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Abstract Background/Objectives: Dance is part of the
National Curriculum for schools in the United Kingdom (UK)
and many schools also offer dance as an extra-curricular
activity. However, motivation to participate appears to be
low. The purpose of this study was to identify the beliefs of
UK adolescent school pupils that underpin motivation to
participate in extra-curricular dance based on the Theory of
Planned Behaviour (TPB) [1]. Method/Design: We
employed a semi-qualitative method to elicit salient outcome
(instrumental and affective), normative and control beliefs
about extra-curricular dance participation. Participants were
28 schoolchildren aged 11-13. Content analysis was used to
quantify the beliefs cited based on sample frequency. Results:
The most cited three instrumental outcome beliefs were, in
rank order, use of time, enjoyment, and impact on ability.
Affective outcome beliefs were enjoyment, socialising, and
expressing myself. Social referents were family, peers, and
(non-dance) teachers. Control beliefs were accessibility,
dance competence, and time and commitments. Conclusions:
The results presented represent the beliefs of a small sample
of schoolchildren regarding their motivation for
extra-curricular dance participation. Ultimately these beliefs
can be used to aid the development of strategies to enhance
motivation for extra-curricular activities such as dance with
this age group.
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1. Introduction

Extra-curricular physical activity is ‘the provision of
activities outside of the formal PE curriculum’ [2]. In the
UK, most schools offer a range of activities outside regular
school hours. However, only 41% of young people in the UK
take part in physical activities organised by schools outside
of curriculum time [3]. A number of factors underpin the
provision of extra-curricular physical activity within any one
school, one important consideration is the interplay between

what the school is able to provide and what the pupils are
willing to participate in [4]. Understanding motivation to
participate is an important consideration if the aim is to
encourage participation in the activities a school has to offer.

Previous research demonstrates that extra-curricular
physical activity is worthwhile as it is a contributing factor
for attaining adolescent physical activity guidelines [5,6]
and has a significant influence on lifelong participation in
physical activity [7]. Participation in extra-curricular
physical activity is also beneficial for physical and
psychological health, such as maintaining higher
health-related fitness and more positive self-perception [8,9].
However, participation in physical activities in general
appears to be low in adolescence, decreasing from the age of
11 to its lowest by age 16, particularly in girls [3].

One type of extra-curricular physical activity offered by
schools is dance. Dance is part of the National Curriculum
and shares the health and fitness aims and objectives of PE
in the UK [10]. As a lifestyle activity, the popularity of
dance continues to grow and the numbers of adults taking
part in recreational dance have increased since the
mid-1990s [3]. In addition to health benefits, dance promotes
individual as well as small group activity, which has been
found to help some pupils avoid potentially embarrassing
situations that can negatively impact their self-esteem [11].

Although popular with adolescent girls, dance as part of
the PE curriculum and as an extra-curricular activity is
unpopular with boys [4,12]. The need to promote positive
attitudes to dance among males is acknowledged by the
Arts Council [13], and is supported by empirical research in
the UK [14]. Encouraging females to take part in
extra-curricular dance is also important given the accelerated
decline reported in physical activity throughout adolescence
[15]. In order to encourage participation of pupils attending
schools offering dance, it is first necessary to understand
why there is low participation motivation.

Participation involves a decision to carry out a
behavioural action and therefore may be better understood
from the perspective of a social cognitive model such as the
Theory of Planned Behaviour [1,16]. This model explains
the decision process that underlies motivation for behaviour.
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The TPB has been utilised extensively to predict a range of
behaviours including leisure time physical activity [17].
However, no prior work has applied the TPB specifically to
extra-curricular dance participation.

According to the TPB, the strongest predictor of
behaviour is a person’s intention. Intention is a function of
three distinct social cognitive variables: attitude; subjective
norm and perceived behavioural control. Attitude is
conceptualised as the favourableness of an action and is
considered to be a composite of salient outcome beliefs
regarding the perceived positive and negative consequences
of behavioural enactment. A focus on attitude is important
as attitude is consistently found to be the strongest
determinant of physical activity motivation [18]. A
conceptual distinction is made between two types of
outcome beliefs. Instrumental beliefs are beliefs about the
“costs and benefits of engaging in the behaviour” [19].
Affective beliefs are beliefs about the “positive or negative
feelings derived from the behaviour” [19]. The distinction is
supported by findings that the content of outcome beliefs can
differ depending on whether questions aim to elicit
instrumental or affective beliefs [19-21]. The distinction is
relevant in the present study as affective components of
attitude are often a stronger determinant of physical activity
intention than instrumental ones (see [20,22]). Both
instrumental and affective beliefs therefore should be
assessed in the context of extra-curricular dance.

Subjective norm is the perception of social pressure and
reflects perception of whether a person or group is
supportive or opposed to the behaviour. Normative beliefs
are the social referents identified as relevant in the context of
the target behaviour. For example, teachers may influence
pupils’ decisions to take part in extra-curricular dance. The
third determinant, perceived behavioural control,
incorporates the concept of self-efficacy or confidence in
ability, and reflects the ease or difficulty of performing an
activity when barriers or facilitators arise. Control beliefs are
therefore the perceived personal and situational participation
barriers and facilitators. For example, the accessibility of the
venue or a child’s perceived level of dance competence may
impact upon their decision to attend extra-curricular dance.

According to the TPB, changes in motivational intention
and consequent behaviour will occur if the outcome,
normative and control beliefs that support the behaviour are
enhanced [1]. Understanding the beliefs that underpin
participation motivation may therefore ultimately offer
insight into ways of promoting school based extra-curricular
dance. The aim of this paper therefore is to identify the
salient affective and instrumental outcomes, normative and
control beliefs that underpin motivation for participation in
extra-curricular dance with UK adolescent school pupils.

2. Materials and Methods

2.1. Design

A cross-sectional design followed the procedural

guidelines of Ajzen [23]. A semi-structured questionnaire
was used with a method of rapid elicitation to identify a
modal set of salient beliefs about taking part in
extra-curricular dance.

2.2. Participants

Participants were an opportunity sample of 28 adolescents
(aged 11-13) selected from one secondary school in the
North East of England. There were 12 males and 16 females
(M 12.5 years, SD 0.57).

2.3. Procedure

A pilot study was first carried out to check for suitability
of the language used with a class of school pupils equivalent
in age to the youngest participant in the main study.
Participants were presented with eight open questions in the
form of a semi-structured questionnaire. Participants were
instructed to give as many verbal responses as they could.
The researcher wrote down their responses and explained
questions if requested. On completion of data collection, all
participants were offered the opportunity to ask any
questions. This study was approved by the university ethics
committee.

2.4. Measures

The target behaviour was defined as ‘taking part in dance
in school as an extra-curricular activity within the next two
weeks’. Instrumental and affective outcome beliefs were
elicited with a request to list the ‘advantages’ and
‘disadvantages’ and the ‘things you would like’ and ‘things
you would dislike’ respectively. Normative beliefs were
elicited by asking for ‘people or groups of people’ who
would ‘approve’ and ‘disapprove’ respectively. Control
beliefs were elicited by asking for personal or situational
circumstances that would ‘make it easy’ and ‘make it hard’
to participate. The order in which the questions were
presented remained the same throughout as previous
research suggests that responses are not influenced by
question order [21]. Instrumental outcome beliefs were
elicited first followed by affective outcome beliefs,
normative beliefs, and finally control beliefs.

2.5. Data Analysis

Content analysis was used to identify the most frequently
cited words and phrases in response to the eight categories
described above. A code frame was then used by two
researchers familiar with the TPB, to code the content of all
28 questionnaires. Inter-rater reliability, measured by
Cohen’s kappa, ranged from .82 to .96 indicating an
excellent level of agreement.

3. Results
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Modal sets are presented in Tables 1 to 8. The line
indicates which belief categories were cited by 20% or more
of the sample. Outcome, normative, and control beliefs
were coded and are presented in rank order from the most
frequently cited to the least. Due to the small sample size and
minimal differences in the categories that emerged, data are
not differentiated between boys and girls.

3.1. Outcome Beliefs

Responses to open questions about instrumental and
affective outcome beliefs are illustrated in Tables 1 to 4.

Table 1. Modal set of instrumental outcome beliefs for dance as an
extra-curricular activity

Belief category  SampleFrequency Sample Frequency
Percentage (%0)
Use of ime 21 15
Enjovment 13
Tmpact on shility 1
Hezlth znd fimess 14
Awzyto socizhise 14
Embarrassment
Motivation
Expressmg mysslf
Percerved 25 fommme
Music

Unclzssifizble
No-onse'den'tlmow
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Note: the line represents the cut-off point for beliefs included within the
modal set.

Table 2. Modal set of affective outcome beliefs for dance as an
extra-curricular activity

Belief category  Sample Frequency Sample Frequency

Percentage (%)

Enjovment 18 642
Awzvite socizlise 15 333
Expressmg myself 14 50.0
Uszoftime 10 337
Impzct on zbidity 10 357
Embearrassment g 321
Motivation g 283
Muzic i 21.4
Percaivad 23 feminims 3 178
Hezzlth and fimess 4 142
Unclzzsifizble f 214
No-one'don’tkmow 1 33

Enjoyment, a way to socialise, use of time, impact on
ability and embarrassment emerged as both instrumental and
affective beliefs (see Tables 1 and 2). There were however
differences in the number and content of beliefs selected to
make up a modal set (see Table 2). Six instrumental outcome
beliefs were cited by 20% or more of the sample in
comparison with eight affective outcome beliefs. ‘Health and
fitness’, for example, was cited as an instrumental belief by

50% of the sample, however less than 20% cited this as an
affective belief. Similarly, although ‘motivation” and ‘music’
were cited with enough frequency to be selected in the
affective modal set, neither were included in the instrumental
modal set.

Table 3. Advantages and disadvantages of dance as an extra-curricular
activity

Advantages Disadvantages

Belief Sample Sample Sample Sample
Category  frequency frequency frequency  frequency

Percentage (%) percentage (%)
Enjovment 16 3571 3 17.8
Impact on bility 14 30,0 7 25.0
Hezlth and fimess 14 300 1 33
Awavto socizlise 1 50.0 2 11
Uszoftime 10 357 3 642
Expressmg myself 3 10.7 33
Motivation 0 142

0 7 23.0

s femmme 0 E] 10.7

Music 0 0
Unclzssifizble 1 33 8 28.3
No-one'don’tlmow 0 0

Table 4. Likes and dislikes of dance as an extra-curricular activity

Likes Dislikes
Belief Sample  Sample Sample  Sample
Category  frequency freguency frequency  frequency

Percentage (%) percentage (%0}

Expressmgmyself 12 300 3 17.8
Awszyvte socizlise 13 454 0
Enjoyment 11 3 11 392
Music 6 214 0
Impact on 2bility 4 122 0 -
Ilotrvation 4 122 3 17.3
Hezlth and fimess 3 10.7 7 23.0
Use of time 1 33 10 337
Embarrassment 0 g 32.
Percerved zs fommme - 3 18
Unelzssifizble i3 3 18
Mo-ons'don’tlmow i3 0

The most frequently cited of the nine disadvantages was
‘waste of time’ (see Table 3), whereas the most frequently
cited of the eight dislikes was ‘lack of enjoyment’ (see Table
4). The category ‘music’ emerged within the top four
outcome beliefs in response to ‘likes’, but was not cited as an
‘advantage’. Differentiation between the two types of
outcome belief is therefore partially supported.

Table 5. Modal set of normative beliefs for dance as an extra-curricular
activity

Belief category  Sample Frequency Sample Frequency
Percentage (%)

Family 28 100

Poors 24 37

Teachsrs 13 335
Danceteachers 12 2.8
Unelzzzifiable 2 1.1

Wo-one don'tknow 1 i3
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Table 6. Referents who approve and disapprove of dance as an
extra-curricular activity

Approve Disapprove
Belief Sample Sample Sample Sample
Category  frequency frequency frequency frequency
Percentage (%) percentage (%)
Familv 21 73.0 60.7
Pears g 67.8 3 821
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3.2. Normative Beliefs

Four social referents made up the modal normative belief
set: ‘family’; ‘peers’; ’teachers’ and ‘dance teachers’ (see
Table 5). Family and peers were cited with the most

frequency with all participants citing ‘family’. Although 75%

believed that some family members would approve, nearly
70% thought that some family members would disapprove.
Surprisingly, three participants thought that the dance
teacher would disapprove (see Table 6).

Table 7. Modal set of control beliefs for dance as an extra-curricular
activity within school

Belief category  Sample Frequency Sample Frequency
Percentage (%)

Accessibility 22 78.3

Diance competencs 3

Time znd commitments 3

ocizl support
Cost
hiotivation
Type of music
Type of dothes
The other people there
Injuryillness
Liking the Teacher
Venus
Type of dance 1 35
Unelaszifizble 4 14,

-

Mo-ona'don’tknow 0
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Table 8. Things that make it easy and difficult to take part in dance as an
extra-curricular activity

Difficult
Sample Sample
frequency frequency
percentage (%)

Easy
Sample
frequency

Belicf
Category

Sample
frequency
Percentage (%0)
Accsssibility 6 37.1 16
Dance competence
Socizl support
Motrvation

Time and commitments
Cost

Liking the teacher
Typeof clothes

Type of music

The other people there
Typeof dance

Injury illness

Venusz

Unclzssifizkle
Ne-one'don’tknow
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3.3. Control Beliefs

There were 15 control beliefs, six of which were cited by
20% or more of the sample (see Table 7). ‘Accessibility” was
the most frequently cited control belief suggesting that
location was a primary factor in deciding whether or not to
participate. More than 50% cited ‘dance competence’ as a
potential  barrier/facilitator ~ suggesting that dance
self-efficacy is another key consideration. ‘Time and
commitments’ was the third most frequently cited control
belief. Factors related to the specific dance form such as the
‘type of music’, ‘type of clothing’, ‘the venue’, ‘other people
there’ and ‘whether or not the teacher was liked’ were
mentioned with the lowest frequency.

4. Discussion

The aim of this study was to identify the beliefs that
underpin the determinants of intention to participate in
extra-curricular dance in accordance with the TPB [1], with a
group of children who attended a secondary school.

4.1. Outcome Beliefs

Enjoyment was the most frequently mentioned advantage
and ranked third as something that would be liked about
extra-curricular dance. Lack of enjoyment was also cited
most frequently as something that would be disliked or hated.
Extra-curricular dance participation is therefore likely to
increase when pupils’ express enjoyment for taking part.
This finding reflects previous research which has found that
young people regularly report enjoyment or fun as the most
important factor impacting on their participation [24].

More than 20% of the sample also indicated that the
biggest disadvantage to taking part in extra-curricular dance
was missing out on other free time hobbies and activities.
This was not unexpected as young people are known to
exhibit a range of leisure time behaviours [25]. Therefore,
efforts to engage adolescents in extra-curricular dance may
be enhanced by adopting strategies that make dance more
enjoyable, as well as offering them at times that do not
compete with other more preferred hobbies and activities.

Evidence is available in support of the individual
assessment of instrumental and affective beliefs [26].
Despite acknowledging some overlap between the modal
sets of instrumental and affective beliefs, marked differences
have been found in the beliefs that emerge within the modal
set [26]. Our results support the suggestion that eliciting two
types of outcome beliefs - instrumental beliefs with a request
to list the ‘advantages’ and ‘disadvantages’ and affective
beliefs with a request to list the ‘things you would like’ and
‘things you would dislike’, can result in differences in
content and number of beliefs. This was evidenced by the
finding that with the exception of enjoyment, the top three
instrumental and affective beliefs differed in content.
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4.2. Normative Beliefs

TPB research often reports on the role of normative beliefs
as offering the least to an individual’s intention. However,
in young people, social factors appear to have more of an
influence on motivation [27]. ‘Family’ was the most
frequently cited normative referent, followed closely by
‘peers’ and then ‘teachers’. This supports previous research
[28] which suggests that adolescents consider the approval or
disapproval of individuals with whom they have close
contact when deciding whether or not to engage in a physical
activity.

‘Teachers’ and ‘dancers’ were also cited by more than 20%

of the sample. In the context of extra-curricular dance,
teachers (both dance and non-dance specialists) have a
salient role in the development of subjective norms that
underpin motivation for extra-curricular dance participation.

4.3. Barriers and Facilitators

The control belief findings of this study are supported in a
recent study into the prevalence of barriers for physical
activity in Portuguese adolescents [29]. ‘Accessibility’ was
the most cited control belief. A school based location for
dance, for some, was perceived as a facilitator of
participation while for others, this acted as a barrier as they
were dependent on family members for after school pick-up
and transport home. The implication is that consideration of
access and timing of extra-curricular activity (i.e. school
Iunch breaks or before or after school) could be a useful
means of improving participation. ‘Time and commitments’
was the third most frequently cited control belief, reflecting
previous research that a ‘lack of time’ is often found to be a
main reason for non-participation in physical activity [29].

‘Dance competence’ was cited as both a perceived
facilitator and a barrier to participation suggesting that
perception of ability is an important motivational influence.
To add to the outcome beliefs of this study, perceived
competence has been found to be related to perceptions of
enjoyment during PE lessons [30]. This emphasizes that
extra-curricular participation may be the result of appropriate
challenge set during PE or extra-curricular lessons. ‘Social
support’ was the most frequently cited facilitator with
approximately one third of pupils describing how having
someone to go with or encourage them was an important
factor in their decision to participate. The importance of
social support in predicting future activity levels in middle
school children has been discussed in recent work on
physical activity [31].

Overall, the results suggest that the most salient outcome,
normative and control beliefs in the context of
extra-curricular dance are whether it is an enjoyable way to
socialise, that family members have the strongest normative
influence, and that physical limitations regarding location
obstruct participation, respectively. These beliefs are the
most likely to impact on pupils’ choices to take part in
extra-curricular dance. This study therefore offers insight

into pupils’ thoughts on extra-curricular dance which can
later be used to promote dance as a physical activity. These
beliefs are, in the main, consistent with previous findings in
the domain of physical activity research [32]. However, any
claims regarding the use of these beliefs to promote
extra-curricular dance would need to be tested.

4.4. Limitations and Recommendations for Future
Research

We used a method of rapid elicitation similar to that used
in a study of beliefs about walking [20]. One problem with
this method is that participants typically cite only one or two
beliefs [21]. It is possible that the method used in the present
study restricted the number of beliefs cited by any one
individual. However, we do not believe this was the case as
most participants cited several beliefs. Further research
utilising a more qualitative interview style may provide
greater clarity.

The beliefs presented in this study were based on sample
frequency. Previous research by Sutton [21] has
demonstrated that the number of beliefs can differ
depending on whether sample frequency or belief frequency
is used to aid the decision regarding the number of beliefs
selected as modal. Modal sets based on sample frequency
are typically smaller than those based on belief frequency.
Furthermore, using a cut-off point of 20% sample frequency
results in exclusion of beliefs that are salient for individuals
but less salient for the group as a whole. The implication for
doing so is that the results are more generalised and may not
account for the beliefs of all participants. The methods used
to select the modal beliefs presented in this study should be
considered in further research.

The study presented here is descriptive in nature. Further
research is needed to develop quantitative measures based on
the beliefs presented, in order to establish validity and
reliability as predictors of motivation as proposed in the TPB.
Further research is also necessary to establish if
generalisation beyond the target behaviour presented here to
other types of extra-curricular physical activity and
curriculum based physical education can be made.

5. Conclusion

The present research provides information regarding
beliefs that underpin adolescents’ motivation for
extra-curricular dance. The results of this study could be
used to inform the design of larger scale quantitative studies
and interventions based on the TPB and aimed at enhancing
extra-curricular dance participation. As attitude is often
reported to be the strongest predictor of intention [18],
changes in negative attitude may result from targeting the
most salient beliefs established in this study [33]. In addition,
the beliefs also have wider applicability to other
extra-curricular activities, aiding and enhancing our
understanding of the reasons that influence adolescents’
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decisions to engage in activities that fall outside of the
curriculum.
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