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In this study we focus on the university students and the
factors that influence their academic motivation. The
participants were 202 students from different universities
and specializations, 167 females and 35 males, aged 18-31
years, M =21.33, SD = 2.15. We used Perceived Academic
Climate  Scale (Felner, 1993), Teacher-Student
Relationship Scale (Brinkworth et al., 2018), and Academic
Motivation Scale (Vallerand et al., 1992). Our objective was
to identify the relationship between academic climate,
teacher-student reltionship (TSR), and academic
motivation in the university environment, and to investigate
the influence of the career anxiety on the academic
motivation of students. The results show that anxiety
reagarding future career can moderate the relationship
between tschool climate and academic amotivation and
also between TSR and academic motovation.

Keywords:  academic motivation, academic climate,
teacher-student relationships

1. INTRODUCTION

It is known that there is a close link between the way
students perceive the school climate, the relationship they
have with the teachers and their academic motivation. But
most research on the correlation between these variables
targets the pre-university environment. Numerous studies
are based on the idea that children form meaningful
relationships with at least one adult outside the family, most
often with a teacher, who can be seen as a role model
(Beutel, 2010). But a positive academic climate and a
positive relationship with the teachers can have a significant

impact on motivation even at older ages, among university
students. In the present study, we aim, therefore, to turn our
attention to adult students, when another variable may
interfere in the correlation established between the other
three: career anxiety, which now reaches its highest level
(Vignoli, 2015; Vignoli et al., 2005).

Academic climate
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The educational environment is not only a place where
students acquire knowledge and information according to a
curriculum, but also provides them with opportunities to
interact with other people, such as colleagues and teachers
(Aruta etal., 2019; Kosir & Tement, 2014), which contributes
to the development of their social skills and a sense of
personal autonomy (Zullig et al., 2018). Therefore, there are
at least two types of relationships that influence students'
perceptions of the academic climate: the relationship with
the peer group and the relationship with authority,
represented in this case by teachers, each of which can
have an influence on the other.

The academic climate is a broad, multidimensional
construct (Dorio et al., 2019; Gustafsson & Nilsen, 2016;
Lewno-Dumdie et al., 2019; Suldo et al., 2012; Zullig et al.,
2018). The authors of a recent study propose the following
definition, which brings together the main defining
dimensions: the school climate is composed of affective and
cognitive perceptions of social interactions, relationships,
safety, values and beliefs held by students, teachers and
administrative staff in a school (Rudasill et al., 2018).

Most previous studies were focused on the school
climate in pre-university institutions and have defined it in six
dimensions, namely resource sharing, order and discipline,
parental involvement, school building appearance, student
interpersonal relationships ~ and  student-teacher
relationships (Suldo et al., 2012).

Other more recent research has found that in order to
measure and conceptualize the academic climate, only
three dimensions are needed, namely collective
effectiveness, the institution's trust in parents and students
and the academic emphasis. All these 3 dimensions were
grouped in a single variable called academic optimism
(Gustafsson & Nilsen, 2016). Other studies address the
conditions that promote successful academic results, social
relations between teachers and students, the facilities of the
institution and the school connection as defining dimensions
of the academic climate (Zullig et al., 2018).

In this study we will address a conceptualization of the
academic climate in four dimensions, namely teacher
support, peer support, student autonomy and clarity and
consistency of rules, as perceived by students. The focus is
to assess students' perceptions because it has been found
that their perceptions of climate influence their behavior to a
greater extent than objective reality (Corkin et al., 2017).
Regarding the support of the peer group, both affiliation
(positive relationships with colleagues) and negative
interactions with the peer group will be considered. Similarly,
the clarity and consistency of the rules also includes two
other dimensions of the academic climate, the organization
of the school and the perceived harshness in the school
environment, understood as a perception of clarity,
consistency and faimess, as values promoted in that
environment.

The teacher-student relationship (TSR)

Among the many factors that contribute to the results
obtained in education, few have proven to be as important
as the teacher (Hill & Jones, 2018). The quality of
relationships between teachers and students is evaluated in
the literature based on their perceptions of closeness
(through relationships involving connection, warmth or
openness) and the conflict (seen as negativity or lack of
mutual understanding) that they experience in their
relationship (Corbin et al., 2019). TSR is a construct that is
defined starting from at least two essential dimensions:
affectivity and support (Hagenauer et al., 2015). Support is
especially characteristic for the professional relationship
between them (when students and teachers contribute
together to a favorable learning environment), while the
affective dimension is better illustrated in the interpersonal
relationship that forms between teachers and students,
reflecting the degree of affiliation by creating warm and
trusting relationships (Hagenauer et al., 2015).

These observations are based on the Attachment
Theory proposed by Bowlby (1980, cited in Hughes & Cao,
2018), a theory that provides a starting point for
understanding the associations between TSR and students'
academic outcomes (Hernandez et al., 2017), and can
explain the positive effect that a positive TSR has on
teachers' emotional support, which promotes a sense of
security, self-confidence and a desire to get involved and
learn more, and at the same time helps them to deal more
effectively with academic and social stressors (Hernandez
etal., 2017; Hughes & Cao, 2018).

TSR is a multidimensional construct (Hagenauer et al.,
2015), seen as a type of social and learning interaction that
repeats and changes continuously based on the feedback
received, being constantly associated with distinct
academic, affective, behavioral, and motivational results for
students (Brinkworth et al., 2018). In this study the teacher-
student relationship is conceptualized in terms of conflict or
closeness to teachers, control or support for student
autonomy and competence. Positive or negative
relationships with teachers are described only from the
perspective of students, which is essential for the purpose
of this study.

Academic motivation

Academic motivation is considered to be one of the most
significant psychological constructs involved in education
and learning process (Alt, 2015b; Mizuno et al., 2011) and
an important predictor of academic performance (Alt, 2015b;
Lépez-Fernandez et al., 2019; Smith et al., 2020; Willems et
al., 2019; Wouters et al., 2016; Zeynali et al., 2019).
Academic motivation refers to stimulating students to learn
effectively (Datu & Yang, 2019) and can be defined as the
tendency of a student to engage in meaningful and valuable
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academic activities and to try to achieve the academic
results that he targeted (Zeynali et al., 2019). Previous
research has demonstrated the importance of students'
academic motivation from the first year of higher education
(Noyens et al., 2019).

A distinction must therefore be made between different
types of academic motivation. Thus, we distinguish between
autonomous motivation, which involves the study of a
personal interest (intrinsic regulation), and controlled
motivation, which involves the existence of external sources
of motivation (external regulation) or a desire to rise to the
expectations of others (introjected regulation) (Tang et al.,
2018; Willems et al., 2019).

One of the most important theories of motivation as a
predictor of academic performance, but also of well-being
(Reid et al., 2019) is the Self-Determination Theory (SDT),
formulated by Deci and Ryan in 1985 (1985, cited in Alt,
2015b; Clark & Schroth, 2010; Noyens et al., 2019; Smith et
al., 2020). Unlike previous theories, which present a
structure of motivation with two factors: motivated behavior
and lack of motivation, the theory of self-determination
proposes a more complete understanding of the concept
and argues that in the case of motivated behavior we can
talk about two other motivating factors: intrinsic motivation
and extrinsic motivation (Alt, 2015a; Clark & Schroth, 2010;
Joe et al., 2017; Kindelberger et al., 2019; Oz, 2016; Smith
etal., 2020). The authors of this theory consider that for each
individual the behavior is determined by a combination of the
two types of motivations, intrinsic and extrinsic (Henderson-
King & Smith, 2006).

This theory proposes three “basic psychological needs”,
essential for maintaining general psychological well-being,
namely autonomy, relatedness and competence, and
emphasizes their role in improving academic motivation
(Shim-Pelayo & De Pedro, 2018). Meeting the three basic
needs in academia is essential for the students to reach their
highest academic potential (Shim-Pelayo & De Pedro, 2018)
and can lead to increased intrinsic motivation and improved
academic life (Datu & Yang, 2019).

It has been observed that students rarely show only one
type of motivation, but rather they are motivated in the
learning process either intrinsically or extrinsically, or even
amotivated, depending on the context or personality of the
student (Alt, 2015a; Clark & Schroth, 2010; McGeown et al.,
2014). The degree to which students are intrinsically or
extrinsically motivated to engage in academic activities has
an influence on how they relate to the educational context
(Henderson-King & Smith, 2006). There are studies that
make a clear distinction between the two types of motivation,
considering that when extrinsic motivation is stimulated,
intrinsic motivation decreases and vice versa (Schiffrin &
Liss, 2017). However, other authors find a mutually
supportive relationship between the two types of motivation,
so that when students have minimal motivation to engage in

a task, using strategies that initially motivate them
extrinsically can encourage further development of intrinsic
motivation to task (Islam & Chakrabarty, 2020), indicating
that extrinsic motivation can turn into intrinsic motivation in
a supportive environment (Liang et al., 2018).

According to the SDT, intrinsic and extrinsic motivation
depend on a number of factors on a continuum between
internal and external and present different causal places in
terms of involvement in learning (McGeown et al., 2014).
Intrinsic motivation refers to internal factors, such as
enthusiasm and interest, pleasure and curiosity experienced
while the person engages in an academic activity. Students
who engage in intrinsically motivated behaviors internalize
their motives for executing a behavior and thus gain an
increased level of self-determination (Smith et al., 2020).
Within the intrinsic motivation, three subtypes can be
distinguished, namely the intrinsic motivation to know, to
accomplish things, and to experience stimulation produced
by pleasant activities (Oz, 2016; Smith et al., 2020).

The authors of the SDT argue that people begin their
lives with high levels of intrinsic motivation, but as they
experience failure their intrinsic motivation decreases, while
extrinsic motivation and amotivation increase (McGeown et
al., 2014; Smith et al., 2020). It is considered that people
generally perform less intrinsically motivated activities than
extrinsically motivated ones (Tang et al., 2018). Extrinsic
motivation refers to involvement in learning due to external
factors, such as obtaining a reward or recognition (Alt,
2015a; McGeown et al., 2014). In the case of extrinsic
motivation, the SDT also distinguishes three subtypes,
defined according to the degree of self-determination or
autonomy given by external motives that have been
internalized, namely external regulation, introjected
regulation and identified regulation (Henderson-King &
Smith, 2006; Maulana & Opdenakker, 2014; Tang et al.,
2018).

Lastly, amotivation is defined as a lack of motivation or a
general ambivalence towards an activity (Reid et al., 2019).
The amotivated students perceive a lack of correspondence
between their behavior and the results obtained and believe
that their effort will not change the result, which is why they
experience a feeling of incompetence and lack of control
(Alt, 2015a; Smith et al., 2020). They usually feel detached
from their work and precisely because they do not expect
any intrinsic or extrinsic reward, there is a risk that their
participation in the activity will eventually cease (Alt, 2015a).
Recent studies propose a new term for the classic concept
of amotivation, namely impersonal motivation. This label is
generally associated with feelings of incompetence and
even a state of learned helplessness, which is why
impersonal motivation is the most problematic form of
motivation for students, which prevents them from
successfully adapting to the educational environment and
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puts them at risk of dropping out of school (Kindelberger et
al., 2019).

In this research the academic motivation is
conceptualized according to the description proposed in the
SDT and we distinguish between intrinsic motivation,
extrinsic motivation and amotivation. The intrinsic motivation
will take into account all its three dimensions, namely the
motivation to know, to accomplish things, and to experience
stimulation. Similarly, a distinction will be made between
external regulation, introjected regulation and identified
regulation, as basic dimensions of extrinsic motivation.

Anxiety

Anxiety is one of the factors that influence how students
relate to their future careers. Previous research has
suggested that after entering university, young people face
a range of challenges, from the need to adapt to a new
lifestyle, developing new social relationships with colleagues
and faculty staff, to academic pressures and related
thoughts concerning the future (Koydemir et al., 2010).
Anxiety about the future is one of the biggest difficulties at
this age. Students frequently report the appearance of
thoughts about what will happen after graduation, in their
future career, respectively if they will be able or not to find a
job (Koydemir et al., 2010).

It is known that anxiety can be characterized by terms
such as fear, panic, tension and worry (Singhal, 2015). The
complex nature and negative consequences of anxiety have
led many researchers to focus primarily on its specific
sources (Singhal, 2015). Thus, it is considered that the main
source of career anxiety is the student's anticipation of
failure both academically and in the future career (Pouyaud
et al, 2012). Career anxiety increases progressively,
reaching the highest level in adolescence and early youth
(Vignoli, 2015; Vignoli et al., 2005). During this period, at
least three different forms of career anxiety were identified:
fear of failing in academic or professional career, fear that
parents may be disappointed of the chosen career, and fear
of moving away from family and intimate relationships as a
consequence of work or academic requirements (Vignoli et
al., 2005).

Anxiety towards the future career is described in this
study through two dimensions: the anxiety towards the
future, understood as the insecurity that students feel about
their own future and their fear that they will not succeed in
their future careers, and the anxiety caused by a competitive
environment, or the way in which students perceive
competitiveness both in the current academic environment
and in the future career.

Academic climate and academic motivation

Numerous studies in the field of education note the link
between academic motivation and academic climate
(Browman & Destin, 2015; Byrd, 2015; Gao et al., 2019; Joe

et al., 2017; Myers & Rocca, 2001; Ryabov, 2015; Scherer
& Nilsen, 2016). The academic climate plays a significant
role in what actually happens in the learning process and in
the way students and teachers think and behave in this
context (Joe et al., 2017). Recent research had shown that
students feel more motivated and experience higher levels
of well-being, as well as better learning outcomes, when
their socio-emotional needs are met through the academic
climate (Emadpoor et al., 2016; Ryabov, 2015; Scherer &
Nilsen, 2016). A social environment in which basic individual
needs are met will facilitate motivation, while environmental
factors that prevent the expression of these needs endanger
student satisfaction and lead to the emergence of academic
amotivation (Shen, 2015).

Although the existence of a causal relationship between
motivation and the academic climate has not been
established with certainty (Scherer & Nilsen, 2016), the
correlation between these two constructs cannot be denied.
According to the SDT cited above, there are several types
of motivation. Of these, intrinsic motivation is a determining
factor in student well-being and is the one that most
correlates with a positive academic climate (Emadpoor et
al., 2016), in which students are offered clear expectations,
emotional support to achieve personal goals and to pursue
their interests (Gao et al., 2019), empathy and attention in a
consistent manner from colleagues and, especially,
teachers (Ryabov, 2015). On the other hand, motivation is
reduced when environmental conditions prevent the
satisfaction of basic personal needs of students (Emadpoor
et al., 2016), respectively the need for autonomy,
relatedness and competence. Therefore, the most
significant aspect of the academic climate, cited by the
literature, is represented by students' perception of their
interpersonal relationships - with teachers and colleagues -
or other group processes that exist in the educational
context of the classroom, but also of the educational
institution (Hughes & Cao, 2018; Joe et al., 2017; Ryabov,
2015).

Anxiety and academic motivation

Although by far less numerous, studies that aim to
investigate the relationship between academic motivation
and anxiety towards students' future careers have found a
link between the two variables. A study in which the authors
sought to understand the extent to which anxiety and
motivation affect the learning of a foreign language in
students suggests the existence of a negative correlation
between these constructs, meaning that students who are
highly motivated have a very low level of anxiety (Kirova et
al., 2012).

There is a strong positive correlation between intrinsic
motivation and professional identity, which assumes that
students who establish a professional identity are more
intrinsically motivated (Wasityastuti et al., 2018) and worry
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less about the future. Although it is generally considered that
students with a high level of anxiety, including after choosing
a career, tend to be less motivated, research does not reach
a consensus regarding this relationship between anxiety and
academic motivation. A recent study shows that a high level
of motivation is not necessarily associated with a low level
of anxiety (Miles et al., 2018).

TSR and academic motivation

Researchers have found significant associations
between a positive TSR and educational outcomes such as
academic performance, self-efficacy, and student behavior,
and also a significant correlation with academic motivation
(Elledge et al., 2016; Mikk et al., 2016). It is known that good
relationships between teachers and students facilitate not
only their learning and motivation (Lavy & Bocker, 2018;
Mikk et al., 2016), but also the beliefs, values, attitudes and
involvement of students in the educational process, these
relationships being the basis for moral education and
development students (Lavy & Bocker, 2018). To increase
students' motivation, it is important for teachers to promote
classroom autonomy by stimulating understanding and
interest in academic activities, giving them opportunities to
choose what and how they want to learn, and encouraging
self-expression (Goudas et al., 2000).

According to the SDT, the interactions between teachers
and students are the main mechanism of development and
learning in school. There are three areas that can be
delimited: emotional support, class organization and
instructional support (Durksen et al., 2017). Teachers who
provide support meet the needs of students and help them
contribute to increase their motivation, resulting in greater
efforts invested in study and involvement in school (Durksen
etal., 2017; Lavy & Bocker, 2018). Negative teacher-student
relationships and conflict between them may be associated
with lower academic motivation (Lavy & Bocker, 2018).

2. METHODOLOGY

Participants and procedure

The participants were selected on a voluntary basis. The
inclusion criteria was to be currently students at one of the
faculties we considered for this study. Four faculties were
chosen, from four different fields of study, namely the
Faculty of Psychology and Educational Sciences (66
participants) and the Faculty of Foreign Languages and
Literatures (47) from the University of Bucharest, the Faculty
of Automatics and Computers from the Polytechnic
University of Bucharest (25) and the Faculty of Medicine
from the “Carol Davila” University of Medicine and Pharmacy
of Bucharest (64).

In this study participated 202 students aged between 18
and 31 years, M = 21.33, SD = 2.15. Of these, 167 are
female (82.67%) and 35 male (17.33%). Participants were

Taking into account the above, we establish the first
hypothesis of the present study.

H1: Anxiety regarding the future career moderates the
relationship between TSR and academic motivation.

Academic climate, TSR, anxiety and academic
motivation

There are previous studies which claim that students'
motivation depends in part on their relationships with the
teachers, but also on the perceived academic climate (Barile
et al., 2012; Durksen et al., 2017; Leroy et al., 2007; Ricard
& Pelletier, 2016). Two of the most important factors that can
contribute to a better adaptation to university life are, in fact,
social relations, especially peer-to-peer, and the academic
motivation of students (Noyens et al., 2019). SDT identifies
teacher-student interactions as an intrinsic motivating factor
that contributes to a positive academic climate (Durksen et
al., 2017).

Recent research reveals that perceptions of the
academic climate and a positive TSR, embodied in teachers'
support, including feedback, respectful treatment and active
work against bullying, can promote an optimistic future
orientation for the students (Alm et al., 2019). In addition to
these factors, the way students relate to their own future can
be associated with high educational aspirations and the
desire to occupy a good position in the labor market, which
leads to a high level of academic motivation and a better
performance (Alm et al., 2019).

Taking into account the above, we establish the second
hypothesis of our study:

H2: Anxiety regarding future career moderates the
relationship between perceived academic climate and
academic motivation.

asked to fill out an online form, which was made available to
them through the social networking platform Facebook. At
the beginning of the form, they were given a brief
presentation of the study, without explicitly specifying its
purpose, so as not to influence the sincerity of the answers
provided and were asked for consent to process personal
data in order to conduct this study through informed consent.
They were also told that their participation in the research
was voluntary, that they did not involve any risk and that they
could withdraw at any time.

The data collected from the four groups of participants
were subsequently statistically processed using SPSS
statistical software (SPSS Inc. Statistics for Windows,
Version 17.0. Chicago. Released 2008) and medmod
module of Jamovi (The jamovi project, 2019).
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Instruments

The academic climate. For the measurement of the
academic climate, we used the Perceived School Climate
Script (PSCS; Felner, 1993), adapted for the university
environment. The instrument consists in 31 items grouped
on four scales, and each of them assess an aspect of the
academic climate: teacher support, peer support, student
autonomy and clarity and consistency of rules. The answers
are given on a five-step Likert scale, where 1 - not at all and
5 - very often.

TSR. We used the Teacher-Student Relationship Scale
questionnaire (Brinkworth et al., 2018). Because this study
was primarily concerned with students' perceptions of the
relationship with teachers, only the 14 items addressed to
students were used. The answers are given on a five-step
Likert scale, where 1 - not at all and 5 - very often.

Academic motivation. Academic Motivation Scale -
College Version, AMS-C 28 (Vallerand et al., 1992) was

3. RESULTS

Table 1. Descriptive statistics

used to measure academic motivation. Participants are
asked to answer the 28 items of the instrument following the
initial instructions, meaning to indicate to what extent the
situations presented in the questionnaire correspond to the
reasons why they chose to follow the courses of a faculty.
The items are distributed on the three scales: intrinsic
motivation, extrinsic motivation and amotivation. The
answers are given on a seven-step Likert scale, where 1 -
does not correspond at all and 7 - corresponds exactly.

Anxiety. The Anxiety Scale for Undergraduate
Students was used to measure this variable (Singhal, 2015).
Because the present study considers the career anxiety,
only two scales of the questionnaire were applied,
respectively Worry about the future, which includes 10 items
and Competitive environment, which has of 12 items. The
answers are given on a five-step Likert scale, where 1 - not
atall and 5 - very often.

M AS a At A2 At TSR Ml ME AM C1 C2 C3 C4 C5 C6 Ct
A1 33.64 1024 .93 1
A2 3177 930 8 .78 1
At 6541 1840 .93 95" 96" 1
TSR 4713 1042 92 -22" -24" -24" 1
MI 60.21 1678 .95 =13 240 -197 43 1
ME 6184 13.07 .83 A4 07 19 28" 53" 1
AM 734 499 85 38" 45" 42" -47" 57" -347 1
C1 1630 468 83 -18 -16" -18" 777 39" 35" -40 1
C2 1256 571 94 20" 19" 217 -38" 03 -06 .10 -317
C3 15634 439 87 -19" -12 -16° 38" 19" 26" -AT7" 45" -A7" 1
C4 1277 447 84 -23" -7 -217 56" 18 12 -23" 65" -34" 3T
C5 1083 426 .86 A4 160 160 -447 -1 -05 247 -44" 30" -14° -267 1
C6 1824 359 75 -03 .02 -01 240 19° 200 -4 15 -12 19" 200 317 1
Ct 9926 1726 91 -267 -22° -25" 73" 267 26" -33° 777 -72° 70" 72" -50" 31" 1

*p<.01,*p<.05

A1 - Career anxiety, A2 - Competition anxiety, At — General anxiety, TSR - Teacher-student relationship, MI — Intrinsic motivation, ME - extrinsic motivation, AM — amotivation,
C1 - Academic climate — teacher perceptions, C2 — Academic climate — negative peer interactions, C3 — Academic climate — group affiliation, C4 — Academic climate — freedom

to make decisions, C5 — Academic climate — faculty coldness, C6 — Academic climate — rules’ clarity, Ct — Academic climat — toal.

Hypotheses testing
H1: Anxiety regarding the future career moderates the
relationship between TSR and academic motivation.

To test this hypothesis, a series of moderation analyzes
were performed.

Table 2. Moderation estimates for career anxiety in relationship between TSR and intrinsic motivation

95% Cl
Estimate SE Min Max VA p
TSR _total 61 10 40 81 5.85 .00
anx_total -.08 .06 -19 .03 -1.40 16
TSR _total >k anx_total .01 .01 -.01 .02 1.92 .06
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Table 2. Moderation estimates for anxiety in the relationship between TSR and extrinsic motivation

95% Cl
Estimate SE Min Max z p
TSR_total .39 .08 22 95 4.56 .00
anx_total 14 .05 .05 23 2.94 .00
TSR_total sk anx_total .01 .00 .00 .02 1.36 18
Table 3. Moderation estimates for anxiety in the relationship between TSR and amotivation
95% ClI
Estimate SE Min Max Z p
TSR_total =17 .03 -23 -12 -6.06 .00
anx_total .08 .02 .05 12 543 .00
TSR _total *k anx_total -.01 .01 -.02 -.01 -2.58 .01
Table 4. Relationship between TSR and amotivation for different values of anxiety
95% ClI
Estimate SE Min Max Zz p
Average =17 .03 -.23 =11 -5.96 .00
Low (-1SD) -10 .04 -19 -.01 -2.19 .03
High (+1SD) -24 .04 -31 -17 -6.84 .00

The results show that anxiety fails to moderate the
relationship between TSR and intrinsic motivation,
respectively extrinsic motivation. The moderation estimates
are statistically insignificant in both situations, but anxiety
moderates the relationship between TSR and amotivation,
with a moderation estimate of -.01, CI (-. 02, -. 01), z = -2.58,

H2: Anxiety regarding future career moderates the
relationship between perceived academic climate and
academic motivation.

p <.01. At a low level of anxiety the relationship is weaker, -
10, z = -2.19, p <.05, at a medium level of anxiety the
estimate is -.17, z = -5.96, p <.01, and at a high level of
anxiety the intensity of the relationship increases, the
estimate being -.24, z = -6.84, p <.01.

To test this hypothesis, a series of moderation analyzes
were performed.

Table 5. Moderation estimates for anxiety in the relationship between academic climate and intrinsic motivation

95% Cl
Estimate SE Min Max z p
CA_total 20 .07 .07 33 3.06 .00
anx_total -13 .06 -25 -01 -2.06 .04
CA_total *k anx_total .00 .00 .00 01 1.14 25
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Table 6. Moderation estimates for anxiety in the relationship between academic climate and extrinsic motivation

95% Cl
Estimate SE Min Max z p
CA_total 23 .05 A3 33 448 .00
anx_total A3 .05 .04 22 2.80 .01
CA_total = anx_total .00 .00 .00 .01 0.73 46

Table 7. Moderation estimates for anxiety in the relationship between academic climate and amotivation

95% ClI
Estimate SE Min Max z p
CA_total -.06 .02 -10 -.03 -3.60 .00
anx_total 10 .02 .06 A3 5.79 .00
CA _total & anx_total .00 -.01 .00 -.01 -2.07 .04

Table 8. Relationship between academic climate and amotivation for different values of anxiety

95% Cl
Estimate SE Min Max Z p
Average -.06 .02 -10 -.03 -3.56 .00
Low (-1SD) -.03 .03 -.08 .03 -.99 32
High (+1SD) -10 .02 -15 -.06 -4.33 .00

It is observed that anxiety fails to moderate the
relationship between perceived academic climate and
intrinsic  academic  motivation, respectively extrinsic
motivation, but moderates the relationship between
perceived academic climate and amotivation, with a
moderation estimate of .00, CI (.00, -. 01), z=-2.07, p <.05.

4. DISCUSSION

The main objective of this study was to identify the
relationship between the academic climate, TSR, anxiety,
and academic motivation in the university environment.
Recent research shows that students feel more motivated
when their socio-emotional needs are met through the
academic climate (Emadpoor et al., 2016; Ryabov, 2015;
Scherer & Nilsen, 2016) and when they develop positive
relationships with their teachers since the beginning (Scales
et al., 2019). Negative teacher-student relationships and
conflict between them may be associated with lower
academic motivation (Lavy & Bocker, 2018). The results of
the analysis support the fact that TSR and the way students

At an average level of anxiety the estimate is -.06, z = -3.56,
p <.01, and at a high level of anxiety the intensity of the
relationship increases, the estimate being -.10, z = -4.33, p
<.01. However, it is observed that at a low level of anxiety
the relationship is statistically insignificant, p >.05..
Moderation estimates are statistically insignificant.

perceive the academic climate are significant predictors for
all three facets of academic motivation.

We also aimed to identify the role that the anxiety
towards the future career may have in regarding the
relationship between TRS and academic motivation. We
assumed that anxiety towards the future career moderates
the relationship between TSR and academic motivation, on
the one hand, and between academic climate and academic
motivation, on the other. The results of the moderation
analysis support the two hypotheses only partially. Thus, the
anxiety towards the future career fails to moderate the
relationship between TSR and the academic climate,
respectively, and the intrinsic and extrinsic motivation, the
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moderation estimates being insignificant. These results
suggest that regardless of the level of anxiety felt by
students, there is a close link between the relationship they
have with teachers, and between how they perceive the
academic climate, and their intrinsic or extrinsic motivation.

Instead, it was observed that the anxiety towards the
future career is a significant moderator in the relationship
between TSR and amotivation. It is observed that when they
feel anxiety towards the future career, students tend to
become more amotivated, although they enjoy good
relationships with their teachers, which is one of the most
important predictors of academic motivation. The anxiety
towards the future career also significantly moderates the
relationship between the perceived academic climate and
amotivation. This assumes that, similar to the results of the
previous hypothesis, when students feel increased anxiety
about their future career their amotivation increases,
although their perception of the academic climate is positive.

Therefore, the results obtained suggest that TSR and the
perceived academic climate are significant predictors of
students' academic motivation, regardless of the field of
study. However, anxiety towards the future career can
diminish the impact they have on students' motivation,
contributing to an increase in amotivation.

Limitations and future research

It is important to note that certain limitations have been
identified. A significant limitation is given by the rather
difficult access to the participants and, therefore, by their
rather low number. More specifically, there were quite large
differences between the four groups in terms of the number
of respondents. As this is a sample of convenience chosen
on the basis of volunteering, it was difficult to ensure an
equal number of participants from each of the four faculties,
although statistical programs ensured that valid results were
obtained even under these conditions. There was also an
inequality between the number of female and male
participants, with 167 female (82.67%) and 35 male
(17.33%), and there was no equal representation between
students from different years of study. However, neither the
gender variable nor the study year were taken into account
in the statistical analysis to verify the hypotheses, therefore
it can be considered that this limit did not have a major
impact on the study results.

Another limitation can be represented by the instruments
used, which have undergone some modifications and
adaptations in order to be applied to the chosen sample.
One of these, the scale for the academic climate, was
adapted to be applied at the university level, and the scales
for TSR and the one for future anxiety were translated from
English and then applied to a sample of Romanian students.
However, the psychometric qualities of these instruments
were verified and, following the statistical analysis, it was
found that they properly measure the respective constructs.

One last limitation which may have had a significant
impact is the fact that there is an incompatibility between the
research topic (study of academic motivation) and the
voluntary form of participation of the respondents.

Specifically, it is possible that students who have chosen to
participate voluntarily are those who have a higher academic
motivation, are involved in activities related to their faculty
and are eager to help their colleagues. Being a data
collection through a social platform, those who have a low
motivation and are not involved in academic life may have
ignored the post or may have refused to participate from the
beginning. For this reason, for a motivation-oriented
research, a random sampling of all students in that faculty
would be preferable in order to control this variable.

A possible future development of this research could
consider the inclusion in the study of more faculties and
fields of study. Although in this study were reunited and
compared four fields of study quite popular among high
school graduates, which are generally considered to provide
students with a good job after graduation, it would be
interesting to explore the case of areas of study that are
considered not to offer their students the security of a job
after graduation (for example, philosophy or artistic fields)
and the way in which these students are motivated. In this
case a higher level of intrinsic motivation and a lower level
of extrinsic motivation or amotivation would be expected. It
would also be useful to collect data from students from
several faculties who have the same profile. Thus, it will be
possible to observe if the relations between the variables
discovered in this research are maintained within a larger
and more diverse sample and it will be possible to make with
more certainty a generalization of the obtained data.

This study addresses a cross-sectional analysis of data
obtained from the four groups, but the four constructs could
also be analyzed in a longitudinal study, which can provide
additional information on this topic. Motivation may increase
or decrease during college years, as may the level of anxiety
about the future, how TSR or the academic climate are
perceived. That is why it would be interesting to research
how these variables change in time. If significant differences
are observed further investigation could address the factors
that are involved in the change. In this regard, future
research can analyze these reasons through a qualitative
analysis and find out the reasons why students' motivation
increases or decreases.

Practical implications

This type of research could also be useful in practice,
being an important step in understanding students'
perspectives on academic life and can help implement drop-
out prevention programs, for example.

Although previous studies support the existence of a
relationship between academic motivation, TSR and
academic climate, most of them target the pre-university
education and are reserved in talking about a causal
relationship between these constructs. However, the results
obtained in this study show that TSR and the academic
climate are predictors of academic motivation. Knowing this,
faculties could pay more attention to promoting a positive
academic climate and training teachers to adopt an attitude
based on closeness and mutual trust with the students, in

40



order to help increase their intrinsic motivation and decrease
amotivation.

Last but not least, the results of this study suggest that
anxiety about the future career, located at a particularly high
level in the case of language students, moderates the
relationship between academic climate and amotivation,
respectively between TSR and amotivation. Thus, especially
in the case of students with a medium and high level of
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