and Its Relationship with Parental Rearing 
Styles.  DOI: 10.7666/d. Y1610826  

65. Weinstein, C. S. (1989). Teacher education students' preconceptions of teaching. Journal of 
teacher education, 40(2), 53-60. https://doi.org/10.1177/002248718904000210 

66. Wundt, W. (1879). Spiritualism as a scientific question. An open letter to professor Hermann 
Ulrici, of Halle. Popular Science Monthly, 15, 577-593. https://en.wikisource.org/w/in-
dex.php?title=Popular_Science_Monthly/Volume_15/September_1879/Spiritual-
ism_as_a_Scientific_Question&oldid=8851308 

67. Xia, B. (2017). Effects of Different Patterns of Parental Control on Children's Mental Health. 
Mental Health Education in Primary and Secondary Students, (4), 76-77. DOI: 
10.3969/j.issn.1671-2684.2017.04.028 

68. Xv, D. H. (2012). The Influence of Family Upbringing Styles on College Students' Achieve-
ment Motivation. http://cdmd.cnki.com.cn/Article/CDMD-10065-1012480535.htm 

69. Xv, M. J., & Yang, X. G. (2017). The impact of family economic difficulties on adolescent 
maladjustment: the chain mediation effects of parental support and psychological resilience. 
Chinese Journal of Special Education, (2): 72-77. DOI: 10.3969/j.issn.1007-
3728.2017.02.013 

70. Yang, H. H. (2011). The Relationship between Family Economic Conditions and College 
Students' Achievement Motivation. Reform & Opening, (3X), 135-136. 
http://www.cnki.com.cn/Article/CJFDTOTAL-GGKF201106104.htm 

71. Yuan, P. P. (2020). The Relationship between Achievement Motivation and Learning En-
gagement of High School Students. http://cdmd.cnki.com.cn/Article/CDMD-10542-
1020320185.htm 

72. Zhang, D. L. & Huang, D. Q. (2014). A study on the correlation between pressure and ex-
pectations from the parents and the mental health of junior high school students. Chinese 
Journal of Health Education, 30(2), 154-156. http://www.cnki.com.cn/Arti-
cle/CJFDTOTAL-ZGJK201402017.htm 

73. Zhang, D. Z., Wang, S. F., & Qiu, Z. L. (2011). Correlative research on teacher-student 
relationship and learning motivation of junior middle school students. Mental Health Edu-
cation in Primary and Secondary Students, (15), 18-20. DOI: 10.3969/j.issn.1671-
2684.2011.15.007 

74. Zhang, X. G. (2000). Research on the Correlation between Achievement Motivation and 
Academic Performance of Junior Middle School Students. Journal of Ningbo University 
(Education Science), 1, 31-33. DOI: 10.3969/j.issn.1008-0627.2000.01.008 

75. Zhao, B. Y. (2020). The Influence of Family Rearing Styles on Achievement Motivation of 
High School Students. http://cdmd.cnki.com.cn/Article/CDMD-10183-1020642411.htm 

1928             Q. Zhang



Open Access This chapter is licensed under the terms of the Creative Commons Attribution-
NonCommercial 4.0 International License (http://creativecommons.org/licenses/by-nc/4.0/),
which permits any noncommercial use, sharing, adaptation, distribution and reproduction in any
medium or format, as long as you give appropriate credit to the original author(s) and the
source, provide a link to the Creative Commons license and indicate if changes were made.
        The images or other third party material in this chapter are included in the chapter's
Creative Commons license, unless indicated otherwise in a credit line to the material. If material
is not included in the chapter's Creative Commons license and your intended use is not
permitted by statutory regulation or exceeds the permitted use, you will need to obtain
permission directly from the copyright holder.

The Influence of Family Factors and Teacher Expectations             1929

http://creativecommons.org/licenses/by-nc/4.0/

	The Influence of Family Factors and TeacherExpectations on Secondary School Students’ AcademicAchievement Motivation: A Multiple Linear RegressionAnalysis based on the Program for International StudentAssessment (PISA) 2018 Database of Four Provinces in China

