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ABSTRACT: Currently, educational trends show how cognitive and affective-motivational integration
are presented as key factors in the students’ learning process. Therefore, the social support that students
receive from teachers can play an important role in motivation towards learning, developing intrinsic
motivations which favor their commitment. This study presents the validation of a measuring instrument
into Spanish context about how the university students perceive the teacher social support and how it
relates to motivational profiles. The sample had 396 university students (305 men and 91 women), 22.87
years average age, to whom social support and academic motivation were measured. After the analyses,
The Interpersonal Behavior Scale showed adequate psychometric measures. Three motivational profiles
were found. The data showed that students with a high self-determined profile present higher values
in social support than those with a less self-determined profile. It is expected these results support the
evidence to train motivating teachers related to a positive impact on the students’ learning process.
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Apoyo social del docente y perfil motivacional en educacion superior

RESUMEN: La integracion cognitiva y afectivo-motivacional se presentan como factores clave en el
proceso de aprendizaje de los estudiantes. El apoyo social que reciben los estudiantes por parte de los
docentes puede resultar importante en la motivacion intrinseca hacia el aprendizaje del estudiante, favo-
reciendo su compromiso. Este trabajo presenta la validacion de un instrumento al espafiol sobre apoyo
social por parte del docente percibido por el estudiante, y su relacion con los perfiles motivacionales. Se
midio el apoyo social docente y su motivacion académica a 396 estudiantes universitarios. El inventario
The Interpersonal Behavior Scale mostr6é adecuadas medidas psicométricas. Se obtuvieron tres perfiles
motivacionales, donde un perfil mas autodeterminado presentaba mayores valores en el apoyo social que
uno menos autodeterminado.
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Introduction

Educational process is built from the interaction and communication among teachers, students
and didactic materials (Zaikin et al., 2016). Currently, the main trends about formation consider
that in several levels as cognitive and affective-motivational, where the second one even stands
over the first one (Bolenz, Reiter, & Eppinger, 2017; Garcia & Doménech, 2002; Quin, Hemphill,
& Heerde, 2017). Those authors assess intentions, perceptions, own beliefs and goals that stu-
dents may contemplate. Motivation toward experience is an essential factor for the students’
self-regulated learning (Brophy, 2010; Schunk, Pintrich & Meece, 2008). That is why, chasing
the motivation in the classroom, there are lots of researches about the students implication and
its relation between student and teacher, learning trends and university teachers assessment, and
students perception about good teacher features (De Vincenzi, 2009; Gargallo, Sdnchez, Ros, &
Ferreras, 2010; Pintrich & De Groot, 1990).

Teacher and student relationship is not just determined by needs satisfaction of the student, but
emotional level is present too in order to achieve the student success (Sulkowski & Simmons,
2018). This positive relation is mainly determined by teacher propinquity, open communica-
tion and social support (Drugli, 2013), although assessing their knowledge and creating free
expression environments is needed too (Silveira, 2018). When students perceive social support
by teachers, emerge a reciprocate feeling that leads a higher implication and respect for the rules
of the lecture (Chiu & Chow, 2011; Longobardi, Prino, Marengo, & Settanni, 2016). By contrary,
when students perceive some unfair discipline and low teacher support, tent to show less esteem
and cooperation in their studies (Lei, Cui, & Chiu, 2018). That is why it seems necessary further
knowledge about teacher social support perceived by students.

Regarding Self-Determination Theory or SDT (Ryan & Deci, 2000; 2013) motivation is inter-
preted as a continuum between two extremes, great and low determined regulation, with inter-
mediate stages. From the most to the least we must differ: intrinsic motivation, identified regula-
tion, introjected regulation, external regulation and demotivation. In this sense, self-determined
motivation has a positive influence in acquisition and interpretation of information processes,
even predicting the academic success (Kriegbaum, Jansen, & Spinath, 2015; Orsini, Binnie, &
Wilson, 2016). Currently, this theory based in a cognitive evaluation theory (CET; Deci, 1985)
can be interpreted by a new paradigm that differs between autonomous motivation and controlled
motivation. This way, autonomous motivation is related with the regulation of behavior through
experiences of volition, psychological freedom, and reflective selfendorsement as well as iden-
tified regulation and integrated regulation, both IM. In contrast, controlled motivation refers to
the regulation of behavior with the experiences of pressure and coercion to think, feel, or behave
in particular ways. In this case, both external regulation and introjected regulation are controlled
forms of motivation (Ryan & Deci, 2019; Vansteenkiste, Niemiec, & Soenens, 2010). Anyway,
back to the interpretation from the cognitive evaluation theory (CET), to achieve the self-deter-
mined motivation is needed to satisfy three basic psychological needs (BPN) in a social context,
described by Vallerand and Lalande (2011), as task autonomy, student perceived competence,
and relatedness. All of them take part to reach an integrated social development and personal
wellness, although autonomy and competence are emphasized (Cook & Artino, 2016).



The concept of social support has been polysemic and heterogeneous, although it was progres-
sively concreted (Vaz, 2010), due to different models as work support, received support, perceived
support, and the definitions of numerous tools of each model (Carvalho, Pinto, Pimentel, Maia,
& Mota-Pereira, 2011; Siqueira, 2008). Family, peers and teachers shape a microsystem, in the
educative environment, where student social support is hosted (Bronfenbrenner, 1986; Possel et
al., 2018), and where received support by teachers interferes positively in social and intellectual
competences (Fredriksen & Rhodes, 2004). Numerous studies have identified a positive relation
between teacher social support and the improvement of self-steem and general wellness, a reduc-
tion of depression symthomps, and academic achievements (Bradshaw, Waasdorp, & Leaf, 2012;
Davis, 2003; Durlak, Weissbert, Dymnicki, Taylor, & Schellinger, 2011; Possel, Rudasill, Sawyer,
Spence, & Bjerg, 2013). Regarding the opinion of Lam, Wong, Yang, and Liu (2012), the benefits
related to academic success are based on the relationship between perceived social support and the
higher student implication in their duties, altough the origen of the social support may be proceed
from the teacher as well as family or partners (Perdue, Manzeske, & Estell, 2009). On their side, a
research of Chu, Saucier, and Hafner (2010) observed a higher significant relation between teacher
social support and student general wellness than related to family and partners.

Regarding social support measure tools, the research community has adapted to several specific
fields, where health stands out. On this field, we highlight Silverman (2014) who used The Mul-
tidimensional Scale of Perceived Social Support (MSPSS) with a sample of psychiatric patients;
Elmose and Lasgaard (2017), who used the Danish version of the scale Social Support Scale
for Children (SSSC) by Harter (1985) with a sample of children with ADHS; and Rzeszutek
(2017), who used the Polish version of the scale Berlin Social Support Scales (BSSS) with HIV
patients. On the education field, the most frequent scales that include teachers social support
are the Survey of Children's Social Support (SOCSS) by Dubow and Ullman (1989), and Child
and Adolescent Social Support Scale (CASSS) by Malecki, Demaray, and Elliott (2000), which
include 5 and 12 items, respectively, related to teacher social support. Recently, we highlight the
research of Loera, Martini, Viotti, and Converso (2016), who used the perceived social support
scale User-Initiated Support Scale (UISS) with a sample of kindergarten teachers. On the other
hand, from a qualitative point of view, Reeve, Shumaker, Yearwood, Crowell, and Riley (2013),
used four questions about how the education students feel in different situations. Among the
versions validated into Spanish, stands out The Perceived Autonomy Support Scale for Exercise
Settings (PASSES) by Hagger et al. (2007) and validated into Spanish by Moreno, Parra, and
Gonzalez-Cutre (2008). Regarding more used scales about BPN in education, we can highlight
the Basic Needs Satisfaction in General Scale (BNSG-S), by Gagné (2003), validated into Span-
ish by Gonzélez-Cutre et al. (2015), which is composed of 21 items. Currently, the scientists
keep developing scales about the specific or general interpersonal behavior for specific collec-
tives. Among the most recent, we highlight The Interpersonal Behavior Scale (IBS) by Pelletier,
Beaudry, Sharp, and Otis (2008), which includes 12 items for three BPN and pretends be vali-
dated into Spanish in the present paper; the Continuous Assessment of Interpersonal Dynamics
(CAID), by Sadler, Ethier, Gunn, Duong, and Woody (2009), which evaluates two dimensions
as affiliation and hierarchy; the Cuestionario de Apoyo a las Necesidades Psicologicas Basicas
(CANPB), by Sanchez-Oliva, Leo, Amado, Cuevas, and Garcia-Calvo (2013), which supposes



a tool to measure basic psychological needs on the on the field of Physical Education; and the
Interpersonal Dynamics in Injecting Partnerships (IDIP), by Morris et al. (2017), that assess the
interpersonal relationships in drug-dependent population. Finally, we highlight the general scale
Balance Measure of Psychological Needs (BMPN), by Sheldon and Hilpert (2012), to be used in
the educational field, Basic Needs Satisfaction at College Scale, by Jenkins-Guarnieri, Vaughan,
and Wright (2015), that is the result of a modification of the BNSW-S.

On the education field, motivation toward learning process is considered as an internal essential
resource from the point of view of self-regulated learning, whereby numerous authors have re-
searched about the response of the students to different learning difficulties (Engelschalk, Steuer,
& Dresel, 2016). Whitin this process, the teacher social support perceived by students, is con-
sidered as a determinant factor in the creation of a positive learning environment that favors
the teacher labor to enhance the students’ motivation. (Drugli, 2013; Sulkowski, & Simmons,
2018). That is why numerous researches about motivation toward the learning process, head to
the student-teacher relationship. At this way, the objective of this paper has been the validation
of The Interpersonal Behavior Scale (IBS) into Spanish context and show its relationship with
the motivational profile. It is expected that the students who perceive more teacher social support
manifest a higher self-determined motivational profile.

Methods

Participants

The sample was composed of 396 students (305 men and 91 women) from 6 Spanish universities,
aged 22.87 (SD = 3.10), that were studding 3th and 4th grades of Physical Activity and Sports.

Measures

Social support. The Interpersonal Behavior Scale (IBS) by Pelletier et al. (2008), composed of
12 items, was used to evaluate the teacher social support, where three constructs were measure:
autonomy support (e.g. “...give me a lot of opportunities to make my own decisions about what I
do”), competence support (e.g. ““...transmit me I am able to learn”), and relatedness support (e.g.
“...enjoy spending time with me”). The previous sentence is “My teachers, almost ever...”. A
Likert scale from 1 (never) to 5 (always) was used.

Academic motivation. To measure the students’ academic motivation, we use the Echelle de
Motivation en Education (EME) (Vallerand, Blais, Briere, and Pelletier, 1989), translated and
validated into Spanish by Nuiiez, Martin-Albo, and Navarro (2005). The instrument is composed
of 28 items, preceded by the sentence “Why do you study?” and distributed in seven sub-scales
with four items: demotivation (e.g. “I do not know why I go to the school and I do not care
neither”), external regulation (e.g. “To get a better salary in the future”), introjected regulation
(e.g. “I feel important when I do the task well in class™), identified regulation (e.g. “Because it
will help me to pick a better decision about my professional orientation”), intrinsic motivation



to know (e.g. “Because my studies let me keep learning a lot of interesting things”), intrinsic
motivation towards accomplishments (e.g. “Because of the satisfaction I feel when I overcome
difficult academic activities”) and intrinsic motivation to experience stimulation (e.g. “Because |
really like to assist to class”). Responds were scored with a seven-points Likert scale, from 1 (/¢
does not correspond at all) to 7 (It does totally correspond). The Cronbach’s alpha values were
.82 to intrinsic motivation (IM) to know, .69 towards accomplishments IM, .82 to experience
stimulation IM, .75 to identified extrinsic motivation (EM), .70 to introjected EM, .70 to external
regulation EM, and .86 to demotivation.

Procedure

The back-translation strategy was the first step to adapt the instrument from English into Span-
ish (Hambleton & Patsula, 1998). After the translation into Spanish, a group of translators did
it again to English in order to search the coincidences with the original version. Then, the items
were evaluated by three experts (Lynn, 1986), estimating all of them the pertinence to measure
the construct for which were created, besides the correct drafting of them. After that, the instru-
ment was filled up by a small group of students to verify the proper comprehension and, if not,
shift what needed. Prior to data gathering, the responsible person of each college was informed
about the objectives and asked for collaboration. The questionnaires were administered in pres-
ence of the principal researcher. The anonymity of the volunteers and the sincerity while answer-
ing were noticed. The time needed to complete the instrument was 10 minutes approximately.

Data analysis

Preliminary analysis. The descriptive statistics of all the items of the questionnaire were calculat-
ed (mean scores and standard deviations), internal consistency of every factor was analyzed with
Cronbach’s alpha coefficient and bivariated correlations of all the variables. To test the construct
reliability, a confirmatory factorial analysis was examined, besides the temporal stability. The
construct validity was tested by a confirmatory analysis to corroborate the number and distribu-
tion of the factors of the scale in Spanish.

Main analysis. A cluster analysis identifies homogeneous groups, based on the shared character-
istics they possess (Hérdle & Simar, 2003). Therefore, the groupings obtained allow the research-
er to examine differences between profiles rather than looking at interindividual differences. In
addition, a multivariate variance analysis (MANOVA) was used in order to relate social support
with the motivational profiles. Data were analyzed with SPSS 21.0 and AMOS 21.0.

Results

Preliminary results

Confirmatory factorial analysis of Social Support scale. A test carried out in order to evaluate the
normality of the distribution of the variables revealed that none of them was normally distributed



(multivariate skewness and kurtosis tests). The Confirmatory factorial analysis (CFA) was made
based on 12 measures and three latent constructs. The reliability of the measure model was consid-
ered through a set of fit coefficients recommended by several authors (Bentler, 1990; Bollen & Long,
1993; McDonald & Marsh, 1990), also known as goodness-of-fit indexes to evaluate the meas-
ure models with empirical data: y2, ¥2/d.f., RMSEA (Root Mean Square Error of Approximation),
RMSR (Root Mean Square Residual) and incremental indexes (CFI, IFI and TLI). Those goodness-
of-fit indexes are suitable when y2/d.f. is lower than 5, incremental indexes (CFI, IFI and TLI) are
higher than .90 and mistake indexes (RMSEA and RMSR) are lower than .08 (Browne & Cudeck,
1993; Hu & Bentler, 1999). The maximum-likehood estimation method was used with bootstrap-
ping procedure, since the result of Mardia multivariate coefficient was 25,35, what indicates lack
of multivariate normality being beneath the reference value of 70 (Rodriguez & Ruiz, 2008). That
1s also the reason why, following to Finney and DiStefano (2006), the robust maximum-likehood
estimation method (Byrne, 2001) was used. After the initial analysis, data showed low standardized
regression weight in items 2 (relatedness support) and 9 (competence support), with values of .150
and -.209 respectively, so it was made a new analysis erasing both items, obtaining at this way values
higher than .30 in all the items (Table 1). The indexes obtained were suitable: ¥2 (51, N = 396) =
174.68; p = .001; x2/d.f. = 3.42; [F1 = .92; TLI = .90; CFI = .92; RSMR = .05; RMSEA = .07.

Table 1. Estimated parameters of AFC to the social support scale.

M SD  Asymmetry Kurtosis SRW QM

1. Is sincerely concern about me 2.92 0.85 -0.02 0.318 0.69 -0.17
3. When I ask for help to sort a problem, I am 396 0.95 0.38 0.004 0.41 308
incited to think before giving me an opinion ’ ‘ ‘ ‘ ‘ ’

4. Makes me feel self-confident in my learning 33 0.89 027 0.1 077 20
capacity ’ ’ ’ ’ ’ ’

5. Encourages me to be myself 3.24 1.03 -0.26 -0.39 0.76 -2.08
6. Enjoys spending time with me 2.68 0.96 0.05 -0.33 0.63  0.421
7. The information I received is useful for my

learning 3.69 0.92 -0.65 0.4 0.66  -5.28
8. Seems to be really interested on what I do 3.07 0.95 -0.11 -0.36 0.8 -0.92
10. Gives me opportunities to make my own 319 09 -0.08 028 0.67 0.64
decisions in what I do ’ ' ‘ ’ ‘ ‘
11. Transmits me [ am able to learn 3.49 0.91 -0.4 0.03 0.75 -3.27
12. Recognizes my thoughts and feelings 308 0.99 0.17 -0.29 0.69 136

although they may be contraries to theirs

Note: SRW = Standardized Regression Weight; QA = Quadratic Mean.

Internal consistency and temporal stability. The internal consistency of the scale factors was
calculated with Cronbach’s alpha coefficient, reaching an Alpha value of .73 to autonomy so-
cial support, .76 to competence social support; and .74 to relatedness social support. To analyze
temporal stability of scale, we counted on a 28-students sample, aged from 23 to 34 years (4vg =



25.63; SD = 3.62). They fill up the scale twice in a three-weeks space of time. The intraclass cor-
relation coefficient (ICC) was calculated for both moments (pre-posttest). The mean value was
3.31 (SD =.67) and 3.07 (SD = .77) with an ICC value of .89 for autonomy; 3.65 (SD = .63) and
3.33 (SD =.69) with an ICC value of .91 to competence; and 3.01 (SD =.61) and 2.84 (SD = .72)
with an ICC value of .93 to relatedness. ICC values within .70 and .80 indicate suitable stability;
within .80 and .89, moderate; and .90 or upper, high stability (Vincent, 1995).

Main results

Descriptive and correlation analysis. Results showed higher values in competence social support,
followed by autonomy and relatedness. Regarding types of academic motivation, higher values
were attributed to identified external motivation, followed by intrinsic motivation to know. Be-
hind this, it is followed by intrinsic motivation to experience stimulation, introjected, extrinsic
and demotivation. Excepting the dimension of external extrinsic motivation and demotivation,
correlated analysis (Table 2) showed a positive and significant relationship between teacher per-
ceived social support and the rest of student’s motivations. Demotivation showed a positive re-
lationship with external extrinsic and introjected motivation. In contrast, that showed a negative
and significant relationship with the intrinsic motivation to know and identified extrinsic motiva-
tion. Thus, demotivation showed a negative relationship with autonomy support either.

Table 2. Descriptive and correlations among variables of the research

M SD o 1 2 3 4 5 6 7 8 9 10

1. S. autonomy 3.19 72 73 - 74T 75T 20%F 21%% 27%* 20%*F 15%* 05  -.07
2. S. competence 349 75 76 - - 637 32%x 6%k 33%Ek ZPREI8** 04 -25%*
3. S. relatedness 289 75 74 - - - AT7EE 24%% 36** 16%* 17** .06 .01
4. IM to know 551 98 82 - - - - L68FF S5QFx QSFE ADFk [ Skx - QTHE
5. IM accomplishment  5.01 1.16 .82 - - - - - LO3FE ASFE 4%k 28*F*  _06
6. IM experience 447 122 .69 - - - - - - ST S4%x 5%k 02
7. EM identified 569 96 .75 - - - - - - - 37FE201%F L 39%*
8. EM introjected 457 138 .70 - - - - - - - - 50%F 17
9. EM external 424 1.09 .70 - - - - - - - - - A4S
10. Demotivation 243 156 .86 - - - - - - - - - -

Note: ** p <.001; S = Support; IM = Intrinsic motivation; EM = Extrinsic motivation.

Cluster analysis. Due to cluster analysis is sensitive to outliers, all cases more than three stand-
ard deviations from the mean were removed (Liu, Wang, Tan, Koh, & Ee, 2009). To determine
motivational groups, we made a hierarchical cluster analysis using Ward method, considering a



distance of 10 points to identify optimal groups. The resulted dendogram suggested three moti-
vational profiles (Table 3), whose adequacy was evaluate based on the increased agglomeration
coefficient. In accordance with Norusis (1992), the small coefficients indicate high homogeneity
among cluster members, while higher coefficients show big differences among them. We got
three different motivational profiles (Figure 1): self-determination not defined (cluster 1) with
moderated scores both in demotivation and intrinsic and extrinsic motivation; medium self-de-
termination profile (cluster 2), with moderated scores in intrinsic and extrinsic motivation, and
lower scores in demotivation; and a high self-determination profile (cluster 3) which showed
high scores in intrinsic and extrinsic motivation and lower scores in demotivation (Table 3).

Table 3. Mean score and standard deviations of the cluster variables.

Cluster 1 Cluster 2 Cluster 3

(n =126) (n=181) (n=2389)
M SD M SD M SD
IM to know 5.16 91 5.31 93 6.41 53
IM accomplishment 4.99 95 4.48 1.09 6.12 .65
IM experience stimulation 4.40 1.19 4.01 1.06 5.52 .84
EM identified 5.16 .83 5.66 95 6.47 52
EM introjected 4.98 97 3.59 1.09 5.96 79
EM extrinsic 4.89 .83 3.57 1.02 4.68 .69
Demotivation 4.39 1.06 1.53 .66 1.49 .61

Note: IM = Intrinsic motivation; EM = External motivation.

3 e C|Uster 1
2 =g Cl|uster 2
1 Cluster 3

Figure 1. Hierarchical cluster analysis with Ward method. IM = Intrinsic Motivation; EM = Extrinsic Motivation; Cluster 1: Self-
determination not defined group; Cluster 2: Medium self-determination profile group; Cluster 3: High self-determination profile group.



Multivariate analysis. To examine the features of each motivational profile regarding social sup-
port, a differential analysis was made with clusters as independent variable and the three factors
of social support as dependent variables. Differences was found (Wilk’s lambda = .87, F(3, 427)
=8.77, p <.001, n2 = .06) among different clusters in all variables (Table 4), showing that the
students with higher self-determination profile presented higher social support values than those
with a lower self-determination profile (Bonferroni Post hoc test). The effect sizes are between
.01 and .137 (d =20, d = 0,80) so it can be considered as small and medium effect (Cohen, 1988).

Table 4. Multivariate analysis

Cluster 1 Cluster 2 Cluster 3
Variables (n=126) (n=181) (n=89) F 1’ Post hoc
M SD M SD M SD

1. Autonomy social support 316 .76 3.10 .64 341 75 5.50%* .03 1-3/2-3
2. Competence social support 328 77 347 .68 3.84 72 16.11** .08  1-2/1-3/2-3
3. Relatedness social support 292 83 277 .67 3.07 74 5.00%* .03 2-3
Wilk’s A .87 .06

F multivariate 8.77**

Note: * p <.05; ** p <.01; M = Mean score; SD = Standard deviation

Discussion

The aims of this research were validating the social support scale (The Interpersonal Behavior
Scale) by Pelletier et al. (2008) into Spanish and relating this with the students’ motivational
profile, as it was done in other countries (Cuevas, Garcia-Calvo, & Contreras, 2013). Since the
students who perceived higher teacher social support presented a higher self-determinate moti-
vational profile, the initial hypothesis is confirmed.

The validity evidence based on internal structure and reliability of the scale validated into Span-
ish are shown by the psychometric results, corroborating the relative factors to autonomy, com-
petence and relatedness supports. Due to the low regression weights, this first approach to the
Spanish context showed that two items of the scale are not properly explained, and they were
erased.

The cluster analysis exposed three motivational profiles based on the Self-Determination The-
ory (SDT) by Deci and Ryan (2002). The first one encompasses to whom got moderated scores
in intrinsic and extrinsic motivation, as well as in demotivation. The second profile includes to
whom showed moderated scores in both types of motivation, and lower scores in demotivation.
The third profile was composed of who presented higher scores in intrinsic and extrinsic motiva-
tion, while kept lower scores in demotivation. The SDT suggests that two motivational profiles
(self-determined and no self-determined) could be consider as opposite. However, as many re-



searches show (Paixdo and Gamboa, 2017; Ratelle, Guay, Vallerand, Larose, and Senécal, 2007),
a not clearly defined group may merge, what supports the existence of intrinsic and extrinsic
regulation forms coexisting in a real environment (Moran, Diefendorff, Kim, and Liu, 2012; Van-
steenkiste, Sierens, Soenens, Luyckx, and Lens, 2009). In present research, the obtained cluster
with no defined self-determination coincides with observed in other investigations with high
school and college students (Boiché, Sarrazin, Grouzet, Pelletier, and Chanal, 2008; Paixao and
Gamboa, 2017). Nevertheless, while the two others groups in those researches observes both a
self-determined and a no-determined cluster, our results suggest two self-determined groups with
different intensity, what has been shown in the reserches with a higher number of motivational
profiles (Liu, Wang, Tan, Koh, and Ee, 2009; Moran et al., 2012; Vansteenkiste et al., 2009).

Our results have revealed a positive relationship between perceived social support by the teach-
ers and the students’ academic motivation. Thus, the influence of social factors on the students’
self-determined motivation is proved as occurs in similar investigations (Cuevas et al., 2013;
Zaikin et al., 2016). However, the profiles with an intrinsic motivation to know try to understand
and analyze new contents regardless the cluster. That means that the more interest to acquire new
knowledge, the more disposition to relate it with previous knowledge and to think further about
it, according to the points made by Niemic and Ryan (2009).

Ryan and Deci (2000a), suggested that the students will be more intrinsic motivated as far as the
teachers propose more interesting, challenged and new tasks, so it is very important to enhance
the intrinsic motivation in order to obtain higher academic performance. Likewise, the way to
show both the contents and the assessment results may stand for a big influence in the student’s
motivation. (Silveira, 2018; Zhuang, Feng, and Liao, 2017). It means, the student’s motivation
could be enhanced by little changes made by the teacher in the educative environment, as long
as the special features were attended (Engelschalk et al., 2016; Orsini et al., 2016). According
the opinion of other authors, the students with higher intrinsic motivation toward studies, dedi-
cate more time and energy to the class tasks, so they acquire and process new information better
(Longobardi et al., 2016; Niemic and Ryan, 2009).

The relationship between teacher social support and student’s academic intrinsic motivation in-
dicates that the teachers can promote the significant learning, connecting new knowledge with
student’s previous cognitive baggage (knowledge, experiences) in order to facilitate compre-
hension (Ledn, Nufiez, Ruiz-Alfonso, and Borddon, 2015). As suggested Koch, Dirsch-Weigand,
Awolin, Pinkelman, and Hampe (2017), in college, project-based-learning improve the students’
commitment with their own knowledge. However, we must remind that this kind of motivation
is influenced by domestic environment, so a lot of student could obtain this predisposition toward
knowledge out of academic environment (Riley, 2016). Anyway, as it is supported by Cheon et
al. (2014), several studies based on correlation show the more teachers with autonomy support,
the more satisfaction of psychological needs, autonomy motivation and higher wellness through
learning, so students could improve their academic results according our research.

In interpreting the findings of these studies, some limitations must be considered. Integrated
regulation was not considered in this study, despite the fact it is been integrated in other scales in
Spanish language. On the other hand, this study is a correlational work without an intervention



which facilitates the control of several covariables. Also, the sample size is enough but not large.
Likewise, the validation protocol of the social support scale forced to erase two items from the
original scale, although we must remind this has just a latent construct. Moreover, the motiva-
tional profiles described by the cluster do not establish remarkable differences between them.
Futures studies must design procedures based on interventions to inquire about influence factors
of both intrinsic and extrinsic motivation of the students. Also, it must include several data col-
lection throughout the process in order to enhance empiric power.

In conclusion, this work has validated the social support scale into Spanish with suitable psy-
chometric measures and has demonstrated the relationship between teacher social support and
self-determined motivational profiles of students. Nevertheless, exists a vast field of investiga-
tion where it seems appropriate to define needs and measures in educative environments in order
to keep forming teachers who provide an adequate autonomy support to students for keeping
their motivation throughout their academic stage.
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