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Abstract

This dissertation examines the impact of China's Double Reduction Policy (DRP) on
the motivation of professional teachers. Implemented in 2021, the DRP aims to
alleviate the academic burden of students by reducing homework and curbing private
extracurricular tutoring. This study focuses on understanding how the policy affects
teachers' motivation by employing a qualitative research design that includes small-
scale studies, in which the use of semi-structured interviews with teachers from Suzhou
as the main method of data collection. It is worth noting that this research might not
represent the context in entire China since the research was conducted in Suzhou, a city

often considered a leader in educational reform.

The theoretical framework for this study draws on Expectancy-valence Theory and
Self-Determination Theory to analyze teachers' motivation. Expectancy-valence
Theory explores how teachers' beliefs about the achievability and value of the DRP's
goals influence their motivation, while Self-Determination Theory examines intrinsic,

extrinsic, and altruistic motivational factors.

The findings reveal a complex picture of teachers' responses to the DRP. Teachers
generally acknowledge the policy's noble objectives of reducing student stress and
promoting holistic development. However, there is a notable difference in perceptions
between urban and rural teachers. Urban teachers, who are often confronted with
significant mental health issues among students, view the policy as necessary and
beneficial. In contrast, rural teachers see the policy as misaligned with their primary

challenges, such as inadequate resources and socio-economic hardships.

A significant challenge identified is the existing accountability policy, which ties
teachers' professional evaluations to student performance. This creates a paradox where
teachers feel pressured to produce good grades, conflicting with the DRP's objective to

reduce academic workloads. Additionally, the lack of clear guidelines on homework
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reduction and the disparity in resources between affluent and underprivileged schools

further complicate the policy's implementation.

Despite these challenges, many teachers demonstrate a high level of intrinsic and
altruistic motivation. They express a deep commitment to their students' development
and often go above and beyond their official duties without additional compensation.
This dedication is rooted in the belief that their role extends beyond imparting

knowledge to shaping students' lives and futures.

The study also highlights the need for more comprehensive stakeholder engagement in
policy implementation. It is suggested that teachers should be more involved in the
policy-making process to provide valuable insights and foster a sense of ownership and
commitment. Additionally, ongoing professional development and support for teachers

are essential to help them adapt to new pedagogical demands.
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Chapter 1: Introduction

1.1 Background of the Study

On July 24, 2021, the Chinese government promulgated the document entitled
“Opinions on Further Reducing the Burden of Homework and Off-campus Training for
Students in the Compulsory Education Stage.” Many researchers and policymakers
alike believed that this directive heralds a transformative phase in the public service
stratagems within the basic education system (Qian et al., 2024; Xue & Li, 2023).
Widely acknowledged for its dual principal outcomes in elementary education, this
mandate is colloquially referred to as the “Double Reduction” policy (DRP). The policy
prohibits after-school tutoring interventions in formal education and seeks the
mitigation of students’ academic workload (Dai, 2023; Xue & Li, 2023). Beyond its
profound impact on the student body, the DRP is esteemed as a seminal and reformative
educational decree that recalibrates the role of formal compulsory education vis-a-vis
national prowess, citizenry welfare, and educational caliber, instituting augmented
standards and requisites for educators and educational institutions (GOCCP&

GOSCPRC, 2021; Li & He, 2023; Qian et al., 2024).

Reflecting on the nationwide advancements in DRP execution over the preceding two
years, the pivotal role of educators as the principal labor force has been increasingly
acknowledged (Song, 2022; Xie, 2021; Zheng, 2022). However, there appears to be a
diminutive focus on the educators' personal sentiments, experiences or attitudes from
the perspective of teachers throughout this enactment phase. For instance, beyond the
obligatory tasks delineated within the DRP framework, additional expectations have
been posited by educational institutions and academicians, mandating educators to
embody roles as revolutionaries, researchers, moral exemplars, and collaborative
counterparts, thereby enhancing the fulfillment of DRP's objectives (Hu & Zeng, 2023;
Zhao & Bao, 2023). Consequently, this study seeks to illuminate the modifications in
teachers’ motivations and garner insights into their professional emotions and

1



experiences.

Given the nascent nature of the DRP and the absence of extant research focusing on the
alteration in educators’ motivational dynamics under this policy, this investigation does
not endeavor to establish a definitive, generalized or compelling correlation between
DRP and teacher motivation. Rather, its aim is to procure a profound comprehension of
the potential ramifications of DRP on educators to fill the research gap. Drawing upon
literary sources and historical precedents of policy implementation, this inquiry
maintains a critical stance regarding the enduring nature of teacher motivation within
the DRP framework. The outcomes of this research may furnish empirical evidence for
more structured future studies in this domain and enhance the policy's practical
application, thus offering ample support for educators’ efficacy through an exploration

of their motivational experiences and sentiments.

1.2 The Profession of Teachers in China& Rational of this Research

The rise of neoliberalism in education globally has not only transformed its structure
and management but also altered perceptions of the roles and responsibilities within the
sector (Lerch et al., 2022). Teachers, facing heightened demands for professionalism
and accountability, find themselves increasingly burdened (Williamson & Myhill,
2008). Despite this, their insights are frequently overlooked in educational reform
discussions, leading to reforms that are too prescriptive and diminish their authoritative
voices (Gozali et al., 2017). Influenced by the global trend and governmental
intervention, teachers in China are increasingly facing the standardization of
educational quality with the increase in requirement overt time, and within pressure to
manage and enhance the organization of large-scale students (Gu, 2013). In addition,
many researches have noted the education system is often lack of consideration on
teacher-centred subjectivity, which often sacrifice teachers’ mobility and development
(Lo et al., 2012; Lyu et al., 2017). This situation is related to the high attrition rate in

China, especially among beginner teachers (Liu, 2021; Zhu et al., 2020).
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Hence, concerning the circumstances of teachers in China and the implementation of
DRP, it is worth exploring the situation teachers are facing and how they perceive their
experiences under DRP. Drawing on the theories of expectancy-valence and Self-
determination theory, this research concentrates on teachers’ own feelings about the
DRP— what they think the goal of the DRP in practice, and whether they can be
achieved; and how they perceive the goal of DRP align with the values of their
profession-- intrinsically, extrinsically and altruistically (Alexander et al., 2020; Vroom,
1964). In addition, exploring teachers’ attitudes in various previous educational policy
in different regions could also contribute to the exploration of teachers’ attitudes under
DRP by analysing factors that might influence teachers’ motivation. By examining the
DRP and its impact on teacher motivation, this research was thought to be capable of
providing critical insights into how the DRP affects educators, thereby not only
profoundly laying the groundwork for more in-depth future research in this domain, but

also possibly increasing the treatment of teachers in compulsory education stage.

1.3 Dissertation Outline

The structure of the dissertation is as follows. The second chapter reviews critically the
literature on the DRP and the requirements on teachers. The DRP demands on teachers
are critically examined against the backdrop of eexpectancy-valence theory and self-
determination theory as a basis for analyzing teachers’ motivation. The literature review
also engages with previous education policies from both China and other countries and
their impact on teachers, such as Performance Pay Policy in China and No Child Left

Behind policy in US 2001.

Chapter three discusses the methodological framework of this study, encompassing the
research aim and questions, design, population and sampling strategies, data analysis
procedures, ethical considerations, limitations of the study, and the researcher's

positionality and reflexivity.



Chapter four synthesizes the study's findings to address the research question, followed
by the theoretical framework. This chapter also includes a summary of the study's

limitations, and further implications for policy and research.



Chapter 2: Literature Review

The adoption of the Double Reduction Policy (DRP) in China represents a burgeoning
area of inquiry. An examination of the limited existing literature on this policy, along
with studies on similar educational reforms in China and other countries, is crucial for
understanding the relationship between policy changes and teachers' motivation. This
chapter is divided into three sections. The first section elucidates the context of the DRP
in China and the experiences of teachers based on existing literature. The second section
introduces the theoretical framework adopted for this research, including expectancy
and motivation theories, with a specific focus on teachers’ perspectives on policy and
their feelings through the practice of these policies as the main constructs of motivation.
The third section examines the impact of educational policies globally on teachers’
motivation throughout history and clarifies the specific educational context in China

that might influence teachers' motivation under the implementation of these policies.

2.1 The DRP and its Requirements on Teachers

Launched by the Ministry of Education of China in 2021, the Double Reduction Policy
(DRP) in China aims to reduce academic stress and improve education quality through
various initiatives targeting schools, families, and the supplementary education sector
(GOCCP & GOSCPRC, 2021). The policy aims are pursued by lightening the
homework load, improving education quality, and regulating supplementary
educational activities outside school, with support and funding allocated to schools and
educators (GOCCP & GOSCPRC, 2021). The official reason for the policy is for the
social concern such as social class immobility, rising educational costs, and parental
anxiety centred in education children are receiving (Li & He, 2023; Qian et al., 2024;
Xue & Li, 2023), as well as students’ 24.6% prevalence rate of adolescent depression
with a significant majority of elementary (95.5%) and middle school students (90.8%)

do not get the recommended amount of sleep, and in 2020 (Hu, 2021). Hence, by



adopting these approaches, the policy emphasizes on addressing utilitarian and short-
sighted educational views, and improving the wellbeing of students and family (Wu &

Cao, 2024).

In public schools, the policy is centred in financing and training schools and teachers
to offer in-school alternatives to extracurricular tutoring, and establishing departments
dedicated to the policy’s governance and oversight (GOCCP & GOSCPRC, 2021). It
focuses on enhancing teaching quality, optimizing homework management, and
improving after-class services to meet most student needs. The policy also seeks to
restore order in the compulsory education system, reduce exam-focused learning,
rejuvenate social and educational benefits, and lessen the educational burden on
families. It mandates structured homework with strict time limits, ensuring tasks are
meaningful and age-appropriate to foster individualized learning. Teachers play a
crucial role by overseeing homework, providing remedial tutoring, and enhancing
learning opportunities, aiming to minimize academic stress and tailor educational
experiences to each student's needs. In addition, to reduce reliance on shadow education,
the policy requires schools to expand extracurricular offerings in science, literature,
sports, and arts. This initiative aims to provide diverse learning opportunities, address
educational inequity, and internalize educational values within the school environment.
The government has extended school hours to allow for a broader range of
extracurricular courses, fostering holistic development and potentially reducing
reliance on external tutoring services (GOCCP & GOSCPRC, 2021; Xue & Li, 2023).
This comprehensive approach integrates curriculum and extracurricular learning,

enhancing overall education quality.

In addition to giving instructions for formal public schools, the policy also emphasizes
a holistic approach to education by fostering coordination among families, schools, and
society (GOCCP & GOSCPRC, 2021; MOEPRC, 2021). The policy highlights the
shared responsibilities of schools and parents in children's education, advocating for

stronger communication and innovative collaboration. Schools are encouraged to
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develop home-school education strategies to guide families in establishing productive
schedules for students. The policy also suggests updating parenting approaches to
reflect individual developmental patterns, urging parents to plan their children's futures
rationally and create a harmonious family atmosphere. This includes paying attention
to children's thoughts and emotions, establishing healthy communication, and
supporting them in addressing concerns and overcoming challenges. Moreover, the
policy also regulates and oversees off-campus educational activities by requiring
provinces to conduct thorough inspections to ensure educational institutions meet set
qualifications and regulatory compliance. The DRP mandates that subject-based
extracurricular institutions cannot engage in capital operations and must register as non-
profits, whereas non-subject-based institutions are categorized distinctly (sports,
cultural arts, technology) with clear regulatory standards and approval processes
(GOCCP & GOSCPRC, 2021). The policy introduces a quality measurement system
for extracurricular content, strictly prohibiting excessive training, subject-based
training by non-subject institutions, overseas courses, and any content that violates
existing laws. Subject-based institutions must publicly display their teachers'

qualifications to uphold standards.

Although the DRP listed a number of new instructions for education providers, it is
worth noting that the intension of reducing the burden on students is not a new concept
in China’s education policy. Since 1955, various policies have endeavoured to address
this issue, emphasizing the importance of maintaining physical health for both teachers
and students and prioritizing ideological and holistic education (Xie, 2005). However,
despite numerous efforts, each measure intended to reduce the burden has often led to
an increased workload for students (Xie, 2005; Xiang, 2019). Economic growth
demands and the need for a quality workforce after the Reform and Opening-up Policy
created an education market by devolving administrative responsibility and power to
local governments, leading to differentiated school quality and competition among
students (Liu & Dunne, 2009). Additionally, the prevalence of shadow education since

the 2010s has significantly influenced the educational landscape, creating disparities in
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accessing educational resources based on family income and eroding social justice (Lu
et al., 2023). Therefore, the history of burden reduction policy also raises curiosity on

the actual impact of DRP on education and society (Guo, 2022; Song, 2022).

While the DRP offers promising solutions to social issues through specific activities
and legislation, it has faced criticism for its lack of communication between
stakeholders, especially teachers (Liang & Wang, 2023; Yu & Chen, 2023), and it has
spoiled a series of challenges on teachers’ workloads and professional styles. Teachers
have experienced increased workloads and a shift toward more student-centred
pedagogy (Yu & Yang, 2022). In classroom settings, teachers are expected to balance
test-taking requirements with broader educational objectives (Zhou & Fu, 2021). They
are encouraged to provide more comprehensive instruction to deepen students'
understanding and place emphasis on high-quality assignments, developing clear
strategies for enhancing homework and engaging in detailed reflection (Yang, 2021).
For after-school programs, teachers are advised to improve their teaching and
assessment abilities to better accommodate students' varied learning needs (Dai et al.,
2022). To enhance instructional effectiveness, educational leaders should focus on
improving teachers' assessment literacy, fostering critical thinking, and supporting

ongoing professional development (Zhou & Fu, 2021).

As reflected on researches, empirical studies reveal an increase in teachers' working
hours and workloads under the DRP. For instance, a study by Lu et al. (2022) involving
over a thousand primary and secondary school teachers and parents in Jiangsu Province
found that more than 70% of teachers reported increased working hours and workloads
due to the DRP. Similarly, semi-structured interviews with 14 teachers across China
conducted by Jin et al. (2023) indicated that additional working hours and workload
primarily involved lesson planning, designing and grading homework, providing after-
school services, communicating with parents, organizing activities, participating in
teacher training, attending staff meetings, and writing reports. Qin and Li (2022)

identified that heightened work intensity for teachers under the DRP results from
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professional demands, school system requirements, maintaining social relationships,

and participating in professional development.

The implementation of the DRP brought about sweeping changes aimed at increased
the workloads of teachers, thus raises the necessity to explore how teachers have
adapted to these changes. The changes were executed rapidly and with minimal
consideration of the advice or preferences of professional educators. This approach
mirrors the experiences in other jurisdictions undergoing performance-based reform
efforts. Such a top-down implementation process has significant implications for
teachers' motivation. The lack of involvement in the decision-making process, coupled
with increased workloads and new pedagogical demands, has led to concerns about
teachers' professional autonomy and job satisfaction. Under these crucial factors,

exploring teachers’ attitudes and motivation is necessary.

2.2 The Expectancy and Motivation Theory

To analyze teachers’ motivation under the implementation of the DRP, this essay draws

on two theories of motivation: the expectancy theory and motivation theory.

From the perspective of teachers, motivation illustrates their commitment to teaching
and their willingness to remain in the profession. Specifically, Sinclair (2008) described
motivation as the force of attraction, retention, and concentration that influences what
draws individuals to the teaching field, the duration of their stay in initial teacher
education programs and later in the teaching profession, and the level of their
involvement in both their educational courses and their professional teaching careers.
This aligns with Dornyei and Ushioda's (2021) proposition that teachers' motivation
includes the motivation to teach and the motivation to remain in the position. This
results from a combination of various factors, including an interest in teaching, the dual
impact of social factors, a commitment to the profession over time, and the presence of

demotivating negative influences. Hence, the two theories adopted are the expectancy-
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valence theory (Vroom, 1964), which refers to an individual's preference or attraction
towards a particular outcome, and Self-Determination Theory (SDT) (Alexander et al.,
2020; Ryan & Deci, 2020), which analyzes the construction of an individual’s
motivation when they serve in a specific career or position. The separation also aligns
with Williams & Burden’s (1997, as cited in Han & Yin, 2016) classification of
motivation: initiating motivation, which relates to the reasons behind choosing to
undertake an activity, and sustaining motivation, which involves the effort required to
continue or persist in the activity. Therefore, in the context of DRP, the aspects of

motivation are also acknowledged in this research.

To analyze teachers' initiating motivation under the implementation of the Double
Reduction Policy (DRP), this essay adopts expectancy theory, which focuses on
attitudes towards the content and purpose of the DRP and how these attitudes influence
teachers' views on the profession. Expectancy-valence theory is based on the perception
that human behavior within an organizational setting is mainly driven by conscious,
rational, and goal-oriented actions. Behavioral choices are based on anticipated reward
or outcome preferences (valences) and forward-looking estimations (expectancies) of
the possibility of attaining these outcomes (Lawler, 1973; Vroom, 1964). Vroom (1964)
introduced the concept of valence to describe the emotional value associated with
particular outcomes, which can be positive or negative and influence whether a specific
outcome can be achieved. Additionally, expectancy pertains to an individual's belief
about the likelihood that their efforts will achieve the anticipated outcome. This
encompasses the notion that one's exertion will yield a particular level of achievement,
subsequently bringing about specific results (Vroom, 1964). In the development of
expectancy theory, Lawler (1973) extended the process by involving the relationship
between effort and reward, suggesting that people perceive more motivation if they
believe that exerting effort will lead to successful performance, and that successful
performance will lead to desirable rewards. Therefore, in the basic form of motivation
and expectancy-valence, an individual's motivation (M) to take action is positively

influenced by both the valence (perceived value) of the outcome and the expectancy
10



(perceived probability) of achieving that outcome (Heneman & Schwab, 1972; Lawler
& Porter, 1967). Hence, expectancy-valence theory can help analyze changes in
teachers' motivation based on their understanding of and belief in the achievability of

the DRP's objectives.

Beyond the positive influence of expectancy and valence on motivation, it is crucial to
note that an individual’s expectancy and valence regarding a certain event and outcome
are very subjective and influenced by their perceptions of the event and the values they
align with. Feather (2021) pointed out that people’s understanding of event values and
outcomes is embedded in a “means-end structure” (p.2) or wider sociocultural context,
and this understanding will, in turn, influence their expectations and valence regarding
the achievement of goals and outcomes. Furthermore, people's preference for certain
values, which will influence their valence regarding the outcome, is also an important
factor. Individuals' subjective valuation of valence makes them sensitive to certain
objectives and activities, leading to variable valence among different groups of people
(Feather & Newton, 1982). Moreover, these two factors related to the generation of
expectancy and valence, the original theory has also been further developed to analyze
motivation related to management, organization, or specific settings (Ferris, 1977,
Heneman & Schwab, 1972; Kominis & Emmanuel, 2007). However, considering that
this research is more centered on motivation for a specific policy, the original theory is

sufficient for this study.

Under the context of the DRP, expectancy theory can help analyse teachers’ motivation
on how teachers agree with the goals of the DRP and whether they perceive these goals
as achievable. Drawing on current research on policy implementation in schools,
several factors could influence teachers’ motivation. The DRP suggests a more student-
centred approach and aims to improve students’ mental well-being. Teachers might
view this goal as positive valence worth pursuing. However, some research indicates
that teachers may find this goal unachievable given the high-stakes testing environment

and societal pressures (Liang & Wang, 2023; Lu et al., 2022; Qin & Li, 2022).
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Regarding the effort and reward in DRP implementation, teachers might feel motivated
by the idea that changing teaching requirements could lead to better teaching quality,
which in turn could improve students’ well-being. However, whether teachers will align
their personal goals with the DRP’s goals remains debatable. Many studies highlight
the importance of students’ grades on teachers’ salaries and rankings, suggesting that
some teachers might perceive the DRP as an impediment to their own promotion (Jin
et al., 2023; Lu et al., 2022). This perception could result in a negative valence,

diminishing their motivation.

In addition, to analyse the sustaining motivation, this dissertation also adopts Self-
Determination Theory (SDT), which could help analyze factors influencing teachers’
motivation through the practice of DRP. SDT classifies motivation into intrinsic and
extrinsic motivation, that intrinsic motivation is associated with an individual's
satisfaction, enjoyment and interest in teaching, both as an activity and as a profession,
such as a passion for the subject being taught; extrinsic motivation refers to the
perception of teaching as valuable and significant in terms of its societal impact and
time or financial benefits (Alexander et al., 2020; Ryan& Deci, 2020; Zhang et al.,
2019). In this structure, altruistic motivation is also engaged that illustrates that teachers’
motivation could also be related to social responsiveness which is different from the
elements of the profession that are inherent to the job itself, like salary or vacation time
(Alexander et al., 2020; Zhang et al., 2019). Through the application of SDT, most
researches have acknowledged the leading role of intrinsic motivation for teachers’
overall motivation especially their job satisfaction and recognition for career
achievements and opportunities for development (Abos et al., 2018; Osman& Warner,
2020; Robbins& Coulter, 2012). Additionally, adequate administrative support,
comfortable working conditions or sufficient teaching equipment, friendly collegialities,
and pursuit for promotion are also strongly related to teachers’ construction of intrinsic
motivation (Abos et al., 2018; Bukhari et al., 2023; Thoonen et al., 2001; Van den
Berghe et al, 2014).



In addition to classifying motivation as intrinsic or extrinsic, other approaches
encourage exploring external factors contributing to teachers’ motivation. Praver and
Oga-Baldwin (2008) outlined a range of motivating factors, including indirect
motivators such as autonomy, working relationships, self-actualization, and
institutional support. Additionally, Dinham and Scott (2000) divided contextual factors
into micro-contextual and macro-contextual influences. Doérnyei and Ushioda (2013)
later reinterpreted these categories, referring to them as school-based extrinsic factors

and factors at the systemic or societal level.

While teachers' motivation primarily stems from an intrinsic passion for teaching, many
demotivating factors can negatively impact their motivation. Research consistently
shows that teachers, compared to other professional groups, frequently encounter
elevated professional stress and diminished motivation, contributing to high attrition
rates, especially early in their careers, a pattern observed across various developed
countries (Dinham & Scott, 2000; Han & Yin, 2016). For example, demotivation in
teaching can emerge when negative factors counteract existing motivation, stemming
from specific events, experiences, and environmental influences. This ultimately
characterizes a demotivated teacher as someone who was previously enthusiastic but
has subsequently lost interest for diverse reasons (Dornyei & Ushioda, 2013).
Challenges contributing to teacher demotivation include stress, restricted autonomy,
low self-efficacy, low self-awareness, ambiguities in defining and implementing
educational goals in society, inadequate career structures, ambiguous and conflicting
role expectations, mastery of teaching technologies, continuous acquisition of new
knowledge, limited opportunities for intellectual growth, student expansion, and
negative student attitudes (Bess, 1977; Dornyei & Ushioda, 2013; Kiziltepe, 2008).
These factors collectively contribute to the concept of teacher demotivation,
highlighting the difficulties educators face in maintaining their enthusiasm and

commitment to teaching.

In addition to adopting these two theories as the theoretical framework for research, it
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is worth noting that due to the fluidity of motivation over time and individual
differences, these theories and this research is limited in its ability to provide a
definitive and sustained analysis of how the DRP influences teachers’ motivation.
Instead, this research and its theories can only analyze teachers’ motivation at a specific
point in time. Intrinsic and extrinsic motivations are crucial for teachers' retention in
their positions, and the degree to which each factor contributes to motivation varies
across different circumstances and over time (Han & Yin, 2016). Doérnyei and Ushioda
(2021) define motivation as a non-linear and dynamic factor that influences human
behavior in magnitude and direction, including an individual’s reasons for choice,
persistence in maintaining the activity, and the vigor with which they engage in it. For
instance, Sinclair’s (2008) research noted that although prominent intrinsic motivation
factors include engaging with children, intellectual stimulation, and self-assessment,
teachers might value other factors, such as self-evaluation, authority and leadership,
work-life balance, influence of others, and career transition more importantly over time
as teachers progress in their careers, while factors like working with children,
intellectual stimulation, and working conditions might decrease in significance.
Moreover, recent research suggests a trend towards focusing on individual differences
in the perception of motivation, indicating that individual and contextual differences
are also significant in influencing their valuation of internal and external conditions of
motivation, leading to changes in their willingness to teach and stay in the profession
(Bukhari et al., 2023; Han & Yin, 2016; Slemp et al., 2020). Thus, motivation is a
multifaceted and dynamic concept essential for driving and sustaining human behavior.
Hence, given that teacher motivation under the DRP can be understood as the driving
reasons and dedication rooted in an individual's inherent values, leading them to choose,
continue, and dedicate themselves to teaching, this research captures teachers’ attitudes
during a specific time period. This understanding of motivation highlights its variability

under various contextual factors.



2.3 The Impact of Educational Reform Policies on Teachers Motivation from
Comparative Perspective

Given that the DRP is a relatively new policy and there is a lack of articles specifically
focusing on its impact on teachers’ motivation, this dissertation will refer to previous
policies and relate them to the above theories to analyze the trend of educational
policies on teachers’ motivation. This section will first analyze cases in China and East
Asia, followed by a global perspective on policy impacts on teachers’ motivation.
Subsequently, this dissertation will analyze the general trend of educational policies on
teachers’ motivation, with the specific context of Chinese culture on shaping teachers’

attitudes and activities under policy implementation.

In the context of previous policies in China, burden-relief policies have been
implemented numerous times throughout the history of China’s educational reform.
Since 2010, the theme of burden reduction has evolved to pursue a comprehensive and
all-encompassing curriculum for students (Ye, 2024). These reforms focus on
improving teaching methods, course design, materials, and reducing assessments and
homework while ensuring students have time for after-school activities (Liu & Zhang,
2024; Ye, 2024). Despite the positive intentions of these policies, many teachers have
reported negative motivation due to struggles in adjusting to new curriculum designs,
enormous mental pressure due to accountability and promotion demands, and
unreliable and untrustworthy assessments of their work and performance (Zhang, 2017).
For example, while teachers generally agreed with the goal of burden reduction and
were intrinsically or extrinsically motivated, many held negative opinions on how their
work was assessed under this goal. The decrease in classroom autonomy also led to
increased pressure on teachers to meet the requirements of the new policy (Han, 2006;
Li et al., 2005; Ma, 2021). In comparison with the DRP, similar increases in
requirements and workloads for teachers can be observed. However, the DRP also
provides guidelines for industries outside schools, demonstrating a more resolute and
systematic attitude toward addressing the concern of burden reduction. This

comprehensive approach may also influence teachers’ motivation under policy
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implementation.

In addition, another education-related policy that has influenced teachers’ motivation is
the performance pay policy issued in 2009 (Qin et al., 2019). This policy aimed to
motivate teachers by segmenting salary into positional salary, salary scale, performance
salary, and allowances and subsidies, promoting rational distribution standards.
However, Qin et al.’s (2019) research highlighted that many teachers are not motivated
by the policy, with regional differences in satisfaction. Teachers working in urban areas
or regions with better economic development tend to be more satisfied and motivated
by the policy, while teachers from underprivileged regions and professional teachers
are not. Related research suggests that one significant reason is that over-quantified data
may decrease teachers’ intrinsic motivation for teaching. This mismatch occurs when
teachers try to align assessed criteria with the valuable content of teaching and
unquantified activities (Han, 2006; Liu, 2012). Additionally, demotivating factors
emerged in the performance pay policy implementation. Teachers need to put in extra
effort to fill out forms for the policy, which not only increases their workloads but is
also influenced by the transparency of schools' and governments’ management. Many
institutions do not operate according to standard procedures (Fan & Fu, 2011; Han &
Yin, 2016). Meanwhile, some research noted that the performance pay policy does
improve part of teachers’ extrinsic motivation due to the increase in their salary and
benefits (Liu, 2012; Wang, 2015). This nuanced impact suggests that while the policy
has some positive effects, its overall implementation needs to address intrinsic
motivation and workload management to be fully effective. In comparison with the
above policy, although there are some datafication tasks for teachers to address in the
DRP, the overall focus of the DRP remains on students. Therefore, the targeted policy

recipients are different.

In terms of educational policies in East Asia, similar situations have affected teachers’
motivation. In Japan, the Rainbow Plan reform implemented in 2002 significantly

challenged teachers by imposing substantial workloads and increasing accountability
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at individual, community, and national levels (Hooghart, 2006; Kimura & Iwata, 2007).
Additionally, Japanese teachers exhibit resistance toward certain aspects of the
decentralization policy, particularly the newly introduced two-semester system and
school choice initiatives (Sakurai, 2016). However, they are more receptive to other
decentralization policies directly tied to lesson study, such as small group activities, the
use of PCs, and the inclusion of volunteer learning assistants in the classroom (Sakurai,
2016). In comparison, South Korea’s neo-liberal educational reforms since 1995 have
also significantly increased teachers’ work burdens and the requirements for technical
and professional skills. This has notably reduced teachers’ intrinsic and altruistic
motivation due to the additional demands placed on their work and teaching (Kim, 2004;
So & Kang, 2014). These reforms have resulted in a similar pattern of increased
workloads and pressures, negatively impacting teachers' motivation and overall job

satisfaction.

In the global context of educational policy implementation, teachers’ motivational
responses vary significantly. One example is the No Child Left Behind Act of 2001 in
the United States. While the policy aimed at improving student performance and
motivating staff, it had complex impacts on teachers’ motivation (Finnigan & Gross,
2007; Hinnant-Crawford, 2016). Teachers’ valence and expectancy changed over time
and were strongly linked to morale, leading to a decline in motivation in low-
performing schools (Finnigan & Gross, 2007). Initially, teachers might perceive
intrinsic motivation, but its persistence is questionable, and extrinsic motivational
factors do not significantly impact teachers' motivation (Finnigan & Gross, 2007;
Hinnant-Crawford, 2016). Another educational policy issued in New York in 2011
evaluated teachers based on students' performance. Although teachers exhibited
intrinsic and altruistic motivation for teaching, the unnecessary quantification of their
work hindered their extrinsic motivation. Additionally, the lack of clear explanations
about the policy content decreased their valence and expectancy due to insufficient
understanding (Mintz & Kelly, 2021). Similarly, research on performance-based

education policy in Canada revealed a decrease in teachers’ motivation, showing
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negative valence and expectancy because their educational goals differed from those
set by the policy. Teachers believed that governmental goals were not related to teaching
and learning (Leithwood et al., 2002). In the UK, the 1988 Education Reform Act and
subsequent policies also challenged teachers’ motivation due to a lack of resources and
training support, decreased extrinsic motivation owing to societal attitudes towards
professionals, and increased bureaucracy in management (Day et al., 2007; Scott et al.,
1999). Overall, education policies related to accountability often lead to a decrease in

teachers’ motivation.

Besides analysing teachers’ motivation under certain policies by examining factors that
contribute to the construction of motivation, another significant criterion is the role of
government and school management during the implementation process. Tension and
animosity often mark teachers’ evaluations due to disagreements over policies and the
government's authoritarian and non-consultative methods of policy development and
introduction into the provincial education system (Leithwood et al., 2002). In this
context, school transformation may come to a halt after the restructuring phase because
top management fails to empower teachers, having eroded their trust during the process
(Johnson, 1986; Leithwood et al., 2002). Therefore, school leaders play a crucial role
in restoring some of the teacher commitment to policy implementation that was lost due
to the government's authoritarian approaches in initial restructuring and policy
formulation (Seashore Louis & Robinson, 2012). This process of recovery, fitting
within the concept of buffering, involves substituting the social legitimacy and trust that
governments lost with legitimacy and trust derived from another source (Leithwood et
al., 2002). However, since this essay does not specifically focus on the impact of policy
management on teachers, this important factor will be deconstructed and discussed
within the framework of valence, expectancy, and extrinsic motivation without

considering it as a separate theme for discussion.

Beyond the factors that might contribute to teachers' motivation under policy

implementation, it is also worth noting the cultural differences between China and other
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countries regarding professional identity, beliefs about teaching, and class management
(Grant et al., 2013; Meng et al., 2016). Beyond the need for strong professional skills,
one of the most essential qualities sought in Chinese teachers is a strong work ethic
(Liu & Meng, 2009). This entails a moral obligation to fully dedicate themselves to
their students, including spending extra hours preparing lesson plans, grading
homework, and utilizing lunch breaks to offer additional student support. Chinese
teachers also care deeply about the well-being of all students, treating each student
equally, grading assignments fairly, and maintaining positive relationships with both

students and colleagues.

Influenced by Confucianism, the concept of “Ren” emphasizes lifelong self-cultivation
and striving to become the most genuine, sincere, and humane person possible. This
idea is prominent in Chinese education and places a strong emphasis on personal effort
and consistent practice for personal and academic success, outweighing inherent ability
or socioeconomic status (Klassen et al., 2008). Therefore, Chinese teachers are likely
to adopt teaching methods that encourage diligent study habits, perseverance through
challenges, continuous improvement, and a sense of responsibility for students’ ethical
and academic growth (Grant et al., 2013; Klassen et al., 2008). Additionally, there is a
long-standing tradition of teachers planning collaboratively and observing one
another’s lessons in China. The management structure often places teachers of the same
subject and grade level in one office, reflecting a culture that prioritizes collegiality
over individualism (Stigler & Stevenson, 1991). In terms of lesson plans, Chinese
teachers highly value textbooks and teachers’ manuals, organizing content based on
different knowledge points and difficulties for students’ understanding, with less
concern about autonomy compared to US teachers (Grant et al., 2013). Therefore, under
the context of the DRP, Chinese teachers might respond differently to external factors
that contribute to their motivation due to different cultural backgrounds and values.
These cultural influences shape their perceptions and responses to policy changes,
highlighting the importance of considering cultural context when analysing teachers'

motivation.



Hence, drawing on the potential impact of the DRP on teachers' workloads, guided by
insights from both theoretical frameworks and comparative educational policies,
exploring teachers' motivation under this context is crucial. This comprehensive review,
incorporated with expectancy-valence and self-determination theories, frames the
research questions by identifying key factors influencing teachers' adaptation to policy
changes, such as workload, professional autonomy, and intrinsic and extrinsic
motivators. Additionally, discovering teachers’ motivation within the particular context
of Chinese culture could contribute to comparative educational policies and teaching.
Consequently, the following methodology chapter will detail the research design and
data collection methods employed to explore these aspects, ensuring an in-depth

investigation of how the DRP affects teachers' motivation and professional experiences.
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Chapter 3: Methodology

This chapter begins by presenting an overview of the research aim and the research
question. Following this, it details the research design and the methods employed in the
study. Next, it explains the population and sampling procedure, and provides an outline
of the research instruments, data analysis, ethical considerations, and the study's

limitations. Lastly, it examines the researcher’s positionality and reflexivity.

3.1 Research Aim and Research Questions

The aim of this research is to analyse Chinese teachers’ experiences under the
implementation of a recent educational policy named Double Reduction (DRP),
especially whether DRP is influencing teachers’ motivation for their profession. The
study is framed by one central question:
Does the Double Reduction Policy in China threaten the motivation of teachers?
Based on the theoretical framework, the central question is also separated into two sub
questions:

o What are teachers' views on the objectives of the DRP?

e Do teachers feel more motivated or less motivated to serve as teacher?

3.2 Qualitative Research Design

In order to explore teachers’ experiences especially motivation under the
implementation of DRP followed by the theoretical framework that provided in the
literature review, this research adopts qualitative research design with semi-structured
interview. All researches should employ the methodology that most effectively address
and fulfil the research question and objectives (White, 2013). For this research, the
purpose is centred in exploring and understanding teachers’ feelings, experiences and
reflections after the implementation of DRP and how the feelings and experiences

reflect their changes in motivation. Therefore, adopting qualitative research through
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semi-structured interview is sufficient for this research as it provides a significant
opportunity to explore and theorize individual’s in-depth perceptions about the social
world, offering narrative data that illuminate the complexities of human experience

(Miller& Glassner, 1997).

Philosophically, this research is associated with social constructivism that acknowledge
multiple realities without single interpretive truth (Lee, 2012). Concerning that the
social constructivism values the interaction between the inquirer and knowable, and
knowledge is collectively generated to generate consensus on certain ideas (Lincoln et
al., 2011; Pring, 2015), this research perceives semi-structured interview as a suitable
approach that allows in-depth interaction and knowledge construction. Given that this
research is more associated with constructivism, there are certain “objective realities”
that are inevitable embedded, including those things located in the specific social
context or cultures (Pring, 2015). For this research, these objective realities include the
policy itself, and the culture of Confucianism as well as the moral requirements on
teachers. However, how these objective realities mean to teachers varies, and this is
also the reason to adopt qualitative research. In addition, concerning this research is
related to policy and teachers, using qualitative research from a social constructivism
aspect helps “liberate the teacher from the management control” by exploring the
complexity and peculiarity of the situation through teachers’ detailed experiences and

feelings (Pring, 2015, p71).

In previous studies focused on policy, implementation, and pedagogy in China,
qualitative research methods are frequently adopted (Deng et al., 2024; Li et al., 2022;
Rowe et al., 2020). This research also employs qualitative methods for similar reasons.
Specifically, qualitative research allows for an in-depth exploration of the overall status
of policy implementation, tensions, and main challenges within a specific context.
While research on motivation and teachers often employs quantitative methods
(Bukhari et al., 2023; Lin et al., 2012; Ye et al., 2021), this study prioritizes the context

of policy and implementation. Therefore, qualitative research is deemed more suitable
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for this investigation.

3.3 Population and Sampling

The study focused on teachers’ motivation after the implementation of the DRP.
Therefore, the participants recruited for this study were in-service public schools’
teachers. Given China's vastness and the exploratory nature of this research, which does
not seek a definitive and persuasive answer to the research question, this study selected
teachers working in Suzhou, a city in Jiangsu Province. Suzhou is one of the most
developed cities in China and is frequently considered a leader in educational reform
and development and it is often chosen as a pilot site for educational policies (JPDOE,
2016; Wei & Fan, 2000). This implies that teachers in Suzhou are more accustomed to
adapting to educational policies and, therefore, may provide more unbiased opinions
on the DRP. Furthermore, they are likely to possess a longitudinal awareness and
perspective on the impact of the DRP, as well as how it influences their teaching and

educational practices.

The snowball sampling is a recruitment method that starts with a few initial participants
who meet the research criteria, who then refer additional participants, creating a
growing chain of contacts until the desired sample size or data saturation is achieved
(Parker et al., 2019). For this research, the recruitment criteria required teachers to have
worked in the public school system for more than 5 years and not to have been retired
or working in private schools. These criteria ensured that teachers had sufficient
experience teaching in public schools, which represent the predominant management
model. Additionally, five years of teaching is generally considered a benchmark
indicating that teachers are accustomed to the work rhythm. This minimizes the
influence of individual working attitudes on their perceptions of the policy. Therefore,
I first contacted two participants who met the criteria and were willing to share their
feelings on the policy. I then asked these initial participants for suggestions about other

potential participants. Following their recommendations, I contacted the suggested
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individuals via WeChat to seek their permission to participate in the study.

Given that the research promised the data would not be used for other purposes and
strictly followed CUREC and BERA guidelines, some teachers considered the topic
very sensitive due to certain political implications or were concerned about potential
damage to their professional reputations due to the requirement of recording.
Consequently, although I contacted 21 teachers for inquiries, only 8 agreed to

participate in the entire research process.

3.4 Research Instruments

8 teachers were engaged in face-to-face semi-structured interviews. The interview
questions were developed in three sectors: changes in teachers' motivation caused by
their opinions on the goals of the DRP, changes in motivation due to their feelings in
implementing the policy, and overall fluctuations in teachers' motivation after the DRP.
The Likert chart was used as a reminder to encourage teachers to share their stories

based on the related topics and their feelings.

Semi-structured interviews could also encourage interviewees to elaborate and develop
topics of interest (Denscombe, 2010). By utilizing a semi-structured interview format
guided by a set of predetermined topics, along with additional open-ended questions,
this approach allows flexibility while adhering to the interview guide, preventing
participants from veering off-topic or taking control of the conversation (Check &
Schutt, 2017). Therefore, semi-structured interview allows the interviewer to probe
deeper and engage in a back-and-forth dialogue and letting the interviewee clarify and
elaborate on prepared questions (May, 2011). This approach also enables a more
comprehensive understanding of the responses, offering the latitude to explore beyond
initial answers and facilitating a richer and more nuanced collection of data (Check &
Schutt, 2017; May, 2011). Given that this research explores personal experiences and

attitudes toward policy, this interview format ensures participant comfort by allowing
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them to skip specific questions or end the interview if needed (Cohen et al., 2018).
Face-to-face interviews, as a synchronous communication method, can increase data
validity by fostering an environment that encourages participant spontaneity.
Additionally, this format enables the researcher to gather extra information through

vocal tone, intonation, and body language (Opdenakker, 2006).

Given that all the participants are Chinese, I translated all the interview questions and
related materials from English to Chinese to ensure their understanding. The data
collection was conducted face-to-face, with all eight interviews taking place between
March 2024 and April 2024, during the school term. The interviews lasted between 40
minutes to 1.5 hours, with the average interview time of 55mins. The interview times
and locations were negotiated individually with each teacher to ensure flexibility. All
interviews were conducted outside of their working hours, including weekends or after
office hours on weekdays. The locations were chosen by the teachers and conducted
outside of school settings, such as in cafés or their own homes. This approach was
intended to help teachers detach from the specific school environment and their
professional roles, allowing them to share their experiences purely as teachers. After
each interview, I reflected on the interview questions and interview techniques, and the
order and the content of interview questions are also slightly changed over time as

improvement for interview quality.

3.5 Data Analysis

This research adopted thematic analysis as the approach for data analysis. Thematic
analysis is a method or technique for identifying, analysing, and interpreting recurring
patterns of meaning or themes within qualitative data (Clarke& Braun, 2017). Thematic
analysis is considered as a method with theoretical flexibility, that involves practices of
coding and theme development, have the capacity to capture both semantic and/or latent

meanings, can orient to data both inductively or deductively (Braun& Clarke, 2023).
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After conducting interviews with each participant, all the audiotapes were transcribed
in detail. According to Norwell et al. (2017), coding starts with familiarizing with data.
I read all the interview transcription thoroughly, and in the meantime, I also reviewed
the literature review and highlighted potential content for deductive codes. The second
step is to generate initial codes, and I extracted meaningful codes from interview
inductively. Then, I reorganized the deductive codes from literature review and
interview data, and generate the theme that could coverage the content with

theoretically supported and are comprehensive by readers.

Given that this research is written in English, and all the interviews were conducted in
Mandarin, with a mixture of dialect, which created the complexity of analysis. By
acknowledging that confusions might occur in cross-language research due to the
difficulties in interpreting the intended meanings of metaphor and terminology when
analysing the translated content (Al-Amer er al., 2016), this research conducted most
of the data analysis process in the original language of the interview to reduce the
meaning loss in translating. After the process of defining and meaning of the themes, I

translated the content into English, and conducted the report in English.

3.6 Ethical Consideration

Before data collection, I sought and obtained ethics clearance from Oxford’s Central
Research Ethics Committee (CUREC), as documented in Appendix 1. The study was
designed in accordance with the ethical guidelines set forth by the British Educational
Research Association. Throughout the study, I adhered to ethical principles including

voluntary informed consent, anonymity and confidentiality.

3.6.1 Informed Consent& Voluntary Participation
In this research, the standard of informed consent and voluntary participation was

strictly followed in this research. The informed consent is centred in “subject’s right to

b1

freedom and self-determination” which respects and protects participants’ “right to
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weigh up the risks and benefits of being involved in a piece of research, and deciding
for themselves whether to take part “(Cohen et al., 2011, p77, 78). This ensures that
participants can withdraw from the study at any time with the knowledge they provided
(Ciuk& Latusek, 2018). Therefore, for this research, after participants shown their
interest for the topic, I provided the information of this research by sending participants
information sheet, interview questions and the written consent form via WeChat. After
reviewing this information, participants were given the opportunity to ask any questions
about the study before deciding whether to participate. Since this research was
conducted fact-to-face, I reassured participants’ willingness for the research and asked

for signature on the consent form, which is included in Appendix 4.

Given that I asked for voluntary informed consent at the beginning of the interview,
Ciuk and Latusek (2018) noted that the one-off consent is often insufficient and
continuous renegotiation is required about participants’ scope and nature of
participation because researchers and participants may not always accurately assess the
potential impact of the research on participants or participants may not fully understand
what participation in the study involves at the beginning of the research. Therefore, in
this research, I asked participants to review their consent at the end of the interview.
Additionally, I reminded them to consider whether they were willing and certain to
share stories that indirectly related to their schools and professions, besides their role
as teachers, whenever such topics arose. Moreover, I also recontacted the participants
two weeks after the interview to confirm their continued participation in the research
and to ensure they were comfortable with the knowledge generated from their

participation.

3.6.2 Anonymity& Confidentiality

The insurance of anonymity is an important aspect of ethical practice that the
information provided by participants should not reveal participants’ identity (Cohen et
al., 2011). In this research, I assured the participants that their involvement in the study

would remain anonymous. In addition, Cohen et al. (2011) also noted that sometimes
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the anonymity could not be assured because there is still likelihood for people to
recognize participants or institutions when they combine data or support staff have
access to incoming information. Therefore, in this research, in addition to anonymizing
participants' names into numbers, their schools, wages, ages, specific working years,

subjects they teach, and identities other than teacher were all anonymized.

In addition, participants’ confidentiality is also ensured. The promise of confidentiality
is to not revealing any participant information that could identify the individual or allow
them to be traced (Cohen et al., 2011). For this research, cautions were taken for the
storage of the data by uploading and storing it on the N: Drive of the university server
with passwords, and the conversations through WeChat were also encrypted. After
transcribing the audiotapes, I deleted the original audio from my device to prevent
disclosure. In the data analysis, participants' information such as working years, schools
they were working for, and other details were not used as criteria to further ensure
participants’ confidentiality. This approach also ensured that participants were

identified as teachers rather than as distinct or specific individuals.

3.7 Research Limitation

One important limitation of this research is the small sample size of the interview.
Although small sample size has its benefits for in-depth study and detailed analysis,
which allows researchers to focus closely on the nuances and complexities within the
sample, providing richer insights into the specific setting being examined, small sample
size often lead to lack of generalizability (Etz& Arroyo, 2015). In addition, the adoption
of snowball sampling might further exacerbate the deficiency in generalization due to
the random sample collected (Parker et al., 2019). However, considering this research
is conducted in a situation that lack of researches that are centred from the perspective
of teachers after the specific policy of DRP with no research conducted for teachers’
motivation for DRP, this research aims is not pursuing representativeness or

generalization, but to conduct a preliminary exploration on teachers’ feeling and their
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situation, which means the small sample size will not have a strong impact on research
purpose. In addition, in order to preserve participants’ anonymity and confidentiality,
teachers’ schools, major, wages, professions and more will not be discussed and adopted
as factors to classify teachers’ experiences and attitudes, which means having bigger

sample size will not improve the quality of data collected.

In addition to the issue of small sample size, the research context also led to certain
difficulties for data collection and analysis. Participants were more or less reluctant to
be recorded on certain topics of this interview, that one participant refused to be
recorded for the entire process, while some participants were more willing to discuss
certain topics when I stopped recording. Therefore, the ethical limitation prevented me
from obtaining a complete and accurate transcript of the entire interview. To address
the issue, I sought the teachers' consent to ask additional questions after the recording
was turned off and recorded their responses as notes. Therefore, although obtaining
accurate content was challenging for this research, these efforts helped capture the main

attitudes and ideas useful for the analysis.

3.8 Researchers’ Positionality and Reflexivity

Research is rarely be value neutral no matter how researches are designed (Greenbank,
2003; Holmes, 2020). Researchers’ positionality, such as individual's worldview, the
stance they take regarding a research task, considering its social and political context,
and personal characteristics which could have direct, or indirect influence on research
design, research conduct, and data interpretation (Berger, 2015; Holmes, 2020).
Therefore, researchers are required to “identify, construct, critique, and articulate” their

positionality as essential prerequisites for self-reflexivity (Holmes, 2020, p2).

For this research, my subjectivity influences the research in various ways. As an insider
of the Chinese education system due to my educational experiences, | am familiar with

the sociocultural context of teachers and compulsory education, which enables me to
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formulate good follow-up questions about teachers’ perceptions about their status in
current situation, and how teachers negotiate their identity and capabilities in Chinese
context. However, given that the insider position could bring benefits about asking more
meaningful questions and perceive a more authentic and truthful image on participants,
potential biases might be perceived because of the overly familiarity with the culture
(Holmes, 2020). On the other hand, I did not have experience to serve as a teacher in
compulsory education system, and I perceive myself as an outsider of the group of
teachers. All the responses that describe their working content, and their illustration of
their struggles are quite new to me, which resulted in the difficulties deciding which

part is more important or worth following-up questions during the interview.

In addition, my education experiences of studying in UK also constituted my
positionality, which influence my data collection. Given the ethical constraints
mentioned, teachers were cautious during interviews. Despite my efforts to build
rapport through ethical considerations and interview techniques, they tend to avoid
discussing their truth actions or activities after DRP implementation. Therefore, more
meaningful and in-depth data were actually collected from teachers that used to have
personal contact, and they are more willing to share more information about the

governmental context and the management of teachers under DRP.
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Chapter 4: Findings and Discussion

4.1 Teachers’ Views on the Objectives of the DRP

Given that teachers in this research have distinct experiences under the two-year
implementation of the DRP, all of them discussed their agreement on the policy's aim
of reducing students’ mental pressure, which they think is crucial for students and worth
addressing. However, some teachers working in rural areas suggest that the objective
of the DRP may not target the most crucial issues in education. According to
expectance-valence theory, people’s attitudes toward certain goals, especially whether
the goals or purposes align with their personal beliefs and values, will influence their

motivation to achieve those goals (Lawler, 1973; Vroom, 1964).

Most Chinese teachers in the sample perceive the DRP as an initiative by the Chinese
government to address existing educational deficiencies, particularly the serious mental
health issues faced by students in compulsory education. They recognize that while the
policy might not be a perfect solution, it represents a significant step toward
transmitting new and holistic educational concepts to schools and the public.
Participants noted the extraordinary prevalence of mental health problems among
students, the significant increase in delinquency, and the growing conflicts between
teachers, parents, and students. These issues not only affect students and their families
but also pose challenges for teachers, who are concerned that their interventions might
inadvertently exacerbate students' mental health problems and family conflicts. The
participants' observations align with previous research highlighting the prevalence of
mental illness among students in compulsory education (Hu, 2021). Consequently,
many teachers believe that the DRP aims to alleviate these issues by allowing students

more control over their time.

For example, several teachers in this study discussed that after-school services and the
restructuring of students' time schedules are beneficial not only in reducing mental
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pressure but also in promoting a holistic development of character and habits. From the
perspective of Teacher 5, she discussed her dissatisfaction about the previous

arrangement before DRP and how DRP provide more scientific schedule:

For example, our morning reading sessions, which used to start at
6:40 AM, have changed. At that early hour, the students were still
groggy and not fully awake, especially during morning reading. It
was really quite pitiful to see them struggling. Now, with the later
start time, students can arrive at school a bit later, and parents don't
have to rush them as much. This gives the kids some time to adjust
and wake up properly, allowing them to focus better on their
studies.

In addition, Teacher 5 also discussed the changes in providing extracurricular tutoring,
noting that it has adjusted the overall schedule of schools especially extending the

length of breaks for students for relaxation:

In the past, during breaks, teachers often went to the classrooms to
monitor or provide guidance to the students, doing various tasks as
needed. However, some students felt overwhelmed and exhausted
during these breaks. After the DRP, we make more efforts to ensure
that students have time to rest during each break...The schedule is
better managed now, schools are extended breaks in both the
morning and afternoon, and students can engage in various
activities. This ensures that they get sunlight and physical activity,
which makes them happier... Students could also have time to
socialize, which helps relieve stress and develop friendships. Some
students might go out together for a bit to play ball, kick a
shuttlecock, or jump rope...By giving this time back to the students,
students have their own time to adjust and relax.

In addition to the improved time arrangements after the implementation of the Double
Reduction Policy (DRP), many teachers suggest that the DRP has enabled schools and
teachers to recognize existing teaching deficiencies and promote a more student-
centered, long-term focus on students’ development. This shift moves away from
outdated teaching philosophies and pedagogies. The teachers' responses align with
previous research on teachers’ attitudes toward DRP goals, indicating that the policy
could change pedagogies to better support students’ holistic development (Liang &
Wang, 2023; Lu et al., 2022). Based on her observations, Teacher 2 points out that many
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teachers still adopt very mechanical teaching methods, heavily relying on intense drill
practice and mechanical homework to improve students’ academic performance. She
believes that the implementation of the DRP aligns with her teaching style and views
the restrictions on the workload of written homework as a means to help teachers focus
more on cultivating students’ creativity and transferable skills, rather than on
meaningless repetition and memorization. Therefore, Teacher 2 perceives a positive
valence towards the DRP due to her recognition of the policy's value, aligning with
Feather and Newton’s (1982) presumption that people's appreciation of the values

embedded in an event is an important component of valence for an activity.

Innovation is key. For children, especially in elementary school,
developing habits and critical thinking skills is more important than
blindly drilling practice questions. So, improving teaching methods

is crucial. You need to focus on the development of students’
thinking abilities rather than just looking at short-term
achievements. In elementary school, short-term gains can be made
through drill practice, and you might see excellent scores like
ninety-something percent. However, in the long run, relying on
drilling doesn 't promote sustainable development, especially when
students go to high school or college.

Personally, I'm not a fan of the “sea of questions’” approach. You
know that if you just keep drilling questions, it can lead to a vicious
cycle where you make more and more mistakes. I prefer to focus on

training students’ thinking abilities, their expression, and the
reasoning behind their answers. Having a certain level of critical
thinking is very important. For example, I advise against buying
extra workbooks like “Memorization Experts” or “Math Experts,”
or anything that promotes excessive drilling. I tell students to simply

focus on completing their school assignments seriously and

efficiently.

In addition to agreeing with the goals of the DRP due to their intentional pursuit of a
more scientific and long-term teaching schedule for students, many participants in
underprivileged schools favor the policy because it provides extra time for teachers to
govern and guide students. Teacher 8, who works in a public school that accepts
children from families ineligible for citizen registration, highlighted the challenges
faced by many rural schools. She noted that many children's parents work in primary
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and secondary industries, leaving them with insufficient time to care for their children,
which often leads to weak academic performance and behavioral misconduct. Therefore,
these teachers see the policy as an opportunity to care for their students and to provide

the governance that their parents cannot.

The students at my school come from various places, and their
parents work long hours, often up to 12 hours a day. Most of these
parents work in fields like spinning or hardware factories. Their
children come to this city with their parents, life is quite tough for
these kids. I have visited some of their homes, and the living
conditions are generally poor......For these children, attending
extracurricular tutoring classes is unrealistic due to the costs
involved. (With the implementation of DRP), these kids can actually
get more support academically, and this is also a way to support
their parents because letting children stay at school also reduce
safety hazards in comparison of letting kids stay at home alone.

From an academic perspective, teachers view the DRP as a potential remedial approach
for addressing many students’ academic misconduct. They believe that by reducing
homework and having students complete their assignments at school, the policy can
improve students' awareness of the importance of hard work and foster positive learning

attitudes:

Honestly, we are reducing assignments because we are forced to.
Assigning more work just isn't effective...It doesn't yield results, so
we have to rely on classroom time to engage the students. This is
especially true for our rural middle schools... I can only assign a
half-hour's worth of physics homework, and even then, it doesn't
always work because parents in rural areas don't take it as
seriously. So, I now prefer to cover the material during class, work
on exercises on the spot, and have the students complete the tasks
immediately. Otherwise, they just take photos and search for
answers with their phones and pretend to do the work at home.
Parents can't control their phone usage, even if they want to.

In rural schools, the quality of weekend homework is especially
poor. In contrast, city students generally have parents with higher
educational backgrounds and a better cultural environment at
home, so homework is more effective for them. But in rural areas,
it's really challenging.

Based on the interview responses, it is worth noting that teachers in underprivileged
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rural schools and urban schools perceive the goals of the DRP differently. Urban
teachers strongly believe that addressing students' mental health issues is crucial, while
teachers in rural underprivileged schools do not perceive the same level of concern
regarding their students. Instead, these rural teachers believe that their students require
more attention and guidance, making the 'double reduction' policy less suitable for their
context. From a theoretical perspective, people's perception of the valence of an
objective or goal is influenced by their understanding of the event within a specific
social structure, which can vary among individuals (Feather, 2021). A similar situation
occurred during the Rainbow Plan reform in Japan, where teachers agreed with certain
parts of the policy but resisted others, and this resistance also impacted their teaching

motivation (Hooghart, 2006; Sakurai, 2016).

Therefore, although rural teachers generally agree with the policy's aim and are willing
to implement it, they do not support its entire content. They intrinsically believe that
some aspects do not align with their perceptions and feel that the government should
do more, especially to address issues in rural areas of China. The discrepancy in
attitudes between teachers in comparatively privileged and underprivileged schools
also occurred in the US after the implementation of the No Child Left Behind policy.
Underprivileged teachers often held a more pessimistic view, believing that the
situation in schools and education could not be improved after policy implementation,
which might lead to a decrease in motivation over time (Finnigan & Gross, 2007,
Hinnant-Crawford, 2016). Focusing on the goal of improving students’ mental health
in compulsory education, rural school teachers tend to attribute the root of the problem
to a lack of belonging and confidence due to low academic performance. They believe
that more support and opportunities should be given to students facing challenges or
who have made mistakes, rather than neglecting them or considering them beyond help.
This contrasts with the DRP's approach of reducing workloads:
If a student's foundation is weak, they should be allowed to

strengthen it before moving up. The current situation is that many
students struggle to catch up once they fall behind. Children are
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pushed by their parents and teachers to advance from grade to
grade, growing under constant pressure without the freedom to
progress at their own pace. They don't have the time to reflect on or
make up for previous gaps in their learning.

Often, after experiencing failure, children realize that studying is
their responsibility. However, many children who want to learn
when they reach higher grades find their foundation too weak to
catch up. They have no opportunity to make up for it, and it's too
late...It's like a production line where parts are just moved along.
But humans are not machines. This issue isn't caused by the
children but by national policies. They don't need to score 100%,
but they should at least reach 60% before advancing.

Experts might think that China doesn't need that many highly
educated people and not everyone needs to go to university after
nine-year compulsory education. However, there's a significant
issue here. If a student doesn't do well in first and second grade,
they lose their sense of value and purpose in learning. They don't
know why they are studying, leading to depression. Many children
in elementary and middle school feel depressed because they have
no goals or motivation in their studies. Without a sense of value,
meaning, or pursuit, it's natural for them to feel depressed, leading
to the high rates of depression among middle school students who
then become apathetic... We should allow students who want to
learn have the opportunity to be helped. If they make a mistake, they
should be given the chance to recover, not be denied a second
chance. —Teacher 7

Teacher 7 is not alone; other participants in this research, including Teachers 1 and 8,
also expressed similar sentiments. They feel that the DRP does not address the issues
faced by rural schools. Moreover, they reported that the implementation of the DRP has
even exacerbated misconduct and aversion to studying. Since extracurricular tuition is
voluntary, many students with low academic performance use it as an excuse to avoid
doing homework or to challenge teachers' authority at school. As Teacher 1 mentioned,
this stems from their sense of meaninglessness in learning and education process. Thus,
despite the general positive valence of the DRP, many rural teachers in this study claim
that the policy embeds negative valence when it comes to rural or underprivileged

students, a sentiment that rural teachers do not agree with.
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4.2 Teachers’ Views on the Implementation of DRP

In addition to their attitudes towards the goal of the DRP, participants also highlighted
another important consideration: the goal of reducing students’ mental issues by
reducing workloads and extracurricular tuition is somewhat difficult to achieve at the
present stage due to other interwoven policies that teachers still need to comply with.
Therefore, although the goal of the DRP is crucial, teachers do not believe their efforts
alone can achieve these goals, and they tend to unfollow the policy content in certain
aspects. Previous research on motivation has also noted that a decrease in expectancy
regarding the achievability of a particular goal will decrease motivation and

performance at work (Lawler, 1973; Vroom, 1964).

According to participants’ responses, one directly related policy is the teachers’
accountability policy issued in 2009. This policy encompasses a wide range of
responsibilities for teachers’ professional titles, which are directly linked to their salary
and benefits, with students’ performance being one of the key factors (Qin et al., 2019).
Although all participants have reached the highest level of professional title and no
longer need to comply with the accountability policy to prove their teaching skills, they
still believe the policy will influence both junior and professional teachers’ attitudes
and focus on students’ grades. In the interview, Teacher 1 claims that from junior
teachers to professional teachers, they have to work extremely hard for at least 15 years
due to the policy, and students’ performances are crucial for their accountability;
otherwise, their salary will remain at a comparatively low level, and they will have no
chance for promotion, facing a high risk of resignation. Meanwhile, Teacher 7 shares
the same perception, believing that the demand for performance from teachers will

inevitably place pressure on students:

Although the DRP is said “not being score-oriented”, but, to be
honest, this perspective may vary depending on the teacher's age
group ...For young teachers, no matter how the policy changes, as
long as the school or higher authorities require teachers to produce
good scores, teachers will inevitably demand good grades from
students. Unless, when making policies, you don't require young
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teachers to focus on student scores, right? If you require teachers to
achieve good scores, they will naturally ask their students for good
grades. Honestly, those who enter the teaching profession have a
certain level of self-respect.

On the other hand, given that professional teachers such as some participants
interviewed, do not need to treat students’ grade as an indicator for promotion, teacher
5 points out that the public, especially parents will still treat students’ grades as a mark
for teachers’ quality and performance:
When students' scores are published, parents will inevitably inquire
about which class has the best scores. When choosing a class, a
teacher with good scores is often considered the best. These scores
are also used as a standard to evaluate a teacher's performance.

This focus on scores restricts teachers' thinking and has a
significant impact on them.

In addition, many participants have noted that the pursuit of students’ grades has
become ingrained in school culture. Even when students’ grades are no longer crucial
for teachers, they still tend to view them as a mark or proof that their teaching pedagogy

and skills are superior to those of other teachers:

They might feel that if their class doesn't perform as well as others,
there will be a subconscious sense of losing face. This creates an
underlying sense of competition among teachers...Some of our more
open-minded principals might say that it s normal to have
differences in average scores between classes due to varying student
abilities. However, some teachers naturally have a strong
competitive spirit and desire to excel. This competitive mindset is
often more pronounced in veteran teachers who are used to
competing. —teacher 5

Hence, given that teachers generally perceive the DRP should be implemented and
proceed for the consideration of students’ wellbeing, the accountability policy issued
on teachers might prevent teachers to conduct DRP due to its contradiction with

teachers’ and policies’ demand on students’ performances and scores.

Beyond the tension between teachers and students, teachers also discuss how the high-
stakes test culture influences school management. Teacher 2 points out that, although
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there is a lack of focus on grades in primary school, comparisons of students’
performances inevitably occur. This, in turn, pressures school administrators to be more
concerned about teaching quality and students’ academic achievements to maintain the

school's reputation:

When students graduate from sixth grade and enter the first year of
Jjunior high school, they usually have a city-wide unified test within
the first week. This test assesses the teaching quality of the
elementary school. After the summer break, when they enter junior
high school, they take this unified test, and all the data is collected
and analyzed.

The results provide detailed insights, such as reading
comprehension, with line graphs showing performance in various
categories. Big data analysis is highly accurate, allowing you to see
clearly whether a school is improving or declining, and how it ranks
within the entire city.

Principals, although they come from a teaching background, face

different pressures once they are in their administrative positions.

They have to deal with comparisons between schools, competition,
and the pursuit of honors, which adds to their burden.

Teachers’ responses also align with previous research, indicating that the management
teams of schools and the government play a crucial role in teachers’ motivation by
negotiating and buffering tensions during policy implementation (Johnson, 1986;
Leithwood et al., 2002). In this study, while teachers acknowledged the impact of school
administrators in helping them achieve the goals of the DRP, they did not express strong
negative or positive feelings about the actions or authority of the administrators during

the DRP implementation.

In addition to accountability policies on teachers, high-stakes tests such as Zhongkao
and Gaokao are also significant factors that teachers believe could impede the
achievement of the DRP. Many teachers report that although the DRP has specific aims
that require both schools and parents to comply, it sometimes results in increased
workloads or mental pressure for students after its implementation. Previous research
on burden-reduction policies in China has similarly found that students’ workloads tend
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to increase following the implementation of such policies (Xie, 2005; Xiang, 2019).
While some research analyzes this issue from a macrosystem perspective, linking it to
China’s economic development and the resulting competition among students and
schools, participants in this study explain the phenomenon from a microsystem
perspective. For example, Teacher 2 noted that parents sometimes feel insecure due to
schools’ reduction in workloads, leading many to seek extra support from hidden
shadow education companies for tuition. Additionally, students' attendance in school’s
extracurricular courses also increases their overall study hours. Teacher 3 points out
that due to the tight teaching schedule for the curriculum in junior high school, many
teachers conduct lessons during students’ self-study periods in extracurricular tuition
and assign homework after after-class tutoring sessions, which actually breaks the
regulation of DRP. Consequently, students end up with more to learn and more

homework to do compared to their education before the DRP.

4.3 Teachers’ Perceptions of DRP on Student Learning

In addition to teachers’ perspectives on whether the goals align with their concerns and
are achievable, all teachers in this research point out certain difficulties and limitations
of the DRP they encountered in pursuing these goals, which they believe make the
policy overly idealistic and impractical. Consequently, teachers argue that numerous
challenges arise in targeting the primary policy goals. These challenges can be
categorized as indirect factors (Praver & Oga-Baldwin, 2008) or demotivating factors
(Dinham & Scott, 2000) that also contribute to elements influencing individuals'

motivation for a goal and profession (Han & Yin, 2016).

One important aspect of the DRP is decreasing students’ workloads. Teachers are not
only required to reduce the amount of homework assigned to students but also to tailor
different homework for students at varying levels of capability. While all teachers agree
that it would be beneficial for students and parents if workloads could be decreased and

homework could be customized based on individual capabilities, they find this
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unrealistic. The perception of “homework loads being decreased” is highly subjective
and can interfere with teachers’ daily teaching schedules. Dérnyei and Ushioda (2013)
also propose that the ambiguity in defining teachers’ tasks and objectives is a significant
demotivating factor that can diminish teachers’ enthusiasm and commitment to
education. All teachers claim that the definition of homework and whether it is
excessive is highly subjective, as there will always be some students who feel that the
homework is too much, regardless of its design:
Take a class with 50 students, for example. There are students with
varying levels of performance, right? For instance, in a subject like
math, the homework might be designed to take about 30 minutes.
For the top students, it might only take 10 minutes. For average
students, it might take 40 minutes. For struggling students, even one

or two hours might not be enough to complete the assignment. —
teacher 3

Moreover, participants discussed that the definition of “homework™ is ambiguous,
particularly regarding the boundary between unfinished classwork that students bring
home and actual homework. Teacher 6 points out that people tend to classify all the
work students bring home as homework, but the reality is different:
Some children will go home and catch up on tasks they didn't
complete during the day, such as corrections or memorization.
Many of these tasks might not be part of the assigned homework,

but if they weren't finished during the day, they still need to be
completed at home.

Teacher 3 further points out a recent policy that prevents the separation of students into
different classes based on their academic performance when they enter primary or
secondary schools. This policy aims to ensure educational equity and equal allocation
of educational resources. However, this approach also hinders the effectiveness of the
homework reduction policy:

In our current school system, many schools lack autonomy. They are

required to have fair class assignments, meaning there are no
special classes for top students. Instead, classes are balanced with a

mix of high, average, and low-performing students. Previously,
students in a class had similar levels, making it easier for teachers
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to assign homework. Now, with differentiated assignments, it's quite
challenging for a teacher to provide tiered explanations and
homework within a single class. It sounds simple in theory, but it's
very difficult to implement in practice.

Hence, when it comes to allocating homework based on students’ academic levels,
teachers pointed out that if homework varies according to students’ capabilities, the
daily review of homework in class will also differ. This approach would lead to diverse
learning progress, which is impractical not only because teachers do not have sufficient
time to provide personal tutoring for everyone, but also because it would exacerbate the
learning gap and lead to inequalities between high-performing and low-performing
students. Therefore, with the concern of "catering to all students" (Teacher 3), teachers
tend to significantly decrease homework loads but allocate the same set of work to all

students in the class.

Beyond practicing the homework reduction requirement in real-life cases, many
teachers also mention the difficulties in testing and verifying whether homework is
actually reduced as required. This further decreases the likelihood of reducing
homework loads for students. The situation is similar to previous burden reduction
policies in China, where there is a lack of trustworthy assessments to measure and
provide feedback on teachers’ work, which diminishes the perceived importance of the
aims and reduces teachers' willingness and interest in pursuing the goal of burden

reduction (Zhang, 2017):

Our school also has requirements for monitoring homework, right?

But to be honest, it's often just a formality. For example, they might

ask students to fill out a questionnaire. However, when students fill
out these surveys under the teacher's watchful eye, the data
collected is often inaccurate... These measures are merely

superficial... Unless you monitor each student every day to see how

long they actually spend on their homework, it's very difficult to get

accurate data... I can say that 99% of schools in our city cannot
achieve this level of oversight. Truly implementing such measures is
extremely challenging. — teacher 3

When examining the provision of extracurricular tutoring, the main issues center
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around a lack of resources and support given to schools to conduct these lessons.
Participants in this research who work in regular public schools claim that the funding
provided by the government for the development of extracurricular interest classes is
very limited. The unreasonable course schedule tends to push schools and teachers to
replace extracurricular interest classes with curricular-related tuitions. This situation
aligns with the indirect factors outlined by Praver and Oga-Baldwin (2008), which
suggest that a lack of institutional support for teachers’ activities reduces their

motivation to work toward specific goals.

Teacher 8 reveals a complex calculation regarding how funds are provided to public
schools for organizing extracurricular activities. Schools charge 300 RMB per student
for extracurricular tuition for the whole term, submitting all fees to the local Tax Bureau.
The Tax Bureau then calculates the amount of money each school needs and provides
the funds accordingly. Teacher 8 notes that if teachers participate in extracurricular
tuition, they receive only 100 RMB per day for three hours of extra work, according to
government instructions. Given that all pensions are provided to teachers, there are no
additional funds for hiring, training teachers, or preparing other facilities. In addition,
although the policy requires schools to provide habit-related extracurricular tutoring for
one hour per day, all participants working in junior high schools pointed out that it is
impossible for schools to achieve this goal. They noted that offering such a class once
a week is already a significant achievement. Teacher 3 also claims that all junior high

schools in this city could not achieve the policy requirement.

As a result, the courses provided to students are not professional lessons but rather
activities arranged by teachers hired for other majors, such as physical exercises or
paper cutting, or simply assigning students to do some reading on their own. A similar
situation occurred in the UK with the 1988 Education Reform Act. Although
requirements were given to teachers to accomplish, the support and resources provided
were insufficient, leading to a decrease in teachers’ motivation for teaching (Day et al.,

2007; Scott et al., 1999). Hence, participants expressed complaints that the entire
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arrangement of extracurricular tutoring is problematic, as they could not identify any

benefits for either students or teachers in the process.:

There are activities, but honestly, I feel they are not very useful. Just

think about it: 40 minutes a week. Our teachers aren't professionals

in these extracurricular subjects, right? We are asked to lead clubs,
but we're not specialists, and we don't have the proper equipment
either. When we teach our own subjects, we're more comfortable,

but when we're forced to teach something unfamiliar, it's like being

pushed into a tough situation. Those 40 minutes can feel extremely

long and hard to get through.

Forcing teachers to run these lessons is challenging, and since the
students are not our regular students, it's chaotic. Take a cooking
lesson, for example. If [ wanted to bake a cake, would 40 minutes be
enough? No, it wouldn't. To actually accomplish something
meaningful, 40 minutes is simply not enough. So, these activities
end up being superficial.

To be honest, the only thing that has been implemented relatively
well is physical education, but even that isn't interest-based—it's
included in the Zhongkao scores. Do students really enjoy this?
Their bodies might get some rest, but they have to keep practicing
the same activities to meet the standards. Frankly, many students
would rather sit in the classroom and take Chinese or Math classes.
— teacher 7

In contrast to the frustrations expressed by Teachers 3, 7, and 8 regarding
extracurricular management, participants working in privileged public schools report a
slightly different situation. Teacher 6 mentions that their pension for participation in
extracurricular tuition is 100 RMB per hour, which is twice as much as what teachers
in regular public schools earn. Additionally, Teacher 6 notes that privileged schools
often have more funding to hire professional teachers from other institutions for
interest-related classes, offering a wider variety of choices for students. Hence, beyond
the general deficiency in the provision of extracurricular interest-related tutoring, the

disparities in funding between different schools are also worth researching.
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4.4 Teachers’ Perception of DRP on the Teaching Profession

In addition to the challenges faced in pursuing the policy and primary goals of the DRP,
teachers also discussed the issues that arose after the policy's implementation, which
have somehow influenced their extrinsic motivation. Extrinsic motivation refers to the
drive to engage in an activity or behavior due to external rewards or pressures, such as
social status or financial rewards, rather than intrinsic satisfaction or personal interest

(Alexander et al., 2020; Ryan & Deci, 2020).

In this research, teachers have become increasingly aware of the decline in their social
status due to excessive demands from society and authorities to perform extra work not
included in their official duties. Many participants specifically discussed the
widespread social impact of the DRP, which has increased public engagement in
monitoring the policy's implementation. Teachers are often targeted as the source of
misconduct from the perspective of the public and parents. A similar situation occurred
with the 1988 Education Reform Act, where teachers felt demotivated due to increasing
social demands for professionalism, resulting in a decrease in extrinsic motivation
(Scott et al., 1999). Participants strongly pointed out that although they have no agency
in deciding what actions should be taken, they are bearing the consequences and

negative reputations.

In the interview, Teacher 1 shared an incident that occurred at her school, illustrating
how the public perceives the teaching profession and how such perceptions influence
teachers” work and social status. She discussed one rule of DRP that mandates the
school gate not open before 7:30 AM to prevent students from arriving too early, with
the local MOE monitoring the opening and closing times of the school gate. However,
on a rainy morning, some parents sent their children earlier than allowed, and the
children were not permitted to enter the school due to the policy. While the children
were waiting in the rain, some media captured a photo, which sparked widespread

criticism of the teachers. Teacher 1 pointed out that they are caught between the
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authorities and the public. Despite having no power to decide certain matters, they are
criticized and punished when negative feedback arises. Teacher 7 also commented on

the challenging situation teachers are facing:

...there are so many such reports now, if something goes wrong, the
blame will definitely fall on the teachers. Nowadays, the blame from
parents, students, and leaders all gets pushed onto ordinary
teachers. This negative trend is really damaging.

Particularly, the implementation of new policies demands that local schools and
teachers adjust to the new requirements. However, teachers' improvements and attempts
to implement certain initiatives often lead to parental dissatisfaction, which in turn

results in criticism of the teachers:

If teachers follow previous routine, they dont get much attention
because not many things change... However, if you try to improve or
participate in certain initiatives, you easily become a target for
criticism. It’s normal to make some attempts and changes in the
beginning, right? But often, parents don t understand and feel that
things are inconsistent. If there s anything they re unhappy with,
they’ll immediately question the teacher about it. Because of this,
many teachers have become more accepting and less inclined to
make changes ...

For example, teacher 3 reported the changes in school’s entry and exit time of the DRP
and how it influences teachers works. Teacher 3 noted that although it seems easy to
implement the policy from people from the outside, teachers felt pressure in
communication with parents. Some other participants also claim parental and family
disagreement with the policy's intentions. This was particularly the case regarding

students' health issues and the dissatisfaction with changes to the schedules:

Teachers often hear complaints from parents, and this is quite
common. Especially when grandparents are the ones picking up and
dropping off the children, it becomes even more challenging... These
elderly caregivers, who should be enjoying a relaxing evening after

a good meal, are instead picking up their grandchildren. This

creates a lot of resentment...Sometimes, after-school tutoring
sessions are signed up for by the parents, but the grandparents are

the ones handling the pick-up and drop-off. This often leads to
communication issues... We try to be understanding and patient with
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parents, but elderly caregivers can sometimes have a short temper.
Occasionally, they might argue with teachers at the school gate,
leveraging their age. In such cases, we can only try to calm them
down and explain that these policies are mandated.

When this policy was first implemented, there were always a few
students in each class whose parents chose not to participate. We
sent notices to parents, asking for volunteers, and if a parent chose
not to participate, the school would inquire why and encourage
them to reconsider. Nowadays, many parents don 't place as much
emphasis on academic performance. Some parents just want their
children to be happy and don 't care much about their grades. They

have this attitude that as long as the child is happy, it s fine. Such

parents may question the teachers intentions in implementing
certain policies or programs. —teacher 3

Regarding their decreasing social status due to public perception of their attitudes
during the DRP, many teachers in this research also noted an increase in workload for
tasks outside their teaching duties. This additional workload leads to dissatisfaction and
prevents them from focusing on teaching and educating, intensifying the relationship

between teachers and parents:

We 're asked to promote everything...everything requires
participation...even though it has nothing to do with us. For
instance, at the beginning of the school year, there'’s always some
insurance to promote. We used to have student accident insurance,
which has been around for many years, but the price rises from 50
rmb to 100 or 150 yuan. But this year, they started pushing various
other insurance plans, including one promoted by the city. However,
nobody signed up for it because parents felt one insurance was
enough...and we teachers have to pressure parents to promote it
again. These tasks keep piling up, even though they have nothing to
do with our actual teaching duties or education itself. It seems that
because schools are easy to manage, government bodies and the
city council often offload their initiatives onto us.

When the city aims for a “civilized city” status, the education sector
is expected to contribute. This includes ensuring that both students
and parents wear helmets while riding motorcycles. If a parent is
found not wearing a helmet, the police can trace it back to the
child’s school, class, and grade. This information gets reported back
to the school, which teachers has to address it... There are many
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such societal tasks we are roped into. I just mentioned these two
recent examples, but there are numerous others that we are expected
to participate in.

Similarly, Teacher 1 mentioned feeling like volunteers, with everything related to
students and families requiring contributions from teachers. This makes teachers
extremely busy and always required to adapt to policy requirements, regardless of
whether they agree with the policy. In Canada, the performance-based education policy
received similar feedback from teachers, who felt demotivated because the goals set by
policymakers were not necessarily related to education or teaching. Teachers had to
tackle tasks they disapproved of, which significantly interfered with their motivation
for the profession (Leithwood et al., 2002). Additionally, Teacher 8 shared a story from
the COVID-19 pandemic, illustrating how teachers were forced to participate in data
collection for the government, further exemplifying the pressures and additional duties

placed on teachers beyond their primary teaching responsibilities.:

Why are tasks unrelated to teaching assigned to schools? These
tasks take up teachers' time... During the COVID-19 pandemic,
health monitoring and nucleic acid testing of students were handled
by the school. This inevitably took up teachers' time and energy. I
wore a white lab coat and helped with testing students and teachers
every working day. This kind of work shouldn't fall under the
responsibilities of teachers, but all schools and teachers had no
choice but to take on this task.

Hence, the implementation of the DRP has significantly impacted teachers' extrinsic
motivation, primarily due to increased social demands and additional non-teaching
responsibilities. The decline in social status, public criticism, and excessive workload
have created a challenging environment, leading to demotivation among teachers. This
situation mirrors past educational reforms where heightened expectations and external
pressures detracted from teachers' primary focus on education. Addressing these issues
is crucial for maintaining teacher motivation and ensuring that educational policies do

not inadvertently undermine the very professionals they aim to support.
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4.5 The Offset of the DRP —Teaching and Witnessing the Growth of Students

Given that many participants have certain negative opinions about the goal of the DRP
and their experiences during policy implementation, all participants still demonstrate a
highly motivated commitment to educating and teaching, making them willing to
continue in the teaching profession and devote themselves to their careers. All
participants report their willingness to do extra work for students, even though in most
cases, they do not receive any pension or rewards for it. According to the Self-
Determination Theory of motivation, teachers’ responses align with intrinsic and
altruistic motivation. Intrinsic motivation refers to the drive to engage in an activity or
profession for its own sake, due to the inherent satisfaction, enjoyment, or interest it
brings. Altruistic motivation, on the other hand, refers to the drive to engage in an
activity primarily out of concern for the well-being of others rather than for personal
gain, characterized by social responsiveness, selflessness, and a desire to help, support,

or improve the lives of others (Alexander et al., 2020; Zhang et al., 2019).

From their perspective, being a teacher is not about salary and individual achievements,
but about lifting students up to achieve their individual values. In Chinese culture, the
altruistic dedication of teachers is often taken for granted as a part of traditional work
ethics, aiming to help students gain academic achievements and create a lasting positive
impact on their lives (Liu & Meng, 2009). Therefore, participants demonstrate a strong
awareness of the importance of teachers for students and are willing to be the good

teachers who can provide long-term positive benefits for their students:

The greater support comes from your beliefs and whether you truly
want to be a good teacher. Are you just trying to perform your
duties superficially, or are you deeply committed to each students
development? It's not just about rescuing a student but providing
long-term supervision, planning, and guidance in their personal
growth. Even though we may only spend two or three years with a
student, education truly lasts a lifetime. If a student looks back and
recalls their experiences in middle or elementary school—times
when they faced challenges or strayed from the right path—the
continuous interactions with their teacher can help them find their
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direction. This guidance fosters a sense of possibility for further
development and instills a belief in moving forward, which benefits
them throughout their life. —teacher 5

In addition, participants also claim that not only do students benefit from a positive
teacher-student relationship, but teachers themselves can also be intrinsically motivated.
They gain satisfaction and a sense of worth from witnessing their students' growth,
which they perceive as the most important motivation to stay in the profession. This, in

turn, promotes their hard work and dedication to their careers:

You call this your job, you do to earn a salary or other benefits, but
your life is also flowing through these days, right? How can you
make your life meaningful? I believe I need to make my classes
lively and satisfying to myself. This means I need to put in effort,

right? When I see students engaged and enthusiastic in my

classroom, and I feel very satisfied after class, it reflects the value

of my own life. There should be a sense of happiness in this, and 1

certainly feel that happiness when I teach. This drives me to do my

job well. Our work is just like that.

Therefore, based on the above belief, participants demonstrate their commitment to
teaching in various ways. In both in-class and in-school settings, when students face
higher pressure from high-stakes tests, teachers in this research show strong motivation
to improve teaching quality and provide care to students, even when not required to do
so. Compared to literature describing changes in teachers’ motivation in other countries,
Chinese teachers do not perceive dissatisfaction with policy demands or new
requirements in teaching or education. This is because many additional efforts, such as
improving pedagogy or engaging in collegial discussions, were already being made
before the policy was released, driven by their natural belief that such actions could
better promote students' grades (Grant et al., 2013; Klassen et al., 2008; Stigler &

Stevenson, 1991).

In this research, when interviewing Teacher 7, she had with her the test papers and
textbooks she brought home from school, planning to think about teaching methods

after work. She discussed that although she sometimes felt incapable of educating
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students due to her age, she is still trying to improve pedagogy and help students, even

though there is no extra fee for this additional work.

Honestly, as a normal teacher, we just follow the directives from
above... Educational research has become more demanding. We
frequently discuss problems and push ourselves to delve deeper and
engage in more discussions...we try to be selective and work
together more often to find the best solutions... Teachers now have
to continuously study and research. Sometimes, [ feel like my brain
can't keep up as I get older. Sitting down quietly to complete a test
paper feels incredibly exhausting. In the past, we could lecture on
exam papers without doing them ourselves first—now that's
unthinkable because the questions are so challenging.

When I was younger, I felt confident in my teaching abilities. But as
1 get older, I feel like I'm becoming less effective. This feeling of
inadequacy drives me to continuously improve myself, constantly re-
evaluating and striving to get better. Its a cycle of self-criticism and
effort to improve.

Meanwhile, Teacher 4 also shows her commitment to the profession by continuously
improve teaching methods and skills upgrade through years to adapt to social

development and acknowledging individual differences in teaching:

Although I've been teaching for 29 years, each group of students is
different. From a professional standpoint, the students we face are
living, dynamic individuals. Each cohort of students is unique
because their parents and the environment they grew up in are
different from those of the current students' parents...you need to
use different methods to teach them. This places a demand on
teachers to continually update their own ideas and learn about the
current generation of students. You need to understand what these
children are exposed to, how their parents were raised, and how this
influences the way they are educated. You must keep learning...

For example, learning how to use WeChat for teaching, or
incorporating useful content from TikTok. Nowadays, with the
advent of Al, integrating it into our teaching practices provides
even more avenues for enhancing education. Just recently, over the
winter break, I started learning how to use Jianying for video
editing...1 film each student s presentation and then edit the videos
to produce the best results. I've been learning new software like
Jianying to achieve this. There are so many new things emerging all
the time, so teachers need to keep learning continuously.
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That's why I never use the same lesson plan every year. I handwrite

my lesson plans anew each time, highlighting the key points in the

textbooks and writing a new lesson plan by hand. I also update my
PowerPoint presentations. Although we have pre-made slides, 1
modify them based on the specific needs of my current students.

In addition to their devotion to teaching, participants also show emotional care for
students and use various approaches to support students’ overall well-being and
happiness. For example, Teacher 5 believes that all students are naturally good and that
caring for their emotional and mental well-being is crucial for lifting students up and

improving academic performances:

As a teacher, you need to observe a student's behavior and even
their expressions. Sometimes you can tell from their eyes if they're
having a bad day because they often carry their own pressures.
Think about it: a well-adjusted student wouldn t be using foul
language, showing violent tendencies, or displaying signs of
depression. These behaviors usually indicate deeper issues, like
problems at home with parents who argue frequently or don t
provide support.

We need to understand that kids often have it tough. Their hearts
are tender...Doing small things for them, like giving them a simple
treat, can make a big difference. For example, we used to give out
plain boiled eggs as snacks during breaks, and many kids wouldn't

eat them and just threw them away. So, we collected the uneaten

eggs, made them tastier by adding some seasoning, and then
handed them out as rewards. We'd say, "Hey, whoever does well
today, whether it's in reciting or writing, gets a reward." Even older
kids appreciate this. They feel valued and cared for.

So, what's the key to being a teacher? It's about putting your heart
into it. When you genuinely care for your students, you win their
hearts. That's why so many kids stay in touch with their teachers.
Sometimes they even think you understand them better than their
own parents. Being with students is about connecting with them on
a deeper level, not just superficially pushing academic knowledge.
For participants working with lower-grade students who face less pressure from high-
stakes tests, teachers demonstrate their commitment by enriching students’ perspectives
and life experiences. They encourage and help students participate in various interest-

related competitions and social practices. This reflects teachers’ altruistic motivation,
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as they are concerned with students’ personal growth and are willing to work extra hours
without additional rewards (Grant et al., 2013). For example, Teacher 4 shared her story
about helping her students pursue a national English speech competition and supporting
them to achieve good grades. Similarly, Teacher 2 organizes social practice events for
her students, believing that this broader perspective on education cultivates students

holistically by helping them engage with the world around them:

So, this approach isn't heavily reliant on textbooks. It's more about

broadening and enhancing students' perspectives, expanding their

horizons. In my understanding, this is an important part of home-
school co-education.

There are many co-educational activities, including parent-child
activities that take place both outside and inside the school. For
example, we take children to museums or places like the granaries,
where they can see how food is stored. These experiences help
broaden their knowledge about how food is stored and managed in
our city.

1 took them to various places to accumulate life experiences and
provided them with guidance after each activity. For example, we
visited a traditional Chinese medicine hall, where they learned to

make anti-mosquito sachets and crafts, and explored traditional
Chinese culture. We also visited Old Street to experience its unique
environment. We toured many places, using half a day each week

for these activities.

During these activities, I observed the children's behavior. Some
showed excellent teamwork and discipline. I recall one trip where
we didn't allow students to bring money or snacks, and we managed
everything collectively. At 10:30 AM, everyone bought a famous
local pastry. One child didn't eat his, saying it was so delicious that
he wanted to take it home and share it with his mother. Such
touching moments were always praised back at school. Over time,
these activities enhanced the students' abilities, social skills, and
values, fostering a strong and positive class spirit. This method of
integrating various resources and activities into teaching has
proven very effective. Whenever I have resources, I explore different
opportunities to engage the students in meaningful activities.

Hence, despite challenges and negative opinions about the DRP, teachers in this study

show strong commitment to their profession, driven by intrinsic and altruistic
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motivations. They willingly do extra work without additional rewards, focusing on
academic excellence and holistic student development. Teachers emphasize emotional
support and positive relationships, essential for student well-being and success. They
engage in continuous professional development, adapting methods to meet students'
needs. Their efforts to enrich students' perspectives through various activities and
competitions highlight their dedication to personal growth. This multifaceted approach
benefits students and brings intrinsic satisfaction to teachers, reinforcing their
motivation to remain in the profession and make a lasting positive impact on students'

lives.
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Chapter 5: Conclusion

This chapter summarizes the research findings and examines the study’s limitations. It
also discusses the policy implication of the DRP, and finally explores the implications

of teachers’ opinions for the sustainability of the DRP.

5.1 Summary of the Findings

The findings of this research on the impact of China's Double Reduction Policy (DRP)
on teachers' motivation present a multifaceted picture that reflects both the challenges
and strengths inherent in the policy's implementation. The DRP aims to alleviate the
mental pressures on students by reducing their academic workload and extracurricular
tutoring, but its reception among teachers varies significantly based on their

experiences and contexts.

From the outset, teachers generally acknowledge the noble objectives of the DRP,
recognizing the importance of addressing students' mental health and overall well-being.
This appreciation aligns with the expectance-valence theory, which posits that people's
motivation is influenced by their perception of the value and attainability of specific
goals. Teachers agree that reducing students' stress and promoting holistic development
are crucial. However, there is a discernible split in opinions, particularly between urban
and rural educators. Urban teachers, who face significant issues related to students'
mental health, view the policy as a necessary intervention. Conversely, rural teachers
often see the policy as misaligned with their primary challenges, which include

inadequate resources and support for students who face socio-economic hardships.

The implementation of the DRP has brought to light several critical challenges that
affect teachers' motivation. One significant issue is the existing accountability policy,

which ties teachers' professional evaluations and promotions to their students' academic
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performance. This policy creates a paradox where teachers are pressured to produce
good grades, which conflicts with the DRP's objective to reduce academic workloads.
Young teachers, in particular, feel the strain as they balance the demands of achieving
high student performance with adhering to the new policy guidelines. The ingrained
culture of high-stakes testing in China further exacerbates this issue, as schools, parents,

and students continue to prioritize exam results.

The DRP's requirement to reduce homework and tailor it to individual student needs
presents another layer of complexity. Teachers find it challenging to manage
differentiated assignments within the constraints of large class sizes and limited
resources. This issue is compounded by the lack of clear guidelines on what constitutes
excessive homework, leading to subjective interpretations and inconsistent practices
across schools. Additionally, the policy's aim to provide extracurricular tutoring is
hindered by insufficient funding and support, particularly in underprivileged schools.
This disparity highlights the broader issue of resource allocation in China's education
system, where more affluent schools can offer a wider range of extracurricular activities,

while rural schools struggle to meet even basic requirements.

Additionally, the study reveals a common sentiment among teachers about the public's
perception of their profession. The DRP's impact on teachers' social status and
workload also merits attention. The policy has increased public scrutiny and
expectations, often placing teachers in the crossfire of parental dissatisfaction and
administrative demands, which make teachers feel demotivated. This situation mirrors
previous educational reforms in other countries, where heightened social and
professional expectations led to decreased teacher motivation and job satisfaction.
Teachers report feeling overwhelmed by additional non-teaching responsibilities, such
as managing extracurricular activities and complying with bureaucratic requirements,

which detracts from their primary focus on education.

Despite these challenges, teachers exhibit a remarkable degree of intrinsic and altruistic
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motivation. Many educators express a deep commitment to their students' development,
often going above and beyond their official duties without additional compensation.
This dedication is rooted in a belief that their role as teachers is not just about imparting
knowledge, but also about shaping students' lives and futures. Teachers derive
significant satisfaction from witnessing their students' growth and success, which

reinforces their motivation to continue in the profession despite external pressures.

Teachers' responses also underscore the importance of emotional and psychological
support for students. They emphasize the need to build strong, positive relationships
with students, providing guidance and care that extends beyond academic instruction.
This approach is particularly evident in teachers' efforts to engage students in various
extracurricular activities and social practices, which they believe are essential for
holistic development. By fostering a supportive and nurturing environment, teachers
help students develop critical life skills and a sense of belonging, which are crucial for

their overall well-being.

5.2 Limitations of the Study

This study concentrated on teachers' perspectives on their motivation under the
implementation of the DRP in China. Relying solely on teachers’ self-determined
viewpoints could cause bias. Hence, the research could have been more comprehensive
by including insights from other stakeholders, such as school leaders, students, parents,
and government agencies, or engaging with multiple data sources to achieve a more
balanced perspective. Additionally, using a larger sample size would have enhanced the

study's generalizability.

5.3 Implication of the Research for the Sustainability of the DRP

Based on the findings, several implications emerge that can enhance the effectiveness
of the Double Reduction Policy (DRP) and support teachers’ motivation.
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The discrepancy in resources and support between privileged and underprivileged
schools is a significant concern. Equitable resources should be allocated to all schools
to ensure they can effectively implement the policy. Providing sufficient funding and
support for extracurricular activities is crucial, especially for underprivileged schools
that struggle to meet the policy's requirements. This can involve targeted financial aid,
professional development programs for teachers, and infrastructure improvements. By
levelling the playing field, all students, regardless of their socio-economic background,
can benefit from the policy, and teachers can feel more supported and motivated in their

roles.

Secondly, the high-stakes testing culture and accountability policies currently in place
conflict with the DRP's objectives of reducing student workload and stress. This
contradiction should be addressed by promoting a more holistic assessment that
includes student well-being and development rather than purely focusing on academic
performance, which can align the teachers' responsibilities with the DRP's goals. This
change would reduce the pressure on teachers to prioritize test scores over student well-

being, thereby improving their intrinsic motivation and job satisfaction.

Thirdly, the study highlights the need for more comprehensive stakeholder engagement
in policy implementation. Teachers, as the primary implementers of the DRP, should be
more involved in the policy-making process. This involvement can provide valuable
insights into practical challenges and foster a sense of ownership and commitment
among teachers. Including feedback from school leaders, students, parents, and
government agencies can lead to a more balanced and practical policy that addresses

the needs and concerns of all parties involved.

5.4 Implication for Further Research

Based on the findings of this study, several implications for further research arise that
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can help deepen our understanding of the DRP and its impact on teacher motivation.

Firstly, future research should consider a more comprehensive approach by including a
diverse range of stakeholders. While this study focused primarily on teachers, gathering
perspectives from school leaders, students, parents, and government agencies could
provide a more holistic view of the policy's impact. Understanding how these different
groups perceive the DRP and its effects can help identify areas where the policy is
successful and where it may need adjustments. This inclusive approach can also
highlight how various stakeholders interact and influence each other's experiences and

perceptions.

Secondly, expanding the geographical scope of the research can yield more
generalizable results. This study focused on teachers in Suzhou, a relatively developed
city in China. Future studies should include participants from various regions, including
rural and underprivileged areas, to capture a wider range of experiences and challenges.
Comparing findings across different contexts can reveal regional disparities in the

policy's implementation and effectiveness, guiding more tailored policy interventions.

Additionally, future research should explore the interplay between intrinsic and
extrinsic motivation in the context of educational policies. This study highlighted the
complex relationship between these motivational factors, but more detailed
examinations are needed to understand how different policies and support mechanisms
can enhance both types of motivation. Experimental or quasi-experimental designs
could be employed to test specific interventions aimed at boosting intrinsic motivation

while maintaining or improving extrinsic motivation.

Moreover, further studies should delve into the cultural factors that influence teacher
motivation and policy implementation. Understanding how cultural values and norms
shape teachers' responses to policies can inform more culturally sensitive and effective

policy design. Comparative studies between China and other countries with different
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educational and cultural contexts can provide valuable insights into how cultural factors

interact with policy impacts.
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Appendix D: Interview Questions (English)

'nterview guide:#

[Basic Information}

1. How many years have you taught in public schools for compulsory education?<
2. What majors do you teach?

o

[Perceptions of the goal of DRP}

1
2.

T o s w

As a teacher, what is your opinion on the policy?<

As a teacher who have taught for years, are there any differences between the DRP and
previous burden-relief policies?<

How do you perceive the long-term impacts of the DRP in education?«

Do you feel motivated at work to achieve the goal of DRP?<

How might the policy shape your future career as a teacher in the long run?<

[the Impact of DRP on Work]-

1
2.

rx

How 1s your daily routine after the implementation of DRP?<

Are there any additional requirements given for teachers after DRP? Concerning teaching,
home school relationship, collegiality, et al---<

Do you receive any support in resources and funds to help you meet the goal by schools
or the government?<

Have you observed any shifts in the school's professional culture or staff morale since the
implementation of the policy?<

Do you think you need to balance the policy’s requirements with your own teaching
philosophy and style?<

Has the Double Reduction Paolicy impacted your work-life balance? If so, how?<

What do you think is the main driving force for you to stay in the profession of teacher,
before and after the implementation of DRP?<

[the impact of DRFP on Motivationf

1. Has the DRP increased your motivation to serve as a teacher? Say why«

2. Has the DRP decreased your motivation to serve as a teacher? Say why+'

3. Please complete the scales below’

 Because of the DRP < 1929 3¢ 49 59
| feel more motivated to teach< & | d | 1 a [ @
My workload has decreased< < 8 8 e e <J
| have more free time as a teacher< a d | a <J
The curriculum is less demanding+’ a & 8 e d @
| have fewer professional meetings with parents< L I I B @

'(1: strongly agree; 2: agree; 3: neutral; 4: disagree; 5: strongly disagree)«

Fa
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Appendix E: Interview Questions (Chinese)

NEZSECNE
1 BEEXEHEATISRET SDER? ©
2 EEGEWLEE? <
[ RURBUE B bR B 5]
1 fEh—E%F, EMRMBEEHAEER? <
2. EA—BEERRNBD. HAAREE S MR ABEEHARR? <
3. BEEESNABENREGKEEm?
4. BT HEREREIH R H STRTRE SR B ARG ? ©
5. fRIAHEXTREES A AT W R SRR R L B ©
[RUR BT TR 0]«
1 WRABESHE, % LENAEEEHEED SANREE B H? ¢
2. WEERE, WRFEEEFENER? PREY. RRXR. AFaNEHES
[ETRE
FRABAFLE DR T AR B BN EENAS XS «
EEFLRME, GREANSEEREITUHR T TamEL? «
A BEEBHRER S EAANEF IS B RS2 BRI TED? <
VABFLEEWT BHTHSEFEE NRE, 2NAEHEEH? <
ENABORELIERIG, BIAARH AR BB EHIFX R ? <

o o W

PRURLBGR T SALAY 22 0] <
1 WEBREEEINT BEARIREIE N7 HRBRE. <
2. WHEBRZEEET BIEARIMaIs N7 HRBRE. «
3. EEMTEMNEE ¢

Epopybe 1¢ 2 3¢ 4 5de
KRBT EH B & & & <J & ia
ENITHEERD T e & & & e
EABREEESZHNZE & & & & &l
Al i )«

BREEREFABAT & & & & & i
15

RERKMT WU < & & < & i
by

(1: EEFE=E, 2. A& 3. 737, 4 AEE; 5 EFELEE) <

ra
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Appendix F: Teachers Consent Form (English)

University of Oxford«
Department of Education+
15 Waghamp,Gardens #
|C|rf-:|rd -

0OX2 sDO=

+i4 1E65 274024 «

general.enguires@education.oacuk www education.ox.ac.uk « DEPARTMENT OF

UNIVERSITY OF

o epucaTioNn i OXFORD

Director: David lohnson«
Researcher: liayuan Cao

o
Consent to take part in [An investigation on the changing motivation of
professional teachers in China during the implementation of Double
Reduction Policy in China.]+
I
Central University Research Ethics Committee (CUREC) approval reference: EDUC_C1A_24 069 +
i

Purpose of Study: This study aims to investigate how the Double Reduction Policy impact various
factors that might influence teacher’s motivational changes, including challenges and opportunities
presented by the policy. By delving into how these factors affect their enthusiasm, commitment, and
overall job satisfaction, the research intends to provide a nuanced understanding of the policy's
impact on the intrinsic and extrinsic motivational dynamics within the teaching profession in China.+

Please initial each
a box if you agree
with the
statement +
| confirm that | have read and understand the information sheet for the above o
research. | have had the opportunity to consider the information, ask «
questions and have had these answered satisfactoriby+
| understand that my participation is voluntary and that | am free to withdraw o
at any point within two weeks after being interviewed, without giving any «
reason.+
| understand who will have access to personal data provided, how the data will - iJ
he stored and what will happen to the data at the end of the project_+
i . : — =
| understand the extent ta which | could be identifiable from any publications « “
} . =
| consent to being audio recorded.+ o
. . . 3 +
| understand how audio recording will be used in research outputs.« o
| agree to the use of quotations in research outputs if | am not identifiable. + “ .
| give permission for you to contact me again to clarify information.+ “

] [

Template written consent form, version 4.2, Movember 2022+
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| understand how to raise a caoncern or make a complaint.<

| agree to take part.+

_—

Mame of participant Date Signature «
_— e

MName of person taking Date! Signature |

consent+

* To be signed and dated in the presence of the participant. Once this has been signed by both parties the
participant should receive a copy of the signed and dated participant consent form. The original signed and
dated consent form should be kept with the project’s main documents, which must be kept in & secure
location.+
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Appendix G: Teachers Consent Form (Chinese)

-
e

15 HArhaxGardens ¢
Dfiord 4

OXZ 6D

UMIVERSITY OF

+44 1865 274024 4 . ; OXFORD
EDUCATION

£ AT 5D

B o - W
IS 25 hEREuEEE I ) 2 b hsh L 3t AR )
AR IEER S (cUrREC) H#SEHRS: EDUC_C1A_24 069+
i BRY: FRETE ER BN 2R el e g nmait SR B HER . BiEEEE

TR A0, & o TR TR b T R AN R T IR L RIE AR TR mERE . i
RETHE MR R B E S A PR ML SN EhZER e AR BB - o

BHESMEAST -
X . MREFE
R ©

FIRWHEER BN AT SSHIRITE EUC_C1A_24 069, B e
o RENSEEREES. BHOEH SHREASE. © -

RERENESS REEM, KAVIHEERS AP BRRRTEL, £F -
S5IE AETEH - - §

T RE RS IR BTN SE, SRS, WRHESR -
BAURIAITTE - :

T BT REAE TR L EAR IR 51 - - |
HT RERRH AT SR iR o - s |
MREFARS) KASETRRRA LRI < o I°
HENEE BB L BEEES . o s |
FERER SR TR o - s |
RAESS WRTH . - s |

Template written consent form, wersion 4.2, Movember 20224
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