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ABSTRACT

Grabau, Chad Aractors Influencing Student Motivation Within Twoilkrsity-Offered
Physical Activity Classe®ublished Doctor of Philosophy, dissertation,
University of Northern Colorado, 2013.

The purpose of this study was to examine factdigancing student motivation

in a college physical activity course. Fifteen mapants (13 students and two instructors)

were recruited from two college physical activitgsses of 25 students each. The two

classes examined in the study were separate sedi@course entitled Lifetime Fitness
and Wellness offered within the Basic Instructiond?am (BIP) by two different
members of the teaching faculty. Each class waktinete a week throughout the
duration of a 16-week spring semester. The couesedesigned to enhance participation
in physical activities throughout a person's lifegi Data collection involved conducting
semi-structured interviews, and course syllabi vex@&mined. Data analysis revealed
four main themes: (a) transition from high schaotollege, (b) structured learning
environment, (c) assessment and evaluation, andgtgtuctor influence. These four
themes were expressed by the student participartavang the most influence on their
motivation within the college physical activity age. Each of these themes represented
students’ perceptions about their experiencesarctiurse and the ways in which they
interacted with the instructors and classmateautiitout the semester. Results of the
study support finding ways to initiate more selfedted motivation as critical to

sustained levels of interest and engagement oégel$tudents in physical activity



classes. Students of all ages entering collegpe¢esdly incoming freshmen and transfer
students) should be met with resources to acclithat®aselves to their new
surroundings. These resources should include oppities to learn more about creating
their own structure for physical activity (e.g.jllsk self-designed fithess/wellness plans)
and to be involved in campus and surrounding conityofferings for physical activity

and recreational sports participation.
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CHAPTER |

INTRODUCTION

Statement of the Problem

Regular participation in moderate to vigorous baitghysical activity can
reduce health care costs, prevent disabling camditand chronic diseases, and is an
essential component of a holistic wellness appréadmproving one’s quality of life
(U.S. Department of Health and Human Services [DHES08). Hettler (1984) defined
wellness as “an active process through which peogpdeme aware of, and make choices
toward a more successful existence” (p. 14). Dadlsticipation in physical activity has
shown results such as: (a) alleviation of symptofrdepression, (b) reduction in anxiety
and stress, and (c) enhancement of one’s abilipetiorm daily tasks throughout a
lifetime (DHHS, 2008). Yet, despite these knowndfda, Americans continue to avoid
regular participation in physical activity in favof a sedentary lifestyle (U.S.
Department of Health and Human Services [DHHS] 20Eew would disagree that
Americans are amidst an obesity epidemic resuftimg the emergence of societal
norms characterized by chronic sedentary behaVle.existing health crisis in the
United States has placed additional pressuresafagsionals within the fields of health
promotion, disease prevention, and sport and eseesgience to implement effective

strategies for promoting wellness and preventisgake.



In an attempt to address the ongoing health cosaertine United States, a
number of populations have been examined to gbettar understanding of the physical
activity trends that exist within various age greufpmong these populations are an
estimated 13 million men and women who attend gelleand universities within the
United States each year. Findings have indicatet] ¢ii those attending colleges and
universities, many students experienced decreasets|of physical activity while
attending college (Bray, 2007; Bray & Born, 2004y&t, Bray, & Martin Ginis, 2009).

In response to ongoing trends of high-risk behavibat college and university students
have reported, the U.S. Department of Health anth&iuServices (2000) targeted
inadequate physical activity as one of six priohigalth-risk behaviors to be addressed
by institutions of higher education in an effortrémluce the increasing incidence of high-
risk behaviors and promote healthier behavior prest

Despite the recommendations of various professsaiaahdopt a healthier
lifestyle, a majority of college students seemtioase to engage in behaviors that
increase their risk of acquiring undesirable candg or otherwise preventable diseases
later in life. Sparling and Snow (2002) found tB&t3% of sedentary college seniors who
failed to adhere to regular physical activity papation remained sedentary 5 to 10 years
following college graduation. In contrast, Sparlargd Snow (2002) indicated significant
(84.7%) carryover patterns beyond graduation intaden and women who reported
being regularly physically active during their samyears of college. These particular
findings revealed the presence of habitual pattefqmdysical activity participation

nearly 10 years following college graduation.



With such findings, college seems to be an oppertume to intervene in ways to
promote healthy lifestyle choices. Numerous adgegawithin higher education settings
could be considered the ideal environment for @gerand health promotion. Such
advantages include knowledgeable students, amgléiés, and leaders within a
multitude of disciplines (e.g., exercise sciensg/chology, residence life, campus
recreation, etc.) striving for the common goal efgpnal growth and development of
each student (Savage, 1998). Even with these aatyagitmany college students remain
sedentary despite acknowledging the importancegilar physical activity (Savage,
1998). The question is raised as to why many celktgdents do not initiate or maintain
regular participation in physical activity.

Motivation is commonly used in describing an indival’s intention, or the
intensity with which an individual desires to agbn those intentions (Sage, 1977).
Specifically, intrinsic motivation is defined astbegree to which an individual chooses
to participate in an activity for the pleasure ded rather than for any extrinsic reward
(Deci & Ryan, 1985). Researchers suggested thatqirng intrinsic motives might be
effective in encouraging regular participation lypical activity (Buckworth, Lee,
Regan, Schneider, & DiClemente, 2007; Treasure Bdris, 1998;). To best promote
lifelong physical activity, an examination of facddhat may influence motivation within
courses of basic instruction programs, also redetweas general, basic activity, or service
programs (Hensley, 2000; Savage & Sharpe, 1998)leges and universities seems
important. In the field of sport and exercise p®jogy and, more recently, the field of
sport pedagogy, motivation has been examined witireaement goal theory as the

theoretical framework (Ferrer-Caja & Weiss, 2000u@as & Biddle, 1994; Kavussanu



& Roberts, 1996). Achievement goal theory is focuse the goal-directed nature of
achievement behavior and states that demonstratioompetence is a major goal in
achievement contexts (Roberts, 2001). Achievemehnatior is a reference to the
intensity and persistence one demonstrates whiagad within a particular task
(Roberts, 2001).

As defined within achievement goal theory, achiegetimotivation refers to a
person’s efforts to accomplish mastery of a tashieve a standard of predetermined
excellence, overcome existing barriers, outperfotihers at a given task, and take pride
in exhibiting ability pertaining to a particularsta(Gill, 2000). The examination of such
tasks, at a given point of time within a particudatting, is considered goal-involvement,
whereas goal orientation describes a tendencydavidiual is likely to exhibit within
achievement settings (Gill, 2000). This is impottamcause a student’s goal orientation
and goal involvement will often determine his or bility to initiate or remain
motivated and maintain desirable behavior changg, (8edentary> physically active).
Nicholls (1989) stated that individuals behave adit to two types of goals: (a) task-
involved and (b) ego-involved. For the purposethefcurrent study, these will be
referred to as a person’s goal-orientation.

Task-involved individuals tend to focus on persangirovement and respond to
failure as a temporary setback. These individug® wnsuccessful attempts at a task as
challenges, not threats, and accept errors asegrat part of the learning process
(Nicholls, 1989). In contrast, an ego-involved Wdual is most concerned with the
outcome of a performance. Unlike task-involved wdlials, those who are ego-involved

have difficulty conceptualizing failure in a proaet sense and are more than likely to



quit or avoid participation altogether than to vieardship as a temporary set-back and
persevere despite an unexpected challenge (Ni¢cli989).

Achievement goal theory was used as a frameworth®current study to gain a
better understanding of the factors influencingletu motivation within physical activity
classes offered at colleges and universities. Buswiesearchers within traditional
classrooms, physical education, and sporitexts have used achievement goal themry
examine student motivation and found support ferrtation that factors in the
environment can influence student motivation (Ani€92; Ames & Archer, 1988;
Treasure & Roberts, 1998). These settings, anecpkatly the environmental conditions
that exist within the setting, determine the mdimaal climate in which the activity or
task is performed. Motivational climate is a tersed to describe the psychological
climate of an educational setting (e.g., classragym, field, etc.) specifically structured
in ways to influence achievement behavior (Ame®21®mes & Archer, 1988). Ames
(1992) discovered the concept of a motivationahatie while examining the structure of
a learning environment, and particularly the imghet the environment might have on
the adoption of achievement goals.

Theorists continued to examine how the structurtd@imotivational climate
might increase or decrease the likelihood of adgpai particular type of achievement
goal, whether task-oriented or ego-oriented (Ari892; Ames & Archer, 1988). A
teacher creates the motivational climate throughogs he or she makes related to task
design, grouping of students for learning, and wat#n (Ames, 1992; Epstein, 1989).
Teachers often prefer to create task-oriented mmtimal climates in which students are

encouraged to focus on individual improvement aspond to failure as a temporary



setback. Within a task-oriented climate, unsuccgsgfempts at a task are viewed as
challenges, not threats, and errors are viewed asegral part of the learning process
(Weiss & Ferrer-Caja, 2002). An ego-oriented mdtosaal climate is one in which
norm-referenced sources are often used to defias saccess within a task (Weiss &
Ferrer-Caja, 2002). Most research has been usexataine the influences of a
motivational climate in regard to a participanttkaptation of an achievement goal within
classroom (Ames, 1992), sport, and physical agtsattings (Treasure & Roberts, 1998).
Much of the literature obtained from previous sésdinvolving motivational climate
showed that the motivational climate structuredh®yteacher often influences the
achievement behavior of the student regardledseofdntext or setting in which the
achievement behavior takes place (Ames, 1992; AAn&scher, 1988; Treasure &
Roberts, 1998).

To date, researchers have continued to examinegahgstivity trends of college
students as a means of gaining a better underatanélthe population as a whole (Gano-
Overway & Ewing, 2004). The current study was amsday which colleges and
universities’ leaders might gain a better undeditagof the factors influencing student
motivation within a college physical activity coar8etter understanding of the factors
influencing student motivation was expected to gateeinsight that instructors might use
as they strive to create environments that foseiritrinsic motives necessary for a
person to participate regularly in lifelong physiaetivity.

Purpose of the Study
The purpose of this study was to gain an understgraf the factors influencing

student motivation within a college physical adiigourse.



Research Question

What factors influence student motivation withirotphysical activity classes
offered at a state university located in the Midwegion of the United States?

Research pertaining to student motivation withaditional classroom, sport, and
K-12 physical education settings has been well dwnted (Ames, 1992; Duda, 1989;
Dweck, 1986; Nicholls, 1984; Treasure & Robert98)9 In fewer studies, however,
factors have been examined on influence for stuaienivation within courses offered in
physical activity service programs in higher edisraf{Hensley, 2000; Hildebrand,
Johnson, & Dewayne, 2001; Leenders, Sherman, & \\&@3; Savage & Sharpe,
1998).

Definition of Terms

The terms used in this study were defined as falow

Achievement behavior.Achievement behavior is a term typically definesd a
“behavioral intensity (trying hard), persistencer{tnuing to try hard), choice of action
possibilities, and performance (outcomes)” (Roh@®91, p. 6).

Achievement goal theory Achievement goal theory is one theory of motivagtio
in which “three factors interact to determine asp@r’s motivation: achievement goals,
perceived ability, and achievement behavior” (Wengb& Gould, 2003, p. 65).
According to Weinberg and Gould (2003), to underdtan individual’s motive, we must
understand how that person defines success andefallreasure (1997) summarized
achievement goal theory as a motivation theory‘floauses on the goal-directed nature
of achievement behavior and contends that the dstradion of competence is the major

goal in achievement contexts” (p. 278).



Ego-involved. Ego-involved is a term used to describe an indiait
dispositional goal orientation (Treasure, 1997gaBure (1997) concluded, “For an
individual who is ego-oriented, the demonstratiboampetence is based on
outperforming others or succeeding at a high naumaask” (p. 279). Ego-involved has
been described by Nicholls (1989) as one’s conedigtition of ability relative to his or
her ability to outperform others.

Ego-oriented. Ego-oriented is a term used to describe studehtrestructor
perceptions of a motivational climate existent witan educational setting (e.qg.,
classroom, gym, field, etc.). An ego-oriented clienia one in which norm-referenced
sources are used to define success (Weiss & Féajer-2002).

Exercise.Exercise is a component of physical activity. Bietinguishing
characteristic of exercise in relation to physeetivity is that it refers to structured
activity specifically planned to develop and maimgahysical fithess (“Exercise,” 2006
p.1).

Goal involvement.Goal involvement is a situational state experidrbge to an
individual’s disposition in which he or she is @thask or ego-involved (see Ego-
Involvement and Task-Involvement) within an achieeat setting (Treasure, 1997).

Goal orientation. According to achievement goal theory, an individugoal
orientation influences his or her investment anaiwement in activities within various
achievement settings (Nicholls, 1989). Accordiadrbberts (2001), the individual is
assumed to be predisposed to be task and/or egjongoklved and to exhibit the
behaviors associated of the held orientation. Rel{001) further explained that the

orientations should not be confused as being &faitut rather cognitive schemas that



are subject to change as the individual acquirdspancesses information pertaining to
his or her performance of a task.

Intrinsic motivation . Intrinsic motivation is a source of motivationwmich the
individual strives inwardly to be competent and-sleftermined in his or her effort in
mastering a task.

Motivational climate. Motivational climate is a term used to describe th
psychological climate of an educational setting.(eclassroom, gym, field, etc.). Ames
(1992) introduced the concept of a motivationahatie while examining the structure of
a learning environment, and particularly the imghet the environment may have on the
adoption of achievement goals.

Physical activity. Physical activity is an inclusive term that refeySany
expenditure of energy brought about by bodily mogetwia the skeletal muscles; as
such, it includes the complete spectrum of actifrityn very low resting levels to
maximal exertion” (DHHS, 2008, p. 2).

TARGET. An acronym for task, authority, recognition, group evaluation, and
time as TARGET strategies developed by EpsteinqL88align with Ames’s (1992)
conceptualization of a task-oriented motivatiorimhate. The intent of one’s
implementation of Epstein’s (1989) TARGET strategeeto provide a framework for
establishing a learning environment that fostersrgoyable and rewarding learning
experience for all participants.

Task-involved. Task-involved is used to describe an individua€eiavement

behavior in a given situation, derived from ondspdsitional goal orientation (Treasure,
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1997). Task-involved has been described by Nici{@®B89) as one’s utilization of an
undifferentiated conception of ability.

Task-oriented. Task-oriented is used to describe student anductst
perceptions of an ideal motivational climate exisigithin an educational setting (e.g.,
classroom, gym, field, etc.). In task-oriented @tes, individuals might focus on
improvement and respond to failure as a tempowrthyask. Within a task-oriented
climate, unsuccessful attempts were viewed aseatgdis, not threats, and errors are
viewed as an integral part of the learning pro¢@ssiss & Ferrer-Caja, 2002). Treasure
(1997) added, “For an individual who is task-orezhtthe demonstration of competence
is based on maximum effort and is self-refereneeth a focus on developing skills, and
demonstrating mastery of the task” (p. 278).

Significance of the Study

Based upon previous studies (Ames, 1992; TreaswRelgerts, 1998) in which
the importance of implementing quality educatiosgberiences within numerous
environments (e.g., classroom, sport, and physidatation) were examined, physical
activity classes provided an ideal medium from Whi study student motivation.
Invaluable data were expected, pertaining to tradityuof physical activity programming
being offered within higher education, and undewditag efforts to ensure quality
physical activity experiences, which were factorpiomoting lifelong physical activity.
Basic instruction programs (BIPs), also known asegal, basic activity, or service
programs, have existed on college and universitypceses for years. Examination of

BIPs and course offerings within such programseisessary to provide additional insight
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pertaining to the role these programs play in asking the particular fithess needs of

young-adults attending colleges and universitighiwithe United States.
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CHAPTER II

REVIEW OF LITERATURE

The intent of this review is to provide the read@h an understanding of existing
literature relevant to the examination of facterfliencing student motivation within a
physical activity class offered at a state unitgrsicated in the Midwest region of the
United States. The chapter is presented in theviiiig parts: (a) physical activity
considerations, (b) basic instruction programsigiér education, (c) motivation theory,
(d) achievement goal theory, and (e) summary.

Physical Activity Considerations

According to the U.S. Department of Health and Har8arvices (2008)
researchers, “physical activity” is an inclusiveniehat refers to “any bodily movement
produced by the contraction of skeletal muscle ith@teases energy expenditure above a
basal level” (p. 2). Examples of physical actiwitgre planned activities such as walking,
martial arts, and swimming; however, many formglofsical activity also included daily
activities such as household chores, yard work vealking the dog (DHHS, 2008).
Members of the general public too often use physictvity synonymously with
exercise, which is suggestive that many peoplebelexercise is a component of
physical activity. Exercise is a subcategory of bl activity that is planned, structured,
repetitive, and purposive in the sense that theawrgment or maintenance of one or

more components of physical fitness is the objectiExercise,” 2006 p. 1).
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Another common misconception is that high-intensigrcise programs are the
only means by which individuals might gain healéméfits while preventing disease.
Although high-intensity or vigorous activities reim&ighly recommended, recent
findings have led professionals within the fieldhefalth promotion and disease
prevention to suggest that adequate health bemeifiist be gained from engaging in
moderate-intensity physical activity on a dailyisg®HHS, 2008). Based on these
findings, adults were recommended to accumulaleast 150 minutes or more of
moderate-intensity physical activity each week (O312008).

Benefits of Physical Activity
Numerous researchers have confirmed that regutticipation in moderate to

vigorous physical activity was a factor in reducis#t of premature death in adults and
decreased likelihood of acquiring several diseasésundesirable conditions such as: (a)
coronary heart disease; (b) type-2 diabetes; () hiood pressure; (d) high cholesterol;
(e) stroke; (f) sleep apnea; (g) respiratory pnoideand (h) endometrial, breast, prostate,
and colon cancers (DHHS, 2010). Moderate-intersitysical activities, such as aerobic
dance, gardening, hunting, cycling, stair climbiather than taking the elevator,
swimming, running, and brisk walking might all cohtite to increased levels of fithess
and wellness. Regular participation in physicaivigtmight also improve one’s mental
health by reducing stress and improving mood (Adavitore, & Dye, 2007; Dishman,
1995; Schafer, 1996; Smith et al., 2007; Wipfi,iRest, & Landers, 2008). Such benefits
were shown within cross-sectional studies in wisetlentary individuals were compared
to active persons. Those studies showed that goéirsons were more likely to be better
adjusted to life’s daily occurrences, performeddyedn tests of cognitive functioning,

exhibited reduced cardiovascular responses tosstaes reported fewer symptoms of
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anxiety and depression (Adams et al., 2007; Dishrh@85; Smith et al., 2007; Wipfi et
al., 2008).

Despite these benefits, less than half of the guhpulation participated in regular
physical activity (Bray, 2007; Bray & Born, 2004wén et al., 2009; DHHS, 2010). The
U.S. Surgeon General Dr. Regina M. Benjamin cometer¢garding obesity and the
current state of our nation:

Our nation stands at a crossroads. Today’s epaehuverweight and obesity

threatens the historic progress we have made ieasgng American’s quality and

years of healthy life. Two-thirds of adults and mgane in three children are
overweight or obese. Every one of us has an importde to play in the
prevention and control of obesity. Mothers, fathézachers, business executives,
childcare professionals, clinicians, politiciansgdaovernment and community
leaders—we must all commit to changes that prori@diealth and wellness of

our families and communities (DHHS, 2010, p. 1).

Overcoming such challenges and addressing exisseriers that prevent individuals
from becoming more physically active is one of mabgtacles that Americans needed to

face in battling the epidemic of obesity and seagnliving.

Barriers to Physical Activity Participation

With overweight and obese populations at an aletprak, sedentary living has
become the obviously accepted norm within the Aoagrisociety rather than the
exception. Perceived barriers were defined as olestéhat prevent one’s initiation or
ability to maintain a desired behavior change. Swaiers were associated with
unavailability, inconvenience, expense, difficuliyne, or personal cost (Brown, 2005;
Canadian Fitness & Lifestyle Research InstitutellRHF, 1996; Gomez-Lopez, Gallegos,
& Extremera, 2010; Grubbs & Carter, 2002; Salli©&en, 1999; Salmon, Crawford,
Owen, Bauman, & Sallis; 2003; Reichert, Barros, Drayues, & Hallal, 2007; Smits,

Tart, Presnell, Rosenfield, & Otto, 2010). Manyea&shers have examined the existence
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of barriers and determinants associated with goleysical activity participation (Brown,
2005; CFLRI, 1996; Gomez-Lopez, Gallegos, & Extream@010; Grubbs & Carter,
2002; Sallis & Owen, 1999; Salmon, Crawford, Owauman, & Sallis; 2003; Reichert,
Barros, Domingues, & Hallal, 2007; Smits, Tart,9hr@l, Rosenfield, & Otto, 2010). For
this review, barriers have been categorized interprersonal barriers, intrapersonal
barriers, and environmental barriers.

Intrapersonal barriers are perceived barriersitithtiduals have internalized as
reasons by which they were prevented from engagimgmmitting to regular
participation in physical activity (CFLRI, 1996)ftén, individuals failed to prioritize
time devoted to participation in physical actiwtthin their daily schedule. In addition
to prioritizing time, individuals identify feelinired as a significant barrier to daily
participation in physical activity (CFLRI, 1996)aktly, disability and injury often
prevent individuals from participation in reguldrysical activity (CFLRI, 1996).
Disability and injury in this case were listed agapersonal barriers because, despite the
fact that in most instances the individual woulld Be able to participate in a modified
activity, he or she chose to use the injury orlaigg as an excuse to remain inactive
(Sallis & Owen, 1999; Salmon, Crawford, Owen, Baan& Sallis; 2003). Intrapersonal
barriers were social influences that existed based person’s interaction with others.
Examples of intrapersonal barriers include: (atrehships with instructors or coaches,
(b) problems with childcare, (c) lack of a partreard (d) lack of support from family and
friends (CFLRI, 1996).

The most commonly reported environmental barriezsevthe lack of facilities,

safety concerns, and limited transportation optidmsadditional example of an
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environmental barrier includes seasonal influentlss barrier is often reported in terms
of one’s reluctance to participate in exerciselgrgical activity due to the influence of
weather (Sallis & Owen, 1999; Salmon, Crawford, @nwBauman & Sallis, 2003).
Although barriers might be the cause of prevenéingndividual from successfully
engaging in an intended behavior, determinants teffactors that have influence on
behavior.

Determinants of Physical Activity Participation
Determinants may be influenced biologically, ontineay exist within the

environment. In terms of influencing behavior, detimants were considered facilitators
for promoting physical activity participation thaere used to reduce the negative
influence of barriers that often resulted in sedgnbehavior (Dishman, Sallis, &
Orenstein, 1985; Kim, Kim, Park, & Kim, 2009; Nah&®ldfine, & Collins, 2003; Sallis
& Owen, 1999). Sallis and Owen (1999) identifiexi salient determinants of physical
activity participation. These include: (a) demodriapand biological factors; (b)
psychological, cognitive, and emotional factorg;dehavioral attributes and skills; (d)
social and cultural factors; (e) physical enviromtfactors; and (f) physical activity
characteristics. As many factors could be modifiedearchers suggested that
intervention programs be focused on psychologindlenvironmental factors that were
most applicable to the specific needs of the pdmurigDishman, Sallis, & Orenstein,
1985; Kim, Kim, Park, & Kim, 2009; Nahas, Goldfing Collins, 2003; Sallis & Owen,

1999). Figure 1 illustrates the determinant factdrghysical activity.

Behavioral Attributes Social And Cultural Physical Environment Physical Activity
And Skills Factors Factors Characteristics
Activity history Class size Access to facilities Intensity
Alcohol Exercise models Climate and season Perceived effort
Dietary habits Group cohesion Cost of programs
Process of change Family influences Routine disruption

Smoking Physician influence Home equipment
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Type A behavior Social support

Figure 1.Determinant factors of physical activikdapted fromPhysical Activity and
Behavioral Medicindp. 116), byd.F., Sallis and N. Owen, 1999, Thousand Oaks, CA:
Sage Publications. Copyright 1999 by Sage Pubtinatilnc.

Physical Activity Trends of College and UniversityStudents

College students’ physical activity behaviors seg@me different than those of
the general population in that most collegians iarsadentary (Buckworth & Nigg,
2004; Raynor & Jankowiak, 2010; Staten, Miller, &lad, & Rayens, 2005; U.S.
Department of Health and Human Services [DHHS] @200f those attending colleges
and universities, 40% of young adults (ages 18r2dained physically inactive, and a
mere 17% engaged in regular bouts of moderate qddyactivity. Perhaps equally
alarming was that 30-40% of college students, des@ing engaged in physical activity,
failed to meet the physical activity recommendatiorcessary to accrue health benefits
(Bray, 2007; Bray & Born, 2004; Kwan et al., 20@3HS, 2000). Raynor and
Jankowiak (2010) examined college students’ physicivity behaviors by calculating
the number of daily steps taken to determine iflega students were adhering to the U.S.
Department of Health and Human Service’s (2008 sjulay activity recommendations.
Their findings showed that a majority of collegedsnts (78%) failed to receive the
maximum health benefits gained by participatingustained (10 minutes) bouts of
moderate to vigorous physical activity most daythefweek.

Transitioning from High School to College
Making the transition from high school to collegende difficult, as Bray and

Born (2004) indicated: “Transitions such as thigeofrepresent a process characterized
by change, ambiguity and adjustment across a nuofh@eviously salient life domains”

(p. 181). Despite the individualized nature of esttldent’s transition, previously
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established behavior patterns commonly showed ehas@n individual becomes
familiar with his or her new surroundings (Bray &1, 2004). Bray and Born studied
incoming college freshmen and found that 66% regabsufficient amounts of vigorous
physical activity participation as seniors in higgthool. Of that same population, only
44% reported these same measures of physicaltggtist two months into their first
year of college. Bray and Born (2004) made an irtgmmpoint about the critical nature
and timing in a college student’s life:

Given the positive physical and mental health Genef regular physical activity

coupled with the competitive, achievement goal+ttied environment of college

and university study, the accumulating evidenceyeats that first-year students

may have a great deal to gain in terms of healthvegil-being by staying active.

(p. 186)
Gyurcsik, Bray, and Brittain (2004) examined fresimeollege students’ physical
activity patterns while making the transition frdmgh school to college and found that
students reported barriers to being physicallwacdis academic demands such as course
load and studying, as well as not feeling motivdtedxercise. Bray (2007) also studied
student’s self-efficacy in regard to their abilibycope with barriers they were most likely
to experience while making the transition to cadldife. Results of the study showed that
students who were more confident in their abilitesvercome barriers were, in turn,
more physically active than students who repor&ddless confident.

Wengreen and Moncur (2009) conducted a longitudibakrvational study to
examine changes in weight and physical activityavedrs among first-year college
students attending a public university in the Whigates. Participantdl(= 159)

completed surveys about dietary intake, physicaviacand other health-related

behaviors during the last six months of high scleowl during their first semester of
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college. Twenty-three percent of students parttoigan the study gained greater than
5% of their baseline body weight. The average amoftiweight gained by these students
was approximately 10 pounds. A characteristic $petai this particular group included
reports of being less physically active duringfirg three months of college as
compared to the amount of physical activity thestipgated in during high school.

In response to the ongoing trends related to dadlilevels of physical activity
among first-year college students, researchersy(&ral., 2008) designed an intervention
program using print media intended to reinforce’®self-efficacy and stimulate
students to be physically active in their new sumgings. This particular study was
successful in that providing first-year universtudents with theory-based print media
designed to promote physical activity was showarasffective means of intervention.
Further, the authors of the study (Bray et al.,8@®ncluded that future research should
be conducted to explore modifiable factors relatecbllege students’ physical activity
behavior and effective methods that will assististus in maintaining healthy levels of
physical activity as they transition through coeand into later adulthood. In addition,
researchers (Bray et al., 2008; Hildebrand e2801) suggested that significant
predictors of regular physical activity particigatiinclude frequent experiences of
participant success, knowledge, and enjoymentekample, students who engaged in
positive physical activity experiences were mokellf to continue their participation in
physical activity while attending college than teagho had experienced negativity or
failure within similar contexts (Hildebrand et &0Q01).

Paffenbarger, Hyde, Wing, and Hsieh (1986) examptegical activity trends

among students as they graduate and transitiondodiege into the real world. College
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alumni reported decreased mortality rates in nez@fp of participants who maintained
regular physical activity from their college yetwshe ages of 70 to 84 years. This
research showed that students who have remainechiti@u to regular physical activity
beyond their college years have a much greatercehailiving a long, healthy life. As a
result, a necessary focus would be to increaskkigldhood that participants have
positive physical activity experiences while pagating in physical education classes
offered within basic activity programs at collegesl universities. In fact, college and
university physical activity programs may represeohance (sometimes the last chance)
to introduce and help students engage in physatadity in hopes of living a healthy life
(Pennington, Manross, & Poole, 2001).

Basic Instruction Programs in Higher Education

Student Enrollment
Basic instruction programs (BIPs), also known asegal, basic activity, or

service programs, have existed on college and tsityeeampuses for years. Basic
instruction programs provide students a structlgaching environment to develop sport-
related skills and healthy lifestyle habits intethde promote lifelong physical activity
and increased overall health and wellness (Hen2@g§0; Savage & Sharpe, 1998).
Physical activity courses offered within basic iastion programs in higher education
appear to remain popular electives on college ainvetsity campuses (Hensley, 2000;
Savage & Sharpe, 1998). Physical activity course® memained popular due to the
student’s ability to recognize a number of perceiphlysiological and psychological
benefits resulting from his or her participatiorsirch classes (Hensley, 2000; Savage &

Sharpe, 1998).
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Although recommendations and theories pertaininghigsical activity and
exercise have changed, little has changed overeties in reasons for physical-activity
course enroliment within higher education. Broadt &iolland (1954) reported that
student objectives pertaining to course involvenecltided a desire to develop skills in
various sports. Similarly, Weick (1975) reportedtthaving fun and getting regular
exercise were determinants of physical activityreetenroliment. More recently, Savage
(1998) reported that regular exercise participati@eping in shape, skill acquisition, and
having fun were leading determinants of physicéivag course enrollment.

Hildebrand et al. (2001) examined students’ reasmmnsnrollment, and
specifically hypothesized that college students Wad positive experiences in high-
school physical education would enroll in colledyfical activity classes either (a) in
search of positive experiences within physicahdtgtiand sport similar to that of their
high-school physical education experiences, obézause they already believed they
were competent or proficient. Using a survey asseasinventory, Hildebrand et al.
(2001) asked each participant to categorize tlegisons for taking physical activity
classes on a four-degree scale ranging from “nmagbrtant reason,” to “not at all
important.” Participants selected from optionsajfi{ealth/fitness, (b)
interest/enjoyment, (c) academic, (d) social, a)difiancial reasons. The top two
reasons for enrolling in college physical actiatgsses for both men and women
participants were: (a) enjoyment of the activitg¥8), and (b) interest in the activity
(77%). Following enjoyment and interest, men ligtealsons for enroliment as (a)
perception of the class as exciting, (b) a needdéademic credit, and (c) an easy grade.

Women listed (a) improved fitness, (b) opportudya scheduled workout, and (c)
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being good for their health as additional reasonfi&ving enrolled in the class. In this
contribution to the literature, researchers empeskihe importance of experiencing a
guality physical education program before gradueftléildebrand et al., 2001; Leenders
et al., 2003).

Research has shown that students enroll in phyasatadity courses for specific
reasons related to individual needs and interéBldgbrand et al., 2001; Leenders et al.,
2003); therefore, knowing whether physical actigéyvice programs are meeting the
needs of the students who enroll in the coursempsrtant. Savage (1998) examined
college students’ motivation for participating inysical activity classes offered in
physical activity programs. In addition to examgpimotives, Savage examined student
satisfaction with the course as well as studernteyions of the physical activity
program overall. Results indicated that student®watisfied with the overall program,
and 43% of the students who participated in thdysiadicated that they had elected to
take a second (non-required) physical activityskae following semester. Savage
summarized, “the strength and resilience of bastruction (physical activity) programs
in universities and colleges depends on univessfireviding quality instruction while
meeting the needs and interests of the student§2(p

Quality of Instruction in Basic
Instruction Programs

According to Savage and Sharpe (1998), BIPs haea teen criticized for their
reliance on graduate teaching assistants and coaatiner than faculty members as the
primary instructors. In addition, the increased benmof overweight and obese students
attending colleges and universities has raisetiédnigpeculation about the effectiveness

of such programs. Russell (2008) used a case-sés@arch design to examine student
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perceptions in an effort to obtain a more comprshvenunderstanding of student
perspectives, recommendations and issues relateditaexperience in BIP courses.
According to Russell, the purpose of the study tmasfold: (a) to examine
characteristics of student motives for enrollindBi® courses, perceived value of these
courses, and aspects of the course structure tratwiewed to be most beneficial; and
(b) to gather student perceptions of the evaluagireeess as it pertained to teaching
effectiveness. Results of the study indicated shadents found value in their educational
experiences gained in BIP courses. Additionallg, gtudents appreciated the opportunity
to socialize with their peers while taking the slaSonsistent with previous studies,
(Leenders et al., 2003; Savage, 1998) studentstespa desire to improve their current
fitness level and learn new skills as their primagsons for enroliment. In addition, the
energy, enthusiasm, and approachability of theungir were expressed as being a
positive influence on the overall experience ofshelent (Leenders et al., 2003; Savage,
1998).

An important component of quality instruction igttreation of an environment
for learning (Ames, 1992). This refers to the apitif the teacher to develop and
maintain a positive learning climate. A positivarieing climate can be used to motivate
students to learn. Successful teachers createnateliwithin their classrooms that is
described as task-oriented, business-like, anttfigvarm in their affective tone. In
other words, teachers play an important role inivating students (Ames, 1992; Rink,

2003).
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Motivation Theory

Evidence about physical activity patterns showeditfiportance of providing
college and university students with positive pbghkactivity experiences (Youth Risk
Behavior Surveillance [YRBS], 1997). As a resimterventions have been designed and
implemented to provide positive physical activigperiences intended to replace
unhealthy high-risk behaviors of nearly 13 millipeople commonly found on college
and university campuses throughout the country (8RB297). Before college basic
instruction programs can be used to promote lifglparticipation in regular physical
activity, the factors in the environment that ifhce student motivation must be
understood.

Researchers have continued to examine the reasonmdividuals choose to
remain engaged in, or withdraw from, their parttipn in a particular task. Roberts
(2001) offered the following perspective on motigatresearch within a social cognitive
approach:

Motivation is considered a social cognitive praceswhich the individual

becomes motivated, or demotivated, through assedsrathis or her

competencies within the achievement context anlemeaning of the context to
the person. Thereby, from a social cognitive pofntiew, motivation may be
defined as the organized patterning of at leastobtieree psychological
constructs that energize, direct, and regulateegeiment behavior in physical

activity: personal goals, emotional arousal, andgqeal agency beliefs. (p. 6)
Roberts (2001) suggested the following about uacigevement goal theory as a
framework:

Achievement goal theory applies only to people ah®trying to achieve a

desired personal or socially constructed goal ia@nevement context.

Achievement goal theory concerns why you are inrcthrgext and argues that the
major reason you strive to achieve is to demorestratalued competence. (p. 17)
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Roberts’s (2001) idea was a reminder that numetloecries existed related to
motivation, and that each theory had a unique petsge and framework from which
further to examine motivation within a variety antexts. Additional examples of
motivation theory include, but are not limited $e|f-efficacy theory (Bandura, 1997) as
previously mentioned, competence motivation th€blgrter, 1981), expectancy value
theory (Eccles et al., 1983), and self-determimaticeory (Deci & Ryan, 1985; Ryan &
Deci, 2000). Achievement goal theory was chosefempurpose of the current study
due to its presumed “goodness of fit” in attemptsexamine the factors of influence on
student motivation within two college physical aitti classes.

Achievement Goal Theory

Background and Overview
In motivation research, achievement goal theoryavadved within a social-

cognitive framework in which emphasis was placedhow children perceived situations,
interpreted events in situations, and processeninrdtion about situations (Ames &
Archer, 1988; Dweck, 1986; Dweck & Leggett, 1988;molls, 1989). Three major
tenets set the foundation for achievement goalrthddne first of these is that the goal in
an achievement setting was to demonstrate compet8econd, achievement goals had a
major role in whether one was motivated to dematsttompetence. The third major
tenet that achievement goal theorists (Ames, 18&&s & Archer, 1988; Dweck, 1986;
Dweck & Leggett, 1988; Elliott & Dweck, 1988; Niclhg 1984, 1989) agreed on was
that motivation in achievement contexts was a fionobf personal characteristics such as
goal orientation, as well as situational charastes within the classroom.

For years, achievement goal theorists recognizédtamo types of achievement

goals (also called a dichotomous framework of adngent goals): (a) the goal to
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develop ability and (b) the goal to demonstratditgbor avoid demonstrating the lack of
ability (Elliot, 1999). While achievement goal thiests agreed these two types of
achievement goals existed, they each createddtwiterm for these goals. These
include being identified as learning and perforneagoals (Dweck, 1986), task-
involvement and ego-involvement goals (Nicholls34) and mastery and performance
goals (Ames & Archer, 1988) all of which were refieces to the same concepts.
Achievement goals have been considered uniquectoiadividual (Maehr &
Nicholls, 1980) and one’s adoption of a partic@dehievement-goal orientation may
elicit a variety of positive or negative respong®sies, 1992). Students who adopted
mastery goals were expected to persist when fadbdiificult challenges, seek
challenging activities, and have high intrinsic mation (Ames, 1992; Dweck, 1986;
Nicholls, 1984). In contrast, students who adomedormance goals were expected to
avoid challenging activities and have low intrinsiotivation (Ames, 1992; Dweck,
1986; Nicholls, 1984). While mastery goals consigyehave been linked to a positive
set of processes and outcomes, the effects of ipgrperformance goals have been less
clear. Until recently, and still highly debatabtlegorists had agreed that the adoption of
performance goals had negative effects on intrimgtvation when accompanied with
low perceived competence (Elliot & Church, 1997idl & Dweck, 1988). Other studies
have not been supportive of these findings depgnalion the role of perceived self-
competence (Elliot & Harackiewicz, 1996; Harackiem& Elliot, 1993). In a recent
article detailing a review of achievement goal tiye&enko, Hulleman, and
Harackiewicz (2011) called for a shift in perspees concerning performance goals. In

particular, they “urged the field to consider tleggmtial unique benefits of performance-
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approach goals and mastery goals, and to identifiythe two goals can combine to
optimize motivation” (p. 30).

Researchers such as Elliot (1999) and Pintrich@B@ve argued that mastery
goals needed to be separated into approach anden@ orientations as they relate to
one’s competence. As a result, achievement goatyheas undergone a number of
theoretical changes that have resulted in a nesdggnized, (although not necessarily
accepted among all theorists) 2 x 2 achievemenrtfggmaework (see Figure 2). The
framework is comprised of four achievement goa¥$nfastery-approach, (b) mastery-
avoidance, (c) performance-approach and (d) pedonoa-avoidance (Elliot, 1999; Elliot

& McGregor, 2001; Pekrun, Elliot, & Maier, 2009;n&ich, 2000).

Definition
inﬁgsoi‘;:;:al Normative
(mgsetery) (performance)
osiive | dasery. | ertormanee.
P;I:ICCCSS) g approach goal approach goat
Yalence
g:%?ctlli;c Mastery- Performance-
Baihung avoidance goal avoidance goal

Figure 2.The 2 X 2 achievement goal framework. Adapted ffdn2 X 2 Achievement
Goal Framework” by A. J. Elliot, & H. A. McGrega2001,Journal of Personality and
Social Psychologyg80, p. 502. Copyright 2001 by the American Psychalali
Association, Inc.
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Elliot (1999) defined mastery-approach goals asd¢hbat entailed (a) striving to
develop one’s skills and abilities, (b) advance’'sitearning, (c) understand material, or
(d) complete or master a task. Elliot (1999) defingastery-avoidance goals as (a)
striving to avoid losing one’s skills and abilitj€b) forgetting what one has learned, (c)
misunderstanding material, or (d) leaving a taskimplete or unmastered. In addition,
Elliot (1999) suggested that mastery-avoidanceggwate likely to be pursued when a
person realized that his or her ability to perfaskill had diminished.

Contrary to the less desired performance goalgoated within the original
dichotomous framework (mastery and performancdiptEl1999) suggested that
performance-approach goals elicited numerous pesitnd a few negative processes and
outcomes. In fact, performance-approach goals haea associated with higher levels of
task engagement, high performance outcomes, amasictmotivation (Elliot & Church,
1997; Elliot & Harackiewicz, 1996; Elliot & McGrego2001; Pekrun et al., 2009).
Performance-approach goals have also been assbwidtenegative outcomes, including
test anxiety and an unwillingness to seek help satioolwork (Elliot & Church, 1997;
Elliot & Harackiewicz, 1996; Elliot & McGregor, 209. Unlike performance-approach
goals, performance-avoidance goals have been assdevith numerous negative
processes and outcomes, including: (a) low absorgluring task engagement, (b) low
self-determination while studying, (c) threat-reh&ffect while studying, (d) distraction
while studying, (e) disorganized studying, (f) les$f-regulated learning, (g)
procrastination, (h) an unwillingness to seek halh schoolwork, (i) wanting to escape

evaluation, (j) anxiety prior to evaluation, (k)xéety during evaluation, (I) poor retention
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of information, (m) poor performance, and (n) resiltrinsic motivation (Elliot &
Church, 1997; Elliot & Harackiewicz, 1996; Elliot ®icGregor, 2001).

Development of Achievement Goal Theory in Traditioml Classrooms
Educators have long recognized that the tasksingbe traditional classroom

were used to communicate important messages tergsidbout emphases there, which,
in turn, might have influence on their adoptiorachievement goals (Ames, 1992; Ames
& Archer, 1988). For instance, classroom contelxs were structured toward challenge
were likely to activate the need for achievemerici resulted in adoption of mastery
and/or performance-approach goals. In contrastsab@m contexts that were structured
toward threat were likely to activate fear of faduwhich resulted in adoption of
performance-avoidance and/or performance-approaals ¢Elliot, 1999). Ames’s (1984,
1992) association with achievement goal theorydnasarily involved the examination

of the environment, specifically a traditional desom setting in which an activity or
learning takes place. Ames (1984) explored thécextres and influences of task-
structure, perceived causes of success, and telaghaviors relative to students’ goals,
self-perceptions, and achievement behaviors. Inglso, Ames (1984) developed a
reward structure associated to students’ achievegoais and behavior. Figure 3
illustrates the relationship between achievemeatgy@chievement emotions and

academic performance.
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Mastery Activity Emotions
Goals - Enjoymant [+)
- Boredom, Anger (-)

Performance- Positive Cutcome

Approach —#»  Emotions —p Performance
Goals - Hope, Pride

Performance- MNegative Oulcome

Avoidance —_— Emotions

Goals - Anxiety, Hopeless-

ness, Shame
Figure 3 Goals, emotions, and performance. Adapted frochfdvement Goals and
Achievement Emotions: Testing a Model of Their d&telations with Academic
Performance” by F.I. Pekrun et al., 2008urnal of Educational Psychology, 1Qi,
119. Copyright 2009 by the American Psychologicasdciation.

Specific to her research on motivational climatmes (1984) defined a reward
structure as an environment in which certain goae fostered based on an established
criterion for evaluating and recognizing performanthese particular reward structures
were framed into three distinct categories, whigtiuded competitive, individualistic,
and cooperative rewards. Ames’s (1984) contentias tlwat within each reward structure
potential existed for different motivational proses because of each reward structure’s
different definitions of success at a particulaktaAmes and Archer (1988) later
determined that competitive and individualistic egd/structures resulted in the
conceptualization and adoption of performance godlereas a cooperative reward
structure was used for the conceptualization aogtamh of mastery goals amongst the
participants exposed to the influences of eachvattinal climate.

Ames (1992, p. 267) noted that several classro@utipes were likely to

encourage adoption of mastery goals:
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e designing classroom tasks that include challengeety, novelty, and active
involvement;

e giving students opportunities to make choices awsibns regarding their
learning;

e providing private recognition and rewards that ®oun individual student effort
and improvement;

e creating small groups of heterogeneous abilitias ¢éncourage working
effectively with others on learning tasks and depelg a feeling of
belongingness;

e conducting evaluation practices that are privadsess progress, improvement,
and mastery, and avoid social comparisons; and

e allowing for time on task to vary with the naturetlee task and student needs.
Conversely, performance-oriented classrooms aatentevhen (a) students are not given
varied tasks, (b) the teacher maintains authofifystudents are recognized for their
ability relative to others, (d) homogeneous abijtgups are used, (e) evaluation is based
on normative practices, and (f) time for task’s pdgtion is inflexible (Ames, 1992, p.
267).

In an earlier study of 176 students in grades &tidnding junior high school,

Ames and Archer (1988) investigated how studergstgptions of the classroom goal
orientation were related to their use of effectearning strategies, task choice, attitudes
toward their class, and causal attributions of eas@nd failure. Results indicated that
students who perceived mastery goals as saligheinlassroom reported using more
effective learning strategies, preferred challegdasks, had a more positive attitude
toward the class, and had a stronger belief ineff® an attribution for success. Students
who perceived performance goals as salient inldssmom tended to have a negative

attitude toward the class, a negative percepticaboity, and attributed failure to lack of
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ability. Consequently, researchers focused thértsfon the relationship between the
environmental emphasis of the classroom on achiemégoals and student outcomes.

For example, Church, Elliot, and Gable (2001) cateld two consecutive studies
to examine the relationships among perceptioneetlassroom environment, adoption
of achievement goals, course grade performancenamasic motivation. The first study
included 119 male and 89 female undergraduate stsidend the second study included
103 male and 194 female undergraduate studentse Tmensions represented
perceptions of classroom environment: (a) lectaigagement, (b) evaluation focus, and
(c) harsh evaluation. Achievement goals were canediged in terms of mastery,
performance-approach, and performance-avoidands.d®asults from the two studies
conducted by Church et al. (2001) indicated thagterst goals were related positively to
lecture engagement and negatively were relatedaiuation focus and harsh evaluation.
When perceived classroom environment and achieviegoah variables were tested
together as predictors of graded performance anidsic motivation, results showed that
the perceived classroom environment had influemcadmption of achievement goals.
These findings showed that educators needed tastadd that learning environments
featuring stringent evaluative standards represeatesk factor in the achievement
domain.

The effect of classroom goal structure on studdygkavior had been
documented by studies conducted at the middle $éénel. For example, Ryan, Gheen,
and Midgley (1998) investigated how classroom gtalcture was related to avoidance
of help seeking for 516 students across 63 sewgraitie math classrooms. Results

indicated that students’ perceptions of a masti&gscoom goal structure were associated
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with higher level of help avoidance. These ressiiswed that students were less likely to
avoid seeking help with their work when they need classrooms where students
perceived the focus is on understanding, mastadjrdrinsic value of learning

compared to classrooms where the focus was on ddimpend proving one’s ability.
Phan (2008) examined effects of a classroom-legravironment on students’
achievement goals and reflective thinking practioes sample of 298 secondary-school
students in Sydney. Results of the study indicttaticertain factors of the classroom
environment, such as student involvement, studemtsiveness, task orientation, and
feelings of student satisfaction had positive iafloes on student motivation towards
accomplishment of achievement goals.

Urdan and Midgley (2003) examined whether changesudents’ perceptions of
the mastery and performance classroom goal stestuere associated with changes in
their motivation and academic performance The fesult indicated that students’
perceptions of changes in the mastery goal strectitheir classroom were related more
strongly to changes in motivation, affect, and &caid performance than were their
perceptions of changes in the performance goattsiret The second result was that (a)
individual mastery goals, (b) self-efficacy, (c)sptove affect, and (d) GPA were all
significantly lower, and negative affect was higherthe sixth grade than in the fifth
grade for students who perceived a decline in llgsooom mastery goal structure from
the fifth to the sixth grade. The third result viaat the effects involving changes in the
perceived mastery goal structure were stronger ttinase involving changes in the
performance goal structure. These longitudinalisgidf classroom goal structure

indicated that, although efforts to smooth thegitaon to the middle school were needed
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and worthwhile, a need existed also to increas#esiis’ perceptions of mastery goal
structure in their classrooms in grade levels beythe transition year.

Motivational Climate in Traditional Classrooms
In the late 1980s, Ames and Archer (1988) firstamegxamining motivational

climate existent in classrooms within a “traditibokssroom” environment. Ames
(1992) identified a number of characteristics thate essential in fostering an optimal
motivational climate. These characteristics inctuda) variety, (b) optimal challenge,
(c) meaningfulness to the individual, (d) choiced ahared-decision making; as well as
(e) evaluative criteria that focus on effort, laagy and self-improvement. According to
Ames (1992), individual goal orientations were d@ieed by the motivational climate
from the influence of affiliates tied to the paip@nt. These affiliates might include
parents, coaches, teachers, and others who playgticant roles in the individual's
participation in a given task. Ames (1992) suggk#tat climates focused on “skill-
learning,” or the improvement of self, were inflti@hin mastery-goal orientation,
whereas climates focused on “social comparisorgesformance among peers were used
to foster a performance-goal orientation.

A mastery-goal-oriented climate is one in whichcass is based on personal
improvement, creating an internal frame of refeeemdastery goal-oriented individuals
valued learning goals or the process of learniftgnimes responding to failure as a
momentary setback. Rather than attributing faitara lack of ability, mastery goal-
oriented individuals focused on controllable fastsuch as lack of practice, inappropriate
strategy selection, and inadequate effort as etratueriteria in reflecting upon

undesirable performance (Weiss & Ferrer-Caja, 20W@2stery goal-oriented individuals
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were most likely to experience satisfaction anagment from acknowledgment of high
effort pertaining to a particular task.

A performance goal-oriented climate promoting slooemparison was one in
which success was based on outperforming othelsnaatparticular task. Individuals
with performance goal orientation frequently extadiachievement behavior due to their
need for social comparison. These individualsroftecepted optimal challenges and
demonstrated maximal effort as long as their peigep of ability were high (Weiss &
Ferrer-Caja, 2002). If an individual driven by merhance goals experienced self-doubt,
he or she likely would seek minimal challengesuoi@ being judged among others.
Performance outcomes, if attributed to high-ahiltypuld be perceived as success, and
future expectations for similar success were festewhereas performance outcomes
attributed to low ability were perceived as failurgth future expectations fostered for
similar outcomes. Unfortunately, this reluctancetioose optimal challenges due to a
fear of unfavorable comparison inhibited the indual from participating in the
necessary experiences needed to improve perfornoamecdime (Weiss & Ferrer-Caja,
2002).

Although perceptions were shaped within the indigid existent comparisons of
one’s ability in relation to others’ abilities atalthe established standard were significant
in determining success or failure attributed to'smility or lack thereof. Due to this
particular goal-orientation, an individual mightodse tasks to outperform others in a
similar task while exhibiting less effort in achieg the same outcome. Although
favorable results may ensue with either orientatmolvement, most literature would

indicate a task-orientation was most conduciveggirdble behavior (e.g., enjoyment)
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within an achievement setting (Ames, 1992; Dwe@&86t Nicholls, 1984; Treasure,
1997). Ames’s (1992) research findings indicated students placed within a mastery
goal-oriented climate that was focused on the m®oé skill development achieved
greater academic progress than those of a perfaergwal-oriented climate in which
success and achievement were determined by enltinaber than the process to achieve
the end.

Ames (1992), Dweck (1986), and Nicholls (1984) hakied a mastery goal-
oriented climate to higher levels of intrinsic nvatiion, whereas those within a
performance goal-oriented climate relied almosirelyton extrinsic reward systems.
The significance of this research for physicahattisettings was that individuals who
experienced a mastery goal-oriented climate ané wrinsically motivated might be
more likely to adhere to the adoption of regulatipgoation in physical activity
experiences, while understanding that challengdsaacesses were part of the
“Jjourney.” Students within a performance goal-otezhclimate tended to focus solely on
the end result; when faced with challenges, thestesats often would remove
themselves entirely from the activity, resultingeixercise attrition. An additional
concern of physical educators is that individuat®were extrinsically motivated and
adopted a performance goal-orientation had no cbater the end result. Another team,
individual, or environment might be too great alldrae for them to be successful in
alignment with outcome-based goal orientation. Withastery goal-oriented climates,
participants were less likely to be concerned witiers’ abilities, resulting in less social
comparison and increased self-efficacy, perhapmhrigao optimal levels of participant

motivation.
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Ames’s (1981, 1984, 1992) intervention-based researthin the classroom was
addressed to the need to put achievement goaltirgorpractice within an educational
setting. Her shaping of the environment using atemggjoal-oriented, goal-reward
structure has, in many ways, changed the meansimhweachers approach instructional
theory and practice within education. Ames validatgth extensive research the
motivational advantages that existed when the dotunzd environment and specifically,
the tasks students engaged in, had variety, opthalenge, meaningfulness, choice,
and shared decision-making. In addition, Ames sa@s$he importance of establishing
evaluation criteria to promote learning, effortdamprovement while diminishing the
importance of comparing one’s ability to othersed3ure and Roberts (1995) concluded,

although establishing linkages between the achiemecontexts, goals, and

student motivational outcomes has been importénatiegjies to determine how
physical educators may most effectively use tHisrmation to enhance

motivation and foster adaptive achievement behawieed to be developed. (p.

480)

Epstein’'s TARGET Strategies
Epstein (1989) designed strategies that align wigi Ames’s (1981, 1984) task-

oriented motivational climate. These strategieseHzeen identified by the acronym
TARGET, in which each letter is representativehaf bne of the six strategies designed
to foster an ideal learning environment for studefthe six TARGET strategies (Epstein,
1989, p. 177) include:

e T—task: provide a variety of tasks and opportusif students to be successful;

e A—authority: build numerous pieces within a curfiou and instructional
strategies to ensure student ownership;

e R—recognition: as a teacher, provide rewards foreang “process” goals, by
means of teacher feedback, peer encouragementeemghition of effort;

e G—grouping: specifically group students to minimfigpotlighting” and social
comparison to ensure that each student feels “emalty safe” and successful,
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e E—evaluation: assessments and evaluations shouwdtigned with “process”
goals and objectives to ensure that the studewase that progress is more
important than product; and

e T—time: allow for numerous opportunities for sucfasexperiences and skill

development through well-designed skill progressiand activities that are
challengeable yet attainable.

Epstein’s TARGET strategies were focused on thecsire of the environment
and its ensuing climate as well as the influenbhasexisted for shaping an individual's
mastery or performance-goal orientation developm&mhsk might be an experience in
which students were asked to respond to a partidel@mand that was placed on them
(e.g., motor skills, tests, etc.). The tasks sttglparticipate in should be varied to
accommodate the abilities of all students. Figuilkudtrates examples of TARGET

principles.
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Task
Authority
Recognition
Grouping
Evaluation

Time

Description

Challenging and diverse
Provide student choice and leadership
Based on individual progress

Promote cooperation and peer
instruction

Mastery of tasks and individual
development

Adjusted to personal capabilities

Example
A lesson provides students with six
stations for learning to throw and catch

Students are asked to outline rules for
the class

Students are rewarded for personal
achievement

Students teaching each other how to
catch

Grade students on individual progress

allow enough time for student mastery
of skills

Adapted from (Biddle, 2001)

Figure 4 An Explanation of TARGET Principles and RelatechEples. Adapted from
“Using Target Approach to Enhance Teacher Effeatgs” by D. J. Perlman & G. G.
Karp, 2007,The Physical Educator, 64, 103. Copyright 2007 by The Physical

Educator.

The implementation of task variety, that is, pravgdstudent choice, was shown

to increases the likelihood of active participantalvement (Epstein, 1989). Task variety

may be used to foster a relationship between dructer and a student: because a

variety of tasks are implemented, the student coeddgnize his or her abilities as

unique and valued by the teacher. In addition, vaslety has the potential to lower

social comparison within the physical activity st A student is less likely to be

concerned with the abilities of others if he or ghperforming tasks dissimilar to others

in the classroom.

Authority is a reference to the nature and freqyeric¢he decision-making

process or leadership style as the teacher exeespliEffective authority implementation

strategies include: (a) the involvement of studantdecision-making and the

establishment of classroom rules, (b) creating mooseopportunities for students to
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assume leadership roles, and (c) promoting stugsponsibility rather than student
obedience (Epstein, 1989). In addition, allowingdsints to have input in the decision-
making process fosters student ownership. The pcesaf student ownership and student
choice was shown to increase the student’s perd@bdity to perform a given task
through self-placement within the activity (Epste€ifg9).

Using a variety of instructional deliveries provsdgpportunities for students to
gain insight from others and allows students tonearough assisting others while
sharing experiences and acquired knowledge witin pleers. Mosston and Ashworth
(2002) identified a number of instructional stragsghat foster student learning and
development within activity settings. Examplesrdtructional deliveries included, but
were not limited to, inclusion, divergent, and gddliscovery.

Recognition refers to procedures and practices tosgténtify progress and
achievement (e.g., awards). Effective implementasimategies include (a) private
consultations to discuss individual progress (faay®n the process rather than the
product); (b) recognition of individual progresffoet, and achievement; and (c) ensuring
that all students have an equal opportunity foitpasrecognition (Epstein, 1989). This
reward structure fosters a task-oriented climatghich emphasis is placed on the
individual and his or her attempts to achieve di@aar task, rather than emphasizing
competition through external rewards (Treasure &&ts, 1995). Ames (1981)
conducted research examining the effect of cooperatward structures within the
classroom. Her findings showed that, although coaipe structures may provide a
means of integrating students of varied abilitihe,success or failure of the group seems

to play a critical role in affecting the motivatarstate of the student (Ames, 1981).
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Grouping refers to the manner in which studentaganized at various times
within a class. Effective grouping strategies w@)ecombining individuals in ways that
limit social comparison (e.g., avoiding traditiomalay formats), (b) providing
cooperative experiences, and (c) keeping grous siaell to maximize participation
(Epstein, 1989). In grouping students, instructdrsuld be mindful that essential to the
development of motor skills is giving students aenjone to practice each skill (Treasure
& Roberts, 1995). Grouping in pairs or small groofien lends well to various
instructional styles as well. An example of thistigalar style is that of reciprocal
teaching, in which students have the opportuniteéeh one another a particular skill,
provide feedback, and personal insight based ocifgperiteria provided by the
instructor (Mosston & Ashworth, 2002). This partaustyle of instruction might be used
to foster positive social interaction and opportiesifor students to learn within a
cooperative framework.

Evaluation is the process of determining progressachievement within a
classroom based on a variety of specific measwtsned throughout a unit while using
various assessment techniques. Effective implertientstrategies for evaluation
included (a) developing performance measures basedfort, improvement,
persistence, and progress gained as specific taduodlly designed “task-oriented”
goals; (b) use of a variety of assessment techaigu@lving both the student (self-
assessment) and his or her peers (peer assessameh(f) making evaluation meaningful
and applicable to individual needs (Epstein, 1988 evaluation standards would be
derived from student progress and would be focaseidhprovement and mastery as

shown through a variety of assessments, ratherttitangh an emphasis solely on
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performance outcomes. Students should be involvéigel evaluation and reevaluation of
progress, accomplishment, and task goals to prohfieiieng implementation of
independent evaluation as it pertains to physictwigy (Epstein, 1989).

Timing is a reference to the appropriateness optee at which learning occurs.
Effective implementation strategies for timing mgé: (a) recognition of individual
needs in reference to time; (b) sufficient timewakd to develop motor skills, as well as
skills within the affective and cognitive domaimda(c) approaching students in an effort
to make connections with all, rather than a fewesghelements, when implemented with
desirable outcomes in mind, create a climate tlaat nave influence on an individual's
orientation within a given experience (Epstein, 2)98

Application of Achievement Goal Theory in Sport andPhysical Education
Shortly after the major tenets of achievement gjoabry were supported by

research conducted in academic settings, investighegan on whether the theory could
be applied also to sport and physical educatiamgst Duda (1989) was one of the first
researchers to suggest the examination of achievegoal theory within a physical
achievement domain. Her contention at the timetiatsan individual’s display of

ability and effort, as well as variances in tasKclilty, would be more evident (i.e.,
providing greater opportunity for research gainghiw sport and physical activity
settings than in previously examined settings witttademics. Duda (1989) examined
high school athletes’ conceptualizations of spod, apecifically, his or her beliefs as to
the purpose of sport participation. Her findingswshkd that task-oriented athletes
suggested that sport should: (a) enhance selfras{®¢ teach people to try their best, (c)
teach people to cooperate, and (d) make peoplerlodizens (Duda, 1989, p. 318).

Mastery goal-oriented athletes strongly disagreih e idea that sport should serve the
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purpose of improving his or her social status, whsmperformance goal-oriented athletes
suggested that sport should enhance self-esteemmanolve an individual’s social

status. Performance goal-oriented athletes indicdie usefulness of sport participation,
suggesting that sport would play a significant ialereparing them for a career. They
specifically spoke of sport participation providiag advantage in the areas of college
admittance, career positioning, and earning a &tgrg once they became members of
the self-described “dog eat dog” world that awaitesim (Duda, 1989).

In response to these contentions, Watkins and Momégy (1989) interviewed
children and adolescents to examine their perceattedbutions towards athletic ability.
The participants in the study identified naturaligh effort-experience, social support,
and emotions-attitudes as contributors to his oktdetic ability. These findings were in
support of Nicholls’ (1984) contentions that yowtgldren (under 12) were less capable
of differentiating ability from effort; effort waslentified most frequently within the
younger population, while natural ability was idéatl most frequently among the older
participants. Chaumeton and Duda (1988) later teddmdings of performance goal-
orientations becoming more pronounced as an atirleteed from one level of
competition (e.g., middle school sport participajito the next (e.g., high school sport
participation). Their findings also indicated tligsfunctional aspects of sport, such as
aggression, and unsportsmanlike behavior became prevalent in settings of higher
competition.

Duda (1989) suggested the following, as it appitethe potential that may exist
regarding one’s achievement behavior in sport edpplicability within various

contexts, specifically speaking of continued pgsaton in physical activity:
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As a task-orientation entails an emphasis on sialstery and an interest in an
activity for its own sake, it would also be expektieat a task-oriented athlete
might stress the inherent capacity of competitpparsto enhance lifetime
physical fitness. (p. 330-331)

While sport contexts provide numerous opportuniti@garticipant enjoyment,
learning of skills, and association with peershsopportunities often were neither
available nor affordable to all populations (Cogk2001). In addition, the increasingly
organized and competitive nature of sport at akle had become more exclusive to
many within our society (Coakley, 2001). Gano-Owvaeyvand Ewing (2004) offered the
following comments on previous studies that haei$ed on the examination of goal
orientation and motivational climate as they agplyhe instructional practices involved
within sport and physical education:

Initial research does seem to indicate that a ghdbal orientation will occur as a

result of the perceptions of the motivational clienaithin the sport setting.

Work, however, is needed in the physical educatlassroom to determine what

longitudinal effects occur within this setting. Adtugh similar to the sport arena

in that they both provide an achievement contexthich there is a public display
of effort and ability toward achievement outcontes, physical education
classroom is associated with unique characterigfcs817)
Gano-Overway and Ewing (2004) suggested a variedyffierences including: (a)
various levels of student competencies, (b) limitedlass time, (c) differences in
dynamics between student and teacher, and (d)elifes in dynamics that exist solely
among peers. One important perspective shown vesadknowledgement of sport and
physical education as two completely separateiestit

Contrary to the misunderstood perceptions of maitlyimvthe general population,

physical education programs should not be viewesyyasnymous with sport or recess. A

quality physical education program would be desigioeprovide an optimal learning

environment intended for motor skill developmend acquisition, recreational and
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competitive sport involvement, regular bouts ofreise, and physical activity
participation intended for a lifetime (Rink, 2008like the often-imposed “win at all
costs” nature of organized competitive sport ardrthmerous barriers and
misconceptions that often exist within the conteixa regimented exercise program,
physical education programs were focused on progithe most optimal environment
possible to provide enjoyable experiences that foster intrinsic motivation leading to
life-long participation in physical activity (RinR003).

Although debate has existed about what characteazguality physical (Rink,
2003) education program, the remaining focus & tbview as it pertains to such
programs includes a desire to establish a taskvmdeclimate conducive to fostering
intrinsic motives for participation. Intrinsicalimotivated individuals within physical
activity see themselves as the cause of their behamd often report the following: (a) a
preferred desire to focus on improving skills, fig@quent experiences of enjoyment, and
(c) a willingness to persist when faced by chalieggasks (Ferrer-Caja & Weiss, 2000;
Goudas & Biddle, 1994; Kavussanu & Roberts, 1996kh characteristics may be used
to provide the mindset necessary to remain motilvatale attempting to adhere to a
desired behavior, whereas extrinsically motivatetiviiduals perceive the cause of their
behavior to be external. In many cases an indivisueceeded in accomplishing a given
task; however, due to an acquired dependency @mrattsources of positive and
negative reinforcement, the individual was lessliiko remain motivated for long
periods of time (Ferrer-Caja & Weiss, 2000; Gougl&iddle, 1994; Kavussanu &

Roberts, 1996).
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In an effort to understand better the intrinsic amttinsic motives in the
behaviors of a particular population, many reseanshave chosen to examine goal-
orientation, involvement, and behavior existenhwitan achievement setting (Ferrer-
Caja & Weiss, 2000; Goudas & Biddle, 1994; Kavuss@rRoberts, 1996). Students
who experienced participation within a mastery gwa&nted climate (a) reported higher
incidences of enjoyment; (b) preferred to focuskill development; and (c) chose to
persist, rather than quit, when faced with a cingileg task. Students subjected to a
performance goal-oriented climate most often aitedd success to their ability, hence
minimizing their desire to improve skill (Ferrerj@& Weiss, 2000; Goudas & Biddle,
1994; Kavussanu & Roberts, 1996). This is not ggest that extrinsic rewards are of
little value within sport and exercise settingshea that a climate of fostering intrinsic
motivation was more aligned with the goals sethfdry professionals within physical
education. Emphasis in quality physical educatimgpmms has been given to lifelong
participation in physical activity (Rink, 2003). @fefore, numerous opportunities exist to
continue efforts in determining the most effectimanners in which to enhance the long-
term motivation necessary to adhere to daily paeteon within sport, exercise, and
physical activity settings.

In response to administering sport participatiothumia variety of contexts (e.g.,
athletics and physical education) Duda (1989) effehe following suggestions:

Extrapolating from the present findings to the picad realm, if coaches, physical

educators, and sport administrators want youngghlto associate sport

participation with “what’s in it for me?” then prasting an ego-orientation seems
best. However, if those who are leaders in shagiiagchool sport experience
want young people to feel that athletics shouldtiggeople to try their best,

cooperate, obey the rules, and become model citizban a task orientation
appears warranted. (p. 332)



a7

To understand motivational tendencies relatedétolng participation in physical

activity better, researchers (Treasure & RobeA981Weiss & Ferrer-Caja, 2002)
continued to examine achievement goal orientatrmhachievement behavior within a
variety of contexts. For the purposes of this revige remainder of the focus pertaining
to achievement goal theory is centered around tansive review of the literature
pertaining to motivational climate and the influesof particular reward structures on
achievement behavior.

Motivational Climate in Sport and Physical Educatian
Seifriz, Duda, and Chi (1992) examined the relaiop of a perceived

motivational climate to intrinsic motivation andrdiutional beliefs that existed within
sport. Specifically, they examined adolescent pigdition within varsity sports. Results
of the study were supportive of previous claimsrfrachievement goal theorists (Ames,
1984; Ames & Archer, 1988; Dweck, 1986; Nicholl88%) who had examined similar
variables within educational settings. Athletes vaklopted a mastery goal-orientation (a)
were focused on improving skills, (b) attributedeess and recognition to their degrees
of effort, and (c) enjoyed time spent in seasonamarthan athletes with performance
goal-orientation. In addition, athletes who adopguerformance goal-orientation
attributed success to their levels of ability tofpem the skill, and when compared with
mastery goal-oriented teammates, found the seados tnore stressful.

Some theorists argued that athletic performancéinig better served with
fostering a performance goal-orientation within thest competitive contexts, with
claims that mastery goal-orientation was nonextsietiin the most extreme of
competitive environments (Harwood, Hardy, & Swa&@00). Nicholls (1984) previously

established that children (under the age of 12¢hfficulty in distinguishing between
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effort and ability; therefore, participants withjouth sport settings often associated
effort with success regardless of ability. One miggsume, due to the increasingly
competitive nature of varsity sport, that particifsawould adopt a performance goal-
orientation. Treasure et al. (2001) responded tovbad et al. (2000) that although
adolescents and adults clearly understood thendigins between ability and effort,
several adolescent and adult participants (ingharsicular case, varsity athletes) might be
prone to emphasize the roles of effort, hard wand skill mastery in their perceptions of
successfully accomplishing a task.

Within a youth sport setting, Halliburton and We({2802) examined the
phenomenon of an existent or nonexistent skilllleagiance within a perceived
motivational climate. The authors also hypothesaleout whether competence
information and perceived motivational climate werterrelated. The results indicated
that gymnasts competing at varying skill levelsgessed information differently in
regard to their perceived motivational climate. Gwasts performing at a low-level of
skill reported mastery goal-oriented measuressagraficant influence within their
experiences. In contrast, gymnasts performinghagla-level of skill reported
performance goal-oriented measures as a signifinlnence within their experiences
(Halliburton & Weiss, 2002). In addition to thesedings, a significant relationship was
shown between use of sources of competence infmmand perceived motivational
climate (Halliburton & Weiss, 2002). Although mastydies have been focused on the
influence of goal orientation within sport (Ame992; Duda, 1989; Dweck, 1986;

Nicholls, 1984), further research is needed to eskithe impact that task-oriented goals
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within an ideal motivational climate might have stndents within other physical activity
settings.

In examining an individual’s adoption of goal ottiation as it related to
experiences within physical education settings,IM@aband Duda (1995) found that
students displaying high ego-orientation attributeslr success in physical education to
possessing high-ability, whereas task-orientedesttsdwere more likely to attribute
success to their interest in the activity, coopenatand high-effort. These findings were
similar to previous conclusions in research on@ament behavior within academic and
competitive sport settings (Ames, 1992; Duda, 1¥88eck, 1986; Nicholls, 1984).
These findings, suggested that, although differemaight exist within the environment
from which participation takes place, the behavioharacteristics associated with both
mastery and performance goal-orientations appearkd consistent with those of
previous studies.

In the differences that might exist within variaentexts (e.g., reward structure,
teaching philosophy, etc.), researchers such asi¢zamou (1995) and Solmon (1996)
examined various factors to determine the potemtfhlence they might have on
participation motivation. Papaioannou (1995) exadithe relationship between
students’ perceptions of the motivational climagiated to: (a) perceptions of teachers’
differential treatment toward high and low achieyemd (b) student motivation and
anxiety as it pertains to various interactions aghamldren of various abilities. Increased
levels of anxiety and frequent displays of soc@hparison amongst peers were common
perceptions reported by students that were invoiredperformance-oriented

environment. Conversely, student perceptions ofpmiance had no effect on his or her
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intrinsic motivation while involved in a masteryajeoriented environment. Papaioannou
(1995) suggested that the presence of a high-nyaater low-performance goal structure
might increase an individual’s level of perceivennpetence, regardless of his or her
ability.

Solmon (1996) examined motivational patterns inti@sting learning
environments within a middle school (seventh anhthi graders) co-ed physical
education class. Two primary research hypotheses aeveloped within the study on
the impact a specific motivational climate mighvéan student learning. The first
hypothesis was whether the students’ persisteneaguned in practice attempts) within a
variety of assigned tasks would differ in respotosthe implementation of a motivational
climate (mastery or performance goal-oriented). 3éwmond hypothesis was whether
students’ attributions about success would diffiereisponse to the implementation of a
motivational climate (mastery or performance gaatted). Results indicated that
students who had experienced a mastery goal-od&titeate were more persistent
throughout various practice sessions within clhas tvere the students who had been
exposed to a performance goal-oriented climate itAutally, students within the
performance goal-oriented climate often chose egttticipate in difficult activities in
an effort to avoid embarrassment, whereas studdtiisr a mastery goal-oriented
climate were inclined to participate regardlesparfceived difficulty. In gender
differences, boys were more likely than girls th@e to perceptions of an ego-oriented
climate.

Treasure’s (1997) assessment of the relationshgiskist between children’s

perceptions of mastery and performance-orientedatés, as well as their perceived
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indicators of success, satisfaction, interest (@om®), perceived ability (skill), and
attitude toward physical education were furtherlaxgtion of Solmon’s (1996) findings.
Treasure (1997) hypothesized that perceptionsghf mastery goal-orientation would be
associated directly with attitude (positive), higgitisfaction, and high perceived-ability
within a physical education setting. Treasure hgpsized that student perceptions of
high performance goal-orientation, however, wowdsoziate directly with attitude
(negative), low-satisfaction (boredom), and lowgeéred-ability within a physical
education setting. Similar to previous studies Imvig sport and classroom settings, the
hypothesized relationships were accurate. Treas(t897) examination of motivational
climate within elementary school physical educasettings reaffirmed the relationship
between children’s perceptions of mastery and paxdnce goal-oriented climates and
the ways in which they attributed success, feelofgsatisfaction, boredom, perceived
ability, and attitude towards physical education.

Spray (2000) examined goal perspectives of studeithén physical education
settings to understand better the influence matwmat climate and one’s goal orientation
had in regard to student motivation. The resulthefstudy indicated that the perceived
motivational climate (mastery or performance) waserinfluential than one’s goal
orientation. Additionally, Spray (2000) concludéat student perceptions of a mastery
climate within physical education classes wouldease feelings of enjoyment and were
more likely to promote long-term participation wittthe class. The intervention was
successful in creating a stronger mastery goahteteclimate while successfully
decreasing student perceptions of a teacher-degiegibrmance goal-oriented climate.

Following the study, the teachers who succeedendptementing the mastery goal-
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oriented climate moved to another school and weptaced by two teachers unfamiliar
with achievement goal theory and motivational chiengsearch. Within ten months of
being removed from the mastery goal-oriented clangains in attitudes, perceptions,
and cognitions were lost and returned to a highipgetitive ego-oriented climate,
resulting in high numbers of non-participation @pr2000). This study was an example
of the importance of creating and maintaining &-@sented climate within physical
activity settings, and was used to identify a nieegharent and community education for
fostering a mastery-oriented climate outside ofstigool setting as well.

Similar to the research conducted earlier by Tneagl097), Papaioannou,
Marsh, and Theodorakis (2004) examined the effgfatéassroom motivational climate
and individual goal orientations related to indivad behavior within a physical education
setting. They discovered that mastery-involvingcpgtions related to the existent
motivational climate resulted in the promotion mifrinsic motivation (enjoyment and
effort) within the population, whereas performamoeslving perceptions related to the
existent motivational climate positively influenceelf-concept but had no significant
influence on one’s intrinsic motivation (enjoymemd effort).

Within the same year, Xiang, Bruene, and McBrid#®@) investigated the
motivational climate that existed within an elenagptphysical education running
program called “Roadrunners.” The variables ofnegeincluded achievement goals,
perceived motivational climate, and student achiex® behavior. Results of the study
showed that the establishment of task-orientedsgaad the structure of a mastery goal-
oriented climate positively related to performanoetivation, and learning. Studies

within the domains of the traditional classroonrimas sport settings, and physical
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education showed that efforts to enhance the ntasivaf the participant were focused
on promoting a mastery-oriented climate and deesipimg performance goal-oriented
cues within achievement settings (Digelidis, Papammu, Laparidis, & Christodoulidis,
2003; Papaioannou et al., 2004; Solmon, 1996; Tlireag997; Xiang et al., 2004).

TARGET Strategies in Sport and Physical Education
Theeboom, De Knop, and Weiss (1995) conductedegiveek intervention

study within an organized youth sports program. dihors used an adapted version of
Epstein’s (1989) TARGET strategies as a framewoitké study. Results of the study
indicated that the presence of a mastery motivaticimate resulted in an increased
number of positive experiences for children whibg&ged in the process of learning new
skills. Specifically, children reported greater@mpent, heightened perceptions of
competence, and increased intrinsic motivation €beem, De Knop, & Weiss, 1995).

Digelidis et al. (2003) studied the effects of arjeng intervention on
motivational climate, goal orientations, and attéa toward exercise and diet within a
Greek middle school physical education class. Titervention consisted of 70 lesson
plans designed for teaching skills and games, &rdskon plans for health and exercise
concepts, most of which consisted of both lectunet @ractice. Teachers were assisted in
delivering these principles through participatiarseminars, meetings, and regular
communication with the researchers. The teachers aféorded the freedom to teach
any skills or activities desired, but were askethtintain a mastery goal-oriented
climate throughout the intervention. The interventwas framed using Epstein’s (1989)
TARGET strategies.

Using Epstein’s (1989) TARGET strategies as a fnaark, Parish, Rudisill, and

St. Onge (2007) discovered that the environmeratedeby the establishment of a
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mastery motivational climate could have a signiitcaffect on a person’s physical
activity level. Specifically, their findings showédat a mastery climate within a toddler
day care class resulted in increases of heartltateg bouts of free play. They
concluded that the TARGET-structured frameworkhef $tudy was used to enable
children to engage in a range of challenging, g&etbpmentally appropriate tasks and
activities. For example, an established self-revegglem was implemented with the
encouragement and ongoing facilitation of the darg staff. In a recent study, Bowler
(2009) examined Epstein’s (1989) TARGET stratetpegain a better understanding of
how they were influential in student perceptionshaf motivational climate and in levels
of physical activity within a physical educatiorits®y. Results of the study indicated that
task, grouping, and time had the greatest posiifl@gences on student motivation and
levels of physical activity within the class (Bowl2009).

Perlman and Karp (2007) conducted a study in wthiely used Epstein’s (1989)
TARGET strategies to help pre-service teachersldpwemotivational climate within
their physical education classes. Perlman and K2097) were most interested in
examining whether or not pre-service teachers able to develop a motivational
climate within their class. They conducted an wgation using TARGET (Epstein,
1989) and a 12-week practicum. Five themes wemetiied within the qualitative study
(Perlman & Karp, 2007, p. 106):

e an overall desire was expressed to simply get tjiradbe lesson each day;
e carly development and implementation of a motivaiaclimate was evident;

e implementing strategies related to recognition tooksiderable time to be
developed,;

e the use of authority and time constructively becamoge evident throughout the
practicum; and
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e many pre-service teachers lacked a true understgiodihow to assess and
evaluate their students effectively.

Boyce (2009) intended to describe the importanaestdblishing a mastery-
oriented motivational climate and how structurihgs tenvironment might have influence
on student motivation within physical educatiortiags. In attempt to educate others
about the importance of establishing a masteryatetkclimate, Boyce (2009) provided a
brief summary of the literature pertaining to matienal climate and physical education
settings (Carpenter & Morgan, 1999; Papaioanno@5;1Barish & Treasure, 2003;
Solmon, 1996; Treasure, 1997). Boyce shared stemt@d how to establish a mastery-
oriented motivational climate using Epstein’s (1pP83RGET framework; and designed
a checklist intended to help teachers assessdlassroom environment. Boyce (2009)
concluded that a mastery climate delivered usiegiARGET framework (Epstein,
1989) could have positive influence on student wabitbn within physical activity
settings.

Achievement Goal Theory in College Physical Activit Courses
On most campuses, basic instruction programs aigrkd to provide a wide

variety of activities for students to experiencd anjoy while attending college. Personal
enjoyment has been accepted as instrumental imaeiag an individual's continued
participation within physical activity. Enjoymentten is the result of perceived
experiences of success, leading to increased le¥skf-efficacy within a mastery-
oriented setting (Bandura, 1997). In an effortxtarine participant enjoyment within a
college student population, Briggs (1994) invesgdahe relationship of six variables as
predictors of enjoyment within an introductory lball course. The variables
investigated within the study included: (a) motaals (skill attempts), (b) successful

motor trials (skill attempts), (c) perceived sus;€d) perceived challenge, (e) pre-class
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mood, and (f) the perception of teacher behaviResults of the study indicated that a
participant’s perception of success was the stretingedictor in enjoyment of the
experience, accounting for over 36% of the variananjoyment. This study showed
that the frequency with which a student perceiveldave experienced success within the
class needed to be considered.

Kavussanu and Roberts (1996) examined perceptioamgtivational climate as it
relates to self-efficacy and intrinsic motivatioithin a college physical activity class.
Similar to findings discovered within the contegfsa traditional classroom, sport, and
physical education, the study showed a positive@aason between a mastery goal-
oriented climate and the variables of enjoymerigrefperceived competence, and self-
efficacy. Gano-Overway and Ewing (2004) conductéahgitudinal study examining the
existence of three issues specific to the existiogvational climate within a variety of
college physical activity courses. These issudsidtazl: (a) an examination of the
perceived motivational climate and goal orientagioner time, (b) an investigation of
how a participant’s goal orientation may fluctuatele in the presence of an opposing
climate orientation, and (c) determining how thetinagional climate may impact
practice strategies. In addition, the researcheygested a need for further investigation
of the potential influences that may exist pertagnio motivational climate and
achievement behavior within physical activity segg (Gano-Overway & Ewing, 2004).

Summary

Achievement goal theory states that one’s goahtaiteon and perceived

motivational climate interact to influence achievernhbehavior (Dweck & Leggett,

1988; Nicholls, 1989). Researchers had examineththences of a structured
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environment (motivational climate) regarding a ggrant’s adaptation of an
achievement goal within classroom (Ames, 1992)rtspand physical activity settings
(Treasure & Roberts, 1998). To date, few studie® leen used to examine factors that
influence student motivation within a college plogdiactivity course. Such a study is
needed to gain a better understanding of the maiinal factors that exist within college

physical activity classes.
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CHAPTER IlI

METHODOLOGY

The Research Process

In this chapter, the qualitative research procesxplained in detail. Information
pertaining to participants, setting, proceduresa @dallection, and data analysis is
explained within the context of a qualitative reasbadesign. In addition, the
appropriateness of selecting a qualitative resedesign to address the research question
is discussed.

The aim of the current research was to gain unaiedstg of factors influencing
student motivation within physical activity settti@efore establishing a research
framework, the various methodological approachdisved to best address the research
guestion were explored. Both qualitative and quainie research designs were
examined. Numerous studies have used quantitagisigmls to examine student
motivation within basic instruction programs onlege and university campuses (Avery
& Lumpkin, 1987; Lumpkin, Leath, & Almekinders, 1@9Quarterman, Harris, & Chew,
1996; Savage, 1998; Soudan & Everett, 1981; Yo@1RQvhile considerably fewer
studies have examined student motivation withitega physical activity courses using a
gualitative design (Higgins, Lauzon, Yew, Bratsé&hylorley, 2009). Qualitative
research design was chosen for the current ststigad of a quantitative design as a

means to increase “understanding the complex gltgronships among all that exists”
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(Stake, 1995, p. 37). A qualitative research degiga used to gain a detailed
understanding of the complexities surrounding fectaith influence on student
motivation, as shared by the instructors and stisde&ho participated within the course.
While recently conducting a similar study, Rus§2l08) shared similar reasons for
using a qualitative research design to investigatdent perceptions of a Basic
Instruction Program (BIP):

Having a non-traditional dialogue with students pasvide the deeper insights

into their ideas, recommendations, and perceptdBsP courses and GTA

[Graduate Teaching Assistants] instructional effertess. Currently such depth

is lacking due to the use of current standardizedse evaluation instruments.

More specifically, qualitative-oriented student lenadive feedback can be utilized

more effectively to make concerted efforts to inficdhe administrative,

pedagogical, and support processes impacting GTstiaditionally serve as

lead instructors of BIP courses. (p. 69)

The research process can be broken down into fearemts (Crotty, 1998).
These elements include: @)istemologythe theory of knowledge embedded within the
theoretical perspective and thereby in the methamgl(b)theoretical perspectivehe
philosophical stance one develops as he or shetsesafor a means by which to ground
the methodological approach intended for the st@@ymethodologythe strategy or
design that provides the necessary means in whishléct appropriate methods in

research; and (dhethodsthe techniques or procedures used to gatherraalgze data

(see Figure 5).
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Figure 5 The four elements of research. Adapted fiidme Foundations of Social
Research{p. 4) by M. Crotty, 1998, Thousand Oaks, CA: S&gpyright 1998 by
Michael Crotty.

According to Crotty (1998), these four elementsdetermined once the
researcher has addressed the following four quest{@) Whamethodslo we propose
to use? (b) Whanethodologyoverns our choice and use of methods? (c) What
theoretical perspectivites behind the methodology in question? (d) Wémastemology
informs this theoretical perspective (p. 2)? Tratli2000) contended that epistemology
and methodology were intimately related, suggedtiag epistemology was
representative of one’s philosophy or understandirtge world, and methodology
involved one’s application within the world itself.

Epistemology

Constructionism
Epistemology is defined as “the theory of knowledga&edded in the theoretical

perspective and thereby in the methodology” (Crdt898, p. 3). Constructionism was
determined as the best fit for the current studsabee an individual’s interpretation of
meaning within an experience is “constructed” ilatien to the phenomena that exist

between the participant and the factors of an éshedal college physical activity class.
Constructionism is an epistemology that, accordn@rotty (1998), may be used to

support the idea that:
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There is no objective truth waiting for us to digepoit. Rather, truth, or meaning,
comes into existence in and out of our engageméhttiae realities of the world.
There is no meaning without mind. Meaning is netdvered, but constructed.

(p. 8-9)

Constructionists believe that meaning does not lsimxist on its own, but rather is
constructed due to an encounter or presence ofi@nbéing and the interactions that
exist between them. Greenwood (1994) offered auen@pmparison of meaning as it
applies to both physical and social phenomena:

Physical and social phenomena...differ in one essler@spect. Chairs may exist

independently of our knowing what they do; our kfexge of the existence of

chairs is not constitutive of their existence. émirast, social phenomena do not
exist independently of our knowledge of them...Sorzalities, therefore, are
constructed and sustained by the observation cddbml rules which obtain in
any social situation by all the social interactiorlved...Social reality is,
therefore, a function of shared meanings; it isstartted, sustained and

reproduced through social life. (p. 85)

This theory is well-applied to the notion that eawthvidual creates a unique
interpretation of meaning as he or she engagegthporought upon by the existence of
a given object (factors that influence student wation) within an existent environment
(college physical activity course). Crotty (1998jther explained that the construction of
meaning might have occurred while within or outsidi¢he particular environment.
Hence, the experience of an “aha” moment may natirognly within the classroom
setting (e.g., gym, field, or swimming pool), buttside of class as well. Each student’s
experience is considered unique; therefore, eatikidual may interpret his or her
experiences, as well as attribute their acquirenikedge, skills, and ability to a variety

of factors. The presence of such interpretationkiwihe study drives the theoretical

framework of interpretivism.
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Theoretical Perspective

Whereas an epistemology provides understandingpiai@ what is known, a
theoretical perspective is defined as, “the phiidgcal stance informing the
methodology and thus providing a context for thecpss and grounding its logic and
criteria” (Crotty, 1998, p. 3). Due to the existaature of education as a learning
process, interpretivism (often used interchangewaftly constructivism), or a person’s
interpretation of his or her involvement as it agplo the educational experience,
seemed to fit best for the current study. The psepaf the study was to examine student
motivation within physical activity settings andtfars influencing student motivation in
two college physical activity classes.

Interpretivism
In interpretive research, the journey of understamdnd applying knowledge is

considered a learning process; the involvemenapeng to both the student and the
instructor in a college physical activity classnsidered a lived experience (Merriam,
1998). According to Schwandt (1998), interpretiwiselieve that to understand and take
meaning from this world, a person must interprehiierpretivists argue that although the
goal of the natural sciences is scientific explexmatthe goal of the social sciences should
be grasping or understanding of meaning as it&w#hin a social construct. A
methodological framework that included the use pfeexisting criterion, that is,
Epstein’s (1989) TARGET strategies, was establishdlde current study as a guide
while analyzing factors that influenced studentiraiton within each class.

Achievement Goal Theory, Constructionism, and Intepretivism
Interpretivism was specifically chosen in alignmetith achievement goal theory

(Ames, 1992; Dweck, 1986; Nicholls, 1984) becausgndions and behaviors result
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from an individual's perceptions of interactionaygonmental and others) that occur
within a college physical activity class. The exaation of student motivation was used
to provide insight on how a student interpretedéhexperiences or conditions as being
conducive or non-existent in pursuit of skill acgjtion, fitness, and enjoyment within
college physical activity settings. The theoretitamework of interpretivism was
configured within a constructionist epistemologyatimw for the freedom of individual
interpretation and constructed meaning while aesttidssumed ownership of his or her
experiences within a college physical activity isgtt

Methodology

Basic or Generic Qualitative Study (Interview Study
Methodology is defined as “the strategy, plan dice; process or design lying

behind the choice and use of particular methodsdaalesired outcomes” (Crotty, 1998,
p. 3). This study was a qualitative interview desiging interview tenets from Merriam
(2009) and Crotty (1998) where questions were prepd, but flexible in nature in order
to allow naturally emergent lines of informationkie pursuedr-or the purposes of this
study, factors that influence student motivatiomenexamined within two college
physical activity classes. The use of interviewdgtmethodology was used to examine
student motives within the two physical activitgsses in detail.

According to Merriam (1998) the use of a basicemeyic qualitative study
(interview study) is common in education-relateskesach due to the researcher’s desire
to “discover and understand a phenomenon, a proocetse perspectives and
worldviews of the people involved” (Merriam, 1998,11). Merriam (1998) indicated
that qualitative research had limitations as waling the researcher’s ability or inability

to document accurately the experience as it haghbdtesearcher bias is inevitable;
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therefore, prior awareness of potential bias anoht®y measures should be implemented
to ensure the most accurate depiction of the ezpeei. To address my own research
biases, the process of triangulation and membearkshgas used to limit the inevitable
influences that are associated with bias and tarertsustworthiness. In addition, | have
acknowledged my own biases about the investigati@hin doing so have done what |
can to avoid an inaccurate depiction of the study.

Researcher Stance
Merriam (1998) noted that one strategy for enhanthie internal validity of a

study is for the researcher to clarify his or hiasbs at the outset of the study. In this
process, the researcher clarifies his or her assonsp worldview, and theoretical
orientation at the outset of the study to assestréader’s understanding of the
researcher’s bias (Merriam, 1998). Janesick (18€é)ed the following perspective
regarding the researcher’s perspective:
As we try to make sense of our social world ance gheaning to what we do as
researchers, we continually raise awareness odwarbiases. There is no attempt
to pretend that research is value free. Likewis@Jitative researchers, because
they deal with individual persons face-to-face atady basis, are attuned to
making decisions regarding ethical concerns, bectus is part of life in the
field. From the beginning moments of informed caongkecisions, to other ethical
decisions in the field, to the completion of thedst, qualitative researchers need
to allow for the possibilities of recurring ethicilemmas and problems. (p. 212)
In the current study, researcher perspective wasoadedged in several ways. In
addition to pursuing this research because of patsoterests in the area of exercise
motivation, | coordinated the BIP offered at theversity that participated in the study in
an appointed role as the Basic Instruction Progtaordinator. This was not a

supervisory role, but rather | served as a liaeoa provided resources and direction as

needed to the instructional faculty and staff @f liasic instruction program. My
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responsibility was to assist each faculty membexr variety of ways to ensure that the
physical activity courses offered were of the hgjletandard. Success for such programs
is not measured in terms of high student enrollnoemgenerated revenue, but rather is
measured in availability of opportunities for statlbody members in personal growth
within physical activity settings. To best servadsnts, faculty and staff must improve
their understanding of students’ experiences wighysical activity courses. As a result,
| chose the role of case researcher as advocate.

Steps were used from the beginning to the endeoétildy to account for the
inevitable researcher bias. Such steps included:

e providing a detailed consent form explaining paoaat rights as well as potential
risks involved in participating in the study;

e clearly identifying my role as researcher, as \aslmy role as an assistant
professor and coordinator of the basic instrucgicgram to all participants;

e taking measures to ensure trustworthiness (triaatigul and member-checks); and
e taking measures to ensure dependability (readesrgkration).

Because of my involvement at the time as coordmaitthe BIP, | chose not to use
observation as a means of data collection. My asleoordinator might have
compromised the nature of the classroom environmaatl chosen to observe within the
field.

Researcher Perspective
As a teacher | have often wondered how my instoanciind more specifically my

structuring of the classroom have influenced sttglgmesent choices in regard to their
participation in physical activity. | first becanrgerested in the idea of examining the
influences of student motivation within college ploal activity courses while teaching

aguatics as a graduate student. | was assigneddb an advanced swimming and
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conditioning course. Although | had an extensiveadigs background, | was not
experienced with competitive swimming. With my exgece in mind, | determined
what | thought was important for each student &wrien the course. | also made
decisions related to how | might best contributedoh student’s experience in the class.
To aid my decisions | sought the opinions of vasiagsociates who were

professionals in competitive swimming at the tifiikese associates offered different
perspectives as to how | might go about teachingdsanced swim course, including
information on various methods of delivery, contemtd training as might resemble a
competitive swim practice. This would seem apperconsidering that most of the
students enrolled in the course were former hidfoskvarsity swimmers; however, |
soon realized (through observing and interacting wie students) that most of them
were in search of other objectives. The studenteatively shared four goals at a
meeting held on the first day of class:

e experience new training methods;

e practice routines he or she had experienced mrientolling in the class;

e to place themselves in a structured course in hoplkaving an instructor coach
them as they had been coached previously, and

e to workout while earning college credit.

To most of the students’ initial dismay, | struedrthe course (with little knowledge at
the time about student motivation literature) way that students had the responsibility
of setting personal goals, designing workouts, gimohg evaluative feedback rather than
administering the course using a command stylecgmpr (Mosston & Ashworth, 2002)

often found in competitive settings. As the instoucl purposely reminded myself to
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resist my desire to become a primary source oftfeekland praise for those students
seeking approval.

At the conclusion of the course, students weredtkeeflect upon their class
experience and share their intentions relatedttoduinvolvement in aquatics. Many
students shared initial frustrations at being asketksign their own workouts and
displeasure with me for not being more involvedhesinstructor. A majority of the
students, however, shared that by the end of thesedhey felt a sense of achievement
for having taken ownership of their workouts angrapiation for their class peers who
had assisted them by providing evaluative feedimdughout the semester. That
experience had a lasting impression on my desicentinue searching for ways in which
instructors may provide experiences within physaivity settings to motivate students
to be physically active for a lifetime.

Methods

Context
At the time of the study, all students were reqiliicetake a minimum of two

course credits offered by the Department of Phy&dacation in order to satisfy the
Physical Development and Wellness requirement wittie university’s General
Education Program. All courses offered within tHe Bsed a letter-grade student
evaluation system, and carried one or two houexatlemic credit depending on the
particular course. Each academic term, the BIPredf¢he university student body
approximately 20 courses, including individual $pde.g., tennis, racquetball, and golf),
team sports (e.g., basketball, flag football, amcter), and a variety of fithess-oriented

courses.
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The two classes examined in the study were sepseat®ns of a course entitled
Lifetime Fitness and Wellness offered within thé By two different members of the
teaching faculty. Each class was held twice a weelughout the duration of a 16-week
spring semester. The course was designed to enpartt@pation in physical activities
throughout a person's lifetime (See Figure 6).

Course Description:Participation and increase skill knowledge thropghticipation in
various fitness conditioning practices (e.g. sttbritpining, cardiovascular training, core
training, etc.) intended to enhance participatiophysical activities throughout a
person’s lifetime.

Figure 6 Course Description. Adapted fradP 175 — Lifetime Fitness & Wellness,
Course SyllabugDepartment of Human Performance, Minnesota iateersity,
Mankato, 2007)

The focus of the course was to introduce new skillieefine skills pertaining to the
components of health-related fitness (e.g., caationlar endurance, muscular
endurance, muscular strength, flexibility, body gasition). Although both sections of
the course shared the same course title and diegnripach instructor was allowed the
freedom to structure and deliver the course tahtser own liking as long as the pre-
existing course objectives were accomplished.

The two classes examined in the study were conducteeampus within the
fithess and recreation center. The facility hacgieed a complete renovation and was
opened to all students, faculty, and staff in #iledf 2005. The fithness and recreation
center is a two-story, state-of-the-art facilitytiwihree full-size courts on its lower level,
primarily used for participation in basketball araleyball. In addition, the lower level

has an extensive array of strength training equigraganged in an L-shaped

configuration in effort to avoid congestion.



69

The second floor consists of an open-air balcorti wirubberized four-lane
running/walking track and matted areas placed aiolegthe track to provide ample space
for core-training exercises (crunches, medicinédadrcises, etc.). This second floor
also contains more than 40 cardiovascular machnobsding a variety of elliptical
trainers, treadmills, bikes, and stair-climbersclEmachine is fully equipped with a
keyboard and monitor system with which studentselact choices from watching
television to checking e-mail while exercising.

Participants
A purposeful sample (Patton, 2002) of fifteen maptnts (13 students and two

instructors) was recruited from two college phykaivity classes of 25 students each.
Purposeful sampling was used to gain a better statating of the factors that influence
student motivation within a college physical adiidourseOnce both instructors agreed
to participate, every student enrolled in the thasses was sent an informative e-malil
inviting them to participate in the study. Infornmaial consent forms were discussed and
distributed to both instructors and all studentd there interested in participating in the
study. The students were informed in writing ofithight to refuse to participate in the
study, and were informed of their individual rigiigperson at an informational meeting
held without the presence of the instructors t@ leglsure that instructors were unaware
of which students participated in the study. THenmational meeting was audio taped to
ensure the policies and procedures provided bingigutional review board were
followed. If a student was not interested in pguating in the study, he or she was
assured that his or her rights would be respeatddlaat involvement in the class itself
would not differ from than that of a study partaij. The 13 students who participated

were chosen because they were enrolled in theiiéefEitness and Wellness course. The



70

first 13 students who responded to the recruitredtdér were selected as participants for
the study. The researcher believed that a samdl8 sfudents would provide an
adequate representation of student perspectiveledder data collection and analysis.
If, in the event, it was determined that data sdton had not taken place, additional
students would have been interviewed.

The participants’ involvement in the study includbdir willingness to be
interviewed once near the later part of the semestmarding individual perceptions they
formed while participating in the course. The imh@tional consent forms (See Appendix
A) required signatures from the participants ackieoying their willingness to
participate in the study as well as an agreemebé taudio recorded during the interview.
The researcher’s signature indicated recognitiaim@iconsent form as a contractual
agreement to ensure that protocols to protectigfisrof the participant were followed.

In addition, all participants were informed thdtrakults pertaining to the study would be
made available to them, if interested, at the cetigrt of the study.

Instructors
Both instructors were recruited because of thequdatr course that they taught,

not for any other reason. Each instructor taugtgaion of a course entitled Lifetime
Fitness and Wellness. The instructors were informeuriting of their right to refuse to
participate in the study, and were informed of tiaiividual rights in person at an
informational meeting held separate from the sttipanticipant meeting. The
informational meeting was audio taped to ensurgthieies and procedures provided by
the institutional review board were followed. Theotinstructors selected for the current
study shared a number of common characteristiytiiaicity (Caucasian), (b) dual-

appointment faculty (instructor and employed owsfithe department), (c) former
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collegiate athletes, and (d) education level (miastkegrees in sport and exercise-related
fields).

Kay. At the time of the study, Kay was entering herdhjear of teaching fitness
courses within the basic instruction program. Idiaon to her responsibilities as an
instructor, Kay was employed within Campus Recogaéis a Program Coordinator for
Fitness, Wellness, and Special Programs. Kay haahtly earned a Master’'s Degree in
Sport Psychology and shared that she decided totgeieaching because she felt she
could positively influence college students’ liveasd make a difference as an instructor
within the basic instruction program. Furthermd€ay indicated that her own personal
transition from high school to college served as ohthe most influential times in her
life, and attributed many of the lessons learnathduhat time to the teacher she has
become. When asked about the importance of the mtruction program, she shared:

| think that offering all of the physical activitfferings that we do is a good idea

because it allows students the opportunity to egpee a variety of activities and
allows people to find their niche. Also, the 2-atedquirement may serve as an
excuse for students to go and experience sometigwghat they wouldn't have
maybe tried but with the security blanket of otharewing that it is required they
are able to go and participate without feelingagh&arrassment of their choices
for participation in new activities.

Brad. At the time of the study, Brad was entering hisosecyear as a graduate
assistant coach for Men’s Track and Field. In addito his coaching and teaching
responsibilities, Brad was completing a Master'grde in Sport Management. As an
undergraduate student, Brad participated in attgets a Division-1 athlete in Track and

Field. He served as a two-time captain and NCAAiddon-1 national participant in the

high jump.



72

According to Brad, his interest in teaching wadiliesl in him at a young age. He
shared that his mom was a teacher for 24 yearsaatioe time of the study, was
completing her tenth year as a principal. He in@idahat all of his aunts (mother’s side)
are also teachers and “so, it's just kinda in tloedh” He explained that this was his first
semester and, when asked why he got involved wébhing in the basic instruction
program, he indicated: “I just felt it was a staghe right direction as far as building
myself, my character, and growing as a person.”

Each instructor was scheduled for an interview keéttlin the last 2 weeks of the
semester. Instructors also provided their couralsyThe instructors were not made
aware of the student participants’ identities dretéfore could not distinguish
participants from non-participants unless othensisared by the participant himself or
herself. At the completion of the study, both instors were asked if they had become
aware of the identities of the student-participabtgh shared that they had not.

Students
Students at the university at which the study waslacted had a minimum

two-credit requirement from within the general eatian curriculum offered within
the Department of Physical Education. The coursee hemained popular (based on
enrollment) as electives selected by undergradsiatients of all disciplines.

Todd. Todd (age 23) was a fifth-year senior majoring awLEnforcement. Todd
enrolled in the course as a way to prepare fogaired tactics class within his major. He
shared that the tactics class included a physgiifyacomponent of various assessments:
a timed 1.25 mile run, 440 yard sprint, 50 yardrgpsit-ups, crunches, push-ups, squat-
thrusts, pull-ups and dips. He shared that he katgout the requirements for a number of

years but still found it difficult to get motivateshd go to the gym to exercise. He
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admitted that prior to taking the class he wasveoy knowledgeable about fithess-
related principles. He had never participated lmga school sport, and did not have
positive experiences in physical education whi@ngng up, so he had hoped to learn
new ways to incorporate physical activity into lfis as an adult. More specifically, he
wanted to ensure that he would be well prepargass all of the physical fitness tests
that were required of him

Ben. Ben (age 20) was a sophomore Economics major. aleglthat during his
freshman year there were many times that he intetweork out but often did not. He
believed that enrolling in the class would provadilitional incentive to get a workout in
a couple times a week while attending college. ¢é#ed that he used to work out in high
school as a member of the hockey team, but simoeray at college, he had strayed
away from exercise. At the beginning of the semeh@shared that he found it difficult
to get motivated for class, and attended class torgnsure that he earned a high grade.
However, as time passed, he started to recognizgess (muscle gain) and became
eager to attend each class.

Melissa.Melissa (age 20) was a sophomore pursuing degnedass
Communications: Public Relations, Studio Art, amditieal Science. Her self-described
interests included current events, politics, skisulpting, and media study. Despite not
being required to take a physical activity coufse ¢ollege credit), she enrolled in the
class after hearing positive reviews the previces yrom her freshman roommate.
Melissa described herself as always being physiealiive but admitted that, since
arriving at college, she has become involved irrtspadated activities. She shared that

she found the class to be beneficial in the foltaywvays: (a) provided a convenient way
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to ensure that she was getting her workouts ingiiipyeciated the opportunity to learn
new things, and (c) enabled her to unwind and ¢caddetter on solving other problems.
Ross.Ross (age 19) was a sophomore Physical Educatiachirey major. The
course was required within his major, but Rossesthénat it was a course that he would
have been interested in taking regardless of tip@inement. In addition to his interests in
pursuing a teaching career, Ross was specifiqaiyested in the area of strength and
conditioning. Ross was recovering from shouldegsty and was a little concerned
about how he would be able to participate fullytighout the semester. However, he
shared that his instructor (Kay) was extremely auoodating and helped him research
various ways that he could modify his exercisedewt@habilitating his shoulder. He
added that one of the greatest draws of the caumsehat he was sure to get a workout
in at least twice a week and that he planned ongadimilar classes in the future.
Cristen. Cristen (age 19) was a freshman with hopes of beaegpted into the
nationally recognized Athletic Training Program. #vhasked why she enrolled in the
class, she shared that doing so would meet thesrsily's general education
requirement, but that she was also interestedaching and thought the class might,
additionally, give her more ideas related to tleédfi She believed that her instructor’s
enthusiasm and the way that she organized theidsgised her to give her best effort
as a student; and that she would look for othessels with the same instructor to take in
the future, regardless of university requirements.
Megan. Megan (age 20) was a sophomore Nursing major. st she was
interested in improving her own health-relatedd#s. She admitted that before taking the

class she was not really all that into weightndgj but now she is much more comfortable
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with lifting and enjoys it. She had not heard amghabout the class prior to taking it but
knew that it satisfied the university’s general eation requirement. Another reason she
shared for taking the class was that it servedgsod excuse to go to the gym twice a
week, and hoped that taking the class would helpdreain motivated to continue
working out long after the course had ended.

Stacy.Stacy (age 22) was a junior Public Relations ansh@anications major.
She signed up for the same course a year earliétr did not work well with her
schedule and she had to drop it. Although onlhendlass for limited time, she realized
early on that she wanted to take the class prigraduation. Stacy had been physically
active in the past; however, taking the class ltehper establish the routine and structure
that she needed to maintain a physically actiestifie.

Amber. Amber (age 19) was a sophomore Accounting majorbé&mnenrolled in
the course after hearing about it from a friend \Whkd taken it freshman year. Amber
admitted that, during her freshman year, she wapysically active and, therefore,
wanted to take a class that would ensure that siseastive at least twice a week
throughout the semester. She indicated that, béddineg the class, weight lifting was not
something she would have considered trying, but sloevfeels comfortable in the weight
room and lifts weights on a regular basis. Sheefé@#nat, without the structure of the
class, she would not motivate herself to get togyra on a regular basis. Therefore,
regardless of university general education requar@s) she planned to take additional
fitness courses in the future.

Cathy. Cathy (age 19) was a freshman Exercise Science nfaoCathy, the

course was required within her program of studye ®hs a recent transfer student (from



76

another university) and knew little of the clas®pto the first day; other than it involved
things she enjoyed, such as weight lifting andouggiexercises. She considered herself to
be physically active prior to taking the class sh@red that, because of her experiences in
class, she has even more confidence now while wgrut at the gym.

Morgan. Morgan (age 20) was a sophomore Liberal Studiesmisforgan first
came across the course while looking for an addificredit to take to ensure that she
was enrolled as a full-time student (12 creditspréhn was looking for a class that
would provide a break from other courses within prexgram that required numerous
readings and written papers. Due to the demantsing a college student, she found
little time to exercise as a freshman and belighatitaking a fitness class would provide
the opportunity to work out at least twice a weelotighout the semester. She was
hopeful that her experiences in class would te@mbw ways to ensure that she
remained physically active in the future, desgie demands of a busy schedule while
attending college.

Rachel.Rachel (age 20) was a sophomore who had yet ta@ealmajor. She
was aware of the university’s general educationiiregnent but shared that she
specifically enrolled in this course intending é@stablish an exercise routine after
adopting a sedentary lifestyle over the summerenhiing with her parents back home.
She was confident that she could apply the skelisried throughout the semester long
after the class had finished, regardless of heir@mwment.

Mike. Mike (age 18) was a freshman Aviation major. Mikeatled in the class

to get back into shape and because it would satisfyiniversity’s general education
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requirement. Mike mentioned that he found the $tmecof the class to be beneficial, and
planned to incorporate a similar structure on kg once the course was completed.

Kara. Kara (age 19) was a sophomore Psychology majonoAgh she admitted
that the university’s general education requirentneat influenced her decision to take a
physical development and wellness course, she attheslis a class that | would not
mind taking anyways.” After returning home to Iné&h her parents over summer break
she struggled to establish a workout routine withiba resources she had become
accustomed to having while attending college (§theenter). She intended to apply the
knowledge and skills learned from class for yearsame, to ensure that she remained
physically active regardless of her surroundings.

Data Collection

Data collection methods have been defined as &bleniques or procedures used
to gather and analyze data related to some resgqaestion or hypothesis” (Crotty, 1998,
p. 3). As Crotty (1998) indicated, methods of dailection ought to be determined by
the research question or questions and factorsianmthe study (i.e., number of
participants, environment, and length of the stud@g)gain an understanding of the
factors that influence student motivation withiroteollege physical activity courses,
data were collected through conducting semi-stredtinterviews and artifacts. To
ensure the protection of the participants’ rightsthe procedures and documents that
were used as data were approved according to shiutronal review board before the
recruitment of participants. The approval proceas wompleted both at the university
where | was employed at the time, which was theesaniversity at which the study was

conducted, as well as at the university where | @raslled as a doctoral student.
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Semi-Structured Interview
The researcher interviewed the instructors of Weehysical activity courses

examined in the study. A single (individually adistered) semi-structured interview
was held with each of the instructors during we¢lofithe 16-week semester. Each of
the instructor interviews lasted approximately 4utes. Thirteen students also were
interviewed. A single (individually administeredrsi-structured interview was held
with each of the 13 students who participated enstudy. Each of the student interviews
lasted between 30 and 45 minutes. Merriam (1998 etk a semi-structured interview as
“an interview in which all of the questions are mdlexibly worded, or a mix of more
and less structured questions” (p. 74). Consequdmnith the student and instructor
interviews followed that of an open-ended format, gontained specific predetermined
guestions designed to redirect the respondentigsfon items deemed important to the
interview. Merriam (1998) noted that asking goo@sjions was essential for stimulating
desired responses that will provide informationfuist® the study’s focus. An interview
guide was used (See Appendices B & C) to avoidatedspects of questioning in an
effort to get as thorough and valid a responseoasiple. The first effort was to avoid
leading questions that might reveal a bias or apomregarding the interviewee’s
participation in the physical activity course. Tadgpes of questions were avoided to
ensure that the participants were not unintentlgrsait up to accept the researcher’s
point of view.The second effort was made to avoid the use obyass questions, which
would result in a limited response and an unnecggsadetermined need to probe
further as an interviewer (Merriam, 1998). The imiw guide consisted of several main
guestions that were asked of each participant. Mewy@robing or follow-up questions

were also used at times to clarify points or askafdeeper perspective.
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Each participant interview was held in the researstoffice. Before starting
each interview, the interviewee was provided a aafftyre original consent form that
acknowledged his or her agreement to participatkarstudy as well as his or her
approval of being audio recorded. Digital recordatigwed the researcher to concentrate
on the interview and questions as opposed to wrdimwn the information while the
interview was conducted. Once all interviews werepleted, each was transcribed
verbatim using ScanSoft Dragon Naturally Speakiofjv@&are (a PC transcription
program). Upon transcription, each respective untgree was provided a copy of his or
her transcribed interview to review (member chegkso he or she could confirm the
essential facts and evidence presented (Yin, 2003).

Documents / Artifacts
Documents or artifacts were collected to add amathk data source. These

included course syllabi collected from each ofttlie instructors who participated in the
study.Merriam (1998) indicated that documents were “@ye@ade source of data
easily accessible to the imaginative and resouraefestigator” (p. 112). Merriam

(1998) also used the term document as the umhesttato refer to a wide range of
written, visual, and physical material relevantie study at hand. Because the study
consisted of two class sections of the same cotasght by two separate instructors; the
two course syllabi that were collected shared idahtomponents (e.g., course title,
course description, and course objectives), asagedimilarities (e.g., course content),

and differences (e.g., course assessment and guajua
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Data Analysis

Process

According to Merriam (1998), “choosing a qualitatiresearch design
presupposes a certain view of the world that in tlefines how a researcher selects a
sample, collects data, analyzes data, and appre@ees of validity, reliability, and
ethics” (p. 151). In addition, Merriam (1998) alkdito the notion that data analysis is
not a linear process within a qualitative desigirt,rather a process that occurs
simultaneously to data collection. Stake (1995¢m@&d a reminder for both the reader and
the researcher pertaining to the process of datlysia within qualitative research:

Ultimately, the interpretations of the researcier likely to be emphasized more

than the interpretations of the people studiedheiqualitative researcher tries to

preserve the multiple realities, from the differantd even contradictory views of

what is happening. (p. 12)
Therefore, data collection and analysis were peréar concurrently. That is, as the data
were collected, they were interpreted and useddoess the research question. Inductive
analysis design allowed for the important concéptdevelop from patterns found within
the data without presupposing what they would bedvanceDuring the early stages of
data analysis, it was difficult to keep an opendrand avoid searching for principles
specifically related to TARGET (Epstein, 1989). Haer, | soon recognized my
predisposed tendency to look for TARGET princies ensured that all developing
concepts were thoroughly analyz&a. organize and analyze the data effectively, a dat
management system was established. Electronicréoldere used to organize all
documents derived from course syllabi and intervimscripts, which were housed on a

separate external hard drive. All hard-copied nialtewere locked in a file cabinet

within the researcher’s office.
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Transcription
Data transcription is a process by which the retear(or someone hired by the

researcher) produces verbatim transcription ofiptesly conducted and audio-recorded
semi-structured interviews. Although transcribintgrviews is time consuming, Merriam
(1998) suggested several benefits for the reseapersonally transcribing the
interviews. These benefits included: (a) cost sgsjiifb) gaining an intimate familiarity
with the data, and (c) familiarity with terms oftemstakenly interpreted by an outsider
hired to transcribe the data. | chose to transdhbenterviews myself using a Sony ICD-
S10 digital recorder and ScanSoft Dragon Natui@figaking software (a PC
transcription program). The Dragon software is kpedependent and was not designed
to transcribe multiple voices. However, | succelbgiused the software to transcribe
interviews using a basic technique called voicdimgior parroting. The process of voice
writing or parroting each interview consisted of:

e recording the interview using a Sony ICD-S10 digiézorder;

e downloading the electronic recording of the intewito my PC;

e listening to the recording through a Dragon headset

e repeating the recorded interview as | heard it anidragon microphone.
Speaking the text aloud in my own voice enabledXtegon software to accurately
transcribe the audio, and converted my voice tosemultaneously. Therefore, unlike the
process of many transcription programs, there wasmeed constantly to rewind the
audio while trying to type out the correspondingf.te

At the top of each transcribed interview the narthe interviewer, the date, and

the time of the interview were stated. Once coneplethe interview was played back to

correct any errors that had been made to ensunetitity of the transcription. The
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transcribed interview consisted of a single-spdoenat; however, a double-spaced
format was used between statements made by theiewer and the interviewee to

make it easier to read. Two-inch side margins weezl to provide ample space for typed
comments that would later be made while the data wealyzed during the process of

coding (See Figure 7).

[ think I did a lot of learning on my own. Just the transition from
high school to college and all of a sudden you don’t have parents
there anymore and now you have to make all of the decisions and
live with the consequences of them and self-sufficient person and
not believe that oh, T have to call my mom and dad, or gain
roommates approval or this or that but rather be confident in your
decisions and know that you have become educated enough to

make them,
B /sU 11/5/08 5:30 PM
Comment [1]: Interesting...as an instructor...she
points out that much of her own motivation and
. . desire to teach this course..and for it to be
What approach do you take in regard to the tasks and activities that successful s due to the fact that she too. had a

. i difficult transition from high school to college.
you assign within the class? : - -

Figure 7. Open Coding. (Grabau, 2013).
Basic Description and Coding System

Basic description is a means of organizing onasigifits before the process of
category construction and the identification ofnties (Merriam, 2009). Merriam
explained the benefits of providing a descriptigeaunt of the findings within a study as
an early means of data analysis. This narrativelwattadepicts the researcher’s
interpreted meaning of documents (i.e., transcribeviews and course syllabi)
analyzed within the current study. Basic descriptsthe first step of transforming data
into a prepared format. Once the data were tradmsria two-step coding process was
used to analyze the data. The first coding prog@ssn coding) involved making
notations next to bits of data that struck me &er@sting or potentially relevant. It is

called open coding because of the researcher'sn@ssrio many things being relevant
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during the early stages of data analysis (Merri2D®9). The second coding process
(axial coding) consisted of grouping notations tedavithin each transcript that seemed
to go together, due to commonalities. Axial codsmgerely a more directed approach at
looking at the data, to ensure that all aspects haen identified (Merriam, 2009). |
used the process of highlighting, using differesibcs to distinguish between, and
represent, various concepts during the early staeata analysis. The highlighting
process provided a much-preferred visual contelichvassisted me throughout the
process of data analysis.

Category Construction
Once a basic description of the data has been e apen and axial coding),

Merriam (1998) suggests the construction of caiegatesigned to link similar
occurrences existent within the study. The categonstruction process should be
exercised in conjunction with data collection (Mam, 1998). Categories are generated
according to the researcher’s intuitive sense apsiy the data in ways that are true to
their occurrence. Participants’ responses to th@-s&uctured interview questions were
grouped and analyzed to obtain insight into varagects of the participants’
experiences in the clad3ata that appeared to have certain commonalities serted
into groupings. In reading each document, a vaonétjifferent colored highlighters were
used to establish a system of categorization. Astioveed earlier, a process of
highlighting similar occurrences in their represeive colors assisted the process of
categorization. The color-coordinated highlightsegmed beneficial for separating the
data into categories.

After | finished an entire transcript or documdrdftempted to keep a running list

on a separate sheet of paper of the groupingsmiitiei transcript or document; however,
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this extra list was not helpful. Admittedly, | spgied at my attempts to organize data
into categories using a traditional running liscofmmon occurrences, so instead |
utilized the process of highlighting, and later cept mapping, throughout the data
analysis process. The process of highlightingvsdzely accepted method of coding

(Merriam, 1998) and was repeated for each trarntsgsipd in the study (See Figure 8).

LO pdrucipdic €dci €1ass periody| vv e diso nave uirce wrile-ups on

wsu 11/5/08 1:49 PM

Comment [5]: It will be interesting to find out if
the majority of students are motivated to participate
due to the attendance requirement or because of the
impact that physical activity within the class is
having on their lives.

lectures. There are 6 to 8 available lectures and we are required to

attend and write-up a minimum of three. .. B we/have the option

elpSHENEENbEHENARANGICICARMYMRG] o me cxcrcise really

Figure 8 Highlighting and Category Constructi@@rabau, 2013).

Categories were adjusted as more data were analjhedinal stage in the
process involved the construction of themes andsidy means of a concept map. Based
on provisional interpretations of various stateragnade by the participants (students
and instructors), tentative themes were generategines were based on commonalities
between participants’ experiences specific to studetivation within the class
(Merriam, 1998)The concept map provided a visual document andtagsime in

collecting items of similarity, identifying itemd dissimilarity, and establishing themes.
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One benefit of using qualitative analysis was tlstton became aware of my preference
as a visual learner. Once | learned to utilize ephenaps, | more efficiently organized
data into categories and subsequent themes.
Trustworthiness

Trustworthiness is a qualitative research term amadpre to the quantitative
research concept of internal validity (Merriam, 829Trustworthiness is used to answer
the question of whether or not investigators argeoling or measuring what they
intended to measure. All researchers strive toldewe research design that will yield
trustworthy (valid) and dependable (reliable) resuh an effort to enhance internal
validity, triangulation, member-checks, and pedirders were utilized to review
aspects of the study including tentative themeshaus, and conclusions to enhance the
internal validity and dependability of the studydiviam, 1998).

Triangulation
Triangulation is a procedure used to check theyitieof the inferences one

draws and can involve the use of multiple datacesjrmultiple investigators, multiple
theoretical perspectives, multiple methods, or@mybination of the four (Denzin,
1978). Triangulation was achieved in the curremtlgtwith use of two data sources.
These data sources included student and instrunttwviews and course syllabi, which
allowed for the development of converging linesnofuiry (Yin, 2003). Using more than
a single data source provided what Yin (2003) reféto as multiple accounts of the
same phenomenon as a means to help to confirmustevorthiness of the data.

Member-Checks
Merriam (1998) defined member-checks as a prodesking data and tentative

interpretations back to the source from whom theyewderived and asking him or her if
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the results are plausible. To ensure trustwortisimgth interview data, member-checks
were completed with each of the respondents (ioirs and studentg)terviewed
within the study. Transcripts of the interviews wenade available to each interviewee in
an effort to ensure the trustworthiness of the.d&the participant or | felt it necessary to
seek further detail or clarity about a point in thierview transcription, an arrangement
was made to listen to the original recording ofititerview and hold a follow-up
interview if necessary to address any concerngquisly shared by either party.
Dependability

Merriam (1998) defined dependability as, “the ekterwhich research findings
can be replicated” (p. 205). The question is nogtivar the results of a particular study
can be found again within an identical framewolild, father, whether assurance is
provided that the results are consistent with #ita dollected. Triangulation of data
collection was used to strengthen the dependilwlityhe study as earlier described in the
chapter. To ensure dependability, two sources @ Ware used (participant interviews
and course syllabi), two outside members wereaavits peer debriefers (my research
chair and a colleague) to examine the constructfarategories and themes within the
process of data analysis; and an audit trail wastaiaed. The following procedures
were documented before and during data collec{erecruitment of participants, (b)
informational meeting, (c) interviews schedule, é&hdcollection of documents. The
following procedures were documented during thegse of analyzing data: (a)
transcription of interviews, (b) review and codimfigdocuments, (c) construction of

categories, and (d) the development of themes w@stancept map.
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Reader Generalization

Reader generalization indicates how the resulesgarticular study might be
applicable to other situations within society (Mam, 1998). This notion is similar to the
traditional or empirical use of external validity & applies to scientific research. To
enhance the generalizability of a particular gasle study, Merriam (1998) suggested
the implementation of two strategies that were usete current study. The first strategy
used wasypicality or modal categoryin this strategy, a description is generateday h
typical the program, event, or individual is as pamed with others in the same class, so
that users can make comparisons with their owasans. The interview questionnaire
was designed using TARGET (Epstein, 1989) to sjpadtiy gain a detailed perspective
of the participant’s involvement in the class. Asntioned earlier, there were unforeseen
challenges that had to be addressed during thegsaf data analysis as a result of using
TARGET to guide the design of the interview quastaire.

The reader compares experiences shared by theipantis of the study with
experiences that he or she has had in the pastlbas those he or she might have never
given thought to after having read the experiemndédke participant. The second strategy
used in the study wadulti-site designs-using several sites and situations, especially
those that maximize diversity in the phenomenomigirest (Merriam, 1998). A thorough
examination of both instructors, student-particisaand their perceptions of factors that
had influence on student motivation were used fwess diverse viewpoints within the
class.

Efforts were taken to specifically account for @eitse group of participants.

These efforts included the recruitment of instreetand students and designing a
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selection process with the intention of having raed women equally represented within
the study. Students’ reasons for selecting thesalaese identified within the study to
provide the reader with a better understandingaohestudent’s motives prior to
participating in the class. Experiences sharedasiigipating students might connect
with the reader’s experiences, which might involgositive or negative response
depending on the nature of the reader’s previopgsmances.
Summary

The current study was used to examine factorsflafence on student motivation
within two sections of a college physical activityurse. The aim was to gain better
understanding about student motivation within thsi®instruction program. In the
selected qualitative research design, data weheegat from semi-structured interviews
and course syllabi to best convey each particisgrgrception of his or her experiences

in class.
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CHAPTER IV

RESULTS

The purpose of this study was to examine factdigencing student motivation
within a college physical activity course. Data eveollected conducting semi-structured
interviews with thirteen students and two instrust@nd course syllabi were examined.
Data analysis revealed four main themes, eachsewieral subcomponents related to
influence on student motivation in a college unsgrphysical activity course. The four
themes were: (1) transition from high school tdexm, (2) structured learning
environment, (3) assessment and evaluation, andggyctor influence.

Transition from High School to College

When asked about participation in physical actitaéjore enrolling in the class,
many students, as well as one of the instructaseshtheir difficulty with remaining as
physically active in college as they had been ghlgchool. One of the instructors in the
study (Kay) shared the following when asked what p#Eluences she believed had
shaped her teaching philosophy:

| think I did a lot of learning on my own. Just thansition from high school to

college and all of a sudden you do not have patéete anymore and now you

have to make all of the decisions and live with¢basequences of them and self-
sufficient person and not believe that oh, | haveall my mom and dad, or gain
roommates approval or this or that but rather b#ident in your decisions and

know that you have become educated enough to rhake. t

Student participants included recollections of hmwuch daily routines had

changed, and the acknowledgement that althoughuhégrstood the benefits of physical
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activity participation, they seemed to apprecihtedxtra motivation and structure of a
class environment. Figure 9 illustrates factors thiduence student motivation within a

college physical activity course.



FACTORS THAT INFLUENCE
STUDENT MOTIVATION WITHIN A
COLLEGE PA COURSE

Transition from High School
toCollege

i—‘—t

Structured Leaming
Environment

—

Assessment & Evaluation

E—

Instructor Influence

—

The Role Knowledge

o & Experience May ET— A Physical Presence Personalized
E"Pet:i::;g PA Pl Wil Making Student Choice Variety of Activities Influence of Grade Self-Assessment P ko
HS Sport the Transition
J ] J R
T Very Little Knowledge &
reyious knowledge : "
Experience =» Desirs to Know]edge& IEF,xperle?ce ; Progress &
Leam More Experignce > erceptiono Improvenent
Desire to Leam More Learning Little

Figure 9 Factors influencing student motivation flow ch@§@rabau, 2013).
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Experiencing Physical Activity through High SchoolSports
As students shared past experiences related tacphgstivity that led up to their

participation in the class, many of them associ#ted experiences closely with high
school participation in sports. For some studesgerts provided a structured
environment they had become accustomed to for h@hggically active. Ben shared his
workout history as a means of preparation towarthimg a championship while
participating in high school sports (hockey):
| used to work out in high school for hockey likglftime and in college | kind of
strayed away from exercise, | think in high schioohs driven most to exercise in
hockey because | wanted to reach “the cup.”
Melissa also spoke of her participation in highaadtsports and her “physically active
past” with her intentions of using the class tolggmtk to a physically active lifestyle:
| like to be physically active and | have alwayeli doing things. But | had
noticed that since coming to college that | haviendely slowed down in
activities. | was very active and really involvedsports in high school and |
haven't really gotten involved in any sports hevd thought taking some activity
classes would help get me more involved in getticiive again.
Ross reinforced this idea by reflecting upon higsdaf having participated in high school
football, hoping to regain a level of fithess he®®njoyed just a short time ago:
| definitely had a plan coming into the class,@#hat | wanted to get out of it.
In terms of muscle gains and such, because | askd & big lifter until my
football season ended so then | kind of taperedoofd while and now | am
trying to get back into it.
Participation in organized high school sports wessgrimary means for many
students to stay physically active and enjoy theebts of a healthy active lifestyle.
When students transitioned from high school toegmland were no longer participating

in organized high school sports, they expresseshtisgaction with their current fitness

and physical activity levels. The college physmetivity class was influential on their
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motivation to participate in physical activity besa, like high school sports, it had the
structure they needed.
The Role of Knowledge and Experience in Transitionso College

Knowledge also had an influence on student motivain to participate in the class.
One’s knowledge and previous experiences often westrong predictors of ability to
adhere to a desired behavior change (Bandura, 199Kay (instructor) spoke of
student knowledge when asked about her teaching pbsophy:
| decided to get involved with teaching becauseel f can reach a broad
audience of people with that people choose to éakieities courses for a lot of
different reasons. Some people come to further kmawledge, some people
come with no knowledge at all.

Kay’s understanding of prior student knowledge @sdole in regard to student learning

guided her as she prepared for each class period:
Things that you would think they [students] woultbkv, and that everybody
would know, many of them don’t know. So, | stadrr scratch and start from the
ground up assuming that they don’t know anything start with definitely basic
principles on physical activity and physical fueciing and then let the students
try it out.

However, Kay shared that this was not somethinguslderstood when she first began

teaching at the college level, rather it was soimgtlearned over time:
| think the first time | taught a class | was exjpag for everyone in the class to
have the same knowledge level as | did or for emagyto have nearly the same
abilities thinking that oh everybody can run a nhilg learned that not to be true.
This really made me think that | really need toetakstep back and try to put
myself in this eighteen year olds shoes; of a fremihcoming to college for the
first time and who maybe didn’t have the same daepees in high school.

Each student participant shared one of three petispe in relationship to what he or she

already knew about physical activity and his or paential for learning new things in

the class.

Perspective 1: Previous knowledge and experiene® desire to learn more.

Several students were motivated to participat@éenctass because they viewed it as an
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opportunity to build on what they had learned aad &xperienced previously, prior to
enrolling in the class. For example, Cristen regubthat despite having previous
experiences with lifting weights in high schoolthvihe class she was able to familiarize
herself with her new environment:

Like with this class, when | was in high schoolways lifted with free weights

but the facility here, it is almost all machines hlaving this class and learning

about all of the machines here and what musclepgreach one targets; | am a lot
more comfortable now and will definitely be morelly to come back to the

fitness center to exercise and workout because of i
Cristen also shared about why she chose the dadsf she would recommend it to
others:

| would definitely take a class like this regardléfsit were required as a general

education class. | chose it because | could Ieontea variety of fitness and

wellness topics and use the information in therfutu
Students like Cristen remained open to the iddaashing and the class was an
opportunity to recommit to a physically active $ifgle for the first time since coming to
college. For other participants, the class provitdhedfirst positive experience they had
ever encountered related to lifestyle of physicsivy.

Perspective 2: Very little knowledge and experience® desire to learn.

Todd represented a second perspective, which vigheediass as an opportunity
to learn and experience physical activity with ssscfor the first time in his adult life.
Attaining knowledge might be defined as having treopportunity to apply one’s
existing knowledge in the presence of some sgpeosonally defined success (Bandura,

1997), or in some cases overcoming preconceived.fieteally, such experiences might

result in developing the confidence a person neeéisel comfortable in his or her new
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environment and further become motivation to cargiwith personal successes. Todd
shared the following statement, which speaks tséHme idea:
| think at this point, the fact that | have gottarer the fear of going to the weight
room because | didn’t know what | was doing, or hbesmachines worked and
such, that | now have that confidence and thisscas my instructor’s support
has really provided that for me.
Todd’s experience in the class was just what feguictor (Brad) was hoping to achieve
when he agreed to teach the class:
| just like seeing people learn. | think that beangoach as well | see that | am the
happiest when | can see an athlete pick up a néwlIg& the same in the fitness
class when | can see a student improve on theg tinile or improve on their
bench press a little bit. Even if it's just wherbem we went out and played
Frisbee the other day and you see individual’s stepide of their comfort zone
and improve athletically a little bit, that's whgitves me the most satisfaction.
Other students such as Megan had not experienaeddeessarily; however, Megan
admitted at first to being less-than-thrilled wifting weights until she learned more
about the benefits of such training and becamevaiatdl to continue the tasks:
| think it is pretty good, like | wasn't into lifig weights all that much and she
[the instructor] talked about all of the benefitgldike to show how easy it was
and the different things you could do to get défarresults and I'm kind of into it
now.
At first, some students, such as Megan, did noetstend the instructor’s intentions, but
as time passed they understood what it was thatéaytrying to accomplish. Kay
shared the following in regard to her intentiorisvant for them to be able to have the
knowledge-base to be able to be self-sufficientrawtchave to rely on someone else the
whole time.” Brad (the other instructor) sharediknfeelings: “I'd have to say that my
teaching philosophy centers around what | cantgantto learn and what skills they can

pick up.”

Perspective 3: Knowledge and experience learning very little.
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Ben represented a third group of people who shiti@g@erspective that because he
learned how to work out properly in high schoog ttass had little to offer in terms of
learning new techniques or information in genddain admitted though, that until he
enrolled in the class, he had not been motivatestiata lifting again:
Well, | feel like I'm not really learning anything the class just because | have
had previous experiences with lifting and my peedavorkout now is pretty
much based off of what it is that | used to do foisxchigh school] but, going
back to my first answer, now that | have startétthfy again | will be sure to
continue lifting [even after semester ends] becgoseknow it has become a
routine and | have come back to enjoy doing it now.
Ross shared the following when asked if he was lyéaldad enrolled in the class despite
already having a vast physical activity and spbaskground:
Yeah, definitely! It's nice to have a class and soliedule stays really busy so it's
nice to have a situation that makes sure | getdlass where it is guaranteed that
| have that 50 minutes guaranteed to get a worknp@and in case | miss a work
out or can't get a work out in on the weekendsasecl have something else
going on.
Ben and Ross already possessed the knowledge nieegdadicipate in physical activity
due to previous high school sport experiences; kiewehey viewed the class positively
because it was a catalyst for establishing a reutiat involved regular physical activity.
A common thread among students participating irstbhdy was that regardless of
their backgrounds or knowledge, each struggleditpga daily routine that involved
bouts of regular physical activity before enrollinghe class. Knowingly or
unknowingly these students had searched for a $wmgethat could provide the
environment necessary to motivate them to be phlgiactive while attending college.
Structured Learning Environment

While the physical activity course was an oppottiyto adopt and adhere to new

physical activity routines since transitioning frémgh school to college, the presence of
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a structured learning environment in the class la#&ban influence on students’
participation. Student motivation was influencedading to two particular subthemes
pertaining to the learning environment of the cléa¥student choice, and (b) variety of
activities. Kay (instructor) shared one of the oeasshe structured the learning
environment as she did:
When | said “Okay we’re going to all go to the waigoom and everyone is
going to learn how to bench press,” and a lot efrdsponses, especially with
females, is “I don’t want to bench press,” or “Intloneed to do that.” Then to be
able to see them come and you know, instead ofdgolsr standing and hiding
together in the corner they walk right up there drey put their weight on the bar
and get after it! Just their heightened level affence and self-assuredness |
guess knowing that they feel familiar and that |@eating a positive
environment for them.
For the purposes of the current study, the learamgronment was defined not only as
the physical place in which the course was condidtet also as including non-physical
characteristics that were unique to each clasfRi001). As Kay (instructor) pointed
out in regard to the structured learning environm®&t’s not about how much they can
lift or how fast they can run; but rather, thatytlieel safe and feel that this is a safe place

for them to try this stuff out.”

Student Choice
Evident during the interview process was the fhaat the two instructors valued

the importance of providing student choice and nefttets to ensure that aspects of the
class were structured in ways that a student cdutdse what was best for him or her.
Brad (instructor) shared the following strategyaaseans of getting student input at the
start of the semester: “| had the students in kagsonrite on a note card what it was they
wanted to get out of the class. The overall consefs the class was just to overall be a

little bit more fit.” Providing each student witlumerous opportunities to make
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individual choices within the class created a grea¢nse of ownership for each student
and influenced his or her motivation to participatthin the class. When asked about the
organization of the class, Megan shared her apreniof the instructor’s balance
between implementing pre-planned activities whiltha same time being flexible and
open to student choice on numerous occasions:
Like sometimes if it was nice outside she wouldegirs the option of whether we
wanted to participate in an activity outside otiri§f weights and would give us
some options, but otherwise she would come to elébsactivities planned.
Students recognized and appreciated the teach#litsgwess to allow them to choose
their own exercises and routines in an effort thvidualize their workouts. Ross echoed
this appreciation: “You could make up any othegreises that you wanted to do, or she
had suggestions or she’s open to whatever.” ltevadent that Brad deliberately
structured his class in ways to promote studeniceh&le described the following as
being a typical start to each class period:
The class comes together for roll call at 11:00. @na we're just joking around
for a few minutes as everyone is filing in. Oncergone is there we get together
as a group...they each decide what it is they wadb for the day whether it be
weight lifting, running up on the track or shootiadpasketball. Everybody is on
their own and | feel it is my role to teach thenwhio be individuals as well.
Melissa shared the following when asked about kpemgence in the class: “Thisis a
really enjoyable class; it's definitely one of thest classes that | have had. | appreciate
that you can do things that you enjoy and focuspmtific areas of your own personal
wellness!” Cristen appreciated the structured prieg®n of each day’s topic, followed
by the opportunity to take what was learned andyapper individualized work out:
We have a lot of choices actually, and now we aiagyto go out and do some
things outside. But so far in the morning she'dldke us some new muscle groups

and we will go do the workouts related to that gpemuscle group...but then
with the remaining twenty minutes of the class weable to go and do whatever



99

you want upstairs: go run, go treadmill, workoutasty machine; basically
anything that you want to do as long as you workfouthe entire twenty
minutes remaining in the class.

Stacy shared similar thoughts about her instrustapproach:
There is definitely a lot of opportunity for choid@uring the first twenty minutes
or so of class he asks that we either lift weigitsun. But after that he allows us
the opportunity to choose what kinds of exercisesmant to do for the remainder
of class and on Wednesdays even though he alwayilling) to offer
suggestions, he allows us to choose what it isvileatvant to do for the entire
class period, which | really like. So | have adbpersonal choice and get to do
the things that | like to do.
Like Stacy, Amber used the flexibility allowed thetteacher effectively to customize her
workout according to her own personal needs:
Well on Mondays we get to go and do whatever kindarkouts we want to.
Then on Wednesdays just so that we don’'t havenaya do the same things,
he’ll have activities for us to do. It's nice besauast Monday | lifted weights
and | was still really sore on Wednesday and dif&€t like working out in the
weight room, so it was nice to have the opportutatyelax a little bit and
participate in an activity as a change of pace.
Ben shared the same sentiment, “But it's you andtexrer you think you need to do for
yourself, so she’ll tell you that you can go dodiartoday, or you can go do weights.
You can pick whatever you want to do.” Melissa atitteat because students in the class
were provided with so many choices of their owe, talue of the class was in the “hands
of the student.”
A lot of the class is kind of what you make it. ®londays we come to the class
and you have like a free workout you work out foe first half hour of class. You
can do whatever you want as long as you are wittarfitness center.
One of the many benefits to providing student chevithin the organization of

the class was the positive influence it had onesttidhotivation. Students became more

invested in the class because of having greatet thppoughout the learning process. This
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investment appeared to create a greater sensengfreiwp, and as Melissa pointed out,
may lead to a greater sense of accountability plyahe material learned in class.

Variety of Activities
The opportunity to experience a variety of actestivas shared by many of the

students as being another aspect of the learnivigpement that influenced student
motivation. As instructor of one of the classesy Kalieved that it was important to
allow students the opportunity to apply newly leattoncepts within a variety of
activity settings:
So | tell them this is what | taught you, now legs to the weight room or let’s go
to the cardio area, or let’s play a team game a&itl iy it out! That way you
have had first-hand experience and then you cam jyaur perceptions based on
that.
Cathy was thankful that a variety of group actestiwere offered, and shared that her
participation in the group activities provided bitsebeyond the calories burned while
participating in them: “We do like group activitiaad get the group together to do
activities and that is fun, even so that we alldmee more comfortable, even lifting with
them.” Cathy was not the only student who benefiteth the interaction required to take
part in various group activities. Cristen alsoeahat she was more comfortable, in part
due to the experiences she had while participatirige group activities:
| feel really comfortable asking other people ia ttass because we have done a
lot of partner work and have participated in adbteam activities that have been
nice in getting to know others in the class.
Megan shared her fondness of having a variety tofiaes offered all within the
same course, “I like it because it's weight liftiagd cardio and different activities that

we can do. | like that there is variety but thas iall offered together.” Melissa also

appreciated the opportunity to participate in a<€ldnat offered a variety of activities. She
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recalled a tennis class that she had taken earleallege and realized then that she
would rather experience variety rather than foausme particular sport or activity
repeatedly:

It's a lot of fun and that we get to play soccee @ay and ultimate Frisbee

another and those activities are really fun, dobk a tennis class last year and it

just got old to play tennis every single classqerivhereas a class like this
provides the opportunity to work out, but also laypa variety of activities where
you have the chance to get to know the other staderd have a good time. |
think it would actually be fun to have a collegasd that was similar to how
elementary P.E. was!
Morgan also appreciated the variety of activiteasl shared that the variety was a
reminder to students that many activities can becarway to workout:

We do so many different things and she was jushgaie other day when we

were playing outside, that this is [playing ultim&irisbee] just a different way of

getting good exercise as opposed to a lot of pabplethink, oh | have to
exercise and | have to go to the gym. But no, yanudo these other fun things
with a group of friends and its still exercisegliit doesn’t have to be a forced go
to the gym.

Morgan suggested that to become more physicallyeaate often forget the
numerous alternatives to consider in addition etthditional workouts that consist of
strength training (lifting weights) or cardio. Masgudents in the class did not associate
recreational activities as a viable option to beicgmore active. Perhaps this was the
case for Rachel, who admittedly was unaware attfiegt participating in various
physical activities would be part of the class, &opreciated the flexibility of the teacher:

Well at the beginning of the semester | didn’t ekaow that we had activities, so

they were his [the instructor’s] choice; but now tek him [the instructor] kind of

what we want and he’ll be like yeah we can do thatl he will plan it for us so
that we can do what we want.

Mike commented on his teacher’s inclusion of rettomal activities as an alternative to

simply going to the gym to get a workout in by sayi“she (the instructor) likes to try
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new things a couple times we have been outsiddawel played ultimate Frisbee and
soccer and things.Kay (instructor) offered the following:

| introduce to them a wide variety of physical aities and exercises because

people aren’t going to exercise unless they firdething that they enjoy doing

and hopefully each person experiences their indaliduccess. This definitely

was something that | gained through an “ah ha” nmame

Although experiencing a variety of activities wagasitive experience for many
of the students, not all students enjoyed havingatticipate in the group sports and
recreational activities offered within the courkara openly shared that she would have
preferred simply completing her workouts rathentbaing required to participate in the
group activities and games: “On Wednesdays we tapky like basketball or
volleyball or whatever, some random sport. | gugs®kay but | would rather just
workout.” Although Kara'’s displeasure in having beequired to participate in group
activities represented perhaps only a few partidgpan the current study, an instructor
might have difficulty at times appeasing the prefiees of each student while providing
group activities that require large numbers to lagqd.

Assessment and Evaluation

Rink (2010) distinguished the difference betweeseasment and evaluation by
defining assessment as the gathering of informatitrereas evaluation is the use of
information to make a judgment about the produsts@ocesses of the instructional
process. When asked about the evaluation procdks afass, and more specifically the
role it played in regards to each students’ moivato participate, two subthemes were
discussed: (a) influence of grade and (b) selfssrent. In the influence of grade

theme, most students were aware of the directlatioe that existed between

participation in class and the final grade that Midae earned as a result. In the self-
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assessment theme, most students reported beingateokiby noticeable physical
changes, or progress each was experiencing thtwagir her own personal assessments.

Influence of Grade
When asked how they were assessed and evaluatesl ¢rass, student responses

included everything from a detailed recollectioattincluded attendance points, lecture
sessions, and a final project to responses frodests who seemed less aware of what
was expected of them from the instructor. Morgahcated:
Pretty much like coming to class and participatimglass that’s a lot of our
grade; but then also our fitness plan which we haeeen assigned but when we
are that will be pretty much how our grade is deiaed.
Ross was less sure, but seemed to share the sal@mestamding as most of the others:
“As far as | know, based on participation, showimgfor attendance, and basically doing
the assignments that are required of you but gisbiased on how well you do any of the
exercises or your ability.” Like many people, Stéegomeone who likes to be aware of
what is expected of her, and shared that she haeldhor more clarification from her
instructor about the evaluation process:
The only thing that | wish he would go over judiiamore is in what he expects
because | feel like he is like here you go do @md | am one of those types of
students that is a little bit more anal and like&rnow exactly what we are
expected to do.
Kay (instructor) spoke of student concerns sheivedesarly in the semester related to
grading:
A few students came up to me because we did o anidl a half run (pre-test)
that was our first thing and they were very wortiledt because they didn’t
perform very well on this run that they were gotode flunking this class. So
they had the stereotype or misinformed naturettiegt were going to be

evaluated based upon performance even thoughagsmded them that it doesn’t
matter to me how fast you run but rather your I@fémprovement.
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Brad (instructor) was also aware of how studentwvatbn was influenced by grades and
shared the following thoughts on the evaluatiorcess:| think that it is necessary that
students be evaluated somehow because for mahgmfthey are going to be more
motivated if their grade depends on it. As a rethdy are going to want to try harder and
work out harder.”

Regardless of how mindful each student seemed td thee evaluation process,
nearly all students acknowledged that, to someedegr another, the evaluation process
influenced his or her motivation at times throughtbxe semester. For most students, the
evaluation process was part of an accountabilisyesy, especially early in the semester
before routines and noticeable results were estadali. When asked about the evaluation
process, Melissa spoke specifically about the d#teoe policy and how the existence of
the policy influenced student motivation: “A lot ibiis attendance and the fact that you
are actually there in class. So, it comes dowih¢éostudent’s motivation to be there and
to participate each class period.” Melissa’s indtou (Kay) shared the following in
regard to her expectations:

It's hard because in our society a lot of peopleeex to be graded on

performance and their ability to exceed expectatibat to me expectations is

coming to class every day and coming with a pasidttitude; because that’'s
what | try to exude when | am teaching. To me ptalsactivity is very fun so |

like it and | get very excited about it. So | waémat enthusiasm to be contagious

and | want them to catch on to it!

A significant trend nearly all participant studeekpressed was that throughout
the semester a shift became apparent in their @neeptions of what motivated them to

be accountable within the class. Ben spoke abgugxperience and how his motivation

to participate changed as time went on.
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Well to be honest, when | first started class | likes ah, | have to go to class
today because | don’t want to get a bad gradeartldss; but now that | am
actually making progress because | am getting baokit. Now it's more of a
motivation to keep building the muscle, so it hasllof changed over.
Similar to Ben, Cathy shared:
It's always good to shoot for an A, but it's awjust knowing that | have to go
and even when | go to workout at night when ittisof class I typically go just
for myself and to continue to see progress andorgmy scores. Because we
are not graded on if we can lift more; so it isdsrand | think that is what really
pushes me even more than the grade earned ina$e cl
Kara shared that she was motivated mostly from mpeing progress and results. She
admitted that the presence of the attendance polatwated her to greater
accountability within the class then she believeel would have had for herself without
the class.
It's kind of like, because | would work out on myio too, so | wouldn’t
necessarily go every Monday, Tuesday or wheneecltss is; so because of
that | kind of do go to those days and times ferghade; however, mostly | go
because | do want to get exercise and see myddiegfer.
Several factors have been identified as motivattnge pursuing a goal or task. The data
indicated the single most influential motivator &udents was their experiences of
progress and improvement in the areas of fithedsaaatiness because of their efforts.
The ability to recognize such progress and impramwould be hindered or

nonexistent without the presence of individualiasdessment.

Self-Assessment
As mentioned previously, assessment in the custeidty referred to the gathering

of information. Although small and less formal, r@cess of self-assessment can be
important for gathering information specific to kandividual student. Being
consciously aware of such information, especiadlygress and improvement, was

shown as influential to an individual’s motivatimmaccomplish a particular goal or task.
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Student Progress and Improvement
During the interview process, students sharedabaime passed, most

experienced a motivational shift in his or her gremsonal accountability to continue
attending class and participating in workouts. 8tig admitted that at the beginning of
the semester they felt obligated to attend clagsto attendance points and completed
assignments as part of the evaluation processr sdteeral weeks, students
acknowledged feeling less obligated, but insteakweotivated by personal progress
and improvement gained as a result of having atigthss regularly. Brad (instructor)
had this to say in regard to the role assessmagég@lwithin his class:

This week with fithess assessments we want to &dlow to maximize your

fitness and look at it in a way where yes | amiggtbetter. How can you assess

your own personal goals and know that you are impgpin, say, core-training,
nutrition etc. These are things that they can apfir the semester is over with,
say five or 10 years down the road.
Kay (instructor) shared the following appreciatregarding student progress and
improvement:

Maybe they are not lifting more weight or runniragtier, but they feel more at

home or more comfortable with it so they are ablsay, yes | haven’t improved

on a numbers basis maybe, but on an emotional Idgel safer with this and |
feel more as though | know what | am doing.

When interviewed, many of the students recalled thaving to participate in
various assessments (pre-tests) at the beginnitiggemester. They seemed to
understand and appreciate the value of gathermgqfbrmation as a means of having a
starting point, and something to improve upon. t€nshared her recollection of having

participated in the pre-tests: “We started outhanfirst day by doing a run and doing

push-ups, and in the end | think we have to dodlgatn; so | think it will help in the end,
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seeing that.” Cristen then clarified herself byrgithe following statement after being
asked if she had experienced specific gains siag&pating in the initial assessments:

Well I would say that | probably have felt bettexchuse if | exercise every day |
can definitely tell that | feel better about mysatid stuff like that. Not even if |
didn’t improve that much, but that | feel betterdmtting exercise in at least every
other day in class.

Ross believed the intent of the assessment waaniefibthe student, not for the purpose
of a course evaluation or final grade:

We took a pre-test for everything in the first pafrthe semester...and then near
the end of the class we are going to re-test dopaur final just to see how
much we improved and see if progress was made.réViec graded necessarily
on progress itself but rather to see what progreasy was made for our own
benefit.

When asked about her experience with assessmemvahdtion in the class, Rachel
spoke of the personal nature of the experience:

Just kind of myself, and if | think that | am gatjibetter, because there is really
no way to determine it; weightlifting, kind of bets®e you can always increase
your weights and stuff, but it's kind of a persottahg.

Amber shared a specific benefit from her own pesbassessments of the progress she
had made.

| used to only be able to lift the bar and now Vénancreased my lifts to sixty
pounds. So | feel like | am definitely improvingtimat and running distance | feel
like I can go longer and not be so out of breatlenvhrun and it feels good to
improve in that way.

As an instructor of the class, Kay shared the faithg closing statement in regard to her
ultimate goal regarding assessment within the class

My best goal or my best way to be able to assesa thlguess would be if they
felt confident enough to go and tell their roomrsédteat, hey | took this class, |
know how to put this marathon training program tbge so come with me and
let’s train for and run in a marathon. So, if thigyturn, recruited somebody else
or they were able to pass that knowledge on ansl grashat correct knowledge,
which would be the best assessment because thewthed feel comfortable
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and knowledgeable enough with what | have givemttieat they were able to
pass it on to others.

Cathy shared that she appreciated her instrucppsoach to the evaluation
process and believed that she always had therideststs of her students in mind: “Even
though Kay (the instructor) doesn’t grade us onroupment, you can really tell that she
cares and that she really wants us to improve.lifkgesuch as this shared by Cathy
seemed to be felt by students from both classeemammihasized in particular, not only the
importance of assessment in regard to influendindent motivation, but also the
influence the instructor may have on his or hedsii’'s motivation as well.

Instructor Influence

During interview process, students’ responses stidtey perceived the
influence of the instructor to be a significant tdyutor to student motivation within the
class. Two specific subthemes were mentioned nftest cegarding each particular
instructor’s influence: (a) the physical present#e instructor in the class, and (b) each
instructor’s willingness to provide personalizedtmction.

Physical Presence of the Instructor
Students indicated they were aware of the presefiteir instructor. Physical

presence was defined as the instructor’s positgwithin the classroom and interaction
with students during the class. Ben felt as thdughnstructor was always “on top of
things” and was present to ensure that students aountable, “She’s there to make
sure you're doing something!” Cathy recalled hestruactor setting the tone on the first
day of class by making a commitment to being aivagart of the students experience
in the class:

Kay mentioned that not all professors are activiiénclass and | think that is
really important to have Kay there in the weighdarmowith us to share her
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thoughts on what we are doing correctly; or if eher something we could try to
improve our technique and that is really helpfuald @although | don’t know what
other classes are like. | think that’'s important.

Cathy'’s interpretation of her instructor’s teachstgle was just what Kay had hoped for

when she agreed to teach the class. Kay sharddliineing statement in response to

being asked about her teaching philosophy:
| want people to learn correctly. | don’t want th&earn incorrectly or have
misperceptions or stereotypes about physical &gtivalso want them to be able
to learn to become self-sufficient.

Morgan also recalled the first day of class anddme that was set by her instructor:
Pretty structured, like she said on the first det if you guys think this is going
to be a slack-off class where you are going tollesvad to just sign in and leave
like that's not how it's going to be, you need ®here; and she suggested that we
drop the class if we're not willing to put the warkor we’re not going to be here.

The behavioral tendencies of each instructor aemned to influence student motivation.

Cristen reaffirmed her instructor’s ability to eeceexpectations and shared her thoughts

as she compared her instructor to previous ingirs¢h other classes:

Well, she is really motivated compared to otheclteas that | have had. She also
seems really excited to teach the class, so ittdanakes you excited and ready
to work out, and be ready because no one elsally excited to work out. But,
she kind of makes it fun at the same time and shehies you things at the same
time while you are having fun. It makes it easgewiant to do more.

Morgan also went out of her way to mention howvactier instructor was in the class,

by saying:
| think she does a good job. I think she is remitgrested in making sure that
students are active and doing as much as theyrmchlearning. Because she is
really adamant about us learning the different Wesigvhen we’re attempting our
maxes and stuff and | think she really cares, Aatld cool.

Morgan’s instructor (Kay) shared the following ggard to her approachability within

the class as being something that has evolvedtoner
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| think now students are more comfortable on afviddal basis coming up to

talk to me than they were when | first started lxag here a few years ago. |

don’t know if that's because I'm more confidenty skills as a teacher or if the

way | had taught them has changed, but they fee¢ mmmfortable coming up to
me on a one-on-one basis and saying, hey Kay, gow khis really makes sense
to me or doesn’t and would you take some time fua it to me.

In Cathy’s experience, she attested that not emeeyof her previous instructors
was able to provide the necessary balance betweanating students and being
overbearing, “but | think Kay is really good at pugy them and showing everyone that
wants to know, that this is what you can do!” Rdshastructor showed a different
presence than Cathy’s, but she viewed the instract@ffective at motivating his
students:

He is pretty laid back and lets us do what it &t the want to do. But, he does

walk around and makes sure that we are doing sangedind every other

Wednesday he plans an activity for us to do.

Stacy’s comments echoed Rachel’s on her instrigcemtive presence in the class. Stacy
appreciated his ability to ensure that student®wecountable while attending class and
his skill for recognizing a student’s need for atsice:

He constantly walks around the class and makestisateve are doing our

workouts, so that we can’t just simply sign in fioe class and then do nothing for

the entire class period and then walk out. Alsbeifsees that you are struggling
with something he will stop and help out.
Melissa shared a similar description of the indtitis close proximity, but went on to
say, “it's not like, oh, here he comes, and | hattdy run faster!” Most students agreed
that this instructor found ways to motivate studemithout being overly intrusive. Stacy
offered that even small efforts were meaningfu student:
He's talkative and he always smiles, and he notinedand with me a big thing

is that he remembered my name. So like every tiengeles me he’ll say hi, and |
think that is very unique, and I like it.
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In fact, Stacy went on to say that her instructtaidback nature was a fit with what she
needed:
| think he has kind of a laid back teaching methmd, | think he’s really open and
if I have any questions | can go up and ask hird;ldeel very comfortable
asking him questions because he is so laid baekdiy and approachable as a
teacher.
Brad (instructor) shared the following in regarchts approach to monitoring the
classroom:
They [students] know they can go to the weight r@omd do their own thing, but
I’'m going to be walking around the weight room avalking around up on the
track and by the treadmills to make sure that #reyworking out and getting
something out of the class, and that if they hawecuestions that | am easily
accessible.
Cristen likewise praised her instructor: “Sheeasywapproachable and | really like her!”
Each student’s ability to share detailed exampéted to his or her instructor’s
presence within the class was evidence of theenfte of such factors on student
motivation. Each instructor seemed positively tituence the motivation of his or her
students with physical presence. Although the tsdructors were quite different from
one another in personality and style, both poditivg#luenced student motivation by

implementing their own unique approach to teachimgclass.

Personalized Instruction
The instructors’ willingness and abilities to peratize instruction to help

students’ meet personal fitness and wellness gaadsanother factor with influence on
student motivationKay shared the following when asked about her aggrado teaching
a college physical activity class:

| know maybe in some of their high school fithesBvaty classes they may have

been led astray, | guess, or maybe it was kindarfeasize-fits-all class. Whereas,
here | am more able to tailor it to the diversewapon of students.
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When asked about Kay’s willingness to accommodmtei class despite still
recovering from a recent surgery, Ross replied s;\definitely! She has been very
understanding and has assisted me with making matidns to my plan so that | could
still participate effectively in the class.” It wasident that students such as Ross
benefited from Kay’s individualized attention, b{ay admits that this is a teaching style
that she has developed over time:

When | first started teaching college | thoughtrgeae would benefit from the

same experiences. Now | make a conscious effanin& of ways of how | am

going to mold the class for them. So it definiteme through discovery over
time. It wasn’t there right away.

Todd, a senior studying law enforcement, had avbtdsning for an upcoming
physical fitness test job requirement before emglin the class. He shared the
following:

| came into this class and shared that | wantguhss this test [to meet law

enforcement job requirements], and that | wantegbio some more upper body

strength so that | can do pull-ups and at leasbgehe mat because my lower

body is actually much stronger than my upper bodigid him [the instructor] my

goal, and he’s been helping me with that and ggidie through the process.
Before enrolling in the class, Todd had never eepeed personal success in a physical
activity setting, so for him to experience succasd support from an instructor or coach
was a bit of a shock:

Each time that | have accomplished a [personall igaglass | go back to him and

he’s like, that's awesome and he gives me a high ind | never thought that

you know, you know he really cares about you andtwbu want to do for goals
for the class; and if you ask him, he will help yeith a plan and to strategize
how to accomplish each goal. I've seen him douhik other students too.

Todd’s instructor (Brad) had this to say in regerd odd’s participation within the class:
| have one student in my class and | won’t mentiemname or anything, but he

wants to improve his mile and a quarter time fdiggoacademy training; so
that’s even extra motivation for him and, you kndWwave been working pretty
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closely with him trying to drop his mile and a queartime and he is really

beginning to see some improvements and | thinksleaen helping his

confidence. At the beginning of the semester hédedieven run a mile and a

guarter without walking and now to be able to berehhe is . . . is a drastic

improvement and you can see it in his confidence.
Todd credits his instructor’s influence for his neaund success and was adamant about
his instructor’s willingness to assist studentthim class saying, “he is always more than
willing to assist any student that wants his adwind help in the class. So he wants to
tailor the class to what you want and | really likat.” Although Kay did not have Todd
in class, she offered a similar perspective tarhigegard to individualized instruction:

Every student, getting them excited! | recognizg #ach student is not going to

come to me with the same physical abilities sarikibeing able to cater to each

person, especially when | have males and femahesk@aowing that they are
going to have different goals for physical actestin their lives.
Regardless of physical activity background, stusl@pipreciated the individualized
attention that they received from their instructdnse instructor’s positive demeanor as
well as the individualized attention shown to eattldent was significant in influencing
student motivation within the class.

One’s transition from high school to college, staned learning environment,
assessment and evaluation, and instructor influexgce four themes expressed by the
student participants as having the most influenchis or her motivation within the
college physical activity course. Each of thesenbe represented students’ perceptions

about their experiences in the course and the wayich they interacted with the

instructors and classmates throughout the semester.
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CHAPTER V

DISCUSSION AND CONCLUSIONS

The purpose of this study was to examine factdisancing student motivation
in a college physical activity course. Data werkeoted through semi-structured
interviews with thirteen students and two instrustand course syllabi were examined.
Data analysis revealed four themes, each with aksebcomponents, related to factors
with influence on student motivation within thegda(a) transition from high school to
college, (b) structured learning environment, &9essment and evaluation, and (d)
instructor influence.

Achievement goal theory (Nicholls, 1989) servedhastheoretical framework for
the exploration of student motivation within a eglé physical activity class.
Achievement goal theory explores the relationsieieen a person’s achievement goals
and his or her perceived ability to perform witkiarious contexts (Duda & Nicholls,
1992; Nicholls, 1984). Particularly, an individumatoal perspective has a contribution to
(a) the development of his or her self-evaluatioingerceived ability; (b) the degree of
his or her effort; and (c) attributions for succass failure related to various tasks,
performances, and outcomes he or she might enagiiida & Nicholls, 1992;

Nicholls, 1984). Using achievement goal theory gsiding framework, researchers
have examined ways in which the learning environtmeay be structured to enhance

student motivation (Ames, 1992; Nicholls, 1989).
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Motivational climate is the term to indicate sturatg of environmental factors
for influence on behavior pertaining to a persantivation as he or she attempts to
achieve a particular goal (Ames, 1992; Ames & Arcli888). A motivational climate
would be structured with one of two goal orientaion mind. Task-orientated climates
are designed with the intent to accommodate indalslwho are motivated most often
by perceived measures of self-improvement and masteskills. Ego-oriented climates
are designed with the intent to accommodate indalslwho are motivated most often
by comparing the individual’s own abilities to otbeabilities. Ames (1992) identified
characteristics essential in fostering an optimadivational climate. These
characteristics included: (a) variety, optimal trade, and meaningfulness to the
individual's choices and shared decision-makingt @) evaluative criteria that were
focused on effort, learning, and self-improvement.

Epstein’s (1989) conceptual framework consistesixotomponents (TARGET)
intended as a guide for designing motivational ates within the classroom. The six
TARGET strategies include:

e Task (T): provide a variety of tasks and opporiesifor students to be
successful;

e Authority (A): include numerous pieces within yawrriculum and instructional
strategies to ensure student ownership;

e Recognition (R): as a teacher, provide rewardsibtieving process goals by
means of teacher feedback, peer encouragementeemghition of effort;

e Grouping (G): specifically group students to miremspotlighting and social
comparison and that each student feels emotiosaflyy and successful;

e Evaluation (E): use assessments and evaluatioharéhaligned with process
goals and objectives to ensure student awarenaspribgress is more important
than product; and
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e Time (T): allow numerous opportunities for succakskperiences and skill
development through well-designed skill progressiand activities that are
challengeable yet attainable.

The TARGET framework might be used for guidancéoaspecific
environmental structures to emphasize differenteagiment goals (task-orientation and
ego-orientation); therefore, researchers have lmgerested in the model for exploring
and/or manipulating the motivational climate witlpinysical activity settings (Boyce,
2009; Digelidis et al., 2003; Todorovich & ModeQd5). For the current study, Epstein’s
(1989) TARGET strategies were used as a framevaekamine student motivation
within a college physical activity class. TARGETaségies were used in the
development of a set of questions for open-endedviews in the study.

The transition from high school to college has be&eh documented as a
stressful time, due to numerous aspects of changed’s routine (Gall, Evans, &
Bellrose, 2000). In addition, a growing body ofeasch has identified the transition from
high school into college as an important factot thay contribute to declines in
students’ leisure-time physical activity while aitiing college (Bray, 2007; Bray &

Born, 2004; Kwan, Bray, & Martin Ginis, 2009). Therrent study supports previous
research on the transition from high school toeg#l For example, as Gall, Evans, and
Bellrose (2000) suggested, many of the studenmsggtes regarding college students
transition from high school to college were assecdavith adapting to new routines that
seemed largely influenced by prior involvement withh school sports. Knowledge and
experience gained in high school through sportsgpaation affected many students’
decisions to engage in or withdraw from new expees related to physical activity
while attending college. This echoes Downs and ésbkt(2011) conclusion that college-

aged individuals ceased patrticipation in sportssdmaved significant decreases in
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physical activity and the extent to which they ddaesed themselves as athletes. Proper
support is warranted for students who previoushigpated in organized sports as they
transitioned from high school to college to prevéetreased identification with sports
and subsequent lower engagement in physical activitollege and years thereafter
(Downs & Ashton, 2011).

Current study findings also partially showed suppar previous research related
to students enrolling in college physical activitgsses. Hildebrand et al. (2001)
examined reasons for enrollment in college physctlity classes, and specifically
hypothesized that students with previous positivgspcal activity experiences during
high school would enroll in college physical adimtlasses despite an existing belief in
their competence or proficiency in the particubgperience. In the current study,
Hildebrand et al.’s (2001) hypothesis was supparéatiat regardless of the degree of
pre-college knowledge and experiences, most stadentie current study welcomed
new learning opportunities. For one student (Tadgharticular, participation was
perhaps as Pennington et al. (2001) indicated, l&stechance to introduce and help
students engage in physical activity in hopeswfidj a healthy life.” Not until taking this
class as a senior, had Todd been able to find ssez¢hin a physical activity setting
and, as a result, achieve fitness-related goalsmbie necessary to attain a degree in law
enforcement. Contrary to the findings of Hildebraal. (2001), however, a few
students surveyed in the current study were mauetsnt to participate in new
experiences due to perceptions that they alreadygssed the knowledge and experience
that was being offered within the class. Howeveenethose students later realized that

despite extensive knowledge and experience befomli@g in the class, they lacked
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what was needed to replicate the type of commitrteeakercise that they had
experienced while playing high school sports.

A second theme that developed from the currentysttas lack of a structured
learning environment, which was in agreement wegearch from Kwan and Faulkner
(2011) who concluded that physical activity declimeere associated with sudden
increases in autonomy and independence often exped by many as they transition
from high school to college. Findings revealed shid lacked the structure and support
they were accustomed to having throughout high@ohbile participating in high
school sports (Kwan & Faulkner, 2011). Studentthis study indicated the college
physical activity class provided much needed stmactor including physical activity into
their daily lives; however, once the class begardents identified variables in the
learning environment as major factors of influenoetheir motivation with the class.
Student choice was one of the most salient vaigablth influence on student
motivation. This current finding supports previogasearch on the structure of the
learning environment within the class and suppibrsAuthority variable within
Epstein’s (1989) TARGET model referring to the looa of decision making and
teacher use of student choice and shared decisa@mgi(Boyce, 2009; Digelidis et al.,
2003; Todorovich et al., 2005). Students in thes@né study appreciated the opportunity
to make personal choices regarding their partimpah the class; as a result of the
increased autonomy, student motivation appearee fafluenced in a positive way.

In addition to student choice, current study stislémdicated that the opportunity
to learn a variety of activities, or T-tasks, witthe TARGET model was another aspect

of the learning environment that influenced theatvation. This current finding is
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supportive of previous research from Jenkins, JenlCollums, and Werhonig (2006)
who examined student perceptions of a college physictivity course; as well as work
by Nahas et al. (2003) who studied determinanghgsical activity amongst young
adults. Like the current study, both sets of regdesns reported a variety of activities were
important to most students enrolled in the clasaKihs et al., 2006; Nahas et al., 2003).
More specifically some students in the current gitwhfessed that they entered class
with a preconceived notion that activities wouldlib@ted. They were relieved to find
out that the class included activities other thaming laps as in previous years when a
former instructor taught the course. Many studemtbe current study enjoyed learning
activities not associated commonly with traditiofitless courses and student
participants reported appreciation of unique cingiés associated with learning new
skills. Student motivation also was influenced pasly with the use of various T-tasks
in which participants had important opportunitiesocialize with peers.

Socialization as a motivation factor was in suppdfEpstein’s (1989) Grouping
variable, and showed that how students were groapeglt have a key role in
motivation. For example, in one participating clagsdy students were invited to spend
the last 15 minutes of each class period workingare and abdominal exercises. In
particular, one student reported an easier expsgiehcompleting difficult abdominal
workouts when other classmates were there workitigver and all determined to
accomplish a common goal.

Another factor shown to influence student motivatmd in support of Epstein’s
(1989) TARGET framework was the Evaluation proc@$ss current finding was related

to Ryan and Deci’s (2008) conclusion that assessarehevaluation could serve three
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functional purposes: (a) informational, (b) contrm), and (c) amotivating. Evaluations
and assessments have informational significanpeavision of feedback in a supportive
way. When individuals were given specific assessremuback, students used that
information to make necessary adjustments whileieg a skill. When implemented
without pressuring or controlling the individuadspositive effect on self-directed
motivation was shown. Most students in the curstidly reported being motivated
through self-assessments in which awareness afaadtie physical changes and progress
were shown, corroborating Ryan and Deci’s (200&)omcof using informational
assessment as a means to positively effect stgdérdirected motivation. Use of this
type of assessment in college physical activitgsds may warrant additional attention
by practitioners and researchers alike.

In contrast, Ryan and Deci (2008) suggested thatiation and assessment can
also have a negative influence on student motimatiben students experience them as
pressure towards specified outcomes or when theeped the evaluators as attempting
to control the activity and effort of the studewthin the class. Evaluations and
assessments had amotivating significance if incoeempe was conveyed to the student.
Specifically, evaluations and assessments withptinal challenges or those which
were perceived as beyond the reach of the studemg bested were often experienced as
amotivating: such assessments were undermininlg teoéivation and often resulted in
withdrawal of effort (Cizek, 2001). Although studein the current study were aware of
the direct correlation that existed between thaitipipation in class and the final grade

they would earn as a result, an amotivating infigewas not shown as connected with
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grades or any other assessment or evaluation neetisadl by the two participating basic
activity instructors.

The significance of using course grades to motigatdent learning has been
documented in the physical education literaturey(®o 1990) for decades. Students
seemed to care more about their grades than dimiuachievements within a class.
DeVabhl, King, and Williamson (2005) compared diéiet academic reward structures to
determine whether increased academic incentivesdwocrease adherence to a
voluntary physical activity program offered to stads interested in losing weight within
a college physical activity class. Similar to thésdings, students participating in the
present study admitted that at the beginning ofdmaester they felt obligated to attend
class to earn attendance points, to complete asgigis, and to participate in various
assessments (pre-tests) as part of the evaluatieegs to earn a good grade. The
participating students, however, also seemed tenstahd the importance of gathering
pre-assessment information as a means of havitegtang point and something to
improve upon.

In the Time category of TARGET structures, as tharse progressed,
interestingly, many students reported experienaingptivational shift from external
reasons for attending class to personal accouityatoit coming to class to ensure
participation in workouts. By the end of the coyigtedents even wished that the class
was longer in duration than the scheduled 50 mgutkis change or shift in student
motivation indicates students’ motivation for peigiation shifted from external reasons
to more internal reasons, resulting in more intamsotivation. This may have resulted

from personal progress and improvements gained throtghdang class regularly.
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Current study results support finding ways to atgimore self-directed motivation as
critical to sustained levels of interest and engag@ of college students in physical
activity courses. Like previous research on physictvity in college courses (Puente &
Anshel, 2010), results of this study also suppagationof a task-oriented motivational
climate within achievement goal theory such as easjng personal improvement with
a focus on developing skills and demonstrating ergsif the task. However, findings of
the current study suggest that, even when studésntisout with largely external reasons
for participation, over time, a task-oriented ctassn climate may contribute to
increased internal reasons for participation.

In addition to the TARGET variables, the instrucatso influenced student
motivation. Like Russell (2008) and Jenkins e(2006), the current study supports that
the energy, enthusiasm, and approachability ofrtbteuctor were expressed as positive
influences on the educational experiences of tgesits. Puente and Anshel (2010) also
found students’ perceptions of their respectiveehis instructor’'s behavior was an
influencing factor in student motivation and reéettto this as an instructor’s interacting
style.Within the current study, students seemed to bg aerre of the physical presence
of the instructor. For the purposes of the curstmdly physical presence referred to the
instructor’s positioning within the classroom antkractions with students in the class.
Students were complimentary toward their instrigtapproach to the class; sharing that
they were always on well-organized, and went ouheir way to set the tone for students
to be successful within the class. Students algorted that both instructors had a unique
way of motivating students without being overbegriaccording to Stornes, Bru, and

ldsoe (2008), involvement indicated the extent back instructors were genuinely
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interested in students’ well being, their indivilnaeds, and their developmental
possibilities. Involved instructors likely builtade relationships with the students and
gave sufficient amounts of feedback to studentsn®s et al.’s involvement concept
(2008) was similar to the personalized instructigported within the present study.
Conclusions

Although a clear limitation of this study was tlegatively small number of
students who participated, their collective feedtb@sn be viewed as a representation of
the students who were enrolled in the two classeginvestigationFindings from the
present study indicated several factors of infl@éeoic student motivation in a college
physical activity setting and resulted in sevemidusions. The first conclusion is that
the transition from high school to college is oaetbr with considerable influence on
student motivation within a college physical adiwlass. Similar to the findings of
previous studies examining physical activity onege campuses, students identified the
transition from high school into college as a digant factor in the decline in students’
leisure-time physical activity while attending @k (Bray, 2007; Bray & Born, 2004;
Kwan et al., 2009). Accumulated knowledge and paperiences seemed to impact
college students’ ability to acclimate themselheetheir new surroundings in ways were
supportive to participation in physical activityhi§ may be attributed to self-perceptions
of one’s identity in physical activity and sportsrhed by students’ involvement or lack
thereof in high school sports.

Physical activity courses were shown as an oppiyton invitation to students of
various sport and physical activity backgroundsdwtight otherwise have remained

sedentary) to commit or recommit themselves toyaighlly active lifestyle while
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attending college. A person’s identity as formedrphigh school might lead a college
student astray from physical activity participati@gardless of his or her previous
involvement in physical activity prior to attendingllege. A student whose identity was
invested in high school sports might find the traos to college difficult due to drastic
changes in routine, roles, and the environmeniewike, a student who never previously
identified himself or herself as being investedhigh school sports might believe that
college offerings related to physical activity até of reach, much as they were in high
school. This might explain why students represgnbioth backgrounds reported an
appreciation, or in some cases a self-described, fi@ethe structured learning
environment the college physical activity classvated. The structure of the class itself
seemed to provide the organization students nefededotivation to be physically active
while attending college.

A second conclusion was made that student motivasicnfluenced positively
when college physical activity courses are desigredag Epstein’s (1989) TARGET
strategies as a conceptual framework. Epstein8LYARGET strategies are focused
on the structure of the environment and educaticimalte as well as the existing
influences for an individual's task-orientationego-orientation development. This
conclusion is in support of previous findings ttied use of a TARGET framework
showed increases in student motivation, specifiGathong those who succeed within
climates suited for task-oriented students (Bo26€9; Digelidis et al., 2003;
Todorovich et al., 2005).

A third and final conclusion was made that therunsor within a college physical

activity course had a significant amount of inflaeron student motivation. This
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conclusion is aligned with findings of other recetudies (Puente & Anshel, 2010;
Stornes et al., 2008) on the influence of an ir$tnts relationship or involvement within
a class. The instructor’s willingness and abil@ypersonalize instruction to help
students’ meet personal fitness and wellness geoale another influential factor in
student motivation. Regardless of background, stisd@ppreciated the individualized
attention that they received from their instructdise instructor’s positive demeanor as
well as the individualized attention that was affent each student seemed to play a
significant role in influencing student motivatiaithin the class. Although the role a
college instructor plays in influencing student imation might seem surprising, research
support exists for the use of teaching behavioch a3 feedback, personalized
instruction, teacher involvement, and relatingttasnts even in college level physical
activity classes (Puente & Anshel, 2010; Stornesd.eP008). Instructors who
communicated to their students that they caredtabewstudents as individuals and that
they care about the students’ success within geesalvere important (Puente & Anshel,
2010; Stornes et al., 2008). When instructors \aéte to create an environment in
which their students valued the content, beliebey tould be successful at the task, and
knew that the instructor cared, students werenediand motivated to succeed in
achieving their goals (Puente & Anshel, 2010; Ssogteal., 2008).
Recommendations

Even though college students are well aware ohthmeerous health risks
associated with a sedentary lifestyle, as welhadealth benefits that can be attained by
engaging in regular bouts of moderate physicalagt{Bray, 2007; Bray & Born, 2004;

Kwan, Bray, & Martin Ginis, 2009; Savage & Sharp898), they still struggle to remain
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physically active once entering college. Traditicegaproaches to the problem have
included the use of scare tactics, which are waudhented as ineffective, especially
when used to motivate young adults to engage iltthealifestyle behaviors (Witte &
Allen, 2000). An alternative approach would be $sist students in discovering ways to
incorporate physical activity into their daily liz@s a means of augmenting the process
of pursuing other interests. This would invoktadents of all ages entering colleges
(especially incoming freshmen and transfer stugdagmg met with resources to
acclimate themselves to their new surroundingssé&mesources should include
opportunities to learn more about creating thein®tvucture for physical activity (e.g.,
skills, self-designed fitness/wellness plans) anbe involved in campus and surrounding
community offerings for physical activity and reatienal sports participation. More
specifically, Hettler's Wellness Wheel (1984) ahd American College of Sports
Medicine’s Physical Activity Pyramid (1998) could bised to guide college students in
determining ways to align physical activity withrpenal interests specific to each of the
following dimensions of wellness: physical, socggiritual, intellectual, occupational
and environmental.

Collaboration of On-Campus Programs and Resources
Institutions of higher education offer an enviromifill of tremendous potential

in developing strategies for behavior change iatr@hship to physical activity. Among
the advantages of the higher education settingraoe/ledgeable students; ample
facilities; and leaders within the disciplines qiost and Exercise Science, Psychology,
Residence Life, and others, all striving for a cannngoal of student growth and
professional development. Incorporating methodsebfavior change into physical

activity courses within Basic Instruction PrografB#s), as well as providing a variety
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of opportunities for students to apply newly acqdiskills, while engaging in on-campus
and community-wide physical activity and wellnessgsgams, may provide students the
opportunities necessary to adopt and maintain khydédestyle while attending college.
Ideally, these skills would later be reapplied taslents transition from college into their
careers following graduation.

Redesign of Basic Instruction Programs
The effectiveness and contribution of college anidersity BIP programs have

been questioned for years (Savage & Sharpe, 19@8kifically, many have questioned
the instructional practices commonly found in BRises and the impact these programs
have on promoting physical activity and other Healifestyle choices of college and
university students. Results of the current stundlycated that the teaching style and
disposition of the instructor, and the instructars® of TARGET strategies within the
college physical activity class positively influeatstudent motivation. Therefore, it is
recommended that BIP instructors are:

e knowledgeable of the content,

e dedicated to teaching;

e trained in using Epstein’s (1989) TARGET stratepasl

e evaluated using Boyce’s (2009) Checklist for MeamuMotivational Climate.

Following his examination of student perceptiona &IP, Russell (2008) urged

those administering BIPs to gather and utilize stideedback to make structural,
pedagogical, and content-specific improvementotose offerings and instructional
delivery. The selection of a qualitative researekigin and findings of the current study
begin to address Russell's (2008) assertion thaesit opinions need to be shared, and

ultimately guide the redesign and implementationalfege and university-offered BIPs.
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Similar to the findings of Russell (2008), studestiared that they planned on enrolling
in additional physical activity courses in the fi@tudespite having already satisfied the
university's graduation physical development andlivess requirementhe key is not to
focus on simply ensuring that a number of offeriags available, but rather to find
creative ways to market courses and programs s$atildents of various backgrounds
feel welcomed to participate; therefore, basicrutgton programs must be supported
(rather than eliminated) on college campuses.

Future Research

With regard to future research, several topics adrfurther investigation.
Further examination of one’s motives for participgtin physical activity across the
lifespan should be conducted. Specifically, thisudth seek a greater understanding of
how significant life transitions and one’s ability, inability, to adapt can impact one’s
participation in regular physical activity and udince one’s overall quality of life. More
information is needed to understand how the foromadf one’s exercise or sport identity
influences physical activity patterns throughout'srifetime, especially the impact
one’s exercise or sport identity has on physictaVviyg participation immediately
following significant life transitions.

Future studies should be used to examine the ingfating TARGET strategies
(Epstein, 1989) within college physical activityucses in relationship to student
motivation and teacher effectiveness. Perhapsdurgsearch on student motivation
could be administered using Boyce’s (2009) ChetkdisMeasuring Motivational
Climate. The checklist was designed based on eaglsearch conducted by Curtner-

Smith and Todorovich (2002); Patrick, Anderman, iRy&delin, and Midgley, (2001);
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and Xiang, McBride, and Solmon (2003) using Ep&gih989) TARGET strategies as a
framework. As mentioned earlier, BIPs have beeiced for many years regarding
contributions to the college experience (Savag8819avage & Sharpe, 1998). Many of
these criticisms have centered on teacher effewssg which might be addressed using
Epstein’s (1989) TARGET strategies to guide cuttacdesign and instructional

delivery.
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Interview Protocol of Student-Participant

Date/Place/Time: TBD
Interviewer/Researcher: Chad Grabau
Interviewee: TBD

1. Why did you specifically choose to enroll in HP 217
o Personal Reasons

Friends

Content of the Course

Instructor Reputation

Required General Credit or Required of Major

Facility?

o 0O O0OO0Oo

2. How might you describe the instructor’s teachingestmethods and philosophy
in regard to the class? What has your experiener lilee due to this perception
of style, method and philosophy?

o Struggle or Easily Adaptable
o Flexibility or Rigidity

3. Inregard to the tasks and activities that you heygerienced within the
class...what has your role been in relationshigettision making and the
activities in which you participate?

o Choice

o0 Student Input or Instructor-Directed

o Provide Personal Information or Nothing Collected
0 Individualized or Group Focus

4. How is it that you are able to determine progressaccomplishment within the
class?
0 Recognition of Progress & Accomplishment
o Private or Public Displays
0 Individual or Comparative to Others
0 Student-Determined or Instructor-Determined

5. How are you assessed and evaluated in the clasaPaféhyour opinions of this
means of assessment and evaluation?
o Criteria Involved
o Private or Public
o0 Individualized or Comparative to Others

6. What are your thoughts in relationship to the tatietted to complete various
assignments and tasks?
o Student Input or Instructor Directed
o Flexible or Strict
o Individualized or Group Oriented



7.

9.
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The philosophy of the physical activities “serv®gram,” is...to provide each
student with the best educational experience plessibhopes of promoting and
fostering an ability and desire to participate nygical activity for a lifetime...in
what ways do you believe this class has influery@edin regard to enjoyment
and lifelong participation? What specific instanoegxperiences (past or
present) have brought you to this conclusion?

What suggestions might you have for the departitecdntinue to...or better
serve you and other students in regard to yourggaation in the physical activity
“service program?”

Is there anything else that you would like to shaith me?
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INTERVIEW PROTOCOL OF INSTRUCTOR-PARTICIPANT
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Interview Protocol of Instructor-Participant

Date/Place/Time: TBD
Interviewer/Researcher: Chad Grabau
Interviewee: TBD

1. Why did you decide to get involved in teachinghe tollege/university level?
o0 What got your interest?
o How long have you been involved in teaching?

2. What would you consider to be your “teaching pholgsy” in general...in regards
to physical activity involvement?
o Influences (Past or Present)

3. What approach do you take in regard to the tasésaativities that you assign
within the class?
o Choice
Student Input or Instructor-Directed
Provide Personal Information or Nothing Collected
Individualized or Group Focus
Equipment
Skill Development or Competition

o 0O O0O0Oo

4. How is it that you are able to determine studeogpess and student-
accomplishment within the class? How might a stufesl a sense of
accomplishment or reward for his or her progreshiwithe class?

o Recognition of Progress & Accomplishment
o Private or Public Displays

o Individual or Comparative to Others

0 Student-Determined or Instructor-Determined

5. In what ways do you assess and evaluate studeietvaahent in the class? What
are your opinions pertaining to assessment andiatrah within an activity
class?

o Criteria Involved
o Private or Public
o0 Individualized or Comparative to Others

6. How do you go about determining the time allottedstudents to complete
various assignments and tasks? Why do you appibastso?
o Student Input or Instructor Directed
o Flexible or Strict
o Individualized or Group Oriented
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9.
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The philosophy of the physical activities “serv®gram,” is...to provide each
student with the best educational experience plessilhopes of promoting and
fostering an ability and desire to participate nygical activity for a lifetime...in
what ways do you believe this class may influeniadent participation in
physical activity? What specific instances or eigrares (past or present) have
brought you to this conclusion?

o Present State of Physical Activity

o Future Participation in Physical Activity

What suggestions might you have for the departriweabntinue to...or better
serve you and other faculty in regard to supporyioigr efforts while teaching
within the physical activity “service program?”

Is there anything else that you would like to shaith me?
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