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Abstract 

The purpose of this study was to explore the use of action research as a framework to investigate 

project-based learning (PBL) as a way of increasing student motivation through increasing 

student choice in Physical Education (PE). To do so, I taught a badminton unit using a project-

based framework with two classes of boys aged 12 to 13 years-old. Data collection methods 

included: Intrinsic Motivation Inventory (IMI), participant reflections on the lessons and 

interviews, and research field notes. Data analysis was conducted using a mixed-methods 

approach to provide a better understanding of the research problem and complex phenomena. 

The results of this research reinforce the notion that learners in Physical Education are more self-

determined when choices are offered. It was also found that boys have a desire to choose activities 

that they enjoy and increase self-competence. Based on my findings, recommendations were 

provided for implementing choice into a Physical Education curriculum. 

Introduction 

Background 

In my 12 years of teaching at Aylesbury Grammar School (AGS), I have always taught Physical 

Education (PE) in the same instructional way, rarely deviating from traditional pedagogies. I saw 

the 2019/2020 Action Research topic, Developing Agency: Boys Voice and Choice, as an 

opportunity to expand my teaching repertoire, whilst at the same time, investigating the effect of 

student choice on the motivation of Year 8 boys. To unpack this further, I wanted to focus on 

intrinsic motivation. Lirgg (2006) suggests that the largest and probably most significant 

contribution social psychology research has made to PE over the past 30 years has been in 

relation to motivation.  

The research question developed to encompass both student choice and motivation was:  What is 

the effect of project-based learning in Physical Education on intrinsic motivation in Year Eight boys? 

Intrinsic motivation is a behavior that comes from within an individual, out of will and interest for 
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the activity at hand. As PE teachers, we should look to enhance and develop this motivation in all 

our boys.  

A Physical Education curriculum needs to be designed in a thoughtful manner to ensure that 

students are engaged in their learning as much as possible. T this end, Physical Education teachers 

choose from a variety of curriculum models that they feel best suits their students. As a Key Stage 

Three (Years 7-9) PE leader, I wanted to refine and develop the teaching of Physical Education to 

increase the motivation of boys at AGS.  

Lonsdale et al. (2011) suggest the importance of student voice and choice in the learning 

environment. In PE, teachers are generally good team players and work well with each other, 

especially on projects and collaborative tasks, but traditionally the sports field hosts 

predominantly teacher-led demonstrations and student practice, without the boys having too 

much input in their learning. In this landscape of physical inactivity amongst some young people, 

a more motivating environment in physical education could increase student uptake of physical 

activity in, and out of, the school environment. 

Project-based learning (PBL) is action-oriented and focuses on doing something rather than 

learning about something. In projects, students engage in a complex process of learning, enquiry, 

and knowledge construction. Intrinsic motivation is defined commonly as driving forces of 

behaviour that individuals deem inherent to the activities undertaken – namely, the activities 

themselves being interesting, enjoyable, and meaningful – in contrast to non-intrinsic forces in 

terms of incentives or pressures (e.g. rewards or deadlines) that are external to the activities 

(Deci & Ryan 2000). 

I believed that an action research project rooted in the potential of project-based learning to 

engage boys in Year 8 Physical Education would be exciting and valuable. I wanted to investigate 

the role of PBL in increasing student voice and choice in PE and the impact this would have on 

student intrinsic motivation. The practice of PBL could help to drive independent learning and 

provide students with a way of engaging in a practical subject in a fully supportive environment. 

Some boys at AGS are disengaged in PE as they struggle to fully access the curriculum and it was 

hoped that PBL might enable them to interact with the subject material and shape their own 

learning, which might, in turn, lead to an increase in the uptake of extracurricular or out of school 

activities. 

I used action research as my methodology as it would enable me to develop a systematic, 

inquiring approach toward my own practices and it was oriented towards effecting positive 
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change in my practice, or within a school community (Holter & Frabutt, 2012). I felt that this was 

an opportunity to move my teaching away from the expected technical standards to find new 

ways of teaching and new interpretations of teaching. The use of PBL allowed the boys the 

freedom to find their own voice and make their own choices within Physical Education, a situation 

which is often outside the normal teaching methods in PE. 

Literature Review 

Motivating boys in Physical Education (PE) is one of the crucial tasks that teachers have to 

confront in PE lessons. The challenge for teachers is to apply motivational strategies to engage 

unmotivated boys and to maintain motivation in boys who are already engaged. Jacobs et al. 

(2002) outline a negative trend in students’ motivation towards PE and a decrease in motivation 

for PE has been linked with lower physical activity levels. These relationships are important as the 

UK Department of Health (2004) describes the role that physical activity has for preventing non-

communicable diseases such, as obesity, diabetes, cardiovascular disease, and some cancers.  

Bray (2013) suggests that it is vitally important for Physical Education teachers to create a 

learning environment which increases motivation and, as a consequence, increases physical 

activity. In 2015 on the 25th March, the Health Select Committee (UK) highlighted that PE and 

physical activity at school is critical in shaping attitudes towards physical activity in later life, as 

these classes contain nearly all members of an age cohort. Understanding the motives of boys in 

our classes is of particular interest to researchers as there is often a wide range of physical ability, 

interests, and effort in a PE classroom.  

I wished to respond to this challenge and develop and employ research-based practice in the form 

of project-based learning (PBL); a pedagogy that is indirect, appropriate, and child-centered in 

nature (Casey et al., 2009). Moreover, I wanted this new style of teaching to be established and 

formalised through the links that I made between research, practice, and my position as a PE 

teacher. I needed to be able to marry my ideas and attempts to actualise them in practice. For this 

reason, I felt it appropriate to use action research as a methodology, for it allowed me to reflect 

upon the changes that I was aspiring to make and allowed me to visualise the process from start 

to finish. Sheridan-Thomas (2006) suggests that action research has established a tradition of 

helping to validate teachers as thinking professionals and, importantly, it provided me with the 

opportunity to reflect upon my teaching. Action research is a process that allows practising 

educators to study their own classrooms, schools, or other educational settings, in order to 

understand them better and to be able to improve their quality or effectiveness (Mertler, 2017). 
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Teaching styles in PE that foster agency in boys and offer an authentic voice are currently an 

under-researched area of study, which provided a driving force for this action research. Project-

Based Learning (PBL) is one such teaching method, where the teaching manner is shifted from 

teacher-driven to student-driven by emphasising problem-solving, creativity, and critical thinking 

skills (Hasna, 2009). A recent definition of PBL is provided by Tan (2005) as “a progressive active 

learning and learner-centred approach where unstructured problems are used as the starting 

point and anchor for inquiry” (p. 17).  

Self-determination Theory (SDT) (Deci & Ryan, 2000) is a theory of intrinsic motivation and 

personality that focuses on three distinct psychological needs: competence, autonomy, and 

psychological relatedness. SDT states that if these universal needs are met, then people will 

function and grow optimally. An effective PE classroom must ensure it has a social environment 

which nurtures these needs.  

These constructs put forward are extremely relevant in PE and it is for this reason that SDT 

provides an excellent fit for physical activity and PE settings, and has been the most widely used 

theoretical framework applied when investigating motivation in PE (Ntoumanis & Standage, 

2009). Research carried out by Kretschmann (2014) set out to summarise recent findings, which 

focused on internal motivational factors. He found four dispositional variables related to 

individual differences which influence intrinsic motivation in PE. These factors are: achievement 

goal orientation, perceived autonomy, competence, and usefulness of the PE class. Standage et al., 

(2003) has shown that task orientation is an effective indicator of self-determination styles of 

motivation in PE and this would have an impact on my classroom as happier students may foster 

an enhanced love of learning. It has also been noted that intrinsic motivation increases when 

students feel autonomous for their actions in PE classes (Goudas et al., 1994). This is an important 

factor as PBL requires the ability to work independently. Cairney et al., (2003) outlined the final 

factor and said that perceived competency leads to active participation and boys’ expectancies 

about physical education and attitudes towards class influence intrinsic motivation.  

In line with SDT, past research has shown that each universal need (competence, relatedness, 

autonomy) contributes to an increase in autonomous motivation, where boys feel self-directed 

and autonomous towards PE (Standage et al., 2012). Other research in this area suggests that 

controlled motivation has been associated with PE students’ boredom and unhappiness 

(Ntoumanis & Standage, 2009). Further to this, Hagger and Luszczynska, (2014) found that 

controlled motivation reflects engaging in behaviours for externally referenced reasons, such as to 
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gain rewards or perceived approval from others, or to avoid punishment or feelings of guilt. 

Controlled motivation has been associated with the traditionally structured framework of a PE  

lesson and, as Bronikowski (2010) describes, a “sense of security and guidance” (p. 41). He 

continues that when this teaching style is married with unappealing lesson content, it may result 

in boys dropping out of extracurricular activities and thus going against a core outcome of a 

Physical Education programme. 

So far, research shows us that the most important reason why PE has not been as efficient as 

expected in students’ development, is the predominance of teacher-centred techniques (Goudas & 

Magotsiou, 2009). Furthermore, students spend most of their time waiting for feedback from 

instructors and, for this reason, students feel bored, lose attention, and rarely experience the 

feeling of belonging and pride (Bayraktar, 2011). Alternatively, teaching styles that provide boys 

with a voice and authentic choice have a positive effect on PE students’ intrinsic motivation 

(Lonsdale et al., 2011). In comparison to a command teaching style, Morgan and Kingston (2005) 

suggest that a reciprocal and guided discovery teaching style leads to a mastery-oriented 

motivational climate and results in a positive attitude change in PE students. Physical education 

classes that are appealing to boys emphasise a focus on learning and improvement and foster 

positive attitudes and intrinsic motivation (Bryan, & Solmon, 2012). Increasing agency and choice 

in a PE classroom, therefore, has the potential to promote a sense of autonomy and increase levels 

of self-determination. 

Research Context  

Aylesbury Grammar School is a selective state grammar school that draws boys from a wide 

geographical area, with approximately 60 feeder schools. It is situated in Buckinghamshire, United 

Kingdom. The research participants were 32 Year 8 boys (aged 12-13 years-old) in a mixed ability 

core Physical Education class. Year 8 sits in the middle of Key Stage Three in the UK National 

Curriculum and is the boys’ second year at AGS. Focusing my research on this year group, allowed 

me to follow the impact of choice on intrinsic motivation through their school journey. 

The boys’ anonymity was maintained throughout the research project as they are not named but 

coded, i.e. Student A. Not all boys in the classes consented to be part of the research project; 

however, the PBL task and unit was still run as per the curriculum, but no data were collected 

from the non-participants. This ensured that no student was disadvantaged and maintained the 

overall class progression.   
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The Action 

The boys in each class were placed into eight groups of four, selected by the teacher. The pupils  

attended two lessons per fortnight, each lasting 60 minutes, for a total of seven weeks. The pupils 

were divided into Project teams. Project teams provided pupils with the opportunity to share 

responsibility and leadership roles and use collaborative skills to achieve group goals. The pupils 

adopted different roles within the task, such as demonstrator, officiator, video coordinator, and 

resource designer. 

Stage 1: Intrinsic Motivation Pre Testing 

In mid-October, I measured the boys' intrinsic motivation by using the Intrinsic Motivation 

Inventory (IMI) (Deci & Ryan, 2000) in order to ascertain a pre-intervention intrinsic motivation 

score. At the end of October, students were introduced to the project. The outline of the project 

was: A local primary school wanted to introduce badminton into their curriculum and asked us to 

produce a range of material, which would help primary-aged pupils learn and understand how to 

play the sport of Badminton.  

The boys chose entirely how to go about producing their group work. Ideas they came up with 

included: producing a leaflet explaining the rules and basic techniques; making a short video, 

which would include technical guidance of how to play a range of shots; and creating competition 

formats, which the primary pupils could use in their school. 

Stage 2: The Action 

The boys provided reflections via Flipgrid (a video sharing application) in weeks three and five. 

Questions were posed that specifically linked to the motivation and enjoyment of the project. This 

was an opportunity for the boys to have  two minutes of free-expression time to share their 

feelings in their own way via individual videos. Qualitative data like these enabled me to gather 

rich evidence of key moments or experiences in the boys’ own words without their biases guiding 

them towards answers.  

At the end of the intervention 

In December 2019, I issued the boys with a post-intervention intrinsic motivation questionnaire 

and considered the differences between pre- and post-action responses. This enabled me to 

compare the results that may have be due to experiences the boys had throughout the learning 

task. I also conducted a group reflective interview, where the pupils shared more of their own 

feelings about their experiences. 
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Data Collection 

I employed a mixed methods design to collect data. The advantage of mixed methods is that the 

use of quantitative and qualitative methods in combination provides a better understanding of 

research problems and complex phenomena than either approach alone (Arorin & Cameron 

2010). Mertler (2017) goes on to say that research grounded in both qualitative and quantitative 

approaches to data collection and which draws on a variety of sources enables the researcher to 

better understand the research problem. Mertler (2017) describes this approach as 

“polyangulation.” This process of relating various qualitative and quantitative data enables the 

researcher to get a better handle on what is happening in reality and to have greater confidence in 

the research findings (Glense, 2006). 

Data Collection Methods 

My data collection methods were: 

● Post-teaching reflective analysis (PTRA) 

● Participant questionnaires - Intrinsic Motivation Inventory (IMI) 

● Participant interviews and Flipgrid video reflections  

● Researcher field notes and photos 

Post-Teaching Reflective Analysis. A Post-Teaching Reflective Analysis (PTRA) (Dyson 1994) 

was used after every lesson to record my thoughts. Each PTRA formed part of an ongoing 

evaluation of the intervention throughout the AR process. 

Intrinsic Motivation Inventory (IMI) Questionnaire. Task Evaluation Questionnaire (See 

Appendix A) is a 22-item version of the IMI scale that has been used in some laboratory studies on 

intrinsic motivation. It has four subscales: interest/enjoyment, perceived choice, perceived 

competence, and pressure/tension. The interest/enjoyment subscale is considered the self-report 

measure of intrinsic motivation; perceived choice and perceived competence are theorized to be 

positive predictors of both self-report and behavioural measures of intrinsic motivation. Pressure 

tension is theorised to be a negative predictor of intrinsic motivation. Each questionnaire was 

transcribed verbatim into a master table. 

Participant Interviews. The semi-structured interviews in the form of focus groups were 

conducted and were 15-25 minutes in duration and all interviews were fully transcribed. Flipgrid 
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videos provided students with space and privacy to give honest and open responses and these 

videos were transcribed and recorded. 

Field Notes. Mertler (2017) describes the importance of including observers’ comments in field 

notes as it is one way to integrate reflection into the process of action research. The separation of 

these two types of commentaries is critical so that actual observations are not confused with what 

you think the observed event means. 

How action researchers position themselves in relation to the setting and participants can create 

the power relations in the situation and the trustworthiness of the data (Herr & Anderson 2014). 

In order to guarantee that my research and subsequent findings were credible, authentic, and 

trustworthy (Elo et al., 2014), a variety of sources were used to collect relevant data throughout 

each stage of the action research cycle.  

Data Analysis 

Quantitative data were collected in the form of questionnaires and statistically analysed to 

determine the effect the action had on intrinsic motivation. Students helped to define key terms 

related to motivation and this was measured with Exit Tickets. Semi-structured interviews and 

reflections were analysed and interpreted to gain insight into the data. Transcribed data were 

coded for patterns and themes and I categorised information according to the themes that became 

apparent. I had “free dialogues” with my pupils, asking questions that encouraged them to tell me 

what they saw as opposed to what they thought I might want to hear. To ensure confidentiality, a 

representative letter was assigned to each student prior to organisation and analysis. Findings 

from the analysis were grounded in the tenets of the action research process; that is, if something 

in the research process needed changing or altering I, as the teacher-researcher, was in a position 

to make changes.  

Discussion of Results 

Having analysed the data, three key themes regarding the fostering of a sense of intrinsic 

motivation emerged: collaboration, competence and interest/engagement. These themes were the 

main outcomes of the task motivation inventory and directly relate to self-determination theory 

put forward by Ryan & Deci (2000). 

Collaboration in PBL Enhanced Learning. 

Collaborative learning gave boys the support they need in a classroom environment, having a 

positive effect on their ability to learn and provided a wide variety of ways of acquiring 
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information, and opened new choices. During the action, I commented in my observations that “I 

was spending less time talking to the class and more time facilitating their learning through 

smaller group interactions.” I was able to speak to each group and help the boys at each stage of 

their learning.   

The results from the pre- and post-Task Evaluation Questionnaire, which used a Likert scale from 

one to seven, suggested that in every measure students’ perceived choice increased, although not 

significantly (Appendix B). I noted from my lesson observations that during the project time, 

“boys worked in small groups and made decisions on what to include in their projects.” Student A 

commented on this point in one of the interviews: 

It's been better to do the Badminton Project with my group, I enjoy it more doing group 

work, because there is always that element of teamwork, where you can combine all your 

ideas together and it’s not just you working by yourself. 

Chromebooks were used and boys were able to create digital videos and resource cards as their 

final product. Boy B noted that, “The activity is freer than other subjects because we can choose 

how we present our projects and it is more enjoyable because we can be more creative”. It is clear 

that students had more freedom to accomplish the task in their own way and this finding supports 

the recommendation of Pruzak et al. (2004) that physical education teachers should provide a 

range of choices within their classes to promote autonomy and increase levels of self-

determination of their boys.  

Lee and Tan (2004) highlight the advantages of collaborative and communicative inquiry in PBL. 

Explaining one’s ideas is important for productive collaboration and also serves to enhance 

learning. Through group dynamics, boys learn to deal with the dysfunctional aspects of a group 

and address them in a constructive manner (Sharp & Primrose, 2003). To become effective 

collaborators, boys as team members learn to establish a common ground, resolve discrepancies, 

negotiate group action and develop consensus. This was evident in my research from a peer 

observation; they noted that, “the group dynamics were excellent, the boys were very good at 

getting on with each other, they listened to each other’s ideas and were able to sort out 

disagreements with minimal disruption.” This finding is important as successful PBL units rely on 

cohesive groups.  
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PBL Fostered Competence 

When an activity is autonomously motivated, its functional significance is related to perceived 

challenge and interest. However, feeling autonomous in doing an activity or task may not be 

enough to be effective at increasing student levels of self-determination (Halvari et al., 2009). 

According to Self-Determination Theory, boys also need to perceive themselves as being 

competent. The results from the pre- and post-action questionnaire indicated that there was an 

increase in perceived competence (Appendix C). This suggested that the boys felt more competent 

at the end of the task than at the beginning. The lesson structure was designed to enable time for 

boys to learn the skills necessary to play badminton. This aspect of the PBL was crucial as it 

fostered learning and developed the competencies needed to complete the task. Student C, in the 

group feedback, commented: “I like how we went through each individual skill, and use the 

techniques to improve our play.” This type of feedback was common. In my field notes I remarked 

that boys were more focused on the learning task. This could have been due to the fact that the 

boys had to replicate those skills in the form of videos or pictures for their resource material. 

Casey & Jones (2011) suggest that the use of video technology enhances engagement due to the 

extra commitment and helps students develop understanding beyond technical replication.  

Some boys explained that they enjoyed the addition of technology into the PE lessons and felt it 

enhanced how they worked. This also could have contributed to the increase in perceived 

competence as boys felt comfortable integrating ICT and PE to produce their resources. Effective 

use of ICT improves the amount of information students retain through visual, auditory, and 

kinesthetic learning channels in physical education (Collins 2011).  

PBL Increased Interest and Engagement 

The final theme to emerge from this action research was PBL increased motivation and 

engagement. This is another key factor that impacts self-determination and motivation within PE. 

In a study by Baena-Extremera et al. (2012), boys’ intrinsic motivation emerged as a predictor of 

the importance and usefulness of PE. Whether a student finds the subject material interesting and 

enjoyable seems to play an important role in a boy's motivation in PE lessons. This PBL activity 

was rooted in a real-life setting that boys were able to relate to. My results suggest that this was 

an important factor in why boys enjoyed participating in this task. The majority of boys 

commented that they enjoyed the fact that they were producing resources for other children to 

learn from: 
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I'm enjoying the task because you get to demonstrate positions and techniques and 

then put what we have learnt into our Google Slides document. This makes me feel 

like this task has two sides to the learning, it will be interesting to see how our 

Google Slides will help other boys. (Boy E) 

Student responses from the task motivation questionnaire indicated that interest and enjoyment 

increased whilst undertaking the task, the average IMI pPre-test score was 5.5 compared with a 

post-test score of 5.9 (Appendix D). This indicated a slight increase in enjoyment. Boy F reported 

that ,“I didn’t think learning could be like this in PE, I like the fact that I could be helping other 

boys and that PE isn’t always about who is the best.” This comment was not unique and occurred 

in five other responses. Boy G agreed in his Flipgrid reflective video: “I’ve enjoyed this task 

because it’s fun doing something we don’t normally do and [creating resources] has allowed me to 

be creative which I didn’t think I could be in PE.” 

These results are in line with past research into self-determination theory in which Ntoumanis 

(2005) found that boys who reported high satisfaction of autonomy, competence, and relatedness 

in PE were more likely to participate in optional PE classes during the subsequent school year. 

Conclusions and Implications for Practice 

There are a number of conclusions that can be drawn from this qualitative action research. When 

we look again at the research question: Does project-based learning increase student intrinsic 

motivation in year 8 boys physical education?, it is clear that, when provided with an environment 

which enabled boys to choose how they engage in their learning, there was an increase in the their 

intrinsic motivation. The findings show that providing choice within a Physical Education 

curriculum had a positive effect on students’ self-determination. Project-based learning provided 

the space for boys to be creative and take ownership of their work. It allowed the boys to engage 

with the subject in a variety of ways, work collaboratively to achieve a goal, and take on roles 

which would not normally be available in a traditional PE setting. This study has provided 

evidence of the need for choice in the PE classroom. In order to increase boys' self-determination, 

teachers can provide students with an autonomy-supportive environment, and perhaps positively 

affect activity levels in the class.  

The Physical Education teacher’s primary goal should be to provide a supportive and safe 

environment that promotes autonomy (Bray 2013). In doing so, students will learn what activities 

they enjoy the most and might continue to pursue into adulthood. Further conclusions can be 

drawn from this research: student achievement was improved enough to prompt me to continue 
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with and expand my use of PBL as a pedagogical approach. The boys, through the resources that 

they produced, displayed a higher level of knowledge and understanding about badminton than 

they would normally show, and this allowed me to subsequently adapt and refine their future 

learning.  

This research incorporated the use of technology in the production of the boys’ resources and was 

integral to the final output of the task. It was clear from the results that, for some students, this 

use of technology enhanced their learning experience and was a contributing factor which may 

have increased the enjoyment of the task. But for some, using the Chromebooks detracted from 

their overall enjoyment, as being physically active in lessons was an important part of how they 

approached PE. I acknowledge that the use of IT in this setting played a part in the enjoyment and 

engagement of some boys and disengaged others, and this opens the door to future research in 

how using IT in PE might affect the motivation of boys. Additional research is required into the 

effectiveness of PBL to deliver effective learning in other content areas such as gymnastics, games, 

and health-related fitness, and how it can be adapted to different school settings. 

Reflection Statement  

Reflecting on what I have learned, my action research project has both personal and professional 

applications that exceed any expectations I had last June. The amount of growth I have seen in 

myself in the way I interact with my peers, the wider school community, those overseeing my 

work, and my own family and friends, has radically transformed me for the better. In learning to 

listen to the participants, I have dramatically improved my role as a teacher by having the courage 

to take a step back and let the students take centre stage and be in control of their learning. 

Conducting this action research has opened my eyes to the value of educational research being at 

the forefront of curriculum planning and design, and the importance of using research to drive 

forward changes in pedagogies. 
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APPENDIX A 

Intrinsic Motivation Inventory  

 

TASK EVALUATION QUESTIONNAIRE 

The following is a 22-item version of the scale that has been used in some lab studies on intrinsic 

motivation. It 

has four subscales: interest/enjoyment, perceived choice, perceived competence, and 

pressure/tension. The 

interest/enjoyment subscale is considered the self-report measure of intrinsic motivation; 

perceived choice and 

perceived competence are theorized to be positive predictors of both self-report and behavioural 

measures of 

intrinsic motivation. Pressure tension is theorized to be a negative predictor of intrinsic 

motivation. Scoring 

information is presented after the questionnaire itself. 

For each of the following statements, please indicate how true it is for you, using the following 

scale: 

1   2   3   4   5   6   7 

not at all           somewhat               very 

true 

true                true     

1. While I was working on the task I was thinking about how much I enjoyed it. 

2. I did not feel at all nervous about doing the task. 

3. I felt that it was my choice to do the task. 

4. I think I am pretty good at this task. 

5. I found the task very interesting. 

6. I felt tense while doing the task. 
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7. I think I did pretty well at this activity, compared to other students. 

8. Doing the task was fun. 

9. I felt relaxed while doing the task. 

10. I enjoyed doing the task very much. 

11. I didn’t really have a choice about doing the task. 

12. I am satisfied with my performance at this task. 

13. I was anxious while doing the task. 

14. I thought the task was very boring. 

15. I felt like I was doing what I wanted to do while I was working on the task. 

16. I felt pretty skilled at this task. 

17. I thought the task was very interesting. 

18. I felt pressured while doing the task. 

19. I felt like I had to do the task. 

20. I would describe the task as very enjoyable. 

21. I did the task because I had no choice. 

22. After working at this task for a while, I felt pretty competent. 

Scoring information. Begin by reverse scoring items # 2, 9, 11, 14, 19, 21. In other words, subtract 

the 

item response from 8, and use the result as the item score for that item. This way, a higher score 

will indicate 

more of the concept described in the subscale name. Thus, a higher score on pressure/tension 

means the person felt more pressured and tense; a higher score on perceived competence means 

the person felt more competent; and so on. Then calculate subscale scores by averaging the items 

scores for the items on each subscale. They are as follows. The (R) after an item number is just a 

reminder that the item score is the reverse of the participant’s response on that item. 

Interest/enjoyment: 1, 5, 8, 10, 14(R), 17, 20 Perceived competence: 4, 7, 12, 16, 22 Perceived 

choice: 3, 11(R), 15, 19(R), 21(R) Pressure/tension: 2(R), 6, 9(R), 13, 18 
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APPENDIX B 

The IMI pre and post action average score of interest and enjoyment. 
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APPENDIX C 

 The IMI pre and post action average score of perceived competence 
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APPENDIX D 

 

 The IMI pre and post action average score of perceived choice. 

Gibbs 
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