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SINIF PERFORMANSI UZERINDE ALGILANAN OGRETMEN
DESTEKLEYiCi DAVRANISLARIN ROLU

0z

Bu aragtirmanin amaci 6z-belirleme kurami temel alinarak algilanan 6gretmen
destekleyici davranislarin ortaokul 6grencilerinin sinif performanslar: tizerindeki
rolini incelemektir. Arastirmanin drneklemini Tiirkiyede bir sehirde yer alan
ortaokullarda 6grenim géren 296 yedinci sinif 6grencisi olusturmaktadir. Algila-
nan 6gretmen destekleyici davranislar Kisilerarast Davranislar Olgegi Ogretmen
Kisa Formu kullanilarak belirlenmigtir. Ogrencilerin simif performans diizeylerini
6lgmek i¢in Tiirk¢eye uyarlanarak gegerlik ve giivenirlik ¢alismalar: yapilan Simif
Performans Olgegi (Cronbach Alfa katsayis1 = ,88) kullanilmistir. Algilanan 6g-
retmen destekleyici davranislarin 6grencilerin sinif performanslarini ne diizeyde
yordadigini belirlemek icin ¢oklu dogrusal regresyon analizi kullanilmistir. Analiz
sonuglari @i¢ tiir 6gretmen destekleyici davranisin (6zerklik, yeterlilik ve iliskililik
ihtiyact) 6grencilerin simif performansi ile pozitif yonde iligkili oldugunu goster-
mistir. Regresyon modeline gore sinif performansi {izerinde en giiclii yordayici de-
gisken 6zerklik destekleyici faktor ve onu izleyen yeterlilik destekleyici faktor iken
en zayif yordayici degisken iliskililik destekleyici faktériidiir. Bu sonuglardan yola
¢ikarak ortaokul 6grencilerinin sinif performanslarinin algilanan 6gretmen yeter-
lilik ya da iligkililik destekleyici davranislarindan daha ¢ok 6zerklik destekleyici
6gretmen davraniglari tarafindan daha fazla sekillendigini séylemek mimkiindiir.
Arastirmada elde edilen tiim bulgular 6gretmenin 6grencilere derinden saglayacag1
ozerklik, yeterlilik ve ilgili olma desteginin 6grencilerin akademik ve kisilerara-
s1 yeterliliklerinin bir bilesimi olarak sinif performanslarinda tatminkar sonugclar
elde etmesi agisindan 6nemli oldugunu géstermektedir.

Anahtar Kelimeler: Oz-Belirleme Kurami, O gretmen Destegi, Sinif Performanst,
Ortaokul Ogrencileri.

ek

THE ROLE OF PERCEIVED TEACHER-SUPPORTIVE
BEHAVIOURS ON CLASSROOM PERFORMANCE

ABSTRACT

Based on self-determination theory, this study examined the role of perceived
teacher supportive behaviors on the classroom performance of middle school
students. The sample consisted of 296 seventh grade students studying in mid-
dle schools in a city in Turkey. Perceived teacher supportive behaviors were deter-
mined using the Interpersonal Behavior Scale Teacher Short Form. The Classroom
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Performance Scale (Cronbach Alfa coefficient = .88), which was adapted to Turk-
ish and whose validity and reliability studies were carried out, was used to measure
the classroom performance levels of participants. Multiple linear regression anal-
ysis was used to determine to what extent perceived teacher supportive behaviors
predicted students’ classroom performance. The results showed that three types of
teacher supportive behaviors (need for autonomy, competence, and relatedness)
were positively associated with students’ classroom performance. According to the
regression model, the strongest predictor variable on classroom performance is
the autonomy supporting factor followed by the competence supporting factor,
while the weakest predictor variable is the relatedness supporting factor. This find-
ing shows that middle school students’ classroom performance is more shaped
by autonomy-supportive teacher behaviors rather than perceived teacher compe-
tence or relatedness-supporting behavior dimensions. All the findings obtained
in the study indicate that the autonomy, competence and relevance support that
the teacher will provide to students is important in terms of achieving satisfactory
results in classroom performance as a combination of students’ academic and in-
terpersonal competences.

Keywords: Self-Determination Theory, Teacher Support, Classroom Performance,
Middle School Students.

ek
GIRIS

Okullar 6grencilerin faaliyetlere katilma motivasyonunu, performansini,
sosyal ve duygusal uyumunu etkileyen kisileraras: etkilesimli ortamlardir (Pian-
ta, 1999). Okulda 6gretmenler 6grencilerin beklentilerinde, benlik algilarinda,
akademik ¢alismalara verdikleri ilgi ve degerlerde derin degisimler yaratir. Okul
yili boyunca, bir 6gretmenin destekleyici davranislari, 6grencilerin motivasyo-
nunu ve olumlu deneyimlerini, davranigsal uyumlarini, aktif katilimlarini ve 6g-
renme etkinliklerine kars1 sevklerini saglamada onemli bir kaldirag gorevi goriir.
Ogretmen destegi, 6gretmen empatisine, giivenine ve yardimseverligine dayali
bir iligski olup 6grenci motivasyonu ve basarisi icin net agiklamalar, kisileraras:
iligkiler, tavsiye ve rehberlik ile karakterize edilir (Roorda ve digerleri, 2011; Wang
ve Eccles, 2012). Ogretmen destegi dgrencilerin biligsel, davranigsal ve duygusal
acidan harekete gegmesi icin motive edici bir faktor olarak tanimlanir (Wentzel ve
digerleri, 2017). Ogretmenlerin destekleyici davraniglari, birgok aragtirmaci tara-
findan iyi hiimanist 6gretimin ayirt edici 6zelliklerinden biri olarak goriilmektedir
(Ames, 1992; Deci, Ryan ve Williams, 1996; Nicholls ve Nolen, 1995). Giivenli ve
destekleyici 6gretmen davranislar: 6grenci ihtiyaglarina ve yiiksek performansa
isaret etmektedir (Sahin, 2000). Ogrenciler gretmenlerinin destekleyici oldugunu
hissettiklerinde muhtemelen goreve deger verirler ve ona kars1 olumlu duygular
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yasarlar (Grolnick, Ryan ve Deci, 1991). Onceki aragtirmalar, 6grencilerin, 6gret-
menleri ilgili ve destekleyici oldugunda daha fazla caba sarf ettigini ve daha iyi
performans sergiledigini gostermistir (Urdan ve Schoenfelder, 2006). Spesifik ola-
rak, 6gretmen desteginin 6grencilerin motivasyonunu ve 6zerkligini artirmada en
etkili stratejilerden biri olduguna inanilmaktadir. Bu da 6grencilerin 6grenmeye
daha fazla katilmalarini ve smifta daha iyi akademik performans elde etmelerini
saglamaktadir (Carreira, Ozaki ve Maeda, 2013; Fu, Liu ve Zhang, 2023; Hospel ve
Galand, 2016; Jang, Kim ve Reeve, 2012; Oga-Baldwin ve Nakata, 2017).

Kavramsal Cerceve
Oz-Belirlemede Ogretmen Destegi

Ogretmenler, 6grencilerle sik sik iletisim halindedir ve 6grenciler igin énemli
destek kaynaklaridir. Ogretmen destegi, 6grenci 6zerkligi, bilissel ve duygusal
gelisiminin olumlu yo6nlerine ve bu yonlerin okulda nasil tegvik edilebilecegine
odaklanir (Feng ve digerleri, 2019; Kristjansson, 2012). Bu odak 6z-belirleme ku-
rami perspektifiyle aydinlatilabilir (Deci ve Ryan, 1985). Oz-belirleme kurami,
bireylerin gevre ile etkilesim yoluyla yeterlilik, 6zerklik ve iligkili olma ihtiyacla-
rin1 karsilayan deneyimler aradiklarini varsaymaktadir. Kuram, 6gretmen deste-
ginin 6grencilerin bu psikolojik ihtiyaglar: karsiladigini ve algilama derecesinin
ise 6grencilerin okula baglilik ve performans diizeyini etkiledigini varsaymaktadir
(Deci ve Ryan, 1985, 2000).

Oz-belirleme kuram1 optimal insan isleyisini ve insanin psikolojik ihtiyaglarin
incelemek i¢in kullanilabilecek bir gelisim gercevesidir (Niemiec ve Ryan, 2009).
Kuram insanlarin davraniglarda bulunmayi, gorev ya da etkinliklere katilmay1 ve
yaptiklarindan zevk almayr segme nedenlerini anlama konusunda i¢ goriiler sag-
lar (Deci ve Ryan, 2002). Oz-belirleme kurami temel psikolojik ihtiyaglarin diger
bireylerin kisileraras1 davraniglarindan etkilendigini varsayar (Rocchi, Pelletier
ve Desmarais, 2013). Egitsel baglamda kuram 6grencilerin 6zerklik, yeterlilik ve
iliskili olma gibi dogustan gelen temel psikolojik ihtiyaglarini dogrudan destek-
leyebilecek veya zayiflatabilecek 6gretmen-6grenci iliskilerinin ti¢ farkli yoniine
odaklanmaktadir (Pitzer ve Skinner, 2017). Deci ve Ryan (2002) i¢sellestirme stire-
cini tesvik etmek i¢in bireyin bu ¢ psikolojik ihtiyacinin desteklenmesi ve tatmin
edilmesi gerektigini savunmustur. Bu bakis acisina gore 6gretmen 6grencilerin sz
konusu temel psikolojik ihtiyaglarini destekledigi 6lctide 6grencilerin okula bagli-
liklar1 ve akademik bagarilar1 genel olarak artacaktir (Wang ve Holcombe, 2010).

Oz-belirleme kuraminin temel varsayimi 6zerkligi, yeterliligi ve iligkililigi des-
tekleyen kisileraras1 davranislarin bireylerin igsel motivasyonu kolaylastirmasidir
(Deci ve Ryan, 2000). Kuramda 6zerklik bireylerin bir gérevi yaparken kendi ilgi
ve gorev degeri algilari dogrultusunda hareket etme gereksinimi ifade etmektedir.
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Ozerklik doyumu bir aktivitede 6z-belirleme, isteklilik ve seim deneyimiyle ilgi-
lidir (Ryan ve Deci, 2020). Ozerklik bireylerin 6z-belirlemelerine saygi duymayz,
deger vermeyi ve beslemeyi icerir (Legault, Green-Demers ve Pelletier, 2006). Ye-
terlilik kavrami, bireyin bir aktivitede zorluk seviyesini artirma ve daha yiiksek
diizeyde ustalik gelistirme firsatlarini gerektirir. Yeterlilik doyumu etkili hisset-
meyi ve istenen sonuglara ulasma becerisini ifade eder (Ryan ve Deci, 2020). Bu
nedenle bir bireyin sosyal aginin onun yeterlilik ve ustalik duygularini destek-
lemesi oldukga énemlidir. Iligkililik ise bir aidiyet ve baskalariyla baglanti duy-
gusuyla ilgilidir. Bireyin gorevle ugrasan diger insanlarla destekleyici bir sosyal
aga ve glicli kisilerarasi baglantilara ihtiya¢ duymasini ifade eder (Ryan ve Deci,
2020; Vallerand, 2001). Ornegin okulda égrenciler 6gretmenleri ile yakin istik-
rarli ve besleyici iligkilere ihtiya¢ duyarlar. Ogrenciler 6gretmenleri ile zenginles-
tirici iligkiler gelistirme firsatina sahip olduklarinda ve 6nemli sosyal figiirlerin
kendilerini gercekten 6nemsedigini algiladiklarinda kisileraras: baglilik ihtiyaci
kargilanir. Ogretmen 6grencilerle ilgilenmeye istekli oldugunu gosterirse ve 6g-
rencilerle olumlu iligkiler kurmaktan ve etkilesimde bulunmaktan zevk alirsa, 6g-
rencilerinin kendisiyle olan iligki algist geliserek bu ihtiya¢ karsilanabilir (Legault
ve digerleri, 2006; Shahar ve digerleri, 2003).

Oz-belirleme kurami diger insanlarin kisilerarasi davraniglarinin bireyin ihtiyag
duydugu tatmini ve hayal kirikligint olumlu ya da olumsuz yonde etkiledigini
varsayar. Ornegin destekleyici sosyal ortaminin saglanmasinda 6gretmenin ana
aktor oldugu bilinmektedir (Maulana ve digerleri, 2016). Motivasyon ve gelisme
i¢in temel oldugu varsayilan 6zerklik, yeterlilik ve iliskili olma gibi temel psikolo-
jik ihtiyaglarin 6gretmen tarafindan desteklenmesi kuskusuz 6grencilerin akade-
mik, duygusal ve sosyal isleyisinde degerli bir kaynak olarak goriilmektedir (Nie-
miec ve Ryan, 2009). Ogretmen 6grencilere ihtiyaclar: destekleyici davraniglarda
bulundugunda, bu 6grenciler i¢in ti¢ temel psikolojik ihtiyacin tatminini tegvik
edebilir (Deci ve Ryan, 1985) bu da nihai olarak motivasyonun kalitesini etkiler.
Ogretmenin ozerklik, yeterlilik ve iligkili olma desteginin kalitesi artik¢a 6gretim
ve 0grenmenin de kalitesinin artirilmasi ve siirdiiriilmesine katkida bulunulur
(Maulana ve digerleri, 2016). Ancak 6gretmen ihtiyaglar1 engelleyen davranislar-
da bulundugunda (veya bu davranislarda bulundugu algilandiginda), 6grenciler
kendilerini kontrol eksikligi, talepleri yonetme yeteneginde yetersizlik ve baskalar1
tarafindan daha az ilgilenilip sayg: duyulduklar: hissine kapilabilirler (Rocchi ve
Pelletier, 2017). Bu da kontrollii motivasyon veya zayif performans gibi olumsuz
sonuglara yol agabilir (DeFreese ve Smith, 2014). Ge¢mis arastirmalar, 6gretmen
desteginin 6grencilerin motivasyonunu (Skaalvik ve digerleri, 2015), 6zgiivenini
(Ucar ve Sungur, 2017), 6z-yeterliligini (Li ve digerleri, 2020), basar1 duygularini
(Lei ve digerleri, 2018), akademik basarilarini (Sakiz ve digerleri, 2012) ve akade-
mik baglhiliklarini (Sadoughi ve Hejazi, 2022) gelistirebilecegini gostermistir.
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Ihtiyag Destekleyici Davramslar

Oz-belirleme kurami olumlu (egitimsel) sonuglari tegvik etmek i¢in yukarida
tanimlanan ti¢ temel ihtiyacin karsilanmasinin gerekli oldugunu savunmaktadir
(Williams ve digerleri, 2013). Kuramda 6zerklik, yeterlilik ve iliskili olma destegi
kisilerarasi, kiiltiirler arast veya gelisimler arasi dogustan gelen temel psikolojik
ihtiyaglar olarak goriilmektedir (Ryan ve Deci, 2017). Ihtiyag destekleyici davra-
niglara bakildiginda 6zerklik destekleyici davraniglar 6grencilere gerekge, secenek
saglama, 0dil sunma, bakis agilarini kabul etme, goreve katilimi tesvik etme ve
inisiyatif i¢in firsatlar vermeyi icerir (Mageau ve digerleri, 2015). Yeterlilik destek-
leyici davranislar 6grencilerin gelisimini kabul etmeyi, olumlu beklentiler kullan-
may1, olumlu geri bildirim saglamayi, 6grencilerin gelisme kapasiteleri konusunda
umutlu olmayz, iyilestirmeleri kabul etmeyi, 6grencileri becerilerini gelistirmeye
tesvik etmeyi, kariyer hedeflerine veya bagariya ulasabileceklerine inanmay igerir
(Sheldon ve Filak, 2008). Iligkililigi destekleyici davraniglar 6grencilere karst sicak,
kabul edici olmayi, 6grencileri anlamayn, farkliliklar1 6nemsemeyi, 6grencilerin fa-
aliyetlerine ilgi duymay1 ve onlari aktivite veya firsatlara dahil etmeyi icerir (Jones,
Armour ve Potrac, 2004). Nitekim iliski destegi sinifta sadece basarili ya da yiiksek
performansa sahip olmanin bir triinti degildir. Ayn1 zamanda aidiyet veya iliski
duygusu 6grencilerin motivasyonu i¢in biitiinleyici bir rol oynamaktadir.

Tiim bu yapilar aslinda 6grencinin okulda biitiinlesme siirecinin (baghlik duy-
gulari, akademik baghlik) etkili isleyisi ve gelisiminin optimize edilmesi igin ge-
reklidir. Bu bakimdan 6grencilerin 6gretmenlerinden aldiklar: olumlu destekleyici
davransslar 6grencilerin performansi ve 6z-belirleme davraniglarinin en etkili bile-
senleridir (Baumeister ve Leary, 1995). Nitekim arastirmalar gesitli 6grenci ¢iktila-
r1 i¢in 6gretmen destekleyici kisileraras: davranislarin 6nemli bir faktér oldugunu
dogrulamistir (Chirkov, 2011; Ryan ve Deci, 2011).

Oz-Belirleme Kurami ve Sunif Performanst

Oz-belirleme kuramy, gesitli okul konularinin yani sira okuldaki 6grencilerin
davraniglarini anlamak ve katilimini saglamak i¢in genis bir ¢erceve sunmaktadir.
Bu cergeve yeterlilik, 6zerklik ve iligkili ihtiyaci i¢in 6gretmenler tarafindan sagla-
nan destekleyici uygulamalarin 6grencilerin hedefleri ve akademik ihtiyaclarinin
kargilanmasinda 6nemli katalizorler oldugunu ileri siirmektedir (Deci ve Ryan,
2000). Kuram ihtiyag tatmini i¢in 6gretmenlerin 6grencileri tizerinde baski hisset-
tirmeleri yerine 6grencilere daha fazla 6zerklik ve yetkinlik hissi saglayan 6gretim
etkinliklerine yer vermeleri ve 6grencilere daha fazla ilgi ve giiven ortamini sagla-
malar1 gerektigini savunmaktadir (Jang, Reeve ve Deci, 2010; Stroet, Opdenakker
ve Minnaert, 2015). Kurama gore 6gretmen destegi yiiksek kaliteli motivasyonu
ve baglilig: tetikler (Stroet, Opdenakker ve Minnaert, 2013) ve bu doyuma yol ag-
tiginda veya kisisel bir ilgiyi karsiladiginda 6grenciler igsel olarak etkinlige dahil
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olmaktadir (Deci ve Ryan, 2000). I¢sel motivasyon artis1 ise dgrenci basarisi (Ce-
rasoli, Nicklin ve Ford, 2014; Guay ve digerleri, 2010; Taylor ve digerleri, 2014) ve
sinifta daha ytiksek katilim ve performans dahil olmak tizere gesitli egitsel olumlu
sonuglar tizerinde bir pozitif etkiye yol agmaktadir (Burton ve digerleri, 2006). Bu
nedenle 6z-belirleme kurami 6grencilerin géreve iliskin katilim diizeylerini artir-
mak ve rahatsiz edici (ya da engelleyici) davranislar1 azaltmak i¢in biiyiik ol¢iide
ogretmen destek davranislarina atifta bulunmaktadir.

Okul ¢apinda sinif performansi 6grencilerin 6grenme durumlarinin, 6grenme
verimliliklerinin ve akademik basarilarinin yogun bir yansimasidir. Sinif perfor-
manst okul igleyisinin bir 6l¢tisiidir. Sinif performans: 6grencilerin ¢aba, tutum,
davranis ve akademik veya sosyal becerilerinin ¢ok boyutlu biitiinlesik bir yapisi-
dir (di Perna ve Elliott, 1999). Bu yapinin birgok faktorden etkilendigi soylenebi-
lir. Bunlarin en 6nemlisi 6zerklik, yeterlilik ve iliskili olma gibi temel psikolojik
ihtiya¢ tatminleridir (Deci ve Ryan, 2000). Oz-belirleme kurami égrencilerin sinif
deneyimlerini anlamak ve bunlarin motivasyon ve akademik bagariy: nasil etki-
leyebilecegini kesfetmek igin bir profil ¢ikarma yaklagimi sunmaktadir (Ryan ve
Deci, 2017). Bu yaklasima gore 6grencilerin ihtiyaglari ne kadar ¢ok karsilanirsa,
motivasyon diizeyleri de o kadar yiiksek olur (Haerens ve digerleri, 2015). Yiiksek
kaliteli motivasyon derste ¢aba sarf etmek icin daha istemli nedenlerle tanimla-
nan akademik performans ve akademik benlik kavrami yoluyla yansitilir (Leo ve
digerleri, 2020). Egitim ortaminda sinif performansi 6gretmen ve akran destegi
gibi cesitli baglamsal faktorler araciligiyla sekillenebilir (Fredricks, Blumenfeld ve
Paris, 2004; Hafen ve digerleri, 2012). Bu faktorler arasinda 6gretmen destegi en
onemlilerinden biri olarak kabul edilir (Allen ve digerleri, 2013; Lam ve digerleri,
2012; Roorda ve digerleri, 2011). Ogrenci sinif performansi, 6gretmenlerin 6gren-
cileri ve 6grencilerin kendileri i¢in sahip olduklar: beklentiler ve motivasyonlar1
tarafindan y6nlendirilir. Beklentileri yiiksek tutmak ise 6grencilerin kendi kararla-
rin1 verebilme, olumlu degerler kazanabilme gibi gelismeler kaydetmesi agisindan
oldukea 6nemlidir (Catalano ve digerleri, 2004). Ogrencilerin bunlar1 bagarmalari
i¢in ihtiya¢ duyduklar: psikolojik destegi saglamak 6gretmenin rollerinden biridir.
Ogretmen desteginin temel bir ézelligi, sinifin taleplerine gore hizalanmig olmasi
ve boylece 6grencilerin aldiklar: destegi sinifta performans ve basariya daha ko-
lay dontistiirmelerini saglamasidir (Tinto, 2012). Nitekim 6grenciler ihtiyaglarini
karsilamada daha bagarili olduklarinda, daha fazla i¢sel motivasyon sergilerler. Bu
da daha fazla okul baglilig1, davranigsal performans ve psikolojik iyi olus ile sonug-
lanir. Ote yandan temel psikolojik ihtiyaglarin kargilanmasi yerine yoksun bira-
kilmast olgiisiinde 6grencide esneklik ve aciklik yerine pargalanma, motivasyon-
suzluk, katilik ve savunma ile birlikte 6zerklik motivasyonunda azalma olacaktir
stres yaratarak daha fazla 6zerklik kuskusu sorununa yol acabilir, 6grenci kont-
rol edildigini anlayabilir ve daha yiiksek belirsizlik sergileyebilir. Ozerklik kuskulu
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oldugunda 6grencide haliyle diisitk performans ya da yetersizlik hissi beklenebilir
(Patrick, Skinner ve Connell, 1993). Bu bakimdan 6gretmenlerin 6grencilere sinifta
akademik performanslarini daha iyi anlamalarina ve kisisel sorumluluk duygusunu
yagamalarina dayali etkilesimli ve destekleyici ortamlar: olugturmalar gerekir.

Arastirmalar yeterlilik, 6zerklik ve iliskili olma gibi temel psikolojik ihtiyac-
larin engellenmesinin 6grencilerin kotii olma duygulari, siniftan kopma ve daha
diistik sinif performansi ile iliskili oldugunu gostermistir (Chen ve digerleri, 2015;
Earl ve digerleri, 2017; Jang, Kim ve Reeve, 2016). Oz-belirleme kurami iizerinde
yapilan ¢alismalar temel psikolojik ihtiyag tatminlerini destekleyen sosyal baglam-
larin daha iyi performansa ve daha olumlu deneyimlere yol a¢tigin1 gostermistir
(Chen, Chen ve Zhu 2012; Guay, 2021). Guay’a (2022) gore 6grenci ihtiyaglar1 ne
kadar karsilanirsa akademik performanslar1 o kadar iyi olur, 6grenciler o kadar
uzun siire 1srar ederler, o kadar iyi 6grenirler, memnuniyetleri o kadar artar ve
okula bagliliklar1 ve okuldaki duygular1 o kadar olumlu olur. Bu nedenle perfor-
mans iklimi bu ihtiyag tatminleri ile iligkilidir. Sonug olarak 6grencilerin psikolojik
ihtiyaglarini kargilayan 6gretmen davranislarinin 6grencilerde ihtiyag tatmininde
bir doyuma ve ardindan basar: ve performansta 6zerklik artigina yol actig1 diisii-
niilmektedir (Haerens ve digerleri, 2015; Pomerantz, Cheung ve Qin, 2012).

Arastirmanin Amaci

Alan yazindaki kuramsal ac¢iklamalar egitim ortaminda 6gretmen destegi ile
Ogrenci performansi arasinda bir iligki oldugunu gostermektedir. Alan yazin in-
celendiginde Tiirkiyede algilanan 6gretmen destekleyici davraniglarin 6grencile-
rin sinif performans: tizerinde roliinii arastiran herhangi bir akademik ¢alisma-
ya rastlanmamistir. Oz-belirleme kurami temel alinarak 6gretmen destekleyici
davraniglarin 6grencilerin siniftaki performans diizeylerini nasil ya da ne diizeyde
etkiledigi hakkinda ampirik bulgular heniiz mevcut degildir. Ogretmenden 6g-
renciye saglanan destekleyici davranislarin 6grencilerin siniftaki davranigsal is-
levleri tizerindeki etkisi hentiz incelenmemistir. Tiirkiyede yalnizca birkag ¢alis-
ma 6gretmen desteginin 6grenci davranislar: (okul kurallari, dersler, 6gretmen ve
akranlara yonelik tutum), okul yagam doyumu ve titkenmiglik tizerindeki roliinii
incelemistir (6r., Ersoy, 2020; Karadeniz, 2019; Kutsal ve Bilge, 2012). Ogrencile-
rin smif performanslarina etki eden 6z-belirleyici davranislar hakkinda gegerli ve
givenilir sonuglar veren aragtirmalara ihtiyag vardir. Bu tiir bir iligkinin incelen-
mesi 6grencilerin okul isleyiglerinin bir 6lgiisi olarak sinif performanslari tizerin-
de 6gretmen destekleyici rollerinin etkisinin daha fazla anlagilmasina kaynaklik
edebilir. Clinkii aragtirmacilara gore 6zerklik, yeterlilik ve iligkili olma gibi tig tiir
psikolojik ihtiya¢ 6grencilerin okula bagliliginda ve akademik basarisinda hayati
bir rol oynamaktadir (Maurer ve digerleri, 2013; Vasconcellos ve digerleri, 2020).
Bu tiir bir sorgulama mevcut alan yazini zenginlestirebilir ve 6z-belirleme kurami-
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nin okulda uygulanabilirligini dogrulamaya daha fazla katkida bulunabilir. Tim
bu gerekgeler kapsaminda bu arastirmada 6z-belirleme kuramindan yola ¢ikarak,
algilanan 6gretmen destekleyici davranislarin ortaokul 6grencilerinin sinif perfor-
manslar1 tizerinde roli arastirilmistir.

Aragtirmanin ortaokul 6grencileri ile yiiriitilmesinin nedeni ortaokul do-
neminin ¢ok 6nemli bir degisim ve gelisim dénemi olmasi, 6gretmenlerin
ogrencilerin akran iligkilerinde, okula ve ¢evreye uyum saglamalarinda énemli
roller iistlenmesidir (Roeser, Eccles ve Sameroff, 1998, 2000). flkokuldan ortaokula
gegis 6grenciler i¢in 6nemli degisiklikler gerektiren stresli bir donemdir. Ortaokul,
ogrencilerin 6gretmenlerle iliskileri, algilanan 6zerklik, benlik saygisi ve 6z-dii-
zenleme gibi cesitli giidiisel stireclerle baglantili oldugu kritik bir ge¢is donemidir
(Britner ve Pajares, 2001; Caldarella ve digerleri, 2022; Danielsen, Breivik ve Wold,
2011; Sakiz, Pape ve Woolfolk-Hoy, 2012). Ortaokul, gérev karmagsikliginda, 68-
renme icin sorumluluk odaginda ve 6gretmen-6grenci iliskilerinin kalitesinde
degisimler igerir. Bu dénemde 6grenciler ergenlige bagh olarak fiziksel degisimle-
rinin yani sira okul deneyimlerindeki 6nemli degisikliklerden 6tiirti sosyal ve duy-
gusal uyum sorunu ayrica 6z-yeterlilikleri ile ilgili bazi endise ya da giivensizlikler
yasayabilirler (Alley, 2019; Eccles, Lordl ve Roeser, 1996).

Ortaokul doneminde temel psikolojik ihtiya¢larin karsilanmamas: davranis-
sal zorluklara katkida bulunabilir. Ornegin 6zerklik destegi ortaokul agamasinda
son derece dnemlidir, ¢iinkii ergenler bireysel kimliklerini olusturmak igin 6zerk
motivasyona ihtiya¢ duyarlar (Wentzel ve Battle, 2001). Bir 6grencinin ortaokula
gecis deneyimi sosyal sema (6r., akran veya 6gretmen iligkileri ve sosyal destek),
Ogrenme semast (Or., katilim, ilgi ve algilanan kontrol) ve akademik benlik kavrami
(6r., akademik motivasyon, akademik 6z-yeterlilik) gibi bireysel faktorlerden etki-
lenebilir (Evans, Borriello ve Field, 2018). Arastirmalar ergenler arasinda ortaoku-
la gegisle artan stresin, artan sinav kaygisinin, diisiik okul bag: ve diisiik akademik
performansin gozlendigini gostermistir (Goldstein, Boxer ve Rudolph, 2015). Bu
durumun geng ergenler i¢in akademik basari, sosyal biitiinlesme ve duygusal re-
fah dahil olmak tizere gesitli sonuglar1 olumsuz etkiledigi gortilmiistiir (Evans ve
digerleri, 2018). Dolayisiyla 6gretmenlerin 6grencilere en iyi sekilde destegi sagla-
malari ve bunu siirdiirmeleri ortaokul 6grencilerinin akademik performansindaki
kazanimlar1 yani sira kisisel ve kisileraras: davranislar: iizerinde de giiglii etkileri
olabilir. Bu arastirmada farkl tiirde algilanan 6gretmen destekleyici davranislarin
ogrencilerin smuftaki performanslarini ne él¢iide agikladigr test edilmistir. Ayrica
bir dis faktdr olarak hangi 6gretmen destegi (Helgeson ve Lopez, 2010) boyutunun
(yani 6zerklik, yeterlilik ve iliskililik destegi) 6grencilerin smnif performansini daha
iyi agikladigy arastirilmigtir. Baska bir ifadeyle 6gretmen destekleyici davraniglarin-
dan her birinin sinif performansi tizerinde goreli 6nem diizeyi incelenmistir. Mev-
cut aragtirmanin 6gretmen desteginin ii¢ boyutunun 6grencilerin sinif performans-
lar1 tizerinde etkilerine dair bir fikir edinmeye yardimc olacag: diistiniilmektedir.

OMU EFD, 2023, Cilt 42, Say1 1, Sayfa 195-244



ilhan ILTER

Elde edilecek bulgular ile ortaokul 6grencilerinin sinif performansina etki eden te-
mel psikolojik ihtiyaglar hakkinda i¢-goriilerin saglanmasi hedeflenmektedir.

Arastirmamn Hipotezleri

Aragtirmada 6z-belirleme kurami gergevesinde 6gretmenlerin ihtiya¢ destek-
leyici kisileraras: davranislarinin 6grencilerin sinif performansi tizerinde etkisini
aciklayan regresyon modeli gelistirilmistir. Bu model dogrultusunda asagida veri-
len hipotezler one siirtilmiistiir.

H1.0gretmen 6zerklik destekleyici davranislar 6grencilerin sinif performansini
yordamaktadir.

H2.Ogretmen yeterlilik destekleyici davranislar grencilerin sinif performansini
yordamaktadir.

H3.Ogretmen iligkililik destekleyici davranislar 6grencilerin sinif performansini
yordamaktadir.

YONTEM

Aragtirma Modeli

Aragtirma algilanan 6gretmen destekleyici davranislarin ortaokul 6grencileri-
nin akademik ve kisilerarasi yeterliliklerinin bir bilesimi olarak sinif performans-
lar1 iizerinde roliinii belirlemeye dayali bir ¢aligmadir. Bu nedenle var olan bir du-
rumun bir bagka anlatimla degiskenler arasindaki iligkilerin var oldugu sekliyle
belirlenmesi hedeflendiginden bu ¢aligmanin modeli nicel arastirma tiirlerinden
iligkisel tarama modelidir (Karasar, 2014).

Calisma Grubu

Aragtirmanin 6rneklemini 2022-2023 egitim-6gretim yilinda Tiirkiyede bir
sehirde yer alan ortaokullarda 6grenim goren 296 yedinci siif 6grencisi olus-
turmaktadir. Basit tesadiifi 6rnekleme yontemi ile belirlenen ortaokullarda 6gre-
nim goren ve kolay ulasilabilir 6rnekleme yontemi ile secilen 6grenciler ¢alisma
kapsamina alinmustir. Arastirmaya katilan 6grencilerin 154’4 kiz ve 142’si erkek
6grenciden olusmaktadir.

Veri Toplama Araglari

Aragtirmanin verilerini toplamak i¢in Sinif Performans Olgegi, Kisilerarast
Davranislar Olgegi ve katilimcilarin cinsiyet ve simif diizeyi hakkinda bilgi edin-
mek i¢in kisisel bilgi formu kullanilmistir.
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Kisisel Bilgi Formu: Hazirlanan bu formda 6grencilerin cinsiyetleri ve 6grenim
gordiikleri sinif diizeylerini belirtmeleri istenmistir.

Sinif Performans Olgegi. Katilimcilarin sinif performans diizeylerini 6lgmek
i¢in Caldarella, Larsen, Williams, Lulla ve Wills (2022) tarafindan gelistirilen Sinif
Performans Olgegi (SPO) kullanilmugtir. Olgek iki alt boyut ve toplam 17 mad-
deden olugmaktadir. Bu boyutlar akademik yeterlilik ve kisileraras: yeterlilik sek-
lindedir. Olgek 6grencilerin sinif davraniglarina iliskin maddeleri icermektedir.
Olgekte akademik yeterlilik alt boyutuna ait onbir madde (1,2, 3,4, 5,6, 7, 8,9, 10,
11) ve kisileraras: yeterlilik alt boyutuna ait alti madde (12, 13, 14, 15, 16, 17) bu-
lunmaktadir. Olgegi olugturan biitiin maddeler 1 (Her zaman) ile 5 (Higbir zaman)
arasinda degisen 5 puanlik bir Likert tipi 6l¢ek kullanilarak derecelendirilmistir.
Alt boyutlara iliskin performans alanlari iletigim, is birligi, sorumluluk, empati, ak-
tif katilim ve o6zerklik gibi 6grencilerin sinif ortaminda akademik ve sosyal yonleri
ile ilgili gesitli davranislar1 icermektedir. Ol¢gme aracindan alinabilecek puanlar 17
ile 85 arasinda degismektedir. Elde edilen yiiksek puanlar diisiik sinif performan-
sint gosterirken diisitk puanlar yiiksek sinif performansini (okulda tatmin edici
islevsellik diizeyine ulasma) gostermektedir (Caldarella ve digerleri, 2022). Brady
ve digerleri ‘ne (2012) gore disiik performans akademik ilerlemedeki bozulmanin
bir isaretidir. Zayif akademik performans diisiik biligsel yetenek, 6devlerin kotit
tamamlanmasi, smnif dersleri sirasinda gorev disinda olma ve verimsiz ¢alisma
aligkanliklar1 dahil olmak tizere gesitli nedenlerle ortaya ¢ikabilir. Ayrica diisiik
performans 6grencinin 6gretmenleri veya akranlariyla etkilesimde bulunmamasi
ve gerektiginde yardim isteyememesi gibi diger faktorleri igerebilir. SPO'de hem
akademik yeterlilik hem de kisileraras: yeterlilik alt boyutlarinda daha diisiik pu-
anlar 6grenciler igin yiiksek performansi gostermektedir (Caldarella ve digerleri,
2022). Ozgiin 6lgegin alt boyutlarinin Cronbach Alfa giivenirlik katsayilar1 akade-
mik yeterlilik alt boyutu i¢in ,93 ve kisileraras yeterlilik alt boyutu icin ,73 olarak
belirlenmigstir. Olgegi gelistiren yazarlar tarafindan (Caldarella ve digerleri, 2022)
yapilan CFA sonuglar iki faktorlii yap: igin kabul edilebilir uyum indekslerinin
oldugunu gostermistir (RMSEA = ,06, CFI = ,96, TLI =,95).

Bu caligmada 6zgiin Sinif Performans Ol¢eginin Tiirkgeye uyarlanmasi igin
gegerlik ve giivenirlik analizleri yapilmistir. Alan yazin incelendiginde Tiirkiyede
Sinif Performans Olgegi'yle ilgili psikometrik bilgi verilen 6l¢me araglar1 bulunma-
maktadir. Bu bakimdan bu arastirma SPO’niin bu tiir 6zelliklerini 6l¢en ve rapor
eden ilk ¢alismadir. SPO’niin 6zgiin versiyonunun Tiirkgeye gevrisi i¢in birtakim
adimlar izlenmistir. Olgegin uyarlanmasinda 1) Ol¢cegin hedef dile uyarlanmas,
2) Olgegin kaynak dile geri ¢evrilmesi, 3) Olgegin pilot uygulamasinin yapilma-
s1, 4) Uyarlanan 6l¢egin gecerlik analizlerinin yapilmasi ve 5) Uyarlanan 6l¢egin
giivenirlik analizinin yapilmasi adimlar1 izlenmistir. Bu kapsamda c¢alismada
SPO'niin psikometrik ozellikleri cercevesinde dil esdegerliligi, yap: gecerliligi,
madde ayirt ediciligi ve giivenirligi incelenmistir. Uyarlama ¢alismasinin ilk aga-
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masinda ol¢egi tasarlayan sorumlu yazardan e-posta yoluyla uyarlama izni alin-
mustir. Bu adimdan sonra 6zgiin formda 17 maddeden olusan 6l¢egin maddeleri
hem Tiirkge hem de Ingilizce dil becerisine sahip olan iki akademisyen tarafindan
Tiirkgeye gevrilmistir. Olgek maddeleri igin uygun ifadeler belirlendikten sonra
Olgegin geri cevirisi yapilarak 6zgiin formundaki ifadeler ile karsilastirilmistir.
Daha sonra Tiirkgeye ¢evrilen maddelerin anlagilirligy, seviye uygunlugu bir Tiirk
Dili uzmani tarafindan incelenmis ve birtakim diizeltmelere gidilerek 6lcege ni-
hai sekli verilmistir. Olgegin dilsel esdegerligi igin bir yitksekégretim kurumunun
Ingilizce Ogretmenligi boliimiinde 6grenim gérmekte olan bir 6grenci grubuna
(N= 48) iki hafta ara ile SPO’niin Ingilizce ve Tiirkge formlar1 olarak uygulanmis-
tir. Korelasyon analizi sonucunda 6lgegin Tiirkge formu ile Ingilizce versiyonu
arasinda pozitif korelasyon (r =,75, p < ,01) oldugu goriilmiistir. Bityiikoztiirke
(2014) gore ,0 ile ,70 arasindaki korelasyon katsayilar1 orta diizeyde bir korelas-
yonu, ,70'den biiyiik olanlar ise yiliksek korelasyonu gostermektedir. Korelasyon
analizi sonuglarina dayanarak SPO’niin Ingilizce ve Tiirkge versiyonlar1 arasinda
dilsel esdegerligin saglandigi sonucuna varilabilir. Tki faktorlii ve 17 maddelik
SPOniin Tiirkge formu bu arastirmaya dahil olmayan 235 ortaokul 6grencisi-
ne uygulanmistir. Arastirmacilara gore bagka bir kiltiirde gelistirilmis ve faktor
yapis1 saptanmis bir 6l¢me aracinin farkli kiiltiire uyarlanmasi gergeklestirilirken
DFA ile uyarlama ¢alismasinin yapilmast ve 6lgegin uyum gegerliliginin DFA ile
simnanmasi Onerilmektedir (Cokluk, Sekercioglu ve Biytikoztiirk, 2012; Seger,
2015). Bu kapsamda bu galismada SPO’niin yap1 gegerliligini incelemek igin daha
onceden Caldarella ve digerleri (2022) tarafindan gelistirilen ve faktor yapisi be-
lirlenen 6zgiin SPO’niin Tiirk kiiltiiriinde de gegerli olup olmadigini incelemek
i¢in DFA uygulanmigtir. DFA analizi i¢in x*/sd, GFI, TLI, CFI, RMSEA ve SRMR
uyum indeksleri kullanilmistir. DFA sonucunda Ki-kare degerinin (x?) anlaml: ol-
dugu (x*/sd = 3, 025; p <,01) gorilmiistiir. Diger uyum indeksleri RMSEA = ,062;
GFI = ,92; CFI = ,94 ve TLI = ,93 olarak hesaplanmustir. Bu degerler iki faktorlii
6lgek modelinin iyi uyum gosterdigini ortaya koymaktadir (Byrne, 2013; Hu ve
Bentler, 1999; Wang ve Wang, 2012). Modele iligkin standardize edilmis regresyon

Sekil 1'de Tiirkgeye uyarlanan Sinif Performans Olgegine iliskin dogrulayici fak-
tor analizine ait path diyagrami verilmistir.
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Sekil 1. Sinif Performans Olgegi ‘ne iligkin Iki Faktérlii Modelin DFA Sonuglar
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SOP’niin giivenirlik islemleri icin Cronbach Alfa giivenilirlik katsayisi incelen-
mis ve bu deger lcegin biitiinii icin ,88, akademik yeterlilik alt 6lgegi i¢in ,85 ve ki-
silerarast yeterlilik alt 6l¢egi icin ,82 olarak bulunmustur. Olgekteki maddelerin alt
olgek toplam puanlarini yordamasina diizeltilmis madde-toplam korelasyonlarina
bakilmigtir. Madde-toplam puan korelasyonlar: ,512 ile ,723 arasindadir. Alt ve tist
%27’lik gruplardaki madde puanlari ile toplam 6l¢ek puanlar: arasindaki iliski, il-
gili alan yazina dayali olarak incelenmistir (Biiyiikoztiirk, 2014; Tavsancil, 2014).
Bu kapsamda olgekten alinan puana gore alt %27’lik ve tist %27’lik gruplar ara-
sinda madde puanlar agisindan farklilasma olup olmadig1 bagimsiz gruplar icin t
testi ile hesaplanmugtir. Olgegin madde analizleri bulgulari incelendiginde, madde-
toplam korelasyon degerleri ,49 > r 2,79 arasinda degismektedir. Bagimsiz t-testi
sonuglarina gore alt %27 ve iist %27 gruplarinin puan ortalamalar1 her bir madde
i¢in anlamli bulunmustur (p< ,001). Bu degerlerin ,30 ve daha yiiksek diizeyde
bulunmasinin 6lgek maddelerinin gecerli oldugunu gostermektedir (Field, 2018).
Sonug olarak Sinif Performans Olgegin'in psikometrik 6zelliklerini tespit etmeye
dayali olarak ulagilan tim sonuglar SPO’niin Tiirkge formunun Tiirkiyede temel
egitim kademesinde Ogrenim gormekte olan &grencilerin akademik ve sosyal
islevsellik diizeylerini tanimlayan sinif performanslarini 6lgmek i¢in gecerli ve
glvenilir bir davranis derecelendirme araci (EK-1) oldugunu kanitlamaktadir.
Olgekte akademik yeterlilik alt boyutu akademik performansi ve caligma beceri-
lerini (yani, test performans, sinavlar icin ¢alisma yetenegi, not alma yetenegi ve
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Odevleri zamaninda teslim etme) icermektedir. Kisileraras: yeterlilik alt boyutu diger
ogrencilerle is birligi yapma, gerektiginde yardim isteme ve akranlar ve 6gretmenler-
le iyi geginme gibi okulla ilgili davranislari icermektedir (Brady ve digerleri, 2012).
Olgek okul temelli miidahaleler icin bir rehber olarak, risk altindaki 6grenciler icin
bir ilerleme izleme araci olarak ve okuldaki bozulma i¢in genel bir tarama araci ola-
rak de hizmet edebilir (Caldarella, Larsen, Williams, Wehby ve digerleri, 2017).

Kisilerarasi Davranslar Olgegi: Rocchi, Pelletier ve Desmerais (2016) tara-
findan gelistirilen Kisilerarasi Davranig Ol¢egi (KDO) psikolojik ihtiyaglar1 des-
tekleyici ya da engelleyici kisileraras: davranislara iliskin algilar: degerlendirmeyi
6lemektedir. Olcek 6z-belirleme kuramini temel alarak kisilerarast davraniglarin
kavramsal olarak i tiir psikolojik ihtiyacini aynianda 6l¢mektedir. Ozgiin formdaki
olgek alt1 faktorlii 24 maddeli bir yapiya sahiptir. Bu faktorler 6zerklik destekleyici,
ozerklik engelleme, yeterlilik destekleyici, yeterlilik engelleme, iliskililik destekle-
yici ve iliskililik engelleme seklindedir. Olgek ayrica 6zerkligi engelleyen, yeterliligi
engelleyen ve iliskililigi engelleyen kisileraras: davranislar: da 6l¢mektedir (Rocc-
hi ve digerleri, 2017). KDO kisileraras: davranislarin farkli yonlerini 6l¢mek i¢in
tasarlanmis ve 6lcek maddeleri bagkalar: tarafindan temel ihtiyaglarin ne dl¢tide
kargilandigini belirlemek icin gelistirilmistir. Olcek maddeleri ii¢ temel psikolojik
ihtiyag olan 6zerklik, yeterlilik ve iligkili olma ihtiyaglarina odaklanmaktadir (Deci
ve Ryan, 2000). Olgek, alt 6l¢ek bagina dort madde ile 6zerklik destekleyici, ye-
terlilik destekleyici, iliskililik destekleyici, 6zerklik engelleme, yeterlilik engelleme
ve iliskililik engelleme alt 6lgeklerini degerlendiren 24 maddeden olusmaktadir.
Maddelere verilen yanitlar 7°li Likert tipi bir 6l¢ek tizerinden degerlendirilmekte-
dir (1=Kesinlikle katilmiyorum, 7=Kesinlikle katiliyorum). Ozgiin 6l¢egin tamami
icin hesaplanan Cronbach Alfa giivenirlik katsayist ,87dir. Olgegin alti faktoriine
iliskin giivenirlik katsayilar1 ,78 ile ,89 arasinda degismektedir. Ozgiin KDO'niin
Tiirkgeye uyarlama ¢aligmasi Yildiz ve $enel (2018) tarafindan yapilmistir. DFA
analizi sonucunda KDO'niin iyi uyum verdigi gorilmiistiir x 2/df=2.38, CFI=,90,
RMSEA=,070, SRMR=,05. Uyarlama ¢aligmasinda KDO'niin alt él¢eklerine ilis-
kin Cronbach Alfa giivenirlik katsayilarinin 6zerklik destekleyici alt élgegi igin
,82, ozerklik engelleme alt dl¢egi icin ,71, yeterlilik destekleyici alt 6lgegi i¢in ,75,
yeterlilik engelleme alt 6lgegi i¢in ,68, iliskililik destekleyici alt 6lgegi i¢in ,82 ve
iliskililik engelleme alt 6l¢egi icin ,66 olarak bulunmustur (Yildiz ve Senel, 2018).

Bu arastirmada algilanan 6gretmen destekleyici davranislarin ortaokul 6gren-
cilerinin sinif performanslari iizerinde rolii incelendiginden KDOniin sadece ih-
tiya¢ destekleyici kisileraras: davraniglari tanimlayan alt boyutlarinin kullanimina
karar verilmistir: 6zerklik destekleyici, yeterlilik destekleyici ve iligkililik destekle-
yici. Ayrica 6lgegi gelistiren yazarlardan izin alindiktan sonra mevcut ¢alismanin
orneklem grubu icin KDO'niin gegerlik ve giivenirlik ¢aligmalar1 yeniden yapil-
migtir. KDO’niin dogrulayici faktor analizi bu ¢alismaya dahil olmayan bagimsiz
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bir ¢aligma grubu (ortaokul 6grencileri) izerinde toplanan veriler kullanilarak ye-
niden yapilmistir (bk. Tablo 1).

Tablo 1. Kisileraras1 Davranglar Ol¢egi Ogretmen Kisa Formu ve Alt Olgekleri
Dogrulayici Faktor Analizi Sonuglar:

Standardize Aciklanan
Madde Edilmis Faktor “;
Faktor Yiikii aryans
“Ogretmenim ..”
g 1. Bana kendi segimlerimi yapma 6zgiirliigii veriyor. 71 ,62
=g
4
5 ‘i‘ 2. Aldigim kararlarimi destekliyor. ,74 ,74
g g
3 s
=]
=4 § 3. Kendim i¢in yaptigim segimleri destekliyor. ,69 ,32
=9
g~
© 4. Kendi kararlarimi vermem igin beni cesaretlendiriyor. ,65 ,36
:é‘ 5. Becerilerimi gelistirmem igin beni destekliyor. ,53 82
b
28
9
5 é‘s 6. Faydali geri bildirim sagliyor. ,54 ,34
2 <
g c
&2
= £ 7. Bir seyleri basarabilecegimi soyliyor. ,44 ,55
=20
Ch
= 8. Hedeflerime ulagmam i¢in yeteneklerim oldugunu 7 36
kabul ediyor. ’ ’
= 9. Yaptigim seylerle ilgileniyor. ,50 ,28
=
S —
R~ %
g %2
B é 10. Beni tanimak i¢in zaman ayiriyor. ,82 ,33
£
. Benimle igtenlikle ilgileniyor. , X
22 11. Benimle ictenlikle ilgileniy 77 61
=C
|
= 12. Benimle zaman gegirmekten gergekten mutlu oluyor. ,55 ,45
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Olgegin ii¢ faktorlii yapisina iliskin yap1 gegerliligi ve uyum indekslerini ince-
lemek igin DFA gerceklestirilmistir. DFA analizi sonucunda KDO Ogretmen Kisa
Formunun standardize edilmis faktor yiiklerinin ,441 ile ,823 arasinda degistigi ve
olgekteki biitiin faktérlerin modele katki sagladigi belirlenmistir. Olgekte 6zerk-
lik destekleyici alt boyutu 4 madde, yeterlilik destekleyici alt boyutu 4 madde ve
iliskililik destekleyici alt boyut 4 madde icermekte olup 12 maddenin tamami top-
lam varyansin %58,43’tinii agiklamaktadir. Modelden elde edilen uyum indeksleri
degerlendirildiginde KDO Ogretmen Kisa Formunun uyum indekslerinin kabul
edilebilir diizeyde oldugu goriilmiistiir [x2/sd = 1,89, GFI = ,93, CFI = ,96, TLI =
,94, SRMR =,054; RMSEA = ,057]. Giivenirlik analizleri kapsaminda 6l¢ek i¢in he-
saplanan Cronbach Alfa giivenirlik katsayilar1 6zerklik destekleyici alt boyutu i¢in
,84, yeterlilik destekleyici boyutu i¢in ,85 ve iligkililik destekleyici boyutu i¢in ,81
olarak bulunmugtur. Giivenirlik katsayisinin ,70 ve tizerinde deger almasi yeterli
kabul edilmektedir (Tezbasaran, 1997). Sonug olarak Kisilerarasi Davranislar Ol-
cegi Ogretmen Kisa Formu'nun gegerlik ve giivenirlik analizine iligkin ulagilan
tiim bulgular 6l¢egin ortaokul 6grencilerinin 6gretmenlerinin 6zerklik, yeterlilik
ve iligkili olma konusundaki destekleyici davranislarina iligkin algilarini 6lgmede
gecerli ve giivenilir bir ara¢ oldugunu gostermektedir.

Verilerin Analizi

Aragtirmada veriler 2022-2023 egitim-6gretim yilinda simif ortaminda
toplanmustir. Arastirma igin etik kurulu onay1 alindiktan sonra 6grencilere 6lgek-
ler uygulanmigtir. Téim katilimcilara arastirmanin amac, verilerin gizliligi ve iste-
dikleri zaman cayma haklar1 konusunda bilgi verilmistir. Veri toplama araglarinin
uygulanmasi yaklasik 8-12 dakika arasinda stirmiistiir. Verilerin betimleyici ana-
lizleri, gtivenirlik katsayilarinin hesaplanmasi ve korelasyon analizleri i¢in SPSS
22 programi kullanilmigtir. Arastirmada kullanilan Simif Performans Olgegi ve
Kisilerarast Davraniglar Olgeginin faktor yapisini incelemek i¢in DFA yapilmistir.
DFA AMOS 22 programu ile yapilmistir. DFA” da model uyumu degerlendirmek
i¢in alan yazinda siklikla kullanilan Chi-square (x2), Goodness-of-Fit Index (GFI),
Tucker-Lewis Index (TLI), Comparative Fit Index (CFI) ve Root-Mean-Square Er-
ror of Approximation (RMSEA) gibi uyum indekslerine bakilmistir (Kline, 2011;
Schermelleh-Engel, Moosbrugger ve Miiller, 2003). DFAda kurulan modelin ka-
bul edilebilir bir uyuma sahip olmas i¢in 2 < x2/df < 3, ,05 <RMSEA< ,08, ,90
<CFI <£,95, ,90 <TLI < ,95 ve ,90 <GFI < ,95 degerlerine sahip olmas1 onerilir
(Kline, 2011). Arastirmada degiskenler arasindaki iliskiyi saptamada Pearson mo-
mentler ¢arpimi korelasyon katsayis: kullanilmigstir. Arastirmada ele alinan bagisiz
degiskenlerden hangilerinin 6grencilerin sinif performansini yordamada anlaml
diizeyde katk: sagladigini belirlemek i¢in asamali regresyon (stepwise) yontemi
kullanilmistir. Asamali regresyon yontemi ile sinif performansinin yordanmasinda
anlamli katki saglayan degiskenler ve bu degiskenlerin her birinin simif performan-
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sinin yordanmasinda agiklanan toplam varyansa katkisi belirlenmistir. Bu yonte-
min kullanilmasinda ii¢ asama (model) sonunda 6grencilerin sinif performansin-
da agiklanan toplam varyansa erigilmistir.

Regresyon analizi 6ncesi verilerin normallik varsayimini karsilayip karsilama-
digina bakilmistir. Bunun icin kayip degerler ve ug degerleri saptamak i¢in Ma-
halanobis uzaklig1 incelenmistir. Ug degerler incelemek i¢in Mahalanobis uzaklik
degerlerine bakilmis (degerler ,24 ile 16,61 arasinda) ve veri grubunda ug¢ deger
olmadig1 anlagilmistir. Verilerin ¢oklu baglanti 6zelliklerini tespit etmek igin to-
lerans ve varyans genislik faktorii (VIF) degerleri incelenmistir. VIF degeri 10 ve
daha ytiksek oldugunda kuvvetli bagimlilik oldugu kabul edilir (Smith ve Campell,
1980). VIF degerleri 2,61 ile 3,58 arasinda, tolerans degerleri ise ,34 ile ,76 arasinda
degismistir. Bu degerler degiskenler arasinda ¢oklu baglant: problemi olmadigini
gostermektedir (Buyiikoztiirk, 2014). Verilerin tek degiskenli normal dagilimi, Ta-
bachnick ve Fidell (2007) tarafindan 6nerildigi gibi ¢arpiklik ve basiklik degerleri
ile degerlendirilmistir. Ozerklik destekleyici alt boyutu i¢in ¢arpiklik ve basiklik
katsayisi -1,15 ve ,985; yeterlilik destekleyici i¢in 1,34 ve -,87; iliskililik destekleyici
i¢in ise sirastyla ,97 ve 1,2 olarak bulunmustur. Sinif performans degiskeninin alt
boyutu olan akademik yeterlilik i¢in ¢arpiklik ve basiklik katsayusi sirasiyla -,58 ve
,91; kisilerarast yeterlilik alt boyutu icin ,779 ve -1,14 olarak bulunmugtur. Aragtir-
macilara gore ¢arpiklik ve basiklik degerlerinin -2,0 ile +2,0 arasinda olmasi verile-
rin normal bir dagilim aralig1 oldugunu gostermektedir (Field, 2018).

Etik Kurul izin Bilgileri

Yapilan bu ¢alismada “Yitksekogretim Kurumlar: Bilimsel Arastirma ve Yayin
Etigi Yonergesi” kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur.

Etik Degerlendirmeyi Yapan Kurul Adr: Sosyal ve Beseri Bilimler Etik Kurulu
Etik Degerlendirme Kararinin Tarihi:02.12.2022

Etik Degerlendirme Belgesi Say1 Numarast: E. 177451
BULGULAR

Dediskenler Arasi Korelasyonlar

Aragtirmada Pearson korelasyon katsayis: kullanilarak algilanan 6gretmen des-
tekleyici davranislar ile sinif performans degiskeni arasindaki iliskiler incelenmis-
tir. Analiz sonuglar1 Tablo 2de verilmistir.
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Tablo 2. Degiskenler Arasindaki Korelasyonlar ve Tanimlayici Istatistikler

Degisken 1 2 3 4 5
1. Ozerklik Destekleyici A5 ,56%* 71 544
2. Yeterlilik Destekleyici AT ,56** ,39%*
3. [iliskililik Destekleyici 41 ,52%*
4. Akademik Yeterlilik ,55%*
5. Kisileraras: Yeterlilik

*p <.05,**p <.001.

Tablo 2 bakildiginda &ézerklik destekleyici alt boyutun akademik yeterlilik alt
boyutu (r=,71, p<,001) ile yiiksek bir korelasyona; kisileraras: yeterlilik (r=,54, p<
,001) alt boyutu ile orta diizeyde bir korelasyona sahip oldugu goriilmektedir. Di-
ger taraftan yeterlilik destekleyici alt boyutu akademik yeterlilik (r=,56, p<,001) ve
kisilerarasi yeterlik (r=,39, p<,001) alt boyutlari ile orta diizeyde pozitif korelasyo-
na sahiptir. [ligkililik destekleyici alt boyutuna bakildiginda bu boyutun akademik
yeterlilik alt boyutu ve (r=,41, p<,001) kisileraras: yeterlilik alt boyutu (r=,55, p<
,001) ile orta diizeyde pozitif korelasyona sahip oldugu goriilmektedir. Degisken-
ler arasindaki bu anlaml iligkiler, degiskenlerin yordayici giiciinii belirlemek i¢in
regresyon analizlerinin yiiriitiilmesini destekleyen 6n kanitlar saglamistir.

Tablo 3. Sinif Performansinin Yordanmasina iligkin Asamali Regresyon
Analizi Sonuglar1

Model Degisken B SH t B F

. ("Sabit) 4,776 1,21 25,87** 72,36
Ozerklik Destekleyici ,532 ,89 14,44** ,323
(Sabit) 3,446 1,12 19,49**

2 Ozerklik Destekleyici ,317 ,074 6,12%* ,307 47,13
Yeterlilik Destekleyici 275 ,065 4,75*%* ,265
(Sabit) 2,625 ,98 15,89**

s Ozerklik Destekleyici ,231 ,062 7,44%% 275 3754
Yeterlilik Destekleyici ,177 ,055 6,58** ,198
iligkililik Destekleyici ,143 ,042 5,41% ,161

**p<.001, *p<.05
1. Bagimli Degisken: (Sabit): Sinif performansi

2. Yordayict Degiskenler: Ozerklik destekleyici, yeterlilik destekleyici, iliskililik destekleyici
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Tablo 3’teki ANOVA testi analizi sonuglarina gore agiklanan varyansin bir bag-
ka ifadeyle s6z konusu iliskilere yonelik regresyon modellerinin anlamli oldugu
gorilmustiir. Elde edilen bu sonug, bagimsiz degiskenlerin (6zerklik destekleyi-
ci, yeterlilik destekleyici ve iliskililik destekleyici faktorleri) olugturulan regresyon
modelinde sinif performans: tizerinde anlaml birer yordayici oldugunu goster-
mektedir. Sinif performansinin yordanmasina katkida bulunan s6z konusu ba-
gimsiz degiskenlerin her birinin ag¢iklanan toplam varyansa katkilar1 belirlenmeye
caligilmistir. Bu dogrultuda {i¢ agama (model) sonunda a¢iklanan toplam varyansa
ulagilmustir. Ozerklik destekleyici, yeterlilik destekleyici ve iliskililik destekleyici
alt boyutlarindan hangisinin sinif performans: ile ilgili yordama giiciiniin daha
gliclii oldugunu incelemek i¢in agamali regresyon analizi yapilmistir. Veri analizine
siif performansi ile en yiliksek korelasyon gosteren 6zerklik destekleyici alt bo-
yutu ile baglanmigtir. Buna gore regresyon denklemine ilk degisken olarak 6zerk-
lik destekleyici alt boyutu eklenmistir. Ozerklik destekleyici alt boyutunun sinif
performansini yordadig ve tek bagina sinif performansina iliskin toplam varyansin
%15,5'ini agikladig: (R? =,155) ve bunun anlamli oldugu bulunmustur (F = 72,36,
p < ,001). Ikinci asamada regresyon modeline yeterlilik destekleyici alt boyutu
eklenmistir. Yeterlilik destekleyici alt boyutun modele eklenmesi ile iki degisken
birlikte sinif performansi iizerinde agiklanan toplam varyansin %24,5%¢ yiikseldigi
goralmigtiir. Yeterlilik destekleyici alt boyutunun modele eklenmesiyle agiklanan
varyans farki yaklagik olarak %9 diizeyindedir (R* =,245). Bunun istatistiksel ola-
rak anlamli oldugu goriilmektedir (F = 47,13, p < ,001). Uciincii asamada regresyon
modeline iligkililik destekleyici alt boyutu eklendiginde a¢iklanan toplam varyans
%30,3% yiikselmistir (R* = ,303) ve bu deger anlamli bulunmustur (F = 37,54, p <
,001). 1liskililik destekleyici alt élgegi toplam varyansa %5,8 oraninda katk: sagla-
mustir. Asamali regresyon analizi sonuglar: algilanan {i¢ tiir 6gretmen destekleyici
davranigin sinif performansinda toplam %30,3’likk bir varyans: agikladigini ve bu
varyansin pozitif ve anlamli oldugunu gostermistir. Modelde her bir degiskenin
birbirlerinin yordama giictinii artirdig1 sonucuna varilmistir. Buna gore aragtir-
manin tim hipotezleri desteklenmistir. Standardize edilmis (p) katsayis1 ve t de-
gerleri incelendiginde yordayici degiskenlerin sinif performans: tizerindeki goreli
onem diizeyi sirasiyla 6zerklik destekleyici (B=,275, p < ,001), yeterlilik destekleyici
(B=,198, p <,001) ve iliskililik destekleyici (f=,161, p<,001) seklindedir.

TARTISMA

Aragtirmada elde edilen sonuglara goére algillanan Ogretmen Ozerklik
destekleyici davranisin 6grencilerin sinif performansini agiklamada en biiytik
katkiya sahip degisken oldugu tespit edilmistir. Bulgular, simiftaki performansin
6gretmen 6zerklik destegi tarafindan yordandigini gésterdiginden H, hipotezi ka-
bul edilmistir. Bu sonug ortaokul 6grencilerinin akademik ve Kkisileraras: yeterli-
liklerinin bir bilesimi olarak sinif performanslarinin algilanan 6gretmen yeterlilik
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ya da iliskililik destekleyici davranis boyutlarindan daha ¢ok, 6zerklik destekle-
yici 6gretmen davraniglar1 tarafindan daha fazla sekillendigini gostermektedir.
Ozerklik destekleyici davranigin 6grencilerin performans dinamiklerinde énemli
bir rol oynadig1 anlasilmaktadir. Bu bulgu 6z-belirleme kuramu ile agiklanabilir.
Kurama gore bir 6grencinin hem fiziksel hem de psikolojik ihtiyaglara erismesi
ve bunlarin karsilanmasinda 6zerklik bir ihtiyag olarak 6zel bir statiiye sahiptir.
Ozerklik desteklendiginde bireyler daha yiiksek ézerk motivasyon ve verimlilik
diizeyine ulagirlar. Yeterliligin tam tatmini ancak 6zerklik teminat olarak karsilan-
diginda artar (Ryan ve Deci, 2017). Ozerkligi destekleyen yapr ihtiyag tatminine
ve bagliliga yol agar (Jang ve digerleri, 2010). Oz-belirleme kuramina gére 6gret-
menler 6grencilerin 6zerklik ihtiyacinin karsilanmasini ne kadar ¢ok destekler-
se Ogrencilerin katilimlar1 o kadar yiiksek olacaktir. Katilim stirecinin etkili bir
sekilde ilerlemesi olumlu degisikliklerin igsellestirilmesinin meydana gelmesi ve
siirdiiriilmesi olasiligini artirmaktadir (Ryan ve Deci, 2017). Ogretmen desteginin
bu boyutu 6grencilerin motivasyonlarina ve kendi 6z-belirlemelerine sayg: duy-
may1 ve beslemeyi igerir. Ozerklik destegi, 6grencilere 6zgiirliik, irade ve kendileri
i¢in sorumluluk vermenin faydalarini vurgular. Ayrica iliml yap: ve rehberligin
onemini kabul eder (Legault ve digerleri, 2006). Egitsel baglamda genel kisilerara-
s1 iklimler veya 6gretmen davranislar: 6zerkligi desteklediginde, 6grenciler 6znel
canlilig1 deneyimleme veya fiziksel aktivite sonuglarini kolaylastirma egiliminde-
dirler (Ryan ve Deci, 2017). Arastirmalar ergenlik ¢agindaki ¢ocuklar i¢in sinif-
lar daha fazla 6zerkligi destekleyici oldugunda 6grencilerin derslerden daha ¢ok
keyif aldiklarini ve daha fazla canlilik sergilediklerini gostermistir (Mouratidis ve
digerleri, 2011). Yu ve digerleri (2016) tarafindan yapilan arastirmada ergenlerin
Ozerkligini destekleyen 6gretmenlerin 6grencilerin okul baghiligini artirdig ve
kaygi duygularini azalttig: tespit edilmistir. Benzer sekilde Lonsdale ve digerleri
(2009) 6gretmen ozerklik desteginin etkisini inceledikleri ¢aligmada 6gretmenle-
rin 6grencilere sinifta ders sirasinda serbest se¢im siiresi sagladiklarinda 6grenci-
lerin 6zerk motivasyon artislarina bagli olarak sinif i¢i performanslarinda artislar
oldugunu belirlemislerdir. Bu anlamda 6grencilerin daha fazla katilim ve perfor-
manst i¢in daha ézerk bir sekilde motive olmalar1 énemlidir. Ogrencilerin dzerk
bir sekilde motive olmasi, siniflarindaki performans i¢in muhtemelen en uygun
durumdur. Ancak 6gretmenler i¢in 6zerkligi destekleyici olmak her zaman kolay
degildir. Bazen 6gretim programinin yogun talepleri veya 6gretim uygulamalari-
nin 6nemli yonlerinden dolay1 6gretmenler 6grencilerin bu ihtiyacini tam olarak
kargilamada giiglik yagayabilmektedir. Yine de 6gretmenler 6grencilerin 6zerk-
liginin desteklenmesi i¢in onlara kendi 6zerkliklerinin tanimasina imkan sagla-
malidir. Konuyla ilgili olarak Reeve ve digerleri (2004) 6gretmenlerin 6grenciler
i¢in Ozerklik destegini Ogretim stillerine dahil etmelerini 6nermis ve 6zerkligi
destekleyen 6gretimin neticesinde ogrencilerin 6grenme gorevlerinde daha ilgili
ve bagarili olacaklarini savunmustur. Bu arastirmacilar bu durumun ayrica 6g-
rencilerde ihtiya¢ tatmini ve olumlu duygulanimda 6nemli 6l¢iide daha fazla ar-
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tisa sahip olacagini belirtmislerdir. Biitiin bu sonuglar 6grencilere yardim etmeyi
amaglayan 6zerkligi destekleyici davranislarin 6grencilerin siniftaki davraniglarini
optimize ederek performanslarini destekledigi sonucunu vermektedir.

Aragtirmada bir bagka 6nemli bulgu algilanan 6gretmen yeterlilik destekle-
yici boyutunun 6grencilerin sinif performansinin anlamli bir yordayicisi olma-
sidir. Béylece H, hipotezi kabul edilmistir. Regresyon analizi sonuglar1 6zerklik
destekleyici davranigin sinif performansindaki varyansi en yitksek diizeyde agikla-
diginy, ancak yeterlilik destekleyici ihtiyacinin bunun tizerinde de pozitif bir kat-
kisi olacagini gostermistir. Oz-belirleme kuramina gore insanlarin énemli yasam
baglamlarinda etkili bir sekilde ¢aligabileceklerini hissetmeleri gerekir. Yeterlilik
etkililik ve ustalik duygularini hissetmeye yonelik temel ihtiyaci ifade eder (Deci
ve Moller, 2005). Gérevlerin ¢ok zor oldugu, olumsuz geri bildirimin yaygin ol-
dugu veya ustalik duygularinin kisi odakli elestiri veya sosyal kargilagtirmalar
gibi kisileraras: faktorler tarafindan azaldig: baglamlarda kiside yeterlik inanglar1
azalabilir. Ozerkligi ve yeterliligi destekleyen 6gretmen davranislari, dgrencilerin
kapasitelerinin biraz 6tesindeki zorluklar1 aramaya ve nihayetinde yeteneklerini
gelistirmek igin etkinlikleri uygulamaya yonlendirir (Guay, 2022). Yeterlilik,
6grencinin katilim ve 6grenme siireci i¢in enerji saglar ve 6grencinin eylemlerinde
ve yeteneklerinde yetkin olmak icin gelismis ve genis tabanl istah acic1 bir arzu
olarak tanimlanir (White, 1952 Akt. Elliot, McGregor ve Thrash, 2002). Bu ne-
denle 6gretmenin simftaki islevsellik, motivasyon ve basari icin 6zerklik ihtiyaci
bilesenine dikkat etmesi gerektigi gibi yeterlilik ihtiyaci bilesenine de 6nemli 61-
ciide dikkat etmesi gerekmektedir. Ogretmenlerin 6grencilerin sesini, segimini ve
katilimini destekleyen ve ayni zamanda zorluklar i¢in uygun yapr iskelesi saglama-
lar1 olduk¢a 6nemlidir. Bu 6grencilerin i¢sel motivasyonunda ve performansinda
kazanimlar elde etmelerine aracilik edebilir. Nitekim insanlar, etkili bir sekilde
uygulayabilecekleri ve yeteneklerini sergileyebilecegi davranislari igsellestirmeye
daha egilimlidir (Ryan ve Deci, 2017). Buna gére 6grencilere yeterlilikleri hakkin-
da yapici geri bildirim sunmak ve bunu performanslarina yansitacak ve fayda sag-
layacak sekilde saglamak ayn1 derecede 6nemlidir. Bu ihtiyacin tatmini katilimin
kalitesinin ve dolayistyla okulda tam islevselligin bir kilit anahtari olabilir.

Bu arastirmadan elde edilen bulgular, H, hipotezinin desteklendigini orta-
ya koymugstur. Bulgular 6gretmenden 6grenciye saglanan ilgili olma desteginin
6grencilerin sinif performansini agiklamaya katkida bulundugunu gostermistir.
Regresyon modelinde iliskililigi destekleyici boyutun sinif performansi tizerinde-
ki yordayici etkisi diisiik olmak ile birlikte anlaml oldugu gézlenmistir. Bu bulgu
6z-belirleme kuraminin temel varsayimlarindan birini dogrulamaktadir. Bu ku-
rama gore insanlarin hayatta kalmak ve uyum saglamak i¢in bagkalarinin yardi-
mina ve tedariklerine ihtiyaci vardir. iligki kurmaya yonelik davranigin birincil
hedeflerinden biri de ait olma ve bagkalarinin géziinde 6nemli ve degerli olma
duygusudur. Egitim ortaminda dgrencilerin kendilerine karsilik verildigini, saygi
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duyuldugunu ve bagkalari i¢in 6nemli oldugunu hissetme ve bunun tersine 6nem-
sizlik ve baglantisizliktan kaginma gibi temel ihtiyaglar1 vardir (de Waal, 2009, akt.
Ryan ve Deci, 2017). Ogrenciler 6gretmen ya da aileleri ile zenginlestirici iliskiler
gelistirme firsatina sahip olduklarinda kisileraras: baglilik ihtiyaci karsilanir. Zira
iligki ihtiyacinin tatmini, 6grencilerin potansiyellerini gelistirmelerine yardimci
olabilir (Guay, 2022). Aksi durumda 6grencilerin kendilerini daha da yabanci-
lagmis hissetmelerine yol agabilir. Oz-belirleme perspektifinden bakildiginda
ogrenciler 6gretmenleri tarafindan duyarlilik ve 6zenle yanit vermeleri ve takdir
edilmelerini bekleme gibi iligkili olma ihtiyaglarinin karsilanmasi egilimindedir-
ler. Ogrenciler 6gretmenlerine bagl hissetmek icin dgretmenlerinin isteyecegini
distindiikleri sekilde davranabilirler ancak 6grenciler bir sekilde eylemleri i¢in
kisisel olarak kabul edildigini ve onaylandigin: hissetmedikge iliskili olma ihtiyaci
kargilanmamaktadir. fligkililik duygusu, 6grenciler meydan okuma veya zorluklar-
la kars: karsiya kaldiklarinda motive edici bir kaynak olarak iglev gérebilir (Fur-
rer ve Skinner, 2003; Ryan ve Deci, 2017). Shahar ve digerleri (2003) 6gretmenler
gibi 6nemli otorite figiirleriyle yakin, istikrarli, giivenli ve besleyici davraniglarin
¢ocuklarin ve ergenlerin bir dizi psikolojik iyi olus ve performans ¢iktilari i¢in et-
kili bir faktor oldugunun altini gizmistir. Ogretmenlerin potansiyel bir baglanma
figtirti, bir model, bir pedagog, bir disiplinci olarak oynadig: bircok rol nedeniyle,
ogretmenlerle olan iliskilerinin temel ihtiyaclar1 kargilama noktasinda etkili oldu-
gu distiniilmektedir (Furrer ve Skinner, 2003). Dolayisiyla siniftaki performans
isleyisinin kalitesini yiikseltmek i¢in 6gretmenlerin 6grenciler ile iliskilerinin kali-
tesini inga etmesi gerekmektedir. Alan yazinda onceki arastirmalar erken ergenlik
doneminde, 6grencilerin 6gretmen destegine iliskin duygularinin bagar1 beklen-
tilerinin yani sira ¢aba, okula baglilik ve performanslari tizerinde etkisi oldugunu
gostermigstir (Cox ve Williams, 2008; Feng ve digerleri, 2019; Goodenow, 1993;
Murdock, 1999; Ryan, Stiller ve Lynch, 1994; Wentzel, 1997). Bu ¢alismanin bulgu-
lar1 6gretmenlerin iliskililigi destekleyici kisilerarasi davranislarinin 6grencilerin
sinifta akademik ve kisilerarasi isleyisinde 6nemli bir rol oynadigini ortaya koy-
maktadir. Bu baglamda 6gretmenler 6grencilerine kendileri ile ilham verici iligki-
ler gelistirme firsat1 vererek onlarin sinifta etkili performans sergilemelerine yar-
dimcr olabilirler. Bunlar, 6grencinin deger verdigi basarilar: temsil ediyorsa daha
anlamli ve kalic1 olacaktir.

SONUC VE ONERILER

Aragtirmada algilanan 6gretmen destekleyici davranislarin  6grencilerin
siniftaki performanslari iizerinde rolii oldugu sonucuna varilmustir. Ug tiir ihtiyag
destekleyici 6gretmen davranisinin 6grencilerin sinif performansini pozitif yon-
de yordadig1 ve her birinin sinif performansindaki varyans: agiklamada anlaml
katkilarinin oldugu goriillmistiir. Bu sonuglar, 6z-belirleme kuramu ile tutarli olup
(Ryan ve Deci, 2017) 6gretmen desteginin {i¢ tiir ihtiyaca odaklanmasi gerekliligi-
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ni kanitlayarak ortaokul 6grencilerinin siniftaki performanslari tizerinde faydali
etkilere yol agtigini gostermektedir. Bu yoniiyle mevcut aragtirma ortaokul 6gren-
cilerinin sinif davranislar1 tizerinde 6z-belirleme kuraminin etkisine ampirik des-
tek saglayarak ortaokul 6gretmenlerinin destekleyici davraniglarinin 6grencilerin
performanslarina etki ettigini ortaya koymaktadir. Arastirma bulgular: géz oniine
alindiginda 6grencilerin sinif performansini artirmada 6gretmen tarafindan iig tiir
psikolojik ihtiyacin tatmin edilmesi énemli bir gorev gibi goriinmektedir (Jang,
Reeve ve Deci, 2010). Elde edilen sonuglar, sinif ortaminda bazi pratik ¢ikarimlarin
yapilmasi gerektigini ortaya koymaktadir. Ortaokul 6gretmenleri ortadgretime ge-
¢is kademesinde olan ortaokul 6grencilerinin ihtiya¢ tatmini ve ihtiyag destekleyici
davranislarina daha fazla 6zen gostermelidir. Ogretmen destekleyici davranislarin
ogrencilerin sinif performans: tizerinde olumlu etkisinin varligini gostermesi
ortaokullarda gorev yapan Ogretmenlerin 6grencilerin ihtiyaglarini engelleyici
davraniglardan kaginmasi ve 6grencilerin 6zerklik, yeterlilik ve iliskili olma gibi
temel psikolojik ihtiyaclarini tahmin etmesine dayali yollar sunmasi gerektigini
gostermektedir. a) Ogrencilerin kontrol ve 6zerklik duygularini tesvik etmek; b)
Otantik ve ilgili 6grenme deneyimleri yaratmak, c) Ogrencilerin 6grenme siireci
boyunca tanimalarina, izlemelerine ve strateji olusturmalarina yardimeci olmak ve
d) Yiiksek kaliteli iligkiler ve duygusal olarak destekleyici bir 6grenme ortami gelis-
tirmek bu yollardan bazilaridir (Headden ve McKay, 2015; Reeve, 2006).

Ogrencilerin psikolojik ihtiyaglar1 okul temelli miidahaleler yoluyla da arti-
rilabilir (Su ve Reeve, 2011). Ornegin sinif temelli bir miidahale olan TARGET
cercevesi (Task, Authority, Recognition, Grouping, Evaluation, Time) [Gorev, Yet-
ki, Tanima, Gruplandirma, Degerlendirme, Zaman]) 6grenci ihtiyaglarini karsi-
lamada ve performans/hedef odakli bir sinif iklimini desteklemede etkili olan bir
motivasyon modelidir. Bu modele gore 6gretmenler, 6grencilerin ihtiyaglarini ve
duygularini géz 6niinde bulundurarak 6gretim kararlar: tizerindeki yetkiyi 6gren-
cilerle paylasabilir. TARGET ¢ergevesine gore 6gretmenler 6grencilerin ilerleme-
leri veya yeterlilikleri hakkinda bilgi sagladiklar: takdirde 6grencilerin psikolojik
gereksinimleri kargilanabilmektedir. Ogretmen sinifta karar verme siirecine aktif
olarak katilma firsatlar: yaratarak 6grencilerin gorev ile ustalik hedefleri benim-
semesine yardimci olabilir. Ayrica 6gretmenler 6grencilerin bagkalariyla ¢aliymay1
tesvik etmek icin heterojen is birlik¢i gruplarin ve akran etkilesiminin kullani-
mina giderek 6grencilerin bagkalari ile baglantili olmalarini hedefleyebilir (Liif-
tenegger ve digerleri, 2014). Béylece, 6grenciler zor kosullara verimli bir sekilde
yanit vermeyi ve zorluklar karsisinda olumlu duygular gelistirmeyi 6grenebilir-
ler. Nitekim yeterlilik, 6zerklik ve aidiyet duygularini gelistirmenin 6grenci kati-
limin: artirdigy ve gesitli stratejileri denemeye daha istekli oldugu belirlenmistir
(Turner ve digerleri, 2014).

Ortaokul 6grencilerinin akademik ¢iktilarda daha iyi performansa sahip ol-
malar1 i¢in &gretmenler ihtiya¢ destekleyici davranislari, ozellikle de 6zerklik
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destegi saglamalidir. Artan destek, 6grencilerin hem akademik hem de kisilerarasi
beceri alanlarinda ustalagsmalarina yol acabilir. Bu sekilde, 6grenciler kendilerini
daha ozerk ve yetkin hissedecekler ve 6gretmen ya da akranlari ile tatmin edici
etkilesimler kurarak smifta 6grenme gorevlerinde, 6devlerde daha fazla perfor-
mans sergileme egilimi gostereceklerdir. Ogretmenler 6grencilerin yeterlilik ihti-
yacini artirmak i¢in 6grencilerin gercek beceri diizeylerine gore ayarlanmis per-
formans gorevleri sunarak 6gretimlerini uyarlayabilirler. iligki ihtiyacini artirmak
i¢in ise 6gretmenlerin sicak ve olumlu bir iletisim tarzi kullanmalar1 onerilebilir.
Ogretmenlerin is birligine dayali calismay1 tesvik etmeleri, 6grencilerin bireysel
performanslarini desteklemeleri, sayg: duymalar1 ve arkadasca davranmalar: ge-
rekir. Ozerkligi destekleyen stratejilere 6rnek olarak gretmenlerin 6grencilerinin
duygularina iliskin bir bakis acis1 gelistirmesi, onlarin aktif katilimini tegvik etme-
si, inisiyatif almalar1, onlara akademik etkinliklerde secimler, secenekler sunmasi
ve sinif i¢i gorevleri yerine getirirken onlara yeterli 6zgtirliik ve sorumluluk ver-
mesi sayilabilir (Leo ve digerleri, 2020). Ogrencilerin yardima ihtiyaci oldugunda
bunu kabul etmek, sinifta ilgili bir ortam olusturmak, 6grencilerle aktif olarak ilis-
ki kuracaklari ve ierikle baglanti kurarak kendi bilgi ve becerilerini kullanacaklar:
bir 6grenme ve 6gretme ortami inga etmek kuskusuz 6grencileri sinif aktivitelerine
katilmaya ve akademik olarak daha iyi performans sergilemeye tesvik edecektir
(Daniels, 2019). Ayrica smuftaki performans ikliminin kalitesini artirmak i¢in 68-
retmenlerin kosulsuz saygi, kisiyle ilgilenme, adil olma, ¢esitliligi, 6zgiinliigi ve
seffaflig1 kabul etme gibi iligkililigi destekleyici teknikleri kullanarak 6grencilerle
olan iliskilerinin kalitesini olumlu yonde artirmalari 6nemlidir.
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EK-1. SINIF PERFORMANS OLCEGI TURKCE FORMU

MADDELER

HER ZAMAN

COGU

ZAMAN

ARA-SIRA

NEREDEYSE

HiC

HICBIiR
ZAMAN

1. Gerekli malzemeleri sinifa getiririm.

2. Sinif etkinliklerini tamamlarim.

3. Evodevlerini zamaninda yaparim.

4. Verilen 6devleri dogru bir sekilde not ederim.

Biten ddevleri zamaninda teslim ederim.

Uzun siireli 6dev veya proje ¢alismalarini tamamlarim.

Derse zamaninda gelirim.

5
6
7. Derslere aktif olarak katilirim.
8
9

Sinavlarda tatmin edici bir performans sergilerim.

10.  Verilen bir isi dogru bir sekilde yerine getiririm.

11. Bir gorevde tiim potansiyelimi kullanmaya ¢aligirim.

12.  Akranlarim ile olumlu iliskiler kurarim.

13.  Ogretmenlerim ile olumlu iliskiler kurarim.

14.  Farkhiliklara saygi gosteririm.

15. Kendi ihtiyaglarimi iletir ya da onlar hakkinda sorular
sorarim.

16.  Gerektiginde veya teklif edildiginde yardimi kabul ederim.

17.  Sinfta is birligi yaparim ya da yardimlagirim.
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THE ROLE OF PERCEIVED TEACHER-SUPPORTIVE
BEHAVIOURS ON CLASSROOM PERFORMANCE

ABSTRACT

Based on self-determination theory, this study examined the role of perceived
teacher supportive behaviors on the classroom performance of middle school
students. The sample consisted of 296 seventh grade students studying in mid-
dle schools in a city in Turkey. Perceived teacher supportive behaviors were deter-
mined using the Interpersonal Behavior Scale Teacher Short Form. The Classroom
Performance Scale (Cronbach Alfa coeflicient = .88), which was adapted to Turkish
and whose validity and reliability studies were carried out, was used to measure
the classroom performance levels of participants. Multiple linear regression anal-
ysis was used to determine to what extent perceived teacher supportive behaviors
predicted students’ classroom performance. The results showed that three types of
teacher supportive behaviors (need for autonomy, competence, and relatedness)
were positively associated with students’ classroom performance. According to
the regression model, the strongest predictor variable on classroom performance
is the autonomy supporting factor followed by the competence supporting fac-
tor, while the weakest predictor variable is the relatedness supporting factor. This
finding shows that middle school students’ classroom performance is more shaped
by autonomy-supportive teacher behaviors rather than perceived teacher compe-
tence or relatedness-supporting behavior dimensions. All the findings obtained
in the study indicate that the autonomy, competence and relevance support that
the teacher will provide to students is important in terms of achieving satisfactory
results in classroom performance as a combination of students’ academic and in-
terpersonal competences.

Keywords: Self-Determination Theory, Teacher Support, Classroom Performance,
Middle School Students.

ek

SINIF PERFORMANSI UZERINDE ALGILANAN OGRETMEN
DESTEKLEYIiCi DAVRANISLARIN ROLU

Oz

Bu arastirmanin amaci 6z-belirleme kurami temel alinarak algilanan 6gretmen
destekleyici davranislarin ortaokul 6grencilerinin sinif performanslar: {izerindeki
rolini incelemektir. Arastirmanin drneklemini Tiirkiyede bir sehirde yer alan
ortaokullarda 6grenim géren 296 yedinci simif 6grencisi olusturmaktadir. Algila-
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nan 6gretmen destekleyici davranslar Kisilerarast Davranislar Olgegi Ogretmen
Kisa Formu kullanilarak belirlenmistir. Ogrencilerin sinif performans diizeylerini
olgmek i¢in Tiirk¢eye uyarlanarak gegerlik ve giivenirlik ¢alismalar: yapilan Simif
Performans Olgegi (Cronbach Alfa katsayisi = ,88) kullanilmistir. Algilanan 6g-
retmen destekleyici davranislarin 6grencilerin sinif performanslarini ne diizeyde
yordadigini belirlemek icin ¢oklu dogrusal regresyon analizi kullanilmistir. Analiz
sonuglari ti¢ tir 6gretmen destekleyici davranisin (6zerklik, yeterlilik ve iliskililik
ihtiyac1) 6grencilerin simif performanst ile pozitif yonde iligkili oldugunu goster-
mistir. Regresyon modeline gore sinif performansi tizerinde en giiglii yordayici de-
gisken 6zerklik destekleyici faktor ve onu izleyen yeterlilik destekleyici faktor iken
en zayif yordayici degisken iliskililik destekleyici faktoriidir. Bu sonuglardan yola
¢ikarak ortaokul 6grencilerinin sinif performanslarinin algilanan 6gretmen yeter-
lilik ya da iligkililik destekleyici davraniglarindan daha ¢ok 6zerklik destekleyici
Ogretmen davranislar: tarafindan daha fazla sekillendigini séylemek miimkiindiir.
Aragtirmada elde edilen tiim bulgular 6gretmenin 6grencilere derinden saglayacagi
ozerklik, yeterlilik ve ilgili olma desteginin 6grencilerin akademik ve kisilerara-
s1 yeterliliklerinin bir bilesimi olarak sinif performanslarinda tatminkar sonugclar
elde etmesi agisindan 6nemli oldugunu gostermektedir.

Anahtar Kelimeler: Oz-Belirleme Kurami, O gretmen Destegi, Sinif Performansi,
Ortaokul Ogrencileri.

ek

INTRODUCTION

Schools are interpersonal interactive environments that affect students’ motiva-
tion to participate in activities, performance, and social and emotional adaptation
(Pianta, 1999). At school, teachers create profound changes in students’ expecta-
tions, self-perceptions, interest and values in academic studies. Teacher behaviors
have a significant impact on students’ expectations, self-perceptions, academic
interests, and value beliefs. Throughout the school year, a teacher’s supportive be-
haviors serve as an important lever in ensuring students’ motivation and positive
experiences, behavioral adaptation, active participation, and enthusiasm for lear-
ning activities (Roorda et al., 2011). Teacher support is a motivating and effective
factor in students’ development of cognitive, behavioral, and emotional regulation
roles during their school years. (Wentzel et al., 2017). Teachers’ supportive behavi-
or is seen by many theorists as one of the hallmarks of good humanistic teaching.
(Ames, 1992; Deci, Ryan & Williams, 1996; Nicholls & Nolen, 1995). When stu-
dents feel that their teacher is supportive, they are likely to value the task and have
positive feelings towards it. Previous research has shown that students put in more
effort and perform better when their teachers are caring and supportive (Urdan &
Schoenfelder, 2006). Specifically, teacher support is believed to be one of the most
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effective strategies for increasing students’ motivation and autonomy. This enables
students to participate more in learning and achieve better academic performance
in the classroom (Carreira, Ozaki & Maeda, 2013; Fu, Liu, & Zhang, 2023; Hospel
& Galand, 2016; Jang, Kim & Reeve, 2012; Oga-Baldwin & Nakata, 2017).

Literature Review
Teacher Support in Self-Determination

Teachers have regular contact with students and are valuable sources of support
for them. Teacher support focuses on the positive aspects of student autonomy;,
cognitive development, and emotional development, as well as how these aspects
can be promoted in the classroom (Feng et al., 2019; Kristjansson, 2012). This emp-
hasis can be illuminated through the lens of self-determination theory (SDT) (Deci
& Ryan, 1985). SDT posits that individuals seek experiences that meet their needs
for competence, autonomy, and relatedness through interaction with the environ-
ment. According to SDT, teacher-supportive behaviours can meet these psycho-
logical needs of students, and the level of perception determines the student’s level
of effort and performance in-class (Deci & Ryan, 2000; Shen et al., 2010).

As aleading theory of motivation, SDT (Deci & Ryan, 1985) is a developmental
framework that can be used to examine optimal human functioning and psycho-
logical needs (Niemiec & Ryan, 2009). SDT views insights into why people choose
to act, participate in activities, and enjoy what they do as important (Deci & Ryan,
2002). According to SDT, basic psychological needs are influenced by the interper-
sonal behavior of other individuals (Rocchi et al., 2013). In education, SDT focuses
on three different aspects of teacher-student relationships that can directly support
or weaken students’ basic psychological needs such as autonomy, competence, and
relatedness (Pitzer & Skinner, 2017). Ryan and Deci (2017) argued that in order
to encourage the internalization process, the individual must support and satisfy
these three basic psychological needs. According to this viewpoint, as long as the
teacher meets the students’ basic needs, their commitment to the school and suc-
cess will lead to an increase in general need satisfaction (Wang & Holcombe, 2010).

The basic assumption of SDT is that interpersonal behaviours that support au-
tonomy, competence, and relatedness facilitate individuals’ intrinsic motivation
(Deci & Ryan, 2000). Autonomy refers to the need for individuals to act in line
with their interests and task value beliefs while performing a task. Autonomy in
education includes respecting, valuing, and nurturing students” self-determinati-
on (Legault et al., 2006). Autonomy-supportive behaviours are described as provi-
ding choice, providing the rationale for tasks, acknowledging others’ perspectives,
giving opportunities for initiative, and promoting task involvement (Mageau et
al., 2015). Competence requires opportunities for an individual to increase their
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level of difficulty in an activity and develop a higher level of mastery. Competen-
ce is, therefore, very important that an individual’s social network supports his
or her feelings of competence and mastery. Competence-supportive behaviours
include using positive expectancies, encouraging learning, providing positive fe-
edback, acknowledging improvements, believing others are capable of achieving
their goals, and encouraging others to improve their skills (Sheldon & Filak, 2008).
Relatedness refers to the need for a supportive social network and strong interper-
sonal connections with other people engaged in the task (Vallerand, 2001). Rela-
tedness-supportive behaviours include showing understanding, support, and care
for others, being warm, having an interest in their activities, and showing a genuine
liking for them as a person (Jones et al., 2004).

It is important to note that as the quality of teacher autonomy, competence,
and relatedness support increases in the educational context, it contributes to
increasing and maintaining the quality of teaching and learning (Maulana et al.,
2016). However, when teachers engage in (or are perceived to engage in) interper-
sonal behaviors that hinder needs, students will experience feelings of frustration
(Sheldon & Filak, 2008), and this can lead to controlled motivation and negative
outcomes like anxiety and poor performance (DeFreese & Smith, 2014). Previous
research showed that teacher-supportive behaviours are an important factor for
different forms of motivation and outcomes among students (Chirkov, 2011; Ryan
& Deci, 2011). All these constructs are necessary for the effective functioning and
development of the student’s integration process at school (i.e., feelings of commit-
ment, and academic commitment). In this respect, three types of need-supportive
interpersonal behaviours that students receive from their teachers are the most
effective components of students’ performance and self-determination behaviors
(Baumeister & Leary, 1995).

Self-Determination Theory and Classroom Performance

SDT is used to understand the motivation and participation of students in
school in general, as well as in various school subjects. Many studies on SDT have
shown that social contexts that support the satisfaction of basic psychological ne-
eds lead to better performance and more positive experiences (Guay, 2022). Ac-
cording to SDT, practices that promote competence, autonomy, and relatedness
by teachers are important catalysts for meeting students’ goals and psychological
needs at school (Deci & Ryan, 2000). The theory suggests that for need satisfaction,
teachers should encourage their students to be willing to learn voluntarily, rather
than feeling pressure on them (Jang et al., 2010; Stroet et al., 2015). Teacher sup-
port triggers high-quality motivation and commitment (Stroet et al., 2013). When
this leads to the satisfaction or meets a personal interest, students are intrinsically
motivated (Deci & Ryan, 2000). Increased intrinsic motivation leads to a positive
impact on student achievement (Cerasoli et al., 2014; Guay et al., 2010; Taylor et
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al., 2014) and various other positive outcomes, including higher engagement and
performance in the classroom (Burton et al., 2006). In SDT, providing academic
and behavioral support to students in teacher roles is defined (Ryan & Deci, 2001).
The theory refers to teacher-supportive behaviors to increase students’ on-the-job
behavior and reduce disruptive (or thwarting) behaviors.

School-wide classroom performance is an intense reflection of students’ lear-
ning situations, learning efficiency, and academic achievement. Classroom per-
formance is a measure of school functioning that includes students’ effort, attitu-
de, behavior, and academic or social skills (di Perna & Elliott, 1999). Classroom
performance can therefore be affected by many factors. The most important of
these is self-determination motivation, which describes the satisfaction of ba-
sic psychological needs such as autonomy, competence, and relatedness (Deci &
Ryan, 2000). A variety of contextual factors, including teacher and peer support,
can have an impact on classroom performance (Fredricks, Blumenfeld, & Paris,
2004; Hafen et al., 2012). Among these factors, teacher support is considered one
of the most important (Allen et al., 2013; Lam et al., 2012; Roorda et al., 2011).
Teachers must develop understandable expectations about student behavior and
academic performance. These expectations should include a statement that the
teacher will fulfill their responsibility to ensure that a student is able to work in a
calm learning environment and is not interfered with by other students in feeling
safe and supported (Jones & Jones, 2015).

Student classroom performance is driven, in part, by the expectations that teac-
hers have for their students and that students have for themselves. It is one thing to
have high expectations; it is another to provide the support students need to achie-
ve them. A key feature of teacher support is that it is aligned with the demands of
the classroom, which thereby enables students to more easily translate the support
they receive into performance and success in the classroom (Tinto, 2012). Students
exhibit more intrinsic motivation when they are more successful in meeting the-
ir needs, which leads to higher school engagement, behavioral performance, and
psychological well-being. On the other hand, if basic psychological needs are not
met, the student’s motivation for autonomy will suffer, resulting in fragmentation,
lack of motivation, rigidity, and defense rather than flexibility and openness (Ryan,
Deci, & Vansteenkiste, 2016). As a result, a lack of support places stress on the
student, leading to more autonomy doubt issues, and the student may perceive
being controlled and exhibit greater uncertainty. When autonomy is in-doubt, low
performance or a sense of inadequacy can be expected in the student (Patrick et
al., 1993). Teachers should create supportive environments in the classroom based
on providing opportunities for students to better understand their academic per-
formance and experience a sense of personal responsibility.
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The Current Study

In the literature, there is no empirical evidence about how perceived teacher
supportive behaviors using the framework of SDT affect students’ classroom per-
formance levels. The effect of the supportive behaviors provided by the teacher to
the student on the behavioral functions of the students in the classroom has not
yet been known. There is a need for research that provides valid and reliable results
about self-determining behaviors that affect students’ classroom performance.
Examining such a relationship may lead to a better understanding of the effect of
teacher supportive roles on students’ performance at school. This is because three
types of basic psychological needs—autonomy, competence, and relatedness play
a vital role in students’ school engagement and academic success (Maurer et al.,
2013; Vasconcellos et al., 2020), Such an investigation may enrich the existing lite-
rature and contribute further to confirming the applicability of self-determination
theory in school. Based on SDT, the perception of teacher-supportive behaviors —
autonomy, competence, and relatedness on the classroom performance of middle
school students was investigated in this study.

The reason for conducting this study with middle school students is that the
middle school term is a very important period of change and development. At the
middle school level, teachers generally play an important role in students’ peer re-
lations and adaptation (Roeser et al., 2000). The transition from primary to middle
school is a stressful time for students that requires significant changes (Caldarel-
la et al., 2022). Middle school is a critical transitional period in which students’
relationships with teachers are linked to various motivational processes such as
perceived autonomy, self-esteem, and self-regulation (Britner & Pajares, 2001; Da-
nielsen et al.,2011; Sakiz et al., 2012). Changes in task complexity, emphasis on
responsibility for learning, and the quality of teacher-student relationships occur
in middle school. During this period, students may experience some anxiety or
insecurity regarding their social and emotional adjustment and self-efficacy due to
major changes in their school experiences as well as their physical changes (Alley,
2019; Eccles, Lordl & Roeser, 1996).

Failure to meet basic psychological needs during the middle school term may
contribute to academic and behavioral difficulties. For example, autonomy-sup-
portive behaviours are extremely important in middle school because adolescents
need the freedom to form their identities (Wentzel & Battle, 2001). A student’s
transition experience to middle school can be influenced by individual factors such
as social schema (e.g., peer or teacher relationships and social support), learning
schema (e.g., participation, interest, and perceived control), and academic sel-
f-concept (e.g., academic motivation, academic self-efficacy) (Evans et al., 2018).
Previous research has confirmed that increased stress, increased test anxiety, low
school engagement, and poor academic performance are observed among ado-
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lescents in the transition to middle school (Goldstein et al., 2015). This has been
shown to negatively affect various outcomes for adolescents, including academic
achievement, social integration, and emotional well-being (Evans et al., 2018).
Therefore, teachers’ support can have powerful effects on middle school student’s
academic performance as well as their personal and interpersonal behaviours.

This study seeks to examine to what extent three types of perceived teacher-sup-
portive interpersonal behaviours (autonomy, competence, and relatedness support)
would explain students’ classroom performance. In addition, it was investigated
to find out which of these types of supportive behaviours has a stronger influence
on students’ classroom behaviors. In other words, the relative importance level of
each of the teacher-supportive behaviours on classroom performance was attemp-
ted. The study is expected to provide insight into the effects of supportive teachers’
behaviors on students’ classroom performance. It is expected that the findings will
provide insights into the basic psychological needs (autonomy, competence, and
relatedness) that affect the classroom performance of middle school students.

Research Hypotheses

Within the framework of self-determination theory (Ryan & Deci, 2000), a reg-
ression model was developed that explains the predictive role of teachers’ supporti-
ve behaviors on middle school students’ classroom performance, including areas of
academic competence and interpersonal competence. In line with this model, the
following hypotheses have been proposed.

H1. Teacher autonomy supportive behaviours predict middle school students’
classroom performance.

H2. Teacher competence supportive behaviours predict middle school students’
classroom performance.

H3. Teacher relatedness supportive behaviours predict middle school students’
classroom performance.

METHOD

The study is based on determining the predictive effects of perceived teacher
supportive behaviors on the classroom performance of middle school students. For
this reason, since it is aimed to determine an existing situation, in other words, the
relations between the variables as they exist, the model of this study is the relational
survey model, which is one of the quantitative research types (Karasar, 2014).
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Participants

The sample of the study consists of 296 seventh grade students studying in
middle schools in a city in Turkey in the 2022-2023 academic year. Students stud-
ying in middle schools determined by simple random sampling method and se-
lected by easily accessible sampling method were included in the study. 15 of the
students participating in the study were female and 142 were male students.

Data Collection Tools

Classroom Performance Scale (CPS) developed by Caldarella, Larsen, Willi-
ams, Lulla, and Wills (2022) was used to measure students’ classroom performan-
ce levels. The scale consists of two sub-dimensions and a total of 17 items. These
dimensions are academic competence and interpersonal competence. The scale
includes items related to students’ classroom behaviors. In the scale, 11 items (1,
2,3,4,5,6,7,8,9, 10, 11) belonging to the sub-dimension of academic competen-
ce and 6 items belonging to the sub-dimension of interpersonal competence (12,
13, 14, 15, 16, 17). All items that make up the scale are answered using a 5-point
Likert-type scale ranging from 1 (Always) to 5 (Never). Performance areas related
to the sub-dimensions include behaviors related to academic and social aspects
of students in the classroom environment such as communication, cooperation,
responsibility, empathy, active participation and autonomy. The scores that can be
obtained from the measurement tool vary between 17 and 85. While high scores
on the scale indicate low classroom performance, low scores indicate high classro-
om performance (reaching a satisfactory level of functioning at school) (Caldarella
etal,, 2022). According to Brady et al. (2012) poor performance is a sign of deterio-
ration in academic progress. Poor academic performance can occur for a variety of
reasons, including poor cognitive ability, poor homework completion, off-duty du-
ring classroom lectures, and unproductive study habits. Poor performance can also
include other factors such as the student’s inability to interact with their teacher or
peers and seek help when needed. In CPS, lower scores in both academic compe-
tence and interpersonal competence sub-dimensions indicate higher performance
for students (Caldarella et al., 2022). The Cronbach Alfa reliability coefficients of
the sub-dimensions of the original scale were determined as .93 for the academic
competence sub-dimension and .73 for the interpersonal competence sub-dimen-
sion. CFA results performed by the authors who developed the scale (Caldarella et
al., 2022) showed that there were acceptable fit indices for the two-factor construct
(RMSEA = .06, CFI = .96, TLI = .95).

In this study, validity and reliability analyses were performed for the adaptation
of the original Classroom Performance Scale to Turkish. When the literature is
examined, there is no psychometric data on the Classroom Performance Scale in
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Turkey. In this respect, this study is the first to measure and report such features
of CPS. Some steps were followed for the translation of the original version of CPS
into Turkish. In the adaptation of the scale, steps were followed to 1) adapt the
scale to the target language, 2) translate the scale back into the source language,
3) make the pilot application of the scale, 4) perform the validity analyses of the
adapted scale, and 5) perform the reliability analysis of the adapted scale. In this
context, language equivalence, construct validity, item discrimination and reliabi-
lity (internal consistency) were examined within the framework of psychometric
properties of CPS. In the first stage of the adaptation study, permission to adapt the
scale was obtained from the responsible author via e-mail. After this step, the items
of the scale, which consisted of 17 items in its original form, were translated into
Turkish by two academicians who had both Turkish and English language skills.
After determining the appropriate expressions for the scale items, the scale was
back-translated and compared with the expressions in the original form. Afterwar-
ds, the intelligibility and level suitability of the items translated into Turkish were
examined by a Turkish language expert, and the scale was given its final shape by
making some corrections. For the linguistic equivalence of the scale, it was applied
to a group of students (n= 48) studying in the English Language Teaching Depart-
ment of a higher education institution, with two-week intervals, as the English and
Turkish forms of the CPS. As a result of the correlation analysis, it was seen that
there was a positive correlation (r = .75, p < .01) between the Turkish version of
the scale and the English version. The Turkish form of the two-factor and 17-item
CPS was applied to 235 secondary school students who were not included in this
study. According to the researchers (Cokluk, Sekercioglu, & Biiyiikoztiirk, 2012;
Seger, 2015), it is recommended that a measurement tool developed in another
culture and whose factor structure is determined is adapted to a different culture,
while adapting it with CFA and testing the congruent validity of the scale with
CFA. In this context, in this study, confirmatory factor analysis (CFA) was applied
to examine whether the original CPS, which was previously developed by resear-
chers (Caldarella et al., 2022) and whose factor structure was determined, is also
valid in Turkish culture to examine the construct validity of CPS. For DFA analysis,
x?/sd, GFI, TLI, CFI, RMSEA and SRMR fit indices were used. As a result of CFA,
the Chi-square value (x?) was found to be significant (x*/sd = 3.025; p < .01). Ot-
her fit indices RMSEA = .062; GFI = .92; CFI = .94 and TLI = .93. These values
reveal that the two-factor scale model fits well (Byrne, 2013; Hu & Bentler, 1999;
Wang & Wang, 2012). It was observed that the standardized regression loads for
the model were significant (p<.01) and varied between .51 and .70. The Cronbach’s
Alfa coeflicients for the subscales of the CPS-Turkish version were .85 for acade-
mic competence, and .82 for interpersonal competence, respectively. The reliability
coefficients of the overall instrument were also measured and found to be .88 for
the current study. Thus, the results provided validation support for the scores from
the CPS-Turkish version used in this study.
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Interpersonal Behaviors Scale (IBS): was developed by Rocchi, Pelletier, and
Desmerais (2016) to assess perceptions and self-reports of interpersonal behavi-
ours, according to self-determination theory. Specifically, IBS consists of 24 items,
with 4 items per sub-scale, assessing autonomy-support, competence-support,
relatedness-support, autonomy-thwarting, competence-thwarting, and related-
ness-thwarting (Rocchi et al., 2017). The scale is intentionally designed to contain
items that are not bound to a specific context so that it can be used to assess social
relationships within different life domains. Responses to the items are evaluated
on a 7-point Likert-type scale (1=I strongly disagree, 7=I strongly agree). Scores
that can be obtained from the scale range from 1 to 168, and high scores indicate
higher levels of perception of interpersonal supportive or thwarting behaviors. The
Cronbach’s Alfa of the original scale is .87. The sample items were “Supports the
choices I make for myself”, “Tells me that I can accomplish things”, and “Honestly
enjoys spending time with me.” The reliability coefficients for the six subscales of
the scale ranged from ,78 to ,89. The Turkish adaptation of the original IBS was car-
ried out by Yildiz and Senel (2018). The English form of the 24-item questionnaire
was translated into Turkish by Yildiz and Senel (2018). The structure of the scale
was determined through a series of sequential confirmatory factor analyses (CFA).
CFA results showed 24 items with six subscales in the IBS-Turkish form were valid:
x*/df=2.38, CFI=,90, RMSEA=,07, SRMR=,05 (Yildiz & Senel, 2018). The internal
consistency coefficient of the subscale of the IBS-Turkish form were .82 for auto-
nomy-support,75 for the competence-support,.82 for the relatedness-support, ,71
for as autonomy-thwarting, ,68 for the competence-thwarting, .66 and the related-
ness-thwarting (Yildiz & Senel, 2018).

In this study, as the role of perceived teacher-supportive behaviors on midd-
le school students’ classroom performance was examined, it was decided to use
only the sub-scales of the IBS that describe supportive interpersonal behaviors:
autonomy-support, competence-support, and relatedness-support. In all subsca-
les, there were four items, for a total of 12 items. Furthermore, the validity and
reliability studies of the IBS Teacher Short Turkish Form were carried out with
the middle school sample group. A CFA was performed to examine the construct
validity and fit indices of the 3-factor structure of the IBS Teacher Short Form with
12 items. Results of the CFA yielded that 12 items with 3 sub-scales of IBS Teacher
Short Turkish Form were valid for the Turkish middle school sample [x2/df = 1,89,
GFI = ,93, CFI =,96, TLI = ,94, SRMR =,054; RMSEA = ,057]. Within the reliabi-
lity analyses, Cronbach’s Alfa coefficients for sub-scales of the IBS Teacher Short
Form were found to be .84 for the autonomy-support subscale, .85 for the compe-
tence-support subscale, and .81 for the relatedness-support subscale. These results
confirm that the IBS Teacher Short Form with 12 items has adequate psychometric
properties (i.e., factorial structure, construct validity, and reliability).
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Analysis of Data

This study was ethically approved by the behavioral and social sciences ethi-
cal review committee at a university in Turkiye. The independent variables were
perceived teacher-supportive behavior sub-scales: autonomy support, competence
support, and relatedness support; the dependent variable was classroom perfor-
mance. To determine the relationships between the study variables, the Pearson
product-moment correlation coefficient was used. The stepwise regression analysis
method was used to determine to what extent the independent variables predicted
the students’ classroom performance. The data was analyzed using the data analy-
sis programs SPSS 22.0 and AMOS 22. Before beginning the regression analysis,
it was determined whether the study data met the assumption of normality. The
Mabhalanobis distance was used to detect missing and extreme values. To examine
the extreme values, Mahalanobis distance values (between ,24 and 16,61) were exa-
mined, and it was determined that there were no extreme values in the data set. To
detect data multicollinearity, tolerance and width factor of variance (VIF) values
were investigated. A VIF value of 10 or higher is considered strongly dependent
(Smith & Campell, 1980). Tolerance values ranged from.34 to.76, and VIF valu-
es ranged from 2.61 to 3.58. These results show that there is no multicollinearity
between the study variables (Biyiikoztiirk, 2014). To determine whether the data
had a normal distribution, the skewness and kurtosis coefficients were calculated
(Tabachnick & Fidell, 2007). The skewness and kurtosis coefficients for the auto-
nomy-support subscale of IBS Teacher short form were -1.15 and .985; 1.34 and
-.87 for the competence-support; .97 and 1.2 for the relatedness-support, respe-
ctively. The skewness and kurtosis coefficients for the academic competence sub-
scale of the CPS instrument were -.58 and .91, respectively, and the interpersonal
competence subscale, were .779 and -1.14 respectively. Researchers have noted that
skewness and kurtosis values between -2.0 and +2.0 indicate that the data showed
a normal distribution (Field, 2018).

Ethics Committee Approval (There is no requirement of Ethics Committee
Approval for review articles)

Ethics committee approval was received for this study from a higher education
in Tirkiye.

The Title of the Ethics Committee: Scientific Research and Publication
Approval Date: 02.12.2022

Ethics Document’s Number: E. 177451
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RESULTS
Descriptive Statistics and Correlations Between Variables

The descriptive statistics and Pearson correlations among the variables are pre-
sented in Table 1.

Table 1. Descriptive Statistics and Correlations of the Study Variables

Variable 1 2 3 4 5
1. Autonomy-Support ,45%% ,56%* J71%* ,54%*
2. Competence-Support A7 ,56%* ,39%*
3. Relatedness-Support A1 ,52%%*
4. Academic Competence ,55%*

5. Interpersonal Competence

*p <.05,**p <.001.

As shown in Table 1, there is a high correlation between the autonomy-support
and academic competence sub-scale (r= .71, p< .001). Also, there is a modera-
te correlation between autonomy support and interpersonal competence (r=,54,
p<,001). On the other hand, the competence-support subscale has a moderately
positive correlation with the academic competence subscale (r= .56, p< .001) and
the interpersonal competence subscale (r= .39, p< .001). The relatedness support
subscale was found to have a moderately positive correlation with the academic
competence subscale (r=,41, p<,001) and the interpersonal competence subscale
(r=,55, p<,001). These significant relationships between variables provided pre-
liminary evidence for conducting regression analyses to determine the predictive
power of the variables.

Multiple Regression Analysis

A stepwise regression analysis from linear regression analyses was used to de-
termine which of the perceived supportive behaviors of teachers has the stronger
predictive power related to classroom performance. With this, it was determined
which variables in the regression equation contributed the most to the variance
(Heppner et al., 2008). The scores obtained from the Classroom Performance Scale
were taken as the basis for the total score. Table 2 displays the results of the regres-
sion analysis.
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Table 2. Stepwise Regression Analysis Results for Predicting Classroom
Performance

Model Variable B SH t B F

Constant 4,776 1,21 25,87%*

1 72,36
Autonomy Support 532 ,89 14,44** ,323
Constant 3,446 1,12 19,49**

2 Autonomy Support 317 ,074 6,12** ,307 47,13
Competence Support ,275 ,065 4,75%* ,265
Constant 2,625 ,98 15,89**
Autonomy Support ,231 ,062 7,44%* ,275

3 37,54
Competence Support 177 ,055 6,58** ,198
Relatedness Support ,143 ,042 5,41%* ,161

**p<.001, *p<.05,

A stepwise regression analysis was performed to determine which of the te-
acher autonomy-support, proficiency-support, and relatedness-support subscales
had the strongest predictive power about classroom performance. The data analy-
sis began with the teacher autonomy supportive subscale, which had the strongest
correlation with classroom performance. As the first variable in the regression equ-
ation, autonomy support was added, this variable has had the greatest effect; the re-
sult showed that autonomy support predicted classroom performance. Autonomy
support alone contributes to 15.5% of total variation in classroom performance
(R?*=,155, F = 72,36, p < ,001). In the second stage, the competence support su-
b-scale was added to the regression model as an independent variable. With the
addition of the competence support to the model, it was found that the total vari-
ance accounted for on classroom performance with two variables increased from
15.5% to 24.5%. The competence support contributed to the accounted for 9% vari-
ation in classroom performance (R*=,245, F = 47,13, p < ,001). Two independent
variables accounted for 24.5% of the total variance in classroom performance. In
the third stage, the relatedness support subscale was added to the regression model
and the results indicated that a total variance explained increased from 24.5% to
30.3% (R* =,303, F = 37,54, p < ,001). The relatedness support contributed 5.8%
to the total variance. Regression analysis revealed that three types of teacher sup-
portive behaviors explained 30.3% of the variance in classroom performance, this
variation was found to be both positive and significant. In the model, each inde-
pendent variable increased the predictive power of each other. To the results of
the analysis, all the hypotheses of the study were supported. The relative impor-
tance of predictor variables (standardized coefficients) on classroom performance
is autonomy-support (p=.275, p < .001), competence-support (f=.198, p < .001),
and relatedness-support (f=.161, p<, 001) respectively. All results show that the
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strongest predictor of middle-school students” classroom performance is teacher
autonomy-support behaviours and subsequent competence-support behaviours,
and the least relatedness support behaviours.

DISCUSSION

In the study, the role of perceived three types of teacher-supportive interper-
sonal behaviours (autonomy-supportive, competence-supportive, and related-
ness-supportive behaviours) on middle school students’ classroom performance
was examined. Also, it was concerned with the unique effects of teacher autonomy,
competence, and relatedness support to find out which one has a stronger influ-
ence on students’ classroom performance. Correlation analysis showed that three
teacher-supportive behaviours correlated positively and significantly with class-
room performance. The results indicated that providing autonomy, competence
and relatedness support by teachers will increase the academic and interpersonal
functionality of students’ classroom performance.

In the study, autonomy support (i.e. perceived teacher autonomy support) was
found to be the independent variable with the strongest contribution to accounting
for the variance of classroom performance. Regression analysis reveals that teacher
autonomy support is a much stronger predictor of classroom performance. This
result shows that the classroom performance of middle school students, as a com-
bination of academic and interpersonal competencies, is more shaped or affected
by autonomy-supporting teacher behaviours rather than perceived teacher compe-
tence-support or relatedness-support behaviours. It is understood that teacher au-
tonomy support plays an important role in students’ performance dynamics. This
finding can be explained by the SDT, which provides a theoretical framework to
explain the teachers’ fundamental psychological needs for students. According to
SDT, autonomy has a special status as a need for a student to access and meet other
basic psychological needs, both physical and psychological. Individuals achieve
higher levels of autonomy, motivation, and productivity when autonomy is sup-
ported and individuals become self-determined in their motivation. Satisfaction
with competence is only increased when autonomy is met as a guarantee (Ryan &
Deci, 2017). Autonomy support highlights the benefits of giving students freedom,
will, and responsibility for themselves and recognizes the importance of modera-
tion and guidance (Legault et al., 2006). In education, when general interpersonal
climates or teachers’ behaviours are more supportive of autonomy, students tend to
experience subjective vitality or facilitate positive physical activity outcomes (Ryan
& Deci, 2017). Previous research studies have shown that adolescents, students
enjoyed their lessons more and display more vitality when classrooms are more
supportive of autonomy and less controlling (Mouratidis et al., 2011). Thus, they
can demonstrate higher levels of intrinsic motivation and self-determination in the
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classroom. In a study, it was found that when teachers supported the autonomy of
adolescents, there was an increase in students’ school engagement and a reduction
in their feelings of anxiety (Yu et al., 2016). Lonsdale et al. (2009) examined the ef-
fect of teacher autonomy support and found that when teachers provided students
with free choice time in the classroom, there were significant increases in classro-
om performance due to an increase in students’ autonomous motivation. In this
respect, it is important for students to be more autonomously motivated to ensure
better participation and performance in the classroom.

Another important finding in the study is that competence support (i.e., per-
ceived teacher competence support) is a significant predictor of students’ class-
room performance. Thus, the H2 hypothesis was accepted. Students’ perceptions
of teachers’ competence supportive behaviours were found to be associated with
their classroom behaviours. Stepwise regression analysis showed that autonomy
support explained the variance in classroom performance at the highest level, but
the need for competence support would have a positive contribution to it, thus
revealing the existence of an additional effect. SDT posits that people need to feel
that they can work effectively in important life contexts. competence is the basic
need to feel feelings of competence, effectiveness, and mastery (Deci & Moller,
2005). Teacher behaviors that promote autonomy and competence lead students
to seek challenges that are slightly beyond their capacity and ultimately implement
activities to develop their abilities (Guay, 2022). In the literature, competence is
described as providing energy for the student’s participation and learning process
and as an enhanced and broad-based, appetizing desire to be competent in the
student’s actions, skills, and abilities (White, 1952, cited by Elliot, McGregor &
Thrash, 2002). To support the need for competence, teachers can provide assign-
ments that match the cognitive abilities and psychological needs of their students
(Katz & Assor, 2006). However, a feeling of competence will not enhance satisfac-
tion or motivation unless accompanied by autonym support (Beymer & Thomson,
2015). Therefore, the teacher should pay attention to the need for autonomy need
satisfaction for functionality, motivation, and success in the classroom, as well as
the need for competence need satisfaction. Guay (2022) defined that teacher be-
haviours that promote autonomy and competence need satisfaction, lead students
to seek challenges that are slightly beyond their capacity and ultimately implement
activities to develop their abilities. Such a need for satisfaction is a key to the qua-
lity of motivation and engagement; thus to full functioning and wellness in school.

Findings from this study revealed that the H3 hypothesis was supported by the
fact that relatedness support contributed to explaining variance in students’ class-
room performance. In the regression model, the predictive effect of the relatedness
support on classroom performance was low, but significant. This finding suggests
that one of the basic assumptions of SDT is that humans need the help and supplies
of others to survive and adapt. One of the primary goals of relatedness behaviour is
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a sense of belonging and of being important and valuable in the eyes of others. The
need for interpersonal commitment is met when students have the opportunity to
develop enriching relationships with their teacher or family. Because satisfying the
need for relatedness helps students develop their potential (Guay, 2022) and can
be met, students feel a connection with and support from their teacher and class-
mates. Otherwise, it may cause students to feel even more alienated. Considering
from the perspective of SDT, for internalization to proceed optimally, relatedness
support is critical. Students are more willing to internalize ideas and inputs from
teachers with whom they feel connected (Ryan & Deci, 2017). In school, students
generally tend to have their needs for relatedness met, such as responding with
sensitivity and care and expecting to be appreciated by their teachers. Students may
behave as they think their teacher would like to feel connected to them, but the
need for relatedness is not met unless students somehow feel personally accepted
and approved for their actions. In order to improve the quality of performance
functioning in the classroom, teachers, therefore, need to build the quality of their
relationships with students by using relatedness-supportive techniques such as un-
conditional positive regard, taking interest in the person, acknowledging or accep-
ting conflict, authenticity, and transparency (Ryan & Deci, 2017). Previous resear-
ch has shown that during early adolescence, students’ feelings of teacher support
predict their expectations of success, as well as their effort, commitment to school,
and performance (Cox & Williams, 2008; Feng et al., 2019; Goodenow, 1993; Mur-
dock, 1999; Ryan et al., 1994; Wentzel, 1997). The results of this study show that a
relatedness-supportive teacher plays an important role in students’ academic and
interpersonal functioning in the classroom. In this context, teachers can help their
students perform effectively in the classroom by giving them the opportunity to
develop inspiring relationships with themselves.

CONCLUSION AND RECOMMENDATIONS

In the study, it was concluded that the performance levels of the students in the
classroom were affected by the supportive behaviors of the teachers based on their
autonomy, competence, and relatedness needs. It was found that these three types
of need-supportive teacher behaviors predict students’ classroom performance,
and each has a positive contribution to make in explaining the variance in classro-
om performance. These results are consistent with the self-determination theory
(Ryan & Deci, 2017), proving that teacher support should focus on three types of
needs, leading to beneficial effects on middle school students’ performance in the
classroom. In this respect, the current research has revealed that the support of se-
condary school teachers responds to the needs of students by providing empirical
support for the effect of self-determination theory on the classroom behavior of
middle school students.
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Considering the current study findings, the satisfaction of three types of ps-
ychological needs by the teacher seems to be an important task in increasing the
classroom performance of the students (Jang et al., 2010). These results reveal that
some practical inferences should be made in the classroom environment. Middle
school teachers should pay more attention to the need satisfaction and need-sup-
portive behaviors of middle school students who are at the transition stage of
secondary education. The findings of the study show that teacher supportive be-
haviors have a positive effect on students’ classroom performance, showing that
teachers working in middle schools should avoid behaviors that hinder students’
needs and offer ways to anticipate students” psychological needs such as autonomy,
competence, and relatedness. For instance, promoting students’ sense of control
and autonomy; b) creating authentic and relevant learning experiences, ¢) helping
students recognize, follow, and strategize throughout the learning process, and d)
developing high-quality relationships and an emotionally supportive learning en-
vironment are some of these ways (Headden & McKay, 2015; Reeve, 2006).

Students’” psychological needs, particularly the need for autonomy, can also be
increased through school-based interventions (Su & Reeve, 2011). For example,
the TARGET framework (Task, Authority, Recognition, Grouping, Evaluation,
Time), which is a classroom-based intervention, is a motivational model that is
highly effective in meeting student needs and supporting a performance- and
goal-oriented classroom climate. TARGET framework posits teachers can share
authority over instructional decisions with students, taking into account students’
needs and feelings. According to the TARGET framework, teachers can be useful
for students” psychological needs if they provide information about their progress
or competence. The teacher can help students adopt tasks and mastery goals by
creating opportunities to participate actively in decision-making in the classroom.
In addition, teachers can target students to be connected with others by using hete-
rogeneous collaborative groups and peer interaction to encourage students to work
with others (Liiftenegger et al., 2014). Thus, students can learn to respond efficient-
ly to difficult conditions and develop positive emotions in the face of difficulties.
Indeed, it was determined that developing feelings of competence, autonomy, and
belonging increased student participation and made them more willing to try vari-
ous strategies (Turner et al., 2014).

In order for middle school students to perform better in academic outcomes,
teachers should provide need-supporting behaviors, especially autonomy support.
Increased support can lead students to master both academic and interpersonal
skills. In this way, students will feel more autonomous and competent, and they
will tend to perform better in classroom learning situations, homework, throu-
gh satisfying interactions with the teacher or their peers. Teachers can tailor their
teaching by presenting performance tasks adjusted to students” actual skill levels
to increase students’ need for competence. It can be suggested that teachers use a
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warm and positive communication style to increase the need for relatedness (Earl
et al, 2017). Teachers need to encourage collaborative work, support and respect
students’ individual performance, and be friendly. Examples of autonomy support
strategies are that teachers develop a perspective on their students’ feelings, encou-
rage their active participation, take initiative, offer them choices, options, and give
them sufficient freedom and responsibility when performing classroom tasks (Leo
et al,, 2020). Recognizing when students need help, creating an engaging environ-
ment in the classroom, and building a teaching environment in which they will
actively engage with students and use their own knowledge and abilities by conne-
cting with content will undoubtedly encourage students to participate in classroom
activities and perform better academically (Daniels, 2019). In addition, in order to
increase the quality of the performance climate in the classroom, it is important
for teachers to positively increase the quality of their relationships with students
by using relatedness-supporting techniques such as unconditional positive respect,
caring for the person, accepting and accepting conflict, originality, and transparen-
cy (Ryan & Deci, 2017).
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