Woga N
“ vI: Learning and Motivatioy,
——— e hE

part
do b;.
bette,
(.‘I]Qes
i‘-'-Hl'n.
Voulg
Or an . ' d
e, | Motivation an
'self @ .
sS the l , L g
Wi self-Regu ation in Learnin
thow
ation,
Pport — MOTIVATION AND SELF-
of the rsyand g REGULATION IN LEARNING
“what 3 nierests
pecial o iy

' m origins ___ | Satisfying

on the grentations include —> expec'anc'es
ngko- —
g and

Sefefficacy . -~ Maknng
learn- o Conditions for attributions
order | \ Continuing |
ncepts eh oepend upon Motivation and
arning : \ Self-Regulation —>| Monitoring progress
or ob- Eractive mastery experiences

ir2rous experiences

*Yerhgf

S0 o etficacy information iy

ARCS: A Model of
Motivational Design

ARCS Strategies Design Process

Nang g
58N atention 1. Analyze the audience
a0 felevance 2. Define motivational objectives
Suig SOnfidence 3. Design a motivational strategy
r\
eratg

4. Try out and revise as
~ " Slisfacton necessary

307




PART VI ® Learning and Motivation

308

A Brief History m::é.ﬁ.z.m Relevance

Origins and Determinants M:S:zx. Po:hnm:nm

of Motivationt enerating Satisfaction
Summary

Curiosity and Interest
Goals and Goal Orientation
Self-Efficacy Beliefs

The Process of Motivati
f tional De;
Step 1: Analyze the >=§s%mzm:
Step 2: Define >Ac:.§:.cza

Frnactive Mastery Experiences At

Vicarious Experiences - s w?m:@.ﬁ

Verbal Persuasion ep 3: vaﬁ: a Motiva tional
Strategy

Physiological States
Integration of Efficacy Information Step 4: Try Out and Revise
Summary as Necessary
; Summary

Continuing Motivation o
g Motivation and Self-Regulation iy

Satisfying Expectancies ) ; !
Making Attributions Kermit and .::. Keyboard
Self-Regulation Theory Matrix
Suggested Readings

Processes of Self-Regulation
Developing Self-Regulation Skills
Summary
A Model of Motivational Design
Strategies for Simulating Motivation
Gaining and Sustaining Attention

Reflective Questions and Activities

Consider the following scenarios.

s Workshop Worries

Sean is a former teacher who has been appointed to the post of field am_
ucation officer in a developing country because of his record as an outstan :
ing instructor. His assignment is to work with teachers in a particular R_ma ,
of the country to help them improve the quality of instruction in their Mwmomwm
rooms. In addition, however, he is expected to conduct research m mm._a
same classrooms to help determine the impact of methods and »R?:.S:S do
recommends. Because he does not have the research skills with s‘:_n__“ o
this part of the job effectively, he attends a 1-week training WOk Mw:&
action research. Although he wants to learn these skills quickly, e ¥ B
that his current lack of knowledge will put him at a disadvantag® _:n_,m‘
class. Moreover, despite difficulty in understanding the concep's vm_:m
sented, Sean asks no questions for fear of looking stupid and holdiné
rest of the group.

CHAPTER 9 * Motivation and Self-Regulation Learn;
E‘».::W

309

ouflage Training

Rob is %w drill m:mc.,:nﬁo_ﬂ amwno:mzu_m for training soldiers i the

uflage: Time m.ﬂwmq.:gm\ ¢ taces men and women whose
@:o onts (s clerk, radio operator, or band member) seem on|
signm he need for combat readiness. As a resylt the
d why they should have to learn camouflage mmn_.SE:S apd

?_n%izn& they will never be in a position to apply what Eow.mh wﬁw_mz

tolear. With each group he confronts for the first time, Rob remembers
Jhat @ hard sell .:.:m :‘m:.::m is. Im has, however, discovered tactics that
4raw the soldiers in mna pique their interest.
Rob begins the first day of class with a challenge. He asks for a volun-
eer to come to the front of the room where he has put a number of coins on
, table. He holds up a quarter and tells the volunteer to stack the coins until
the height of the stack is equal to the diameter of the quarter in his hand. By
now, every person in the room is paying close attention, and a few are offer-
ing words of advice to the volunteer.

“One more!” shouts out a person from the back of the room.

“No, that's too high,” offers another.

When the volunteer is satisfied that the stack is the right size, Rob hands
over the quarter and says to compare it with the stack of coins on the table.
Groans can be heard around the room; the stack is several coins too high. An-
sther volunteer offers to try, so Rob rearranges the coins. Again the volunteer
tuilds 2 stack with a different combination of coins, and again the stack is too
figh. At this point, Rob turns to the group and asks what can be learned from
tissimple demonstration that might be relevant to camouflage.

, The second volunteer, still standing near the table, says, “It's a lot
#sier to fool the eye than | realized.”

o Cam

art of
military as-
Y remotely re-
soldiers don't

%%GS:

" On the surface, the problems presented in Workshop Worries and Cam-
Oullage Training do not seem to have much in common. Sean warits to learn
% skills and knowledge being covered in the workshop, but his anxiety
wwoﬁ his performance prevents him from seeking the help that will enable
s Qs comprehend and learn from the instruction. The soldiers, on the other

‘4, are indifferent to the instruction until Rob does something to capture

their : ivation is at
2tention. In both situations, however, some aspect of motivation i3

Ssue,

. Motivation ” i “referfs] to the proce>
wh . according to Schunk (1990}, -

X wﬁ.&u« goal-directed Tmeim:‘ is E.mnwmwnmm and sustained” hmu w...‘v_onf MMMM%
Sudy gmnrma say students are not motivated, for m&BnM it assures, or
Spend i, €artedly, complete a task only for the external Rs,.ma MB_Em. about
Palley e €on things antithetical to the learning .mmr.,m.m.\ %.v Mm cited when

tead of S..Oln:._m on fractions). Lack of motivabon is also
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dents plainly refuse to become m:mmmma in a learning task o
mﬁo:n that will assist them in successfully .noim_mc:m it.
= A,Tm Lcm./.:onm of what underlies motivation and how teache

fail to take

: . TS can ¢f.
fectively motivate their students have been the subject of investigation M
many vears. Although the theories that have emerged from thjg qmmmﬁa”

cannot strictly be called _mmnsim Emo‘zmw\ H.rm study of Eomf.wco: for edyc,.
tors is certainly confounded with the uﬁcaw of learning. }m Weiner (1990) puy
it, “Motivation is often inferred from ._mm:::m\ and wmw:w:m usually is ap ip.
dicator of motivation for the educational nmv.n:ouom_,m" (p. 618). A central
ssue, then, is: How do we motivate .ﬁmov_m n.o engage in new learning?

Of equal importance for many in today’s complex and information-rick
society is: How do we help learners Qme‘m.mcv self-regulatory skills to set their
own wcm_w and manage their own Emﬂ::m and ﬁwlozsm_,:nm..‘. Schunk ang
Zimmerman (1994) considered self-regulation to be the reciprocal of motiva-
tion and defined it as “the process whereby icam:”,v mn:<m~.m and sustain
cognitions, behaviors, and affects, which are wwm?.._ﬂm:nm:w oriented toward
the attainment of their goals” (p. 309; see also Zimmerman, 1989, and Pin-
trich, 2000) - .

In this chapter, issues related to motivation and ma:-qmm:._m:cs are ex-
plored. After a brief look at the history of research on »rmwm.g,: constructs,
origins and determinants of motivation are presented m.:a n_mn:mmmm in some
detail. These are factors influencing whether learners initiate and persist in
goal-directed learning tasks. As a consequence of these factors and the learn-
ers’ engagement (successful or not) in learning Smrv. z.,_mw may or may :eﬁ“
demonstrate continuing motivation to learn. ﬁc::.::_:n Bc:é:a:ﬂ:
self-regulation are therefore discussed next. Finally, _:w:cn.:::m_ w:p:um_ﬁ
related to motivation and self-regulation are reviewed with two goals |
mind:

d learners

f ssion ing i . appeali he intende )
1. To design instruction o as to be appealing to t t of learners

2. To design instruction that will facilitate the developmen
self-regulatory knowledge and skills

A Brief History
y ogyY

“At one time, motivation was the dominant field of study [in ﬂn%.ahmww”w«mhm.
(Weiner, 1990, p. 616). This was true primarily because psycho :x:_ﬁm:}a
19%0s and 19405 conceived of mativation as “what moved a 2.r~_um._ relation
to a state of activity” (Weiner, 1990, p. 617). You may see€ ._u_‘..;&_m o Hull (s
ship this cori ept bears to learning as it was studied in _.m:,x._.ﬁ ¢ M_w iot
Chapter 2), for example, developed a theory of learning in W .. . 2
was presumed o come about as a result of drives toward anticip”

by behia¥
terl goals
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‘rmiolamm Bomd,mnmaﬁos&am mo&vcgmm.

5t 1s, D€ ) Xistence

That logical) need—e.g., a need for food, sex, or shelter Fma”MMHm (usu-
Curred

m;% the response was reinforced and the drive that MOtivated the bepy.
o first place was reduced. : avior
Tolman's research on latent learning (see Chapter 2), however, hag
oot of mmnmqu..m concerns about motivation from concerns abg ,‘_ .ﬁrm
atet 1990). If vou recall, Tolman demonstrated that anj " leamning
(Weiner, . lvb N animals appeared to
earn a maze simply by exploring it, in the absence of a goaj o incentives for
drive reduction. mSnm learning seemed to occur without a clear motivation
or it, psychologists began to argue that motivation relates to the use of
{nowledge, not the development of it.
In the 1960s and 1970s, the shift from a behavioral to cognitive perspec-
sve in American psychology (see Chapter 3) brought a reintegration of mot;-
vation with learning. Psychologists began to examine in new ways the
effects of rewards on _um:mio_‘.. >_5A.Emr it had been widely accepted that re-
warding a response automatically increased the probability of its reoccur-
rence, new findings called this into question. In some cases, rewards had
Ittle effect on subsequent behavior unless learners generated an expectancy
for, or anticipation of, the reward (Estes, 1972). Moreover, some rewards, if
perceived by the learners as controlling, tended to reduce their natural inter-
estin the learning task (Deci, 1975). Similarly, rewards for the completion of
aneasy task tended to signal to learners that they were low in ability. For hu-
mans, then, reward can mean a variety of different things, and each meaning
@n have different motivational—and learning—consequences.
With researchers now concentrating on human behavior, motivational
research became dominated by investigations into humans’ need for
achievement (Weiner, 1990). Also called incentive motivation, effectance,
and the urge for mastery, achievement motivation is thought to be a funda-
mental tendency of humans to manipulate, dominate, or otherwise master
their environment (White, 1959). Among the most prominent researchers in
achievement motivation were David McClelland and John Atkinson. They
“Nght to understand why some people appear to strive for excellence
w__sﬁ:\ for the sake of u:r._.r.«w:x while others do not (McClelland et m_;,_cu..:.
i,“\_»_w assumed that a high need for achievement %E._cva.ﬁ_ __w %n_.amhm
._;.__.s ,E:.:? stressed achievement and competitiveness m. %3__,. wil
.s:v*_ﬂ "ent motivation can also be situationally ma,ﬁ.:.m. In ivi ﬂc...,.__::ﬁ
o _.:.d..n under certain conditions, such as particular test Instructioit,
Tpetitive environments, and failure (Atkinson, 1964). o tioidyal
. Atkingon’s work was paralleled by investigations into other __.m_:;r_:”r

5 r_”.:. “variables related to motivation. For example, besides ?.S:wm ,w__
Y achievement motivation. people can have high or low anxiety (5p ‘

196 : ST PECPR v, 1966). Excessive anxiety
M it i .:E_ or low internal control (Rotter, e a reduchon 10

with Jearning and performance, leading o

d

b
Hrger

n—?:.
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ation to learn. Conversely, students show gre

continumg motiv ater motj,

when they have an internal, as opposed to external, orientation, This on
that they tend to perceive learning tasks as skill determined ang i “w&:
: Ject

to personal control. mx?«:m:u.\ oriented students tend to belieye that the
success at a learning task will be determined by chance rather tha eir
means within their control. These students are therefore less likely to vns by
tivated to engage in the learning task.

These trends in motivation research have continued (Weiner 1990)
with an even greater focus on human behavior, particularly the w‘e: o:L
learners’ attempts to manage their own achievements (Schunk & Zimmer-
man, 1994; Pintrich, 2000; Zimmerman, 2000). Paris and Paris (2001) noted
that over 30 articles have been published on self-regulation since 1990 i, ,
single journal, Educational Psychologist. This is in addition to articles pub-
lished in the same journal that touched on related issues, such as academic
studying, motivational influences on education, and social influences on
school adjustment (Paris & Paris, 2001, p. 90).

As we shall see in the next section, significant attention is being paid to
personal goal setting, ways to enhance self-perceptions of control in learn-
ing, and strategies to maintain personal beliefs in high ability. Weiner called
for more motivational investigations that are not linked with learning, and
indeed, there is a growing body of literature demonstrating effects of moti-
vation on variables such as self-esteem, emotions, and so on (Weiner, 1990)
However, for educators, the interaction between motivation and learning is
what is most important, so that is the specific focus of this chapter. Therefore,
the ensuing discussion is limited to sources and strategies of motivation as
they affect and promote learning.

mo-

Origins and Determinants of Motivation

needs (€8
mg_ﬂ mOOQV,

im-

Whereas drive theorists clearly demonstrated that physiological
hunger) motivate organisms to engage in certain behavior (e.g- g
cognitive theorists have increasingly shown that cognitive processes m:ua:.
portant mediators of motivation. Staying with the food example Bw:%
tarily, when humans seek food to satisfy hunger, not just any ?wm.s_
You might, for example, forego a stop at the nearest hamburg
home and fix a nutritious vegetable salad for lunch. Why might yOU tritio’
Perhaps because you value a healthy lifestyle, to which low-fat, :ﬂ rive
meals can contribute. Your values, then, have mediated Umﬂzmm:.ﬁ M_mma,
(hunger) and your response (eating). Likewise, deciding t0 engage have &
Ing task and persisting in that task are no simple matters As im
_Emaw seen, motivation can be influenced by one’s need mon.mnr._n; ?
%n:w. of control (internal versus external orientation). Zo:,\m:cm.& =
unction of one’s cognitions about the task at hand, about the s
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tion, and about one’s ability to do the t,
. e sk. E
of 12 ivation is elaborated further in the sections that :w_n_”swm fhese

curiosity and Interest
When Allc entered the ho.o king Glass, she remarked at how “curiously [the
path] wists,” always coming back to the house no matter which route she

Lllowed away from it. ﬂEm made her all the more determined to figure out
how to reach the :mm.ﬂvvu. ?_._ S0 w.rm» she could continue her adventures (Car-
woll, 1946, p- 22). Curiosity, in Q.:E:m: and adults alike, is a strong motivator
»f learning. One type of curiosity, perceptual arousal, is initially stimulated
by novel, complex, or incongruous patterns in the environment (Berlyne,
1965), much like what Alice encountered in the Looking Glass and Wonder-
ind. Not only do learners pay greater attention to these unexpected events,
hut they are also moved to try new ways of perceiving what they are looking
at (Gagné & Driscoll, 1988). Alice, for example, puzzled over the many curi-
ous things that happened to her, sometimes venturing hypotheses about
what they meant.

Teachers, too, can make good use of interesting events to stimulate curi-
ssity in learners. Rob’s opening demonstration with the coins in Camouflage
Training is a good example. To begin with, the soldiers weren’t certain what
he was about to do with the coins on the table, which activated their atten-
ton, and then the result of the demonstration was intriguing. Because people
adapt rather quickly to surprising events, curiosity must be sustained for it to
be a continuing source of motivation. Rob attempts to do this by having the
wldiers make a conscious link between the demonstration and its relevance
for s.:& they are about to learn. If the tactic is successful, the students will
Esss.ﬁrm: interest and pay attention as the instruction continues.
,ﬁm:;.h_dsmhmn&:m:m mw.ﬂm::c: on a perceptual level can mjmo be mn_.:mf\mm 9
son 8 the instructional approaches used in a class period or training ses-

(Keller, 1983, 1987a).
an im_ﬂmwﬂo& you r.m<m czaoccnm&% been bored, at one time or E%%M“ MM
keep _omﬂzmwwiﬂ.o did nothing but lecture monotonously w:a mn‘mwwﬂm s
06 of yoien alert, instructors can m:.:u_o.w such ma.mﬁm_mm.mu _‘.w:\ n_mao:-
SHrations msa. using E_wc.m.n” r:.Bon occasionally, and interspersing

Anothe Broup activities with lecture. ,
fantag in] ' Means of sustaining curiosity involves mm:wm&\.
_gsmsm :Mww.:_:m entails providing learners with a Bwuasm_mﬂ
emm:_:m?_ \ 1S easy to augment with their imaginations. :
axsmmo: a ° F_m _mw rner in the sense that it offers a very person
ample, _mmq:aa intrigue” (Rieber, 1991a, p. 320; cf. Malone,

Ing about longitude and latitude occurs in con

m“:m attention when a concurrent goal is t0 locate @
,—.:.m.:

“The use of
| context for
e context is
al degree of

1981). So, for ex-
wﬁ.zn m:& an—wﬁl
“pirate’s

E msw m”C Q "
m_s_s: -
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Finally, “a deeper level of curiosity may be activated
problem mwm:m:o: which can be resolved only by knowle Fi o o
tor” (Keller, 1987a, p. 2). Keller (1983) calied this inquiry arousa) . _ﬂ chay.
factor that researchers in the Cognition and Technology Group 2. <m:a: is 3
(CTGV) contend is brought about by the problem complexity inher m&_n
their instructional videos (cf. CTGY, 1990, 1991a, 1991b). They inteng. "
pose very complex and realistic problems for students to soly.
provide throughout each video numerous clues and information o ire
to solve the problems. The result, they say, is enhanced motivation o EW
part of learners, who experience the complexity of problems that is charic.
teristic of real life.

.uv. D.mmz:x i

nm:mo:m:c
€, and then

Goals and Goal Orientation

Actively setting goals can be an important source of motivation (Bandura,
1977). When individuals set goals, they determine an external standard to
which they will internally evaluate their present level of performance. To the
extent that this standard is not met and their goals are not yet achieved,
learners will persist in their efforts. Undoubtedly, most of us have had the
experience of “sticking with it” until a goal we have set for ourselves has
been achieved. This was certainly true some years ago when [ decided to
take up windsurfing, I already knew how to sail and so thought learning to
windsurf would be a snap. Instead, it took teeth-gritting patience and persis-
tence over the better part of one summer.

Not all goals, however, will prompt this persistence in learning. Certain
properties of goals appear to be important to the goal-setting process (Locke
etal, 1981):

* The generality of the goal
¢ Time it may take to achieve the goal
* The orientation of the goal

Setting specific goals (e.g., I will be able to connect a circuit :‘___.mw_‘mm
tamp”) is better than setting general goals (e.g., 1 will learn m_q::__,n ‘ able
ity”) for motivating persistent behavior. And as long as the learner 15 %M._.:.,
of qxi:_.:;:x the goal, setting more difficult goals tends to lead .M .ml‘m_;
“_%J?:.::. and better performance than setting easy goals (Locks
91y q 1

There are also differences between setting proximal versus :_hn_w__nv.;:;

(Schiink & Caa, 1981}, Proximal goals are those that are close at _2. ¥
achievable quickly (e, "1 will _.‘w:_ to distinguish between negative "
forestnent arnd punishment”), whereas distal goals are
t be met in the distant future (o ¥ “I will learn to be a hehavior

the tirme | 4 7 A "y g
w Hirne “\.?:_Zb.,-. T.::_ 73 vuqv:w ) ?:L npz.—;_r.:._x_¥\ :.T::r
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. imal goals improves self-motivation and
ing E.MB: setting distal goals. This result may
g of young children, since they may not be ca
oals in thought (Schunk & Gaa, 1981).

Finally, the types of mnEméma.:m:w goals set by learners influence the;

¢ persistence and problem-solving efforts (Dweck, 1986; Dweck g Firr .
task p€ 988; Elliot & Dw ) » Dweck & Elliot,
1983; Dweck & rmmmm? 1988; Ellio eck, 1988; Meece, 1994), as well as
ineir study behaviors and what they remember (Graham & Golan, 1991;
\olen, 1988; Nolen mn Haladyna, ‘Soov. When learners set vmzﬁom:m:om
goals, they “seek to gain m.m<onmEm judgments of their competence or avoid
negative judgments of their competence” (Dweck, 1986, P- 1040). When they
«t learning goals, on the other hand, learners “seek to increase their compe-
tence, to understand or master something new” (Dweck, 1986, p. 1040). The
gifference between these two types of goals can be seen in statements such
s, "l want to get an A on this test” (performance goal) versus “I want to un-
derstand why the United States was one of the last countries to enter World
War [I” (learning goal).

Faced with a performance goal, students who have little confidence in
therr abilities display helplessness. They avoid challenge and, given the
chance, will quit rather than persist in the task. In the same situation, learners
who have high confidence in their abilities will seek a challenge and tend to
demonstrate high persistence toward the task. Where learning goals are con-
cemed, on the other hand, students’ assessment of their present ability is
ielevant. They all display what Dweck and Leggett (1988) called a “mastery-
oriented” pattern of motivation. That is, they select challenging tasks, which
are believed to benefit learning, and they demonstrate persistence in those
asks (Elliott & Dweck, 1988; Dweck & Leggett, 1988).

The reason for these differences appears to lie in how individuals inter-
pret their failures within the two goal orientations. Performance goals foster
ﬁ._.“&v‘:m: belief that intelligence is fixed. Under this goal cin:ﬂ:%d_,_wr.nﬂ
S _..? ask whether their abilities are adequate to :E.:_mr m_:, \ .wimws,‘
12_.: O mean that the answer is “no.” By contrast, learning goa raﬁ_wﬂ._: ed
Und .s_..r the belief that intelligence is malleable and can be n,, .E_u?m
52“ ﬂm_h. learning goal orientation, strategies for task E..m:..._‘&,._”.w _u_:i

+and learners ask themselves how their abilities might best be app

ifi) . ; ) . with
™ “.”: "eased to achieve the goal. Failure in this case signals a ﬁﬂw_p:ﬂs::r
rent strategy i syise that strategy.
4 mn ' NeCEes! to revise that ¢ gl
fesult j, that Je %y and the necessity i this situation than

arners will expend more effort to le

s;:.ﬂ . .
L 'they belieye they do not have the ability to achieve
xxa:\ _CIIV.

The rq

the goal ( Dweck &

i to

ation runs counte .
Jer confi-

w of this
C—.L_

il 2 ‘ ; 1
B e OMmendation to foster a learning goal orient
Clirrent edy

o S;—::
g

o instill _,..:._.
1986). Strategies 7
ly that the behavi

cational practice, which attempts |
A performance goal orientation (Dweck,

s In s i Tike
N fact, discussed later in the chapter, It is like
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perspective on learning (specifically, positive reinforcement) contih
this situation. Recall, tor example, the effect of positive reinforce ut
fearning. How does this relate to motivation? _u:u./.::#;;.ﬂ behavio th

be described as motivated comes about through its consistent ?.5::;.: can
However, “a deeper understanding of the principles of ?m:mo_.nc:dc:”:,:c:ﬁ
not lead one to expect that frequent praise for short, easy tasks s_c:_as oulg
a desire for long, challenging ones or promote persistence in the f
ure” (Dweck, 1986, p. 1045).

What conclusions may we draw for instruction from this research o
goals? It is apparent that setting challenging, proximal goals contributes to sﬁcs
tivation and can lead to enhanced performance. But this is most likely to occur
when the goals are oriented toward learning, as opposed to ﬂol::i:?,

ed g
:K.:" on

Create
ace of faj).

Self-Efficacy Beliefs

To this point, the roles in motivation of curiosity and students’ cognitions
about learning tasks have been explored. But another strong source of
motivation comes from learners’ beliefs about themselves in relation to task
difficulty and task outcome. According to Bandura (1997), “Perceived self-
efficacy refers to beliefs in one’s capabilities to organize and execute the
courses of action required to produce given attainments” (p. 3). Self-efficacy

beliefs

influence the courses of action people choose to pursue, how much effort thes
put forth in given endeavors, how long they will persevere in the face of obstr
cles and failures, their resilience to adversity, whether their thought patterns
are self-hindering or self-aiding, how much stress and depression they experr
ence in coping with taxing environmental demands, and the level of accom
plishments they realize. (Bandura, 1997, p. 3)

Bandura (1977, 1982, 1997) proposed self-efficacy as a belief system :*_.um
is causally related to behavior and outcomes. That is, people make _c%.
ments about their ability to perform certain actions required to achieve? o
sirable outcome (Figure 9.1). Then, based on their judgments, they _&:2;.
or not to engage in those actions. In the Workshop Worries scenario, :.” e
ample, Sean doubts his ability to learn the research skills being E:m_i.w o
workshop because he has no prior knowledge of the subject matter. >.m_m§.m.
sequence, he does not seek the help that could enable him to lear !
fully in this situation vhat

In addition to self-efficacy beliefs, people have expectations
actions will produce the desirable outcomes. Sean fully expects:
that learning the research skills being taught in the workshop W¢
him to perform a job function that he cannot do now. Bandura Q le
outcome expectations and defined them as the judgments pecE

CHAPTERO Motioation and Self-Regulation in T.E::;.
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pectations (“I'm just Outcome expectations

X 4 - |
gfficacy Mn languages” or | (e.g.. “Learning and
it %oa..m% good ear for practicing these skills will
nave d vwm ~leading to littie o enable me to gain
uﬁwmwﬁ offort, respectively) fluency in Htalian")
d

Effort —> Actions ————> Qutcome

(e.g., learning (eg. fluency
vocabulary, in ltalian)
grammar, and

apronunciation

of Italian)

AGURES.1 Bandura’s Theory of Self-Efficacy as a Mediator of Performance and
Achevement

sbout the consequences of performance. Positive expectations serve as in-
entives (i.e., Sean was motivated to sign up for the workshop), and negative
epectations serve as disincentives (i.e., Sean would have looked m_w..m«.,.rmmm
for training if he thought the workshop was not oriented toward the skills he
wants to learn).

Outcome expectations comprise three
1997):

major types (Bandura, 1986,

1 Physical effects that accompany an action (e.g, pleasure oa%m_m“v..s:.
2 Social effects (including approval, social recognition, m.: :_.w_,_n_ ?.:
‘©ompensation on the positive side and &.n..uu_u:_:.m_. rejection,
alties on the negative side) )
3 Self-evaluative reactions to one’s own behavior

workshop will lead to de-
mxnans:c:.. that
mendation

HJWNA__:C: to Sean’s outcome expectation that the ¥
h Ple research skills, therefore, he may well have outcome ® s
(;iccess in the workshop could lead to a promotion of the ¢

of _.:f ;cﬁaniwcuu . ﬁ

Pe . . ome € \
ish erformance clearly determines whether outcome Y. can harbor be
ed, srmance. Peop

o And self-efficacy beliefs control perft 1ation to their
Dot their nmumm\w::.ﬁ (or lack thereof) that bear a.v:q”_ﬁ capabilities
ability to perform some task. But making good use

wimr:._:? are sat-
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they possess depends upon the self-assurance with which the
and manage difficult tasks (Bandura, 1997).

Self-efficacy is thought to be a generative capability, not 4 fixed tra:
(Bandura, 1997). That is, people develop self-efficacy beliefs in awm it
areas and to different degrees, and these differences help to mxv_mim%a
people with similar skill levels may perform differently or why an .5&@.:@
ual may perform differently under different circumstances without a n:m:a,
in skill level. Moreover, Bandura (1997) argued that optimistic mm:-mmmnwmm
appraisals benefit the individual whereas realistic appraisals can be mmm\
limiting. If Sean in Workshop Worries, for example, went into the Eonrm,:o .
believing he could achieve the goals no matter how little prior knowledge T__M
possessed, his behavior would probably have been quite different. Clearly
though, there is a limit to how much optimism in efficacy beliefs is a mocm
thing. As long as self-beliefs are grounded in past mastery experiences (as
opposed to wishful thinking), people will “motivate themselves and con-
struct efficacious courses of action in an anticipatory, proactive way”
(Bandura, 1997, p. 77).

How do learners acquire self-efficacy beliefs initially, and how might
these beliefs be changed when they prevent learners from undertaking
tasks that they have the capability to do? Bandura (1982, 1997) suggested
four principal sources by which people gain information to influence their
self-efficacy beliefs:

Y approac

1. Enactive mastery experiences that provide feedback on learners” own
capabilities

2. Vicarious experiences that provide comparative information ab
attainments of others

3. Verbal persuasion, which provides the learner with information about
what others believe he or she is capable of doing

4. Physiological states, internal feelings by which learners
ability to engage in the task at hand

out the

m:n_x: their

Let us consider each of these in turn,

sfer to [

nacti sriences It
Enactive mastery experie e

yntial sourc
information to

Enactive Mastery Experiences.

learner's own previous success at a task. They are the most influc

self-efficacy beliefs because they provide the most authentic

learners on their ability to do what it takes to succeed. Jiefs
] o aelf-be li¢

INCcreast ;
VINCTE: Ider

. Bill was an Ot
tured the
W next
an

An example of how success begets success (and the
about being successful) can be seen in the following ca
student who took a class from me some years ago. | had strue th
course so that students had to master a unit quiz before going on —:__:,.:.
unit. They could take each quiz as many as three times in order to ac 1 the s¢°
A onit, or they could settle for x_..::;.,....., low as C. One day, early I
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Bill took a unit quiz, on which he achieved a B, I agkeq 1

' want to take this quiz over for an A?” He replied, .d:m: im, “Bill, do
Hwﬁ an ‘A kind of guy.” Later that day, in proctoring another mwcw_% WB I'm
pillcame back to me and said he thought a mistake might hay
fhe 5cOTINg of his paper. I checked, and sure enough, one

marked wrong :;.E J‘.mm‘ in fact, correct. That raised his gtade toan A, which
Ip ointed out to him, “You see, Bill, you are an ‘A’ kind of guy after mm.‘: _”:M:
hat day on, Bill :mm«._v\ always attempted a second try when he achieved less
than A on a unit quiz, and on the whole, performed far better than he had
ever mxvmnﬂma.

According to Bandura (1997), one’s interpretation of success or failure
on a task, along with perceptions about the difficulty of the task and the
amount of effort expended, mediate the effect of enactive experience on self-
officacy beliefs. For example, suppose Sean in Workshop Worries perceives
anassignment to be particularly difficult, but he persists and earns praise for
his efforts. He is likely to reassess and raise his self-efficacy beliefs as a con-
sequence of this mastery experience. However, suppose Sean views an as-
signment as something he already knows how to do and so has to exert little
effort to be successful. In this case, his self-efficacy beliefs are likely to remain
unchanged; he will remain convinced that the workshop is beyond his capa-
bilities and this one assignment is not representative of what he will be
asked to do eventually.

Bmmnmﬂ.

item had been

Vicarious Experiences. A second source of information that affects self-efficacy
beliefs comes from vicarious experiences, or the learner’s observation of a role
model attaining success at a task. 1 frequently witness examples of vicarious ex-
perience influencing self-efficacy among the graduate students at my univer-
sity. Many are convinced that the papers they write, or the research z.:q
nduct, will not be good enough for publication or presentation ata confer-
ence. This expectation then leads to their failure to complete the work, or
their failure to submit it once completed. However, these same students
thange their self-expectations after attending a conference at which 4.2.
hear a fellow student present a paper or witness a senior :i;.:...r»..a ?u:.».:.ﬁ
joring or flawed paper. Generally, their thoughts run something like, “Gee:
can do at least as well as him (or her)!”
e 3._,_””—,..:”.& in the story above _.. the _A.,_c_,.m?,..ﬂ W
Tiduan ,.: Mz_:ar the observer’s ....c.:-..::.:.< _w._. h he or she is ove
by the py, ”..F,: ent i:.: attends a conference at ,w “_, " 4 of not being capable
0f the 1*5. f.. ntations is :3:_2,7..3 modity .»;._:; __.__ _” l_riu of modeling s 4
_:E.:,,x.“ ,“M _“:i::.:.:‘:.:. > review of studies on ?ﬁ i (Schunk,
1987, Fir e model’s attributes revealed a :::._ e Jther @
8t the role model’s age appears to have 1
self-efficacy is enhanced through his of her © o
“The one ._:,...ﬁ::: to this general statement occurtt

model is affects
example, a
rawed

ho the role
enhanced. For

f conclusions
effect on W he

ation of the
a study by

bhserv

rx_qse_..m
Mo
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Schunk and Hanson (1985). In their study, c_c:ﬁ.:EQ school stuq 2F
had trouble subtracting observed a peer, the teacher, or ng Boacwﬂa .y WE
strate regrouping. Observing their peers led to students’ reportin g mm
self-efficacy and achieving greater subtraction skill during the Em% e AMH i
program than observing the teacher, but a teacher model was vmzmaﬁn:og_ ) ——
model. AT ﬁ @ m 5 @ 3
,monc:m_. children m:.n.. more :._nc_v\.,o follow the behavior of those th, m$ .m m .m m 9 ..m M "
perceive to be competent in the skill being learned than those they see a5 Q 5o W 835 & g m .8 m .
competent. Moreover, when they are fearful about the learning &Em:m& m% = mm L2 8 g5 m w_ S g .m mm & o wm
they responded more positively to coping models than mastery models, ,;w mm g 5 W 86 .m 23 £5%9 m 8 m 8 mm mm
is, learners gained confidence and were likely to improve their performance m m nFED n.u $ n.u n.u 3 _w mu m £Ean8s5Ey
when they observed models who initially showed the same fears but who T — -
gradually reached a mastery performance. .q
Finally, more is better, and peer models can contribute to the self-efficacy 2
of remedial and handicapped students. Presumably, multiple models are su- ki ] 2
perior to one, because chances are greater for the learners to see themselves 69 g m 5 3
as similar to at least one of the models. Remedial and handicapped students il S o E E g €< 58 o> & 85
are among those who have had difficulty learning academic material or 30 .m 283 B g .m.m mmm 85 TEZ T P
coping with stressful situations, both conditions under which peer models 02 NEE mm 28 8 €885 cg SeSEd g
can help raise observers’ self-efficacy (cf. Bandura, 1986; Schunk, 1987). bl SSc o006 ESGLEOE m x 3883 @
Learning from modeled performances involves more than just the e *©-_ - 8. . . LK. 2
learner’s perceptions about the model. In his social cognitive theory, ﬂ ¥ 3
Bandura (1986, 1997) proposed four sets of psychological processes that 4.
govern what people learn through vicarious experience (Figure 9.2). ‘ o A Lm M -
The first set of processes refers to what information the learner paysat- wm £ £ 2 3z :
tention to in the modeled events. This depends on attributes of the learner i .8 & ma it SE .
(observer) as well as aspects of the modeled events themselves. Then, the m% o m m m .m % m @ < mm m s ¢ mn
learners constructs a cognitive representation by which to remember the %m 22€55 £58 £ 555 M 5 t
modeled events. The third set of processes enables the learner to transform ’P m.m @S m, m 8 mm 3% 3 = mm
remembered information into appropriate courses of action. Whether Ew a oco,. &.. O s ¥z “
learner actually performs these actions depends on the fourth set of wme £ 3 "
cesses. Learners are more likely to perform modeled events themse v q m z M
when 5 4
Wﬁ 2] m S Mt g m W m
* their actions lead to positive consequences, ) r m% 5 m >0 s m m 3 .mm m .m. m m
* they observe benefits experienced by others for similar actions: 0 mw Gg e¥cd [ <Z2%E 28 E 85 (/5% ;
¢ they find the activities self-satisfying. mm Mwm m m!..m m ..m 29 m.m,m,m 2 mm SW Z m
1 self w 23Z3885 §2880s<< | 2L E
Verbal Persuasion. Verbal persuasion is a third means by Ez_nh N,M_:.. d ’ w. n.u n.r Mn F“. |~Mhh|l..\\.\”\\ “d s
efficacy can be modified, one that is probably most familiar to RE::E%? E
reters to others persuading a learner that he or she is capable of !R%%.Ewo:m per- a i 272
.:2;;.‘ task. “C’'mon, you can do it!” is a common exhortation of mo_.:m: usband = 3 m ¢
suading another to attempt a task. This occurred to me when ™Y ximately gy b
and I decided to restain our cedar home, which stands on stilts apP™© = 321
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20 feet in the air. My self-efficacy for ﬁa.:::m m:.:: an unstable g
w_ 'h up was decidedly _cs\_\ 0 3.<. husband :_mm e..,..“&mm pers
, m. he said. “You can do it. Just follow my lead” (vicarioys e
%ww_,._xcm ,8 get to where he was standing ‘wc?:o the fourth SOurce of self-gf
ficacy information took over. At that ﬁc:.F o:.ﬁ of m_..r..oq terror, | m_.cum:_
unable to look up or down or let go of my tight-fisted 8rip on the bars om.;m

scaffold. . L
The way in which persuasory information is framed to learne

numc_a that
Cmmmmos. :—ﬁ.v

valm.:nmv. |

] . . TS makeg
a difference in how it will be perceived and whether it will have 5 POSitive
offect on self-beliefs. For instance, when teachers praise a student fo; Pl

ceeding at an easy task or Bm.r,. statements such as, “You're making good
progress,” they may unknowingly :.::3,2. low self-efficacy beliefs, Stu-
dents who have failed previously are particularly sensitive to this king of
feedback, and their self-beliefs will suffer as a consequence (Graham &
Barker, 1990). On the other hand, evaluative feedback that communicates
how a learner’s work demonstrates competence will produce a higher sense
of self-efficacy (Bandura, 1997).

Bandura (1997) also noted that persuasory influences work best when
they are only moderately beyond peoples” judgments of their own capabili-
ties. This is probably the reason my husband’s exhortations were not effec-
tive in persuading me to paint from the scaffold. [t wasn’t just the height of
the scaffold, or its instability, or the narrowness of the platform. All three,
plus the painting task itself, contributed to my self-beliefs in my inability to
successfully perform this task.

Physiological States. Finally, individuals monitor feelings of self-efficacy
on the basis of their physiological states (Bandura, 1982). That is, their “gu!

feeling” convinces them of probable success or failure. In my case, my “gut feel-

ing” convinced me that [ was about to die! (Obviously, I didn’t, but my hus-
band finished the job with me assisting from the ground.)
Identifying internal arousal states is something that Bandura *
contended is learned from social labeling coordinated with experiences
events. In other words, my identification of fear as the sensation I was wx_g
N in the pit of my stomach probably arose from having o%a:m:wpq
events in which that sensation was called “fear” by someone else. Z,,:,.
a:.?%i circumstances, that same sensation might be labeled “nerv E:..ﬂ_q.
ticipation” and the arousal could have a positive influence on v..,;“?.
mance. Consider, for example, the arousal felt by an actor waiting i ne
Wings to go on or a teacher preparing to meet a class for the first ™

Whether the ar ; - identifies !
ousal is debilitating depends he persont e
and the extent o ilitating depends on how the p bably little @

(1986!

teacher can do t s_}mnr he or she dwells upon it. There is _uﬂg o émm,ﬂ
0to alter a st ' o ; » other than t@= o
relaxation exercis, udent’s physiological state, 0 2)to overcom

€5 or desensitization training (see Chapter

fears and anxiety,
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nteg™
noa.—:m m
ﬁolma q

tion of Efficacy ?\Q§a:§. With information ab

rom SO many different sources in so many differ e wmz.&ms@
uestion is how people integrate all of it to EEMM Mﬂ@m. v
nents. Bandura (1997) described the process as complex m_:M_,ﬂ efficacy
it pe ople m?a. mm:mnm:v\ poor at Emmmr%m and Eﬁmmansw Bz__ﬂ_m“%_,&
donal ::.oﬂBm:o:.. zmwrmm 5.@% tend to E% attention to only some of Emm:-
formation, that which m_u_._:mw more readily to mind or appears most sa; "
gandura argued further wrmﬁ the Qmém.._ﬁ.uvami of self-appraisal skills Eﬂ: m
on growth of mm:-am:mm:ad metacognitive skills to evaluate the maﬁ.ﬁwwﬂ. M
one’s self-assessments (1997, p. 115). As we will see later in the chapt
these self-reflective metacognitive skills are also critical to the develo, %mﬂm
of self-regulated behavior as learning proceeds. P

judg

Summary

In this section, factors have been considered that influence whether learners
will initiate and persist in learning tasks. These have to do with individuals’
motivation to learn before the learning has actually begun, and while it is
taking place. Most theories of motivation that attempt to account for and ex-
plain these factors are classified as expectancy-value theories. As we have
seen, for motivation to occur, certain expectancies—about one’s abilities,
about the task, and about the value of task achievement—must be satisfied.
_.: the next section, factors are examined that contribute to the overall con-
text of motivation and to continuing motivation. At the end of a learning epi-
sode, for example, learners may decide not to continue in further study. This is
Often caused by expectations that are not met in the original learning situation.

Continuing Motivation

What h
whethe
least ¢
Moty

aPpens as a result of past learning determines to a large degree
I students will engage in new learning at some time in the future. At
Wo factors are important to consider in understanding the continuing

ation to learn:

L. Whethe, le
2re being met

2w ; o}
?:.2 attributions learners are making about their f
CSSes n _m&g:am"

arners’ expectations about learning and its consequence

ailures and suc-

goal that you set for
onfident that you

Yourgelg 1. YOU have just accomplished a challenging
a5 a struggle at times, but you remained ¢
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would eventually u:nnema..m:g so you persisted (this describes
windsurfing experience). 705 that you have n.uc:m it, how do y
me, there was an immediate sense of euphoria (I guess | hag
some doubts that I would not mzmamm.a v followed by a feeling of
and the thought, “1 knew 1 could do it!

Chances are your reactions were not unlike mine. When learners
ceed at a task, two expectations have typically been met. There is the mm:&cn.
tion of the outcome expectation. That is, I expected that the outcome "
efforts to learn windsurfing would be mastery of the skills involved.
ilarly, a student may have expected her efforts to result in a course gr
A: when that occurs, her expectation is satisfied.

There is also, however, the satisfaction of efficacy expectations, Recall
that a source of information about self-efficacy is one’s previous success gt
the task. Thus, once success is attained, self-efficacy is increased. Having
succeeded once in sailing the windsurfer from one end of the bay to the
other without falling down, I am more confident in being successful a
second time. Moreover, my self-efficacy for learning, in general, has also
been increased.

One of the most rewarding (and subsequently, motivating) results of
learning is to use the newly acquired skills or knowledge. Keller (1983,
1987a) referred to this as the natural consequences of learning. Natural con-
sequences occur most often when students see the relevance in what they are
learning and have the opportunity to apply newly acquired information.
Natural consequences are likely, for example, in the Workshop Worries sce-
nario, in which Sean is learning skills that are immediately useful to himn
his job. Natural consequences may be a little harder to identify at first for
Rob’s students in the Camouflage Training scenario. They do not se¢ the
benefits initially of learning camouflage skills, but Rob’s hope is to engase

their interest long enough that participation in some of the activities he has
planned will demonstrate the relevance of the skills. ol

In the event that new knowledge cannot be made useful MBB&_DM om
outcome expectations may still be satisfied through positive consequent
completing the task (Keller, 1983, 1987a; Bandura, 1997).

Despite Dweck’s concern that extrinsic reinforcement may
M”M_.m (or :‘Sw. even undermine [Deci, 1975]) intrinsic motivation,
s‘rmﬂzwxﬁ”n itis appropriate. It might be :mmr:. first, dcs‘me er,

P.E.Ewun _.msw&m are not appropriate m.Oa m.ﬁBERS.m. ;
bedto amﬁmm:maﬂsmam only for participation in an activl especially %
when, tho mnmm,. Sﬁ.ma.mmﬁ in that activity (Bates, Suc.v. This 18 it
i ?ovmww ,Nm_m :ww: entertaining or stimulating. mou:
already ,Snm_.mmw Ecnz_mm to Hms‘m_d learners for m:m.um_bmn_o& ding 1
may adversely mmmmnﬂ. mm:.mm Ccu& also concluded that p t .

o motivation when the rewards are n°
garded as intrinsic 1o task ing
performance. For example, earm

me ang my
ou feg]? For
m:ﬂmzmm:a
mwzﬂmn:cs

of my
T, sim-
ade of

P

fail to inflv”

extra
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ork is salient to tasks performed on an assemb
fore might contribute to m::m:mmm motivation. But earnin
pted school E.m_a is not Wmﬁmn% y EQS.mK to perform
Wn offect opposite .no that intended. Consider how this
ystems discussed in Chapter 2. .

Positive consequences can be especially useful, on the other hang
when learning tasks are Ermnm::v\. boring or their relevance is not ﬁm_.nm:u&‘
py the learner. rmma.:Sw to .mvm: might be a good example of this case, Many
students find spelling assignments to be sheer QEamch moreover, they
often fail to understand why they should learn to spell in the first place.
After all, isn’t that what spell checkers in word-processing programs are for?
n this case, students may find no particular satisfaction in spelling words
correctly, but may be satisfied by the attainment of some reward attached to
spelling achievement. A fifth grade teacher of my acquaintance gives sur-
prise prizes to students when they achieve certain spelling goals. Although
this practice might not interest them in spelling over the long term, it does
keep them on task with their spelling assignments by temporarily raising
their interest in the subject (cf. Calder & Staw, 1975).

Keller (1987a) also pointed out that “even when people are intrinsically
motivated to learn the material, there are likely to be benefits from extrinsic
forms of recognition. For example, public acknowledgment of achievement,
privileges, student presentations of products, and enthusiastically positive
@mments are welcome” (p.6). This is consistent with Bandura's (1997)
notion of social effects.

. In Summary, continuing motivation to learn is facilitated through the
m&_manzos of expectancies in the current learning episode. When learners
"nmnﬂmm at a learning goal, their self-efficacy increases and they experience
e Mmmw mwm__no:wmn_zm:nmm of learning success. Where m_m::m_ consequences
stisy &_J ely to occur, positive consequences can serve in some situations to

7 ah utcome expectation.

ly line and there-
8 tokens for com,.
ance and may haye
relates to the token

w;rsm Attributions
»
.;.:”Mamw for a moment, what you think when turning in a test vmmmﬂﬂ”
right ?:: r.w_oiawo: performed poorly. Do you think, 1 didn’t mH:m y ood
Studeng mM@ o I'm just not feeling up to par today,” or e :c_ I m%mO I
Ouldpyy mw\cﬂmx, or “It's my roommate’s fault; he (she) kept Jw,on learners
Hempt 1, ¥ All of these statements reflect ways in Whi bove per-
fiingg to m::amaﬁm:a their own performances. S%.mn.mwm ,nromm m:G about
T Suce "' €xperience of failure, learners make similar judgme - focky
Gy, ..;mmwmw. For example, “I studied really hard”; “Joday 55 B \ :u.zmm an
eagy fogt :m.—mﬂmnrmn likes me”; “I'm Nm:m_.m:vH a good student”; “Tha

i . . nstitute an
avo:msz :mwm attributions about learning and performanc® nﬂwu@,.
Mluence on continuing motivation to Jearn (Weiner,
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TABLE9.1 Examples of Attribution and the Dimensions They Comprise

Attribution Statement Dinmensions

“1 didn't study the right things.”
“ forced myself to slow down and think.”

Internal, unstable, controllable
Internal, unstable, controllable

“I'm just not feeling up to par today.
“I studied really hard.”

Internal unstable, uncontrollable
Internal, stable, controllable

“I'm generally a good student.” Internal, stable, uncontroliabje
“I’m not a good student anyway.”

“My kids’ schedule frees me to study at
the same time each day.”

Internal, stable, uncontrollable
External, stable, controllable

External, stable, uncontrollable
External, stable, uncontrollable

“Her tests are easy.”
“The teacher likes me.”
“That course is hard.”

“It's my roommate’s fault; he {she) kept
me out late so I couldn’t study.”

“Today is just my lucky day.”
“That was an easy test.”

External, stable, uncontrollable
External, unstable, uncontrollable

External, unstable, uncontrollable
External, unstable, uncontrollable

“The central assumption of attribution theory...is that the search for
understanding is the (or a) basic ‘spring of action’” (Weiner, 1979, p.3). In
other words, people attempt to understand the causes for their successes and
failures, and their attributions about these causes determine their future ac-
tions. Weiner (1985, 1986, 1992) postulated three dimensions within which
most causal attributions can be categorized. These are: internal versus exter-
nal, stable versus unstable, and controllable versus uncontrollable.

Internal causes of success or failure are those factors within the person.
such as ability, effort, and mood. External causes are those outside the learmer.
such as task difficulty, the attitude of the teacher, help from other vm%_m..%m

s0 on. The stability dimension refers to how changeable a En@. is over aBM..
Ability tends to be stable, whereas mood or luck is unstable. m_:m__ms ncﬂ.ﬂ%m
ol Ove

lability refers to the degree to which the individual has contr
causes of success or failure. You alone determine how much time you %&M
studying for a test, since you can set aside sufficient time and then _‘mﬁ__.‘_wmﬁ 2
be distracted from your appointed task. Whether you suddenly Q_V:e 1 for
stomach virus on the day of the test is beyond your control. See Table ™
examples of attribution statements categorized by dimension. . along 2
It should be obvious from the examples that most factors .3. ternal,
continuum in each of the three dimensions. Ability, for instancé: ' _nmama
relatively stable, and controllable only over the long term (high achi€¥

s}
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tin the same ¢
mal, unstable, and un-
m._nc_:mm. >n8~&:m to
SI0Ns presents implica-

. ubject Jeads to potential for further achievemen
1o from another student, on the other hand, is exte
He ﬂc:mq_m by the mwcmmsﬁ.mxvmzmsnm:m learning dj
.%.:.:E (1979, 1985, 1986, 1992), each of these dimen
M_,,M”” for continuing motivation.

Consider the factor of ability, for example. Students tend t A
s intern al factor as uncontrollable. Those who attribute their E:M perceive
sbility, then, COME to vmzmw,m that “there is no response in (their] nmvm_,w M_w_mo“z
lter the course o.m failure” (Graham m« Barker, 1990, p.7). As a result. a ﬂo
sous cycle is instigated. mﬁ..am:nw _um.:m;,m they have failed because Emr m_,_m.
stupid. Since they are stupid, there is no point in trying hard or studyin
<marter the next time. Because they are not motivated to apply Emﬁwm.:.mm
on the next task, they fail again. And so it goes. ’

if. on the other hand, students attribute their failures to unstable or
controllable causes, they are more likely to believe that they will succeed in
the future. Doing poorly this time because of illness or :cn.m:aﬁum means
that doing well next time is still possible. Motivation to succeed next time is
likely to be enhanced when students perceive that they have the means
within their control to assure goal achievement. Weiner argued, therefore,
that instructors should use teaching strategies that help learners to see how
learning 1s a function of their own efforts and effective learning strategies
and not a function of low ability. This is consistent with Bandura's sugges-
tons regarding the framing of persuasory information.

For most students, failing once is not much cause for concern. Failing
repeatedly, however, causes even the most stalwart student to question his
or her ability (e.g., Kelley & Michela, 1980). Moreover, indirect cues prompt
izilure-prone learners to ascribe their failure to low ability. Graham and
Barker (1990) investigated the possibility that the offering of help might be
perceived as a low-ability cue. They based their investigation on the observa-
wo: that help is more likely to be offered when the need for help is vﬁnm_...dn_
0be caused by uncontrollable factors. The following example is illustrative.
,_.W%ﬁsnwza to borrow Mary’s class notes to see what she missed s;xw: w:m
o) m m..:m school to go to a doctor’s appointment (an ::mczznmuwv:“ﬂ
h.".ﬁ. mﬁ ﬂm:? to borrow Mary’s notes, too, but he missed n_m.Wm. . ww: oot
ﬂ8<vww _.A 0ol to go to the beach (a controllable factor). eu s ’

7 o1 Joan, would you be more likely to lend your notes to? &
.,Easmm_ws help is offered by the teacher or a peer to less m_u_m, w._mﬂmmw_ieﬂ
st ire likely to infer from the offer of help that they have 4 that “the
.8 this hypothesis, Grah d Barker (1990 demonstrated
ttgets of g s, Graham an : ble students who
e | unsolicited help are perceived by children mm._m.mmm e prrpuis

5 likely than thei | to do well in the future 2
ui:mzm work .r::. PPiipe pects ed that some s.mn-:_ﬁnae:%_
5#.‘;2:5»_ :‘_m:..w. :u. uw‘v ;..uw nc,:nEmru , ::mwiﬁmn_ :wnmacm i
“ences v_,wn:nﬁ., (eg., giving help) can have

T perceptions of ability.

ubject)
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What can we conclude, then, regarding the effect of a4y
continuing motn ation? For one :.d.:m. riﬁi.ﬂ _wﬁ:mﬁw to attriby
cesses and failures to effort and mZﬂ:%e (or ineffective) _mmﬁdsm Sttsiens,

a procedure likely to facilitate motivation. For learners with a history %Mm Y
ures, however, teachers should be especially alert to cues that :im:m o ail-
erode individuals’ opinions of their abilities. rther

MTCEOJm on
te ﬁjm: Suc.

Self-Regulation

Learners who self-regulate “set mo&m for nr.o.:, _mmazim m.:a then attempt ,
monitor, regulate, and control their cognition, motivation, and behavig
guided and constrained by their goals and the contextual features of the enyj.
ronment” (Pintrich, 2000, p. 453). In other words, they try to manage all as-
pects of motivation that have been discussed so far in the chapter. Zimmerman
(1994) proposed a conceptual framework for understanding academic self-
regulation, shown in Table 9.2. In addition to self-goals, self-efficacy, and attri-
butions, self-regulation also involves the use of specific strategies to control
learning, monitor progress, and structure the environment in ways to sup-

port learning.

Processes of Self-Regulation

Zimmerman (2000) also suggested a three-phase cycle to describe the pro-
cesses of self-regulation during learning (see Figure e.uv.. >n.noa_:m to z_sv
cycle, learners who are effective self-regulators engage first in mo_.m&o:mmm
or planning. They have “the declarative knowledge to know about w_nﬂ_aa
learning strategies, the procedural knowledge to know how to implen >
these strategies, and the conditional/ metacognitive r:oi_mamm to _Sc,mo%
conditions and contexts when these strategies should ceACmom Fmﬁm?m%:m
p. 258). With this, they combine positive self-efficacy beliefs to feel Q:_W i
that they can successfully complete the learning task. So, .moﬂm”.mzmnomm:v
likely that Bill, the student in my class who became an "A :,“::w fora
began to plan his schedule and study strategies after deciding to

higher grade on the class quizzes.

The second phase of the cycle involves volitional E
mance, wherein self-regulated learners employ a vari€ty = © . nding
manage their own learning and the environmental nc:a_:h.u:w:.m:r making
them. They also monitor their progress toward goal mz..:au_m-ammnue\ for
evaluative judgments about their performance, mccca.:ﬁ:. we:é: achieve
_.mmn:m:mz,_mx:;_‘s:amvcc.ﬁrm:ve;csm_ m:m_m:._ __mrao

ontrol over n.ﬁ..:ﬁ
ty of strategies

i 989). is
ment efforts (Bandura, 1997; see also Zimmerman & mnr:wr..g“mw?n:iﬁ Th
For example, suppose a student judges progress a3 e hieving the

- ac
evaluation would probably raise the student’s self-efficacy fot ken t0

. . : h has been ta
goal and lead to continuation of whatever approach has b
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32 Conceptual Analyses of the Dimensions of Academic § if
f Ac oIt

9
1aBLE Regulation,

cntific  Psychological w,.;ﬂ, . Self-Regulatory  gyye o
SR Dimensions Conditions  Attrip ¢ o 7 “Negulatory
Questions i Processes  ~
’ Motive Choose to Intrinsically or 3
Why' rticices b Self-goals, seis.
) p pate  self-motivated efficacy, val .
¥, values,
attributions, etc
Choose 3
How? Method et Em:bmmwz‘ mﬂmanv use,
me automatized relaxation, efc
what? Performance Choose Self-aware of Self-monitorin
outcomes performance performance self-judgment g
outcomes outcomes action con :o__
volition, etc.
Where? Environmental C OdQD_ Environmentally/ Environmental
(social) social and socially sensitive structuring, help
physical and resourceful  seeking, etc.
setting

Source: From B. Zimmerman, “Dimensions of Academic Self-Regulation: A Conceptual Frame-
work for Education.” In D. H. Schunk & B. J. Zimmerman (Eds.), Self-Regulation of Learming and
Performance. Hillsdale, NJ: Lawrence Erlbaum Associates, 1994. Reprinted by permission

task. On the other hand, if progress is deemed unsatisfactory, then two
outcomes are possible. With a resilient sense of self-efficacy, the student
would seek other means to achieve the goal based on the likely assump-
tion that whatever he or she is doing now has caused the performance def-
kit. Alternatively, unsatisfactory progress could have a negative effect on
selkefficacy, in which instance the student may change his or her own per
*onal goals with respect to the task. Instead of striving for mastery, the stu-
dent may be satisfied with something less in the belief that mastery cannot
be attaineq,

According to Schunk and Zimmerman (1994), monitoring progres>

. sets U
”ﬂaa goal attainment is a critical component of mm_.?aw:_mzc:w":w.mﬂ”_:_w
sm% they refer to as an enactive feedback loop (Zimmerman
) Omposed of three strategies:
L. Obseryi
Sery - 3
2 Com Ing one’s performance

LR Paring one’s performance to a mgsnpa. or mcm._
tacting and responding to the quﬁ.?aa difference
¢ self-regulatory

I :S
at is, _urx..ﬁ_a e

c<m~.‘ B

art of th
J.ﬁm_.:. the P

duction. Th

andura (1997) views this as only oné
Part that he refers to as discrepancy e
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Forethought
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» Dacide 10 participate
« Arrange environmental conditions

]

Self-Reflection Performance

* Employ strategies to focus attention, W
enhance encoding, and execute task |

* Track performance and judge progress ,
toward goals.

= Adjust performance as needed

« Make judgments about learning
performance
« Inter causal attributions
i+ Evaluate goal attainment in ways
i that promote self-improvement.

e S S S

FIGURE 9.3 Three-Phase Cycle of Self-Regulation

motivated to reduce the discrepancy they observe between their own perfor-
mance (step 1) and that provided by the standard or goal (step 2). They B.rm
action (step 3) by revising their self-beliefs, changing their goals, or changing
their learning tactics.

Discrepancy production, according to Bandura, is the proactive noa_m_m.
ment to the reactive discrepancy reduction component in the mmz.a..mc._uch
system. By discrepancy production, Bandura means that learners set _:wﬂ:.
goals that they value, thus creating a state of disequilibrium. In ::.:m ﬂ,
mobilize effort in anticipation of what it will take to attain the goals m:OM.u.s
tinually adjust those efforts until the desired end has been achieved. zpm_u
once that standard has been reached, learners will set even greater Mca.
lenges, thus creating new motivating discrepancies to be mastered (Ban
1997, p. 131).

Finally, at the end of a learning episode after vmlo:.:w:nm.wm int, self
comes the third phase of self-regulation: self-reflection. At this point >
regulated learners evaluate their performance with an eye t
provements for the future. Was their performance what they €X
why not? Perhaps more effective learning strategies could have |f-reguld
or more effort could have been applied to the learning task. 5 s they "
learners are likely to make causal attributions that pertain to thing
control rather than to variables such as ability or luck. Th
more inclined to make adaptive changes that enhance future
(Lapan, 2002).

]
]
|

CHAPTER 9 * Motivation and Self-Regulation i, Lear
’ aring

331

peveloping Self-Regulation Skills

w do learners become I._T?.m:r%:.q.u >nn§.&:x to Paris and Par; 0

at least two metaphors guiding research and practice in ._:M Wi},
fregulated learning, and each offers something of valye
r..:.:na alike. “One is ::., :F.Sﬁ?ww of acquisition, of Je
gis and skills E.E sw.ﬁ_‘v\_:m :ﬁ..S in .w_nrcc_: (P 96). In this view, teachers
an teach strategies directly to lea rners, Ecam_ good strategy use, and coach
learners as to when and <<._d\ v__,_.._:».m_cw,. <<._: be helpful to them. Modeling, in
Ez_z__ms is n.::m_m:._: with Bandura’s views of self-efficacy and the obser-
Lational learning processes that he proposed.

However, possessing a strategy is no guarantee that the learner will
value or use it, especially when learning conditions change. As a result, crit-
s of the so-called transmission model prefer a developmental metaphor in
which students are presumed to become more self-regulated as they develop
new competencies. Accordingly, they must have multiple experiences with
the task conditions presented in Table 9.2 (Schunk & Zimmerman, 1994;
Zimmerman, 1994). That is, learners must be given choices in and control
over learning and motivation, with many opportunities for self-appraisal.

Table 9.3 provides a list of guidelines derived from both metaphors that
anbe used to help learners develop self-regulatory capabilities. It is impor-
tant to remember, however, that developing self-regulation does not happen
overnight. Rather, it is likely to be a lengthy and effortful process.

A good example of the time and effort it takes to develop self-regulatory
skalls can be seen in a graduate course that I teach, in which students are pro-
vided a great deal of control over what and how they learn. Students make
thoices about what to read in the course, what level of proficiency they want to
“tan, and how they will apply the concepts and ideas they are leamning, To the
”..M,,.a Possible, I also try to create a knowledge-building community ¥ :.r_mw
. %Mmazam of learning (i.e., students’ assignments) are available for everyo

M::B:EG to read and use (e.g., Scardamalia & Bereiter, 1994).
siow L1 dicoered i sching s e L5 £
lamen jq \_ﬂ  aiffioull: & became mm.:-nmmc_wﬂmn_m Ye =.m;. the teacher and
You're :,mﬁ t e : m:EquQ.u i r:oi what to rea A.r . ropriate instruc-
oty €aching me anything!” In time, .u_o:m with app : p e i

Upport and modeling from me (Pintrich, 1995), however,

1y xmselves to
”ﬁjw@_w learn how to manage the learning resources and themselves
eve their goals. i

Ho
oo area of
to scholars ang

arning new strate-

Sy
We y N
_ i . nd conse

o_cm:Hﬁm €N in the previous sections the influence of context a
b mzrw%n: students’ continuing motivation to
"bute g ¢d when learners’ expectancies are _
€Il successes to their own efforts and effecti’

T ars to
_Motivation appe
learn hen they at-
gies.

satisfied and W
e learning strate
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TABLE 9.3 Guidelines for Factlitating the Development of Learners’
Self-Regulation.

) : Flearners to set their own go s
1. Provide opportunities for learners 20

and to man
m which they attain those goals.

ARe the wyye

* Learning goals are more effective than performance
challenging but attainable

* Modeling and directed reflection can help learners choose offe
for learning, managing their time, and controlling the
learning,

goals, and they should be

Clive st rategies

context surrounding

2. Provide opportunities for selt-appraisal

¢ Analyzing personal styles of learning

and comparing them to others ¢
crease learners” awareness of different ways of learning.
Monitoring progress (what is known, what has been done, wh
done or learned) can help learners adjust strate
revise their goals
e P

an in-
. at is yet to be
pies, allocate their efforts, and
eriodic selt-assessment can promote feelings of self-efficacy,
3. Create a reflective community

¢ The more Opportunities and ways Je

that of others, the greater the habit of self-regulation.

arners can reflect on their learning and

Learners become increasingly self-regulated when they acquire skills to _u_,,.:
their learning, monitor their own progress, and evaluate the success of their
eftorts so as to mprove their strategies in the future. ) .

With these findings, taken together with those described in the first sec-
tion, we are ready to consider an integrated model of motivational design.
This attempts to answer the question, How can a teacher or instructional de

,.A. . . . ‘ L ; itions
Sigher incorporate into Instruction the appropriate motivational conditic
for all learners?

A Model of Motivational Design

For the last 15
an integrated model for y

Incorporating Motivationa
ety of inputs to motiy

OF 50 years, John M. Keller has been developing ad nmﬂmmm
:acﬂmgﬂ&:m motivation and for mv\m....:..n, ,...:M.
I concerns into instruction. He combines t M rests
‘ation that have already been discussed m:m*mmww 94,
) ion that they imply. As you can see from o with
”p:m:mq (1983, 1984) assumes that mﬁcam_mm« motives (or values), n.omﬁ:wmm the

o SXPectancies (etficacy and outcome expectations), will E::M_%ccm

. will supply to a learning am_.n.m.e.a%_\
ance, so, obviously, do the i _mnnm.... of
edge. Finally, both the consequ

s

perform,
$; and know]

1
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(values) Individual Abilities, Cognitive Evaluation
- Skills, and Knowledge and Equity
Inputs
Expectancies
A
Lzl

Environmental Motivational Learning Ooiiom:%
Inputs Design and Design and Design and

Management Management Management
/l”ll'
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m_n;mo.._ A Mode| o\ge:‘cazcx. Performance, and Instructional Influence
Source From Keller,

el

J. M. A model of motivational design. In Instructional-design z:..z E*._u
B ited by C. m Reigeluth, 1983, Hillsdale, NJ: Lawrence Erlbaum Associates Copyrigh
oY Lawrence Erlbaum Associates. Reprinted by permission

ichiey e -
g c_ﬁ “Ment (or the faijure to achieve) and the learner’s attributions (cogni
e Uation) concerning his or her performance influence motivation in
" learnin i

| episodes.
N conside

(193, TNg the instructional implications of this model, :_Mw_p_.mh
acz,.mm_.cvoman four conditions for motivation that must be met :w,n o
fym >ma leamer. Thege correspond to each of the four letters in the ac

"ORCS (Keller, 1984).
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chapter. Then, armed with a repertoire of these strategies, teachers and in
structional designers may use the systematic process described by Keller
(1987b) to effectively meet the motivational needs of their learners,

Strategies for Stimulating Motivation

Keller (1987a) appears to view the task of motivating learners as a sequentia}
process. One must first gain the attention of learners and engage them in the
learning activity before anything else can take place (A). Once involved,
however, learners are known to ask the age-old question: “Why must I learn
this?” Before instruction can proceed in an optimal way, then, students must
believe that it is related to their personal goals and will meet their specific
needs (R). Even with attentive learners who see personal relevance in the
learning task, motivation can still flag as the activity wears on. Some, like
Sean in the Workshop Worries scenario, may have fears about the subject
that impede their learning it effectively. This is a problem of confidence (C).
Others, despite their best efforts, may find their attention wandering if the
pace and method of instruction never change (a problem of sustaining A).
“Finally,” Keller wrote, “comes the payoff. Or does it?” (1987a, p. 2). As we
have seen earlier in the chapter, learning must result in a sense of satisfaction
for students to have a continuing desire to learn (S5). ,

What are ways, then, that teachers, trainers, or instructional designers
can bring about the conditions necessary for motivation? Let's examiné
Keller’s recommendations in each category.

: as
Gaining and Sustaining Attention. Curiosity has already been mmmn:,vMM%
a strong source of motivation, but one that can be fleeting. To make the m by

ts’ interest 07

curiosity caused by stimulus changes, teachers can capture m«:am: ! ex-
using novel or unexpected approaches to instruction or injecting | j
periences and humor. Keller himself, for example, often opens 2 exan
with a funny story that relates in some way to the topic of his talk- Othe R.»m_ ing
ples include beginning a class on American literature with 2 Q_Mm._,:mcn £t
from a book under study, showing visual tricks in a class studying pet
or including a startling picture in the pages of a textbook. |
To stimulate more lasting curiosity, or what Keller (19678} % a sense
titude of inqguir structors should employ techniques that mvo’ o : _
and mvolve students in w\v_.,\.:..mN\ “vﬂa\*v_mwaw. The QD< "
¥ideo series mentioned earlier in the chapter offers a good &2 ] pr
Hructional goal of one series specifically concerns 3»:.53»:%3.& Jas7%,
aving, bt it is ernbedded in the context of a story about kid 2 2 boat mk
ey, In one episode, Jasper plans a trip downriver 10 o e
st contend with problems Lk the tide of the river, inclement S‘KA._,_? e
TR g, and 50 on. As students leamn to solve these ﬁ_‘.«w& ke _wwﬁa
DRt ke i

) SCve analogous ones, such as how long wou
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o reach his Eﬁm:.mmm destination if :w could only travel 15 m
pplt” Curiosity in the problem solving process is maintain
the narrative character of the instruction. Not only are stud
+hat will happen to Jasper next, they can create their own ]
(€TGY, 1990, 1991a, 1991b).

Finally, Keller (1983, 1987a) recommended that instructors maintain
«udents’ attention by varying the instructional presentation. No matter how
nierested someone is in the topic of a lecture, movie, demonstration, or
audio presentation, that interest will wane in the face of unending sameness.
Despite my best efforts and intrinsic interest in many nature specials on tele-
vision, for example, I find myself nodding off after 15 or 20 minutes of listen-
ing to the narrator’s well-modulated drone. Similarly, many students will
lose interest or find their attention wandering when the instruction is always
the same and therefore highly predictable. As a change of pace, lecturers
might consider presenting some of their material via some form of media, or
aternating lecture with demonstrations, small group discussions, or whole
dass debates. Likewise, printed text can be varied through different type
sizes or fonts or the inclusion of diagrams or pictures. Soundtracks can vm
made more interesting by the use of two or more narrators E.a by a varia-
“onin format (conversation or interview as opposed to narration).

ph, instead of 25
ed, however, by
ents interested 5
asper adventures

ral sense, refers to those
satisfying
” (Keller,

m_arsn_:m Relevance. “Relevance, in its most gene
fings which we perceive as instrumental in meeting needs and
wﬂw._g_ desires, including the accomplishment of personal goals e
“#72.p.3). What Keller seems to describe with this statement are :»ww 5t
PECEs of the relevance problem, one that is m:au.olmama.m:ww o"nmb(.m: Av:
eensoriented. To be motivated, learners must first recognize 5 s (or
. ton has personal utility, i.e., will help them achieve person aw.: s of
%) Instructors can assist in this recognition by providing &Mmm:m their
iy along with the goals of instruction, or helping Mmmn:m_.m_”o sticularly
""" 8oals and statements of utility. The latter strategy WO Mw%omm Bmv
M advanced topics with learners who have elate 105 m& students
,,...x_: M advanced research seminar I taught, for wxuu:ﬁ_m._‘_mww 82.»& ol
ne their own goals and means of assessing ?.omw they 8323&
t. The goals they pursued and the amount ow Em:ma. ’
ly exceeded the expectations | would rm.«,m m& ﬂ.os
fn.x“w .ﬂwﬂnm_uq challenge for teachers arises In miua
e € Camouflage Training scenario, Whe™ 2 s.
:,.:,._ @ required mc:m“.. with %_‘m.mnl_un.m m:mﬂﬁ:n:c:m_ .mom_
“ing these students rsuasion, often Wi learning:
dom iy 5 amounts to pée { what they are
it TS wil) eventually see the relevance 0 o5 may )
erim, ke s onted strategie® = o o chieves
e Celler suggests that means-orien +s of need fo to
fews  Xribed carlier in the chapter were the nm.u:hmﬁr&mn. needs have less
A:.:.wm::m:.i.—JF.waom Bcn?mzaak
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do with what is taught than how something is taught. Therefore
can help to motivate students by providing opportunities for Bm"n_.a
motives and values. These may include, for example, providing |e
opportunities, occasions for self-study or working in cooperative groups, or
allowing friendly competition on individual or group projects. Rob doeg ".rz
when he challenges student teams to camoutflage a jeep so well that he Q:.,”
find it. Finding ways to actively engage students in learning can be an effec-
tive means of motivating them, irrespective of whether they yet see the rele.
vance of the learning activities.

Finally, Keller includes familiarity as a component of relevance. As he put
it, “People enjoy more about things they already believe in or are more inter-
ested in” (Keller, 1987a, p.4). Therefore, to the extent possible, instructors
should relate instruction to their learners” experiences by providing concrete
examples and analogjies. The more familiar something is, the more likely it is to
be perceived as relevant to the learner. This recommendation should itself seem
familiar. If you recall, the cognitive theories of learning (see Chapters 3 to 5)
strongly emphasized the importance of a familiar and meaningful context for
learning something new. It seems likely, then, that the facilitative effect of con-
text on learning has both cognitive and affective (motivational) components.

wmmnrmqm
Ing their
QQmﬂwTMU

Building Confidence. The research on self-efficacy that was reviewed ear
lier in the chapter established the importance of learners’ confidence In ::.:
willingness to engage in learning. The question to be addressed here, then, 15
how to instill confidence in learners who believe they are unable to do, or
fear they will fail if they attempt, a given learning task. Keller :cxuﬁ fcm‘
gested three strategies, First, instructors can create a positive expectation “.:q
success by making it clear just what is expected of students. Sometimes, .:,
of failure is simply fear of the unknown. Because students can s ::.n,
whelmed by a detailed discussion of performance requirements and ,;;m__.:.,__..
tive criteria, Keller recommends progressive disclosure, or telling ..E_i.n_a,
what is expected of them as they are ready and able to understand M sy
quirements. In addition, students can be shown how complex, .,_...:_“”__w(:
unreachable goals are made more manageable by their being broken ¢
into subgoals and small steps,

, An we have seen from self-efficac y theory, students
their awn abilities when they actually experience success atcha
Pherefore, a second strategy for building confidence is to _.:.E;». o
portunities for students, This does not mean that students should :...E:Ei
fence failure, Quite the contrary—failure experiences can be consttt

jdence in

i :::
sain ki

hallenging _

]

i the

(2
_.:_ﬁ an (1) there s a g od match between the n:.____..:v..‘. of ::,. ?,JT.-”__“” _::_
_‘._:z....: Capabilities, (2) the learner’s performance 14 uclf :::.._:.:.:. 10
O the learner attributes failure to the poor use of atratepied in
__...:“::R (€ _._T:;‘ _:I\: ol

. |

; o pvent U

> Learners are alue likely to gain confidence when they .__:_....; achie®
10uEh assistance to perform a task that they are not ._::....::_ )

e |
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ing On their os.w,_: you Mmrw_v_ M_Mﬁuﬂsﬂh___s_uwc.a 7, Vygotsky proposed the -
of ﬁﬂoi:;_a deve OUBGST e mm..a 5 .ﬂima: &Nr& learners can achieve
on their oWn and what they can achieve given assistance. Any leaming task
inthis zone willbe a m_wm:o:mm‘ but not an insurmountable one, Moreover, the
wacher’s goal concerning such tasks should be to gradually reduce his or her
sstance until the learner is capable of independently performing the task.

Finally, consistent with attribution and self-regulation theory, instruc-
ors can build confidence by providing learners with a reasonable degree of
control over their own learning and helping learners to recognize that learn-
ing is a direct consequence of wrcm.ﬂ. own efforts and effective learning strate-
ges. Both Keller (1987a) and Clifford (1984) pointed to the importance of
detailed, unambiguous feedback to students to maintain a task orientation
and prompt appropriate attributions. A single score on a project or essay as-
signment, for example, provides little information to the student. The stu-
dent, in turn, is likely to react with increased anxiety because no way has
been provided to learn from his or her mistakes. A better approach would be
for the instructor to conduct separate analyses and assign multiple scores for
different aspects of the project or essay (e.g., organization, ::.3..»:!. of re-
sources, grammar, etc.). In this way, students can gain confidence from what
they have done well and attribute poor performance to specific problems
that can be corrected.

‘zone

255

Cenerating Sa tisfaction. Keller (1987a) again suggested three categories of
Wategies for generating learning satisfaction, which correspond with natu-
tal nsequences, positive consequences, and equity. i
Opportunities to use newly acquired skills or knowledge in meaning
il ways allow for the natural consequences of Jearning. S0, for .,.x_:.:_q_s __“
wahmetic teacher might suggest to students that they calculate their s r”,.wm
ﬂ._.,::.g Matistics as a means of practicing newly acquired arithmetic ,m_w*_,,.._w»..__
“_M_h_,_..”:_w:n. ring :,7.:::: might provide students with :.:._,.w_,_.ﬂ._r_““d;,..—,.._:i.:._.
iy ;H .E_ for in a completed contract, .__:; :._...: _::_., _.h r_.:_? )
o E:__,._.u__v.ﬁ_; to what was actually used r_:_:_;:q._“““._“__ ,“:_. b tudents can
ackle pey) “\_.,._”_z_._dr:.. r‘..:._.::x environments wi
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do with what is taught than how something is taught. Therefore,
can help to motivate students by providing opportunities for match
motives and values. These may include, for example, providing leadersh;
opportunities, occasions for self-study or working in cooperative groups om
allowing friendly competition on individual or group projects. Rob does ﬁ.:_.m
when he challenges student teams to camouflage a jeep so well that he can't
find it. Finding ways to actively engage students in learning can be an effec.
tive means of motivating them, irrespective of whether they yet see the rele-
vance of the learning activities.

Finally, Keller includes familiarity as a component of relevance. As he put
it, “People enjoy more about things they already believe in or are more inter-
ested in” (Keller, 1987a, p.4). Therefore, to the extent possible, instructors
should relate instruction to their learners” experiences by providing concrete
examples and analogies. The more familiar something is, the more likely it is to
be perceived as relevant to the learner. This recommendation should itself seem
familiar. If you recall, the cognitive theories of learning (see Chapters 3 to 5)
strongly emphasized the importance of a familiar and meaningful context for
learning something new. It seems likely, then, that the facilitative effect of con-
text on learning has both cognitive and affective (motivational) components.

teacherg
Ing their

Building Confidence. The research on self-efficacy that was reviewed ear-
lier in the chapter established the importance of learners’ confidence in their
willingness to engage in learning. The question to be addressed here, then, 15
how to instill confidence in learners who believe they are unable to do, of
fear they will fail if they attempt, a given learning task. Keller (1987a) sug”
gested three strategies. First, instructors can create a positive expectation 1t
success by making it clear just what is expected of students. Sometimes, f¢2f
of failure is simply fear of the unknown. Because students can be o‘..ﬁu
whelmed by a detailed discussion of performance requirements ot m:.m_c”p
five criteria, Keller recommends progressive disclosure, or telling mwc%umw
what is expected of them as they are ready and able to understand e ,.r_
quirements. In addition, students can be shown how complex, mmmnm:mi
unreachable goals are made more manageable by their being broken ¢
into subgoals and small steps,

As we have seen from self-efficacy theory, students gain ¢
their own abilities w} . :

- ce in
onfidence

o n?u..
; ing 12
hen they actually experience success at nrm:wa,m ?.W.nw op
Therefore, a second strategy for building confidence is to provide su er eXPE
portunities for students. This does not mean that students should net mm,;m 2
nence fatlure. Quite the contrary—failure experiences can be constru® d the
3 . r task an
s \w.\,:_.um?vu. ar

as {1} there is a good match between the challenge of mh.n.
S capabiht (?) the 1 r’ { > s self it W
pabiites, (2)the learner’s performance is inherer®

[~/ e leamner attributes failure to the poor use of strateg?

T _ N ; are §
Learners are also likely to gain confidence when they 27 & e

- et asuistance o perform a task that they are not qui I
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ing on their own. If you recall from Chapter 7, Vygotsky proposed the *
imal development” as that realm between what | e Zane
of proxima ; . ; earners can achieye
on their own and what they can achieve given assistance. Any learning task
in this zone will be a ndm:m:mm\ but not an insurmountable one. Moreover, the
eacher’s goal concerning mwnr tasks should be to gradually reduce his or her
sssistance until the learner is capable of independently performing the task.
Finally, consistent with attribution and self-regulation theory, instruc-
tors can build confidence by providing learners with a qmmwozmzmmmm_.mm of
control over their own learning and helping learners to recognize that learn-
ing is a direct consequence of their own efforts and effective learning strate-
gies. Both Keller (1987a) and Clifford (1984) pointed to the importance of
detailed, unambiguous feedback to students to maintain a task orientation
and prompt appropriate attributions. A single score on a project or essay as-
signment, for example, provides little information to the student. The stu-
dent, in turn, is likely to react with increased anxiety because no way has
been provided to learn from his or her mistakes. A better approach would be
for the instructor to conduct separate analyses and assign multiple scores for
diferent aspects of the project or essay (e.g., organization, theme, use of re-
sources, grammar, etc.). In this way, students can gain mon:um:ﬁ.m from what
they have done well and attribute poor performance to specific problems
that can be corrected.
ogsnmzm Satisfaction. Keller (1987a) again suggested three n&mmo:mm of
sirategies for generating learning satisfaction, which correspond with nata-
"2 consequences, positive consequences, and equity-
"y Opportunities to use newly acquired skills or kno
s allow for the natural consequences of learnung. tod
“MMMM teacher might suggest to students that ?“%wﬁ%m%ﬁfﬂ?@
i gy s 25 @ means of practicing newly aCqUIRE U o pecifica-
tiong mﬂmm::m nstructor might QuERTg s “Eqm students compare
b led for in a completed contract, w:m then ol kinds work well
b 6 18NS to what was actually used. Simulations Ot ‘hich students can
mhxﬁww“ﬁ aPpropriate learning environments within wiiEh>
-world problems.

wledge in meaning-
o, for example, an

wledge readily

leng m,& indicated earlier in the chapter, not all mf_zm ‘oq.rwgm”ww“mmw skills or

*Mselves to immediate application. Sometimes. p.c". e they become

ledge must accumulate over a long ﬁmm,&.wmwa :nterest in B3¢

matively, some students may have f0 PP R0 rece sifu

0, the c“..a M_w?«om._wm to meet woBm.my.»m,ﬂ.w_. ﬁmﬂ%mﬂwm»%. _.u..mw?.m.r ﬂ
o positive consequences, such & g

2l . o igfacti

T Svmbol; o tive in geneTating g aeencd
Wiluge. o C @wards, may be effective ing £ETR.
Wiy o =

Seful, e
et byt

.&.—.ﬂrﬂﬂ.\nﬂ

i 1 e S
%ip) of a training workshop, for examp* ?, M,,
T AqWard parsi . s of achievemERh |,
“a ¢ Participants with certificates Of 8% ., w5 chat P*
i i and important point,” wrote Keller 27 o make Comy

00K at ppy., . : g tens !
f€Wards in isolation” (p. 6). Rathet o)

sple 80
3 J.r!.ﬂr)
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between themselves and other ﬂ.aom_c going ”.Eccmr the ._mm_.a:m eXPperience
with them. Satisfaction with a particular %Em@mﬁm:" might be dimmeq by
the observation that everyone else ﬁoloﬂj.ma just as well or jumzmq. I can re.
member the first footrace [ entered after having taken Up running. It was ep;.
nently satisfying to actually finish the race, but even more so t

0 finish in the
middle of the pack and not last, which I had feared would happen.

Ways to handle equity, according to Keller, include ma
_m»a:m.oczoamm are consistent with the e
outset of learning and maintaining consistent standards and consequences
for task achievement. To revisit the running example, a colleague of mine
did, in fact, finish last in his first footrace. But he derived great satisfaction
from this accomplishment anyway because his only goal (and expectation)
concerned running the race from start to finish at his own pace. Obviously,

maintaining consistent standards throughout a course or training experience
is essential for learners to feel that they have been fairly and equitably
treated.

king sure that
xpectations established at the

Summary. Table 9.4 presents a summary of the components of motivation,
as proposed by Keller, along with strategies within each component that can
contribute to the process of motivating learners. Recent studies of the ARCS
model and its application have provided some interesting findings. First-year
elementary school teachers, for example, used strategies in all four categories
of ,\»zmw. but those pertaining to relevance bore the strongest positive relation-
m:_m to on-task behavier (Newby, 1991). In other words, “those classrooms in
which Eﬂm Was a higher incidence of giving reasons for the importance of a
task orin which students were €ncouraged to relate the task to their personal
Experiences showed 5 higher rate of oz-gmrvmrme..,on:AZmS.UKEﬁ%._cov.

O”s?m other hand, satisfaction strategies having to do with rewards and
Punishments produc m:o:E:ros-ﬁmmrvm:m,wmo_‘.

Zoa,ﬁ:,_ mam:mmm».:,m no:.E il
ment course M A messages based on ARCS were tested in a staff deve ,.%:
and found g, Of professionals from the Mozambique Ministry of ma:nn_wwg
Likewise Evaw_E.d{,mmmﬁ‘30:.590: in the course (Visser & Keller, # Qr_
msrmnn_s,m mqgs‘ﬂm:um:o: of college learners increased when relev m:m.
) mcwmwso”m_ﬂ e beeyPedded in instruction (Means et al. Eéai
the Motivatigna| ave been made to use ARCS as the basis for determi ) in-
COrporate it jnty, needs of adult learners (Bohlin & Milheim, 1994) and ¢
g Instructiona] design models (Okey & Santiago, Hof.y 2
Particular Motivational strategies might be most effectively ¢

discussed in the next section of the chapter:
The Procegs of

_Soz<mmo=~_ Design
an
rﬂo”ﬂi o the scenariog with which this nrmﬁ%—,mwwm:m.
atever questions would help clarify his cont

ck for a
Sean ag
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z:::% ww

£94 Instructional Strategies for Stimula ting Motivation ass§
TABLE®

uggested by the
\RCS Model

. 0
”M““__._mﬂ,“”.“.m : Corresponding Strategies
(aining and * Capture students’ attention by using novel or unexpected
qustaining approaches to instruction
sHention e Stimulate lasting curiosity with problems that invoke
mystery.

* Maintain students’ attention by varying the instructional
presentation.

Enhancing * Increase the perception of utility by stating (or having the
rievance learners determine) how instruction relates to personal
goals.

* Provide opportunities for matching learners’ motives and
values with occasions for self-study, leadership, and
cooperation.

* Increase familiarity by building on learners’ previous
experiences.

ulding * Create a positive expectation for success by making clear
riidence instructional goals and objectives. Alternatively, allow
learners to set their own goals. .

* Provide opportunities for students to successfully attain
challenging goals.

* Provide learners with a reasonable degree of control over

Cene their own learning.
éur.“”__“w * Create natural consequences by ﬁzﬁi__:m learners with
OPportunities to use newly acquired skills. .

* In the absence of natural consequences, use positive
consequences, such as verbal praise, real or symbolic
awards.

* Ensure equity by maintaining consistent standards and
Matching outcomes to expectations.

.W:Q wO_Q”._

ski Crs o
Mn__hm. Eoc_aowrﬂm Wo Camouflage training interested mbm eager :“ Mnmm_” %w_mm
35” a:;mﬂm is mSaM a focus of attention in this chapter? Of QME&MnOBm ncz‘-
ia: .m_.SE rosl - 5.2 motivation is a problem do 2,. Vs
foy :5: 1s mcmv e Mmo?m It—how to motivate learners. ﬂ.rm sa S T O,
azzn_ﬁmcma qmmmm that Motivation will be a problem, i.e., fw, el

{0 gy 7€ expected to be uninterested, fearful, or § 1
arn. The

N ins with
motivational design process, theretore, begi
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8:&%3:::om_232.mrmzn_m:m:nm\oqs.rmﬂKm:mwﬁomwvvnm:m audience
analysis

Step 1: Analyze the Audience.  Who are your _m,m“.smqm.w How likel
to be interested and ready to learn what you wish to teach? Befo
decide how to go about motivating learners, you must have some idea as tg
what motivational problems you are likely to face. Keller (1987b) recom.-
mended developing an audience profile using the ARCS model in order to
identity any gaps in motivation. He noted as well that ov

as much a problem as undermotivation. For ex
know it all already (i.e., is overconfident)
and make more mistakes as a conseque
be a disruptive influence, dive

Y are 92
T€ you can

ermotivation can be
ample, a person who claims to
is likely to pay little attention in class
nce. Such a person might also prove to
rting other students from assigned tasks.

An audience profile also helps you to determine when motivation is
not a likely problem. Where learners are m_qﬁaw motivated, it is neither nec-
essary nor desirable to add motivational strategies to the instruction. Imag-
ine your irritation when a nds significant time telling you
how valuable the know just what you want out of
it. Similarly, mputer software) in which “bells
purposes may only annoy their

n instructor spe
course is and you already
mediated materials (such as co
and whistles” are used for motivational
users, who want to “get on with it~
Conducting an audience
audience members in each of t
involve a “best guess” estima
ers. In some cases, howeve

analysis, then, requires rating the attitudes &

he categories of ARCS. In many cases, this will

te based on past experience with similar learn-

_ . Keller (1987a) suggested that it may be advis-

mEm to conduct intery s with members of the target population. This

might be true, for example, in a situation in which one has no knowledge
whatever of the learners on which to base an estimate
In order tq acqu :

lew

. ire a sense of the audience analysis process, consider
the mo_,os._:m hypothetical cases, o
Case 1
A course n

education is re . rtification i
quired of all persons seeking teacher ce
0st of the stud 4 Sxing

3 : s s . oring
in one of the te €Nt are upper division (junior, senior) and 0 ome
oo &WGJ teacher education areas of concentration. A few mncnm:mw M s
"INES outside edy d faile
. X Cation, e n an
teacher certification e and a few have already take

the state. M

vrokh -
Hypotheticy Analysis

Attention

Initiajly low. g4
for being low-le

. tion
ucation courses have a nmﬁ:%w

e
vel and boring. Also, since

o there
uired, students are likely to be ther
because they

to be

COurse ig req

, want
¥ have to be, not because they wan

|
|
|
|
{
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Relevance

Confidence

Satisfaction Potential

Case 2

Carning 341

Moderate to high. The goal of the

skills assessed by the teacher test. Therefore, most
students will see the relevance of this course for
meeting their certification goals.

course is to teach

Variable. The education students will view this
course as similar to others in which they have
already been successful. They will therefore be quite
confident in their ability to do well. Students

from other disciplines, or students who haye
already failed the teacher examination, are likel vio
have genuine concerns about their ability to learn

the skills necessary to pass the certification
examination.

Moderate to high. As long as students find
something useful in this course, something that
enables them to be effective teachers and makes it

likely they will pass the teacher test, they will feel
satisfied.

.> _:msnw course is offered to farmers in an underdeveloped nation. The course
s offered in the e

vening and populated by both men and women from the ages
of15to 61, None

va&rm:.ni An

Attention

xm_m,‘mznm

nc_::amﬂnn

Sas,
imnccs vo?.::m_

of the students knows how to read.

alysis

Variable. Because this is a volunteer audience, the fact
that they have come at all indicates some _n..,,m_ of
attentiveness. However, since they are coming m._.oE
work and are undoubtedly tired, they s”._.__ require
changes of pace and participatory activities to keep
them attentive.

. " ‘jew literacy
Initially low. Participants are unlikely to f:q,“__wp_q”rm..
as something meaningful to their lives, mvvmr._ vwc.....
older ones who have survived without knowing
to read.

Initially low and probably variable. Z_.w& c.m ”Mwam_
participants have probably had little, i mnwr* s
schooling. Thus, they will be uncertain a

ability to learn to read.

2 teracy
Positive. If participants can be show m_ ”R“ ﬁ:m. )
is a means for them to take 2:.53_ o ”c read 18
then they will feel the effort of learning
worthwhile.
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It should be obvious that both analyses rely upon assumptions mad

the learners in each case. If different assumptions are made, or if owrm about
acteristics are known about the learners, then the resulting mrm_ ses mmn_w_av
to be different as well. You may find it useful to imagine what Mo: :M_%m;
ers would yield high or low ratings in each of the ARCS categories w% earn-
ple, in what situations might learners have an especially low m.m:mmmst.
Potential but adequate ratings in the other three categories? When mi rm“nz_do_:.
have low Confidence but high ratings in other categories? And so o:m .

Step 2: Define Motivational Objectives. From the audience profile, a
teacher or instructional designer can determine what motivational :mm&
..,x_.fv» and therefore what motivational objectives should be set. In both hypo-
thetical E,mm! for example, learner attention and confidence are at levels
?.EE optimum. These are areas, then, that can be targeted for motivational
design. Objectives need not be written, however, for satisfaction, since this
mroéﬁ high potential in both cases. .
e __L.r.a other types of instructional goals, motivational objectives should
¢ written from the learner’s perspective. That is, what change in i
wz.ic:.:m:am = m:.::ac is to be expected from achievement of this mcm__wmw\
or example, an objective for confidence that might be written for Case21s:

D. 10117 " . o . - N /
:q,:n__ua:? will indicate greater confidence in their ability to read by
trying the read-aloud activities in class.

Or, an objective for attention that might be generated for Case 1is:
: . . v Nﬁl
Students will indicate a higher degree of attention in class by partic’P
ing in large group discussion and debate.

_>u you can see from these examples, the attainment of many mOH%  can
_,rmen:s,\,nm can be assessed by direct observation. Most instructors: fact,
.ﬁrm w_w M“W”Ma mmﬁ:.nc_mq Sh:.m«‘mmo:m_ strategies have had i
self-report B_.._v.ﬁ mv.\ have with students in class. In some situa el
jective rm(dﬂ_w:_.mv may be useful for determining S&m%ﬁ‘ pc nat ical
St worl ,..%: met (Keller, 1987b). For example, vm_.:n_ﬁm:ﬁmh these $
has been ; Shop S_WE be asked if their confidence in mﬁﬂ_v::m

nereased, or if they found the workshop worthwhile-
Step 3: Desi

Strategiee o1 @ Motivational Strategy. In this step, specific T\ pcs a

mc:n.mw M are selected and integrated into instruction. Keller's

mwwo,,a.,mm, M\Mﬂm: obvious guide to this step, because there mm_.m%
Ith each of the four motivational non:ﬁo:m:ﬁm rm_.m»cm tail®

However .
- these strategies are rather general in nature and M
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fo the characteristics of the target learners and the subject matter being
taught. Under attention, m.oﬂ mx.m:dﬁ_m\ a strategy used to stimulate an attitude
of inquiry would be quite different for college students in an education
«urse than for adult learners in a literacy class. Likewise, what tasks might
be considered challenging would be quite different in the two cases.

Keller (1987a) recommended brainstorming many different ideas for
accomplishing motivational objectives and then selecting those that might
best fit the students, the style of the instructor, and the content and format of
the instruction. Other factors, such as time and available resources, must also

be considered.

Step 4: Try Out and Revise as Necessary. The final step of the motivational
design process calls for the teacher or instructional designer to try out the
strategies selected in the previous step. This might occur in a field trial of
the instruction prior to its actual implementation, as in the formative evalu-
ation of a course, workshop, or set of instructional materials. More likely,
fowever, it occurs in the natural implementation of the instruction, as when
#feacher meets her class and begins the school term. What is important
bout this step is that motivation should be thought about separately from
%_i aspects of instruction (Kefler, 1987b). The instructor mrc:“.m attempt to
?M_,.M_:ﬁ. to what effects the motivational m:mﬁmwmm are rmm,_:m\mm.hmm.“
sé:» or undesired. Then, if the strategies are failing to Pro uce

w: MVQ can be revised or replaced. ke

me cases, revision of the motivational design!

e the audience profile is faulty. In hypothetical Case 2 for ﬁﬁwﬁ
theiy :mm:? may already be aware of the important _”o_m _:m_‘mﬂ ance of the

ves. If that is 50, then a comment or two to confirm the relev

Mater; ish relevance.
. al can r y Lo i d t S:&_G: re

epla ;es ; designed t0 . f
J_s__&_ﬁ ce exercises or activities 4 tacted, o_ﬂmapmﬁmamm

Yence different instructional methods might be s€ d to be attentive:
When _:i activities designed, for students who are found 10
W attention and interest were expected.

also warranted be-

moti vational

n 9
Y- Table 95 displays a summary of the s in Table 9.3,

u_wu ) ) . m&
Provi vn_. O%ss which, together with the strategics i Bm”Nm:mQ. . s
for m::m:m%:mqm and other designers of instruction with X

“INg motivation, Keller (1987b) also reminded us:

nu:
Pn pg
-TS( = g 2
nal experiences while using his model:
Afte
“aer
than .m:\ we have been consumers of instructio” _
Ve care to any examp some forma
Mo, remember. We have seen man) bined with

Yating ine : 2 , com
kngy,., B Mstruction. This personal r:Cnsv_w%nm“m for motiv

led : .
be Powe Mm of motivation and a systematic F 1 appedl of ins
ul tools in improving the motivationa! 2
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Keller's Motivational Design Process

TABLE 9.5

o the audience and develop a motivational profile based on ARcg

Step 1: AnalyZ

A—initially low
R—moderate to high
C—variable

g—moderate to high

Example:

PR RIOBN S i

Step 2: Define motivational objectives based on the audience profile.

1. Students will indicate a higher degree of attention in
class by participating in group discussion and debate (A).

7. Students will exhibit greater confidence by setting and
pursuing their own goals for an application project (C).

Example:

R R AT 2
e it into instruction.

AR5 B s e SR

Step 3: Design a motivational strategy and integrat

1. Plan debates and discussion to be interspersed with
lecture. Select media to accompany lecture (A).
2. Set up the structure for a self-study project (C).

Example:

Step 4: Try out and revise the strategy as necessary.

Not enough direction given for the self-study project.
Student still anxious, lacks confidence in ability to complete
it on time. Therefore, provide more direction by breaking
the project into more manageable subparts.

Example:

Motivation and Self—Regulution

in “Kermit and the Keyboard”
3}12 [:“::V“f‘l;(p}o evidence of both intrinsic motivation and st?lf'fegu[an?‘r—:
have de.’cidoo; :r;f‘l*t"and the Keyboard.” An unmotivated Kermit .wouyt‘\‘ﬁ‘
directed beha\}i )t d}in - skill by himself. Instead, we can se¢ highl 13?:%
brings out of s‘t(o‘;q Yt“rr\mt purchases a keyboard with particular caP‘?;‘_‘;";Si
music fake b(x;wkﬁ‘ M ;ﬂmtt music instruction books, buys some a~deIl ~uxh.ﬂ
he has high solf i, BN t0 systematically self-instruct A
to play tfw k(‘\vhoalrcc;c'\[- liOr this task, or a strong belief in his a
strument b\‘fo;‘o he l- ‘ e th‘(?ugh he has never played this
+ e was previously successful at learning t© P

127

pility '
jeulal =
Part X ¢i{‘.l"'

h). clat

o
;a?acﬂita tng
His hig*
forts, €VET )
exper JEnCES |
pafﬁmlar. e
mistakes 111
stops playins
ular song-
Kermit ¢
4 distal and 8
set more pI'OX
ular songs he
oriented, mak
does not worT
only on what |
Kermit p
ing {e.g., prac
slower tempo
lar sections of
plans in light .
derstanding a
or goes on-lin
cvele—self-ref]
might see it in |
sess]
moreotr}in}-{t; 3
e
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xophone i be; amfnggsﬁmem enough to p ay in

A Guch enactive MASLEry experiences are g . - ) MPhony ang
DI asitive self-efficacy. MOt powerfy| type
f;,lt‘,cillt‘l ioh self-efficacy makes it likely that Kermit w; -
: he face of difficulty. We do see, however
o ave an adverse effect on Kermit's motiv;a

riences tio
" gences have = L ‘ : N to lear
! ular SONGS: He forsakes those on which he continyes to maketo -~
favor of those with which he is more successfyl Likew-mat;l)’
: ise, he

'."”

evidence that failure

Jistakes in
[" pla
1y SONE:
r;\ t‘:ﬂit demonstrates many competencies of self-regulation. He has set
caland general goal—lggrmng to play the keyboard—but he appea;g to
S 10re proximal and specific goals as well, such as making a list of pal:tic—
Jrsongs he would like to learn to play. His goals are very much mastery
nted, making them learning goals rather than performance goals. He
‘esnotworry about how his playing compares to that of others but focuses
oy on what he needs to do to improve his own skills.

 Kermit plans particular activities that he thinks will facilitate his learn-
1 leg, practicing exercises as well as working on songs, practicing at a
awertempo and working up to the recommended tempo, reading particu-
xsections of the manual), puts those plans into action, and adjusts his
‘nsin light of his performance. For example, when he has difficul‘ty un-
itanding a feature of the keyboard he wants to learn, he consults his wife
*yes on-line to seek assistance. The third phase of the'self-reglllatlon
"le~self-reflection—is perhaps the hardest to detect in this story,dbut'wnel
"Mtsee it in Kermit’s contemplation about whether to join thehS.lmt Oa}]’ eljrn
*Sons. He considers whether joining the group will enable him

" than the approach he is taking currently.
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Motivation and Self-Regulation,
Theory :

prominent Theorists A.Bandura; J. M. Keller; P. R. piny

Schunk; B. Zimmerman fich; b iy

Learning Outcome(s) Goal-directed behavior
e
Ability to set goals, monitor progre

. " SS, a r
learning strategies to assure goal 4¢ Nd adijyg,

tainmen,

Role of the Learner Determine areas of interest and value

Appraise utility of learning strate
necessary adjustments to improv
process

Bles and my,
@ the learin,

Calibrate learning efforts with resuyjts
Enhance motivation with strategies that gain

attention, enhance relevance, foster confiq
ensure satisfaction

Role of the Instructor
€Nnce and

Provide opportunities for learners to set goals
determine learning methods, and self-apprai‘sé

Inputs or Preconditions to Presence and participation in a learning
Learning environment.

Not specifically addressed. Modern approaches 1,
motivation and self-regulation are consistent with ;
social-cognitive view of learning.

Process of Learning

Suggested Readings

Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W. H. Freeman ard
Company. ’

Boekaerts, M., Pintrich, P. R, & Zeidner, M. (Eds.). (2000). Handbook of self-regulation. New
York: Academic Press.

Schunk, D. H. & Zimmerman, B.]. (Ed ; . et
. » Do) ). (1994). —reo, d formanc
Hiillsdale, NJ: Exlbaumn. J. (Eds.). (1994). Self-requlation of learning and perf

Weiner, B. (.1992). Human motivation: Metaphors, theories, and research. Newbury Park, CA:Sa
Publications. ’

Reflective Questions and Activities

erlie the

1. i i
Consider what assumptions about knowledge and knowing may i hwhe!
ith W

concepti . T
eptions of learner motivation that are discussed in this chapter- W

struc

CH

e iswmoiu%“
O ence PP

¢ the ’-”nd.;”
enfff"’tcd P
Self or other
muﬁ‘"atmﬂ‘ k
of motivati”
might you ™
Review :"'{l’u"
fonal S
comp("wm.t
vating child’
Select a SCET
the situafior
mc,ﬁvatl()na‘
tive for stim

 Describe a l¢

efficacy. Fir
efficacy? W
exhibit? The
more efficac



