Chapter 4: Motivation and Self-Directed Learning Are Important Aspects of Achievement
Over the course of students’ K-12 educational experience, they will have hundreds of interactions with teachers and many opportunities to learn new information.  These early learning interactions, of course, play a major role in what students know, but perhaps even more importantly, they influence the development of students’ motivation to learn, curiosity, and sense of efficacy or competence.  In the long-run, these attributes contribute to the development of learners who assume control over what they learn and do so with a strong desire toward understanding what they learn.  How does a person develop into a motivated learner? What role does schooling play in this development? What theories can explain the development of motivation and self-directed learning?  Before delving into the answers to these questions, let’s first examine a couple of classroom situations.

Ms. Cappen’s Second-Grade Classroom
Ms. C.:  Okay students, please take out your math book, a pencil, paper, and your calculators. Turn to page 46 and work through sample problem number 1 and then do problems 1 through 10 . . . [walking toward James and in a soft voice] . . . James, do you need a pencil?

James:  No, Ms. Cappen.  I have one, but do we have to do these silly addition problems again?  I have been doing these forever.  I hate doing them every day! 

Maria:  Ms. Cappen, I need help. 

Ms. C.:  Yes, Maria.  [in a soft voice] What is the problem?

Maria:  What do you do when there are too many numbers?  I keep getting confused.

Ms. C.:  Maria, would you like to work on the assignment with James?  He is very good in math and would probably like to help you. 
Maria:  Is it okay?  Will I still be able to earn my points for completing my assignment if he helps me?

Ms. C.:  Yes, Maria, of course, as long as you put in the effort to understand the problems I think you should be rewarded. . . . James, please bring your book and chair.  I need your brain!

James:  Good!  My brain is on the way, Ms. Cappen.  Where is it going?

Ms. C.:  On a math trip with Maria.  If you both work together on the assignment, you can each earn math points today.  I know you are not excited about these addition problems, but Maria needs your assistance.  Please be a good helper and help her remember the steps in solving these problems. 

James:  Okay.  This is better than working alone. I can help Maria and she can even have my points!

Ms. C.:  Thanks James, but even if you don’t want the points, Maria can only earn her own points. . . . [smiling and with a little chuckle] You’re being too generous with my motivation points!

Mr. Guy’s Eighth-Grade Science Class
Mr. G.:  Remember students, the exam will cover the last three chapters on the cell.  You all should have a detailed knowledge of mitosis and meiosis, and be able to sketch the process of cell reproduction
and division.  The exam will be on Thursday and is closed book.  Any questions?  Hearing none, I recommend you use the last 10 minutes of class to get organized for the exam.

Dustin:  What do you guys think, is Mr. Guy going to make the exam tough?

Emily:  For sure.  Every exam he gives is a real killer to me! They’re always long and cover so much stuff.  I never come close to finishing.  If he wasn’t our coach, I probably wouldn’t even try to finish his exams.

Mitch:  I agree.  The subject sucks, but Mr. Guy is cool.  In addition, my dad would probably kick me if I didn’t get at least a B in this class. So I have to do well.

Dustin:  I didn’t mean to get you guys all anxious about the exam.  Even though all Mr. Guy’s exams are tough, they are fair.  If I study, I will do well.  I feel confident of that.  My challenge is finding the time to study.  Wow, it is less than two days from now! 

Emily:  Yeah, only two more days of waiting for a death sentence in science.

Mr. G.:  What’s this I hear about a death sentence in science, Emily?

Emily: Nothing, sir.  I’m just not very lucky when it comes to your tests.

Mr. G.: Luck really doesn’t have anything to do with it.  Studying does!

Mitch: You’re right Mr. Guy, studying is the answer.  So I guess we better start studying, right Dustin?  Right Emily?

Mr. G.:  Good, Mitch.  Try to psych these guys up and help them find Big Mo within.  Especially Emily.  She could use your best motivational speech and a study buddy.   

Dustin:  Study buddies, that’s a good idea! Let’s get together after school for a review session.  I’ll bring my notes and our previous quizzes.  Mitch, you bring some treats for all of us to eat. Emily, you are responsible for keeping it fun, but focused!
MOTIVATION: MEANING AND MYTHS

 Both Ms. Cappen’s and Mr. Guy’s classrooms characterize some of the daily motivational challenges students and teachers must deal with to achieve success.  When parents and teachers ask about motivation, they often want to know what causes one student to act highly motivated and another in the same class to be totally unmotivated. To answer this question, we must first define motivation, a central construct in both educational and psychological research for the past sixty years and part of several theories of human development.  Motivation is an internal state that arouses us to action, pushes us in particular directions, and keeps us engaged in certain activities.  Learning and motivation are equally essential for performance; the former enables us to acquire new knowledge and skills, and the latter provides the impetus for showing what we have learned.  In general, more motivated people achieve at higher levels.  Motivation appears to affect learning and performance in at least four ways:

1.  Motivation increases an individual’s energy and activity level (Pintrich, Marx, & Boyle, 1993).  It influences the extent to which an individual is likely to engage in a certain activity intensively or half-heartedly.

2.  Motivation directs an individual toward certain goals (Eccles & Wigfield, 1985).  Motivation affects choices people make and the consequences they find reinforcing.   

3.  Motivation promotes initiation of certain activities and persistence in those activities (Stipek, 1988).  It increases the likelihood that people will begin something on their own initiative, persist in the face of difficulty, and resume a task after a temporary interruption.  

4.  Motivation affects the learning strategies and cognitive processes an individual employs (Dweck & Elliott, 1983).  It increases the likelihood that people will pay attention to something, study and practice it, and try to learn it in a meaningful fashion.  It also increases the likelihood that they will seek help when they encounter difficulty.

The concept of motivation has been subject to some myths that can lead to inappropriate educational practices.  For example, failure is a good motivator.  Experience may be a valuable teacher and we all can learn something from our mistakes, if we listen to feedback.  But chronic failure often begets more of the same, unless a better way is substituted.  Success, even a small success, is a more potent motivator for most students.  Another example of a myth is that teachers motivate students.  Realistically, the best that teachers can do is make conditions for learning as attractive and stimulating as possible and by matching tasks to student ability.  By doing so, one can encourage students’ self-motivation.  A final common myth is that threats increase motivation.  By using the threat of low grades, retention, and parental notification, some teachers believe that they motivate students.  Although such stern measures may result in some short-term improvements, in most cases they have been shown to be counterproductive. 

Another aspect of motivation often discussed when educational practices are of concern is the relative importance of intrinsic and extrinsic motivation.  Intrinsic, or internally oriented, motivation means that students themselves demonstrate the desire to learn without the need for external inducements.  James, in Ms. Cappen’s class, and Dustin, in Mr. Guy’s class, both primarily appeared to be intrinsically motivated to achieve.  James did not seem interested in earning motivation points, he was energized to do the math assignment only when he was given the responsibility of being a helper.  Dustin showed signs of confidence in his ability to deal with a science test and exhibited leadership in organizing a nonrequired study session.  These are indicators of self-directed learning and competencies of an intrinsically oriented student.  Obviously, this is an ideal state that can result in considerable learning and a minimum of discipline problems.  This ideal state of intrinsic motivation, however, can be elusive for some students.  Consequently, marks, prizes, and other tangible rewards have been used to influence some students’ behavior.  If students respond to these external inducements, they are said to be extrinsically motivated.  In reality, the intrinsic-extrinsic dichotomy is false; rather it is more accurate to say that students are primarily intrinsically or primarily extrinsically motivated to learn.  There are always consequences extrinsic to students that may influence their efforts.  The long-term desired goal of most parents and educators is to see a student develop into an intrinsically motivated learner.  That is, they want to see students who are self-directed, who initiate and maintain interest in what they are learning, and are genuinely pleased when they finish their work. 

If you were asked to provide a list of highly motivated individuals, the chances are that your list would include the names of some great athletes. These gifted people did not arrive at their present lofty position by ability alone.  Talent plus dedicated determination helped them to achieve their “world‑class” accomplishments.  Psychologists are convinced that today’s great athletes have not yet reached their physiological limitations and that any restraints on performance are psychological.  In their efforts to help athletes to overcome these restraints, sports psychologists have devised techniques that can help not only athletes but also classroom teachers. For example, runners are urged to imagine the noise of the crowd, the sound of their own breathing, their position at the starting line, the starter’s gun, their first steps, the encouragement of their teammates, and the feeling of the track under their spikes.  They are likewise directed to see themselves crossing the finish line first and receiving a victory medal.

The intent of the sports psychologist is to produce in the athletes a feeling of their own competence, which is a strong motivating force.  That is, not only can they do it, but they want to do it. Similar techniques can be effective in the classroom. It is entirely possible that if you match a task with a student’s ability, having that student imagine successful performance will produce more effective behavior, which then will aid motivation for the next task.  For example, urge students to picture themselves studying.  Then have them visualize understanding the material.  Finally, have them see themselves in the classroom, relaxed and ready for a test.

Will students learn even if they are poorly motivated?  They will learn something, but will they learn what we want them to learn?  Everything that we know about learning indicates that if motivation is faulty, learning will suffer: attention will be limited; behavior will not be directed at objectives; discipline may become a problem; learning will go awry. Although it is relatively easy to describe motivated individuals, it is difficult to specify just what motivation is.  When you are motivated, or when you see your students motivated, you usually can discover what conditions caused the behavior. Something acted on you, or your students, to produce a certain kind of behavior, which was maintained at a certain level of intensity, and which was directed at a definite goal.  Thus, motivation arouses, sustains, directs, and integrates your behavior.  For example, one of your students may have been promised a ticket to a rock concert for passing an algebra course. You wish a good grade in your educational psychology course so that your transcript will be attractive to a future employer.  In both examples, a certain type of behavior was aroused and maintained long enough to achieve a specific goal.

THEORIES OF MOTIVATION: EXPLANATIONS OF MOTIVATED STUDENTS

Since motivated students are obviously the most desirable to teach, it is well worth the time and effort for teachers (and future teachers) to learn as much as possible about motivation.  One way of coming to grips with the nature and meaning of motivation is to examine several motivational theories.  Motivation has been a central construct in both educational and psychological research for the past sixty years (Weiner, 1990) and has roots in the work of developmentalists like Piaget, Erickson, Maslow, and Bruner and learning theorists like Bandura and Skinner.  It has always been tied to learning activities and often inferred from the outcomes of learning. Early motivation theorists in the 1940s (such as Hull and Spence) focused on hunger and thirst drives or sexual stimulation (Freud).  Efforts to apply the results of motivational research to education produced a greater emphasis on the cognitive aspects of motivation.  Thus today, a cognitive emphasis with a focus on the self‑system dominates motivational theory and research.  For example, causal attributions, self‑efficacy, learned helplessness, test anxiety, locus of control, competitive versus cooperative activities, and intrinsic versus extrinsic rewards are all used to explain human motivation (Schunk, 1990) and are examined in this chapter.  Although there are numerous theoretical explanations of motivation—biological, learning, cognitive—we shall focus on theories that have direct classroom application.  If you grasp the meaning of these motivational theories and related key concepts, you will be in a much better position to understand motivation, or its lack, in your individual students.  A good beginning for acquiring an understanding of students’ motivation and objectives is to examine the needs hierarchy of Abraham Maslow.

Maslow’s Needs Hierarchy and its Application in the Classroom
One of Maslow’s (1987) most famous concepts is that of self‑actualization, which means that we use our abilities to the limit of our potentialities.  If we can convince students that they should—and can—fulfill their promise, they are then on the path to self‑actualization.  Self‑actualization is a growth concept; students move toward this goal as they satisfy their basic needs.  It is movement toward physical and psychological health.  Growth toward self‑actualization requires the satisfaction of a hierarchy of needs.  There are five basic needs in Maslow’s theory: physiological, safety, love and belonging, esteem, and self‑actualization.  Those needs at the base of the hierarchy assumed to be more basic relative to the needs above them in the hierarchy.

1.  Physiological needs.  Physiological needs, such as hunger and sleep, are dominant and are the basis of motivation.  Unless they are satisfied, everything else recedes.  For example, students who frequently do not eat breakfast or suffer from poor nutrition generally become lethargic and non‑interacting; their learning potential is severely lowered.  Note that this is particularly true of adolescents who can be extremely sensitive to their weight.

2.  Safety needs.  These needs represent the importance of security, protection, stability, freedom from fear and anxiety, and the need for structure and limits.  Any of your students who are afraid of school, of peers, of a teacher, or of a parent’s reaction have their safety needs threatened, and these fears can affect classroom performance.

3.  Love and belongingness needs.  This category refers to our need for family and friends.  Healthy, motivated people wish to avoid feelings of loneliness and isolation.  Students who feel alone, not part of the group, or who lack any sense of belongingness usually have poor relationships with others, which can then affect classroom learning.

4.  Esteem needs.  These needs encompass the reactions of others to us as individuals and our opinion of ourselves.  We want a favorable judgment from others, which should be based on honest achievement.  Our own sense of competence combines with the reactions of others to produce our sense of self‑esteem.  As a teacher be sure to provide opportunities for students to satisfy this need; help students to achieve and receive deserved reinforcement.

5.  Need for self‑actualization.  Here Maslow was referring to that tendency, in spite of the satisfaction of lower needs, to feel restless unless we are doing what we think we are capable of doing. Encourage your students to recognize their potential and guide them into activities that will enable them to feel both competent and fulfilled.

Examining Maslow’s hierarchy, you can see how a deficit in any one need category will affect student performance.  Hungry students, for example, usually are not scholars; their hunger overwhelms all other concerns.  Similarly, fearful students (for whatever reason) may find it difficult to concentrate on their studies.  Those students who feel rejected and isolated may refuse to participate fully in your class activities.

Students -- and all us -- need to feel that we are worthy of respect, both from ourselves and others, a respect that is based on actual achievement.  Finally, unless students believe that they are doing all that they could be doing, they will be plagued by feelings of restlessness and even discontent.  As you can see, Maslow’s remarkably perceptive analysis of human needs furnishes us with rich general insights into human behavior.  His work has many aspects in common with the social-emotional developmental framework of Erickson (1950).

Bruner and Discovery Learning in the Classroom
In his classic book, The Process of Education (1960), Bruner stated that any attempt to improve education inevitably begins with the motives for learning.  He asked: What results from emphasis upon examinations, grades, and promotion? Does it intensify motivation? How intense should motivation be? Bruner believed that there is some ideal level of arousal between apathy and wild excitement, since passivity causes boredom while intense activity leaves little time for reflection and generalization.

One possible solution is Bruner’s notion of discovery learning, which has captured many educators’ imagination with its insights into classroom motivation.  Arguing that discovery is rearranging or transforming evidence so that one goes beyond the evidence to form new insights, Bruner stated that discovery proceeds from the well‑prepared mind.  Encouraging discovery causes students not only to organize material to determine regularities and relationships but also to avoid the passivity that blinds them to the use of the information learned.  The result is that students learn to manipulate their environment more actively and achieve considerable gratification from personally coping with problems.  We know that students like tasks that permit them to respond actively by interacting with teachers or with each other (Brophy, 1987).

Bruner emphasized that the goal of discovery learning is to have students use their information in solving problems in many different circumstances. One of Bruner’s basic assumptions underlying discovery learning is that individuals behave according to their perceptions of their environment. That is, students see meaning in knowledge, skills, and attitudes when they themselves discover it.  This is similar to some of Vygotsky’s notions about language learning and Piaget’s emphasis on active learners.

As we have emphasized in preceding chapters, the challenge for a teacher is to arrange classroom materials and activities so that students learn with a maximum of personal involvement and a minimum of teacher intervention.  Try to make the material you’re presenting as personal, concrete, and familiar as possible.  Relate the material to their personal experiences, use anecdotes, and show how the material applies to their lives.

Students will always have mixed motives for learning.  They must please parents, impress peers, and acquire mastery.  But how can you help your students to appreciate the world of ideas for their own sake? One recommendation is to increase a student’s inherent interest by ensuring that you present ideas at their level so that they achieve a sense of discovery.  If you succeed, you not only teach a subject but also instill attitudes and values about intellectual activity. 

Finally, Bruner noted that knowledge of results (feedback, reinforcement) is valuable if it comes when learners compare their results with what they attempt to achieve.  Even then, learners use feedback according to their internal state, that is, their interests, attitudes, anxieties, and the like.  Information is least useful when learners are highly anxious or focus on only one aspect of a problem too closely.  For Bruner, information is most helpful when it is at the learner’s level and encourages self‑activity and intrinsic motivation.

Weiner and Attributions About Successor Failures
Even with a need to achieve, students will either succeed or fail.  As they do, they search for reasons for their success or failure -- they attribute their performance to a specific cause: the test was difficult; the teacher dislikes me; I’m good in this subject.  Your students’ attributions then serve as a guide to their expectations for future success or failure in that subject.  We are all similar in this respect.  If, when you are with a certain person, you consistently have an enjoyable time, then your expectation is that you will continue to have a good time in the future.  Students who consistently do poorly in a subject expect to continue to do poorly.  But before you can hope to have success in changing a student’s performance, you must know to what that student attributes subpar performance.

Attribution theory rests on three basic assumptions (Petri, 1991).  First, people want to know the causes of their own behavior and of others, particularly behavior that is important to them.  Second, attribution theory assumes that we do not randomly assign causes to our behavior.  There is a logical explanation for the causes to which we attribute our behavior.  Third, the causes that we assign to our behavior influence subsequent behavior.  If we attribute our failure to a particular person, we may come to dislike that person.  The student who believes that “no matter what I do, Mr. Smith won’t give me a good grade” will come to dislike Mr. Smith.

Attribution theory also relates well to the need for achievement.  Weiner (1990) believes that when achievement is aroused, we tend to attribute our performance to one of four elements: ability, effort, task difficulty, or luck.  Each of these elements is described next.

Ability.  These attributions of success and failure have important implications for teaching since students’ assumptions about their abilities are usually based upon past experiences.  It is precisely here that we find explanations for math phobia, reading problems, or dislike of science.  Students have a history of failure, and they often make the devastating assumption that they lack ability.  This tendency is particularly true if others do well on the task.  Once students question their abilities, this doubt spreads to other subjects and other tasks.  Soon there is a generalized feeling of incompetence that paralyzes initiative and activates an expectation of failure.  Schunk (1989), studying the relationship between self‑efficacy (that is, personal judgments of performance capabilities on any task) and learning, reported that students enter a classroom with aptitudes and experiences that affect their self‑efficacy for initial learning.  When successful, students’ sense of self‑efficacy increases, it in turn, enhances motivation.

Students who consistently question their own abilities pose a serious challenge since their history of failure and feelings of incompetence undercut motivation and learning.  Your initial assumption about these students should be that there must be something that they can do well.  Consequently, search for tasks that they can perform with competence and publicly reward them for their success.  Remember, avoid the danger of attributing their initial failure to a lack of ability before searching for alternate causes.

Effort.  Weiner (1990) also made the interesting discovery that students usually have no idea how hard they try to succeed.  Students (and all of us) judge their efforts by how well they did on a particular task.  Even in tasks involving pure chance, successful students believed that they tried harder than those who were unsuccessful.  An important cycle is thus established: success increases effort; effort produces more success.  The educational implications are real and significant.  If a skill is to be mastered and your teaching is consistent for your entire group, then student performance will vary because of motivation.  Here again we note the importance of ensuring success as a means of encouraging further effort.

Task difficulty.  Task difficulty usually is judged by the performance of others on the task.  If many succeed, the task is perceived as easy, and vice versa.  An interesting phenomenon can develop here.  If a student consistently succeeds on a task at which others fail, that student will attribute success to ability.  But if individual success is matched by the success of others, then the source of the success is seen in the task.  Weiner’s findings emphasize once again the importance of matching a task with a student’s ability, thus enhancing ability and increasing effort.

Luck.  Finally, if there is no tangible link between behavior and goal attainment, the tendency is to attribute success to luck.  Those students who have little faith in their abilities attribute their success on almost any task to luck, thus short-circuiting the motivational network just described.  Success in this case will not increase effort; lack of effort does nothing to bolster a belief in one’s ability, and tasks remain an overwhelming obstacle.

In applying his interpretation of attribution theory to the classroom, Weiner (1990) stated that there is a relationship among a student’s attributions (ability, luck, effort, task difficulty), the stability of the attribution, its resistance to extinction, and expectancy of future goal attainment.  Consequently, in achievement‑related situations, students experience both cognitive and emotional reactions such as the following:

“I just failed this exam,” accompanied by feelings of frustration and upset, such as the following:

A.  “I failed because I didn’t try hard enough,” followed by feelings of shame and guilt.

B.  “I just don’t have the right stuff,” followed by feelings of low self‑esteem, lack of worth, and hopelessness.

It is a complicated mixture, one to which you should be alert.  For as you attempt to help students, you must be aware of your own causal attributions.  It is quite easy to be deceived by a student’s apparent effort and assign higher ability to that student than warranted.  Students may also deliberately minimize effort to avoid the suggestion that they lack ability.

Examining the subtleties of motivation leads to the conclusion that certain motivational aspects involve learning.  Some motivation is learned: we learn to want definite objects; we learn to expect certain outcomes; we learn to fear certain things.  But the relationship between learning and motivation is bi‑directional -- new learning depends upon motivation.  Motivation is heightened for many students when interesting, new learning opportunities are presented.

As we shall see in the next section, learning theorists view learning quite differently, and their explanations of motivation reflect their beliefs about learning.  Among the most prominent of the learning theorists is B. F. Skinner, whose system is usually referred to as operant or instrumental conditioning.

Skinner and the Use of Reinforcers to Increase Motivation 
Skinner (1971) stated that if you ask people why they go to the theater and they reply that they feel like going, you are usually satisfied.  It would be more revealing, however, if you knew what happened when they previously attended the theater, what they had read about the play, and what else induced them to go.  According to Skinner, behavior is shaped and maintained by its consequences.  Thus, the consequences of previous behavior influence students.  There is no major internal or intrinsic motivational component in the process.  According to Skinner, motivated behavior results from the consequences of similar previous behavior.  If students obtain reinforcement for certain behavior, they tend to repeat it with vigor.  If they do not, students (like all of us) tend to lose their interest and their performance suffers.

Students should not study merely to avoid the consequences of not studying, which may be something aversive such as punishment.  Under aversive conditions students will engage in truancy, vandalism, disruptive behavior, or apathy.  How can teachers improve their control over the classroom and not abandon it? Skinner believes that the answer lies in the appropriate use of positive reinforcement.  Students are immediately encouraged upon giving correct responses and are not merely punished for incorrect responses.  Such students come to behave free and happy in the classroom and when outside school because they have established behavioral patterns that produce success, pleasant relations with others, and a deserved sense of accomplishment.  These behaviors have developed because a student learning to read has been reinforced when spoken responses to verbal stimuli are correct.  You are reinforced during a lecture when the words you hear or see correspond to the responses that you anticipated.  (Skinner believed that this is an important component in listening or reading with understanding.) If your students -- or you -- have been fortunate enough to have received such positive reinforcement, you can understand what Skinner means by self‑motivation.

Finally, in analyzing the relationship between positive reinforcers and motivation, Skinner stated that telling students they do not know something is not highly motivating.  Rather he suggested that you cover small amounts of material that you can immediately and positively reinforce. 

Use of reinforcement in the classroom has drawn a number of criticisms, some of which are legitimate, while others indicate a misunderstanding of behavior modification techniques.  The most common complaints about reinforcement, and one that is central discussions of extrinsic motivation, is that reinforcement is bribery.  Bribery, however, implies that the behavior being reinforced is somehow illegal or unethical.  To the contrary, the appropriate use of reinforcement in schools is designed to facilitate attainment of desired educational objectives, such as work completion, reading, and getting along with other students.  A second common complaint about reinforcement is that it develops dependence on concrete, external rewards for appropriate behavior.  This complaint is most often leveled by individuals who are strong advocates for intrinsic motivation.  This complaint can be countered in two ways: (a) behavior modification does not necessarily involve material reinforcers; social reinforcers, activities, feedback, and intrinsic reinforcers (e.g., feelings of accomplishment) are also effective in changing behavior and (b) reinforcement is often used only after more traditional methods of changing behavior have failed to increase the desired behaviors.  It is, however, legitimate to be concerned when a teacher or parent use extrinsic reinforcement to change a behavior that is already motivated by intrinsic reinforcement.  Such actions may undermine the intrinsically reinforcing value of that behavior (Spaulding, 1992).  In sum, reinforcement methods are probably best used with students who exhibit high anxiety about learning, poor motivation, or a history of academic failures.  Do not assume that young learners will need extrinsic forms of reinforcement and older students will only need intrinsic reinforcements.  Age is not the best indicator of who will benefit from extrinsic reinforcements; rather, success in achieving the desired behaviors is, and so expect young and older students who are struggling to learn to both benefit more from extrinsic reinforcers to facilitate their levels of motivation. 
Bandura and the Development of Self-Efficacy
The final theorist whom we shall consider is Albert Bandura, who has attempted to combine both cognitive and behavioral elements in his explanation of motivation.  Bandura’s social cognitive theory has particular relevance for motivation and self-directed learning.  Students who come to your classroom are all able, and some willing, to imitate.  A more permanent impression is made on students not by telling them what to do, but by setting an example for them.  Teachers should be models as much as possible since their behavior can be a powerful motivating force for student behavior.

Observation of a model can produce significant changes in your students’ behavior. Among these are the following: (a) an observer may acquire new responses; (b) observing models may strengthen or weaken existing responses; (c) observing models may cue the appearance of apparently forgotten responses. If modeling is to be a motivational force, then your students’ self‑knowledge is crucial.  Bandura (1986) believes that self‑knowledge is gained from information conveyed by either personal or socially mediated experiences.  There are four major sources of information available to students: performance accomplishments, vicarious experience, verbal persuasion, and emotional arousal.

1.  Performance accomplishments.  Bandura states that we acquire personal and effective information from what we do.  Students learn from first‑hand experiences how successful they are in mastering classroom challenges.  Their grades and the reactions of their classmates leave no room for doubt.  When we realize the validity of Bandura’s statement and combine it with conclusions from attribution theory, the necessity of arranging carefully planned schedules of positive reinforcement is clearly demonstrated.  Be sure that your students encounter challenges that they realistically have a chance of mastering.

2.  Vicarious experience.  This is Bandura’s expression for watching “similar others” perform.  If others can perform a task successfully, students usually feel more optimistic when they begin.  Unfortunately, the opposite is also true.  This source of information can be a major motivational device for teachers.  If you are aware of the modeling power of your behavior, you can use it to urge students to improve their performance.  You will also be more alert to the need to provide reasonable tasks for your class.  If students look around and see that everyone is struggling, many students will simply give up.

3.  Verbal persuasion.  Here Bandura means that students can be led, through persuasion, into believing that they can overcome any difficulties and improve their performance.  If you, as the instructor, are respected and admired by students, then your suggestions become a potent influence on your students’ behavior.

4.  Emotional arousal.  By this expression Bandura means that stressful situations constitute a source of personal information.  If students see themselves as inept and fearful in certain situations and with certain subjects, then the possibility of that fearful behavior appearing is enhanced.

The role of imitation in motivation and learning has direct classroom implications.  Students’ successful imitation of what they see and hear in the classroom is partially influenced by how you—the model—respond to them.  Effective modeling requires a learner to pay attention, show retention, and receive reinforcement.  That is, students must attend if they are going to imitate; they must remember what they have imitated if they are to reproduce it in the future; and their imitating behavior must have been reinforced for them to remember and later use.  We can thus conclude that students will imitate when you provide incentives for them to do so and when you attend to what they have done. 

Note the two‑way influence process described here.  Your students attend to and imitate you; you then attend to and reinforce them.  Imitative performance reflects not only the competencies of students but the reactions of the model (teachers).  If you respond equally to performances that are markedly different in quality, your students will not imitate successfully.  But if you attend to their behavior and reinforce them appropriately, they will accurately reproduce behavior.

As students grow older and move through the grades, their intellectual abilities increase and they become capable of delayed imitation.  They can witness a modeled performance and later perform that task without having practiced it.  If you recall Piaget’s theory of cognitive development from Chapter 1, the growth of cognitive structures permits students to cope with increasingly more abstract material, retain that material, conserve it, and finally use it.  If you now apply these concepts to Bandura’s work, you realize that your students can mentally rehearse what they view.  With this increasing cognitive sophistication, they will soon escape the limitations of direct imitation and form new patterns of modeled behavior.  This is especially true when students become comfortable with verbal symbols.

As we conclude a review of Bandura’s work that is relevant to motivation, remember that students who observe enthusiastic, knowledgeable teachers tend to imitate that behavior and become enthusiastic and knowledgeable themselves.  Thus, they appear motivated!

WHAT AFFECTS STUDENTS’ MOTIVATION?
As we have seen, several theorists have attempted to explain the nature of motivation with varying degrees of success.  In their speculations each of the theorists has had to account for those individual motives that influence behavior.  Given the importance of motivation to learning, it would be good for you to be aware of several of the most crucial of these motives.  Among them are anxiety, curiosity, locus of control, learned helplessness, self-efficacy beliefs, and students’ environments.

Anxiety
Were you anxious before your last exam? How do you feel when you must speak in public? Are there certain situations in which you feel particularly anxious, regardless of your preparation? We are all alike in thisregard, anxious in some conditions, not in others.  Within the classroom setting, there are numerous sources of anxiety for students: teachers, examinations, peers, social relations, achievement settings, what girls think of boys, what boys think of girls, like or dislike of subjects, and distance from home for younger students.  Whatever the cause, whatever the level of anxiety, you can be sure of one thing -- anxiety will affect student performance.  Keep in mind, however, anxiety at relatively low to moderate levels can be constructive; anxiety at relatively high levels can be destructive and nonadaptive.

Since our concern is primarily with anxiety’s effect on achievement, you should realize that extremely intense motivation that produces high anxiety has a negative effect on performance.  Moderate motivation seems to be the desirable state for learning complex tasks.  This is the Yerkes‑Dodson Law, which states that ideal motivation for learning decreases in intensity with increasing task difficulty.  Note that increasing intensity improves performance only to a certain level, and then continued intensity results in a deteriorating performance.  Think about some task that you generally do well; now think about your motivation for it.  Would you characterize it as high or low? Usually as tasks become more difficult, students have fewer successes and subsequently become less motivated to continue the task.  You will encounter exactly the same phenomenon in your classroom, which means that knowledge of anxiety can benefit both you and your students.  Anxiety may appear at any time, be confined to one situation, or generalize widely.  

Many classroom implications emerge from this general overview.  One is the distinct possibility that anxiety may generalize from one subject or teacher to another.  Older students may develop a distaste for school that affects their achievement.  Younger students may develop school phobia, a psychological condition producing such physical manifestations as crying and vomiting before school in the morning, thus hoping to avoid school attendance.  As we have noted, anxiety can affect students’ classroom performance, especially their test‑taking. 

The construct of test anxiety has been used for well over four decades to describe the behavior and emotions of students who find preparing for and taking tests stressful.  Sarason’s (1980) summary of the main characteristics of test anxiety includes the following: (a) the test situation is seen as difficult, challenging, and threatening, (b) students see themselves as ineffective or inadequate in handling the task, (c) students focus on undesirable consequences of personal inadequacy, (d) self‑deprecatory preoccupations are strong and interfere with task‑relevant cognitive activity, and (e) students expect and anticipate failure and loss of regard by others.

Researchers have documented that test anxiety first appears in children at an early age -- perhaps as early as age 7 -- and persists well into high school (Hembree, 1988).  Estimates are that as many as 30 percent of school children suffer from debilitative test anxiety (Eccles & Wigfield, 1985).  This translates into a figure of eight to nine million children in American schools who may experience debilitating anxiety in academic performance situations.  Approximately 20 percent of all test‑anxious children will drop out of school because of repeated academic failure (Tobias, 1980).

In an exhaustive meta‑analytic study of test anxiety research, Hembree (1988) reached the following conclusions:

• Test anxiety and academic performance are inversely related at grade three and above.

• Test anxiety occurs in students from all sociocultural groups in our society.

• Females exhibit more test anxiety than males, but as a group females are more likely to admit and self‑report test anxiety.

• Average students, as measured by standardized tests, experience higher levels of test anxiety compared to both higher and lower ability students.

• High‑test anxious students perform better under conditions that include low stress instructions, provisions for memory supports, performance incentives, and minimal classroom distractions.

• Worry components of test anxiety (e.g., negative self‑talk and cognitions) appear to be stronger than emotional components (e.g., heartbeat, sweaty palms, and upset stomach).

• Test anxiety is directly related to fears of negative evaluation, dislike of tests, cognitive self‑preoccupation, and less effective study skills.

• High test‑anxious students hold themselves in lower esteem than do low test‑anxious students.

• Finally, high‑anxious students spend more time than low‑anxious students attending to task‑irrelevant behaviors such as negative self‑statements, attention towards physical discomfort, and watching others in the classroom, and as a result, their performance suffers.

In summary, moderate levels of anxiety frequently has been found to be part of successful students’ motivational “make-up.”  Too much anxiety, however, can be counterproductive for all students.  The challenge for educators is to recognize when anxiety, particularly test anxiety, becomes problematic for students and to teach students effective ways for controlling or reducing anxiety.

Curiosity and Interest
If students are relatively relaxed and willing to work (as are most students), then you could reasonably expect them to have some interest in their environment.  Curiosity can be one of a teacher’s best friends because it signals a motivated student, eager to learn.  Your task as a teacher, then, is to capitalize on this interest by further stimulating students and maintaining an optimal level of curiosity.  But first it is necessary to explain what we mean by curiosity.

What is curiosity? Curious behavior is often described by other terms, such as exploratory, manipulative, or active, but all have a similar meaning.  To identify the origin of curiosity is difficult.  Explanations have focused on the external (something in the student’s environment is attractive) or the internal (human beings need stimulation).  Current interpretations include both aspects.  According to Loewenstein (1994), curiosity is a cognitively based emotion that occurs when a student recognizes a discrepancy or conflict between what he or she believes to be true about the world and what turns out actually to be true.  Students are believed to feel curious about events that they can neither make sense of nor explain fully.  In addition, curiosity occurs when students encounter unexpected, novel, and unpredictable objects.  Curiosity is a prime motivational ingredient in Bruner’s discovery learning approach to instruction for it appears that curiosity motivates exploratory behavior.

The cognitive-developmental theory of Piaget addressed the importance of curiosity in the acquisition of information and cognitive growth.  For Piaget (1969), an expectancy violation such that “I expected more water, but found the same amount” can create cognitive conflict that in turn leads to curiosity.  That is, the theory goes something like this: cognitive conflicts produce disequilibrium, which then stimulates an emotional desire or curiosity to resolve the conflict.  This curiosity initiates attempts to assimilate new information into existing cognitive structures or to accommodate existing cognitive structures to new ways of understanding the world.  Thus, learning is “motivated” or stimulated by a desire to resolve cognitive conflicts.  Curiosity is an important emotional and information state in this theory. (See Chapter 1 for more on Piaget.)

Curiosity appears to be a natural phenomenon that should be encouraged within the limits that you establish for your class.  A relaxed atmosphere, freedom to explore, and an acceptance of the unusual all inspire curiosity.  The development of curiosity should be encouraged as soon as possible -- during the preschool and elementary years.  If you recall your earlier developmental reading, the early years are a time for the formation of cognitive structures that furnish a basis for future cognitive activity. Students not only acquire knowledge, but they also learn about learning.  They become curious if their environment is stimulating.

Youngsters are naturally curious, and if their curiosity is encouraged, it will probably last a lifetime.  Here are some suggestions for engaging curiosity:

• Enthusiasm for a subject should be discernible to students.  By using questions related to the material, teachers can tease students into exploring this new vista.

• Depending upon a student’s level of sophistication, stimulate cognitive conflicts, cause some apparent confusion, but simultaneously provide clues to the solution. 

• When possible, allow students to select topics that they are curious about.  Give them the freedom, and the direction, to explore for themselves.

• Model curious, inquiring behavior.  Tell students the things you are curious about and model some of the resourceful behavior that curious people use to solve problems.

Interest is similar and related to curiosity.   Interest is an enduring characteristic expressed by a relationship between a person and a particular activity or object.  By comparison, curiosity is more fleeting.  Interest occurs when a student’s needs, capacities, and skills are a good match for the demands offered by a particular activity (Deci, 1992). That is, the tasks students find more interesting are the ones that provide opportunities to satisfy their needs, challenge skills they have and care about developing, and demands that they exercise capacities that are important to them.  Thus, the interest a student shows in an activity or in a domain of knowledge predicts how much he or she will attend to it and how well he or she processes, comprehends, and remembers it. 
Classroom techniques to facilitate curiosity such as those listed above can help to stimulate students’ motivation to learn, but a distinction must be made between catching students’ interest and maintaining their interest.  Curiosity oriented strategies mainly catch interest.  Holding students’ interest is a long-term, developmental process.  To facilitate the development of interest, a teacher should structure his or her classroom around goals, such as (a) inviting students to participate in meaningful projects with connections to the world outside of the classroom, (b) providing activities that involve students needs and provide them developmentally appropriate challenges, (c) allowing students to have a major role in evaluating their own work and in monitoring progress,  (d) facilitating the integration and application of knowledge, and (e) learning to work cooperatively with other students.
Locus of Control
Did you do well on your last test in this course? Why? Were you well‑prepared? Or does the instructor like you? Or were you just plain lucky? If you think about your answers to these questions, and consider how other students might answer them, you can discern possible patterns that identify your locus of control.

Some students’ answers to these questions suggest that anything good that happens to a person is caused by chance; the replies of other students indicate that if anything good happens, it was deserved.  For most of us, our responses follow a definite form: if we attribute responsibility to ourselves, we are called internals; if we attribute the causes of our behavior to somebody or something outside ourselves, we are called externals.

Parents, peers, and a student’s total environment subtly interact to produce these feelings of confidence or uncertainty about life’s challenges. Using more refined and sophisticated versions of this basic theme, Rotter (1975) analyzed individuals to determine their locus of control.  If students believe they have little control over the consequences of their actions, they are said to have an external locus of control; if they believe they can control what happens to them, they are thought to have an internal locus of control.  For example, if students believe that success and rewards come from skill and not luck, they then assume that they have control over their own destinies.  On the other hand, if students believe that rewards come from luck and not skill, they assume that they have little control over their own destinies.

The internal‑external dimension seems to be a generalized interpretation of the reasons that some behavior is rewarded and other is punished.  What is significant about the locus of control concept is that it can be used as a personality characteristic or tendency that has implications for learning. Researchers have shown, for example, a positive relationship between externality and the use of extrinsic forms of motivation in experienced teachers.  Eccles & Wigfield (1985) found that age and past successes and failures have a significant effect on students’ attributions of control. In general, as students become more mature and as they experience more success, their attributions about control become more internal.

Locus of control, however, is susceptible to change under certain conditions, such as experiences that meaningfully alter the relationship between act and outcome.  If students think that their success resulted from a teacher’s manipulation of their work, there will be little change in their locus of control.  It is only when they perceive that their actions are instrumental in achieving success that real change may occur.

A review of many studies of locus of control in school settings suggestS the following (Dacey, 1989):

• Teachers tend to attribute more negative characteristics to external students than internal students, and external students described their teachers more negatively than did internals.

• External students perform better when they receive specific comments about teachers’ expectations.

• Teachers, regardless of their own locus of control, are more impressed by the initial performance of students than by recent performances.

• Internal students are more effective than external students in recognizing and using available information.

• External students do less well in competitive situations than internal students, which seems to be a result of their higher level of anxiety.

Regardless of a student’s locus of control, consider these suggestions.  First, present them with realistic challenges—this implies that you must know the students so that you can determine what is realistic for them.  Second, carefully reward their accomplishments or at least their efforts.  Reinforcement must be based on actual accomplishment; otherwise students will quickly identify it as a sham.  Also reinforce their effort; be specific in noting that you realize that they took the responsibility.  Finally, use any initial successes, and attempt to foster a habit of trying and taking responsibility for one’s actions.

Learned Helplessness
For some students the best opportunity for change may be in the classroom, and if this chance is lost, they may experience a condition called learned helplessness (Seligman, 1975).  What seems to happen is that after repeated failure students become frustrated and simply will not try.  The evidence -- both animal and human -- strongly supports this conclusion.  In a series of experiments by Seligman and Maier (1967), harnessed dogs encountered one of three conditions.  An escape group learned to escape shock while harnessed by pressing a panel with their noses.  A yoked group received precisely the same shocks as the escape group, but they could do nothing to reduce or escape the shock.  A naive group received no shock while in the harness.  After twenty‑four hours all three groups were moved to a shuttle box where they could escape the shock by jumping over a barrier.  Both the escape and naive groups quickly learned to escape the shock, but the yoked group showed little, if any, ability to learn how to avoid the shock.  It could not have been the shock itself that made the yoked dogs unable to learn the escape response because dogs in the escape group had been equally shocked.  It was the lack of control that sealed their fate when they were later in a position where they could control the shock.

The yoked group’s response when presented with a situation that they could control—yet did not—is called learned helplessness.  It appears that a subtle combination of cognitive, motivational, and emotional elements caused the animals to fail to see the necessary relationships.  The animals refused even to try to escape and exhibited signs of stress and depression.

Learned helplessness also applies to humans, as seen in the work of Hiroto (1974).  Using three groups, Hiroto subjected them to a loud, unpleasant noise.  The escape group could stop the noise by pushing a button.  The yoked group experienced the same noise with no way of reducing or eliminating it.  The third group received no noise.  In the follow‑up condition all groups could escape the noise by moving one of their hands in a shuttle box from one side to the other.  Again, the escape and naive groups did well, but those who had experienced unavoidable noise simply sat and made no move to eliminate the noise.

If for noise we substitute failing grades, sarcasm at home and school, and ridicule, then it becomes possible to trace a possible developmental path of learned helplessness.  Students who experience nothing but failure and abuse at home and school have little chance of obtaining positive reinforcement for their behavior.  If you discover such students, though it may sound simple, make every effort to combat this habit of “giving up.”

Investigating learned helplessness in fifth graders, Dweck and Repucci (1973) had one teacher give solvable problems and another teacher give unsolvable problems to their students. Later when the teacher who had given the unsolvable problems instead gave students solvable problems (like those given by the other teacher), the researchers observed that many students could not solve the problems, even though they had previously done so with another teacher.

In a follow‑up study, Diener and Dweck (1978) investigated the differences in students’ reactions to failure.  They identified two groups of students, “helpless” and “mastery‑oriented.” When helpless students failed, they tended to ruminate about the cause of their lack of success.  In contrast, when the mastery‑oriented students had a failure experience, they focused on finding a solution to the problems they failed.  Diener and Dweck also reported that the helpless students underestimated their number of successes and overestimated their number of failures.  When the helpless students had successes, they often reported that they did not expect them to continue.

One of the practical outcomes of Dweck’s research on learned helplessness is knowledge about training students to overcome learned helplessness by attributing their failures to a lack of effort rather than ability.  Dweck (1975) used an attribution training procedure that taught students to stress lack of motivation and effort as the primary determinants of failure.

In summary, the concept of learned helplessness has provided a meaningful way to understand the behavior of students who have repeatedly over several years experienced many more failures than successes.  It does not appear that simply increasing the number of their successes will significantly influence their outlook on learning.  Teaching students to realistically assess their failures and to focus on increasing their effort or motivation are necessary components in overcoming feelings of helplessness.

Three components of learned helplessness have particular pertinence for the classroom: failure to initiate action, failure to learn, and emotional problems.

1.  Failure to initiate action means that students who have experienced helplessness tend not to initiate responses in new learning.  Passivity becomes the predominant behavior.

2.  Failure to learn means that even when new directions are given to these students, they still learn nothing from them.

3.  Emotional problems seem to accompany learned helplessness.  Frustration, depression, and incompetence are frequent accompaniments.

Self‑Efficacy and Its Role in Motivation
Self‑efficacy refers to individuals’ beliefs in their capabilities to exert control over aspects of their lives.  Self‑efficacy theory suggests that efficacy beliefs are the product of one’s own performances, vicarious experiences, verbal persuasion from others, and emotional arousal (Bandura, 1986).  Students who believe they are not efficacious in coping with environmental demands tend to focus on their inefficiency and exaggerate potential difficulties.  Students who have a strong sense of efficacy, however, tend to focus their attention and effort on the demands of tasks and minimize potential difficulties (Bandura, 1986).

Interest in self‑efficacy and its role in motivation has grown immensely.  Viewing motivation and efficacy as interacting mechanisms has important theoretical and practical implications for educators.  As noted by Schunk, “A sense of efficacy for performing well in school may lead students to expend effort and persist at tasks, which promotes learning.  As students perceive their learning progress, their initial sense of efficacy is substantiated, which sustains motivation” (Schunk, 1990, p. 33).  Researchers have demonstrated that even when students have encountered prior difficulties, the students’ belief that they are capable of succeeding can override negative effects of prior performances and produce motivated behaviors (Schunk, 1989).

In self‑efficacy theory, efficacy expectations are differentiated from outcome expectations.  That is, an outcome expectation represents a person’s estimate that a given behavior will lead to a certain outcome.  In contrast, an efficacy expectation means that individuals believe that they can perform the behavior or behaviors required to produce certain outcomes.  Outcome and efficacy expectations are differentiated because students can believe certain behaviors will produce an outcome, but they may not believe that they can execute the behaviors that will produce the outcome.  

Individuals may possess low perceptions of efficacy in one skill domain (e.g., academics) and high perceptions of efficacy in other skill domains (e.g., social, physical).  Moreover, self‑perceptions of efficacy often vary as a function of setting.  For example, it is a well‑established finding that many disabled children have higher self‑concepts in self‑contained special education classrooms than in regular education classrooms (Kaufman, Agard & Semmel, 1985).

In the development of a scale to measure student’s self‑efficacy, Gresham, Evans, and Elliott (1988) found that the self‑efficacy ratings of gifted, nondisabled, and mainstreamed mildly disabled students consistently varied.  Social, physical, and academic variations were observed both intraindividually and interindividually.  As expected, the disabled students rated themselves as less efficacious in the academic skill domain than in the other domains and in comparison to the nondisabled and gifted students.  The gifted students rated themselves on average highest in the academic domain and lowest in the social domain.  In some cases, the gifted students also rated themselves as less efficacious in the social and physical domains than the nondiabled students.  Thus, students’ perceptions of their self‑efficacy vary across skill domains and in comparison to fellow students who are known to function at different levels academically, socially, and physically.

Perceived self‑efficacy affects a student’s functioning by influencing an individual’s choice of activities, effort expenditure, and persistence in the face of difficulties.  The ramifications of self‑efficacy for a student’s classroom learning appear to be tremendous.  Researchers interested in the role of self‑efficacy in teacher‑student interactions have recently reported some important findings about students’ help‑seeking behaviors and teachers’ help‑giving behavior.  We examine several of these studies in the next section on classroom environments and motivation.

Classroom Environments and Cooperative Learning
As Newman (1990) noted, students who ask questions and obtain assistance when it is required alleviate immediate learning difficulties and also acquire knowledge and skills that they can use for self‑help later.  Despite the obvious importance of help‑seeking in the classroom, many students do not ask teachers for help or avail themselves of help when they need it.

Newman (1990) was curious about why children often were reluctant to seek academic assistance from teachers, so he designed a study with 177 third, fifth, and seventh graders.  Newman assessed the students’ perceived academic competence, intrinsic orientation, and attitudes and intentions regarding help‑seeking in math class.  The data for these students were used to answer the question: How do student’s efforts at academic help‑seeking vary according to (a) characteristics of the students and (b) social‑

interactional conditions in the classroom? Here are some of the major findings from Newman’s study:
• The influence of motivational factors on the children’s intentions to seek help with an academic problem was stronger for the third and fifth graders than for the seventh graders.  The stronger the belief that help‑seeking is beneficial and the weaker the belief that it has associated costs, the greater the student’s expressed likelihood of seeking help.

• For all grades, the greater the student’s perceived competence, the less strongly the student felt there was cost associated with seeking help.  The implication regarding students with low perceived competence are the same as that regarding low achievers; those most in need of help may be those most reluctant to seek help.

Newman concluded that his findings were consistent with a vulnerability hypothesis of help‑seeking.  According to this hypothesis, students with low self‑esteem or efficacy have a greater need than students with high self‑esteem to avoid situations in which they feel threatened by an admission of failure.  Thus, students with low self‑efficacy are less likely to seek help.  Giving them help remains an important task of teachers.

Giving help to students is not always easy nor without some possible negative side effects for students.  According to a recent investigation by Graham and Barker (1990) with children ranging in age from 4 to 12, when teachers help students, it can be interpreted as indicating the student lacks ability.  Specifically, Graham and Barker found that unsolicited teacher assistance signaled low ability to students.  Compared with a nonhelped peer, a student receiving teacher assistance was judged less smart, less proud of success, more grateful, less likely to be successful in the future, and less preferable as a workmate.  The cuing function of teachers’ assistance was not seen for the 4‑ and 5‑year‑olds, so it appears to emerge with the advent of schooling.  This study has important implications for help‑givers and alerts us to the potential negative side of help for students.  In addition it, along with the theoretical work on self‑efficacy, emphasizes how instructional practices affect not only students’ acquisition of skills but also their motivation and efficacy for learning.

Defining cooperative learning as a set of instructional methods in which students are encouraged or required to work together on academic tasks, Slavin (1987) noted that such methods may include having students sit together for discussion, or help each other with assignments, and more complex requirements.  He distinguished cooperative learning from peer tutoring by noting that all students learn the same material, that there is no tutor, and that the initial information comes from the teacher.

Motivation for cooperative learning is associated with the goal structures and potential rewards for group members.  Group members can attain their personal goals only if the group is successful.  Consequently, two conditions must be met if cooperative learning is to be effective.  First, the cooperating groups must have a group goal that is meaningful to them (a prize, recognition, free time).  Second, the group’s success must emerge from the individual learning of all group members (Slavin, 1988).  If these two conditions are met -- group effort and individual accountability -- then students are motivated to help each other learn.

Cooperative learning involves two aspects of classroom organization: task structure and reward structure (Slavin, 1987).  In cooperative learning, the task structures ensure that group members work with each other.  Reward structures may depend on the performance of the total group (a product they produce), or on the sum of the individual learning performances.

In a series of investigations, Johnson and Johnson (1987) introduced the concept of goal structures, which refers to the way that students relate to each other as they pursue similar goals (for example, understanding the causes of the American Revolution).  Goal structures can be classified as follows:

• cooperative, in which students work together to achieve a goal;

• competitive, in which students work against each other while pursuing an instructional goal;

• individualistic, in which students’ activities are unrelated to each other as they work toward a goal.

For example, during an election, students in a high school political science or history class may poll different neighborhoods and combine their results to predict a winner (cooperative learning).  Some instructors have the disconcerting habit of announcing to a class that “only four people in this class can get an A, and there will be only eight Bs,” a classic example of fostering competitive learning.  Finally, “I do my work, you do yours; we receive grades based on how well we do individually.”

You can see how each of these goal structures establishes a different learning atmosphere and different types of relationships in the classroom.  Motivation also varies for each condition.  Each of these conditions can serve a definite purpose, but be aware of what you are trying to accomplish in a class and how you are doing it.  For example, there are circumstances best suited for each condition.  A high school course in marketing techniques is obviously designed to teach students how to present their products in a manner superior to a competitor.  A large middle school class in a core subject (English, history) usually represents an individualistic goal structure: attend the lectures, take the tests, pass in the assignments, and receive the grade.  Discussing social action or community involvement offers opportunities for cooperative learning in which students help each other to achieve goals.

In an attempt to develop techniques designed to further cooperative learning, Slavin (1987) proposed the following:

• Students should work in small, mixed‑ability groups of four members: one high achiever, two average achievers, and one low achiever.

• Students in each group are responsible for the material taught under regular classroom conditions but also for helping other group members to learn and to achieve a group goal. 

One such technique is the Student Teams‑Achievement Division, or STAD, which consists of a definite cycle of activities.  The teacher initially presents a lesson under regular classroom conditions.  Students then attempt to master the material in their four‑member group.  For example, if the subject is math, students may work on problems, compare their answers, and attack any difficulties that arise.  Students now take individual tests during which they cannot help each other.  The teacher next sums the results of the quizzes to obtain a team score.  Since this is cooperative learning, however, the focus is on improvement.  Therefore, the teacher compares students’ scores on the test with their average scores on previous tests.  If a score is ten percent above the average, that student earns three points for the group.  An improvement of five to nine points earns two points, four points above to four points below the average earns one point, and anything below five points receives zero points.

Stating that research supports the superiority of this technique over other methods, Slavin (1987) warned that simply putting students together will not produce learning gains or motivation.  Students need to work toward a group goal and all members must contribute, not just the smartest.  Slavin stated that the most successful approaches to cooperative learning incorporate two key elements: group goals and individual responsibility.  When these two features are used, achievement effects are consistently positive.  For example, 37 of 44 experimental/control studies of at least four weeks’ duration found significantly positive results.  These positive effects are about the same at all grade levels, in all major subjects, in urban, rural, or suburban schools, and for high, average, or low achievers.  Positive effects also have been found onsuch outcomes as self‑esteem, intergroup relations, acceptance of academically handicapped students, and attitudes toward school (Slavin, 1991).

STRATEGIES FOR THE CLASSROOM

We have covered a significant amount of information on theories of motivation, variables that influence motivation, and techniques for increasing the motivation of students.  It is now time to examine how all this information about motivation can be used in the classroom with students of different developmental levels.  Therefore, we will visit two classrooms: a preschool room with a diverse group of students and a high school required language arts class. 

Mrs. Garcia’s Preschool Classroom
Every member in the class of 26 youngsters was energetic and seemed eager to learn during the first few days of class.  Collectively, however, the group of students did not always work well together.  The children represented a range of ethnic and racial groups and family arrangements; most of the children had three or more siblings.  Eight of the 26 students primarily spoke Spanish.  Mrs. Garcia and her assistant, Mary Yee, loved their work and the time they spent together with the children.  They were dedicated teachers who were always looking for ways to improve the effectiveness of their class.  This year they had decided to give students more time to discover information on their own and to spend time working together in small groups.  They had heard several of their colleagues report that discovery learning and cooperative work groups had been very successful strategies for getting diverse groups of learners together.  They hoped the methods would stimulate curiosity and interest in a variety of topics, and reduce the anxiety that some of the children seemed to have when they had to interact with fellow students. After two weeks of trying the new methods the two teachers agreed that the methods were stimulating lots of thinking and activity among the students.  But many students were not behaving respectfully of some of their peers and were consistently having to be reminded about sharing materials and putting materials away when finished with them.  In short, the students seemed motivated to learn, but were not motivated to follow some of the basic rules of Mrs. Garcia’s classroom.  The methods of learning that Mrs. Garcia had chosen to emphasize required learners to be quite responsible and allow for a fair amount of spontaneous interacting. 

Developmentally many of Mrs. Garcia’s students did not poses the necessary social skills to learn effectively in small groups, nor were they ready for the degree of responsibility required to share and care for materials used in the discovery centers.  Rather than stop using the discovery and small cooperative groups, Mrs. Garcia and Ms. Yee decided to model appropriate social skills (particularly those concerning taking turns, sharing materials, and listening when others are talking) and to directly reinforce appropriate social behaviors exhibited by students during discovery learning time by rewarding them with an extra cookie or chocolate milk during the late morning snack time.  Thus, they were placing reinforcing contingencies on a few key social or interpersonal behaviors that most of the students were not highly motivated to improve.  Their efforts paid off -- most students began working together more effectively, which in turn allowed them to keep the discovery learning and small cooperative work groups functioning.  Learning was going on! The teachers attributed their success at improving students’ social behaviors to their ability to implement an effective behavior change program featuring modeling and reinforcement.  They had found that  a combination of motivational tactics, some emphasizing extrinsic methods and some intrinsic methods, was necessary to advance the learning of their diverse group of preschoolers.
Ms. Williams’ Eleventh-GradeLanguage Arts Class
  Ms. Williams was worried about the motivational level of one of her classes.  It just lacked “the spark” that she felt with other classes. Casting about for ideas that could increase the level of motivation in her class, she decided to tell the class about her concern and ask them if they felt the same way.  She mentioned it to her students at the beginning of the next class and received an immediate response.  Mario, who planned to become an English major in college, was quite frank.  “You know, Ms. Williams, we all like this class, but I’m not sure that the direction it’s going meets my needs for college.”

At that, Sarah, a quiet student who usually said little but who did well on her written work, rather hesitatingly  raised her hand and said, “If I’m able to go to college, I’m going to need as much financial support as possible, so I need good marks, but I find it hard to study for this class.”

Le Yang, who had entered this school in November, stood up.  “I know my English isn’t perfect,” he said carefully, “but I study a lot and try hard in class.  I just don’t know why I’m not doing better.”

Zack, an outstanding athlete whom the teacher felt could do much better, surprised her by saying, “This is a good class, Ms. Williams.  You can tell from what’s been said that we all like it, but something about it seems to bother us.  I just don’t know what I’m getting out of it.”

Olivia, who was rather dramatic, sighed, and said, “I would love to be a writer.  Maybe if we used more examples of today’s writers, I would be more excited.”

  The students in Ms. Williams’ class, in their own way, were expressing something they felt was lacking in class: unmet needs, lack of achievement, the exact cause of a grade, lack of reinforcement, and the need for models.  Satisfying all of these students may seem like a formidable task (and it is); nevertheless, motivated students go a long way to meeting their own demands.

Ms. Williams recognized the critical role that motivation plays in learning and wanted to take steps to be certain that motivation was a plus and not a minus in her class.  Talking about the motivational needs and demands of her students was the first step toward improving the motivational aspects of her class.  The next, and more challenging step was the development of a plan to address the variety of motivational needs of her students.  She felt that her students were quite mature and did not need many external rewards to induce more motivation.  Her analysis was that they needed a clearer sense of the purpose of the class and some good examples of the expected outcomes.  In addition, she felt that she could do a better job of communicating with individual students about their progress.  Therefore, she decided to enact the following plan: (1) for each assignment she would provide a clear statement of its purpose and illustrate with a previous student’s work what a successful assignment outcome looked like; (2) she would discuss her grading criteria for each assignment with the entire class before students started the assignment; and (3) she would talk individually with students during the time they were working on an assignment to answer questions, to reinforce correct work, and to provide feedback about the connections between their assignment and future work.  She also recognized that her class was made up of students with different post-high school goals, so she decided to create some new assignments so that students could have more choices in what they read and wrote about.  She hoped this would “feed” more of the students’ curiosity and interest needs, which should help increase their level of involvement in English.

SUMMARY
We have discussed a variety of approaches to understanding human motivation and a rather substantial list of variables that can influence a student’s motivation to learn.  Four conclusions from our examination of motivation should be clear: 

1.  Students differ in how they are motivated and what motivates them.  

2.  Differences in motivation can lead to important differences in learning.

3.  No single theory of motivation adequately informs educators how to motivate students.

4.  Over the course of development, students generally become more in control of and responsible for actions that influence their level of motivation for learning.  

Current theories and research on motivation support the use of both external and internal motivational strategies for most learners.  There is occasionally, however, concern voiced about the overuse of external reinforcement to motivate already motivated learners.  It is well established that young and older learners alike have some common needs, such as hunger, safety, and belongingness, which serve to motivate some of their learning activity.  Young and older learners alike also have the ability to be intrinsically motivated to learn.  Situations that provoke curiosity and interest stimulate these internally oriented needs to learn.  Young and older learners alike also will find themselves in situations where learning is difficult and the perceived result is relatively unimportant.  These learners will benefit from some external support to enhance their motivation.  This may come in the form of some adjustment to the learning task, modeling of a successful outcome, and/or some form of external consequences, preferably one characterized as positive reinforcement. 

Teachers control many aspects of instruction that can directly influence students’ motivation to learn.  In particular, students benefit when they have a clear understanding of the learning expectations and outcomes, work on tasks that are well matched with their abilities, receive frequent feedback about their work, and have opportunities to work with other students on common tasks.

Brophy (1987) argued that no motivational strategies will succeed if certain classroom preconditions are not met.

• Classroom conditions must be supportive, warm, and encouraging so that students are sufficiently secure to take risks without fear of criticism.

• The challenges that students face are appropriate, which occurs only if teachers know and understand their students.

• Worthwhile, meaningful objectives that are clearly understood by the class can be powerful motivators.

• Motivational strategies should be moderate and monitored; that is, students can’t be kept at too high or too low a level of motivation.

Teachers must adjust these preconditions, however, according to the developmental level of their students.  For example, children enter school primarily attending to social feedback; their perception of their own competence remains positive. After the first few grades, objective feedback becomes more important and they learn that high academic performance is valued.  They now begin to assess their performance more realistically.  Often by the sixth grade they learn that ability is a stable factor in their performance and that differences in learning can be impacted by one’s level of motivation (Stipek, 1984).

The more that you know about your students as individuals, and the more that you know about motivation, the more effective your teaching will be and the more your students will learn.  To produce this condition in your classroom requires a judicious blending of intrinsic and extrinsic motivation and monitoring of students’ reactions.
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