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ABSTRACT

This study investigated intrgpersond sdf-reported, percelved teaching competence.
Each of ten adult educators' teaching competence was andysed in a qualitative/quantitative
sudy within ten interactive teaching sessons. Sdlf-reported influences of performance variables
pertaining to perceived arousd discrepancy, effort, performance state salf-esteem, and
telic/paratelic metamotivationa states were related to salf-perceptions of teaching competence.

Seven of ten adult educators demonstrated a relationship between their current state and
perceived teaching competence. A higher perceived teaching competence was experienced
when rating themselves nearer to their ided teaching State. From areversa theory perspective,
the investigator determined telic/paratdlic Stuationd state balance by primarily utilisng the Telic
State Measure (Svebak & Murgatroyd, 1985), and conducting the Metamotivationa State
Interview Coding Schedule (O’ Connell, Potocky, Cook, & Gerkovich, 1991) to code
psychologicd lahility (i.e., how easily and readily one shifts between sates) and subjective

experiences of the educator’ s percelved competent and “less’ competent teaching sessions.
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CHAPTER |
Introduction

Adult educators perceived teaching competence can be impacted by severd influencing
factors. When an adult educator perceives they have performed well, what are the
psychologicd factors contributing to their perceaived higher teaching competence? If they have
low sdf-perceptions of ther teaching ability at any given time, in that ingtance, what might these
psychologicd factors be? The current study investigates the self- percelved teaching competence
of ten adult educators through an intrgpersond andysis, which is based on a grounded theory
approach (Glaser, 1998) via the continuous gpplication of observation, conversation, and
interview.

Perceptions of performance have been categorised into a variety of forms such as
perceived competence, ability, achievement, god orientation, control, and motivation. For
example, ability attributions play an important role in understanding the ongoing stream of
achievement behaviour. Various terms have been used to describe the construct, but it can be
argued that thereisagreat ded of amilarity in the function of this congtruct in the numerous
theories, despite the variety of terminology, whether it is termed sdlf-efficacy (Bandura, 19773,
1986), perceived competence (Harter, 1978, 19814), sense of competence (Maeghr &
Braskamp, 1986), or perceived capacity to meet environmentd demands (Cakszentmihdyi &
Nakamura, 1989). The sdlf-concept of ability initsvariousformsis condgdered to be an
important mediator of the ongoing stream of performance, competence and achievement striving.
In performance, the individua is expected to assess their own competency to achieve the task,
or have confidence in their capacity to meet the environmenta demands; and this assessment of

sdf affects one's maadaptive or adaptive achievement driving patterns (Roberts, 1992). The
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inventories in the current study were designed to be unobtrusive to the adult educator’ s teaching
experience to avoid interfering with their performance pattern.

The abovementioned achievement-reated bdliefs are made up of task vaues including
factors of interest and percelved importance. Ability perception factors are comprised of beliefs
about one' s competence, expectancies for success, and general perceived performances.
Achievement-related beliefs and ability perceptions assist researchers to examine perceptions of
difficulty and the effort required to do well (Ecdes & Wigfield, 1995).

Such perceptions of achievement are related to a performer’ s motivation and sense of
control. Humans are unique in their mativationd levds, both interpersonally and intrapersondly
(i.e, within theindividud). Mativation hepsto explain one' s behaviourd intensty, persastence,
choices, and performance outcomes. Roberts (1992) suggested that motivationa theories must
address the direction of behaviour and explain why the behaviour was energised. Thus, when a
performer is preparing severa hours for an event, it is assumed they are motivated to perform
well; however, the variability of reasons for motivation is unique to each person (Apter, 2001).

It has been suggested that because performers differ in their perceived competence
(Harter, 19814), they might benefit by adapting a criteria to evauate that competence. This
could result in vauable research in the area of performance evauation (Horn & Haasbrook,
1987).

According to Horn et d. (1987), sdlf- perceived competence is the best predictor of
performance evauation. They suggested that on€' s subjective interpretation in a performance
Setting, including the processes, may be more important than the outcome itsdf in determining

auccess and fallure.
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Reversal Theory

The current investigation examines the perceived teaching competence of ten adult
educators primarily from areversa theory (Apter, 1982, 2001) perspective. The way
individuds Structure their experience, termed structurd phenomenology, is the way reversa
theorists examine human behaviour. Reversd theory isagenerd theory that explores certain
tenets about human experience and formulates the theoreticd basis of the current investigation.

Generd characterigtics of the theory are:

1. Thetheory isabout the structure of experience. Whatever the topic, it starts from

subjective meaning and works outward into behaviour, physiology, performance, and

relationships.

2. The theory emphasises the way in which moativation is fundamentd to and pervasve

in experience. That is, motivation entersinto and provides a continuing interna context

for al of our perceptions, thoughts, and actions.

3. Persondity is seen by the theory as understandable in terms of intra- individud
change rather than inter-individud differences.

4. The theory recognises the necessary self-contradictions of human nature. People

want different, even oppodite, things at different times, even in the same Stuation (Apter,

2001, p. 5).

Apter (1991), the founder of reversa theory described the theory as an approach that
Views conscious experience as the pivotd starting point by which to understand behaviour.

Reversd theory is phenomenologica, meaning it is concerned with subjective interpretation
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rather than behavioura processes. Reversd theory is essentidly concerned with metamotives,
or how a person tends to view their “in the moment” experience (Apter, 1982).

The theory, however, expands and explains many phenomenanat specificaly
consdered by other motivationa theories and models. For example, reversal theory introduces
the idea of motivationd style, a seemingly important and rdatively new concept linking gods and
aspirationsto everyday conscious experience (Apter International 1999a; Apter, Mdlows, &
Williams, 1998). Reversd theory is an intriguing chalenge to the more traditiond ways of
observing and andysing people s motives and behaviours.

This chalenge has been taken serioudy in the current investigation. For example,
reversd theory begins with adisarmingly smple digtinction: Sometimes a person acts to achieve
gods (telic), and sometimes the same person acts because he/she enjoys the activity of the
moment (paratdic). Inthetelic Sate, people are serious-minded, god-oriented and plan ahead.
In the paratelic state, people are playful, spontaneous and in the moment (Kerr & Vliaswinkd,
1993). The contrast of telic (serious/planned) and paratelic (playful/spontaneous) modes of
human experience, as explored by reversa theory, opens the pathway to a broad scope of
theory, research, and gpplication in psychologica science.

Reversd theory is currently being subjected to wider research, and essentidly it needsto
be gpplied as widdy as possible not only among psychologists and specificaly reversd theorists,
but dso by those individuas who want to enlarge their grasp of human life. To date, only one
study has applied reversd theory to teaching, referring specificdly to the “metamctivationd
andyss’ of teeching. In her magter’ sthess, Shelley (1999) metamotivationdly andysed
(exploring the metamotivationd states for particular individuals in specific Stuationgactivities)

stress amongst teachers by investigating different kinds of disruptive behaviour in various
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classroom scenarios. Neverthdess, there is a dearth of research within the intrapersona (within
subject) design, specificaly, the anadlysis of telic and paratelic states in relation to teaching
competence.

Each adult educator in the current investigation was observed, via self-report and coding
of interviews, on an individua basis. The current investigation of perceived teaching competence
islooking at intrapersona change. Reversd theory, a sysematic theory of individua change,
was utilised to provide atheoreticd bass for determining the uniqueness of perceived
performances (i.e., self-raing and sdf-evauation of performance competence) aswell as
possble shiftsin sdf-perceived competence.

Within reversd theory, individuds are viewed as “ consstently inconsstent” because a
person can shift, reversing back and forth between two bipolar sates instantaneoudy, depending
on how they view their perception of their experience (Apter, 1982). To clarify, a“gae’ in
psychology, according to Murgatroyd (1985) is used to describe something about a person a a
given moment intime. Metamotivationa tates are higher-order states that do not determine any
gpecific motive, according to Lachenicht (1988). He stated that it is rather the class of events
which one finds pleasurable or painful and which aspects of one' s experience that are either
prominent or vague a that particular moment.

Apter (1982) stated that according to reversa theory, some important aspects of the
way inwhich anindividud interprets hisher world, and what he/sheisdoing in it, fluctuate in
various ways which may involve radicdly different interpretations being made by the person at
vaioustimes. These shifts, or reversals, of metamotivationd states are caused by inducing
agents (or change agents) that consst of frustration, satiation (or being in one Sate for a

aufficient length of time), or a contingent event.



18

Reversad theory, however, recognises that people have a preference or a tendency to
gpend more time in one state than another. Metamotivationa state dominance refers to what
gate an individua tendsto be in the most (Apter, 1982). Dominance of a sate is akey concept
inreversa theory, and it distinguishes the theory from trait theories in the persondity psychology
literature. Dominance, according to Apter, isa concept of consstently inconsstent behaviour
(e.g., abipolar construct), as opposed to atrait which Chaplin (1985, p. 475) defined as “a
relaively persstent and consistent behaviour pattern manifested in awide range of
circumstances’ (e.g., aunipolar congtruct). Significant differences have been found between
successful and unsuccessful performers on a dominance or ided State-of-being measure, and it is
in this sense that researchersin reversad theory gain credibility and can go beyond conventiond
state-trait theory gpproaches in explaining individuad motivationad and emotiona processes
(Fontana, 1983).

Performers, unknowingly, can be affected by the metamotivationd state in which they
spend most of their time (Apter, 2001). Apter referred to state balance as the actua amount of
time that an individua spends with one of apair of sates, and Stuationa state baance as*“the
actua amount of time that the individua spendsin one ate rather than its opposite in some
defined type of Stuation over iterations of that Stuation” (p. 49). To asss an individud’ s sdif-
awareness (i.e., sef-understanding), Apter (1994) devised a criteria that asserts how being
aware of and understanding multiple bistable salves (i.e., metamativationd states of two distinct
ranges of an arousd leve), each having pogitive and negative aspects, might help individuas to
explan human behaviour. The criterion conssts of 10 metamotivationd gates, of which 2 are

subcomponents of the mean-ends (telic- paratelic) domain: telic and arousal-avoiding, paratelic



and excitement-seeking, conformist, negaividic, autic mestery, autic sympathy, dloic mastery

and dloic sympathy (see Table 1).
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Tablel

Apter’s (1994) Multiple Selves

Multiple Selves Positive Negative

Telic Redlistic planner Bogged down in details
(Arousal-Avoidant) Cautious Withdraws from challenge

Paratelic Spontaneous Impulsive
(Excitement-Seeking)  Likesto explore Easily bored

Conformist Fitsin well Avoids taking a stand

Negativistic Autonomous Difficult

Autic-M astery Determined Manipuletive

Autic-Sympathy Cooperdtive Dependent

Alloic-M astery

Alloic-Sympathy

Devoted to causes

Unselfish

(Source: Wilson & Wilson, 1996; 1997)

Follows uncriticaly

Taken advantage of by
others

Examples of reversaswould include: from serious (telic) to playful (paratelic), from

following rules (conformity) to refusing to follow rules (negatividtic), from excitement-seeking to

arousal- avoiding, from magtery to sympathy, and findly, from sdlf-centred (autic) to other-

centred (dloic). Each reversad can take place in the opposite direction. Appropriate reversas

are believed to contribute to effective functioning while inhibited or ingppropriate reversds are

viewed as dysfunctiond. An example of gppropriate reversals in performance was investigated

by Wilson (1992) when he utilised a multiple regresson andysis to investigate academic

performance. The results revealed sgnificant F scores indicating thet telic and conformity

metamotive states were connected to higher grade point average (GPA). Wilson found that
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preferred versus non-preferred metamotive states were linked to higher and lower GPA scores
respectively.

A “hedthy” reversd is shifting appropriately with the situationd circumstances (e.g.,
being serious when a student has a persond crisis and playful when the students present a
humorous skit or role-play). An ingppropriate reversd is switching from afunctiona sateto a
dysfunctiond gate (e.g., shifting from spontaneous teaching to alesson plan while sudents are
learning through questions and answers). Also, inhibited reversds condst of locking into a state,

or getting stuck and not shifting (Apter, 1982).



The Current Investigation

The psychometric exploration of metamotivationd research focuses on particular
individuas and how they enter into specific dtuations, activities, or domains. Thisexploration
has been referred to as “ metamotivationa andyss’ (Apter, 1997a) and has only started to be
taken up in reversd theory research in recent years. The current study of reversd theory
incorporates self-perceived teaching competence of an adult educator through a method of
metamotivationa analyss and observation of variables based on a grounded theory approach to
performance psychology (i.e., the sudy of performance variables and issues from a
psychological perspective).

Apter (2001) emphasised that in future research, “a primary consideration isto isolate
which metamotivationd variables account for the relationships discovered” (p. 98). The
emphasis of this study has been essentidly to explore the rdationship(s) of performance and
metamotivationd variables to sef- perceived teaching competence. The performance variables
included in the current investigation are derived from reversd theory and (sport) performance
psychology literature. These congst of: salf-perceptions of arousa discrepancy and hedonic
tone (i.e.,, the degree of pleasure of an arousa experienced), effort, and metamotivationa shifts
within the means-ends domain (telic and paratdic sates) including tdic/paratdic Stuationd date
balance (in ateaching mode), and performance Sate self-esteem and its rdationship to
perceived performance. The researcher of the current investigation believes that performance
variables derived from the sport psychology literature can be gpplied to avast array of
performance scenarios taken from everyday life experiences, of which teaching is one of these
areas.

Metamotivational Sates
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In the abovementioned pairs of metamotivationd States (see Table 1), the researcher
andysed exclusvely the telic and paratelic states (bistable modes) because these two
metamotivationd datesin reversa theory specificdly refer to one's god-orientation (Apter,
1989) and the means-ends domain (Apter, 2001). In the performance literature, goa-
orientation has been connected to sdf-perceived competence (Ames & Ames, 1984a). These
perceptions of competence are self-referenced (sought out by self) and dependent upon
progress and/or improvement. Success or failure has been shown to be determined by one's
subjective assessment of performance (Nicholls, 1984a; Dweck & Elliott, 1983).

In this study, on€' s current dominance (key state) or the bias that an individud currently
possesses with respect to a pair of states (Apter, 2001) isanalysed. Ten adult educators
identified their metamotivationa state to be elther telic or paratelic. Apter (1989) stated that a
good way of determining whether someoneisin thetelic or paratelic mode would be to ask
them if they would give up what they are doing in exchange for having aready achieved the gods
of their current actions. In the telic mode, one would answer “yes’ and in the paratelic mode,
one would answer “no” (Apter, 1989).

Reversa theorists, Wilson and Phillips (1995) compared performers  predominant
metamotivationa combinations (of states) pre, during, and post performance. They found that in
gport performance, game outcome could be the contingency contributing to an athlete's
metamotivationd state, which is directly related to aspects of dominance.

Arousal Discrepancy

The current investigation anadyses an adult educator’ stelic and paratdlic sates (or the

bimoddity of the means-ends domain), it o investigates their arousa preference, arousability,

and more specificaly, their perceived arousa discrepancy (Apter, 2001). Theinvestigetion
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asks, what are the relationships of an ided telic/paratelic Stuationd state balance,
metamotivationd state, arousd leve, and hedonic tone (i.e., measurement of an experience as
pleasant or unpleasant) for an adult educator to obtain a higher perceived level of competence?

As previoudy mentioned, the current study investigates the relaionships of performance
and metamativationd variablesto sdlf-perceived competence. The contention of the current
investigation isthat there is a relationship between adult educators Stuationa state baancein a
teaching mode and their perceived teaching competence. Adult educatorsin their ided
telic/paratdic Stuationd state balance might percelve ahigher level of teaching competence than
otherwise.

“Successful performers appear to be more able than less successful performersto
achieve and maintain their desired levels of arousa and to experience them in a positive,
pleasant, and non-stressful way” (Kerr, 19973, p. 86). Kerr observed in his metamotivationd
research on performersthat “...those who performed successfully were consstently more able
than less successful performersto achieve and maintain their ided levels of felt arousa when
performing” (Kerr, p. 92).

Effort

While gtriving for a successful performance, adult educators dso have various kinds of
dress and effort with which to contend. In reversad theory, tenson-stress is concerned with the
experience of unpleasant emotions while effort-stress has to do with how much effort the
individua usesin attempting to cope with some threet or chdlenge (Apter, 1989). Tdlic and
paratelic sates can influence how tension-stress and effort- stress are percelved and

experienced.
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Differences between telic and paratdic dominant individuas are greeter when leves of
arousa arefairly low (Martin, Kuiper, Olinger, & Dobbin, 1987). Martin and his colleagues
found that paratelic subjects seem to be rdlatively unaffected by moderately stressful conditions
while tdic subjects are substantialy more affected.

Performers perceive performance anxiety in different ways.  Jones and Hardy (1997) in
their extensive review of performance psychology suggested that anxiety be measured
quditatively aswell as quantitatively. A quditative anadyss emphas ses the substance of results
before determining its meaning. A quantitative andys's determines meaning through probaility.
Jones et d. dated that it is not enough to know the intendty and frequency of anxiety symptoms
provided by quantitative analysis. They suggest that researchers aso need to know the direction
of these symptoms and the quditative values, such as the positive or negative effects. Some of
the symptoms of anxiety may be experienced as dehilitative (i.e., distressful) to performance
while other symptoms may be experienced as fadilitative (i.e., eustressful).

Hedonic Tone

Tenson (see Operationa Definitions) and effort affect one's hedonic tone, or perceived
pleasure and displeasure, and it is important to be awvare of any percelved stress. Reversa
theory has proposed that people are generdly motivated to increase hedonic tone, a measure of
experiences on a continuum of pleasant to unpleasant. Best performances should occur within
conditions associated with pleasant moods and during Stuationsin which a performer’ sided
levd of arousa is matched by their actud fdt leve of arousd (Mdes & Kerr, 1996). When
psychological characteristics of successful performers were examined by Kerr (1997a), the

pattern was one of stability and little change. The pattern for unsuccessful performers was
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accompanied by unpleasant psychologicd responses. In addition, hedonic tone was found to
have a direct relationship to a performer’ s arousal discrepancy and actud performance.
Performance State Self-Esteem

Included in the current investigation of salf-perceived competence are the following self-
esteem (i.e.,, sdf-competence and sdlf-worth) issues: self-confidence, self-efficacy, cognitive
distortions, values, core bdiefs, sef-disclosure, self-evduation (i.e., ajudgement of onesdf),
sdf-report, feedback, support, and social desirability. The relationship of performance Sate
sdf-esteem (see Operationa Definitions located near the end of this chapter) to perceived
competence is viewed by the researcher as having a possible influence on the process of sdlf-
perception and essentially one's exploratory process of the “self”.

In agtudy on sdf-esteem, Martin and Murberger (1994) stated that high self-esteem
ubjects sdif-perceived performance was better than the low salf-esteem subjects’ self-
perceived performance. The (performance) Sate sdlf-esteem scae refersto various
performance aress including, sdf-efficacy, sdlf-confidence, sdf-perceived comparison to others,
sdf-percaived ability, perceived intelligence, cognitive anxiety, somatic stress, and current
overd| impression of one's performance. Incluson of performance date sdf-esteem is believed
to have enhanced the current investigation and was deemed essentia to a broader scope of salf-
perceived competence.

i f-Per ceived Teaching Competence

On€ s percaived competence is formulated by various issues influencing performance

(Horn et d., 1987; Harter, 19814). Theseissues of performance include: arousa and activation,

cognitive processes, mativation, socia cognitions, cognitions (and metacognitions), ability
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perceptions, arousa, stress (tension-stress, effort-stress), strain, anxiety, emotion, mood,
hedonic tone, environmental stressors, ambiguity, and perceived readiness.

The current investigation has undertaken an intrgpersona gpproach into the
metamotivationd andyss of an adult educator’s sdf- perceived teaching competence. More
gpecificaly, the researcher has anadlysed tdic/paratelic Stuationd state balance (see Operational
Definitions). Thetopicd areas comprising the theory and included in this Sudy are: reversdls,
bigahility, lability, dominance, metamotivationa ates of the means-ends domain, arousal
discrepancy, hedonic tone, and individud differences.

In the following section, the performance psychology literature is reviewed extensvely
for the purpose of fully demongtrating how the experience of interactive teaching and teaching
competence can be regarded as areas within the “performing” arena. Specific topics
investigated are: cognitive processes, motivation, ability perceptions, arousd, stress, anxiety,
emotion, and mood. Each topic isreviewed in an attempt to understand intrapersona change
within the redm of interactive teaching. Sdf-esteem and issues of the sdif are dso included as
part of the review of literature. Areas reviewed include: self-confidence, sdf-efficacy, sdf-

evauation, sdf-report, and other related topics.
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Review of Literature
Reversal Theory
Metamotivational States

Reversd theory is essentidly concerned with metamotives. A metamotivationd dateis
defined by Apter (1982) as a person’sinterpretation of their “in the moment” experience. For
example, one might see onesdf as playful in one gate (i.e., paratelic), and serious in another
date (i.e., telic), depending on how they subjectively interpret their experience. Thetheory isa
phenomenologica theory; it is concerned with the subjective interpretation rather than the
person’s behaviourd processes. Sinceindividuds are viewed as consstently inconsstent, the
theory suggests “an individua’ s experience can change dramaticdly in a short time dueto
reversals in metamotivationd dates’ (ascited in Mdes et d., 1996, p. 33).

Reversals. Lability, Dominance, and Bistability

Reversad theory promotes a bistable rather than a unistable perception of one's
experience. This meansthat one can shift from one sate to another instantaneoudy depending
on their perception of their experience. Thisdso explainsthe ideain reversd theory of people
being viewed as being congastently inconsstent (Apter, 1989).

A hedthy reversd is shifting gppropriately to the Stuationd circumstances. For
example, feding the shift of arousd through a contingent event just before ateaching sesson
(i.e, class) might create the necessary physica, menta and emotiond state for a good
performance; whereas staying in a non-preferred state may not be productive and/or pleasant
(Apter, 1989). Reversds are not voluntary, dthough one can set up the circumstances to

increase the probability that areversa will occur.



Lability.

Within the context of reversd theory, hedthy individuds are believed to be moving fredy
between one metamoativationd state and its opposte (e.g., playful to serious). This movement is
termed |ability. Individuals who are reversng from one metamotivationa sate to another more
often are usudly consdered to be more labile. An ingppropriate reversd is switching from a
functiond daeto adysfunctiond gate. An example might be when an individud is so nervous
before teaching that they become sick (Apter, 1989). An example of an inappropriate reversd
in performance might be in the research conducted by Mdes, Kerr, and Gerkovich (1998) in
which subjects spontaneoudy changed strategiesin a canoe daom competition in response to
errors (e.g., causng panic or frustration) and/or externa events (contingent events) creating
further concerns with their performance.

Inhibited reversds (Apter, 1989) conss of locking into one state only (e.g., being
serious a dl times). Some dinica examplesare (1) if fear and anxiety lead oneto aserious
neuross, (2) avoiding adl dangerous Situations or products for fear of disease, (3) delinquent
behaviour as alifestyle, and (4) constant need for excitement with totdl disregard for
consequences. An example of an inhibited reversd in performance would be when the adult
educator gets “stuck” in the planning mode and then cannot be spontaneous or come up with a
contingency plan to save the performance in a changing Stuation.

One s metamotivationd state is based on one' s subjective experience. Thus, it is
impossible to predict what type of situation might induce atdic or aparatelic sate. We cannot
say teaching, for ingtance, will dicit aserious or playful sate of being. One may be serious or
playful depending on the person's own subjective view of the current moment.

Dominance.



The concept of dominanceis akey concept in reversal theory, and as previoudy
mentioned, it distinguishes the theory from traditiona trait theories in the persondity literature.
By dominance, Apter and Apter-Dessdles (1993) imply that the individud has a tendency to
spend more time in one Sate rather than its opposite.

Apter (1989) described metamotivational dominance with the example that if aperson
has a strong bias toward being in a certain mode, this does not mean that they will never bein
the opposite mode. As Kerr (1997b) reiterated: “It is not the case that people never spend time
in the opposite metamotivationd state’ (p. 15).

Apter continued by explaining that when a person isin the opposite mode, one will
presumably be as“fully” in this mode as someone who is perhgps normdly in thismode. Apter
described the shift as a complete swing from one way of being to another. “Reversd theory
received its name from this proclivity towards switching back and forth between the two
orientations’ (Cox, 1998, p. 122).

“Reversds have been thought to be involuntary” (Apter, 1982, p. 42). Potocky and
Murgatroyd (1993) presented an additiona aspect of reversals and explained “ .. . people may
place themsdlves in circumstances that will increase the possibility of reversas occurring” (p.
18). For example, after astressful day at the office, a person in the tdic state may intentionally
go to a pub where the atmosphere of music, other’ s laughter and alcohol are dl externd
contingencies that increase the likdihood of areversd to the paratdlic state.

Bistability.

Bigahility impliesindividuds will reverse from one metamoativationd seateto its opposte
under conditions of frustration, satiation, and/or contingency (i.e., a contingent event; Apter,

1982). Apter provided the following analogy of a bistable system, often referred to in reversal
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theory literature asalight switch. Either the“on” or “off” pogtion is stable, but any postionin
between these two isungable. In reversd theory, bistability is concerned with which of the two
metamotivationd dtates (e.g., telic or paratelic) is operative. Thisisthought to be governed by
the particular conditions pertaining at the time, such as aspects of the environment or biologicd
functioning.

Frustration, satiation, and contingent events are inducing/change agents (see Operationd
Definitions). Frudration in red-life settings was researched by Purcell (1999a, 1999b).
Examples of frudration through performers spoken monologues (in this case, golfers) displayed
examples of frudtration leading to areverd.

Apter (1989) provided a definition for being satiated as“...the idea that thereisan
interna dynamic which leads naturaly and inevitably to areversd, unless something else happens
(e.g., an environmenta event) to bring about the reversal sooner” (p. 51). Apter then provided
the example of a person’s deep cycle, in which oneis awake until becoming so tired that they
eventudly haveto fal adeep. Then after being adeep for awnhile, the person automaticaly
wakes up.

A contingent event causes a contingent reversal between states (Apter, 2001). Apter
(1989) defined a contingency as.

...based upon some environmental event or Stuation occurring. Such events consst of

al those things that happen, or aspects or contexts of things that happen, which

cognitively interpreted by the individua, bring either agod or an activity to the focus of

the phenomenal field (p. 48).
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A person’sdominance, or key state, is determined when they are likely to spend more
time in one metamotivationa sate than its opposte (e.g., more playful than serious or more
rebellious than conforming). A key state is the state that tends to occur frequently and is
focussed upon in an individud’ s experience (Apter, 2001). “A metamotivationd Saeissadto
be dominant, or ‘ state-dominant’, if the individud is predisposed to soend longer periodsin this
gate than in the other member of the pair which they together congtitute”’ (Jones et d., 1997, p.
129; i.e., telic vs. paratelic).

Apter (1989) darified:

Since the bias involved, therefore, cannot properly be thought of as atrait, thiskind of

persondlity characteristic has been given another name in reversd theory: it isknown as

mode dominance, or Smply dominance. Thus, one can speak of someone being ‘telic

dominant’ or ‘paratelic dominant’ to some degree or another (p. 55).

Martin (1985), Martin et a. (1987), and Martin, Kuiper, and Olinger (1988)
investigated people’ s metamotivationd preferences (i.e., dominance of an ided state) and one€'s
tendency to frequently reverse ates (i.e,, lability). Aswith bigability, individuas are believed to
reverse (or shift) metamotivationa states due to three triggers (inducing/change agents and
sometimes referred to as change agents), either being frustrated, satiated (i.e., an interna
dynamic which leads naturdly and inevitably to areversd -- like boredom) or to meet some new
contingency (i.e., some environmenta event or Stuation that brings either agoa or an activity to

one' sfocus) (seeFig. ).



INDUCING/CHANGE AGENTS

Contingency/Contingent Events

Satiation
Frustration
Metamotivational State €2 REVERSAL <> Metamotivationd
State
(i.e., TELIC) (i.e,, PARATELIC)

Figure 1. Inducing/change agents and telic/paratelic metamotivational reversals.

(Source: Kerr, 1994, 1997a).

Means-ends Domain: Goal Orientation

In reversa theory, there are four pairs of metamotivationd states. However, for the
purposes of the current investigation, the motivational domain of “means-ends’ (i.e., god
orientation pair of dates: telic or serious and paradic or playful) is specificdly sdient in the area
of performance because of the influence of god orientation in the performance psychology
literature (Ames et d., 1984a). Individuas are described as having dominance in either the telic
or paratelic date. Telic-dominant individuds have a god-directed orientation towards life, while
parateic individuds are fun-loving and have a here-and-now orientation. While anindividud has
the capability to be dominant in either telic or the paratdic orientation, each person hasthe
capability to switch back and forth between the two (Apter, 1982, 1989, 2001).

Telic versus paratelic: state balance.

State balance, according to Apter (2001) is how balanced someoneisin ageneral sense
in terms of spending time in one metamotivationd date versus another. There are specific kinds
of gate bdance: (1) Stuational state balanceis”...the actud amount of time that the individud

gpends in one date rather than its opposite in some defined type of Situation over iterations of



that dtuation” (p. 49); and (2) Event sate bdanceis“...the actud amount of time that the
individud spendsin one gate rather than its opposite on a particular defined occasion” (Apter,
2001, p. 49).

In the telic Sate people are serious-minded, god-oriented, future-oriented, plan ahead,
arousal-avoiding, prefer important activities, and they attempt to complete activities (Kerr,
1997a). Hedthy individuas are beieved to be in the telic state when they needto beina
serious and/or planning state of being.

In the paratdlic Sate people are in the moment, playful, spontaneous, sensation seeking,
arousal-seeking, present-oriented, prefer unimportant activities, and they attempt to prolong
activities (Kerr, 19974). Hedthy individuds are believed to be in the paratelic state when they
subjectively view their environment as a place where they prefer to be in a playful and/or
spontaneous Sate of being.

Telic and paratelic Sates are apart of mentd life that is structured in terms of means-
and-ends. “That is, oneis dways aware of a certain directiondity, however minimad, and of the
routes thet are implied by this directiondity” (Apter, 2001, p. 6). For the adult educatorsin this
study, there isdways, at some level of avareness, a sense of where oneis going and what one
isdoing to get there -- of purpose and action. Apter stated:

The telic state tends to be associated with planning ahead and the paratdic state with

sgpontanety.... In the telic Sate, the god is of overriding importance, with the means

being chosen in the attempt to achieve the god. In the paratdic state, the ongoing
behaviour and experience are of paramount importance, with any gods being seen as

ways of facilitating or enhancing the behaviour or experience (p. 40).



Apter (1989) discussed the difference between the two metamotivationad modes, sating:

...the metamativationd mode in which the god is primary, the ‘telic’ mode, after the

Greek word telos, meaning ‘anend’ or ‘god’. And let us call the opposite mode, in

which the activity is primary, the ‘ paratelic’ mode, adding the ancient Greek word para,

meaning ‘alongside’, to the word telic. Note that theword for ‘god’ is dill included in
theterm paratelic, which isasit should be, because there is no implication that thereis
not agod inthismode. Theimplication israther that there is an dternative mode

‘donggde thetdic mode (p. 33).

Telic versus Paratelic: Feelings, Emotions and Motivation

Apter (2001) stated that the telic- paratelic pair deds with felt sgnificance (the tdic Sate
preferring high felt Sgnificance and the paratdlic preferring low). Fdt sgnificance isthe degree
to which the individua experiences themsalvesto be“...pursuing godsthat are important
beyond the current ongoing Situation (high felt Sgnificance) or is doing things for the sake of
those things themsdves in the present moment (low fdt sgnificance)” (p. 41).

Thetdic-paratelic pair has been referred to as a somatic pair (Apter, 2001). Felt
arousd isthe degree to which the individua feds themsdves“...to be worked up, emotiondly
involved, and intensg’ (p. 42). Apter stated that hedonic tone in the case of the somatic
emotions “...is experienced as some degree of pleasure or displeasure. ... The emotional ranges
are asfollows (from low to high arousdl): relaxation (teic), boredom (paratelic) to placidity
(telic) to sullenness (paratelic)” (p. 43).

There are positive and negative aspects, as viewed by Wilson and Wilson (1996), which
characterise the tdic and paratelic metamotivationd sates. A person in the pogtivetdic Sateis

far-aghted and extremey aware of each implication of ther actions. Often being willing to delay



graification until it is gppropriate, they will do unpleasant things momentarily for the sake of
pleasant consequencesin the future. They have the ability to distinguish between important and
less important tasks, concentrating on the former. Long-term plans are redigtic and maintain
some degree of flexibility. They are responsble when in the telic Sate, kegping to commitments,
both to themselves and others. In the positive telic sate, individuds tend to be good at
monitoring progress, taking corrective action when necessary. They are sengble in terms of
what is achievable, and they take action in time to avoid criss.

In terms of someone experiencing the negative telic Sate, according to Wilson et d.
(1996), the person findsiit difficult to make decisions because of the possible consegquences of
their actions and not being able to distinguish between important and unimportant tasks,
atempting to do everything. Often, they get bogged down in details, being rigid and inflexible
with long-term plans. Also in this Sate, these individuas cannot take advantage of new
opportunities, when they arise, if they do not conform to a pre-arranged plan. They worry when
things do not turn out exactly as expected, often being too critica of themselves and others when
ambitious plansfall (i.e, perfectionistic). When in this Sate, a person will agonise over thingsin
the future that cannot be controlled, tending to be grim and humourless. When in the negative
telic Sate, people are not satisfied because of their constant awareness of more goals yet
needing to be accomplished. Findly, they are unable to delegate -- snce everything they do
matters.

A person, when in the positive paratdlic Sate, is able to enjoy both the big and little
thingsin life, asthey present themsdlves, sharing their “joie de vivre’ with others. They tend to
fed unthreatened, unstressed and easy-going, taking life asit comes a thetime. They rdish

chdlenges and behave spontaneoudy, being very open to new ideas and ways of doing things.
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In this gtate, individuas have a good sense of humour, not taking oneself or others too serioudy.
They are imaginaive, making use of fantasy in cregtive ways, and have atendency to enjoy the
moment (Wilson et d., 1996).

Lastly, Wilson et d. (1996) describe that when a person is in the negative parateic
date, he or sheis not able to see beyond immediate pleasures (i.e., short-sghted). The person
inthis gate is usudly hagty in judgment, often impatient of anything that involves delay of
pleasure. Individualsin this state are unable to develop sustained courses of action. They are
irritated by others over-exuberance or too much light-heartedness, often trividisang Stuations
merely by their approach. They are unrdiable, irrespongble, and tend to waste time. Eventuadly
when in the dominant negative paratelic Sate, one can become nihiligtic -- whereby nothing is
seen to have vaue beyond itself, becoming depressed when there is not a new thrill on the

horizon.



Arousal and Activation

Arousd, according to Sage (1984), is viewed as an energisng mechanism responsible
for the harnessing of the body’ s resources for intense and vigorous activity. It hasbeen
suggested that the continuum of arousa reponses range from extreme excitement to lethargy
(Landers & Boutcher, 1998). In addition, Landers et d. stated that arousd is believed to be a
response to input that affects perceptua processes. So without a certain level of arousal, people
may be unable to percaive accurately the stimuli within the environment.

Factors affecting the performance-arousd relationship, according to Williams (1998) are
(2) the performer’ s skills and experience, (2) the performer’ s cognitive gppraisd, (3) the
performer’s emotiond or physiologica response (4) the performer’ s behaviour, and (5) the
gtuation/context in which the performance is st.

The activation system, according to Sanders (1983) is considered to be responsible for
the person’ s readiness to respond. Activation affects an individua’ s motor preparation. Sanders
also0 Sated that effort isthe co-ordination system between arousal and activation systems and it
establishes the relationship between perception and action. It is through effort that performance
decisons are made. Effort, as a co-ordinating mechaniam, attempts to correct imbaances
between the arousal and activation sysemsin order to produce a maximum performance.

Relationship of arousal and activation with effort and cognition.

The entire relationship between arousdl, activation and effort is dependent upon efficient
functioning of our feedback and response mechanisms. For ingance, if a performer’s effort
mechanism is overloaded they will not be able to receive the feedback, make the necessary
corrections, and/or initiate the supply of resources required to perform correctly (Sanders,

1983). Theideaisthat sresswill arise whenever the effort mechanism is elther serioudy



overloaded or fails to accomplish the necessary energy-baancing adjustments. Sanders stated
that stress appears because effort fails a performer in correcting too low or too high aleved of
arousd, too low or too high aleve of activation, and/or because thereisafailure to supply
sufficient energetic resources to decisiontmaking due to the “cost” of performing its co-
ordinating function.

A maximum performance, according to Sander’s (1983) modd isimpacted by the
performer’sarousd state, which isinfluenced by their response to the stressors present in the
environment. Theindividud’s arousal sate isimpacted by one's own cognitive gopraisa and the
processing of information, which activates the body’ s readiness to respond. Their readinessto
respond is impacted by the effective decision-making made by the effort mechaniam.

This reationship between effort mechanisms and decison-making can be complex
(Sanders, 1983). A task that isrdatively complex will place high cognitive demands upon effort
so that its ability to effectively coordinate the arousa and activation mechanismsis reduced, thus
increasing the likelihood of dress. If a performer finds decisionmaking to be relatively smple,
the cognitive demands upon effort are then relaively low. In teaching, cognitive processes
avallable to devote to the “energeticd” date of the system, reduce the probability of stress
occurring whilst performing or preparing for aclass (i.e., teaching sesson).

Sanders (1983) aso predicted that an evaluation of arousd and activation leads the
performer to exert effort, which determines the decison-making process. The underlying
proposition is that the effects of stress are the result of transactions between energetical states
and cognitive processes. Different stressors are affecting specific energetica supply mechanisms

that, in turn, affect gpecific cognitive processes.



Lastly, the specific cognitive processes are factors involved in choice reactions, such as
anticipation, perception, interpretation, decision-making, and response preparation (Sanders,
1983). Thus, when a person makes a series of rapid responses, the components of arousal,
effort and activation may be disrupted individudly, or collectively, by their reaction to stress,
possibly causng a decrease in performance.

In 1982, Eysenck proposed a second two-dimensond system of arousal. He
suggested that performance is not dwaysimpaired by too low or high of an arousdl leve,
because performance may be maintained through a“higher-order” cognitive control system
when it is processing informetion efficiently.

Eysenck (1984) contributed an important distinction to the research between
processing efficiency and performance effectiveness. He Stated that “effectiveness’ isa
meesure of the quaity of performance, whereas “efficiency” refersto the reationship between
the qudity of performance and the effort invested init.

Unidimensional Arousal Systems

A brief higory of unidimensond arousd sysemsincludes that of Duffy (1962), who
proposed a simple and common interpretation of the relationship between stress and
performance. His proposa suggested that changes in performance while under stress are the
result of changesin arousal. This explanation connects to previous theories of unidimensond
arousa systems, such as the popular inverted-U hypothess, originated by the early works of
Y erkes and Dodson (1908), and further devel oped by Hebb (1955) and Fiske and Maddi
(1961).

The inverted-U hypothesis has been the long favoured modd for explaining the

relationship between arousa and performance (Cox, 1998). According to Gill (1994): ...the
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inverted-U theory rests on two assumptions. (1) smal incrementd increasesin arousa
result in samdl incrementd increases or decreasesin performance; and (2) moderate arousa

results in optima performance (p. 115).

The inverted-U hypothess attempted to explain the rel ationships between arousa and
performance, stress and performance, and anxiety and performance. In order to explain these
relationships to performance there needs to be supporting evidence that accounts for actua and
perceived demands of performance; the hypothes's needs to account for the different cognitive
and somatic components of state anxiety; and some explanation of the role of cognitionis
required to clarify the arousd- performance relationship (Lazarus, 1966).

The inverted-U theory continues to draw support, as recognised by Jones et d. (1997),
and it has been popular despite only being unidimensond. The vdidity of thistheory ill exids,
as Jones et d. explained, in which the inverted-U proposes that for every type of behaviour
there exigs an optimum leve of arousal, usudly of moderate intengity, that produces a maximum
performance and that this optimum decreases as performance complexity increases. Leves of
arousa to any degree above or below this optimum amount are seen to produce an inferior
performance. Thus, the hypothesisis sraightforward and smply states thet increasesin arousal
are accompanied by increases in performance up to a certain point, but further increases will
cause deterioration in performance.

Landers et d. (1998) continued the support for the inverted-U and Stated, “...the
inverted-U has amuch smpler formulation (e.g., than the catastrophe model, as discussed later
in the literature review) and far more research evidence showing that the best performance

occurs a intermediate levels of arousd” (p. 211).
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Other critics, however, such as Cox (1998), Raglin (1992) and Weinberg (1990) have
supported the notion that the inverted-U theory isfar too ampligic. Ther agument isthet it falls
to account for the complex relationship between performance and arousal. Nonethdless, the
inverted-U hypothesis has existed for thirty years longer than the catastrophe modd. Its
longevity helps to explain the greater volume of research evidence supporting or refuting the
clams made by the theory.

In generd, there are severa complex factors that negate any smplistic gpproach to the
arousal- performance relationship. To summarise thistopic, Neufeld and Paterson (1989) stated
that tasks, which are elther lodged in the environment or contained in a person’s memory, might
be performed differently as Stress or arousd increases. Performance may increase or decrease,
depending on task demands and the level of stress response that occurs. Y erkes-Dodson’s
(1908) inverted- U relationship between performance and activation “...has been etched into
the minds of most behavioura scientists’ (p.62). The primary emphasis of the inverted-U ison
adverse rather than facilitative effects of stress on performance.

The inverted-U hypothesis and other unidimensiona proposd's have recently been
congdered to be smplified and incomplete theoretical explanations of the relationship between
sress and performance (Raglin, 1992). Asreported by Raglin, present-day researchers,
including reversal theorists, believe the arousd- performance rdationship most definitdy extends
to amultidimensond level. That is, levels of arousd are believed to arise from numerous factors
within the environment and/or the performer. As aresult, more recent theories, as discussed in

the next section, are three-dimensiond in order to address the interaction component.



Multidimensional Arousal Systems

The development of multidimensiond arousal modds s briefly explained in this section.
Severd influences contributed to afuller explanation of the arousa experience, but these have
had the greetest influence on the psychology of performance.

An example of the possble multiple levels of arousd wasinitidly proposed by
Broadbent (1971). Rather than usng a mechanistic modd to explain the reationship between
dress and performance, this multidimensona arousal system suggested that performers actively
atempt to cope with and ameliorate any potentidly harmful effects ariang from factors within the
surrounding environment.

In 1975, Thom, a mathematician devel oped a theorem to explain naturaly occurring
discontinuities in objects and processes, which normaly function on a continuous basis. The
following year, Zeeman (1976) drew attention to Thom'’ s theorem by gpplying it to behaviourd
and natura sciences. More recently, Hardy and Fazey (1987) proposed amodel of anxiety and
performance. Their multidimensond theory attempts to explain the rdationship between
cognitive and somatic anxiety, and performance. In redlity it makes predictions about separate
effects of the cognitive and somatic anxieties of performance.

Essentidly, Martens, Burton, Veaey, Bump, and Smith (1990), Burton (1988), and
Landerset d. (1998) argued that according to multidimensiond theory, at least two different
components could be distinguished in the anxiety response. These are (1) a cognitive
component associated with fear about the consequences of failure, and (2) a somatic component
reflecting perceptions of the physiologicd response to psychologicd stress.

The influence of cognitive anxiety on performance is perpetua and can negatively

influence performance, and it can vary throughout the performance due to on€e' s subjective



evauation of success or fallure of that performance as found by Martens and his colleagues
(1990). However, the influence of somatic (physiologicd) anxiety may disspate after
performance begins.

Criticism of the multidimensgond anxiety theory rests primarily on contradictionsin
research findings. These contradictions arise from the consegquences of using different
paradigms and andlyses. Support for the multidimensiond anxiety theory isinconsstent
(Landerset d., 1998), as demongtrated by anegative linear relationship between cognitive
anxiety and performance (Gould, Petlichkoff, & Weinberg, 1984), and an inverted-U
relationship between somatic anxiety and performance (Landers, 1994).

Another consderation, articulated by Eysenck (1989), is the reasonable evidence given
that at least some individuals who appear low in anxiety (as assessed verbdly) arerather highiin
anxiety (as assessed physologicdly and behaviourdly). While it might be argued that such
individuas are mogt likely faking their questionnaire responses, it gppears rather that “ .. .they are
people who exercise congderable cognitive self-control and who have a preoccupation with
mastering negative emotiond states such as anxiety” (p. 141).

The vdue of Eysenck’s (1989) comments to the multidimensiond theorist is profound.
Many levels of anxiety operate during performance. Although it isimportant to be avare of
somatic and cognitive components, Stuationa and socid variables appear to operate as well.
For example, an individud who maintains sdf-control may conced the effects of anxiety in their
performance.

Cusp catastrophe model.

The cusp catastrophe modd has three dimensons. two control parameters (cognitive

anxiety and physologica arousal) and one behaviourd parameter (motor performance). Fazey



et a. (1988) adapted the popular cusp catastrophe mode devel oped by Zeeman (1976) and
proposed that cognitive anxiety acts as a splitting factor. Thisfactor determined whether the
effect of physiological arousa isdight or catastrophic, or in between these two extremes. The
catastrophe modd infers that the physiologica response (arousd) to performance anxiety isa
generdised response and that as Fazey et d. explained, “...smdl incrementd increasesin
arousa result in small incrementd increases or decreasesin performance” (p. 115).

Jones et d. (1997) explained that the most fundamenta prediction of the cusp
catastrophe modd is the notion that, “...under conditions of high cognitive anxiety and
physiologicd arousd, performance is determined by quditatively different states between which
the performer may shift” (p. 102).

There are three theoretica implications of Hardy et d.’s (1987) cusp catastrophe
modd, which are (1) the modd gives an explanation of the possible interactions between
cognitive anxiety and physologica arousd that influence performance, (2) following a
catastrophic fdl-off in performance, physiologica arousal would need to be reduced to enable
performers to cope before increasing their efforts, and (3) coping mechanisms may assist
performers who are distracted or who have decreased processing capacities.

Coping may promote the performer’ s ability to selectively atend to the demands of the
task a hand. Trying harder or putting in an increased effort may not be gppropriate in all
performance circumstances. For example, a performer may waste val uable resources telling
themselvesto “try harder” instead of focusing their attention on the task they need to perform,
(asnoted later in this literature review).

Butterfly catastrophe model.



The model that encompassed higher dimensiond catastrophes is commonly referred to
as the butterfly catastrophe and has five dimensons, (whereas the cusp catastrophe model has
only three dimensions). Fazey et d. (1988) developed the butterfly catastrophe modd that
included the fourth dimension of task difficulty as abias factor and the fifth dimension of sdif-
confidence, referred to as a“butterfly” factor (i.e., a performance predictor). Task difficulty
was sdlected as a bias factor on the following premises, which are (1) when increasesin
perceptua complexity are known, (2) when performers advance to the point at which
performance decrements occur, and (3) when performers are required to perform tasks under
high leve of sress.  Sdlf-confidence wasincluded in the modd as a butterfly factor becauseit is
viewed as a predictor of performance.

Martens et d. (1990) found it difficult for the mode to be totaly independent of
cognitive anxiety. Sdlf-confidence covers the possibility that some highly confident performers
perform at intermediate levels under moderate leves of cognitive anxiety. Nevertheless
according to Martens et d., these two control dimensions, task difficulty and sdlf-confidence,
alow for bias to increase or decrease, and to have intermediate levels of performance, rather
than brilliant or dismd performances.

A gtrong argument for catastrophe theory, as clarified by Cox (1998), specificaly
chdlenged the inverted-U hypothesis by stating that smdl incrementd increases in arousd result
in smal incrementd increases or decreases in performance. However, a critical pointsin the
performance curve, quite the opposite may be observed. When faced with debilitating stress
and arousd, performers do not experience smal incrementa decreases in performance; on the
contrary, they suffer large and drametic decrements that may be described as catastrophic in

nature (Fazey et ., 1988). Fazey et d. suggest that once the performer suffers a catastrophic
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decrement in performance, small incrementa reductions rarely bring performance back to the
pre-catastrophic levd.

A supporting argument for the catastrophe model was offered by Guastello (1987) in his
development of a method that fits catastrophe curvesto redl life data. Hardy (19964) used
Guagtello's method with eight performers, dl experienced golfers. The golfers were monitored
for levels of cognitive anxiety, somatic anxiety, self-confidence and physiologica arousal prior to
each putt during a golf competition. The results did not offer evidence that the catastrophe
model of stress and performance is superior to the multidimensond anxiety theory. The results
did however point to the importance and relevance of sdlf-confidence as an independent factor
in performance.

Reversal Theory and Arousal Theory

Reversd theory directly chalenges other theoretical explanations of arousd and
performance. Findings are in conflict with optimal leve of arousd theories. In addition, these
findings are not in agreement with the multidimensond anxiety theories, initidly investigated by
Broadbent (1971) and catastrophe theory (Fazey et d., 1988) because they tend to focus
excugvey on a sngle negetive emation, this being anxiety.

Arousal, according to Apter (1989) is.

...the degree to which one fed's onesdlf to be ‘worked up’ or emotiondly intense about

what oneisdoing. Thus one might be highly aroused in an argument, especidly if itis

about something one bdievesin passionatdy, but low in arousd while gtting with

one' s feet up doing nothing in particular after Sunday lunch (p. 9).



It should be noted, “(a)rousd preference is assumed by reversd theory to be different from
arousability, which is the ease with which someone can actudly be aroused (whether they want
thisor not)” (Apter, 2001, p. 94).

The optimd arousd theory or the inverted-U (Fiske et d., 1961; Hebb, 1955) is
essentidly ahomeodtatic theory. It argued that an individua’ s level of arousal would be inthe
moderate range, when positive hedonic tone (i.e., pleasure) and performance are optimal. This
is not the stance taken by reversa theory.

According to Cox (1998), the attractiveness of reversa theory is closely associated with
its flexibility and dynamic nature. Cox stated: “The theory underscores the importance of taking
a Stuation-specific and individudistic gpproach to sudying the relationship between arousd and
performance’ (p. 126). Kerr (1997a) explained that “ (t)he bistable arrangement between
metamotivationd satesin reversd theory gives it condderable advantage over homeodtatic
theories...” (p.16) concerning the experience of arousd.

Reversd theory views hedonic tone as essentid to on€' s bigtability of metamotivationa
states (Apter, 1989). It contends that people can bein one of two stable states with regard to
arousd. The theory recognises that people experience high and low unpleasant arousd, and it
disagrees with traditional theories (i.e., Hebb, 1955) that arousal is homeodtatic, in which people
have a certain optimd leve of arousd that they try to maintain.

According to reversa theory, both high and low arousal can be experienced as pleasant.
Pleasant high arousdl is experienced (in the paratelic state) as excitement. Pleasant low arousd
is experienced (in the telic Sate) asrelaxation. The theory proposes that the way in which
arousd is experienced depends on the State the personisin. “Inreversa theory, felt arousa has

no intrinsic pleasant or unpleasant meaning. It may be perceived as an unpleasant emotion or as
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pleasant excitement, depending on the individudl’ s experience of the situation” (Mdeset d.,
1996, p. 19).

In terms of arousd, there are two mgor components of experience. Firdly, thereisthe
intendty variable to consider, which is defined as just how worked up one feds onesdlf to be.
This determines how high or low on€' s arousad may be. The second variable to consder isthe
hedonic tone, defined as how pleasant or unpleasant the arousd is being experienced by
someone, as was first introduced by Beebe-Center (1932, and cited by Apter, 1989).

Arousal-avoidant versus excitement-seeking

Arousd-avoidant individuas are in a gate in which any strong emotion will be
experienced as unpleasant (Apter, 1992). Individuas experiencing positive arousal-avoidant
states are appropriately cautious when gpproaching serious problems. They avoid unnecessary
and gratuitous risks for themselves as well asfor others. They are sensble and sound in dedling
with problems and “leave wdl enough done’” when things are running smoathly. Inthis Sate,
individuas do not need continud distraction and diverson because they enjoy peace and
relaxation. Lastly, they usudly fed contemplative and reflective (Wilson et d., 1996).

Individuds experiencing negative arousd-avoidant Sates are feding excessvely
worried (to the point of worrying about getting worried). When in this date, a person avoids
confronting problems that need to be faced up to. They never take risks of any kind, often
withdrawing from chdlenging Stuations. They get angry when things do not turn out as they
should. Usualy they tend to make life too bland, therefore missng out on some of the colour
(Wilson et d., 1996).

Individuds in the excitement- seeking State experience any strong emotion as pleasant

(Apter, 1992). Podtive exctement-seeking individuds are dive and vitd. They thrive on risks,



problems, and chalenges. In this sate, individuads welcome the unknown and unexpected.
Being curious and expressing inventiveness, they like to explore new ways of doing things and
are open to new and interesting experiences (Wilson et d., 1996).

Individudss in the negative excitement-seeking state are eadily bored and restless. In
this gate, individuals are highly distractible and cannot fed settled. They take unnecessary risks,
often causing problems for themsalves and others. They have extreme difficulty carrying out
essentid routine activities (Wilson et d., 1996).

Arousal and hedonic tone.

Within reversd theory there is arange of pleasant as well as unpleasant moods or
emotions, each being dependent upon the operation of a particular combination of
metamotivationa modes of consciousness (Apter, 1988). A rugby study, Wilson (1999),
included athletes rating their perceptions of hedonic tone by selecting the performance as
pleasant or unpleasant. Wilson found that pre-game experiences of both winners and losers
were Smilar, reporting pleasant emotions, such as excitement. Post-game experiences of
emotions, however, were different. Winnerswere relaxed, or still somewhat excited,
maintaining a sense of pleasant emotions, whereas the losers experienced unpleasant emotions
(e.g., sullenness or anger).

Apter (1989) combined the arousal level with hedonic tone, and recognised four
emotions as (1) anxiety (unpleasant high arousd) (i.e,, telic ate), (2) excitement (pleasant high
arousa) (i.e., paratdic sate), (3) relaxation (pleasant low arousd) (i.e, telic Sate), and (4)
boredom (unpleasant low arousd) (i.e., paratelic state). Apter includes the experience of
boredom and excitement (paratelic Sate), whereas traditiona arousal theories (e.g. Hebb,

1955) only include the experience of relaxation and anxiety (tdic sae). Theinclusion of
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hedonic tone with arousd levels represents a broader scope of the human experience, as
individuds have sdf-patterns of change and shift between these four emotions.

Relevance to the current investigation.

Adult educators are believed to shift between these four levels of arousd as thelr
metamotives change in ateaching sesson, and their Stuationd state balance reflects these
metamotivationd gate shifts. For example, an adult educator might be completely aosorbed in
the lesson plan and be highly aroused, or the adult educator might have low arousd perhaps
finding the group under simulating. As an adult educator, one' s ability to perceive what is
happening in the environment may be adversaly affected by an ingppropriate sate of arousd.
Not being in one€' sided dtuationa state baance during ateaching sesson may interfere with the
adult educator’ s ability to make the proper response (i.e., activation) or the appropriate decision
(i.e, effort) for how and when to respond in a controlled manner. Therole of the gppropriate
arousd isto assst the adult educator to meet the required task demands at the right moment.

The gods of the adult educator can form alarge part of the driving force and
productivity of the class. One affective sate might be more desirable than another in agiven
Stuation because it may afford ahost of cognitive and motivationa aspects that are most
congruent with the gods of the individua (Parrot, 1993). In the current sudy, the god(s) of the
adult educator were used in determining which inducing/change agents cause shifts in one' s sdf-

patterns of achieving gods.
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Motivation

Severd theoreticd approaches to motivation, as extensvely investigated by Roberts
(1992), have been connected to perceived performance and self-esteem. Roberts defined
motivation as “...those persondity factors, socid variables and/or cognitions that come into play
when a person undertakes atask a which they are evauated, enter into competition with others
or attempt some persona standard of excdllence” (p. 5). How achievement is percelved and
the psychology of achievement behaviour are centrd themes within the motivation literature,
Need Achievement Theory

Need achievement theory has two central congtructs, which are (1) the motive to
achieve success, and (2) the motive to avoid fallure. According to thistheory, “...these
motivationa states are the mainsprings of action...” (Roberts, 1992, p. 7). Research compiled
by Atkinson (1957, 1958) and McCldland (1961) suggested that as motives interact with cues
in the environment they arouse affective sates, which then dicit an instrumenta approach or
avoidance behaviour. In essence, the approach incorporated a hedonic quaity of behaviour
(e.g., the experience of pleasure and displeasure) into an essentidly affective arousd modd
(Dweck & Elliot, 1983).

Roberts (1992) investigation of the literature has supported the prediction that
individuds driven by the motive to achieve success tend to select chdlenging tasks and
demongtrate heightened performance. Research, however, as reported by Roberts, has“...not
aways supported the prediction that individuas driven by the motive to avoid falure avoid
intermediate risk and demonstrate low performance’ (p. 7).

Thus, need achievement theory has been criticised by Maehr (1974) and Roberts

(1982) for its ethnocentric bias, the weight it places upon persondity asthe crucid variable, and



its failure to account for heightened performance of low-achievement motivated individudsin
certain Stuations. Nevertheless, the gpproach is Sgnificart in contributing to the understanding
of motivationa processes.

Expectancy of reinforcement theory.

Expectancy of reinforcement theory (Crandall, 1963) focused on an individud’s
expectancy of reinforcement. This theory was based on socid learning theory (Roberts, 1992).
An area of performance emphassed isintdlectud achievement, particularly in Stuations in which
persond skill was deemed asimportant (Crandall, 1963, 1969). In Cranddl’sview,
achievement behaviour is behaviour directed towards the attainment of self-gpproval and the
goprovd of others. It is specificaly contingent upon criteriafor performance competence.
Overt or outward behaviour is emphasised rather than the person’s motives.

Cognitive Approaches to Motivation

The cognitive gpproach iswiddy accepted amongst the current mainstream researchers.
Cognitive theorigts are primarily sought after for describing and explaining what congtellation of
cognitions affects the ongoing stream of achievement behaviours in performance. According to
Roberts (1992), some researchers, however, do not fully recognise and support this view.
Neverthdess, cognitive theory is currently dominant in the study of motivation.

The premise of cognitive theory is that “thought governs action”. The essentid task for a
cognitive perspective on motivation is to study how knowledge is acquired, represented, and
used by humans. “The emphasisis on the creation of models to understand how cognitions or
thoughts govern behaviour” (Roberts, 1992, p. 8).

Aninitid cognitive motivation theorist, Tolman (1932), utilised the cognitive gpproach

dating that a person might have a beief that a particular event will be followed by another event,



and that a particular course of action will have consequences. Thus, Tolman introduced
expectancy into the psychologicd literature. At that point, choice and decision making began to
replace gimulus-response associations to explain achievement behaviour.

Popular terminology in the literature includes coined terms of origin (proactive) and
pawn (reactive) by deCharms (1968) to describe the perception of control that people have
over their behaviour. Heider (1958), White (1959), and McVicker-Hunt (1965) utilised and
distinguished the terms extrinsic motivation (traditiona behaviouristic research) and intrinsic
motivation (recent cognitive research forms).

A hypothesised relationship between perceived competence and perceived control has
been supported by Harter (1981a) who demonstrated a direct link between perceived
competence and performance (of askill). Two opposing Strategies performers tend to utilise
when percelving pressure to maintain control and competence are (1) an gpproach strategy, in
which the threatening stimuli are thoroughly attended to and processed, and (2) an avoidance
drategy, in which thereis minimd attention to, and processing of, the threstening stimuli
(Eysenck, 1989).

A performer using an gpproach strategy to ded with a problem may intellectudise,
ruminate, worry, and/or become obsessive and generally act in ways that are over-sengtive to
the problem. On the other hand, using an avoidance strategy, when taken to the extreme, may
exacerbate the Stuation increasing the effects of stress; and while performing, each strategy may
interfere with successful processes and/or outcomes.

Attribution theory.

Weiner, Frieze, Kukla, Reed, Rest, and Rosenbaum (1971) contributed to the study of

motivation through attribution theory, which argued that individuas who were high or low in



need achievement would cognitively perceive success and fallure differently. Thoughts and
particularly causd attributions were viewed by Weiner et d. as the important variablesto
congder in understanding motivation. Maehr (1989) stated that Weiner' s modest attempt to
insert causd attributions into the achievement motivation equation transformed the focus of
“motivation” research. The Stuaion and its meaning evolved as less important, whereas
individud differences and persondity aspects became more important.

Attribution theory (Weiner, 1979, 1986; Weiner et d., 1971) deds with the rules that
the average individua uses in attempting to account for the causes of behaviour. The researcher
takes on the assumption of the phenomenologica outlook of the “subjective’ individua who
attempts to determine the causes of common events (Heider, 1958). Attribution theory is
essentidly concerned with the methods people use and the naive theories that individua s adopt
in order to make sense of their lives. This approach regards individuds as an active information:
processing organism with the incluson of higher mental processes as determinants of human
action.

Attribution theory emphasises the “expectancy X vaue’ framework, meaning much of
the focus is on the changes in one's expectancy as afunction of success and failure outcomes.
The manner in which one attributes the causes of an outcome affects expectancies of future
success and failure, and it is assumed to affect achievement striving (Roberts, 1992). Roberts
suggested the findings pertaining to specific individud differences remain the most robust and
important. Overdl, the different attributions reflect different expectations of future outcomes.

Attribution theory has been viewed as merely the socia psychology of perception, and
its main weakness, according to Dweck et d. (1983) isthat even though it may be useful in

explaining why things go wrong, it does not necessaxrily explain away to put themright. The



theory has not addressed vaue in any systematic manner; rather it has focused upon why
individuas expect to succeed, but not on why they want to succeed.
Social Cognitive Approachesto Motivation

S f-efficacy.

Sdf-efficacy (Bandura, 1977a, 1986), perceived teaching competence (Harter, 1975,
1980), and the various achievement goal perspectives (e.g., Dweck, 1986; Dweck et d., 1983;
Maehr et d., 1986; Maehr & Nichalls, 1980; Nicholls, 1981, 1984a, 1984b, 1989) are vaued
theories in the performance-related literature. Every performer and performance isin some way
affected by these concepts.

The theory of sdf-efficacy isasgnificant theory in performance-related issues.
Origindly proposed by Bandura (1977a) as an explanation of the various intervention
procedures used in the trestment of anxiety, self-efficacy has been used in the performance
literature as an explanation of achievement behaviour (Feltz, 1992). Bandura used the term self-
efficacy to describe the conviction an individua needs to successfully execute the necessary
behaviour to produce a certain outcome.

“The mativationa mechaniam of sdf-efficacy theory is the assessment of one's cgpability
to perform a agiven level in an achievement context of value to the participant. In short,
mastery expectations influence performance” (Bandura, 1977a, p. 194). Sdf-efficacy isnot
necessarily concerned with one' s ability, but rather with a person’s assessment of what they can
do with their abilities (Feltz, 1992; McAuley, 1992).

Ability perceptions and related behaviours.

Severd researchers have given evidence suggesting that the perception of ability, ina

variety of guises, isthe central mediating construct of achievement behaviour (e.g., Bukowski &



57

Moore, 1980; Covington & Omelich, 1979; Diener & Dweck, 1978; Dweck, 1986; Dweck et
al., 1983; Duda, 1989a, 1992; Nicholls, 1976, 1978, 1984b, 1989; Roberts, 1975, 1984,
Roberts, Kleiber, & Duda, 1981; Spink & Roberts, 1980). Adapting achievement behaviours
through adapting perceptions of pogitive ability has been shown to promote a sense of
achievement (Dweck, 1986).

These patterns of adaptive achievement behaviours are characterised by chdlenge
seeking and effective perastence in the face of fallure (Dweck, 1986). Dweck stated that
adaptive behaviours are those in which the person exerts effort, values the process of the task,
enjoys putting forth the effort, and exhibits sustained perdstence.

Maadaptive behaviours are those in which the person has patterns of behaviour that do
not promote effective Strategies for achievement. In this scenario, the person avoids chalenges
and tends not to pergst in the face of difficulty. Individuas with maadaptive behaviours escape
chdlenge, do not put forth effort, resst persstence in the midst of a chalenge, and withdraw
from desired gods if it dl appearstoo difficult (Roberts, 1984).

Evidence of these predictions of adaptive and maadaptive behaviours has been
supported by Duda (1992) and Roberts, Hall, Jackson, Kimiecik, and Tonymon (1990). Duda
stated that the perception of one's own ability is predicted to be a mediator in the adoption of
maladaptive or adaptive achievement behaviours, depending upon the perception of the
motivational climate and one sgod for action. In other words, if high ability isdient (i.e, more
frequently demongtrated in the performance), then adaptive behaviours can be predicted and
viceversa

Various sudies have reveded unique findings in perceived ability. For ingance, god

orientation combined with perceived ability was examined by Miller, Behrens, and Greene



(1993). Inther study, they predicted the interaction of two factors, namely dominant goal
orientation and perceived ability, but these two variables faled to emerge as Sgnificantly
interacting.

In a sport-related performance study by Roberts and Duda (1984), gender differences
emerged in the athletes percelved ability. For maes, outcome and attributions to task difficulty
and strategy predicted perceptions of ability; whereas for females, attributions of skill and luck
were found to be the most sdient. In astudy by Newton and Duda (1999), perceptions of
ability affected beliefs about the causes of success. It was reported that motivationa climate
was the strongest predictor of enjoyment and degree of pressure, while goa orientation was the
strongest predictor of effort. Both one's ego orientation and perceptions of an ego-invaving
motivationd climate (e.g., competition, recognition, status) were related to ability-centred beliefs
about success.

Achievement Behaviour: Competence and Mastery

Perceived competence has been andlysed by researchers investigating the processes of
motivation. Based on the earlier work of White (1959), Harter (1978, 1981b) examined sport
competence. Harter based her research on why individuas fed impelled to engage in mastery
attemptsin achievement contexts. Success and fallure in such domains are frequently evauated
by sgnificant others. Harter reveded that the perceived competence and intringc pleasure
ganed from such success are believed to increase achievement driving. In addition, perceived
incompetence and displeasure are assumed to lead to anxiety, dong with adecreasein
achievement griving.

Harter’ smodel assumes a mastery perspective to achievement striving (Ames, 1992;

Duda, 1992). However, the weakness of Harter’s modd (1981b) isits reliance on ego
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perspectives rather than task perspectives. According to Nicholls (1978), people are not
aways accurate in the comparison of self to others. Nicholls stated that such inaccuracy of
comparison is most extreme for young performers.

It has been argued that to totaly understand motivation and achievement behavioursin
its vastness, the function and meaning of behaviour must be taken into account so that the god's
of performing might be identified. Multiple goas of action must be recognised. Variationinan
individud’ s behaviour may not be a result of having high or low motivation. Ingeed, it might be
caused by the manifestation of different perceptions or possibly achange in perception of
gopropriate gods. “Anindividud’s investment of persond resources such as effort, taent and
time in an activity is dependent upon the achievement god of that individud for thet activity”
(Roberts, 1992, p. 14).

Theinitid step toward understanding achievement behaviour is to recognise that success
and failure are psychologica states based upon the interpretation of the effectiveness of one's
intrapersond achievement driving (Maehr et d., 1980). Maehr et d. continued by Stating that
the performance outcome is interpreted as successful when the achievement gtriving isseento
reflect desirable qudities of the sdf (e.g., good preparation and putting forth high effort).
Conversdly, the outcomeis viewed as afailure when it is seen to reflect undesirable attributes of
the HIf (eg., lazy in preparation and putting forth little effort).

Success, failure, and achievement, according to Dweck (1986), Maehr et al. (1986),
and Nicholls (19844a), can only be recognised in terms of one€' s god of a particular behaviour.
In other words, what is perceived as success for one may, in fact, be seen asfailure for

someone else. Therefore, it isimportant to note that the achievement god gpproach assumes



that the mgor focus of individuadsin achievement contexts (e.g., a teaching environment) isto
demonstrate competence or ability.

The concept of ability has two achievement contexts; these have led to the development
of two mgor goa perspectives assumed to be sought after by individudsin achievement
settings. One of these achievement godsisto maximise the probability of atributing high ability
to onesdf and, in turn, to minimise the probability of attributing low ability to onesdf (e.g., Ames
et a., 1984a; Dweck, 1986; Maehr et a., 1986; Nicholls, 1984a, 1984b). Thisgoal drives
achievement behaviours under circumstances of which socid comparison isinevitable. Inthis
instance, perceptions of ability are primarily based on another’ s ability. Success and failure are,
therefore, dependent upon one' s subjective assessment of comparing the ability of sdf with the
ability relevant to another. Four termsfor thistype of god are made evident in the literature are
(2) ego involvement (Nicholls, 1984a), (2) Dweck’s performance god, (3) Ames et d.’s ability-
focused god, and (4) a competitive goal (Duda, 1989).

Another achievement god is one of demongtrating magtery (or learning) and developing
atask (e.g.,, Ameset d., 1984a; Dweck, 1986; Maehr et d., 1986; Nicholls, 1984a). The
purpose of this god isits drive toward achievement behaviour in circumstances of which learning
and/or magtery is deemed vitdly important. In this case, perceptions of ability are sdif-
referenced (sought out by salf) and dependent upon the progress or improvement of learning.
Success or failure in this Situation is dependent upon one' s subjective assessment of whether one
learned, achieved mastery or demonstrated improvement on atask. Thistype of god reflects
three terms that have been used in the performance-related literature. These are (1) task
involvement (Nicholls, 1984a), (2) learning agoa (Dweck et d., 1983), and (3) mastery of a

god (Ameset d, 1984a).
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Situations can make people more competitive or mastery involved (Nichalls, 1989).
Neverthdess, thisis not to deny that individud differences in the susceptibility to those types of
involvement do exist. According to Nicholls, to better understand achievement behaviours,
researchers need to recognise multiple gods- of-action, and that to assume a common god isto
ignore the unique dynamic of the motivationa processes.

Reversal Theory and Motivation Theory

Lafreniere (1993) dated that reversa theory is essentidly about the different waysin
which a person interprets various aspects and shifts within hisher motivationa experience.

More specificaly, Apter (2001) suggested reversa theory to be a state theory of change. An
example Apter provided stated that:

...everyone is normally subject to reversds and to intra-individua change with respect to

apair of gates, even if they are srongly dominated by one sae in that pair; it isthis

notion of the dynamic nature of human experience that distinguishes reversd theory from
any kind of trait theory (p. 89). ...Aninteresting, possible complication that arises from
al thisisthat people who are telic dominant and people who are paratelic dominant

might, in some respects, experience the telic and paratelic states differently (p. 92).

Reversd theory presentsitsdlf as digtinct from other theories of persondity. Itisa
bistable theory and one that diverges from traditiona psychological theories. The theory offers
severd examples of this divergence, such asimplying that it would be perfectly possible to have
ahigh tendancy for arousd and alow arousability, and conversdy, alow tendancy for arousa

and a high arousability (Apter, 2001).
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Reversd theory is generd in that it examines certain rules about human experience.
Apter (1997a) stated that there are anumber of identifiable and discrete ways of experiencing
the world, in which people experience by shifting between metamotivationd states, each being
asociated with their own range of emotions. Reversa theory proposes that the subjective
experiences of human beings are indeed bigtable rather than homeodatic, implying that
individuas reverse back and forth between perceived gppropriate (which may be inappropriate)
dates. “These fundamenta states occur in pairs of opposites, so that change consgts of
movement between members of each pair, only one of them being ‘operative’ a agiven time’
(Apter, 1997b, p. 217). Subjective metamotivationa states can determine one' s cognitive and
affective experience. Apter and Larsen (1993) stated that:

Not only do people behave in different ways at Smilar timesin smilar circumstances,

they dso behave in different ways in diverse circumstances, and further, they may

behavein amilar ways a different times with underlying mativationd  Although it may

gppear that processes underlie such human inconsstencies, reversd theory instead

argues that these incons gtencies have certain identifiable patterns (p. 14).

“In asense, people are said to be not only changeable over time, but sdf-contradictory”
(Apter, 1997b, p. 217). Lafreniere (1993) stated that reversal theory is“...closeto the
interactionist perspective in that both share an emphasis on the psychologicad meaning of
Stuations and behaviour and both move away from the idea that persondity is based on
congstent patterns of behaviour” (p. 63).

Apter (2001) explored the notion that people display metamotivational dominances, or

the preference to be in one state more than another. Apter explained that:



Dominance described in thisway sounds like atrait, and in acertain senseitis. Butitis
very different from the typica mainstream trait concept because, for example, someone
can be extremely telic dominant but gill spend timein the paratdic Sate ad be as
paratdic in that Sate as someone who is paratelic dominant. Again, we seethe
necessity to think interms of a least two levels: (4)... how someoneisa agiven time
(state) and (b)... how they tend to be over time (state balance influenced by dominance)
(p- 30). ...Thishas now been abundantly demonstrated through psychometric testing,
but at the same time it has been demondrated in the |aboratory and elsewhere that such
dominances are not traitsin the traditional sense, because people spend periods of time

in their nondominant states (p. 316).

Relevance to the current investigation.

The current investigation takes into consderation the uniqueness of a performer’s
perception of achievement and motivation. The study hypothesises that being in one' s ideal (or
preferred) state may promote a higher level of perceived competence and satisfaction in one's
performance.

Different performance attributions might affect one€ s motivation. Also, intrgpersond
differences probably exist in relaion to the sdf-efficacy and percelved effort of each performer.
All these varidbles are believed to be potentidly influencing factors of an adult educator’s

perceived teaching competence.



Stress and Anxiety

Sress

Several researchers are responsible for the theoretica conceptualisation of the stress
and performance relaionship (e.g., Burton, 1988; Gould et d., 1984; Gould, Petlichkoff,
Simons, & Vevera, 1987; Jones & Cae, 1989b; Parfitt & Hardy, 1987). Stressisacondition
that results when a person interacts with their environment, and this transaction leads them to
perceive adiscrepancy - whether red or not - between the demands of the Situation and the
resources they possess. The performer’s persond resources include their biologicd,
psychologicd and socid systems (Sarafino, 1998). Stressors are the stimuli or environmental
Stuations that set the whole process in motion. The stress response is the consequence of these
stressors within the performer (Neufeld et a., 1989).

A variety of different descriptions of stress have opened up considerable debate.
Firdly, stress as an independent variable, is consdered a imulus characterigtic of adisturbing
environment. As a dependent variable, stress is the response one has to disturbing environments
(Cox, 1978; Meister, 1981). Secondly, stress is a non-specific response of one's body to any
demand because humans are congtantly experiencing demands of some kind and are, therefore,
aways under some stress (Selye, 1956). Thirdly, stressis not always negetive in nature, but
rather it isacombination of externd factors that may or may not be negatively stressful. The
crucid differencein thisis one s response to the externd factor (Jick & Payne, 1980).
Anxiety

Performance anxiety has two components. These are (1) worry, which isdefined as

cognitive or intellectua concern about one' s performance (cognitive anxiety), and (2)



emotiondity, which is defined as autonomic reactions to the stress of one's Stuation (sometic
anxiety; Joneset d., 1997).

Two perspectives currently accepted amongst researchers are (1) state anxiety, which is
the emotiond reaction one hasto aStuation that is experienced as threatening, and (2) trait
anxiety, which is a digpogtion one has for reacting to Stuations in an anxious manner (Bakker,
Whiting, & van der Brug, 1990).

The multidimensiondity of competitive anxiety, referring to the notion of Sates and traits,
has been generdly accepted (Spielberger, 1989). Furthermore, competitive state anxiety is
regarded as a multidimensond congruct and consgs of two primary components, namely
cognitive and somatic anxiety (e.g., Gould et d., 1984; Jones & Hardy, 1989; Martenset d.,
1990).

Cognitive anxiety has been defined as. “...negative expectations and cognitive concerns
about onesdf, the Stuation at hand and potential consequences’ (Morris, Davis, & Hutchings,
1981, p. 541). For example, cognitive anxiety would be characterised by negéative
expectations, lack of concentration, and images of failure.

Somatic anxiety has been defined as“...on€'s perception of physologica-affective
elements of the anxiety experience, that is, indications of autonomic arousa and unpleasant
feding states such as nervousness and tenson” (Morriset d., 1981, p. 541). For example,
somatic anxiety refersto the perception of physiological symptoms such as sweety hands or
muscle giffnesstenson.

State anxiety can be broadly measured viathree indicators, being (1) cognitive, (2)
physiologicd, and (3) behaviourd. The measurement of anxiety a the cognitive leve has

primary relied upon sdf-report (self-evauation) questionnaires. Severd (sport- goecific)



questionnaires have been devel oped to measure sate anxiety primarily applied for performance
evduation (e.g., Martens, 1977; Martens, Burton, Rivkin, & Simon, 1980; Martens et d.,
1990).

Achievement in task performance is a primary focus of the test anxiety approach, which
is based on academic performance anxiety. Roberts (1992) stated that the major motivationd
vaiable is the anxiety associated with evauation, whether it existsin the form of tet-taking or
performing before peers. He added that in the literature, performance on achievement tasks and
before peersis strongly influenced by motivationa factors. The test anxiety approach gives
indght into the affective- cognitive linkages and how these affect the ongoing stream of behaviour
in the achievement context.

Physiologica indicators of anxiety are: (1) respiratory and cardiovascular, such as pulse
rate, blood pressure, and respiration rate, (2) biochemica, including adrenaline and
noradrendine, and (3) dectrophysiologica, such as EEG and skin resstance (Hackfort &
Schwenkmezger, 1989). Behaviourd indicators of anxiety present distinctive problemsin
performance-rdaed studies, asit can be quite difficult to distinguish between anxious behaviour
and coping behaviour. Thus, according to Hackfort et d. observation methods become useful
only in conjunction with sdf-statements and sdf-reports.

Precursorsto anxiety.

Precursors to anxiety (Jones et d., 1997) include fedings or cognitions that a performer
has previoudy experienced. They are deemed important due to their potentid to initiate worry
or increase physiologicad arousd. Performance expectations are antecedents of both cognitive

axiety and sdf-confidence (Martens et d., 1990). Martens and his colleagues noted that a
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performer’s perception of their ability gppearsto be an important antecedent of cognitive
awxigty. They dso dated that these antecedents are saf-evduative in nature.

Jones et d. (1997) added that tempora patterns of anxiety explain the emergence of
different anxiety patterns prior to a performance. Pre-performance reactions tend to be
cognitivein nature. Performers of dl kinds frequently worry about whether they will meet their
own and/or others' expectations. They also added that worrying thoughts might set off
physologicd activity that puts the performer in a mentally/emotionally/physicaly aroused state.

According to the current investigation, the researcher adds that this state may be
appropriate or ingppropriate for the performer depending on the demands of the specific task at
hand and their ided state of being. Prior to the performance, one needs to be directed toward
the appropriate task demands, which could help one to avoid experiencing a state of fragmented
attention.

Antecedents to somatic anxiety, however, appear to be non-evauaive. They havea
shorter duration and condgst mainly of conditioned responses to environmenta simuli (Morris et
da., 1981). Environmentad stimuli include such things as venue preparation and pre-performance
routines (Martens et d., 1990).

Lagtly, an interesting relationship between goa-setting and performance anxiety has
been researched; namdly, that god difficulty appearsto be avita determinant of both cognitive
axiety and sdf-confidence. According to Parfitt (1988), amagor predictor of saf-confidenceis
perceived readiness prior to a performance, with the externa environment contributing
ggnificantly. Parfitt’s research helped to explain why sdlf-confidence and cognitive anxiety could

be dissociated a times. Looking at this possibility of dissociation, through an intrgpersond



perspective, could potentidly assst the researcher in understianding the need for one's preferred

metamotivationa sate at the onset of a performance.
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Flow

How isanintringcdly enjoyable experience (Caksentmihdyi, 1975). A performer’s
effort is more effective and appropriate when in astate of “flow” (e.g., Cziksentmihayi, 1991,
Ravizza, 1977; Galwey, 1974). According to Czsksentmihdyi, when in the paratelic date (i.e,
gpontaneous and playful), individuds have atendency to experience flow more reedily.

Y oung's (1998) doctord dissertation, examined flow in professond tennis players.
Metamotivational states were shown to be related to performers experiences of flow. Young
aso chalenged traditiond flow theory. The researcher found that flow experiences could be
categorised to be either telic or paratdic. Interestingly, she dso found that players were
reporting experiences during play that represented a Sate opposite from their dominance as
shown on the Paratelic Dominance Scale (Cook & Gerkovich, 1993).

An example of flow in which performance results improved was a doctord dissertation
on reversa theory by Weinberg (1999). She suggested that both challenge and mastery were
primary motivators for ultradistance runners. These two metamotives undergo reversas as
runners switch back and forth between their need for chdlenge and their need for mastery.
When challenge and mastery were in baance, in Weinberg' s sudy, a“flow sae’, asit is
referred to, became increasingly likely. This gppears to support a need for determining one€'s
gtuaiond gate baance while performing a an intrapersond levd.

Environmental Stressors

Stress has been described by McGrath (1976) as*“ .. .the result of the interaction of an
individud with his or her environment which forces on the person ademand, a congtraint or an
opportunity for behaviour” (p. 4). He concluded that an imbaance or a mismatch between the

environmenta demand and the capability of the individud could be stressful in either the
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overload or the underload direction. This conclusion was supported by Kerr (1997a), a
reversal theorist, who stated that the extent to which ademand on a person is stressful (i.e.,
causng strain) depends on whether the individua perceives the Stuation as stressful.

Strain.

The concept of strain has helped explain why individuals experience stressors differently.
Strain is the specific response to a performer’ s negative appraisa of their adaptation to the
demands of a particular context or environment (Lazarus, 1966). Itisthe”...person’s
psychologica and physiological responseto astressor” (Sarafino, 1998, p. 70).

Some performers do not appear to be “strained” by externa factors and they seem to
cope quite well with a stressor, while others have a potentialy stressful response, or strain, to
the same stressor (Cherry, 1978; Jick et d., 1980). Furthermore, according to Kerr (1997a),
on any given day, performers may or may not perceive strain from the same stressor and/or
sressful event. Also, someindividuas respond to a stressor with avoidance, while others
respond to the same stressor with an gpproach motivation.

Uncontrolled stress.

There are three conditions when siress, unless somewheat controlled, will debilitate
performance and/or probably cause a decrement in performance. These are: (1) choking; (2)
warm-up decrement, and (3) “pardygs by andyss’. A description of choking is when the
performer with ahigh fear of fallureis prone to “freezing” under pressure because they are
concentrating more on the feared consegquences of mistakes or failures rather than on what
needs to be done in a positive sense (Smith, 1986).

An insufficient, interrupted, or poor warm-up/preparation could result in warnm-up

decrement (especidly for motor or physicd tasks) (Schmidt, 1988). Warm-up decrement effect
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is caused by loss of internd adjustment during arest period that might occur prior to or in the
midst of a performance (Joneset d., 1997). Explanations for warm-up decrement include (1)
feding inhibited (Eysenck, 1956), (2) forgetting (Adams, 1961), and (3) loss of activation
(Schmidt, 1988).

Under pressure, some performers emphasi se the process of performing more than the
outcome, leading to possible pardysis by andyss (Joneset d., 1997). Thisoccurswhen a
performer becomes mentdly “stuck” in the actua mechanics of the skill, unable to envison the
flow of asuccessful process and outcome of the skill. According to Jones et d., by focusing on
generd task cues, it islikely that performers may hinder themselves from conscioudy monitoring
the detailed movements that prevent a smooth and well-co-ordinated performance. Therefore,
automaticity (occurring when skills are executed automaticdly), at least in thisinstance, happens
when the performer avoids specific task cues and focuses their thoughts on the generd overdl
performance.

Findly, ambiguity isapsychologicd variable worth mentioning, as it can contribute to
uncontrolled stress while performing. It basicaly refers to Stuations where some or dl of the
information about the stressor is unknown. According to Neufeld et d. (1989), ambiguous
stressors are enigmatic, whereas “known” stressors are more predictable and manageable. Five
advantages of known stressors, as suggested by Neufeld and his colleagues, are (1) they help
the performer prepare psychologicaly for their impact, (2) they provide relatively safe periods
when it is known that the stressor will not occur, (3) they dlay fears of being overwhemed and
defenceless, (4) they lessen the startled response upon impact, and (5) they satisfy one’ s need to
eliminate ambiguity ether through past associations with ambiguity and negative outcomes or

through natural selection. These stressors, being known, are more likely to be controlled.
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Reversal Theory and Stress
There are three propositions that relate specificaly to Sressin the reversa theory
literature (Apter, 2001):

1. If thereis adiscrepancy between theided level of avariablethat isrelated to
ametamotivationd state and the actud leve of that variable, giving rise to an unpleasant
emoation or feding, thiswill be experienced as aform of tension whose strength will be
proportiona to the degree of the discrepancy. Such tension congtitutes tension-stress
and isinversdy related to hedonic tone.

2. Tendons from different discrepancies involving different motivationa variables
may combine to produce an overdl leve of tenson-dress at agiven time.

3. Theindividud may respond to tenson-stress with some degree or another of

effortful griving. Thisis known as effort-stress (p. 48).

Reversd theory has some unique perspectives regarding stress and handling stressors.
It has been suggested within reversal theory that vulnerability to stressmay be more prevaent
among people unable to reverse readily and appropriately out of their preferred mode (Fontana
& Vdente, 1993b). This means that performers under stress might stay in or shift to their
preferred state, despite that state being inappropriate for coping with the stressor at hand.

According to Jones et d. (1997), reversal theory adso makes a paradoxical prediction
that an increase in the frequency or saverity of stressful events may bring about improvement(s)
in apeformer’semotiona and physica functioning. This possible improvement through
repeated stressful Stuations might lead a performer to better cope with the experience of various

stressors in the performance.
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For example, it was reported by Martin (1985) and supported by Martin et a. (1987)
and Martin et d., (1988) that paratelic dominant individuas (i.e., those preferring the playful and
spontaneous Sate) are adversely affected by the absence of stressorsin their everyday lives.
These individuas actudly thrive on moderate amounts of stress. Stress seekers, according to
Martin and his colleagues, are somewhat of an enigma; however, the notion is that some
performers are prone, through positive experience, to seek stress.

It appears that performers who prefer high leves of arousd, or high levels of menta or
emationd gimulation, may possbly benefit from the sressful Stuations others avoid. When high
dimulation is absent, at least for these performers, the negative effects of Sressare present in
low gimulation, such as in boredom or relaxation. In addition, Martin (1985) stated that
differences between telic (i.e., serious and planning-oriented) and paratelic dominant individuas
have been found to be greater when stress levels are not so severe, but range from low to
moderate.

In a subsequent study, support was given for these abovementioned findings stating that
telic and paratdic dominant individuas differ in their response to stress (Martin et d., 1987). It
was found that paratelic dominant individuals experience greater dysphoria, or depression
accompanied by anxiety, in the absence rather than in the presence of ongoing stressors. Yet a
third study reveded that paratelic dominant subjects were relaively unaffected by moderately
stressful conditions while telic dominant subjects were adversdy affected (Martin et d., 1988).
All three studies have suggested that paratelic dominance (or the paratelic state) may have a
stress-moderating effect.

Martin et a. (1988) dated that reversal theorists do not view stress as dways

deleterious or noxious, but see it asinvigorating for some people, providing them with an
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enhanced sense of chdlenge and excitement. Inasmilar vane, it has been suggested thet a
distinction may be made between eustress and distress (Selye, 1976) or good stress and bad
dress (Ursin & Murison, 1983). Reversd theory (e.g., Martin et d.) suggests that differences
between the two reside not so much in the nature of the actual events but rather in the
metamotivationd gate of the individua who is experiencing the stressors.

The summary by Martin et d. (1988) supported the phenomenologica gpproach
whereby a performer’ s subjective view of an experience determines the affect of that
experience. In addition, other researchers have identified differences in aperformer’s gppraisas
of stress and coping styles based on metamotivationa dominance (e.g., Kerr, 1987b; Kerr &
van Lienden, 1987; Svebak & Kerr, 1989; Wilson, 1993). These satements imply that
individuas having paratelic state balance probably view stress and coping with stressors
differently than those having atdic ate badance.

Tension-stress and effort-stress.

According to reversd theory, stressis thought to arise as aresult of tenson. Thistenson
has been defined as a“ discrepancy” between the actud (real) and idedl (preferred) levels of a
variable. “ The term tenson Stress refers to the discomfort that people fed when (they perceive)
adiscrepancy between ther actua and ided levels of a given phenomenologicd dimension...”
(Potocky et al., 1993, p. 24). There are two possible forms of arousal discrepancy, according
to Kerr (19974), that arise not only because arousa levels can be too high or too low, but also
because these levels are too high or too low in rdation to two different levels of arousal. These
two forms of arousal are referred to as (1) tenson-stress, and (2) effort-stress.

Jones et d. (1997) outlined four possible forms of stress according to reversa theory in

relation to these forms of arousd:
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1) Tdic tendondress is thought to arise when conditions of high arousd are
experienced by theindividud in the tdlic sate, resulting in unpleasant fedings of anxiety.
2) Paratelic tendon-gressis more likdy to arise from conditions of low arousd
experienced as unpleasant boredom. 3) Telic-effort stressis experienced during coping
efforts amed at reducing tenson. 4) Paratdlic effort-stressis concerned with increasing
levels of arousd to anided levd, often by means of pleasant present-oriented coping

activities (p. 112).

Tenson-gressis defined as the uncomfortable experience of a discrepancy between the
ided and actud level of avaridble. Both anxiety and boredom are forms of tension-stress,
because they both represent deviations from the leve of arousd desired at the time (Apter,
1989). Apter explained the differences in tenson-dressin thetelic and paratdic sates by
uggeding:

Stress arising as aresult of too high demand (e.g., arousd levels higher than ided, posing

athreat which resultsin anxiety) is known atelic tensgon-gtress. Stress arising as aresult

of too low demand (e.g., arousa levels lower than ided, resulting in alack of imulation
or threat which leads to boredom) is known as paratelic tenson-stress (Apter, 1989, as

cited in Kerr, 19974, p. 157).

Effort-gress is defined as the experience of expending effort to avoid or reduce tension+
stress (Apter, 1989). Effort-stress refersto the actua effort that people must expend to reduce
tension (Potocky et d., 1993). Effort-stress occurs as a response to tension-stress, as aresult

of theindividud’s attempt to cope with some threet or chdlenge, (i.e,, effort amed at reducing
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tenson-stress) (Apter & Svebak, 1990). So telic effort-stress, according to Apter et d.
(1990), seemsto be amilar to the medicd modd of stress, which looks a one' s coping efforts
to reduce tension.

Effort-dressis experienced differently in thetdic and paratelic sates. When the tdlic-
dominant individua handles effort-stress it takes the form of effortful attempts at coping with the
stressor (Apter & Svebak, 1989). When a paratelic-dominant individua handles effort-stress,
the concern is with an active setting up of chalenges (Apter et a., 1989). Kerr (1997a)
explained:

Paratelic effort-stressis an interesting concept because it dlows for the fact that some

people may actudly enjoy having to cope with stressful conditions. In other words,

what would otherwise be stressful, and is conventiondly regarded as stressful, becomes
instead something that is pleasant and joyful. Inthis sense, paratdic effort-stressis not

redly stressful at dl (p. 158).

Sress response and individual differences.

Traditional research on stressors and performance has used terms such as stress,
arousd, and anxiety interchangeably. Neverthdess, thetopica areaof individud differences
within the stress-related research has been explored in regard to the uniqueness of each
individua’s stress response. Individud differences to performance emphasise gender,
persondity, the role of effort and different stressors. The most popular individud difference
variablesinclude, for example, competitive trait anxiety (Martens, 1977; Martens & Gill, 1976)
and skill level (Martenset d., 1990). In reversd theory, telic dominance, as investigated by

Matthews (1985) could be related to these existing congtructs in individua- differences research.



Although severd researchers (e.g., Mulder, 1986; Humphreys & Revelle, 1984;
Sanders, 1983) have suggested that effort might play an integrative role in moderating the stress
response, Apter (1989) included effort as potentidly part of the problem. According to Apter,
some individuas respond with more effort than is needed, thus the effort becomes the primary
sressor. Soinreversd theory, effort-stress can create more distress.

Various stressors (e.g., fatigue and fear) may have different effects upon components of
performance. The effects of stress gppear to be individua and task-specific. Thus, Stress
effects are dependent upon the information-processing skills of individuas to meet different task
demands. Understanding how different stressors impact on our stress and performance explains
why some individuals may be vulnerable to specific demands within the performance, such as
taking risks while feding threetened. The contention is that stress effects appear to be individud
and specific to each person in every unique performance stuation (Humphreyset al., 1984).
These stressors are unique and complex.

Coping strategies.

If stressis such an important factor, such as in academic Stuations or competitive sports
performance (Patmore, 1986), then the ability to cope with it is clearly crucia. Coping has been
defined as“...€effort, both action-oriented and intrapsychic, to manage (that is, master, tolerate,
reduce, minimise) environmenta and internal demands, and conflicts among them which tax or
exceed aperson’sresources’ (Cohen & Lazarus, 1979, p. 219).

As previoudy mentioned, stress does not dway's have negative connotations. In order
to function at an optimal levd, a performer must learn to gppropriately cope with various interna

and externd digtractions. By “optima”, reversa theory takesinto consderation both the idedl
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amount of arousa for amost successful task performance and having the best sense of hedonic
tone, or the most pleasure while doing so (Apter, 1989).

The telic dominant individua, as investigated by Howard (1988), engagesin
predominantly problemfocussed coping strategies, as supported by Apter (2001). On the
other hand, paratelic dominant individuals may thrive on moderate amounts of stress while being
adversdly affected by alack of stressorsin their lives (Martin et ., 1988). Paratelic dominant
people engage themsdves in emoation-focussed Strategies, such as wishful thinking (Apter,
2001).

Findly, reversd theorists Svebak and Apter (1984) contended that telic dominance
might be a factor that predisposes an individua to high cardiovascular reactivity. However, they
differentiated this predigposition factor from the Type A persondity. Svebak et a. (1985)
supported the previous study after taking physologica measurements during task performance.
The study demondtrated that telic dominant subjects had steeper EMG gradients; higher tone
skin conductance and greater thoracic respiratory amplitudes than did paratelic dominant
subjects.

Relevance to the current investigation.

Stress may be interpreted negatively (e.g., boredom or anxiety) by one performer (e.g.,
adult educator), but percelved postively (e.g., excitement, chalenge) by another. Generdly
gpeaking, mismatches or discrepancies between ided arousd and “felt” (i.e, physcaly
experienced) arousal are thought to provoke stressin the individud.

Note however, that the reationship between the telic- paratelic pair and arousal takes
the form of a preference and that, under certain conditions, high levels of fet arousd in the telic

date or low levelsin the paratdlic state may well be tolerated (Kerr, 1997a). This concept, that
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performers are unique in their perception of stress, is crucid for the current investigation; the
generdisation of the stress response is undermining a person’s unique individudity. Asone of
the performance variables is perceived effort, tensonstress and effort stress are considered in

relation to their possble effects on perceived competence.



Mood and Affect

There is no universaly accepted definition of mood (affect) (Prapavessis & Grove,
1994). Hanin (2000) gated, “(m)ood is the global set of affective states experienced on aday-
to-day bass’ (p. 269). Prapavessiset d. agreed that mood is best defined as arelatively short-
term feding state or emotiond tone. They described these tones as involving various specific
types of both positive and negative emotions, such asjoy, anger, tendon, vigour, excitement and
o forth.

Mood states (or affect) and performance appear to be closaly connected, asthey are
specific to each individud in amanner consstent with Hanin's (1980) Zone of Optima
Functioning (ZOF) model. The ZOF teaches performersto recdl their best ever performance
and then complete a Sate anxiety measure on the basis of their recollected fedings (Hanin,
1989). These affective reactions are determined in part by the individud’ s attributiona
conclusions (how they emotionaly perceaive the reasons) for their success and/or falure
experiences.

In performance, emotions are usudly triggered by success and fallure. Affective
reactions are assumed to subsequently influence both a performer’ s expectancy of future
outcomes (i.e., results) and levels of persstence (Robinson & Howe, 1989). Emotions are,
therefore, a sgnificant part of a performer’s motivation and anticipation of performance
outcome. Research of any link between causdl (rationd) attributions and affective (emotiond)
reactions (e.g., Hill & Biddle, 1985; McAuley, Russl, & Gross, 1983; Robinson & Howe,
1987; Vdlerand, 1987) has been limited, according to Robinson et a. (1989).

Mood Inventories



81

The most widdly used mood inventory has been the Profile of Mood States (POMS)
(McNair, Lorr, & Droppleman, 1971). Thisinventory measures 6 identifiable mood or affective
dates. tension, depresson, anger, vigour, fatigue, and confusion. The POMS has received much
criticiam as an assessment tool in performance research, primarily due to the fact that dl but one
of the moods in the POM S are negative (Heyman, 1982; Miller & Eddington, 1984). Steptoe
and Cox (1988) rectified the POM S with the addition of 3 positive moods to provide a baance
between the negative and positive moods.

Another widely used survey isthe Stress Arousal Check Ligt. It measures the
component of activation in the experience of pleasant and unpleasant moods (Mackay, Cox,
Burrows, & Lazzerini, 1978). Prapavesss, Berger, and Grove (1992) made the suggestion to
compare mood gates at training with mood states prior to an important performance, which
would then determine the moods' distinct and combined influence on one' s performance.
Various researchers have suggested that chronic mood disturbance (Morgan, Brown, Raglin,

O’ Connor, & Ellickson, 1987) and acute mood disturbance (Prapavessis et d., 1992) might
both be directly related to a performer’ s training/work load (e.g., staleness, burnout) level.

Despite the advantages of using self-report measures of mood, there is legitimate
concern over their vaidity (e.g., Barret, 1996; Cartensen et d., 1983; Gotlib, 1984).
Prapavessis et a. (1992) reported that to Smply average mood states across subjects (i.e.,
inter-group comparisons) fallsto control for individua reactionsto agiven level of mood or
pattern of mood change. He Stated that moods need to be examined in relation to intra- subject
vaiations.

Nevertheless, saif-reported mood represents the most reliable and possibly the only

window that researchers have on conscious, subjective emotiona experience (Barret, 1996).
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Physiologicd measures have been found to have uncertain and incongstent relationships to
conscioudy reported emotiona states (Feldman, 1993; Lang, 1994). In many circumstances,
sdf-report measures are the only way to access aspects of emotional experience occurring
outside the [aboratory in the context of people' s daly lives (e.g., Feldman, 1995a; Larsen,
1987; Oatly & Duncan, 1994; Penner, Shiffman, Paty, & Fritzsche, 1994) (Barret, 1996, p.
48). Thus, sdlf-report measures of mood continue to be one of the most commonly used tools
in research on human emotions because such measures are quick, easy, and they offer amore
direct measure of emotiona experience than behaviourd, faciad observations, or physologica
measures.
Mood, Affect, and Reversal Theory

Reversd theorigs are bdieved to have a well-baanced approach toward examining
moods by incorporating both positive and negative emotions in relation to performance (Kerr &
Svebak, 1994; Mdeset d., 1996). Reversd theory’s systematic structure of 16 primary
emoations provides the theoretical bases for studies seming from the reversal theory perspective.
These emotions congst of elght somatic mood adjectives (i.e., relaxation, excitement, placidity,
provocativeness, anxiety, boredom, anger, and sullenness) and eight transactiond mood
adjectives (i.e., pride, modesty, gratitude, virtue, humiliation, shame, resentment, and guilt).

Reversd theorigts, Cox and Kerr (1990) stated that the relationship between
performance and mood takes either one of two directions. Ether mood determines
performance or performance determines mood. They concluded that success and failure may
affect mood, and in turn, that mood may determine some aspects of subsequent performances.
According to Cox and Kerr (1989, 1990), mood reflectsthe individud’ s primary gopraisa of

their interactions with the totd Stuation and their secondary gppraisa of how wdll they are



coping with any problems arising from the interaction. Two rugby studies (Kerr & van Schalk,
1995; Wilson & Kerr, 1999) showed players mental states, in terms of percelved emotions and
arousa levds, as being condstent across different matches (i.e., performances).

The current study investigates hedonic tone in terms of an adult educator’ s perceived
arousal discrepancy. According to Kerr (19974), the emotiondity examined within arousa
discrepancy emanates from the positive and/or negative, somatic moods specificdly of the telic
and paratelic gates, which are (1) relaxation, (2) excitement, (3) anxiety, and (4) boredom.
Only one other study examined an academic teaching sesson from areversd theory
perspective. Shelley (1999) examined teacher’ s stress levels and examined moods emanating
specificaly from the positive and/or negeative, transactional mood adj ectives experienced during
adisruptive class.

Another study broadened the range of stressful events examined, and once again, a
positive linear relationship was found between stressful event levels and relaive mood
disturbance for telic-dominant subjects (Martin et d., 1988). Previous research supported this
clam regarding paradic-dominant individuds, in which Martin et d. (1987) dated that paratelic
(i.e, playful) subjects showed an initia decrease in mood disturbance asthe leved of stresstul
eventsincreased from low to moderate. Interestingly, a more extreme levels of stress, paratelic
subjects showed a significant increase in mood disturbance.

Hedonic tone.

Hedonic tone is a dimension from low/negative/bad mood to high/positive/good mood.
Apter (2001) described it as.

(m)ovement toward the preferred level of amotivationd variable...accompanied by

increasingly pleasant emations or fedings, and increasingly positive hedonic tone, these



reaching their optimd levds a the preferred levd itsdf. The opposite is the case when

there is movement away from the preferred leve (p. 39).

Many investigators have consdered the vaence (or combination of positive and negative
emoations) to be the sngle most important dimension of one' s affective experience (e.g., Diener,
1993; Izard, 1977; Russdll, 1991). Barret (1996) dtated that given the importance of vaencein
affective experience, it was deemed necessary in her research to demondtrate the vaence
dimension or hedonic tone (i.e., experienced degree of pleasure) of the mood (e.g., “I fed
good” vs. “| fed bad”), rather than to merely evauate the vaue of the mood (e.g., “Thisisa
good feding to have’ vs. “Thisis abad feding to have’).

In reversa theory, arousd is linked to two different metamotivationd states, known as
telic and paratelic. The relationship between arousal and hedonic tone (i.e., experienced
pleasure) is bistable (or two preferred levels of arousd) rather than homeostatic (only one
preferred level of arousal) (Kerr, 1997a; Apter, 1981b). In other words, when the performer is
intheided leve of arousd for the date they are in, postive hedonic tone results.

Inthetdic and paratdic Saesthereisanided arousd, and thisided leve isdifferent in
each state. According to Kerr (19974), individuas in the telic Sate prefer low arousd and
individuds in the paratelic date prefer high arousd. In the telic sate individuds relax, and in the
paratelic sate individuas experience excitement. Conversely, high leves of arousd for the teic
person and low levels of arousal for the paratelic person are associated with negative hedonic
tone (i.e., experience of displeasure) (see Table 2). In addition, reversa theory, according to
Kerr, proposes that the intensity of emotions experienced by an individud will vary the levd of
fet arousd (i.e., somatic emotions), as well as the transactiond outcome (i.e., transactiond

emotions between two people) being experienced.



Table?2

Arousal Levels and Telic and Paratelic Reversals

Telic State Paratelic State
High Arousal  Unpleasant (anxiety) Pleasant (excitement)
Low Arousal Pleasant (relaxation) Unpleasant (boredom)

(Source: Kerr, 1997a, p. 17)

Relevance to the current investigation.
The current investigation has observed through sdlf-reported mood, affect, and hedonic
tone while teaching. The adult educators perceptions of pleasure and displeasure were

observed specificdly as one of the performance variables of their teaching experience.



Individual Differences
Gender Issues

Someindividud differences within the performance relm have been identified by
gender. It has been found that females focus more on persona gods and standards, whereas
males focus more on interpersona comparison and winning (Jones, Swain, & Cae, 1990).
Femaes have reported |ess confidence and lower expectation of success than maes (Gill,
Ruder, & Gross, 1982).

Jones and his colleagues (1990) found that predictors of cognitive anxiety levels and
sdf-confidence in femades related to sdlf- perceptions of how they persondly vaue “doing well”
inapeformance. Perceived mentd readiness was aso a strong influence for femaes. On the
other hand, males cognitive anxiety and self-confidence are predicted by levels of sdf-efficacy
(or the extent to which they think they will be successful) in a performance. Comparison to
ancther’ s ability in reation to their own was dso a strong influence for maes.

Martens (1977) reported that femaes are consistently prone to higher levels of
performance-specific trait anxiety. Asreveded in astudy by Joneset d. (1989) femaes
reported higher levels of competitive state anxiety than did males. They aso reported that
cognitive anxiety increases as the performance draws near. Jones et d. aso found that femde
anxiety measures are generaly higher immediately before performance and they demondtrated a
quicker increase in somatic anxiety.

According to Durkin (1987), there tends to be a greater socid acceptability of females
reporting anxiety symptoms than maes. Because femdes have been found to have a greater
willingness to report fedings (especidly unpleasant fedings) than maes, these findings could be

somewhat biased (Jones et a., 1997).
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Lastly, some gender differences are explained by other sociologicd differences.  Using
examples from sport, Andersen and Williams (1987) suggested that males are exposed to
competition earlier and are socidly conditioned to have a more competitive orientation than
femaes.

Subcomponents of Performance

Subcomponents of performance, which are thought to be important in enhancing
competence, are one' s reaction time (e.g., Jones, Cae, & Kerwin, 1988; Parfitt, 1988) and
one sworking memory and perceptual speed (e.g., Idzikowski & Baddeley, 1987; Jones et d.,
1989; Parfitt, 1988; Parfitt et d., 1987). During early research to determine the influence of
arousal on efficient processaing of information, Hockey and Hamilton (1983) argued that different
performance patterns emerge under a variety of environmenta stressors. They identified
multiple forms of environmenta stressors during performance. Asthey discovered how different
stressors affected performance, these two researchers mapped out detailed performance
patterns for individua stressors as they occurred in alaboratory setting. Variablesthat were
tested included speed, accuracy, dertness, selectivity, and capacity of short-term memory.

Metacognitive skills.

There are many stressors in the competitive environment that may prevent a performer
from ataining a pesk performance (Czikszentmihdyi, 1975; Privette & Landsman, 1983). After
reviewing the literature, Hardy (1989) suggested thet five metacognitive skills could be identified
within the experimentd literature. He suggested these skills are important determinants of pesk
performance. These skills are god setting, imagery, anxiety, activation control, and attentiona
control. Thisis conggtent with the finding that dite performers are characterised by (1) greater

motivation, sef-confidence, and sdf-efficacy; (2) more highly developed attention control



drategies (with the ability to focus more gppropriately and to visudise interndly, rather than
visudising only externdly), and (3) having lower levels of anxiety than novice performers
(Mahoney & Avener, 1977, Mahoney, Gabrid, & Perkins, 1987).

Goal setting.

God <etting is regarded as an important strategy for the enhancement of both motivation
(eg., Deci & Ryan, 1985; Latham & Locke, 1975; Roberts, 1986) and sdf-confidencein
performance (e.g., Bandura, 1977a; Locke, Frederick, Lee, & Bobko, 1984). In their research
on god-setting and performance, Locke and Latham (1985) made a number of proposals,
which included (1) specific, chdlenging gods lead to a superior performance more than
moderate or easy gods, (2) feedback is crucia to the goa- setting process, (3) the acceptance
of gods (by the performer) isimportant if god setting isto be effective, and (4) competition may
improve performance through the setting of higher, more chdlenging goas. In addition, Cde
and Jones (1989) dtated that levels of cognitive anxiety and self-confidence need to be
consdered when assessing a performer’ slevd of god difficulty.

Imagery, aso a cognitive skill, is being able to visudise or form apicture in one s mind.
Imagery can be used to reduce anxiety (Suinn, 1983) and to increase self-confidence (Bandura,
19778). Despite condderable evidence in favour of imagery as avduable kill in performance,
the exact mechanisms by which it exerts its influence are often misunderstood (Hardy & Nelson,
1988).

Attentional control skills.

Performance depends on the ability to attend to task-relevant cues while ignoring task-
irrdlevant information. A performer’s ability to remain focused in this manner istermed

atentiond control. Different types of attentiona focus, or having the ability to atend to



goppropriate stimuli, are required for different types of Stuations and events (Nideffer, 1985,
1998).

Three areas of research on attentiona control have contributed to performance routines,
which are (1) digtraction theories, concerned with loss of attention caused by shifting the focus
of attention to task-irrdevant cues, thusignoring critica task cues, (2) sdf-awarenesstheories,
concerned with being salf-conscious and the effects of socid facilitation of the tasks-at-hand;
and (3) capacity theories, concerned with attaining a performer’ sfull foca capacity and ability to
comprehend new information.

Attentiond control may be lost due to increased physiologicd arousal. According to
Landers (1981), increased physiologica arousal can create periphera narrowing (i.e., tunnel
vison). Anxious performers, as observed by Nideffer (1985, 1998), are more susceptible to
task-irrdevant thoughts (or thoughts that are not relevant to the task- at-hand) than performers
who are not in anxiety overload. Anxious performers aso tend to experience negative thoughts
when under pressure, which may become sdf-debhilitating to performance. Schmidt (1938)
agreed stating that performers suffering from distractibility tend to experience sudden and
sgnificant decrementsin performance. Cox (1998) supported the previous research and added
that high levels of arousd may lead to the phenomenon of digtractibility.

The performer who has the ability to shift attention as the Stuation demands has a better
opportunity to meet performance task demands (Nideffer, 1998). Nideffer stated that being
ableto exclude irrdevant information alows the performer more time for meeting task demands.
Davies (1989) agreed, ating that being able to exclude irrdlevant information can adversely
affect anticipation skills, such as the way a person makes decisions of what to do and whento

doit.



An important aspect of attentiona control involves focusing on process gods rather than
outcome goals (Cox, 1998). According to Cox, the performer who focuses on the process of a
task in the moment tends to have an advantage. The performer’ s ability to meet task demands
improves by staying in the moment.

Empirica studies on atentional control skills are lacking, as reported by Jones et dl.
(1997). Even though cognitive anxiety can impair performance by disrupting attention (Wine,
1971, 1980), the research is surprisngly limited.

Two digtinct forms of sdf-regulation training that have been identified by Hardy et 4.
(1988) are (1) one-to-oneteaching by adinician, and (2) programmed learning using mentd
teaching packages in the form of books, tapes, and workbook packages. Relatively little
research evauating these packages has been published, according to Seabourne, Weinberg,
Jackson, and Suinn (1985) and Straub (1986).

Individual Differences and Reversal Theory

According to Apter (2001):

Individuds differ, among other things, in respect to:

1. Ther current dominance in relation to each pair of metamotivationa states. The
profile of such dominances over dl pairs of metamotivationd statesis known as
the individud’ s sdf-pattern.

2. Ther lability, or ease with which reversals occur, either overall or for each
specific pair.

3. Therdative salience that they tend to experience for each pair of
metamotivationd dates (i.e., the rdative importance of each domain of

experiencein their lives).
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4. Ther key states—the states that tend to occur frequently in their experience and
to be focal when they do occur.

5. Theway in which coactive Sates in an array tend to articulate with each other.

6. Thekinds of events or Stuations that tend to induce different metamotivetiona

states (p. 46).

Relevance to the current investigation.
Overdl, as agroup, adult educators can be looked at in terms of having smilar gods.
However, individudity needs to be considered when observing intrgpersond differences of self-

perceived teaching competence.
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SHf-Esteem

In 1998, Aidman stated, “...that both valence-based and self-worth/sdf-competence
modeds may need to be combined in amore redistic conceptudisation of globd sdf-esteem” (p.
735). Aidman stressed “...the importance of capturing the affective nature of self-esteem and,
hence, the need for more indirect measurement procedures sengtive to implicit saf-views’ (p.
735).

Sdf-esteem is aso a process of one's cognition. Cognitions are functions of emotion
and motivation (Apter, 2001). It isthought that individuas seek cognitions that resonate with
their metamotivationd states. Thus, cognitive gpproaches are not excluded when they are
integrated with affective or motivationa processes.

The sdf, as defined by Chaplin (1985), is“the individud as a conscious being, the ego,
the persondity or organization of traits, and the proprium, or the body senses, the awvareness on
the part of theindividud of hisidentity, continuity, striving, and image” (p. 414). Research on
sdf-esteem, as observed by Markus and Wurf (1987), started to make serious progress since
abandoning the uni-dimensond concept of self-esteem. They Stated that the saf is defined as
“...adynamic interpretive structure thet mediates most significant intrapersona processes
(including information processng, affect and motivation) and awide variety of interpersond
processes (including socid perception and reaction to feedback)” (p. 300).

Sdf-esteem is essentidly having the combined feding of sdf-competence and self-
worth. According to Mahi (1997), self-esteem empowers individuals to attain desired gods
and to optimise their potentid. He explained that being competent is normaly associated with

doing something well. But to be competent is dso being sdlf-aware, knowing yoursalf, meaning



underganding one s sdlf. So, in essence, saf-worth is aout one' s sense of doing and one's
sense of being.

Mahi (1997) created a salf-esteem mode that focused on a positive beief sysem. This
modd emphasised sdf-renewd, which involves a physicd, mentd, spiritud, and socid renewd
of one' ssdf. He described the modd as one that enhances self-esteemn through various steps of
combining the sense of being and doing.

Sdf-esteem refers to the way one fedls about oneself. DeVito (1998) described the
two kinds of sdf-esteem as (1) Stuationd, and (2) characterlogicd. Stuationd sdlf-esteemis
when a person has high or low sdf-esteem in a specific context (e.g., teaching).

Characterlogical sdlf-esteem iswhen aperson has high or low self-esteem that isglobd and is
evident in dl aress of the person’slife (e.g., generd sdlf-esteem). Stuationd self-esteem could
be consdered as State salf-esteem, whereas, characterlogicd sdlf-esteem could be viewed as
trat sdf-esteem (McKay & Fanning, 1998).

According to Riessman (1993), teaching demands much sdf-investment (of taent,
persondity, skills, and ideas) and much sdf-expresson. More specificdly, Pollard (1985)
emphasised that a teacher’ s persona sdlf-image can be at stake. Nias (1989) recognised the
vulnerability of the teacher by stating that classroom events can confirm or thresten ateacher’s
image of professona competence.  Riessman concluded, that it is naturd to draw adistinction
between ateacher’s sdif as part of the professonad role and the teacher’ s saf as a person.
Performance Self-Esteem

Elko and Ostrow (1991) worked with gymnasts and their self-esteem. The athletes
often believed they were much better individuas when performing well than when not performing

well. A sdf-esteem study by Martin et d. (1994) found supportive results stating that high sdlf-



esteem subjects perceived their performance to be better than low saf-esteem subjects
perceived their performanceto be. It has been reported that individuas high in saf-esteem tend
to attribute success to interna, stable, and controllable factors more than individuasin low sdlf-
esteem (eg., Marsh, Cairns, Relich, Barnes, & Debus, 1984; Weiss, McAuley, Ebbeck, &
Wiese, 1990).
In terms of tests, Stake (1979) developed a 33-item scale of performance sef-esteem.
Its purpose was to tap self-evaduations of ability and performance. It was primarily intended to
identify gender issues, and was not treated as a state measure.
S f-Expression and Performance
SHf-Evaluation
Leadership competencies consst of emotiond sdlf-awareness, accurate salf- assessment,
and sdf-confidence (Goleman, 2002). Adult educators can be viewed asleaders. Adult
educators conduct learning in a group environment and are believed to be psychologicaly
competent based on the following three areas of Ieadership competence (Goleman, 2002:
Emotional self-awareness. Leaders high in emotiond sdf-awareness are
atuned to ther inner Sgnas, recognizing how their fedings affect them and their job
performance. They are attuned to their guiding vaues and can often intuit the best
course of action, seeing the big picture in acomplex dtuation. Emotionaly sdf-aware
leaders can be candid and authentic, able to speak openly about their emotions or with
conviction about their guiding vison.
Accurate self-assessment. Leaderswith high sdf-awarenesstypicaly know
ther limitations and strengths, and exhibit a sense of humour about themsalves. They

exhibit a gracefulnessin learning where they need to improve, and welcome condructive
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criticism and feedback. Accurate self-assessment lets aleader know when to ask for
help and where to focusin cultivating new leadership strengths.

SHf-Confidence. Knowing their abilities with accuracy dlows leadersto play
to their strengths. Sdf-confident leaders can welcome adifficult assgnment. Such
leaders often have a sense of presence, a salf-assurance that letsthem stand out in a

group (pp. 253-254).

Sdf-awarenessis “ingght into the reasons for one’'s own behaviour...” (Chaplin, 1985,
p. 414), and it isasgnificant part of the self-evauation process. Individuds possessng sdlf-
understanding and who have a hedthy sdf-esteem are aware of their strengths (McKay et d.,
1998).

Sdf-criticiam is “the ability to recognise one' s weaknesses or limitations...the recognition
that one’ s accomplishments do not measure up to sociad standards or to expectations set by the
sf” (Chaplin, 1985, p. 414). Some individuds deceive themsdves by not recognising their
limitations. Chaplin dates that sdf-deception is the “failure to recognise one'sown
limitations...” (pp. 414-415).

Affect may influence perception indirectly through itsimpact on the cognitive processing
involved in the evauation of aperformance. Thiswasreveded in astudy by Robbins and
DeNig (1994) in which they identified affect as influentid to the process and outcome of
performance eva uation.

Research by Feldman (1981) stated that both “ affect-consstent” performance and

“affect-inconggtent” performance were perceived as more meaningful and weighed more heavily



than “affect-neutrd” performance. He commented that if the ratee' s performance is condstent
with the rater’ s affect, it islikdly that the performance will be easier to evduate.

Three motives guide one' s self-evauation (Wayment & Taylor, 1995). These consst of
accuracy, self-enhancement, and saf-improvement.  Self-perception theory takes “the postion
that people often make inferences about their attitudes as aresult of observing their own
behaviour” (Chaplin, 1985, p. 415). For example, an adult educator may perceive that they are
becoming a more effective teacher because they believe themsdves to be showing less signs of
incompetence in their delivery of the lesson. Wayment et d. aso added that sdif-esteem might
a0 contribute to one's self-evduation srategies. Individuds having low sdf-esteem tend to use
more social-comparison information (interpersond), and those with high sdf-esteem tend to use
more persond standards of information (intrapersond).

The concept of processing sdlf-evauations based on an individud’ s vulnerability to
others evauations was supported by Crowley (1999), who provided four quadrantsin which
people find themsdves.  The firgt quadrant conssts of those who have high sdlf-evduations plus
low vulnerability to others expectations. The second quadrant is made up of those who have a
high sdf-evauation plus high vulnerability to others evduations. The third quadrant contains
those who have alow sdlf-evduation plus a high vulnerahility to others evduations. And ladtly,
the fourth quadrant describes those who have alow sdf-evauation of sdf plusalow
vulnerability to others evduations. Within Crowley’ s theory of empowerment therapy, he
gated that fluctuations and movement from one quadrant to another might be subject to certain
variationsincuding mood and social circumstances. A high vulnerability to othersis seen as
detrimentd to one's saf-esteem, while alow vulnerability to othersis conducive to a higher sdlf-

eseem.
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One s sdf-concept (i.e., the evaluation and appraisa of onesdlf) isa product of
experience. Individuas acquire their salf-concept primarily from what others reved they think
about them, observations of their own behaviour, and the consequences thereof. Bower and
Bower (1991) dtated that having interndised the slandards and beliefs of those who judge,
people gradudly come to describe themselvesin terms of how they deviate from the norm.
Consequently, people become anxious when their performance is being closely evaluated due to
the fear of possible inadequacy.

In the process of sdlf-observation (i.e., introspection) and sdlf-evauation, being able to
sdf-accept without the need for socia acceptance isasign of true salf-acceptance. “ Self-
acceptance is an attitude of being essentidly satisfied with onesdf, one' s qudities, and one's
gptitudes, and of recognising one' s limitations’ (Rosenfeld, 1979, p. 414).

Motivated reasoning.

Motivated reasoning and wanting to not appear faulty in any way to onesdf or to
another person may create a dilemma for some people to objectively rate their own
performance. Motivated reasoning can come in aform as extreme as atota denid and lack of
awareness of any seemingly negative performance issues, and having low self-acceptance.

The rules on which “reasoned denid” is based are Smilar to those governing the
individud’s normd cognitive activity. Reasoned denid has been represented in the form of “if-
then” implications, wherethe® to-be-denied” bdief playsthe role of a consequence drawn from
agiven premise (Micdi & Cagelfranchi, 1998). So, in order to deny such a consequence one
may ether deny its premise, or search an dternative consequence or premise. The remaining

option isto deny the very reaion of theimplication. According to Micdli et d., each type of



reasoning islogicdly biased, while a the same ingtance, psychologicaly plausible and convincing
to salf and/or another.

Individuas tend to be more sengtive when processing information they do not want to
believe than they are with regards to information they do want to believe (Ditto, Scepansky,
Munro, Apanovitch, & Lockhart, 1998). Ditto et d. stated that people believe the information
about themsalves more readily when they want to believe it.

Kunda (2000) supported these observations with consderable evidence further
demondrating how individuds are more likely to gather the conclusions that they want.
However, according to Kunda, often their ability to do so is somewhat constrained by their
inability to construct seemingly reasonable judtifications for their conclusons. Kunda dso
speculated the possibility of mativation affecting reasoning through reliance on abiased set of
cognitive processes, such as strategies used for ng, condructing, and eva uating beliefs.
SHf-Disclosure

Severd influences upon self-disclosure include culture, gender, and persondity. Sdif-
disclosure is communication in which a person reveds information about onesdf (DeVito,
1998). Sdf-disclosure concerns thoughts, fedings, and behaviours that have a Sgnificant
bearing on the individud. Thus, sdf-disclosure could refer to one's own actions. DeVito stated
that dthough by definition self-disclosure may be any information about the sdif, it isin practice
most often used to refer to information that an individud would normaly keep hidden, rather
than information that smply had not been previoudy reveded.

According to DeVito (1998), individuds who have a high sdf-esteem tend to sdlf-
disclose more than those who are low in sdf-esteem.  Individuas who are more competent tend

to perceive themselves to be more competent, and therefore they have the saf-confidence



necessary to take more risks with sdlf-disclosure (McCroskey & Lawrence, 1976). According
to Rosenfeld (1979), amgor reason for not salf-disclosng isthe fear of projecting an
unfavourable image. McCroskey et d. suggested that perhaps those individuds with a higher
perceived competence might have more postive things about themsaves to disclose than those

who perceive themsaves to be less competent.
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Sif-Report of Mood and Affect

Social desirability.

Sdf-reports of mood and affective experience are the most frequently used measure of
subjective emotiond experience (Barret, 1996). Socid desrability is defined as (1) the need of
anindividual to respond in aculturaly appropriate manner to gain socid gpprova or avoid
negative evauation, (2) the tendency to deny socidly undesirable traits while dlaming socidly
desirable ones, and (3) the tendency to protect one' s salf-esteemn from ego threat (Weinberger,
Schwartz & Davidson, 1979).

Sdf-reported emotion or related reports are primarily determined by socid desirability
concerns (Carstensen & Cone, 1983). Emotions are, in part, socid phenomena. Therefore, the
meaning of “mood” words may primarily reflect socid phenomena and may primarily indicate
social impact or appropriateness (Hochschild, 1979; Kemper, 1978).

Hedonic tone.

The observed correspondence between socid desirability and hedonic quality may take
severd different forms and may be related, however, they are distinct conceptua phenomena
associated with on€e' s affective experience. Although both the valence, or the psychologica
atractiveness of objects (Chaplin, 1985) and the arousa dimensions are represented in the
structure of affective ratings, vdance plays adominant role in sdlf-reported ratings of mood
(e.g., Feldman, 1995b; Mayer & Gaschke, 1988; Meyer & Shack, 1989; Russdll, 1978, 1980;
Russl & Mehrabian, 1977; Smith & Ellsworth, 1985.)

According to Fisher, Heise, Bohrnstedt, & Lucke (1985) desirability (e.g., socia
desirability and appropriateness) of mood states, rather than hedonic tone (e.g., pleasant vs.

unpleasant), is the key component in the semantic structure of emotiona words that influences
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how individuas labd their mood. In Western cultures, postive moods are more desirable than
negative moods (Morgan & Heise, 1988; Sommers, 1984). Thus, anindividua may select
certain words to describe their experience because they are smilar in desirability (e.g., happy
and enthusiadtic) rather than because they are smilar in hedonic tone (or degree of pleasantness)
(Fisher et ., 1985).

Barret (1996) developed the research further and stated that self-reports of mood
reflect the hedonic tone, the level of arousd, and the desrability associated with the different
emotiond gates. According to Barret (1996), assessing moods with a performer’ s cognitions
will reved not only their changing states, but dso give added ingght to perceptions of thelr
competence. She dso Sated that desirability of an affective sate is empiricaly related to both
its hedonic quality and the levd of arousal denoted by that State.

In Barret’s (1996) research of people’ s motives in self-report of affective experience,
the findingsindicated that a person’slevd of socia desirability does not mask important
dimensions of affective experience. Instead, the socia desirability of affective states was
communicated in sdf-reports of mood, in turn, reflecting the hedonic tone. As Barrett
explained, these desirability concerns do affect the self-report rating that are often used in
psychologica research, but such ratings aso reflect some aspects of a respondent’sinternd
date.

Gathering valid self-reports.

The varidbles used by Hockey et d. (1983) (i.e., Speed, accuracy, memory, €tc.) are
only some of the dimensons used for measuring cognitive performance. Gradud mapping of the
effects of different stressors presented within environments on subcomponents of performanceis

likely to lead to a much more accurate and detailed knowledge (Jones et d., 1997). Wilson and
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North (1995) used a handheld computer to take in-the-field recorded information about a
performer’s perceived performance. Wilson et a. noted that this information would determine
which psychologica symptoms are contributing to the perceived superior and inferior
performances. Perceptions of superior performances were those aigned with perceived
successful performances, while perceptions of inferior performances were those digned with
perceived unsuccessful performances.

The posshility of reponse biasing, however, remains an inherent weaknessin every
psychologica sdif-report instrument (Ryska, 1993). For example, a study of adolescent figure
skating competitors usng slf-report measures of achievement orientation, led the researchers
(Vedy & Campbdl, 1988) to question the limits and vdidity of sef-report.

Dueto the lack of empirica research on the potentid response biasing effect of socid
desrability on sdf-report inventories, the “performance’ researcher cannot Smply assumethat a
performer’ s response is completely precise and genuine. To ignore the concern of response
biasing is to assume that performers are dways completdy forthright when filling out
psychologicd inventories, and that conclusons derived from these inventories are dways
accurate (Williams & Krane, 1989).

Lagly, sdf-reporting has been connected to reversad theory in the athletic performance
domain. Sdf-reported moods have been observed of runners under natural conditions by Kerr
et d. (1993). These sdf-reports were successfully gpplied in the investigation of changesin
perceived stress and emoation brought on by performances in running, basketbdl, and rugby

(Kerr et d., 1994).
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Other Issues of the Self in Performance

Feedback.

Percelved competence can be affected by externd evduation and is an example of a
possible contingency during performing. A conceptuad moded has been devised describing how
a performer’ s metamoativations (i.e., the motive supporting the motivation) can determine the
desire to engage in mastery attempts (Weiss & Chaumeton, 1992). These attempts are due to
feedback from sgnificant others as well as one's developmenta processes defining success
and/or falure. Weiss et d. sated that information from significant others and the criteriawhich
subsequently influence a performer’ s perception of competence (and contral), in turn, influence
ther affect.

Feedback needsto be positive in order to facilitete high sdif-esteem levelsin performers
because it asssts them to obtain their goals (Dossett, Latham & Mitchell, 1979). Datahas
suggested that the relations between self-views and feedback preferences are mediated by
individuals perceptions of the accuracy of the feedback (Bosson & Swann, 1999). Individuas
with low sdf-esteem are affected by negative feedback more than those with high levels of sdif-
esteem. According to Dossett et d., negative feedback given to individuas with low sdif-esteem
tends to result in adecrease in performance success.

Wheress, individuas with high sdf-esteem work harder and need less practical rewards,
while appearing to be pleasaed with the task completion itsdf (Yuki & Latham, 1978). Research
has shown that controlling feedback, which involves the perception that one must meet someone
els2's expectations, leads to reduced leves of negative affect and intringc motivation (Deci et

al., 1985; Ryan, 1982).



104

Support.

Perceived support may possbly play arole in performance according to Saronson,
Saronson, and Pierce (1990). Those highin socid support report experiencing less cognitive
interference than those with lower levels of perceived support. Two concepts are strongly
linked with perceived support (relating to skill development and performance) are (1) the sense
of support, and (2) the sense of acceptance. Saronson et d. stated that if support is not
perceived to be avallable, then it is not likely to be of much benefit. Having a sense of support
and acceptance may free a performer to be more task-focused and reduce the likelihood of
extraneous thoughts that may interfere with performing.

S f-Involvement ver sus self-forgetting.

Sdf-involvement has been identified as being rdated to various persondity variables and
Stuationd contingencies through affinity-seeking congtructs (Bdll & Ddy, 1984). Sdlf-
involvement is aform of sdf-generated narcisssm in which an individua attempts to regulate
one s sdf-esteem (Gratch, 2001). For example, it is possible for persons being evaluated to
respond to written questionnaires, verba questions, and other eva uations based on the motive
to beliked. In aninvestigation by Nederhof (1989) it has been shown that individuas who are
sdf-involved may exert amoderating effect upon the intended and subjective experiences,
meaning thar preferred experience and their reported experience may not be as distinct.
Reversal Theory and the Salf

Having too much sdf-atention while performing may deter performance. Thisleve of
sdf-focus can take away a performer’ s attention to task cues. Thus, paradoxicaly, sdlf-
forgetting (or the absence of sdf-awareness) skills may actualy enhance performance. Fontana

(1988) described self-awareness as those experiences when someone becomes aware of
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onedf asthe doer of one' s own actions. Such experiences include when an individua has a

sense of monitoring their own activity, and is able to judge onesdf and add to one' s saf-concept

and sdf-esteem.  Fontana described:
The ‘inherently inconsstent’ modd of the psychologically hedthy persondity
identified...can only have one meaning if it isviewed as gdic. Intermsof sdf-
awareness, thismust of necessity imply reversa between episodes of sef-monitoring isa
centrd feature of one' s phenomenologica field, and episodes in which it is ether aosent
or a most peripheral. Reversd, for example, between episodesin the notion ‘| am
doing wdl’ or ‘1 am doing badly’ is a defining characteristic of one’ s psychological state,
and episodes in which not only is self-evauation suspended, but the sense of ‘I’ as doer

disappears (p. 350).

In order to bein atelic gate, it would be a requirement that the individud manifestsa
persstent tendency towards a consciousness of sdlf. Theteic individud does this with such
consciousness condtituting not only their current phenomenologicd State, but dso potentialy
influencing the core congtructs though which sdf-definition is obtained (Fontana, 1988).

Fontana continued by stating that for the paratelic state, the opposite caseistrue. Sdlf-
awarenessis of aperipherd or retrospective kind. It isarequirement of the paratdlic sate that
theindividua shows atendency towards the absence of sdf-awareness, or sdlf-forgetting.
Fontana stated:

The modd that emerges from dl thisin terms of the tdic- paratdic dimensionisthat if the

individua shows a persstent tendency towards self-awareness (is mostly self-aware)

then hewill be in the telic Sate, while if he shows a persstent tendency towards the
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absence of sdlf-awareness (is mostly self-forgetting) then he will be in the paratelic date.
This holds good regardless of the activity in which he happens to be engaged (p. 351).
Fontana (1988) suggested that in any given activity theindividua may of course reverse
severd times between these modes and thus between sdlf-remembering and sdf-forgetting. He
utilised the following example:
(O)ne moment an individud may be logt in an activity and in the next moment become
conscious that self-interest demands the activity meets with a successful outcome. One
moment he or she may be concerned with sdlf-assartion and with ressting the wishes of
others, the next there may be reversd into a desire to identify with the group rather than
risk the isolation to which this self-assertion may lead. One moment there may be the
desire to dominate and lead, the next this desire may reverse into sympathy as one
recognises how distressing this masterful behaviour may be for others. One moment
there may be sdf-identification, with pleasure or displeasure focused on onesdlf, the next
there may be other-identification with the focus of pleasure or displeasure shifted

outward (p. 289).

Protective frames.

When individuds experience the world as being ultimatdy safe and arein a paradic
metamotive sate, even if danger is present, they are in a protective frame (Apter, 2001). The
three protective frames discussed in reversal theory are (1) a safety-zone frame, (2) a
confidence frame, and (3) adetachment frame. Protective frames make it possible for the high
arousa experienced with risk behaviour to be experienced in the paratelic state as excitement

rather than anxiety. This can be applied to performance as wdll.



107

The safety-zone frame provides fedings of safety through the perception there is no
source of threet. The confidence frame provides fedings of safety in the face of risk through
confidence in one' s skills and those of others, the dependability of equipment, and so forth. The
detachment frame provides fedings of safety through the fact that oneis merely an observer
(Apter, 1992; 2001).

Of the three protective frames, present in the paratelic state only (Apter, 2001), the
saftey—zone frame was experienced through one' s perception of being in a safe classroom.

As the confidence frame implies, adult educators would function with higher perceived
competence when believing in their abilities and their support sources (e.g., assstants or
equipment). Lastly, the detachment frame has three sub-components conssting of (1) sdlf-
subgtitution, (2) make-believe, and (3) retrospection (Apter, 1992).

Sdf-subgtitution iswhen * .. .the spectator isin an excitement-seeking state, free from
threet, and is seeking to gain arousa through identification and empathy with the action and/or
players’ (Wilson & Wilson, 1999, p. 35). For example, aleader of a group might step back
while observing the action of another giving a presentation. Wilson et d. continued with the
definition of make-believe as*...when the person manufactures their own imaginative materid
(i.e., daydreaming, fantasizing, playful wish-fulfillment)” (p.35). For example, in alearning
environment, ateacher might ingtigate arole-play of a persond fantasy. Retrospection iswhen
“...theindividud may be contemplating or rdiving something that actudly happened to them but
with the knowledge that any danger is percelved as being in the past” according to Wilson et d.
(p- 35). For example, someone might self-disclose apersond experience from the past which

was immord or againg the law.
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Relevance to current investigation.

The current investigation measures the adult educator’ s performance state sdlf-esteem.
Recording the affective reactions of performance sate sdf-esteem during metamotivationd shifts
is one mechanism believed, by this researcher, to provide a measurement procedure for self-
perceived competence. These issues are consdered in the case studies and independently
revealed by each adult educator.

Conclusion

It isimportant to note that the current investigation focused on sdf- perceptions in specific
areas of human performance. This study focuses on adult educators self-patterns of change
(i.e, shifts) over time through their experiences of satiation, frustration, contingent events, |ability,
hedonic tone, arousal discrepancy, self-esteem, and ided metamotivationa ates (i.e, a
phenomenologica state characterised by on€' s interpretation of their own motivation).

Despite dluding to the Sgnificant areas of confidence, sdlf-efficacy, dtress, anxiety,
motivation, and issues pertaining to the salf as sdient information, it is necessary to point out that
these areas are considered only supportive performance issuesin reation to the concept of
change and sdlf-perceptions of competence. Investigating al these secondary issues

independently is beyond the scope of the current investigation.
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Operaiond Definitions
Adult educator: Interactive teacher, ingtructor, facilitator, tutor, organisationd trainer.
Arousd discrepancy: The difference between one' sided and actud felt arousal (Apter,
2001).
Array: The set of datesthat is active a agiven time may be referred to as the Sate
(Apter, 2001, p. 39).
Bigahility/Bigable: Two distinct ranges of an ided arousd level/vdue of avarigble
(Apter, 1989, p. 25). A system exhibits bigtahility if it tends to maintain a specified
variable, despite externd disturbance, within one or another of two ranges of vaues of the
variable concerned. (This contrasts with homeostasis, or baance, in which only one range
of vauesisinvolved.) (Joneset d., p.129).
Class. Teaching session. Itisused in this sudy when referring to before class and after
class, referring to when the state measures are sdf-reported.
Competence: “Appropriateness or ability of teaching for atask” (Chaplin, 1985, p. 93).
Confidence frame: A protective frame that “provides fedings of safety in the face of risk
through confidence in one' s skills and those of others, the dependability of equipment, and
so forth” (Apter, 2001, p.47).
Current dominance: The underlying bias that currently characterises the individud with
respect to apair of metamotivational states (Apter, 2001, p. 49).
Detachment frame: A protective frame that “provides fedings of safety through the fact
that one is merely an observer” (Apter, 2001, p.47).

Domain: A date within apair of states (Apter, 2001).
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Dominance Each individud person has some degree of internd bias toward one or the
other metamotivationd state within each pair of metamotivationa member of apair of
metamotivationd gatesis known asthe degree of dominance of that state (Apter, 2001,
p. 39).

Effort-gress. The stress experienced as a concomitant of the expenditure of effort in
order to reduce tension-giress; the effort expended to overcome some cause of anxiety or
to avoid boredom (Jones et d., p. 129).

Event gate balance: The actud amount of time that the individua spendsin one sate
rather than its opposite on a particular defined occasion (Apter, 2001, p. 49.)

Experience sampling:  Sdlf-reports from an individud over time by aggregating the reports
from state measures actualy completed in red time (Apter, 2001).

Fet arousd: The degree to which one feds onesdf to be ‘worked up’ or emotiondly
intense and emotiondly involved about what one is doing (Apter, 1989, 2001). The
degree to which anindividua feds himsdf to be ‘worked up’ a agiven time, and in this
sense the degree of intengty of hisfedings of motivation. Thefdt arousd dimension
defined in thisway is different from the degp-wakefulness dimension. Fet arousd should
as0 be digtinguished from tenson (Jones et al., 1997, p.128).

Fdt sgnificance: The degree to which the individua experiences onesdlf to be pursuing
gods that are important beyond the current ongoing Stuation (high felt Sgnificance) or is
doing things for the sake of those things in themsdves in the present moment (low felt

sgnificance) (Apter, 2001, p.41).
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Focus. Thefocdlity of adate a agiven timeisits rdative degree of importance, in
comparison with other coactive ates, in the individud’ s phenomenologicd fied a that
time (Apter, 2001, p. 39).

Grounded theory: An emergent (i.e., discovered in the data) methodology conducted
mostly through observation, conversation, and interview; a research stuation involving the
phases of data collection, note taking, coding, memoing, sorting, and writing (Glaser,
1978; 1998). Comparison within the investigation is a continuous process.

Hao effect: The tendency to rate individuas either too high or too low on the basis of one
outstanding trait. The hado effect is a characteristic defect in rating scaes (Chaplin, 1985,
p. 204).

Hawthorne effect: The tendency of people to work harder when experiencing a sense of
participation in something new and specid (Chaplin, 1985, p. 205).

Hedonic tone: How pleasant or unpleasant the level of arousd or fedings of sgnificance
is being experienced by someone (Beebe-Center, 1932, as cited in Apter, 1989).
Homeostass Bdance. A homeostatic system can be defined as a system, which isso
congtructed that it tends to maintain one of its output variables within a given range of
values (Apter, 1989, p. 24).

Inducing/change agent: The ingtigator of a shift in metamotivationd dates through
frustration, satiation, and/or a contingent event (Apter, 2001).

Influences. The effects (podtive and negative) on perceived performance.

Key states. The dtates that tend to occur frequently in their experience and to be foca
when they do occur (Apter, 2001, p. 46).

Lability/Labilec How easily and readily people reverse between states (Apter, 2001).
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Make-believe: “The person manufactures their own imaginaive materid (i.e,
daydreaming, fantaszing, playful wish-fulfillment)” (Wilson et d., 1999, p. 35).
Means-ends domain: Tdic and paradic are the two metamotivationd bistable datesin
reversal theory that specificdly refer to one' s god-orientation (Apter, 1989) and the
means-ends domain (Apter, 2001).

Metamotivation: The motive supporting the motivation (Apter, 1982).

Metamoativationd andyds. The psychometric exploration of the metamotivationa states
for particular individuadsin specific Stuations, activities, or domains (Apter, 1997a).
Metamotivatond state: A phenomenological state, which is characterised by a certain
way of interpreting some aspect(s) of one’'s own motivation. Such metamotivationa
dates as have been identified in reversal theory go in pairs of opposites, only one member
of each pair being operdive a agiven time but reversa dways being possble between
members of apair (Joneset a., 1997, p. 129).

Metamotives. Modes, which are about motivation, involving different ways of
organisng or interpreting motivation (Apter, 1989, p.17).

Motivated reasoning: When individuds preferring to reach a particular concluson, such as
when taking arisk, search for reasons to accept supportive information while discounting
disconfirming information (Kunda, 1990).

Overdl dominance: The metamtovationa state an individua tendsto bein, in the four
categories throughout this sudy: (1) key state; (2) tdic/paratdic Stuationd state balance
(in ateaching mode); (3) perceived teaching competence; and, (4) perceived “less’

teaching competence.
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Paratelic-dominant adult educator: An adult educator whose Situationd state balancein a
teaching modeisin the paratdic Sate.

Paratdic sate: A metamotivationd state in which the individud is oriented towards, or
feds the need to be oriented towards, some aspect of his continuing behaviour and its
related sensations. It forms a pair with the telic Sate. It tends to be associated with an
interest in activity for its own sake, playfulness, spontaneity and a preference for high-
intensity experiences (Jones et al., 1997, p. 129).

Percelved performance. Sdf-evauaion and sdf-rating of performance competence.
Performance psychology: The study of performance variables and issuesfrom a
psychologica perspective.

Performance state salf-esteem:  Sdf-esteem referring to one' s current esteem in the area
of performance.

Performance varidbles: In the current study, these influences of performance specificaly
refer to tdic/paratelic metamotivationd shifts, arousa discrepancy (and hedonic tone),
effort, and performance state self-esteem in rdation to salf-perceived teaching
competence.

Proactively paratdic. A pre-decison to act in aparatdic way.

Proactively tdic: A pre-decisonto act in atdic way.

Protective frame: “When one experiences the world as being ultimately safe, even if
danger is present” (Apter, 2001, p. 47).

Retrogpection: “Theindividud may be contemplating or reliving something thet actudly
happened to them but with the knowledge that any danger is perceived as being in the

past” (Wilson et d., 1999, p. 35).
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Reactively paratdic. A consequent decison to act in a paratelic way.

Reactively teic: A consequent decison to act in atdic way.

Reversd: Switching from an opposite metamotivationad mode to the other (Apter, 1989,
p. 17). Initsgrictest sensein reversd theory, areversd is aswitch from one
metamotivationd sate being operative to the other member of the pair of states which
they together condtitute being operative. The term is aso used to refer to other kinds of
sudden switches between opposites within experience, such as switches between
opposite meanings of agiven identity (Jones et a., 1997, p. 130).

Reversd theory: “...isoften defined as a structurd- phenomenologica theory of
motivation, emotion, and persondity” (Apter, 2001, p. 3).

Safety-zone frame: “ Safety-zone frame provides fedings of safety through the perception
that in fact there is no source of threat” (Apter, 2001, p.47).

Sdience: How important and dominant a domain is over time (Apter, 2001).

Satiation: In the reversal theory sense this refers to the way in which, as one member of a
par of metamotivationa states remains operative over time, some innate force for change
builds up in such away asto facilitate areversd to the opposte member of the pair of
dates. Eventudly, this process of satiation of the operative state may lead to reversd,
even in the absence of any other factors that might tend to induce areversal (Joneset d.,
1997, p. 130). Smply being in one state for a sufficient length of time.

Sdf: “Theindividua asaconscious being” (Chaplin, 1985, p. 414).

Sdf-adminigtering test: “A test in which the teachings have been formulated in such a
manner that the testee can readily follow them without assstance” (Chaplin, 1985, p.

414).
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SHf-awareness: “Indghts into the reasons for one's own behaviour; salf-understanding”
(Chaplin, 1985, p. 414).

Sdf-concept: “Theindividud’s evduation of himsdlf; the gppraisal of the individud
himsdf” (Chaplin, 1985, p. 414).

Sdf-evauation: “ A ration or judgement made by the individua about himsdf” (Chaplin,
1985, p. 415).

Sdf-esteem: Having the combined feding of sdf-competence and self-worth.
Sdf-forgetting: A tendency towards the absence of self-awareness (Fontana, 1988) while
teaching.

SHf-involvement: A form of sdif-generated narcisssm in which an individud atemptsto
regulate one' s sdlf-esteem (Gratch, 2001).

Sdf-observation: “Introgpection; objective examination of one's own conscious
processes...observing one' s own behaviour, motives, traits, etc.” (Chaplin, 1985, p. 415).
Sdf-report: Sdf-evauation and recording of one's own internal experience.
Sdf-subgtitution: “The spectator isin an excitement-seeking state, free from threat, and is
seeking to gain arousal through identification and empathy with the action and/or players’
(Wilson et d., 1999, p. 35).

Stuationd gtate balance: The actua amount of time that the individual spendsin one Sate
rather than its oppodte in some defined type of Stuation over iterations of that Stuation
(Apter, 2001, p. 49); in this case, while teaching. (See operationa definition of
Telic/paratelic situational state balance.)

Socid dedrability of others: (@) the need of an individud to respond in aculturdly

gppropriate and acceptable manner to gain socid approva or avoid negative evauation,
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(b) the tendency to deny socidly undesirable traits while claiming socidly desirable ones,
and (c) the tendency to protect one' s salf-esteem from ego threat (Weinberger et d.,
1979).

State: One particular type of experience in amoment in time (Apter, 1989, p. 16).
“State” in psychology is used to describe something about a person at a given moment in
time (Murgatroyd, 1985).

State baance: The actud amount of time that the individua spendsin one
metamotivationd State rather than its opposite over some defined period (Apter, 2001, p.
49).

Structural phenomenology: The study of the Structure of experience, and the way in which
the nature of this structure changes over time. It primarily concerns the structure of
experience itsdf, rather than particular structures that occur within experience (Jones et
al., 1997, p. 130).

Teaching sesson: When the adult educator isteaching in the classroom.

Tdic-dominant adult educator: An adult educator whose Stuationa state balancein a
teaching modeisinthetdic Sate.

Tdic/paratelic Stuationa sate bdance: Situaiond tate balance in the means-ends
domain. Inthe current sudy the Stuation is ‘in ateaching mode’ (or dso referred to as
‘whileteaching’). (See operationd definition of Situational state balance.)

Tdic sate: A metamotivationa state in which theindividua is oriented towards, or feds
the need to be oriented towards, some essentia god or gods. It formsa pair with the
paratelic sate. It tends to be associated with serious-mindedness, planning ahead and a

preference for low-intensity experiences (Jones et d., 1997, pp. 130-131).
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Telic State Measure (TSM): A short paper-and-pencil test desgned  principdly to
disclose whether thetesteeisin thetelic or paratdic state of mind at a given moment of
time (Jones et d., 1997, p. 131).

Tenson: Inreversd theory, afeding that accompanies, and is proportiond to, any
discrepancy between an ided and actua level of some variable, the ided level of which
characterisesametamativational sate. Unlike arousdl, tenson is dways unpleasant (cf.
arousal, felt) (Joneset d., 1997, p. 131).

Tenson-gress. The stress experienced as a concomitant of tenson. For example, both
anxiety and boredom would be experienced as forms of tenson-stress. It contrasts with
effort-stress (Jones et al., 1997, p. 131).

Vdence Combination of pogtive versus negative moods (eg. “I fed good” versus“| fed
bad’ rather than “Thisis agood feding to have versus “This isabad feding to

have’) (Barret, 1996).
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Significance of the Problem

This study of a metamotivationd analyss of adult educators investigated the relationship
between metamoativationa and performance sate self-esteem variables to sdf- perceived
teaching competence. 1t examined possible shiftsin telic/paratelic Stuationa sate bdance (ina
teaching mode) and how these identified metamotivationd shifts and psychologicd lahility relate
to sdf-reported shiftsin each adult educator’ s perceived teaching competence. It isbelieved
that the investigation of relationships of an adult educator’ s perceptions in performance Sate
sdf-esteem, arousd discrepancy and hedonic tone, effort, and telic and paratdlic
metamativationa saeswill asss in the identification of influences and shiftsin percaeived
teaching competence.

Severd studies have explored metamotivationa andyds (Apter & Spirn, 1997; Apter &
Batler, 1997; Kerr & Tacon, 2000; O’ Connell & Brooks, 1997). The current investigation is
an inquiry into a metamotivationd andyss of teaching, utilisng the means-ends domain (i.e, a
sate within apar of states) of telic and paratelic states. Apter (2001) supported such an
andydshby gating:

Should there be marked differences between opposing states, this would be particularly

helpful to know in such areas as sports, school teaching, medicine, and workplace sKills.

...it would be invauable to know which particular skills are best performed in which

dtate or sate combinations’ (p. 306).

Inquiry is needed in the areaof “experience-driven research” (Apter, 1989). To date,
only one study hasinvestigated teaching from areversd theory perspective. Shelley (1999)

metamotivationaly anaysed stress amongst teachers through studying different kinds of
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disruptive behaviour in various classroom scenarios. The teachers reported how they coped
using the Telic Effort Stress Inventory (Svebak, 1987, 1993). Shelley looked at the autic-
sympathy and dloic-mastery states (respectively, concerned primarily with saf or others) as

experienced and sdf-reported by teachersin a disruptive classroom.



Statement of the Problem

The purpose of the current investigation has been intended to further research in
“experience sampling” (i.e.,, self-reports compiled over time from state measures actudly
completed in red time). The identification of psychological factors and processes influencing
sdf-percaived teaching competence was investigated through a metamotivationa andys's of
percaived performance. In thisintrapersona study, the intention wasto explore, primarily from
areversa theory perspective, the psychologica influences of each adult educator’s perceived
competence while teaching.

The am of this sudy was to determine the rdationship, if any, of an adult educator’s
performance Sate self-esteem, arousa discrepancy, hedonic tone, perceived effort and
telic/paratdic Stuationd state balance (while in the teaching mode) to self-perceived teaching
competence. The researcher implemented (quantitatively and quditatively) a methodology for
identifying sdf- perceived changes that uniquely influenced an adult educator’ s percelved
teaching competence.

The current investigation examined a methodology of sef-reported measurements and
metamoativationdly coded interviews in the exploration of the telic and paratelic Stuationd date
baance in ateaching mode. Sdlf-reports from each adult educator’ s teaching sessons were
compiled from the Telic State Measure and the Metamotivational State Interview Coding
Schedule. Coded interviews of perceived competent versus perceived less competent teaching

sessons were used in conjunction with the andys's of these slf-reported influences.
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Research Quesdtions
Do the performance variables of (1) performance Sate sdlf-esteem, (2) arousd
discrepancy (i.e, ided versus actud), (3) hedonic tone (i.e., pleasure within the teaching
process), and/or (4) perceived effort relate to an adult educator’ s self- perceived teaching
competence?
How do the inducing/change agents of frudtration, satiation, and contingent events relate to
psychologicd lability and shifts in an adult educator’ s perceived teaching competence?
Does movement toward (1) a preferred telic/paratdlic Stuationd state balance (in a
teaching mode), and (2) performance state sdf-esteem relate to an increase in self-
perceived teaching competence?
Does the method of applying quditative, quantitative, and salf-report (based on a
grounded theory gpproach of observation and comparison) assist in the identification of

intrapersond shiftswithin an adult educator’ s self- perceived teaching competence?



Assumptions
The adult educators will respond to the questionnaires as honestly and accurately as
possible.
The adult educators will fill out the questionnaires as close to the commencement and
concluson of the teaching session as possible.
The adult educators will fill out the questionnaires on aregular basis.
The adult educators will cooperate and fredly take part, salf-disclosng within the
explanatory process of the interview.
The adult educators will not fully understand the aim of the research investigation.
The Hawthorne effect will have minimd influence in the rating scdes.
The study is about the intra-individua relationships, and does not attempt to  determine
cause and effect.
The study attempted to observe within-subject variation, and not intended to be a

comparison between-subjects.
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Limitations

As apsychologicd sdf-report method, the possibility of response biasing exists Ryska,
1993). To ignore the concern of response biasing isto assume that performers are
adways completdy forthright when filling out psychologica inventories, and that
conclusions derived from these inventories are dways accurate (Williams et d., 1989).
Some individuas may lack the sdf-awareness and ability to self-assess (Goleman, 2002).
“Subject mortaity” may enter the study viaincorrectly entered data by the subject or
forgetting to enter it, thus diminating their data from the research study.
Adult educatorsin their narrative interview could recall perceived incidents according to a
process referred to as repisodic memory, which includes additiond incidents outside of
the ten sessions measured.
The possibility that subjects might respond to any leading question in a socidly desrable
way.
Intercoder reliability was not established for the MSICS. Rather, the consensus between

two judges determined the results of the coding units.
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CHAPTERII
Method
Methods of Inquiry
Grounded Theory Approach

The current research study was conducted from a methodology based on grounded
theory (Glaser, 1978; 1998) using a qualitative/quantitative design. Grounded theory, according
to Glaser, isan emergent (i.e., discovered in the data) methodology conducted mostly through
observation, conversation, and interview. Reversd theory is observed at the onset of the sudy,
but performance sdf-esteem and perceived competence, not derived from reversal theory, was
the ‘emergence being observed. Comparison within the investigation is a continuous process.
After each bout of data collection, key issues are noted and memoed. Categories are identified
(e.g., competent vs. less competent) along with their properties (e.g., tdic vs. paratelic) through
theoreticd sampling (e.g. ten adult educators).

The current investigation utilised quantitative data followed by quditative data,
(overlapping data; i.e., Data Set 1 and Data Set 2) as characterised by grounded theory
research (Glaser, 1998). The inventories used in the current study were designed to be
unobtrusive to the adult educator’ steaching. The researcher’s goa was to gpply a method of
enquiry that would not interfere with the process of teaching, aoplying sef-adminigtering tests
(i.e, teststhat are formulated in such away that the testee can follow them without assistance).
The short time needed to fill out the questionnaires before and after the adult educator’ s teaching
session should not have been a disruption to the typicd pattern of teaching.

The gatigticd andysis used was Spearman’s Rank Corrdation (Ferguson, 1971), asit

observes reationships. Theinterview data were coded (i.e., Metamotivationd State Interview
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Coding Schedule), and agreement and/or disagreement were determined by two independent
raters.

According to Glaser, explanations (e.g., performance psychology), better understanding
(e.g., reversa theory) and lagtly, better action (e.g. methodology) incorporate a successful
approach based on grounded theory. Glaser stated that the literature is accessed as it becomes
relevant, and the writing of the discussion connects to the reevant research in the field.

Case Studies

Doctoral study examples.

The current investigation is an analyds of ten independent cases. Each individua caseis
applied as a primary tool within the investigation process. Case studies as aprimary research
technique have been rarein doctoral dissertations. Nevertheless, case studies have more
recently been accepted as an appropriate and innovative approach for doctord investigations.
One doctord study researching five subjects has been recognised as an acceptable subject load
due to the nature of individua case studies (Kennedy, 1979). Some examples of doctor of
philosophy dissertations utilising a case sudy methodology are: Suozzo (2001), Patt (2001),
Gobodo-Madikzela (2001), Tenenbaum (2000), Fitts (1996), Fortunato (1996), and Knapp
(1995).

Advantages and disadvantages.

There are clear advantages and disadvantages of the case study approach in research.
According to Thomas and Nelson (1985), one of the principa advantages of individua cases
being analysed is in formulating new ideas and hypotheses about problem aress. Thisis
particularly true in studies of no clear-cut structure or modd. According to Thomaset d., the

independent andys's can yield vauable information in specific areas. In addition, case studies
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facilitate discoveriesin intrapersond (within subject differences) processes due to the very
nature of each subject representing a study within themsalves.

A dissdvantage of the individua (Sngle-case) sudy methodology that has prevented it
from becoming more prevaent is the lack of generaly accepted rules for drawing causation and
generdisation inferences from the data (e.g., Kennedy, 1979; Edgar & Billingdey, 1974).
These issues with generdisability do not gpply to the current investigation due to the current
sudy being exclusvdly interested in observing relationships “within” subjects; as opposed to a
sudy that investigates relaionships “ between” subjects.

According to Edgar et a. (1974), having no internal controls is considered to be a
common problem againg N = 1 desgns. Asthe current investigation measures within-subject
variation, there is no need for a control group. The intrgpersond design of the current study
negates the need for interpersonal comparisons.

Inferential statistics are not gppropriate with case studies (Edgar et d., 1974). The
current investigation observes relationships rather than causation. Due to the complexity of the
(performance) variables in this study, cause and effect are beyond the scope of thisinitia
investigation of sdf-perceived teaching competence.

Case studies, according to Thomas et d. (1985), have the danger of relying too heavily
on memory. Thisweakness was addressed in the current investigation by the immediate self-
report procedure and collated with the follow-up interview and coding schedule.

Studies of individua cases dlow the evauator (or investigator) to learn the intricate
details of how atreatment (or amethod of exploration in this case) isworking, rather than

averaging the effect across anumber of cases (Kennedy, 1979). The process of investigation in
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this sudy may asss future researchersin creating a methodology for examining psychologicd
relaionships with multiple intrapersond variables.

The current investigation gpplied the rules developed from the Metamotivationd State
Interview and Coding Schedule Ingtruction Manua (O’ Conndll et d., 1991) as the method for
evauating an individud’ s perceived overdl| teaching competence. Theserules (provided later
in this chapter) follow the coding procedures of adjectives and comments (see Methods
section: Coding Schedule: Post-interview Coding for adjective coding).

The current investigation is dso an example of an aggregated (or combined) study.
Kennedy (1979) stated that it is conceivable that an evauator may study more than one case.
But the cases need to be studied individuadly, rather than averaging or in other ways pooling data
across cases. The disaggregated study of multiple cases, according to Kennedy, isrardly
consddered as a sampling dternative, yet it may prove to be ardatively strong gpproach to
evauation.

According to Edgar et d. (1974), it isthe logic that underlies the experimenta design
that most clearly differentiates case studies from group research. They stated that case studies
and/or single-subject studies could be valid sources of behaviourd dataif appropriate analyss
procedures are used.

Independent examples.

Daain the current investigation was collected from ten teaching sessons of ten adult
educators over aperiod of three months, or oneterm. Anindividud’s Stuationd state baance
can be directly assessed by obtaining sdf-reports from the individuad over time through

experience sampling (or aggregeating reports from state measures actualy completed in redl
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time). The current investigation of sdlf-report is adirect example of the technique of experience
sampling. Thereisno Satidicd test of Sate bimoddity, at thistime.
Interviewing

Phenomenological interviewing.

“Phenomenologicd interviewing” is a goecific type of in-depth interviewing because it is
grounded in the theoreticd tradition of phenomenology. Glaser (1998) discussed that research
in grounded theory involvesinterviews that are essentidly smilar to a conversation or discussion
about one' s subjective perceptions (i.e., phenomenologicd interviewing). In essence, thisisa
method of discovering an individud’ s experiences and the ways in which one puts memories
together to develop aworldview (Marshal & Rossman, 1995).

The current investigation gpplied phenomenologicd interviewing as acrucid component
of the invedtigation’s procedure. Investigating the adult educator’ s teaching experiences through
the exploration of reversa theory connected the motivationa process of state shiftsto the
perceived performances of teaching competence. Phenomenology carries an assumption that
thereisa“structure and essence’ to shared experiences that can be determined (Patton, 1990,
p. 70).

Reversd theorigts, Maes et d. (1996) provided an example of phenomenologica
interviewing. A competitive athlete (a canoalst) was interviewed concerning his perceived
performancesin arace. Interpretation was given based on an adaptation of the
Metamotivational State Interview Coding Schedule (O’ Connell et d., 1991) (see Appendix F),
in which an example of aportion of the interview focussng on telic and paratelic
metamoativationd atesis given beow in the following coding unit:

Interview Transcript: Did you have a goal for this race?



| DIDN'T REALLY NO, | DIDN'T KNOW | WASRACING UNTIL THISMORNING, BIT OF
CONFUSION IN THE ENTRIESAND WHAT WAS GOING ON SO IT WASA BIT OF A RUSHED

JOB THISMORNING, | DIDN'T PREPARE REAL WELL.

Now let’ s talk about what happened just before your first run. Can you give me

three words to describe how you wer e feeling just before your first run?

PRETTY RELAXED, PRETTY HAPPY, UH, ANOTHER WORD, UH, SORT OF WE WERE JOKING

AROUND A LOT -1 DON'T KNOW IFYOU'LL PUT THAT DOWN OR NOT (LAUGHS).

Reversa Theory Interpretation: Canoeist (C) did not organise his entry to this event until
the day of therace, asgn of alack of planning and Strategic gods and agenerdly

paratelic approach to thisrace (Kerr, 19973, p. 82).

A smilar interview interpretation was done in the current investigation to determine
telic/paratelic Stuational state balance and perceived performances of teaching competence.
The direct transcript of interviews and the subsequent coding units of the participants are a
ggnificant part of the current investigation.

Narrative analysis.

Individuas (e.g., adult educators) can andyse their own narratives (or interviews) to
become*“...scholars of their own consciousness...” (Dewey, 1938b, p. 123). What appearsto
be an episode in narrative andlyss actudly represents a repetition of a set of typified experiences
that are then didtilled into asingle account or memory (Neisser, 1982). Neisser interpreted this
account as “repisodic memory”.

Memory for events shared in narrative (and phenomenologicd interviewing) is not exact
but is shaped through schemata, which are themsalves influenced by repeated experiences,

concepts of the salf and notions of typicdity (Riessman, 1993). Sdf-schemata come to control
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attention and memory, because persond events are recdled in a manner condstent with the
narrator’s (e.g., adult educator) self-concept (Brewer, 1986; Barclay, 1986). Brewer stated
that saf-schemata are non-imagind, unlike specific and generd persond memories.

In the current investigation, adult educators recal memories that have made an impact
on their perceived performances. This process emphasised ther interndisation of teaching
experiences. Through recollection, reversa theory provided away of exploring the adult
educator’ s perceptions of thelr teaching competence.

Riessman (1993) stated that Brewer’ s (1986) categorisation would be particualy
applicable to narratives of personal experience.

Personal memoriesin narrative are recaled as apartid reliving of an episode of the

teller’'s pagt, typicaly using strong visud imagery. Thiswould describe a narrative of a

unique event. Autobiographical facts might be mentioned in the setting of such a

narrative. General personal memories in narrdive typicaly have generic images of a

series of experiences, possibly recdled asarepisode. Brewer indicates that narrators of

both persona and genera memories may believe strongly that the recaled episodes

were experienced (Riessman, 1993, p. 81). (See Table 3.)
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Table3

Framework for Autobiographic Memory

Adult Educator’s Adult Educator’s
Imaginal Memory Non-Imaginal Memory
Single
Instancein Personal Autobiographical Fact
Teaching Memories
Mode
Repeated
Instancein General Personal Sdf-schema
Teaching Memory
Mode

(Source: Riessman, 1993)

Adult educatorsin their narrative recalled incidents according to their self-perceptionsin
aprocess of repisodic memory. Such amemory isin actuaity a set of experiencesthat isbeing
recalled rather than one specific incident.  Even though adult educators were observed for ten
classes, their memories of competent and |ess competent teaching sessions are influenced by
other moments outside of those specific recollections (see Limitations of the Study at the end of
Chapter 1).

Collection of information.

The interview of each adult educator was audio taped for verification purposes. A
positive aspect of tape recording is the focussed environment created by having the information
“taken down” for the interviewer. Taping provides a permanent verbatim recording of the
account that enabled the researcher to focus completely on the verba and nonverba behaviour

of the interviewee (Brown & Sime, 1981).
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The danger of only tape-recording is that the interviewer may cease to listen carefully to
the informant’ stalk (Brenner, 1985). Brenner suggested that some note taking, besides
audiotaping isessentid. Lofland (1971) was supportive of taking notes and to keep account of
what has aready been taked about and what remains to be talked about. This gpproach
combined with note taking has the advantage of tape recording and resultsin note teking in its
best sense. (A sdlf-devised st of criteriafor note taking can be found in Appendix G.)

A degree of sysematisation in questioning may be necessary in amultisite case sudy or
when many participants are interviewed (Marshdl et d., 1995). A generd procedure for the
interviews was followed. At the commencement of the interview, the investigator explained the
definition of a gate; and explained tdic and paratdic characterigtics (Apter, 1997b). Only after
these explanations of terms was the subject then informed of their dominant tate of being (i.e,
telic vs. paratelic dominance, or an internd bias toward a particular state) in accordance to their
responses of the Apter Motivationad Style Profile and the Paratelic Dominance Scae.

Each subject then described four scenarios about thelr class, discussng characterigticsin
relation to their experience. They were asked to provide the interviewer with feedback about
perceptions of their teaching experiencesin (1) their ided date (preferred way of being), (2)
their actual state (actua way of being), (3) their perceived competence, and (4) their perception
of less competence. These items were not necessarily covered in the same sequence with each
subject, and questions were paraphrased based on the subjects comprehension of the questions

being asked.
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Reversal Theory Instruments
Quantitative Instruments

Metamotivational Dominance Measurements

The two psychometric reversd theory indruments used in this investigation to measure
metamotivationa dominance were (1) the Apter Motivationd Style Profile (AMSP) (Apter
International, 1999a) (see Appendix A), and (2) the Paratelic Dominance Scale (Cook et d.,
1993) (see Appendix B). These were used to measure the various forms of metamotivationd
predisposition, as the adult educators were determined to be ether telic dominant or paratelic
dominant, meaning the person has atendency (or preference) to spend moretimein one or the
other metamotivationd pair of gates.

A third metamativationa measurement, the Telic State Measure (TSM) (Svebak et dl.,
1985) (see Appendix C) rated how tdic or paratelic an individud isin any particular moment in
time and was used in this study to measure the adult educators states while teaching.
Apter Motivational Style Profile

The Motivational Style Profile (MSP) (Apter et d., 1995, Apter et d., 1998) isthe
origind verdgon of measuring dominance and sate baance (amount of time spent in a Sate rather
than its opposte gtate), and it congsts of a 70-item comprehensive set of persondity and
motivationd features derived from reversd theory. Apter and his colleagues explained that the
M SP measures the dominance of al four pairs of metamotivationd states identified in reversal
theory, which are (1) telic- paratelic (means-ends), (2) conformist-negativigtic (rules), (3)
mastery-sympathy (transactions), and (4) autic-dloic (rdationships) in conjunction with

tendencies towards arousahility, effortfulness, and optimism/pessmism. The MSP dso
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measures the overdl saience (i.e., how important and dominant a domain, such as the means-
ends domain is) of each pair of states within the individua’ s conscious experience over time.

The Apter Motivationd Style Profile (AMSP) (Apter Internationd, 1999a) (see
Appendix A) is a shortened version of the MSP and consists of a40-item measure. Apter
(2001) gtated that the instrument is non-ipsative (i.e., not utilising the individud’ s own
characterigtic behaviour as standard, Chaplin, 1985) because each subscaleis independent of
each other subscale. This presents certain psychometric advantages as three kinds of overadl
profile are produced for each respondent. These include details on telic and paratelic tendencies
inthe forms of (1) asubscde profile, (2) a dominance profile, and (3) asdience profile (how
important and dominant adomain isover time). “The dpha coefficients for the subscalesin the
fina instrument and the factor structure are satisfactory...” (Apter, 2001, pp. 69-70).

The Apter Motivationd Style Profile measures the four dominances as set out in reversd
theory. The AMSP and was used in the current investigation instead of the M SP because of its
efficiency, having 30 fewer items. This investigation focussed only on telic- paratelic dominance,
which iswell identified in the AMSP. According to Apter and Dessdlles (2001), as part of
Gerkovich's (1998) research on sexua risk-taking, high sgnificant correations were found
between seriousness dominance and the three different Paratelic Dominance Scde (PDS. see
below) subscales and PDS total scores as measured by the MSP.

Apter Motivational Style Profile: Scoring, Reliability and Validity

The AMSP (Apter International, 19994) (see Appendix A) measures an individud’s

metamoativationa preferences and dominance. The current study gpplied two subscaes for the

measurement of telic and paratelic dominance (or preferences). These



135

are (1) the AMSPtdic subscdeis the sum of the scores on the five telic items that indicates the
absolute frequency of thetdic state, and (2) the AMSP paratelic subscae isthe sum of the
scores on the five paratdic items that indicates the absolute frequency of the paratelic Sate.

Scoring of the AMSP.

The investigator noted the two scores that measure telic and paratelic preferences.
These are (1) the AMSP tdic dominance is the rlative importance of the telic and paratdic
dates, estimated by the frequency of the tdic versus the paratelic Sate (measured by subtracting
the paratelic from the telic subscae score), and (2) the AM SP tdlic/paratelic salience score tells
the importance of the telic/paratelic dimension taken as awhole that is measured by adding the
telic and the paratelic subscae scores (Apter, 2001). The cut off point for the scoring of the
telic and paradic satesis a the 50th percentile, with O as no dominance and ‘plus or ‘minus
determining dominance.

The AMSPtdic subscale is the sum of the scores on the five telic items of the
questionnaire. This score indicates the absolute frequency of thetelic state. Thetdic subscde
produces scores between “6” (least telic) and “30” (mogt telic).

The AMSP paratelic subscae is the sum of the scores on the five paratdic items of the
questionnaire. This score indicates the absolute frequency of the paratdic state. The paratdic
subscale produces scores between “6” (least paratdic) and “30” (most paratdlic).

The AMSP tdic dominance score is the relative importance of the telic and paratdlic
dates, estimated by the frequency of the means-ends domain. This score is measured by
subtracting the paratelic from the telic subscae score. The smaler score represents atendency
for the individua to spend time more equaly in both states as opposed to alarger score

indicating that the individua spends much more time in one metamoativationd sate than the other.
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The AMSP tdic/paratelic sdlience score tells the importance of the telic/paratdlic
dimension taken as awhole, which is measured by adding the telic and the paratdlic subscale
scores. The lowest possible scoreis“12” and highest possible scoreis“607. (See Appendix A
to review the AMSP.)

Reliability and validity of the MSP/AMSP.

Asthe AMSP is designed to measure overdl dominance (i.e., the metamotivationd date
an individua mogt frequently tends to be in) and salience, high reliability is desrable. Research
was conducted on the test-retest rediability of the Motivationad Style Profile (Apter et d., 1998),
and dl the correlations were found to be substantia (p<0.001).

The concurrent vdidity of the full testing of the criterion-related and construct of the
MSP (Apter et a., 1998) requires ongoing research. Apter et d., stated that in the next few
years, the am of the research will be to observe individua subjects behaviour, experience, and
emotionsin the course of everyday life, aoplying experience sampling methods (e.g.,
documented telic and paratelic states by Apter et d., 1993).

The correlations between the Eysenck Personality Questionnaire (EPQ) (Eysenck &
Eysenck, 1975) and the M SP have shown a sgnificant relationship between aspects of the
telic/paratelic dimension and extraverson. The EPQ measure of neurcticism correlated
ggnificantly with anumber of MSP subscales. The finding of a reationship with the paratelic
subscae was cons stent with one previous study (Fontana, 1981b), but otherwise no
relationship has been found in previous studies involving the telic/paratelic dimension

(Murgatroyd, 1985). Apter et a. (1998) confirmed that:
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A number of M SP subscales, and derived measures, did not correlate with any of
Eysenck’ s subscaes, implying that the M SP is more comprehendgve than the EPQ,
measuring persondity dimensons which are not reflected in the latter (p. 15).
In relation to the Myers Briggs Type Indicator (Myers, 1962), aSmilar set of relationships was
found to those documented in relation to the extraverson subscade of the EPQ. Thiswas
particularly implicated in the telic/paratelic dimengon.
Paratelic Dominance Scale

The Paratelic Dominance Scale (PDS) (Cook et d., 1993) (see Appendix B) measures
one stdic/paratelic metamotivational dominance. According to Cook and Gerkovich (1993)
the PDS was congtructed meticuloudy through a number of stages. The resulting instrumernt
congsts of 30 items, each of which isasmple statement that the respondent is asked to judge as
true or fdse as a self-description.

Mogt items have an explicit tempora component. The scaleis reported to have
satisfactory psychometric properties (Apter, 2001, pp. 67-68). (See Appendix B to view the
questions for the PDS).

Paratelic Dominance Scale: Scoring, Reliability and Validity

PDS scoring.

The Paratelic Dominance Scae condgts of three scores. They are (1) playfulness
(PLAY 4), which consigts of four questions (# 2, 5, 21 & 26) pertaining to playfulness, and the
score represents the number of questions in which playfulness was postive, (2) spontaneity
(SPON5), which congsts of five questions (# 3, 12, 16, 22 & 30) pertaining to spontaneity, and
the score represents the number of questions in which spontaneity was positive, and (3) arousd

seeking (ARSK6), which condsts of six questions (#6, 8, 11, 13, 17 & 24) pertaining to
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arousal seeking, and the score represents the number of questions in which arousd seeking was
positive. (See Appendix B to review PDS))

In the current investigation, the PDS subscae scores were atained by a mgority score.
This meansthat PLAY 4 required a minimum of 3 tota answers as reporting the same sate (i.e.,
either tdlic or paratdic); and SPONS required 3 totd answers as reporting the same state; and,
ARSKG6 required 4 tota answers as reporting the same state. If the scores were identicd (i.e.,
50/50), it would result in atelic/paratelic result for that particular subscale.

Reliability and validity of the PDS

The PDS is reported to have satisfactory psychometric properties, and the dpha
coefficients are good (Apter, 2001). Cook and Gerkovich (1993) reported that the factor
gructures of the PDS are consstent with reversa theory. Y oung (1998) obtained apha vaues
greater than 0.9 for dl three of the PDS subscales in astudy on flow in tennis performance.
Repeated Measures Questionnaires

Shiftsin metamotivationd states were measured viathe TSM scores. Unfortunately
scores cannot be taken during the actud “performance’ of teaching, asit would be too
disruptive. However, shiftsin states were reported and observed immediately before and
immediately after the class sesson viathe TSM questionnaire.

Two questionnaires, the Telic State Measure (TSM) and the adapted State Self-Esteem
(performance subscale) Scale (SSE-PS) were filled out both before and after each teaching
sesson.

Telic Sate Measure (TSM)
The 5-item Tdlic State Measure (TSM) (Svebak et al., 1985) (see Appendix C) takes

goproximately one minute to complete. It congsts of sdlf-rating one' s perceptions of
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experiencing the telic and paratdlic states. The TSM has been used in the study to rate how telic
anindividud, in this case an adult educator, was in any particular moment intime. It isthe
earliest and most frequently used of reversal theory’s salf-report scales (Svebak, Stornfjell, &
Dalen, 1982; Svebak et al., 1985; Svebak, 1985a) (Apter, 2001).

The TSM congigts of five rating scaes on which respondents are asked to assess
themselvesin terms of how they fed ether at the time of responding or a some specified recent
time (eg., a a particular moment in a performance in which they have just been engaged). Each
of theitems has a 6-point rating scae with defining adjectives & each end. Theitemsare (1)
serious-playful, (2) ided planned-ided spontaneous, (3) low fdt arousd-high felt arousd, (4)
ided low arousd-ided high arousd, and (5) low effort-high effort (Kerr, 1997a; Apter, 2001).
(Felt arousd is the degree of emotiond intendty and involvement.) Thefirg three of the scdes
are used to measure three facets of the telic-paratelic dimenson. They consst of (1) seriousness
veraus playfulness, (2) planning versus spontaneity, and (3) low-ided arousal versus high-ided
aousa. Thefourth scaeisused to determine the experienced levd of arousd at thetimein
question, and the fifth scale measures the degree of effortfulness.

A sixth scde, arousa discrepancy, is computed by subtracting the score for items (1)
and (2); low scores (1-3) are taken to indicate the telic State and high scores (4-6) the paratelic
date (Kerr, 1997a). The arousa discrepancy (or tension scale) is the discrepancy between the
actua experienced levd of arousd (score derived from question 3) and the ided leve of arousd
(score derived from question 4). 1t can be seen that, in a sense, the scae provides Six angle-
item subscales (Apter, 2001).

Kerr (1997a) continued by explaining the meaning of various termsin the TSM

questionnaire. Seriousisthe feding you are pursuing (or at least thinking about) some essentia



140

god. Playful isthe feding that you are doing what you are doing for its own sake. Inthiscase
your activity isfelt to be enjoyablein itsdf and not to require any further judtification. Any god
there might beisredly an excuse for the behaviour. Planning ahead istrying to organise your
behaviour in such away that it leads effectively to some god in the (perhaps digant) future
conseguences of your present actions. Spoontaneous isthat your actions are undertaken on
impulse, with little regard for future consequences. Arousal ishow “worked up” you fed.
“The TSM represents a measure between ided and felt (or actud) leves of arousd.
This difference congtitutes ameasure of “tenson” (Apter, 2001, p. 99). It has been frequently

used and supported in performance studies (Svebak et d., 1985; Svebak et a., 1982).
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Other State Measure Instruments
Perceived Performance Questionnaires

Sate Self-Esteem (performance subscale) Scale (SSE-PS).

The State Sdf-Esteem Scale (Heatherton & Polivy, 1991) has a performance state self-
esteem subscale that was used as a Sate test of performance sdf-esteem in the current
investigation of perceived competence. The questionnaire is referred to in this study as the State
Sdf-Esteem (performance) Scale (SSE-PS) (see Appendix D), and it consists of responding to
the seven performance-related questions, which takes gpproximately two minutes to complete.

This scde is a cognitive measure utilised to identify the adult educator’ s perceived
teaching competence. 1t was selected for the current study because of the wide range of
performance areas covered within alimited number of questions, and being a date (i.e, inthe
moment) scae, it was deemed to correspond well with the investigation.

The State SAf-Esteem Scale (SSES) (Hestherton et ., 1991) is designed to measure
anindividud’ s current thoughts of sdlf-esteem in terms of sdf-image and sdf-worth (Heatherton,
Striepe, & Wittenberg, 1998). The three subscades consst of performance, socid, and
aopearance.  The seven questions pertaining to the performance subscale cover a broad range
of sdf-esteem parametres. Thefirst question and sixth question specificaly pertain to the
performer’s current self-efficacy (of ther teaching ability). The fifth question, and again, the first
question refer to the performer’ s perception of their self-confidence. The sxth question aso
refersto saf-perceptions in comparison to others. The second question refersto their
perceptions of current cognitions (i.e., frustration) and somatic (i.e,, feding rattled) experiences.
The third and fourth questions refer to current perceptions of their intelligence. The seventh

question refers to the performer’ s overdl impression of how they fed they are doing.
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The SSES has been found to demongtrate excellent internal consistency (coefficient
alpha=.92), and to be effective in measuring Sate changes in sdf-evauation (Crocker,
Cornwdl, & Mgor, 1993; Ruggiero & Taylor, 1997). Psychometric studies have
demongtrated the SSES to be separable from mood (Bagozzi & Heatherton, 1994), despite the
second question pertaining to fedings of frustration.

SHf-Perceived Teaching Competence (SPTC) Questionnaire.

The Sdf-Percelved Teaching Competence (SPTC) questionnaire (an adapted Likert-
type scde devised by the author) was used immediately after each teaching sesson only (see
Appendix E). The survey related to the adult educator’ s self-response to their perceived
teaching competence of the teaching sesson that had just been completed on ascde from 1 (the
lowest sdf-rating score for perceived teaching competence) to 5 (the highest self-rating score
for percaived teaching competence). Shiftsin percelved teaching competence, derived from the

SPTC scores, were observed to compare one teaching session with another.



143

Qualitative Instruments

Interviewing Instruments

Metamotivational Sate Interview Coding Schedule (MSCS)

The Metamotivational State Interview Coding Schedule (MSICS) isawiddy used
method, for example, in aseries of studies on smoking cessation (Cook, Gerkovich, O’ Connell,
& Potocky, 1995), sport performance research (Males, 1999; Mdes et d., 1996; Maeset d.,
1998), and on the effect of the Chernobyl accident on children’s patterns of violence (Khomyk,
1998; Khomyk & Burmaka, 1999). Theinterview in the current investigation was based onthe
MSICS, and it was gppropriately adjusted to meet the gods of the current investigation.

Validity and reliability of MSICS.

The MSICS s based on an interview and involves raters ng the answersto the
interview as to whether they arein atelic or paratelic state. The origind work of the MSICS
(O’ Connéll, Cook, Gerkovich, Potocky, & Swan, 1990) presented intercoder reliabilities,
87%-96% (dl sgnificant by Cohen’s kgppa datigtic). According to O’ Connell and her
colleagues, the hypotheses in their research were supported with the gpplication of the MSICS,
thus comprising evidence for the vdidity of the measure. The same can be said of another
research study by Cook et d. (1995) using the MSICS instrument, where inter-rater rdiabilities
attained 88% and the hypotheses were supported.

Validity and Reliability of Qualitative Measures and State Measures

“Test-retest reiability initstraditiona psychometric sense is obvioudy not appropriate
for state measures, because these are supposed to track the way in which people change over
time’ (Apter, 2001, p. 62). Some techniques used in reversal theory to assess the validity of

metamotivationd state measures consst of experimental manipulation (Svebak & Apter, 1987),
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testing in red-life stuations (e.g., Cook, Gerkovich, Potocky, & O’ Connell, 1993; Wendel,
1999; Tacon et al., 1999; Kerr & Tacon, 1999), and imagined Stuations (e.g., Cahloun, 1995;
O Conndl et d., 1997; Tacon et d., 1999).

Although reversd theory suggests that pleasant and unpleasant emotions share only
pleasant and unpleasant hedonic tone, rather than draw on an underlying stable trait, the interna
reliability of the composite scores from the Males et d. (1996) study has been ca culated.
“Coefficient dpha scores of .88 were found for tota pleasant emotion and .75 for tota
unpleasant emotion (see Cronbach, 1951)” (Kerr, 19974, p. 213).

Vdidity isan essentid requirement. Apter emphasised four ways of assessing the
vadidity of metamotivationa states as (1) consensus of judges, (2) imagined or remembered
gtuations, (3) testing in red-life dtuations, and (4) experimenta manipulation. The current
investigation employed the firg three ways.

The consensus of the judges as set out in the Metamotivationd State Interview Coding
Schedule (MSICS) (O’ Connell et al., 1991) was used for coding in thisstudy. Two reversa
theorigts (i.e., the researcher and areversd theorist) compared, discussed, and agreed on the
coding outcomes of the interviews, as specified by the MSICS, for each of the ten adult
educators.

Mogt of those researchers who have developed reversal theory scaes have checked

itemsa an initid sage with apand of judges familiar with the theory. This provides a

least face vdidity for the items concerned (Apter, 2001, p. 63).

With the remembered/imagined situations (e.g., Calhoun, 1995; Tacon & Kerr, 1999),

Apter (2001) Stated, “...respondents rate how they would fed in certain defined Stuations, so-
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caled ‘scenarios,’ that they are asked to remember or to imagine, and which one would expect
to be associated with agiven gate’ (p. 63). In the current investigation, adult educators recaled
Stuations about perceived competent and |less competent teaching experiences. These two
experiences, namely referred to as units, were metamotivationaly coded.

Teding in red-life Stuations (e.g., Cook, Gerkovich, Potocky, & O’ Connell, 1993;
Wende, 1999; Tacon et d., 1999; Kerr et d., 1999) isthe most “ecologicaly sound”
approach, according to Apter (2001) and “...it involves testing people in strong red-life
gtuaionsin which it is reasonable to assume that they will be experiencing particular
metamotivationd gates’ (p. 63). The current investigation investigated adult educatorsin red-
life teeching Situations (e.g., classroom environments), andysing the sdf-reported
metamotivationd shifts and individud patterns of change, which are related to changesin
perceived teaching competence.

Preferred Stuational State Balance and Self-Per ceived Teaching Competence

An interview interpretation and the methodology of coding units using adjectives were
gpplied in the current investigation in order to determine a preferred telic/paratelic Stuationd
state baance (in ateaching mode) and performance date saf-esteem.  The information was
gathered through an adult educator’ s perceptions of their perceived competent teaching
session(s) versusther perceived less competent teaching session(s). Movement toward
Stuationa state balance was aso assessed through the caculation of shiftsin thar

metamotivationa states, as reported in their completed questionnaires.
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Subjects

The subjectsin this study initidly conssted of 12 adult educators. Ten participants
successfully completed the study. This pool of these ten participants conssted of three males
and seven fema es between the ages of 34 and 61 with teaching/teaching experience between
five and 40 years. The two adult educators that did not complete the study were dueto (1) a
sudden death of an immediate family member, and (2) an absence of entered (written) data.
Criteria

Adult educators.

Each subject was an experienced adult educator, having a minimum of five years
teaching experience and gppropriate quaifications in psychology, workplace teaching, and/or
adult education (see Table 4).

Table4

Adult Educators' Demographics

Adult Educator Gender  Age Years Teaching Highest

Degree

1 Femde 44 22 B.A.

2 Mde 61 40 Ph.D.

3 Femde 39 5 B.A.

4 Femde A 8 M.A.

5 Femde 41 15 M.Ed.

6 Female 48 13 M.A.

7 Mde 45 15 M.A.

8 Femde 33 6 B.Sc., Gr.Dip.
9 Femade 54 5 B.A., Gr.Dip.
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10 Mde K7 11 B.Sc.
Design and Statistical Analysis
Apter Motivational Style Profile and the Paratelic Dominance Scale

Adult educators sdlf-administered questionnaires throughout the current investigation.

At the onset, the adult educators completed the 40-item Apter Mativetiona Style Profile
(AMSP) (Apter International, 1999a) (see Appendix A) lasting approximately 20 minutes. The
AMSP isasdience profile and measure of dominance, and it was administered only once. The
adult educators aso completed the 30-item Paratelic Dominance Scale (PDS) (Cook et dl.,
1993) (see Appendix B) lasting approximately 15 minutes. The PDS is an up-to-date profile of
one stelic/paratelic metamotivationd dominance. It was administered at the beginning of the
study and not readministered.

These two, one-time, administered tests were used to determine the adult educator’s
key gtate (dominant sate) and telic/paratelic sate balance. The dominant state was then
compared to the adult educator’ stelic/paratdic Stuationd state balance (i.e., amount of time
spent in adate versus its opposite state while teaching over time). The comparison of these
scores provided information about the adult educator’ s possible shifts while teaching.
Performance Variables

Dependent variables.

The Sdf-Perceived Teaching Competence (see Appendix E) questionnaire is the sdf-reting
score of teaching competence for each teaching sesson on ascae of “5”, “1” being the lowest and
“5’ the highest.

Independent variables.
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The Telic State Measure Arousa Discrepancy (TSM-Arousa Discrepancy) scoreisthe
measure of perceived arousd discrepancy (i.e., ided vs. actud/felt arousal) taken from raw scores
ranked by low and high arousal on ascale of “1” to “6”. Hedonic tone is dso reflected in this
score. A high level of arousd discrepancy demonstrates low hedonic tone.

The Telic State Measure Tdic/Paratelic Serious-Playful Continuum (T/P Serious- Playful)
score represents the state measure on arating scae of “1” to “6”. A scoreof “1” representsa
score of total seriousness and a score of “6” represents complete playfulness.

The Tdic State Measure Tdic/Paratelic Planned- Spontaneous Continuum (T/P Planned-
Spontaneous) score represents the state measure on arating scale. A scoreof “1” to“6” with “1”
represents planning and a score of “6” represents spontaneity.

The Tdic State Measure-Effort (TSM-Effort) score represents the perceived effort on a
scdefrom“1” to“6”. A scoreof “1” represents low effort and ascore of “6” represents high
effort.

The State SAf-Esteem (performance) Scale (SSE-Performance Scale) isthe measure of
the seven performance items. A score of “7” represents the lowest score, and a score of “35”
represents the highest score.

Adult educators were observed utilisng one dependent variable x 10 independent
variables with repeated measures over 10 classes. The dependent variable was the adult
educator’ s Self-Percelved Teaching Competence (SPTC) rating.

The dependent variable, the SPTC, was conducted immediately following the teaching
session and measured the adult educator’ s self- perceived teaching competence. The
independent variables were the adult educator’ s befor e teaching and the adult educator’ s after

teaching scores on (1) the SSE-Performance Scale (2) the TSM-Arousa Discrepancy, (3) the



149

T/P Serious-Playful (4) the T/P Planned- Spontaneous, and (5) the TSM-Effort. The TSM and
SSE-Performance Scale represented the self-reported perceptions within the pre/post-
performance conditions of arousa and date saf-esteem. It isimportant to note that despite the
TSM measuring the arousa perceptions, the current investigation focused on the relationship of
one sarousd discrepancy score to shiftsin perceived competence.

For each teaching session, ten pre/post- percelved performances were taken from the
TSM and SSE-Performance Scale scores. These independent variable scores determined the
adult educators current metamotivationa state for each sesson. These independent variables
would then be compared to the adult educator’ sten SPTC ratings.

Satistical Analysis

Spearman’'s Rank Corrdation (Ferguson, 1971) was computed for the Telic State
Measure (TSM) scores and the State Salf- Esteem (performance) Scale (SSE-PS) scores only.
Over the past 30 years, the correlation has been frequently applied for demonstrating
relationships, and it has been shown to be vdid and relidble.

Spearman’s Rank Corrdation (Ferguson, 1971) was performed for each adult educator
on each of the independent variables for each teaching sesson in order to determine the
relaionship between the adult educator’s SPTC and their (1) telic/paratdic Situationd state
balance, which conssted of the perceived arousa discrepancy (TSM-Arousa Discrepancy),
effort (TSM-E), seriousness- playfulness score (T/P- Serious-Playful) and planned versus
spontaneous score (T/P-Panned- Spontaneous), and (2) SSE-Performance Scale. Itis
important to note that according to reversal theory (Apter, 2001), the emphasisis on ashift and
the number of shifts, rather than the amount of shift. Apter stated that the theory emphasises

[ability, which is how eadly and reedily an individud reverses between dates. One point (e.g.,



marking arating of “3” onetime and “4” the next time) may be dight for one performer but

immense for another; therefore, the emphasisis on whether a shift did or did not take place.

150
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Qualitative Design

Within 14 days of an adult educator’ sfind class, the participant met with the investigator
for an extensve interview lasting approximately 35 to 40 minutes. At the onset, the researcher
took three to four minutes gathering demographic data such as age, years of teaching
experience, and educational background.

As recommended by Apter (2001), the researcher spent time (e.g., 4 to 5 minutes) with
each participant providing the definitions of telic and paratdic states, what these States represent,
and an explanation of their key states (i.e., motivationa states dominance/preferences) according
to the AMSP and the PDS, making certain that each adult educator understood the definitions
of thetermsused in the TSM.

Questioning was then conducted to further andyse interpretations of the quantitative
data (i.e.,, arousd levels, arousal discrepancies, hedonic tone, performance state self-esteem,
and perceived performances) and how shiftsin thetdic and paratelic Satesinfluenced their
Stuationd state balance and salf- perceptions of teaching competence. (See Appendix G for
interview questions.)

The interview was based on a grounded theory approach (Glaser, 1998), which
emphasi ses open-ended questions and a conversationa approach. Therefore, there were no
limits on the topic-at- hand, with the exception of staying within the performance redim. To take
into condderation possible performance issues, the note taking form alowed for comments of
various topics taken from the performance literature.

The main god for theinterviewer was to (1) assess the needs of the performer by
obtaining their god(s), and (2) have two coding units on experiences of the adult educator’s (a)

perceived competent teaching session, and (b) perceived less competent teaching sesson. Each
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coding unit of goproximately four minutes or less (i.e., a ssgment of the interview on only one
topica issue; O Connell et d., 1991), was metamotivationaly coded by two reversal theorigts.
The investigator audiotaped and wrote notes throughout the length of the interview often
including quotes from the subject, and a summary was written immediately following the

interview.
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Procedures and Tasks

At the onset of thisinvestigation, participants had their key means-end State (i.e.,
dominant gate) identified. In order to achieve this, the subjects completed the AMSP and the
PDS.

Within atime span of three months, each subject conducted ten teaching sessons (as the
am was to have a consstent group throughout atypical 12-week term). Each adult educator
conducted teaching sessons in a subject matter they had previoudy taught. No adult educator
taught in what they condidered to be a new or foreign subject.

No more than 10 minutes prior to each teaching session, the adult educator
completed two questionnaires, condsting of (1) the 7-item SSE-PS, and (2) the 5-item TSM.
As s00n as possible and no later than ten minutes after the conclusion of the class, the adult
educator completed the SSE-PS and the TSM. Findly, they reported their perceived
competence of their performance of the teaching sesson by choosing only one of the following
levelsfrom a sdf-rating scde: 1= extremely incompetent; 2= incompetent; 3= average; 4=
competent; 5= extremely competent.

The investigator compared the adult educator’ s sgif-recorded perceptions againgt each
teaching sesson in relation to discrepancies existing between their actud and ided arousd levels,
hedonic tone, tdic/paratelic shifts (and the lability within these shifts), perceived effort as measured
by the TSM, and performance state self-esteem scores, as measured by the SSES. At the
conclusion of the tenth teaching sesson (within amaximum of 14 days) a 35-40 minute interview
was undertaken.

The tdlic/paratelic Stuationa state baance (in ateaching mode) was then identified by

ng the frequency of the telic and/or paratelic state as experienced by the adult educator while
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teaching, noting the lability between each of the teaching sessons. Anayss of the TSM and the

Metamotivational State Interview Coding Schedule (see next section) indicated the

metamotivationd states experienced in reation to the adult educator’ s salf- percelved teaching

competence. (See Fig. 2 to examine the Procedure flow chart.)

Key stateidentified: Ten teaching sessions:
AMSP & PDS Data collected of state
——> measures using ——>

TMS & SSESPS

Interviews
conducted:
Interviews coded
with MSICS

—— >

Sdlf-perceived Teaching

Competence examined:

Telic/paratelic Situational

State balance (in a teaching
mode) identified

Figure 2. Procedure flow chart.

Coding Schedule: Post-interview Coding

The Metamotivationd State Interview Coding Schedule (MSICS) (see Appendix F)

(O Conndll et d., 1991) was gpplied in the current study to interpret an adult educator’s (i.e.,

ingtructor/tutor/trainer) telic/paratelic metamotivationa state balance during episodes of teaching.

The interview transcripts (see Appendix H) are coded into two coding units that emphasise

sdf-perceived teaching competence, consisting of (1) competent teaching sesson, and (2) less

competent teaching sesson. All adult educators spoke about both these experiences of perceived

teaching competence. The competent teaching session represented their preferred teaching state.

Coding units, according to O’ Conndll et d. (1991) are identified by their tempord

relationships to each other. A coding unit is therefore characterised by asingle god, asngle st

of somatic states, and asingle environment. The interview was transcribed, having the episode

(i.e.,, teaching sesson) divided into coding units. The discrete part of the interview was of

primary importance for coding purposes, conssting of the two coding units.
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In the current investigation, the interview investigated issues concerning the coding units
and/or the metamotivationd andlysis. The MSICS was applied for determining the telic and/or
paratelic sateswhilein ateaching mode. For coding rdiability, the interview was transcribed by
the interviewer and coded by the interviewer and areversa theorist/registered psychologist. In
the telic/paratdic dimengion, the interviewer needs to determine whether thereisagod, and if
S0, what the god is. “A god isan am or an endpoint.... A god organises one's behaviour, and
achieving it typicdly resultsin areward from oneself or from others’ (O’ Connell et al., 1991, p.
15). The god was determined for accurate coding and was supported by alist of adjectives.

The following adjective definitions were applied for coding purposes of ng telic
and paratelic states (O’ Comndll et d., 1991):

Serious-minded: having or showing earnestness of purpose; not frivolous or jocular.

Playful: attention is directed toward on-going activity, or toward the accomplishment of

some non-essentia god which has been fredly chosen; includes being oriented to play or

fun, feding frisky, frolicsome, or frivolous.

Spontaneous: oriented toward the present, and towards continuing current behaviours

and sensations.

Goal oriented: atention is directed toward the accomplishment of agoa which is seen

as important; often the god is seen as ‘imposed’ ether by the environment, society, or

the individud’ s specific physologicd, socid, or persond needs.

Planning ahead: future oriented; activity ‘points beyond itsdf’;

anticipating the accomplishment of an essentia god.

Sensation oriented: the sensations being experienced are the focus

of attention, and thereis adesire to continue these sensations.
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Action has important consequences: theindividua percaves that

the action in which he/she is engaged or is consdering engaging in isimportant for the
future.

Activity enjoyable in itself: the subject is engaged in the ectivity

merely because it is enjoyable in itsdlf, and not for the purpose of

achieving something important.

Trying to accomplish something: the subject is engaged in the

activity for the purpose of accomplishing something thet isimportant to

him/her (pp. 16-17). (Italics added.)

These adjectives did not need to be used in the coding unit, but rather the definitions had
to beindicated and implied. When scoring the arousd level, the investigator and judge rated the
coding unit a low, medium, or high in arousd, according to the adjectives used by the
interviewee (see below). When evauating the hedonic tone, the investigator and judge rated
whether the subject felt the experience was pleasant, unpleasant, or neutrd in the coding unit.
The option of “can’'t code’” was avalable if sufficient information was not provided (O’ Conndl
et. d., 1991). (See Appendix F for the Metamotivationd State Interview Coding Schedule.)

The arousd adjectives were then subjected to arating by the investigator and judge. If
the phenomenologica characteristic described was not present, a“1” would be entered. If the
characteristic was present, a“2” would be entered. If both were present and strong, a“3”
would be entered. If there were no information in the interview about the characteristic, it would
be noted (O’ Connell et. d., 1991).

Adjectivesin the arousd dimension were as follows (O’ Conndl et d.,
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1991):
Bored: thefdt levd of arousd islow, and theindividua experiencesit
as unpleasant.
Excited: the fdt level of arousd is high, and the individud experiencesit as pleasant.
Calm: thefdt leve of arousd islow, and the individud experiencesit as
pleasant.
Anxious: the fdt levd of arousd is high, and the individua experiencesit as unpleasant

(p. 17). (Italics added.)

Last on the coding schedule, the tension Stressis given arating by the investigator and
judge. The coding of the individud’ s tenson stress for the tdlic/paratelic dimengon involved the
rating of (1) indicating no stress and the subject is at the ided leve of arousd, (2) indicating a
little tendon stress and the subject isnot at the ided level of arousd, but the discrepancy
between ided and actud is not large, and (3) indicating agreat ded of tenson stress and the
subject experiences alarge discrepancy between idea and actud arousd. “The coder should
try to take into account al the information and come to a qualitative decison based on what
seemed most sdient to the subject a thetime” (O’ Connell et ., 1991, p. 18). Itispossible
that this dimension cannot be coded based on the some subjects providing no information or
ambiguous information about the arousal dimension. (See Results chapter for examples of
interview transcripts of coding units and the telic/paratelic adjective ratings.)

Hedonic tone.

In the interview process, hedonic tone was self-assessed by the adult educator through

their description of pleasantness experienced in both perceived competent and less competent
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teaching sessons. The researcher could review the interview viathe tape recorder to confirm
the hedonic tonerating. The conclusive remarks of an adult educator’ s hedonic tone relied on
specific descriptors referring to degree of pleasure experienced in the teaching sessons.
Sgnificance of the Methodology

Relationships of performance variablesto SPTC.

Individuds percelve competence differently. Findingsthat reved an individud to have
only one sgnificant variable related to a perceived shift in competence, instead of having two or
three variables identified, does not limit or weaken the process of the study for thet particular
individud. 1t may be that one variable in isolation is enough to sgnificantly creete ashift in the
individud’s percelved teaching competence. The emphads on the intrgpersond differences
alowed the researcher to focus on any amount of perceived change within the adult educator’s
experience.

Pilot study.

Information on adult educators sdf-reported teaching competence is absent from the
literature. Therefore, it was decided by the researcher prior to the onset of the pilot study to
emphasise intrapersond differences rather than adult educators as a group.

The pilot study attempted to achieve the following objectives of (1) preiminary
feedback from two adult educators regarding the methodology (2) the efficiency of the gpproach
to gather information (3) trid runs at assessing the interviews, and (4) the viability of assessing
adult educators over ten teaching sessons.

All appropriate tests for the current investigation were gpplied in the pilot sudy,
including the Tdlic Dominance Scale (TDS) (Murgatroyd, Rushton, Apter, & Ray, 1978). As

the scale measures serious- mindedness, planning orientation, and arousal avoidance, it was
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deemed a dignificant test to include in the investigation. Despite Hyland, Sherry and Thacker
(1988) giving a psychometric critique of the TDS, suggesting improvements (aswdl as
dternative Strategies for measuring telic dominance), it explored the precise components being
researched. The use of the TDS was serioudy considered and deemed unacceptable for the
find study dueto its “limited effectiveness’ (Gotts, Kerr, & Wangeman, 2000).

Gotts et d. (2000) stated that “...in an attempt to address its shortcomings, a new scae
measuring tdlic- paratelic dominance, the Paratelic Dominance Scale (PDS), was devel oped” (p.
217). The Paratelic Dominance Scale has a 3-factor structure; the factors identified as
playfulness, spontaneity, and arousal seeking. It was devised usng samples from different
countries, the United Kingdom and the United States.

According to Gotts et d., the cross-vdidation of the TDS and the PDS using different
diverse internationd samples, was the srength of an internationdly relevant measure of tdlic-
paratelic dominance. Severd factor analyses were performed on TDS and PDS data from a
combined Audtrdian, Netherlands, and North American (USA) sample. In further comparison
of the TDS and the PDS, items of the TDS have been proven to be of limited value in that a
large number of factors have accounted for little variance. Analyses of PDS items were more
fruitful, and yielded readily interpretable factor Sructures, according to Gotts et d. The strength
of the Paratelic Dominance Scale (PDS) (Cook & Gerkovich, 1993) and the additiona time
needed to monitor the TDS, including its limited effectiveness was a solid confirmation to the
current researcher in omitting the TDS from the actud study.

The pilot study examined reversa theory and the adult educators perceived
performances of teaching competence in relation to their key state and telic/paratelic Stuationa

date balance. Adult educators anadysed their percelved competent versus less competent
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teaching sessons, in which possible inducing/change agents (i.e,, shiftsin metamativationd states
through frugtration, satiation and/or a contingency) were identified. Many responses in the adult
educators interviews discussed shifts in metatmotivationa states. Relationships of performance
variables were connected to shiftsin the adult educator’ s perceived teaching competence.

The Moativationd Style Profile (MSP) (Apter, Mdlows, & Williams, 1995; Apter et d.,
1998) was developed to assess an individud’ s state dominance. It was replaced by the
shortened version, namely the Apter Motivationa Style Profile (AMSP) (Apter, 1999a) for
more amore efficient process (see previous section on Moativationd Style Profile and the Apter
Motivationd Style Profile).

Teaching sessons were videotgped in the pilot study. However, it was identified that
videotaping created an unnaturd environment, and it was diminated in the actud study.

In the interviews, it was redlised in the pilot study that on occasion an adult educator
might discuss a pecific event not occurring in the actud timeframe of the study (i.e., repisodic
memory). Therefore, the coding would be more gppropriate for specific experiences within the
time of the study which described more competent and |ess competent sessions as the two
coding units to be metamotivationaly coded. Thisidentification actudly vaidated the necessty
for collating quditative and quantitative data. The Telic State Measure (Svebak et d., 1985)
was Satigticaly andysed, and the two coding units of perceived competence were
metamotivationally coded.

The pilot sudy asssted the process of iminating irrdlevant informeation, increasing the
efficiency and vdidity of the full sudy. It provided an exploration of the process of identifying

the intrgpersond criteria gpplied in the investigation.
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University Ethics and Subject Procedures
The Human Ethics application gpproved by the University of Sydney’s Human Ethics
Committee and permission to use the AMSP are located in Appendix |. Samples of the Subject

Information Sheet and the Conent Form are located in Appendix J.
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CHAPTER I
Reaults
Metamotivational Dominance and Stuational State Balance

Of the seven femde and three mae subjects, there were six telic dominant, three paratelic
dominant, and one adult educator was rated both telic and paratelic dominant depending on the
questionnaire used. Raw data demonstrated how each subject quantitatively rated their teaching
competence and teaching experiences (see Appendix L). Interview transcripts of coding units
provided (1) descriptions of the adult educator’ stelic and paratdlic language through adjective
usage, (2) metamoativationa state coding information of perceived competent and less competent
teaching sessons, and (3) information of inducing/change agents and telic/paratelic Stuationd State
balance (see Appendix H).

Telic/Paratelic situational state balance (teaching mode).

Adult educators 1, 4, and 9 shifted out of their overdl dominant bistable mode (as
determined by the AM SP and the PDS) into their dominant teaching mode (i.e,, telic/paratelic
Stuational state balance), as determined by the TSM and the MSICS. In other words, these
three adult educators had atendency to shift states (e.g., into ateaching mode) when they took
on therole of adult educator; wheress, the remaining seven adult educators did not tend to shift
inthisway.

Hf-Reported Scores: Correlations and Interviews

The data collected from the TSM (see Appendix C), the SSE-PS (see Appendix D)
and the Sdlf- Perceived Teaching Competence score (SPTC) (see Appendix E) represents each
adult educator independently as “within subject” rather than * between subjects’. See

Appendix L for presentation of the quantitative raw data, including the AMSP and the PDS.
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(See Appenidx L to review the qualitative outcomes of the subject’ s inducing/change agent and
Stuationd state balance while teaching.)

See Table 5, below, for the relationships of performance variables to self-perceived
teaching competence. Table 5 presents the overdl status of each subject’ s key state,
telic/paratdic Stuationd state baance, and the Satisticaly sgnificant and inggnificant
correations of each performance variable (performance sate self-esteem, arousa discrepancy
(i.e., difference between ided and actua fdt arousd), perceived effort, and metamotivationd
date shiftsin the means-ends domain) in reation to salf- perceived teaching competence. See
tables 6-35 (at the end of this chapter) for Spearman’ s Rank Correlation matrix of the adult
educator’ s performance variables and the Metamotivationd State Interview Coding Schedule

with examples for both the perceived competent and the perceived less competent coding units.



Table5

Overview of Performance Variables and Relationships Predicting Self-Perceived Teaching Competence

Telic(T) /
Telic/Paratelic Performanc Telic vs Paratelic* Sdlf-Perceived Teaching
Paratelic o ) ) Perceived Perceived less
Adult Situational e Arousal Perceived (Means-Ends Domain) Competence
P) ] ] ) Teaching Teaching
Educator State balanceina  State Discrepancy  Effort Serious vs Playful SUMMARY
Key State ) Competence  Competence
Teaching Mode Self-Esteem Planned vs Spontaneous
1 T P lns gnifican Insignificant  Insignificant Insignificant Insignificant Findings P T
2 T T lns gnifican Insignificant ~ Significant Insignificant Perceived Effort T T
Serious vs Playful Eztrfe(;:;nance State Self-
3 T T Significant Insignificant  Insignificant T T
Planned vs Spontaneous Telic vs Paratelic
4 P T lnsgnlflcan Insignificant  Insignificant Serious vs Playful Telic vs Paratelic T T
Performance State Self-
Esteem
5 P P Significant Insignificant  Insignificant Serious vs Playful P T
Telic vs Paratelic
6 T T lns gnifican Insignificant  Insignificant Insignificant Insignificant Findings T T
7 T T Significant Insignificant  Insignificant Serious vs Playful Performance State Self- T T

Esteem
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T/P

Significant

Insignifican

t

Insignifican
t

Significant

Insignificant

Insignificant

Insignificant

Insignificant

Insignificant

Insignificant

Insignificant

Serious vs Playful

Telic vs Paratelic

Performance State Self-
Esteem

Arousal Discrepancy

Insignificant Findings

Telic vs Paratelic
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Note: Sgnificant = perceived performance variable sgnificantly influencing Salf-Percelved
Teaching Competence
Insgnificant = perceived performance variable not Sgnificantly influencing Slf- Perceived
Teaching Competence
* Tdic (T) versus Paratdlic (P) isdivided into two variables:
1) serious versus playful; and 2) planned versus spontaneous

Explanation of Table 5

For adult educators 3, 5, 7, and 8 there was an identified relationship between self-
perceptions of performance state self-esteem while teaching and self- perceived teaching
competence. There was dso an identified relationship for adult educator 8 between sdif-
perceptions of arousd discrepancy/hedonic tone while teaching and self-perceived teaching
competence.

There was an identified relationship for adult educator 2 between sdlf- perceptions of
effort while teaching and sdf- perceived teaching competence.

There was an identified relationship for adult educators 3, 4, 5, 7, and 10 between sdif-
perceptions of tdic and paratelic metamotivationd states while teaching and self-perceived
teaching competence.

There was an identified relationship for adult educators 1, 4, and 9 between
telic/paratelic Stuationa state balance (in ateaching mode) and salf- perceived teaching
competence.

| dentification of performance variables.

This study identified psychologica relationships between sdf- percelved teaching

competence and performance state sdlf-esteem, arousa discrepancy, effort and
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metamotivationd states and/or determined their ideal/preferred Stuationa state balancein a
teaching mode. Three adult educators (1, 6, and 9) had no correlations between the repeated-
measures variablesinduding sdf-perception of performance Sate sdlf-esteem, arousd
discrepancy, effort, metamotivationd states, and their salf-perceived teaching competence.
However, these adult educators identified their telic/paratelic Stuationd state balance (while
teaching), and two of them (1 and 9) shifted to the opposite bistable mode (telic vs. paratdic)
while teaching.

Three adult educators (2, 4 and 10) identified one performance variable that
sgnificantly predicted their perceptions between a competent and |ess competent teaching
sesson.  Three adult educators (5, 7 and 8) identified two performance variables that
sgnificantly predicted their perceptions between a competent and less competent teaching
session. Lagtly, one adult educator (3) identified three performance variables that Sgnificantly

predicted her teaching perceptions between a competent and a less competent teaching session.
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No Sgnificant Correlations with Self-Perceived Teaching Competence (SPTC)
Three adult educators (1, 6, and 9) failed to identify any correlations between the
repeated-measures variables including sdf-percelved performance state sdlf-esteem, arousal
discrepancy, effort, metamotivationd states and their saf-perceived teaching competence.
Interestingly, these three adult educators demondrated the least amount of |ability in their

teaching experience of the ten adult educators.
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Sgnificant Correlations with Self-Perceived Teaching Competence (SPTC)
Adult Educators with One Performance Variable Correlation

Three adult educators (2, 4 and 10) each identified one variable predicting their teaching
perceptions between a competent and a less competent teaching session.
Perceived Effort

Adult educator 2 determined a significant relationship with perceived effort through the
correlation andysis of the SPTC. Adult educator 2 stated: “(Y)ou have to create a structure
where the needs of the moment emerge which are going to meet the gods.” He described
confronting difficultiesin the teaching sesson by gtating: 1 will think about it red carefully, and
um, um, but | try tolearn. So, |, 1, | think | work harder. | have quite caught a professond (a
learning edge)...it is, thet if you are a professond, you have been through everything.” He
accepted effort as part of a positive process toward a more competent teaching experience.
The extent to which ademand on apersonis stressful (i.e., causing strain) depends on whether
theindividual percelves the Stuation as stressful (Kerr, 1997a). Adult educator 2 did not
perceive a contingent event or frudtration as causing undue strain, but rather sufficient tenson-
dress to create a metamotivationd shift to which he responded with effort.

Corroboration of raw scores.

Adult educator 2 had adight degree of lability, showing minute shifts, in his scores.
When he gave himsdlf alower effort score both before and after a class, he rated himsdf as
having less teaching competence. Even though the score did not reflect a Sgnificant change,
each time ahigher arousal discrepancy score created alower effort score. For this adult

educator, increased effort complimented an ided arousd level. When the arousd was not idedl,
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tenson-gress increased and the ided telic/paratelic Stuationa state balance was not
experienced.
Seriousness versus Playfulness

Two adult educators (4 and 10) reported after the teaching session that reversas or
shifts between seriousness (tdic) and playfulness (paratelic) identified the differencein their
teaching experience between a competent and aless competent teaching sesson. These adult
educators rated their teaching competence in relation to their idedl versus actud/felt arousal
levdl. Teaching in the serious mode (i.e, tdic sate) versus the playful mode (i.e, paratelic state)
cregted a shift in telic/paratelic Stuationd state balance, which for these adult educators affected
ther sdf- perceived teaching competence.
Adult Educator 10

Adult educator 10, telic dominant, described the following about his teaching
experience “I’'m congtantly fine-tuning what | do...like an overactive thermostat.” However, he
aso dated that “...generdly | liketo be rdlaxed and laid back about it...”, whichisa
description of pleasant, low arousd inthe telic Sate. He hasthe desire to shift gppropriately,
but he might not dways have that ability. Asadult educator 10 explained, if it isnot going
perfectly right he is often ruminating about the experience, trying to leave it behind him. In order
to cope, he tried to self-judify any perceived mistakes, but the process usualy created a
digraction. Thisisan example of getting stuck in thetdic Sate.

Adult educator 10 described an attempt to consstently balance the teaching session.
He amed to create an atmosphere in which the students could fregly discuss (paratdlic), yet one

in which he could contribute to the class learning (telic). Presumably, he gets suck in his
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ruminating (e.g., seriousness) and only flows with the class discusson (eg., playful) when heisin
the moment.

The serious-playful score reported, after the teaching sesson, was the most obvious
score corrdating sgnificantly with shiftsin adult educator 10’ s perceived teaching competence
score. |t revealed, in retrogpect, that his percelved arousd leve while teaching possbly affected
hisided tdic/paratelic Stuationa state balance, and might have predicted a differencein his self-
perceived teaching competence.

Corroboration of raw scores.

For adult educator 10, the teaching sessionsin which he rated himsdlf with the highest
teaching competence score were the sessons in which he rated himsdf with the highest possible
‘playful’ score efter the class. To darify, his highest ratings of competence occurred when he
commenced the teaching sesson high in playfulness and then continued to increase in
playfulness. For this adult educator, playfulness related to his teaching competence and he
experienced a shift out of the serious modeftdic gate into the playful mode/paratdic Sate. As
previously mentioned, when he does not ruminate on past errors, he can achieve an gppropriate
shift, creating a perception of increased teaching competence.

Adult Educator 4

Adult educator 4 rated her teaching competence from an externd perspective. She
commented that she was unaware of how well the teaching session was until after recaiving
some feedback from the students. She was unable to make a critique of her competence

without the externd messages and opinions of others.
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The serious-playful score after ateaching sesson significantly correlated with adult
educator 4's shiftsin perceived teaching competence. This score was determined as a result of
the students reactions, and it influenced her perceived teaching competence.

Corroboration of raw scores.

Adult educator 4'sraw scores reveded that for every teaching session in which she
rated hersdlf the highest score in teaching competence, she shifted from ‘serious before
teaching sesson to ‘playful’ after class. Each teaching sesson in which she stayed ‘ serious’ or
gtayed in the middle between ‘serious and ‘playful’ and did not shift toward ‘playful’, she rated
hersdlf with less teaching competence. Adult educator 4 demondtrated that by becoming playful
while teaching, she achieved atelic/paratelic Stuationa state balance and increased perceived
teaching competence.

Sf-Awareness versus Self-Forgetting

Adult educators 4 and 10, in particular, described perceived changesin their teaching
performance when they shifted between focusing on self and focusing away from self and onto
the students. Adult educator 10 was representive of having a preoccupation on saf-awareness
while teaching and demondrated how it might cause deterioration in his teaching competence.
Such an intengty of self-focus could potentialy detract from a performer’ s attention to relevant
task cues.

Two Performance Variable Correlations
Three adult educators (5, 7 and 8) each identified two variables predicting their teaching

perceptions between a competent and a less competent teaching sesson.
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Performance State Self-Esteem and Seriousness versus Playfulness
Two adult educators (5 and 7) experienced differences between seriousness (telic) and

playfulness (paratelic) in relaion to being in thair ided date before aclass. For these adult
educators before class, ther actud arousd leve in conjunction with their performance state sdif-
esteem affected their idedl tdic/paratdic Stuationa state balance and sdlf-perceived teaching
competence after class. Ther individud differences were exemplified through their opposing
bistable state preferences (i.e., telic/paratelic).
Adult Educator 5

Adult educator 5, paratelic dominant, spoke about her salf-awareness prior to a
teaching sesson and the importance of feding asided as possible. Adult educator 5 explained
shedoes”...anything that’ s required at that moment and that depends on what’ s happening in
my body too. Because sometimes| could be overly aroused, and...that’ s as unhelpful asbeing
under-aroused, | think.” She then prepares her “being” (or her sdif) to be at her optimal
performance leve physcdly aswel as mentdly, in order to have the ability to be in the moment
and connect with the teaching session as cohesively as possble. When this particular adult
educator percelved aless competent teaching session, it was due to fedings of being
disconnected within hersdf and her thoughts and disengaged from others (i.e., sudents). In
these teaching sessions, she was not within her telic/paratelic Stuational state balance for
teaching.

Corroboration of raw scores.

Adult educator 5 correspondingly rated hersdf with less teaching competence when she
rated hersdlf lower in performance sate self-esteem. She reported being more serious before

and after class and she percalved hersdlf as having less teaching competence as aresult (as
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supported in her interview). For this paratelic-dominant adult educator, alower performance
date salf-esteem combined with being moretelic (i.e,, serious) and the less playful state created
less percelved teaching competence.

Adult Educator 7

Adult educator 7, telic dominant, spoke about anxiety while teaching and explained that
in*“...teaching events, the more unknowns the more, | think, worried and aroused |
am...(having) negative arousd.” When the unknowns were diminated at the commencement of
adlass, his performance state salf-esteem was secure, reflecting a higher sdlf-efficacy. He
talked about how his preparation doesthis. “I’ ve done considerable design work and office
work beforehand to make sure | wasright, so | fed better.”

Corroboration of raw scores.

Adult educator 7' s raw scores do not reved an obvious, immediate relationship
between performance state salf-esteem and SPTC. However, if he had a combination of [ower
performance state salf-esteem (i.e., score of 27 or less) before ateaching sesson commenced,
combined with amore tdlic tendency (high seriousness score), he rated himsdf with less teaching
competence. One contradiction of this pattern was recorded befor e class when he rated himsdlf
as having only dightly more playfulness (raw score of 4) than seriousness. However, on that
particular teaching sesson, he rated himsdf with hislowest performance Sate saf-esteem score,
which could have conceivably contributed to his score of |ess teaching competence.

Adult Educator 8
Arousal Discrepancy and Performance Sate Self-Esteem
Adult educator 8 experienced differencesin arousa discrepancy and performance sate

sdf-esteem, as reported after class, which postively corresponded with her saf-percelved
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teaching competence. Adult educator 8 was paratelic dominant. When she described the
serious/planning mode while teaching, she explained: “It (the telic Sate) is probably just less
ided. | could do it competently, but | know | just don’t enjoy it as much.” She aso reported
that differencesin her arousd levesinfluenced her percelved teaching competence. She
consstently rated her performance sate self-esteem lower after ateaching sesson when she
was out of her ided arousdl leve. In these particular sessions, she was taken out of her
telic/paratdic stuaiond state baance while teaching.

Corroboration of raw scores.

Adult educator 8 exemplified the combination of arousal discrepancy and performance
date sdif-esteem affecting perceived teaching competence. This particular adult educator
demongtrated the need for further research on the relationship between arousd discrepancy and
performance state salf-esteem. Nevertheless, the datain the current investigation reveded that
when performance state sdlf-esteem was lower in conjunction with an arousa discrepancy,
whether before or after aclass, percelved teaching competence was lower.

Adult Educators with Three Sgnificant Performance Variable Correlations

One adult educator (3) identified three variables in her teaching perceptions that differed
between a competent and a less competent teaching session.

Performance State Self-Esteem, Seriousness versus Playfulness, and Planned versus
Spontaneous

Adult educator 3 reported differencesin: (1) planned (tdic) versus spontaneous
(paratelic) modes before the class; (2) serious (telic) versus playful (paratelic) modes after a
class, and, (3) performance state salf-esteem after aclass, dl of which contributed to her

telic/paratdic Stuationd state balance and related to her percelved teaching competence.
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Adult educator 3, tdic dominant, was arousa avoidant. Even though she described the
process of “becoming exhilarated”, she falled to report asignificant increesein arousd. Rather,
sherelied on the sudents feedback to influence her perceived teaching competence.

Corroboration of raw scores.

Regarding adult educator 3’ sraw scores of performance state self-esteem, data
reveded that if one score was exceptiondly low on the scde (or if neither the before and after
class scores exceeded a score of 31), the adult educator perceived less teaching competence.
When this adult educator was too serious, emphassing ‘ planning’ on at least three of the four
raw scores, she perceived less teaching competence. Increased performance state self-esteem
scores and more emphasis on ‘ playfulness' and * spontaneity’ was related to an increased
perceived teaching competence for this particular adult educator. The correlation matrices and
the metamoativationd interview coding units for each of the 10 adult educators follows (Tables 6-
35).

Table6

Adult Educator 1: Correlation Matrix

SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM PSSE  PSSE

AD:B AD:A B A B A EB EA B A
SPTC - 345 271 -039 039 365  -452 -569  -588 (047 387
TSM 345 - 000 572 -142  -088 000 147 199 T4 -249
AD:B

TSM 271 000 - 305 443 -369  -094 -264 -353 064 792+*
AD:A

TPSP 039 572 305 - 476 -403 A2 283 383 256 -114
B

TPSP 039 142 443 476 - 157 428 -060 155 .300 557
A

TPPS 35 .08 -369 -403  -157 - 189  -505 -364 040  -117



B
TPPS 450 000 0% 402 428 189 - 063

A

TSME 559 147 .264 283  -060 -505 063

B

TSME 568 199  -353 383 155  -364 223 877+
A

PSSE o7 743 064 2%  -309 040 266 104

B

PSSE 387  -240  702** -114 557  -117  -148 -39

A

Note:
** Corrdation issgnificant at the .01 levd (2-tailed)

* Correlation is Sgnificant at the .05 level (2-tailed)
SPTC (Sdlf-Perceived Teaching Competence)

In order as presented, the following acronyms are as follows with either
B (Before teaching session) or
A (After teaching session):

TSMAD (Tdic State Measure-Arousa Discrepancy)
TPSP (Tdic/Paratelic- Serious- Playful)

TPPS (Telic/Paratelic- Planned- Spontaneous)

TSME (Telic State Measure-Effort)

PSSE (Performance State Sdlf- Esteem)

223

877+

-414

.266

104

-135

177

-.148

-.393

-414

-135
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Table7

Adult Educator 1: MSICS (with examples) of perceived teaching competence ***

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethe god: Connect with teaching session members through passion

Il. Scorethe Telic/Paratelic Adjectives.
(1= bardly identifiable, 2= present, but not strong, 3= both present and strong)

2 Serious- minded*

3 Goal oriented*

2 Panning ahead*

3 Action has important consequences*

3 Trying to accomplish something*
Example “I am redly organised in my teaching, so what | have got for every single
subject that | teach isafile, and I've got that file for a subsequentid sets of activities that
| can dip into and out of depending on the needs of the group. And so whilel teachina
very loose manner, it's very well planned, but not a the time, it's ahead of time. So |
am working within a ructure.”

2 Playful**

2 Spontaneous**

3 Sensation oriented* *

3 Activity enjoyable in itsdf**
Example “And it gives me the utmost creativity and room to respond to the needs of

the people. So | can go into ateaching sesson and | don't redly prepare it because |
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am thoroughly prepared. Because | have been doing it for so long, I’ ve got the best
resources. And | am very careful with my notes, and I’ ve aways got, um, handouts on
file, so that | don’t even have to go and prepare ahead, because, uh, | prepared at the
end of the previous class, and | aways make sure that | have enough handouts so that |

can move which ever way | want to go.”

*Tdic **Paatelic
*** (See Appendix G for sample of the Metamoativationd State Interview Coding

Schedule and to view the adjective checklist.)



180

Table 8

Adult Educator 1: MSCS (with examples) of perceived less teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determine the god: to connect more

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

1 Panning ahead

2 Action has important consequences

3 Trying to accomplish something
Example: “I do my best to get the devil’ s advocate to work with me.”

1 Rayful

2 Spontaneous

1 Sensdtion oriented

2 Activity enjoyablein itsdf
Example: “When | am teaching [subject] or young men, and, uh, I, | um, and if they,
they, they just don’'t want to be there, or when isthisfinishing, | just don’t want to do
this, uh, you know, or just when they tune out and they just don’t want to listen, that’s
when | can't ...can't connect with them.”
“Because |, I’m taking people outside their squares quite often, not dways, sometimes

(1) take people outside their squares.”



SPTC

TSM

AD:B

TSM

AD:A

TPSP

TPSP

TPPS

TPPS

TSME

TSME

PSSE

PSSE

Table9

Adult Educator 2: Correlation Matrix
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SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM  PSSE PSSE
AD:B  AD:A B A B A E:B EA B A
- 102 559 408 612 000 .000 697 538 -167  -.167

102 - -456  667* 583 000 .000 407 -615  -272  -272
559 -456 - 000 .000 000 .000 401 818** 000 .000
408 667 000 - 667 000 .000 610  -176 272 272
612 583 .000 667+ - 000 .000 T73* 132 272 -272
697 407 401 610 773** 000 .000 - 394 -133 -133
538 -615  818** -176 1R 000 .000 394 - 072 072
-167  -272 000 272 -272 000 .000 -133 072 - 1.00**
-167  -272 000 272 -272 000 .000 -133 072 1.00** -

Note:

** Corrdation issgnificant a the .01 levd (2-tailed)

* Correlation is sgnificant at the .05 leve (2-tailed)

SPTC (Self-Percelved Teaching Competence)
In order as presented, the following acronyms are as follows with either

B (Before teaching session) or
A (After teaching session):

TSMAD (Tdlic State Measure-Arousa Discrepancy)

TPSP (Telic/Paratelic- Serious- Playful)

TPPS (Telic/Paratelic- Planned- Spontaneous)
TSME (Tdlic State Measure-Effort)

PSSE (Performance State Self- Esteem)
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Table 10

Adult Educator 2: MSCS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethegod: Try and cregte the right conditions

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “And so, so | think that you are going to be aredly good adult educator or a
good counsdllor, you going to have to break it down. Y ou need to know precisdy what
you are doing and why you are doing it. And then you, the process that you had
devel oped, you're going to develop a process to meet those goals.”

1 Rayful

1 Spontaneous

1 Senstion oriented

1 Activity enjoyable in itsdlf
Example: “...it'saquestion of what the needs of the teaching sesson are aswell.

Because you can very eadily go off on tangents...uh, it’ svery easy to get caught up in



that sort of thing. Uh, the needs of the moment have to be determined to acertain

extent to what you, you are trying to do.”

183
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Table11

Adult Educator 2: MSCS (with examples) of perceived less teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determinethe god: Reflect on difficult sudent

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “And, um, | find it irritating because he gets in the way of the group, and it's,
he' s got...in other words he has his own neurotic needs and whatever they happen to
be. And | find people like that can be frustrating because they get in theway of alot of
peopl€ slearning, and my learning, but they dso take up alot of time in the group
because you' ve got to dea with them, and so tonight | know that there will be an issue
with him a some stage, and so | am thinking this... | redly don't need thisin my life.
Know what | mean? Umm...uh, so | find that frustrating, but | think that those people
can be very difficult.”

1 Rayful

1 Spontaneous

1 Sensation oriented
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Activity enjoyadlein itsdf
Example: “You have classes that the students are enthusiagtic, and where they are not

enthusiagtic. There are classes where you are tired, and you just happen to go through

the structure, maybe you're tired, and other days when they are.”



SPTC

TSM

AD:B

TSM

AD:A

TPSP

TPSP

TPPS

TPPS

TSME

TSME

PSSE

PSSE

Table 12

Adult Educator 3: Correlation Matrix
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SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM PSSE  PSSE
AD:B  AD:A B A B A EB EA B A
- 423 597 297 73 83 622 411 335 627 T9**

423 - 389 87 427 639 356 21 367 766** 581
597 389 - 149 874 561 406 T34 -242 203 499
297 871%* 149 - 323 452 209 042 555 712 521
73 421 874 323 - 456 571 717 033 356 T9**
639 639 561 452 456 - 548 289 050 542 351
622 356 406 200 571 548 - 081  -075 331 707
411 21 73 02 7 289 081 - 012 198 325
335 367  -242 555 033 050  -075 012 - 796** 378
627 766** 203 712* 356 542 331 198 .796** - 632
792** 581 499 521 .789** 351 J07 325 378 632 -

Note:

** Corrdation issgnificant a the .01 levd (2-tailed)
* Correlation is Sgnificant at the .05 level (2-tailed)

SPTC (Self-Percelved Teaching Competence)
In order as presented, the following acronyms are as follows with ether

B (Before teaching session) or
A (After teaching session):

TSMAD (Tdic State Measure-Arousa Discrepancy)

TPSP (Telic/Paratelic- Serious- Playful)

TPPS (Telic/Paratelic- Planned- Spontaneous)
TSME (Tdlic State Measure-Effort)

PSSE (Performance State Self- Esteem)
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Table 13

Adult Educator 3: MSICS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethegod: To “know” her students
Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)
2 Serious-minded
2 Godl oriented
1 Panning ahead
3 Action has important consequences
3 Trying to accomplish something
Example: “I guessthat’s a combination of feding good about the delivery of what I've
done and getting positive feedback from the students that it’s valugble.”
1 Rayful
1 Spontaneous
1 Senstion oriented
2 Activity enjoyablein itsdf

Example: “I just get to that tage whereiit feds like a good performance.”
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Table 14

Adult Educator 3: MSCS (with examples) of perceived less teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determinethegod: Try to get Sudents to understand meterid

[l. Scorethe Telic/Paratelic Adjectives:
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “But | think sometimes it also makes it twice as good...We |l focus more on,
um, the god of what the learning outcomes are, initidly. Y ou know, we begin the
session with... and we make sure we completeit at theend. We'll go back and refind
those...

1 Rayful

1 Spontaneous

1 Senstion oriented

1 Activity enjoyablein itsdf
Example: “I used to fed that way when | was chalenged by students that wanted to be

confrontationd, but that doesn’t affect me anymore.”



SPTC

TSM

AD:B

TSM

AD:A

TPSP

TPSP

TPPS

TPPS

TSME

TSME

PSSE

PSSE

Table 15

Adult Educator 4: Correlation Matrix
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SPTC TSM TSM TPSP  TPSP TPPS TPPS TSM  TSM  PSSE PSSE
AD:B  AD:A B A B A EB EA B A

- 441 539 -283 639* 000 -046  -398 .00 044 107
441 - 192 156 483 097 271 -070  -3% 076 596
539 192 - - 749 7055 382 083 -78* 559 -244  -042
-283 156 - 749 - -262  -473 -091 334 783** 662 405
639 483 J055  -262 - -104 330 -676* 044 -029 047
.000 097 382 -473 -104 - 399 -318 161 -438 405
-046 271 083 -.001 330 399 - -200  -345  -507 198
-39  -070 -77** 334 -676+  -318  -209 - -313 -0  -128
050 -356 559 783 044 161 -345  -313 - -408  -512
044 076 244 662 -029  -438  -507 059 -408 - 458
107 596 -042 405 047 405 198 -128  -512 458 -

Note:

** Corrdation issgnificant a the .01 levd (2-tailed)
* Correlation is Sgnificant at the .05 level (2-tailed)

SPTC (Self-Percelved Teaching Competence)

In order as presented, the following acronyms are as follows with ether
B (Before teaching session) or
A (After teaching session):

TSMAD (Tdic State Measure-Arousa Discrepancy)

TPSP (Telic/Paratelic- Serious- Playful)

TPPS (Telic/Paratelic- Planned- Spontaneous)

TSME (Tdlic State Measure-Effort)

PSSE (Performance State Sdlf- Esteem)
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Table 16

Adult Educator 4: MSICS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determine the god: Processinformation and get feedback from students

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example " One where people have learned, have learned something practicd like
discovering something about themsdves, felt safe and secure in the environment and they
have fun....That would be a successful evening for me and for them...”

1 Rayful

1 Spontaneous

1 Senstion oriented

2 Activity enjoyablein itsdf
Example: “But even sometimes when ateaching sesson is going well, it'snot just me.
It's...even though | like to take credit for it, it's just a good fit, agood group of people,
and it swhat they need that got them there, S0 it’s, it' s external patterns aswell, yeah,

but | like to take credit for it.”



191



192

Table 17

Adult Educator 4: MSCS (with examples) of less perceived teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determinethe god: Find another focus and chdlenge

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “I guesstrying to find another focus to get me stimulated, and helped. And
because | actudly...l realy didn’'t look forward to coming to, in fact | dreaded some
mornings having to face these people...that became achdlengein itsdf. So I've got to
just create a challenge for mysdlf to get imulated into the work.”

1 Rayful

2 Spontaneous

1 Senstion oriented

1 Activity enjoyablein itsdf
Example: “ Everybody islooking redly bored and redlly overwhemed by the materid

and redlly exhausted by the end of the evening, and everyone, their energy isredly flat.”
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“I think about being the best possible, in the best possible gate, then | need some sort of

a, achdlenge for mysdf for that particular time.”



Table 18

Adult Educator 5: Correlation Matrix
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SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM  PSSE PSSE
AD:B AD:A B A B A EB EA B A

SPTC ; 352 257 671* 569 257 -048 269 126 645 645

TSM 352 - 072 380 711* 574 377 172 282 42 855+

AD:B

TSM 257 -072 ; 072 243  -111  -167 33 -218 580  -166

AD:A

TPSP 671+ 330 o7 - 247 072  -377 A72 141 577 577

B

TPSP 569  710* 243 247 - 243 365 402 199 612 612

A

TPPS 257 574  -111 072 243 - 667  -333 509  -166 580

B

TPPS o8 377 -167 -377 365 667 - -0 218 -248 3l

A

TSME 269 172 333 172 402 -333  -500 - 218 497 050

B

TSME 196 282 -218 141 199 500 281 218 . .35 163

A

PSSE a5 422 580 577 612 -166  -248 497  -325 - 500

B

PSSE e gs5** 166 577 612 580 311 050 163 500 .

A

Note:

** Corrdation issgnificant a the .01 levd (2-tailed)
* Correlation is Sgnificant at the .05 level (2-tailed)

SPTC (Sef-Percelved Teaching Competence)
In order as presented, the following acronyms are as follows with either
B (Before teaching session) or

TPSP (Telic/Paratelic- Serious- Playful)

A (After teaching session):
TSMAD (Tdic State Measure-Arousa Discrepancy)

TPPS (Telic/Paratelic- Planned- Spontaneous)
TSME (Tdlic State Measure-Effort)

PSSE (Performance State Self- Esteem)
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Table 19

Adult Educator 5: MSCS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethegod: In tune with the Sudents

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

1 Serious-minded

1 Godl oriented

1 Panning ahead

1 Action has important consequences

3 Trying to accomplish something
Example: “...then | am happy to toss the lesson plan and to run with that. Becausel
think that that’ s where the engagement is, so | respond to that very strongly.... And that
means, the things that | actudly covered, in terms of...I’ll go back to that and make sure
that we cover it at the beginning of the next week...”

2 Rayful

3 Spontaneous

3 Senstion oriented

3 Activity enjoyablein itsdf
Example: “...and operating very highly from essentidly an intuitive awareness of what's

going on, watching alot of the non-verba cueing and things like that, and being able to



respond to that and pull whatever is hagppening in the room into some theoretica

framework.”
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Table 20

Adult Educator 5: MSICS (with examples) of perceived less teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

Description: Work-teaching

|. Determinethe god: Andysewhat is not working from the group’s perspective

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

1 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “...and then | determine what’s not working here, and try and andyseit from
agroup work perspective. ‘So what activity do | need to do now to get this
happening’, or | might take it back to the group and say ‘I'm just redlly aware thet, that
alot ishappening’.”

1 Rayful

2 Spontaneous

2 Sensation oriented

1 Activity enjoyablein itsdf
Example: “What | notice in my own sdf, isthat | am not able to connect in that room or

connect the group together. There' s something about, you know that nebul ous concept
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of coheson...That'swhat | fed is not, not in theroom. That's how | notice that | am not

as connected...”



SPTC

TSM

AD:B

TSM

AD:A

TPSP

TPSP

TPPS

TPPS

TSME

TSME

PSSE

PSSE

Table 21

Adult Educator 6: Correlation Matrix
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SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM PSSE PSSE
AD:B  AD:A B A B A E:B EA B A

- 054 -107 421 559 .000 .000 0%4 142 274 .269
054 - 673 -547 .048 -172 -.559 382 492 672 A17
-.107 673" - -184 239 -129 -129 138 146 .258 100
421 -547 -184 - 474 -.187 337 -113 -223 -.352 -114
559 048 239 A74 - -.224 -.224 451 465 415 .361
.000 -172 -129 -187 -.224 - .600 -.643* -491 -475 - 718*
.000 -559 -129 337 -.244 .600 - -945%% - 045x* - QO13** - 90**
094 382 138 -113 451 -.643* -.945** - .964** .880**  .916**
142 492 146 -223 465 -491 -945%% 964%* - O32x* . 849**
274 672 258 -352 415 -475 -913**  .880** 932+ * - .885**
.269 A17 100 -114 .361 -718* -.898**  .916%* 849** .885** -

Note:
** Corrdation issgnificant a the .01 levd (2-taled)
* Correlation is Sgnificant at the .05 level (2-tailed)

SPTC (Self-Percelved Teaching Competence)

In order as presented, the following acronyms are as follows with either
B (Before teaching session) or
A (After teaching session):

TSMAD (Tdic State Measure-Arousa Discrepancy)

TPSP (Telic/Paratelic- Serious- Playful)

TPPS (Telic/Paratelic- Planned- Spontaneous)

TSME (Tdlic State Measure-Effort)

PSSE (Performance State Self- Esteem)



Table 22

Adult Educator 6: MSICS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethegod: Try and cregte the right conditions

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “I like to bring to the session planning and organisation. | like to know my
materid [and] environment. | liketo haveit set up redly well. And that providesa
blueprint for me to work from.”

1 Rayful

1 Spontaneous

1 Senstion oriented

1 Activity enjoyablein itsdf

Example: “If | don’t have the blueprint, then | can’t be spontaneous.”
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Table 23

Adult Educator 6: MSICS (with examples) of perceived less teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determinethe god: Sort the problem out within the group
Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)
3 Serious-minded
3 Godl oriented
3 Panning ahead
3 Action has important consequences
3 Trying to accomplish something
Example: “I am pretty good these days a blocking out everything dsein the world, it
could impact, to have an undercurrent, likeif I am not on top of things...”
1 Rayful
1 Spontaneous
1 Senstion oriented
1 Activity enjoyablein itsdf
Example: “I've got (the) materid, but it is not necessarily what they need or want...|

would lose alot of confidence”



SPTC

TSM

AD:B

TSM

AD:A

TPSP

TPSP

TPPS

TPPS

TSME

TSME

PSSE

PSSE

Table 24

Adult Educator 7:

Correlation Matrix
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SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM PSSE PSSE
AD:B  AD:A B A B A E:B EA B A
- 073  -152 .769** 493  -303  .386 102 35 715 536
073 - 379 203 617 300 187 045 -627 252 409
-152 379 - -047  -201  -369  -455 248 -759* -030 -226
769%* 203 -047 - 483 035 178 659* 370 462 310
493 617  -291 483 - 386 656 .000 041 478 T64*
-303 300 -369 035 386 - 253 232 162  -153 315
386 187  -455 178 656 253 - -283 082 185 493
102 045 248  659* .000 232 -283 - 218  -044  -219
356  -627 -759* 370 041 162 082 218 - 076 115
715 652  -030 646 478  -153 185  -044 076 - 531
536 409  -26 310 764 315 493 -219 115 531 -
Note:

** Corrdation issgnificant a the .01 levd (2-tailed)

* Correlation is Sgnificant at the .05 level (2-tailed)

SPTC (Sef-Perceived Teaching Competence)
In order as presented, the following acronyms are as follows with either

B (Before teaching session) or
A (After teaching session):

TSMAD (Tdic State Measure-Arousa Discrepancy)

TPSP (Telic/Paratelic- Serious- Playful)

TPPS (Telic/Paratelic- Planned- Spontaneous)
TSME (Tdlic State Measure-Effort)

PSSE (Performance State Self- Esteem)



Table 25

Adult Educator 7: MSICS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethegod: To beflexible

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “I’ve had to work a bit more on being active and fun activities with the group.
And | redisethat a checkpoint for meis, ‘ Are they getting something out of the group,
and isit making adifference? That'sameasure a the end of the day for me.”

2 Rayful

1 Spontaneous

2 Senstion oriented

1 Activity enjoyablein itsdf
Example: “Two things| think...Laughing, having fun, um, and being very active in the

process of learning.”



Table 26

Adult Educator 7: MSICS (with examples) of perceived less teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determinethe god: Be more flexible by putting things back onto the students

Score the Telic/Paratelic Adjectives:
(1= bardly identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

2 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “I think early in my teaching experiences when | waan't flexible, that’ swhen |
had the most difficulty.”
“But till before the first couple of courses, | was sort of | think a bit aroused, anxious,
and ‘Arewe redlly hitting the mark? ‘Isthere too much in the day? ...A whole lot of
questions like that.”

1 Rayful

2 Spontaneous

1 Senstion oriented

1 Activity enjoyablein itsdf
Example: “I’ve had to work at, one, being flexible, and two, being better organised. |

think they are very much learned behaviours apart from teaching.”






SPTC

TSM

AD:B

TSM

AD:A

TPSP

TPSP

TPPS

TPPS

TSME

TSME

PSSE

PSSE

Table 27

Adult Educator 8: Correation Matrix

SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM  PSSE PSSE
AD:B  AD:A B A B A EB EA B A

- 414 -TT5** 475 300 363 398 -217  -354 518 643
-414 - .000 -165  -18  -710+ -313 572 -252 -7287 M4
-775%* 000 - -354  -111 -328 -327 140 661*  -103  -553
475 -165  -354 - T74%* 298 Ol1%* 446  -636* 407 T74%*
300 -186 -1 774 - 311 743 -465  -607 521 706
363 710 -328 298 311 - 479 -689*  -336 AT 622
398 -313 =327 911%* 743+ 497 - -441  -587 313 836**
-217 572 140 446 -465 -89  -441 - 288 -745 - 650
-354  -252  e61*  -636* -607 -3  -587  .288 - -051  -607
518 -728*  -1038 407 521 ATT 313 7455 -051 - 521
643 -444  -553 774 706* 62 836** -650+ -607 521 -

Note:

** Corrdation issgnificant a the .01 levd (2-tailed)
* Correlation is Sgnificant at the .05 level (2-tailed)

SPTC (Sef-Perceived Teaching Competence)

In order as presented, the following acronyms are as follows with either

B (Before teaching session) or

A (After teaching session):

TSMAD (Tdic State Measure-Arousa Discrepancy)
TPSP (Telic/Paratelic- Serious- Playful)
TPPS (Tdic/Paradic- Planned- Spontaneous)

TSME (Tdlic State Measure-Effort)
PSSE (Performance State Self- Esteem)
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Table 28

Adult Educator 8: MSICS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethe god: To fadilitate the learning

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

1 Serious-minded

2 Godl oriented

1 Panning ahead

2 Action has important consequences

1 Trying to accomplish something
Example “1 didn't, | redly didn’t do much preparation because | knew | knew that
topic.”
“I could go in there with nothing, but | couldn’t go in there with nothing to [name of
class] because | would perceive that there' slot of content | need to remember, and | am
just trying to prevent dl that.”

2 Rayful

3 Spontaneous

3 Senstion oriented

3 Activity enjoyablein itsdf
Example: “...the sessionsthat | perceived as when | was the best were those ones|

hadr't redly done alot of planning, but because | know the content anyway and |



know | can go with the flow, and they are the ones that | think went the best or some

amazing thing happened or you know, someone had arevelaion...”



Table 29

Adult Educator 8: MSCS (with examples) of perceived |ess teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determinethegod: Tak mysdf through it

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “I think that’swhat it is...likethey are dl in that thing where | fed they are
relying on me for their learning, and then it's got to come out of my head and into theirs.
But where | haven't been able to create an environment where | can get them in groups
or | can give them asmulation or | could give them something where they’ Il get ther
own learning..where | have just facilitated that.... That kind of fedslike a pressure that |
have to give them something.”

1 Rayful

1 Spontaneous

1 Senstion oriented

1 Activity enjoyablein itsdf
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Exanple: “There are groups whereif they come in abit flat, like the Monday morning
group...I have to work harder because [cough] it's Monday morning, they are kind of a
bit flat and tired, | kind of fed like | am more, you know, ‘on show’ whereI’ve got to

get them, uh, glad aswell”.



SPTC

TSM

AD:B

TSM

AD:A

TPSP

TPSP

TPPS

TPPS

TSME

TSME

PSSE

PSSE

Table 30

Adult Educator 9: Correlation Matrix
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SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM PSSE PSSE
AD:B  AD:A B A B A E:B EA B A

- -509  .000 -218 345 488 509 -089 -123 580 592
-509 - .000 -167  -527 000 111 272 063 355 -422
-218  -167 000 - 395 000  -667* -102 @ -282 -044  -09
345 -527 000 395 - 354 .000 000 238 449 257
488 000 .000 000 354 - J45+ 456 -337 436 243
509 111 .000 -67* 000 745 - -272  -063 .35 241
-089 272 .000 -102 000 456 -272 - 461 -072  -074
-123 063 .000 -282 238 -337  -063 461 - -140  -456
580 -355  .000 -044 449 43 -3 -072 -140 - 170
592 -422 000 -0900 257 243 241 -074  -45%6 170 -

Note:

** Corrdation issgnificant a the .01 levd (2-tailed)
* Correlation is Sgnificant at the .05 level (2-tailed)

SPTC (Sef-Perceived Teaching Competence)
In order as presented, the following acronyms are as follows with either
B (Before teaching session) or

A (After teaching session):

TSMAD (Tdic State Measure-Arousa Discrepancy)

TPSP (Telic/Paratelic- Serious- Playful)

TPPS (Telic/Paratelic- Planned- Spontaneous)
TSME (Tdlic State Measure-Effort)

PSSE (Performance State Self- Esteem)
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Table 31

Adult Educator 9: MSICS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethe god: Facilitating students discovery

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

2 Serious-minded

2 Godl oriented

1 Panning ahead

3 Action has important consequences

2 Trying to accomplish something
Example: “...I recognise just how much | have to offer them mysdf in terms of my
understanding of human nature and the dynamics between human beings, and it's dways
the proviso of what | know you could write on the head of apin. But | am very strong
inthat area, and | am getting stronger and stronger as | grow older.”

3 Rayful

3 Spontaneous

3 Senstion oriented

3 Activity enjoyablein itsdf
Example: “..what | loveisthe sgnificant persond shiftsthat I'm apart of. Sol like
seeing the light come on for people. People say ‘ That was amazing. That was the best

thing that ever happened to me.” The feedback is absolutely enormous.”
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Table 32

Adult Educator 9: MSICS (with examples) of perceived less teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determinethegod: Look for postive strokes

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

1 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “I need to find the recognition of the job I’ ve done within mysdlf. But those
were adso the times of when I’d been thinking, um, | need to extend my repertoire
here...I need to pull out some other tuff, uh, to ded with them.”

1 Rayful

2 Spontaneous

2 Senstion oriented

2 Activity enjoyablein itsdf
Example: “I think the ones where it wasn't a5, were the Monday night ones, with my
introverted group, where | was not getting my usualy strokes...because they don’t show
anything on their faces, you see, so you can't tell...the sdlf-vauing has to be higher in that

teaching session than e sawhere.”
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SPTC

TSM

AD:B

TSM

AD:A

TPSP

TPSP

TPPS

TPPS

TSME

TSME

PSSE

PSSE

Table 33

Adult Educator 10:

Correlation Matrix
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SPTC TSM TSM TPSP TPSP TPPS TPPS TSM TSM  PSSE PSSE
AD:B  AD:A B A B A E:B EA B A

- -201 049 076 .83 -114 173 -3 076 199 597
-201 - -220 -549  -113  -770**  -110  -724* 290 -295  -070
049 -220 - 259 103 096 -329 233 108 526 494
076 -549 259 - 051 676 -041 125 -533 629 052
834**  -113 103 051 - -170 42  -219 -0 o4 722
-114  -T770%* 0% 676+ -170 - 178 615  -645* 346 -.061
173 -110 -329  -041 4% 178 - 08l  -45% -584 300
-325 7240 233 125 -219 615 081 - -292 029 -172
076 290 108 -533  -092  -645F  -456 -292 - -061  -021
199 -295 526 629 04 346 -584 029  -061 - 133
597 -070 494 052 72 -06l 300 -172  -012 133 -

Note:

** Corrdation issgnificant a the .01 levd (2-tailed)
* Correlation is Sgnificant at the .05 level (2-tailed)

SPTC (Self-Percelved Teaching Competence)
In order as presented, the following acronyms are as follows with either
B (Before teaching session) or

A (After teaching session):
TSMAD (Tdic State Measure-Arousa Discrepancy)

TPSP (Telic/Paratelic- Serious- Playful)
TPPS (Telic/Paratelic- Planned- Spontaneous)

TSME (Tdlic State Measure-Effort)
PSSE (Performance State Self- Esteem)
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Table 34

Adult Educator 10: MSCS (with examples) of perceived teaching competence

Coding Unit: Teaching competently; Description: Work-teaching

|. Determinethegod: Immerse mysdf into the content

Il. Scorethe Telic/Paratelic Adjectives.
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

3 Panning ahead

3 Action has important consequences

3 Trying to accomplish something
Example: “It dl needs to be done before...dl the stuff needs to be done in my heed.
(Pause) 90 percent is at the pre-stage. | haveit in my head...where | can be
comfortable and | have the structure to keep me focussed.”

1 Rayful

1 Spontaneous

2 Senstion oriented

2 Activity enjoyablein itsdf
Example: “I like when the students participate and take part in the creation of the class.
| don't like to have it planned to the last minute. But...there's an dement of being

connected to people in the room.”
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Table 35

Adult Educator 10: MSICS (with examples) of perceived |less teaching competence

Coding Unit: Less teaching competence; Description: Work-teaching

|. Determinethe god: To re-focus

Il. Scorethe Tdic/Paratdic Adjectives:
(1= barely identifiable, 2= present, but not strong, 3= both present and strong)

3 Serious-minded

3 Godl oriented

2 Panning ahead

2 Action has important consequences

3 Trying to accomplish something
Example: “Going off on tangents....and...if | wasn't sufficiently prepared to deal with
questions, and it fdt fla, or...and it fdlt dl one-way...al coming from me, um, not girring,
creeting interaction and interest. [Not being able to answer aquestion]... would unsettle
me. 1I'd be ruminating...uh, it distracts me....I would make a conscious effort to put it
aside”

1 Rayful

2 Spontaneous

1 Sensation oriented

1 Activity enjoyablein itsdf
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Exanple: “But | don't like gppearing less than competent. I’'m hard on mysdf and fed
lousy if it didn’t gowell. 1 liketo know people are perceiving me as competent and they

are getting something out of me.”



CHAPTER IV
Discussion

Connection of Current Sudy to the Literature

The current study applied a methodology of identifying the performance variable(s) that
are associated with an adult educator’ s perceptions of their teaching competence. In seven of
the ten adult educators, shiftsin telic and paratelic states were linked to self-recorded changesin
their perceived teaching competence. In addition, the inducing/change agents of frudtration,
satiation, and contingent events were present in the follow-up interviews.

Movement toward a preferred telic/paratdic Stuational state balance (in ateaching
mode) was demonstrated with seven adult educators demondrating the most lability. These
seven adult educators perceived more teaching competence when they shifted into their
preferred teaching state. Performance state self-esteem was identified as a variable that may, in
some instances, be linked with sdlf-perceived teaching competence. This was demonstrated in
four adult educators (see Table 5).

Some researchers (e.g., Apter, 2001; Fontana, 1983) have encouraged the
development of reversa theory research by challenging current psychologica methods. More
recently, research has expanded to include different areas of life experiences, and more
specificaly, taking the means-ends domain (telic and paratelic) and applying it to different
aoplications.

The current study, utilises reversd theory to chalenge the conventional performance
psychology literature through investigating the intrgpersond realm of 10 adult educator’ s sdif-
reported perceptions of their teaching competence. The current study also applied an approach

or methodology to promote the process of identifying shiftsin each adult educator’s experience.
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Roberts (1992) suggested that motivationa theories need to address the direction of
behaviour, explaining why behaviour isenergised. Reversd theorigts, Wilson et a. (1995)
compared performers combinations of metamotivationa states prior to, during, and after
performances, and found that actud success may be determined by one performing in one's
preferred metamotivationa States.

The current study suggests that perceived competence could be predicted by one's
metamotivationa state bdance. Also, this study proposes that the direction of behaviour ina
teaching mode is uniquely linked (i.e., intrgpersonal) to each adult educator’ s perceived teaching
competence. The Metamoativationd State Interview Coding Schedule (O’ Connell et ., 1991)
was utilised to observe each educator’ s directions of behaviour by noting the performer’s gods
and ng the relaionship of metamoativationd shifts and other performance variables (via
inducing/change agents) to their perceived competence.

Horn et d. (1987) suggested finding criteria to evauate percelved competence. They
gtated these criteriawould highly contribute to the development of any performance evauation.
They beieved that self-percelved competence is the best predictor of performance evauation,
dating that a performer’ s subjective interpretation within the actud performance setting may be
the most sgnificant mediator of determining a successful outcone.

To raterae, findings that reved an individua to have only one sgnificant variable related
to a perceived shift in competence, instead of two or three variables, does not limit or weaken
the recommendations for thet particular individua. The current sudy utilised a
phenomenologica method of exploring the adult educator’ s saif-report in an actua teaching
environment. Thisinvestigation promotes a more contemporary and intrgpersona direction

toward perceived competence assessment and evauation.



Research Questions
Research Question 1

Do the performance variables of (1) performance State sdlf-esteem, (2) arousal
discrepancy (i.e, ided versus actud); (3) hedonic tone (i.e., pleasure within the teaching
process); and/or (4) perceived effort, relate to an adult educator’ s salf- perceived teaching
competence?

The current study would suggest that each of the abovementioned factors could be
related to the individud’ s self-percelved teaching competence. Performance date self-esteem
and shiftsin the teic and paratelic metamotivationd states were found to be more strongly
related to sdlf- percaived teaching competence than any of the other variables.

Increased hedonic tone implies an increase in pleasure or adecreasein arousd
discrepancy and vice versa (i.e., an increased arousal discrepancy implies a decrease in hedonic
tone). Hedonic tone is experienced as aresult of the combination of the state oneisin and the
levd of arous (i.e, fdt Sgnificance) oneis experiencing. According to reversa theory, hedonic
tone may be a contributing factor to self-perceived teaching competence because it is connected
to low and/or high arousa preference (Apter, 2001).

Performance state self-esteem.

Fazey et d. (1988) developed the butterfly catastrophe modd that included adimension
of sdf-confidence, a performance predictor. Self-confidence wasincluded in the modd (asa
butterfly factor) because it was believed to be a predictor of performance.

In the current investigation, four adult educators demonstrated that performance state self-
esteem increased or decreased in accordance to their perceived teaching competence.  Asthe

perceived competence increased for adult educators 3, 5, 7 and 8, their performance state self-
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esteem increased sgnificantly, but for most of these adult educators, the awareness to shiftsin
their performance state self-esteem were more evident in the after class scores than the before
class scores. Thisindicates that the performance Sate self-esteem may shift sgnificantly during
the performance and create a memorable impact on the fina perceptions of the performance.
Given the correlationa design of the current investigation, these results might reflect that high
levels of competence relate to an increase in sdf-esteem. ( See Appendix K for further
information on sdf-esteem.)

Arousal discrepancy and hedonic tone.

An arousal discrepancy score (i.e., the discrepancy between one' s actud experienced
levd of arousd and one' sided leve of arousd) was derived by cdculating the difference
between ided arousd (question 3) and actud arousa (question 4) of the Telic State Measure
(Kerr, 19974). AsApter (2001) described: “Movement toward the ided level of amotivationd
variable will be accompanied by increasingly pleasant emotions or fedings, and increasingly
positive hedonic tone, these reaching their optimd levels asthe ided leve itsdf” (p. 39).

Arousd discrepancy did not sgnificantly correlate with differences in percelved teaching
competence for most of the adult educators. However, arousa discrepancy, for example, was
sgnificantly related to adult educator 8's perceived teaching competence and hedonic tone.
Adult educator 8 (paratelic dominant and paratelic Stuationa state balance) described an
increase in enjoyment with increased perceived teaching competence and minima arousa
discrepancy. With high perceived teaching competence and low arousd discrepancy, she
described her hedonic tone as. “ ...the best (teaching sessions) were those ones | hadn't redly

done alot of planning, but because...l know | can go with the flow, and they are the onesthat |
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think went the best.” Her pleasure was emphasised by describing her flow and having a* best”
(better) experience.

On a perceived less competent teaching sesson with high arousa discrepancy, the same
adult educator described her hedonic tone as. “ There are groups where if they come in abit
flat...| have to work harder because...they are kind of abit flat and tired, | kind of fed likel am
more, you know, ‘on show’.” Her displeasure was described as working harder and having the
added pressure of being “on show”.

Adult educator 3 (overdl telic dominant) described a good teaching sesson asonein
which she experienced arriving & ahigh point: “(I) fed exhilarated. | just get to that stage where
it fedslike agood performance.” She described a"gradua shift” throughout the teaching
sesson (resulting in atelic response) of “...a combination of feding good about the ddlivery of
what I’ ve done and getting pogitive feedback from the students that it’ s vauable.”

According to reversd theory, individuas who prefer ateic Sate are arousd avoidant
(Apter, 2001) as demonstrated by adult educator 7. When having a high negative arousd level
(i.e,, anxiety), he was uncomfortable within himsaf and with others.  Adult educator 7 dso
demondrated cognitive anxiety as increased negativity or an ingbility to be pogtive. His
telic/paratdic Stuaiond state baance in a teaching mode might have been affected by: (1) his
negative concern (of worry) and increased arousdl; or (2) hisinability to be pogtive, cregting a
low state sdf-esteem; or, (3) more likely, acombination of both. This demongtrates that he had
difficulty, a times, in maintaining hisided state while teaching.

It appears that salf- confidence tends to be more vulnerable to Stuationd changes than

cognitive anxiety (Martens et d., 1990); however, in this case, adult educator 7 exhibited both

vulnerahilities in connection to his sdf- perceived teaching competence. He stated: “But il
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before the first couple of courses, | was sort of | think a bit aroused, anxious, and ‘Are we redly
hitting the mark? ‘Is there too much inthe day? ...A whole lot of questionslikethat.” Martens
and his colleagues dso Sated that performance expectations are antecedents of both cognitive
axiety and sdf-confidence, and that they are self-evauative in nature (e.g., adult educator 7).

Both adult educators 5 and 7 exemplified antecedents to behaviour (i.e., precursorsto
anxiety) (Jones et d., 1997) through their experiences of emotions and/or cognitions that might
have previoudy occurred in ateaching sesson. The recollection of these thoughts and fedings
might be a contributing factor in one' s Stuationd sate balance. Both performance expectations
and perceptions of ability can be antecedents of cognitive anxiety and sdf-confidence (Martens
et d., 1990). These antecedents are salf-evduative in nature, and therefore, they tend to be
noticed by individuas with a keen sense of sdlf-awareness, as demonstrated by experienced
adult educators 5 and 7).

For example, adult educator 5 dated that sheis: “...very much in the moment,
responding to what’sin theroom. And, | am very clear when | go into aroom, what do | want
to cover, um...If something comes up in the room that is more criticdl....then | am happy to toss
the lesson plan and to run with that. Because | think that that’s where the engagement is, 0 |
respond to that very strongly.”

Effort.

Researchers Martin et d. (1987) found differencesin arousal and perceived stress
between the tdlic and paratelic Sates. The current investigation supported this early study.
However, perceived effort was not sgnificantly correlated with percelved teaching competence
for mogt of the adult educators. Nevertheless, the concept of strain asssted in explaining why

individuds experience sressors differently. Strain is the response to an individud’ s negative
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cognitive gppraisal of one' s adaptation to the demands of a particular environment (Joneset d.,
1997).

A relationship between percelved competence and perceived control as supported by
Harter (1981a), demonstrated a direct link between percelved competence and performance of
askill. Adult educator 2 (overdl telic dominant) demonstrated control and competence,
seeming not to be strained by externd factors (i.e., frustrating student). For example, he stated,
“I find people like that can be frustrating because they get in the way of alot of people's
learning, and my learning, but they dso take up alot of timein the group because you' ve got to
dedl with them.”

Other individuds, as Cherry (1978) and Jck et d. (1980) explained might potentidly
have had a stressful response to the same stressor.  Lazarus (1966) stated that some individuas
would respond to a stressor with avoidance (e.g., call on another student), while others respond
to the same stressor with an approach motivation (e.g., question the student). Adult educator
2, despite perceaiving to put forth extra effort, is an example of an individuad who did not exhibit
symptoms of strain while teaching. He stated that he percaived effort as part of the learning
experience and subsequently, he viewed it as a podtive action toward teaching competence.

According to reversal theory, effort-stress, as adult educator 2 demonstrated, occurs as
aresponse to tenson-dress and is aresult of the individud’ s attempt to cope with some threat
or chalenge (Apter et d., 1990). Inthis case, because the adult educator positively viewed the
stuation, and referred to the Stuation “as a challenge”, he decided to gpproach the stressor (a
chdlenge or paratelic response) rather than avoid it (an anxiety avoidance or telic response).
Despite being atdic-dominant individual, adult educator 2 handled effort-gtressin the form of

effortful attempts at coping with the stressor (Apter et a., 1989), demongtrating a shift to the
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paratdic gate (eg., “...deding with them...”). Reversad theorists, Martin et d. (1988)
suggested that differences between the good (eustress) and bad (distress) reside not so much in
the nature of the actua events but rather in the metamotivationa sate of theindividud who is

experiencing the stressors (e.g., adult educator 2).
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Research Question 2

How do the inducing/change agents of frustration, satiation, and contingent events relate
to psychologicd |ability and shiftsin an adult educator’ s perceived teaching competence?

The dynamics of teaching in an adult education environment require frequent trangtions
(reversas) between metamotivationd states. An essentia characteristic for adult educatorsisto
be |abile (see Operationd Definitions), and as described in reversd theory, it implies having the
ability to appropriately shift metamotivationa states (Apter, 2001) in order to meet student
needs.

Both the tdlic and paratdic metamotivationa states of the means-ends domain are
relevant and present in adult educators while teaching. For haf (i.e., 5) of the adult educators,
shifting between seriousness and playfulness (according to reversal theory; Apter, 2001) was a
ggnificant predictor of sdf-perceived teaching competence. Adult educator 2 summarised:
“(O)ne of the problems of teaching, and what adult educators debate, is to ‘emphasise the
experience of the teaching and that the sudents have aredly good experience’, but there's no
point in the sudents having agood, arealy good experience, unlessit’sfor apurpose.” This
perceptive comment represents the fine balance in the goa orientation of most adult educator’s
teaching experience.

Adult educator 3 (overdl telic dominant) reported shifts between planning (tdic) and
spontaneity (paradic) asadgnificant predictor of self-perceived teaching competence. Inthe
interview, she dated that “. . .the (teaching) competency is based on the students giving feedback
of what we have covered isvduable” Along with thistdic experience of a planned teaching
session, her description of exhilaration (1 just get to that Sage where it feds like a good

performance’) reveds shifts between seriousness and playfulness or fun.



The reported awareness of a fluctuating performance state salf-esteem curbed
spontaneity and playfulness for adult educator 3.

In the interviews adult educators frequently expressed a need for spontaneity and/or
flexibility in ther teaching. For example, adult educator 4 (paratelic dominant, telic Stuationd
state balance) aimed for a session in which “ ... people have learned something practicd like
discovering something about themsealves. ..and they have fun.” A percelved competent teeching
session was one inwhich “...the sudents eft and | |eft feding like we dl got something out of
the evening”. The need to fed that an individud is worthwhile to onesdlf and to others (Glasser,
1965) was represented by thisexample.  However, for students to have telic and paratelic
experiencesin class, this particular adult educator detached herself (Apter, 1992) because, as
she expressed, teaching is*...about that lack of control...” when the qudity of the sessonis
determined by the students, especidly if the teaching sesson is going poorly.

Adult educator 4 explained that she praised hersdf for a competent teaching session and
externdly blamed the students for a less competent teaching sesson. The paratelic (playful) and
the tdic (serious) metamotivational states created opposing perceptions (Apter, 2001) of which
students were viewed as*“ .. .just agood fit, agood group of people’ (paratelic) versusonein
which “...thar energy isredly flat” (tdic).

Adult educator 4 rated her teaching competence externdly, commenting that she was
unaware of how well the teaching sesson was until after receiving some feedback. Only then
could she make a critique of her competence. According to reversa theory, adult educator 4
(paratelic dominant) was in a protective frame, which occurs only in the paratelic Sate (Apter,

1992; 2001). She experienced al three protective frames (i.e., the confidence frame, the safety
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frame and the detachment frame. The detachment frame, according to Apter, isan
externalisation process when one becomes a mere observer of the process.
Equilibrium

Motivated reasoning and social desirability of others.

Adult educators gpoke about gaining and maintaining equilibrium in ther teaching
experience. Severa adult educators reported a teaching goal that required some degree of
flexibility on their part (see Godsin Metamativational State Interview Coding Schedulein
Appendix F). For example, adult educator 10 (overall telic dominant) described “...an attempt
to consgtently baance the teaching sesson”. Heamed to “...have the aamosphere in which the
students could fredy discuss’ therefore being spontaneous through no structure, enjoying the
conversation and discussion as it may fal (paratelic). Y et he wanted ateaching experiencein
which he“...could contribute to the class learning”, keegping the lesson serious by focussng on
the ‘end-result’ of a gpecific plan (telic).

However, adult educator 7 (overdl telic dominant) specificdly stated, “being flexible’
and “to be more flexible’” were histeaching gods, even though, he was telic dominant in every
way. Inessence, he was describing a paratelic sate as his am even though he did not actudly
operate in the paratelic.

Adult educator 7 was not spontaneous, as being in the paratelic state suggests. Rather,
the contingent event of planning to be spontaneous actualy created a telic metamotivationd
date. Reversd theory defines ‘planning’ as adescriptor of being telic (Apter, 1994; Wilson et
al, 1996; 1997).

Possible motivated reasoning was demonstrated by these two adult educators (i.e., 7

and 10), as Kunda (2000) described. Kunda suggested that people gather conclusions they
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want, and they often rely on a biased set of cognitive processes to re-cregte their strategies used
for accessing, congtructing, and evauating beliefs. This phenomenon can be referred to one
acquiring the socia desirability of others, which is: (a) the need of anindividud to respond in a
culturaly appropriate and acceptable manner to gain socid approvd or avoid negeative
evauation, (b) the tendency to deny socidly undesirable traits while claming socidly desrable
ones, and (c) the tendency to protect one's salf-esteem from ego threat (Weinberger et dl.,
1979).

Proactive and reactive.

The current researcher’ s concept of being proactively telic was demonstrated when
adult educators set the teaching structure and enforced the boundaries of the learning gods and
lesson plan. For example, adult educator 2 (overdl telic dominant) was conscious of hisplan to
overcome incidents of confrontation by the so-called “devil’ s advocate’ student in class. Adult
educator 2 demongtrates a proactive gpproach to coping with hisfrustration (i.e., an
inducing/change agent), and maintaining his control of the lesson plan. Adult educator 2 was
putting in an increased amount of effort in handling these sudents, which Apter (2001) suggests
could become a source of effort-tress (see Operationd Definitions).

Adult educator 2 proactively dedt with the frustrating students to save time and to get
back to the lesson plan for the group. As previoudy mentioned, it helped him to cope when he
perceived these Stuations as necessary chdlenges for better learning.

The current researcher’ s concept of being reactively telic was demonstrated when adult
educators reacted to the students' responses to the structure. This reactivity was frequently
perceived by adult educators as being spontaneous because it was perceived as going with the

flow, and gtaying in the moment.
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For example, adult educator 7 (overdl tdic dominant) stated: “ (I’ ve) planned and
organised and (am) heading towards those objectives. Uh, | think inthat case, what |, | get a
feding that thar time sout, I'll put it back to the adults in the group basicdly, ‘ Thisis where we
are a, thisis where we spent our time...what’ s the best use of your time. Here are three
options, for example, A, B and C. We only havetimefor two. Youtdl me’ I'll bounceit
back again and get them to decide.”

This example demongtrated why it is difficult to be proactively paratelic, because
essentidly it isbeing telic (and not paratelic). This adult educator perceived that he was being
spontaneous and flexible, but according to his description, he planned it out step-by-step and
maintained control through the students' decisionmaking process.

Paratelic dominant adult educators were willing “ .. .to toss the lesson plan...” as adult
educator 5 (paratelic dominant and paratelic Stuationa state balance) described. The four adult
educators who had shiftsinto a paratdic Stuationd state balance utilised sdf-forgetting
(Fontana, 1988). Adult educators in the paratelic Sate reveded in thar interviews a sense of
flow in ther experience of “being sudent-centred”. Flow is essentidly a characteristic of pesk
performance (Cakszentmihdyi, 1975).

Each adult educator, asthey sdlf-reported, frequently coped with their inducing/change
agent and promptly returned to their “place of familiarity” (or, their preferred metamotivationa
date; Apter, 2001). Returning to on€e' stelic/paratelic Stuationd state balance represents
equilibrium within the teaching process. A sense of balance results in better coping and
therefore, more effective teaching.

Evidence from each of the ten adult educators revedled in their own words and terms

that both teic and paratdic states are appropriate for self-perceived teaching competence.
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Adult educators in the paratelic state indicated their ability to focus on the udents needs a the
moment. However, few adult educators could maintain playfulness (paratelic) as
inducing/change agents created seriousness (telic). Asreported in interviews, effort increased
with the serious mode of the telic State.

Research Question 3

Does movement toward: (1) a preferred tdic/paratelic Stuationd state balance (in a
teaching mode), and (2) performance state self-esteem relate to an increase in salf-percelved
teaching competence?

For each adult educator, their telic/paratelic Stuationa state balance (or ideal sate) ina
teaching mode matched up with their more competent teaching session. Kerr (1997a)
gated that from his metamotivationa research on performers, successful performers tend to be
more able than less successful performers to achieve and maintain their ided state when
performing. The current investigation found that those who perceived their performance to be
successful, having rated themselves high in percelved competence, tended to reach their idedl
telic/paratelic stuationa state baance and maintain that level of percaeived performance. This
means that their 1ability, or their metamotivationd range, gppeared to be more evident
throughout their teaching experiences.

Also, each adult educator (either quantitatively and/or quditatively) identified
inducing/change agents, as described in reversd theory by Apter (2001) in their teaching
sessons. Explanations in interviews mostly described ametamotivationd shift from the paratelic
to the telic sate. The most prevaent concerns of the adult educators shifting sates and

experiencing less competent teaching sessons came from: (1) generd comments of decreased
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hedonic tone through frustration; and, (2) contingent events created by issues with a student
(e.g., student playing devil’s advocate) in the teaching session.

In the interviews, adult educators, reveding an awareness of perceived |ess competence,
described one of the three inducing/change agents (i.e., frustration, satiation or a contingent
event) asinitiating ametamotivationa state shift from the paratelic date to the telic gate. Inturn,
these date shifts reflected their perceived teaching competence. More specificdly, shifting from
playful to serious were the most frequently salf-reported metamotivationa shifts (as opposed to
spontaneous to planned). When confronted with inducing/change agents while teaching, the
adult educators shifted to the teic state in times of distress and lowered hedonic tone, despite
the adult educator’ s overal dominant state or telic/paratelic Stuationa state balance.

Adult educator 10 (telic dominant with atelic Stuationd state baance) had a preference
for low arousd. While teaching, he amed to maintain aflow by focussng on the sudents and
the atmosphere of the moment. However, he expressed his concern of “going off on tangents’
and described aless competent teaching sesson as. “...it fdt flat, or...it fdt dl one-way...dl
coming from me, um, not girring, creating interaction and interest.” As he ruminated about “just-
made’ mistakes, he would sdf-judtify, hoping to avoid stress. The “uncontrollable rumination”,
as heexplained in hisinterview, actudly increased his Sress. He dtated that it caused him to lose
contact with the class, because the ingppropriate focus leading to increased stress would keep
him too serious while teaching. As he reported, this type of Stuation of not having some
flexibility and being in the moment with the students decreased his perceived teaching
competence.

Adult educators discussed their stressors, frequently describing an automatic shift into

seriousness, intendity and the like, which were dl descriptors of the telic state (Apter, 2001).
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Some often believed in their ability to cope by conscioudy sdf-creating a shift to amore
goppropriate (or successful) state. A high sdf-efficacy or bdief in one s ability to perform, as
described by Bandura (1982), might be a contributing factor to creating one's own contingency.

For example, adult educator 4 (paratelic dominant with atelic Stuationd state baance)
expressed the process of creating a contingent event and implementing a shift to amore
gopropriate teaching state. She explained: “I guess (it's) trying to find another focus to get me
dimulated. ...I redly didn’t look forward to coming to, in fact | dreaded some mornings having
to face these people. ...That became achdlengeinitsdf. Sol’vegot to...to get simulated into
thework.” She continued: “Otherwise...l can't redly have an optima performance. | can get
through it, but | can’t (lways) find the best possibleway. Soiif | think about being. ..in the best
possible state, then | need some sort of a, a challenge for mysdf for that particular time...” (a
descriptor of the tdic state).

Telic/Paratelic situational state balance in a teaching mode.

In the interviews, adult educators emphasised frequently used descriptors of the
paratdic sate (i.e., spontaneous, flexible, and in the moment) to be their ided teaching mode or
date. Paratelic dominant adult educators, however, did not necessarily have a higher percelved
teaching competence. Adult educators who were paratelic dominant (in their Stuationa state
balance) shifted more frequently between the telic and paratdlic states than those who were telic
dominant (in their Stuationd date baance).

Each adult educator consstently connected his or her tdlic/paratdic Stuational state
ba ance with sdlf-perceptions of increased perceived teaching competence.  Determining one's

Stuationd state baance in ateaching mode and observing how each adult educator had thelr
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individud telic and paratdic shifts demongrated the need for recognising intrgpersond
differences.

Two adult educators (1 and 4) specificaly had atdic/paratelic Stuationd state baance
opposite to their overal dominant metamotivational state. Both adult educators had increased
perceived teaching competence when in their ided tdic/paratdic Stuationd state baance. Both
adult educators indicated a decrease in percelved teaching competence when they were not in
their ided tdic/paratdlic Stuationa state balance.

Each adult educator had specific issues contributing to shiftsin their perceived teaching
competence. These indicators conssted of: (1) a shift from their overal dominant Sate to their
telic/paratdic Stuationd state balance in ateaching mode; and/or, (2) shiftsin the telic and
paratelic Sate in the teaching session caused by inducing/change agents.

Mogt of the adult educators reported an awareness of differences between competent
and less competent teaching sessions. Adult educators 1, 6, and 9 self-reported (in
guestionnaires) little awareness of changesin their perceived teaching competence. In astudy
by Kerr (1997a), when the psychological characteristics of successful performers were
examined, it was found that the pattern was one of stability and little change. Despite the current
study not examining actua performance, but rather perceived competence, the lack of
awareness in conjunction with minima lability might possibly reflect actua performance success.
It therefore cannot be inferred that alack of awarenessis unproductive or negative. For
example, adult educator 6 stated: “1 am pretty good these days a blocking out everything elsein
theworld...likeif | am not on top of things...” Adult educator 9 stated: “...I recognise just how
much | have to offer them mysdlf in terms of my understanding of human nature and the

dynamics between human beings... But | am very strong in that area.”
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Nevertheless, these “stable”’ adult educators (1, 6, and 9) identified their telic/paratdic
Stuationd state baance (through the TSM and the MSICS) by reveding their most frequented
gate while in the teaching mode. In the metamativationd state coding of the teaching sessons of
adult educators 1, 5, 8, and 9, a shift occurred in the perceived less competent teaching sessons
out of the paratdic stuationd state balance into the telic state. For example, adult educator 1
dated: “...and if they, they, they just don’'t want to be there, or ‘whenisthisfinishing? ‘I just
don’t want to do thisl” uh, you know, or just when they tune out and they just don’t want to
ligten, that' swhen | can't ...can’t connect with them.” Adult educator 8 Sated: “...1 fed they
are reying on me for thelr learning, and then it's got to come out of my head and into theirs. But
where | haven't been able to create an environment where | can get themin groups or | can give
them asmulation or | could give them something where they’ll get their own learning...where |
have jud facilitated that.... That kind of fedslike a pressure thet | have to give them something.”

A mgor predictor of sdlf-confidence is perceived readiness prior to performance, with
the externd environment contributing Sgnificantly (Parfitt, 1988). According to Parfitt, sdf-
confidence and cognitive anxiety could be at times dissociated (for some performers).
Determining on€' s ided metamotivationa state of an adult educator at the onset of ateaching
sesson might assst those adult educators most in control of thelr teaching environment. For
example, adult educator 8 stated: “ There are groups where if they comein abit flat...| haveto

work harder because...they are kind of abit flat and tired.”
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Research Question 4

Does the method of gpplying quditative, quantitative, and self-report (based on a
grounded theory gpproach of observation and comparison) assist in the identification of
intrapersond shifts within an adult educator’ s salf- perceived teaching competence?
Methodology

The method based on a grounded theory gpproach in conjunction with repesated
measures and interviews to gather self-reported information demongtrated itsvaue. The
process of identifying an adult educator’ s perceptud shifts in teaching competence referred to
specific experiences within the time of the study (i.e., more competent and |less competent
sessons). These experiences comprised the two coding units.

Adult educators, nevertheless, might reflect on important teaching experiences outside of
the ten repeated measures. The vaue of the quditative interview revedsthe levd of sdf-
disclosure of affective states, which yields more precise information about the subject’s
motivation. The quantitative measures yield a sdlf-pattern of change. This identification points
out the potentid for collating quditative and quantitative data. The combined methodology
provided reinforcement and increased indight for subjects.

Hackfort et d. (1989) believed that behaviourd indicators of anxiety present distinctive
problemsin performance-related studies. They stated that because it can be quite difficult to
distinguish between anxious behaviour and coping behaviour, observation methods become
useful only in conjunction with sdf-statements and self-reports. Thisimplies an intrapersond

data collection process.
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As performers perceive anxiety differently, anxiety needs to be measured both
quditatively and quantitatively (Jones et d., 1997). The current study supports the observations
of both Hackfort et a. (1989) and Jones et d. (1997).

Reversal theory.

The current investigation utilised both quantitative and quditative methods to
intrapersondly and metamotivationdly analyse perceived performance. Reversd theory, being
about the structure of experience, focused on a phenomenologica approach. The theory
emphasises the way in which motivation is fundamenta to and pervasive in experience. Data
was gathered through a continud interna context. Each adult educator’ s perceptions, thoughts,
and actions were highlighted within the vast redm of experience sampling. Persondity inthe
current study was viewed through 10 examples of intrapersond change rather than interpersond
differences.

Intrapersonal differences.

The multi-dimensiona gpproach proved to be important in the current investigation, due
to the intrgpersond differences an adult educator experiences while teaching. Quantitetively,
perceived teaching competence levels and possible metamotivationa shifts were consistently
reported in the adult educators state measures. Quditativey, the coded metamoativationd
episodes of perceived competent and less competent teaching sessions provided some possible
explanations (e.g., gods and inducing/change agents) for these perceived differences.

Theinterview in the current study asssted the understanding of an adult educator’s
(achievement) behaviour. AsMaehr et d. (1980) explained, success and failure are
psychologicad states based upon the interpretation of the effectiveness of one' sintrapersond

achievement gtriving. They stated that performance outcome isinterpreted as successful when
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the achievement dtriving is seen to reflect desrable qudities of the sdlf, and the outcomeis
viewed as afalure when it is seen to reflect undesrable attributes of the salf. Successful and
unsuccessful processes of performance were reveded with each adult educator.

To smply average mood states across subjects (i.e., inter-group comparisons),
according to Prapavessis et d. (1992), fails to control for individua reactionsto agiven levd of
mood or pattern of mood change. He pointed out that moods need to be examined in relation
to intra-subject variations. The current investigation is supportive of Prapavessis et d. (1992).
S f-Report

Sdf-reported moods, as reported by Barret (1996), represented a reliable method of
observing conscious, subjective emotiond experience. Self-report measures, as Barret
emphasised, are the only way to access aspects of emotiona experience occurring outsde the
|aboratory in the context of people s daily lives (e.g., Feldman, 1995g; Larsen, 1987; Oatly &
Duncan, 1994; Penner, Shiffman, Paty, & Fritzsche, 1994). The current study supports the
work of Barret (1996) and dl the aforementioned studies.

Regarding more specific issues of the salf-reporting process, persona competenceis
made up of sdlf-awareness and sdlf-management (Goleman, 2002). Of these, Goleman stated
that sdf-awareness is having the capability to salf-assess, and that accurate self-assessment is
“...knowing one' s strengths and limits’ (p. 39). He aso sated that self-confidenceis a sound
sense of on€e's capabilities, as demonstrated in the quotes by adult educators 1 and 9, but not
demonstrated by adult educator 6 (see examples below).

Affinity-seeking constructs.

In addition, self-involvement (oppositiond to salf-forgetting) has been identified as being

related to various Stuationa contingencies through affinity-seeking constructs (Bell, et d., 1984).
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Sdf-involvement isaform of sdf-generated focus.  According to Gratch (2001), this happens
when an individud attemptsto regulate his or her own sdf-esteem. Adult educators 1 and 9
(both with a paratelic Stuationd state balance) did not experience flow that comes out of self-
forgetting and a tendency to be unaware of sdf, as described in reversa theory by Fontana
(1988), but rather put forth a picture of self-involvement described by Gratch (i.e., sdf-
generated focus).

Adult educator 1 (telic dominant and paratelic Stuationd state baance) sated: “I can go
into ateaching sesson and | don't redly prepare it because | am thoroughly prepared. Because
| have been doing it for so long, I’ ve got the best resources.”

Adult educator 9 (telic/paratelic dominant and paratelic Stuationa state balance) Sated:
“I recognise just how much | have to offer them mysdlf in terms of my understanding of human
nature and the dynamics between human beings, and it’s dways the proviso of what | know you
could write on the head of apin. But | am very strong in that area, and | am getting stronger and
gronger as| grow older. ...I experience mysdlf of making mysdf available in waysthat it has
become the truth of the person. So it's not the empty vessdl thing. ...It'sthat | am skilled in
dlowing my sudents to discover. And then it sfilling in the pieces that they are not ableto
articulate about their discovery. ...I actudly thought that most of my classeswere 5's”

Adult educator 6 (overdl teic dominant) had adifferent circumstance in that she was
unaware of subtle changes within her experience. She demonstrated alack of awareness at the
onset of the interview stating that “ ... (t)en sessons was just too many, because after about the
fifth or axth sesson, | found that | was just writing the same thing every time anyway.” (This
comment was noted at the outset of the interview as aresponse to the initid query regarding the

subject’s generd overdl experience of participation in the study.) Adult educator 6' s results
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showed only adight lability as described in reversa theory by Apter (2001) (i.e., how easily and
readily people reverse between states). Thiswas overgenerdised in her perception of reporting
little change in her teaching experience. Telic/paratelic Stuationa sate badance and overdl state

dominance appeared to be constant for this adult educator.

Teaching experience.

Adult educator 8 (paratelic dominant and paratdlic Stuationa state balance) had
congderably fewer years of teaching experience (in comparison to adult educators 5 and 7).
Thismay have influenced the degree of awareness of her tdic/paratdic Stuationa state baance.
Adult educators 5 and 7 noted arousa differences before class while adult educator 8 only
reported differences of arousal levels and teaching competence after class. The awareness of
arousd levds became evident through the self-report questionnaires, but not within the interview

process.
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Culminating Observations
Concluding Findings

Limitations.

In this study, some adult educators denied any teaching experience of lesser
competence. For the mgority, however, sdf-awareness was demonstrated in the form of
objectively viewing onesdf with responsibility and ownership of one's strengths and weeknesses
(Goleman, 2002).

Asthis study separately measured perceptions of competent and less competent
teaching sessons, self-awareness as described by Goleman (2002) was essentid for the adult
educators demongtration of accurate salf-ratings. Seven out of the 10 adult educators showed
ggnificant corrdations of psychologicd variables with sdf-perceived teaching competence.

There are severd possible explanations for three of the adult educators not
demongrating any sgnificant shiftsin the teic and paratelic sates (i.e., the means-ends domain)
and/or differencesin their teaching competence. Reversa theory discusses two issues that affect
on€e s perceptions. (1) lability and (2) sdience.

Lability, or being labile, is about how eadily and readily people reverse states (e.g., tdic
to paratelic to telic) (Apter, 2001). When the psychologica characterigtics of successful
performers were examined in Kerr’s (19978) study, as previoudy mentioned, it was found that
the pattern was one of stability and little change, which could be the case with any of the adult
educatorsin this study. However, asthe current study looked at self-percelved competence,
and not actud performance success, it isvitd to investigate other possibilities.

For example, adult educator 6 commented at the outset of the interview that haf way

through the teaching term (and consequently the 10 episodes of state questionnaires), she
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redlised each question was being answered with virtudly the same response. This particular
adult educator expressed confusion about the repetition of answering the state measure forms.
The lability of this particular adult educator at least in the 10 measured sessions appears to be
minimadl.

In the current investigation, three adult educators demonstrated that telic and paratelic
metamotivationa shifts were infrequently foca in their teaching experience. Sdience, as
discussed in reversd theory (Apter, 2001), implies that the means-ends domain may not be
crucid in every adult educator’ s awareness (or focd point). It gppears from this study that most
adult educators emphasise the telic and paratelic sates. The means-ends domain has been
found to be the most sdient domain of the four domains for the most people, as reviewed by
Apter (2001).

Adult educators 1, 6, and 9's sdience, or foca point, gppears to be about the
relaionship domain and possibly sdf-esteemissues. This possibility is presumed due to these
three adult educator’'s demongtrated socid desirability (Carstensen et d., 1983) and
possible vulnerability to others (Crowely, 1999). They have a high sdf-evauation combined
with ahigh vulnerability to others, (not unlike Crowely’ s second quadrant). Crowely Stated that
ahigh vulnerability to others could be seen as detrimentd to one's self-esteem, while alow
vulnerability to others may be conducive to a higher sdf-esteem.

For example, adult educator 9, in her percelved less competent session, Stated that
“...the -df-vauing has to be higher in that teaching sesson than dsewhere” As she explained,
in that ingance sheis aware of her “sdf-soothing tendencies’.  Also, adult educator 9 when
commenting on a perceived competent teaching sesson dated, “...as | hear mysdlf | recognise

just how much | have to offer them. .... Peoplesay ‘ That was amazing. That was the best
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thing that ever happened to me.” The feedback is absolutely enormous. And it's not flattery.
You can seethat it was.” For this particular adult educeator, thisis her perception of what the
sudents are perceiving. Her sdf-reported emotions are primarily determined by her socid
desirability concerns (Cargtensen et al., 1983) and her vulnerability to others (Crowley, 1999).
Paradoxically, these three adult educators demonstrated a consstently high performance
date saif-esteem. Pogtive matives drive people with high sdlf-esteem. “Inindividudswith low
sdf-esteem, the desire to promote a positive saf-image conflicts with the need to protect a
negdtive sf-view from change’ (Brown, 1993, p. 117). Brown maintained that:
...motivationd ambivaence might underlie the conservatiam of people with low sdf-
esteem. (They are) caught between an affectively based desire to enhance fedings of
sdf-worth and a cognitively based need to maintain their existing sdf-conceptions

(p.126).

Hawthorne effect and Hal o effect.

The Hawthorne effect occurs when people work harder due to their participation in
something new and specid (Chaplin, 1985). The Hawthorne effect was evident in this sudy
when adult educators reported their spontaneity. They reported that being spontaneous was
representative of ahighly skilled and competent adult educator. However, evidence (i.e.,
interview comments and Satistical correations) suggested that on many occasions they were not
spontaneous or in the moment.

For example, adult educator 6 (overdl telic dominant) claimed her spontaneity while
teaching, but she did not demongrate it. Her priority, as self-reported, was to focus on her

plan. Shesad: “If | don't have the blueprint, then | can’t be spontaneous” Having her plan for
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the teaching session reflected her telic dominance. In addition, as was reported in her interview,
she“lost confidence” when her knowledge did not meet the demands of the students.

Adult educator 7 (overdl telic dominant) reported that spontaneity was an ability that he
has had to learn. Hislearned skill to “check in with the group” was hisway to “make mysdf
flexible” For thistdic dominant adult educator, thiskind of flexibility was hisway of
experiencing the moment, being spontaneous, and student-centred.

With the Halo effect, it is the tendency for the investigator to rate individuds ether too
high or too low on the basis of one outstanding trait (Chaplin, 1985). The researcher avoided
the Halo effect due to the qudlitative design of thisstudy. Coding the interviews with a co-rater
asssted in this process.

Adult educators were informed of their (overal) dominant state. They were not made
aware of any specific indicators within the evaluation process. The gpproach of the interview
relied on opentended questions, and adult educators were encouraged to speak fredy ina
conversational format.

Throughout the process of the current investigation, a connection between teaching
experiences in relaion to teaching competence was recorded. Despite being provided with the
god-orientation terms of telic and paratelic, adult educators were not informed of specific
narrations and/or experience descriptions that would formulate a particular conclusion or rating.

Insignificant variables.

The current investigation identified the performance variables that are Sgnificantly related
to adult educator’ s perception of their teaching competence. Inggnificant variables are identified
for each adult educator, but the investigator does not include the reason(s) those variables are

not related to teaching competence. The present study emphasises the question of “What?” as
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opposed to answering the “Why?" The identification of significant performance variables was
mede according to quantitative observations and quditative, metamotivationdly coded
comments, in order to reved the adult educators perceptions of what influenced their teeching
competence. The intended goa's in conjunction with inducing/change agents, as described in
reversa theory (Apter, 2001) were identified as primary influences (or effects) as they asssted
in identifying any shift in one's metamotivationd state and/or sif- perceived teaching
competence.

Performance Issues within Self-Percelved Teaching Competence

SHf-awareness and sdlf-evaluation.

Sdf-awareindividuds tend to account for their own behaviour very much like outsde
observers do, by locating causdlity in themsdves ingtead of in the environment (Forgas, 1992).
Such alevd of objective sdlf-awarenessis beneficid, asthe individua is more likely to consder
the possibility of change and adaptation in their persond skill and devel opment.

In order to be in atelic date, it would require the individua to manifest a persastent
tendency toward a“consciousness of sdf”. Thetdic-dominant individud does thiswith such
consciousness condtituting not only their current phenomenologicd State, but dso potentialy
influencing the core congtructs through which sdlf-definition is obtained (i.e,, “1 am doing well” or
“I am doing badly”) (Fontana, 1988).

In the paratelic Sate, the oppodite is true (Fontana, 1988). An inference from the
paratdic stateis that the performer has an increased spatiad awareness that dlows for amore
spontaneous response without interference from one' s cognitive awareness. Fontana stated that
theseindividuds sdf-awarenessis of aperipherd or retrospective kind, and it is a characteristic

of the paratelic state that the individua shows a tendency towards self-forgetting.
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The individua who has the ability to shift attention as the Stuation demands has a better
opportunity to meet performance task demands (Nideffer, 1998). Elite performersare
characterised by having more highly developed attentiond control strategies (Mahoney et d.,
1977; Mahoney et d., 1987). Adult educator 5 (paratelic dominant and paratelic situationd
date baance) is an example of someone utilisng arousa management and coping techniquesto
shift attention prior to a teaching sesson and to focus on the students in the moment.

According to Morgan et d. (1988) and Sommers (1984), positive moods are more
desirable than negative moods. An individual may select certain words to describe their
experience because they are amilar in desirability rather than because they are amilar in hedonic
tone (Fisher et d., 1985). For example, adult educator 3 described her preferred state while
teaching to be “exhilarating.” She did not like when she fdt “anxiety” while teaching. Being
congderably distant moods, this choice of words was questioned, and it was reveded that this
adult educator maintained a focus on achieving exhilaration, because it helped her vdidate her
experience.

This study reveaed that recently discovered information about an adult educator’s
teaching style and perceived teaching competence can become reedily available to the adult
educator when the collected information has been accurately presented. However, alimitaion
of the methodology not previoudy congdered was the possibility of subjects having a*“blind
gpot” when sdf-critiquing. The notion of being unaware of sdlf-competence and performance
issues in teaching has not been consgdered. Thisisan areafor future research.

In terms of evduating onesdlf, social comparison, according to Wayment et d. (1995)

dates that saf-esteemn may contribute to one' s self-eva uation gpproach. They reveded that
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individuds having low sdf-esteem use more socid- comparison information and those with higher
sdf-esteem tend to use more persond standards of information.

Sif-disclosure and social desirability.

DeVito (1998) demongrated how individuas who have a high sdf-esteem most often
sdf-disclose more than those who are lower in sdf-esteem. AsMcCroskey, et a. (1976)
explained, the tendency for this difference is that those higher in self-confidence take more risks
with sdf-disclosure. Rosenfeld (1979) pointed out that a mgjor reason for not sef-disclosng is
the fear of projecting an unfavourable image. Perhaps for those individuas who sdf-disclose for
the sake of having socid desrability, there is atendency to sdlf-disclose what would be deemed
acceptable.

For example, adult educator 5 went into lengthy descriptions of what pre-performance
routine she undertakes if sheis not feding in balance physicaly, mentdly, or emotiondly prior to
teaching. On the other hand, adult educator 8 stayed within the question-answer framework,
despite the open-ended questions asked by the interviewer. In these interviews, the adult
educator provided answersto questions, but did not extend herself. Interestingly, adult educator
8 dated in her interview: “| prefer that | facilitate the learning, but | don’t want to give them the
ansvers” This response may reflect her preference for limited sdf-disclosure.

The current investigation reved's that the means-ends domain is not sdient for each adult
educator’ s teaching experience. Despite the emphagis of the telic-paratelic Satesin this study,
adult educators 1, 6, and 9 indicated in their interview that another pair of dates, the autic-dloic
mode (or the relationship to sdf vs. other), has a high sdlience for them, as was supported in

ther “ Apter Motivational Style Profile’.
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God orientation appears not to be the main focus while teaching for adult educators 1, 6
and 9, in particular. Percelved competence appears to be linked with their socia desirability,
which was not part of the performance variables measured in the correlation matrix or part of
the coded interviewing. This could partidly explain alack of sgnificant raionshipsin the
Spearman’ s Corredation, because the sudy did not focus on the autic-dloic or socid desirability
concerns. Despite not investigating socid desirability per sein theinterview, it surfacesin the
language of these three adult educators. (See Appendix H for interview transcripts on adult
educators 1, 6, and 9.)

As pointed out by Carstensen et dl., (1983), Weinberger et d., (1979), Hochschild,
(1979), and Kemper (1978), in the socid desrability research there isthe potentia of creating a
circular feedback loop between adult educator needs and student needs. This circularity links
educator and student to a series of needful responses to boost each individud’ s sdif-esteem.
The interactive and experientid process of adult learning lends itsdlf to potentia socid
desirability needs connected to one' s percelved competence.

Protective frames.

Some adult educators protected themsalves against sdf-evaluated weaknesses elther
through their lack of awarenessto their teaching competence or their inability to sdlf-critique.
Protective frames, according to reversa theory, make it possible for the high arousa associated
with risk behaviour to be experienced in the paratelic Sate as pleasant excitement rather than
anxiety (Apter, 1992).

Two protective frames that reversal theory discusses (Apter, 1992, 2001) explain what
some adult educators might be experiencing in the paratelic sate. Firdtly, the * confidence

frame’ provides fedings of safety in the face of risk through confidence in one s skills. Adult
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educators are risk-takers and make themsdlves visble through ther teaching (e.g., displaying
knowledge and leading a group).

Two adult educators (1 and 9), both telic dominant, were paratelic in their Stuationd
date baance in ateaching mode. They digplayed a conggtently high performance Sate slf-
esteem and had no indication of a shift in self-perceived teaching competence. The only
indication of percaived |ess teaching competence was that they shifted into the tdic Sate, a
seriousness that was described in thelr interview. Once out of the paratdic state, they were no
longer in the confidence frame. Any drop in confidence in their teaching skills was not
acknowledged by the educator.

Secondly, the detachment frame provides fedings of safety in that one becomes merely
an observer (Apter, 1992). Adult educators, depending on their teaching gpproach, can step
asdein the classroom, putting the emphasis on the students, even to the extent of abandoning
sdf-respongbility for their learning (e.g., adult educators 4, 7, and 8).

Suggestions for Future Research

The current investigation provided an awareness of reversa theory processes while
teaching. Apter (2001) stated that thereisaneed “... to develop specific techniques that would
alow people to come more into control of their own reversa processes’ (p.306).

The current investigation also demondtrated instances when arousa discrepancy and
performance state self-esteem affected percelved teaching competence. Further research on the
relationship between performance gate self-esteem and arousal discrepancy appearsto be
needed. In connection to this need, 1so-Aholaand Graefe (1989) noted “ .. .to increase sdlf-
esteem, programs should be planned o that they facilitate the acquisition of new skills or

advancement to a higher leve of skill in afamiliar activity” (p. 32).
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The current investigation considered the notion that throughout the process of identifying
one' stdic/paratelic Stuational state balance, an awareness of preferences might be devel oped.
In turn, a performer’ sincreesaing knowledge of their shifts or reversals will subsequently identify
the specific role that metamotivationa states contribute toward increased or decreased
competence.

The sdf-report gpplication in this sudy was an established method of identifying issues
and influentid indicators of an adult educator’ s teaching experience and self- perceived teaching
competence. A recommendation to continue this process by identifying an adult educator’s self-
petterns, in which dl of the metamoativationd bipolar modes found in reversd theory are
included, seems vauable.

Another suggestion by Barret (1996) would be to assess moods in conjunction with a
performer’s cognitions. Thiswould reved not only shiftsin their sates, but dso contribute to
what moods and/or cognitions influence perceptions of competence.

Other suggestions include research into self-forgetting skills. Fontana (1988) stated that
sdf-forgetting might actudly enhance performance. Thisis an arearequiring further in-depth
research, epecidly inteaching. Also, the current study indicated the notion of being
proactively telic and/or paratelic, aswell asthe possbility of being reactively telic and/or
paratelic. Additiona research into these two extremes of style and performance aso appears
appropriate.

Obsarving the socid dedirability interaction of adult educators/teachers and studentsis
another areathat seemsto hold promise. An investigation on sdlf-disclosure between teachers
and students could include metamotives (i.e., modes that organise and interpret motivation)

within the classroom and/or outsde the classsoom. Findly, an investigation into the effects of
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being in an autic or adloic mode on the teacher-student relationship and its possible influence on a
student’ s perceived learning and/or ateacher’ s perceived competence surfaced as a possible
research direction.

The current investigation identified severa performance variables affecting 10 adult
educator’ s perceived competence. Inggnificant variables were identified for each adult
educator. Future sudies might investigate the “why” of performance variables and sdif-
perceived teaching competence in addition to the “what”.

Additional components in the performance psychology literature, such as confidence,
sdf-efficacy, dress, anxiety, motivation, flow, and issues pertaining to the self were supportive
influences in the current research study on sdf- percelved teaching competence. Examination of
these performance variables from an intrapersond perspectiveislacking in the “teaching”
literature,

Concluding Remarks

Performance psychology has focused on the mean-ends domain more exclusively,
because of the primary issues of arousal and god setting. Interactive teaching, as observed in
the current sudy involves adiversity of skills, such as communication and interaction with others
and the intrgpersond nature of the psychology of performance. An important finding of this
study isthat individud variables and their effects on the performer need to be measured
intrapersondly before making any generdisations about effect.

Apter (2001) stated thet it is hdpful to know in such an areaas (school) teaching which
particular skills and/or states contribute to a better performance. A method of defining
intrapersond differences between telic and paratdlic states has been trided in this investigation.

Through the gpplication of reversd theory, the current investigation identified influences of
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metamotivationd shiftsin the means-ends domain and the telic/paratelic Stuationd state balance
toward self-percelved teaching competence. This particlar type of sudy is potentidly useful to

the advancement of intrapersond awareness/growth and performance psychology.
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Appendix A

APTER MOTIVATIONAL STYLE PROFILE
(Copyright, Apter International, 1999a)

Name/| D#: Date:

Teachings

Decide for each of the following descriptive phrases how far it gppliesto you. To respond, take
the answer sheet and indicate one choice for each phrase by ticking under the appropriate
description. Please do thisfor the whole list of 40 phrases, making sure that you have
responded to each one with asingle choice. Note that you are asked to make judgment about
how often you experience something.

Try not to dlow your fedings at this moment to sway your judgment, but make an etimate
basad on how you experience thingsin generd. There are, of course, no right or wrong
answers. Pleasetry to be as careful and accurate as possible.

1. | liketo bresk rules. 21. | look for responghbility.
2. | liketo fed powerful. 22. | help others believe in themselves.
3. | help othersto succeed. 23. | avoid annoying others.
4. | havefun. 24. 1 @m to be kind to others.
5. | care what happens to others. 25. | act spontaneoudly.
6. | dothingsthat | consider important. 26. | worry about whether others like me.
7. 1 show belief in someone esg' s ahilities. 27. 1 plan ahead.
8. | liketo be attractive to others. 28. | liketo bein control of things.
9. | atempt to fit in with others. 29. | want to do things that are prohibited.
10. | act in a contrary fashion. 30. | encourage someone else to do better.
11. I relish competing with others. 31. | behave impulsvely.
12. | liketo play by therules. 32. | hate to fed unpopular.
13. 1 like to be liked. 33. | try to avoid “making waves.”
14. | an agood friend. 34. | ask mysdf whether | am making
progress.
15. | take along-term perspective. 35. | try to act assertively.
16. | help others to achieve things 36. | do what | want to do at this moment
17. 1 enjoy mysdf. 37. 1 @amto be consderate of others.
18. | give to those in need. 38. | enjoy giving presents.
19. | work for long-term gods. 39. | fed rebdlious.

20. | enjoy defying authority. 40. | welcome attention from others.



Answers: Never, Seldom, Sometimes, Often, Very Often, Always
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Appendix B
PARATELIC DOMINANCE SCALE

(Cook, M.R., & Gerkovich, M.M., 1993)

Date:

Here are some statements that describe different characteristics of people. Please read each
statement carefully and decide whether the statement is TRUE (T) or FALSE (F) asit gppliesto
you. Then indicate your decision by putting a T or F in the space provided.

4.

5.

| think we should let the future look after itself.

| usudly make a decision based on my long-term gods.
| have long-term life ambitions.

| regularly think of the future.

If I have some extratime, | prefer to spend it accomplishing

something important.

6.

7.

10.

11.

12.

13.

| often take risks.

| usudly make decisions based on the way | fed at thetime.
| like being in unpredictable Stuations.

| usudly do things just for fun.

| generdly do not take anything too serioudy.

| am an adventurous sort of person.

| usudly enjoy thinking about my long-term goals.

| dmost never like to take chances.

-PLEASE CONTINUE ON NEXT PAGE-
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-page 2-

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24,

25.

26.

27.

28.

29.

30.

| usudly like to have peace and quiet.

| am serious-minded.

Usudly my leisure activities have no specific purpose.

| often do thingsjust for excitement.

| like to take each day asit comes.

| usudly take life serioudy.

| think it isimportant to plan for the future.

| prefer leisure activities that have a serious purpose.

| s8ldom make long-term plans.

| prefer my life to be predictable and orderly.

| prefer a peaceful, quiet environment.

| make decisions based on what | expect my future needs to be.
Inmy freetime, | prefer activities with no serious purpose.
| would rather think about the present than the future.

| prefer to go through life safely.

| tend to be impulsive.

| prefer to think in the long term.
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Appendix C

TELIC STATE MEASURE (TSM) Name/| D#:

(Svebak, S. & Murgatroyd, S., 1985) Session # Before

Pease rate your fedings at this moment in terms of the following rating scales.
Do thisby drding a number.

1 2 3 4 5 6 Spontaneous

3. Edtimate how aroused (“worked up”) you actualy fed.

Lowarousd  I--------- |-------- |-------- |-------- |--------- | High arousa

(not at all “worked up”) 1 2 3 4 5 6 (extremely “worked
up”)

4, Edtimate here the level of arousd how “worked up” you would like to fed.

|dedl low [— [F— [— [F— [F— | Idedl high

5. Edtimate here how much effort you invested in the task.

Low effort  [--------- [F— [— [F— [F— | High effort
1 2 3 4 5 6



TELIC STATE MEASURE (TSM) Name/| D#:

(Svebak, S. & Murgatroyd, S., 1985) Session # After

Pease rate your fedings at this moment in terms of the following rating scales.
Do thisby drding a number.

1 2 3 4 5 6 Spontaneous

3. Edtimate how aroused (“worked up”) you actualy fed.

Lowarousd  I--------- |-------- |-------- |-------- |--------- | High arousa
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(not at all “worked up”) 1 2 3 4 5 6 (extremely “worked

up”)

4, Edtimate here the level of arousd how “worked up” you would like to fed.

|dedl low [— [F— [— [F— [F— | dedl high

5. Edtimate here how much effort you invested in the task.

Low effort  [--------- [F— [— [F— [F— | High effort
1 2 3 4 5 6
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State Self-Esteem (per for mance) Scale

THE STATE SELF-ESTEEM SCALE (SSES) | D#

(Heatherton, T. & Palivy, J., 1991) Session # Before

Note: The following seven items have been taken from the SSES and refer to

performance factors.

Directions: Decide for the following statements the degree of gpplication to you.

Circle your answer on the scae below each statement.

...hot at all
alittle bit

1
2
3...somewhat
4
5
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| fedl confident about my abilities.

1 2 3 4 5

| fed frustrated or rattled about my performance.

1 2 3 4 5

| fed that | am having trouble understanding thingsthat | read.
1 2 3 4 5

| fed as smart as others,

1 2 3 4 5

| fed confident that | understand things.

1 2 3 4 5

| fed thet | have less scholagtic ahility right now than others.

1 2 3 4 5



7. | fed like | am not doing well.
1 2 3 4 5

State Self-Esteem (per for mance) Scale

THE STATE SELF-ESTEEM SCALE (SSES) | D#
(Heatherton, T. & Poalivy, J., 1991) Session # After

Note The following seven items have been taken from the SSES and refer to
performance factors.

Directions: Decide for the following statements the degree of gpplication to you.
Circle your answer on the scale below each statement.

1..not at al

2..alittle bit
3...somewhat
4
5

...very much
..extremely

1. | fed confident about my abilities.
1 2 3 4 5
2. | fed frustrated or rattled about my performance.
1 2 3 4 5
3. | fed that | am having trouble understanding things that | read.
1 2 3 4 5
4. | fed as smart as others.
1 2 3 4 5
5. | fed confident that | understand things.
1 2 3 4 5

6. | fed that | have less scholadtic ability right now than others.



7.

1 2 3 4
| fed like | am not doing well.

1 2 3 4
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Appendix E

Self-Per caived Teaching Competence

| D#:

Session #;

Date: \ \ 2001

Directions: Answer the following question immediatdly following
your class.
Circle the number which most accurately describes your current
response.

Question: How do you rate your competency/performance level for the
teaching session you have just completed?

Scale:
1 = extremedy incompetent
2 = incompetent
3 = average
4 = competent
5 = extremely competent

Note: Circle only ONE of the following numbers

Incompetent 1 2 3 4 5 Competent

Thank you!






Appendix F
METAMOTIVATIONAL STATE INTERVIEW CODING SCHEDULE
(O’Conndll, Cook, Gerkovich, & Potocky, 1991)

ID: Coding Unit: Description:

|. Determine the goal:

Il. Scorethe Telic/Paratelic Adjectives.

(1= barely identifiable, 2= present, but not strong, 3= both present and strong)
Serious-minded
God oriented
Panning aheed
Action has important consequences
Trying to accomplish something
Rayful
Spontaneous
Sensation oriented
Activity enjoyadlein itsdf

[11. Arousa Dimengon: (check one)

1. Arousd Levd: Low Medium High

2. HedonicTone:  Pleasant  Unpleasant _ Neutral  Can't code (CC)
Rateon scdeof 1-3(asabove):  Bored  Excited ~ Cdm __ Anxious
IV. Find Coding Decison: Tdic  Paadic

V. Ratethetenson stress.

1= no tension gtress, 2= little tension stress, 3= agreat ded of tension stress, CC



Appendix G

I nterview Procedur e and Note taking Form

At the commencement of the interview, the investigator explains the definition of a date;
and describes the tdlic and paratelic characteristics (Apter, 1997).

Only after these explanations and descriptions of termsis the subject informed of thelr
ided date of being (tdic versus paratelic) which was identified according to their responses of
the Motivationa Style Profile and the Paratelic Dominance Scde.

Each subject is asked to describe their teaching experience describing their competent
teaching in teaching sesson and moments of lesser competent teaching in class. The interviewer
asks to clarify when necessary about unclear and/or superficid explanations. Scenarios about
their teaching session are recorded, noting specific characterigticsin rdation to their experience.
They are asked to provide feedback about teaching in their ided State, their “unided” Sate, a
competent class, and alesser competent class. If the adult educator discusses detailed teaching-
related experiences (i.e., pecific sudent examples), these details are not provided in the coding
unit. Specific teaching sesson names and teaching facilities are dso not identified in order to
protect the identity of the adult educator.

Note: Asthe study is completed in Audtrdia, the term ‘trainer’” must be used within the
actua interview process in place of ‘adult educator’, asthisterm is the familiar and most

frequently used in the sample of subjectsin this sudy.
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Name: | D#: Gender: M F Age
Y ears of teaching experience: Quadifications:
Preferencee T P Date of Interview:

Interview Criteria

|. Havethem describe four scenarios(if applicable) about their class:

Discuss characteridicsin rdation to their experience of what they were thinking, feding, and
doing?

An example (if they experienced it) in:

1. Your ideal state:

2. Your nonideal state:

3. A competent/higher competent class:

4. Anincompetent/lesser competent class:
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-2-
I. Behavioural Descriptors of Arousal levels:

Description of their arousal levelsin
teaching:

[11. Lability and the adult educator’s ability to shift between ‘ sates of being’ while
teaching:

Cause of shift:

Ability to adjust:

PDS

Playfulness:

Spontaneous.

Arousal Seeking:




-3-

V. Inducing/changeagents  (Satiation; Frustration; Contingent event)
How does it affect you?

1. Excitement:

2. Anxiety:

3. Boredom:

4. Relaxation:




-4-

V. Hedonic Tone

Pleasant:

Unpleasant:

V1. Perceived Effort and Perceived Stress

Per ceived Effort:

Per ceived Stress:

VIl. Flow:

Does it take you toward or further away from your ideal state?
Does it affect your perceived teaching competence?

< -
Z T

VIIl. Self-esteem:

ADDITIONAL NOTES:
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I nter view Procedure

Explan the definition of agtae explain tdic ad paratelic characteristics, describe negative
selves and postive saves reading pogtive salves only; reed definition of frudration, satiation,
and contingent event; define effort-stress and tension-stress (Apter, 1997).

|. Havethem describe four scenarios (if applicable) about their class.
(I will emphasise to them to discuss characterigticsin rdation to their experience.)
An example (if they experienced it) in:
1. their ided state with apoor performance
2. their ided state with a good performance
3. their unided state with a poor performance
4. their unided state with agood performance
With each scenario, | will ask:
What were you thinking?
Wha were you feding?
What were you doing?
..inreationto...
How did it affect your behaviour?
How did it affect your perceived teaching competence?
How did it affect your sdf-esteem?
Il. Behavioural descriptors
Arous levds
Are you excited/bored when you teach?
Wha do you find exciting in teaching?
What do you find boring in teaching?
Are you anxious/rdlaxed when you teech?

What causes you to be anxious when you teach?
What causes you to be relaxed when you teach?



[11. Lability and their ability to shift between states of being when performing
The interviewee can respond to the following with Often, Sometimes, or Never

Do you shift gppropriately between states of being?
What may cause that shift for you?

Do you get frustrated while teaching?

Do you get satiated (bored) while teaching?

What is a contingency that causes you to shift?

What do you find exciting while teaching?

What do you find causes you anxiety while teaching?

What do find boring while teeching?

What creates relaxation for you while teaching?

With the above group of questions | will ask with each topic:
How do you respond to that?
How does it perhaps affect you effort?
Doesit affect your (perceived) competence?

Do you indtigate a shift through any kind of routine or ritua? If so, doesit work for you?

[V: Hedonic Tone

Give me a pleasant example when teaching.
Give me an unpleasant example when teaching.

V. Percelved Effort and Percelved Stress
| nterviewee can respond to these questions as High, Medium, or Low

How would you describe your perceived effort?
How would you describe your perceived stress?

V1. Flow

311

Have you ever experienced ‘flow’ in ateaching scenario? Describe. Let me know if and when

and how you experienced flow in these ten teaching session for this study?
VIII. Sef-rating

How confident were you in your sdf-rating (between 1...poor and 5 excellent)?
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Appendix H

Interview Transcripts of Coding Units

At the onset of each interview, the interviewer describestdic and paratelic
metamotivationd states and briefly explains the differences between the two. Feedback is
provided to the interviewee regarding the subject’ s preferences according to ther results of the
AMSP and the PDS. A standard coding unit is not in accordance to the response of a specific
question, but rather a description of a certain type of experience. The interviewer asks the same
questions for each interviewee and will eaborate and/or reframe ask any of the questionsiif
necessary for the interviewee' s comprehension of what is being asked. Further questioning may
take placeif an interviewee' s answer istoo brief, superficia, generd, and/or off the matter of the
topic & hand. The coding units sought in the interview are: (1) competent teaching session and
(2) percaived lesser competent teaching session.

(Notes: #1. Interviewer isin itdics ad interviewee isin sandard print. #2: Hmm or
HmmHmMmM as spoken by the interviewer corresponds with anod of the head. #3 (BREAK)

indicates that the interviewer istaking a brief moment to write down some notes.
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Adult Educator 1
Interview
Coding Unit: Percelved teaching competence; Description: Work-teaching
Tell me about your teaching experience.
| am redlly organised in my teaching, so what | have got for every sngle subject thet | teech is afile,
and I've got that file for a subsequentia sets of activitiesthat | can dip into and out of depending on
the needs of the group. And so while | teach in avery loose manner, it's very well planned, but not
a thetime, it'sahead of time. So | am working within astructure. So | had terrible trouble filling in
thetdic ..um...scdings.... It's planned at the nth degree, and yet it is planned to be spontaneous,
and to meet the needsin the present of the people. And soit’slike, ‘Am | planned or am |
spontaneous? . I’'m both! But...and, god, you know, it was like eniee, menieg, minie, mow...It's
such aguessing game sometimes, because of that dimension of the way | teach.
That’ s interesting.
Hm...That's because | have got Type A persondlity.
What...you associate that with being telic?
| don’t know...probably in that | am very organised.
O.K.
Um...And yet...um...It isorganised so that | can be free!
Yes. O.K.
So | don't know how accurate some of my fillings-in are of the different sessons because | amn
planned or | am not planned.
S0 you have that freedom within the structure. The structure gives you the freedom.

Yes. It does!
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That’ s interesting.

And it gives me the utmost crestivity and room to respond to the needs of the people. So | can go
into ateaching session and | don't redly prepare it because | am thoroughly prepared. Because |
have been doing it for so long, I’ ve got the best resources. And | am very careful with my notes,
and I’ ve dways got, um, handouts on file, so that | don’t even have to go and prepare ahead,
because, uh, | prepared at the end of the previous class, and | dways make sure that | have enough
handouts so that | can move which ever way | want to go.

(BREAK)

I’d like to have you describe and to give me an example of your teaching when you arein
your ideal arousal state....the way you like to feel.

OK. dlright. So,what do | liketofed? I liketo gointo aclass and | liketo have dl of my
notes there and prepared, which they normaly are. And I'll, | will gointhere, and I'll
just...’cause | amfarly intuitive, | will start which ever way, and the rest of the teaching sesson
becomes [a] performance. It'stheway | teach because | am so skilled and so passionate about
what | teach. And | go in there and | share my passion with the group, and | get them motivated
and switched on, and, and warm them to what | am doing.

O.K.

And so | am normdly, | have a high arousd and performance style.

How would do describe the high arousal?

High arousa? Intent...

Yup.

Assured. Uh, er...probably even flippant....just loose flowing...um, very quick, but aso because

I’'m so well prepared, theré salot of subtlety, so | am redly looking at getting the subtlety and
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because | am s0 lucid with it, | can get a subtlety of meaning across, particularly when | am
teaching things that | am passionate about, such as assertion technique, or even report writing,
because | am pass onate about writing and getting writing skills across.

(BREAK)

So that's my role as an adult educator. My, my whole hidden agenda, not so hidden agenda, as
an adult educator isto build peopl€ s sdlf-confidence and sdlf-esteem, and to, to build their
competence.

Yes, and how does that make you feel ?

Fantagtic. | have done my role, my purposein life.

Hmm.

| get my rocks off.

Get your rocks off?

Get my rocks off.

Excditing or what?

It's exciting...building peopl€e s sdf-esteem.

Yeah.

Fedling like I’ ve had an impact on peopl€ slives, and not just in the workplace, in their whole
lives

That you’ ve made a difference?

That I’ ve made a difference.

Yeah.

So when I’'ve had agood class, | know I’ ve made a difference, because | know that these

people could take whatever skill it is and make adifference in their life.
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Coding Unit: Perceived less competence; Description: Work-teaching

So when the students are, what | hear, are playing ‘ devil’ s advocate' ...

Um, Yes, yes...sometimes.

That’ s something that will make you shift and feel...?

Out of my date.

That you are not in your state?

Yes, exactly. Sometimes devil’ s advocate can redlly...

Hmm.

Not just devil’ s advocate. Sometimesit's devil’ s advocate, but generdly I’ ve got a comeback
for devil’sadvocate. And sometimes | can get devil’ s advocate to work with me.
O.K.?

However, it's not just devil’s advocate, but sometimes it’ s devils, devil’ s advocate.
Do you have a coping strategy or...?

Yes, because, |, I, | do my best to get the devil’ s advocate to work with me.

O.K.

| can't, not dways.

Hmm.Hmm.

But | can. It'swhen someone, “I just don’t want to be here.”

Hmm.

When it's that!

Hmm.Hmm.
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And when| am teaching [subject] or young men, and, uh, I, | um, and if they, they, they just
don’'t want to be there, or when isthisfinishing, | just don’t want to do this, uh, you know, or
just when they tune out and they just don’t want to listen, that’swhen | can't.

When you can’t what?

Can't...connect with them.

O.K.

| need to connect.

In order for what to happen?

For, for, for mysdf to flow.

Oh, O.K. That’'sgreat.

Yesh.

That really...

Y eah, got to connect.

...really wraps up your...

Yeah. That'swhy | work so well with [subject] students, because they're redly interested.
They, they are good communicators.

Hmm.

And they are willing to go back one step further, and look at, and, and go outsde their square.
Hmm.

Because |, I’'m taking people outsde their squares quite often, not dways, sometimes take
people outside their squares, and alot of times people don’t want to go outside their squares, or
alot of times people just are not interested in learning a new technique.

Hmm.
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[, 1,1 am here because | haveto be. Andit'sthe younger boys that | have the most trouble
with. And just accept it that it’'s psychological issues for me aswell.

(End of Adult Educator 1)
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Adult Educator 2
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
| would like to hear about your teaching, teaching experience.
Widl, for meit'sanissue, it'san issue of gods and processing time. |, | have aview that in
teaching, um, there is a mistake which is commonly made by adult educators, and that iswhichis
commonly made by counsdllors, and that is, they think about the process as being confidently
important, but they forget that the processisonly part of something thet is the bigger
picture...your god.
O.K.
And | think one of the, one of the problems of teaching, and what adult educators debate
is...” emphasise the experience of the teaching, and that the students have aredly good
experience’, but there' s no point in the students having agood, arealy good experience unless
it sfor apurpose.
Hmm.
And 0, so | think that you are going to be aredly good adult educator or agood counsdllor,
you going to have to break it down. Y ou need to know precisdy what you are doing and why
you are doing it. And then you, the process that you had developed, you're going to develop a
process to meet those gods. If you emphasise, the paratelic, or the process, thereis a danger
that you can go to far in that and you forget why you even have a process.
Hmm.Hmm.
So | believe very strongly that there are godsin teaching, if not, | would not be doing the

teaching...
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Hmm. Hmm.

Then, having, having vaguely and clear in your mind, you then develop a process which meets
those godls.

(BREAK)

| was taught as a counsdlor...

Hmm.

...and the emphasisin my teaching is process, and | was taught in Rogerian counsdling...
Hmm.

| am very interested in process.

Hmm.

Probably more interested in process than most people would be. | am congtantly looking at
process, but when you say paratelic and telic, | have a problem with that distinction becausein
fact, | am very process-oriented, but | am aso very process-oriented in terms of goals. Soll
see the two of them...

Hmm. Hmm.

| think if you are god-oriented and you' re not thinking about the process, you probably know
why...

Hmm. Hmm.

But | think if you' re thinking about process and you are not thinking about god's, you aso know
why. And | think what you have to do...you have to integrate the two of them.

Well, you are shifting appropriately though?

Yeah, dl thetime...yeeh, dl thetime.

Yeah? Yeah?
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Congantly. But | am dwaysfeding out what | am trying to do.

Hmm. So to me the way you describe the processisthat you'rereally ‘in the moment’. It
sounds like you are organised for the class...

Yesh.

But you are ‘in the moment’ for the needs of the class?

Ohyes. | amninthe moment for the needs of the class...

Hmm.

Um, but it's a question of what the needs of the teaching session are aswell. Because you can
very eadly go off on tangents...uh, it'" svery easy to get caught up in that sort of thing. Uh, the
needs of the moment have to be determined to a certain extent to what you are trying to do.
Hmm.

In other words, you have to create a ructure where the needs of the moment emerge which are
going to meet the gods.

Hmm.

But the needs of the moment, the needs of the moment are not dways the most important.
Hmm. So would you say a competent session for you is when you are reflecting?

Uh, I'd be congtantly reflecting.
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Coding Unit: Perceived less competence; Description: Work-teaching

S0 are there times when you don't reflect?

No.

You'’ ve been doing it so long?!

Y eah, the reflection happens dl the time.

It's natural ?

Yesh.

(BREAK)

| amlooking at competence in teaching, so would that be a lesser competent session
where perhaps...

[Shakes head]...incompetence in sessons. The only reason that | am teaching, teaching in
universities, isthat, um, you are congtantly learning...

Hmm.

And so1, uh, inteaching session | fed that at the end of the teaching session | have learned as
much as the student, but | might have learned different things, But I’ ve learned alot.
Hmm.Hmm.

And uh, when | was a counsdlor, | used to dways fed that counsdlling other people, was redly
counsdling yoursdf because you are dedling with your own issues dl the time...

Hmm.

...rather than just counsdling them, but in teaching you are doing...

Hmm.

Uh...there are certain thoughts of sudents | sometimes find difficult.
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[Gives lengthy specific example of troublesome student.] He creates a shadow side. In other
words, he will ddiberately, um, ask difficult questions, or he will raise issues which are not
relevant.

Hmm.Hmm.

And, um, | find it irritating because he gets in the way of the group, and it's, he’ s got...in other
words he has his own neurotic needs and whatever they happen to be. And | find people like
that can be frudtrating because they get in the way of alot of people slearning, and my learning,
but they aso take up alot of time in the group because you' ve got to ded with them, and so
tonight | know that there will be an issue with him at some stage, and so | am thinking this... |
redly don't need thisin my life. Know what | mean? Umm...uh, S0 | find thet frustrating, but |
think that those people can be very difficult.

Hmm.

[Gives another amilar example of astudent.]

Does that frustration or that contingency that comes in, uh, does that throw you off, or
how do you cope; how do you get back?

Uh, well | processit a the time, you know, | am reflective at the time.

Hmm.Hmm.

Uh, | am not surethat | won't handle that if it kegps coming back. They are not crumbling me
or anything like that.

Hmm.Hmm.

Um, eh, I, | have, | have learned from experience to accept that. | don't, | don't know what to
do inasgtuation, but | will think about it redl carefully, and um, um, but | try to learn. So, 1, 1, |

think | work harder. | have quite caught aprofessond, alearning edge, isthat if you area
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professond, you have been through everything...In other words, you' ve been through redly
good classes and classes that have not gone so well.

Hmm.Hmm.

Y ou have classes that the students are enthusiagtic, and where they are not enthusiastic. There
are classes where you are tired, and you just happen to go through the structure, maybe you're
tired, and other days when they are. Uh, you have [unclear] Sudents at sometimes. But that's
O.K., because | think that the good professiona goes through the whole spectrum.
Hmm.Hmm.

Um, Y ou might only, um, you might only have it on occason or once in alifetime a particular
incident.

Hmm.Hmm.

But it's happened.

Hmm.Hmm.

And what, if you're, again if you're agood professond, you, you will dlow on things
happening...you' re looking, you're looking and saying, ‘What can | learn about that?

(End of Adult Educator 2)
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Adult Educator 3
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
Can you tell me, uh, what you refer to as an ideal teaching session where you would rate
yourself as competent in these sessions that you’ ve been doing?
| relate it to the arousal, um, question...
Hmm. Hmm.
Feding simulated.
Hmm.Hmm.
| guessthat’s a combination of feding good about the delivery of what I’ ve done and getting
positive feedback from the Sudents that it's vauable.
Hmm. O.K.
| think if | didn’t get feedback from the students, | probably wouldn't redlly have such a postive
response to it...the competency, but the competency is based on the students giving feedback of
what we have covered is valuable.
O.K.
And hdpful.
O.K.
Hmm. [Nods]
And do you describe, when you say arousal, how would you describe that in terms of your
ideal state?
Ummmmm. Satisfied.

How do you feel when you are satisfied with your teaching?
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um.

Maybe looking at how you are feeling, but also what you are thinking, um, physically,
how you might feeling, your behaviour, what’s your experience like when you are...?
Fedsexhilarated. | just get to that stage where it fedslike a good performance.

Hmm. Isthat, uh, when you finish the class, when you know, as you say, you have a sense
of achievement?...

Hmm. Hmm.

...or isthat also during?...

Also during. Yesh.

...when you are performing?

When | am performing. Yegh.

O.K. All right.
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Coding Unit: Perceived less competence; Description: Work-teaching

And can you tell me, uh, what might change that for you...that feeling of exhilaration?
What would change that for me?

Yes. Yes.

| guessif it fdt whatever | was doing fdl flat onitsface. The studentsdidn’t redly pick up what
| wastrying to get across. Or someone has difficulty in...

Hmm.

... hot undergtanding it.

O.K.

| used to fed that way when | was challenged by students that wanted to be confrontationd, but
that doesn't affect me anymore.

Doesn't affect you anymore?

No.

What' s changed?

| think it must be experience.

Hmm.

Undergtand it. | suppose experience with those students that usualy are chalenging and come
across that way usualy end up, uh, coming around...

O.K.

...to me a the end of the teaching session or the module.

So it would, uh, maybe take away that exhilarating feeling?

Yeah. It could do that.

Yeah. (BREAK)
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And once they start not under standing, then what happens to you in terms of your
competence?

| think my competence would be chalenged.

Hmm.

In Stuations like thet.

O.K.

But | think sometimes it dso makesiit twice as good.

What do you mean by that?

WE I focus more on, um, the god of what the learning outcomes are, initidly. Y ou know, we
begin the session with... and we make sure we complete it at the end. We'll go back and refind
those...

(End of Adult Educator 3)



329

Adult Educator 4
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
In terms of your teaching...how you would describe a competent class, what would you
say for you?
One in which the sudents left and | |eft feding like we dl got something out of the evening.
Hmm.
Out of the session.
Yes.
One where people have learned, have learned something practicd like discovering something
about themselves, fdt safe and secure in the environment and they have fun.
Hmm. Have fun? And what was the one before that? Safe and...?
Safe and secure.
O.K. Soitisbasically getting that feedback from your students?
That would be a successful evening for me and for them...
For you?
...and | wouldn't dways know if that has been achieved for them. And sometimes| don’t know
until the very end when | get the feedback sheets.
O.K.
..until | get that feedback. Sometimes| can tell by what's hgppening in the room, and
sometimes | redly don’t know.
O.K....s0 by what’ s happening in the room, verbally or non-verbally?

Y eah.



(BREAK)

So if the teaching session is functioning well, then you are feeling a sense of satisfaction?
| think it’s about that lack of contral...likeif it'sgonewell, | fed | can take credit for it...

Hmm.

.Ifit'snot going sowell, | put it under externd variables.

Hmm.Hmm.

Like | can blame off things.

(BREAK)

But even sometimes when ateaching sesson isgoing well, it'snot just me. It's...even though |
like to take credit for it, it's just agood fit, agood group of people, and it's what they need that
got them there, 0 it’s, it's externd patterns as well, yeah, but | like to take credit for it (laughs).
Yes.

| guessit’'sacombination of things.
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Coding Unit: Perceived less competence; Description: Work-teaching

Looking at the opposite of that...

HmmHmMm.

What would you say, uh, is an incompetent or say, a less competent session?

One of two thingsfor me.

Hmm.HmMmM?

Either it has been redlly theoreticdl...

Hmm.

And everybody islooking redly bored and redly overwhelmed by the materid and redly
exhausted by the end of the evening, and everyone, their energy isredly flat. So either that
extreme or the extreme where we have done emotiond process stuff and it has been unresolved.
Hmm.

Or, or people, somebody has been |eft or there has been some type of a conflict that hasn't
been addressed, uh...both of those events have been very unsuccessful experiences for me.
O.K. And so it must have been, that you would feel that through the students, it seems
like.

Yesh.

um...

And | guessit'salittle bit of aparticular feding that | have at the end of the night, about
how...how complete things are I eft, and how, how satisfied | fed like about what matters.
(BREAK)

| had an experience this time around, and that was one of the classesthat | wrote about

afterwards...
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Yeah?

That was aredly interested teaching session because there was al this amazing processng
happening within the teaching sesson itsdf, like there was this dynamic in the room and it was
redly uncomfortable to work with. So that became acycle. So every exercisel did | could just
focus on that, so...and it was a[name of class)...

O.K., because | noticed you a couple times you put down a rating of 4. Maybe that was
one of those incidences?

Yes, | think it was that Thursday morning class.

Yes, OK. All right. (Pause).

S0, | guesstrying to find another focus to get me stimulated, and it helped. And because |
actudly...if it' sthe few classes that we ve taked about, | redly didn’t look forward to coming
to, in fact | dreaded some mornings having to face these people...that became achdlengein
itself. SoI’'vegot to just create a challenge for mysalf to get stimulated into the work.
Otherwiseit’'s, | can't [laughs] | can't redlly...nave an optimd performance. | can get through
it, but | can't...

O.K.

...find the best possble way? Soif | think about being the best possible, in the best possible
date, then | need some sort of a, a chdlenge for mysdf for that particular

time.

Hmm.Hmm.

(End of Adult Educator 4)



Adult Educator 5
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
Can you tell me about your ideal state... [After explaining her AMSP & PDS reaults]
In terms of what you just said?
Yes.
Very much in the moment, responding to what'sin the room. And | am very clear
when | go into aroom, what do | want to cover, um...If something comes up in the room that is
more critical...
Hmm.
...then | am happy to toss the lesson plan and to run with that. Because | think that that' s where
the engagement is, o | respond to that very strongly.
Happy to toss the lesson plan?
Yeah. And that means, the things that | actualy covered, in terms of...I'll go back to that and
make sure that we cover it a the beginning of the next week...you know, when most of thetime
at the beginning of a session, people aren’t as engaged as further down the track, but if we are
a aforming part of a sesson, and they’ re wanting to go on a particular track, and | think it' s il
within the bounds of that module, um, then I'll go there, rather than go ‘that’ s not in the lesson
plan’.
O.K. Sothat soundsto me like how you would describe a competent class.
Yesh.

You have the flexibility...

Hmm. Hmm [Yeg], redly wdll prepared.



Yeah.

Know the readings, know exactly what | am doing, and then... having that plan so securely in
place, | can then be responsive and flexible.

Hmm. OK. Um, And how would you describe that experience in terms of your arousal,
how you are feeling, what you are thinking, and how you are behaving, when you are
having that competent session?

Um, vary in tune with people in the room...

Hmm.

...ahd operating very highly from essentidly an intuitive awareness of what’ s going on, watching
alot of the non-verba cueing and things like that, and being able to respond to that and pull
whatever is hgppening in the room into some theoretica framework.

O.K. And then in terms of how you are feeling?

I’'m feding, um, in, in terms of arousd, a highly aroused in that, that Sate, but not in atiring way.
O.K.

And whenever | come out of asession like that, | fed energised rather than drained.

Coming out of a good session or a competent session?

Y eah.

(BREAK)

O.K.



Coding Unit: Perceived less competence; Description: Work-teaching

Now, what if things are not going your way, you are not in that ideal arousal state, what
is happening in an incompetent or a less competent session?

Hm, um. What | notice in my own sdlf, isthat | am not able to connect in that room or connect
the group together. There' s something about, you know that nebulous concept of cohesion...?
Yeah.

That'swhat | fed isnot, not in the room. That'show | notice that | am not as connected,
and...and | think it goes from high arousd to alower levd of anxiety, so | become aware of a
shift, abody shift...

Hmm.Hmm..

...and then | determine what’s not working here, and try and analyse it from a group work
perspective. ‘So what activity do | need to do now to get this happening’, or | might take it
back to the group and say ‘I'm just redlly aware that, that alot is happening’.

Hmm.

So with some of the feedback there' s one teaching session there, that was continually more of a
struggle than others. And that was where it was happening. Um...

So you would take it back to the class?

Yeah, if, if that’s gppropriate....

(BREAK)

If I think it isabout methen | do what | can before | get into the room, like...

Which iswhat?

Likeif | am redly tired or something like thet.

And what would your coping strategy be?



Um, | would dill identify what’s going on for me.

Yeah.

And then do some, um, you know, thought substitution or | do some deep breething, or | wak
outsde the college, visudisation, awhole range of things.

Hmm. A lot of mental teaching skills.

Y eah.

O.K. Meditation?

Y eah, anything that’ s required at that moment and that depends on what’ s hgppening in my
body too. Because sometimes| could be overly aroused, and so, that’ s as unhelpful as being
under-aroused, | think.

(End of Adult Educator 5)
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Adult Educator 6
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
So you agree with that? [After explaining her AMSP & PDS results]
Yes, tha is, that ismy style for work.
That is your preference obviously.
Y eah, my preference for work.
For work.
To be organised. Yeah.
To be organised.
Yes.
O.K. Uh...
Tell me your ideal way of being when you are teaching.
O.K. I liketo bring to the sesson planning and organization. | like to know my materid [and]
environment. | liketo haveit set up redly wdl. And that provides a blueprint for me to work
from. Then the next layout from that isthat | can be spontaneous. If | don't have the blueprint,
then | can’t be spontaneous.
(BREAK)
S0 how would you describe a competent session?
Competency for me would be knowing my materid.
O.K.
Knowing the needs of the sudents' base.

O.K.



...anhd having some familiarity of the environment, such as the working equipment.

Coding Unit: Perceived less competence; Description: Work-teaching

O.K. Tell me alittle bit about when it is not quite like that and you are not really in your
right state for teaching.

When | don’t know the environment....so, changing environment. And um...that would mean
lack of familiarity with the equipment in theroom. Uh, or when | don't know the student profile.
Meaning?

|..Let'ssay...away from the college, broad range of new people with different backgrounds.
O.K.

So | am not sure what they are wanting to know, uh, and whether |, whether the materid | am
actudly bringing is what they would want, so, um...not knowing, | suppose, not knowing my
dientele...

O.K.

.interms of ther learning...nave | got the learning godss, learning tasks right here.

In terms of their learning, uh, goals and needs?

Hmm [yes].

O.K.

So, if I'm...I've got materid, but it is not necessarily what they need or want...

Right?

| would lose alot of confidence.

O.K. So, an incompetent session or a teaching session in that you feel it didn’t go quite

up to par...



...would often be connected to one of those three things. And | am pretty good these days at
blocking out everything dse in the world, it could impact, to have an undercurrent, likeif | am
not on top of things, fit, or physicdly... I, | meanlike | could ask mysdlf, if | am coughing through
sessions and that, that would be...those sorts of, um, things | would bring to the sesson would
affect, like | would fed it might affect my competency. It might not from their perspective, but it
might from my competency.

(End of Adult Educator 6)



Adult Educator 7
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
| would like you to tell me a little bit more about your, uh...when you have a really
competent session, that you rated yourself that that was a great session. Tell me a little
bit about that.
Um...I go back to being telic, the objectivesthat | achieve in atangible way as evidence being...
Yup?
But 0 process, uh, it's being highly interactive, participative, enjoyable for me, for the
participant...
Enjoyable for you and the participant?
Yeah, but...
Yeah?
Hands on, experientid activities have gone on, um...
O.K.
So those two | think combined are essentid.
Yeah. You mentioned enjoyment, um, what is enjoyment for you?
Enjoyment for me?
Yeah. What is enjoyment?
Two things | think...Laughing, having fun, um, and being very active in the process of learning.
Now thisisintheteaching. O.K. Very active in the process, um, especidly observing the
teachers having done that, um, and, but also laughing...

Hmm.



Al

Smiling...

(BREAK)

| have to be honest, | don’t have the charismatic type of teaching, you know, that wins a group
over sraight away...[unclear]... I’ ve had to work a bit more on being active and fun activities
with the group. And | redise that a checkpoint for meis, ‘ Are they getting something out of the
group, and is it making adifference?

Hmm.Hmm.

That'sameasure at the end of the day for me.

Hmm.Hmm.
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Coding Unit: Perceived less competence; Description: Work-teaching

How would you describe, uh, a session that you didn’t rate yourself as competent?

Um, there was probably a couple questionnaireswhen | didn’t rate mysdlf that competent...um,
by the way, the backdrop/context to that...the first seven where the same course repeated with
different groups.

O.K.

[Name of course], a cross section of managers on performance management.

Same course, different people?

Seven times,

O.K.

One course.

Yup, yeah.

[Interviewee discusses in detail about ateaching technique of using role-plays.]

How do you adjust when you have, as you say too much material in one day, the planis
off course, there is not enough time...how do you adjust to that?

Happens frequently, uh...

| amtalking really, uh, you getting back on track to your ideal way of being...

Yes.

...|deal arousal level...

Uh...you’ ve planned and organised and heading towards those objectives. Uh, | think in that
case, what |, | get afeding that their time sout, I'll put it back to the adults in the group
bascdly, ‘Thisiswhere we are &, thisis where we spent our time...what’ s the best use of your

time. Here are three options, for example, A-B and C. We only havetime for two. You tell



me.” I'll bounce it back again and get them to decide. They may fed they’re driving the show
then. Or I'll say, ‘You've got A-B-C, but | get the feding the group should do D, not even on
our agenda. What do you think?

And | let them decide. I'll bounce it back to them. And I'll adjust. And | will stress how
flexible | am.

So it sounds like you are flexible.

um..

You can be flexible?

| meke mysdf flexible. Yes.

You make yourself flexible?

| think early in my teaching experiences when | wasn't flexible, that’ swhen | had the most
difficulty.

(BREAK)

When you say, ‘When | wasn'’t flexible | had the most difficulty’, what do you mean by
difficulty?

Um...negative reactions, uh, from agroup, uh, | got some poor evauations back, um...and that
was often just blindly following objectives, agenda, without checking with the group.

Hmm.

So it'smore processissues. Having said that... | like to then be organised to be able to be
flexible.

(BREAK)

How would it tieinto your ided way of being?



I’ve had to work at, one, being flexible, and two, being better organised. | think they are very
much learned behaviours gpart from teaching.

(BREAK)

Any other kind of insight that you had?

For teaching events, the more unknowns the more, | think, worried and aroused | am...negative
arousl.

S0, anxiety?

Y eah, yeah.

Yeah, O.K.

And um, before any course actudly, it's like that to some degree, but particularly in a course like
thiswhere there s a series of seven, and some don't likeit, they drop it, and I’ ve done
congderable desgn work and office work beforehand to make sure | wasright, so | fed better.
Hmm. Hmm.

But il before the first couple of courses, | was sort of | think a bit aroused, anxious, and ‘Are
we redly hitting the mark? ‘Isthere too much in the day? ...A whole ot of questions like that.

(End of Adult Educator 7)



Adult Educator 8
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
Tell me about your teaching experience.
When | thought about filling out those forms, the sessonsthat | percaived aswhen | wasthe
best were those ones | hadn't redly done alot of planning, but because | know the content
anyway and | know | can go with the flow, and they are the ones that | think went the best or
some amazing thing happened or you know, someone had arevelation or...
Yeah.
Something like thet...
Yeah.
Because | wasn't contralling that... didn’t have my whole structure happening.
Hmm.
And if there are some subjects where | have to be Structured, | can do it, because | am willing to
doit, but I think | find it a bit stressful.
That’sinteresting. What's stressful about structure...for you?
Um. It's probably not having that freedom, and dso the anxiety, it reminds me of the anxiety of
‘not that | don’'t know that’, that it’s not...they say that there is no teaching conflict, | know that.
| could go in there with nothing, but | couldn’t go in there with nothing to [name of class|
because | would perceive that there' slot of content | need to remember, and | am just trying to
prevent dl that.
Yeah.

| don't know that that's actudly true. | think it’s...I have made that up in my heed.



Yeah. Becauseit's newer material?

Y eah, probably.

(BREAK)

S0 how would you describe a more competent class?

O.K. Umm...[mumbled under breeth] | didn’t, | redly didn’t do much preparation because |
knew | knew that topic.

So how would you describe your ideal state, ideal way of being?

| ided to goin relaxed...

Yesh.

Cdm, yeah, | guess, | guess a bit casud, and kind of just, to go, go with the flow with where
they are a, likeif they are dl in ajokey, happy date, I'll be in that with them. If they
ae..sometimesthey are abit flat, so | will think something is going on here, so | might just kind
of coal that and say ‘ O.K. What's happening? And we'll do adebrief, so | am not fanatic.
I’m not going to get them to learn while they are dl in something that is going on. Y ou know, |
am going to have to go therefirgt. [Continues on into specific examples of issues with students
in various classes

You actually said that you don’t enjoy the structure. Tell me about what you do enjoy?
What' s enjoyment for you when you are teaching?

When | am teaching, thet the Sudents are having fun and that | am having fun with them, that
we ve got alot of interaction, that we get with, just go with alot of success sories, but equaly
that we get thingsthat didn’t work, and we can pick it gpart and think, ‘Well, O.K., why would
it be that that didn’'t work or that concept didn't get resolved or that didn’t occur?

Yeah.



Um. What dsedo | enjoy...? When ther energy is high and they get pretty lively.
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Coding Unit: Percelved less competence; Description: Work-teaching

In opposite of that, how would you talk about and describe your unideal state or way of
being that isreally not ideal for you?

Hmm, O.K. Probably where I’ ve got lots and lots of theory that | have to get through, and |
have to now think of away to ddiver that in an interactive way.

So isthat more or less of a competent session?

It isprobably just lessided. | could do it competently, but | know | just don’t enjoy it as much.
O.K. Becauseof...?

Umm, | guess having to have that structure and al and it being very academic or something like
that...that you can't dl beinvolved...I can't get them involved. And, and they are not doing thelr
own learning. Yeeh, | think that' swhat it is...like they are dl in that thing where | fed they are
relying on me for ther learning, and then it’s got to come out of my head and into theirs. But
where | haven't been able to create an environment where | can get themin groups or | can give
them asmulation or | could give them something where they’ Il get their own learning...

O.K.

..where | havejus facilitated that.

Yeah.

That kind of feds like apressure tha | have to give them something.

Like...?

..inaway that | wouldn’t...| don’t prefer that. 1t's like that expert-student. | guess| don't like
feding in that Stuation. | like to be more ther learning partner in this Stuation.

S0 you prefer this, they get their learning through the experiences you provide?

Yeah. And | facilitate that process, but | don’t have to give them the answer.
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(BREAK)

There are groups where if they come in a bit flat, like the Monday morning group, where the
sudents are redlly greet, and | like them and everything, but | have to work harder because
[cough] it's Monday morning, they are kind of a bit flat and tired, | kind of fed like | am more,
you know, ‘on show’ where |’ ve got to get them, uh, glad aswell.

Yeah.

And | don't know if that’sright or if | “m just making it up...if it'sjust in my own head.

You said ‘| ammore on show, and | have to...

That, that |, yeah, yeah, that | have to get their energy up. That | am redly more responsible for
getting them more in that Sate.

Yeah. It is more work...so that effort isreally a stretch for you?

Hmm (nods). Yeah.

(End of Subject 8)



Adult Educator 9
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
If you could just tell me, uh, a little bit about when you have a really good teaching
session and what’ s that like for you...what makes you competent?
O.K.
What makes you competent?
What makes me competent?
Yes, what makes the teaching session really good...you at a competent level ?
What makes me fed competent?
Yeah, when you have a really good teaching session and you think you have done a great
job, why, why is that?
O.K. There are anumber of criteria. Um...It's hard to organise them, um ...
Hmm?
Oneisthat | have absolute proof, as | have so often that my students are making shifts.
O.K. Hmm.Hmm.
The second isthat as| hear mysdlf | recognise just how much | have to offer them mysdf in
terms of my understanding of human nature and the dynamics between human beings, and it's
aways the proviso of what | know you could write on the head of apin. But | am very strong in
that area, and | am getting stronger and stronger as | grow older.
Hmm.
Um...yeah, so | experience mysdlf of making mysdf available in ways thet it has become the

truth of the person. Soit’s not the empty vessdl thing...
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Hmm.

It'sthat | am sKkilled in dlowing my students to discover.

Hmm.

And thenit’sfilling in the pieces that they are not able to articulate about their discovery.

Hmm.

(BREAK)

In the room, what | love isthe sgnificant persond shiftsthat I'm apart of. Sol like seeing the
light come on for people. People say ‘ That was amazing. That was the best thing that ever
happened to me’” The feedback is absolutely enormous. And it’s not flattery. Y ou can seethat

it was.
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Coding Unit: Perceived less competence; Description: Work-teaching

If you had a session in which you gave yourself a 4 instead of a 5, what was the difference
for you?

| recognised haf way through filling these in, | was rather ‘ shaggerant’ abit, | would think. But |
actualy thought that most of my classeswere5's.

Yeah.

(BREAK)

All ten of them could be 5's?.

Y eah, but that wouldn’t be accurate.

It wouldn’t be accurate?

Yesh.

So what would be the differenceif it isnot a 5?

um...

Anything in general?

| think the ones where it wasn't a 5, were the Monday night ones, with my introverted group,
where | was not getting my usudly strokes.

Oh, O.K.

Because they don't show anything on their faces, you see, S0 you can't tell...so, the sdf, the sdlf-
vauing has to be higher in that teaching session than e sewhere, and then what would happen
after aclass, out of the blue one of them would come up to me and say ‘ That was wonderful!”
And I’d think, “Y ou could' ve fooled me.” (Laughs).

Hmm.



Because | am used to, you know, the mirror, as, as we often are with people who are the exact
opposite of our type. So, if | am extroverted, spontaneous, creetive, and so on, so on, and | am
gtting with half a dozen people who aren't...

Hmm.

So, it'skind of “getting to know you' Stuff.

S0 you need to self-validate?

Sdf-soothe, more than sdlf-vdidate. | need to find the recognition of the job I’ ve done within
mysdlf. But those were aso the times of when I’ d been thinking, um, | need to extend my
repertoire here,

Hmm.

Y ou know, | need to pull out some other stuff, uh, to ded with them.

(End of Adult Educator 9)



Adult Educator 10
Interview
Coding Unit: Perceived teaching competence; Description: Work-teaching
Tell me what teaching...or | might say, teaching islike for you when it all goes well.
If I am prepared for something redly well, then | can relax about it. | don’t work hard to get
what | need.
So the preparation isimportant for you?
Yes. It dl needsto be done before...dl the stuff needs to be done in my head. (Pause) 90
percent is a the pre-stage. | haveit in my head...where | can be comfortable and | have the
structure to keep me focussed.
(BREAK)
So tell me about a competent session. Please describe what the experienceis like for you.
| need to be on top of the content...I mean, | know it and do it. It'sintegrated.
O.K.
..and | immerse mysdf into the content.
Meaning what exactly?
| like to have some conceptud input and, uh, discussion.
Teaching session discussion you mean?
Yes, | like when the students participate and take part in the creation of the class. | don't liketo
have it planned to the last minute. But...there' s an element of being connected to people in the
room.
O.K.

| want students to walk out with more that just the content. | try to live that out in my teaching.



S0 you are passionate about what you do?

Sure. Wdl, I’'m not an academic junkie. | don’t ook for hits. | do fed abuzz, but | don’'t go
after it. Uh, generdly | like to be relaxed and laid back abot it.
Anything else?

I’m congantly fine-tuning what | do...like an overactive thermogtat.



Coding Unit: Perceived less competence; Description: Work-teaching

And when it’s not all happening as ideally as you would like and you fed likeit isaless
competent...or incompetent class, what is your experience?

In terms of what’ s different?

Yes, that’sright. What might be the differences or weakness for you?

Going off on tangents....and...if | wasn't sufficiently prepared to ded with questions, and it felt
flat, or..and it felt dl one-way...dl coming from me, um, not stirring, creating interaction and
interest.

S0, uh, if you cannot answer a question, or don’t answer it the best that, um, you would
like to, then what?

It would unsettle me. I’d be ruminating...uh, it distracts me.

Then what?

| would make a conscious effort to put it aside.

Hmm. O.K.

| need to make an effort to contain it and...self-soothe. | put it aside and come back to it later.
It's an action determination.

Interesting.

But | don't like gppearing less than competent. I’'m hard on mysdf and fed lousy if it didn't go
well. | liketo know people are perceiving me as competent and they are getting something out
of me.

(End of Adult Educator 10)
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HUMAN ETHICS COMMITTEE
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SECTION 1: ADMINISTRATION AND SUBMISSION TO OTHER HUMAN (INSTITUTIONAL)
ETHICS COMMITTEES

1.1 (a) Full project title
Adult educators’ Self-Perceived Teaching Competence, Arousal Discrepancy

and State Self-Esteem in |deal and Non-ldeal Metamotive States

(b) Short name by which the project will be known (if appropriate)

Self-Perceived Teaching Competence of Adult Educators

(©) Name of Chief Investigator

Dr. Christopher Lennings

(d) Provide a brief lay description of the project (in less than 100 words).
This study investigates adult educators’ self-reported perceived teaching competence, state self-esteem
and arousal discrepancy in ateaching environment. ldeal states of being were identified in which adult

educators perceived teaching with higher competence. Self-recorded influences were compared against each



teaching session in relation to discrepancies existing betweentheir ideal and nonideal states and state self-

esteem scores. |nterviews were conducted to analyse interpretations of arousal levels and how frustration,

satiation and contingent events may have affected shiftsin their states and perceived teaching competence.

It was hypothesised that successful interpretations and skills developed by adult educators would lead to

increased insight and improved performance.

1.2 Indicate the institution that you consider to be the primary site for this research
project.

University of Sydney
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1.3 List the following details of the Chief Investigator/Supervisor, any Co-Investigation,
Associate Investigator and Student. (If necessary, insert extra pages to follow
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title Dr.
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positions held Senior Lecturer in School of Behavioural & Community Health
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full mailing address School, Behavioural & Community Health Sciences, University of
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fax number (02) 9351-9540

e-mail address c.lennings@cchs.usyd.edu.au

Co-Investigator(s), Associate Investigator(s) or Student

name Lizbeth Luther Wilson

title Mrs.



1.4

15

1.6

(a)

(b)

full mailing address 17 Daly Avenue

telephone number (02) 9487-8307
name

title

full mailing address

telephone number

name
title
full mailing address

telephone number

name
title
full mailing address

telephone number

Wahroonga, N S W
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Indicate the proposed date of commencement of the project. Researchers
are reminded that projects may not commence without the written approval

of the Human Ethics Committee (HEC).

1 December, 2000

Indicate the proposed duration of the project.

6-8 months

Indicate the location at which the research will be undertaken.

Various companies and teaching facilities thereof throughout the Sydney metropolitan area.

(a)

Is this submission being made as part of an application for

research funding ?
X
N

If you answered YES, list the funding bodies to which you have submitted,

or intend to submit this project.

O]
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1.7

(b) If the title of the project submitted for funding is different from
that listed under Question 1.1, state it below.

Has this project been submitted to any other HEC(s )?
X
Y N

If you answered YES, give the name of the HEC(s), and
indicate the status of the application at each (i.e., submitted,
approved, deferred or rejected).

Attach copies of the correspondence with each of the other HEC(s).

O
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SECTION 2 :

NATURE OF RESEARCH INCLUDING RISKS

21

The nature of this project is most appropriately described as:

@

Y

(b)

(©)

(@)

(€)

A clinical trial of drug(s) or device( s)

X

N

() under the Clinical Trial Notification Scheme (CTN)

X

N

(ii) under the Clinical Trial Exemption Scheme (CTX)

X

N

(i) using only approved drug(s)/device(s) in accordance with
Therapeutic Goods Administration Approved Product
Information

X

N

Human physiology research

Human tissue research

Psychiatry / clinical psychology research

X
N

Behavioural research

O
O

o
o



()

()

Biomechanical research

Research using a questionnaire only

Research using qualitative methods

Other (indicate the nature of the research below)

X
N
Questionnaires, Surveys, and Interview
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O

O

O

O

O



2.3

2.4

2.5

2.6

2.7

2.8

2.9

2.2 (a) Does the protocol require any physically invasive,

or potentially harmful procedures (e.g. drug administration,

needle insertion, rectal probe, pharyngeal foreign body,
electromagnetic stimulation) ?

X
Y N

If you answered YES, state the nature of the procedures, all the risks involved and,

O

if possible, at what rate these risks are expected to occur. (All this information must

be included in the Subject Information Statement.)

(b) If you are doing research on patients, list the procedures / techniques

which would not form part of routine clinical management.

Will human placental tissue be used ?
X
Y N

Will human embryos or foetal tissue be involved ?

X
Y N

Will human tissue be collected for culture of any other purpose ?

X
Y N

Will somatic cell gene therapy be used ?
X

Y N

Will recombinant DNA techniques be used ?
X

Y N

Will toxins, mutagens, teratogens or carcinogens be used ?
X

Y N

Will subjects or researchers be exposed to ionizing radiation ?

O



2.10

affect one’s perceived performance as an adult educator. Various skills connected to this process

If you answered YES, provide details of the radiation exposure, including a
guantitative assessment of the absorbed dose, supported either by dosimetric
calculations or by other information.

Please list any drugs / devices to be used, and their approval status
both overseas and in Australia.

2.11 Is this research expected to benefit the subjects directly or indirectly ?

X
Y N
If you answered YES, provide details.

]

Insightful knowledge of states/ways of being and reversals or shifts in these states caused by
frustration, satiating, and contingencies, as well as how stress, arousal discrepancies and self-esteem

could be learned by the adult educator.

2.12

2.13

Will the true purpose of the research be concealed from the
subject(s) ?

X
Y N

If you answered YES, provide details of the concealment and any debriefing.

Will the research induce any psychological or physical stress in
the subject(s) ?

X
Y N

If you answered YES, state what form this stress will take.

2.14  Could participation in the research adversely affect the subject(s) ?

O

O

]

O

O



If you answered YES, what facilities / taught personnel are available to deal with
such problems ?
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[SECTION 3

INDEMNITY, COMPENSATION AND POSSIBLE CONFLICT OF INTEREST |

3.1

3.2

3.3

(a) Will this research be undertaken on behalf of (or at the request
of) a pharmaceutical company, or other commercial entity or
any other sponsor ?

X
Y N

If you answered YES, will the sponsor provide support in money or kind ?
Provide details.

(b) If you answered YES to (a), will that entity undertake in writing
to abide by either the ABPI Clinical Trial Compensation
Guidelines or the APMA Guidelines for Injury Resulting from
Participation in an Industry-Sponsored Clinical Trial ?

X
Y N

(c) If you answered YES to (a), will that entity undertake in writing
to indemnify the institution, the HEC(s) and the researchers ?

(d) If you answered YES to (a), (b) or (c), does the sponsor hold a current
insurance policy to cover this project ? If you answered YES, provide a
certificate of currency. If you answered NO, provide detalils.

X
Y N

Do the researchers have any affiliation with, or financial involvement in,
any organisation or entity with direct or indirect interests in the subject
matter or materials of this research ?

X
Y N

If you answered YES, provide details.

Do the researchers expect to obtain any direct or indirect financial
or other benefits from conducting this project ?
X
Y N

If you answered YES, provide details.

O



3.4 Are there any further ethical considerations that you wish to raise ?
For example, have conditions been imposed upon the use, publication
ownership of the results ?

X
Y N

If you answered YES, detail what these considerations are.
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SUBJECT 4 : SUBJECTS

4.1

42.

Are the subjects :

- 0-13 years of age ?

- 14-16 years of age ?

- 17 years of age or over ?

YES -A LL

Are the subjects ?

unconscious or critically ill patients ?

N Y
X
- mentally ill ?
N Y
X

- wards of state

N Y
X

- prisoners ?
N Y
X

- members of the armed services ?

N Y
X

- in a doctor-patient relationship or a health giver-receiver relationship

with the researchers or their associates ?

N Y
X

None

None

None

None

NONE

SOME

SOME

SOME
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in an adult educator-student relationship with the researchers or their associates ?

N Y
X

O O

in an employer-employee relationship with the researchers or their associates ?

N Y
X

O O

in any other dependent relationship with the researchers of their associates ?

N Y
X

If you answered YES to any of the above, provide details



4.3 If the subjects are to undergo a medical or other procedure are they :

- capable of understanding the general nature and effect of the proposed
treatment ?

Y N
X

- capable of indicating whether they consent or do not consent to the proposed
treatment ?

Y N
X

If you answered NO to either of the above, is the treatment a new treatment
that has not yet gained the support of a substantial number of medical
practitioners or dentists specialising in the area of practice concerned ?

Y N
X

- Has the treatment been declared to be special treatment under the terms of
the Guardianship Act 1987 ? (as amended).

Y N
X
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O

O

O

O

O

O

O

O
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|SUBJECT 5: RECRUITMENT OF SUBJECTS
5.1 (a) How many subjects will be recruited ? 10 -12
(b) How will the subjects be recruited ?

Random phoning of various companies for interest, which is followed by a half hour
interview of those showing a willingness to possibly participate. Subjects must have certain
qualifications (i.e., B. Ed., Workplace Teaching Level IV Certificate, and/or Registered Psychologist)
and a minimum of five years’ teaching experience.

5.2 (a) Does recruitment involve a direct personal approach from the D D

researchers to the potential subjects ?
X
Y N

O O

If you answered YES, is there any pressure from researchers or others
that might influence the potential subject to enrol ?

X
Y N

If you answered YES, explain.



5.3

5.4

(b) Does recruitment involve the circulation / publication of an
advertisement, circular, letter, etc ?

X
Y N

If you answered YES, provide a copy and indicate where and how often
it will be published.

Will subjects receive any financial or other benefits as a result of
participation ?
X
Y N

If you answered YES, what is the amount/benefit and the justification for this ?

Is the research targeting any particular ethnic or community group ?
X

Y N
If you answered YES, which group is being targeted ?

If you answered YES, has this been done in consultation with a representative
of this group ?

Y N

If you have not consulted a representative of this group, give reasons.

If you have consulted a representative, who have you consulted and how do
they represent this group ?
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O O

O

O

O

O

O

O
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SECTION 6 : PRIVACY AND PUBLICATION OF RESULTS
6.1 Is there a requirement for the researchers to obtain information of a personal
nature about individuals without their consent :
- From Commonwealth departments or agencies ? D D
X
Y N
From other third parties, such as universities, hospitals, State D D

government agencies or employers ?

X
Y N

If you answered YES, state what information will be sought and why written consent
will not be obtained from the individual subjects.

6.2 Will any part of the experimental procedures be placed on audio tape, D D
film/video, or other electronic medium ?
X
Y N

If you answered YES, what is the medium and how will it be used ?

Each subject will participate in approximately a 90 - 120 minute interview which will be
audio taped for the researcher’s use only.

O O



6.3

6.4

374

Is there any possibility that information of a personal nature could be
revealed to persons not directly connected with this project ?

X
Y N

If you answered YES, provide details.

(a)

(b)

(©)

(d)

How will the results of the study be disseminated ?

The researcher will meet with the subject one-to-one (as requested by the subject).
Otherwise, the results will be written up in the results and discussion sections of the
thesis.

How will the confidentiality of data collected / disseminated, including the
identity of subjects, be ensured ?

The subjects will be identified by letter and/or number.

What is the proposed storage of, and access to, files, auditotapes etc

during the study ?

They will be held in possession in a locked cabinet of the researcher at her home

office.

Specify how long the data files / audiotapes will be retained after the study

and how they will be disposed of.

They will be held until the degree is granted and then subsequently, the files and audio
tapes will be entirely erased and destroyed.
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SECTION 7 : SUBJECT INFORMATION AND CONSENT

7.1

7.2

7.3

7.4

Will a Subject Information Statement be provided ?
X
Y N

If you answered NO, give reasons.

Will written consent be obtained ?
X
Y N

If you answered NO, give reasons.

In the case of subjects for whom English is a second language, will
arrangements be made to ensure comprehension of the Subject
Information Statement and Consent Form ?

X
Y N

If you answered NO, give reasons. If you answered YES, what arrangements
have been made ?

(a) Do the Subject Information Statement and Consent Form :

give the title of the project on every page ? (use a short title
as appropriate)
X
Y N

- are the page numbers expressed as page 1 of .., 2 of .., 3 of .. etc ?

- include an assurance that participation is voluntary and subjects are
permitted to withdraw from the project at any time without penalty
or prejudice ?
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X
Y N
- give the name and telephone number of an appropriate investigator ? D D
X
Y N

O o

- give a telephone number for an Executive Officer of the HEC, should a
subject wish to make a complaint about the conduct of the research
X
Y N

If you answered NO to any of the above, give reasons.

(b) Are the first page of the Subject Information Statement and D D
Consent Form printed on appropriate institutional letterhead ?
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SECTION 8 : DESCRIPTION OF PROJECT

8.1 Describe the project in lay terms including the aims, hypotheses, potential
significance and research plan (including inclusion / exclusion criteria, where
relevant). You must satisfy the HEC that the study is valid and in accordance with
accepted principles governing research involving humans. Where relevant, provide
the projected number, sex and age range of subjects. The description must be no
longer than 2 pages and must be in a font size of at least 10 points.

As an adult educator, self-perceptions about competence can influence one’s performance level.
Adult educators are often evaluated by the audience and therefore frequently reminded of their competency
to teach. When someone perceivesthey have performed well, what were the psychological contributing
factorsto a high competency level? If they have low self-perceptions of their teaching ability at any given
time, in that instance, what might the contributing psychological factors be? How is (performance) self-
esteem affected by one’ s perceptions of teaching competence? Isthere an ideal arousal state for an adult
educator to achieve a high perceived performance level? How is perceived performance affected when one
isnot intheir ideal (performance) state?

The way individuals structure their experience, termed structural phenomenology, is the way
reversal theorists examine human behaviour (Apter, 1982). Reversal theory isageneral theory used in this
study. It explores certain tenants about human experience and formul ates the theoretical basis of the current
investigation. Because the theory is phenomenological, meaning it is concerned with subjective
interpretation rather than behavioural processes, each adult educator is observed on an individual basis.
Apter (1991) described reversal theory as an approach that views the conscious experience as the pivotal
starting point by which to understand behaviour. It isbelieved that reversal theory provides the most
comprehensive theoretical basisfor determining the uniqueness and individuality of adult educators.

Within reversal theory individuals are viewed as consistently inconsistent because a person can
shift, reversing back and forth between two bipolar states instantaneously depending on how they view
their perception of their experience (Apter, 1982). These reversals of metamotivational states are caused by

frustration, satiation, or acontingency (contingent event). Reversal theory, therefore, is primarily concerned

with metamotives, or how a person tends to view their *in the moment’ experience.
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8.1 (continued)

Telic and paratelic are the two states in reversal theory which specifically refer to one’s goal-
orientation (Apter, 1989). Therefore, these are the two states that will be under investigation in this study.

In the telic state people are serious-minded, goal-oriented and plan ahead (Kerr et al., 1993). In the paratelic
state people are playful, spontaneous and in the moment (Kerr et al., 1993).

The contention of thisinvestigation isthat when individuals arein their ideal state and also their
ideal arousal level, it can influence their perceived teaching competence. Best performances from a performer
should occur in conditions associated with pleasant moods and in situations in which a performer’ sideal
level of arousal is matched by their actual felt level of arousal (Males & Kerr, 1996).

In astudy by Wilson and Phillips (1995) it was possible to compare performers’ predominant
metamotivational combinations (of states) pre, during and post performance. Significant differences have
also been found between successful and unsuccessful performers on adominance or ideal state of being
measure. Itisin thissensethat researchersin reversal theory gain credibility and can go beyond
conventional state-trait theory approachesin explaining individual motivational and emotional processes
(Fontana, 1983).

Anindividual’s perception of their teaching competence along with one’ s arousal level and state
self-esteem can determine the level of performance experienced. This can be based on measuring the adult
educators being in their ideal state (ideal state) or not, perceptions and discrepancy of their arousal level, as
well astheir performance state self-esteem.

Investigations are needed in the area of establishing “experience-driven research” (Apter, 1989)
which istheintention of this study. Ten adults of both genders will comprise the subject population. Ideal
metamotivational stateswill initially beidentified in which adult educators believe they perform with the most
competence.

Self-recorded influences are compared against each of their teaching session in relation to any discrepancy
existing between their ideal and nonideal metamotivational states aswell astheir state (performance)
self-esteem scores. Interviews analyse interpretations of the adult educators' perceived arousal levels and how
frustration, satiation and contingent events, according to reversal theory, may have affected shiftsin their

(metamotive) states, their perceived teaching competence and state self-esteem. Successful interpretation of the
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adult educator’ sresults will ideally lead to insight as well as skill development for increased teaching

competence.
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CHECKLIST FOR UNIVERSITY OF SYDNEY

The following documents are to be attached as indicated in the Guide to Applicants. Type N/A if not
applicable.
Have you included the original copies of the following:

Original application

Consent Form(s)

Subject Information Statement
Recruitment advertisement/circular N/A

Evidence of permission to conduct research in locations not associated with the
University of Sydney

Evidence of approval/rejection by other HEC(s), including comments and requested alterations
to the protocol

Copy of questionnaire(s), survey questions, interview topics to be covered etc.

Statement from a medical/paramedical practitioner accepting responsibility for specific
procedures N/A

Radiation Safety Report N/A
Relevant references or reference list N/A

One copy of the grant application with appropriate clearance forms as requested by the
Research Office N/A

Any form requiring signature by the HEC (one copy)

When submitting an application to undertake a clinical trial of a drug or device, the following documents
(the original copies) must be provided:

Trial protocol

Statement from the trial sponsor indicating compliance with the ABPI or APMA clinical trial
compensation guidelines

Statement from the trial sponsor indemnifying the relevant Area Health Service, University of
Sydney, the HECs and the investigators (as appropriate)

Certificate of currency/sponsor’s insurance

When submitting an application to undertake a drug or device under the CTN and CTX Schemes, the
following documents (the original copies) should also be provided:
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Section 4 of the CTX application or, for a CTN application, summary information,
pharmaceutical chemistry, toxicology and clinical experience, i.e.:
- Summary Statement
Overseas status
Pharmaceutical data sheet
Clinical summary
Objections/comments by other HECs/the TGA/overseas regulatory bodies
Investigator’'s brochure
References to support efficacy and safety of the proposed use
Investigator's own summary of risks and benefits of the trial
Therapeutic Goods Administration/Clinical Trial Notification Application Form



Permission Granted

Apter Internationa provided permisson to use the Apter Mativationd Style Profile (Apter
International, 1999a, 1999b) from April, 17, 2000 through April 16, 2001 for research purposes
only. They provided the researcher with a password to the web page in order to collect data and

conduct the andysis.



Appendix J

Subject | nfor mation Statement & Consent Form

School of Behavioural and Community Health Sciences

Faculty of Health Sciences
College of Health Sciences

Dr Christopher J. Lennings Cumberland Campus C42
Senior Lecturer in Psychology East Street (PO Box 170)
Lidcombe NSW 2141
Telephone: +61 2 9351 9587
Facsimile: +61 29351 9540
Email: c.lennings@cchs.usyd.edu.au

Subject Information Statement

“Self-Perceived Teaching Competence of Adult Educators” isaPh.D. study undertaken by Lizbeth Luther
Wilson.

The purpose of this study isto examine self-perceptions of your performance as an adult educator in the
fidd.

If you have adegreein Adult Education or Psychology and have been teaching for a minimum of five years,
and you foresee doing at |east ten teaching session with 12 weeks, you meet the requirements to participate
in this study.

In terms of atime commitment, initially it will take you approximately one hour to fill out some questionnaires
and information required prior to the commencement of your class. Thenimmediately before and
immediately after the subsequent ten class, you will be required to fill out questionnaires that will take
approximately five minutes each time to complete. After you have doneten class, you will meet the
researcher for a45-60 minute interview.

This completes your participation. It isstrictly on avoluntary basis. Y ou may withdraw without stating
your reason at any time throughout the length of this study. It will not be videotaped, but your interview
will be audiotaped for the researcher’ suse only. Y ou may contact my supervisor, Dr. Lennings, if you have
any queries about this study. If you have any ethical concerns, you may contact the secretary of the Ethics
Committee on (02) 9351-4811.



School of Behavioural and Community Health Sciences

Faculty of Health Sciences
College of Health Sciences

Dr Christopher J. Lennings Cumberland Campus C42
Senior Lecturer in Psychology East Street (PO Box 170)
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Appendix K
Review of Literature: Self-Esteem
S f-Concept

Sdf-concept is“the individud' s eva uation of him/hersdlf; the gppraisal of the sdif by the
individua him/hersdf” (DeVito, 1998, p. 42). DeVito emphasised that image is areflection of
one s saf-concept. 1t is composed of fedings and thoughts about strengths and weaknesses,
abilitiesand limitations. Sdf-concept, according to DeVito, develops from at least these three
sources. the image that others have of onesdf and that is reveded; the comparisons a person
makes between themsalves and others; and the way one interprets and evauates their own
thoughts and behaviours.

SHf-Confidence.

“Sdf-confidence is the belief that one can successfully execute a specific activity rather
than aglobd trait that accounts for overdl optimism” (Feltz, 1988, p. 22). Sdf-efficacy, or the
strength of aperson’s conviction that he or she can successfully execute a behaviour, carry out a
task, or handle the respongbilities necessary to produce a desired outcome, isastuationdly
specific form of sdf-confidence (Carron, 1984, p. 116). It isthe conviction one hasin order to
perform successfully the skillsthat are required to produce a certain, desirable outcome (Anshe,
1988).

Sdf-confidence was identified by Martens and his colleagues (1990) as another
component of cognitive anxiety, and their research helped to dlarify cognitive anxiety within the
literature. In their research, questionnaires were used to differentiate between two separate
components of cognitive anxiety. Negatively worded items on a questionnaire were identified as

a cognitive anxiety component, while positively worded items were identified as a sdf-
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confidence component. This meant that cognitive anxiety may be exhibited ether in the form of
increased negativity or by adecreasein on€' s ability to be poditive.

Martens et d (1990) explained that performers may be affected by either a negative
concern, such asworry; or they may have an inability to be postive. The performer’sinability to
be positive may arise from ether not meeting the demands of their assgned task or the
unfortunate outcome of their performance. Therefore, according to Martens et d., it appears
that sef-confidence is more vulnerable to Stuationd changes than cognitive anxiety.

The effects of an individud’s salf-concept and various god- setting techniques have been
proposed by several theorists to increase one's salf- confidence and/or salf-esteem.
Researcherswho look at individud differences, such as Caroll and Tos (1970) found that
individuas with high sdf-assurance increase their effort when faced with difficult gods. Those
individuas with low sdf-assurance put forth less effort as god difficulty increases.

Research inindividud differences of goas was conducted by Hollenbeck and Brief
(1987). They identified the severd variables as being related to the salf-concept’ s impact on the
degree of god difficulty (when the gods were sdlf-assigned by the performer themsalves).

These variables congsted of generdised self-esteem; perceived task-specific ability; locus of
control; need for achievement; and, ability or past performance.

SHf-Worth and self-actualisation.

Sdf-worth isacomposte of slf-concept, self-confidence, self-esteem, and sdlf-efficacy
(DeVito, 1998). The two basic psychologicd needs humans have, according to Glasser (1965)
are (a) the need to love and be loved; and (b) the need to fed that we are worthwhile to
ourselves and to others. Glasser sated that having both needs met, an individud tendsto have a

high sdf-esteem and to highly evaduate onesdlf.



Madow (1970) contributed to the research by stating that self- esteem represents two
areas of need: (a) saf-respect; and (b) esteem from others. He Stated that salf-respect includes
such aspects as. feding competent, confident, adequate, and having persond strength, aswell as
having a sense of achievement, independence and freedom. An individud & this high leve
would need to know that he/she is worthwhile, having the ability to master tasks and life's
chdlenges. Esteem from othersincludes: feding proud, recognised, accepted and appreciated in
society, being given atention, having status, fame, and prestige, and overdl, a good reputation.
According to Madow, an individua meeting this esteem would experience a sense of worth and
that they are valued by dgnificant others based on their competence and contribution.

Sdf-actudisation isthe pinnacle level representing the desire to become everything that a
person has the capability of becoming (Madow, 1970). To “sdf-actudise’ isto become the
kind of person one wantsto be by reaching his’her potential. At thisleve, uniquenessis
emphasised and people have a high sdlf-esteem. They live with ze<t, drive, and a pecific
purpose that keeps them motivated. Madow explained that the saif- actuaisation motive,
however, influences attitudes and behaviours only after dl other needs are satisfied.

Challenges to Self-Esteem
The Inner Voice
Therole of the inner voice, or inner critic, can be quite powerful to one' s sdf-worth. The inner
voice usudly provides a message, and the way one perceives and reacts to these messages can
affect Hf-esteem (McKay et d., 1998). According to McKay et d., the thoughts one has
about onesdlf can determine an individud’ s perception of who they are and the Situation in which
they find themsdves. If anindividud’sinner critic is pathologicd, it is attacking, judging,

blaming, and basicaly unaccepting. Lastly, McKay et d. explained that the individud having a



continuous negative inner critic eventualy develops alimited perspective and perception of
onesdf.

Cognitive distortions.

Faulty thought patterns, also known as cognitive ditortions, are aresult of an
individud’ sworldview. Those with alow sdf-esteem (e.g., depressed) are embedded in their
own limited congtruction of the world. Beck (1991) the founder of cognitive thergpy stated that
individuds usudly have the ability to examine themselves, and it isamatter of them becoming
aware of their distortions. One's metamotives can aso act as an automatic response, asthis
current study examines, and these reversds can influence a performer’ s perceived teaching
competence.

The most frequent distortions as discussed by Beck (1991) are: overgenerdisation,
globd labdling, filtering, polarised thinking, saif-blame, persondisation, mind-reading, control
fdlacies, and mind reading.

Overgenerdisation is to make a sweeping satement with little factud reference.

Globd labdling isto make an overal judgement. Filtering is seeing only what one wantsto see.
Polarised thinking - isdl-or-none perceptions. Sdlf-blame is accusing onesdf for every
shortcoming or weskness that they might have. Persondisation is an individud’ s bdlief that they
are the centre of the universe; everything sems from and returns back to them. Mind reading is
when an individud believesthat everyone is thinking and feding exactly asthey are. Control
fdlacies- are amanipulation of either an individud taking charge of everyonein their world or
they have others do everything for them. Emotiond reasoning is rdying totaly on emotions while

ignoring any thought processes.



“ Automatic thoughts’ as discussed by Beck (1991) can be mogt difficult for individuds
to rid themsdves of the mentd intruson. Every thought can be paid attention to, but often one
thought triggers another. This pattern is Smilar to what triggers a metamotivationd shift. When
individuas get drawn into a distorted thinking pattern and areversa takes place, the continua
reinforcement could be damaging to ther saif-esteem.

Internal and externd persondisation affects one' sthink patterns. As researched by
Sdligman (1993), he gtated the following about personalisation:

When bad things happen, we can blame oursdves (interndise) or we can blame other

people or circumstances (externalise). People who blame themselves when they fall

have low sdf-esteem as a consequence. They think they are worthless, talentless, and
unlovable. People who blame externa events do not lose sdif-esteem when bad events
grike. On the whole, they like themsalves better than people who blame themsdalves

better than people who blame themselves do (p. 49).

With persondising, an individud generdly learnsto do so a ayoung age. It takes
maturity before one redises that there are others with perhaps different viewpoints. Along with
persondisation, people learn to sdf-evauate.

Values and Core Beliefs

Values.

A vdue refersto the relative worth one places on an object, person, or position.
Technicdly, vaue can refer to either poditive or negative worth. 1n popular usage, however, it is

aterm often reserved for postive evauation (DeVito, 1998).
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To summarise, hedthy vaues are flexible rather than rigid, owned rather than introjected,
redidic, and life-enhancing rather thet life-restricting (McKay et d., 1998). Each of these four
points about vaues isinterconnected. If avaueisweak in one of these four aress, its effects
are made evident in the other three areas. Strasser and Strasser (1997) stated:
Vdues and bdiefs vary enormoudy between (individuas), but once established it is easy
to recognise how these beliefs permeete dl aspects of living. People carry with them
more than one s&t of vaues, but some of them include: modesty, exhibitionism,
perfectionism, competence, naturainess, academic laziness, superiority, good judgement,

cheeting, decet, tricking, swindling, risk taking, caution, honesty, and dishonesty (p. 87).

Individuals vaues and assumptions about living and behaviour patterns become so
integrated and enmeshed in their day-to-day operations they become totally unaware of their
vaues, much less from where these va ues originated.

Strasser et d., (1997) continued that:

(w)e can be dogmatic or stuck to such an extent that it is often hard to redise that there

might be other ways of viewing the world or other ways of conducting our lives. Wedl

have a vested interest in defending our old ways of thinking and predictable ways of
behaving. After dl, we have spent many years building up these patterns to make them
work for us.... Theserigid, dogmatic tunnel visions are known as ‘ sedimented’

outlooks...and there is dways the possibility to unlearn them or ‘ desedimentalise’ them

(p. 99).



392

The mogt vital aspect of flexibility is having atrue sense of ownership of one' svaues.
To recognise vaues as one’ sown, it is necessary to look at repeated daily behaviour patterns
that determine these true values.

The important point isto recognise the sedimentation and attempt to chdlenge therigid

vaue system that may precipitate the shift of deep-seated behaviour patterns. In fact,

there is no need to search for  the so-called sources of sedimentations, asthereis

aways a multitude of events that create, recreate, and reinforce those sedimented

perceptions (Strasser et al., 1997, pp. 95-96).

Once an individua comes to terms with their red (current) value system, they can
chdlengetheir belief system (and behaviour system) as being their own. Taking responsibility
for one' svauesis the most important step towards ownership of one svaues. Asan individud
might not dways know where they arein terms of their vaues (i.e., ambivaence) they may view
themsdves as having alow sdif-esteem.

Core beliefs.

A bdlief is the confidence in the existence or truth of something: conviction (DeVito,
1998).

The fundamentd building blocks of sdf-esteem are one' s core bdliefs. ... Core bdiefs
are the very foundation of your sdf-esteem: they largdly dictate what you can and cannot
do (expressed as your rules), and how you interpret eventsin your world (expressed as

your inner monologue) (McKay et al., 1992, p. 225).



Postive core bdiefs may affirm one' s competence. Negative core beiefs may affirm
on€e sincompetence. Bdliefs of onesdf are made evident through actions, verba and non
verbal, according to McKay et d., 1998. A bdief dilemma, according to Chaplin (1985) isan
atitude or opinion whaose positive and negative components are in a state of imbalance.

“The way in which we speak reflects our bdief about ourseves’ (Corey, 1991, p. 242).
An individud with low sdf-esteern may have atendency to deny their persona power by adding
qudifiersor disclamers (e.g., “but”, “I can't”, “ | guess’, “possbly”, “1 suppose’, “I won't”,
etc) to their atements. Corey dso Sated that individuds of low sdlf-esteem use language that
reveds an internd struggle.

Non-Verbal Behaviour

In the non-verba dimengon, individuds with low sdf-esteem express their true core
sdf-bdiefs through their body language (Argyle, 1988). He stated that an individud with low
sdf-esteem often keeps the head down, has douched posture, and inefficient breathing. In the
face, thereis usudly poor eye contact, often with frequent blinking of the eyes, and frequent
movements with the lips. Often the hands are covering part of the face or playing with ther hair.
Also, as Argyle pointed out, the speech is often quiet and suppressed, sometimes with much

hestation, duttering and sghing.



Appendix L

Results: Raw Data

Adult Educator 1
Description: Adult educator 1 was female, 44, and had 22 years of teaching experience with
qudifications conasting of aBA, Diplomaof Education in vocational communication and a sub-
mgor in psychology. She was rated as telic dominant in the AM SP and telic dominant on the
PDS.
Inducing/change agent: Frustration iswhat caused her to perceive less teaching competencein
her class.
Stuational state balance: Paratdlic

Metamotivational Preference

AMSP* Realt: Tdic
Teic Subscae = 22 (6=least telic and 30 = mogt telic)
Paratelic Subscale = 21 (6 = least paratdic and 30 = most paratdlic)
Teic Dominance = 1 (0 =nodominance)
Tdic/Paratelic Sdlience = 43 (lowest score = 12 and highest score = 60)
PDS* Result: Telic dominant
PLAY4 = 3 (out of atotal score of 4)
SPONS = 1 (out of atota scoreof 5)
ARSKG6 = 2 (out of atotal score of 6)

* Note: See Appendix A for the AMSP and Appendix B for the PDS.
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Dependent/Independent Variables: Raw Data of Adult Educator 1

Session : 1 2 3 4 5
B* A** B A B A B A B A

TSMAD*** 0 O -2 0 -2 0 -1 0 -1 0

SSEPS 34 3% 3B 29 3B 26 3 3B 35 35

TPSP 5 6 4 6 2 4 2 2 5 4

TPPS 2 3 1 3 3 2 2 2 2 5

TSME 4 5 6 6 2 3 4 3 4 4

SPTCH*** - 5 - 4 - 5 - 5 - 4
6 7 8 9 10

ITSMAD -1 -1 0 0 -1 -2 -1 0 -1 o0
SSEPS 32 3 3% 34 3B 29 3B 3B 35 35
TPSP 4 4 5 3 2 1 3 4 4 5
TPPS 3 3 2 2 3 3 3 3 5 4
TSME 4 4 5 5 5 6 3 3 4 4
SPTC - 5 - 5 - 4 - 5 - 5

* Before class/teaching sesson
** After class/teaching sesson

*** CODE: TSMAD= Tdlic State Measure Arousa Discrepancy; SSEPS= State Sdlf- Esteem
(performance) Scale; TPSP= Tdic/Paratelic Serious-Playful; TPPS=Teic/Paratelic Planned-
Spontaneous, Telic State Measure-Effort; SPTC=Sdf-Percelved Teaching Competence

**** |Individud independent variable



Quantitative Analysis: Correlations
Sgnificant Correlations
Telic Sate Measure Arousal Discrepancy

Before class.

The State SAf-Esteem (performance) Scale score befor e the teaching sesson was
correlated in a pogtive direction with the Telic State Measure Arousd Discrepancy score
befor e the teaching sesson (.745), p = .013.

Sate Self-Esteem (performance) Scale

Before class.

The Telic State Measure Arousa Discrepancy score befor e the teaching sesson was
corrdlated in a pogitive direction with the State Slf- Esteem (performance) Scale before the
teaching session (.745), p = .013.

After class.

The Telic State Measure Arousal Discrepancy score after the teaching sesson was
corrdlated in a pogitive direction with the State Salf- Esteemn (performance) Scale score after the
teaching session (.792), p = .006.

Telic State Measure Perceived Effort

Before class.

The Telic State Measure Perceived Effort score after the teaching sesson was
correlated in a postive direction with the Telic State Measure Perceived Effort score before the

teaching session (.877), p = .001.
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After class.
The Telic State Measure Perceived Effort score befor e the teaching sesson was
correlated in a poditive direction with the Telic State Measure Perceived Effort score after the

teaching session (.877), p = .001.

Insignificant Correlations*

(* Inggnificant correlations are reported by listing each of the inggnificant, repested-measures
variables by name for the Sdf-Percelved Teaching Competence. For the remaining reports, the
inggnificant, repeated- measures variables are listed, except in those ingtances in which two or
less sgnificant variables are cited as the exception.)

i f-Per ceived Teaching Competence

The relationships between the Sdlf-Perceived Teaching Competence score and each of
the repeated- measures variables in this sudy were dl found to be insgnificant for this subject.
Telic Sate Measure Arousal Discrepancy

Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching sesson and each of the repeated- measures variables in this sudy except for the
State Self-Esteem (performance) Scale score befor e the teaching sesson were found to be
inggnificant for this subject.

After class.



The relationships between the Tdlic State Measure Arousa Discrepancy score after the
teaching sesson and each of the repeated- measures variablesin this sudy were dl found to be

inggnificant for this subject.



Sate Self-Esteem (performance) Scale

Before class.

The relationships between the State Self- Esteem (performance) Scale score before the
teaching sesson and each of the repeated- measures variablesin this sudy except for the Telic
State Measure Arousal Discrepancy score befor e the teaching session were found to be
inggnificant for this subject.

After class.

The relationships between the State Self- Esteemn (performance) Scale score after the
teaching sesson and each of the repeated- measures variablesin this sudy except for the Telic
State Measure Arousal Discrepancy score after the teaching sesson were found to be
inggnificant for this subject.

Teic/Paratelic Serious-Playful continuunm*

Before class.

The relationships between the Tdic/Paratelic Serious-Playful continuum score before
the teaching sesson and each of the repeated- measures variables in this sudy were dl found to
be inggnificant with this subject.

After class.

The relationships between the Tdlic/Paratelic Serious-Playful continuum score after the
teaching sesson and each of the repeated- measures variables in this sudy were dl found to be

indgnificant for this subject.



Telic/Paratelic Planned-Spontaneous continuum®*

Before class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous Continuum score
befor e the teaching session and each of the repeated-measures variables in this sudy were dl
found to be inggnificant for this subject.

After class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous continuum score
after the teaching sesson and each of the repeated-measures variablesin this sudy were dl
found to be inggnificant for this subject.

Telic Sate Measure Perceived Effort

Before class.

The relationships between the Tdlic State Measure Percelved Effort score before the
teaching sesson and each of the repeated- measures variablesin this sudy except for the Telic
State Measure Perceived Effort score after the teaching session were found to be insgnificant
for this subject.

After class.

The relationships between the Tdic State Measure Perceived Effort score after the
teaching sesson and each of the repeated- measures varigbles in this study except for the Telic
State Measure Percelved Effort score befor e the teaching session were found to be insgnificant
for this subject.

(End of Adult Educator 1)
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* Note: The word ‘ continuum’ in thetitle is lower case asit isnot a part of the name per se, but

an added description.
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Adult Educator 2
Description: Adult educator 2 was mae, 61, and had 40 years of teaching experience with
qudifications conggting of aPhD in dinica psychology, and master’ s degreesin psychotherapy
counsdlling, organisationa behaviour, and a graduate diplomain adult education. He was rated
astelic dominant in the AMSP and telic dominant onthe PDS.
Inducing/change agent: Contingent Event
Stuational state balance: Teic

Metamotivational Preference

AMSP Result: Telic
Teic Subscae = 26 (6 =least telic and 30 = mogt telic)
Paratelic Subscale = 22 (6 = least paratelic and 30 = mogt paratelic)
Teiic Dominance = 4 (0= no dominance)
Tdic/Paratelic Sdience = 48 (lowest score = 12 and highest score = 60)
PDS Result: Telic dominant
PLAY4 = 3
SPONS5 = 1

ARSKG6 = 2



Dependent/Independent Variables: Raw Data for Adult Educator 2

Session #: 1 2 3 4 5

B A B A B A B A B A
TSMAD 0 0 0 -1 -1 0 0 0 0 0
SSEPS 32 34 35 35 35 35 35 35 35 35
TPSP 4 5 4 4 4 4 5 5 5 5
TPPS 2 2 2 2 2 2 2 2 2 2
TSME 5 5 4 4 4 5 5 5 5 5
SPTC - 5 - 4 - 4 - 5 - 5

6 7 8 9 10

B A B A B A B A B A
TSMAD 0 0 -1 1 -1 0 -1 0 0 0
SSEPS 35 35 35 35 35 35 35 35 35 35
IPSP 5 5 4 4 4 5 4 4 5 5
TPPS 2 2 2 2 2 2 2 2 2 2
TSME 5 5 5 6 5 6 4 5 6 5
SPTC - 5 - 5 - 5 - 5 - 5



Quantitative Analysis: Correlations
Sgnificant Correlations
i f-Per ceived Teaching Competence

Telic State Measure Percelved Effort score befor e the teaching session was correlated
in apogitive direction with the Sdf-Perceived Teaching Competence score (.697), p = .025.
Telic Sate Measure Arousal Discrepancy

Before class.

The Teic/Paratdic Serious-Playful continuum score befor e the teaching sesson was
correlated in a pogtive direction with the Telic State Measure Arousa Discrepancy score
befor e the teaching session (.667), p = .035.

After class.

The Telic State Measure Perceived Effort score after the teaching sesson was
correlated in a pogitive direction with the Telic State Measure Arousal Discrepancy after the
teaching session (.818), p = .004.

Sate Self-Esteem (performance) Scale.

Before class.

The State Sdf-Esteem (performance) Scale score after the teaching sesson was
correlated in a pogitive direction with the State Saf- Esteem (performance) Scale score before
the teaching sesson (.1000), p = .01.

After class.

The State Sdf-Esteem (performance) scale score befor e the teaching session was
correlated in a pogtive direction with the State Salf- Esteem (performance) Scae score after the

teaching session (1.000), p = .01



Telic/Paratelic Serious-Playful continuum

Before class.

The Telic State Measure Arousa Discrepancy score befor e the teaching sesson was
correlated in a podtive direction with the Tdic/Paratdic Serious-Playful continuum score before
the teaching sesson (.667), p = .035.

The Teic/Paratdlic Serious-Playful continuum score after the teaching session was correlated in
apogtive direction with the Telic/Paratdlic Serious-Flayful continuum befor e the teaching
session (.667), p = .035.

After class.

The Teic/Paratdic Serious-Playful continuum score befor e the teaching sesson was
correlated in a pogtive direction with the Tdic/Paratelic Serious-Playful continuum after the
teaching session (.667), p = .035. The Telic State Measure Perceived Effort score before the
teaching session was correated in a pogitive direction with the Telic/Paratdlic Serious-Playful
continuum after the teaching session (.773), p = .009.

Telic Sate Measure Perceived Effort

Before class.

The Telic/Paratdlic Serious-Playful continuum score after the teaching sesson was
correlated in a postive direction with the Telic State Measure Perceived Effort score before the
teaching session (.773), p = .009. The Sdlf-Perceived Teaching Competence score was
correlated in a postive direction with the Telic State Measure Perceived Effort score before the
teaching session (.697), p = .025.

After class.



The Telic State Measure Arousal Discrepancy score after the teaching sesson was
correlated in a positive direction with the Telic State Measure Perceived Effort score after the

teaching session (.818), p = .004.

Insignificant Correlations
i f-Perceived Teaching Competence

The relationships between the Self-Perceived Teaching Competence score and each of
the repeated- measures variables in this study except for the Telic State Measure Percelved
Effort before the teaching sesson were dl found to be inggnificant for this subject.

Telic State Measure Arousal Discrepancy

Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching sesson and each of the repeated- measures variables in this study except for the
Tdic/Paratelic Serious-Playful Continuum score befor e the teaching sesson were found to be
inggnificant for this subject.

After class.

The relationships between the Tdic State Measure Arousa Discrepancy score after the
teaching sesson and each of the repeated- measures variables in this study except for the Telic
State Measure Percelved Effort score after the teaching session were found to be insgnificant
for this subject.

Sate Self-Esteem (performance) Scale

Before class.
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The relationships between the State Self- Esteem (performance) Scale score before the
teaching session and each of the repeated-measures variables in this study except for the State
Sdf-Esteem (performance) Scale score after the teaching session were found to be insgnificant

for this subject.



After class.

The rdaionships between the State Sdlf- Esteem (performance) Scale score after the
teaching session and each of the repeated-measures variables in this study except for the State
Sdf-Esteem (performance) Scale score befor e the teaching sesson were found to be
inggnificant for this subject.

Telic/Paratelic Serious-Playful continuum

Before class.

The relationships between the Tdic/Paratelic Serious-Playful continuum score before
the teaching sesson and each of the repeated- measures variables in this study except for the
Telic State Measure Arousal Discrepancy score befor e the teaching sesson and the
Tdic/Paratelic Serious-Playful continuum score after the teaching session were found to be
inggnificant for this subject.

After class.

The relaionships between the Tdic/Paratelic Serious-Playful continuum score after the
teaching session and each of the repeated- measures variables in this study except for the
Tdic/Paratelic Serious-Playful continuum score befor e the teaching sesson and the Tdic State
Measure Perceived Effort score befor e the teaching sesson were found to be inggnificant for
this subject.

Telic/Paratelic Planned-Spontaneous continuum.

Before class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous continuum score
befor e the teaching session and each of the repeated- measures variables in this sudy were dl

found to be inggnificant for this subject.



After class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous continuum score
after the teaching session and each of the repeated-measures variablesin this sudy were dl
found to be inggnificant for this subject.

Telic Sate Measure Perceived Effort

Before class.

The relationships between the Tdlic Perceived Effort score befor e the teaching sesson
and each of the repeated-measures variables in this study except for the Tdlic/Paratelic Serious-
Payful continuum score after the teaching session and the Sdf- Percelved Teaching
Competence score were found to be inggnificant for this subject.

After class.

The raionships between the Tdlic Perceived Effort score after the teaching sesson
and each of the repeated-measures variables in this study except for the Telic State Measure
Arousd Discrepancy score after the teaching sesson were found to be inggnificant for this
subject.

(End of Adult Educator 2)
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Adult Educator 3
Description: Adult educator 3 was female, 39, and had 5 years of teaching experience with
qudifications condgting of a Bachelor of Counsdlling, a Diplomain Psychotherapy, and a
Diplomain Professord Counsdlling. She was rated as telic dominant in the AMSP and telic
dominant on the PDS.
Inducing/change agent: Contingent Event. The sessons in which she rated hersdf as having
less teaching competence were those in which she was subgtituting.
Stuational state balance: Tdic

Metamotivational Preference

AMSP Result: Paratdic
Teic Subscae = 18 (6 = least telic and 30 = most telic)
Paratelic Subscale = 20 (6 = least paratelic and 30 = most paratelic)

Paraelic Dominance= -2 (0 = no dominance)

Tdic/Paratelic Sdience = 38 (lowest score = 12 and highest score = 60)
PDS Reault: Teic dominant
PLAY4 = 1
SPONS5 = 1

ARSKG6 = 2



Dependent/Independent Variables: Raw data

Session #: 1 2 3 4 5

B A B A B A B A B A
TSMAD 0 0 -2 -1 -2 -2 0 0 -1 -2
SSEPS 29 33 26 32 24 26 34 35 32 28
TPSP 5 5 2 4 2 2 4 5 4 2
TPPS 2 3 2 3 1 1 2 3 2 2
TSME 5 5 5 5 5 5 6 6 3 6
SPTC - 4 - 5 - 2 - 5 - 4

6 7 8 9 10

B A B A B A B A B A
TSMAD -3 -3 0 -3 0 0 -1 0 -2 0
SSEPS 26 31 32 28 32 33 32 32 24 24
IPSP 3 3 5 2 5 5 4 5 2 4
TPPS 1 2 2 2 2 2 2 2 2 2
TSME 5 6 5 6 6 6 6 6 6 4
SPTC - 3 - 3 - 5 - 5 - 3
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Quantitative Analysis: Correlations
Sgnificant Correlations

i f-Per ceived Teaching Competence

The State Sdf-Esteem (performance) Scale score after the teaching on was found
to be correlated in a positive direction with the Saf- Perceived Teaching Competence score
(.792), p = .006. The Tdic/Paratelic Serious-Playful continuum score befor e the teaching
session was found to be correlated in a pogitive direction with the Salf- Perceived Teaching
Competence score (.737), p = .015. The Tdic/Paratelic Planned- Spontaneous continuum
score after the teaching sesson was found to be corrdated in a positive direction with the Self-
Perceived Teaching Competence score (.639), p = .047.

Telic State Measure Arousal Discrepancy

Before class.

The State Sdf-Esteem (performance) Scale score befor e the teaching sesson was
correlated in a pogtive direction with the Telic State Measure Arousa Discrepancy score
before the teaching session (.766), p = .010. The Tdlic/Paradic Serious-Flayful continuum
score befor e the teaching session was corrdlated in a positive direction with the Telic State
Measure Arousa Discrepancy score befor e the teaching session (.871), p =.001. The
Tdic/Paratelic Planned- Spontaneous continuum score befor e the teaching session was positively
correlated to the Telic State Measure Arousal Discrepancy score befor e the teaching session
(.639), p=.047.

After class.

The Telic/Paratdic Serious-Playful continuum score after the teaching sesson was

correlated in a pogtive direction to the Telic State Measure Arousa
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Discrepancy score after the teaching sesson (.874), p = .001. The Telic State Measure
Perceived Effort befor e the teaching sessons core was correlated in a pogtive direction with the
Telic State Measure Arousal Discrepancy score after the teaching session (.734), p = .016.
Sate Self-Esteem (performance) Scale

Before class.

The Telic State Measure Arousa Discrepancy score befor e the teaching sesson was
corrdated with the State Self- Esteem (performance) Scale before the teaching sesson (.766), p
=.010. The State Sdlf-Esteem (performance) Scale score after the teaching sesson was
correlated with the State Sdlf- Esteem (performance) Scale score befor e the teaching sesson
(.632), p =.050. The Tdic/Paratelic Serious-Playful continuum score befor e the teaching
session was correlated with the State Self- Esteem (performance) Scale score before the
teaching session (.712), p = .021. The Telic State Measure Percelved Effort score after the
teaching session was corrdated in the pogtive direction with the State Sdlf-Esteemn
(performance) Scale score befor e the teaching session (.796), p = .006.

After class.

The State SAf-Esteem (performance) scale score befor e the teaching sessions
corrdlated in the pogtive direction with the State Self- Esteem (performance) Scale score after
the teaching session (.632), p = .050. The Tdic/Paratdic Serious-Playful score after the
teaching sessons correated in a pogtive direction with the State Salf- Esteem (performance)
Scale score after the teaching session (.789), p = .007. The Telic/Paratelic Planned-
Spontaneous continuum score after the teaching session was corrdated in a pogtive direction

with the State Sdlf-Esteem (performance) Scale score after the teaching session (.707), p =
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.022. The Sdf-Percelved Teaching Competence score positively correlated with the State Sdlf-
Esteem (performance) Scale score after the teaching sesson (.792), p = .006.
Telic/Paratelic Serious to Playful continuum

Before class.

The Telic State Measure Arousd Discrepancy score befor e the teaching sessons
correlated in a pogtive direction with the Tdic/Paratelic Serious-Playful continuum score before
the teaching sesson (.871), p = .001. The State Sdf-Esteem (performance) Scale score before
the teaching session was correlated in a pogtive direction with the Telic/Paratdlic Serious-Payful
continuum score befor e the teaching sesson (.712), p = .712.

After class.

The Tdic State Measure Arousal Discrepancy score after the teaching sesson was
correlated in a pogtive direction with the Tdic/Paratelic Serious- Playful continuum score after
the teaching session (.874), p = .001. The State Salf-Esteem (performance) Scale score after
the teaching session was correlated in a positive direction with the Telic/Paratdlic Serious-Payful
continuum score after the teaching sesson (.789), p = .007. The Tdlic State Measure
perceived Effort score before the teaching sesson was correlated in a poditive direction with the
Tdic/Paratelic Serious-Playful continuum score after the teaching sesson (.717), p = .020. The
Sdf-Percelved Teaching Competence Score was correlated in a poditive direction with the
Tdic/Paratelic Serious-Playful continuum score after the teaching sesson (.737), p = .015.
Telic/Paratelic Planned-Spontaneous continuum

Before class.

The Telic State Measure Arousa Discrepancy score befor e the teaching sesson was

correlated in a positive direction with the Telic/Paratelic Planned- Spontaneous continuum score
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before the teaching session (.639), p = .047. The Sdf-Perceived Teaching Competence score
correlated in a podtive direction (.639), p = .047.
After class.

The State SAf- Esteem (performance) Scale score was correlated in apostive
direction befor e the teaching sesson with the Tdic/Paratelic Planned- Spontaneous continuum
score after the teaching sesson (.707), p = .022.

Telic Sate Measure Perceived Effort

Before class.

The Telic State Measure arousa Discrepancy score after the teaching sesson was
correlated in a postive direction with the Telic State Measure Perceived Effort score before the
teachings sessions (.734), p = .016. The Tdic/Paratdlic Serious-Playful continuum score after
the teachings sesson was correlated in a podtive direction with the Tdic State Measure
Perceived Effort score before ateaching session (.717), p = .020. After class.

The State SAf-Esteem (performance) Scale score befor e the teaching sesson was
correlated in a pogitive direction with the Telic State Measure Percelved Effort score after the

teaching session (.796), p = .006.

Insignificant Correlations
i f-Per ceived Teaching Competence

The reationships between the Slf-Perceived Teaching Competence score and the Tdlic
State Measure Arousa Discrepancy scores both before and after the class, the State Self-
Esteem (performance) Scale score before the class, the Telic/Paratdic Serious-Payful

continuum score befor e the class, the Tdic/Paratelic Planned- Spontaneous continuum score
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after the class, and the Tdic State M easure Percelved Effort scores both before and after the

teaching session were found to be inggnificant for this subject.
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Telic Sate Measure Arousal Discrepancy

Before class.

The relationships between the Telic State Measure Arousal Discrepancy score before
the teaching session and the Telic State Measure Arousa Discrepancy score after the class, the
State Self-Esteem (performance) Scale score after the class, the Telic/Paratelic Serious-Playful
continuum score after the class, the Tdic/Paratelic Planned- Spontaneous continuum score after
the class, the Telic State Measure Percelved Effort scores both before and after the class, and
the SAf-Percelved Teaching score were found to be insignificant for this subject.

After class.

The relationships between the Tdic State Measure Arousa Discrepancy score after the
class, the Telic State Measure Arousa Discrepancy score before the class, the State Self-
Esteem (performance) Scale score both before and after the class, the Telic/Paratdic Serious-
Mayful continuum score befor e the class, the Telic/Paratdlic Planned- Spontaneous scores both
before and after the class, the Telic State Measure Perceived Effort score after the class, and
the Sdf- Perceived Teaching Competence score were found to be insgnificant for this subject.
Sate Self-Esteem (performance) Scale

Before class.

The relationships between the State Self-Esteem (performance) Scale score before
teaching sesson and the Tdic State Measure Arousal Discrepancy score after the class, the
State Self-Esteem (performance) Scale score before the class, the Telic/Paratelic Serious-
Mayful continuum score after the class, the Telic/Paratelic Planned- Spontaneous continuum

scores both before and after the class, the Tdic State M easure Perceived Effort score before
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the class, and the Sdlf- Percelved Teaching Competence score were found to be insgnificant for
this subject.

After class.

The relationships between the State Sdlf- Esteemn (performance) Scale score after the
teaching sesson and the Telic State Measure Arousa Discrepancy scores both before and
after the class, the Telic/Paratdic Serious-Playful Continuum score befor e the class, the
Tdic/Paratelic Planned- Spontaneous Continuum score before, and the Telic State Measure
Perceived Effort scores both before and after the teaching session were found to be
inggnificant for this subject.

Telic/Paratelic Serious-Playful continuum

Before class.

The relationships between the Tdic/Paratelic Serious-Playful continuum score before
the teaching sesson and the repeated- measures variables in this study were found to be
insgnificant except for the Telic State Measure Arousal Discrepancy score befor e the teaching
session and the State Sdlf- Esteemn (performance) Scale score befor e the teaching sesson for
this subject.

After class.

The relationships between the Telic/Paratelic Serious-Playful continuum score after the
teaching session and the Telic State Measure Arousal Discrepancy score after the class, the
State Self-Esteem Scale score befor e the class, the Tdic/Paratelic Serious-Playful continuum
scores befor e the class, the Telic/Paratelic Planned- Spontaneous continuum scores both before
and after the class, and the Tdic State Measure Perceived Effort score after the teaching

sesson were found to be inggnificant for this subject.



419

Telic/Paratelic Planned-Spontaneous continuum

Before class.

The relationships between the Tdic/Paratelic Planned- Spontaneous continuum score
before the teaching session and the repeated- measures variables in this sudy except for the
State Measure Arousal Discrepancy score befor e the teaching session and the Perceived
Performance of Teaching Competence score were found to be indggnificant for this subject.

After class.

The relaionships between the Telic State Measure Arousal Discrepancy score after the
teaching session and the repesated- measures variables in this sudy except for the State Salf-
Esteem (performance) Scale score after the teaching sesson were found to be inggnificant for
this subject.

Telic Sate Measure Perceived Effort

Before class.

The relationships between the Tdlic State Measure Perceived Effort before the teaching
session and the repeated- measures variables in this study except for the Telic State Measure
Arousa Discrepancy score after the teaching sesson and the Telic/Paratdlic Serious-Fayful
Continuum score after the teaching sesson were found to be inggnificant for this subject.

After class.

The relationships between the Tdic State Measure Perceived Effort score after the
teaching session and the repeated- measures variables in this sudy except for the State Salf-
Esteem (performance) Scale score befor e the teaching sesson were found to be insgnificant for
this subject.

(End of Adult Educator 3)
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Adult Educator 4
Description: Adult educator 4 was female, 34, and had 8 years of teaching experience with
qualifications consigting of a B.Sc. in psychology and aM.A. in Adult Education and was a
registered psychologist. She was rated as telic/paratelic in the AM SP and paratelic dominant on
the PDS.
Inducing/change agent: The sessons inwhich sherated hersdf as having less teaching
competence were those in which she was feding somewhat unexcited.
Stuational state balance: Teic

Metamotivational Preference

AMSP Reault: Tdic/Paratelic
Teic Subscae = 27 (6=least telic and 30 = mogt telic)
Paratelic Subscale = 21 (6 = least paratelic and 30 = most paratelic)
Teiic Dominance = 6 (0= no dominance)
Tdic/Paratelic Sdience = 48 (lowest score = 12 and highest score = 60)
PDS Reault: Paratelic dominant
PLAY4 = 3
SPONS5 = 2

ARSKG6 = 5



Dependent/Independent Variables: Raw data
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Session #: 1 2 3 4 5

B A B A B A B A B A
TSMAD 1 4 -1 3 -2 2 -1 0 -1 0
SSEPS 27 35 34 35 28 31 29 30 33 35
IPSP 1 5 2 5 1 5 2 4 3 4
TPPS 6 5 3 3 3 5 2 3 3 4
TSME 3 5 2 5 3 5 4 5 3 5
SPTC - 5 - 5 - 5 - 5 - 5

6 7 8 9 10

B A B A B A B A B A
TSMA -1 0 -3 0 -1 0 0 0 -1 -2
SSEPS 33 3B 3R 33 31 3% 3B 3FH 3 35
TPSP 2 3 2 2 2 3 3 5 3 3
TPPS 3 3 3 3 5 4 2 4 3 5
TSME 4 5 4 5 4 4 4 5 4 4
SPTC - 5 - 4 - 5 - 5 - 4
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Quantitative Analysis: Correlations
Sgnificant Correlations
Sdf-Percelved Teaching Competence

The Telic/Paratdlic Serious-Playful continuum score after the teaching sesson was
corrdated in a pogitive direction with the Sdlf- Perceived Teaching Competence score (.639), p
=.047.

Telic Sate Measure Arousal Discrepancy

After class.

The Tdic/Paratelic Serious-Playful continuum score befor e the teaching sesson was
correlated in anegative direction with the Telic State Measure Arousal Discrepancy score after
the teaching sesson (-.749), p = .013. The Tdic/Paratdic Serious-Payful continuum score was
correlated in a pogtive direction with the Telic State Measure Arousd Discrepancy score after
the teaching session (.705), p = .023. The Telic State Measure Perceived Effort score before
the teaching sesson was correlaed in a negative direction with the Tdic State Measure Arousal
Discrepancy score after the teaching sesson (-.777), p = .008.

Sate Self-Esteem (performance) Scale

Before class.

The Telic/Paratdlic Serious-Playful continuum score befor e the teaching sesson was
correlated in the pogitive direction with the State Sdlf- Esteem (performance) Scale score before
the teaching sesson (.662), p = .037.

Telic/Paratelic Serious-Playful continuum

Before class.
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The Telic State Measure Arousal Discrepancy score after the teaching session was
correlated in a negative direction with the Telic/Paratelic Serious-Playful Continuum score
before the teaching session (-.749), p = .013. The State Self-Esteem (performance) Scale
score befor e the teaching sesson was corrdated in a postive direction with the Telic/Paratdic
Serious-Playful continuum score befor e the teaching session (.662), p = .037. The Tdic State
Measure Perceived Effort score after the teaching sesson was correlated in a negative direction
with the Tdic/Paratelic Serious-Playful continuum score befor e the teaching sesson (-.783), p =
.007.

After class.

The Telic State Measure Arousal Discrepancy score after the teaching sesson was
correlated in a pogtive direction with the Tdic/Paratelic Serious-Playful Cortinuum score after
the teaching session (.705), p = .023. The Telic State Measure Perceived Effort score before
the teaching sesson was correlated in a negative direction with the Telic/Paratdlic Serious-
Mayful continuum score after the teaching sesson (-.676), p = .032. The Sdlf-Perceived
Teaching Competence score was correlated in a positive direction with the Telic/Paratelic
Serious-Playful continuum score after the teaching sesson (.639), p = .047.

Telic Sate Measure Perceived Effort

Before class.

The Telic State Measure Arousal Discrepancy score after the teaching sesson was
correlated in a negative direction with the Telic State Measure Perceived Effort score before the
teaching sesson (-.777), p = .008. The Tdic/Paratdic Serious-Payful Continuum score after
the teaching session was correlated in a negative direction with the Telic State Measure

Perceived Effort score befor e the teaching sesson (-.676), p = .032.
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After class.
The Teic/Paratdlic Serious- Playful Continuum score after the teaching sesson was
correlated in a negative direction with the Telic State Measure Percelved Effort score after the

teaching sesson (-.783), p = .007.

Insignificant Correlations
i f-Per ceived Teaching Competence

The relationships between the Sdlf-Perceived Teaching Competence score and the Tdlic
State Measure Arousal Discrepancy scores both before and after the class, the State Self-
Esteem (performance) Scale scores both before and after the class, the Tdic/Paratelic Serious-
Payful continuum score befor e the class, the Teic/Paratdlic Planned- Spontaneous continuum
scores both before and after the class, and the Telic State Measure Percelved Effort scores
both before and after the teaching session were found to be inggnificant for this subject.

Telic Sate Measure Arousal Discrepancy

Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching sesson and each of the repeated- measures variables in this sudy were dl found to
be inggnificant for this subject.

After class.

The relationships between the Tdic State Measure Arousa Discrepancy score after the
teaching sesson and the Telic State Measure Arousal Discrepancy before the class, the State
Sdf-Esteem (performance) Scale scores both before and after the class, the Telic/Paratelic

P anned- Spontaneous continuum scores both before and after the class, the Teic State
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Measure Perceived Effort score after the class, and the Salf-Percaived Teaching Competence
score were found to be inggnificant for this subject.
Sate Self-Esteem (performance) Scale

Before class.

The relationships between the State Self- Esteem (performance) Scale score befor e the
teaching session and each of the repeated- measures variables in this study except for the
Tdic/Paratdic Serious-Playful continuum score befor e the teaching sesson were found to be
inggnificant for this subject.

After class.

The relationships between the State Sdlf- Esteemn (performance) Scale score after the
teaching session and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

Teic/Paratelic Serious-Playful Continuum

Before class.

The relationships between the Tdic/Paratelic Serious-Playful continuum score before
the teaching sesson and the Telic State Measure Arousa Discrepancy before the class, the
State Self-Esteem (performance) Scale score after the class, the Telic/Paratelic Serious-Playful
continuum score after the class, the Tdic/Paratelic Planned- Spontaneous continuum scores both
before and after the class, the Tdic State Measure Perceived Effort score befor e the teaching
session and the Self- Perceived Teaching Competence score were found to be inggnificant for
this subject.

After class.
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The relationships between the Telic/Paratdlic Serious-Playful continuum score after the
teaching session and the Telic State Measure Arousal Discrepancy before the class, the State
Sdf-Esteem (performance) Scale scores both before and after the class, the Telic/Paratelic
Serious-Playful continuum score befor e the class, the Telic/Paratelic Planned- Spontaneous
continuum scores both before and after the class, and the Telic State Measure Perceived Effort
score after the teaching session were found to be insignificant for this subject.

Telic/Paratelic Planned-Spontaneous continuum

Before class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous continuum score
befor e the teaching session and each of the repeated- measures variables in this sudy were dl
found to be inggnificant for this subject.

After class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous continuum score
after the teaching sesson and each of the repesated-measures variablesin this sudy were dl
found to be inggnificant for this subject.

Telic Sate Measure Perceived Effort

Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching sesson and each of the repeated-measures variables in this study except for the
Telic State Measure Arousa Discrepancy score after the teaching sesson and the
Tdic/Paratelic Serious-Playful continuum score after the teaching sesson were al found to be
inggnificant for this subject.

After class.



428

The relationships between the Telic State Measure Arousal Discrepancy score after the
teaching session and each of the repeated- measures variables in this study except for the
Tdic/Paratelic Serious-Playful continuum score befor e the teaching sesson were dl found to be

inggnificant for this subject. (End of Adult Educator 4)

Adult Educator 5
Description: Adult educator 5 was femde, 41, and had 15 years of teaching experience with
quaifications conssting of a B.Ed. and a M.Ed., a Graduate Certificate in Helping SKills,
Advanced Certificate in Teaching and Development, and a Certificate in Personnd
Management. She was rated as paratelic dominant in the AMSP and paratelic dominant on the
PDS.
Stuational state balance: Paratdlic
Inducing/change agent: The sessonsin which she rated hersdf as having less teaching
competence were the onesin which she fet not totdly in tune with the students.

Metamotivational Preference

AMSP Reallt: Paratdic
Teic Subscale = 19 (6 = least telic and 30 = most telic)
Paratelic Subscale = 25 (6 = least paratelic and 30 = most paratdlic)
Teiic Dominance = -6 (0= no dominance)
Tdic/Paratelic Sdience = 44 (lowest score = 12 and highest score = 60)
PDS Reault: Paratelic dominant
PLAY4 = 2
SPONS5 = 4

ARSKG6 = 6
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Dependent/I ndependent Variables: Raw data

Session #: 1 2 3 4 5

B A B A B A B A B A
TSMAD 0 0 -1 0 0 0 0 0 0 -1
SSEPS 35 35 35 33 35 35 35 35 34 35
IPSP 6 5 5 4 6 4 5 4 5 4
TPPS 5 5 4 4 5 4 5 5 5 5
TSME 5 6 6 5 6 6 5 5 5 6
SPTC - 5 - 4 - 5 - 4 - 4

6 7 8 9 10

B A B A B A B A B A
TSMAD -1 0 0 0 0 0 +1 0 0 0
SSEPS 33 31 35 35 35 35 35 35 35 35
TPSP 3 3 5 5 5 5 5 6 5 6
TPPS 5 5 5 5 5 5 5 5 5 5
TSME 5 6 5 5 6 6 6 6 6 6
SPTC - 3 - 5 - 5 - 4 - 5
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Quantitative Analysis: Correlations
Sgnificant Correlations
i f-Per ceived Teaching Competence

The State SAf-Esteem (performance) Scale score befor e the teaching sesson was
correlaed in a postive direction with the Saf- Perceived Teaching Competence score (.645), p
=.044. The Tdic/Paratdic Serious-Playful Continuum score befor e the teaching session was
corrdated in a pogitive direction with the Sdlf- Perceived Teaching Competence score (.671), p
=.034.

Telic Sate Measure Arousal Discrepancy

Before class.

The State Sdf-Esteem (performance) Scale score after the teaching sesson was
correlated in a pogtive direction with the Telic State Measure Arousa Discrepancy score
before the teaching session (.855), p = .002. The Tdic/Paratelic Serious-Playful Continuum
score befor e the teaching session was corrdated in a pogtive direction with the Tdic State
Measure Arousa Discrepancy score before theteaching sesson (.711), p=.021.

Sate Self-Esteem (performance) Scale

Before class.

The Sdf-Percelved Teaching Competence score was corrdated in a podtive direction
with the State Sdf- Esteem (performance) Scale score befor e the teaching session (.645), p =
.044.

After class.

The Telic State Measure Arousa Discrepancy score befor e the teaching sesson was

corrdlated in a pogitive direction with the State Salf- Esteem (performance)
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Scale score after the teaching session (.855), p = .002. The Sdlf-Perceived Teaching
Competence score was corrdated in a positive direction with the State Salf-Esteem
(performance) Scale score after the teaching sesson (.645), p = .044.
Telic/Paratelic Planned-Spontaneous continuum.

Before class.

The Tdic/Paratdic Planned- Spontaneous continuum score after the teaching sesson
was corrlated in a pogitive direction with the Telic/Paratelic Planned- Spontaneous continuum
score befor e the teaching session (.667), p = .035.

After class.

The Tdic/Paratdic Planned- Spontaneous continuum score befor e the teaching sesson
was correlated in a pogitive direction with the Telic/Paratelic Planned- Spontaneous continuum

score after the teaching sesson (.667), p = .035.

Insignificant Correlations
i f-Per ceived Teaching Competence

The relationships between the Sdlf-Perceived Teaching Competence score and the Tdlic
State Measure Arousal Discrepancy scores both before and after the class, the State Self-
Esteem (performance) Scale score after the class, the Telic/Paratelic Serious-Playful continuum
score after the class, the Telic/Paratelic Planned- Spontaneous continuum scores both before
and after the class, and the Telic State Measure Percelved Effort scores both before and after

the teaching session were found to be insgnificant for this subject.



Telic Sate Measure Arousal Discrepancy

Before class.

The relationships between the Telic State Measure Arousal Discrepancy score before
the teaching session and each of the repeated- measures variables in this study except for the
State Self-Esteem (performance) scale score after the teaching session and the Telic/Paratelic
Serious-Playful continuum score after the teaching session were found to be inggnificant for this
subject.

After class.

The relationships between the Telic State Measure Arousd Discrepancy score after the
teaching session and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

Sate Self-Esteem (performance) Scale

Before class.

The relationships between the State Self-Esteem (performance) Scale score before the
teaching session and each of the repeated-measures variables in this study except for the Sdlf-
Perceived Teaching Competence score were found to be inggnificant for this subject.

After class.

The relationships between the State Self- Esteemn (performance) Scale score after the
teaching sesson and each of the repeated- measures variablesin this sudy except for the Telic
State Measure Arousal Discrepancy score befor e the teaching sesson and the Sdf-Perceived

Teaching Competence score were found to be insgnificant for this subject.



Telic/Paratelic Serious-Playful continuum

Before class.

The relationships between the Tdic/Paratelic Serious-Playful continuum score before
the teaching sesson and each of the repeated- measures variables in this sudy except for the
Sdf-Percalved Teaching Competence score were found to be insgnificant for this subject.

After class.

The relationships between the State Sdlf- Esteemn (performance) Scale score after the
teaching session and each of the repeated- measures variablesin this sudy except for the Telic
State Measure Arousal Discrepancy score befor e the teaching session were found to be
inggnificant for this subject.

Telic/Paratelic Planned-Spontaneous continuum

Before class.

The relationships between the Tdic/Paratelic Planned- Spontaneous continuum score
befor e the teaching session and each of the repeated-measures varidbles in this study except for
the Tdic/Paratelic Planned- Spontaneous continuum score after the teaching session were found
to be inggnificant for this subject.

After class.

The relationships between the State Sdlf- Esteemn (performance) Scale score after the
teaching session and each of the repeated- measures variables in this study except for the
Tdic/Paratelic Planned- Spontaneous continuum score befor e the teaching session were found to

be inggnificant for this subject.



Telic Sate Measure Perceived Effort.

Before class.

The relationships between the Tdlic State Measure Percelved Effort score before the
teaching sesson and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

After class.

The relationships between the Tdic State Measure Perceived Effort score after the
teaching session and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

(End of Adult Educator 5)




Adult Educator 6
Description: Adult educator 6 was femde, 48, and had 13 years of teaching experience with
qudifications consging of aregidration as anurse, agraduate diplomain natura thergpiesand a
M.A. in Counsdling. Shewasrated astdlic dominant in the AMSP and telic dominant on the
PDS.
Stuational state balance: Teic
Inducing/change agent: The sessonsin which she rated hersdlf as having less
teaching competence were the onesin which she was feding complacent.

Metamotivational Preference

AMSP Realt: Tdic
Teic Subscae = 22 (6=least telic and 30 = mogt telic)
Paratelic Subscale = 17 (6 = least paratelic and 30 = most paratelic)
Teiic Dominance = 5 (0= no dominance)
Tdic/Paratelic Sdience = 39 (lowest score = 12 and highest score = 60)
PDS Resault: Tdic dominant
PLAY4 = 3
SPONS5 = 2

ARSKG6 = 2



Dependent/I ndependent Variables: Raw data

Session #_ 1 2 3 4 5

B A B A B A B A B A
TSMAD 0 0 0 0 2 0 2 2 0 -2
SSEPS 29 30 32 32 32 24 29 29 29 31
TPSP 4 5 2 5 1 3 1 2 2 2
TPPS 2 2 2 2 3 2 2 2 2 2
TSME 5 5 5 5 4 5 4 4 4 4
SPTC - 4 - 4 - 4 - 3 - 4

6 7 8 9 10

B A B A B A B A B A
TSMAD 0 0 0 0 -1 -1 0 0 0 0
SSEPS 0 0 0 0 -1 -1 0 0 0 0
TPSP 2 3 3 3 2 2 2 2 3 3
TPPS 3 3 2 3 3 3 3 3 3 3
TSME 3 3 3 3 3 3 3 3 3 3
SPTC - 4 - 4 - 3 - 4 - 4
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Quantitative Analysis. Correlations
Sgnificant Correlations
Telic State Measure Arousal Discrepancy

Before class.

The Tdic State Measure Arousa Discrepancy score after the teaching sesson was
correlated in a pogtive direction with the Telic State Measure Arousa Discrepancy score
before the teaching sesson (.673), p = .033. The State Sdlf- Esteem (performance) Scale score
befor e the teaching session was correlated in a positive direction with the Telic State Measure
Arousal Discrepancy score befor e the teaching sesson (.672), p = .033.

After class.

The Tdic State Measure Arousal Discrepancy score befor e the teaching
Sessons was correlated in a pogtive direction with the Telic State Measure Arousal
Discrepancy score after the teaching sesson (.673), p = .033.

Sate Self-Esteem (performance) Scale

Before class.

The Tdic State Measure Arousa Discrepancy score befor e the teaching sesson was
correlated in a pogitive direction with the State Sdf- Esteem (performance) Scale score before
the teaching session (.672), p = .033. The State Sdlf-Esteem (performance) Scale score after
the teaching session was correlated in a postive direction with the State Self- Esteem
(performance) Scale score before the teaching session (.885), p =.001. The Tdic/Paratdic
Planned- Spontaneous continuum score after the teaching session was correlated in a negetive
direction with the State Sdlf- Esteem (performance) Scale score befor e the teaching session (-

.913), p=.000. The Tdlic State Measure Perceived Effort score before the teaching sesson



was correlated in a poditive direction with the State Self- Esteem (performance) Scale score
befor e the teaching session (.880), p = .001. The Tdic State Measure Perceived Effort score
after the teaching sesson was correlated in a positive direction with the State Saif- Esteem
(performance) Scale score befor e the teaching session (.932), p = .000.

After class.

The State SAf- Esteem (performance) Scale score befor e the teaching sesson was
corrdlated in a pogitive direction with the State Salf- Esteemn (performance) Scale score after the
teaching session (.885), p = .001. The Tdic/Paratelic Planned- Spontaneous continuum score
befor e the teaching session was corrdated in a negative direction with the State Sdf-Esteem
(performance) Scale score after the teaching session (-.718), p =.019. The Telic/Paratélic
P anned—Spontaneous continuum score after the teaching sesson was correlated in a negative
direction with the State Sdlf-Esteem (performance) Scale score after the teaching session (-
.898), p =.000. The Tedlic State Measure Perceived Effort score before the teaching sesson
was correlated in a pogitive direction with the State Self- Esteem (performance) Scale score
after the teaching sesson (.916),
p=.000. The Telic State Measure Perceived Effort score after the teaching session was
corrdlated in a pogitive direction with the State Salf- Esteemn (performance) Scale score after the
teaching session (.849), p = .002.

Telic/Paratelic Planned-Spontaneous continuum.

Before class.

The State Sdf-Esteem (performance) scale score after the teaching sesson was
correlated in a negative direction with the Telic/Paratelic Planned- Spontaneous continuum score

before the teaching session (-.718), p = .019. The Tdic State



Measure Perceived Effort score befor e the teaching sesson was correlated in anegative
direction with the Teic/Paratelic Planned- Spontaneous continuum score befor e the teaching
sesson (-.643), p = .045.

After class.

The State Sdf-Esteem (performance) scale score befor e the teaching sesson was
correlated in a negative direction with the Telic/Paratelic Planned- Spontaneous continuum score
after the teaching sesson (-.913), p = .000. The State Sdlf-Esteem (performance) scale score
after the teaching sesson was correlated in a negative direction with the Telic/Paratelic Planned-
Spontaneous continuum score after the teaching session (-.898), p=.000. The Telic State
Measure Perceived Effort score befor e the teaching sesson was correlated in anegative
direction with the Telic/Paratelic Planned- Spontaneous continuum score after the teaching
session (-.945), p =.000. The Tdic State Measure Percelved Effort score after the teaching
session was corrdated in a negative direction with the Telic/Paratelic Planned- Spontaneous
continuum score after the teaching session (-.945),

p = .000.
Telic Sate Measure Perceived Effort

Before class.

The State Sdf-Esteem (performance) scale score befor e the teaching session was
correlated in a postive direction with the Telic State Measure Perceived Effort score before the
teaching session (.880), p = .001. The State Salf- Esteem (performance) scae score after the
teaching sesson was correlated in a positive direction with the Telic State M easure Percelved
Effort score before the teaching sesson (.916), p = .000. The Teic/Paratelic Planned-

Spontaneous continuum score befor e the teaching session was corrdated in a negative direction
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with the Telic State Measure Perceived Effort score befor e the teaching sesson (-.643), p =
.045. The Tdic/Paratelic Planned- Spontaneous continuum score after the teaching sesson was
correlated in a negative direction with the Telic State Measure Perceived Effort score before the
teaching sesson (-.945), p = .000. The Tdic State Measure Perceived Effort after the teaching
session was correlated in a pogitive direction with the Telic State Measure Percelved Effort
score befor e the teaching session (.964), p = .000.

After class.

The State SAf-Esteem (performance) Scale score befor e the teaching sesson was
correlated in a positive direction with the Telic State Measure Perceived Effort score after the
teaching session (.932), p = .000. The State Salf-Esteem (performance) Scale score after the
teaching session was correlated in a pogtive direction with the Telic State Measure Perceived
Effort score after the teaching session (.849), p = .002. The Teic/Paratelic Planned-
Spontaneous continuum score after the teaching sesson was corrdated in a negative direction
with the Telic State Measure Percelved Effort score after the teaching sesson (-.945), p =
.000. The Tdic State Measure Perceived Effort score befor e the teaching sesson was
correlated in apogitive direction with the Tdic State Measure Percaelved Effort score after the

teaching session (.964), p = .000.

Insignificant Correlations
i f-Per ceived Teaching Competence

The relationships between the Sdlf-Perceived Teaching Competence score and each of
the repeated- measures variables were dl found to be inggnificant for this subject.

Telic Sate Measure Arousal Discrepancy
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Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching session and each of the repeated- measures variables in this study except for the
Telic State Measure Arousal Discrepancy score after the teaching sesson and the State Self-
Esteem (performance) Scale score befor e the teaching sesson were found to be insgnificant for
this subject.

After class.

The relationships between the Telic State Measure Arousa Discrepancy after the
teaching sesson and each of the repeated- measures variablesin this sudy except for the Telic
State Measure Arousa Discrepancy befor e the teaching sesson were found to be inggnificant
for this subject.

Sate Self-Esteem (performance) Scale

Before class.

The reationships between the Sdlf-Esteem (performance) Scae score before the
teaching session and the Telic State Measure Arousa Discrepancy score after the class, the
Tdic/Paratelic Serious-Playful continuum scores both before and after the class, the
Tdic/Paratelic Planned- Spontaneous continuum score befor e the class, and the Self- Perceived
Teaching Competence scores were found to be inggnificant for this subject.

After class.

The reationships between the Sdf-Esteem (performance) Scae score after the teaching
session and the Telic State Measure Arousa Discrepancy scores both before and after the

class, the Telic/Paratdlic Serious-Playful Continuum scores both before and after



the class, and the Sdlf- Percelved Teaching Competence score were found to be insgnificant for

this subject.



Telic/Paratelic Serious-Playful continuum.

Before class.

The relationships between the Tdic/Paratelic Serious-Playful continuum scores before
the teaching sesson and each of the repeated-measures variables in this sudy were dl found to
be inggnificant with this subject.

After class.

The relationships between the Tdic/Paratelic Serious-Playful continuum scores after the
teaching sesson and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

Telic/Paratelic Planned-Spontaneous continuum

Before class.

The relationships between the Tdic/Paratelic Planned- Spontaneous continuum scores
befor e the teaching session and each of the repeated- measures variables in this study except for
the State Sdlf-Esteem (performance) Scae score after the teaching sesson and the Telic State
Measure Perceived Effort score befor e the teaching sesson were found to be inggnificant with
this subject.

After class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous continuum score
after the teaching session and the Telic State Measure Arousa Discrepancy scores both before
and after the class, the Tdic/Paratelic Serious-Playful continuum scores both before and after
the class, the Tdlic/Paratelic Planned- Spontaneous continuum score befor e the class, and the

Sdf-Percelved Teaching Competence score were found to be inggnificant for this subject.



Telic Sate Measure Perceived Effort

Before class.

The relationships between the Tdlic State Measure Percelved Effort score before the
teaching session and the Telic State Measure Arousal Discrepancy scores both before and
after the class, the Teic/Paratdic Serious-Playful Continuum scores both before and after the
class, and the Sdlf-Perceived Teaching Competence score were found to be inggnificant for this
subject.

After class.

The relationships between the Telic State Measure Percelved Effort score after the
teaching session and the Telic State Measure Arousal Discrepancy scores both before and
after the class, the Telic/Paratdlic Serious-Playful continuum scores both before and after the
class, the Tdic/Paratelic Planned- Spontaneous continuum score befor e the class, and the Salf-
Percelved Teaching Competence score were found to be inggnificant for this subject.

(End of Adult Educator 6)




Adult Educator 7
Description: Adult educator 7 was mae, 45, and had 15 years of teaching experience with
qudifications condting regigration as a psychologigt, with honours and a MA in psychology,
and Certificate IV in Assessment and Workplace Teaching. Hewasrated astelic dominant in
the AMSP and telic dominant on the PDS.
Inducing/change agent: The sessonsin which he rated himsdlf as having less teaching
competence were the ones in which he was repeating teaching sesson materid and felt
unchalenged.
Stuational state balance: Teic

Metamotivational Preference

AMSP Result: Tdic

Teic Subscae = 21 (6=least telic and 30 = mogt telic)
Paratelic Subscale = 16 (6 = least paratdlic and 30 = most paratelic)
Teiic Dominance = 5 (0= no dominance)

Tdic/Paratelic Sdience = 37 (lowest score = 12 and highest score = 60)
PDS Resault: Tdic dominant

PLAY4 = 2

SPONS5 = 0

ARSKG6 = 1



Dependent/Independent Variables: Raw data
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Session #___ 1 2 3 4 5

B A B A B A B A B A
TSMAD 1 2 ©0 o0 -1 0 0 0 1 o0
SSEPS 22 23 2 25 27 24 25 30 31 35
TPSP 3 3 4 4 3 4 5 5 5 5
TPPS 3 2 4 2 4 4 3 5 5 5
TSME 5 4 5 5 5 5 5 5 5 5
SPTC - 4 - 4 - 4 - 5 - 5

6 7 8 9 10

B A B A B A B A B A
ITSMAD 2 ©0 2 0 0 ©0 2 1 -1 o0
SSEPS 33 33 26 31 32 23 34 3R 3R 32
TPSP 5 6 2 5 5 4 5 5 3 4
TPPS 4 4 4 5 3 4 3 4 2 4
TSME 5 5 4 4 5 5 5 4 4 5
SPTC - 5 - 4 - 5 - 5 - 5



Quantitative Analysis: Correlations
Sgnificant Correlations
S f-perceived Teaching Competence

The State SAf-Esteem (performance) Scale score befor e the teaching sesson was
corrdated in a pogtive direction with the Sdlf-Perceived Teaching Competence score (.715), p
=.020. The Tdic/Paratdic Serious-Payful continuum score before the teaching sesson was
corrdated in a pogitive direction with the Sdlf- Perceived Teaching Competence score (.769), p
=.0009.

Telic Sate Measure Arousal Discrepancy

After class.

The Telic State Measure Perceived Effort score after the teaching sesson was
correlated in anegative direction with the Telic State Measure Arousal Discrepancy score after
the teaching session (-.759), p = .011.

Sate Self-Esteem (performance) Scale

Before class.

The Sdf-Percalved Teaching Competence score was corrdated in a podtive direction
with the State Sdf- Esteem (performance) Scale score befor e the teaching sesson (.715), p =
.020.

After class.

The Telic/Paratdlic Serious-Playful continuum score after the teaching sesson was
correlated in a pogtive direction with the State Salf- Esteem (performance) Scae score after the

teaching session (.764), p = .010.
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Telic/Paratelic Serious-Playful continuum

Before class.

The Telic State Measure Perceived Effort score befor e the teaching sesson was
correlated in a pogtive direction with the Tdic/Paratelic Serious-Playful continuum score before
the teaching session (.659), p = .038. The Sdf-Perceived Teaching Competence score was
correlated in a posgitive direction with the Tdic/Paratelic Serious-Playful continuum befor e the
teaching session (.769), p = .009.

After class.

The State Sdf-Esteem (performance) Scale score after the teaching session was
correlated in a pogtive direction with the Tdic/Paratelic Serious-Playful continuum after the
teaching session (.764), p = .010.

The Tdic/Paratdic Planned- Spontaneous continuum score after the teaching sesson
was corrdlated in a positive direction with the Telic/Paratdlic Serious-Playful continuum after the
teaching sesson (.656), p = .039.

Telic/Paratelic Planned-Spontaneous continuum

After class.

The Telic/Paratdlic Serious-Playful continuum score after the teaching sesson was
correlated in a positive direction with the Telic/Paratelic Planned- Spontaneous continuum score
after the teaching sesson (.656), p = .039.

Telic Sate Measure Perceived Effort

Before class.



The Teic/Paratdlic Serious-Playful continuum score befor e the teaching sesson was
correlated in a pogtive direction with the Telic State Measure Perceived Effort score before the

teaching session (.659), p = .038.
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After class.
The Telic State Measure Arousal Discrepancy score after the teaching sesson was
correlated in a negative direction with the Telic State Measure Percelved Effort score after the

teaching sesson (-.759), p = .011.

Insignificant Correlations
i f-Per ceived Teaching Competence

The relationships between the Sdf- Perceived Teaching Competence and the Tdlic State
Measure Arousa Discrepancy scores both before and after the class, the State SAf-Esteem
(performance) Scale score after the class, the Tdic/Paratelic Serious-Playful Continuum score
after the class, the Telic/Paratelic Planned- Spontaneous Continuum scores both before and
after the class, and the Telic State Measure Perceived Effort scores both before and after the
teaching session were found to be inggnificant for this subject.

Telic Sate Measure Arousal Discrepancy

Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching session and each of the repeated- measures variables in this sudy were dl found to
be inggnificant for this subject.

After class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching session and the repeated- measures variables in this study except for the Telic State
Measure Perceived Effort Score after the teaching sesson were found to be inggnificant for this

subject.
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Sate Self-Esteem (performance) Scale

Before class.

The relationships between the State Self- Esteem (performance) Scale score befor e the
teaching session and the repeated- measures variables in this sudy except for the Sdf-Perceived
Teaching Competence score were found to be insgnificant for this subject.

After class.

The relationships between the State Self- Esteemn (performance) Scale score after the
teaching sesson and the repesated- measures variablesin this study except for the Telic/Paratdic
Serious-Playful continuum score after the teaching sesson were found to be insgnificant for this
subject.

Telic/Paratelic Serious-Playful continuum

Before class.

The relationships between the Tdic/Paratelic Serious-Playful continuum
score befor e the teaching session and the repeated- measures variables in this sudy except for
the Telic State Measure Perceived Effort score befor e the teaching sesson and the Salf-
Perceived Teaching Competence score were found to be inggnificant for this subject.

After class.

The relationships between the Tdic/Paratelic Serious-Playful continuum
score after the teaching session and the repeated- measures variables in this study except for the
State Self-Esteem (performance) Scale score after the teaching sesson and the Telic/Paratelic
P anned- Spontaneous Continuum score after the teaching sesson were found to be inggnificant

for this subject.



Telic/Paratelic Planned-Spontaneous continuum

Before class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous Continuum score
befor e the teaching session and each of the repeated- measures variables in this sudy were dl
found to be inggnificant for this subject.

After class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous Continuum score
after the teaching session and the repeated- measures variables in this study except for the
Tdic/Paratdic Serious-Playful Continuum score after the teaching session were found to be
inggnificant for this subject.

Telic Sate Measure Perceived Effort

Before class.

The relationships between the Telic State Measure Perceived Effort
score befor e the teaching sesson and the repeated-measures variables in this sudy except for
the Tdic/Paratelic Serious-Playful Continuum Score befor e the teaching session were found to
be inggnificant for this subject.

After class.

The relationships between the Tdic State Measure Perceived Effort
score after the teaching session and the repeated- measures variables in this study except for the
Telic State Measure Arousa Discrepancy score after the teaching session were found to be
inggnificant for this subject.

(End of Adult Educator 7)




Adult Educator 8
Description: Adult educator 8 was female, 33, and had 6 years of teaching experience with
qudificationsin aB.Sc. and an MBA and a graduate diplomain counsdlling. She was rated
paratelic on the AM SP and paratelic dominant on the PDS.
Stuational state balance: Paratdlic
Inducing/change agent: The sessonsin which she rated hersdf as having less teaching
competence were the ones in which she felt she needed to exert more effort.

Metamotivational Preference

AMSP Result: Paratelic
Teic Subscae = 20 (6 =least telic and 30 = mogt telic)
Paratelic Subscale = 26 (6 = least paratelic and 30 = most paratelic)

Paraelic Dominance= -6 (0 = no dominance)

Tdic/Paratelic Sdience = 46 (lowest score = 12 and highest score = 60)
PDS Reault: Paratelic dominant

PLAY4 = 4

SPONS5 = 2

ARSKG6 = 6



Dependent/Independent Variables: Raw data

1 2 3 4 5

B A B A B A B A B A
ITSMAD 0o -1 0o 1 o0 -1 o 1 -1 -1
SSEPS 34 3 33 31 3B 3B 3B 34 3B 35
TPSP 5 5 2 2 5 5 3 5 3 4
TPPS 4 6 3 2 5 5 3 3 5 4
TSME 4 2 5 4 2 1 3 3 2 3
SPTC - 5 - 4 - 5 - 4 - 5

6 7 8 9 10

B A B A B A B A B A
TSMAD 1 ©0 -1 0 2 0 -1 1 0 O
SSEPS 33 3% 3B 3B 33 33 3B 3B 35 35
TPSP 4 5 4 5 3 3 5 5 5 5
TPPS 4 5 5 5 2 3 5 6 2 5
TSME 3 2 3 3 4 3 1 3 3 3
SPTC - 4 - 5 - 4 - 4 - 5



Quantitative Analysis: Correlations
Sgnificant Correlations
i f-Per ceived Teaching Competence

After class.

The Telic State Measure Arousal Discrepancy score after the teaching sesson was
correlated in a negative direction with the Sdf- Perceived Teaching Competence score
(-.775), p=.009. The State Salf-Esteem (performance) Scale score after the teachings
sessons was correlated in a pogtive direction with the Salf-Perceived Teaching Competence
score (.643), p = .045.

Telic Sate Measure Arousal Discrepancy

Before class.

The State SAf- Esteem (performance) Scale score befor e the teaching sesson was
correlated in anegative direction with the Telic State Measure Arousal Discrepancy score
before the teaching sesson (-.728), p = .017. The Tdic/Paratelic Planned- Spontaneous
continuum score befor e the teaching sesson was corrdated in a negative direction with the Telic
State Measure Arousal Discrepancy score befor e the teaching session (-.710),
p=.021.

After class.

The Telic State Measure Perceived Effort score after the teaching sesson was
correlated in a postive Telic State Measure Arousa Discrepancy score after the teaching
session (.661), p = .038. The Sdf-Perceived Teaching Competence score was corrdated in a
negative direction with the Telic State Measure Arousa Discrepancy score after theteaching

sesson (-.775), p = .009.
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Sate Self-Esteem (performance) Scale

Before class.

The Telic State Measure Arousa Discrepancy score befor e the teaching sesson was
corrdlated in a negative direction with the State Salf- Esteem (performance) Scale score before
the teaching session (-.728), p = .017. The Tdic State Measure Perceived Effort score before
the teaching sesson was correlated in a negative direction with the State Sdf-Esteem
(performance) Scale score before the teaching sesson (-.745), p = .013.

After class.

The Teic/Paratdic Serious-Playful continuum score befor e the teaching sesson was
correlated in a pogtive direction to the State Saf-Esteem (performance) Scale score after the
teaching sesson (-.774), p = .009. The Tdic/Paratelic Serious-Playful continuum score after
the teaching session was correlated in a poditive direction to the State Self-Esteem
(performance) Scale score after the teaching sesson (-.706), p = .022. The Tdic/Paratelic
P anned- Spontaneous continuum score after the teaching session was correlated in a poditive
direction to the State Sdlf-Esteem (performance) Scale score after the teaching sesson (.836),
p=.003. TheTelic State Measure Perceived Effort score befor e the teaching sesson was
corrdlated in a negative direction with the State Salf- Esteem (performance) Scale score after
the teaching session (-.650), p = .042. The Sdlf-Percelved Teaching Competence score was
corrdlated in a pogitive direction with the State Salf- Esteem (performance) Scale score after the
teaching session (.643), p = .045.

Telic/Paratelic Serious-Playful continuum

Before class.



The State Sdf-Esteem (performance) Scale score after the teaching sesson was
corrdlated in a posgitive direction with the Tdic/Paratelic Serious-Playful continuum score before
the teaching session (.774), p = .009. The Tdic/Paratdic Serious-Payful continuum score after
the teaching session was correlated in a pogtive direction with the Telic/Paratdlic Serious-Fayful
continuum score befor e the teaching session (.774), p = .009. The Tdic/Paratelic Planned-
Spontaneous continuum score after the teaching session was corrdated in a pogtive direction
with the Telic/Paratelic Serious-Playful continuum score befor e the teaching sesson (.911), p =
.000. The Telic State Measure Perceived Effort score after the teaching session was correlated
in anegative direction with the Telic/Paratelic Serious-Playful continuum score before the
teaching sesson
(-.636), p = .048.

After class.

The State Sdf- Esteemn (performance) Scale score after the teaching sesson was
correlated in a pogitive direction with the Tdic/Paratelic Serious-Playful continuum score after
the teaching session (.707), p = .022. The Tdic/Paratdic Serious-Payful continuum score
befor e the teaching sesson was corrdated in a poditive direction with the Telic/Paratelic
Serious-Playful continuum score after the teaching session (.774), p = .009. The Tdic/Paratelic
P anned- Spontaneous continuum score after the teaching sesson was correlated in a poditive
direction with the Tdic/Paratelic Serious-Playful continuum score after the teaching sesson
(.743), p = .014.

Telic/Paratelic Planned-Spontaneous continuum

Before class.
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The Tdic State Measure Arousal Discrepancy score befor e the teaching sesson was
correlated in a negative direction with the Telic/Paratelic Planned- Spontaneous continuum score
before the teaching session (-.710), p = .021.

The Telic State Measure Perceived Effort score befor e the teaching sesson was correlated in a
negetive direction with the Telic/Paratelic Planned- Spontaneous continuum score before the
teaching sesson (-.689), p = .028.

After class.

The State SAf-Esteem (performance) Scale score after the teaching sesson was corrdated in a
positive direction with the Telic/Paratelic Planned- Spontaneous continuum score after the
teaching session (.836), p = .003. The Tdic/Paratdlic Serious-Playful continuum score before
the teaching sesson was correlated in a pogtive direction with the Telic/Paratelic Planned-
Spontaneous continuum score after the teaching sesson

(-.911), p =.000. The Telic/Paratelic Serious-Playful continuum score after the teaching
sessions correlated in a positive direction with the Telic/Paratelic Planned- Spontaneous
continuum score after the teaching sesson (-.743), p = .014.

Telic State Measure Perceived Effort

Before class.

The State SAf-Esteem (performance) Scale score befor e the teaching sesson was
corrdated in a negative direction with the Telic State Measure Perceived Effort score before the
teaching sesson (-.745), p = .013. The State Salf-Esteem (performance) Scale score after the
teaching sesson was correlated in a negative direction with the Tdlic State Measure Percelved
Effort score befor e the teaching session (-.650), p = .042. The Teic/Paratelic Planned-

Spontaneous continuum score befor e the teaching session was corrdated in a negative direction



with the Telic State Measure Percelved Effort score befor e the teaching sesson (-.689), p =
.028.

After class.

The Telic State Measure Arousal Discrepancy score after the teaching sesson was
correlated in a pogitive direction with the Telic State Measure Perceived Effort score after the
teaching session (.661), p = .038. The Tdic/Paratelic Serious-Playful continuum score before
the teaching session was correlated in a negative direction with the Telic State Measure
Perceived Effort score after the teaching sesson (-.636), p = .048.

Insignificant Correlations
S f-Perceived Teaching Competence

The relationships between the Sdf- Perceived Teaching Competence and the Tdlic State
Measure Arousal Discrepancy score befor e the class, the State Self- Esteem (performance)
Scale score before the class, the Telic/Paratelic Serious-Playful Continuum scores both before
and after the class, the Tdic/Paratelic Planned- Spontaneous Continuum scores both before and
after the class, and the Telic State Measure Perceived Effort scores both before and after the
teaching sesson were found to be inggnificant for this subject.

Telic Sate Measure Arousal Discrepancy

Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching session and the repesated- measures variables in this sudy except for the State Salf-
Esteem (performance) Scale score befor e the teaching sesson and the Telic/Paratdic Planned-
Spontaneous Continuum score befor e the teaching session were found to be inggnificant for this

subject.
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After class.

The relationships between the Telic State Measure Arousal Discrepancy score after the
teaching session and the repeated- measures variables in this study except for the Telic State
Measure Perceived Effort score after the teaching sesson and the Sdlf-Perceived Teaching
Competence score were found to be indgnificant for this subject.

Sate Self-Esteem (performance) Scale

Before class.

The relationships between the State Self- Esteem (performance) Scale score befor e the
teaching session and the repeated- measures variables in this study except for the Telic State
Measure Arousa Discrepancy score befor e the teaching sesson and the Telic State Measure
Perceived Effort score befor e the teaching sesson were found to be inggnificant for this subject.

After class.

The relationships between the Tdic State Measure Arousal Discrepancy score after the
teaching session and the Telic State Measure Arousal Discrepancy scores both before and
after the class, the State Sdlf-Esteem (performance) Scale score before the class, the
Tdic/Paratelic Planned- Spontaneous Continuum score before the class, and the Tdlic State
Measure Perceived Effort score after the teaching session were found to be insgnificant for this
subject.

Telic/Paratelic Serious-Playful continuum.

Before class.

The relationships between the Telic/Paratelic Serious-Playful continuum score before
the teaching session and the Telic State Measure Arousa Discrepancy scores both before and

after the class, the State Sdlf-Esteem (performance) Scale score before the class, the
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Tdic/Paratelic Planned- Spontaneous Continuum score before the class, the Tdic State Measure
Percelved Effort score befor e the class, and the Salf-Perceived Teaching Competence score
were found to be inggnificant for this subject.

After class.

The relationships between the Telic/Paratelic Serious-Playful continuum score after the
teaching session and the Telic State Measure Arousal Discrepancy scores both before and
after the class, the State Salf-Esteem (performance) Scale score before the class, the
Tdic/Paratelic Planned- Spontaneous Continuum score befor e the class, the Tdic State Measure
Perceived Effort scores both before and after the class, and the Self-Perceived Teaching
Competence score were found to be inggnificant for this subject.

Telic/Paratelic Planned-Spontaneous continuum

Before class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous Continuum score
befor e the teaching sesson and the repeated- measures variables in this study except for the
Telic State Measure Arousal Discrepancy score befor e the teaching sesson and the Tdlic State
Measure Perceived Effort score befor e the teaching sesson were found to be inggnificant for
this subject.

After class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous continuum score
after the teaching sesson and the Telic State Measure Arousa Discrepancy scores both before
and after the class, the State Saf- Esteem (performance) Scale scores before the class, the

Tdic/Paratelic Planned- Spontaneous Continuum score before the class, the Tdic State Measure



Perceived Effort scores both before and after the class, and the Sdlf-Perceived Teaching
Competence score were found to be inggnificant for this subject.
Telic Sate Measure Perceived Effort

Before class.

The relationships between the Telic State Measure Perceived Effort score before the
teaching session and the Telic State Measure Arousal Discrepancy scores both before and
after the class, the Telic/Paratdlic Serious-Playful continuum scores both before and after the
class, the Telic/Paratelic Planned- Spontaneous continuum score after the class, the Tdic State
Measure Perceived Effort score after the class, and the Salf-Percaived Teaching Competence
score were found to be inggnificant for this subject.

After class.

The relationships between the Telic State Measure Perceived Effort score after the
teaching session and the repeated- measures variables in this study except for the Telic State
Measure Arousal Discrepancy score after the teaching sesson and the Telic/Paratelic Serious-
Payful continuum score befor e the teaching sesson were found to be inggnificant for this
subject.

(End of Adult Educator 8)




Adult Educator 9
Description: Adult educator 9 was femae, 54, and had 5 years of teaching experience with
qudifications condgting of a BA (Honours), Diplomaof Education, Graduate Diplomain
Applied Psychology and Teach the Adult educator. She was rated as telic dominant in the
AMSP and paratelic dominant on the PDS.
Inducing/change agent: The sessonsin which she rated hersdf as having less teaching
competence were the ones in which shefelt tired.
Stuational state balance: Paratdlic

Metamotivational Preference

AMSP Reault: Tdic
Teic Subscae = 17 (6 = least telic and 30 = most telic)
Paratelic Subscale = 20 (6 = least paratelic and 30 = most paratdlic)

Paraelic Dominance= -3 (0 = no dominance)

Tdic/Paratelic Sdience = 37 (lowest score = 12 and highest score = 60)
PDS Reault: Paratdlic

PLAY4 = 3

SPONS5 = 2

ARSKG6 = 4



Dependent/Independent Variables: Raw data

Session #: 1 2 3 4 5

B A B A B A B A B A
TSMAD 0 0 0 0 0 1 2 0 0 0
SSEPS 30 32 33 33 33 33 30 31 33 29
TPSP 5 5 5 6 4 6 4 4 4 5
TPPS 3 3 5 4 4 4 4 4 4 4
TSME 3 3 2 2 3 6 3 3 3 5
SPTC - 4 - 5 - 5 - 4 - 5

6 7 8 9 10

B A B A B A B A B A
TSMAD 0 0 0 0 0 0 0 0 0 0
SSEPS 32 33 31 32 32 33 35 35 29 35
TPSP 4 5 4 5 4 4 4 5 4 5
TPPS 4 4 4 4 4 4 4 4 4 4
TSME 2 3 2 3 2 2 3 2 3 3
SPTC - 5 - 4 - 5 - 5 - 5



Quantitative Analysis: Correlations
Sgnificant Correlations
i f-Per ceived Teaching Competence

The reationships between the Sdlf-Perceived Teaching Competence and each of the
repeated-measures variables in this sudy were found to be indgnificant with this subject.
Telic/Paratelic Serious-Playful continuum.

Before class.

The Tdic/Paratdic Planned- Spontaneous continuum score befor e the teaching sesson
was correlated in a negative direction with the Tdic/Paratelic Serious-Playful score before the
teaching sesson (-.667), p = .035.

Telic/Paratelic Planned-Spontaneous continuum.

After class.

The Telic/Paratdlic Serious-Playful continuum score befor e the teaching session was
correlated in a negative direction with the Telic/Paratelic Planned- Spontaneous continuum score
after the teaching sesson (-.667), p = .035. The Tdic/Paratelic Planned- Spontaneous
continuum score befor e the teaching sesson was correlated in a pogtive direction with the
Tdic/Paratelic Planned- Spontaneous continuum score after the teaching sesson (.745), p =

.013.

Insignificant Correlations
i f-Per ceived Teaching Competence
The relationships between Sdf-Perceived Teaching Competence score and each of the

repeated-measures variables in this sudy were dl found to be insgnificant for this subject.
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Telic Sate Measure Arousal Discrepancy

Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching session and each of the repeated- measures variables in this sudy were dl found to
be inggnificant for this subject.

After class.

The relationships between the Tdic State Measure Arousa Discrepancy score after the
teaching sesson and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

Sate Self-Esteem (performance) Scale.

Before class.

The relationships between the State Sdlf- Esteemn (performance) Scale score before the
teaching sesson and each of the repeated- measures variables in this sudy were dl found to be
indgnificant with this subject.

After class.

The relationships between the State Sdlf- Esteemn (performance) Scale score after the
teaching sesson and each of the repeated- measures variables in this study were dl found to be
inggnificant for this subject.

Telic/Paratelic Serious-Playful continuum.
Before class.
The relationships between the Tdic/Paratelic Serious-Playful continuum score before

the teaching session and each of the repeated- measures variables except the Tdic/Paratdlic



P anned- Spontaneous continuum score after the teaching sesson were found to be inggnificant

with this subject.
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After class.

The relationships between the Tdlic/Paratelic Serious-Playful continuum score after the
teaching sesson and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

Telic/Paratelic Planned-Spontaneous continuum

Before class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous Continuum score
befor e the teaching session and each of the repeated- measures variables in this sudy were dl
found to be inggnificant for this subject.

After class.

The relaionships between the Tdic/Paratelic Planned- Spontaneous continuum score
after the teaching sesson and each of the repeated-measures variables in this study except for
the Tdic/Paratelic Serious-Playful continuum score befor e the teaching sesson and the
Tdic/Paratelic Planned- Spontaneous continuum score befor e the teaching sesson were found to
be inggnificant for this subject.

Telic Sate Measure Perceived Effort

Before class.

The relationships between the Tdlic State Measure Percelved Effort score before the
teaching session and each of the repeated- measures variablesin this sudy were dl found to be
inggnificant for this subject.

After class.
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The relationships between the Tdic State Measure Perceived Effort score after the
teaching session and each of the repeated- measures variablesin this study were dl found to be
inggnificant for this subject.

(End of Adult Educator 9)

Adult Educator 10
Description: Adult educator 10 was mae, 34, and had 11 years of teaching experience with
qudifications conssting of aB. Soc. Sc. and an honours degree in psychology, and Teach the
Adult educator. He was rated as telic dominant in the AMSP and telic dominant on the PDS,
Stuational state balance: Teic
Inducing/change agent: The sessonsin which he rated himsdf as having less teaching
competence were the ones in which he felt unprepared.

Metamotivational Preference

AMSP Tdic
Teic Subscae = 24 (6 =least telic and 30 = mogt telic)
Paratelic Subscale = 20 (6 = least paratelic and 30 = most paratelic)
Teiic Dominance = 4 (0= no dominance)
Tdic/Paratelic Sdlience = 44 (lowest score = 12 and highest score = 60)
PDS Telic dominant
PLAY4 = 3
SPONS5 = 1

ARSKG6 = 2



Dependent/Independent Variables: Raw data
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Session #: 1 2 3 4 5

B A B A B A B A B A
TSMAD 1 2 0 2 3 1 0 2 1 3
SSEPS 31 32 32 32 23 31 31 27 32 28
TPSP 4 6 5 6 1 3 4 2 5 2
TPPS 2 4 3 3 1 3 4 2 4 2
TSME 2 5 3 4 1 5 5 5 3 4
SPTC - 5 - 5 - 4 - 3 - 3

6 7 8 9 10

B A B A B A B A B A
TSMAD 0 2 0 3 2 0 -1 1 0 2
SSEPS 30 33 27 32 20 26 30 25 29 32
TPSP 5 5 4 5 4 4 5 3 4 5
TPPS 5 5 2 4 2 5 6 4 5 5
TSME 3 4 4 5 3 4 4 4 5 3
SPTC - 4 - 4 - 3 - 4 - 4
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Quantitative Analysis. Correlations
Sgnificant Correlations
i f-Per ceived Teaching Competence

The Telic/Paratdlic Serious-Playful continuum score after the teaching sesson was
corrdated in a pogitive direction with the Sdlf- Perceived Teaching Competence score (.834), p
=.003.

Telic Sate Measure Arousal Discrepancy

Before class.

The Tdic/Paratdic Planned- Spontaneous continuum score befor e the teaching sesson
was corrdated in a negative direction with the Telic State Measure Arousal Discrepancy score
befor e the teaching session (-.770), p = .009. The Tdic State Measure Percelved Effort score
befor e the teaching sesson was correlated in a negative direction with the Telic State Measure
Arousd Discrepancy score befor e the teaching session
(-.724), p = .018.

Sate Self-Esteem (performance) Scale

After class.

The Tdic-Paratdic Serious-Playful continuum score after the teaching sesson was
corrdlated in a pogitive direction with the State Salf- Esteemn (performance) Scale score after the
teaching session (.722), p = .018.

Telic/Paratelic Serious-Playful continuum

Before class.
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The Tdic-Paratdic Planned- Spontaneous continuum score befor e the teaching sesson
was correlated in a poditive direction with the State Self- Esteem (performance) Scale score

befor e the teaching session (.676), p = .032.

After class.

The State Sdf-Esteem (performance) Scale score after the teaching sesson was
correlated in a pogitive direction with the Tdic/Paratelic Serious-Playful continuum score after
theteaching session (.722), p = .018. The Sdf-Perceived Teaching Competence score was
correlated with the Telic/Paratdlic Serious-Playful continuum score after the teaching sesson
(.834), p=.003.

Telic/Paratelic Planned-Spontaneous continuum

Before class.

The Tdic State Measure Arousa Discrepancy score befor e the teaching sesson was
correlated in a negative direction with the Telic/Paratelic Planned- Spontaneous continuum score
before the class (-.770), p = .009. The Tdlic/Paratelic Serious-Payful continuum score before
the teaching session was correlated in a positive direction with the Telic/Paratelic Planned-
Spontaneous continuum score befor e the teaching session (.676), p = .032. The Telic State
Measure Perceived Effort score after the teaching sesson was correlated in a negative direction
with the Tdlic/Paratelic Planned- Spontaneous continuum score befor e the teaching sesson
(.645), p = .044.

Telic Sate Measure Perceived Effort

Before class.
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The Telic State Measure Arousa Discrepancy score befor e the teaching sesson was
correlated in a negative direction with the Telic State Measure Perceived Effort score before the
teaching sesson (-.724), p = .018.

After class.

The Tdic/Paratdic Planned- Spontaneous continuum score befor e the teaching sesson
was corrdated in anegative direction with the Telic State M easure Percelved Effort score after
the teaching session (-.645), p = .044.

Insignificant Correlations
S f-Perceived Teaching Competence.

The Sdf-Percelved Teaching Competence score and the Telic State Measure Arousal
Discrepancy scores both before and after the class, the State Self- Esteem (performance) Scale
scores both before and after the class, the Tdic/Paratelic Serious-Payful continuum score
before the class, the Tdic/Paratelic Planned- Spontaneous continuum scores both before and
after the class, and the Telic State Measure Arousal Discrepancy scores both before and after
the teaching sesson were found to be inggnificant for this subject.

Telic Sate Measure Arousal Discrepancy

Before class.

The relationships between the Tdic State Measure Arousa Discrepancy score before
the teaching sesson and each of the repeated-measures variables in this study except for the
Tdic/Paratelic Planned- Spontaneous Continuum score befor e the teaching sesson and the Telic
State Measure Percelved Effort score befor e the teaching session were found to be insgnificant
for this subject.

After class.
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The relationships between the Tdic State Measure Arousa Discrepancy score after the
teaching session and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

Sate Self-Esteem (performance) Scale.

Before class.

The relationships between the State Self- Esteem (performance) Scale score befor e the
teaching session and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

After class.

The relationships between the State Sdlf- Esteemn (performance) Scale score after the
teaching sesson and each of the repeated- measures variables in this study except for the
Tdic/Paratelic Serious-Playful Continuum score after the teaching session were found to be
inggnificant for this subject.

Telic/Paratelic Serious-Playful continuum.

Before class.

The relationships between the Tdic/Paratelic Serious-Playful continuum score before
the teaching sesson and each of the repeated- measures variables in this study except for the
Tdic/Paratelic Planned- Spontaneous continuum score befor e the teaching session were found to
be inggnificant for this subject.

After class.

The relationships between the Tdlic/Paratelic Serious-Playful continuum score after the

teaching session and each of the repeated-measures variables in this study except for the State
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Sdf-Esteem (performance) Scale score after the teaching sesson and the Sdlf-Perceived
Teaching Competence score were found to be insgnificant for this subject.
Telic/Paratelic Planned-Spontaneous continuum

Before class.

The relationships between the Tdic/Paratelic Planned- Spontaneous score before the
teaching session and The Tdic State Measure Arousa Discrepancy score after the class, the
State Self-Esteem (performance) Scale scores both before and after the class, the
Tdic/Paratelic Serious-Playful continuum score after the class, the Telic/Paratelic Planned-
Spontaneous continuum score after the class, the Telic State Measure Percelved Effort score
before the class, and the Sdf-Perceived Teaching Competence score were found to be
inggnificant for this subject.

After class.

The rel ationships between the Tdic/Paratelic Planned- Spontaneous score after the
teaching sesson and each of the repeated- measures variables in this sudy were dl found to be
inggnificant for this subject.

Telic Sate Measure Perceived Effort

Before class.

The relationships between the Tdic State Measure Percelved Effort score before the
teaching sesson and each of the repeated- measures variablesin this sudy except for the Telic
State Measure Arousa Discrepancy befor e the teaching session were found to be inggnificant
for this subject.

After class.
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The relationships between the Tdic State Measure Perceived Effort score after the
teaching session and each of the repeated- measures variables in this study except for the
Tdic/Paratelic Planned- Spontaneous Continuum score befor e the teaching session were found
to be inggnificant for this subject.

(End of Adult Educator 10)




