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of intrinsic motivation (iptrinsic_mo-
lish things., ar{d to experience _stmn:i-
lation), three types of extrinsic motiyatipn {external, mtsg()]gfcl& -
and identified Tegulation), and amotivation. The p‘ll'r%()the i
investigation was 10 cross-culturally validate in Englis .

The EME was translated in English through appropriate method-

i ity students. Results
ical procedures and complcted by university s 5
?é?fi]:lidpthat the English version of the scale renamed the Aca

. - . )

i vation Scale (AMS), has satisfactory levels of interna
ggﬁﬁiﬁ:&;f (mean alpha(value = .81y and te_mporal stal_th):j 3—‘{&3
oﬁe-month period (mean test-retest cor'relatlon = .79). 1}1 ame:d th{’:
results of a confirmatory factor analys1§ (LISREL)dcondi;f ned the
seven-factor structure of the AMQ Finally, gen ;:lrth forences
obtained with the EME werc bg.:.;calg,é Eliglll:a;t;:p\;;‘; forethe fa(;to-

sent lindings provide a ate 1 :
i?zjlnlftal;icdilg‘e and reliab%litl; of the AMS and support 1ls us¢ in

educational Tesearch on motivation,

scales asscssing three types
tivation to know, to accomp

ONE of the most important psychologiczlt]l concep;s ;nse:iglgjséoa ;‘i
vati ¢h has s
i at of motivation. Indeed, much resear 15 8 h
e on 15 utcomes such as curiosity, persis-

tvation i arious 0
motivation is related to v. ‘ : i
tence. learning, and performance (for a review of the l!terf\turc :
: f the importance of these consc-

.ci and Ryan, 1985). In light of th . \
2:;;:3‘% forycducation, one can casily understand the interest of

researchers for motivation in cducational settings. L i onder £
Several conceptual perspectives have been proposed 1l

better understand academic motivation (see The Educational Psy-

chologist, 1991, Issue 4, for a complete number devoted to academic

motivation). One useful perspective posits that beha\.fio: 33(111) :;
ot insi ivated, or amotivaie
intrinsically motivated, extringically r:aotwa .

l'lnnt:llrg;an y1985, 1991). This theoretical approach has gcner?tcilh:
::onsiderat,)lc amount of research and appears rather pcr‘tmsnil 01;1 the
feld of cducation (sec Deci and Ryan,‘i985; ‘Dectl),l allerand,
Pelletier, and Ryan, 1991). This approach is detailed below.

Intrinsic Motivation

In general, intrinsic motivation (IM) rcl‘ers‘to thf: fact of d(gnfgoarﬁ
activity for itself, and the pleasure and satlsfacgtl)ln denwl: iy
> N c
icipati . 1975: Deci and Ryan, 1985). examp ‘
e studon Cats ; be e he or she finds it interesting
is the student that goes to class because N | ntercene
isfyi about certain subjects. Dect ana Ry
nd satisfying to learn more al \ _
aosit LhatyIM stems from the mnatée psychgloglcal nceds.oi1 .cc?‘rjn[:is
?ence and self-determination. Thus, activities that allow individu
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to ecxperience such feelings will be engaged in again freely out of
M.

While most researchers posit the presence of a global IM con-
struct, certain theorists (Deci, 1975) have proposed that IM might be
differentiated into more specific motives. Unfortunately, thesc au-
thors have not indicated which types of IM follow from the more
general IM construct. More recently, a tripartite taxonomy of
intrinsic motivation has been postulated {Vallerand, Blais, Brigre,
and Pelletier, 1989). This taxonomy is based on the TM literaturc
which reveals the presence of three types of IM that have bcen
researched on an independent basis. These three types of IM can be
identified as IM to know, to accomplish things, and to experience
stimulation. These types of IM are described more fully below.

Intrinsic motivation to know (IM-to know). This type of IM has a
vast tradition in educational research. It relates to several constructs
such as exploration, curiosity, learning goals, intrinsic intellectual-
ity, and finally the IM to learn {e.g., Gottfried, 1985; Harter, 1981).
To the above perspectives which are more specific to the realm
of education, may be added others that are more global such as
that of the epistemic need to know and understand, and that of
the search for meaning (see Vallerand et al., 1989). Thus, IM-to
know can be defined as the fact of performing an activity for the
pleasure and the satisfaction that one expcriences while learning,
exploning, ar trying to understand something new. For instance,
students are intrinsically motivated to know when they read a book
for the sheer pleasure that they experience while learning something
new.

Intrinsic motivation toward accomplishments (IM-1o accomplish
things). This second type of IM has been studied in developmental
psychology as.well as in educational research under concepts such
as mastery motivation (Harter, 1981). In addition, other authors
have postulated that individuals interact with the environment in
order to feel competent, and to create unique accomplishments
(Deci, 1975; Deci and Ryan, 1985, 1991). Finally, to the extcnt that
individuals focus on the process of achieving rather than on the
outcome, achievement motivation can be seen as being subsumed
under the umbretla of IM-to accomplish things. Thus, IM-to accom-
plish things can be defined as the fact of engaging in an activity for
the pleasure and satisfaction expericnced when one attempts to
accomplish or create something. Students who extend their work
beyond the requirements of a term paper in order to experience
pleasure and satisfaction while attempting to surpass themselves
display IM toward accomplishments.
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Intrinsic motivation {0 experience stimulation (IM-to experience
stimulation). Finally, IM-to experience stimulation is operative when
someone engages in an activity in order to experience stimulating
sensations (e.g., SENsoOry pleasure, aesthetic experiences, as well as fun
and excitement) derived from one’s engagement in the activity. Re-
scarch on the dynamic and holistic sensation of flow, on feelings of

excitement in IM, on aesthetic stimuiating experiences, and peak
e.L.» Csikszentmi-

experiences 18 represcntative of this form of IM (
1975). Students who go to class in order to experience the
excitement of a stimulating class discussion, or who read a book for the
intense feclings of cognitive pleasure derived from passionate and

exciting passages represent examples of individuals who are intrinsi-

cally motivated (o experience stimulation in education.

halyi,

Extrinsic Motivation

M, extrinsic motivation (EM) pertains to a wide

Contrary to 1
variety of behaviors which are engaged in as a means to an end and

not for their own sake (Deci, 1975). Recently, Deci, Ryan and their
colleagues (Deci and Ryan, 1985, 1991) have proposcd that three
types of EM can be ordered along a self-determination continuum.
From lower {0 higher levels of self-determination, they are: external
regulation, introjection, and identification®.

Foternal regulation corresponds to EM as it genexalty appears in
the litcrature. That is, behavior is regulated through external means
such as rewards and constraints. For instance, a student might say:
«] study the night before cxams because my parents force me to.”
With introjected regulation, the individual begins to internalize the
reasons for his of her actions. However, this form of internalization,
while internal to the person, is not truly self-determined since it is
limited to the internalization of past external contingencies. Thus,
the individual might say- «¢] study the night before exams because
that’s what good students arc supposed to do.”” To the extent that

- —

Deci and Ryan (1985) also include integrated regulation as one type of exlrinsic
motivation. However, integrated regulation was not initially included in the Echelle
de Motivation en Education {EME) and therefore is not assessed in the Academic
Maotivation Scale (AMS}). Two major Teasons supported this jnitia) decision. First,
pilot data revealed that integrated regulation did not come out as a perceived reason
for participating in educational activities. Second, factos analyses on experimental
forms of the EME revealed that integrated regulation did not distinguish itsell from
identified Tegulation. The above findings may have been due to a host of potential
factors including the fact that young adults may he too young to have achieved a
sense of integration with respect to school activities. Future research would appear

necessary on this issue.

[,
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the i >

ual"t;ilzia;/;ox; (t:)iiﬁon:gs \fa%ued an('! judged important for the individ-

intgmaﬁzagon b %f atitis perceiycd as chosen by oneself, then the

oo Ttl)le .e)ijt'nr‘lsm m(?tlves becomes regulated through

dentificar 1. in 1v1c%uz.zl might say, for instance: “I've chose
y tonight because it is something important for me,” o

Amotivation

In addition to intrinsic and extrinsic motivati
: 8 tion, Deci :
S}ELSSSt)mt;?‘ﬁ irrf[:lcnfznttl;,/ posited t.hat a third type of moatlirwl.f(:a\tli{c?g:;
constr bﬂh; Viorpolt; }?‘m to COHS}der in order to fully understand
human behavie \;Vhe Iist tlrlsoncept is tcrmet_i amotivation. Individuals
are amotivated Wien e(y d_o not perceive contingencies between
e otivas vzrin actions. The_y are neither intrinsically nor
e o f . When amotivated individuals experience
They berecive th .pebence_ and expectancies of uncontrollability
They perecive cilr ehav'mrs as causcd by forces out of their OWI;
cor wgl:ld h E): eg tunde}:l(:en.fcd, and start asking themselves why in
the world i y go tosc 0ol. Eventually they may stop participati
activities. P
Al 3 : i i
A égﬁsugf:rs;gilgs alslsessi]ng maotivation toward education do exist
Hmerne (1681) { allows to assess all constructs discussed abovéy
agaihst O thmrmslc Vs Extrmsic Orientation Scale pits Il\/i
against M on v (e)fsxnc contintbum and thus prevents an indepen-
dont asscssment tese two constructs. In addition, it does not
(1985) Children Aczlclie;ﬁit?ifnggd Ma(?t(iiv i o eentory asteson
' Children 5 ation Tnv o
ffg, ;gtr;gilic;l u‘lt‘crest\ toward learning in vari01lse:5%gciss;:§s
readin ;mt mer:;:llenclt;s) as well as toward school in gencral. Th-us':,
it dovs not :Vhilie }{ e dlfferent‘ types of IM, EM, or amotivationi
e scalc, h 3 yan and Lonn.ell {1989} have recently devel-
O etnal wogulation (2;5 assess IM, {dentiﬁcation, introjection, and
external regulatior . t Z psychm.n.etr!c properties of this scale have
oo typgqpof H(i;l e - In a‘dchgmn, this scale does not include the
all of the ablove SC;L:IT:;;W;:]OCIE };itnallly, e s
al of > a clementary and beginni
toi ardl;;;(glt.sst;ii?éj No eﬁgstmg s&_:ale seems o assess motgivaltlilgﬁ
towar ry studies within the present theoretical frame-
In li i
mmiv;gtgihotnovi iiﬁeﬁxmportancc of conducting research on academic
motivation with 1;1 nflst‘rument based on a valid theoretical concep-
tualizatic a, < € act that no scale to date secms to assess IM
. motivation toward post-secondary studies, Valicrand c‘;
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al. (1989) developed and validated in French the Echelle de Moti-
vation en Education (EME). This scale is made up of seven
subscales of four items each assessing the three types of IM (IM to
know, to accomplish things, and to experience stimulation), three
types of EM (external, introjected, and identified regulation), and
amotivation. In the EME, motivation is operationalized as the
underlying “why’” of behavior (Deci and Ryan, 1985} and focus on
the perceived reasons for engaging in the activity. Thus, the scale
asks the question ““Why do you go to college?’” and iterns represent
possible answers 1o that question, thus refiecting the different types
of motivation. Here arc some sample items from the scale: Amoti-
vation subscale, ““Honestly 1 don’t know; [ really feel that Pm
wasting my time in college”’; External Regulation, ““In order to get
a more prestigious job later on’’; Introjected Regulation, ““To prove
to myseclf that I can do better than just a high-school degree’’;
Identified Regulation, “Because eventually it will allow me to enter
the job market in a field that I like”; IM-to know, “Because 1
experience pleasure and satisfaction while learning new things”’;
IM-Accomplishment, “‘For the pleasure [ experience while surpass-
ing myself in my studies™; IM-Stimuiation, ““For the high feeling
that I experience while reading on various interesting subjects.”
Preliminary (Daoust, Vallerand, and Blais, 1988; Vallerand and
Bissonnette, in press) and validation studies (Vallerand et al., 1989),
which involved more than 3,000 students, revealed that the EME
has satisfactory internal consistency levels {a mecan alpha score of
.80}, as well as high indices of temporal stability (a mean test-retest
correlation of .75) over a one-month period. Results of a confirma-
tory factor analysis (with LISREL) also confirmed the seven-factor
structure of the EME. Finally, the construct validity of the scale was
supported by a series of correlational analyses among the seven
subscales, as well as between these scales and other psychological
consfructs relevant to education, such as interest toward school,
time spent in academic activities, being distracted in class, academic
satisfaction, positive emotions in the classroom, and nihilism toward
education. These findings replicated the results reported earlier on
the role of the different IM, EM, and amotivation in various
educational outcomes. In addition, earlier versions as well as the
current version of the EME were able to predict dropout behavior in
high school and junior college (sece Vallerand et al., 1989). The
French version of the EME therefore appears to represent a reliable
and valid measure of IM, EM, and amotivation in education.
Because the EME was initially validated in French, it was thus
not available to researchers conducting research with English-

. involves mug
1986; Vallerand, 1989). In additio;htc;n
must conduct research in

scale shares the same psy

ore than translation (Brislin

. 2
appropgate translation, one
W that this new version of the

a population of English-spcaking students

Method
Translation of the EME in English

anguage by anoth I , o
“ iei er bilin
a};: r:;ser_ot; t?e original scale. To the extent thgautatl hl:dn«::c%u
ment I‘:f“:hecy cr!etraHSIated’ this method provides ar? :lg::: I
araile] adequacy of the translated versio al assess-
parallel back-transiation P n of the scale. The

independent back translation

al without
al scale is

——



HOTY EDUCATIONAL AND PSYCHOLOGICAL MEASUREMENT

to the single back-translation method because it prevents the occur-
rence of certain biases that could result from the two specific
bilingual individuals used in the back translation. In this study, four
bilingual individuals (two social psychologists and two graduate
students in social psychology) well cognizant of Deci and Ryan’s
(1985) motivation theory conducted the parallel back-translation
procedure. This led to two preliminary English versions of the AMS
that were evaluated in the next phase.

In the second phase, the items produced by the two back-
translations were thoroughly assessed by a committee. The commit-
tee was formed of the individuals who participated in the back
translation procedures and the authors of the original version of the
scale (the EME). The committee selected the items that had been
retranslated appropriately, that is which had retained the original
meaning, and that had been conveyed in acceptable English. Once
the 28 English items were selected the committee prepared the scale
format and instructions so that they be identical to the ones used
with the original French-Canadian version. Thus, the experimental
version of the English AMS lists 28 items that may represent reasons
why students go to college. These reasons are scored on a 7-point
scale anchored by the end point ““Not at all’” (1) to “Exactly” (7)
with a midpoint at 4 (“Moderately’’).

Third and final, a pretest was conducted with 10 junior-college
students in order to determine whether the AMS was clear and
formulated in a language to which post-secondary studies students
can relate (Vallerand, 1989). Students were asked to read the AMS
and to verbalize any questions they may have with the items or
instructions. This led to some minor modifications with the instruc-

tions.

Procedures

The AMS was completed by 745 university students from the
province of Ontario. This sample was composed of 484 females and
261 males with a mean age of 21.0 years. In order to assess the
temporal stability of the AMS, a second sample of 57 university
students (27 males and 30 females) with a mean age of 19.3 years
also completed the AMS twice over a one-month period. Students
were informed that we were interested in better understanding the
reasons why they go to the university. To this end, we asked
students to complete the AMS. Students were told that they did not
have to complete the questionnaire but that their collaboration
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would be very much ap i Subj
preciated. Subjects u i
class at the beginning of the period. : Fompleied the AMS in

Statistical Analyses

N "lt“he various statistig:al analyses conducted dealt with the confir-
(Ca orl))/ factor analysis (with LISREL), the internal consisten
ronbach alphas), test-retest correlations of the seven subwalec-iy

and the analysis of varianc
ce on the means of th : i
to test for sex differences, © subscales in order

Results and Discussion

Confirmatory Factor Analysis

The data were subjected to a confirmatory factor analysis wi
T 0 alysis wit
;{ItSBI;:EtI; v\illligl:)iﬁsek&ge ét;le(:iS(irborg,IIQSél). This analysis );ests thfel
‘ cal model, in this case the seven-
g}lg(ie(: ch:'respondmg to the seven subscales, adequaI:Zl;Ll";epnr;:grtlct)st
‘ a‘rlance matrix of the data. The fitting function estimated b
e procedurc' was assessed through sevcral indices namel .
?hl-s(;lua‘rfz Statf:ﬁllC, the Goodness of Fit Index (GI'1), tI’1e Adjus);aclal
poodness of Fit Index (AGFI), and the Normed Fit Index (NFI)
being the most widely used. These indices vary from 0 to 1 h
indicates a perfect fit for the model, Hhere
In the initial model, seven factors were postulated These fact
(‘:orrespond?d to the seven subscales and were made- up of ﬂlchc?lrli
?}?Jrzzﬁg?g;;t% ,l;erf];i‘[ No cr?ssrloadings were postulated. Although
: or analysis of the initj
)(;;lded fit values of .89 for thg NFI, .87 f(::ll:l lttfiiIAHClielg ;U;iléleél; I‘I:)]: glecl
122:;, 21;‘hed fm_v;jdel did not reach statistical nonsign’i_ﬁcance (¥ =
27, df = 32?, P < .001). Correlations betwcen pairs of me
‘surcd—v.arlable residuals were added to the model on the basis of "
mspection of the modification indices, This resulted in 26 corsrol thg
residuals added to the model. With these additions the fit indic‘; altfe
the final measurement mode] showed that the model fits th (gi Ofr
reasonal?ly well, NFI = .93, AGF] = 91, GF1 = .94, alth f:h the
mode! did not reach statistical nonsignificance (Xi = 748 gzgd th—e
(3193, D = ‘.001). This improvement in' fit was highl ‘;i‘ }i :f—
ifference in »* = 479.63, df = 26, P < 001, v vienticant
i It!;} order to a\ssess “fhether Fhe inclusion of these theta delta values
n the model (.,ould bias the intcrpretation of the model, the initial
parameter estimates from the initia) model wcere corre’:lateduz:filti
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those from the final model. Results from the correlations involving
the lambda x parameters yiclded a .99 correlation value, while those
including the lambda x and phi parameters indicated a .98 correla-
tion value, These results underscore the fact that including the
additional parameters in the model did not bias interpretation of the
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model.
In sum, results from the conflirmatory factor analysis replicated

the findings obtained with the original French-Canadian version (the
EME]}, and confirmed the seven-factor structure of the AMS.
Loadings from the final model, which were all significant, are

presented in Table 1.
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Reliability E

The internal consistency of the subscales was assessed with the :
use of the Cronbach alpha. Values appear in the first column of
Table 2. It can be seen that values varied from .83 to .86, except for
the Identification subscale which had an alpha value of .62. These
findings are remarkably similar to those obtained with the original
version of the scale (EME) where values varied from .76 to .86,
except for the Ideatification subscale which had a value of .62.
Overall, considering the fact that these subscales are made up of 4
items, they appear to display adequate levels of internal consistency
equivalent to that obtained with the original scale.

In order to assess the temporal stability of the AMS, a second
sample of 57 university students completed the AMS twice over a
one-month period. Results from the test-retest correlations appear
in the last column of Table 2. It can be seen that correlations are
fairly high ranging from .71 to .83, with a mean tesi-retest correla-
tions of .79. These results are once again very similar to those
obtained with the French-Canadian version (the EME), and support
the temporal stability of the English version of the scale. In addition,
the alpha values for the pretest and posttest appear in Table 2. It can
be seen that these values are quite acceptable varying from .72 to .91
at the pretest, and from .78 to .90 at the posttest. The alpha values
for the identification subscale were of .72 and .78 at the pretest and
posttest, respectively thereby further supporting the reliabitity of
that subscale. In sum, overall these results provide support for the

internal consistency and the temporal stability of the AMS.
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Analyses of Variance on the Subscale Means

HD]IE]I‘III:_[]S

Means of the seven subscales as a function of sex appear in Table
3. A sex X scale repeated measure analysis of variunce, with




1014 EDUCATIONAL AND PSYCHOLOGICAL MEASUREMENT

TABLFE 2 ) _
Intermal Consistency Values (Cronbach alpha) and Test-Retest Correlations of the
AMS 7 Subseales: Samples 1 and 2

Alpha Alpha Test-Retest
Alpha Pretest Posttest Correlations
Sample 1 Sample 2 Sample 2 Sample 2
(n = 745) {n =57) (n =57 (n =37
Amotivation .83 91 .88 gi;
External Regulation 83 .85 .Sg &
Introjected Regulation B4 76 B 7
Identified Regulation .62 72 .18 .79
IM-to Know 84 .85 90 .33
IM-Accomplishment 85 .90 87 '80
IM-Stimulation 86 .88 84 .

repeated measures on the scale factor, tevealed the presence of
main effects for sex, F(1,743) = 21.10,p < .001, and scale, F(6, 738)
= 1035.18, p < .001. The latter main effect revea]t.:d Fhat all
subscales differed from each other except folr thcllntm;ectlon and
IM to Accomplish subscales, and the identlﬁc.atlon and extema}:
regulation subscales, respectively. The most {mportant.forms o

motivation for the students in this sample were, 1n d.ecrez‘lsmfg order:
identification, external regulation, M to knf)w, u}trOJectmn, IM
toward accomplishments, IM to experience st%mulatlon, a.nd amoti-
vation. However, these main effects must be interpreted in light of
the significant sex X scale interaction, F(6, 738) = 3.87,p < 001,
Resuits from the simple main effects revealed that female students
scored higher than males on the 3 IM subscales (kno.wlgd.ge,
accomplishment, and stimulation), as well as on the Identlﬁcatmg
and Introjection subscales. However, no sex differences were foun

on the other subscales (alf Fs > 4.03, ps > 03).

TABLE 3 1
Means {and Standard Deviations) for Males and Females on the AMS: Sample
Males Females
Subscales (n = 261) (n = 484)
ivali 6.74 (3.96) 6.51 {4.14)
Amaotivalion
Extgrnal Regulation 21.78 (48;9) ?[23 g g'{;
Introjected Regulation® ;?%53 51]) 22.19 (3:98}
Identified Regulation” 40 (4.22 20-46 G
Intrinsic Motivation—Knowledge* 15.89 (4. %) e (5.19)
Intrinsic Motivation—Accomplishment* 15.93 (5.03) 13‘83 (5..7 2
Intrinsic Motivation—Stimulation* 12.21 {5.33) - .

+ Females scored significantly highes {p < .01} than males.
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(reneral Discussion

The purpose of the present study was to cross-culturally validate
the English version of the EME. Results revealed that the AMS has
adequate levels of reliability and factorial validity, very much in line
with those of the original French-Canadian version. With respect to
the reliability of the scale, results from this study revealed that the
internal consistency of all subscales was adequate, typically ranging
in the .80s, with the exception of the Identification subscale which
yielded values of .62 in the large sample, and .72 and .78 with the
second sample used to assess the temporal stability of the scale.
Finally, it should be reiterated that all AMS subscales displayed
acceptable levels of temporal stability with a mean test-retest
correlation value of .79 over a one-month period. These last results
support the contention that the AMS measures students® rather
stable motivational orientations toward education.

With respect to the validity of the AMS, the present results are
also very encouraging on at least three accounts. First, resuits from
the confirmatory factor analysis confirmed the seven-factor struc-
ture of the AMS and thus provided some support for the factorial
validity of the scale. Second, results from the confirmatory factor
analysis and the pattern of means of the IM subscales yielded
preliminary support for the discriminant validity of the three IM
subscales. Finally, gender differences on the various subscale means
generally reproduced findings from the original study (Vallerand et
al., 1989). The only difference betwecn these two studies is that in
the Vallerand et al. study (1989) females were also less amotivated
than males and there was no sex differences on the IM Accomplish-
ment subscale (although the means were in the predicted direction).
These differences hetween the resulis from the Vallerand et al. and
this study could be due to several factors including distinctions
between the French and English-Canadian cultures, the motivation
of university students (this study) and junior-college students (the
Vallerand et al., 1989 study)}, as well as specificities (e.g., age,
socio-economic background) of the samples used in the present
and Vallerand et al. (1989) studies. Future research is needed in

order to more fully understand these sex differences. However, one
thing seems rather clear: In line with past research in education
(e.g., Daoust et al., 1988; Vallerand and Bissonnette, in press;
Vallerand et al., 1989) it appears that female students display a more
self-determined motivational profile than male students.

Overall, the findings from the series of studies replicated the
results obtained with the French-Canadian version (EME). It now
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appears that preliminary support exists for the reliability and some
elements of validity of the AMS. Although these findings are indeed
very encouraging, they must nevertheless be perceived as being
only preliminary in nature. A complete assessment of the psycho-
metric properties of the scale will necessitate additional research. In
that perspective, recent research of ours {Vallerand, Pelleticr, Blais,
Brigre, Senécal, and Vallieres, in press) has shown that the AMS
has elements of concurrent and construct validity. Specifically, it
was found that the scale was correlated as hypothesized with other
motivational scales such as that of Gottfricd (1985). In addition, the
AMS correlated as predicted from cognitive evaluation theory
(Deci and Ryan, 1985) with motivational antecedents and conse-
gquences. Futurc rescarch in that direction would therefore appear
fruitful.

In addition, it seems appropriate to reiterate that the operational
definition of the AMS directly reflects the conceptual definition of
intrinsic/extrinsic motivation which refers to one’s perceived rea-
sons for engaging in a given activity (the ““why’” of behavior), be
they for the activity itself or for reasons lying outside the activity.
Such an equivalence between the conceptual and operational defi-
nitivn of maotivation should lead to more meaningful research.
Furthermore, it should also be noted that contrary to other unidi-
mensional instruments {e.g., Gottfried, 1985), the AMS assesses
several types of motivation in a multidimensional fashion. These
types of motivation go beyond the usual IM/EM distinction and
allow a finer analysis of the motivational forces in education,
thereby opening the door to innovative research.

In sum, even though the AMS represents a recent scale whose
evaluation should be pursued in luture research, results from the
present study provide support for the adequacy of its psychomo-
metric properties. Not only does the AMS represent an adequate
cross-cultural adaptation of the original French-Canadian version
(the EME), but it represents a reliable and valid scale in its own
right. The psychometric properties of the AMS, as well as the

flexibility allowed through its multidimensional structure, should

make it a useful tool in motivation research in educational settings.
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