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Introduction

A MOTIVATIONAL QUESTIONNAIRE

Lets begin by ¢

L you 1o evaluate some statements about your life as a student Below is
nee 7 your behefs gs, and expectations about this course

nent is accompanied by the numbers 1 through 7-—with 1 indicating that (he
1t defim

Ist of statemen
Each

y 1s nottrue of you, 7 indicaung that the statement definutely is true of
you, and the other numbers representing shades in between, For each statement, please
circle a number that best corresponds 1o your level of agreement (with | meaning that youy

stron

igly disagree and 7 meaning that you strongly agree)

1 2 3 + 5 6 7 I 'am interested in the matenal taught
in this course

1 2 3 4 5 6 7 I find the content of this course 1o be
useful to me

1 2 5 + 5 6 7 I know that I will be able to learn the
maternial for this class

1 2 3 4 5 6 7 lam sure I can do an excellent job on
the problems and tasks assigned for
this class

1 2 3 4 5 6 7 {1 perform poorly on a test in this
class, it is because [ did not try hard
enough to learn the material

1 2 3 4 5 6 7 Downg well in this class depends on
how much effort [ give.

1 2 3 4 5 6 7

In this class, I like problems and
materials the best that really make
me think

[ like problems and tasks that I can
learn from in this class, even if | make
a lot of mistakes

These items are inspired by the Mouvated Strategies for Learning Questionnaire
(MSLQ) described by Pintrich and De Groot (1990), the Patterns of Adaptive Learning
Survey (Roeser, Midgley, & Urdan, 1996), and by measures of students’ beliefs about
learning (Borkowski, Weyhing, & Carr, 1988 Graham. 1984 1991) The first two 1tems
are examples for a2 scale that measures interest—how interested you are in learning about 2
pic. If the sum of your ratings to the first two questions is high, for example
greater than 10, you seem to be interested in this course. The next two questions come
from a scale intended 10 measure self-efficacy—the degree to which you see vocan: as
competent to accomplish a particular task. Add up the two ratings you gave Lo these ques-

. it your score is more than 10, you seem 1o have high efficacy for learning in
hie next two questions are designed to measure effort-based attributions—the
degree 10 which you au e your academic successes and failures to effort rather than
other causes. Add up the to1al number of points on the these two questions to see whether

or not you score high (e g 10 of T
Finally, the last two questions tap the de
goals—that is, the degree to which your academic gog] g o - tery i..,“_,”._ "
a combined score of 10 or greater indicates thys ,‘ccw.c.r.:;.f.msa .:.{,L_,M,.ﬁ_
Because these questions represent Just a smal wg:__w_sc %_S u Aademg S%Ez,..%wa
cannot expect them to give an exact account of ,.;fos_ :_,CM: lay T Questionn, .m.sm
beliefs, and achievement goal onentation Recep adv; Crest, sell-effcagy, Wribugigng)
research encourage the idea that academic 4 SHCES n .

MOtvauong|

chiev , onal theory gn
- lt-efficacy evement is related MO liong) var. e
such as interest, self-efficacy, attributional beliefs N4l variables

and achievemen goal onentayon

M your helief abouy g
¢

€€ 10 Whick v 4
g i.:r,_ YOu hay C

THE ROOTS OF MOTIVATION

Why do some students, when faced with a challenging assignment, work hard to conypey
every aspect of the task, whereas other students quit early without devoting mych ..p%:m
Why do some students persist on tasks while others give up? What motiy e
want to learn? What are the roots of students’ motivation 1o learn? These are the kinds of
questions that we explore in this chapter. In particular, we examine four possible answers
1o questions about what motivates students to work hard

ates students 1o

Motivation is based on interest: Students work hard when they value what they are leam-
ing, that 15, when what they are learning 1s important o them

Motivation is based on self-efficacy: Students work hard when they perceive 1
capable of doing well; that is, when they have confidence i thewr capab
learning task.

Motivation is based on attribution: Students work hard when they beheve that their
will pay off, that is, when they attribute their successes and ?E:.m. w0 s.mr.oam

Motivation is based on achievement goals: Students work hard when their goai 110
understand the material, which can be called having 2 mastery goal orentaten

le 14-1. along wik

a students motivation to leam 12

These four views of motivation are summarized in Tab
implications. As you can see, each answer assumes M:E !
school is based on how the student interprets the w.wa.hé_ vtk
learn may depend on how the student ke »gc_m q..mwﬂoﬂr leads 0 sw
about his or her own competence, about s.:m}mwam
‘ ate den
whether his or her goal is to understand 5«.5“:. sked, “Whal motivates StuCe
. La¥

In a recent review Pintrich (2003a, p. 671) e focus o exterise
rooms?” Fortunately for us, this question has beet re able 1o lay out |
(Pintrich, 2003a, 2003b), and in this CRAPLEr W€ T Fr,
which has substantial research support ﬁwoﬂosvwaqa one 4
not mutually exclusive; that is, they :um , _qca an expectant

-1 fo .

argues that the four views in Table 14 s (o iy be '
vation depends on the learner's expeclancics 5 i) abues g8 1
and on the learners values (e g , interest and goai 0 ._%m (stich as expecting =
as liking the material) and expectancies keep you B8OV
will help you learn). o meaningful €&

If you are interested in anczsmwws When stud
priming the learners motivation o M :»..R?, |earn METE
harder (o understand the material anc ! ’
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Instructional Implications
TABLE 14-1 Theory Prediction Example
s ' lessons within
PO iouy. o irterest theory  Students leam better | work hard Embed efsl the
mictivation for BT A because | value  context of larger projects
when they are \ v int
isarning inerested in the this; it is impor-  that personally interest
material, " tant to me. students. Display and
o model interest in the
matenal.
Self-efficacy Students leamn better | work hard Ask peers to mo?el appro-
theory when they see because | am priate learning, along with
themselves as compe-  good at this, positive efficacy cues such
tent for the task. | am capable of  as “l can do this” Provide
doing this. feedback designed to
build competence and
self-efficacy; design
challenging tasks that offer
opportunities for success,
Attnbution Students leam better | work hard Avoid condescending
theory when they attribute because | know  cues, such as pity and
acadermic successes my effort will pay  sympathy when a student
« and failures to effort  off If | fail, it's fails. Allow the leamer to
' during leaming, because | didn't  have some control during
try hard enough.  learning. Provide feedback
‘ that emphasizes effort.
L& Goal onenta- Students learmn better | work hard Discuss the value of
3 tion theory when they want to because my goal understanding the matenal;
} : understand the 15 to learn as well  reward progress toward
& matenal. as | can. understanding the matenal,
Adapted from Pintrich (2003b)
&
to transfer what they have learned to new situations. In particular, I focus on intrinsic
rather than extrinsic motivation. When the learners motivation is ntrnsic, it comes from
within the learner. This chapter reviews techniques for priming intrinsic motivation. When
motivation 1s extrinsic, it 1s imposed on the learner from the outside, such as through

external rewards and punishments. The perils of extrinsic motivation, such as the negative
effects of reward, are examined in Chapter 7

DEFINITION AND BACKGROUND

‘ Before we begin, it 1s useful to define motivation and briefly review the history of research
i on motivation. Motivation is an internal state that initiates and maintains goal-(hrcclt‘d
behavior. This definition has four components:

Motivation is personal. It occurs within the student
Motivation is directed 1t is aimed at accomphishing some goal

4
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. : potivation is activating. It instigates action,
Motivation is energizing. 1t provides for persistence and in,
—ll ensity,

. jvation is “what gets people goi
| short, motiva ple going, kee ,
ks’ (pintrich, 2003b, p. 104). For example, when z:hem 80Ing, and he]

udent studies yny) 1ps them finish

ons ; aster material for a test, we w )
— a week 1 master materiat: R, e would say that the studery ; ate at night for
_ Wwhy is motivation an important topic for educational psych iS Molivated.
Q p ; at rec -1 'cho 12 Dir g
, 103) has shown that recognizing the role of motivation i}n | 0gy? Pintrich (2003b
much more accurate and ecologically valid description Cfammg “has provided a
ol cla

s s iRl b a4 |2k it chn L e £

SSToOm 1earmng_“

. Pintrich (200
Furthermore, Pintrich (2003b) noted that “Cognitive researcher
S NOW recogniz
e the

jmportance of motivational constructs in shaping . . . learning in ac
otivational researchers have become interested in how n1oli§ " a(ade'T“C settings, and
h Jent . . . classroom learning” (p. 103). In short, a complete uﬁ?onal beliefs Fﬂale to stu-
h nic learning works has o include an understanding of what m()ﬁifiandlng of how acade-
The history of research on motivation over the past 50 yr:ar:“:l tCsﬂsu«ldems o -
way theonsts view the nature of the internal state underlying moL:iatelt)[rSi i fShm i the
fer (o cognitions (Weiner, .1990). Fifty years ago, drive theories dominated taomfdm-es
. motivation. Drive theories maintain that motivation results from a situation i . ml'd o
hiological need is not being met—that is, the mouvation to act is an auig;m- ?k'hmh ‘
quence of a discrepancy between the current state and a needed state (Hull ?;:;;m}fgr
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t

s example, if a rat is deprived of food for a certain period of time, it will be motivated to
] ¥ ’

g .spuchl) .ltam bu\. to get food. .\\ hen a need is not being met, a drive increases that
ck automatically instigates behavior; when appropriate action is taken, the drive is

reduced to an acceptable level so that the behavior can be terminated. According to

Hull (1943), some of the primary biological needs include food, water, air, pain avoid-
al, ance, optimal temperature, sleep, and activity. This view of motivation as drive reduc-
tion was based largely on animal research in contrived laboratory situations and for
many educational psychologists did “not provide the needed conceptual tools to
explain classroom motivation” (Weiner, 1984, p. 15). In contrast, cognitive theories of
classrooms as opposed to . . . the

i
g
:
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student motivation are based on “observations in
behavior of hungry rats” (Weiner, 1984, p. 16).
intrinsi During the past 30 years, cognitive theories have come to dominate motivational
S L " e
mes from research (Pintrich 2003a, 2003b). 1 his chapter explores four of the most active and rele-
n. When vant cognitive approaches to motivation—interest theory, self-efficacy theory, attribution
: through theory, and goal orientation theory. Unlike drive theories in which moutvation is an auto-
| negative matic consequence of biological needs, cogmtive theories of motivation view thg lear?e; ES
a decision maker who bases actions on interpretations of incoming information. L‘n: 6
. = 7 nitive
drive theories that are based largely on animal research in laboratory settings, €08
theories are based on research on humans often in natural setings. < there have
i - v 0 oTe 1e
As Weiner (1992) pointed out in a review, “for motivational psychologists T ho
f rescarch 2 b - <oarch focus” (P 860) and the basi¢ metaphor
i een fundamental shifts in theory and research 10CUs (p- ~ or “The
-directed : eod f - machine to a decision maker.
for motivated humans has shifted from a robouic ma¢

. ARV ’hat remains are vart-
grand formal theories . . . have for the most part faded aw ay\ - What
eties of cognitive approaches to motivation” (Wemnet, 1990,

p. 620) Four important
‘our sections 1s

i e | ine four secuons of th

cognitive approaches to motivation are presented in the following 16

chapter.
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Motivation Based on Interest
INTEREST VERSUS EFFORT

Maria’s teacher assigns a chapter on the human digestive system from a biology book. The
material is difficult and, for Maria, boring. Maria particularly dislikes memorizing
the many technical terms in the chapter. In spite of her boredom, Maria works hard. g},
day she sits dihigently in class and fills out worksheets covering the material in the book.
and each evening she studies the chapter so that she will pass the test she will have 1o (ake

In contrast, Yukari is working on a project she developed herself out of her personal
interest in cheting and nutrition. She is curious about why some people are overweight and
others are slim_ She wants to know how the human digestive system works so that she can
figure out how what one eats affects one’s weight. In her search for relevant information,
she consults many sources, including a chapter on the human digestive system from a bol-
ogy book. Like Maria, she reads the chapter about how the human digestive system works,
but her learning is motivated by an interest in understanding dieting and nutrition. She
seeks out information that is relevant to her project, as if she were on some sort of treasure
hunt. In short, Maria learns through effort, whereas Yukari learns through interest.

Who will learn more effectively and more deeply? Which form of learning is betier—
learning based on effort or learning based on interest? Nearly a century ago, the great edu-
cational philosopher John Dewey addressed this issue in his little classic, Interest and Effort
in Education (Dewey, 1913). According to Dewey, the interest-based learning ol Yukari is
more beneficial than the effort-based learning of Maria. Dewey argues that “the great fal-
lacy of the so-called effort theory is that” it equates “certain external activities” with “the
exercise and training of mind” (p. 7). Thus, although Maria engages in learning-like behav-
iors, such behavior does not guarantee that she 1s actually learning much.

Dewey (1913) clearly distinguished between two litigants in what he called “the educa-
tional lawsuit of interest versus effort” (p. 1). The justification for an effort-based approach
to schooling is that “life is full of things not interesting that have to be faced” (p. 3), so
teachers should not spoil the student by creating a situation in which “everything is made
play, amusement . .. everything is sugar coated for the child” (p. 4). “Life is not merely ...
a continual satisfaction of personal interests,” so students need “training in devoting
[themselves] to uninteresting work” (pp. 3-4). To do otherwise “eats out the fiber of char-
acter” and creates a “spoiled child who does only what he likes” (pp. 4-5).

In contrast, the case for interest is that willing attention is more effective for learning
than forced effort. Interest causes students to pay attention and actively learn: “If we can
secure interest in a given set of facts or ideas we may be perfectly sure that the pupil will
direct his energies toward mastering them” (Dewey, 1913, p. 1). Dewey argues that "it1s

absurd to suppose that a child gets more intellectual or mental discipline when he goes at
a matter unwillingly than when he goes out of the fullness of his heart” (pp. 1-2). The
effort-based approach to school results in a “character dull, mechanical, unalert, because
the vital juice of spontaneous interest has been squeezed out” (p. 3). The educational
implications are clear:

The debate about effort versus interest has important educational implications: Our whole policy
of compulsory education rises or falls with our ability to make school life an interesting and
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hsorbing experience 10 the child. In one sense there 1s no such thing as compulsory ed
ahsotl relral atremdaras . LA SUTY educs
. n have compulsory phy sical attendance at school, but educ S

d“”n (“n!(‘§ Q 5 }.‘
~ : : % nl ‘ lhrI“] ’h
H“l ‘)‘I“Lll'.l“l“l m s¢ l]U(\i .“..“.\.]“L.‘\, h k‘"l WS ‘h.ll { B CaC 1 mus WIEC
) h > ‘ h 3l S .l 't

1es. (p. ix)

\\."‘» cal
\\'l“m}: att

e actvies with reference 10 the childs interests, powers, and capabil
these ’

. Dewey emphasizes the need to ensure that the
in sljt’l}{an only physically active—during learning

"‘“k;;;g rettably, Dewey's essay, a.hhnugh emphasizing the import
 pased solely on jogu-nl arguments rather than
aal research. What 1s mterest

student is cognitively

ance ol interest 1n k-am;ng
psychological theory
. and how does it motivate students 1o le

<earchers have begun to make modest progress since Dewey’s d
Teses X ’
ment on how to

and empiri-

arn? Although
ay, there is sull a lack of
agree | answer icsv questions (Renninger, Hidi, & Krapp, 1992) An
n‘nporlam first step mvnl\'csq dlsllmclmn between two types of interest—individual interest
ynd situational interest. 1I1dl\'1$1u’.ll mterestis a characterisuc of the person and is based on .,
pm-g,on‘s dispositions ot preferred activities; situational interest is a charactenistic of the
environment such as the tasks interestingness. In both cases, however, interest arises out of

the interaction between the person and the situation

INDIVIDUAL INTEREST

sudents learn in a qualitatively better way when they work on matenal that interests them
rather than when the material bores them. The results of interest-based learning are quali-
tatively beuer than the results of learning based solely on effort, because interested learn-
ers process material more deeply. This is a cornerstone of Dewey’s (1913) classic treatise on
interest and a working hypothesis in much of the recent research on individual interest. In
this section, let’s explore two straightforward predictions of Deweys theory of interest.

School subject hypothesis: Student performance in learning a school subject 1s related to
student interest in the subject

Lesson topic hypothesis: Student performance in learning a lesson is better when the stu-
dent is interested rather than uninterested in the topic

The first way of testing Dewey’s theory of interest is to ask whether students tend to perform
better in subjects they like than in subjects they do not like. For example, in Figure 14-1,
please rate your feelings about mathematics, natural science, social science, foreign lan-
guage, and so on, with 0 indicating that the subject 1s very uninteresting (o you and 4 indi-
cating that it is very interesting. Then, for each subject write down the grade you received
the last time you took a class in that subject. If you received good grades in subjects you
rated as interesting and poor grades in subjects you rated as uninteresting, then there is a
positive correlation between interest and achievement

Inareview covering 25 years of interest research. Schiefele, Krapp, and Winteler (1992)
searched for studies that measured both interest (i.e.. how much a student liked a certain
school subject, generally measured via a self-rating of interest) and achievement (i.e., how
well the student per[orr;led in a certain school subject, generally measured by grades or an
achievement test). In all, Schiefele et al. identified 121 studies from 18 different countries
The results were similar for all subjects that were investigated—mathematics, natural sci-
ence, social science, foreign language, and literature. There was a moderate but persistent
correlation (e approximately r = 30) between a student’ preference for a school subject

-t ration t i am ‘91
Chapter 14 Teaching by Pnming Students' Motvation to Lear

active—

e



FIGURE 14-1
How much do you
like each subject?
How well did you
perform in each
subject?

Please SQSEJ

your
grade in the last course
you took (A= 4, F= ()

Please rate your interest
(4= high, 0 = low)

Mathematics

Natural science

Social science

Literature

Foreign language

Art or music

and academic achievement in that subject. In other words, on average, the more a student
liked a particular academic subject, the better the student performed in that subject

These results might give pause to anyone who believes that ability is the overwhelm-
ingly most important factor in promoting academic achievement in a given subject The
relation between interest and achievement 1s roughly as strong as the relation between abil-
ity and achievement, so anyone interested in predicung school success in a given subject
area would be wise to examine both ability and interest

Regrettably, these correlational results do not tell us about the causal relation between
interest and achievement. We cannot tell whether interest causes achievement, in which
students perform well tn a subject because they like 1t, or whether achievement causes
interest, in which students like a subject because they perform well in 1t, or both are
caused by a third factor, such as ability in which students hike and perform well in subjects
they are good at. Future research 1s needed to untangle these issues

The second way to test Dewey’ theory of interest is to compare how students learn from
text about a topic that interests them with how they learn from text about a topic that does
not interest them. For example, suppose that you were assigned a passage on the psychology
of emotion. Please indicate your expectations by answering the questions in Figure 142
According to interest theary, you will read more deeply and thereby learn more from the pas-
sage if you rated it as interesting rather than boring and as useful rather than worthless

To investigate this prediction, Schiefele (1992) asked some college students to read a
passage on an unfamihiar topic such as “the psychology of emotion” or “the psychology of
communication ” Before they read the passage. students rated their potenuial level of inter-
est in the topic, using a questionnaire such as in Figure 14-2. Based on their raungs, half
of the students were classified as “high-interest” and half were classified as “low-interest
After reading the passage, the students answered surface questions that required recall of
individual facts and deep questions that required combining information from the text and
applying it in a novel situation. Then students rated how deeply they had ?cnmmwﬁ_ the
text—including ratings about activation (*1 was completely caught up n what 1 was read-
ing") and elaboration ("1 paraphrased the text in my own words”)
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While reading the text on emotion 1 expect 1o fee] bored

not at all somewhat clie O
chv_Qn:.
While reading the text on emotion I expect 1o feel interested
not at all somewhat quite m:i -
ele y
[ expect the material in a text on emotion to be worthless
not at all somewhat quite completely

1 expect the material in a text on emotion to be useful

not at all somewhat quite
source: Based on Schiefele, U (1992). Topic interest and levels of text comprehension. In K. A Renninger,

S Hid, & A Krapp (Eds.), The role of interest in learning and development (pp 151-182) Hillsdale,
NJ: Erlbaum

completely

If interest leads to deeper processing of the information, as Dewey claimed, high-
interest students should perform better than low-interest learners, especially on deep ques-
tuons As predicted, the high-interest group performed much better than the low-interest
group on deep questions but not on surface questions. In addwon, if :_mr._aﬁm‘& m:m
dents process the material more deeply than low-interest students, level of mterest uroc__
be related to amount of activation and elaboration during reading As predicted, there was
a strong, positive correlation ?E:.., ;_:.:m_v r = 60) between nterest I the topic and
measures of activation and elaboration

As another example of individual
answers (o questions in an ‘T W
1 Wonder Why Camels Have Humps and Other Questions / ¢
many ants can an anteater scoop up with one flick of 1ts _o:mw_ﬁ, we could ask, “When
1 Wonder Why Castles Have Moats and Other Questions About Eﬂ_n ,pwfwa choose which book
did the dark ages end?” For some students (choice group) we fet tH® Eor other students
they want to use—such as on¢ on u:_:s?,.n.i_s_. " _u%wwmg Symons (2001) con-
(no-choice group) we choose the book for them. When x.& qcé\ mqmcwaa better on the
ducted this study, they found that students in the &:_R v:. ﬂmﬁmcﬁm&, that mouvation
search task than did students in the no-choice group 25,% ﬂﬂ_« Em_fw:ﬁ study Choice
can be improved by allowing students to have some choice g:”p P aing o hem g
may allow students to work with topics that are more wmm, s increased effort
also may enhance their sense of self-determination. ,,.,.r._m \ﬂ_:_,mzax is related 1 &w%a_)\._

In summary, emerging evidence indicates that _mm__: J_,H.,__?,. of research on situ!
_muﬂ:_:m (Hidi, 2001 ; Hidi & Harachkiewicz, 2000). In 2
Interest, Hidi (2001) concluded 499
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Why" book. For example if a child 1s reading
; About Animals we could ask, “How
» 1f a child 1s reading
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5 %cwn > insects live alone and /
The literature has shown that individual interest is an important if not a cotical factor of ; outomwvos Some :5_?? . and some live 1 large |
acaderic motivation and learming Children as well as adults who have individual interes;s V& Are n::nnm 0 _Sa.v. wasps. A Mud Dauber Wa .
in activities or topics facus their attention, persist for longer periods of time, and enjoy the 3 alone. W rm.: a Click Beetle is on 115 back i flips itself
engagements more, are more likely to use strategic processimg and tend o learn and wriie 3 side up while itmakes a chicking noe slivein |
better than those without such interests (p. 202) 3 kinds of ants. Some ants live in trees p) ck ants live 1n 1,
Some insects are fast runners, and others are fuo ¢ Sm gou
Similarly, in a recent review, Pintrich (2003a, p. 674) concluded that higher levels of interesy fast runners. It is hard to catch them They nun and .m,, T.M..WM&K:..,W are very
are associated with “more cognitive engagement, more learning, and higher levels of achieye. : fliers. Flies are about the fasest flying insects When w,:. .;n,.._ lies are very fast
ment.” Hidi and Baird (1986) distnguished between two views of how individual iniereq j 200 times 1n a second, you hear a buzzing < et s about
may motivate learning—by producing general arousal that automatically facilitates r,:_,:_:m ..m Some insects protect themselves | v lookir g like other ar
and by instigating a process based on the significance of specific material to the reader i tect themselves by looking like plants Tnsects have fo ot |
: snakes, which eat live animals such as insecis, womme. _Mc,npfz, SW o
Thinking of interest as a general arousal experience 1s madequate This notion leads us 1o and fish. Birds do not often eat Viceroy Buterflies b + Tats, rabbts,
believe that all that i1s needed 1s to induce a general state of arousal which will automanca ly . ZOBm?,T Butterflies Birds seem 1o know the R
facilitate learning the material at hand What 1s lost in this notion is the 1dea of interest as a When a Walking Stick sits very suill on & taste bad
process responding to the significance of the mformation (p 191) W enemy to find 1t
In short, indvidual interest in a subject or topic depends on the specific significance of the 1 CH -
material 1o the learner Source: From Garner, R, Gilliagham, MG, & W
cessing and microprocessing in adults ond ¢ )
SITUATIONAL INTEREST :
In contrast to individual mterest, swuational interest occurs when a learning situation is : g_fa_ -
somehow made more interesting Dewey (1913) warned that interest should not be viewed wﬁﬁhﬁ: - College Seventh
as some sort of flavoring that can be sprinkled on an otherwise boring task. “When things 3 sicive details _oog students graders
have 10 be made mteresting, it 1s because interest itself is wanting Moreover, the phrase is 4 & ‘||_
a musnomer. The thing, the object, 1s no more interesting than 1t was before” (pp 11-12) 2 80
Dewey's admonition provides an important working hypothesis for modern research on m s
situational interest. It leads to a straightforward prediction, which can be called the . £3
seductive details hypothesis—adding interesting, but irrelevant, details to an otherwise bor- ; =5 60 P
ing text will not improve learning of the text. g .M E
[s there any difference in what students learn from a text that contains or does not con- i m 8 40 ]
tain seductive details—that 1s, highly interesting and vivid matenal that 1s not closely related 3 - > £
to the important information in the text? If we take a somewhat boring text and spice 1t up 7 = 3
by adding an interesting detail to each paragraph, will students learn more from the text? : m 20 ;
Consider, for example, the passage about insects in Figure 14-3 First read the passage, ,,_ & 3
then close the book and write down all that you can remember. . :
Il you are like students in a study by Garner, Gillingham, and White (1989), you did 1 F’ 0 - 3
well n remembenng the three seductive details (“When a Click Beetle 1s on its back, it flips : < of “seductive et is" on mace- 3
wself into the air and lands right side up while 1t makes a chicking nowse.” “When a fly 3 Source: From Garner, R, Gillingham, iro. mxk uction, 6, 4157
moves its wings about 200 times in a second. you hear a buzzing sound " “Insects have o processing and microprocessing in adults and ¢ E
protect themselves from snakes, which eat live amimals such as insects, worms, frogs, mice, wang information Tecd fed by €
rats, rabbits, and fish.”) but not so well in remembering the three most important pieces of Figure 14-4 shows the average amount of important o with and B
| information (i.e., the first sentence in each paragraph). However, if you had read the t::m students and by seventh graders who read the msect m,,_.,w__%l,_:rmm that eat I
| passage without the seductive details, how do you think you would have done in learning details (i.¢ . facts about beetles that fhp, Hies that buzz, ar g v
{ the important information?

nsect passd ocl
. quudents who read the insect p&= d the msect
As you can see, for both age groups, stude

/ho red
5 \ ‘_cn?z_; w
o5 yymation (Rl >
| ! ; uve details actually recalled more important infor
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passage with seductive details In related studies, adding seductive details did not improve
fearning of the important information in science (ext (Hidi & Baird, 1988) or in history
text (Duffy et al , 1989), although the details themselves were well recalled. Apparently,
seductive details draw the reader’s attennon away from mmportant mformation
In a review of research on seductive details, Wade (1992) concluded that “adding
seductive details . . does not facihtate and often has detrimental effect on learning of
important information” (p. 272) According to Wade, the use of seductive details results in
“texts that are longer and contain more irrelevant detail” so “students could be reading
more but learming less” (p. 274). These results support Dewey's warnings against viewing
Interest as some sort of spice that can be added to an otherwise boring lesson
It seductive details disrupt the process of constructing a coherent understanding of the
presented material, they should also have a negative impact on transfer performance To
test this idea, Harp and Mayer (1997, 1998) asked students to read an illustrated passage
that explained the cause-and-effect steps involved m lightming formation. The pass
contained 550 words broken into six paragraphs, along with an illustration for each
paragraph Figure 14-5 shows one of the paragraphs describing how negauvely charged
particles fall 1o the botiom of the cloud and positively charged particles rise to the top It
also shows a corresponding illustration depicuing the same process of negatively charged
particles on the bottom of the cloud and posiuvely charged particles on the top. What is
the main point of this paragraph? If you focus on building a cause-and-effect chain

main step is the separation of charges in the cloud, with negatives going to the bottom and
positives gong to the op

Suppose, however, we add seductive details 1o each paragraph consisting of a sentence
and a photograph. For example, afier the first sentence of the paragraph we add: “In trying
to understand these processes, scientists sometimes create hghtning by launching
rockets into overhead clouds.” To the right of the paragraph we add a photograph of scien-
tists in an open field launching a small rocket nto a storm cloud  The seductive details are
intended 10 be interesting and related to the general topic of hightning, but they are wrrele
vant 1o the cause-and-effect explanation of how lightning forms

y

Positively Within the nmo:n_ the moving air causes electrical
\® fﬁ:m_.coa particles | charges to build, although scientists do not fully
O® understand how it occurs. Most believe that the
o) charge results from the collision of the cloud's light,
Nogitiie \¢ o ﬁ:..v\ J/ nsing in_! droplets and tiny pieces of ice
e v<u By against hail and other heavier, falling particles. The
negatively charged particles fall to the bottom of the
A n,_c..a, and most of the positively charged particles
e iy s .| nsetothe top
Negativety charged particles fall
to bottom of cloud

Source. Adupted fro ’ e iae o S

and _s.é:ﬁ_w_% nwﬂzh}w mc,“h. k.ﬁ,:»,s RE (1992). the role of interest n tearning from saentific text

tonal Psychology, 89 M .Ew.g. a%r between emononal werest and cogrutive inferest. Joumal of Educa
. , 89, 82102, Copynght © 1997 e Amen y . :

with perrmission, PG by the Amencan Pychological Association. Adapted
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To assess what students learned, Harp and Mayer (1997} asked them 1o write an expla-
nation of how lightning Eﬂﬁm (1., recall test), and to write answers to problem-solving
rransfer questions, such as “Suppose you saw clouds in the sky but no hightning Why
o7 (e (ransfer test). Harp and Mayer counted the number of steps in the cause-and-
effect chain students nqoa:n& on }m.?nm: ﬂ.nm_. and counted the number of clever
answers Lhey gave on the transfer test. Figure 14-6 shows the recall and transfer perfor-
mance of students who read the passage with or without seducuive details. As you can see,
adding seductive details severely _E.: both recall of the explanation and transfer. In follow-
up studies, Harp and Mayer (1998) concluded that seductive detatls do their damage by
encouraging students o impose an nappropriate theme on the passage—such as seeing
1 as a story about the dangers of hghtning rather than as an explanation of how hightning
ctorms form. In this way, seductiv e-details students are encouraged 10 integrate the mater-
.l around inappropriate prior knowledge about the dangers of lightrung, select irrelevant
material based on this theme, and organize their learming around the theme

More recently, Mayer, Hieser, and Lonn (2001) asked students to view a multimedia
explanation of highting formation consisiing of animation and narrauon. To spice up M:
presentation they added six short video clips, cach with one sentence of :;J@ﬁ ,c.ﬂ
example, one narrated video clip contained the same ,:,r:,_::,z_iar J,::c:; 7 al Mc.,_r_,
along with a 10-second video clip showing scientists setting up rockets in 5%?&: e ,F__
buttons being pressed on a control box, and small rockets soaring into over 2 ,JE:.J
clouds. As with the text-based study, adding seductive details toa _dﬂﬁ_wﬁ___,n1»_“w, crvgﬂp:,ﬁ_..J,M“
resulted in moderate detriments (o recall of the explanaton (2 decline of 15% E _Ja, :.‘r_
test) and large detriments 1o the production of lever answers Lo transker *.:c__u.:?_,_w_
decline of 30% on the transfer test). 1t appears (hat adding interesting but conceptudis
irrelevant maternial to an explanation 1s not 4 uselul way to reach for transter

Recall test Transfer test
8

_ . —::w:m.oa text
~ with seductive details

D Mustrated text without
gseductive detalls

i

y

— ~ - - Jrest 1N e

S y ha role of INterest

20 3 y ] 1 !

c::“:n. Adapted from Horp, S.F, & Mayer, K £ (1997). The
< llustrations: On the distinction between e
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SYchology, 89, 82102 Copyright © 1997 by
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passage with seductive details. In related studies, &E:_m seductive details did not improve
learning of the important information in science text (Hidi & Baird, 1988) or in history
text (Duffy et al . 1989), although the details themselves were well recalled. Apparently,
seductive details draw the reader’s attention away from important information
In a review of research on seductive details, Wade (1992) concluded that “adding
eductive details . does not facilitate and often has a detimental effect on learning of
important information” (p. 272). According 10 Wade, the use of seductive details results in
“texts that are longer and contain more irrelevant detail” so ‘students could be reading
more but learning less” (p. 274). These results support Dewey’s warnings against viewing
interest as some sort of spice that can be added to an otherwise boring lesson
If seductive details disrupt the process of constructing a coherent understanding of the
presented material, they should also have a negative impact on transfer performance. To
test this idea, Harp and Mayer (1997, 1998) asked students 1o read an illustrated passage
that explained the cause-and-effect steps mvolved in lightning formation The passage
contained 550 words broken into six paragraphs, along with an illustrauion for each
paragraph Figure 14-5 shows one of the paragraphs describing how negatively charged
particles fall to the bottom of the cloud and positively charged parucles rise 1o the top. It
also shows a corresponding illustration depicting the same process of negauvely charged
particles on the bottom of the cloud and posiuvely charged particles on the top. What is
the main point of this paragraph? If you focus on building a cause-and-effect chain, the
main step is the separation of charges in the cloud, with negatives going to the bottom and
positives going to the top
Suppose, however, we add seductive details to each paragraph consisting of a sentence
and a photograph. For example, after the first sentence of the paragraph we add: “In trying
to understand these processes, scientists sometimes create lightmng by launching tiny
rockets into overhead clouds.” To the right of the paragraph we add a photograph of scien-
tists in an open field launching a small rocket into a storm cloud The seductive details are
intended to be interesting and related to the general topic of lightning, but they are irrele-
vant to the cause-and-effect explanation of how hghtning forms.

]
Positively Within the o_.ocn. the moving air causes electrical
harged particles | €harges to build, although scientists do not fully
® IO understand how it occurs. Most believe that the

o charge results from the collision of the cloud's light,

O ® rising water droplets and tiny pieces of ice
u%%_.u%amz = against hail and other heavier, falling particles. The
pai oy negatively charged particles fall to the bottom of the
cloud, and most of the positively charged particles
+ rise to the top.
Negatively charged particies fall
1o bottom of cioud
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Source: Adapted from Harp, S.F,

To assess what students learned, Harp and Mayer | 1997) asked 11
LN g {ed them ¢

nation of how lightning forms (1.e., recall test), and 10 WTite answers A,.,,

transfer quesuons, such as “Suppose you saw clouds in the sky but nc
not?” (i.e., transfer test). Harp and Mayer counted the number of .vr.., s it e e
effect chain students produced on the recall test, and counted Smﬂ““gmrrxn[
answers they gave on the transfer test. Figure 14-6 shows the recall and _,_Fm_ SR
mance of students who read the passage with or without seductive details k. Rx,
adding seducuive details severely hurt both recall of the explanation and :,,:.;?, :(_;o .
up studies, Harp and Mayer (1998) concluded that seductive details do their damage by

encouraging students to impose an mappropriate theme on the passage—such as A?‘u

it as a story about the dangers of lightning rather than as an explanation of how lightning
storms form. In this way, seductive-details students are encouraged to integrate Hrm,q&f.m
1al around inappropnate prior knowledge about the dangers of lightning, select irrelevant
material based on this theme, and orgamze their learning around the theme

More recently, Mayer, Hieser, and Lonn (2001) asked students to view a mulumedia
explanation of lighting formation consisting of animation and narration. To spice up the
presentation they added six short video clips, each with one sentence of narration. For
example, one narrated video clip contained the same seductive-details sentence as above,
along with a 10-second video clip showing scientists setting up rockets in an open field,
buttons being pressed on a control box, and small rockets soaring into overhead storm
clouds. As with the text-based study, adding seductive details to a multimedia explanation
resulted in moderate detriments to recall of the explanation (a decline of 15% on the recall
test) and large detriments to the production of clever answers 1o transfer problems Mm
decline of 30% on the transfer test). It appears that adding interesting vE conceptually
irrelevant material to an explanation is not a useful way to teach for transfer

J
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In contrast, Schraw and Lehman (2001) have noted that in some cases situational inter-
est can play an important role m learmng For example, Sadowski (2001) found that
adding emotionally interesting details 10 a text does not help if the to-be-learned material
1s concrete—as was the case in many of the studies reviewed m this secion—but can help
if the material is abstract. Although seductive details may not be harmful for all types of
lessons, the negative effects are strong and consistent for scienufic lessons explaining how
something works (Mayer, 2005¢)

1f adding mteresting and vivid details does not facilnate learning, how can educators

improve the interest level of text and other instructional matenals? To answer this question
1t is useful 1o disunguish between emotional interest—affect that results from overall arousal
or excitement—and cognitive interest—affect that results from being able to make sense out of
text material (Kintsch, 1980, Wade, 1992) Wade (1992) suggests that “rather than focus-
ng on writing techniques that arouse emotional interest, strategies are needed to
increase cognitive nterest” (p 274). To create cognitive interest, teachers need to create or
select mstructional texts that are coherent so that students can easily determine the under-
lying structure In summary, structurally coherent text allows students to understand and
therefore enjoy learning Texts that are interesting are texts that students can understand.
Techmques for improving text structure are discussed more fully in Chapter 10

ﬁ Motivation Based on Self-Efficacy

504

“1 am confident that T will be able 1o grasp the main ideas in this chapter.” “If 1 read this
section carefully, I will be able to explain what self-efficacy is * “1 know that I am capable of
scoring an A on a test of the matenal in this book ™ If you agree with these statements, you
have high self-efficacy for mastenng educanonal psychology; if you mainly disagree with
these statements, your self-efficacy could be classified as low

What 15 self-efficacy? As you can see from this example, self-efficacy 1s a kind of per-
sonal expectation or judgment concerning one’s capability to accomplish some task
Schunk (1991} defines self-efficacy as “an individual’s judgments of his or her capabilities
to perform given acuons™ (p. 207), Bandura (1986) defines it as “people’s judgments of
their capabilities to organize and execute courses of action required to attain designated
types of performance” (p. 391), and Pintrnich (2003b, p 107) defines it as “students behefs
about their ability 10 do the task ™

Self-efficacy is not the same as self-concept (Marsh & Shavelson, 1985). Self-concept 15
a general view of one’s self across domains, self-efficacy 1s a specific view of one’s capacities
in 2 given domain. Self-concept comsists of many dimensions. one of which 1s self-
confidence, which is most Iike self-efficacy. For example, “1 am 2 sman person” relates 10
self-concept. whereas “1 am confident that 1 can get an A in my educatonal psychology

course” Telates to self-efficacy

Why 15 self-efficacy importam? A student’s self-efficacy may play an important role
in his or her academic achievement. Schunk (1991) claims that “there is evidence that
self-efficacy predicts . . - academic achievement” (p. 207). According to Bandura (1977), self-
efficacy 1s the amoumt of effont and persistence that a person devotes to a task.

Where does self-efficacy come from? Suppose that you are taking a class in how 1o us¢

2 er program for conducting simple stanstical tests, since you have never used 2
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suatistics program before, your self-efficacy
minutes, you find that you are able 10 use 1he progra
increases. You look over to see that other first-time :..E:mma eas
the program. Your self-efficacy soars because you assume that “if
it.” Your instructor walks by and says, “You can do this! y .
Your nitial sense of high anxiety, _:n_c%:m high heant rate and nayses }
you feel more relaxed. This bodily change also signals an increase .,.Mn. i
examples describe four sources of self-efficacy nterpreting one’ c;.“q, Mﬂ.:.
preting the performance of others, interpreting others expressions of ch.~ ru_m; nce
interpreting one’s physiological state ’ pa

Figure 14-7 summarizes a theory of sell-elficacy, adapted from Schunk (1989, 199,
In any learning situation, students enter with a sense of efficacy that is based on their apii-
tudes and past experiences in similar tasks. Students’ sell-efficacy miluences what they do
how hard they try, and how long they persist—that 1s, what Schunk calls “task engagement
variables.” Throughout the learning episode, the students seck efficacy cues mmE___..ﬁ ho
well they are capable of doing on the task. They use these efficacy cues 1o establish their
self-efficacy for similar tasks in the future According to Schunk (1991):

for this task is i1

gaimn, your sel

Students derive cues signaling how well they are learming, which they use 10 assess efficacy
for further learming. Motivation 1s enhanced when students perceive they are making
progress in learning, In turn, as students . become more skillful, they maintain a sense of
self-efficacy for performing well (p. 209)

In short, self-efficacy for a given task both influences and is influenced by students
performance on a task. However, self-efficacy 1s influenced by how students interpret per-
formance feedback rather than the feedback itself. thus, students who have estabiished
hugh levels of self-efficacy over the course of many experiences are unlikely t0 suffer low-
ered self-efficacy as the result of negative performance feedback. il

Self-efficacy theory predicts that students work harder and longer when _.:m _ﬂ_ﬁm,
themselves as capable than when they judge themselves as unable to perform .m Eiﬁ, %.M
section, we examine two specific predictions: Self-efficacy 15 related to study stTaeR &
self-efficacy 1s related to achievement

mynf.‘hm.‘ A v el aficocy and ochieverme”
Pou dapred from Schunk D. H (1989), Sel-emcac inger Scence a%
Shalogy Review, 1, 173208, with kind permission from SPIE =
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The first preciction of self-efficacy theory is that a student’s sense of self-efficacy for a
gven task is related to the way the student goes about learning a task That s, the more
conlident students are in their capacity to learn, the more active they will be in the _nmﬁ:r,
g process. To test this hypothesis, a first step s to develop a way of measuning the level of
students’ seli-efficacy and the level of students’ learning acuvity For example, Zimmerman
and Martinez-Pons (1990) presented a series of 10 words to .r.._».::.:::,w and high school
students; for cach word, students were asked 10 rate their ability o spell the :,,o& on a
scale ranging from completely unsure (0) 1o completely sure (100). The average raung on
the 10 words was used as a measure of verbal self-efficacy. To measure learming M_n:fSJ_
N_zﬂsc_.:,_u: and Martinez-Pons asked students 1o respond to eight open-ended Lcmm:c:m“
such as

Assume your teacher asks students to write a short paper on a topic such as the history of
Y

your commumty or neighborhood Your score on this paper will affect your report card

grade In such cases, do vou have any partcular method to help you plan and write your

paper? (p. 53)

A measure of learming actuvity was computed by tallying the number of umes students
mentioned self-regulated learning strategies such as setting goals, seeking informauon,
keeping records, secking peer assistance, reviewing notes, and organizing information. As
predicted, students’ perceptions of efficacy were correlated with their reported use of active
learning strategies (r = 42) For example, students who expressed confidence in their
spelling ability tended to report using more acuve learning strategies on a verbal task,
whereas students who lacked confidence reported fewer actuve learning strategies

In another attempt to test the study strategy hypothesis, Pintrich and De Groot (1990)
asked seventh-grade students in science and English classrooms to answer questions about
their motivation to learn (such as their self-efficacy) and about their level of actvity dunng
learning For example, to evaluate self-efficacy, they asked students to rate agreement or
disagreement on a 7-pont scale to statements such as “1 expect to do very well in this class”
and “I am certamn that 1 will be able to learn the matenal for this class '

To evaluate degree of active learming, the researchers asked students to rate agreement
and disagreement on a 7-point scale to statements such as “When [ study for this English
class, 1 put the important ideas in my own words” and ‘T ask myself questions to make sure
I know the material 1 have been studying ” As predicted, Pintrich and De Groot (1990)
ohserved correlations between self-efficacy and use of active learning strategies (r = 3310

of anthmetic learning, Schunk (1981) found a positve corre-

r = Simularly, in a study
r = .44). Smmlarly, in a study e

lation between self-efficacy and persistence on exercise problems during learning (r =
These results are consistent with the idea that self-efficacy is related to deeper and more
active processing of information during learning, as suggested by the arrow from ,.mmw_uw
efficacy” to “task engagement” in Figure 14-7. However, a more practical 1ssue concernst
relation between self-efficacy and academic achievement and les at the heart of th
prediction of self-eflicacy theory The theory predicts that self-efficacy 15 positively related t0
academic achievement, that 1s, the more confident a student 1s in his or her capacity to learn
a certain lesson, the greater the probability of success in accomphshing that goal hool
To examine this predicuion, Schunk and Hanson (1985) asked elementary scho

ving difficulty 1n arithmetic to judge their capacity to solve Nm
n in Figure 14-8. Each pair

¢ second

children who were ha
different pairs of subtraction problems, such as show
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[Problems were presented for 2 seconds ]

905 803
-88 -74

Circle the number on the line that matches how sure you
are that you could work problems like these and get the
right answers. Remember that the higher the number, the
more sure you are, while the lower the number, the less sure
you are. Please be honest and mark how you really feel

right now.

10 20 30 40 50 60 70 80 90 100
not maybe pretty really
sure sure sure

Source: Based on Schunk, D H, & Hanson, A R (1985). Peer models: influences on Childem's seftefficacy
and achievement. Journal of Educational Psychology, 77, 313-322

problems was presented for 2 seconds, enough tme for students to assess problem
difficulty but not enough time to actually solve the problems Studens rated their capac-
ity to solve each pair of problems on a 100-point scale ranging from “not sure ,_?,ﬁ
“maybe” (40) to “pretty sure” (70) to “really sure” (100). The average g_,aw._ m.% ﬁwrm
problems constitutes a measure of Self-efficacy Then students recetved _):1.3__”_.”9___‘
how to solve subtraction problems. The number of Eoz&:u. that ;‘MW.MWHM_”.?QQ
pleted during instruction provides a measure of ease of R;S_zm. 3._; " u:E_&,m i
25-item subtraction test. The number of correct answers on the test cons

sure of achievement ¢ from Schunk and

«1on? The answe
“hieveTie action? The ans )
Is self-efficacy related to achievement in subtr ey and achievement

sen self-¢
Hanson’s (1985) study is clearly yes The 8.#3::: awzz .(.U:NWM_ ME:E,._,‘ high rates were
was high (r = 66) Furthermore, Schunk (1989) reported P =2 90). Is sell-efficacy

" s(r=40l01= )
obtamned across a series of studies In mary dpm < (1085) study urﬂ:r& a 18@
2in, Schunk and Hansons { . 1089)

related 10 ease of learning? Ag [ learning (r = 38), and Seburk ,wa w0
. p & o= ¢
correlation between self-efficacy and ease © Ev\ cﬁ_ 10 other studes (7= u
reported that similarly high correlauons smmw ﬂ E_:.,“E_:m%nmﬁic_x related to st
= ance and alter 1€ >
r=42) In conclusion, performance during
dents’ judgments of their capabilities for _23_:“9_%:: how chang®s » * ' ife
[ ) osis C s <udents s ;
Another test of the achievement hypothes 0 the theory, when 3 u:_,%m schunk and
. ; \ S
related to changes in achievement. According Jso Increases For example r officacy 107
; . nce also hetr seli*t
Is raised, the student’s academic mmlo::m .nts rated
Hanson's (1985) study ?miocm_v. described, students

qred thelr
rion. an
-ceived instruct© X
subtraction, took a subtraction pretest, :S_”,Wo:o: postt some S
wm:.m:_nmnv\ﬂoqmcszpn:o: and took a subtr?
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days. The tapes portrayed a teacher writing subtraction problems on the board and a stu-
dent successfully solving them. The student model verbahzed aloud the steps in solving
the problem and occastonally made positive statements such as “I can do that .o:m: or “]
like doing these " The student models in the videotape were selected to be similar to stu-
dents in the study. When a student model finished a problem, the teacher stated that the
solution was correct and then wrote another problem on the board, and so on through-
out the videotape. Alfter viewing the videotapes, the students received 40 minutes of
workbook-based instruction on each of 5 consecutive school days. At the beginning of
each session, each student was given a workbook containing a sheet explaining how to
carry out the needed operations, 1wo worked-out examples, and a series of pages with
similar problems to solve Students were free 1o consult with a proctor if they needed
help. Other students received the same 5 days of workbook-based nstruction but

Changes in self-efficacy
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siewed videotapes showing a teacher solving the problems (teacher-my
no videotapes al all 5?.30%_ group). er-model group) or say

Figure 14-9 summarizes changes in self-efficacy and achievemen; fror before
ipstruction As you can see, the student-model group showed a large i :m “
and in achievement, whereas the changes for the no-model and ,SSS.EQ%,_ MM. * :,S,s
more modest. These results support the idea that modeling “can raise %:.m:_&%mf“w :
i imphicitly conveys o cvmnj.mm.f, that they are capable of performing the modeled s_%M..
tion” (Schunk & Hanson, 1985, p. 319). Thus, self-efficacy is not based solely on ones
prior performance but is also influenced by observing peers. Importantly, the increase in
celf-efficacy 1s related to a concurrent mncrease in academic performance. Schunk and
Hanson suggested that “teachers who systematically incorporate peer models into their
instruction, at least with children who have skill deficiencies, may help promote childrens
okills and self-efficacy for acquiring them” (p. 321).

Do students who enter their first year of college with higher sell-efficacy tend 1o get
higher college grades? Chemers, Hu, and Garcia (2001) addressed this question in a
study involving the entire freshman class at a major university in California Students
were asked 1o complete a questionnaire that measured their academic self-efficacy as
well as several other factors. In addition, the researchers obtained the students” high
school grade point average (GPA) and first-year college o? from university records
(with permussion, of course). Figure 14-10 shows the relations among these ,.2_.:&_,@.
As you can see, high school grades were significantly related to college grades—con :,E:Hm
the 1dea that past performance 1s a good predictor of future ?135.5%..Emozﬂmﬂww
self-efficacy upon entering college was also significantly related 10 grades a.wsm M -
the first year of college, even when the effects of high school m:&?ﬁ:g E? %%roo_
statistically eliminated. In other words, for students who had hugh grac e m Ema -~
and students who had low grades in high school and everyone J vww,_.vwgm.e P
strong relation between self-efficacy beliefs and first-year grades MWW”E. ‘han students
believed they were capable of doing well in their courses na:o:”m_ high school GPA was
who did not believe they were capable of doing well. _Emam::v _v_ %nﬁ%zsm loop in
also significantly related to sell-efficacy beliefs, suggesing a sell-p

- — |

High School College GPA
GPA

ter

Self-efficacy

b

Note-
Ote: Bolded arrows indicate significant relations
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which obtaining high grades in the past is related to having higher self-efficacy which in
turn is related 10 obtaining high grades in the future. There are many other studies (e g |
Pieisch, Walker, & Chapman, 2003, Pintrich, 2003b) that yield similar results, so there
is reason to accept Chemers, Hu, and Garcias (2001) conclusion that “self-
efficacy showed powerful relationships to academic performance” (p. 61)

Overall, these results provide a consistent picture of how self-efficacy influences academic
performance Students who have confidence in their capabilities engage in deeper processing
of the matenal dunng learning, which in turn results in a better understanding of the mater-
1al. Thus, when achievement tests emphasize understanding, high self-efficacy students are
likely to perform better than low self-efficacy students. Pintrich (2003a) summarizes the
findings on self-efficacy as follows: “It has been a major finding . . that when people expect
to do well, they tend to try hard, persist, and perform better” (p. 671). This pattern was con-
firmed 1n a recent review of self-efficacy studies in which 54 out of 60 effects were positive,
prompting the authors to conclude that there was a “small favorable influence of positive self-
belefs on acadenuc achievement™ (Valentine, DuBois, & Cooper, 2004, p. 126)

E Motivation Based on Attributions

Suppose that you fail a quiz in math class You search for a reason, a cause, a justification
for this outcome. You might, for example, autribute your failure to lack of ability: “1'm not
very good in math.” Alternatvely, you might decide that your performance was caused by
lack of effort “I didnt study enough ™ Perhaps you might determine that your failure was
caused by task difficulty: “That was a really hard quiz.” Other possible causes have to do
with luck (I made some unlucky guesses™), mood (1 just had a bad math day™), or hin-
drance from others (“The guy in front of me was so noisy I couldn't concentrate”)

Alternauively, suppose that your history teacher praises you for giving a particularly
nsightful answer (o a question during class discussion. Being an inquisitive person, you
seek an explanation for your success Agam, among the possible causes of your success are
abiliy ("I'm really pretty smart in history™), effort (“I guess all my studying 1s paying off"),
ease of task (“That was really a preuy easy question™), luck (“The answer just came to me
out of nowhere”), mood (“Everything 1s going great for me this morning”), or help from
others (“The teacher helped by smiling and nodding as 1 answered”) These stated causes
are examples of auribution theory applied 1o academic learning (Weiner, 1979, 1984,
1085, 1986, 1992) According to attnbution theory, students seek to understand the world
around them, such as searching for the causes of success and failure on academic tasks
Students may attribute their success or failure to a variety of causes, including ability,
effort, task difficulty, and luck. Table 14-2 shows how each of these causal ascriptions
relates to each of three dimensions: Locus refers to whether the cause 1s internal or external
to the student; stability refers to whether the cause is constant or changing over time, and
controllability refers to whether the cause 1s or 1s not influenced by the student. For exam-
ple, ability is internal, stable, and uncontrollable; effort is internal, unstable, and control-
lable: task difficulty 1s external, stable, and uncontrollable: and luck 1s external, unstable,
and uncontrollable

According to attribution theory, the causal ascriptions that a student makes are related
to academic motivation First, lets focus on abiluty and effort. If a student attributes failure
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Event Attribution  Example Locus Stability Controllabilty
e —
—_— !

I 'mnotsmart it |
calure  Ability eriough ntemal  Stable Uncontrolabie
Effort I didn't try Internal  Unstabl
Failure hard enough -
. Task difficulty  This is too External  Stable
Failure hard for me

Failure Luck I had bad luck  External  Unstable

{0 an uncontrollable stable cause such as ability (‘I'm not smart enough”). the student is
likely to give up and to be less persistent when confronted with similar tasks in the future
If a student atributes failure to a controllable unstable cause such as effort (‘1f Ttry harder
I can do this™), the student is likely to persist even in the face of fatlure. Pintnch L%.w.a.
p. 107) notes that “aunbution theory proposes that the causal attributions an indwidual
makes for success or failure—not the actual success or falure event—mediates future
expectancies.” According to Wener (1992) “achievement-change programs E,,.mnrwmw
developed that attempt to induce individuals to mmc.__un‘ falure to lack of effort (an unstable
cause) rather than to low ability (a stable cause)” (p. 861)

Let's examine two basic predictions of attrnibution theory for &E.,‘:c,g;” -
training hypothesis—students who are trained 10 u::_?:m unﬂaﬁ.s__w %E%MEF “
10 effort are more likely to work hard than students who atri cmn elr pe iy
ability—and the attributional feedback hypothesis—teachers who show sympathy or pit}
when students fail convey the idea that students lack ,&___J; g <

To investigate the first hypothesis. consider the ?__.#,.:,d.u.wm.n:_ﬁ,:”a T—W_,wﬁ.d not do well on
a learning disability, 1s given a paragraph (o read He reads ;rr s.oz e he
a reading comprehension test. The teacher suspects %,.:. Jos a_u: ,u :Mﬁap.
matenal, so the teacher provides direct instruction in acte :% ! M a %ﬁﬁanr However.

zation, that is, locating the main idea and s mcExi_:ﬂ ?.M:M :.Ha_:n rateges he Jus
when given a new paragraph to read, Josh does not use the 2 e
learned, and he continues to perform poorly on reading E&m :‘_ 1sh seems o lack 2ppropT

What's going on 1n this situation? On the r,cm:_w,“m_ﬂ”,,:r”r ..A‘::. gy traiming, E;Z.,n.
ate reading strategies. This problem can be EER,&Z, t ,M;.rz_o:u_ level. Josh may hav¢
teaching Josh how to summarize paragraphs On the :: .Cwa?mréw
developed the belief that he will not be able 0 u_wms.p“a; hooih auributional ”.ﬁ.:m..
matter how hard he studies. This probler n.:ﬂ.?. u.f,.wwsz, depends o0 ,,?.,, ﬂ_qw
8- such as helping Josh to recognize ghist. pEs m.r_ Zsh scenarno. srategy v _M.En In
learming (rather than on his innate abihity). In the ..,“.., needed auributional i
did not seem 1o be helpful, perhaps because Josh ” ,JME_ e id notbelieve that d¢
short, Josh knew what 1o do (from strategy raintig’ =
<,,oc_a_.p_n.__v, :m:ur:s
>n8a,:m8m::_u_._:o:Emo_%m:_,:mm\,.: _
o:u:wim mEamEm,uQ&n::r.va«n‘s::m:f.n;: .:
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FIGURE 14-11
Partial script for
attribution training

e

hypothesis, Borkowski

and Carr

m Special
test and
students

receive training, and th
d 1

a reading .‘::_TRTZ‘_ on test that tested

post

could s

ncluded a reading sirategy test des luate the degree 10 wh

arize a paragraph
dents could answer que

w well sty-
test asked
agraphs, higher scores indicate better summaries
The reading comprehension test was a standardized test that measured students abihiy 1o
read passages and then answer inferential questions; higher scores indicate better reading
comprehension

ns about a passage they read. The read
students 10 read and then summarize

Some students received strategy and attribution traiming, as summarnized in Figure 14-1 L,
whereas others received only strategy training, For aunbutional training, students learned a
summarization strategy for finding maimn ideas and supporting details. During learning, the
instructor made intentional errors and then discussed with students the importance of not
aunbuting failure 10 noncontrollable factors such as abihty or task difficulty The instructor
modeled positive self-attributions while learning, such as I need 10 try to use the strategy,” and
a discussion of the causes of success emphasized statements such as *1 tned hard, used the
strategy, and did well * Then students learned the summarization strategy, along with the mod-
eling of auributions during leaming that emphasized “strategy use equals success ” In contrast,
the strategy-only group learned how to summanze paragraphs by finding main ideas and sup-
porting details but did not receive any aurntbutional training,

Figure 14-12 summarnizes the pretesi-to-postiest changes for the two groups As you
can see, students who were given attribution and strategy training performed better on
summarizing paragraphs than strategy-only students This finding indicates that effective
use of strategies depends partly on students’ belief that the effort required to use a strategy
actually will have an effect on their performance. In addition, the atnbution-and-strategy
group performed better than the strategy-only group on reading comprehension questions
mvolving inference but not on questions mvolving literal memory for the matenal Again,

Student receives strategy tramning in how to 1denufy man topic and supporting
examples

Instructor demonstrates how to summarize a paragraph but selects topic sentence
at random

Class discusses reasons for instructor’s mistake and concludes that failure was due
10 a controllable factor. not using the right sirategy

Instructor says, "1 need 1o try 1o use the strategy * Instructor uses strategy and suc-
ceeds in summanzing the paragraph. Instructor emphasizes that effortful use of
strategy resulted n success

Instructor and students take tumns summanzing paragraphs. Instructor continues 10
attrtbute errors to lack of effort and success 1o effortful use of correct strategy

U |
i

Source: Based on Borkowsks, J. G, Weyhing R 5. & Car, M. (1988) Effects of atbutional retraiming on stategy-
based reading comprehension in learing-disabled students. Joumal of Educational Psychology, 80, 46-53

512 Secnon i instruction

\GURE 14-12 Learning 1o read efiectively with zng

witho it LT

L

w
<
3
g
4
B
Q
o
@«
Q
<
o
@
Qe
3
N
©

5t and posttest

ﬂ\ , » { || Stategy-pius AU, 1

Pretest

[ "
usm»@.&..d:; Training

—
| —————

M ]

I 1 | 1 I | f.{’n’.’
0 10 20 30 40 50 60 70 g g 1y
Paragraph summarization score

(Percentage correct)

Posttest

the combined training in attribution and strategy was more effective than strategy traning
alone in producing acuve learners who could go beyond the information given—ihar 15
learners who were able to transfer

Students with learning disabilities are often candidates for cognitive sirategy mstruc-
tion. Borkowski, Weyhing, and Carr (1988) conclude that cognitive strategy training w
be more effective if it 1s combined with motivational training

Our data suggest that teaching reading strategies alone, or emphasizing the role of effor
insolation, will not prove sufficient for educating students with learning disabilities
Attnbutions hinked to specific subject matter should be manipulated m.,.wzas_.g,__._ in order
10 enhance the acquisition and generalizanon of study skills being taught (p 52)

s, and

In short, students may need to learn about cognitive aids such as m:ng:.,a w.::_v sl e
motivational aids such as the belief that academic success depends on actively using et
uve study aids, . S ues
A mmnw:.a important hypothesis based on attribution :a.cJ‘ 1 mgwu”cmmﬂm ucw_wzwg_
from teachers 1o make attributions about effort and ability: Whena _xp% :m .wccmr o figure
how 1o solve a problem, a subtle message 15 sent “You were not sma mwsmam? school
itout, so I had to tell you the answer " Consider the following ﬂm:m:o Erzmam while the
students are siting at their desks working on a sheet of 10 mzwr:_m:mmn?,., Jooks casually
teacher circulates around the room. The teacher stops at the des s ; She h\_%m at the desk
over his shoulder as he works. and then moves on without mw:ﬁ:mn_ :,:, ,..mc a hint. Dont
of another boy, looks casually over his shoulder. and w.ﬁ‘w.. .ran ﬁ :7m ,m_,, ork on the proble™
forget 1o nmlw your tens.” The help comes early 1n the VE_,S w few minutes 1. ..?M
before 1t was clear whether the student could solve e ﬁMc wm,,?m.:m_?h bay that hey
teacher collects the papers, she informs both the cur,n_? .
:gaaozmsm_r nc:mc:v.wsr.nsmmo:_o::m E?co_::,,

uld vou . mark in the
1 you had been a student in the class, how ;acrw %H 4137 Place a check ™20
Students in terms of ability and effort as shown Tvﬂ? 3 how much each D5 -
y ’  each boy 1s and B
figure thay indicates how smart you think each boy o 513
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FIGURE 14-13
How smart and how
hard-working was
each bay?

Graham and Barker (1990) asked elementary school students to view videotapes

depicting the situation you just read about and to give ratings as you just did in
Figure 14-13 If you are like the 5- to 10-year-old students in Graham and Barker's
study, you rated the student who received help from the teacher as less able and less hard
working than the student who did not receive help, even though neither student asked
for help and both correctly solved 8 out of 10 problems. These results are summarized in
Figure 14-14

Consider a related situation in which you, as a sixth-grade student, are given some
puzzle problems to solve You are told that you will have 60 seconds to solve each prob-
lem because “one minute 1s the right amount of ume for kids your age” based on a bogus
“Table of 6th-Grade Norms.” You fail to solve each problem in the time allotted.
Whenever you f{ail 10 solve a problem within 60 seconds, the experimenter says, “Stop.
Your time is up. You didn't get that one right because you didn't solve 1t in time " Then
the experimenter demonstrates the correct solution and says, “I feel sorry for you

Place a check mark in the box that indicates how smart you think the helped boy is

s =

W WDDDDG

real real
smart dumb

Place a check mark in the box that indicates how smart you think the unhelped boy is.
ety

3

| | |

{ { { | | ]_

m | ”I\_ LI LI Oo

real real
smart dumb

Place a check mark in the box that indicates how hard you think the helped boy tried

:

M » i 1 | [

| i 1 [ |

I N N I 0 M s
tried didn’t
really hard try at all

Place a check mark in the box that indicates how hard you think the unhelped boy tried

I | 1 —
m I T I 1 7
oLt b b g1l BHao
| tried didn't
i really hard try at all
T
| I— ,

analysss of helping behawor as low-abiity cue. Joumal of Educational Psychology, 8

nal-developmer’ .
Source: Based on Graham, S, & Barker, G. P. (1990). The down side of help: An m.wmv..woom >
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How smart is the boy?

Helped boy _ 29

Unhelped boy 4 6.3

real real
dumb smart

How hard did the boy try?

Helped boy 4.1
Unhelped boy __ 6.3
1 2 3 4 5 6 7
didn't tried
try at all really hard

]

Source’ Based on Graham, S, & Barker, G P (1990). The down side of help: An atir scw_owmami%a%%
analysis of helping behavior as low-ability cue Joumal of Educational Psychology, 82, 7

She leans forward with
e This E?&:E IS
(1684) study, you

because you haven't gotten any of these puzzles right so far
hands folded. gazes directly at you, and speaks 1n a quiet tone
repeated for five failed puzzles If youare like the children S_CEWH__H_ME ability 1o solve
interpret the teacher’s sympathetic comments as Cues that .,o_,h mr received sympathy
the problems. When Graham compared sixth-grade students ,,. M d faled she found
and puy after each failure with those who stmply were told the) M :.,._,. of abihty asa
the pitied students were more likely than the unpitied students 10 THEE
Cause of their failures 4
According to Graham and Barker (1990) and Graham (1959 ras
Well-meaning teacher may be interpreted by the receiving studen ot
lacks (he ability to mCmn\nwa Figure 14-15 summarizes m:, attr
Process by srmn\r teachers’ help results in poorer performance

pity from
he student
of the

1991), help or
acue thatt
onal mode!

licited help @
ades c:vo__r_.pm
First, the teacher—who s perceived to have high m?:&.\\nB:QF

studeny
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T lacks m&::w
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FIGURE 14-15
A student's chain of
reasoning about
teacher help-giving

won i rstn
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Teacher gives
help to student
b s ﬁui
‘w_.mmﬂwranl_iﬁm that

teacher believes that
student lacks ability

=

Student perceives
self as lacking ability
[Student expects |
to perform poorl
regardless of effort
Student does not |

exert effort on
subsequent tasks

L :

Source: Based on Graham, S, & Barker, G P (1990) The down side of help: An attrbutional-developmental
analysis of helping behavior as low-ability cue. Joumal of Educatonal Psychology, 82, 714

causes the student to expect poor performance on subsequent tasks and therefore to not
try hard

Consider another example of the negative consequences of unproductive aurbutional
beliefs. John 1s taking a somewhat difficult course in which the grade 1s based mainly on a
term paper, but he puts off writing the paper to the very last day and stays up all nightna
noisy Toom Lo write 1t This is an example of self-handicapping—choosing to put obstacles
in the way of academic success, which enable the learner to deflect the cause of ﬁowf_v_n
farlure away from abihty and onto the self-imposed obstacles In a study involving
Australian college students, Martin, Marsh, and Debus (2000) found that students’ scores
on external attributional orientation (i e, agreeing to statements such as “Some of my
lower grades have seemed to be due to bad luck ") tended 10 be positively related to scores
on self-handicapping (1 e , agreeing to statements such as "I don't attend all the classes 10
this area so 1 have an excuse if | don't do as well as | hoped”), which in turn were negat ely
related to end-of-year grades. Imporiantly, self-handicapping is also negatively related 10
students reporied use of deep learning strategies and persistence, 50 that students s.:cm
self-handicap tend to exert less effort during learning. These results provide a picture ©
motivation in which students who do not beheve that their effort can improve their _83\.
ing tend to put ohsiacles in their path, exert less effort during learning, and ulumately
achieve lower grades
Pintrich (2003a) summanzes the research findings on attribunion and relate
; caying, “the general trend 15 that students who believe they have 9.3::&
their own learning . are more likely 1o achieve at higher levels than students W
niot feel in control” (p 672) In shon, when you believe that effort makes a difference
¢ hikely to work hard during learn

d %w::wm
n333._ of
ho do

you

4

4 Motivation Based on Goal Orientation
Allison, Bruce, and Carl are all in the same statistics course. Allisons main goal
the materal as well as she can, because she knows that an understanding of
help her be successful in the future. This is an example of a mastery goal, because

goal is to master the material. Bruce wants to get the top grade in the class This 15 an
example of a performance-approach goal, because Bruces goal is 1o perform well on tesis
Finally, Carl’s main goal 15 to avoid looking bad n companson o other students, so he
just does not want to perform poorly on the tests. This is an example of a performance-
avoidance goal, because Carl’s goal 1s 10 avoid performing poorly on tests As you can
see, you have a mastery goal 1f you want to increase your competence, and you have a
performance goal if you want to attam posiuve judgments of your performance of avoid
negative judgments of your performance (Ames, 1992, Dweck, 1986; Dweck & Leggett
1988; Elliot, 1999). Table 14-3 provides a description of each of three kinds of achievement
goal orientation along with example questionnaire items
Is achievement goal orientation related to academic ac hievement? This question E..,. &Eu
vated a series of studies that are beginning to show that the answer 18 yes— with e %M__
performance-approach goals sometimes related posttively to academic mn__:.:,_:g_ an
performance-avoidance goals sometimes related negauvely Lo academic achievement

; i X B P at goal actually help you %m%
If you want 10 get the highest grade in the class, will that go . Fllot, & Thrash

According 10 a recent review of research (Harackiewicz, Barron, P::_w e, Eliot, and

2002), the answer is an overwhelming yes Harackiewicz, Barron, . Eﬁ_.::ﬁ,a:nn, goals
; Sween Lwo types ot pe

Thrash (2002) make an important distmction hetween two typ p ison 10 therr

g L g 1 compa
Performance-approach goals, i which students want 10 look good 1 P

i ire Items
e el inition example of Questionnairé
B o WOl
45 possible from
o Student’s goal 1s to “f want to learn as much as po
understand the matenal. this class ﬁ Cﬂ&@ﬁ@:u e
uit 1 important to M€ 0 i
content of this course as 1o
nOmm_U_m= bt
o his class 15 10 getal
ance- c g 5 “My goal in t 08 s
SPproach Student's goal is to get ma,m m ol 55 ﬂ%mz 2
AR | am motivated by the th
p outperforming my peers o
e 1 | for this class 15
| - My g03 x .
odance Student’s goal is to not performing poorly Ly inth s
get low grades. e Lo ”
is what motivates Mé
A,

g/
#ted Irom Elior (1999)
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,Fn..é.. strdents, and performance-avoidance goals, in which students want to not look bad
in comparison to their fellow studenis In 10 studies of college students mnvolving 21 dif-
ferent ways of measuning performance performance-approach goals were significantiy
positively related o test performance on 19 of the 21 measures Mastery goals (and "m.ﬂ
other studies, performance-avoidance goals) did not fare as well )

What is wrong with the idea that performance-approach goals lead to higher achieve.-
ment? Midgley, Kaplan, and Middleton (2001) suggest three problems pcmnn.,.s:i the

what, who, and how of performance-approach goals. First, if

achievement 1s measured by
test

scores {which is common in research studies), then students with performance-
approach goals may be memorizing matenal to do well on tests at the expense of long-term
retention and understanding. Second, concerning who, there is some evidence that
periormance-approach goals are more helpful for boys, for older students, and for students
in competitive learning environments. Third. concerning how, performance-approach
goals may lead to self-handicapping in which students avoid new and challenging learning
experiences, avoid cooperating with peers, and rely on cheaung In rebuttal, Harackiewicz.
Barron, Pintrich, Elliot, and Thrash (2002) agree that “per rmance-approach goals may
zmﬁ.m some negative consequences, but empirical evidence 1s meager at present” (p. 640)
The current state of the research literature reviewed by these authors shows that higher
levels of performance-approach goals are associated with higher performance on academic
tests, so there 1s reason 1o make a distinction between performance-approach and
performance-avoidance goals

Let5s take a closer look at the role of mastery and performance-approach goals. Jack and
Sarah enter college in the same class, take Introductory Psychology in their freshman year,
and end up majonng in psychology Both have similar SAT scores and similar grades in
high school Jack’s academic goals include ending up with a grade point average that puts
him in the top 10% of his class (i.e., a performance-approach goal), whereas Sarah’s acad-
emic goal is to learn psychology as well as she can (1.e , a mastery goal) Who wll get bet-
ter grades in the Introductory Psychology course, and who will wind up with a higher
grade point average in psychology? According to research by Harackiewicz, Barron, Tauer
and Elliot (2002), Jack—the student with performance-approach goals—will get a higher
grade in the Introductory Psychology course and will end up graduating with a higher psy-
chology GPA than Sarah—the student with the mastery goals

Harackiewicz, Barron. Tauer, and Elliot (2002) asked college students to complete a
series of questionnaires—evaluating their goal orientation and related factors—and col-
lected information concerming their high school grades and SAT scores All students the
study took an Introductory Psychology course in their freshman year and later graduated
with a major 1n psychology Figure 14-16 shows that mastery goals were posttively related
1o the students levels of interest and enjoyment in the class, which also were related to tak-
ing more courses in psychology and majoring m psychology. but mastery goals s.ﬂﬂmﬂ
positively related to their grade in the class. In contrast, vmloEE:nm.un.vEmnr goa u. oA

related to grades in the course, which in turn were related to the student’s vm?ro_wmw Bmm.f
at graduation. Of course, ability (as measured by SAT score) and prior knowledge (a5
sured by GPA m high school) were also related to college grades
Iuﬁmn?mﬁ._nn. Barron. Tauer. and Elliot conclude that these results “reve ot
dence for the beneficial effects of adopting both mastery and performance-approac : ME .
college courses™ because (1) “students who adopted mastery goals n their ﬂs___,.w_,m?:cmw.
work in psychology were more likely to enjoy lectures, express interest 1 Ps} -

al clear evi-
lsin
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Adapted from Harackiewicz, Barron, Tauber, & Elfiot (2002).

enroll in addiuional psychology courses, and ultimately declare a major i psychology”, and
(2) “students who adopted performance-approach goals for their miual course work in
psychology received higher grades in the introductory course, higher grades in m%_,:%u_“
psychology courses taken over their academic careers, as well as higher GPAs for all
courses over the entire academic career” (p 573). In short, both mastery goals and
performance-approach goals appear to be related to academic mouvaton, although they
are related to different aspects of academic motivation and
Harackiewicz, Barron, Tauer, Carter, and Elhot (2000) conducted a similar m:a:, aw,
came up with the same pattern of results: mastery goals predicied .,csmﬁcmasgm_hﬁm.
in psychology courses (but not course grades), whereas performance-approdc i m.ﬁ:. i
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TABLE 14-4

bues goal
arieniation
alfect
engagement
leaining
slialagies
afnd course

Yirade s

Learning

Gaoal

Onentation Choice Effort

i ——— ——

Motivational Stratezy
Engagement e s

a Non- Meta- Course
Persistence procrastination Cognitive  cognitive Grade

Mastery + +
Performance

approach

Performance

aV( ri(j[‘iﬂk e

Note: + incicates significant positive relation, - indicates significant negat
significant relation, with effects of prior achievement, gender, and classroom s

Adapted from Wolters (2004).

+ + N

ve relation, and blank indicates no
tructure removed.

and nonprocrastination; (3) a questionnaire concerning use of effective learning strategies,
imcluding cognitive strategies and metacognitive strategies; and (4) course grade.

As you can see in Table 14—4, mastery orientation is positively related to effective
engagement measures and effective learning strategy measures but not significantly related
to course grade; performance-approach orientation is not significantly related to effective
engagement or learning strategies but is significantly related to higher grades; performance-
avoidance orientation 1s negatively related to some engagement measures and not signifi-
cantly related to grade. These results are consistent with studies involving college students
and high school students in which (a) mastery orientation does not predict teacher-
assigned grades in spite of being tied to self-reported engagement and effective learning
strategies, and (b) performance-approach orientation predicts teacher assigned grades in
spite of not being tied to engagement and effective learning strategies.

What is the explanation for this pattern, and in particular, why is mastery orientation
related to engagement and learning strategies but not directly related to higher grades?
Woliers (2004) proposes that the teachers’ grading practices may reward “completing
repetitive work, being compliant, well-behaved, or generally exhibiting a surface-level
understanding of the material” (p. 248) so grades may be largely based on performing low-
level skills and recalling memorized facts.

If mastery goals can play a role in academic success, then you would want to know how
to promote them in students. Let’s visit a college classroom and ask students to rate the class-
room climate—such as how interesting the professors lecture are, how much emphasis the

prolessor puts on evaluation, and how harsh the grading is. For example, suppose we ask
students to rate statements from 1 (strongly disagree) to 7 (strongly agree) such as: “The pro-
fessor presents material in an interesting manner” (lecture interest), “The professor is more
concerned with our grades than what we learn™ (evaluation focus), and “The grading struc-
ture makes it almost impossible to get an A in this course” (harsh evaluation). We can also
ask them to complete a survey that indicates their level of mastery, performance-approach.
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This chapter shows how motivational and cognitive processes are both mvo]'vcd In
learning, so it is unwise to emphasize one at the expense of the other. f\hh“llgh motivation
is widely recognized as a crucial component in education, it has not received as much
attention in research or theory as cognition has. For example, Ames and /\H‘IL‘S‘( 1984) note
that only since the 1960s “has the systematic study of motivational processes in education
settings received significant and sustained attention by researchers in psychology and edu-
cation” (p. x1). Although cognitive theories of learning have come to dominate educational
psychology, they “lack an adequate conceptualization of the impact of motivational and
emotional factors in learning” (Krapp, Hidi, & Renninger, 1092, p. 4). In short, educa-
tional psychologists should continue to examine not only ways of improving student learn-

ing but also ways of helping students want to learn.
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