frustrated Jim Jenson .
paced back and forth in

performing extremely poorly in

reading.
At the beginning of the school year

poetry workshops and went fre-

quently to bookstores. -
Finally, Jim decided to show his

front of his fourth-grade

class. "Every one of these children

has the potential ability to read and

to sead well,” he thought. Jim had

tried everything he could think. of to
get his class excited about reading.

The techniques he used had all

worked well in the suburban scho.ol
where he had once taught. But his
current students were hard to reach
and hard to motivate: The pep talks
about working hard today to prepare
for a successful future, the threats to
call parents when students slacked

off, and the reading contests

designed to stimulate interest c.Iidn't
work, Jim’s current school was.m an
economically disadvantaged, inner-
city community, where most of the
students came from single-parent
homes. Most parents were t(-)o busy
working to spend time reading to
their children, and the children were

348

CHAPTER 10

students that they could chal?ge
their negative beliefs and attitudes
about their reading ability by chang-
ing how they thought abmljt read-
ing—for example, by thinking about
reading as a skill they could conquer.
He used paositive reinforcement and
kept telling the students over and
over that they had the power to
read well if they could only see how
~ their own negative beliefs were
derailing their progress. These pep.
talks made the students feel that Jim
cared about them and wante-d to
help, but the students stifl shied
rom books.
awj?r,: knows that reading ability is at
the core of all academic performance,
and he is determined to get thrOlfgh
to his students. But nothing he tries
seems to help. What else might he do
to motivate them?

Jim had tried using an incentive pro-
gram, awarding students gold stars for
every reading attempt. But the stu-
dents didn’t seem to care about get-
ting the stars: They threw the stars.on
the floor and showed no increase in
reading time. Then Jim explainec.i the
power reading skills would have in the

students’ lives in an attempt to con-
vince them it was worth the effort to
apply themselves. He talked abOl:.It .
students who had discovered their life
interests from reading (like the female
astronaut whose interest in flying
started with a book she received as a
gift at age 7). But still his studerjts
remained unmotivated and basrcall.y
uninterested. Their lives lacked posi-
tive reading role models and they
could notrelate to the examples of
role models he described—mostly
middle-class students who attended

’ ' ts to
ili ’'s teachers, For studen
ion i ly, all too familiar to today For s ts L
im’s frustration is, unfortunately, ' ’ e
{:;:nf Z;Sd ;chieve in school, they must first be mhotlvated to pfa]ye;1tr'c§ir;1 . U,nmoﬁvawd
5 0 .
i ty themselves to the process .
' cams, and, in general, apph e o
t?kgfr?:sn;ose the gr%atest challenge for many teachers.. A tea:hflzg:zre nOtmetivath
ter ific in-class lesson and take-home assignment, but if her stu o
listen to he cessfully.
Ee listen to her present the lesson, she cannot reach them‘ suc VhiCh)S dene listened to
" Thirty years ago, almost all classrooms were orderly places in 'vh tnchers conld speak o
h 1;s}E;ven‘if thc: students had motivational problems, Eft lela:st t fct'e :iatheir could speak o
tehac ¢ n'd be heard. Today's teachers, by contrast, complain that o ..t e e
Eli:?::tive and unculy that the teachers do not even kno.w whe;le :)(; E aiyed s the forum for,
i i : > other extreme are quiet, well- o
in this chapter). At the ot diet, wel e
tﬁre latterdtsrll'ns believ}; they are not capable of succeeding in school, and 2 p
these stu 3 * they
rark w  their ability level, » ave.in fact,compe
work w f?ll :e,‘liot‘;acher motivate all of these students to believe that thte} ?jiﬁerent,ages P
It_:(iw tct?is chapter we discuss how expert teachers motivate students o
tent? In 3 : .

types to help them become successful learners.

Why Understanding Motivation
Is Important to Teachers

i intai havior, You can
Motivation is an internal state that arouses, directs, and rna]nlt;unsebteh‘lt bl o ot
- . 1 d ) " C P
think of motivation as internal psvchic energy or as a merlllta.Olox;t e
i ¢ kst in school, : ,
ivation is i ant in many contexis: in s¢ )
ievi Motivation is importan ’
son achieve a goal.
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world at large (Eccles & Wigfield, 2002). The key reason that motivation is important to teach-
ers is the well-documented relationship between motiyation to learn and academic achievement
(Alderman, 2007; for a counterargument, see Gagne & St-Pere, 2002). Students who are moti-
vated tend to achieve more in school; they stay in school longer, learn more, and perform bet-

they can expect students to profit from instruction or from school in general ( Daniels, Kalkman,
& McCombs, 200 1; Dembo, 2000; Dembo & Eaton, 2000; Dembo & Seli, 2004; McCombs, 1996,
1998). But student motivation for school is a complex and dynamic Phenomenon, marked by
distinct academic and social goals (Covington, 2000; Dowson & Mclnerney, 2003).

To understand student motivation, remember that motivation s related to context, When
students refuse to do something the teacher desires, many reasons nright underlie their reluc.-
tance to participate. For instance, the students may not actually lack motivation, but rather haye
motivation of the wrong type (as far as the teacher js concerned). Even very young students
behave differently for different motives under different circumstances, For example, one study-

found that a three-vear-old child is highly motivated to protect a parent or loved one (Cedi,

Leichtman, Nightingale, & Putnick, 1993). Close behind this motivating value is the desire to .

avoid pain or embarrassment. Gaining material rewards i somewhat Jess motivating for early
elementary school students, Even less motivating, usually, is the desire to sustain a game wit
an adult, though that tactic Ay motivate older children. Middle schog) students display more
complex patterns of motivation—they are able to describe both academic and social motiva-
tional goals (Dowson & Mclnerney, 2003), High school students (as most of us know} are
motivated largely by their peers—right down to the level of which clothes they wear, which
music they listen to, which body parts they pierce, and which slang they use. e

W INCENTIVES CAN MOTIVATE BEHAVIOR IN DIFFERENT WAYs

thinks is motivating if that incentive is not important to the student. For example, Jim Jen-
son found that his students were not motivated by receiving gold stars—a reward th

as money, toys,'or privileges,
Another important point about incentives is that sometimes incentives motivate behavior to

to throw spitballs and write graffiti on desks. Some students are highly motivated—-but their
motivation is directed toward goals that are not compatible with success in school or in society
atlarge. Assuming the values tha lead to success in our culture are important to teachers and par-
ents, a challenge for the expert teacher js redirecting student motivation toward goals that wil] Jead
to success, both in schog] and in the outside world,

Expert teachers know that motivation always exists in a context, and each child’s situation
is unique, These teachers also know that different 8Toups may need to be treated differently 1o

. -
best develop their motivation. For example, research by Bronfenbrenner (| 9835) showed that

girls and boys may need different types of assistance if they are o develop motivation, When
interviewed as successfu] adults and asked about valuable mentors from thejr formative years,
boys more often cited people who challenged and pushed them as essential to their develop-
hient of motivation, Girls, by contrast, cited hurturant and supportive people, who encour-
aged them without being overly assertive, as being most important to thejr development of
Motivation, When girls and bovs are assigned different types of mentors, girls tend to blossom
with somesvhat more supportive mentors, whereas boys tend to do better with more chal-
lenging mentors. We discussed the origin of these gender differences in student development

at works ¢

with some fourth graders. The right incentive for a person is one that is meaningful to her or
him. Some students strive to earn praise; others work much harder for tangibie rewards such

Anincentive,.”

is an object or event that encourages or discourages behavior, Not all incentives are equally?’

. . - . . i
motivating for all students, Specifically, a student may not respond to an incentive the teacher

’.

e

H 5

, How might you determine

Which current classroom con-

texts do you find most motivat- :
ing? Least motivating? What can ,
you do to increase your motiva-

tion when you are in a context

you do not find motivating?

SUGGESTION; Perhaps yau

most enjoy classroom discus-

sions, in which students ques-

tion one another and the

teacher, but you are bored by

lectures, in which the teacher

basically just talks for » haff

hour or more, To increase your

mativation during lectures, you

might jot down the questions

that come into your mind dur-

ing the lecture {pretending to

fyourself that it is 2 discussion), :
Later,(_you can have a discussion ;
with-dlasmates, friends, or the : |
teatfigeabout these points, "

’ L

‘ Lwhich classroom context is
.most motivating for a particular
student?

SUGGESTION: You can try |
several different teaching *
approaches over a two-week

span—for example, straight lec~

ture, discussion, demonstrat.l'on,

group activity—and watch the

student closely to see which

type of instruction is most

motivating for him or her,

1349




THINKING
CREATI._V“EI.\" N .

MName two unusual ways a
teacher could motivate middle
school students to do a book
report project on ancient Egypt.

SUGGESTION: A teacher
might ask the students to write
a brief play based on the lives
of people in ancient Egypt as a
part of the book report proj-
ect, Alternatively, the teacher
might ask students to write
essays about how ancient
Egyptians spent their spare time
compared to how the students
spend their own free time.

middle school {E. M. Anderman, 1998; L. H. Anderman, 199%; Anderman, Maehr, & Midg-
ley, 1999; Eccles, Lord, & Buchanan, 1996; Eccles, Lord, & Midgley, 1991; Henderson &
Dweck, 1990; Midgley, Feldlaufer, & Eccles, 1989a, 1989b; Zanobini & Usai, 2002). When
students enter middle school, their levels of school interest, self-confidence, and grades
decline. They begin to show test anxiety and to miss school more often. But why does this
decline in motivation occur at this point in students’ careers, and what can teachers at the
middle school level do about it (Anderman et al., 1399)?

Teachers’ beliefs can influence motivation to learn (Goddard, Hoy, & Hoy, 2004). In study-
ing students’ transition into middle school, researchers find that middle school teachers are more
likely than sixth-grade {grade school) teachers to emphasize classroom control and discipline,
and to believe that students are untrustworthy (Anderman et al., 1999). Middle school teachers
generally feel Jess able to influence student learning; they often are less supportive, friendly, and
fair to students than grade school teachers. The researchers believe that the observed trends are
exactly the opposite of what students entering adolescence and puberty need.

Expert teachers are aware of these general trends, and they recognize that these ways
of thinking are erroneous. Armed with this knowledge, expert teachers take positive steps

to provide adolescent students with the environment they need as they enter middle
school. That is, these teachers seek to provide their students with ample support and make
an effort to treat students fairly at all times. Expert teachers make clear to middle school
students that they are trustworthy and capable of learning and performing well, even
though their transition into adolescence sometimes derails them from these goals. In
essence, effective teachers help adolescents meet the challenges of puberty.

Everyone knows talented young people who have failed to achieve their potential
because of lack of motivation. Everyone also knows people who seemed about average in
ability, but who have been motivated to push themselves as far as possible and have
infected those around them with their almost contagious enthusiasm. Highly motivated
people can accomplish remarkable feats; in contrast, poorly motivated people-—regard-
Jess of how brilliant they may be-—tend to go nowhere. But what is known from the
standpoint of psychological science about this elusive quality that so often spells the dif-
ference between success and failure? Where does motivation come from; what, exactly,
causes it; and how can a teacher create it? These are our next topics of discussion,

THE FLEXIBLE EXPERT

TEACHING AND LEARNING
ABOUT MOTIVATION

IN EACH CHAPTER OF. THE TEXT, WE INTRODUCE YOU TO A FEW SPECIFIC S'.I’RATEGIES—ANALYTICAL, CREATIVE, AND

PRACTICAL—USED BY BOTH EXPERT TEACHERS AND EXPERT STUDENTS.

THE ANALYTICAL TEACHER: Kami sees that the value
of the rewards she's giving to get her high school students
to do homework is decreasing, so she switches to showing

THE ANALYTICAL STUDENT: Jason is able to detail
the differences among the four basic theories of
motivation and to state the strengths and weaknesses

her students why doing homework is important in devel- of each.

oping real-world skifls relevant to their future careers.

THE CREATIVE TEACHER: Kami has her students write
a play in which each character expresses one of the stu-
dents’ negative beliefs about their ability in school, and

THE CREATIVE $TUDENT: Jason draws colorful signs
with motivational slogans (such as "The hardest part is
beginning” and "Do something now") and hangs them
in the room where he studies.

other characters prove these beliefs wrong, " THE PRACTICAL STUDENT: Jason can tell when his

THE PRACTICAL TEACHER: Kamirecognizes the facial
expressions that mean her students are feeling insecure
about their abilities, so she gives a pep talk to them,

" friends on the chess team are having trouble motivating
themselves, and he knows just what to say to get them
excited about competing again.

reminding students of their past successes and the future
successes the students will enjoy if they apply themsebves,
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Intrl'nsic; and Extrinsic Motivation

something—in this case, to meet the challenge

succeeds whi i e .

that comoes f]rf)zzteor:iu‘lg 8{ }‘:UR Igeetmgs is relying on extrinsic motivation, or motivatio

. side the individual, Extrinsic motivati " 1

include gainj - ¢ motivating factors may, f

iors val fed b?zgtt}l:e apptoval of oth.ers, meeting publicly stated goals, and per?on?qrinexgnllple’

weight-loss ro ; gl‘(}J]Hp- MO-St dieters find it far easier to lose weight through gf y aVi

Thene e 5) ‘ ngarani t kat prOV{des some extrinsic motivation than through solitgamj1 d -Oi.ma

tion. In general c]g ©oxeep wanght off over time, however, tend to rely on intrinsic mlet%ng.

{0 obseree s éxp?gift;f;eardl in P(Sj)‘/chology shows that people are r;mtivated to Be ;:tli"vi-

rsurroundings, to manipulate ; !

ro . : aspects of and i i i

nments, and to gain mastery over their environments (White, 1959) epeetsin their v
il .

of getting and staying in shape. A dieter who

 RESEARCH ON INTRINSIC AND EXTRINSIC MOTIVATION |
Researchers distinguyi infri P
guish between intrinsic and extrinsi i
- rmsic motivation i i i
motivates st i : n in their stud
sic motivatiol:'ldljcsnt;lsergOsheifef{twely (Covington, 2000; Covington & Muelle 20(;1133 c}ilz}ilat
ush students give themselves: insi ivati j ' o
et From o i clves; extrinsic motivation is the
?996) " f;lsrss.m?‘glexternal rewards or incentives (Pintrich, 2000, 2003: PintriEES}; ?uhdents
et Caf}n ial to rfamember that these two types of motivation are,not mutuall j U;lk,
Lenpes CbrpusO;C?;e:mulga;)rae_(;usly as well as individually {Covington & Muelleﬁ e;(():()li-
pper, Lorpus, gar, 3). It is possible, and esi ’ ;
usn{é’ b‘oth intrinsic and extrinsic motivators ) e deblrable, © encourage students
Stui;itrtmsm mo?wation works particularly well for young students
nts r i ; '
o etzog:z: :ns fact u.rhen they create systems of rewards, such as gold star .
e I,nmg stu ents. excited about learning. As students grow older, they muy tS :dp()“;fs’
choet particnlatllog, whu.:h often has been found to decline as student)s pr;) resz t'heve o
0 studénts d.olil ai 31 1 subjects :911(:}‘1 as mathematics ( Gottfried, Fleming, & Go%tfried ;351 i
ion ot learning g lsoewlelop nthtw.atlon from within, they will never experjience or deve’lop t;)‘
) ; . » low Intrinsic motivati i ; ©
ularly risky situation, ion early in a student’s schooling signals a partic-
" A\I‘Ifany so‘urc.es of motivation exist. The issue of where
o zn}(ri, extrinsically, or through some combination of t
erstand, i i i ;
his fourth grgdfgogmg which moti@tors work is often difficult, as Jim Jenson Jearned with
both ey and. i V::p.ert. teache:rs recognize that motivating students requires the uWl f
Which factume ot i :S tr;;s—;c Htl()tivat(:jri Through experience, teachers also learn precj:e?y
o actors ortant, and hence most ivati 7
ple,if a by ) st motivating, for each sty y
Wri)ting angh SCh?{;l student tells her teacher that she would mL)lCh rather bed:):atl FCTT EX«;FH*
A e85y, i ret
i she wrigo. fo; ,n ’e 1t]eacher might ;:;ug-gest that the student treat herselfto a specials\lfogrlt( o
Student e txo hours .(ap extrinsic motivator). The teacher might also suggest th O}l:t
that st mmjndah opic she is interested in and cares about—such as exercise orgsg t "o
; : me;self .of how good it will feel to have accomplished the goal ofpor'ts'k_arlld
otiv _ ) ) writin
vation). Through their cxpertence working with students.and fromgti ’e

expert teachers le h
apronchs | 3 arn that for some stud
» Whereas for others the Joy of self-discovery totivates best Recogfl?zts

Teachers of grade school

a student gains motivation——intrin-
he two—is a critical one for teachers

Brades motjy

INTRINSIC AND EXTRINSIC MOTIVATION

THINKING
ANALYTICALLY

Under which circumstances are
you more likely to be motivated
b.y intrinsic factors? Under which
circumstances do extrinsic motj-
vators work best for you?

SUGGESTION: Intrinsic factors
motivate best when the activity
is something you enjoy and
have succeeded at in the past.
Extrinsic factors work best
when you dislike the activity,
have failed at it in the past,
and need an external push to
get through the task,
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Most younger students are
motivated by praise and gold
stickers, whereas many older
students thrive on self-
motivation.
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Patrick. WhitefMerrill

i hes to
ing this diversity of motivating factors, these teachers may try several different approac
otivate each student, o ‘ .y Ryan,
m Research on extrinsic and intrinsic motivation (e.g., Deci, ;(‘i)’;g, fea,elr(ole;;r:ri :; A zr v
i : 2000a, 2000b, 2001, ; Lepper, ;
1999; Deci & Ryan, 1985a, 1985b, 1987, R 6; Leppe o
I—?ender]ong 20)60; Lepper, Keavney, & Drake, 1996; Lepper, iethl, lDl:l.ldrlll’;; l&)reﬁriik;;e 19; ng,
it ‘Deci ted which form of motivatio -
teenkiste, Lens, & Deci, 2006) has evalua | whi me on s be :
?ﬁ: Sfor encou,raging student learning. A key insight is that extrinsic and 1}1)1‘tr1n‘51}c1 r;(o;:\:f;)l?
i tinuum (Covington, 2000; Pintrich & :
re not opposite extremes on the same con s
E;996) buftjprather vary independently of each other. For'gxample, one s(tlut;llexstb ren;?gh bVOth
high r;eed for teacher praise and a high desire to learn for its }(lml;n sl_ake,.anb()thuneedS "
i insi intrinsi ivati ther student might be low in ,
in extrinsic and intrinsic motivation. Ano : e they help st
i t for these differences when they
i and low in the other. Expert teachers accoun ' i hen they h v
g:eﬁ?sebuild every type of motivation, yet place special emphasis on fostering mt:;?:;; ;Ef:gh
vation because this type of motivation is increasingly important as students prog
rades. . tedin
theSgtudents can also be highly motivated in one subject or :::lontext.,tbut pooﬂyoll‘r]lzt;:a;: ! ; "
i ienced when assigned to write a repo
ther—something we all have experience . ' . ts
i:zla(s)t favorite subjects. An effective teacher uses motivators from ttzlalsub)etct or con;:;ts siﬂ.t;i;gal
i i i j islike. For example, if Beth loves team pro :
like to motivate them in a subject they dis . e team ol
i ing i her teacher might suggest she do
ies and hates solitary studying in math class, . ; ! ‘
Z:tl(iirllefnath class, Her tgcher might even ask Beth to try solitary work in soc1a1 studies to show
er that working alone can be a positive experience, . -
herﬁeslarch has%hown that for elementary school and college studentf.; alike, a r;wgrcfl ge;}rsns (())rf
good performance can decrease students’ feelings of autonomy, ll:ut ;E)%rze;szxp :2;6 z rewi o
s t, Nantel-Viviet, & Lekes, 2002).
competence (Houlfort, Koestner, Joussemet, I-Viv e e Too).
i less creative pictures { Joussemet & A
n also cause children to draw somewhat s creative _ ' Coestr -
;’;l?aps children are less willing to take creative risks if the risks might .resultﬂ: mllo:Sl :fazlé on
the reward, Teachers need to remember these types of findings and consider the plu
minuses associated with using external rewards.

CONSTRUCTING YOUR OWN LEARNING

i hown

To better understand what motivates you and why, create a matrix, such a; i‘:\};‘e :r:e;;d
here, labeled with "high” and *low” intrinsic motivation along the top and "hig e

i ix, list as many activi

insi fvati de. In each cell of the matrix, list a
"low” extrinsic motivation down the si : e
cterize according to the amount and typ

as you can that you are able to chara g to ' type o
tio):') you have for each activity. For example, a part-time job m'lght ra-nk l‘“nghbnn extr;nsc,U
motivation because you do it for the money, and low in intrinsic n'.notwabonh'el-::.?us'nzrimic
do not really enjoy it for its own sake. Cleaning your apartment might rank high in i

MOTIVATING STUDENTS

motivation because you enjoy doing the cleanin
because your roommate praises and rewards
can fill in each cell in the matrix with a few
reveal about the sources of your motivation
Yyour motivation for different aspects of tea
practicum, consider creating a motivation matrix based on what you know about one or

more of your students. What do these matrices tell you about yourself as a teacher? How
do they affect your plans for motivating the students you teach?

g and high in extrinsic motivation, too,
you for doing the cleaning, See whether you
different behaviors. What does the final matrix
? Try filling out a similar matrix to understand
ching, If you are currently working in a

[ Intrinsic Motivation
Extrinsic High Low
Motivation
High
Low

AsILTIES |

Intrinsic motivation can empower
remarkable memory expert Rajan,
imal place, Rajan worked to develo

forcement; he received no external rewards. His self-professed desire was to be

“the most
outstanding mnemonist in the world.” Regardless of whether Rajan strikes us as a success story,

he is certainly an example of exceptional motivation, This type of internal push is very impor-
tant in becoming successful: The world contains many successful individuals who developed a
strong internal push early on in life and pursued their goals relentlessly.

Exceptional abilities such as those demonstrate
Howe (19994, 1999b, 2001; Howe, Davidson,
tional abilities and concluded that intrinsic
exceptional talents. One group Howe studied

people to accomplish remarkable tasks. Consider the
who memorized the value of pi to the ten-thousandth dec-

d by Rajan have diverse origins. Michael
& Sloboda, 1998) studied the origins of excep-
motivation is often important in developing

Wwas autistic savants—students labeled as hay-
ing functional retardation but who show exceptional levels of performance on certain tasks.

Some of these students had the ability to memorize perpetual calendars: They could answer
accurately when asked, “On what day of the week will August 15, 2018, fall?” Howe found
that these children led basically bleak famnily lives because of their autism, One.day, some cru-
cial event happened in the lives of cach of the children who later became savants. The event
rewarded the children for memorizing something. For example, if a relative visited and the
child remembered the date of the relative’s previous visit, the family may have praised the
child and showered him with attention, Building on this initial external and minor rein-
forcement, the child developed an obsessive desire to memorize calendars, or to pursue what-

ever the particular fixation was, From this point on, the strong and now internal push
propelled the child to work obsessively on learning the material.

Howe (1992) also drew attention to childre
Venice. These children were completely immers
The orphanage in which they were raised had a
and all children who lived there felt a responsi

¢Xpectations of the adult mentors; excellence at music was part of the culture of the group
of people in the orphanage, There is no reason to assume these children had, on average, any
more or less musical talent than any other group of children, Nevertheless, by age eight, not
only had half the children played in a symphony orchestra, but they were also described as
creating extraordinary music. The case of these children, who were taught music by the

n in an orphanage in eighteenth-century
ed in the study of music from an early age.
reputation for developing young musicians,
bility to da. their best to measure up to the

INTRINSIC AND EXTRINSIC MOTIVATION

p his astounding memory ability without any external rein- ‘
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THINKING
ANALYTICALLY

What might have happened if
the children in the Venetian
orphanage had been adolescents
when they began the total
immersion in the study of music?

SUGGESTION: Although both
time and place are different
from those in other studies we
cite, adolescents might resist
adults’ attempts to completely
immerse them in the study of
music; they might already have
well-developed interests in
ancther area. Also, some evi-
dence suggests that very young
children are better able to
develop musical ability than
are older children.
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Italian composer Antonio Vivaldi, reveals again the importance of motivation and hard work
in developing talents. Expert teachers understand the importance 6f motivation in helping
children maximize their potential.

The value of exceptional motivation was also made clear in a study of expert racetrack hand-
icappers, who predict the winners in a horse race (Ceci & Liker, 1986). This study showed that
expert, highly successful handicappers did not differ from nonexperts in intelligence, social
class, or years of schooling. Rather, the difference derived from their motivation to understand
the outcomes of horse races: Once a race had been run, most handicappers turned the page of
their race guide and began focusing on the next race, In contrast, the experts—the most suc-

 cessful handicappers—watched replays again and again, and continually analyzed and reana-

lyzed the race, in an attempt to understand why the horses performed as they did. These experts
were extremely motivated. They worked toward the external rewards represented by financial
windfalls, but also, in large part, for internal reasons (their love of horse racing).

| THE IMPORTANCE OF STUDENT INTEREST |

‘What about the role of students’ interest in their motivation to learn? We all know that when
we are really interested in topic, perhaps because it is personally meaningful or because we
find it inherently fascinating, then we are deeply motivated to learn more about it. We have
all met a child in the “dinosaur phase,” who can recite the Latin names of numerous dinosaur
species and describe their habitats and behavior in great detail. The thirst for knowledge
about dinosaurs propels these children to read and study extensively about them. Their intet-
est becomes the catalyst for the acquisition of an impressive array of knowledge.

Interest can affect engagement and learning both in the classroom and beyond. For this
reason, the ability to develop and then maintain student interest is a key skill teachiers need to
possess. Teachers must understand how interest can affect learning, and they must know
strategies for generating student interest, maintaining it, and even increasing it.

To date, much of the research on the importance of student interest has focused on read-
ing (Naceur & Schiefele, 2005; Schiefele, 1991, 1992, 1996, 1999; Schiefele & Krapp, 1996).
These studies argue that a significant relationship exists between interest and learning from
text material. A series of studies by Schraw and his colleagues (Schraw, 1997, 2000; Schraw,
Bruning, & Svoboda, 1995; Schraw & Dennison, 1994; Schraw, Flowerday, & Lehman, 2001;
Schraw & Lehman, 2001) has explored in particular the type of interest termed situational
interest, including ways to increase its level in the classroom. Situational interest here is
defined as tempotary interest that arises spontaneously due to environmental factors, such
as task instructions or an engaging text. The researchers who have explored this topic rec-
ommend three ways to increase student interest in reading: (1) offer meaningful choices to
students, (2) select well-organized texts that promote interest, and (3) provide background
knowledge needed to fully understand a topic. McCrudden, Schraw, and Hartley {2006) also
argue for the importance of giving students general instructions before they do assigned
reading that explain the relevance of what they are about to read. Such instructions have been
shown to help students form better mental representations of what they.read.

Hidi (1990; Hidi & Renninger, 2006) believes that interest may be central to determining
how individuals select and persist in processing certain types of information in preference to
others. As a result of their explorations of various types of interest, Hidi and Baird (1986}
argue that knowledge-based interest is certainly important in this respect—but that value-
based interest is also important. Iran-Nejad and Cecil (1992) state that interest is both a cause
and a consequence of learning—in other words, interest causes learning, and learning cre-
ates greater interest. Mitchell (1993) also discusses personal versus situational interest, argu-
ing that both types of interest are important. And Renninger (1992, 2000) argues that
individual interest increases as both the person’s knowledge about and the accompanying
value of the subject increase.

The literature on the importance of student interest is extensive, but one point is abun-
dantly clear: Teachers should work to promote student interest whenever possible. The fol-
lowing tips for increasing situational interest in the classroom may help you achieve this goal
in your own classroom (adapted from Schraw, Flowerday, & Lehman, 2001},
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2. Use ﬁeli-orgqnized texts. Well-organized texts are both coherent and infor
complete. These two aspects are strongly related to interest in and learn; .
sible by texts. As texts become less user friendly, .
able about text content, teachers should make a

mationally
ng made pos-
or as students become less knowledge-
greater effort to provide useful back-

» given that knowledge and ‘
separate contributions (McKeown et al,, 1992), i coberence ppearto make

3. Select tex‘ts ﬂ.mt are vr'.vid. Texts are vivid because they contain rich imagery, suspen
provocative information that surprises the reader > ospense,

T DI > and engaging themes, Research sug-
gests that text vividness has a positive impact on interest and learning, provided the ’

attention from important text segments (Harp
4. Use texts that students know about. Prior knowl
dfeeper learning. Teachers should follow one of
First, they may use texts whose content is famil
majority of students, Familiarity with a text he

& Maslich, 2005; Harp & Mayer, 1998),
edge is related positively to interest and
two strategies to promote interest.

iar, although not o0 well known, to the
Ips students generate thematic infer-

nd prior knowledge. Second, teachers
to help students better comprehend

what they are asked to learn. This can be done directly by the teacher of through

| small-group discussions among students,
5. Encourage students to be active learners, St
more information at a deeper level (Loxt
have suggested that interest increases act
Mitchell, 1993). One way that students

udents who actively make mearning learn
erman eF al., 1994). A number of researchers
ive learning, and vice versa (Dewey, 1913;

become more activel i
ell : ! : . y engaged in the learnin
process is by using specific learning strategies such as predicting and summarizing *

.(Pres'sley, 1992). Another way is by using general study strategies in which stud
identify wh‘at they already know, want to know, and have learned (Ogl 19?32 o
Cun'*ently, it is unclear whether specific or general strategies are m cof )'
Inoting interest and deeper learning; however,
do so,

6. Provide relevance cues for students. Understanding what is relevant to the leagni k
before attempting to complete that task increases interest and learning (Nai:f;:;g :asl
izzilgiri}leltp setf the C(gnext tl:o; learning, teachérs should highlight relevant the;lea:;q
‘ ation for students before they beein i i i
1r¥1p0‘rtan't for low-interest students ( Me);ns it al.? {;;;{)?Eztzggef};iesfl);ts C:Pef:‘alfly
hlgh]lghtlr}g the relevance of information. For example, encourage studenfs 1:‘ egies .
sonal reading goals before reading, help students understand what is most im(l)nts)it:ﬁir;)r

salient to the reading task, ask students t
‘ , o focus on causal claj ;
explain the text to other students. e and sk stodents to

eral st ore effective at pro-
itis likely that both types of strategies
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THINKING
CREATIVELY

How might a teacher encourage
a student to develop intrinsic
motivation for playing a musical
instrument?

SUGGESTION: By telling the
student he has naturaf talent {if
at all true}; by encouraging the
love of music by sharing CDs
and books about great musi-
cians; and by pointing out and
modeling the internal rewards
that come from practice {ability
to focus, belief in oneself, feel-
ings of accomplishment}.
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If we look at the most creative writers, artists, scientists, or people in any ether field, they are
usually people who have done their work for the enjoyment of it. It is not that these indi-
viduals do not care about extrinsic rewards, such as money and fame. Rather, they are task
focused—they work because they enjoy it. These individuals see money, fame, and other
extrinsic rewards as merely pleasant by-products.

N EXTRINSIC MOTIVATORS CAN DIMINISH INTRINSIC MOTIVATION Spence
and Helmteich (1983) studied the motivation and achievement of thousands of college stu-
dents, scientists, pilots, businesspeople, and athletes. They concluded that intrinsic motivation
produces high achievemnent, and that extrinsic motivation often does not. These researchers
identified three facets of people’s intrinsic motivation; (1) quest for mastery, (2) drive to work,
and (3) competitiveness. These researchers found that, despite having similar abilities, people
oriented toward mastery and hard work typically achieve more than people not so oriented.
However, those people who were the most competitive, and thereby showed a more extrinsic
orientation, achieved less, People driven by a desire for meaningful learning, mastery of skills,
and work—who are sometimes described as mastery oriented—achieved more if they were
not also highly competitive. -

Not all extrinsic rewards have a negative effect on intrinsic motivation, however, Three fac-
tors determine whether an extrinsic motivator will undermine intrinsic motivation. (In other
words, when the following three conditions are met, extrinsic motivators. will undermine
intrinsic motivation.) First, the individual must expect to receive the reward upon completing
the task, Second, the reward must be something important to the individual, Third, the reward
usually must be tangible (a grade, money, a prize). Intangible rewards, such as praise or a smile,
seem not to undermine intrinsic motivation (Deci, 1996).

B PERCEIVED TEACHERS' MOTIVATIONS ARE IMPORTANT TO STUDENTS How
students perceive their teachets’ motivation is also important to student learning, In one study
of this issue, researchers compared two groups of college students (Wild, Enzle, & Hawkins,
1992). In one class, the teacher was portrayed as being extrinsically motivated by a $25 payment.
In a second class, the teacher was portrayed as being an inttinsically motivated volunteer. The
teacher was the same throughout and not informed of what the students had been told. The stu-
dents were taught the piano one at a time. Students who thought the teacher was a volunteer
perceived the teacher as showing greater enjoyment, enthusiasm, and innovation than did stu-
dents in the paid condition. Students in the volunteer condition also enjoyed the lesson more,
reported a more positive mood, and were more interested in further learning, During an inter-
val of playing on the piano in which students were free to play whatever they wished, subjects
with the supposedly volunteer teacher were more exploratory and tried more new ways of play-
ing than those with the paid teacher. ‘

Do parents recognize that they should be promoting intrinsic motivation in their chil-
dren? Barrett and Boggiano (1988) showed that the average parent or college student prefers
using controlling strategies with children, and prefers using rewards and other methods for
promoting extrinsic motivation, compared to alternatives that create intrinsic motivation.
The average individual also thought that teachers prefer extrinsically motivated students to
intrinsically motivated students, and believed that extrinsically motivated students derive
more benefit from feedback. , .

Teachers themselves often prefer extrinsic motivation to influence their students. In par-
ticular, teachers who believe that individuals are best controlled by external forces prefer
using extrinsic motivators with students. For example, one study found that teachers with an
external locus of control preferred to use external motivation in teaching (Trice & Wood-
Shuman, 1984}, Locus of control refers to the location of the source of control for an indi-
vidual, usually described as internal or external. Thus teachers who see themselves as being
controlled by outside forces apply this same perspective when interacting with students.

Of course, it is also true that developing students’ intrinsic motivation may be more time-
consuming and not provide as immediate results, Teachers (and parents) who are overworked
must sometimes do whatever they can to ensure students’ compliance, so they often choose
extrinsic motivators. Nevertheless, the extra time invested in developing intrinsic motivation

MOTIVATING STUDENTS

does pay dividends down the ro
thoughts, feelings, and behaviors,

ad, thr01.1gh its emphasis on personal cognitive control of
and the joys of learning and mastery.
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may contribute to the focusing of their children’s .motivlaition on nccl)noptlcll'r;a; pgrc:g:.i .
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Four Ways to Understand Motivation
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or a favorable comment; an A on a test; or an award certificate recognizing excellent per-
formance. The behavior that is increased is studying and achieving in school. A negative
reinforcer is the removal of an unpleasant stimulus, which also increases the likelihood that
the behavior will occur again. For example, an extremely hot room or an uncomfortably
noisy concert serves as a negative reinforcer. The behavior that js increased is leaving the hot
Of noisy room. Removing an unpleasant stimulus is referred to as negative reinforcement
when it increases the probability of a response. Many readers may remember being nagged
by their mothers about their messy rooms—another negative reinforcer, The mother stops
nagging when the child cleans the Toom, so room-cleaning is the.behavior that is increased.

® PUNISHMENT: SUPPRESSING BEHAVIOR In contrast to positive and negative
reinforcement, punishment js a process that diminishes or suppresses behavior. Punishment
can consist either of doing something that is unpleasant to 3 student who is not behaving
appropriately, or of denying privileges and not doing what the student wants if the student
is not behaving appropriately. In other words, punishment is a stimulus that decreases the
probability of a response, either through the application of an unpleasant stimulus or
through the removal of a pleasant one, :

Punishment and negative reinforcement are sometimes ronfused with each other, The
difference between the two is that punishment decreases the probability of a response,
whereas negative reinforcement increases it. Examples of Ppunishment include Teceiving a
failing grade, heing velled at, being hit, or being humiliated. (The behavior that is
decreased is forgetting to study, which results in more studying, in the case of the failing
grade used as a punisher.) Punishment tends to be less effective for achieving behavioral
change than reinforcement. .

Thus, as-we discussed in Chapter 7, both positive and negative reinforcers increase behay-
tor, and punishment decreases behavior. A student who wins high marks in spelling early in
the term and receives praise from her teacher and her parents may continue to study spelling
for months afterward in response to these rewards, She may even participate in the school
spelling bee in an effort to gain further recognition for her skill, The student has been posi-
tively reinforced, or rewarded, for her spelling ability. However, if the samie student does not
do particularly well in social studies early in the term, and consequently receives no praise or
other rewards, she may not study social studies because she has not experienced an incentive
or reinforcement to continue, If the same student is ridiculed by her peers for earning high
marks in spelling—and is, in effect, punished for working hard-—she may work less diligently
to prepare for the next spelling test and hence may not perform as well,

W EXTRINSIC MOTIVATION CAN HAVE NEGATIVE CONSEQUENCES You can
see that behavioral approaches to understanding motivation are closely linked to extrinsic
motivation, because external rewards are used to produce specific behaviors, Jim Jenson used
incentives based on behavioral principles when he offered his students gold stars for progress
in reading, R :

What are the negative aspects of the behavioral theoty of motivation, and of the use of
rewards, incentives, and punishments to shape behavior in the classroom? First, ask yourself
this question: How do you feel when teachers or mentors attempt to mold your hehavior by
using incentives, rewards, and punishments? Many younger students seem to respond well to
a system of rewards and punishments, but as they grow up, they sometimes resent such sys-

doing tasks the children find naturally motivating actually decreases the children’s desire to
perform the tasks (Deci, Koestner, & Ryan, 1999; Deci & Ryan, 1987, 20004, 2000b, 2001,
2006; Vansteenkiste, Lens, & Deci, 2006). Mark Lepper (Lepper & Chabay, 1985) has shown
that giving students extrinsic rewards for working on problems they find interesting has the

effect of decreasing the students’ interest level-—exactly the opposite of what the teacher

intends. Expert teachers make their use of rewards more effective by offering rewards for
effort and for meaningful progress on tasks, rather than simply for handing work in.

FOUR wAYS TO UNDERSTAND MOTIVATION

THINKING
ANALYTICALLY |

Many parents pay their children {
for getting good grades in ;
school. What are the pros and :
cons of paying children for
grades?

SUGGESTION: Pros: Money is a ;
powerful motivator in the short

run, showing that parents care
about children's success, and that
academic success produces a
tangible reward. Cons; Such
Payments undermine intrinsic
motivation—children do not .
learn to value success for its own
sake. Over time, this practice
encourages children to perceive
that their parents are “buying®
their success rather than showing
sincere interest; it produces feel-
ings of being used,
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In a review of the literature covering the effects of praise on children’s intrinsic moti-
vation, Henderlong and Lepper (2002) note that any glib definition of praise as verbal rein-
forcement is misguided, They point out that praise as an external reinforcer can either
undermine, enhance, or have no effect on children’s intinsic motivation—the outcome
depends entirely upon how the praise is perceived. When teachers praise students, they
should be trying to help their students make judgments such as “My teacher really means
this and is trying to encourage me,” “ My teacher knows [ studied hard and did not let a
headcold stop me,” “My teacher wants me to do well for myself, not just in terms of how I
compare with other students,” and “My teacher’s encouragement makes me want to try
hard because I know I can accomplish the goals she sets.” These types of beliefs help
develop intrinsic motivation, - : _

External rewards can also focus students on receiving the rewards rather than on learn-
ing and growing though the learning experience. Qur society supports the heavy empha-
sis that students place on grades as they develop. Expert teachers must confront this fact
by reminding students of the joys of learning through the teachers’ example and by not-
ing the unseen rewards down the line that come from developing intrinsic motivation
{Mischel, Shoda, & Rodriguez, 1989). Teachers may also find rewards difficult to use as
motivating forces simply because of availability issues: There are not always enough
rewards to go around. It is tough to keep students motivated ail year in every subject
through the use of rewards without running out of effective rewards.

Another problem with using external rewards to motivate students is that the system
becomes less effective as students grow up. More mature students may sometimes perceive
attempts to reward them as attempts to bribe them. What works for a 7 -year-old, for exam-
ple, may be seen as manipulative by a 14-year-old. In addition, offering privileges or time
without homework means that older students may not do the work they need to succeed
in school. ‘ '

Although bonus systems motivate many adults to work harder so as to meet deadlines,
adults expect to perform work in exchange for financial compensation, whereas students are
not usually compensated financially for doing schoolwork. Put simply, students are expected
to do their schoolwork without being given constant extrinsic rewards. Thus something
more appropriate to the schooling domain than a rewards-based approach is needed. That
something can be an appeal to the thoughts, pride, and feelings of self-efficacy and compe-
tence of a developing student, ‘

Cognitive theories of learning stress what goes on inside the student’s head. This perspec-
tive is very different from the emphasis on the external environment that is so important in
bebavioral views. Like cognitive views of learning, cognitive views of motivation focus on
what students think, how they think, and how their thoughts create or reduce motivation
to act (Schunk, 1991a, 1991b, 1996a, 1996b; Schunk & Zimmerman, 2007). Thus cognitive
theories of motivation emphasize the importance of intrinsic—as opposed to extrinsic—
motivation. Jim Jenson took a co ghitive perspective on motivation when he explained to his
students the many benefits that reading would confer in their lives. Studies conducted by
researchers with a cognitive emphasis have examined students’ planning ability and how to
improve it; the role of students’ expectations of themselves, others, and their environment;
the importance of goals (and how to craft effective goals); and ways in which students
explain their successes and failures.

Part of what makes us human is our capacity for goal-directed, adaptive behavior. Cog-
nitive theorists explain motivation by pointing to our human need to understand, strive,
excel, succeed, advance, and continue to chailenge ourselves. Some students sit for hours and
work on a tough problem without even noticing the passage of time. Why do. some people
have such strong metivation? Why do some people enjoy doing puzzles and making up lim-
ericks? Why do some people push forward when it would be easier just to relax and enjoy life?
Cognitive theorists examine these kinds of questions by exploring how students’ thoughts
influence their behavior,
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tasce 10,1 Using Expectancy X Value Theory to Enhance Student Motivation

Motfvat‘ing the Student Who Expects Motivating the Student Who Expects
to Succeed to Fail

W When goal is valued: High motivation and

- . . ] ,
efforts he ooy 1181 o When goal is valued: The student fails to try despite

tr:ward effort and incremental Progress, stressing
. € value of the goal to the stud
. . . ) ‘ g e student,
\\,’::-Z: gn:i::b:c:valuedaN;anaHy Chhagh moti- ™ When goal is not valued: The student does
r armesed—the teacher must not care—the teacher must firs
4 tselect a new,
::J:Iosetnte:r: goal that is more valued and the more valued goal, and must then encourage
lent wi su?ceed; the teacher should rec- incremental effort and progress toward this
ognize and praise normaily high motivation. new goal,

wanting the goal—the teacher must encourage and

Recall from ‘Chflpter 8 that social learning theory combines behavioral and cognitive
;ppro‘aches. Sumlar!y', the social learning approach to understanding motivation mixes the
ehavioral and cogrutive approaches just described, From the social learning perspective, moti-

The scientific name for this combination of internal thoughts and how the envi
is pelrcewed s expectancy X value theory. According to this thgeory, people workeljrl;(;?:clilzré
motivated when they believe they have a reasonable chance of succeeding, and when the goal
s personally meaningful to them {see Table 10.1). Jim Jenson used this approach wher? he
praised and encouraged his students about their reading progress and trie

i dt i
that reading would bring them meaningful rewards, 0 convince them

As Fhe term humanistic suggests, humanistic views emphasize a higher-order incentive to
flchleve and excel that comes from within the person, According to this view people have an
Innate, complex way of reasoning, and the things that motivate them are oftf,rn equally com-
plex. For a humanist, everything that affects the person—including thoughts, feelin ys and
aspects of the environment—can create or affect motivation. Humanists ha\:e usedgv;ri d
terms to express different aspects of the inner drive to excel, For example Abraham Masl N
(1970) believed that humans have an inborn need for self-actualization (;r makin; thearigz\tf
of o,ne.se'lf. Carl Rogers (Rogers & Freiberg, 1994) termed the inner sour,ce of moti%ation the
actualizing tendency; Edward Deci (1994; Deci & Ryan, 2000a, 2000b 2001 2006) h
described a similar force as the need for self-determination, ) , "
Howl does the humanistic approach work in the classroom? The humanistic approach
emp’ha‘s:lze‘s the “whole student”—in other words, the emotional and socia] aspects cl:fp a stu-
dent’s life in addition to the intellectual aspects that are the focus of most instruction. This
apprqach assumes students are naturally motivated to learn, provided that the educat.ional
cxperience is meaningful and that students view themselves as capable of learning. A key aspect
'of'lthls approach is the frequent emphasis on helping students develop self-esteem .The lirunfam
istic approac'h also stresses the importance of teachers acting in a supportive and. céring man-
ner, and relying more on explaining why things must be done 4 certain way instead of on doling

FOUR WAYS TO UNDERSTAND MOTIVATION

THINKING
ANALYTICALLY

........................ P e e

Would a nontraditional school
be better for every student (for
example, a school in which no
grades are given, or no formal,
timed classes are held, or in which
all work is project and group
based)? Why or why not?

SUGGESTION: No, Students
have widety varying needs:
Some flourish in the structured,
disciplined atmosphere of a tra-
ditional school environment;
others succeed best in a Jess
structured setting,
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tasie 10.2 The Four Theories of Motivation: Incentives to Enhance Motivation

Behavioral

Extrinsic reinforcers in the form of rewards or pupishments:
® High grades/iow grades; praise/criticism; free time/detention; awards/demerits.

Cognitive

Intrinsic reinforcers based on beliefs, attributions, and expectations:

a 0} 3 r apagc ) N .b t_
B Understanding the purposes of schoolwork and homework; behewng‘ in one’s ability to succeed; attribu
ing success to hard work; expecting to do well as a function of effort invested.

Social Learning

i f goals:
A mix of extrinsic and intrinsic reinforcers based on expectations and the personal value of g

¥ Understanding how to set workable, effective goals that can be attained; understanding tha.aul-.ikeliht;gd
ofnreaching a goal and the payoff once the goal is reached; knowing how to choose goals with payo

that are personally meaningful.

Humanistic

Intrinsic reinforcers based on the human needs to achieve, excel, and self-actualize:

b .
¥ A meaningful educational environment in which students are encouraged. t.o see therr‘r?selves z:st cbzpdae’:z .
development of self-esteem; teachers acting warm and supportive; explaining why things mu

certain way—no rules for the sake of rules.

One study looked at eighth graders in a nontraditional (.nongrided self—sglectllgl‘;i )Sd-;'?]?;
considered to be “a humanistic student-centered envir'o.nment (Mattheswszi t .0 rkea
school attempted to influence the positive feelings and motives of ;t;lldc?n.ts. tu alfll:l gs ;\r'l rked
i ' i ; their input influenced decision m
in a relaxed atmiosphere with small classes; heir i e ‘ and th
general functioning of the school. Students in this humanistic school had higher intrinsic
motivation than students in a more stractured environment.

A summary of the four different theories of motivation for teachers appears in Table 10.2.

,, iMPLICA TIONS FOR TEACHING ... . . ..

= Try behavioral motivators—rewards and p‘unlishme.ntsf—when g)u Ee;;d f:;?,:l;z;_
tional techniques that work quickly. Behavioral motivators arelo en et i[; ulin
to-day life in the classroom. However, remember that. behavioral ‘motn‘;a T e
although they influence students’ behavior—do so without creating a deep

nding on the part of students. ‘ .
Cow ;t:ms ogn cognitl':ve motivators for the long-term changes in th; way St’;lg\e::sa :)l:lllnk
g Cognitive motivators, including beliefs in the Vall.les of work and in lone bl
. ties, can be more difficult for teachers to develop in stuFlents. In the long run,
ever, they tend to create more substantial and long-la?stmg c:hangetsl.1 b enefts of each.
5 Combine behavioral and cognitive motivators to give students the eni s of each,
Effective teachers have at their disposal numerous types o‘f tools that wcn'f in Tachis
ways and at different rates. These teachers routinely use different types of appro
i ents, o
B gigsztgitfns:::ingful lifetime rewards and positive fee]ingsl of se!f—actua?zatt.l(?:ll
that result from hard work in the present. As students show increased IEO lvati .
and readiness to learn, model the valuable results of hard work by descri ki?g yc.urld
successes and the efforts that led up to them. Plfm lessons based on we;l— fﬁ:;-ré e:v ¢
respected people whose life stories show the ultimate value and rewards o .

CHAPTER 10 MOTIVATING STUDENTS

The Role of Arousal Level

Any attempt to explain what motivates students must consider the students’ level
of attentiveness to learning in general. Let us now turn to a discussion of the role
of student arousal in creating and maintaining motivation. ;

Arousal js an individual’s leve] of alertness, wakefulness, and activation (Anderson, 1990). Tt
is a state of physical and psychological readiness for action provoked by the activity of the brain
and the rest of the central nervous system. Most people are familiar with the sensations of
arousal—sitting in the dentist’s waiting room, walking out on the high diving board, waiting to
80 on stage, and those last few minutes before an important standardized test. All of these situ-
ations tend to create a state of arousal. More maoderate arousal happens before an enjoyable
activity, such as seeing an old friend after an absence, entering a movie theater to see an antici-
pated sequel to a favorite movie, or ordering a favorite dessert. Too much arousal is often asso-
ciated with anxiety, a sense of nerveusness, worry, and self-doubt.

If you think about your own arousal tendencies, you will realize that each individual
responds differently to different situations as a function of unique experiences, capabilities,
and goals. For example, someone who does not particularly care about going to college may
not experience much arousal in the moments before an entrance examination, whereas
someone who is determined to get into a competitive college may be literally overwhelmed
with anxiety,

In the early part of the twentieth century, Yerkes and Dodson (1908) showed that very low
arousal and very high arousal are both associated with poor performance. Put simply, a mod-
erate level of arousal is associated with the best performance. People generally also feel their
best when their level of arousal is moderate (Berlyne, 1960}, Too much stress can impair peo-
ple’s ability to learn and remember, although the precise nature of the mechanisms involved
is complex (Shors, 2004).

Expert teachers habitually use a moderate leve] of arousal to their students’ advantage.
They capture their students’ interest and provoke them with intriguing questions and prob-
lems to solve. But expert teachers do not create a high anxiety situation for their students by
overly stressing performance on tests, for example. That is, instead of saying, “Your whole
grade depends on how well you perform in the next hour!”, an expert teacher might say, “You

David Magen'Pea-rmn Learning Photo Studio

THE ROLE OF AROUSAL LEVEL

Study habits vary, especially
among older students, On the
left, a junior high school stu-
dent reads in the living room,
while on the right, another
student studies while she talks
on the phone,
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algebra for movre than 25

that it's important to teach across the
curriculum by linking math projects with
art, social studies, and other subjects. In
this interview, she describes one particu-
larky successful undertaking—a fund-rais-
ing quilting project that requires students
not only to use their math and algebra
skills, but also to acquire business and
social understanding,

What is the quilting project?

Students in the eighth-grade maﬂ1
classes used their geometry skills to
design several quilts. The quilts were
then raffled off. Students sold the raffle
tickets, and the money that was raised
went to benefit a local soup kitchen.
The quilt project has grown encrmously
overthe five years that we've been
doing it. The first year 38 students made
one quilt, which was raffled for $2700.
This year, 117 students designed three
quilts. The raffle raised $7000.

THINKING

years. She strongly believes

TEACHER INTERVIEW

MOTIVATION _
' ON: ACROSS-THE-CURRICULUM
:EOG(G::']:ARWOOD: OAK GROVE SCHOOL, GREEN OAKS, ILLINOIS—GRADE 8, ALGEBRA

How does this project teach stu- a

dents math and geometry?
Creating the quilts incorporates

math and geometry skills. | begin the

‘project by spending one class period

explaining the art of quilting. | discuss

its history and specific m:ethodsf while |
show examples of quilts and point out .
math applications. In the same week, I
teach concepts of geometric construc-
tion using a-straighf edge, compass, and -
protractor. Then each student is asked
to design a seven-inch square quilt
block using these techniques. Some-
times | give students guidelines they - .
nieed to follow. For example, this year
each.design had to be symmetric to a-
fine or a point. As the students are
making their quilt designs, they have to
be precise so that all the quilt blocks
will fit together, _

Raffling the quilts also helps build

- math skills. The students are in great

* competition with each other when
they sell the raffle tickets—the class that
sells the most tickets gets a bag of
candy. They are competitive even for

" motivate students?

that lttle bag of candy. This level of

. competition provides a highly motiva-.

tional opportunity for students to lgam
the concept of unit pricing; Class sizes
range from 12 to 23 students. This year,
a larger class raised the most money -

 from the raffle tickets: When [ asked
" the other classes, *Should | take their

jar of money and say they win?” the -
students replied, "No, it's not fair. 'They_
have more students in their class.” |

"guided them as they figured out a fair
“ criterion, based on the amount of

moriey raised per student.

How do projects like the quilt

These projects are motivating to stu-
dents because of the broad range of
subjects and interests that are addressed.
Every student can find something to
enjoy; Haying something to look for-
ward to makes coming to class more
fun. Every year, there are students who
say they have heard about the projects |
do, and that they can hard_fy wait until
they can be in my class.

itosi iosi interested in
have one hour to show what you have learned about mitosis and meiosis. I am inte

Which techniques can stu-
dents use to keep from
beceming overly aroused
before important tests?

SUGGESTION: They can focus
on past successes, get enough
rest the night before the test,
eat a nutritious breakfast and
lunch on the day of the test,
practice deep breathing, and
remember there will be other
opportunities if this test does
not go well.
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PRACVICALLY

seeing how you think about the problems we discussed in class.’;Effectl\;etzesat\ch:argeasls?v Ell':l;

vide opportunities for doing extra work to help compensate for poo g R

sometimes result from nervousness rather than a lack of kngw@dge. X e
In an attempt to preserve discipline in the classroom, beginning teachers so

o . e (00
ate too high a state of arousal and anxiety, thus hindering leariing. The converse, creating to

little arousal, results in a classroom in which students find tkLemselvis dooﬁlmg;j:)gﬁie;l;;:
i ifti ly all of us can remember teachers who m ‘
ing, or even drifting off to sleep. Probably : ‘ .

tal%;e of creating too much arousal or too little arousal in their students. In ge::iera:, effective
teachers strike an effective balance by using a variety of methods to as§ess students.

| CREATING OPTIMAL AROUSAL LEVELS
The optimal level of arousal for performance varies with the task afs w;!}:ss ‘l?ihsil';e I;T:;-
i i igh arousal is better, whereas for difficult tasks, -
vidual. For simple tasks, moderately hig . it tasks, moc-
i 1957), If students need to complete }
erately low arousal is better (Broadhurst, . \ ' '
repeti}t/ive and mindless tasks that are sometimes necessary in th:lz claasrozntl, a h;g]l;tla;l:zzlrz
ivation. When students need to co -
arousal may be needed to create enough motiya . ‘ . -
plex tasks, }}Iowever, lower levels of arousal will help them avoid the anxiety that may be asso
ciated with poor performance (see Table 10.3 on page 366).

MOTIVATING STUDENTS

How does this project encourage

-students’ social and moral -
development? _
Giving the money to the soup
kitchen helps students develop socially
and personally. Staff members at the
soup kitchen have pointed out to stu-
dents that, because of the support from
the quilt project, the kitchen is able to
take care of many of its needs. The stu-
dents are proud that every penny of

cach raffle ticket goes to the kitchen. A

sewing center donates the material; the
school pays for printing the raffle tick- -
ets and a few supplies. One year, the
school board offered to buy the quilt,
but selling tickets not only offers the
potential of making more money for
the soup kitchen, it gives students addi-
tional opportunities to do a service for
the community. ‘

Students also get a personal oppor-
tunity to serve. When the students
visited the kitchen, they met one man
who had been going there for 16 years.
Many students at my school are
wealthy; they were stunned by this

Students themselves also differ in terms o

man’s story, Some of themoneywe
raised for the soup kitchen helped him.
The kids were proud of this and were
motivated to help even more. They
noticed that forks and spoons were
needed and brought them to the soup
kitchen. My students have become bet-

- ter citizens in the community.

How do students of varying
abilities approach this project?
All students have to participate in
this project. And each student
approaches it differently. One or two
students designed their quilt blocks on
the computer. One stu-
dent with cerebral palsy

finally caught on, he was very proud of
his waork.

' What advice would you give to

new teachers?
When | was a beginning teacher,
everything was done strictly out of the

~book. Now, every quarter, | have proj~

ects that relate to other subjects. | help
students relate math to science, art,
and poetry. Our projects have .
included creating a geometry collage,
constructing a dval dodecahedron,

and using origami to construct a poly-
hedron, During almost every j:rojecl:, !

. _ see a student who didn‘t
Look for ways to really like math become

found the drawing diffi- . r relate your topic much more excited about it

cult, but she designed a |
quilt block herself with |
only a litte help on the |

to students’
everyday lives
physical work of drawing. J and_ to other ,
One boy had information I SUbJeCtS. Don't.

because he or she s inter-
ested in the connection
between math and another
subject.

processing difficulties. He J jUSt stick to the

made five designs and
none of them worked,

fbook.

. e_
but he persisted. When he

f their optimal arousal level, Some students work

well under deadlines and flourish when a lot is expected of them, Other students work best
when there are few demanding standards; then they feel no anxiety and are able to focus on
learning instead of on getting high grades. For the average student, however, a moderate level
of arousal is generally best.

To gauge a student’s arousal level, watch for signs of too-low arousal (daydreaming, nod-
ding off, doodling, passing notes, whispering to other students, and generally just zoning
out). Watch also for signs of too-high arousal (nervousness, crying or flushed face, stom-
achaches in younger students, acting up, talking loudly and interrupting others, and other
visible signs of being upset). Moderate and optimal arousal is associated with students act-
ing excited, interested, and ready for learning,

What creates a moderate and effective level of arousal in students? One cause we are ail
familiar with is a student’s curiosity. Students may wonder, “How does that work? Who
invented that? Where does this lead? Can I learn how to do that?” Pique their curiosity by ask-
ing students leading questions and by encouraging them to ask themselves these same ques-
tions when studying at home, Often, the right questions can raise arousal to an optimal level
in which students are primed to learn and to pay attention, and are driven by the need to
understand.

Some students are naturally curious, perhaps because their home environments foster a

curious, questioning perspective as they are growing up, Other students may have been pun-

THE ROLE OF ARGUSAL LEVEL

THINKING
CREATIVELY

How can a teacher reduce test
anxiety while simoltaneously
increasing students’ desire to
perform weli on tests?

SUGGESTION: Give more fre-
quent, smaller, less formal tests.
On occasion, allow students to
retake tests if they score poorly,
Design tests that give students
multiple ways to show what
they know. Recognize effort as
well as achievement.
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THINKING
PRACTICALLY
Devise a plan for increasing the
motivation of an underachiev-
ing student to work hard in
schoal—to master academic
tasks, study information, do
homework, and so on. Indicate
which of the theories of motiva-
tion are guiding your plan.

SUGGESTION: Consider a
situation in which the student
comes from an unsupportive or
abusive home. The teacher can
work with the student, enhanc-
ing her belief in herself, while
providing positive feedback and
reinforcement for efforts in the
right direction. Guided by the
humanistic theory of motiva-
tion, the teacher might also
give hints on how to master
academic tasks.
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create name recognition and awareness of your accomplishments. A later stei? mlﬁht co.nsﬁ
of serving on several influential committees so that you are seen as a person with e UC.’:_IUOI'I |
and administrative ambitions.

% ONLY REALISTIC GOALS ENHANCE MOTIVATION Having ul:;ea:fstlcall-li}:
high goals can be self-defeating for students. For exan'lple, some stgden.tshare Fel ec ;ontﬁan
ented and consequently never attain their goals of doing perfect work, T ey fee :lvol se ar
if they had never tried to do perfect work in the first place. Even when their (ig_ra e 12 :u'; A~ ’
they believe they have failed. Realistic and attainablcf': goal§ are ‘the answer, al‘:1 exgtlar, Zx -
ers help students define and focus on realistic goals in their daily wo‘rk. Basc? on elrf. flat
riences with many students, these teachers help students define their goals in ;[;l'n‘l‘s o avirl !
they can reasonably expect to accomplish with hard work and perseverance in l'fe time allo
ted. Remember, though, that not all high standards represent harmful per ect}on1;r01:)4—)
Accordino, Accordino, and Slaney (2000; see also Grzegorek, Slaney, Franze, & RIC;’!, )
found that very high personal standards meant that students tended‘to have l(m';er eve']i 10
depression and greater self-esteem. The key is that goals must be attanfab?le, not 1mhpossll’l e(;
What about another type of goal—deadlines? Are deadlmes’ effective? Researc er‘s:,1 : aE
studied the effects of externally imposed deadlines on students’ task perforr{lance Zn ;lu -
sequent interest in the task (Amabile, DeJong, & Lepper, '1976). Students gwe}rll a eall 1n1}:
were less interested in the task than those not given a defidlme. 'Thus expert ’tf:!ac ers r‘errrla] ‘
ber not to use deadlines all the time, with the goal of increasing students’ interest in their
nd students’ intrinsic motivation. ' 7
taSl](Esxa]_:)ert teachers kriow the value of the right types of goals. These tee?chertsh mak:i tz;sgk;oz
slight stretch for students—neither too easy, nor too hard. Resez.lrchers since .h'e ]iatli, y o70s
have known (e.g., Atkinson, 1972) that many people Prefer tfack;mgl_ tfasks on “;1 ic feyt ad_
about a 50-50 chance of succeeding. In other words, if you give mdlv:duaJ.s a choice ; s :;.ln -
ing close to a target they are aiming at, they will prefer to stfmd at the p‘omt Where t te.y tlavr1
a 50-50 chance of hitting the target. However, students with low achleverrllent motivatio
(i.e., drive to excel) will stand very close to the target becausle of a fear gf failure. |
Another important point to bear in mind is that goalf will not motivate stu@ents u}? ess
they are accompanied by clear feedback. If a child doesn’t know how close she is to achiev-
ing a goal, she will not know when to work harder.

A study by Meece, Blumenfeld, and Hoyle (1988) examined \.vflle.ther students u}fed l}lgh—;f&:;:
or effort-minimizing strategies while completing science actmtles..The researchers ;und
students who emphasized task-mastery goals, which St[‘f':‘,SS working to understanh ::1(I-Jt1.ctsuc::-t
ceed at a task, reported more active engagement in the‘lr tasks thafl .studenFslw o 1‘t.no
emphasize task-mastery goals, In contrast, students motivated by gaining so;}e;l recoglr:ll 10151_,
pleasing the teacher, or avoiding work reported a lo-wer.iff:vel of engagement, Thus task-ma

' ed focus the students’ behaviors in a positive way. : o
ter}lf\/%:eacl: Ztilcfl\iiller (1999, 2001) found that elementary school students’ motw-z;tlon é;oais
were reasonably consistent over time from grades three through five, al!thouglrlha 1 stu lc_eln $
tended to show a decline in task-mastery and performani:e goals over time. W ell: teac e;s
stressed task mastery goals, students’ achievernent values increased; conversely, when ]gea;:e -
ers stressed performance goals, students’ achievement values decreased (.Ande}:rﬁan, (;cs 1:;
Yoon, Roeser, Wigfield, & Blumenfeld, 2001). Students tend to prefer high-challenge ta.
because they are less boring (Miller & Meece, 1999).

B SELF-MONITORING OF SUBGOALS ENHANCES LEARNING Of COUI%E, Stt}l;l—
dents can have different types of goals: subgoals or portions of tl:le overall task {e.g, b'real:(‘lllg alz
task into ten steps), ultimate goals (e.g., the completion of the entire task), a{ld :Jrne-orlent go
(e.g., spending three hours studying}. Which types of goa_ls are more efffectwe. R
Morgan {19853) compared three tvpes of self—rlnomtormg of private stu y 0 \tf tigon
the effects of these types of studying on academic performance and intrinsic motivation.

MOTIVATING STUDENTS

Self-monitoring refers to students keep
who were college students, were assigned to one of four study conditions: (1) self-
subgoal condition—keeping track of their progress on each step in completing the task; (2)
self-monitor time-on-study condition—keeping track of time spent studying; (3) self-mon-
itor distal-goal condition—keeping track of whether they had achieved the o

(4) control—studying the way they normally would. Key findings were as follows:

¥ In end-of-year exams, students who used self-monitored subgoals, or keeping track
of their progress on each step in completing the task, outperformed students who
used self-monitoring of either time spent studying or distal goals, such as doing well
in the entire course.

® Students who self-monitored the duration of their study time actually spent longer
studying than did control students, who did nothing special, but these self-monitors

* did not score better on exams. Students who self-monitored distal goals did not per-
form as well as those who self-monitored subgoals,

Besides the beneficial effects on learning, subgoal self-
interest in the course, The results of this study suggest that, as a teacher, you should make
clear for your students how to use self- monitoring of progress toward subgoals during study-

ing, perhaps by talking students through your own way of studying with subgoals, Also,
encourage and reward studeiits who use this approach.

monitoring increased intrinsic

® LEARNING WITH THE GOAL OF TEACHING IS INTRINSICALLY MOTIVATING How
about the effect of the overall goals students are aiming for in their learning? Benware and Deci
(1984) studied whether learning with an active orientation would be more intrinsically motivat-
ing than learning with a passive orientation, They defined an active orientation as learning mate-
rial with the expectation of teaching it to another student, and a passive orientation as learning
with the expectation of being tested. For the college students in this study, learning with the goal
of teaching the material was more intrinsically motivating, In addition, students who learned with
the goal of teaching what they learned had higher conceptual learning scores and perceived them-

selves as being more engaged. However, the tote learning scores of students with active and pas-
sive orientations were equal.

Think of how you feel when

feedback is of central importance in developing expert learners. It is the vehicle through
which students see themselves as others see them and learn to improve,

you read your teacher’s comments on your term paper. Such

What is the effect on students’ motivation of receiving versus not recejving feedback? But-
ler and Nisan (1986) showed that students maintained their intrinsic motivation after get-
ting a nonthreatening, task-related evaluation. In contrast, their intrinsic motivation was
undermined when the students repeatedly failed to receive feedback. Butler (2000, 2006)
showed that both the timing and the form of feedback are important, although to some
extent students’ responses to all feedback are the result not only of the type of feedback, but

aiso of the students’ own views about ability (such as whether success comes more from
being born smart or from working hard),

® TEACHERS' EXPECTATIONS AFFECT STUDENT M OTIVATION Teachers’
expectations of students, and the feedback based on these expectations,
tant in creating or dampening student enthusiasm. Expert teachers reco
of their own expectations in molding their reactions to students,

The subject of how teachers’ expectations affect students’ motivation has been the focus
of research dating back to a classic study by Rosenthal and Jacobson ( 1968). This study
showed that student performance was influenced by teachers’ expectations of students’ abil-
ity levels, even when the information that teachers relied on to make their judgments was
randomly generated by the researchers. In other words, teachers were told that some students
were likely to blossom during the vear; these students did, in fact, do better, But the students

are extremely impor-
gnize the importance

THE ROLE OF STUDENT GOALS

ing track of their own progress. The participants,
menitor

verall goal; or

THINKING
ANALYTICALLY

Think of an assignment you must
complete, Break the assignment
down into a minimum of eight
subgoals, Track your progress as
you complete the assignment.

SUGGESTION: Perhaps you
have a term paper due in your
educational psychology course,
Your subgoals can be as follows:
(1) Brainstorm various topics,
{2) choase a topic and discuss it
with the teacher, (3) gather
sources and resources, (4)
review information and com-
pose an cutfine, (5) write the
first draft, (6) seek comments
and feedback from others on
the first draft, {7) research areas
that need work and add or cor-
rect material, and {8) write the
polished final draft.
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THINKING
PRACTICALLY

Have you ever had a teacher

who had very high expectations
of your ability? How did you
perform in the class? How did
the teacher convey these high
expectations?

SUGGESTION: A supportive
teacher who conveys high
expectations along with sugges-
tions for how the student can
actualize them will likely be
rewarded with good student
performance, including yours.

named as likely fo blossom were actually chosen at random. Th; elf)f;ct oat; Feach_fef:rzti};lf):;t?;
i i the Pygmalion effect. The Pygmalion effe
tions on student performance was called t ‘ alion lers to
i i i It when a teacher believes in and encourag
the growth in accomplishments that can resu : ‘ . .
studgent. The name comes from the ancient mythological King Pygmalion, who created a
tatue and then brought.it to life. ' ;
sta Although this research has been criticized (e.g,, Elashoff & Snowl 1.971, Sna‘;lw;wzgg ;?at
the findings have not always been replicated (e.g., Goldenberg, 1992()1, it 1stg:lne;00)1 %{r o tha
i is & Rosenthal, 1985; Madon et al,, iR -
th malion effect does happen (Harris & . : .
th:]P{g95 2002; Smith, Jussim, & Eccles, 1999; Smith, ]ussunl; Eccle:; \t/'a;nN;le, iv;?::;n?,
’ ’ ’ i —inspired research has shown that teacher .
Palumbo, 1998). The Pygmalion effect-inspire tors generally
i i i : firmed (Brophy, 1983a, 1983b, ;
rceive their expectations of students to have been con o83 :
l];.‘:'ocpl'ly & Goocllj, 1974; Crano & Mellon, 1978; Humphreys & Stubbs, 1977, Rlstr 1972;
Williams, 1976). Other research has shown that inaccurate teacher exlz‘ectatlons ((I_gllvirils o
t , . i behavior and student performance (Har
teachers by researchers) also influence teacher | :
Ifosenthal?’1985; Jussim, 1991a, 1991b; Raudenbush, }984). The Pygmal;\?nﬁegfggtoglas also
been demonstrated for business managers and peop]}c; in tl;]e m-ﬂltar)t( (tli\:)[;:l s :re,at,e bet:(er o
i i high teacher expecta . :
In general, the lesson from this research is that hig i
dent [ferformance, or at least the perception of better pzrform:;lce. Vl\)fh:tn tf:_a(()ﬂ:eer\s:ez::ei ft(t)lli
. i dents tend to perform better—or,
that certain students are very smart, these stu . Lon even 1L e
he teachers think they perform better.
students do not actually perform better, t  thi peter. Fostive
i - be highly motivating to a student. Expe ;
teacher expectations and feedback can : n oo Sxpert teachers
itali i ovide students with positive feedback whenever p :
capitalize on this fact when they provi : rever possible
i ble to find something to praise w|
Even if students make etrors, expert teachers are a ’ leat the
i i i . Research has shown that students who
same time showing students how to improve ‘ hts who recelv
i rform better overall than students
ise for their effort and for what they succeed at doing pe ‘
. if::-r: not praised in this way (Lepper, 1988). Realize as well that low expectations may hurt
student performance.

- i MPLICATIONS EOR TEACHING. ..o

# Emphasize student goals of mastering tasks al'ld completing I‘ne'fmmgfu:fl;:l‘;lrl;f.

; Avoid or downplay goals of performing at speCJﬁF levels or achlevmg‘spec tuden.t

Focus on the essence of learning and the joy it brings, not on comparing one s

; ; ] vl\\/r[l;liln(t):til:lf:;;siﬁve expectations of all students. Dpn’t let preconceived ntc)ltloilss igjou;r—
students’ capabilities stop you from expecting their best efforts, Many stlil 931 p
form better than you might have expected if they are held to a high standard. .

t: Teach students to monitor and control their own .ratw of progress. Self-monitoring
truly a life skill that will provide continual rewards in any endeavor.

The Role of Student Needs

Goals are only a part of what maotivates studentg St‘_udenrts’ needs }a:rer also mil;?;
tant as controllers of and contributors to motivation, Students have rr:latn}s o
varied needs that expert teachers can use as motivators. Expert teachers unddetrlj;a}[liv o :ffec-
fering types of student needs and know holw th'ey can appeal to C‘;h;)se nee esr rat will effec:
tively motivate each student. Student needs include the need for power,

affiliation, and the need to achieve.

m People who rank high in the need for power seek to clontrol others. They Lr‘,rrtore
make the world conform to their own image of what it should be. When they a
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B The third level is the need to belong,

lic recognition.

® People who rank high in the need for achievement have a strong drive to excel and

succeed. The need for achievement has been studied extensively by David McCleliand
(1985) and his associates. People who rank high in the need for achievement, such as
successful entrepreneurs and athletes, seek out moderately challenging tasks, persist at
them, and are‘especially likely to pursue success at their occupations, Why do these
people seek out tasks that are moderately challenging? Because in these tas
ple are likely both to succeed and to extend themselves, The
challenging tasks they have no hope of accomplishing,
tasks that pose no challenge.

& People who rank high in the need for affiliation like to form close connections with
other people and be members of groups. They avoid arguments (Exline, 1962} as well
as competitive games (Terhune, 1968). They also tend to become anxiou
feel they are being evaluated (Byrne, 1961). Expert teachers who wish to
dents with a need for affiliation are attentive to creating a nurturing environment that
is neither competitive nor evaluative. These environments might stress creative activi-

ties that are ungraded and group activities that are ungraded in which working
together is encouraged.

ks the peo-
y do not pursue overly
nor are they attracted to simple

s when they
motivate stu-

~ Which behaviors might you, as a teacher, see in the classroom that would alert you to the
needs of your students? Students with a need for power try to take control of situations with
their peers, teachers, and friends, They want to be leaders and to be in charge, and they tend
to be forceful and to act self-confidently, Students with a need for affiliation do their best to
get along with others and as part of groups, They prioritize making and keeping fri

other types of accomplishments. Students with 2 need for achiev

ement are generally moti-
vated self-starters who work tirelessly until goals are met. They get great satisfaction from

achievements but also move quickly onto the next chailen ge to attain additional achievements,

The needs for power, affiliation, and achievement all fit into the theory of motivation pro-
posed by the humanist Abraham Maslow (1970). Maslow believed human needs form a kind

of hierarchy, Individuals first need to satisfy needs at lower levels of the hierarchy before they
seek satisfaction of higher-level needs, Levels 1 through 4 refer to deficiency needs, and
levels 5 through 7 to growth needs,

DEFICIENCY NEEDS Levels | ¢

hrough 4 of .i\daslow’s hierarchy comprise deficiency
needs,

®  Maslow’s first level includes basic biological needs such as for food, water, sleep, and
oxygen, which are necessary for continued survival. In fact, many homeless people
face the challenge of getting these needs met every day. In some schools, certain
students also face these needs—students who do not have adequate nutrition, for
example. Until their need for food and sleep is satisfied, such students may have a
very difficult time learning in school. In particular, children living in poverty face
numerous obstacles in the fulfillment of these basic needs (Prince & Howard, 2002;
Prince, Pepper, & Brocato, 2006).

® Maslow’s second level addresses needs for safety and security—in other words, for
shelter, protection, and emotional safety. Safe schools provide such a secure environ-

ment for students, and Maslow’s hierarchy demonstrates why schools must be free of
violence.

to feel that other people love and care about us
and to be a part of a meaningful group. The importance of this need is illustrated by
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= The fifth level is the need to know and understand. This need reflects the facts t

s The highest level in Maslow

as well as by the bond between members

ir children,
the bond between parents and their children e eaclop between expert empers

of peer groups at school and by the relationsh
and their students.

The fourth level is the need for self-esteem- el w
gain self-esteem from successfully performing activities t

and particularly from meeting challenges,

m—to feel worthwhile as a person. Students
hat are meaningful to them,

GROWTH NEEDS Levels 5 through 7 of Maslow’s hierarchy consist of growth needs.

hat

ht into the world around us can be a debilitating condi-

ignorance and lack of insig . ' ‘
;;;gon and that people generally seek to understand their surroundings and them
-l

selves. _ ‘
‘The sixth level represents aesthetic needs—the need for beauty and balance in the

ical, i 1, emotional, and spiritual world we occupy. o
B s hierarchy, level 7, is the need for self-actualization,

. . : . h
the need to fulfill our potential as human bemgs'. Wt:1 izmght Tpnzldf:ﬂitt}ilie;i :] -0
i i having achieved their self-actualized athie .
compete in the Olympics.as teed poten
i ts, and Nobel-Prize-winning
tial, and top-notch brain surgeons, astronauts, —winning
st i i i -actualized intellectual potential. For o
tists as having achieved their self-actua itellect : <
ievi i i d in different ways—for example,
vle, achieving this level might be measure
Eyefoﬁmning a soup kitchen that successfully feeds aflcl she[ters. homeless people
in the winter. Maslow believed that few people achieve level 7.

Figure 10.1 illustrates the seven levels of Maslm.v’s hierarchy (.)f needs. o ueabout
The level that a student occupies in Maslow’s hlerarlch}f fca}rll gl:'e;lertt;e::t era clue abost
i i j t. For example, if the student is : :
the motives that will work for the studen : iisat the 0w e
| tunities to alleviate hunger an
step {need for food and water), oppor an il ot
d and has entered Maslow’s nex
tudent. If the student has met that nee 1 ‘ level (
}};: sa?ety) behaviors that provide opportunities for shelter and security will motivate the

eicure 10.1 Maslow's Hierarchy of Needs

Need to Know 'an'd
Understand

. : Este. 'e_'mhleeds' e

Belongingness and
Love Needs

©saetyNeeds

: ve “Hiorar iy i 3rdea‘ by Abraham H. Maslow. Copy-

rSoLm:e FigL; re “H-iera rchy of Needs” from Motivation an.d .Personalt'ty,
right © 1973 by Pearson Education. Reprinted by permission.
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student. Expert teachers sense when a student is fixated at the third level, the need for love
and affection, and use their ability to provide emotional warmth as a motivator for the stiz-
dent. Only when a student has satisfied these three basic needs (food, safety, and affection)
will he or she crave respect from classmates and begin to develop a need for self-esteem.
Maslow believed that few or no individuals ever truly reach self-actualization, the highest
step in his motivational framework. Jim Jenson, the teacher in the chapter-opening
vignette, worked in a poor, mner-city school; he had to ensure that his students had their
basic needs met before he could expect them to make progress in reading.

El

The role of achievement motivation is clear in Maslow’s growth needs. How do people with
a high need for achievement motivate themselves? Researchers have found that people with a
high need for achievement privately set goals for themselves {McClelland & Watson, 1973; see
also Ablard & Lipschultz, 1998). Because these goals tend to be of intermediate difficulty, the
people are likely to get a continuing sense of personal accomplishment. The researchers also
found that people with a high need for power seek to stand out publicly, and do so (for exam-
ple) by taking more extreme risks, Conversely, those with a high need for affiliation try to avoid
public competition by taking relatively low risks.

Achievement motivation tends to be domain specific. For example, some students may be
highly motivated to achieve at athletics, but not at academics, Other students may reject
school psychologically, instead joining peer groups or even gangs in which school achievement
is seen as undesirable. These students may have a high need to achieve, but the need may be
directed toward nonschool-relevant goals, such as peer approval, and sometimes toward goals
that damage society, such as gang-related criminal behaviors.

How do students react to teachers’ demands for achievement {see Alderman, 1999, for
an overview)? Consider the situation in which a teacher knows from past experience that
a particular student is capable of doing far better work than she is currently doing. How-
ever, the student herself may not believe in her own competence. In this scenario, the
teacher’s demand for achievement may go unmet, not because the student is incapable, but
because she is unaware of her capabilities, The perception of reality, rather than reality
itself, is the more powerful predictor of how people, especially children, react to demands
for achievement (Phillips, 1984), Unfortunately, girls—particularly as they grow older—
often perceive their competence to be lower than boys’ perceptions of their own compe-
tence. The result can be lesser expectations for achievement on the part of girls—and,
therefore, lesser achievement (Phillips & Zimmerman, 1990). This effect emerges as early
as kindergarten (Frey & Ruble, 1987).

® THE NEED TO ACHIEVE CAN BE STRENGTHENED THROUGH TEACHING The
motivation to achieve appears to be present in every culture that has been studied (Markus
& Kitayama, 1991). The goal of one reasonably successful project in India, for example, was
to raise the achievement motivation of Tndian businesspeople and workers in their compa-
nies so as to help these people improve their lives. The employees attended an intense series
of seminars designed to get them to think, talk, and act like achievement-oriented business-
people (McClelland & Winter, 1969).

The fact that the need to achieve could be strengthened through training is highly relevant
to teachers. Expert teachers often use similar techniques to get their students to “think big®
about their potential and their future lives. These teachers stop students from talking in a non-
achievement-oriented manner and model achievement-oriented behaviors for their students,
such as how to use positive self-talk and possibility thinking to motivate themselves, For exam.-
ple, they say aloud, “I wasn’t sure how to solve this problem, and I felt stumped. But then I
thought, You can do it! Think of the times you have been successful in the past. Brainstorm five
ways to solve the problem and work from there . . . ”

In the discussion of group differences in Chapter 6, we noted that achievement patterns
vary among different ethnic and cultural groups. One study of achievernent motivation in
China showed that Chinese parents place great emphasis on achievement, but their focus is
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THINKING
CREATIVELY

Propose an addition or modifi-
cation to Maslow's hierarchy
and defend your proposed

change.

SUGGESTION: The need for

independence and self-reliance
might be added between levels

4 and 5, stressing the: impor-
tance of belief in one’s ability

to get things done.
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THINKING
ANALYTICALLY

What are the efhical implications
of teaching the values of one

culture to people from another
culture?

SUGGESTION; Teachers may
have trouble keeping a per-
spective on the customs of dif-
ferent cultures without some
degree of bias. People often.do
not have the vocabulary to
express fundamental differences
between cultures. Students
may conclude that a specific
culture’s values are being
endorsed,
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different from that of American parents {Ho, 1986}, Whereas American children are moti-
vated to achieve so as to become independent, Chinese children are motivated so as to please
the family and community. However, Leung (2002) found that among children from Hong
Kong, Japan, Korea, and Singapore, there are few common attitudes unique to these coun-
tries that are capable of explaining these students’ superior performance in mathematics,
Expert teachers remind themselves frequently that what motivates one child may differ from
what motivates another child, and that no “one size fits all” explanation exists for group per-
formance trends. :

| SELF-DETERMINATION AND CQ

In everyday activities, people’s behavior depends to some degree on intrinsic motivation. Peo-
ple seek to be active, to observe and explore their surroundings, to manipulate aspects of and
objects in their environments, and to gain mastery over their environments (White, 1959). Peo-
ple also seek self-determination, the ability to make things happen, to have control of oneself and
one’s environment. People prefer self-determination over determination by outside forces. Most
people are unhappy when they feel controlled, whether by another person or by cutside events,
In short, we are motivated to be in charge of our own destiny.

Edward Deci and his colleagues (Deci, 1996; Deci & Ryan, 2000a, 2000b, 2006; Deci,
Vallerand, Pelletier, & Ryan, 1991) have proposed a theory of self-determination. According
to this theory, humans need to feel competent, related, and autonomous. Deci suggests that
intrinsically motivated activities satisfy people’s need for competence as well as their need for
autonomy. In contrast, many extrinsically motivated activities can undermine people’s sense
of autonomy because they attribute the control of their behavior to sources outside them-
selves, rather than to internal ones.

Deci and his colleagues found that students with self-determined motivation are more likely
to stay in school, behave well, show conceptual understanding, and be well adjusted. Motiva-
tion increases when students feel competent. Students feel competent when they face the right
types of challenges and when they receive appropriate feedback on their performance. They
also feel more competent when they feel that they belong within a social group. This feeling of
belonging is increased if students’ parents are involved in their lives and if their peers accept
them. Another way motivation is increased is when teachers encourage autonomy as opposed
to retaining tight control over students. : '

Turning to the practical side of the the issue of self-determination in the classroom compels
us to ask: What about the role of student choice in student motivation? Does giving students
more choices always increase their engagement and learning? Deci, Ryan, and their colleagues
have conducted a program of research that examined the importance of student choice in
how motivated students become (Deci, 1992; Deci & Ryan, 1985a, 1985b, 1987, 2000a, 2000D,
2001, 2006: Deci, Vallerand, Pelletier, & Ryan, 1991). This work has generally supported the
positive learning effects that result from giving students more choices in the classroom. Nev-
ertheless, a growing body of research suggests that more choices may not always lead to
greater motivation and learning. Teachers must understand the issues that they must con-
sider when deciding whether to allow choices, and to what extent to allow them. The key
questions are as follows: When does giving choices work? For whom does it work? And how
should opportunities for choice be structured to create maximal motivation and learning?

In one interesting study, Flowerday and Schraw (2000) intensively interviewed 36 teach-
ers and analyzed the results. Their goal was to describe in teachers’ own-words which types
of choices they offer students, how they decide when and to whom choices should be given,
and why they offer these choices.

These researchers found that most types of choices fall into one of six categories: topic of
study, reading materials, methods of assessment, order of activities, social arrangements, and
procedural choices. Most choices center on topic of study or reading materials, Fewer choices
involve classroom assessments, because teachers are often required to conduct assessments in
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rasLe 10.4  Guidelines for Classroom Practice: Offering Choices to Students

B Recognize that choice matters to students. | Offer simple choices at first.
W Use choice in all grades, but offer choices ]

X 3 Help students practic ki i
more otf:en thcllw older students and with more B Provide feedbaF::k ab:_,?ah l'.lg oo choce,
competent students, crotees.

- .
W Use choice when students know a lot about a Ui t‘eam choicesfor younger students.
topic or task. ™ Provide informatian that clarifies the choice.
n

™ Use choice ina veriety o fsettings. Offer choices within a task ( e.g., topic, sequence),

M UWse choice on different types of tasks (home-
work, assessment),

Use choice for academic and social activities.
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specific ways. Choice of learning activities is also common. Teachers offer a variety of choices

for horne}«r(‘)rk, in-class free time, and ways to demonstrate knowledge,

Ol(}n deciding who is to be given choices, teachers consider age, ability, and prior knowledge
er students get more choices, Likewise, students of higher ability receive more choices‘

Having high prior knowledge about a topi '
‘ ' pic on the part of a student i i
lihood of the student being given greater choice, et also ncreasesthe k-

‘ Turning to the issue of when choices are given,
tain existing good behavior, Students who are pe

to r'nake rfhoi.ces. Although the past research suggests that giving students choices can inc
their motivation and performance, in practice, teachers give choices to students who havé aJrl:aje
demonstlrated motivation and good performance, All in all, teachers give students choicesz}oi
threg main reasons: to increase student self-determination, to increase personal interest, and to
provide an opportunity for students to practice their decision-making skills, The findi f
Flowerday and Schraw (2000) suggest the guidelines presented in Table 10.4 ' e
Ip other research, Schraw, Flowerday, and Reisetter {1998) concluded tilat iving student
choice of reading materials does not increase cognitive engagement or perforgrnancge on te ntS
or essays, though it does improve attitude toward the task, Making a more generﬁl ar o tS
S}(ih"evartlz (2000) described the “tyranny of freedom” in which too many and t-og uvn:lizci
zle:;; :;e;g r:o negative outcomes, such as general life dissatisfaction and increases in rates
Iyengar and Lepper (1999) offered a reconceptualization of the value of choice withi
cult}Jral context. These authors noted that decades of research point to the ositivesnoi
choice —among them, increased levels of intrinsic motivation, greater persistencepbetter
formance, aqd higher satisfaction. In their study, they tested the positive effects ojf choic PF y
Ang-lq American versus Asian American children, They found that Asian Americans were
most intrinsically motivated when choices were made for th em by trusted authority fi r::vere
peers. By comparison, Anglo American children did better when they made their mZn Ellioiz .
What is interesting about this study is that its findings show quite clearly the role of cult e
Teachers must be sensitive to the fact that the optimal level of choice is a function of studelrlnrte;
cultural backgrounds and beliefs (see Chapter 6 for a discussion of cultural issues in teachin ;
In summary, the keys to the effective use of choice depend on several different facto 'g ‘
understanding of students’ cultural beliefs and expectations, an appreciation of when Ifl& e
can be offered while still maintaining the integrity of curricylar content, and an a rocin,
tion of the balance between the positives and the negatives associated wi,th choice P

many teachers use choice as a reward to main-
rforming well tend to have more opportunities

ZM PLICATIONS FOR TEA CHING.

0 Assess students’ needs by observing them and their behavior, both with their
schoolwork and with their peers. Try to determine which type of response from oth
ers and which type of stimulation from the environment make students act in certai -
ways. Help those students with a need for power and achievement by giving then.1 o
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i leadership opportunities and presenting them with challenges, When possible, work

with and not against student dispositions. Guide students to direct their natural dis-
positions toward meaningful, positive accomplishments.

1 & Help students with a need for affiliation by being nurturing and providing con-

structive criticism in a positive environment. Be aware that these students may not
petform well in an environment that stresses competitive games, argumentation, or

judgments of their performance. Fulfill students’ needs so as to free them to learn at

their capacity and best demonstrate their knowledge. '

» Motivate students to develop the need for self-determination by allowing them to
earn autonomy. Give students control over assignment topics and tasks whenever pos-
sible. Teach by example—share your own experiences about how you developed the
need for self-determination and describe its positive effects in your life.

» Ensure that students’ basic needs for food, shelter, and security are being met bei"'Ofe
challenging them to achieve at higher levels. Enlist the support of the school ad’n.ums-
tration and social agencies if necessary. Do not waste your own and the students’ time by
challenging them to achieve if their basic needs have not been met.

The Role of Student Attributions and Beliefs

Students’ goals and needs intimately affect their motivation levels. At ‘the same time,
another important factor in the development and maintenance of motivation are stu-
dents’ beliefs about their own and others’ behaviors. Students’ motivation is often affected by how
the students explain their own successes and failures, as well as those of their peers. These expla!-
nations are called aftributions. The ways students understand the workings of the school envi-
ronment also affect their motivation. These explanations are called beliefs. Thus two important
types of student understanding are attributions and beliefs.

ooy

An attribution is an explanation pointing to the cause of a particular behavior. F.or e)Fample,
for Tomds to explain his newfound fondness for geometry, he might make an attribution Fhat
explains his perceptions of himself, telling himself that he is the type 'of person wl}o likes
geometry. Attribution theories clarify how people explain not only their own behaw‘*xor, b.ut
also the behavior of others. People make attributions so they can unders'tand their soc:,al
world and answer questions such as “Why did I act that way?” and “Why did she do that?

Fritz Heider (1958/1983), who developed attribution theory, pointed out that pe?ple
make two basic kinds of attributions. The first kind are personal, or dispositional attribu-
tions. These explanations of behavior are based on internal characteristics ina person— My
nervousness when. taking tests and my poor memory made me fail.” The second kind are
situational attributions. These explanations see behavior as being caused by extemall factors
such as settings, events, or other people—*“The overcrowded, hot room and the noisy play
rehearsal next door made me fail” .

Bernard Weiner (1982, 1985; Grietemeyer & Weiner, 2003; Reyna & Weiner, 2001) hzfs
shown that people use a variety of sources of information to explain the causes of Fhelr
behavior in achievement-related contexts. The most important causes of success and fallur.e
are people’s perceptions of their ability and effort. Other salient factors are‘the home envi-
ronment and the teacher. Thus, in Weiner’s theory of motivation and emotion, how people
explain their behavior is of central importance (see Figure 10.2 ).

Students who achieve in school and students who do not differ in terms of more than their abil-
ity levels. The difference is also related to students’ perceptions of their ability (Dweck, 1999a,
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ricure 10.2 How Students Explain Success and Failure

Succes_s and Failure Viewed as Stable Traits

Success Failure

Controllable " Uncontroliable . Controllable .

"lam smart because ;%I am smart and succeed

| always study." ‘no'matter what I do." . - ' I_-nevgr try ‘

“igotthesasy .-

The teacher likes me. : ‘._.,V,_e"rSifo'p;.'Qfﬂ'l e te 5f-_',3 o

) "The teacher hates me.*

External Internal

Success and Failure Viewed as Unstable Traits

S Uncontrollable

o .'!Thélcu‘to_f'f grade for
... passing was too high.* -

 Uncontoletle

o ".'l'fgot_"s'ici‘(_énd.boh‘l'd

Success Failure
Controllable % ‘Uncontrollable - Controllable ~
"l worked really hard :‘So-rnetimes_-l-_arﬁfdh,:and-'- SN did not study -
this time.* R

sometimes l'amnot.” ..: ;. . enough.”

"l got the teacher a

© "My parents did riot -
birthday card last week."

C ) was realls lucky* r !
TS G & oyl o - quiz me &t home."

External Internal

e _not think straight.” =~ *.

" had awitul luck*

right © 1992 by B, Weiner. Reprinted by permission of CCC/Sage Publications, Inc.

1999b, 2002; Dweck & Bempechat, 1983; Grant & Dweck, 2003; Hong, Chiu, Dweck, Lin, &
Wan, 1999). Students who believe they are not capable but who have high ability generally per-
form less well than their ability would predict. Teachers may be surprised when a student who
knows correct answers when called upon nevertheless scores poorly on a test of the same mate-
rial. This situation can happen if the student believes she i not capable. By comparison, stu-
dents who believe they are very capable often perform better than their ability would predict.
Dweck’s research on entity versus incremental views of intelligence is relevant here (see Chapter
1}. People who subscribe to the entity view of intelligence belieye they are born with a fixed
amount of intelligence that cannot be increased, whereas those who subscribe to the
incremental view of intelligence believe they are born with a certain amount of intelligence
that can be increased.

The entity view that “What you are born with is what you have got” contrasts with the
incremental view of more successful students, who believe that improvement comes from
effort and hard work. Students who see the value of effort and hard work in achieving their
goals are more likely to be motivated and to push themselves to excel. Thus such students
possess an internal rather than external locus of control (as discussed earlier in this chapter),

Expert teachers can help students develop an incremental view of their abilities and an
“effort attitude” by stressing that improvement comes from effort and that everyone has the
ability to improve through hard work. Expert teachers avoid making statements about how
some children are simply born smarter or more talented; instead, they stress the role of hard
work in becoming expert learners. Some schools may unintentionally encourage an entity
view of intelligence by labeling certain children as gifted or outstanding students without
stressing that they have worked harder than have lower-achieving students.

" HOW STUDENTS RESPOND TO CHALLENGES Researchers have found that stu-
dents working on very challenging tasks respond to the tasks in two different ways (Dweck,

1998; Dweck & Leggett, 1988; Nicholls, 1984). What happens to a child when he of she is no

longer able to complete a task? Some students, termed helpless, tend to give up easily or to

THE ROLE OF STUDENT ATTRIBUTIONS AND BELIEFS

THINKING
CREATIVELY

Describe three ways a teacher
could encourage a student to
held an incremental as opposed
to an entity view of intelligence,

SUGGESTION: Provide exam-
ples of students and famous
people who started cut as
faifures and later succeeded.
Reward effort and a positive
attitude, Praise students who
improve over past performance
and encourage them to share
their hints for success with
other students.
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show poor performance when they confront difficult problems. These helpless stuldznts setem
not even to be trying at the level their ability would-prec]l)ilct. Ogher s'gudgntse, :i:iagﬁ :3: ulin;s;;y
? ingj harder when problems become mor: . -
oriented, keep trying just as hard or even et el
' ili eir poor petformance; mastery-oriented studen
students often blame low ability for their poor per rma nast :
{;anie their poor performance on lack of effort and maintain their higher expectations for
future success. ‘ N
Researchers have found that helpless and mastery-onenteclbstudertl)tii ldo nectl dlfll;tzz ‘1'161 ril;;lt
is their attitude about ability and ac
ity. Instead, what separates these students is their a
(tgweck & Leggett, 1988; Nicholls, 1984). Helpless students tend to have perfognan;:: g(]);l)sl:
which are related to the judgments others mike of their perforrrfliance: "tl“he); _\:}?;r :bﬂity
iti f id negative judgments o g
rt, earn positive teacher comments, and avoi : . '
il/}:litery-oriegted children have learning goals—they want t.o improve their skﬂgs gi}d le(arr;
new things. These two types of students have very di-fferin.g views of tha? na‘ture of abi ity (se
Table 10.5). Helpless students hold an entity view of inte]hgen'ce-, in which mtelhglznce is seeli
as a fixed quantity that each of us is born with. Mastery-orlented' students ho aE ugfcret
mental view of intelligence, which suggests that intelligence can be improved thr((i)ug effor :
The helpless view has been observed in children as young as f;:rll: yeais'{);d, a.x;r Oﬁotrheeg;?o
ly i i k, & Cain, 1992). When children
rally in five- to six-year-olds (Heyman, Dweck, , Vh .
erou}l(:as are highly confident about their abilities, they may reach.sml].ar levels of ach1(-:“«6:mﬁf}:{r_lzi
gHowever when children lack confidence in their abilities and see intelligence as sorpemin%h rf] _
rather than something that can be developed, they give up easily andloften f?ﬂ, bel;:\rrtu:egac ;ers.
is li i tant lesson for expe :
elves capable of no more. This line of research offers an impor : :
SToo rnugl emphasis on performance goals (such as praise, grades, and h:;ig-,h scores()j C';nnpligsiig
i ’ -ori Is (such as learning new things an
mine students’ focus on mastery-oriented goa : oring
i been shown to apply to college studen
th lves). The message of this research has also cen o : . ' ;
(Sg:rslege 1)997), for whom an incremental view of intelligence is associated with mastery
oriented achievement attitudes and behaviors.

B KEEPING STUDENTS FOCUSED ON LEARh‘IING GO.AI.S Expert teE}ZI}:eI‘S r(l;lllljf
maintain a focus on the love of learning and skill building for their own se;ke, especi Ozl eslsa chi-
dren get older, so as not to allow children to become overly fixated on per (ermtancien gl oasaLhe
expense of learning goals. If a teacher stresses performance and grac!efs, stu frj:s. \:]r] } loarn thei
lessons to please the teacher, not because the lessor}s hold students’ interes l e students
grow older and move up through the grades:;k the:ty]'l will e;s:t())uritt:renf;(;rset :;(r;ljp “t:,:: }Ilri; :ne‘; o
njoy learning for its own sake, they will becom

;}ilee:czzeoa;t::lli;ﬁeigjeg (Hendergson & Dweck, 192;)2. ‘Ilnstead of seeking challenges and the learn-
i hey will avoid challenges to avoid failure.

mg‘«tél}znoiftf zgrtneg tz)vi]llle school distri%t’s need to administer formal assessments, the te'aChE: (:.[alr;
tell the students that the tests are important, but that Fhey do not measure ezeryﬂ'l’n:gleaz s
important about learning. Undermining the standarc‘hzed assessments n}ay',t o“}rlt:yrz ,the 10
students not trying as hard on them, Thus, although it can be confusing for teachers,

rasLe 10.5 Recognizing Students with Learning Versus Performance Goals

Students with Learning Goale e Sudonts ith Performance GO s
m Define success n temms of improvement an in terms of recognition, high grades,
in terms of improvement and & Define success in

- D:;ﬁg'::s:ucce“ " P and perfect scores, )

L] ﬁlace intrinsic value on effort, hard work, B Place intrinsic value on outperforming others an
challenges, and meaningful learning. consistently scoring highly. X .

W View errors as a normal part of the learning B View errors as unacceptable and em arras.slng.
process B Are oriented toward the product of learning,

® Are oriented toward the process of learning, B Enjoy the act of performing well in comparison to

i i thers,

¥ Enjoy the act of learning something new, o . r

n Mtjea:/ure their success against their own past ¥ Measure their success against others’ performance.

. performance,

U Sormoa

MOTIVATING STUDENTS

N

strategy is generally to acknowledge that formal assessments are a part of life and that students
should do their best on them, After instilling this message, teachers can move toward stre
other types of more intrinsic motivators associated with optimal learning,

In Jim Jenson'’s class, which is profiled in the chapter-opening vignette, Jim wouid focus
on helping students adopt learning goals that represent meaningful mastery of materjal,
rather than performance goals that will be undermined—in this case, by the students’ beliefs
that they cannot accornplish meaningful tasks. You can encourage learning goals by empha-
sizing meaningful understanding rather than by simply working through 20 sample prob-
lems, for example. Remember that teachers who are themselves intrinsically motivated are
better at getting students to seek the intrinsic rewards of learning (Csikszentmihalyi, 1997),

How does receiving instruction affect students’ mativation? One study sought to answer
this question by having students play a computer game (Sansone, Sachau, & Weir, 1989). The
experimenters varied whether students recejved performance fee

dback. The game also gave
students instruction on how to perform better. The findings showed that receiving instruc-

tion actually lowered motivation, but only when no performance feedback was provided,
When feedback was given, instruction did not decrease miotivation; in this case, students
remained interested and motivated,

The lesson for the expert teacher is that instruction must be coupled with meaningful
feedback on performance, In another study, the experimenters chan ged how meaningful the
context was by describing the activity’s goals as either skil related or fantasy related. Instruc-
tion decreased interest in the fantasy-emphasis context but increased interest in the skill-
emphasis context. Thus, when instruction matched perceived goals, students felt more
positive while performing the task.

ssing

™ PERCEPTIONS OF ABILITY AS INFLUENCES ON ACHIEVEMENT  As an example of the
importance of perceptions of ability to achievement, consider the relationship between
gitls’and boys’ SAT math scores and their attitudes about their competence in math. Girls
and boys tend to have different perceptions about their abilities. Girls often believe they
are less capable-and boys often believe they are more capable in math. Research has shown
that students who believe they are quite capable do better than predicted by their ability
level, whereas students who believe they are not capable do less well than predicted by
their ability level. In general, children with negative thoughts about their ability become
distracted from learning, lose track of the details of their tasks, and sometimes become
immabilized from further learning (Brown, Bransford, Ferrara, & Campione, 1983). Thus

these children wind up getting less and less practice in the areas in which they need prac-
tice the most,

STEREOTYPE THREAT. A program of research by Claude Steele and his colleagues
(1997b; Davies, Spencer, & Steele, 2005; Steele & Aronson, 1995; see also Aronson, Fried, &
Good, 2002) has also looked at the issue of students’ beliefs about their own competence, This
research has focused on minority students’ beliefs about their general academic competence,
and female students’ beliefs about their competence in mathematics. Steele has attempted to
show that students’ negative beliefs lower their performance. Before giving a tough math test
toa group of boys and girls, he had the test administrator tel] half of the students that girls and
boys have equivalent performance on the test. The other half of the test-takers were given no
information related to gender. Steele showed that girls’ performance was substantially higher
on the same test when they were told beforehand that girls perform the same as boys,
pared to when girls were given no information about gender-related performance.
Steele explains the jump in girls’ performance by suggesting that girls hold negative stereo-
types about their mathematical ability. These stereotypes depress girls’ performance on diffi-
cult math tests (only performance on difficult tests was assessed). When gitls are told that past
research has shown that on the particular test they are taking, gitls perform the same as boys,
then girls do not suffer from their negative stereotype, and their performance shoots up
(Steele, 1997b). In this situation, Steele suggests, becanse the girls are told that girls do as weil

as bays, they are not hindered by their negative stereotypes. Steele labels this phenomenon
stereatype threat.

com-
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In one of Steele’s (1997a) studies on stereotype threat, African American and white stu-
dents were given intellectual tests under two conditions: (1) diagnostic, in which Fhey- were
told, “This test is a genuine test of your verbal abilities and lim-itati.ons . .. and will hi]p us
in an analysis of your verbal ability”; and (2) not diagnostic, in which they‘ were tpld, This
study is designed to better understand the psychological factors invol.v?d in solving verbal
problems . . . Try hard even though we will not be evaluating your ability. R_eSL'llts showed
that, after statistically controlling for differences in participants’ SAT scores, Alrican Amer-
ican subjects performed worse than white subjects when the test was pn?sented as a measure
of their ability (see Figure 10.3). Their performance improved dramatlcally—matchl‘ng or
even exceeding the performance of whites—when the test was presenFed as less reﬂectwe: of
ability (in which case the performance of whites decreased). Steele believes that \:vh‘en taking
an intellectual test, African American students risk confirming as self-characteristic a nega-
tive stereotype of low intelligence. This vulnerability interferes with performance on tests
because it causes anxiety, diverts attention to other concerns, and produces overcautiousness
and self-indicting interpretations {in other words, “stereotype threat™). N

Many interesting studies have focused on the causes, consequences, and potential ways to
reduce the effects of stereotype threat. Schmader and Johns (2003) found that‘stereotype
threat works by reducing working memory capacity in threatened individuals, Cadinu, Maass,
Rosabianca, and Kiesner (2005) found that the stereotype threat effect in women was linked
to negative thinking, Osborne (2001) found that anxiety played a major rfale in ex.pllammg et!b
nic differences in academic performance, but that it was less important in explaining sex dl.f—
ferences in mathematics achievement. Interventions have been found to be successful in
increasing the performance of individuals of color and from low-socioeconomic-status (SES)

risure 10.3 How Stereotype Threat Works

In the condition represented by the bars on the left, a group of African American and whifct? students
were told the intellectual test they were taking was diagnostic of their ability. In the condition rep-
resented by the bars on the right, another group of African American and white students were told
the same test was not diagnostic of their ability. African American students’ performance improved
when they believed the test was not diagnostic of their ability.

M African American
MW White
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Diagnostic of Ability  Not Diagnostic of Ability
What Students Are Told About the Test
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Source: Steele {1997b).
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backgrounds (see, for example, Ambady, Paik, Steele, Owen- Smith, & Mitchell, 2003}, In some
interventions, potentially vulnerable students are mentored and encouraged to either view
intelligence as malleable or to attribute earlier academic difficulties to external factors (Good,
Aronson, & Inzlicht, 2003).

PERCEPTIONS OF COMPETENCE AND PERCEPTIONS OF CONTROL
OVER OUTCOMES. Researchers have also examined the role of perceived competence
and control in students’ preference for taking on a challenge (Boggiano, Main, & Katz, 1988).
As part of this line of inquiry, they have investigated students’ perceptions of their academic
competence and their beliefs in their level of personal control over school-related perform-
ance. These perceptions and beliefs appear to affect students’ intrinsic interest in and pref-
erence for challenge in a setting in which they would be evaluated. In one study, students with
higher perceptions of their academic competence and personal control demonstrated more
intrinsic interest in schoolwork and more preference for challenging school activities, When
given an evaluative, cdntrolling directive (e.g., “Your last three answers are not correct—try
another sample problem and let me check your work before you go on to Chapter 37}, stu-
dents who had high perceptions of their own academic competence and control preferred a
greater challenge than did students who had lower perceptions of their academic competence
and control. No difference between the groups of students in terms of preference for chal-
lenge was evident when no controlling directive was presented. Thus students’ belief in their
academic competence is important, as is their belief in their ability to control their school
performance (Leondari & Gialams, 2002},

1

" SELF-ESTEEM Self-esteem refers to the value a person places on himself or herself.
Seli-esteem is related to self-concept, or one’s ideas about one’s attributes and abilities,
According to research by Harter (1990; Harter & Whitesell, 2003), people’s self-concepts
became increasingly differentiated as they explore their abilities and learn more skills. They
may think highly of themselves in one of these differentiated areas, but not in another.
Between the ages of four and seven, children can make reliable judgments about themselves
in four personal domains: cognitive competence, physical ability, social ability, and behav-
ioral conduct {Harter & Pike, 1984), By adulthood, people can rate themselves within 11 dif-
ferent domains of competency: intelligence, sense of humor, job competence, morality,
athletic ability, physical appearance, sociability, intimacy, nurturance, adequacy as a provider,
and household management (Messer & Harter, 1985),

Not only do our own judgments of ourselves affect our self-esteem, but other people’s
judgments of us do, too (Cooley, 1982). In general, children’s perceptions of their ability
become more modest and more accurate as they grow older (Frey & Ruble, 1987; Stipek,
1984). When self-perceptions are too modest and, therefore, inaccurate, problems sometimes
result. Self-evaluations of low ability may lead to motivational problems, especially in older
children (Rholes, Blackwell, Jordan, & Walters, 1980; see also Rholes, Jones, & Wade, 1988).
Children who underestimate their abilities also seem to seek out less challenging tasks than
do children who view their abilities more realistically (Harter, 1982, 1990). Children from
low-SES backgrounds have been shown to display less positive self-perceptions in a number
of life domains compared to higher-SES children (Muldoon, 2000),

“Herbert and Stipek (2005) looked at the emergence of gender differences in children’s
perceptions of their academic competence from kindergarten through fifth grade. Children,
their parents, and their teachers rated the children’s competencies in math and reading,
Math and reading skills were also assessed directly. Beginning in third grade, girls rated
themnselves as less competent in math than boys rated themselves, However, there was no
gender difference in math achievement or in teachers’ ratings of children’s math ability, Par-
ents rated boys’ math competencies higher than girls’ abilities in both third and fifth grades,
Although girls outperformed boys on the reading achievement measure in third and fifth
grade, and teachers’ ratings of children’s reading ability reflected this gender difference in
performance, gender differences were not found in either parents’ or children’s ratings of
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THINKING
PRACTICALLY

Rate yourself in each of the

11 domains of competency, on
a 1-to-10 scale in which 1 =
extremely poor, 5 = average,

and 10 = outstanding.

SUGGESTION: Think about
how you perform in different
types of situations for each of
the domains. Compare your

ratings with a classmate's.
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their ability. Actual achievement and teachers’ ratings both predicted child@n’ssu;igments
of their literacy skills. Parents’ ratings of ch‘ild}ienl;?ucompetence were a particularly strong
ictor of children’s judgments of their math skills. . ‘

Pre%:z::zers cannot negl]ect %he importance of self-perceptions, especiall}.’ given tbat macct;]ratci
self-perceptions guide how children handle both schoolwork aJ.'nd life outside o}‘f1 sC 100 :
(Phillips, 1984, 1987). For example, children who setiously underesnmat‘e thctmsel\;es. fivebﬁ?v
expectations for their success, believe that respected adults also takt; adim view o _thel;’J a 1&
ties, are reluctant to sustain effort in difficult tasks, and are more anxious about being ev; uate .
than are other children (Phillips & Zimmerman, 1990), Often, t.he concept of self-esteem is
described as though the effects of self-esteem are simple anfl '?*tral_ghtforwlard. The con;'c?rsfelz is
actually closer to the truth—in practice, self-esteem is multlldunensmnal, complex, an lin ;—
enced by numerous factors (DuBois & Hirsch, 2000). Helping st_udent-s deve'lop' a.lcfc'urate self-
perceptions is part of the way teachers help students mature and grow in their abﬂlﬂes.;nl.} on;:
study of nearly 25,000 eighth-grade students foﬂowed_ through twelfth grade, ].KOSS an roal
{2000) found that academic achievement in the eighth grade was assocxa}ted V\j’lth an 1nt'erftr;l

locus of control in the tenth grade, which was also associated V.\"lth academ‘lc achlevem.ent in the
twelfth grade. Doing well in school at an earlier age and }'1avmg supportive parents increased
self-esteem. Having higher self-esteem did not improve either grades or test scores, however.

B SELF-EFFICACY Self-efficacy refers to a person’s belief in hi:f or her ability to gfel:
things done. How does our belief in our own competence affect the' ]fkehhood‘ that we “1"-
attain a particular goal? Self-efficacy theory emphasizes that our ability to achieve a goa is
based on our belief as to whether we can achieve the goal (Bandura, 1986a, .1986b). Pe.ople s
expectations of self-efficacy can derive from a number of different sources: direct expt:jrlenci::i
interpretations of the experiences of others, what people tell them they are able to do, an
others’ assessment of their emotional or motivational state. In .general, if someone has a
higher degree of self-efficacy, then she or he is more likely to attain the f)-utcome desired.

Students’ level of self-efficacy can lead to self-fulfilling prophecies. When studentg
believe they are able to do something, they are more likely to ex.pend the effort anfl resources
to do it, and thus eventually to achieve their objective. Indeed, Jim Jenson kept telling his dstw
dents that they were capable of reading if only they applied' themselves. One success lea. s to
another, helping students to view themselves as being continually successful in maintaining
the outcomes they desire. In contrast, if students have a low sense of sel.f-e.fﬁ_cacy, .tll'lley mlil]y
believe they are unable to succeed and, as a result, may hardly try. Not surprisingly, the result
is failure, which then leads to the expectation of future failure, Expf:rt teachers e.nhance St;.l-
dents’ self-efficacy by setting for the students realistic, highly specific, and attainable goals,
and then helping them plan how to meet these goals (see Table 10.6).

z MPLICATIONS.FOR TEACHING

% Discourage students from blaming thejr failures on bad luck or other unfortunate
situations. Instead, encourage students to blame failures on lack of hard work. Model
effective techniques by talking positively about your own school failures and their

auses (and potential or actual solutions).

Bl cEncoux('age sptudents to view success in school and in life as a result of hard wo;k,
not innate ability. Point out that students who excel have often work'ed l'ong and
hard to earn their accomplishments. Make clear that this level of dedication applies
to all their favorite athletes, writers, or performers. Make examples of hard workers,
and ask these students to share their secrets for success with the class. )

iz Emphasize that students can feel good about themselv'e-? as a result of meal‘nngf'ul
accomplishments, both within and outside of the traditional sch?oi domain. Dis- )
courage the idea that “everyone should feel good about hers§lf or himself reg'ardless 0
what she or he does.” Stress the role of concrete, effective action rather than simply
thinking good thoughts.

MOTIYATING STUDENTS

Tasie 10.6 A Lesson Plan for Helping Students Develop More Effective Conceptions of Intelligence

The goal of this lesson is to move students away from common misconce

Common Misconceptions

More Useful Conceptions

® Intelligence is a fixed thing that you either have or don't have,

M There is only one kind of intelligence—everyone who's smart is
smart in the same way,

What to Do

" intelligence is something that you can improve through work, by
thinking about yourself, and by monitoring your actions.

B There are many different ways to be intelligent—everyone is smart
in sorme ways and not so smart in others,

1. Intreduce the importance of thinking about intelligence. One
possible way:

¥ Part of your {the students’) job this year will be to show me (the
teacher) how you are smart.

® This job will be easy because each of you is already smart in many
different ways. :

This job will not be so easy because you may not know how you are

smart, how to demanstrate your abilities, or how to develop them.

B Part of my job is to help you figure out what your strengths are
and how to use them.

| A good place to start is by thinking about what “smart” or

“intelligent” means. Our own personal definitions of intelligence

<an influence how we think of ourselves and what we do—both
in and out.of school,

2. Give students a chance to think individually about intelligence by
writing in journals or simply having a moment to think quietly before
class discussion.

3. For a class discussion, ask students to describe particular people they
think are very good at something. If they have trouble, you might ask
them to think of relatives, friends, famous people, heroes—people
they would want to be.
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Source: From Pmct{cai In-tellfgénce fér Schoof by W M. Williams, T, Blythe, N. White, R. ), Sternberg, and H. |, Garciﬁér:v&;.

Reprinted by permission of Allyn & Bacon.

students will still face daily challen ges in staying motiva
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4. Encourage diverse examples. If students focus mainly on academic
talent, ask them to think of talented musicians, athletes, artists, actors,
cooks, auto mechanics, and so on, Continuing for about ten minutes,
ask students to talk about how each person is talented, What kind of
intelligence does that person need to do what she or he does so well?
You might keep track of the range of responses on a board.. '

5. Review students’ ideas and have the class think about what it means
to be intelligent.

6. Encourage the notion that intelligence is an ability to do things that
we value and there are many different ways to be productive and tal-
ented. Also encourage the notion that people’s abilities change and
improve overtime,
W Canyou think of people who are smart at one thing and terrible
at another?

B Can you remember when ¥ou could not do something that you
are very good at now?

B |fsomeone does well in school, will that person do well in any-
thing she or he tries?

*7. Sum up what the class has said. Inform students that they will spend

much of the year thinking about their own talents and improving how
they work in school,
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Motivating Students with Special Needs

Once you have helped students set goals and develop effective self-concepts, these

ted. However, for some stu-

dents, the typical and traditional methods of motivation aren’t enough. Today’s classrooms
include many challenging students with special needs, and you are likely to encounter these
students and be expected to motivate them from your first day on the job, ,
Modern-day teachers face many students who come from backgrounds that may place
these students at a disadvantage for developing motivation. For example, students from
single-parent families often need more motivation than they now tend to have (Bronfen-
brenner, McClelland, Wethington, & Moen, 1996). Compared with other students, those
from single-parent homes miss school more often, and on average are more pessimistic

about the value of schooling and the value of planning for later

life. Children from single-

parent homes tend more often to be living within a lower-SES household; as a consequence,
they tend to have a lower standard of living and to experience greater economic and other

types of stresses, yet have fewer resources with which to overcome
Horvath, & Gringlas, 2002).

these obstacles { Weinraub,
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THINKING
CREATIVELY

What advantages might students
from single-parent households
have compared to students from
dual-parent households?

SUGGESTION: Children from
single-parent households might
be more independent and self-
reliant; they might be more
mature and exhibit more adult-
like behaviors and skills. As a
consequence, they might have
better success in school.
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Expert teachers are alert to the needs of students from single-parent families, who may
require special assistance in developing motivation. Of course, children vary widely, and no
one profile fits ali children from single-parent farnilies, just as no research findings predict the
behavior of all children living in these families.

Consider one finding about student motivation and achievement: Among high school sen-
jors in the years 1990 to 1992, 22 percent of students coming from two-parent homes
achieved an A grade-point average, whereas only 16 percent of students coming from fami-
lies headed by a single mother did so. In other words, there is a 38 percent increase in the
number of students who earn an A average when we compare two-parent homes to single-
parent homes. Thirty percent of students from two-parent families had skipped one or more
days of school in a four-week period, 34 percent of students from families headed by a sin-
gle mother had done so, and 37 percent of students from other nontraditional family struc-
tures had done so. ,

In general, students’ motivation to plan for the future has declined since 1980 (White &
Wethington, 1996). This decline has been associated with a widening gap in which students
from single-parent families are becoming even less motivated to pian for the future. However,
the more education a student’s mother has, the more likely student is to believe in the value of
planning for the future (White & Wethington, 1996). In an examination of a niationally repre-
sentative sample of Hispanic students, Battle {2002) found that socioeconomic status was
much more important to educational achievement than family configuration, such as whether
students lived with 4 single parent or both parents. In a series of analyses, Jeynes (1999, 2000)
found that the effects of family structure on academic achievement vary considerably among
the most common family structures. For children living with a cohabiting (unmarried) couple
or a remarried widower, achievement is negatively affected. Thus researchers have not found
support for the common assumption that children of divorced parents living with one parent
are worse off than are children living with a reconstituted family.

Consider another finding that shows the relationship between parental/family involve-
ment and patterns of student motivation and achievement. Ginsburg and Bronstein {1993;
see also Bronstein, Ginsburg, & Herrera, 2005) looked at family factors related to students’
intrinsic/extrinsic motivational orientation and academic performance. Students with an
extrinsic motivational style who earned lower grades were likely to have parents who policed
their homework. These students were also likely to have parents who maintained either too
much or too little control over their children. These parents were often not involved mean-
ingfully in students’ school performances and tended to use extrinsic rewards to motivate
their children. In contrast, students with an intrinsic motivational style were likely to have
received parental encouragement in response to their grades. Intrinsically motivated students
were likely to have higher academic performance and to have parents who exerted less con-
trol and supported reasonable independence in their children. In general, expert teachers
remember that there are numerous, complex, interacting factors that influence student moti-
vation and achievement.

B MOTIVATING STUDENTS FROM LOW-SOCIOECONOMIC-STATUS BACK-
GROUNDS Antonio Roazzi (1988) examined which incentives work to maotivate chil-
dren from different socioeconomic groups. He gave children tough paper-and-pencil tasks
to complete under one of three conditions: verbal reinforcement (“That’s great!”), a mod-
est financial reinforcement, or gustatory reinforcement (a chocolate bar). Roazzi found
that the effects of incentives varied by social class. For middle-class students, verbal rein-
forcement was just as effective as the the other two types of reinforcement. For lower-SES
students, however, verbal reinforcement was not as effective. (It is possible that teachers
from higher-SES groups may have trouble choosing the most effective verbal reinforce-
ments for lower-SES students, and may also have trouble earning the respect of lower-SES
students in general.) Chapter 6 discusses the implications of social class for teachers in
more detail. :
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The. teacher of lower-SES students must realize that the teaching tips that work to moti-
vate middie-class studénts may sometimes need to be adjusted to motivate low-SES students
then working with hard-to-motivate students of any type, expert teachers know the mus£
l)egm by determining what really matters to each student. Knowing what is most impy(;rtant
(;)VI :(1: é;l;ggr:t&e;z;lee’slg ;Z?f:her to choose the incentive or reward that is most motivating

Students from disadvantaged social, ethnic, and cultural groups may-sometimes benefit
from an extra dose of motivation to enable them to overcome obstacles that may kée them
from 'succeeding in the mainstream culture. These students must often work harder thaﬁl their
nondisadvantaged counterparts to succeed equally well. A key finding about ways to motivate
lox'v—SES minority children comes from work by Zena Blau {1981) with inner-city Chicago
children, Blau found that the children who were motivated enough to escape the cycle if
poverty had in common one educated adult in their lives—teacher, parent, friend o?, other
rolfe model—with an educational focus {l.e., someone who heavily stressed ;he vah;e of edu-
cation}. Even if the children’s parents themselves were not well educated, her research show:d
that a single educated adult who provided mentoring and role modeling ilelped theée child
turn their lives around. Interacting with one person with an educa ' il

to the c.hild’s outcome. Expert teachers remember this critical role
dents’ lives every day. - :

tional focus was essential
they can play in their stu-

L M'OTIVATING' STUDENTS IN SPECIAL EDUCATION PROGRAMS Studentsin
s[;?ecw‘ll education programs represent another type of challenge, depending on the specific
disability and learning issues they possess (Rankin-Erickson & Pressley, 2000) Omlzj op-
}ﬂar method for dealing with special education students is to set increrr;ental ‘oals ffs fn
1{1ustrati’on of how motivation can be increased through the use of incrernentalg Oal:s con-
sider the programs created for students with special needs. In Chapter 5, which ficus’ed on
exceptional children, we discussed the use of individualized education,al plans (IEPs), as
mandated by Public Law 94-122, the Education for All Handicapped Children Act Th,es

_IEPs are created by the teacher in consultation with the child and parents . | :
ify the child’s learning and performance goals, The plans begin with l(’)
about what the student will attempt to achieve in a given year. Next, d

and they spec-
bal statements
the plans provide

increme‘ntal and specific goals for achieving the plan. These goals are spelled out in
sequential steps that identify individual behaviors and performances for each step, Once

ﬂle Student W()Iks thlougll the 8 p h P € overar C]ll]lg g()a]S I()I
te 8, 1€ Or She has aecom llshed th
the term or ,‘eal.

seemn reachable.

Krista Graco/Mexrrill
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In order to improve his fine motor skills, a teacher
encovirages a young child with disabilities to paint.
Motivation is particularly important to children
with mental and physical challenges. Expert teachers
understand how important it is to use incremental
goals to motivate students and to make every task




