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Abstraet 

There is considerable interest in the motivational effeets of 

sueeess and failure on subsequent performance of individuals who are 

intelleetually disabled. These studies have yielded eonflieting 

results due to variations in subjeets and methods used, particularly 

in physieal aetivity where use of extrinsie reinforcements often make 

people aet for the sole purpose of reeeiving rewards. Yet laek of a 

sul'Cable instrument to asseas motivational orientation resulted in 

thls study which was design~d to develcp and valldate a pictorial 

motlvatlonal seale in physical activlty for people wlth a mlld 

intelleetual dlsabllity. The Poulin Plctorial Hotivatlonal Scale 

(PPHS) attempted to measure separately four differents types of 

motivation; intrinsie motivation, extrinsic motivatlon/self-

determined, extrinsic motivation/non self-determlned, and 

amotlvatlon. 

Slxty-two hlgh school students were tested with the PPHS. 

These indivlduais wlth a m1ld intellectuai dlsabllity were grouped 

according to age leve1 (12-13, 14-15, 16-18) and aeademic ab1l1ty 

(low, average, high). They answered two questionnaires; the PPHS 

and Harter's sca1e (to test students' self-eompeteney). Other scales, 

made for teaehers, were used to assess the val1dlty of the PPHS, 

a Physlea1 Edueator's rating seale and a Teachers' questionnaire. 

The reUab1l1ty estlmates of internal eonsisteney (Cronbach's 

alpha) and temporal stabillty were sufficlently h!qh to conclude tha.t 

C the PPHS was a reUab1e instrument. The results aiso revealed that 



-

the PPHS i5 vaUd and it correlates in tht! expected directions with 

-:he other scales wh1ch followed the self-·determination the ory of Ded 

and Ryan (1985a). Therefore, it was concluded that the PPHS 1s a 

vaUd and raliable instrument. 
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{ Résumé 

Un intérêt grandissant se fait ressentir au niveau des études en 

psychologie, pour démontIer l'influence que peut a voir le succès et 

l'échec sur la motivation d'une personne ayant une déficience 

intellectuelle. La majorité de ces études ont revélé des résultats 

divergeants dûs aux différents éChantillonnage ou ci la méthodologie 

utilisée. Particulièrement en éducation physique, ou l'utilisation 

de renforc~!l\.ents extrinsèques sont grandement enseignés, ce qui amène 

parfois les personnes ayant une déficience int!!J1l?ctuelle à démontrer 

un comportement dant le but de recevoir une récompense. Le manque 

d'instrument pour aider une personne dans son orientation 

mottvatlonelle en éducation physique a amené cette étude à 

développer une échelle de motivation picturale en éducation physique 

pour les gens ayant une déficience intellectuelle légère. L'échelle 

picturale de motivation (PPMS) a été dessinée pour être en mesure 

d'évaluer séparément quatre types de motivation: la motivation 

intrinsèque, la motivation extrinsèque auto-déterminée, la motivation 

extrinsèque non auto-déterminée et l'amotlvation. 

Soixante-deux sujets ayant une déficience intellectuelle légère 
1\ ~.. "", 

ages de 12 a 18 ans ont participe a cette etude. Ils etaient classes 

selon leur niveau académie (faible, moyen, fort) et de leur âge 

(12-13, 14-15, 16-18). Les sujets ont répondu à deux questionnaires: 

le premier étant l'échelle de motivation picturale (PPMS) et le 

deuxième l'échelle de Harter, (pour mesurer le niveau d'auto­

compétence). D'autres questionnaires ont été utilisés par les 
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professeurs pour mesurer la validité et la fidéUté de l'échelle: 

un questionnaire pour l'éducateur physique et un questionnaire 

pour les enseignants. 

Les résult,;:ats de la fidélité de la consistence interne (Alpha de 

Cronbach) et ceux de la stabilité temporelle ont démontré qu'Us 

sont suffisamment élevés pour conclure que la PPHS est un instrument 

fidèle. De même, d'autres résultats ont démontré que la PPHS est 

un instrument vaUde qui se corrèle dans les directions dé!irées 

avec les autres échelles tout en suivant la théorie d'auto-

détermination de Deci et de Ryan (1985a). Donc nous pouvons conclure 

que l'échelle PPHS est valide et fidèle • 

___ '_·· __ "·«"".'_~'_N __ '_' _.....-_________ -~-- ~ 
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Chapter 1 

Introduction 

The study of human motivation is the study of human action and 

its determinants. It is concerned with the analysis of factors which 

initiate individual action, why It persists and why It varIes ln 

intensity. It is a search for why humans behave the way they do. 

For many years, motivation has been a prime subject for 

researchers. In general, it has been refered to as "an Intervening 

process or an internai state of an organism that 1.mpels or drives 

it to action" (Reb~r: 1985, p. 454). However, variations have heen 

formed through the years (Oeci & Ryan, 198 Sa). Two maIn theoretical 

frameworks have emerged. The first are mechanistic theories s uch as 

Instinctua1 energy (Freud, 1962), drive (Hull, 1943), and operant 

conditionning (Skinner, 1953). Hechanistic theorlsts view the human 

organism as being manipu1ated by variolls forces and focus on the 

interaction of physio1og1cal drives and envlronmental stimuli. The 

second thrust are organismic theories which view the organism as 

as active (Deci & Ryan, 1985a). These include effectance motivation 

(White, 1959) and CognItive Evaluation Theory (Oeci & Ryan, 1985a). 

Cognitive Evaluation Theory (Decl & Ryan, 1985a) explores more 

thorough1y the components of intrinsically motivated behaviors. 

According to Oeci (1971), intrlnsically motivated behaviors are those 

1 

~ . ~: that are engaged in for the p1e~sure and satisfation derived from 
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performance. They are actlvities that people vOluntarlly perform in 

the absence of mate rial rewards or con!"~ raints (Deci & Ryan, 198 Sa). 

Cognitive Evaluation Theory explores the components of 

intrinslcally motivated behavior. According to Deci and Ryan (l985a), 

intrinsic motivation 15 based on the basic psychological need to feel 

competent and self-determlning in dealing with one's surroundings. 

The Deci and Ryan (1985a) Cognitive Evaluation Theory 

acknowledges that two other types of motivation exist: extrlnsic 

motivation and amotlvation. Extrlnsic motIvatIon explains a wide 

varlet y of behavlors whlch "re engaged ln as a means to an end and 

not for thelr ovn sake (Decl, 1975; Decl & Ryan, 1985a). Amotlvation 

ls refered to as a genera1 condition when an lndivldua1 doe~ not 

perceive contingencies between outcomes and actions. There is an 

experience of Incompetence and lack of control. Amotlvated behaviors 

are neither lntrlnsically nor extrinsically motlvated: they are non 

motlvated. In Many ways amotlvation ls simllar to learned 

helplessness (Abramson, Sel1qman & Teasda1e, 1978) since the 

Individuals will experience feelings of Incompetence. 

ln addition, motivation within a Cognitive EvaluatIon Theory 

framework has been re-conceptuallzed recent1y (Valle rand & O'Connor, 

1990) into four types: tntrins!c motivation, extrinsic motivation/ 

self-determtned, extrlnslc motivation/non self-determined and 

amotlvation. 

It has been argued that the sport domain posesses a11 the 

elements to be intrlnsically motivated (Vallerand, Decl & Ryan, 

1987). When free to choose, sports provide an excellent opportunity 

2 



to be seU-determininq, to receive competence feedback and to have 

social involvement (Deci , Ryan, 1985a). 

Findinqs from the intrinsic motivation resf!arch show that the 

participation in interesting activlties with an extrinsic orientation 

produces decreased performance, Interest and intrinsic motivation 

toward the activity (see Deci , Ryan, 1985a; Lepper , Greene, 1975 

for reviews). These tlndinqs are very important ln the sport damain 

which uses extrlnslc rewards such as trophies, money, qlory, peer 

pressure etc. It Is also important ln physical activlty to 

understand the effects of different motlvational approaches toward 

special populations. 

Special populations have often been encouraqed ln physical 

activity by a behavioral approach. Behavior modifIcation Is a 

set of procedures whlch are based on operant and classical 

conditlonninq principles of learnlnq. Therefore, appropriate 

behaviors and successful task completion are reinforced with 

extrlnslc lncentlves (Cohen, 1986). Because thls approach places an 

emphasls on extrlnslc j:einforcement, chlldren learn to behave in 

order to recelve rewards but not as self-determlned Indlvlduals 

Interested ln enqaqinq in human movement (Valle rand & Reid, 1990). 

Whlle It miqht be successful lrl the short run, thls approach may 

turn exceptional chUdren away from the actlvltles that 

professlonals wish to promote (Vallerand , Reid, 1990). 

Considerable Interest has been qenerated ln the motlvatlonal 

influence of success and fallure experlences on the performance of 

Indlviduals who are Intellectually disabled. The majorlty of these 

3 
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studies have yielded confllctinq results due to variations ln 

subjects and methods used CHoffman & Weiner, 1978). Accordinq 

to Zlqler (1969), lia retarded person follows the same developmental 

sequence and quallties as do nonretarded pers ons, but more s10wly 

and to a less hlqhly developed endpoint •.. " CHaywood & Switzky, 1986, 

p.2). Reported behavioral differences between the non dlsabled person 

and the person with an inteUectual disabillty of the same mental 

age are seen as a product of motivatIon and experlentlal 

dlfferences, rather than as a result of any Inherent cognitive 

deficiency, CHaywood & Swltzky, 1986; Silon & Harter, 1985). 

In an attempt to resolve these differences, research over the 

last decade has been dlrected towards investlqatinq causal factors 

associated with performance outcomes. This research basically reveals 

that these Indlvlduals hold an external locus of control orientation, 

low levei of self-esteem and percelved control, as well as an 

extrinsic personallty orientation CVallerand & Reid, 1990). In 

qeneral, It is l1kely that Indlvidu&ls with an intellectual 

disability are qenerally characterlzed by non self-determined forms 

of motivation and may be amotlvated CVallerand , Reid, 1990). 

Because very l!ttle work has been conducted on the motivation of 

intellectually disabl~d indlvlduals, It is dlfficult to determlne 

speciflcally the type of motivation which may characterize them 

(Valle rand & Reid, 1990). Althouqh lt is qenerally accepted that 

exceptional children display lov levels of motivation (Harter, 1981a; 

Silon , Harter, 1985; Harter & Pylce, 1984; Haywood & Swltzky, 1986), 

{~ "Persons who have an Intrinslc motlvated orientation, even thouqh 

4 



mentally retarded, appear to worJc harder, to prefer not to be pald 

off for their \IIork with task-extrinsic rewards, and to perslst in 

tasks longer t.han predominantly extrinsic motivated pers ons" 

(Haywood & Switzky, 1986, p.1?). However, flndlngs from Haywood and 

Switzky (1986) have shown that individuals wlth an intellectual 

disability can show an intrinsic motivation and are "capable of 

more self-regulating behavior and may be able to function more 

effectively in independent living situations than will extrlnsically 

motivated persons of comparable age, sex, and lQ" (Haywood & Swltzky, 

1986, p.40). 

Accurate measurement is often hampered by the lack of 

standardized operational definitions resulting in equivocal flndings 

(HcAudley, Ducan & Tammen, 1989). Thus the validity of measurement 

of intrinsic motivation could be called Into question. Therefore 

professionals need to assess accurately the motivatior of special 

populatIons in physical education settings. A motivational scale 

based on Cognitive Evaluation Theory would be benefic1al. Such a 

scale could provide a fast and accurate measure of an individual's 

motivation. This seale eould be funetlonal with edueable 

intellectually disabled lndividuals. 

Cognitive Evaluation Theory is an excellent theory upon whlch to 

base such a scale because of the multidimensional nature of people's 

motivational orientation. To date, only a few scales have been 

produeed to assess motivational level ln general for Individuals 

with no intellectual disabllity (Harter, 1982; Harter , Pike, 1984). 

~ 
~' Others have used Cognitive Evaluation Theory (Deci & Ryan, 1985a) 

.~ ... 
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as a measure of motivation for individuals vith no intellectual 

disability (Valle rand, Blais, Brière & Pelletier, 1989) and for 

the elderly population (Valle rand & O'Connor, 1990). 

Two scales have been design to study the motivation of athletes. 

One looked at intrlnsic and extrinsic motivation in general, (Weiss 

Bredemeir & Shewchuk, 1985) and the second applled the Cognitive 

Evaluation Theury of Decl and Ryan (Brière, 1987; 1991). 

One scale has been produced (Kunca & Haywood, 1969) using 

pictures and sentences to assess the qeneral motivatlonal 

orientation of individuals with an intellectual disabllity. 

Later, Sllon and Harter (1985) inltiated a study that used the 

Perceived Competence Scale (Harter, 1982) with Individuals having 

an intel1ectual disabillty. Furthermore, Gibbons and Bushakra (1989) 

usee! SHon and Harter's p1ctorial scale to assess intellectual 

dlsabled athletes. Thus no scales have been developed for 

indivlduals with an Intellectual disabllity ln sports settings. 

A scale which used the Cognitive Evaluation Theory vith individuals 

having a mlld Intellectual dlsabUity would be desirable. A scale 

of this nature would be theoretlcally sound and could be used in 

appl1ed or theoretlcal research. 

6 
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statement of the Problem 

The purpose of this study ia to develop and val1date a pictorial 

motivational scaie whlch measures Intrlnslc motivation, extrlnslc 

motivation and amotivation in physical activlty for people with a 

mlld lntellectual dl!-abllity. 

1. 

Hypothesis 

The Poulin Pictoriai Hotivational Scale ln physlcal. activlty for 

indlvlduals havlnq a mlld intellectual disablllty will be reliable 

and valid. 

Delimitations 

1. The participant's mental age was eight years old and over. 

2. Subjects attended the Thérèse-Hartin Hiqh School in Joliette, 

Québec. 

3. Subjects were classified as beinq educable intellectually 

dlsabled. 

7 
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1. 

2. 

Limitations 

Only one teacher per pupil vas asked to ansver questions about a 

partlcular student. 

Only four types of motivation \i'!re explored, intrlnsic 

motivation, extrinsic motlvation/self-determined, extrinslc 

motivation non/self-determlned and amotivation. 

Definitions 

Motivation: "Often used as synonym for drive or activation; 

impl1es that the orqanlsm':J actions are partly 

determined in direction and strength by its own 

inner nature" (Coleman, Butcher & Carson, 1980). 

Intrinslc motivation: Behaviors engaged ln for tbeir ovn sake 

for the pleasure and satisfaction derlved from their 

performance (Valle rand & Reid, 1990). 

Extrlnslc motivation: Wben behaviors are performed to receive or 

avoid sOlleth1ng froID an external source. 

Extrlnslc motivatlon/self-determinated: When the lndividual 

choose the activity to fulfill an end. The Inc:Uvidual 

8 
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feels a sense of direction rather than pressure and 

obligation (Vallerand & O'Connor, 1990). 

Extrinsk motivation/non self-determinated: Behavlors 

performed when motivated by external factors such as 

reward, money or to avoid an activity which produced 

a negatlve response ... , It is not chosen. 

Amotivation: Lack of motivation. 

Intellectual Disabllity: "Refers to a subaverage intellectual 

functionning exlsting vith deficits in adaptive 

behavlor and manifested durlng the developmental 

period". (Grossman, 1977) 

Educable intellectually dlsabled: liA label for a chlld who 

scores below the "normal" range on a standard IQ 

test and a1though formally still classlfied as 

CEMR) mentally retarded can still profit from 

education and instruction. Generally the IQ range 

for the EHR is 50-69" CReber, 1985, p.225). 

Subaverage intellectual functioninq: Deflned as approxbnately 

IQ of 70 or below. 

9 
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{ 
Adaptlve behavlor: The effectlveness or degree wlth whlch 

indlvlduals meet the standards or personal Independence 

and social responsabllity expected for age and culture 

group. 

Developmental period: The perlod of tlme between blrth and 

the elghteenth blrthday. 

10 



Chapter 2 

Review of Literature 

For several years, intrinsic motivation has been explored in a 

number of ways in the psychology domaine Motivation theorles are 

bullt on a set of assumptions about people's nature and drives them 

to action. This study "las desic;ned to develop, val1date and assess 

a plctorial motivational scale in physical activity for individuals 

having a mlld Intellectual disabllity. This chapter is a review of 

l1terature pertinent to the formation and understanding of the 

scale. This chapter will be divided into several sections: 1) early 

motlvatlonal theories, iU emergence of Intrinslc motivation, 

11U cognitive evaluation the ory, Iv) intellectual disabillty, 

v) motivation of persons with an Intellectual disablllty, 

vi) research on intrinslc motivation, and vU) review of 

exlstlng 3cales. 

Early Motlvational Theor:es 

Motivational research has had two basic perspectives, 

mechanlstlc and organlsmic. 

Il 



Hechanistlc approaches: 

Hechanistlc theories "tend to vlew the human organlsm as 

passive, that ls, as being pushed around by the interaction of 

physiological drives and environmental stimuli" (Deci & Ryan, 1985a, 

p.l). For example, the behavlorial approach focuses on associations 

between stlmlll1 and responses. According to Dec! (1975), 

psychoanalytic theoory was also mechanlstic. This theory assumes 

that huaaans were driven by the interplay of "!d" forces and 

environmental forces (Freud, 1962). 

Behavlorism emphasizes observable and objective descriptions of 

stimuli, responses and reinf~rcements. It ignores internaI processes 

and does not recognize inner constructs such as motivation. According 

to behaviorists, behaviors are determined by past relnforcements and 

the continqencies in the present environment. In essance, one has no 

choice about what he/she does; "a person's thoughts or cognitions are 

irrelevant to the causes of his behavior" (Dec!, 1975, p. 8). 

Skinnerians clalmed that to understand behavior, one should look at 

the behavior and the environment and ignore Inner processes. Thus 

intrlnsic motivatIon ls not a recoqnized concept withln thls 

approach. 

Orq~~ismic approaches: 

Whereas roechanistlc approaches assume that humans are passive 

and under the control of the environment, orqanlsmlc approaches 

12 
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assert that they act on their envlronment to produce adaptlve changes 

(Deci, 1975). In contrast vith behaviorism, an emphasis ls placed on 

cognitive and/or affective processes as determinants of behavlor. 

"Humans act on their envlronment in a lawful and ordered vay, as 

determlned by their thoughts and feelings" (Decl, 1975, p.13). 

This general appr.oach lead eventually to three conceptualized 

theorles. First, the affective arousal the orles CHcClelland, 

Atkinson, Clark, Lovell, 1953), considered ail motives to be 

learned. They focus primarily on affect by explaining the causes 

of behavior by anticipating a "recurrence of an affective state 

previously experience" (Decl, 1975, p. 14). Furthermore, the affect 

must represent a change from the present affect; an indivldual 

vill not be motivated to approach or avo1d a sItuation whlch would 

not produce or have the potent1al for prc,ducing a positive or a 

negatlve affective change (Cofer & Appley, 1965). 

The second types of theorles, Humanlstlc the orles, vlew humans 

as free agents who make unpred1ctable ch01ces. These theorlsts place 

great emphasis on personal experlence, "a fully functionlng person 

18 one who 18 "ln touch" vith his own experlence" .•• (Dec1, 1975, 

p.l7), thus follows the assumption of free will. Due to its young 

age Humanlst1c theory is still developing and not fully recognized by 

ps ychologists. 

A third type of theory, the cognitive approach, places primary 

emphasis on a person's thought processes. It assumes that Individuals 

decide on how to behave on the hasis of their evaluations of llkely 

:'1- outcomes (Deci, 1975). "A cognitive approach to motivation proposes 
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that people make choices about what to do on the basis of thelr 

goals" ... (Deci, 1975, p. 16). This approach views human as striving 

to satlsfy their needs by settlng goals and choosing the appropriate 

behavlors wh1ch atm toward these goals. 

Emerqence of Intrlnsic Motivation 

14 

Woodvorth in 1918 was the flrst psychologist to outllne a theory 

that addressed dlrectly the issue of lntrlnsic motivation (Decl Ir 

Ryan, 1985a). According to Woodvorth, behavlor can provide Its ovn 

drive throuqh general motives, such as curlosity, self-assertion and 

constructiveness (Deci, 1975). His notion that an actlvlty provides 

Its own drive vas an important initial contribution. 

Due to strong emphasis for decades, on behaviodsm, it was not 

untll 1943 that Woodvorth's writinCJs were reemphaslzed alDong 

psycholoCJists vith Hull's publication on drive theory • .Accord1ng to 

Hull, all behaviors are based on four prim.ry drives: hunger, thirst, 

sex and pain avold.nce. These drives pr:()vide the energy for behavior 

(Decl Ir Ryan, 198 Sa). Other psycholoqlsts support the notion that 

that curioaity, manipulation and exploration are lntrlnsically 

motivated behaviors. They also tried to show vith animaIs that 

organisms need a certaln amount of novel st1lllulatlon to functlon 

effectlvely and the oppportunity for novel stllllulation (Decl, 1975). 

The concept Ilf lntrinsic motlvetion per se vas not lntroduced 

(~ untll White (1959) proposed the concept of effectance motivation, 
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"which 15 an Innate, Intrinslc energy source that motlvates a wide 

variety of behaviors and is central to much of a child's development" 

(Deci , Ryan, 1985a, p.19). The focus of this approach ls to 

understand the need and capacity of organlsms to deal effectively 

wlth their envlronment. "The behaviors that lead to effective 

manipulating, for example, are selective, persistent and directed. 

They are not random; they are motivated by the lntrinslc need to 

deal effectlvely vith the envlronment" (Decl, 1975, p.5S). 

Iilffectance motlvation results ln behavion vhich allow a person ta 

have feelings of efficacy. An indivldual is Intrlnsically motlvated 

by effectance motivation to engage ln behaviors whlch '1111 allow 

hlmlher to feel competent and effIcient. "Competence ls the 

accumulated result of one's interactions vlth the envlrorunent, of 

one's exploration, learning and adaptation" (Decl , Ryan, 1985a, 

p.27). 

15 

The study of intrinslc motivatIon has requlred the assumption 

that people are actIve organlslfts vorklng to mastar thelr internaI and 

external envlronments (Decl , Ryan, 1985a) and it has led ta an 

exalllinatlon of the 1IIlportance of self-determlnatlon. Ta be self­

determined CdeCharms, 1968) vIth respect to outcomes, lndividuals 

experienc. choiee or the experience of an internaI percelved locus of 

causallty. They must have control over these outcolDes wlthout feeling 

presaured. Therefore, to be truly intrinslcally lIIotivated, a person 

must also feel free from pressures such as rewards or contlngencles. 

Thus, accot. llng to Deci and Ryan (1985a), lntrinslc motivation will 

~n be operatlve ~.,hen action ls experlenced as autonolDous and it Is 

.. 
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unllkely to function under conditions of control or reinforcement. 

Accord1ng to the Cognitive Evaluation Theory of Deci and Ryan 

(1985a), human motivation is based in the needs for self­

determinatlon and competence. Thus any events which can affect 

Individual's feelings and perceptions of self-determinatlon or 

competence can affect the various forms of motivation (VaUerand 

& Reid, 1990). 

C~gnltlve Evaluation Theory 

Cognitive Ivaluatlon Theory Is organlzed around three sets of 

motlvatlonal processes: lntrlnslc, extrlnalc and amotlvatlon, and 

thelr relatlonshlps to the concept of self-determtnatlon (Decl , 

Ryan, 1985a). Accord1ng to the theory, self-determlned behavlors 

are thoae whlch are lnltlated and regulated by cholces uslnc;r 

information froll tnternal and exte rnal sources, based on avareness 

of oua's needs and goals (Decl , Ryan, 1985a). There are tvo types 

of self-datermlned behavlora: tntrlnslcally and extrlnslcally 

motlvated behavlors. 

Intrtnslcally 1D0tivated beh~vlor.s ara thoae whlch are 

experlaneed as "self-lnlttated and cholceful because they are part 

of a self-selected goal sequence" (Decl Il Ryan, 1985b, p.l3!). The 

indivldual enCJaCJes ln lntrlnslcaUy motlvated behavlora to feel 

(' competent and self-determlned (Decl , Ryan, 1985a). Ixtrlns1cally 
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".1>< motlvated behavlors are those whlch are shaped by external controls. 

The individuals performs to receive sorne extrlnsic rewara (Decl & 

Ryan, 1985b). Extrlnslcally motlvated behavlors can be self-' 

determlned, if they are chosen, based on one's needs and Integra\:~d 

goals (Dec! & Ryan, 1985a). 

Amotivated behavlors are those which are regulated by forces 

beyond the person's own control. These behaviors are not 

Intrtnslcally motlvated bee.use the y are not intentional. The 

individual often feels unable to regulate hls/her behavior to 

achleve the desired results. Amotivation had been studied as 

personal helplessness (Abramson et al., 1978) ln whlch environmental 

forces are nelther predlctable nor controUable. 

Recently, a more detaUed version of Coqnitlve Evaluatlon 

Theory has been proposed (Vallerane! & Blals, 1987 cited by Valle rand 

& Br:1ère, 1990). This nev version explored dlfferent klnds of 

intrinsie Ind extrlnsle motivation. Intrinsic motivation ha~ been 

divided ineo three types: lntrlnslc motivatlon of knovledge, 

intrlnsic of aceompllshment and Intrlnsic motivation of sensation. 

Ixtrlnslc motivations has been divided into four types: external 

regulatlon, 1ntrojected regulation, identlfied regulation and 

Lntegratlon. 

Part of the lntrlnsie motivation, Intrlnsic: motivation of 

knowledge can be seen when an individual particlpates ln an activity 

for the pleasure and satisfaction of leaIning somethlng nev 

(Valle rand , Brière, 1990). Intrlnslc motivation of accol',pllshment 

1) refers to as behaviors demonstrated to seek pleasure and 
--<JI' 
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satisfaction wlthln an activlty by creatinq, accolllpllshlnq or 

experiencinq nev challenqe (Vallerand & Brière, 1990). Intrinslc 

of sensation Is seen vhen someone does an actlvity for the 

sole purpose of seeking new feelings and to have fun. 

As for extrlnslc motlvation, external requlation is vl.wed 

as the lovest fOrll of extrinsic motivation. It occurs vhen one's 

behavlor is done ln a specifie vay due to feelings of beinq 

controlled or by external constralnt and revards. The behavior is 

neither chosen nor self-determined. The reason for participatlng Ues 

outside the activity (Vallerand , Reid, 1990). The individual 

percelves the source of motivation outslde of hlm/herself and often 

feela obliged to behave this vay. As an exaaple, someone does an 

activlty ln order to receive a trophy (Deci , Ryan, 1985a). 

Introjeeted reCJulation occura when so.eone beCJ1na to feel a sense 

of control. "Rewarda or conatraints are nov Imposed by the 

individual and not by others" (VaUerand , Reid, 1990, p. 162). This 

fora of extrinsle motivation ls not "truly self-detemined sinee lt 

Is l1mited to the internallzatlon of external contlngencles" 

(VaUerand " Reld, 1990, p.162). For example, .o.eone qoe. to a 

practice ta Avold feeling qullty. Identified requlatlon ls seen when 

a behavlor is valued, percelved as lmportant, chosen by the 

incUvldual. Por example, an individual lDay partie1pate in sport 

ta keep in shape. The motivation ls extrinslcaUy orlented beeause 

the aetlvlty is perfomed as a Ilean ta an end and not for ltself. 'l'he 

motlvatlon tends to beco.e less stresaful and lt provldes a sense 

C' of direction and p'lrpose to the individual becauae he/she had decided 
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...... - what wW be good. The behavlor ls self-determlned (VaUerand , Reid, 

1990). Inteqrated regulation occurs when the individual behaves 

wl11lnqly and accepts that such behavior 1s part of hislher 

personallty. For example, 1 like to be successful in life therefore 1 

will go to aU my practices t'J be a winner in my competition. This is 

:he hiqhest level of self-determined extrinsic l'ftotivation obtained 

only by adults vith hlqhly integrated self-concepts (Brière, 1987). 

These distinctions between intrinsic and extrlnsic motivations 

are lmportant to understand theoretically differences amonq humans. 

Nonetheless a third concept must be considered to make a11 behaviors 

explalnable. This concept ls alDotivation. Amot1vation tmplles a non­

regulated behavior. "Individuals perceive a lack of contingency 

~ between their behavior and outcoaes. There is an experience of 
r - Incompetence and lack of control" (Valle rand , Reid, 1990, p. 163). 

The person is not motivated. These behaviors are the least self­

determined because there Is no sense of purpose and no posslb~ty of 

changlnq the course of events (Valle rand , Reid, 1990). Motivation 

can be seen as sJm1lar to learned helplessness (Abramson et aL, 

1978). For eu.ple, 1 had never been very successfu1 in sport, 

therefore why bother to engage in any activity. The amotivation 

concept is weU docuaented as being part of the attitude of 

special education students (Abramson et al., 1978; Adelman, 1978; 

Cohen, 19ti6). 

19 

• 

1 

1 

J 



(~ 

Theoret1cal framewort for special populat~ons -
A simpler version has been re.t:ently elaborated by Valle rand and 

O'Connor (1989), to be used with elderly people. This version 

dlstinquilShes between four types of motivation lntrlnsle, extrinsie/ 

self-determlned, extrlnsic/non self-determlned and amotivation. 

These four types of motivation vary in degree of self-determlnation. 

Intrlnsically lIlotivated behaviors are the most self-determined, 

folloved by extrinsie/self-determined, non self-determined and 

amotlvated behaviors as the least self-determlned (Valle rand , 

O'Connor, 1989). 

The lIost signifieant chanqes in thls theoretleal perspective ls 

vithin lntrlnslc motivation vhich is vieved as being one entlty, and 

extrinslc motivation as tvo entlties. In this version, extrinsie 

motivation has been Identifled ln two dlfferent types, extrinsie 

motivation/self-deteralned and extrlnsie motivation/non lelf-

detemin.d. Ixtrinsle lIotivation/self-detemined r.sults when a 

b.havior Is lnternally regw.ated. Individuall purposely choose and 

valu. th. b.havior. The motivation ls eonsld.red to be extrlnlie 

beeause th. actlvity ie perfomed al a mean to an end. The 

individu.l .xperllnee a sense of direction and purpose, lnsteüd 

of pressure and obl1CJation to partlcipate (Valle rand & O'Connor, 

1989). Bxtrlnsic motivation/non self-detemined refers to behavlors 

vhleh are externally regulated through constraints or revards. 

The reason to particlpate ls due to an external factor. The 

(~ indlvldual .xpe:tlenee. an obligation and a feeUnq of control to 
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beh,.ve ln a specifie vay; it 115 often not chosen (VaUerand & 

O'Connor, 1989). 

Intellectual Disabll1ty 

Societys attltude tovard individuals vith an lntellectual 

disabll1ty has become lIlore humanistic. COllllllonly eaUed, Mental 

Retardation, lntellectual disabWty is a ne", texa vh1ch refleets 

a nev attitude tovard disabll1ty. 

The Most eOl_only accepted definition of "IIental retardation" 

vas establ1shed by the Amerlean Association on Mental Deficiency 

(UND). "Mental retardation refers to siqnificantly subaveraqe 

qeneral lnteUeetual functioninq existlnCJ concurrently vith 

deflcits ln adaptive behaviors and lIanifested durinCJ the 

develop.ental perlod" (Gross_an, 1977, p.ll). Thus, ln order to be 

classified as lnteUectual disabled, one must be vell belov the nom 

ln both lIeasured !nteWCJenee and adaptive bahavior. Aceordinq to 

Sattler (1974) a) "the diaqnosls of mental states must be only a 

description of present behavior; prediction of later lntelllCJenea 

is a separate procass; b) tha contribution of lndlvidually 

admlnistered lnteW~ence tests ls speclfically recOC)nlzed; c) 

dlaqnosls Is tied to the developmental proces. rather th.n to 

etioloqy, vith behavloral description related to the individu.1; 
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d) the emphasls 121 qlven to mild forms of retardatlon" (Hatson & 

Mulick, 1991, p.196). 

Today, intellectual dlsabllity 121 not viewed as a permanent 

eonditlon which eharaeterizes lndlvlduals throuqhout the1r lives. 

AecorcUng to eurrent knovledge, Indlvlduals may be considered 

lntelleetual dlsabled at one time ln thelr lives but not at 

another (Arnhelm , Slnclair, 1985). "Mental retardatlon 121 seen 

as no more or less than a behavloral symptom, not necessarUy 

stable from one tJme of life to another, and aeeompanled by any 

of several qenetle, physiologleal, emotlonal, and experlmental 

factors" (Matson , Mullek, 1991, p.196). "Mental retardatlon is not 

astate unto ltself nor a behavlor that exist ln a vacuum. It Is a 

refleetlon of the loelal perceptions of others in reqard to the 

lntelleetual and socla1 behavlor of a qlven indlvldual" (Matson , 

Mullck, 1991, p.198). 

Subaverage General Intelleetual_Functlonlng: 

The first criterlon, slgnlfleantly subaverage qeneral 

Intellectual functionlng, refers to a person's score on an 

an lntelllgence test. Tests today are based on those lnltially 

developed by Binet ln the early 1900's, wh1ch vere deslgned to 

identlfy slow chlldren enrolled in regular classes. The Stanford­

Binet and the Wechsler Seales continue to be the main instruments 

( . for evaluatlng Intellectual behavior ln the field of intellectual 
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deficiency (Hatson & HuUck, 1991). 

The Stanford-Binet has a standard deviatlon of 16 whlle the 

WISC-R has a standard deviation of 15. Someone vith intellectual 

deflclts funct10ns at two or more standard devlatlons below the mean 

for each of the Intelllqence scales. Therefore, an intelligence test 

score below 68 and 70 denotes an 1ntellectual dlsabll1ty. 

The Stanford-Binet orlqlnally designed for chlldren can be 

dlvlded into six broad categorie of cognition: lanquage, 

discrimination, manipulation, memory, reasonlng,and problem solving 

(Sattler, 1974). Up ta nov, four edltlons of the Stanford-Blnet 

Intelligence Scale have been produced, aU of vhich reflect a 

conceptuallzatlon of Intelligence as a general factor, based on 

mental aqe. 

Wechsler Scales are glven to clarlfy the characteristics of 

the person's response in routine and detached situations. The test 

ask for facts, conventlonally held jUdgements, and speclfled 

manipulations of mate rials. Up to now, three version of the WISC 

are avallable and a series of Wechsler for partlcular cl1entele 

are all based upon devlation IQ such as aqe, one's flexlbillty 

of orientation, capacity co adapt to diverse situations, and 

abl11ty to shlft and alter intentions to met different requirements. 

The Wechsler series tests include the Wechsler InteWqence preschool 

and Primary Scale of Intelllqence Scale for Chlldren, Revlsed 

(WISC-R), Wechsler Preschool and Primary Scale of InteWqence 

(WPPSI) and Wechsler Adult Intelligence Scale, Revlsed (VAIS-R). 
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"For mlldly and moderately Intellectual dlsabled, the WAIS-R 

produces slgnlflcantly hlgher IQs than the Wechsler ch~ldren's 

scales or the Stanford-81net, primarUy because of Inadequate 

standardlzatlon sampllng ln the lover range of intelligence" 

(Matson , Mulick, 1991, p.201). Data from several etudies Indicate 

that ~~ cest results are fairly stable for groups of intellectual 

disabled above age six. S1mllarity of IQ depends on the age 

vhen th .. test vas first given, the tlme !nterval betveen tests and 

retests (Hatson , Hullck, 1991; Robinson & Robinson, 1976). 

The most videly accepted classification system based on the 

severity of the symptoms is one suggested ln the 1973 manual of 

AAMD vhich uses four categories of Intellectual function, mlld, 

moderate, severe, profound (Robinson , Robinson, 1976). 'l'he first 

level, mlld, refers to indlviduals havlng minlmal 1ntellectual 

disabWty. These individuals can develop social and communication 

skllls and are often not distinguished from individuals vith no 

intellectual disabWty untll school age. They can learn academie 

skWs up to approxlmately slxth grade by late teens and are th us 

considered as being educable. Also they can be guided toward social 

conformity. Moreover they achieve soclal and vocational skilla for 

adequat" ta minimum self-support, but may need guidance and 

assistance when under unusual social or economic stress. The 

second level, moderate, described individuals who can profit 

from training in social and occupational skills. They are unUkely 

(~ to pragress beyond second grade levei in acade.ic subjects. 
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- They may learn to travel alone in familiar places and may a..:hieve 

self-maintenance in unskilled or semi-skilled work under sheltered 

conditions. Level three, severe, includes indlviduals who can 

talk or learn to communicate and can be trained in elementary 

health habits under controlled environments. Level four, profound, 

described individuals who have minimal capacity for independent 

functionning and need care throughout the day (Sherlll, 1981). 

Deficits in Adaptive Behavior: 

This second criterion refers to "the degree of effectiveness 

with which the indJ,vidual meets age and cultural group standards of 

personal independence and social responslbllity" (Arnheim & Sinclair, 

1985, p.195). Because these expectatlons may vary vithin different 

age groups, deficlts in adaptlve behavior will also vary at different 

ages. To measure this type of deficit, standardized instruments 

such as the Vineland Social Haturity Scale, and the Gesell 

Developmental Schedules are frequently used. 

The AAHD over the years, speclfied diiferent levels of adaptive 

behavlors for individuals with an lntellectual dlsablllty. Adaptive 

behavior is becomlng increasingly important as a criterion for 

determining lntellectual disabllity. It Is important that both the 

intellectual level and the adaptl ve behavlor be considered in 

classification. 
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Developmental period: 

The third criterion of the definition, specifies that deflcits 

in lntellectual functlonlnq and adaptlve behavlor must occur between 

conception and the f1rst eighteen years of llfe. lntellectual 

d1sab1l1ty ~t"!curlnq beyond th1! per10d is referred to as neuroloqical 

damaqe, braln damaqe or mental Illness. 

Mental ~~: 

One practical evaluation of a pe!rson's funet10nal lntellectual 

abll1ty 1s to dütermine the individual'! mental age. IQ scores are 

sometlmes percelv~d as abstract stat1stics, but a measure of mental 

age can be conerete indlcator of intelleetual maturlty (Eichstaedt & 

Kalakian, 1987). An individual vith a mental aqe of seven, l'egardless 

of chronoloqical aqe, can be expected to functlon somewhat lUte a 

seven years old. Thus mental age help profess1onals assess an 

age. Thus mental aqe help some professlonals to assess an indivldual. 

Mental age can be estlllated from the child's IQ multiplied by 

chronoloC)!cal aC)e ln months and divided by 100. Thus, a chlld 

tested at ten years 120 months) who had an lQ of 70 would have 

a mental aqe of seven years (84 months) (Eifchstaedt & Kalaklan, 

1987). 
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....... P revalence: 

Wlthin most demoqraphic 5urveys, individuals vith an 

intellectual disability represent three percent of the population. 

Among this three percent, 90 percent are classified as beinq mildll' 

dlsabled, 6 percent as moderate, 3.5 percent severely and about 1.5 

percent are labeled profound (Kirk, 1972; Arnheim , Sinclair, 1985). 

Many factors affect the prevalence of Intellectual dl!'ablllty. 

Among these factors are the qender (due to chromosomal dlfferences, a 

higher percentage of boys have an intellectual disab1l1ty) and 

standards and practlces of a community. Other factors related to 

age, ethnie group and qeographical resldency (intellectual and 

scholastic attainment tend to vary to some deqree by reglon). 

Generally there 15 a hlqher number of indivlduals vIth intellectual 

disabllity J.~ lover socioeconomic status qroups (Robinson , Robinson, 

1976). 

Characterlstlcs of individuals vith mUd lntellectual dlsabWty 

Learninq Characterlstlcs: 

The area ln which individuals vith a mlld intellectual 

disabl11ty dlffer the most from other individuals is in cognitive 

behavlor (Zlg1er, 1969). Considerable research has Identifled the 

~l qenera1 differences in learninq betveen chlldren vIth an wlthout 
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intellectual disabllity. According to Zigler (1969), the learning 

process and stages of learning are the same for aU people, 

individuals with intellectual disability learn at a slower rate 

and hence achieve less academically (Zlgler, 1969). By contrast, 

most theorists in Intellectua1 disabil1ty take the position that 

indivlduals having an intellectual dis~bllity suffer some 

physiological or cognitive defect. The cognltive-developmental 

approach of Zigler, in contrast of the defect-orlented approach, 

helps to direct professionals' attentIon tovard the needs of these 

people and forces professionals to looked at individual differences. 

The learning rate of chlldren vith mild Intellectual disablllty 

is usuaUy 50\ to 70\ of the rate of nondisabled persons. The prlmary 

educational objectives involve mastery of the basic life skills as 

well as communication skills. These individuals are often less 

capable of applyinq past experil!nce and previously learned 

information to nev or similar task (Winnick, 1990). Aiso concrete 

tasks and information are more easUy retained than abstractions. 

Physical and Hotor Characteristics: 

Individuals vith a mlld intellectual disabllity achieve at a 

lower level of physlcal and motor performance but they tend to be 

more s1mllar to thelr chronoloqlcal age pee ra ln phyalcal and motor 

performance than in any other respect (Dobbins , Rarlck, 1975). 

Individuala vith an Intellectual disabl11ty experlence 
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...... developmental motor delays but It seem3 to be related to the 

cognitive factors of attention and comprehension rather than to 

physiologie or mot or deficits (Winnlck, 1987). Reid (1980) found that 

Individuals vith an intellectual dlsabillty do not spontaneously 

remember movement eues. According to Korgan (1983) "the deficit in 

the mentally retarded is metamemorlal in nature and not a result 

of a faulty storage mechanlsm" (p.556). These individua1s are 

....... 

capable of coding, processing and retaininq movement eues but have 

to be touqht (Horgan, 1983; Reid, 1980). 

Francis and Rarick (1959) vere amonq the first researehers to 

assess physiec11 fltness ln individuals vith an intellectual 

dis abil1t y. They found their performance vas tvo to four years 

belov ehronoloqlcal peer groups but, trends for aqe and qeuder 

folloved the same developmental pattern. Most experts aqreed that 

the fitness level of these individuals, reqardless of the measurement 

procedures, Is generally inferlor to the person vith no intellectual 

disabil1ty. It has been shown that the.'1 are generally 1ess active 

than individuals vith no Intellectual disabllity and this alone 

contributes to many of the performance dlfferences. 

They talk and vaa later, they tend to be shorter and will often 

require more medical attention due to illness. SODle of these problems 

may be due to lack of fitness (Dobbins , Radek, 1975). Many of these 

individuals are hypotonie and overveiqht, and because of their 

disproportional bodies they encountered mechanical and balance 

problems. Maksud and HamUton (1974) and Reid, Hontqolllery and 

1~:> Seidl, (1985) demonstrated that they have a high percent of body fat, 
';' r-
"". 

, 
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a low oxyqen uptake and perform less well and with qreater withln and 

between subjeet variabllity on measures of strengh. 

Another major problem reC)ardlng physleal fltness ls motivation. 

Aeeordlnq to Moon and RenzaqUa (1982), maintenance of fitness is 

hard to achieve with indlviduals having an intellectual disabil1ty 

beeause these individuals May not be motlvated 1nltially by weiC)ht 

loss, Inereased energy and other intrinslc benefits which can be 

viewed by nondisabled person. 

Social and Emotional Characteristics: 

Individuala with an intellectual disabWty will exh1bit the 

same ranges of social and emotional behavior as other individuals. 

Nonetheless, they vW often demonstrate inapproprlate responaes to 

social and emotional situations. Due to their difflculty to 

generaUze information from paat experiencea, these individuals often 

do not fully comprehend vhat is expected of them and they may respond 

inappropriately due to their lack understanding. MaintalninC) a job 

may be a problem becauae the y are often exposed to situations 

unprepared and difficult to handle. Educational programs for these 

chlldren should alvays include experiences to help them determlne 

social behavlora and to develop self-competence. These indlviduala 

must learn how to Alaintaln a sense of control over the events of 

their llfe as well aa proper sC\clal relatlonshlps (Wlnnlck, 1990; 

Lawrence , Wlnschell, 1975). 

30 



....... 

.n~. 
'tt t ~ . ....... 

Motivation of persons with an intellectual disabil1ty 

Behavioral differences withln each individual, such as 

personal1ty and motivat!onal charactedstics, are a source of much 

discussion among psychologists, but hardly anyone does anythlng about 

them, especially in the field of research of intellectual di.:,ab1l1ty 

CHaywood & Switzky, 1985). In spite of this general neglect, there 

have aeen sorne effor.ts to explain behavioral differences. These 

attempts to understand behavior are due primarlly to the overwhelming 

predominance of cognitive deficiencles ln the dally performance of 

lndividuals with an intellectual disabil1ty. Cognitive defects are 

such an important feature of intellectual disab1l1ty that other 

bsues may seem negllglble by comparison CZigler, 1969). 

Consequently, there is a tendency to consider cognitive subnormal1ty 

as the major cause of all phenomena in the realm of intellectual 

dlsabillty CKreither " Kreither, 1988). 

Due to n3W demands in current educational practice, 

professlonals are experiencing a crisls of self-confidence because 

they are nov responslble for instructing Individuals vith 

disabllitles, these professionals may have had llttle or no training 

ln special education. In addition, instructional approaches tend to 

be domlnated by externally controlling teaching practices and 

extrinsic motivational incentives such as behavlor modification 

CSvltzky & Shultz, 1988). 

Behavior modification is a set of procedures which are based on 

.. 
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( operant and classlcal conditlonlnq prlnclples of learninq (Robinson & 

Robinson, 1976), such as positive relnforcement, extlnction, 

punishment, and stlmulua control. Behavior modification provided hope 

amonq professionals to : mplement the education and traininq of 

individuals vith an lntelJ.ect'lal disabillty. This approach is 

important in teachinq special chUdren nev skl11s, but recently 

research has show that over usaqe May be detrÙDental in the lonq 

term to the motivation of individuals with an inte11ectual 

disabil1ty (Cohen, 1986; Switzky & Schultz, 1988). 

The awareness of the importance of motivation in learninq amonq 

special populations has caused an increased need for a theory, to 

help explaln hov people perceive or attribute their fallure. It has 

been suC)qested that the neqative attitude of individuals with 

an intellectual disabWty vas due to feelinqs of helplessness. 

The attribution the ory of Veiner was the first model to 

conceptuallze learned helplessness (Gibson, 1980). This model 

acknowledc)es four causal elements by whlch people explain success and 

faUure. One dimension is based on internal and external factors, 

vith abll1ty and effort comprislnq the properties that are internai 

to an individual. Task dtfficulty and luck are external Clauses. 

Abll1ty and task difficulty are the stable causes, whereas effort and 

luck are relatively unstable. This attribution model of motivation 

poslts that the lndivldual employs a11 four elements to interpret 

his/her outcome in an achievement-related situation. Individuals with 

an intellectual disabll1ty bIamed themselves slqnlficantly more than 

(' non intellectually disabled pers ons (Horal , Guarnaccia, 1975). It 
.. 
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........ has been purported that Individuals having an intellectual disablllty 

..... 

are susceptible to helplessness because of their frequent exposure 

to failure (Ziqler, 1969) and t~e negative feedback received from 

society. Learned helplessness has become an important issue with 

persons havlng an Intellectual dlsabillty to help explain thelr 

deficient abllity. Sorne research has investiqated the abllity 

of the intellectually disabled to make causal ascriptions (Hoffman & 

Weiner, 1978; Horai & Guarnaccia 1975). They found that these 

indivlduals were able to make causal ascriptions simllarly as 

do person with no Intellectual disab1l1ty. They attributed fallure 

to lack of effort and bad luck more than the y attrlbuted success to 

effort and qood luck. 

This theoretlcal polnt of view is important due to the reference 

often used wlthin the special population l1terature. Attribution 

theory is close1y re1ated to concepts of tntrinsic motivation. Within 

one tall'k, an intrinsically motlvated person may bel1eve that 

performance Is due to effort, whereas an extrinsically motivated 

person may bel1eve that external factors determine success and 

fallure. 

Research on motivaticm concerninq special populations 

demonstrated that Individuals with an intellectual disab1l1ty are, in 

general, more extrlnsically motivated than individuals with no 

intellectual disability (Harter & Pike, 1984; Zlqler, 1969; Haywood 

& Switzky, 1986). This extrinsic orientation ls llkely due ta a 

soclally deprlvinq life history, fallure experiences and thelr 

~~ cognitive deflciencies (Robinson & Robinson, 1976). Therefore, these 
Î .. ; 
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chlldren are less and less inclL,ed to approach novel stimuli and 

derive less Info:r.mation from their encounters wlth their envlronment. 

Thus, thls limited information about the world gives them a less 

adequate knowledge base to evaluate and understand new information 

(Haywood , Switzky, 1986). Due" to their many fallure experiences, 

these individuais are aiso distrusfui of their own solutions to 

problems and thus tend to look for eues and solutions provided 

by others (ZigIer, 1969). Individuals with an intellectuai 

disab1l1ty also have a tendency to concentrate their attention upon 

non-tasks, to avold di5atlsfactlon and fallure rather than to seek 

satIsfactIon and success (Haywood & Switzky, 1986). "The experience 

of belng retarded makes one more retarded" (Haywood & Burke, 1977 

clted by Haywood & Swltky, 1986). ThIs particular statement i5 

verlfied when Instltutlonallzed versus non-institutlonallzed 

Individuais have been compared. Institutionallzed Individuais 

demonstrated hlgher dependency, lover expectancy of sucess, 

and less curlosity (Alexander et al., 1985; Harter & Zigler, 1974). 

Haywood and Weaver (1967) found that instltutlc- Jal.1zed 

Intellectually dlsabled are predominantly extrlnslcally oriented. 

Waywood and Weaver (1967) and Haywood and Swltzky (1985, 1986) 

demonstrated that Indlvlduals with an Intellectual disablllty 

can te Intrlnsically motlvated. These individuals would work 

harder, particularly under self-monltored condItions), would set 

higher goals, would explore more and would learn more efficiently 

than extrinslc oriented Individuals. 

Researchers such as Harter (1978) trled to explain Intrlnsic and 
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, .. 
VI' extrinsic motivation and motivational differences .3mong persons who 

were Intellectually disabled through the effectanCl! theory of White 

(1959). Harter's theory is organized around the Idea that the 

......... 

development of an intrinsic motivatlonal orientation is belleved to 

be the result of positive reinforcement or from adults' approval for 

Independent mastery attempts early in chlldren's development. Aiso 

dependency on adults ls not reinforced. As a result, chlldren 

Internallze two crit1cal systems: a self-reward system and a system 

of standard or mastery goals that diminlshes the c:hlldren's 

dependency on external social reinforcement (Harte:~, 1978). This 

leads chlldren to develop feelings of competence and being in control 

of their s uccess and failure which in turn increase's thelr effectance 

motivation and their intrinsic motivation CHarter, 1 ~n8). As a 

result, children's motivation ls enhanced to engage ln mastery 

behavlor. 

Extr1nslcally motlvated chlldren do not develop these systems 

because adults in the Ir lives do not reward or approve the Ir 

Independent mastery attempts CHarter, 1978). Thus de!pendency behavior 

is reinforced. Chlldren ln these circumstance Increaslngly manifest 

strong needs for external approval and dependence on externally 

defined behavloral goals. This leads to feelings of l()w percelved 

competence and perceptions that external agents and events are 

controlling what 1s happening. These feelings of not beinq ln control 

of onets sucesses and fallures lead to feelings of anxiety ln 

mastery situations and attenuate the motivation to be engaged in 

...,.. mastery behavior. Thus, these children's effectance motivation 
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( ls blocked and reduced, resulting in an extrinslc orientation from 

early failure and dissapproval. 

Research on Intrinsic motivation 

Cognitive Evaluation Theory: 

Research in the area of motivation has focused principally on 

intrlnsic motivation and Its determinants (Vallerand & Bissonnette l 

1990). Theoretically human motivatlon is based on the indlvldual's 

needs to be effectIve (WhIte, 1959) and self-determlning (deCharm, 

1968), thus the ~!evelopment of an indivldual can be altered by 

varlous envlronmental forces and interactIons. These envlronmental 

InteractIons can be experlenced by an indlvldual as belng 

Informatlonal (supportlng autonomy), controlling (feeling pressure) 

or amotlvatlng (percelvlng Incompetence) (Decl & Ryan, 1985b). The 

effects of these events de pend on the way they are experienced or 

Interpreted by the Indlvldual. 

The Cognitive Evaluation Theory explains changes in Intrlns1c 

motivation and Is formulated ln terms of the functlonal slgnlficance 

of events for one's Intrinsic need for competence and self­

determlnation (Valle rand, Oeci & Ryan, 1987). It suggests that two 

processes can be responslble for changes in Intrlnslc motivation, 

the percelved locus of causality process and the perceived competence 

process (Vallerand & Reid, 1984). The flrst process (locus of 
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causality) states that intrinsic motivation varies as a function 

of per.ceptions and feelings of self-determinatlon. It explains 

whether events tend to allow autonomous or controlled behaviors, 

both of which affect the perceived locus of causality (deCharm, 

1968). The second process explains how an outcome can enhance or 

d1mlnish one's sense of effectivenessi that is, perceived competence 

(Deci & Ryan, 1985b). 

"Events and contexts relevant to the inltiation and regulation 

of Intentional behavior can function either to support autonomy Cl.e. 

to promote choice) or to control behavior" (Deci & Ryan, 1987, 

p.l024). The concept of intentional behavlor became important 

through cognitive approaches in which the processing of information 

was assumed to play an important role ln the determination of 

behavlor (Oeci & Ryan, 1987). According to Oecl and Ryan (1987), 

when the contro11ing aspect of an event Is perceived as belng the 

most sallent, the individual's motivation wIll vary according to 

hls/her feelings of self-determination. The contro11ing event directs 

one's behavior toward specifie results which ln turn facllitates 

the percelved locus of causal1ty as belng external (Bdère, 1991; 

Valle rand & Reid, 1990). The individual percelves behavior as being 

l1nked to external context rather than coming from hls/her self, 

which ln terms dlmlnlshed one's self-determlnatlon, intrlnslc 

motivation (IH) and extrlnsic motlvation/self-determlned (EHSD). On 

the other hand, It increases one's extrlnsic motivation/non self­

determlned (EHNSO). Factors which are perceived as non controlllng 

w111 lead to an Internai locus of causal1ty and therefore enhance 

il 
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~ feel1nqs of self-determination. 

When the informational aspect of the event is said to be more 

sallent, motivation will vary accordinq to feelings of competence and 

self-determinatlon. An event is consldered to be informational when 

it communicates to an individual a message of competence. Events 

enhancing feelin9 of self-competence in a self-determined context 

should increase lM and EMSD (Brière, 1991; Vallerand & Reid, 1990). 

Finally, when the amotlvating aspect of the event is salient, 

the motivation vill vary abo according to feeling of competence. An 

event b considered to be amotivating when an individual perceives no 

control over the environment. The amotivatinq aspect will provide 

feelings of Incompetence and will reduced lM and EHSD. 

The Cognitive Evaluation Theory acknowledges the fact that 

internaI as well as external events and individual's personallty 

can influenced one's motivation (Deci & Ryan, 1985a). Ryan (1982) 

argued that the state of ego involvement depends on peforn,ance whlch 

leads people to pressure themselves ln a way s1mllar to the way 

external forces can pressure them. Simllarly, Ryan (1982) has shown 

that events which play a significant role ln the initiative and the 

regulation of behaviors can also be inform~tional. Ryan referred to 

these tvo classes of events as internally controll1ng and internally 

informational to emphasize that they occur inslde the person but have 

different functlons. An internally controlllng event is a thought 

or feeling that pressures one to beha"e ln a specified way and thus 

undermlne self-determlnation and reduce lM and EHSD and enhance 

EMNSD. For example: 1 have ta go in arder to avoid feeling gullty. 
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~ This thought puts pressure on people's behavlor. InternaI 

information 15 less pressured thought and invoives a kind of 

interested self-monitoring. They are inputs to the choice process 

rather than pressures to perform (Plant & Ryan, 1985), which in 

..... 

-

turn increase rH and EHSD. Finally, when internaI events are 

perceived to be amotivational, Individuals will perceive no 

control which will increase a sense of Incompetence and will 

decrease IH and EHSD. 

According to Deci and Ryan (1987), the concept of autonomy 

"connotes an Inner endorsement of one's action" (p.l025) whlch one 

is responsible for. Regulation through choice is characterlzed by 

flexibllity and the absence of pressure. Individuals who tend to be 

autonomous will seek out opportunlties for self-deterlllination and 

choices, and will be intrinsically motivated (Deci & Ryan, 1985b; 

Deci & Ryan, 1987). 

By contrast, being controlled Is "characterlzed by greater 

rigidity and the exper!ence of having to do what one ls doing" (Deci 

& Ry~n, 1987, p.l025). There ls intention, but lacking one's true 

sense of choice. This sense of control can be generated either by 

environment or by personal internaI contlngency. Individuals who 

are control oriented will seek out pressure, stressful or controlling 

events to feel determined. People will often do somethlng because 

they feel obl1gated which will l\!ad to a more extrlnsically motivated 

personal1ty (Deci & Ryan, 1985b). 

The Cognitive Evaluation Theory acknowledges an impersonal 

ni orientation. Some individuals perceive their behavior as being beyond 
... ..: 
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their Intentional control. They tend to believe il1 the Ir inablllty to 

regulate their behavior to desired outcomes (Decl & Ryan, 1985b). 

They will view themself as Incompetent, anxlous and amotivated. 

They experience tasks as being too difflcult or, controlled by some 

unknown external event. In general, Cognitive Evaluation Theory (Deci 

, Ryan, 1985a) acknowledqes that events, individuals' perception or 

individuals ' personal1ty will determine whether lM and EMSD 

determined will be enhanced or diminished. 

Perceived Causal1ty Research: 

Outcomes can be exper1enced either as support1ng autonomy 

or as controlling one's behavior. When these outcomes (called 

informational) (Dec1 , Ryan, 1985a, 1985b) are support1ng autonomy, 

they tend to enhance feelinq of self-determlnation, facllitat1nq an 

internaI perceived locus of causal1ty and tend to lncrease intrlnsic 

motIvation. On the other hand, events that are experlenced as 

pressure (contro1l1ng events), tend to shift the perce1ved locus of 

causal1ty toward ext:ernal sources which in turn undermine self­

determination and intrinsic motivation. 

Two broad sets of studies had focused on the autonomy versus 

controlling outcome. The first set explores external events and the 

second set explores the internaI events. 

Host re~earch has explored the contro1l1nq event. Many stud1es 

have shown that rewards such as qood player awards (Lepper, Greene & 
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Nisbet, 1973), prizes (Harackiewicz, 1979), food (Ross, 1975), money 

(Deci, 1971), surveillance (Lepper & Greene, 1975) and negative 

performance (Valle rand & Reid, 1984), undermine people's lM because 

these rewards are perceived to be controll1ng. When people received 

rewards for working on an interestinq activity, the y tend to play 

less and be less interest in or wl111ng to work on that activlty 

after termination of the rewards (Dec! & Ryan, 1987), 

In the context of physical activity, Or11ck and Hosher (1978) 

and Halliwell (1977), have tested the impact of rewards (controlling 

effect) on a mot or activity. Both studies showed a decreased ln IH 

followlng reward conditions ln physical activ!ty. 

other experirnents on negative effects on intrinslc motIvation 

from psychology laborator1e~ have shown a decrease in IH with threats 

and deadlines (Deci & Cascio, 1972 cited by Dec! & Ryan, 1987j 

Amabile, Dejong & Lepper, 1976), evaluation and surveillance (Lepper 

& Greene, 1975; Plant & Ryan, 1985; Plttman, Davey, Alafat, 

Wetherill, Kramer, 1980; Harackiewicz, Manderlink, Sans one, 1984), 

and competing to win at ail costs (Dec!, Nezlek, Scheinman, 1981; 

Vallerand, Gauvin & Halliwell, 1986a). 

other research has focused on the effects of general contexts 

rather than specifie events such as rewards, deadl1nes and cholce. 

Sorne factors (such as teacher orientation) determine whether rewards 

will be primarily controlling or informatlonal. In the context of 

physical activity many of these variables are under the influence 

of the coach. A study from Deci et a1., (1981) revealed that teachers 

""":" having a controll!ng style altered students' Intrinsic motivation, 
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perceived competence and self-esteem. 

Accordlnq to Valle rand and Reid (1990), these findings have been 

repl1cated by Valle rand and Pelletier (1985), in a sport domaine They 

presented different swimminq coaches styles to swimmers and then 

asked which coaching style increased their motivation. Results 

revealed that athletes would be most int::rlnsically motivated with 

an autonomy-supportive coach style rather than a controlling one. 

Slmllar results by Pelletier, Brière, Blais, Valle rand (1988) 

indlcated a positive relatlonship between the perceived coaching 

style and student's motivation. 

In classroom situation, Dec1 et al., (1981) described a clear 

relationshlp between the characteristics of the rewarder (teacher) 

and intrlnsic motivation and perceived competence of the students. 

Autonomy-orlented teachers tended to reward and communlcate 

informationally, thereby providing structures that are useful for 

the chlldren in making their own decisions and getting competence 

feedback. Ho~ever, control-orlented teachers tend to reward and 

communicate controllinqly, thereby pressurlnq the chlldren to behave 

in specific ways. 

Ryan's (1982) study used colleqe students to work on hidden 

figure puzzles. Half of them were told that hldden figures 

performance reflects creative intelliqence (eqo involvinq) and the 

othtI half were qiven more task-involvement. Subjects who had 

received the ego-involvement condition reported experiencing 

siqnlficantly qreater pressure than did the task-lnvolved condition. 

These findings are very important for an athlete as far as 
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enjoyment, perslstence, and performance are concerned, even though it 

has not been direct1y tested (Valle rand, Deci & Ryan, 1981). Athletes 

are constantly regulating their behavlor internally. Although they 

want to perform, to compete and to be able to deal wlth external 

variables, it 1s important that "the informatlonal aspect will 

have an impact on intrinsic motivation in situations in which the 

controlling aspect is relatively nonsal1ent" (Ryan, 1982, p.451; 

Fisher, 1978). 

The one event that has been found to increase intrInsic 

motivation is the opportunity to choose. The perceived locus of 

causal1ty becames more internaI thus increasinq self-determination. 

A study done by Zucherman, Porac, Lithin, Smith and Deci (1978) found 

that college students given the cholce in doinq a task (puzzles) 

were more Intrinsically motlvated than those with no cholce options. 

Simllar1y results have been found in the study done with children 

from Swann and Plttman (1977), and with motor tasks (Thompson & 

Wanke1, 1980). 

Thompson and Wankel (1980) examined the impact of perceived 

choice of ac:tlvities on participation in an adult women's fltness 

program. Subjects were randomly assigned to a choice or no cho1ce 

condition. Examination of subsequent attendance records ove r a 

six-week period revealed that the percelved choice group had 

slgnlficantly hlgher program attendance. 

However, in the area of special populations, the Indlvlduals' 

10\1 perceptions of control (which they experlenced) are believed to 

be the result of thelr hlstory of fallure. Smith, Ademan, Nelson, 
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Taylor and Phares (1987) dem "mstrated that special students' low 

locus of causality Is due to the overcontrolllng environment 

encountered through thelr lives. In recent years, the academic 

performance of students in public school has been decllning, due 

to lack of active participation in the classroom (Pratton & Hales, 

1986). Students who are given the opportunity to participate in 

their classroom declsion making, proved to be more intrinsically 

motivated (Pratton & Hales, 1986; Cohen, 1986). "Youngsters have 

strong perceptions and attitudes about the degree of control they 

have over processes affecting their lives and that these perceptions 

and attitudes have a profound impact on their actions" (Smith et al, 

1987, p.168). 

As for indlviduals with an tntellectual disabillty, Haywood and 

Weaver (1967) found that these indlviduals dlsplay an external locus 

of control. However Haywood and Switzky \1985, 1986) found that 

intrinslc motlvated lndividuals would work harder under a self­

monitored condition than under an lmposed externally condition. 

Beca use the development of self confidence has been a major goal in 

the education of indlviduals vith an intellectual disabllity, lt ls a 

bellef among educators that these individuals should maintain a sense 

of control over the events of thelr lives but without using a 

"laissez-faire" approach. However, accordlng to the general 

llterature, the effectlveness of the development of self-competence 

and locus of control with these Indivlduals is well demonstrated 

and must become a consclous goal among professionals, to help to 

successfully malnstream chlldren with an lntellectual dlsabllity 
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~ (Lawrence & Winschel, 1975). A better understanding of the theory 

of locus of control may c;;)l1~tltute a small contribution to help the 

-.. 

transition from special schools to malnstreamed situations. 

percelved Competence Research 

To help promote self-determinatlon, professionals must also be 

aware of people's thoughts and feeling toward a particular outcome. 

As proposed by Cognitive Evaluation Theory (Oeci & Ryan, 1985a) when 

the informational aspect of the event is sallent, motivation varies 

accordlng to feelings of competency and self-determlnation. "The 

informational aspect of the event ls said to be sallent when 

individuais recelve information relevant to their competence at a 

meaningful task for whlch they feel persona1 causation of self­

determination" (Valle rand & Reid, 1990, p.169). Studies had 

demonstrated that IH and EHSD are more posltlvely correlated wlth 

feelings of competence than the other type of motivation 

(Daoust, Valle rand, Blais, 1988; Vallerand, Blais, Brière & 

Pelletier, 1989; Valle rand & O'Connor, 1989). Individuals when 

free from controllinq inputs, focus on thelr feelings of competency 

(Deci, 1975), partlcularly when Indlviduals receive information 

relevant to thelr competence at a meaninqfu1 task for which they feel 

personal causatlon of self-determlnatlon such as positive feedback or 

success experience (Valle rand & Reid, 1990). 

Since verbal feedback is perhaps the major source of performance 
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( information, this variable has been used in several studies of sport­

related activitles (Orl1ck & Hosher, 1978; Valle rand & Reid, 1984, 

1988; Vallerand, 1983; Valle rand, Reid & Harisi, 1979). For instance, 

Vallerand and Reid (1984, 1988), demonstrated that positive verbal 

feedback about performance can increase intrlnsic motivation, whereas 

negative verbal feedback tends ta have a detrimental effect. Sub:Jects 

performing on a stabllometer task were presented with either positive 

or negative verbal feedback after every fourth trial. The results 

revealed that positive verbal feedback increased whereas negative 

verbal feedback decreased Intrinsic motivation for a task. 

Valle rand (1983) also investigated whether the amount of 

positive feedback would determine its impact on the intrlnsic 

motivation of hockey players. The results revealed that subJects 

perceive themselves to be competent following a modest amount of 

positive feedback. Additional feedback appears unnecessary. 

Valle rand and Reid (1984) investigated changes ln Intrlnsic 

motivatIon following feedback designed to change perceived 

competence. They ident1fied eighty-four sub:Jects who had an interest 

in a motor task and assigned these subjects to positive, negative or 

no verbal feedback conditions. As reported previously, results 

revealed that positive feedback increased whereas negative feedback 

decreased percelved competence and intrinsic motivation relative to 

no verbal feedback. With further analyses, it was revealed that 

percelved competence produced the changes in intrlnslc motivation. 

weinberg and Jackson (1979) provlded further suppport on the 

(' effects of feedback on intrinsic motivation concernlng the 
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attributions that accompany success and failure. Results revealed 

that success outcomes were attributed to high ability, high effort 

and good luck whereas failures outcomes were attributed to low 

ability, low effort and bad luck. 

Research with special populations is in agreement with previous 

findings on Intrinslc motivation. For instance, Lincoln and Chazan 

(1979) used Harter's Perceived Competence Scale for children and 

Hotivational Orientation in the classroom. The subjects were 31 

children in a learning disabi1ity c1ass and 29 in a .regular class. 

Students were asked to complete Harter's two scales and the teachers 

were asked to complete a rating forme Results revealed that the 

students with a learninq disabllity perceived themselves as less 

competent and less intrinsically motivated in the school domain than 

reqular students. These flndinqs are llkely due to the chlld's 

disabllity and the delay in experiencing success and obtaining 

positive feedback for effort. Furthermore, learninq disabled chlldren 

tended to rely on others to judge how they performed. Learninq 

disabled students are aIso to attribute success to luck and task 

ease and failure to lack of ability and sufficient effort (Jacobsen, 

Lowery & Ducette, 1986; Pearl, Bryan & Donahue, 1980). 

Another factor that influences the feelings of competence i5 

~ompetit1on. Competition generates a great deal of excitement and 

enjoyment. To sorne, competition 1s vlewed as either an extrinsic or 

intrlnsic motive (Valle rand, Deci & Ryan, 1987). "Competition 

constitutes a social event that can provide the individu al with 

'fT) competence/incompetence information because social comparlson 

47 



(~ 

processes are very prominent" (Valle rand, Gauvin & Halliwell, 198 6a, 

p. 467). 

Valle rand, Gauvin and Halliwell (1986b) looked at the effects of 

competition on chlldren's intrinsic motivation toward a stabllometer 

motor task. The 26 subjects were assiqned to a competition or an 

intrins1c mastery condition. The results indicated that competition 

decreased intrinsic motivation toward the motor task. Winning a 

competition can promote satisfaction which is primarlly extrinsic. 

However, if competition is harmful for the winner it must be 

devastatlng for the loser. Slnce most competition are zero-sum 

games, they represent a higly negative experience (Valle rand et 

al., 1986a). Vallerand et al., (1986a) looked at the competency 

aspect of competition by offering an award to winners. Twenty-six 

subjects were randomly assiqned to either a winning condition 

or a losing condition. Results indicated that subjects who 

experienced losing, perceived themselves as less competent. 

Although some research has shown that competition can be 

detrimental to one's competence feeling if it is perceived as 

controlling, it might also enhance the feeling of competence if it 

Is percelved as Informatlonal (Valle rand & Reid, 1990). 

In summary, the studles revealed that positive feedback and 

success in competition can lncrease intrlnsic motivation but only if 

the indivldual's feelings are self-determined whereas negative 

feedback and fallure lncrease amotlvation which ln turn d1minish 

intrlnsic motivation. 
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Scales 

Relatively few instruments have been developed to measure those 

elements of behavior that identlfy an individual's motivationai 

orientation. Harter has developed severai self-report instruments to 

measure components of her effectance motivation the ory. The scale of 

Intrinsic versus Extrinsic Orientation in the Classroom (Harter, 

1981b) has been used to measure motivatlonal orientation ln the 

classroom for non handicapped chlldren in grades three to nine. This 

instrument measures the extent to which children's motivation for 

classroom learning is determined by their intrinsic or extrlnsic 

interest. Five separate dimensions are defined by an intrinsic and an 

extrinsic pole: preference for challenge versus preference for easy 

work, curiosity/interest versus teacher approval, independent 

mastery attempts versus dependence on the teacher, inde pendent 

judgement versus rellance on the teacher's judgement, and internaI 

versus external criteria for success/fallure. Results demonstrated 

that the sca1e can meaningfully isolate five measurable components 

and acros! grades three to nine there is a shift from intl'lnsic to 

extrlnslc on the flrst motivational component. 

Silon and Hartel' (1985) have used the Scale of Intrlnsic versus 

Extrlnslc Orientation ln the Classroom wlth a sample of nine to 

tvelve year old mainstreamed and self-contalned classrooms of 

educable children wlth an lntellectual disabil1ty. They wanted to 

examlned whethel' this instrument designed for non disabled chlldren, 

i could be used vith a special population and tap the five different 
, ..... 
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dimensions of a child's orientation to the classroom. Factor analysis 

of the subject's responses reveaied two factors similar to the scale 

of Harter (19 81b) a motivational factor labeled motivation for hard 

work, and a cognitive informational factor labeled autonomous 

judgement. No group difference were reported. Children wlth an 

intellectual disabllity appeared to be more extrinslcally oriented 

than chlldren with no intellectuai dlsab1l1ty. However, the most 

sallent motivationai issuf! for the chlldren wlth an lntellectual 

dlsabil1ty was the deslre to do difflcult or easy school work rather 

than an intrinslc versus extrinsic orientation. The chlldren's 

main concern seemed to be more on what to do ln the class (hard or 

easy work) than why one performs (curiosity). 

Harter (1982) aiso created the perceived Competence Scale for 

Children. This scale vas designed to measure four specifie competence 

domalns with non dlsabled third to ninth graders. Then four domains 

were studled: 1. cognitive competence, with an emphasls on peer 

relatlonships, 2. social competence, 3. physlcal competence, wlth an 

emphasls on sports and outdoor games and 4. general sense of seIf­

worth. Harter develop a four choice format ansvers to avold a chlld's 

tendency to glve soclal1y d~slrable responses. Factor analyses 

supported the four domains of competence indlcating that chlldren as 

young as eight could make meanlngful dlfferentlatlons among each 

competence area. The largest correlation was between the social and 

physlcal subscales s uggestlng that one's popularlty ln school Is 

related to one's abll1ty in athletlcs. 

Harter and Pike (1984) developed a Plctorlal Scale of Percelved 
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~ Competence and Social Acceptance for Young Children. This scale was 

designed to assess children from four to seven years oid. A pictoriai 

format was used rather than a written questionnaire because 

experience shows that the children's inabllity to read and 

concentrate, attenuates both the reliabllity and validity of such 

instruments. In contrast, a pictorial format arouses the child's 

interest, attention and comprehension. 

Two versions of the scale were required, one for pre-school and 

kindergarden and one for flrst and second graders. The first factor 

was labeled perceived competence and was composed of cognithe 

competence and physical competence subscales. The second factor was 

labeled popularlty and vas composed of peer acceptance and maternaI 

acceptance. Factor analysis supported the tvo domains within each 

s ub-group of children. 

S110n and Harter (1985) used the Perceived Competence Scale for 

Children for educable chlldren vith an intellectual disability aged 

from nine to twelve. Factor analyses revealed that this instrument in 

the original form is not appro",riate for this special population. 

The data indlcate that chlldren wlth a mlldly intellectuai disability 

with a mental age les!! than eight years appear not to make 

distinctions about specifIe competence domains, but slmply make 

judgements about one's competence at acti vit1es in gene raI, judg1ng 

people to be competent or not competent, ln the manner of younger 

non disabled chlldren. They do not structure thelr self-perceptions 

with the same degree of cognitIve complexity as do chlldren wlth no 

intellectual disabll1ty but slmply desbrlbed specifie behavior, not 
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abstract traits. 

Kunca and Haywooü (1969) developed the Picture Choiee Motivation 

Scale specifically for a low mental age, though it can be used as 

well by non handicapped chlldren. This instrument measures the degree 

of intrinsic or extrinsic motlvèltlon terms of the learned personallty 

trac. of motivationa1 orientation. In this scale, each item ls a pair 

of plctures of people engaged ln different actlvitles or vocatIons, 

pre-determined to be qual1tlvely elther extrinsic or lntrlnslc. 

The actlvlty ls descrlbed whll.e the subject looks at the tventy 

plctures Wustratlng an Intrlnslcally (eg: opportunlty to learn, 

challenge, Intense psychological satisfaction, respons1bllity) or 

extrlnsically (eg: opportunity for safety, ease, confort, securlty) 

motivated actlvlty. The subject ls asked which they would llke to do 

and choose betveen the tvo actlvlties. 

The Plcture Motivation Scale ls useful vith students fram a 

mental age of three ye,ars to adolescence and yielded substantial 

rellabllity coefficients. It has been found that an intrinsic 

motivational orientation correlates positlvely wlth higher 

chronological age, mental age and social class (Hayvood & Switzky, 

1986). As a group, chlldren vith a mlldly Intellectual dlsabWty 

are usuaUy more extrlnsic compared vith non intellectually disabled 

chlldren of slmUar age. However, sorne of these dlsabled chlldren 

are found to be lntrinsicaUy motlvated. 

Haywood and Svltzky (1986) have investigated ln previous 

research lndivid'Jal difference.~, both vith individuals havlng a 

mlldly intellectual disablllty and non lntellectua1 dlsab1ed, ln 
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task-intrins1c and task extrinsic motivation. Intrlnsically oriented 

students vith an intellectual disablllty were demonstrated to be 

achieving one full grade ahead of the extrinslcally orlented student 

of the same IQ group. These early studies demonstrated that 

intrinsically motlvated students wlth an intellectual dlsability may 

compensate for their lover intelligence levels by Increasing their 

effort levels. 

Weiss, Bredemeir and Shevchuk, (1985) developed the Intrlnsic/ 

Extrinsic Motivation the Youth Sport Setting. This scale measures 

only intrinsic and extrinsic motivation in the sport domaine This 

scale, based on the Scale of Intrinsic versus Extrinsic Orientation 

in ~~ "le Cla~sroom of Harter (1981b), vas used with third to sixth 

graders and was modified with items renamed to comply vith the sport 

settlng. Each subscale conslsted of six items with a representation 

of intrlnsic and extrlnsic statements. The chlld is asked to decide 

whether the statement on either side best descrlbed her/hlm and then 
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to specify whether that statement vas really true or sort of true. 

Items were scored four to one according to the degree of motivational 

orientation expressed. A hlgh score Indicated a high degree of 

intrlnsic motivation vhereas a low score Indlcated extrlnsic 

motIvation. The data vere subjected to a confirmatory factor 

analysis for the purpose of testlng the fit of the sport data vith 

Harter's original structural motlvatlonal model. The analysis 

revealed that major modifications must be made before Harter's model 

representatlon Is reached. 

Brière (1987, 1991) developed a scale to be used ln a sport 



( domaine Her scale (L'échelle de motivation dans les sports or EMS) is 

based on the Cognitive Evaluation Theory of Deci and Ryan (1985a) 

which emphasizes the concept of three motivational factors: 

intrinsic, extrinsic motivation and amotivation. This instrument 

measures the different motivational types acknowledged by Cognitive 

Evaluation Theory Clntrinsic motivation of knowledge, of 

accomplishment and of sensation, and extrinsic motivation: external 

regulation, introjected regulation, identified regulation). This 

instrument was desiqned to assess amateur athletes. A questionnaire 

format composed of seventy mixed questions was used with a format 

answer of a continous scale of 50 one to seven (one being not 

at ail while seven being absolutely true). Three studies have been 

used to determine the val1dity and rel1ability of thls scale. The 

flrst study was deslgned to develop the instrument, verify the item 

valldity, to test factorlal structure and internaI consistency of 

the subscales. The second used a more strinqent factorial analysis 

wlth LISREL program. The third study was a test-retest to assess 

rellablllty. The three studles demonstrated instrument Is vaUd 

and rellable and can be used for further research. 

Vallf!rand and O'Connor (1950) developed a Motivational S~ale for 

the Elderly. This instrument evaluates four types of motlvational 

orientation, postulated by the Decl and Ryants theory (1985a), IM, 

EHSD, EHNSD, AH. Through a questionnaire format of seventy-two items 

(elghteen withln each of the four motlvatlonal concepts), thls 

instrument was designed to represent different domains ira the 

elderlys llfe. The developement of this instrument i8 composed of 
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four studies which helped establish the val1dlty and rellabllity 

of the seale. 

Summary 

A major obstacle in studying motivation development ln special 

populations 1s the lack of suitable instrument. Researeh presented in 

this chapter, demonstrated the necessity to assess motivation for 

special populations, wlthln physlcal activlty setting. Aecordlng to 

the Cognitive Evaluation Theory of Oecl and Ryan (1985b), the higher 

level of self-determination and self-competence will oceur wlth 

lM and EHSD whereas the lowest level of self-determinatlon and self-

competence will be obtalned with EMNSO and AH. Therefore, in order 

arder to promote the highest level of self-determlnatlon and self­

competence wlthln physlcal activlty with special ehildren, 

professionals must be avare of the positive or negatlve consequences 

on special chlldren . 
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Chapter 3 

Hethodoloqy 

The purpose of this study was to develop and val1date a 

motivational pictorlal scale in a sport setting which measured 

intrinsic motivatlon, extrlnslc motivation and amotlvatlon for people 

havinq an Intellectual disabllity. The following chapter is divided 

into five sections: (1) Questionnaire development; (2) Subjects; 

(3) Instrumentation; (4) Procedures; (5) Desiqn and treatment of the 

data. 

Questionnaire Development 

Several steps are necessary to create a questionnaire. The 

development of this scale is lncluded ln the main purpose and was 

composed of seven partao 

Part one 

The first part conslsted of famillarization with the Coqnitive 

Evaluation Theory of Deci and Ryan (1985a). Also Brlère's (1991) 

scale was examined since its conceptuallzation comblned Coqnitive 

Evaluation Theory and sport. Because of the specificity of Brlere ' s 

scale for non disabled adult athletes, further readlnqs on chlldren 

who were lntellectually dlsabled were required. 

Accordlng to Harter and PUce (1984), it appears that younqer and 
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intellectually disabled children do not make distinctions among 

domains such a cognitive and athletic skills. Aiso mental age 

appears to be a more powerful predictor of overall cognitive 

maturity than chronological age for chlldren with intellectual 

disability. Furthermore, it appears that they are not able to make 

meaningfui judgements about their worth as a person untll 

approximately the age of eight. Therefore according to Halter 

and Pike (1984) several important considerations have to be 

considered in developlng a questionnaire for chlldren who are 

intellectually disabled. These chlldren require a scale structure 

that is simpler, items that are concrete and the self-worth 

construct eliminated altogether. Furthermore, children with 

intellectual deficits can not be treated as an homoqenous qroup 

and have a tendency to give socially desirable responses. Therefore 

the inabllity to read and to understand the items of a 

questionnaire, coupled with related attentional problems, creates 

problems for both the rel1abil1ty and valldity of such instruments 

for chlldren and Indlvlduals wlth an intellectual dlsab1l1ty. In 

contrast, a pictorial format is easier to comprehend. It engaCJes 

a person interest, promotes better understandinq and sustains a 

person's attention vhUe providinq concrete information (Harter & 

Pike, 1984). For these reasons a plctorial format was selected in 

the present study. 
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Part t.~o 

The ~econd part in the development of this scale consisted of 

gathering information on scale format used to assess individuals vith 

an intellectual disability. Tvo problems emerged durlng the gathering 

of information. 

The first problem encountered in existing scales (eg. Harter, 

1981, 1982, 1984, 1985; Weiss et aL, 1985) vas the construct of the 

scale itself, particularly the lack of independence of intrlnsic and 

extrinsic motivation. These scales measured motivation along a 

continuum. A high score meant a high level of intrinsic motivation, 

a lov score meant a hiqh level of extrinsic motlvation. Neither 

looked at amotivatlon. There{v~e, according to these scales, an 

Indlvidual can not be motivated by both incentlves slmultaneously. 

According to Cognitive Evaluation Theory, an lndividual can 

demonstrate a hlqh level of intrinslc and ext;rinsic motlvatlon in 

the !Jame actlvity CVallerand & Brière, 1990). Therefore, a scale 

vhich can measure the different types of motivation independently 

ls needed. 

A second problem occured vas that no scale for Indlviduals with 

an Intellectual dlsabllity in a sport setting vas found. Only one 

scale (Kunca & Haywood, 1969) has been developed to serve this 

particular population ln a non sport settlng. This scale has the same 

construct problem as the others, but It uses plctures s1mllar to 

the scale created by Harter and Plke (1984), the Plctorial Scale of 

(~ Percelved Competence and Social Acceptance for Young Chlldren. It is 
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only with the work of Briere (1987), Vallerand et al., (1989) and 

Valle rand and O'Connor (1990) that three scales have been developed 

to measure the three motivational types independently. Briere (1991) 

developed a scale fOI athletes while Vallerand and O'Connor (1990) 

created one for elderly individuals. 

Part three 

The third part in the development of this questionnaire was 

formulating statements for each motivational type, on how and why 

pers ons who are intellectually disabled participate in sports. SIxt y-

four statements were generated and one drawlng per statement was 

conceptualized for the sport domain. ""le maIn ldea was to touch a 

variety of sports, without any repetitlon. 

Part four 
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The next phase was the elaboratlon of the drawings by an artlst. 

It was decided that the pictures must not illustrate: gender, race, 

cultural or environmental effect. In addition they were not to 

represent only a specific sport. 'l'he pictures were ~4!signed to 

represent simpl1clty, somethlng f;hat everybody could refer to. 

~_art five 

The flfth part included meeting wlth two professlonals and the 

researcher to declde whlch sentences and pictures were best for the 



purpose of this study. The meeting was neeessary in order to gather 

important feedback based on knowledge and experience in the sport 

domain and with th!s special population. From a pool of sixt y-four 

pietures and sentences, thirty-six vere selected as best representing 

the theoretlcal eonstruet of Cognitive Evaluation Theory and meeting 

the criteria outlined in Part four. The seale's structural format 

vas also determined, a dichotomous choice for answer (like me; 

unlike me) with each picture. This dlchotomous choice vas chosen 

to facilitate the questionnaire assessment and to avoid hesitation 

by subjects. It is difflcult for even indivlduals vith no 

intelleetual disability to answer a contlnuous scale and to 

dlstlngulsh betveen a four or five, for example. 

Part six 

The sixth phase vas to finalize the pictures. The major 

deeisions included the use of basic motor skills instead of sport 

activities and that the dravings should focus on facial expressions 

for intrlnsic and amotivation pietures, and on external components 

for the extrinsic pictures. It was al!to decided that pictures 

should include one person only (if possible) and to el1mlnate 

verbal statements by the persons clted and unnecessary detalls. 

Furthermore, te. help to val1date thls study, it vas also declded 

to use the pictures of physleal competence from Harter's 1984 

scale (Harter, personal communication, April 1991). Three pictures 

( were chosen, the dribbler, the runner and the climber. This scale 
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was used because it is weU established and reflected self-

competence in chlldren which shou1d correlate weil with the 

Cognitive Evaluation Theory. Accordinq i;o the Cognitive Evaluation 

Theory, events enhancing feelings of self-competence in a self-

determined context should increase lM and EMSD. Also the number of 
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sentences and pictures were reduced to twenty and the shorter version 

of the Cognitive Evaluation Theory was used. Thus as with the e1derly 

scale (Vallerand & O'Connor, 1990), lM, EMSD, EHNSD, AM were used. 

Furthermore, based on prevlous research (Valle rand et al., 1989; 

Valle rand & O'Connor, 1990) and the Cognitive Evaluation The ory, 

to facllitate validation of the PPMS, a ~uestionnaire for teacher 

and a questionnaire for the physical educator were formed. The 

Teachers' questionnaire was based on student's motivation toward 

school. Twenty questions was developed. This questionnaire was 

design to assess agreement bt!tween the teacher's perception and the 

actual student's motivational orientation. The Physical Educator's 

rating scale was developed also as a measure of construct validity. 

According to the Cognitive Evaluation Theory, pe:tsons high in 

ability are l1kely to be particul,lrly motivated toward physical 

activity. This questionnaire was to determine teacher's perception 

of a student's physical abillty re.qarding student's motivational 

orientation. 

A translation of French to Engllsh and Engl1sh to French was 

done by professlonals to assure cOllsistency. However, aU formaI 

assessments of the scale were conducted on the French version . 
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After a thorough presentation at a thesis proposaI, other 

changes were Incorporated to improve the scale. Such changes lncluded 

moderate changes of a few pictures, simpl1fy the sentences, using 

the term physlcal activlty lnstead of sport, using suggestions for 

the amotivation questions, and the addition of a thlrd cholce 

to the scale's answer format. The option "little llke me" was 

added to "llke me" and "unl1ke me". Thls last change was 

lntroduced for statlstical purposes. By increasing the varlance 

of responses correlations amonq different variables would be 

facil1tated. Aiso, lt was proposed to improve the qual1ty of the 

three pictures proposed by Harter CHarter, personal communication, 

April 1991), and to remove qender reference ln the picture. 

Furthermore, it was sugqested to add a fourth picture Cthrowing) 

to the ones sU9gested by Harter CHarter, personal communIcation, 

April 1991). Also changes reqarding the Teachers' questionnaire were 

suqqested: to cut down number of questIons to fifteen, '1:0 chanqe 

the answer format to one to five and to change the o.:.ientation 

of the subs-sections. 

In summary, aU seven phases vere part of the construction of 

the pictoriai motivatlonal scale ln physical activlty for lndividuais 

with a mlld inte11ectual disabllity. This scale will be refered to as 

the Poulin Plctorlai Hotlvatlonal Scale (PPHS). 
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Subjects 

The PPHS was administered te sixty-twe subjects. Subjects were 

thlrty-twe boys and thlrty girls having a mild inteUectual 

disability. These sUbjects ranged in age frem 12 te 18 years, and 

had a mental age of eight and more. The subjects were attending the 

French Thérèse -Hartin High School (polyvalente in Joliette, Quebec). 

These individuals were aU classified according to school assessment 

as "groupe d'initiation au travail" and educable. 

This school provided regular and special education at a high 

schoel level and work experience in their last years. The program 

separates the indivlduals according to thelr age and learning ability 

(weak, average, strong). The students were classified in six groups: 

the first group of 12 to 13 having a lower abllity included six males 

and three females; the second group of 12 to 13 having a higher 

ability was composed of six males and five females; a group of 14 te 

15 with aU academic ability was composed of seven males and four 

females; a group of 16 to 18 with a lower abllity included two males 

and elght fema:les; the other group of 16 to 18 havlng an average 

abll!ty vas composed of flve males and six females and the last 

group of 16 to 18 havlng a strong abillty Included six males and 

four females. Host of the students are at grade one and two ln aU 

academic basic programs. AU subjects attended physical education 

classes tvo to three times a week. They, all understood the concepts 

of "Like me" "Little like me" and "Unl1ke me" according to their 

! teacher. These concepts were introduced during elementary school. 
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Instrumentation 

The motivational orientation of the subjects was assessed in 

three ways. First, the Poulin Pictorial Hotivationai scaie was 

administered. Secondly, a modifled version of Marter's Pictorial 

Scaie of Perceived Competence and Social Acceptance for Young 

Children was used. ThirdIy, a questionnaire was answered by 

the teachf!r about each student regarding his/her motivational 

orientation, such as motivational in physicai activity classes, 

concentration in classroom and their emotional level. In addition 

to the motivationai orientations, the physicai educator at the 

school rated each subject accordinq to hislher physical ability. 

The Poulin Pictorlal Hotivational ScaIe: 

This scale was developed accordinq to the procedures outlined 

previously to determine an individual's motivational orientation. 

This scale was desiqned for individuais havinq a m1ld intellectual 

.iisab1lity. 

The questionnaire was composed of twenty randomly, ordered 

pictures whlch reflected four types of motivation: intrinslc 

motivation (IH), extrlnsic motivation/self-determined (EHSD), 

extrinsic motivation/non self-determined (EHNSD) and amotivation 

(AH). 

Five questions vere desiqned for :aach motivational type. 

( As stated previously, these choices were made by two university 
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~ professors and the researcher based on their knowledge and 

~ experience in the sport domain and by working with this particular 

~ clientele. The following sentences are related with a particular ~ 
t 

1 plcture illustrated in appendix A. 
~ 

i 
[ 

[ The questions from the PPHS include: 
[ 
• Intrlnsic motivation: l 
~ 
r. 

~ A) Because it is fun. , 
f 

! B) Because it ls exciting. 

i C) Because it is interesting. 1 • ~ D) Because it is pleasant. r 
~ 
l' ..... E) Because l enjoy it. 

""-'" 

Extrlnsic motivation\self-determinated: 

A) 13ecause l have decided to become an athlete. 

B) Because l decided ta get in shape. 

C) Because l feel that It ls a good way to learn different things 

whlch can be useful in llfe. 

D) Because sports ls part of who 1 am. 

E) Because 1 feel that it ls a goad way for me ta meet people. 
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Extrins1c motivat1on\non self-determ1ned: 

A) To ple.:ue my parents or my coach. 

B) To rece1ve rewards such as medals, trophees. 

C) To ree·eive a lot of attention from my tf!acher. 

0) To be popular amonq my friends. 

E) To show others 1 am qood at sports. 

Amotivatl·on: 

A) 1 wonéler if 1 should quit. 

B) But, l'm not very qood. 

(~ C) 1 wonc3er, if it 115 worth it. 

0) Sut, It 1s borlnq. 

E) But, l'm not very successfull. 

The Fren.c:h version was as follows: 

Hotivati.Jn intrinsèque: 

A) Parc.! que c'est amusant. 

B) Parce que c'est l'fun. 

C) Parce que c'est intéressant. 

0) Parc:e que c'est plaisant. 

(' E) Parc'e que j'y prends plaisir. 



Motivation extrinsèque auto-déterminée: 

A) Parce que j'ai décidé de devenir un athlète. 

B) Parce que j'ai décidé de me mettre en forme. 

C) Parce que je sens que c'est une bonne facon d'apprendre 

differentes choses qui peuvent être utiles dans la vie. 

D) Parce que le sport fait partie de mOi-même. 

E) Parce que c'est une bonne manière de rencontrer des gens. 

Motivation extrinsèque non auto-determinee: 

A) Pour faire plaisir a mes parents ou mon entralneur. 

B) Pour recevoir des récompenses comme des médailles et des trophés. 

C) Pour recevoir de Vattention de la part de mon professeur. 

D) Pour être populaire avec mes amis. 

E) Pour démontrer aux autres que j'excelle dans les sports. 

Amotivation: 

A) Je me demande si je dois quitter. 

8) Mais, je ne réussis pas très bien. 

C) Je me demande si ça vaut la peine de continuer. 

D) Mais, c'est ennuyant. 

E) Mais, je ne suis pas bon/ne. 
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The PP MS was composed of twenty drawings. The twenty drawings 

were preceded by one main question: "1 participate in sport ... ", 

whlch began each question refereè to a particular picture. 
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Furthermore, two questions were asked prior to the PPMS, to 

prepare the subject to answer at the best of his/her ability. They 

were unrelated to the PPMS except for format. In this manner subjects 

were prepared for a picture, question and response (like me, little 

like me, unllke me). The actual order of presentation follows (see 

Appendix A). 

The two plctures created for practlce: 

A) 1 watch television after school. 

B) 1 listen to the radio often. 

The PPHS questions: 

1. To be popular among my friends. 

2. 1 wonder if 1 should glve up. 

3. Because sports Is part of who 1 am. 

4. Because It is excitlng. 

5. But, 1 do not succeed very weU 

6. To please my parents or my coach. 

7. Because 1 decided to get ln shape. 
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8. Because It i5 pleasant. 

9. Because it i5 fun. 

10. To recelve a lot of attention from my teacher. 

11. Because l feel that It ls a good way for me to meet people. 

12. l wonder, if it ls worth It. 

13. But, It ls boring. 

14. Because l feel that It ls a good way to learn dlfferent thlngs 

whlch can be useful in life. 

15. To show others 1 am good at sports. 

16. Because 1 enjoy it. 

17. But, l am not very good. 

18. To recelve rewards such as medals, trophees. 

19. Because 1 have declded to become an athlete. 

20. Because It ls Interesting. 

(Appendix A for the french version) 

Th,.! subjects had three answers from whlch to chose. The three 

choices were llke me, llttle l1ke me and unllke me. These answers 

were scored: 1, for llke me; 2, for llttle llke me; 3, for unllke 

me. '!'hese subjects were asked to show the approprlate answer • 
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Harter's questionnaire: 

When the main questionnaire was cornpleted the student was 

asked to answer a part of Harter's questionnaire. This part 

consisted of four sets of pictures regarding how the subject 

perceived him/herself in physical actlvity. The first set showed 

a person dribbl1nq a ball effectively, and another a person 

havinq difflculty. Under the picture of the effective dribbler, 

two choices were offered with the Ir co~respondinq scores: 4. really 

good at (the actlvitY)i 3. pretty good. Under the picture not 

very good, there were two choices available: 2. sort of goodi 1. 

not very qood. (Appendix B). The second set of pictures shows a 

persan throwing a baU weil and not very weil. The thlrd set 

shows a person running fast and not very fast. The fourth set 

i8 a person climbing well and a person who can not cllmb. These 

set of pictures had the sarne responses. These pictures were chosen 

by Harter CHarter personal communication, April 1991), accordinq 

to her expertise reqardinq this clientele. 

Teachers' Questionnaire: 

The Teachers' Questionnaire was cornposed of fifteen questions 

wh1ch were divided in three groups of five, regarding the puplls' 

motivation toward physical actlvity. The first group related to 

student's interest toward physical activltYi whether he or she found 

it fun, a favorite subject, interestinq, principal hobby, or 
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pleasant. The second group related ta student's behavior in phys1cal 

education; whether the student listens to the teacher, day-dreamed 

often, arrives on tlme, participates well, or does not follow 

orders. The third group related to the student's emotions toward 

physical activitYi whether he/she feels emotlons toward physlcal 

activity; whether he/she feels happy, good, elated, exclted and 

content (Appendix C inciudes the specifie questions). All questions 

were wrUten with a positive statement, except for two questions 

ln the second set, where these questions were written wlth a 

negative statement. Because of thls difference, question number 

two and five of the second set, were recoded for statistical 

purposes. 

The scores ranged from one to five (1, not at ail; 2, rarelYi 

3, sometimes/Uttle bit; 4, well/most of the time; 5, very well/ 

aU the tirne). Two teachers were asked to answer these forms to 

the best of their knowledge regardlng the motivation of each specifie 

students. (Appendix C}. 

Physical Educator's Ratlng ScaIe: 

71 

The Physlcal Educator's Ratlng scale '"as deslgned to measure the 

student's abllity level ln the physlcal education class. The scaie 

was composed of only one score, ranglng from one to t",-~nty. One 

meant very very poor, flve poor, ten average, fifteen good and twenty 

excellent. (Appendlx 0). 



( 

( 

Procedures 

A pilot study was conducted with ten adults with an intellectual 

disabllity ln orde r to determine the understanding and flexibllity 

of the PPHS. The subjects were ten French Canadians recruited from a 

Centre D'accueil. These subjects were engaged in a hebdomadai floor 

hockey game for several years. This pilot study was held in a closed 

room near the gymnaslum where the subjects played. One-by-one the 

subjects were asked to come into the room and to answer the 

questions. This first pilot study was done with a d1chotomous answer 

format; yes (l1ke me) or no (unlike me). Results revealed that these 

subjects were very intrinsically motivated towards sport but the 

comprehension of the amotivation pictures suggested rephrasing and 

simplification was in order to assure better understanding among 

younger subjects. 

A second pilot study was conducted after several modifications 

to the PPHS. These modifications resulted from the experience of the 

prevlous pilot study and from suggestions made at the thesis 

proposaI. The major change included the addition of a thlrd choice 

as an answer (llttle like me) tC' facilitate statistical analysis 

of the study. The need for the second pilot study was necessary 

to ensure that this population could make a dec1sion between 

three choices of answers and to determine whether other changes 

to the scale facilltated comprehension. 

The second pilot study was conducted two weeks after the first 

study at the same place and with the same population. Seven adults 
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answered the new scale, four of whom did not answer the questionnaire 

on the first occasion. Furthermore, this new version of the scale was 

administered the next day to five students from the school where the 

main study was conducted. It was important to assure that younger 

individuals would understand the questions and the concepts of the 

PPMS, as weIl as adults. Results indicated that the scale was 

comprehensible for aU subjects and discriminated among motivational 

types. 

Permission to conduct the main study at Joliette was first 

obtained from one experlenced staff member who presented the study 

at a staff meeting. No objections were raised and ail staff and 

principal promised their total support. This maIn study was 

was scheduled to start in late sprlng, 1991. 

Through staff members, data on each student's academic ability 

were obtained but the experimenter only dealt with subjects by 

number thus ensuring the subject's anonymity Conly teachers knew 

the names of the sub)ects). 

The protocol for the t!l'5ting was identical for ail s ubjects. The 

subjects were introduced ta the project in their classroom by a staff 

member and were dlsmissed Individually from the class. Ali scales 

were completed in a separate room. The subject was introduced to the 

researcher and left together to conduct the exper1rnent. The 

exper1rnent wa~ conducted ln a closed room containing two chairs 

and one table. Bath researcher and subject were seated whlle 

answerlng the questions. The testing began by a simple e~lanatlon 

on the study's nature and the reason why the study was conducted 
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(Appendix E for details). As an example "Thank you for helping me 

wlth my school's project. My project is sport related and its 

purpose is to find out why students in general participate in 

sports". The researcher asked the subject if there were any 

questions; if not, the experlmenter explained the protocol of 

testing. Before starting the questionnaire, the experimenter 

practiced the concept "l1ke me", "little like me" and "unl1ke 

me", with the two pictures designed for this purpose. Once it was 

clear that the subject understood the concepts, the PPHS was 

administe red. 

The researcher read the sentence clearly, once, while the 

5 ubject looked at the picture èa ,J concentrated on both the picture 

and the sentence. After five seconds, the subject was asked to show 

the appropriate response, or if he/she felt more comfortable, 

to verba15ze the answer. Only one answer wa! accepted. If needed, 

the reading of the sentence was repeated once. When the PPHS was 

flnished, the s ubject \..4as asked to answer Harter's questionnaire 

which consisted of four other questions regarding his/her 

perceived competence in physical skill. Upon completlon of the 

testing the subject was asked for feedback on how he/she l1ked 

particlpating in the study and was thanked for his/her 

cooperation. 

Two staff members were asked to answer the Teachers' 

questionnaire about a particular pupll. The staff member was 

asked to provide h!s/her first overall Impression that cornes 

Immedlately to mlnd. The physlcal educator answered the 
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rating scale for each single individual. 

The PP MS was readministered one week later, following the 

initial testing to establish temporal stability of the PPHS. The 

testing took place in the same room with twenty-one subjects, 

selected randomly from the ability groups. The same protocol 

as in the first testing was followed for aU the tests. 

Treatment of the Data 

The present study used descriptive and inferential statist1cs. 

The data were analyzed to assess: (1) subject's characteristics; 

(2) the temporal and internaI reliabillty; (3) the study's validity. 

It was important to determine if academlc chardcteristics of 

subjects had to be considered. Three analyses of variance were 

performed to analyse effects among groups accordlng to age and 

academic abillty. Two, one-way analyses of variance were performed 

to determlne differences among the three age groups related to the 

motivational orientation measured by the PPHS and to determine 

differences among the three academ1c abil1ty groups on the PPHS. 

A two-way analysis of variance was performed to determine any 

interaction among age and abllity levels related to PPHS, but only 

with two age and abllity levels since there were sorne cells of too 

few subjects in the complete 3 x 3 design. At-test was also 

performed to compare gender differences. 

Two measures of rellab1l1ty were assessed. The temporal 
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stability of the PPHS was determined by " test-retest intraclass 

correlation formula. Secondly, Cronbach alpha was determined 

to establish the PPHS's internaI consist:ency reliability 

(Cronbach, 1951). 

To val1date the PPHS, Pearson-Product moment correlations were 

caiculated among the four subscales of the PPHS to determlne if the 

results obtained corresponded wlth the Cognitive Evaluation Theory 

and other scales (Briere, 1991; Vallerand & O'Connor, 1990; 

Valle rand, et al., 1989). Also Spearman correlation analyses was 

used to determlne the construct valld1ty of the PPHS by correlating 

the consequence of Harter's questionnaire, the Physlcal Educator's 

and the Teachers' questionnaire related with the PPHS. Spearman 

correlation analyses were used in th1s phase because the data 

were ordinal. 

l . 
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Chapter 4 

Results and Discussions 

The purpose of this research was to develop and valldate a 

pictorial motivational scale in physical activity for individuals 

having a mild ;l''\tellectual disability. Of particular interest was 

the measurement of different motivational aspects such as 

intrinsic (lH), extrinsic\self-determined (EHSD), extrinsic\ 

non self-determined (EHSD), amotivation (AH). This chapter 

will be divided into three sections (1) Subjects' characteristics 

(2) Reliability (3) Validation. 

Subjects' Characteristics: 

Two one-way analyses of variance with post hoc tests 

(Scheffé) were conducted to determine if there were differences 

between age and academic ability. Individuals with an intellectual 

disabil1ty must not be considered as an homogenious group and may 

dlsplay differences among mental abtlity levels (Hoover & Wade, 

1985; S110n & Harter, 1985). Even though the school was designed 

for a relatively narrow range of persons with an inteIIectual 

disability, the youngsters were designated as low, average or high 

.: t· in academic abili ty. Furthermore, oider individuais should be more 
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aware of thelr self-perception than younger Indivlduals (Harter, 

1978). According to Haywood and Switzky (1985) intrinsic 

mot 1 va t iona 1 or tentation is a funct i on of both chronolog ical 

age and increas lng menta 1 age. Also, accord i ng to Harter (1978), 

the tendency of individuals with an intellectual disabi1ity to 

give socially desirable responses decreases with age. 

In their school, the subjects were divided according to grade 

and academic abili ty. To facil i ta te analyses, subjects weIe 

regrouped by age (12-13, 14-15, 16-18) and three basic academic 

abilities. They original conslsted of one group of secondary one, 

lower skilled; one group of secondary one, higher skil1edi one 

group of secondary two; one group of secondary three, lower 

skilled; one group of secondary three, moderately skilledi one 

group of secondary three, highly skilled. 

The fir!tt one-vay analysis of var iance, determined effects 

among age groups according to each of the four var iables of the 

PPHS, Harter's test, Physlcal Educator rating and the Teachers' 

questionnaire. The results described in Table 1 revea1ed that 

there were no significance difference among age groups at a 

• 05 level related to the PPHS and other scales, except for 

Harter 's scale which revealed a signlficant main effect across 

age. However, the Scheffé post hoc analyses Indicated no 

significant difference. 

The second one-vay anova evaluated differences among the 

three academic ablli ty groups for the varlous moti vational 

(' variables. 
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Resul ts revea led no 5 19n if 1cant d 1 f ferences between academ1c 

ability levels related to the PPHS motivational variables but a 

signlficant dlfferenee oeeured wlth the Physleal Educator's ratlng 

seale (Table 2). Seheffé post hoc analyses Indlcated no slgn1cant 

di fference. For further analys ls all dl fferent groups wIll be 

taken as a homogenous group. 

The third analysls vas a two-way analysis of variance to 

determine effects among age and abllity related to the varlous 

motivatlonal variables. Due to the limited number of subjects 

ln the second age eategory and the mixture of academle abil1ty 

levels ln one of the school' s age groups, the age leve 1 was 

recoded in tvo groups of 12-13 or 16-18 and the aeademie ability 

levels were restrieted to two groups, lowand high. 

The results revealed in Tables 15 to 23 (Appendix F) show a 

signifieant differenees among some motivational variables. The 

first motivatlonal variable reported to have a significant main 

effect with students'age group vas EHSD F (1,36)= 5.82, P <.05 

15 shown in Table 16. These results supported the results from 

Sllon and Harter (1985) that younger ehlldren wlth a mental age 

of elght and less do not have the cogn 1 tive ab1l1 ty to make 

judgements about their self-worth. One can hypotheslze that the 

younger students from thls study, were on the bordellne of havlng 

a mental age of eight. 

The second significant dlffe!rence from the two-way anova 

Cabllity x age) wlth the Physical Educator'.:S ratlng as the 

l 
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Table l 

Comparison of age and motivational variables: 

one-way ana lyses of var iance. 

--------------------------------------------------------------------------
Hot i vat ional Age (years) F p 

var iab1es 

12-13 14-15 16-18 

--------------------------------------------------------------------------
H S.O. H S.O H S. O. 

--------------------------------------------------------------------------
IH 5.85 1. 53 6.90 2.87 6.96 3.03 1. 20 .307 

EHSO 6.00 1. 21 7.81 3.21 7.74 3.01 3.07 .053 

EHNSO 8.70 3.27 8.36 2.87 9.19 3.22 0.32 .723 

AH 11.00 1.97 10.72 1. 73 10.19 1. 81 1. 21 .305 

Harter 12.10 2.46 Il.72 2.14 10.45 2.27 3.40 .040* 

Phy.Ed. 12.55 4.68 14.00 4.71 13.83 3.44 0.71 .492 

Qset1 15.20 4.08 16.63 5.23 14.51 4.17 0.97 .384 

Qset2 18.78 3.02 19.68 2.57 20.00 2.16 0.86 .428 

Qset3 15.15 3.23 17.46 4.69 14.58 4. 80 1. 78 .176 

--------------------------------------------------------------------------
* Denotes age groups s iqnif lcantly di fferent at the .05 level. 

IH: 1ntr1nsic motivat1on, EHSD: extr1nsic mot1vat1on/self-determined 

EHSO: extrinsic motivation/non self-determined, AH: amotl\'ation, Phy.ED.: 

Phys1cal Educator's ratlng, Qsetl: Teachers'quest1onnalre set one, Qset2: 

(' Teachers' questionnaire set two, Qset3: Teachers'quest1onna1re set three. 
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Table 2 

Comparison of ability and motivationa1 variables: 

one-way analyses of variance. 

Hotivationa1 Academie ability levels F p 

var iables 

Low Average High 

----------------------------------------------------------------------------
M SD M SO H SD 

-----------------------------------------------------------------~----------

- IH 6.31 2.98 6.38 2.15 7.18 2.78 0.43 .649 

....... 
EHSD 6.94 3.22 6.90 1. 84 7.54 2.80 0.24 .181 

EHNSD 8.15 3.13 9.80 3.18 8.90 3.36 1. 33 .273 

AM 8.00 1. 66 8.85 1. 74 7.90 1.44 1. 79 .116 

Harter 10.68 3.16 Il.90 2.09 10.27 1.10 2.09 .134 

Phy. Ed. Il.52 4.36 14.38 3.90 14.45 2.16 3.41 .040 1 

Qset1 14.47 4.65 15.14 4. 05 14.63 3.50 0.13 .873 

Qset2 18.78 3.02 19.47 2.37 20.36 2.50 1. 22 .302 

Qset3 14.00 4.26 15.76 4.21 14.36 4.22 0.93 .398 

----------------------------------------------------------------------------
* Denotes ability of groups siqnlficantly di fferent at the .05 leve 1. 
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dependent var iable i5 shown in Table 20 (Append ix F) and dep lcted 

in Figure L There was a significant main effect for ability 

F (1,36)= 5.55, P <.05, a two-way Interactiulls between age and 

academic ability level vas sign1ficant, F (1,36)= 6.40, P < .05. 

Sche f fé post hoc analyses (Table 3) Indica ted a s Ign1 f 1cant 

dif ference between group 3 (1 ower, 16-18) and group 4 (higher, 

16-18) related to the Physical Educator's rating. This 

interaction revealed that the younger lover functioning 

studencs were more hlghly perceived by the physical educator than 

were the older lover functioning students yet the opposJte was 

true for the higher functioning students. One can hypothes .ze that 

these resul ts may be due to the number of years the physical 

educator knew the students, the longer someone knows a person, 

more accurate a rating can be. These resul ts revealed and 

supported Silon and Harter (1985) statement, that the factor age 

makes a difference within this population. 

Thirdly, results of the tvo-wayanova (ability x age) vith 

the Teacher 's questionnaire set one as the dependent variable is 

shown in 'l'able 21 and depicted ln Figure 2. A two-way interaction 

was significant at F (1,36)= 9.59, p <.01. Schef'fé post hoc 

analyses (Table 3) did not reported any signif1cant difference 

within the interaction, due to the vider range in the standard 

devlatlons. The signlflcant dlfferences reported ln the 

Interact10n related to the Teacher' s questionnaire set one 

Indlcates that the younger lover functionlng students vere more 

(' hlghly percelved by the teachers than the lower functloning oider 
' ... 
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students, yet the opposite was true for the higher functioning 

students. The results of the Teachers' questionnaire set one are 

based on the teacher's perception of a particular student's 

feeling toward phys i cal act i vi ty classes. 

The results indicated a four th interaction with Teachers' 

questionnaire set three as the dependent var iable F (1.36) = Il.51, 

at p <.01, and the age x academic ability level see Table 23 and 

Figure 3. Scheffé post hoc analyses (Table 3) indicated a 

significant difierence between group 3 (lower, 16-18) and group 4 

(higher, 16-18) related to the Teachers' questionnaire set three. 

This interaction indicates that the younger lower functioning 

students were more highly perceived than the lower oider students, 

yet the opposite 1s true for the higher functioning students . 

Table 3 

Post hoc analyses regarding interactions from 2 X 2 

analyses of variance using Scheffe test. 

Hotivational 

var iables 

Phy.Ed. 

Qset 1 

Qset 3 

groupl 

12-13,10v 

H so 

12.66 5.567 

17.00 4.000 

16.44 2.793 

Ha in effec:t Age x AbU i ty 

group2 

12-13,high 

H so 

12.45 4.l07 

13.72 3.690 

14.09 3.333 

group3 

l6-18, lov 

H so 

10.50 2.838 

12.20 4.131 

11.80 " .289 

group4 

16-18, hlqh 

H so 

16.50 2.368 

16.70 4.029 

17.*'0 4.477 

F 

M 

4 .207 

1. 402 

4.586 

p 

so 

.0119 

.0279 

.0081 

-------------------------------------------------------------------------------



Figure 1 

P 
h 
Y 

~ s 
~ i 

~ c 
• a .. 
~ I 

1 E 

1 
d _ .. , 

t i.1 , 
c , 

~ 

1· a 
t 
a 
r 

Interactions between age and academic ability 

leve 1 rela ted to the scores means 0 f the Phys ica l 

Educator' s rating. 

20 
19 
18 
17 
16 
15 
14 
13 
12 
Il 
10 

9 
8 
7 
6 
5 
4 o 12-13 years ald 
3 * 16-1.8 
2 

years ald 

1 
-----1--------------------1---------

Law High 

Ab! lit Y 

94 



(~ 

85 

Figure..l 

20 
19 
18 
17 
16 
15 
14 
13 

0 12 
s 11 
e 10 
t 9 

8 
1 7 

6 
5 
4 
3 
2 
1 

1 
1 
1 

1 
1 
1 
1 
1 

1 
1 

1 
1 
1 
1 

1 
1 
1 
1 

1 

1 

Interactions between student' s age and academic 

ability level related to the Teachers' questionnaire 

set one. 

o 12-13 years old 
* 16-18 years old 

1-----1----------------1--------------
Law Hiqh 

AbUi ty 



~ 
~. 

1 

i 
~ 

~ 
f 
~ 
f 
~ 

~ 
~ 
l 
~ 
~ , 
~ , 
! -t 

..... 

Figure 3 

201 
191 
181 
171 
161 
151 
141 

a 131 
s 12 
e Il 
t 10 

9 
3 8 

7 
6 
5 
4 
3 
2 
1 

86 

Interaction between students 'age and academic 

ab i 11 ty levei re Iated to the Teacher' s quest i onna i re 

set three. 

o 12-13 years old 
* 16-18 years old 

-----1-----------------1----------
Low High 

AbU! ty 

4 



( 

87 

At-test was conducted to compare ditferences between 

genders. Previous research regarding individuais with an 

intellectual disabllity (Vallerand & Reid, 1988; Deci & Ryan, 

1985; Vallerand, Deci & Ryan, 1987) demonstrated that females 

appear to be more Intlinslcally oriented and feel more controlled 

by positive feedback while males are more extrinsically oriented 

and are more likely to Interpret verbal feedback as informatlonal. 

Researchers in the field of persons with an intellectual 

disability have aiso argued that gender is an important variable 

to consider since males are more intrlnsically oriented and 

fema les need more peer approva 1 to be mot i vated (Alexander, 

Huganir & ZigIer, 1985; H,uter, 1978). Therefore, at-test was 

(' conducted to see 1 f the:e were any dl fferences between genders. 

Table 4 shows no slgnificant differences between genders on the 

PPMS motlvational scale but shows a dlfference with Harter's 

scale. The significant difference ln the Harter scale is probably 

due to the fact it has specifie ski11s (dribbling, runnlng, 

throwing and cllmbing) which are perceived as male rather than 

female activities. Due to their limited past experience, 

females with an Intellectual disabllity may not have developed 

these sk ills as profic ientIy as d id the ir male counterparts. 

Due to the significant dlfference reported wlth Harter's 

scale between genders, they were considered separately in 

correlations analyses between Harter's scale and the other 

var iables (Table 5). Spearma1'" corre lat ions were used for the 

{ analysis because the study had ordinal data. 
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Table 4 

Comparing differences between genders related to 

the motivational variables using T-test analysis. 

Genders 

Motivational T value P value 

variables 

Male (32) Female (30) 

H S.D H S.D 

-----------------------------------------------------------------~---------

lM 6.18 2.02 7.03 3.12 -1. 26 .215 

EMSD 6.78 2.31 7.63 3.04 -1. 24 .222 

EMNSD 8.21 3.14 9.60 3.04 -1. 76 .084 

AM 10.78 1. 79 10.30 1.93 1. 02 .314 

Harter 12.25 1. 96 10.10 2.36 3.87 .000* 

Phy.Ed. 13.68 4.35 13.20 3.83 0.47 .641 

Q3et1 16.06 4.21 14.10 4.32 1. 81 .076 

Qset2 19.21 2.75 19.46 2.92 - .34 .733 

Qset3 15.93 3.99 14.56 4.75 1. 22 .226 

--------------------------------------------------------------------------_. 
* Denotes groups siqnificantly different at the .05 level. 
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Table 5 

rH 

EHSD 

EHNSD 

AM 

Phy.Ed. 

Qsetl 

Qset2 

Qset3 

Cor re lat i ons ana lyses between Harter 1 s scale and mot i vat i onè!l 

variables using Spearman correlational coefficients. 

Harter 

Males Females 

.3845* .0458 

.4948* .1630 

.4014 .0112 

-.1105 -.3489 

- • 1370 -.2637 

- .1181 -.2545 

-.0133 -.2135 

-.0210 -.1000 

* Signiflcant at .05 

The resul ts from Table 5 showed that relationshlps wl th 

Harter's scale and PPHS's subscales, lH and EHSD, were greater 

for males than females. 
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Reliability 

The reliability of the Poulin Pictorial Motivational Scale 

was determined \Iii th a test-retest to see i ts temporal stabil i ty 

and wi th the Cronbach alpha coe f f ic ient to see i ts internaI 

consistency. 

It was part of the hypothes is to construct an instrument that 

was stable over time. An intraclass correlation coefficient was 

determined with an analysis of variance uSing the formula: 

R= MS subjects - HS interaction 

MS subjects 

The values of each scale are for the 21 subjects included in the 

.... retest and are shown in Table 6. These resul ts revealed tempora l 

stability correlations ranging from .60 to .94. 

The PP MS 's internaI consistency was assessed by Cronbach 

alpha. The values of each scale are represented ln Table 7. Three 

of the s ubsca les of the PPHS are very h igh, between .77 and .85. 

The AH subscale was .53. The other measurements scales showed very 

high values, between .96 to .66. In general the values are very 

sat isfactory. 

-, , 
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ReliabllJty tests for the PPKS 

temporal stabili ty, test-retest. 

lntraclass 

lH .777 

EHSO .875 

EHNSO .944 

AN .608 

Harter .893 

Qsetl .869 

Qset2 .862 

Qset3 .808 

To improve the PPHS internaI eonsistency, reliability 

analyses were done to determine how a specifie plcture 

contributed to the conslstency. 

91 
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Table 7 

Cronbach alpha reliabi li ty test 

for PPHS internal cons istency 

Scales Alpha 

rH .85 

EHSD .77 

EHNSD .78 

AH .53 (.57)* 

nO' 
Harter .66 

Phy .Ed. .90 

Qsetl .89 

Qset2 .75 

Qset3 .96 

* Alpha wi th 4 pictures 

Table 8 shows the alphas when part lcular plctures are 

removed withln each subscale. Because three of the subscales 

demonstrated a very hlgh alpha the main concern in th1s 

analysis, was to see whf:ther the amotivat1on sub!.cale could be 
~ 

f. improved . 
....... 
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Table 8 

Cronbach alpha reliabil i ty analyses of each pictures 

Plcture set aIl -tl -12 -,.3 -'4 
------------------------------------------------------------------
lM .85 .82 .79 .84 . 8~· .80 

EMSD .77 .71 .71 .69 .75 .77 

EMNSD .78 .75 .74 .72 .75 .73 

AM .53 .48 .~1 .57 .34 .53 

By eliminating number three (which corresponded to number 

twe 1 ve ln the scale setting) one can Increase the interna 1 

consistency of the amotivation scale. Thetefore, ln subsequent 

analyses ln this study, the amotlvatlon subscale will include four 

pictures instead of five. In fact aIl amotlvation scores 

previously tabulated represented a score with four plctures 

instead ~f flve. This last step simply describes the decision 

process of elimlnatlng a picture. 

The internaI consistency of the other measurements was aiso 

asses~ed by the same principle of eliminatlon. The results for the 

Harter' s scale and the Teachers' questionnaire are shown in Tables 

.( 9 and 10 respectlvely. 
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Table 9 

P icture set 

Harter 

Table 10 

Questions set 

Qsetl 

Qset2 

Qset3 

Cronbach alpha reliability analysis for 

Harter' s pictures. 

aIl -u -13 

.66 .61 .52 .54 

Cr~nbach alpha reliability analyses of the 

Teachers' questionnaire. 

aU 

.89 

.75 

.96 

-'1 

.86 

.67 

.95 

-'2 

.85 

.82 

.95 

-'3 -'4 

.86 .89 

.70 .66 

.96 .96 

-'4 

.68 

94 

-»5 

.85 

.68 

.96 
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While the rel iabil i ty of Qset2 shows a high alpha but the 

elimination of question improves it. Therefore, for further study, 

question number twa of the Qset2 should be eliminated. However, it 

was not the purpose of this study to validate other instruments, 

thus no changes were made to these questions. 

Validation 

The PPMS's validity was determined by correlational analyses. 

SLlce Cognitive Evaluation Theory conceptualizes the four types of 

motivation to fall along a line of self-determination, one would 

expect that correlations are highest between adjacent types (e .g. 

AM and EMNSD) and lowest between the Most ext~eme scores of the 

continuum (Le. lM and AM). The results are in Table 11. The 

highest correlations were obtalned between EMSD and EMNSD r=.63; 

and between Hf and EHSD r=. 47. Furthermore the lowest 

correlat ions were obtained wi th lM and AM, r= -.21. Therefore, in 

general, the correlation patterns supported the self-determined 

cont inuum go ing fram lM to AM for this part icular clientele in 

physical activity obtained in other domains (Vallerand & O'Connor, 

1991; Vallerand, et al., 1989; Brière, 1991). Several reasons rnay 

explain these results. One, this particular cl1entele learn to 

respond quite early to extrlnsic rather than intrinsic stimuli 

(Cohen, 1986), therefore being more attracted to the extrinsic 

pictures. Second, no previous research done with individuais 

having an intellectual disability has detailed motivation along 
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four types of motivation. In previous research (Haywood & Swi tzky, 

1981)) where the motivational orientation of these particular 

individuals is at issue, no one has delimitated their 

questionnaire in such detail that perhaps, what one calis EMSD 

is in real i ty used as lM in other research. Another factor may be 

that i ntellectua lly d isabled i nd i vid uals do not see much 

difference between the two types of extrinsic motivation. It is 

for this reason that the resul ts revealed a higher correlation 

between the subscales of EMSD and EMNSD than between lM and EMSD. 

Table Il 

Relationship among subscales of the PPM~ 

with a Pearson-Product moment correlation 

Subscales lM 

lM 

EMSD 

EMNSD 

AM 

* p <.05 

EMSD 

.47 

EMNSD 

.35 

.63 

-

AM 

-.21 

-.20 

.02 
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The results of the other correlations were moderate (i.e. IM 

and EHNSD, r= .35). Therefore in general the correlation pattern 

follows the continuum of self-determination. These results support 

~he Cognitive Evaluation Theory of Deci and Ryan (1985a) in 

relation of the self-determlnation role wlthln human motivation in 

addition to supporting the validity of this motivational scale. 

Theoretically, the results of this thesis agreed with the 

Cognitive Evaluation Theory's hypothesis (Deci & Ryan, 1985a) 

regarding the implications of different types of motivation. 

According to Deci and Ryan, one's motivation toward an activity 

will vary as a function of feelings of self-determination and 

self-competence experienced during a particular activity. Events 

which can produce an increase or a decrease of one of these 

feelings, will lead to changes regarding intrinsic motivation, 

extrinsic motivation and amotivation. Results obtained between 

the perception obtained between the perception of self­

determination and self-competence measured by three other scales 

and the different forms of motivation measured by the PPHS 

supported this hypothesis. 

The correlations between the subscales of the PPMS and the 

Harter's scale were measures of construct validity. According to 

the Cognitive Evaluation Theory, events enhancing feelings of 

self-competence in a self-determined context should increase lH 

and EHSD. Results (Table 12) from the Harter's scale revealed that 

perceptions of self-competence were more positively correlated 

~~ with lH and EHSD Cr=.33) and negatively correlated with AH 
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(r=-.39) which means, a high level of competency corresponds to a 

low level of AH. These results revealed that educable 

intellectually disabled individuals can determine their level 

of competency as weIl as non disabled individuals. Similarly, in 

the results of EHSD and EHNSD (r-.33) and (r=.30) these two 

results indicated that indlviduals with an intellectual disability 

do not make a strong distinction between the two types of 

extrinslc motivatiorl (Vallerand, personal communication, 

September, 1991). 

The correlations between the subscales of the PPHS and the 

Physical Educator's rating scale were also measures of construct 

validity. According to the Cognitive Evaluation Theory, persons 

high in ability are likely to be particularly motivated toward 

physical activity. As noted in Table 12, results are very similar 

among correlations and indicates that there is an agreement 

between perceptions of self-determinat ion and self-competence of 

the subjects and the physical educator. In addition, these results 

bring more support in the PPHS validity, because the four 

mot i vat lonal subs,cales of the PPHS are sens 1 t 1 ve enough to be 

percelved slmilarly by the subject and the physical educator. 

The correlations between the subscales of the PPHS and the 

Teachers' questionnaire was also a measurt of construct validity. 

The results (Table 13) indlcated 51milarlty among the three sets 

and showed agreement between perceptions of the self-determination 

and self-competence of the subjects and the teachers. Positive 
~ t correlations are related with IH and EMSD while negative 
....... 
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correlations are related to AH. These results brinq additional 

support in the PPHS validity because the PPHS's four motivational 

subscales are sensitive enouqh to be perceived similarly by the 

subjects and the teachers. 

Table 12 

Relationshlp between Harter's scale and the PPHS and 

relationshlp between Physlcal Educator'~ ratinq and 

the PPHS: Pearson-Producè moment correlatlon. 

Subscales 

IH 

EHSD 

EHNSD 

AH 

Harter 

.22 

.33 

.30 

-.39 

Phy.Ed. 

.07 

-.01 

-.26 

-.34 

The results obtalned in this thesls in qeneral, also support 

relationships between the functional aspect of an event and one's 

motivation (Deci & Ryan, 1985a). The results revealed that the 

perception of a controllinq event is related posltively with 

~. extrlnsic motivation and the informatlonal event ls related 
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positively vith intrinsic motivation and the amotlvational event 

is related positively vith amotlvation. These results do not 

clearly dp!ine extrinsic motivations. Hore research has to be 

conducted vith individuals having an intellectual disability to 

obtain more distinction among subscales. 

Table 13 

Re1ationsh!p between the Teachers' questionnaire 

re1ated to the PPHS and other scales: Pearson-product 

moment correlation. 

Subscales Qset1 Qset2 Qset3 

lH .21 .15 .22 

EMSD .29 .15 .24 

EMNSD .18 .01 .11 

AM -.53 -.31 -.57 

HARTER -.25 -.03 -.12 

Phy.Ed. -.48 -.56 -.51 

QSET1 -.67 -.84 

QSET2 -.68 

QSET3 

Further analysls vas do ne to see the number of subjects 

scorlng hlgh in lM (Table 14). Thlrty four subjects scored a 
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perfect five in lM as compared to twenty one in EMSO, twelve ln 

EMNSO, and zero for AH. These results support the Cognitive 

Evaluation Theory as whether indlviduals can demonstrate more 

than one type of motivation accordin~ ta the event referred to 

(Decl & Ryan, 1985a). 

Table 14 

Students' scorinq on the PPHS. 

PPHS subsca les 

Scores 

IH EHSD EHNSD AH 

5.0 34 21 12 0 

4.5 14 9 9 0 

4.0 5 9 8 4 

3.5 3 7 4 2 

3.0 0 4 5 9 

2.5 5 5 8 14 

2.0 0 .. 8 15 

1.5 2 a 2 7 

1.0 1 1 4 7 

0.5 2 2 3 3 

0.0 1 2 4 6 

-------------------------------------------------------------
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These results aiso supported Haywood and Switzky (1986) 

statement that individuals with an intellectual disabillty 

can b~ intrinsica1ly oriented as weIl as indlviduals with no 

intellectual disability. They indlcate, that individuals wlth 
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an intellectual disabllity can determlne very weIl their. ~e1f­

perceptIon towards a partlcular subject. 

Based on a strong theoretical background, results of this 

thesis lliustrated the practicality of PPHS to study motlvational 

orientation of exceptional individuais in physical actlvity. 

Even though Indlviduals with a mild Intellectual dlsabillty do not 

dlscriminate as weIl among extrinslc motivations as do indivlduals 

wlth no Intellectual disabilJty, with the PPHS these special 

individuais demonstrated that the y can be knowledgeable about 

their self-competence and self-determination ln a physical 

activity setting. To acquire further knowledge, the assessment 

of the PPHS should be promoted to achieve greater understanding 

of these people's motivation. 
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Chapter 5 

Summary and Conclusions 

The purpose of thls research vas to develop and val1date a 

pictorial motivational scale ln physical actlvity for people havlng 

a mlld Intel1ectual d15ab1l1ty. To valldate the motlvatlonal scale, 

correlations vere conducted betveen the PPHS and Harter's pictures 

from a pictorial competency scale for young chlldren (Sl1on & Harter, 

1985), the Physical Educator's rating scale and by a Teachers' 

(: questionnaire. The results of these correlations support the valldity 

of the PPHS. Also demonstrated vas the internaI consistency and the 

temporal rel1ability of the PPHS. This chapter is divided Into five 

sections: 1) Summary of the methodology, 2) Summary of the findings, 

3) Conclusions, 4) Implicatlons/ Applications of thls research, 

5) Recommendations for further studies. 

Summary of the methodoloqy: 

There are publlshed scales to assess lntrlnsic motivation ln 

sport (Weiss et al., 1985; HcAuley et al., 1989) and related 

motivational constructs for intel1ectual1y dlsabled Individuals 

(Kunca , Hayvood, 1969; S110n & Harter, 1985). Hovever, there are 

( .. no motivatlonal scales of persons vith an lntel1ectual dlsabllity ln 
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a sports setting vhich considers intrinsic motivation, extrinsic 

motivation and amotivation. The Poulin Pictorial Motivational Scale 

vas des~9ned to Till this void. The PPMS measures four types of 

motivation Cintrinsic motivation (IM) .. extrins1c motivation/self­

determined (EHSD), extrinsic motivation/non self-determined (EHNSO) 

and amotivation (AH» and it is composed of twenty randomly, ordered 

pictures from vhich five questions vere designed for each 

motivational type. 
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In the PPHS's development, seven parts vere necessary to create 

the final product. Part one consisted of fam1l1arization vith the 

Cognitive Evaluaion Theory of Oec1 and Ryan (1985a) and some of the 

scales used in sports, vith chlldren and vith individuals having an 

intellectual disability. The second part conslsted of gathering 

informatior: on scale format used to assess individuals vith an 

intellectual disablllty. Part three vas used to formulate statements 

in sport for each motivational type regarding a person havlng an 

intellectual disabillty. The next step, part four, vas the 

elaboration of the dr,1vings by an artist based on specifie 

criteria. From a pool of sixt y-four pictures and sentences, part 

five refered to the selection of the thirty mixed best plctures and 

sentences as best representing the theoretical constructs of the 

Cognitive Evaluation Theory. The sixth phase vas to flnallze the 

tventy Most suitable pictures based on an elderly scale 

(Valle rand & O'Connor, 1990) and to add a second questionnaire 

(Harter & Plke, 1984) for students to measure thelr perception of 

self-competence in some physical skills. To assure conslstency in 
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the ~tudy, translation to Engl1sh to French and French to Engl1sh 

by professionals vas done. Finally, after a thorough presentation 
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the last part, seven, included moderate changes to improve the PPHS. 

Such changes included adding a fourth picture to Harter's scale, 

lmproving the format of the Teachers' questionnaire and some of 

the PPHS's p1cture. 

The Cognitive Evaluation Theory explaJlns changes in intrinsic 

motivation and ls formulated ln terms of the functlonal slqn1flcance 

of events for one's intrlnsic need for competence and self­

determinatlon (Valle rand, Deci & Ryan, 1987). It suggests that tvo 

processes can be responsible for changes in lM, the perceived locus 

of causal1ty process and the perceived competence process. 

(~ According ta Cognitive Evaluation Theory, IH varies as a 

functlon of perceptions and feelinqs of self-determination, therefore 

persons hlgh in ab1l1ty are likely to be particularly intrinslcally 

motlvated ln that particular area. To see If the results obtalned 

from another scale support the self-determination theory of Deci 

and Ryan (1985a), three other scales vere added to assess the 

valldity of the PPHS. 

Sixty-two students from the Thérèse-Martin hiqh school in 

Joliette ansvered the tventy questions of the PPMS and the Harter's 

scale. A physlcal educator and two teachers answered their 

questionnaire. Tventy-one subject:'J partlcipated a veek later for 

a retest of PPHS and Harter's scale. In addition, the physical 

educator and the teachers followed the same procedures vith regard 

(" to the twenty-one students. 
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Summary of the findings 

The data of the present study were analyzed to assess the 

subject's characterlstlcs, the scale's temporal and lnternal 

reliability and Its valldity. 

Analyses of varIance were performed to analyse any effects 

among groups accordlng to age and academlc abllity. Two one -way 

analyses of variance with post hoc tests (Scheffé) were conducted to 

determlne any differences between age and academ1c abllity. Results 

revealed no significant difference among groups. Therefore, 

for subsequent analysis aU d1ffer~nt a;,.f)Ups were reqarded 

as a homogenous group. A two-way ahova was performed to 

determine interaction effects among age and ability related to the 

various motivational variables. Results revealed some signlflcant 

differences amonq various motivational variables. EHSD was the 

first motivational variable to have a sign1f1cant main effect with 

students' age group. These results supported the results from 

Silon and Harter's study (1985) that younger chlldren with a mental 

age less than eight, do not have the cognitive abllity to make 

self-worth judgements. From the perspective of this study, one can 

hypothesize that the younger subjects were on the bordel1ne of 

having a mental age of eight whereas older subjects demonstrated 

more knowledge about their self-worth. 

The second signlf1cant difference appeared with the Physical 

Educator's rating as the dependent variable. Results showed a 

i1 significant main effect for ability and a two-vay interaction 
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betveen age and academic abllity level. Post hoc analyses Indicated 

a signlficant difference betveen oIder lover functloning subjects 

and older hlgher functioning. The phys1caI educator's perceptIon was 

higher tovard the oIder higher functioning subjects than the oIder 

lower functioning ones, and the opposite was true with the younger 

subject groups. 

A third signiflcant interaction vas reported from the tvo-way 

anova Cabllity x age) with the Teachers' questionnaIre set one 

as the dependent variable. ThIs interaction Indicated that youn~{!~ 

lower functioning vere more highly perceived by the teacher than the 

lover functionlng older student, yet the opposite vas true for the 

higher functloning subjects. 

The results Indicated a fourth interaction of the tvo-vay 

anova (abllity x age) with Teacher's questionnaIre set three as 

the dependent variable. Poet hoc analyses indlcated a slgnif1cant 

difference betveen older lover functloninq subject and the older 

higher functioninq. The resuIts revealed that perceived the younger 

lower functioninq students vere more highly perceived than the lover 

older students. 

A t-test vas conducted to compare differences betveen genders. 

Results revealed no siqnificant differences betveen gender on the 

PPHS but shoved a slqniflcant difference vith Harter's scale. 

Spearman correlations vere used to conduct further analysis. Results 

supported prevlous l1terature as vhether males displayed a hlgher 

IH orientation than dld females subjects. 
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To determine the PPMS rellabllity, a test-retest was used to 

analyse its temporal stabllity and Cronbach alph~ coefficient to 

analyse its internaI consistency. Results revealed that the PPMS had 

a high temporal stability and internaI consistency. Other 

reliability analyses were done to determine how a specific picture 

contributed to the scale's consistency and particularly whether 

the amotivation subscale could be improved. 

The PPMS's validity was determined by Pearson Product moment 

correlations. Since Cognitive Evaluation Theory conceptuallze the 

four types of motivation to faU along a Une of self-determination, 

one would expect that correlation are highest between adjacent types 

and lowest between the most extreme scores of the continuum. 

Results revealed that the hiqhest cori:elations were obtained 

between EHSD and EHNSD, and between lM and EMSO. Furthermore the 

lowest correlations were obtained with lM and AH. 

S~veral correlations between the subscales of the PPHS and the 

three other scales used in this study were measures of construct 

validity. Results from the Harter's scale revealed a positive 

correlation with IH and EHSD and a negative correlation with AH. 

This indicates a hiqh level of competency corresponds to a low level 

of AH whlch confirms that these special individuals can determinl! 

their level of competency. Results from the Physical Educator's 

rating scale and the PPHS's subscales Indicated an agreement between 

the subject's self-perception/ self-competence and the physical 

educator's perception. Further results obtained with the Teachers' 
~ ,. questionnaire indicated s1mllarlty amonq the three sets and showed 
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agree'ment between subjects and teachers' perceptions. In general, 

the correlation patterns supported the self-determined continuum 

g01ng from lM to AM for th1s particular clientele. 

Theoretically, the results of this the sis agreed with the 

Cognitive Evalua/;ion Theory regarding the implications of different 

types of motivation and events which enhanced feelings of self­

competence in a self-determined context and the funct10nal aspect 

of an event with one's motivation. Furthermore, these results 

demonstrated that ind1viduals wlth an intellectual disabUity can 

be intrinsically oriented and can determlne their self-perception 

toward a partlcular subject .:tnd can demonstrate different kinds of 

motivation toward a same domain. 

Conclusion: 
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The purpose of this study was to develop and val1date a pictorial 

motivational scale which measured the Intrins1c, extrinsic: and 

amotivation in physical activity for people having a mild 

intellectual dlsabllity. The Poulin Pictorial Hot1vatlonal Scale 

(PPMS) was determined to be rellable and valida 

The results gathered with this study suggested that It is 

possible to study motivation in physical actlvity for indlviduals 

having a mild intel1ectual dlsability. However, because the results 

obtained with thls scale must be considered as the beginning of the 

work to validate thls instrument. Further research must follow 



....... 

Imt>lication/application: 

Based upon the findings of this study and withln the limitations 

of the design, the Poulin Pictorial Motivational Scale i5 a good 

instrument to improve assessment in physical actlvity with this 

population. The main implication is that professionals now have an 

instrument that may facllitate greater understanding of persons with 

an intellectual disability. In this manner one can provide programs 

that better meet their needs. Aiso professlonals 'liant to increase lM 

to facllitate the development of autonomy and the necessary 

motivation to help them go through failure experiences wlth renewed 

energy to grow and to develop. 

Recommendations for further studles: 

1. The pictorlal motlvatlonal scale could be repeated with other 

subjects who vary more wldely on measures of la, or from other 

backgrounds to see If results are consistant. 

2. The amotlvatlon subscale mlght be improved by revlewlng the 

plctures or the sente'l'lces separately. 

3. The same study could be done wlthout the use of pictures to see 

how strongly the plctures contribute to the understandlng of the 

scale by Indlviduals having a mlld intellectual disability . 
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4. Some of the sentences ln the PPHS had soclally deslrable 

responses vhlch mlCjht not reflect the true opinion or bellef, for 

example, I participate ln physical activity to be ln shape. 

Therefore another study which el1minated such question would be 

interestlnq. 

5. The PPHS permits a researcher to determlne the primary 

motivational orientation toward physical activity for lndivldual 

with an intellectual disabWty. Future research can nov evaluate 

the myrlad of potential factors which influence and cause this 

orientation to emerge. 

6. Sinee the PPHS has been valldated with individuals vitb an 

intellectual disabWty, it would be desirable to assess its 

valldity vith other qroups, for example, those vith cerebral 

paIsy. 
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JE REGARDE LA TÉLÉVISION 

APRÈS L'ÉCOLE. 
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, 
J'ECOUTE SOUVENT LA RADIO. 
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Choices of answers 

" 



COMME MOI 

UN PEU 

COMME MOI 

} PAS COMME MOI 
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Beqlnnlnq sentence 
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JE FAIS DU SPORT 
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The Fr~nch version of the PPHS 

in testlng order 
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" POUR ETRE POPULAIRE AVEC 

MES AMIS. 
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JE ME DEMANDE SI JE DOIS 

(- QUITTER. 
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PARCE QUE LE SPORT FAIT 
A 

~ PARTIE DE MOI-MEME. 
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MAIS, JE NE REUSSIS PAS TRES BIEN 
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POUR FAIRE PLAISIR A MES 

A 

PARENTS OU MON ENTRAINEUR. 
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PARCE QUE CIEST L'FUN. 
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POUR RECEVOIR DE L'ATTENTION 

DE LA PART DE MON PROF -

FESSEUR. 
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PARCE QUE C'EST UNE BONNE 
, 

MANIERE DE RENCONTRER DES 

GENS. 
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JE ME DEMANDE SI ÇA VAUT 

LA PEINE DE CONTINUER. 
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MAIS, C'EST ENNUYANT. 
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PARC E QUE JE PE'NSE QUE 

C'EST UNE BONNE FAÇON 
, 

D'APPRENDRE DIFFERENTES 
A 

CHOSES QUI PEUVENT ETRE 

UTILES DANS LA VI E. 
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POUR DEMONTRER AUX AUTRES 

QUE J'EXCELLE DANS LES SPORTS. 
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MAIS, JE NE SUIS PAS BON. 
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, 
POUR RECEVOIR DES RECOMPENSES 

, 
COMME DES MEDAILLES ET DES 

, 
DES TROPHES. 
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PARCE QUE J'AI DÉCIDÉ DE 
, 

DEVENIR UN ATHLETE. 
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CETTE PERSONNE EST TRÈS BONNE À FAIRE REBONDIR LE BALLON. 

( .. 
ETES-VOUS? 

TRÈS TRÈS BON(NE) 

4 

ou 

• TRES BON( NE) 

3 

, , 
CETTE PERSONNE N'EST PAS TRES BONNE A FAIRS REBONDIR LE BALLON 

UN PEU BONt4eJ 

2 

OU 

® , 
PAS TRES BON(NE) 

, 
i 1 

( 



. . 
CETTE PERSONNE EST TRES BONNE A LANCER UNE BALLE. 

AI 

ETES-VOUS? 

----

• • 
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TRES TRES BON(NE) 

.. 

4 

Ou 

TRES BON(NE) 

3 

CeTTE PERSONNE N'EST PAS TRES BONNE A LANCER UNE BALLE. 

, 
p .. ----

\ 

'\ 
A 
~ 

UN 'EU BON(HE) 

2 

ou 

, 
PAS TRES BONINE) 

1 
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CETTE PERSONNE PEUT COURIR TRES VITE. 

• 
ETES-YOUS? 

. .. 
TRES TRES YITE " OU TRES YITE 

4 3 

~ 
! ' 

'-' 

CETTE PERSONNE NE PEUT PAS COURIR VITE . 

UN PEU VITE OU 
.. 

PAS TRES VITE 

2 1 

, 

"-" 
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CErrE PERSONNE EST TRES BONNE A GRIMPER, 154 

,. 
ETES-VOUS? 

. . 
TRES TRES BON(NE) 

4 

OU 

. 
TRES BONCNE) 

3 

, 

........ , . 
CETTE PERSONNE N'EST PAS TRES BONNE A GRIMPER, 

UN PEU BONCNE) 

2 

OU 

PAS TRES BONCNE) 

..." . , , . 
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' . , . 
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• de l'etudiant ________ __ 

Questionnaire de l'enseignant 

S.V.P. répondez aux questions en vous réferant à un etudiant. Vous devez 
l'évaluer avec une echelle continue de 1 à 5. Vous devez encercler le chiffre 
conrespondant à la bonne réponse. La signification des chiffres se deflnit 
comme ceci: 
1= pas du tout, 2= rarement, 3= des fois/un peu, 4= bien/ la plupart du temps, 
5= très bien/ tout le temps. 

-L'étudiant trouve l'activité physique ••• : 

.1 ' fun. 1 2 3 4 5 

.sa matière favor i te. 1 2 3 4 5 

• intéressante. 1 2 3 4 5 

.son principal passe-temps. 1 2 3 4 5 

.plaisant. 1 2 3 4 5 

-L'étudiant en éducation phy~ique ••• : 

.écoute bien le professeur. 1 2 3 4 5 

.est souvent dans la lune. 1 2 3 4 5 

.arr ive à temps. 1 2 3 4 5 

.participe bien. 1 2 3 4 5 

.ne suit pas les ordres. 1 2 3 4 5 
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( 
-L' étud iant face a l'activité physique est ••• : 

. joyeux. 1 2 3 4 5 

.heureux. 1 2 3 4 5 

.content. 1 2 3 4 5 

.enthousiaste. 1 2 3 4 5 

.ravi. 1 2 3 4 5 

(~ 
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The Physlcal Educator's ratinq scale 



( 
Echelle de mesure 

S.V.P., mesurez l'habileté de l'étudiant en activité physique en le 

comparant avec des gens du même âge et de la même déficience. 

1 ...........••.. très, très, pauvre 

2 

3 

.. 
5 •••••••••••••• • pauvre 

6 

7 

8 

9 

10 ............... moyen 

11 

12 

13 

14 

15 .....••.....••.. bon 

16 

17 

18 

19 

20 ••.•••••.•..••.. exceptionelle 

. 
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le numero de l'étudiant ------ reponse _________ _ 
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Appendlx E 

Procedural statement 



( Procedural statement 

1 

Bonjour, comment !a va ? (donne une poignee de main)... Hon nom 

est Carole et toi? .• , Merci de bien vouloir m'aider avec mon projet 

d'école. S.V.P. viens t'asseoir ici, à côté de moi (j'indique la 

chaise avec ma main). Est -ce que quelqu'un t'a expliqué en quoi 

consiste mon projet? ... OK, donc je vais te décrire brièvement en 

quoi consiste mon projet. Je fais un projet concernant la 

la participation des étudiants dans le sport. Je veux savoir, 

pourquoi les étudiants sont intéressés à faire du sport. C'est 

intéressant n'est-ce pas? 
, 

Ceci est le questionnaire. Il est compose de vingt photos, 

toutes sur le sport. Moi, je te lis la phrase sur la photo et toi 

tu dois me répondre "comme moi", ou un peu comme moi", ou "pas 

comme moi" ou si tu préfères réponds "oui" ou "des fois", ou "non". 

n n'y a pas de bonnes ou de mauvaises réponses, ça dépend de la 

personalité de chacun ••. 

Avant de comm~ncer, je vais te présenter deux photos qui ont 

aucun rapport avec le sport, pour te montrer comment ça fonctionne 

puis après répondre à tes questions. Hoi je vais inscrire ta réponse 

sur une feuille. Je ne prends pas ton nom en note, ça reste anonyme. 

C'est juste pour être capable de voir si les étudiants aime le sport 

ou pas. Es-tu prêt(e)? .. 

Donc voici la première photo: Je regarde la télévision après 

l'école. "Comme moi", "un peu comme moi" ou "pas comme moi" ••• 

(' C'est vrai, tu regardes la T.V. souvent? •• Que regardes-tu? •. 
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OK, Ca va? .. Oes questions? .. La deuxieme photo: J'écoute souvent 
) 

la radio .... (même type de réponses). L'idée principale du 

questionnaire est de savoir pourquoi fais-tu du sport? Es-tu 

prêt Ce)? .. N'oublie pas, 11 n'y a pas de mauvaises réponses. La 

première photo: "Tu fais du sport pour être populaire avec tes 

amis" •.. 

Après la vingtième .•. , j'ai quatre autres cartons avec deux 

photos sur chacune d'elles, je vais te demander une question et 

tu m'indiques la réponse qui te convient. Voici la première photo. 

Laquelle de ces deux personnes est comme toi? Cette personne est 

très bonne à faire rebondir le ballon et cette personne n'est pas 

très bonne à faire rebondir le ballon. OK, Cdépendamment du choix 

de la personne, je montre seulement les deux réponses correspon­

dantes à la photo et la personne doit choisir parmi les deux). 

Four times liked that, the presentation of these plctures were 

done in two phases. 

Après les deux questionnaires: C'est terminé, as-tu aime' 

cela? •. Merci de m'avoir aider dans mon projet. Bonjour, à la 

prochaine •.. 
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Tables of Two-Way Anova 
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Table 15 

IH 

by AC)e 

Abll1ty 

Comparlson of age and abll1ty on Intrinslc motivation 

(PPHS): 2 X 2 analysls of variance. 
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----------------------------------------------------------------------------
Source of Variation ss OF HS F p 

-----------------------------------------------------------------------------
Age 11.118 1 11.118 1.721 .198 

Ab1l1ty .145 1 .145 .022 .882 

AC)e x Abl11ty 10.366 1 10.366 1. 604 .213 

Explalned 20.499 3 6.833 1.058 .379 

Residual 232.601 36 6.461 



( 

(' 

Table 16 

Comparison of age and ability on extrinsic motivation/self­

determined (PPKS): ? X 2 analyûis of variance. 

EKSD 

by Age 

Abi 11 ty 

Source of Variation 

Age 

Abl1ity 

Age x Ability 

Explained 

Residual 

SS 

35.178 

.028 

3.043 

37.293 

217.482 

OF HS F 

1 35.178 5.82 

1 .028 .005 

1 3.043 .504 

3 12.431 2.058 

36 6.041 

- Denotes pairs of groups significantly different at the .05 level. 
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p 

.021-

.946 

.482 

.123 
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Table 17 

Comparison of age and ability on extrinsic motivation/non self-

determined (PPHS): 2 X 2 analysis of variance. 

EHNSO 

by Age 

Abllity 

------------------------------------------------------------------------------
Source of Variation SS OF HS F P 

------------------------------------------------------------------------------
Age 

Abl11ty 

Age x Abl11 ty 

Explained 

Residual 

4.510 

28.160 

14.753 

47.344 

359.631 

1 

1 

1 

3 

36 

4.510 

28.160 

14.753 

15.781 

9.990 

.451 

2.819 

1. 477 

1. 580 

.506 

.102 

.232 

.211 
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Table 18 

AH 

by Age 

Ab1l1ty 

Comparison of age and ability on amotivation (PPHS): 

2 X 2 ana lysis of var lance. 
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------------------------------------------------------------------------------
Source of Variation SS DF MS F p 

------------------------------------------------------------------------------
Age 1.371 1 1.371 .454 .505 

Ab1l1ty 6.985 1 6.985 2.315 .137 

Age x Ability .684 1 .684 .227 .637 

Explalned 9.291 3 3.097 1.027 .392 

Residual 108.609 36 3.017 



........ 
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Table 19 

Ha ... ter 

by Age 

Abillty 

Compar Ison of age and ab! 1 i ty on Harter' 5 scale: 

2 x 2 analys 15 of var lance. 

Source of Var latton SS OF HS 

168 

F p 

------------------------------------------------------------------------------
Age 21.803 1 21.803 3.203 .082 

Abll1ty 13.089 1 13.089 1.923 .174 

Age x Abll1ty .607 1 .607 .083 .767 

Explalned 37.693 3 12.564 1. 846 .156 

Resldual 245.082 36 6.808 
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Table 20 

Phy.Ed. 

Comparison of age and abllity on Physica1 Educatorts rating 

scale ~ 2 X 2 analys i 5 of var lance. 

by Age 

Ablllty 

169 

-------------------------------------------------------------------------_ .. _--
Source of Var lat ton ss OF HS F P 

------------------------------------------------------------------------------
Aqe 8.780 1 8.780 .586 .449 

Ablllty 83.328 1 83.328 5.558 .024* 

Aqe x Abil1ty 95.991 1 95.991 6.403 .016* 

Explained 189.248 3 63.083 4.208 .012 

Resldua1 539.727 36 14.992 

* Denotes pairs of qroups slqnlficantly dlfferent at the .05 level. 
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Table 21 

Qset l 

Comparhon of age and ability on Teachers' questionnaire set 1: 

2 X 2 analysis of variance. 

by Age 

Ability 

170 

------------------------------------------------------------------------------
Source of Variation SS OF MS F p 

------------------------------------------------------------------------------
Age 

Abillty 

Age x Abl1ity 

Explalned 

Res idual 

8.305 

3.747 

150.279 

159.893 

563.882 

l 

1 

1 

3 

36 

8.305 

3.747 

150.279 

53.298 

15.663 

.530 

.239 

9.594 

3.403 

** Denotes pairs of groups slgnificant1y different at the .01 1e'le1. 

.471 

.623 

.004*" 

.028 

i 
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Table 22 

Comparlson of age and abllity on Teachers' questionnaire set 2: 

2 X 2 ana1ysis of variance. 

Qset 2 

by Age 

Abillty 

------=~----------------------------------------------------------------------

Source of VariatIon ss OF HS F p 

----------------------------------------------------_.-------------------------
Age 1.106 1 1.106 .153 .698 

Abl1~ty 4.422 1 4.422 .612 .439 

Age x Abi11ty 17.688 1 17.688 2.449 .126 

Exp1alned 23.100 3 7.700 1.066 .376 

Resldual 260.000 36 7.222 
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Table 23 

Comparison of age and ability on Teachers' questionnaire set 3: 

2 X 2 analysis of variance. 

Qset 3 

by Age 

Ability 

Source of Variation SS OF MS F p 

------------------------------------------------------------------------------
Age 3.206 1 3.206 .223 .639 

Ability 29.546 1 29.546 2.051 .160 

Age x Abllity 165.365 1 165.365 11. 512 .002** 

Exp1aine~ 191.644 3 65.881 4.586 .008 

Resi~ual 517.131 36 14.365 

------------------------------------------------------------------------------
** Denotes pairs of groups siqnificantly different at the .01 level. 


