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CHAPTER

Motivation and Goal Perspectives
In Children’s Physical Education

Athanasios Papaioannou
GREECE

The fesearch reported in this chapter is based on theories developed in North America
(Ames & Archer, 1988; Duda, 1992, 1993; Dweck, 19913 Nicholls, 1989), although
| they also have received some attention in Europe (¢:g., Heckhansen, Schmalt, &
Schneider, 1985; see also chapter 10). Nevertheless, there are some important differ-
ences. First, unlike the American researchers who have concenitrated mainly on
competitive or recreational sport, in the present chapter research-examining students’
motivation in physical education Jessons is reported. Further, unlike most of the
résearch in North America, which has examined the effects of individual and situa-
tional differences on children’s achievement mainly in isolation from each other,

the perspective adopted here is an initial attempt to examine the interactional effects

of person and environment on students’ motivation. Finally, the validity of contempo- |

rary theoriés of children’s motivation is examined in a cultre other than America |

. (namely, Greece). - - ' . : "
I started my investigations into children’s motivation in physical activities 6 years

ago as research student at the University of Manchester, England. At that time there

were three general questions that shaped my research. First, since the role of school

* physical education in public health is widely recognised (e.g., Morrow, 1991) the |

issue to be addressed was how can we implement physical education in order @ - !

to motivate students 1o try their best during the lesson, (b) to make sure that they |

really Jearn as much as possible in the lesson, {c) to ensure that they have an |
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cnjoyable Jesson, (d) to make sure that students develop the most positive attitudes
towards exercise, and (e) to be confident that after the end of school, students will
continue to exercise, effectively using what they have leamed? .Obviously, the’
question was one about students’ motivation and achievement.

The second general question was concerned with the way these issues should be
examined. Some theories focus primarily on the effects of external or objective
conditions on people’s behaviours. Others put greater emphasis on internal or subjec-
tive conditions and deal primarily with dispositional differences. There are also
theories that deal quite effectively with both issues, or better, with the interaction
hetween the person and the external environment. Since the latter appears 10 be the
most comprehensive perspective, a theory and a research methodold'gy sharing this
view should be adopted.

The third question was an ethical one. It was whether any exxstmg theory could

give effective answers with regard to how we can sustain optimal motivation in all
Llnldren In my own country of Greece there are two main characteristics that seem
to discriminate students in physical education: gender and Jevel of atliletic ability.
My experience suggests that gender discrimination to a large extent reflects sport
ability-based discrimination (see also Griffins, 1989; Kirk, 1990). Thus a theory
should be used whose implications ensure, or at least assist in, optimum  motivation
in students of all levels of ability.

In support of the argument that the theoretical framework of goals can successfully
answer the above questions (Nicholls, 1989; Dweck & Leggett, 1988), the remainder
of this chapter reporis some findings from my recent studies. Because of space
limitations, only a brief description of the theory used in these studies will be "
presented here. For further reading see Ames (1984a), Ames and Archer (1988),

Duda (1992, 1993), Dweck (1991), Dweck and Leggett, (1988), Nicholls g9 - |

and Papaioaninou { 1992).

Goal Perspectives Theory and Assessment -

According to the theoretical framework of goal perspectives, in achievement situa-
tions at least two different classes of goals are identifiable: a task or leaming goal
and an ego or performance goal.

When a task or leammg goal is salient, people are concerned with how to accom-
plish a meaningful task that will lead to greater personal competence. Since the
goal is 10.gain competence, people see effort as the prime antecedent of achievement
and. speaking generally. the major prerequisite of success. Therefore, they try hard
10 Jearn new skills. and they value the process of leaming itself. No external rewards
- or threats are necessary in order to motivate task-involved children because the most
important rewards are in the accomplishment itself and in the gains in knowledge or
skills that xmpl) improvement in competence. In other words, when the goal is the
development of competence in a meaningful task, children are always intrinsi-

cally motivated.
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Because people can infer that their competence has been increased if they evaluate
it relative to their personal progress rather than normative criteria such as others’
performance, when a leaming goal is adopted the criteria of evaluation are personal
(i.e., where one’s performance stands relative to one’s past.performances). This
implies that when a task or leamning goal is salient success is defined as personal
improvement. When someone is task involved, no actual failure is perceived because
any mistake serves as a guide for future improvement in competence. Once an error
is identified, the probability of its repetition and the comresponding detrimental effect
on future performance are progressively eliminated.

The implications of the theoretical framework of goals extend beyond the achieve-
ment domain (e.g., see Duda, Olson, & Templin, 1991; Kelley, Hoffman, & Gill,
1990). For example, since no fear of failure exists in task involvement, people do
not hesitate to ask for help from others or to co-operate and to help others, because

they see co-operation, help-seeking and help-giving as an effective way towards

personal and collective improvement.
When an ego or performance goal is salient people are concerned with how good

 they are at the particular task (e.g., the goals that a high evaluative environment

imposes when, for example, children are told ‘We are going to have a race to see
who is fastest’). Consequently, people’s main interest is to show evidence of their
ability in a normative sense. For instance, they try to beat others, or to outperform
ahigh normative performance or to achieve success with little effort. In other words,

" the criteria of evaluation are normative and children feel successful and satisfied

v
N

when they are evaluated by others as higher achievers than their group of reference
(e.g., children of the same gender, same age, etc.). In contrast, children experience

failure and negative emotion when they are evaluated as having lower abilities than
" most of their reference groups. Thus children feel anxious when they foresee. that

they will exhibit low abilities and generally they either try to avoid the task or
exhibit low effort, which will be used as an excuse for their failure.

The validity of the theoretical framework of goal perspectives has received consid-
erable support in the domain of physical activity (see the reviews of Duda, 1992,
1993). Most of the field studies conducted until now have used questionnaires
measuring personal goals in sport. For example, two items from Duda‘s’ (1989a)
questionnaire state ‘I feel most successful in sport when the others can't do as well

'.as me’ (ego .oriémation), and *1 feel most successful in sport when I leam a new
skill and it makes me want to practise more’ (task orientation).

Adopting the same perspective, in the first study with Greek students (Papaioan-
nou, 1990; Papaioannou & Duda, 1992) a questionnaire measuring individual differ-
ences in students’ goals (dispositional goals) in sport was completed by 211
adolescents. In addition, they completed a questionnaire measuring students’ motives

for participation in the physical education lesson (similar to that of Gill, Gross, &

Huddleston, 1983) and a questionnaire measuring perceived purposes of physical
education (similar to that used by Duda, 1989a). o
All questionnaires were analysed by factor analysis. The two-factor solution
reflecting task and ego orientation respectively (Papaioannou, 1990) was replicated
2 years later with a sample of 394 Greek students (Papaioannou & Duda, 1992).
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Factor analysis also produced five factors for motives for participation (status, fitness
development, affiliation, excitement and skill improvement) and five factors for
perceived purposes of the physical education lesson (fostering of mastery-coopera-
tion, increase of self-esteem, improvement of fitness, increase of status by any
means and cultivation of citizens of good character). Analyses using canonical
correlation showed that ego orientation was associated with motives for social status
while fask orientation was associated with motives for skill improvement, fitness
development and affiliation. A

Furthermore, ¢go orientation was a positive predictor of the perceived purposes
of ‘social status by any means’ and ‘increase of self-esteem’, but task orientation
was a positive predictor of ‘mastery-cooperation’, ‘increase of self-esteem’, ‘cultiva-
tion of good-character citizens’ and ‘fitness improvement’. _

These results are in accordance with the assumptions of goal perspectives theory
and identical to those of Duda (1989a). Further, a useful implication of these findings
is that dispositional goals in sport activities can be reliably and validly measured
in a Greek population.

Contextual Differences in Students’ Perceptions of Their Class

In addition to dispositiona) differences, contextual differences in goal perspectives
exist (for reviews see Nicholls, 1989; Dweck & Leggett, 1988). In the sport domain,
most of the studies in this area have been conducted in laboratories {e.g., Jourden,
Bandura. & Banfield. 1991). Since many authors have challenged the usefulness of
the laboratory’s artificial environment (e.g.. Martens, 1979), and given that very
few field experimental studies (e.g., Burton, 1989) have been conducted in this area,
research is lacking on the effects of situational differences in goal perspectives on
children's motivation and achievement. This shortcoming, in conjunction with the
limited number of studies dealing with- motivational issues in physical education
(for a review see Papaioannou. 1992), make explicit the reasons why I chose to
examine the effects of the physical education environment on students’ motivation.

Dealing with the interaction between person and environment, Murray (1938)
noticed that there is a difference between the environment perceived by a detached
observer and that perceived by the people involved in it. A typical exaniple of the
‘objective” approach to the study of the environment is the systematic observation
that adopts instruments such as those described in Darst, Zakrajsek, and Mancini’s
(1989) book. Typical of the ‘subjective’ research approach are interviews or question-
naires measuring students’ perceptions of the environment such as those described
by Fraser (1986).

According to Fraser (1986), student perceptual measures arc more economical
and have been found 10 account for considerably more variance in student leaming
than observationa! techniques. Moreover, studying the effects of students’ percep-
tions of their classes® climates on their motivation and achievement has the advantage
of concentrating on both person and situation simultancously. Indeed, Stern, Stein,
and Bloom (1956) distinguished between the idiosyncratic view that each person

has of the environment and the shared view that members of a group hold about .
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the environment. As many studies reviewed by Fraser (1986) show, the perceived
environment reflects both the idiosyncratic and the shared view of its members.
Based on the theoretical framework of goals, Ames and Archer (1988) have
developed a questionnaire measuring the two basic dimensions of classroom climate
proposed by this theory: mastery and performance orientations in the classroom.
Similarly, 2 questionnaire measuring mastery- and performance-oriented teams has
been developed recently by Seifriz, Duda, and Chi (1992). Ames and Archer (1988)
found that perceptions of mastery-oriented classes were strongly related to positive
attitudes towards the class, preferences for challenging tasks and effective learning
strategies. Seifriz et al. (1992) found that perceptions of a mastery-oriented basketball
team were associated with enjoyment in playing basketball and the belief that effort
leads to achievement in basketball. On the other hand, perceptions of a performance-
oriented team were related to the belief that superior ability causes success in
basketball. Thus, there is already some evidence supporting the hypotheses generated
by goals theory regarding the effects of the environment on students’ motivation.

Leammg and Performance Oriented Pkyswal Education
Classes Questionnaire (LAPOPECQ)

In order to'measure perceptions of physical education classes’ goals, I developed a
questionnaire (‘Leaming and Performance Oriented Physical EducationClasses Question-
naire’; LAPOPECQ) (Papaioannou, 1994) which consists of five factors. Two of them
measure perceptions of class leaming orientations and three of them perceptions of class
performance orientations. Results from confirmatory factor analysis showed that the
‘questionnaire has a hierarchical structure: the two leaming factors are first-order factors
of a second higher-order factor named leaming, and the three performance factors are
first-order factors of a second higher-order factor called perfonnance

The same five first-order factor solution emerged in three different samples
consisting of: (a) 122-students from four physical education classes of students aged
14 and 17 years, (b) 1,393 students from 55 physical education classes (28 classes:
students 13 years old: 27 classes: students 16 years old), and (c) 394 students from
16 physical education classes (students’ age in 8 classes: 14 years old; students’

age in the remaining 8 classes: 17 years old). All students were Greek adolescents.

In addition to the LAPOPECQ, the adolescents from the first two samples were

asked whether they perceive that their teacher is mainly satisfied by the successof

students who: (a) have high athletic abilities although they do not try very hard,
(b) have high athletic abilities and try very hard, (c) try very hard although they
lack ‘high athietic abilities. As appears in Table 12.1, the perception of a teacher
who is mainly satisfied by high ability but.not high effort was positively correlated

.with the three performance scales but negatively comrelated with the two leaming

scales. In other words, students® perceptions of a teacher who is particularly focused
on the issue of normative ability were positively related to the scales measuring
perceptions of classes’ performance orientation but negatively gelated to the scales
assessing perceptions of classes’ leaming orientation. On the contrary, as is shown
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Table 121 Correlations Between Perceptions of Teacher’s Satisfaction
and Perspectives of Classes’ Goals

Students’ Outcome

Teacher's Teacher-initiated Students’ Students’ worries orientation
satisfaction learning learning competitive about without
wijth .... orientation orientation  orientation mistakes effort
high ability ~27%* — 2% 18% 1% 29%
low effort

high ability . 28%* 23%% 02 01 ~.10%*
high effort

Jow ability 38*+ 28 -.07* -.02 -.08*
high effort -

p<001 **p < 0.001
Note. From Students’ Motivation in Physical Education Classes thch Are Perceived 10
Have Different Goal Perspectives by A.-Papaioannou, 1992, unpublished doctoral dissertation.

v

in Table 12.1, the perception of a teacher whose main interest is students’ effort
was. positively related to the scales measuring Jearning orientation. '

Although most of these relationships are quite low, they imply that the perception
of an emphasis on effort and not on normative ability is inherent in the two léarning-
oriented scales. On the contrary, the perception of an emphasis on normative ability
was mherem in the three performance-oriented scales.

Student Motiva,tioh_ and Achievement

In addition to the LAPOPECQ, the students from the second sample of 1,393 Greek
adolescents answered ‘a questionnaire measuring-attributions of success ‘and failure
1o ability. effort, 1ask difficulty and luck (Papaioannou, 1992).
In order to search for differences among profiles of students, eight different groups
were created according to their scores on the learning and performance scales and
.physical perceived competence scale. The learning scale consisted of the items of
the “teacher-initiated learning orientation’ and the ‘students’ leamning orientation’.
The performance scale was constructed by adding the items of the ‘students’ competi-
tive orientation’ and ‘outcome orientation without effort’ scales. These two new
scales werc further split, using as criterion the mean of the physical perceived
competence scale. Thus eight new groups were created, differing from one another
in terms of leaning goals. performance goals and perceived competence (€.g., high
learning/high performance with high perceived competence). The sample sizes of
all groups varied from 106 to 197 students.
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Students in the high learning groups perceived effort as a more important cause -

of success than students in the low leaming groups. These findings are in line with

' past research (Ames & Archer, 1988) implying that when students perceive their
. environment as highly leaming oriented, irrespective of their perceived competence

they define success as competence improvement whose main antecedent is high
effort. _

However, the results showed that when both leaming and performance goals are
salient, in addition to effort, children consider ability as an important cause of
success. Similar results from experimental studies have been reported in the past
(e.g., Ames, 1 984b). Although these results are possibly not t00 important from a
practical point of view (the differences were quite small), they imply that students
were more likely to focus on issues of ability when they perceived a high perfor-
mance-oriented class.

Regarding attributions of success to ease of task, the results showed that students
in the high learning/low performance group scored significantly lower than students
in the other three groups of goal perspectives. Similarly, in terms of success attribu-
tions to. luck, the, most important differences were the lower scores of either high
or low perceived competence students in the high learning/low performarnce group
than that of low perceived competence students in the remaining three groups.

Despite the small or moderate differences found, these findings suggest that irrespec--

tive of students’ perceived competence, when they perceive a high learning but low
performance-oriented environment, they are Jess likely to make task or luck attri-
butions.

This conclusion was. further supported by findings regarding failure attributions
given to task difficulty and luck. Students perceiving high learning and low perfor-
mance goals made relatively weaker attributions of failure to task difficulty or luck
than students perceiving high performance goals.

Since both task and luck ascriptions are external and usually considered uncontrol-
Jable and to be avoided (e.g., Weiner, 1985; Rudisill, 1989), the sum of these
findings implies that perceptions of both high learning and low performance goals
are the most promising for students’ motivation and. aéhievemg’rit. '

A questionnaire developed by Eccles (Eccles, 1983; Midgley, Feldlaufer, & Ec-
cles, 1989), measuring interest in the lesson and perceived usefulness of the lésson,
was administered to all three samples (Papaioannou, 1994). Many studies have
shown that these factors are strong positive predictors of achievement behaviours
(e.g., Maclver, Stipek, & Daniels, 1991; Meece, Wigfield, & Eccles, 1990). Further-

" more, the students from the first two samples responded to Harter's (1981) “prefer-

ence for challenge® scale from the ‘Extrinsic versus Intrinsic Orientation in the

Classroom Questionnaire’. All scales had been modified for the physical education

lesson. The results showed that intrinsic motivation, interest in the lesson and
perceived usefulness of the lesson were strongly associated with the two leaming
scales. By way of contrast, there were either no correlations or negative correlations
among these three variables and the performance scales (see Table 12.2).
Because prior research has found that perceived competence is a positive predictor
of both intrinsic motivation (e.g., Harter & Connell, 1984; Weiss, Bredemeier, &
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Table 12.2 Correlations of Perceptions of Classes’ Goals With Intrinsic Motivation,
Interest in the Physical Education Lesson, and Perceived Usefulness of the Lesson

Students' Outcome
Teacher-initiated  Students’  Students’ worries  orientation
leaming learning  competitive  about without
orientation orientation  orientation. mistakes effort

Intrinsic 3% A4Hn¥ -07* -9+ — 224
maotivation

Interest in - S STHxk -01 -06 = J3¥%*
the physical education

lesson _

Perceived ’ A5%** 5g%A* 02 -02 —]2%**

“u<afulness of
the lesson

<005  *p<00]  ***p < 0.001
Nowe. From Students’ Motivation in Physical Education Classes Which Are Perceived to
Have Dificrent Goal Perspectives by A. Papaioannou, 1992, unpublished doctoral dissertation.

Shewchuk. 1986) and perceived importance of the task (e.g., Meece et al., 1990),
hierarchical regression analysis was used in order to examine whether the perceived
goal orientation could add further to perceived competence in the prediction of the
aforementioned measures. Accordingly, the scores of the leaming and performance
scales were computed and added into the equation after students’ scores on Harter’s
perceived physical competence scale. Thé results suggested that irrespective of
perceived ability, perceptions of leaming goals were strong positive predictors of
intrinsic motivation in the Jesson, interest in the lesson and perceived importance
of the lesson. In contrast. perceptions of performance goals made a small negative
contribution to the prediction of students’ motivational patterns in physical education.

Developmental Differences in Motivation

. Findings regarding developmental differences suggested that junior highschool students

(aged 13 10 15 years) perceived their classes as more leaming oriented than senior high
school students (aged 16 to 18 years) (Papaioannou, 1992). Moreover, the younger
students had significantly higher scores than the older students on intrinsic motivation,
inierest in the lesson and perceived usefulness of the lesson (Papaioannou, 1992).
Nevertheless. results from analysis of covariance showed that if students in junior
and senior high schoe}s perceived their classes’ learning orientation similarly, no differ-
ence (at Jeast no considerable differerice) would emerge in their intrinsic motivation,
" imcrest in the lesson or perceived importance of the lesson. It should be remembered
here that results from two different studies did not find any difference between junior high
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school and senior high school students’ dispositional goals (task and ego orientations)
(Papaioannou & Duda, 1992). Hence, assuming that the curriculum is 2 major cause
of differences between junior and senior high school students’ perceptions of the learning

_ environment, if teachers in senior high schiools adopted the leaming orientation in their

classes that their colleagues in junior high schools do, older students would be intrinsi-
cally motivated to the same degree as the younger students. Thus these data seem to
suggest that it may not be developmental differences beyond the age of 12 that make
Greek students less intrinsically motivated in the physical education lessons, but the
differences in the leaming environment that affect their motivation negatively.

/4

Perceived CIas& Goals and Related Van'ablqs

According to many theories of attitudes (e.g., Ajzen, 1988) and motivation (e.g.,
Bandura, 1986), intention is the major determinant of behaviour. Accordingly, the

. students from the third sample of 394 adolescents, in addition to LAPOPECQ,

answered a series of questionnaires measuring intentions for involvement in all
physical education lessons, intentions for high effort in all physical education lessons,
perceived physical competence and dispositional goals in sport (task and ego orienta-
tion). The results (Papaioannou & Theodorakis, 1993) showed that both dispositional
goals and perceived classes’ goals increased the prediction of intentions beyond
that accounted for by perceived competence.

For most theories of human motivation perceptions of control are major determi-
nants of motivation and achievement (e.g., Ajzen 1988; Bandura, 1986; Harter &
Connell, 1984). Following Ajzen’s (1988) instructions, students® perceptions of
control over involvement in all physical education lessons were measured in 394
adolescents (Papaicannou & Theodorakis, 1993). These students had already an-
swered LAPOPECQ, the questionnaire measuring dispositional goals in sport, and
Harter’s (1982) measure of perceived athletic competence.

The results showed that, in addition to perceived competence, task orientation in
sport and perceived learning goals added further to the prediction of perceived
behavioral control. In contrast, there was no relationship between ego orientation
or perceived performance goals and perceived behavioural control.

Interactioxi Between the Individual and the Environment

The correlations presented in Table 12.2 show the relationships of each student’s
total score on each scale of the LAPOPECQ and the three motivational variables.

"However, these coefficients reflect the combined effects of differences between

*

physical education classes and individual differences in students’ views within each
class. In order to examine whether the above correlations reflect the effects of actual
differences in the environment of the physical education classes or the effects of
different perceptions within the same physical education classes, correlations were
calculated between the class means (C) of each scale of the LAPOPECQ and the
three motivational factors. The results shown in Table 12.3 suggest that, in most
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‘Fable 2.3 Correlations of Intrinsic Motivation, Interest in the Lesson, Perceived
Usefulness of the Lesson, and Worries About Performance With Means of Classes’

Gioals (C) and Individual Differences Within Classes (1)

Students’ Outcome
Teacher-initiated Students® Students’ worries orientation
learning learning competitive about without
orientation orientation orientation mistakes effort
Intrinsic (C) .23%*+ 26+ -03 -04 — 0%+
motivation (1) .24%** Y A 06* —~08** — 20
Interest (C) 344*+* k% -02 -03 B E b
in the 1) 36+ 48*¥* -0l —~.07%* -] #
Jesson
Perceived (C) .39%** . YA .02 03 -]
usefulness. (1) 33> AGF** .02 -03 —QOF**
of the :
lesson
*p < 005 **p < 0.01 *ikp < 0.001

Nore, From Siudents’ Motivation in Physical Education Classes Which Are Perceived to
Have Different Goal Perspectives by A. Papaioannou, 1992, unpublished doctoral dissertation.

cases. the relationships described previously emerged between classes’ mean score
(C) on each scale of LAPOPECQ and the other constructs as well.

The next task was 1o examine the relationships between individual differences
within classes and tlie three motivational variables. To this end, partial correlations
were computed between the latier variables and children’s perceptions of their
classes” goal structure (I) after the variance due to class differences was removed
(that is. the means of the classes in each scale of LAPOPECQ were the control
variable). Again. each scale of LAPOPECQ showed similar relationships to the
other self-related reports as the relationships described for the combined score of
cach scale of LAPOPECQ with. the other self-related constructs.
 In sum. these resuls imply that both between-class differences and within-class

differences in the perceptions of classes’ goals affect students’ motivation. More
generally. both situational and dispositional differences in goal perspectives seem
to affect students’ motivation and achievement.

Defterminants of Student Perceptions of Class Goals

Because both between- and within-class differences in the perception of classes’
goals affzct students” motivation, it is quite important to discover the major determi-
nants of these differences.
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To the sample consisting of 394 students from 16 physical education classes
with eight different physical education teachers (two classes from each teacher). in’
addition to LAPOPECQ, questionnaires measuring the following variables were
administered: dispositional differences in task and ego orientation in sport, perceived
physical competence, attitudes towards exercise, attitudes towards the students’
physical education teacherand beliefs about physical education teachers in general
(Papaioarnmou, 1992). .

- In addition, for each scale of LAPOPECQ two new variables were computed.

The first variable was ‘teacher’ which, for each scale of LAPOPECQ, is the score

of the two classes taught by the same teacher. This variable is supposed. to measure
teacher’s contribution to the formation of students’ perceptions of their classes’
orientation. For example, in the case of the ‘teacher-initiated leaming orientation’
scale, the variable ‘teacher’ is the mean of the scores on the ‘teacher-initiated
learning orientation’ scale of the two classes belonging to the same teacher. The
second variable was class’ which, for each scale of LAPOPECQ, is the mean score
of each class. This variable was created because it was assumed that in addition to
the influence of the teacher, between-class differences might remain because of
different types of classes taught by the same teacher. :

Results implied that the particular teacher and the particular class (both of them
represent between-class differences), as well as individual differences in attitudes
towards exercise, task orientation in sport, attitudes towards the particular teacher,
and beliefs about physical education teachers in general, were positive predictors
of a leaming orientation. In other words, the above variables determined the way
that students perceived their classes’ leamning orientation. ,

Regarding the three performance-oriented scales, it was found that the variable
‘teacher’ and students’ ego orientation were positive predictors. Further, perceived
competence and attitudes towards the teacher were negative predictors of the stu-
dents’ worries about mistakes scale’, and the attitudes towards exercise score was
a negative predictor of ‘outcome orientation without effort’ scale.

These findings imply that both the teacher and the students from each particular
class are responsible for the creation of the learning orientation of the class, Neverthe-
less, the within-class differences in the perception of classes’ goals appeared to
exceed between-class differences. These results question the overemphasis on the
observation of teachers’ behaviour observable in North American work on sport
pedagogy. Further, they suggest that in addition to the teacher. many other factors
determining individual differences in goals, attitudes and beliefs should be consid-
ered in the study of students’ motivation and achievement (e.g., family, friends,
media, etc.). Moreover, since many of the findings discussed here suggest that
increased perceptions of leaming-oriented classes have very positive effects on
students’ motivation, the most important practical implication of these findings is
that teachers may wish to consider adopting a high leaming orientation in their
classes, and students should become more task oriented ,have more positive attitudes
towards their teacher and more positive views about teachers and school in general.

Overall, the implications of these findings for teachers, coaches, lecturers, parents,
politicians, journalists and anyone who is interested in education, physical education
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and sport are the same: Create a learning-oriented environment in the class, team,
or family; increase adolescents’ task orientation in school and sport; strengthen
. students’ positive attitudes and beliefs about their teachers, coaches and school in
general. In sum, adopt the policy and behaviours that emphasise learning goals in
school, in physical education and in sport contexts.

Determinants of Differences in Goal Perspectives Between Classes

In order to examine whether there were differences in the context of the lesson, in
students’ involvement in the lesson and in student-teacher interactions in physical
cducation classes differing in goal perspectives, one class of each of eight physical
education teachers was observed for three or four consecutive lessons (Papaioannou,
1993). In the study described earlier, two classes of each of these eight physical
cducation teachers had responded to LAPOPECQ (394 students from 16 physical
education classes). These answers were used to classify four teachers as having
high leamning-oriented classes (the classes’ scofe on the leaming scale was above
fhe median). and four teachers. as having low leaming-oriented classes. Results
revealed that there were large differences in the leamning orientation of the classes
taught by these two groups of teachers. Similarly, four teachers were classified as
having high performance-oriented classes and four teachers as having low perfor-
mance-oriented classes. The differences in the performance orientation of the classes
taught by these two groups of teachers. were also significant.

The observational tools used were the Cheffers Adaptation of Flanders’s Interac-
tion Analysis System (CAFIAS; Cheffers, Mancini, & Martinek, 1980) and Aca-
demic Learning Time in Physical Education (ALT-PE; Parker, 1989). With respect
to the categories of ALT-PE, results revealed that more practice and technique but
Jess game time was observed in high rather than in low learning-oriented classes
tsee Figure 12.1). Furthermore, in high leaming-oriented classes students were more
cognitively involved and exhibited Jess off-task behaviour than in low leaming-
ariented classes (see Figure 12.2). With regard to the categories of CAFIAS, results
suggested that more teacher's verbal instruction and more teacher’s verbal orders
and directions were recorded in high than in low leamning-oriented classes (see
Figure 12.3). :

The results from both observaxlonal systems imply that one very important feature
of high learning-oriented physical education classes in Greece is the emphasis placed
on instruction and skill development. This is evident from the higher proportion of
time spent on skill practice and teaching issues of technique (as recorded by the
ALT-PE), and the higher proportion of teacher’s verbal instruction and teacher’s
verbal orders and directions (as recorded by CAFIAS) in high rather than in low
learning-oriented classes.

With reference to performance orientation, the only dxffercnce from either ALT-
PE or CAFIAS emerged-in the CAFIAS category ‘teacher’s verbal orders and
directions” which was higher in classes with high performance orientations than in
low performance-oriented classes (see Figure 12.4). These results imply that in high




Motivation in Children’s Physical Education 257

A--a Hile -
w—a lole

10+
4] | T T B "

Wamm-up Transition Practice  Fitness Game  Technique
Hile 123 19.23 289 17.27 14.36 4,54
lote 10.78 16.41 . 8.18 239 3778 0.00

Categories

’

Figure 12.1 High learning-oriented classes displaying miore practice and technique-re-
lated behaviours, but less game-related activity, than low leaming-oriented classes (Hi =
high; Lo = low; Le = leamning-oriented class). '

Note. From Students’ Motivation in Physical Education Classes Which Are Perceived to Have Differ-
ent Goal Perspectives by A. Papaioannou, 1992, unpublished doctoral dissertation.

performance-oriented classes students were given less autonomy by their teachers
than in Jow performance-oriented classes. ' -
Overall, though the observational tools were not the most appropriate for assess-
ing the classes’ climate (I believe that no quantitative observational tool can
present an accurate picture of the climate of a class), large differences were ob-
served between classes differing in achievement orientations. The most im-
portant were those between high and low learning-oriented classes because there is
already a great deal of evidence suggesting that leaming orientation is strongly
associated with students’ motivation. As the above findings suggest, the most
prominent characteristic -of high leaming-oriented physical education classes in
Greece is the emphasis on students’ skill development. Further, these results
imply that Greek teachers should not expect to increase students’ motivation in
the physical education lesson through the entertainment that the games offer.
On the contrary, they can promote students’ motivation by focusing their efforts
on students’ learning and by setting goals for skill and knowledge develop-
ment. This does not necessarily imply that students should not play games during

. the physical education lesson. It does.suggest, however, that an optimal balance

should be adopted between the time devoted to skill practice and the time for
playing games, -
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HiLe 19.16 4.95 12.97 7.06 54.57 0.69 0.59
Lote 15.16 1435  12.97 0.98 55.97 0.14 048

Categories

Figure 12.2 High learning-oriented classes displaying more cognitive involvement and
less off-task behaviour than low leamning-oriented classes (M = motor; A = appropriate;
In = inappropriate; Hi = high; Lo =low; Le = jearning-oriented class).

Note. From Swudents’ Motivation in Physical Education Classes Which: Are Perceived 10 Have Differ-
ent Goal Perspectives by A. Papaioannou, 1992, unpublished doctoral dissertation.

Di‘ffcrencés in Goal Perspectives Between Individuals

”

As has been suggested, perceived competence and dispositional differences in task
orientation are positive predictors of student motivation. On the other hand, disposi-
tional differences in ego orientation do not seem to affect motivation. Indeed, as
can be seen in Table 12.4. for the sample consisting of 394 Greek students, intention
for participation in all Jessons was positively related to perceived competence but
weakly related to ego orientation.

However. these relationships concern the whole sample. As I have argued else-
where (Papaioannou. 1992), there is a hidden cost when we aggregate the data
from different individuals and different situations. Moreover, as Nicholls (1989)
suggested. students’ perceived competence is a stronger predictor of students’
motivation when students are ego involved rather than task involved. Accordingly,
I divided the whole sample into four different groups: (a) students perceiving high-
learing and low-performance goals, (b) students perceiving high-learning and high-
performance goals, (c) students perceiving low-leaming and high-performance goals
and (d) students perceiving low-learning/low-performance goals. In each of these

. groups. the relationships among intentions for involvement in all physical education

lessons and perceived competence and €go orientation were examined.
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Figure 12.3 Differences in teacher behavior between high and low learning-oriented
classes (Crt = criticism; Hi = high; Lo = low; Le = leaming-oriented class).

Note. Erom Swudents’ Motivation in Physical Education Classes Which Are Perceived 10 Have Differ-
ent Goal Perspectives by A. Papaioanncu, 1992, unpublished doctoral dissertation. '

A stronger relationship was found between intention and perceived physical
- competence in the low-learning/high-performance group than in the high-learning/
low-performance group. These findings support Nicholls’s (1989) arguments that
the role of perceived competence in students’ motivation and achievement is more
prominent when low learning and high performance goals are adopted. This is
predictable because when low learning and hlgh performance goals are adopted the
main incentive for participation in the lesson is the demonstration of high ablhty
Hence, the lower the leamning goals and the higher the performance ones, the more
the high perceived ability students and the less the low perceived ability students
intend to take part in the physical education lesson. Accordingly, if we want to
maintain equality in educational and sport contexts (i.e., if we want to motivate all
students irrespective of how able they are), these results suggcsl that both high
learning and low performance goals should be adopted.
Further, there was a positive relationship between intention and ego onentauon
in the two low learning groups but almost a zero relationship in the two high Jearning
ones. This is not an unpredictable finding because when students realise that they
have no.chance to improve théir competence by taking part in the lesson an important
reason that can possibly motivate them is the satisfaction deriving from demonstra-
ting their abilities to others. On the other hand, the almost zero association between
_ego orientation and perceived learning goals implies that when the value of all
 students’ improvement is stressed in the class, students cannot derive satisfaction

L erd e
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Figure 12.4 Differences in teacher behaviour in high and low performance-oriented
classes (Crt = criticism: Hi = high; Lo = low; Pe = performance-oriented classes).

Note. From Students” Motivation in Physical Education Classes Which Aré Perceived to Have Differ-
ent Goal Perspectives by A. Papaioannou, 1992, unpublished doctoral dissertation.

Table12.4 Correlations Among lntentlon for Involvement in all Lessons and Perceived
Competence and Ego Orientation in Groups Perceiving Different Goals

INTENTION
High
learning,
Whole  High learning, high Low leaming, Low leaming,

sample Jow performance performance high performance low performance

Perceived  .34%** 2] 3I% o 45wk 28*
competence '
Ego Jj4r* .04 .04 28%* B ¥ b
orientation
in sport

*p < 0.05 **n < 0.01 **¥p < 0.001
Note. From Students’ Motivation in Physical Education. Classes Which Are Perceived to
Haxve Different Goal Perspectives by A. Papaioannou, 1992, unpublished doctoral dissertation.
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by demonstrating their competence to others. Therefore, high ego-oriented students
have no greater incentive than low ego-oriented students to take part in the class.
In sum, although the above. results need replication with a larger sample and in

" different contexts, they suggest that when students perceive differently the goals -

that are salient in their classes (a difference due both to individual and situational
differences), different incentives motivate them and different psychological mecha-
nisms function. Moreover, they offer initial support to the argument that if we want
to provide equal motivation for both high- and low-ability students, and to avoid
the encouragement of ego orientation, both high leaming and low performance goals
should be adopted in physical education.

Goal Perspectives and Equality in Physical Education

Some issues about equality and goal perspectives were raised previously and a
further elaboration will be attempted here. The focus of discussion is whether we
can promote optimum motivation in children of all levels of ability and whether
we can eliminate teachers’ and students™ differential behaviour towards high- and
low-ability students. All findings reported below are based on the responses of 1,393

Greek students (Papaioannou, 1992).

Goal Perspectives and Mofivation of Students
With. Different Sport Experiences

Using students” answers regarding their participation in out-of-school sport activities,
four different groups were created: the first group was not currently involved in
either recreational or organised sport activities on a regular basis (the word ‘regular’
was defined as participation in any kind of sport activity at least twice’a week); the
secorid group was involved in recreational sport activities only; the third group
participated in organised sport only; the last group was involved.in both recreational
and organised sport activities. '

Results (Papaioannou, 1992) suggested that students who were not involved in
any physical activity in their out-of-school lives scored much lower in intrinsic
motivation, interest in the lesson and perceived usefulness of the lesson than students

“with experience of organised sport. Nevertheless, after adjusting for differences in
perceptions of learning goals and perceived competence, the differences in intrinsic
motivation and perceptions of the lesson were not of particular importance. These
findings suggest that no important differences would emerge in students’ motivation
as a result of their divergent sport experiénces if they did not differ in terms of

- perceived sport ability and perceptions of learning goals.

It should be noted here that the differences in perceived classes’ leaming orienta-

tion among students with different sport experiences are most probably caused by

. dispositional differences in task orientation (e.g., Duda, 1989b). Thus, the sum of
. the above findings suggests that despite students’ differences in sport experiences

RS
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(and correspondingly in sport abilities), if students were involved in activities where
perceptions of physical ability had no effects on their personal achievement (as.
previous findings showed, this is likely in a very high leamning and very low.
performance oriented environment), dispositional task orientation would make the
most important difference to their motivation.

Teachers’ Differential Behaviour Towards High and Low Achievers

A well-known research area dealing with the issue of equality in education and physical
education is that of self-fulfilling prophecies. Major reviews by Brophy (1983), Dusek
(1985) and Martinek (1989) suggest that teachers’ different behaviour towards high and low
achievers affects their expectations for future success as well as future achievernent itself.

Since a teacher’s different behaviour towards high and low achievers focuses
students® attention on issues of ability rather than how to master the task, a positive
relationship should exist between performance orientation and teacher’s different
‘behaviour towards high and low achievers. When a performance goal is adopted
what is most valued in the class is ability, and only students with high normative
ahility are rewarded. In contrast, when a learning goal is adopted in the class, the
issue of normative ability is irrelevant and therefore incompatible with perceptions
of different treatment of high and low achievers.

" These hypotheses were tested using LAPOPECQ and a modified questionnaire
devcloped by Weinstein (Weinstein, Marshall, Sharp, & Botkin, 1987) in order to
measure students’ perceptions of their teacher’s treatment of high and low achievers
(Papaioannou, in press). The latter questionnaire asked students how often their
physical education teacher would treat a student who is very able in the manner
described by 10 items. A similar question, with the same 10 items.was used to
measure the teacher’s treatment of a student who is not very able. The score resulting
from the difference of the two scales measured teachers’ differential behaviour. In
all 35 classes surveyed. this score indicated that teachers favoured high achievers.

As shown in Table 12.5, the two leaming-oriented scales of the LAPOPECQ
were positively related to teachers’ treatment of low achievers and negatively related
io perceptions of differential treatment. In contrast, the three performance-oriented
" scales were positively related to teachers’ treatment of high achievers and positively
rclated to perceptions of differential treatment. These findings suggest that in the
physical education context, learning orientation is associated with sustaining equality
whereas performance orientation is connected with maintaining inequality.

‘Students’ Intrinsic Motivation and Anxiety
When Participating With High or Low Achievers

COme of the most imponam criticisms that Nicholls (1989) and Dweck (1986) have made
of other theories of achievement motivation, such as those of Atkinson (1964) and
Weiner (1985). is that they are not applicable to the people who adopt high leaming goals.

According to these achievement motivation theorists, students with high perceived
ahility have higher expectations of success and are therefore more motivated than
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_ Table 12.5 Correlations Among Perceptions of Teacher’s Treatment of High and Low
Achievers and Classes’ Motivational Orientations

Students’ Outcome

Teacher-initiated Students’ Students’ worries orientation
learning leaming competitive about without
orientation orientation  orientation  mistakes effort

Teacher’s
treatment:
High -06 .01 .20** 206%* el b
achievers
Low VA i) R 01 -.04 -02
achievers
Differential —27%* - 20%* 5% _ 22%* J7e
‘treatment ’
score
**p < 0.001

Note. From Students’ Motivation in Physical Education Classes Which Are Perceived 10
Have Different Goal Perspectives by A. Papaioanriou, 1 992, unpublished doctoral dissertation.

students with Jow perceived ability. Nicholls (1989) argues that this is true when

. students are concerned about their ability relative to others. However, when students
are instead particularly interested in increasing their competence, perceived ability
should be irrelevant to their motivation.

Achievement motivation theorists predict that students expect failure when they
are forced to become involved in activities that are too difficult for them (e.g.. play
against more able opponents) and consequently experience anxiety. According 1o
goal perspectives theory, this is true when low learning goals are adopted. However.
when the student’s goal is improvement in competence, he or she does not womry
about failure even when confronted with very difficult tasks.

In order to test these assumptions, in addition to LAPOPECQ and to Harter"s (1982
perceived physical competence scale, 1,393 Greek students responded to a modifi2d

. version of a questionnaire used by Csikszentmihalyi and Larson (1984). Students were
asked how they feel when they play or exercise with classmates who are not very able
in sport. Factor analysis revealed two stable factors measuring intrinsic motivation
and anxiety. A similar factor solution emerged from students’ resporises to the same
questionnaire measuring students’ intrinsic motivation and anxiety when they play with
classmates who are very good in sport (see Papaioannou, 1992). .

- Figure 12.5 shows results regarding the intrinsic motivation scores of students
extremely high and extremely low in perceived competence for play or exercise
with either high or Jow achievers when they perceive their classes as extremely

.
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l< igure 12 5 Interaction between intrinsic motivation, perceived competence, and percep-
tions of Jearning goals (Hi = extremely high; Lo = extremely low; Ach = achievers; Pc =
_ perceived competence).

high or extremely low learning oriented. These results imply that all students are
more motivated to play with high rather than low achievers. This finding is hardly
«urprising because almost every theory of motivation stresses the importance of
challenging tasks to. the increase of students’ intrinsic motivation. For all students,
play or exercise with high achievers is a more challenging task than play or exercise
- with low achievers.

Nevertheless, the most interesting result was an mteracnon between intrinsic
motivation. perceived competence and perceptions of leaming goals (see Figure
12.5). This finding implies that when the students™ class is perceived as extremely
hich lcaming oriented, there is no difference at all between extremely high- and
extremely low perceived competence studems intrinsic motivation during play or
exercise with either high or low achievers. In contrast, when students perceive their
class as extremely low learning oriented and play or exercise with high achievers
occurs. there is a substantial drop in extremely low perceived competence students’
intrinsic motivation but no decrease at all in extremely high perceived competence
students’ motivation. Moreover, when the class is perceived as extremely low
learning oriented, and when exercise or play with low achievers takes place, there.
is a substantial decrease in extremely high perceived competence students’ intrinsic
motivation but no decrease at all in extremely low perceived competence students’
motivation. Further examination of the results revealed that all the aforementioned
differences were very large (see Papaioannou, in press).
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The prediction that perceived competence determines students’ motivation was
true when $tudents perceived low leamning goals. However, when extremely high
Jearning goals were adopted, students’ intrinsic motivation did not differ in accor-
dance with their perceptions of ability. In other words, when learning goals are
strongly emphasised in the class, both high and low perceived competence students
prefer difficult, challenging tasks (i.e., play or exercise with high achievers) because
this is most likely to lead to further improvement in competence. Importantly,
although students may differ in perceptions of competence, they are equally moti-

~ vated to engage in difficult tasks. Similarly, students are equally motivated during

play with low achievers despite the vast differences in their perceptions of compe-
tence. Thus, once again, these data suggest that if we want to provide optimum
motivation for students of all levels of ability, a leamning orientation should be
adopted. .

Regarding the assumptions about anxiety, the most interesting result was an
interaction between anxiety and perceptions of learning goals (see Figure 12.6). The
results imply that when play or exercise with high achievers occurs, all students

" perceiving extremely low leaming-oriented classes are more anxious than students

perceiving extremely high leaming-oriented classes. In contrast, during play or
exercise with low achievers, all students perceiving extremely low leaming goals
are less anxious than students perceiving high leaming goals. To express the previous
results in a different way, although there is no difference in students’ anxiety during

6 -
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Figure 12.6 Interaction between anxiety and perception of learning gozi: (Hi = high;

Lo = low: Ach = achievers; Pc = perceived competence; All = all students,.
Note. From Students’ Motivation in Physical Education Classes Which Are Percer.ed 10, Have Differ-
ent Goal Perspectives by A. Papaioannou, 1992, unpublished doctoral dissenatior.
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play or exercise with either high or low achievers when they perceive their classes
* as highleaming oriented, students perceiving extremely low learning-oriented classes
are much more anxious when they play with high rather than low achievers.

Overall, when Jow leamning goals are adopted, students perceive the task as
relatively difficult (i.e., play or exercise with high achievers), and they experience

" higher levels of anxiety than when they perceive the task as relatively easy. This
is true for either extremely Jow or extremely high perceived competence students.
On the other hand, when high leaming goals are adopted there is no difference in

* students® anxiety due to the Jevel of task difficulty. Students experience the same
level of anxiety irrespective of whiether they face difficult or easy tasks.

In sum, if ‘we want (o increase all students’ motivation and to decrease aversive
cmotions like anxiety, the adoption of high learning goals in the class is recom-
mended. Importantly. taking into consideration the possibility that in the future
people will exercise with their wives, husbands, children and friends rather more,

" that is with people who will have different abilities from their own, the adoption
of high Jeaming goals appears to be the best way (o motivate adolescents to adopt.
exercise as a lifestyle habit. : '

Conclusion

At the beginning of this chapter three general issues were addressed: how we can
maximise students’ motivation and achiévement in the lesson; how we can sustain
cquality in the class: how we can leam about these issues by adopting a research
methodology that considers the interactional effects of dispositiopal and situa-
tional differences. ' : '

Overall. the findings presented suggest that the adoption of a high-learning- and
low performance-oriented enviroment is the niost appropriate in order to maximise
motivation and achievement for children of all levels of ability.

With regard to teachers of physical education, it is proposed that they should
direct their efforts to how to inicrease all students® skill leaming and not focus on
andividual differences in athletic ability; spend more time for skill practice, knowl-
~dge ahout skill or fitness development and health promotion; support students®
autonomy: consider students” mistakes as a guide for further learning and not as an
indication of low ability; provide challenging, difficult tasks for all students; and
aress the values of personal progress-and cooperation.
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