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participation in organised, out-of-school activities, little is known about the
participation of school-aged children with physical disabilities in formal recreation and
leisure activities, both in comparison with their participation in informal activities and
with children who are typically developing. Enjoyment of formal and informal activities
was examined for 427 children with physical disabilities and 354 children without
disabilities, aged 6–14 years. It was predicted that children without disabilities would
report significantly greater enjoyment of formal than informal activities, whereas this
would not be the case for children with disabilities. This prediction was confirmed.
Children with disabilities also participated in significantly fewer formal and informal
activities, and participated in these activities less intensely than did children without
disabilities. The mechanisms responsible for psychological engagement, enjoyment,
and the developmental benefits of participation in activities are discussed, along with
implications for research and clinical practice.
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Introduction

There is growing interest in understanding children’s experiences of participation in recre-
ation and leisure activities in their homes, neighbourhoods, and communities. The World
Health Organization’s (2001) international classification of functioning, disability, and
health has drawn attention to the concept of participation, which is defined as involvement
in life situations, including participation in leisure and recreation activities. In the field of
childhood disability, there has been a growing body of work in Canada, the United Kingdom,
and Australia on the conceptual nature of participation (King, Law et al., 2003), the predic-
tors of participation (King, Law, Hanna, et al., 2006), and the development of instruments
to measure participation (Fougeyrollas et al., 1998; King, Law, King, et al., 2006; Morris,
Kurinczuk, & Fitzpatrick, 2005; Sakzewski, Boyd, & Ziviani, 2007).

The present research is part of an increasing international trend towards viewing parti-
cipation as a measure of health and inclusion in community life. The article provides an
internationally grounded and broad approach to the concept of participation, by addressing
dimensions of participation consistent with the World Health Organization’s (2001) frame-
work, linking participation to the derivation of meaning in life, and viewing participation
as a complex, multifaceted construct determined by fundamental processes.
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The distinction between formal and informal recreation and leisure activities is consid-
ered an important one (e.g., Larson & Verma, 1999; Medrich, Roizen, Rubin, & Buckley,
1982; Sloper, Turner, Knussen, & Cunningham, 1990). Formal and informal activities are
thought to have different effects on youth’s physical, social, emotional, and civic develop-
ment (Beauvais, 2001). Formal activities are organised or structured activities involving
rules or goals, which often have a formally designated leader, coach, or instructor, whereas
informal activities are more spontaneous in nature (i.e., have little or no prior planning) and
are more often initiated by the child (Brown & Gordon, 1987; King, Law, Hanna, et al.,
2006; King, Law, et al., 2003; Larson & Richards, 1991; Medrich et al., 1982). Formal
activities include organised sports, other skill-based activities, and clubs, groups, and
organisations. Informal activities include hobbies, crafts, and games; social activities; quiet
recreation such as reading; active physical activities; entertainment; and chores.

The Activity Participation of Children with Physical Disabilities

Studies have examined the extent of participation in formal versus informal activities by
children with Down syndrome (Sloper et al., 1990), as well as patterns of formal versus
informal participation for boys and girls with physical disabilities in various age groups
(Law et al., 2006) and for children with central nervous system and musculoskeletal disor-
ders (Law et al., 2004). Using structural equation modelling, King, Law, Hanna et al.
(2006) found that children’s physical and communicative functioning, their preferences,
and the extent to which their families participated in social and recreational activities were
significant direct predictors of the intensity of children’s participation in both formal and
informal activities. There were, however, several noteworthy differences in the predictors
of formal versus informal participation intensity. Family intellectual–cultural orientation
significantly predicted formal but not informal participation intensity, and children’s func-
tional ability was more strongly associated with informal participation.

In a review of the literature, we found only six empirical studies comparing dimensions
of activity participation for children with and without physical disabilities (Brown & Gordon,
1987; Henry, 1998; Margalit, 1981; Sillanpaa, 1987; Stevens et al., 1996; Stevenson,
Pharoah, & Stevenson, 1997). These studies indicated that children with disabilities engaged
in less varied leisure activities, more quiet activities, and fewer social activities, especially
those of a spontaneous nature (Brown & Gordon, 1987; Margalit, 1981; Sillanpaa, 1987).
To our knowledge, there have been no previous studies comparing the two groups of children
with respect to their relative enjoyment of participation in formal versus informal recreation
and leisure activities, the diversity or intensity of their participation, or their preferences.

The present study was predicated on the view that children with disabilities may not
gain the same types of benefits from structured activities as do children who are typically
developing. First, they may have less choice about whether to engage in such activities.
Their parents may be more likely to make these choices for a variety of reasons, including
lack of available programmes, physical barriers, the desire to provide children with partic-
ular experiences, and their own needs for respite from ongoing caregiving demands.
Family cohesion has been found to play an important indirect role in the intensity of the
participation of children with physical disabilities (King, Law, Hanna, et al., 2006),
suggesting that parental distress may limit children’s activity participation. If children with
disabilities do not choose which formal activities to be involved in but take part because
parents make arrangements, then lower intrinsic motivation, psychological engagement,
and enjoyment may result. Second, children’s functional ability or the lack of understand-
ing or willingness of programme organisers to support children’s involvement may
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preclude their true engagement in activity. Children with physical disabilities, therefore,
may not have the same opportunities and support required to develop a sense of compe-
tence, belongingness, and self-understanding as their typically developing peers.

The aim of the present study was to determine whether children with and without
disabilities differ in their enjoyment of formal versus informal activities. To provide the
background rationale for the study we consider some of the processes that might
be involved, but do not explicitly examine these processes. It should also be noted that the
intent was not to examine predictors of activity enjoyment. The literature indicates there are
complex determinants of the intensity of children’s leisure and recreation participation; the
determinants of activity enjoyment are likely to be similarly complex. We have synthesised
the predictors of participation intensity into a multivariate model (King, Law, et al., 2003),
which includes environmental factors (e.g., the physical accessibility of buildings, attitudes
of community members, presence of supportive relationships), family factors (e.g. support-
ive family demographics, family cohesion, parents’ own interests in recreation), and child
factors (e.g., the child’s preferences, physical function, and social competence). Research
involving children with disabilities also has indicated that socio-demographic factors, such
as children’s age, gender, and presence of disability, all play complex and varying roles in
determining participation in specific types of activities (King, Law, Hurley, Petrenchik, &
Schwellnus, forthcoming).

In the following section, we consider the developmental benefits of participation,
including the use of enjoyment as a proxy variable, and underlying mechanisms. We then
integrate the literature by proposing a model of the processes leading to developmental
benefits from activity.

The Developmental Benefits of Formal and Informal Activities

Activity participation is considered important with respect to a host of outcomes. Participa-
tion is the context in which children develop skills and competencies, form friendships and
relationships, achieve mental and physical health and emotional well-being, develop self-
identity, and acquire a sense of meaning and purpose in life (e.g., Brown, Brown, & Bayer,
1994; King, Law, Hanna, et al., 2006; Larson & Verma, 1999; Sandler, Ayers, Suter,
Schultz, & Twohey-Jacobs, 2004). The extent to which these benefits are differentially asso-
ciated with formal versus informal activity participation has not been systematically
explored, and is open to debate. Some researchers stress the value of play and unstructured,
child-led activity in leading to exploration and discovery, and thereby to effectance
motivation, initiative, joy in learning, problem-solving, curiosity, and self-reflection
(Bredecamp & Copple, 1997; Ginsburg, 2006; Shipley, 2002). Other researchers stress the
developmental benefits of structured activities (e.g., Mahoney, Harris, & Eccles, 2006).

There is, in fact, a growing body of work from the United States on the benefits of partic-
ipation in organised, out-of-school activities for typically developing children/youth at risk
for poorer academic or other types of life outcomes (e.g., Eccles, Barber, Stone, & Hunt,
2003; Larson et al., 2004; Larson, 2000; Mahoney et al., 2006; Mahoney, Larson, & Eccles,
2005; Roth & Brooks-Gunn, 2003). Organised activities are seen as especially important
and potent contexts for development, with wide-ranging benefits, including enhanced
competencies, such as initiative (Larson, 2000); social skills, self-esteem, and the formation
of self-concept and identity (Beauvais, 2001; Eccles & Barber, 1999); self-efficacy and self-
determination (Catalano, Berglund, Ryan, Lonczak, & Hawkins, 1999); and enhanced
academic, physical, social, psychological, and civic development outcomes (Mahoney et al.,
2005, 2006).
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Also, work by Csikszentmihalyi (1997) and more recent work in Italy by Delle Fave
and colleagues (Delle Fave & Bassi, 2003; Delle Fave & Massimini, 2003) point to a
relationship between structured leisure activities and optimal experience or “flow”, which
is characterised by psychological engagement, intrinsic motivation, and enjoyment. The
crucial situational determinant of flow experiences is structure—a clear set of rules and
procedures fostering agency, concentration, and autonomous action toward meeting goals
and challenges (Larson, 2000). Formal activities, such as sports, music and swimming
lessons, and involvement in community youth groups, provide challenges and clear goals,
require concentration and prolonged effort, and involve skill development (Kleiber, Larson,
& Csikszentmihalyi, 1986).

In contrast, relaxed leisure is considered to have little developmental importance
(Kleiber et al., 1986). According to Larson and Verma (1999), unstructured activities, such
as play, do not provide the same types of benefits as organised activities, due to the lack of
opportunity for particular processes to occur. In their review of the literature, Larson and
Verma (1999) conclude that, although active unstructured leisure requires initiative, organ-
isation, and regulation of action, and thus has the same benefits as structured activity,
passive unstructured leisure has an uncertain relation to development.

There have been, however, few within-subject comparisons of the relative benefits of
formal and informal activities, or the processes considered to underlie these benefits.
Csikszentmihalyi, Rathunde, and Whalen (1993) found that talented teenagers reported
higher average levels of involvement, attention, enjoyment, and intrinsic motivation when
participating in sports, arts, and organisations, compared with other activities. Larson and
Kleiber (1993) also reported that adolescents experienced greater psychological engage-
ment (which they defined as high challenge and intrinsic motivation) when participating in
structured activities. More recently, Vandell et al. (2005) examined the psychological
engagement (which they defined in terms of intrinsic motivation, concentrated effort, and
positive emotion) of 191 middle school youth, when taking part in after-school programs
versus “elsewhere”. The inclusion of informal activities in these studies almost appears to
be an after-thought, even though the majority of children’s discretionary time is spent in
informal activities (Larson & Verma, 1999). Also, these studies involved adolescents rather
than children, and there may be different benefits of different types of activities, depending
on children’s age (Simpkins, Ripke, Huston, & Eccles, 2005).

Thus, although it has been proposed that there may be differences in the activity expe-
riences of different groups of children (Mahoney et al., 2006; Simpkins et al., 2005), no
studies have yet examined the relative enjoyment of formal versus informal activities for
children with and without physical disabilities. In the present study, we predicted that
children who are typically developing would enjoy formal activities more than informal
ones, due to greater psychological engagement and perceived meaning of engagement in
formal activities, whereas this would not be the case for children with disabilities. Children
with disabilities may experience lower enjoyment of formal activities due to lower levels
of psychological engagement and a sense of less meaningful experience, as explained in the
following sections.

Enjoyment as a Proxy Variable for Developmental Benefits

Enjoyment is considered a proxy variable for competency-related benefits arising from
activity engagement (Larson & Verma, 1999; Vandell et al., 2005). For youth who are
typically developing, involvement in organised or structured activities is considered to be
more enjoyable than involvement in informal activities, and to be associated with various
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developmental advantages (Larson, 2000). Mahoney et al. (2006) have, in fact, suggested
that the higher rates of enjoyment of youth in formal activities indicate the importance of
involving youth in scheduled activities.

Enjoyment is linked to intrinsic motivation (Deci, 1992), which is considered to be a
major psychological process by which individuals develop skills and abilities (Hunter &
Csikszentmihalyi, 2003). Together, enjoyment, interest, and a sense of excitement signal
the presence of intrinsic motivation (Deci, 1992). Reflecting the notion of flow (Csikszent-
mihalyi, 1997), the experience of leisure is perceived as enjoyable when it involves skill
development and an optimal level of challenge (Kleiber et al., 1986). Enjoyable and interest-
eliciting activities are associated with a web of cognitive, emotional, and biological
responses that promote the concentration, motivation, and persistence required for skill
development (Hunter & Csikszentmihalyi, 2003).

To be developmentally effective, then, activities must capture and sustain a child or
youth’s interest (Hunter & Csikszentmihalyi, 2003). Motivational and meaning-making
mechanisms underlying sustained engagement in activities are of fundamental importance
in determining the developmental effectiveness of activities (Eccles, Wigfield, & Schiefele,
1998; Hunter & Csikszentmihalyi, 2003; Renninger, 2000).

Mechanisms Leading to Developmental Benefits

The literature on the benefits of participation in organised, out-of-school activities is just
beginning to consider the processes by which formal activities are thought to bring about
positive effects. For the most part, this literature stresses competence or skill development
(e.g. Mahoney et al., 2005), and posits that the underlying mechanisms concern the devel-
opment of initiative and intrinsic motivation through challenging activities that require
effort (Csikszentmihalyi et al., 1993; Larson, 2000).

Eccles and her colleagues (Eccles et al., 2003; Eccles & Templeton, 2002) provide a
broader view of the developmental importance of structured activities by conceptualising
social relationship, and identity formation, expression, and affirmation, as additional bene-
fits. Eccles et al. (2003) discuss three underlying processes, considered to be heightened in
structured activities, that involve the process of opportunity: (a) opportunities to engage in
challenging tasks, (b) opportunities to form strong social bonds and friendships, and (c)
opportunities to develop and confirm a sense of positive identity.

A situational perspective on the systems of activities in which individuals participate
highlights the importance of a third process—support. This literature (e.g. Greeno, 1998)
explains activity in terms of constraints and affordances, with affordances defined as the
qualities of systems that support interactions and also provide opportunities for participa-
tion. Research indicates the importance of support from coaches and activity leaders
(Mahoney & Stattin, 2000; Smoll, Smith, Barnett, & Everett, 1993), and Eccles and
Templeton (2002) view the sense of support experienced in inclusive settings to be an
important feature of youth development programs. The literature also indicates that skill
development through participation, the presence of opportunities, and the provision
of support are three basic processes that allow individuals to realise their potential
(Bronfenbrenner & Ceci, 1994; Catalano & Hawkins, 1996; King et al., 2005).

A Visual Model of Processes Leading to Developmental Benefit from Activity

To integrate the literature discussed above, we developed a visual model of the sequence
by which intrinsic motivation, opportunity, and support may lead to the experience of
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meaning and enjoyment, and to developmental benefit from activity (Figure 1). The literature
on concept analysis and clarification indicates the importance of articulating defining
features of a construct, antecedent conditions, and consequences (Hutchfield, 1999; Rodgers,
1993).
Figure 1. Model of psychological engagement in activity, meaning of activity experiences, enjoyment, and benefits of participationThe key construct in our model is psychological engagement (i.e., a sense of absorption
in activity characterised by a concerted focus of attention or passionate involvement).
Antecedent conditions include the processes of opportunity and support, and the process of
intrinsic motivation, which involves seeking out novelty and challenges, and extending and
exercising one’s capacities (Ryan & Deci, 2000). Psychological engagement is seen to lead
to both meaningful experience and enjoyment (defined as a positive emotion or feeling of
pleasure, resulting from deep concentration), which, in turn, lead to a variety of develop-
mental benefits.

Figure 1 shows the posited sequence of relationships among the constructs considered
important in the derivation of positive benefits from activity participation, embedded within
contextual features of optimal environments (Eccles & Templeton, 2002). The perception
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Figure 1. Model of psychological engagement in activity, meaning of activity experiences, enjoy-
ment, and benefits of participation
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of choice is considered to be crucial for there to be intrinsic motivation to engage in an
available activity. The processes of intrinsic motivation, combined with opportunities and
supports afforded by the activity setting (Greeno, 1998), lead to psychological engagement.
Meaningful activity-specific experiences then arise through the operation of three
opportunity-related mechanisms (i.e., doing, belonging, and understanding) (King, 2004).
These mechanisms reflect engagement with the activity (leading to a sense of competence
when the activity is challenging yet commensurate with skills), engagement with co-partic-
ipants (leading to a sense of belonging), and connection of the activity to the self (leading
to a sense of self-awareness and self-understanding). These aspects of meaningful experi-
ence are considered to be associated with (a) a sense of enjoyment and (b) longer-term
competency-related (skill development, physical and academic/educational benefits), social
(relationship-based and civic benefits), and psychological/emotional benefits (enhanced
self-efficacy, self-confidence, self-worth, and self-concept).

This model differentiates enjoyment from preference, as is done in the leisure and recre-
ation literature (e.g., DiLorenzo, Stucky-Ropp, Vander Wal, & Gotham, 1998; Kimiecik,
Horn, & Shurin, 1996). Enjoyment is a positive emotion, whereas preference is equated
with interest in doing an activity (i.e., a sense of affinity). The model is informed by the
notion of optimal experience or flow (Csikszentmihalyi, 1997), which is a larger construct
than psychological engagement. Optimal experience is characterised by three concepts
distinguished in our model—psychological engagement, intrinsic motivation, and enjoy-
ment (Delle Fave & Massimini, 2003)—and occurs when high environmental challenges
are balanced with high personal skills (Csikszentmihalyi, 1975; Csikszentmihalyi & Csik-
szentmihalyi, 1988). Factor analytic work by Delle Fave and Bassi (2000) has differenti-
ated these four main dimensions of the flow experience.

Study Objectives

The main objective was to examine the relative enjoyment of formal and informal recreation
and leisure activity participation by children with disabilities (ages 6–8 years, 9–11 years,
and 12–14 years), in comparison with children in the same age groups who were typically
developing. It was predicted that children who were typically developing would enjoy
formal activities more than informal ones, due to greater psychological engagement and
perceived meaning of engagement in formal activities, whereas children with disabilities
would report similar enjoyment of these two types of activities.

A secondary objective was to examine children’s activity preferences and diversity
and intensity of participation in formal versus informal activities. We expected that pref-
erences (interest in activities) would differ from actual or reported enjoyment, thus
providing discriminative validity for the measure of enjoyment. Based on the findings of
past studies, we predicted that children with disabilities would take part in significantly
fewer informal and formal activities, and do so less intensely, than would children
without disabilities.

There is a need to examine aspects of participation in a developmental manner (Beauvais,
2001). Since differences in the relative enjoyment of formal versus informal activities may
be greater at some ages than others, we examined enjoyment, preferences, diversity, and
intensity of participation across three age groups of children. Since we were interested in
understanding the role of disability status, rather than children’s gender or social compe-
tence, in activity enjoyment, we controlled for both variables. Studies of children and youth
without disabilities have indicated that boys prefer and participate in sports activities,
whereas girls prefer and participate in skill-based, social, and self-improvement activities
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(e.g. Garton & Pratt, 1991; Larson & Verma, 1999; Medrich et al., 1982), and the same is
true for children with disabilities (King, Law, King, et al., 2006).

Method

Participants and Recruitment

Two samples of children were involved: 427 children (229 boys and 198 girls) with
physical functional limitations ages six to 14 years, and 354 children (147 boys and 207
girls) without disabilities in the same age range. Ethics approval for the studies was
obtained from McMaster University, participating children’s service organisations, and the
Thames Valley District School Board.

Sample One

Sample One constituted the first wave of data from a three-year longitudinal study of the
participation of children with physical disabilities, in which three age cohorts of children
(6–8 years, 9–11 years, and 12–14 years) were followed forward in time, with data collected
at nine-month intervals. Recruitment took place through 11 publicly funded regional chil-
dren’s rehabilitation centres and one children’s hospital in the province of Ontario, Canada.
Working with these 12 recruitment sites, we compiled a list of all children with physical
disabilities born between 1 October 1985 and 30 September 1994 inclusive. Children with
the following primary diagnoses or conditions were included: amputation; cerebral palsy;
cerebral vascular accident/stroke (vascular brain disorders), congenital anomalies, hydro-
cephalus, juvenile arthritis, non-progressive muscular disorders, neuropathy, orthopaedic
conditions (e.g., scoliosis), spinal cord injury, spina bifida, and traumatic brain injury.

A total of 3062 children and families were identified who met the inclusion criteria with
respect to age and physical functional limitation. Of the 3062 families sent packages, 84 did
not have a valid mailing address or the child was deceased, and 510 were determined to be
ineligible for various reasons (on the basis of information they provided at this recruitment
stage), including the capability of their child to take part in research. Of the remaining 2468
families, 1442 made no response (58.4%) and 557 families were not interested in partici-
pating (22.6%), leaving a total of 469 consenting families (a 19% consent rate). Of the 469
enrolled families, 28 withdrew before data collection and 14 were judged to be unsuitable
by the interviewer, leaving 427 children in the study.

We consider the sample to be representative because we sampled centres from both
rural and urban areas of the province; the majority of children with physical disabilities
have the opportunity to be served by these rehabilitation centres. The children had levels of
physical functioning similar to a sample of children with musculoskeletal limitations
(Young, Williams, Yoshida, & Wright, 2000), as measured by the Activity Scale for Kids
(Young et al., 2000); communicative functioning at about the 16th percentile (below
average), as measured by the Vineland Adaptive Behavior Scales (Sparrow, Balla, &
Cicchetti, 1984); and cognitive functioning a little below average, as measured by the
Peabody Picture Vocabulary Test—Third Edition (Dunn & Dunn, 1997).

Sample Two

Children in Sample Two were recruited through the Thames Valley District School Board
in London, Ontario, Canada. Schools with grades kindergarten through Grade Eight were
stratified by income distribution within the district, and 16 schools were randomly selected
from within these income bands. Packages containing questionnaires and study information



Formal versus Informal Activity Enjoyment  117

were sent to the schools to be distributed to every second, third, or fourth child on the alpha-
betical class list (depending on the size of the class), and taken home. Children were
excluded if they had a physical disability, were in a self-contained or segregated class, or
they/their parents could not read English sufficiently well to answer the questions. A total
of 476 packages were returned out of approximately 2237 packages distributed (a 21.2%
consent rate). Of these, 382 children/families agreed to participate. Twenty-eight cases
were excluded (18 due to missing data and 10 due to the exclusion criteria), resulting in a
final sample of 354 children without disabilities.

Characteristics of the participating children and their families are presented in Table 1.
Compared with children with disabilities, the sample of typically developing children
contained a smaller percentage of children aged 12–14 years (29.5% and 18.1%, respec-
tively) and a smaller proportion of boys (53.6% and 41.5%, respectively). The majority of
families of children with disabilities had an annual family income in the $30,000–59,999
range (35.8%), whereas the majority of families of children without disabilities had an
annual family income in the $60,000–89,999 range (32.7%). The two samples were similar
with respect to the percentage of two-parent families (83.1% and 85.6%, respectively). The
majority of families in both samples had two children living at home (43.1% and 52.3%,
respectively). Participants in both samples were predominantly of Caucasian background
(80.8% and 87.3%, respectively), although the sample of children with disabilities was
more ethnically diverse.

Data Collection Procedures

Sample One

A package of self-administered questionnaires was mailed to the family, to be completed
by either the parent or child prior to a home visit by an experienced study interviewer. The
parent-completed measures included measures of demographic characteristics, and envi-
ronmental, family, and child variables, which are described in King, Law, Hanna et al.
(2006), including the Strengths and Difficulties Questionnaire (SDQ) (Goodman, 1997). The
child-completed measures included phase one of the 49-item version of the Children’s
Assessment of Participation and Enjoyment (CAPE) (King, Law, Hanna et al., 2004). Phase
two of the interviewer-assisted version of the CAPE was completed in a home-based inter-
view, along with other measures, as described in King et al. (2006), including the Self-
Perception Profile for Children (Harter, 1985) or the Self-Perception Profile for Adolescents
(Harter, 1988), depending on the age of the child/youth, and the Preferences for Activities
of Children (PAC) (King et al., 2004).

Sample Two

Packages of questionnaires were sent home to families through the school. Families were
instructed to complete only one package per household and to return the completed ques-
tionnaires by mail in the provided addressed and stamped envelope. Parents completed a
background information form and the SDQ (Goodman, 1997). Depending on their age, chil-
dren completed the Self-Perception Profile for Children (ages 8–12 years) (Harter, 1985)
or the Self-Perception Profile for Adolescents (Harter, 1988), as well as self-administered
versions of the CAPE and PAC (King et al., 2004), with the assistance of the parent, if
required. Children in Sample Two completed the CAPE at the same time of the year as did
those in Sample One, thus ruling out seasonal differences as a causal factor accounting for
differences in the participation of the two groups.
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Measurement Instruments

Children’s Assessment of Participation and Enjoyment

We measured children’s enjoyment of participation in formal and informal recreation and
leisure activities, as well as the diversity and intensity of their participation, using the
CAPE (King et al., 2004; King, Law, King, et al., 2006). The CAPE is a reliable and valid
measure of children’s participation appropriate for children and youth with and without

Table 1. Characteristics of samples of children with and without physical disabilities.

Children with 
disabilities 
(N = 427)

Children without 
disabilities 
(N = 354)

Variable Category n % n %

6–8 years 125 29.3 143 40.4
9–11 years 176 41.2 147 41.2
12–14 years 126 29.5 64 18.1

Gender Boy 229 53.6 147 41.5
Girl 198 46.4 207 58.5

Family type Two-parent 355 83.1 303 85.6
Single-parent 71 16.6 50 14.1
Missing 1 0.2 1 0.3

Family income <$30,000 68 16.0 34 9.6
$30,000–$59,999 153 35.8 94 26.9
$60,000–$89,999 114 26.7 116 32.7
≥$90,000 87 20.4 109 30.8
Missing 5 1.2 n/a n/a

Number of children living at home One child 83 19.4 57 16.1
Two children 184 43.1 185 52.3
Three children 114 26.7 86 24.3
Four children 31 7.3 17 4.8
Five or more children 14 3.3 5 1.4
Missing 1 0.2 4 1.1

Ethnicity background of 
respondent (parent or guardian)

Arab/West Asian
Black

7
25

1.6
5.9

6 1.7

Caucasian 345 80.8 309 87.3
Filipino 4 0.9
Japanese 2 0.5 1 0.3
Korean 1 0.3
Latin-American 8 1.9 3 0.8
Multi-ethnica 10 2.3
North American Indian 4 0.9
South Asian 13 3.0 3 0.8
South East Asian 2 0.5
Missing 1 0.5 24 6.8

Note: aTwo or more options were checked for ethnic background.
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disabilities aged six to 21 years. The CAPE provides information about participation in
formal and informal domains, as well as in five activity types (i.e., recreational, active phys-
ical, social, skill-based, and self-improvement activities), derived using principal compo-
nents analysis.

The items in the CAPE were developed through a review of the literature, expert
review, and pilot testing with children both with and without disabilities. CAPE test–retest
reliability was evaluated by administering the test on two separate occasions to a group of
48 children with disabilities. The values for the CAPE activity type intensity scores ranged
from 0.72 to 0.81, indicating sufficient test–retest reliability (Kirshner & Guyatt, 1985).
CAPE scores correlate in expected directions with environmental, family, and child
variables, and hypotheses concerning differences in mean scores for boys versus girls have
been supported, thus providing evidence of construct validity (King, Law, King, et al.,
2006). Table 2 presents a listing of the CAPE activities in the formal and informal domains,
and the five activity types.

Children are asked (with parent/caregiver assistance, as needed) to indicate the activities
they had participated in (in the previous four-month period) and how often (on a seven-point
scale from one = “one time in the past four months” to seven = “one time a day or more”).
Participation diversity is a count of the number of activities participated in (the sum of the
number of different activities performed). Participation intensity is calculated by dividing
the sum of item frequency by the number of possible activities for a given level of scoring
(e.g., 14 activities, in the case of formal participation). Enjoyment is measured on a five-
point scale ranging from one (not at all) to five (love it). In the present study, diversity, inten-
sity, and enjoyment scores were calculated for formal and informal activities separately.

The interviewer-assisted version of the CAPE is comprised of a self-completed phase
one, which assesses what activities the child has taken part in and with what frequency, and
an interviewer-assisted phase two, which assesses with whom, where, and enjoyment of the
activities in which the child has taken part. The self-administered CAPE is a single
questionnaire in which children provide information about five dimensions of participa-
tion—diversity, frequency of participation, with whom activities took place, where, and
enjoyment. The self-administered version and interviewer-assisted versions of the CAPE
have similar psychometric properties, and the two versions provide comparable scores
(King et al., 2004).

Preferences for Activities of Children

Preferences were measured using the PAC (King et al., 2004). The PAC provides preference
scores on the same items included in the CAPE. The PAC has demonstrated acceptable
internal consistency, with coefficient alpha values ranging from 0.67 to 0.84, and evidence
of construct validity (King et al., 2004; King, Law, King, et al., 2006). In particular, research
has indicated that CAPE enjoyment scores and PAC preference scores are distinct from one
another, meaningful, and interpretable (King, Law, King, et al., 2006). Preference response
options on the PAC ranged from one (I would not like to do at all) to three (I would really
like to do). In the present study, preference scores were calculated for formal and informal
activities separately.

Strengths and Difficulties Questionnaire

The SDQ (Goodman, 1997) consists of 25 questions providing measures of Emotional
Problems, Conduct Problems, Hyperactivity, Peer Problems, and Prosocial Behavior. The
SDQ has satisfactory internal consistency and test–retest reliability (Goodman, 2001).
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Table 2. CAPE items by activity type and domain.

Domain

Five activity types Formal activities Informal activities

Recreational (12 items) Doing puzzles
Playing board or card games
Doing crafts, drawing or colouring
Collecting things
Playing computer or video games
Playing with pets
Doing pretend or imaginary play
Playing with things or toys
Going for a walk or hike
Playing on equipment
Watching television or a rented movie
Taking care of a pet

Active Physical (nine items) Doing martial arts Bicycling, in-line skating or 
skateboarding

Racing or track and field Doing water sports
Doing team sports Doing snow sports
Participating in school clubs Playing games

Doing a paid job
Social (nine items) Talking on the phone

Going to a party
Hanging out
Visiting
Going to the movies
Going to a live event
Going on a full day outing
Listening to music
Making food

Skilled-based (nine items) Swimming Dancing
Doing gymnastics
Horseback riding
Learning to sing (choir or 
individual lessons)
Taking art lessons
Learning to dance
Playing a musical instrument
Participating in community 
organisations

Self-improvement (10 items) Getting extra help for 
schoolwork from a tutor

Writing letters
Writing a story

Doing a religious activity Going to the public library
Reading
Doing volunteer work
Doing a chore
Doing homework
Shopping
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Self-Perception Profiles for Children and Adolescents

These are widely used measures of self-concept and self-esteem. The Self-Perception
Profile for Children (Harter, 1985), appropriate for children in Grades Three to Eight, taps
domain-specific judgments of competence or adequacy in five domains (scholastic compe-
tence, athletic competence, physical appearance, social acceptance, and behavioural
conduct), as well as global self-worth. The measure has adequate internal consistency
reliabilities, ranging from 0.71 to 0.86. The Self-Perception Profile for Adolescents (Harter,
1988), recommended for youth in Grades Nine to 12, includes the scales in the child version
along with three additional scales relevant to adolescents (job competence, close friendship,
and romantic appeal). Internal consistency reliabilities of the scales range from 0.58 to 0.91.

Results

Relationships among Measures of Dimensions of Participation

The two samples were joined together for the purpose of analysis. Table 3 presents
correlations among the measures of formal and informal participation diversity, intensity,
enjoyment, and preference for the two samples of children combined. (The correlations for
the two samples were highly similar, indicating that there were no differences in the pattern
of associations for children with and without disabilities). Table 3 shows that enjoyment
scores are not highly correlated with diversity and intensity of participation (correlations
ranging from 0.03 to 0.17), whereas preference scores are moderately associated with
diversity and intensity of participation (correlations ranging from 0.13 to 0.30). Enjoyment
scores are only moderately correlated with preference scores (correlations ranging from
0.29 to 0.52).

Overview of Analyses

A series of repeated-measure analysis of variance with two between-subjects factors
(disability status and age grouping) and one within-subjects factor (formal versus informal
activities) was conducted on enjoyment, preferences, diversity, and intensity scores. The
age groups for the children were 6–8 years, 9–11 years, and 12–14 years. A posteriori
pairwise comparisons were performed using Tukey’s honestly significant difference (HSD)
test, to control for the Type 1 error rate.

Table 3. Correlations between scores on dimensions of participation (combined samplea).

Formal 
Diversity

Informal 
Diversity

Formal 
Intensity

Informal 
Intensity

Formal 
Enjoyment

Informal 
Enjoyment

Formal 
Preference

Informal Diversity 0.49
Formal Intensity 0.93 0.47
Informal Intensity 0.38 0.85 0.42
Formal Enjoyment 0.03 0.14 0.06 0.17
Informal Enjoyment 0.09 0.12 0.09 0.17 0.51
Formal Preference 0.30 0.24 0.27 0.21 0.31 0.38
Informal Preference 0.15 0.31 0.13 0.30 0.29 0.52 0.68

Note: Bold correlations are significant at the 0.01 level or lower (two-tailed). an = 781 or lower, depending on 
missing pairwise data.
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Since we were interested in understanding the role of disability status in activity enjoy-
ment, rather than children’s gender or social competence, analyses of covariance were
conducted to explore the effects controlling for gender, children’s behavioural difficulties,
and aspects of self-concept, as measured by the Total Difficulties Score from the SDQ
(Goodman, 1997) and the standardised scores of Global Self-Worth, Social Acceptance,
Athletic Competence, and Scholastic Competence from the Self-Perception Profile for
Children (Harter, 1985) or the Self-Perception Profile for Adolescents (Harter, 1988),
depending on the age of the child. The findings of the analyses of covariance were not
different from the analysis of variance and therefore will not be considered further.

We were only interested in main effects involving the formal versus informal activity
domains, and significant interactions involving disability status and formal versus informal
activities. These findings are presented below. There were no significant three-way inter-
actions involving age, disability status, and formal versus informal activities.

Main Effects for Formal versus Informal Activity Domains

There were significant main effects for formal versus informal activity domains on enjoy-
ment, preference, diversity, and intensity scores. Overall, children reported enjoying formal
activities (mean = 4.04, standard deviation [SD] = 0.75) more than informal activities (mean
= 3.95, SD = 0.47), F(1,747) = 14.12, p < 0.0001, but reported preferring informal activities
(mean = 2.41, SD = 0.27) more than formal ones (mean = 2.10, SD = 0.39), F(1,766) =
827.21, p < 0.0001. In the four-month time period captured by the CAPE, children took part
in fewer formal (mean = 3.97, SD = 2.17) than informal activities (mean = 26.04, SD = 4.09),
F(1,775) = 27823.6, p < 0.0001. Children took part more intensely in informal activities
(mean = 3.59, SD = 0.69) than in formal ones (mean = 1.33, SD = 0.77),  F(1,775) = 5928.51,
p < 0.0001.

Disability Status by Formal versus Informal Domain Interactions

As shown in Table 4, there were significant interactions between disability status and activ-
ity domains on diversity, intensity, and enjoyment, but not preference. As predicted,
children without disabilities reported significantly higher average enjoyment of formal
activities (mean = 4.17) than informal activities (mean = 3.99) (Tukey HSD test significant
at p < 0.01), whereas children with disabilities did not differ in their enjoyment of formal
(mean = 3.91) and informal activities (mean = 3.92). The top five most enjoyed activities
for children with and without disabilities are presented in Table 5.

The significant interaction on diversity scores indicated that the least diverse category
of participation was formal activities for children with disabilities (mean = 3.34), whereas
the most diverse category of participation was informal activities for children without
disabilities (mean = 27.18). The significant interaction on participation intensity showed the
same pattern. The least intense category of participation was formal activities for children
with disabilities (mean = 1.10), whereas the highest participation category was informal
activities for children without disabilities (mean = 3.79). Tukey HSD tests indicated that all
means in both interactions were significantly different from one another at p < 0.01.

Discussion

This study contributes to the growing literature on structured activities. No previous studies
have directly compared the enjoyment, preference, diversity, and intensity of participation
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in formal versus informal activities by children and youth with and without physical
disabilities. As predicted, whereas typically developing children reported higher average
levels of enjoyment for formal activities, paralleling findings in the literature (e.g., Vandell
et al., 2005), children with disabilities did not differ in their enjoyment of formal versus
informal activities.

Also as expected, there were significant differences between the two groups of chil-
dren in the diversity and intensity of their formal versus informal activity participation,
but not their preferences. Children with disabilities took part in significantly fewer formal
and informal activities than did children without disabilities, and they participated less

Table 4. Means (SD) on components of participation as a function of formal versus informal 

activities and disability versus no disability.

Sample
Formal 

activities
Informal 
activities

Level of significance of 
interaction

Participation enjoyment (higher scores = greater enjoyment)

Disability (n = 399) 3.91 (.85)A 3.92 (.50)B F(1,747) = 15.28, p < 0.0001

No disability (n = 354) 4.17 (.59)ABC 3.99 (.42)C

Participation diversity (higher scores = more activities)

Disability (n = 427) 3.34 (2.00)ABC 25.09 (4.28)BDF F(1,775) = 7.58, p < 0.006

No disability (n = 354) 4.72 (2.12)ABE 27.18 (3.53)CEF

Participation intensity (higher scores = greater extent of participation)

Disability (n = 427) 1.10 (.70)ABC 3.42 (.73)BDF F(1,775) = 8.03, p < 0.005

No disability (n = 354) 1.62 (.75)ADE 3.79 (.58)CEF

Participation preference (higher scores = greater preference)

Disability (n = 427) 2.11 (.41) 2.42 (.28) F(1,766) = 0.71, not significant

No disability (n = 345) 2.09 (.36) 2.40 (.25)

Note: Similar uppercase superscript letters indicate pairs of means significantly different from one another at p < 
0.01, using Tukey’s HSD test.

Table 5. Top five most enjoyed activities for children with and without disabilities.

Group Five most enjoyed activities Mean enjoyment score

Children with disabilities Going to the movies 4.52

Watching television or a rented movie 4.46

Going on a full day outing 4.45

Horseback riding 4.42

Doing snow sports 4.39

Children without disabilities Going on a full day outing 4.70

Going to the movies 4.60

Horseback riding 4.58

Going to a party 4.58

Doing team sports 4.56
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intensely in both activity domains. There were, however, no differences between children
with and without disabilities in their preferences. Both groups reported greater prefer-
ences for informal activities. This finding substantiates the view that enjoyment and
preference are distinct constructs, and that enjoyment is determined by actual engagement
in activity. There were no significant three-way interactions involving age, indicating that
patterns of formal versus informal activity participation for children with and without
disabilities did not vary as a function of age. Controlling for children’s gender and level of
social competence did not affect the findings, indicating that the differences in formal
versus informal activity enjoyment for children with and without disabilities are not due
to gender differences in activity participation or social competence, but rather due to
disability status.

Activity Engagement, Enjoyment, and Positive Developmental Benefits

The findings indicate that formal activity participation is not enjoyed more than informal
activity participation by all groups of children. Although children who are typically
developing enjoy formal activities (Vandell et al., 2005) and accrue a number of positive
developmental benefits from their participation in structured activities (e.g., Eccles et al.,
2003; Mahoney et al., 2006), the findings indicate that this may not be the case for children
with physical disabilities. As suggested by Mahoney et al. (2006) and Simpkins et al.
(2005), there appears to be variation in the benefits associated with particular types of activ-
ities for different groups of children. Thus, particular groups of children may not obtain the
competency-related benefits of structured activities, or the social or psychological benefits.
The lower average enjoyment of formal activities by children with disabilities may reflect
a series of cascading processes underlying lack of psychological engagement in activity:
lower activity choice and intrinsic motivation, lack of opportunities for meaningful experi-
ences within the activity setting, and lack of physical and emotional support to encourage
involvement.

As outlined in Figure 1, greater psychological engagement in activity may lead,
through intertwined aspects of meaningful experience, to heightened perceptions of the
meaningfulness of the activity, greater activity enjoyment, and greater longer-term
competency-related, social, and psychological/emotional benefits. From this perspective,
the absence of greater enjoyment of formal than informal activities by children with
disabilities is worrisome. It suggests that these children may not experience the same
developmental benefits of involvement in organised activities.

Taking part in activities does not mean we are “engaged” in a meaningful way in
those activities or with co-participants (Perlman, 2007). Children who do not select
their own activities may be more inclined to be detached observers than engaged partic-
ipants. Even when children have made the personal choice to attend a structured
program, they may not be truly engaged with co-participants or the leaders, or appropri-
ately challenged and involved in the activity. For example, children with disabilities
may enjoy activities less because they are encouraged to take part in activities that are
less prestigious in their eyes or seen as more appropriate for younger children. Regard-
less of the particular factors at play, we propose that the fundamental mechanisms
underlying activity engagement and enjoyment, and the benefits that follow, are intrin-
sic motivation to engage and the opportunity to meaningfully engage, which will
depend on the availability of supportive people, and environmental and activity accom-
modations.
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Implications for Research

Few studies have compared the activity participation of children, youth, or young adults
with and without disabilities. The findings indicate the value of comparing the experiences
of children who are typically developing with those who have disabilities. Comparative
studies not only provide a context by which to ascertain how children with disabilities are
faring; they also provide insight into the processes underlying activity engagement and
enjoyment, and the developmental benefits of engaging in activities of different types.

A limitation of the present study is the lack of a demonstrated link between differences
in the enjoyment of formal activities and different magnitudes or types of developmental
benefits for children with and without disabilities. Future research is needed to examine
these associations, and also to examine how features of structured programmes are related
to psychological engagement and developmental benefits. Other directions for future
research involve the use of qualitative designs to examine the reasons why parents enrol
their children in formal activities, and to capture children’s self-reports of their participa-
tion experiences.

To design programmes that enable children to have optimal experiences, it is important
to understand the mediating mechanisms underlying the positive developmental benefits of
psychological engagement in organised activities (Eccles & Templeton, 2002; Simpkins
et al., 2005). We believe it will be more profitable to study the processes involved in the
derivation of benefit from activity engagement than to focus on the formal versus informal
nature of activities. For some children with disabilities, informal activities may in fact be
challenging and demanding, or provide a feeling of connectedness, thus providing devel-
opmental benefit. There may be particular activities that children with disabilities enjoy more
than children without disabilities (for example, Table 5 indicates that watching television
or a rented movie and doing snow sports are highly ranked enjoyable activities for children
with disabilities compared to those without disabilities). Furthermore, there may be specific
mechanisms dealing with support and opportunity that are unique to children with disabil-
ities, requiring the adoption of a different approach to the promotion of participation for these
children. Thus, the nature of optimal configurations of activities (for whom, and under what
conditions), as well as the mediating processes, require much more exploration.

It would be useful to develop a self-report measure of children’s perceptions of the
competency-related, social, and psychological benefits of engagement in structured leisure
and recreation activities. Such a measure might be designed to capture: (a) aspects of the
experience of psychological engagement, such as enjoyment, a sense of challenge, positive
emotion, and a sense of concentration and effort (after Vandell et al., 2005) and elicitation
of interest (after Deci, 1992); and (b) perceptions of different types of benefits, as revealed
in feelings of competency, belongingness to the group, and enhanced awareness of skills,
abilities, and the activities one enjoys. Programme organisers and designers appear to facil-
itate the occurrence of these types of optimal experiences. Ecologically-based therapeutic
interventions often employ change strategies involving the provision of opportunities (an
environmental level strategy) and supports (an interpersonal or person–environment fit
strategy), and the promotion of skill development through participation (a personal level
intervention strategy) (King, Baldwin, Currie, & Evans, 2006). A self-report measure of
children’s session-specific programme experiences would, therefore, be useful for the eval-
uation of programs and activities designed to provide participation opportunities and expe-
riences.

The model of activity engagement proposed in the present article might also be used to
guide research and evaluation design, as it lays out a theory of change that can assist with
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the conceptualisation of important constructs and the selection of outcome measures
(Eccles & Templeton, 2002). There is a strong need for evaluation design that is based on
theory (Connell, Gambone, & Smith, 2000).

Implications for Practice

For service providers, the findings indicate the importance of advising parents to encourage
their children to make activity choices and to take part in activities they feel passionate about.
The findings suggest that parents should assess whether their children are engaged and deriv-
ing expected benefits. Discussions with parents may increase understanding and awareness
of the reasons why parents encourage their child’s participation in certain activities and not
others. One reason why children with disabilities may not enjoy formal activities to the same
degree as their peers is that their parents may be trying to compensate for a relative lack of
spontaneous social and recreational activity, and to provide their children with skills, social
relationships, and an enhanced sense of their self-worth, through enrolment in formal
programs such as clubs and groups. In summary, service providers can encourage parents
to support their child’s choices (in order to maximise intrinsic motivation) and monitor their
child’s level of enjoyment (in order to address children’s concerns about participation).

International work in the area of special education has drawn attention to inclusion
dilemmas, such as whether to identify children as having a disability, whether to provide a
common curriculum, and where to place these children (e.g., Norwich, 2002; Terzi, 2005).
The present work complements this work by focusing on children’s recreation and leisure
experiences in the home and community, outside school hours.

In Canada, where this research was conducted, children take part in out-of-school-time
recreation and leisure activities in both integrated and segregated settings, depending on
family choice, availability of programmes, and consideration of children’s needs and inter-
ests. The inclusion dilemmas faced by parents include deciding what out-of-school-time
activities in which to enrol their children. This is a complex decision, which is probably influ-
enced by parents’ perceptions of barriers with respect to physical and built environments,
institutional and government policies, services and assistance, and attitudes and social
support (Law, Petrenchik, King, & Hurley, 2007), and involves parents’ consideration of
transportation issues, the activities of their other children, and family income.

For service providers, the findings suggest the importance of focusing on children’s
enjoyment of activities and ensuring that children are deriving meaning and benefit from
their recreation and leisure activities. The findings also point to the importance of ongoing
professional development for community group instructors, to ensure that the enjoyment
and learning experiences of children with disabilities are maximised.

Adolescents with disabilities view engaging in activities they enjoy as important to
being happy and achieving success in life (King, Cathers, Miller Polgar, MacKinnon, &
Havens, 2000). The opportunity-related mechanisms underlying optimal experience in
activity proposed by Eccles et al. (2003) are precisely the same as mechanisms posited as
leading to a sense of meaning in everyday life: doing (i.e., engaging in activities that are
fulfilling and engrossing), belonging (i.e., a fit with the social environment and a sense of
acceptance by others), and understanding the self and the world (King, Cathers, et al.,
2003; King, 2004; King, Brown, & Smith, 2003). Many literatures support the idea that
meaning in everyday life results from active engagements or commitments to goals that
help people feel connected, mobilise their activities and efforts, and contribute to their
understanding of themselves and the world (King, 2004). Participation offers children
opportunities that go beyond competence development—by allowing them to experience a
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sense of belonging to a group or community, and to develop a sense of who they are as
individuals. By participating in activities and engaging in various roles (e.g., learner,
helper, confidant), children gain a sense of meaning in life that goes beyond the simple
acquisition of competencies.

It is fundamentally important to ensure the availability, for children and youth, of
opportunities and supportive experiences that increase the likelihood of: (a) meaningful
skill-enhancing experiences providing a sense of competence and self-efficacy, (b)
supportive relationships providing a sense of self-worth and a sense of community belong-
ing, and (c) experiences that provide a better understanding of who one is as a person and
what one values in life. Understanding the processes underlying activity engagement,
meaningful experience, enjoyment, and longer-term benefits will help us to understand
how to promote resilience in the face of life’s adversities. Knowing the mechanisms that
lead to positive developmental benefits will indicate the types of opportunities, experi-
ences, and services that will assist children and youth with disabilities in adapting to
circumstances and meeting their goals in life.

Acknowledgements

This study was supported by a research grant from the National Institutes of Health (Grant
HD38108-02); by the CanChild Centre for Childhood Disability Research, funded in part
by an operating grant from the Ontario Ministry of Health and Long-term Care; and by the
Research Alliance for Children with Special Needs, funded by the Social Sciences and
Research Council of Canada. Preparation of this article was supported by a Senior Research
Fellowship awarded to Gillian King by the Ontario Mental Health Foundation. Apprecia-
tion is extended to Susanne King, Heidi Schwellnus, the Thames Valley District School
Board, and the many interviewers, organisations, and families who contributed their time
and commitment to this research project.

References

Beauvais, C. (2001). Literature review on learning through recreation. Ottawa, ON: Canadian
Policy Research Networks.

Bredecamp, S., & Copple, C. (Eds.). (1997). Developmentally appropriate practice in early child-
hood programs serving children from birth to age eight. Washington, DC: National Association
for the Education of Young Children.

Bronfenbrenner, U., & Ceci, S. (1994). Nature–nurture reconceptualized in developmental
perspective: A bioecological model. Psychological Review, 101, 568–586.

Brown, R. I., Brown, P. M., & Bayer, M. B. (1994). A quality of life model: New challenges arising
from a six year study. In D. Goode (Ed.), Quality of life for persons with disabilities (pp. 39–56).
Cambridge, MA: Brookline.

Brown, M., & Gordon, W. A. (1987). Impact of impairment on activity patterns of children.
Archives of Physical Medicine and Rehabilitation, 68, 828–832.

Catalano, R. F., Berglund, M. L., Ryan, J. A. M., Lonczak, H. S., & Hawkins, J. D. (1999). Positive
youth development in the United States: Research findings on evaluations of the positive youth
development programs. New York: Carnegie Corporation.

Catalano, R. F., & Hawkins, J. D. (1996). The social development model: A theory of antisocial
behavior. In J. D. Hawkins (Ed.), Delinquency and crime: Current theories (pp. 149–197). New
York: Cambridge University Press.

Connell, J. P., Gambone, M. A., & Smith, T. J. (2000). Youth development in community settings:
Challeges to our field and our approach. In P. P. Ventures (Ed.), Youth development: Issues,
challenges and directions (pp. 281–300). Philadelphia: Public/Private Ventures.

Csikszentmihalyi, M. (1997). Finding flow: The psychology of engagement with everyday life. New
York: Basic Books.



128  G. King et al.

Csikszentmihalyi, M., Rathunde, K., & Whalen, S. (1993). Talented teenagers. The roots of success
and failure. Cambridge, England: Cambridge University Press.

Deci, E. (1992). The relation of interest to the motivation of behavior: A self-determination theory
perspective. In K. Renninger, S. Hidi, & A. Krapp (Eds.), The role of interest in learning and
development (pp. 43–70). Hillsdale, NJ: Erlbaum.

Delle Fave, A., & Bassi, M. (2000). The quality of experience in adolescents’ daily life: Develop-
mental perspectives. Genetic, Social, and General Psychology Monographs, 126(3), 347–367.

Delle Fave, A., & Bassi, M. (2003). Italian adolescents and leisure: The role of engagement
and optimal experience. New Directions for Child and Adolescent Development, 2003(99),
79–94.

Delle Fave, A., & Massimini, F. (2003). Optimal experience in work and leisure among teachers and
physicians: Individual and bio-cultural implications. Leisure Studies, 22, 323–342.

DiLorenzo, T. M., Stucky-Ropp, R. C., Vander Wal, J. S., & Gotham, H. J. (1998). Determinants of
exercise among children. II. A longitudinal analysis. Preventative Medicine, 27, 470–477.

Dunn, L. M., & Dunn, L. M. (1997). Peabody Picture Vocabulary Test—Third Edition (PPVT-III).
Circle Pines, MN: American Guidance Service.

Eccles, J. S., & Barber, B. L. (1999). Student council, volunteering, basketball, or marching
band: What kind of extracurricular involvement matters? Journal of Adolescent Research,
14, 10–43.

Eccles, J. S., Barber, B. L., Stone, M., & Hunt, J. (2003). Extracurricular activities and adolescent
development. Journal of Social Issues, 59, 865–889.

Eccles, J. S., & Templeton, J. (2002). Extracurricular and other after-school activities for youth.
Review of Research in Education, 26, 113–180.

Eccles, J. S., Wigfield, A., & Schiefele, U. (1998). Motivation to succeed. In W. Damon & N.
Eisenberg (Eds.), Handbook of child psychology: Vol. 3. Social, emotional, and personality
development (5th ed., pp. 1017–1095). New York: Wiley.

Fougeyrollas, P., Noreau, L., Bergeron, H., Cloutier, R., Dion, S. A., & St. Michel, G. (1998). Social
consequences of long term impairments and disabilities: Conceptual approach and assessment
of handicap. International Journal of Rehabilitation Research, 21, 127–141.

Garton, A. F., & Pratt, C. (1991). Leisure activities of adolescent school students: Predictors of
participation and interest. Journal of Adolescence, 14, 305–321.

Ginsburg, K. R. (2006). The importance of play in promoting healthy child development and
maintaining strong parent–child bonds. Committee on Communications and Committee on
Psychosocial Aspects of Child and Family Health, American Academy of Pediatrics.

Goodman, R. (1997). The Strengths and Difficulties Questionnaire: A research note. Journal of
Child Psychology and Psychiatry, 38, 581–586.

Goodman, R. (2001). Psychometric properties of the Strengths and Difficulties Questionnaire.
Journal of the American Academy of Child and Adolescent Psychiatry, 40(11), 1337–1345.

Greeno, J. G. (1998). The situativity of knowing, learning, and research. American Psychologist, 53,
5–26.

Harter, S. (1985). Self-Perception Profile for Children. Denver, CO: Department of Psychology,
University of Denver.

Harter, S. (1988). The Self-Perception Profile for Adolescents. Denver, CO: Department of
Psychology, University of Denver.

Henry, A. D. (1998). Development of a measure of adolescent leisure interests. The American
Journal of Occupational Therapy, 52, 531–539.

Hunter, J. P., & Csikszentmihalyi, M. (2003). The positive psychology of interested adolescents.
Journal of Youth and Adolescence, 32, 27–35.

Hutchfield, K. (1999). Family-centred care: A concept analysis. Journal of Advanced Nursing,
29(5), 1178–1187.

Kimiecik, J. C., Horn, T. S., & Shurin, C. S. (1996). Relationships among children’s beliefs,
perceptions of their parents’ beliefs and their moderate-to-vigorous physical activity. Research
Quarterly for Exercise and Sport, 67, 324–336.

King, G., Cathers, T., Brown, E., Specht, J. A., Willoughby, C., Miller Polgar, J., et al. (2003). Turn-
ing points and protective processes in the lives of people with chronic disabilities. Qualitative
Health Research, 13, 184–206.

King, G., Cathers, T., Miller Polgar, J., MacKinnon, E., & Havens, L. (2000). Success in life for
older adolescents with cerebral palsy. Qualitative Health Research, 10, 734–749.



Formal versus Informal Activity Enjoyment  129

King, G., Law, M., Hanna, S., King, S., Hurley, P., Rosenbaum, P., et al. (2006). Predictors of the
leisure and recreation participation of children with physical disabilities: A structural equation
modeling analysis. Children’s Health Care, 35(3), 209–234.

King, G., Law, M., King, S., Hurley, P., Rosenbaum, P., Hanna, S., et al. (2004). Children’s Assess-
ment of Participation and Enjoyment (CAPE) and Preferences for Activities of Children (PAC).
San Antonio, TX: Harcourt Assessment.

King, G., Law, M., King, S., Rosenbaum, P., Kertoy, M., & Young, N. L. (2003). A conceptual
model of the factors affecting the recreation and leisure participation of children with disabilities.
Physical & Occupational Therapy in Pediatrics, 23(1), 63–90.

King, G., McDougall, J., DeWit, D., Hong, S., Miller, L., Offord, D., et al. (2005). Pathways to
children’s academic performance and prosocial behaviour: Roles of physical health status,
environmental, family, and child factors. International Journal of Disability, Development and
Education, 52(4), 313–344.

King, G. A. (2004). The meaning of life experiences: Application of a meta-model to rehabilitation
sciences and services. American Journal of Orthopsychiatry, 74, 72–88.

King, G. A., Baldwin, P. J., Currie, M., & Evans, J. (2006). The effectiveness of transition strategies
for youth with disabilities. Children’s Health Care, 35, 155–178.

King, G. A., Brown, E. G., & Smith, L. K. (2003). Resilience: Learning from people with disabilities
and the turning points in their lives. Westport, CT: Praeger.

King, G. A., Law, M., King, S., Hurley, P., Hanna, S., Kertoy, M., et al. (2006). Measuring
children’s participation in recreation and leisure activities: Construct validation of the CAPE
and PAC. Child: Care, Health and Development, 33, 28–39.

Kirshner, B., & Guyatt, G. (1985). A methodological framework for assessing health indices.
Journal of Chronic Disease, 38, 27–36.

Kleiber, D. A., Larson, R., & Csikszentmihalyi, M. (1986). The experience of leisure in adoles-
cence. Journal of Leisure Research, 18, 169–176.

Larson, R., Jarrett, R., Hansen, D., Pearce, N., Sullivan, P., Walker, K., et al. (2004). Organized
youth activities as contexts of positive development. In A. Linley & S. Joseph (Eds.), Interna-
tional handbook of positive psychology in practice: From research to application (pp. 540–560).
New York: Wiley.

Larson, R., & Kleiber, D. (1993). Daily experience of adolescents. In P. Tolan & B. Cohler (Eds.),
Handbook of clinical research and practice with adolescents (pp. 125–145). New York:
Wiley.

Larson, R., & Richards, M. H. (1991). Daily companionship in late childhood and early adoles-
cence: Changing developmental contexts. Child Development, 62, 284–300.

Larson, R. W. (2000). Toward a psychology of positive youth development. American Psychologist,
55(1), 170–183.

Larson, R. W., & Verma, S. (1999). How children and adolescents spend time across the world:
Work, play and developmental opportunities. Psychological Bulletin, 125, 701–736.

Law, M., Finkelman, S., Hurley, P., Rosenbaum, P., King, S., King, G., et al. (2004). Participation
of children with physical disabilities: Relationships with diagnosis, physical function, and
demographic variables. Scandinavian Journal of Occupational Therapy, 11(4), 156–162.

Law, M., King, G., King, S., Kertoy, M., Hurley, P., Rosenbaum, P., et al. (2006). Patterns of partic-
ipation in recreational and leisure activities among children with complex physical disabilities.
Developmental Medicine and Child Neurology, 48, 337–342.

Law, M., Petrenchik, T., King, G., & Hurley, P. (2007). Perceived barriers to recreational, community,
and school participation for children and youth with physical disabilities. Archives in Physical
Rehabilitation and Medicine, 88, 1636–1642.

Mahoney, J. L., Harris, A. L., & Eccles, J. S. (2006). Organized activity participation, positive youth
development, and the over-scheduling hypothesis. Social Policy Report, 20(4), 1–31.

Mahoney, J. L., Larson, R. W., & Eccles, J. S. (2005). Organized activities as contexts of development:
Extracurricular activities, after-school and community programs. Mahwah, NJ: Erlbaum.

Mahoney, J. L., & Stattin, H. (2000). Leisure activities and adolescent antisocial behavior: The role
of structure and social context. Journal of Adolescence, 23, 113–127.

Margalit, M. (1981). Leisure activities of cerebral palsied children. Israel Journal of Psychiatry and
Relational Science, 18(3), 209–214.

Medrich, E. A., Roizen, J., Rubin, V., & Buckley, S. (1982). The serious business of growing up: A
study of children’s lives outside school. Berkeley, CA: University of California Press.



130  G. King et al.

Morris, C., Kurinczuk, J. J., & Fitzpatrick, R. (2005). Child or family assessed measures of activity
performance and participation for children with cerebral palsy: A structured review. Child: Care
Health and Development, 31, 397–407.

Norwich, B. (2002). Education, inclusion and individual differences: Recognising and resolving
dilemmas. The British Journal of Educational Studies, 50, 482–502.

Perlman, D. (2007). The best of times, the worst of times: The place of close relationships in
psychology and our daily lives. Canadian Psychology, 48, 7–18.

Renninger, K. A. (2000). Individual interest and its implications for understanding intrinsic motiva-
tion. In C. Sansone & J. Harackiewicz (Eds.), Intrinsic and extrinsic motivation: The search for
optimal motivation and performance (pp. 373–404). San Diego: Academic Press.

Rodgers, B. L. (1993). Concept analysis: An evolutionary view. In B. L. Rodger & K. A. Knafl
(Eds.), Concept development in nursing: Foundations, techniques, and applications (pp. 73–92).
Philadelphia, PA: Saunders.

Roth, J. L., & Brooks-Gunn, J. (2003). Youth development programs: Risk, prevention and policy.
Journal of Adolescent Health, 32(3), 170–182.

Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic motivation,
social development, and well-being. American Psychologist, 55, 68–78.

Sakzewski, L., Boyd, R., & Ziviani, J. (2007). Clinimetric properties of participation measures for
5- to 13-year-old children with cerebral palsy: A systematic review. Developmental Medicine
& Child Neurology, 49, 232–240.

Sandler, I. N., Ayers, T. S., Suter, J. C., Schultz, A., & Twohey-Jacobs, J. (2004). Adversities,
strengths, and public policy. In K. I. Maton, C. J. Schellenbach, B. J. Leadbeater & A. L. Solarz
(Eds.), Investing in children, youth, families, and communities: Strengths-based research and
policy (pp. 31–49). Washington, DC: American Psychological Association.

Shipley, D. (2002). Empowering children: Play-based curriculum for lifelong learning (3rd ed.).
Toronto, ON: Thomson Canada.

Sillanpaa, M. (1987). Social adjustment and functioning of chronically ill and impaired children and
adolescents. Acta Paediatrica Scandinavica, Suppl. 340, 1–70.

Simpkins, S. D., Ripke, M., Huston, A. C., & Eccles, J. S. (2005). Predicting participation and
outcomes in out-of-school activities: Similarities and differences across social ecologies. New
Directions for Youth Development, 105, 51–69.

Sloper, P., Turner, S., Knussen, C., & Cunningham, C. (1990). Social life of school children with
Down’s syndrome. Child: Care, Health & Development, 16(4), 235–251.

Smoll, F. L., Smith, R. E., Barnett, N. P., & Everett, J. J. (1993). Enhancement of children’s self-
esteem through social support training for youth support coaches. Journal of Applied Psychology,
78, 602–610.

Sparrow, S. S., Balla, D. A., & Cicchetti, D. V. (1984). Vineland adaptive behavior scales. Circle
Pines, MN: American Guidance Service.

Stevens, S. E., Steele, C. A., Jutai, J. W., Kalnins, I. V., Bortolussi, J. A., & Biggar, W. D. (1996).
Adolescents with physical disabilities: Some psychosocial aspects of health. Journal of
Adolescent Health, 19, 157–164.

Stevenson, C. J., Pharoah, P. O. D., & Stevenson, R. (1997). Cerebral palsy—the transition from
youth to adulthood. Developmental Medicine and Child Neurology, 39, 336–342.

Terzi, L. (2005). Beyond the dilemma of difference: The capability approach to disability and
special educational needs. Journal of Philosophy of Education, 39, 443–459.

Vandell, D. L., Shernoff, D. J., Pierce, K. M., Bolt, D. M., Dadisman, K., & Brown, B. B. (2005).
Activities, engagement, and emotion in after-school programs (and elsewhere). New Directions
for Youth Development, 105, 121–129.

World Health Organization. (2001). ICF: International classification of functioning, disability, and
health. Geneva, Switzerland: World Health Organization.

Young, N. L., Williams, J. I., Yoshida, K. K., & Wright, J. G. (2000). Measurement properties of the
Activities Scale for Kids. Journal of Clinical Epidemiology, 53, 125–137.




