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Abstract: When examining learning at university, especially in a pandemic context, it is important
to analyze the actions taken by lecturers to promote students’ disposition towards studying. The
objectives of this research project were to analyze the activities lecturers implement in class to promote
their students’ disposition towards studying; examine lecturers’ basic psychological needs satisfaction
levels; and determine the relationship between feedback, beliefs, and affect for self-regulation and
lecturers’ basic psychological needs satisfaction. A quantitative methodological approach, with a
descriptive, correlational, and cross-sectional design was used, with a sample of 97 lecturers from
Chilean universities. Data collection took place through a battery of instruments: the promotion of
disposition towards studying survey; the feedback scale for self-regulation; the beliefs and affect in
self-regulation survey; the satisfaction of basic psychological needs survey; and a sociodemographic
questionnaire. The results showed that the promotion of disposition towards studying was a key
factor to face social distancing and the loss of self-regulation for learning because of the COVID-19
pandemic. In addition, a positive correlation was found between beliefs and affect in relation to
self-regulation and satisfaction levels of basic psychological needs in the participating lecturers.

Keywords: disposition towards studying; higher education; self-regulation; online education; basic
psychological needs

1. Introduction

Due to the emergence of the SARS-CoV-2 virus and the subsequent declaration of the
COVID-19 pandemic by the United Nations, governments around the world had to take
measures to limit contact among people (Ministerio de Educación—Centro de Estudios
2020). Consequently, social isolation was inevitable; however, it did not mean an absolute
stagnation; on the contrary, “the use of technological means increased, which gave rise to
teleworking and tele-education” (Aguilar Gordón 2020, p. 214). Thus, many countries chose
to implement virtual classes, a widely disseminated measure to reduce contagion within
the school community and the rest of the population (Ministerio de Educación—Centro de
Estudios 2020).

The transition from face-to-face classes to virtual education was challenging for stu-
dents and educators. Such a transition was even more challenging for secondary school
students going to higher education for the first time in this virtual scenario, an ever-complex
process in students’ lives (Kyne and Thompson 2020). Once at university, young people
must adopt active behaviors towards their learning and even more so when being educated
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in a virtual environment (Pregowska et al. 2021). To be able to adapt and have academic
success, students must be proactive, disciplined, and aware of their learning process (Ning
and Downing 2015). In the context of the current COVID-19 pandemic, different problems
have been identified that are affecting students’ lives, such as time organization, disposition
towards studying, poor systematicity in their academic work, and unawareness of their
own potential. During the emergency, the mode of remote teaching was implemented
around the world, so it was even more necessary for students to develop self-regulation
skills and strategies to build on their disposition towards studying (Anthonysamy and
Choo 2021; Naujoks et al. 2021).

The interruption of face-to-face classes and the start of virtual activities, as a result
of the confinement, highlighted the active role of students across the various educational
levels. This context makes disposition towards studying a fundamental issue, which is
expressed through the students’ study purposes and organization and planning strategies.
The role of the teachers is key in this new scenario, as they have to come up with new
instructional and learning proposals to better guide and motivate their students towards
learning (Zambrano et al. 2021).

Despite the importance of the disposition towards studying for a better organization of
asynchronous learning activities, typical of virtuality, it has been found that students spend
little time planning for online learning activities. This little preparation is associated with
the type of teaching activity, as evidenced by the study of Zambrano et al. (2021), in which
a group of students reported having no need to spend significant time on preparation for
the class as many of the teaching activities were repetition oriented.

1.1. Self-Regulation of Learning

The strategies of self-regulation of learning are a set of relevant processes in higher
education and secondary school. These are defined as skills that students use during
the learning process to achieve their learning goals (Panadero and Alonso-Tapia 2014).
Self-regulation is also related to the different extracurricular activities students carry out at
the university (Guilmette et al. 2019) and to university retention rates (Durán-Aponte and
Arias-Gómez 2015; Gutiérrez et al. 2015; Meneses et al. 2016).

One of the most recognized theories on self-regulation of learning is the one proposed
by Zimmerman (1970). This model is based on (Bandura 1997) cognitive social theory,
which describes the use of learning self-regulation strategies in sequential phases to provide
feedback in a cyclical way (Zimmerman 2013).

It is a well-established fact that the teacher of any given subject constitutes a model
for the student, both in the promotion of dispositions to learn and in verbalizations of
their cognitive and metacognitive processes (Adelson 1962; Lunenberg et al. 2007). The
recommendations on studying procedures presented by the teacher, recognized as an
expert in that taught content, can have a favorable impact on the student. Therefore, the
specialty teacher can become an important motivational and guiding source that facilitates
the development of self-regulating learning behaviors (Zimmerman 2013).

The development of the student’s self-regulation of learning, especially in those with a
higher risk of academic failure, will require modifying some of the old ways of approaching
learning, as well as incorporating other variables related to learning strategies, motivation,
and emotional regulation (Panadero et al. 2021). A recent study showed the existence of
a strong relationship between self-regulation, self-efficacy, and academic performance of
university students (Bernal et al. 2020).

For an adequate development of self-regulation, intentional teaching actions are
necessary (Dignath and Veenman 2021). Although there are studies on how teachers
facilitate the process of self-regulation of learning (Dignath and Veenman 2021; Infante-
Villagrán et al. 2021; Vattøy 2020), no empirical evidence has been found on the relationship
between beliefs and affect for self-regulation and the satisfaction of basic psychological
needs with the promotion of disposition towards studying in university teachers. Only
some studies have demonstrated a positive and significant relationship between basic
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psychological needs, deep strategies, and learning approaches, as well as the mediating
role that these needs have between online learning and motivation (Reggiani 2013).

1.2. Self-Determination Theory

The theory of self-determination (SDT) conceptualizes motivation as the result of
individuals’ internal tendencies that drive them to perform actions in the absence of external
rewards (Shah et al. 2021). This theory posits the existence of three basic psychological
needs: autonomy, competence, and relatedness, all of which influence motivation (Betoret
and Artiga 2011; Ryan and Deci 2000). The need for autonomy refers to the person’s own
will, internal acceptance, and commitment to motivated behavior. The need for competence
is related to the feeling of effectiveness and the need for relatedness is understood as the
person’s feeling of acceptance and sense of belonging (Betoret and Artiga 2011; Ryan and
Deci 2000; Tian et al. 2014). In this study, we will examine how teachers have some of their
basic psychological needs satisfied considering the current pandemic scenario.

The satisfaction of these three psychological needs is closely related to a higher and
better level of psychic functioning (Ryan and Deci 2000). Research corroborates the impor-
tance of university teachers’ psychological needs satisfaction and its effects on autonomous
motivation and psychological well-being, as well as on the promotion of motivation in class
(Davoglio et al. 2017), student motivation, motivational climate, and academic performance
(Franco et al. 2019; Lens et al. 2008; Serrano et al. 2016).

1.3. Promoting Disposition towards Studying

One of the main learning-promoting agents is teachers (Christie et al. 2017; Lawson
2014). From the constructivist perspective and the sociocultural conception of the teaching
and learning processes in formal educational situations, learning is understood as the
result of a double-construction process (Coll et al. 2008); first, as the joint activity deployed
by the teacher and the students around content and learning tasks and, second, as the
construction, reconstruction, and the progressive attribution of meaning. This double
process occurs through mediation, intervention, and the help provided by the teacher and
other participants (Coll 2004; Coll et al. 2008; 2011).

The aid provided takes place in the manifestation of the Educational Influence (EI), as
“the processes that allow teachers and other educational agents to help students or learners
in an adjusted way to build richer, more complex and valid meanings on certain areas or
objects of knowledge” (Coll et al. 2008, p. 34). According to EI, the participants become
carriers and agents of EI by guiding the process of construction of meanings and attribution
of meaning to others (Coll et al. 2011). This is how the concept of interactivity arises, which
can be understood as the articulation of teachers and students’ actions around learning
tasks and teaching contents generated from communicative exchanges (Coll 2004; Coll et al.
2008; Colomina et al. 2001).

Among the significant aspects of EI, classroom feedback stands out as one of the ten
variables that most influences student learning. Feedback is conceptualized as information
provided by an agent, in our case, a teacher, in relation to aspects of performance or
understanding of the content achieved by a learner. Effective feedback must answer the
three questions asked by a student or a teacher: Where am I going? How am I doing? How
do I keep going? (Hattie and Timperley 2007).

Feedback is not only given from the teacher to the student, but it is bidirectional, as
it fosters the development of the teacher’s professional knowledge. The way a teacher
develops their professional knowledge tends to be a mirror of the way they teach (Godfrey
2017). We highlight the sense of belonging students can achieve thanks to the aid provided
by the various actors in the university context, demonstrating positive effects on well-being,
self-efficacy, and self-regulation (Saroughi and Kitsantas 2021).

Based on the above, in the present article, it is hypothesized that in university teaching,
the lecturer is a key actor who is much more willing to promote students’ disposition
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towards studying, provided that their basic psychological needs are satisfied. Thus, this
research aims to:

(1) Analyze the lecturers’ perception about the activities developed in class to promote
students’ disposition towards studying.

(2) Analyze the lecturers’ level of satisfaction and/or frustration of basic psychological
needs.

(3) Determine the relationship between feedback, beliefs, and affect for self-regulation
and the lecturers’ satisfaction of basic psychological needs.

2. Materials and Methods

The present study used a quantitative approach, with a descriptive, correlational, and
cross-sectional design (Ato et al. 2013).

2.1. Participants

A convenience sample of 97 participants of different Chilean universities was used.
This is a type of non-probability sampling that involves the sample being drawn from
that part of the population that is close to hand. The participants represented various
areas of instruction such as Education, Social Sciences, Health Sciences, Engineering, and
Architecture. All participating academics were lecturers, which means that they did mostly
teaching at the undergraduate level with little involvement, if any, in research, and usually
not under a full contract at their respective institutions. They had an average teaching
experience of 18 years (SD = 10.768) and specialization at the master’s (80.5%) and doctoral
(19.5%) levels, of whom 38% specialized in education. The sample consisted of 38 men
(39.2%) and 59 women (60.8%), with an average age of 46 (SD = 10.505); the minimum and
maximum ages were 26 and 68, respectively.

2.2. Materials

The data collection took place by means of the following instruments:

2.2.1. The Promotion of Disposition towards Studying Survey

This scale consists of 12 items with a 7-level Likert-type response format, ranging
from (1) never, (2) rarely, (3) sometimes, (4) indifferent, (5) often, (6) usually, to (7) always.
This response format provides higher accuracy as it captures the best sentiment of the
respondent and delivers more data points to run statistical information (Bisquerra and
Pérez-Escoda 2015). This scale measures lecturers’ opinions and feelings in terms of their
abilities to promote disposition towards studying in their students. This survey pays special
attention to the teacher’s instructions aimed at three dimensions: (1) study planning; (2)
learning goals; (3) study strategies (Díaz-Mujica 2020; Pérez 2019). Some items on this
scale are: ‘I help my students identify their study purposes’, ‘I encourage my students
to prioritize their activities’, and ‘I implement strategies for students to take advantage
of their time in class’. Higher scores indicate promotion of disposition towards studying.
The estimation of the psychometric properties for this research showed good validity and
reliability indices. The reliability indices of each dimension were: dimension 1 α = 0.85;
dimension 2 α = 0.75; dimension 3 α = 0.65, and the scale reliability was α = 0.89. The
confirmatory factor analysis indicated an adequate fit of the model (χ2 (50) = 70.77 *; RMSEA
(Root Mean Square Error of Approximation) = 0.065 (0.022–0.099); SRMR (Standardized
Root Mean Square Residual) = 0.065; TLI (Tucker–Lewis Index) = 0.95; CFI (Comparative Fit
Index) = 0.93) (Hair et al. 2014). The factorial loads of the scale dimensions were statistically
significant (p < 0.001) and higher than 0.30 (ranging from 0.356 to 0.894), except for item 12
(‘I implement strategies for students to take advantage of their time in class’) belonging to
dimension 3 of study strategies, which was significant, but with a low factorial load (0.29).
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2.2.2. Teaching Behavior Scale (Feedback for Self-Regulation)

This scale consists of 5 items with a 7-level Likert-type response format ranging from
(1) never, (2) rarely, (3) sometimes, (4) indifferent, (5) often, (6) usually, to (7) always. Higher
scores indicate the extent to which the teacher provides feedback for self-regulation. Some
items on the scale are: ‘I explicitly value the academic progress of my students’, ‘I give my
students specific recommendations about how to study the contents of this class at home”,
and ‘I give my students specific recommendations on how to study with their classmates in
a collaborative way’. The confirmatory factor analysis carried out indicated an adequate
fit of the model (χ2 (4) = 5.593 *; RMSEA = 0.064 (0.000–0.177); SRMR = 0.028; TLI = 0.99;
CFI = 0.97). The reliability level was confirmed adequate at α = 0.70.

2.2.3. Self-Regulation Beliefs and Affect Scale

This scale consists of 5 items with a 7-level Likert-type response format ranging from
(1) never, (2) rarely, (3) sometimes, (4) indifferent, (5) often, (6) usually, to (7) always. Higher
scores indicate the presence of self-regulatory beliefs and affect. Some items on the scale
are: ‘I find it relevant that teachers promote self-regulation of learning in students’, ‘I think
it is important that teachers monitor the activities done by students’, and ‘It negatively
affects me when students do not complete their assignments in my subject’ (Díaz-Mujica
2020). The reliability level was confirmed adequate at α = 0.70. The confirmatory factor
analysis carried out indicated an optimal fit of the model (χ2 (5) = 4.295 *; RMSEA = 0.000
(0.000–0.013); SRMR = 0.047; TLI = 1.000; CFI = 1.000).

2.2.4. Basic Psychological Needs Satisfaction and Frustration Scale

This scale consists of 24 items grouped into six factors that measure satisfaction
and frustration of each of the basic psychological needs proposed by the theory of self-
determination: satisfaction/frustration of the need for autonomy, competence, and related-
ness. The autonomy dimension, with 8 items, measures feelings related to the possibility
of freely choosing and committing to the choice of tasks that matter to the individual; for
example, ‘I feel that I have the freedom and possibility to choose the things that I do’. The
competence dimension with 8 items assesses the ability to carry out activities and achieve
goals successfully; for example, ‘I feel like I can do things well’. The relatedness dimension,
made up of 8 items, measures the relationship with others and the sense of belonging; for
example, ‘I feel like the people I care about care about me’.

In each dimension, 4 items measure satisfaction and 4 measure frustration of needs.
The 24 items are evaluated using a 7-level Likert-type response format, ranging from (1)
strongly disagree, (2) disagree, (3) somewhat disagree, (4) neither agree nor disagree, (5)
somewhat agree, (6) agree, to (7) strongly agree. Regarding the results of the validation
process with Chilean university students (Del Valle et al. 2018), by means of a confirmatory
factor analysis of the scale, an adequate adjustment of the data to the model was obtained
with a ratio χ2/gL = 1.75; a CFI = 0.92; an IFI (Increment Fit Index) = 0.92; a TLI = 0.90; an
RMSEA of 0.05 (CI (Confidence Interval) = 0.042–0.058) and an SRMR of 0.05. In addition,
the scale showed good reliability for the satisfaction of psychological needs dimension
(α = 0.90) and for the frustration of needs dimension (α = 0.86).

2.2.5. Ad hoc Questionnaire

The sociodemographic data were obtained through an ad hoc questionnaire that
elicited elements such as: age, sex, university, study program affiliation, among others.

2.3. Data Collection and Analysis Procedure

The data were collected via a digital form designed to be answered in not more than 15
min, which was preceded by an informed consent outlining the possible risks and benefits
of the study, duly endorsed by the sponsoring university Ethics Committee.

To respond to the proposed objectives, descriptive statistics were used to analyze the
sociodemographic characteristics of the sample and assist in the interpretation of the results
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obtained in each of the instruments. This included the calculation of the mode, median,
mean, standard deviation, highest and lowest score observed, and range. In addition,
Spearman’s correlation analysis was conducted to evaluate the relationship of dimensions:
(1) Disposition towards studying, (2) Teaching Behavior, Self-Regulation Beliefs and Affect,
and (3) Satisfaction and Frustration of Basic Psychological Needs.

The validity and reliability analyses were carried out using Mplus 8.4 and Jasp 0.12.2.0
software tools, respectively. The correlation analysis and the estimation of the Cronbach’s
Alpha coefficient were performed for each dimension and for each of the instruments.
The descriptive data analysis was carried out by levels, maintaining coherence with the
Likert-type scale used in the instruments; that is, high indicated scores greater than 5 points,
medium indicated scores between 4.01 and 4.99, and low indicated scores between 1 and
3. All the scales used had a range between 1 and 7 points, an aspect that facilitated the
subsequent analysis of the responses provided by the participating lecturers.

3. Results

The descriptive analysis showed that, in general, the participants presented high
scores in promoting disposition towards studying in the context of a pandemic, medium
scores in the study planning dimension, and high in goals and purposes, as well as study
strategies. The teaching behavior scale, feedback for self-regulation, self-regulation beliefs,
and affect had even higher scores.

Regarding the dimensions of satisfaction of basic psychological needs, high and low
scores were found, the highest being the satisfaction of competence needs. Concerning
the frustration of needs, expected means were observed for this type of dimension, the
frustration of autonomy needs being the one that presented the highest score. In general,
satisfaction of basic needs proved to be high, whereas frustration of needs showed low
scores (Table 1).

Table 1. Descriptive statistics of the studied variables.

Dimensions Min Max M SD

Promotion of disposition towards studying 3.36 7.00 5.47 0.83
Planning 1.40 7.00 4.71 1.43
Goals, purposes 2.00 7.00 5.19 1.18
Study strategies 2.33 7.00 5.28 1.16
Feedback for self-regulation 4.00 7.00 5.98 0.79
Self-regulating beliefs and affect 3.40 7.00 6.06 0.77
Satisfaction of autonomy needs 1.25 7.00 5.61 1.09
Frustration of autonomy needs 1.00 7.00 3.48 1.45
Satisfaction of relatedness needs 2.25 7.00 5.99 1.12
Frustration of relatedness needs 1.00 4.75 2.01 1.03
Satisfaction of competence needs 3.00 7.00 6.30 0.79
Frustration of competence needs 1.00 5.50 2.05 1.15

The results showed that there was a positive and high correlation between the promo-
tion of disposition towards studying and feedback for self-regulation (r = 0.752; p < 0.001).
A positive and moderate correlation was also observed between beliefs and affect with
feedback for self-regulation (r = 0.620; p < 0.001) and high with promotion of disposition
towards studying (r = 0.475; p < 0.001). In addition, the results presented a positive and low
correlation between the aforementioned variables, the satisfaction of competence needs,
and the satisfaction of relatedness needs (Table 2).
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Table 2. Correlations among studied variables.

1 2 3 4 5 6 7 8 9 10

(1) Promotion of disposition
towards studying 1

(2) Feedback for self-regulation 0.75 **
(3) Beliefs and affect 0.62 ** 0.46 **
(4) Satisfaction of autonomy
needs 0.09 0.11 0.14

(5) Frustration of autonomy
needs −0.05 −0.04 0.08 −0.53 **

(6) Satisfaction of relatedness
needs 0.04 0.05 0.23 * 0.47 ** −0.06

(7) Frustration of relatedness
needs −0.02 0.01 −0.06 −0.43 ** 0.35 ** −0.61 **

(8) Satisfaction of competence
needs 0.21 * 0.25 * 0.17 0.58 ** −0.32 ** 0.37 ** −0.31 **

(9) Frustration of competence
needs −0.15 −0.19 −0.06 −0.55 ** 0.46 ** −0.32 ** 0.47 ** −0.56 **

(10) Frustration of needs (total) −0.04 −0.03 0.01 −0.63 ** 0.83 ** −0.36 ** 0.71 ** −0.44 ** 0.77 **
(11) Satisfaction of needs
(total) 0.12 0.14 0.22 * 0.86 ** −0.36 ** 0.77 ** −0.57 ** 0.76 ** −0.57 ** −0.59 **

Note. * p < 0.05, ** p < 0.01

Regarding the promotion of self-regulation of learning, 75.3% of the teachers presented
high levels in the promotion of study strategies; similar results were found in the learning
goals variable, with 60.8%. In relation to planning, 49.5% of the teachers encouraged
planning; the rest of the participating teachers did so at a lower level (27.8%) (Table 3).

Table 3. Descriptive levels of the studied variables.

Dimensions Levels

Low % Med % High %

Promotion of disposition towards studying 4.12 20.61 75.32
Planning 27.83 22.76 49.55
Goals and purposes 14.41 24.75 60.85
Study strategies 12.42 18.67 69.14
Feedback for self-regulation 0 14.48 85.62
Self-regulating beliefs and affect 1.00 9.34 89.75
Frustration of needs (total) 91.83 7.23 1.04
Satisfaction of needs (total) 3.15 7.20 89.72

Feedback, beliefs, and affect for self-regulation showed high levels, at 85.6%. Regard-
ing the satisfaction of basic psychological needs, the teachers reported having their needs
satisfied; however, 7.2% presented medium levels. Consistent with these results, the level
of frustration of basic psychological needs proved to be low in most of the sample; only
1.0% presented medium levels of frustration (Table 3).

4. Discussion

The objectives of this research were to analyze lecturers’ perceptions about the activities
that they declared to carry out in class to promote their students’ disposition towards
studying and to analyze the relationship between feedback, beliefs, and affect for self-
regulation and the satisfaction of basic psychological needs in university teachers. Based
on the results, this section will present the most relevant aspects of discussion, future lines
of research, and limitations.

Actions aimed at promoting disposition towards studying in university students are a
fundamental tool to strengthen self-regulated learning, especially in the context of virtual
classes due to the COVID-19 pandemic. In this sense, the promotion of disposition towards
studying allows teachers to guide students in the setting of goals, purposes, study strategies,
and the prioritization of certain academic activities over others. The foregoing is linked to
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educational support as an indicator of experiences that favor learning and self-efficacy in
learners.

Obtaining moderately high scores in facilitating disposition towards studying is a
finding that allows us to infer that the participating teachers’ perceptions are consistent
with the proposals of Bandura (1997), in relation to the teacher as a model in the teaching–
learning process (Bandura 1997; Coll et al. 2008; 2011; Zimmerman 2013). Consequently, we
can ascertain that the lecturers who participated in this study were aware of the importance
of promoting self-regulation, motivation, and disposition towards studying in a highly
deregulated context, such as the one lived during 2020–2021, marked by a pandemic
that changed the learning environment (Pregowska et al. 2021). Thus, it is important to
emphasize the educational support teachers can provide, which was highly valued by most
of the respondents in this study.

This is how, at least from a descriptive point of view, educational support is strength-
ened by the presence of feedback for self-regulation, which implies a high willingness on
the part of teachers to deliver acts of recognition, oriented to the assessment of the progress
achieved by students. This is consistent with self-regulation beliefs and affect, insofar as
teachers think that fostering students’ self-regulation of learning is a relevant action, with
an affective impact on teachers in response to the students’ success and/or failure in their
academic assignments.

The promotion of self-regulation of learning is a way forward towards the study of key
learning experiences (Coll et al. 2011) and learner identity (Falsafi and Coll 2011). These are
essential aspects to open a space for understanding and promoting self-efficacy in learners
(Abello-Riquelme 2019).

In addition to the above, research evidence shows that there is a significant relationship
between feedback for self-regulation and self-regulation beliefs and affect. This implies that
teachers value the importance of self-regulation and consider the support it provides as
fundamental to the students’ formative process, with clear effects on emotional regulation
and learning strategies (Panadero et al. 2021), as well as on motivation and academic
performance (Stover et al. 2014).

Regarding the analysis to establish the level of satisfaction and/or frustration of basic
psychological needs proposed by the theory of self-determination, it was found that a high
percentage of the participating teachers presented high levels of satisfaction in competence
and relatedness. However, a tendency for moderately high scores in the need for autonomy
of the frustration dimension is also observed (Betoret and Artiga 2011; Deci and Ryan 2000),
which warns that in this educational scenario, and given the long periods of confinement
and online classes, teachers perceive that they have lost control of some aspects of their
behavior.

This is consistent with the virtual educational situation, which, although it allowed
maintenance of the academic workflow, could also be linked to the loss of control in certain
aspects that, before the pandemic, were basic, daily, and controllable, for example, the
flow of interactional activities (Santrock 2018). Before the pandemic, in a face-to-face class,
teachers interacted with students through verbal and non-verbal language and could also
supervise their work in real time. In the virtual context, the teacher interacts through the
computer screen, which makes it very difficult to appreciate students’ real commitment.
Therefore, it is possible to understand teachers’ loss of control and autonomy, which shows
dissatisfaction in some of their basic psychological needs, as indicated in the frustration of
autonomy needs dimension.

All of this is evident in numerous courses with more than forty or fifty students of
whom, among other things, mandatory attendance cannot be required. This is mainly
because in many cases, students have faced the need to work to support their families
or because of weak internet access, which is needed to use all the necessary resources of
university online platforms to maintain quality communication.

Accordingly, despite the effects of the pandemic, most teachers kept their basic psycho-
logical needs satisfied, which helped them perceive that they were sufficiently autonomous
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and competent. However, there was a decrease in the need for autonomy in the studied
sample, which is probably due to the new modality of online classes and the long periods
of confinement to which they have been exposed.

With regard to the relationship between feedback, beliefs, and affect and the three
basic psychological needs, the data showed that there is only a partial relationship between
these variables. There is a positive and significant relationship between feedback for self-
regulation and self-regulatory beliefs and affect, which suggests that teachers are interested
in providing direct feedback to students so that they achieve higher levels of self-regulation.

These findings show a positive but low relationship between the perception of feedback
for self-regulation and the satisfaction of the psychological need for competence. This
can be justified from a theoretical point of view, since the teachers perceived themselves
as competent in what they do, but with little or low incidence in the learning process.
Something similar is observed between self-regulation beliefs and affect and the satisfaction
of the psychological need for relatedness.

Thus, it can be inferred that the psychological well-being of teachers allows them to
develop an interest in promoting self-regulation of learning, together with the delivery of
acts of recognition aimed at promoting students’ self-regulation. A niche is generated to
connect the lecturers’ satisfaction of psychological needs to the reconstruction of the learner
identity in university students.

5. Conclusions

Regarding the objectives of this research paper, we can conclude that we found some
interesting answers. One that stands out is the high interest that the participating university
teachers had in promoting disposition towards studying in their students, especially if it is
about strengthening goals, purposes, and study strategies. Similarly, in relation to basic
psychological needs, teachers considered that, in general, they are satisfied with very low
frustration levels.

These observations acquire greater relevance if we consider that the lecturer sample
described in this study is quite heterogeneous. However, when we analyze the sample
separately, the observed results are similar to those found in the general sample. These
results must be further examined with larger sampling.

Although we did not find correlations between the promotion of disposition towards
studying and satisfaction of basic psychological needs, it was possible to establish a rela-
tionship between feedback, beliefs, and affect for self-regulation and satisfaction of basic
psychological needs in university teachers. This finding strengthens the comparison be-
tween emerging scales (feedback for self-regulation, beliefs, and affect for self-regulation)
with consolidated scales (basic psychological needs satisfaction and frustration scale).

Limitations and Projections

Both the disposition towards studying promotion and the satisfaction of psychological
needs in academic contexts are aspects that should continue to be studied with more
homogeneous samples and with a greater number of participants, this being one of the
main weaknesses of this study. Further endeavors could increase the sample, to improve
the reliability and validity of both the instruments and results. Given the sample size,
the results of the present study cannot be generalized; therefore, these results have an
exploratory character.

It would be convenient to repeat this study in face-to-face mode, so that greater
variables control could be implemented when applying the surveys. This was an important
weakness, as after sending a link in this virtual context, it was not possible to increase the
responses or improve its homogeneity.

An interesting projection that arises from the results of this study consists of analyzing
teachers’ perspectives before and after the application of an intra-curricular workshop
aimed at strengthening self-regulation of learning in students who are in their first year
of university studies. It would be expected to find that teachers who are concerned about
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promoting disposition towards studying in their students achieve favorable effects in
self-regulation.
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