
  
Title A cross-cultural study of motivational climate in physical education lessons 

in the UK and Singapore 
Author(s) Kevin Morgan, John Sproule, Michael McNeill, Kieran Kingston and John 

Wang 
Source International Journal of Sport Psychology, 37(4), 299-316 
Published by Edizioni Luigi Pozzi 
  
 
This document may be used for private study or research purpose only. This document or 
any part of it may not be duplicated and/or distributed without permission of the copyright 
owner. 
 
The Singapore Copyright Act applies to the use of this document. 
 
Copyright © 2006 Edizioni Luigi Pozzi 
 
Archived with permission of the publisher. 
 
 
 
 



t 

orts 

)Ublished 
ts. These 
intercept 

1- Recent 
two neu

IS exist, a 
;tern sup
ntribution 
to a con-
1ological 

r by John 
.nd Geert 
I anticipa
the inter
sequently 
3. special 
3chnique. 
nentaries 
I exercise 
,ill include 
neuropy-

m for dis-
3ptions in 
ut' review 
sport and 
1 of future 

Original Contributions 
Int.J. Sport Psycho!., 2006; 37:299-316 

A cross-cultural study of motivational climate 
in physical education lessons in the UK and Sitigapore 

KEVIN MORGAN*, JOHN SPROULE**, MICHAEL McNEILL***, 
KIERAN KINGSTON*, and JOHN WANG*** 

*University of Wales, Cardiff; ''*University of Edinburgh; ***National Institute of Education, 
Nanyang Technological University, United Kingdom 

The primary purpose of this study was to compare the teacher behaviours that 
influence motivational climate and pupils' perceptions of the motivational climate in 
physical education lessons in Singapore and the UK The participants were eight stu
dent teachers /rom the UK, ten student teachers /rom Singapore and their respective 
pupils. Each student teacher was filmed teaching one PE lesson and based on the 
teaching structures that influence motivational climate, their teacher behaviours 
were coded as 'mastery', 'performance', or 'neither', using the Behavioural Evalua
tion Strategies and Taxonomies software. Additionally, the pupils completed a ques
tionnaire to assess their perceptions of the motivational climate. As hypothesized, 
the behavioural measure revealed higher levels of performance involving teaching 
behaviours in Singapore compared with the UK Furthermore, pupils' perceptions of 
the motivational climate revealed higher levels of a perceived performance climate in 
Singapore compared to the UK These findings are discussed in relation to cultural 
differences between Singapore and the UK 

KEY WORDS: Cross-cultural comparisons, Motivational climate, Teaching 
behaviours. 

Introduction 

Recent social cognitive approaches to the study of achievement motiva
tion in physical education (PE) have focused on manipulating the teaching 
behaviours to influence pupils' perceptions of the motivational climate and 
enhance cognitive and affective responses (e.g. Morgan & Carpenter, 2002; 
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Papaioannou, 2003; Solmon, 1996; Treasure, 1993). Two types of motiva
tional climate have been found to predominate in achievement settings: a 
mastery and a performance involving climate (Ames, 1992a). A mastery 
involving climate is one in which self-referenced improvement and effort are 
made salient by the teacher and success is defined as improving one's per
sonal best achievements. In contrast, when a performance ~limate prevails 
the teacher encourages normative comparisons and pupils' success is judged 
in relation to the performance of others. Correlational studies (e.g. Carpen
ter & Morgan, 1999; Goudas & Biddle, 1994; Papaioannou, 1995) have con
sistently shown that perceptions of a mastery climate are related to adaptive 
motivational responses, such as beliefs that success is due to effort, high sat
isfaction, low boredom, high intrinsic motivation, the choice of challenging 
tasks and a positive attitude towards the activity. A perceived performance 
climate, on the other hand, has been linked to maladaptive motivational 
responses such as beliefs that success is the result of ability and deception, 
choice of non-challenging tasks, low perceived ability and a negative attitude. 

In order to enhance motivation in classroom settings, Ames (1992a; 
1992b) identified the teaching behaviours that promote a mastery climate. 
These teaching behaviours structures were originally identified by Epstein 
(1989) who used the acronym TARGET to represent the task, authority, 
recognition, grouping, evaluation and time dimensions of classroom based 
lessons. According to Ames (1992b), a mastery climate becomes salient when 
tasks have self-referenced goals, are multi-dimensional (different tasks taking 
place simultaneously), designed for variety and enjoyment, and where the 
task difficulty is differentiated to meet the needs of all pupils. Additionally, in 
order to promote a mastery climate, pupils should be encouraged to make 
decisions, thus sharing authority with the teacher and recognition I evalua
tion should be given privately and focused on effort and improvement. Fur
thermore, participation should be in heterogeneous, co-operative groups and 
time on task should be flexible and maximize opportunities to progress. The 
results from the limited number of TARGET intervention studies in PE to 
date (e.g. Morgan & Carpenter, 2002; Papaioannou, 2003; Solmon, 1996; 
Treasure, 1993) have shown that those subjects who participated in a mastery 
condition perceived the climate to be more mastery involved and recorded 
more adaptive cognitive and affective responses than did those who partici
pated in a performance condition. 

Duda (2001) suggested that an important future direction for research 
on motivational climate, which would be both theoretically and methodolog
ically relevant and significant from an intervention point, would be to deter
mine the degree of congruence between 'objective' and 'subjective' environ-
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ments. Moreover, Duda contended that Ames' (1992b) TARGET structures 
would provide an excellent starting point for this line of research. In order to 
foster a mastery climate, and enhance pupils' motivation, teachers need to be 
able to 'objectively' evaluate and modify their behaviours, and to measure the 
degree of congruence with pupils' perceptions of the climate aod their moti
vational responses. With this knowledge, teachers can identify whether their 
structuring and manipulation of the TARGET behaviours is producing the 
desired perceived climate and motivational responses, and can identify 
aspects of best practice when their strategies are effective, or alter their 
strategies when not producing the desired outcomes. 

Curtner-Smith and Todorovich (2002) were the first to develop an 
'objective' measure of the TARGET behaviours. Their Physical Education 
Climate Assessment Instrument was designed for systematic, task-by-task 
observational analysis and 'hand notation' of ego involving, task involving or 
neutral TARGET behaviours from videotaped PE lessons. More recently, 
Morgan et al. (2005a) developed a more sophisticated, computer-based 
behavioural measure of the TARGET structures for use in aPE setting using 
the Behavioural Evaluation Strategies and Taxonomies (BEST; Sharpe & 
Koperwas, 1999) software. This CD-ROM software permits the collection 
and immediate analysis of data gathered from observations of PE teaching, 
either live with a lap top computer, or from video and audio recording of 
lessons. Based on Ames' (1992b) description of TARGET, mastery, perfor
mance, and neither categories were identified and assigned a computer key
board number or letter for coding of behaviours (see Table I). For the task 
structure, a mastery coding was given if pupils worked on a variety of activi
ties, at their own level of ability, and were encouraged and I or helped to set 
realistic, short-term, self-referenced goals. Conversely, tasks that were com
mon for all participants, and usually with a competitive goal were coded as 
performance. Additionally, tasks with no clear purpose or goal were coded as 
neither. The authority structure refers to pupil involvement in leadership 
roles and decision making. Pupils in a mastery coded authority structure 
were allowed to make some of the decisions about their lessons and take on 
leadership roles. On the other hand, when the teacher made all the decisions 
the authority structure was coded as performance, since differential levels of 
ability have been found to be more salient when the locus of responsibility 
lies totally with the teacher (Ames, 1992a). In relation to recognition and 
evaluation structures, in order to be given a mastery coding the focus had to 
be self-referenced and based on individual effort, improvement, and skill 
development. In addition, feedback should have been distributed privately. 
However, if recognition and evaluation was based on individual ability/know!-
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TABLE I 
Computer keyboard configuration for the observed TARGET behaviours 

TARGET Structures Mastery Neither Performance 
~·---------------r--------------~---------------

Task 
(frequency) 

• Differentiated (ability 
matched) 

• Self-referenced goal 
• multi/dimensional 

1 

• No clear purpose 
No clear goals 

f------------ 1--------------·--+-----
• Pupils make decisions 

Authority home leaderships votes 
(duration) 4 

----·------ ------------+--~· -------

Recognition 
& 

Evaluation 
(frequency) 

• Recognition I evalua
tion focused on self 
referenced effort 
improvement, in pri
vate 

6 

• General recognition 
not focused on indi
vidual ability, effort, 
& skill development 

9 
------ ·-------'---------- -~~-- ------

• Recognition I evalua
tion focused on nor
mative ability, knowl
edge comparisons 

8 

• Recognition I Evalua- • Focus on Luck I 
tion focused on self 
referenced effort, I 
improvement, attain-

~~ I 
ment, knowledge in ~ 

------ --- t~- Mixed ability groups 

7 

• No groups --

0 

~ Wh~le class I 
Grouping • Working alone 1• Abil1ty groups w I 
(duration) i 

--~ming -- - - • T1me to p;;;~tice - : • T1~~ ~ p~~~~cmg >, -- ----- -- -- l, 
(duration) 1 I 1 

---~ ---- ------ ------ ------ - -- _.1 __ ---- --- J 

edge, comparing individuals against others or comparing one group against 
another, then a performance climate was coded. General praise, encourage
ment or feedback to the whole class, or reference to luck was coded as nei
ther. Small groups or working alone, and the use of flexible and mixed abil
ity grouping arrangements, which limited ability comparisons, were coded as 
mastery. In contrast, when the teacher organised the pupils into large groups, 
or smaller groups based upon ability, where social comparison was more 
obvious, a performance coding was entered. Finally, a mastery climate was 
coded when opportunities and time for practice and improvement were pro
vided during the lessons and time not practicing was coded as neither. In 
order to evaluate the percentage frequency of mastery, performance and nei
ther behaviours per lesson, the frequency of the task, recognition and evalu
ation behaviours was coded. For the authority, grouping and time structures, 
the duration of the teaching behaviours was coded because the amount of 
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time that pupils were allowed to make decisions and take on leadership roles, 
participate in mastery or performance groups and practice to improve per
formance were of primary interest to the researchers in evaluating their mas
tery and performance experiences. 

Objective assessment of the TARGET behaviours qf Secondary PE 
teachers (11-16 age group) in the UK, using Morgan et al.'s (2005a) mea
sure revealed a mastery focus for the recognition, evaluation and time 
structures, whereas the task, authority and grouping structures were more 
performance focused. Moreover, there was congruency between the com
bined TARGET behaviours as measured by the BEST (Sharpe & Koper
was, 1999) behavioural measure and pupils' perceptions of the climate, as 
measured by the LAPOPECQ (Papaioannou, 1994), with both measures 
revealing a higher mastery than performance climate. Furthermore, the 
results suggested an additive relationship between the TARGET structures 
(where certain structures can outweigh others), since perceptions of the cli
mate were mastery focused, whereas the behaviourally measured task, 
authority and grouping structures were more performance orientated, thus 
suggesting that the recognition, evaluation and time structures of TARGET 
had the greatest impact upon perceptions of the climate. Morgan et al. 's 
(2005a) measure was also used for an investigation into the effects of dif
ferent teaching styles from Mosston and Ashworth's (2002) Spectrum, on 
the TARGET behaviours and pupils' cognitive and affective responses in 
PE (Morgan et al., 2005b). Results revealed that more 'pupil centred' 
teaching styles resulted in more mastery and less performance focused 
TARGET behaviours, and more adaptive motivational responses than a 
more 'teacher centred' style. 

To date, Morgan et al. 's (2005) measure has only been used with UK par
ticipants. According to Duda and Hayashi (1998), in applied work, we are 
bound by ethical and social responsibility to ensure that our instruments are 
sensitive to cultural differences. Furthermore, Duda and Allison (1990) sug
gested that cross-cultural comparative investigations allow investigators to 
further validate motivational responses by considering culture and ethnicity 
as explanatory variables in sport and exercise settings. Moreover, with spe
cific reference to motivational climate, Coakley (1994) suggested that social 
and cultural factors can affect the psychological environments where physi
cal activity takes place and that these factors should be taken into account 
when measuring the motivational climate. Ntoumanis and Biddle (1999) 
have also suggested integrating social and cultural factors for a better under
standing of motivational climate in physical activity, in proposing future 
directions for-research on motivational climate. They argued that it is possi-
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ble that motivational climates are conceptually distinct in different cultures 
because of the different meanings attached to the social environment and to 
achievement, success and failure. This is consistent with Chelladurai et al.'s 
( 1988) 'cultural influence' viewpoint, which suggests that culture influences 
behaviour in sport settings. The alternative viewpoint.is the 'athletic impera
tives' perspective, which suggests no differences in coaches' and athletes' 
behaviours between cultures, given the similar performance requirements 
(Chelladurai et al., 1988). 

Kim et al. (2003) examined these two perspectives in the USA and Korea 
that represent North American and Asian perspectives respectively, with 
middle school aged athletes ( 11-14 years old). The results revealed that USA 
athletes were higher in task (mastery) orientation and lower in ego (perfor
mance) orientation than Korean athletes. One explanation offered by Kim et 
al. (2003) for these findings was socio-cultural factors. More specifically, they 
suggested that the nature of the school sport system may have an impact on 
goal orientations. For Korean athletes, there are a limited number of high 
school places and sport provides an alternative way to enter high school. Kim 
et al. (2003) concluded that this type of system where athletes compete for 
the honour of getting into high school may foster a stronger ego orientation 
than the US system where education is considered a right for all. Cultural dif
ferences in achievement orientations have also been found with USA and 
Japanese marathon runners (Hayashi & Weiss, 1994) with Japanese athletes 
scoring significantly higher on ego orientation. To date, however, cross cul
tural differences in perceptions of the motivational climate or the TARGET 
teaching behaviours that influence motivation in a PE setting have not been 
examined. The primary purpose of this study, therefore, was to examine the 
differences in student teacher behaviours that influence motivational climate 
and pupils' perceptions of the motivational climate in PE in the UK and Sin
gapore. 

Singapore has been training specialist teachers in PE since 1984 
(McNeill et al., 2003 ). At its inception the Si9-gapore Physical Education 
Teacher Education (PETE) model was closely aligned with its UK counter
part through consultancy with Loughbqrough University (Jones, 1988). 
Although there are similarities to the UK model of Initial Teacher Education 
(ITE) there are local social and cultural factors that contribute to potential 
differences in the teaching behaviours of a Singapore trained PE teacher as 
compared with those of a UK PE teacher. For example, in Singapore many 
school programmes promote fitness as a central dimension of PE, as it is a 
major component of the school ranking system as measured by the School 
Excellence Model (School Appraisal Branch, 2000). Not only is fitness rec-
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ognized as a significant contributor to the social dimension of a healthy and 
productive labour force, it plays a vital role in preparing male students for 
compulsory national service (McNeill et al., 2003 ). Furthermore, Singapore's 
equatorial climate plays a significant role in the manner in which PE is 
taught, as does the average class size of forty (compared to 25,-30 in the UK), 
and the problem of limited space for activity (Singapore is a small island city 
state with large school populations). Moreover, education in Singapore is 
perceived to be the most significant means of gaining access to social 
advancement (Aplin et al., 1998), and competition for university places is 
fierce with only one in five with entrance qualifications being accepted 
(Cameron-Jones, 1997). These factors point to differences between Singa
pore and UK cultures and, as such, the teaching behaviours and pupils' per
ceptions of the motivational climates are hypothesized to differ in the present 
study. This is consistent with a 'cultural influence' viewpoint, (Chelladurai et 
al., 1988). More specifically, it is hypothesized that the teaching behaviours 
and pupils' perceptions of the motivational climate will be more perfor
mance focused in Singapore in comparison to the UK. 

Method 

PARTICIPANTS AND PROCEDURES 

The study was approved by both Universities' ethics in human research committees. The 
school's Principal I Headteacher and Heads of Departments gave permission to access the 
pupil sample pool and parents of pupils provided informed consent. A multi-method model 
of data collection was adopted for the study involving video-taped lesson observations and 
questionnaires. In Sue and Sue's (1987) opinion this multi-method approach is particularly 
desirable for cross-cultural studies as, when there is consistency across methods, the 
researcher can have greater confidence in his/her findings. 

The participants were eight student teachers (4 male, 4 female; Mage= 21.3 yrs, SD = 
0.3) from a UK university and ten student teachers (4 male, 6 female; Mage= 26.5 yrs, SD = 
1.8) from a university in Singapore enrolled on a Post Graduate Diploma I Certificate in Phys
ical Education (PGDICE-PE) initial teacher education (ITE) programme and their respective 
UK (mean age 13.0 yrs, SD 1.0; 72 boys and 46 girls) and Singaporean pupils (mean age 13.1 
yrs, SD = 1.6; 159 boys and 111 girls). The student teachers were randomly selected from their 
cohort and provided informed consent to take part in the study. Prior to this study, all student 
teachers had experience of being videotaped while teaching children during micro-teaching 
experiences, where the student teachers work with a small group of pupils within a class or 
teach a phase of the lesson to the whole class. The pupils were taught by the student teachers 
in their normal PE lessons with the supervising teacher present. The range of lesson time in 
Singapore was from 23.7 mins to 49.1 mins (M lesson time= 30.2 mins; SD = 6.99). In the UK 
the lesson time varied from 25.3 mins to 56.3 mins (M lesson time= 43.2 mins; SD = 11.79) 
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The study was conducted in ten government secondary schools located in Singapore and 
eight urban or rural state secondary schools located in and around small towns in Bedfordshire, 
UK. The data collected for Singapore were part of a larger curriculum development project. 
Each student teacher was observed and filmed teaching a single randomly selected lesson, 
whilst adopting their usual teaching behaviours for that activity. The class used for data collec
tion had been taught by the student teacher for at least seven weeks p.reviously, and was one of 
many classes taught by each student teacher. In Singapore all the classes were co-educational. 
In the UK, six of the observed lessons were taught in co-educational settings, and two lessons 
were taught in single-gender situations. All the lessons videotaped were at the equivalent of Key 
Stage 3 of the National Curriculum Physical Education (NCPE) for the UK (DfEE/QCA, 
1999) (aged 11-14) and were filmed during the last three weeks of the student teachers' final 
teaching experience. In Singapore the lessons observed were drawn from the games and gym
nastics areas of activity (9 from games and 1 from gymnastics) and they occurred mainly out
side, on grass playing fields I all-weather pitches, or indoors in a gymnasium. In the UK, lessons 
observed were drawn from three NCPE areas of activity (6 athletics, 1 gymnastics and 1 games) 
and they were taught mainly outside, on grass playing fields, and once indoors, in a gymnasium. 

In order to film the lessons, a camcorder was mounted on a tripod and positioned so as 
not to interfere with the lesson plan, and the camera focused 0!: the student teacher through
out the lesson. The video recording began when at l~:::st one of the pupils had arrived in the 
lesson area and continued until the pupils were dismissed by the student teacher. The student 
teachers wore a wireless microphone throughout the lesson. 

MEASURES 

The pupils were asked to complete the twenty six- item Learning and Performance Ori
entations in Physical Education Classes Questionnaire (LAPOPECQ) (Papaioannou, 1994). 
Factor analysis has revealed a five factor solution and a hierarchical structure (Papaioannou, 
1994). Twofactors (pupils' learning & teacher initiated learning) are first order factors of a 
higher order factor, 'Learning' and the remaining three factors (pupil competitive orientation, 
pupil worry and outcome orientation without effort) are sub-factors of a second higher order 
factor, 'Performance'. Pupils were asked to indicate their perceptions of a teacher initiated 
learning orientation (5 items; e.g., "The PE teacher was most satisfied when every pupil 
learned something new."), a pupil learning orientation (7 items; e.g., "The way the lesson was 
taught helped me learn how to exercise by myself."), pupil competitive orientation (5 items; 
e.g., "During the lesson pupils tried to outperform each other."), outcome orientation without 
effort (4 items; e.g., "The PE teacher was pleased with those pupils who managed to win with 
little effort.") and pupils' worry about mistakes (5 items; e.g., "Pupils worried about failing 
when performing skills because they would not look good in the eyes of the PE teacher."). The 
statements followed the stem: 'During today's PE lesson ... ' Responses were indicated on a 
five-point Likert-type scale, ranging from 1 strongly disagree to 5 strongly agree. 

VIDEO DATA ANALYSIS 

The TARGET (Ames, 1992b) configuration modification of the Behavioral Evaluation 
Strategies and Taxonomies (BEST) (Sharpe & Koperwas, 1999) software developed by Morgan 

306 



in Singapore and 
in Bedfordshire, 
lopment project. 
selected lesson, 

d for data collec
y, and was one of 
~ co-educational. 
. and rwo lessons 
~quivalent of Key 
IK (DfEE/QCA, 
nt teachers' final 
games and gym

trred mainly out
.1 the UK, lessons 
tics and 1 games) 
, in a gymnasium. 
positioned so as 

teacher through
ad arrived in the 
:her. The student 

'erformance Ori
aioannou, 1994). 
:e (Papaioannou, 
>rder factors of a 
:itive orientation, 
ond higher order 
teacher initiated 
rhen every pupil 
ay the lesson was 
~ntation (5 items; 
ientation without 
taged to win with 
·ied about failing 
Eteacher."). The 
:e indicated on a 
~ree. 

vioral Evaluation 
loped by Morgan 

et al (2005a) was used to analyse the video data. As described in the introduction, based on 
Ames' (1992b) description of TARGET areas and motivational strategies, mastery, performance, 
and neither categories were identified and assigned a computer keyboard number or letter for 
coding of behaviours (see Table I for a description of the categories). The computer keyboard 
was configured to permit the recording of multiple and overlapping frequency behaviours (task, 
recognition and evaluation structures) and duration behaviours (authoriry, grouping and time 
structures) through depressing the appropriate keys. Validity and acceptable intra and inter
observer reliability (greater than .80) was established during the development of the measure 
(Morgan et al., 2005a) in line with Sharp and Koperwas's (1999) recommendations to ensure 
reliability and accuracy of data records, and the use of recognized agreement tests and reliability 
procedures (Kazdin, 1982). Two researchers, instrumental in the development of the measure of 
teacher behaviours that influence motivational climate and trained in its use, undettook video 
analysis simultaneously on the observed teacher behaviours. The flexibility of the BEST system 
allowed the rwo researchers to pause both the video and the software system and to replay the 
video for discussion until complete and unambiguous 100% agreement was reached on the cod
ing of the mastery, performance and neither categories of teaching behaviours. 

The percentage frequency or duration scores per lesson for each of the individual TARGET 
structures was calculated by dividing the raw scores for mastery, performance and neither codings 
by the total number of codings and multiplying the result by 100. Mean percentage scores for the 
UK and Singapore lessons (see Table II) were then calculated by adding the percentage scores for 
all lessons and dividing by the number of lessons (8 for the UK and 10 for Singapore). Combined 
mastery, performance and neither scores were calculated by adding the mean percentage scores 
for all TARGET structures and dividing by the number of structures, as shown in Table II. 

TABLE II 
Compansons between teacher's TARGET behaviours in the UK and Singapore 

TARGET Sing. UK df F Effect Power 
Structures (M%) (M%) Size 

Mastery Tasks 5 15.7 1,16 2.44 .13 .31 
Task Performance Tasks 95 64.2 1,16 15.60* .49 .96 

Neither Tasks 0.0 20.1 1,16 9.58 .38 .83 

Authority Mastery Authority 0.8 18.4 1,16 8.04 .33 .76 
Performance Authority 99.2 81.6 1,16 8.04 .33 .76 

Mastery Recognition 62.3 69.2 1,16 .50 .03. 10 
Evaluation 

Recognition/ Performance 18.0 11.6 1,16 .61 .04 .11 
Evaluation Recognition/ 

Evaluation 
Neither Recognition/ 19.7 19.2 1,16 .02 .001 .05 
Evaluation 

Grouping 
Mastery Grouping 66.1 44.1 1,16 4.35 .21 .50 
Performance Grouping 33.9 55.9 1,16 4.35 .21 .50 

Time Mastery Time 63.3 50.2 1,16 8.62 .35 .79 
Neither Time 36.7 49.8 1,16 8.62 .35 .79 

Mastery 39.5 39.4 1,16 .00 .001 .05 
Combined Performance 42.6 46.3 1,16 3.17 .17 .39 

Neither 17.8 11.3 1,16 10.40 .39 .86 

* p <.003 (Bonferroni adjusted level) 
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Results 

BEHAVIOURAL ANALYSIS 

In order to determine whether any significant differences existed between the teacher 
behaviours that influence the motivational climate in the UK and Singapore, a series of one
way ANOVAs was conducted with country as the independent variable and each of the com
bined and individual mastery, performance and neither TARGET structures as the dependent 
variables. ANOVAs were conducted in preference to a MANOVA because there were less 
than three participants (lessons) for each dependent variable (Tabachnick & Fidell, 2001). 
Consistent with the hypothesis, results revealed significant differences in mean percentage 
performance tasks, with a moderate effect size and a high degree of power (see Table II). Fur
ther examination of the mean percentage scores (see Table II) revealed higher levels of per
formance tasks in Singapore than in the UK. Although not statistically significant at the 
adjusted level of significance due to multiple ANOVAs, a moderate effect size and acceptable 
level of power (Cohen, 1988) was also revealed for higher levels of performance authority 
(teacher-centred) and activity time, and lower levels of tasks without a clearly set goal in Sin
gapore, compared to the UK (see Table II). 

QUESTIONNAIRE ANALYSIS 

Reliability of the LAPOPECQ. Psychometric evaluation of the LAPOPECQ (Papaioan
nou, 1994) has identified a lack of internal consistency(< .70) of the sub-scales using Cron
bach's (1951) coefficient alpha analysis. Consistent with these findings, adopting Nunnally's 
(1978) > 0.7 criterion level, the present study revealed less than acceptable alphas for teacher 
learning (.68), student competitive orientation (.61) and outcome orientation (.48) in Singa
pore and outcome orientation in the UK (.64). Given this and the theoretical importance of 
the higher order, learning and performance dimensions, it W!IS decided to consider the higher 
order scales only in the analysis. Reliable alpha scores were found for the mastery and perfor
mance scales in both the UK and Singapore (see Table IV). 

Correlational analyses between perceived· motivational climate and teacher behaviours. 
Pearson product moment correlations were conducted to examine the relationship between 
the mean perceived motivational climate and the percentage TARGET behaviours per class 
(see Table III).No significant relationships were found between the perceptual data and the 
behavioural codings. These findings are discussed under the limitations to the study in the dis
cussion section. 

Comparisons between pupils' perceptions of the motivational climate in the UK and Singa
pore. A MAN OVA was conducted to test for differences between pupils' perceptions of the 
motivational climate in the UK and Singapore. Analysis revealed a significant main effect for 
country (Wilks' lambda= .87; F (6,364) = 8.95, p <.001). Further follow up, univariate analy
sis (Table IV) revealed significant differences in pupils' perceptions of a performance climate, 
whereas, no significant differences were found in perceptions of a mastery climate. In agree
ment with the hypothesis, further examination of the mean scores revealed a higher level of 
perceived performance climate in Singapore compared to the UK. The effect size for this dif
ference was low, whereas the power of the analysis was high (See Table IV). 
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TABLE III 
Correlations between perceived climate & TARGET behaviours 

- ---~-- --- ----

% TARGET Behaviours 

----------- ------

Mastery Tasks 
Performance Tasks 
Neither Tasks 
Mastery Authority 
Performance Authority 
Mastery Recognition & Evaluation 
Performance Recognition & Evaluation 
General Recognition & Evaluation 
Mastery Groups 
Performance Groups 
Active Time(Mastery) 
Inactive Time 

Perceived 
Mastery Climate 

Pearson 
Correlation 

.01 
-.03 
.03 
.20 
-.20 
.25 
-.35 
.12 
-.42 
.42 
-.19 
.19 

--~-------

TABLE IV 

Perceived 
Performance Climate 

Pearson 
Cllrrelation 
---------

-.15 
.45 
-.47 
-.16 
.16 
.07 
-.04 
-.09 
.25 
-.25 
.46 
-.46 

Comparisons between pupils' perceptions of the motivational climate in the UK and Singapore 
---------~- ----

LAPOPECQ UK Sing UK UK Sing Sing F Effect Power 
Scales Alpha Alpha M SD M SD Size 

- ----~-~- -~--

Mastery .88 .87 4.04 .62 3.96 .59 1.39 .01 .21 
Performance .85 .73 2.80 .68 3.12 .51 24.28* .06 .99 

---~-~---

*p <.Ollevel 

Discussion 

The primary purpose of this study was to compare the student teacher 
behaviours that influence motivational climate and pupils' perceptions of the 
motivational climate in the UK and Singapore. In line with a 'cultural influ
ence' viewpoint (Chelladurai et al., 1988), it was hypothesized that the teach
ing behaviours and pupils' perceptions of the motivational climates would be 
more performance oriented in Singapore, due to social and cultural differ
ences between Singapore, a meritocracy, and the UK. 

In agreement with the hypothesis of 'cultural influence', significant dif
ferences were found between the teaching behaviours in the UK and Singa
pore, and between pupils' perceptions of the motivational climate across cul
tures. More specifically, comparisons between the TARGET (Ames, 1992b) 
student teacher behaviours in the UK and Singapore revealed significantly 
higher levels of performance involving tasks (undifferentiated, competitive 
tasks) in Singapore compared to the UK. Furthermore, higher levels of per-
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formance authority (teacher-centred) and activity time, and lower levels of 
tasks without a clearly set goal were found in Singapore, compared to the 
UK. Consistent with the observed student teaching behaviours, pupils' per
ceptions of a performance involving motivational climate were also higher in 
Singapore when compared with the UK. The higher le,vels of a performance 
climate in Singapore revealed by the behavioural and perceptual measures 
allows for greater confidence in the findings (Sue & Sue, 1987). 

Consistent with a 'cultural influence' viewpoint (Chelladurai et al., 
1988), and with previous research on goal orientations in an Asian context 
(Kim & Gill, 1997; Kim et al., 2003) the results of this study suggest that stu
dent PE teachers in Singapore are more likely to promote performance 
involving (competitive) tasks in lessons than student teachers in the UK. Fur
thermore, pupils in Singapore perceived a higher performance involving cli
mate than their UK counterparts. One possible explanation for these find
ings may be the competitive meritocratic influence that promotes individual 
ability and achievement, as well as the perception of education in Singapore 
as the most significant means of gaining access to social advancement (Aplin 
et al., 1998). No differences were found in perceptions of a mastery climate 
between pupils in the UK and Singapore, with both groups scoring high on 
this dimension. This is in line with Kim and Gill ( 1997) who found that Asian 
school athletes tend to allow multiple criteria for the judgement of success in 
sports, including both personal improvement (mastery focus) and the 
demonstration of superiority (performance focus). 

The finding that Singaporean student teachers are more ~uthoritative in 
their teaching approach than their UK counterparts, may be explained by the 
difficulty experienced by student teachers managing large numbers of pupils. 
Previous research in PE (e.g. Curtner-Smith, 1999; Hastie & Saunders, 1991) 
has highlighted the impact of large classes on pupils' learning and engage
ment in PE lessons. The lack of decision making and leadership roles given 
to pupils and the lower perceived teacher focus on learning in PE lessons in 
Singapore may, therefore, be due to pragmatic reasons associated with 
classes averaging forty pupils (McNeill et al., 2003), compared to under 
thirty, which is the norm in the UK. Given the positive effects of encouraging 
pupils to actively participate in the learning process (Ames, 1992a; 1992b) 
and the importance of developing self-management skills to make life-time 
decisions about active living (Corbin, 2002), and that class sizes across the 
curriculum in Singapore are currently under review, it would seem appropri
ate for Singaporean student teachers to more fully apply the student-centred 
strategies that are highlighted in the impending syllabus (MOE, 2005) by 
involving more pupil decision-making in lessons. 
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The higher perceived performance climate in Singapore compared to 
the UK might also suggest that pupils find it difficult to switch off the dom
inant, meritocratic values, even in a 'non academic' domain such as PE [PE 
is a non examinable subject in Singapore and has a lower priority com
pared to academic studies (Gan, 1994)]. Gasmier (1992) SJlggested that the 
stress on teenagers, caused by living in a very competitive achievement-ori
ented education system, which connects personal worth with school per
formance and academic success, was a concern in Singapore. It may be 
appropriate, therefore, to reduce the normative achievement oriented 
focus, particularly in 'non academic' subjects such as PE and focus more on 
promoting a mastery climate. Future motivational climate intervention 
studies, which specifically evaluate the cognitive and affective responses of 
pupils in an Asian context is needed to address this issue and provide 
empirical evidence to support this suggestion. 

There was more time to practice in PE lessons in Singapore than in the 
UK. One explanation for this finding might be the emphasis on skill acquisi
tion in Singapore, as a reflection of the skills, knowledge and attitude goals of 
the previous PE Syllabus (MOE, 1999). Schools that are successful in extra
curricular activity are also acknowledged through the School Excellence 
Model, thus creating a need for skilful performance. The greater amount of 
physical activity time in lessons (over 60% of the lesson time) in Singapore 
may be beneficial from a health perspective. In comparison, results suggest 
that in the UK pupils in this study were only active for approximately 50% 
of lesson time, thus suggesting that there should be a greater focus in the UK 
on increasing the physical activity time within PE lessons to reduce the risk 
of chronic illness and enhance wellness (Corbin, 2002). Furthermore, stu
dent teachers in Singapore set significantly more task aims in lessons than 
their UK counterparts. Indeed, every task set by the Singaporean student 
teachers was accompanied by a clear goal, whereas in the UK, students were 
less clear on the task goals. Communicating the intended outcomes of the les
son to the pupils has been identified as an important aspect of effective 
teaching in PE (Mawer, 1995; Rink, 1996). 

In conclusion, consistent with a 'cultural influence' viewpoint, (Chel
ladurai et al., 1988), the findings of this study support the consideration of 
cultural factors to give a better understanding of motivational climate in PE 
lessons. Thus, this study adds to the claims of other researchers (e.g. Duda & 
Hayashi, 1998; Hayashi & Weiss, 1994; Kim et al., 2003) in support of the 
inclusion of culture as a meaningful category for research in sport and exer
cise settings. It is crucial that we consider how pupils from different cultures 
give meaning to instructional behaviours and classroom events for effective 
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teaching to occur and do not simply accept universal predictions of motiva
tional theory for PE lessons or practices for achieving them. It is important 
to acknowledge, however, that the differences in the UK and Singapore sam
ples pertaining to a predominance of athletics in the UK may have con
tributed in some way to the significant differences in the results. 

Previous mastery intervention studies in the USA and UK (e.g. Morgan 
& Carpenter, 2002; Solman, 1996; Treasure, 1993) have shown that manipu
lating the TARGET structures to be mastery involving has resulted in a 
higher task orientation, higher levels of perceived competence, satisfaction 
and enjoyment, less boredom, a preference for more challenging tasks, and 
beliefs that success was the result of motivation and effort. An interesting 
future line of research would be to examine pupils' motivational responses to 
a mastery intervention programme in an Asian context, in order to consider 
whether any cultural differences are evident. In designing such initiatives, the 
results of the present study suggest that a particular focus should be on 
emphasizing self-referenced tasks and developing more pupil-centred teach
ing approaches such as the games concept approach ( GCA), advocated in 
the recently implemented PE syllabus (MOE, 2005). The GCA was intro
duced to promote critical and creative thinking amongst pupils in the 
Revised Syllabus (1999). A local derivative of Bunker & Thorpes' 'under
standing' model (1986), the GCA adopts a game-centred constructivist ped
agogy to enhance tactical awareness through the application of game-related 
concepts (McNeill et al., 2004). Such mastery teaching approaches are aimed 
at enhancing pupils' motivation within PE lessons. 

There are several limitations to this study which should be considered 
for future research in this area. The first issue surrounds the insignificant cor
relations between the observational measure of TARGET (Morgan, et al., 
2005a) and the LAPOPECQ (Papaioannou, 1994) (Table III). Close scrutiny 
of the individual items and sub-scales of the LAPOPECQ reveals that they 
focus primarily on the task goals (competitive or self-referenced), and on the 
recognition and evaluation structures of TARGET (Ames, 1992b). Thus, the 
task design, authority, grouping and time structures are not specifically 
addressed, which might partiathy explain the insignificant correlations. The 
LAPOPECQ has also been criticized for measuring dispositional goal orien
tations as well as the situationally emphasized climate structures for which it 
was designed (Duda & Whitehead, 1998). The development of a perceptual 
measure of TARGET would therefore be a worthy future direction for 
research which would allow researchers and practitioners to more accurately 
compare pupils' and teachers' perceptions with observed TARGET behav
Iours. 
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A further explanation for the insignificant correlations between the 
behavioural and perceptual measures of motivational climate may be due to 
the intraclass mean having to be used for the climate perceptions. This was 
necessary because the TARGET codings were measured as a class level vari
able in contrast to the pupils' perceptions which were asses~ed as an individ
ual level variable. Papaioannou et al. (2004) recently revealed modest intra
class correlations (.20) associated with the measures of perceived mastery and 
performance climates using the LAPOPECQ. This suggests limited homo
geneity in pupils' perceptions of the motivational climate behaviors of the 
teacher and may be a further reason for the lack of significant correlations 
between behaviours and perceptions. Furthermore, it may provide a rationale 
for using an observational coding system, such as the one developed by Mor
gan et al. (2005a), to measure motivational climate as a group-level variable. 

When each of the TARGET structures is considered individually in both 
countries, (see Table III) consistent with the pupils' perceptions and with 
Morgan et al.' (2005a) previous research, the recognition and evaluation 
structures were highly mastery involving. On the other hand, the task and 
authority dimensions of the TARGET structures were strongly performance 
orientated. These findings suggest that certain TARGET structures may be 
more dominant than others in determining the pupils' perceptions of the cli
mate, which may provide further explanation for the low correlations 
between perceived climate and a number of the TARGET structures. Future 
research should therefore aim to determine the interrelationships between 
the different TARGET structures, and their influence on perceptions of the 
motivational climate and motivational outcomes. One way to achieve this 
would be to design a series of interventions to manipulate different TAR
GET structures individually in a practical setting and evaluate the impact on 
pupils' motivational responses, using an observational measure as a manipu
lation check of the TARGET behaviours. 

The poor internal consistency of the LAPOPECQ subscales for the Sin
gaporean participants, as reported in the results, suggests possible differ
ences in the interpretation of some of the LAPOPECQ items across cultures. 
Future research should therefore assess the psychometric properties of the 
LAPOPECQ in an Asian context. This would eliminate the possibility of key 
elements of Asian PE culture being omitted by adopting a 'western' frame
work in making the cross-cultural comparisons. 

In relation to coding of the time structure in the present study, active 
time to practice was coded as mastery, and inactive time (time spent listen
ing to the teacher, being organized into groups, or not involved in any aspect 
of planning, performing or evaluating) was coded as neither. Performance 
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time was therefore not coded. This is considered to be a limitation of the 
study, since active time might have resulted in the perception of either a 
mastery or performance climate. The most salient aspect of the time struc
ture, according to Ames (1992b), is the provision of flexible time schedules 
to accommodate different rates of learning and ,achievement. Thus, if the 
teacher allows flexibility for pupils to learn at different rates, he/she is cre
ating an inclusive, mastery involving climate, within which all pupils can 
work at their optimum rate and achieve their full potential. If, on the other 
hand, the teacher sets a common work rate for all pupils, and expects them 
to achieve the task to the same level, then clearly some pupils will be under
challenged and some over-challenged. Completing the task quickly and 
accurately would demonstrate higher ability, whereas, those who struggle to 
achieve it within the time constraints would be perceived, by themselves and 
others, as having lower ability, thus promoting a performance involving cli
mate. Teachers should therefore strive to differentiate by time, and allow 
flexible work rates within lessons in order to create a mastery climate 
(Ames, 1992b). The coding of the time structure, therefore, needs to recog
nize the flexible versus inflexible aspect, in addition to the active versus 
inactive time. 

Other limitations to the study include the assessment of only one lesson 
per teacher and the use of inexperienced student teachers. Although the 
development of the observational measure was initially designed for use with 
student teachers as part of their teacher education programme, it is accepted 
that more experienced practitioners may offer a different insight into the 
research. Future research of this nature should therefore endeavour to work 
with more experienced practitioners over a sustained period in developing 
an observational mastery intervention programme, whilst assessing the 
effects on participants' motivational outcomes and practitioners' self-reflec
tion and professional development. 
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