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“To tak.e' someohe’s ideas seriouslylenough to challenge them is a significant

: form‘ of reséect. It builds comr;lunitiés where _confroversy sﬁmulateé thought

instead o.f enﬁity; Where the clash of ideas .leads not to victory for one party
but to new questioﬁs and new answers for evéryone.”

John Nicholls (1989, p.i)
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Abstract

Abstract’

Physical education (PE) represents cne of the most important physical
settings in Which to study motivational processes due to its uniqueness in including
“all young people with a wide range of 'physical abilities. Moreover, positive -
experiences in 'scl_lool PE are ihought likely to enﬁénce lifelong physical activity,
" giving PE an important role in influencing young people’s involvement in physical
" activity both withiﬁ and b’eyo_ﬁd the 'schocl curriculum. | However, 'there is
increésing concern over 't'he.‘ physicai acti\}ity levels cf: young people today, and
understanding the changes in pupil’s motivational processes durihg the time when
“they appear mcst at risk of declining levels of ;ﬁhysiCaI activity, may 'hel].:» :
s researchers and physical educaitcrs interVene‘ to offset the _dccline‘. Using Elliot’s
| Hierarchical Model of Approach and Avoidance Achievement Motivation (Elliot, .
1999; Elliot & Church, 1997) as a theoretical basis, the puxpose. of this thesis wasto
3 examine pupll’s approach-avoidance goal adoptlon 1n PE.. Moreover, it was to
' determine the temporal pattern of approach-avoidance goals and the predictive
utility of key antecedents, namely perceptions of competence and implicit theories .
of ability to these temporal patterns. ' ‘ |

) Stucly 1 fcllowed pupils across the primary to secondary school transition
and examined tﬁeir_ approach-avdidan_ce. goals; irhplicit theories of ability‘and
- perceptions of competence prior to the transition and throughout Year 7 of .
* secondary school. On the whole, fhe changes appeareﬂd to be suggestive of less
adeptive motivational profiles, :e, lower incremental beliefs, competence - |
perceptions and mastery-app'rcach (MAp) goal striving. Competence perceptions
‘ and implicit. theories of ability differed in thei; predictive utility of initiél status and
rate of chaﬁge'i'n approach—avoidance goél. adopfibn “The effects of perceived -
competence appeared to be stronger in Year 6 of primary school whlle the effects of
| implicit theories of ability were more apparent in Year 7 of secondary school.
'Fur_thermore, in Year 6 of primary school, boys exhibited a more adaptlve
mo-tiv'atiohal profile than girls which"remain_ed throughout Year 7 of secondary
school. o h :

Study 2a examined approach-avoidahce goals, impiicit theories of ability
and perceb"tidns' of competence in pupils in Years 7, 8 and 9 of secondary school.

Pupils completed measures on four occasions over a 9 month pertod. Goals and




Abstract

" perceptions were tapped in relation to PE ‘in general’. MAp, master'y-avoidance

| (MAv) and performance- avordance (PAv) goals exhibited a linear decline over time,
"whereas perfonnance-approach (PAp) goals showed no significant change
Theoretical propositions regardmg the antecedents of approach-avordancc goal
adOption were supported Year group was found to moderate a number of these
antecedent—goal relationships. Results suggest that Year 7 is a critical time for
adolescents’ motivation in school PE.

| Study 2b .determined the influence of implicit theories of ability and

co_mpetence perceptions on cha_nges in approach-aVOidance goal adoption in tvtro

specific activities in the PE curriculum. In both tennis and cricket, differences
| between pupils were more likely than differences between classes to account for
changes in implicit theories perceptions of competence and approach~avoidance
goals over the course of a unit of work, Controlling for prior approach-avmdance
| "goal adoption, incremental belrefs predicted change in MAp goal adoption and
perceptions of competence predrcted change in PAp goal adoptlon over the unit of

- work in'both tennis and cricket. Differences in the predictive pattern of antecedents

to changes in goal adoption emerged between activities.

The final study (study 3) provided a more-fine grained analysis of normative

" achievement goal adoption in specific activities in PE by differentiating between

approach-avoidance and appearance-competition performance goals. Conﬁrrnatory
factor analysis supporfed the delineation of four performance goals. In line with the |

‘Hierarchical Model of Approach and Avoidance Achievement Motivation, partial

support for the mediating role of performance goals was observed, but entity beliefs

1- and perceptions of a performance climate‘ ea_ch exerted a direct po'sitive effect on -
self-handicapping in PE The addition of the appearance-competition distinction to

- performance approach-avoidance goals revealed differences in the direction and

_ r_nagnitude of the antecedent—goal and goal—outcome relationships o B

The results of these four studies contained within the present thesis provide

: mterestmg insights into pupils approach-avordance motwatlon in PE at both the

contextual and activity specnﬁc level. The changes in pupils’ motlvation on the

whole, are‘ indicative of less adaptive motivational proﬁles as they progress through

their school career. Implic1t theories of ability and competence perceptions appear

to play a role in offsettmg this decline but future research endeavours should

continue to pursue longrtudmal research to 1dent1fy other key predictors of within-
. . _
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‘and between-pupil change. This will ensure that achievement motivation research
in the PE context is well placed to help educators promote more adaptive "

motivational processes and outcomes that s_uétéin participation in physical activity.

iv
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Chapter 1: Introduction

Chapter1_l S

Introduction

Achievement motivation has been the focus of much research interest within
* both the educational and Sp_oft and exercise psychology areas. This has resulted in
an extensive literature which details the key antecedents of, and consequences
‘. arising" from, puréuihg different aghieVement strivings. The ]Sopularity of this topic
‘stems from a fundamental interest that huﬁ1ans have in . unde'rstanding theirr
behaviour . and more partlcularly thelr behaviour in - challenging sntuatlons
'. Achievement motivation focuses on understandmg the processes and consequences
- associated with competence-relevant behaviour (Ell_lot, 1997; Roberts, 1992, 2001).
The .importance of this behaviour is shdwn thro_iJgh its impacf on our achievements
in both our educational and sportmg lives.

The demonstration of competence has been 1dent1ﬁed as one of an
individual’s basic psychological needs (Deci & Ryan, 1985). Individuals seek to
satisfy this need by experiéncing méstery or effectance in everything they do. On‘a
way in which this can be achieved is through participation' in achievement
situations. The extant achievement motivation literature has identified a number of
features which characterise an achievement situation. Thesé include the opportunity
for one’s performance to be evaluated or skill acquisition to oécur, there is
competition with one’s self or others, a standard of compéténce is imposed, and the
tasks in the situation-are inherently challenging to the indi\}idual (Machr, 1974). In
these sifﬁations, the driving force for an individual’s bchavioul;‘is to démonstrate ‘
g ltheir competénce or to avoid demons'tratin'g'ihéoinpetence (DWeck, 1986 Nicholls,‘
1989). .We frequently encounter achievemént situations throughout our lives but
‘our participation in educational and phyéical achievement situations often occurs at
an e‘ar.ly age and involves little choice. Given the contribution of our experiences in
these two domains to tHe qﬁality of our future lives, (i.e., the influence of our school
qualifications on the _6pportunities to develop the‘ career of our choice and the
influence of our physical skills on our choice to include physicél activity as part of
our lifestyle), understénding how’rindividuals cognitively brocesé these situatioﬁs

and the influence it has on their affect and behaviour is important.
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Across the two key areas in which -achievement'motivation itas been studied,
there i is one context which bridges the literatures and provndes a umque settmg in |
Wthh to examine achievement motivation. Physical Education (PE) satisfies all the _
criteria in the extant llteraturc for clasmﬁcatlon as an achievement 51tuatlon and -
~ amalgamates the positive and negative elcments “of educational and physncal

achievement situations into one, single achievement setting. PE is underpinned by . |
educational values that oromote learning and improvement and the import_ohce of
hard ‘work and effort to.achieving success, but at the same time it invOIv.es'phySical

activities 'w'hich are inherently perccived- in a competitiVe sense due to 'the_Way

sports are incorporated into ot_lr lives and 'society' in gen‘eral.. Unlike the cducational

"domain, in which an individual can, to a ceértain extent, hide their level of
intelligence in a class, Iphjféica! competence in PE is salient, and can be 'easily and

regularly evaluated by the self and others against a standard of excellence. For

example, a pupil in a maths lesson who does not know an answer may be able to ask
a friend or look in the back of the textbook to-get the answer without evaluation
~ from pupils in the class or the teacher. However, in a basketball lesson, the pupil
who lacks the 'harid-cye coordination to control a'basketball dri'bb'lc will often be
seen chasing after the ball to retrieve it. Itis obvious to everyone in the lesson, both
the teacher and pupils, that this pupil is unable to perfonn the skill, while others

may be completmg the task with ease.

‘Perhaps of most Importancc though and a claim that no other physncal
context can make, is the ability of PE to encapsulate all young people Partncnpatlon
in schooi PE programmes is compulsory until age 16, giving PE an 1mportant role in
‘mﬂuen_cmg young . people’s attltudes. towards physical activity and their
| panicipation beyond school (Biddle, 2001;- Duda, 2001; Hagger, Chatzisarantis,

Culverhouse & Biddle, 2003). Given the reported decline in young people’s
physical activity participation during the adolescent years (Pratt; Macera & BIantoo' '
-1999) and the awareness of i 1ncreasmg sedentary behaviours among youth, coupled
. with rising juvenile obe31ty (Blddle Sallis & Cavill, 1998), PE and _pup:l s
motivation for physical activity is under scrutiny. In addition, the all too frequent.
citing of ‘bad’ experiences of school PE as a reason for inactivity, and failure of
young people to understand the importance of leading physically acti.ve lifestyles -
beyond the school curriculum, highlights the need to better understand motivation

and behaviour in the PE context.
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One pérspectivé which- enables researchers to uhdersiand motivation and
behaviour in achievement settmgs is the achievement goai approach (Ames 1984;
Dweck, 1986 1990; Machr, 1983; Nicholls, 1984, 1989). In these early
approaches, competence, as implied by an individual’s definition of success in
achievement situations, is. central to the deﬁnitioh of the achievement goal
construct. An individual’s cognitive representation (achrie.verhent goal) of fhe
“definition for success/competence reflects a 'qualitatif/e: descripti(-)n' of their
mo.tivational regulation, which influences their experiences of, motivation towards,
and behaViour in the aéhieve.m'ent setting. Furthermore, considering the salience of
competence in PE and that pupnls are engaged in a PE curriculum from Year 1 to
Year 11 of their school career, the issue of changc in motivational regulation in PE-
is pertment.' However, there is little longitudinal evidence that speaks to the
pafterns of change in the _motivaﬁcmal .précesses of p'upils in the PE context during
these school years. | o | '

The continued interest in achievement motlvatlon in both the educatlonal

E _and physical domains has recently been fuelled by theoretical developments

outhned in the work of Andrew Elliot and colleagues (Elliot, 1999, 2005; Elliot &
Church 1997 Elliot & Harackiewicz, 1996, EIhot&McGregor 2001). These have_
prowded a new focus for research on achievement motivation and have opened up
avenues’ for discussion. Elliot argues that these developments provide a more
compréhensive framework for understénding achievement hchaviour than that
‘offered in early achievement goal approaches (Dweck, 1986, 1990; Nicholls, 1989).
" Research in the educational domain has embraced ElIiot;s developments, howévér
the coniribution of approach-avoidance motivation o a greater understanding of |
achievement behaviour in the physncal domain remams to be determined. The
‘purpose of the research in this thesis was to provide an 1n~depth mvestlgatlon of-
" approach-avoidance mohvat:on in the PE context through examining the temporal

patterns of, and key predictors of, approach-avoidance goal adoption over time. -
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~ The early research interest in achievement mo;ivation focused on the-
influence of global motive dispositions on ac.hiev_ement' behaviour (Atkinson, 1957;.
Lewin, Défnbo, Festinger & Sears, 1944; McClclland, _Atkin_son, Clark & Lchllf,

1953') Achievement motivation was viewed as a stable personality trait that was

derlved frorn two mdependent achlevement stnvmgs one towards success (need for -

achlevement) and one away from fallure (fear of fallure) It was proposed that the .

. strength of these achievement-relevant motives influenced an individual’s behaviour

in competitive achievement situations., This view of achievement motivation,

however, was- criticised as underestimating the importance of situational and

: cultural factors‘_in determining motivated behaviour (Maehr, 1974). Conseqﬁently,

it was proposed that motivated behaviour resulted from the need to achieve rational, -

cognitive goals, which resulted in the development of the achievement goal

approaches (Ames, 1984; Dweck, 1986, 1990; Machr, 1983; Nicholls, 1984, 1989).

These approaches have provided the theoretical basis for the majority of recent

_research interest in achievement motivation,

Achievement goal approaches viewed achievement motivation in terms of

31tuatlon-spec1ﬁc, process—orlented variables (achlevement goals), rather than global.'

motive dlSpOSltlons (Ames, 1984; Dweck, 1986 1990; Maehr, 1983 ‘Nicholls,
1984, 1989). In these early approaches, achievement goals define the criteria an
individual uses to judge their competence or SUCCess 'm an achievement situation.

- As such, they provide a qualltatwe description of an 1nd1v1dual s achievement

motivation. In the extant literature, two models emergcd both of whrch 1ncorp0rate '_

. the achievement goal construct Achlevement Goal Theory (Nicholls, 1984, 1989)

and The Achievement Motivation Model (Dweck, 1986, 1990; Dweck & Leggett,

1988). Each model identifies two types of achievement goals, “task and ego” or

“mastery and perfonﬁance” respectively, which are conceptually similar enough to

allow a mastery;pcrfo_rrnance dichotomy to exist (Ames & Archer, 1987)!.

~

' For the purpose of this review the terms mastery and performance will be used throughout, except
for the section on the development of Achievement Goal Theory. Mastery and performance are to be
consistent with the terminology of Elliot’s work which forms the theoretical basis of this thesis. -
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- In both the edut:atidn_al and ph)tsical domains, Achievement Goal ‘Theory
(Nicholls, 1984, 1989) has been the prominent theoretical perspective in the
résearch conducted on achievement motivation. It stemmed from work on
_ ponceptibns of ability and the assumption that there are at least two diffetent_ ways .
in which individuals can construe ability. " These two conceptions of ability,
undifferentiated and dlfferentlated essentlaily ailow the- delineation of two
achievement goals task and ego respectlvely ‘The two goals reflect the way in’
which success and competence are defined and affect the criteria individuals use to - -
juttgé their (_:c_)mp_etex.lce‘ in achievement situa.tioné.‘ -.A‘chieveme‘nt Goal Theory has .
. tﬁé ‘evaluation of ability as the central component . and 'bropo'ses' that the._‘

- demonstration of competence underpins' an individual’s behetviour in anr' )
‘_achie_vcméht situation.  Achievement goals can be _uhderstood in terms of the
conception of ability adopted (Nicholls, 1989). '

' The undifferentiated conception of ability IS concerned with mastery,
pers'onal progress and effort_. Effort and ability are viewed as covarying, in that
ability is in effect equated with learning/mastery through effort. The harder an
individual tries at an activity and the more effort they_expend, tht: more competent
they feel and the higher the level of ability implied. On the other hand, the
differentiated conception of ability separates ability from effort, in that ability is
viewed as a capacity that limits performance despite _thé.cffott given. This is

COnsideted to be the more mature _concéption of ability, and from approximately 12
* ye_ars of age, individuals are capable of using the cohceptiott of ability as a fixed -
~ capacity. In contrast to the undifferentiated conception of ability, pcrt:eptions of
éompetence do not arise from learning or task _masterﬂ'. The individual infets their |
ability from normative judgements of task difficulty, the ability of others and from
- an interpersonal evaluation of performance and ef_fort expenditure. . The controllirtg‘
of effort'expenditure and mohitor'mg of others” effort expenditure is important for -
“inferences of high ability." Htgh ability is mferred when individuals’ effort is
equivalent and opt:mal that is they outperform others with the same effort
. expenditure or they pt:rform the same as others with less effort.
Adults and adolescents who are past the age where the dlfferentlated
~conception develops, 'are capable of - ustng ‘both the undlfferentlated and
B differentiated conceptions of af)ilityi (Jagacihsk'i & N'icholls', 1984). The conception.

of ability erﬁployed in an achievement situation depends on an individual’s goal and
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their definitions of success for that sit'uation‘.‘ When behaviour in achievement
situations seeks to demonstrate competence in the undifferentiated sense (i.e.,
personal progress. and mastery) this is referred to as task involvement.
Alternatively, when behaviour in achievement situations seeks to demonstratc
"-'competence in the dlfferentlated sense (1e higher ability than others) this is
referred to as ego involvement, _ |
In her work in ‘the educational domam on helplessness and attrlbutlonal
patterns after failure, Carol Dweck also delmeated two achlevement goals termed
'mastery and performance. - Dweck and her colieagues used achlevement goals to |
_ help explain why some children in their research exhibited a helpless pattern and
others a‘.mastery pattern in response to failure (Dweck, 1986, 1990, 1999; Dweck &
Elhot '1983; Elliot & Dweck, 1988) ‘.They argued that these reSponSes'.‘were
influenced by whether the child was oriented towards proving their ability to others _
and gaining favour_able judgements of their ability (performance goal) or towards
,improVing their ability (mastery _goal).  Regardless of which dichotomous
achievement goal approach is being examihed, individuals who pursue a
performance goal are concerned with demonstrating their ahility relative to others. . -
These individuals use other-referenced perceptions of competence and believe
success is achieved through using deceptive strategies, having high ability and
impressing the right people (Duda, Fox, Biddle & Armstrong, 1992; Duda &
Nicholls, 1992). Performance-oriented individuals focus on social cor_nparison,
normative success and outperforming others. Competence perceptions are formed
in relation to what others can and cannot do. On the other hand, individuals who
pursue a ‘master)t goal are focused on developing their ability and use self-
referenced perceptions of competence. " These individuals believe success is
ach1eved through hard work and effort and they have a concern for the mastery of
“tasks: They focus on learning and personal 1mprovement and use these as the basis
for judging their competence. Mastery-oriented. mdrvrduals form competence
perceptions in relation to what they can and cannot do based on self-improvement.
However, the two achievement goals in the dichotom.ous approaches focus
_ eicclusively on approach achievement behaviour, ie., to demonstrate or develop
- competence.- As such, they ignore an essential part of the objective of achievement
behaviour which is to avoid mcompetcnce It was therefore proposed that

integrating the early global motive approach with the achlevement goal approach
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‘may provide a more _co'mprehensive'a:c_:cdunf of achievement behaviour. “The
‘ optifnal evolutionafy path for the achievement motivation literature is one of
intelleétual cooperation between the two (approaches), rather than competition, a
move toward integration, rather than isolation” (Elliot, 1997 p.154).  This
: suggestion reflects the fundamental idea be.hind the work of Andrew Elliot and"
colleagues in developing the Hierarchical Model of Approach and Avoidance
Achievement Motivation (Elliot, 1997, 1999; Elliot & Church, 1997; Eiliot &
Harackiewicz, 1996; Elliot & McGregor, 2001).

The Hierarchical " Model of. Approach ‘and’ Avoidance Achievement
Motivation represents: a theoretical framework to account for the objective of
-achievement behaviour which is to not only demonstrate competence but also to _
avoid demonstrating incompetence. (Dweck, 1986; Nicholls, 1989). Within this
model (see Figure 2.1), three di‘s;tinét'components'are identified, an:tecédents‘qf
achievement goal adoption, 'thé achiévemént goals themselves and'achiévement-
relevant prbcesses and outcomes. In the modél, the antecedents are considered to be
the distal p'redicto'rs of achievement-relevant processes and outcomes in that they.
influence behaviour'indilfectly ‘through . the adopted achievement goals. The
épproach.-avoidance goals are incofporateﬂ at the centre of the model and are the
direct regﬁlatdrs of achievement-relevant processes and outcor.nes.. They focus the
effect of the antecedent fowards the _outcomes; As such, the antecedents and
“achievement goals perform complementary roles in the model. The energisation for
self-regulation which expl‘aihs‘ why an individual'enga‘ges in an a_chievément
situationi is derived from the antecedents. The direction for the energy which
e}{plains how in_dividuals cngage in achievement situations is "providcd‘ by the
achievement gdals. Each aspect of the Hierarchical Model of Approach and
Avoidance Achievement Motivation'm'l'_l be discuésed in turn. The discussion will

begin with achievement goals since they are at the he;aﬁ_of this model,
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Antecedent variables:

Competence-based
(e.g., need to achieve)

~ Self-based
(e.g., self-esteem)

Reiationally;baéed

e.g., fear of rejection | o o .
( g 2] ) \ o Achievement-
: - _ Achievement " relevant processes

Demographic /__/___>  Goals and outcomes
(_e.g., sex} - . :
Neurophysiological

predispositions

" (e.g., BIS sensitivity)

En#ironmental
(e.g., norm-based
evaluation)

Figure 2.1: Achievement goals in the context of the Hierarchical Model of Approach and
Avoidance Achievement Motivation (Reproduced from Elliot, 1999, p.177).

Achievement Goals

Achlevement goals are the central construct of The Hierarchical Model of
-Approach and Av01dance Achlevement Motlvatlon ~ The development of the
| approach-avoxdance goals by Elliot and colIeagues (Elliot, 1997, 1999; Elliot &_. N
Harackiewicz, 1996; Elliot & McGregor 2001) drew from the carly achxevement
goal approaches (Dweck, 1986, 1990; Nicholls, 1984, 1989) to provnde a more fine-
grained anaiysns of behaviour in achievement situations. The work of Elliot and -
colIeagues (Elll()t 1999; 2005; Elliot & Harack1ew1cz 1996 Elhot & McGregor.
2001) places competence at the heart of- the achlevement goal construct.
Achievement goals can be delineated in terms of both the definition of competence,
i.e., lthe standards that determine if competence is being demonstrated, ‘suc':h as self-
referenced (mastefy)' or other-referenced (performance) and the valence of
competence, i.e., the direction of focus, such as desiring competence (approach) or
avoiding incompetence (avoidance). In the first instance, the performance goal

from the dichotomous framework was bifurcated into approach and avoidance
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forms and combined with the masterj,r goal to form the triciliotomous achievement |
. goal framework (Elllot & Harackiewicz, 1996) The blfurcatlon of the performance
goal emerged, in part, as a result of the mixed empmcal pattern ylelded in research
which on examination, could be accounted for by attending to the approach-
avordance dtstmction (see Elliot, 2005; Rawsthorne & EillOt 1999).

Within the trlchotomous framework three mdependent achievement goals
are identlﬁed, a mastery goal (MAp), a performance-approach goal (PAp) and a
performance-aVOidance‘goa\l (PAv).- The coneeptualisation of the mastery goal :
reﬂects that of the dichotomous achievement goal approaches As sucn it.focuSes -
on the mastery of tasks and the development of competence and i is characterised as |
an approach goal The PAp goai focuses on demonstrating normative competence
and due to its focus on a potentlal posmve outcome, is also characterised as an
approach goal.” The PAv goai focuses on avoiding demonstrating normative
incornpetence and {s conceptualised as an avoidance goal as it characterises self-
regulation according to a potential negative outcome. . Building from this
perspective, the addition of a mastery,-avoidance goal (MAv) was proposed, tnereby
giving four achievement goals which'give a complete representation of the different
ways in which competence can be construed (Elliot, 1999). This -goal was "
incorporated in the 2 x 2 achievement goal frame“rork (see Figure 2, 2'- Elliot and
McGregor 2001) and focuses on avordmg self- or task-referenced incompetence, It

is characterlsed as an avoidance goal because of 1ts focus on avoiding a negative

.. possﬂoﬂrty.
Definition
'Absolute/_intrapersonal ~ Normative
- (Mastery) o (Perfonnance)

. Positive - Mastery-Approach | Performance-Approach
Valence {Approaching success) - Goal ' Goal
S Negative - Mastery- -Avoidance Performance-Avoidance

(Aymdmg failure) Goal Goal

- Figure 2.2: The 2 x 2 Achievement Goal Framework (Elliot & McGregor, 2601, p.502).
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The theoretical pr()positions of E_lliotf (Elliot, 1999, 2005) also allow fo-r a - -
more reﬁnedt:onceptualisation of achievement goals than that afforded in previous ' '_ '
achlcvement goal approaches (Dweck 1986, 1990 NlChOllS, 1984, 1989). In his |
writing, Elliot conceptualises achievement goals as representing purely the aim of
achievement behaviour, ie., to demonstrat_e/develop_ competence or to avoid
_demonstrating/developing incompetence. Elliot (1999, 2005) pfoposes that_the
speciﬁc' aims'of achievement behaviour as reflected in an individual’s achievement
goal ad'opti_on can be underpinned by a host of reasons, which when.combined with
the achievement goal form a “goal complex” (see Elliot & Thrash, 2001). Itis this
' goal complex that prov1des the . greatest understandmg of an mdmdual’ .
motivational regulation by precnsely accounting for both the energisation of, and .
direction of achievement behaviour. Indeed, the concept of a goal complex is
pres'ent within the work of Dweck and spec1ﬁcally in The Achievement Motivation
Model. For example, behaviour in an achievement situation is underpinned by a
belief about the stability or malleability of ability (the antecedent) which combines
'wath the achievement goal to determine whether the mdlvndual is focused on
proving or improving their ability (the aim). '

Furthermore, with respect to performance goals another key dlstinctlon
exists in the literature, that of appearance and competition concerns (Elliot, 1999;
Urdan, 2000). It is argued that these two elements of performance 'goals can have
different ‘effects ‘on motivation and behaviour in achievement situations.
Appearance concerns focus the individual on wanting to appear competent ‘to others
. or wanting to avoid appearing incornpetent to others. As such, they are argued tobe
potentially detrimental to ‘motivation_and achievement by distracting pupils from the
learning process (Elliot, 1999; Urdan, 2000). On the other hand, competition B
concerns which focus the individual on wanting to be better than others or wanting'
to avoid being worse than others n_tay be beneficial to ‘motivat'ion and achievement.
In order to satisfy this goal striving, these concerns may encourage individuals to .
exert effott and pers‘everance towards‘ tasks which consequently bring about |
i.nc.reases in competence and higher levels of achievement. |

In the literature, appearance and cOmpet'ition concerns have been reflected in
terms of the reasons for achievement behaviour and within the measurement of the -
achievement goal construct themsetves (Elliot, 2005; Urdan & Mestas, 2006). The - =

application to the performance goal construct itself creates a more specific aim of

10
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achievement behaviour (Ellliot & Thrash, 2001). = Within the extant achievement
; mot'ivatiqn.literature,‘ the ‘at)pearance-competition distinction has been confounded -
in the measurement and manipulation of perf_orma_hce goals (see Elliot, 2005 for a
discuésibn). This has occurred between goals of a different valence, i.c., PAp
versus PAv, and within the same goal. As such, the performance goals measured
and manipulated may reﬂect'simitar, yet distinct aims, i.e., striving to do better thhn
others (approach-competition) is a different aim to .striving to appear competent to
others (apprdachQappeararice)' Each aim may stem from different underpinnings
that. then have dlfferentlal effects on the cogmtlons affect and behaviour of

mdmduals in achleverrient situations.

Anteceden ts

As shown in Flgure 2.1, Elhot (1999) classifies the antecedents of
achlevement goal adoption into a number of categories. Within each category are a
range of variables which are thought to differentially predict approach-avoidance
achievement goal adoption. These include for exampie self-esteem, need for -
affiliation, fear of rejection, gender and et_hnicity.‘ A ‘closer examination of the
variables within each of the categories reveals several that have strong roots in the
extant ac‘hievement‘ motivation ‘litefaturc. For example,- included among the
cempetence-based variables are the global motive dispositiohs‘ of need for
achievement and fear of failure (Atkinson, 1957, Lewin et al.; 1944; M_cClelIand et
al., 1953), tmplicit theories of ability, from the work of Dweck and colleagues -
(Dweck, 1986, 1990; Dweck & Leggett, 1988) and competence perceptions which
' are a key feature of the early achievement goal approaches (Dweck, 1986, 1990,
Nicholls, 1989). A final example is seen in the en\tironmehtal variables cetegory

5 ‘v.vhich includes pefceptions of the motivational climate (Ames, 1992h).

Global Motive Dispositions _
The global motive dispositions® of need for achievement and fear of failure

~are incorporated into the Hierarchical Model of Approach and Avoidance

Achievement Motivation as antecedents of achievement goal adoption. These two

? In their work, Elliot and colleagues refer to the global motive disposmons as competence-relevant
motives. This term will be used from this pomt onwards

11
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: _:cc_mpetcnce-relevant' xlnctives' ‘ére. proposed tc'_ .di‘fferentially orient tndividuals
towards the adoption of approach and avoidance achievement goals. Need for
'atchieveme‘nt orients iﬁdit/iduals towards the possibility of success and as such can -
" lead to the adoption of both MAp and PAp gozﬂs. On the other hand, fear of failure |
orients individuals towards the negative pcsslibili'ty of avoiding failure and can lead
to the adoption of both MAv and PAv goals. Moreover, fear failure cztri also
underpin the adoption of PAp goztls. As a result of this pattern of relationships,
MAp, MAv and PAv goals are argued to be relatively pure forms of motivational |
regulation. They are underpinned by a single competehce-relevant motive tvhich is

| cchgruent with the v'ctlence of the goal. In contrast, PAp goal.s csn depict either an
approach or avoidance tendency as they are unc_lerpinned by either or hdth need for
achtevement and fear of failure. In this sertsc, PAp goals represent a more complex '.
motivational tegulation which can be inﬂuenced by‘t.he perception of the nature of
the achievement situation. PAp goals depict an approach tendehcy when need for

, achlevement is activated due to the individual percelvmg the achlevement 31tuat10n
as challenglng and that there is the chance of success with little chance of fatlure
However, the goal depicts an avoidance tendency when fear of fallurel is activated
due to the individual perceiving that there is a high chance of failure and little
chance of sqcccss_ in the situation. When the individual perceives that success and
failure are equally likely ina sttuation, both competence-relevant, motives are
activated and the'PAp goal depicts a combination of both apprcach and avoidance
tendencies (Elliot & Church, 1997, Elliot & Harackiewicz, 1996). |

Imphcn‘ Theones of A bthty

~ After identifying that the mastery and helpless responses of children m
achievement situations could be explained by the goal the child was pursumg,
" Dweck atnd her colleagues turned their attention to understanding why individuals in
the same .situation_ would adopt different achievement goats. Research indicated
that the goal of an individual could be predicted by their “theory of intelligence™
”‘(Dweck & Bempechat, 1983; Dweck, Tenney & Dihces, 1982 cited: in Dweck &
Leggett, 1988). Two implictt theories, “incremental” and “entity” were identified

and individuals can adopt either of these theories in an achievement situation.

3 Implicit Theories of Intelligence have since become known as Implicit Theones of Ability. This
term will be used from this point onwards. :

12
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“According to Dweck (1999}, individuals utihse a “meaning system” dpproach when

attempting to understand their world and organise their experiences. They develop .

beliefs about themselves, or self-theories, which can influence their cognitive,
: _affeetive and behavioural responses in a situation. Self-theories create an individual
.framework for understanding .achievement and anaiysing'and' interpreting human
actions. These self-theories form part of an 1nd1v1dual’ “implicit theory™ about the
stablllty or malrleabllrty of intelligence and human attributes and behaviours more
Cwidely. . I
Initially, research extensively examined implicit theories in the educational
" domain with regard to the effect of children’s views about the stability or
" malleability of their intelligence on educational dchievement .(see Dweck, 1999;
Dweck, Chiu & Hong, 1995b; Dweck & Leggett, 1988). H.owever, more recently
research has examined implicit‘ theories in terms of interper_sonal relationships,
personality, social judgement, stereotyping, rnorality and physical ability (Biddle,
- Wang, Chatzisarantis & Spray, 2003; Dweck, Chiu & Hong; 1995a; Franiuk; Cohen -
& Pomerantz, 2002; Sarrazin et al., 1996; Spinath, Spinath; Riemann & Angleitner, -
2003). This research has supported.the existence of the two implicit theories. The
endorsement of incremental beliefs leads individuals to view personal attributes and
behaviours as being malleable, COntrollable qualities that are increasable through
leammg On the other hand, the endorsement of entity beliefs leads individuals fo
view personal attrlbutes and behavrours as a ﬁxed stable capacrty (quantity) that
cannot be 1mproved Individuals are described as incremental theorists or entity
theorists dependmg on which view of human attributes and behaviours they
: endorse . ' | , ‘
‘The endorsement of one theory over the other has potentlally important
consequences f'or the individual as the theories are viewed as alternative ways of B
constructing reahty As such each theory creates an individual framework within
‘which people interpret, understand, judge and react to events and actions. However, |
the effect of the theories on the individual is essentially a result of their links to: '
associated structures, namely achie\(ement goals and attributions and not the
implicit theory'per se (DWeck et al., 1995b). The Achievement Motivation Model
- (Figure 2.3) elucidates the links between implicit theories of ability, achievement
goal adoptron and subsequent behavroural patterns in an achlevement srtuatlon

“Achievement goals are the central construct of the model but it is the implicit

13
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Theory of _ . Goal Perceived ' Behaviour

Intelligence : Orientation : o Present Pattern
- ‘ S Ability v I
Entity C Performance ' A Mastery oriented
(Intelligence is —  (Goal is to gain positive = — ~ High .. —p (Seek challenge;
fixed) judgements/ avoid - ‘ ' high persistence)
‘ negative judgementsof - —® -~ Low = —» - Helpless
competence) . o ‘ . (Avoid challenge;
K ' s ' ' __low persistence)
Incremental .- Learning ' High -. ' Mastery oriented
(Intelligence is —p  {Goal is to increase .~ —p ar —_ (Seek challenge that

malleable). - competence} : - Low - fosters learning;
. : : ' : ' - high persistence) .

Figure 2.3: Theories, Goals and Behaviour Patterns i m Achlevement Sltuatlons {Dweck &
Leggett, 1988, p. 259) : .

theorios of ability,. through their.different processing frameworks, which create an
empﬁasis' on different goals, and thus influénce Which achievement goal will be
: ado’pted. The endorsement of increroental beliefs is proposed to lead to the adoption
of maotery goals and focus the individual on i'mproving their ability. On the other
hand, f_hé endorsement of entity beliefs is proposed to lead to the adoption of
performance goals and focus the individual on proving their ability. o
" Interestingly, theoretical propositions predict that in an achlevement
suuatlon the endorsement of different beliefs and the subsequent adoptlon of -
different achievement goals will result in greater differences in motwatxonal
. outcomes when under conditions of failure (Dwock 1999) Aé a result of the links -
with associated structures, the motivational outcomes are more negatwe for
i mdnvtduais endorsmg entlty beliefs compared to mdmduals endorsmg incremental
beliefs. The endorsement of entity beliefs in combination with the adoptlon of a
' performance goal leads the individual to péroeiv_e their ability “to be an iolponant "
and permanont personal attributc” (Dweck & Leggett, 1988, p.264).‘ Coﬁsequently’,
when these individuals encounter failure they regard it as an indicator that fhoir:
g future ability will be inadequate. This leads them to doubt their ability and is likely |
to result in negative t_notivational‘consequences. In contrast, individuals who' .
endorse incremental beiiefs'am;i encounter failure view it as indicafing that their
current ability lovel is inadequate, These individuals’ belief that they will iroprove

their current ability level is likely to lead to posiﬁve motivational consequences.

14
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The mclusmn of implicit theones of ablllty in the approach-avordance
_ _achlevement goal approach (Elliot, 1999) proposes that the predictive pattern of
implicit theories of ablllty to approach-avordance achievement goals is associated

with the deﬁmtlon of the goal (mastery or performance). - Theoretlcal propositions -

 (Elliot, 1999 2005) suggest that mcrernental beliefs are assocrated with- MAp and

MAUvV goal adoption whereas entity beliefs are associated with the adoption of PAp‘
and PAv goals. These assocratlons reflect the congruence between the aim of
‘ achrevement behavrour (the adopted achievement goal), and the mdmdual s view
about the malleabllrty or stability of ability. Within an achievement situation,
individuals Who éndo.rse_entity.beliefs will be more likely to .adopt goals which
allow them to gain favourable judgements of their ability and show that their fixed
‘amount of ability is adequa_te. The pursuit of performance goals allows _thesé
individuals to document how much abilityr they haye in relation to others. As such,
entity beliefs may promote a concern with striving to demonstrate normative
'competence (PAp) or avoid normative incompetence (PAv). On the other hand,
individuals who endorse incremental beliefs will be more likely to adopt. goals
which allow them to improve their ability. Adop‘tingr_goals which focus on self-
improve_ment and task mastery allow these individuals to deveIOp their ability. As
such the endorsement of incremental beliefs may promote a concern with striving
to develop self- and task-referenced competence (MAp) or avord seIf- and task-

referenced mcompetence {MAv).

Percepttons of Competence

" Perceptions of competence are . a. key feature of the dlchotomous
achlevement goal approaches (Dweck, 1990; Nicholls, 1989) and have been a
| prominent aspect in _research utilising these approaches (Roberts, 1984, 2001). In
" these approaches, how individuals define success/competence in achievement
~ situations, i.e., self- or norm-referenced, deterrnines the criteria which individuals
use to make judgements about .th'eir level of competence. Indeed, how individuals
construe their level of ‘ability'inﬂuences the quality of their experiences in an
achievement situation (DWeck, 1990; Nicholls, 1989)." This is particularly true for
B individuals. who define success/competence in nonn;referenced terms as perceptions ]
of competence are argued, in these approaches, to moderate.the influence of

- performance goals on individuals® cognitive, affective and behavioural outcomes.
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High perceptions of competence are thought to result in adaptive motivatlonal
patterns, while low perceptions of competence are thought to lead to maladaptive
motivational patterns. 7

\ However the contemporary achievement goal approach (Elliot 1999)
proposes an altemative perspective, with perceptlons of competence bemg v1ewed _
‘as an antecedent of  achievement goal adoption. The predlctlve pattern of
perceptrons of competence is assocrated with the valence of the achievement goal,
‘leading hlgh and low perceptlons to differentially orient individuals towards
adopting approach or avoidance goals High perceptions of competence are
- associated with the adoption of MAp and PAp goals, while low perceptions of
competence are associated w1th the adoptlon of MAv and PAv goals (Elliot, 1999,
2005) - Furthermore, in h1s theorising, Elliot (1999 2005) drstmgurshes three
standards, absolute, mtrapersonal and mterpersonal by which competence can be
~defined and used as criteria to evaluate whether competence is attained.- The
absolute standard defines competence in relation to whether a task or activity is
mastered (mastery-referenced competence). 'The intrapersonal standard defines
competence in relation to one’s own previous or future level of attainment (self- '
referenced competence). Finally, the interpersonal standard defines .competence in
relation to the performance of others. (norm-referenced _competence).  This
differentiation of competence complements research on frames of reference in the
formation of an academic self-concept (see Marsh, 19'86' Skaalvik & Skaalvik,
2002, 2004). Th1s hterature suggests that pupils use multiple frames of reference
when making their self Judgements These are broadly classified into internal and
external frames of reference (Marsh, 1986). Elliot’s norm-referenced perceptions
would fit into the external frames of reference category which refers to comparisons
" made between one’s own performance and that of others. The self-referenced and -
mastery-referenced perceptions would fit into'the internal frames of reference
category which refers to comparisons about one’s own ability level in different

domains.

Perceptwns of the Moti vatwn al Cltmate

In the early achrevement goal approaches (Dweck 1986 1990 Nlchoils
. 1989) it was proposed that situational influences, i.e., the characteristics of the

achievement sttuation, moderate the effect of dispositional goal orientations in
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'determining achievement goal involvement (Dweck & Leggett, 1988, Nicholfs
1984, 1989) Accordmg to Nrcholls the srtuatlonal cues through their effects on the
endorsement of different conceptlons of ablhty erI promote the adoptron of
mastery or performance goals in an achrevement situation. Task- based self-
referenced 51tuat10ns tend to elicit the undifferentlated conception of ability and
. promote the adoptlon of mastery goals. Competitive testing situations, in which
evaluation is likely, tend to elicit. the differentiated conception of abil_'ity and
promote the adoptlon of performance goals (Jagacmskl & Nlcholls 1984),
This' assumptlon about the influence of the environment on achlevement .

goal adoptlon was further extended to incorporate the effects of sHuatronal cues, or
- the structure of the learning environment, on pupils’ motivation and achievement o

~{Ames, 1992b; Ames & Archer, 1988). Within her work, Ames utilised Epstein’s
(1989) TARGET framework to establish the salient features of the learning
envi'rorunent..' | Using the terminology of Achievement Goal Theory, the six .
structures in the TARGET framework, i.e., task (design of tasks), authority (location |
of decision-making), recognition (use of rewards), grouping (manner and frequency -
of grouping), evaluation (standards for performance) and timing (pace of learning), -
allowed the cues in the leaming environment to be classified, as either mastery or
performance focused. The terms “mastery motivational climate™ and “performance
" motivational climate” w'ere-tlsed to refer to those learning environmerlts COntainio'g
cues  that can be perceived as being either mastery or performance focused '
-respectively. How these cues are percelved by the individual can influence their
achievement goal adoption, with motrvatronal climates being likely to elicit -
achievement goals that are congruent with the perception of the climate. ‘The focus
“on perceptions of the motivational climate reflects that not all pupils will interpret
the cues in the Iear.n'ing en\rironment in the same way. As such; horv the indivfdual |
 perceives the motivational climate will influence their motivation and behaviour in
‘a lesson. : ‘

In his theorising, Ellio't (1999) argues that environmental variables such as

_ perceptrons of the motivational chmate can mﬂuence achievement goal adoption in
three different ways. The first suggestlon is that climate directly influences the.
 individual adoption of specrfic achievement goals. The second is that climate
inﬂuenees achievement goal adoption indirectly by inﬂu’enciﬁg the activation' of the

motive dispositions, i.c., 'ne_ed to achieve or fear of failure, or by altering an
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