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Chapter 26
Motivation and Self-Determination in 

Montessori Education
Abha Basargekar and Angeline S. Lillard

To	adults	entering	a	Montessori	classroom	for	the	first	time,	the	activities	they	observe	may	not	
seem particularly academic. Depending on the students’ ages, children might be found working 
independently, having spirited discussions in small groups, or working on long-term projects. 
Inconspicuous teachers observe and take notes or give lessons to small groups. Especially if 
habituated to classrooms that are teacher led and dominated by whole-group instruction, observers 
might	not	notice	that	learning	is	happening	through	a	different	route.	In	this	method,	learning	
activities are self-determined, initiated, and controlled by students according to their own wishes.

As we describe below, learning in the Montessori system hinges on students’ self-determined 
engagement. Students are given opportunities and encouragement to exercise choice in several 
aspects of their learning; indeed, psychology research indicates that such engagement is good 
for students’ learning and well-being (Gottfried 1986; Hardre and Reeve 2003; Lepper et al. 
2005). We explain how environmental conditions that can enhance engagement are encoded in 
Montessori classrooms. Finally, we review research on motivational and educational outcomes 
from Montessori education and conclude with questions for future research.

Self-Determination in Montessori Schools
The child, not the adult, is the center of the Montessori educational system. The optimal learning 
process for the child takes precedence over the teaching process most convenient for the adult. 
Montessori (2017a, 2017b) holds that children are naturally interested in learning about the 
world,	and	a	teacher’s	primary	task	is	to	create	an	environment	where	this	interest	can	find	its	
natural and ideal expression. Therefore, intrinsic motivation, or motivation to engage in activities 
because they are interesting and challenging, is not simply a goal but rather both an assumption 
and a crucial guiding principle of the Montessori method (Lillard 2019).

Montessori	 schools	 are	 organized	 to	 optimally	 support	 learners	 at	 different	 developmental	
stages, so the environment varies accordingly (Montessori 2007). The educational psychology 
literature	 calls	 this	 stage-environment	 fit	 (Eccles	 et	 al.	 1993).	This	 solves	what	Hunt	 (1961,	
267) famously called “the problem of the match,” wherein the educational environment ideally 
offers	 activities	 that	 are	 challenging—but	 not	 too	 challenging—for	 each	 child.	 Montessori	
schools provide choices suitable for a particular developmental stage within the framework of 
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a comprehensive curriculum including Math, Language, Practical Life, and Sensorial activities. 
Children work on sequenced lessons presented by a teacher, who subtly monitors work to ensure 
that children engage with all curricular areas. Montessori classrooms have mixed-age groupings 
of	students	based	on	what	Montessori	thought	were	key	needs	during	different	developmental	
stages. Children younger than 3 are in infant or toddler classrooms. Children ages 3 to 6 are 
enrolled in early childhood classrooms, while children ages 6 to 12 are enrolled in elementary 
classrooms. When there are enough students to create two classes, the elementary group may be 
split into lower elementary (ages 6 to 9) and upper elementary (ages 9 to 12) classes. Children 
older than 12 are in adolescent programs, which may extend to ages 15 or even 18.

At all stages, Montessori education involves creating an environment that enables children to 
discover and develop their interests. The curriculum is oriented around and springs from these 
interests—unlike traditional schools, wherein a preestablished body of knowledge is conveyed to 
the whole class and externally reinforced using grades and extrinsic rewards. Montessori students’ 
self-determination guides them through successive classroom levels that support development at 
each stage.

Self-Determination and Intrinsic Motivation
Motivation, or the drive to do something, is a strong predictor of positive life outcomes, including 
good relationships (Gable 2006), high performance at work (Gagné and Forest 2008), and general 
well-being (Miquelon and Vallerand 2008). Motivation also predicts positive functioning within 
the educational context (Lepper et al. 2005; Ratelle et al. 2007; Reeve 2002). Indeed, sustaining 
and bolstering motivation may be critical in education because research in traditional school 
settings shows that academic motivation declines across the school years (Lepper et al. 2005). 
One established way to increase motivation is to provide opportunities for self-determination 
(Ryan and Deci 2000).

Motivation is a broad construct. As portrayed in Figure 26.1, self-determination theory (SDT) 
postulates a range: amotivation, controlled motivation, then autonomous motivation (Deci and 
Ryan 2000). Autonomous motivation predicts positive life outcomes better than controlled 
motivation (Deci and Ryan 2008).

Whereas amotivation refers to an absence of motivation, controlled motivation is externally 
regulated through rewards and punishments, or it results from a desire to gain approval and 
avoid	shame.	Autonomous	motivation	is	composed	of:	identified	regulation,	which	is	observed	
when	individuals	have	strongly	identified	with	an	activity’s	value	and	therefore	undertake	actions	
because they want to; integrated regulation, when an activity is viewed as being consistent with 
one’s	 values	 and	 goals;	 and	 intrinsic	motivation,	 defined	 as	 an	 internal	 drive	 to	 explore	 new	
topics and develop knowledge and skills (Ryan and Deci 2000).

Intrinsic motivation is especially important for learning and academic achievement. 
Intrinsically motivated students persist longer (Hardre and Reeve 2003; Ratelle et al. 2007), 
experience less anxiety about content (Gottfried 1986), and engage with content at deeper 
conceptual levels (Grolnick and Ryan 1987). Although the nature of the relation is known to 
be complex (Cerasoli et al. 2014), research demonstrates the predictive relation of intrinsic 
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motivation to academic achievement and performance (Areepattamannil et al. 2011; Lepper 
et al. 2005; Ratelle et al. 2007). Intrinsic motivation also predicts academic adjustment later 
in life (Otis et al. 2005). Further, autonomously motivated students have higher self-worth, 
display positive emotionality, have higher rates of retention, and show greater creativity 
(Reeve 2002).

According to SDT, individuals’ intrinsic motivation in any context is supported through the 
fulfillment	of	three	fundamental	psychological	needs:	perceiving	oneself	as	competent,	feeling	a	
sense of autonomy, and feeling interrelated with others (Ryan and Deci 2000). Such individuals 
experience high intrinsic motivation, enabling them to exercise control over aspects of their 
lives. They feel capable of doing something that is important to them. They also feel strong 
social connections with others. Thwarting of all three needs is associated with amotivation. The 
levels of motivation between amotivation and intrinsic motivation manifest when the needs of 
competence and relatedness are met to some extent, but the need for autonomy is thwarted.

Different	school	situations	can	support	those	needs,	and	therefore	affect	student	motivation,	
through their principles and practices. Figure 26.2 illustrates the relationship between these three 
SDT needs, intrinsic motivation, and key features of the Montessori environment.

Need for Autonomy

Within educational contexts, substantial evidence indicates that intrinsic motivation is enhanced 
when	students’	autonomy	is	supported,	like	when	they	are	offered	choices	(Patall	et	al.	2010).	
Compared to controlling teachers, autonomy-supportive teachers, who listen more to their 
students, spend less time holding instructional materials, give students time for independent 

Figure 26.1 Types of motivation described by the self-determination theory. Image courtesy of 
the authors.
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work, and provide fewer answers are more likely to have students who thrive (Reeve 2002). 
When learning goals are presented in an autonomy-supportive rather than a controlling manner, 
depth of processing, test performance, and persistence are enhanced (Vansteenkiste et al. 2004). 
Conversely, external controls, such as reward and punishment, detract from the sense of self-
determination, thereby undermining intrinsic motivation (Deci et al. 1999). In educational 
contexts, external regulators include high-stakes assessments, grades, or rewards, including 
approval and praise.

The clearest way Montessori schools support student autonomy is by providing choice 
in	 learning	 activities	within	 the	 limits	 defined	 by	 a	 structured	 environment	 and	 the	 teacher’s	
discernment. Students choose activities from the ones available and introduced by their teacher, 
and they work on them for long, uninterrupted periods of time. Whereas younger children work 
independently most of the time, elementary-age children often make their activities collaborative, 
learning in self-chosen groups. Yet all Montessori schoolchildren set their own schedules and 
follow their interests. For instance, a child especially interested in art may take the lead on 
creating illustrations for a team project; elementary and older children may organize small-
group	field	trips	to	an	external	location	they	choose.	Adolescent	programs	support	independence	
by emphasizing real-world applications of academic material and engagement in meaningful 
work in the school and/or community (Montessori 2007). As children get older, opportunities to 
become autonomous within their communities multiply.

Learning driven through students’ autonomous choices is possible in Montessori classrooms 
because the materials are inherently interesting and because the classroom processes are 
orderly and organized (Figure 26.2). Choice also fosters focused and sustained attention—
another manifestation of intrinsic motivation. Yet the Montessori system limits choices to be 
commensurate with children’s current abilities because “to let the child do as he likes when 
he has not yet developed any powers of control is to betray the idea of freedom” (Montessori 

Figure 26.2 Montessori	system’s	support	for	intrinsic	motivation	through	the	fulfillment	of	the	
three self-determination needs. Image courtesy of the authors.
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2007, 204). Teachers limit children’s choices to work that children are capable of performing 
and then expand options as children mature. Finally, features that can deplete one’s sense of 
self-control, such as grades, are absent from the Montessori system (Montessori 2017a, 2017b).

Need for Perceived Competence

Intrinsic motivation is enhanced when people work within what Vygotsky (1978) calls their 
zone of proximal development, the theoretical learning space containing tasks that a child may 
not be able to accomplish independently but can complete with support. Even infants seek out 
stimuli slightly more complex than what they have already mastered, thereby driving their own 
development (Kidd et al. 2012, 2014). Problems that are too hard diminish motivation, likely 
because	they	deplete	the	sense	of	competence;	in	contrast,	problems	that	can	be	solved	with	effort	
and attention increase the sense of competence.

In	Montessori	schools,	offering	choice	within	limits	may	contribute	to	a	sense	of	competence,	
and thus intrinsic motivation, because students can decide to engage in work that is in their zone 
of proximal development (Figure 26.2). Children only take out work that they have been shown 
how to do, and teachers only present materials that they perceive children are ready to engage with. 
Even	in	cases	when	children	might	errantly	attempt	too-difficult	work,	the	classroom’s	support	
of their autonomy allows them to recognize this and choose alternative optimally challenging 
work. Hands-on activities allow students to see what they have accomplished, thus supporting 
perceived competence. Extrinsic motivators are absent, so no external source tells children they 
are underperforming; instead, children can keep trying until they master the material. Finally, the 
interrelated curriculum and orderly classrooms allow children to build on what they know. All 
these elements work together to promote competence.

Need for Relatedness

In line with SDT predictions, intrinsic motivation is enhanced in situations that impart a sense of 
security and interpersonal relatedness (Grolnick and Ryan 1987). In school research, this is likely 
why a warm, responsive relationship with a teacher is one of the best predictors of children’s 
success (Cash et al. 2019). Humans function best when they are part of a social network while 
also perceiving themselves to have autonomy within that network. Montessori classrooms foster 
a sense of relatedness through mixed-age groupings, which give students a consistent company 
of peers and teachers across multiple years (Figure 26.2). Children may freely interact with their 
peers. They need not keep quiet while listening to the teacher for long periods of time; they can 
converse and collaborate with friends, thereby building relationships. In addition, relatedness 
to the teacher is fostered through the lack of grades (a form of judgment) and through the ways 
Montessori instructed teachers to interact with students: to behold them with love and trust and 
to see misbehavior as a fault of the environment rather than the child. Children help care for 
their classrooms and their curricular materials, which may also foster relatedness to the shared 
environment.

Substantial research thus supports the SDT prediction that situations fostering individual 
autonomy, a sense of competence, and a sense of social connectedness are conducive to students’ 
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intrinsic motivation, which in turn supports good academic outcomes. Montessori schools, which 
are made up of features and practices that support these three needs, are well poised to foster 
students’ intrinsic motivation to learn.

Motivation in Academic Activities
The limited research on young children’s motivation in Montessori schools suggests that the 
environment encourages motivation compared to traditional school models. One lottery-controlled 
study based in the Northeastern United States examined 3- to 5-year-old students’ mastery 
orientation—that	 is,	 the	 belief	 that	 through	 effort,	 abilities	 can	 be	 increased	 and	 challenging	
tasks mastered (Lillard et al. 2017). Students who are mastery oriented choose challenging 
work in order to learn (Dweck 2017). Because the propensity to approach relatively unfamiliar 
and challenging content is a hallmark of intrinsic motivation, mastery orientation encompasses 
intrinsic motivation; indeed, it may even promote it by making work rewarding. Compared to 
their	 traditional	preschool	peers,	4-	and	5-year-old	Montessori	students	are	significantly	more	
likely to choose a task they previously found challenging, indicating their mastery orientation. 
In contrast, their peers in conventional preschools were more likely to choose a task they found 
easy, or no task at all.

Other studies have looked at older children. Rathunde and Csikszentmihalyi (2005a) 
found that compared to students in traditional middle schools in the US Midwest, their peers 
in	 demographically	matched	Montessori	 schools	 reported	 higher	 levels	 of	 flow	 and	 intrinsic	
motivation while engaged in schoolwork. Further, the Montessori students had a more positive 
perception of the social environment of their schools: they found their teachers to be more 
supportive, experienced their classrooms as less disruptive, and experienced greater emotional 
safety in the classrooms (Rathunde and Csikszentmihalyi 2005b). However, the study’s almost 
nine-year	 gap	 between	 data	 collection	 confounded	 results;	 further,	 four	 of	 the	 study’s	 five	
Montessori schools were private, whereas the traditional schools were all public.

Ruijs (2017), comparing Montessori and non-Montessori students, provided an experimental 
control by using school-admission lotteries in the Netherlands. Lottery-winning adolescent 
students	reported	slightly	but	not	significantly	higher	school	enjoyment	and	better	relationships	
with	their	teachers	than	their	peers	in	traditional	schools.	No	differences	were	found	in	motivation	
or independence. Besides the lottery preferences rendering the groups unequal at the outset, 
insufficient	 information	 about	 characteristics	 of	 the	 Montessori	 schools	 in	 this	 study	 raises	
questions	about	implementation	fidelity.	Because	Montessori	adolescent	programs	were	the	last	
to develop, advancing primarily after Montessori’s death, they vary in their conceptualization and 
implementation, including the extent to which they adhere to core Montessori principles. Even 
assuming that secondary schools implement the Montessori method faithfully, any advantage may 
be more strongly evident in some educational systems than others. Montessori and typical secondary 
schooling	experiences	in	the	Netherlands	may	both	afford	students	substantial	autonomy	(Ruijs	
2017), given the widespread general movement toward self-regulated learning and individual time 
(Veugelers	2004).	Motivational	differences	may	be	more	accentuated	in	systems	where	traditional	
school students’ activities are highly externally regulated.
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Qualitative research on Montessori students’ self-determination has also attempted to 
elucidate the ways that student motivation is supported. Classroom observations and teacher 
interviews in one Montessori elementary classroom showed that teachers espoused beliefs and 
demonstrated practices upholding students’ autonomy (Koh and Frick 2010). Students in a 
Montessori adolescent program in Indonesia had positive perceptions of the motivating qualities 
of their school environment (Setiawan and Ena 2019). In another study, when asked about their 
experiences, adolescent Montessori students addressed autonomy, relatedness, and competence, 
suggesting that all three SDT psychological needs were being met (Johnson 2016). Although 
these	studies	hint	at	intriguing	findings	across	different	country	contexts,	most	included	only	a	
small number of participants, and several lacked a comparison group—reasons why we cannot 
draw strong conclusions. Overall, however, the theoretical features of Montessori schooling 
support	intrinsic	motivation,	with	some	research	supporting	this	finding.

Implications for Future Research
Students are optimally motivated in educational contexts when their needs for autonomy, 
competence, and relatedness are supported. In line with this principle, Montessori schools, 
which	are	organized	 to	support	 students’	 stage-specific	needs,	have	been	generally	associated	
with positive motivational outcomes. However, these studies have raised many questions for 
future research to address. One study found associations between Montessori education and 
long-term well-being; a possible reason for the association (if causal) is the high degree of self-
determination in Montessori contexts (Lillard et al. 2021, Ryan & Deci 2000). Well-being often 
coexists with intrinsic motivation.

Much of the research investigating self-determination and motivation in Montessori schools 
has involved students from early to late adolescence. This emphasis may be well-placed 
because motivation to learn in school declines across middle and high school (Lepper et al. 
2005); adolescents may be particularly vulnerable to a drop in intrinsic motivation. Further, 
the most prevalent research methods involve self-report, which may be less reliable at younger 
ages. Nevertheless, studying motivation among younger children, potentially using behavioral 
observations or experience sampling, can contribute to our understanding of developmental 
outcomes. While we know that Montessori education prepares students to develop a mastery 
orientation	from	an	early	age	(Lillard	et	al.	2017),	longitudinally	studying	the	effects	of	such	self-
determination	support	at	younger	ages	may	help	us	examine	its	long-term	benefits.

Future	 studies	might	 also	 investigate	 the	 effects	 of	 the	Montessori	 system’s	 stage-specific	
approach for sustaining motivation. Developmental research supports some aspects of this 
approach; adolescents have a higher need for autonomy, for contributing to society, and for closer 
peer interactions (Eccles et al. 1993; Fuligni 2019). The Montessori curriculum for adolescents 
may	provide	an	appropriate	stage-environment	fit.	However,	we	know	relatively	little	about	how	
independent and collaborative approaches work together to support motivation to learn at the 
early childhood and elementary levels.

Research could also investigate the interactions between Montessori schooling and the 
broader sociocultural contexts that shape motivational outcomes. Teachers in more collectivistic 

Murray, A., Ahlquist, E. T., McKenna, M., & Debs, M. (Eds.). (2023). The bloomsbury handbook of montessori education. Bloomsbury Publishing Plc.
Created from uva on 2024-12-02 16:27:54.

C
op

yr
ig

ht
 ©

 2
02

3.
 B

lo
om

sb
ur

y 
P

ub
lis

hi
ng

 P
lc

. A
ll 

rig
ht

s 
re

se
rv

ed
.



268

Handbook of Montessori Education

societies are more likely to adopt a controlling motivating style; those in more individualistic 
societies are more likely to adopt an autonomy-supportive style (Reeve et al. 2014). Indeed, such 
cultural variations exist within Montessori implementations. Montessori classrooms in China 
depart from strict Montessori implementation by having shorter work cycles and lower student-
teacher ratios (Chen 2021). We still have much to learn about the adaptiveness of these variations 
within their sociocultural contexts; evidence suggests that the universal need for autonomy may 
have	different	thresholds	in	different	cultural	contexts.	Iyengar	and	Lepper	(1999)	show	that	in	
contrast to European American children, who showed the highest intrinsic motivation when they 
were allowed to choose their activities, Asian American children were the most intrinsically 
motivated when activities were chosen by their parents. What constitutes optimal autonomy 
may	 vary	 according	 to	 one’s	 socialization	 in	 specific	 cultural	 contexts,	with	 implications	 for	
motivation and schooling. Research should therefore investigate whether Montessori schools in 
individualistic	and	collectivistic	cultures	differ	 in	 their	approach	for	supporting	students’	self-
determination, and how these practices support student engagement.

Conclusion
Students’ engagement and learning in Montessori schools is predicated on sustained support for 
self-determination,	which	leads	to	good	motivational	outcomes	for	individuals	at	different	ages	
and	in	different	contexts.	Accordingly,	Montessori	schools	have	been	associated	with	positive	
outcomes related to students’ intrinsic motivation, academic engagement, and social cohesion. 
However, studies have not always reported details related to the quality of the Montessori schools 
or the comparison samples, or the schools’ broader cultural contexts. Many questions related 
to students’ motivation and engagement in Montessori schools await investigation. However, 
available research-based knowledge on Montessori schools’ impact on student motivation is 
promising, with strong theoretical grounds for such a relation.

References
Areepattamannil, Shaljan, John G. Freeman, and Don A. Klinger. 2011. “Intrinsic Motivation, Extrinsic 

Motivation, and Academic Achievement among Indian Adolescents in Canada and India.” Social 
Psychology of Education 14 (3): 427–39. https://doi.org/10.1007/s11218-011-9155-1.

Cash, Anne H., Arya Ansari, Kevin J. Grimm, and Robert C. Pianta. 2019. “Power of Two: The Impact of 
2 Years of High Quality Teacher–Child Interactions.” Early Education and Development 30 (1): 60–81. 
https://doi.org/10.1080/10409289.2018.1535153.

Cerasoli, Christopher P., Jessica M. Nicklin, and Michael T. Ford. 2014. “Intrinsic Motivation and 
Extrinsic Incentives Jointly Predict Performance: A 40-Year Meta-Analysis.” Psychological Bulletin 
140 (4): 980–1008. https://doi.org/10.1037/a0035661.

Chen, Amber. 2021. “Exploration of Montessori Practices of Montessori Education in Mainland China.” 
Humanities and Social Sciences Communications 8 (250): 250. https://doi.org/10.1057/s41599-021-
00934-3.

Deci, Edward L., and Richard M. Ryan. 2000. “The ‘What’ and ‘Why’ of Goal Pursuits: Human Needs 
and The Self-determination of Behavior.” Psychological Inquiry 11 (4): 227–68.

Murray, A., Ahlquist, E. T., McKenna, M., & Debs, M. (Eds.). (2023). The bloomsbury handbook of montessori education. Bloomsbury Publishing Plc.
Created from uva on 2024-12-02 16:27:54.

C
op

yr
ig

ht
 ©

 2
02

3.
 B

lo
om

sb
ur

y 
P

ub
lis

hi
ng

 P
lc

. A
ll 

rig
ht

s 
re

se
rv

ed
.

https://doi.org/10.1007/s11218-011-9155-1
https://doi.org/10.1080/10409289.2018.1535153
https://doi.org/10.1037/a0035661
https://doi.org/10.1057/s41599-021-00934-3
https://doi.org/10.1057/s41599-021-00934-3


269

Motivation and Self-Determination

Deci, Edward L., and Richard M. Ryan. 2008. “Self-Determination Theory: A Macrotheory of Human 
Motivation, Development, and Health.” Canadian Psychology 49 (3): 182–5. https://doi.org/10.1037/
a0012801.

Deci, Edward L., Richard Koestner, and Richard M. Ryan. 1999. “A Meta-analytic Review of 
Experiments	Examining	the	Effects	of	Extrinsic	Rewards	on	Intrinsic	Motivation.”	Psychological 
Bulletin 125 (6): 627–68. https://doi.org/10.1037/0033-2909.125.6.627.

Dweck, Carol S. 2017. “The Journey to Children’s Mindsets—And Beyond.” Child Dev Perspectives 
11 (2): 139–44. https://doi.org/10.1111/cdep.12225.

Eccles,	Jacquelynne	S.,	Carol	Midgley,	Allan	Wigfield,	Christy	Miller	Buchanan,	David	Reuman,	
Constance Flanagan, and Douglas Mac Iver. 1993. “Development during Adolescence: The Impact 
of Stage-Environment Fit on Young Adolescents’ Experiences in Schools and in Families.” American 
Psychologist 48 (2): 90–101.

Fuligni, Andrew J. 2019. “The Need to Contribute During Adolescence.” Perspectives on Psychological 
Science 14 (3): 331–43. https://doi.org/10.1177/1745691618805437.

Gable, Shelly L. 2006. “Approach and Avoidance Social Motives and Goals.” Journal of Personality 
74 (1): 175–222. https://doi.org/10.1111/j.1467-6494.2005.00373.x.

Gagné, Marylène, and Jacques Forest. 2008. “The Study of Compensation Systems through the Lens of 
Self-Determination Theory: Reconciling 35 Years of Debate.” Canadian Psychology 49 (3): 225–32. 
https://doi.org/10.1037/a0012757.

Gottfried, Adele E. 1986. “Academic Intrinsic Motivation in Elementary and Junior High School 
Students.” Journal of Educational Psychology 77 (6): 631–45. https://doi.org/10.1037/0022-
0663.77.6.631.

Grolnick, Wendy S., and Richard M. Ryan. 1987. “Autonomy in Children’s Learning: An Experimental 
and	Individual	Difference	Investigation.”	Journal of Personality and Social Psychology 52 (5): 890–8. 
https://doi.org/10.1037/0022-3514.52.5.890.

Hardre, Patricia L., and Johnmarshall Reeve. 2003. “A Motivational Model of Rural Students’ Intentions 
to Persist in, versus Drop Out of, High School.” Journal of Educational Psychology 95 (2): 347–56. 
https://doi.org/10.1037/0022-0663.95.2.347.

Hunt, J. McVicker. 1961. Intelligence and Experience. New York: Ronald Press.
Iyengar, Sheena S., and Mark R. Lepper. 1999. “Rethinking the Value of Choice: A Cultural Perspective 

on Intrinsic Motivation.” Journal of Personality and Social Psychology 76 (3): 349–66. https://doi.
org/10.1037/0022-3514.76.3.349.

Johnston, Luz Marie Casquejo. 2016. “Examining a Montessori Adolescent Program through a Self-
Determination Theory Lens: A Study of the Lived Experiences of Adolescents.” Journal of Montessori 
Research 2 (1): 27–42. https://doi.org/10.17161/jomr.v2i1.4994.

Kidd,	Celeste,	Steven	T.	Piantadosi,	and	Richard	N.	Aslin.	2012.	“The	Goldilocks	Effect:	Human	Infants	
Allocate Attention to Visual Sequences That Are Neither Too Simple nor Too Complex.” PLoS One 
7 (5): e36399. https://doi.org/10.1371/journal.pone.0036399.

Kidd,	Celeste,	Steven	T.	Piantadosi,	and	Richard	N.	Aslin.	2014.	“The	Goldilocks	Effect	in	Infant	
Auditory Attention.” Child Development 85 (5): 1795–804. https://doi.org/10.1111/cdev.12263.

Koh, Joyce H. L., and Theodore W. Frick. 2010. “Implementing Autonomy Support: Insights from a 
Montessori Classroom.” International Journal of Education 1 (2): 1–15. https://doi.org/10.5296/ije.
v2i2.511.

Lepper, Mark R., Jennifer Henderlong Corpus, and Sheena S. Iyengar. 2005. “Intrinsic and Extrinsic 
Motivational	Orientations	in	the	Classroom:	Age	Differences	and	Academic	Correlates.”	Journal of 
Educational Psychology 97 (2): 184–96. https://doi.org/10.1037/0022-0663.97.2.184.

Lillard, Angeline S. 2019. “Shunned and Admired: Montessori, Self-Determination, and a Case for 
Radical School Reform.” Educational Psychology Review 31 (April): 939–65. https://doi.org/10.1007/
s10648-019-09483-3.

Lillard, Angeline S., Megan J. Heise, Eve M. Richey, Xin Tong, Alyssa Hart, and Paige M. Bray. 2017. 
“Montessori Preschool Elevates and Equalizes Child Outcomes: A Longitudinal Study.” Frontiers in 
Psychology 8: 1783. https://doi.org/10.3389/fpsyg.2017.01783.

Murray, A., Ahlquist, E. T., McKenna, M., & Debs, M. (Eds.). (2023). The bloomsbury handbook of montessori education. Bloomsbury Publishing Plc.
Created from uva on 2024-12-02 16:27:54.

C
op

yr
ig

ht
 ©

 2
02

3.
 B

lo
om

sb
ur

y 
P

ub
lis

hi
ng

 P
lc

. A
ll 

rig
ht

s 
re

se
rv

ed
.

https://doi.org/10.1037/a0012801
https://doi.org/10.1037/a0012801
https://doi.org/10.1037/0033-2909.125.6.627
https://doi.org/10.1111/cdep.12225
https://doi.org/10.1177/1745691618805437
https://doi.org/10.1111/j.1467-6494.2005.00373.x
https://doi.org/10.1037/a0012757
https://doi.org/10.1037/0022-0663.77.6.631
https://doi.org/10.1037/0022-0663.77.6.631
https://doi.org/10.1037/0022-3514.52.5.890
https://doi.org/10.1037/0022-0663.95.2.347
https://doi.org/10.1037/0022-3514.76.3.349
https://doi.org/10.1037/0022-3514.76.3.349
https://doi.org/10.17161/jomr.v2i1.4994
https://doi.org/10.1371/journal.pone.0036399
https://doi.org/10.1111/cdev.12263
https://doi.org/10.5296/ije.v2i2.511
https://doi.org/10.5296/ije.v2i2.511
https://doi.org/10.1037/0022-0663.97.2.184
https://doi.org/10.1007/s10648-019-09483-3
https://doi.org/10.1007/s10648-019-09483-3
https://doi.org/10.3389/fpsyg.2017.01783


270

Handbook of Montessori Education

Lillard, Angeline S., M. Joseph Meyer, Dermina Vasc, and Eren Fukuda. 2021. “An Association between 
Montessori Education in Childhood and Adult Wellbeing.” Frontiers in Psychology 12: 721943. 
https://doi.org/10.3389/fpsyg.2021.721943.

Miquelon, Paule, and Robert J. Vallerand. 2008. “Goal Motives, Well-Being, and Physical Health: An 
Integrative Model.” Canadian Psychology 49 (3): 241–9. https://doi.org/10.1037/a0012759.

Montessori, Maria. 2007. The Absorbent Mind. Amsterdam: Montessori-Pierson.
Montessori, Maria. 2017a. The Discovery of the Child. Amsterdam: Montessori-Pierson.
Montessori, Maria. 2017b. From Childhood to Adolescence. Amsterdam: Montessori-Pierson.
Otis, Nancy, Frederick M. E. Grouzet, and Luc G. Pelletier. 2005. “Latent Motivational Change in an 

Academic Setting: A 3-Year Longitudinal Study.” Journal of Educational Psychology 97 (2): 170–83. 
https://doi.org/10.1037/0022-0663.97.2.170.

Patall,	Erika	A.,	Harris	Cooper,	and	Susan	R.	Wynn.	2010.	“The	Effectiveness	and	Relative	Importance	
of Choice in the Classroom.” Journal of Educational Psychology 102 (4): 896–915. https://doi.
org/10.1037/a0019545.

Ratelle, Catherine F., Robert J. Frédéric Guay Simon Larose Vallerand, and Caroline Senécal. 2007. 
“Autonomous, Controlled, and Amotivated Types of Academic Motivation: A Person-Oriented 
Analysis.” Journal of Educational Psychology 99 (4): 734–46. https://doi.org/10.1037/0022-
0663.99.4.734.

Rathunde, Kevin, and Mihaly Csikszentmihalyi. 2005a. “Middle School Students’ Motivation and Quality 
of Experience: A Comparison of Montessori and Traditional School Environments.” American Journal 
of Education 111 (3): 341–71. https://doi.org/10.1086/428885.

Rathunde, Kevin, and Mihaly Csikszentmihalyi. 2005b. “The Social Context of Middle School: Teachers, 
Friends, and Activities in Montessori and Traditional School Environments.” Elementary School 
Journal 106 (1): 59–79. https://doi.org/10.1086/496907.

Reeve, Johnmarshall. 2002. “Self-Determination Theory Applied to Educational Settings.” In A Handbook 
of Self-Determination Research, edited by Edward L. Deci and Richard M. Ryan, 183–203. Rochester, 
NY: University of Rochester Press.

Reeve, Johnmarshall, Maarten Vansteenkiste, Avi Assor, Ikhlas Ahmad, Sung Hyeon Cheon, Hyungshim 
Jang, Haya Kaplan, Jennifer D. Moss, Bodil Stokke Olaussen, and C. K. John Wang. 2014. “The 
Beliefs That Underlie Autonomy-Supportive and Controlling Teaching: A Multinational Investigation.” 
Motivation and Emotion 38 (1): 93–110. https://doi.org/10.1007/s11031-013-9367-0.

Ruijs,	Nienke.	2017.	“The	Effects	of	Montessori	Education:	Evidence	from	Admission	
Lotteries.” Economics of Education Review 61 (December): 19–34. https://doi.org/10.1016/j.
econedurev.2017.09.001.

Ryan, Richard M., and Edward L. Deci. 2000. “Self-Determination Theory and the Facilitation of Intrinsic 
Motivation, Social Development, and Well-Being.” American Psychologist 55 (1): 68. https://doi.
org/10.1037/0003-066X.55.1.68.

Setiawan, Niko Albert, and Ouda Teda Ena. 2019. “Junior High School Students’ Perceptions on the 
Implementation of Montessori Approach in Vocabulary Learning.” Journal of English Teaching and 
Research 4 (2): 75–92.

Vansteenkiste, Maarten, Joke Simons, Willy Lens, Kennon M. Sheldon, and Edward L. Deci. 2004. 
“Motivating	Learning,	Performance,	and	Persistence:	The	Synergistic	Effects	of	Intrinsic	Goal	
Contents and Autonomy-Supportive Contexts.” Journal of Personality and Social Psychology 87 (2): 
246–60. https://doi.org/10.1037/0022-3514.87.2.246.

Veugelers, Wiel. 2004. “Between Control and Autonomy: Restructuring Secondary Education 
in the Netherlands.” Journal of Educational Change 5 (2): 141–60. https://doi.org/10.1023/
B:JEDU.0000033070.80545.01.

Vygotsky, Lev S. 1978. Mind in Society. Cambridge MA: Harvard University Press.

Murray, A., Ahlquist, E. T., McKenna, M., & Debs, M. (Eds.). (2023). The bloomsbury handbook of montessori education. Bloomsbury Publishing Plc.
Created from uva on 2024-12-02 16:27:54.

C
op

yr
ig

ht
 ©

 2
02

3.
 B

lo
om

sb
ur

y 
P

ub
lis

hi
ng

 P
lc

. A
ll 

rig
ht

s 
re

se
rv

ed
.

https://doi.org/10.3389/fpsyg.2021.721943
https://doi.org/10.1037/a0012759
https://doi.org/10.1037/0022-0663.97.2.170
https://doi.org/10.1037/a0019545
https://doi.org/10.1037/a0019545
https://doi.org/10.1037/0022-0663.99.4.734
https://doi.org/10.1037/0022-0663.99.4.734
https://doi.org/10.1086/428885
https://doi.org/10.1086/496907
https://doi.org/10.1007/s11031-013-9367-0
https://doi.org/10.1016/j.econedurev.2017.09.001
https://doi.org/10.1016/j.econedurev.2017.09.001
https://doi.org/10.1037/0003-066X.55.1.68
https://doi.org/10.1037/0003-066X.55.1.68
https://doi.org/10.1037/0022-3514.87.2.246
https://doi.org/10.1023/B:JEDU.0000033070.80545.01
https://doi.org/10.1023/B:JEDU.0000033070.80545.01

	Untitled

	Office name(same): National Center for Education Research
	Institution: American Institutes for Research
	Grant number: R305A180181
	Office name: National Center for Education Research
	DOI or URL to published work if available: http://dx.doi.org/10.5040/9781350275638.ch-26
	Name of institution, type of degree, and department granting degree: Bloomsbury Handbook of Montessori Education, 261-270, Bloomsbury Publishing
	Group3: Choice3
	PublicationCompletion Date —if in press enter year accepted or completed: In press, Jan 2023
	ORCID IDRow6: 
	AcademicOrganizational AffiliationRow6: 
	Last Name First NameRow6: 
	ORCID IDRow5: 
	AcademicOrganizational AffiliationRow5: 
	Last Name First NameRow5: 
	ORCID IDRow4: 
	AcademicOrganizational AffiliationRow4: 
	Last Name First NameRow4: 
	ORCID IDRow3: 
	AcademicOrganizational AffiliationRow3: 
	Last Name First NameRow3: 
	ORCID IDRow2: 0000-0001-9697-6611
	AcademicOrganizational AffiliationRow2: University of Virginia
	Last Name First NameRow2: Lillard, Angeline
	ORCID IDRow1: 0000-0002-0037-0146
	AcademicOrganizational AffiliationRow1: University of Virginia
	Last Name First NameRow1: Basargekar, Abha
	Title of article paper or other content: Motivation and Self-Determination in Montessori Education


