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Abstract

Recently, researchers have focused on motivating students with diverse educational needs in
regular classrooms. Some students find it difficult to maintain motivation. Motivational
research has revealed the positive effect of teachers’ autonomy support on students’
motivation. The purpose of this study was to examine the characteristics of beliefs regarding
autonomy support for students with educational needs among Japanese preservice teachers.
Participants were 214 Japanese undergraduates enrolled in teacher training courses. They
evaluated the effectiveness of autonomy support for fictional students with and without
educational needs in regular classes. General linear model analyses revealed that the
preservice teachers rated autonomy support as more effective for both students who
experience difficulties in daily classes and those who feel bored because of a mismatch
between their abilities and the class level than for a general child. A controlling teaching style
was perceived as less effective for students with educational needs. Furthermore, preservice
teachers with high controlled motivation perceived controlling teaching as more effective
regardless of students’ characteristics. These findings suggest that most preservice teachers
understand the importance of autonomy-supportive teaching for diverse students at the level
of educational beliefs. Teacher training programs should provide opportunities to learn
concrete instructional strategies to support students with educational needs. On the other hand,
informing preservice teachers with high controlled motivation regarding the evidence
regarding the effects of autonomy support and control is also important.
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Introduction
Autonomy Support for Students’ Motivation

Previous studies have suggested that motivation plays an important role in students' academic
success (e.g., Pintrich, 2003). It has been well-documented that intrinsic motivation or
autonomous motivation can lead to some aspects of academic outcomes, such as academic
achievement, greater persistence, and positive attitudes to academic learning (Howard et al.,
2021; Ryan & Deci, 2016). Therefore, educational researchers and practitioners have paid
attention to how they can support students’ motivation in classroom settings.

According to Self-Determination Theory (Ryan & Deci, 2017), autonomy support is a key
component of motivational teaching. Autonomy support is a useful theoretical framework for
capturing teachers’ support for students’ motivation. In the research literature, many factors
have been found to affect individuals’ motivation (Deci & Ryan, 1985). These factors were
integrated within the framework of autonomy support in interpersonal interaction contexts.
Deci and Ryan (1987) defined autonomy support as encouraging people to make their own
choices. In more detail, as defined by Black and Deci (2000), autonomy support means that
an individual in a position of authority (e.g., a teacher) takes the other’s (e.g., student’s)
perspective, acknowledges the other’s feelings, and provides the other with pertinent
information and opportunities for choice, while minimizing the use of pressures and demands.
Reeve et al. (2022) applied the concept of autonomy support to teachers’ motivating styles in
classroom settings and identified the following seven aspects: (a) taking the students’
perspective, (b) inviting students to pursue their personal interests, (c) presenting learning
activities in need-satisfying ways, (d) providing explanatory rationales, (e¢) acknowledging
and accepting negative feelings, (f) relying on invitational language, and (g) displaying
patience. In sum, autonomy support is the instructional effort supporting students’ needs for
autonomy, which is the need to be the origin of one’s behaviors.

Control represents the opposite teaching style to autonomy support. Controlling teaching
refers to the adaptation of a teacher-focused authoritarian attitude and an interpersonal tone of
pressure in which the teacher prescribes what students should think, feel, and do, irrespective
of what students prefer (Reeve et al., 2022). Researchers regard autonomy support and
control as two opposite ends of a dimension (e.g., Deci et al., 1981; Reeve, 2009). On the
other hand, some empirical studies found two orthogonal factors of autonomy support and
control (e.g., Bartholomew et al., 2011; Reeve et al., 2013; Shih, 2013).

Autonomy-supportive teachers exhibit distinctive teaching strategies. In observational studies,
autonomy-supportive teachers ask what students want to do, create independent work time,
encourage students’ voice, provide rationales, and provide informational feedback (Reeve et
al., 2008). On the other hand, controlling teachers give directives, utter “should statements,”
tell “the right way,” and ask controlling questions.

Empirical studies have shown that teachers’ autonomy support increases students’ intrinsic
motivation. Deci et al. (1981) found that teachers’ self-rated autonomy-supportive teaching
was related to increases in children’s intrinsic motivation in the sample of elementary school
students. In addition, most studies focused on students’ perceptions of teachers’ autonomy
support (e.g., Yu et al., 2018). Okada (2018a) revealed that students’ perceptions of teachers’
autonomy support were related to academic grade, intrinsic motivation, and school well-
being by conducting a meta-analysis. A recent meta-analytic study including teachers’ and
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parents’ need support verified the effects of autonomy support on students’ academic success
(Howard et al., 2024; Patzak & Zhang, 2025). Thus, it was verified that teachers’ autonomy
support plays a crucial role in students’ academic success.

Teachers’ Thinking of Autonomy Support

Teachers’ autonomy-supportive behaviors are influenced by several factors. Among them,
teachers’ thinking or beliefs regarding effective teaching can have an impact on their actual
teaching behaviors. Teachers hold thinking or beliefs regarding how it should be done, what
methods are most effective, who is responsible for it, and so on. Teachers’ beliefs are used to
filter and interpret information, frame a specific problem or task, and guide immediate action
(Buehl & Beck, 2015). Beliefs regarding teaching vary from teacher to teacher, and the belief
can guide the classroom-level decisions of teachers (Fives et al., 2015).

As for autonomy-supportive teaching, teachers’ thinking also can vary. Reeve (2009) stated
that teachers who adopt controlling behavior (as opposed to autonomy-supportive teaching)
hold the “maximal-operant principle” of motivation. The maximal-operant principle
represents the belief that the likelihood of producing long-term interest in academic tasks is
assumed to vary positively with the size of a reward. That is, some teachers interact with their
students in controlling way because they believe that such teaching is effective. Reeve et al.
(2014) examined the effect of teachers’ beliefs on their autonomy-supportive teaching in the
samples of eight different nations. The beliefs examined in the study were perceived
effectiveness, normalcy, and ease of implementation regarding autonomy support. Among
them, effectiveness was a strongest predictor of autonomy-supportive teaching behavior. This
suggests that teachers who believe the effectiveness of autonomy support tend to behave in
autonomy-supportive way actually.

Beliefs regarding the effectiveness of autonomy support vary across several factors. Okada
(2017) examined teachers’ perceived effectiveness of autonomy support toward motivation.
Perceived effectiveness of autonomy support toward motivation was “teachers’ perception
that supporting students’ autonomy is effective for motivating them” in the study. Perceived
effectiveness of autonomy support toward motivation was higher in elementary school
teachers than in high school teachers. Among high school teachers, perceived effectiveness of
autonomy support toward motivation increased as yeas of teaching experience. In addition,
preservice teachers think that autonomy-supportive teaching is less effective for motivating
students than professional teachers (Okada, 2018b). On the other hand, preservice teachers
who were themselves autonomously motivated for learning considered autonomy-supportive
teaching as more effective (Okada, 2020).

Autonomy Support for Student With Special Educational Needs

In recent years, there has been growing attention to how to motivate students with diverse
educational needs in regular classes. Ministry of Education, Culture, Sports, Science and
Technology-Japan (2022) in Japan reported that 6.5 % of students in regular classes have
significant difficulties in learning. However, methods to motivate them in regular classes
have not been yet fully established.

Students with learning disabilities (LD) can have deficits in their academic motivation.

Louick and Muenks (2022) stated that students with LD tend to attribute their difficulties to
their own stable traits and their success to external factors other than their efforts, which can

ISSN: 2186-5892 751



The Asian Conference on Education 2025 Official Conference Proceedings

lead to low motivation. A recent meta-analysis suggests that students with LD have lower
intrinsic motivation compared to students without LD (Okada, 2024). Students who have
difficulties in regular classes are likely to struggle to maintain their motivation.

Previous studies have demonstrated that teachers’ autonomy support has an impact on
students with LD. Deci et al. (1992) showed that perceived teachers’ autonomy support was
positively related to students’ autonomous motivation in a sample of students with LD. The
positive relations between teachers’ autonomy support and intrinsic motivation has been
confirmed in several studies (e.g., Loopers et al., 2024; Patrizia et al., 2018). These findings
suggest that teachers’ autonomy support can promote motivation of students with LD.

Another research literature examined the effects of autonomy support on students with high
cognitive abilities. Gifted students have special needs in school learning. Previous studies
have found that gifted students generally have high levels of intrinsic motivation (e.g.,
Gottfried & Gottfried, 1996; Hornstra et al., 2020). However, some gifted students have
difficulty maintaining motivation in regular classes (Agaliotis & Kalyva, 2019). Despite their
characteristically superior cognitive abilities, gifted students do not realize their full potential.
As a result, they feel bored in classes and lose their motivation to learn. It has been suggested
that gifted students are prone to feeling bored in school (e.g., Plucker & Mclntire, 1996;
Preckel et al., 2010). Previous studies have suggested that teachers’ autonomy support can
affect the motivation of gifted students. Gifted students who perceived teachers’ autonomy-
supportive teaching reported higher levels of intrinsic motivation and engagement in their
learning at school (Hornstra et al., 2020).

Given the recent emphasis on inclusive classroom, it is an important challenge to establish
teaching methods that support the motivation of students with diverse educational needs in
regular classes. In particular, preservice teachers are expected to acquire teaching methods
that support diverse students’ autonomy and motivate them for learning. As discussed earlier,
autonomy-supportive teaching can be influenced by teachers’ beliefs (Reeve et al., 2014).
Therefore, this study focused on how students in teacher training courses perceive the
effectiveness of autonomy-supportive teaching for school students with diverse educational
needs. This would provide useful insights to support preservice teachers to acquire versatile
teaching skills.

Present Research

The purpose of this study was to examine the characteristics of beliefs regarding autonomy
support for students with educational needs among Japanese preservice teachers. The main
research question was how preservice teachers perceive the effectiveness of autonomy
support differently for students who have educational needs and those who do not. Given that
a key concept of autonomy support is taking each student’s perspective, we predicted that
preservice teachers would perceive autonomy support to be more effective for students who
struggle with learning. Furthermore, it was hypothesized that preservice teachers who have
autonomous motivation would perceive autonomy-supportive teaching as more effective.
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Method
Participants and Procedures

Participants were 214 Japanese university students (96 males, 117 females and 1 unspecified)
enrolled in a teacher training course, with a mean age of 20.27 years (SD = 0.93).
Approximately eighty-three percent (82.71%) of participants had not yet completed their
practicum in elementary or junior high schools at the time of the study. All participants were
volunteers and were informed that the outcome and participation would not affect their
course grades. After the orientation, the participants were given a booklet and completed a
questionnaire. Seventy-three participants were part of the sample from a previous study
(Okada, 2020). This study was approved by the research ethics committee of Faculty of
Education, Kagawa University (No. 2305).

Measures
Perceived Effectiveness of Autonomy Support

Participants were randomly presented either a short description of an elementary school
student with some difficulties in daily classes (difficulty condition) or an elementary school
student who feels bored due to a mismatch between his/her abilities and class levels
(boredom condition). For the difficulty condition, participants were instructed: “Imagine a
student in an elementary school math class who struggles academically and therefore has
difficulty keeping up with daily lessons.” For the boredom condition, participants were
instructed: “Imagine a student in an elementary school math class who is good at studying
and therefore finds the daily lessons too easy and boring.” Following the instruction,
participants were asked to rate the effectiveness of autonomy-supportive or controlling
teaching behaviors to motivate the student mentioned above. Okada’s (2017) seventeen items
were used for autonomy-supportive or controlling teaching behaviors. Sample items are
“Giving students the opportunity to make their own decisions during class” for autonomy
support (ten items) and “Creating an atmosphere of ‘I must study’ during class” for control
(seven items). Each item was rated on a 5-point Likert scale, from 1 (not effective) to 5
(effective). In addition to the two conditions, a general condition was also set up in which no
description of a student was presented. For the general condition, some of the data from a
previous study (Okada, 2020) was utilized. In the study, participants rated the same items
without imaging a specific student. The instruction for the general condition was as follows:
Imagine a student in an elementary school math class. The number of participants was eighty-
three in the difficulty condition, fifty-eight in the boredom condition, and seventy-three in the
control condition.

An exploratory factor analysis with the maximum likelihood method was administered to the
data. Eigenvalues were 3.33, 2.37, 1.74, 1.18, 1.00, and 0.93 for each factor, and the value of
BIC was the lowest for the three-factor solution; thus, a three-factor model was adopted. Four
items with low factor loadings were removed. The result is presented in Table 1. Three
factors were interpreted as “perceived effectiveness of control,” (six items: e.g., “Showing
clear deadlines for assignments and submissions”), “perceived effectiveness of autonomy
support” (four items: e.g., “Adjusting lessons to suit the students’ interests”), and “perceived
effectiveness of catch-up support” (three items: e.g., “Providing individual support to
students who are having trouble with assignments during class™). The estimated reliability
coefficients (omega coefficient) were found to be .76 for control, .68 for autonomy support,
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and .54 for catch-up support. Because the estimated reliability coefficient for catch-up
support was slightly low, the following results regarding catch-up support should be
interpreted with caution. The descriptive scores were calculated by averaging the item scores.

Table 1
Results of Factor Analysis
F1 F2 F3
6. Showing clear deadlines for assignments and submissions .66 .02 .05
5. Telling students that they will be in trouble if they don’t 65 01 06
study ) ' '

8. Creating an atmosphere of “I must study” during class .62 —-.03 -.17
14. Giving students homework and assignments to complete 58 00 00
for each class ) ' '

16. Giving instructions using “do this” expression during 48 _ 16 19
class ) ' '
12. Giving instructions to students in the form of questions, 47 00 05
such as “Is it time to talk?” ) ' '

9. Adjusting lessons to suit the students’ interests —.06 .79 .01
10. Giving students the opportunity to make their own 01 73 03
decisions during class ' ) '

15. Letting students find the ways to solve and think by 09 43 15
themselves during class ' ) '
13. Helping students realize what they are good at during 12 39 10
class ' ) '
11. Providing individual support to students who are having 11 00 65
trouble with assignments during class ' ' )

2. Communicating clearly what will be on the test during 02 00 50
class ' ' )

3. Adjusting the lessons at the pace of the students at that 17 08 45
time rather than staying on lesson plans ' ' )

F1 .04 .19
F2 —.10

Academic Motivation

Participants’ motivation was measured using Okada and Nakaya’s (2006) Academic
Motivation Scale. The scale was developed along the motivation constructs in self-
determination theory (Ryan & Deci, 2017). There are four subscales of four items each:
external regulation (e.g., “Because I'm forced to do it”), introjected regulation (e.g., “Because
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I’ll feel anxious if I don’t”), identified regulation (e.g., “Because I think it’s useful for my
future”), and intrinsic motivation (e.g., “Because it’s fun”). Participants were asked to rate
each item on a 5-point Likert scale ranging from 1 (not true) to 5 (true).

The omega coefficients for the subscales were .80 for external regulation, .73 for introjected
regulation, .81 for identified regulation, and .88 for intrinsic motivation. In previous studies,
four subscales were often compounded to two motivation composites (e.g., Lens &
Vansteenkiste, 2008). The present study created composite scores for autonomous and
controlled motivation by averaging the subscales of intrinsic and identified and introjected
and external regulation, respectively.

Analytic Procedures

First, a series of analysis of variance (ANOVA) was conducted to examine the mean
difference in perceived effectiveness. Multiple comparisons were performed with the Holm
test. Second, general linear model analyses were conducted using the scores of perceived
effectiveness of autonomy support, control, and catch-up support as criterion variables. The
predictor variables were two dummy codes representing the conditions, with the general
condition as the reference group. The two motivation scores of participating students were
entered as covariates. All analyses were conducted using R version 4.3.3.

Results
Descriptive Statistics in Each Condition

Descriptive statistics are presented in Table 2. ANOVA results indicated significant
differences in perceived effectiveness across conditions. Perceived effectiveness of autonomy
support was significantly higher in the difficulty and boredom conditions compared to the
general condition (F (2,211) = 13.41, p < .001, #?> = 0.11). On the other hand, perceived
effectiveness of control was significantly lower in the difficulty and boredom conditions
compared to the general condition (F (2,211) = 11.76, p < .001, #*> = 0.10). Perceived
effectiveness of catch-up support was significantly higher in the difficulty, general, and
boredom conditions in order (£ (2,211) =29.03, p <.001, *> = 0.22).

Table 2
Descriptive Statistics in Each Condition
Difficulty General Boredom
condition condition condition F 0>
M SD M SD M SD
Perceived

effectiveness of 452 047 423 051 463 036 1341™ 0.11
autonomy support

Perceived
effectiveness of 289 073 340 063 294 077 11.76™ 0.10
control
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Perceived
effectiveness of 404 069 382 053 317 0.83 29.03" 0.22
catch-up support

Note. ™ p <.001.

Effects of Conditions x Academic Motivation on Perceived Effectiveness

General linear model analyses examined the effects of conditions and participants’ academic
motivation. Pearson correlations are presented in Table 3. A series of general linear model
analyses examined the main effects of two dummy codes representing experimental
conditions, two academic motivation scores, and the interaction effects between the dummy
codes and the academic motivation scores. Condition 1 represents the difficulty condition,
and condition 2 represents the boredom condition. The academic motivation scores were
centered to avoid multicollinearity (Jaccard & Turrisi, 2003). In total, four interaction effects
were created, consisting of two dummy codes and two academic motivation scores. In the
first step, the main effects of two dummy codes and the two academic motivation were
entered, and in the second step, the interaction effects were added. However, the increase in
explained variance from step 1 to step 2 was not significant in all analyses. Therefore, a
model with only the main effects of conditions and academic motivation was adopted. The
results are shown in Table 4.

Table 3
Pearson Correlations Among Variables
1 2 3 4
1. Perceived effectiveness of autonomy support
2. Perceived effectiveness of control -.01
3. Perceived effectiveness of catch-up support .09 15"
4. Autonomous motivation 147 .08 -.05
5. Controlled motivation .02 20" 13 -.13

Note. *p<.05," p<.01.

For perceived effectiveness of autonomy support, both condition 1 (B = 0.30, p < .001,
95%CI [0.15, 0.44]) and condition 2 (B = 0.38, p < .001, 95%CI [0.22, 0.54]) showed
significant effects. The effects of participants’ academic motivation were not significant. For
perceived effectiveness of control, both condition 1 (B = —0.50, p < .001, 95%CI [-0.71,
—0.28]) and condition 2 (B = —0.45, p < .001, 95%CI [—0.70, —0.21]) showed significant
effects. The effect of participants’ controlled motivation was also significant (B = 0.09, p
=.004, 95%CI [0.03, 0.15]). For perceived effectiveness of catch-up support, both condition
1 (B=0.24, p=.03, 95%CI [0.02, 0.45]) and condition 2 (B =—0.64, p <.001, 95%CI [—0.88,
—0.40]) showed significant effects. The effects of participants’ academic motivation were not
significant.
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Table 4
Results of General Linear Model Analyses

Perceived effectiveness Perceived effectiveness Perceived effectiveness

of autonomy support of control of catch-up support
B p B p B p
423" 339" 3.817
Int t <.001 <.001 <.001
fereep [4.13, 4.34] 001 1393 355) 001 1365.3.97] 00
030" ~0.50"*" 0.24"
ition 1 <.001 <.001 :
Condition [0.15, 0.44] 001 0710281 =% 10.02,045] 03
038" —0.45"" —0.64""
Condition 2 <.001 <.001 <.001
ondition [0.22, 0.54] 01 0700217 =% (088 -0407 =%
Autf)nomous 0.04 06 0.05 09 0.02 58
motivation  [~0.00, 0.08] [-0.01,0.11] [~0.04, 0.07]
Controlled 0.02 0.09* 0.05
o 31 004 .
motivation  [-0.02,006] " 003015] % oono1g
R 0.13 <.001 0.14 <.001 0.23 <.001

Note. Conditionl: difficulty condition = 1, other conditions = 0, Condition2: boredom condition = 1, other
conditions = 0. Numbers in square brackets indicate 95% confidence intervals. * p < .05, ™ p <.01, ™ p < .01.

Discussion
Present Findings

The purpose of this study was to examine the characteristics of beliefs regarding autonomy
support for students with educational needs among Japanese preservice teachers. Previous
studies have found that teachers’ autonomy support affects students’ grades, motivation, and
school well-being (Howard et al., 2024; Okada, 2018a; Patzak & Zhang, 2025). The positive
effects of teachers’ autonomy support have also been verified in samples of students with
some educational needs (Deci et al., 1992; Hornstra et al., 2020; Loopers et al., 2024).
Furthermore, the practice of autonomy-supportive teaching is influenced by teachers’ beliefs
(Reeve et al., 2014). Preservice teachers are expected to acquire teaching methods that
support the autonomy of diverse students and motivate them for learning. Therefore, this
study focused on how preservice teachers perceive the effectiveness of autonomy support for
students with educational needs.

First, the perceived effectiveness of autonomy support was higher in the conditions involving
students with educational needs than in the condition involving a general student. This
suggests that preservice teachers believe that autonomy-supportive teaching can motivate
students with special educational needs. Consistent with this, they perceived the effectiveness
of controlling teaching for students with some educational needs to be lower. Interestingly,
they thought that autonomy support could motivate both students who have some difficulties
in daily lessons and students who feel bored with daily lessons due to a mismatch between
their abilities and the class level. What they have in common is that the students have their
unique needs regarding interests and decisions. Both students with difficulties and students
with very high cognitive abilities tend to struggle to maintain their motivation in the regular
classes (e.g., Agaliotis & Kalyva, 2019; Louick & Muenks, 2022). Autonomy-supportive
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teaching can help them keep their motivation for learning. Preservice teachers have beliefs
regarding motivational strategies that are consistent with empirical findings (Howard et al.,
2024; Okada, 2018a; Patzak & Zhang, 2025).

On the other hand, catch-up support was only perceived as effective for students with
difficulties in learning. Rather, for students who feel bored with daily lessons because of their
high ability, preservice teachers perceived that catch-up support was less effective. Catch-up
support consisted of items showing teaching that compensate students’ understanding of
lessons and completing assignments. Students with difficulties in learning have a need to
individualize the learning processes to ensure their understanding, and preservice teachers
seem to recognize this need.

In addition to the characteristics of the students, the preservice teachers’ own academic
motivation was associated with their perceived effectiveness of support. Preservice teachers
who have high controlled motivation perceived controlling teaching as more effective,
regardless of the characteristics of students. Richardson (2003) suggested that the most
important source of teachers’ beliefs is experience with schooling and instruction. Also,
Reeve (2009) assumed that teachers’ own control-oriented personality dispositions promotes
controlling teaching style. Preservice teachers have long experiences as school students
before entering the teacher training courses, which form their beliefs regarding teaching and
learning. Preservice teachers who tend to learn through controlled motivation may believe
that such controlling motivational techniques are effective. However, empirical studies have
suggested that controlling teaching can have detrimental effects on students’ motivation
(Haerens et al., 2016). Teacher training programs should focus not only on evidence
regarding the evidence regarding the effects of autonomy support and control, but also on
preservice teachers’ own motivation styles.

We can draw a practical implication from present findings. Most preservice teachers believe
that autonomy support is more effective for students with some educational needs in regular
classes. They appear to recognize the importance of autonomy-supportive teaching for
diverse students at the level of educational beliefs. Therefore, teacher training programs
should provide opportunities to learn concrete instructional strategies to support students with
educational needs. Additionally, preservice teachers with high controlled motivation should
be informed regarding evidence on the effects of autonomy support and control.

Limitations

This study has three main limitations. First, most participants had not yet completed
practicum in elementary or junior high schools at the time of the survey. In that sense, the
preservice teachers in this study were in the early stages of their teaching careers. Levin
(2015) suggested that preservice teachers’ pedagogical beliefs can be influenced by their
experiences observing and practicing in classroom during their teacher education program.
Preservice teachers’ perceptions of the effectiveness of autonomy support are expected to
change as they learn teaching methods and gain experience. In particular, practicum may
affect their perceptions of the effectiveness of autonomy support. Future studies should
examine how their perceptions of the effectiveness of autonomy support change during
teacher training programs.

Second, the vignettes did not provide detailed descriptions of students’ difficulties. This study
assumed two types of educational needs for students in regular classes: a student who has
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some difficulty with daily lessons and a student who feels bored with daily lessons due to a
mismatch between his/her abilities and the class level. Although the students with educational
needs described in this study seem to be common in Japanese elementary schools, the
students’ actual needs may be diverse in terms of their backgrounds, symptoms, relationships
with classmates and teachers, etc. Depending on the situation in which the student is placed,
preservice teachers may perceive the effectiveness of various teaching methods differently.
The findings of this study should be considered in more detailed case studies of students with
educational needs.

Third, this study focused solely on preservice teachers’ perceptions. Previous study has
shown that thinking and perceptions of autonomy support affect actual teaching behaviors
(Reeve et al., 1999; Reeve et al., 2014). In addition, teachers’ beliefs may be a target of
intervention in educational programs (Reeve & Cheon, 2014). Therefore, it is reasonable to
focus on preservice teachers’ perceptions of the effectiveness of autonomy support. However,
the correlation between perceptions and behaviors regarding autonomy-supportive teaching is
not perfect, and there may be a discrepancy between the two. Considering that it is the
teacher’s behaviors that directly affect students, in addition to the perceptions of the
effectiveness of autonomy support, it is also necessary to focus on preservice teachers’
autonomy supportive teaching behaviors.

Conclusions

This study addressed how preservice teachers perceived the effectiveness of autonomy
support for students with and without educational needs. They perceived that autonomy
support was more effective for students with some educational needs. Teacher training
programs should provide opportunities to learn concrete instructional strategies to support
students with diverse educational needs. Providing preservice teachers with autonomy-
supportive teaching strategies for students with educational needs may be effective. This
approach could foster classrooms where diverse students maintain their motivation to learn.
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