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TEACHERS' CASEBOOK: Motivating Students When
Resources Are Thin
.;\ ) Mtisduly and you have finally gotten a teaching position, The district wasn't your
first choice, but job openings were really tight, so you're pleased ta have a jokin
your field. You are discovering that the teaching resources in your school are slim
tor none; the only materials available are some aging texts and the workbaaoks
., that go with them. Every idea you have suggested for software, simulation games,
[_ “.J VD, tield trips, or other more active taaching matarials has been maot with the
#~ same respanse, "There's no money in the budget forthat.,” As you look over the

texts and workbooks, you wonder how the students could be anything but bared

[ j by them. To make matters worse, Lthe texts look pretty high level for your students.
== But the objectives in the workbooks are important, Besides, the district curriculurn
requires these units, Students will be tested on them in district-wide assessmeants

naxt spring.

CRITICAL THINKING

* How would you arouse stuclent curiasity and interest about the tapics and
|' Ery tasks in the workbooks?

|
-:a
:
'J
1

® Heow would you establish the value of learming this material?
= * How would you handle the difficully level of the texts?
* What do you need to know aboul mativation to solve these problems?

o * What do you need to know about your students in arder ta motivate Lhem?
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OVERVIEW AND OBJECTIVES

Muosl educatars agree that motivating studsnts is ane af the oitical tasks of teaching. Inorder Lo learn, students
must be cognitively, emaotionally, and behaviarally engaged in productive class activities. We begin with the
rjuestion "What is mativation?" and examine many of the answers that have been propased, including a
dliscussion of intrinsic and extrinsic motivation and five general theories of motivation: behavioral, humanistic,
cognitive, social cognitive, and seciocultural, Next, we consider more closely several personal factors that
fraquently appear in discussions of motivation: needs, goal arfentations, beliefs and self-perceptions, inlerests
and curiosily, emations, and anxiety,

Heww do we put all this information iogether in teaching? How do we creste envirenments, situations,
anel ralatianships that encourage motivation and engagement in learning? First, we consider how the personal
influgnces on motivation come together to support motivation to learn, Then, we examine how motivation is
influeniced by the academic work of the class, the value of the wark, and the setting in which the work must be
dane, Finally, we discuss a number of strategies for developing motivation as a constant stale in your classroom
arcl as & permanent trait in your students,

By the time you have complated this chapter, you should be able to;
Objective 1 Define motivation and differentiate amang five theorstical explanations tor learner motivation,
Chijective 2; Explain how learnars’ neads influsnce their motivation to learn.
Objective 3: Describe the ditferent kinds of goeal orientations and their influences en motivation.
Ohbjective : Discuss how students’ beliefs and attributions can influence motivation,
Objactive 5 Describe the roles of interests, curiosity, emations, and anxisty in motivatian.

Cihjactive & Explain how teachers can influence and encourage students’ motivation to learn.
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Teachers' Casebook—Mativating Students Whan
Resources Are Thin: What Would They Do?

Students’ motividion has a2 direct and powerlul impact on their
sovial interactions and academic achievement in your elussroom.
Students with the same abilities and prior knowledge may perform
quite ditferently, based on their motivation {Wigticld & Wentzel,
20071 So how does that work? Let's start with a busic question.

WHAT IS MOTIVATIONY

Maotivation is usuully defined as an internal state that arouscs,
direels, and maintaing behavion Psychologists studying motiva-
tion have focused on five basic guestions:

1. What choices do people make about their behavior? Why do
some students, for example, focus on their homework and
others watch relevision?

2, How long does it take to get starled? Why do some students
starl their homework rght away, while others procrastinate?

3, What is the intensily or level of involvement in the chosen ac-
tiviey? Once the backpaclk is opened, is the student engrossed
and facused or is he just going through the motions?

4. What causes somenne to persist or to give up? Will a student
read the cntire Shalkespeare assignment or just a fow pages?

5, What is the person thinking and feeling while engaged in the
activity? Is the student enjoying Shukespeare, fueling compe-
tent, or worrving about an upcoming test (Gruham & Weiner,
1996; Pintrich, Murx, & Boyle, 19930

Meeting Some Students

Many factors influence motivation and engaged learning, To geta
sense of the complexity of motivation, let's step into a high-schonl
science clussronm just afier the teachier has given directions for a
laly activily, The studenl profiles arc aclapted from Stipek (20023,

Hopeless Geraldo won't even start the assignment—as usual. He
just keeps saying, 'T don't understand,” or *This is too bard,”
When he answers your guestions correctly, he “guessed” and
he “doesn't really koow." Geraldo spends most of his time
staring into space; he is falling farther and farther behind.

safe Sumiy checks with you about every step—she wants 1o he
perleet, You once gave her bonus points for duing an excellent
color drawing of the apparatus, and now she produces a work off
art for lab every time. Hut Sumey won't risk gefting a B. it isn
vequired or on the test, Sumey isn't interested in doing the wirls,

Satisfied Spenser, on the other hand, is inlerested in Lhis project.
In facl, he knows more than you do about it Evidently he
spends honrs reading about chemistry and perdunmning experi-
ments, But his overall grade in your class is belween B and C
because he never turns in homeworle. Spenser is satisficd wilh
the ¢ he can get an tests without even trying,

Defensive Daleesha doesn't have her lab munual—again, so she has to share with
another student, Then she pretends to be warking, but spends most of her time

Motivation Anintarnal state
that arousas, directs, and
raintains bahaviar,

making fun of the assignment or trying to get answers from other students when
your back is turned, She is afraid to try becausc il she makes an effore and tails,
she lears that everyone will know she is "dumb,”
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Anxious Amee is a good smdent in most subjects, but she freeses on soience tests and
“forgels” everything she knows when she has to answer questions in class. Her par-
ents are scientists and expecl her to become one tog, but her prospects for this luture
ook dim,

STOP & THINK Each of those students has prablems with at least one of the five areas of
maotivation: {1) choicas, (2) getting started, (3) intensity, {4} parsistence, or (5 thoughts and fesl-
ings. Can you diagnose the problems? The answers are on the next page *

Fach student presents a different motivational challenge, yet you have to figure oue
how o motivate und teach the entire class. In the next few pages, we will laok more
closely at the meaning of motivation so we can better understund these students.

Intrinsic and Extrinsic Motivation

W all know how it feels to be motivated, to move encrgetically tovard a goal or o work
hiarel, even if we are bored by (he ask, What energizes and directs our behavior? The
explanation conld he drives, basic desires, needs, incentives, fears, poals, social pressure,
self-confidence, interests, curiosity, beliefs, vulues, expectations, and more, Some psy-
chologists have cxplained motivation in Lerms of personal fraits or individual character-
istics, Certain people, so the theory gocs, have a strong necd to uchieve, a fear of tosts, 4
curiosity abiout mechanical ehjects, or an endiring interest in aarl, so they work hared Lo
achicve, avoid rests, rinker endlessly in their garages, or spond hours inart gallerics, Other
psychologists see motivation more as 3 State, a temporary situation. If, for example, you
are reading this paragraph because you have a test tomorrow, you are motivated (ar lease
far now) by the situation, OF course, the motivation we experience at any given time usu-
ally is a combination of rait and state, You may be studying because you value learning
and hecause you are preparving for a test,

A clussic distinction is made between intrinsic and extrinsic motivation. Intrinsic
motivation is the natural human tendcricy to seel out and conguer challenges as we pursue
personal interests and exercise our capabilities. When wuo are intrinsically motivated, we do
not need incentives or punishments, hecause the activity itself is satisfying and rewarding
fanderman & Anderman, 2010; Deci & Ryan, 2002; Reiss, 2004), Satisficed Spenser studies
chemistry outside school simply because he loves learning about chemisiry; no one makes
him do it Intrinsic motivation 15 associated with many positve oulcomes in school such
as academic achievement, creativity, reading comprehension and enjoyment, and using
deep learning sirategies (Corpus, McClintic-Gilbert, & Hayenga, 2009)

In contrast, when we do something in order to carn a grade, avaid punishmen, please
the teacher, or for some other reason that has very Hule w do with the task itseldl, we expe-
rience extrinsic motivation, We are not really interested in the activity for its own sake; we
care only ahout what it will gain us. Safe Sumey works for the grade; she has little interest
in the subjiect itscll, Exirinsic motivation hus been associated with negative emations, puur
acddemic achievement, and maladaptive learning steategics (Corpus e al., 20090

According ro psychologists whoe adopt the intrinsic/vxtrinsic concept of motivalion,
il is impossible o tell just by looking if a behavior is intrinsically or extrinsically mori-
vated, The essential differcnce between the two Lypes of mativation is the student's reason
for acting, that is, whether the lecus of causality for the action (the location of the cause)
is internal or external—inside or outside the person. Students who read of practice their
hackstroke or paint may be reading, swimming, or painting because they freely chose
the activity bascd on personal interests (nternal Incus of cansality/intringic muotivetion),
or beeause someone or something else outside is intluencing them (external focus of
cansalinyexirinsic motivation) (Reeve, 2002; leove & Jang, 2000a, 2006h),

As you think ahout your own motivation, you probably realize thal the dichotomy
hetween intrinste and cxirinsic motivation is o either/or—too all-oe-nothing. ‘There
are twn explanations that avoid either/or thinking, One is that our activiries fall along
continuum from fully self-determined intrinsic mativation) to fully determined by olhers

Intrinsic motivation Motivation

assaciated with activities thot arg
their own raward,

Extrinsic motivation Motivation
created by cxternal factars such
as renwards and punisinments.

Locies of causality The location—
internal or external—of the cause

of bahavior,

——— —=ar
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FOR THE MEDAL OMLYT |s this athlote metivated just by a piece of metal hanging
from a ribbon, or is he alsa likely intrinsically motivated to achlove what he has in

his sport® @ FCH Fhotography £ Slamy

{extrinsic motivation). For cxanple, students
may freely choose o work hard on acrivi-
ties that they don't find particularly enjoy-
able Lecauwse they koow the activities are
imporiant in reaching a valued poal—such
as spending hours smdying educational psy-
chology in order to become a gpood teacher
I this intrinsic or extrinsic molivation? Actu-
ally, it is in belween—ithe person is freely
choosing o accept outside causes such as
licensure requirements and then is trying to
gt the most benefic from the requirements.
The person has imternabized an external
cause (Vansteenliste, Lens, & Dect, 20060

A second explanution s that inddn-
sic and extrinsic motivalions are nol beo
ends of a continuun. Instead, intrinsic and
extrinsic tendencies are two independent
possibilities, and, ar any given time, we
can be motivated by some aspects of each

Cannogt ane Extond ta PRAXS 1™

Pramoting Intrinsic Motivation tao
Learn {l, T2, 3]

For a sct of practical tips,
guidelines, and suggestions

far boosting and maintaining
mativation ta learn, go to incraasing
Student Engagement ancd
Adotivation: From Timeon-Task to
Homework (httpufwwwnwrelorgd
requast/octOitextonby. heml).

Reward An attractive aobjact ar
event supplied as o conseguence
of a behavior.

Incentive Anobject of avant
that encouragas or discouragas
behaviar,
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(Covington & Mueller, 20013, Teaching can
create intrinsic motivation by connecting o students’ interests and supporting growing
competence, But you know this won't worl all the time. Did you find fractions inher-
ently interesting? Was your curiosity piqued by irvepular verbs? I leachers count on in-
trinsic motivation o energize all their smdents all of the time, they will be disappointed.
There are situations where incentives and external supports are necessary. Teachers
musl encourage and nurture intrinsic motivation, while making sure that extrinsic mo-
tivation supports learning (Anderman & Anderman, 2000; Braphy, 2003). To do this,
they need to know about the factors that influence motivation.

Five General Apprnaches to Motivation

STOP & THINK Why are you feaqu Ehlq rl'l.]ptu:l'? A you curious thLIt mativation and
interested inthe tapic? Oris there a test in your near future? Do you nead this course to sam a
teaching livense or to graduate? Maybe you balieve that you will do well in this class, andl that
beliel keeps you working. Perhaps it is some combination of these reasans. What motivates
you to study motivation? »

Motivation is a vast and complicaled suliject encompassing many theories. Some theories
were developed through work with animals in laboratories, Others are based on research
with humuns in siluations that used games or puZZ]IES, The worke done in clinical or io-
dustrial psychotogy inspired additional theories as well, Our esamination of the field will
[aee selective; athierwise we would nover finish.

STOP & THINIK ANSWERS Hopeloss Geraldo has trouble with getling started (2) and with
a senge of despair (5); during the activity he feels defeated and helpless. Safe Sumey makes
good chaices (1), gots started right away (2), and persists (4). But she s not really engaged and
takes little pleasure in the work (4 and 5), As long as he is following his own choices {1}, Satis-
fiecl Spenser is prompt in getting started (2), engaged (3), persistent (4], and enjoys the task
(5). Defansive Dalessha makes poor choices (1), procrastinates (2), aveids engagement (3], and
gives up easily (1) because she is 20 concerned about how others will judge her (5). Anxious
Armes’s problems have to do with what she thinks and how she feels as she works (5} Herworry
and anxiety may lead her to make poor choices (1) and procrastinate {2), which only makes hr
rmore andious at tost time, +
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BEHAVIORAL APPROACHES TO MOTIVATION. According to the behavioral view, un
understanding of student motivation begins with a careful analysis of the incentives and
rewards present in the classroon. A reward is un attractive object or event supplied as a
consequence of a particular behavior. For example, Sate Sumey was rewearded with bonus
points when she drew an excellent diagram, An incentive is an object or event that encowr-
ages or discourages behavion, The promise of an A+ was an frcentive Lo Sumey, Actually
receiving the grade was o rererd. Providing grades, stars, stickers, and other reinforcers
for learning—or demerits for mishehavior—is an attempt to motivate students by cxlrinsic
means of incentives; rewards, und punishments.

HUMAMISTIC APPROACHES TO MOTIVATION. In the 1940s, proponents of humanistic
psychology such as Carl Rogers argued that neither of the dominant schools of psychol-
ofy, behavioral or Freudian, adequalely cxpliined why people act as they do. Humanistic
interpratations of motivation emphasize such intrinsic sources of motivation as a person’s
nceds for “selfactualization” (Maslow, 1968, 1970), the inbourn “actualizing tendency”
(Rogers & Freiborg, 1994), or the need for "self-determination” (Dect, Vallerund, Pelletier,
& Ryan, 1991) So, from the humanistic perspective, fo motivile means (0 CRcouniEe
people’s inner resources—their sense: of competence, self-esteem, autonomy, and sclf-
acrualization, Maslow's theory und Dect and Ryan's self-determination theory, discussed
later, are influential humanistic cxplanations of motivation.

COGNITIVE APPROACHES TO MOTIVATION. Lo copnitive theories, peaple are viewed
as active and curious, searching for information to solve personally relevant prablems,
Thus, cognitive theorists emphasize inlrinsic wotivition. In many ways, cognitive theories
of motivation also developed as a reaction to the behavioral views, Cognitive theorises
Betieve that behavior is determined by o thinking, not simply by whether we have boen
rewarded or punished for the hehavior in the past (Stipel, 2002), Behavior is initiuted
and regulated by plans (Miller, Galanter, & Pribram, 1960, goals {Lacke & Tathan, 20020,
schemas (Ortony, Clore, & Collins, 1988), cxpectations (Vroom, 1964), and atteibutions
(Weiner, 2010). We will look al goals, expeclations, and attributions latee in this chaprer,

SOCIAL COGNITIVE THEQRIES. Many influcntial social cognitive explanations of
motivation can be characterized as expectancy X value theories. ''his means that moriva-
lion is seen as the product of two main lorces: the individual's expectation of reaching a
goul und the salue of that goal to him or her, Tn ather words, the importunt guestions are,
“IIT ey hard, can | suceceed? and *If T succeed, will the outcome be valuable or cowarding
to e Motivalion is a produoct of these two forces, hecause if either factor is cero, then
there is no molvation o work toward the goal, For example, if 1 believe T have a good
chance of making the basketball leam (high expectation), and if making the team is very
important to me (high value), then my molivalion should be strong, But if eicher factor is
zero (1 believe 1 haven't a praver of making the team, or T couldn't cure less ahout plaving
Lashetball), then my mativation will be zeva, oo (Tollefson, 2000),

Jucqueline Eceles and Allan Wigtield add the element of cost to the expectancy ®
value equation, Vidues have o be considered in relation o the cost of pursuing them,
Hewe much energy will be required? What could | be doing instead? What are the risles if
LoEailz Wil T look stupid (Bccles, 2009; Eccles & Wigticld, 20027

SOCIOCULTURAL CONCEPTIONMS OF MOTIVATIONM. Finish this sentence: T wm
afan cWhat is your identity? With what groups do you identify mast strongly?
Sociocultural views of motivation cinphusize participation in communities of practice. Peo-
ple engage in activities to maintain their identities and their interpersonal relations within
the community. Thus, students are mativated to learn iF they are members ol a classroom
ar school community thar values learning, Just as we learn through socialization to spoak
ar dress or order food in restaurants—by watching aned learning from more capable mem-
hers of the cullure—mwie also learn to be students by watching and learning from members
of our school cormmunity. In other words, we learn by the company we keep {Eccles, 20008,
Hicleey, 2000%; Rogoll, Turkanis, & Bartletl, 2001). Whon we sce oursclves as socoer players,
or sculptors, ar engineers, or teachers, or psychologisls, we are claiming an identity within

Humanistic interpratation
Approsch Lo metivation that
ernphasizes personal froodom,
choica, sell-determination, and
striving for parsonal grawth,

Expactancy = walue thaorias
Explanations ef motivation
that emphasize individuals’
cxpoctations for success
combinad with their valuing of
the goal,

Sociocultural views of motivation
Perspectives that emphasize
participation, idantitias, and
interpersonal relations within
communities of practice,
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TABLE 1+ Five Views of Motivation
| BEHAVIORAL | caGNITIVE AL . | SOCIOCULTURAL
AT P "l q&;ﬁﬂm: 5 Sy
Souree of [Extrinsic Imkrinsic Intrinsic Intringic and Intrinsic
Motivation Extrinsic
Impertant Rainforeers, Meee for self- Baliefs, attributions Goals, Engagec participation
{nfluanres rawards, asteem, self- for success expectations, in learning
incentives, and fulfillmant, and failura, intenticns, communitios;
punishers and sali- expactations self-efficacy maintaining
determination idantity through
participaticnin
activitios of group
Ky Thaarisis Skinner Pdaslow Weiner Locke & Latham Lava
Draci Graham Banclura Wangar

Logitimate peripheral
prarticipation Goenuineg

i bvement in the work of the
group, sven if your abilities are
uielevaleped and contributions
are sl

Hivrarchy of nesds Maskew's
modul of seven levels of human
aevas, from basic physiological
raquirainents to the nead far
sulf-actualization.

Soeif-actualization Fulfilling cno's
notantial,

Creficiency needs Maslow's Tour
lemmer-level negds, which must be
satisfied first.

Being needs Maslow's thice
higherlevel needs, sometimes
callad groweth needs.
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a group. In building an identity in the group, we move fronn legirimate periphoeral partici-
pation ta central participation. Legitimate peripheral participation mens thit beginners arc
senuinely involved in the work of the group, even if their abilities arc undeveloped and
their contributions are small. The novice weaver learns o dye wool before spinning and
weaving, und the novice leacher learns to tutor one child hefore working with the whaole
group, Each fask is a picee of the real work of the expere. The identitics of hoth the novice
and the expert are bound up in their participation in the commumniry. They are motivited
to learn the values and practices of the community to keep their identity a5 communily
members (Lave & Wenger, 1991; Woengar, 19960), ;

The behavioral, nimanistic, cognitive, social cognilive, and sociocultural approaches
o motivation are summarized in Table 1. These theories differ in their answers (o the
question, “What is motbvation®” but each contribules in its own wiy toward a comprehen-
sive understanding.

To organize the nuny ideas about molivition in a way that is useful for eaching,
let's examine Four broad areas. Most conlemporary explunations of motivation include
a discussion of needs, goals, belicts, und finally, the emotional "hot” side of motivation-
interests, curiosily, emotions, and anxiety (Murphy & Alexander, 20000,

NEEDS

Farly rescarch in psychology conceived of motivation in terms of trait-like necds or
consistent personal characteristics. Three of the main needs studicd extensively in Lhis
earlicr work were the necds for achicvement, power, and affiliciion (Pinich, 2003),
Abruliam Maslow's infuential theory emphasized a hierarchy that inelnded all these
nevds and more,

Maslow's Hierarchy of Needs

Maslow (19707 sugpested that humans have u hierarchy of needs ranging [rom lower-level
necds or survival and safcly (o higherlevel needs for intellectual achievement and finally
sell-actualization. Self-actualization is Maslow's term for seli-fullillinent, the realization of
personal potential. Each of the lower needs must be met before the next higher need can
[xe addressed.

Maslow (1968) called the four lower-level necds—(or survival, then safcty, followed by
belonging, and then self-estcem—deficieney needs, When these needs are satsfied, the mo-
tivation for fulfilling them decreases. He labeled the three hipherlevel needs—intellecrual
achievement, then acsthelic appreciation, and Fnally self-uctualization—helng needs. When
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they are met, a person's motivation docs not cease; instead, it increases o seek further
fulfillment. 1nlike the deficiency noeds, these being needs can never be completely Tilked,
For example, the more successtul you are in your efforts o develop as a teacher, the harder
you are likely lo strive for even greater improvement,

Muslow's theory has been eriticized for the very obvious reason that penple do not
always appear 1o behave as the theory would predict, Most of us move back and Forth
among different types of neads and may even be mativated by many needs at the same
tirme, Some people deny themselves salety or friendship in order to achicve knowledge,
understanding, o greater sclf-cstecn,

Criticisms aside, Maslow's theory does give us a way of looking al the whole student,
whose physical, emotional, and intellectual needs are all interrelated, A child whose feel-
ings of salety and sense ol belonging are threatened by divorce miay have little interest in
learning hiow o divide [ractions. I school is o fearlul, unpredictable place where neither
teachers nor stucents know where they stand, they are likely to be more concerned with
security and less with learning or teaching, Belonging o a sacial group and maintain-
ing self-esteem within that group, for example, are important to students, 1 doing whal
the teacher says conflicts with group rules, students may choose w ignore the wacher's
wishes or even defy the teacher

Self-determintion Lheory is a more recent approwch tomotbvation that faocuses on
hunin necds (Deci & Byan, 2002; Reeve, 2009).

Self-Determination: Need for Competence,
Autonomy, and Relatedness

Selfdetermination theory suggests that we all need m foel competent and capable in
our interactions o the world, 0 have some choices und o sense of control over our
lives, and o be connected (o others-—to belong o d social group, Notice that these are
sitmilur fo earlier conceptions of hasic nceds: compelerce (achievement), autonnuy and
contral (power), and relatednesy (affiliation), Decause different cultures have divergenl
conceprions of self, some psycholosists have asked whether the needs for compelence,
attonamy, and relatedness arc universal. In a series of studies, Hyungshim Jang and her
collengries {2009) found thal experiences of competence, autonomy, and relaledness were
associated with satisfying learning experiences for Korcan high school stadents, so even
in u collectivistic cullure, these needs may be importunt,

Mead for autonomy is central o selfdetermination because it is the desire to have
ot own wishes, rather than external rewards or pressures, determine our actions (Doci
& Ryan, 2002; Reeve, 2009, Recve, Deci, & Ryan, 2004), Peaple strive to have authorily in
their lives, to he in charge of their own behaviar, They constantly struggle agiinst pres-
sure from external controls such as the wales, schedules, deadlines, ocders, andd linies
impuosced by others, Sometimes, even helpy is rejected so that the individual can remain in
cormand CdeClinrms, 19830,

SELF-DETERNIMNATION 1M THE CLASSROOM. Classeoom environments thal supporl
studenr self-determination and aulonomy are associated wwith preater stodent interest
and curiosity {even intercst in homeworlo assignments), sense of competence, créativ-
ity, conceptual learning, grades, school arendance and satisfaction, engagement, use of
self-regulated learning steategies, psychological well-being, and preference for challenge.
These relationships appear to hold From st grade through graduate school {Jang, Reeve,
& Teci, 20000; Moller, Deci, & Ryan, 2000; Reeve, 2009; Shik, 2008). When students have
the autharity to malke choices, they are more likely to believe that the work is important,
even if it is not “fun® ‘Thus, they wend o internalize educational goals and take them as
their own,

In contrast to autonomy-supporting classraoms, controlling envivonments tend to
improve performance only an rote recall tasks. When students are pressured to pecform,
they often seek the quickest, easiest solution. Bul even hough controlling styles of teach-
ing are less effective, teachers are under pressure [rom administrators, accountubilily
reqitivements, and cultural expectutions to be *in charge," along with parents’ expectations

Connect and Extend to PRAXIS 17

Maslows (1, 1}

Consider how problems with
satistying Maslow's hicrarchy of
needs can affect student learning.
link these ideas to direct ar
wiearious cxporiences you might
have had in schiool,

Self-Determination {I, C3)
Linclerstand how self-determination
can baast ar diminish motivation
and duscrita proctival steps that
teachers can take 1o establish

a sense of self-determination in
sluclents.

Mlewd for autonomy The

dosire to have our own wishas,
rather than extarnal rawards or
prassures, determing our actions.
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'\s:- WMichelle D, Brideiell { PhotaEdit

“‘\‘I for class "disvipline.” Tn addition,
students often arc passive and un-
| | engaged or even defiant. Finally,
some teachers equale control with
uselul structure or leel more com-
forcable with a controlling sryle
(Reeve, 2009), Assuming you are
willing to resist those pressures,
how can you support student au-
tonomy? One answer is to locos
on information; not control, in your
interactions with students.

INFORMATION AND CONTROL,
Cagnitive evaluation theory (Deci &
Byan, 2002) explains how students®
experiences such as heing praised
ur criticized, reminded of deadlines,
assigned grades, given choices, or
lectured abour rules cun influence

SELF-DETERMIMED STUDENTS Classroom enviranmants that support studont salf- their intrinsic motivation by alfect-
determination and autonomy are associated with greater studont Interest and curiosity, ing their sense of sell-determination
sense of compotence, creativity, concaptual learning, and preference for challenge. and competence. According to rhis

theory, all cvents have two aspects:

Cognitive evaluation thoory
Suggests that ovents affect
mativation through the
individual's porception of the
avents as contralling behavier ar
praviding infermation.
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an event is highly contralling, that is, i it pressuees students to act or feel a certain Wiy,
then students will experivnce less control and their intrinsic mativation will be dimin-
ished. If, on the other hand, the event provides information that increases the students’
sense of competence, then intrinsic motivation will increase, OF course, il the information
provided mukes students feel less comperent, it is likely thal motivation will decreasc
lintrich, 2003}, Here is an example of a more controlling communication:

Your paper is due on Monday, Today, we are going to the school librany: In the library,
yonr will find information from books and laternet sites ra use for your paper, Dot
waste your time; don't gool off; make sure W ges your work done, In the libarsiry, wou
may work by yourself or with a partner, (Reeve, 2009, p. 169)

This teacher may believe that he is supporting autonomy because he offercd a choive,
Contrast his message with the following statement that gives iformeation aboul why the
library visit is valuable:

Yiur paper is due un Monday, As a way of helping you write 2 well-reseirehed prelgaer,

we are going to where the informarion is—the schoal lilrrary. The: reason we are going

tex the libeary is Lo fined the infonnation you need from boaks and Internet sites. Wil

there, you may be templed 1o goof off, but shidents in the past have found thar a tip

ter the library was o orucial part of writing an excellent paper. To help you wedte your

best possible paper, you may work in the way you wish—lwy yoursclf or with o partier

CHecve, 2009, . 164)

As a teacher, what can you do to suppart sludent needs for autencaiky snd com-
petence? An obvious First step s to limit your controlling messages o stdets because
controlling language Gmust, ough, bave to, should,)) can undermine stdent molivation
(Vansleenkiste, Simons, Lens, Sheldon, & Deci, 20043, Make sure the information you
provide highlights students' growing competence, The Guidelines Bive some ideas,

THE MEED FOR RELATEDMNESS, The need for reluledness is the desire to establish close
emolional honds and altachments with others. When teachers and parents are responsive
aned demonstrate that they care about the children's interests and well-being, the children
show high intrinsic motivation. Students who feel a sense of relatedness o teachers,
parents, and peers are more emotionally enguged in school (Furrer & Skinner, 2003},

S
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Supporting Self-Determination and Autonomy

Allaw and encourage students to make cheoicas.
Exampies

1. Design several diffarent ways to meet a learning objective
le.q., @ paper, a compilation of interviews, a test a nows
bremdeast) and et students choose one, Encourage them to
explain the reasans for their choice,

2. Appoint student committees tomake suggestions aboul
streamlining procedures such as caring for class pets or
disbributing equipment.

3. Prowide time for independent and extended projects,

4. Allow students to choose work pariners as long as they focus
an the task.

Help students plan actions ta accomplish self-selected goals.
Examplos
1. Experiment with goal cands. Students list ther short- and

long-term goals and then recard 3 ar 4 specilic actions that
will inerve therm loward the goals. Goal cardls are personal—
like creclit cards,

Z. Encourage micklle and high school students to sst goals in
each subject area, record them in a goal bool or on a thumb

drive, and check progress toward the goals on & regular basis.

Hold students accountable for the consequences of their
choices. )
Examples
1. It stuclents choose to wark with friends and do not finish a
project bacause too rmuch time was spent socializing, grade
the project as it desenses and help the shidanls see tha
cannsction betwean lost lime and poor perfermancg,
2. When students choose a topic that captures their
irmagination, discuss the connections betwaen their

investment in the work and the quality of the products that
fallow.

Provide rationales far limits, rules, and constraints,
Examplos

1. Expilain reasons for rules.

2. Respect rules and constrainls in your own behavier.

Acknowledge that negative emotions are valid reactions to
teachar contral.
Examples
1. Cammiunicate that it is okay {and normal) to feal borad
walting for a turn, for example,
2. Communicate that sometimes important learning involves
frustrafion, confision, weariness,
3. Acknowledge students” perspective: “Yes, this problem is
difficult.” O *| can underszand why you might tesl that way"

Use noncontrolling, pasitive feadback.
Examples
I, See poor perfarmance or behavior as a problem to be
solved, not a target of criticism,
2. fwoid cantralling language, “should,” “must,” “have to."

Far mora infermation on seff-datormonabion feong sea
htrpeftwn paych.rochester edu/ 50T

St From 150 Ways to Increass Intvingic Motivation in the Classroom, ty
James B Raffind, Fublizhan by Allvn and Haron, Bastan, Ma. Coperight &
1994 By Poarson Educalion and fram Mativating Others: Murturing Inmer
hintivational Resaurcas by dohamaestioll Receo, Pubilisheo by Allva and
Harnn, Hoston, Ma, Copyright @ 1998 by Pearson Educalion, Adaptod by
prernission af the pnoblizher
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All studdents need caring teachers, bur students placed at risk have an even greater need
lar this kind of teacher, Positive relationships with teuchers increase the likelihood that
sticlents will succeed in high school and go onto college (Stipek, 2000; Thompson, 2008,
Woolfollk Hoy & Weinstein, 2006). In addition, emotional and physical problems-—ranging
from eating disorders to suicide—are more comman among individuals who lack social
relationships {Baumeister & Leary, 1999), Relaredness is similar to o scnse of belonging

(Ckslermean, 20007,

Needs: Lessons for Teachers

From infancy o old age, people wanl o be competent, connected, and in control. Stu-
dents are more likely to participule in activities that help them grow more competent and
less likely o engupee in activitics that hold the possibilicy of failure, 'This means thal your
students need appropriately challenging rasks—not too casy, but nol impossible either.
They alse benefit rom watching their competence grow, perhaps through sel-monitaring
systems o portfolins. To be connected, students need o fecl that people in schoal care

about them and can be trusted to help them learn.

What else matters in motivation? Many theories include goals as key clements.
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Goal What an individual strives ta
accamplish,
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GOAL ORIENTATIONS

A goal is an cutcome or attainment un individual is striving to acenmplish (Locke &
Latham, 2002), When students strive 1o read a chapter or make a 4.0 GPA, Lhey are
involved in goal-dirccted behavior, Tn pursuing goals, students are generally aware of
some cureent condition (1 haven't even opencd my boolk), some ideul condition (T have
understond every page), and the discrepancy between the two. Goals motivate people to
act in order to reduce the discrepancy between “where they are” and “where they want
to be" Goul setting is usually ellective for me, Tn addition to the routine tasks, such as
eating lunch, which will happen witliout much attention, I often set goals for each day,
For exaniple, loduy | intend to finish this scetion, walk on the readmill, schedule o den-
tist appointment, and wash another load of clothes (1 know—nol oo excitng), Huving
decided ta do these things, | will feel uncomlortable if | don’t complete the list,

According to Locke and Latham (2002), there are four main reasons why goal selling
improves performance, Goals:

L. Dircet ateention to the task at hand and away from distractions. Fvery tme my mind
wandlers from this chapter, my goal of finishing the section helps direct my attention
hack 1o the writing.

2. Energize ellorl, The more challenging the goal, to a point, the greater the ellorl,

3. Increase persistence, When we have a clear goal, we are less likely to give up untif
we teach the goal: Tard goals demand effort and tight deadlines lead to Faster woarls,

4. Promote the development of new knowledge and stratepies when old strategies fall
short. For example, if your goal is maling an A and you don't reach that goul on your
lirst quiz, you might try a new study approach for the next quiz, such as vxplaining
the key points to a friend,

Types of Goals and Goal Orientations

The lypes of goals we set influcnce the amount of metivation we have fp reich them. Goals
that are specific, elaborated, moderaiely difficsdt, and Fhely to be reached in the near funice
tend (o enlwnce motivation and persistence (Schunlk, Pintrich, & Meece, 2008, Stipek, 2002,
Specifie, elaborated goals provide clear standards for judging performance, If pér-
formance falls shorl, we keep going. Tor example, Ralph Ferrelli and his eolleagues (2000
gave 4th and oth grade students either a general goal for writing a persuasive essay (“write
a letter to a teacher aboul whether or not students should be given more oue-of-class
assignments . ") or the general poal elaborated wilh specific subgoals such us:

¢ Yoo necd to say very clearly what your opinion or viewpoint is;
* You need o think of two or more reasons to back up your opinion;
= You need (o cxplain why those reasons are gond reasons for your opinion (. S8

Haoth students with and withoue learning disabilitics weote iore persuasive essays when
they were given specilic subgoals,

Mudlvreade difficadty provides o challeage, hut nol an unreasonable one, Finally, goals
that can be reached fizly soon are not likely o be pushed aside by more incdiate con-
cerns. Graups such as Aleoholics Anonymous show they are aware of the mativating value
of shove-term goals when they encourage licir members to stop drinking “one day at 2 time.”

STOP & THINK Cn a scale fram 1 (Strongly Agroe) to 5 (Suengly Disagree), how would you
answar these questions:

| teel really pleased in school whan

| salve problems by warking hard — Al the work is casy
_ b know maore than the others _ llearn something now
_ldan't have to weork hard __Lam the anly cne who gots an A
__ | keeop busy | arm with my frisecs o

| finish first

R
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FOUR ACHIEVEMENT GOAL ORIEMTATIONS IN SCHOOL. Goals Il,f"' '
are specific targets. Goal orientations are patterns of beliefs abour '
poals related to achievement in school. Goal orentations include
the reasons we pursue goals and the standarcds we use 1o evaluate
progress toward those goals. For example, your rarger might be o
make an A in this course. Are you doing s0 in order to masrer edu-
cational psychology—to learn all about it, or to perform—io ook
good in the eyes of your fricnds and family? There are four main
goal orientations—mastery (learning), performunce (looking gond),
work-avoidance, and social (Schunk, Pintrich, & Moeeee, 2008). In the
Stofe & Phink exercize you just completed, can you lell which goal
wricniations are reflected in the different answers? Most of the gues-
Lions were wdapted from a smdy on stidents! theories aboul learning
mathematics (Nicholls, Cobb, Wood, Yaclel, & Patashaiclk, 1990,

The mosl common distinction in research on stdents’ goals is
herween mastery goals (also called fask goals or learning goals) and
performance goals (also called abilily poals or ego goals). The point
of a mastery goal is fo improve, (o leurn, no maller how awlopnrd
you appear. When students ser mastery goals, the quality of their
enggement in the task is higher—they are more invested, Students
with mastery gouls tend to seek challenges, persist when they
encounter difficullics, and feel better about their work (Midgley,
20000, They locus on the task at hand and are not worried abonae
how their performance “measures up” in comparison to others in
the class, We often say that these people “gel lost in their work? In
addition, they are more lilely to seek appropriate help, vse deeper
cognilive processing strategies, apply better study strategics, and 15
gencrally wpproach academic tasks with confidence (Anderman & | D5
Patrick, 2012; Kaplan & Machr, 2007},

The second kind of goul is & performunce poal. Students with
perfarmance goals care about demonstrating their ability o others.
They may he focused on getling good Lest scores and grades, or
they may he more concerned with winning and beating other stu- "\mdia

"MEASURING UP" I5N
set mastery goals, the quality of thair engagement in

the task 1s higher—thay are more investad. They are loss
worried about how their porfarmange compares to that

of othors In the class, David 4 ager S Pearson Laarmieg Mhota /},

" adl
‘T THE POINT When students

dents. Students whose goal is outperforming athers may do Lhings

e lock smard, such as reading easy hools in order to "read the most books.” The evalu-
ation of their performance by athers, not what they learn, is what matters, Sludents with
performance goals may act in ways that actually interfere wich learning, For example, they
may chear or use shorl-culs Lo get finished, worle bard only on graded assignments, be
upset and hide papers with low grades, choose sk that are casy, and be very uncom-
fortable with assignments thar have unclear evalualion criterin (Andermun & Anderman,
2000; Seipel, 20002,

WAIT-—ARE PERFORMAMCE GOALS ALWAYS BAD? Performance goals sound peetty
dysfunctional, don't they? Earlier research indicated that pedformance poals generally
were detrimental o learning, bot like extringic mativation, a performunce goal orienta-
lion may not be all bad, all of the time. Tn fact, some research indicates that both mastery
aned pedurnmunce goals are associated with using active learning strategies and high
self-ellicacy (Midgley, Kaplan, & Middleton, 2001; Stipel:, 2002). For college students,
pursuing performance goals has been related to higher achievement. And, as is the case
with intrinsic and exirnsic motivation, students can, and often do pursue mastery and
performance goals ar the same time (Ancerman & Palrick, 2012).

‘Fo account for these recent findings, educational psychologists have added the dis-
linction of approach/aveidance to the mastery/performance distinction, In olher words,
students may be motivated to either approach mastery or avoid misunderstanding, They
may approach performance or avoid looking dumhb, Table 2 on the next page shows
examples and the elfecls of cach kind of goul orientation, Where do you see the maost
problems? T you agree that the real problems are with avoidance? Students whao fear
misunderstanding (mastery avoid) may be perfectionist—{ocused on gelling it exactly

Goal arientations Pattarns af
beliefs about goals refated to
achievemant in school,

Mastary goal A personal
intention to improve abilftes aned
lzarn, no mattar how perfarniance
suffers,

Parformance goal A persanal
intenticn to seem compotent
or parferm well in the eyes of
others,
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Waork-avoidant learners Students
who don't want to learm ar to
leak smart, but just want to avaid
wark.

Social goals A wids variety
of needs and motives to be
connected to others or part of 3

Qroup.
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TABLE 2 = Goal Orientations
Studerts may have either an approach er an avoidance focus far mastery and perfarmance goal
arientatidans.

GOAL ORIENTATION

Mastery Focus: Mastaring the task, Fogus: Avalding

learning, understanding misundarstanding er not
mastaring the task
Standards Used: Self- Standards Used: Just don’t bo

improvement, progress, wrong; parfactionists don't
deep understanding (task- rmake mistakes
invalved)

Parformance Focus: Heing suporior, Facus: dwoiding looking

stupid, avoiding losing
Standards Usod: Mormative—

doen't bo the worst, gat the

lowast grade, or be the

winning, baing the hast
Standards Used: Mormative—

getting the highest grade,
winning the compatition

{ega-invalved goal} slowest {ego-invalved goal)

Genirce: Fram Pioteich, Paul . and Dale B Schunk, Mativation in Eduzation: Thenny Research and Applications, de.
Published by Allen and Uggan, Boston, A, Coppright © 2008 by Pearsan Feicatian, Adaptad by permission of the
puklisher,

right. Stuclents who avoid looking dumb {performance avoid) muy wdopt defensive,
[ailure-avoiding strategics like Defensive Daleesha described earlier—they pretend not to
care, make a show of “nof really trying,” or cheat (Harackiewiz, Barron, Pintrich, Elliot, &
Thrash, 2002; Harackiewiz & Linncnbrind, 2005),

One final caution—performunce approach goals can turn into performance avodd-
ance goals if students are not successful in luoking smart or winning. The path might
tead from performance approach (orying Lo wind, o performance avoidance (saving face
and trying not to look dumb}, to learncd helplessness (1 give upl) 5o teachers are wise
ro aveid (rying to motivale using competition and sociul comparisons {Drophy, 2005).

BEYOND MASTERY AND PERFORMANCE. Somc students don't want & learn, look
smurl, or avaid looking dumb; they just want o Finish Fast ar avoid work altogether. These
sludents try to camplete assigniments and activities as quickly as possible withoul exert-
ing much effort (Schunlke, Pintrich, & Mocee, 2004). John Nicholls called these stucents
work-avoidant learners—they feel successiul when they don'l have to try hiard, when the
work is casy, or when they can “goof of” (Nicholls & Miller, 1984).

A linal category of goals hecomes move important as sindents gel ulder—social goals.
As students move into adalescence, their sncial networks change o include more peers.
Monacademic activities such as athletics, dating, and “hanging oul” compete with school-
work. Saciul goals include a wide variety of needs and motives that have ditferent rela-
tionships Lo learning—some help, but others hinder learning, For example, adolescents'
goal of maintaining fricndly relations cun ger in the way ol learning when cooperative
learning group members don't challenge wrong answoers of misconceplions because they
arc afraid to hurt cach other's feclings (Anderson, Holland, & Palincsar, 19973, Certainly,
pursuing social goals such as having fun with [rends or avoiding being labeled a "nerd”
can get in the way of learning. Dur the goual ol bringing honor o your family or weam by
working hurd or being part of a peer group that values academics certinly can support
learning (Pinirich, 2003; A, Ryan, 2001; Urdan & Maehr, 1995},

Wi lalle ahout gouls in separate calegories, but students can and doe pursue several
poals al once {Bong, 2009 Darnon, Dompnier, Gillieron, & Butora, 20100 They have
to coordinate their goals so they can make decisions about what to do and how to acl.
What if sacial und academic goals are incompatible? For example, il students do nol see
a connection between achicvement in school and suceess in life, particulurly becaose
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discriminulion prevents them from succeeding, then they are not likely to set academic
achievement as a4 goal, Such anti-academic peer groups probably exist in every high
school (Committee on Tnoreasing High School Students' Engagement and Motivation o
Learn, 200M; Wentzel, 1999), Sometimes, succeeding in the peer group means not achiev-
ing in school—and succeeding in the peer group is important. The need For social rela-
tionships is basic and strong for most people.

GOALS |N SOCIAL CONTEXT. Current thinking in educational psychology puts puople
in context, Goal orientation theory is no exception. The people in the situation socially
comstruct the meaning of an activity, such as an assignment ina bivlogy class; gouls set
for the activity will reflect the purticipants’ understanding of *what they are doing.” 5o,
in a highly competitive classcoom climate, students might he more likely to adopt per-
formance goals. In contrast, o a supporlive, learncr-centered clussroom, even a student
with a lower sense of self-cfficacy might be encouraged to aim for higher mustery povals,
Coals are construeted as part of the Lriadic reciprocal interaction of person, environmenl,
and hehavior described by social cognitive theory—"interlocking perceptions of ‘meun-
ing, ‘purpose,’ and ‘selt’ in guiding and framing action, thoughr and cmotion” (Kaplan &
Maehr, 20075

The way students perceive their class delines the elassreon: goel structure—Lhe goals
that students think are emphasized in the class (Murayama & Elliod, 200803, Lisu Fast and
her colleagues (2010) found that 4th through tith grade smdents had significantly higher
levels of self-cilicacy and mathematics achievement when they perceived their math
clusses as caring, challenging, and mastery orented, 5o challenge, support, and a focus
on learning, not looking good, scem to createa positive classroom enviranment.

Feedback, Goal Framing, and Goal Acceptance

Besidos having specific goals and creating suppoctive sueial relationships, there are three
additional factors that make goul setting in the classroom effective, The fiest is Seedback,
In order to be motivated by a discrepancy berween “where you are” and "where you want
tor be,” you must have an accurate sense of both your current stabus and how far you
have to go. There is evidence that feedback vmphasizing progress is the most effective,
In ane study, feedback to adults cmphasized cither that they had accomplished 75% of
the standards set or thal they hagl fallen short of the standards by 25%. When the {eed-
hack highlighted accomplishment, the subjeces’ seli-confidence, analytic thinking, and
performunce were all enhanced (Bandura, 19977,

The second Fictor affecling motivalion to pursue a goal is goal freming, Activities
or assignments can be expluined or framed as helping students’ intrinsic goals, such as
growing compelence, seli-determination, pasitive relarionships with friends or teachers,
or well-being, The alternative is portraying activities as helping students reach extrinsic
goals such as working lor a grade, meeting requirements, gerting ready for classes next
year, and so on. When activities are linked Lo stirdents' intrinsic goals of hecoming mare
competent, self-dirceled, and connected with others, then the students process infarma-
tion more deeply uicl persist longer to gain a eonceplual (not superficial) understanding,
Linking activitics to the extrinsic gouls al meeting semeone elses standurds promotes role
fearning, but nol deep understanding or persislence {Vansteenbiste, Lens, & Deci, 20060,

The third lfactor is poal accepianes. Commitment mallers: The relationship between
higher goals and better performunce is strongest when puople are committed to the goals
(Locke & Latham, 2002}, 1f students reject goals set by othess or reluse 1o sel their own
goals, then their motivation will suffer, Generally, students are more willing o commit to
the goals of others il the goals seem rewlistic, reasonably difficult, and meaningful—and
if thie goals arc validated by connecting activitics Lo students” infrinsic intereses (Grolnick,
Gurland, jacol, & Decourcey, 2002},

Goals: Lessons for Teachers

Students are more lilkely to work toward goals that arc clear, specitic, reasonable, moder-
ately challenging, and artainable within a relatively short period ol time. IF teachers foous
on student performance, high grades, and eompetition, they may encourage students Lo
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Episternological beliefs Beliefs
about tha structure, stobility, and
certainty of knowledge, and how
knowledge is bast learned,
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set performance gouls, This could undermine the students' ahilicy to learn and become
tasle-involved und set them on a parh toward alienation from learning in school and
learncd helplessuess (Anderman & Maehr, 19%4; Brophy, 20H15). Students may nol yet be
cuperl at setting their own goals o keeping these poals in mind, so cncouragement and
accurate feedback are necessary. If you use any reward or incenlive systems, be sure the
goal you set is to learn and Improve in some area, nol just o perform well or ook smart,
And he sure the goal is nol oo dilficull, Stodents, like adules, are unlikely o stick with
tasks or respond well (o leachers who make them feel insecure or incompetent, which
leads us to our nexl lopic—the power of heliefs in mativation.

BELIEFS AND SELF-PERCEPTIONS

Thus far, we have talked about needs and goals, bt there is another factor that must be
considercd in explaining maotivarion. What do students helieve abour learning and abour
themselves—their competence and the causes for success or failure? Let's sturt with a
basic question—What do they helieve about knowing?

Beliefs About Knowing: Epistemological Beliefs

Whart students believe about knowledse und lewrning (their epistemological beliefs) will
influence their motivation und te kinds of steategies that they use,

STOP & THINK How would you answer these questions taken from Chan & Sachs (2001)7

1. Which of the fallewing is the mast important thing in learning math? (a) remember what
the teacher has taught you, &) practice lots of problems, (€] understand the prabilems you
wark an,

2, Which of the following is the important thing to do in learming science? (&) faithiully do
the work the teacher tells you, (b} try to see how the explanation makes sense, {c) try ta
remember everything you sre supposed Lo know. '

3. i you wanted to know everything there is about samething, say animals, how long would
you have to study it? {a) less than a year if you study hard, (B) about one or twa years,
[e) forever,

A, What happens when you learn more and more about something? (&) the questions get
mare and more complex, (b} the questions get easier and easier, (©) the questions all get
anawared.

Using questions like thase above, researchers have identified several dimensions of
cpistemological beliefs (Chan & Sachs, 20000 ; Schommer, 1997, Schommer-Aiking, 2002,
Schraw & Olafson, 20020, For example:

o Structure of Knowledge: 15 knowledge in a ficld o simple set ol uels ora complex
structure of concepts and relationships?

o Stability/Certainty of Knowledge: Is knowledge (ixed or does it evolve over time?

o Ability to Leacn: Is the ability to learn lixed (based on innate ahility) ar changeahle?

* Speed of Learning: Can we gain knowledge quickly or does it take time to develop
knowledge?

»  Wature of Learning: Does learning mean memaorizing ficts pussed down trom authori-
ties and keeping the facts isolated, or does iU mean developing your own integrated
understandings?

Students' belicls about knowing and learning affect the goals they set and the learn-
ing stralegies they apply. For example, if you helieve that knowledge should be gained
guickly, you are likely to try one or two quick soategies (read the text once; spend two
minutes trying to solve the word problem) and then stop. I you believe thatl learning
means developing integrated understandings, you will process the material more deeply,
connect to existing knowledge, create your own examples, or deaw diagrams, and gener-
ally elaborate on the information to make it your own {Kardash & Howell, 2000; Muis &
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Franco, 20097, Tn one study, clementary school students {grades 4 and 6) who believed
that learning is understanding processed scicice texts more deeply than others who he-
liever that learning is reproducing facts (Chan & Sachs, 2001). The Stop & Think questions
you just answered were used in that siudy to assess the students” beliefs. The answers
associated with a beliel in complex, evolving knowledge that takes time to understand
and grows [rom active learning are e, 2b, 3¢, and 4

Beliels about ane dimension discussed above—ability to learn—ure particularly
powerlul, Read on.

Beliefs About Ability

STOP & THINK Rate these statemonts taken from Dwedk (2000) on a scale from 1 (Strangly
Agree) to & (Strongly Disagree).
_ou have a certain amount of intelligence and you really can't do much to change it
_ ou ean learn new things, but you can't really change your basic intelligence.
Me matter who you are, you can change your intelligenca a lot.

Mo matter how much intelligence you have, you can always change it guite a bit. »

Some of the most powerful beliefs atfecting motivation in school are about ahility. Adults
use two basic concepls of ability (Dweck, 2002, 2006). An entity view of ability assumes
thar ahility is a stable, uncontrollable trait—a characteristic of the individual that cannat
he changed, According to this view, some people have more ability than others, but the
amount cach person has is set, An Ineremantal view of ability, on the other hand, sug-
gosts Lhal ability is unstable and controllable—"an ever-expanding reperloire af skills
and knowledge® (Dweck & Dempechat, 1983, p. 144). By hard work, study, or practice,
knowledge can be increased and thus ability can be improved. Whal is your view of abil-
ity? ook hack at your answers o the Stop & Think questions.

Yaung children tend to hold an exclusively incremental view of ability. Through
the early clementary grades, most students believe that elfort is the sume us intelli-
gence. Smart people try hard, and trying hard malkes you smart. If you Fail, you aren't
smart and you didn't try hard (Dweck, 2000, Stipek, 20020 At around age 11 or 12,
children can differentinte among effore, ability, and performance, Al about this time,
they come to believe that someone who succeeds without working al all must he really
sinart, This is when beliefs about ability begin o influence molivation CAnderman &
Anderman, 2010),

students who hold an entity (unchangeable) view of intelligence tend Lo set per-
formance avoid goals to avoid looking bad in the cyes of others, They scek situarions
where they can look smart and protect their selb-esteem, Like Safe Sumey, they keep
duing those things they can do well without cxpending oo much eltort or risking failure,
because either one—working hard or failing—indicates (ro them) low ahility. To work
barel but still fail would be devastating, Students with learning disabilities are more likely
ta hiold an entity vicew,

In contrast, holding an imcremental view of ability is associated with greater maoti-
vation und learning, Believing that you can improve your ability helps you focos on the
processes of problem solving and applying good strategies, instedd of on the frodncty of
test scores and grades (Chen & Pajares, 2010),

Teachers who hold entity views are guicker to form judgments about students and
slower to maodify their opinions when confronted with contradictory evidence {Stipek,
20023, ‘leachers wha hold incremental views, in contrust, tend o set mastery goals and
seel situations in which students can imyreove their skills, because improvement means
getting smarter, Failure is not devastating; it simply indicates more work is needed. Abilioy
is nol threatened, Tncremental theorists tend to sct maderately difticult goals, the kind we
have seen are the most motivaring.

Reliefs about abilily are related o other beliefs about what you can and cannot
confral in learning,

Entity view of ability Beliaf that
ability is a fixed characteristic that

cannat be changead.

Incremental view of ability. Beliaf
that ability is a set of skills that

can be ehanged,



Connoct and Extend to PRAXIS [T

Attribution Theary (I, C1)

Go to the Encyclopedia of
Paychaology (thttpe!fean psychalogy.
oraflinks/Environment_Behavior_
Relatianships/Mativationd} and
follow its link far Attribution Theory
to learn maore abaut Using principles
derivad from this theary to boost
intrinsic mativalion e learn.

Atribution theaories Deoscriptions
aof hiow individuals’ explanatians,
justifications, and cxouses
influence their motivation and
behaviar,

Self-efficacy Baliefs about
parsonal competance ina
particular situation.
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Beliefs About Causes and Control: Attribution Theory

One wellknown cxplunation of motivation begins with the assumption that we @y Lo
malee sense of our own behavior and the behavior of others by searching for explanations
and cuvses. To understand mur own successes and failures, particularly unexpected ones,
wie all ask, "Why? Students asl themscelves, "Why did T funk my midterm?? or "Why i
1 do soowell this grading period?* They may atiribute their successes and failures Lo abil-
ity, elfort, mood, knowledge, luck, help, interest, clavity of instructions, Lhe interference
of athers, unfair policics, and so on, To understand the successes and Fdlures al others,
we alsa malke attributions—that the others are smart or lucky or work bhaed, for example,
Attribution theeries of motivation describe how the individval's explanarions, justifica-
tions, and cxouses influence motivation (Anderman & Anderman, 2001,

Bernurd Weinere is one of the main educutional psychologists responsible for relar-
ing attribution theory to school learning (Weiner, 2000, 2010). According to Weiner, most
of the attribnted causes for successes or fallures can be characterized in terms ol three
dimensions;

1. Locus (location of the cause—internal or exterml to the person). For example,
allributing a great piano performance o your musical talent or hard wodk are inter-
nal atrilutions, Explaining that the perfonmance s based on coaching from a great
teacher is an external attribulion,

2. Stahility {whether the cause of the event is the same across tme and in different
sitnations). For cxumple, talent is stable, but effort can change.

3. Comtrollability (whether the person can coatrol the causc), For example, effort and
finding o great teacher are controllable, but innute muosical talent is not.

Every causc for success o failure can be categorized on these three dimensions. Far
instance, luck is extermal (Jocus), unstable (stability), and unconteollable {controllability). In
attribution theory, ahility is usually considercd stuble and unconrrallable, but incremontal
theorists (described earlier) would argue it ability s unsrable and controllable, Weiner's
locus and controllability dimensions are closely related to Deci's eonce pt of locus of causality,

Weiner belicves that these three dimensions have important implicalions for moli-
vation becuuse they aflect expectancy and vahie: The stability dimension, for examiple,
seems to be closcly related to expectations about the futuee, IF students arrilnuwe their
Failure o stibile frctors such as the difficulty of the subject or an unfaiv teacher, they will
expeel Lo keep failing in that subject o with that teacher, Buc if they atteibute the out-
come o unstable factors such as mood or luck, they can hope for hetter outcomes: next
tirne, The internal/external locus seems 10 be closely related to feelings of sclt-esteem, If
siecess or failure s attributed (o internal fctors, success will lead to pride and inereased
mativation, whercas Bilore will diminish self-esteem. The corfroflobility dimension is
related to cmolions such as anger, pity, gracitude, or shame, I§ we feel responsible for owur
Failurcs, we may [eel guilt; if we feel responsible for successes, we may feel pronwd. Failing
at 4 lask we cannat control can lead to shume o anger {Weiner, 2001407,

Feeling in control of your own learning seemns to be related to choosing more dif-
ficalt academic taslks, pulling oot more effort, using better stratepics, and persisling
longer in school work (Schunk, 2000; Weiner, 19942, 1994h). Foctors such as conlinuing
discrimination against women, people of color, and individuals with special needs can
atfoct these individwals' perceptions of their ability to control their lves Ovan Taar, 20000

ATTRIBUTIONS IN THE CLASSROOM. People with a strong sense of salf-efficacy for o
given task C“I'm good at math®) tend (o attribuce their failtiees to lack of effort (1 should
have double-checked my work™), misunderstanding directions, or just not studying
enough. These arc internal, controllable atributions. As a consequence, they uwsually focus
on stratepics for succeeding next time. This response often leads (o achievement, pride,
and a greater feeling of control. Hut people with @ low sense ol sellefficacy ("T'm terrible
al muth™ tend o attribute their failures to lack of ability (*T'm just dumb™),

The greatest mativational problems arise when students arcribute failures to stuble, un-
controllable causes. Such students may seem resigned to failure, depressed, helpless—what we
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generally call “unmotivated” (Weiner, 2000, 20100, ¥
These students respond to failaee by focusing even
more on their own inadequacy; their attitndes toward
schoalwork may deterforate even further, Apathy is
a logical veaction to Ldlure if students believe the
causes are stable, unlikely w change, and beyond
their control anyway. In addition, students who view
their failures in this light are less likely o seek
help; they believe nothing and oo one can help,
s they conceal their needs for help, This creates a
downward spiral of failure and concealment—"the
mativationally 'poor’ children, by concealing their
difficulties, become 'poorer™ (Marchland & Skinner,
200070, You can see that i0a student held an en-
tity view {(ahility cannot be changed) and a low
sonse of selfefficacy, mativarion would he destroved

when failures were atrributed o lack of ability UMMOTIVATED? The greatest motivatianal problems arise when students

F

("1 just can't do this and Ul never be able to learn™) attributa fallures to uncontrallably causss and focus on their own inad-

(Dancura, 1997, Schunk, Pintrich, & Mecee, 2008

aquacy. Apathy is a logical reaction if students halisve the causes of failure
Stipek, 2002). k\_are boyond thelr contral, @ Lon C Diehl / PhateEdt

TEACHER ACTIONS AND STUDENT ATTRIBUTIONS, W also make attributions ahout
the causes of other people's successes and failures, When a teacher assumes that student
tuilure is attributable to forces heyvond the student’s conirol, the teacher lends Lo respond
wilh sympathy and aveid giving punishments. 1f, however, the failures are atteiboted oo
contrellable Betor such as lack of effort, the teacher's response is move likely to be ivrita-
tion ar anger, and reprimands may Tellow, These tendencies seem to be consistent across
time and colores (Weiner, 1986, 20007,

Whiat do students make of these reactions lroan their leachers? Sundea Graham (1991,
1996) gives some sirprising answers, There is evidence that when leachers respond to
students' mistakes with pity, praise for a “good try” or unsolicited help, the sludents are
more likely to attribute their failure o an uncontrollable cause—usually tack of abilily,
Dses this mean that teachers should be critical and withheld help? OF conuese not! That it
is a remtinder that over-solicitous help can give unintended messapges. Graham (1991) sug-
gests that many minorily group studentls could be the victims of well-meaning pity from
teachers, Seeing the very real problems that the students face, leachers may "cuse up” on
requirements so the students will “experience success.” But a subtle conmmunication may
accompany the pity, praise, and exoa help: "You don’t have the ability to do this, so T will
overlook your failure” Graham says, “Ihe pertinent question for blacks s whether theie
cwn bistory of academic fallure makes them more lkely to be the targets of syimpathetic
lecdback from wachers and thus the recipicnts of lowe-ability cues" (1991, po 281 This kind
of henevolent fecdback, even i well intended, can be o subtle form of racism.

Belie_f:j, Abhout Self-Worth

Whatever the label, most theorsts agree thal a sceose of efficacy, control, or self-
determination is critical il people are to feel ntrinsically motivated,

LEARMED HELPLESSMESS. When people come to helieve that the events amd ouf-
comes in their lives are mostly uneontollable, they have developed learned helplessness
(Selipmean, 1975). o understand the power of learned helplessness, consider this classic
experiment {Hirolo & Selizman, 1975) Subjecls received cither salvable or unsolvable
puzzles, In the next phase of the experiment,; all subjects were given o serics of solvable
puzzles, The subjects who struggled with unsolvable puzeles in the fivst phase of the ex-
periment usually salved significantly fewer puzzles in the second phase, They had leurned
that they could not contol the outcome, s why even try?

Learned helplessness appears to cause three types of deficits: motivational, cogii-
fieve, and affective. Students who [eel hopeless, like Hopeless Geraldo described earlier,

Learned helplessness Tha
axpectation, based on previous

A

expariancas with a lack of contrel,

that all one’s effarts will lead to
failura.
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TABLE 3 « Mastery-Oriented, Failure-Avoiding, and Fallure-Accepting Students
L3
Masteary- Low fear of failure | Learning geals: | Effort, use of Incremental; Adaptive strategies; e.g.,
Orientad maderately right strategy, improvable try another way, seek
difficult and sufficient halp, practice/study
challenging knewlodgo Mg re
is cause of
SUCCESS
Failure-fyaiding High fear of failure | Performance Lack of ability is Entity; sot Self-defeating stratagies:
goals) wary cause of failure 0.4, make a fochle
hard or very effort, pretend not to
easy care
Fallure-Accepting | Expectation Perfarmance Lack of ability is Entity; sat Learned helplessness; likely
of failure; gaals of no causa of failure to give up
depression goils

Mastiry-oricnted students
Stuctents who focus on learning
acals bacause thoy valia
achievament and see ahility as
imorowvatlo,

Failure-avaiding students
Students who avaid failure by
sticking Lo what they knaw, by not
taking risks, or by claiming not to
care abaut thair perfarmance,

Self-handicapping Students may
angace in behavior that blocks
their own success in ardar to
avoid tasting their true ability.
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capect to Fail, so why should they even toy—thus motivation suffers. Because they are
pessimistic aboul leurning, these students miss opportunities o practice and improve
skills and abilities, so they develop cognitive deficits. Finally, they often suffer from
affective problems such as depression, anxiety, and listlessness (Alloy & Scligman, 19797,
Omnee established, it is very difficulr ro reverse the ellecls of learned helplessness.

SELF-WORTH. What are the connections hetween atteibutions and beliefs about abil-
ity, self-ctticacy, and self-worth? Covington and his colleagues suggest that these factors
come: topether in three kinds of motivational sets: mastery oriented, failorve avoiding,
and fedtfvre gocepring, ws shown in Table 3 (Covingron, 1992 Covington & Mueller, 2001),

Mastery-oriented students Lend (o value achivvement and see ability as improvable
{an incremental view), so they focus on mastery gouls in order o increase their skills une
ahilities, They are not fearful of failure, because [ailing does not threalen their sense of
caompetence and self-warth. This allows them ro ser moderately difficult goals, take risks,
and cope with failure constructively. They generally artribute stuccess to their own eflorl,
and thus they assume responsibility for learning and have a strong sense of self-efficacy.
They learn last, have more sclf-confidence and enerpy, are more aroused, welcome con-
erete feedback G does not threaten them), and ace cager to learn “the mles of the game”
so thar they can succeed, All of these [aclors muke for persistent, successtul learning
tCowvington & Mueller, 2000; McClellaned, 1985).

Failure-aveiding students tend to hold an entity (lixed) view of ability, so they set
performance goals, They lack a strong sense of their own competence and sell~worth
separate {rom their performance, In other words, they feel only as smart as their |ast
tesl grade, so they never develop a solid sense of self efficacy. In order to feel compe-
tent, they must prarect themselves Cand their sell-worth) From failure. I they have heen
aenerally successful, they may seek o avoid failure like Safe Sumey, simply by taking
Few risks and “sticking with what they know.” If, on the other band, they bave experi-
enced i good bit of failure, then they, lilke Defensive Daleesha, may adopt sell-deleating
strategics such as feeble efforts, setting very low or ridiculously high goals, or claiming
nol W ocure, Just beforea Lest, a student might say, °1 dido'e study ae allt® oe "All T want
to do is pass” Then, any grade above pussing is 4 success. Procrastination is another
example, Low grades do not fmply low ability if the student can claim, 1 did olay
considering 1 didn't start the tecm paper uniil last night” All these are self-handicapping
strategies because the students ace impasing handicaps on their own achicvement, Vory
little learning is going on,
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Encouraging Self-Worth

Emphasize that abilities are not set, but are always improvable.
Examples
1. Sharo examples of how you have improved your knowledge
and skills, for example in writing, at = spot, or daing & craft,
2. Tell about your cwn failures that became successos when you
trieed new stratogios or got the right help:
3, Save first dralts and finished products from students in
pravious classes to shaw how much the students improved
with effort snd support,

Teach directly about the diffarence between learning goals
and performance goals.
Exarnples

1, Encourage studants to set a small-step goal for one subject.

the best answer. This gives us a chance to dig desper—
excellant!”

2. Encourage ravising, impraving, polishing, and recaing with
an emphasis on improverment.

1. Show studcnts connections betwean thair revised work and a
higher grade, bul emphasize ther growing compatenao.

Encourage halp seeking and help giving.
Examples
1. Teach students how to ask axplicit questions aboot whal they
clo not understand.
2. Recognize students whe are helpful,
3. Train class experts for some ongaing needs sich as
technolagy guides or prograss checkers.

2. Recognize improvements often with private authentic praisa,
3. Use personal best goals, not betwesn-studenl competition,

Far more informatian an selfowartn, soo
http:fhonoluly hawail edwintraneticommillees/FacDasComiguidebk!

Make the classroom a place where failura is just diagnostic— o i bin

failure tells what needs to be improved.
Exarnpdes
1. If & student gives a wreng answesrin class, say | et others
waould give that answer too, Let’s examine why that is not

Unfortunately, filure-avoiding strategies generally lead o the very failure the
students were Irying to avoid. IF failures continue and cxeuses wear thin, the students
may finally decide that they are incompetent, Their sense of self-worth and selt-cllicacy
deterivrates. They give up and thus become failure-accepting students. They are convineed
that their prablems are due to low ability. As we saw carlier, those studenls who attrilnite
fuilure ro low ahility and believe ability is fixed arc likely to become depressed, apathetic,
and helpless. Like Hopcless Geraldn, they have little hope for change.

Teachers may be able to prevent some [ailure-avoiding students from becoming fail-
ure accepting by using multiple outcome measures and setting a number of goals, In this
way all stucenis have a vealistic chunce of succeeding on sone DUECOME MCRsULS anil
reaching ul least a few goals (Chen, W, Kee, Lin, & Shui, 2008), Also, muny studenis may
need support in aspiring to higher levels in the fee of sexual or ethnic stercotypes about
whal they “should” want or what they “should not” be able o do well. This kvl aff support
could malke all the difference. Tnstead of pilying or excusing these students, reachers can
teach them how to learn and then hold them accouneable for their learning. This will help
the students develop a sense of self-cllicacy for learning and avoid learned helplessness,
The Gridelines discuss how to cncourage self-warth,

Beliefs and Attributions: Lessons for Teachers

i students helieve they lack the ability to understand higher mathematics, they will prob-
ahly act on this belict even if their actual abilities are well ubove average. These students
are likely to have little mativation to tackle trigonometry or caleulus, hecause they cxpect
to do poorly in these areas. IF students believe that failing means they are stupid, they
are likely 1o adopt many selt-handicapping, self-defeating strategics. And teachers whao
stress performance, grades, and competition can encourage selt-handicapping wicthout
realizing they are doing so (Anderman & Anderman, 20100, Just telling students o “try
harder™ is not particuldrly effective. Students need real evidence that effort will pay oll,

Failura-aceopting studants
Students who belicve their
failures are due ta low ability and
there is litthe they con do about ik

——
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that setting a higher goul will nat lead to failure, that they can improve, and that abilities
cun b changed. They need aurhentic mastery experiences,
What else do we know ahout motivation? Feelings matter,

INTERESTS, CURIOSITY, EMOTIONS,
AND ANXIETY

130 you remember starting school? Were you curious about what might be in store, excited
ahout your new world, interested and challenged? Many children are, Dul a common
concern of parents ane teachers s that this curdosity and excitement about learning is
replaced by a sense of drudgery and disinterest. School becomes a job you have to do—a
workplace where the work is not that interesting (Wigfield & Wentzel, 2007). In fact,
interest in school decreases over time from elemenary o high school, with boys show
ing greater declines than girls. The trunsition to middle school is particulardy linked o a
decline in interest. These declines are froubling because resulis of research on learning
in school show that interest is related o smdents’ attention, goals, prades, and depth of
learning (Dotrerer, McHale, & Vrouter, 2004, Hidi & Renninger, 200061

Tapping Interasts

STOP & THINK As part of your interview for a job in a large high schaol, the principal asks,
"How would you get students interested in leaming? Could you tap their interests in your
teaching?" ®

There ure two kinds of interests—personal (individual) and sitiational—the trait
and state distinction again. Personal or incividual interests arc more long-lasting aspects
of the person, such as an enduring tendency to be atteacted Lo or (o enjoy subjects such
as languages, history, or muthematics, or activities such as sports, music, or films. Students
with indhivichal interests in learning in general seek new information and have more posi-
tive attitides toward schooling. Situational interests are more short-lived aspects of the
aclivity, text, or materials that catch and keep the student’s attention, Both personal and
sitnational interests are related to learning [rom texts—areater interest leads to mare posi-
rive emotional responses to the matcrial, then o greater persistence in learning, decper
processing, better remembering of the material, and higher achievement {Ainley, Hidi, &
Berndorf, 2002; Hofer, 2010; Pintrich, 2003). And intcrests increase when students [oel
compelent, so even if students are not initially attructed 1o o subject or activity, they may
dovelop interests us they experience success (Stipek, 2002),

Anm Renninger (20080 describes a four-phase model of interest development:

sitsational interest trigeered — situationu] inferest maintained —
emerging individual interest — well-developed individoal interest

For example, consider Julia, a graduating senior in college described by Tidi and Ren-
ninger (2006), As she waits nervously in the dentist's office, Hipping through a magazine,
her attention is drawn (siteational tnferest trioger) to an article about 3 man who left his
engineering job to became a facilitator in legal contlict resolution. When she is called Lo
the dentists chair, she is sUll reading the acticle, so she marks her place and relurns o
tindsh reading atter her appointment (situationa! fnfevest iaintained), She takes notes,
andl, over the next weeks, searches the lnternel, visits the fibrary, und meets with her
advisor to get more information about this career option (emerging {ndividual interest).
Four years laler, Julia is enjoying her job as a facilitator as she handles more and more
arbitration cases for a law fiem (eell-developed, enduring individual interest),

In the early stages of this four-phase model, emotions play a hig role—feclings of
excitement, pleasure, fun, and curinsity. Situational interest may be triggered by positive
[eelings, as when Julia started reading. Curiosily followed and helped Julia stay engaged
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BN, . 4 4 &k
| INTEREST AND EXCITEMENT Stuclents” interest in ang excitemant about whaot they'ra learning
l@m twao of the most impartant factors in education. & UppsCol laees & Mlarny L

as she learned more aboul becoming a Lacilitator, As fulis added knowledge to her curios-
ity and pasitive fealings, her personal interest cmerged, and the opele of positive feclings,
creriasity, and Enowdedee continued o build enduring interest,

CATCHING AND HOLDING INTERESTS. Whenever possible, it helps (o connect aca-
demic conlent to students' enduring individual interests. Bur given thar the content you
will teach is determined by standards in most classcooms today, it will he difficult to milar
lessons to each students intercsts. You will huve to rely more on teiggering and maintain-
ing situational interest, Here, the chullenge is 1o not only cafeh but also bold students'
interest (Pintrich, 2003), For example, Mathew Milchell {19933 lound thatl using compue-
ers, groups, and puzzles canght students” interest in secondary mathemalics classes, but
the intercsts did not hold. Lessons that held the students” interest aver Hime included math
aetivities that were refated to real-life problems and active participation in laboratory
activities and projects. Anather source of interest is Fantasy, Cordova and Lepper (1990)
Foneel that students learned more math Facls during a computer exereise in which they
were challenged, as caplains of stur ships, (o novigate through space by solving math
problems. The students gor to name their ships, stock the (imaginary) galley with their
tavorite-snaclks, and name all the crew members afrer their riends, Tnoa study of math
learning: with older adolescents, ik and Harachlkiewicz (20070 concluded that catching
interest by vsing colorful learning materials with pictures was helpful for snudents with
lonw indnial interest in mathematics, but ool for students who were already interested. For
rhe interested siudents, holding inlerest by shiosing how muth could be personally useful
was more effective,

There are other cautions in responding o students' interests, as you can sce in Lhe
PoinitCounterpoint.

Curiosity: Novelty and Complexity

Mearly 50 vears ago, psychologists suggested that individuals are naturally motivated o
seek novelty, surpeise, and complexity (Berlyne, 1966). Exploration probably s inmite;
infants must exploee the world to learn abour it (Bowlby, 1909). More recently, Reiss
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POINT/COUNTERPOINT: Does Making Learning Fun Make for Good Learning?

YWhen many beginning teachers are asked about haw to motivate students, they ofter mention making fearming

fun, But is it necessary for learning ta bo fun®

Teachers should make learning fun, When fsearched
“making learning fun®” an Goaglecom, | fourd 10 pages of
resouices snd rafersncas. Clearly, there is intersst in making
lzarning fun. Rescarch shows that passages in texts that are
rmcre interesting are remembered better (Schunk, Pintrich,
& Meeca, 2008). For exarple, sludents wha read books
that interssted them spent mare tire reading, read more
weords intha beoks, and fell more positively sbout reading

POINT v

Fun can get in the way of learning. 2s far back 5z
the aarly 19005, educators warned about the dangers of
focusing on fun in learming. Mone ather than Jobin Dewey,
who wrate extensively about the role of interest in learming,
cauticned that you can't maks baring lessons interesting by
mixing in fun like you can make bacl chili goad by adding
sarmie spicy hol saucs, Dewey wrote, “When things have to
be made interssting, it is because interost itself is wanling,

COUNTERPOINT v

{Fauthrie & Alao, 1997). Parecwsr the phrase itself 15 8 misnomer, The thing, the :
Games ard simulations can make learning mare fun, tao, chject, is no more interesting than it was belos" (Dewey, |
For example, when my daughter was in the 8th grade, all the stu- 1913, g 1112 1
dents in her gradé spant three days playving a game her teachers There is a good deal of research row indicating that |
had designed called ULTRA. Students were divided inte groops adding intersst by incorporating fascinating but irrolovant
and formed their mewn "countrizs.” Each country had to choose details actually gets in e way of learming the important
a name, symizol, national Aovear, and bird. They wrala and sang & informatian. These “seductive details," as they have basn
naticral anthem and alected government officials. The teachers callud, dfiviert the readsrs” attantion fraom the less interest :
aliocated differont fescunces Lo the couninies. To getball the materi- ing main icdeas (Harp & kMayer, 1998, For example, students
als neaded for the completion of assigned projects, the countries  who read biographies of historizal figures remembersd more very A
had 1o establish rade with ones avother, Thers wes 5 manetary interesting but uaimportant—information compared toinleresi-
syslern and 2 stock markst, Students had oo wark with their fal- g main idess MWads, Schraw, Buston, & Hayes, 1993),
lowd citizens to carmplate coopearative learing assignments. Some Shannon Harg and Richard Mayer £1998) Touod sirilar |
countries "cheated" in their trades with othor nations, and this al- resulls with bigh school science tsxts, These texts added amo-
lowed dobate aboulinternationsl relations, trust, and war Lizsays  tional intorest and soductive detsils about swirnmees and golf vl
she had fun—but she alsc learned how towerk in a groug withoul  srs wha are injured by lightning to & lesson on the procoss of |

tho teacher’s supemvision and qained a deeper understancling of
world economics and International conflicts.

& highly motivating Ird gracls teacher in anathear stucy had
her class set up a post office for the whole school. Each classroom
in the schaal bhad an addréss and zip code. Students had jobs in
the post affice, and cveryone in the school used the post offics
ta deliver letters to students and teachars. Stuclents daosignad
their cwn stamps and set postal rates. The leacher saicl that the
systam "improves their creative writing without thom knowing il

\IfD::uiezaI. Welsh, Prassley, & Vincent, 2003, p, 254),

lightning. Thay conchided that, "in the case :jflernntl'c-r1a| interest
versus cognitive interest, the verdict is clear. Adjuncts almed al
increasing emotional interast failsd to improve understanding ot
scientific explanations" {p. 100} The seductive deotails may have
disrupted students’ sttampts to follow the logic of the explana-
tians anc thus interfered with their comgrehending the test, Flarg
and Mayer concluds that “the best way to help students enjoy a
passage is to holp thom understand it fo. 1000

C2004) listed curdosity as one of the 16 basic human molivadons, wnd Flum and Kaplan
(2006) made the case that schools should rarget developing an exploratory orientation in

students as a major goul.

Tnrerest and curdosity are celated, Curiosity can be defined as a rendency 1o b in-

tevested in a wide range ol arcas (Pinirich, 2003) According to Renninger's (2009} four
phase model of interest described in the previous section, our individual interests begin
to emerge as we raise and answer "curiasity questions” that help us organize our lenowl-
elge aboul w tepie, In order for situational interests to develop inte long-term individual
interests, curivsily and the desire for exploration are necessary,

George Lowensiein (1994) suppests that curosity arises when attention is Tocused
an a gap in knowledge. These information gaps cause a sense of deprivation—a need
tor lenow that we call "curlasity.” This idea is similur to Uapet's concept of disequilib-
tium and has a aumber of implications lor teaching. First, students need some bhase
of knowledge betore they can experience gaps in thal knowledpe leading to curiosity,
Second, sludents must be aware of the gaps in order for curiosity (o result. In other
wards, they necd a metacognitive awareness of what they know and don't know (Hicli,
Renninger, & Keapp, 2004), Asking students to make puesses and then providing

482




PAOTIVATICON 18 LEARMING ANMD TEAUHIMG

GUIDELINES

Building on Students' Interests and Curiosity

Relate contant objectives to student experiences. Suppart Instruction with humar, persenal experiences, and
Examples anecdotes that show the human side of the content.
1. With a teacher in another school, establish pen pals across Examples
the classes. Through writing letters, students exchange 1. Share your own hobhbies, interests, and faverites,
personal experiences, photas, drawings, writlen work, and 2. Tell stuclents there will be a-surprise visitor; then dress ug
ask and answer guestions ["Have you learned cursive writing as the author of a story and Lell about "yoursalf* and your
vt “What are you daing in math now?" "What are yau writing,
reading 7). Letters can be mailed in one large mailer to save
starnps ar sent via email, Use ariginal source material with interesting content or
2, Identily classroam axperts for different assignments or tagks,  details.
Who knows how to use the computer for graphics? How to Examples
search the Mel? How to cook? How to use an index? 1. Letters and diarias in history.
3. Have a “Switch Day"” whaon students sschange roles with a 2. Darwin's notes in Bialogy.

school staff or suppart persan. Students must resaarch tho

roole b‘!,l iﬂtEWiEWiﬂg i staft member. prepan: far the il::'b, Create Surprisﬂ and Cl.ll'il-'JEit_'.r.

drass the part for the day they take over, and then evaluate Examples
their success after the switch. 1. Hovo students predict what will happen inan expenment,
, then show thom whether they wara right ar wrong.
Identify student interests, hobbies, and extracurricular 2. Provide quotes from history and ask students to guess who
activitios that can be incorperataed into class lessons and sanicd it
discussions.
Exanmplos

1. Have studonts cesign and conduct intendews and surveys to
learn about gach other's interasts,

For mare infarmation on stidens’ innerests and motivarion, sse:
higacifmathforum.ongs - saraby Discussion. Sessions/biblio matiation. html

2. Koep the class library stocked with books that cannect to Saurce: Frora 150 Ways to Incresse Intinsic Mativation in the Classraem,

students” interosts and habhbies

by dames B Raffini, Published by Aliyn ancd Bscan, Soston, MA, Copynight

e e . ) . e i 15994 by Poarson Education. Adaptad by permission of the publishen
3. Allow choices (slores in language arls or projects in sciencel 0 Edueation (2nd ed.) by I Finteich and 0. Sehunk, 2002,

based on students interasts. Murrill/Prantice-Hall, pp. 288-29%,

m:mm;aumrmnmmr:m_.r e R L) M s e R T
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feedback can he helpiul, Alsa, proper handling of mistakes can stimulate curiosity by
pointing to missing knowledge. Finally, the morve we learn abont a topic; the more ciri-
s we may become about that subject. As Maslow (1970) predicted, Fullilling rhe need
to know increases, not decreases, the need to koow more, See the Guidelines for more
about building interest and curlosity in the chissroom,

Emotions and Anxiety

Mow. do you teel about learning? Excited, hored, curious, fearful? Toduy, researchers
emphasize thal learning is not just about the cold cognition of reasoning and problem
solving, Learning and information processing also ure influenced by emation, so Fot cog-
nition plays a role in learning as well (Pintrich, 2003). Research on emotions, learning,
and motivation is expanding, in part because we know more about the beain and conotion,

MEUROSCIENCE AND EMOTION. In mammals, including humans, stimuolation o a
small area of the brain called the ampgdala seems (o trigger emotionul reactions such
as the “fight or fight” response. The responses in nonhuman animals can be strong. Bul
human cmoetions are the outcome of physiological responses riggered by the heain, con-
hincd with interpretations of the simation and other information, 5o, hearing startling
sounds during an action movie might cause a brief emotional reaction, but hearing the
same sounds in the middle of the nighl as you are walking through a durk alley conld
lead to stronger and more lasting emotional reactions. Even though the amygclala plays a
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key rode in emations, many other brain regions arc also involved. Emotions are 4 "constani
interplay hetween cognitive assessments, conscious feelings, and bodily respomses, with
each able to influence the ather” (Gluck, Mercada, & Myers, 2007, p. 418). Humans are
mare likely to pay attention teo, learn about, and remember evenls, images, and readings |
that provoke emotional responses (Murphy & Alexander, 2000, Cowley & Underwood,
1998; Reisherg & Heucr, 1992). Emorions ean affect learning by changing brain dopaming
levels thar influence long-term memary and by directing attention toward one aspect of
the simation (Pekrun, Ellior, & Maier, 20061, Sometimes, emotions interfere with learniog
by taking up attention or working memory spuce that could be used lor learing (Pelorun,
fiaetz, Iz, & Perry, 2002).

In teaching, we are concerned about 3 particular kind of crmotions—those related to
achiovement in school. Exporicnees of success o fatlure can provoke achievement emo-
tions such as pride, hope, buredom, anger, or shame (Pekrun, Elliot, & Maier, 2006}, How
can we use these findings Lo support learniag in school?

ACHIEVEMEMNT EMOTIONS. In the past, with the exception of anxicly, emotions
generally woere overlooked in research on learning and motivation (Linnenbrink-Gareia
& Pelorun, 20110, Bur as you saw above, research in the neurnscicnces has shown that
emotions arc both causes and conscguences of learning processes, Reinhard Pelorun and
his collepgues C2006, 201070 have wested 3 model that relutes dilferent goal orientations (o
boredom and other emotions in older adalescents from the United States and Germany,
The goal arientations arc those we discnssed earicr: mustery, performance approach, an
performance avoidunce,

With a mesfery goal, students focused on an activity, They valued the activity as
a way to gel smarler, and they felt in control, They were not afraid ol failing, s they
could focus on the rask at hand, The researchers found thae having mastery goals pre-
dicted enjoyment in learning, hope, and pride. Srudents with mastery goals were less
likely to feel angry or bored about learning. Boredom is 4 big problem in clussrooms
because it is associated with dilficulties in paying atlention, lack of intrinsic motiva-
tion, weal effurt, shallow processing of informution, and poor seffaegulated learming
(Peloun et al., 20100

With u performance-approach goal, students wanted to look good or be the best, i
and they focused their attention on positive outcomes. Performance-approach goals b
were related mastly to pride. Students with performance.avoidance goals focused on

the fear of failing and the possibility of looking stupid. Performance-avoidance gouls T
predicted feelings of anxicly, hopelessness, and shume, These lindings are summarized ¢
in Table 4, ¥
i
_:.-
TABLE 4 © How Different Achievement Goals Influence Achievement Emotions ™
Differant goals are associated with different emations that can impact motivation, il
21

'GOAL ORIENTATION | | sTubenT EmOTIONS

Mastary Increases: enjoymeant ol activity, pride, hops
Foous on activity, centrollability, positive valua Cecreases: boradom, angar

of activity it
Poerformance-anproach Increasas: price (4]
Focus on cutcame, controllability, positive ’-5
I

putcome value

Ferformance avoidance Increasas: anxiety, hopalossness, shame

Foous on outcomae, lack of controliability,
negative sutcomo value

Source: Adaptad from Pokrues, &, Elian, AL & Maler 0. A4, (J008L Acliisvement gosls and discreta schiovement
ematicns: A theoretical mocdel and prospective test, Journel al Educational Paychology, 98, 583597
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How can you increase positive achievement emotions and decrease horedom in
the subject you teach? Students are more likely to feel bored if they believe they have littke
control over the learning activitics and they don't value the activiries. Matching challenge
to the students’ skill levels and giving choices can increase the students' sense of contrnl.
In addirion, effarts to build student interest and show the value of the activities also help
ta fight boredom. And remember, achievement emations are domain specific. The Fact that
students enjoy and leel proud of their work in marh does not meun they will enjoy English
ar history (Goete, Frenzel, Hall, & Poekrun, 2008; Pekrun et al., 2010} Tn addition, teuchers
whao cnjoy their subjects rend to be more enthusiastic and cncourage student enjoyment,
su make sure, as much as passible, that you are teaching from your own interests and
passions {Rrophy, 2008; Frenzel, Goetz, Lidtlke, Pekrun, & Sutton, 2009).

AROUSAL AND AMNXIETY, Justas we all know how it feels to be mativated, we all know
what it is like (o be arcused. Areusal involves bath psychological and physical reactions—
changes in brain wave patterns, blood pressure, heart rute, and breathing rate, We feel
alert, wide awake, even excited,

Ta understand the effects of arousal on motivation, think of two extremes, The fiest
is late ar night. You are trying for the third time o understand a required reading, but you
are so sleepy, Your attention drifts as your cyelids droop. You decide (o go to hed and got
up early to study (u plan that you know seldom worlks). At the other extreme, imagine
that you have a critical test tomorrow—one that determines whether you will get into the
school you want, You feel rremendous pressure from everyone (o do well. You know thar
you need a good night's sleep, bul you are wide awake. In the first case, arousul is oo low
and in the second, ton high. Psychologists have known [or years that there is an optimum
level of arousal for most aclivities (Yerkes & Dodson, 1908). Generally speaking, higher
levels of arousal are helpful on simple tasks such as sorting laundry, but lower levels of
arousal ave hetter for complex tasks such as taking the SAT or GRE,

ANXIETY IN THE CLASSROOM, Al one time or unother, everyone hus experienced
anxiety, or a general uncasiness, a feeling of seli-doul, and sense of tension. The effects
of anxiety on school achicvement are clear. Anxiely can be hoth a cause and an effect of
schoal failure—students do poorly because they are anxious, und their poor performance
increases their wnxdety, Anxiery probably is both a rradt and « stede. Some students Lol
to be anxious in many siteations (trail ansiety), but some situations are especially anxiety
provoking (state anxiety) (Covington, 1992 Zeidner, 19983,

Anxicty seems m have both cognitive and affective components, The cognitive
sidde includes worry and negative thoughts—thinking about hes bad it would be to fail
and worrying that you will, for example. The allective side involves physinlogical and
emational redctions such us sweaty palms, upset stomach, racing heartheat, oc fear {Jain
& Dowson, 2009 Schunk, Pintrich, & Mcoece, 2008) Whenover there are pressures 10
perform, severe consequences for failure, and competitive comparisnns among students,
anxicty may be encouraged (Wigticld & Tecles, 1989), Rescarch with school-uge children
shows a relationship between (the guality of sleep (how guickty and how well you sleep)
and anxiety, Berer-quality sleep is associated with positive arousal or an “eagerness”
to learn. Poorquality sleep, on the other hund, is related to debilitating anxiety and
decreased school pedformance, You may huve discovered these relationships for yorsell
in your own school career (Meijer & van den Wittenboer, 2007,

HOW DOES ANXIETY INTERFERE WITH ACHIEVEMENT? Anxicly interferas with
learning and test pecformance ar three points: focusing attention, learning, and testing.
When smdents are learning new material, they must pay attention to it. Highly anxious
students evidently divide their attention between the new material and their preoceapa-
tion with how worried and nervous they are feeling. Instead of concentrating, they keep
noticing the tight feelings in their chest, thinking, “l'm so tense, Pll never vnderstand this
stull” From the heginning, anxious siudents may miss much of the informartion they arc
supposed ta learn hecause their thoughts are focused on their own worries {Cassady &
Jobmnson, 2002),

Connact and Extend to PRAXIS [T

Tost Anxiety (I, C3)

Test Taking and Anxiety (http:f!
wovrenulre, pou-edufstudyskills)!
test_taking html) pravides tips
arel insights inta addressing

the problems associated with
test armicty, (and the tips might
be useful far caing well on the

PRAXIS 1™ examl)

Arousal Physical and

psychalogical reactions causing a

person Lo be alart, attantive, wide

awake,

Anxiety Goneral uneasiness, 2

feeling of tension.
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Mativation to learn The
tendency to find acadamiz
activities meaninglul and
wearthwhile and to try to benefit
from them,
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Bul the problems do not end here, Bven i they are paying allention, many anxious
students have trouble learning material that is somewhat disorganized and difficolt—
material that requires them to rely on their memory. Unfortunately, much material in
schoal could he described this way, In addition, many highly anxious students have poor
study habirs. Simply learning to be more relaxed wdll not automatically improve these
students’ performance; their learning strategicos and study skills must be improved as well
(Juin & Dowson, 2009 Naveh-Denjamin, 19913,

Finally, anxious students often lknow more than they can demonstrate on o test. They
may lack critical test-taking skills, or they may have learned the material, but “lrecec and
forget™ on tests {(Naveh-Benjamin, McKeachie, & Lin, TO87).

Reaching Every Student: Coping with Anxiety

Some students, particularly those with learning disabilitics or emotional disorders, may
be especially anxious in school, When stodents face siressful situations such as tests, they
can use three kinds of coping strategies: problem-focused sell-reguluting learning strate.
mies, emotional management, and avoidance, Problem-focused seff-reprlating stralegios
might inchide planning a study schedule, hareowing goad naotes, or finding a protected
place to study. Hmotion.focused stratopios are attempts to redice the anxions feelings, lor
example, by using reluxation cxcreises or describing the feelings to a friend, OF course,
the latter might become an grofdence siredegy, ulong with going out for pizza or suddenly
luunching an all-oul desk-cleaning atlack (oan’l study until you get ocganized?). Ditferent
strulegies are Lelplul at different points—lor example, sell-regulated learning betore and
emnotion management during an exam, Different strategies fit different people and sitaa-
rions CAeidner, 1905, 1906). =

Teachers should help highly anxious students to set vealistic goals, becausc
these individuals often have difficulty making wise choices. They tend to select either
extremely ditficult or extremely cusy tasks. In the first case, they are likely to fail,
which will increase their sense ol hopelessness und anxicty about school. In the sec-
ond cuse, they will probably succeed on the casy Lusks, but they will miss the sense of
salisfaction thal could encourage greater effort and case their fears about sehoalworlk.
Goal cards, progress charts, or goal-planning journals may help here. In addition,
directly teaching students self-regulated learning strategies and supporting their sclf-
efficacy can help them be more in control of their learning and their anxiety (Jain &
Doweson, 0097,

Curiosity, Interests, and Emotions: Lessons for Teachers

Make ellovts to keep the level of arausal vight for the sk ar land, I studenis are poing
to sleep, energize them by introducing variety, piquing theie curiosity, surprising Lhem,
or giving them a brief chance to be physically active. Learn about their interests and in-
corporate these interests into lessons and assisnments. IF arousal is oo grear, follow the
Gudelelines for dealing with ansiety,

How can we pul together all this information about motivation? How can teachers
create environments, sitearions, and relationships that encourage motivation? We address
these questions next,

MOTIVATION TO LEARN IN SCHOOL: ON TARGET

Teachers are concerned abour developing a particular kind of motivation in their
students—rhe motivation to learn, defined as "a soadent rendency (o (ind academic
activities meaningful and worthwhile and to try o derive the intended academic benelits
from them!" {Brophy, 1958, pp. 205-206), Molivation to learn involves more than wanting
or inlending to learn. I includes the quality of the students mental efforts. For example,
reading the lext 11 times may indicate persistence, bul molivation to learn implies
more thoughtful, active smdy strategies, such as summarizing, cluboruting the basic
ideas, outlining in your own words, drawing graphs of the key relationships, and so on
[Hrophy, 1988}
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Coping with Anxiety

Usa competition carefully. Remove same of the pressures from major tests and exams.
Examples Examples
1. Meonitor activities ta meke sure no students are being put 1. Teach test-taking skills; give practios tests; provide study
under undue prassure. guicles,
7. During competitive gameas, make surs all students invelved 2. Awaic basing mast of a mport-card grade on one test,
have a reasonable chance of succeeding. 3. Make axtra-credit work available o add paints to course
3. Expariment with cooperative learning activities. gracles,
: ol i -
Avaid situations in which highly anxious students will have to 4 Et?ﬁijrlfffr:::nwg;rcﬂt:::::a I;at;?s:nfr?{?ﬁii:: cidke
perfarm in front of large groups.
Examples Develop alternatives to written tests.
1. Ask anxious students questions thal can be answerzd with Examples
a simpile yes or no, or some other brief reply, 1. Try aral, open-bock, or group tests.
2, Give anxious students practice in spoaking befors smaller 2. Have students do projects, orqanize partfolios of their wark,
FaLEs, make oral presentations, or creale a finished preduct,
Make sure all instructions are clear. Uncertainty can lead to Teach students self-requlation strategies
anxiety, {Schutz & Davis, 2000,
Examples Exarmples
1. Write test instructions an the board or on the tost itself 1. Bifore the test; Encourage sludents to soo the test a5 an

impartant and challenging task that they have the capabilities
to propare ton Help students stay focused on the task of
getting as much information as possible about the teast,
Druring the test: Rermind students that the test is importand
tenat not overly impertant), Encourage task focus—pick out
the main idea in the question, slow down, stay relaxed,

instead of giving therm arally.
2, Check with students to make sur they understancl, Ask
several students how they would da the first guestion,
exarcise, or sample question on a test. Correct any 2
rHsConeeplicns.
3, 1 you are vsing & new format ar starting a new type of task,

give students cxamples or models to shaw how it is done. 3. Aftor the test: Think back on what went well and what could
bie irmprroved. Foous on contrallable attributions—stady
Aooid upnecessary time prossuras, strategies, effort, careful reading of questions, relaxation
Examples strateogies,
1. Give accasional take-home tests,
2, Make sure all students can complete classroom tests within For more information oot test anxiety, see:
the period given. hitte it coanselingrenleniog echad?page_fd=1%3
T e o e RS e '.':5'."Jur3|::.;.:_wn_‘f\."--\'-' 'l-ﬁ“?‘:l‘-"-'-_-' SR P T T T e 1 —"ET:_"_'TL‘--'

1t would Lo wonderful i all our students came to us filled with the motivation
oy lewrn, bul they dan't, As teachers, we have three major goals, The first is to get
students productively involved with the work of the class; in other words, to catch
their interasr and create o stade of motivation o learn. The sceond and longer-term
goal is to develop in our students enduring individual interests and the gradr of being
motivated to learn so they will be able moeducate themselves for the rest of their lives,
And finally, we want our students to be cognitively engaged—to think decply about
what they study, In other words, we wanl them (o be thoughtful (Blumenleld, Puro,
& Mergendoller, 1992), '

Farlier in this chapter we cxumined the roles of intringic and extrinsic motivation,
attributions, goals, beliefs, sclf-perceptions, interests, curiosity, and emotions in meotiva-
tion. Table 5 on the next page shows how each of these factors contributes to motivation

tey learn,
The central guestion for the remainder of the chapter is: How can teachers use their
knowledge about altributions, goals, beliels, sell-perceptions, interests, and emotions to
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TABLE 5 + Building a Concept of Motivation to Learn
Metivation to learn is encauraged when the following five elements come together,

i
f &
TOLE 4
i - L - Ve pec G TIRE os §) . | : - L, *’ 'H
Typa of Goal Set IMTRIMSIC: Persanal factars EATRIMSIC: Environmarital 1
such as needs, interests, factors such as rowards, social
curiosity, enjoyment prassure, punishment
Typa of Invalvement LEARMIMNG GOAL: Personal PERFORMAMNCE GOAL: Desire
satisfaction in meating for approval for performance
challenges and improving, in athers' eyes; tendency
tendency ta choose to choose very aasy or vary
moderataly difficult and difficult geals I
challenging goals '1
TASK-INMVOLVED: Concernad EGCHIMYOIMED: Concerned with
with mastaring the task solf in othars' eyes
Achiewamant Motivation | Motivation to ACHIEVE; Mativation to AVOID FAILURE:
Mastory orientation Prone to-anxiety i
Likely Attributions Succassas and failures attributed | Successes and failuras attributed
to COMTROLLABLE effort ‘o UNCONTROLLABLE causes
and abifity
Beliofs akout Ability INCREMENTAL VIEW: Belicf EMTITY WIEW: Baliof that ability is
that ability can be improved a stabla, uncontrollable trait
through hard werk and i
added knowledge and skills i
1

Cannact and Extend to PRAXIS M increase motivation to learn? To organize our disenssion, we will use the TARGET modcl
Target{l, C1,2,3) {Ames, 1992; Epstein, 1989, identifying six areas where teachers make decisions that cun
Describa the mojor features of the influence sludent motivation to ledrn,

TARGET maodal and idantily rofated
strategies that are likely ta boost 1 tusk (hat students are asked 1o do

rativation. A uutoriomy or authorily students are allowed in working
R: recognition For accomplishments
G grouping praclices
E: evaluation procedures
T: timwe in the classroom

Tasks for Learning

Tor understand how an academie task cun alleet smdents’ motivation, we need to analyze
the tasl. Tasks have different values for students,

TASK VALUE. As you probably recall, many theorics suggest that the strength ol our

molivation in a particular situation is determined by both our expectation that we

i . ; cun succeed and the vafre of that success to us, Perceptions of task value predict the

cotiemic tashs The w”rk_ choices students muke, such as whether to enroll in advaneed science classes o join
Lhve stuiclent must accomplish, o \ : 2 i : !

b diiting thi chrtent osusred:aid the tracl team. Ellicacy expectations predict achievement in actually doing the task—
! : owared an L ] . it : B Tt
thiwrmental pperationseguired. hew well the stucents will perform in the science class or on Lhe (rack team (Wigkield

& Becles, 20025,
ImportancefAttainmant value Wi can think of rask value as having four components: impertance, interest, ulil-
The impartance of daing well on ity, and cost (Eocles & Wiglield, 2002; Hulleman, Godes, Hendricks, & Hardckiewics,
a task; how success on the task 20100, Importance or attainment value is the significance of doing well on the task; this
mesats personal needs, is closely tied to the needs of the individual (the need o be well liked, athletic, etc.).
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For instance, if somenne has a strong need to appear smart and believes that a high
grade on a test proves you are smart, then the test has high artainment value lor that
person. A second component is interast or intrinsic value, This is simply the enjoyvment
one gets from the activity irself. Some people like the experience of learning, Others
enjoy the feeling of hard physical effort or the challenge of solving puzzles. Tasks also
cun have utility value; thar is, they help us achieve a short-term or long-term goal such
as carning a degree. Finally, tasks have costs—negative consequences that might follow
from daing the rask such as net having time to do other things o looking awkward
as you perform the sl

You can see from our discussion of task value thar personal and covironmental in-
fluences on motivation interact constantly, The tusk we ask students to accomplish is an
aspect of the environment; it is external to the student. Bue the value of accomplishing the
tasle is bound up with the internal needs, beliefs, and goals of the individual, Because task
value hus to-do with choices, positive values toward academic lasks can be life-changing
because cholces about couwrses in high school and education alter high school atfect ca-
reer and life oppormnities (Durik, Vida, & Focles, 2006).

BEYOMND TASK VALUE TO GENMUINE APPRECIATION. Jere Hrophy (2008, p. 140}
reminds teachers that there is more to value than interest or utility—there is the power
of kenowing: "Powcerful ideas expand and corich the quality of students' subjective lives.”
These ideas give us lenses for viewing the world, toals for making decisions, and frames
tor appreciating the beaury in words and images, An entire issue ol Thenry Into Praclice,
the journal T edit, is devoted to Jere's ideas about engaging students in the value and ap-
preciation of learning {lurncr, Patrick, & Meyer, 2011}, One way to build appreciation is
with anthentic tasks.

AUTHENTIC TASKS. Recently, there has been u grear deal wwritten aboul (he use of authen-
tic tasks in teaching, An authentic task has some connection to the real-life problems and
situations that stuclents will face outside the classroom, both now and in the Aature, 1F you
ask sludents to memarize definitions they will never use, to learn the material only boeause
it is on the test, or to repeat work they already understund, then there can be little motiva-
tian to learn, But if the tasks are authentic, students are more likely to sec the genuine util-
ity value of the work and are also more likely to find the tasks meaningful and interesting
{Pugh & Phillips, 2011}, Problem-based learning and service learning ure two examples of
the use of authenlic tasks in reaching. For eximple, a physics teacher might use skateboard-
ing as a basis lor prablems and examples, knowing that skateboarding is an anthentic task
lor miany of her students (Andermun & Anderman, 20100 For younger smdents, compare
these two teachers described by Anderman and Anderman (20100

Mrs. Bymnes gives ber class an initial lesson on halves and quarters, divides studaents inlo
groups of three, and gives each group two Twinkies and o plistic knile. She asls the
stuclents to oot one Twinkic into Lwo equally-sized pieces, and the other Twinkie inlo
four copually-sized pieces. Next comes the chuallenge—use the Twinkie picces W determine
which [raction i bigger, one-hall (1720 oc cthree-foueths (3740 Mes, Byrnes then visits
each group; the members must explain their work 1o her, When they are corect, they
pel Lo eal e Twinkies.

e Fleteher gives the same Initial lesson on halves and quarters. He then provides
each student with 2 worksheer with a few simple questions tat are designed o help
the smidents to learn ahoul Iractlons, For these questions, the stodents are supposed Lo
imeigine (hat they have several pleces of paper, and that they cut the paper with scissors
into various quantities (e, ey cut once paper inlo four equal-size pieces, they oot
another paper oo two equal-size piecesh. The stodents are then asked to demonstrate
whether onc-half {1/2) or threefourths (344) is the higger fraction, They then have to
write down their answer, along with a briel exptanation,

The students in Mrs, Byrnes's class were involved in 2 more authentic {and tasty)
tusk involving cutting and dividing food, cooperating with others, and enjoying the fruils
(or Twinkics) of their labor. They also had o figure out how to share two halves and four
guitrters equally amaong three people—advanced cooperition,

Interest or intrinsic value The
onjoyment & persan gets fromy a
task,

Utility waluo The contribution ol
a task to meeting one's goals,

Authentic task Tasks that have
some connection Lo real-life
problems the students will face
outside the classroom,

Problaimn-based learming
Methods that provide students
with realistic problems that don't
necessarily Rave fght answeres.
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Supporting Autonomy and Recognizing Accomplishment

The sccond area in the TARGET maodel involves how much choice and autonomy students
are wllowed. Choice and contral in schools are not the norn. Children and adolescents
spend literally thousands of hours in schools where other people decide whut will
happen. Yet we know that self-determination and a sense of internal locus of cavsality
are critical to maintaining intrinsic motivation and studenl engagement {Jang, Reeve, &
Deci, 2010; Reeve, Nix, & Hamm, 2003). What can teachers o to support chioice without
creating chuos?

SUPPORTING CHOICES, Choices should provide a range of selections that allow stu-
dents to fallow their interests and pick an option that is important and relevant to them
(Katz & Assor, 2007}, But beware of giving too many choices. Like totally unguided discay-
ery or aimless discussions, unstructured or unguided choices can be counterproductive
for learning (Garner, 1998). 1 know that graduate students in my classes find it disconcert-
ing if I ask them to design a finul project that will determine their grade, just as T panic
when I am asked to give o talk on "whatever you wanl,”

The aliernative is Bonnrded choice—giving slucents a range of options that set valu.
able tasks for them, but also allow them to follow personal intercsts, The balance must
be just right: “too much autonomy is bewildering and o little is boring” {Guthric et al,,
1998, . 185). Students can have input about work: partners, sealing arrangements, huw
Lo clisplay work, or suggestions for class rules. Hut the mosl important leind of aulonomy
support teachers can provide probably is cognitive aulonomy suppor t—priving students
opportunitics o discuss ditfercnl cognitive strategics Lor learning, approuches o solving
problems, or positions on an issue (Stefanou, rerenceyich, 13iCinto, & Turmer, 20064). S0
dents also can exercise autonomy ahout how they receive feedback Lo the teacher or
trom classmates. Figure 1 describes a strutegy called "Check It Oul” in which students
specily the skills that they want to have evaluated in a particulur assignment. Gver th

STUDENT AUTONOMY: CHECK IT OUT

Usings this technigue Lo suppost student autonomy, the teacher decides on asel of skills thatwill
b ddevelaped avar a unit, bul the student dacidas which skillis) will be evalusted snany given

assignniont, Dwar the coursa of the unit, all the skills haws to be "checkerd out” This sludent has i

indicated that she wants the teacher o “chock eut™ her creativiby aud vor tensa. |

g I
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course of a unit, all the skills have to be “checked out,” but students choose when each
one iy evaluated.

RECOGNIZING ACCOMPLISHMENT. The third TARGET area is recognition for accon-
plishments. Students should be recognized for improving on their own personal best, for
tackling difficull rasks, for persistence, and for crearivity—not just for performing hetrer
than others, Giving students rewards for activities that they already enjoy can undermine
intrinsic motivation. What sort of recopgaition leads o engagement? One answer comes
from 4 study by Ruth Butler (1987). Students in the Sth and Gth prades were given in-
teresting diverpent thinking tasks that were followed up by one of the following teacher
responses: individual personalized comments, standardized praisc (Mvery good™), grades,
or no feedhack, Inlerest, pecformance, atributions (o effort, and Lusk invobvwemenl were
higher after personalized comments. Fgo-involved motivation (the desive to look goord ar
do hetter than others) was greater after grades and standard praise.

Grouping, Evaluation, and Time

You may rememboer @ leacher whoe made you want to worl hard—someone who made
a subject come allve, Or you may remember how many hours you spent practicing as
a member of a4 team, orchestra, choit, o theater troupe. If you do, then you know the
mntivational power of relationships with other people.

GROUPING AND GOAL STRUCTURES. Motivation can be greatly influenced by the ways
we relule (o the other people wheo are also involved in accomplishing a particular goal,
Johnson and Johnson (2009a) have labeled this interpersanal factor the geal structure of
thie task, There are three goal structures: cooperative, competitive, and individualistic, as
shown in ‘Table 6.

When the task involves complex learning and problem-solving skills, couperation
leads to higher achievement than competition, especially for students with lower ahili-
ties. Students learn to set attainable goals and negotiate. They become more altruistic.
The interaction with pecrs that students enjoy so much becomes a parl of the learning
process, The result? The need for belonging described by Maslow is more likely to b
mel and mativation is increased (Stipek, 2002; Webb & Palinesar, 1996), There arc many

TABLE 6 + Different Goal Structures
Each goal structure is associated with a different relationship betwean the individual and the group.
This relationship influrnces motivation to reach the goal.

- | cooPERATIVE: | 'compETITIVE -~ |/ INDIVIDUALISTIC

Dafinition Students believe their Students beliove they Students beiieve that thoir
goal is attainable will reach their geal own attempt to reach

only if other students it and only if other a gaal is net rolated
wilt also reach the students do not to athar students’
goal. roach the gaal. attempts to reach the

goal,

Examples

Tearn victaries—each
player wins only if all
the team membars
win: a relay race, a
guilting bee, a barn
raising, a syrmphony,
a play.

Golf tournament, singles
tennis mateh, a
100-yard dash,
valedictarian, Miss
Amarica pageant.

Lovwering your handicap in
golf, jogging, learning a
rie languaga, enjoying
a museur, losing
or gaining weight,
stopping smoking.

Saurce: Uasid on Leaming Together sned Alone: Cooperation, Camgetition, anc lndividuzlization {5th ecl} by
O daknzan & Rlehoson. Puklished by Allyn and Bacon, Bostan, MA, Capyright 819599 iy Poarson Eclucation.

Goal structure The way studants
ralate to others who are also
working toward a particular goal,
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approaches to peer learning or group learning. For example, Lo encourage mnkivilion
with a cooperutive goal struclure, form reading groups based on student interests instead
of abilities and change the groups every month {Anderman & Anderman, 2010).

EVALUATION. The greater the empliasis on competitive evaluation and grading, the
more students will focus on performance poals ruther than mastery. Andl lowe-achieving
students wha have littde hope of either performing well or mastering the task may sim-
ply want to gel it over with (Brophy, 2005). How can teachers prevent stuclents from
simply focusing on the grade or doing the work “just to get tinished"? The maost obyious
answer is to de-emphasize grades and to emphusize learning in the class. Students need
1 understand the value of the work, Instead of saying, “You will need to know this for
the test,” tell students how the inforaution will be uselul in solving problems they want
to solve. Suggest thar the lesson will answer some inferesting questions, Comomunicate
that undersianding is more important than finishing, Unforlunately, many teachers do nol
follow this advice,

TIME. Most experienced renchers know thal there is too much work and not cnough lime
in the school day, Even if they beeome cngrassed in o project, students must Stop and
Luen their attention (o another class when the bell rings or when the teacher’s schedule
indicates iy thine Lo move o o a new subject. Turthermore, stidents must progroess as i
group. If purticulur individuals can move Faster or if they need more time, they may still
have o follow the pace of the whole group, 5o scheduling often interferes with motiva-
tion by making shudents move Faster or slower than would be uppropriate or vy inter-
rupting their inyolvement. 1tis difficult to develop persistence and a sense of self-efticacy
when students are not allowed to stick with a challenging activity. As a teacher, will you
fie able to make time for engaged and persistent learning? Some elcmentary classcooms
have DFEA# lime—Drop Everything And Read—to give extended periods when everyone,
evon the teacher, reads. Some middle and high schools have Block scheduling in which
teachers work in teams (o plan larger blocks of class fime,

PUTTING IT ALL TOGETHER. Wt can see how these motivational elements come
together in real classrooms, Sara Dolezal and her eolleagues observed and intervicwed
Frd grade teachers in gight Catholic schonls and determined iF thele students were
low, maderate, or high in their level of motivation (Dolezal, Welsh, Pressley, & Vincent,
2003), Table 7 summarizes the dramatic differences in these classrooms between the
use of strategies that support motivation and those that undermine it. Students in the
Intw-engagemen! classes were restless and chatty as they faced their easy, undemanding
searwork, The classrooms were bare, unattractive, anel filled with management prablems.
Instruction was disorganized, The class atmosphere wis generally negative. The moder-
ately engaged classrooms were arganized to be “stdent fricodly with reading areas,
group work arens, posters, and student artwork, The teachers were Wi and curing,
and they connected lessons to students' background knowledge. Management routines
were smooth and organized, and the class almosphere wus positive, The reachoers were
good at carching student attention, but they had trouble fnfding attention, probably
because the tasks were too casy. Highly engaging teachers had all the positive gqualitics
of student-friendly classrooms—but they added more challenging tusks along with the
support the students needed to succeed, These excellent motivators did not rely on one
ar two approaches to motivate their stuclents; they applied a large repertoire of strategies
Froon Talkle 7.

Diversity in Motivation

Because students differ in terms of language, culture, ernnomic privilege, personulity,
enowledge, and experience, they will also diffor in thoir needs, goals, interesls; emotions,
2l belies, Teachers encoutage motivation to learn by taking this diversily into aceount
using TARGET—designing tasks, supporting auwonomy, recognizing accomplistunents,
gronping, making evaluations, and managing time. Take interest, for exaaiple. Embedding
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TABLE 7 + Strategies That Support

MOTIVATION IM LEARMING ANMD TEACHIMG

and Undermine Motivation in the Classroom

o

T = TERERT T

Messagas of accountability and high
axpociations

The teacher asks students to have parents review and sign some assignments.

Teachar communicates Importance
af wark

“We nead to check it for at least 1 minute, which means laoking over it carefully.”

Claar geals/directians

The teacher explains exactly how the students are to separate into groups and camplete thair
nominations for thair favorite baok.

Connections acrass the cusriculum

The teacher ralates tha concept of raties in math to compare/contrast skills in raading.

Oppartunities to learn about and
practice dramatic arts

Adter studying about historical figures, students write and produce their own plays.

Aributions to effort

During a ward game, the teacher says to a student, "Did you study last nightT" The student
nods. "Sae how it helps?” )

Encouraging risk-taking

" need & new shining face, Someana | haven't called an yet. | nead a risk-taker.”

Uses games and play to reinforce
concept ar review material

During & math lassen using balance, students spend 5 minutes weighing the favorite tay they
were asked to hring in that day,

Home-schanl connactions

A5 part of math science unit, a recycling activity asks families to keep a chart of everything
thay recycle in a weel.

Multiple represantations of a task

The teacher uses 4 ways to taach multiplication: "magic multipliers,” sing-along multiplicstion
facts, whole-class flash card review, "Around-the-Waorld" game.

Pasitive classtoom management,
pralsa, private reprimands

“Thumbs up when you are ready te werk. Table 7 has thumbs up. | ik the way tatale 7 i
wiiting patisntly."

Stimulating creative thought

"W arg ngng to use aur ilnaginatiOHE tk’.l‘dfl':.l'. Wile are Ening to takeo a tri|:| to an imﬂgiﬁaf}l’
theater in our heads.”

Opportunitics for choice

Students can choase ta use prompts for their journal writing or pick their own topic,

Taacher cammunicates to studonts
that they can handle challenging
tasks

“This is hard stuff and you are daing great. | know adults who have trouble with this.”

Yalue students—comimuinicate caring

The teacher allows a new student to sit with a buddy for the day.

SR P R R

TRATEGIES THAT DO NOT SUPPORT MOTIVATION TO LEARN

Attributions to intellect rather than
effart

When students remark during a lessan, “I'm stupid® or “I'ma derk,” the teacher says nothing,
than roplies, "Let's live somaons whe is smar.”

Teacher amphasizes competition
rather than working together

The teacher conducts a pootry contest whare students read poams to the class and the class
rombers hold up eards with seores rating how well such student performed.

Mo seaffolding for learning o now skill

The teacher is loud and critical when students have trouble: “Just lack back in the glossary and
dan't miss it because you are too lazy to loak it up.”

Inaffective/negative feedback

"Dogs everyane undarstand ?* A few students say yes and the teacher moves on,

Lack of connectiens

On Martin Luther King Day, the teacher leads a brief discussion of King, then the remainder of
the activitios arc about Columbus,

Easy tasks

The teacher provides easy werk and "fun® activities that teach little,
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v s A

TH A

UPPORT MOTIVATION TO LEARN (cortined)

Megative class atmasphera

*Excuse me, | said page number. If you fellow and listen, you would know."

Punitive classroom manageamant

The teacher theaatens bad grades i students do not look up wards in the glessary.

Wark that Is much teo diffleult

The teacher assigns independent math work that only ana or twa students can do.

Slow pacing

The pace is set for the slowest students—aothers finish and have nothing to da.

Emphasis on finishing, not laarning

The teacher cammunicatas the purpose is to finish, not learn or use the vocabulary.

Sparse, unattractive classraom

Thare are no decorated bulletin boards, maps, charts, or displays of studont wark.

Foor planning

Missing handouts force the teacher te hava large instead of smaller wark groups.

Public punishment

All studerits stand, and the teacher reads a list of those wheo finished the assignmeant and they

sit down. The teachar gives public lecture on responsibility to thase loft standing.

Sourie: Adaptad from “How do pine third gracks teachars maotivate their sludents? by 5 F Dolezal L b Walsh, M. Prossioy & 0. Vincand. Flementary Secherl

Jemreval, 2003, 103, pra, 27208,

34

siident writing tasks in cultural contexts is one way o catch and hold situational inter-
st (Alderman, 2004; Bergin, 1999). When Latina/o immigrant students in middle-schoal
classes moved from writing using worksheets and standard assignments o writing ahout
such lopics as immigration, bilingualism, and gang life—lssues that were mportant to
them and to their Familics—their papers got longer and the writing qualily was hetter
(Rueda & Moll, 19942,

Language i a central factor in students' connections with the school, When hilingual
students are encouraged o draw on both English and their heritape lunguage, mokiva-
tion and participation can inereuse. Robert Jimenes (20000 found in his study of hilingual
Latino/u students that successful readers viewed reading as a process of making sense;
they used hoth of their kinguages 1o urnderstand the material. For instance, they might
look [or Spanish word parts in English words to help them translate. Less-successful
students had a different goal. They believed thul reading just meant suying the words
correctly in English. 1t is likely their interest and sense of efficacy For reading in English
would be luss, o,

Lessons for Teachers: Strategies to Encourage Motivation

Until four basic conditions are net lor every student wnd in every clussroom, no moti-
vational strategics will succecd, First, the classroom must be relatively organized and
free from constant interruptions and distuptions. Second, the teacher must he w patient,
supportive person who never embarrasses the students because they mace mistakes.
Everyone in the class should view mistalkes as opportunities for learning (Clillord, 1990,
1991}, Third, the worl must he challenging, bul reasonable. I waele iy Leo easy or too
difficult, students will Luve licle motivation to learn. They will focus on linishing, not on
learning. Finally, the learning tusks must be authentic; And as we have seen, what makes
a task authentic is influenced by the students’ culture (Berging 1999, Brophy & Kher, 19480
Stipok, 1993),

Omee these four basic conditions are met, the influences on students’ motivation
to learn in o particalar sileadon can be summacized in four questions: Can T succeed al
this task? Do T want to succeed? What do 1 need o do to succeed? Do 1 belong? {Com-
mittee on Increasing High School Students' Engagement and Motivation to Learn, 2004,
Frcles & Wigfield, 1985). We want students to have confidence in Lheir ability so they
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will approach learning with energy and enthusiasm. We wint them to see the value of
the tasks invelved and work (o learn, not just (ry to get the grade or get finished, We
want students Lo believe that suceess will came when they apply good learning stratc-
gies instead of believing that their only option is to usc self-defeating, Failurc-avoiding,
face-saving strategies, When things get dillicult, we want students o stay focused on
the tusk, and not get so worried about failure that they “frecee.” And we want students
tor feel as thaugh they belong in school—that their teachers and classmares carc alone
them and can be trusted.

CAN | DO [T? BUILDING COMFIDENCE AND POSITIVE EXPECTATIONS. No amount
af encouragement or “cheerleading” will substitute for real accomplishment, To cnsure
penuing progress:

1. Bepin work at the studenis’ level and nove in stall steps, One possibility Is to have
very easy and very difficult questions on every test and assignment, so all students are
hioth successiul and challenged. When grades are required, make sure all the students
it class have a chance to malke at least 4 C if they work hard.

2. Meke sure learning goals are cleay, specific, and possible to reach in the near flslire,
Break long-rerm projects into subgouls. 10 possible, give students a range of goals at
different levels of diffieulty und let them choose,

4. Stress selfcomparison, nol comparison with olhers. tiive specitic feedhaclk and cor-
rections. Tell students what they are doing right as well as whal is wrong anc why
it is wrong, Periodically, give students 4 question or problem that was once hard
For them bul now secms easy. Foint out how much they have improved,

4. Communicate to students theat acadenic ability is improvable and specific to the task
at hand, Tn other words, the Fact that a student has frouble in algebry doesn't noces-
sarily mean that geometry will be difficult. Dol undermine your ¢llots to slress
improvement by displaying only the 100% papurs on the bulletin boad.

5. Model good problem soluing, espocially when you have to try several approaches.
Students need Lo see that learning is not smooth and crror-free, even for the teacher.

DO | WANT TO DO IT? SEEING THE VALUE OF LEARNING. Teachers can use intrinsic
anel extrinsic motivation strategies to help students see the value ol the learning rask.

Altainment and Tntrinsic Value, To estublish attainment value, we musl connect Lhe
learning task with the needs of the students. It must he possible for sludents to meet
their needs far safely, betonging, and achievement in our classes. Muny studenis are
quictly wounded by their teachers' words or school practices that cmbarrass, label, or
demean (Olson, 2008). We muost make it clear that hoth women and men cun be high
achievers in all subjects: no subjects are the wrritary of anly one sex. I is not “unfemi-
nine” to be strong in malhematios, car mechanics, or sparts. 10 is not funmasculine” (o
be good in lterature, url, or French,

There are many strategies for encouraging intrinsic (interest) motivation. Several of
the following are tuken from Brophy {1985),

1. Tie clasy aotivities to student (nterests in spotls, music, cuirent evenis, pols, Comimen
prablems or conflicts with family and tricnds, fads, television, and movie personuli-
ties, or other significant featurcs of their lives {Schiclele, 19917,

2. Arpuse curiosity, Point out puzzling discrepancics hetween students’ beliefs and the
facts, For example, Stipelk (1993) deseribes a teucher who asked her Sthograde class
it there were “people” on some of the other planets. When the students said yes,
the teacher asked if people needed oxygen (o breathe, Hecause the students had
just learned this face, they respunded yes, Then the teacher told them that there
is no oxygen in the atmosphere of the ather plancis, This surprising discrepancy
between what the children knew about oxygen and what they helicved about life
on other planets led to a rousing discussion of the atmaspheres ol other planets.
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3. Make the fearning lask finr. Many lessons can be raught through simulations Or games
(see (he Point/Coynterpoint). Used appropriately so that the activity connects with
learning, these expericnces can be very worthwhile and fun, too.

& Make use uf novelty and familiarity. Dan’t overuse a fow teaching approaches or
motivational strategics. We all need some variety, Varying the goal siructires ol tusks
(cooperalive, compolitive, inidiviclualistic) can help. When the material being covered
in class is abstract or unfamiliar to students, oy to connect it to something they know
and understand, For example, tall about the size of a large arca, such as the Acropolis
in Alhens, in terms of football fields,

Instrumental Value, Sometimes it is difficult to cicourage intrinsic mativation, and so
teuchers must rely on the utility or “instrumental” value of tisks. Tt is imporctant to learn
many skills because they will be needed in more advanced classes or for life outside
school,

1. When hese connections are not obvious, you should expleadin the connections

your students or ask them Lo explain how the nuterdal will be inportant in their lives

{Hulleman, Godes, Hendricks, & Harackiewice, 20100

In some situations, texchers can provide incentives and reweares For lewrning, Remem-

Ler, though, that giving rewards when students are already interested in the activily

may undermine intrinsic mativation,

3. [se illsirucired problents and autheniic lasks in teaching. Connect problems in
school lo real problems outside, such as buying your first car, making decisions about
mobile phone plans, or wriling a persuasive letter (o a potentiul emplover.

I

WHAT DO | NEED TO DO TO SUCCEED? STAYING FOCUSED ON THE TASK.
when students encounter difficultics, as they must if they are worling at a challeng-
ing level, they need to keep their atlention on the taslk. If the focus shifts to worrics
about performance, fear of failure, or concern with looking smart, then motivilion o
learn is lost,

I. Give students [requent upporiunities lo respond through guestions and answers,
short assipnments, or demonstrations of slkills anel correct problems quickly. You
don’t want stuclents to pracrice creors Qo lewngs,

2, When possibile, bave students creale a finished pradect. They will bo more persist-
ent and focused on the task when the end is in sight. For example, 1 aften begin
hausc-painting project thinking T will work for just an hour and then [ind mysclf still
painting hours kiter because T want to sce the Finished product.

3. Avoid beavy emphasis on grades and competition. An emphasis on grades [orces
students to forus on perfonmance, not learning. Anxious studenls are especially hard
hit by highly competitive evaluation,

A, Reduce the tash visk withowt oversimplifying i, When tasks are visky (lailure is lilely
and the consequences of failing are prave), student molivation sullers. For difli-
cult, complex, or ambiguous lasks, provide students with plenty of fime, support,
cesources, help, and the chanee to revise of improye wiorle

5. Mudel motivation tn fearn fov your students, Talk aboue your interest in the subject
anel how you deal with difficult learing rasks.

&, Teach the particular fearning strategies that sludents will need to master the material
heing studied. Show students how (o learn and remember so they won'l be forced o
fall back on self-defeating strategies or role menmory.

0O | BELONG 1N THIS CLASSROOM? This last question will take more than u page or
two to address, Thie supporl of families cun be helplul as you design strategics or your
students, The Family and Community Partnerships Guidelines give ideas lor working
wilh Familics. -
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Maotivation to Learn

Understand family goals for children.
Examples

1. In an informal selting, around coffee or spacks, mest with
farvilics individually ar in small groups to listen Lo what their
qoals are for their children,

2, Mail out questionnaires or send msponse carcs hame with
studdenits, asking what skills the farmilios believa their chilerzn
st nesd Lo work an, Pick one goal for each child and develop
a plan forworking toward the goal both inside and oulside
sehaol, Share the plan with the familiss and ask for foedback,

Identify student and family interests that can
be related to goals.
Exarnples
1. Ask 2 mernber of the family ta share a skill or hobly.
2, Tdentity “family favorites” —favorite foads, music, vacations,
sparts, activities, hymns, movies, games, snacks, recipos,
mamorias, Tie class lessons to interests.

Give families a way to track progress toward goals.
Exarnples
1. Prowide simpla “progress charts” or gaal cards that can e
posted on the refrigarator.
5, Ask for parents’ or caragivers' foedback {and mean it} akout
your effactivensss in helping their children.

Wark with families to build confidence and peositive
expectations.
Exarriples
1, Awoid comparing ane child in a family to another during
conferances and discussions with family members.

2. Ask family members to highlight strong paints ot hamawork
assignments. They might attach a note to assigaments
desciibing the throe best aspects of the wark ancl one
elomant that could be improved,

Make families partners In showing the valua of learning.
Examples

1. lnwite family membsers to the class to demanstrate how they
use matherratics or wriling in their worlk,

2 |nvolve parents or caregivars in identifying akilla and
krewladge that could be applied at home and prove
helpful 1o the family right now, for example, keaping
recards an service agencies, writing letters of cornplaint
to department storas or landlords, or researching vacation
destinations.

Provide resources that build skill and will for families.
Exarnples
1, Give family mombers simple strategies for helping their
children improwve study skills,
2. frvalve alder students in a “homewark hotline” telephane
ntwork far helping younger studonts,

Have frequent celehrations of learning.
Examples
1. Invite families to a “museam®” at the end of 3 unit an
dinosaurs. Students creata the museum in the auditorium,
litwary, or cafeteria, After visiting the museurn, families go to
the classroom to axamine Uheir child's portfolic for the unit.
2. Place mini-oxhibits of student work al local grocary stares,
lirarics, or community centers,

v SUMMARY

What Is Motivation?

Define motivation, Motivation is an internal state hat arouses,
directs. and maintains bahaviar The study of mativation foruses
on haw and why pecple initlate actions directed toward specific
gaals, how long it takes them to get started in the activily, how
intensively they ars involved in the activity, how persistent they are
in their attempls to reach thess goals, and what Lhey are thinking
and feeling along the way,

What is the difference between intrinsic and extrinsic mativa-
tion? Intrinsic motivation s the natural Lendency to seek out and

canguear challenges as we pursue parsanal intorests and exarcise -

capabilities—il is motivation to do somathing when we don't have

thrazkien f Shuttarstock.com

tr. Extrinsic mativation is hased on fac
tors nob rolated Lo the activity ibsell. We
are not really interestad in the activity Tor
its own sake; we care only about what it
waill gain us.

How does locus of causality apply to

mativation? The essential differencs betwesn intrinsic and axtrin-
sic motivation s the person’s reason for acting, that is, whether
the lacus of causality for the action is inside or outside the person.
If the locus is inteimal, the motivation is intrinsic; if the locus is
external, the motivation is estrinsic. Most motivation has sle-
ments of bath. In fact, intrinsic and extrinsic motivation may b
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two separate tendencies—bath can aperate st Lha same time in
a givan situatian.

What are the key factors In motivation according to a behavioral
viewpaint? A humanistic viewpoint? A cognitive viewpoint? A
social cognitive viewpoint? A seciocultural viewpoint? Behavior
ists tend to emphasize extrinsic motivation caused by incentives,
rewards, and punishment, Hurmanistic views stress the intrinsic mo-
tivation created by the need for personal growth, fulfillment, aned
sell-datermination. Cognitive views stress a person’s active search
for meaning, understanding, and competencs, and the power of
the individual's attributicns and interpretations. Social cognitive
thearies take into sccount both the behaviorists' concern with
the consaquences of behaviar and the cognitivists' interest in the
irmpact of individual beliefs and expectations, Many influential
sacial cognitive explanations of mativation can be characterized
as oxpoctancy ® value theories. Sociocultural views smphasize
legitimate angaged participation and identity within a cammunity.

What are axpectancy % valug theories? Expactancy x valua thea-
rios suggest that motivation toreach a goal is the product of our
expectations for success and the value of the goal to us. If sither
is 2ora, ocur mativation is zero alsa.

What is legitimate peripheral participation? Legitimale periph-
aral parlicipation means that baginners are genuinely invelved in
tho work of the group, even if their sbilities are undeveloped and
their contributions are small. The identities of the novice and the
oxport are Bound up in their participation in the community. They
ara mativated Lo learn the values and practices of the community
to keap their identity as commurity members,

Meads

Distinguish hetween defizciency needs and being noeds in
Maslow's thaory, Maslow called four lowerlevel needs—survival,
safety, belonging, and self-estoem—cdeticiency needs. When these
neads are satisfied, the mativation for fulfilling them decreases, He
labeled the thrae higherlevel noeds—intellectual achiovament,
aesthelic appreciation, and self-actualization—being needs. Whan
they are met, & person's molivation increases to seek further
fulfilliment.

What are the basic needs that affect motivation, and how does
self-determination affect motivation? Self-determination thoory
suggests that motivation is affected by the noed far competence,
autcnamy and control, and refatedness. When students expord
ance self-detormination, they ars intrinsically metivated—thay are
more interestad in their work, have a greater sense of sellesteam,
and learn more. Whether students experience solf-determination
depends in part on if the teachar's communications with studaents
provide infarmation or seek to cantrol them: In addition, teachers
must acknowledge the studanls' porspoctive, offer choices, pro-
vide rationales for limits, and treat poor performance as a problem
to be solved rather than & targe for eriticism.

Geoal Orientations

What kinds of goals are the most motivating? Goals increase
mativition if they arc specific, moderately difficult, and able to he
reached inthe near futurea,

Describe mastery, performance, work-avoidant, and social
goals, A mastery goal is the intention te gain knowledge and
master skills, leading studants to seck challengas and persist when

B

they ancounter difficulties. A performarce goal is the intention
to get good grades or to appear smarter or more capabla than
others, leading stuclents to be presccupiad with themselves and
how they appear (ago-involved learners). Students can approach
ar avoid these twe kinds of goals—the probloms are greatest with
aveidance. Anather kind of avoidance is evident with work-avoid-
ant learners, whe simply want to find the easiest way to handle the
situation, Students with social goals can be supported or hinderad
in their learning, depending an the specific goal (e, have fun with
lriends or kring honar to the amily).

What makes goal setting effective in the classroom? In arder for
goal setting to be effective in the classroom, students need accurate
feadback about their progress toward goals and they must scoapt
the goals set. CGenerally, students are mors willing Lo adopt goals
that seam realistic, reasanably dilficult, meaningful, and validated
by activities connecting them to their intrinsic interests.

Beliefs and Self-Perceptions

What are epistemological boliefs and how do they alfect mo-
tivation? Epistomolagical beliels are ways of understanding how
you - think and learn, Individuals’ epistemological belisls can im-
pact their approach ta learning, their expectations of themseales
and the work they deo, and the oxtent to which they engage in aca-
cdemic tashs. Spodifically, epistemological beliefs include your un
darstanding of the structurs, stability, and certainty of knowledge,
A beliaf that knowledge can be organized inte a grand schemo
in which all things are related, for example, may lead students ta
ry to connect all new knowledge with pravious knowladge in a
maaningful way. |f the task proves excessively challenging, these
stuclents may belisve the new information is not relevant to them
or worth understanding.

How do beliefs about ahility affact motivation? When paople
hald an entity theory of ability-~that is, they believe that ability is
lixad—they tond to set perfarmance geals and strive o protect
themseles from failure. When they believe abifity iz improvable
{an incremental thaory), however, they Lend to set mastory goals
arid handle failure constrectively.

What are the three dimansions of attributions in Weiner's theory?
According to Weiner, most of the atlributed causes for successes
o failures can be characterizad in termis of three dimensions: locus
(laeation of the cause internal or external Lo the person), stability
fwhether the cause stays the same or can change), and respansibil-
ity {whathar the person can control the cause). The greatest mati
vational problams arise when students attribute failures to stahls,
uncontrollable causes, These students may seam rasigned to fail
ure, depressed, helpless—whal we gonorally call "unmotivated.”

What is learned halplessness and what deficits does it cause?
When people came to helieve that the evanis apd cutcomes in
their lives are mostly uncontrallable, they have developad learned
helplessnoss, which is assaciated with thres lypes of deficits: mo
tivational, cagnitive, and alfective. Studants who feel hapelass will
be unmotivated and reluctant 1o attempt work. They miss oppar-
tunities to practics and improve skills and abilities, so they develop
cognitive deficits and they often suffer from alfective problems
such as depression, anxiaty, andd lstlossnoss.

How does self-worth influence motivation? Mastary-orientad
students tend to value achievemeant and sea ability as improvable,
sovthey focus on mastary goals, take risks, and cope with failure
constructively. A low sense of self-worth seems 1o be linked with

prne——
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the failure-avaiding and failure-accepting strategies intended to
protect the individual from the consequences of failura. These
strategies may seem ta help in the shart term, but are damaging
to motivation and self-esteam in the long run.

Interests, Curiosity, Emotions, and Anxiety

How do interests and emotions affect learning? Learning and in-
formation processing are influenced by emotion. Students ars mare
likely to pay attention to, learn, and remember events, images, ancdl
readings that provoke emational responses o that are related to
Lheir persorial interests. However, there are cautions in respond-
ing to students’ interests. “Seductive details,” interosting bits of
infarmation that are not central to the learming, can hinder learming.

How does curiosity affact learning, and what can teachers do to
stimulate curiosity in their subject area? Curinsily 13 the tendancy
toward interest in a varety of things. Students’ curiasity is quidod
by their interests, and thus provides therm with & sefl-driven moti-
valion to explore new ideas and concepts. As o result, curiosity can
e a powearful motivational toal that captures and maintains stu-
danls' attention in school. Teachers can foster curiosity by tapping
inta stucsnts' interasts, llustrating connections betweaen course
material and applications thal may be interssting to students, and
allowing students Lo find these connections for themselves. An
axample might include asking students to identify which simple
machines are at work in a skateboard or rollercoaster,

What is the role f arousal in learning? There appears to be an
optimum level of arousal for most activities. Generally speaking, a
higher level of arausal is helpful on simple tasks, but lower lovels
of arcusal are better for complex tasks, When arousal is too low,
leachers can stimulate curlosity by pointing out gaps in knowl-
adge ar using varioty in activities. Savere anxiety it an cxample of
arousal that is too high for optimal learning.

How does anxlety interfare with learning? Anxiety can be the cause
ar the result of poor performance; it can intsrfare with attention to,
learning of, and retrieval of information. Many anxious students
need halg in developing sffective test-taking and study skills,

Wotivation to Learn in Schaal; On TARGET

Dafine motivation to learn. Teachers are interested in & particular
king af motivition—student motivation ta leam. Sludent motiva-
tion to learn ig both a trait and a state, |t involvos taking academic
work seriously, trying ta get the most fram it, and applying appro-
priate learming strategies in the pracess,

What does TARGET stand for? TARGET is an acronym for the
aix aress in which toachers make decsions thal can influence
sludent mativation to learmt the nature al the task that students

v KEY TERMS

are asked o do, the autonomy students are allowsd in working,
how students are recognized for their accemplishments, grouping
praclices, evaluation procedures, and the scheduling of time in
the classraom.

Hew do tasks affect motivation? The tasks that taachears set affect
mativation, When students encounter tasks that are related to thei
interasts, stimulate their curiosity, or are connacted to real-lifs
situations, they are more likely to be maotivated to learn. Tasks can
have sttainment, intrinsic, ar utility value for students. Altsinment
value iz the importance to the student of succeeding. Intrinsic
valug is the enjoymant the sturent gets from the task. Utility value
is deterrinad by how much the task contributes to reaching shorl-
term or long-term gaals,

Distinguish between bounded and unbounded choices. Like
tatally unguided discovery or aimless discussions, unstructured or
unbiounded chaices can be counterproductive for lsarning. The
altarnative is bounded chojca—giving students a rango of options
that set out valuable tasks far them, bt alsa allaw them ta follow
personal interests, The halanes nust be just right so that stucents
are not bewilderad by teo much choice or borod by we litte reom
to explores.

How can recognition undermine metivation and a sense of
salf-officacy? Recognition and rewsrd in the classroom will sup-
port malivation to learn if the racagnition is for personal progress
rather than compatitive victories. Praise and rewards shauld focus
on students’ growing competence. At times, praise can have para-
dentical offects when studonts vse the teacher’s praise ar criticism
as cues aboul capalilities.

List three goal structures and distinguish among them, How
studants relate to their poers in the dassroom is influsnced by the
goal structure of the activities. Goal structures can be competi-
live, individualistic, or cooperative. Cooporative goal structures
can encourage mativation and increase |earning, especially for
lowr-nchioving students.

How does the evaluative climate affect goal setting? The imore
competitive the grading, the more stuclents set performance goals
and focus en “looking compatent,” that is, they are more ego-
invalved. When the focus is on performing rather than |earing,
sluclents often see the goal of classroam tasks as simply finishing,
ezpecially il the waork is difficult

What are some effects of time on motivation? In ordar to foster
rotivation to learn, teachers should be floxible in their use of time
in the classroorm, Students wha are forced ta move faster or slower
than they shauld o0 who are interrupted as they becoms invelvecl
ina project are nat likely to develop persistence Tor learming,

Academic tasks

Anxiaty

Arousal

Attribution theories
Authentic task

Being needs

Cognitive evaluation theory
Deficiency noods

Entity wiew af ability
Epistemalngical bellafs

Expectancy * value theories
Extrinsic motivation
Fallure-accepting students
Failurg-aveiding students
Goal

Goal arientations

Goal structure

Hiararchy of needs
Humanlstic intarpretation
Importance/Attainment valus

Ineentive

Ineremantal view of ability
Interast or intrinsic value
Intrinsic motivatian
Learned helplessness

Logitimate peripharal participation

Locus of causality

wastary goal
Mastery-arfonted students
Mativation
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Reward
Self-actualization
Self-efficacy
Self-handicapping

Mativatian to learn
Maud far autonamy
Parformance goal
Problam-based learning

Saocial goals

Saciocultural views of motivation
Utility value

Work-aveidant learnars

vy CONNECT AND EXTEND TO LICENSURE

MULTIPLE-CHOICE QUESTIONS

1. Miss Johnson would like for ber students to be motivatad Lo do
theirwork without bribing thern with treats or promises of extra
recass tima. Which ona ot the follawing is tho type of motivation
she shoufd encourages in her studonts?

A, Extrinsic

[ lesdririsic

2 Locus of conteol
0. Relatedness

2. Why should educators concern themselies with Abraham
haslow's Hierarchy of Meeds?

A, The stages in students’ development might determine
their ability to be successful in certain subjects,

B. Sccial and smotionsl growth can impact students in their
ability Lo cooperate with their peers,

. Deficiencias in sludents' lives can impact thoie ability to
succend academically,

0. Paranting styles determine whether students sucgesd aea-
derically or not.

3, Teachers whe satest all content far their students and: insis|
upan students accomplishing their assignments on thair own
neglect which of the following aspects of sell-determination?

A Awtonamy and competenco

B. Autcnomy and ralatedness

. Helatedness and competence

0. Autonomy, relatedness and competence

4, Which of the following is trua reganding extrinsic motivation?
A, Extrinsic mativation should be avoided at all costs because
it undemines a student’s intrinsic desie.
B, Extrinsic inativation is not associated with grades and
incontives,

¥ WHAT WOULD THEY DO7?

2. Eatrinsic motivation may be necsssary ta initially encour-
age students o engadge incerlain activitios.

. Extrinsic motivation is more desirabile lhan intringic motiva-
ticn in the classroom as educators have increased control

COMSTRUCTED-RESPONSE CUESTIONS

Case
Stephanio Wilsen had been educatad in “eld schoal methads.”
Her teachers jnsistad onstiaight rows of seated students who
dicd nut 1alk during lectures or complsin shout assignments.
While Stephanie had been successful in this model, not &l of
her past classmates flourished in such a ngid snvironment. As a
new teacher she wanted & mors student friendly environment.
She erwvisioned & classroam where students were stmulated by
tho activities and worked collabaratively, “ want my students o
lmok forward ta coming o schoal Lwant them to be agents in the
learming process, not just passive recipients af my curdiculum.”
She imagined dasigring learning situations in which her students
could all achicve. Step by step they could all learn! As hor stu-
dants progress, she would see when they got off the track and
marage o remediate before they started o do poorly. In this
wiay, Stephanie thought, none of her students would be failures,

4. Explainwny Staphanie’s plan to provide eardy remediation when
students are streggling is 2 good idea.

A, How can Stephanie Wilkon support selt-determination and
autonamy in her classioom?

MyEducationlLab™ —

o o Chapter 12 of the Rook Specilic Besources in
hyEducationl aly and click on "Connect and Fatend to
Ligsrsure” to anaswerthese quastions, Charmpars your riosponaes
with the feadback providsd.

TEACHERS' CASEBOOK: Motivaling Students When Resources Are Thin

Hers is how some practicing téachets respondsd to mativate stu-
dlents wihon resources are slim,

AIMEE FREDETTE = Znd Grade

Fisher Elormentary Schoal, Walpale, MA

A very effective way that | use to get the children curious and
interested is to pose a question Lo the class before the start of a
lesson, This gives tho children a tozus for the lesson. As the year
pragrosses, the children begin coming up with questions of their

00

erert, Aerother vory successful way to spark intarest and curiosity is
the use of three-column activators, a brainstorming activity that the
teacher and students do together. The students brainstoom WHA]
WE THIMKE WE KMOW sbout the topic. The teacher records all re-
sponses, writing tharm an chart papen Then the childeen brainstorm
WHAT WE WANT TO EMNOW about the tapic. Again the teacher
would record their respanses. The third column, fled WHAT WE
HaVE LEARMED, is added to as the theme progresses. The first
twi calurmns are reforred to as the children leanm aboul the Tharms.

L e
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DAMIELLE HARTMAMN o i firacis
Clayenant Elamentary School, Ballwin, MG

Firat of all, dan't get discouraged. You don't necd a testhook in
order 1o ba a successtul teacher. Look over the district’s curviculum
guides and see whal the objectives are fur each unit you will be
teaching. Onca you know the objactives, get crestive. Keeping the
students motivated and inlerestad in learning is essantial. By giving
them choice and using a variety of teaching methods you will allow
them to stay actively argaged in their learning. You will be amazed
atwhat the students will come up with when they are given choices.

MICHAEL YASIS
L. Tanglon Elemeantary Schoal, Minnetanks, MM

blesst learninig is acquired through active learing and participa
ticrn. Therefare, the wirkbaoks that focus on diill and practics, if
given as the primary source of lssring, most likely would bore the
slucdants. | would approsch this situation by first engaging the stu-
dents in s discussion to assess their priar knowledgs, Dwould then
challengo and extend their understanding of the concepts through
guided discovary, building on similar examples from the "oaring”
warkbinoks. Whils theywork on the concepts independeantly in their
warkbooks, thair confidence and self-esteam will increass,

KELLY MCELROY BOMIMN = High School Counsslor
Kloin Cak High Schoal, Spring, TH

Sirnply being eacitad to be working with the 3rd grados and show-
ing interest and enthusiasm for the subject matter should aouse
lhe studants’ interest and sncourage them to lears. Hew many
tirmes have you beard it said, “Mrs, Frergy was the best teacher
| ever had. She took the most boring, difficult subsject and made
it fun and interesting. | have heard this so many timas both as
student aridd as a wwacher, and it proves my pont. Just the fact that

the teacher it cxcited about the material shows the studants that
this iz impeortant information that they need, plus they are curious
shoul the matzrial when they respect and like their teacher, If] falt
like thie difficulty level of the textbooks was too graeat, | would have
ty hresake the lesscns dawn into smaller increments and use differ
ant technigques—discussion, mo-teaching, group projects, ote—ta
enrich the students and adapt to their level of learning, When your
studlonts are mativated, thay can accomplish anything—it doasn't
miatter what materials are available to them, what the difficulty level
of the textbock is, and so on. Kids will be motivated when their
teacher truly cares about them, is passionate about the material,
and miakes school interesting.

PAM GASKILL = 2ol Gracs
Riverside Elomentary Scheol, Dublin, GH

Teaching is inhorently creative, Use your time and creativity this
summer to acquainl yourself with the required objectives and
think abaul ways in which you can make them meaningful and
ralevant to your students. Explore other availabile resaurcas in
the community, such as libraries, speakers’ bureaus, and rescurce
canters. Plan to ineorporals a variety of activitiss such as video,
group work, fisld wips, projects, and speakers s that your stu-
dlents will remain interastad and invelved. Utilize materials that
your studenls have access to from hame—books, videos, artifacts,
Internit printouts, [t is amaring how cooperative parents can be
when asked to helpin spocifiod ways. Yoo might even make use of
the: ol workbaok pages, not in the traditional way, but for coop-
erative work, You can facilitate student suseess by pairing weaker
readers with more competent readers to discuss and complets
the waorksheets, Stress that overyane nesds to work togother 1o
learn the material. Active participstion and engagement with the
materials will help your studants to construct their own meanings
mare effectively. Liconsure

— MykEducationl.ab”

tianal Psychology, whers youcan:

Ll cutcarnes.

Building Teaching Skills and Dispositions learming units

"Why 10 | leach? in the Teacher Talk section,

ards inta your planning.

G to Topic 10, Mativation and Affuct, i the MyEducationLab fae mys ducationlzbcorm) for Founa-

* Find learning outcomes for mativation and affect along with the national stbendards that cannect to

Corppiteta fssignmants snd Activities that can holg you morne deaply undersland the cnapiar content.

* pzpily and practice yeur undestanding of the core taaching skills idurifival in the chapterwith the

* Framinachallenging stuations and cases presented fnthe (K15 Centur Rescurses, |
o Acress video clips of COSS0 Mational Teachors of the Year award winners rasponding to thu guestion,

* Chack your comprahension on the comtent coversd i the chapter with thies Sty Flan. | lere you will
ki abile to rake & chaptar quis, receive feedback an your answers, and then access Revisw, [ractica,
and Eavichment activitias to enbance your understanding of chapter content.

* Finel additional Tzachers’ Casobonk seanasios and respoenses to them from practiving taachers.

Usga the Cinline Lesson Plan Builder 1o practice lesson planning and intograting nation al and state stund
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LICENSURE APPENDIX p

Drescribe  the  theoretical  foundations ol the  major
approsaches to motivation,

02

identify and define important terms related o motiva-
tion including goals, attvibutons, intrinsic and exirin-
sic motivation, self:determination.

Use your knowledpe of motivation to:

— identify situations and conditions that can enhance or
diminish student motivation o learn.

—clesign  strategics o support  individual  and
group work in the clussroom.

— implement praclices thut help students become seli-
motivared,




