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Abstract The purpose of the present study was to test the specificity hypothesis in the area of education. This hypothesis is derived from Vallerand’s hierarchical model of motivation and argues that situational motivation towards a specific activity should be mainly influenced by contextual motivation towards this activity, and not so much by contextual motivation towards a non-related activity. Furthermore, comparative differences in self-determination between physical education (PE) and classroombased education were examined. Participants were 102 British pupils aged between 12 and 14 years who reported their contextual motivation towards PE and classroom-based education. A month later, these pupils also reported their situational motivation toward a PE lesson and a science lesson (physics). Results from regression analyses offered full support to the specificity hypothesis. Furthermore, comparisons of self-determination levels showed that pupils were more self-determined in PE than in the classroom at both the contextual and situational levels. The specificity effect indicates that motivation at school is a multidimensional construct and, therefore, interventions to promote motivation should target each aspect of schooling independently. Key-words: contextual motivation • self-determination theory • situational motivation • specificity hypothesis



The understanding of motivation in school classes has been described as a key factor in explaining pupils’ cognitions, emotions and achievement behaviour (Covington, 1992). Several theories have been proposed to explain why some pupils exhibit curiosity and persistence for learning, and achieve success in school, whereas other pupils find their education boring and worthless, and drop out from school. Selfdetermination theory (Deci and Ryan, 1985; Ryan and Deci, 2000) offers a conceptual framework which can facilitate our understanding of motivation in education (Deci et al., 1991), as well as more specifically in physical education (PE) (Biddle, 2001).
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Self-determination theory Unlike most theories of motivation which distinguish between motivated and amotivated behaviour, self-determination theory goes a step further by distinguishing between different types of motivated behaviour. In brief, this theory argues that behaviour in any life context can be characterized as being intrinsically motivated, extrinsically motivated or amotivated. Intrinsic motivation refers to situations where individuals freely engage in activities which they find interesting and enjoyable, and which offer the opportunity for learning, task accomplishment or the experience of stimulating sensations (Vallerand et al., 1992). In contrast, extrinsic motivation is evident when individuals perform an activity because they value its associated outcomes (i.e. public praise, extrinsic rewards) more than the activity itself. Three types of extrinsic motivation have been measured in education (Vallerand et al., 1992), as well as more specifically in PE (Goudas et al., 1994). These are external regulation, introjected regulation and identified regulation. External regulation is the type of extrinsic motivation that has been extensively studied in the past, and refers to behaviours carried out in order to attain tangible rewards or to avoid punishment. For example, some children participate in PE because they feel they ‘have to’ rather than because they ‘want to’. Self-determination theory argues that individuals often attempt to transform such external regulations into personally endorsed values (Deci and Ryan, 2000). When this internalization process is hindered, behaviours remain externally regulated and lack self-determination. However, under certain facilitating conditions (e.g. availability of choice, provision of meaningful rationale and acknowledgment of feelings; see Deci et al., 1994) behaviours can be partially or fully internalized, thus reflecting different degrees of self-determination. Introjected regulation describes extrinsically motivated behaviours with a low degree of self-determination. The more classic examples of introjected regulation are activities performed out of guilt and shame. For example, many pupils perform their schoolwork because they do not want to let their parents down. In contrast, the third type of extrinsic motivation, identified regulation, represents behaviours with a high degree of self-determination (Ryan and Deci, 2000). With identified regulation individuals acknowledge the value of certain behaviours which they perform out of choice. However, these behaviours are still extrinsically motivated because they are performed as a means to an end and not for their own sake. For example, some pupils may study hard because they want to maximize their future career prospects and not because they enjoy academic work. Whereas both intrinsic motivation and extrinsic motivation represent different degrees of volition, amotivation, the third type of behavioural regulation described by Deci and Ryan (1985), represents the absence of motivation. Amotivation is evident when individuals lack the intention and willingness to engage in a particular behaviour. It often results from feelings of incompetence and uncontrollability and it is frequently linked to decisions to drop out from certain academic activities or from school altogether (Vallerand et al., 1997).
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The theoretical tenets of self-determination theory have been examined in a variety of interpersonal contexts, including education, work, leisure and sports (for a review, see Deci and Ryan, 2000). In an attempt to synthesize the empirical evidence and to provide a guiding framework for future research in this area, Vallerand (1997) presented a hierarchical model of intrinsic and extrinsic motivation. This is a complex model with various postulates and associated corollaries. However, in a nutshell, Vallerand (1997) argued that intrinsic motivation, extrinsic motivation and amotivation exist at three hierarchical levels of generality. These are the global (i.e. trait), the contextual (i.e. interpersonal domain) and the situational (i.e. state) levels. Within each level of generality, Vallerand (1997) described a motivational sequence which differentiates among the different types of motivation described by Deci and Ryan (1985), their antecedents, and their consequences. Vallerand’s (1997) model has been successfully tested at the three levels of generality across a wide variety of life domains (for a review, see Vallerand, 2001). However, research in the area of classroom-based education using the hierarchical model has been sparse (for an exception, see Vallerand et al., 1997). Similarly, it is only very recently that researchers have tested the hierarchical model in PE (e.g. Ntoumanis, 2001; Standage et al., in press). The results of these studies were largely supportive of the model, but they did not address some very important corollaries and effects postulated by Vallerand (1997). The specificity hypothesis The main purpose of this study is to focus on a very interesting corollary of the model which has received scant empirical attention. This corollary (3.3) states that motivation at a given level of generality results from top–down effects of motivation at the proximal level higher up in the hierarchy. Based on this corollary, Vallerand (1997) formulated the specificity hypothesis to describe the influence of global motivation on contextual motivation and of contextual motivation on situational motivation. In regard to the latter effect, the specificity hypothesis argues that situational motivation towards a specific activity should be mainly influenced by contextual motivation towards this activity and not so much by contextual motivation towards a non-related activity. The specificity effect occurs due to the similarity of the situational and contextual domains. Vallerand (1997) hastened to add that the specificity effect does not rule out the influence of other contextual motivations or social factors on a given situational motivation, but these influences should be less strong than those of the directly relevant contextual motivation. The top–down effects from contextual motivation to situational motivation have received very limited empirical attention. For example, Chantal et al. (1996) showed that college students’ situational motivation towards an educational task was predicted by their contextual motivation towards education and not by their contextual motivation towards leisure and interpersonal relationships. Similarly, contextual motivation towards leisure was the only significant predictor of situational motivation towards a leisure task. The specificity effect was also tested by Brunel et al. (2000),
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but away from the laboratory environment. Specifically, Brunel et al. (2000) assessed the contextual and situational motivation towards leisure and sport of 268 male and female French university students. Data were collected in two phases one month apart from each other. In the first phase, students completed the contextual scales and in the second phase students completed the situational scales. Approximately half of the participants indicated that they were enrolled in a sport programme at the university for recreational purposes (i.e. leisure) and had no intention of taking part in competitions. For these participants, situational motivation towards their sport was predicted by contextual motivation towards leisure and not by contextual motivation towards sport. In contrast, for the other half of the sample who indicated that they engaged in their sport in order to compete within and outside the university, situational motivation towards their sport was predicted by contextual motivation toward sport and not by contextual motivation towards leisure. These results provide support to the specificity hypothesis and show that to understand motivation in a specific situation, researchers need to take into consideration how participants interpret the motivational relevance of the situation. A consistent finding in the studies carried out by Chantal et al. (1996) and Brunel et al. (2000) was that the degree of self-determination at the contextual level was positively related to the degree of self-determination at the situational level. The primary purpose of the present study was to test the specificity hypothesis in the prominent life domain of education by hypothesizing that situational motivation towards PE will be mainly influenced by contextual motivation towards PE and not so much by contextual motivation towards classroom-based education. In contrast, situational motivation towards a classroom subject (e.g. science) will be mainly influenced by contextual motivation towards classroom-based education and not so much by contextual motivation towards PE. Unlike previous studies which have tested the specificity effect in different life domains, the present study selected two areas within the same domain (i.e. education) to examine the rigour and pervasiveness of the specificity effect. Furthermore, the practical implications of the specificity effect are more obvious in this study, because they can inform teaching practice and dispel assumptions of motivational carry-over effects across different school subjects. Owing to the central role that science and PE have (or should have) in modern education, it is important to understand the process of motivation in these settings. A related second purpose of this study was to test the hypothesis that, in both classroom-based education and PE, self-determination at the contextual level will be positively related to self-determination at the situational level. For example, the more autonomous children feel at the contextual PE level, the more likely it is that they will feel autonomous in a particular situation in a PE class. This hypothesis is based on the findings of Chantal et al. (1996) and Brunel et al. (2000), and in essence describes the directionality of the specificity effect.
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Comparative differences in self-determination between classroom and PE A third purpose of the study was to test relative differences in self-determination levels between PE and classroom-based education. No previous studies have undertaken a similar objective and, therefore, no hypotheses can be formulated. The absence of such research is very intriguing because many teachers and parents would argue that the motivational levels of children can vary considerably across different school subjects. PE and science were selected at the situational level because of their important role in modern education, and because concern has been recently expressed regarding the motivation of pupils toward these subjects (Chen, 2001; Davis, 2001). PE has been proposed as a key context for the creation of positive attitudes towards physically active lifestyles (Cavill et al., 2001). However, there is some evidence in the pediatric exercise literature showing that the activity levels of children in the western world are decreasing (e.g. Mechelen et al., 1999). To overturn this trend, Cavill et al. (2001) recommended, among other measures, the design of appropriate PE curricula which can enhance levels of physical activity. Furthermore, longitudinal studies offer some, albeit weak, evidence that carefully designed interventions in PE may have some favourable long-term impact on physical activity patterns in adult life (Shephard and Trudeau, 2000). Despite this positive evidence, pupils increasingly choose not to participate in PE when it becomes an optional subject. In Britain, Ntoumanis (2002) carried out a cluster analysis to identify dominant motivational clusters in school PE from a self-determination perspective. The results were mixed; approximately 44 percent of the pupils exhibited a self-determined motivational profile and experienced positive affective and behavioural outcomes. However, approximately 42 percent of the pupils reported moderate levels (while another 14 percent reported high levels) of amotivation and external regulation which were accompanied by negative affective and behavioural experiences. Also, Standage et al. (in press) showed that self-determination in British PE can positively predict intentions to participate in leisure-time physical activities. Research on motivation towards science in school classes based on selfdetermination theory has been almost non-existent. Only one study by Black and Deci (2000) applied self-determination theory to science classes, but this study surveyed university students. Consonant with theoretical tenets, Black and Deci (2000) found that high levels of self-determination predicted high levels of perceived competence and interest/enjoyment, low levels of anxiety, and were negatively related to decisions to drop out from science classes. The authors suggested that participatory learning, social support and group problem-solving can increase intrinsic interest in science. Furthermore, using a combination of observations and informal interviews, Lee and Brophy (1996) identified patterns of motivation in sixth-grade science similar to the types of motivation described by self-determination theory. The motivational pattern which was similar to intrinsic motivation was characterized by curiosity for learning, high levels of attention and contributions to class discussions. In contrast, the
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‘negatively motivated’ pattern was characterized by absence of engagement, resistance to participation and disruptive behaviour. Despite the important role of selfdetermination in education, there is evidence in the national press to suggest that many pupils find science lessons boring, uninspiring and irrelevant (Davis, 2001). In the British Science Association’s 1998 festival it was suggested that science education between the ages of 5 and 16 should be completely overhauled to attract pupils’ interests. In brief, the purposes of the present study were threefold: (a) to examine the specificity effect in the realm of education, (b) to test the directionality of the specificity effect, and (c) to assess comparative differences in motivation between PE and classroom at both the contextual and situational levels of the motivational hierarchy. Method Participants Participants were 102 pupils (53 females, 49 males) aged between 12 and 14 years from a middle-class comprehensive school in north-west England. Pupils from intact classes were sampled after prior arrangements with the head of PE. Instruments Academic Motivation Scale (AMS: Vallerand et al., 1992) The AMS was developed to measure contextual motivation towards education. It assesses three types of intrinsic motivation (to know, to accomplish things and to experience stimulation), three types of extrinsic motivation (external, introjected and identified regulation) and amotivation. The AMS asks the question ‘Why are you going to school?’ and the answers are measured on seven-point scales ranging from 1 (‘does not correspond at all’) to 7 (‘corresponds exactly’). The items assess motivation in the classroom (e.g. ‘for the “high” feeling that I experience while reading about various interesting subjects’; ‘for the satisfaction I feel when I am in the process of accomplishing difficult academic activities’). Each subscale consists of four items. The psychometric properties of the AMS have been tested by Vallerand et al. (1992, 1993). The results from the two studies showed that the AMS has good construct and concurrent validity, adequate factor structure and satisfactory levels of internal consistency and temporal stability. In the present study the alphas were: intrinsic motivation to know  =.75; intrinsic motivation to accomplish  =.64; intrinsic motivation to experience stimulation  =.65; identified regulation  =.73; introjected regulation  =.71; external regulation  =.73; and amotivation  =.68. Although some subscales had alpha scores below the usually accepted criterion of.70, this was not deemed to be problematic. As noted by Cronbach (1951), in subscales with a small number of items (such as those used in this study) low alphas can often underestimate the item intercorrelations, which are the criterion for assessing internal consistency. With short subscales, the adequacy of a measurement instrument
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(addressed by the construct validation process of the AMS by Vallerand et al., 1992, 1993) is a better indicator of its quality than Cronbach’s alphas (for a similar discussion, see also Pedhazur and Schmelkin, 1991; Vallerand et al., 1997). Contextual Motivation Toward PE (Goudas et al., 1994) Goudas et al. (1994) adapted to PE a questionnaire developed by Ryan and Connell (1989) to measure motivation in the classroom. Four subscales (with four items each) were used to measure intrinsic motivation, identified regulation, introjected regulation and external regulation. Goudas et al. (1994) also adapted the amotivation subscale of the AMS. The questionnaire asks pupils why they take part in PE classes and their answers are measured on seven-point scales (1 = ‘strongly disagree’, 7 = ‘strongly agree’). The adaptations in the questionnaire consisted of changes in the wording of the items so that they refer to PE and to sport skills (e.g. ‘I take part in PE because I want to learn sport skills’). Goudas et al. (1994) reported adequate internal reliabilities but did not test the factor structure of the questionnaire. However, using confirmatory factor analysis with 428 British pupils, Ntoumanis (2001) provided support for the proposed five-factor structure of the questionnaire. In the present study the alphas were: intrinsic motivation  =.86; identified regulation  =.85; introjected regulation  =.69; external regulation  =.70; and amotivation  =.73. Situational Motivation Scale (SIMS; Guay et al., 2000) The SIMS is a 16-item questionnaire assessing four types of motivation: intrinsic motivation, identified regulation, external regulation and amotivation. Because this scale is used at the situational level, it is relatively short and does not tap all types of motivation of the self-determination continuum. The SIMS items are not activityspecific, and therefore, they were used twice in this study to measure situational motivation towards PE and science. The items refer to potential reasons for task engagement which differ in their degree of self-determination (e.g. ‘because I think that this activity is interesting’; ‘I do this activity, but I am not sure it is a good thing to pursue it’). All items are measured on seven-point scales ranging from 1 (‘does not correspond at all’) to 7 (‘corresponds exactly’). Each subscale consists of four items. Psychometric analysis by Guay et al. (2000) has offered evidence towards the validity and reliability of the SIMS. In a series of five studies, it was shown that the SIMS had adequate factor structure which was invariant across gender, strong construct validity (assessed via correlational, experimental and longitudinal designs), and acceptable internal reliabilities. Cronbach’s alphas in the present study for science (PE in brackets) were: intrinsic motivation  =.78 ( =.88); identified regulation  =.61 ( =.72); external regulation  =.77 ( =.69); and amotivation  =.65 ( =.61). Procedure Permission for the study was granted by the headteacher of the school who acted in loco parentis, in accordance with the ethical guidelines of the British Psychological Society (1997). The questionnaires were administered by a research assistant under
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the supervision of the PE teachers. Prior to questionnaire administration, the pupils were given the option to decline participation in the study or withdraw at any time. No pupil declined to participate. Pupils were explicitly told that their responses would be kept in strict confidence and would not be available to their teachers or parents. The questionnaires were administered in two phases. In phase one, the contextual scales assessing motivation towards classroom-based education and PE were administered. Pupils were instructed to respond to the questionnaires in relation to how they generally felt about their classroom-based education and PE respectively. In phase two, the research assistant visited the school a month later to assess the situational motivation of the children. Two activities were selected in which all participants engaged. The classroom activity was a science lesson in physics and the PE activity involved pupils preparing for an upcoming Panathlon event (a regional competition leading to a national event where school teams compete in a number of different sports). Pupils were told to respond to the questionnaires in relation to how they felt ‘right now’. To match up the responses in both phases, and at the same time to safeguard the anonymity of the responses, pupils were asked to write on the questionnaires their date of birth instead of their names. Results Test of the specificity hypothesis Similar to previous studies which have tested the specificity hypothesis (Chantal et al., 1996; Brunel et al., 2000), self-determination indices were created for the contextual and situational motivations in both classroom and PE. A self-determination index is obtained by weighting the scores of each type of motivation and then adding up these scores to create a single index. Weights are assigned to the different types of motivation depending on their position along the self-determination continuum (i.e. the highest score is assigned to intrinsic motivation and the lowest score is assigned to amotivation). In brief, the higher the self-determination index, the more selfdetermined individuals are (for a detailed explanation of the calculation procedures, see Vallerand, 2001). This index has displayed high levels of reliability and validity (Vallerand, 1997). Two regression analyses were carried out to test the specificity effect. In both analyses, the two contextual motivations were the independent variables. Dependent variables were the situational motivation towards PE in the first regression, and the situational motivation towards science in the second regression. The enter or simultaneous method was used which evaluates each independent variable in terms of what it adds to the prediction of the dependent variable that is different from the prediction made by other independent variables (Tabachnick and Fidell, 2001). The results provided full support to the specificity hypothesis. As can be seen in Figure 1, situational motivation in PE was significantly predicted only by contextual motivation
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in PE (b =.38; p .05). The regression accounted for 18 percent of the variance. In contrast, situational motivation towards a classroom subject (i.e. a science lesson in physics ) was significantly predicted only by contextual motivation towards classroom-based education (b =.22; p . 05). This regression accounted for only 5 percent of the variance. The second hypothesis was closely related to the first hypothesis in that it tested
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the directionality of the specificity effect. It was hypothesized that self-determination at the contextual level will positively predict self-determination at the situational level in both PE and classroom-based education. The results verified this hypothesis since the beta coefficients in both regressions were positive. Comparing situational and contextual motivation in PE and in the classroom Lastly, the third purpose of the study was to examine comparative differences in motivation between PE and classroom-based education at both the contextual and situational level. No hypotheses were formulated because no previous studies have examined this research question. Paired samples t tests (see Table 1) showed large and significant differences both at the situational and the contextual level indicating that pupils were more self-determined in PE than in the classroom. To examine where these differences were located, it was decided to proceed further and compare each type of motivation separately. To safeguard against the possibility of Type I error resulting from multiple comparisons, the Bonferroni adjustment was used and the new significance level was adjusted to p =.0045. At the situational level, the paired samples t tests showed that pupils were significantly more intrinsically motivated in PE than in science classes. In contrast, the pupils were significantly more externally regulated and amotivated in the science classes. No differences in identified regulation were found. At the contextual level,



Table 1 Comparison of situational and contextual motivation in PE and in the classroom Variables



PE M



Situational Self-determination index Intrinsic motivation Identified regulation External regulation Amotivation Contextual Self-determination index Intrinsic motivation Identified regulation Introjected regulation External regulation Amotivation



Classroom



t



p



SD



M



SD



4.07 4.86 4.55 3.88 3.16



6.22 1.43 1.37 1.69 1.37



–1.64 3.46 4.29 4.98 3.94



6.38 1.69 1.44 1.39 1.31



7.36 7.16 1.44 –5.68 –4.38



0.000 0.000 0.152 0.000 0.000



13.49 4.76 4.82 3.60 3.74 3.46



6.03 1.74 1.71 1.5 1.54 1.69



3.45 4.56 5.59 5.43 5.92 2.79



4.11 1.04 1.27 1.19 1.17 1.42



6.49 1.21 –4.00 –9.67 –11.43 3.00



0.000 0.228 0.000 0.000 0.000 0.003



Adjusted p = .0045 (d.f. = 101 for all comparisons). The intrinsic motivation for contextual motivation in the classroom represents the average score of intrinsic motivation to know, to accomplish, and to experience stimulation.
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no differences in intrinsic motivation between PE and classroom-based education were detected. However, the pupils were more extrinsically motivated in the classroom (the t tests were significant for all three dimensions of extrinsic motivation) and marginally less amotivated than in PE. Discussion The main purpose of this study was to examine the specificity hypothesis which is derived from the hierarchical model of intrinsic and extrinsic motivation (Vallerand, 1997). This hypothesis states that motivation towards a given activity at a specific point in time (situational motivation) will be mainly predicted by the motivation that one usually possesses towards that activity (contextual motivation) and not so much by less relevant contextual motivations. A related hypothesis examined in this study was that the specificity effect will be positive, that is, the more self-determined motivation is in a specific context, the more self-determined motivation will be at the corresponding situational level. The specificity effect was tested using two important academic subjects: PE and science. Finally, differences in self-determination levels between the two subjects were examined via multiple paired mean comparisons. The specificity hypothesis The results provided full support to the specificity hypothesis. Specifically, situational motivation towards a PE lesson was significantly predicted by contextual motivation towards PE and not by contextual motivation towards classroom-based education. Similarly, situational motivation towards a particular classroom subject (i.e. science) was significantly predicted by contextual motivation towards classroom-based education and not by contextual motivation towards PE. In addition, the results showed that the specificity effect had a positive direction since self-determination in a specific context positively predicted self-determination at the situational level within the same context. These findings are important because they provide support to the specificity hypothesis in a real-life setting. Furthermore, the specificity effect seems to be rigorous as it was documented in different areas of the same life domain (i.e. education). This finding has important implications because it indicates that motivation at school should be considered as a complex multidimensional construct. A similar argument was made by Vallerand (1997, 2001), who noted that although the specificity hypothesis may appear obvious, it is nevertheless important because it considers individuals in a multidimensional fashion in order to understand their motivation. It would be inappropriate to assume that increased levels of motivation in one aspect of schooling will have carry-over effects on other aspects. On the contrary, each aspect should be treated independently in potential interventions to increase school motivation because pupils perceive these aspects as separate. In view of the components of the hierarchical model, it is important to understand that interventions which aim to promote



15



56P 01ntoumanis (ds)



16



9/1/03



8:37 am



Page 16



E U RO P E A N P H Y S I C A L E D U C AT I O N R E V I E W



9(1)



contextual self-determination in one educational domain should target social factors and needs pertinent to that domain. Suggestions offered by previous research (e.g. Keys and Fernandes, 1993) for motivation enhancement appear to be overly simplistic as they aggregate different aspects of schooling and do not take into account the peculiarities of each school subject. Lastly, the results imply that fostering selfdetermined motivation at a contextual level will usually result in self-determined motivational experiences at a specific point in time. Future research should examine recursive models of specificity using longitudinal designs. Specifically, postulate 4 of the hierarchical model posits bottom–up effects from motivation at a given level to motivation at the next higher level in the hierarchy. According to Vallerand (2001), repeated positive motivational experiences at the situational level will have a positive impact on self-determination at the contextual level. To test a recursive model of specificity one should look at whether situational motivation will have stronger effects over time on the directly relevant contextual motivation than on non-relevant contextual motivations. However, it should be noted that the specificity hypothesis does not entirely rule out the influence of less relevant contextual motivations on situational motivation. The hypothesis simply states that the influence of such less relevant factors will be weaker than the influence of factors directly relevant to the activity being performed. For example, high school achievers aim to do well in all school subjects and, therefore, their high motivation towards classroom subjects may also positively affect their situational motivation towards PE. However, in the present study such less directly relevant contextual influence had a weaker effect (b =.10) than the influence of the more relevant contextual motivation towards PE (b =.38). This finding makes sense since the overall motivational experiences in PE will be an important determinant of motivation in a particular PE lesson. Furthermore, the specificity effect does not rule out other potential determinants of situational motivation besides the corresponding contextual motivation. According to the hierarchical model, these determinants would be social factors and needs satisfaction at the same level of generality (i.e. situational). The absence of these additional determinants in Figure 1 might explain the finding that the two contextual motivations explained a small percentage of the variance in situational motivations. Therefore, a more complete understanding of situational motivation should entail the assessment of the relevant contextual motivation as well as related social factors and needs. Comparison of situational and contextual motivation in PE and in the classroom Another purpose of this study was to compare differences in self-determination between PE and classroom-based education at both the contextual and situational levels. Using the self-determination index, paired samples t tests showed clear differences at both levels of the motivational hierarchy in favour of PE. According to Vallerand (1997), positive scores of the self-determination index indicate that
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individuals are relatively self-determined whereas negative scores are indicative of controlling motivation. In the present study, the findings showed that pupils’ overall situational motivation was self-determined in PE and controlling in science classes. When each type of motivation was assessed individually to ascertain where the differences lay, the results showed that pupils were more intrinsically motivated, less externally regulated and less amotivated in PE than in science lessons. No differences emerged in regard to identified regulation which may imply that children recognize the value of both subjects. Results were relatively similar at the contextual level. While pupils felt self-determined in both PE and the classroom, levels of self-determination were significantly higher in the former context. When each type of motivation was analysed separately, no differences in intrinsic motivation were found, but pupils were more extrinsically motivated and slightly less amotivated in the classroom than in PE. When comparing the results at the contextual and situational levels of generality it appears that differences in self-determination between classroom and PE were more pronounced at the situational level. This may be due to the classroom subject under investigation at the situational level (i.e. a science class in physics) and, therefore, it would be interesting to replicate these results with other classroom subjects before any conclusions are drawn. Furthermore, these differences might have been due to the assessment of situational motivation in PE during a process of pupil selection for a national competition. This may have resulted in higher levels of intrinsic motivation than those typically encountered in a PE class. Taken as a whole, these results are particularly interesting because they indicate that, in general, children have more positive motivational experiences in PE than in the classroom. The present findings are in agreement with reports claiming that many children find classroom subjects boring and uninspiring (Keys and Fernandes, 1993), particularly science lessons (Davis, 2001). In fact, pupils in other European countries such as Italy and France have similar motivational difficulties in science classes, a finding which may reflect the inability of the teachers to present their material in an appealing and dynamic way (Black and Deci, 2000; Swain, 1996). Previous studies (e.g. Coakley and White, 1992) have argued that negative experiences in PE were related to ineffective teaching styles and lack of task variety and choice. Furthermore, the preoccupation with reaching literacy and numeracy targets in English schools has resulted in significant reductions in the time allotted to PE. Many parents and school administrators have been concerned that the time devoted to physical activity may undermine children’s overall academic performance. However, there is no scientific evidence to support this concern; in fact, research has shown positive correlations between academic performance and moderate levels of physical activity (Shephard, 1997). In light of the available evidence, it seems that, although PE has become less of a priority in the national curriculum, the children’s experiences in this context remain fairly positive. It is, therefore, important to maintain a ‘balanced’ curriculum in terms of the time devoted to different subjects, and attempt to identify the areas where poor teaching style, lack of choice or other social factors result in low motivation for learning.
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The results of this study are limited because a single middle-class school was used, and therefore, our findings should be tested with more schools from a more diverse geographical and socioeconomic background. Another limitation of this study is that the specificity effect would have been better tested by assessing contextual motivation towards science rather than measuring contextual motivation towards classroom-based education. This might explain why contextual motivation in PE predicted situational motivation in PE more strongly than contextual motivation in the classroom predicted situational motivation in science. As the main focus of this study was to test the specificity effect, only one classroom subject was selected with which many pupils reportedly experience motivational difficulties (Davis, 2001; Swain, 1996). Future research which would be interested to determine differences in motivation across the curriculum should look at other important subjects such as arts, English, maths, etc. The importance of examining subject-specific motivation rather than overall school motivation has also been stressed by Lee and Brophy (1996). Moreover, motivational levels may vary within these subjects as a function of teaching styles, methods of assessment, expectancies of success and perceived value of each subject. The study of a wide variety of subjects and activities will give researchers the opportunity to enhance our understanding of multidimensional motivation in education. References Biddle, S.J.H. (2001) ‘Enhancing Motivation in Physical Education’, in G.C. Roberts (ed.) Advances in Motivation in Sport and Exercise, 2nd edn, pp. 101–27. Champaign, IL: Human Kinetics. Black, A.E. and Deci, E.L. (2000) ‘The Effects of Instructors’ Autonomy Support and Students’ Autonomous Motivation on Learning Organic Chemistry: A Self-Determination Perspective’, Science Education 84: 740–56. British Psychological Society (1997) Code of Conduct, Ethical Principles and Guidelines. Leicester: British Psychological Society. Brunel, P.C., Chantal, Y., Guay, F. and Vallerand, R.J. (2000) ‘Where Does the Situational Motivation Come From? A Test of the Top–Down Effect in Natural Conditions’, Journal of Sport and Exercise Psychology 22: S23. Cavill, N., Biddle, S.J.H. and Sallis, J. F. (2001) ‘Health Enhancing Physical Activity for Young People: Statement of the United Kingdom Expert Consensus Conference’, Pediatric Exercise Science 13: 12–25. Chantal, Y., Guay, F. and Vallerand, R.J. (1996) ‘A Structural Analysis of the Motivational Consequences: A Test of the Specificity Hypothesis’, unpublished manuscript, Université du Québec à Montréal. Chen, A. (2001) ‘A Theoretical Conceptualization for Motivation Research in Physical Education: An Integrated Perspective’, Quest 53: 35–58. Coakley, J. and White, A. (1992) ‘Making Decisions: Gender and Sport Participation among British Adolescents’, Sociology of Sport Journal 9: 20–35. Covington, M.V. (1992) Making the Grade: A Self-Worth Perspective on Motivation and School Reform. New York: Cambridge University Press. Cronbach, L.J. (1951) ‘Coefficient Alpha and the Internal Structure of Tests’, Psychometrika 16: 297–334. Davis, C. (2001) ‘Students Put Off the Sciences at School’, The Times Higher Education Supplement. Retrieved from http://www.thes.co.uk
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Résumé Motivation contextuelle et situationnelle en éducation: un test de l’hypothèse de spécificité L’objet de cette étude était de tester l’hypothèse de spécificité dans le domaine de l’éducation. Cette hypothèse provient du modèle hiérarchique de la motivation proposé par Vallerand (1997) selon lequel la motivation situationnelle en direction d’une activité spécifique pourrait être prioritairement influencée par la motivation contextuelle en direction de cette activité et beaucoup moins par une motivation en direction d’une activité non contextuelle. De plus la comparaison des differences en matière d’autodétermination entre l’Education physique (EP) et les matières intellectuelles ont été étudiées. Les participants étaient 102 élèves britanniques âgés de 12 à 14 ans, qui ont évalué leur motivation vis à vis de l’EP et des matières intellectuelles. Un mois plus tard, ces élèves ont aussi évalué leur motivation situationnelle vis à vis de leçons d’EP et de Science (Physique). L’analyse des correlations confirme totalement l’hypothèse de spécificité. De plus, les comparaisons des niveaux d’autodétermination montrent que les élèves sont davantage autodéterminés en EP que dans les matières intellectuelles à la fois aux niveaux contextuel et situationnel. Cet effet de spécificité indique que la motivation à l’école est un construit multidimensionnel et, par conséquent, que les interventions visant le développement de cette motivation devraient concerner indépendamment chaque composante de l’école.



Resumen Motivación contextual y situacional en educación: un test de Hipótesis de la Especificidad El propósito del presente estudio fue evaluar la Hipótesis de la Especificidad en el ámbito de la Educación. Esta hipótesis proviene del modelo de motivación jerárquico de Vallerand’s (1997) el cual plantea que la motivación situacional hacia una actividad específica suele estar frecuentemente influenciada por la motivación contextual hacia dicha actividad y no tanto por la motivación contextual hacia una actividad no relacionada. Además, también fueron examinadas las diferencias en cuanto a autodeterminación entre educación física y educación en el aula. Los participantes fueron 102 alumnos Británicos con edades entre 12 y 14 años
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los cuales reportaron su motivación contextual hacia la Educación Física y hacia la educación en el Aula. Un mes más tarde, estos alumnos también reportaron su motivación situacional hacia la Educación Física y una clase de Ciencias (Física). Los resltados obtenidos al aplicar análisis de regresión ofrecieron un completo apoyo a la Hipótesis de la Especificidad. Además, la comparación de los niveles de autodeterminación mostraron que los alumnos mostraron mayor grado de autodeterminación en Educación Física que en el Aula, tanto en los niveles de motivación contextual como situacional. El efecto de la especificidad puso de manifiesto que la motivación en la escuela es en constructo multidimensional y en este sentido, las intervenciones para promover la motivación deberían tratar cada aspecto educativo de forma independiente.



Dr Nikos Ntoumanis has an MSc in Sports Sciences from Loughborough University and a PhD in Medical Sciences from the University of Exeter. His research interests focus on the motivation of children in physical education and sport. Address: Dr Nikos Ntoumanis, School of Sport and Exercise Sciences, University of Birmingham, Birmingham B15 2TT, UK. [email: [email protected]] Gary Blaymires has a BSc in Leisure and Sport Studies from Leeds Metropolitan University.
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