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   Foreword   

 The twenty-fi rst century presents a unique, challenging and ever-changing 
 educational landscape where the only constant appears to be change. In order to 
thrive and survive in such a diverse and complex environment, education systems 
around the globe need to rise up to the challenge of developing learners who can 
continue to learn on their own for life. In short, there is a need to develop  autono-
mous learners  who are curious, inquisitive and volitionally engaged in learning. 
These learners must be supported and empowered to take charge of their own learn-
ing and be driven to continuously question, make connections and seek solutions to 
new and unforeseen problems. This co-edited volume focuses on the important 
quest to build autonomous learners and presents a unique perspective bridging the 
nexus between research and practice. 

 A lot of work has been done in the fi eld of motivation, especially with respect to 
student learning. However, much less emphasis has been placed on translating theo-
ries to practice. In order to address the gap, the Motivation in Educational Research 
Laboratory (MERL) was set up at the National Institute of Education (NIE) in 2009. 
True to this mission, motivational research at MERL has grown considerably in the 
past 5 years; this book represents the fruit of tremendous and tireless effort driven 
by MERL. It draws together a wide range of theoretical frameworks and practical 
suggestions by a group of world-renowned contributors. Many of the chapters in 
this book complement each other to allow the readers to have a better understanding 
of the nexus between theory, research and practice. In addition, a number of the 
chapters look at intervention studies in the Singapore classrooms, giving readers a 
unique insight into the psyche of Singapore students, who have drawn intense inter-
est worldwide due to their stellar performance in internationally benchmarked tests 
such as Trends in Mathematics and Science Study (TIMSS), Progress International 
Reading Literacy Study (PRILS) and Progress for International Student Assessment 
(PISA) evaluations. Yet, the success of the Singapore education system goes far 
beyond the focus on test scores as this book will attest. 

 I congratulate the editors, Woon Chia Liu, John Wang and Richard Ryan, for this 
timely contribution to the fi eld. As dean, Teacher Education, NIE; founders of 
MERL; and developer of the Self-Determination Theory, respectively, the editorial 
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team is well-positioned to lead in this fi eld. I also congratulate the distinguished 
international pool of authors from Australia, Belgium, Canada, Israel, Korea, 
Singapore and the USA. The rich perspectives and research of the contributing 
authors promise insights and research-based evidence for policymakers and teacher 
educators to contextualise and develop policy and programmes. The deliberate link-
age of theory with practice, augmented with intervention studies in the fi eld of edu-
cation, provides multiple perspectives and strategies in which teachers, coaches and 
parents can use to help develop autonomous learners.  

   Director     Tan     Oon     Seng   
 National Institute of Education
Nanyang Technological University , 
  Singapore ,  Singapore      

Foreword
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    Chapter 1   
 Understanding Motivation in Education: 
Theoretical and Practical Considerations       

       Woon     Chia     Liu     ,     John   Chee     Keng     Wang     , and     Richard     M.     Ryan    

        W.  C.   Liu      •    J.  C.  K.   Wang      (*) 
  National Institute of Education ,  Nanyang Technological University ,   Singapore ,  Singapore   
 e-mail: woonchia.liu@nie.edu.sg; john.wang@nie.edu.sg  

    R.  M.   Ryan      
  Institute for Positive Psychology and Education, Faculty of Health Sciences , 
 Australian Catholic University ,   Strathfi eld ,  NSW ,  Australia   
 e-mail: richard.ryan@acu.edu.au  

 “The direction in which education starts a man will determine 
his future in life.” 

 – Plato 

       In this era of relentless change, explosion of information, and proliferation of 
technological innovations, it is too simplistic to think that teachers can teach their 
students everything they need to know in their lifetime. In a world fi lled with 
problems that require complex solutions, and issues that are not documented in 
books and manuals, it is naive to attempt to “drill” and “discipline” students so 
that they know the “correct” answers. With this reality check, we need to take a 
cold hard look at what we do in classrooms and schools when we educate our 
students. We are doing a disservice to our students if we teach content and routines 
that become obsolete or impart skills that are not transferable. But more impor-
tantly, we are shortchanging our students if we champion learning processes that 
do not impact on life-wide learning, create learning environments that do not 
encourage self-determination, and develop students who do not have the drive to 
learn independently. 

 Education in the twenty-fi rst century must strive to develop learners so that they 
are willing to question and fi nd connections, create and push the boundaries, and 
innovate and seek out solutions. It must engage learners and empower them so that 
they take responsibility for their own learning and have the drive to create their own 
future. Inasmuch as “education is the lighting of a fi re,” motivation is the torch that 
lights and sustains the fi re. 

 There are many defi nitions of motivation. Put simply, it can be defi ned as a force 
that activates, directs, and sustains goal-directed behavior. Accordingly, motiva-
tional studies attempt to examine the factors that drive and energize behavior. Across 
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the globe, teachers are in a daily struggle to energize and direct students to engage 
in learning, using techniques and strategies that clearly vary in their effectiveness. 
Yet compared to the efforts focused on developing curricula and developing tests to 
assess student competencies, much less emphasis has been given to research in 
motivation. The title of this book,  Building Autonomous Learners :  Perspectives 
from Research and Practice Using Self - Determination Theory , refl ects our intent to 
bring to the fore this critical issue. 

 Understanding the role of motivation in human behavior is especially important 
as we educate our children and prepare them to be the self-directed and lifelong 
learners of the twenty-fi rst century. However, there are still gaps in our understand-
ing of how to catalyze motivation in our schools, classrooms, and sport arenas. 
In particular, a lot more can be done to translate research fi ndings into real-life 
applications. It is in this light that the Motivation in Educational Research Lab 
(MERL) was set up at the National Institute of Education (NIE), Nanyang 
Technological University, Singapore (  http://merl.nie.edu.sg/    ). MERL is led by 
Professor John Wang and Associate Professor Woon Chia Liu and is advised by 
Professor Tan Oon Seng. Professors Edward Deci and Richard Ryan, the develop-
ers of the self- determination theory (SDT), are both consultants of MERL. Apart 
from Professors Deci and Ryan, there are 13 leading researchers in the fi eld of 
motivation who are members of the international advisory panel. In addition, there 
are currently 14 NIE faculty members in MERL. This edited book represents the 
work of MERL and her associated international scholars. It consists of their work 
on motivation and views on issues in education, covering both the Singapore con-
text and global perspective. 

 In recent years, there has been a heightened focus on international benchmarking 
tests such as the Trends in International Mathematics and Science Study (TIMSS), 
Progress in International Reading Literacy Study (PIRLS), and Program for 
International Student Assessment (PISA) among policy makers. Much has been 
made of Singapore’s education system due to her students’ continued and sustained 
high performance in international benchmarking tests. Arguably, Singapore has a 
sound education system, with good schools, capable school leaders and teachers, 
and facilities that are among the best in the world. Nonetheless, much more can and 
must be done in Singapore and in other education systems worldwide, if we want to 
prepare learners who are able to make the best of their talents and to develop a pas-
sion for learning that lasts through life. 

 One of the main aims of MERL is to translate theories into classroom strate-
gies to enhance student learning. This book was conceptualized as an effort 
toward that end. The authors of these chapters provide unique insights into moti-
vation from varied theoretical perspectives such as self-determination theory 
and achievement goal theory and others. A main feature of the book is its focus 
not only on theory but more importantly on practical suggestions and teaching 
strategies for the classroom. 

 This collection consists of 15 chapters presenting some of the latest theories, fi nd-
ings, and applications in education from renowned researchers in the fi eld of motiva-
tion. Each chapter provides a perspective on maximizing motivation in the classroom 

W.C. Liu et al.

http://merl.nie.edu.sg/


3

as well as strategies for practice. It is thus more than a collection of motivation research 
in education. It provides teachers and parents with strategies that could enhance the 
development of autonomous learners and policy makers with research evidence that 
could impact policies. Some chapters focus on creating a self-motivating classroom 
climate, others on related topics such as personality traits and use of ICT in education, 
and still others on teachers’ motivation and parental involvement. 

 The self-determination theory (SDT), a broad framework for the study of human 
motivation and personality, is the central perspective used in organizing the chapters 
in the book. SDT articulates a metatheory for framing motivational studies. It is a 
formal theory that defi nes intrinsic and varied extrinsic sources of motivation and 
gives a description of the respective roles of intrinsic and types of extrinsic motiva-
tion in cognitive and social development and in individual differences. There are six 
mini-theories within SDT. First, the cognitive evaluation theory (CET) looks at 
intrinsic motivation and factors in the classroom that can facilitate or undermine it. 
CET addresses the effects of extrinsic rewards, evaluations, and feedback on intrin-
sic motivation. The second mini-theory, organismic integration theory (OIT), 
focuses on the processes through which motivation for non-intrinsically motivated 
activities can be internalized. It thus concerns how activities that may not be “fun” 
can nonetheless come to be valued and embraced by students. Causality orientation 
theory (COT) is the third mini-theory. It focuses on individual differences in peo-
ple’s tendencies to orient toward environment and regulate behaviors. Fourth, the 
basic psychological need theory (BPNT) explains in detail the concept of the basic 
psychological needs and their relations to psychological health and well-being. In 
brief, it describes the nutriments needed by every learner to be actively and posi-
tively engaged in the school setting. A fi fth framework within SDT is called the goal 
content theory (GCT). It distinguishes between intrinsic and extrinsic goals and 
their impact on motivation and well-being. GCT suggests that how students under-
stand their overarching life goals infl uences their attitudes, well-being, and motiva-
tional orientations in the classroom. Finally, the relationship motivation theory 
(RMT) addresses the factors that lead people to maintain close relationships with 
others. It applies readily to the student-teacher relationship and the ways in which it 
can be productively enhanced. One can see from the collective breadth of these six 
mini-theories that SDT covers many nuances in the area of motivation, many of 
which are explored within the various chapters in this book. 

 In the context of SDT, Deci and Ryan have long argued that supporting both 
student and teacher autonomies has substantial advantages in terms of educational 
outcomes, relative to controlling strategies. In their contribution to this book, these 
two developers of SDT review research supporting the position. They highlight 
that autonomous motivation tends to fl ourish in situations where people experi-
ence  satisfaction of their three basic psychological needs—the needs for compe-
tence, relatedness, and autonomy. In addition, they review research on goals—both 
mastery and performance goals and intrinsic and extrinsic goals—examining them 
in relation to autonomous and controlled motives. Finally, they discuss ways in 
which teachers can support satisfaction of their students’ basic psychological 
needs, especially when teachers themselves are similarly supported. In conclusion, 
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they suggest that educational policies and practices are often too narrowly focused 
on test outcomes and on performance in specifi c content areas, whereas they see 
higher- quality learning occurring most optimally in contexts where learners fi nd 
the basic psychological need supports for active self-development. 

 Passion is defi ned as a strong inclination for a self-defi ning activity that we love, 
value, and spend a considerable amount of time on. Vallerand demonstrates that 
passion matters for the fi eld of education. His chapter presents a theoretical formu-
lation that focuses on passion with related empirical research. His dualistic model 
of passion posits that there are two types of passions: obsessive and harmonious. 
Obsessive passion represents an internally controlling pressure to engage in an 
activity that one loves, thereby leading to confl ict with other aspects of the person’s 
self and to maladaptive consequences. On the other hand, harmonious passion leads 
individuals to more autonomous engagement in an activity that they love, resulting 
in more adaptive outcomes. He reveals that harmonious passion for teaching is typi-
cally associated with adaptive outcomes, while obsessive passion is related to less 
adaptive and at times maladaptive outcomes. These fi ndings have been obtained 
with respect to a number of affective, cognitive, mental, and physical health, rela-
tionship, and performance variables, across diverse populations. These fi ndings also 
apply to passion for one’s studies. He also addresses the role of personality and 
social variables in the development of passion, and he proposes directions for future 
research. 

 SDT suggests that, under the right conditions, young people are able to motivate 
themselves to learn. Yet, many teachers would not portray their students as naturally 
proactive and endowed learners, since they, more often than not, have had the expe-
rience of teaching young people who exhibit a lack of enthusiasm, are passive, 
refuse cooperation, and sometimes even display disruptive or aggressive behaviors. 
Haerens, Vansteenkiste, Aelterman, and Van den Berghe attempt to shed light on the 
dark side of student motivation by highlighting the antecedents and consequences of 
teachers’ controlling behaviors in the classroom. They examine the role that experi-
ences of need frustration play in fostering students’ passivity, lack of cooperation, 
and/or aggressive and disruptive behaviors. They also review evidence with regard 
to the relationships between controlling teaching and maladaptive student out-
comes. In addition, they provide insights into the wide range of antecedents that 
help to explain why teachers orient themselves toward a more controlling teaching 
style. Finally, they provide practical suggestions for teachers to avoid controlling 
forms of teaching. 

 The chapter by Guay, Lessard, and Dubois looks at the ways in which teachers 
can create better learning contexts for students by promoting autonomous motiva-
tion. They fi rst describe the main instruments for measuring students’ motivation 
according to the different motivation types proposed by SDT. Next, they discuss the 
potential effects of these motivation types on students’ emotions, learning strate-
gies, academic achievement, and school perseverance. Thereafter, they discuss the 
roles of parents, peers, and teachers in promoting certain motivation types, as well 
as some SDT-based school intervention programs. Finally, they derive practical 
implications from the reviewed studies and propose avenues for future research. 
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 Teachers are the decisive element in the classroom. They create the learning 
climate and possess the power to empower or humiliate their students. As such, no 
book that is interested in student motivation would be complete without looking at 
teachers and their role in promoting a healthy learning environment. Pelletier and 
Rocchi review the research on teachers from the SDT perspective, while taking into 
consideration the role that teachers’ motivation has on their behaviors with their 
students. More specifi cally, they examine how contextual factors infl uence teachers 
and how their impressions of these factors, their need satisfaction or dissatisfaction, 
their motivation for teaching, their general motivation, and their psychological and 
behavioral outcomes are related. This chapter shows that supporting teachers and 
providing them with a psychologically sound experience are extremely important to 
classroom outcomes. Since this review focuses on some of the key environmental 
factors that are relevant to teachers, it highlights to school administrations key areas 
they can work on to promote more motivated teaching and better outcomes for both 
the teachers and students within their own organizations. 

 In his chapter on autonomy-supportive teaching, Reeve notes the distinctions 
between autonomy-supportive teaching and controlling style of teaching. He pro-
vides evidence of the benefi ts students and teachers themselves gained from receiv-
ing autonomy support, and they benefi t in ways that are widespread and educationally 
and professionally important. The goal of autonomy support is to provide students 
with learning activities, a classroom environment, and a student-teacher relation-
ship that will support their daily autonomy. In addition, it allows teachers to be in 
sync with their students. Reeve provides multiple examples of the six acts of 
autonomy- supportive teaching by breaking them down to three critical moments 
within the instructional fl ow. This chapter is thus specifi cally targeted at teachers, 
focusing on how to put autonomy-supportive strategies into practice. 

 Assor in his chapter on instruction sequence for promoting autonomous motiva-
tion for learning especially designed for regular (often crowded) classrooms also 
aimed at helping teachers to provide support for student needs as part of the instruc-
tion process. There are three phases in Assor’s model: (1) classroom preparation, 
including how classroom discussions and physical environments can create a more 
motivating culture and context for learning, (2) application of the sequence in indi-
vidual or group work, and (3) all-classroom interim and summary discussions. The 
theoretical and research-based foundations for the proposed sequence are under-
scored as the different parts of the sequence are presented. Evidence for the effec-
tiveness of parts of the sequence is summarized, as are the possible limitations of 
the sequence. Assor also points to important areas of learning and personal develop-
ment in which less structured approaches might be much more benefi cial. 

 Student learning is, of course, not only about the students and teachers. There is 
now ample evidence demonstrating the signifi cant effects of parents’ involvement 
in their children’s schooling for children’s school success. Yet how these effects 
occur and what factors facilitate parent involvement are less well understood. In her 
chapter on parental involvement and children’s academic achievement, Grolnick 
focuses on how parent involvement exerts its effects. She examines multiple forms 
of involvement (e.g., at school, at home), parents’ motivations for being involved 
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(whether more controlled or autonomous), and whether involvement is provided in 
a more controlling versus autonomy-supportive manner. In addition, the chapter 
provides evidence for a model in which parent involvement affects children’s 
achievement largely by facilitating children’s inner motivational resources of per-
ceived competence, perceived control, and autonomous self-regulation. Some 
guidelines for autonomous parenting are presented. 

 In Chew’s chapter on parental infl uences on students’ outcome and well-being, 
he traces the development and trends in the study of parental infl uence, focusing 
on its relations to child outcomes pertaining to school-related concerns and pur-
suits, and indicators of well-being. The emergence of SDT as the theoretical 
framework for such investigations is discussed. In the process, key parenting 
dimensions or styles important to the development of the child are identifi ed. In 
line with the emphasis on the holistic development of students, a scoping review of 
the current research on parental infl uence on adolescent outcomes in the sports 
domain was conducted. Results showed that the research on parental infl uence in 
the sports domain pay little attention to the identifi ed parenting styles or dimen-
sions. Relevant to the discussion, highlights of fi ndings from recent studies by this 
author on the effects of parenting dimensions on student-athletes’ motivational 
factors and well- being are presented. 

 Similar to Reeve’s chapter, How and Wang focus on how to create an autonomy- 
supportive environment in physical education (PE). Research has found that PE 
teachers’ motivational styles have a substantial impact on students’ engagement in 
learning and can infl uence children to adopt physically active lifestyles. This chap-
ter presents a strong case for an autonomy-supportive PE classroom through 
research-based evidence. Additionally, this chapter also provides practical sugges-
tions to enable PE teachers to implement an autonomy-supportive style in their 
teaching of PE. 

 Wang, Ng, Liu, and Ryan present a research study on the effectiveness of 
autonomy- supportive intervention in students’ perceived autonomy support, psy-
chological needs, learning strategies, and achievement in Singapore schools. Results 
revealed that from pre- to post-intervention, students taught by autonomy- supportive 
teachers had signifi cant positive changes in perceived autonomy support, needs, 
self-effi cacy, self-regulated learning, and grades. Students in the autonomy- 
supportive condition were also more self-effi cacious and autonomous in learning 
than those in the control condition, as shown by increased achievement. Implications 
and limitations are discussed. 

 The twenty-fi rst century is one characterized by technological revolution, so it is 
important that Koh looks at student motivation and the use of information and 
 communication technology (ICT) in the classroom. The current impetus is for the 
main stakeholders in education, ranging from high-ranking policy makers and 
school leaders to teachers and students at ground level, to get on the bandwagon of 
mining the so-called “golden” opportunities that ICT has to offer. However, formal 
research into the effectiveness of ICT-powered tools in facilitating teaching and 
learning has just started to emerge, and there is a pressing need to review the extent 
to which conventional theories are applicable to ICT-infused learning contexts. 
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Koh’s chapter focuses particularly on three commonly used ICT tools, namely, the 
e-portfolio, blogs, and YouTube videos to promote learner motivation, and the 
extent to which conventional theories of motivation are able to explain what is cur-
rently observed. She specifi cally discusses the extent to which students’ self-deter-
mination, self- effi cacy, and self-regulation are promoted through the infusion of 
ICT in their learning. 

 Nie uses achievement goal theory to examine the relations between classroom 
goal structures and students’ learning in Singapore’s secondary schools. Data were 
collected from more than 8000 Secondary 3 students in 247 classes across 39 
schools. The results from both English and mathematics classrooms show consis-
tent fi ndings. In essence, classroom mastery goal structure is found to be positively 
related to students’ academic self-effi cacy, interest and enjoyment, personal mas-
tery goal orientation, and engagement, whereas classroom performance goal struc-
ture is found to be positively related to personal performance avoidance goal 
orientation and negatively related to academic achievement. Specifi cally, in English 
classrooms, classroom performance goal structure is positively related to avoidance 
coping and negatively related to engagement. In general, the results from this large- 
scale study suggest that adopting classroom mastery goals, rather than focusing on 
performance goals, is a more effective motivational strategy. 

 Liem and colleagues continue this focus on achievement goals, providing a syn-
thesis of the empirical work on the adoption of achievement goals and its impacts 
on academic, social, and well-being outcomes and discussing the relevance of the 
TARGET framework to the  teach less ,  learn more  (TLLM) initiative. The TLLM is 
an educational approach initiated in 2004 by Mr. Lee Hsien Loong, Prime Minister 
of Singapore, in fostering students’ motivation and engagement in both academic 
and nonacademic arenas so that they are better prepared to face future life chal-
lenges. Given the benefi ts and also potential detriments of emphasizing the pursuit 
of performance goals, Liem et al. propose that Singaporean students would benefi t 
from educational practices focusing on the pursuit of mastery goals or task-based 
goals. The practical implications of achievement goal theory for the implementation 
of the TLLM policy are highlighted. 

 In summary, the chapters in this book consist of the latest fi ndings and theory 
advancements and applications in education from the SDT and achievement theory 
framework. The ultimate goal of this collection is to convey to educators and policy 
makers the latest information on the importance of building autonomous learners, 
along with policy implications and practical strategies for practice in school, class-
room, and home. We hope that you will fi nd these chapters useful and enlightening.   
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    Chapter 2   
 Optimizing Students’ Motivation in the Era 
of Testing and Pressure: A Self-Determination 
Theory Perspective       

       Edward     L.     Deci      and     Richard     M.     Ryan    

        For the past quarter century, there has been substantial discussion in many countries 
about the quality of educational systems. To a signifi cant degree, these discussions 
have been prompted by concerns about economic competition among nations. The 
focus has been primarily on how well a country’s students are achieving relative to 
the students of other countries, the idea being that the results of achievement test 
scores represent a good indicator of how well the countries are likely to fare in the 
international marketplace during future decades. However debatable that premise 
may be, policymakers have paid close attention to students’ test scores, such as 
those derived from the Programme for International Student Assessments (PISA; 
National Center for Education Statistics, Institute of Education Sciences,  2009 ) and 
the Trends in International Mathematics and Science Study (TIMSS; National 
Center for Education Statistics, Institute of Education Sciences,  2011 ). 

 In some nations (e.g., Germany, Singapore), the test results are primarily used as 
information concerning where resources might be most needed and/or to support 
research and experiments in curricular impact and change. In others, however, the 
use and interpretation of tests has been more controlling than informational in 
nature. For example, in the USA, evidence of not being at the top of international 
rankings has been used to place external pressures on school systems from both 
state and federal legislation to hold the systems “accountable” for test score out-
comes, especially in areas of mathematics and English. These pressures are espe-
cially heavy for schools serving high concentrations of poverty, which tend to be 
low performing. In turn, this  test - based accountability  pressure has spawned an 
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industry of metrics and “aligned” curricula, some of which have become mandatory 
state-administered achievement tests, with “high stakes” attached to outcomes. 
Most noteworthy have been the  No Child Left Behind  legislation endorsed by 
President Bush and the  Race to the Top  legislation endorsed by President Obama, 
both of which focus on a narrow range of human motivation and learning in the 
service of promoting school achievement in the prescribed areas. 

 Such high-stakes policies represent, among other things, an explicit  motivational  
strategy. By applying rewards and sanctions to districts, schools, and teachers based 
on a narrow set of student performances, the idea is to incentivize students, teachers, 
and schools to improve on these indicators. This approach to educational improve-
ment is intended to drive higher achievement with more rewards and more fear of 
punishment. In fact, both the operant behavioral  perspective   (e.g., Skinner,  1953 ), 
which postulates that reinforcements strengthen behaviors, and the  expectancy the-
ories   (e.g., Vroom,  1964 ; Wigfi eld & Eccles,  2000 ), which maintain that people 
engage in behaviors they expect will lead to desired outcomes (i.e., rewards), are 
frequently cited to support the logic of this control-oriented school improvement 
approach (e.g., see Kellaghan, Madaus, & Raczek,  1996 ). 

 Yet, as pointed out by Ryan and Brown ( 2005 ), these high-stakes testing 
approaches neither represent classical behaviorist strategies, nor do they fully refl ect 
modern expectancy theories. The reason, as they highlighted, is that this  controlling 
approach   actually involves incentivizing, reinforcing, or rewarding  outcomes  rather 
than  behaviors . Doing so means that any behaviors that might lead to those out-
comes could be strengthened. Of course, teachers improving their teaching and stu-
dents exerting more effort and being more engaged in learning are among the 
behaviors that could be strengthened. But so too could behaviors such as “teaching 
to the test,” narrowing curricula, or even cheating by the students, teachers, or 
administrators. Past research has shown that in controlling contexts there is a ten-
dency for people to take a short path to desired outcomes (Shapira,  1976 ), and 
indeed there is evidence that some school systems subjected to the pressures of 
high-stakes testing have often taken paths that involve “gaming the system,” includ-
ing straightforward cheating, at both school and district levels (e.g., Aviv,  2014 ; 
McNeil & Valenzuela,  2000 ; Moon, Callahan, & Tomlinson,  2003 ). Moreover, at 
least in the USA, such pressuring reforms based on incentives, sanctions, and 
accountability have not led to meaningful improvements in learning and achieve-
ment (e.g., Amrein & Berliner,  2002 ; Hout & Elliott,  2011 ). 

    An  Autonomy-Supportive Approach   

 An alternative approach to improving schools involves supporting rather than exter-
nally controlling the motivation of teachers and students. Based on a quite different 
metatheory,  self - determination theory  (SDT; Deci & Ryan,  2000 ) begins with the 
assumption that people are by nature active and engaged. When in supportive or 
nurturing social conditions, they are naturally inclined to take in knowledge and 
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values and to more fully integrate the regulation of behaviors. People have, that is, 
an evolved tendency to grow and learn (Ryan & Hawley,  in press ). Indeed, this pro-
cess of taking in and assimilating knowledge and behaviors is the essence of devel-
opment (Piaget,  1971 ; Werner,  1948 ). 

 The naturalness of the human propensity to grow and learn is obvious in children 
prior to school. Children spend much of their time actively playing; they manipulate 
and experiment on their environments, and they take delight in making things hap-
pen and discovering new knowledge. Children can turn almost anything into a toy, 
at times fi nding the box that a doll or a fi re truck came in as interesting as the toy 
itself. They marvel at all kinds of things, such as what happens when they push light 
switches or hit particular keys on their parents’ cell phones. This is all part of explor-
ing their world and is an extremely powerful engine of learning. 

 In motivational terms, such activity is said to be  intrinsically motivated  (Deci, 
 1975 ; Harlow,  1950 ; White,  1959 ). When intrinsically motivated, people engage in 
behaviors because they spontaneously experience interest and enjoyment when they 
do, and these behaviors do not require separable consequences such as tangible 
rewards or the avoidance of punishments. Spontaneous satisfaction and enjoyment, 
which are integrally intertwined with the behaviors themselves, are all the conse-
quences that are necessary. Within   self - determination theory    (SDT; Deci & Ryan, 
 1985 ; Ryan & Deci,  2000b ),  intrinsic motivation   is considered a natural propensity 
of human life, and it is a great source of energy for people’s engagement with the 
world and their learning from it. Yet because these intrinsic assimilative propensi-
ties are expected to fl ourish in supportive contexts, when they are not manifest, SDT 
would look fi rst and foremost to the interpersonal context to understand what may 
be forestalling or disrupting their expression. 

 Closely related to intrinsic motivation is another category of autonomous moti-
vation, namely,  fully    internalized extrinsic motivation   . Students can be autono-
mously motivated even when the focal activities are not interesting if they appreciate 
and accept the value or importance of the activities for themselves (Ryan, Connell, 
& Deci,  1985 ). As we elaborate later in the chapter, a substantial body of research 
has now shown that even in formal school settings—elementary, secondary, college, 
and professional schools—students who have higher levels of intrinsic motivation 
(interest) and autonomous internalized motivation (value) learn and perform better 
and display greater classroom adjustment and better psychological well-being than 
those whose levels of autonomous motivation are low (e.g., Ryan & Deci,  2000a , 
 2013 ). 

 It is thus extremely interesting that so much of the thinking about school reform 
and about the motivation of teachers and students that might facilitate greater 
achievement in schools gives little or no attention to fostering intrinsic motivation 
or supporting autonomy more generally within school settings. Stated differently, 
policymakers as well as some educators have focused on how to control outcomes 
rather than on how to create the social-contextual conditions that yield autonomous 
motivation and the enhanced outcomes of learning and wellness consistently associ-
ated with it (Ryan & Deci,  2015 ). 
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     Intrinsic Motivation   

 The concept of intrinsic motivation, which was introduced into the psychological 
literature in the 1950s (Harlow,  1950 ; White,  1959 ), emerged primarily from 
research with rats and primates. Researchers repeatedly found that animals readily 
engaged in learning and exploratory and manipulative behaviors and moreover that 
those behaviors could not be satisfactorily explained by the drive or  reinforcement 
theories   of motivation that were prominent at that time (e.g., Hull,  1943 ). A new 
approach to motivation was necessary to provide a meaningful account of both 
exploratory behaviors in animals and normal development in humans (see White, 
 1959 ), and the concept of intrinsic motivation provided a useful starting point for 
such an approach. 

  Intrinsic motivation   is considered a prototype of autonomous behaviors, which 
means that such behaviors are performed with a full sense of willingness, volition, 
and choice (e.g., Deci & Ryan,  2000 ; Ryan & Deci,  2000b ). When intrinsically 
motivated, people experience an internal  perceived locus of causality   for their 
behavior (de Charms,  1968 )—that is, they feel initiative and ownership in acting 
(Deci & Ryan,  1991 ). As already noted, the play of children is a characteristic 
example of intrinsically motivated behavior, and many leisure-time pursuits of 
adults also fall into that category. So too are many aspects of learning and work, 
especially if the tasks have been designed to be interesting. Because aspects of 
learning and work can be intrinsically motivated, researchers began many years ago 
to examine contextual factors that support and enhance intrinsic motivation as well 
as those that thwart and diminish it. 

     Classroom Climates   

 Early classroom studies by Deci, Schwartz, Sheinman, and Ryan ( 1981 ) were based 
on the hypothesis that teachers’ orientations toward supporting students’ autonomy 
versus controlling their behavior would create different climates or ambiences 
within their classrooms, which would in turn impact the students’ intrinsic motiva-
tion and well-being. These researchers developed a self-report assessment for teach-
ers that indexed their degree of  autonomy support versus control  . Just before the 
beginning of a school year, the researchers had teachers from fourth through sixth 
grades in several schools complete the scale. Two months later, there were assess-
ments done in those classrooms of the students’  intrinsic motivation  ,  perceived 
competence  , and self-esteem. Analyses indicated that the students of teachers who 
were more autonomy supportive were more intrinsically motivated, perceived them-
selves to be more competent at schoolwork, and had higher self-esteem than the 
students of teachers whose self-reported motivational strategies were more control-
ling. It appeared that within just 2 months, the teachers of late-elementary students 
had affected the students’ motivation and feelings of competence as a function of 
the degree to which the teachers were autonomy supportive versus controlling. 
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Subsequent research continued to replicate and extend such fi ndings, showing that 
the autonomy support versus control of both teachers and parents was related to the 
students’  autonomous motivation  ,  well-being  , and  school performance   (Ryan & 
Grolnick,  1986 ). In one study, for example, Roth, Assor, Niemiec, Ryan, and Deci 
( 2009 ) found that when  parents   of high school students were autonomy supportive, 
their children experienced more choice and displayed an interest-focused school 
engagement, whereas when the parents were controlling their children experienced 
inner compulsion and showed a grade-focused school engagement. In short, having 
teachers and parents who were autonomy supportive was associated not only with 
the students’ autonomous motivation but also with their wellness and learning out-
comes (e.g., Chirkov & Ryan,  2001 ; Grolnick & Ryan,  1989 ; Grolnick, Ryan, & 
Deci,  1991 ). 

 Teachers who are controlling are prone to use rewards, punishments, demands, 
and evaluative pressures to control behavior and to foster desired achievement out-
comes, all of which have been experimentally found to undermine autonomous 
motivation (Deci, Koestner & Ryan,  1999 ; Deci, Spiegel, Ryan, Koestner, & 
Kauffman,  1982 ; Ryan & Deci,  2015 ). In contrast, autonomy-supportive approaches 
entail taking students’ perspectives, acknowledging their needs and feelings, pro-
viding support when they face obstacles, and providing  choice   and supporting ini-
tiative where possible. In addition, positive, nonevaluative  feedback   that is 
informational rather than pressuring supports autonomy (Henderlong & Lepper, 
 2002 ). These elements of autonomy support have also been examined widely in 
experiments and fi eld studies (Patall, Cooper, & Robinson,  2008 ; Reeve & Jang, 
 2006 ). It is interesting to note in this regard that although there has been some con-
troversy about whether choice and autonomy are also important in eastern cultures, 
research has provided strong evidence that they have positive effects on Asian as 
well as Western children (e.g., Bao & Lam,  2008 ; Jang, Reeve, Ryan, & Kim,  2009 ). 
These factors likely to be used by autonomy-supportive teachers—for example, 
positive feedback and choice—are important because they provide people with sat-
isfaction of what we refer to as basic psychological needs. That is, we have postu-
lated that all people need to feel both competent and autonomous in order to be 
healthy, effective, and intrinsically motivated (Deci & Ryan,  2000 ). Thus, when 
teachers and parents behave in ways that allow students to satisfy those needs, there 
will be more positive educational outcomes. 

 In sum, research has suggested that  autonomy-supportive classrooms   tend to 
facilitate greater intrinsic motivation among students and that offering choice and 
providing positive feedback are among the factors that autonomy-supportive teach-
ers are likely to implement in their classrooms. Such teachers would be capitalizing 
on the fact that students are inherently active, intrinsically motivated to engage their 
environments, and inclined to learn from their natural interactions. Yet, as already 
mentioned, recent ideas about school reform tend to ignore these inherent tenden-
cies toward learning and to, instead, focus on  controlling use of rewards  , competi-
tion, evaluations, threats, and surveillance, all of which have been found to be 
detrimental to intrinsic motivation, autonomy, well-being, and learning.   
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     Autonomous Extrinsic Motivation   

 As previously noted, central to people’s nature is the process of integration, which 
involves the internalization and reciprocal assimilation of knowledge and experi-
ence, thus making the people more unifi ed within their sense of self (Ryan & Deci, 
 2012 ). In terms of motivation, this process is particularly pertinent to people’s moti-
vation for activities that are not interesting but are believed by teachers and parents 
to be important for students to do in order for them to effectively negotiate their 
world. Because these behaviors are not interesting, people are not intrinsically moti-
vated to do them, so extrinsic motivation must come into play. However, as we have 
seen, use of extrinsic motivators can be quite detrimental for autonomy and intrinsic 
motivation. Fortunately, research has shown that extrinsic motivators are less likely 
to be detrimental if the motivators are implemented in an  autonomy-supportive 
social context  , such as autonomy-supportive classrooms or homes. For example, 
Ryan, Mims, and Koestner ( 1983 ) found that when monetary rewards were given in 
an autonomy-supportive way, participants were much more intrinsically motivated 
than when they were given in a controlling way. Further, such rewards that were 
performance contingent and given in an autonomy-supportive context were not det-
rimental relative to a neutral condition with neither rewards nor feedback. 

 In considering the extrinsic motivation of uninteresting activities, Ryan and Deci 
( 2000a ) argued that extrinsic motivators and structures can be internalized and inte-
grated to varying degrees, and the degree to which a motivator or structure is inter-
nalized and assimilated will affect the degree to which the ensuing behavioral 
regulation will be autonomous. More specifi cally, these researchers argued that 
there are four types of regulation for  extrinsically motivated behaviors   that vary in 
their degree of autonomy. The least autonomous is referred to as   external regula-
tion   , and the regulators in such cases are the classic rewards and punishments widely 
given to control people’s behaviors. In general, as reviewed above, when behaviors 
are externally regulated using contingent rewards and sanctions, they tend to be very 
low in autonomy—that is, these controllers of behavior foster an external  perceived 
locus of causality   and thus can have various negative consequences. 

 A second type of extrinsic motivation involves a partial internalization in which 
a regulation or contingency is taken in by a person but not accepted as his or her 
own. This type of internalization, referred to as  introjection  , involves internalizing 
an external control but maintaining its controlling nature in a form very much like it 
had been when the regulation was external. However, now, because the regulation is 
within the person, it is as if one part of the person were controlling the rest. Examples 
of   introjected regulation    are  contingent self-esteem   and  ego-involvement   (Deci & 
Ryan,  1995 ; Ryan,  1982 ). In each case, a person’s sense of worth is dependent on 
meeting some standard, and to the degree that the person does not, the regulatory 
process essentially criticizes and derogates the person, so he or she ends up feeling 
low self-esteem. Introjected regulation, although internal to the person, is control-
ling and is experienced as being external to the person’s sense of self—indeed, it is 
experienced as pressure  on  the self. 
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  Internalization   can, however, function more effectively with people coming to 
understand the value of uninteresting behaviors for themselves and thus being will-
ing to accept responsibility for those behaviors. In SDT this is referred to as   identi-
fi ed regulation    and is indicative of people being  volitional   in carrying out the 
behaviors because they act from a sense of the behaviors’ value. Thus, whereas 
external and introjected regulations are relatively controlling, identifi ed regulation 
is relatively autonomous. Finally, when people are able to integrate identifi cations 
with other aspects of themselves, the internalization is complete.   Integrated regula-
tion    represents the most mature form of extrinsic motivation, because with it the 
person wholeheartedly accepts the importance and value of the behaviors. This type 
of regulation is highly autonomous and shares many consequences with intrinsic 
motivation, which is the prototype of autonomous motivation. 

 The  integration   process, through which people internalize and assimilate values 
and motivation, is the means for becoming autonomous when acting in accord with 
norms and mores of the social world. As such, it represents optimal socialization, 
and it is fueled by people’s needs for autonomy and relatedness. Like competence 
and autonomy, SDT considers relatedness to be a basic psychological need that 
must be satisfi ed for healthy effective engagement with the world. Thus, to the 
extent that people are able to satisfy their  basic psychological needs   for  relatedness  , 
 competence  , and  autonomy   by internalizing the regulation of uninteresting behav-
iors, the more likely they will be to do so. These psychological needs are all ones 
that can be supported or ignored in classroom contexts.  

    Basic Needs, Integration, and Autonomy 

 In fact, one of the most important aspects of SDT is its specifi cation of the three 
basic psychological needs whose support is essential to integrative functioning and 
wellness. Most theories that use the concept of psychological needs (e.g., 
McClelland,  1965 ) view them as learned and study them as individual differences in 
need strength. However, SDT views the three basic psychological needs as evolved 
and universal (e.g., see Ryan & Hawley,  in press ), and thus the theory specifi es that 
the needs must be satisfi ed in order for people to perform effectively and coherently, 
as well as to be psychologically well. As such, rather than focusing on individual 
differences in the strength of needs for making predictions about outcomes, SDT 
gives empirical attention to the degree to which the needs have been or are being 
satisfi ed versus frustrated, hypothesizing that greater satisfaction of the basic needs 
will be related to more positive outcomes. As well, the theory examines social- 
contextual factors that either support or thwart satisfaction of the basic needs as a 
basis for making predictions and prescriptions. 

 As already noted, research has indicated that social-contextual conditions (e.g., 
the provision of choice, perspective taking) that support satisfaction of the need for 
autonomy lead to enhanced autonomous motivation (e.g., Patall et al.  2008 ), whereas 
autonomy frustration (e.g., with controlling language) leads to undermining (e.g., 

2 Optimizing Students’ Motivation in the Era of Testing and Pressure…



16

Koestner, Ryan, Bernieri, & Holt,  1984 ). Contexts that support satisfaction of the 
competence need (e.g., with positive feedback) also facilitate autonomous motiva-
tion (e.g., Ryan et al.,  1983 ), whereas those that thwart it (e.g., with loss of a com-
petition) diminish the motivation (e.g., Reeve & Deci,  1996 ). Contexts that support 
relatedness (e.g., with responsiveness) enhance autonomous motivation (La Guardia, 
Ryan, Couchman, & Deci,  2000 ), whereas those that thwart it (e.g., though rejec-
tion) decrease autonomy (Legate, DeHaan, Weinstein & Ryan,  2013 ). Further, many 
studies have shown that satisfaction of all three needs promotes autonomous moti-
vation, whereas thwarting any of the needs is detrimental to the motivation (e.g., 
Chen et al.,  in press ). Accordingly, one of the important functions of the concept of 
basic psychological needs is that it provides accounts of  social-contextual infl u-
ences   on intrinsic motivation and integration, and it provides a basis for making a 
priori predictions about the effects on motivation of factors in the social situation. If 
some factor seems logically like it would enhance satisfaction of people’s psycho-
logical needs, it is appropriate to hypothesize positive consequences, whereas if it 
seems likely that a factor would thwart one or more of the needs, it would be hypoth-
esized to have negative consequences.  

    Need Satisfaction, Autonomous Motivation, Learning, 
and Wellness 

 Many studies have examined the relations of both social-contextual need supports 
and autonomous motivation to learning and well-being outcomes, covering the 
range from elementary schools to universities. We provide only a few examples. 
Grolnick and Ryan ( 1987 ) found that, in a study of fi fth-grade students who read 
passages appropriate to their grade level, those who were in noncontrolling learning 
contexts, where they experienced greater  need satisfaction  , displayed better concep-
tual learning and more positive affect than did students in the more controlling 
classrooms. A study of college students’ learning showed comparable results 
(Benware & Deci,  1984 ). 

 Research in high school classes by Jang, Reeve, and Deci ( 2010 ) involved trained 
observers rating the behavior of both teachers and students. The researchers found 
that ratings of teachers’ autonomy support positively predicted ratings of student 
engagement and further that ratings of teachers’ provisions of structure accounted 
for additional variance in engagement.  Structure   concerns making clear to students 
how to attain desired classroom outcomes, and the research indicates that when this 
structure is provided by teachers in an autonomy-supportive way, the structure com-
plements autonomy support in facilitating student engagement (Griffi th & Grolnick, 
 2014 ). 

 In high school physical education classes, autonomy-supportive teaching was 
found to predict student autonomous motivation for physical activity (Hagger, 
Chatzisarantis, Barkoukis, Wang, & Baranowski,  2005 ), and the relation between 
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teacher autonomy support and student autonomous motivation was mediated by the 
students’ basic psychological need satisfaction (Standage, Duda, & Ntoumanis, 
 2006 ). 

 Research in university-level organic chemistry classes involved students attend-
ing weekly workshops led by instructors who varied in the degree to which they 
were autonomy supportive versus controlling (Black & Deci,  2000 ). Results 
revealed that students who experienced their instructors as more autonomy support-
ive showed increases in their level of autonomous motivation during the semester 
and that they got better grades in the course after controlling for the variance 
explained by their general achievement. In other words, after controlling for indica-
tors of ability and skill, students’ autonomous motivation for this particular course 
predicted their performance in the course, thus paralleling results from younger 
students (e.g., Miserandino,  1996 ). 

 In  medical schools  , students who experienced their instructors as more auton-
omy supportive learned the course material more fully and put it into more effective 
use 6 months later relative to students who experienced their instructors as more 
controlling (Williams & Deci,  1996 ). Further medical students who, in their fourth 
year in the program, chose specialties for their residencies were likely to pick the 
specialty that had had the most autonomy-supportive preceptor during the students’ 
third year in the program (Williams, Saizow, Ross, & Deci,  1997 ). Also, researchers 
found that, in law schools, having more autonomy-supportive instructors had a posi-
tive effect on students’ autonomous motivation, their course grades, and the scores 
on their bar exams (Sheldon & Krieger,  2007 ). 

 To summarize, research in schools with elementary, secondary, university, and 
professional schools have all similarly found that classroom climates that support 
satisfaction of students’ basic psychological needs for competence, autonomy, and 
relatedness tend to enhance the students’ autonomous motivation. This results in 
better learning and performance, along with more positive affective experiences, 
than is the case with pressured climates, which lead to controlled motivation. With 
the large body of research showing the substantial advantages of autonomous rather 
than controlled motivation for the desired educational outcomes of conceptual 
learning, effective performance, and psychological well-being, it seems ever more 
clear that approaches to education reform that are based primarily on incentives, 
pressures, and controls for motivating effective education are misguided and lack an 
evidence base.   

     Goals   and Motives 

 The concept of goals has been a central one in the study of motivation for half a 
century. Goals presumably represent the ends toward which people are motivated. 
Some are explicit, others less so. We briefl y address two approaches to studying 
goals that have been used in the fi eld of education. Our primary foci will be on 
whether goals are differentially effective in predicting positive educational 
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outcomes and how goals and motives might relate to each other in predicting those 
outcomes. The fi rst approach to studying goals in education that we discuss was 
developed within the achievement motivation tradition and the second within the 
self-determination tradition. We discuss each in turn as they relate to pressuring 
contexts and autonomous motivation. 

     Achievement Goals   and Autonomous Motives 

 The approach to studying goals that has received the greatest attention in the educa-
tion literature is the achievement goal approach. The approach began by distin-
guishing between   mastery goals   , which involve learning in order to enhance one’s 
own competence, and   performance goals   , which involve learning in order to appear 
better than others. Subsequently, the performance goals were further differentiated 
into   performance - approach  goals   and   performance - avoidance  goals   (Elliot,  1999 ). 
The former involves pursuing positive performance goal outcomes (e.g., doing bet-
ter than someone else), whereas the latter involves avoiding negative performance 
goal outcomes (e.g., not doing worse than someone else). In this and other approach- 
avoidance literatures, there is ample evidence that avoidance orientations are associ-
ated with appreciable negative consequences. Indeed, performance-avoidance 
goals, relative to performance-approach goals, have been found to result in poorer 
learning, performance, and well-being outcomes. In contrast, mastery goals are gen-
erally associated with strong well-being and sometimes with high performance on 
achievement tasks (Elliot,  2005 ). 

 In contrast to mastery goals, performance goals are very much focused on per-
formance in a normative way, which is quite consistent with the strong national 
attempt to improve achievement in order to surpass the achievement of students 
from other nations. To more fully understand how performance-approach goals 
might relate to educational outcomes, researchers have used autonomy-related con-
cepts from SDT to examine whether the achievement goal effects that have been 
found in previous research might be explained in part or in full by autonomous 
versus controlled motives. That is, if people pursue performance-approach goals for 
autonomous motives, will the consequences be more positive than if pursued for 
controlled motives, and if the goals and motives compete for variance, will they 
explain independent variance? 

 Vansteenkiste et al. ( 2010 ) simultaneously examined the strength of performance- 
approach goals and the autonomous versus controlled motives for pursuing those 
goals to predict self-regulated learning, test anxiety, and persistence among high 
school students, all outcomes that have been effectively predicted by performance- 
approach goals (e.g., Elliot,  2005 ). Vansteenkiste and colleagues found fi rst that 
both the autonomous and controlled motives were signifi cant predictors of out-
comes, with autonomy positively predicting the self-regulated learning strategies 
and persistence and controlled motives being negative predictors of such variables 
and a positive predictor of test anxiety. However, when the strength of the 
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performance- approach goals was entered into the analyses with these motives, 
performance- approach goals did not predict signifi cant variance in any of the seven 
outcome variables. In other words, people’s motives for predicting performance- 
approach goals were more important than the strength of the goals themselves in 
predicting various educational outcomes. 

 Benita, Roth, and Deci ( 2014 ) conducted two studies to examine the importance 
of people’s autonomous and controlled motives when pursuing  mastery goals  . As 
already noted, mastery goals have typically been effective in predicting affective 
outcomes and some performance outcomes. Further, it is noteworthy that, with their 
focus on improving oneself rather than outperforming others, the mastery goals are 
less consistent with the national obsession toward achievement and therefore with 
the national pressure to perform. Benita and colleagues examined mastery goals in 
relation to autonomous versus controlled motives for pursuing those goals and also 
to autonomy-supportive versus controlling educational climates within which the 
goals were being pursued. In the fi rst study, autonomous motives for pursuing mas-
tery goals led to more interest and engagement than goals for which the motives 
were controlled. In another study, the researchers found that mastery goals that were 
adopted within an autonomy-supportive context led to more positive emotional 
experiences than the goals adopted in controlling contexts. In sum, this research on 
mastery goals, like the previously reviewed research on performance-approach 
goals, indicates that understanding the relations of achievement goals to educational 
outcomes is facilitated by an examination of the motives people have for pursuing 
the goals or the motivational contexts within which the goals were adopted (see also 
Vansteenkiste, Lens, Elliot, Soenens, & Mouratidise,  2014 ). In all of these studies 
of achievement goals, controlling or pressuring contexts and controlled motives for 
pursuing goals were found to have negative correlates.  

    Intrinsic and Extrinsic Goals 

 The second approach to studying goals in educational contexts concerns  intrinsic 
goals    versus  extrinsic goals  , the former being focused on learning in order to contrib-
ute to society, to be physically fi t, or to grow as a person and the latter being focused 
more on obtaining wealth, becoming socially recognized, or having greater power or 
infl uence. In this research, either intrinsic or extrinsic goals were emphasized in 
learning settings as the aims of learning, and both learning and performance out-
comes were examined (e.g., Vansteenkiste, Simons, Lens, Sheldon, & Deci,  2004 ). 

 This research on intrinsic and extrinsic goals in education evolved out of earlier 
research by Kasser and Ryan ( 1993 ,  1996 ), which had examined whether, if peo-
ple’s aspirations or  life goals   were intrinsic versus extrinsic, they would be psycho-
logically healthier. In short, the researchers found that the stronger people’s extrinsic 
goals were, relative to their intrinsic goals, the less psychologically healthy they 
tended to be, and this goal effect was independent of whether people’s motives for 
pursuing the goals were autonomous or controlled (Sheldon, Ryan, Deci, & Kasser, 
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 2004 ). Further, attainment of extrinsic goals predicted ill-being rather than well- 
being (Niemiec, Ryan, & Deci,  2009 ). 

 In the experiments done in schools, researchers manipulated people’s goals with 
respect to specifi c learning opportunities. For example, when junior college stu-
dents were learning about sustainability, some were told that their learning about 
recycling and reusing could help them save money (an extrinsic goal), while others 
were told that the learning would help them contribute to the community (an intrin-
sic goal). Results indicated that those who learned with the intrinsic goal learned 
more and performed better when taking a test or explaining the material to others 
than did those who learned with the extrinsic goal (Vansteenkiste et al.,  2004 ). This 
intrinsic goal effect was especially strong if the goals were communicated in an 
autonomy-supportive way. In other words, both the goals and the motives predicted 
independent variance and the two interacted positively. 

 In short, studies of the intrinsic and  extrinsic goals   showed that learning in order 
to attain  intrinsic goals   such as community contribution tended to satisfy basic psy-
chological needs and promote well-being, whereas pursuit and attainment of extrin-
sic goals such as fi nancial accumulation tended to thwart basic psychological needs 
and promoted ill-being. This research also opens up the question of what goals and 
motives we are orienting students toward or implicitly promoting in schools, as we 
prepare them for confi dently entering a world of varied opportunities. With the pres-
sures associated with competition to achieve more than others, it seems that we may 
be fostering extrinsic and performance goals as well as controlled motives.   

    SDT in the Classroom:  Supporting Basic Psychological Needs   

 Perhaps the most important message from the research reviewed thus far is that 
when students’ motivation is autonomous, they display more positive educational 
outcomes than when their motivation is controlled and that the students are more 
autonomously motivated when the teachers create classroom climates that support 
the students’  basic psychological needs   for competence, autonomy, and 
relatedness. 

 Support for students’ basic needs begins with  teachers taking the    students ’  per-
spectives    when they are interacting in school (e.g., Deci, Eghrari, Patrick, & Leone, 
 1994 ; Koestner et al.,  1984 ). It is quite easy for teachers to slip into a mode of view-
ing classroom activities from their own perspective, in terms of how they think 
things should be, as if all students were highly motivated for all courses and would 
be ready to do whatever the teachers think they should. However, it is likely that the 
situation will often not be like that in classrooms. So it becomes essential for teach-
ers to try to understand how the students tend to see things and to relate in terms of 
the students’ perspectives. 

 Many teachers have a lot of experience working with students, and they may well 
have accumulated a lot of information about how students see both school-related 
and personal matters. They may know, for example, that some students fi nd some 
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courses quite boring and that some students feel a very low sense of competence for 
at least some of their courses, which can be very draining of the students’ motiva-
tion. Knowing such things could be useful for teachers in new situations, so they 
could be open to the students being bored or feeling incompetent. Still, students and 
their circumstances vary greatly, so even highly experienced teachers will not nec-
essarily know what is going on for a student at a given time. That makes it especially 
important, when teachers sense that something is wrong for a student, to take inter-
est in what is happening for that student, appreciating both inner and outer obstacles 
to motivation. When the time is right, the teachers can ask the students what is hap-
pening to them, doing it in an accepting and supportive way, so the students will not 
become defensive. If the teachers listen carefully, they can really understand what 
the students might be going through and will be able to work with them more 
effectively. 

 If teachers are able to take  students’ perspectives  , it is likely to come naturally 
that they will refrain from pressuring the students to do what they, the teachers, want 
them to do. For example, the use of controlling language, with directives and words 
that convey control—words such as should, must, and have to—has been shown to 
diminish intrinsic motivation and impair internalization (Deci et al.,  1994 ; Ryan, 
 1982 ), so when teachers are mindful of this and convey a sense of invitation rather 
than coercion, they will be more effective in promoting autonomy, engagement, 
learning, and wellness. Reeve (this volume) describes that in detail. 

 Research has found various other things to be important in the classroom as well. 
For example, providing students the opportunity to make choices either indepen-
dently or as a group can help them feel more autonomous and competent and thus 
more engaged in the activities they played a role in selecting (e.g., Patall et al., 
 2008 ). Of course, there are certain things students need to do or learn, but there is 
often room for the students to make  choices   about what, when, and how to engage 
in learning activities. For example, it is important for students to read, but in some 
settings with very low achievement levels in language arts, letting them read almost 
anything they choose is better than having them not read what they have been told 
they have to read but do not fi nd interesting or understandable. Providing opportuni-
ties for  choice   is likely to enhance students’ autonomous motivation and engage-
ment. Along with making choices, having opportunities to explore and try new 
things without pressure is also useful for students. Of course, teachers want students 
to succeed, but at times letting them make mistakes as they try something for them-
selves can be a more important learning opportunity than pressuring them to suc-
ceed. Indeed, natural learning is often a series of trials and experiments rather than 
continuous success, and teachers can be more accepting of this sometimes bumpy 
trajectory of discovery and learning. 

 Providing autonomy support does not mean that teachers are “ permissive  ” and 
allow students to do whatever they want. As we said when reviewing Jang et al.’s 
( 2010 ) study, optimally, teachers also provide  structure  , including clear guidelines, 
goals, and limits, but this does not require a controlling attitude or approach. 
Structure can be provided in autonomy-supportive ways, and when that is the case, 
it is likely to facilitate internalization of the structures and the goals underlying 
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them. For example, Deci et al.’s ( 1994 ) experiment showed that providing a mean-
ingful  rationale   when asking students to do something facilitated their internaliza-
tion of the request (see also Jang,  2008 ). This also suggests that we should not be 
surprised when the internalization of structures, rules, or limits may be poor if the 
structures are arbitrary or have no rationale. 

  Feedback   is also important in the classroom. Many studies have shown that spe-
cifi c and clear  positive feedback   about what was done well tends to enhance autono-
mous motivation (see Deci et al.,  1999 ). But evaluative feedback can have a negative 
effect because, even when the feedback is “positive,” it can be experienced as con-
trolling, and when it is, it can catalyze an extrinsic orientation in the learner (e.g., 
Ryan,  1982 ). Similarly, although negative feedback has been shown to undermine 
intrinsic motivation because it is often done in a way that conveys incompetence 
(Deci & Cascio,  1972 ), negative feedback is sometimes important and does not 
necessarily have negative consequences. That requires treating the interaction as a 
problem-solving session in which, after being clear about what is being addressed, 
the student is asked how he or she sees the situation—that is, what was going on 
with him or her. Then, the interaction continues with the “recipient of the feedback” 
playing an active role in considering how he or she might handle the situation more 
effectively next time. In sum, the functional impact of feedback will depend on 
whether it is experienced as effectance relevant and informational or as 
controlling. 

 Classroom facilitation does not end with autonomy and competence. Relatedness 
to teachers is a substantial predictor of motivation in the classroom. Relatedness is 
fostered when it is clear the child feels welcomed and cared for in a given context. 
Teachers foster relatedness from the initial smile at the door to the concern when 
there are failures or diffi culties in academic tasks. What is compelling to us is that 
relatedness is also highly correlated with perceived autonomy support. That is, car-
ing for and connecting with a student is typically associated with more support for 
autonomy. 

 Most teachers, when free to teach, try to fi nd ways to support interest and value 
in learning, thus promoting autonomy. They work to build a structured classroom 
that guides behavior and scaffolds the learning tasks so that each can see growth. 
Yet teachers themselves are also under pressure in many schools around the globe, 
and they do not feel the freedom they need to nurture student learning and develop-
ment. The less autonomy, competence, and relatedness teachers themselves experi-
ence in their jobs, the less able they are to facilitate the students’ autonomy and 
learning. 

    What Teachers Need 

 Teachers can become more autonomous, competent, and relationally supportive 
through many pathways. One path of course is specifi c training. For example, 
Kaplan and Assor ( 2012 ) described an intervention program in which Israeli 
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teachers received training to be more autonomy supportive. Those who received the 
intervention subsequently had students who displayed less aggression and negative 
affect than did the students of teachers who were in the control group. Cheon, 
Reeve, and Moon ( 2012 ) designed and implemented an intervention for physical 
education teachers to enhance their support for autonomy. Observer and student rat-
ings confi rmed the success of the intervention, including showing enhancement of 
students’ psychological needs in trained teachers. In fact, a meta-analysis of studies 
examining the effects of training for teacher autonomy support found that interven-
tions can enhance autonomy support as assessed with student perceptions and 
observer ratings (Su & Reeve,  2011 ). 

 Although training can sharpen skills, we also fi nd that many teachers are daily 
ongoingly trying to support the psychological needs of children. Yet varied demands 
of the workplace can make that mission more diffi cult. Teachers often feel a lack of 
control over either the process or content of their teaching. Many fi nd themselves 
subjected to prescribed curricula, controlling standards, or top-down evaluations 
and supervision. 

 To practice their craft well, SDT suggests that, just like their students, teachers 
need support for autonomy. For example, Nie, Chua, Yeung, Ryan, and Chan ( 2014 ) 
recently studied teachers’ motivation in Chinese public schools. They found that 
teachers who experienced more autonomy support from their supervisors also evi-
denced more intrinsic motivation and identifi ed regulation in their role as teachers. 
They also had more job satisfaction and fewer physical symptoms. In contrast, 
teachers who perceived their supervisors to be controlling reported more amotiva-
tion and external motivation to teach, as well as lower job satisfaction and greater 
workplace stress. Fernet, Guay, Senécal, and Austin ( 2012 ) showed that, when 
teachers experienced increases in overload and in student disruptive behaviors, the 
teachers experienced less autonomous motivation for teaching and less perceived 
competence. Those experiences in turn lead to greater emotional exhaustion and 
less sense of personal accomplishment. Bartholomew, Ntoumanis, Cuevas, and 
Lonsdale ( 2014 ) found that more teacher job pressure predicted greater burnout and 
that frustration of the basic psychological needs mediated this relation. 

 In sum, there is considerable evidence that when teacher needs are frustrated by 
thwarting environmental pressures, the teachers tend to be less autonomously moti-
vated to teach and more prone to burnout. Furthermore, as Pelletier, Séguin- 
Lévesque, and Legault ( 2002 ) found, both pressures from above (e.g., test pressures, 
controlling principals) and pressures from below (unmotivated or resistant students) 
can negatively affect teachers’ autonomous motivation for teaching. In turn, Pelletier 
et al. found that the less autonomous teachers’ motivations were for teaching, the 
less autonomy supportive they were with their students. Similarly, Roth, Assor, 
Kanat-Maymon, and Kaplan ( 2007 ) found that teachers who were more autono-
mously motivated for teaching had students who perceived them to be more auton-
omy supportive. In contrast, teachers who felt controlled in their classrooms were 
seen as more controlling by students. Finally, Holzberger, Philipp, and Kunter 
( 2014 ) recently showed that even high teacher self-effi cacy does not enhance 
instructional quality if teachers’ intrinsic need satisfaction is low. This shows how 
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there are systemic positive effects of attending to the needs of teachers, as support 
for their needs allows them to provide a more facilitating and supportive motiva-
tional environment for their students.   

    Conclusion 

 In this chapter, we pointed out that many countries have become concerned about 
the education of their students whom they believe are not performing adequately as 
refl ected in the countries’ rankings on international achievement tests. In some 
instances, test information has usefully informed educational improvement efforts, 
whereas in others it has led to policies and practices that represent controlling 
approaches to school reform. We have questioned the effectiveness of these control-
ling approaches, particularly high-stakes testing, citing relevant evidence (e.g., 
Hout & Elliott,  2011 ). 

 We focused on an alternative to the  pressure-and-test approach  . In this view, we 
see schools as an important locus for nurturing students’ learning and holistic per-
sonal development through supporting their basic psychological needs. Need- 
supportive conditions have been found consistently to be effective in promoting 
greater engagement, learning, and well-being among students. We discussed the 
importance of fostering intrinsic motivation as a prototype of autonomous learning 
and further explained how extrinsic motivation can become internalized and inte-
grated so students can engage in less interesting tasks with more autonomy. We also 
reviewed evidence that social-contextual factors that thwart the basic psychological 
needs for autonomy, competence, or relatedness have negative effects on autono-
mous motivation, learning, and well-being, whereas those that support basic psy-
chological needs have correspondingly positive effects. 

 We also discussed two approaches to the study of goals in education and found 
that, although research has shown that goals can predict educational outcomes, 
whether people’s motives for pursuing the goals are autonomous versus controlled 
predicts signifi cant variance in those outcomes, sometimes overshadowing the goal 
effects. Thus, although mastery or performance goals can differentially affect out-
comes, what may be more critical is the relative autonomy of the individual’s pur-
suit of such goals. 

 Given that research indicates that the more  autonomous approaches   have clear 
advantages over the  controlling approaches   for educational outcomes, we argued 
that teachers can effectively put the principles of a self-determination theory 
approach into practice in the classroom. Training can facilitate such practice, as can 
providing the professional need supports teachers require. Specifi cally, teachers 
need to have their own autonomy supported to be able to effectively and fl exibly 
meet the needs of their students. 

 We believe it is right for educators and policymakers both to assess educational 
outcomes and to devote energy and resources toward enhancing students’ learning. 
Yet our overall point is that, rather than fetishizing specifi c outcomes in math or 

E.L. Deci and R.M. Ryan



25

language, reformers, educational administrators, and policymakers should begin to 
care more about the quality of students’ and teachers’ engagement, volition, and 
wellness within the school setting. It is our strong belief, supported by substantial 
empirical evidence, that, when teachers have the resources and permission to attend 
to the basic psychological needs of students, the students will indeed become more 
actively engaged in learning and will more readily internalize a value for achieving. 
Ultimately this process-oriented approach will result in improved achievement out-
comes. Ironically, when offi cials instead attempt to force or control teachers and 
students to attain specifi c metrics, it crowds out good classroom practices, does 
harm to student development, and in the end fails to produce the desired outcomes. 
In sum, we would like to see nations trying just as hard to race to the top in student 
need satisfaction and wellness, which would result in more productive, well- 
educated, and fulfi lled citizens across the globe.     
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 “To every young person listening tonight who’s contemplating 
their career choice: If you want to make a difference in the life 
of our nation; if you want to make a difference in the life of a 
child—become a teacher. Your country needs you.” 

 (Barak Obama, President of the United States, State of the 
Union Address, 2011) 

       It is very telling that out of all the professions that President Obama could have 
chosen to “make a difference in the life of a child (and a country),” teaching is the 
one he chose. Teaching is indeed a very important profession for a number of rea-
sons. One of these deals with the opportunity that teachers have to leading children 
unto a lifelong path of self-growth and discovery. There is nothing more rewarding 
for a teacher than to see some of his or her students being passionate for a given 
subject. This is because he or she knows that in all likelihood, those who have found 
a passion for something in school will do well in society and contribute to it. 
Passionate teachers connect with their students, instill persistence and the joy of 
learning, and go a long way in helping students becoming passionate themselves 
and succeed in school and to eventually fi nd a satisfying career and lead a meaning-
ful life. We now see the link with Obama’s statement. Accordingly, the role of pas-
sion in teaching has started to generate much interest in recent years (e.g., Day, 
 2004 ; Greenberger,  2012 ; Phelps & Benson,  2012 ). 

 But let us not get ahead of ourselves. What is passion? What are some of its 
effects? How does it develop? Are all passions equal or are some more positive than 
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others? The purpose of this chapter is to look at these various issues and document 
some of the ways through which passion matters for the fi eld of education. Using 
the Dualistic Model of Passion (Vallerand,  2010 ,  2015 ), research is presented that 
shows that passion matters greatly for both students and teachers on a number of 
dimensions. In the fi rst section, I present a brief history on the concept of passion. 
Then, second, the Dualistic Model of Passion (Vallerand,  2008 ,  2010 ,  2015 ; 
Vallerand et al.,  2003 ) is presented. The third section reviews research dealing with 
the role of passion in the different outcomes that matter for both teachers and stu-
dents. Then, in the fourth section, I discuss the development of passion. Finally, the 
last section offers some conclusions and applications that passion may offer to the 
fi eld of education. 

    On the Concept of Passion 

 Interestingly, very little research has focused on passion in the psychological litera-
ture until recently. And yet, passion has generated a lot of attention from philoso-
phers. Indeed, centuries of scholarship has been devoted to passion, especially from 
an emotional perspective. Three positions have emerged (see Vallerand,  2015 ). The 
fi rst posits that passion entails a loss of reason and control (see Plato, 429–347 BC 
and Spinoza, 1632–1677). In line with the etymology of the word passion (from the 
Latin “passio” for suffering), people who have a passion are seen as experiencing 
some suffering. They are slaves to their passion as it comes to control them. The 
second perspective portrays passion in a more positive light. One example is René 
Descartes (1596–1650) who defi nes passions as strong emotions with inherent 
behavioral tendencies that can be positive as long as reason underlies the behavior. 
The Romantics, especially Jean-Jacques Rouseau (1712–1778), Helvetius (1715–
1771), and Diderot (1713–1784), all presented passion as essential to a healthy, 
fulfi lled living. Hegel (1770–1831) argues that passions are necessary to reach the 
highest levels of achievement and Kierkegaard (1813–1855) even writes, “To exist, 
if we do not mean by that only a pseudo existence, cannot take place without pas-
sion.” Thus, this second view of passion portrays passion in a more positive light as 
some positive outcomes may be experienced when individuals are in control of their 
passion. Taken together, these two positions highlight the duality of passion. 

 Little is known, however, about a third perspective of passion that emerged at the 
turn of the twentieth century, at the junction of philosophy and psychology. This 
third position suggests that some passions are “good” and others are “bad.” For 
instance, basing himself on the work of Descartes, Kant (1724–1804), and Ribot 
( 1907 ), Joussain ( 1928 ) proposed that there were two broad types of passion: the 
“noble” passions oriented toward the well-being or benefi t of others or society and 
the “selfi sh” passions that seek personal satisfaction. Of additional interest, Joussain 
further suggested that passions could interact among themselves in at least two 
ways. First, some passions can confl ict with other passions and in fact crowd out 
other passions and try to extinguish them. Second, other passions can peacefully 
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coexist with others. In fact, Joussain proposed that “virtue is to be obtained through 
the  equilibrium  that we establish among our passions and the multiple consequences 
that they create for us and others, keeping in mind the knowledge that we have of 
the world and ourselves” (p. 103; translation from French and italics are mine). 
Inherent in such a statement is that all passions are not equivalent and that they may 
play different roles in the outcomes that we experience. As we shall see, this is 
clearly one of the themes of this chapter. 

 Unfortunately, Joussain did not conduct research on passion and very little schol-
arship or research has followed his work until recently. The few psychologists who 
have looked at the concept have underscored its motivational aspect. For instance, 
some authors have proposed that people will spend large amounts of time and effort 
in order to reach their passionate goals (see Frijda, Mesquita, Sonemans, & Van 
Goozen,  1991 ) or working on the activity that they love (Baum & Locke,  2004 ). 
Nearly all empirical work on passion has been conducted in the area of passionate 
love (e.g., Hatfi eld & Walster,  1978 ). Although such research is important, it does 
not deal with the main topic at hand, namely, passion for activities. Finally, although 
other related constructs such as positive addiction (Glasser,  1976 ), grit (Duckworth, 
Peterson, Matthews, & Kelly,  2007 ), and intrinsic motivation (Deci & Ryan,  2000 ) 
have been proposed, they are conceptually different (the reader is referred to 
Vallerand,  2015 , Chap. 2, for conceptual comparisons between passion and these 
and other concepts). Of great importance is the fact that none of these constructs 
refl ects the duality inherent in passion underscored by philosophers and early psy-
chologists. Furthermore, none of these concepts or theories can explain why some-
thing that you love can be “bad” for you.  

    The Dualistic Model of Passion 

 The Dualistic Model of Passion (DMP; Vallerand,  2010 ,  2015 ) proposes that people 
engage in various activities throughout life in order to grow as individuals. After a 
period of trial and error that would appear to start in early adolescence (Erikson, 
 1968 ), most people will eventually start to show preference for some activities, 
especially those that are perceived as particularly enjoyable and important and that 
have some resonance with how they see themselves. These activities become pas-
sionate activities. In line with the above, Vallerand et al. ( 2003 ) defi ne passion as a 
strong inclination toward a self-defi ning activity that one loves, fi nds important and 
meaningful, and invests time and energy in. These activities come to be so self-
defi ning that they represent central features of one’s identity. For instance, the 
teacher who has a passion for teaching is not simply teaching, he or she sees him- or 
herself as a “teacher,” and the student who has developed a passion for playing the 
guitar perceives him- or herself as a “guitarist.” 

 The DMP further posits that there are two types of passion. The DMP postulates 
that activities that people like (or love) will also be internalized in the person’s iden-
tity and self to the extent that these are highly valued and meaningful for the person 
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(Aron, Aron, & Smolan,  1992 ; Csikszentmihalyi, Rathunde, & Whalen,  1993 ). 
Furthermore, it is proposed that there are two types of passion, obsessive and har-
monious, that can be distinguished in terms of how the passionate activity has been 
internalized. Obsessive passion results from a controlled internalization of the activ-
ity into one’s identity. In line with self-determination theory (Deci & Ryan,  2000 ; 
Ryan & Deci,  2000 ), such an internalization process leads to values and regulations 
associated with the activity to be at best partially internalized in the self and at 
worse to be internalized in the person’s identity but completely outside the integrat-
ing self (Deci & Ryan,  2000 ), in line with the ego-invested self (Hodgins & Knee, 
 2002 ). A controlled internalization originates from intra- and/or interpersonal pres-
sure typically because certain contingencies are attached to the activity such as feel-
ings of social acceptance or self-esteem (Lafrenière, Bélanger, Vallerand, & 
Sedikides,  2011 ; Mageau, Carpentier, & Vallerand,  2011 ), or because the sense of 
excitement derived from activity engagement is uncontrollable. People with an 
obsessive passion can thus fi nd themselves in the position of experiencing an uncon-
trollable urge to partake in the activity they view as important and enjoyable. They 
cannot help but to engage in the passionate activity. Consequently, they risk experi-
encing confl icts and other negative affective, cognitive, and behavioral conse-
quences during and after activity engagement. For example, when confronted with 
the possibility of playing some music with his friends or prepare his class lecture for 
the next day, a teacher with an obsessive passion for music may not be able to resist 
the invitation and will go and jam with his friends instead of preparing the lecture. 
During the musical session, he might feel upset with himself for playing instead of 
working on the lecture. He might therefore have diffi culties focusing on the task at 
hand (playing the guitar) and may not experience as much positive affect and fl ow 
as he could while playing. 

 It is thus proposed that with obsessive passion, individuals come to display a 
rigid persistence toward the activity, as oftentimes they can’t help but to engage in 
the passionate activity. This is so because ego-invested rather than integrative self- 
processes (Hodgins & Knee,  2002 ) are at play with obsessive passion leading the 
person to eventually become dependent on the activity. While such persistence may 
lead to some benefi ts in the long term (e.g., improved performance at the activity), 
it may also come at a cost for the individual, potentially leading to less than optimal 
functioning within the confi nes of the passionate activity because of the lack of fl ex-
ibility that it entails. Furthermore, such a rigid persistence may lead the person to 
experience confl ict with other aspects of his or her life when engaging in the pas-
sionate activity (when one should be doing something else, for instance), as well as 
to frustration and rumination about the activity when prevented from engaging in it. 
Thus, if the teacher has an obsessive passion for music but nevertheless manages to 
say no to his friends and to music, he still may end up suffering because of the dif-
fi culties of concentrating on the lecture preparation due to ruminations about the 
lost opportunity to play music. 

 Conversely, harmonious passion results from an autonomous internalization of 
the activity into the person’s identity and self. In line with self-determination theory 
(Deci & Ryan,  2000 ; Ryan & Deci,  2000 ), such internalization occurs when indi-
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viduals have freely accepted the activity as important for them without any contin-
gencies attached to it (e.g., Mageau et al.,  2011 ). This type of internalization 
emanates from the intrinsic and integrative tendencies of the self (Deci & Ryan, 
 2000 ; Ryan & Deci,  2003 ) and produces a motivational force to engage in the activ-
ity willingly and engenders a sense of volition and personal endorsement about 
pursuing the activity. 

 When harmonious passion is at play, individuals freely choose to engage in the 
beloved activity. With this type of passion, the activity occupies a signifi cant but not 
overpowering space in the person’s identity and is in harmony with other aspects of 
the person’s life. In other words, with harmonious passion the authentic integrating 
self (Deci & Ryan,  2000 ) is at play allowing the person to fully partake in the pas-
sionate activity with mindfulness (Brown & Ryan,  2003 ) and an openness that is 
conducive to positive experiences (Hodgins & Knee,  2002 ). Consequently, people 
with a harmonious passion should be able to fully focus on the task at hand and 
experience positive outcomes both during task engagement (e.g., positive affect, 
concentration, fl ow, etc.) and after task engagement (general positive affect, satis-
faction, etc.). Thus, there should be little or no confl ict between the person’s pas-
sionate activity and his or her other life activities. Furthermore, when prevented 
from engaging in their passionate activity, people with a harmonious passion should 
be able to adapt well to the situation and focus their attention and energy on other 
tasks that need to be done. Finally, with harmonious passion, the person is in control 
of the activity and can decide when to and when not to engage in the activity. Thus, 
when confronted with the possibility of playing music with his friends or preparing 
the class lecture to be delivered the next day, the teacher with a harmonious passion 
for playing the guitar can readily tell his friends that he’ll take a rain check and 
proceed to be fully immersed in the preparation of the lecture without thinking 
about the missed opportunity to play the guitar. People with a harmonious passion 
are able to decide to forego activity engagement on a given day if needed or even to 
eventually terminate the relationship with the activity if they decide it has become a 
permanent negative factor in their life. Thus, behavioral engagement in the passion-
ate activity can be seen as fl exible.  

    Research on Passion 

    Initial Research on the Concept of Passion and the DMP 

 Initial contemporary research on the construct of passion for activities (Vallerand 
et al.,  2003 ) focused on three different goals: (1) to determine the prevalence of pas-
sion for an activity in people’s lives, (2) to develop the Passion Scale, and (3) to test 
the validity of some of the elements of the passion constructs. In the initial study, 
Vallerand and colleagues ( 2003 , Study 1) had over 500 college students complete 
the Passion Scale with respect to an activity that they loved, that they valued, and in 
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which they invested time and energy (i.e., the main passion defi nition criteria), as 
well as other scales allowing them to test predictions derived from the DMP. A large 
variety of passionate activities were reported ranging from physical activity and 
sports to watching movies, playing a musical instrument, and reading. Participants 
reported engaging in one specifi c passionate activity for an average of 8.5 h per 
week and had been engaging in that activity for almost 6 years. Thus, clearly pas-
sionate activities are meaningful to people and are long-lasting in nature. Of impor-
tance regarding the fi rst purpose of this research, 84 % of participants indicated that 
they had at least a moderate level of passion for a given activity in their lives (they 
scored at least four out of seven on a question asking them if their favorite activity 
was a “passion” for them). In a similar vein, a subsequent study (Philippe, Vallerand, 
& Lavigne,  2009 ) with over 750 participants ranging in age from 18 to 90 years 
using a more stringent criterion of having a mean of 5 out of 7 on four criteria of 
passion (loving the activity, activity valuation, activity engagement, and perceiving 
the activity as a passion) revealed that 75 % of participants had a high level of pas-
sion for an activity in their life. These fi ndings have been obtained in other countries 
as well (see Lecoq & Rimé,  2009 ; Liu, Chen, & Yao,  2011 ; Stenseng,  2008 ). 
Overall, these results reveal that the prevalence of passion is rather high and is not 
limited to simply a few individuals. Passion pervades people’s lives! 

 Of additional interest for the present topic is the fact that at least three studies 
have assessed the level of passion of teachers using the criteria discussed above. In 
a fi rst study, Carbonneau, Vallerand, Fernet, and Guay ( 2008 ) asked a large number 
of experienced elementary and secondary school teachers to complete the Passion 
Scale as well as the passion criteria. Using a cutoff score of 4 on the mean of the 
criteria, it was found that 93 % of the teachers were found to be at least moderately 
passionate for teaching. Using similar procedures, Fernet and colleagues (Fernet, 
Lavigne, & Vallerand,  2014 ) replicated these fi ndings with novice teachers in two 
studies (Study 1 = 94 %; Study 2 = 93 %). These fi ndings reveal that most teachers 
are passionate for their teaching. 

 A second goal of the initial passion research dealt with the development of the 
Passion Scale. Vallerand et al. ( 2003 , Study 1) conducted exploratory and confi rma-
tory factor analyses supporting the presence of two factors corresponding to the two 
types of passion. These fi ndings on the factor validity of the Passion Scale have 
been replicated in at least 20 studies in a variety of settings and activities (see 
Vallerand,  2015 , Chap. 4 for a complete review). Further, more recently, Marsh 
et al. ( 2013 ) have provided support not only for the bifactorial nature of the Passion 
Scale but also for its invariance as a function of gender, language (French and 
English), and several types of activities. The Passion Scale consists of two subscales 
of six items each refl ecting obsessive (e.g., “I almost have an obsessive feeling 
toward this activity”) and harmonious passion (e.g., “This activity is in harmony 
with other activities in my life”). Furthermore, internal consistency analyses have 
shown that both subscales are reliable (typically 0.75 and above). Finally, test-retest 
correlations over periods ranging from 4 to 6 weeks revealed moderately high sta-
bility values (in the 1980s, Rousseau, Vallerand, Ratelle, Mageau, & Provencher, 
 2002 ), thereby supporting the factorial validity and reliability of the scale. 
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 With respect to the third purpose of the initial passion research of Vallerand et al. 
( 2003 , Study 1), a series of critical fi ndings with partial correlations (controlling for 
the correlation between the two types of passion) revealed that both harmonious and 
obsessive passions were positively associated with the passion criteria, thereby pro-
viding support for the defi nition of passion. In addition, both types of passion were 
found to relate to one’s identity, and obsessive passion was found to more strongly 
relate to a measure of confl ict with other life activities than harmonious passion. 
These fi ndings support the view that both harmonious and obsessive passions are 
indeed a “passion” as each one refl ects the defi nition of the passion construct (see 
also Marsh et al.,  2013 , for additional support on the construct validity of the pas-
sion concept). Furthermore, research provided support for the hypotheses dealing 
with affect, wherein harmonious passion positively predicted positive affect both 
during and after engagement in the passionate activity, while obsessive passion was 
unrelated to positive affect but positively related to negative affect, especially after 
task engagement and while prevented from engaging in the activity. Finally, other 
studies in this initial research (Vallerand et al.,  2003 ) have also shown that obsessive 
(but not harmonious) passion correlated to rigid persistence in ill-advised activities 
( Vallerand et al. , Studies 3 and 4). Of interest is the fact that the above fi ndings 
obtained with the Passion Scale have been replicated in several studies using experi-
mental inductions of the two types of passion (see Bélanger, Lafrenière, Vallerand, 
& Kruglanski,  2013 ; Lafrenière, Vallerand, & Sedikides,  2013 ). Overall, these 
results provide important support for the conceptual validity of the two types of pas-
sion and their divergent effects on various outcomes. 

 Since the  2003  Vallerand et al. initial publication, approximately 200 studies 
have been conducted on the role of passion in a host of cognitive, affective, behav-
ioral, relational, and performance outcomes experienced within the realms of hun-
dred of passionate activities conducted in both our own and other laboratories. Most 
of these studies have used the DMP as a theoretical framework. In the present paper, 
we do not address research on all of these various outcomes (see Vallerand,  2010 , 
 2015  for a review) but rather focus on research on the role of passion in some key 
outcomes such as psychological well-being, physical health, expert performance, 
and interpersonal relationships.  

    Passion and Psychological Well-Being 

 Initial research sought to determine if there was a link between passion for an activ-
ity and psychological well-being. The main premise was that if you can engage in 
an activity that you love and that you care about (in education or elsewhere), this 
should have a positive infl uence on your psychological well-being. The fi rst study 
was conducted by Rousseau and Vallerand ( 2003 ) and it involved senior citizens. 
Measures of psychological well-being (e.g., life satisfaction, meaning in life, and 
vitality) and ill-being (anxiety and depression) were included in this study. Having 
a harmonious passion for an activity was expected to promote psychological 
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well- being, while being obsessively passionate or non-passionate should not. 
Furthermore, because experiencing positive psychological states is the antithesis of 
psychological ill-being, it was also hypothesized that harmonious passion should 
protect against ill-being. Research supported these hypotheses. For instance, in this 
particular study, harmonious passion toward one’s favorite activity (e.g., playing 
cards, playing music, etc.) positively predicted positive indices of psychological 
well-being but negatively predicted indices of ill-being. Conversely, obsessive pas-
sion positively predicted anxiety and depression, was negatively related to life sat-
isfaction, and was unrelated to vitality and meaning in life. Thus, harmonious 
passion was found to serve promoting and protective functions with respect to well-
being, while the less than optimal role of obsessive passion was demonstrated. 

 Subsequent research conducted with teachers replicated and extended these fi nd-
ings. For instance, using a prospective design, Carbonneau et al. ( 2008 ) showed that 
having a harmonious passion for teaching predicted an  increase  in life satisfaction 
over a 3-month period. Teachers who had a predominant harmonious passion for 
their teaching were happier in their life 3 months later than they were at the start of 
the study! No such benefi ts were found with obsessive passion. Similar fi ndings 
were obtained with undergraduate students. Thus, having a harmonious passion for 
one’s studies (in this case psychology majors) predicted being happier in one’s life 
in general than having an obsessive passion (Vallerand et al.,  2007 , Study 2). No 
relationships were found for obsessive passion. Similar fi ndings were obtained with 
student athletes who were harmoniously passionate for their sport (e.g., Vallerand, 
Rousseau, Grouzet, Dumais, & Grenier,  2006 , Studies 2 and 3; Vallerand et al., 
 2008 , Study 2). It should be noted that teachers and students are not the only ones 
to experience these differential effects of harmonious and obsessive passion on psy-
chological well-being as such fi ndings have been replicated with a different popula-
tion across the life span using a variety of psychological well-being measures (for 
reviews see Vallerand,  2010 ,  2015 , Chap. 8). 

 It should be noted that the above research only included passionate people. So, 
we don’t know if passion provides an advantage relative to the absence of passion. 
Philippe et al. ( 2009 ) conducted two studies with close to 1,000 participants across 
the life span to address this issue. Using the passion criteria described previously, 
the authors ( Philippe et al. , Study 1) distinguished those individuals who were 
highly passionate for an activity in their life (a mean of 5 and more on a 7-pt scale 
on the four passion criteria) from those who were not (below a mean of 5 on the 
passion criteria). Furthermore, in line with Vallerand and Houlfort ( 2003 ), among 
the passionate individuals, they distinguished those who were “harmoniously pas-
sionate” (those with a higher z-score on the harmonious passion than on the obses-
sive passion subscale) from those who were “obsessively passionate” (those with a 
higher z-score on the obsessive than on the harmonious passion subscale) and then 
compared the three groups on various psychological well-being indices. The results 
showed that being harmoniously passionate for a given activity leads to higher 
 levels of psychological well-being relative to being obsessively passionate and non- 
passionate. These fi ndings thus replicate the fi ndings of the research reviewed above 
on the positive role of harmonious passion in psychological well-being. In addition, 
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it was found that non-passionate and obsessively passionate individuals did not dif-
fer. A subsequent study (Philippe et al.,  2009 , Study 2) replicated these fi ndings 
and, in addition, using a 1-year prospective design, revealed that both obsessively 
passionate and non-passionate individuals experienced a slight, but signifi cant, 
 decrease  in psychological well-being over time, while harmoniously passionate 
individuals experienced a signifi cant  increase  in psychological well-being over the 
1-year period. Thus, overall, it would appear that harmonious passion promotes 
psychological well-being, while obsessive passion and being non-passionate under-
mine it. 

 Other research has looked at the processes mediating the positive effects of pas-
sion on psychological well-being. One such mediator is the repeated experience of 
situational (or state) positive affect during the course of engagement of the passion-
ate activity. Research has supported the adaptive role of positive affect in a variety 
of outcomes, including psychological well-being (e.g., Lyubomorsky, King, & 
Diener,  2005 ; Sedikides, Wildschut, Arndt, & Routledge,  2008 ). For instance, in 
one important line of research, Fredrickson ( 2001 ) has proposed and found support 
for her Broaden-and-Build Theory that posits that positive emotions are adaptive 
because they broaden people’s thought-action repertoires and self and allow people 
to build resources over time leading to better decisions and higher levels of psycho-
logical well-being. Thus, such cumulative experience of positive affect may facili-
tate psychological well-being. Of major importance is the fact that research has 
shown that harmonious passion positively contributes to the experience of positive 
affect during activity engagement, while obsessive passion does not and may even 
facilitate the experience of negative affect (e.g., Vallerand et al.,  2003 , Studies 1 and 
2; Vallerand et al.,  2006 , Studies 2 and 3). Since passionate individuals engage on 
average 8 h per week in their passionate activity, this means that harmonious pas-
sion can lead people to experience somewhere around 8 h of cumulative positive 
affect per week on top of what may be experienced in other life domains. 
Furthermore, harmonious passion has been found to protect against negative affect, 
while OP leads to negative affect and is either unrelated or weakly related to posi-
tive affect  following  task engagement (e.g., Mageau & Vallerand,  2007 ; Philippe, 
Vallerand, Houlfort, Lavigne, & Donahue,  2010 ; Vallerand et al.,  2003 , Studies 1 
and 2; Vallerand et al.,  2006 , Studies 2 and 3). Thus, this analysis suggests that hav-
ing a harmonious passion can lead people to experience cumulative (and repeated) 
experiences of positive affect that should facilitate and sustain psychological well- 
being as well as protect against psychological ill-being. However, such should not 
be the case for obsessive passion as it should mainly promote negative affect and 
psychological ill-being. 

 A research by Rousseau and Vallerand ( 2008 ) tested the above hypothesis with 
respect to the role of the promotion function of positive affect in the passion- 
psychological well-being relation. At Time 1, participants who were passionate 
toward exercise completed the Passion Scale with respect to physical activity, as 
well as measures of psychological well-being. A few weeks later, at Time 2, imme-
diately following an exercise bout, participants completed situational measures of 
positive and negative affect. Finally, 3 weeks later at Time 3, they completed 
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 measures of psychological well-being again. Results from a structural equation 
modeling analysis revealed that harmonious passion positively predicted positive 
affect that, in turn, led to increases in psychological well-being from Time 1 to Time 
3. On the other hand, obsessive passion was unrelated to positive affect but posi-
tively predicted negative affect. The latter did not predict psychological well-being. 
Finally, obsessive passion directly and negatively predicted psychological well- 
being. These basic fi ndings have been replicated in the work domain, especially 
with teachers and administrators in several commission school boards (Houlfort, 
Philippe, Vallerand, & Ménard,  2014 , Study 3). 

 The role of fl ow as a mediator in the harmonious passion-psychological well- 
being relationship has also been ascertained. For instance, in a study with under-
graduate students, Carpentier, Mageau, and Vallerand ( 2012 ) showed that 
harmonious passion for one’s favorite activity positively predicted the experience of 
fl ow in both the passionate activity and their studies. Flow, in both activities, in turn, 
positively predicted psychological well-being. These fi ndings are important because 
they suggest that having a harmonious passion for a leisure activity (such as gaming 
or sports) can actually allow one to fully immerse in one’s studies and even experi-
ence fl ow in them, leading to high levels of psychological well-being. It is when the 
passion for such outside activities is obsessive that negative effects take place in 
one’s studies. 

 In other research, the role of fl ow as a mediator of the  protective  effects of har-
monious passion on burnout was assessed with both teachers and students. Previous 
research has shown that obsessive passion (for either teaching or studying) is con-
ducive to burnout, while harmonious passion seems to protect against it in both 
teachers (Carbonneau et al.,  2008 ; Trépanier, Fernet, Austin, Forest, & Vallerand, 
 2014 ) and students (e.g., Stoeber, Childs, Kayward, & Feast,  2011 ). Lavigne, Forest, 
& Crevier-Braud ( 2012 ) conducted two studies, one with a cross-sectional design 
(Study 1) and one with a longitudinal design (Study 2) in order to assess the mediat-
ing role of fl ow in these effects of passion. Because both studies yielded highly 
similar fi ndings, only the longitudinal study is presented here. In this study, admin-
istrators completed the Passion Scale for their work as well as measures of fl ow at 
work and burnout at two different time points, 6 months apart. Structural equation 
modeling analyses were conducted on the data and showed that harmonious passion 
for work positively predicted  increases  in fl ow over time that, in turn, predicted 
 decreases  in burnout over time. Obsessive passion was unrelated to fl ow but directly 
and positively predicted increases in burnout. It would thus appear that positive 
work experiences (such as fl ow) do mediate the protective effects of harmonious 
passion on psychological ill-being. 

 In sum, it would appear that harmonious passion promotes psychological well- 
being and prevents ill-being, largely because it leads the person to experience some 
positive experiences (i.e., positive affect and fl ow) during task engagement and 
allows the person to cognitively disengage from the passionate activity when not 
physically engaging in it (Carpentier et al.,  2012 ). Conversely, it would appear that 
obsessive passion may not promote psychological well-being because it is unrelated 
to positive emotions and fl ow during task engagement. However, obsessive passion 
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may facilitate negative states of ill-being such as burnout because of the rigid per-
sistence it entails and the confl ict it creates with other aspects of one’s life. 

 In sum, the passion that teachers bring to the classroom matters not only for their 
students and what can be transmitted to them but also for the teachers themselves 
and their psychological well-being. To the extent that their passion is harmonious, 
teachers should be able to avoid burnout so prevalent in the teaching profession and 
experience a life that includes both satisfying work and a rich life outside of it. This 
conclusion also applies to students.  

    Passion and Physical Health 

 Passion can also affect one’s physical health in a number of ways. One obvious way 
is that passion for exercise will facilitate one’s physical health through the sustained 
engagement that it will induce over time. Although some students may be passion-
ate for sedentary forms of activities such as gaming (e.g., Lafrenière, Vallerand, 
Donahue, & Lavigne,  2009 ), a substantial percentage of students are passionate for 
physical activity and sports. In fact, in the initial study on passion (Vallerand et al., 
 2003 , Study 1), fully 60 % of college students indicated that they had a passion for 
some form of individual or a team sport or physical activity! Clearly, physical activ-
ity brings about a host of physiological and cardiovascular benefi ts (Wells,  2012 ). 
And we know that people who are passionate for a given activity engage in this 
activity on average 8.5 h per week. Thus, having a passion for physical activity and 
sports should lead people to engage in such activities for several hours each week 
on a recurrent basis, thereby experiencing important physiological benefi ts. What 
does the research say on this issue? 

 Research on this issue leads to a number of conclusions. First, based on the pas-
sion criteria discussed previously (love of the activity, activity valuation, time and 
energy commitment, and the activity being part of identity), participants are highly 
passionate for physical activities as diverse as aerobic classes, yoga, weight train-
ing, running, or competitive sports (Carbonneau, Vallerand, & Massicotte,  2010 , 
Studies 1 and 2; Halvari, Ulstad, Bagoien, and Skjesol,  2009 ; Parastatidou, Doganis, 
Theodorakis, & Vlachopoulos,  2012 ; Stephan, Deroche, Brewer, Caudriot, & Le 
Scanff,  2009 ). Furthermore, another research with sport samples that has not 
assessed the passion criteria has nevertheless shown participants to display high 
levels of harmonious and/or obsessive passion in sport activities such as basketball 
(Vallerand et al.,  2006 , Studies 1, 2, and 3; Vallerand et al.,  2008 , Study 1), water 
polo and synchronized swimming ( Vallerand et al. , Study 2), ice hockey (Amiot, 
Valleran, & Blanchard,  2006 ), and soccer refereeing (Philippe et al.,  2009 , Studies 
1 and 2). Thus, passion seems implicated in physical activity engagement and stu-
dents were participants in several of those studies. 

 A second fi nding of importance is that both the harmonious and obsessive pas-
sions predict  heavy  engagement in physical activity. Thus, being passionate about 
physical activity leads people to engage in highly demanding physical regimens 
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(e.g., Parastatidou et al.,  2012 ). And the more demanding the training, the more 
physiological benefi ts one derives from training. Furthermore, of interest is the fact 
that obsessive passion appears to lead to higher levels of activity engagement than 
harmonious passion. This last fi nding may refl ect the rigid persistence that obses-
sive passion induces in people where they may train no matter what, irrespective of 
conditions. The net result may be that overall having an obsessive passion leads one 
to exercise slightly more. A third and related conclusion is that the above studies 
show that the two types of passion also predict sustained engagement over time. It 
thus appears that the two types of passion for a specifi c type of physical activity 
leads one to remain engaged in this activity for years. Finally, it should be noted that 
several of the studies on this issue were conducted with students. Thus, it would 
appear that several students should be able to reap the physical benefi ts of regular 
engagement in physical activity. What we don’t know, however, is the extent to 
which such sustained engagement has some positive effects on school outcome such 
as concentration in the classroom and better grades. Research on this issue would 
appear important. 

 Another benefi t derived from regular engagement in physical activity is that peo-
ple will develop the appropriate muscular endurance that will allow them to engage 
successfully in exercise while protecting themselves from experiencing injuries. 
Thus, passion should indirectly lead people to be resistant to acute (or little nag-
ging) injuries that less frequent exercisers will experience. Because their body is not 
ready to sustain the physical demands of the activity, non-passionate, less assidu-
ous, exercisers get injured. Further, because both types of passion lead to sustained 
regular engagement in physical activity, they should both protect against acute inju-
ries (such as muscle pulls and twisted ankles). 

 In one study, Rip, Fortin, and Vallerand ( 2006 ) asked modern-jazz dance stu-
dents and professional dancers with an average of 11 years of dance experience to 
complete a questionnaire that contained the Passion Scale for dancing and various 
questions pertaining to injuries. One of the questions focused on the number of days 
over the past 12 months when they could not dance because of acute injuries, defi ned 
as injuries such as muscle pulls, twisted ankles, and the like that were not recurring 
or chronic injuries. Results from partial correlations revealed that both the harmoni-
ous and obsessive passions were  negatively  correlated with the number of days 
missed because of acute injuries. In other words, the more one is passionate (either 
harmonious or obsessive), the less one is severely injured. Thus, being passionate 
for some form of physical activity such as dance serves to protect the person from 
acute injuries while engaging in the activity. 

 Another issue with physical activity deals with one’s behavior when one gets 
injured. As is the case with dancers (Turner & Wainwright,  2003 ) and most exercis-
ers, people sometimes get injured when engaging in physical activity. Obsessive 
passion, as we have seen in this chapter, induces rigid persistence. Therefore, when 
injured, obsessive passion should lead people to refuse to stop and to wish to 
 continue dancing, thereby aggravating the injury and leading to chronic injuries. On 
the other hand, with harmonious passion, the person is mindful and in control of the 
activity. Therefore, persistence is expected to be fl exible, allowing the harmoniously 
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passionate dancers to let go and to stop dancing when injured and especially if there 
is a risk of developing a chronic injury. In Rip et al. ( 2006 ) study, dancers completed 
the Passion Scale for dancing as well as questions pertaining to chronic injuries 
incurred over the past year. Results from partial correlations revealed that obsessive 
passion was positively related to the number of weeks missed due to chronic inju-
ries, whereas harmonious passion was unrelated to chronic injuries. Stephan et al. 
( 2009 ) have also found obsessive passion to be a risk factor for injuries. 

 Research has started to look at how passion for a nonphysical form of activity 
may lead to over-engagement in the passionate activity that may have some implica-
tions for one’s health. One such type of activity is gaming. Gaming is of interest 
because people, and especially students and young adults, may engage in these 
activities for excessively long periods of time, leading them to disregard biological 
needs such as hunger, thirst, and sleep. Over time, such neglect may take its toll on 
physical health and people may come to experience illnesses, sometimes serious 
ones. Stories abound of people who engaged in gaming for days without stopping 
and who ended up experiencing serious health problems as a result (e.g., Chuang, 
 2006 ). In fact, in some cases, prolonged engagement in gaming has led to death. 
Because of the rigid persistence it entails, obsessive passion may positively predict 
such extreme health problems. Indeed, people with an obsessive passion cannot let 
go of the activity, become oblivious to their biological needs, and may experience 
severe health problems. Conversely, because harmonious passion allows one to 
remain mindful during activity engagement and entails a fl exible persistence in the 
activity, the person should then be able to stop activity engagement when the time 
comes to attend to one’s biological needs. Thus, harmonious passion should prevent 
the occurrence of negative health consequences due to excessive gaming. 

 In a fi rst study on gaming (Lafrenière et al.,  2009 ), participants were male and 
female massively multiplayer online gaming players. These games are interactive 
and always ongoing, 24 h a day. Thus, the nature of the game encourages players to 
engage almost continuously in it. On average, participants in this study engaged in 
their favorite gaming activity (e.g., World of Warcraft) for 22 h per week. Lafrenière 
et al. asked participants to complete a number of scales online, including the Passion 
Scale for gaming and a scale assessing negative physical symptoms (with respect to 
various minor acute physical problems such as appetite loss, sleep disorders, dry 
eyes, etc.). Results revealed that, controlling for age, gender, and the number of 
hours spent on gaming, obsessive passion for gaming was found to positively pre-
dict negative physical symptoms. In contrast, harmonious passion was unrelated to 
physical symptoms. These fi ndings were replicated in a second study on passion for 
gaming (Przybylski, Weinstein, Ryan, & Rigby,  2009 ) using a large number of male 
and female video game players from a variety of types of video games and a broad 
 positive  measure of physical health instead of a measure of negative symptoms. 
Only obsessive passion was found to negatively affect health. Harmonious passion 
had no relationship with the positive health measure. 

 These two studies on passion for gaming activities converge: obsessive passion 
seems to negatively affect one’s health, while harmonious passion is unrelated to it. 
However, it should be noted that these two studies simply measured passion and 
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health at the same point in time. It is then diffi cult to make the case that passion has 
 causal  infl uences on health. One study (Carbonneau et al.,  2010 , Study 2) went 
further and looked at  changes  in health outcomes that took place over a 3-month 
period as a function of passion for exercise.  Carbonneau et al.  (Study 2) had 
Canadian men and women passionate for yoga complete the Passion Scale and a 
negative physical symptoms measure similar to that used by Lafrenière et al. at 
Time 1 and again at Time 2, 3 months later. The results from structural equation 
modeling analyses (controlling for the number of weekly hours and years of involve-
ment in yoga) revealed that only harmonious passion predicted  decreases  in (nega-
tive) physical symptoms over the 3-month period. Obsessive passion did not predict 
changes in negative physical symptoms. 

 Overall, these fi ndings are important because they underscore the fact that we 
need to go beyond mere activity engagement to determine the type of outcomes that 
will be experienced by the person. The  quality  of activity engagement matters. If the 
type of passion matters even with an activity like yoga, it should matter with most 
activities. In light of the obesity crisis that we are experiencing worldwide, future 
research on how best to promote passion for physical activity in our students would 
appear to represent an important future research direction. Similarly, we need some 
research to determine how such passion for exercise can be funneled more posi-
tively to foster adaptive outcomes in the classroom for students. As the Romans 
were saying centuries ago, “mens sanae in coporae sano.”  

    Passion and Performance 

 Research in the area of expert performance reveals that to reach international levels 
in most domains (sport, music, arts, etc.), one must put in roughly 10,000 h of prac-
tice over a 10-year period (Ericsson & Charness,  1994 ; Starkes & Ericsson,  2003 ). 
One important type of practice is called deliberate practice. Deliberate practice 
entails engaging in the activity with clear goals of improving on certain task com-
ponents (Ericsson & Charness,  1994 ). For instance, a student in a music class may 
work hard on mastering a new strumming technique for hours until it is successfully 
mastered. I believe that passion represents the major reason why the guitarist will 
persist engaging in deliberate practice although it is not easy or even fun to do so. 
Indeed, if one is to engage in the activity for long hours over several years and 
sometimes a lifetime, one must love the activity dearly and have the desire to persist 
in the activity especially when times are rough. Thus, the two types of passion (har-
monious and obsessive) should lead to engagement in deliberate practice that, in 
turn, should lead to improved performance. 

 The above model was tested in a study with student athlete basketball players 
(Vallerand et al.,  2008 , Study 1). Male and female student athletes (basketball 
 players) completed scales assessing their passion for basketball as well as deliberate 
practice (based on Ericsson & Charness,  1994 ). Coaches independently rated the 
athletes’ performance. Results from a path analysis revealed that both types of pas-
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sion led to engagement in deliberate practice in basketball which, in turn, led to 
objective performance. These fi ndings were replicated in a prospective design with 
dramatic arts students (Vallerand et al.,  2007 , Study 1). Of additional interest, har-
monious passion toward dramatic arts was positively and signifi cantly related to life 
satisfaction, while obsessive passion was unrelated to it. This is in line with research 
reported previously on passion and psychological well-being. It thus appears that 
both types of passion positively contribute to deliberate practice and thus, indirectly, 
to performance. However, with harmonious passion, there is a bonus effect as one 
may reach high levels of performance while being happy at the same time. One need 
not choose between the performance and happiness if harmonious passion is 
involved. 

 One of the main features of performance’s progress over time deals with the 
achievement goals that one pursues in the activity. Such goals should contribute to 
keeping one deeply involved in the mastery pursuit of the activity through continu-
ous engagement in deliberate practice. One important goal theory is that of Elliot 
( 1997 ). This author proposed that achievement goals should represent important 
mediators between passion and deliberate practice. Elliot and colleagues (Elliot & 
Church,  1997 ; Elliot & Harackiewicz,  1996 ) have distinguished between three types 
of achievement goals: mastery goals (which focus on the development of compe-
tence and task mastery), performance-approach goals (which focus on the attain-
ment of personal competence relative to others), and performance-avoidance goals 
(which focus on avoiding incompetence relative to others). Harmonious passion, 
being a rather pure autonomous form of regulation, should be positively related to 
mastery goals but not to performance goals of either type. On the other hand, obses-
sive passion, being a more pressured, internally controlling, form of regulation, 
should lead the individual to feel compelled to seek any and all forms of success at 
the activity and may even evoke concerns about doing poorly. As such, obsessive 
passion should be positively related to mastery and performance-approach goals, as 
well as performance-avoidance goals. 

 A study with student athletes involved in water polo and synchronized swim-
ming (including some who were part of the junior national teams) was conducted 
over an entire season to test the above model (Vallerand et al.,  2008 , Study 2). Early 
in the season, at Time 1, individuals completed the Passion Scale, the Achievement 
Goals Scale, and scales assessing psychological well-being. At Time 2, in February, 
they completed the Deliberate Practice Scale. Finally, at the end of the season, at 
Time 3, coaches assessed individuals’ performance over the entire season. Results 
of a path analysis yielded support for the proposed model. Harmonious passion was 
found to lead to mastery goals that, in turn, led to deliberate practice that positively 
predicted objective performance. On the other hand, obsessive passion was posi-
tively related to all three goals. While performance-approach goals did not predict 
any variables in the model, performance-avoidance goals  negatively  predicted per-
formance over the 5-month period. In other words, performance-avoidance goals 
can lead to performance decrements over time! Finally, harmonious passion was 
positively associated with psychological well-being, while obsessive passion was 
unrelated to it. This basic model was replicated in other research involving both 
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student and professional musicians of international stature (Bonneville-Roussy, 
Lavigne, & Vallerand,  2011 ) and students who had a passion toward studying psy-
chology as their future profession with objective exam scores in a psychology 
course serving as a measure of performance (Vallerand et al.,  2007 , Study 2). 

 The above fi ndings lead to the conclusion that there are two roads to excellence, 
the harmonious and the obsessive roads. The harmonious road is characterized by 
the sole goal of wanting to improve (i.e., mastery goal), which leads to deliberate 
practice and high levels of performance. Furthermore, one experiences a happy life 
in the process. On the other hand, the obsessive path to excellence is paved with 
both adaptive (i.e., mastery) and maladaptive (i.e., performance-avoidance) goals 
and there is no link to psychological well-being. While both types of passion may 
lead to high levels of performance, obsessive passion may achieve this at a psycho-
logical cost relative to harmonious passion. These fi ndings are important for the 
fi eld of education and lead to some interesting questions such as “Which road to 
success is presented to students by teachers?” and “How does such a road to perfor-
mance contribute to students’ harmonious and obsessive passion and 
performance?”  

    Passion and Interpersonal Relationships 

 So far, we have seen in this chapter that how one engages in a given activity has a 
profound impact on psychological and physical health and performance. These are 
important intrapersonal consequences. Because roughly 80 % of the passionate 
activities are engaged in with other people (Lecoq & Rimé,  2009 , Study 2), it would 
also appear reasonable to suggest that being passionate for an activity should infl u-
ence the quality of relationships that one develops in this area. Is it the case? 

 In a study on massively multiplayer online role-playing games such as  World of 
Warcraft , Utz, Jonas, and Tonkens ( 2012 ) asked a large number of gamers to com-
plete the Passion Scale for gaming and scales assessing the number of friends that 
they have online, the quality of such friendships, and the number of hours they 
engage in gaming each week. Controlling for the number of weekly hours played, 
results from regression analyses revealed that both the harmonious and obsessive 
passions positively predicted the number of friends online. However, only harmoni-
ous passion positively predicted the  quality  of such friendships. These fi ndings, on 
the quality of  existing  friendships, were replicated by Philippe et al. ( 2010 ) with 
respect to  new  friendships in a number of settings, including in sports with student 
athletes ( Philippe et al. , Study 3) and education with students involved in work- 
study groups ( Philippe et al. , Study 4). It would thus appear that harmonious pas-
sion positively contributes to both the development of new friendships and the 
maintenance of existing friendships of high quality within the purview of the 
 passionate activity. On the other hand, obsessive passion may actually hinder the 
quality of such relationships. 
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 If harmonious passion facilitates the development and maintenance of high- 
quality relationships, then what are the mediating processes involved? Conversely, 
what is it that obsessive passion does to prevent the person from connecting posi-
tively with others? We have seen previously that when harmonious passion is at 
play, people experience positive affective states, while with obsessive passion, peo-
ple mainly experience negative affect or, at best, a mixture of positive and negative 
affect (for reviews, see Vallerand,  2008 ,  2010 ,  2015 , Chap. 7). Of great importance 
is the fact that emotions serve some functions, including some that are social in 
nature (Frijda & Mesquita,  1994 ). In particular, emotions serve to communicate our 
emotional state to others. Thus, if we experience positive emotions while engaging 
in a team activity such as soccer, it may bring other people closer to us, as people 
typically want to connect with happy people. In addition, the Broaden-and-Build 
Theory posits that positive emotions allow people to open up not only to themselves 
(having full access to the self) but also to their surroundings and to others (see 
Fredrickson,  2001 ; Waugh & Fredrickson,  2006 ). The opposite effects should take 
place with negative emotions because they constrict the self, instead of opening it 
up. The person is then defensive and stays to him- or herself, and consequently 
instead of connecting with others, he or she is then likely to remain aloof, to shy 
away from others while showing an unhappy face. And if we look unhappy, we may 
keep others at a distance, as people typically do not want to interact with unhappy 
people (Fowler & Christakis,  2008 ). Overall, these are  not  the best conditions for 
inviting others to connect with us and to develop friendships. 

 In sum, because of the different types of emotions that they promote, the harmo-
nious and obsessive passions should differentially affect the quality of relationships 
that people will develop within the purview of the passionate activity. Philippe et al. 
( 2010 ) tested the proposed processes in a series of studies. In one study conducted 
within educational settings with work-study groups ( Philippe et al. , Study 4), stu-
dents who did not know each other at the beginning of the term completed the 
Passion Scale toward their studies in management. Then, at the end of the term, 
15 weeks later, they indicated the positive and negative emotions experienced within 
their study groups over the semester and reported on the positive (connectedness) 
and negative (seclusion) interpersonal aspects that they had experienced during the 
term. Furthermore, participants were asked to rate their perceptions of each of their 
teammates’ quality of interpersonal relationships developed with the other people in 
the study group over the semester on the positive and negative interpersonal dimen-
sions. It was hypothesized that harmonious passion would positively predict posi-
tive affect, but negatively predict negative affect, experienced over the semester. 
Conversely, obsessive passion was expected to be unrelated to positive affect and to 
positively predict negative affect. In turn, positive and negative affects experienced 
in the study group over the semester were hypothesized to respectively predict the 
positive and negative relationship assessments performed by both the participants 
and their fellow students. Results from the structural equation modeling analyses 
provided support for the hypotheses. These fi ndings were replicated in work and 
sport settings (see  Philippe et al. , Studies 1–3). 
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 Research reviewed above involved the quality of relationships with teammates 
and workmates. What characterizes such relationships is that people are at the same 
level, with no one having a higher status than the other. However, we do not know 
if these principles uncovered in same status relationships also apply in “one-up” 
relationships where different status takes place. For example, does passion matter in 
teacher–student, work supervisor–subordinate, and coach–athlete relationships? 
Scientists have looked at this issue with student athletes and their coaches (Jowett, 
Lafrenière, & Vallerand,  2013 ; Lafrenière, Jowett, Vallerand, Donahue, & Lorimer, 
 2008 , Studies 1 and 2). Such research has looked at both sides of the issue—that is, 
at both the passion of the coach and that of the athlete in assessing its role in the 
quality of the relationship. For instance, research in the Lafrenière et al. ( 2008 ) 
article looked at the role of passion in the quality of the relationship between ath-
letes and their coaches. Study 1 involved British student athletes who completed the 
Passion Scale for their sport and a scale assessing their perceptions of the quality of 
their relationship with their coach on a number of indices. Results revealed that 
athletes’ harmonious passion toward their sport was positively related to most indi-
ces of relationship satisfaction with their coach, whereas obsessive passion was 
negatively related to some and unrelated to the other indices. 

 In their second study, Lafrenière and colleagues ( 2008 , Study 2) attempted to 
reproduce the sequence obtained in the Philippe et al. ( 2010 ) study, this time with 
coaches. The authors had over 100 French–Canadian coaches from different sports 
complete the Passion Scale for coaching and a scale assessing the quality of their 
relationships with their athletes (the Quality of Interpersonal Relationship Scale; 
Senécal, Vallerand, & Vallières,  1992 ). In addition, coaches also completed a scale 
assessing the emotions they experience while coaching. Results from a path analy-
sis showed that harmonious passion for coaching predicted positive emotions while 
coaching that, in turn, predicted the quality of relationships with the athletes. 
Obsessive passion was unrelated to positive affect or relationship quality. 

 In sum, the fi ndings from the Lafrenière and colleagues’ ( 2008 ) research under-
score the fact that passion matters with respect to the quality of relationships involv-
ing “supervisor–supervisee” types of relationship and that the same mediating 
processes are at play as in same-level relationships. These fi ndings have important 
implications for the fi eld of education where teachers’ passion for their teaching 
may affect the quality of relationships that they both develop and maintain with 
their students. This conclusion may also apply to other “one-up” relationships such 
as those involving school principals and teachers. Future research on these issues 
would appear important. 

 There is a second way through which passion can affect our relationships. 
Specifi cally, according to the DMP, passion toward an activity can also infl uence 
our relationships in other areas of our lives through the confl ict it might create. 
Thus, obsessive passion should lead to confl ict and problems in other life activities, 
while this should not be the case for harmonious passion. Vallerand et al. ( 2003 , 
Study 1) had shown that obsessive (but not harmonious) passion for an activity was 
positively associated with experiencing confl ict between activity engagement and 
other aspects of one’s life. Another study (Séguin-Lévesque, Laliberté, Pelletier, 
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Blanchard, & Vallerand,  2003 ) showed that in controlling for the number of hours 
that people engaged in the Internet, obsessive passion for the Internet was positively 
related to confl ict with one’s spouse, while harmonious passion was unrelated to it. 
Finally, a subsequent study tested more directly the mediating role of confl ict 
between obsessive passion and the quality of the romantic relationship with one’s 
partner. In this study (Vallerand et al.,  2008 , Study 3), 150 English soccer fans from 
the United Kingdom were asked to complete a questionnaire assessing passion 
toward soccer as a fan, perceptions of confl ict between soccer and the loved one, 
and the satisfaction with one’s intimate relationship. Structural equation modeling 
analyses were conducted and revealed that having an obsessive passion for one’s 
soccer team predicted confl ict between soccer and the loved one. Confl ict, in turn, 
negatively predicted satisfaction with the relationship. While harmonious passion 
was negatively related to confl ict, the effects only approached statistical 
signifi cance. 

 Based on the fi ndings reported in this section, one can conclude that there is sup-
port for the perspective that a passion for an enjoyable and meaningful activity can 
have a profound impact on the quality of relationships that one develops and main-
tains both within the purview of the passionate activity and outside of it. Research 
would appear warranted to determine how teachers’ and principals’ passion for their 
work confl icts with their own romantic relationships and family life. 

 As a closing note to this section on the role of passion in outcomes, it should be 
underscored that the research conducted on passion and outcomes has been largely 
correlational in nature. Thus, a caveat is in order as pertains to causality issues. Two 
points are in order on this issue. First, it should be reiterated that studies that have 
used a cross-lagged panel design (Carbonneau et al.,  2008 ; Lavigne et al.,  2012 , 
Study 2) have found that passion predicted changes in outcomes over time, whereas 
outcomes did not predict changes in passion. These fi ndings thereby suggest that the 
direction of causality is indeed from passion to outcomes. Of greater interest is the 
study of Lafrenière et al. ( 2013 , Study 2) who have used an experimental design 
where participants were randomly assigned to conditions of harmonious, obsessive, 
or no passion and then completed a scale assessing life satisfaction. The results 
revealed that harmonious passion led to higher levels of psychological well-being 
relative to the other two conditions that did not differ. Another research by Bélanger 
et al. ( 2013 ) has used experimental inductions of passion to replicate fi ndings 
obtained with the Passion Scale as pertains to goal confl ict. Thus, it can safely be 
concluded that passion can produce some important outcomes that matter for both 
teachers and students.   

    On the Development of Passion 

 According to the DMP (Vallerand,  2008 ,  2010 ,  2015 ; Vallerand et al.,  2003 ; 
Vallerand & Houlfort,  2003 ), there are at least three processes involved in the trans-
formation of an interesting activity into a passion: activity valuation, identifi cation 
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with the activity, and internalization of the activity in one’s identity. These three 
issues are discussed in turn. Activity valuation refers to the importance one gives to 
an activity. In line with past research (Aron et al.,  1992 ; Deci, Eghrari, Patrick, & 
Leone,  1994 ), an activity is likely to be internalized when it is highly valued and 
meaningful. Consequently, activity valuation should facilitate the internalization of 
the activity into one’s identity and by the same token should facilitate the develop-
ment of passion. Parents, teachers, and coaches all play an important role in chil-
dren’s or students’ valuation of a given activity (e.g., Eccles & Wigfi eld,  2002 ). For 
instance, adults can underscore the value of an activity either by being themselves 
passionate about it, by spending time with children in the context of the activity, or 
by encouraging specialization in the activity at the expense of other activities. 

 Identifi cation with the activity is a second important process in the development 
of passion (Schlenker,  1985 ). When an interesting activity becomes so important 
that it contributes to one’s identity or has the potential to do so in the future, indi-
viduals are more likely to become passionate about this particular activity. Indeed, 
enjoying science and having the perception that one may become a scientist later on 
(a possible self, Markus & Nurius,  1986 ) should make this potential identity ele-
ment salient, thereby facilitating its internalization in identity (Houser-Marko & 
Sheldon,  2006 ) and the development of passion for this fi eld. 

 Finally, the type of passion that will develop depends on the type of internaliza-
tion that takes place. As mentioned previously, in line with self-determination the-
ory (Ryan & Deci,  2000 ), two types of internalization can take place: autonomous 
and controlled. Two important variables can determine the type of internalization 
process that will occur: the social environment and one’s personality. To the extent 
that one’s social environment (e.g., parents, teachers, coaches, principals) is auton-
omy supportive, an autonomous internalization is likely to take place (e.g., Vallerand, 
 1997 ; Vallerand, Fortier, & Guay,  1997 ), leading to harmonious passion. Conversely, 
to the extent that one’s social environment is controlling, a controlled internaliza-
tion will take place, leading to obsessive passion. Similarly, if an individual has an 
autonomous personality orientation (as indexed by the Global Motivation Scale; 
Guay, Mageau, & Vallerand,  2003 ), then, the autonomous internalization process 
should kick in, leading to harmonious passion. On the other hand, when one’s per-
sonality orientation is more of the controlled type, the controlled internalization 
process should be in operation, leading to obsessive passion. 

 These hypotheses were tested in two series of studies (Mageau et al.,  2009 , 
Studies 1–3; Vallerand et al.,  2006 ; Studies 1 and 3). In Study 3 of a fi rst series of 
studies (Mageau et al.,  2009 , Study 3), fi rst year high school students who had never 
played a musical instrument before and who were taking their fi rst music class com-
pleted a series of questionnaires early in the term, assessing activity selection and 
valuation (perceived parental activity valuation and perceived parental and child 
activity specialization), autonomy support from parents and music teachers, as well 
as identity processes. The authors sought to see who would develop a passion for 
music by the end of the semester and which type they would display (i.e., harmoni-
ous or obsessive passion). Results from discriminant analyses revealed that the stu-
dents who ended up being passionate for music (only 36 % of the sample) at the end 
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of the term had, earlier in the term, reported higher levels of activity valuation and 
specialization, identity processes, and parental and teacher autonomy support than 
those students who did not develop a passion. Furthermore, among those who ended 
up being passionate, it was found that high perceived autonomy support from close 
adults (parents and music teachers) and children’s valuation for music were condu-
cive to the development of harmonious passion. High levels of parental perceived 
valuation for music and  lack of  autonomy support (i.e., controlling behavior) were 
found to predict the development of obsessive passion. Results of two other studies 
involving students interacting in sports and music settings revealed that both per-
ceived parental autonomy support ( Mageau et al. , Study 1) and actual autonomy 
support (as reported by the parents themselves;  Mageau et al. , Study 2) were condu-
cive to harmonious passion and the lack of such support to obsessive passion. In 
sum, the results of the  Mageau et al.  studies demonstrate the role of activity valua-
tion, identity processes, and autonomy support from signifi cant adults in the devel-
opment of a passion in general and harmonious and obsessive passion in 
particular. 

 In the second series of studies, Vallerand et al. ( 2006 , Studies 1 and 3) tested the 
role of activity valuation and personality variables in the occurrence of the two 
types of passion among student athletes. In the fi rst study ( Vallerand et al. , Study 1), 
results from a path analysis revealed that activity valuation coupled with an autono-
mous internalization style (as assessed by the Global Motivation Scale; Guay et al., 
 2003 ) predicted harmonious passion. Obsessive passion was predicted by activity 
valuation coupled with a controlled internalization style. These fi ndings were repli-
cated in a second study (Vallerand et al.,  2006 , Study 3) using a short longitudinal 
design. Thus, personality factors also play a role in the development of both types 
of passion. 

 The studies discussed so far pertained to activities where participants had been 
engaging in the activity for just a few months or years. Thus, these studies pertained 
more to the  initial  development of passion. However, once developed, passion can 
also undergo an ongoing development as it is affected by a variety of social and 
personal variables (Vallerand,  2010 ,  2015 ). For instance, in a study with students 
enrolled in a college music program and with an average of over 7 years of musical 
experience (Bonneville-Roussy, Vallerand, & Bouffard,  2013 ), results from a path 
analysis revealed that a musical identity coupled with autonomy support from one’s 
music teachers predicted harmonious passion toward music, while obsessive pas-
sion was predicted by a musical identity coupled with controlling behavior from 
one’s music teachers. Thus, autonomy support (or its lack of support) also plays a 
role in the  ongoing  development of passion. 

 Other research have looked at social factors pertaining to the task as determi-
nants of passion. In studies with novice teachers, Fernet et al. ( 2014 , Study 1) found 
that experiencing some levels of autonomy as to how to perform one’s teaching 
positively predicted harmonious passion but negatively predicted obsessive passion 
for teaching. These fi ndings were replicated and extended in a second study ( Fernet 
et al. , Study 2) again with teachers using a cross-lagged panel design over a 
12-month period. Of major importance, results from structural equation modeling 
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showed that task autonomy predicted an  increase  in harmonious passion for teach-
ing and a decrease in obsessive passion over time. Of importance, the two types of 
passion did not predict changes in task autonomy, suggesting that the direction of 
causality is from task autonomy to passion and not the other way around. 

 Other task elements may also affect the type of passion that will be activated 
when engaging in the activity. Two of these are the task demands and task resources 
(Bakker & Demerouti,  2007 ). Task demands refer to task that impose pressure or 
restrictions that one has to cope with while engaging in the activity. Because task 
demands should be experienced as controlling in nature, they should connect with 
elements that have been internalized in a controlled fashion and therefore facilitate 
obsessive passion. Thus, the more one experiences pressure to perform a demanding 
activity, the more one is to mobilize and use obsessive passion to get the job done. 
In addition, experiencing pressure to get the job done could even undermine harmo-
nious passion as such pressure may disrupt harmony among one’s various life 
domains. Conversely, task resources can be seen as support that one has access to in 
order to better perform one’s task. Task resources can be seen as affordances to 
effi ciently perform the task as one chooses to do so. Thus, they should trigger ele-
ments that have been internalized in an autonomous fashion, including harmonious 
passion. Indeed, knowing that one has access to resources and support to autono-
mously perform a task that one loves should lead one to experience harmonious 
passion for the task and the adaptive outcomes that follow. In sum, task resources 
should facilitate harmonious passion, while task demands should facilitate obses-
sive passion. 

 Trépanier et al. ( 2014 ) conducted a large-scale study with over 1,000 nurses to 
test the above hypotheses. Participants completed the Passion Scale for their work, 
a scale to assess job demands (e.g., “I have to display high levels of concentration 
and precision at work”) and job resources (e.g., “I have access to useful information 
that helps me carry out complex tasks”). Results from structural equation modeling 
provided support for the hypotheses. Specifi cally, task resources were found to posi-
tively predict harmonious passion, while task demands positively predicted obses-
sive passion. In addition, task demands were found to undermine harmonious 
passion. In other words, having an inordinate amount of work that one has to do 
fosters obsessive, and may even diminish harmonious, passion. 

 The results reviewed in this section show that one’s social environment and per-
sonality are important factors in the initial development of passion. It should be kept 
in mind that task characteristics such as task autonomy, demands, and resources 
play an important role in ongoing development of passion and in making operative 
the harmonious and obsessive passions that are already present in ourselves. Thus, 
in addition to the social environment, task properties need to be taken into account 
when attempting to explain and predict the passion displayed toward a given activ-
ity. Research is needed in order to determine how teachers’ behavior infl uences 
students’ development of passion for various school subjects and, in the long term, 
the career they choose. Similarly, the role of principals in infl uencing the working 
life of teachers and their passion for teaching needs to be empirically assessed. Such 
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research should lead to important applications at various levels of the education 
system.  

    Conclusions 

 The purpose of the present chapter was to introduce the concept of passion and 
show its relevance to the fi eld of education. In so doing, we have presented the 
Dualistic Model of Passion (e.g., Vallerand,  2010 ,  2015 ; Vallerand et al.,  2003 ). The 
research reviewed in this chapter leads to two major conclusions. First, there is an 
overwhelming support for the Dualistic Model of Passion. The model defi nes pas-
sion as a strong inclination toward a self-defi ning activity that one loves, fi nds 
important, and devotes signifi cant amount of time and energy. Furthermore, two 
types of passion are proposed depending on how the activity representation has 
been internalized in one’s identity. Whereas harmonious passion entails control of 
the activity and a harmonious coexistence of the passionate activity with other activ-
ities of the person’s life, obsessive passion entails the relative lack of control over 
the passionate activity, rigid persistence, and confl ict with other life activities. 
Research reviewed provided strong support for the existence of the two types of 
passion as well as for the processes that the DMP posits that they entail (see 
Vallerand,  2015  for additional information on the DMP and related research). 

 The second major conclusion is that passion would appear quite relevant for the 
fi eld of education. Indeed, passion is directly relevant to the world of education for 
teachers and students and also principals. We have seen that passion leads to impor-
tant effects for both teachers and students on a variety of outcomes that include 
psychological well-being, physical health, meaningful relationships, and high levels 
of performance. Beyond such effects, however, I suggest that the research discussed 
in this chapter leads to a number of applications for the fi eld of education. I will 
only mention a few here. First, teachers should keep in mind the important role that 
they play in helping their students navigate through this period of self-growth and 
learning that they go through while in school. Teachers can infl uence greatly 
whether their students fi nd certain school subjects passionate. Helping students fi nd 
some connection with their identity and to experience the joy of mastering a chal-
lenging subject in the classroom is essential to a lifelong pursuit of knowledge and 
self-discovery conducive to developing a passion for a future career. Such connec-
tion can be done through the transfer of the teachers’ own passion for a given sub-
ject, but it need not be. Helping students fi nd their own passion is also important and 
perhaps even more so as it focuses on the students’ own choices and sense of 
 identity. Second, school life does not place only in the classroom. Therefore, help-
ing students discover passionate school activities that take place  outside  the class-
room such as sports, arts, music, and the like should help students connect with their 
school and rekindle or maintain their interest for classroom activities (Fredricks, 
Alfeld, & Eccles,  2010 ). Indeed, once children run to school to engage in extracur-
riculum activities that they love, it becomes much easier to fully engage in more 
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demanding curriculum activities. And entering the classroom with a smile on one’s 
face makes things much easier in the classroom, especially if the teachers are engag-
ing and passionate about their subjects. Such a school setting where passion is 
encouraged both inside and outside the classroom may go a long way in preventing 
high school dropout and fostering success at school that may generalize later on to 
life in general. 

 Finally, school principals should keep in mind that they also play an important 
role in the ongoing development of their school teachers’ passion. Because well 
over 90 % of novice teachers come in the profession with a passion for teaching 
(Fernet et al.,  2014 ), it is the responsibility of the school principals to maintain their 
teachers’ fl ame for teaching alive. Such may not be an easy task, however, as 50 % 
of novice teachers leave the profession in the fi rst 5 years! The research reviewed in 
this chapter reveals that providing some levels of job autonomy and autonomy sup-
port and facilitating the presence of additional resources while keeping demands to 
a minimum should help keeping passion alive and make sure that it is harmonious. 
Too often, new teachers end up having what appear to them as an overbearing 
weight on their shoulders while more seasoned teachers watch them fl ounder. By 
keeping demands at a minimum and providing appropriate support and resources 
such as a mentor, principals may help novice teachers maintain their harmonious 
passion for teaching, experience more adaptive outcomes both at school and outside 
of it, and eventually remain in the profession. 

 For centuries philosophers have asked the question “How can people’s lives be 
most worth living?” Theory and research reveal that one answer to this question is 
by having in one’s life a harmonious passion toward an enjoyable and meaningful 
activity. In light of the various outcomes that follow from one’s passion both for 
teachers and students, future research in education would therefore appear to be not 
only promising but also of extreme importance.     
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    Chapter 4   
 Toward a Systematic Study of the Dark 
Side of Student Motivation: Antecedents 
and Consequences of Teachers’ 
Controlling Behaviors       

       Leen     Haerens     ,     Maarten     Vansteenkiste     ,     Nathalie     Aelterman     , 
and     Lynn     Van den     Berghe    

        Self-determination theory (SDT; Deci & Ryan,  2000 ; Ryan, Deci, & Vansteenkiste, 
 2015 ) holds the assumption that individuals are inherently proactive and endowed 
with a natural tendency to learn and develop. A rectilinear consequence following 
this assumption is that in educational settings, where learning is at the heart of 
almost every activity, students are naturally engaged, enthusiastic, and dedicated to 
learn. Yet, SDT also maintains that for learners’ curiosity and interests to unfold, 
contextual supports are required. That is, under the right conditions, young people 
are able to motivate themselves to learn (Deci,  1995 ). 

 However, many teachers do not portray their students as naturally proactive and 
endowed learners, since they encounter diffi culties to motivate young people who in 
their opinion lack enthusiasm or are even passive, defi ant, and disruptive (Way,  2011 ). 
Consistent with such observations, SDT maintains, much as individuals have the 
potential for growth, they equally have the vulnerability to be passive, self- centered, or 
even aggressive and hostile toward others (Vansteenkiste & Ryan,  2013 ). The present 
chapter then particularly focuses on those conditions that can awake these 
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vulnerabilities and elicit negative student behaviors and feelings (e.g., passivity and 
boredom, defi ant and disruptive behaviors). Consistent with SDT, recent work 
revealed that such negative behaviors are more likely to arise in educational situa-
tions where teachers adopt a more controlling teaching style. 

    Understanding the Processes Underlying Students’ 
Maladaptive Motivational Functioning 

    Distinguishing Between Need Satisfaction and Need Frustration 

 A central tenet of SDT is that students will thrive more when their basic psychological 
needs for autonomy (i.e., experiencing a sense of volition and psychological 
freedom), competence (i.e., experiencing a sense of effectiveness), and relatedness 
(i.e., experiencing closeness and mutuality in interpersonal relationships) are fulfi lled 
as the satisfactions of these needs serve as the essential vitamins that energize personal 
growth and integrity (Ryan & Deci,  2002 ; Vansteenkiste, Niemiec, & Soenens,  2010 ). 
These psychological needs are considered to be inherent and, hence, universally 
critical. That is, regardless of gender, social class, and cultural background, indi-
viduals are said to be benefi t from experiencing a sense of volition, mastery, and 
mutual care (Deci & Ryan,  2000 ; Vansteenkiste et al.,  2010 ). 

 SDT posits that stimulating learning environments will nurture these basic needs, 
thereby catalyzing a “bright” pathway toward more optimal functioning and 
well- being. In contrast, learning environments that actively block or forestall these 
needs will elicit experiences of need frustration, which manifests as feelings of 
pressure and internal confl ict (i.e., autonomy frustration), feelings of inferiority or 
failure (i.e., competence frustration), and feelings of loneliness and alienation 
(i.e., relatedness frustration). In turn, the frustration of these psychological needs 
activates a “dark” pathway involving a shift toward suboptimal or even maladaptive 
motivational functioning (Ryan & Deci,  2000 ; Vansteenkiste & Ryan,  2013 ). In other 
words, when students experience their class activities as a daunting duty, when they 
feel inadequate or isolated, they will pay an emotional price. The immediate conse-
quence of the experience of need frustration involves ill-being and the depletion of 
students’ energetic resources, which, in turn, engenders malfunctioning (e.g., 
reduced self-control; Ryan & Deci,  2000 ,  2008 ; Vansteenkiste & Ryan,  2013 ). 

 At fi rst sight need frustration seems the exact opposite of need satisfaction such 
that they represent the opposite poles of a single continuum. Yet, it is increasingly 
recognized that experiences of need frustration cannot be equated with experiences 
of low need satisfaction. The frustration of the psychological needs requires a 
more active blocking and undermining of them rather than a mere deprivation. 
To illustrate, although students may experience little room for initiative taking 
(low autonomy satisfaction), may not feel very confi dent to complete a task effectively 
(low competence satisfaction), or might not feel well connected with the teacher or 
their classmates (low relatedness satisfaction), it is especially when they feel controlled 
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and pressured (autonomy frustration), when they feel like a failure (competence 
frustration), or when they feel isolated (high relatedness frustration) that their 
psychological needs get frustrated. 

 According to more recent developments within SDT, both experiences of 
need satisfaction and need frustration have separate roots (e.g., classroom climate, 
teacher’s style) and differential implications for students’ motivational functioning 
at school. To understand and predict students’ passivity and indifference, their 
feelings of resentment, and their aggressive and disruptive behaviors, it would 
especially be crucial to investigate the distinct role of experiences of need frustra-
tion (Bartholomew, Ntoumanis, Ryan, Bosch, & Thogersen-Ntoumani,  2011a , 
Bartholomew, Ntoumanis, Ryan, & Thøgersen-Ntoumani,  2011b ; Vansteenkiste & 
Ryan,  2013 ). A number of recent studies have begun to shed light on this issue, 
which are discussed in the next section.  

    The Distinct Role of Experiences of Need Frustration 

 Bartholomew and colleagues ( 2011b ) were pioneers to initiate a set of studies on the 
specifi c role of need frustration in the sport domain. After having developed a scale 
to measure psychological need frustration separately from need satisfaction (see 
also Chen et al.,  2015 ; Sheldon & Hilpert,  2012 ), they showed in a follow-up study 
(Bartholomew et al.,  2011a ) that need satisfaction related predominantly to positive 
outcomes (i.e., vitality and positive affect), while need frustration related particu-
larly to negative outcomes, which were either self-reported (i.e., depressive symp-
toms, burnout, and disordered eating) or objectively recorded (i.e., acute stress as 
indexed by S-IGA). The critical role of need frustration for predicting maladaptive 
outcomes was subsequently confi rmed in samples as diverse as soccer players 
(Balaguer et al.,  2012 ), sport coaches (Stebbings, Taylor, Spray, & Ntoumanis, 
 2012 ), physical education teachers (Bartholomew et al.,  2011a , Bartholomew, 
Ntoumanis, Cuevas, & Lonsdale,  2014 ), and employees (Gillet, Fouquereau, Forst, 
Brunault, & Colombat,  2012 ). 

 While these studies assessed need satisfaction and need frustration at the domain 
level, Sheldon and Hilpert ( 2012 ) and Chen et al. ( 2015 ) developed and formally 
validated a new global measure of need satisfaction and need frustration. While 
Sheldon and Hilpert included American University students only, Chen et al. vali-
dated their new measure in a cross-culturally diverse sample, including participants 
from four different nations (i.e., Belgium, China, Peru, the US). In their study Chen 
et al. ( 2015 ) reported evidence that a six-factor model, involving the satisfaction and 
frustration of the three separate needs, yielded a superior fi t compared to a three- 
factor model involving the three needs. Further, whereas need satisfaction related 
primarily to well-being, need frustration related primarily to ill-being. Consistent 
with SDT’s universality claim, these associations were found to hold regardless of 
individuals’ cultural background. Using an adaptation of the Chen et al. measure at the 
situational level, Haerens, Aelterman, Vansteenkiste, Soenens, & Van Petegem ( 2015 ) 
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reported that need satisfaction as experienced during a single physical education 
class related primarily to autonomous motivation, while need frustration related 
more closely to controlled motivation and amotivation. 

 Two additional issues deserve being mentioned. First, across this rapidly grow-
ing body of work that focuses on the distinct roles of need frustration and need 
satisfaction, the strength of the association between need satisfaction and need 
 frustration has varied. While items tapping into both sets of experiences have been 
found to load onto different factors, studies have reported need satisfaction and need 
frustration to be only moderately negatively correlated (e.g., Bartholomew et al., 
 2011b ; Haerens et al.,  2015 ), while other studies found a more substantial negative 
correlation between both (i.e., Bartholomew et al.,  2011a ; Gillet et al.,  2012 ). 
Multiple factors could account for these differences including the fact that studies 
were conducted at different levels of generality (i.e., global, domain, situational; 
Vallerand,  1997 ), focused on different domains, sampled different age groups, and 
made use of different sets of items. Future research could examine whether any of 
these factors contribute to systematic variation in the association between need 
satisfaction and need frustration. 

 Second, the exact term that has been used to refer to the frustration of individu-
als’ needs by different authors has varied. Whereas Bartholomew and colleagues 
( 2011a ,  2011b ) used the term  need thwarting , and Sheldon and Hilpert ( 2012 ) intro-
duced the term  dissatisfaction , following Vansteenkiste and Ryan ( 2013 ), Chen 
et al. ( 2015 ) and Haerens et al., ( 2015 ) used the term  need frustration . Throughout 
this chapter, we prefer using the term need frustration above the other two terms 
for the following reasons. The term need frustration aims to tap into individuals’ 
personal experiences, whereas the term need thwarting yields a stronger reference 
to contextual features that undermine or forestall individuals’ psychological 
needs. Indeed, as explained in greater detail below, the thwarting of individuals’ 
psychological needs is assumed to elicit feelings of need frustration. As for the 
term dissatisfaction, this term refers in our view primarily to the deprivation of 
individuals’ psychological needs and thus insuffi ciently captures the more active 
frustration of them.   

    Need-Thwarting Teaching 

    Conceptualization 

 Much like the experience of need frustration cannot be simply equated with an 
absence of need-satisfying experiences, it is increasingly recognized that need 
thwarting involves more than absence of need support (Bartholomew et al.,  2011b ; 
Vansteenkiste & Ryan  2013 ). That is, teachers’ lack of nurturance of students’ psy-
chological needs does not necessarily imply that they actively block or forestall 
their needs. For need thwarting to occur, a more active contextual interference and 
undermining role is required. Yet, the very thwarting of students’ psychological 
needs does by defi nition imply the absence of need support, suggesting that the relation 
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between contextual need thwarting and contextual need support is asymmetrical 
(Vansteenkiste & Ryan,  2013 ). 

 Consistent with such theorizing, autonomy-supportive and controlling teaching have 
been found to be modestly negatively interrelated (e.g., Assor, Kaplan, & Roth,  2002 ; 
De Meyer et al.,  2014 ; Haerens et al.,  2015 ). To illustrate, when teachers do not 
explicitly provide choices and do not actively encourage students’ initiative (i.e., are 
low in autonomy support), this does not automatically imply that they actively 
thwart students’ need for autonomy (e.g., using pressuring language and punishments). 
Moreover, teachers can also have a more neutral style that is neither supporting nor 
thwarting students’ need for autonomy. 

 Controlling teaching then involves the ignorance of the students’ perspective at 
the advantage of the teachers’ agenda and the use of pressures to make them act, 
think, or feel in a particular way (Grolnick,  2003 ; Reeve,  2009 ). According to 
SDT, a controlling style can be expressed in at least two different ways, that is, as 
externally or internally controlling teaching (Ryan,  1982 ; Soenens & Vansteenkiste, 
 2010 ; Vansteenkiste, Simons, Lens, Soenens, & Matos,  2005 ). Externally control-
ling teaching refers to the activation of a sense of external obligation in students by 
using rather overt and observable controlling strategies, such as (threats of) punish-
ments, deadlines (e.g., Amabile, Dejong, & Lepper,  1976 ), pressuring rewards 
(e.g., Deci, Koestner, & Ryan,  1999 ), and explicitly controlling language, like “you 
must” (e.g., Reeve,  2009 ; Ryan & Niemiec,  2009 ). Internally controlling teaching 
involves the use of tactics that trigger internally pressuring (i.e., introjected) forces 
in learners by appealing to students’ feelings of guilt (e.g., Vansteenkiste et al., 
 2005 ), by eliciting shame and anxiety (e.g., Soenens, Sierens, Vansteenkiste, Dochy, 
& Goossens,  2012 ), or by triggering ego involvement and contingent self-worth 
(Ryan,  1982 ). An exemplary statement of a physical education teacher provoking 
internal pressure would be: “Everyone should be able to do the following exercise. 
Even a toddler can do this!” The activation of such internal pressures may also 
happen in a more covert and subtle way, for instance, through the facial expression 
of disappointment or the withdrawal of attention when students fail to meet certain 
standards (i.e., conditional regard) (Soenens & Vansteenkiste,  2010 ). 

 In addition to being controlling, teachers can also thwart students’ needs, in par-
ticular their need for competence, by creating a chaotic environment (Reeve,  2009 ). 
Chaotic teachers create confusion among students by exerting an illogical and 
incoherent structure when introducing tasks and expressing ambiguous feedback or 
even destructive criticism (Reeve & Jang,  2006 ). In a chaotic environment, students 
get ambiguous, unclear, or even incorrect information, which elicits a sense of 
competence frustration. In addition, chaotic teachers provide unclear and confusing 
rules for adequate behavior, which creates an atmosphere of permissiveness. Finally, 
the need for relatedness can be thwarted when teachers create an emotionally cold 
learning environment for students. Uninvolved teachers are unfriendly and even 
reject or exclude (some) students (Skinner & Belmont,  1993 ). 

 The few studies that addressed the unique role of need-thwarting behaviors 
mainly focused on the dimension of controlling teaching (e.g., De Meyer et al.,  2014 ; 
Haerens et al.,  2015 ; Soenens et al.,  2012 ), whereas the dimensions of chaotic and cold 
teaching have only scarcely been investigated (but see Van den Berghe et al.,  2013 ). 
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Yet, this might be a worthwhile issue for future research. That is because teachers 
who do not provide clear guidelines on how to attain the learning goals and, hence, 
are low in structure do not necessarily actively thwart students’ need for compe-
tence, for instance, by severely criticizing the students’ functioning. Similarly, 
teachers may be less involved or caring and, hence, be low in relatedness support, 
yet, this does not mean they exclude or reject students, thereby eliciting feelings of 
relatedness frustration. These fi ndings and assumptions imply that, just as need 
satisfaction and need frustration are preferably assessed as separate constructs, the 
so-called “dark” side of a teachers’ interpersonal style deserves to be studied in its 
own right (De Meyer et al.,  2014 ; Haerens et al.,  2015 ; Vansteenkiste & Ryan,  2013 ). 

 Notwithstanding the need to examine the role of student perceptions of chaotic 
and cold teaching behaviors in future studies, given the dearth of the studies regarding 
these teaching dimensions, the remainder of the chapter particularly deals with 
controlling teaching behaviors. Specifi cally, we review evidence with regard to the 
effects and antecedents of controlling teaching.  

    Effects of Controlling Teaching 

  Controlling Teaching and Student Outcomes     From the initial development of 
SDT, teachers’ degree of controlling teaching has been examined (e.g., Deci, 
Schwartz, Sheinman, & Ryan,  1981 ). Yet, because controlling teaching was assessed 
along a unidimensional continuum, with autonomy-supportive teaching represent-
ing the positive pole and controlling teaching the negative pole, the distinct effects 
of controlling teaching could not be examined. More recent studies did address the 
detrimental role of controlling teaching per se by devising a separate measure for 
controlling teaching and revealed that controlling teaching hampers secondary 
school students’ positive functioning in the classroom (e.g., De Meyer et al.,  2014 ). 

 To illustrate, student-perceived external controlling teaching, including teachers’ 
interference with students’ pace of working and suppression of students’ criticisms, 
was negatively associated with students’ effort and persistence to learn among ele-
mentary school children (Assor, Kaplan, Kanat-Maymon, & Roth,  2005 ). Among 
secondary school students, a conditionally approving attitude, involving the use of 
intrusive and manipulative practices such as shaming students and using guilt induc-
tion, negatively related to students’ academic performance, a relation that could be 
explained by students’ reduced autonomous motivation to learn and less frequent 
engagement in self-regulatory learning strategies (Soenens et al.,  2012 ). Further, 
observational (e.g., Reeve & Jang,  2006 ) and experimental studies (e.g., Flink, 
Boggiano, & Barrett,  1990 ) have shown that the use of controlling strategies under-
mines students’ interest, creativity, and performance. For instance, Koestner, Ryan, 
Bernieri, & Holt ( 1984 ) showed that 6–7-year-old children were more creative in 
their painting when guidelines on how to paint were introduced in an informational 
manner (e.g., providing a rationale for staying within the paper borders) rather than 
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in a controlling way (e.g., using controlling language and referring to being a “good 
boy/girl”). More recently, Vansteenkiste et al. ( 2005 ) showed among late  elementary 
school children that the use of guilt-inducing and “should” language undermined 
deep-level learning compared to an autonomy-supportive style of introducing the 
same learning activity, while no differences were found for superfi cial learning. 
Presumably, the induced pressure had led the children to engage in some learning, 
yet, at the cost of a full absorption in the learning activity, which is required for 
deep-level learning to take place. 

 Apart from hampering growth, SDT suggests that the exposure to a controlling 
environment, especially when enduring, will engender a host of negative learning 
outcomes, such as passivity, and even school dropout (Deci & Ryan,  2000 ; 
Vansteenkiste & Ryan,  2013 ). Consistent with this, perceived controlling teaching 
has been associated with feelings of anger and anxiety and restricted engagement 
among elementary school students (Assor et al.,  2005 ) as well as poor quality 
motivation (Soenens et al.,  2012 ). Complementing the work on student-perceived 
controlling teaching, the observation of controlling teaching during a single physical 
education class, although low in incidence, was found to relate to more pressured 
motivation (i.e., controlled motivation) and feelings of discouragement (i.e., amoti-
vation; De Meyer et al.,  2014 ).  

  Controlling Teaching and Defi ance     In response to a controlling environment, 
students might not only rigidly or slavishly comply with the teacher’s requests (i.e., 
controlled motivation) or become passive, discouraged, and indifferent (i.e., amoti-
vation), they can also display more active forms of defensive functioning including 
oppositional defi ance (Haerens et al.,  2015 ). Oppositional defi ance involves a blunt 
rejection of the requests made by an authority fi gure and the tendency to engage in 
the opposite behavior (Vansteenkiste, Soenens, Van Petegem, & Duriez,  2014 ). 
Because the behavior originates in direct reaction to the encountered external forces, 
it represents a rather pressured form of functioning; it refl ects the tendency to seek 
distance from authority fi gures, yet in a non-volitional way (Van Petegem, Soenens, 
Vansteenkiste, & Beyers,  2015 ). 

 A few studies have begun to investigate relationships between controlling agents 
and oppositional defi ance. For instance, in the parenting domain, Van Petegem, 
Soenens, Vansteenkiste, & Beyers ( 2015 ) showed in a series of four studies that 
children are more likely to be oppositional defi ant when they perceive their parents 
as being controlling, an effect that could be accounted for by elicited experiences of 
need frustration in the parent-child relationship. Haerens et al. ( 2015 ) found a more 
direct relationship between controlling teaching and oppositional defi ance that was 
not accounted for by feelings of need frustration among secondary school students 
reporting on their experiences during physical education. De Meyer et al. ( 2015 ) 
went beyond these cross-sectional studies by making use of an experimental design, 
in which participants were shown a videotape of a teacher acting in a controlling 
way. Participants who imagined taking a class with a controlling teacher indicated 
to be more likely to defy the teacher, an effect that could be accounted for by experi-
ences of need frustration. 
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 Apart from engaging in oppositional defi ance, students may also not participate 
or disengage from an activity for more autonomous reasons. That is, students can 
display refl ective defi ance, a possibility that was suggested in the context of (health) 
behavior change (Vansteenkiste & Van de Broeck,  2014 ; Vansteenkiste, Williams, & 
Resnicow,  2012 ). Whereas oppositional defi ance refl ects a straightforward opposi-
tion against the teacher’s requests pushed by emerging impulses to rebel and, hence, 
involves little refl ection and consideration of the socializing agents’ request as such, 
students engaging in refl ective defi ance oppose against these requests after having 
seriously thought about them. Thus, refl ectively defi ant students are more considerate 
of their reasons for not doing what is requested, such that they more volitionally 
disengage from the activity. Students could refuse to participate in or disengage 
from the activity because in their opinion the offered activities truthfully do not 
make sense to them or because they are highly competent in the subject at hand and 
see little challenge in the offered activities. We thus suggest that it is entirely pos-
sible that some students, after refl ection and negotiation with their teacher, willingly 
decide to oppose against the teacher’s requests (Vansteenkiste et al.,  2014 ). From an 
educational perspective, more refl ective forms of defi ance do not necessarily repre-
sent a negative outcome. On the contrary, since refl ective defi ance is hypothesized 
to be more autonomous in nature, it is possible that it may not yield the counterpro-
ductive outcomes that oppositional defi ance yields. Yet, as far as we know, studies 
examining whether and how controlling teaching relates to these distinct forms of 
defi ance are virtually nonexistent.  

  Do Some Students Benefi t from a Controlling Teaching Style?     Teachers and 
teacher educators are not always convinced of the detrimental effects of controlling 
teaching (e.g., De Meyer et al.,  2015 ). Their argument is that in real-life contexts a 
controlling and stricter teaching style is needed for at least certain types of students. 
Before providing a brief overview of the available research addressing this question, 
two issues need clarifi cation. 

 First, teachers’ reliance on controlling strategies should not be confused with 
their provision of structure and guidance (Reeve,  2009 ). The suggestion within SDT 
to limit the use of a controlling teaching style does not imply that teachers need to 
refrain from setting expectations or from providing scaffolds while monitoring 
children’s learning process. Indeed, students in general (Jang, Reeve, & Deci,  2010 ), 
and especially those who are anxious and uncertain (Mouratidis, Vansteenkiste, 
Michou, & Lens,  2013 ), benefi t from structure. 

 Second, SDT does recognize the fact that controlling teaching may yield some, 
especially behavioral, benefi ts, such as compliance and superfi cial learning. Yet, the 
problematic outcomes associated with controlling teaching especially begin to 
emerge when the pressures are fading and students are no longer supervised. 
Moreover, the behavioral benefi ts associated with controlling socialization often 
come with an emotional cost, as indexed by reduced well-being and heightened 
anxiety and depressive symptoms (Grolnick & Pomerantz,  2009 ; Soenens & 
Vansteenkiste,  2010 ; Reeve,  2009 ). 

 A lot of research within the SDT tradition has addressed the question to what 
extent the hypothesized effects of controlling teaching are universal, that is, generalize 
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across students’ age, educational level, cultural background (e.g., Jang, Reeve, 
Ryan, & Kim,  2009 ), and motivational orientation. Recent research particularly has 
begun to address the question whether individuals displaying a particular profi le 
react differently to autonomy-supportive and controlling socialization practices 
(e.g., Rietzschel, Slijkhuis, & Van Yperen,  2014 ). With respect to the educational 
domain, De Meyer et al. ( 2015 ) examined whether teachers’ matching beliefs, that 
is, their belief that they need to match their teaching style to the motivational orien-
tation of the child, would hold. Making use of a video-based experimental approach 
as described above, they reported that students who watched a controlling teacher, 
relative to those who watched an autonomy-supportive teacher, reported less 
optimal outcomes (e.g., higher need frustration and more oppositional defi ance). 
Importantly, in direct contradiction to the teachers’ laymen beliefs, this desirable 
effect of an autonomy-supportive, relative to a controlling, teaching style emerged 
independent of students’ personal controlled motivation as assessed prior to watching 
the videos. These fi ndings support the idea that a controlling approach is detrimental, 
even to students who function in a controlled way themselves, despite of the match 
between the teachers’ approach and the students’ motivational profi le.   

    Observing Controlling Teaching 

  Advantages of Observations     Consistent with SDT’s claim that especially behavior 
that is subjectively perceived as controlling by the students will be most predictive 
of maladaptive motivational outcomes (Black & Deci,  2000 ; Jang, Reeve, Ryan, & 
Kim,  2009 ), most previous studies typically relied on student reports of teaching 
behaviors. Indeed, for students to feel hampered in their functioning, they probably 
need to hold the perception that their teacher is pressuring them to act, think, or feel 
in a teacher-prescribed way. Yet, to gain deeper insight in what controlling teaching 
behaviors exactly look like and to move this line of research forward, observational 
measures are needed (Reeve et al.,  2014 ). 

 In fact, we believe the use of observational measures yields several advantages. 
First, observations allow one to gain a richer understanding in the specifi c ways how 
controlling teaching manifests during particular periods of the lesson (e.g., the 
beginning of a lesson). Insight in this situation-specifi c manifestation is crucially 
important to understand the real nature of teacher-student interactions. In fact, 
observations provide the opportunity to measure and identify what really happens 
during specifi c acts of instructions (e.g., yells, losing patience). Insight in these 
more concrete controlling behaviors is richer and more informative when compared 
to more generic assessments of teacher’s overall controlling style, as is the case in 
most available student reports. 

 Second, the exclusive reliance on student reports causes problems of shared 
method variance, such that associations obtained between perceived controlling 
teaching and student outcomes get artifi cially infl ated. The use of observations can 
overcome this methodological limitation. 
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 Third, the simultaneous observation of controlling behaviors and its student- 
perceived assessment allow addressing a number of under-investigated issues. 
For instance, given that the association between observed and student-perceived 
controlling behaviors is far from perfect, the question can be raised whether dis-
crepancies can be predicted by particular psychological characteristics. Further, the 
simultaneous use of both observations and self-reports allows one to examine 
whether both yield an independent contribution in the prediction of outcomes. 
Although the perception of teacher control should come with a cost, it is also 
possible that, at least in some situations, students do not consciously need to notice 
the teachers’ controlling behaviors to suffer from it in terms of experienced need 
frustration and related negative outcomes. There is at least one experimental study 
(Reeve & Tseng,  2011 ) that revealed that the effects of experimentally induced 
controlling instructions on objective indicators of stress (i.e., salivary cortisol) were 
not mediated by participants’ subjective perceived control. 

 Fourth, as previous research has shown that teachers do not always report accurately 
about the way they teach (Mosston & Ashworth,  2002 ), videotapes of teachers’ 
lessons could be used as a tool to foster teachers’ refl ection on and evaluation of 
their own engagement in controlling teaching behavior. By detecting specifi c critical 
moments that occur during the course of a lesson during which teachers are engag-
ing in controlling behaviors, teachers may come to a deeper understanding of what 
it means for them personally to be controlling. Moreover, identifying the factors that 
elicited these controlling behaviors may form the starting point to begin avoiding 
such practices and to identify occasions during the lesson where there is room to be 
less controlling.  

  What Observation Studies Tell Us     Given the present chapter’s focus on the 
distinct role of controlling teaching behaviors in the prediction of need frustration 
and maladaptive outcomes (i.e., dark pathway), we limit ourselves to the discussion 
of those studies that included separate observations of controlling teaching, such 
that a unique score for observed controlling teaching could be derived (e.g., Van den 
Berghe et al.,  2013 ). 

 A fi rst set of experimental studies was conducted in the laboratory where pairs of 
individuals either took up the role of a teacher or a student. For instance, Deci, 
Spiegel, Ryan, Koestner, and Kauffman ( 1982 ) conducted an experimental 
laboratory- based study in which psychology students instructed their peers on a 
puzzle task. A list of controlling behaviors, such as “asking controlling questions,” 
“uttering directives and criticisms,” and “imposing deadlines,” was observed. 
Consistent with SDT, students adopting the teacher role turned out to be more 
controlling when they were held accountable for their students’ performing up to 
certain standards compared to those that received no standards for students’ learning. 
Reeve and Jang ( 2006 ) built on this work by showing that these observed controlling 
teaching behaviors, elicited by a pressuring context, also had detrimental effects on 
the students, such as decreased levels of perceived autonomy. 
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 Although highly informative, a potential pitfall of these studies is that they were 
conducted in a rather artifi cial laboratory setting (but see Flink et al.,  1990 ), with 
students working on rather intrinsically motivating activities. Moreover, the teaching 
situation was limited to teacher-student pairs that were formed right before the 
experiment, and controlling behaviors were coded for only a short period of time. 
The daily class reality is however more complex, as students build up a relation with 
a teacher that lasts for at least a certain period of time and they often work on non- 
interesting activities. Most teachers teach a larger group of students for lessons of 
approximately 50 min at secondary school and sometimes entire days in elementary 
school. Consequently, it is possible that some of the controlling practices that were 
identifi ed and studied in the laboratory (Deci et al.,  1982 ; Reeve & Jang,  2006 ) are 
only rarely observed in real life. 

 To test whether the fi ndings of previous studies would hold in a real teaching 
context, De Meyer and colleagues ( 2015 ) videotaped and observed controlling 
teaching behaviors in the context of a naturalistic and authentic physical education 
lesson and investigated how these related to students’ quality of motivation. The 
coded controlling behaviors mainly referred to pressuring students, such as when a 
teacher commands students (e.g., “No one stops until I say so”), yells at the students 
(e.g., “Mary and Thomas, are you deaf?”), exercises power over the students by 
interfering and demanding respect (e.g., “You have to be silent when I speak”), uses 
destructive criticism (e.g., “Unbelievable, it is really not diffi cult to simply copy my 
demonstration and still you do something else”), is irritated or loses patience 
(e.g., “Nicky, its time you start doing what I asked”), does not allow input from the 
students (e.g., “No, that won’t work. I am the one who puts together the teams”), or 
pressures students by making an appeal to their self-confi dence by inducing feelings 
of guilt and shame (“I am really disappointed in the performance of some students 
of this class” – when looking at Sophie and her friend). When teachers engaged 
more frequently in these visibly controlling behaviors, students reported that they 
experienced their teachers as more controlling and, in turn, that they felt more pres-
sured to engage in the lesson (i.e., controlled motivation) and were more amotivated 
(De Meyer et al.,  2014 ). Interestingly, these associations were obtained even though 
the occurrence of controlling teaching behavior was low, which might suggest that 
even a sporadic exposure to controlling teaching behaviors may increase students’ 
perception of exerted control by the teacher and prompt a less adaptive form of 
motivation. Research in the area of controlling parenting similarly revealed that, 
even though levels of control are typically low, controlling parenting does represent 
a strong and robust predictor of maladaptive developmental outcomes (e.g., Soenens, 
Vansteenkiste, & Luyten,  2010 ). 

 Given that a controlling teaching approach seems to results in detrimental effects, 
it is important to understand why teachers are inclined to engage in such an approach. 
In the following, we review the current literature on antecedents of a controlling 
teaching style.   
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    Antecedents of Controlling Teaching 

  A Taxonomy of Distal Antecedents     Antecedents of teaching behaviors are usually 
divided into three categories, that is, (a) factors from above, (b) factors from below, 
and (c) factors from within (Grolnick,  2003 ). These factors can be facilitating such 
that they subsequently elicit a more need-supportive teaching style, but they can 
also be more pressuring with the implication of eliciting a more controlling style. In 
light of the focus of the present chapter on controlling teaching, we will particularly 
focus on identifi ed pressuring antecedents from above, below, and within. 

 Pressuring factors from above refer to the demands teacher encounter within the 
wider school environment, such as pressures from school boards and principals 
(Pelletier, Seguin-Levesque, & Legault,  2002 ) or following from school administra-
tion (Pelletier & Sharp,  2009 ; Taylor, Ntoumanis, & Smith,  2009 ). Pressures from 
within refer to personal characteristics of the teacher, including their own personality 
functioning (Van den Berghe et al.,  2013 ). Finally, also students’ characteristics 
(Pelletier et al.,  2002 ) or so-called pressures from below (e.g., defi ance) can elicit a 
controlling style. These three groups of pressuring factors can then be considered as 
more distal variables that may feed into more proximal antecedents, including 
teachers’ motivation for teaching as well as the beliefs they hold with respect to the 
effectiveness and feasibility of adopting a controlling style. We fi rst discuss the 
three mentioned groups of distal pressuring factors (above, within, and below) to 
end with the proximal antecedents of controlling teaching including teachers’ 
motivation and beliefs.  

  Pressuring Factors from Above     The school climate can put multiple demands on 
teachers. In many countries, the government provides predefi ned curricula with 
obligatory standards for teachers (and students) to obtain. A school climate highly 
emphasizing these performance-based standards through competition and high- 
stakes testing can lead teachers to exert pressure on their students (Reeve et al., 
 2014 ). In fact, within such a climate teachers are more strongly held accountable for 
their students’ performances, such that they become more inclined to transmit this 
performance-based agenda onto their students (Deci et al.,  1982 ; Pelletier et al., 
 2002 ; Reeve,  2009 ; Soenens et al.,  2012 ). Consistent with this reasoning, Deci et al. 
( 1982 ) revealed that “teachers” were more controlling when they were held account-
able for their students’ performance. Also, a more recent correlational study of 
Soenens and colleagues ( 2012 ) confi rmed that a pressuring school environment 
indirectly relates to more controlling teaching behavior. As such, many of the ideas 
developed and fi ndings obtained within the SDT literature do not align with the cur-
rent emphasis on teachers’ accountability for students’ performance and the related 
pressures teachers experience when they are teaching toward tests. Indeed, to the 
extent that teachers teach to the test, students’ deep engagement in meaningful and 
interesting learning activities likely gets forestalled (Vansteenkiste, Simons, Lens, 
Sheldon, & Deci,  2004 ).  
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  Pressures from Within     Individuals’ general causality orientations represent 
relatively enduring motivational orientations refl ecting people’s understanding of 
how they initiate and regulate their behavior in specifi c life domains and situations 
(Deci & Ryan,  1985 ;  2002 ). Three causality orientations have been distinguished. 
First, teachers with an autonomy orientation typically regulate their behavior based 
on their own interests and personally valued standards and they experience a sense 
of volition and freedom when engaging in activities. Second, an impersonal orienta-
tion refers to the feeling of ineffectiveness and to the experience that one’s behavior 
is beyond one’s intentional control. Third, teachers with a controlled orientation 
experience their behavior as controlled and pressured by other people, social norms, 
and cultural values. A controlled orientation is hypothesized to constitute a more 
pressuring personal orientation that tends to translate into more controlling interac-
tions with relevant others. This is because control-oriented teachers that are more 
likely to be preoccupied by their own concerns and agenda, are more likely to 
directly transmit their own pressuring experiences (e.g., external evaluations, pres-
suring school leaders, or their own teaching agenda) onto their students, thereby 
engaging in more controlling practices. Based on self-reports in preservice teachers, 
Reeve ( 1998 ) indeed found that control-oriented preservice teachers engage more 
frequently in controlling teaching strategies. These fi ndings were strengthened in a 
recent study of Van den Berghe et al. ( 2013 ) who showed that a controlled orienta-
tion (as reported by in-service teachers) related to more controlling teaching as 
observed by an external observer. 

 Such fi ndings call for an individualized approach when trying to reach control- 
oriented teachers. When school leaders or CPD providers want to support control- 
oriented teachers’ psychological needs for autonomy, competence, and relatedness 
during training, it is critical to examine whether control-oriented teachers are not 
only more controlling but possibly also less receptive for change than autonomy- 
oriented teachers (Su & Reeve,  2011 ). In that respect, CPD trainers might consider 
to include refl ective activities for teachers on their own engagement in controlling 
practices and the effects these practices can have on students’ motivational experi-
ences and learning in the classroom.  

  Pressures from Below     Students’ lack of motivation, as manifested through amoti-
vation or discouragement as well as oppositional defi ance, can not only follow from 
a controlling teaching style but may also yield an infl uence on subsequent teaching 
behaviors. Skinner, Kindermann, Connell, and Wellborn ( 2009 ), for instance, 
argued that student disengagement in terms of passivity, giving up, or refraining 
from putting effort into the lessons can act as a de-energizing resource that nega-
tively affects teachers because they receive negative feedback on their functioning 
when they observe their students. When teachers expected that their students would 
be less motivated, they were not only interacting less frequently with them; they 
were also more controlling toward them (Sarrazin, Tessier, Pelletier, Trouilloud, & 
Chanal,  2006 ). Similar positive relationships between students’ disengagement and 
teachers’ need-thwarting behaviors were found by Van den Berghe, Cardon, Tallir, 
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Kirk, & Haerens ( 2015 ) who observed and coded the fi rst 3-min intervals of 100 
physical education lessons. 

 There is certainly a need to further explore this fallow land of how and under 
which conditions students’ behaviors trigger teachers to enact in a more controlling 
way. Observation studies would allow to conduct critical incident analyses 
(Flanagan,  1954 ), which involves observing, identifying, and qualitatively analyzing 
specifi c critical moments that occur during the course of a lesson in order to under-
stand what happens before and after a teacher enacts in a controlling way.  

  Proximal Antecedents: Teaching Motivation and Beliefs     These different distal 
antecedents may feed onto teachers’ teaching style by playing onto more proximal 
antecedents, such as the teachers’ motivation for the profession. The role teacher 
motivation plays in relation to teachers’ way of interacting with the students in the 
classroom has become a topic of interest over the past decade (Richardson, 
Karabenick, & Watt,  2014 ). Studies in the educational context revealed that more 
controlled as opposed to autonomous motivation related to more controlling inter-
actions with students (Pelletier et al.,  2002 ). These fi ndings suggest that teachers, 
who predominantly teach for controlled reasons such as the pressure to comply with 
curriculum standards or the pressure to being acknowledged and recognized by 
principals or colleagues, are probably at higher risk for engaging in controlling 
teaching behaviors. 

 In reality, many teachers combine autonomous and controlled reasons to teach to 
a different degree. While some teachers might feel pressured to prepare their classes 
very well to prove themselves to colleagues and their students (i.e., controlled moti-
vation), they might also value the importance of their subject and enjoy the interac-
tions with students at the same time (i.e., autonomous motivation). The question 
then arises which type of motivational profi le, involving a particular combination of 
autonomous and controlled reasons, relates to a controlling teaching style. In one 
informative study, Van den Berghe et al. ( 2014 ) showed that especially teachers, 
who typically enjoy and personally value interacting with their students, that is, 
those who display a more autonomously motivated profi le, reported being more 
need supportive, but this study did not include dimensions of need-thwarting teach-
ing (i.e., controlling teaching) (Van den Berghe et al.,  2014 ). Thus, more research is 
needed to explore how naturally occurring combinations of motives to engage in the 
teaching profession relate to a controlling teaching style. 

 Next to teachers’ motivation, also the beliefs that teachers hold can serve as a 
second proximal factor that helps explain why teachers orient themselves toward or 
hold onto a controlling teaching style (Korthagen,  2004 ; Pajares,  1992 ; Reeve et al., 
 2014 ; Roth & Weinstock,  2013 ). A fi rst belief that may explain teachers’ tendency 
to adopt a controlling style concerns the perceived effectiveness of a controlling 
teaching style. For example, some teachers may believe it is sometimes necessary or 
even benefi cial to rely on controlling practices, such as threats of punishment or 
criticism, to prompt students’ cooperation. Reeve et al. ( 2014 ) and De Meyer et al. 
( 2015 ) indeed showed that teachers who believed that a controlling style is more 
effective also tended to engage in a controlling style more frequently. A second 
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belief that explains why teachers orient themselves to one style or another is the 
belief it is too diffi cult or too challenging to avoid engaging in a controlling style 
during everyday instruction (Reeve et al.,  2014 ). 

 Although no prior research addressed this issue, these proximal antecedents (i.e., 
teaching motivation and beliefs) may develop differently depending on the interplay 
with the pressuring distal factors from above, within, or below. To illustrate, teachers 
who are exposed to pressures from the school board, who endorse a more controlled 
orientation, or who are frequently confronted with disengaged students may come 
to belief that a controlling approach is more effective. How these distal and proxi-
mal factors interact with each other and translate into a teachers’ behavior in the 
classroom is an interesting avenue for future research.   

    Controlling Teaching: Future Directions 

 In this chapter, it became clear that the body of educationally oriented research on 
controlling teaching is still in its infancy. Most of the work that has been done so far 
was cross-sectional (Haerens et al.,  2015 ; Soenens et al.,  2012 ) or experimental 
(Flink et al.,  1990 ; Koestner et al.,  1984 ; Niemiec & Ryan,  2009 ) in nature. However, 
an evolving number of studies across different life domains such as parenting 
(Van Petegem et al.,  2015 ), health counseling (Ng, Ntoumanis, Thogersen-Ntoumani, 
Stott, & Hindle,  2013 ; Verstuyf, Vansteenkiste, Soenens, Boone, & Mouratidis,  2013 ), 
coaching (Balaguer et al.,  2012 ; Bartholomew et al.,  2011a ; Stebbings et al.,  2012 ), 
and education (De Meyer et al.,  2014 ; Deci et al.,  1982 ; Reeve & Jang,  2006 ) all 
point in the same direction, that is, toward the detrimental effects of a controlling 
approach. Hence, the study of controlling teaching deserves greater attention in 
future research, thereby making use of more sophisticated designs. We sketch three 
research themes that can be addressed in future work, that is, the necessity for 
(a) longitudinal work, (b) research relying on person-centered analytical strategies, 
and (c) intervention work addressing the role of controlling teaching. 

 First, one topic that could be examined is whether controlling teaching and need 
frustration form an escalating negative cycle, such that both get interwoven with each 
other over time (see Jang, Kim, & Reeve,  2012 ; examples on autonomy support). 
Indeed, children may not only defy controlling teachers, but the teachers themselves 
may increase their use of controlling strategies when noticing expression of need 
frustration such as oppositional defi ance and associated misbehavior. In this respect, 
when adolescents perceived their parents to rely on a controlling style to introduce 
and monitor parental prohibitions, they were more likely to defy the prohibitions 
over a 1-year period, with oppositional defi ance equally eliciting increases in 
controlling prohibitions over time (Vansteenkiste, et al.,  2014 ). 

 Second, given that most past work was limited to one dimension of need- 
thwarting teaching behavior (i.e., controlling teaching), future research could try 
to do a better job at conceptualizing and measuring chaotic and cold teaching. 
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This may provide more detailed insights in the associations and interactions between 
 different dimensions of need-thwarting teaching behavior and students’ motivation. 
Relatedly, an important aim for future research is to further address the interplay of 
need-thwarting and need-supportive teaching behaviors. Recent work suggests that 
observed (e.g., Van den Berghe et al.,  2013 ) and self-reported (e.g., Haerens et al., 
 2015 ) autonomy-supportive and controlling behaviors are only modestly negatively 
related. This implies that at least some teachers may score simultaneously high on 
autonomy-supportive and controlling behaviors. Because autonomy-supportive and 
controlling behaviors can co-occur in different doses, it becomes interesting to 
explore their effects and their co-variation as a function of the timing and taught 
content of the lesson. As an example of this person-centered approach, Matosic and 
Cox ( 2014 ) recently showed that athletes of coaches who were perceived to be 
predominantly autonomy-supportive displayed higher levels of need satisfaction 
and more adaptive motivational outcomes, when compared to athletes of coaches 
who were perceived to be mainly controlling. Interestingly, the results also revealed 
that moderate levels of perceived coach control were not necessary bad, at least 
when combined with high perceived autonomy support. The authors primarily 
included positive student outcomes in their study. Yet, given the discussed dark 
pathway associated with a controlling approach, it would make sense to also include 
maladaptive motivational outcomes (e.g., need frustration, resentment, oppositional 
defi ance) to investigate whether such outcomes would especially become more 
salient if social agents such as teachers or coaches are perceived to be controlling. 

 Third, in light of the emerging evidence on the detrimental effects of controlling 
teaching, we suggest that it is timely to start thinking about the development of 
effective continuous professional development (CPD) programs for teachers that 
allow them to gain insight into their way of interacting with the students and its 
effects on students’ motivation and learning. There are already a few examples of 
effective programs focusing on the enhancement of need-supportive teaching 
available in the literature (e.g., Aelterman et al.,  2013 , Aelterman, Vansteenkiste, 
Van den Berghe, De Meyer, & Haerens,  2014 ; Cheon, Reeve, Yu, & Jang,  2014 ; 
Tessier, Sarrazin, & Ntoumanis,  2010 ), but evidence-based CPD programs focusing 
on the reduction of controlling teaching are lacking. As Cheon and Reeve ( 2013 ) 
suggest, asking teachers to replace their use of controlling teaching strategies by 
autonomy- supportive ones is probably a more diffi cult transition for them to make, 
because it requires giving up a certain approach (i.e., letting controlling teaching go) 
rather than expanding their existing style (i.e., become more autonomy supportive). 
Overall, if we want to design effective CPD programs to reduce controlling teaching, 
we need insights into the wide range of antecedents that help to explain why teachers 
adopt a controlling teaching style. The identifi cation of these antecedents would be 
helpful to identify these teachers who are most vulnerable for the adoption of a 
controlling style and are perhaps most resistant to change.   
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    Conclusion: A Helicopter View 

 Historically, SDT scholars have been primarily concerned with identifying the 
critical motivational processes and contexts that foster positive outcomes, including 
intrinsic motivation, creativity, and well-being. Over the past couple of years, how-
ever, perhaps under infl uence of a growing body of studies conducted within the 
area of psychopathology (Ryan, et al.,  2015 ), an increasing number of studies have 
focused on the factors that elicit maladaptive functioning in non-clinical individuals 
(Ryan & Deci,  2000 ; Vansteenkiste & Ryan,  2013 ). Such work is illuminating at 
the theoretical level because it allows moving beyond the consideration of need- 
supportive contexts and need-satisfying experiences by also taking into account the 
fairly distinct role of contextual need thwarting and associated need frustration. 
Practically speaking, this work seems equally timely because, at least within the 
Belgian educational context, it is our impression that schools increasingly face 
students who are indifferent, defi ant, or even aggressive and that school directories 
and teachers call for help in dealing with these students. The identifi cation of critical 
teaching variables that relate to these maladaptive outcomes is then a fi rst step to 
develop intervention programs that allow teachers to more effectively handle such 
students. We end by providing a set of practical suggestions that follow from the 
presented studies and insights.  

    Practical Recommendations 

 Controlling teaching involves the minimization, ignorance, or even denial of the 
students’ perspective at the advantage of the teachers’ agenda and the use of 
pressures to make students act, think, or feel in a particular way (Grolnick,  2003 ; 
Reeve,  2009 ). Examples of more overt observable controlling strategies that teachers 
can best avoid are:

•    (Threats of) deadlines and punishments (e.g., “You really must do this otherwise 
you will lose two points”)  

•   Pressuring awards (e.g., “Only if you read 10 min every day, you get a reward”)  
•   Yelling (e.g., “Mary and Thomas, are you deaf?”) and commanding (e.g., “No 

one stops until I say so”)  
•   Using destructive criticism (e.g., “Unbelievable, it is really not diffi cult to simply 

do what is asked”)  
•   Losing patience or becoming irritated (e.g., “Nicky, I am getting sick of your 

behavior”)  
•   Denying input from the students (e.g., “No, I do not want to hear it, just get 

started with what you have to do”)  
•   Using explicitly controlling language, like “you must” or “you have to”    
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 More covered forms of controlling teaching refer to tactics to appeal to students’ 
feelings of guilt, to elicit shame and anxiety, or to trigger ego involvement and 
contingent self-worth. An exemplary statement of a teacher provoking such internal 
pressure would be: “Everyone should be able to do the following exercise. Even a 
toddler can do this!” Or “I am really disappointed in the performance of some stu-
dents of this class.” Teachers can also display facial expressions of disappointment 
or withdraw attention when students fail to meet certain standards. 

 If teachers would want to become less controlling, there are a number of consid-
erations they can take into account. First, the suggestion within SDT to limit the use 
of a controlling teaching style does not imply that teachers need to refrain from 
structuring the learning process by setting expectations or providing scaffolds 
while monitoring children’s learning. Indeed, students in general (Jang, Reeve, & 
Deci,  2010 ), and especially those who are anxious and uncertain (Mouratidis, 
Vansteenkiste, Michou, & Lens,  2013 ), benefi t from structure. Rules and expectations 
can thus be consequently monitored, but preferably in an autonomy- supportive way. 
This means that students understand why a rule is introduced and are preferably 
involved in the process of establishing rules and determining consequences in case 
of rule violation. 

 Second, as teachers’ view on their teaching style is often discrepant from how 
their student perceives them (Mosston & Ashworth,  2002 ), teachers may have the 
mistaken impression that they are not controlling, while in the eyes of the students, 
they are. Obtaining self-reports of the students themselves, possibly in conjunction 
with videotaping the lesson, is then a useful tool to get an insight in their own 
engagement in controlling teaching behaviors. Further, by detecting specifi c critical 
moments during which a teacher is more likely to engage in controlling behaviors, 
teachers may come to a deeper understanding of what it means to be controlling and 
when they are most likely to be so. Moreover, identifying the factors (e.g., Do they 
experience pressures from school board? Are they discouraged because some stu-
dents are displaying disruptive behavior?) that elicited these controlling behaviors 
may form the starting point to begin avoiding such practices. Yet, to move away 
from controlling practices, teachers will also need to be given an alternative and to be 
trained in adopting an autonomy-supportive style. Given the strong focus high- 
performance standards and frequent testing in contemporary classrooms, it is also 
worthwhile to reconsider certain didactical and pedagogical approaches (e.g., marking 
every lesson, the way marks are communicated). Some of these approaches may be 
generally accepted and expected, yet have fairly great likelihood of engendering 
controlling strategies. 

 Finally, it is important to know that some of the abovementioned controlling 
strategies may yield behavioral benefi ts, such as compliance and superfi cial learning. 
These initial positive effects may reinforce the use of control and help to explain 
why at least some teachers believe that a controlling style is necessary or even ben-
efi cial to prompt students’ cooperation. Yet, the problematic outcomes associated 
with controlling teaching especially begin to emerge when the pressures are fading 
and students are no longer supervised. Moreover, the behavioral benefi ts associated 
with controlling socialization often come with an emotional cost, as indexed by 
reduced well-being and heightened anxiety and depressive symptoms.     
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    Chapter 5   
 How Can We Create Better Learning Contexts 
for Children? Promoting Students’ 
Autonomous Motivation as a Way to Foster 
Enhanced Educational Outcomes       

       Frédéric     Guay     ,     Valérie     Lessard     , and     Pascale     Dubois   

        The consequences of school dropout are far reaching, for both individuals and the 
overall population. School dropout has generated about 1.9 billion dollars a year in 
costs (in lost taxes, additional social services, and return-to-school costs) in the 
province of Quebec, Canada ( Groupe d’action sur la persévérance et la réussite 
scolaires au Québec ; Ménard,  2009 ). At the individual level, less education trans-
lates into less social engagement compared to higher-educated individuals, particu-
larly in terms of voting, volunteer work, and blood donation. Moreover, 
non-high-school graduates earn much lower annual incomes than graduates, and 
their unemployment rate is 2.1 times higher. They also have shorter life expectancy 
(Ménard,  2009 ). 

 Given the extent of this problem and the consequences for both individuals and 
society, we need to gain a better understanding of the factors that enable certain 
students to persevere in school and graduate while others do not. Can this problem 
be explained solely by students’ learning diffi culties and family characteristics? 
According to self-determination theory (SDT, Ryan & Deci,  2009 ), this is a reduc-
tionist view. Instead, SDT suggests that the learning environment in which students 
develop their academic competences must also be taken into account. For example, 
instead of nurturing curiosity and a desire to learn, some schools place the accent on 
control, reward, assessment, and competition, which impede the development of 
high-quality motivation. It was found that students who were sensitive to strict con-
trol simply abandoned their studies (Vallerand, Fortier, & Guay,  1997 ), probably in 
order to maintain their psychological integrity. Few adults in the job market would 
be happy to work in a highly controlled climate that quashed all initiative. Such 
working environments would drive many adults to quit. According to SDT (Ryan & 
Deci,  2009 ), students, even very young ones, would be no exception. 
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 In recent decades, many empirical studies have used SDT as a conceptual frame-
work to examine education environments. Most of these studies have considered the 
contribution of personal and environmental factors to the understanding of students’ 
academic achievement, engagement, creativity, and well-being. The popularity of 
SDT among education researchers is due in part to the practical applications that 
have been generated (Pintrinch,  2003 ). For example, studies have demonstrated that 
the negative effect of controlling teaching practices on students’ motivation has led 
to the development of teacher training programs designed to reduce teachers’ use of 
such practices and increase their use of autonomy-supportive practices (e.g., Connell 
& Klem,  2000 ; Guay, Falardeau, & Valois,  2012 ; Reeve, Jang, Carrell, Jeon, & 
Barch,  2004 ). In this chapter, we describe the main instruments used to measure the 
types of motivation proposed by SDT. We then address the potential effects of these 
motivation types on students’ emotions, learning strategies, academic achievement, 
and school perseverance. In addition, we look at the roles of parents, teachers, and 
peers in fostering certain motivation types. Some SDT-based intervention programs 
are then presented. Finally, we offer some practical implications of the reviewed 
studies and we propose several avenues for future research. We refer the reader to 
Deci and Ryan ( 2002 ) and Ryan and Deci ( 2009 ) for defi nitions of the main con-
cepts and a complete presentation of the postulates of SDT. 

    Measuring School Motivation 

 Parents and teachers generally feel that motivation, or lack thereof, is associated 
with academic achievement. It is believed that students who work hard have a better 
chance of passing their exams. However, according to SDT, motivation is not a one- 
dimensional notion that is equivalent to effort. On the contrary, motivation is a mul-
tidimensional concept that varies in terms of quality. Students are said to have 
high-quality motivation when it is driven by intrinsic, integrated, or identifi ed regu-
lation and lower-quality motivation when it is driven by external or introjected 
regulation. 

 Various approaches have been adopted to measure students’ motivation toward 
learning, including projective techniques and behavioral observations. However, 
these two approaches can be diffi cult to apply in the classroom. Consequently, in 
this review, we decided to cover questionnaires, which are easier to use to measure 
students’ motivation. However, whereas motivation is easier to assess with question-
naires, the procedure must be rigorous. Therefore, questionnaire development and 
evaluation are key issues in the school motivation research. For instance, unless the 
metrological quality of the questionnaire has been well demonstrated, it is diffi cult 
to compile valid research results that advance the knowledge and lead to effective 
interventions and new education policies. In this chapter, we present the two cur-
rently most widely used instruments to assess student motivation: the Academic 
Motivation Scale (AMS, Vallerand et al.,  1989 ) and the Self-Regulation 
Questionnaires developed by Ryan and Connell ( 1989 ). In addition, we present a 
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new instrument designed to assess motivation in young elementary school students 
toward different school subjects. 

  The Academic Motivation Scale (AMS)     Vallerand and colleagues ( 1989 ) devel-
oped the Academic Motivation Scale (AMS) to measure three types of intrinsic 
motivation (knowledge, accomplishment, and stimulation), three types of extrinsic 
motivation (identifi ed, introjected, and external), and amotivation. The scale con-
tains 28 evenly distributed statements designed to assess the seven regulation types. 
Students are fi rst asked why they are attending their high school, college, or univer-
sity. They then rate the 28 responses to the question on a 5-point Likert scale rang-
ing from (1)  does not correspond at all  to (5)  corresponds exactly . The scale is 
available free online at the following site:   http://www.er.uqam.ca/nobel/r26710/
LRCS/echelles_en.htm    . It is noteworthy that the AMS has been used and validated 
in many countries, including Canada (Vallerand et al.,  1992 ,  1993 ), Mexico (Lucas, 
Izquierdo, & Alonso,  2005 ), the United States (Fairchild, Horst, Finney, & Barron, 
 2005 ), France (Blanchard, Vrignaud, Lallemand, Dosnon, & Wach,  1997 ), and 
Greece (Barkoukis, Tsorbatzoudis, Grouios, & Sideridis,  2008 ).  

 In the fi rst study to investigate the metrological quality of the French version of 
the scale, Vallerand et al. ( 1989 ) confi rmed the seven-factor structure of the instru-
ment and its convergent and divergent validity (see also Vallerand et al.,  1992 , 
 1993 ). More recently, Guay, Morin, Litalien, Valois, and Vallerand ( 2015 ) reviewed 
all the studies that evaluated the metrological quality of the original version of the 
AMS. They made the following observations: (1) score reliability was supported for 
all subscales, with most Cronbach’s alphas above the critical value of 0.70; (2) the 
majority of studies supported the scale’s factor validity, and confi rmatory factor 
analyses supported the seven-factor structure, although some studies obtained low 
fi t indices to the theoretical model; and (3) although the instrument validity was 
demonstrated in several aspects, certain shortcomings were observed: notably, some 
studies did not reproduce the simplex correlation pattern among the motivation 
types (Grouzet, Otis, & Pelletier,  2006 ; Otis, Grouzet, Frederick, & Pelletier,  2005 ; 
Ryan & Connell,  1989 ; Vallerand et al.,  1989 ). In other words, stronger and more 
positive correlations were found between more distal motivations on the self- 
determination continuum (e.g., intrinsic motivation and introjected regulation) than 
between more proximal motivations (e.g., intrinsic motivation and identifi ed regula-
tion). The fact that the simplex correlation pattern was not supported in some stud-
ies brings into question one of the central postulates of SDT that the driving force 
for a given behavior varies in terms of quality. More precisely, because introjected 
motivation is positively associated with intrinsic motivation, we may conclude that 
this form of motivation is important for individual adaptation to the school environ-
ment. Hence, motivation would not be a question of quality, but rather intensity. 
Accordingly, given these somewhat inconclusive fi ndings, Fairchild et al. ( 2005 ) 
proposed that the AMS items be revised to improve the construct validity. 

 Our research team (Guay et al.,  2015 ) felt that Fairchild et al.’s suggestion was 
premature. Before undertaking a revision of the AMS items, we fi rst wanted to 
understand why introjected and intrinsic motivation were so strongly correlated 
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when measured by the AMS and why the fi t indices for the theoretical model were 
so weak in some studies. It was suggested that the statistical methods used to date 
may have been responsible for these results. Accordingly, our team used a new 
method that takes into account the interrelationships between all the AMS items 
(i.e., exploratory structural equation modeling, ESEM). Results of two studies con-
ducted in secondary school and college students appeared to support this hypothe-
sis. Using this new statistical method, the correlations between intrinsic and 
introjected motivation were substantially lower and the fi t indices for the measure-
ment models were improved, supporting the validity of the AMS. 

  The Self-Regulation Questionnaire     Ryan and Connell ( 1989 ) also developed an 
academic motivation scale called the Academic Self-Regulation Questionnaire 
(SRQ-A). It assesses three types of extrinsic motivation (external, introjected, and 
identifi ed) as well as intrinsic motivation. The questionnaire items address the rea-
sons that children do their schoolwork. It was developed for students in late elemen-
tary school and the beginning of middle school. It contains 32 evenly distributed 
statements assessing the four abovementioned motivation types. Students respond 
on a 4-point scale ranging from (1)  not at all true  to (4)  very true . The questionnaire 
is available online at the following site:   http://www.selfdeterminationtheory.org/
questionnaires    .  

 Ryan and Connell’s ( 1989 ) results underscore the questionnaire’s validity and 
reliability. More specifi cally, the simplex correlation pattern between the four moti-
vation types is supported (i.e., adjacent motivations on the continuum are more 
strongly and positively correlated than more distally placed motivations). Their 
studies also confi rm that each motivation type has its own indicators (factorial valid-
ity), and each motivation type predicts different variables associated with academic 
achievement (see Ryan & Deci,  2009 ). Furthermore, the SRQ-A has been used with 
students and learners in different cultures, including Germany (Levesque, Zuehlke, 
Stanek, & Ryan,  2004 ; Wild & Krapp,  1995 ), Japan (Hayamizu,  1997 ; Yamauchi & 
Tanaka,  1998 ), Belgium (Vansteenkiste, Zhou, Lens, & Soenen,  2005 ), and through-
out North America (Grolnick, Ryan, & Deci,  1991 ). 

 To our knowledge, the AMS and the SRQ-A are currently the primary instru-
ments used to measure the motivation types proposed by SDT in education settings. 
Although highly useful, these two scales assess different types of motivation in rela-
tion to schoolwork in general, without considering the fact that motivations could 
differ across school subjects. Nevertheless, a growing number of researchers are 
examining motivation more specifi cally in relation to individual school subjects 
(see Elliot,  2005 ; Gottfried,  1985 ,  1990 ; Green, Martin, & Marsh,  2007 ; Pintrich, 
 2003 ), which raises the compelling question of whether the motivation types pro-
posed by SDT are school subject-specifi c. 

  Elementary School Motivation Scale (ESMS)     Our team recently developed an 
adapted version of the AMS to assess three types of motivation (intrinsic, identifi ed 
regulation, and controlled regulation – combining introjection and external regula-
tion) toward three school subjects (reading, writing, and mathematics; Guay et al., 
 2010 ). The items were adapted for elementary school children. Three items each 
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assessed the three motivation types toward the three school subjects. Children were 
asked to indicate how often they performed school tasks on a 4-point scale ranging 
from (1)  no, never  to (4)  yes, all the time . The full scale is provided in French and 
English in the appendix to Guay et al.’s ( 2010 ) article. Results provide reasonable 
support for the scale’s factorial structure and good support for its convergent and 
divergent validity and the internal consistency of the item scores.  

 Moreover, results revealed that certain motivations were school subject-specifi c 
and others were not. For example, intrinsic motivation appeared to differ across 
mathematics, writing, and reading. Thus, students who enjoyed doing mathematics 
did not necessarily enjoy reading as much. This differentiation effect was also 
obtained for identifi ed regulation, but not for controlled regulation. Consequently, it 
would be useful to assess intrinsic and identifi ed regulation separately for different 
school subjects. Other authors have developed instruments to assess subject-specifi c 
motivation types (e.g., De Naeghel, Van Keer, & Vansteenkiste,  2010 ). We hope that 
researchers will pursue this avenue in order to better identify how different motiva-
tion types contribute to academic achievement. 

 In summary, education researchers apparently have valid and reliable instru-
ments for assessing students’ regulations. At this stage, we cannot claim that any 
one instrument is superior to another. The choice of instrument depends primarily 
on the research objectives and the target population.  

    Fostering Learning and Academic Achievement 

 The fundamental hypothesis of SDT is that students whose behaviors are regulated 
by self-determined motivations (i.e., intrinsic and identifi ed regulation) will have 
more positive cognitive, behavioral, and emotional outcomes at school. Below, we 
present some studies that address these three outcomes. 

    Behavioral Outcomes 

  Perseverance     In a survey study of over 4,000 high school students, Vallerand et al. 
( 1997 ) demonstrated that students who dropped out of high school had lower intrin-
sic motivation, lower identifi ed regulation, and higher amotivation compared to stu-
dents who stayed in school (see also Vallerand & Bissonnette,  1992  for similar 
fi ndings). No difference was found in external regulation. Surprisingly, students 
who persevered also showed higher introjected regulation than dropouts. In a simi-
lar study conducted in a sample of rural high school students, Hardre and Reeve 
( 2003 ) showed that self-determined forms of motivation were associated with lower 
intentions to drop out, even when students’ prior academic achievement was consid-
ered (see also Blanchard, Pelletier, Otis, & Sharp,  2004 ; Otis et al.,  2005 ; Ratelle, 
Larose, Guay & Senécal,  2005 ). Vansteenkiste, Simons, Lens, Sheldon, and Deci 
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( 2004 , Study 2) demonstrated that self-determined motivation and perseverance in 
college students (measured using students’ choice to do supplementary readings and 
problems) could be improved more by activating intrinsic academic goals (students 
were motivated by the intrinsic pleasure associated with the task or because the task 
refl ected their integrated values) rather than extrinsic goals (students were moti-
vated by external pressures or internal pressures such as guilt or intention to protect 
their self-esteem). Furthermore, a positive association was found between self- 
determined motivation and intentions to persevere in university graduate students 
(see Litalien & Guay,  2015 ). This relationship was indirect, mediated through stu-
dents’ perceived competence. In other words, doctoral students who pursue their 
studies because they enjoy them or because they fi nd the program important for 
their personal development would feel more competent academically, which would 
encourage them to persevere in the program.  

 Thus, many studies on perseverance indicate that when students are motivated to 
do their schoolwork in a self-determined manner, they tend to persevere. That said, 
introjected regulation has also been positively linked to perseverance (Otis et al., 
 2005 ; Vallerand et al.,  1997 ; Vansteenkiste et al.,  2004 ), which goes against the pos-
tulates of SDT. Thus, introjection could improve perseverance, particularly at 
school, because students are often required to perform boring academic tasks. 
However, this type of motivation might come with psychological costs, including 
the development of less-than-optimal cognitive strategies as well as lower well- 
being and creativity. 

 Studies have also focused on the relationships between self-determined motiva-
tion and perseverance in specifi c school subjects. Generally, results are in line with 
the abovementioned studies: self-determined motivation is positively associated 
with perseverance (e.g., Black & Deci,  2000 , for chemistry; Noels, Clément, & 
Pelletier,  2001 , for language). For example, Lavigne, Vallerand, and Miquelon 
( 2007 ) tested a model of intentions to persevere in science studies in a sample of 
728 fourth-year high school students (aged 15 and 16 years) attending public 
schools in the Greater Montreal Area. Their results showed that students with strong 
intentions to persevere in science reported signifi cantly higher intrinsic motivation 
and identifi ed regulation and lower introjected regulation and amotivation than stu-
dents with weak intentions to persevere. Thus, the more that motivation toward the 
sciences was self-determined, the greater the intentions to persevere in the fi eld. 
Because external regulation was not assessed in this study, no conclusions could be 
drawn as to its effects. 

  Academic Achievement     Numerous studies have established that self-determined 
motivation is positively associated with academic achievement (Fortier, Vallerand, & 
Guay,  1995 ; Grolnick et al.,  1991 ; Guay & Vallerand,  1997 ; Miserandino,  1996 ; 
Ratelle, Guay, Vallerand, Larose, & Senécal,  2007 , studies 2 and 3). Even more 
importantly, Guay and Vallerand ( 1997 ) demonstrated that self-determined motivation 
predicted higher achievement over one school year. Moreover, Guay, Ratelle, Roy, 
and Litalien ( 2010 ) in a study in over 900 high school students found that students 
with higher self-determined academic motivation raised their grades over a 1-year 
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period. Therefore, if we compare two students with similar performance at a given 
time, the student whose motivation is more self-determined has a greater chance of 
performing better the following year than the student whose motivation is less 
self-determined.  

 The above studies assessed self-determined motivation with an index that com-
bines the different regulation types proposed by SDT. However, this does not allow 
a detailed analysis of the relationships between the motivation types proposed by 
SDT and academic achievement. In a fi eld and experimental study, Burton, Lydon, 
D’Alessandor, and Koestner ( 2006 ) showed that, of the two most commonly inves-
tigated types of self-determined motivation in education (i.e., intrinsic and identi-
fi ed), only identifi ed motivation predicted academic performance. On the other 
hand, intrinsic motivation predicted students’ psychological well-being. The authors 
concluded that the two motivation types act in tandem: intrinsic motivation enables 
students to preserve their psychological well-being at school when coping with aca-
demic problems, whereas identifi ed regulation enables students to invest more effort 
into their studies and therefore perform better academically. In light of these fi nd-
ings, future research could attempt to gain a more in-depth understanding of the 
different types of motivation, including the controlled types (introjected and exter-
nal), in relation to students’ academic achievement. 

 Although it did not directly assess motivation types, a study in 2,520 students 
addressed the psychological needs proposed by SDT and found that attending col-
lege or university with the motivation to satisfy the needs for autonomy and compe-
tence was associated with higher academic achievement and greater intentions to 
persevere (Guiffrida, Lynch, Wall, & Abel,  2013 ). However, motivation to satisfy 
the need for relatedness showed a different relationship with academic achieve-
ment: results underscored that this motivation was associated with lower academic 
achievement. This result is surprising, as positive peer relationships have been asso-
ciated with higher academic achievement in elementary school children (Guay, 
Boivin, & Hodges,  1999 ). According to Guiffrida et al. ( 2013 ), it is probable that 
students who are motivated to develop positive relationships with peers have put 
less effort in their academic work. Nevertheless, results indicated that attending col-
lege or university to satisfy the need for relatedness to professors and school staff 
was linked to higher academic achievement. Therefore, motivation to satisfy the 
need for relatedness could at times be benefi cial and at other time not, especially if 
this need confl icts with other goals, such as developing disciplinary competences. 
Taken together, these studies indicate that when students invest in their studies for 
self-determined motives or to fulfi ll certain basic psychological needs, they tend to 
perform better (see Ryan & Deci,  2009 ). 

 At a time when schools are increasingly using rigorous admissions criteria 
(grades, admission tests) to select students, we must not be persuaded by the phi-
losophy that we have to create a competitive environment if we want students to do 
well at school. In fact, the research has demonstrated exactly the opposite: the 
heavier the external pressure placed on students, the worse their performance. 
Nevertheless, as in all research domains, these results have not been entirely 
 corroborated. Some studies have found weak correlations between self-determined 
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motivations and academic performance (Cokley, Bernard, Cunningham, & Motoike, 
 2001 ; Fairchild et al.,  2005 ). Further research is therefore needed in order to gain a 
deeper understanding of these contradictory results.  

    Cognitive Outcomes 

  Learning and Seeking Challenges     Students with self-determined motivation retain 
information more easily, consolidate material better (e.g., Benware & Deci,  1984 ; 
Grolnick & Ryan,  1987 ; Vansteenkiste et al.,  2004 ), and are more inclined to attempt 
to accomplish diffi cult tasks in order to develop their competences (e.g., Boggiano, 
Main, & Katz,  1988 ).  

 In an experimental study of fi fth-grade elementary students, Grolnick and Ryan 
( 1987 ) noted that students learned and retained knowledge differently according to 
their degree of autonomy. Students who expected to be assessed (i.e., low autonomy 
condition) showed weaker conceptual learning than students who did not expect to 
be assessed (i.e., high autonomy condition). Similar results were obtained by 
Vansteenkiste and colleagues ( 2004 ), who observed that self-determined motivation 
acted as an explanatory variable in the relationship between goals, classroom cli-
mate (controlling or autonomy-supportive), and superfi cial versus deep-level pro-
cessing of learning material. They demonstrated that the pursuit of intrinsic goals 
combined with an autonomy-supportive classroom climate produced a positive 
effect on the use of “less superfi cial” learning strategies and test performance. For 
example, students who read a text and relate it to information that they have already 
learned are using a deeper-level learning strategy that is associated with better per-
formance. Inversely, students who skip the parts of the text that they do not under-
stand very well are using a superfi cial learning strategy that is associated with 
weaker performance. 

 Oxford and Ehrman ( 1995 ) examined the relationship between adults’ language 
learning strategies and various factors such as competence, sex, aptitude, learning 
style, personality type, motivation, and anxiety. They found a signifi cant positive 
association between intrinsic motivation and the use of metacognitive strategies 
(paying attention, consciously seeking opportunities to practice, planning language 
tasks, self-evaluating one’s progress, and error monitoring). Vandergrift ( 2005 ) 
examined the relationships between motivation, metacognition, and competence in 
oral comprehension in 57 students aged 13 and 14 years and learning French as a 
second language. Students were administered a questionnaire to assess their degree 
of amotivation, intrinsic motivation, and extrinsic motivation types in relation to 
second language learning. A metacognitive awareness questionnaire was used to 
assess the strategies that the students used when listening to French texts. As 
expected, signifi cant correlations were obtained between the motivation types and 
strategy uses. The more self-determined the motivation (intrinsic or identifi ed over 
introjected or external), the stronger the association with the use of metacognitive 
strategies for language learning (see Baleghizadeh & Rahimi,  2011 , for similar 
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results in university students). Results also indicated that most of the strategies were 
negatively correlated with amotivation. In summary, the above studies converge 
toward the conclusion that self-determined motivations play an infl uential role in 
fostering the use of various metacognitive strategies.  

    Affective Outcomes 

 In line with the postulates of SDT, Vallerand and colleagues ( 1989 ) showed that 
students with higher self-determined motivation reported more positive emotions in 
class, greater enjoyment of schoolwork, and greater satisfaction at school (see also 
Black & Deci,  2000 ; Ryan & Connell,  1989 ). Moreover, Black and Deci ( 2000 ) 
demonstrated that students who took college chemistry courses for self-determined 
reasons (versus controlled reasons) perceived themselves as less anxious about 
passing the courses (Black & Deci,  2000 ). In a study of German and American stu-
dents, Levesque et al. ( 2004 ) investigated the associations between motivation types 
and subjective well-being. They showed that, despite differences in mean self- 
determined motivation between the two groups (German students felt signifi cantly 
higher self-determined motivation than American students), self-determined moti-
vation was positively associated with subjective well-being in both groups. With 
respect to introjected regulation, as mentioned above, studies (e.g., Vallerand et al., 
 1997 ) have correlated it positively to school perseverance. However, Ryan and 
Connell ( 1989 ) found a positive correlation between introjected regulation and cog-
nitive anxiety in children, supporting the hypothesis that introjection may come 
with affective costs for students.  

    Academic Motivation: A Student-Centered Approach 

 Studies addressing relationships between the motivation types and student out-
comes have demonstrated the importance of promoting self-determined forms of 
motivation. Most of these studies adopted an approach that centers on this variable 
by determining relationships between the motivation types and various adaptation 
indices. However, they did not compare students’ motivation profi les using a person- 
centered approach. In one study (Ratelle et al.,  2007 ), we used a person-centered 
approach to examine motivation in high school students. More specifi cally, we 
determined whether students would present different motivation profi les and 
whether certain profi les would be more benefi cial than others for students’ adjust-
ment to school. The analyses revealed three distinct profi les, including one that 
combined high self-determined (intrinsic and identifi ed regulation) and controlled 
(external and introjected regulation) motivations. Students with this profi le had 
more positive school adjustment indices (i.e., higher performance, better concentra-
tion and satisfaction, and less absenteeism and anxiety). Surprisingly, we did not 
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fi nd a profi le characterized by low controlled motivation and high self-determined 
motivation. In other words, we were unable to identify a group of students who 
attended high school solely for self-determined reasons. This anomalous result may 
be attributed to the high school climate, which was probably too controlling to fos-
ter this particular profi le. We consequently examined a college setting, which offers 
students more choice (e.g., program selection, fl exible schedules, ability to drop 
certain courses without penalty). In this study, we discovered a profi le characterized 
by high self-determined motivation and low controlled motivation. This group of 
students was more perseverant than the group with high self-determined and con-
trolled motivation. Taken together, Ratelle et al.’s ( 2007 ) results suggest that stu-
dents’ motivation profi les are sensitive to the educational setting and that students 
would be more likely to develop a self-determined profi le in college than in high 
school. Furthermore, these results support the hypothesis that self-determined forms 
of motivation are the most benefi cial for school adjustment. 

 Hayenga and Corpus ( 2010 ) also used a person-centered approach to determine 
associations between different motivation profi les and academic achievement in 
high school. Of the 343 students studied, those with “high-quantity” (high intrinsic 
and extrinsic motivation) and “good-quality” (high intrinsic and low extrinsic moti-
vation) profi les tended to earn better grades than students with “low-quantity” (low 
motivation) and “poor-quality” (low intrinsic and high extrinsic motivation) pro-
fi les. However, students with a “good-quality” profi le obtained better grades than 
students with all other profi les. 

 Boiché, Sarrazin, Grouzet, Pelletier, and Chanal ( 2008 ) also used a person- 
centered approach to investigate high school students’ motivation in physical educa-
tion, a subject that is characterized by fewer constraints. They found a self-determined 
motivation profi le associated with higher grades in physical education compared to 
other motivation profi les (see also Gillet, Vallerand, & Rosnet,  2009 ). Taken 
together, these studies evidence the importance of comparing motivation profi les. 
Moreover, they suggest that the classroom or school climate can be an infl uential 
factor in fostering a motivation profi le in which self-determined motivation pre-
dominates over controlled motivation.   

    Determinants of Academic Motivation: The Role of Parents, 
Teachers, and Peers 

 Assuming that self-determined motivation is optimal for students, it is important to 
identify the environmental conditions that can contribute to develop it. The SDT- 
based research has demonstrated that autonomy support is instrumental for mobiliz-
ing students’ motivational resources. Below, we review the research on autonomy 
support with respect to three signifi cant individuals in students’ lives: parents, 
teachers, and peers. 
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    Autonomy Support Provided by Parents 

 Because parents are the primary agents of socialization in their child’s life, we 
would expect them to have a signifi cant infl uence on students’ self-determined moti-
vation (Pomerantz, Grolnick, & Price,  2005 ). Parents who are autonomy-supportive 
consider their children’s perspectives, provide them with opportunities to act within 
certain guidelines, and offer meaningful rationales to explain why they must do less 
interesting activities. This enables the child to develop a more self-determined moti-
vation toward school. These fi ndings have emerged from studies that employed a 
variety of objective methods to assess parents’ autonomy support, including exter-
nal judges (Grolnick & Ryan,  1989 ), parents’ logbooks (Aunola, Viljaranta, 
Lehtinen, & Nurmi,  2013 ), and children’s evaluations (Grolnick et al.,  1991 ; 
Niemiec et al.,  2006 ; Ratelle et al.,  2005 ; Vallerand et al.,  1997 ). 

 Researchers have frequently used students’ perceptions to assess the degree of 
autonomy support provided by parents. In general, mothers tend to be perceived as 
more autonomy-supportive than fathers (Grolnick et al.,  1991 ), even though percep-
tions of mother’s and father’s autonomy support also tend to be positively associ-
ated (Niemiec et al.,  2006 ). However, when assessed by external judges, mother’s 
and father’s degree of autonomy support appear to be rather similar (Grolnick & 
Ryan,  1989 ). 

 In attempts to predict self-determined academic motivation, contradictory results 
have been obtained on the relative infl uence of the two parents. Some studies (e.g., 
Grolnick et al.,  1991 ; Guay & Chanal,  2008 ) provided evidence that autonomy sup-
port by both parents signifi cantly predicted greater self-determined motivation in 
children. Others (e.g., d’Ailly,  2003 ; Grolnick & Ryan,  1989 ) have noted that only 
autonomy-supportive mothers produced greater self-determined academic motiva-
tion in their children. The study by Gillet, Vallerand, and Lafrenière ( 2012 ) concurs 
with this conclusion by demonstrating that students’ perceptions of mother’s auton-
omy support alone were associated with self-determined academic motivation, with 
no association with perceptions of father’s autonomy support. Because most of the 
researches on parental autonomy support have considered either the mother’s par-
enting style or the combined styles of both parents, further studies are needed to 
untangle the separate roles of mother and father in supporting their child’s auton-
omy. For example, it would be instructive to examine whether having two autonomy- 
supportive parents is associated with more self-determined regulation. In the 
absence of this optimal parental condition, would at least one autonomy-supportive 
parent help protect the child from the negative outcomes associated with a control-
ling style by the other parent (see Simons & Conger,  2007 )? 

 Certain factors could moderate the positive relationship between parents’ auton-
omy support and the child’s development of self-determined motivation. First, it is 
arguable that the infl uence of autonomy support would diminish as children grow 
up. It is known that as children mature they become more independent from their 
parents when performing academic tasks. However, studies in children in elemen-
tary school (Grolnick & Ryan,  1989 ; Grolnick et al.,  1991 ), high school (Vallerand 
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et al.,  1997 ), college, and university (Ratelle, Guay, Larose, & Senécal,  2004 , 
Ratelle et al.,  2005 ; Vansteenkiste et al.,  2005 ) have shown that autonomy support 
by parents is instrumental for the development of self-determined motivation. Thus, 
even young adults continue to benefi t from having autonomy-supportive parents. 
The effect could be even stronger during times of stress, such as the transition to 
high school or college (Grolnick, Kurowski, Dunlap, & Hevey,  2000 ; Ratelle et al., 
 2004 ,  2005 ). For example, our results revealed that students’ perceptions of auton-
omy support by parents were associated with more self-determined regulation tra-
jectories during the transition to college (Ratelle et al.,  2004 ). 

 We might also contend that parental autonomy support benefi ts only “normal” 
students or those living in Western cultures. More specifi cally, we would expect 
students with emotional handicaps and/or learning problems to function more effec-
tively in settings where their behaviors are regulated by reinforcements (Maag, 
 2001 ; see Deci, Hodges, Pierson, & Tomassone,  1992 , for a discussion). In addition, 
we would expect students from cultures that emphasize interdependence among 
their members to benefi t less from an autonomy-supportive parenting style com-
pared to students from more individualistic cultures. Nevertheless, studies have 
demonstrated many advantages associated with autonomy support, for both stu-
dents with learning problems (Deci et al.,  1992 ) and students in collectivist cultures 
such as China (d’Ailly,  2003 ; Vansteenkiste et al.,  2005 ) and Russia (Chirkov & 
Ryan,  2001 ).  

    Autonomy Support Provided by Teachers 

 Because teachers are the primary adults who interact with children at school, they 
are expected to exert a signifi cant infl uence on children’s self-determined motiva-
tion. Like parents, autonomy-supportive teachers foster self-determined motivation 
in their students (Reeve,  2002 ,  2006 ). It is noteworthy that this conclusion has been 
drawn for students in elementary school (e.g., Ryan & Grolnick,  1986 ), high school 
(e.g., Trouilloud, Sarrazin, Bressoux, & Bois,  2006 ), and college and university 
(e.g., Williams & Deci,  1996 ). In addition, the same conclusion was drawn for stu-
dents with severe behavioral problems (e.g., Savard, Joussemet, Pelletier, & 
Mageau,  2013 ). Again like parents, and irrespective of education level or children’s 
problems, teachers who adopt an autonomy-supportive teaching style contribute to 
more self-determined motivation in their students. Although most studies have 
assessed students’ perceptions of teaching styles, similar results have been obtained 
using teachers’ perceptions (e.g., Deci, Schwartz, Sheinman, & Ryan,  1981 ). 
Moreover, the advantages of teachers’ autonomy support for students’ motivation do 
not appear to be culture dependent, as similar results have been found in non-West-
ern cultures such as Russia (Chirkov & Ryan,  2001 ) and China (Hardré, Chen, 
Huang, Chiang, Jen, & Warden,  2006 ). 

 Some studies have attempted to determine how autonomy support benefi ts stu-
dents enrolled in demanding (and often rigid) university programs. For example, in 
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a study conducted in medical students, having an autonomy-supportive professor 
predicted higher self-determined motivation in students. In addition, this effect was 
sustained over a 2-year period (Williams & Deci,  1996 ). Another study by Sheldon 
and Krieger ( 2007 ) found that law students who perceived higher autonomy support 
by their professors reported higher self-determined motivation. These results sug-
gest that teachers’ autonomy support can offset the negative effects associated with 
certain characteristics of these academic programs (e.g., heavy demands, competi-
tion, and rigidity).  

    Combined Assessment of Autonomy Support Provided by 
Parents and Teachers 

 So far, we have presented the separate contributions of parents and teachers to stu-
dents’ self-determined motivation. In fact, very few studies have assessed the com-
bined contribution of parents and teachers to explain this motivation type. In a 
sample of Chinese elementary school students, d’Ailly ( 2003 ) determined the con-
tribution of autonomy support by signifi cant adults to students’ motivational 
resources and academic achievement. Results suggest that parents (and particularly 
mothers) played a similar role to that of teachers in explaining self-determined 
motivation (see also Gillet et al.,  2012 ). In another study in a sample of high school 
students in Quebec (Canada), autonomy support by parents was a better predictor of 
students’ feeling of autonomy compared to autonomy support by teachers and 
school administrators (Vallerand et al.,  1997 ). It was noteworthy that autonomy sup-
port by teachers and by administrators contributed similarly to students’ feeling of 
autonomy. Students’ feeling of autonomy was in turn positively associated with 
self-determined academic motivation. This suggests that in education settings, 
adults other than teachers can contribute to students’ development of motivational 
resources. Vallerand et al.’s ( 1997 ) study is the only one to assess the role of per-
ceived autonomy support by administrators in academic motivation. 

 Few studies have verifi ed whether students’ motivation is more self-determined 
when several signifi cant persons provide them with autonomy support versus only a 
few signifi cant persons. To respond to this question, Guay, Ratelle, Vitaro, and 
Vallerand ( 2013 ) examined a sample of 1,407 high school students. First, correla-
tion analyses revealed that perceptions of autonomy support by three signifi cant 
persons (mother, father, and teacher) were relatively independent, indicating that 
high school students are capable of differentiating between social relationships and 
can assess their separate roles. Using a student-centered statistical approach, the 
authors then identifi ed autonomy support profi les. Among other things, results 
showed that students who perceived receiving autonomy support from their mother, 
father, and teacher had higher grades, were more self-determinedly motivated 
(intrinsic and identifi ed regulation), and perceived themselves as more academically 
competent than students who perceived these three signifi cant persons as less 
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autonomy- supportive. Moreover, it appeared that autonomy support by mother and 
teacher was suffi cient to maintain students’ self-determined motivation and per-
ceived competence, although for best outcomes, all sources (including father) 
should support student autonomy (additive effect). Thus, it is possible that the 
father–child relationship would focus more on the performance, mastery, and devel-
opment of competence than for the interactions characterizing the other relation-
ships (Collins & Russell,  1991 ). Consequently, autonomy support by father could 
be more infl uential than autonomy support by other sources in fostering academic 
achievement.  

    Autonomy Support Provided by Peers 

 In the SDT research, very few studies have examined the role of autonomy support 
by peers. Nevertheless, studies in other research fi elds have demonstrated that peers 
play an instrumental role, sometimes surpassing that of parents, in fostering certain 
behaviors in youths, such as greater autonomy and self-regulation of action 
(Villacorta, Koestner, & Lekes,  2003 ). Guay, Senécal, Gauthier, and Fernet ( 2003 ) 
proposed a model whereby autonomy support by peers and parents predicts career 
indecision in students through perceived competence and autonomy. This model 
was tested in a sample of 834 Quebec students attending college. Results showed 
that the higher the perceived autonomy support by parents and peers, the higher the 
perceived competence in career decision activities. These perceptions were in turn 
associated with less career indecision (Guay et al.,  2003 ). Accordingly, peers appear 
to have considerable infl uence on the development of student motivation (see also 
Villacorta et al.,  2003 ). 

 Other studies conducted in non-education settings have demonstrated that auton-
omy support by peers is infl uential for the development of more self-determined 
motivation (intrinsic and identifi ed) in youths (e.g., Pihu & Hein,  2007 ; Beiswenger 
& Grolnick,  2010 , in physical activity settings). However, further studies are needed 
to gain a deeper understanding of how autonomy support by peers fosters motiva-
tion in students of all ages and across a variety of education settings.   

    School Intervention Programs 

 Self-determination theory (SDT) has guided the development of intervention pro-
grams designed to develop more self-determined school motivation and hence to 
improve students’ perseverance and academic achievement. We present below sev-
eral examples of such programs. 

 First, some intervention programs have targeted autonomy support by teachers in 
order to foster more self-determined motivation in students (Su & Reeve,  2011 ). In 
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general, studies have shown that interventions designed to teach teachers how to 
support autonomy in their students result in higher student perceptions of autonomy 
support (e.g., Amrita,  2011 ; Cheon, Reeve, & Moon,  2012 ; Reeve et al.,  2004 ). 
Furthermore, the impact of these interventions is not limited to students’ percep-
tions. For example, Reeve and colleagues ( 2004 ) developed a program to enhance 
engagement in high school students by teaching teachers how to support students’ 
autonomy. Teachers in the experimental group received autonomy support training. 
In a series of classroom observations, the judges assessed the autonomy support 
provided by each teacher and their students’ engagement in academic tasks. Trained 
teachers showed signifi cantly more autonomy-supportive behaviors compared to 
control teachers. In addition, the more that teachers used autonomy-supportive 
practices in class, the more engaged their students were in their tasks. Similarly, 
Kaplan and Assor ( 2012 ) developed a teacher training program focusing on the 
importance of having autonomy-supportive talks and discussions with high school 
students. The program was implemented in 18 classes of Grade 7 students (420 
students). Results showed that having autonomy-supportive talks and discussions 
with students was associated with higher positive emotions in students, more posi-
tive perceptions of the teacher, and fewer negative emotions and violence in class. 
In summary, these studies provide evidence of the importance of providing teachers 
with better training in autonomy-supportive practices and suggest that these prac-
tices could help students feel more supported, experience more positive emotions, 
and develop more self-determined school motivation. 

 In their meta-analysis, Su and Reeve ( 2011 ) shed light on the conditions liable to 
foster more effective intervention programs to develop autonomy support. Such 
programs would be most effective when they: (a) cover several elements of auton-
omy support (e.g., providing meaningful rationales for tasks, acknowledging stu-
dents’ perspectives and feelings, offering choices, nurturing motivational resources, 
and using non-controlling language); (b) are given over a period of about 1–3 h in a 
laboratory setting, where nuisance effects can be controlled; and (c) engage teachers 
in knowledge- and skill-based activities using a variety of media (e.g., paper and 
electronic). In addition, these programs appear to be more effective when they are 
offered to teachers rather than principals and other school administrators or when 
they are offered to novice teachers just beginning their career. 

 Other multiple-element intervention programs have been developed to promote 
more self-determined motivation in students and to enhance their competence in 
various school subjects. To illustrate this type of program and the outcomes for 
students, we present two programs that were developed for elementary school read-
ing and writing. First, the Reading Within Family and School program (LiFuS; for 
German-speaking children in Switzerland) was developed by Villiger and col-
leagues to promote reading in fourth-year elementary school children (Villiger, 
Niggli, Wandeler, & Kutzelmann,  2012 ). The study examined the effects of a fam-
ily–school intervention program designed to create family and school environments 
that support motivation to read and hence improve students’ reading motivation and 
text comprehension. In order to determine the specifi c contribution of the family 
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environment, the program was administered to a group without ( n  = 244) and with 
( N  = 225) parents’ participation. Results showed that the family–school intervention 
had signifi cant effects on students’ reading enjoyment and curiosity. In addition, the 
effect on reading enjoyment remained at the 5-month follow-up. However, no effect 
was observed on self-concept in reading or on text comprehension. These results 
underscore the importance of promoting self-determined reading, not only at school 
but in the family as well. 

 The CASIS-Écriture training program ( c ooperation,  a uthentic activities,  s upport 
for autonomy,  i nvolvement, and  s tructure) was designed to help elementary school 
teachers increase their students’ motivation in writing (Guay et al.,  2012 ). The pro-
gram aims to develop fi ve pedagogical practices: cooperation, meaningful activities, 
autonomy support, engagement, and structuring. An evaluation study (Guay et al., 
 2012 ) conducted in 18 teachers and 273 students in second-year elementary school 
revealed that students of teachers who received the CASIS training (experimental 
group) improved signifi cantly over the school year in self-determined writing moti-
vation compared to control students (whose teachers did not receive CASIS train-
ing), who showed decreased self-determined writing motivation. Moreover, students 
in the experimental group performed better than controls on a dictation at the end of 
the school year while controlling for ability at the beginning of the school year. In 
light of these results (and despite the small sample), it appears that enriching teach-
ing practices through professional training would be an effective way to motivate 
students to write and therefore to improve their writing skills. 

 Various SDT-related intervention programs have been created and evaluated in 
an effort to intervene more effectively with at-risk clients. Konrad and colleagues 
( 2007 ) reviewed studies that evaluated SDT-based intervention programs for stu-
dents with learning problems (LP) and/or attention defi cit hyperactivity disorder 
(ADHD). Results showed that autonomy-supportive interventions have been the 
most frequently studied, followed by interventions combining autonomy support 
and one or several other SDT-related components. In their meta-analysis, Shogren 
and colleagues ( 2004 ) investigated the effi cacy of using choice making as an inter-
vention to reduce problem behavior. Results showed that, overall, providing choice 
opportunities to students resulted in clinically signifi cant reductions in problem 
behavior. 

 In sum, an impressive number of STD-based intervention programs have emerged 
in recent years, and the research has demonstrated their overall effectiveness in 
helping students (from elementary to high school and college and with a variety of 
learning and behavioral problems) to develop more self-determined school 
 motivation. In addition, many training programs for parents and educators have 
emphasized autonomy-supportive practices. However, other elements (e.g., struc-
tured learning activities and adults’ engagement with students) have been examined 
as well and could be explored further to gain a deeper understanding of how they 
contribute to students’ motivation.  

F. Guay et al.



99

    Conclusion: Practical Implications for Teachers and Future 
Perspectives 

 We have presented an overview of education studies based on self-determination 
theory (SDT), revealing a number of relevant observations. First, the different types 
of intrinsic and extrinsic motivation can be assessed with a variety of reliable and 
valid scales. In addition, studies have demonstrated that certain motivation types are 
school subject-specifi c. It would be useful in future research to explore why self- 
determined regulations differ across school subjects, compared to controlled moti-
vations, which differ less. Could self-determined regulations be governed more by 
the school environment, with controlled regulations governed more by other factors, 
such as the student’s personality and family environment? In addition, the more that 
students’ motivation is self-determined, the better their academic performance, the 
longer they persist, the better they learn, the greater their satisfaction, and the more 
positive their emotions at school. Studies using a person-centered approach also 
suggest that a profi le characterized by high self-determined and controlled motiva-
tion is generally associated with positive outcomes but that more benefi ts result 
from a purely self-determined motivation profi le (high self-determined and low 
controlled motivation). Future research could seek to understand why a large pro-
portion of students have a high self-determined and controlled motivation profi le. 
How was this profi le developed? What environmental factors at school and at home 
led to this particular development? 

 We have also discovered that parents, peers, and teachers who support students’ 
autonomy can foster self-determined motivation. However, the unique contribution 
of father’s autonomy support to the development of students’ self-determined school 
motivation has received little attention, along with the role of peers. Could fathers 
play a distinct role in nurturing students’ motivational resources? Furthermore, 
could the parents exert a mutual infl uence on their ability to support their child’s 
autonomy? More specifi cally, would an autonomy-supportive parent infl uence the 
partner to become more autonomy-supportive? Finally, we must emphasize that 
certain intervention programs appear to be effective in fostering students’ self- 
determined motivation. However, further intervention studies are needed to more 
defi nitively determine whether the benefi ts of these programs are felt across diverse 
student populations (e.g., students with learning problems, with disadvantaged par-
ents, from different ethnic groups). Taken together, the fi ndings of the studies 
reviewed here provide support for the various postulates of STD. 

 In light of these various fi ndings, what are the practical implications for teach-
ers? Several suggestions could be proposed, but we focus herein only on four of 
them. First and foremost, learning activities proposed by teachers should be intrinsi-
cally motivating. This might sound obvious, but frequently we notice that teachers 
use pedagogical activities that are tedious thereby having the unfortunate conse-
quence of not nurturing children’s intrinsic curiosity (e.g., overuse of rote learning 
instead of focusing on rich educational tasks). Teachers are thus invited to create 
educational tasks that are authentic or meaningful for children. This could be 
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achieved by knowing more about students’ interests and preferences. Second, in 
order to support children’s autonomy, it is important to: (1) acknowledge their nega-
tive feelings, (2) provide meaningful rationales for performing an activity, (3) use a 
language that it is non-controlling (avoiding threat, punishments or rewards to moti-
vate behaviors), (4) offer choices in various learning activities, and (5) nurture moti-
vational resources (Su & Reeve,  2011 ). Third, teachers should provide feedback 
that foster students’ perceived competence and autonomous learning. According to 
Hattie and Timperley ( 2007 ), the main purpose of feedback is to diminish the gap 
between students’ current performance and their expected performance. This gap 
can be reduced when the teacher provides feedback clarifying the objective and suc-
cess criteria, informing students about their current performance in direct and con-
crete terms, and guiding them toward goal achievement. Fourth, it is important to 
establish positive relationships with students. For example, it may be useful to 
schedule a time to meet individually with students. Cooperative work is a pedagogi-
cal practice that allows individual meetings because teachers have not to focus their 
attention on other students since they are busy. The teacher, during these meetings, 
may take the time to discuss with students about their values, needs, and interests. 
In such a context, students would feel connected to their teachers because they are 
interested in their preferences and emotional states rather than on their grades. 

 We hope that this brief overview will inspire new research directions and innova-
tive intervention programs. Also, we encourage educators to draw on the available 
research in an effort to improve their pedagogical and educational practices in order 
to help students realize their full potential.     
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    Chapter 6   
 Teachers’ Motivation in the Classroom       

       Luc     G.     Pelletier      and     Meredith     Rocchi    

           Introduction 

 Over the last 50 years, researchers in educational psychology have directed most of 
their attention to the study of students’ motivation for the purpose of understanding the 
ways in which teachers can enhance or undermine students’ motivation, well- being, 
and functioning (Meece, Anderman, & Anderman,  2006 ; Ryan & Deci,  2009 ; Wang 
& Holcombe,  2010 ; Zimmerman,  2008 ). Traditionally, teachers have not been the 
central focus of this research and there has been little systematic and theory-driven 
attention dedicated to teachers’ motivation The focus on students’ motivation and 
their experience in the classroom has tended to overlook the centrality of teachers’ 
motivation as a critical determinant of teachers’ own experience and the interper-
sonal behaviors directed at students and thereby to students’ motivation and the 
quality of their learning. 

 As society increasingly holds teachers accountable for students’ performances, 
and given the role that teachers play in students’ motivation, there has been a recent 
surge of interest in applying well-developed theories of motivation, to the domain of 
teaching. The purpose has been to determine if the educational context has a 
positive or negative effect on teachers’ motivation to teach, their well-being, and the 
climate being created in the classroom. Since a teacher’s ultimate purpose is to work 
with the students, a large majority of this research has continued to examine teach-
ers within the context of their behavior and interactions with their students. More 
specifi cally, motivation researchers have turned their attention to several aspects of 
the complex educational environment to determine if some of the factors associated 
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with that environment could have a positive or a negative impact on teachers’ 
 interpersonal behaviors with their students and ultimately on student’s motivation 
(Pelletier & Patry,  2006 ; Pelletier & Sharp,  2009 ). 

 More recently, motivation researchers who have developed robust theories in 
relation to student learning in educational contexts have turned their attention to 
teachers’ motivation, to see whether the same principles that have guided the 
research on students’ motivation might have the same explanatory power with 
regard to teachers. Motivational psychology has provided a comprehensive frame-
work for examining the factors acting on teachers, while taking into consideration 
their teaching behaviors, and speaks to the conditions that lead to a successful or 
unsuccessful experience (Hagger & Chatzisarantis,  2007 ). 

    Putting the Educational Context in Context 

 Teaching is a very complex vocation that requires many talents and skills. Teachers 
not only translate educational philosophy and objective into knowledge and skills 
and transfer them to students in the classroom; they are also responsible for the 
climate in which these activities take place. Depending on the context, teachers are 
not only required to teach their students, but they are also expected to be motivators, 
leaders, administrators, life coachers, planners, performers, and negotiators. 

 Teachers’ motivation is infl uenced by several factors affecting the global school 
climate, such as teachers’ attitude to work, their desire to participate in the peda-
gogical processes within the school environment, their participation in extracurricu-
lar activities, and, more specifi cally, their interest in students’ motivation inside and 
outside of the classroom. Therefore, teachers are responsible for the improvement 
of knowledge; the physical conditions of the classroom through orderliness, disci-
pline, and control; and the diagnosis of student’s feelings, attitudes, and motivation 
inferred by their behavior and response in the classroom environment. 

 Research has shown that teachers have the capacity to create environments that 
help foster their students’ motivation toward learning, which also helps them achieve 
their potential (Ryan & Deci,  2009 ). Research examining the specifi c mechanics of 
the teacher-student relationship has found that this relationship infl uences engagement 
(Assor, Kaplan, & Roth,  2002 ), well-being (Van Petegem, Aelterman, Van Keer, & 
Rosseel,  2008 ), and motivation (Noels, Clement, & Pelletier,  1999 ). 

 In recent years, research has examined the factors that infl uence teachers directly. 
Self-determination theory (SDT; Deci & Ryan,  1985 ,  2000 ; Ryan & Deci,  2009 ), a 
leading theory of motivation, can provide important insight into the understanding 
of teachers’ motivation, including the reasons they choose to become teachers, 
continue to teach, experience success, and enjoy what they do, and it can guide 
future research in this area.   
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    Self-Determination Theory: A Brief Overview 

 SDT is a theory of motivation, built on the assumption that all humans, including 
both students and teachers, have innate tendencies to grow and to integrate ongoing 
life experiences (Deci & Ryan,  2000 ; Ryan & Deci,  2009 ). As we have seen 
throughout this book, according to SDT, there are three distinct types of motivation 
(amotivation, extrinsic motivation, and intrinsic motivation) that lead to different 
affective, cognitive, and behavioral outcomes based on the degree to which the 
behavior has been internalized and integrated into the self. Internalization refers to 
the assimilation of values or external demands, while integration refers to the fi nal 
step of this process when the values or external demands become an integral part of 
the personality of the person. This process can be viewed in terms of a continuum 
where types of motivation are divided into behavioral regulations that are placed 
from the least internalized (or self-determined) to the most (Ryan,  1995 ). 

 When considering the continuum, Deci and Ryan ( 2000 ) propose that the least 
internalized (or self-determined) form of motivation is amotivation, which consists 
of nonregulation. It is marked by a lack of intention to act (Deci & Ryan,  2002 ). 
Moving along the continuum toward more self-determined forms of motivation is 
extrinsic motivation, in which Deci and Ryan ( 1985 ,  2000 ) suggest it can be divided 
into four types of regulation, from the least internalized to the most: external, intro-
jected, identifi ed, and integrated. Finally, the most self-determined motivation 
orientation is intrinsic regulation, where pleasure derived from the behavior is found 
in the behavior itself. It is characterized by a spontaneous engagement in the activity 
that is fuelled by interest, curiosity, and the diffi culty of the task (Deci & Ryan,  2002 ). 

 It is important to note that although the process of internalization is a natural 
human tendency, SDT posits that the extent it will occur depends on the satisfaction 
of the three basic needs (autonomy, competence, and relatedness). Autonomy is 
seen when an individual acts in line with his or her own interests and values. In this 
case, behavior is an expression of the self, and the origin of behaviors comes from 
within. Competence is seen in an individual’s interactions with the environment, 
when they have the opportunity to seek challenges, express their capacities, and 
develop their confi dence. Finally, relatedness is seen as a sense of belonging with 
others and the community as a whole. It is achieved through interpersonal connec-
tions and reciprocal care between others. These three needs are said to be innate, 
universal across cultures, and evident in all development periods (Deci & Ryan,  2002 ). 

    Contextual Motivation for Teaching 

 Extensive research using the SDT framework has examined individuals’ motivation 
in specifi c life domains and contexts, and teaching is no exception. SDT posits, 
through the hierarchical model of intrinsic and extrinsic motivation, that there is a 
sequence to explain the interactions between social environments, motivation, and 
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behaviors. Specifi cally, factors within the social context of an activity will impact 
someone’s motivation quality for that activity. Then, depending on the quality, this 
motivation will lead to different behavioral or psychological outcomes for that person 
(Deci & Ryan,  2002 ; Vallerand,  1997 ). The contextual factors do not necessarily 
impact motivation directly; instead their infl uence can be indirect through the extent 
to which they satisfy or thwart the basic psychological needs (Deci & Ryan,  2000 ; 
Deci, Schwartz, Sheinman, & Ryan,  1981 ; Vallerand,  1997 ). Contextual factors 
include the structure of a specifi c environment, like the educational environment 
(i.e., educational policies), as well as the people within it (i.e., the colleagues, the 
principal, the administrators). When considering other people, the extent to which 
they will support teachers’ basic psychological needs is dependent on the extent 
they engage in need-supportive interpersonal behaviors (Deci & Ryan,  1985 ), that 
is, how their interpersonal behaviors support others’ need for autonomy, compe-
tence, and relatedness. An environment that supports the three basic psychological 
needs will promote improved motivation quality, while an environment that thwarts 
psychological needs leads to decreased motivation quality. 

 Next, looking at the quality of motivation, SDT has examined the outcomes 
associated with different motivation qualities. In general, the higher-quality or 
more self-determined types of motivation (identifi ed, integrated, and intrinsic 
regulation) are considered optimal when compared with the lower-quality or least 
self- determined types of motivation (amotivation, external, and introjected regulation). 
Specifi cally, the more self-determined motivation styles are found to lead to 
improved psychological outcomes like self-esteem, life satisfaction, well-being, 
and health and improved behavioral outcomes such as increased learning, interest, 
performance, and persistence (Mageau & Vallerand,  2003 ). Alternatively, less self- 
determined motivation styles are associated with negative psychological outcomes 
like decreased health and vitality and decreased behavioral outcomes like persis-
tence, effort, and success (Deci & Ryan,  2000 ). 

 Since humans are interdependent and social beings and interpersonal interactions 
are a key part of the human experience, SDT takes into account how motivation 
relates to people’s behavior with others, where the focus has been on need-support-
ive interpersonal behaviors. When considering need-supportive and need-thwarting 
interpersonal behaviors, autonomy-supportive behaviors have received by far the 
most empirical attention (e.g., Pelletier, Fortier, Vallerand, & Brière,  2001 ; Standage, 
Duda, & Ntoumanis,  2005 ). These behaviors are described as providing choice, 
providing a rationale for tasks, acknowledging others’ perspectives, giving opportu-
nities for initiative, and promoting task involvement (Mageau & Vallerand,  2003 ). 
The opposite of an autonomy-supportive interpersonal style would be a controlling 
style (or autonomy-thwarting style). When someone engages in controlling inter-
personal behaviors, they use rewards, incorporate intimidating feedback, make 
demands without providing a rationale, use conditional regard, and use excessive 
personal control (Bartholomew, Ntoumanis, & Thøgersen-Ntoumani,  2009 ). Next, 
competence-supportive behaviors include using positive expectancies, encouraging 
learning, providing positive feedback, acknowledging improvements, believing others 
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can meet their goals, and encouraging their others to improve (Sheldon & Filak, 
 2008 ; Taylor, Ntoumanis, & Standage,  2008 ). The opposite would involve using a 
competence-thwarting style and would include emphasizing others’ faults, discour-
aging others from trying diffi cult tasks, focusing on what they do wrong, sending 
them the messages that are inadequate, and doubting their capacity to improve 
(Sheldon & Filak,  2008 ). Finally, relatedness-supportive interpersonal behaviors 
occur when someone understands, supports, and cares for others. They would do 
this by being warm, showing they are interested in what others do, relating to them, 
and showing that they genuinely like them (Jones, Armour, & Potrac,  2004 ). 
Alternatively, someone would not be supporting others’ need for relatedness if they 
were distant, did not connect with them, did not include them in activities, did not 
listen, and were not available when they needed them (Sheldon & Filak,  2008 ). 

 Research in SDT has suggested that increased motivation quality is associated 
with increased use of need-supportive interpersonal behaviors, while decreased 
motivation quality is associated with increased need-thwarting interpersonal behav-
iors (Sheldon & Filak,  2008 ). In the educational context, this suggests that when 
someone like a teacher experiences high-quality motivation for an activity or life 
domain, they are more likely to engage in need-supportive interpersonal behaviors 
(autonomy, competence, and relatedness support) that will create an environment 
that promotes an increase in motivation quality for students (Deci & Ryan,  2000 ). 
Alternatively, a teacher who experiences lower-quality motivation for teaching is 
more likely to engage in need-thwarting interpersonal behaviors and create an envi-
ronment that undermines motivation quality in students (Bartholomew, Ntoumanis, 
Ryan, Bosch, & Thogersen-Ntoumani,  2011 ). Findings suggest that this sequence is 
especially relevant in supervisor-subordinate relationships (i.e., teacher-student, 
parent-child, coach-athlete) as the supervisor plays a major role in setting the inter-
personal climate for the subordinate (Mageau & Vallerand,  2003 ). 

 As discussed previously, the primary role of a teacher is to instruct and infl uence 
students. Therefore, a large majority of research examining the teaching context in 
SDT has focused on the extent teachers’ behaviors help improve the motivation 
quality of their students. More recently, researchers have begun to examine teach-
ers’ motivation separately (Eyal & Roth,  2011 ; Fernet, Senécal, Guay, March, & 
Dowson,  2008 ; Roth, Assor, Kanat-Maymon, & Kaplan,  2007 ; Sørebø, Halvari, 
Gulli, & Kristiansen,  2009 ; Spittle, Jackson, & Casey,  2009 ; Wang & Liu,  2008 ; 
Wilkesmann & Schmid,  2014 ). This research provides support for assessing teach-
ers’ motivation toward teaching as a whole (Pelletier, Séguin-Lévesque, & Legault, 
 2002 ; Taylor et al.,  2008 ) or as specifi c job tasks (Fernet et al.,  2008 ; i.e., class 
preparation, teaching, evaluation of students, classroom management,  administrative 
tasks, and complementary tasks) as defi ned by SDT. Also, this research has shown 
that a teacher who is intrinsically motivated may undertake a task like teaching for 
its own sake, for the satisfaction it provides, or for the feeling of accomplishment 
and self-actualization, while an extrinsically motivated teacher may perform the 
activity of teaching as a duty in order to obtain some reward such as salary, avoid 
sanction, or comply with request from administrators. 
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 Through this research, the antecedents (i.e., contextual factors) of teachers’ 
motivation, as well as the behavioral and psychological outcomes of their motiva-
tion, have begun to be identifi ed. This growing body of literature focuses on the 
teachers’ themselves and how the social context affects their need satisfaction and 
their motivation for teaching, their well-being, and their teaching behaviors. More 
specifi cally, as illustrated in Fig .   6.1 , the school administration (i.e., the structure of 
the school system, the administrators, the principal), as part of teachers’ social con-
text, can satisfy or thwart teachers’ basic psychological needs (i.e., being autonomy 
supportive or controlling with them). This in turn leads to teachers being more or 
less self-determined in their motivation for teaching, which results in corresponding 
positive or negative outcomes related to teachers’ psychological experiences and 
behaviors with their students. At this point, an element of reciprocity is introduced 
because teachers and students are part of a common social context (i.e., the class-
room context) and they are each part of each other’s social context. Thus, as 
autonomy- supportive teachers positively affect students’ self-determined motiva-
tion, the teachers’ motivation and the quality of their experience are also positively 
affected by the students’ motivation and behavior. Inversely, as controlling teachers 
negatively affect students’ self-determined motivation, the teachers’ motivation and 
the quality of their experience are also affected by the students’ motivation and 
behavior. Almost all the components of this hypothesized sequence have been tested 
and will be described below.

  Fig. 6.1    A process model of the effects of the educational context on teachers’ motivation, teach-
ers’ outcomes, teachers’ interpersonal behaviors, and students’ motivation       
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        Antecedents of Teachers’ Motivation 

 According to SDT, contextual factors will infl uence teachers’ motivation quality 
either directly or through the extent to which they help teachers meet their psycho-
logical needs while teaching. Previous research has identifi ed a number of contex-
tual factors related to either the structure of the teaching environment or the people 
within it that have an impact on teachers’ motivation. These factors are discussed 
in details below. 

    Administrative Pressure 

 One area of the teaching context that has received a lot of attention is the impact of 
administrative pressure on teachers. This pressure can take many forms including 
imposing demands such as time constraints or deadlines, performance evaluations, 
pressures to conform to certain teaching methods, or making teachers accountable 
for their students’ level of performance (Pelletier et al.,  2002 ; Reeve,  2002 ). These 
pressures can originate directly from the school administration or indirectly from 
school boards and parents that demand results. 

 The fi rst studies on administrative pressures within the SDT framework examined 
how they affected teachers’ interpersonal behaviors directly. Deci, Speigel, Ryan, 
Koestner, and Kauffman ( 1982 ) provided the fi rst test of the relations between the 
pressure that came from above, interpersonal behaviors, and intrinsic motivation. 
Participants in this study were instructed to help students learn to become better 
problem solvers, and some were further instructed that it was their job to ensure that 
their students performed “up to high standards.” The results showed that teachers 
who had been pressured to have their students achieve high standards were more 
critical of the students, used more hints and more directive language, and were more 
controlling than teachers who did not have to face such performance standards. In a 
fi eld experiment of this question, Flink, Boggiano, and Barrett ( 1990 ) looked at a 
school-based curriculum for elementary students. The results were similar to those of 
the laboratory study: teachers who faced external pressure toward higher standards 
were shown to be more likely to engage in controlling and instructing  behaviors in 
their classrooms. The pressured teachers were also less effective: their students 
showed poorer performance on objective test-score outcomes. 

 Once the initial studies found an important link between administrative pressures 
and teachers’ interpersonal behaviors, a subsequent series of studies examined 
whether these effects occurred through the processes proposed by SDT. In a study of 
254 teachers, Pelletier and colleagues ( 2002 ) showed that the relationship between 
administrative pressures in the workplace and teachers’ autonomy- supportive 
behaviors was mediated by the effect of these pressures on their motivation. More 
specifi cally, the more teachers felt pressured by colleagues, the administration, 
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and constraints of the curriculum, the less self-determined was their motivation and, 
in turn, the less autonomy support they showed their students. 

 Fernet, Guay, and Senecal, ( 2004 ) identifi ed additional sources of administrative 
pressure for teachers. They examined the relationship between job demands 
(work stressors like overload, role ambiguity, role confl ict, and stress), job control 
(a measure of perceived autonomy at work), and teacher’s motivation and its subse-
quent impact on burnout. The results found that job control (perceived autonomy) 
moderates the relationship between job demands and burnout for teachers who have 
a self-determined motivation for teaching. 

 Recent studies included one more step to this link, fi nding that administrative 
pressures led teachers to feel less need satisfaction. In a study, Taylor and colleagues 
( 2008 ) reported that the more teachers perceived job pressure (defi ned as time 
constraints, pressure from school authorities, and evaluation based on students’ 
performance), the less they felt that their basic needs for competence, autonomy, 
and relatedness were satisfi ed. The level of need satisfaction was directly linked to 
teachers’ self-determined motivation, which in turn impacted the extent to which 
they provided meaningful rationales, instrumental help, and support and gained an 
understanding of the students. In a separate study, through a series of interviews, 
teachers confi rm that pressures from above affect their choice of motivational 
strategies and behaviors in class (Taylor, Ntoumanis, & Smith,  2009 ). They said that 
factors such as time constraints, performance evaluations, and pressure from the 
school administration to conform to certain teaching methods impacted their use of 
motivational teaching strategies. Teachers reported being more controlling when 
they felt pressured to conform to certain teaching methods. They also felt that they 
were less autonomy supportive when they felt pressured by time constraints in 
lessons. 

 In more recent studies that focused on teacher burnout and well-being, Fernet, 
Guay, Senécal, and Austin ( 2012 ) examined the impacts of a number of factors, 
including perceptions of classroom overload, on teachers’ motivation and burnout 
during the course of a school year. The results suggest that perceptions of classroom 
overload had a negative impact on teachers’ motivation for teaching. Alternatively, 
Bartholomew and colleagues (Bartholomew, Ntoumanis, Cuevas, & Lonsdale, 
 2014 ) found that perceptions of time constraints, school authorities, and colleagues 
had a negative impact on psychological need satisfaction and well-being. In a study 
that examined perceptions of administrative support, instead of pressure, Carson 
and Chase ( 2009 ) found that administrative support had a signifi cant positive impact 
on teachers’ need for relatedness, which was signifi cantly related to an increase in 
motivation for teaching. 

 The association between pressure at work and teachers’ self-determined motiva-
tion is consistent with several studies inspired by SDT (Ryan & Deci,  2000 ). 
According to SDT, the effect of external events on intrinsic motivation and self- 
determination depends on whether an individual perceives contexts as supportive of 
autonomy or controlling. Thus, these studies show that teachers do indeed perceive 
administrative pressures as controlling, which lead to lower need satisfaction and 
higher levels of controlled motivation (or non-self-determined) toward teaching.  
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    Principals 

 School principals play a key role in determining the overall culture and environment 
of a school; they can be perceived as being part of the administration or, because of 
their leadership position, they can play a critical role in teachers’ motivation. For 
instance, despite “the pressure that could come from above,” principals can help 
teachers in a number of different ways including providing pedagogical resources, 
reducing administrative tasks, and providing emotional support (Fernet et al.,  2012 ). 
Previous research in SDT has shown that leadership styles have an impact on an 
individual’s need for autonomy and, subsequently, their motivation quality (e.g., 
Sheldon, Turban, Brown, Barrick, & Judge,  2003 ). Research using the full-range 
model of leadership (Bass & Avolio,  1994 ) has examined transformational and 
transactional leadership styles. Results have shown that transformational leadership 
styles are associated with increased motivation quality, while transactional styles 
are associated with a decrease in motivation quality (Gagné & Deci,  2005 ). 
Transformational leadership occurs when an individual in a position of power pro-
vides subordinates with a clear vision and opportunities for intellectual stimulation 
and demonstrates concern for each individual. Alternatively, transactional leader-
ship styles are characterized by controlling behavior, offering contingent rewards, 
and complying with rules and policies. Eyal and Roth ( 2011 ) examined principals’ 
leadership styles and the subsequent impact on teachers’ motivation for teaching 
and teacher burnout. This study examined 122 elementary school teachers and 
asked them to report on their principal’s leadership behaviors, their motivation for 
teaching, and their emotional exhaustion (burnout). The results suggested principals’ 
transformational leadership styles (focus on empowerment and an organizational 
vision) were negatively associated with burnout and that this relationship was 
partially mediated by self-determined motivation for teaching. Alternatively, trans-
actional leadership styles (controlling practices, monitoring, and enforcing compli-
ance) were positively associated with burnout and non-self-determined motivation 
for teaching.  

    Students’ Motivation 

 Signifi cant amounts of research have focused on how teachers’ behaviors impact 
students; however, since the teaching and learning social environments are inter-
twined, the motivational sequences for teachers and students become reciprocal. 

 When someone in a position of authority believes that the subordinate is intrinsi-
cally motivated, or highly self-determined, they are more likely to experience an 
increase in their own quality of motivation and they may become more autonomy 
supportive (Pelletier et al.,  2002 ; Pelletier & Vallerand,  1996 ). For example, several 
studies have shown that teachers or individuals in a supervising role behave differ-
ently depending on the subordinate’s performance or productivity. Barrow ( 1976 ) 
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and Lowin and Craig ( 1968 ) examined supervisors’ reactions following an increase 
or decrease in the subordinate’s performance and productivity. They observed that 
supervisors were more supportive, kind, and considerate when subordinates 
were perceived as productive. When subordinates were perceived as unproductive, 
supervisors became more controlling and relied on punishment to motivate them. 

 Regarding self-determination more specifi cally, studies in the laboratory and in 
the classroom have shown that when teachers believed that students were autono-
mously motivated, they were more autonomy supportive and less controlling 
(Pelletier & Vallerand,  1996 ; Skinner & Belmont,  1993 ) and that the impact of 
students’ motivation on teachers’ interpersonal behaviors was actually mediated by 
teachers’ motivation (Pelletier et al.,  2002 ; Taylor & Ntoumanis,  2007 ; Taylor et al., 
 2008 ). In sum, these results support the idea that when teachers interact with stu-
dents, they often rely on their perceptions on the students’ motivation as guides to 
their interpersonal behaviors. In turn, their interpersonal behaviors may infl uence 
their students’ motivation in such a way that it may create the motivation that was 
perceived and then confi rmed the teachers’ initial perceptions whether it was accu-
rate or inaccurate because it was based on false beliefs (Pelletier & Vallerand,  1996 ). 

 In a more recent study, Fernet and colleagues (Fernet et al.,  2012 ) examined a 
different dimension of students’ motivation and its relationship with teachers’ 
motivation. They examined the extent to which teachers reported that their students 
were disruptive (i.e., how much noise they made) and its relationship with teachers’ 
motivation. Results suggest that perceptions of disruptive behavior had a signifi cant 
negative relationship with motivation for teaching. 

 It is important to note that students may impact teachers indirectly through the 
school administration. In some contexts, teachers feel that they are responsible for 
students who may not be motivated or able to meet the administration’s standards. 
In these instances teachers should experience a pressure from students because their 
lack of motivation or their low performance reinforces the administration’s percep-
tion that something needs to be done. Then teachers may perceive a pressure to 
behave in a controlling manner to be sure that the administration’s standards are 
achieved.   

    Outcomes of Teachers’ Motivation 

 Several studies have examined the outcomes of teachers’ motivation for the 
purposes of understanding their behavior in the classroom or their psychological 
experiences related to teaching. In line with previous research in SDT, research in 
the teaching context has demonstrated that high-quality motivation leads to positive 
behavioral and psychological outcomes, while lower-quality motivation leads to 
negative psychological and behavioral outcomes. 
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    Behavioral Outcomes 

 One area of teacher behavioral outcomes that has received a lot of attention is teachers’ 
use of need-supportive interpersonal behaviors. The majority of studies have 
focused on autonomy support and thwarting (control) and have examined the 
relationship between motivation quality and the use of these behaviors. Autonomy- 
supportive teachers are responsive (spend time listening, acknowledge the student’s 
feelings and perspective) and supportive (praise the quality of performance), expli-
cative (provide a rationale for tasks and limits); they provide opportunities for 
choice, initiative taking, and independent work; and they offer student discussion 
time. In opposition, controlling teachers take charge (hold the instructional materials, 
use directives/commands), shape students toward a right answer (give solutions), 
motivate through pressure (threats, criticisms, and deadlines), and do not allow 
students to work at their own pace or voice opinions contrary to their own (Assor, 
Kaplan, Kanat-Maymom, & Roth,  2005 ; Reeve,  2002 ; Reeve & Jang,  2006 ; 
Sarrazin, Tessier, Pelletier, Trouilloud, & Chanal,  2006 ). Results have shown that 
teachers who have an autonomy-supporting style (as opposed to a controlling style) 
facilitate intrinsic motivation and self-determination in their students. This is asso-
ciated with many positive consequences for students, such as increased positive 
emotions, decreased feelings of distraction and anxiety in class, increased prolonged 
effort, learning centered on comprehension, improved grades, and less likelihood of 
dropout (Reeve, Deci, & Ryan,  2004 ; Ryan & Brown,  2005 ; Ryan & Deci,  2009 ). 

 In order to understand why some teachers engage in need-supportive behaviors 
and others do not, research began to examine the relationship between teachers’ 
motivation quality and their use of autonomy-supportive interpersonal behaviors 
(e.g., Pelletier et al.,  2002 ; Taylor et al.,  2008 ). In line with SDT, they found that 
self-determined motivation for teaching predicted an increase in reported use of 
autonomy-supportive interpersonal behaviors with students. 

 Roth, Assor, Kanat-Maymon, and Kaplan ( 2007 ) believe the relationship 
between teachers’ motivation, autonomy-supportive interpersonal behaviors with 
students, and students’ motivation occurs for at least two reasons. First, high-quality 
motivation for teaching should increase the teachers’ interest in the subjects they 
teach, which should lead to a better mastery of the subjects and to the provision of 
better rationale or examples in their teaching, more creativity in teaching, and more 
involvement in their teaching activities. Second, teachers with higher-quality moti-
vation for teaching should have a better understanding of the benefi ts associated 
with an autonomous orientation and recognize its potential to foster quality learn-
ing. For this reason, they should prefer that their students learn in a context that is 
conducive to that type of motivation and the type of values associated with it. In a 
similar study, Taylor and Ntoumanis ( 2007 ) suggested that the link between teachers’ 
motivation and their students’ motivation may occur because teachers’ motivation 
translates into different behaviors as viewed by their students. Students rated 
self-determined teachers as supporting their autonomy more and providing more 
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structured teaching and more involvement, which in turn was associated with 
higher-quality motivation for learning. They found that non-self-determined 
motivation for teaching leads to controlling teaching, which in turn contributes to 
lower- quality motivation among students. 

 Other behavioral outcomes of teachers’ motivation have also begun to be 
examined. For example, Gorozidis and Papaioannou ( 2014 ) tested a model looking 
at whether teachers’ motivation quality predicted their intentions to participate in 
training activities. They found that autonomous motivation had a positive relation-
ship with intentions to participate, while controlled motivation had a signifi cant 
negative relationship.  

    Social Contagion of Motivation 

 It is also possible that the association between the teacher’s motivation and students’ 
motivation may be explained by a social phenomenon called  Social Contagion of 
Motivation . As shown by Wild, Enzle, Nix, and Deci ( 1997 ) and Radel, Sarrazin, 
Legrain, and Wild ( 2010 ), participants who were taught a skill by a non-self- 
determined teacher reported lower interest in learning and lower task enjoyment than 
those taught by a self-determined teacher, despite receiving the same standardized 
lesson. A study by Garbarino ( 1975 ) suggests that this may be related to changes in 
subtle change in teacher’s behavior that are related to their motivation. This study 
found that rewarded teachers were more critical and demanding of their students 
than volunteer teachers. Consequently, students who were taught by rewarded 
teachers made more errors while learning a specifi c skill. Recent studies by Roth 
and colleagues ( 2007 ) and Taylor and Ntoumanis ( 2007 ) suggest that the link 
between teachers’ motivation and their students’ motivation may occur because 
teachers’ motivation translates into different levels of autonomy-supportive behaviors, 
as viewed by their students (e.g., “The teacher encourages me to work in my own 
way,” “The teacher explains why it is important to study certain subjects in school”), 
higher perceived involvement, and time spent with their students. As discussed in 
the previous section, this leads to more autonomous motivation for learning, while 
controlled motivation for teaching leads to controlling teaching, which, in turn, 
contributes to lower levels of self-determined motivation among students.  

    Psychological 

 A number of studies have investigated the relationship between teachers’ motiva-
tion quality and their likelihood of experiencing a burnout from teaching. When 
teachers experience burnout, they typically suffer from emotional exhaustion, 
depersonalization, and decreased feelings of personal accomplishments (Maslach & 
Jackson,  1981 ). Teachers will often describe not having the capacity to provide 
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meaningful contributions and feeling like they cannot make a positive impact on 
their students or in their work (Schaufeli, Leiter, & Maslach,  2009 ). 

 In a study examining the relationship between the six different types of behav-
ioral regulation according to SDT and burnout, Fernet and colleagues (Fernet et al., 
 2008 ) found that the there was a signifi cant relationship between the different 
subtypes of teachers’ motivation and burnout, as described by depersonalization 
and emotional exhaustion. They found a simplex-like pattern where the autonomous 
types of regulation (internal, integrated, and identifi ed) had a negative relationship 
with burnout, while the controlled types of regulation (introjected, external, and 
nonregulation) had a positive relationship with reported burnout. In line with these 
fi ndings, Eyal and Roth ( 2011 ) found a signifi cant relationship between controlled 
motivation for teaching and emotional exhaustion, and Fernet and colleagues 
(Fernet et al.,  2012 ) found a negative relationship between autonomous motivation 
and emotional exhaustion. 

 In two studies examining motivational clusters for teachers, Van den Berghe and 
colleagues (den Berghe et al.,  2013 ; Van den Berghe et al.,  2014 ) found that both the 
high-quality (high autonomous motivation) and high-quantity (high autonomous 
and high controlled motivation) motivation profi les experienced less burnout than 
the other groups. Since the high-quantity group also experienced less likelihood of 
burnout, this suggests that autonomous motivation may have an energizing effect 
on the teachers and helps them circumvent burnout. On a more positive note, 
Fernet and colleagues (Fernet et al.,  2008 ) also found a positive relationship 
between autonomous motivation for teaching and teachers’ reported self-effi cacy 
for teaching.   

    Discussion and Future Directions 

 SDT (Deci & Ryan,  2000 ; Ryan & Deci,  2009 ) can provide important insight into 
the understanding of teachers’ motivation including the reasons they do different 
tasks related to their work, continue to teach, experience success, and impact their 
students’ motivation. The study of teachers’ motivation represents not only another 
sector where research in SDT can be applied, but this sector also represents a domain 
with its own challenging characteristics that could improve our knowledge on the 
causes, consequences, and mechanisms of students’ motivation. More specifi cally, 
in agreement with research in other life domains, research has examined how envi-
ronmental and contextual factors infl uence teachers and how their impressions of 
the teaching environment, their need satisfaction or dissatisfaction, their motivation 
for teaching, and their use of need-supportive or need-thwarting behaviors with 
students and psychological outcomes are related. Research has shown that when the 
administration imposes restrictions, makes teachers responsible for their students’ 
performance, and pressures or rewards teachers to produce good student perfor-
mance and teachers believe that their students are extrinsically motivated or not 
motivated, it is likely that these factors may undermine teachers’ own psychological 
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needs for teaching. This undermines their motivation quality toward their own work 
which, in turn, may lead them to be more controlling with their students. As such, 
teachers’ motivation plays an important role in promoting a healthy teaching envi-
ronment, and this review can inform school administrations by demonstrating why 
they should take care to ensure that their teachers are supported and having a 
psychologically sound experience. This review focused on some of the key environ-
mental factors that are relevant to teachers, and it provides school administrations 
some key areas they can work on specifi cally to promote, within their own organiza-
tions, more motivated teaching and better outcomes for students. 

 Although the studies described in this chapter are consistent with SDT, more 
studies on the entire sequence illustrated in Fig .  6.1  are required to demonstrate how 
the factors relate to each other and how these relationships unfold over time. It would 
also be important to consider how some factors may be more important than others, 
that they may explain more variance in teachers’ motivation, and that they may 
represent a more strategic battle to fi ght. For example, even if teachers learn to 
use autonomy-supportive strategies, these efforts could be in vain if no efforts are 
made to reduce the pressure that comes from the school administration or the 
educational system. 

 Although the proposed model could be useful for understanding how factors like 
educational policies or administrative decisions may make their ways through the 
school system and impact teachers’ and eventually students’ motivation, it may be 
important to consider that all teachers are not necessarily affected by the  pressure 
that could come from above  and the  pressure that could come from below  in the 
same way. More specifi cally, although some teachers may be exposed to administra-
tive pressure and students that are less motivated, they may not become less self- 
determined toward teaching and turn toward controlling strategies when interacting 
with their students. Therefore, it is important for future research to examine how 
individual factors like dispositions, experience, personal characteristics, social factors 
like support from colleagues, and cultural factors (e.g., countries with different 
philosophy of education) may help teachers become more or less resilient toward 
factors that could otherwise undermine their motivation quality. 

 We also need more research that assesses the outcomes of teachers’ motivation 
and the implications that a perception of decline in teachers’ motivation may have 
for the educational system and the school administrators. Like the research on 
the relationship between teachers’ perception of their students’ motivation and the 
self- fulfi lling consequences that these perceptions have on teachers’ interpersonal 
behaviors toward their students, research should also examine this relationship with 
administrative pressure. Specifi cally, it would be important to examine whether 
teachers’ low motivation for teaching that results from administrative pressure leads 
administrators to rely more and more on controlling strategies (e.g., making teachers 
accountable) to motivate teachers and if that leads administrators of the school 
system to make decisions that undermine their attempts to improve the situation.  
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    Practical Suggestions 

 Motivating teachers to be fully engaged in teaching represents a challenging task. 
Below are some practical implications and key lessons learned from the present 
research on teachers’ motivation and self-determination theory regarding the optimal 
ways to deal with the factors that could affect teachers’ motivation. 

 How can administrations help? Research has shown that when the administration 
imposes restrictions about a curriculum, makes teachers responsible for their 
students’ performance, and pressures or rewards teachers to produce good student 
performance, it is likely that teachers will become controlling with students. It is 
possible that these conditions may directly affect teachers’ behaviors or that they 
may undermine teachers’ psychological needs (mainly autonomy) and motivation 
toward their own work that leads them to be more controlling with their students. 
How might administrations be more need supportive? Evidently, they cannot elimi-
nate all time constraints or performance evaluations, nor would they necessarily 
want to; however, administrations should carefully consider the objectives of any 
constraints or evaluations they have in place and ensure that they achieve the desired 
results. A fi rst practical implication of the research discussed in the present chapter 
is that school administrators (and teachers as well) should be mindful of the factors 
that can undermine teachers’ motivation, and when possible, administrators should 
consider whether or not the factors they have in place contribute unintentionally to 
the low levels of motivation in teachers. 

 A second implication has to do with the factors that have been shown to affect 
directly teachers’ motivation. School administrators and school principals play a 
key role in determining the overall culture and environment of a school; because of 
their leadership position, they can play a critical role in teachers’ motivation. For 
instance, principals can help teachers in a number of different ways including 
providing pedagogical resources, reducing administrative tasks, and providing 
emotional support. If administrators, and more specifi cally principals, realize that 
they do contribute to teachers’ low motivation, they should consider directly 
minimizing the impact of some factors by (a) considering ways to reduce teachers’ 
workload or giving them options about how they want to structure it, (b) providing 
them with options about the ways they want to organize and communicate the 
educational curriculum, (c) providing constructive feedback to teachers about the 
ways they teach and the ways they could be autonomy supportive with their 
students, (d) providing step-by-step procedures (i.e., implementation goals and 
implementation intentions), and (e) means of tracking progress and providing 
constructive feedback about their teaching. 

 A third practical implication is related to the way that administrators could 
implement the administrative structure in a school environment. SDT suggests that 
having structure is important, but the way in which limits are set and communicated 
within a given structure can make it controlling. Research suggests that the provision 
of a rationale is a particularly important element of communicating justifi cations for 
an activity in an autonomy-supportive way (Deci, Eghrari, Patrick, & Leone,  1994 ). 
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Research also suggests communicating this rationale in the form of a clear mission 
and vision framed in terms of intrinsic goals (Vansteenkiste, Lens, & Deci,  2006 ), 
as opposed to high-stakes standards (Ryan & Brown,  2005 ), may serve this role in 
an organizational context and then may promote a supportive climate for teaching. 
One study of Australian teachers provides an initial hint that this may prove a fruit-
ful avenue: the more teachers understood and agreed with the school mission and 
its associated goals, the more personal accomplishment they felt, and the less 
they suffered from emotional exhaustion and depersonalization (Dorman,  2003 ). 
This suggests that in the long run, less administrative pressure may not only be 
benefi cial for the students’ motivation, it may also be benefi cial for the teachers’ 
well-being as well. 

 The last implication deals with students’ motivation. A critical factor that could 
affect teachers’ motivation is their perceptions of their students’ motivation. One 
way to overcome this is to train teachers to ensure that they are need supportive with 
their students. A few recent studies have shown that teachers can learn how to 
increase their use of autonomy-supportive behaviors with their students through 
teaching (Tessier, Sarrazin, & Ntoumanis,  2008 ), by being shown how to be auton-
omy supportive (Tessier, Sarrazin, & Ntoumanis,  2010 ), and by being educated 
about SDT (Reeve, Jang, Carrell, Jeon, & Barch,  2004 ). Although this strategy is 
covered in more details in other chapters of this book, it may be important to con-
sider three different reasons for doing this. That is, by being autonomy supportive 
with their students, teachers may not only increase the motivation of their students, 
they may also impact their own motivation in three different ways. First, teachers 
should feel more motivated because they are more competent and effective in pro-
moting more motivation and engagement in their students. Next, the increase moti-
vation in their students should lead teachers to have a positive perception that 
students are motivated, and this, in turn, should create more motivation in teachers. 
Finally, the increase motivation in students should reduce the need from the admin-
istration to put pressure on the teachers to produce motivated and engaged students, 
and this in turn should foster more motivation in teachers.  

    Summary of Practical Implications 

 –     School administrations and teachers should be mindful of the factors that can 
undermine teachers’ motivation, and when possible, administrators should con-
sider whether or not the factors they have in place contribute unintentionally to 
the low levels of motivation in teachers.  

 –   Administrators should review the objectives of any constraints or evaluations 
they have in place to motivate teachers and ensure that they are not perceived as 
being controlling by teachers and that they are achieving the desired results.  

 –   Because of their leadership position, school administrators and school principals 
can have an impact on teachers’ motivation by determining the overall culture 
and environment of a school and by determining the resources that could be 
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available for teachers. When it is possible, principals can help teachers in a 
number of different ways by (a) providing pedagogical resources, (b) reducing 
administrative tasks, and (c) providing emotional support.  

 –   Administrators and principals can minimize the impact of several factors that 
affect teachers’ motivation. They can (a) reduce teachers’ workload or give them 
options about how they want to structure it, (b) provide teachers with options 
about the ways they want to organize and communicate the educational curriculum, 
(c) provide constructive feedback to teachers about the ways they teach and the 
ways they could be autonomy supportive with their students, (d) provide step-by-
step procedures and means of tracking their progress as teachers, and (e) provide 
constructive feedback about their teaching.  

 –   Administrators can facilitate the implementation of the administrative structure 
in a school environment (a) by communicating justifi cations and providing a 
rationale for an activity and (b) by communicating this rationale in the form of a 
clear mission and vision framed in terms of intrinsic goals as opposed to high- 
stakes standards.  

 –   A critical factor that could affect teachers’ motivation is their perceptions of their 
students’ motivation. As indicated in other chapters of this book, one way to 
increase students’ motivation is to train teachers to be need supportive with 
their students. Teachers can learn to increase their use of autonomy-supportive 
behaviors by learning how to be autonomy supportive and by being educated 
about SDT.  

 –   By being autonomy supportive with their students, teachers may not only increase 
the motivation of their students, they may also impact their own motivation in 
three different ways: (a) teachers may feel more motivated because they are more 
competent and effective in promoting more motivation and engagement in their 
students; (b) the increase motivation in their students should lead teachers to 
have a positive perception that their students are motivated, and this, in turn, 
should create more motivation in teachers; (c) the increase motivation in students 
should reduce the need from the administration to put pressure on the teachers to 
produce motivated and engaged students, and this in turn should foster more 
motivation in teachers.        
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    Chapter 7   
 Autonomy-Supportive Teaching: What It Is, 
How to Do It       

       Johnmarshall     Reeve    

        They say that no two snowfl akes are ever the same. Similarly, among teachers, no 
two motivating styles are ever the same. Each teacher seems to engage in autonomy- 
supportive teaching in a unique and personalized way. Still, the combination of a 
careful eye and a good theory (e.g., self-determination theory; Ryan & Deci,  2000 ) 
makes it clear that shared practices do exist among all autonomy-supportive teach-
ers. This chapter is about those shared practices. This chapter casts a spotlight on 
these commonalities to pursue two goals: (1) identify what autonomy-supportive 
teaching is and (2) help any teacher who has a desire to do so become more auton-
omy supportive. 

    Motivating Style 

 If you have the opportunity to observe classroom instruction in action, you will 
sense a characteristic tone that is superimposed over the student-teacher interactions 
that take place. Sometimes the tone conveyed by the teacher is prescriptive (“Do 
this; do that”) and is accompanied by a twist of pressure (“Hurry; now!”). Other 
times the tone is fl exible (“What would you like to do?”) and is accompanied by 
understanding and support. It typically takes only a thin slice of time to identify that 
tone, because it pervades literally everything the teacher says and does while trying 
to motivate and engage students. 
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    Motivating Style: What It Is 

 All teachers face the instructional challenge to motivate their students to engage in 
and benefi t from the learning activities they provide. For some teachers the control-
ling aspect of what they say and do is particularly salient. The teacher is insistent 
about what students should think, feel, and do, and the tone that surrounds these 
prescriptions is one of pressure. Implicitly, the teacher says, “I am your boss; I will 
monitor you; I am here to socialize and change you.” These teacher-student interac-
tions tend to be unilateral and no-nonsense. For other teachers, the supportive aspect 
of what they say and do is more salient. The teacher is highly respectful of students’ 
perspectives and initiatives, and the tone is one of understanding. Implicitly, the 
teacher says “I am your ally; I will help you; I am here to support you and your 
strivings.” These teacher-student interactions tend to be reciprocal and fl exible. 
When these differences take on a recurring and enduring pattern, they represent a 
teacher’s “orientation toward control vs. autonomy” (Deci, Schwartz, Sheinman, & 
Ryan,  1981 ) or, more simply, “motivating style” (Reeve,  2009 ). 

 Motivating style exists along a bipolar continuum that ranges from a highly con-
trolling style on one end through a somewhat controlling style to a neutral or mixed 
style through a somewhat autonomy-supportive style to a highly autonomy- 
supportive style on the other end of the continuum (Deci et al.,  1981 ). Because 
motivating style exists along a bipolar continuum, what autonomy-supportive teach-
ers say and do during instruction is qualitatively different from, even the opposite 
of, what controlling teachers say and do during instruction. 

 Autonomy support is the instructional effort to provide students with a classroom 
environment and a teacher-student relationship that can support their students’ need 
for autonomy. Autonomy support is the interpersonal sentiment and behavior the 
teacher provides during instruction fi rst to identify, then to vitalize and nurture, and 
eventually to develop, strengthen, and grow students’ inner motivational resources. 

 Teacher control, on the other hand, is the interpersonal sentiment and behavior 
the teacher provides during instruction to pressure students to think, feel, or behave 
in a teacher-prescribed way (Reeve,  2009 ). In practice, controlling teachers neglect 
or even thwart students’ inner motivations and, instead, by-pass these motivational 
resources to (1) tell or prescribe what students are to think, feel, and do and (2) 
apply subtle or not-so-subtle pressure until students forego their own preferences to 
adopt the teacher’s prescribed course of action. 

 The present paper looks carefully at the autonomy-supportive end of the motivat-
ing style bipolar continuum, but for the reader interested in a thorough analysis of 
the controlling motivating style, I recommend discussions on behavioral control 
(e.g., controlling use of rewards, negative conditional regard, intimidation, and 
excessive personal control; Bartholomew, Ntoumanis, Ryan, Bosch, & Thogersen- 
Ntoumani,  2011 ), psychological control (Soenens, Park, Vansteenkiste, & 
Mouratidis,  2012 ), intrusive and manipulative socialization (Barber,  2002 ), condi-
tional regard (e.g., guilt induction, love withdrawal following noncompliance, love 
validation following compliance; Assor, Roth, & Deci,  2004 ; Roth, Assor, Niemiec, 
Ryan, & Deci,  2009 ; Assor), or teacher control in general (Reeve,  2009 ). 
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 While I conceptualize motivating style within the context of a bipolar contin-
uum, some self-determination theory researchers have begun to study autonomy- 
supportive and controlling instructional behaviors as two somewhat independent 
approaches to motivating and engaging students. That is, while some study motivat-
ing style as one single characteristic (a bipolar continuum with two opposite ends), 
others study autonomy-supportive teaching and controlling teaching as two distinct 
motivating styles (Bartholomew et al.,  2011 ; Haerens, Aelterman, Vansteenkiste, 
Soenens, & Van Petegem,  2015 ). To illustrate how autonomy-supportive and con-
trolling instructional behaviors can be measured separately, Figs.  7.1  and  7.2  show 
two rating sheets. One rating sheet is used to score six acts of autonomy-supportive 
teaching (Fig.  7.1 ), while the other is used to score six acts of controlling teaching 
(Fig.  7.2 ). This use of separate unipolar scales began because some classroom- based 
investigations found that autonomy-supportive and controlling instructional behav-
iors had negative—but not highly negative—intercorrelations (Assor, Kaplan, & 
Roth,  2002 ; Assor, Kaplan, Kanat-Maymon, & Roth,  2005 ). These low intercorrela-
tions were observed because, sometimes, teachers acted in both autonomy- 
supportive and controlling ways (e.g., giving a command, yet offering an explanatory 
rationale). Complicating matters on this “one bipolar vs. two unipolar” motivating 
style issue is that the extent of negative correlation between ratings of autonomy- 
supportive teaching and ratings of controlling teaching depends on factors such as 

Never Occasionally Always 

Takes the Students’ Perspective

• Invites, Asks for, Welcomes, and Incorporates Students’ Input 
• Is “In Synch” with Students 
• Is Aware of Students’ Needs, Wants, Goals, Priorities, Preferences, and Emotions 

Vitalizes Inner Motivational Resources

• Piques Curiosity; Provides Interesting Learning Activities 
• Vitalizes and Supports Students’ Autonomy, Competence, Relatedness 
• Frames Learning Activities with Students’ Intrinsic Goals 

Provides Explanatory Rationales
for Requests, Rules, Procedures, and Uninteresting Activities 

• Explains Why; Says, “Because,…”, “The reason is…” 
• Identifies the Value, Importance, Benefit, Use, Utility of a Request 

Uses Non-Pressuring, Informational Language

• Flexible, Open-minded, Responsive Communication 
• Provides Choices, Provides Options 
• Says, “You may…”, “You might…” 

Acknowledges and Accepts Negative Affect

• Listens Carefully, Non-Defensively, with Understanding 
• Acknowledges Students’ Negative Affect (“Okay”; “Yes”) 
• Accepts Complaints as Valid (“Okay”; “Yes”) 

Displays Patience
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• Allows Students to Work at their Own Pace, in their Own Way 
• Calmly Waits for Students’ Signals of Initiative, Input, and Willingness  

  Fig. 7.1    Observer’s rating sheet to score autonomy-supportive teaching       
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the rating sheet used, the length of time the teachers are rated (e.g., 5 min teaching 
episode vs. 1 h classroom observation), and even who the teachers being rated are 
(Chua, Wong, & Koestner,  2014 ).

    While I continue to conceptualize autonomy-supportive and controlling teaching 
as opposite ends of a single continuum, I recognize that there is nevertheless some 
wisdom and practical utility in assessing autonomy support and controlling teaching 
separately, and this is so for two reasons. First, SDT-based theoretical models show 
that autonomy-supportive teaching tends to uniquely predict students’ need satisfac-
tion, positive functioning, and well-being, while controlling teaching uniquely pre-
dicts need frustration, negative functioning, and ill-being (Bartholomew et al.,  2011 ; 
Haerens et al.,  2015 ). Second, for most teachers, developing the skill of becoming 
more autonomy supportive sometimes occurs over time as a two-step process in 
which the teacher fi rst learns how to be less controlling and then second learns how 
to be more autonomy supportive.  

    Motivating Style: Why It Is Important 

 A teacher’s motivating style toward students is an important educational construct 
for two important reasons. First, teacher-provided autonomy support benefi ts stu-
dents in very important ways. Students who are randomly assigned to receive 

Takes Only the Teacher’s Perspective

• Attends to and Prioritizes Only the Teacher’s Plans, Needs 
• Teacher Is Out of Synch with Students; Unresponsive to Students’ Signals 
• Is Unaware of Students’ Needs, Wants, Goals, Priorities, Preferences, and Emotions

Introduces Extrinsic Motivators  

• Offers Incentives; Seeks Compliance 
• Gives Consequences for Desired & Undesired Behaviors 
• Utters Assignments, Directives, and Commands 

Neglects to Provide Explanatory Rationales
for Requests, Rules, Procedures, and Uninteresting Activities 

• Directives without Explanations 
• Requests (“do this; do that”) without Explanations 

Uses Controlling, Pressuring Language

• Evaluative, Critical, Coercive, Inflexible; “No Nonsense” 
• Prescriptive (“You should, you must, you have to, you’ve got to…”) 
• Verbally and nonverbally pressuring (raises voice, points, pushes hard, “hurry”) 

Counters and Tries to Change Negative Affect

• Counters and Argues Against Students’ Negative Affect, Complaining, or “Bad Attitude”  
• Tries to Change Negative Affect into Something Acceptable to the Teacher

Displays Impatience

• Rushes Student to Produce a Right Answer or a Desired Behavior 
• Intrudes into Students’ Workspace (Grabs away learning materials; Says, “Here, let me do that for you.”) 
• Communicates What Is Right & Pushes Students to Reproduce It Quickly 

Never Occasionally Always 

1 2 3 4 5 6 7 

1 2 3 4 5 6 7 

1 2 3 4 5 6 7 

1 2 3 4 5 6 7 

1 2 3 4 5 6 7  

1 2 3 4 5 6 7 

  Fig. 7.2    Observers’ rating sheet to score controlling teaching       
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autonomy support from their teachers, compared to those who are not (students in a 
control group), experience higher-quality motivation and display markedly more 
positive classroom functioning and educational outcomes, including more need sat-
isfaction, greater autonomous motivation (i.e., intrinsic motivation, identifi ed regu-
lation), greater classroom engagement, higher-quality learning, a preference for 
optimal challenge, enhanced psychological and physical well-being, and higher 
academic achievement (Cheon & Reeve,  2013 ,  2014 ; Cheon, Reeve, & Moon, 
 2012 ; Cheon, Reeve, Yu, & Jang,  2014 ; Reeve, Jang, Carrell, Jeon, & Barch,  2004 ; 
Vansteenkiste, Simons, Lens, Sheldon, & Deci,  2004 ; Vansteenkiste, Simons, Lens, 
Soenens, & Matos,  2005 ; Vansteenkiste, Simons, Soenens, & Lens,  2004 ). The gen-
eral conclusion from these experimental studies is that students benefi t from receiv-
ing autonomy support, and they benefi t in ways that are widespread and educationally 
important, even vital. 

 Second, teacher-provided autonomy support benefi ts teachers themselves. 
Teachers who participate in workshops designed to help them learn how to become 
more autonomy supportive (compared to teachers in a control group) not only dis-
play greater autonomy-supportive teaching, but they further report greater need sat-
isfaction from teaching, greater harmonious passion for teaching, greater teaching 
effi cacy, higher job satisfaction, greater vitality during teaching, and lesser emo-
tional and physical exhaustion after teaching (Cheon et al.,  2014 ). Again, the  general 
conclusion is that teachers benefi t from giving autonomy support, and they benefi t 
in ways that are widespread and professionally important.  

    Two Goals of Autonomy Support 

 At one level, the goal of autonomy support is clear and obvious—namely, to provide 
students with learning activities, a classroom environment, and a student-teacher 
relationship that will support their daily autonomy. That is, the fi rst goal of teacher- 
provided autonomy support is to deliver the curriculum in a way that supports stu-
dents’ autonomous motivation and their autonomy need satisfaction in particular. 
Parenthetically, the goal of controlling teaching is also obvious—namely, to gain 
students’ compliance with teacher-provided prescriptions (“do this”) and proscrip-
tions (“don’t do that”). 

 At another level, the second goal of autonomy support is not so obvious—
namely, to become in synch with one’s students (Lee & Reeve,  2012 ). A teacher and 
her students are “in synch” when they form a dialectical relationship in which the 
actions of one infl uence the actions of the other, and vice versa (e.g., the teacher 
makes a request, students agree but also suggest how that request might be revised 
or personalized, the teacher accommodates that input); a teacher and his students 
are “out of synch” when the relationship is unilateral in which the actions of one 
infl uence the other but not vice versa (Reeve, Deci, & Ryan,  2004 ). 

 Being in synch with one’s students is an important idea to discuss, because it 
means that the goal of autonomy-supportive teaching is not to do something to 
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 motivate students, but, rather, it is to enter into transactional (Sameroff,  2009 ) and 
dialectical (Reeve, Deci, & Ryan,  2004 ) interactions so that students become 
increasingly able to motivate themselves (Deci,  1995 ). With transactional and dia-
lectical interactions, what students do (display engagement) affects and transforms 
what teachers do (display a motivating style) and vice versa. As illustrated in 
Fig.  7.3a , when students and teachers are in synch, relationship synthesis occurs, as 
students’ engagement affords teachers a greater opportunity to be responsive and 
hence more autonomy supportive toward students. Teacher-provided autonomy 
 support, in turn, affords students a greater opportunity to be more engaged in class-
room activity. Together, the teacher and student join forces to move toward a higher-
quality motivation (students) and a higher-quality motivating style (teachers). When 
students and teachers are not in synch, however, relationship confl ict occurs, as 
teachers are not responsive to students (because they are not engaged) and students 
are not responsive to teachers (because they are controlling). Apart, the teacher and 
students oppose each other and move toward a lower-quality motivation (students) 
and a lower-quality motivating style (teachers).

   For years, I felt that the relations depicted in Fig.  7.3a  were suffi cient to capture 
the “in synch” goal of autonomy-supportive teaching. I continue to believe that Fig. 
 7.3a  is likely suffi cient for teachers who provide instruction to learners who do not 
have a long history with the learning activity (e.g., students taking a fi rst course in 
social studies). In one recent study, however, we provided an autonomy-supportive 
intervention program to coaches of elite, lifelong, and literally Olympic-level ath-
letes (Cheon, Reeve, Lee, & Lee,  2015 ). For these athletes, the sport-athlete relation 
was longer- lasting and more motivationally important to them than was the coach- 
athlete relationship. That is, athlete motivation was more closely tied to the activity 
than it was to the coaching relationship. We learned that one of the best ways these 

a b
Student—Teacher Relationship Student—Learning Activity Relationship 

Quality and Extent of Engagement Quality and Extent of Engagement 

Capacity to Involve and Satisfy 
Inner Motivational Resources 

Motivating Style: 
Autonomy Support vs. Control 

Learning
Activity

Student StudentTeacher

If in Synch: Positive Outcomes 
If in Conflict: Negative Outcomes 

If in Synch: Positive Outcomes 
If in Conflict: Negative Outcomes 

  Fig. 7.3    Dialectic relationship that students have with their teachers ( a ) and learning activities ( b )       
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coaches could support their athletes’ autonomy was to provide athletes with new 
ways to practice and train that were signifi cantly more interesting, more need- 
satisfying, and more relevant to their personal goals than what the athletes were cur-
rently doing. That is, to be autonomy supportive, these coaches needed to help their 
athletes become more in synch with their sport (or learning activity), as shown in 
Fig.  7.3b . Here the question is how supportive the learning activity is of the person’s 
inner motivational resources. Teachers can help students become more in synch with 
the learning activity (or subject matter) by showing students new ways of interacting 
with the learning activity so that need satisfaction, curiosity, interest, and goal prog-
ress become high probability occurrences while need neglect, need frustration, mere 
repetition, boredom, and goal stagnation become low probability occurrences.   

    Autonomy-Supportive Teaching in Practice 

 Using a laboratory procedure, Deci, Eghrari, Patrick, and Leone ( 1994 ) experimen-
tally manipulated the presence vs. absence of three interpersonal conditions— pro-
vide meaningful rationales ,  acknowledge negative feelings , and  use noncontrolling 
language . In the Deci et al. ( 1994 ) experiment, participants worked on a very unin-
teresting activity, and the instructional goal was to support students’ internalization 
and task engagement. This research showed that providing meaningful rationales, 
acknowledging negative feelings, and using noncontrolling language functioned 
synergistically as three mutually supportive ways to support autonomy as people 
engage themselves in relatively uninteresting activities. In the classroom, however, 
the teacher’s goal is expanded to include sparking engagement in interesting and 
personally valued activities. To support students’ interest and personal goals, the 
following interpersonal conditions were added to the operational defi nition of 
autonomy support:  perspective taking ,  nurture inner motivational resources , and 
 display patience  (i.e., allow students to work at their own pace) (Assor et al.,  2002 ; 
Edmunds, Ntoumanis, & Duda,  2008 ; Tessier, Sarrazin, & Ntoumanis,  2008 ; Reeve, 
 2009 ; Reeve, Jang et al.,  2004 ). Together, these six categories of instructional 
behavior rather comprehensively reveal what autonomy-supportive teachers are 
saying and doing during instruction. 

 In practice, an autonomy-supportive motivating style involves the enactment of 
the following six positively intercorrelated and mutually supportive instructional 
behaviors: (1) take the student’s perspective; (2) vitalize inner motivational 
resources; (3) provide explanatory rationales for requests; (4) acknowledge and 
accept students’ expressions of negative affect; (5) rely on informational, nonpres-
suring language; and (6) display patience (Reeve,  2009 ; Reeve & Cheon,  2014 ). In 
this section, I overview each of these six aspects of autonomy-supportive teaching 
and, in doing so, answer four questions:

•    What is it?  
•   When is it needed?  
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•   Why is it important?  
•   How is it done?    

 Juggling six behaviors while simultaneously delivering the curriculum is asking 
a lot of teachers. To help structure the teacher’s effort to develop the interpersonal 
skill that is autonomy support, I fi nd it useful to break down autonomy-supportive 
teaching into three critical moments within the instructional fl ow, as illustrated in 
Fig.  7.4 . The instructional fl ow begins with a pre-lesson refl ective period in which 
the teacher plans and prepares the instructional episode (e.g., learning objectives, 
learning activities, schedule of events). The critical aspect of autonomy-supportive 
teaching during this time is to take the students’ perspective. Once the instructional 
episode has been prepared, it is then delivered. As the lesson begins, the teacher 
invites students to engage in the learning activity. The two critical aspects of 
autonomy- supportive teaching during this time are to vitalize inner motivational 
resources and to provide explanatory rationales. As the lesson unfolds, student 
problems arise (e.g., disengagement, misbehavior, poor performance) that the 
teacher needs to address and solve if the learning objectives are to be realized. The 
three critical aspects of autonomy-supportive teaching during this time are to 
acknowledge and accept negative affect, to use informational and nonpressuring 
language, and to display patience.

      Pre-lesson Refl ection: Preparing and Planning 

 During the pre-lesson refl ection period, the critical aspect of autonomy-supportive 
teaching is to take the students’ perspective, as shown on the left side of Fig.  7.4 . 

Time

Pre-Lesson Reflection:
Planning and Preparing

Lesson Begins:
Inviting Students to Engage

in the Learning Activity

In-Lesson:
Addressing and Solving
the Problems that Arise

Take the Students’ Perspective

Vitalize Inner Motivational Resources
If the learning activity or teacher request is potentially an interesting thing to do.

Provide Explanatory Rationales
If the learning activity or teacher request is potentially an uninteresting thing to do.

Acknowledge and Accept Negative Affect

Rely on Informational, Non-Pressuring Language

Display Patience

  Fig. 7.4    Three critical motivational moments in the fl ow of autonomy-supportive teaching       
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  Take the Students’ Perspective: What Does This Mean, When Is It Needed, 
and Why Is It Important?     Perspective taking is the teacher’s seeing classroom 
events as if he or she were the students. With perspective taking, the teacher 
imagines himself or herself to be in the students’ place. It is a cognitive empathic 
response in which the teacher fi rst understands what students think and feel and 
second desires for students to think and feel better. The teacher actively monitors 
students’ needs, wants, goals, priorities, preferences, and emotionality, and the 
teacher considers potential obstacles students may face that might create anxi-
ety, confusion, or resistance. To do this, the teacher needs to partially set aside 
his or her own perspective to better understand the students’ perspective (Davis, 
 2004 ).  

 It is always helpful to be mindful of the students’ perspective during instruction, 
but it is most timely during this pre-lesson creation period. If the instruction-to- 
come is to align well with students’ inner motivational resources, teachers need to 
ask, “Will students fi nd this lesson interesting?”, “Could the lesson be made more 
interesting, more attractive, or more relevant to students’ concerns?”, and “If so, 
how?” 

 Taking the students’ perspective is important because the more teachers are able 
to design instruction to align with students’ motivational assets, the more in synch 
the teacher and students will be during that episode of instruction. Perspective tak-
ing enables teachers to become both more willing (because of greater empathy) and 
more able (because of greater perspective taking) to create classroom conditions in 
which students’ inner motivational resources guide their classroom activity. If a les-
son is prepared without taking the students’ perspective in mind, the odds increase 
dramatically that the lesson will ignore or neglect students’ inner motivational 
resources. 

  Taking the Students’ Perspective: How to Practice It     As they prepare for 
instruction, teachers can tap into their experience in teaching similar students in the 
past and therefore somewhat anticipate the current students’ likely reactions to a 
wide range of learning activities—and they can make instructional adjustments 
accordingly. The important point is to use one’s classroom experience to forge new-
and- improved answers to these two questions: “Will students fi nd this lesson to be 
need-satisfying, curiosity-provoking, interesting, and personally important?” and 
“How can I make this lesson more need-satisfying, curiosity-provoking, interesting, 
and personally important to my students?”  

 To begin the lesson, teachers might start with a perspective-enabling conversa-
tion that sounds something like the following: “Here is the plan for today. Does 
that sound like a good use of our time? Any suggestions? Is there anything in this 
lesson that we might improve?” By starting a lesson in this way, the teacher shows 
both an openness and a willingness to welcome, ask for, encourage, and incorpo-
rate students’ input and suggestions into the lesson plan and into the fl ow of 
instruction. Of course, the teacher’s responsiveness to students’ input and sugges-
tions is important. So, the teacher also needs to be willing to incorporate that input 
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and those student suggestions, assuming they are consistent with the learning 
objective. 

 During the lesson, teachers can look to students’ preferences and engagement 
signals to gain the perspective they need to adjust instruction. As to preferences, 
classroom clickers might be used to solicit students’ collective opinions, choices, 
and preferences. During instruction, if students display strong and consistent signs 
of engagement, this confi rms that what the students are presently doing aligns well 
with their inner motivational resources. If students display signs of disengagement 
or if engagement drops off, that is confi rmation that what students are presently 
doing is neglecting or by-passing their inner motivational resources. Teachers can 
use these disengagement signals as a trigger to change the fl ow of instruction away 
from that which neglects students’ motivation and toward that which involves and 
vitalizes it. 

 After the lesson, teachers might conduct a formative assessment. One simple, yet 
highly informative, formative assessment is to hand out an index card to each stu-
dent during the last 3 min of class. The index card is blank, except for the following 
question at the top, “Any suggestions?” If the teacher asks students not to write their 
names on the card and says that the purpose of the activity is only to improve every-
one’s experience in future classes, then students can be expected to communicate to 
teachers their otherwise private perspective (e.g., “Class is fi ne, but maybe we could 
have more group discussion.”). In this exercise, it is important that all students hand 
in an index card, even if many of those cards are left blank, so that students can be 
assured that their individual comments will remain anonymous. Students’ responses 
on these index cards then provide invaluable insight for teachers to incorporate into 
their future pre-lesson planning and preparing. 

 Another version of this same formative assessment strategy is to invite students to 
complete a “weekly reaction sheet” (Rogers,  1995 ). The student again receives an 
index card at the end of the week that is blank, except for the following invitation at the 
top, “Express any feeling you wish that is relevant to the course.” At fi rst, the teacher 
might offer suggestions, such as “the work you are doing”, “what you are reading or 
thinking about”, “a feeling about the course”, or “a feeling about the instructor.”  

    Lesson Begins: Inviting Students to Engage 
in the Learning Activity 

 When teachers present a learning activity and invite students’ engagement, student 
participation in the lesson begins and the next two critical aspects of autonomy- 
supportive teaching become (1) vitalizing students’ inner motivational resources and 
(2) providing explanatory rationales. Before inviting students to engage themselves 
in the learning activity, the teacher makes a judgment, based on perspective taking, 
whether students are likely to fi nd the activity or behavioral request to be an interest-
ing or an uninteresting thing to do. As shown in the middle of Fig.  7.4 , if the teacher 
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forecasts that students will likely fi nd the activity to be a potentially interesting thing 
to do, then the critical autonomy-supportive instructional behavior becomes to vital-
ize students’ inner motivational resources. This allows students to experience the 
activity as a more interesting and need-satisfying thing to do. If the teacher forecasts 
that students will likely fi nd the activity to be a potentially uninteresting thing to do, 
then the critical autonomy-supportive instructional behavior becomes to provide 
explanatory rationales. This allows students to experience the activity as a more 
important or worthwhile thing to do. Notice in Fig.  7.4  that these two acts of auton-
omy-supportive teaching occur  before  “lesson begins.” This is because the critical 
teaching moment occurs with the engagement invitation. It is important that stu-
dents fi rst formulate a volitional and heartfelt intention to engage in the lesson (“I 
want to”) before they actually engage in and learn from that lesson. 

  Vitalize Inner Motivational Resources: What Does This Mean, When Is It 
Needed, and Why Is It Important?     Vitalizing students’ inner motivational 
resources entails using instruction as an opportunity to awaken (involve) and nurture 
(satisfy) students’ psychological needs for autonomy, competence, and relatedness, 
as well as students’ curiosity, interest, and intrinsic goals. The teacher involves the 
students’ inner motivational resources so to make them a central part of the learning 
activity. Once vitalized, these inner motivational resources are fully capable of ener-
gizing, directing, and sustaining students’ classroom activity in productive ways.  

 Vitalizing inner motivational resources is most timely when teachers introduce a 
learning activity or when teachers make a transition from one activity to another. It 
is most needed when teachers seek active engagement from students. It is particu-
larly important because it allows students to feel like origins, rather than like pawns, 
during learning activities. It allows students to engage in lessons with an authentic 
sense of wanting to do it, because people in general freely want to do that which is 
need-satisfying, curiosity-satisfying, interesting, and personally important. 

  Vitalizing Inner Motivational Resources: How to Practice It     Before teachers 
can vitalize students’ inner motivational resources, they fi rst need to know what 
inner motivational resources students possess. An inner motivational resource is an 
inherent energizing and directing force that all students possess, irrespective of their 
age, gender, nationality, or academic ability that, when supported, vitalizes engage-
ment and enhances well-being (Ryan & Deci,  2000 ). Six such resources are highly 
classroom relevant and are summarized in Table  7.1 . In a self-determination theory 
analysis, these inner resources represent the ultimate source of students’ classroom 
engagement in learning activities (Reeve, Deci & Ryan,  2004 ).

    Vitalizing inner motivational resources means building instruction around oppor-
tunities to have students’ classroom engagement initiated and regulated by the six 
inner resources listed in Table  7.1 . That is, the reason why students engage in the 
lesson is because it is need-satisfying (inherently enjoyable), meaningful (impor-
tant), goal-relevant, curiosity-piquing, challenge inviting, etc., and not because they 
have to (e.g., obey a directive, earn extra credit points). Parenthetically, Table  7.1  
does not list intrinsic motivation as an inner motivational resource, though it 
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 certainly is a vital inner motivational resource that all students possess. Intrinsic 
motivation is omitted from Table  7.1  simply because it is defi ned as the motivation 
that arises from psychological need satisfaction (Deci & Ryan,  1985 ; Ryan & Deci, 
 2000 ). Teachers can certainly facilitate students’ intrinsic motivation, but the way to 
do that is to vitalize and support students’ psychological needs for autonomy, com-
petence, and relatedness. 

  Autonomy     Teachers can vitalize students’ need for autonomy by offering them an 
opportunity for self-direction with the learning activity (Deci, Spiegel, Ryan, 
Koestner, & Kauffman,  1982 ; Jang, Reeve, & Halusic,  2015 ; Nix, Ryan, Manly, & 
Deci,  1999 ; Reeve & Jang,  2006 ). The autonomy need is vitalized when the student 
experiences a heartfelt affi rmation to questions such as “Do I want to learn this?,” 
“Do I want to do this?,” and “Do I fully agree with this decision and with this course 
of action?” The best way to have students answer such questions in the affi rmative 
is to ask them what they would like to do within the context of the learning activity 
and then allow them (and help them) to do it.  

  Competence     Teachers can vitalize students’ need for competence by offering them 
an optimal challenge to strive for within a failure-tolerant environment (Clifford, 
 1990 ; Keller & Bless,  2008 ). Teachers can offer students an optimal challenge in 
many different ways, such as by introducing a standard of excellence, a goal to 
strive for, a role model to emulate, or students’ own past performance to try to sur-
pass. In practice, teachers can start a lesson by introducing a standard of excellence 
(e.g., write a paragraph with only active verbs, pronounce a foreign language phrase 
like an audiotape of a native speaker, run a mile in 10 min or less) and then ask 
students, “Can you do it?” To the extent to which students perceive that they are 
making progress toward meeting the challenge embedded within the learning activ-
ity, they will feel competence satisfaction while doing so.  

  Relatedness     Teachers can vitalize students’ need for relatedness by offering them 
an opportunity to engage in communal social interaction (La Guardia & Patrick, 

      Table 7.1    Six engagement-fostering inner motivational resources that all students possess   

 Autonomy  The need to be the origin of one’s behavior.   The inner endorsement of one’s 
thoughts (goals), feelings, and behaviors 

 Competence  The need to interact effectively with one’s environmental surroundings—to 
seek out optimal challenges, take them on, and exert persistent effort and 
strategic thinking to make progress in mastering them 

 Relatedness  The need to be involved in warm relationships characterized by mutual 
concern, liking, and acceptance 

 Curiosity  A cognitively generated emotion that occurs whenever students become 
aware of an unexpected gap in their knowledge that they wish to close 

 Interest  An engagement-fostering emotion that occurs whenever students have an 
opportunity to learn something new or to develop greater understanding 

 Intrinsic goals  Personal strivings that produce psychological need satisfaction during their 
pursuit. An inward focus to pursue personal growth or closer interpersonal 
relationships 
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 2008 ; Ryan & Powelson,  1991 ). Teachers can do this by giving students an 
 opportunity to engage in face-to-face interaction with a classmate (e.g., a 2-min 
learning together exercise, cooperative learning). Relatedness need satisfaction 
occurs to the extent that teachers are able to create opportunities for students to 
relate their selves to others in an authentic, caring, reciprocal, and emotionally 
meaningful way.  

  Curiosity     Curiosity is an emotion that occurs whenever students experience an 
unexpected gap in their knowledge (Loewenstein,  1994 ; Silvia,  2008 ). Curiosity is 
satisfi ed when students use exploratory behavior to acquire the information needed 
to remove that knowledge gap. In doing so, that exploratory behavior (i.e., engage-
ment) generates knowledge growth, learning, and greater expertise. During 
 instruction, teachers can vitalize students’ curiosity in numerous ways, such as ask-
ing a curiosity-inducing question (Jang,  2015 ), introducing suspense about what 
comes next (Abuhamdeh, Csikszentmihalyi, & Jalal,  2015 ), and encouraging stu-
dents to explore a new activity (Proyer, Ruch, & Buschor,  2013 ).  

  Interest     Interest is an alert, positive-feeling basic emotion that creates a motiva-
tional urge to seek, explore, and investigate; it occurs whenever students have the 
opportunity to learn something new and to develop greater understanding (Reeve, 
Lee, & Won,  2015 ). Interest is like heart rate—it is always there but it also rises and 
falls; it is a constant presence that can nevertheless be either increased or decreased. 
It is increased during instruction by offering students new information that exposes 
a knowledge gap, new experiences (e.g., fi eld trips), new stories or quotations, a 
brief lesson-centric video presentation, a problem to solve, a how-to demonstration, 
or a puzzle, riddle, or mystery to solve (Loewenstein,  1994 ; Schraw, Flowerday, & 
Lehman,  2001 ; Silvia,  2006 ,  2008 ).  

  Intrinsic Goals     Teachers can vitalize students’ intrinsic goals by framing the learn-
ing activity as an opportunity for personal growth, skill development, an opportu-
nity to develop a closer relationship with others, or an opportunity to contribute 
constructively to one’s community (Vansteenkiste, Lens, & Deci,  2006 ; Vansteenkiste 
et al.,  2005 ). A teacher might, for instance, introduce a writing lesson not only as an 
exercise in writing but also as an opportunity to become a better writer, saying, “To 
begin, let’s read this passage by the writer Philip Roth. As you read, notice how 
good the writing is. Ask yourself what makes this such good writing, and use your 
answer to discover how to become a better writer yourself.” To the extent that the 
teacher knows that these students truly want to become better writers, that lesson 
will be motivating and engaging.  

  Provide Explanatory Rationales: What Does This Mean, When Is It Needed, 
and Why Is It Important?     A rationale is a verbal explanation as to why putting 
forth effort during the activity might be a useful thing to do (Reeve, Jang, Hardre, & 
Omura,  2002 ). These verbal explanations help students understand the personal 
utility within the requested activity, and they therefore help students transform a 
perceived “worthless activity” (something not worth doing) into a potentially 
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“worthwhile activity” (something worth doing)—something that is truly worth their 
time, attention, and effort.  

 Providing explanatory rationales is most timely when teachers request that stu-
dents engage in a perceived uninteresting or unappealing learning activity, rule, or 
procedure. It is important because not all lessons, classroom procedures, and behav-
ioral requests can be interesting things to do, at least from the students’ point of 
view. In those instances, student motivation is highly fragile, as students wonder, 
“Why do this? Do we really need to do this?” When the teacher provides an explan-
atory rationale, it helps students make the motivational transition from viewing the 
activity or requested behavior as something that is not worth doing (because it is 
unimportant, trivial, or useless to the self) to something that is worth doing (because 
it is important, valuable, useful to the self). Satisfying explanatory rationales help 
students accept and begin to internalize the value of the teacher’s request, and it is 
this perception of value that provides students with a volitional sense of “wanting 
to” (Jang,  2008 ; Koestner, Ryan, Bernieri, & Holt,  1984 ; Reeve et al.,  2002 ). 

  Providing Explanatory Rationales: How to Practice It     In the course of instruc-
tion, teachers often ask students to do things that students may perceive to be unin-
teresting and unimportant. Examples might include “read the book,” “revise the 
paper,” “check for spelling errors,” “clean your desk,” “treat others with respect,” 
“be on time,” “share with your neighbor,” “wait for your turn,” “participate in the 
group discussion,” “follow the safety procedures,” etc. While students do not really 
want to do these things, the teacher nevertheless has a good reason for asking stu-
dents to undertake that particular course of action. The problem is that the teacher’s 
very good reason is too often unknown to students. When students do not under-
stand or appreciate why the teacher is making a request of them, they tend to view 
the request as arbitrary, imposed, or simply meaningless busywork. Hence, to sup-
port students’ willingness to engage in the requested behavior, teachers need to 
reveal to students the “hidden value” (the personal utility) of the request.  

 Several skills are involved in communicating satisfying explanatory rationales. 
The fi rst is to think refl ectively, “Why am I asking students to do this?” If a teacher 
cannot provide an explanatory rationale, the chances tilt toward the possibility that 
the request really is unnecessary busywork. Of course, teachers usually have a good 
rationale for their requests, so there is skill in being mindful of the  why ? behind 
one’s requests. 

 The second skill is to generate satisfying rationales. Rationales such as the fol-
lowing may sound like explanations, but they are deeply unsatisfying to students’ 
ears: “because I said so,” “because it is on the test,” “because it is good for you,” and 
“you will understand when you are older.” Before teachers can provide satisfying 
rationales, they need to fi rst take their students’ perspective and ask if the rationale 
they have to offer will be well received. For instance, the teacher might believe “so 
that you won’t bump into others and cause a lot of noise” is a good rationale for “no 
running in the hallway,” but it is possible that students will not fi nd this same ratio-
nale to be personally satisfying. For students, the fun and excitement of running in 
the hallways may trump the concern over bumping into others and causing a lot of 
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noise. So, teachers need to explain what is truly important, useful, and worthwhile 
to students about walking rather than running in the hallways. 

 Consider the common teacher request, “clean your desk.” There is skill in teach-
ers being able to provide a rationale that their students will fi nd to be both authentic 
and personally satisfying. Having a student clean his or her desk may be important, 
but the motivational problem to be solved is to help the student come to believe that 
having a clean desk is an important, useful, and valuable undertaking. In such cases, 
it is easy for teachers to panic and follow up an explanatory rationale with impatient 
pressure (“Just do it!”). Effective (satisfying) rationales, however, are those that do 
not have strings and hidden agendas attached to them. This is the third skill in pro-
viding effective rationales: Communicate to students what they do not yet know, 
which is why the teacher’s request is a valuable and worthwhile thing to do. 

 A fi nal skill is to provide the explanatory rationale prior to the behavioral request. 
Most of the time, rationales lag behind the teacher’s request, as in, “After lunch, 
everyone needs to be sitting in their seat by 1:00, because we have a special activity 
that begins precisely at 1:00 and I don’t want you to miss out on the fun.” The order 
of events is “request fi rst, rationale second.” Such an order implicitly communicates 
primacy to the behavioral request and only supplemental concern for its underlying 
reason. “Request, then rationale” is better than request only (Reeve et al.,  2002 ), and 
it is better than request plus a twist of pressure (Koestner et al.,  1984 ). Still, it is 
motivationally odd to support motivation after, rather than before, the behavioral 
request. From a motivational point of view, it is more constructive to facilitate the 
students’ acceptance, willingness, and internalization before making a behavioral 
request. Hence, a better order of events would be, “rationale fi rst, request second,” 
as in the following: “We have a special activity that begins precisely at 1:00 and I 
don’t want you to miss out on the fun. So, after lunch, everyone needs to be sitting 
in their seat by 1:00.”  

    In-Lesson: Addressing and Solving Students’ Problems 

 Student problems can arise during any instructional episode. When they surface, 
these problems put at risk the quality of students’ classroom motivation, the quality 
of their learning experience, and the quality of the teacher-student relationship. 
Table  7.2  lists three commonly occurring student problems: disengagement, misbe-
havior, and poor performance. In many ways, these problems revolve around the 
question of “classroom management.” It is during these times in which teachers try 
to manage students’ disengagement, behavioral problems, and poor performance 
that the following three aspects of autonomy-supportive teaching are most critical: 
acknowledge and accept negative affect, use informational and nonpressuring lan-
guage, and display patience.

    Acknowledge and Accept Negative Affect: What Does This Mean, When Is It 
Needed, and Why Is It Important?     By acknowledging and accepting students’ 
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expressions of negative affect, the teacher shows sensitivity to and a tolerance for 
students’ concerns, negative emotionality, and problematic self-regulation. The 
teacher acknowledges that his or her request may confl ict with and be at odds with 
the students’ preferences. The teacher acknowledges that negative emotionality, 
feelings of confl ict, complaining, and resisting may be valid and legitimate reac-
tions to the teacher’s request, at least from the students’ point of view.  

 Acknowledging and accepting negative affect is most timely when confl ict arises 
between what teachers want students to do (e.g., read a book, revise a paper, pay 
attention) and what students want to do (e.g., something different, something less 
demanding, talk with their neighbor). 

 It is important because acknowledging and accepting negative affect represents 
the teacher’s best chance of getting students’ engagement-blocking negative affect 
out of the learning activity and out of the classroom. By considering that students’ 
negative affect may be valid and legitimate, at least to a degree, the teacher gains an 
opportunity to restructure the otherwise unappealing or confl ict-generating lesson 
so that it gains the potential to become something that is more appealing and less 
confl ict-generating. 

 Students’ negative affect involves complaints, resistance, protests, “bad attitude,” 
and negative emotion and affect. Negative emotion and affect during instruction, such 
as anxiety, confusion, frustration, anger, resentment, stress, fear, and boredom, tends to 
interfere with and potentially overwhelm students’ motivation and engagement in the 
lesson. Complaints, resistance, protests, and “bad attitude” often arise out of students’ 
perceptions that teacher’s requests, assignments, rules, demands, or expectations are 
unfair, are unreasonable, are asking too much of them, or simply represent things to do 
that are neither interesting nor important. The concern is that such negative affect, if 
unaddressed, will interfere with—a perhaps even poison—students’ engagement and 
learning. Soothing these negative feelings therefore becomes a prerequisite to motiva-
tionally readying students to engage in and benefi t from the lesson. 

  Acknowledging and Accepting Negative Affect: How to Practice It     Teachers 
often react to students’ expressions of negative affect in a defensive way. Often, 
teachers do not see students’ resistance as valid (“You’re immature; you’re irrespon-

    Table 7.2    Three frequently encountered categories of students’ classroom problems   

 Disengagement  Students show insuffi cient involvement to profi t from the learning 
activity. Students are off-task, display little or no effort, use only 
superfi cial learning strategies, fail to participate, and are merely passive 
recipients of instruction 

 Misbehavior  Students act in maladaptive, immature, or antisocial ways. Students are 
irresponsible, unprepared, and aggressive and cheat, curse, tease, utter 
disrespectful language, break rules, skip class, smoke cigarettes, fail to 
complete their assignments, and show delinquency 

 Poor performance  Students perform carelessly or incompetently. Students produce sloppy, 
careless, or lackluster work. Students underperform standards or 
expectations 
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sible.”) and, hence, counter or otherwise try to change students’ resistance and nega-
tive feelings into something more acceptable to the teacher (e.g., “Quit your 
complaining; now get to work and do what you are supposed to do.”). From a moti-
vational point of view, such teaching behavior runs the risk of replacing students’ 
engagement-fostering inner motivational resources with engagement-thwarting 
negative affect and resistance to both the learning activity and to the one providing 
the learning activity (i.e., the teacher). In contrast, acknowledging and accepting 
such negative affectivity means taking to heart and even welcoming these expres-
sions as potentially valid reactions to imposed rules, assignments, requests, and 
expectations.  

 Here is an example. When the teacher notices that students are generally uninter-
ested in and disengaged in the lesson, the teacher might begin a conversation: “I see 
that you are not enthusiastic about and interested in today’s lesson. Do I have that 
right?” These words acknowledge (address) the problem of students’ negative affect 
(boredom). The teacher might continue: “Yes, we have practiced this same skill 
many times before, haven’t we?” These words (“yes”) accept the students’ expres-
sion of negative affect as potentially valid and legitimate reactions to the instruction. 
The teacher might continue: “Okay. Let’s see. What might we do differently this 
time? Any suggestions?” These words (“okay”) become the teacher’s starting point 
to fi nd the source of the negative affect and to extinguish it. Once done, the teacher 
now has room to alter (to upgrade) instruction. 

 There is the key question of whether or not this is an effective instructional strat-
egy. One thing is sure—namely, blaming students (“You’re lazy; you’re irresponsi-
ble.”) and trying to change their negative affect into something acceptable to the 
teacher (e.g., “Quit acting like children, take responsibility for your own learning, 
act like an adult, and pay attention.”) are a recipe for motivational and engagement 
disaster. Such an approach to instruction is the equivalent of throwing proverbial 
fuel on the fi re (the problem of disengagement). It not only blocks engagement in 
the learning activity, but it sends a deeper message that the teacher is out of synch 
with the students. To solve this problem, it fi rst needs to be addressed, which is the 
essence of “acknowledge and accept negative affect.” But, to actually solve the 
problem (to actually dissipate students’ negative affect), the teacher-student dia-
logue needs to produce fruit. This dialogue begins with something such as, “Okay. 
What might we do differently this time—any suggestions?” Perhaps students who 
are anxious, confused, frustrated, angry, stressed, etc. will voice their suggestions, 
but it is often the case that they fi rst need to know the teacher is sincere in the effort 
to alter the fl ow of instruction. Hence, it is often necessary for teachers to take the 
fi rst step and offer instruction-altering options. These options would be suggestions 
on how to transform stress-inducing, confusion-inducing, or anger-inducing instruc-
tion into instruction that is more confi dence-building (de-stressing), clearer (de- confusing), 
or amicable (de-angering). To do so, the teacher might stop the instructional fl ow 
(put down the chalk, close the book, interrupt the discussion) and instead say something 
like, “Okay, how about a story? Or a demonstration? Or an example? Would you 
like to learn about out this in a different way? What sounds good?” 
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 Getting negative affect out of the classroom is a diffi cult problem to solve, espe-
cially for emotions such as anger and resentment. But the teacher who acknowl-
edges and accepts students’ negative affect stands a chance of dissipating it. It is a 
vital autonomy-supportive instructional strategy not only because it helps the short- 
term teaching goal to extinguish students’ negative affect but also because it helps 
the long-term teaching goal of being more in synch with one’s students. 

  Use Informational, Nonpressuring Language: What Does This Mean, When Is 
It Needed, and Why Is It Important?     Using informational, nonpressuring lan-
guage refers to the teacher’s reliance on verbal and nonverbal communications to 
minimize pressure while conveying choice and fl exibility. Nonpressuring means 
avoiding messages that communicate pressure (i.e., the absences of “shoulds,” 
“musts,” “have to’s,” and “got to’s”). Informational means providing the special 
insights and tips that students need to better diagnose, understand, and solve the 
problem they face.  

 Using informational and nonpressuring language is particularly needed when 
teachers communicate requirements, offer feedback, and address students’ prob-
lems (e.g., those listed in Table  7.2 ). But informational and nonpressuring language 
is further useful during practically all teacher communications, as when teachers 
invite students to engage in learning activities, discuss possible strategies to try, ask 
students to take responsibility for their own learning and behavior, comment on 
progress, and generally converse with students. 

 It is important because it helps maintain a positive teacher-student relationship. 
It also helps students diagnose their engagement, behavioral, or performance prob-
lems while simultaneously maintaining students’ personal responsibility for those 
problems. 

  Using Informational, Nonpressuring Language: How to Practice It     Informational 
and nonpressuring language is communication that is diagnostic, fl exible, non-eval-
uative, and helpful to the student. When facing a student problem such as poor per-
formance or woeful class attendance, the teacher who uses informational and 
nonpressuring language might begin a discussion by communicating a noticed prob-
lem and by asking the student about it: “I’ve noticed that you made a surprisingly 
low score on the test. Do you know why that might be?” Or, the teacher might ask, 
“How did you feel about how you did on the test?” The idea is to address the prob-
lem while preserving students’ sense of ownership and responsibility for regulating 
their own behavior and for solving their own problem. The temptation to avoid is to 
push and pressure the student verbally and nonverbally toward a teacher- specifi ed 
predetermined solution or desired behavior without enlisting the students’ problem-
solving effort (e.g., “You must improve your grades,” “Your attendance is not accept-
able,” “I am penalizing you 10 points”). Pressuring, controlling language is 
pressuring (e.g., teacher raises his or her voice, points assertively, pushes hard, and 
utters directives), prescriptive (e.g., “Do it this way,” “Can you do it this way?,” 
“Here, let me show you how to do it.”), and laced with compliance hooks (e.g., “you 
should, you must, you have to, you’ve got to”) (Assor et al.,  2005 ; Noels, Clement, 
& Pelletier,  1999 ; Ryan,  1982 ).  
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 Addressing a problem in a nonpressuring way gets the conversation off to a good 
start, but the teacher also needs to help the student make progress in both diagnosing 
the problem and actually solving it. Often the student has a good understanding of 
why the problem is occurring (e.g., I performed poorly because I didn’t study.”; 
“My attendance is poor because I think this class is unbelievably boring.”). If the 
student can diagnose the underlying cause of the problem, the teacher can turn his 
or her effort to the students’ willingness to try to cope with the problem. This is why 
utterances such as “Do you know why that might be?” are important. Alternatively, 
if the student thinks the teacher is the problem (“You are boring, you are unfair.”), 
then the teacher might acknowledge and accept the student’s negative affect and ask 
the student what the teacher might do to help. But if the student thinks the underly-
ing cause of the problem lies within the self, then the teacher might provide infor-
mational insights that are outside the student’s experience, such as, “Well, last year, 
a student had this same diffi culty. She too was studying hard but still making poor 
test scores. One day, she decided to work with a partner. She and a classmate studied 
together, and this really worked for her. Perhaps you might want to consider a strat-
egy like this too.” 

  Display Patience: What Does This Mean, When Is It Needed, and Why Is It 
Important?     Displaying patience means to wait calmly for students’ input, initia-
tive, and willingness. Displaying patience means giving students the time and space 
they need during learning activities to overcome the inertia of inactivity, to explore 
and manipulate the learning materials, to ask questions, to retrieve information, to 
make plans and set goals, to evaluate data and feedback, to formulate and test 
hypotheses, to monitor and revise their work, to recognize that they are not making 
progress and need to start anew, to change problem-solving strategies, to revise their 
thinking, to monitor their progress, to go in their own direction, to refl ect on their 
learning and progress, and to work at their own pace and natural rhythm.  

 It is timely when students are trying to learn something new, unfamiliar, or com-
plex or trying to develop or refi ne a skill. 

 It is important because learning and understanding take time, even if teachers 
feel that they do not have the class time to give to students. 

  Displaying Patience: How to Practice It     Giving students the time and space they 
need to work at their own pace typically means, in practice, that teachers listen, 
watch, be responsive, and postpone their help and assistance until it is needed and 
wanted. Teachers watch and observe, but they do not interfere, intrude, or intervene. 
Patience is the calmness a teacher shows as students struggle to start, to understand, 
or to adjust their behavior. It often means putting one’s hands in the lap, taking the 
time to listen and to observe, providing encouragement for effort and initiative, 
offering hints when students seem stuck, postponing advice until fi rst understanding 
what the student is trying to do, and waiting for a signal that one’s help, scaffolding, 
or feedback would be appreciated (Reeve & Jang,  2006 ). Of course, circumstances 
such as time constraints and high-stakes testing make it easy to understand why 
teachers are not patient, but the reason to be patient (motivationally speaking) comes 
from a deep valuing for the student’s autonomy and an understanding that cognitive 
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engagement (e.g., elaborating, paraphrasing, organizing) and learning (e.g., concep-
tual change, cognitive accommodation, and deep information processing) are pro-
cesses that take time.  

 While patience comes in many fl avors, impatience is pretty straightforward and 
easy to recognize. The impatient teacher pushes and pressures students to go faster, 
using both verbal (e.g., two-word utterances, such as “hurry up” and “let’s go”) and 
nonverbal (e.g., clap, clap, clap the hands; snap, snap, snap the fi ngers; standing 
over students to communicate that time is up; turning the page before the student is 
ready) communications. The impatient teacher rushes students to fi nish what they 
are doing (e.g., literally grabbing the learning materials out of students’ hands, such 
as the student’s pencil, keyboard, musical instrument, or worksheet). And they 
bring the learning activity to a quick close by showing or telling students the right 
answer (e.g., “Here, let me do this for you.”). The two key problems with impa-
tience are that it shuts down students’ inner motivational resources (to give way to 
compliance with the teacher’s commands) and it by-passes the actual learning 
opportunity.  

    How Do I Know If I Am Becoming More Autonomy Supportive? 

 In the effort to become signifi cantly more autonomy supportive toward one’s stu-
dents, it helps to know how one is doing. Becoming more autonomy supportive is a 
skill, and that skill can be developed and refi ned. Toward that end, I can suggest 
three sources of feedback.

   First, you can ask your students to report their perceptions of your motivating style. 
To assess students’ perceptions of autonomy-supportive teaching, it is fairly 
common to use the Learning Climate Questionnaire (LCQ; Williams & Deci, 
 1996 ). The LCQ asks questions such as, “I feel understood by my teacher” and 
“My teacher tries to understand how I see things before suggesting a new way to 
do things.”  

  Second, you can ask a trained rater to visit your classroom, observe your motivating 
style, and score your autonomy-supportive teaching using the rating scale shown 
in Fig.  7.1 . It may be diffi cult to arrange for a trained rater to visit your class-
room, but a trusted colleague may take on this same role. Or you might videotape 
or audiotape your own instruction and use the rating sheet in Fig.  7.1  to self- 
score your autonomy-supportive teaching.  

  Third, you can monitor students’ engagement signals during your instruction. When 
teachers are more autonomy supportive, students’ engagement rises, and when 
teachers are less autonomy supportive, students’ engagement falls (Reeve, Deci, 
& Ryan,  2004 ; Reeve & Cheon,  2014 ). To the extent that you utilize autonomy-
supportive teaching, then students should react by showing large and immediate 
 engagement spikes during instruction. This engagement spike should be so large 
as to be an obvious (easily noticed) classroom event.    
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 These are three reliable sources of feedback. I can also suggest a fourth, though 
indirect, way of knowing. As teachers become more autonomy supportive, they 
experience many personal and professional benefi ts, such as gains in teaching 
 effi cacy and job satisfaction (e.g., Cheon et al.,  2014 ). So, the fourth way of know-
ing would be to ask, “Are these same benefi ts occurring for me?”   

    Conclusion 

 I introduced six empirically validated autonomy-supportive instructional behaviors. 
Each of these acts of instruction is highly positively intercorrelated with the other 
fi ve, so it is best to think about a teacher’s overall motivating style. When used in 
isolation from the other fi ve, none of the individual autonomy-supportive instruc-
tional behaviors seems able to produce the classroom conditions and teacher- student 
relationship that students experience as autonomy support (Deci et al.,  1994 ). 
Instead, an experience of autonomy support emerges when teachers use the instruc-
tional behaviors synergistically. The purpose of this chapter was to help the inter-
ested reader learn how to do this.     
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    Chapter 8   
 An Instruction Sequence Promoting 
Autonomous Motivation for Coping 
with Challenging Learning Subjects       

       Avi     Assor    

        Teachers often feel that many of their students show very little enthusiasm and inter-
est in their studies and are not willing to cope with challenging subjects. Many 
students also try to invest as little effort as possible and sometimes actively avoid 
opportunities to develop new skills and knowledge. In self-determination theory 
(SDT, Ryan & Deci,  2000 , and see also Chap.   2     in this volume), these students 
are conceived as lacking intrinsic motivation, and as externally motivated, 
A-motivated, or defi ant. And, as explained by several chapters in this volume and 
documented in past research (e.g., Assor, Kaplan, Kanat-Maymon, & Roth,  2005 ; 
Assor, Vansteenkiste, & Kaplan,  2009 ; Deci, Ryan, & Williams,  1996 ; Vansteenkiste, 
Simons, Lens, Soenens, & Matos,  2005 ), external motivation and amotivation often 
lead to low levels of engagement and processing, diminished capacity to apply what 
is learnt in other domains, and lack of creativity. In addition, external motivation or 
amotivation also appears to result in withdrawal from challenging subjects, espe-
cially in the domains of mathematics and the exact sciences. 

 In this chapter, I present a sequence or structure of teaching and learning that is 
based on SDT, as well as on some other motivation theories, which can strengthen 
autonomous motivation for learning and coping with challenging tasks among stu-
dents. This sequence was applied, on a small scale, in some schools in Israel. 
Interviews with teachers and classroom observations suggest that it can indeed 
enhance autonomous motivation. I will start with an analysis of potential reasons for 
lack of autonomous student motivation for learning a specifi c subject. Then, based 
on this analysis, I will present an instruction and work structure including four 
stages. To assist application I will also present an observation form that enables 
teachers to examine how well they apply some of the stages or actions suggested. 

        A.   Assor      (*) 
  Ben Gurion University of the Negev ,   Be’er Sheva ,  Israel   
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    Why Do Students Avoid Coping with Challenging Subjects? 

    Based on SDT, students’ amotivation and avoidance of challenging tasks can be 
viewed as resulting from their experience of these subjects as threatening three 
basic psychological needs: competence, autonomy, and relatedness. In my experi-
ence, the major reason many students avoid coping with challenging tasks is that 
they experience these tasks as threatening their need for competence. In addition, 
lack of suffi cient support for the two other needs may further undermine this stu-
dents’ willingness to cope with diffi cult tasks. Accordingly, I will devote consider-
able attention to the threats posed by challenging tasks to students’ need for 
competence and then discuss the two other needs more briefl y. 

  The Need to Feel Competent     It appears that students feel that a given task or subject 
threatens their need for competence due to three major factors: (a) frequent past 
failures, (b) exposure to verbal comments or nonverbal behaviors implying low abil-
ity, and (c) belief in a harmful naïve theory of success. The fi rst factor is almost 
self-evident: students who have suffered many past failures or were exposed to mes-
sages implying low ability are likely to fear that their attempts to cope with a new 
task would only further augment their sense of low competence. The third factor – 
belief in a harmful naïve theory of success – requires some explanation. This notion 
is derived from Nicholls’ work on achievement goals (e.g., Nicholls,  1984 ) and 
Dweck’s work on naïve theories of intelligence (e.g., Dweck,  1999 ). A similar view 
is presented by Skinner, Wellborn, and Connell ( 1990 ).  

 Figure  8.1  summarizes the main components of harmful versus constructive 
naïve theories of success, as well as some major outcomes of these theories in terms 
of students’ goals, feelings, and mode of coping with challenges.

   When students hold a harmful success theory, they believe that a major reason 
for their lack of success in coping with academic challenges, across many situa-
tions, is their lack of inborn capacity (talent). In addition, they also believe that this 
capacity cannot be developed and increased as a function of practice and instruction 
provided by skilled helpers. This theory ignores the fact that, often, lack of success 
is a result of lack of necessary prior knowledge or skills, not knowing or not using 
appropriate learning strategies, not using social and emotional strategies to achieve 
success and cope with failure, or simply not investing enough effort. This theory is 
termed “harmful” because it leads students to suspect that if they invest a lot and 
still fail, this would cause them and others to believe that they are stupid or not as 
smart as they feel they have to be. Because failure following considerable invest-
ment is interpreted as indicating poor inborn capacity, students feel ashamed and 
unworthy when they fail, try to hide their diffi culties and failures, and are reluctant 
to seek help. In addition, because they believe that the investment of much effort 
indicates lack of capacity, they avoid investing much effort in public. 

 Finally, because they are so concerned that failure or lack of great success fol-
lowing effort will disclose their limited inborn and unchangeable capacity, they 
mainly focus on trying to impress others that they have high ability (or making sure 
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they do not appear incapable) rather than improving their ability. In short, they focus 
on ability demonstration rather than on ability improvement. In the relevant literature, 
this focus or orientation is termed performance goal (e.g., Dweck,  1999 ) or ego goal 
orientation (Nicholls,  1984 ). Martin Covington ( 1992 ) described a similar orienta-
tion in his perceptive descriptions of students’ desperate attempts to protect their 
sense of self-worth. 

 In contrast to students holding a harmful success theory, those holding a con-
structive success theory believe that the major causes for success are previous 
knowledge, appropriate strategies, and/or effort rather than limited and unchange-
able inborn capacity. Therefore, when these students fail, they do not feel ashamed, 
they do not hide their failure, they try to understand what strategies or knowledge 
they need to acquire in order to cope better, and they are willing to put more effort 
and/or seek help. In addition, because failure simply implies lack of suffi cient 
knowledge, effort, or strategies, they focus on ability improvement and hold mas-
tery goals (Dweck,  1999 ) or task orientation (Nicholls,  1984 ). 

  The Need to Feel Autonomous     As already noted, in my opinion, the major reason 
students often avoid challenges is that these challenges threaten their need for com-
petence. However, students can be amotivated or reluctant to cope with certain tasks 

Harmful Success Theory:

- The major cause for success is:  

   Inborn capacity (talent) that cannot   
be increased via practice and/or 
help-seeking 

- Performance/Ego goals: Demonstrating 
competence - Showing that I am especially 
smart or showing that I am not stupid 

-  Feeling ashamed and unworthy following lack 
of success  

-  Hiding difficulties, avoiding help-seeking, and 
avoiding investment that is public and apparent 

- Mastery/Task goals: Improving competence - 
Learning or improving skills and/or 
understanding.  

-  Feeling frustrated, but not deeply ashamed or 
unworthy following lack of success  

-  Sharing difficulties when appropriate, seeking 
help when necessary and useful, investing 
effort also when investment is public and 
apparent 

Student's Naïve Theory of Success Student's Goals, Feelings and Mode of Coping with
Challenge: 

Constructive Success Theory:

-  The major causes for success are:  

1.  Previous knowledge

2.  Strategies for learning, memory,
     planning, seeking help from 
     others, emotion management 
     following frustrations. 

3. Effort

  Fig. 8.1    Harmful versus constructive naïve theories of success and their outcomes in terms of 
students’ goals, feelings, and modes of coping with challenges       
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also because these tasks threaten their need for autonomy (e.g., Assor,  2012 ; Assor, 
Kaplan, & Roth,  2002 ). The need for autonomy involves the desire to feel that one 
is able to self-regulate and self-organize one’s actions. Thus, students feel that their 
need for autonomy is supported when others allow and help them to handle them-
selves in ways they fi nd most valuable and useful for themselves. In contrast, stu-
dents feel that their need for autonomy is frustrated when others coerce and pressure 
them to do things they do not value or are not interested in. Consistent with this 
view, students may avoid investing in diffi cult tasks when they feel that teachers are 
too controlling and not allowing them to do things in the pace and manner they fi nd 
useful. In contrast, they may be willing to work harder when teachers allow them to 
choose subjects, ways of working, and ways of being evaluated. These aspects of 
autonomy supported are emphasized in the instruction sequence to be presented.  

  The Need for Relatedness     Another reason why students sometimes avoid working 
hard is that investing effort may hurt their social standing, since “cool” students are 
not supposed to work hard. In addition, some students may feel that excelling in 
some subjects may cause envy, which may cause some of their classmates to be less 
affectionate and friendly. More generally, students need to feel that serious attempts 
to cope with challenging and diffi cult tasks are not likely to undermine the affection 
they get from other classmates. The proposed instruction sequence tries to incorpo-
rate this need in some of the activities and procedures it includes.   

    A Detailed Description of an Instruction Sequence Promoting 
Autonomous Motivation for Learning and Coping 
with Challenging Tasks 

 Figure  8.2  provides a detailed description of the instruction sequence. The sequence 
is designed for regular (often crowded) classrooms aimed at helping teachers to 
provide at least some support for students’ needs as part of their regular instruction 
process. The sequence is especially relevant and more feasible and workable for 
instruction and learning conducted in small groups or for individualized instruction. 
However, major aspects of it are also relevant for large classrooms, provided that 
teachers are willing to reduce the amount of “material” (concepts, facts, skills) they 
try to cover. As noted somewhere in this volume, the notion that “less is more” is a 
benefi cial practice, since it allows students to have time to digest things at their own 
pace and minimize the risk of creating a pressuring class atmosphere. As I describe 
the specifi c components and practices comprising the sequence, I will also point to 
the way they are likely to support students’ needs. However, readers are encouraged 
to make their own speculations on how different components and practices may 
affect students’ and teachers’ needs. This is important because we sometimes cannot 
predict how a certain well-intentioned procedures will be experienced by students 
and teachers.
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An Instruction Sequence Promoting Autonomous Motivation for Learning
and Coping with Challenging Tasks

  (I)  Classroom Preparation: Creating a class culture supporting a constructive theory of success and
       autonomous adherence to classroom rules while teacher is not paying attention.

 (II)  Application of the Sequence in Individual and Group Work:

           (a)  Joint student-teacher setting of a general learning objective.

           (b)  Joint formation of a work and evaluation plan.

           (c)  Structured ongoing student work. Students work according to the plan they have
                formulated, while receiving three types of competence supports:
                    (1)  Informational teacher feedback: Specific, frequent, non-comparative, focusing
                         first on positive aspects, and supporting a constructive success theory.
                    (2)  Teacher support for coping with non-success: (a) Helping students to identify
                         potential reasons for their non-success in a way that supports a constructive
                         success theory; (b) Helping students to identify missing strategies and supporting
                         strategy development (only when relevant); (c) Helping to acquire missing basic
                         knowledge; (d) Changing or modifying the objective and the plan; (e) Ongoing
                         emotional and moral support
                    (3)  Peer Support: Working with student and class-mates on assisting each other and
                         perhaps also providing informational feedback.

           (d)  Bi-directional Summary: Student and teacher summarize their attainments, and identify
                strengths and difficulties in their collaboration.

           (e)  Joint setting of a new general goal.

(III)  All-classroom interim activities and summary discussions: Aimed at (a) identifying classroom
       processes that undermine or enhance students' coping with Challenges, (b) fostering a
       constructive theory of success, and (c) cultivating classroom behaviors and atmosphere that
       enhance autonomous motivation. 

  Fig. 8.2    An instruction sequence promoting autonomous motivation for learning and coping with 
challenging tasks       

      Classroom Preparation: Creating a Class Culture Supporting 
a Constructive Theory of Success and Autonomous Adherence 
to Classroom Rules While Teacher Is Not Paying Attention 

 In this phase, students learn concepts and start to internalize values that teachers can 
later refer to when students cope (or fail to cope) with various challenges. Student 
knowledge and internalization of such concepts and values are essential to mobilize 
students’ understanding and cooperation when students show amotivation, external 
motivation, or defi ance and when students are unwilling to work quietly without 
supervision when the teachers’ attention turns to one student who needs feedback or 
assistance. It is possible to distinguish between a narrow focus and a wide focus. 
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 The narrow-focus approach includes two components: 

    Class Discussions and Activities Promoting Learning and Valuing 
of the Notions of Constructive and Harmful Success Theories 

 The goal of these learning activities is to promote understanding of and identifi ca-
tion with a constructive theory of success and a culture of ability improvement, 
which in turn leads to the development of a class and school culture of ability 
improvement, in contrast to ability demonstration. This culture includes a system 
of expectations, symbols, and interpretive dispositions refl ecting and expressing a 
constructive theory of success and a nonchalant problem-solving approach to lack 
of success. 

 It is possible to create such an ability-improvement culture in classrooms via 
class activities, discussions, movies, and stories focusing on the two theories and 
their consequences.  Personal demonstration by teachers is especially helpful . In 
such demonstrations, teachers may share with their students how they held a harm-
ful success theory, which created feelings of shame, and prevented them from 
investing effort or seeking help. It is also useful to expose students to people they 
can easily identify with, who tell students how they avoided coping with certain 
subjects and how they overcome their diffi culties by changing the way they interpret 
their lack of success, and focusing on ability improvement rather than demonstra-
tion. It is also very important to illustrate the theories via visual and physical arti-
facts such as posters on the classroom walls, graphic displays in notebooks and 
activity calendars, etc. Following a more distant and less personal discussion of the 
concepts, it is often useful to sensitively conduct activities in which children start 
sharing how they respond to diffi cult challenges, including sharing feelings of 
shame, fears that failure may affect their social standing, and worries about the 
consequences of disclosing diffi culties and seeking help.  

    Class Discussions and Activities Promoting Autonomous Internalization 
of and Adherence to Norms of Consideration for Others and Acceptance 
of Class Rules and Procedures 

 As will be shown later, the sequence requires students to internalize values of con-
sideration of others and respect for class rules rather than rely on external regulation 
by the teacher. In order to attain internalization of these norms and rules, teachers 
have to discuss these issues with their class, explain the rationale, and have students 
participate in the formation of rules and procedures ensuring that the teacher can 
work with several students while the rest of the class does not disturb and keeps 
working. After the rules are applied, any deviation from them should be dealt with 
immediately, in autonomy-supportive ways, that is, via discussion, non-vindictive 
but fi rm limit setting, and joint decision-making. These procedures can be expected 
to minimize future violations of the jointly formed rules. 
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 The wide focus includes a third component:  

    Activities Promoting the Learning of SDT-Based Concepts of Four 
Motivation Types (Autonomous, Controlled, Amotivation, and Defi ance) 
and the Needs Underlying Them 

 These concepts are learnt in a simplifi ed way. The understanding and learning of 
these concepts may help to create a classroom culture that is sensitive to students 
and teacher needs and may enhance students’ understanding of what is stopping 
them from studying or from cooperating with the teacher. A description of class-
room features and activities that help to create a need-supporting classroom appears 
in Assor, Kaplan, Feinberg, and Tal (2009) and in Feinberg, Assor, Kaplan, and 
Kanat-Maymon (2014). It should be noted that the inclusion of this type of activities 
demands considerable time and effort, and from my experience, it can be added at 
later stage. Moreover, many aspects of the sequence already include components 
supporting students’ and teachers’ needs without explicitly talking about it.   

    Application of the Sequence in Individual and Group Work 

   Joint Student-Teacher Setting of a General Learning Objective 

 This part starts with an individual conversation with each child, in which the teacher 
explains the rationale for the joint objective-setting and the entire sequence. Essentially, 
teachers explain that they apply the sequence so that each student can develop knowl-
edge and ability in an area that is important for her/him. Then, the teacher asks the 
child to share subjects, concepts, or skills she/he would like to develop or learn. The 
teacher may also present some goals for the child and ask for the child thoughts and 
preferences regarding these goals. Often, one meeting would not be enough and stu-
dents would need to meet for one or two more sessions. The teacher may also help the 
child fi nd what is of special importance or interest to her/him by suggesting various 
activities that may help to discover such interests and priorities.  

   Joint Formation of a Work and Evaluation Plan 

 Teacher and student would collaboratively formulate a work plan aimed at attaining 
the learning objective they set jointly. The plan usually includes short-term, realistic 
objectives (specifi c concepts and skills) constituting benchmarks (and necessary 
steps) in the way to the more distant and general learning objectives. The plan 
should also include ways of evaluating the extent to which the benchmarks were 
attained. To set up such a plan, it is important to assess student’s mastery of knowl-
edge (and sometimes also strategies) necessary to attain the general learning objec-
tives. It is important to emphasize that this assessment should be carried out only 
after the rationale for it was explained and accepted by the students, so they do not 
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experience it as a controlling act. It should also be noted that people are often 
unaware of their diffi culties and how much effort they would have to invest to 
acquire missing knowledge (see Zimmerman,  2002 , and personal communication). 
As a result, teachers may sometimes have to insist, quite fi rmly, that an initial 
assessment should be carried out even when students do not see a need for it. Of 
course, in negotiating this issue, sensitivity to students’ emotions and needs is 
extremely important, as is an attempt to attribute the considerable lack of knowl-
edge or skills to factors other than limited inborn capacity (i.e., use terms refl ecting 
a constructive theory of success). There is considerable research suggesting that the 
setting of short-term optimal objectives (and specifi c, timely, and informative feed-
back on the extent to which these objective are met) is essential to the maintenance 
of students’ sense of effi cacy, competence, and motivation (e.g., Schunk,  1996 ). 

 Importantly, in order for teachers to conduct an informative assessment of knowl-
edge and skills required to attain various learning objectives, they need to know the 
relevant knowledge domain quite well. That is, the have-to-be knowledge and peda-
gogy experts in that domain and the application of the instruction sequence may in 
fact help them to further develop their expertise, thus supporting teacher’s sense of 
competence as well. 

 Following Zimmerman ( 2002 ), the initial objectives may focus on successful 
mastery of important strategies and not on performance in the tasks the strategies 
are supposed to help with. For example, if students learn strategies for extracting the 
main concepts from a written text, this is what they should receive feedback on, 
rather than how they write and organize a text based on these concepts. We should 
also be very careful to emphasize to both teachers and students that strategies are 
only tools for mastery knowledge and skills, so it is very important to assess if stu-
dents really need them, as some students may have their own ways of learning and 
do not need to be formally introduced to various strategies.  

   Structured Ongoing Student Work 

 In this phase, students work according to the plan they have formulated, while 
receiving three types of competence supports. These supports are described below:

    1.     Informational teacher feedback . To support student’s sense of competence and 
autonomous motivation as they try to reach the objectives they set up, it is abso-
lutely essential that students receive frequent informational feedback. It is desir-
able that at least some of the feedback will not be formal or written, but rather a 
part of a nonchalant verbal interchange that occurs as the teacher moves around 
the classroom or stops briefl y to see how a student is doing. There is considerable 
research suggesting that such feedback should  be specifi c ,  non-comparative , 
 focusing fi rst on positive aspects , and  supporting a constructive success theory  
(e.g., Butler,  1987 ; Hattie & Timperley,  2007 ; Madjar & Assor,  2013 ). From this 
perspective, teachers would do well to give specifi c comments pointing to areas 
of improvement and aspects that need to be improved and are not yet mastered. 
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It is also important to try to avoid giving numerical grades that can easily encour-
age comparisons between students. Another option is a within-student grading 
refl ecting rate of improvement relative to the student’s past performance. In 
order to strengthen students’ constructive theory of success, it is important to 
avoid trait-oriented feedback such as “you are talented and have a high potential” 
because when students do not succeed, they may attribute their non-success to 
lack of talent and potential (i.e., unchangeable inborn capacity). In contrast, 
feedbacks pointing to knowledge/skill components that can be improved, and 
potential strategies for reaching such improvements, strengthen a constructive 
success theory by implicitly implying that success is a product of strategies and 
effort.   

   2.     Teacher support for coping with non-success . When students do not succeed 
or fail, it is, of course, important that the teacher will address this issue and help 
students cope with the failure. In this section, we describe fi ve components of 
teacher support following student failure. These components are presented in the 
order they often appear in practice.

    2a.     Helping students to identify potential reasons for their non-success in a 
way that supports a constructive success theory . When students do not 
succeed or fail, it is extremely important that teachers will, promptly, address 
their experience and the way they interpret it. If teachers do not intervene, 
students may very quickly interpret their non-success in ways that only fur-
ther consolidate the harmful success theory they already hold. To prevent 
such early unfortunate consolidation, teachers may invite students to collabo-
rate with them in an attempt to identify which of the causes of success and 
non-success that were already discussed in the preparation phase (and may 
also appear on nearby poster) may account for their (temporary) non-success. 
Whether they are using inappropriate strategies? Perhaps they do not possess 
some necessary concepts or skills that are required to master the task? Did 
they put enough effort or leave enough time to practice? 

 As students might feel rather upset by their non-success, teachers need to 
be quite sensitive in these kinds of interventions. For example, it appears 
important to respect students’ negative feelings following non-success, 
rather than try to quickly comfort them or provide simple practical solutions. 
Often, attempts to somehow quickly help students feel better may be inter-
preted as lack of understanding or as an invalidation of students’ experi-
ences. There are several useful books and training programs providing 
guides for sensitive listening in such incidents, including the identifi cation 
of useful and non-useful teacher responses (e.g., Faber    & Mazlish  1996 ; 
Gordon,  1975 ). In my experience, such training programs often help teach-
ers to create more empathic and open relationships with students, which 
then allow teachers to work together with students as they try to understand 
the reasons for lack of success and as they plan ways of overcoming 
diffi culties. 
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 Finally, it appears that students’ failure experiences, while clearly 
unpleasant for all involved, may create an opportunity to understand whether 
students’ hold a harmful success theory, how deeply they adhere to it, and 
how destructive it is for them. To the extent that this is the case, teachers’ 
responses to the way students interpret the failure may help students to start 
shifting toward a more constructive success theory. As teachers work with 
students, it often helps if they give personal examples showing how chang-
ing their naïve theories helped them to cope effectively with failure or avoid-
ance of challenges. In addition, as teachers work with students in analyzing 
the reasons for failure, it is important that they convey a matter-of-fact 
problem- solving approach, viewing lack of success as a natural phase of 
learning.   

   2b.     Helping students to identify missing strategies and supporting strategy 
development  (only when relevant). Often, lack of success in a learning task 
is caused by lack of reliance on useful strategies or defi cient use of such 
strategies. Roughly, it is possible to distinguish between learning and orga-
nization strategies and socio-emotional strategies. The category of learning 
strategies includes methods for enhancing reading comprehension (e.g., 
Duffy,  2009 ; Dole, Nokes, & Drits,  2009 ; Pressley, Woloshyn, & Associates, 
 1995 ), summarizing materials, memory strategies, conceptual mapping, 
methods for sequential organization of numerical data, effi cient time plan-
ning, etc. (e.g., Weinstein,  1994 ; Weinstein & Hume,  1998 ; Zimmerman, 
Bonner, & Kovach,  1996 ). Socio-emotional strategies include, for example, 
various emotion-management skills and help-seeking skills. 

 While the importance of learning and organization skills is clear and well 
known, teachers often are not suffi ciently aware of the potential contribution 
of emotion-management skills. Failures, especially those perceived as unfair, 
often arouse strong feelings of anger, envy, sadness, or anxiety. In coping 
with these feelings, students often use strategies that may reduce the painful 
emotions in the short run, but are fairly destructive in the long run. For exam-
ple, students may devalue the merit of the subject they failed in, deny the 
failure or its implications, unjustly accuse others for their failure, destroy 
helpful teachers’ comments, etc. (e.g., Rijavec & Brdar,  1997 ; Skinner & 
Wellborn,  1997 ). In such cases, teachers may try to help students learn more 
constructive coping strategies adapted from cognitive-behavioral approaches 
such as acceptance and commitment (e.g., Hayes, Strosahl, & Wilson,  1999 ) 
and/or mindfulness training (e.g., Greenberg & Harris,  2012 ; Kabat‐Zinn, 
 2003 ). These methods strive to enhance people’s ability to accept their nega-
tive emotions and observe them without becoming fully identifi ed with these 
emotions and controlled by them. Of course using these practices requires 
training and personal maturity. However, it appears that training teachers to 
use these methods can be benefi cial to both teachers and students.   

   2c.     Helping to acquire missing basic knowledge . As was already noted, fail-
ure can often be a product of missing concepts and vocabulary that is essen-
tial for understanding the task and/or coping with the task successfully. In 
such cases, teachers need to help students to bridge the gap. Often, teachers 
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do not have to do it themselves. They can connect the student with other 
teachers, tutors, other students, etc. In some cases, they can provide useful 
Internet tutorials or library resources. In all these cases, it is extremely 
important that teachers follow up and examine to what extent students really 
start to close the knowledge gap. In cases students do not take any responsi-
bility, teachers may try to enhance student motivation by trying to under-
stand what is stopping them and by helping to create a structure that enhances 
student motivation to invest in acquiring the missing knowledge.   

   2d.     Changing or modifying the objective and the plan . At times, it may 
become clear that the original distal learning objective is too ambitious, is 
not feasible, or is clearly not meaningful or interesting for the student. In 
such cases, it is necessary to choose another objective and reorganize the 
plan accordingly.   

   2e.     Ongoing emotional and moral support . Throughout the whole process of 
coping with failures, it is important that teachers will, at times, transmit 
messages conveying their belief that the student can effectively use the feed-
back they get and the strategies they are exposed to, as well as learn missing 
knowledge and skills. The emphasis is not on trait-like compliments such as 
“you are smart” or “talented,” but more on messages such as “I am sure that 
you can learn the concepts you missed in an earlier grade,” “I am convinced 
that you can fi nd the kind of strategies that would work for you,” and more 
generally “if you work hard and use the suitable strategies, you would meet 
the objective you set up for yourself.” It is advisable to use these statements 
only sporadically, and they cannot substitute the various practices and acts 
described before.    

      3.     Peer Support . After the instruction sequence is applied and running fairly well, 
it is desirable to add the peer support component. This involves learning of ways 
of asking and giving feedback, when to ask for feedback, and how to give feed-
back and assistance in ways that contribute to learning and do not undermine the 
recipient’s self-esteem or social standing. The feedback given should, of course, 
be a constructive theory of success and an ability-improvement culture. Methods 
for promoting constructive peer feedback and assistance appear in publications 
focusing on the promotion of cooperative learning in classrooms (e.g., Sharan, 
 1994 ; Slavin,  1995 ).      

   Bidirectional Summary 

 Following a period of collaborative work, it is important to set up a review and 
evaluation of the joint work process and its products. It is advisable to do this evalu-
ation after there was some progress toward the attainment of the general learning 
objective or a signifi cant interim objective. However, such summary may also be 
called for if there is very little progress. The review can address questions such as: 
Did students develop the knowledge or skills they wanted to develop (a product 
focus)? Did they develop useful strategies as part of the process? How did the 
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student and the teacher feel throughout the process and presently? In discussing the 
last question, it is advisable to use the motivational concepts specifi ed in SDT (i.e., 
intrinsic motivation, identifi ed/integrated motivation, amotivation, etc.). Such dis-
cussion would be easier if those terms were learnt as part of the preparation phase 
(third component). However, it is possible to use these terms using everyday lan-
guage referring to the same phenomena. Other important review questions include: 
What aspects of the sequence or the teacher’s behaviors or reactions were helpful 
for students and what aspects hindered their progress and how? Similarly, what 
aspects of students’ behaviors or reactions were helpful for the teacher and what 
aspects hindered her/his capacity or motivation to help? Often, the school, teachers, 
students, or parents may want to present the knowledge or skills students developed 
to parents or other people in the school community. In this case, students and teacher 
may discuss how they feel about it and what kind or presentation they prefer.  

   Joint Setting of a New General Learning Objective 

 After the learning goal was attained (or mostly attained) and the summary and 
review process is over, the teacher and the student would discuss the next general 
learning objective. Often, because of lack of various constraints or other prefer-
ences, there would be a break and a new sequence (and learning goal) would only 
be initiated only after several months of break. In such cases it is useful to go back 
to the bidirectional so as to refresh what was learnt about the most effective and 
motivating ways of working together.   

    All-Classroom Interim and Summary Activities and Discussions 

 These activities and discussions are aimed at maintaining and supporting the val-
ues, norms, and class culture and atmosphere that the preparation phase has started 
to establish. As such, they refresh and expand the students’ understanding of naïve 
theories of success and their consequences and class rules that allow the teacher to 
work with individual students while others work quietly on their tasks. More gen-
erally, such discussions may enable teachers to foster a sense of shared class 
responsibility for ability improvement of all students, as well as a general feeling 
of the class as a caring community. The discussions also aim at early identifi cation 
of classroom processes that undermine the motivation and progress of individual 
children, as well as creating motivationally sound ways of coping with such imped-
iments. As part of this process, teachers may expose students to the motivation 
concepts of SDT, so their understanding of what may account for progress or stag-
nation in individual learning and/or in caring among classmates may be 
deepened.   
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    Summary Comments 

 This chapter presented an instruction structure that is likely to strengthen students’ 
motivation to cope with challenging subjects they have previously avoided, mainly 
because they believe that they do not possess the required inborn talent. I believe 
that sensitive, high-quality implementation of this sequence is likely to help stu-
dents to discover that their self-sabotaging beliefs are not valid. It is important to 
note that the implementation of the proposed sequence should be supported by a 
system of professional, organizational, and moral support within the school, a sys-
tem that provides space for trial and error and provides continual guidance and 
opportunities for consultation when diffi culties emerge. One area where the pro-
posed sequence may be especially relevant and useful is the domain of special edu-
cation. In many special education classes, there are enough teachers or teacher aides 
to allow individualized and small-group instruction. In addition, the challenges 
faced by many special education students are similar to those described in this chap-
ter. Alfi , Katz, and Assor ( 2004 ) described a mode of working with special educa-
tion settings that can be integrated with the sequence presented in this chapter. 

 It is extremely important to note that the proposed learning sequence, of course, 
is not the only way to promote autonomous motivation to study challenging sub-
jects. One limitation of this structure is that it fi ts small-group or individual instruc-
tion more than a whole-classroom instruction. In heterogonous, large-size 
classrooms, it may be quite different to implement such individualized learning 
sequences. Reeve and Halusic ( 2009 ) have described a structure such as this. Bar 
Ziv, Assor, and Feinberg ( 2012 ) have described an in-service process and an obser-
vational system providing teachers with brief and clear guidelines on how to pro-
mote autonomous motivation in large classrooms. 

 A second, and very serious, limitation of the proposed sequence is that it may not 
fi t students who already have intrinsic motivation and considerable knowledge in 
the relevant subject. For them, the meticulous setting of a series of short-term con-
crete objectives and assignments and the frequent evaluations may actually be expe-
rienced as pressuring interferences that only undermine their intrinsic motivation, 
fl exibility, and creativity. When teachers spot such students, they may well want to 
allow them to work in ways that these students fi nd most benefi cial. Yet, for these 
students too, continual teachers’ interest and availability are still important. 

 A third limitation of the proposed sequence is that it is based mainly on enhanc-
ing students’ feeling that they are able to cope well with diffi cult challenges; that is, 
it augments students’ sense of competence. However, it is possible that to reach a 
highly intrinsic motivation and great pleasure from studying a certain subject, it is 
not enough to feel that studying the subject contributes to our sense of competence. 
Thus, a real sense of enchantment and fascination with a certain subject may be 
based, to a large extent, on sensing the “beauty” of that subject, the surprising 
aspects of it, its contribution to new important understandings, and its capacity to 
expand our emotional experience or to connect more deeply to oneself or the world 
around us. In short, highly intrinsic engagement with a given subject may be, in 
part, due to its strong contribution to our intellectual, aesthetic, and/or emotional 
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experiences, experiences that go beyond the sense of enhanced personal compe-
tence. The type of learning process proposed by Boaler ( 2009 ) may perhaps pro-
mote a type of learning characterized by such fascination and intrinsic motivation. 

 The last limitation refers to the type of knowledge and skills the sequence pro-
motes. I believe that the proposed sequence fi ts mainly to the acquisition of skills 
and knowledge in what can be termed “basic languages”: math, language, comput-
ers, grammar, and maybe some basic concepts and procedures in various subjects, 
especially the exact natural sciences. This is because in these domains there is a 
relatively accepted knowledge structure, in which certain concepts and skills serve 
as a necessary foundation for more advanced ones. Because such knowledge struc-
ture exists, it is possible to create a relatively logical instruction sequence in which 
more basic aspects are acquired before more complex ones are presented. However, 
there are knowledge and thinking domains that are very important, but do not have 
clear knowledge structure beyond a few basic concepts and skills. In fact, many top-
ics in the domains of the humanities, the arts, and the social studies fall into this 
category. For example, how do we develop critical thinking regarding important 
social issues? How do we form interesting personal interpretations regarding the 
meaning of literary or artistic works? How do we foster a creative approach to the 
solution of various social or personal problems? It is evident that the highly struc-
tured sequence proposed in this chapter is mostly irrelevant to the nurturing of these 
capacities. In these domains too, it may, at times, be important to defi ne concepts 
and skills students need to acquire, as well as establish criteria for evaluating cre-
ative or scholarly products. But, unlike in the proposed sequence, such defi nitions 
and criteria should not be introduced frequently, may be less precise, and are clearly 
be secondary to the more open and fl exible critical and creative processes they are 
expected to serve. 

 In sum, despite some serious limitations, it appears that high-quality implemen-
tation of the proposed sequence may provide students with empowering experiences 
that enhance their capacity to cope with challenging subjects, at least in domains 
where there is a clear structure of basic concepts and skills. Importantly, the 
enhancement of students’ motivation and capacity can also constitute a meaningful 
and motivating formative experience in the professional and personal development 
of the teachers working with the sequence.     
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    Chapter 9   
 Parental Involvement and Children’s 
Academic Motivation and Achievement       

       Wendy     S.     Grolnick    

      In the effort to increase children’s achievement and promote educational equality, 
parent involvement in children’s schooling has become a key focus of both 
 researchers and practitioners. There is now strong evidence that parent involvement 
in children’s schooling is associated with children’s achievement and that this 
 relation holds across diverse populations and contexts (e.g., for reviews, see Fan & 
Chen,  2001 ; Hill & Taylor,  2004 ; Jeynes,  2005 ,  2007 ; Pomeranz, Grolnick, & Price, 
 2005 ). With this knowledge in mind, increasing parent involvement has become a 
goal within many educational contexts. 

 While pursuing this goal should be applauded, it is important that key  stakeholders 
do so with knowledge of the complexities of this important resource. In particular, 
it is important to consider (1) what types of involvement are most effective, (2) why 
parent involvement facilitates children’s achievement so that its effects can be 
 maximized, (3) whether the way in which parents are involved makes a difference, 
and (4) what factors predict how involved parents become in their children’s 
 schooling. It is also important to consider parents’ viewpoints to understand why 
they are involved, in that their own motivations may impact not only their levels of 
 involvement but the way they become involved. This chapter takes up each of these 
issues. Using a Self-Determination Theory (SDT) perspective (Deci & Ryan,  1985 , 
 2000 ), we explore how using a motivational model can help us to understand when, 
how, and why parent involvement is effective so as to maximize its impact for stu-
dent motivation, achievement, and adjustment. 
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    A Self-Determination Theory Perspective on Parental 
Involvement 

 From an SDT perspective, children, as all humans, have three needs: those for 
autonomy, or to feel volitional and agentic; for competence, or to feel effective in 
their environments; and for relatedness, or to feel loved and valued. Given that par-
ents are the primary socializing agents in children’s lives, whether children’s needs 
are satisfi ed within their day-to-day contexts is highly dependent on the degree to 
which parents create need-satisfying contexts. While parents affect children in a 
number of domains including social development, household responsibilities, and 
behavioral adjustment, they also play a key role in children’s school experience. 

 Parent involvement, defi ned as parents’ dedication of resources within a domain 
(Grolnick & Ryan,  1989 ; Grolnick & Slowiaczek,  1994 ), can be considered from 
the perspective of these three needs. First, when parents dedicate resources such as 
time, warmth, and more tangible resources such as books and assistance, children 
feel important and valued, thus fulfi lling their need for relatedness. Parent involve-
ment, however, needs to be provided in a way that supports children’s needs for 
autonomy and competence. In particular, parents can be involved in an autonomy- 
supportive or a controlling manner. When autonomy supportive, parents take chil-
dren’s perspectives, help them solve their own problems, and encourage their 
initiatives. By contrast, when parents are controlling, they act from their own per-
spectives, solve problems for the children, and direct and pressure them to achieve 
in particular ways. Given children’s need for autonomy, parents’ involvement should 
be most benefi cial when it is enacted in an autonomy-supportive manner. Second, 
involvement should be most effective when parents support children’s competence 
by providing a structured environment including clear guidelines, expectations, and 
information about how to be successful. 

 Another important tenet of SDT concerns the idea that individuals are active with 
respect to their environments. They develop beliefs and motives in response to their 
experiences in their environments, which then shape their behaviors. Thus, aca-
demic contexts, including those created by parents and teachers, impact children’s 
beliefs about their abilities and their motives, i.e., why they engage in school behav-
iors. In particular, when contexts support autonomy, children will be more likely to 
engage in school behaviors because they see value in these behaviors, rather than 
because they feel pressure to do so. With regard to competence, when contexts pro-
vide structure, children will be more likely to feel competent and to understand how 
to be successful and to avoid failure or have a sense of perceived control. 

 Having delineated the SDT framework, we now explore data on particular issues 
relevant to parent involvement. Across these issues, the extant data support the use-
fulness of an SDT perspective.  
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    Types of Parent Involvement: Not All Behaviors 
Are Equally Effective 

 Parent involvement in children’s schooling has included a variety of activities and 
resources. Many researchers distinguish between two major types of involvement, 
that at school and that at home. Involvement at school includes activities such as 
going to school meetings, attending parent-teacher conferences, talking with teach-
ers, and volunteering at school. Parent involvement outside of school includes help-
ing children with homework, discussing school activities, and exposing children to 
intellectual activities that help to bring school and home together. Interestingly, 
when examining the effects of different types of involvement, several researchers 
have shown that it is the types of involvement that involve parent-child interaction, 
rather than those that focus on involvement at school, that are most effective. For 
example, McWayne, Hampton, Fantuzzo, Cohen, and Sekino ( 2004 ) showed that 
only supportive home learning (including talking to children about school activities 
and organizing the home to facilitate learning), but not direct involvement with the 
school, facilitated reading and math achievement. Hill and Tyson ( 2009 ) differenti-
ated between school-based involvement, home-based involvement, and academic 
socialization, including providing support for children’s own educational and voca-
tional aspirations, conveying the value of learning, and helping to make clear to 
children how learning activities connect to their interests. There were no effects of 
school-based involvement, modest effects of home involvement, and strong effects 
of academic socialization. These fi ndings are in line with three meta-analyses: two 
conducted by Jeynes ( 2005 ,  2007 ), one involving studies of elementary-age chil-
dren and one involving secondary schools, and one conducted by Fan and Chen 
( 2001 ). In all three meta-analyses, there were stronger effects for academic social-
ization than for other practices, including assistance with homework, parental read-
ing, and at-school participation. 

 Why would academic socialization-type behaviors have stronger effects than at- 
school behaviors and help with homework? One explanation is that parent involve-
ment may have its most potent effects not by helping children with specifi c skills 
(e.g., math skills) or by changing teachers’ behaviors or attitudes but, rather, by 
facilitating children’s school-related motivation. In other words, through their 
involvement, parents may help children develop the beliefs and motives that would 
translate into higher levels of engagement in school activities and ultimately higher 
achievement. From an SDT viewpoint, these would be the very self-related beliefs 
and motives tied to the satisfaction of the needs for autonomy, competence, and 
relatedness. More specifi cally, parent involvement would facilitate perceptions of 
competence and control tied to the need for competence, autonomous self- regulation 
tied to the need for autonomy, and feelings of connection tied to the need for 
relatedness. 

 Consistent with this reasoning, Grolnick and Slowiaczek ( 1994 ) proposed two 
models for understanding the effects of parental involvement, a direct effects model, 
in which parent involvement helps children by providing them specifi c academic 

9 Parental Involvement and Children’s Motivation



172

skills, and a motivational model, in which parent involvement facilitates children’s 
success by helping them to build key motivational resources. They tested the moti-
vational model in a study of 302 seventh grade children and their mothers and 
fathers. Three types of involvement were measured. School involvement concerned 
involvement in school activities and events, such as parent-teacher conferences and 
volunteering at school. Cognitive/intellectual involvement included parents expos-
ing children to stimulating events such as museums and current events. Personal 
involvement was parents’ display of interest and expectations for their children in 
school. In this study, children’s motivational resources were also measured, and 
grades and achievement scores were obtained. Path analyses supported the indirect 
effects model for both mothers and fathers whereby involvement facilitated the 
motivational resources of perceived competence and perceived control which then 
predicted school grades. Marchant, Paulson, and Rothlisberg ( 2001 ) similarly mea-
sured fi fth and sixth grade children’s perceptions that their parents were involved by 
valuing doing well in school and by participating in school activities and events. 
Only perceptions that parents valued school performance and effort were associated 
with children’s perceiving that ability, effort, and grades were important as well as 
their perceptions of competence in school. These motivational variables were then 
associated with children’s grades. In a sample of younger children (7 years old), 
Topor, Keane, Shelton, and Calkins ( 2010 ) found that teachers’ perceptions of par-
ent involvement (that they showed a value for and interest in school) predicted chil-
dren’ academic perceived competence, which then predicted their achievement.  

    How Involvement Is Conveyed Matters 

 While research clearly attests to its positive effects, parent involvement can be con-
veyed in different ways, and this may infl uence how it affects children. Importantly, 
parents can be more autonomy supportive or more controlling in the way they are 
involved in school endeavors. In addition, they can be involved in a way that does or 
does not include providing the structure that would increase feelings of competence. 
We take up each of these issues, beginning with autonomy support. 

    Involvement: Autonomy Supportive vs. Controlling 

 Whether it is the way they discuss and deal with children’s grades or how they help 
with homework, parents can convey attitudes and behaviors that either support chil-
dren’s initiations and encourage them to solve problems or ones that pressure chil-
dren and solve problems for them. SDT would suggest that more controlling 
involvement should undermine children’s experience of autonomy. In this case, 
children’s motivation would tend to be external, with children engaging in school-
work and homework because of contingencies (rewards and punishments) or 
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introjects (engaging in behaviors to avoid negative self-related affects such as guilt). 
Controlling behaviors should prevent children from internalizing the value of their 
own learning and thus engaging in behaviors because they see them as important for 
their own self-valued goals (identifi ed motivation). Further, during interactions, 
controlling parental behaviors may prevent children from internalizing the informa-
tion that is being conveyed. When children are directed and pressured to learn, they 
are less likely to process information deeply and have it available later (Grolnick & 
Ryan,  1987 ). 

 To address the issue of autonomy-supportive versus controlling involvement, 
several researchers have examined parental styles during homework-like tasks. 
Grolnick, Gurland, DeCourcey, and Jacob ( 2002 ) had 60 third grade students and 
their mothers engage together in homework-like tasks – a map task where children 
had to describe how to get to locations on a map and a poem task, where children 
had to identify different forms of quatrains (four-lined rhyming poems). Mothers’ 
behavior during the tasks was rated from videotapes for how controlling (e.g., 
directing the child when he or she was progressing well; providing answers to the 
children) versus autonomy supportive (providing needed information; giving feed-
back) their behavior was. After the parent-child interaction, children were asked, 
unbeknownst to the children and the parents, to do similar map and poem tasks on 
their own. Results suggested that, controlling for children’s school grades as a mea-
sure of academic competence, the more controlling the mothers, the less accurate 
the children were on the quatrain and map tasks when on their own. Further, chil-
dren of mothers who were more controlling and less autonomy supportive during 
the interactive poem task wrote less creative poems when asked to write a poem on 
their own relative to children whose mothers were more autonomy supportive. In 
analyzing these poems, the children of the more controlling mothers tended to 
repeat the themes of the poem they wrote with their mothers. 

 The results of the Grolnick et al. ( 2002 ) study suggest the importance of an 
autonomy-supportive style during interactions around school work. While parents 
who are controlling may try to help their children by giving them answers and solv-
ing problems for them, such behaviors seem to prevent the deep processing and 
internalization of information such that it can be used independently. By contrast, 
autonomy-supportive interactions appear to help children internalize information so 
that it can be readily used when necessary. We explore another aspect of this study – 
different instructions that do or do not provide pressure on parents to have their 
children do well – on mothers’ behavior. This aspect of the study helps us to under-
stand why some parents may adopt a more controlling style, even when they may 
not endorse such behaviors. 

 A study by Kenney-Benson and Pomerantz ( 2005 ) also examined parent-child 
interactions during homework-like tasks in a sample of 7–10-year-olds. Mothers’ 
behavior was rated on a scale from controlling to autonomy supportive. Children 
also completed questionnaires about perfectionism and depression. Findings 
showed that the more controlling parents were, the more children reported perfec-
tionism and depression. Further, path analyses showed that the effects of controlling 
maternal behavior on depression were mediated by children’s perfectionism. Thus, 
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parent control seemed to translate into children’s developing controlling standards 
for their own performance, something that had negative implications for their 
well-being. 

 There is also some evidence from fi eld studies that parent involvement has more 
positive effects when conveyed in an autonomy-supportive style. Steinberg, 
Lamborn, Dornbusch, and Darling ( 1992 ) had 14–18-year-olds report on their par-
ents’ involvement in school, which included helping with homework, attending 
school activities and events, and helping with choosing classes. They also measured 
children’s perceptions of their parents’ overall styles, dividing them into more 
authoritative (autonomy supportive and structured), authoritarian (controlling and 
structured), and permissive (unstructured). They found that parent involvement had 
its most positive effects when combined with an authoritative style. The positive 
effects of parent involvement were attenuated when parents were either authoritar-
ian or permissive. 

 Given the importance of how parents are involved, we later address what may 
make parents more controlling in interacting with their children, focusing on pres-
sures parents may feel to have their children perform well. We also address how 
teachers may help to decrease the level of pressure parents feel. But next, we discuss 
how parents can provide structure at home to help their children succeed.  

    When Parents Provide Structure 

 While autonomy support has received some attention in the literature, parental 
structure has been studied less. Within an SDT framework, structure concerns the 
organization of the environment to facilitate competence. Parents provide structure 
for their children when they make clear their expectations and rules, provide feed-
back about how children are doing in meeting these expectations, and provide con-
sistent consequences for action. When these aspects of structure are in place, 
children know how to be successful and should feel competent to do so. 

 Farkas and Grolnick ( 2010 ) studied the effects of parental structure within the 
academic domain. In particular, they interviewed seventh and eighth graders about 
studying and homework and, in particular, whether their parents provide rules and 
expectations, feedback about how they are doing, consistent consequences for rule- 
breaking behavior, rationales for why they implement rules and expectations, and, 
in general, whether they act as authorities in the home. Raters coded the interviews 
and ratings of these different aspects of structure were combined. These authors 
found that the more parents provided structure, the higher were children’s percep-
tions of control of their school successes and failures and the more competent they 
felt in school. 

 Building on this work, Grolnick et al. ( 2014b ) measured both parents’ provision 
of structure and whether they provide structure in an autonomy-supportive or con-
trolling manner with their children in three areas: academics, unstructured time, and 
responsibilities. Providing structure in an autonomy-supportive manner involves 
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jointly establishing rules and expectations (versus parents dictating rules and expec-
tations without child input), allowing for open exchange about rules and expecta-
tions, providing empathy about the child’s viewpoint on the rules/expectations, and 
providing choice in how the rules were to be followed. Within the academic domain, 
how structure was provided was more important than the level of structure itself. 
More specifi cally, when parents provided structure in an autonomy-supportive man-
ner, children felt most competent (and parents perceived them as most competent), 
felt more in control of school outcomes, and evidenced higher levels of engagement 
and school grades. 

 In another study (Grolnick et al.  2014a ), the importance of parental structure was 
examined at the transition to middle school. The authors reasoned that the transition 
to middle school involves a series of changes including a new and larger school, a 
move from one teacher and classroom to  multiple teachers and classrooms, higher 
expectations from teachers, and more  controlling classrooms. Such changes would 
challenge children’s perceptions of how to succeed and their sense of their own 
competence and autonomy. We  reasoned that parental structure would buffer chil-
dren from declines in such motivation and self- beliefs at this transition. One-
hundred and thirty-six 6 th  grade students were interviewed about parental structure 
at sixth grade and then followed into seventh grade as they made the transition to 
middle school. Results showed that children in homes with higher level of structure 
were buffered from declines in perceived  competence, intrinsic motivation, and 
English grades relative to those in homes with lower levels of structure. Further, the 
more autonomy supportive the structure provided, the higher children’s perceived 
competence, autonomous motivation, and English grades. Thus, it appears that, by 
providing autonomy-supportive structure, parents can help their children weather 
the challenges of this important transition.   

    Predictors of Involvement 

 If educators are to increase parent involvement, it is important to understand the 
factors that are associated with differing levels of parent involvement. Further, it 
is important to know why parents become involved. We take up each of these in 
turn. 

    Factors Affecting Parents’ Level of Involvement 

 Several studies have shown that demographic factors such as parent education, 
income, and single-parent status predict parent involvement (e.g., Bogenschneider, 
 1997 ; Stevenson & Baker,  1987 ). However, this may be more the case for some 
forms of involvement than others. For example, Grolnick, Benjet, Kurowski, and 
Apostoleris ( 1997 ) found that SES was more strongly related to parents’ school and 
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cognitive/intellectual involvement than their personal involvement. Undoubtedly, 
the time and resources one needs to be involved in these ways make it more diffi cult 
for less advantaged families to be involved. Parents from disadvantaged back-
grounds may want to be involved but are able to do so in only certain ways. This 
point will be discussed later as we consider the implications of research fi ndings for 
educators hoping to increase parent involvement in their schools. 

 Beyond these background factors, however, researchers have looked at contex-
tual and attitudinal factors that impact levels of involvement. For example, in one 
study, controlling for SES, parents who reported more stressful life events and lower 
levels of social support were less likely to be involved, especially for mothers of 
boys (Grolnick et al.,  1997 ). Taking the view that parents are active in determining 
how they distribute their time and resources, several studies have examined how 
parents see their role in children’s learning and achievement as predictors of involve-
ment. For example,  Grolnick et al.  found that parents who saw their role as that of 
their children’s teachers were more likely to get involved in cognitive activities with 
their children relative to those who were less likely to endorse this role. Green, 
Walker, Hoover-Dempsey, and Sandler ( 2007 ) showed that parents who believed 
that parents should be active in children’s educations showed higher levels of home 
and school involvement relative to those who did not have these beliefs. Finally, 
Walker, Ice, Hoover-Dempsey, and Sandler ( 2011 ) measured three types of role 
constructions – one where parents thought they had primary responsibility for their 
children’s school performance, one where they believed they had shared responsi-
bility with the school for children’s school performance, and one where the school 
had primary responsibility for children’s school performance. In a study of 147 
Latino parents, these authors found that parents who endorsed the shared responsi-
bility role construction were more likely to be involved at home, whereas those who 
believed the school had primary responsibility were less involved at home. 

 Taking parents’ viewpoints even more seriously, we have focused on parents’ 
own motivation for being involved as a factor that may affect their behavior. Just as 
we have shown that whether children’s participation in school endeavors is more 
autonomous or more controlled has implications for their school functioning and 
adjustment, we wondered whether parents whose involvement behaviors were expe-
rienced as more versus less autonomous would have different experiences and levels 
of involvement. Thus, in a diverse sample of 178 mothers and their third through 
sixth grade children (Grolnick,  2015 ), we asked mothers why they were involved in 
three types of activities: talking to your child’s teacher (e.g., conferences and meet-
ings), participating in events at your child’s school (e.g., fund-raisers or volunteer-
ing), and helping your child with his or her schoolwork. Parents then rated their 
reasons for being involved in each of these activities. Reasons were associated with 
the four types of motivation: external (e.g., because I am supposed to), introjected 
(e.g., because I would feel guilty if I didn’t), identifi ed (e.g., because I think it is 
important to talk with the teacher), and intrinsic (e.g., because it is fun to go to the 
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events). Parents also reported on their affect when involved (i.e., interested, relaxed, 
calm, nervous, strained, bored) and their levels of school, cognitive/intellectual, and 
personal involvement. Finally, children reported on their perceptions of competence 
and children’s grades were obtained. Results showed that mothers’ motivation for 
involvement had both affective and behavioral concomitants. In particular, mothers’ 
external and introjected motivation for involvement were associated with lower lev-
els of positive affect when involved, while mothers’ identifi ed and intrinsic motiva-
tion were positively associated with positive affect. In addition, identifi ed and 
intrinsic motivations were associated with higher levels of school, cognitive/intel-
lectual, and personal involvement. Introjected motivation was negatively associated 
with school and personal involvement, and external motivation was negatively asso-
ciated with personal involvement. Finally, the results supported a pathway in which 
more identifi ed motivation for involvement was associated with higher levels of 
cognitive/intellectual involvement, which then predicted children’s perceived com-
petence and reading grades. In addition, identifi ed motivation was associated with 
children’s self-worth through increased personal involvement. 

 The results of the study on mothers’ motivation for involvement underscore the 
importance of considering why parents are involved for both their level of involve-
ment and for parents’ experience. That the strongest results were for identifi ed moti-
vation suggests that it is crucial for parents to be involved because they see their 
involvement as important for their own goals vis-a-vis their children rather than 
because of regulations and contingencies. Pushing parents to be involved through 
contingencies or guilt evoking may result in some increases in involvement, but if 
this results in more external and introjected motivation, these increases are unlikely 
to be sustained. Further, they may result in parents feeling unhappy when involved, 
and this may translate into uncomfortable interactions with children. Since positive 
affect during homework has been found to moderate children’s feelings of helpless-
ness on tasks (Pomerantz, Wang, & Ng,  2005 ), facilitating motivation in parents that 
is likely to be more autonomous needs to be a goal in efforts to involve parents. 

 Though not examining levels of involvement per se, a study by Katz, Kaplan, and 
Buzukashvily ( 2011 ) assessed parents’ autonomous versus controlled motivation 
for homework involvement by asking parents to respond to questions about why 
they help their children with homework. These authors found that the more autono-
mous parents’ motivation for helping their children with homework, the more they 
showed need-supportive behavior (i.e., were perceived by students and reported 
themselves as providing support for autonomy (i.e., understanding students’ per-
spectives, offering choice, allowing for criticism), support for children’s compe-
tence (e.g., helping students to plan, offering feedback), and support for relatedness 
(i.e., providing acceptance and empathy). In turn, the more need-supportive behav-
ior parents displayed, the more students reported autonomous motivation for com-
pleting their homework. Thus, again, parents’ motivation for involvement must be 
considered if involvement is to be most facilitative.  
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    What Affects the  How  of Involvement? 

 Results described earlier showed that higher levels of involvement were positive for 
school achievement but also that more autonomy-supportive involvement had the 
most robust effects on motivation and performance. Therefore, it is important to 
study what predicts whether parents are more or less autonomy supportive in their 
school-related involvement. 

 Within our framework, pressure is a key factor in predicting parental autonomy 
support versus control. Pressure, whether it is from external demands, internal pres-
sures to have children succeed, or a result of the children themselves pushing par-
ents, narrows one’s focus on the outcome and would thus lead parents to make the 
quickest and most expedient response to assure it. Oftentimes, this involves control-
ling children’s behavior, since autonomy-supportive behaviors, such as taking chil-
dren’s perspectives and engaging in joint problem-solving, take time and require a 
focus on the process of the interaction not just the outcome. 

 Consistent with this reasoning, in our lab, we have examined how pressure on 
parents to have their children succeed infl uences the degree to which parents inter-
act with their children in more autonomy-supportive versus controlling ways. In one 
study (Grolnick et al.,  2002 ), 60 mothers worked on map and poem tasks with their 
third grade children. Mothers completed questionnaires about their orientations 
toward being controlling or supporting autonomy in children. Then half of the 
mothers received pressure to have their child perform by being told “Your role is to 
ensure that your child learns to give directions [write a poem]. We will be testing 
him/her after to make sure that he/she performs well enough.” The other half 
received a non-pressuring orientation, “Your role is to help your child learn how to 
give directions [write a poem]. We will be asking him/her some questions after but 
there is no particular level at which he/she needs to perform.” Mothers’ behavior 
during the tasks was coded for level of autonomy support versus control. For the 
poem task, mothers in the pressuring condition were more controlling than those in 
the non-pressuring condition, directing the children and solving problems for them. 
For the map task, there was an interesting statistical interaction in which mothers 
who displayed highly autonomy-supportive attitudes toward working with children 
were not affected by the pressuring condition. On the other hand, mothers who 
believed strongly in control were much more controlling in the high-pressure condi-
tion than in the low-pressure condition. These results show how pressure can “roll 
downhill” and affect interactions with others. It also shows that some parents may 
be more vulnerable to pressure to have their children do well. The implications of 
these fi ndings for helping parents work with their children in a motivation- enhancing 
manner are discussed at the end of the chapter. 

 Another factor that may predict parents’ autonomy-supportive versus controlling 
school-related interactions concerns parents’ ideas about their children’s intelli-
gence. A body of work suggests that children who believe intelligence is fi xed and 
not changeable (i.e., have an entity theory of intelligence) show decrements in their 
performance on tasks when work gets diffi cult (e.g., Dweck & Leggett,  1988 ). The 
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interpretation of this is that, when children believe their intelligence is unchange-
able, diffi culties and setbacks would be an indication that they are not “smart” and 
there is nothing they can do about it. They become helpless – giving up and deni-
grating their capacities. By contrast, those who have an incremental theory, seeing 
intelligence as changeable and able to be increased, show more effort when faced 
with setbacks. Pomerantz and her colleagues have examined parents’ ideas about 
children’s intelligence. They reasoned that parents who have an entity mind-set 
regarding their children’s intelligence would see children’s mistakes and setbacks as 
indicative of a permanent defi cit in their competence. They would thus try to ensure 
that they perform well. This might lead to unconstructive interactions with parents 
more controlling and negative in their affect. On the other hand, mothers with an 
incremental mind-set would see diffi culties as signs only that their children need to 
display more effort to master tasks. They would be less concerned about perfor-
mance. In one study (Moorman & Pomerantz,  2010 ), these authors induced 79 par-
ents to have either an entity mind-set by telling them that the task their child was 
about to complete measured innate intelligence and children’s performance on the 
task was stable or an incremental mind-set, by telling them that children’s perfor-
mance on the task measured potential and was highly changeable through practice 
and learning. Mothers then worked on the tasks with their children, helping them as 
much as they wanted. The researchers coded mothers’ behaviors for whether they 
were pressuring and intrusive or encouraging of mastery. They also coded children’s 
responses to challenge for level of helplessness (i.e., frustration) versus engage-
ment. Results showed that mothers induced to have an entity mind-set were more 
unconstructive in their involvement. In addition, when children showed signs of 
helplessness, mothers in the entity condition engaged in more unconstructive 
involvement. The results of the study show that parents’ beliefs about children’s 
intelligence may play a role in how they interact with their children on school- 
related tasks. 

 Consistent with the idea of pressure from below, investigators have found that the 
lower children’s achievement, the more parents are controlling in their assistance 
with their children’s homework. For example, Dumont, Trautwein, Nagy, and 
Nagengast ( 2014 ) measured how controlling parents were in helping their children 
with their homework when children were in fi fth and seventh grades. They found 
that children with lower levels of reading achievement at fi fth grade received more 
control from their parents 2 years later relative to children with higher levels of 
achievement. In a further aspect of the study looking at reciprocal relations between 
parents’ and children’s behavior, lower levels of achievement led to more parental 
control which in turn led to children procrastinating more on their homework and 
then in turn to lower levels of achievement. Such results refute the often stated idea 
that children performing poorly require more controlling styles. Findings of the 
study indicate that, though they may elicit them, unfortunately, controlling interven-
tions do not appear to help them move toward greater self-regulation and academic 
performance. 

 Pomerantz and Eaton ( 2001 ) explored the mechanisms through which children’s 
achievement might elicit more controlling behaviors on the part of mothers. These 
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authors had mothers complete a checklist of behaviors they used when assisting 
their children with homework. Some of these behaviors, such as helping with or 
checking homework when their child did not request it, were labeled intrusive sup-
port. The authors found that the lower children’s achievement, the more mothers 
used intrusive support behaviors. Further, they found that children’s achievement 
elicited parental worry and signals of uncertainty from children which were then 
associated with intrusive support. Thus, parental worry and concern, which may be 
well meant, may result in pressuring their children. 

 In sum, there are a variety of factors that infl uence both the level and the quality 
of involvement parents display in their children’s academic lives. These factors need 
to be addressed in efforts to involve parents as they can be the difference between 
involvement that it is facilitative and undermining of children’s motivation and 
adjustment.   

    Implications and Recommendations 

 The research on parent involvement is extensive and makes it clear that enhancing 
parent involvement should be a goal for all schools. The research provides key 
information on how to maximize efforts to harness this key resource for children’s 
motivation and learning. Some ideas and suggestions are described below.

    1.    Encourage diverse ways to be involved 
 When people think about parent involvement, they most likely imagine parents 
coming to school for open school night or being active in fund-raising or volun-
teering. Not all parents, however, are able to attend activities at school given 
work schedules, other responsibilities, lack of transportation, or language barri-
ers. Given that research evidence suggests that the most potent forms of involve-
ment are those that involve parent-child interaction, teachers and schools can 
involve parents in other ways. Frequent communication through e-mails and 
newsletters helps parents to be able to know what is going on in school so that 
they can discuss it with their children. Schools can also provide information to 
parents so that they might help their children manage their time, select courses, 
and engage in activities related to school topics. As described in the Teachers 
Involve Parents in Schoolwork (TIPS) project (Epstein & Van Voorhis,  2001 ), 
teachers may assign homework involving family members such as interviewing 
them about earlier times. Finally, schools can invite parents to the classroom to 
see their children present their work or share their own interests and cultural 
activities. Given that parent involvement has its largest effects through children’s 
motivation, all parents can be involved in ways that will support their children.   

   2.    Help parents create meaningful and facilitative roles 
 Research shows that parents who believe their role is that of their child’s teacher 
and who believe they share responsibility for their children’s learning with the 
school are more likely to be involved. Schools may expect that parents know 
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they have a crucial role in their children’s school success but may not convey this 
expectation. Thus, schools may interpret parents’ lack of involvement as evi-
dence that they are not interested in being involved. It is crucial, therefore, that 
schools convey their expectations and the value that they have for families. 
Teachers and principals can do this by sharing their philosophy via communica-
tions such as newsletters and explicitly addressing how important parents are 
during parent-teacher conferences and school events. 
 Beyond knowing that they are part of the home-school partnership team in help-
ing their children, parents need to know what role teachers expect them to play 
in their children’s homework and studying. Parents have a strong stake in their 
children doing well in school. They may become highly invested in children’s 
performance outcomes, especially if they see intelligence as a fi xed entity and 
feel that their performance refl ects this highly valued trait. This situation may 
lead parents to push and pressure their children when working with them at 
home, which may lead to negative homework interactions that are quite prevalent 
among families (Xu & Corno,  2003 ). Teachers can prevent this situation by help-
ing parents to see their role as to support children’s initiations and provide 
needed resources rather than ensuring that their homework makes them look 
“smart.” When parents receive the message that their children’s mistakes and 
questions do not refl ect on them or on their children’s potential, they may be 
more likely to have positive interactions around schoolwork in which children 
feel supported to convey their misconceptions and their struggles as well as 
successes.   

   3.    Meet Parents’ Needs 
 Our research, reviewed previously, showed that parents’ own motivation for 
being involved plays a role in their levels of and experience of involvement. 
When parents have more autonomous motivation for being involved, in particu-
lar, when they are involved because they see the importance of their behaviors 
rather than because they feel they are supposed to or would feel guilty if they 
didn’t, they have more positive experiences and higher levels of involvement. 
Just as parents can set up facilitative conditions for their children’s motivation, 
schools can help to set up situations that may lead to parents’ more autonomous 
involvement. In particular, in asking parents to be involved, schools can provide 
clear rationales for how parents’ actions will be helpful to the school and to their 
children. They can also provide clear expectations so that parents know how to 
be most helpful to their children. These actions can help parents to feel compe-
tent in working with their children and with the school. Second, to support par-
ents’ sense of autonomy, schools can provide choices for how parents can be 
involved so that they can engage in the activities that fi t them best. Finally, estab-
lishing mutual relationships at the start of the school year can provide a context 
within which requests and opportunities for involvement are welcomed. While 
many school-to-parent communications occur when children are experiencing 
problems, some schools initiate contact with parents when something is positive 
or just to establish a working relationship. While touching base with parents 
before problems arise may be time-consuming, it may ultimately result in a 
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stronger school-home alliance that will pay off many times in the long run. Of 
course, parent-school interactions are a two way street. Parents can help to 
meet teachers’ basic needs by valuing and respecting them, communicating 
their expectations, and establishing a context of joint problem-solving and 
partnership.     

 In sum, our review of work on parent involvement supports the usefulness of an 
SDT framework in understanding how parent involvement exerts its effects on chil-
dren’s achievement. The theory highlights the important role that parents play in 
facilitating children’s motivation and the factors, including pressures from various 
sources that undermine parents’ own motivation to be involved. Schools can play an 
important role in creating contexts that welcome and encourage parents’ support of 
their children’s learning. Our hope is that schools will increasingly prioritize and 
nurture this crucial resource.     
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    Chapter 10   
 Parental Infl uence and Students’ Outcomes 
and Well-Being       

       Wai     Cheong     Eugene     Chew    

        If you ask parents how they can positively infl uence the development of their 
 children, they may conjure various notions in their minds. Some may tell you that 
parents need to spend enough time with their children, and if that is not possible, 
then quality time with their children is critical. Others may say that parental control 
is vital and that the parenting style that exerts such control over the children can 
foster the desired development outcomes such social socio-psychological well-
being or educational achievements. Or some may maintain that it is about their 
parenting practices that are aimed at steering their children towards socialisation 
goals in the various domains such as studies, sports or character development. Most 
will probably insist that parents must be involved in the lives of their children in 
order that they can make a difference in how their children turn out to be or what 
they can accomplish. Are they correct? Does the research evidence support their 
claims? 

 One of the key questions that this chapter seeks to answer is: “Are there some 
aspects of parental infl uence that have been found consistently to be important to 
predicting positive child outcomes?” Studies on parenting which were largely con-
ducted in the context of socialisation and academic achievements have looked at 
various aspects of parental infl uence. We will consider some notable studies that 
offer some indications of convergence towards characteristic patterns of parental 
behaviours that are associated with positive child outcomes. These are contrasted 
with those that are linked to negative child outcomes. With sports pursuits being an 
integral aspect of the educational experience of students in schools, it then begs the 
question as to whether these identifi ed benefi cial forms of parental infl uence are 
also associated with positive child outcomes in the sports domain. This chapter will 
also seek to offer some insights into this question. 

        W.  C.  E.   Chew      (*) 
  National Institute of Education ,  Nanyang Technological University ,   Singapore ,  Singapore   
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    Importance of Sports Pursuits in the Education Process 

 Traditionally, academic achievements have been the focus of educational outcomes. 
However, from a holistic development standpoint, sports pursuits are part and parcel 
of the educational process that a student goes through. Very often, they form part of 
the co-curricular activities in schools. Particularly, in Singapore, in line with the 
emphasis on a well-rounded education, sports and other aspects of co-curricular 
activities are an integral part of the students’ holistic education. Students participate 
in intramural sports activities, inter-school sports competitions or both. Some of 
them also compete in sports competitions at the national or international level. 
Doing well in sports and studies is valued by the stakeholders, and it places the 
student in an advantageous position to secure better educational opportunities. 
Parents in Asian societies such as Singapore, Hong Kong, Japan and South Korea 
recognise the utility of a good education in securing coveted career paths that help 
ensure a bright future for their children. The pathway to a good educational outcome 
is often equated with students doing well in their early years of education, gain 
admission to top schools and then continue to achieve good academic grades. 
Increasingly, this is not enough. Parents focus their effort and resources in providing 
their children the competitive advantage in their educational pursuit. In Singapore, 
performing well in sports improves the chance of students gaining admission to 
choice schools through admission schemes that favour students with sports achieve-
ments. Also, organisations offering scholarships to students to pursue further stud-
ies in higher educational institutions often seek out candidates who are well-rounded 
individuals.  

    Key Patterns of Parental Behaviours 

 Various conceptualisations and terminologies have been used to describe or defi ne 
parental infl uence. In some ways they were associated with the methods used to 
analyse the data. Researchers sometimes examined specifi c parental behaviours 
such as presence, praise and providing feedback or parental characteristics such as 
goal orientations, beliefs or socio-demographics (e.g. Duda & Hom,  1993 ; Ebbeck 
& Becker,  1994 ; Fredricks & Eccles,  2005 ; White, Kavussanu, Tank, & Wingate, 
 2004 ). Other researchers statistically analysed specifi c parental behaviours and 
formed clusters of related behaviours such as  democracy ,  acceptance or warmth , 
 indulgence  (Baldwin, Kalhorn, & Breese,  1945 ),  acceptance  versus  rejection ,  fi rm 
control  versus  lax control  and  psychological autonomy  versus  psychological control  
(Schaefer,  1965b ). These clusters are also termed syndromes or dimensions, and 
according to Baldwin and colleagues, they can be viewed as patterns of parental 
behaviours variables that refl ect underlying attitudes, philosophies or personality 
traits. Researchers sometimes further aggregate these syndromes or dimension to 
form classifi cations (e.g. acceptant-democratic, acceptant-democratic-indulgent; 
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Baldwin et al.,  1945 ) or confi gurations (e.g. authoritarian, authoritative, permissive; 
Baumrind,  1971 ) of parental behaviours. Hence, different researchers may examine 
parental behaviours at different levels of complexity. The two latter approaches are 
more commonly used by researchers to see whether such patterns of parental behav-
iours are linked to various child outcomes. Studies employing the dimensional and 
confi gurational approaches suggest that certain parenting dimensions and parenting 
style, respectively, are associated with positive child outcomes. We fi rst consider 
parenting styles. 

    Parenting Styles 

 In looking through the literature on parental infl uence, one cannot ignore the vari-
ous research fi ndings based on Baumrind’s ( 1966 ) conceptualisation of patterns of 
parental control. Baumrind described three prototype confi gurations of parental 
behaviours— authoritarian ,  authoritative  and  permissive . The authoritarian parent 
is characterised as one who shapes, controls and evaluates the attitudes and behav-
iours of the child with a specifi c standard of conduct, values obedience and uses 
punitive measures to align the child’s beliefs and actions with those of the parent. 
The authoritarian parent highly values work, tradition and preservation of order and 
does not encourage bidirectional communication. The authoritative parent adopts a 
rational and issue-oriented approach to directing the child’s actions, encourages 
open communication and verbal give and take, provides reasons for directives and 
policies, values autonomous self-will and disciplined conformity to set standards of 
conduct and exerts fi rm control at points of confl icts but also allows for individual 
expressions and interests. The third pattern is the permissive parent who is non- 
punitive, acceptant and affi rmative towards the child’s impulses and actions and lax 
in instilling responsibility and orderly behaviour, allows considerable self- regulation 
and avoids the exercise of control but tries to use reason and manipulation to achieve 
the desired objectives. The permissive parent does not encourage obedience to 
externally defi ned standards and sees herself as a resource but not a role model or an 
active socialisation agent. Consistent with previous studies (Baumrind,  1966 ,  1967 ), 
in a subsequent study ( 1971 ) that used a different methodology in analysing paren-
tal behaviours, Baumrind also found three prototype confi gurations (authoritarian, 
authoritative and permissive) and added a fourth confi guration,  rejecting- neglecting  . 
However, the earlier three prototype confi gurations of parental authority remained 
prominent and were widely used in literature in parenting. While Baumrind initially 
did not use the term “parenting style”, she subsequently employed this term to 
describe the patterns of parental authority (Baumrind,  1991b ). 

 Often parenting styles and parenting practices are used interchangeably. 
However, some researchers distinguished between parenting styles and parenting 
practices in which the former refers to global attitudes and emotional stances, while 
the latter are specifi c types of parental behaviours with specifi c socialisation content 
and goals (Darling & Steinberg,  1993 ). Darling and Steinberg asserted that  parenting 
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style changes the effi cacy of parental infl uence by transforming the nature and 
affective quality of the parent-child interactions and by changing the child’s person-
ality to being more open to parental infl uence. Parenting style, therefore, is posited 
to moderate the infl uence of parenting practices on the child’s development. Some 
evidence supports this proposition. Studies have found that the relationship between 
parental involvement practices and adolescent school achievement is strongest for 
students with authoritative parenting (Paulson, Marchant, & Rothilsberg,  1998 ; 
Steinberg, Lamborn, Dornbusch, & Darling,  1992 ). 

 The authoritative parenting style has been shown to be the optimal parenting 
style across different cultures and is linked to better academic performance, adap-
tive social behaviours and other positive child outcomes (e.g. Baumrind,  1991a ; 
Baumrind & Black,  1967 ; Chen, Dong, & Zhou,  1997 ; Dornbusch, Ritter, 
Leiderman, Roberts, & Fraleigh,  1987 ; Maccoby,  1992 ; Steinberg et al.,  1992 ). 
Researchers continue to be drawn to the salutary effects of authoritative parenting 
on child development. More recent studies have continued to employ the parenting 
styles conceptualised by Baumrind either in their study designs or in the way data 
analyses are conducted. For example, some of these studies provided further evi-
dence of the benefi cial effects of authoritative parenting relative to other parenting 
styles, linking authoritative parenting to greater psychological well-being in adoles-
cence (Milevsky, Schlechter, Klem, & Kehl,  2008 ; Slicker & Thornberry,  2002 ), 
and in adulthood (Rothrauff, Cooney, & An,  2009 ), and showing that perceived 
authoritative parenting was positively related to both higher autonomous motivation 
and mastery goal orientation in adolescents’ achievement motivation in mathemat-
ics (Gonzalez & Wolters,  2006 ).  

    Parenting Dimensions of Authoritative Parenting Style 

 Although studies based on parenting styles provided descriptive characteristics of 
parenting attitudes and behaviours that are associated with each parenting style’s 
differential infl uence on child outcomes, the psychological mechanisms and pro-
cesses by which a child is infl uenced are not fully understood when individual dif-
ferences in child outcomes are examined at this aggregated level. For example, 
when investigating the infl uence of authoritative parenting style on a particular child 
outcome, neither the independent effects of a specifi c dimension (e.g. fi rm enforce-
ment) nor the relative effects of other dimensions (e.g. encourage independence and 
individuality, passive-acceptance) of this style can be examined. To address this 
shortcoming, researchers have advocated the dimensional approach which disag-
gregates the components of parenting style and looking at specifi c dimensions of 
parenting in relation to child correlates (Barber,  1997 ; Barber, Stolz, Olsen, Collins, 
& Burchinal,  2005 ; Grolnick & Ryan,  1989 ; Roberts & Steinberg,  1999 ). Since 
authoritative parenting style has been shown to be benefi cial to child development, 
it will be instructive to understand how the components of this style are linked to 
child outcomes. 
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 In Baumrind’s ( 1991a ) subsequent study, she conceptualised parenting styles as 
a combination of two orthogonal dimensions: responsiveness and demandingness. 
“ Demandingness  refers to the claims parents make on the child to become inte-
grated into the family whole by their maturity demands, supervision, disciplinary 
efforts and willingness to confront the child who disobeys.  Responsiveness  refers to 
actions which intentionally foster individuality, self-regulation and self-assertion by 
being attuned, supportive and acquiescent to the child’s special needs and demands” 
(pp. 61–62). Authoritative parenting is classifi ed as high in responsiveness and high 
in demandingness. It is also described as having the elements of high warmth, 
autonomy support and behavioural control (Baumrind,  2005 ). Authoritarian parent-
ing is classifi ed as low in responsiveness and high in demandingness. Permissive 
parents are highly responsive but are not demanding, and rejecting-neglecting or 
disengaged parents are neither responsive nor demanding. Baumrind stated that the 
notion of adolescents’ optimal competence was relevant to how parents interact with 
their adolescents. Optimal competence was defi ned as the integration of agency and 
communion, where “… communion refers to the need to be of service and be 
included and connected, whereas agency refers to the drive for independence, indi-
viduality, and self-aggrandizement” (p. 61). Alluding to salutary effects of the 
authoritative parenting style, Baumrind argued that when parents are both highly 
demanding and highly responsive, adolescents are most likely to be optimally 
competent. 

 Using the dimensional approach to further understand the benefi cial effects of 
authoritative parenting on child correlates, Roberts and Steinberg ( 1999 ) unpacked 
Baumrind’s confi guration of authoritative parenting into three core dimensions, i.e. 
 acceptance - involvement ,  behavioural control  and  psychological autonomy grant-
ing , and examined their separate and joint effects on adolescent behaviour prob-
lems, psychosocial development, internal distress and academic competence. Their 
study with adolescents (N = 10,000) examined the independent and joint interactive 
contributions of these dimensions to four areas of adolescent adjustments. Their 
results showed that acceptance-involvement, behavioural control and psychological 
autonomy granting each contributes in unique and independent ways to the four 
areas of adolescent development. As expected, behavioural control, acceptance- 
involvement and psychological autonomy granting were negatively related to 
behaviour problems and internal distress and were positively related to psychosocial 
development and academic competence. Behavioural control demonstrated the 
strongest relation to behaviour problems. Acceptance-involvement and psychologi-
cal autonomy granting were more strongly associated than behavioural control with 
adolescent psychosocial development as well as with internal distress. All three 
parenting dimensions were signifi cantly and positively related to academic compe-
tence. Curvilinear and interactive relations between the parenting dimensions were 
also present; however, their specifi c patterns vary depending on the area of adoles-
cent adjustment analysed. More importantly, the researchers were able to examine 
the variations due to each specifi c dimension.  
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    Parenting Dimensions Based on SDT 

 Thus far, we note that the dimensional approach further shed light on the how the 
authoritative parenting style is linked to more positive child outcomes. Can we 
explain why it is so? The dimensional approach also offers a way for researchers to 
study specifi c parenting dimensions that are theoretically based, and thereby facili-
tating theoretical explanations for understanding the effects of the studied parenting 
dimensions on the associated outcomes. One notable development in this area of 
research is the deployment of the self-determination theory (SDT; Deci & Ryan, 
 1985 ) as the theoretical framework by researchers in the investigation of parental 
infl uence to better understand the dynamics involved in the parent-child relationship 
(e.g. Assor, Roth, & Deci,  2004 ; Grolnick & Ryan,  1989 ; Grolnick, Ryan, & Deci, 
 1991 ; Grolnick & Slowiaczek,  1994 ; Silk, Morris, Kanaya, & Steinberg,  2003 ; 
Soenens, Duriez, Vansteenkiste, & Goossens,  2007 ; Soenens & Vansteenkiste, 
 2010 ; Soenens, Vansteenkiste, & Sierens,  2009 ). It offers perspectives on how par-
ents can infl uence their child’s motivational processes and its related outcomes. 

 In discussing the complexities of parental involvement, Wendy Grolnick, in the 
earlier chapter of this book, provided insightful evidence on how the SDT-based 
parenting dimensions of autonomy support and structure can enhance the quality of 
parental involvement. She presented research evidence indicating that the way (e.g. 
in a controlling or autonomy-supportive manner) in which parents are involved has 
important implications on children’s achievements. The subsequent sections will 
look beyond parental involvement, elaborate on the dimensions of autonomy and 
structure and consider other SDT-based parenting dimensions examined by research-
ers. We will briefl y discuss the key fi ndings associated with some notable studies in 
these areas and observe some convergence in what researchers consider to be impor-
tant parenting dimensions. Also, we will consider the similarity between these SDT- 
based dimensions and those that are of the authoritative parenting style, thereby 
providing a way for understanding the reason why benefi cial effects on child devel-
opment are linked to this parenting style: 

  Autonomy Support     One of the key tenets of SDT is that it distinguishes between 
autonomous and controlled motives for one’s reason to act. And that the satisfaction 
of one’s innate needs of autonomy, competence and relatedness conduces one 
towards more autonomous motivation. Autonomy support is therefore expected to 
be benefi cial to child development. Numerous SDT-based studies have collectively 
maintained that parents who are autonomy supportive promote adaptive and favour-
able child outcomes. For example, Grolnick and Ryan ( 1989 ) showed that children 
who perceived that their parents were more autonomy supportive were positively 
related to the children’s self-determined motivation, academic achievement and 
grades, competence and school behavioural adjustments. Chirkov and Ryan ( 2001 ) 
also demonstrated that students of autonomy-supportive parents tended to be more 
autonomously motivated and were better adjusted. Soenens and Vansteenkiste 
( 2005 ) found evidence showing that higher autonomous motivation in three  different 
life domains (school, social competence, job-seeking behaviours) were  associated 
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with autonomy-supportive parenting of adolescents. Other aspects of individual 
growth and development were also linked to autonomy-supportive parenting. For 
instance, Smits, Soenens, Vansteenkiste, Luyckx and Goosens ( 2010 ) when investi-
gating the identity styles of adolescents in relation to their autonomous or controlled 
forms of motivation, and how these motives in turn were linked to adolescent devel-
opmental, also examine parenting dimensions as antecedents of these motives. They 
found that autonomy-supportive parenting was positively related to autonomous 
motives which were positively linked to commitment and psychological 
well-being. 

 Joussemet, Landry and Koestner’s ( 2008 ) extensive review of studies on parental 
autonomy support employing parent observations, parent interviews and children’s 
reports of parental behaviours clearly showed that children from as young as 1 year 
to college-age adolescents derived positive and healthy development from parental 
autonomy support. Parental autonomy support was positively associated with child 
outcomes such as competence, self-regulation, control understanding (i.e. children’s 
understanding of who or what controls outcomes in their lives) at school and school 
performance in elementary school children (Grolnick & Ryan,  1989 ; Grolnick 
et al.,  1991 ); young children’s reading achievement and social and academic adjust-
ment (Joussemet, Koestner, Lekes, & Landry,  2005 ); and adolescents’ self- 
regulation, adjustment and school success (Guay, Ratelle, & Chanal,  2008 ; 
Vallerand, Fortier, & Guay,  1997 ). 

 More recently, Soenens and colleagues (Soenens, Vansteenkiste, et al.,  2007 ) fur-
ther refi ned the conceptualisation of autonomy support by differentiating between 
conceptualising autonomy support as promotion of independence (PI) and as pro-
motion of volitional functioning (PVF). Grounded on separation-individuation the-
ory (Blos,  1979 ), PI is assessed by tapping on parents’ promotion of independent 
view and expression and decision-making (Silk et al.,  2003 ). On the other hand, 
PVF is in sync with how autonomy is defi ned as volitional functioning in 
SDT. Consistent with SDT, the results in Soenens and colleagues’ study showed that 
PVF is a stronger predictor of well-being and that adolescents’ tendency to act in a 
volitional manner mediated the link between perceived parental and adolescent psy-
chosocial functioning.  

  Structure     In Grolnick and Ryan’s ( 1989 ) study examining the three parenting 
dimensions of structure, involvement and autonomy support provided by parents to 
elementary school children, structure was operationally defi ned as clarity and con-
sistency in rules, expectations and limits. Parental provision of structure was posi-
tively related to children’s (third to sixth grade) understanding of how to control 
their successes and failures. Structure, autonomy support and involvement were 
maintained by Grolnick and colleagues ( 1997 ), from SDT’s perspective, to be three 
important social-contextual dimensions for promoting internalisation as a develop-
mental process. Also, Grolnick ( 2003 ) associated the construct of structure to 
Steinberg’s ( 1990 ) behavioural control and Baumrind’s ( 1967 ) construct of fi rm 
control which is a characteristic feature of authoritative parenting: a parenting style 
associated with positive child and adolescent development. These  conceptualisations 
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are also in sync with Barber and colleagues’ ( 2005 ) notion of behavioural control. 
Recent studies show that structure is independent of autonomy support and that it 
makes a unique contribution to motivation and performance in the academic domain 
(Farkas & Grolnick,  2010 ) and that structure and autonomy support are two com-
plementary instructional support features that foster greater engagement behaviours 
(Jang, Reeve, & Deci,  2010 ).  

  Warmth     The construct warmth is usually associated with, or used synonymously 
with, involvement. Grolnick and colleagues (see Grolnick et al.,  1997 ), in identify-
ing autonomy support, involvement and structure as key parenting dimensions for 
the positive development of children, included “providing warmth and caring” 
(p. 147) as one of the characteristic features of interpersonal involvement. Steinberg 
and colleagues ( 1992 ) reiterated that parental warmth, apart from psychological 
autonomy granting and fi rm control, contributes to adolescent psychological health 
and better school performance. In Baumrind’s ( 1965 ) conceptualisation, warmth is 
part of nurturance along with involvement. She defi ned warmth as:

  the parents’ personal love and compassion for the child expressed by sensory stimulation of 
the child, verbal approval, and tenderness of expression. By  involvement  is meant by iden-
tifi cation by the parent with the behavior and feelings of the child, her pride and pleasure 
with the child’s accomplishments, and her conscientious protection of the child’s welfare. 
(p. 231) 

   Baumrind’s ( 1967 ,  1971 ) authoritative parenting style combines warmth with 
fi rm control and communication. Other early studies have also examined warmth as 
a parenting dimension that is related to individual differences in children. As men-
tioned earlier, Schaefer ( 1959 ,  1965a ) identifi ed warmth versus hostility and control 
versus autonomy as two orthogonal variables, while Becker ( 1964 ) looked at two 
similar variables, warmth (acceptance) versus hostility (rejection) and restrictive 
versus permissive. Maccoby and Martin ( 1983 ) suggested that the role that parental 
warmth plays in the parent-child relationship goes beyond encouraging children’s 
willing acceptance of parental directive to establishing positive affects between par-
ent and child. Therefore, parental warmth is seen to be an important factor that 
impacts on the psychosocial outcome of the child and contributes to a sense of 
relatedness between parent and child. Relatedness, one of the three primary psycho-
logical needs according to SDT, is analogous to what Harlow ( 1958 ) contends to be 
necessary for optimal development of the individual—the need to experience 
warmth and affection in their interpersonal contact. This sense of relatedness (Ryan, 
Deci, & Grolnick,  1995 ) allows intrinsic motivation to thrive and bolsters healthy 
psychological growth. Studies have found that adolescents who reported strong 
relatedness to their parents were associated with being autonomously motivated and 
engaged in school, as well as having a greater sense of well-being (Learner & 
Kruger,  1997 ; Ryan, Stiller, & Lynch,  1994 ).  

  Psychological Control     Parenting is often thought of in terms of controlling the 
child. Hence, it is not surprising that psychological control has been investigated 
by various researchers including those examining parental infl uence from the 
 perspective of the SDT. In addition, within SDT, autonomy support is often 
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 contrasted with control. Before we consider psychological control from the SDT 
perspective, a brief look at key conceptualisations of this construct by other research-
ers (Barber,  1996 ; Barber, Olsen, & Shagle,  1994 ; Barber et al.,  2005 ; Schaefer, 
 1965b ) allows us to understand it better. Barber and colleagues ( 2005 ) referred to 
Schaefer’s three parenting dimensions (acceptance versus rejection, fi rm control 
versus lax control and autonomy versus psychological control) as key dimensions of 
parenting but re- labelled them as  parental support ,  behavioural control  and  psycho-
logical control , respectively, to better represent the essence of constructs (Barber 
et al.,  2005 ). According to them, parental support includes the degree to which 
parents exhibit nurturance, warmth and affection towards their children. Importantly, 
they distinguished behavioural control from psychological control. Behavioural 
control concerns the degree to which parents supervise and monitor their child’s 
behaviour and activities. Psychological control refers to parental control that 
intrudes on the thoughts and emotions of the child through such parental behaviours 
as invalidation of the child’s feelings, constraining verbal expression, withdrawal of 
love and induction of guilt. Barber and colleagues found that parental support was 
positively associated with social initiative; behavioural control was associated pri-
marily with lower antisocial behaviour; psychological control was associated pri-
marily with depression. In addition, it was found that parental support was also 
associated with lower levels of adolescent depression and that parental psychologi-
cal control was also associated with higher levels of antisocial behaviour. 

 Based on SDT, Assor and colleagues’ ( 2004 ) work on parental conditional regard 
(PCR) further investigated aspects of psychological control and child correlates. 
Conditional regard is practiced when parents react positively by showing their chil-
dren with more care and affection when children behave in ways the parents want 
them to and react negatively by withdrawing their care and affection when children 
do not behave accordingly (Roth, Assor, Niemiec, Ryan, & Deci,  2009 ). The latter 
aspect is said to be aligned to love withdrawal which is one of the parental behav-
iours in Barber and colleagues’ ( 2005 ) defi nition of psychological control. Grounded 
on the conceptual distinction between contingent self-esteem and true self-esteem 
made by Deci and Ryan ( 1995 ) from the perspective of SDT, PCR represents forms 
of psychological control associated with contingent self-esteem. Contingent self- 
esteem refers to one’s feelings about oneself, and sense of worthiness, that results 
from and is “dependent on matching some standard of excellence or living up to 
some interpersonal or intrapsychic expectations” (Deci & Ryan,  1995 , p. 32). One 
of the main fi ndings of the Assor and colleagues’ ( 2004 ) study was that adolescents’ 
perceptions of their mothers’ and fathers’ use of PCR were signifi cantly associated 
with parentally expected behavioural enactment in the emotion-control, prosocial 
and sports domains, but was not signifi cantly correlated with behavioural enactment 
in the academic domain. Introjected regulation (i.e. sense of internal compulsion 
and a less self-determined form of self-regulation) was found to mediate between 
PCR and these behavioural enactments. The use of PCR was associated with affec-
tive cost—adolescents felt resentment towards their parents. Assor, Roth and col-
leagues (Assor & Tal,  2012 ; Roth & Assor,  2010 ; Roth, Assor, Niemiec, Ryan, & 
Deci,  2009 ) more recently distinguished between two forms of parental conditional 
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regard vis-à-vis parental conditional positive regard (PCPR) and parental condi-
tional negative regard (PCNR). In PCPR, “parents are perceived to provide more 
affection and esteem than usual when the child meets parents’ expectations”, and for 
PCNR, “parents are perceived to provide less affection and esteem than they usually 
do when the child does not meet parents’ expectations” (Assor & Tal,  2012 , p. 250). 
According to these researchers, PCPR is akin to conditional love, and PCNR is 
similar to love withdrawal. The use of both forms of conditional regard is negatively 
associated with emotional and academic consequences (Roth et al.,  2009 ) and the 
emotional skills of sadness recognition, awareness of sadness and emphatic response 
(Roth & Assor,  2010 ). The use of PCPR to promote academic achievement was 
associated with an unstable self-esteem, maladaptive emotions and coping responses 
(Assor & Tal,  2012 ). 

 Soenens and colleagues also shed light on parents’ use of psychological control 
from the SDT perspective. In one study that was based on Barber’s ( 1996 ) concep-
tualisation of parental control, they examined the relations between parenting 
dimensions (responsiveness, behavioural control, psychological control), adoles-
cent self-disclosure and adolescent problem behaviours (Soenens, Vansteenkiste, 
Luyckx, & Goossens,  2006 ). Psychological control, defi ned as parental behaviours 
that intrude on the child’s psychological world, was found to negatively predict 
adolescent self-disclosure which in turn predicted parental knowledge which was 
linked to adolescent problem behaviours. Soenens and colleagues, employing the 
distinction made within SDT between externally and controlling types of socialisa-
tion pressure, further contended that psychological control is more akin to the use 
of internally controlling strategies such as guilt-induction, shaming, love with-
drawal and manipulation of the attachment bond (Soenens & Vansteenkiste,  2010 ). 
Externally controlling parenting involves open and overt parental behaviours such 
as shouting, hitting and rewarding.   

    Core Parenting Dimensions 

 The importance of the above-mentioned SDT-based parenting dimensions is further 
underscored by the work of Skinner, Johnson and Snyder ( 2005 ). In the historical 
review of research on parenting and using a motivational conceptualisation of 
 parental infl uence, core parenting dimensions important for facilitating positive 
child outcomes were identifi ed. In line with SDT, the positive features of the core 
parenting dimensions are autonomy support, structure and warmth. The identifi ed 
corresponding negative features are coercion, chaos and rejection, respectively (see 
Table  10.1  for their defi nitions and descriptions). Besides the support for the impor-
tance of the core parenting dimensions discussed by Skinner and colleagues, converg-
ing evidence points to the relevance of the three positive parenting dimensions.

   First, from the SDT perspective, the positive parenting dimensions (autonomy 
support, structure, warmth) and the corresponding negative parenting dimensions 
(coercion, chaos, rejection) are said to be relevant to the fulfi lment or non-fulfi lment 
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of the child’s basic psychological needs of autonomy, competence and relatedness, 
respectively, which in turn are linked to the child’s motivational, psychosocial or 
behavioural outcomes (Skinner et al.,  2005 ). In their study, Skinner and colleagues 
found correlations between the six dimensions of adolescent report of parenting and 
adolescent outcomes in the expected directions. For example, the perceived positive 
parenting dimensions correlate positively with adolescents’ reports of positive aca-
demic outcomes such as academic competence, commitment to school, mastery, 
social competence and self-worth, and they correlated negatively with adolescent 
substance abuse and problem behaviour. Also, as expected, for the negative parent-
ing dimensions, the opposite patterns of correlations with the adolescent outcomes 
were observed. 

 Second, the three positive parenting dimensions (autonomy support, structure, 
warmth) align with those (autonomy support, structure, involvement) maintained by 
Grolnick ( 2003 ) to be critical in enhancing positive child outcomes. Grolnick indi-
cated that it is important to distinguish between the level (i.e. amount) of  involvement 
and the quality (i.e. “the how”) of involvement. The quality of involvement includes 
parental autonomy support and warmth. Grolnick, Deci and Ryan ( 1997 ) posited 
that the dimensions of optimal parenting that facilitate greater intrinsic motivation 

   Table 10.1    Defi nitions and descriptions of core parenting dimensions   

 Parenting 
dimensions  Defi nitions/descriptions 

 Warmth  “refers to the expression of affection, love, appreciation, kindness, and regard; it 
includes emotional availability, support, and genuine caring.” (Skinner et al., 
 2005 , p. 185) 

 Rejection  “parents are rejecting when they actively dislike their children. Expressions of 
rejection include aversion, hostility, harshness, overreactivity, irritability, and 
explosiveness; they also include overt communication of negative feelings for the 
child, such as criticism, derision, and disapproval.” (Skinner et al.,  2005 , p. 185) 

 Autonomy 
support 

 “was defi ned as the degree to which parents value and use techniques which 
encourage independent problem solving, choice, and participation in decisions 
…” (Grolnick & Ryan,  1989 , p. 144) 
 “allow freedom of expression and action. Encourage child to attend to, accept, 
and value genuine preferences and opinions” (Skinner et al.,  2005 , p. 186) 

 Coercion  Degree to which parents “… externally dictating outcomes, and motivating 
achievement through punitive disciplinary techniques, pressure, or controlling 
rewards.” (Grolnick & Ryan,  1989 , p. 144) 
 “Restrictive, overcontrolling, intrusive autocratic style. Strict obedience is 
demanded” (Skinner et al.,  2005 , p. 186) 

 Structure  “… the extent to which parents provide clear and consistent guidelines, 
expectations, and rules for child behaviors…” (Grolnick & Ryan,  1989 , p. 144) 
 “Provision of information about pathways to reach desired outcomes. 
Predictable, consistent. Clear expectations, fi rm maturity demands” (Skinner 
et al.,  2005 , p. 186) 

 Chaos  “Interferes with or obscures the pathways from means to ends. Noncontingent, 
inconsistent, erratic, unpredictable, arbitrary, or, undependable.” (Skinner et al., 
 2005 , p. 186) 
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are those that promote a greater autonomy and competence in the child and also 
where relational support is present. Previous studies showed that parental autonomy 
support, structure and involvement are central dimensions of parenting that facili-
tate both intrinsic motivation and internalisation (e.g. Grolnick & Ryan,  1989 ; 
Grolnick et al.,  1991 ; Grolnick & Slowiaczek,  1994 ; Ryan & Grolnick,  1986 ; Ryan 
et al.,  1994 ). 

 Third, the three positive parenting dimensions—warmth, autonomy support and 
structure—are closely akin to aspects of Baumrind’s authoritative parenting style 
which has been described as the optimal parenting style and has been shown consis-
tently to be associated with positive child outcomes (Maccoby,  1992 ; Steinberg, 
 2001 ). Baumrind ( 2005 ), in referring to the salutary effect of authoritative parenting 
on adolescent development, described authoritative parenting as having a “… 
unique confi guration of high warmth, autonomy support and behavioural control, 
and minimal use of psychological control” (p. 67). As we discussed earlier, behav-
ioural control is liken to structure (Grolnick,  2003 ; Soenens et al.,  2006 ). Similarly, 
these positive parenting dimensions are also analogous to the disaggregated compo-
nents (acceptance-involvement, psychological autonomy granting, behavioural con-
trol) of the authoritative parenting style identifi ed by Steinberg and colleagues that 
have been shown to facilitate adolescents’ academic success (Roberts & Steinberg, 
 1999 ; Steinberg, Elmen, & Mounts,  1989 ). As noted earlier, warmth is often labelled 
as acceptance by researchers (Baldwin et al.,  1945 ; Becker,  1964 ) and is usually 
associated with involvement (Baumrind,  1965 ; Grolnick et al.,  1997 ).   

    Parental Infl uence and Child Outcomes in the Sports Domain 

 In view of the relevance and importance of sports pursuits as part of the holistic 
development of students, we turn our attention to the study of parental infl uence in 
the sports domain. Vallerand’s ( 2007 ) work on the hierarchical model of intrinsic 
and extrinsic motivation (HMIEM), explaining how the infl uence of social factors 
on motivation can take place at varying levels of interaction, is relevant to the dis-
cussion of how parental infl uence can be studied. According to the HMIEM, global 
social factors such as parents operate at a global level of generality and affect almost 
all aspects of the child’s life and hence can exert infl uence over the global  motivation 
of the child. The child’s motivation at the contextual level such as motivation in the 
sports domain is postulated to be infl uenced by the top-down effects of motivation 
from this higher-level global motivation. Various studies in the educational and 
socialisation settings, such as those discussed earlier, have employed the approach 
of examining parenting dimensions at the global level of generality in relation to 
child outcomes. It has provided empirical support and added understanding on the 
infl uence of parents with respect to the studied child outcomes. Yet, studies in the 
sports domain do not seem to have taken a similar approach. Adopting this approach 
is consistent with the call by Horn and Horn ( 2007 ) for future research in the sports 
domain to assume a more global perspective on the measurement of parental 
infl uences. 
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 Although previous reviews have shown there has been an increasing number of 
studies examining parental infl uence and child outcomes in the sports domain (see 
Horn & Horn,  2007 ; Partridge, Brustad, & Stellino,  2008 ), a review on studies 
investigating parental infl uence from a more global perspective, and in terms of the 
identifi ed parenting dimensions based on SDT, showed that this area of research is 
still relatively scarce when compared to those conducted in the other domains 
(Chew,  2011 ). Some of the fi ndings from recent sports-related studies (Chew,  2011 ; 
Chew & Wang,  2010 ) on the infl uence of SDT-based parenting dimensions on ado-
lescent student-athletes’ motivational and other psychological outcomes are high-
lighted here. In one study (Chew & Wang,  2010 ), the relationships between parenting 
dimensions (autonomy support, involvement, warmth) and various psychosocial 
variables (i.e. basic psychological needs satisfaction, sports motivation, self- 
constructs and life aspirations) of adolescent student-athletes were examined. 
Cluster analysis yielded three distinct groups with characteristic perceived parent-
ing dimensions and psychological needs satisfaction. The results from the analyses 
of the effect of the three clusters on the key variables showed that student-athletes 
with high perceived parental involvement, autonomy support and warmth and who 
reported that their basic psychological needs are highly met, when compared to the 
other two clusters, had signifi cantly higher autonomous motivation and higher self- 
perceptions (global self-worth and physical self-worth) and rated the importance of, 
and the likelihood of achieving, intrinsic aspirations higher. On the whole, fi ndings 
in this study suggest that student-athletes with perceived parental autonomy support 
that were also characterised by involvement and warmth facilitated a more autono-
mously motivated, positive and congruent self. In sync with SDT, such individuals 
were also less likely to seek extrinsic forms of recognition or worth such as wealth 
or fame as they tended to pursue intrinsic life aspirations. 

 In another study that aimed to better understand how parents can infl uence 
student- athletes’ sports motivation, the relationships among the core parenting 
dimensions (autonomy support, structure, warmth, coercion, chaos, rejection), psy-
chological needs satisfaction and sports motivation were examined (Chew,  2011 ). 
Profi les of parenting dimensions as perceived by secondary school student-athletes 
were derived using latent profi le analysis (LPA). Maternal and paternal variables of 
the six identifi ed SDT-based parenting dimensions were used as clustering variables 
in the analyses which yielded a four-group solution (see Fig.  10.1 ). Further multi-
variate analysis showed that the four LPA groups were distinctive. The relations 
between the four LPA groups and psychological needs satisfaction and sports moti-
vation (together with other motivational variables) were examined using multivari-
ate analysis of variance. As hypothesised, one of the key fi ndings showed that 
student-athletes belonging to the LPA group (LPA Group 2) with highest scores in 
the positive parenting dimensions and lowest scores in negative parenting dimen-
sions recorded the highest scores in psychological needs satisfaction and sports 
motivation and lowest level of amotivation, thus demonstrating the benefi cial effects 
of this parenting profi le. In contrast, student-athletes belonging to the LPA group 
(LPA Group 1) with lowest scores in the positive parenting dimensions and highest 
scores in negative parenting dimensions recorded the lowest scores in psychological 
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needs satisfaction and sports motivation and highest level of amotivation. The tenets 
of SDT provide explanation for the above fi ndings for LPA Group 1 and LPA Group 
2 by way of the psychological processes related to the fulfi lment of basic psycho-
logical needs. It is postulated in SDT that a social environment that supports psy-
chological needs satisfaction facilitates an individual’s basic psychological needs to 
be met, which in turn lead to higher autonomous motivation (Deci & Ryan,  1985 , 
 2000 ). The positive parenting dimensions (autonomy support, structure, warmth) 
were expected to be supportive of psychological needs satisfaction, while the nega-
tive features of parenting (coercion, chaos, rejection) are not conducive to the satis-
faction of needs. Consistent with SDT, the student-athletes in LPA Group 2 
registered the highest level of psychological needs satisfaction, as well as the high-
est level of self-determined sports motivation and the lowest level of amotivation. 
Conversely, and as theorised in SDT, the student-athletes in LPA Group 1 had the 
lowest scores for psychological needs satisfaction and self-determined sports moti-
vation, and their scores on amotivation were the highest among all groups.

   In relation the authoritative parenting style, the above explanation from the SDT 
perspective also provides insights into the salutary effects of the authoritative par-
enting style. The profi le of LPA Group 2 can be likened to the confi guration of 
parenting dimensions of high warmth, autonomy support, behavioural control and 
low psychological control that is characteristic of the authoritative parenting style 
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(Baumrind,  2005 ). The fi ndings suggest that the benefi cial parental infl uence of the 
authoritative style stems from the satisfaction of the basic psychological needs 
which in turn lead to positive motivational consequences. 

 In a follow-up qualitative study (Chew,  2011 ) that further dwelled into the nature 
of the parent-child relationship by interviewing purposefully selected participants 
from each of the four LPA groups found in the previous study, it yielded fi ndings 
that not only provided richer descriptions of the LPA group profi les but also pro-
vided support for the existence of the four LPA groups. For example, being like a 
friend, open communication and the sharing of fun and laughter between the parent 
and the student-athlete characterised the parent-child relationships in LPA Group 2. 
It was also found that a relaxed, light touch and non-pressuring approach is adopted 
by the parents in the way they relate to the student-athletes concerning their sports, 
studies and friends. Parents of the student-athletes in this LPA Group 2 are sensitive 
to the emotional state of their child and are mindful to relate to their child in an 
appropriate manner and at an opportune time. Not only are these characteristics 
reminiscent of the authoritative parenting style, they are instructive for guiding par-
ents in how they should relate to their children. 

 In another subsequent study (Chew,  2011 ), the question as to whether psycho-
logical needs satisfaction indeed mediates between the relations between the core 
parenting dimensions (autonomy support, structure, warmth, coercion, chaos, rejec-
tion) and student-athletes’ subjective well-being was examined using structural 
equation modelling. All three positive parenting dimensions were positively corre-
lated with psychological needs satisfaction and with subjective well-being, while all 
three negative parenting dimensions were negatively associated with these two out-
comes. Using mediation analyses, the hypothesised multiple-steps, multiple- 
mediators model was tested. In this model, psychological needs satisfaction was 
posited as a key proximal intervening variable between perceived parenting dimen-
sions and student-athletes’ subjective well-being and where intrinsic aspirations and 
extrinsic aspirations were the more distal intervening variables that further mediate 
the effects of these parenting dimensions on subjective well-being. One of the fi nd-
ings was that the effects of all of the identifi ed positive parenting dimensions on 
subjective well-being were fully mediated by psychological needs satisfaction. 
However, it was found that the direct effects of all three negative parenting dimen-
sions were statistically signifi cant and that psychological needs satisfaction only 
partially mediates the effects of the coercion and rejection, but not chaos, on subjec-
tive well-being. The fi ndings provide an insight into the psychological processes 
underlying how parents can better meet the needs of student-athletes and enhance 
their well-being. Clearly, the results show that parental autonomy support, structure 
and warmth enhance the subjective well-being of student-athletes through satisfac-
tion of their basic psychological needs. The fi ndings did not fully support the impor-
tance of psychological needs satisfaction as a mediator for the negative parenting 
dimension (coercion, chaos, rejection). These dimensions negative links with both 
psychological needs satisfaction and subjective well-being indicate their debilitat-
ing effects on these student-athlete outcomes.  
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    Implications for Parents and School Leaders 

 The overwhelming evidence pointing to the salutary effects of authoritative parent-
ing in relation to the child’s achievement and psychosocial outcomes clearly suggest 
that parents adopt such a stance in their parent-child interactions. This entails one 
being mindful to embrace a host of parenting behaviours such as adopting a rational 
approach guiding the child’s actions, encouraging open communication, valuing 
autonomous self-will and disciplined conformity to standards of conduct and exert-
ing fi rm control at points of confl icts but also allowing for individual expressions 
and interests. Alternatively, in terms of parenting dimensions which are characteris-
tic of authoritative parenting, parents should adopt a combination of high warmth, 
autonomy support and behavioural control if they hope to promote better achieve-
ments and more positive psychosocial outcomes in their children. Parents should 
note that parental control is not necessarily bad for child development if it is of the 
sorts as mentioned above. However, a form of parental control—psychological con-
trol—that intrudes on the thoughts and emotions of the child has been shown detri-
mental to the child (Barber & Harmon,  2002 ). Parents should therefore eschew 
controlling behaviours such as invalidating the child’s feelings, giving the child the 
“cold shoulder”, withdrawal of love and inducing guilt. Parents should also avoid 
the use of conditional regard (and its bifurcated forms of PCNR and PCPR), a vari-
ant of psychological control, as it has been shown to be associated with negative 
child consequences such as feeling resentment towards parents, defi cient emotional 
skills, unstable self-esteem and coping responses. If parents desire self-disclosure 
from their child, psychological control should be avoided. 

 The application of SDT as the theoretical framework in examining the identifi ed 
parenting dimensions that are associated with authoritative parenting style in the 
series of studies conducted by Chew ( 2011 ) offered a theoretical basis for the under-
standing of the effi cacy of authoritative parenting style in promoting positive ado-
lescent motivational outcomes. These studies demonstrated that psychological 
needs satisfaction as the key psychological process underlying the infl uence of par-
enting dimensions on student-athletes’ motivational outcomes and subjective well- 
being. Parents should focus on meeting their children basic psychological needs of 
autonomy, competence and relatedness through honing their patterns of parental 
behaviours to be autonomy supportive, expressing warmth and providing structure. 
Listening and understanding the child’s perspectives, enabling the child to feel a 
sense of volition in his/her actions, having a fi rm but light touch approach in super-
vising and guiding the child, being like a friend to the child, sharing of fun and 
laughter, having open communication, being sensitive to the emotional state of the 
child and providing fi nancial, emotional and other forms of support to meet the 
needs of the child as he/she seeks to gain competency in various pursuits (e.g. aca-
demic, sports) are aspects that parents should pay attention to. To do all these, par-
ents require ample time spent with their children, and concerted effort from parents 
is also needed. Providing a familial climate that is conducive for optimal develop-
ment of the child in terms of their psychosocial and motivational outcomes and 
well-being is in sync with the desires of most, if not all, parents. 
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 A key practical implication for school leaders interested in enhancing young 
adolescent athletes’ sports motivation and well-being is that they should engage 
these young athletes’ parents to heighten their awareness of the effects of parenting 
dimensions on motivational outcomes and gain their cooperation to foster a familial 
climate conducive for optimal satisfaction of the young athletes’ basic psychologi-
cal needs of autonomy, competence and relatedness. Not only should attention be 
paid to helping parents provide higher levels of parental autonomy support, struc-
ture and warmth, but consideration should also be given to diminishing the negative 
parenting dimension. Such efforts to generate awareness can be achieved either for-
mally, such as through letters to the parents, or through some existing school-parent 
communication channel such as a newsletter. Information relevant to helping par-
ents know how to support their child can also be communicated to them through 
informal conversations which the teacher-in-charge may have with parents. 

 This learning regarding working in partnership with parents to promote positive 
motivational consequences and well-being in student-athletes can be implemented 
on a school-wide basis for the holistic development of all students. In Singapore, 
support for such an initiative is provided by the policy statement of the Ministry of 
Education: “Every parent a supportive partner”. Intervention programmes could 
also be designed to teach parents how they can provide better support to meet their 
children’s psychological needs. Studies have shown that managers and teachers can 
be taught to behave in more autonomy-supportive ways and that their behavioural 
change is associated with positive effects on their employees and students, respec-
tively (Hardré & Reeve,  2009 ; Reeve, Jang, Carrell, Jeon, & Barch,  2004 ).  

    Conclusion 

 Since the advent of SDT as a theoretical framework for research on parental infl u-
ence, a number of the studies have concentrated on examining parental autonomy 
support and psychological control, which in SDT are posited to be important to the 
psychological needs satisfaction of the child, and the associated motivational conse-
quences. By focusing the study of parental infl uence on pertinent constructs that are 
based on theory, this line of research is at the nexus of theory and practice and holds 
strong potential in advancing our understanding of the subject area as well as in 
translating research fi ndings into interventions that can enhance the positive infl u-
ence of parents in relation to child outcomes. However, it seems that research on 
parental infl uence in the sports domain is only beginning to take a similar approach. 

 From the perspective of SDT, further research on parental infl uence focusing on 
investigating the relations between the quality of the parent-child relationship and 
child outcomes that have bearing on the extent in satisfaction of the need for related-
ness holds promise in illuminating greater understanding on the motivational pro-
cesses leading to enhanced child outcomes. Thus far, only some researchers have 
alluded to the importance of warmth in contributing to a sense of relatedness 
between parent and child and to the psychosocial outcome of the child. After all, the 
importance of the social environmental factors to the development of individuals is 
well recognised by social psychologists.     
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    Chapter 11   
 Creating an Autonomy-Supportive Physical 
Education (PE) Learning Environment       

       Yew     Meng     How      and     John     Chee     Keng     Wang    

           Introduction 

 Physical activity (PA) has benefi cial effects on many bodily systems, with strong 
epidemiological evidence showing that PA is associated with reduced risk of coro-
nary heart disease, obesity, type 2 diabetes and other chronic diseases and condi-
tions (Department of Health,  2009 ; World Health Organisation,  2010 ). As healthy 
PA habits developed early in life may continue into adulthood (Telama, Yang, 
Laakso, & Vilkari,  1997 ), adequate participation in PA during childhood and ado-
lescence is critical in the prevention of obesity-related diseases in later life. Research 
has shown that as children grow older into adolescents, their level of PA decreases 
(Yli-Piipari, Wang, Jaakkola, & Liukkonen,  2012 ). In view of the age of this identi-
fi ed cohort, it should come as no surprise that physical education (PE) has been 
advanced as an avenue in which to mitigate the reported decreases in PA participa-
tion (Lonsdale et al.,  2013 ). 

 PE teachers’ behaviours, practices and motivational styles have a substantial 
impact on students’ feelings about and engagement in learning and can infl uence 
children to adopt physically active lifestyles as adults (Wright, Patterson, & 
Cardinal,  2000 ). Students differ in many aspects such as learning domains, learning 
styles, physical growth and development, as well as social and emotional develop-
ment (Jenkins,  1986 ). Hence, PE teachers are constantly exploring effective teach-
ing strategies to meaningfully engage and motivate students. To motivate students, 
an effective PE teacher needs to not only be familiar with unpredictable student 
behaviour but also be well aware of the challenges to meet the diverse needs of their 
students. Importantly, they must understand how their students learn and how they 
learn best (Siedentop & Tannehill,  2000 ). 
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 This chapter traces the trend in motivational research in PE teaching and aims to 
understand the “what”, “why” and “how” of motivation in PE. Firstly, we will look 
at “what” are the features of an effective PE lesson, with the purpose of providing 
a background on understanding the infl uence of learning environments on students’ 
motivation towards PA and learning in PE. Secondly, we will examine at the 
 learning environment through the theoretical framework of SDT and understand 
“why” it is crucial to students’ motivation and learning in PE. We will also specifi -
cally present a case for autonomy support and structure as particularly important 
factors in an effective PE learning environment. Finally, we will suggest some prac-
tical ideas “how” PE teachers can implement an autonomy-supportive style in their 
teaching of PE.  

    “What” Makes a Good PE Lesson: The Learning 
Environment in Effective PE Teaching 

 PE is important in equipping students with knowledge, skills and attitudes to pursue 
a physically active and healthy lifestyle. Sallis and colleagues (Sallis, Prochaska, & 
Taylor,  2000 ) believe that positive PE experiences can infl uence children to adopt 
physically active lifestyles as adults, and PE teachers play an important role in facil-
itating these processes. However, due to ineffective instructional strategies and a 
lack of effort to constantly engage students, some PE teachers fi nd it diffi cult to 
motivate their students towards participating in PA (Bycura & Darst,  2001 ). 
Likewise, Bryan and Solmon ( 2007 ) posit that the structuring of PE programmes to 
achieve this larger intent of PE can be improved. 

 Past research identifi es several key factors within the PE social context that play 
a major role in determining the degree to which students are motivated to lead a 
physically active lifestyle. Firstly, shared decision-making in PE lessons with 
 students and providing students with levels of choices regarding activity or equip-
ment selection results in desirable outcomes such as higher self-concepts (Schempp, 
Cheffers, & Zaichkowsky,  1983 ) and greater future participation (Ferrer-Caja & 
Weiss,  2000 ). Additionally, a PE learning environment with high student  perceptions 
of choice in PE was associated with high perceptions of autonomy (Ntoumanis, 
 2005 ). 

 A second factor is competence at performing and confi dence in using motor 
skills, both of which are established through early experiences in PA and sport 
(Solmon,  2003 ). Deci and Ryan ( 1985 ) posit a close relationship between a sense of 
competence and intrinsic motivation, such that the more able a person believes him-
self/herself to be at some activity, the more intrinsically motivated they will be at 
that activity. Specifi cally in PE, teaching effectiveness is perceived as a hierarchy of 
pedagogical practices in which organisations, management, discipline and control 
form the base, and student success is situated at the top (Parker,  1995 ). According 
to Rink ( 2002 ), teacher effectiveness is maximised by engaging students at a high 
level of appropriate activities incorporating some form of student choice for a pro-
longed period of time. 
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 Deci and Ryan ( 1985 ) further suggest that for classroom environments to ener-
gise students’ natural curiosity and learning, optimal challenges must be provided. 
Students have to be engaged at a high level and be successful at an appropriate task 
for a suffi cient amount of time if they are to gain competence in complex motor 
skills, such as those most frequently taught in PE lessons (Silverman, Devillier, & 
Ramirez,  1991 ). However, the research evidence also suggests that a very high level 
of success rate during the acquisition phase of learning does not always lead to 
increased retention or learning and that “errorless practice and rote repetition are 
poor learning strategies” (Lee, Swinnen, & Serrien,  1994 , p. 338). In fact, high per-
ceptions of challenge have been associated with high perceived competence (Koka 
& Hein,  2003 ). Hence, effective teachers will fi nd ways to challenge the students 
optimally by manipulating the demands of motor tasks and matching student effort 
against the degree of success (Solmon,  2003 ). 

 A third important motivating factor in the social context is in the provision of 
structure in the PE learning environment. Structure describes the extent to which a 
social context is structured, predictable, contingent and consistent (Skinner & 
Belmont,  1993 ). When a teacher provides challenging tasks, negotiates clear and 
short-term goals, delivers contingent feedback related to students’ endeavours and 
encourages their effort and progress, he/she tends to nurture the students’ need for 
competence and their self-determined motivation (Tessier, Sarrazin, & Ntoumanis, 
 2010 ). Particularly important for PE, structure creates a positive learning climate in 
which students are focused and motivated to learn (Evertson & Emmer,  1982 ). A 
well-structured learning environment allows teachers to effectively manage student 
behaviour, develop systems and methods of holding students accountable for their 
work, present information clearly and organise instruction so that students spend 
more time on related tasks rather than non-related tasks (Evertson & Emmer,  1982 ). 
Additionally, a structured environment also allows students to know what to expect, 
which can in turn enhance their sense of control (Blankenship,  2008 ). 

 A fourth important factor in PE is the students’ relationship with their teachers 
and classmates, specifi cally the degree in which they feel socially connected with 
them. Teachers may infl uence these perceptions of connectedness in PE through the 
type of learning climate they establish daily interactions and communication via 
feedback. Feedback can occur in numerous fashions, and individuals can interpret 
the feedback in a number of ways. Positive or negative verbal statements or a system 
of rewards all constitute kinds of feedback. If the individual senses that the feedback 
is intended to be instructive and helpful, then the advice is likely to promote intrin-
sic motivation (i.e. pursuing an activity out of interest and due to the inherent enjoy-
ment that it provides) (Bryan & Solmon,  2007 ). If, on the other hand, the feedback 
is viewed as calculating, in an attempt to manipulate performance, then intrinsic 
motivation will decrease (Bryan & Solmon,  2007 ). At worst, the feedback may be 
become amotivational (i.e. a lack of motivation characterised by a belief that suc-
cess is not possible and that the activity is not valuable), promoting a sense of 
incompetence or helplessness (Deci & Ryan,  1985 ). Sport-related research has 
shown considerable increases in intrinsic motivation for individuals who receive 
positive feedback and are in circumstances that allow them a level of autonomy by 
providing choice in situations (Thill & Mouanda,  1990 ). 
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 Furthermore, an effective PE programme targets the development of a physically 
active lifestyle directly, focusing on the acquisition of the skills, knowledge and dis-
positions that encourage students’ volitional engagement in PA (Rink & Hall,  2008 ). 
PA has been identifi ed as a key factor in avoiding premature mortality and morbidity 
(Bouchard, Shephard, & Stephens,  1994 ). Regular involvement in PA improves the 
health status of children and adults (Berkey, Rockett, Gillman, & Colditz,  2003 ); 
however, there is a need to examine the factors that promote motivation and engage-
ment in PE and to better understand the determinants of PA in children and youth 
(Taylor & Lonsdale,  2010 ). While some individuals participate in regular PA simply 
for the enjoyment of exercising, others appear to exercise to attain intrinsic or extrin-
sic rewards such as losing weight, being more attractive or obtaining recognition from 
signifi cant others (Deci & Ryan,  2000 ). Previous research has shown that individuals 
who exercise out of enjoyment rather than being motivated by external rewards are 
more likely to adhere to a specifi ed exercise programme (Deci & Ryan,  2008a ). 

 Motivation is an important determinant of sustained participation in PA, and Deci 
and Ryan’s ( 1985 ,  2000 ) self-determination theory (SDT) allows examination of the 
motives underpinning individuals’ engagement in certain behaviours and activities 
(Ntoumanis,  2001 ). According to SDT, motivation may exist in various forms, rang-
ing from a complete absence of motivation at one end of the spectrum (i.e. amotiva-
tion) through to engagement in activities for the inherent pleasure and interest they 
hold (i.e. intrinsic motivation). From the most self-determined to the least, the moti-
vational regulations outlined within SDT are: (a) intrinsic motivation (i.e. pursuing 
an activity out of interest and due to the inherent enjoyment that it provides), (b) 
extrinsic motivation (i.e. the performance of an activity to attain some separate out-
come, comprising integrated, identifi ed, introjected and external regulation) and (c) 
amotivation (i.e. a lack of motivation characterised by a belief that success is not 
possible and that the activity is not valuable). One key principle of SDT is that indi-
viduals are more likely to continually engage in behaviours for which they feel 
autonomously motivated (Deci & Ryan,  2000 ). That is, those activities that indi-
viduals initiate of their own volition rather than feeling controlled to do so. 

 In additional, research in the exercise domain show that social conditions that 
support the satisfaction of basic psychological needs has been related to autono-
mous forms of motivation from the perceived locus of causality consistent with 
SDT (Edmunds, Ntoumanis, & Duda,  2007 ). Additionally, interventions supporting 
autonomous motivation were found to increase psychological need satisfaction as 
well as motivational regulations (Edmunds et al.,  2007 ).  

    “Why” the Learning Environment Is Important (Part 1): 
Creating a Facilitating Environment Through 
the Satisfaction of Psychological Needs in PE 

 Deci and Ryan ( 2008b ,  2000 ) proposed that social conditions that allow greater 
satisfaction of the basic psychological needs for autonomy, relatedness and compe-
tence can lead to more autonomous or self-determined motivation. The PE teacher 
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plays an important role in infl uencing students’ motivational orientations and behav-
iours through the learning environment they create. The social context established 
in PE (e.g. autonomy support, structure, cooperation) infl uences a student’s percep-
tions of competence, autonomy and relatedness. These perceptions in turn infl uence 
the student’s motivational orientation (e.g. intrinsic, extrinsic and amotivation), 
which consequently brings about affective (e.g. enjoyment, happiness), cognitive 
(e.g. engagement) and behavioural (e.g. increased PA) outcomes. Studies examin-
ing the learning environment in PE and PA settings found that students’ perceptions 
of teachers’ needs support positively predicted students’ perceptions of needs satis-
faction (Ntoumanis,  2005 ; Standage, Duda, & Ntoumanis,  2005 ). 

 Competence or “effectance-focused motivation” (Deci & Ryan,  2000 , p. 231) is 
based on the need to have an impact on our surroundings, which is shown in the 
degree to which a person can make changes effectively in an environment ( Deci & 
Ryan ). Competence, as conceptualised as a nutriment in SDT, has a direct infl uence 
on intrinsic motivation. When an individual feels responsible for profi ciently execut-
ing a task or other undertaking, intrinsic motivation can be enhanced ( Deci & Ryan ). 
When positive results do occur, it is critical that the individual perceive that he/she 
had a direct impact on the desirable outcome through feedback. Feelings of compe-
tence can be enhanced or negated by episodes of feedback. If an individual experi-
ences negative feedback, intrinsic motivation will often decrease ( Deci & Ryan ). 

 Studies in PA settings generally support the notion that greater levels of per-
ceived competence yield increases in self-determination and intrinsic motivation 
(Ntoumanis,  2001 ; Wang, Liu, Lochbaum, & Stevenson,  2009 ), although some indi-
cate that the effect of perceived competence on intrinsic motivation is indirect 
(Goudas, Biddle, Fox, & Underwood,  1995 ). Perceived competence is particularly 
pertinent for PE, where most if not all of the skill performance is within public view 
(Whitehead & Corbin,  1991 ). 

 The benefi ts of competence needs satisfaction in PE also extend beyond the les-
son. Taylor, Ntoumanis, Standage and Spray ( 2010 ) found that PE students’ who 
were higher in competence need satisfaction showed more effort in PE, intended to 
be more physically active and reported more leisure-time PA, as compared with 
students who reported lower levels of competence need satisfaction. In addition, 
students who reported higher levels of competence need satisfaction experienced a 
greater acceleration in leisure-time PA over the school trimester, compared with 
students who reported lower levels of competence need satisfaction. 

 According to SDT, relatedness is characterised by a state of loving and caring for 
others, with the reciprocal being true, where love and care is also received by the 
individual, and is important in us fl ourishing as human beings (Deci & Ryan,  2000 ). 
In a school environment, when teachers are sympathetic, warm and affectionate 
with their students, when they dedicate psychological resources, such as attention, 
energy and affection (Reeve, Deci, & Ryan,  2004 ), they tend to nurture their stu-
dents’ relatedness and self-determined motivation. Relatedness in the classroom 
maybe conceptualised as interpersonal involvement by teachers in creating oppor-
tunities for students to feel related and belonging when they interact within a social 
environment that offers affection, warmth, care and nurturance (Skinner, Furrer, 
Marchand, & Kindermann,  2008 ). 
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 Research in PE has demonstrated a positive relationship between relatedness in 
PE and more self-determined levels of motivation (identifi ed regulation, integrated 
regulation and intrinsic motivation). It is not uncommon for individuals to report 
that a main reason they participate in PA is for the social interaction it provides 
(Ntoumanis,  2001 ). Studies with students from 11 to 19 years of age have shown 
that high perceptions of relatedness in PE were linked to higher levels of self- 
determined motivation (Standage et al.,  2006 ), identifi ed regulation and intrinsic 
motivation in females (Ntoumanis,  2001 ). Conversely, low perceptions of related-
ness were associated with high levels of amotivation (Ntoumanis,  2005 ; Standage 
et al.,  2006 ). 

 In PE, a students’ relationship with his/her classmates is also important in con-
tributing to their perception of relatedness, and positive relationships with peers can 
positively impact intrinsic motivation in sport and PE (Ulrich-French & Smith, 
 2006 ). Perceptions of cooperation or actual participation in cooperative learning 
activities are also linked with high perceived relatedness (Ntoumanis,  2001 ). 

 The concept of autonomy that is central within SDT has long been recognised as 
a fundamental factor in the promotion of optimal motivation. When individuals feel 
that their opinions are valued, their feelings are taken into account, and they have 
the opportunity to make choices and be self-managers, autonomy is enhanced (Ryan 
& Deci,  2000 ). School-based research has provided evidence that intrinsic motiva-
tion fl ourishes when students perceive that they are in an autonomy-supportive envi-
ronment, where they have some level of control (Jang, Reeve, & Deci,  2010 ; Reeve, 
 2009 ). In PE, when students are able to make informed choices, engagement in PA 
is expected to follow (How, Whipp, Dimmock, & Jackson,  2013 ). In a study of 
middle school girls, when students were allowed to make choices regarding the 
activity in which they wanted to participate, situational motivation was increased, 
and amotivation was decreased, with additional benefi cial effects of higher PA lev-
els (Ward, Wilkinson, Graser, & Prusak,  2008 ). As such, when looking into PA 
intentions and adherence issues, investigating the construct of autonomy is 
essential. 

 Studies also show that students who report high perceptions of autonomy support 
in PE are more likely to be physically active in their leisure time. Chatzisarantis and 
Hagger ( 2009 ) developed a 5-week intervention programme involving 10 PE teach-
ers and 215 pupils and examined its effects on students’ PA intentions and 
 self- reported leisure-time activity behaviour. The study employed two conditions, 
an autonomy-supportive one in which teachers were trained to provide rationale, 
feedback, choice and acknowledge diffi culties and a less autonomy-supportive one 
in which teachers provided rationale and feedback only. Results indicated that stu-
dents who were taught by more autonomy-supportive teachers reported stronger 
intentions to exercise during leisure time and participated more frequently in lei-
sure-time physical activities than students taught by less autonomy-supportive 
teachers. This study further demonstrates the usefulness of SDT for the develop-
ment of school- based interventions to increase PA participation. 

 When students are involved in a PE task that is appropriately self-determined, 
off-task behaviour should be minimised. Teachers must make use of strategies in PE 
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lessons that help elicit autonomous behaviours from students. SDT is well suited to 
be an appropriate framework as insights into how PE teachers can infl uence stu-
dents’ motivation-related outcome variables can be gained by understanding how 
teachers’ motivational styles affect the learning environment that supports the satis-
faction of these needs. One key point repeatedly emerges in the literature that is 
especially relevant to the practitioner in PE, and that is students must perceive that 
their PE classes provide some form of autonomy. There is clear evidence suggesting 
that an autonomy-supportive environment is preferable to a controlling environment 
in PE (Hagger, Chatzisarantis, Culverhouse, & Biddle,  2003 ; Standage et al.,  2006 ).  

    “Why” the Learning Environment Is Important (Part 2): 
Autonomy Support in Learning Environments 

 Autonomy support refers to the interpersonal connection and behaviour one person 
provides to identify, nurture and develop the other’s inner motivational resources—
such as the need for autonomy, intrinsic motivation, personal interests, intrinsic 
goals and self-endorsed values (Reeve,  2009 ). As opposed to autonomy support, 
controlling is the interpersonal feeling and behaviour one person provides to another 
to pressure them to think, feel or behave in a specifi c way (Assor, Kaplan, Kanat- 
Maymon, & Roth,  2005 ). SDT posits that when people experience autonomy need 
satisfaction from nurturing environmental conditions, they function more positively 
and experience greater psychological well-being (Deci & Ryan,  2008a ; Kee, Wang, 
Lim, & Liu,  2012 ). Conversely, a controlling environment undermines positive 
functioning and outcomes because it elicits in individuals an external perceived 
locus of causality, a sense of pressure and a sense of obligation to others or to one’s 
own negative emotion (Reeve, Nix, & Hamm,  2003 ). 

    Autonomy-Support Versus Controlling Motivational Style 

 Controlling and autonomy support represent a single bipolar continuum to concep-
tualise the quality or learning climate of a teacher’s motivating style towards stu-
dents (Deci, Schwartz, Sheinman, & Ryan,  1981 ). This concept is an important 
educational construct because students of autonomy-supportive teachers display 
more markedly positive classroom functioning and educational outcomes than do 
students of controlling teachers (Lim & Wang,  2009 ; Reeve & Jang,  2006 ; Ryan & 
Deci,  2000 ). There is strong empirical evidence showing that the degree to which 
teachers are autonomy supportive versus controlling is signifi cantly linked with stu-
dents’ need satisfaction and motivations (Liu et al.,  2013 ). Studies on autonomy- 
supportive motivating styles suggest that teachers who support autonomy by 
listening, allowing time for independent work and asking questions about what they 
want to do as they teach enhance students’ intrinsic motivation and internalisation 
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(Reeve, Bolt, & Cai,  1999 ). Sierens, Vansteenkiste, Goossens, Soenens and Dochy 
( 2009 ) further suggest that when help, instructions and expectations are provided in 
an autonomously supportive way to the students, there is a greater chance that they 
would self-refl ect, plan their study activity and perceive themselves as learners. 

 On the other hand, teachers who are controlling use characteristically more 
directives, give more solutions to the students, criticise them more and put more 
pressure on them using rewards, threats and deadlines (Reeve,  2009 ). When teach-
ers are controlling, students’ engagement becomes lacking in the important motiva-
tional underpinnings of personal interest, valuing, task involvement, positive 
feelings, self-initiative, self determination and persistence (Reeve,  2009 ). It is this 
contrast between engaging in a task with and without these autonomous sources of 
motivation that differentiates the positive functioning and outcomes of autonomy- 
supported students from the negative functioning and outcomes of controlled 
students.  

    Effectiveness of Autonomy Support in PE 

 To date, there are a number of studies that examined the effectiveness of autonomy- 
supportive interventions in secondary school PE (Chatzisarantis & Hagger,  2009 ; 
Cheon, Reeve, & Moon,  2012 ; Tessier, Sarrazin, & Ntoumanis,  2008 ). These stud-
ies are important in adding to the understanding of the causal relationships between 
autonomy-supportive interventions and subsequent student outcomes. 

 A study by Tessier and colleagues ( 2008 ) involved fi ve PE teachers (i.e. three 
males and two females) randomly assigned to a control or an autonomy-supportive 
training group over an 8-week teaching cycle. Results showed that compared to the 
teachers in the control group, those in the experimental group used an autonomy- 
supportive style with greater frequency. In a follow-up study to address the effects 
of the teacher training on students’ engagement and motivation, Tessier and 
 colleagues ( 2010 ) developed an intervention to test the effects of a training pro-
gramme for three newly qualifi ed PE teachers on teachers’ overt behaviours and 
students’ psychological needs satisfaction, self-determined motivation and engage-
ment in sport-based PE. Results revealed that from pre- to post-intervention: (1) 
teachers managed to improve their teaching style in terms of all three dimensions, 
and (2) students were receptive to these changes, as shown by increases in their 
reported need satisfaction, self-determined motivation and engagement in the class. 

 Cheon and his colleagues ( 2012 ) designed, implemented and assessed the effec-
tiveness of an intervention to help physical education (PE) teachers be more auton-
omy supportive during instruction. Nineteen secondary school PE teachers in Seoul 
were randomly assigned into either an experimental or a delayed-treatment control 
group, and their 1,158 students self-reported their PE-related psychological need 
satisfaction, autonomous motivation, amotivation, classroom engagement, skill 
development, future intentions and academic achievement at the beginning, middle 
and end of the semester. Observers’ ratings and students’ self-report confi rmed that 
the intervention was successful. 
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 Overall, strong recent evidence has emerged suggesting that PE teachers can 
learn to better support students’ psychological needs through provision of autonomy 
support.  

    Structure and Engagement in the Learning Environment 

 Structure refers to how much information and how clearly teachers provide instruc-
tion to students about expected behaviour and the means whereby desired educa-
tional outcomes can be effectively achieved (Skinner & Belmont,  1993 ). Structure 
has been examined thoroughly within the classroom management literature as intro-
ducing procedures (Emmer, Evertson, & Anderson,  1980 ), establishing order 
(Doyle,  1986 ), communicating instructions about how to complete work (Carter & 
Doyle,  2006 ) and reducing to a minimum poor behaviour while promoting achieve-
ment and engagement (Brophy,  2006 ). The opposite of structure is chaos, whereby 
teachers are confusing or contradict themselves, unable to articulate clear expecta-
tions and directions and ask for results without communicating how to get them 
(Jang et al.,  2010 ). From a SDT perspective, structure further facilitates students’ 
development of a sense of an internal locus of control, perceived competence, mas-
tery motivation, self-effi cacy and a positive attribution style (Skinner et al.,  2008 ). 

 Teachers sometimes equate control with structure. Controlling strategies are 
often inappropriately associated with a structured learning environment, whereas 
autonomy-supportive strategies are often wrongly associated with a disorderly or 
helter-skelter one (Reeve,  2009 ). Teachers do not want to risk losing control over 
their classrooms, so they sometimes believe that a controlling style will provide 
them with the classroom structure they seek. Similarly, they may fear that an 
autonomy- supportive style will lead to students be lax in learning or chaos in the 
classroom. It is a mistake to equate control with structure, however, because 
 information can be provided by teachers in  either  controlling or autonomy-support-
ive ways (Deci & Ryan,  1985 ). Although structure tells students what they need to 
do (e.g. goals, expectancies), it is a teacher’s motivating style that sets the tone as to 
how students make progress towards those objectives. A classroom that has objec-
tives is typically a structured one, whereas a classroom without objectives is typi-
cally a chaotic one. The key difference is that a teacher who pushes and pressures 
students towards those objectives is controlling, whereas a teacher who supports 
students’ movement towards those objectives is autonomy supportive (Reeve,  2009 ).  

    The Role of Autonomy Support and Structure in Fostering 
Engagement in PE 

 When teachers’ naturally occurring styles are scored by raters, providing structure is 
actually  positively  correlated with the provision of autonomy support and 
 negatively  correlated with the provision of control (Jang et al.,  2010 ). Hence 
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autonomy- supportive teachers provide more, not less, classroom structure than do 
controlling teachers (Sierens, Goossens, Soenens, Vansteenkiste, & Dochy,  2007 ). 
Students too rate their autonomy-supportive teachers as providing them with greater 
structure than do their controlling teachers (Jang et al.,  2010 ; Sierens et al.,  2009 ). 
Findings such as these show that a controlling style in which teachers take charge and 
push hard does not afford students the structured learning environment they seek. In 
a nutshell, teachers need to fi nd ways to administer elements of classroom structure 
that not only structure the lessons but also support students’ autonomy while doing so. 

 More recently, Jang and colleagues ( 2010 ) investigated the impact of autonomy 
support and structure on students’ engagement and found that students’ engagement 
was highest when teachers provided high levels of both. They also found that (a) 
autonomy support and structure were positively correlated, (b) autonomy support 
and structure both predicted students’ behavioural engagement and (c) autonomy 
support was a unique predictor of students’ self-reported engagement. 

 In PE lessons, the emphasis is on the presentation of motor skills. Demonstration, 
or modelling, often with the teacher in front of the class, is recognised as a critical 
aspect of presenting information to learners (McCullagh, Stiehl, & Weiss,  1990 ). 
Prior research on classroom climate and teacher behaviour offers a potential insight 
as to how autonomy support and structure might combine during the ongoing fl ow 
of instruction to enhance students’ engagement. Researchers found that providing 
structure at central moments in the lesson (e.g. when the teacher was in front of the 
class and introducing a new learning activity) was crucial to predicting students’ 
subsequent classroom engagement (Brekelmans, Sleegers, & Fraser,  2000 ). 

 Structure is especially important in PE because teachers who have not developed 
a sound structure cannot progress onto developing learning environments that main-
tains a high level of student engagement in practice (Rink,  2002 ). Teachers who do 
develop a structured learning environment that support students’ autonomy can 
employ effective teaching strategies (such as working in cooperation or indepen-
dently) critical to the development of students in PE (Hellison,  1995 ). To set the 
conditions under which students could later regulate their own learning in an auton-
omous and responsible way—especially during less supervised group and individ-
ual work—it will be helpful for a teacher to fi rst display a strong sense of leadership 
(i.e. high structure) during central lesson segments (Jang et al.,  2010 ). 

 With autonomy support and structure functioning as important predictors of stu-
dents’ collective classroom engagement, teachers struggling with the daily goal of 
supporting students’ engagement during learning activities need not choose between 
providing autonomy support or structure but, instead, can focus their instructional 
energies on providing autonomy support and structure. 

 However, there are limited intervention studies examining the role of structure 
together with autonomy support in PE. Past research (Skinner & Belmont,  1993 ) 
conceptualises autonomy support and structure as a comprehensive framework. 
However, Jang et al. ( 2010 ) recognise that conceptual and operational defi nitions 
might capture only the essential elements of autonomy support and structure. To 
understand the comprehensive elements of autonomy support and structure, further 
experimental and longitudinal designs that are subject specifi c (in this case PE) are 
warranted.   
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    “How” to Create an Autonomy-Supportive Learning 
Environment: Five Instructional Behaviours to Support 
Students’ Autonomy 

 In the fi rst article to operationally defi ne autonomy support as a construct that could 
be manipulated within the context of an experiment, Deci and colleagues (Deci, 
Eghrari, Patrick, & Leone,  1994 ) used a laboratory procedure to vary the presence 
versus absence of three interpersonal conditions—provide meaningful rationales, 
acknowledge negative feelings and use non-controlling language. This three- 
condition operational defi nition of autonomy support was applied to a task in which 
participants worked on a very uninteresting activity. From the study, they found that 
none of the conditions by itself created an experience in which participants felt their 
autonomy was supported. Rather, it was only when all three conditions were pro-
vided together that participants felt their autonomy was supported. 

 As experimental and intervention-based research was extended into naturally 
occurring applied settings (e.g. the classroom), researchers necessarily expanded 
the operational defi nition so that it applied equally well to supporting people’s 
autonomy as they engaged in interesting and personally valued activities. In doing 
so, researchers added “offer choices” (Williams, Cox, Kouides, & Deci,  1999 ) and 
“nurture inner motivational resources” (Reeve, Jang, Carrell, Jeon, & Barch,  2004 ) 
as additional theory-based elements (or interpersonal conditions) of autonomy 
 support. Another contemporary expansion has been to recognise the importance of 
taking the other person’s perspective, as many researchers now integrate “acknowl-
edge negative feelings,” “acknowledge perspective” and “perspective taking,” into a 
single supportive condition—namely, “acknowledge perspective and feelings” 
(Tessier et al.,  2008 ). 

 Research conducted on the constructs of autonomy support provides substantial 
empirical support for the validity of each interpersonal condition. (A) In “providing 
meaningful rationales”, participants provided with a rationale that explained why 
task engagement was a personally benefi cial thing to do self-reported greater per-
ceived autonomy and task importance and showed greater task engagement than did 
participants who worked on the same task or lesson without an explanatory ratio-
nale (Jang,  2008 ). (B) In “acknowledging negative feelings”, participants who had 
others acknowledge, accept and even welcome their expressions of negative affect 
(e.g. “this is boring”) self-reported greater perceived autonomy and showed greater 
engagement than did participants who had their expression of negative affect criti-
cised or suppressed (Assor et al.,  2005 ; Reeve & Jang,  2006 ). (C) In “using non- 
controlling language”, participants exposed to fl exible communications (“you 
may…”), and non-evaluative comments self-reported greater perceived autonomy 
and greater task engagement than did participants exposed to language that pushed 
and pressured them towards specifi c predetermined products, solutions, answers 
and desired behaviours (Assor et al.,  2005 ; Reeve & Jang,  2006 ; Vansteenkiste, 
Simons, Lens, Sheldon, & Deci,  2004 ). (D) In “offering choices”, participants 
offered choices among options and invitations to self-direct their own task 
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 engagements self-reported greater perceived autonomy and task engagement than 
did participants given assigned tasks (Assor et al.,  2002 ; Reeve et al.,  2003 ). (E) In 
“nurturing inner motivational resources”, participants showed greater constructive 
motivation and task engagement when others built their requested task engagements 
around their interests (Schraw & Lehman,  2001 ), intrinsic motivation (Gottfried, 
Fleming, & Gottfried,  1994 ), autonomy (Reeve & Jang,  2006 ), competence (Ryan 
& Grolnick,  1986 ), relatedness (Furrer & Skinner,  2003 ), sense of challenge 
(Clifford,  1990 ) and intrinsic goals (Vansteenkiste, Zhou, Lens, & Soenens,  2005 ). 

 In view of the evidence provided by literature, teachers should be encouraged to 
promote autonomy support through providing choice, initiative and decision- 
making in the classroom. Reeve ( 2009 ) proposes fi ve instructional behaviours that 
teachers can adopt to be more autonomy supportive: (1) foster intrinsic motivation, 
(2) offer rationale for tasks, (3) use informational/non-controlling language, (4) dis-
play patience for student learning and (5) acknowledge and accept students’ expres-
sions of negative affect. In the following sections, we will highlight some of the 
practical ways in which teachers can operationalise autonomy support in their 
classes. 

    1. Fostering Intrinsic Motivation 

 To foster intrinsic motivation in students, teachers must fi nd ways to coordinate the 
instructional activities with students’ preference, interests, sense of enjoyment, 
sense of challenge, competencies and choice-making (Reeve, Jang et al.,  2004 ). For 
example, the PE teacher could allow the class to design interesting learning activi-
ties of their choice, as well as allow students to have some time to read up or research 
more on the current topic that is being taught. To challenge students optimally, the 
teacher may also set differentiated levels of diffi culty that the students may choose 
from, instead of a once-size-fi t-all approach. These practices are particularly useful 
when introducing or making a transition to a new learning activity. They encourage 
students’ active engagement in lessons by allowing students to feel a sense of free-
dom with respect to their actions, since what they do is aligned with their genuine 
interests.  

    2. Offer Rationale for Tasks 

 When asking students to engage in potentially uninteresting activities or rule fol-
lowing, teachers could support students’ autonomy by offering a rationale (or a 
steady stream of rationales) (Reeve,  2009 ). For example, a teacher who wishes to 
teach orienteering to students can highlight the real-life importance of angles in 
map reading and other cross-disciplinary applications. The teacher can also focus 
on framing these skills towards intrinsic contexts (Vansteenkiste et al.,  2004 ) and 
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how they would be personally useful and of signifi cance and value to the students. 
For example, map reading help the students in navigation when they go on a holi-
day. In both cases (explanatory rationales, intrinsic goal framing), the teacher sup-
ports students’ appreciation, understanding and internalisation for why the otherwise 
uninteresting activity is actually a personally useful thing to do (Assor et al.,  2002 ; 
Vansteenkiste & Lens,  2006 ). Providing rationale is important in internalisation of 
the learning activity, by changing the perception of what is not worth doing into 
something worth doing.  

    3. Use Informational/Non-controlling Language 

 Teachers could rely on informational and non-controlling language to support 
autonomy when communicating requirements. For example, a PE teacher may 
notice in a lesson that a student is off-task, low in motivation and intentionally dis-
ruptive to other students’ learning. Instead of telling the student off right away, the 
teacher can support the student’s autonomy and encourage volitional engagement 
by relying on non-controlling language through fl exible messages that are non-eval-
uative and information rich (Vansteenkiste et al.,  2004 ). The teacher could help the 
student become aware of his actions and that his actions are not helping with the 
objective of learning. The teacher could further remind the student the rules of the 
classroom behaviour and the objectives of the lesson. The use of informational and 
non-controlling language is benefi cial when communicating requirements, respon-
sibilities and feedback. It is also effective in addressing motivational and behav-
ioural problems in the classroom. Beyond promoting positive teacher- student 
relationships, informational and non-controlling language also helps students be 
more aware of their motivational, behavioural and performance issues while main-
taining their personal responsibility for these problems.  

    4. Display Patience for Student Learning 

 When students are developing skills on tasks that are unfamiliar or complex, teach-
ers should display patience for students’ learning. They can do so by taking the time 
to listen, providing encouragement for initiative and effort, providing time for stu-
dents to work in their own way, offering helpful hints when students seem stuck, 
praising signs of progress, postponing advice until they fi rst understand the stu-
dents’ goals and perspective and providing scaffolding when it is needed and invited 
(Reeve & Jang,  2006 ). For example, a teacher may notice her students in a PE class 
facing diffi culties in understanding the concepts taught. Instead of saying, “Here, let 
me show you how to do it”, the teacher could ask guiding questions to direct stu-
dents towards focusing on the concept and allow students the space to think and 
fi gure it out for themselves as they continue to engage in the lesson. Teachers often 
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feel that they do not have the “luxury” to let students learn at their own pace. 
However, when students have time and space to explore and manipulate materials, 
make plans, set goals, formulate and test hypothesis, monitor and revise their work 
and change problem-solving strategies, they are better able to accommodate knowl-
edge, understand conceptual change and integrate deeper information processing.  

    5. Dealing with Negative Affect/Misbehaviour 

 How teachers deal with students’ off-task and non-engaged behaviour also has 
implications for students’ motivation. Sometimes in lessons, students’ preferences 
are at odds with teacher’s requests and requirements. For example, a teacher may 
want her PE class to practise dribbling a basketball. She has designed a series of 
progressive tasks for her class to help them. However some of her students may 
perceive the tasks to be boring and irrelevant. A controlling teacher would brush off 
these negative affects and impose her demands on the class. Alternatively, after lis-
tening to her students’ comments, an autonomy-supportive teacher could decide to 
make the lesson more interesting by using games to teach skills rather than using 
drills and tasks. When teachers acknowledge, accept and even welcome expressions 
of negative feelings, they communicate an understanding of the students’ perspec-
tives and give voice to that perspective. By opening themselves to receiving stu-
dents’ negative emotionality as constructive information, it creates opportunities to 
enhance students’ engagement by restructuring an otherwise unappealing lesson.   

    Conclusion 

 Teachers’ behaviours and practices have a substantial impact on student engage-
ment in PE. When students learn out of curiosity and are intrinsically motivated, 
they are more engaged in and satisfi ed with their learning. They better understand 
the material they are trying to learn and are happier in PE lessons. The practical 
SDT framework discussed in this chapter allows teachers to work through the steps 
of becoming less controlling, wanting to support autonomy and learning the practi-
cal “how-to” of classroom autonomy support. 

 One of the key goals of PE is to provide students with a supportive and highly 
active environment, which also facilitates the skills, knowledge and attitudes that 
are necessary to pursue an active, healthy lifestyle beyond the school environment. 
The motivating style that best facilitates students’ engagement is an autonomy- 
supportive one. Reviews from the previous studies showed that PE teachers might 
not need to spend substantial amounts of time designing an autonomy supportive PE 
environment. The provision of autonomy support in PE could be achieved with 
minimal modifi cation to a traditional teacher-centred PE pedagogy. Allowing time 
in PE lessons for students to plan and execute their own activities could enhance 
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their engagement in PA and perceptions about PE within the classroom, as well as 
better enable them to make informed choices and sustain their PA levels outside 
school.     
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    Chapter 12   
 Can Being Autonomy-Supportive in Teaching 
Improve Students’ Self-Regulation 
and Performance?       

       John     Chee     Keng     Wang     ,     Betsy     L.  L.     Ng     ,     Woon     Chia     Liu     , and     Richard     M.     Ryan    

            Introduction 

 Within self-determination theory (SDT; Deci & Ryan,  1985 ), learners’ intrinsic 
motivation is said to be facilitated and enhanced by nurturing their innate psycho-
logical needs for autonomy, competence and relatedness. These three basic needs 
relate to choice, feeling of effectiveness and connectedness. Satisfaction of the 
needs within a context will promote intrinsic motivation for doing a task or activity. 
Through experiencing a sense of choice in learning, a sense of competence as well 
as a sense of connectedness, learners feel self-determined (autonomous) and 
motivated. 

 Studies in the SDT literature have provided the benefi ts associated with learners’ 
need satisfaction and teacher’s autonomy support (Gagne,  2003 ; Jang, Kim, & 
Reeve,  2012 ). Satisfaction of needs provides the condition for optimal learning by 
yielding an energizing effect in which learners can get more fully immersed in the 
learning process and predicts positive learning outcomes (Reeve, Deci, & Ryan, 
 2004 ). Despite the documented existence of SDT-based intervention research, little 
is known about the inclusion of motivational-cognitive variables. The aim of this 
study was to test the effects of the autonomy-supportive classroom intervention on 
student learning outcomes in terms of needs satisfaction, motivational-cognitive 
factors and academic achievement in the Singapore context. 
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    SDT-Based Educational Research 

 SDT is a macro-theory on human motivation, in particularly autonomous motiva-
tion, controlled motivation and amotivation which are used as predictors of aca-
demic performance (Deci & Ryan,  2008 ). Recent empirical studies support the 
associations of autonomous motivation with achievement and engagement (De 
Naeghel et al.,  2012 ; Reeve,  2013 ), the positive impact of teacher need support on 
motivation and learning (Diseth, Danielsen, & Samdal,  2012 ; Jang et al.,  2012 ) as 
well as the relationship between student need satisfaction and intrinsic motivation 
(Brooks & Young,  2011 ; Otoshi & Heffernan,  2011 ). 

 From the SDT perspective, autonomy-supportive teachers permit students to act 
upon their personal interests and values, to provide students with the desired amount 
of choice and to give a meaningful rationale when choice is constrained (Soenens 
et al.,  2007 ). Such teachers are effective in supporting students’ need for autonomy 
as they can empathetically adopt learners’ internal frame of reference (i.e. auton-
omy support). Autonomy-supportive teachers also satisfy students’ needs for com-
petence; thereby students might be more engaged in self-regulated learning (Sierens 
et al.,  2009 ). Autonomy support is likely to allow a more student-attuned learning 
environment as it acts in accordance with students’ goals. 

 According to Deci and his colleagues (Deci, Eghari, Patrick, & Leone,  1994 ), an 
autonomy-supportive environment is when the leader provides rationale, acknowl-
edgement of confl ict and choice. Autonomy-supportive environment facilitates 
more self-determined forms of motivation in students as opposed to controlling 
behaviours. Controlling behaviours arise in a controlled environment whereby two 
of the three critical abovementioned factors are absent. Therefore, the utility of 
applying SDT to educational settings is evident whereby students thrive in both 
academic and developmental domains.  

    Determinants of Motivation and Self-Regulated Learning 

 Perceived autonomy support can facilitate autonomous learning, which will lead to 
self-determined behaviours and greater well-being (Levesque, Zuehlke, Stanek, & 
Ryan,  2004 ). To measure the extent to which individuals are relatively autonomous 
versus controlled in performing a task or activity, the Academic Self-Regulation 
Questionnaire (SRQ-A) was developed by Ryan and Connell ( 1989 ). This self- 
report questionnaire provides statements asking the rationale in engaging specifi c 
behaviours that vary along the autonomy-control continuum. By combining the rat-
ings based on the degree of each regulatory style, a summary score called the rela-
tive autonomy index (RAI) can then be computed. High RAI scores in educational 
settings related to more autonomous learning but also predicted positive educational 
outcomes including competence and enjoyment of school (Miserandino,  1996 ; 
Williams & Deci,  1996 ). 
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 Two other tenets that contribute to autonomous learning are motivational beliefs 
and self-regulatory strategies. More specifi cally, positive motivational beliefs such 
as high self-effi cacy and task value and low level of test anxiety can aid in engage-
ment of deep processing and metacognitive regulation (Pintrich, Smith, Garcia, & 
McKeachie,  1993 ). Conversely, self-regulatory strategies help students focus on 
planning, monitoring and controlling their cognition (Pintrich,  2000 ). In accordance 
with the active learner’s beliefs and cognition, the Motivated Strategies for Learning 
Questionnaire (MSLQ) was developed (Pintrich et al.,  1993 ) to evaluate self- 
regulatory skills and to predict academic performance. In relation to this, MSLQ 
can be used to measure students’ motivational beliefs and self-regulated learning in 
academic context. 

 A recent local research study (Wang, Liu, Koh, Tan & Ee,  2011 ) demonstrated 
students’ perceived basic psychological needs, motivational factors and achieve-
ment in project work across a three-point period. The context of project work had 
facilitated the psychological needs of students as well as enhanced students’ moti-
vation, learning strategies and achievement in project work. Their fi ndings high-
lighted the nature of a learning context (i.e. project work) could foster optimal 
learning in students. However, other social factors such as autonomy-supportive 
interpersonal behaviours are also important. 

 Several studies used the MSLQ and Intrinsic Motivation Inventory (McAuley, 
Duncan, & Tammen,  1989 ) to measure students’ perceived self-regulatory skills and 
their enjoyment, respectively (Ee, Wang, Koh, Tan, & Liu,  2009 ; Van Nuland, 
Dusseldorp, Martens, & Boekaerts,  2010 ). Their fi ndings revealed that self- 
regulatory skills (i.e. metacognition) and enjoyment had positive infl uence on aca-
demic performance. Besides the importance of self-regulatory skills, the learning 
climate may support or thwart students’ learning. As proposed by Vallerand, Pelletier 
and Koestner ( 2008 ), there is a need to study the effect of social factors on individu-
als’ needs and motivational orientations in education. Such research is necessary as 
previous studies reported high self-determined forms of motivation (i.e. intrinsic 
motivation) versus low levels of extrinsic motivation from undergraduates. 

 In this study, some of the motivational and self-regulated learning constructs of 
MSLQ were selected to examine students’ beliefs and use of learning strategies in 
their academic subjects. By understanding their motivational beliefs and learning 
strategies, the MSLQ can be used to predict students’ grades in academic subjects 
such as mathematics and science.  

    Autonomy-Supportive Interventions 

 Su and Reeve’s ( 2011 ) recent meta-analysis supported the effectiveness of 
autonomy- supportive intervention in terms of helping people to support the auton-
omy of others. In these 19 studies, the unit of analysis in most autonomy-supportive 
trainings is the individual teacher, parent, manager, coach or clinician. In contrast to 
practice, interventions are often carried out at a macro-level such as at the level of 
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the school, corporation or hospital. Results from these intervention studies indicated 
that laboratory settings were more effective and relatively consistent than authentic 
settings such as schools had more diverse results. In this vein, it is necessary to test 
the effectiveness of teacher’s autonomy-supportive instructional behaviours on stu-
dent motivation and learning. 

 Based on existing knowledge, limited empirical studies have examined the 
effects of autonomy-supportive teaching style on student motivation and self- 
regulated learning in academic contexts. Most school-based intervention studies 
focused on leisure-time physical activities and physical education. For instance, 
Chatzisarantis and Hagger ( 2009 ) evaluated the utility of school-based intervention 
to increase student physical activity participation over a 5-week interval of time. 
Their study employed two conditions: (1) teachers in the treatment condition were 
trained to adopt an autonomy-supportive teaching style during physical education 
classes, and (2) teachers in the control condition were instructed to adopt a less 
autonomy-supportive teaching style. Results indicated that students in the treatment 
condition exhibited stronger intentions and higher frequency to exercise during lei-
sure time than those in the control condition. According to a recent intervention 
study in a physical education setting (Tessier, Sarrazin, & Ntoumanis,  2010 ), teacher 
interpersonal involvement (i.e. interactions with students) was salient in autonomy- 
supportive behaviours, thus promoting students’ psychological need satisfaction in 
relatedness, but not in autonomy and competence. This calls for the potential 
research to examine how students perceived autonomy-supportive teaching behav-
iours that may infl uence their needs satisfaction. 

 In regard to autonomy-supportive intervention in classroom settings, Reeve and 
colleagues ( 2004 ) observed how trained teachers in autonomy-supportive behav-
iours engage their students’ learning in an experimental group versus the untrained 
teachers in a control group. Their fi ndings demonstrated enhanced engagement in 
students through classroom observations. Likewise, Furtak and Kunter ( 2012 ) con-
ducted an autonomy-supportive intervention through a reform-based science lesson 
on motion. It was a small-scale research evaluating the effect of procedural and 
cognitive autonomy-supportive teaching on student motivation and learning. 
Enhanced motivation and improved achievement test score demonstrated the effect 
of cognitive autonomy-supportive teaching.  

    The Present Study 

 The abovementioned evidence indicated that teachers being autonomy-supportive 
can better facilitate students’ psychological needs and autonomous learning behav-
iours. However, further research is needed to address the research gaps in previous 
studies. The purpose of this study is to test the effectiveness of an autonomy- 
supportive intervention that provide rationale, feedback, choice and acknowledge-
ment of personal confl icts versus a control group whereby the teachers will conduct 
their lessons per se. The following hypotheses were formulated: 
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  H1     Autonomy-supportive intervention would have a positive effect on perceived 
autonomy support, basic psychological needs and relative autonomy.  

  H2     Autonomy-supportive teaching style would have a positive effect on the 
students’ motivational beliefs and learning strategies.  

  H3     Students with perceived autonomy support would have enhanced effort 
exertion, intrinsic interest and grades in the academic context.    

    Method 

    Participants 

 Eight local schools from Singapore with 393 secondary school students ( M  = 15.3, 
 SD  = 1.25, age range from 13 to 17 years) participated in the present study. Of these, 
213 were males whereas 175 were females. With a total of 16 classes, each school 
had two intact classes, namely, one control group and one intervention group. 
Permission was granted to the researchers to conduct the research in the classroom 
setting of each school and confi dentiality of the participants’ responses was assured. 
The pre- and post-intervention questionnaires were administered in a quiet class-
room condition. Note that English was the medium of instruction for all participat-
ing schools.  

    Procedure 

 This study adopted a 5-week intervention design from Chatzisarantis and Hagger 
( 2009 ). At pre-intervention, eight teachers in the treatment condition (i.e. interven-
tion) were trained to adopt an autonomy-supportive interpersonal style according to 
Reeve’s ( 2009 ) fi ve acts of instructional behaviour: (1) offering choices and options, 
(2) providing explanatory rationales, (3) giving feedback through informational, 
non-controlling language, (4) allowing time for self-paced learning to occur as well 
as (5) acknowledging students’ expressions of negative affect. 

 The training was conducted on four sessions with 3 h per session, over a month 
by an expert in SDT. The trained teachers implemented their autonomy-supportive 
teaching style during the 5 weeks of intervention. The control group comprised of 
the remaining eight teachers whose classes had no implementation of the treatment 
condition. These teachers were not randomly assigned to experimental conditions to 
avoid any class disruption in schools. At pre- and post-intervention, data collection 
was based on the students’ responses from the self-report measures in terms of 
mathematics, science as well as design and technology (D&T) contexts.  
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    Measures 

 The pre- and post-intervention questionnaires contained all the following self-report 
measures (except for grades). A 7-point scale format, ranging from 1 (not true at all) 
to 7 (very true of me), was used for all measures (except grades). 

    Learning Climate Questionnaire (LCQ) 

 Perceived teacher’s autonomy support was measured using the 15-item LCQ 
(Williams & Deci,  1996 ). An example of the items was “I feel that my teacher pro-
vides me choices and options”. Students responded the questionnaire in accordance 
with the degree to which they perceived their teacher’s autonomy-supportive inter-
personal style. The mean scores of students’ responses were then computed.  

    Academic Self-Regulation Questionnaire (SRQ-A) 

 The Academic Self-Regulation Questionnaire (SRQ-A; Ryan & Connell,  1989 ) was 
used to measure the motivational orientations in the context of academic subjects. 
The adapted fourteen items represented an autonomous motivational style (identi-
fi ed regulation, intrinsic motivation) and a controlling motivational style (external 
regulation, introjection). An example of the items that measured identifi ed regula-
tion was “because I want to improve in project work”, intrinsic motivation was 
“because project work is fun”, for external regulation included “because I’ll get into 
trouble if I don’t” and, lastly, introjection was “because I’ll feel bad about myself if 
I didn’t”. The relative autonomy index (RAI) was computed to evaluate students’ 
autonomous motivation in the academic contents. RAI was calculated by external 
regulation × (−2) + introjection × (−1) + identifi cation + intrinsic motivation × (2). 
Higher RAI score indicates a more autonomous motivational orientation of the 
individual.  

    Basic Psychological Needs Scale 

 To measure students’ autonomy, competence and relatedness need satisfaction, the 
Basic Psychological Needs Scale (Liu et al.,  2009 ) was used. It comprised of 12 
items, namely, 6 items for autonomy (e.g. “I feel that my teacher provides me with 
choices and options in school”), 3 items for competence (e.g. “In school, I feel 
pretty competent”) as well as 3 items for relatedness (e.g. “I feel close to my school 
mates”).  
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    Motivated Strategies for Learning Questionnaire 

 In this study, 28 items were selected from the 44-item MSLQ (Pintrich & De Groot, 
 1990 ) to measure junior high students’ motivational beliefs and their learning strate-
gies. As the intention of the study was to test if autonomy-supportive teaching style 
would have a positive effect on the students’ motivational beliefs and learning strat-
egies, the selected items included the following six scales: self-effi cacy (e.g. 
“Compared with other students in this class I expect to do well”; fi ve items), task 
value (e.g. “I prefer class work that is challenging so I can learn new things”; six 
items), test anxiety (e.g. “I am so nervous during a test that I cannot remember facts 
I have learned”; four items), rehearsal (e.g. “When I study for a test I practice saying 
the important facts over and over to myself”; four items), elaboration (e.g. “When 
reading I try to connect the things I am reading about with what I already know”; 
fi ve items) and metacognitive self-regulation (e.g. “When I am studying a topic, I 
try to make everything fi t together”; four items).  

    Intrinsic Motivation Inventory (IMI) 

 The measurement of the students’ learning outcome in terms of enjoyment and 
effort was represented by “intrinsic value” and “effort exertion”. To measure stu-
dents’ intrinsic value (i.e. enjoyment) and effort exertion, two relevant subscales 
from the IMI (McAuley et al.,  1989 ) were used. Intrinsic value was assessed by the 
four items from the IMI interest/enjoyment subscale (e.g. “I would describe school 
as very interesting”) and effort was measured by three items (e.g. “I put a lot of 
effort into my school work”).   

    Grades 

 At pre- and post-intervention, students’ term test grades for mathematics, science as 
well as D&T were collected.  

    Data Analysis 

 Data analyses were performed using IBM SPSS Statistics 20. In the main analysis, 
three repeated-measures MANOVA and follow-up ANOVAs were conducted, fol-
lowed by post hoc tests using Bonferroni. A separate ANOVA was conducted for 
academic grades between groups. As the sample sizes for classes and teachers were 
considered small, the student participants were used as the unit of analysis and mul-
tilevel analysis was not conducted.   
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    Results 

    Perceived Autonomy Support, Basic Needs and RAI 

 Repeated-measures MANOVA with perceived autonomy support, basic needs and 
RAI as dependable variables, time of measurement as the within-subjects factor 
(within group) and group as the between-subjects factor was performed on the two 
groups (i.e. control versus intervention). The results revealed signifi cant between- 
group effect, Wilk’s Λ = 0.959,  F (5, 365) = 3.10,  p  < 0.01 and η 2  = 0.04; within-group 
effect, Wilk’s Λ = 0.942,  F (5, 365) = 4.46,  p  < 0.01 and η 2  = 0.06; as well as time × 
group interaction effect, Wilk’s Λ = 0.946,  F (5, 365) = 4.20,  p  < 0.01 and η 2  = 0.05. 

 Subsequent univariate tests showed signifi cant within-group effects for perceived 
autonomy support,  F (1, 359) = 5.93,  p  < 0.05 and relatedness,  F (1, 359) = 2.92, 
 p  < 0.05; signifi cant interaction effects for perceived autonomy support,  F (1, 
359) = 14.9,  p  < 0.01 and RAI,  F (1, 359) = 8.49,  p  < 0.01; as well as between-group 
effect for competence,  F (1, 359) = 7.41,  p  < 0.01. The ANOVA results demonstrated 
that students’ perceived autonomy support, autonomy, competence and RAI 
increased from the pre- to post-intervention, as compared to those in the control 
group. However, the change for autonomy was not signifi cant. Table  12.1  shows the 
means, standard deviations and effects for the outcome measures in the two groups.

       MSLQ Variables 

 Repeated-measures MANOVA with MSLQ variables (i.e. intrinsic value, self- 
effi cacy, learning strategies, lack of self-regulation and anxiety) as dependable vari-
ables, time of measurement as the within-subjects factor (within group) and group 
as the between-subject factor was performed on the two groups (i.e. control versus 
intervention). The multivariate results for MSLQ variables showed signifi cant 
effects of group, Wilk’s Λ = 0.968,  F (5, 373) = 2.43,  p  < 0.05 and η 2  = 0.032, and 

   Table 12.1    Repeated-measures MANOVA for perceived autonomy support, basic needs and RAI   

 Control group  Intervention group 

 Pre  Post  Pre  Post  Effect 

 Variables  Mean  SD  Mean  SD  Mean  SD  Mean  SD 

 Autonomy 
support 

 4.55  1.14  4.45  1.05  4.38  1.05  4.75  1.19  *T/*I 

 Autonomy  4.50  1.03  4.45  0.93  4.52  0.89  4.69  1.01  − 
 Competence  4.43  1.15  4.36  1.06  4.60  1.04  4.73  1.13  *G 
 Relatedness  4.90  1.05  4.68  0.94  4.87  1.01  4.84  1.04  *T 
 RAI  1.58  4.53  0.66  3.77  2.17  4.62  2.40  4.29  *I 

  *T, time effect; *I, interaction effect; *G, group effect; −, no effect  
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within-group effects, Wilk’s Λ = 0.940,  F (5, 373) = 4.81,  p  < 0.05 and η 2  = 0.061, but 
no signifi cant effect on time × group interaction. 

 It was hypothesized that the autonomy-supportive intervention would have a 
positive effect on the MSLQ variables. Subsequent univariate tests revealed signifi -
cant within-group effects for self-effi cacy,  F (1, 357) = 15.18,  p  < 0.01 and lack of 
self-regulation,  F (1, 357) = 8.18,  p  < 0.01, as well as interaction effect for self- 
effi cacy,  F (1, 357) = 7.81,  p  < 0.01. The main effect of teacher’s autonomy support 
on self-effi cacy was signifi cant such that students scored higher level of self- effi cacy 
for the intervention, compared to those in control condition. The ANOVA results 
demonstrated that students’ intrinsic value, learning strategies and anxiety increased 
from the pre- to post-intervention, as compared to those in the control group. 
However, the change for these variables was not signifi cant. Table  12.2  shows the 
means, standard deviations and effects for the outcome measures in the two groups.

       IMI Variables and Grade 

 Repeated-measures MANOVA with two dependent variables on IMI was con-
ducted. There was a signifi cant multivariate effect of group for effort and interest, 
Wilk’s Λ = 0.960,  F (2, 370) = 7.70,  p  < 0.01 and η 2  = 0.04. However, the within-group 
differences and time × group interaction had no signifi cant effect. Subsequent uni-
variate ANOVA also yielded no signifi cant effects. 

 It was hypothesized that the autonomy-supportive intervention would have a 
positive effect on perceived effort, interest and grades. A mixed-method ANOVA 
results conducted for grades showed that students in the intervention group scored 
higher ( F (1, 280) = 13.08,  p  < 0.01, η 2  = 0.05) than those in control group. In addi-
tion, there was a signifi cant interaction effect,  F (1, 280) = 4.76,  p  < 0.05 and η 2  = 0.02. 
However, there was no signifi cant effect for within-group grades. Table  12.3  shows 
the descriptive statistics and effects for the outcome measures in the two groups.

   Table 12.2    Repeated-measures MANOVA for MSLQ subscale measures   

 Control group  Intervention group 

 Pre  Post  Pre  Post  Effect 

 Variables  Mean  SD  Mean  SD  Mean  SD  Mean  SD 

 Intrinsic 
values 

 4.77  1.23  4.74  1.11  4.94  1.07  5.15  1.13  − 

 Self-
effi cacy 

 4.11  1.21  4.19  1.14  4.11  1.09  4.47  1.20  *T/*I 

 Learning 
strategies 

 4.62  1.12  4.64  1.02  4.65  1.07  4.83  1.04  − 

 Lack of 
self-
regulation 

 4.28  1.22  4.09  1.12  4.55  1.26  4.23  1.29  *T 

 Anxiety  4.04  1.20  4.05  1.23  3.92  1.26  4.08  1.33  − 

  *T, time effect; *I, interaction effect; −, no effect  
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        Discussion 

 The purpose of the present study was to assess the effectiveness of the autonomy 
support intervention in enhancing perceived autonomy support, students’ motiva-
tional orientations and learning strategies. This study also evaluates the perceptions 
of students’ needs of satisfaction, effort and interest in studying mathematics, sci-
ence and D&T. In line with the research studies that emphasized the centrality of 
autonomy support for students’ higher levels of psychological needs (Reinboth & 
Duda’s,  2006 ; Vansteenkiste et al.,  2009 ), the 5-week intervention had signifi cant 
positive effects on students’ perceived autonomy support, competence and related-
ness. In addition, there were signifi cant interaction effects on students’ perceived 
autonomy support, RAI, self-effi cacy and achievement. Results are discussed in 
light of the three aforementioned hypotheses. 

    Changes in Students’ Perceived Autonomy Support, Needs 
and Relative Autonomy 

 The autonomy-supportive intervention was successfully implemented, as indicated 
by the signifi cant increase in perceived autonomy support. Despite the positive 
change in perceived autonomy support, this may not be suffi cient to propel students’ 
autonomy emanating from being in a classroom setting, as indicated by the insig-
nifi cant change in perceived autonomy. When students feel that doing schoolwork 
is due to some external coercion, they do not experience the need for autonomy 
(Urdan & Schoenfelder,  2006 ), suggesting that an internal perceived locus of cau-
sality is more relevant to the need of autonomy towards academic learning. 

 On the other hand, when students perceive the need for competence, they will 
experience effi cacy upon completion of a learning task (Sierens et al.,  2009 ). This 
corresponds with the increased level of students’ reported competence in this inter-
vention study. Autonomy-supportive teachers provide structure that will provide 
competence-relevant feedback and express confi dence in students’ abilities towards 

   Table 12.3    Repeated-measures MANOVA for IMI subscale measures/mixed-method ANOVA for 
grades   

 Control group  Intervention group 

 Pre  Post  Pre  Post  Effect 

 Variables  Mean  SD  Mean  SD  Mean  SD  Mean  SD 

 Effort 
exertion 

 4.81  0.98  4.69  0.91  4.93  1.09  4.92  1.08  − 

 Intrinsic 
interest 

 4.61  1.28  4.55  1.15  5.01  1.21  4.99  1.23  − 

 Grade  61.05  16.99  57.98  20.72  65.46  13.81  66.62  16.69  *G/*I 

  *I, interaction effect; *G, group effect; −, no effect  
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completion of tasks (Reeve et al.,  2004 ). Research on SDT applied in educational 
settings supported that autonomy-supportive teachers facilitate students’ need for 
competence and nurture students’ need for relatedness, which are benefi cial in both 
academic and development domains. The signifi cant increased level of students’ 
relatedness suggests that students could relate to teacher’s effortful engagement. 
When teachers support students’ autonomy in classroom learning, such engagement 
provided students with information about teachers’ commitment to students’ 
 well- being (McHugh, Horner, Colditz, & Wallace,  2013 ). These perceptions may 
relate to students’ fulfi lment of need for relatedness. 

 Previous studies (Deci et al.,  1994 ; Williams & Deci,  1996 ) advocated that 
autonomy demonstrated increased autonomous learning and greater relative auton-
omy. Within the SDT framework, the positive impact of autonomy support is when 
children self-regulated in an integrated manner such that they acted in accord to 
their feelings and thoughts of the task (Joussemet, Koestner, Lekes, & Houlfort, 
 2004 ). This explains the overall signifi cant effect of the autonomy-supportive teach-
ing approach on students’ relative autonomy. This might be explained by the stu-
dents’ perceived autonomy support from their teachers, resulting in students being 
more autonomous and self-regulated in their learning.  

    Changes in Student Motivational-Cognitive Measures 

 Regarding the MSLQ variables, the results partially confi rmed the second hypoth-
esis, as shown by the signifi cant positive and interaction effects of self-effi cacy. On 
the contrary, there was no signifi cant effect on students’ intrinsic value, use of learn-
ing strategies and anxiety between the autonomy-supportive teaching approach and 
control condition. One possible explanation could be due to the routine school tasks. 
The perception of task value is similar to that of intrinsic value which assesses stu-
dents’ perceptions that the content of their classes is interesting, relevant and impor-
tant to them (Anderman,  2003 ). Likewise, when the task is perceived as being 
closely connected to individuals’ values and interests, they portray stronger feelings 
of autonomy (Katz & Assor,  2007 ). However, only one signifi cant interaction effect 
between the teaching approach and students’ self-effi cacy was found. This suggests 
that autonomy-supportive teachers could affect changes in students’ self-effi cacy 
beliefs in terms of enhancing their self-effi cacy with regard to classroom activities 
and subjects (Wigfi eld, Guthrie, Tonks, & Perencevich,  2004 ). Previous research by 
Williams et al. ( 2004 ) proposed that autonomy may have an indirect effect on out-
comes through self-effi cacy beliefs. However, further research is needed to test this 
relationship. 

 Research studies (Sierens et al.,  2009 ; Vansteenkiste et al.,  2009 ) have shown 
that autonomy-supportive teaching style was associated with students’ management 
of their classroom learning and self-regulated learning strategies. In contrast to this 
study, the insignifi cant effect on the learning strategies variable suggests that stu-
dents in both control and intervention groups could control and apply effective 
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learning strategies. Such strategies can be constructed from experience or facilitate 
by teachers and peers (Paris & Newman,  1990 ). Consequently, the signifi cant 
decrease for lack of self-regulation between groups demonstrated an improvement 
in self-regulation of students from the intervention group. Recent empirical fi ndings 
(Jang, Reeve, & Deci,  2010 ; Soenens et al.,  2012 ) confi rmed that students became 
more self-regulated learners when the learning climate was autonomy-supportive. 
Nonetheless, students still experienced anxiety in both control and intervention 
groups. As stated by Pajares ( 2005 ), students can feel a fairly good sense of their 
confi dence as they contemplate an action. Although negative feelings provide cues 
that something is amiss, one may not be aware of such case. Hence, negative feel-
ings such as anxiety still exist in students and teachers can help to decrease anxiety 
by increasing a student’s attention to the task at hand (Britner & Pajares,  2006 ). 
When a mind is well-focused on the dynamics of the task, the shift of focus to 
apprehension can be avoided, hence reducing the level of anxiety.  

    Changes in Student Effort, Interest and Achievement 

 An important fi nding arose in this study is that the autonomy-supportive teaching 
style did not affect students’ effort regulation and intrinsic interest in their school-
work. This phenomenon confi rms the view advocated by Legault et al. ( 2006 ) in 
which students are amotivated in schools based on their effort beliefs, value placed 
on academic tasks and characteristics of the academic tasks. Alternatively, by fos-
tering relevance of school tasks to students, autonomy-supportive teachers can help 
students to become autonomous and discover how extrinsically motivated academic 
tasks can become relevant to their interests (Assor, Kaplan, & Roth,  2002 ). In addi-
tion, students’ enjoyment and valuing of their academic subject may be related to 
their perceived needs satisfaction (Liu et al.,  2009 ). Findings reported in this study 
suggest that the lack of enjoyment (i.e. intrinsic interest) and effort in the school 
work could relate to students’ perceived autonomy. Next, the signifi cant interaction 
effect between the teaching approach and grades might be explained by students 
who endorsed autonomy support at the beginning of the 5-week benefi t most from 
the intervention. This is consistent with previous research fi ndings (Blackwell, 
Trzesniewski, & Dweck,  2007 ). 

 Overall, there was a signifi cant time × group interaction effect for each variable – 
perceived autonomy support, RAI, self-effi cacy and grades. Findings of this study 
indicated that the intervention was successful in terms of signifi cant changes in the 
desired learning outcomes. Specifi cally, individuals in the intervention group were 
more autonomous and self-effi cacious as well as more autonomy support than indi-
viduals in the control group. Subsequently, the intervention group had signifi cantly 
improved students’ grades of academic subjects. Evidently, the fi ndings of this 
study suggest that feeling of self-effi cacy is facilitated by autonomy-supportive con-
texts. Nevertheless, there are still implications and limitations to be considered 
when implementing future intervention studies.  
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    Practical Implications 

 This present study examined the effects within groups and between groups. The 
rationale of within-group effects is that students’ perceptions of the classroom cli-
mate are key factors in predicting the students’ motivation and learning outcomes 
(Jang et al.,  2010 ). Hence, the students’ perceptions of their teachers’ interpersonal 
behaviours and their own learning behaviours are important variables. By examin-
ing the between-group effects, the emphasis is on classroom climate and teacher’s 
interpersonal behaviour. The fi ndings of between-group effects can be considered as 
an important socio-contextual contribution which adds on to the current literature of 
autonomy support. 

 As the control groups comprised of students from eight schools, the interpreta-
tion of the learning context may be divergent. Previous studies have shown that 
students in the same grade will often interpret classroom goal structures or teacher’s 
expectations in divergent way (Urdan & Midgley,  2003 ). It should be noted that 
students may interpret the challenges or requirements of specifi c contexts to be 
more important than actual learning context. This implies that students’ learning in 
the classroom environment may be more infl uenced by a variety of factors (interper-
sonal, emotional and cultural) than the cognitive factors associated with classroom 
learning. This conjecture seems to be in line with an earlier fi nding by effectiveness 
of teacher’s behaviour (Den Brok, Brekelmans, & Wubbels,  2004 ), suggesting that 
certain teacher’s behaviour might have different effects in one subject sample or one 
outcome measure as compared to another. In addition, there was a strong associa-
tion between proximity and students’ subject-specifi c motivation but no association 
with students’ cognitive test scores was found. 

 Based on current fi ndings, autonomy-supportive training programme is likely to 
infl uence teachers’ teaching style. However, it is important to consider teachers’ 
beliefs before the training, as teachers’ beliefs may affect their autonomy- supportive 
teaching styles. Understanding teachers’ beliefs about the utility of autonomy- 
supportive teaching may predict how effective and how easy-to-implement 
autonomy- supportive teaching styles.  

    Limitations and Conclusion 

 There are several limitations in the present study. First, the absence of the effects for 
students’ reported autonomy, intrinsic values and effort may refl ect the constraints 
of the nature and choice of school tasks. The task and learning context might lack of 
motivational components such that students did not endorse interest and enjoyment. 
Furthermore, sense of autonomy may be enhanced through choice of tasks and use 
of neutral language during teacher-student communication. For future study, ade-
quate measures of the learning context may be included to overcome this 
limitation. 
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 Another limitation is the lack of random assignment of teachers to experimental 
conditions. It is diffi cult to employ random assignment due to period of implemen-
tation and school contextual issues that could not controlled for in this study. Future 
intervention research should consider random assignment as the results are likely to 
be much more interpretable. 

 Finally, the present study did not include any classroom observation to look out 
for treatment fi delity during the intervention period. It is noted, however, that the 
absence of classroom observation is to minimize any elemental intrusion into class-
rooms. Still, future studies may utilize the classroom observations to examine the 
consistency of autonomy-supportive teaching style. 

 In conclusion, results of this study herein suggest the important role of autonomy- 
supportive teachers in establishing the positive interpersonal climate to increase 
self-determination in schools. Despite the extensive SDT-based research, the pres-
ent study expands upon previous classroom-based interventions and sheds light on 
the inclusion of MSLQ-based variables. The current fi ndings also contribute to the 
understanding of autonomy-supportive teaching style and its effects on student 
motivational-cognitive learning. Besides the importance of teaching style, further 
research may look at other social factors such as classroom structure and culture in 
similar academic contexts.      
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    Chapter 13   
 Translating Motivational Theory into 
Application of Information Technology 
in the Classroom       

       Caroline     Koh    

            Introduction 

 In his book, The Road Ahead, Bill Gates ( 1996 , p. 234) had this to say about the 
future of education:

  I can imagine a middle school science teacher a decade or so from now working on a lec-
ture…When she wants to show a still picture or a video…the net will allow her to select 
from a comprehensive catalog of images…The teacher will have organized the links to 
servers on the global network in advance, and she’ll make the list of links available to her 
students… 

   Generally, what he predicted in 1996 has materialized two decades later. In 
schools across Europe, North America and many parts of Australasia, the computer 
commonly features as standard classroom equipment. Teachers, digital natives and 
migrants alike, are downloading ‘apps’ aplenty and using them as teaching and 
learning tools. They are using social media platforms such as Facebook and Twitter 
to communicate with their students within and outside school walls. Students are 
whipping out their smart phones and i-gadgets to make records of their observations 
and fi ndings during fi eld trips and are relaying them within seconds to their teach-
ers. Mr Gates would be pleased with the extent to which technology has permeated 
social and educational arenas. 

 Many studies have shown that the positive outcomes of ICT application in educa-
tion are derived from an enhancement of student motivation on their assigned tasks. 
This is particularly true of Web 2.0 technology, defi ned as ‘a new generation of web 
software that embraces the power of user participation, collective intelligence, and 
knowledge sharing’ (Deng & Yuen,  2012 , p. 48; Brown & Adler,  2008 ; Harrison & 
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Barthel,  2009 ; McLoughlin & Lee,  2007 ; O’Reilly,  2007 ). In essence, Web 2.0 tools 
allow users to create and edit online content, to collaborate with others in this 
endeavor and to share what they have produced with the wider web community. 
Figure  13.1  shows the types of Web 2.0 tools that are most relevant in the educa-
tional context and their applications in teaching and learning.

   Generally, these tools can be classifi ed into three broad categories: (i) presenta-
tion tools allow the production, editing and sharing of presentations, (ii) media tools 
allow the production, editing and/or sharing of online audio and video recordings, 
and (iii) community tools allow communication, collaboration and sharing amongst 
users. Since Web 2.0 tools are specifi cally designed to promote interaction between 
web users and sites, there is considerable overlap between the three categories. For 
example, a podcast serves the dual purpose of a media and social networking tool. 
Thus, in so doing, Web 2.0 has the effect of motivating students towards higher 
engagement and participation in online activities (Deng & Yuen,  2012 ). 

 However, the use of ICT has spread so fast globally that formal research on its 
effectiveness has had a hard time playing catch-up. Many authors have explored the 
use of specifi c Web 2.0 tools in education, but there is scant information on the collec-
tive infl uence of these applications on student engagement and motivation. A review 
of the literature reveals that the use of ICT in education is not without any challenges, 
but when used appropriately, the benefi ts derived far outweigh the drawbacks. 

 The aim of this chapter is thus to provide an overview of the application of the 
more common ICT tools in education. This is followed by an exploration of the 
extent to which these have achieved their purpose in motivating students towards 
autonomous learning and the theoretical constructs underlying these effects.  

    Theoretical Constructs 

    Self Determination 

 Recent trends in motivational research in education have focused on factors 
infl uencing learner motivation. Alm ( 2006 ) argues that internet-based learning 
environments are able to motivate learners because they have the potential to 

Web 2.0
Tools 

Presentation 

E.g. slideshare, 
Prezi, Picsviewr

Media
E.g. YouTube,

Vimeo, Animoto

Community
E.g. podcasts, blogs, 
Twitter, Facebook, 

Wikispace, Edmodo, 
CreativeCommons

  Fig. 13.1    Web 2.0 tools and their usage       
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fulfi ll the latter’s needs. She proposes that the Self-Determination Theory/SDT 
(Deci & Ryan,  1985 ) provides a relevant theoretical framework to explain how 
ICT creates a motivating learning environment for learners by supporting the 
three basic psychological needs of relatedness (the sense of connectedness and 
belonging to a group), competence (the sense of self-effi cacy and high effective-
ness) and autonomy (sense of ownership and control over one’s behavior). 

 The SDT explains how behavior, such as adoption and usage of new technologies 
and Web 2.0 tools, is initiated, moderated, modifi ed and sustained with the aim of 
achieving positive growth and development of a coherent sense of identity. The 
theory posits that the degree of self-determined motivation increases with a height-
ened perception of basic needs satisfaction. Motivational regulation thus ranges 
across a spectrum, with the total lack of motivation (amotivation) at one end, and at 
the other, intrinsic motivation (self-initiated and arising from personal satisfaction). 
Between the two extremes is a range of motivational regulations, deemed extrinsic, 
that describe an activity undertaken as a means to an end. In SDT, extrinsic motiva-
tion is defi ned as a multidimensional construct, comprising different types of exter-
nal motivational regulations, each refl ecting a different causal attribution for the 
chosen behaviour. They are termed external, introjected and identifi ed forms of 
regulation. External regulation refers to behaviour that is controlled by external 
means, such as rewards, penalties/punishments or external authority. Introjected 
regulation refers to behaviour that is internally controlled, self-imposed, and ego- 
protective, such as acting out of guilt or in an attempt to avoid guilt, and is charac-
terised by feelings of internalised pressure, such as ‘I ought to …’. For identifi ed 
regulation, the behaviour is self-determined and according to what one values as 
important. It is characterised by feelings of ‘want’ rather than ‘ought’. The motiva-
tional regulations thus form a continuum that characterises the degree of internalisa-
tion of the behaviour.  

    Self-Regulation 

 Self-regulated learners are active participants in their own learning (Zimmerman, 
 1990 ). They show a high degree of self-determined motivation, are known to adopt 
a metacognitive approach to learning, and demonstrate a cycle of disciplined and 
effective learner behaviors. The metacognitive approach involves knowledge of 
one’s cognitive processes and the ability to control and make adjustments to these 
in order to attain specifi c goals. The metacognitive and behavioral processes inter-
play to optimize learning through a cycle of planning, implementation and evalua-
tion of learning strategies and procedures. E-learning systems should thus facilitate 
learners’ self-regulation by incorporating scaffolding features and functionalities 
that prompt users to apply metacognitive and self-regulation processes.   
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    Using Technology to Enhance Autonomous Learning 

 Through the years, several authors have attempted to defi ne autonomous learning. 
Holec ( 1981 ) viewed autonomy in learning as taking charge and being responsible for 
all decisions with regards to one’s learning own learning – a view that seems to absolve 
the teacher of all interference with the student. Dam ( 2000 ) agrees with the notion that 
the learner should be responsible for his/her own learning, but emphasizes the role 
played by the teacher in creating a supportive environment that facilitates autonomy, 
which Little ( 1991 , p. 4) defi nes as a capacity “…for detachment, critical refl ection, 
decision making, and independent action”. Gonzalez and St. Louis ( 2008 ) concur that 
autonomous learning involves both the teacher and the learner working together 
towards greater awareness of the latter’s academic ability, learning preferences and 
needs such that the appropriate plans and learning approaches could be devised. The 
aim therefore is to nurture autonomous learners with “a desire to learn…a positive 
self-image along with metacognitive capacity and the ability to handle change and to 
negotiate with others” (Gonzalez & St. Louis, p. 28; Breen & Mann,  1997 ). 

 A review of the literature shows that a number of Web 2.0 tools have the potential 
to promote learner motivation and autonomous learning by offering learning plat-
forms that support basic psychological needs satisfaction and by facilitating self- 
regulatory learning processes. The ensuing sections explore how this is achieved in 
three Web 2.0 applications, namely weblogs, e-portfolios and YouTube. This is fol-
lowed by a discussion on how the concerted use of these and other Web 2.0 tools in 
computer assisted learning programs may promote autonomous learning. 

    Blogs 

 A blog is a personal website consisting of a series of entries that may include the 
user’s comments, daily entries, video and audio recordings, as well as other readers’ 
comments and feedback. A number of authors have reported the educational bene-
fi ts of well-designed blogs (Clyde,  2005 ; Ellison & Wu,  2008 ; Goktas,  2009 ; 
Holzberg,  2003 ; Wassell & Crouch,  2008 ). There has been an upward trend in the 
use of blogs as teaching and learning tools. The growing pervasiveness of blogs was 
indicated in a study involving 197 undergraduate students in the UK, where 51 % of 
those surveyed perceived that blogs/wikis could be useful in promoting learning and 
about 30 % claimed to have used blogs or wikis (Sandars & Morrison,  2007 ). For 
instance, Goktas and Demirel ( 2012 ), in a study involving 339 pre-service teachers, 
found that blogs helped the prospective teacher by familiarizing them with new 
technologies, improving their perceptions of ICT, promoting their motivation to use 
ICT and in so doing, their knowledge and competencies in teaching and in ICT, as 
well as the provision of opportunities to apply and practice what they have learned. 

 Poling ( 2005 ) identifi ed the various types of blogs and their respective uses. 
Individual blogs, for instance, serve as personal on-line journals enabling users to 
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record and publish their daily refl ections. They present opportunities for students to 
carry out self-refl ection and evaluation of their own learning, and to invite peers and 
tutors to provide comments and feedback on their posts. Classroom blogging, 
whereby students set up group blogs and participate in the group discussions and 
activities, have the added advantage of promoting collaboration and communication 
amongst group members within the same class. The collaborative blogs can be fur-
ther extended to allow between-class interactions, whereby students from a particu-
lar class are given the opportunity to work with those from another class within the 
same school or in a different school. 

 The use of blogs in teaching and learning English as a Foreign Language (EFL) 
has been investigated in a number of studies (Pinkman,  2005 ; Ward,  2004 ; Zhang, 
 2009 ). In one such study, the researchers explored the use of blogs as collaborative 
tools for EFL students at the University of Chile (Trajtemberg & Yiakoumetti, 
 2011 ). This research was initiated as an attempt to boost student motivation in 
learning English, in a context where profi ciency in the language was generally 
poor. The investigators believed that since the blogs were visible in the public 
domain, they provided the necessary scaffolding to facilitate learning, since the 
students were able to view other bloggers’ posts and to learn from them. In addi-
tion, the blogs provided a collaborative learning environment, while offering suf-
fi cient autonomy for the learner to experience improved confi dence and motivation 
in mastering the language. For instance, participation and interaction in the blogs, 
while purely voluntary, were fuelled by the teacher’s feedback which served to 
engage the students in discussion. Thus, blogs were likely to promote student moti-
vation as they satisfi ed the basic psychological needs for autonomy, relatedness 
and competence necessary for autonomous motivation, in accordance with the 
Self-Determination Theory. 

 With the emergence of Web 2.0 applications, there has been a growing need to 
provide a “scaffolding structure that encourages student motivation and facilitates 
advanced thinking with integration of enriched learning resources” (March,  2007 , 
p. 2). The solution may reside in updated versions of WebQuests, originally con-
ceived as a scaffold for guiding novice users in decision making and experiences 
when navigating through the expansive World Wide Web. March ( 2007 ) provided a 
refi ned defi nition of the WebQuest as “a scaffolded learning structure that uses links 
to essential resources on the World Wide Web and an authentic task to motivate 
students’ investigation of an open-ended question, development of individual exper-
tise, and participation in a group process that transforms newly acquired informa-
tion into a more sophisticated understanding” (p. 2). He further claimed that Web 
2.0 technologies embedded in WebQuests hold the potential to motivate students 
intrinsically by promoting satisfaction of the three psychological needs of auton-
omy, relatedness and competence as professed by the Self-Deternination Theory 
(Deci & Ryan,  1985 ). For instance, WebQuests may provide opportunities for satis-
faction of competence by chunking learning and measuring student attainment 
through the learning process, enable learners to experience relatedness through col-
laborative group tasks, promote autonomy support by allowing students to select 
their own roles and/or offer students a range of options to choose from. 
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 In support of the above claims, a study by Mason ( 2006 ) on the impact of learn-
ing technologies on adult continuing education showed that some of the adult learn-
ers who were initially averse to blogging, eventually became ‘converts’ and 
continued using blogs in their professional domains. Knowles ( 1990 ) established 
that adult learners subscribe to a self-directed, problem-based approach to learning, 
use their own life and work experiences as prior knowledge, and value the social 
aspect of learning. Wenger ( 1998 ) viewed adults as belonging to ‘communities of 
practice’, whereby individuals come together as a group and learn through interac-
tion with one another. In this respect, blogs seem to provide a framework that is 
closely aligned to the learning needs of adults. They provide platforms for setting up 
learning communities, where members benefi t from a sense of relatedness. In addi-
tion, blogs provide the avenue for autonomy in terms of fl exible learning, self- 
expression and choice. It is not surprising therefore, that even the so-called ‘digital 
migrants’ have taken the plunge into blogging. One adult learner thus commented: 
“I didn’t like blogging, but was interested to do it and see what people put in their 
logs” (Mason,  2006 , p. 127).  

    E-portfolios 

 In its electronic form, the portfolio is a virtual repository enabling information to be 
stored in a variety of formats such as word documents, presentation slides, media 
fi les and even blogs. E-portfolios thus provide their users with numerous benefi ts, 
namely the provision of a personalized learning environment and opportunities for 
social networking within Web 2.0 technologies (Gerbic, Lewis, & Northover,  2009 ). 

 Abrami and his co-workers ( 2009 ) attributed the growing interest in e-portfolios 
to their ability to engage learners, especially those whose competencies are best 
refl ected through authentic tasks. E-portfolios may scaffold learning by offering a 
repertoire of tools that facilitate self-regulation processes, such as refl ective prac-
tice, knowledge consolidation, task refi nement as well as communication with 
tutors and peers. They provide students with an expansible ‘space’ for safekeeping 
and organizing their resources, as well as a platform for sharing and discussion that 
is accessible from anywhere and at any time. Students thus have the opportunity to 
develop self-regulation in their learning, leading to an enhancement of their self- 
effi cacy (Abrami & Barrett,  2005 ). 

 A number of researchers have focused their investigations on student motivation 
in the adoption and usage of e-portfolios. They found, for instance, that students 
were more motivated towards the use of web-based portfolios than paper-based 
portfolios (Driessen, Muijtjens, van Tartwijk, & van der Vleuten,  2007 ). The imple-
mentation of the e-portfolio assessment system was found to have a greater infl u-
ence on low motivation students, in terms of the effect on their self-evaluated 
learning and perceived usefulness of the system (Chang,  2009 ). In their study on the 
possible determinants of individual’s adoption of e-portfolios, M. Y. Chen, F. Chang, 
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C. C. Chen, M. J. Huang, and J. W. Chen ( 2012 ) found that perceived usefulness of 
the e-portfolio had a signifi cant and more positive effect on user’s attitude towards 
usage than perceived ease of use. In addition, their fi ndings also revealed that atti-
tude towards e-portfolio adoption had the most signifi cant and highest direct infl u-
ence on learner’s intent to use the e-portfolio. 

 In line with the above fi ndings, a study conducted by McLeod and Vasinda 
( 2009 ) explored the perspectives of students, teachers and parents on the use of 
e-portfolios as a tool to promote elementary pupils’ learning and to communicate 
with parents. When interviewed, the majority of the student participants enjoyed 
setting up and using their digital portfolio, qualifying their views with statements 
such as “…I worked really hard on it and it was fun to do” and “…it is something 
that you need to do good because it will be shown to the whole world and the whole 
world will see it when you get done” (p. 35). This showed that the elementary school 
pupils were intrinsically motivated and understood the value of their work and the 
need to do it well. Focus group interviews of some of the pupils indicated that one 
of the possible reasons for their enjoyment of the experience was the provision of 
choice at a personal level (they could choose whatever artifacts they wanted to 
include) and within the e-portfolio process (they could adopt their own approaches 
to constructing the e-portfolios). Although McLeod and Vasinda’s article did not 
focus specifi cally on any motivational theories, their fi ndings seem to corroborate 
with the tenets of the SDT, on the premise that motivation is enhanced when indi-
viduals perceive the provision of autonomy support when carrying out an assigned 
task. On their part, the teachers were satisfi ed with their pupils’ work with the 
e-portfolio and with the fact that their pupils took their work seriously. Parents, 
when given access to the website on which their children’s e-portfolio entries were 
posted, enjoyed the rare opportunity of getting a glimpse of classroom life and 
being part of their children’s learning. Thus, McLeod and Vasinda’s study showed 
that the use of the e-portfolio in elementary school was generally well received. 
However, is this observation equally applicable to adult learning? 

 In Mason’s ( 2006 ) study on the effect of new learning technologies on adult 
learners, the graduate student participants found the use of the e-portfolio in their 
fi nal course assessment a challenge, although they understood its purpose and value 
in their learning. This indicates that although adult learners may not be intrinsically 
motivated in using an e-portfolio approach to assessment, they demonstrated a rela-
tively high degree of self-determination in their use of the new technology since 
they could appreciate its importance. This suggests, in SDT terms, that the adult 
learners were likely to show identifi ed regulation in their behavioural regulation 
(Deci & Ryan,  1985 ). Mason ( 2006 ) viewed the e-portfolio as of particular value to 
adult learners, since it is ‘a form of multimedia, ever-developing CV’ and thus ‘has 
obvious benefi ts for the pursuit of lifelong learning’ in that it ‘builds independence 
and learning-to-learn skills’ (p. 129), thus incorporating elements of self-regulation. 
Furthermore, the e-portfolio has the added advantage over its hard-copy counterpart 
in that it is expansible and allows ease of collection, organization and selection, thus 
facilitating fast retrieval for the purpose of assignments or job interviews.  
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    YouTube 

 YouTube is an open access Web 2.0 application which allows users to view and 
share videos. It is one of the fastest-growing and one of the most accessed Internet 
sites, with more than one billion unique users visiting the site on a monthly basis 
(YouTube,  n.d. ). YouTube is particularly attractive as it allows users to interact 
socially through its community tools. Thus, aside video sharing and viewing, users 
are able to rate videos by indicating their likes/dislikes, and by posting comments. 
As Duffy ( 2008 ) suggested, YouTube has the potential “to create a learning com-
munity where everyone has a voice, anyone can contribute, and the value lies 
equally within the creation of the content and the networks of learners” (p. 125). 

 Despite its pervasiveness, there are relatively few studies on the use of YouTube 
videos to promote learning, although teachers often search for videos to illustrate 
and substantiate their teaching. For instance, Herreid and Schiller ( 2013 ) wrote on 
the adoption of the fl ipped classroom model in teaching, whereby students read up 
on the course content and watch the relevant videos on YouTube before coming to 
class, and then attempt their ‘homework’ or assigned tasks. In their study on the use 
of YouTube to provide feedback to students, Ng and Hussain ( 2009 ) found YouTube 
highly effective in providing autonomy support by empowering students to give 
authentic feedback to their peers. Students also perceived their level of competence 
and sense of relatedness to be improved as they learned from one another. In addi-
tion, in the move towards self-regulation, learners were prompted to refl ect on their 
own practices and to think of ways of refi ning and improving their work. For 
instance, one student shared the following about the use of YouTube: “it gives me 
the chance to see other people’s view, see what I’m lacking in…I realize that other’s 
work is far better than mine. So I can learn from them” (p. 282). It appears from 
such comments, that YouTube provides a platform that satisfi es the three basic psy-
chological needs forming the basis of students’ intrinsic motivation to learn. 

 YouTube videos have also proven to be valuable as tools to liven up language 
teaching. Mullen and Wedwick ( 2008 ) described the use of YouTube clips to intro-
duce songs that could serve as mnemonics to help pupils remember grammar rules. 
Mullen was a language teacher in the middle school where the research was con-
ducted. Her efforts spurred students to access the videos outside the classroom, and 
even to attempt writing their own songs to facilitate language learning. From 
Mullen’s observations, one may infer that the students were motivated to carry out 
the tasks triggered by the viewing of a single video clip. In addition, the authors’ 
report suggests that the students had the autonomy to design their own songs, 
acquired increased competence in vocabulary learning and experienced relatedness 
as they worked together creating and performing new songs. Adam and Mowers 
( 2007 ) shared the view that YouTube videos can be used to motivate students by 
offering them a platform to hone their creative skills (competence building) and to 
allow their voices to be heard (autonomy support). 

 In a study by Sun ( 2014 ), pre-service teachers, enrolled in a second language 
writing course, were required to work in groups to develop micro-teaching videos 
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on YouTube. The researcher then investigated the pre-service teachers’ views on 
their experience with using YouTube. The fi ndings showed that the pre-service 
teachers felt that their knowledge on how to teach writing and how to integrate tech-
nology into teaching improved, indicating a perceived increase in competence in 
these areas. However, they encountered challenges in the process, namely technical 
issues such as computer-related problems, hitches in the fi lming process and in the 
recruitment of students as viewers for their videos. The pre-service teachers also 
shared about how the sense of relatedness within their team kept them going during 
the challenging times, and about the sense of accomplishment they felt at the end of 
the project. This study showed that getting pre-service teachers to develop teaching 
videos on YouTube provided authentic learning experiences in integrating technol-
ogy with pedagogy and practice. Teacher motivation could however be improved by 
providing adequate support with regards to video recording and the use of computer 
technologies.   

    Integrating Web 2.0 Tools in Computer Assisted Learning 

 Daintith ( 2004 ) defi ned Computer Assisted Learning (CAL) as any use of comput-
ers to help or assist the education or training of people. Since its inception, CAL has 
been applied in diverse settings, ranging from medicine and health care, to educa-
tion, language learning, and science (Greenhalgh,  2001 ; Levy,  1997 ; Maor & Fraser, 
 1996 ; Teh & Fraser,  1994 ). CAL is usually implemented in several phases, each 
involving the introduction and application of different Web 2.0 tools. 

 Although authors such as Benson ( 2001 , p. 140) have cautioned against jumping 
blindly into the bandwagon of computer applications without due consideration of 
the fact that “a great deal depends on the ways in which technologies are made 
available to the learners and the kinds of interaction that takes place around them”, 
the views of those who embarked on CAL have, so far, been encouraging. For 
instance, Gonzales and St. Louis ( 2008 , p. 29) found that “students do develop the 
necessary skills to work with technological tools and that the use of technology can, 
indeed, foster learner autonomy”. These authors further discussed how this was 
achieved in their work on CAL in language learning. 

 Earlier in this chapter, it was established that an autonomous learner shows fi ve 
main attributes: a desire (intrinsic motivation) to learn, self-perceived competence 
(positive self-image and self-effi cacy), relatedness (ability to communicate and col-
laborate with others), autonomy (adaptability and independent learning), and meta-
cognitive capacity (for self-regulation). To assist novice web users, Salmon ( 2000 ) 
and Greenhalgh ( 2001 ) outlined a step-wise process for cultivating  competence  in 
online learning. These stages are presented in Fig.  13.2 .

   Gonzalez and St. Louis ( 2008 ) were able to further demonstrate how autono-
mous learning could be fostered through a CAL program. To promote motivation 
and  desire to learn , they suggested the design of a meaningful, student-centered 
syllabus catering to the needs, interests and learning styles of the students, and made 
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available to students through virtual community platforms such as blogs or wikis. 
Having access to the course information and content would then give students the 
fl exibility to plan, carry out and monitor their work in their own time and at their 
own pace, thus enabling them to be  self-regulated  in their learning. To foster per-
ceived autonomy and a sense of relatedness, students were able to  learn indepen-
dently  by making use of available online resources (e.g. search engines, data bases), 
and to  communicate and collaborate  with peers. Social networking and communi-
cation platforms (such as Facebook, Twitter, Google+ and Skype) allow synchro-
nous interaction between team members, while online forums, blogposts and chat 
logs are asynchronous tools that enable students to view inputs at their own conve-
nience. Hence, students are able to communicate with peers at any time and any 
place, and using a multitude of web tools. 

    Challenges and Concerns 

 Despite the many benefi ts that Web 2.0 tools can potentially offer to improve class-
room teaching and promote learner motivation, there are concerns raised with regards 
to the misuse of these applications and the danger that this might present to young 
users. For instance, many are wary of the offensive nature of some of the videos 
constantly surfacing in YouTube. Mesch ( 2009 ) warned against the dangers of inter-
net pornography and the potential risks to the psychological and social development 
to youths who subscribe to it. There are also issues regarding the antagonistic behav-
ior of some users when posting comments on YouTube, especially when there is the 
option of retaining anonymity. Campbell ( 2005 ) and Snider and Borel ( 2004 ) warned 
against the threat of cyberbullying which, on its own, can take various forms. These 
include abusive mobile phone text messages, email threats and humiliation, and the 
emergence of denigratory websites, blogs and videos, all of which could potentially 
undermine the sense of relatedness, autonomy and competence within online learner 
communities. While mobile phone and video bullying was less pronounced than bul-
lying through text or instant messaging, the former were perceived to be more detri-
mental and subversive to the victim (Smith et al.,  2008 ). 
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  Fig. 13.2    Competence levels in online learning       
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 Netizens, however, respond to online hostility in different ways (Lange,  2007 ). 
While it may be highly disturbing to some, others are able to rationalize that ‘haters’ 
and ‘fl amers’ will always surface, and that one can simply obliterate the hate posts 
or block the insurgents from the site. Yet others feel that one should not overlook the 
positive comments, and  that a single positive remark is enough to compensate for 
the many hostile ones. 

 Thus, rather than banishing YouTube and other social network applications as 
having a negative infl uence on pupils, a better option is for teachers to create a safe 
learning environment within the video-sharing site, whereby pupils could freely 
support one another through online learning and collaboration.   

    Conclusion 

 This chapter discusses the extent to which Web 2.0 applications such as blogs, 
e-portfolios and YouTube affect self-determined motivation and self-regulation in 
learning. A review of the literature shows that these three tools, amongst many oth-
ers, provide the necessary framework for the support of the three basic psychologi-
cal needs for autonomy, relatedness and competence, the satisfaction of which leads 
to heightened self-determined motivation. In addition, these three digital tools pro-
vide the necessary scaffolds for the various stages of self-regulated learning. A sum-
mary of how this is achieved is given in Fig.  13.3 .

   Despite earlier reservations against computer assisted learning, the proliferation 
of Web 2.0 tools and mobile applications in recent years has reaffi rmed that given 
adequate technical support and provision for competence building, the integration 
of ICT in learning offers valuable opportunities for promoting autonomous 
learning.     
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  Fig. 13.3    Self-regulation using blogs, e-portfolio and YouTube       
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    Chapter 14   
 Focus on Competing for Performance 
or Mastering New Knowledge? Insights 
from Discovering the Relations Between 
Classroom Goal Structures and Students’ 
Learning in Singapore Secondary Schools       

     Youyan     Nie    

        Ranking based on academic performance is a common educational practice in some 
Asian countries such as Singapore and China (e.g., Liu & Wang,  2008 ; Wei,  2003 ). 
Due to ranking’s far-reaching consequences resulting from high-stake assessments, 
as well as year-end school examinations (i.e., placement to different schools, classes, 
and streams), teachers may face challenges in adopting the appropriate teaching 
strategy. In particular, should they create a competitive climate, mirroring the reality 
in society, in classroom learning or should they encourage students to focus on their 
own learning and improvement? The current study aims to address this question by 
examining the differential relations of these two classroom climates to students’ 
learning motivational beliefs, behaviors, and academic achievements. 

    Classroom Goal Structures: Classroom Climate 
from Achievement Goal Theory Perspective 

 In the last three decades, research on the effects of competitive classroom climate 
on students’ learning motivation has contributed to the development of achievement 
goal theory (e.g., Ames,  1984 ,  1992 , Ames & Ames,  1984 ); in turn, the develop-
ment of achievement goal theory has also shed light on research in classroom cli-
mate (e.g., Bong,  2008 ; Lau & Nie,  2008 ; Murayama & Elliot,  2009 ; Roeser, 
Midgley, & Urdan,  1996 ; Urdan,  2004 ). According to achievement goal theory, two 
types of classroom climate were described, i.e., classroom performance goal struc-
ture and classroom mastery goal structure. Classroom performance goal structure 
refers to classrooms in which instructional practices, task assignments, and 
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evaluation procedures are structured to emphasize students competing with each 
other and demonstrating competence. In contrast, classroom mastery goal structure 
refers to classrooms in which instructional practices, task assignments, and evalua-
tion procedures are structured to emphasize students’ learning, task mastery, and 
striving to improve one’s skills. 

 Studies on classroom goal structures and student learning outcomes have fl our-
ished due to its important implications for educational practices. Many research on 
this topic used structural equation modeling to study the perceived classroom goal 
structures and their relations to student learning outcomes at the student level (e.g., 
Bong,  2008 ; Roeser et al.,  1996 ; Urdan,  2004 ). These generally found that per-
ceived classroom goal structures were related to students’ learning outcomes either 
directly or indirectly through the mediation of personal goal orientation. However, 
due to wordings similarity between classroom goal structures measures and per-
sonal goal orientation measures as well as common method bias, the correlations 
may be infl ated. Multilevel analyses have been recommended and used in recent 
years to study classroom goal structures (e.g., Lau & Nie,  2008 ; Murayama & 
Elliot,  2009 ; Turner et al.,  2002 ). Therefore, the current study will adopt the multi-
level approach to construct, measure, analyze, and infer classroom goal structures at 
the classroom level in relation to students’ learning.  

    Conduct Classroom Goal Structure Research in Asian’s 
Competitive Educational Contexts 

 Research conducted in the West has shown that classroom performance goal struc-
ture is related to many maladaptive outcomes (e.g., self-handicapping, low self- 
effi cacy) and classroom mastery goal structure related to adaptive outcomes (e.g., 
interest and enjoyment, deep learning), though the relationship between classroom 
goal structure and student learning outcomes could be both direct or indirect (see 
Kaplan, Middleton, Urdan, & Midgley,  2002 ; Meece, Anderman, & Anderman, 
 2006 ; for reviews). More achievement goal studies conducted in Asian countries 
have been reported in the last 10 years and these have attracted the attention of many 
researchers and teachers. For example, Lau and Nie’s ( 2008 ) large-scale survey 
research found that classroom performance goal structure showed negative relations 
to students’ engagement and achievement but positive relations to effort withdrawal 
and avoidance coping in Singapore’s Grade 9 mathematics classrooms. Murayama 
and Elliot ( 2009 ) reported that classroom performance goal structure showed nega-
tive relations to students’ intrinsic motivation and self-concept but classroom mas-
tery goal structure showed positive relations with students’ intrinsic motivation and 
self-concept in Japanese junior high schools and high school students. However, 
some Asian research found that competitive environment may have certain positive 
effect. For example, Lam, Yim, Lau, and Cheung ( 2004 ) conducted an experimental 
study and found that Hong Kong’s Grade 7 students, under competitive conditions, 
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performed better in essay tasks. The fi ndings from this Asian research which differ 
in some aspects to those from research conducted in the Western contexts and other 
Asian contexts highlight the importance of reexamining the application of Western 
motivation theories and research fi ndings in an Asian context. 

 Children in many Asian countries are expected to work very hard and succeed in 
a highly competitive education system (e.g., China, Singapore, South Korea, and 
Japan). The norm-referenced high-stake examinations immensely impact teaching 
and assessment practices in school and thus affect students’ learning styles, motiva-
tions, and achievements. Streaming and ranking are common practices in schools 
and classrooms. Comparisons of students’ achievements are highlighted either for-
mally or informally. Will students be able to adapt to the competitive environment 
if they study in this competitive system for an extended time? This is an important 
question on practices in the Asian education context, especially for secondary 
school students who are at that critical age in developing their concept of ability 
(either as fi x or incremental) but where motivation showed a decreased pattern in 
comparison to primary school stage (Nicholls,  1989 ; Yeung, Lau, & Nie,  2011 ). The 
current study was conducted in Singapore mathematics and English classrooms at 
the Grade 9 level, based on the trend of studying classroom goal structures in the 
Asian education context.  

    Need to Link Classroom Goal Structures with Multiple 
Student Outcomes 

 Many studies which examined the relations between classroom goal structures and 
students’ learning outcomes included only limited motivational outcomes, such as 
intrinsic motivation and self-concept (Murayama & Elliot,  2009 ), self- handicapping, 
avoidance help-seeking, and avoiding novelty (Turner et al.,  2002 ). To enable a 
comprehensive description of students’ motivation, fi ve adaptive and four maladap-
tive motivational constructs were examined in the current study. In addition, we also 
linked classroom goal structures with students’ academic achievement in both 
mathematics and English classes. 

 Self-effi cacy is one of the most important adaptive motivational constructs in 
students’ learning. Bandura ( 1997 ) defi ned self-effi cacy as “beliefs in one’s capa-
bilities to organize and execute the courses of action required to produce given 
attainments” (p. 3). According to Bandura ( 1997 ), self-effi cacy is the essence of 
personal control, and school can be an agency for cultivating self-effi cacy. 
Numerous empirical studies in educational psychology have also suggested that 
students with high self-effi cacy are more inclined to invest effort and engage in 
learning tasks to achieve better performance (e.g., Lau, Liem, & Nie,  2008 ; Lau & 
Roeser,  2002 ; Liem, Lau, & Nie,  2008 ; Schunk, Pintrich, & Meece,  2008 ). However, 
more studies are needed to provide teachers with information on how to promote 
self-effi cacy in classrooms. 
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 Interest is considered as an important adaptive motivation because it demonstrates 
the quality of motivation (Ryan & Deci,  2000 ). Students’ interest and enjoyment is a 
crucial factor that provides a driving force that enables them to persist in learning 
tasks and activities in the long term (Elliot & Church,  1997 ). Therefore, interest and 
enjoyment cannot be overlooked in the examination of students’ motivation. 

 Engagement is considered as another important adaptive motivation because it 
demonstrates the quality of motivation and is frequently listed as a teaching objec-
tive. In the current study, we focused on behavioral engagement such as students’ 
attention and participation in the learning tasks and classroom activities. 

 Mastery goal orientation and performance approach goal orientation have 
become the most important constructs in current motivation research. Mastery 
approach goal orientation emphasizes learning new knowledge and improving 
skills, while performance approach goal orientation emphasizes the demonstration 
of one’s superiority over others. A major review by Moller and Elliot ( 2006 ) sug-
gested that cognitive and motivational consequences of mastery approach goals are 
generally positive. Although it is not always the case that performance approach 
goal is adaptive, performance approach goals are also adaptive in many instances 
(Moller & Elliot,  2006 ). Therefore, they were included in the current study as adap-
tive motivational outcomes. 

 In addition to the fi ve adaptive motivational constructs, we also examined four 
maladaptive motivational constructs, i.e., performance avoidance goal, effort with-
drawal, avoidance coping, and test anxiety. Performance avoidance goal orientation 
emphasizes the avoidance of looking incompetence relative to others. Moller and 
Elliot ( 2006 ) review suggested that performance avoidance goal orientation is typi-
cally inimical. Effort withdrawal refers to students’ tendency to hold back or mini-
mize effort in their academic work (Meece, Blumenfeld, & Hoyle,  1988 ; Nicholls, 
Patashnick, & Nolen,  1985 ). Avoidance coping refers to students’ tendency to give 
up when the work is diffi cult or boring. A number of experimental studies found 
that these two constructs were most signifi cant in examining students’ motivation in 
that they were sensitive measures in detecting students’ amotivation in Singapore 
schools samples (e.g., Lau & Nie,  2008 , Yeung et al.,  2011 ). Test anxiety refers to a 
situation-specifi c form of anxiety that accompanies concern about possible negative 
consequences or poor performance in a test. Test anxiety has drawn increasing 
attention in research because it has become a universal experience in competitive 
societies (e.g., Stankov,  2010 ). 

 Academic achievements for two major subjects, i.e., mathematics and English, 
were also included in the current study as it is a key concern of schools, teachers, 
and parents.  

    The Present Study 

 The purpose of the current study is to examine the multilevel relations between class-
room goal structures (i.e., performance goal structure and mastery goal structure) 
and students’ multiple learning outcomes, including adaptive motivation, 
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maladaptive motivation, and academic achievement. The current study advances the 
existing literature in two ways. First, it measured and analyzed classroom goal struc-
tures at the classroom climate level rather than students’ perception level, thus 
matching the level of inferences if recommendations are suggested to classroom 
teachers. Second, the current study includes multiple outcome measures (fi ve adap-
tive motivational outcomes, four maladaptive motivational outcomes and academic 
achievements) which are considered as very important in teaching and learning. 
Thus, it advances previous studies by providing more comprehensive information on 
how classroom mastery goal structure and classroom performance goal structure are 
related to multiple outcomes.  

    Method 

    Sampling Design and Participants 

 In this study, we sampled a large number of students and classrooms using a strati-
fi ed random sampling technique. Schools were divided into three strata based on 
their prior aggregate school achievement and 13 schools were randomly selected 
from each stratum. About half of the Secondary 3 classrooms in each participating 
school were randomly selected to do the mathematics survey and assessment and 
another half of the Secondary 3 classrooms in each participating school did the 
English survey and assessment. In total, 8011 Secondary 3 students in 247 classes 
across 39 schools in Singapore participated in this study. Our sampling design 
ensured that we tapped suffi cient “natural variance” in classroom characteristics 
and student demography by selecting schools and classrooms that covered a broad 
spectrum of achievement levels. 

 The procedure consisted of two parts. Part 1 was an online survey conducted in 
the eighth month from the beginning of the school year. The online survey included 
two forms. Half of the students in each class were randomly selected to complete 
survey form 1 in which they reported their motivational beliefs and behaviors in 
either their mathematics or English classrooms. The other half of the students in the 
same class completed survey form 2 in which they reported their perceived class-
room goal structures of either their mathematics or English classrooms. In other 
words, half of the students provided student-level (or level-1) data and the other half 
provided classroom-level (or level-2) data. In effect, half of the students served as 
independent raters of classroom goal structures. Because different groups of stu-
dents provided data at different levels, potential infl ation of cross-level correlations 
would be reduced. Such infl ation could occur, for example, as a result of similar 
item wordings of the personal goal and classroom goal structures measures. In Part 
2 of the study, which was conducted about 1 month after the initial survey adminis-
tration, an achievement test (either mathematics or English) was administered to the 
students who had completed either form 1 or form 2 of the survey. The students who 
participated in the mathematics-related survey took the mathematics test, and the 
students who participated the English-related survey took the English test. 
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 The mathematics survey and assessment sample included 4164 students from 
130 classes. About half of the students (2094) did the mathematics survey form 1 
and mathematics test, including 1494 Chinese (71.3 %), 417 Malays (19.9 %), 130 
Indians (6.2 %), and 53 students of other ethnic origins (2.5 %). There were 983 
(46.9 %) boys and 1111 (53.1 %) girls. The mean age of the participants was 
15.5 years and the standard deviation was 0.57. Other half students (2070) did the 
mathematics survey form 2 and mathematics test, including 1473 Chinese (71.2 %), 
411 Malays (19.9 %), 146 Indians (7.1 %), and 40 students of other ethnic origins 
(1.9 %). There were 988 (47.7 %) boys and 1082 (52.3 %) girls. The mean age of 
the participants was 15.5 years and the standard deviation was 0.64. 

 The English survey and assessment sample included 3847 students from 117 
classes. About half students (1941) did the English survey form 1 and English test, 
including 1425 Chinese (73.4 %), 353 Malays (18.2 %), 107 Indians (5.5 %), and 
56 students of other ethnic origins (2.9 %). There were 931 (48.0 %) boys and 1010 
(52.0 %) girls. The mean age of the participants was 15.5 years and the standard 
deviation was 0.58. The other half students (1906) did the English survey form 2 
and English test, including 1387 Chinese (72.8 %), 340 Malays (17.8 %), 128 
Indians (6.7 %), and 51 students of other ethnic origins (2.7 %). There were 946 
(49.6 %) boys and 960 (50.4 %) girls. The mean age of the participants was 
15.5 years and the standard deviation was 0.67.  

    Measures 

 All the items on the survey were rated on a 5-point Likert scales (1 = strongly dis-
agree to 5 = strongly agree or 1 = never to 5 = always). Sample items of self-report 
scales are provided in the  Appendix . 

  Classroom Goal Structures     Classroom mastery and classroom performance goal 
structure were assessed in the current study. The classroom mastery goal structure 
describes an environment in which the teacher emphasizes that learning and task 
mastery are important. The classroom performance goal structure describes an envi-
ronment in which the teacher emphasizes that demonstrating high ability and get-
ting better grades compared to other students are important. The measures of 
classroom mastery and classroom performance goal structure were adapted from 
the Patterns of Adaptive Learning Survey (PALS, Midgley et al.,  2000 ). 

 A confi rmatory factor analysis was conducted to examine the factor structure of 
the constructs. For the mathematics sample, a two-factor structure provided a good 
fi t for the data,  χ  2  (19,  N  = 2070) = 288.33, TLI = 0.91, CFI = 0.95, and RMSEA = 0.08. 
Each scale showed adequate internal consistency (α = 0.88 for classroom mastery 
goal structure and α = 0.70 for classroom performance goal structure). For the 
English sample, a two-factor structure provided a good fi t for the data,  χ  2  (19, 
 N  = 1906) = 269.17, TLI = 0.91, CFI = 0.95, and RMSEA = 0.08. Each scale showed 
adequate internal consistency (α = 0.87 for classroom mastery goal structure and 
α = 0.70 for classroom performance goal structure). 
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 Classroom-level measures of classroom goal structures were derived from 
aggregating individual students’ perceptions of classroom goal structures into class-
level (class-mean) aggregated measures (Karabenick,  2004 ; Ryan, Gheen, & 
Midgley,  1998 ). ICC was 16.3 % for mathematics classroom mastery goal struc-
tures and 14.5 % for English classroom mastery goal structures. ICC was 12.3 % 
for mathematics classroom performance goal structures and 9.9 % for English 
classroom performance goal structures. Chi-square test results showed that all the 
class-level variances were signifi cant at  p  < 0.001 level. The aggregated measures 
used refl ected the between-class component and thus were used as level-2 predic-
tors in HLM. At the classroom level, the correlation between classroom mastery 
goal structure and classroom performance goal structure was −0.11 ( p  = 0.20) for 
mathematics classrooms and 0.03 ( p  = 0.70) for English classrooms.  

  Achievement     A multiple-choice mathematics achievement test was developed for 
this study because a standardized test at Secondary 3 level was not available in 
Singapore. The internal consistency reliability scores were 0.851 for the mathemat-
ics test (28 items) and 0.934 for the English test (70 items).  

  Motivation     To provide a comprehensive view of how classroom goal structures are 
related to a variety of motivational outcomes, nine motivational criterion variables 
were selected in this study, including fi ve adaptive motivational criterion variables 
and four maladaptive motivational variables. The fi ve adaptive motivational con-
structs included students’ engagement, self-effi cacy and interest in mathematics 
classes, as well as mastery approach goal orientation and performance approach 
goal orientation. Our measure of engagement was based on students’ report of their 
attention, effort, and participation in their mathematics classes (Steinberg, Lamborn, 
Dornbusch, & Darling,  1992 ; Wellborn & Connell,  1987 ). Our measure of self- 
effi cacy was based on students’ report of their beliefs on how confi dent they are of 
mastering the lessons and skills taught in class (Midgley, et al.,  2000 ). Our measure 
of interest and enjoyment was based on students’ reports of their intrinsic motiva-
tion and enjoyment in learning (Elliot & Church,  1997 ). Mastery approach goal 
scale measured the extent to which students are focused on learning new things and 
improving skills (Midgley, et al.,  2000 ). Mastery performance approach goal scale 
measured the extent to which students are focused on demonstrating that they were 
more capable than others (Midgley, et al.,  2000 ).  

 The four maladaptive motivational outcomes included avoidance coping, effort 
withdrawal, performance avoidance goal orientation, and test anxiety. The  avoidance 
coping scale assessed students’ tendency to give up when the work is diffi cult or 
boring. It was adapted from the Motivated Strategies for Learning Questionnaire 
(MSLQ; Pintrich, Smith, Garcia, & McKeachie,  1993 ). The effort withdrawal scale 
assessed students’ tendency to hold back or minimize effort in their mathematics 
work (Meece et al.,  1988 ; Nicholls et al.,  1985 ). Performance avoidance goal scale 
measured the extent to which students’ aim in studying was to avoid being perceived 
as less competent than others in the class (Midgley, et al.,  2000 ). Test anxiety scale 
measured students’ negative affective reactions to performing mathematics/English 
activities and their worries about their performance in mathematics/English 
(Pintrich et al.,  1993 ). 
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 A confi rmatory factor analysis was conducted to examine the factor structure of 
the constructs. A second-order factor model, in which adaptive factors loaded onto 
the higher-order factor and maladaptive factors onto another higher-order factor, 
provided a good fi t for the data for both the mathematics and English samples. For 
the mathematics sample,  χ  2  (686,  N  = 2094) = 4132.79, TLI = 0.92, CFI = 0.93, and 
RMSEA = 0.05. Each scale showed adequate to high internal consistency (α = 0.86 
for self-effi cacy, α = 0.94 for interest, α = 0.82 for engagement, α = 0.89 for mastery 
approach goal, α = 0.88 for performance approach goal, α = 0.79 for effort with-
drawal, α = 0.81 for avoidance coping, α = 0.77 for performance avoidance goal, and 
α = 0.90 for test anxiety). For the English sample,  χ  2  (686,  N  = 1941) = 3903.56, 
TLI = 0.92, CFI = 0.93, and RMSEA = 0.05. Each scale showed adequate to high 
internal consistency (α = 0.86 for self-effi cacy, α = 0.94 for interest, α = 0.82 for 
engagement, α = 0.89 for mastery approach goal, α = 0.88 for performance approach 
goal, α = 0.79 for effort withdrawal, α = 0.81 for avoidance coping, α = 0.77 for per-
formance avoidance goal, and α = 0.90 for test anxiety).   

    Results 

    Descriptive Statistics and Zero-Order Correlations 

 Descriptive statistics and zero-order correlations among the student-level variables 
used in this study are presented in Table  14.1 . Descriptive statistics and zero-order 
correlations among the class-level variables used in this study are presented in 
Table  14.2 .

        Hierarchical Linear Modeling 

 All predictors were standardized before running HLM. Outcome variables remained 
as original values. Standardized level-2 predictors were derived by fi rst aggregating 
level-1 scores to level 2 and then standardizing the level-2 scores at level 2. 

 The HLM analysis was performed to evaluate cross-level predictive relations 
between classroom goal structures and student outcome variables. Classroom goal 
structures were level-2 variables, whereas student motivational and achievement 
outcome variables were level-1 variables. The results are presented in Table  14.3 .

   The results from both English and mathematics classrooms showed consistent 
fi ndings: classroom mastery goal structure was positively related to students’ aca-
demic self-effi cacy, interest and enjoyment, personal mastery goal orientation, and 
engagement, whereas classroom performance goal structure was positively related 
to personal performance avoidance goal orientation and negatively related to aca-
demic achievement. Results specifi c to either English or mathematics classrooms 
were also found. In English classrooms, classroom performance goal structure was 
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positively related to avoidance coping and negatively related to engagement. In the 
mathematics sample, the classroom mastery goal positively predicted personal per-
formance goal and classroom performance goal also positively predicted personal 
mastery goal, but these fi ndings were not observed in the English sample.   

    Discussion 

    Classroom Mastery Goal Structure and Classroom Performance 
Goal Structure 

 Based on the descriptive statistics, students reported that teachers generally created 
more classroom mastery goal structure than performance goal structure. This sug-
gests that teachers focused more on learning even the educational system is very 
competitive. In addition, there was neither positive nor negative correlation between 
classroom mastery goal structure and performance goal structure, thus suggesting a 
distinction between the two types of classroom structures. It also suggests that 
teachers who emphasized more classroom mastery goal structure may not mean that 
they used less classroom performance goal structure.  

    Classroom Goal Structures and Students’ Learning Outcomes 

 Previous studies have shown the relations between classroom goal structures and 
some students’ learning outcomes. For example, Murayama and Elliot ( 2009 ) 
included intrinsic motivation and self-concept as outcome variables and found 
classroom mastery goal structure positively related to intrinsic motivation and self- 
concept but classroom performance goal structure negatively related to intrinsic 
motivation and self-concept in Japanese high school students. Turner et al. ( 2002 ) 
reported that classroom mastery goal structure was a negative predictor of self- 
handicapping and avoiding help-seeking in Grade 6 classrooms in the USA. Lau 
and Nie ( 2008 ) found classroom mastery goal structure positively related to math-
ematics achievement and negatively related to effort withdrawal and avoidance 
coping. However performance goal structure was negatively related to achievement 
and engagement but positively related to effort withdrawal and avoidance coping in 
Grade 5 mathematics classrooms in Singapore. Consistent with previous multilevel 
studies on classroom goal structures, the current study showed convergent conclu-
sions on the adaptive roles of classroom mastery goal structure and adaptive roles 
of classroom performance goal structure. However, previous studies only examined 
limited learning outcomes in each single study. Therefore, the current study 
advanced the previous research by linking classroom goal structures with ten 
important students’ learning outcomes and showed comprehensive and convincing 
conclusions that classroom mastery goal structure showed adaptive roles in 
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students’ learning motivation and achievement in both mathematics and English 
learning at the Grade 9 level in Singapore due to its positive relations with academic 
achievement, self-effi cacy, interest, engagement, and personal mastery goal, 
whereas classroom performance goal structure showed maladaptive roles in student 
learning due to its negative relations with engagement and positive relations with 
avoidance coping and avoidance goal. 

   Table 14.2    Descriptive statistics and zero-order correlations among class-level variables   

 M  SD  1  2 

 Mathematics sample *  
 1. Classroom mastery goal 
structure 

 3.82  0.40  – 

 2. Classroom performance 
goal structure 

 2.84  0.41  −0.11  – 

 English sample **  
 1. Classroom mastery goal 
structure 

 3.78  0.37  – 

 2. Classroom performance 
goal structure 

 2.72  0.32  0.03  – 

   *  n  = 129  **  n  = 117  

   Table 14.3    Results from HLM analyses predicting motivational outcomes   

 Math sample  English sample 

 Classroom mastery 
goal 

 Classroom 
performance goal 

 Classroom 
mastery goal 

 Classroom 
performance goal 

 γ  SE  γ  SE  γ  SE  γ  SE 

 1. Academic 
achievement 

 −0.029  0.057  −0.265 ***   0.069  −0.027  0.076  −0.417 ***   0.065 

 2. Self-effi cacy  0.083 **   0.025  −0.003  0.027  0.087 **   0.028  −0.043  0.029 
 3. Interest  0.143 ***   0.029  0.045  0.034  0.125 ***   0.030  0.036  0.029 
 4. Engagement  0.092 **   0.029  −0.047  0.030  0.112 **   0.032  −0.092 **   0.031 
 5. Personal 
mastery goal 

 0.155 ***   0.026  0.089 **   0.032  0.137 ***   0.033  0.066  0.032 

 6. Personal 
performance 
goal 

 0.069 **   0.022  0.045  0.021  0.011  0.023  0.033  0.026 

 7. Work 
avoidance 

 −0.026  0.022  0.063  0.024  −0.067  0.027  −0.010  0.033 

 8. Avoidance 
coping 

 0.007  0.030  0.031  0.034  −0.052  0.029  0.113 **   0.032 

 9. Personal 
avoidance goal 

 0.000  0.028  0.172 ***   0.023  0.009  0.023  0.098 ***   0.025 

 10. Test anxiety  −0.043  0.025  −0.015  0.026  0.073  0.034  0.082  0.033 

   **  p  < 0.01;  ***  p  < 0.001  
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 Even though Singapore students are used to ranking, banding, and streaming 
from the primary to secondary school level in this competitive education system, the 
negative effects of highlighting performance competition in classroom are still sig-
nifi cant and Grade 9 students cannot adaptively response to such environment in 
classrooms. 

 A signifi cant strength of the current study is that the cross-level relations unveiled 
will not be infl ated because class-level data and student-level data are provided by 
different participants. The use of HLM also ensures the degree of freedom in statis-
tical tests at the class level is correctly calculated. Therefore, there is more confi -
dence in the signifi cant conclusions drawn at the class level, especially when the 
message was delivered to classroom teachers and used to guide classroom 
practices. 

    Limitations 

 Several limitations in this study should be noted. First, the correlational nature of the 
current study does not allow us to infer causal relations between classroom goal 
structures and student outcomes. We hoped that our research could stimulate more 
longitudinal studies or quasi-experimental/experimental studies to fully understand 
the relations between classroom goal structures and student learning outcomes. 
Second, our measures of classroom goal structures were based on students’ self- 
reports, which were their subjective interpretations of goal messages conveyed by 
their teachers. Experimental and quasi-experimental    studies of manipulations of 
objective goal-related features in the classroom may be considered in future research. 
Third, to fully understand the dynamic relations among classroom goal structures and 
students’ learning outcomes, potential interaction effects may be considered. Some 
research has addressed the interaction between classroom goal structure and personal 
goal orientations (Lau & Nie,  2008 ; Murayama & Elliot,  2009 ); however the interac-
tion between two types of classroom goal structures needs to be considered in future 
research. This is particularly important when removing classroom performance goal 
structure is not realistic in a competitive education context. For example, could mas-
tery goal structure buffer the negative effects of classroom performance goal structure 
in students learning? Could student self-beliefs (e.g., self-effi cacy, self-concept) buf-
fer the negative effects of classroom performance goal structure? Future studies may 
consider exploring more buffering factors if it is not possible to reduce the negative 
effects through the removal of antecedent variables like performance goal structure.   

    Implications for Classroom Practices 

 The fi ndings from the current study suggest that teachers should de-emphasize 
performance goals in their classrooms, even if teachers’ goal messages are meant 
to encourage students to demonstrate superior ability and to get grades higher than 
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their peers. As our fi ndings indicated, classroom performance goal structure 
showed maladaptive roles with multiple student learning outcomes, i.e., negatively 
related to academic achievements and positive relations with personal avoidance 
goal orientation. In addition, the maladaptive roles are even more noteworthy in 
English classrooms due to its negative relations with engagement and positive rela-
tions with avoidance coping. In addition, given the convergence of evidence from 
the current study and prior research (e.g., Kaplan, Gheen, & Midgley,  2002 ; 
Karabenick,  2004 ; Lau & Nie;  2008 ; Murayama & Elliot,  2009 ) regarding the 
positive relations between classroom mastery goal structures and students learning 
outcomes, it is advisable for teachers to place greater emphasis on mastery goals 
in their classrooms.       

     Appendix 

    Sample Items for Self-Report Scales 

    Classroom Mastery Goal Structure   (  Four Items  )  

   1.    My math teacher wants us to really understand the subject, not just to remember 
facts or rules.   

   2.    My math teacher really wants us to enjoy learning new things in math.   
   3.    My math teacher tells us that it is very important to try hard.   
   4.    My math teacher gives us time to learn new ideas.    

   Classroom Performance Goal Structure   (  Four Items  )  

   1.    My math teacher tells the class which pupils are doing poorly in their work.   
   2.    My math teacher calls on smart pupils more than other pupils.   
   3.    My math teacher emphasizes that we do better than pupils in other classes.   
   4.    My math teacher thinks that it is more important to do well in math tests than to 

learn new things.    

   Engagement   (  Five Items  )  

   1.    In my math class, I pay attention well.   
   2.    In my math class, I try my best to complete class work.   
   3.    In my math class, I try my best to contribute during small group discussions.   
   4.    In my math class, I share my ideas during group work.   
   5.    In my math class, I try my best to contribute to group work.    

   Self  -  Effi cacy   (  Five Items  )  

   1.    I am sure I can learn the skills taught in math class well.   
   2.    I can do almost all the work in math class if I do not give up.   
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   3.    If I have enough time, I can do a good job in all my math work.   
   4.    Even if the work in math is hard, I can learn it.   
   5.    I am sure I can do diffi cult work in my math class.    

   Interest   (  Four Items  )  

   1.    I enjoy doing math.   
   2.    I am really interested in math.   
   3.    I think it’s great that I learn all sorts of things in math class.   
   4.    I fi nd math interesting.    

   Personal Mastery  :   Approach Goal   (  Five Items  )  

   1.    An important reason I do my math work is that I like to learn new things.   
   2.    I like the work in my math class best when it challenges me to think.   
   3.    An important reason I do my work in math class is because I want to get better 

at it.   
   4.    An important reason I do my math work is that I enjoy it.   
   5.    An important reason I do my math work is that I want to learn challenging ideas 

well.    

   Personal Performance  -  Approach Goal   (  Four Items  )  

•   I want to show pupils in my math class that I am smart.  
•   I like to show my teacher that I am smarter than the other pupils in my math 

class.  
•   It is important to me that the other pupils in my math class think I am smart.  
•   I feel successful in math if I get better marks than most of the other pupils.   

   Avoidance Coping   (  Three Items  )  

   1.    When the work in math is dull and boring, I stop doing it even if it is 
incomplete.   

   2.    When the work in math is diffi cult, I give up.   
   3.    When the work in math is diffi cult, I only study the easy parts.    

   Effort Withdrawal   (  Four Items  )  

   1.    I wait until the last minute to study for a math test/exam.   
   2.    I like math class best when I do not have to work hard.   
   3.    I do not work hard on my math homework.   
   4.    I try to put in the least effort in my math class.    

   Personal Performance  -  Avoidance Goal   (  Four Items  )  

   1.    I do not participate in math class because I do not want to look stupid.   
   2.    It is important that the other pupils in my math class do not think I am stupid.   
   3.    I do my math work because I do not want the teacher to think that I am stupid.   
   4.    I try to avoid answering questions because I am afraid of giving wrong answers.    
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   Test Anxiety   (  Five Items  )  

   1.    I worry a lot about math tests.   
   2.    When taking math tests, I worry about doing poorly.   
   3.    I feel uneasy when taking math tests.   
   4.    I think a lot about how poorly I am doing when taking math tests.   
   5.    I am nervous when taking math tests.    

          References 

    Ames, C. (1984). Achievement attributions and self-instructions under competitive and individualis-
tic goal structures.  Journal of Educational Psychology, 76 , 478–487.  

    Ames, C. (1992). Classrooms: Goals, structures, and student motivation.  Journal of Educational 
Psychology, 84 , 261–271.  

    Ames, C., & Ames, R. (1984). Systems of student and teacher motivation: Toward a qualitative 
defi nition.  Journal of Educational Psychology, 76 , 535–556.  

     Bandura, A. (1997).  Self-effi cacy: The exercise of control . New York: W.H. Freeman.  
     Bong, M. (2008). Effects of parent-child relationships and classroom goal structures on motiva-

tion: Help-seeking avoidance, and cheating.  Journal of Experimental Education, 76 , 
191–217.  

     Elliot, A. J., & Church, M. (1997). A hierarchical model of approach and avoidance achievement 
motivation.  Journal of Personality and Social Psychology, 72 , 218–232.  

    Kaplan, A., Gheen, M., & Midgley, C. (2002). Classroom goal structure and student disruptive 
behavior.  British Journal of Educational Psychology, 72 , 191–211.  

    Kaplan, A., Middleton, M. J., Urdan, T., & Midgley, C. (2002). Achievement goals and goal struc-
tures. In C. Midgley (Ed.),  Goals, goal structures, and patterns of adaptive learning  (pp. 21–53). 
Mahwah, NJ: Erlbaum.  

     Karabenick, S. A. (2004). Perceived achievement goal structure and college student help seeking. 
 Journal of Educational Psychology, 96 , 569–581.  

    Lam, S. F., Yim, P. S., Law, J. S., & Cheung, R. W. (2004). The effects of competition on achieve-
ment motivation in Chinese classrooms.  British Journal of Educational Psychology, 74 , 
281–296.  

    Lau, S., Liem, A. D., & Nie, Y. (2008). Task- and self-related pathways to deep learning: The 
mediating role of achievement goals, classroom attentiveness, and group participation.  British 
Journal of Educational Psychology, 78 , 639–662.  

          Lau, S., & Nie, Y. (2008). Interplay between personal goals and classroom goal structures in pre-
dicting student outcomes: A multilevel analysis of person-context interactions.  Journal of 
Educational Psychology, 100 , 15–29.  

    Lau, S., & Roeser, R. W. (2002). Cognitive abilities and motivational processes in high school 
students’ situational engagement and achievement in science.  Educational Assessment, 8 , 
139–162.  

    Liem, A. D., Lau, S., & Nie, Y. (2008). The role of self-effi cacy, task value, and achievement goals 
in predicting learning strategies, task disengagement, peer relationship, and achievement out-
come.  Contemporary Educational Psychology, 33 , 486–512.  

    Liu, W. C., & Wang, C. K. J. (2008). Home environment and classroom climate: An investigation 
of their relation to students’ academic self-concept in a streamed setting.  Current Psychology, 
27 (4), 242–256.  

    Meece, J. L., Anderman, E. M., & Anderman, L. H. (2006).  Annual Review of Psychology, 57 , 
487–503.  

Y. Nie



275

     Meece, J. L., Blumenfeld, P. C., & Hoyle, R. H. (1988). Students’ goal orientations and cognitive 
engagement in classroom activities.  Journal of Educational Psychology, 80 , 514–523.  

        Midgley, C., Maehr, M. L., Hruda, L. Z., Anderman, E., Anderman, L., Freeman, K. E., et al. 
(2000).  Manual for the patterns of adaptive learning scales . Ann Arbor: University of 
Michigan.  

      Moller, A. C., & Elliot, A. J. (2006). The 2 x 2 achievement goal framework: An overview of 
empirical research. In A. Mittel (Ed.),  Focus on educational psychology  (pp. 307–326). 
Hauppauge, NY: Nova Science Publishers.  

          Murayama, K., & Elliot, A. J. (2009). The joint infl uence of personal achievement goals and class-
room goal structures on achievement-relevant outcomes.  Journal of Educational Psychology, 
101 , 432–447.  

    Nicholls, J. G. (1989).  The competitive ethos and democratic education . Cambridge, MA: Harvard 
University Press.  

     Nicholls, J. G., Patashnick, M., & Nolen, S. B. (1985). Adolescents’ theories of education.  Journal 
of Educational Psychology, 77 , 683–692.  

     Pintrich, P. R., Smith, D. A. F., Garcia, T., & Mckeachie, W. J. (1993). Reliability and predictive-
validity of the motivated strategies for learning questionnaire.  Educational and Psychological 
Measurement, 53 (3), 801–813.  

     Roeser, R. W., Midgley, C., & Urdan, T. C. (1996). Perceptions of the school psychological envi-
ronment and early adolescents’ psychological and behavioral functioning in school: The medi-
ating role of goals and belonging.  Journal of Educational Psychology, 88 , 408–422.  

    Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic moti-
vation, social development, and well-being.  American Psychologist, 55 , 68–78.  

    Ryan, A. M., Gheen, M. H., & Midgley, C. (1998). Why do some students avoid asking for help? 
An examination of the interplay among students’ academic effi cacy, teachers’ social–emotional 
role, and the classroom goal structure.  Journal of Educational Psychology, 90 (3), 528–535.  

    Schunk, D. H., Pintrich, P. R., & Meece, J. L. (2008).  Motivation in education: Theory, research, 
and applications  (3rd ed.). Upper Saddle River, NJ: Pearson/Merrill Prentice Hall.  

    Stankov, L. (2010). Unforgiving Confucian culture: A breeding ground for high academic achieve-
ment, test anxiety and self-doubt?  Learning and Individual Differences, 20 (6), 555–563.  

    Steinberg, L., Lamborn, S. D., Dornbusch, S. M., & Darling, N. (1992). Impact of parenting prac-
tices on adolescent achievement: Authoritative parenting, school involvement, and encourage-
ment to succeed.  Child Development, 63 (5), 1266–1281.  

      Turner, J. C., Midgley, C., Meyer, D. K., Gheen, M., Anderman, E. M., Kang, Y., et al. (2002). The 
classroom environment and students’ reports of avoidance strategies in mathematics: A multi-
method study.  Journal of Educational Psychology, 94 (1), 88.  

     Urdan, T. (2004). Predictors of academic self-handicapping and achievement: Examining achieve-
ment goals, classroom goal structures, and culture.  Journal of Educational Psychology, 96 , 
251–264.  

    Wei, J. (2003). An analysis on the infl uencing multi-factor on mental health of students in middle 
school.  Journal of Clinical Psychosomatic Diseases, 9 (3), 162–165.  

    Wellborn, J., & Connell, J. (1987).  Manual for the Rochester assessment package for schools . 
Rochester: University of Rochester.  

     Yeung, A. S., Lau, S., & Nie, Y. (2011). Primary and secondary students’ motivation in learning 
English: Grade and gender differences.  Contemporary Educational Psychology, 36 , 246–256.    

14 Classroom Goal Structures and Students’ Learning



277© Springer Science+Business Media Singapore 2016 
W.C. Liu et al. (eds.), Building Autonomous Learners, 
DOI 10.1007/978-981-287-630-0_15

    Chapter 15   
 Promoting Mastery-Approach Goals 
to Support the Success of the “ Teach Less, 
Learn More ” Educational Initiative       

       Gregory     Arief     D.     Liem     ,     Wee     Kiat     Lau    , and     Elaine     Yu     Ling     Cai   

           “Teach Less, Learn More” 

 Singapore has consistently emerged as one of the top performing nations in the 
international assessments of academic performance (Martin, Mullis, Foy, & Stanco, 
 2012 ; Mullis, Martin, Foy, & Arora,  2012 ; OECD [OECD],  2012 ). This outstanding 
feat can be attributed, in part, to the introduction and adaptation of schooling poli-
cies and instructional practices that keep the country’s educational system relevant 
and responsive to the time’s demands. 

 “ Teach Less, Learn More ” (TLLM) is an educational initiative fi rst mentioned by 
Prime Minister Lee Hsien Loong in 2004 in his inaugural National Day Speech 
Rally and began its nationwide implementation in 2006. In his speech, Mr. Lee said,

   It [TLLM] would mean that less pressure on the kids, a bit less rote learning, more space 
for them to explore and discover their talents and also more space for the teachers to think, 
to refl ect, to fi nd ways to bring out the best in their students and to deliver quality results. 
We’ve got to teach less to our students so that they will learn more.  

   Further, as articulated by Mr. Tharman Shanmugaratnam ( 2005 , para. 12), then 
Minister of Education, “TLLM is a call to educators to teach better, to engage our 
students and prepare them for life, rather than to teach for tests and examinations.” 
Thus, the policy seeks to ignite the spirit and enjoyment of learning (or intrinsic 
motivation) in Singapore students beyond studying for educational credentials (or 
other forms of extrinsic motivation). Further, it also aims to develop youths holisti-
cally and nurture the seed of lifelong learning so that they are better prepared to face 
future life challenges. In other words, the TLLM aims to develop young people who 
are passionate, engaged, and skilled in both academic and nonacademic arenas. 
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 Thus far, reviews of the TLLM implementation have shown mixed fi ndings. 
Schools claimed that the TLLM works. Students have become more refl ective and 
critical, more participative in class, and more intrinsically motivated in pursuing 
interests beyond their schoolwork (Ng,  2012 ; Peh,  2007 ). However, as reported by 
Hogan and his research team ( 2013 ), the 2010 data indicated a different portrayal. A 
nationally representative sample of 4,000 ninth-grade students from 32 schools 
claimed that their teachers were inclined to adopt more traditional teaching and direct 
instructional strategies. These strategies (e.g., drilling, memorization, and emphases 
on procedural skills) focus more on preparing students for high-stake examinations 
than developing their understanding and self-regulated learning (e.g., self-monitor-
ing the learning progress, self-set learning goals, self- and peer assessment). 

 Furthermore, although Singapore students in general perform well relative to 
their international counterparts, the trend does not generalize to all the students. 
Recent statistics indicated that only 82.7 % out of 28,221 students in the 2013 cohort 
scored at least 5 “O”-level passes (Ministry of Education (MOE),  2014 ), which is a 
benchmark for Singapore secondary-school students to advance their education to 
junior colleges or polytechnics. Also, 4.3 % of the students in this cohort failed to 
complete their secondary education. 

 As asserted by the current Minister of Education Mr. Heng Sweet Kiat ( 2014 ), 
bringing out the best in every child involves all aspects of the education system: the 
school, the child’s current stage of learning, where the learning initiative should 
start, and how to create a better environment for children to grow. However, he fur-
ther expressed, although efforts to create more holistic learning environments for 
students have begun, this is still limited to a few schools. Thus, there appears to be 
room in the Singapore education system for a more optimal implementation of its 
educational policies and instructional practices including the TLLM. 

 In the last three decades, many research studies have used achievement goal 
theory as a framework to examine student motivation. The bulk of the studies have 
shown both the effects of the achievement goals adoption on academic and nonaca-
demic outcomes and the role of teachers and classroom climates in promoting stu-
dents’ achievement goals. Thus, as suggested by Roberts ( 2012 ), the popularity of 
the theory among educational researchers and practitioners is apparently due to the 
relations of achievement goals to focal educational outcomes and the malleability of 
achievement goals through the “message” the students receive as emphasized by the 
teachers in the classrooms (i.e., the classroom goal structure). 

 In this chapter, we fi rst outline the development of the achievement goal theory 
and how the different types of achievement goals are measured in the research. We 
then provide an overview of research fi ndings showing the effects of the different 
goal adoption on students’ behavioral, cognitive, affective, social, well-being, and 
achievement outcomes. In addition, we will look at how teachers and their class-
room practices may foster the adoption of achievement goals in students. Finally, 
we offer some practical implications of the theory and propose links to key dimen-
sions of the TLLM. For more detailed accounts of the theory and its historical 
 overview, we refer readers to Elliot ( 2005 ), Maehr and Zusho ( 2009 ), Roberts 
( 2012 ), and Papaioannou, Zourbanos, Krommidas, and Ampatzoglou ( 2012 ).  
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    Achievement Goal Theory 

    Early Achievement Goal Perspectives 

 In the late 1970s and early 1980s, early achievement goal theorists (Ames,  1984 ; 
Nicholls,  1984 ,  1989 ; Dweck,  1986 ; Maehr,  1989 ; Maehr & Nicholls,  1980 ) concep-
tualized achievement goals as the reasons and purposes that individuals hold in engag-
ing in achievement behaviors, with  task-oriented  and  ego-oriented  goals being the 
two main achievement goals focused on. Task-oriented goals (also known as  mastery  
or  learning  goals in the later development of the theory) refer to the focus on  develop-
ing  skills and knowledge, whereas ego-oriented goals (or also called  performance , 
 ability , or  competition  goals) refl ect the focus on  demonstrating  competencies. 

 According to Nicholls ( 1989 ), the different types of achievement goal originate 
from individual differences in the conception of success. When individuals defi ne 
success in  subjective  terms (e.g., task mastery, personal development), they hold 
task-oriented goals, whereas when individuals defi ne success in  normative  terms 
(e.g., becoming wealthy, famous), they pursue ego-oriented goals. As a result, task- 
oriented goals in the Nicholls scholarly tradition were typically measured by items 
such as “I feel really successful when I solve a problem by working hard” and ego- 
oriented goals by items such as “I feel really successful when I beat others” (Duda 
& Nicholls,  1992 ). Nicholls ( 1989 ) believed that task-oriented goals are adaptive 
for both individuals and society as they promote social equality and the develop-
ment of society. Ego-oriented goals, however, are deleterious for individuals – espe-
cially those of low ability – and lead to social inequality and the promotion of 
superiority and inferiority. 

 Another key feature in Nicholls ( 1989 ) perspective of achievement goals lies in 
the posited synergy between individuals’ reasons and aims in motivating their 
behaviors. This is because “no rational person consistently seeks to achieve some-
thing without reason” (Papaioannou et al.  2012 , p. 75). The synergy is well refl ected 
in the measurement of goals developed within this tradition such as those in the 
Patterns of Adaptive Learning Scales (PALS; Midgley et al.,  2000 ) in which the 
reason and aim underlying achievement behaviors are measured simultaneously 
(“an important reason why I do my class work is because I like to learn new things” 
and “the reason I do my class work is so my teacher doesn’t think I know less than 
others” are examples of the mastery and performance-avoidance goal items in the 
PALS, respectively).  

    Revised Achievement Goal Model 

 In the 1990s, Elliot and his colleagues (Elliot,  1999 ,  2006 ; Elliot & McGregor, 
 2001 ; Elliot & Murayama,  2008 ; Elliot, Murayama, & Pekrun,  2011 ) systematically 
revised the achievement goal perspective in two major ways. First, they separated 
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the two components (reason and aim) of achievement goals and more narrowly 
conceptualized achievement goals as cognitive representations of competence- 
related aims that individuals seek to pursue in a given performance setting. Further, 
the attainment of competence can be defi ned or evaluated based on either  personal  
and  task-referenced  or  normative  and  other-referenced  standards, with the former 
called mastery goals and the latter performance goals. According to Elliot, any 
goals – both mastery and performance – can be undergirded by different reasons, for 
example, to please parents or to gain social approval. 

 Thus, unlike Nicholls’ view of achievement goals that are derived from individu-
als’ broad and society-based conceptions of success, the conceptual scope of 
achievement goals in Elliot’s model is narrowed to the aims of pursuing competence 
in a specifi c area of performance (e.g., education, work, sport). The separation of 
aims from reasons was formalized by Elliot ( 1999 ,  2006 ) in a hierarchical model of 
motivation. This model hypothesizes the role of achievement goals as a catalyst of 
achievement-related processes and outcomes and the goals themselves be predicted 
by contextual or situational factors (e.g., classroom climate, assessment system) and 
individual differences (e.g., motives, needs) that constitute the reasons underlying 
the achievement goals adoption. Recent theorizing suggests autonomous and con-
trolled regulations as underlying reasons for achievement goal adoption 
(Vansteenkiste, Lens, Elliot, Soenens, & Mouratidis,  2014 ). 

 The second revision incorporated the classic approach-avoidance dimensions of 
motivation (Atkinson,  1957 ; McClelland,  1951 ) and the bifurcation of these dimen-
sions with mastery and performance goals. This revision resulted in a  2 × 2 achieve-
ment goal model  (Elliot & Murayama,  2008 ) and expanded its preceding 
 trichotomous model  in which the construct of mastery-avoidance goal was not pro-
posed (Elliot & Church,  1997 ; see also Papaioannou et al.,  2012 ; Roberts,  2012 ). 
Clearly, the consideration of these approach and avoidance dimensions of motiva-
tion was absent in the early achievement goal theorizing and research. 

 Students pursuing  mastery-approach  goals aim to develop academic competence 
based on their intrapersonal and absolute/task-referenced standards (“my aim is to 
completely master the material presented in this class” is an example of mastery- 
approach goal items in the revised Achievement Goal Questionnaire or AGQ-R; Elliot 
& Murayama,  2008 ), whereas students pursuing  mastery-avoidance  goals avoid the 
shortfall of attaining the optimal development and mastery of the task according to 
their own intrapersonal and absolute/task-referenced standards (“my aim is to avoid 
learning less than I possibly could”). Students pursuing  performance- approach   goals 
seek to demonstrate academic competence considered superior by interpersonal or 
normative standards (“my aim is to perform well relative to other students”), whereas 
students pursuing  performance-avoidance  goals aim to appear looking less compe-
tent relative to others (“my goal is to avoid performing poorly compared to others”). 
As reviewed below, research evidence has attested to the differential patterns of 
behavioral, cognitive, affective, social, well-being, and achievement outcomes associ-
ated with the adoption of these four achievement goals (for reviews, see Elliot,  2005 ; 
Hulleman, Schrager, Bodmann, & Harackiewicz,  2010 ; Maehr & Zusho,  2009 ; 
Papaioannou et al.,  2012 ; Roberts,  2012 ; Senko, Hulleman, & Harackiewicz,  2011 ).  
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    Recent Development of Elliot’s Achievement Goal Model 

 Based on the evaluative standards that competence attainment can be defi ned 
(task-, self-, or other-referenced) while keeping the approach and avoidance dimen-
sions incorporated, Elliot and his colleagues ( 2011 ) recently proposed a 3 × 2 
achievement goal framework. In this model, mastery goals are separated into  task-
based  and  self-based  goals. Students pursuing  task-approach  goals aim to do the 
task correctly, whereas those pursuing  task-avoidance  goals seek to prevent doing 
the task wrongly. Students motivated by  self-approach  goals focus on attaining a 
level of competence better than their previous attainment, whereas those driven by 
 self- avoidance   goals focus on preventing a performance worse than what they did 
before. Analogous to performance-approach and performance-avoidance goals, 
 other-approach  and  other-avoidance  goals were also types of achievement goals in 
the model. 

 The separation of mastery goals into  task-based  and  self-based  goals was exhib-
ited to be more fruitful in understanding achievement goal effects. Elliot et al. 
( 2011 ) found that although the combined task-/self-approach (mastery-approach) 
goals were not a positive predictor of task absorption and learning effi cacy, task- 
approach (but not self-approach) goals were a positive predictor of these two out-
comes. This suggests that the pursuit of the development of competence based on 
the task-related rubrics makes students more engaged and feel more competent at 
the task at hand, but not when the focus is on becoming more competent than they 
are before. This is, perhaps, due to the potential moderation of the students’ actual 
levels of performance and their perceptions of competence effi cacies in the task. 

 In sum, the theorization, conceptualization, and operationalization of achieve-
ment goals have evolved over the past four decades. The more recent model repre-
sents a taxonomy of achievement goals that are more nuanced and more precise in 
their conceptual scope. This includes the conceptual focus on the aims of attaining 
competence (rather than the aims and the reasons), the defi nition of goals according 
to the evaluative standards of competence attainment (task-based, self-based, and 
other-based), and the incorporation of the approach and avoidance dimensions 
characterizing motivated behaviors (the desire to attain success and the desire to 
avoid failure).   

    Effects of Achievement Goals 

 The fundamental tenet of achievement goal theory is that achievement goals pro-
vide an interpretative framework for students to appraise and interpret tasks and 
achievement- related situations, and these appraisals and interpretations shape how 
they regulate their achievement-related behaviors and, in turn, determine their 
achievement outcomes (Elliot,  2005 ; Maehr & Zusho,  2009 ; Papaioannou et al., 
 2012 ; Roberts,  2012 ). In general, the achievement goal literature has documented 
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evidence for the positive role of mastery-approach goals, the adaptive and less 
adaptive role of performance-approach goals, and the generally deleterious role of 
mastery- avoidance and performance-avoidance goals in students’ behavioral, cog-
nitive, affective, social, and achievement consequences (Hulleman et al.,  2010 ; 
Senko et al.,  2011 ). Studies addressing the differential effects of the achievement 
goal adoption on these outcomes are reviewed below. 

    Behavioral Outcomes 

 Achievement goals have motivational implications for students’ academic behav-
iors, including persistence (Miller, Behrens, Greene, & Newman,  1993 ), persever-
ance (Cury, Biddle, Sarrazin, & Famose,  1997 ), class participation (Lau, Liem, & 
Nie,  2008 ), and the amount of effort students put into their schoolwork (Sarrazin, 
Roberts, Cury, Biddle, & Famose,  2002 ). Elliot, McGregor, and Gable ( 1999 ), for 
example, demonstrated that students who adopted mastery-approach and 
performance- approach goals were more persistent because they kept revisiting the 
learning material until they understood it, even when the material was diffi cult or 
boring, and these students performed better in examinations than students who held 
performance-avoidance goals. 

 However, Chouinard, Karsenti, and Roy ( 2007 ) found that when faced with sub-
jects considered diffi cult such as mathematics, students with mastery-approach 
goals were found to exert more effort than students with performance-approach 
goals. This shows that mastery-oriented students are more willing to take up more 
challenging tasks that provide opportunities for them to develop their skills than 
performance-oriented students who are more concerned with their grades relative 
to others. 

 The effect of the achievement goals adoption on class participation has also 
received considerable research evidence. Church, Elliot, and Gable ( 2001 ) showed 
that undergraduates with mastery-approach goals were more engaged in lectures 
than students with performance-approach or performance-avoidance goals because, 
as the authors argued, those with performance goals tended to be more preoccupied 
with grades or avoiding looking inapt when participating in class activities. 

 In a recent Singapore study seeking to examine the mediating role of achieve-
ment goals in linking parental behaviors and learning outcomes, Luo, Aye, Hogan, 
Kaur, and Chan ( 2013 ) administered an online survey to 1,667 Singaporean second-
ary students. Effort regulation (“when the work in math is diffi cult, I give up”) was 
one of the key outcomes measured in the study. Analyses using structural equation 
modeling showed that, after controlling for the effects of gender and prior achieve-
ment, mastery-approach goals were a positive predictor of effort regulation, whereas 
mastery-avoidance and performance-avoidance goals were negative predictors of 
effort regulation. Performance-approach goals, however, were not signifi cantly 
associated with effort regulation. 
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 In another Singapore study, Luo, Hogan, Yeung, Sheng, and Aye ( 2013 ) looked 
into the attributional beliefs of 1,496 ninth-grade students. The attributional beliefs 
examined included ability, effort, teachers’ help, and tuition classes. Luo and col-
leagues found that Singapore students rated effort as the highest attribution belief 
for academic success. The hierarchical regression analysis conducted revealed that 
mastery-approach and mastery-avoidance goals were positive predictors of effort 
attribution. On this fi nding, the authors commented, “Students with high mastery 
goals are concerned with mastering new knowledge and skills, and [hence] they 
tend to view ability as incremental with effort and use regulatory strategies in the 
face of diffi culties in their study” (p. 166). Although the positive association between 
mastery-avoidance goals and effort attribution was somewhat surprising, it was con-
sistent with prior fi ndings showing that avoidance goals are not necessarily inimical 
and can be equally motivating, in East Asian cultures (Elliot, Chirkov, Kim, & 
Sheldon,  2001 ). 

 Departing from a  normative goal  perspective positing that mastery goals are 
good and performance goals are bad (Brophy,  2005 ; Dweck,  1986 ; Nicholls,  1989 ), 
a  multiple-goal  perspective (Harackiewicz & Linnenbrink,  2005 ; Senko et al.,  2011 ) 
views that the simultaneous adoption of mastery-approach and performance- 
approach goals can be benefi cial for motivation, engagement, and performance. 
Studies underpinned by the multiple-goal perspective typically adopt an intraper-
sonal or person-centered approach by measuring various achievement goals and 
performing statistical techniques that allow them to examine the effects of multiple- 
goal pursuit on outcome measures, such as those classifying students according to 
their motivational profi les using cluster analysis or those assessing the interactive 
effects of goals using regression analysis. 

 In a Singapore-based study, for instance, Wang, Biddle, and Elliot ( 2007 ) admin-
istered a survey to a mixed sample of 647 Singapore secondary-school students (of 
which 178 were athletes who represented the school in sports competitions) to mea-
sure their achievement goals in a physical education context. Their study was based 
on the 2 × 2 achievement goal framework. Using a cluster analysis, Wang et al. 
found that students who were high on all the four achievement goals reported higher 
rates of effort and participation in physical activity than those who were moderate 
or low on all the achievement goals. Similarly, in another study looking into 
Singapore eighth-grade students’ motivation in project work, Liu, Wang, Tan, Ee, 
and Koh ( 2009 ) found that students who were high on all four achievement goals 
and those high on mastery-approach goals and moderate on all the other goals 
reported higher behavioral regulation skills than those low on all the goals. 

 These Singapore-based studies provide support to the multiple-goal perspective 
and also highlight that the avoidance goals are not necessarily costly to behavioral 
outcomes when they are adopted simultaneously with the approach goals. Indeed, 
the avoidance goals may provide an additional source of motivation to perform well, 
at least for some students, such that the foreseen adverse effects resulted from fail-
ing to master the required skills or failing to perform as well as others can be avoided 
or reduced. Future studies, however, are needed to ascertain the extent to which this 
is the case and if this pattern is only specifi c to Asian students. Based on the above 
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reviews, it is clear that mastery-approach goals have been found to be consistently 
associated with behavioral engagement (persistence, participation). Thus, promot-
ing mastery-approach goals in Singapore students is aligned with the TLLM mis-
sion of realizing the potential of each student through heightening students’ 
engagement in their learning.  

    Cognitive Outcomes 

 Numerous studies have demonstrated the role of achievement goals in the use of 
cognitive, meta-cognitive, and self-regulated learning strategies such as deep and 
surface learning and planning and organization (Cury, Elliot, Da Fonseca, & Moller, 
 2006 ; Elliot & McGregor,  2001 ; Lau et al.,  2008 ; Moller & Elliot,  2006 ). Deep 
learning has been considered to be a more adaptive form of cognitive engagement 
that typically leads to a deeper understanding and better academic performance, 
whereas surface learning characterized by memorization and rote learning is con-
sidered to be less adaptive for student learning outcomes (Fredricks, Blumenfeld, & 
Paris,  2004 ). In a study of psychology undergraduates, Greene and Miller ( 1996 ) 
found that students with mastery goals reported higher engagement in deep cogni-
tive processing of course contents, while students with performance goals tended to 
engage in surface cognitive processing. This early study, however, did not include 
the avoidance dimensions of achievement goals. 

 In a study of 1,475 ninth-grade Singapore students, Liem, Lau, and Nie ( 2008 ) 
examined the joint role of mastery-approach, performance-approach, and 
performance- avoidance goals in predicting deep and surface strategies in the con-
text of English learning. Structural equation modeling showed that, beyond the 
effect of prior English achievement, task values, and self-effi cacy, performance- 
approach goals positively predicted deep learning whereas performance-avoidance 
goals positively predicted surface learning. Interestingly, mastery-approach goals 
positively predicted both deep and surface learning. As argued by the authors, the 
latter fi nding seemed to be attributed to the fact that many Singapore students are 
bilingual and, for some students, English is not their fi rst language. Thus, these 
students may have memorized new vocabularies and grammatical rules to make 
improvements in their English profi ciency. However, Liem and his colleagues called 
for further studies to ascertain if bilingualism, or the number of languages spoken, 
moderates the role of achievement goals in the use of cognitive strategies. 

 Ablard and Lipschultz ( 1998 ) conducted a study with 222 seventh-grade high- 
achieving students who scored 97 % percentile in their cohort. In a series of inter-
views, these students were asked eight different open-ended questions concerning, 
for example, how they would prepare for a test, complete their homework, or study 
at home. They also completed questionnaires on mastery and performance goals 
(the goals however were not divided into the approach/avoidance dimensions). 
Ablard and Lipschultz found that mastery-oriented students used self-regulated 
learning strategies, such as planning, organizing and transforming information, and 
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reviewing lesson materials, especially during challenging tasks that were diffi cult to 
comprehend or when doing tasks under distraction. Performance-oriented students, 
however, adopted self-regulated learning only in conjunction with the intention to 
master their learning contents, that is, when they saw that the pursuit of perfor-
mance goals can be facilitated by the pursuit of mastery goals. Although this fi nding 
points to the more adaptive effects of mastery goal adoption, it also shows that stu-
dents simultaneously adopt and pursue both mastery and performance goals and 
that this multiple-goal adoption facilitates their adaptive learning behaviors. 

 The adaptive effect of the multiple-goal adoption was also found in Singapore 
students. In a cluster analytic study with 480 eighth-grade students, Jang and Liu 
( 2012 ) found fi ve groups of students differing in their 2 × 2 achievement goal pro-
fi les. These clusters consisted of students high on all the four goals (cluster 1), stu-
dents high on mastery-approach goals and low on mastery-avoidance goals (cluster 
2), students low on all the four goals (cluster 3), students high on mastery-avoidance 
goals and moderate on all the other goals (cluster 4), and students low on both 
performance- approach and performance-avoidance goals and moderate on mastery- 
approach and mastery-avoidance goals (cluster 5). In terms of their cognitive strate-
gies, Jang and Liu found that students high on all the goals (cluster 1) reported 
higher rehearsal, elaboration, organization, critical thinking, and self-regulation 
skills than all the other groups. Students high on mastery-approach goals and low on 
mastery-avoidance goals (cluster 2) were found to be similar in their self-regulation 
to those high on all the goals. For critical thinking, organization, and rehearsal, stu-
dents low on performance goals (cluster 5) were found to be similar in their endorse-
ment level to those low on all the goals (cluster 3). Thus, while mastery-approach 
goals were adaptive, performance goals were adaptive only when they were pursued 
together with mastery goals, providing support to the normative goal perspective 
(Brophy,  2005 ; Dweck,  1986 ; Nicholls,  1989 ) and also the multiple-goal perspec-
tives (Harackiewicz & Linnenbrink,  2005 ; Senko et al.,  2011 ). 

 In sum, achievement goals do play a role in cognitive strategies such that stu-
dents’ pursuit of mastery-approach and performance-approach goals tends to be 
associated with the use of deep processing in order to better understand the learn-
ing content and to score well, while students with performance-avoidance goals 
tend to use surface learning likely due to the fear of failure and anxiety (Elliot & 
Church,  1997 ; Zusho, Pintrich, & Cortina,  2005 ). However, the research evidence 
(Jang & Liu,  2012 ) also suggests that the simultaneous adoption of mastery and 
performance goals, both their approach and avoidance dimensions, can be adaptive 
for cognitive strategies. It might be that, for students who study in a competitive 
educational  system, performance and avoidance goals are not necessarily detri-
mental to their learning. The relationship between mastery-avoidance goals and 
cognitive processing is still relatively understudied. Future research therefore 
needs to clarify this relationship. Taken together, these reviews point to the adap-
tive role of mastery-approach goals in the use of cognitive processing skills (deep, 
critical, creative thinking) which is one of the key areas highlighted in TLLM. Thus, 
emphasizing students to pursue mastery-approach goals is consistent with the spirit 
of the TLLM initiative.  
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    Emotional and Psychological Well-Being Outcomes 

 Students’ emotions and psychological well-being have also been found to be related 
to various achievement goals that they hold. In the cluster analytic study of Singapore 
students by Jang and Liu ( 2012 ) reported earlier, students high on all the four goals 
and those high on mastery-approach goals and low on mastery-avoidance goals 
were signifi cantly higher on enjoyment than all the other students. Further, students 
high on mastery-approach goals and low on mastery-avoidance goals were lower on 
anxiety and boredom than the other students, and students high on all the four goals 
were lower on boredom than those low on all the four goals. 

 Similarly, in another person-centered approach to studying multiple-goal adop-
tion of Canadian undergraduates, Daniels and colleagues ( 2008 ) found four clusters 
including students high on both mastery and performance goals, students high on 
mastery goals, students high on performance goals, and students low on both mas-
tery and performance goals (the approach and avoidance dimensions were not dis-
tinguished in this study). It was shown that, while students low on both goals had 
the least adaptive outcomes, students high on performance goals reported more 
negative cognitive beliefs in the forms of expected achievement and perceived suc-
cess and greater emotional vulnerability as shown in their lower enjoyment and 
higher boredom and anxiety than those high on both goals and high on mastery 
goals. Taken together, these Singapore- and Canada-based fi ndings are consistent 
with the normative goal theory positing the adaptive role of mastery-approach goals 
and also with the multiple-goal perspective suggesting that performance goals can 
be benefi cial when they are pursued simultaneously with mastery goals. 

 In a study by Pekrun, Elliot, and Maier ( 2006 ) with Germany and American col-
lege students, those with mastery-approach goals experienced positive emotions 
like joy and hope, students with performance-approach goals experienced pride, 
whereas students with performance-avoidance goals experienced negative emotions 
like anxiety and hopelessness. In their subsequent study, Pekrun, Elliot, and Maier 
( 2009 ) found positive associations between mastery-approach goals and positive 
academic emotions like hope, enjoyment, and pride but negative associations 
between mastery-approach goals and negative academic emotions like boredom, 
anger, hopelessness, and shame. Further, performance-approach goals were posi-
tively associated with hope and pride, whereas performance-avoidance goals were 
positively associated with anger, anxiety, hopelessness, and shame and were nega-
tively associated with hope and pride. 

 The negative association between performance-avoidance goals and anxiety was 
also established in various other studies. For instance, McGregor and Elliot ( 2002 ) 
investigated the relationships between achievement goals in relation to university 
examinations. The fi ndings showed that mastery-approach goals positively pre-
dicted students’ anticipation of the examination as a challenge, whereas 
performance- avoidance goals predicted students’ anticipation of the examination as 
a threat and poorer expectations for grades in the examination. Performance-
approach goals positively predicted students’ anticipation of the examination as a 
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challenge and also their positive expectation for getting good examination grades, 
but did not predict students’ anticipation of the examination as a threat. Further, the 
study also found that students who adopted mastery and performance-approach 
goals were calmer and more composed when preparing for the examination, 
whereas students with performance-avoidance goals were less calm in preparing for 
the examination. 

 Altogether, the McGregory and Elliot study suggests that the relations between 
achievement goals and academic emotions appear to be mediated by students’ per-
ceptions of the tasks (e.g., examination, homework). Importantly, studies on the 
impacts of achievement goals on academic emotions shed light on the links between 
achievement goals and academic performance because some of the emotions, such 
as shame, hopelessness, and anxiety, are negatively associated with achievement, 
whereas some others such as enjoyment, joy, and pride, are positively associated 
with achievement (Elliot & McGregor,  1999 ; Pekrun et al.  2009 ; Valiente, Swanson, 
& Eisenberg,  2012 ). 

 There is also evidence showing the associations between achievement goals and 
psychological well-being. Students’ adoption of mastery-approach goals was asso-
ciated with more adaptive well-being indicators, such as better emotional and 
impulse control, than those with performance goals (Kaplan & Maehr,  1999 ). 
Further, students high on performance goals were found to report heightened self- 
blame and adopt maladaptive coping strategies, such as denial and disengagement, 
in overcoming the sense of failure after receiving poor grades (Neff, Hsieh, & 
Dejitterat,  2005 ). 

 A similar fi nding was also observed in a study by Ntoumanis, Biddle, and Haddock 
( 1999 ) who found that student athletes with mastery goals maintained their sense of 
well-being through problem-centered strategies, while those with performance goals 
tended to cope with problems using emotion-focused and avoidance mechanisms. 
Future research is needed to illuminate the psychological mechanism underlying the 
relationships between achievement goals, academic emotions, coping, and well-
being. The reviews above clearly suggest that promoting mastery- approach goals is 
relevant for optimal psychological well-being and emotional functioning which are 
elements of students’ holistic development targeted by the TLLM policy.  

    Social Outcomes 

 The literature has now documented growing evidence for interpersonal effects of the 
academic achievement goal adoption (for reviews, see Darnon, Dompnier, & Marijn 
Poortvliet,  2012 ; Poortvliet & Darnon,  2010 ). In general, relative to the adoption of 
performance goals, the adoption of mastery-approach goals is associated with better 
social adjustment, for example, positive peer relationships (Kaplan & Maehr,  1999 ; 
Liem et al.  2008 ), positive perception of others (Darnon, Muller, Schrager, Pannuzzo, 
& Butera,  2006 ), positive attitude toward helping others (Poortvliet & Darnon, 
 2014 ), and willingness to cooperate (Levy, Kaplan, & Patrick,  2004 ). 
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 A recent study by Poortvliet and Giebels ( 2012 ) showed that, relative to 
mastery- approach goals, performance-approach goals were associated more 
strongly with competitive motives and decisions but more weakly with cooperative 
motives and decisions. Further, compared to mastery-approach goals, perfor-
mance-approach goals tended to lead to a reduced willingness to share task-related 
information with others (Poortvliet, Janssen, Van Yperen, & Van de Vliert,  2007 , 
 2009 ), adoption of a competitive confl ict regulation which focuses on social com-
parisons of competence and doubting viewpoints of others (Darnon et al.,  2006 ), 
and engagement in interpersonally harmful behaviors such as sabotaging 
(Poortvliet,  2013 ). In contrast, relative to performance-approach goals, mastery-
approach goals were more likely to promote willingness to share useful informa-
tion with others (Poortvliet et al.,  2007 ,  2009 ), adoption of an epistemic confl ict 
regulation focusing individuals on solving problems and understanding different 
viewpoints of others (Darnon & Butera,  2007 ; Darnon et al.,  2006 ), and positive 
attitudes toward helping others (Poortvliet & Darnon,  2014 ). 

 Despite their use of intrapersonal standards of competence, mastery-oriented 
students are not free of social comparison concerns (Régner, Escribe, & Dupeyrat, 
 2007 ). This social comparison orientation, however, was mainly adopted to search 
for information useful for self-evaluation and self-improvement purposes (Butler, 
 1992 ,  1995 ). Underpinned by the multiple-goal perspective, a study by Darnon, 
Dompnier, Gilliéron, and Butera ( 2010 ) demonstrated that the positive effect of 
mastery-approach goals on a social comparison orientation was stronger among 
students with higher levels of performance-approach goals (Study 1) and that 
mastery- approach goals predicted an interest in social comparison only in a 
performance- approach situation (Study 2). Further, mastery-approach goal adop-
tion may also lead to engagement in interpersonally harmful behaviors as their rela-
tive standing in a group increased (Poortvliet,  2013 ) which appears to represent a 
situation where mastery-approach-oriented students may also be competitive when 
they simultaneously hold performance goals (Darnon et al.,  2010 ). However, as 
found by Adie, Duda, and Ntoumani ( 2010 ), mastery-approach-oriented students 
were more likely to see competition as a challenge and less likely to see it as a 
threat, whereas mastery-avoidance and performance-avoidance-oriented students 
were likely to see competition as a threat. 

 In a study with Israeli students, Levy et al. ( 2004 ) found that, consistent with 
their focus on skill development, mastery-approach-oriented students were willing 
to cooperate with peers regardless of social status of the latter as the cooperation 
was construed as contributing to learning and task mastery. Performance-approach- 
oriented students, however, were willing to cooperate with peers when their own 
relative social status could be noticed; hence they were selective in terms of the 
peers they were willing to cooperate with. Although rather limited evidence has 
been documented, extant fi ndings pointed to the less adaptive social effects of 
performance- avoidance goals as refl ected in unwillingness to cooperate, derogation 
of out-group members, and adoption of social avoidance strategies (Levy et al., 
 2004 ) as well as poorer qualities of peer relationship (Liem et al.,  2008 ). 
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 In another Israel-based study, Levy-Tossman, Kaplan, and Assor ( 2007 ) conducted 
both variable-centered and person-centered analyses of their data. Their variable-
centered analysis showed that the pursuit of mastery-approach goal was associated 
with mutual sharing of diffi culties, trust, and adaptive social problem- solving skills, 
whereas the adoption of performance-approach and performance- avoidance goals 
was linked to mistrust, social inconsideration, and tension between friends. Further, 
their person-centered analysis indicated that students high on mastery- approach goals 
reported less mistrust among friends than those high on performance goals, suggest-
ing the more adaptive role of mastery-approach goals relative to performance goals in 
social relationships. 

 However, a cluster analysis of Singapore students’ responses to the 2 × 2 achieve-
ment goal items by Liu et al. ( 2009 ) showed that students high on all the four goals 
and students high on mastery-approach goals and moderate on all the other goals 
reported higher levels of communication, collaboration, and problem-solving skills 
than those with moderately high performance-avoidance goals or low on all the 
goals. While this Singapore-based fi nding is consistent with the study by Levy- 
Tossman et al. ( 2009 ) showing the positive effect of mastery-approach goals, it also 
supports the multiple-goal perspective in that performance and avoidance goals are 
not necessarily detrimental for social outcomes when they are adopted together with 
mastery-approach goals. 

 In sum, these reviews show that, relative to other goals, mastery-approach goals 
are more likely to be associated with adaptive social functioning such as a sense of 
trust, willingness to collaborate, and attitude toward helping others. Thus, promot-
ing mastery-approach goals in students is relevant to building a learning community 
which provides a platform for students to work together, learn from each other, and 
at the same time hone their social skills. This supports the implementation of the 
TLLM policy seeking to bring out the best in every child in different life areas 
including the interpersonal domain.  

    Achievement Outcomes 

 Research has demonstrated a relatively consistent pattern of the negative predictive 
effects of mastery-avoidance and performance-avoidance goals on academic 
achievement (e.g., Elliot & McGregor,  2001 ; Liem, Martin, Porter, & Colmar,  2012 ) 
as well as other psycho-behavioral attributes associated with lower academic 
achievement such as avoidance of help seeking, test anxiety, disorganization, task 
disengagement, and surface processing (Elliot & McGregor,  2001 ; Hulleman et al., 
 2010 ; Liem et al.,  2008 ; Moller & Elliot,  2006 ; but see Madjar, Kaplan, & Weinstock, 
 2011 ). 

 In contrast, the positive relationship between performance-approach goals and 
achievement has been found to be relatively consistent across studies (Barron & 
Harackiewicz,  2001 ; Cury et al.,  2006 ; Elliot & Church,  1997 ; Harackiewicz, 
Barron, Pintrich, Elliot, & Thrash,  2002 ; Linnenbrink-Garcia, Tyson, & Patall, 
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 2008 ) although this was not always the case (Brophy,  2005 ; Grant & Dweck,  2003 ; 
Hulleman et al.,  2010 ; Midgley, Kaplan, & Middleton,  2001 ; Pintrich,  2000 ). This 
lack of consistency seems to be due to the fact that the adoption of performance- 
approach goals may lead to both adaptive and less adaptive learning processes such 
as instrumental and formal help seeking and also avoidance of help seeking and 
perceptions of help-seeking threats (Moller & Elliot,  2006 ; see also Senko et al., 
 2011  for further discussions on this inconsistency). 

 Unlike performance-approach goals, the association between mastery-approach 
goals and achievement was reported in a few studies (Cury et al.,  2006 ; Grant & 
Dweck,  2003 ) but was nonsignifi cant in the majority of others (Barron & 
Harackiewicz,  2001 ; Elliot & Church,  1997 ; Liem et al.,  2012 ; Senko et al.,  2011 ). 
This points to the possibility that although mastery-approach-oriented students are 
more likely to engage in psycho-behavioral processes leading to higher achieve-
ment such as deep processing, persistence, and instrumental help seeking (Moller & 
Elliot,  2006 ), they also tend to spend their time and energy on fulfi lling their inter-
ests in certain content which interests them without paying much attention to grades 
(Senko & Miles,  2008 ; see also Dompnier, Darnon, & Butera,  2009 ). 

 From a multiple-goal perspective, Daniels et al. ( 2008 ) showed that the groups 
of students high on both mastery and performance goals, high on performance 
goals, and high on mastery goals obtained similar academic achievement even 
though, as reported earlier, the performance goal-oriented students tended to be 
more negative in their expected achievement and perceived success and more emo-
tionally vulnerable. This study, however, did not distinguish the approach and 
avoidance dimensions of the goals. In the person-centered analysis by Jang and Liu 
( 2012 ), the fi nding indicated that students high on all the different achievement 
goals and those high on mastery-approach goals but low on mastery-avoidance 
goals were signifi cantly higher in their mathematics performance than those low on 
all the goals and those high on mastery-avoidance goals. In general, although the 
pursuit of avoidance goals does not lead to better academic achievement, the 
reviewed fi ndings appear to lend support to the multiple-goal perspective positing 
that the pursuit of the approach dimension of performance goals is benefi cial for 
academic achievement and that the pursuit of mastery-approach goals could also be 
benefi cial to academic achievement when students simultaneously adopt perfor-
mance-approach goals. 

 Thus, consistent with the positive role of mastery-approach goals in behavioral, 
cognitive, emotional well-being, and social outcomes, research evidence has also 
pointed to the benefi t of adopting these goals for academic performance – although 
as noted above, this has not always been the case. While performance-approach 
goals are often found to be associated with heightened performance, these goals 
tend to give rise to less adaptive processes (e.g., anxiety, mistrust). Taken together, 
there is reason to believe that promoting mastery-approach goals is a viable approach 
that educators may take in facilitating the successful implementation of the TLLM 
policy. The following section discusses research-based strategies useful in helping 
students become more mastery-approach oriented.   
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    Reinforcing Mastery-Approach Goals: The TARGET 
Framework 

 To pursue its objective of igniting the spirit of learning and developing children 
holistically, TLLM has spurred the judicious reduction of learning content (the cur-
riculum), the provision of space and time for teachers to be refl ective and innovative 
in their teaching (the pedagogy), and the recognition of different talents beyond 
academic achievements that students can fl ourish in (the assessment) (Ministry of 
Education (MOE) [MOE],  2005 ). By the same token, achievement goal theory has 
highlighted the importance of curriculum, pedagogy, and assessment in promoting 
mastery-approach goals. 

 Classroom goal structures represent an overarching message pertinent to learn-
ing tasks, evaluation criteria, and the overall classroom atmosphere that the teacher 
conveys and emphasizes in the classroom and the students receive and perceive 
during their classroom learning (Meece, Anderman, & Anderman,  2006 ). It consti-
tutes “precursors of students’ personal goal orientations which have some infl u-
ences on motivation and achievements.” That is, “… these structures infl uence 
student behavior and learning by shaping the type of personal goals students adopt” 
(Meece et al.,  2006 , p. 495). 

 A notable classroom goal-structure study in Singapore was conducted by Lau 
and Nie ( 2008 ) who examined the relationship between classroom goal structures 
and personal goals. Lau and Nie proposed three hypotheses to test how classroom 
goal structures and personal goals may affect classroom-level or student-related 
outcomes such as motivation, engagement, and academic achievement in mathe-
matics. The fi rst hypothesis, the  additive hypothesis , posited that classroom and 
personal goals have independent effects on students’ motivational outcomes, with 
classroom goals affecting classroom-level outcomes and personal goals affecting 
student-level outcomes. The second hypothesis, the  reinforcing hypothesis , pro-
posed that classroom goals affect the relationships between personal goals and out-
comes. The third hypothesis, the  counterbalancing hypothesis , stated that classroom 
goals weaken the effects of personal goals on outcomes. 

 To test these hypotheses, Lau and Nie recruited 3,943 fi fth-grade students from 
38 primary schools in Singapore. Based on a multilevel analysis, they found cross- 
level interactions showing that, in classrooms emphasizing social comparisons and 
competition, students oriented toward performance goals were less likely to engage 
in their learning, more likely to reduce the amount of effort they put in, and more 
likely to give up when the work was diffi cult and boring. Their fi ndings supported 
the reinforcing hypothesis and suggest that performance classroom goal structures 
are likely to exacerbate the negative relationships between students’ performance- 
avoidance goals and behavioral engagement in learning mathematics. 

 In a more recent study on classroom goal structures with Germany high-school 
students, Schwinger and Stiensmeier-Pelster ( 2011 ) not only measured mastery 
goal structures but also distinguished between performance-approach and 
performance- avoidance goal structures and examined how students’ perceived 
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classroom goal structures were linked to their personal achievement goals. Analyses 
conducted using hierarchical linear modeling indicated that each type of students’ 
achievement goals (mastery, performance-approach, and performance-avoidance) 
was best predicted by the corresponding dimension of classroom goal structure. An 
important note to highlight is that the two interaction effects showed the relation-
ship between students’ perceptions of mastery goal structures and their own mas-
tery goals and the relationship between students’ perceptions of performance-approach 
goal structures and their own performance-approach goals were stronger when the 
students perceived that their classrooms emphasized less performance-avoidance 
goal structures. This fi nding suggests that the intended emphasis on knowledge 
development or competition that the teacher intends to convey in the classroom can 
be better communicated to students when the classroom does not induce fears of 
failure and negative judgments. 

 Classroom goal structures can directly or indirectly be communicated to stu-
dents not only by teachers and the classroom environment but also by the school 
policy and practice. When teachers perceive the school environment to be achieve-
ment oriented, they tend to use more performance-focused teaching practices, 
which then lead students to adopt performance goals (Midgley, Anderman, & 
Hicks,  1995 ). Similarly, teachers who focus on the mastery of concepts and the 
development of skills in their teaching practices encourage students to be more 
mastery oriented (Aunola, Leskinen, & Nurmi,  2006 ). Further, there is also evi-
dence showing that students had better psychological adjustments and higher posi-
tive affects when they perceived that their school environment stressed the adoption 
of mastery goals than when they perceived that their school environment fostered 
competition among students (Roeser, Midgley, & Urdan,  1996 ). Thus, there is a 
need for educators to create learning environments and activities that reinforce the 
adoption of mastery goals. 

    “TARGET”-ing Mastery-Approach Goals 

 Although our reviews of achievement goal effects have shown the benefi ts of 
performance- approach goal on some of the key academic and nonacademic out-
comes, the bulk of fi ndings have also indicated the costs of pursuing these goals. 
Furthermore, consistent with the multiple-goal perspective (Senko et al.,  2011 ), the 
adoption of performance-approach goals is benefi cial on many outcomes only when 
it is accompanied by the pursuit of mastery-approach goals. Thus, we believe it is 
important that classroom environments reinforce the adoption of mastery-approach 
goals rather than performance-approach goals, especially given the fact that the 
educational system in Singapore, and in many other East Asian countries, is already 
competitive and, “by default,” encourages the pursuit of performance goals (Chong 
& Liem,  2014 ). 

 Achievement goal theory highlights six distinct but interrelated dimensions of 
the classroom environment that can be modifi ed to better nurture mastery-approach 
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goals. The six dimensions – shortened as “TARGET” – include tasks, authority, 
recognition, grouping, evaluation, and time (Ames,  1992 ; Epstein,  1989 ). The 
TARGET framework is conceived to identify classroom components that (a) pro-
mote mastery-approach goals, (b) allow researchers to examine how the TARGET 
components interact and infl uence students’ achievement goals, and (c) allow for 
interventions through the alteration of these components. The practicality of the 
TARGET framework involves assessing each of the components in the framework. 
These components can be altered because the TARGET framework represents con-
textual factors that teachers may adjust and modify to scaffold students’ adoption of 
certain goals. 

 As articulated earlier, the “ Teach Less, Learn More ” (TLLM) educational initia-
tive aims to nurture the spirit of learning, engage students, build characters, and 
prepare students to face the twenty-fi rst century challenges, rather than to teach 
students for examinations (Lee,  2004 ). In its implementation, the policy calls for 
teachers to remember why they teach, to refl ect on what they teach, and to recon-
sider how they teach. Thus, the policy cuts across the three key dimensions of edu-
cation: the curriculum, the pedagogy, and the assessment. The TARGET components 
and their relevance to the TLLM policy are reviewed below. 

  Tasks     The tasks that students attempt provide them with information to assess their 
abilities, interests, effort, and satisfaction of their learning process. Students with 
mastery- approach goals tend to prefer challenging tasks which can bring about the 
improvement of skills and the acquisition of knowledge (Ames & Archer,  1988 ). 
These tasks also provide meaning and values which determine the extent to which 
students are motivated and engaged in their learning (Blumenfeld,  1992 ). Thus, 
when designing tasks/activities for students within the TLLM framework, teachers 
may ask themselves questions such as, “Is the task meaningful to my students? Is 
the task optimally challenging to provoke a sense of mastery? Do instructions to the 
task provide enough support such that my students can succeed in attempting the 
task? How much scaffolding is needed to help my students attempt the task success-
fully?” Answers to these questions guide teachers in creating tasks that are person-
ally meaningful and optimally challenging to students so that the students are 
intrinsically motivated in attempting the task and more likely to adopt deep cogni-
tive processing. Aligned with this principle, teachers can also design tasks that are 
authentic and related to real-life situations. These tasks are then likely to spark 
intrinsic interests, curiosity, and, hence, mastery orientations in the students because 
they can better relate to the tasks.  

  Authority     Teachers are encouraged to refl ect upon the extent to which they exercise 
their authority in class (Anderman & Anderman,  2009 ). Teacher authority refers, or 
is related, to the amount of autonomy that teachers share with students in the class 
(Deci, Schwartz, Sheinman, & Ryan,  1981 ). Students provided with greater auton-
omy in learning tend to be more mastery oriented, intrinsically motivated, and bet-
ter engaged in classroom activities (Greene, Miller, Crowson, Duke, & Akey,  2004 ; 
Schwartz,  2006 ). In providing autonomy in the implementation of the TLLM 
framework, teachers can get students to choose the “what” and the “how” of  learning 
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activities, for example, by having students who are good at a certain subject or topic 
to lead classroom activities and discussions. That is, the curriculum needs to be 
student-centered such that students are able to exercise autonomy in their learning 
experience. In this regard, it is important that teachers allow students to explore 
alternative ways of learning which the students fi nd more effective or useful in help-
ing them achieve the learning goals. Further, teachers can also provide students 
opportunities to express themselves so that their ideas and opinions are heard and 
appreciated (Reeve & Jang,  2006 ). By implementing these instructional practices, 
students are expected to develop a sense of ownership of their learning, and, as a 
result, the students’ mastery orientation is inculcated. This is aligned with the 
TLLM goal in seeking to nurture the spirit of learning.  

  Recognition     Recognition refers to the incentives students receive when they suc-
ceed in performing a task. The incentives are typically extrinsic (e.g., gifts, medals, 
“student-of-the month” awards). Although it is important that teachers recognize 
students’ accomplishments, the frequent administration of external rewards may 
reduce intrinsic motivation especially when such rewards are no longer present 
(Lin, McKeachie, & Kim,  2001 ). Focusing on the level of improvement that stu-
dents exhibit and highlighting that the improvement is attributable to the effort they 
have put in are seen as more adaptive ways of reinforcing mastery orientation. In the 
implementation of the TLLM initiative, it is therefore important that the curriculum 
does not recognize students’ academic and intellectual successes or the “product” of 
learning alone – as this may cause the students to fi xate on performance goals 
(Anderman & Anderman,  2009 ) – but more importantly the improvement, effort, 
and different talents that students may have. In this regard, teachers need to create 
an assessment system that provides them with opportunities to reward the “process” 
of learning as well as the students’ personal and social accomplishments.  

  Grouping     Grouping refers to the composition of students that make up the class or 
activity group (Kaplan, Middleton, Urdan, & Midgley,  2002 ). Students obtain better 
achievement when the classroom environment stresses on cooperation and team-
work (Cohen,  1994 ) than on individualistic learning (Johnson, Johnson, & Scott, 
 1978 ). Thus, teachers are encouraged to design assignments/activities for small 
groups that provide opportunities for students to interact while fostering greater 
motivation for mastery (Meece & Jones,  1996 ). In raising group cohesion and indi-
vidual participation, teachers need to remind students of the importance of collec-
tive effort (Anderman, Andrzejewski, & Allen,  2011 ) and design group activities 
that allow multiple solutions derived from group members (Kaplan & Maehr,  2007 ). 
These recommendations can also be factored into the designing of enhanced curri-
cula, the remodeling of instructional practices, and the setting of assessment criteria 
within the TTLM framework.  

  Evaluation     Evaluation, as defi ned by Ames ( 1992 ), refers to both the teachers’ 
evaluation of students in the class and the way students perceive the meaning of the 
evaluation. Teachers use various methods, particularly grades, to assess the quality 
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of student learning. In this aspect, the evaluation practice within the TLLM frame-
work is expected to do well in motivating and engaging students when it is focused 
on the improvement of task mastery and skill development shown by individual 
students rather than on the comparison among students (Kaplan & Maehr,  2007 ). 
Furthermore, assessment should not be limited to one evaluative tool (Anderman & 
Anderman,  2009 ). Instead, teachers may consider multiple indicators of assess-
ment, including the amount of effort or the determination of students’ improvement 
in a task. In addition, teachers need to incorporate multiple sources of evaluation, 
for example, by incorporating peer- and self-assessment (i.e., assessment as learn-
ing) into the overall evaluation scheme (Ormrod,  2014 ; Wiggins,  1989 ). In doing so, 
the teachers need to set criteria when assigning tasks, roles, and responsibilities to 
students. This can be done, for example, by providing students with rubrics on how 
the evaluation will be done so that students may assess their own performance, 
monitor their progress, and identify the strengths and areas of improvement for 
themselves and for their peers.  

  Time     The fi nal component, time, refers to the length of time that teachers provide 
their students with in gaining the mastery of topics and skills (Anderman et al., 
 2011 ). At times, the time given to complete a task may be insuffi cient. As a result, 
students are forced to complete the task due to the time constraint (Kaplan & Maehr, 
 2007 ). This situation can be remedied by relaxing the time constraint for students to 
complete their work. However, prolonging deadlines does not enhance students’ 
mastery of the content. Instead, students accomplish more when the teacher sets 
activities that are to be completed within a reasonable timeframe (Anderman et al., 
 2011 ). For example, the time given to students to complete a task can be made fl ex-
ible within a certain timeframe to allow the students to work at their own pace and 
not the general pace of the class (Anderman & Anderman,  2009 ). Importantly, 
teachers can also design a TLLM curriculum that emphasizes time management or 
include time management as a pedagogical practice to allow students to master the 
learning contents without feeling pressured or rushed. Further, teachers may assess 
whether students complete their tasks on time as an alternative form of 
assessment.  

 In sum, teachers seeking to reinforce the adoption of mastery-approach goals in 
their students are likely to be more effective to do so when they (1) design tasks that 
are authentic and interesting to the students, (2) provide the students with greater 
autonomy in making decisions on the “what” and the “how” of their learning, (3) 
recognize the improvement and effort that the students have put into their work 
including those in different areas of their school lives (social, cocurricular), (4) pro-
mote group work and collaboration with peers, (5) involve the students in the pro-
cess of monitoring the progress of their own learning, and (6) allow the students to 
progress at their own pace.   
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    Conclusion 

 The  Teach Less, Learn More  (TLLM) educational initiative was intended to 
promote the holistic development of Singaporean youths by igniting the spirit of 
learning in Singaporean students beyond studying for educational certifi cates. In 
this chapter, we have provided an overview of achievement goal theory, reviewed 
research fi ndings pointing to the effects of goal adoption on key outcomes, and 
identifi ed the potential implications of the theory to support the implementation 
of the TLLM framework. Reviews of the literature have indicated the differen-
tial effects of the achievement goal adoption on behavioral, cognitive, achieve-
ment, social, and well-being outcomes. More specifi cally, we found relatively 
more adaptive effects of mastery-approach goals and relatively less adaptive 
effects of performance- avoidance and mastery-avoidance goals. In the case of 
performance- approach goals, both positive and negative effects seem to be evi-
dent. Further, the simultaneous adoption of multiple goals, particularly mastery-
approach and performance- approach goals, appears to be relatively adaptive for 
cognitive processing and achievement. 

 Collectively, the research evidence pointed to the fundamental value of promot-
ing mastery goals by modifying the nature of the task, autonomy, recognition, 
grouping, evaluation, and time (TARGET) dimensions of the curricula and learning 
environments. That is, effort seeking to promote mastery goals is likely to do well 
when the process of learning involves more authentic tasks, provides greater auton-
omy to students, recognizes and centers on the assessment of students’ effort and 
improvement, encourages cooperative learning and teamwork, and allows students 
to learn in their own pace. The successful implementation of the TLLM initiative is 
expected to benefi t from putting each of the TARGET dimensions into practice.     
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