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CHANDLER, GARY LEONARD, Ed.D. Flow and the Perceived
Balance Between Challenges and Skills in Physical Education
and Other Clagses in a Secondary School Curriculum.

(1987) Directed by Dr. Rosemary McGee. 134 pp.

A 21-item response sheet waa employed to collect
data on the occurence of flow, as well as the thoughts,
actions, and certain feelings of studenta. Three hundred
and ten secondary school students were alerted once in each
class on two non-consecutive days. The three claas types
investigated included physical education, high flow type
(art, music, shop, etc.), and low flow type, traditionally
acadenmic classes (mathmatics, English, science, etc.).

Data were collected the week of April 7-11, 1986.

Data were treated descriptively to examine means
and astandard deviations among three class types on
the components and dimensions.

Phyasical education classes had the highest means on
all dimensiona except one. Physical education classes
had the higheat subtotal meana on the componenta cognitive
efficiency, motivation, activation and affect.

Studentsa in all three classes tended to be thinking
about and doing clasawork. To a lesser extent students
were thinking about and doing social/personal thinga.

Data were treated descriptively to examine the
occurrence of flow (Challenge=Skills) in the three claas
types. The incidence of flow was determined by the student
regsponse frequency on the dimensions challenge and akill.

Phyaical education classes had the highest percentage

(32%) of flow while low flow type classes had the lowest



percentage (25%) of flow. The high incidence of no flow
in each class may have been influenced by the exacting

limitations of the requirements for flow.
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CHAPTER 1

INTRODUCTION

Overview

This study is concerned with understanding how
adolescents perceive themaelves in physical education and
other curriculum classes in a secondary achool. Do
adoleacents enjoy certain classes or do they tolérate
themn? Are they challenged by them or bored? These and
other elementa have been explored by numerousa
inveatigatora to learn more about adolescenta in achool
as well as in other areaa of society (Coleman, 1961;
Douvan and Adelson, 1966; Kiell, 1969; Mooa, 1972:
Caikszentmihalyi, 1975S; Mayera, 1978; Rutter, Maughan,
Mortimore, and Ouston, 1979; Kitwood, 1980; QOffer,
Ostrov, and Howard, 1981; Coleman, Hoffer, and Kilgore,
1982; Chalip, Csikszentmihalyi, Kleiber, and Laraon,
1984; Caikazentmihalyi and Larson, 1984).

If a student enjoys a clasa, it is logical that
the student is likely to return to that clasa in a more
receptive frame of mind., Is it not posaible, then,
to eliminate some of the negative achool-related
ideaa often asamociated with learning auch aa "forecing

atudenta to learn,'" "punishment with apelling drilla,"



for not completing an asaignment, or "writing the
multiplication tablea* for failing a math teat?
Caikazentmihalyi and Larason (1984) found that, for aome
atudents, aome claasea are intrinaically motivating.
They auggeat that "even productive activitieas [such aa
learningl can be enjoyable” (p. 253).

Teachera of a particular subject matter are at leasat
partially reaponaible for the attitudeas of atudents
toward that subject matter. Attitudes toward learning,
about themselvea, and about people in general are
reflected daily by teacheras in the classroom. If
teachera incorporate poaitive attitudes it may be
poasible for adolescenta to more conaiatently and
enjoyably continue to learn all their livea. Thia
potentiality holds poaitive implicationa not only for
the future of adoleacenta but for aociety aa well.
Clasarocoma which are perceived in a poaitive manner by
adoleacent atudentas may not only enhance their
"devaeloping competence' (Mayera, 1978, p. 1) but may
also provide intrinsically rewarding experiences.

The particular research reported here will examine
the relation between secondary school studenta’ reports of
certain affective measures in physical education classes and
other academic classea. There ia a dearth of data

indicating "when, how, and under what conditiona students



experience school as either enjoyablé or fruastrating"”
(Mayera, 1978, p. 2). The development and application of
the Experiential Sampling Method (ESM) (Larson and
Caikszentmnihalyi, 1983; Caikaszentmihalyi and Lareon, 1984)
haa improved reaearchera’ underatanding of adoleacent
actiona and feelings in everyday aituationa and in
clasaroom environmenta. Thia awareness and underastanding
is important, becauae if adolescenta can be underatood
better in particular environmenta, perhapa they can be
better comprehended aa a whole. Mayera (1978) determined
that certain cognitive, affective, and béhavioral
outcomes of adoleacenta may be predicted if we underatand
theae componenta, as repreaented in the ESM.

Mayers reported (1978) that in a classroom in which
challengea are perceived by the atudent as meeting the
individual’a perceived capabilitiea, the atudent
“experiencea poaitive affect' (p. 5). A carryover effect
emerges aa the "poaitive affect ia internally rewarding
and motivatea the atudent to participate in the
clasa and learn ita contenta” (p. 5). Important to the
continuity of thia aapect of learning is reinforcement.
It ia important that atudenta become aware of and are
encouraged to see the opportunitieas for asuccesa which lie
immediately ahead as well aa to perceive the gurmountable

challengea which may confront them later (Mayers, 1978).
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A portion of the effectiveneaas of studenta which follows
this atudent awareneas is based upon teacher willingneaa
to apply available feedback to amend correctable astudent
miatakes. Should atudenta not be drawn to learning, nor
enjoy the opportunities and challenges placed before
ther, teachers may be perceived to be at fault.
Caikazentmihalyi and Larson (1984), Mayera (1978),
and Mooa (1979) have indicated the role and importance of
enjoyment and challengea in the peracnal livea of
adoleacents and in their achool livea. To atrengthen
thia potential and add yet another "“meana by which
achools could increaae harmony, good behavior, and
academic aucceaa" (Rutter et al. 1979, p. 199), thia
inveatigator auggeata that educatora ahould prediapose
themaselveas to learn more about adoleacents’ enjoyment,
challengeas, and intereats.
Determination of Flow
The experience of flow--i.e. when challengea equal
akilla--ia hypotheasized to contribute significantly
to subjective well-being (C=S)., When challengesa
are perceived as being greater than askilla, that ia,
when the individual does not perceive himaelf or
herself am having the akilla or capabilitiea to deal
with the demanda of a aituation, then negative life
aaseassments will reault, specifically tension or
anxiety (C>S). When akillas are perceived as
outweighing challengea, then negative asaeesamenta
will reault, apecifically lower mooda, boredonm
(C<S). When no challengeas are perceived and one
doea not perceive himaelf or heraelf to be uaing any

akilla, then negative assesasments will result,
apecifically pasaivity, inactivity, and lethargy



S
(CS=0). Thua the ideal subjective precondition for
a poaitive amense of well-being is when an
individual’a life is moat aptly characterized by hia
or her ocwn perception of heing offered opportunities
in life aituations that he or ashe ia capable of
meeting. (Gianinno, et al., 1979, p. 7).
Caikeszentmihalyi (1975) indicated that '"(ildeally,
anyone could learn to carry inaide himself the toola of
enjoyment®” (p. 53). A flow episode may atart "just by
directing [one‘’s) awareness to confora with the
requirements of flow, like limiting the stimulua field =o
aa to allow the merging of action and awareness"
(p. 49). While it ia propoased that 'one can enter flow
while engaged in any activity, aome aituationa (auch aa
gamea, art, etc.) appear to be deaigned almost
exclusively to provide the experience of flow" (p. 49).
Though not all flow activitiea are aimilar, “flow
activitiea aeem to ahare certain characteriatica®
(Caikazentmihalyi , 1975, p. 49), ™lAlctivities that
reliably produce flow experiences are asimilar in that they
provide opportunitiea for action which a person can act
upon without being bored or worried* (p. 49). “Flow is
experienced when people perceive opportunitiea for action
as being evenly matched by their capabilitiea" (p. S0).
Whenever "akilla are greater than the opportunitieas

for uaing them, boredom will follow" (p. 50). It

followa, then, that "a peraon with great akilla and few
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opportunitiea for applying them will paasa from the atate
of boredom again into the atate of anxiety" (p. 50).
Caikazentmihalyi (1975) deacribed a flow activity aa one
which "providea optinmal challenges in relation to the
actor’a akills" (p. 50). Thia concept ia illuastrated in
Figure 1 aa auggested by Caikazentmihayli (1975).

" (Al atate of flow does not depend entirely on
the objective nature of the challenges preaent or on
the objective level of skilla; in fact, whether one isas
in flow or not depends entirely on one’a perception of
what the challenges and skills are"™ (Caikszentmihalyi,
1975, p. S50). Flow may be experienced in activities of
varying complexity. For example, a child (see Figure
l, point (Al) playing with a toy may be experiencing
the challenge of coordinating actionas with the appropriate
akill level. At the aame time, an adult violin player
(aee Figure 1, point [Bl) may be maatering a

complex aoclo for the firat time. Both may be experiencing

flow, both may be experiencing flow, both may be

experiencing extreme fulfillment and enjoyment, but at
different levele of performance complexity
(Csikaszentmihalyi and Laraon, 1984, p. 267). The child
or adult in the above example experienced no difference
in feeling. The difference in the activities is in "ita

consequencea" (p. 267).



Figure 1

The Flow Model
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The child no longer experiences flow when experience
is explored and losea ita challenge. Even the violinisat
will likely reach a level wherein the individual will
be ready to accept a new challenge.

To keep experiencing flow, one must try new things,

and do them better everytime. Boredom and anxiety

represent the negative feedback that makea
performersa realize that they no longer enjoy what
they are doing. To recapture that enjoyment, we
nust formulate increasingly complex goala, face new
challengea, and learn new skille (Cailkszentmihalyi

and Larson, 1984, p. 268).

Caikszentmihalyi and Larson (1984) poaited that
“{plerhapas the main reason adolescenta stop growing ia
becauae their initial lack of skillas is exposed too
suddenly to exceasive challenges' (p. 269).

The opportunities for growth lie in ocne’as ability
to identify and recognize challenges within ocne’a
environment. Caikazentmihalyi and Larson (1984)
reflected that

most people’s environment is a potential playground

full of exciting thingas to do. The catch ias that,

to the naked eye, the opportunities are inviaible.

A perason muast be already initiated to enter one

of the...gamea. The price of admiasion ia

learning to recognize the challenge, [and]l making

the effort to see what can be done (p. 269).

The greater the challenge, the greater the effort and
focusing of attention required to maater the

complexitiea, but also, the greater the rewards. *[Olnly

by paying the price doea one grow, and taaste enjoyment®

~



(p. 269>,
Statement of the Problem

For reaaona outlined by Caikazentmihalyi (1975) and
Caiksaszentnihalyi and Laraon (1984), adoleacent atudenta
appear to enjoy certain activitiea in school more than
othera. Classes which seem more likely to produce flow
experience usually provide students “with esome form of
physical and sensory participatory activity®
(Caikazentmihalyi and Laraon, 1984, p. 206), such aa art,
nuaic, home economica, industrial artas, and phyaical
education. On the other hand, Caikszentmihalyi and
Larson (1984) have identified clasaes providing few flow
experiencea aa claasea which "deal with highly atructured
symbolic ayatema"™ (p. 206) such aa mathmaticas, foreign
languages, and English. On the baaia of theae previoua
findinga, the following queastionas are formulated:

Queation 1: Are the any differences

among phyaical education, high flow

and low flow type curriculum classea on the

dimenaions comprising the componenta of

cognitive efficiency, motivation, activation

and affect, aas well as challenges and akills.

Queastion 2:

Are there any differences among

phyeical education, high flow,

and low flow type curriculum classea

on the dimenaiona of thoughta and actiona.

Queation 3: Are there any differencea

among the typea of clasaea on
frequency of flow (C=S).
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Limitationa of the Study

Thia atudy inveatigateas the feelinga and
reaponaea of atudenta at one asecondary achool in a amall
midaouthern town. The reader, thereforu, should conaider
the reaulta of thia inveatigation in light of this
linmitation.

Assumptionsa Underlying the Study

The Experiential Sampling Method, including the
Reaponase Sheet, ia a valid meana of measuring
apecific conatructs (Caikazentmihalyi, et al., 1979;
Chaiip, et al., 1984; Caikszentmihalyi and Laracon,
1984; Larason and Caikazentmihalyi, 1983).

Students aserving aa aubjectas reasponded candidly
and accurately to queastiona and atatementa poaed on
the Reaponse Sheet.

Scope of the Study

1. Thias atudy utilized the entire population of
310 secondary achool atudenta repreaenting varioua grade
levela and variocus curriculum classes at Rivercreast
High School in Wilaon, Arkansas,

2. Information wasa obtained via one method, the
Experiential Sampling Method (ESM) Reaponse Sheet.

3. Based upon data collected from the ESM Resasponae
Sheeta, elements relevant to aubject perceptiona in the

classroom were identified and compared. This atudy waa
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designed to identify and'compare student classroonm
responases in phyaical education classes, high flow type
claases, and low flow type claases relative to the asix
componenta of cognitive efficiency, motivation,
activation, affect, aa well aa challenges and askilla.

4. Data were collected during the week of April
7-11, 1986.

Definition of Terma

The following terma are defined as they were used in
thia astudy:

Activation--The dimension on the ESM Response
Sheet comprised of the components alert-drowsy,
active-passive, strong-weak, excited-bored
(Caikaszentmihalyi and Larson, 1984).

Adolescent--Any student in the 10th, 11th, or
12th grade.

Affect--The dimenaion on the ESM Reaponae Sheet
comprised of the componenta happy-asad, cheerful-irritable,
sociable-lonely, friendly-angry (Caikszentmihalyi and
Larason, 1984).

Anxiety--The feeling which reaults from an
imbalance between challengea and akilla auch that
perceived challenges are greater than one’s aense of
skill. "When an activity presenta too many opportunities

for action, or challengea, and theae overwhelm our
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akills, we feel anxioua'" (Caikszentmihalyi and Larsason,
1984, p. 251-252).

Boredom--The feeling which reasulta from an
imbalance between challengea and skilla auch that one’s
senge of skills are perceived as greater than one’s
perceived challengeas. ''When skills outweigh the
challenges available, we feel bored" (Caikszentmihalyi
and Larason, 1984, p. 252).

Cognitive Efficiency--The dimenaion on the ESM

Reasponse Sheet comprised of the componenta concentration,
ease of concentration, unself-conaciouanesas, and
confuaed-clear (Caikazentmihalyi and Larason, 1984).
Enqjoyment--The feeling ariaing from participation
in those activities which "shape the growth of the aself by
focuaing attention on goals that require increased akilla
for their achievement'" (Caikazentmihalyi and Larson, 1984,
p. 26). Thia asenae of fulfillment which one feels arises
when one haa satisfied the need to grow, take on, and
develop new askills, and to take on new challenges in
maintaining a aself-concept aa a fully functioning human
being (Cakiazentmihalyi, 1975). Enjoyment tenda to
occur whenever a perason feela that hia or her capacity to
act matchea the opportunities for action in a given
aituation (Caikaszentmihalyi and Larson, 1984). More

practically, enjoyment may be construed to be the feeling
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which individuala have when they want to be where they
are, doing what they are doing '"rather than wishing they
were aomeplace elase, doing aomething elae" (Mayera, 1978,
p. 7).

Experiential Sampling Method (ESM)--An

objective means by which researchera may determine daily
experiential information about one’s time uaage, thoughta,
reflections, emotional patterns, and cognitive states,

The ESM is a tool for comprehending not only an
individual’a life, but the individual as well (Laracn and
Caikazentmihalyi, 1983). The ESM involvea the daily
random alert of asubjecta and subsequent completion of a
response sheet by subjecta.

Flow--"When an activity presenta too many
opportunities for action, or challenges and theae
overwhelm our skills, we feel anxioua. When akilla
outweigh the challenges available we feel bored. Flow
occurs when we come close to matching the two"
(Caikazentmihalyi eand Larson, 1984, pp. 251-252),

*{Fllow is experienced when perasonal akilla match
aituational challenges® (p. 265). “The experience of
flow--i.e. when challengea equal askilla--ia hypotheaized
to contribute aignificantly to aubjective well-being,
(Challengea=Skilla). When challengea are perceived aa

being greater than akilla, that ia, when the individual
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doea not perceive himaelf or herself as heving'the akilla
or capabilitiea to deal with a aituation, negative life
asseaamentsa will reasult, apecifically tenaion or anxiety,
(C > S). When akills are perceived aa outweighing
challengea, negative asaeasments will result,
apecifically lower mooda, boredom, (C < S). When no
challengea are perceived and one doea not perceive
himself or hersaself to be uaing any akilla, negative
assessment will result, specifically paasivity,
inactivity, lethargy, (C5=0). Thus the ideal subjective
precondition for a positive sensgse of well-being‘is when
an individual’as life ia moat aptly characterized by hia
or her perception of being offered opportunitiea in life
ajtuationa that he or ahe feela capable of meeting"
(Gianinno et al. 1979, p. 7). When thia condition
exists, one experiencea flow.

Flow Activitiea--"Thoase activitiea which
provide the...flow experience' (Caikazentmihalyi, 1975,
p.- 36.) Flow Model--A model "which definea enjoyment
as a balance between the challenges of an activity and
the akills of the participant. Anxiety ias defined aas an
imbalance between challenges and akilla auch that
perceived challengea are greater than one’a asense of
akills. Boredom seta in when one’a skilles are greater

than the challengea of an activity. When challengea and
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akilla are equsl and greater than zero, experience is
optimal and is called flow'" (Chalip et al. 1984, p. 109).
See flow model in Figure 1.

High Flow Type Claaa--"([(C]laamsea that provide

more concrete goala and require more than intellectual
skilla, auch as (art,l induatrial arta..., and muasic*®
(Caikszentmihalyi and Larson, 1984, p. 206). "These
claasea provide atudenta with saome form of phyaical and
aensory participatory activity" (p. 206).

Intrinaic Motivation--A peraon’a identification
with the '"“goalas of the activity“.(Caikszentmihelyi and
Laraon, 1984, p. 24). “[Glenerally positive feelinga and
activation accompany intrinsic motivation®" (p. 24).

Intrinaic Rewarda--The reaulta of activities
which people "are motivated to puraue because they derive
aome satiasfaction from them, and thia aatiafaction itaelsf
acta aa a reward" (Caikszentmihalyi, 1975, p. 13).

Low Flow Type Claaa--*"Clasaic academic
subjectas such aa math, foreign language, and Engliash:"
“"clasaea [which)...deal with highly atructured abatract
aymbolic aystema" (Caikazentmihalyi and Laraon, 1984,

P -206).

Motivation--The dimenaion on the ESM reaponsae

sheet comprised of the componenta, wiash-doing activity,

control of actions, free-conatrained, and
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involved-detached. Motivation has to do with "analysaia
of the varioua factora which incite and direct
individuals’ actiona'" (Atkinson, 1964, p. 1).

Other Curriculum Claasses--Secondary school
curriculum clasasea other than physasical education.

Phyasical Education Claas--Secondary achool
phyasical activity claesasea. Thease may be conatrued as flow
potential claaaes (Caikazentmihalyi, 1975).
Caikaszentmihalyi and Larason (1984) included physical
education with what are referred to aa high flow type
clasases in this iﬁvestigator‘s reaearch. Since physical
education claasaes provide a unique form of phyaical,
participatory activity aa compared to high flow type
claaaes, phyaical education claases are being compared
separately in this investigation.

Pleasure--The feeling of aatisfaction reaulting
from fulfilling one’a baasic needa auch as hunger, sex,
etc. "I[Tlhe experience of pleaaure tends to be one of
low complexity, aince it does not require the use of
complex akilla" (Caikazentmihalyi, 1975, p. S54). |

Reaponse Alert Signal (RAS)--The apecific

signal which alerted aubjecta to reapond by completing a
aelf-report form. Thia aignal waa given on the
achool’a public addreasa ayatem: ‘Pardon thia

interruption, please. Studenta, pleaae reapond at your



convenience."

Reaponse Sheat- The ESM information aheet
aubjecta completed at each alert, which reflected their
actiona, thinking, mood, and other expreaasiona of their
experience. Thia response asheet includes several
elementa. Ase atudents received a random aignal, they
responded by completing the atatementa at their earliest
convenience. The Reaponse Sheet ia comprised of

atatementa relative to subjecta’ “objective situation

and their aubjective atate" (Laraon and
Csikazentmihalyi, 1983, p. 4) when they were alerted. A

copy of the Reaponse Sheet ia located in Appendix A.

17
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CHAPTER II
REVIEW OF RELATED LITERATURE

Introduction

Research literature waa reviewed to identify the
status of knowledge relatad to the concept of flow,
adolescent feelings in the classroom, and reaearch
employing the Experiential Sampling Method. The
literature on flow waas divided into asections including
(a) play, enjoyment, and flow, (b) flow and peak
experiences, and {(c) the flow model. The examination of
the literature on adoleacent feelings in the classaroonm
waa divided in sectiona including (a) adolescent
perceptiona and freedom in the clasaroom, (b)) intrinsic
learning and enjoyment in the clasaroom, and (¢) the
right to enjoyment in achool.

Elow

Play, Enjoyment, snd Flow

Play is a meane for individual experimentation
in the development of skills (Caikazentmihalyi, 1974-75).
This experiential process allows one to recognize
opportunities for personal development and to accept
challengea to acquire akills and experiences enjoyably.

Thia activity auggeata "“intrinaic motivational rewarda of
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its own" (Caikszentmihalyi, 1974-75, p. 42).
Caikaszentmihalyi (1974~75) emphaasized that "regardless of
whether it decreasea anxiety or increaseas competence,
play ie fun" (p. 42). Caikgszentmihalyi (1974-75)
identified play as the moast obvioua meana to experience
flow, but at the aame time indicated that "play ia not
aynonymoua with flow*" (p. 44).

The interrelatedneas of play and enjoyment ia
recognized by Harria (1978) as both synonymous and
dichotomousa in nature. Elaborating upon the
differentiation of enjoyment and play, Harria (1978)
explained "“that enjoyment can exist in other aituationsa
which are not usually conaidered to be play* (p. 60) and
that "work and play are not necessarily the opposaite”

(p. 625,

Flow and Peak Experiencea

A predecessor of the concept of flow and an exponent
of experiential atatea, Abraham Maalow (1962) identified
certain elements as "peak experiences" (p. 10), with
qualitieas asimilar to thoae deacribed by Caikazentmihalyi
(1975) in numeroua examplea of individuala experiencing
peak episodea.

Maslow (1962) described elementa of the peak state
as a loas of "aself-conaciouanesa" (p. 9), a amignificant

element related directly to Caikazentmihalyi’a (1975)
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flow atate, the merger of action and awareness, atemming
from intensified involvement or concentration. Similar
elenents are deacribed by thoae who have experienced a
peak episode (Maalow, 1962; 1968).

Both peak and flow episodea (Caikszentmihalyi, 1975:
Maslow, 1968; 1970) recognize the element of time and
space alteration, where one views the
perceptual-experiential world more clearly
(Caikaszentmihalyli, 1975; Maslow, 1968). In the clasaroom
atudenta would “experience in peraonal terma...their
aubject matter in reference to [themaelveal and (theirl
enda” (Maslow, 1968, p. 82), and an important component of
learning would be encouraged--an element of personalized
education. Teachera atrive to incorporate this aapect of
learning each day in the classroom: immersion in the
topic at hand.

Maalow (1962) anticipated Caikazentmihalyi’a concept
of "feeling of control®” and "time alteration" when he
atated that momenta in the peak experience indicate
that “aeparateneas and diatance from the world disappeared
as (individualal) felt one with the world, fuased with it,
really belonging in it and to it, instead of being outside
looking in" (p. 9). This fuaion aseema to identify aimilar
elementa of a non-contradictory relationahip involving

immediate feedback.
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A final unifying point shared by Maslow and
Caikazentmihalyi ia that both the peak experience and
the flow experience "will help ua underatand each other
better* (Maalow, 1962, p. 12). The benefit of peak
experiences, like flow experiences, ia that "in normal
perceptiona of self-actualizing people and in the more
occasional peak experiencea of average people,
perceptiona can be relatively ego-transcending,
self-forgetful, egolesa. It can be object centered
rather than ego centered* (Maalow, 1968. p. 79).
Maalow (1968) represented the individual as a feceiver of
thia peak-flow potential, in that one haa little control
over ita occurrence. We cannot command the peak
experience. It happena to ua®” (p. 87).
Caikazentmihalyi end Larason (1984) indicated that it may
be posaible to create flow potential situationa if we
recall the atructure of the flow experience
(Cskiaszentmihalyi, 1975), which permits identification
of flow characteriatica in a variety of settings,
including the clasaroom and the achool.
The Flow Model
Caikazentmihalyi’a “flow model” defineas enjoyment as
a balance between the challengea of an activity and
the akillas of the participant. Anxiety ia defined a
aa an imbalance between challengea and akilla auch

that perceived challengeas are greater than one’a
sense of akill. Boredom seta in when one’a akilla
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are greater than the challengea of an activity.

When akills and challengea are equal and greater

than zero, experience ia optimal, and it is called

fiow (Chalip, et 8l., 1984, p. 109).

Caikazentmihalyi’a (1974-75) model (asee Figure 1
on page 7), repregenting the atructure of flow
activitiea, auggests that individuals can control their
entrance to and exit from the flow experience depending
on one’a perceptions of personal skill and challenge.
This conceptual representation includes two factora
within a asingle framework: first, the recognition that
individualas have '"action opportunities” or challenges
and, second, that they have "action capabilities" or
akillas within an environmental aetting (Caikazentmihalyi,
1974-7S5, p. S56).

Because we do not all derive the aame rewardas from
the same activitiea, it may be uaeful to categorize
individuala according to the ajituationa in which one
experiencesa flow. A "flow profile" "might become a
dynamic meana to deacribe people for the purpoae of
finding the beast match between the potential and the
demands in the environment® (Csikazentmihalyi, 1974-75,
p. 61).

Another important queastion in the effective use of
thia model ia practicality, whether it ias posaible and

feasible to '"reatructure atandard settings for
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activities [e.g., joba, achoolas, neighborhooda, family
interactiona, etec.]l in such a way as to increase the flow
experiencea they provide" (Caikazentmihalyi, 1974-75,

p. 61). Cakiszentmihalyi (197S) indicated that a balance
in the challengeas involved and the akill available doea
make a difference in theae instanceas. Flow ia
semantically cloae to Maslow’a (1968) "peak experience.'
Flow theory, however, haa the value of being more highly
explicated by “apecifying both the elementas of the
experience and the atructure of activitieas in which it
typically occurs"'(Mayers. 1978, p. 8). "The flow model
attempts to bridge the gap between relatively rare peaka
of experience and the more common experience of being
very much involved in an activity; it thereby opena up
the potential avenues for increasing enjoyment by changes
within the individual, the aituation, or both" (Mayersa,
1978, p. 8).

Becauae great variability in the type of flow
activity exists, aoc may some differentiation of intenaity.
What these activitieas do "have in common is a atructure
in which individuala are able to perceive challengea,
or opportunities for action, which match their perceived
skilla, or capabilitiesa'" (Mayera, 1978, p. 8). The
determination of the presence of a flow atate would

depend on one’a "perception of what the challenges and
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skillas are, aa well aas the balance between them'" (Mayera,
1978, pp. 8-9).

Although flow is frequently experienced in

activities such aa

gamea, art, and rituals, the theoretical model

{may be a meanal to indicate that flow can be
experienced in any activity, including work and
achool, when the individual perceives the
opportunities for action and hisa or her capabilities
to be in balance. Therefore, the theory leada to
the expectation that when atudenta perceive a
balance of challengea and akille in their claasesa
they will experience poasitive affect and
involvement (Mayera, 1978, p. 9.

Thia involvement and the manner in which one perceivea it
may manifeat itaelf in a flow experience.

Adolescent Feelinga in the Clasaroom

Adoleacent perceptiona and freedom in the classroom

Feeling free ias an experience which results from
"being in control of one‘’s actiona, of not being
determined by outsaide forces" (Caikazentmihalyi and
Graef, 1979b, p. 84). Thia feeling ia continually stifled
by the atrictures and atructurea of aociety’s inatitutiona.
School ia one of theae inatitutiona through which most
people muat paaa.

Cakiazentmihalyl and Graef (1979b) determined that
people feel leaast free at work and moat free when
involved in leiaure activitiea. This obaervation

ias corroborated by othera (Caikazentmihalyi and Larsaon,
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(18984). Mayera’ (1979) research ashowas that the "more
atudents perceive their classea to be like flow
activitiea, the more poaitive ia their mood in clasas
and the greater ies their desire to be there* (p. 40),

Perceptiona of circumatancea and experiencea may
reflect feelings of freedom. The potential to alter one’s
perceptiona of an environment portends the capability to
create a new get of circumstances. Consequently, one may
have the potential to create a new, more poaitive get of
feelingas about one’as surroundinga, whether it be work or
leisure.

Caikszentmihalyil and Graef (1979b) further revealed
that "the wiash to be doing something else waa conaistently
stronger when [one perceivedl what he or she was doing aa
compulaory" (p. S0). Interestingly, "no matter what
people were doing, when they wanted to do it, they noted
themselves as aignificantly more cheerful than
when they were doing the msame thing but feeling unfree"
(p. 90)., Caikszentmihalyi and Graef (1979) found that
when one "feels an activity to be freely choaen,
raegardleas of external conditionms, that person ias more
cheerful, happler, and more involved with the taak at
hand" (p. 98).

Mayera (1978) found that, in claasea where

challengea and akilla balanced (C=S), atudenta wiahed
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moat to be in claas and indicated characteristics of
activation. 1In claases where akilla were greater than
challengea students reported feelinga of being in
control, that it waa relatively eaay to concentrate, but
concentration levela were low. Self-conaciouaneas wasa
alao low in thease classea. In claasea which atudenta
perceived as having challengea higher than perceived
skills, atudents expressed low levela of control,
moderately high levels of concentration, but with great
difficulty in concentrating. Students in theae classes
indicated feelings of self-conaciousness. In classea in
which students perceived the challenges and akills to be
in balance and high, studenta alao perceived a high
degree of control, moderate levela of concentration and
aome difficulty in concentrating. Self-consciousnesa was
present aa well.

The implicationa of creating clasaroom environmenta
in which atudenta feel freed are limitlesa, eapecially
if one conaidera the creative adaptability, and innate
feelinga of freedom, and intelligence of adoleacenta.

Intrinaic Learning and Enjoyment in the Clasaroonm

"Children who do not see themselves as efficacious
in a particular setting...tend to withdraw from the
aituation, have a negative mood in or about the asituation,

and/or be leas active in it" (Lerner, 1982, p. 362).
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This lack of control enhancea the posaibility of their
failure and probably reduces the chances of their
retaining the subject matter. Caikazentmihalyi et al.
(1977) found that homework and clasaes were perceived

by astudents aa 'challenging and providing high atakes
though they were also seen aas conatraining and boring"

(p. 292) and relatively negative.

Laraon et al. (1980) determined that '"adoleacent
mood variability interferea with capacity for deep
involvenent, eapecially in achool®" (p. 469) and that
an “individual’a mood at a particular moment establishes
the whole nature of hia relationship with the world"

(p. 488). Mayers’ (1979) found that moods are related to
school performance.

Theae factors have apecial relevance for
teachera because their taak is "to engage atudenta with
abatract topica having little immediate relevance"
(Laraon et al., 1980 p. 488). Larason et al. (1980)
noted that many teachera use gimmicks or aaasume
entertaining personalitiea to get and hold atudenta’
attention. The more difficult approach to thia dilemma,
they aassert, ia to '"aee teenageras’ short attention apan
aa a challenge and attempt to engage them in enduring
involvementsa'" (p. 488).

Mayeras (1978) found that “when atudenta have
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élasses which are too easy, they tend to enjoy thenm
rather than being bored" (p. 90), probably because of the
recognition, praise, and approval of teachers and peers,
ag well as the good grades. Mayers (1975) interpreted
these students’ reactions to mean that "extrinsic
rewarda provide compensation for the relative absence of
challenges*" (p. 90).

Mayera (1978) interpreted mome elementa of claaaea
aa “benign and vicioua" (p. 96) circlea of student
development. That ia, the more atudenta enjoy certain
claaases, the better they perform, and the better they
perform, the more they enjoy then. Intrinaic motivation,
both in the claaasroom and in doing necessary homework"
(p. 95), seema an important role in thia proceaa. Mayers
(1978) also asaerts that extrinasic rewards and
punishmenta can aomentarily gain atudent attention in
clasa or in doing homework but points out that *“teachers
know very well how fragile is attention purchased in
this way, how shoddy the pro&uct it generatea often are,
and how coatly it ia to the teacher to auatsin in terma
of time, energy, and emotion" (p. 9%). In moat clasaroon
environmenta, either challenges or akills predominate,
and "the ayatem of extrinaic rewards and punishments
notivates compliance.

In the face of thia circumatance, achool reasourcesa
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seen waated in “forcing atudenta to take courses in which
they are not intereated and which they reaiat by asabotage"
(Mayera, 1978, p. 87). Thia syatem alao may foster a
“developing hatred of learning and a poature of grubbing
after grades and cramming into cloaed minda* (p. 97)
content which seenma neither intereating nor practical.

Mayera (1978) maintains that if the primary
concern of educators ia "engaging the attention of
adoleacenta in waya the teacher ahd the achool deem
easential, then flow claaaeas accompliah thia by
neana of intrinasic rewarda" (p. 93). However, in claasses
where atudenta perceive themselves aa overloaded by
challenges, “extrinsic rewarda and punishment are
likely to be needed to induce the atudenta to make the
effort to concentrate" (p. 93). In classea where skilla
are perceived as greater than challengea, atudenta
reported enjoying the claaa, received good grades, and
had l;ttle difficulty concentrating. Because ocne’a
intention to be bored or to enjoy the next moment is
greatly affected by one’s aurroundings, flow experiences
can be facilitated by a "structured asetting modified to

allow the individual the opportunity to interact in
whatever manner ia intrinsically rewarding to himaelf™
(Caikazentmihalyi, 1976, p. 89).

According to Campbell (1976) new heighta of
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national affluence have been achieved in the preceding
quarter century, with Americana defining “happineaa in
in monetary terma" (p. 117). Greater affluence, however,
haa been accompanied by an epidemic riase in violence,
crime of all typea, drug abuae, and family fragmentation,
and aa a reault many people "“find it hard to believe that
the quality of life haa been greatly enhanced during this
period” (p. 117). Schoolas have often been charged with
reaponaibility for present social conditiona because, at the
same time they are expected to combat these problems, they
are viewed aa breeding groundsas fér aome of them.

The Right to Enjoyment in School

The right to enjoyment ia due to all. Few may
perceive that thia potential exiata, yet each day
reaearchera (Caikazaentmihalyi, 1975; Caikszentmihalyi
and Larson, 1984; Mayera, 1978) acquire more proof that
enjoyment through the flow experience can be
incorporated into moat of what ia contended to be work,
including achool.

Although the Proteatant work ethic impliea that
work is not supposed to be enjoyable, Caikazentmihlayi
and Larson (1984) indicate atrongly that work can be, and
often is, enjoyable. Some researchers even assert that
“[wlork ia potentially aas enjoyable, if not more

enjoyable, than play" (Caikaszentmihalyi and Lareaon,
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1984, p. 25).

Mayers (1978) theorized that students may gravitate
toward seemingly easier (C<S) classes because of the
nature and structure of achool. Some atudenta believe
they are compelled to attend achool, with teacheras
eatablishing and evaluating to a degree ita rulea,
taaka, rate of progreaa and aso forth. Studente mnay
circumvent thia complex aset of eventa, over which they
may feel they have little control, by enrolling in easy,
but quite enjoyable classes.

When perceiQed challenges begin to exceed askilla in
a flow activity, students may become frustrated. In
these inatances atudents muat not only be aware of what
ie happening but must be able and willing to reastore the
relative balance to their environment. Mayers (1978)
indicated that thia reastoration to balance (C=S) may be
attained '"either by increasing one’a perceived akilla
until they match the perceived challengea, by reducing
the challenges until they correapond with the askills"

(p. 91), or by combining the two. The studentsa’
intent, Mayera (1978) contends, ia not only teo
reeatablish the balance of theae elementa but, more
importantly, to create "the positive experience of
enjoyment'" (p. 91).

Mayera (1978) also found that, in claasses where
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perceived challenges equalled perceived skilla, atudents
enjoyed the experience, concentrated beat, would attend
claasa even if not required to, and found time to pass
noat quickly. Even though theae claasses were perceived
as enjoyable, atudenta were atill self-conacious, yet
exhibited the higheat levels of activation and wiahed
moast to be there.

In classea where challengea exceeded akilla, Mayera
(1978) found high levels of concentration, but difficulty
in concentrating. 1In claasea where challengea were
pefceived as leasa than one’a akilla, both concentration
levela and ease of concentration were low.

Even though the American educational ayatem
seems formatted toward compulsory learning,
the individual as well aas society may benefit if the
atudent enjoys learning. "Enjoyment ahapea the growth
of the self by focuaing attention on goals that
regquire increased skills for growth for their
achievement" (Casikazentmihalyi and Larson, 1984, p. 26).
Enjoyment nay be the key to growth in any taak.

Research Employing the Experiential Sampling Method

The Experiential Sampling Method haa been used in a
number of research projecta (Caskikazentmihalyi et al.,
1977; Graef et al., 1978; Caikazentmihalyi et al.,

1979a; Laraon, 1979; Gianinno et al., 1979; Laraon
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and Casikazentmihalyi, 1980; Roberts et al., 1981:;
Larason et al., 1982; Graef et al., 1983;
Caikszentmihalyi and Laraon, 1984). In aeveral of these
studiea the ESM waa employed to inveatigate the daily
life experiences of individuals, with achool being a
part of some of these experiencea.

Theae atudiea generally employed a aimilar format,
uaing a paging device to alert subjecta. On a random
alert signal, aubjecta would complete a Reaponase Sheet
including a variety of objective and aubjective
information, aa well aa location, feelinga, challenges,
skilla and ao forth. In moat inatancea an important
element of the research waa not only the determination
of mooda and objective information but the relationahip
of challengea and akilla aa perceived by subjecta.
Thoughta and actions were also inveatigated. Although
each dimension waa indicative of a particular aspect of
the aubject’s immediate state of mind, the emphasis in
several of these studiea, aas in thia research, waa the
relation between the two dimensions of perceived

challenge and akill, or flow.
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CHAPTER III
PROCEDURES
Thia chapter ia divided into seven main sections:

(1) the Experiential Sampling Method, (2) objective
componenta of the Experiential Sampling Method, (83)
subjective componenta of the Experiential Sampling Method
(4) Response Sheets, (5) selection of subjects, (6) data
collection, and (7) data analysis.

The Experiential Sampling Method

“The Experiential Sampling Method (ESM) ias a research
procedure for atudying what people do, feel, and think
during their daily livea. It conaiata in aaking
individuals to provide ayatematic aelf-reporta at random
occasiona during the waking houra of a normal week"
(Larson and Caikszentmihalyi, 1983, p. 1). This
researcher applied it to the achool experience
of secondary studenta. Uaing these reporta from
approximately 310 secondary achool atudenta
created "an archival file of daily experience"

(Larson and Caiksentmihalyi, 1983, p. 1).

The Experiential Sampling Method, developed by Reed

Larson and Mihalyi Cesikazentmihalyi at the Univeraity of

Chicago (Larson and Caikazentmihalyi, 1983), aasasista in
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determining to some extent the degree to which an activity
or experience may be intrinsically rewarding to the
student. An important aspect of thia data collection
nethod and any subesquent pattern of affective responses
ia the students’ opportunity to communicate an immediate
response indicating an intrinsically rewarding
experience. The ESM providea the opportunity to
aacertain experiences adoleacents really enjoy, the
patterna of habit and thought they are following, the
threats and preasures they feel, ag well as the lonelineaa
they endure. To comprehend “where [adoleacental
are headed, we need to consider the influence theae
realities are having on their development"™
(Caikazentmihalyi and Larson, 1984, p. 32). The
Experiential Sampling Method offers the opportunity to
investigate these factora.

To understand the most effective meana of
encouraging a atudent to learn, as much information
aa possible muat be known about how a student feels and
what a atudent thinka within the environa of a classroom.
The unique advantage of the ESM ia that it allowa thias
intervention into the clasas itself to diacover and
explore specific subjective reasponsea which can later be
analyzed objectively.

Coleman et al. (1982) determined that "“the
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majority of high achool atudenta appear to enjoy working
hard in achool and are interested in achool” (p. 120).
If true, then we must know not only to what extent

but in what areas thias enjoyment exiata and for what
reagons. The ESM offera a means of obtaining

student inasighta which identify their feelings and
thoughtas in a clasaroom climate. These measureas can
“"affect atudent aatiafaction and morale" (Mooa, 1979, p.
184) aa well aa atudent incentive to learn. Mooa (1979)
indicated that research tenda to focus on aubjective
student responasea as a meana of exploring auch évenues
as the atudent’a "aenae of control and aelf-reaponaibility
for learning, cognitive preferencea, continuing
motivation to learn, and student asatiafaction with the
school and class aetting" (p. 184).

Larson and Csikszentmihalyi (1983) believe the
Experiential Sampling Methodology allowa examination of
the "“paychological life apace”™ (p. 1) to better
"underatand the forcea that atructure daily thought and
behavior® (p. 1). Theae data anawer numerousa queationa:
In what manner do adoleacent atudenta aspend their aschool
time? What are their mooda and feelingas in the courae of
variouas achool clasees? How do adoleacent studenta vary
in their day to day atatea with regard to affect,

activation, cognitive efficiency, and motivation? Theae
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anawers are represented in the ESM responae sheet, as
well aa atudent perceptiona of challenges and akilla.

"The objective of thia method is to obtain
aelf-reporta for a representative asample of momenta in
peoples’ lives* (Larson and Csikszentmihalyi, 1983, p. 4).
To facilitate thies collection, aubjects were randonmly
alerted by a aignal over the intraachool communication
ayatem. The signal was '"their cue to £fill out a
aelf-report queationnaire, asking about théir experiences
at that moment in time* (p. 4).

Although early studiea reléted to the ESM included
obaervational methoda and diary techniquea, ‘"the focua waa
on behavior, with little attention to how people think or
feel in different parta of their livea. Moat paychometric
research haa attempted to measure atable traita rather
than daily experience™ (Larson and Caikazentmihalyi, 1983,
P. 2). Acknowledging that the “Experiential Sampling
Method is not a panacea,'” Laraon and Caikaszentmihalyi
(1983, p. 3) nevertheleess believe that it is a meana
of securing valuable data.

Coleman et al. (1982) indicated a concern with
large-acale aurveya, a feature which the ESM overcomes,
becauae of their "auperficiality of meaaurement"

(p. xxvii). "Schoola do make a difference" (Coleman et

al., 1982, p. xxvi) in the quality of adolescent life
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and should be atudied by methoda which deal more
intimately with the individual, aa doea the ESHM.

Although the ESM ia limited, "“it appeara to overcome
aome of the conatrainta of previoua methoda by combining
the ecological validity of diary approachea and the
rigoroua meaaurement techniquea of paychometric reaearch.
The ESM reaponase asheet: 1) obtainas information about
private aa well aa the public parts of peoplea’ lives,

2) secures data about both behavioral and intra-paychic
aapects of daily activity, and 3) obtaina reporta about
peoples’ experieﬁce as it occura, thus minimizing
reliance on memory and reconatruction® (Laraon and
Caikazentmihalyi, 1983, p. 3).

Laraon and Caikazentmihalyi (1983) ahun excluaively
behavioral approachea which have '"laudable acientific
rigor, but neglect' (p. 1) concerna with more personal,
internal, and uncbaservable aapecta of exiatence.
Obaervational methoda have the "drawback of being
useful only for studying public behavior" (p. 1). Laraon
and Caikazentmihalyi (1983) asought aome meana of following
aubjecta "into the private asegmenta of their livea without
diarupting the phenomena to be obaerved"™ (p. 1).

Although '"([dliary techniquea proved a reliable
meana for inveatjigating people’a livea acroaa all parta

of the day... the focuas waas on behavior, with little
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attention to how ﬁeople think or feel in different parta
of their lives" (Laraon and Csikszentmihalyi, 1983,

p. 1>. The ESM shifta from the "study of stable traitas
toward a focua on how aituationa and contexts affect
people’a subjective experience' (p. 3). Larson and
Casikazentmihalyi (1983) indicated that problema exiat
regarding the uae of questionnaire and interview measurea
“for asseasing atable personality traita" (p. 3),
primarily in the asubject’a ability to accurately
restructure "their experience after the fact" (p. 3).

The Experiential Sampling Method haa been used with
the subject of the research carrying an electronic paging
device for a period of one week. Although thia
particular investigation did not involve the use of
electronic pagers, the reader should underastand the value
and nature of the pager approach. Like the devicea which
phyaiciana often carry, electronic pagera are a meana of
contacting or alerting the individual carrying the
device. Activating the device results in the emission
of a beeping sound. More recent editions alaso include
the option of alerting the individual through ailent
vibrations inatead of the beeping aocound (Mayera, 1978),
On receiving each random signal, participanta respond to

questions about their "objective situation and their

subjective state at that moment" (Larson and
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Caikszentmihalyi, 1983, p. 4). In doing ao,
Caikazentmihalyi and Larson (1984) meaaured subjective
and objective elementa. Objective componenta concern
“the frame of eventa and behaviora: with daily aituations
aa they impinge on a peraon’a conaciouasnesa. Subjective
componenta have to do with the quality of consciouaneas:
with how a peraon thinka and feela during daily life"
(p. 44).

Objective Componenta of the ESM

Objective componenta of experience are clasasified

into two categories: “where the adoleacenta [arel,

[and] what they [arel) doing at the time of the

aignal" (Caikazentmihalyi and Laraon, 1984, p. 44). The
initial external element, location, ia determined by "“the
studenta’ reasponse to the open-ended queation ’‘As you were
falerted]) where were you?’" (p. 44). Because all
respondenta were in a claaaroom in this inveatigation,
thia response was used to indicate the particular subject
of the claaa the atudent was attending.

The second external coordinate waa the atudent’a
actjivity. Thia element waa indicated on the reaponae
sheet by the item which aaked "Aa you were (alertedl
...what was the MAIN thing you were doing?"
(Caikazentmihalyi aend Laraon, 1984, pp. 44-45). Theae

reasponaea were categorized according to what the atudenta
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were thinking and doing at the time of alert. Theae
categoriea included doing claaawork, doing work for
another clasa, doing aocial personal thinga, doing
nothing, thinking about thinga outaide achool, thinking
about asocial personal things, thinking about another
claass, and thinking about claaswork.

Subjective Components of the ESM

The subjective componentas of the ESM reaponse aheet
included itema dealing with the asubjecta’ '"perceptions
of their current aocial aituation" (Laraon and
Caikazentmihalyi, 1983, p. 4) through aemantic
differential type acalea, Theae componenta are
represented on the ESM reaponse sheet in four groupings:
motivation, affect, activation, and cognitive efficiency.
Caikazentmihalyl and Larson (1984) employed "items having
oppoaitie mood terma at the end of a seven-point acale.
One end of the scale representa the poaitive emotional
atate (for aexample, happy, (cheerfull...), whereas the
other end represents the negative emotional state (for
example sad, (irritablel...)" (p. 47). Subjects indicated
their atatus on each scale each time they were alerted.

Motivation

The firat of the aubjective componenta, motivation,
included the atudenta’ perceptiona regarding control

over their preaent actiona, whether they wished to be
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doing the preasent activity, and their perdeived sense

of freedom and involvement. Motivation in thia aenae

refera to the "mechaniam by which a peraon choosea goala

in which to inveat paychic energy and keeps the energy
focuaed on the goal® (Caikazentmihalyi and Larson, 1984,
p. 46).

Motivation, the extent to which an individual
actually wanted to be doing whatever he or she
was doing, was indicated on a ten-point acale frorm
*not very well® to 'very well" for the items
"wish doing activity,' and "control of actiona.'" For the
items "free-conatrained" and “involved-detached" sasubjecta
indicate their reaponaea on a aeven-point acale. The
Reaponae Sheet ia ashown in Appendix A.

Affect

The component of affect waa repreaented on the ESM
response sheet by the itema happy-sad, cheerful?
irritable, asociable-lonely, and friendly-angry. Subjecta
indicated their negative or poaitive atatua on a
seven-point acale (e.g., from very happy to very aad).

An indication of a negative emotional response “means
that negative emotional feedback haas been obtained, that
the perason haas failed to meet some of his or her goalas"
(Caikazentmihalyi and Laraon, 1984, p. 46). A positive

reaponsae 'like happineaa or joy indicatea that the
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person’s goala are being achieved" (p. 46). These
responses may lndicate "an internal condition of
conaciocusness aa a whole--whether it ia basically
poasitive or negative" (p.46) and may have been related
to events outside achool.

Activation

The component of activation was represented on the
ESM reasponae sheet by the itema alert-droway,
active-paaaive, astrong-weak, and excited-bored. Subjects
follow the same responase pattern as for affect and
indicated their negative or posasitive atatus on-a
seven-point scale (from very alert to very droway).
Again, the items at each end repreasented either
the poaitive state, such aas strong, or the negative atate
auch aa weak. Subjecta indicated their position on the
scale each time they were alerted.

Cogqnitive Efficiency

The component of cognitive efficiency was
repreaented on the ESM response sheet by the items, “How
well were you concentrating?", "Was it hard for you to
concentrate?', “How aelf-conacious were you?' and by
confused-clear on the semantic differential list. These
elements referred to the "activity by which consciousness
interactas with the environment, and tranaforms meaningleasa

atinuli into useful information" (Caikazentmihalyi and
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Larson, 1984, p. 46). On the firast three jitems, aubjects
rated themaelves on a ten-point acale. On
‘‘clear-confused,'” they rated themselvea on a seven-point
scale. Using these eleven representative items paired in
the semantic differential format, Larson (1979)
conatructed a scale of compoaite mood. Other items
included the aubjecta’ perceptiona of skilla in the
activity and itse perceived challenges. Studenta had an
opportunity to comment at the bottom of the Response
Sheet.

By providing daily expefiéntial information about
one’a time uasage, thoughts, reflections, emotional
patterns, and cognitive atates, the ESM potentially
is a powerful meansa for understanding both an
individual’s life amd the individual (Laraon and
Caikazentmihalyi, 1983)>. Larson and Caikazentmihalyi
(1983) reported that in its previous uae, participants
found the ESM to be "interesting and rewarding" (p. S
and that participanta “seemed to be poaitively motivated
to £ill out the self-report forme" (p. S). The
aubjective, experiential world may be clarified by the
ESM’as capability to gather subjective data to be treated
quantitatively. This procedure allowed immediate acceas
to the feelinga, thoughta, and émotions of aubjecta

within their natural contexta and provided the
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authenticity which objectiviata are likely to omit.

The Experiential Sampling Method waa designed '"for
gathering aelf-reports of the thoughta, activities, and
feelingas of peraona" (Larson, 1979, p. 32) by collecting
experiential data in a astudent’as clasarcom life. Drawing
upon the objective and subjective elements available
through the ESM reaponse asheet was not only more
effective and interesting but more valid as well in
revealing an accurate picture of the adoleacent acene
in the claasroon.

Thia reaearéh waa deaigned to "provide a ayatematic
account of adolescent ‘experience’ of the aubjective
reality that unfoldas in the conaciousneaas of teenagersa...
in eschool” (Caikazentmihalyi and Laraon, 1984, p. 8).

The experiential approach waa employed becauase '"the moat
important eventa in life are internal onea™ (p. 8). Thia
inveatigator contenda that there is at least aa much to

be learned from what adolescents feel and what they

relate to ua about thoase feelinga, thoughta, and motives
as from their behavior. The data produced in this
research were unique becsuse they were comprised of many
“"malf-reporta' made by adoleacent atudenta at random
timea during their clasaroom day.

Reaponae Sheeta

The Reaponae Sheet (aee Appendix A) waa the meana by
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which data were recorded and collected. Thia method of
aelf-reporta waa arranged with adminiatratora, teachera,
and atudenta. During a period of one week, atudenta were
alerted by the achool intracommunication ayatem. One
atudent in each claaa waa asked to diatribute and collect
the Reaponae Sheeta at each alert, after which they were
collected and returned to the aschool office. Studenta
were informed that they might be alerted at any claas
time between 8:20 AM and 2:40 PM each day. At each

alert, each student completed a Reaponse Sheet which

'tbok approximately two minutes, indicating where they

were, what they were doing and thinking, their mood,

and certain aapecta of the quality of their experience

(Mayera, 1978). Studenta were encouraged to be at

achool each day during the courae of the inveatigation.
Studenta were familiarized, in a group meeting, with

the Response Sheet and the responase alert aignal (RAS)

as well aa the method in which they were to reapond.

The alert aignal was identified as “Pardon thias

interruption, please. Students, please respond at your

convenience." If teacheras found that atudenta could not

reapond immediately, they were requested to have thenm

do so as soon aa poasaible and convenient, given the

claaasroom aituation. If abaolutely neceasary, becauae

of extreme inconvenience or a crucial classroom
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ajtuation, the teacher could deem it beat for students
not to respond. The final determination was the
inatructor’s.

In the group explanation regarding the Reaponae
Sheet, each item waas reviewed and questiona were
encouraged. Students were advised on how to deal with
friends and family members regarding their participation.
Mayera (1978) found aucceasa in encouraging participanta
to "feel free to show frienda and family" their Reaponae
Sheet questionnaire and '"what they were doing" (p. 15).
Mayera (1978) suggested further that atudenta might be
more comfortable deciding individually '"how much and
with whom to share their [(Reaponse Sheetsl" (p. 15).

Students were informed in the group meeting that,
for the coming week it would be important that they
comnplete as many response aheeta as poaaible, aa cloae
in time to the aignal aa feasible, and with aa few
omiassiona aa they could manage (Mayera, 1978). The
students were alerted approximately fourteen timea in
claas during the one-week data collection period. The
alertas took place on two non-consecutive daya within
the deaignated week, a timing which apecifically
allowed for two alerta per clasa.

Two optionas were conaidered for use apecifically

with phyasical education claassea. When the physical
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education claasa met outaide, the inveatigator announced
the RAS through a portable loudapeaker device. Wﬁen
the physical education classes met in the gymnasium,
either a portable loudapesker or the intraachool
commnunication ayatem waa used because of the noise level.
Students were reniﬁded of the importance of their
contribution and thanked for their cooperation and
aaaistance.

Each atudent was requeated to note any queationa he
or she had and to call them to the attention of the
inveatigator through the teacher. Although no queationa
wefe raised, thia awareneaa ellowed the investigator the
opportunity to more effectively overaee the completeness
of the Reaponae Sheets.

Selection of random momenta wae by lota. To better
insure uniformity of responses and to allow for
beginning and ending classea, atudenta were not alerted
during the first and last five minutea of classeas. In
naintaining the integrity of the inveatigation, Laraon
and Caikazentmihalyi (1983) indicated that it ia
“"essential that the aet of signalas be repreasentative
and that they occur without notification to the person
receiving thea" (p. 5. "“I[Tlhe intent ({is] to aecure
a data baase which ia repreaentative of people’a livea

during a typical week"” (p. 5S). An accumulation of data
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"from many individuals thus provides an archive of
information about daily experience--how people apend their
time...and how they feel in different contexta"” (p. 5).
All scores were standardized to a nine point acale to
facilitate comparison.
Subijects

Approxinmately 310 aecondary-achool atudenta and
28 teachers participated in this investigation. The
studenta were in grades 10 through 12 and included the
total astudent population. Thia reasearch waa explained to
atudenta and teachera aa the inveatigator’a attempt to
better understand adoleacent feelingas and experience in

different achool aituationa.

Accommadation of Human Subijecta Ethical Standarda

The Review Committee for The Use of Human Subjecta
in Reaearch at the School of Health, Phyaical Education,
Recreation, and Dance at the Univeraity of North Carolina
at Greensboro employa atringent guidelinea for the
use of human asubjecta. Prior confirmation of apecific
information insured that subjecta conaented to
participate in the atudy without duresa and could
withdraw at any time. The informed conaent forma for
studenta and teachera were diatributed; they returned
returned the aigned forma to the inveastigator prior

to participation in the atudy. A copy of the form as
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approved by the School Review Committee and used by
the aubjecta ia found in Appendix C.

The Agreement With the School and School Sysatem

The adminiatration of the cooperating achool and
achool ayatem atipulated several requirementa to be met
by the inveatigator: (1) Agreement to inaure the righta
and privacy of participating studenta and teachers:;

(2) a conasent form aigned by each participating student
and teacher; (3) assurance that participants received
clear instructions before the onset of the reasearch.
Claaswork and clasaroom decorum always canme first and
that at no time would the research activities be allowed
to interfere with crucial claaasroom activities:;

(4) aaaurance that cooperating teachera in each claasa had
final authority in any queationable clasaroom instance:
(S) explanation of the benefits which would accrue to
participating atudenta and the achool. All of these
atipulationas were met.

Cooperating teachers were informed that atudenta
would be alerted once each clasa on two non-consecutive
daya. Upon each alert, atudenta and teachera would be
asked to complete a Responase Sheet at their earliest
convenience in claasa. At no time, however, waa the
reaponse to be made at the expense of immediate attention

to crucial clsaaroom reaponaibilitiea.
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Cooperating teacheras were asasured that no attempt
would be made to discredit, isolate, or inveatigate any
teacher, that the only agenda was to evaluate student
responaea to their feelinga of "“flow" centering around
their perceptiona of challenge and skill in a learning
setting, and that any comparison would involve
student perceptiona of "flow'" in phyaical education
classes, "high flow type' curriculum claasses (auch asa
muasic, induastrial arta, art), and "low flow type"
curriculum classes (such aa mathmatics, foreign language,
and Engliah).

Data Collection

Data were collected during the week of April 7-11,
1986 on the ESM Response Sheet, a brief questionnaire
filled out by cooperating atudenta and teachera. A copy
of the Resaponase Sheet ia found in Appendix A.

Thia atudy entailed minimal perioda (approximsately 2
minutea) of alight interruption in each clasa for 2 daya
within a period of one week. The inveastigation resulted
in approximately fourteen classroom responses per astudent
over two non-conaecutive daya or approximately 4,300
atudent reaponaes.

Analysias of Data
Data for queation 1 were treated deacriptively by

examnining the means and standard deviationa. Data for
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queation 2 were treated deacriptively by examining the
thoughts and actions of students in phyaical education,
high flow type claasses and low flow type classes.
Description was in percentages and frequency of reaponse.
Data for question 3 were treated descriptively and
examined for frequency of flow among pﬁysical education,
high flow and low flow type classes.

The univariate F test waa purposely not employed
because astudent reaponses are not independent. Varying
numbers of reaponaea were obtained from different
atudenta, Futtﬁermore, asince the aubjecta were not a
random aanple of a larger population, no generalization
beyond the finite student population of thia achool is

nade.
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Chapter IV
RESULTS AND DISCUSSION

Thia chapter is divided into sectiona to address
the questions by summarizing and diascussing the findinga.
Question 1

Are there any differences among physical

education, high flow, and low flow

type curriculum classes on the dimensiona

comprising the componenta of cognitive efficiency,

motivation, activation, and affect, aa well as
challenge and akill.

Question 1 provided the framework within which
the variables in the three typea of classes were
inveatigated. Data were examined to determine the
meana and atandard deviationas of the dimensions of
three typea of claases. A aummary of thease findings ia
found in Tables 1-5.

Thirty-nine physical education reaponaes were
tabulated while there were 263 high flow atudent reaponses
and 1608 low flow student responsea. There were fewer
phyaical education and high flow type classea than low
flow type claaseas. If atudents incorrectly or partially
filled ocut a Reaponae Sheet, theae were eliminated

reducing the number of uaable responaea even more. It

is also possible that some atudenta did not respond. Of
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4300 anticipated reasponasea, 1910 were uaable.

Each of the componente of cognitive efficiency,
motivation, activation, and affect ia divided into four
dimenaiona and a subtotal acore. The meana for the
0-6 acale on the Reaponse Sheet were converted to 0-9
to conaiatently report data in text and tablesa.

In each of Tables 1-5 the higher mean acore on each
dimenaion ie most deairable.

Coqnitive Efficiency Component

Group Meana of Coqgqnitive Efficiency Dimensione

The inveatigation of the dimensions within the
component of cognitive efficiency was important in that
these dimenaiona were indicatora of the level of
conaciouaneas with which the atudent waa interacting
with the environment. Thia dimension may alao repreaent
the degree to which information waa tranaferred in the
claaa (Caikazentmihalyi and Larason, 1984).

Examination of the cognitive efficiency
component in Table 1 revealed that, with the exception of
phyaical education and high flow type classea on eaae of
concentration all three clasa types rated above the
middle point (>4.5 on 0-9) scale) on each dimenasion.

Interestingly, atudentas in physical education
and high flow claasea concentrated with about aame eaae,

even though phyasical education astudenta appeared to




Table

1

Summary of Meana and Standard Deviationa
of Cognitive Efficiency Dimenaions

Cognitive Efficiency

Scale
Extent of
Concentration (0-9)
(not well-very well)

Ease of
Concentration (0-9)
(not easy-easy)

Self-conacious (0-9)
(very-not at all)

Confused-Clear (0-9)

Cognitive Efficiency
Subtotal

Claas Reaponae Means

e

B

= Iguz

PE

7.28

1.80

g=

24.92 22.67

S.12

Low
Flow

High
Flow

£=1608 £=263

S5.49
2.78

6.32
1.90

5.30

5.94
2.65

6.06
2.01

22.22
4.65
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concentrate best. The difficulty in initiating
concentration may be attributable to the leass rigid
astructure of the claas. Studenta may have been allowed
to interact more freely, poéaibly inhibiting
concentration. However, once involvement was initiated,
concentration may have focuaed on the activity. Thia
process seema conaiatent with Cajikszentmihalyi’a (1975)
contention that the participatory nature of many physical
activitiea may lend itaself to focuaming attention.

The 1nd1cationa of clarity in phyaical education
c;asses alao seem to verify Caikszentmihalyi‘’a (1§75)
asgertion that increaaed levels of concentration may
enhance clarity of one’a situation. Perhaps the more
clarity one experiences, the leas self-conacious
one is of oneself and one’s participation in the
activity. The level of confidence one haa in akill
performance may also be relevant to one’a level of
aelf-conaciouanesa, aa Chalip et al. (1984) indicate
when relating performance of studenta’ "tendency to view
themselves as aocialhobjecta“ (p. 114).,

Studenta in all three types of clasaea indicated
aoﬁe extent of aelf-conaciouaneaa, though low flow type
classea expresased the moat, perhapa because low flow type
class students were aware of, and attentive to gradea in

these clasasea. One might be more self-conaciocuas of
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performance, gradea, and ao forth in more academically
oriented clasases becauase of the atrong aocietal value
placed on this type of clama, whereaa in low flow and
phyasical education classes self-consciousness may not be
as prevalent. Chalip et al. (1884), however, found that
atudents were more aself-conacioua than average in phyaical
education clamseas. Thia difference may be due to the
large urban nature of one achool verasua the amall rural
nature of the other achool.

The cognitive efficiency subtotal acoreas indicate
that phyaical education classea mey have exhibited a
greater potential for tranafering inforration and alao
seemed to be operating at higher levela of concentration.
Thias circumatasnce may seem unuaual becauae physjical
education may not generally be regarded as a class
where such a transfer occura.

Diascusaion of Means and Standard Deviationas of

Cognitive Efficiency Dimensions

Extent of Concentration

Data located in Table 1 indicate that phyaical
education clasaea had the higheat mean (M=7.18) while
high flow type (M=5.82) classes and low flow type
(M=5.93) clasaes had more comparable meana. The
atandard deviation of 2.26 for phyaical education

clasaea indicated that acorea deviated leaa from one
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another while the atandard deviation (SD=3.03) for high
flow type claases indicates that acorea were diaperaed
more widely. Phyaical education atudenta concentrated
beat.

The difference between group means for phyaical
education classea and high flow type classes on
this dimension may be partially attributable to the
phyasical nature of the activity. Both clasaea are
active in nature but it appears there is a difference in
type and degree of activity. The more phyasical nature of
the activity aecema ﬁo be the major difference between
theae two types of claases.

Ease of Concentration.

Low flow type claames had the higheat mean
(M=4.93) while high flow (M=4.40) type claasea and
phyaical education (M=4,38) claassea had more
comparable meana. Standard deviationa for low flow type
(SD=3.09) classea and high flow type (SD=3.06)
indicate a similar disperaion of scoreas. Physical
education scores deviated more (SD=3.48) than other
classes.

The difference in meanas between high flow type
clasases and low flow type clamsaseas may be related to the
nature of the claaa, akin to the more regimented and

atructured nature of the academic low flow type claasea.
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Low flow type claaaea had the higheat mean acorea on ease
of concentration. The nature of theae traditionally
academic coursea may incline studenta to focua more
eaaily upon the tazk at hand becauae of fear of peraonal
embarraaament asaociated with appearing foolish, failing,
or concern for future joba.

The difference in mean scores between phyaical
education and low flow type classes may alaso be related
to the nature of the clasa. The lesa rigid atructure of
phyaical education classeas may have contributed to more
infoimal social interaction among atudentas, and this in
turn may have contributed to the lack of esae with which
phyaical education astudenta concentrated.

Self-conaciousneaa

Phyaical education clasaes had the higheat mean
(M=6.08) while low flow type claases had the lowesat
(M=5.49) on the aelf-conaciouaneas dimenaion. The
atandard deviation (SD=2.65) for high flow type classes
indicates that acores deviated leaa than phyaical
education (SD=2.84) and low flow type (SD=2.78)
classes.

The difference in mean acorea on aself-conaciouaneaa
between high flow and low flow type classes could be
related to the manner in which atudents perceived

themselvea in their clasa. Studenta in low flow type
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classes may be more concerned about gradesa, performance,
and failure than students in high flow type claases.
Physical educsation claaa studenta could have been leaa
aelf-conaciocua (M=6.08) than low flow type (M=5.49)
clasa atudentsa because of the lesa rigid atructure of the
claas aa well aa the mnore aocial atmosphere aometinmes
associated with phyasical education classea. The play and
gamea orientation of thease claases may alao have
contributed to leasa self-conaciouanesa. The meana for
phyaical education (M=6.08) classes and_high flow type
(M=5.94) did not appear to differ greatly.

Confused-clear

On the dimenaion confused-clear phyaical education
(M=7.28) had the higheat mean while low flow type
(M=6.32) and high flow type (M=6.06) class meanas were
more asimilar. The atandard deviation for phyaical
education (SD=1.80) indicatea that acorea deviated leaa
than high flow type (SD=2.01) or low flow type
(SD=1.90) claass scorea although the difference waa not
great. Physical education atudenta experienced more
clarity in claaa.

The participatory and physicsal nature of phyaical
education classea which give more definite, distinctive
feedback about one’a actiona may, aa Caikazentmihalyi

(1975) indicated, be related to the difference between
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phyasical education and high flow type clasaes.

Cognitive efficiency asubtotal

On the cognitive efficiency asubtotal phyaical
education claases had the higheat mean (M=24.92) while
meana for low flow type (M=22.67) and high flow type
(M=22.22) clasges were more aimilar. While the atandard
deviation of high flow type (5D=4.65) classea indicated
the amalleat deviation of cognitive efficiency aubtotal
acorea, the diapersion of subtotal acorea for phyaical
education (SD=5.12) and low flow type (SD=5.30)
claasses ia more similar.

The physical education subtotal mean indicated that
studenta were lesa self-conacious of themaelvea aa they
interacted within their environment. The subtotal scorea
are also an overall indicator that the degree to which
information was tranaferred in claas waa greater in
phyaical education classes and more aimilar in high flow
type classes and low flow type claaaes (aee Table 1).

Summnary of Findings of Cognitive

Efficiency Componenta

With the exception of ease of concentration phyaical
education classea had the higheat meana of the
three types of clasases. Thia indicates that phyaical
education studenta concentrated moat extenasively,

were least aelf-conaciocus and experienced greater
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clarity in clasa. Low flow type claasa atudenta appeared
to concentrate with the moat easze.

Motivation Component

Group Meana of Motivation Dimensiona

Motivation dimensiona reflect student perceptiona
regarding control over their preaent actions and
may indicate whether a student actually wanta to be doing
what he or she is doing (Cajikazentmihalyi and Laraon,
1984).

Phyaical education claases had the higheat mean
acorea on each dimension compriasing the motivation
component as well as the aubtotal acore. High flow
type classes had the loweat mean on the dimensiona
control of actiona (M=7.,19) and detached-involved
(M=5.34), while low flow type claasseas had the lowest
" means on the dimensiona conatrained-free (M=5.84) and
wish doing aomething elae (M=2.91) (see Table 2).

Investigation of the motivation component determined
that each type of class reported acores above the middle
peint (4.5 on 0-9 scale) on the dimensions
detached-involved, conatrained-free, and control of
actiona. Thia finding with regard to the control of
action dimension concura aomewhat with Chalip et al.
(1984) who found that ‘'aenae of control waa higheat

in physical education clasaes" (p. 112). The



Summary of Meana and Standard Deviationa

Table 2

of Motivation Dimenaiona

Motivation

Scale
Control of (0-9)
Actiona

(not at all-very well)

Detached-Involved(0-9)

Conatrained-Free (0-9)

Wish Doing
Something Else (0-9)
(very much-not at all)

Motivation Subtotal

Claaa Reaponse Meana

g™

B =

g™ =

PE

5.51
3.73

Low
Flow
£=1608

27.78 21.98

6.01

3.50

High
Flow
£=263

7.19
2.19

5.34

2.02

6.29
1.88

3.05

3.48

21.87
5.42
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numerical mean acorea indicated that phyaical
education studenta wished leaat to be doing something
elese, felt moast in control of their actiops, felt freer
and more involved. Perhaps thia indicates atudenta
enjoyed these classes more. These responses may
be attributed to the fact that physical education is
traditionally more play and game oriented.

The numerical mean scores for high (M=3.05) and low
flow (M=2.91) type classea on the wiash doing aomething
else dimenaion méy indicate diasgsatiafaction with the
clasa, a particular topic, the iﬁstructor, and so forth.
Studenta in phyaical education clasaes wished leaa to be
doing something elase, a poaaible indication of atudent
satisfaction with the claaa. The extent of freedom
reported in phyaical education classea may be related to
the extent to which atudents felt involved and in control
of their actions in physical education.

Thias generally doea not concur with Caikszentmihalyi
and Larson (1984) who found that high achool students
acored above average on the dimenasiona of wiah doing
asomething elae and control of actiona, while they acored
below average on the constrained-free and
detached-involved itema. Thia difference in findings may
be related to a variastion in the urban veraus rural nature

of the achoolsa inveatigated, difference in aize of the
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achool aa well as the poasible difference between
authoritarian veraus more peraonal nature of clasaroon

aettings.

Diacusaion of Meana and Standard Deviationa

of Motivation Dimensions

Control of actions

Phyaical education clesses had the higheat mean
(M=7.,85) and high flow type classeas had the lowest mean
(M=7.19) on thia dimenaion. All three classea indicated
a high degree of control of actiona. The atandard
deviation of 1.89 for phyaical education clasasea indicates
that acorea were more tightly cluatered around the mean
than either low flow type (SD=2.46) or high flow type
(SD=2.19) classea. Thia indicatea that while all three
classea appeared to feel in control of their actiona, thia
concluaion seema astrongeat among physical education
students.

Detached-involved

Phyaical education claasses had the higheat mean
(M=6.84) while high flow type (M=5.34) clasaes had

the lowest. The atandard deviation of low flow type
(SD=1.93) claasea indicated that acorea deviated leaa
than thoae of phyaical education (SD=1.97) and high
flow type (SD=2.02) claamaea although the difference

wasa not great.
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The comparable meana of low flow type (M=5.75) and
high flow type (M=5.34) clamaasea indicateas a poaaible
aimilarity in feelinga of involvement in theae claases.
The difference in mesna of phyaical education (M=6.84)
and high flow type (M=5.34) classea may be related to
the difference in the nature of the classea. The
social nature aa well aa the competition asometimes
associated with the play and game orientation of phyaical
education classes may account for the high levels of
involvement in physical education claasea. High flow type
classea had the loweat levels of involvement, poasibly
due to lack of competition sometimeas provided by the
physical aapecta of phyaical education classea and the
competition provided by the more academic and more
rigidly atructured nature of low flow type claasea.

Conatrained-free

Phyaical education claasmsea had the higheat mean
(M=7.58> and low flow type (M=5.84) clasaeas had the
loweast mean. The atandard deviation for phyaical
education (SD=1.69) indicates that acorea deviated
leaat while there was a similarity in dispersasion of acores
in low flow type (SD=1.93) and high flow type
(SD=1.88) claaseas.

Phyaical education atudenta felt moat free

(M=7.58) in claas, posaibly due to the leaa rigid
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atructure éometimes asaociated with physasical education
classes as well as the more aocislizing and more game
and play oriented nature of physical education classea.

Wiah doing aomething elae

Phyaical education claases had the higheat mean
(M=5.51) and low flow type (M=2.91) clasaeg had the
loweat. The deviation of acorea from one another waa
leaat in low flow type (S8D=3.37) claaaes though the
difference among classea in diasperaion of acorea waa not
great (asee Table '2). Phyaical education students wished
least to be doing something else while low flow type

claass astudenta wiashed moat to be doing something else.

‘The play and game oriented, leas rigidly structured,

social and participatory nature of physasical education
classes may partially explain the higher mean acores of
phyaical education clasaea over the more atructured
academic clasaesa.

Motivation aubtotal

On the motivation subtotal phyaical education
classes had the higheast mean (M=27.78) while high flow
type (M=21.87) and low flow type (M=21.98) claaaea
were more aimilar. The atandard deviation of high flow
clasaea (8D=5.42) indicated that ascores varied lessa than
in low flow type (SD=S5.50) and physical education

(8D=6.01) clasaea. The phyaical education aubtotal
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mean indicated that overall phyasical education classes
were more motivated, wanted moat to be doing what they
were doing and felt most in control of their actions.

Differencea in means between phyaical education and
other curriculum classea may be the result of variation
between the game and play oriented, social, leas
atructured clasaea versua the more likely atructured,
traditional academric claasea.

Summary of Findingas of Motivation Combonente

Phyaical education clasaes had the higheat mean
on each motivation component dimenaion. High flow type
claasea had the loweat mean on the dimenaion control
of action, detached-involved, and the motivation aubtotal.
Phyasical education studenta'felt moat in control of their
actiona, were most involved, felt freer, and wiashed least
to be doing something else.

Activation Component

Group Meana of Activation Dimensiona

The component activation reflecta a student’s
potential for phyaical and mental activity
(Caikaszentmihalyi and Laraon, 1984). Phyaical education
classea had the higheat mean on each of the activation
dimensions aa well aa the subtotal. High flow type
claasea had the loweat mean on the dinenaions

droway-alert (M=6.51), paasive-active (M=4.89), and
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bored-excited (M=4.00). Low flow type classea had
the lowest mean on the dimensiona weak-atrong (M=5,73)
and the activation aubtotal (M=22.,11). Theae resulta
are found in Table 3.

With two exceptiona on the activation component
physical education, high flow, and low flow type claases
each showed acorea above the middle point (>4.5 on 0-9
acale). On the item bored-excited low flow (M=4.25)
and high flow classeas (M=4.00) rated below average.

Group numerical mean acorea indicate that physical
education atudenta felt moat alert, moat active, aa well
as moat excited, perhapa because of the aocial,
participatory and active nature of the claasses.
Generally, these findings do not concur with
Caikazentmihalyi and Larson (1984). Caikazentmihalyi
and Laraon (1984) alaso found that the more traditonally
academic low flow type classes rated lower on activation
than was the caase in the present astudy. This difference
between findings in these astudies may be due in part to
the size of the classes, whether the clasas was required
or elective, and the manner in which the class waa taught.

Diascusasion of Meana and Standard Deviationa of

Activation Dimensaiona

Droway-alert

Phyaical education claassea had the higheat mean



Summary of Meana and Standard Deviations

Table 3

of Activation Dimenasions

Activation

Scale
Droway-Alert (0-9)
Weak-Strong (0-9)

Paaaive-Active (0-9)

Bored-Excited (0-9)

Activation Subtotal

B B g e o=

PE
£=39

7.85
1.58

6.15
2.00

7.08
1.89

6.05
1.97

27.13
S.42

Low
Flow
£=1608

Clasas Regsponse Means

High
Flow
£=263
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(M=7.85) on thia dimenasion while high flow type
(1=6.51) classes had the lowesat (see Table 3). The
atandard deviation of 1.58 for physical education classes
indicated that the acores deviated very little from each
other. The standard deviationa for low flow type
(SD=1.84) and high flow type (SD=1.98) clasaesa
indicate a slight increase in disperasion of acores.

Physical education students were more alert, as
reflected by their higher numerical mean acorea. Thisa
difference may be attributable to the social nature
of the claasa, the sedentary versﬁs active gualitiea of the
clagases and to the participatory levels of the classes.
To some extent the participatory levels have already been
reflected by the physical education atudenta’ degree
of involvement (see Table 2). Hence, those most involved
nay be most alert. The aocial and leas rigidly
atructured nature of the claasa may alao ba factora in the
alertreas of phyaical education atudenta.

Weak-atrong

Phyaical education classes had the higheat mean
(M=6.15) on thia dimenaion. Low flow type (M=5.73)
claases had the loweat mean. The atandard deviation of
1.67 for low flow type classes indicates that the acores
deviated leaat in thia type clasa. Though the atandard

deviation for physical educaticn clagaeas (SD=2.00) was



alightly higher, the dispersion of acorea waa not
great. Students in phyaical education classes felt
atrongeat while atudenta in low flow type clasees felt
weakeat,

M

Physical education classes had the highest mean
(M=7.08) on thia dimenaion. High flow type (M=4.89)
clasges had the loweat mean. The atandard deviation of
1.89 for physical education claasea indicated that the
acorea deviated very little from each other. The
digpersion of acorea in low flow type (SD=1.96) and
high flow type classes (SD=2.09) did not vary greatly.

Phyaical education classes were more physically
active than either high flow or low flow type claaases.
An obviouas anawer to the difference between physical
education and the other curriculum claassea ia the degree
of phyaical activity inherent in the clamsa. The leas
rigid atructure of the claasa aa well as ita more
social nature also may have contributed to this
level of activity.

Bored-excited

Phyaical education claasgsea had the highest mean
(M=6.05) and high flow type (M=4.00) classes had
the lowest. The atandard deviation of 1.97 for physasical

education clasaeas indicatea that there was little
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deviation in ascorea. The atandard deviations for
low flow type (SD=2.12) and high flow type (SD=2.25)
classea showed an increaae in the diaspersion of scores.

The higher mean for physical education on thia
dimenaion ia conaistent with higher physical education
scoreas on the dimensions drowsy-alert and paaajive-active.
The numerical mean acores may indicate that physical
education atudenta were more excited than those in low
flow or high flow type classea. Thia may be related to
the potential for aocial interaction, an important aapect
ofledolescent life, or the participatory and physical
nature of the classea. Phyaical education atudenta were
moat excited and high flow type clasa students were
least excited, perhapa due to the manner in which the
claaa waas taught or the apecific topic currently being
taught.

Activation asubtotal

On the activation subtotal physical education claases
had the higheat mean (M=27.13) while aubtotal meana for
low flow (M=22.11) and high flow (M=21.43) type
classea were more aimilar. The atandard deviationas for
phyaical education (SD=5.42) and low flow (SD=5.40)
type claasea indicate a conaiatency of acore diapersion.

The higher aubtotal acorea indicate that atudenta

were more active in physical education classea than in



74
other clasaes possibly becauae of the level of physaical
activity inherent in phyaical education clasasea.

The aocial nature and leaas rigid structure of the
class may alao be related to the overall level of
activity.

Summary of Findinga of Activation Componenta

Physical education classea had the higheat meansg
on each activation dimension and aubtotal. High flow
type clasaea had the loweat mean on the weak-strong,
droway-alert, bored-excited and aubtotal dimenaiona.
Phyaical education atudenta felt more active and atronger
and were more excited and alert than atudenta in low flow
type or high flow type claases.

Affect Component

Group Means of Affect Dimenasionsa

The affect dimenaiona repreaent a poasitive or
negative emotional state. A reaponase in thia dimensaion
may reflect the degree to which a student has or has
not met aome of his or her goals (Csikszentmihalyi and
Larson, 1984). A positive reaponse may indicate that
aome goalsa were being achieved.

Physical education clasaes had the higheat mean
on each of the affect dimenaiona aa well aa the aubtotal
(see Table 4). Low flow type classea had the loweat mean

on the dimenajiona irritable-cheerful (M=6.23),



Summary of Means and Standard Deviationa

Table 4

of Affect Dimensions

Affect

Scale
Irritable- 0-9)
Cheerful
Sad-Happy (0-9)

Angry-Friendly <(0-9)

Lonely-Sociable (0-9)

Affect Subtotal

Clasa Reaponase Meansa

PE

29.63 25.90

Low High
Flow Flow
£=1608 £=263
6.23 6.27
1.77 1.81
6.14 6.12
1.63 1.76
6.99 6.98
1.54 1.68
6.54 6.66
1.72 1.81
26.03
5.22 5.43
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lonely-sociable (M=6.54), and the affect subtotal
(M=25.90). High flow type claamsea had the loweat mean
on the dimenaiona aad-happy (M=6.12) and angry-friendly
(M=6.98).

Students in phyaical education classes had the
highest numerical mean scorea perhaps because of the
open, less structured‘elenents of aome phyaical education
classea. These clasasea are sometimes categorized aa play
and game oriented, elementa which sometimes reflect
poaitive emotional atatea. The interactive nature of
phyaical education claassea may also contribute to the
affect mean acorea reported in phyaical education
claases. 1In low flow type clasaes, however, the element
of individual accompliahment may become important because
astudenta may be expected to work more autonomoualy,
rather than in cooperation with other students.

The inveatigation of aeventy-five atudenta
by Caikazentmihalyi and Lareson (1984) revealed that
generally studenta scored below the midpoint on their
on the scale on all dimenaiona of affect. This
finding by Caikazentmihalyi and Laraon (1984) ia in
contraat to the findinga of the current remearch. This
diaparity in f£indinga may be partially attributable to
the environment created in the clasasroom by the

teachera, the aize of the claaa, the authoritarian



nature of the teacher, or the fact that one atudy
involved a large urban achool and the other a amall
rural achool.

Thia contrast waa especially true on the dimenaiona
indicating sadneaa, irritability, boredom, ease of
concentration, self-conaciocusneaa, and wiah to be doing
aomething else. Scorea above the midpoint
(>4.5 on 0~-9 sgcale) on degree of concentration were
indicated in the present study. Csikezentmihalyi and
Larson (1984) conjecture that, in apite of numerous
negative feelings, students do tune into clesé for at
least some of the time'" (p.205). Some of thia, however,
may be because ‘'achool can motivate atudenta
extrinaically with immediate puniahment and long-term
rewardsa" (p. 205).

Student feelingas about the nature of the claaa
are somewhat subatantiated by the findinga of
Caikazentnihalyil and Laraon (1984) that '"claassrooma
provide largely negative feedback' (p. 207), while
Chalip et al. (1984) concura with thia inveatigator’a
findings that phyaical activity provides largely a
positive experience.

Discusaion of Means and_ Standard Deviationa

of Affect Dimenaions
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Irritable-cheerful

Phyaical education classea had the higheat mean
(M=7.11) on thias dimension while low flow (M=6,23)
type claasea had the loweat. The atandard deviationa of
all three (PE; SD=1.73) (LF; 8D=1.77> (HF; SD=1.81)
claasea indicated a aimilar disperaion of acorea,
although physical education acores were moat clustered
around the mean. Phyaical education astudenta were moat
cheerful while low flow type clama atudents were leaat
cheerful. Thia may be partially attributable to the
social, leas rigidly structured.and more game and
play oriented nature of the class. Theae reaults
are found in Table 4.

Sad-happy

Phyaical education claassea had the higheat mean
(M=6.93) on thia dimenaion. Though high flow
(M=6.12) type claases had the loweat mean it waa not
disaimilar from the mean for low flow type (M=6.14)
classea. The standard deviation for low flow
type (80=1,63) clasasea indicates these acorea were
least variable and that dispersion of scores was more
comparable in phyaical education (SD=1.73) and high
flow type (8D=1.76) classes.

Phyeaical education students were happiest and high

flow type class studenta were aaddeat, though there wae
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only moderate numerical difference in meana on this
dimension. Student happiness in phyaical education
claases may be related to the play and game oriented,
phyasical and participatory nature of the class. The
aocializing aaspecta aa well as the less rigid claas
structure may also have been influencing factora.

Angry-friendly

Phyaical education claaaea had the higheat mean
(M=7.97) and high flow (M=6.98) type claassea had the
loweat. The atandard deviation of 1.20 for phyaical
aeducation scores'suggests e amall variability of acores.
The diaperaion of acores in high flow (SD=1.68) and
low flow (SD=1.54) ia alightly greater. While studentsas
felt friendly in all 3 clamsgea, atudenta felt friendliest
in physical eduation classes., Perhaps this is because of
the more informal participatory structure of physical
education classea which may lend itself to a more aocial
and helpful atmoaphere. The play and gamea oriented
phyaical education claasea may enhance the likelihood
of poaitive interaction.

Lonely-asociable

Phyaical education classeas had the highest mean
(M=7.62) and low flow type (M=6.54) classes the
loweat on the lonely-sociable dimenaion. The atandard

deviation for physical education for (SD=1.40)
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demonatratea that physical education acorea deviate
leaat. The deviation of acoresg in low flow (SD=1.72)
and high flow type (SD=1.81) clasasea doea not differ
greatly. Physasical education atudenta felt moat sociable
while low flow type claasa studenta felt least sociable.
The feelinga of 2ociability in physical education claasses
may be attributable to the physical, participatory,
play and game oriented activities consiastent with these
classes. Physical education classea appeared to be more
friendly and may have a more informal structure with
a.stronger network for aocial interaction.

Affect subtotal

Phyaical education classes had the higheat affect
subtotal meana (M=29.63) while low flow (M=25.90)
type clasgsea had the loweat aubtotal. Phyaical education
(SD=4.82) had the amalleat atandard deviation. Thisa
signifiea that acores were leaa disperaed than acores
in high flow (SD=5,43) and low flow type (SD=5.22)
classes.

Perhapa the higher meana for physical education
indicate that phyaical education atudenta were in a
nore poaitive emotional atate. It ia alao likely that
they were achieving aome of their goalas aa compared to

other curriculunm classes.
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Summary of Findinga of Affect Component

Phyaical education clasaea had the higheat meana on
each affect component dimenaion. Low flow type claasea
had tﬂe lowest mean on the dimenaiona irritable-cheerful,
lonely-aociable, and affect aubtotal. High flow type
claases had the loweat mean on the dimensiona aad-happy
and angry-friendly. Phyaical education students felt
most cheerful, were happiest, felt friendlieat, and felt
more sociable.

Challenge and Skill Dimenaiona

Group Meana of Challenge Dimension

Challenge

Phyaical education claaaea had the higheat mean
(M=6.36) and low flow type (M=5.37) claasea had the
loweat mean on thia dimenaion. The phyaical education
standard deviation (SD=2.68) denotea that phyaical
education acoreas varied leaa than low flow type
(SD=2.82) and high flow type (§D=2.80) claas
acorea and that the latter two were more comparable in
diasperaion of acorea (asee Table 5).

Students in phyasical education claasea felt moat
challenged poasaibly because of the competitive elements
sometimes aasociated with the play and game orientation
and the physical and participatory nature of the

activitiea. Low flow type claaaeas felt leaat challenged



Table S

Summary of Meana and Standard Deviations
of Challenge and Skill Dimensions

Class Response Means
PE Low High

Flow Flow
£=39 £=1608 £=263

Scale
Challenge (0-9) M 6.36 5.37 5.40
Sh 2.68 2.82 2.80
Skill (0-9) M 7.13 6.41 6.37
SD 2.30 2.45 2.48
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perhapas because they lack some of the same elements.

Skill

Phyaical education classes had the higheat mean
(M=7.13) on thia dimension. Though
high flow type (M=6.37) claaaes had the loweat mean,
this mean wasa not greatly different from the low flow
type (M=6.41) class mean. The atandard deviation
for phyaical education (SD=2.30) classea denotes
that physical education acorea deviated lesa than
either low flow (S5D=2.45) or high flow type (SD=2.48)
class gcores and that acore diasperaion was aimilar
in both inatancesa.

Physical education atudenta felt moat akilled
possibly becauase of the play and game, participatory
and physical nature of the class. The fact that mean
acores on both the challenge and skill dimensiona were

lower in claases other than phyaical education may

suggesat that teachera undereatimated the akill level of
astudents and therefore intentionally taught at less than

challenging levela. Teachers may also have been trying
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to teach all atudents on the same level without regard to

challenging the individual student.

Summary of Findinqa for Queastion 1

A graphic summary of group means for the dimensions

of each component is found in Figures 2 and 3. It isa



FIGURE 2

GRAPHIC SUMMARY OF GROUP MEANS FOR COGNITIVE EFFICIENCY AND MOTIVATION
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PE = A HIGH FLOW = B
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FIGURE 3

GRAPHIC SUMMARY OF GROUP MEANS FOR ACTIVATION, AFFECT, CHALLENGE AND SKILL
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interesting to note that phyaical education classea had
the highest mean on all dimensiona except ease of
concentration, aa well as on all subtotala. These
differences likely had to do with the more phyasical and
participatory nature of physical education classes. It
is also posassible that the play and game, lesa rigidly
atructured aa well aa the more social nature of phyaical
education clasaeas could have contributed to the
differences in theae clasases.

Question 2:

Are there any differences among phyaical

education, high flow, and low flow type

curriculum classea on the dimenaiona

thought and action.

As an adjunct to the primary items on the Reaponae
Sheet, two items also represented the thoughts and
actiona of studentas as they were alerted. The Reaponse
Sheet presented two questions for the modes of '"thinking*
and "doing" (Csikszentmihalyi and Larson, 1984). The
firat queastion was "What was the MAIN thing you were
thinking about aa you were alerted?' The aecond queation
waa “"What was the MAIN thing you were doing as you were
alerted?" Studentse reaponded to theae queationa
indicating specifically in an open ended astatement what

they were thinking and doing at the moment of alert.

Because the inveastigator waa interested in the thoughta
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and actiona of studenta only while they were in aschool
the reaponaes were categorized by the inveatigator into
five groupa reflecting student thoughta and four groupsa
indicating their actions. Csikazentmihalyi and Laraon’a
(1984) inveatigation encompasaed the entire adoleacent day
and consequently included more categoriea. They divided
their responsea into "seventeen content categoriea®
(p. 50> and sixteen action categorieg (p. 63) for achool
aa well aa other daily activities.

Student Thoughta and Actiona

'Groug Percentages of Thought Reaponaea

The inveatigation of these dimenaiona waa important
in that when atudenta reaponded they were indicating what
they were thinking and conasequently aome aspect of their
attentivenesa to claasa. Table 6 indicatea that high flow
type class gstudents reported the highest percentage (32%)
of responaea on the dimension thinking about
social/perasonal thinga. Low flow type class students
reported the highest percentage (28%) of responses on the
dimenaion thinking about thinga outside school. Physical
education astudenta indicated the higheat percentage (59%)
of those thinking about clasawork and low flow type
clasa atudenta reported the higheat percentage (4%) of
thoese thinking about another clasaa. Three percent of

phyaical education responases comprised the highest



Table 6

Percentage of Reaponaes
of Thought Dimensions

Thinking About
Social/Peraonal
Things

[ 3¢

Thinking About
Things Outaide

School %
£
Thinking About
Clasawork %
£
Thinking About
Another Class %
£
No Comment %
£

P

£

E

=39

15
22

23
19

59
34

Low
Flow

High
Flow

£=1608 £=263

14
261

28
449

S4
885

04
75

32
63

27
53

38
S6

88
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percentage of reaponsea indicating no comment.

Diacuaaion of Frequency and Percentaqe of

Reaponae of Thought Dimensiona

Thinking about asocial/personal things

High flow type clamsas studenta reported the higheat
percentage (32%) (£=63) of reaponaes on the dimenaion
thinking about social/personal thingas. Low flow (14%)
(£=261) and high flow type (15%) (£=22) classes were
not disaimilar in percentage of reaponses. High flow
type class students were thinking most about
asocial/peraonal thinga. Thia may be attributable to the
participatory nature of high flow type clagses. The
interactive aocial nature and less rigidly atructured
nature of high flow type classes may lend itaelf to
thinking more about social/peraonal thinga. Physical
education percentage reaponse acores were higher than
high flow type clasa’s on both the excitement and
activity dimenaiona (see Table 3). Thia excitement and
level of activity may indicate that physical education
class students may be less predisposed to concern about
soclal/personal things and more concerned with claas
activities.

Low flow type classes and physasical education
classea reported thinking leaat about aoccial/perasonal

thinga poaaibly due to the nature of the claassea. The
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nature of physical education classes may be such that
even though they may be construed as exciting and
aocially interactive, involvement in competitive physical
activities may preclude thoughta about aocial/peraonal
thinga. Low flow type claasea may preclude thinking
about social/personal things since their acadenic
nature may require more concentration in the more
aymbolic and abatract coureaea.

The affect component ahould alao be conaidered
because social/peraocnal concerns may entail aonme
emotional aspecta. Phyaical education clasaeas were
more friendly and aociable and had the highest affect
aubtotal score. Thia may be attributable to student
happineaa, cheerfulness, friendlineass, and sociability.
If thia generalization ias valid, phyaical education
classes may have lessa reason to be concerned with
aocial/peraonal things.

Low flow type claaa mean acorea were higher than
high flow type class mean scores on passive-active,
bored-excited (aee Table 3), detached-involved
(see Table 2), and all affect dimensiona except
irritable-cheerful (aee Table 4). Low flow type claaaes,
becauase of their traditionally more rigid clama atructure
and aocially valuable content, may prevent focusing on

concerns outalde of class.
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Thinking about thingas outaide achool

Low flow type cleas students reported the highesat
percentage (28%;£=449) of reaponaea on the dimension
thinking about things outaide school. Twenty-saseven
percent of high flow type (£=53) clasa reaponsea and
23% (£=19) reported thinking about things outaide
achool. Thia aimilarity in percentages may indicate
that atudenta, regardleas of claas type, are diastracted
aimilarly to thoughta ocutaide clasa. Thias may be
especially true when one considers the gocial nature
and varied extra-curricular concerns of adoleaceﬁts.

Thinking about claaawork

Phyaical education atudentsa had the higheat
percentage (59%:£=34) of reapongaes on the dimenaion
thinking about clasawork. High flow type claasa studenta
had the loweat percentage (38%) of reaponaes indicating
they were thinking lesa about their classwork.
Fifty-four percent of low flow type claaa astudents
indicated they were thinking about clasawork when alerted
(see Table 6).

There may be aeveral factora contributing to the
difference in reaponses in high flow and phyaical
education classes on thias dimenaion. When the numerical
mnean acorea for the dimenaiona concentration

(aee Table 1), detached-involved, wiash doing aomething
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else (mee Table 2), alert-droway, passive-active as well
aa bored-excited (aee Table 3) were examined, 1t waa
found that physical education clasges had the higheat
neana. Perhapa this indicates that theae atudentsas were
thinking about their clamssea more than were high flow
type class studenta. Low flow classes had the highest
mean ascores on ease of concentration, while phyaical
education classes were higheat in the extent of
concentration dimension. The more academic courses mnay
demand concentration because of their rigid and aocially
valuable nature. Phyaical educatibn clasaea, however,
may provide for more extensive concentration becauae
of the austained attention required for involvement in
a physical activity, or poaaibly due to the competitive
element. Enjoyment and aocial interaction in physical
education may alao foater more attentiveneas to clasa
activities.

The difference between high flow and low flow type
class responses on the dimension thinking about
classwork may reflect several possibilities. When the
mean acores for the cognitive efficiency componenta as
well aa the elementa detached-involved, wiah doing
aomething elae, alert-droway, pasaive-active,
bored-excited, and aad-happy were examined, aeveral

intereasting factors emerged. With the exception of the
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dimenaiona wiah doing aomething elae and
aelf-conaciouaneaa low flow type claaaes had the higheat
meana., Each of these dimensiona may be aome indication
aa to whether atudents were thinking about their
claaawork in traditionally more atructured and
academically oriented clasaroom aettinga. The atudent’a
attention to work could be an indication of the value of
satructure in low flow type clasaes, and added atructure
to high flow and/or physical education classes may
perhapa enhance attentiveness to classwork.

Thinking abou£ another clasasa

Low flow type class students reported the higheat
percentage (4%;£=73) of reasponsea on thia dimension
while high flow type (£=6) claasa atudenta reported 3%
No phyaical education astudenta indicated that they were
thinking about another class.

No comment

Three percent (£=1) of phyaical education atudent
reapongea indicated no comment while no atudenta reported
a no comment reaponae in high flow or low flow type
classes.

Summary of Findinga of Thouaght Dimensions

The highest percentage of reaponses in each class
(PE=59%; £=34) (LF=54%: £=885) (HF=38%; £=56)

indicated that atudenta were thinking about claaswork
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when alerted. All classea reported the loweat percentage
(PE=0%; £=0) (LF=4%; £=73) (HF=3%; £=6) of
reaponses on the dimenaion thinking about another clasa.
While astudenta in each claas were thinking about
soclal/peraonal thinga and to some extent were thinking
about things ocutside achool, it ia clear that reaponsesa
indicate that students in all three classes were primarily
thinking about things in claass.

Student Actionsa

Group Percentages of Action Dimenaiona

The investigation of these dimensions was important
in that when atudents reaponded they were indicating zsome
aapect of their clasarocom activity. This waas important in
that it may indicate what atudenta are doing and to asome
degree their involvement in their present class.

Table 7 showa that high flow type claaa atudenta
reported the higheat percentage (30%; £=65) of
reaponaea on the dimension doing aocial/personal thinga.
Physical education classes indicated the highesat
percentage (90%;£=75) of responses on the doing
clasaswork dimenaion. Five percent (£=6) of high flow
type class reaponaea indicated they were doing another
clasa’a work and 4% of reaponsea of low flow type
(£=64) and high flow type (£=4) claagesa indicated

they were doing nothing.



Table 7

Percentage of Reaponsea
of Action Dimensions

PE Low High
Flow Flow

£=39 {£=1608 £=263
Doing
Social/Personal
Things % 10 20 30
£ 13 331 65
Doing
Clasawork % 90 72 61
£ 75 1158 108
Doing Another
Claga’as Work % o0 04 05
£ o) 59 ()
Doing
Nothing % 00 04 04
£ 0 64 11
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Diascugsaion of Frequency and Percentege of Responae

of Action Dimension

Doing social/peraonal things

Table 7 indicates that 30% (£=65) of high flow
type clasa reaponses indicated they were doing
social/personal thinga while 10X of phyaical educa£ion
reaponaes (£=13) indicated this. High flow type clasa
atudenta were not involved (see Table 2) and were bored
(see Table 3). Thia lack of attentiveness to class may
have provided the incentive to be doing social/peraonal
things.

To a certain degree, some dimensions of affect may
reflect one’as likelihood to be doing social/personal
things. The extent to which one’s mean acores reflect
friendlineaa, sociableness, and indicate activation may
reflect the extent to which one has been doing
social/personal activitiea. Physical education numerical
mean acorea were high on each of these dimenaions, while
high flow type classea were low on friendlinesa and low
flow type classes low on the sociable dimension. The
more informal nature of physical education classes may
lend themselves to a friendly and sociable atmosphere.

Doing classwork

All three types of claasses had the higheat

percentage (PE=90%; £=75) (LF=72%x;: £=1158)
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(HF=61%; £=108) of student responaes indicating they
were doing claaswork. Studenta were primarily doing
classwork when alerted.

The differencea in percentages of reaponsea may be
attributed to aeveral factora. The dimensions of
concentration, confused-clear, detached-involved,
bored-excited, challenge and akill may important on the
dimenaion doing classwork.

When conaidering phyaical education and high flow
clasaesa, phyaical education had the higheat mean score in
each inatance above, an indication that in phyaical
education classea, more ao than high flow or low flow
type classea, atudents were doing their classwork. The
prevalence of higher mean acorea in phyaical education
claasses may have been related to the nature of the claas.
Thia may be true in that phyaical education classes are
generally conasidered to be developed around a baais of
play and gamea, are more socializing, leas rididly
structured as well as more physical and particiapatory
in nature.

Doing snother class’s work

A very amall percentage (PE=0%; £=0)

(LF=4%; £=59) (HF=5%; £=6) of atudent reaponaea
indicated studenta were doing another clasa’as work.

The fact that all atudents felt relatively happy in
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their clasa (Bee Table 4) may have contributed somewhat
to the fact that few reaponaea indicated atudenta were
doing another claas’a work.

Doing nothing

A amall percentage (PE=0X; £=0) (LF=4%; £=64)
(HF=4%; £=11) of student responses indicated that
atudents were doing nothing.

Summary of Findings of Action Dimensions

The highest percentage of student reaponses
(PE=90%; £=75) (LF=72%; £=1158) (HF=61%; £=108)
indicating that studenta were doing classwork wﬁen
alerted. All classes reported low percentages of
reaponaes on the dimensions doing another clasa’as work
and doing nothing. Some atudenta reported doing
social/peraonal thinga although moat atudenta reported
doing claasawork.

Sumnary of Findinga of Queation 2

There appear not to be any differencea among
phyaical education, low flow, and high flow type claasaes
on the dimensions thought and action. The indications
are that all three classea were thinking about
aocial/perasonal thinga to aome extent and that each class
was thinking about thinga outside class to a comparable
extent. Few atudents in either class indicated they

thinking about other clasaseas. Each clasa waa thinking
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about current clasawork to the greatest extent.

Aa with the thought dimenasions there were few
differencea on the action dimensions. The indications
are that all three clasaes were doing aome
aocial/peraonal thingsa and that few astudenta in either
class were doing another class’a work or doing nothing
when alerted. Primarily studenta in all three class
typea were doing claaswork when alerted. Table 7
indicatea theae findinga.

Question 3:

Are there any differencea ambng physasical

education, high flow, and low flow

type clagsseas on frequency of flow (C=S5).

The frequency of flow in phyaical education, high
flow, and low flow type claasses waa investigated within
the framework of question 3. The occurrence of
flow (C=S) waa investigated in three typea of aecondary
school classea. At the alert studenta in each clasasa
indicated the extent (0-9) of challenge and askill they
were experiencing. The response frequencies are
representative of the incidence of flow aa indicated on
Responae Sheeta. Data were examined for incidence and
percentage of occurrence of flow and treated
deacriptively. These data are preaented in Tablea 8 and

gl
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Table 8
Percentage and Fregquency Of Flow In

Phyaical Education, High Flow, And Low
Flow Type Classes

TYPE OF CLASS

HIGH LOW Total
PE FLOW FLOW £
FLOW. £=15 . £=83 . £=401 .499

. 38% . 32% . 25% .

NO . . . .
FLOW. £=24 . £=180 . £=1207.1412

. 62% . 68% . 75% .
Total 39 263 1608 1910

£
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TABLE 9
Percentage And Frequency Of Flow, Anxiety,

And Boredom In Physical Education, High
Flow, And Low Flow Type Classges

TYPE OF CLASS

HIGH LOW Total
PE FLOW FLOW £
ANXIETY . 21% . 24% . 28% .
C>S) . £=8 . £=64 . £=485 . D27
FLOW . 38% . 32% . 25% .
(C=5) . £=15 . £=83 . £=401 499
BOREDOM . 4l1x% . 44% . 47% .
(C<S) . £=16 . £=116 . £=752 .884
Total 100% 100% 100%
£ 39 263 1608 1910

C=Challenges

S=Skills
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Incidence of Flow, Anxiety, and Boredom

Among Students In Phyaical Education, High

Flow, and Low Flow Type Classes

Among 39 physical education responaea 15 (38%)
indicated flow. Among the remaining 62% (£=24)
of the Response Sheeta 21% (£=8) students reported
anxiety and 41% (£=16) indicated boredom. These
reaults are presented in Table 9.

In the percentage of occurrance of anxiety, flow,
and boredom, each class indicated the higheat percentage
of reasponsesa in the boredom category. Physical education
classes reported the higheat (38%) percentage of flow
responses. Low flow type classes had the lowesat
percentage (25%) of flow responses as well aa the
higheat percentage (28%) of anxiety. High flow (44%)
and low flow type clasgses (47%) indicated the higheat
percentage of boredom responsea among the three types of
clagses.

Incidence of flow and diatribution of akill-challenge

reaponaea in phyvaical education classea

Phyaical education atudents experienced flow at
varying levels, shown on the skill-challenge scale in
Figure 4, from a low of 1,1 to a high of 9,9, Among the
15 phyaical education incidents of flow, 8 (53%X) of thisas

number occurred at the 9,9 level. See Figure 4 for



Figure 4

Incidence of Flow and Diatribution of
Skill-Challenge Reaponses in Physical

Education Classes
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Incidence
FLOW £=15
ANXIETY f=8

BOREDOM £=16

Total Phyaical Education Responses £=39
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thease data.

Of the remaining 24 (62%) phyaical education
reaponsea not indicating flow, Figure 4 ashowa that
8 reaponasea were either juat above the flow channel in
the anxiety quadrant (£=2), or just below the flow
channel in the boredom quadrant (£=6). This
indicatea a total of 23 incidences (59%), either in flow
or near the flow channel. Thias slight variance from the
flow channel may repreasent an increased opportunity for
theae atudenta, were the environment altered, to
experience flow in phyaical education. Figure 4 showa
that among the remaining 16 incidenta (41%), 10
repreasented boredom at varioua levels, while & were
indicative of a atate of anxiety.

Incidence of flow and diatribution of skill-challenge

reaponaea in high flow tvype clasaesa

Table 9 ahowa that among 263 astudent responsea
in high flow type claases, 83 (32%) reaponases indicated
flow. Low flow type classes had the higheat percentage
(47%) (£=752) of itas responses in the boredom category.
The loweat percentage of (24%) (£=64) high flow claasa
reapongea waa in the anxiety clasaification.

Figure 5 indicatea that atudenta in high flow type
clasgseas experienced flow at levels ranging from 0,0

(8 or 3% of 268) to 9,9 (30, or 11% of 263>. Among the



Figure 5
Incidence of Flow and Diatribution of
Skill-Challenge Reasponaea in
High Flow Classes
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remaining 180 no flow reéﬁonsee, Figure S demonatrates
that 37 (14%) were juat above the flow channel in the
anxiety quadrant. The aame number of studenta indicated
a responase just below the flow channel in the boredonm
guadrant. In other words, a total of 137 studenta (60%)
were in or near the flow channel. These reasulta could
signify thaet many atudenta in high flow classes in thisas
study were possibly on the verge of experiencing flow.
Figure S showa nearly twice aa many incidenta of boredom
as anxiety in high flow type classes, indicating that the
students perceived themselves to‘be more skilled than the
challenges required.

Incidence of flow and diatribution of akill-challenge

reapongses in low flow type claasames

A total of 1608 usable reaponses were submitted in
low flow type classea. Table 9 indicates that 401
(25%) incidenta of flow occurred within low flow
type claasea. Low flow type clasaes reported the higheat
percentage (47%) (£=752) of all three classes on
boredom reeponses. Low flow type classes also indicated
the lowest percentage (25%) (£=401) of flow reaponsaes
aa well aa the higheat percentage (28%) (£= 43535) of
anxiety responses of any type class. Figure 6 showa that
studenta in low flow type clasaeas experienced flow at

lavela from 0,0 (24 or 1xX of 1608) to 9,9
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(152, or S% of 1608). Of the remaining 1207 reaponses
indicating no flow, 185 (12%X) were near the flow channel
in the anxiety quadrant. Two hundred fourteen incidents
(13%) were near the flow channel in the boredom quadrant.
Figure & indicates a total of 800 (49.75%) incidenta at
flow or near the flow channel.
Diascussion

Differences in the incidence of flow (C=S) were
found among physical education, high flow and low flow
type claasea. Thirty-eight percent (£=15) of phyaical
edﬁcation reaponseg indicated flow. Thirty-two percent
(£=83) of high flow reaponaea ajgnified flow.
Twenty-eight percent (£=455) of low flow responses
indicated flow (see Table 9).

The loweat number (15) but highest percentage (38%)
of flow responaea were in physical education classes
(aee Table 8). Phyaical education claaaea had the
higheat percentage (53%) and the lowest number (8)
experiencing flow at the highest level (9,9) (see Figure
4). This may not only indicate the prevalence of flow in
phyaical education claasses but in some ways the quality
of flow. The phyaical and aometimea outwardly
competitive nature of class content may be a reason for
the prevalence of flow. These factors may facilitate

flow, as Caikszentmihalyi (1975) contends, asa well as
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possibly accounting for the higheat levels of flow.

In all three clasa typeas at leaat 49.75% of the
responges were in or near flow. These resulta suggesat
th§£ if clasaroom environments and teaching methoda were
altered, even alightly, or studenta better understood
how to recognize and explore challengea in a positive
manner, the incidence of flow might rise because half of
the experiencea were non-flow, leaving plenty of roon
for expansion of more flow. The reasulta alao indicate
that flow is preaent at moderate levela in these typesa
of classes.

Low flow type class reaponaes indicated the
highest levels of anxiety (28%) and boredom (47%),
though in all three typea of classes at leaat 41x% of the
astudents were bored (msee Table 38). Theae figures
demonstrate that 1411 out of 1910 (74%) reaponses
indicated boredom. At these timea the atudenta were
probably not being challenged. They poasaibly felt more
akilled than the challenges of the material being
offered.

Perhapa atudents need to underatand how to recognize
challenges and how to appropriately respond to then.
Teacheras may be dwelling too long upon the aame material
uaing the asame methoda, even though atudent performance

may indicate a need to do ao. Teachers may need to
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conaider new and more intereating presentations of
material and methoda to allow for progreasion at a
atudent’a individual pace.

With the exception of low flow type clazaes,
anxiety appeared least prevalent among the three claas
types. Low flow type claasses exhibited the higheat
percentage (28%) as well as the highest reaponse
frequency (£=43535) experiencing anxiety. Although
anxiety is certainly present, boredom appeara to be the
nainatay in each clasas. Boredom may preaent itaelf in
low flow clasaea becauae of the repetition, rote
memorization, practice, and tedium aometimeas asaociated
with more academic claasea. Some of thia boredom might
be alleviated by trying new teaching methoda and concepts
or even by having teachera pursue the neweat advances
in their subject area. It may alao be beneficial to offer
studenta a general courae on how to deal effectively with
challengea. A challenged teacher and student may beconme

happier, more productive personsa.
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CHAPTER V
SUMMARY OF FINDINGS, CONCLUSIONS,
IMPLICATIONS, AND RECOMMENDATIONS

The purpose of thias inquiry waa to investigate the
presence of challenge and akilla in three types of
classes which may result in flow and to investigate the
feelinga, thoughts, and actions of students in these
classes. A summary of the findings, implications,
concluasions, and recommendationa for further research
follow.

A 21-iten ﬁesponae Sheet was employed to collect
data from 310 secondary achool atudenta each day in each
clasa for two non-consecutive daya. The three claaa
typea inveatigated included physical education, high flow
(e.g., art, muaic, shop,), and low flow, traditionally
academic classea (e.g. mathmatica, Engliah,). The intent
was to examine the occurance of flow, as well aa the
thoughtsas, actions, and certain feelings of students, as
they were alerted. Data were collected the week of April
7-11, 1986.

Once data were collected, Response Sheet dimenaions

were categorized into their original components of
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cognitive efficiency, motivation, activation, affect, as
well as challenge, skills, thoughts, and actiona. Four
dimensiona comprised each primary component, and a
subtotal acore waa derived from each component. The
thought and action queationas were open ended and upon
collection were divided into five categories on the
thought responses and four categories on the action
reaponsaea. Data were treated descriptively to determine
differences in meana and astandard deviationa among the
three class typea on the dimensions comprising cognitive
efficiency, motivation, activation, and affeci as well as
skills and challenges.

Findings

Primary Components

Cogqnitive Efficiency

Differencea emerged among claas meana on each
dimenasion in the cognitive efficiency component.
Though atudents in phyaical education claases
concentrated most extenaively, they had the most
difficulty concentrating. Each class type indicated some
self-conaciouanesa, while those in phyasical education
claases demonatrated high levelas of clarity
(see Table 1).

Perhaps thease findings have implicationa for

other claassea. If some of the characteristics
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associated with phyasical education classesa, including
the social aapecta, and increased phyaical interaction
were incorporated into into other clasa types, perhapa
theae classea would increase their cognitive efficiency
capabilities. The leas rigid atructuring asacciated with
physical education classes aa well as the play and game
orientation may alaoc enhance low flow and high flow type classaes
if incorporated to aome extent.

Motivation

Differences were determined among clasa meana on
all 4 dimenaiona of the motivaiion component.
Studenta in phyaical education claaaes felt moat in
control of their actiona, were moat involved, felt freer,
and wished to be doing something elae leasat
(aee Table 2>,

Perhapa the nature and leas rigid atructure of
physical education clasa is related to the higher
meana for phyaical education on thia component. It ia
poaasible that the play and game nature of phyaical
education claasea influenced atudenta’ minimal wiah to
be doing something else.

Activation

Differencea among claas meana were indicated on
each dimenaion. Phyaical education atudenta were more

alert, felt more active, felt atronger, and indicated
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more excitement in their claasea (aee Table 3).

Theae findings aeem natural for a clasa whoae
basia is in phyaical activity. Perhapa if more
participatory and phyaical elementa as well aa a more
social and leasa rigidly atructure were incorporated
into high flow and low flow type clasases atudenta in
these classea would become more excited, alert and leas
passive.

Affect

Differencea were found among claaa meana on each
dimenaion. Phyéicel education studenta had the higheat
mean acorea on each dimenaion (aee Table 4).

These findinga may imply that the nature of the
clasa may influence how atudents feel in the claaa.
Since atudents in phyaical education felt moat cheerful,
were happieat, felt friendliegst, and moat aociable, the
claaa atructure may have been a factor in the outcome of
atudent affect perceptiona. The less rigid atructure,
more game and play orientation as well as the more
asocialcharacteriatics of the class may have enhanced
poaitive affect acorea. The physical and
participatory elements asasociated with the play and
game nature may alao have contributed to the poaitive

affect.
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Challenge and Skill

Differencea were found among the meana on the
challenge and akill dimenaiona. Physaical education
clasa meana were higheat on both dimensions.

Challenge

Studenta in phyaical education claasea were moat
challenged. Perhapa thia waa due to thé more phyaical,
participatory nature of the claas. Phyaical education
classes are also play and game oriented and nay
involve competition. Competition may encompasa challenge
which may partially account for the extent of challenge
indicated by phyaical education atudentsa.

Skill

- Studenta in phyaical education <~laasea felt more
akilled than ﬁhoae in low flow or high flow type clasaes.
Perhapa the play and game characteriatics aa well aas the
phyasical and participatory nature of phyaical education
clasa accounted for the reported levela of akill.

The level of challenge (see Table 5) occurring in
physical education classea may reflect competitive
elementa sometimea associated with the play and ganme
nature of these claases. However, the akill level in
physical education classesa indicated that astudenta may
not have been threatened by the challengesa provided in

theae claasea.
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Thoughta and Actionsa

Reaponaes on the thought/action dimensiona
were categorized into five groupa indicating astudent
thoughta and four groupa indicating atudent actiona.
Tablee 6 and 7 aummarize theae groups.

Thoughts

Some differences were determined among the three
clasa typea on the frequency of occurrence and
percentage of reaponae. Reaponaea in all three clasaea
indicated that studenta were primarily thinking about
present classwork, though there waa aome indication that.
atudents were thinking about asocial/perasonal things and
things outaside achool. Very few regponaea indicated
studentas were thinking about another claasa (see Table 6).

Studentas in phyaical education classes were involved
and intereasted enocugh to be thinking about present
claaswork. Perhapa thia ia due to to the nature of ita
play and game orientation, the leas rigid atructure and
the socializing nature of the claas. The physical,
participatory elements may have been factoras in the extent
of atudent thoughta about claaawork.

Actiona

Conasistent with the thought dimensiona, action
dimension reasponsea showed that studenta to the greateat

extent were doing claaaswork. To a much leasser extent
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(aee Table 7) atudenta were doing-social/personal things,
while very few indicated doing another claaa’a work and
even fewer reported doing nothing.

Perhapa the phyaical, participatory nature
partially accounted for the extent of students
doing clasawork in phyasical education claesses. Thia
same factor may have contributed to the low incidence
of doing aocial/peraonal thingas and doing other
thinga in class.,.

Incidence of Flow

The occurrence of flow (C=S) waa compared in the
three class typea and treated deacriptively. The
incidence of flow was determined by the atudent reasponaesa
on the dimenaiona challenge and akill. A difference
waa apparent in physical education, high flow and low
flow classes on the occurrence of flow. Table 8
indicates the high incidence of no flow regardleas of
class type.

Phyaical education claases had the higheat
percentage (38%) of flow (C=S). Low flow type classesa
had the loweat percentage (25%) of flow. Low flpw type
classea were noat anxioua (C>S) (£=455) (28%) and mosat
bored (C<S) (£=752) (47%>. The greatesat percentage
and number of atudenta in each type of claaa were bored

(PE, 41%, £=16), (High Flow, 44%, £=116),



118
(Low Flow, 47%, £=752). Table 9 indicatea theae data.

Fifty-three percent (£=8) of the incidence of flow
in physical education claasses occurred at the higheat
level (9,9). Eleven percent (£=30) of the incidence of
flow in high flow classes and nine percent (£=152) in
low flow type claaseas occurred at the higheat level
(9,9).

The distribution of the skill-challenge reaponses
showed that of those responses not indicating flow, a
remarkable number may have been on the verge of flow. A
total of 59% (£=23) of phyaical education reasponsea were
either at flow or one level above or below the flow
channel Figure 4 indicatea these reaponsea. Sixty percent
(£=157) of the reaponsea in high flow claasea were
either at flow or within one level above or below the flow
channel (gsee Figure S5). In low flow claases 49.75%
(£=800) of the reaponsea were at flow or within one
level of the flow channel (see Figure 6).

Conclusions

Within the limitations of thisa investigation the
following conclusiona, based upon data collected and
analyzed, are offered. Thege concluaions are delineated
according to the queationa aet forth in the problem

atatement.
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Queation 1:

Are the any differencea among phyaical education,

high flow, and low flow type curriculum

classea on the dimenaiona compriaing the components

of cognitive efficiency, motivation, activation,

and affect, aa well as challenge and akill.

With the exception of the dimensiona ‘“‘ease of
concentration,'" meana reported for phyaical education
classea were the highest. Perhaps the phyaical,
participatory and asocial nature of physical education
partially accounted for higher meana on these
dimensiona. It is also poasible that the game and play
characteristica of physical education as.well as the
less rigidly structured nature of phyaical education

classes contributed to the higher means.

Cognitive Efficiency

Studenta in phyaical education clasases seemed to
concentrate at higher levela, while low flow type claases
concentrated with the moat eame. Low flow type clasases
were the moat aself-conacioua, while clarity waa highesat
in physical education classea.

Motivation

Physical education classes indicated a greater
degree of involvement than high flow type classes and
reported more freedom than either high flow or low flow
clasaes. Phyaical education clasases wanted moast to be

doing what they were doing.
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Activation

Low flow type classes reported that they were more
active than high flow type classea. Physical education
clasaea indicated that they were more alert, active, and
excited than high flow or low flow type claases.
Affect

Physical education classes exhibited more
friendlineaa than either high flow or low flow type
claaaes and were more aociable than low flow type
clasaes.

Question 2:

Are the any difference among phyaical education,

high flow, and low flow type curriculum
clasaea on the dimenaiona of thought and action.

Thouaht

Among five categories regarding astudent thoughta
when alerted, differencea were found among means on the
claaa typea (aee Table 6). Studentae in all three
claaaeas were thinking moat about clasawork though
physical education atudents indicated the highesat
percentage response level. To a lesaer extent atudenta
in each claaa were thinking about asocial/peraonal
thinga.
Action

Among four categories in the action dimenaion,

there were differencea among meansa in all three
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claaa types (see Table 7). Though atudenta in all three
class typea reported a high percentage of responaes
indicating they were doing clasawork, physical education
atudenta did aso to the greateat extent. To a leaser
extent atudenta in each class were doing aocial/personal
things.

Queation 3:
Are there any differences among phyaical
education, high flow, and low flow type classesa

on the frequency of flow (C=S).

Occurrence of Flow

A difference emerged between phyaical education,
high flow and low flow type classeas in the occurrence
of flow with physical education classes having the
higheat incidence of flow. A high incidence of no flow
was exhibited in each claas type (PE=62%, LF=75%, HF=68%).

Implications

Something seemed to be occurring in physasical
education clasaes which resulted in students having
a higher mean on moat of the dimenaiona compriaing the
componenta of cognitive efficiency, motivation,
activation, affect, and challengs and skilla. Further
study may provide more insight into these areas.

It is possible that the difference in nature of the
clasaea influenced the higher mean acorea. Perhapa the

nore aocial, leas rigid atructure and more game and
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play oriented nature of the clasa waa a contributing
factor. The naturally phyeical and participatory
nature of the clamames may alao have influenced the
outcome of scores.

Flow doea occur in all three typea of claasaea though
not with much frequency, aa Table 8 ashowa. An obvioua
explanation why atudents were not experiencing flow ia
that they were bored, as Table 9 indicates. This
suggests perhaps there are elements, such as the level
of challenge, which may contribute to the regulation of
flow in the classroom. It may also be plauaible to
encourage a better student understanding of what a
challenge ia, how to conatructively meet challengea, and
how one may grow from meeting challenges.

It may be posaible to enhance flow if teachera
and/or students were especially perceptive to the level
of challenges currently occurring and increased
challengea as one’a askillae increamed. This would require
unuaual effort on the part of teacheras and/or atudenta.

Recommendationa For Further Study

(1> It is recommended that aecondary athletes and
physical education studente be investigated to
compare flow and feelingsa,

(2) It is recommended that a aimilar study be

conducted in achoola which offer elective and
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4)

3)

6)
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required physical education.

It is recommended that the respongse aheet be
revised, aimplified and administered to a
sample of junior high atudents.

It ia recommended that a comparable atudy be
initiated, including additional variables,
such as grades, sex, socio-economic atatus,
and ao forth.

It ia ‘recommended that because thia atudy waa
carried out in a rural, small achool setting,
it may be beneficial to inveatigate and compare
a asample of atudentas in a amall, rural
setting to a aample in a larger, urban
educational setting.

It is recommended that a atudy be done to
compared the occurrence of flow in teachers

and atudenta.
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Appendix A:

Resporise Sheet



Respornse Sheet
Sex: Circle Orne Male Female
Date: Time Alerted:____ am pra Time Filled Out:___
As You Were Alerted:
What were you thinking about?

Nt Very Very
Well Well
7/ 1 c 3 4 S 6 7 8 9
How well were you + + + + + + + + + +
caricentrating?
Was it hard for you + + + + + + + + + +
to concentrate?
How self-corniscious + + + + + + + + + +

were you?
Were you irn control of your
actions? + + + + + + + + + +

Describe your mood as you were alerted:
very quite some rneither some quite very

+3 +& +1 @ -1 - -3
alert +++ ++ + - + ++ +++ drowsy
sad 4t ++ + - + ++ +++ happy
cheerful +++ ++ + - + ++ +++ irritable
weak +++ ++ + - + ++ +++ strong
friendly +++ ++ + - + ++ +++ angry
passive +4+ ++ + - + ++ +++ active
scciable +++ ++ + - + ++ +++ lonely
detached +++ ++ + - + ++  +++ involved
free +++ ++ + - + ++ +++ constraived
bored +4+4+ ++ + - + ++ +++ excited
clear +++ ++ + - + ++ +++ confused

@1 234567889

low high
Challerges of the activity + + + + + + + + + +

low high
Your skills in the activity + + + + + 4+ + + + +

not at very
Do you wish you had all much
been doing something + + + 4+ + + + + 4+ +

else?
EI T TR TR I I R T L 2 2 X TR T R T AR TR

Great thoughts, excuses, etc... (use back if necessary)
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Human Subjects Procedures Form

Tha Uatversity of lHorch Carolina
at Crecnsboro
. Schocl of Health, Physicel
Educacion, Kecrention & Dance
Greensboro, North Cerolina 22412

SELE
Date

Tos . G:L. Cj)""ou‘\.

The purposc of thia comuniention is to indicate the rcsults of the
revicw nade by the Human Subjcets Comuittec of your proposcd project

L&?“M-{'a‘i—!‘%q . M

The cvaluators have judpad your plans which euarantac the rights of hunan
subjcets to be

dpproved es proposad

[}
i Z ] Approved condicicnerlly pending

- s pmg ol LonX ffomm ot P {&4.:( -
P B gre, ofag proapel, agr- s~ W“?
%M#mz:r;{; AT 4 ‘61& Ajavf Cisc o, —‘y«
— dcm-*m-.d.r‘ml Conan, “*9"':5_-

l| I ot opprovad. Plcase contact the School Kuman Subjoct
Chair, for furcthar tafordation.

W2 approciata your cocpliance with Schnol/University regulations in chis
inportant nactey. Plunsd ranceher your coonitoent to potify the Coandttet in
the evant of eny changa(s) in your procodurc.

Stncm'-ely.

e

Chatr, School of #PERD
Pavisad 12/83 Nuean Subjaces Raview Comnittee
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Congsent Letter

Teachera:

Thank you for your cooperation. The meassage
immediately below ia regarding the enclosed informed consent
aheet. Pleaze have your atudents read the informed conaent
sheet. After reading thia consent form please aak any
students who are willing to participate in the atudy to sign
their name and date at the bottom of this pege and turn
these asheets back in to you immediately during thia homeroom
period. By signing each student agrees to participate in
this atudy. Teachers may fill out informed consent sheets
at the same time students in their class do.

Teachers, please read the following measage to your
studentst: THE MESSAGE IS: Your cooperation will be
appreciated in filling out the response sheet which you saw
at Wednesday’s assembly at certain timea during the week of
April 7-11. When you are alerted over the public addreas
syatem you will need to print the date and the time of day.
Then you will need only to anaswer the firast four queagtions
in your OWN WORDS. The other responsea will require you
circle the number which indicates how you feel at that
particular time. These response sheeta will be passed out
to you in classes during the above mentioned week for your
responses. Certain studentas will be asked to distribute and
collect these sheets. Thank you ALL for your cooperation.

Sincerely,

Gary Chandler
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INFORMED CONSENT#*
I underatand that the purpose of this atudy is to gain
better knowledge of the feelinga and attitudea of adolescent
secondary achool atudents. -

I confirm that my participation in thia atudy is entirely
voluntary. No coercion has been uzed to obtain my
cooperation.

I understand that I may withdraw my conasent and terminate
my participation at any time during the project.

I have been informed of the procedurea that will be used in
these class observationa and understand what will be
required of ne.

I underatand that all of my written and oral reasponaes will
remain completely anonymous.

I underatand that a aummary of the RESULTS of theae
observations will be made available to Mr. Rogers Ford,
Principal, Rivercrest High School, for the use of atudents
and teachers.

I wish to give my voluntary cooperation.

Teacher Signature Date

»Adapted from L.F. Locke and W.W. Spirduso. Proposals
that work. New York: Teachera College, Colunmbia
University, 1976, p. 237.



