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They say that no two snowflakes are ever the same, Similarly, among teachers, no
two molivating styles are ever the same, Each teacher scems to engage in autonomy-
supportive teaching in a unique and personalized way. Still, the combination of a
careful eye and a good theory (e.g., self-determination theory; Ryan & Deci, 2000)
makes it clear that shared practices do exist among all auntonomy-supportive teach-
ers. This chapter is abow those shared practices. This chapter casts a spotlight on
these commonalities 1o pursue two goals: {1) ideatify what autonomy-supportive
teaching is and (2) help any teacher who has a desire (o do 0 become more auton-
omy supportive,

Motivating Style

I you have the opportunity (o observe ¢lassroom instruction in action, you will
wnse a characteristic tone that is superimposed over the student-teacher interactions
ihat take place. Somelimes the tone conveyed by the teacher is prescriptive (“Do
Ihis; do that™) and is accompanied by a twist of pressure {“Hurry; now!"”). Other
limes the tone is flexible {“What would you like to do?™) and ts accompanied by
understanding and support. It typically takes only a thin slice of time to identify that
lone, because it pervades literally everything the teacher says and does while trying
1o motvate and engage siudents,
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Albteachers face the instructionnl challenge 1o motivate their stadents 1o chgage in

and benefit Trom (he fearning aclivities they provide, For some teachers the controls

ling aspect of what they say and do is pacticularly saliont, The teacher is insistent

about what students should think, feet, and do, and the tone thatl surcounds these k'
prescriptions is one of pressure. Implicitly, the teacher says, “1 am your boss; [ will

monitor you; [ am bere (o sccialize and change you.” These teacher-student interacs
tions tend 1o be vnilateral and no-nonsense. For other teachers, the supportive aspect

of what they say and do is more salient. The teacher is highly respectful of students”
perspectives and initiatives, and the tone is one of understanding. Implicitly, the
teacher says “I am your ally; T will help you: I am here o support you and your

strivings.” These (eacher-student interactions tend to be reciprecal and fexible,

When these differences take on a recurring and enduring pattern, they represent 8

teacher’s “orientation toward control vs. autonomy™ (Deci, Schwartz, Sheinman, &
Ryan, 1981} or, more simply, “motivating style” (Reeve, 2009),

Motivating style exists along a bipolar continuum that ranges from a highly con-
tolling style on one end through a somewhat controlling style to a neuteal of mixed
style through a somewhal autonomy-supportive style o a highly autonomy-
supportive style on the other end of the continuum (Deci et al., 1981}, Because
motivating style exists along a bipolar continuum, what autonomy-supportive teach-
ers say and do during instruction is qualitatively different from, even the opposite
of, what controlling teachers say and do during instruction.

Autonomy support is the instractional effort to provide students with a classroom
environment and a teacher-student relationship that can support their students® need
for autonomy, Autonomy support is the interpersonal sentiment and behavior the
teacher provides during instruction first to identify, then to vitalize and nurture, and
eventually to develop, strengthen, and grow students” inner motivational resources,

Teacher control, on the other hand, is the interpersonal sentiment and behavior
the teacher provides during instruction to pressure students to think, feel, or behave
in a teacher-prescribed way (Reeve, 2009). In practice, controlling teachers neglect
or even thwart students’ inner motivations and, instead, by-pass these motivational
resources 1o {1) tell or prescribe what students are 1o think, feel, and do and (2)
apply subtle or not-so-sublle pressure until students forego their own preferences 1o
adopt the teacher's prescribed course of action.

The present paper looks carefully at the autonomy-supportive end of the motivat-
ing style bipolar continuum, but for the reader interested in a thorough analysis of
the controlling motivating style, 1 recommend discussions on behavioral control
(e.g., controlling use of rewards, negative conditional regard, intimidation, and
excessive personal control; Bartholomew, Ntoumanis, Ryan, Bosch, & Thogersen-
Ntoumani, 2011}, psychological control (Soenens, Park, Vansteenkiste, &
Mouratidis, 2012), intrusive and manipulative socialization {Barber, 2002), condi-
tional regard (e.g., guilt induction, love withdrawal following noncempliance, love
validation following compliance; Assor, Roth, & Deci, 2004; Roth, Assor, Niemiec,
Ryan, & Dect, 2009; Assor), or teacher control in general (Reeve, 2009),
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g, 7.1 Observer’s mting sheet 1o score autonoiy-supportive teaching

While [ conceptualize motivating style within the context of a bipolar conlin-
uum, some self-determination theory rescarchers have begun o study autonomy-
supportive and controlling instructional behaviors as two q..o_:ai_s_ :.:_%g.an:.
approaches 0 motivating and engaging students. That is, i__.._n some mE&. molivat-
ing style as one single characteristic (a bipolar continuum with two opposite m:@&.
cthers study autonomy-supportive teaching and controlling teaching as two n_m.._aa.
motivating styles {Bartholomew et al,, 2011; Haecens, Aclterman, fsm.naar.ms.
Soenens, & Van Petegem, 2015). To illustrate how autonomy-supportive and con-
wolling instructional behaviors can be measured separately, Figs, 7.1 and 7.2 w_.w.s
two rating sheets, One rating sheet is used 1o score six acts of autonomy-su pportive
teaching (Fig. 7.1), while the ofher is used to score six acts of controlling teaching
(Fig. 7.2). This use of separate unipolar scales began conuca..... some a_nmm_.ooa-waxn_
investigations found that autonomy-supportive and controlling instructional behav-
jors had negative—but not highly negative—intercorrelations (Assor, Kaplan, &
Roth, 2002; Assor, Kaplan, Kanat-Maymon, & Roth, 2005), These low intercorvela-
tions were observed because, sometimes, (eachers acted in both autonomy-
supportive and controlling ways {e.g., giving acommand, yet o:ﬁ.., ng u:. .nx_u_w.:n.oa.
rationale). Complicating matters on this “one bipolar vs, two ==.__uo_E motivating
style issuc is that the extent of negative correlation between ratings of autonomy-
a,mvvc.:ea teaching and ratings of controlling teaching depends on factors such as
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Fig. 7.2 Observers” rating sheel (o score conerol ling teaching

u.w _M“”_u .n._ﬁm :.u&. the length of time the teachers are rated (e.g., 5 min leaching
pisode vs, classroom observation), ¢ ’ 3]
Ot W h s ) ) and even who the teachers being rated are
AS-:a. I continue to conceptualize autonomy-supportive and controlling teaching
as opposite ends of a single continuum, I recognize that there is nevertheless some
wisdom and practical ulility in assessing autonomy support and controlling teaching
separately, and this is so for two reasons. First, SDT-based theoretical models show
that a:.o%.:w..mcvvo..:& teaching tends (o uniquely predict students’ need satisfac-
:.o:. positive functioning, and well-being, while controlling teaching uniquely pre-
dicts need frustration, negative functioning, and ill-being (Bartholomew etal., 2011;
Haerens et al,, 2015), Second, for most teachers, developing the skill of ano.oa__ﬁ.
more autonomy supportive sometimes cccurs over time as a Wo-step process in
which the teacher first learns how 10 be less controlling and then second learas how
to be more autonomy supportive.

Motivating Style: Why It Is Important

A _828.} molivating style toward students is an important educational construct
for _iw umportant reasons. First, teacher-provided avtonomy support benefits sty-
dents in very important ways. Students who are randomly assigned 10 receive

utonomy support (o their teachiens, compared to those who are not (students in a
control groupl, experience higheegquality motvation and display markediy mone
positive ¢lasseoom Tunctioning and educational oueomes, including more need sal-
isfaction, greates autonamous motivation (e, intnnsic molividion, identilicd regu-
lntion), greater classtoom engagement, highec-guality learning, a preference for
optmal challenge, vaunced psychological and physical well-being, and higher
weademic achievement (Cheon & Reeve, 2013, 2014; Cheon, Reeve, & Moon,
2012; Cheon, Reeve, Yu, & Jang, 2014; Reeve, Jang, Carvell, Jeon, & Barch, 2004;

ansteenkiste, Simons, Lens, Sheldon, & Deci, 2004; Vansteenkiste, Simons, Lens,
Soenens, & Matos, 20035; Vansteenkiste, Simons, Soenens, & Lens, 2004). The gen-
eral conclusion from these experimental studies is that students benefic from receiv-
ing autonomy support, and they benefitin ways that are widespread and educationally
important, even vital,

Second, teacher-provided autonomy support benefits teachers themselves,
Teachers who participate in workshops designed to help them learn how to become
maote autonomy supportive (compared (o teachers in a control group) not only dis-
play greater autonomy-supportive teaching, but they further report greater need sat-
isfaction from teaching, greater harmonious passion for teaching, greater teaching
elficacy, higher job satisfaction, greater vitality during teaching, and lesser emo-
tional and physical exhaustion afler teaching {Cheen et al., 2014). Again, the general
conclusion is that teazhers benefit [rom giving autonomy sopport, and they benefit
in ways that are widespread and professionally important.

Twe Goals of Autonomy Support

Atone level, the goal of autonomy support is clear and obvious—namely, 1o provide
students with learning activities, n classroom environment, and a student-teacher
relationship that will suppert their daily autonomy. That is, the first goal of teacher-
provided autonomy support is to deliver the curriculum in a way that supports stu-
dents' autonomous motivation and their autonomy need satisfaction in particular,
Parenthetically, the goal of controlling teaching is also cbvious—namely, to gain
students' compliance with teacher-provided prescriptions (“do this”) and proscrip-
tions (“don’t do that™).

At another level, the second goal of autonomy support is not so obvious-—
namely, to become in synch with one's students (Lee & Reeve, 2012), A eacher and
her students are “in synch”™ when they form a dialectical relationship in which the
actions of one influence the actions of the other, and vice versa (e.g., the teacher
makes a request, students agree but also suggest how that request might be revised
or personalized, the teacher accommodates that inpul); a teacher and his students
are “out of synch™ when the relationship is unilateral in which the actions of one
influence the other but not vice versa (Reeve, Dect, & Ryan, 2004),

Being in synch with one’s students is an important idea to discuss, because it
means that the goal of auwtonomy-suppertive teaching is not o do something to




