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Abstract: This research is based on the Achievement Goal Theory, the Self-Determination Theory
and the Theory of Causal Attribution. The aim of this study was to determine how social goals,
perceived locus of causality and causal attribution, predict students’ goal orientations in physical
education and in different countries and cultures. The sample consisted of 2168 students (11 to 16
years), 423 from Costa Rica, 408 from Mexico and 1052 from Spain. Fieldwork was conducted in
2011 using the following instruments: the scale of 2x2 Achievement Goals, Social Goals Scale in
Physical Education, Perceived Locus of Causality questionnaire and Causal Attribution. We evalu-
ated the factor structure of each instrument with confirmatory analysis and hierarchical linear
regression. The importance of the study lies on the predictive analysis of the trend in the three
countries towards PE Achievement Goals, emphasizing the role of internal causal attribution as a
predictor of the approximation of achievement goals.
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Introduction

Physical Education aims at promoting teen-
agers’ commitment to and support of regular
leisure time physical and sports activity.
Physical Education (PE) provides students
with opportunities to improve their relation-
ships, cooperation and level of responsibil-
ity, as well as their skills. Therefore, it is im-
portant to understand the different personal
and situational factors affecting teenage stu-
dents’ motivation and to deepen the analy-
sis of their will to succeed, especially if we
bear in mind that motivational goals are pre-

dictors of behavioral persistence (Vallerand
& Bissonnette, 1992) and that other authors
such as Telama et al. (2005) have stated that
the practice of physical activity at an early
age is significantly linked to the practice of
physical activity in adulthood.

In this regard, the Achievement Goal
Theory, a social-cognitive theory, has been
one of the most widely used in recent years
in the field of motivation studies in achieve-
ment contexts in the area of education (Chen,
2001), in order to analyze how students ac-
quire, represent and use knowledge. When
this theory is applied to the academic field,
the dichotomous model explains that stu-
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dents can have task oriented mastery goals
(based on efforts and improvement in the
execution of tasks) or ego oriented perfor-
mance goals (the aim is to obtain results and
to show superiority in relation to other stu-
dents) (Ames, 1992; Nicholls, 1989). The 2x2
model (Elliot, 1999; Elliot & McGregor, 2001)
was created based on these ideas; this model
holds that the central element of achieve-
ment goals is competition and that the value
of this has to be taken into account rather
than only its form. Therefore, this model in-
cludes four potential goals: mastery-ap-
proach goals (absolute and intrapersonal
definition of competition and positive va-
lence), performance-approach goals (norma-
tive definition and positive valence), mas-
tery-avoidance goals (absolute and intra-
personal definition of competition and nega-
tive valence), and performance-avoidance
goals (normative definition and negative
valence). This instrument has been adapted
to PE (Guan, Xiang, McBride, & Bruene, 2006;
Wang, Biddle, & Elliot, 2007) and these stud-
ies have shown positive and significant cor-
relation across the four achievement goals.
Moreno, González-Cutre and Sicilia (2008)
carried out a 2x2 achievement goals study
with 813 students aged 11-16 years old and
found that the promotion of mastery-oriented
climates probably continues to lead to posi-
tive adaptation to physical activity. However,
Wang et al. (2007) noted that combined pro-
files including both high performance goals
and high mastery goals spark self-deter-
mined motivation in students as well as high
perception of competition, good inter-stu-
dent relationships, joy, effort, practice of
physical education, and low levels of bore-
dom and demotivation. However, some stud-
ies have found that task orientation is asso-
ciated with more positive affective and be-

havioral patterns as opposed to ego orienta-
tion, which is related to less adaptive pat-
terns. Furthermore, task orientation has been
found to be associated with higher levels of
sports practice outside the school (Cervelló
& Santos-Rosa, 2000). This relationship is
negative in the case of ego orientation.

If we take into account all the individual
and environmental agents and factors which
can affect teenage students’ success in this
educational stage, it is interesting to analyze
social goals when studying achievement
goals. Social goals are cognitive representa-
tions of the desired results at the social level
and its consequences depend on the type of
goals selected. Thus, students can also feel
competent and successful in spheres other
than the academic context (Urdan & Maehr,
1995); they can, for instance, have a social
skill, which allows them to interact with the
rest of the students. Following Guan,
McBride and Xiang (2006), we have de-
scribed two social goals in PE (even though
there are more, see e.g., Dweck, 1986): the
responsibility goal and the relationship goal.
The former refers to the willingness to fol-
low the different rules and social roles es-
tablished in class (Wentzel, 1991); students
try to behave responsibly and feel success-
ful when they achieve that goal. The latter
reflects a need to establish good relation-
ships and friendship with classmates (Ryan,
Hicks, & Midgley, 1997).

In recent times, Self-Determination Theory
(SDT) (Deci & Ryan, 1985, 2000; Ryan & Deci,
2000) has been widely used in motivation
studies carried out in the field of Physical
Education. This theory is understood as a
continuum on which different levels of self-
determination are established: the highest
degree is seen in an intrinsically motivated
person; extrinsically motivated people show
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a lower level and demotivated people are
those showing the lowest level of self-deter-
mination. In terms of extrinsic motivation, it
is worth noting that it refers to behaviors
disclosed due to instrumental reasons or ex-
ternal sources and according to Deci and
Ryan (1985, 2000), we can differentiate the
following types of regulation in descending
order according to level of self-determina-
tion: integrated, identified, introjected and
external regulation. Integrated regulation
would be the case of students who fully in-
volve themselves in PE classes because
physical activity is part of their lifestyle. Iden-
tified regulation reflects practice carried out
by students because they are aware of the
importance and the benefits of Physical Edu-
cation. As to introjected regulation, it refers
to students who actively participate in class,
as otherwise they would feel guilty and bad
about themselves. Finally, external regulation
is associated with those students who par-
ticipate in class just because they have to;
educational institutions stipulate this and
failing to join in would imply punishment.
The literature includes a great number of PE
studies based on this theory (see e.g.,
Méndez-Giménez, Fernández-Río, Cecchini,
& González, 2013).

Another theory worth highlighting when
it comes to explaining students’ motivation
in class is Weiner’s Attribution Theory
(Weiner 1986, 1995). According to Weiner,
within achievement contexts the model starts
with a result which, depending on whether
subjects regard it as success or failure pro-
duces a positive or negative feeling (Navas,
Holgado, Soriano, & Sampascual, 2008).
Therefore, students’ success in PE classes
can be explained in different ways: students’
ability, efforts, task difficulty and luck. Thus,
associations of causes and events are made

at all times when execution contexts are stud-
ied and sports and academic contexts can
serve as examples (Malico, Rosado, Cabrita,
& Lancho, 2010). When a student finds this
cause, they place it on a causal dimension,
which is in turn highly related to affective
reactions and expectations of success. Thus,
the literature shows that one of the signifi-
cant factors in school performance is the
importance students attach to their academic
success or failure (Mascarenhas, Almeida,
& Barca 2005). However, studies carried
out in the sports context have been scant
(Malico et al., 2010), and even more so in the
PE field.

In view of the above, the aim of this study
is to find out how social goals, the perceived
causality locus and causal attribution pre-
dict goal orientations in PE students in dif-
ferent countries and cultures. As hypothesis,
we have estimated the role of internal causal
attribution as a predictor of the approxima-
tion of achievement goals and the sample of
three countries.

Method

Participants

2168 students in their first year of second-
ary education participated in this study; they
were randomly selected to take part in a lon-
gitudinal study in Costa Rica (423), Mexico
(408) and Spain (1337), 1052 were male
(50.4%), 1037 female (49.6%) and 79 students
who did not specify gender. 86.6% were from
state schools and 13.4% charter schools. The
age range was 11 to 16 years old (M = 12.49;
SD = .81) with the median age for boys being
12.53 (SD = .87) and 12.44 for girls (SD = .74).
The fieldwork was carried out between Feb-
ruary and June, 2011.
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Procedure

We asked schools for permission to carry
out research in a letter explaining the aims of
the study and how it would be carried out; a
model of the instrument to be used was at-
tached. This instrument was self-adminis-
tered and it was applied on a large scale; it
was filled in anonymously during a school
day, with prior agreement and training given
by the evaluators. Subjects were briefed on
the object of the study, its voluntary nature
and on the absolute confidentiality for the
answers and data management. It was fur-
ther explained to them that there were no
correct or incorrect answers and they were
asked to reply with maximum sincerity and
honesty. Only students whose parents and
tutors had given informed consent partici-
pated in the study. The Bioethics Committee
of the Universidad de Murcia approved the
studied. The data presented in this paper
corresponds to the first data collection of
the longitudinal study and establishes its
baseline.

Instruments

2x2 Achievement Goals adapted to PE by
Moreno et al. (2008), Spanish version by
Wang et al. (2007), created to measure
achievement goal orientations in PE stu-
dents. The original instrument includes 12
items and 4 subscales (three items per fac-
tor): mastery-approach, mastery-avoidance,
performance-approach and performance-
avoidance. The header read: “In my Physi-
cal Education class…”. The answers were
collected on a Likert scale from 1 (totally dis-
agree) to 7 (totally agree). The internal con-
sistency values in the original subscales

were: mastery-approach ( = .70), mastery-
avoidance (  = .71), performance-approach
( = .72) and performance-avoidance ( =
.67).

Metas Sociales en Educación Física by
Moreno et al. (2008), a Spanish version of
Social Goal Scale-Physical Education by
Guan et al. (2006), created to measure respon-
sibility through five items and the relation-
ship goal through six items. The header read:
“In my Physical Education class…” The an-
swers were collected on a Likert scale from
1 (totally disagree) to 7 (totally agree). The
internal consistency values in the original
subscales were: responsibility ( = .73) and
relationship ( = .75).

Locus Percibido de Causalidad by
Moreno, González-Cutre and Chillón (2009),
a Spanish version of Perceived Locus of
Causality Scale by Goudas, Biddle and Fox
(1994), created to measure the different forms
of motivation established by Self-Determi-
nation Theory in the context of Physical Edu-
cation: intrinsic motivation, external regula-
tion, introjected regulation, identified regu-
lation and amotivation. It includes 20 items
distributed on the seven subscales previ-
ously mentioned. The header read: “I par-
ticipate in this Physical Education class…”
Answers were scored on a 7 point Likert scale
from 1 (totally disagree) to 7 (totally agree).
This instrument allow the estimation of a glo-
bal index of self-determined motivation in PE
classes by combining the different subscales:
Self-Determination Index (SDI)) = (2 x intrin-
sic motivation + identified regulation) –
[(introjected regulation + external regulation)
/ 2 + 2 x demotivation] (Vallerand &
Rousseau, 2001). The internal consistency
values of the original subscales were: intrin-
sic motivation (a = .75), external regulation
( = .70), introjected regulation ( = .61),
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identified regulation ( = .74) and amoti-
vation ( = .76).

 Causal Attribution by Navas et al. (2008),
created to estimate students’ causal attribu-
tions in PE classes. It includes 7 items dis-
tributed on two scales measuring internal
attribution (4 items) and external attribution
(3 items). Subjects pointed out their level of
agreement with the items and their answers
were collected on a Likert scale from 1 (to-
tally disagree) to 7 (totally agree). The in-
ternal consistency values of the original
subscales were: intrinsic attribution ( =
.68), external attribution ( = .65).

Instrument Psychometric Properties

Psychometric properties were estimated
following the analysis procedure set up by
Carretero-Dios and Pérez (2005). None of the
items were eliminated post analysis as they
all satisfied the requirements (> .30 value in
item-total corrected correlation coefficient,
> 1 standard deviation; all the answer op-

tions were used). The homogeneity analysis
showed no item overlapping across theoreti-
cal dimensions on both questionnaires. The
asymmetry and kurtosis indices were close
to zero and < 2.0 as recommended by Bollen
and Long (1994), which indicates similarity
to the univariate standard curve. The factor
validity of the four instruments was analyzed
with CFA Bootstrapping and the maximum
likelihood procedure, an estimation of struc-
tural equation models, which assumes nor-
mal univariate distribution and a continuous
scale given that the bulk of the data lack
multivariate standardization, which violates
one of the basic rules of CFA.

The model’s fit to the data was assessed
by means of combining absolute and rela-
tive fit indices. The four scales show correct
values, which allow for establishing an ac-
ceptable fit to the original model (Hoyle, 1995;
Hu & Bentler, 1999; Kline, 1998) as seen in
the results obtained. The standardized rela-
tion coefficients of the latent variable with
each of the items ranged between .64 and

Table 1 Model fit indices 
  χ2/df TLI  IFI CFI RMSEA SRMR 

Costa Rica 
(n = 360) 

2x2 Achievement Goals 2.88 .97 .98 .98 .06 .02 
Social Goal Scale-Physical Education 
(SGSPE) 2.70 .99 .98 .98 .06 .02 

Perceived Locus of Causality (PLOC) 3.08 .96 .95 .96 .07 .04 
Causal Attribution 4.82 .97 .94 .97 .07 .04 

        

Mexico 
(n = 389) 

2x2 Achievement Goals 4.22 .92 .94 .94 .08 .04 
Social Goal Scale-Physical Education 
(SGSPE) 4.07 .96 .94 .95 .07 .03 

Perceived Locus of Causality (PLOC) 4.27 .91 .90 .91 .07 .04 
Causal Attribution 4.53 .96 .94 .96 .07 .04 

        

Spain 
(n = 1062) 

2x2 Achievement Goals 4.07 .96 .97 .97 .07 .03 
Social Goal Scale-Physical Education 
(SGSPE) 4.92 .99 .98 .99 .06 .01 

Perceived Locus of Causality (PLOC) 4.37 .96 .96 .96 .06 .04 
Causal Attribution 4.21 .96 .94 .96 .07 .04 

 Desirable < 5 > .9 > .9 > .9 < .08  < .05 
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.99; standardized factor loads were > 60 in
all cases and t-value was always > 1.96,
which guarantees convergent validity of all
the instruments used in this study (Hair,
Black, Babin, & Anderson, 2009). Table 2
shows Cronbach’s alpha coefficients. All the
subscales showed satisfactory internal con-
sistency (between  = .70 and  = .95).

Data Analysis

Item and homogeneity analyses, subscales’
correlations (Pearson coefficient), internal
consistency (Cronbach’s alpha), gender
mean differences (t Student), correlations
across all the subscales dimensions and hi-
erarchical linear regression were carried out
with SPSS 17.0. The factor structure was as-

sessed with AMOS 21.0 confirmatory factor
analysis (CFA).

Results

Descriptive Statistics

As seen in Table 2, the variance analysis
shows statistically significant mean differ-
ences (p < .001) in each of the variables ana-
lyzed across countries. The results of the
Bonferroni homogenous subsets show that
three different subsets can be defined for
most of the variables corresponding to each
country, as reflected in Vílchez (2013). As for
goal orientations, the highest scores are in
mastery-approach (M = 5.88, SD = 1.21,
Mexico) and the lowest are seen in perfor-

Table 2 Alpha coefficient (α), mean (M) and standard deviation (SD) for 2 X 2 Achievement 
Goals, Perceived Competition, Social Goal Scale-Physical Education (SGSPE), Perceived Locus 
of Causality (PLOC) and Causal Attributions. Cross-country differences 

Questionnaires’ subscales 
Costa Rica 
(n = 360) 

Mexico 
(n = 389) 

Spain 
(n = 1062) F Sig. 

α M SD α M SD α M SD 
2x2 Achievment goals            

Performance-approach .91 4.66 1.80 .88 5.11 1.66 .88 4.14 1.73 47.99 .000 
Mastery-approach .76 5.31 1.50 .80 5.88 1.21 .79 5.43 1.39 19.46 .000 
Performance-avoidance .81 4.91 1.58 .72 5.31 1.37 .71 4.59 1.53 33.76 .000 
Mastery-avoidance .84 4.92 1.52 .76 5.17 1.39 .81 4.68 1.43 17.33 .000 

Social Goals in Physical 
Education            

Responsibility .90 5.49 1.26 .89 5.84 1.17 .92 5.44 1.32 14.15 .000 
Relationship .88 5.42 1.23 .94 5.82 1.17 .93 5.48 1.28 12.64 .000 

Perceived Locus of Causality            
Intrinsic Motivation .92 5.40 1.48 .85 5.95 1.10 .90 5.36 1.36 28.43 .000 
Identified Regulation .79 5.33 1.34 .74 5.77 1.14 .87 5.04 1.46 40.77 .000 
Introjected regulation .81 5.03 1.44 .77 5.55 1.23 .81 4.75 1.40 47.36 .000 
External regulation .89 4.63 1.66 .79 5.21 1.38 .79 4.39 1.48 42.06 .000 
Amotivation .93 4.11 1.85 .85 4.39 1.76 .91 3.37 1.72 57.40 .000 
IAD PLOC .95 3.04 5.25 .93 3.34 4.43 .93 4.13 5.53 7.25 .001 

Causal Attribution            
Internal .86 4.12 .88 .77 4.32 .63 .79 3.94 .81 33.73 .000 
External .72 3.54 1.06 .70 3.69 .93 .76 3.17 .96 47.90 .000 

* p < .05, ** p < .01, *** p < .001 
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mance-approach (M = 4.14, SD = 1.73, Spain)
in all three countries, with small differences
amongst variables. Similarly, Mexican stu-
dents obtain the highest scores in all four
subscales, followed by Costa Ricans and
Spaniards.

The social goals in PE show high means
for the responsibility and relationship vari-
ables and they are also very similar across
all three countries, Mexican students (M =
5.84, SD = 1.17, M = 5.82, SD = 1.17, respec-
tively) being slightly above Costa Rican and
Spanish students. As to perceived locus of
causality, again Mexicans have mean values
above those of Costa Ricans and Spaniards
in each of the variables but the differences
are not significant. An important increase in
the means is observed as self-determination
levels go up, values for Mexicans ranging
from M = 4.39 (SD = 1.76) in amotivation to
M = 5.95 (SD = 1.10) in intrinsic motivation.
However, Spanish students are the ones
showing the highest level of self-determina-
tion, (M = 4.13, SD = 5.53) with significant
differences when compared to Costa Ricans
(M = 3.04, SD = 5.25). The internal causal
attributions show high means for the three
countries, being slightly higher in the case
of Mexican students (M = 4.32, SD = .63).
Internal causal attributions show lower
means, Spanish students showing the low-
est values (M = 3.17, SD = .96).

Relationships of Goal Orientations to So-
cial Goals, Perceived Locus of Causality and
Causal Attribution

Table 3 shows that the results of the esti-
mated correlations are very similar across the
three countries, and we can see that the corre-
lations amongst the four variables composing
goal orientations are high. On the other hand,

performance-approach, performance-avoid-
ance and mastery-avoidance have low, mod-
erate and positive correlation with the rest of
the variables and mastery-approach does not
correlate with amotivation. Furthermore, it is
worth noting that external causal attributions
show the lowest correlation values.

Multivariate Regression Analysis

Next, a multivariate linear regression analy-
sis was carried out taking the goal orienta-
tions mean scores as dependent variables
(performance-approach, mastery-approach
performance-avoidance and mastery-avoid-
ance) and each of the social goals, perceived
locus of causality and causal attribution vari-
ables as predictors. Finally, country was the
selection variable. The result of this analy-
sis was a number of solid models, which ex-
plained a great part of the variance in each
country, between 21% and 45%.

This analysis allowed for the extraction of
the R2 value to explain variance, the Beta
value to explain variable prediction, and the
F value to find out whether there was a rela-
tionship between the selected variables and
their significance (Table 4). The models show
that in Mexico performance-approach can
be significantly predicted by high scores in
amotivation and internal attributions (25%
of variance). However, in Costa Rica and
Spain this would be predicted by high scores
in introjected regulation and external attri-
butions as well and in the case of Costa Rica
also in responsibility (43% of variance in
Costa Rica and 30% in Spain). Furthermore,
in Costa Rica mastery-approach can be sig-
nificantly predicted by high scores in respon-
sibility, introjected regulation, identified regu-
lation and internal attributions and by low
scores in external regulation (45% of vari-
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ance). In Mexico it is predicted by high
scores in intrinsic motivation, identified regu-
lation and internal attributions (24% of vari-
ance). In Spain it can be significantly pre-
dicted by high scores in responsibility, in-
trinsic motivation, introjected regulation,
identified regulation and internal attributions
(45% of variance). Both in the case of Costa
Rica and Spain, performance-avoidance can
be significantly predicted by high scores in
responsibility, introjected regulation and
amotivation, and by internal attributions in
Costa Rica and external regulation in Spain
(38% of variance in Costa Rica and 30% in
Spain). However, it can only be predicted by
external regulation and internal attributions
in Mexico (21% of variance).

Finally, the mastery-avoidance models can
be significantly predicted in Costa Rica
and Spain by high scores in responsibility,
identified regulation and amotivation and
by internal attributions in Costa Rica and
introjected regulation in Spain (35% of vari-
ance in Costa Rica and 26% in Spain). How-
ever, it can only be predicted by external regu-
lation and internal attributions in Mexico
(24% of variance).

Discussion and Conclusions

The aim of this study was to analyze how
social goals, perceived locus of causality and
causal attribution can predict goal orienta-
tions in PE students in Costa Rica, Spain and
Mexico. Therefore, its importance lies in the
predictive analysis of the tendency these
three countries show in terms of Achieve-
ment Goals in PE using the 2x2 scale, which
has still not been widely used in studies on
secondary students (Cechini, González,
Méndez-Giménez, & Fernández-Río, 2011). If
we take into account the results to date found

in the literature, the study of the reasons and
motives which lead students to become ac-
tively involved in class tasks is proved to be
of relevance, given the impact this can have
on students’ lasting leisure time physical
activity (Granero-Gallegos, Baena-Extremera,
Pérez-Quero, Ortiz-Camacho, & Bracho-
Amador, 2012; Lanuza, Ponce de León, Sanz,
& Valdemoros, 2012), this being the main
object of school Physical Education.

This study obtained the highest mean
scores in the mastery-approach subscale and
the lowest ones in the performance-approach
dimension. These results are similar for teen-
age students across the three countries stud-
ied, so it is safe to affirm that this is the over-
all tendency in the PE students analyzed
(2168 students) and that it is in line with the
work by Cecchini et al. (2011), Cervelló,
Moreno, Martínez, Freís and Moya (2011),
Méndez-Giménez et al. (2013) and Ruiz and
Casado (2012). Furthermore, it is worth not-
ing that the highest values in mastery-ap-
proach were obtained by Mexican students,
while Spanish students scored the lowest in
performance-approach. These results are
likely to be the product of cultural differ-
ences, according to the studied sample.

Regarding social goals, the sample of two
Latin American countries show the highest
values in responsibility, whereas Spanish
students of this study scored higher in rela-
tionship. Again, cultural differences seem to
be behind the fact that Latin American stu-
dents of this research feel more successful
when they behave responsibly and base their
behavior in the observance of social rules
and roles. However, the data shows that
Spanish students feel a stronger need to es-
tablish relationships and friendship with their
classmates. In any case, the analyzed sample
of the three countries show a tendency to
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medium and high scores in both dimensions,
and research on PE has shown that this can
have positive consequences in terms of ef-
fort, persistence, intrinsic motivation and
satisfaction in students (Guan et al., 2006;
Moreno-Murcia, Cervelló, Montero, Vera, &
García, 2012).

In terms of the perceived locus according
to the studied sample, the overall tendency
is for high scores in intrinsic motivation and
lower scores in amotivation, Spain showing
a higher level of self-determination. This data
is in line with some recent studies showing
high mean scores in intrinsic motivation and
lower scores in amotivation (Moreno-
Murcia, Zomeño, Marín, Ruiz, & Cervelló,
2013). Some of these studies show that high
levels of intrinsic motivation translate into
higher probabilities of students becoming
physically active by themselves (Lim &
Wang, 2009), and even of doing more than
three hours a week of physical activity out-
side the school (Granero-Gallegos et al.,
2012).

In the case of causal attribution, and in
line with Navas et al. (2008), students of
this research take into account the classic
causal attributions in achievement contexts
when it comes to explaining their academic
performance in PE classes. Moreover, in line
with Navas et al. (2008) in their work with
students from Valencia and also with
Mascarenhas et al. (2005), who worked with
Portuguese students, the data in this study
indicates that the overall tendency across
the three countries studied is higher scores
in internal motivation factors (doing some-
thing which is not easy for others, effort,
skills and ability).

Regarding the predictive analysis, it is
worth noting that in the case of performance-
approach Elliot and Conroy (2005) carried out

a study on sports and concluded that stimuli
could be regarded as positive (surely due to
the fact that it was situated in a competitive
context based on victory), but that they could
also distract the subject from executing the
task in an optimum way and lead to negative
outcomes. The latter is the case in this study,
given that in the sample of the three coun-
tries studied the tendency is for this goal to
be predicted by amotivation; it is in fact the
case in Spanish students where the predic-
tion relationship is stronger and more sig-
nificant. Furthermore, there is also an overall
tendency in the analyzed students towards
internal factors of motivation (causal attri-
bution) positively and significantly predict-
ing performance-approach. It is worth high-
lighting that this relationship is stronger in
Costa Rica, as seen in the results of the re-
gressive analysis (Table 4) and supported
by the correlation relationships (Table 3). In
any case, it seems clear that students think
that their efforts and capacity will make them
achieve this goal. In fact, this internal causal
attribution is an important predictor in all
cases expect for mastery-approach. These
results corroborate the findings in Méndez-
Giménez et al. (2013), which refer to the vari-
ety of profiles and the multiple goal perspec-
tives, which students can adopt.

Furthermore, Valenzuela (2007) affirms that
students establish a series of concepts –
expectations – which affect activity at the
start of a new task depending on the attribu-
tion they award to the causes leading to ef-
fective or ineffective performances. There-
fore, the explanations students give of the
results they obtain in the execution of a task
and their attributional classification has
great impact on further learning.

With regard to performance-avoidance
goals, the results of this paper show that
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they are predicted in a positive and signifi-
cant way in Costa Rican and Spanish stu-
dents mainly by introjected regulation; re-
sponsibility and amotivation goals also pre-
dict performance-avoidance though the re-
lationship is lower. These students’ motiva-
tion analyzed would be to avoid failure and
avoid looking incompetent in the eyes of their
classmates. However, the correlation of the
responsibility subscale is striking. The data
corroborates the study by Méndez-Giménez
et al. (2013) given that the low level of
achievement goals is related to low efforts,
social relationship and high demotivation.
According to Navas et al. (2008), perfor-
mance-avoidance goals are deemed negative
for those tasks requiring total concentration
and mental disposition. In fact, the results
obtained with these students show that this
goal is predicted mainly by amotivation.

As to the 2x2 scale, empirical evidence
shows that mastery-approach goals are re-
lated to more positive consequences (Moller
& Elliot, 2006) such as the intention of prac-
ticing sports, effort, autonomy and compe-
tence (Méndez-Giménez et al., 2013). The re-
sults obtained with 2168 students show that
mastery-approach is predicted by introjected
regulation and responsibility, especially in
the case of Costa Rica and Spain. Further-
more, the mastery-approach goal is predicted
by internal motivation factors in all analyzed
sample of the three countries, although the
relationship is stronger in the Latin Ameri-
can countries. These results are in line with
those found by Wang et al. (2007) and
Méndez-Giménez et al. (2013); both studies
carried out a cluster analysis and proved that
students with high achievement goals (high
values in mastery-approach), showed high
levels of self-determined motivation, relation-
ships, joy, effort and PE practice and low lev-

els of boredom and demotivation. Other stud-
ies (Elliot, 1999; Elliot & Conroy, 2005; Moller
& Elliot, 2006) have also shown empirical
evidence of mastery-approach goals being
related to positive consequences in students.
Elliot and McGregor (2001), for their part,
state that mastery-avoidance goals seem to
be more positive than performance-avoid-
ance goals but less so than mastery-ap-
proach. The results in our study do not cor-
roborate this, given that responsibility is also
present in the prediction of mastery-avoid-
ance and performance-avoidance in Costa
Rica and Spain.

In terms of mastery-avoidance, the results
with this sample show a similarity between
both goals and across countries and they
are predicted mainly by identified regulation,
amotivation and the responsibility goal in
Costa Rica and Spain. In the case of Mexico,
the prediction relationship both from exter-
nal regulation and internal causes is low.
Following Anderman and Anderman (1999),
these goals would correspond to students
who attribute less importance to learning,
with low levels of responsibility, of personal
improvement intent and efforts. However, the
results in our study do not corroborate these
ideas and are more in line with Méndez-
Giménez et al. (2013) and Wang et al. (2007),
studies in which the mastery goals profile
included high levels of mastery-avoidance.
In terms of Physical Education, when it
comes to promoting positive behaviors in
class, studies show that mastery-avoidance
goals seem to be more suitable than perfor-
mance-avoidance goals but less so than
mastery-approach (Elliot & McGregor, 2001).
In our case, those differences are not so clear.

To conclude, the contribution of this study
to the specialized literature should be high-
lighted; it shows overall tendencies across a
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sample from the three different countries in
relation to scales so far not widely used in
PE and which should be further studied. In
view of this, the role of internal causal attri-
bution as a predictor of achievement goals
approach is worth noting. This should be
read as a clue helping address topics and
organization in PE classes, given the fact that
students seem to respond to tasks involv-
ing efforts, skills and abilities rather than ex-
clusively to tasks focused on merely recre-
ational and entertainment activities, tasks
which award attendance and participation
and lacking clear objectives on which stu-
dents can focus their efforts. Tasks with clear
accessible goals are also necessary but they
should involve and value students’ efforts
to achieve them. In this regard, climates in
which students can clearly see what they
need to do and thus focus their efforts should
be promoted. The role of responsibility and
relationships with peers in secondary class-
rooms should also be highlighted in view of
the high values found across the three coun-
tries and the role of responsibility, as a pre-
dictor of mastery activities should also be
underscored. In this regard, Moreno et al.
(2012) recently found that this dimension is
a predictor of students’ efforts and there is
another study (Moreno-Murcia, Huéscar, &
Cervelló, 2012), which shows that it has an
impact on students’ intentions to continue
practicing physical and sports activity.
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