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ABSTRACT This research ascertained the role of intrinsic, extrinsic. and
amotivational styles as predictors of behavioral persistence in a real-life set-
ting. At the beginning of the academic year, 1,042 first-term junior-college
students enrolled in a compulsory college course completed a scule assessing
intrinsic motivation, four styles of extrinsic motivation (namely, external regu-
lation, Introjection, identification, and integration), and amotivation toward
academic activitics. At the end of the semester, individuals who had dropped
out of the course and those wha had persisted were identificd. Results showed
that individuals who persisted in the course had reported at the beginning of the
semester being mote intrinsically motivated, more identified and integrated,
and less amotivated toward academic activities than students who dropped out
of the course. Gender differences also emerged. These revealed that females
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were more intrinsically motivated, integrated, and identified and less externally
regulated and amotivated than male students. Females also displayed higher
levels of behavioral persistence than males. Results are discussed in light of
Deci and Ryan’s (1983a) self-determination theory, and suggestions lor future
rescarch are proposcd.

The concept of motivation has been studied from several perspectives
{e.g., Freud, 1923/1962; Hull, 1943, Skinner, 1953). One perspective
which has proven useful over the past 20 years suggests that behavior
can be scen as intrinsically or extrinsically motivated (e.g., de Charms,
1968; Deci, 1971, 1975). Intrinsically motivated behaviors arc those
that are engaged in for their own sake, in other words, lor the pleasure
and satisfaction derived from performing them (Deci, 1971). They are
activities that people voluntarily perform in the absence of material re-
wards or constraints (see Deci & Ryan, 1983a, 1987). To rcad a book
for the sheer pleasure of learning something inleresting is an example
of intrinsic motivaiion,

On the other hand, exlrinsic motivation perlains to a wide varicty
ol behaviors where the goals of action extend beyond those inherent in
the activity itself. They are behaviors that are engaged in as a means
to an end and not lor their own sakes (Deci, 1975; Kruglanski, 1978).
Originally, it was thought that extrinsic motivation referred to behaviors
performed in the absence of self-delermination and thus which could
only be prompted by external contingencies. However, more recently,
Deci, Ryan, and their colleagues {Deci & Ryan, 1985a, 1987; Ryan &
Connell, 1989; Ryan, Connelt, & Deci, 1985; Ryan, Connell, & Grol-
nick, in press) have proposed that different types of extrinsic motivation
exist, some of which are self-determined and may be performed through
self-regulation. According to these researchers, there are four types of
extrinsic motivation which can be ordered along a self-determination
continuum. From lower to higher levels of self-determination, they are
{q) external, (b) introjected, (¢} identified, and (d) integrated regula-
tion.

External regulation occurs when behavior is externally regulated
(usually through rewards or constraimnts). For example, students may
participate in activities because they feel urged to do so by the teacher.
In this case, an activity that can or should be fun is performed in order
to avoud negative consequences (e.g., criticisms from the teacher).
The motivation is extrinsic because the reason for participation lies
outside the activity itself. Furthermore, the behavior is not chosen or
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self-determined. External regulation may also be fueled by a desire for
rewards. I'or example, students may work hard at school in order to
recelve a prize promised by their parcnts. In this case the motivation is
still extrinsic and nonscli-determined, but the instigating factor is the
desired reward rather than a constraint. Regardless of whether the goal
of behavior is to obtain rewards or to avoid sanctions, the individual ex-
periences an obligation to behave in a specific way, and feels controlled
by the reward or by the constraint (Deci & Ryan. 19854).

With introjected regulation, individuals begin to internalize the rea-
sons for (heir actions. Thus, the source of control is inside the indi-
vidual, However, while internal to the person, this form of internaliza-
tion is not truly self-determined since it is mited to the internalization
of external contingencies. Rewards or constraints are now imposed hy
the individual and not by others. The individual is internally control-
fing (Ryan, 1982). Thus. a student might say, “1 study the night before
exams because I feel guilty when [ don’t.” Beliefs and controls are now
internalized, although these are not scli-determined and are ex perienced
as pressure and tension toward specific aims.

In contrast, identified regulation oceurs when a behavior is vatued by
the individual and is perceived as being chosen by oneselt. Behavior is
internally regulated but in a sel{-determined wiay. An example would be
students who choose to do extra work in math because they believe that
this will eventually improve their ability in that particufur subject. The
motivation is extrinsic because the activity is not performed for itself
but as a means to an end (to improve their ability in math). However,
the behavior is nevertheless self-determined: Rather than being bribed
into doing extra work in math, the students have chosen to do it because
they feel that it would be beneficial for them. Students then experience
a sense of direction and purpose, instead of obligation and pressure, in
performing the behavior,

The last type of extrinsic motivation is integrated regulation. At this
level the persom does the behavior willimgly and the self-regulation is
consistent with the individual's setl-coneept. The focus is on how the
chosen extrinsically motivated behavior fits in with the rest of the per-
son’s life activities and valued goals. To the extent that there is harmony
between the behavior and the individual’s other facets of his or her self,
there is integration. For instance, a student might say “I've decided 1o
study for this exam and forego other inlcresting activities because doing
well in school is important for me as 4 person.” When there is conilict,
however, the behavior is not integrated. Tt should be noted that it is
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at this stage of integration that the individual experiences the greatest
level of self-determination for extrinsicatly motivated behaviors.

Apart from intrinsic and extrinsic motivation, Deci and Ryan (1985a)
claim that a third construct, amotivation, must be considered to fully
understand human behavior. Tndividuals are amotivated when they per-
ceive a lack of contingency between their behavior and outcomes. There
is an experience of incompetence and lack of control. Amaotivated be-
haviors are neither intrinsically nor extrinsically motivated: They are
nonmotivated. There are no rewards (intrinsic or ex(rinsic) and partici-
pation in the activity will cventually cease. Amotivated behaviors are
the least self-determined because there is no sense of purpose and no
expectation of reward or of the possibility of changing the course of
cvents. Amotivation can be seen in many ways as similar to learned
helplessiess (Abramson, Seligman, & Teasdale, 1978) since the indi-
vidual will experience feelings of incompetence and expectancies of
uncontrottability. The reader is referred to Deci and Ryan (1985a) for a
more elaborate discussion of these different types of motivation.

Rescarch in this area has typically focused on intrinsic motivation
and more specifically on its determinants. Results of such research gen-
crally support cognitive evaluation theory {Deci & Ryan, 1980, 1985a),
in that changes i intrinsic motivation can take place either through
changes in feelings of self-determination or through changes in feelings
of competence. Increases or decreases in either of these processes lead
to corresponding changes in intrinsic motivation (see Deci & Ryan,
1980, 1985a, for reviews). Because the various types of extrinstc moti-
vation and amotivation have only recently been postulated, research on
their determinants has heen scarce (see Deci & Ryan, 1985a, 1987,
1901 for a review of available research).

More recently, rescarch has focused on the consequences and cor-
relates of intrinsic motivation. Such rescarch reveals that situational
cvents known to facilitate intrinsic motivation produce greater intercst
(Harackiewicz, 1979; Ryan, Mims, & Koestner, 1983), more creativity
(Amabile, 1979, 1982, 1983; Amabile, Hennessey, & Grossman, 1986;
Koestner, Ryan, Bernieri, & Holt, 1984; Kruglanski, Friedman, &
Zeevi, 1971), more cognitive flexibility (McGraw & McCutters, 19793,
better conceptual learning (Benware & Deci, 1984; Grolnick & Ryan,

1987), and a more posilive emotional tone (Garbarino, 1975) than
events known to be controlling. The correlates and consequences of the
various forms of extrinsic motivation have been less documented but
appear to be less positive both in terms of affect and performance as the
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type of extrinsic motivation is less self-determined (see Deci & Ryan,
19854, for a review). Finally, amotivation is generally associated with
impaired cognitive performance, negative atfect, and, at times, low
self-estecem (see Abramson et al., 1978; Peterson & Seligman, 1984,
for reviews).

The studies reviewed above have examined situational factors that
facilitate intrinsic and extrinsic motivation as well as their conse-
quences. More recently, researchers have started to ascertain the rela-
tion between motivational styles and various outcomes. Maotivational
styles refcr to rather stable motivational orientations of the individual
o behave in predisposed ways. Thus, to the same extent that situational
variables can lead individuals to cngage in a lask with a specific orien-
wm:o:., motivational styles predispose individuals generally (o engage
in activities with a given orientation {e.g., intrinsic oricntation). While
some researchers have attempted to measure broad causality orienta-
tions across domains (e.g., Deci & Ryan, 1985b), most researchers
have limited their assessment of motivationa! styles to specific domains,
with education being the most researched domain (c.g., Harter, 1981;
Ryan & Conncll, 1989).

Three studies (Grolnick & Ryan, 1987; Harter & Connell, 1984;
Vallerand, Blais, Briere, & Pelletier, 1989) have recently explored Em.
relationship between motivational styles and educational outcomes, In
the first study, Harter and Connell (1984) showed ihat mastery moti-
vation toward school was related {o students” academic achievement,
Unfortunately, larter and Connell used Harter’s (1981) Intrinsic/Ex-
trinsic Motivation Scale, which pits intrinsic against extrinsic motiva-
tion. Therefore, the scale does not allow an independent assessment
of these two constructs. (n addition, the scale docs not assess amoti-
vation. Therefore, the role of exirinsic molivation and amotivation in
educational outcomes remains unclear,

In the second study, Grolnick and Ryan (1987) measured children’s
external, introjected, and identified regulation and ntrinsic motivation
toward school through the Self-Regulation Questionnaire (see Grolnick
.%n Ryan, 1987; Ryan & Connell, 1989). Using a self-determination
index (the Relative Autonomy Index) derived from the questionnaire,
the authors were able to show that higher forms of self-determination
were rclated to belter conceptual learning. However, the authors did not
assess the respective role of each construct in learning. Finally, in the
Er.a study, Valterand et al. (1989) used the Academic Motivation Scale
in order to assess the concepts of amotivation, external, introjected, and
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identified regulation, and intrinsic motivation toward school with c.oT
lege students. In addition, various other educational measures dealing
with perceptions of competence, positive emotions, concentration, and
time spent on academic tasks were also assessed. Results mrcﬁnﬁ_ that
intrinsic motivation was consistently positively asscciated with edu-
cational outcomes. Identified regulation was also positively related to
outcomes, although not as strongly as intrinsic motivation. External
regulation and introjection were either slightly negatively 858.& or
not related to outcomes. Finally, amotivation was strongly negatively
correlated with educational outcomes. .

The above findings, and especially those of the last two studtes, are
encouraging because they show that intrinsic, extrinsic mcmﬁoﬁ.m:u\ iden-
tified regulation), and amotivational styles can be related to important
outcomes. However, because outcomes in these studies were measured
concomitant to the motivational style measures, it is difficult to deter-
mine the role of motivational styles in producing these outcomes. In-
deed, causalily cannot be inferred since both motivational styles m.:.a
outcomes could be caused by a third spurious vaniable. Therefore, it
would be important to complement these resulls with a prospective
study, in which motivational styles are assessed at Point A and outcomes
arc assessed much later at Poinl B. While such a prospective study does
not use a true experiment design per se, and thus, one should 35._&
speaking in terms of causality, this study would nevertheless @q“z:_c a
much-needed test of the predictive (rather than concomitant) effects of
motivational styles on outcomes.

In light of the above, the purpose of this stdy was to mﬁ.w:a.n.mmﬁ
research by assessing the role of intrinsic, extrinsic, and WBOE.E_::.D_
styles as predictors of future behavior using a prospective %Ems. .m@o-
cifically, the predictive eftects of intrinsic, extrinsic, and .N.B.o:ﬁ:o:m_
styles toward academic activities on persistence in a junior-college
course were assessed. We selected behavioral persistence as a dependent
variable because it represents a real-life direct analog to the free-choice
measure of intrinsic motivation used in laboratory research (sce Deci &
Ryan, 19854a). In addition to informing us on the predictive role c.Hn moti-
vational styles in real-life outcomes, the use of behavioral persistence
could also allow comparison between the {indings of this study and that
of previous laboratory experiments. 'This could help c&m_u_mmr. a EE:.&
between the role of mdividual ditferences and that of the situation in
behavior. .

During the second week of class, first-term French-Canadian junior-
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college students who were taking a compulsory French course com-
pleted a questionnaire assessing intrinsic, extrinsic, and amotivational
styles toward academic activities. Four months later, at the end of the
semester, persistent and drop-out behavior was assessed and related
to the motivational styles. It was hypothesized that individuals who
persisted in the course would be found (o have displayed more sell-
determined motivational styles (i.e., students less amotivated, exter-
nally regulated, and introjected, but more identified, integrated. and
intrinsically motivated toward academic activities) at the beginning of
the term than students who dropped out of the course,

METHOD
Subjects

Subjects were 388 male and 674 female French-Canadian students from a
Junior college (General and Vocational Caltege, in the Quebee educational
system} of the Montreal area. Subjects had a mean age of 17.7 years, All stu-
dents were in their [irst semester and were tested in the context of their first
compulsory French course.

Questionnagire

The questionnaire was made up of two parts. In the first part, subiects com-
pleted an experimental version of the Academic Motivation Scale {AMS; Val-
lerand et al., 1989), which assessed their motivational styles toward academic
activities. The scale was an adaptation and an extension of the Self-Regulation
Questionnaire developed by Ryan and Conneli (1989, see also Grolnick &
Ryan, 1987). Similar to Ryan and Connell’s Sell-Regulation Questionnaire,
the AMS assesses intrinsic motivation and external regulation, introjection,
and identification toward two main academic activities, “going to school” and
“doing homework.” Tn addition, the AMS also assesses amotivation and inte-
gration toward these two types of academic activities, Thus, the AMS assesscs
all concepts proposed in Peci and Ryan’s theory. Tt should also be pointed our
that the AMS has heen developed for college students, while the Ryan and
Connell scale is targeted at clementary schoolchildren.

In the AMS, subjects are asked “Why are you going to school?” and “Why
do you do your homework?” These two general questions were used by Ryan
and Connell {1989) and were chasen here because they were thought to rep-
resent the most salicnt academic activities for stdents beginning their first
Jjunior-cellege term. For each of these two questions, subjects were provided
with 18 ilems (thus a total of 36 itemns overall) presented in the form of answers
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to the questions. These items assessed the constructs of amwotivation, the lour
types of extrinsic motivation {external, introjected, identified, and integrated
regulation), and intrinsic motivarion. Subjects indicated the extent to which
cach item was true for them, on a scale ranging from | (not true at all) to 7
{(completely true), ltems for the two academic activitics were combined, thus
forming six motivational subscales.

The amotivation subscale was formed of 4 items (c.g., “1 don’t know why
[T go to school]; [ can’t really see what good it will do for me™) und had a stan-
dardized Cronbach alpha of .65, The external regulation subscale was formed
of 8 items (e.g., “{I go to school] because my parents pressure me {0 go’}
and had an alpha of .59. The introjection subscale was composed of 6 items
(e.g., “[T go to school] because if [ did not go I'd be angry with myselt’ for
a long time”). It had an internal consistency value of .67. The identification
subscale was made up of 6 items (e.g., [T go to school] because 1 fee} that
post-secondary studies wili help me to prepare myscif for the carcer I have
chosen™) und had an alpha value of .69. the integration subscale contained
6 items {e.g., “[I go to school] because in choosing to continue to study,
I'l] be the type of person that will be in 4 better situation to get better job
oppaortunities™) and had an internal consistency value of .74. Finally, the in-
trinsic motivation subscale was made up of 6 items (|1 go to school] beecause
I experience pleasure and satisfaction in learning new things™), with an alpha
value of .83, Thus, the intcrnal consistency of the varions subscales seems
udequate. .

The experimental version of the AMS was used for the first time in this
study. Therefore, no previous evidence of validity existed for the scale. How-
ever, extensive evidence exists for the validity of a more recent version of
the scale (Vallerand et al., 1989, in press) and lor a simitar scale, namely
the Self-Regulation Questionnaire (Connell & Ryan, 1986). Thus. it should
be expected that similur validity levels exist for the present scale. In arder to
empirically verify this hypothesis, we asscssed the validity of the present scale
within the confines of this study by testing for the presence of a simplex struc-
{ure among the correlations of the six subscales. This simplex structure should
correspond to an underlying sclf-determination continuum ranging [rom amoti-
vation (lowest level of setl-determination) to intrinsic motivation (highest level
of self-determination),

Finally, in the second part of the questionnaire, subjects were asked to
indicate their age, gender, date of birth, and name.

Procedures

In the second week of the fall terni (September 19863, first-term college stu-
dents in 40 sections of a compulsory French one-semester course were asked
o complete the questionnaire described above, This course was selected for
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four reasons. First, it is a diflicult course that is not liked by everyone. Thus,
students who enjoy school (o af least those who are self-determined) should
be more likely to remain in the course than students who don’t Tike school and
who may feel that if the course is too difficult, they still can drop out and take
the course some other time. Second, u compulsory course was thought to be
better suited for the purpose of this study than optional courses because most
junior-college students who take optional courses cnjoy them. Presumably,
motivation comes into play during the selection of optional courses. Onee stu-
dents enroll in an optional cousse, they tend to remain in that course. A third
reason for the selection of the French course is that although it is compulsory,
students can still drop out of the course if they wish at litlle cost. They can still
continue their schooling without any problems, excepl that they will eventually
have to retake the course at a lime of their choosing. Thus, students do not
have to persist in the course the first time they take it. There is thus a parallel
hetween the experimental frec-choice period and behavioral persistence in the
French junior-college course. Fourth, and finally, the first-term French course
is the course with the largest enrollment in the Junior-college system, Since
we wanted to control for the content of the course and needed a large number
of subjects for comparison purposes between persistent and drop-out students,
the first-term lrench compulsory course secmed to represent the most logical
choice.

The questionnaire was administcred by twe trained experimenters accord-
ing to standardized instructions. The experimeniers explained that the purpose
of the guestionnaire was 1o know more about the feelings and behaviors of
first-semester junior-college students. [t was also explained that addisional in-
formation would be gathercd later on and, accordingly, it was important to
put their name down on the questionnaire. The experimenters explained the
type of questions that students would be asked to answer and provided ex-
amples of these questions. Subjects were assored thal the professor would not
sce their answers. it was clearly stated that anonymity and confidentiality of
their answers would prevail at all times. Following these instructions, ques-
tions were answered and subjects started to complete the questionnaire. The
questionnaire was completed in the classroom and the professor was abscnt
during this period of time. Completing the questionnaire took an average of
20 minutes. Following completion of the questionnaire, students were thanked
for their collaboration and the professor returned to the classroom.

At the beginning of the next scmester (January 1987}, we contacted the
professors ol the 40 sections of the French course in order to cstablish a list of
persistent and drop-out students. For the purpose of this study, drop-out he-
havior was defined in two ways. The first type of drop-out behavior consisted
of the usual means of signing a drop-out shect and giving it to the adminis-
tration for acceptance. While this procedure is the one most gencrally used,
a second type of drop-out behavior was used by students, Le., dropping the
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course without notifying the administration. Such an approach leads to a low
failure grade. In order to include these drop-out students in our sample, it was
decided to consider as drop-out students all students with a final grade lower
than 40% (the passing grade is 60% in the Quebec educational system). Ac-
cording to professors of the French course, it is impossible to receive a grade
lower than 40% in Lrench if the student remains in the course. By using a
grade lower than 40 we were assurcd that the students who had reccived these
grades would be individuals who had dropped the course during the term.

Through these procedures a (otal of 127 drop-out cases were identified. We
(ested for differences in motivation between the two types of drop-outs men-
tioned above. No stgnificant differences were uncovered. The two types of
drop-outs were therefore combined to form the drop-out group. The number
of drop-out students recorded amounts to an t1.9% drop-out rate. This is con-
sistent with recent reparts (Conseil des Colleges, 1988), which reveal that the
drop-out rate for first-year courses is around 12%. There were 63 males and
64 females in the drop-out sample, leaving 935 subjects in the “persistent”
group. These groups were uscd in the analyscs reporied below on behavioral
persistence.

RESULTS
Preliminary Analyses

In order to provide a preliminary assessment of the validity of the scale
used in this study, we computed the intercorrelations among (he six sub-
scales. Support for the validity of the scale would be obtained if the cor-
relations displayed a simplex structure. A simplex structure is supported
if positive correlations between adjacent concepts are obtained and
these become progressively less positive and gradually negative as the
concepts are farther apart. In other words, the most positive correlations
should be obtained between adjacent concepts {e.g., external regulation
and amotivation), while concepts at the opposite end of the continuum
(i.e., amotivation and intrinsic maotivation) should show the most nega-
tive correlations. The correlation malrix appears in ‘Table 1. As this
tuble shows, the pattern of correlations supports the proposed sim-
plex structure. The highest positive correlations were obtained between
adjacent concepis {e.g., amotivation and external regulation, r = .39;
intrinsic motivation and integration, r = .77), while the most negative
correlations werc obtained between concepts at the opposite ends of the
continuum (amotivation and intrinsic motivation, r = —.38). Corrcla-
tions involving other concepts are progressively positive as one moves
from one end of the continuum and closer to the other. Overall, these
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Table 1
Correlation Matrix among the Motivational Subscales

Iatrinsic Inte-  Idenmtifi- Introjec- Extermal  Amo-

B motivation  gration  cation tion regulation  fivation

Intrinsic . N
motivation —

Integration 7 —

Identification 63 73 —

Introjection 35 .51 46 - -

External
regulation  —.04* 04% - 01 37 —

Amuotivation —.38 —.38 --.38 — .06 39 —

*nonsignilicant, p > 01,

results provide support for the contention that a self-determination con-
tinuum (Deci & Ryan, 1985a) underhies the six subscales and therefore
yield preliminary evidence for the validity of the scale.

Motivational Styles and Behavioral Persistence

A 2 x 2 (Gender X Drop-Out vs. Persistent Students) multivartste
analysis of variance (MANOVA) was conducted on the scores of the
six motivational subscales as dependent variables. These total scores
for each subscale were divided by the number of items per subscale in
order to render the scores comparahle in the analyses. Results revealed
a significant multivariate main effect for the type of students indepen-
dent variable, F(6, 1050) = 3.20, p < .004. Results from the univari-
ate analyses indicated that four of the motivational subscales yielded
significant differences (p <C .03) between the two groups of subjects. As
n%moqnau at the beginning of the term persistent students had reported
being more intrinsically motivated, integrated, and identified, but less
amotivated toward academic activities than students who dropped out
of the course. The total means of the motivational subscales for the two
groups are presented in Table 2.

A main effect for gender was also obtlained, F{6,1050) = 4.36,
p < .001. Results from the univartate analyses yielded significant dif-
ferences (p <0 .05) on five of the six motivationai subscales. Results
showed that female students were morte intrinsically motivated, inte-
grated. and identified, but less externally regulated and amotivated
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Table 2
Scores on the Motivational Subscales as a
Funciion of Type of Students

Drop-out students Persistent students

Intrinsic motivation 26.46% 2R 14
Extrinsic motivation

Integration 27 .48* 29 4% *

Identification 32.28% 33.42%

Iuteojection 26.76 27.12

External regulation 20.80 20.24
Amativation 8.36%% 7.08%*

Note. There are 127 drop-out and 935 persistent students. Total scores are based on
six items for the intrnsic motivation. integration, identification, and introjection sub-
scales, and cight amd four items for the external regulation and amotivation subscales,
respectively.

*n < 05

*Fp <01

toward academic activities than male students. Finally, the Gender X
Type of Students interaction was not signiftcant, F < {. The means of
the motivational subscales as a function of gender appear in Table 3.

A 2 % 2 (Gender x Drop-Out vs. Persistent Students) analysis of
variance (ANOVA) was also conducted on the Relative Autonomy
Index (RAIL; Grolnick & Ryan, 1987). The RAL s informative because
it indicates whether individuals are predominantly self-determined (a
+ sign) or nonself-determined (a — sign). In linc with recent re-
search (Grolnick & Ryan, 1987; Ryan & Connell, 10893, the RAI
was obtained by weighting cach of the six motivational subscales on
a self-determination continuum from amotivation to intrinsic motiva-
tion, and then summing the products. Intrinsic motivation is the high-
est self-determined [orm of motivation and is thus given the highést
positive weight (+3). On the other hand, integration (+2), and identi-
fication (1), although representing self~determined types of extrinsic
motivation, are lower on the continuum than intrinsic motivation (see
Deci & Ryan, 1985a) and deserve lower positive weights. Conversely,
amotivation represents the absence of sclf-determination and should be
weighted highly negatively {—3). Finally, external regulation (—2) and
intrajection (- 1) also represent lower forms of extrinsic motivation and
are also negatively weighted (see Grolnick & Ryan, 1987; Ryan & Con-
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Table 3
Scores on the Motivational Subscales as a Function ¢of Gender

Male students Female students

Intrinsic maotivation 26.94% 2850k
EBxtrinsic motivation

Integration 28.26% 29 .64

1dentification 32.70% 33.60*

Introjection 26.64 27.30

External regulation 21.76%* 19.52%*
Amotivation 8.00%* 6.76%*

Note. There are 388 male and 674 temale students. Total wcores are based on six items
for the intrinsic motivation, integration, identitication, and infrojection subscales, and
eight and four items for the external regutation and amotivation subscales, respectively.
*n < .05

¥ < 0L

nell, 1989, for more information on these scoring procedures).' Results
from the ANOV A revealed a signilicant main etfect for type of students,
F(1, 1035} = 12.20, p <2 .001. Persistent students (M — +2.11) had a
significantly higher RAI than drop-oul students (M = - 2.46). A sig-
nificant main eftect for gender was also obtaimed, #(1, 1055) = 39.25,
p < .001. Female students (M = +3.38) had a higher RAI than male
students (M = —1.58). The Gender x Type of Students intcraction
was not significant, F <7 1.

In light of the systematic gender differences in motivation, we de-
cided to assess whether this positive motivattonal style displayed by
females translated into positive effects on hehavioral persisience. A
chi-square analysis was first performed. Assessment of drop-out rates
revealed that while males showed a 16.23% drop-out rate (63/388), the
drop-out rate for females was only 9.49% (64/674). These ditfercnces
were highly significant, y*(1} = 10.60, p << .01. In order o more fully
assess whether these gender differences were due to females’ more self-
determined motivational profile, a loglinear analysis was conducted
(Norusis, 1985). This analysis involved fitting loglinear models to the

1. For instance, a subject who obtained the scores (on & 7-point scale) of 3, 5, 5, 4,
4. and 6 on the six motivational scales of amotivation to intrinsic motivation would
obtain the following global score on the RAL (3 X ~3) + (5 X =2} + (5 x —1} +
(4> FIYA (4% £2) 1 (6% +3)=— +6.
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multiple contingency fable resulting from the Gender X worm.ion.m_ Per-

sistence (persistence — dropping out) X Motivation Aw>ﬁ. high — _9“6

design. In this analysis, we have used the approach ﬁ.&oﬁ_: Ew contri-

bution of each of the proposed models composed of the various main

effects and interaction terms are compared 1o the fully saturated model

(a2 model explaining all possible variance). In this instance, m@c@:ma%

of the tested model is obtained when there are no significant a&madocm

between the proposed model and the saturated EEE. w@w.zzm of the

analyses revealed that only one model, namely that including gender
and RAI as main effects, did not significantly differ from the satu-

rated model, fikelihood ratio y2(1) = .24, p < .62. All other Ezmn_.m;
were significant, p <0 .05, These findings reveal that gender and S.S:-
vation (RAI} are significant and independem contributors 1o _um:mSoE_,
persistence. Thus, femaies persist more than males in part because of
their more self-determined profile but also because of some unknown
psychological characteristic associated with their gender,

DISCUSSION .

The present study yielded several noteworthy :mm_.:_mm. > first .::ﬂ.u-
esting finding deals with the relationship between intrinsic, extrinsic,
and amotivational styles and behavioral persistence. To the best 24.35
knowledge, the present study represents the first test &. such a :w_m.:cs-
ship. As expected, it was found that students who vnﬁ_m.ﬁma and finished
the course had higher initial levels of intringic motivation toward aca-
demic activities in general than students who dropped out of the course.
This result is consistent with past laboratory research, which reveals
that experimentally induced intrinsic motivation leads to greater per-
sistence in 4 subsequent free-choice period (see Deci & Ryan, _omm.mv.
Such persistence in free-choice periods is typically measured in the im-
mediate context of the laboratory experiment and rarely goes cazo:a.wo
minutes following the intrinsic motivation manipulation. By .&os\_:m
that intrinsic motivation can be used to predict behavioral persistence
in a prospective tashion, the present findings extend past Emmm:.w: and
show that past findings obtained in the laboratory can be generalized to
important consequences in real-life domains. o

Also of mterest is the relationship between extrinsic motivation and
behavioral persistence. Past research in the field has led one to assume
that extrinsic motivation is generally negatively related to Umrmﬁon and
other outcomes. In line with Deci and Ryan’s (19854) theorizing, re-
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sults from this study reveal that this assumption needs (o be substantiaily
qualified: The relationship between extrinsic motivation and outcomes
depends on the type of extrinsic motivation involved. Tn the context
of this study, nonself-determined types of extrinsic motivation, namely
external and introjected regulation, were not related to persistence in
behavior. This is consonant with recent rescarch in education (Ryan
& Connell, 1989; Vallerand et al., 1989, in press) on the correlates
and consequences of these two motivational styles. However, self-
determined types of extrinsic motivation (integration and identifica-
tion) were found to be positively related to behavioral persistence. This
finding is in line with predictions trom Deci and Ryan’s {19852} sclf-
determination theory as well as with recent research (Blais, Sabourin,
Boucher, & Vallerand, 1990: Ryan & Connell, 1989 Vallerand et al.,
1989), which suggesis that self-determined forms of extrinsic motiva-
tion are expected to have posirive effects on behavior and other out-
comes. Thus, extrinsic motivation need not tead to negative elfects.
It can also be beneficial for the individual, depending on the type of
extrinsic motivation involved. Much of past taboratory research has
focused on one type of extrinsic molivation, namely external regula-
tion. We know very little about the other types of extrinsic motivation
and the effects they may have on behavior. Fulure research would do
well to {ocus on this issue as it may lead to significant advances in our
understanding of extrinsic motivation and its consequences.

The role ol amotivation in behavioral persistence is also noteworthy.
Amotivation was a very important predictor of behavior in this study,
being ncgatively related to persistence. The present findings support
Deci and Ryan’s analysis of its effect on behavior and are congruent
with recent findings on the relation between amotivation and other out-
comes (Blats et al., 1990a, 1990b: Vallerand et al., 1989; Valterand &
O’Connor, 1989, 1991, Thus, amotivation seems to represent a strong
antecedent of negative consequences which should be the subject of
future rescarch,

A second aspect of this study that deserves comment is the fact
that the present results were obtained while using scales assessing
motivational styles rather than through experimental mantpulations,
Most studics on the intrinsic/extrinsic motivation paradigm have been
performed in the taboratory, where expertmental manipulations have
been used to induce the various motivational siates. Recent research
in the field has started to study motivational styles and (heir relalion-
ship with various antecedents (Boggiano, Main, & Kalz, 1988: Deci,



s —

414 Vallerand and Bissonnette

Nezlek, & Sheinman, 1981; Ryan & Grolnick, 1986) and oo:mm@:.c:cw.m
(Blais et al., 1990a, 1990b; Boggiano & Barrett, 1985; Q_.o_n_ox &
Ryan, 1987; Harter & Connell, 1984; Vallerand et al., 1989). Re-
sults from studies using situational variables and motivational styles
reveal that they lead to similar effects. For inslance, _um_.mo::r.m 4 learn-
ing task under controlling contingencies or with a predominantly _.:2
self-determined regulatory style both lead to poor conceptual _cE.E:m
(Grolnick & Ryan, 1987). This state of affairs leads to the interesting
conclusion that motivation, and the consequences which ensue, can be
produced situationally by various environmental factors as .éw: as by
the person’s predominant motivational style (see also Dec & Ryan,
1985b, 1987). Because of the potential theoretical advances that may
be gained from studying the interplay between these two types of be-
havioral antecedents. future research on this issue is encouraged.

The above discussion on the role of situationally and dispositionally
indunced motivation in behavior leads to a third interesting topic, the
nature of the motivation that determines behavior. Scant attention has
been given to this question in the literature. We [eel :S.g this 5 a very
complex question which may involve several factors, including level
of tusk interest, the context within which the tusk is emitted, and the
psychological meaning of the behavioral measure. For H:.m time wﬁ:m,
and in line with the present study, we will focus on this last factor.
'The behavior to be performed can refleet several meanings. However,
two appear important within the present context: Q&. é_.ﬁ:,oq m_m. be-
havior is performed freely or (b) whether the behavior is comm:.m._:oa
in some way. To the extent that the behavior is wml.m.:dma ﬂo_m.:<m€
freely, one would expect individuals who are ::Ebm_.nm:« sw_o:ﬁ;nm
(i.e., those who like the task) to engage in the activity again {or Lo
persist more). This is in fact one major finding of the experimental
litcrature on intrinsic motivation (see Deci & Ryan, 1985a). However,
the results of the present study extended these findings in u:oém:m._:ﬁ
not only intrinsic motivation, but also self-determined ?3”; of ex-
trinsic motivation, namely integration and identification, can influence
relatively free persistent behavior in a field setting. Thus, Ermn :ﬁ Uw-
havior to be performed is relatively free and unconstrained, intrinsic
motivation, integration, and identification should be the main movers.

However, when behavior is constrained (that is, coerced in some way,
through rewards or punishrent), the situation is maore ccEme.. On one
hand, individuals who are self-determined, that is, those who either like
the task or have chosen to perform it (becausc it is meaningful to them)
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will perform the behavior. On the other hand, individuals who are not
self-determined toward the activity (those motivated out of external and
introjected regulation) will also engage in it because they have to (they
are being coerced into performing it). Thus, with respect to constrained
behavior, all forms of motivation (excepl amotivation, which represents
the absence of motivation) would be expected 1o influence subscquent
behavior (see Deci, 1971}, In this vein, itis interesting to note that in the
conlext of this study, external regulation and introjection did not relate
to behavior, thereby reinforcing our initial asscssment of persisience in
the French course as being relatively free.

In sum, the motivation-behavior relation is complex and may dif-
ter depending on whether the behavior to be performed is constrained
or free. While freely chosen behavior would he expected to be influ-
enced mainty by intrinsic motivation, integration, and identification,
constrained behavior should be determined by all forms of behavior.
Future research on these issues is necded and may lead fo important
advances n our understanding of the motivation-behavior relationship.

Also of interest are the findings which revealed (hat females reported
betng more intrinsically motivated, integrated, and identified as well as
tess externally regulated and amotivated toward academic activitics than
males. These findings are intriguing because they run contrary to past
research which has found females to display higher levels of lcarned
helplessness than males in educational settings (e.g., Dweck & Goetz,
1978). However, it is noteworthy that these last findings have not been
replicated with consistency in the literature and that much research re-
veals that females appear to display lower levels of external control
but higher levels of internal control than males (see Cooper, Burger, &
Good, 1981). Thus, one would expect females to display a more self-
determined motivational profile than mates. In addition, the present
findings appeur robust since they have been replicated with elemen-
tary schoolchildren in the United Stales (Ryan & Cannell, 1989), one
high-school sample (Daoust, Vallerand, & Blais, 1988), two samples
of junior-college students (Vallerand et al., 1989). and with one sample
of elderly individuals (Vallerand & O’Connor, 1989), all from the Prov-
ince of Quebec. Thus, these gender differences appear well supported
and seem to exiend across the life span. Because these gender differ-
ences in motivational styles seem 1o lead to important consequences,
research on thetr antecedents would appear 1o represent an important
issue for the future.

A final aspect of the present findings worth mentioning deals with
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the results obtained with the scale {AMS) used to ussess motivational
styles. Results showed an acceptable Tevel o%_ R:m@_:q {Cronbach
alpha} as well as preliminary evidence of validity through SWET
tern of correlations oblained among the motivational subscales. These
findings showed that the concepts of mEo:.é::.:, wx..ﬁna h_.mmEm,
tion, inlrojection, identification, integgration, and intrinsic molivation
ordered themselves as predicted in a simplex structure. Overall, these
resulls make three important points. First, in line with ,._mnm“: research
(Blais et al., 1990b; Ryan & Connell, 1989), they provide support Awoq
Deci and Ryan’s (1985a) theory which postulates the presence ol a
self-determination continuum ranging from fow to high levels .o» Mw:,
determination as one moves from amolivation to ntrinsic ::::E.:c:_
Second, the present results alse underscore the fact that Ec:ﬁ:_o.zm_
styles can lead to important and predictable consequences. And third,
the present findings underscore the utility of Em:cnﬁ.:?.. such as the
present one, lo assess intrinsic, extrinsic, and Eso:é:og_ styles,
Future rescarch on motivational styles using similar scales 1s encour-
aged since it may lead 1o significant advances our :.:.amEB:P:m of
the role of motivation in human functioning in various life a::.m_:m.. We
are currently pursuing such rescarch in other domains, En::::m _w_mr_:,m
{Pelletier, Vallerand, Blais, & Briére, 1990), inlerpersonal h.m_m:::m:._?
(Blais et al., 1990b), work (Blais, Lacombe, Vallerand, & Pelletier,
19901, sports (Briere, Vallerand, Blais, & Pellctier, 1990}, and the
clderly (Vallerand & O’Connor, 1989, 1991). In general, results to date
are in linc with those obtained in the present study and allest to the
fact that motivational styles can be reliably measured and can lead to
important consequences. o .
In closing, it seems appropriate 10 underscore two _::;Ez.ém of this
study. First, the present study did not use an experimental design. %:.:wu
it 1s inappropriate (o interpret the presemt results in terms of ,nm:mm_:.z.
That is, the present prospective design cannot rule out the a:q.mﬁm of a
third variable on both motivational styles and persistence. For Instance,
il is possible that students who entered the course had a pretty m.ooa :.._nx
as to whether they would complete the course. Consequently, intention
to remain in {(or to quit) the course may have influenced Uoﬂ.: persis-
tence behavior and answers on the motivational styles questionnaire.
Thus, within the confines of the present study, we should _:d:. our-
selves (o the conclusion that motivational styles can predict persistent
behavior. However, as indicated previously, one cannot help but com-
parc the present findings with those of Iaboratory experiments which

R R RS
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showed that situarionally induced motivation docs affect persistent be-
havior very much in line with the present findings (see Deci & Ryan,
1985a, for a review). In any event, future research is called for in order
to more clearly determine the causal effacts of motivational styles on
behavior.

A second limitation of this study pertains to the level of generality al
which motivation was assessed. We assessed motivation toward school
and doing homework in general. 1t could be argued that a more spe-
cific measure assessing motivation toward going to the French course
and doing homework in that particular subject should have been used,
However, two points are in order here. F irst, because first-term junior-
college students were used in this study, it is likely that a large overlap
look place between motivation toward a first-term course and motiva-
tion 1o go to school. This is especially likely 1o have occurred because
motivation was asscssed in students’ second week in the Junior-cotlege
program. ‘Thus, it is plausibic that motivation toward the French course
and motivation as assessed in this study might have been very simi-
lar, Second, if anything, a more specific measure of motiviation should
have enhanced prediction of persistent behavior rather than diminished
it. In this light, the present findings should therefore be considered a
relatively conservative assessment of the refation between motivational
styles and persistent behavior. Future rescarch should take into con-
sideration the level of generality of the motivation measure in assessing
its link with behavior.

In conclusion, results from the present study revealed that intrinsic,
extrinsic, and amotivational styles are sufticiently powerful to predict
behavier in an important real-life domain, namely education. These
findings underscore the importance of molivation in the everyday life
of individuals and provide potential insights for the conduct of future
research in this area,
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ABSTRACT We examined stability and level of self-csteem as predictors
of excuse making; the extent to which seli-ratings of stability are related (o
a statistical index of self-esteem stability: and the relations between stabitity
and certainty of sell-csteem and a variety of other psychological constructs.
Regarding excuse making, our findings indicated that (or high seif-csteem indi-
viduals. instability was related to greater excuse making following success,
but not following [ailure. However, for low self-esteem individuals, instability
was related to greater excuse making following failure. but not lollowing sue-
cess. Other findings indicated that self-ratings of stability were only minimafly
related to a statistical measure of stability based on repeated assessments of
self-esteem obtained in naturalistic contexts. Finally. stability of self-csteem
was not significantly correlated with certainty of sclf-esteem. In addition, the
pattern of correlations that emerged between certainty and other constructs
suggested that uncertainty reflects the phenomenal experience of a tfenuous
self-view. On the other hand, stability of sclf-esteem appears lo reflect the
extent to which one’s self-view is malleable, which may not be completely
available to conscious awareness. Our discussion [ocuses on the nature of self-
csteem stability and the roles of stability and [evel of self-esteem in reactions
to evaluative events.
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