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‘ IBSTRACT - '
)‘.‘lhn view thit achievemsnt motivation ;'na.i:na relstively fixed after i
the ae of six ysars was challenged. Rther, it was hypothesizesd that
tlochor;pupﬂ iptcruction pattarna would influence achisvement notiv-tion‘ .
in young children. More specifically, it was predicted that positive,
’tnnchor-ptmil interactions would be directly associated with changes in

-achievement motivation, whereas nesgative tesacher pupil interactions would

be inversely sssociated. Generslly, the hypothesss wers supported but
‘snalyses also provided support for the idea that there is considerable

stability in schievement motivation by the age of six. Implications of
theas results are hiocuued, recomendations for futx;rc studies are
. offered. . o
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RESUME

Ls notion que ls motivetion A accomplir demeure relativﬁ'mt fixe -
sprbs 1'8ge de six sns est disputé. Plutot, est proposé 1'hypothise
que lu‘ manidres d'intersction entre enseignant(e)s et écolier(e)s sursit
une in}'luence sur la‘mti\}ation & accomplir chez les jeunes enfants.
Plua spécifiquement, eat prédit ques des manidres positiveé d* intsraction
entre enseignante(e)s st écolier(e)s se relierait directement aux "

chengements & la motivation A accomplir et que des manidres negatives

d' interaction entre enseignant(e)s st écolier(e)s se rslierait

inverssment aux chaqgamants 3 la motivation 1& accompl ir. En gtn!rnla,

‘ees hypothdses furent supportées. Les snalyses supportérent asussi ls

notion que la'motivation A sccomplir demeurs relstivement at-blg A 1%Age

de six sns. Lles implications de ces resultsnts sont svencées sinsi que T

des, recommendat ion envers des études futures.
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CHAPTER 1

B il

INTRODUCTION

o

The history of the systematic study of achievement motivation
stretches back more than a quarter century (McClelland, Atkinson, Clark &
Lowell, 1953). Initially, research in this ares focused primarily on the
measurement of a particular motive denoted as "need for achievement" or
achievement motivation. Soon work with this construct began being
related to such diverse topice as specific child-rearing patterns
(Winterbottom, 1958) and to the economic growth of nations (McClelland &
Winter, 1969). The area of female achievement motivation ceme under ~ -
investigation (Horner, 1969); new forms of measursment were propoesed

“(MeHTabrian, 1968), new related concepts such as risk-teking were studisd
(Atkinson & Feather, 1966) and the work branched out in many other
directions of research. From these beginnings, resssrch and theory on
achievement motivation beceme quite multi-faceted and multi-directional.

-Howsver, most if not all of past ‘research efforts on achievement
motiv)ation have treated this concept nl a trait thet becomes relstively,
stable around the early yaars of schooling. Also, s majority of studies
of achievement motivation were carried out in the lsborstory, thus
limiting them to a set of relatively artificial environments.

Mors recently, intersst has begun focusing on the development of
achievement motivption in natural contexts (Mashr, 1978). One of the
major assumptions in this study is that schisvement motivetion is
belisved to davelop from the intsrsctions of psrsenslity and
environmental varisbles. Hencs, the phencmenon under investigation in




this research is the relationship of achievement motivation to its
contextual setting. Schools and teachers are very important situational
variables for children, and since achievement motivation is thought to be
more flexible in younger than in olde—r children, kindergarten and grade
one children are perhaps particularly sensitive to schools and tsachers
(Pedersen, Faucher,& Eaton, 1978).

The present study sxamines teacher-pupil intu:.ctinns in an attempt
to deterair!e whether certain patterns of behdvior, on the part of primary
teschers, ;ra related to the achievement motivation of pupils who spend a»
considerable amount of their waking hours in school under their

direction,
Not only does the present study differ from earlier studiss in its

theorstical orientation,but it takes a different approach to the
mossurement of achisvement motivation, tooj this is in the form of a new
instrument prepersd specifically for this study, which therefore hes not
bean validetad by other ressarchers. The resson for devising s new
instrument is that existing msessures hive besn primarily projective, and
psper-snd-pencil tests (Murray, 1938; Mehrabrian, 1968; & Adkins &
Ballif, 1975) which mey have suited the resssrch questions of esrlier
studies, but they could neither have satisfied the demands arising from
the conceptual fn-\unrk of the present study, nor.of seny future
studiss, ss well, given the growing intersst in the socological walidity
of social science resserch. Existing msssuree did not facilitsts the
study of echievement motivation in netural settings (i.e., ch:
classroom). Also the author wes concesned shout sthical, recisl, sexual,
snd other bissss which have besn shown to exist in sstlisr msssures of
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achiovement motivation. Hence, the disedvantages srising from the use of

2 previously untried instrument seemed lees important thln ‘thoss arising
from the use of tools which are not appropriats to spply in. the
classrooms of young children, and which would give mislesding results.
Achisvement motivation was messursd by the instrument slluded to
previously, called the Bshevioral Index for Achievament Motivation
(ppondix A). The instrument was designed to cause the cbesrver to focus
on nine behaviors (ss will be described in the methodology section) which
seomed to be descriptive of the construct. Tescher-pupil interection wes
moasured by using -ommncywﬂ-mdﬂdwwkwhymd
Good (1969, 1970). Scores on each of these two messures were eona\cbd
and verious statistical snalysis wers performed. S
Clesrly, there sre limitations to thh study, as will become
spparent . Nw.ttholm. some intsresting ruults smerged which, '.lt is
hoped, will plvomdinctim for further ressarch. ’
The review of the litersturs which follows portreys the thearetical
end ressarch develogment of this construct called schisvement motivetion.
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CHAPTER 2

REVIEW OF THE LITERATURE
' ]

In this chepter, the thooutigll ancd empirical development of
nchiov-mt motivation is dmribet; to fhta. The reader will nots that
the forefathers of achievement motivstion (McClellsnd et al., 1953)
conceived this ¢onstruct ss being relstively stable by the ages of five
to six ysars. The mlior rssearch reflected this attitude. The sstting
wes usually the lsboratory snd the tasks wers artificial, thersby
romoving individuals from theif natural contexts and ususl sctivities.

It is only until recently that researchers have bagan to think of
axogenecus varisbles affecting the devslopment of achisvement motivation
(Mashr, 1978). This new attitude has led” to the study of schievement
motivation in its naturathbitl;. (i.e., the individual's usual
surroundings). Such an approsch has made research aims mors rulhéic.
This will be discussed in further detail in this chepter.

1. McClelland - Atkinson Model of Achievement Motivation

Murray (1938) was a central influence in achievement motivation
ressarch and in the development of schisvement theory. He is perhape
best known as the originator of the Themstic Apperception Test (TAT). A
ssries of pictures of ambiguous scenes involving one or more persons, the
TAT is used to provoke verbal reactions from which the achievement
motivetion of an individual can be assessed.

McClelland st al. (1953) and McClelland (1958, 1961) were greatly
influenced by Murray. The motive noa;. thoroughly examined by &Clall;vd

and his collegessuss has been the achievement motive, or the need for

achisvement (N.Ach). This motivational tendency refers to the positive

hia e e i an® L ol Cd — " n,.-ﬂrl‘w" -




’ CL
O or negative mtlclpury/oul reactions aroused in situations thet
involve competition with's standard of excellence, whers psrformence maey
be evaluated ss s success or a failure.
A, Messurement of Wotives
‘ McClelland, Atkinson, Clark snd Lowell (1953) employ a TAT when
messuring need for achievement. The rationale for this method is that °
the fantssy content is by definition less influenced by culture psttern
varisbles and less influsnced sleo by past lsarned experiences then the
& more structured personality tools. However, one of the greatest
dissdvantage with the TAT is, that like other projective-based
instruments, it mskes trait assumptions aebout the person in question
which may not always be appliceble. In other terms, the TAT does not
consider an individual's context in which s particular behavior or

resction is emitted. Hence, it is mainly for this reason, as will be

discussed latsr on, that the TAT was not used in the present study.

‘ Following the publication of The Achievement Motive (1953), - v
‘ McClelland turned from the laboratory to sn anslysis of economic

development and the role of achisvement needs in stimulsting socistal

growth. o

B. Experimental Verification of McClelland's Work

McClelland (1961) went to great lengths to sssemble historical dats
about the economic aspects of many nations. In one study, for example,
he showed that the kilowatt hours of elsctricity consumed, which is a L
good index of sconomic prosperity, was greater in Protestant countries
than Catholic ones. These findings led McClelland to conclude that
Protestant values led to child rearing methods that instill nigm-

»
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O schievemsnt needs with the eventual consequence being gresater economic
growth snd productivity in Protestant countries.

Considersble weight was attached to a study by Winterbottom (1958),
who interviewed mothers of eight to ten year old boys who varied in need
schievement levels. She discoversd that mothers of boys with high
achievement motivation recalled beginning independence training at an
sarlier age then did the mothers of low achievement motivetion boys;

: . furthermore, they reported that they showed mors encouragement and
reinforcement of such independence than did the nothfota of boys with low

ﬁ’u.
schievemsnt motivation, who had been mors restrictive of their sons.

Rosen and D'Andrade (1959) created a situstion in which they could
directly observe parental behavior as their sons attempted the difficult
tesk of building a tower of blocks while blindfolded. Parents of high

""" lachisvement mativation boys gave rslatively high predictions about their

sons achisvement and thess expectancies were fulfilled. Highly motivated
‘ ( boya asked for help from their fathers less frequently than others and
received more warath and approval from their mothers when successful.
Smith (1969) points out that an independent person may often achieve
little. Independence may be a prarequisite, but not a guarantee of
achisvement , ;thict; may also necessitste traits such as assertiveness or
initiative. Achievement training in which children are taught how to
evaluats thair performsnce against a stendard may also be more crucial
then the developwent of independence. Furthermore, dependency is
difficult to meesure, beceuse its form of expression may becoms more
subtle at older ages. A child who menifests no signs of dependency, such
s ssperation anxiety, may still be highly dependent. Dependency itself

T TS A b
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might sven be considered & goel to be achieved by some children, becsuse
social approval is a frequent conssquence of achievement, and the
perception of high achievers as such, may alsc bes highly dapandani on
others. It is conceiveble that truly indspendent individusls, such as
nonconformists, may also score low in achievement. Finally, there is the
problem of the intsrpretation of correlation between aspscts of
childrearing and achievement motivation. Mother's warmth may bs higher
in response to achievement - oriented children, rather than serving ae
the cause an this characteristic in their childrsn. Conssquently, De-
Charms and Moeller (1962) measured achisvement imagery in children's

readers used betwsen 1800 to 1950. Patent office records were ssarched

s

for the same period to provide some index of achievement in society
during that time. A high correlation was obtained between the two
indices, with both rising bstween 1800 and 1890 before showing a decline.

A similar content analysis of children's resders (McClelland, 1961)
for the period between 1920-1929 was conducted foi 23 different modern
societies. Correlations for this decade betwesn L«qvmnt imagery and
an index of economic growth, based on kilowatt hours of electrical
consumption, during the period 1929-1950 were calculated. The data
reported by McClelland (1961) provide suggestive svidence that
achievement motivation is an important factor influencing economic
growth. Thersfore, it would be of some interest to determine whether the
sconomic growth of nation could be sccelersted by increasing the
achisvement motivation of some msmbers of society.

To increase the achisvement motivation of individuals, McClelland and
Winter (1969) offered a three to six week training course (to
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businessmen) in which they learned sbout the thoughts and sctions of
schievement behevior of highly schisvement-oriented individusls. Course
participsnts displayed more instances of echisvement - related behaviors
snd sccomplistments than control individuals not enrolled in the course.
Thus given sppropriate intervention strategies the achievement motivation
of individuals can be modified at lesst in the short run. This
perspective is quite different from McClelland’'s own sarlisr view in
which he firmly belisved that achisvement motivation seemed to be a
relatively stable personality characteristic rooted in experiences in
childhood.

C. Atkinson's Modsl and Definition of Terms

While McClelland was carrying on more naturalistic studiss of
achisvement motivation, Atkinson (1957) becamss invalved in the
formulstiong of a general theory of behavior, leaning heavily upon
mathematical derivetions and computer simulation (Atkinson & Birch,
1970).

According to Atkinson (1957), the tendency to approsch sn schisvement
- relsted goal (7S) is conceived ss a product of three factors:
1) the need for schievement, also known as the motive for success (MS);
2) the probsbility that one will be successful at the task (PS); and
3) the incentive value of success (IS).

It is postulsted that these thres components are multiplicstively
related, thet is, TSsMSxPSxIS, ignoring signe.

PS refers to s cognitive belief that a gosl-oriented action will
lead to some outcoms. ,;‘

IS snd PS are negatively related to sach ottwr. Thwe, the incentive
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C} ) valus of success incresses ss P decrssses. The mors difficult s tesk is,
_ the more pride experienced. Litwin (19568), as reported in Atkineon and

Feather (1966), found that the farther away one stsnds from a peg in a

4 ring - toss game, the greater the reward assigned for success.
Similarly, Strodtbeck, McDonald and Rosen (1957) found occupations in
which the sttainment of success is more difficult to sttain (ro accorded
greater prestige snd salary (1S) than occupations in which success is
believed to be relatively aasy.

The tendency to avoid schievement tesks is conceived by Atkinson as
snalogous to thnt’of th: hope of success. It is postulated that the
tendency to avoid failure (TAF) is ‘s multiplicative function of the "
-ot{ivo to evoid failure (MAF), the probability of failurs (PF), and the
incentive value of failure (-IF).

The motive to avoid failure is considered a capacity to experience
shame, given the non-attairment of s gosl (failure).

In addition to the parsonality factors, two snvirormental factors
influence the svoidance of schievement sctivities: PF and IF. It is
assumed that a negative emotion, "shame” scts as the incentive to svoid
fajilure. Grester shame is believed to bo‘ sxparienced following failure
at a less difficult task.

The resultant tendency to approach or avoid sn schisvemsent -
oriented activity (TA) is postulsted to be a function of the strength of
the tendency to approach ths task minus the strength of the tendency to
avoid the task: | TA=TS-TAF.

D. Experimentsl Verificstion of Atkinson's Work
Atkinson and Litwin (1960) snd McClellend (1958) tastad sut their

B
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toss game. Participents chose s distance betwsen one snd fiftsen fest
from the gosl where they felt it was appropriate for themselves to stend.
As sxpected, high schisvement motivstion subjects prefsr intersediaste
distances relative to low schievement motivetion subjects who sslect very
emall or large distsnces. By selecting very sesy or very difficult tasks
th-n is either sure success or sure failure snd consequently less
erxiety will be sroused. Low schievement motivation participents cenmnot
tolerate uncertainity. This factor is sssumed to be responsible for the
avoidance of moderately difficult tasks i)y the low achievement motivstion
person. Thers is too much uncertainity involved hers; there is a 50-50
chence that success or failure will occur and this situation generates

too much anxiety.

Another type of situation has been to examine resctions to continued

failure. Festher (1961) gave subjects sn unsolvable mental problem,
which he described to them as being eithsr very essy or very difficult.
They were told that if they wished to, at sny time, they could switch to
an altsrnate task. The guestion of interest was whether individusl
differences in persistence with the unsolvsble firstyproblem will be
related to differences in schisvement motivation. The predictions wers
that high achievement motivation individuals would switch when confronted
with extrsordinerily difficult taske but persist on sasy tasks because
continued failurs would lesd them to revise their perceptions of the tesk
from easy to intermediate difficulty. In contrest, it was predicted thet
low achisvement motivation subjects who prefer very sasy or very |

difficult tesks would persist longer in the face of fesilure in difficult

»
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tasks. There would be certain failure so enxisty or uncertainity would
be sbeent. However, confronted with perpstuml fasilurs on sn sasy tesk,
low achisvement motivation subjects would switch to snother tesk. In
this case, their perception would be thet the task was of intarmediste,
and not low difficulty. The results confirmed the sxpectstions.

Moulton (1965) and Weinetein (1969) found thet regardless of ome's
stated choice or lsvel of aspiration, howsver, all subjects described
their tssks ss being of intermediste difficulty. Most of the high
achieovement motivetion subjects who normally u%nt tuk- of intermediste
difficulty chose the difficult alternative if they had succesded on the

first tesk but selectsd the sasy task if they had failed on the first.

Thwa, the effects of success and feilure ars quite different,

:. depending on both the original difficulty level of the tssk and the

individusl's achisvement motivstion level. Exactly the oppoaite
situation exists for the low achievement motivetiopn individual.
fegardless of whether the outcome is success or failure, if it lesds to
the revissd assessment that the task is of intermediate difficulty, the
level of aspirstion will decline. However, if the outcome maies the teek
sppear very difficult or very o;uy, the level of aspiration will rise for
the low achievement motivation individual.
I1. 1970 - A New Approach A

The original approsch to the theory of achisvement motivetisn

(Atkinson, 1957) wes based on a visw of behavior as a resction inetigeted
by the presentation of a stimulus. Atkineon snd Birch (1970) called for
an approach emptiasizing the "dynamics in sction® in which behevior is
ssen as a continuous mm.of succesive sctions. |

T - Rl s B Gl g - oy " o D e T



Brown’'s (1978) experiment illustrstes this new approech. Subjects /
worked on two typse of task, sn echisvement situstion involving an A
muxmm.mmmmmmnnworm»*
of different trait words wers made. On the achisvement taek, ruuuck{/
mgimnﬂatmorfmmmupumaﬂmmhm?
The tipe required by subjects to deposit their work on one task into e \‘\\
compartaent in front of them before switching to the alternats tesk was .
recored. “

The results indicste that persistence on en achisvement task is not N
only s function of succese or failure but is aleo influsnced by the type |
cfmmtu'lk. Similsrly, psrsistence on the
non-echisvement tssk sppsared to be sffectsd by the neturs of the

e achisvement motivstion theory desls with schisvement ss en

‘ intrineic motive. Intrinsic motivstion or incentive to perform the

lsbarstary tasks is defined only in terme of perceived or expectsd task
difficulty and ignores any qnuntivo‘ flchr. affecting intsrest. The
anissien of extrineic motives lends to the artificiality of the studies,
beceuss most real 1ife achisvament situstions ars tied to & mixture of |
intrinaic and sxtrinsic motives. |
A. Jetrineic snd Extrinsic Notivetion.

Deci (1971) rectified, to some extent, this problem of srtificiality
by looidng -tth.ff-ct-ofuhrmlmd-mmtr\h\deuoﬂvmto
parfors en activity. Intrineic motivetion has besn defined by Berlyne
(1966) ss the inherent sstisfsction to participsts in snd complets a task
in the sbesnce of extsrnal reward. '

~
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( 3 Deci (1971) hypothesized that different rewards may have different
P offects sccording to the interpretation of the individual. Specifically,
money may be used an an incentive for an activity whicr;'uriginally was

highly intrineically motivating.
To test his hypothesis, Deci pressnted twenty-four college students

with a puzzle-solving task. Twelve fﬁjects were instructed that they

KA s vl o

! C " would roceiire‘ one dollar far,oach correctly solved puzzle. The other
twelve were instructed only to solve as many puzzles as they could, with
no mention of a reward. After the axpa;:lnental sessions, all subjects ‘
U were given an eight minute free-choice period, wherein they could
continue solving puzzles or roaq a variety of magazines.®
N The results suggested that the control (unpeid) subjects sperit

f

1 T,

L
: ~ aigni;féantl;r more of their free-choice time on puzile-solving than the

. - experimental (paid) subjects. This according to Deci, indicated a

decrease in intrinsic motivgtion due to a shift in the pai'belved locus of
causality for task pation. :
In thie experiment, i sssumed that his puzzle-solving task was

intrinsically motivating for all subjects. fis only attempt to verify

that assusption wes a post-hoc measure of student's attitudes towards the
task. All ctwmtuqi’ndicntqd that the task was enjoyable. However,
these results u& also be explained in terms of dissonance thsory

., { (Festinger, 1957) - that is, subjects who were not rewarded rated the

| tﬁk ss highly as the rewarded subjects beceuse they needed to justify
their ptrfticipation. Further, if one accepts the notion that extrinlié
rewards decrease intrinsic motivation one should expect to find subjects

% U @%3 ' who were rewarded to rate the task as less enjoysble than did the
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non-rewarded subjects.

Deci's (1972b) study made essentially the same prediction as the
1971 study with the exception that subjects who were paid before the free
choicel were expected to spend s greater proporition of free-choice time
on puzzle-solving as a result of perceived inequiteble input - output
ratio. That is, these subjects would perceive that they were paid more
money than the task deserved, and would consequently, attempt to
compensate for overpayment by a high level of puzzie solving activity
during the free period.

He presented ninety-six subjects with the same puzzles used in 197l.
tach subject solved puizles in one of the following conditions:
1) not rewarded;
2) rewarded with money; ' ¢
3) rewarded with money ,after the free-choice period;
4) or verbally rewarded in combination with one of the first thres.
In all money-rewarded conditions, wenub,jet::t:a were awars of the forthcoming
reward.

The results supported Deci's predictions. The unpaid subjects spent
a signifif:antly greater proportion of their free time on puzzle salving
than either of the paid groups; and eubﬁecta paid prior to the
free-choice period spent more time with the puzzles !‘;_han subjects paid
after the free-choice period. o

Deci has offered no thecrstical explsnation for the jmplication that
expected rewards are more powsrful inhibitors of iatrinsic motivation
than received rewards. H?wevor, Clader and Staw (19758) criticise Deci's
axperiment for not providing a clesr notion of whether the drop during

§
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free-choice is dus to a drop in intrinsic motivation or fatigue.
Moreover, Feingold and Mshoney (1975) find the experimental sessions arse
brief and mgre is no mention of reinforcement effect.

Deci (1972a) has reported an additional study within the same
general paradigm as his previous research on contigent rewards, but
including seversal additonal variables.

Subjects were confronted with puzzlesaand placed in one of six
conditions:

1) threatened with punishment for poor performance;

2) given positive verbal feedback about their performence;
3) given negative verbal feedback about their performance;
4) rewarded with money contigent on participation;

'5) rewarded with money contigent on performance; and

6) given no reinforcement of any kind.

The results suggested that rewards contigent on performance,
threats, punishment, and negative verbal feedback decressed intrinsic
motivation, whersas, positive verbal feedback increased intrinsic
motivation. b‘owaver, rewards contigent upon participation (i.s.,
contingent rewards) had no effect on subssquent behavior.

Boggiano and Ruble (1979), howsver, reported that children who were
offered cendy simply for playing with a hidden - F;guru game (tesk -
contigent reward conditions) showed less subsequent interest in the task
than children who were not offers] a rewrd. In contrast, children in
the perforsance - cont':\{qant reward condition who expected that cendy was
contigent on finding a particular ruNbsE oF figuros showed the seme level
of subsequent intersst as did the children in the na revard control

2
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condition. Thus, while intrinsic motivation wes undermined by task -
contigent rewards, it m“mnffectud by perforsance ~ contigent rewards.

Deci's (Deci, 1975; 1980; Deci & Ryan, 1980) snelysis suggests that
in the Boggiano and Ruble study, making the reward contigsnt on the task
enhanced the controlling sapect of the reward and undermined intrinsic
motivation as @ result. In contrast, describing rewards ss performence -
contigent should have enhanced their informational aspect of the reward.
Since all children met the asbsolute standard, the reward should have
functioned as positive competence feedback and enhanced intrinsic
motivation. Contrary to Deci's theory, perforsence contigent rswards did
not ephance intrinsic motivation in this atudy.

One explanation which Deci and Ryan (19680) proposed was thet the
controlling aspects are more salient for tangible rewwmrds é-:eh ss cendy)
than for symbolic rewards (such as the Qood Player Awerd). Controlling
aspects are lesst salient for verbal reinforcement and other verbal
rewards. This interpretstion implies thet tangible rewards are better
able to convey the value of positive (compstence) fesdback then sre other
forms of rewsrds. In fect, to dste the only reward smpirically
demonstrated to have an enhancing effect on intrinsic motivation is
praise (Anderson, Mancogisn, & Resnizck, 19763 Deci, 1971; Swenn &
Pittasn, 1977).

Anderson, Mancogisn, and Reznick (1976) onpport-d Deci's findings.
In this -xporlunt children were nkod to pu-rorl ,n intrlnduny
motivated sctivity (i.e., fres styls drlvdng)x
) whn. expecting money or sn award;

b) while receiving positive varbal reinforcement; or '

[
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c) while simply in the presence of sn expsrimenter (control group).

Subssquent intrinsic motivation, msessured by the amount of time -

perforaing the target sctivity, was expected to decrsase after receiving
aoney or an awerd, incresse after receiving positive verbal
reinforcement, and resain unchanged in the control conditson.

Monsy and swerds, sxpectsd to be perceived as sufficient to justify
perforsance, reduced intrinsic motivation during s free-play period.
Positive verbal feedbeck predicted to be insufficient to justify
performance, resulted in incressed intrinsic motivation. Unexpectedly, a
large decline in intrim{c motivation occured in a control group where
the child wes ignored, or not peid sttention to.

Two other recent expsriments have attespted to detsrmine how the
nature of the reward affects children's intrinsic motivation (Dollinger &
Thelen, 1978; Swann & Pittmen, 1977). Unfortunatsly, like the Anderson
st al. (1976) study, in sach csse the msenipulstion of the nsture of the
reward was compounded with other sepects of rewsrds previously
demonstrated to affect intrineic motivation. Although not explicitly
designed to test Deci's hypotheses, the expsriment reportsd by Swenn snd
Pittsan (1977) included ® condition in which childrsn who drew to eern o
Good Player Award received, in sddition, & gold star when they wers dene,
snd a condition in which children received the expected Good Player Award
and wars praised as well. As compared with thees children who received
only the sxpected WMM.MMvhu an sdditional
gold star wers less likely to draw during the subssquent free-play
period. In contrast, the level of free-play period drswing by children
who have received  the Cood Pleyer Awerd and were praised excesded both

-
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the level shown by children receiving only the expected Good Player Award
snd by children not offered a roward to draw.

' Howsver, interpretation of these results is problematic. While the
gold star wes merely task contigent, praise was performance contigent.

As Boggiano and Ruble (1979) have demonstrated, task-contigent rewards
(i.e., rewards contigent simply on engaging in the acitivity) undermine
intrineic motivation, while performance contigent rewards do not. Thus
the differsntial effects on intrinsic motivation in this esxperiment could
be explained. in terms of the nature of the reward or in terms of the
difference in perceived contigency. —

Dollinger and Thelen (1978) attempted, however, to hold constent the
positive competence feedbasck conveyed by thres types of rewards (i.s.,
tengible, symbolic, and praise). Children were given four mazes to solve
and told that they would be rewarded for each good one. Thus, rewards in
all thres conditions were performence contigent. In sddition, rewards
wers also worked on a second, nonrewarded task during the experimental
session. Furthermors, thers wers both task-contigent \,M

e

performance-contigent slements in the msnner in which rewards ware

- administsrsd. Since all had a practice session that demonstrated thet

_ they could, in fact, solve the mazes, it is likely that they believed
they would sarn at least one rsward By working on the mazes. In this
senee, rewards were tssk contigent. In sddition, the number of rewards
sarned depended on the quality of the performence and, hence provided
poaitive competence feedback. Thes complexity of the rewards used mekss
comparisons of the rssults obtained with previous research problematic.
In fact, assessment of time spent On mazss during s subssquent free-play
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period indicated that children receiving either verbal ar syabal ic
' rewards did not differ from children MI!;o-nnrd condition in contrast
to results reported by Swenn and Pittmsn (1977) for verbsl and symbolic
rewards. Furthermors,. tengible rewards underwined intrinsic msotivstion,
'in contrast to the Boggisno and Ruble (1579) experiment demonstrating
that perforsence - contigent tangible rewards do not undermine intrinsic
motivation. '

B. M evalustion of reinforcements and their influsnce on schisvement
" motivetion. |
Brophy (1981) snd Welker (1979) contend that the effects of praise
a8 a reinforcement ares not always clear cut becsuse thers is iittlo
‘conesneus seang the suthors' definitions of this ters. Praiss, sccording
to Brophy, doss not only tell sbout the degree of success but expresses
positive sffect such as surprise, delight and excitement. Praise as

!

-~

such, then sppears to have a weaskening rather than strengthening offke{
on achisvement after the ages of sesven md eight (Kohlberg, 19%9). After
this sge children srs no longer as interested in pleasing authority
figurss as they are in plessing pesrs. Hence, praise delivered to the
wrong person, or in the wrong way, or under the wrong circumstances mey
be not only ineffective but counterproductive (Eden, 1975; Dunkin &
Biddls, 1974; ﬂoupwim & Furst, 1973; Brophy & Everston, 1976; & Good &
" Grouws, 1977). X

Kruglanaki, Riter, Amitai, Margolin, Shebtai, and Zsheh (1975) have
irwestigeted snother of the conditions for intsrsction between intrineic
wsotivetion and extrinsic rewards the “contsnt-consequence®™ hypothesis.
The results of their study have -m—udth-t vanaver s tangible
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reinforcer is inherent to s task (i.e., getting money for a coin-tass
gume), its presence should snhance intrinsic motivation. In contrast, if
a tangible minforcler is not normally associsted with a task (i.e.,
getting money for a block building game) its introduction may decrsase,
satisfaction,

In contrast to Deci's (1971, 1972a, 1972b) interpretation of the
interact ion between 1ntr1urnlc and extrinsic fectors, Kruglanski et al.,

. {1975) have demonstrated that extrinsic rewards may enhance intrinsic
.qtivntion if they are perceived to be inherent to the task content.
_Unfortunately, no messure was made of the quality of performance for the ‘
subjects in these studies. Without such, we are unsure of the
implications for those classroom systems of contigent reward whersin
revwards may not be normally regarded as intrinsic to task performance.
Should noninherent,.contigent-extrinsic rewards prove to be both
quantitatively and qualitetively inferior to inherent contigent rewards,
s lljur_ro—ovnlv.-rution of such reward systess would be necessitated.

It would follow that any activity could best be monitored by
creating situations wherein participation in the activity could be
csusally attributed to the content rather than the consequence of the
sctivity. )

In contrast to the previous experiments, Pallek, Costomiris, Sroka,
and Pittmen (1982) sdministered verbal and symbolic rewards in a manner
designed to ensure that they conveysd equal positive compstence
inforastion. The experimenter stressed sither verbally or by giving an
eward that such were given for the quality displayed by the perticuler
picturs the child had drawn. It was found that children sttending
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schools that did not use sybmolic rewards to mark off achievement wars
less liksly to draw during the fres-play period when given an expectad
aynbolic reward, but were more likely to draw when given a verbal remrad.
Children attending schools that did not use symbolic rewards to mark
achievomeqt, however, did not react differentially to symbolic and verbal
rewards but instead were more likely to draw when the reward was expected
then when it was unexpected. The nature of prior experience with
rewards and reward contigencies may affect the relative salience-of
informational and controlling properities and thersby snhance or
undermine in‘trinaic motivation.

According to Bates.(1979) these studies demonstrate that certain
reward systems miy/inhiﬁ‘it children's desires to participate in

sducational activities.

III. Criticisms of Early Studies,

A. Achievement motivation, Feadback and the Person.

McDermott (1977), however, believes that whilea the type of fesdback
given to a child, as shared between pupil and teacher, does affect
achisvement, the more important question is, what does that particiﬁlr
feadback mean to the child?

The point McDermott wishes to gat‘nerocn is that the use of less
direct forms of coercing children into sttending to classroom tesks are
not uniformly better or worse than the asuthoritsrian spproach. If thers
is no proper relational foundation between the tescher and the child, the
child is no more likely to fallow s gentls suggestion then & dirsct
order.

Rist (1970) has sl®o worked in the arse of relstionshipe in the
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( } classroon among pupils snd tsachers, in particulsr the teacher's
influence on student's achievement with respsct to thsir social class.

-

The author's particular concern was with the tescher's expectations of

potential acedemic performance as influenced the students' social statue.
. ‘Riot fc*und that tesachera, based on prior expectation, replicats the
social class #yatn within the clesssroom, and even turn the smerging

'churoon OOCi\\ll structure into a caste system. Thus children of

low-statys parents are assigned to "slow™ groups, whereas children coming
from mors affluent families ars placed in groups expected to do well;
these "promising" children raceived mores praise (encf)urngmnt) and
instruction than the other pupils, and of course, achieve more.

Moreover, thers is little or no opportunity for upward mobility among tha
students who are not initially expected by the teacher to succeed.

Rosenthal and Jscobsen (1968) have .o\ught to demonstrate the
existence of e type of sducational self-fulfilling prophecy: if tsschers
expect high performance, they receive it, and vice versa. A major
criticism that can be dirsctesd at much of the research based on this
model is that although the studies may establish that a teacher has
differential expectations and that thess influence performance for
various pupils, they have not sludicated sither the bias upon which wch
differentisl expectations are formed or how they are directly manifested
uithin' the classroom milieu.

Rist's research, unlike that of Rosenthal snd Jacobmon, is very

" persuasive. It does not, howsver, provide data that link objective
performance on tests to differsntial expectations snd to differential
. trestment, but it does suggest ways in which differential expectations
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ars formed snd how they become translated into different trsatments of
different students.
Pedersen, Faucher and Eaton (1978) also looked at teecher

sxpactations. Their study showed that teacher expectations, especially

in the first year of school, can influence “thelr performance during the
later school years and asdult life. Pedersen et al. suggest that teachers
who expect little from their students have students who performed poorly
in school and who also lag behind as adults, whereas teachers who have
high expsctations fox" their students got better results. Apparently,
teacher-expectations influence the evolving academic self-concepts of the
children, which in turn influence levelg of effort, academic achisvement,
and even adult socio-economic status. However, the teacher's influence
is not the sole factor in explaining school achievement. The authors
recognize that family enviromment, peér interactions and other variables
play a key role.

One of the criticisms advanced by Brophy (1983) of most sxisting

approaches to classroom motivation is that they have concentrated on the

"expectancy" term of' achievement motivation while relatively ignoring the
"value” term, and in particular, ignoring the fact that students can
learn to value learning for its own sake. This notion has also ap;;nrod
in the work of Meshr (1976) on what he calls "coﬁtinuing motivation" and
in the work of Condry and Chambers (1978); Kruglanski (1978); and Lepper
and Gilovich (1982). The latter writers have shown that .quality of task
engagement is higher and concern about quality of the output or product
is greater when people choose to sngage in tasks for their own ressons

then for sxogeneous ressons (to earn reward or svoid punishment).
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8. Instrusentation and Methodology snd Clsssrcom Rssssrch.
Another criticism of early studies in achisvement motivstion has

been directed towards the messursment procedurs ss used by McClelland ot
sl. Although the use of achisvement imagery ss an index of schisvement
motivation may prove workable for certsin purposes, ssrious problems
exist hers, Some of these relate to such technicalities as relisbility
and utility of the thematic messures (Entwisle, 1972; & Klinger, 1966,
1967).

More baaic as far as analyzing culture and achievement is concerned
is the self-evident cultural bias that sxists in these wmeasures (Maehr,
1978). The TAT stimuli thet are characteristically employed in eliciting
imagery are manifestly ethnocentric in nature. They were developed in
sll Amsricsn settings, and they show it. They probably are not
appropriste for subcultural groups in the United States, as research with
Blascks (Mingione, 1965, 1968) and women (Alper, 1974; French & Lesser,
1964; Lesser, Kravitz & Packsrd, 1963) would suggest.

The point is that in the study of culture and achievement
motivation, one dars not focus on the person to the exclusion of the
context (Meshr, 1978). Indeed, it may be argued that by focusing .u
heavily on the role oﬂf personality in achievement, McClelland et al. may
have done just that. Therswith, they have created sn sthnocentric
spprosch to motivstion, an spproach that simply comparss other cul tures
to a Western prototyps (Meshr, 1974a, 1974c) without doing justice to the
potential for excellence that exists within other culturss.

A Educators have yet another reason for not focusing exclusively on

the role of personslity in achievement. Such s focus may suggest thet

[,
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() - there is little or nothing that can be done by the tescher to fostsr an
interest in schisvement. )
Msehr (1978) identifies three bshavioral patterns of beheviors which
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comprise most of the instances in shich motivstion infesrences ars made:
1) persistence; 2) dirsctional chenge; and 3) performance variation.
Thess, or some combination of them must occur in a task for which there
is a standard of excellence; in other unrda; the activity must be such
that it can be evaluated in terms of success or failure. The outcome on
the task is potentially attributsble to the individual's performance.
That is, achievement is something to which the person makes &
contribution. Something is done by the individual; it is not done to the
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. individul. Furthermore, some level of challenge and therswithin, a
| certain related senes of uncertainity of outcome aust be involved.

The behavioral patterns identified - the indicators of motivation
sre certainly not bshavioral patterns that are limited to one or another
cultural group. Csrtainly, tasks sxist in all cultures for which there
are standards of excellence, levels of challenge, and the possiblity of
sel f-attribution of some .sort. Whatever difference there may be, then
betwsen cul tures in the exhibition of achievement motivation, this
difference relates to the tasks on which it would be demonstreted. It
aight be said, then, that this new definition sssumes a universsl will to
schieve; the mnu.on is mersly in vhich of the ways, conditioris and
context this will be sctualized.

] It should be stressed that this definition not only suggests a
grestsr openness in viswing the motivation of members of different
(' c:lhl‘tlml it Mdunln:hnw, substantive sidft
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in interpreting and promoting schievement behavior. The charscteristic
focus on the person and personality variables in achievement motivation
ressarch gives way to a focus on”situution, context, and immediately
impinging events. If all people demonstrate achie\fa-ent motivation at
some plece or Lime, the question becomes: Why do some demonatrate it
here and others thers? What is it about here and there that makes.a
difference? (Maehr, 1978). /

IV. New Aims in Achisvement Motivation

Pravious work on achievement motivation hwas not rulsd out the role

of situational factors; but by stressing the role of personality, rather

then focusing on behavioral patterns in @ context, the situstionsl impact

on achievement motivation hss been played down or even ignored.

The seminal work of Mashr has vastly influenced the peraspective of
the pressnt ressarch. The present study sxamines achisvement from an
intsractionist view point. This contruct is conceived as a combinetion
of personality and ,eituatinml verisbles. The exogensous fector believed
to affect achievement motivation is teacher - pupil intersction petterna.
Such intersction patterns taks many forme, of which verbsl feedback is
importent. It is predicted that positive verbal intersctions would be
sssocisted with incresses in the schisvewent motivation of young
children; negative verbal intermctions would be associsted with decreases
in the schisvessnt motivetion of young children; and simply ignoring
m would aleo corrslsts with decreases in achisvesent motivstion.

Welkex's (1979) and Brophy's (1981) work on tescher praise, a form
of positive verbal intersction, indicates that, st lesst up to the ages
of seven or sight (Kolberg, 1969), praise functions as a wesk reinforcer
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() and has a differential impact on the two sexes. Although sex diffsrences

are not a concern of the present study; it will be interesting to see

what impact it has on our general subject population.

Moreover, in contrast to the usual classroom interaction study, the

pressnt study looks at the classroom as a dynamic milieu which' reflects

AR 9y e S

itself, in part, in the interactions which teke place betwsen teacher and

T

pupil. The phenomenal work of Brophy and Good (1970) and Brophy (1979,
1981, 1982, 1983) have also described this outlobk. The underlying
implication, of Brophy's (1983) work in particular, is that we do not

need to remove subjecte from their natural habitat in order to study
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achievgment motivation. For too long a time the study of achievement has
beeﬁ e:(amined via artificially presented tasks or in a laboratory |
situation where the people t;aing studied could choose from a provided
menu of activities. The clasaroom, f\ouaver, is 8 work aot:tipg in which

students must cope with activities that are compulsory and subject to

avalpation, not a play setting offering free choice sccording to personal
prefersnces. During academic nctivitiea, students are not playing ring {
toss games nor trying to solve interssting puzzles. Th'ay are, contends
Brophy, reaponding: to intellectual challenges in a publ:lc sstting, under
conditions in which their perf‘ormqﬁ?:ao will lnd not only to ‘subjactivg
z judgments of success or failure blﬂ: to external evaluation and a.ubnquent .
. lf!*‘l:Ird or punishment. } . ’ o’ ‘ ‘ .
A Morsover, the duration of these laboratory tasks are usuelly vm'
short: lasting only @ few hours. The present st;ady, however, extends over ‘
s period of a few months of daily observations.

In 1ine with Maehr's (1978) work, acﬁiw-q-nt motivation in the e
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present study was examined by loéking at actual behaviors rather than
employing the tfaditional projective - based or attitude - based
approaches. People might say one thing but do another when actually
confronted with the situation. Thus, on the grounds that a behavioral
measure would give a more accurate estimate of a person’'s achievement
orientation a behavioral checklist was devised.

Finally, the other potentially interssting factor about this study
was that its methodology includes elements of an ethnographic approach.
There is little tampering with the environment under study. The research
took advantage of naturally occuring phenomena. Moreover, the author was
1n the classroom cobserving and could therefore get a better picture of
this construct called achievement motivation. Although, the obssrver was
interested with a particular area,(paffzbipat1ng in the natural
environment allowed one to take a broanJ view of the whole psrson. The
underlying philosophy, then becomes to conceive and perceive achievement
motivation not only as part of the person but also in relation to
situational or interpersonal aspects of that individuel's bshavior. Too
often in the past, achievement motivetion, being removed from ite natural
context, has come to be perceived and studied in a very compartmentalized
manner.

It is with these goals in mind that the author was able to study

achievement motivation.
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CHAPTER 3 *
EXPERIMENTAL INVESIGATION
Phagse 1: The Pre-test

Method

Subjects. The initial phase (pre-test) of this study was carried out on
three kindergarten classes. The school is situated in the Northeastern
part of a large Canadian city, Montreal, serving a generally Caucasian,
Catholic, working class population. The sthnic composition of the
classroom is about eighty-five psrcent Italian-Csnadien, ten pa,rcon:
English-Canadien, and five percent French-Canadian which is
representative of the general school population.

The fifty - ssven kindergarten children were under the supervision
of two teachers. One of our tesachers, Miss B was mrldrig part-time at
this school and taught at another school ss well. Miss B is still
considered to be quite new to the field of teaching. The other teacher,
Mrs. A. taught two kindergarten classes at this school.

Design. A field study was undertaken at this particular school becsuse
it was accessible and the tsachers and principel wers receptive to our
study. The most apparent weakness of this and eny school or classroos
study is that the subject population is not randomly chosen, and
therefore not an unbissed sample of any gensral populstion. However, the
phenomenon under study is not likely tohouﬂmlylffoet!d_byu-
ethnic affilistion of the subjects. Although l:hn-/ are i;ml studies
in the litersture -nputlnq that schieveasnt motivstion is somewhat
lower for Italiane snd Catholics (McClellend, 1961; & Rossn, 19613
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Minturn & Lambert, 1964; & Lambert, Hamers, & frasure-Smith, 1979) than
for somd other groups, there is neither any reason to believe, nor any
indication that the development of achisvement motivation in relation to
teacher feedback would follow different patterns for Italisn or Catholic
children as compared to any others. In addition, the present study is
not concerned with comparisons of achievement motivation €or subjects
belonging to different ethnic groups.

There is considerable support for research designs that esnsble us to
focus on ordinary groups in their usual settings (Rosenshine & Furst,
1973; Maehr, 1974; Leiter, 1980; & Brophy, 1983): This study took
advantage of the context of an existing uttirq. The study was designed
to examine the effects of certesin kinds of teacher-pupil intpraction on
the levels of motivation of their students. It was therefore necessary,
at the beginning, to establish a bsse-line measurs of achieveaent
motivetion for each child, to observe tescher-pupil interacting, and then
to examine pupil behavior to -L if any change in achievement orientation
followed certain patterns of tescher-child interaction. The initial
phase (Pre-test), which took plece st the end of the kindergarten ysar
yislded a measurs of achievement motivstion for sech child. The second,
or post-test phase, which took place after. the summer recess, in the
oarly weeks of grade one, allowsd the suthor to cbesrve any chengss in
pupils' achievement motivation scores, from kindergarten to grade ons, as
a function of grade-one tescher-pupil intersction.

Jest Construction. The sarly stage of this ressarch involved the
selection of a method of msssuring achiovement motivation. Searches in
the literature on achievement. motivation snd on asssurement led to the
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field trial of the most promising test available, a )‘st called Animal
Crackers (Adkins & Ballif, 1975). The sixty-item instrument uses an
objective-projective technique to elicit choices between alternative
behaviors that are thought to reflect differences in achievement
motivation. The stimuli are pictures of pairs of identical snimals
depicted in different stences. An sxemple of such a test item is stated
below:

TJhis monkey thinks puzzles are too hard.

This monkey can put puzzles together.
The child is instructed that in each picture thers are two anisals, that

these animals look alike but that only one of them is theirs, end this
animal likes what the child likes snd doss what the child does. Children
are told to place their fingers on the picturss and to listen to the

statements (s the one described sbove) sbout the animals, snd meske -a
4]

response .

It is said to be possible to sdminister the test to sither
individuals of grows of children st the preschool levsl through grede
one (Adkine & Ballif, 1975). The time required to sdminister the test is
given ss thirty or forty-five minutes, but the suthors rsmind the test
ussrs that sttention and effort should be the prims considerstion when
mwunxmu,mu-ymumxtumm'u_
use with bilingual children whose lack of fecility with English weuld
preclude valid testing. ‘

There sre five compenents which, according to Adikine snd Bmllif,
mmmmﬂmww«mm

These comporents are: .

e "
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(*} 1) school enjoyment,
2) self-confidence,
3) purposivensss,
4) instrumental acitivity, snd

5) self-evaluation.
In order to assess the utility of this instrument for’ the present

SRR, R

study, the author used it on & pilot sample (a subsampls of the
kindergarten and grade one students) and fomd'thn test to be
non-applicsble and impracticel for the following reasons: First, the
| u?nndod to -dni_nj.ltar the test to a group or individual far exceeded
the suggested time limits in the menusl. The idea of projecting the test
pictures on a screen and heving students indicate their responsss seesed
plawsible for a while but wes ultimstely rejectsd for a variety of
reasons, including limitations of time and personnel available.
Second, most of our subject population is bilingual, and for reasons
mentioned sarlier, this might have invalidsted the results.

Third, the messurs doss not control for the tendency of children to
offer socially desirsble responsss. In the courss of sdninistrstion, the
suthor fntmmmldrmmglvimmmmmtﬂ
think were socially acceptsble but which may not heve sctuslly reflected
Mmymm-mm-mmt,wnnémmm. Seversl

- cohildren sctually stated that this was their w-{

Fourth, in examining the items mars cloesely the suthor discovered
that this is not a ssasure of achisvemert motivstion, but a messure of
achisvement sotivetion in combination with other persomslity constructs
such se self-cencepts, learned helplesensss, Maﬂwm&m,

1
f
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field dependence/indepsndence, etc. Thess were not desmed relevant to
the present study. Inspection of sach of the itews suggested that only a
fraction of them were directly related to schisvement motivetion; in
order to ses which, if any wers, thres independent judges wers asked to
indicate those of the sixty items which they sew as bo{ing directly
related to achisvement motivstion. Subsequent comparison showed that the
Judges were in agreement on eight of the sixty items. The items 4
included:

1) persistence with tasi;

2) completing task;

3) sttempting difficult teske;

4) persistence after failure;

5) warldn; wmuy' on a task;
6) working on a task even if thers are no prizes;
7) prefering now tasks to old tesks; and

8) doing one's best.

Some of thees items have dnhunmdbymuﬂoﬂmmmﬁm ‘
the pressnt asuthor in sssessing achievement motivation, but ss indicsted
by the sctual behavior of the pupils rather than by their reseponsss to
tast items.

The fifth resson, and perhaps the most tslling wes thet it, like
sost sttitude and or projective bssed techniques, it was designed to
study achisvement motivation out of context. That is, the individusl is
removed from the context in which schisvement motivetion is uewally
rslevent. Conssquently, schisvesent motivation comes to bs studied in
isclation, devoid of sany contextual referencs.
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In Bddition to eIl these invalideting reasons, it would have been
virtually impossible to resove students from their classroom activities

snd instruction without greatly inconveniencing our subjects and the

teachers, and jsopardizing our relationship with the school.
As the one promising instrument aynil-ble proved to be unsuitsble

snd inepplicable, the dscin:lop was taken to design one specifically for

the present study. - o
;l’hc instrument was named the Behavioral Index of Achisvement

- -~
4

Motivation (BIAM) (Appendix A). It was used to sssess achievement
motivation, ‘and was based, in part, on some work of Rosenberg (1977). In
a study which pttauptad to examine the role of the sarly childhood
teacher in enhancing or weakening motivational fnctors/ in children,
Rossnberg had found that the following behaviors were significantly 1“
related to achievement motivation:
1) completes activity; . o
2) repeats activity; . a &é/
3) tries new response;
4) changes activity before complsting; snd .
5) persists with unsuccessful rssponss.
Df' these the last two mentioned are inversely rullnt.-d to achisvement
ul;ntntim, and all the others directly. Judging from text of his
publication, Rossnberg does not sppear to have examined the velidity of
his deta using any of the usual methods, ard correspondence with him
revesled, unfortunately, that instrument validstion was not his prims
concern at the time.
To incresase the relisbility of scorss six additional itsms were

T
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collected from two sources (Adikins & Ballif, 1975; Rossnberg, 1977). The

items included: .

1) persistence with task;

2) eagernsss to lsarn new materiasl;

3) checking for mistskes;

4) helping others;

5) attempting difficult tasks; and

6) persisting after failure

The items were measured as follows:

1) Persistence - working diligently and reflecting on s task. It iss
rslation batween the time spent on a tesk relative to the time spent
off task. A general form of persistence; ‘

2) Tries new response - faced with an impprop;‘iuta solution, the
subject attempts to solve the problem using s mors sxpedient solution
- strategy;

3) Completes-finishes with the task at hand but doss not necessarily
entail persistence; ‘

4) Repeats same sctivity (Maehr, 1976 termed this "continuing
motivation"), the tendency to return to work on tasks sway from the
context in which they were initially confronted. The resumption of
these activities is presumed not to be instigeted by external
prossures of some sort. Thus the child spends the fres period r-dolng
or repeating some of the day's events.

5) Esgerness to lesrn new msterial - a preferentisl difference is shown
for s novel, but not necessearily difficult tesk;

6) Checks for mistskes - work is exsmined for errors befors subaission;




’
-

7) Helps others - comes to the sssistance of fellow students (in
scedemic difficulty) and sssumes a teacher-role;
8) Attempts difficult tesks - the individual undertakss challenging
tasks. The tasks here are both novel snd difficult; and
9) Persistence after failure - the subject resumes a previously failed
tesk.
fosenberg's list was qualified in other ways. Not only were
children observed in terms of whethsr or not they possessed the
designeted charscteristics, but how they went about sttaining them.
The following options were noted:- '
a) teacher - prodding;
b) esking a friend for assistance;
c) oesking indirect assistance (i.s., "cheating"); or
d) giving up entirely.
For sxsmple, participants might demonstrate persistence but only after
the tsacher has prodded them, or after having "chested", or asked a
friend for help, or psrhaps not paroistc:; at all.
1f a particular behavior was not observed a 'B*' for the word "blank"
was recorded.
Procedurs. All of the observations were made by the author. The first -
phase of the dsta - gsthering involved five weeks of obssrvations.
During that time the teechers involved wars told that the study wes
concerned with pdtterns of intersctions in the clessroom snd their
influence on students' achievement motivation. The nh'nn not explained
in detail to the teachers becsuse the suthor was concerned that this
knowledge might influence the tsechers to intersct with their students in
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psrticulsr ways. The author's main focus at this time, howsver, wes on
students' achievement motivation. ‘ "

Another aim of the first week was to familiarize the observer with
the instruments and observstiona tacl'fnj.qmo to be used in the study.
This required learning the children's nemes. In addition, it wes hoped
thet the ocbssrver's presence would become part of the usual situation, .
thus minimizing the effects of her presence during the actual data -
tollecting phase. The observation process was refined during the first
wook ss it became apparent that some of the items and methods of

abssrvetion wers insppropriste to the current study.

;
—

Uging the Behsvioral Index of Achievement Motivation (BIAM), the
ainnrvor recorded the behavior of the kindergarten children while they
engeged in class assigrments. Approximately ons hour was spent in the
morning class and each of the -ftorr:oon clagsses. An example might best

" 11lustrete the procedure.

Lst us suppose that for a set five minute intervel (each child wes
sllotted the same span of time) the observer decided to watch the
behavior of Tommy at the center tsble. First she would record her
perceptions of hit bshavior by checking off the appropriats colusn on the
Bahavioral Index. When a particular behavior was sslf-motivated, that
is, without any intervention from his cluﬁntn, or the tescher, s check
mbrk (V) was issued. If, on the other hand, the teacher prodded the
child to engage in schisvement-rslated bshavior a "P" wes rescorded,

Thers wers cases whers sven sfter being prodded the child did not
respond. In such instances s minus sign (-) was assigned. Some children
" sought slternstive modes of sssistance with their work by asking a frisnd

e S St oo i i,
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to help them and in such cases an “F" was recorded. When pupils

" sttemptsd to look over st the work of their pesrs without their

permission, "I.A." (indirect sssistsnce) was reported. Thus on any given
dey, the record for one child for s particular activity might ressmble

the following (See also Appendix A).

FIGURE I
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At the end of esch day the verious behavior frequencies were
scoumulated for sach child, snd st the snd of each week, the behaviors

were sumsarized on weekly records. .
By means of a sisple arithmetic procsdurs sach child was sssigned sn
initial schievemsnt motivstion score. The forsula include the total

mmber of prods (p) or tsecher activity subtrected from the total mmbes

of checks (c) or child sctivity divided by the totsl number of deys (d)
observed which yields a total achievement motivation (AM) score. The

ssthanetical expreseion is:

AM. »«w.n

If the mmber of checks sxcesd the mmber of preds, the child
obtains & positive achievement motivation score. If, on the other hend,
the rnumbér of prods exceed the number of checks, the child's score

)
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indicates s nagative schisvement orientstion. Dividing by the total
mrofdanwnwdummmmhfuehummm :

different number of days.

The first two wesks of observation were filled by recording pupile’
achisvement behavior, becoming acquainted with the clugro@n routines, .
snd forming general impressions sbout the physical and social

construction of this setting.

During the third and fourth weeks of obeervstions, it became obvious
that thctuchinq-tylcchmgodmwlyu.mmtbdﬁma
systematic program designed to prepare their pupils for formal
examinations. Rather then pressnting new material ss befors, th;

FeaaBLe AT AT L N AP S
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 teschers began sdministering a series of work shests to provide drill snd |
practice in the aress of numbers, letters and phonics wich had been .
taught. At this time, although the experimenter's method of dats
collection remained unaltersd, the chenges in teacher A's behaviar in
partitular were producing diffor“lncu in results that wers very
noticesble on the records of pupil behavior.

This led to the decision to compare the first, two weeks of
obssrvation with the lattsr two wesks. The purposs for this comparison
wes to obtein en indicator of observer relisbility.

The standard methods of obtaining relisbility (i.s., inter-rater
relisbility) were not smployed hers becauss the methodology snd purpose
of this study did not lend itself to such methods. To obtain inter-reter
relisbility was virtually impossible since thers was only one observer.
Hence, taking sdventage of what was happening in the clsssroom during the
third end fourth weeks, the suthor reasoned that if she was indeed

H -
;
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“( relisble, the chenges being obssrved in the teschers wuld show a masked
effect on pupils' schisvemsnt orientation. If, on the other hand, the
tesachers were not sctuslly changing, but the methods of recording data
were, no noticesble change should appesr in the pupils' records.

: Although somevhat unorthodox, this method of obtsining reliability
permitted the iburvor to assess her own consistency. Of 6Buraa, had
there been no maried chenge in teacher behavior during the latter weekas,
a consistency in the scores would have been predicted. \ o

A brief talk with the tsachers during these two latter weeks
revealed that they wers deliberately, consciously stressing excellencs in

‘ scademic performance to their students more than they had been

]

‘ previously. )
‘ In addition, on one occasion both tsachers were nkod- to assess
student's achievemant motivation using t\m—itln Likert-type scale.
Thess responses wers then uwsed to develop a second standard of comparison
against ‘which to messure the cbesrver's relisbility. ‘
huqloofunnfﬂ?sptumbthtmm'nplhdtonctm

following (Ses Appendix B):
This student trhommtonlvomytnkdmoldmdo‘
not ssem to n‘:rk. .
8 s. slmost slwys
: ‘ b. usually '

c. ooccasionally

d. usually not N

¢. slmost never ‘
f. can't sey




The teachers were instructed to mark off the option which they

—~
<

‘ thought best reflected their students' achievement motivation.
‘ ' Scoring of these statements was done by assigning a m_nericnl valus i .
to each option ranging from 5 (almost always) to 1 (almost never). The
peacher's repliss were then compared to the ob-aarve‘r's obesrvation. The
data concerning this asgreement are presented in the next chapter which
presents the analysis. )
At the end of the five.wseks the field work ceased, and the teachers
and students were thanked for the time and effort they had devoted to the

study. ' ,
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Phass II: The Post-test

Method

Subjects. The second phase of the study was conducted from the ascond
week in September to the second wesk of October of the subsequent school
year. The- &hildren had been placed into either of two grade one classes.
Of the original fifty-seven subjects who participated in the pre-test
phase, seven of them were ettending another school. In all fifty
children remained in our study.

OQur first grade children were under the direction of two teachers.
One of our teachers, Mra. C., had been teaching the first grade level for
several years. Mra. D., on the other hand, had previously been teaching
the fourth grade. This was her first year as a first grade tescher.
Both teechers appsared to be very enthusiastic sbout pearticipating in the
study.

The purpose of this phase of the study was to tsst the hypotheses
concerning chenges in the achisvement motivation scores of particuler
children between kindergarten and grade ons ss a function of tsacher -
pupil interactions - specifically, thet pupils receiving positive
fesdback would tend to increass in their schisvement motivation from
kindergarten to grade one. Pupils rsceiving negetive feedbeck or were
being ignored would tsnd to decrsese in their schisvement motivetion
scores bstween kindergsrten end grede ons.

Test Construction. Tescher-pupil intsrections were msesured by a coding
scheme somewhet aimiler to the ons used by Sroplty and Coed (199, 1970)
which was lsbelled Tescher-Student Intsraction Csding Schame (See

b,
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Appendax C). Of particylar interest to this study was the type of
feedback given by the teacher. There were several types aof feadback
recorded:

a. praise;

b. criticiem;

c. no feedback at all;

d. repeating the answer; and
8. commands. U
In terms of the present study the latter two categories did not seenm
directly relevant but wers noted becauss of their potential value.

The terms "praise” and "criticism" referred to teacher reactions
which went beyond the level of simple affirmation or negation or other
kinds of feedback. Simple affirmstion (i.e., yes, okay, that's right,
fine, good) was not considersd "praise" unless accompanied by some
obvious expression or gesture connoting excitement or warmth. The latter
reactions were considered "praise", as wers the words "sxcellent™, "very
good", and "fantastic™, as well as other, mors obvious forms of verbal
praise.

Similarly, simple negation (i.e., "no™, "thet's not it") was not
congidered "criticism™ unless accompsnied by exprsssions or gestures
communicating snger or disgust. In addition to the latter responees,
verbal statements such ss "thet's s stupid answr”, or “whet's the sstter
with you?" were coded @8 "criticisms®™.

The third category, "no feedbeck®, wes coded if the teecher did not
react in sny way to the child's responss snd sisply soved on to semsthing
else ar did not call upon the child.

O S s, { Bk e
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The fourth category involved simple affirmation and/or repeating the
child's answers. For example, a student is asked "what comes sfter the
number five" to which the child replies "six™. The teacher acknowledges
this reply by either repeating the child's reply or uses a combination of
repetition and simple affirmation.

Commands and direct requests were coded as sither academic (i.e.,
"pay attention", "go finish your work", etc.), procedural (i.s., "take
this to the offica", "fix your desk™, etc.), or disciplinary (i.e., "stay
in line™, "sit atill™, etc.).

In addition to coding the evaluative nature of the teacher's
feedback, the author also kept track of the following:

a. the initiator of the interation (teacher or child);

b. whether or not the child sought response opportunities which was
measured by hand raising behavior;

c. the type of task (i.s., scadeasic or other); and

d. whether or not the student's comments wers relevent to the task at
hend.

Although the suthor's main qut was with teacher-pupil intersctions,

she felt that recording thess other pisces of information might yield

some valusble insights.

Procedure. After s few pilot trials in which this system was modified,

agbssrvations were mede two deys a wesk for a period of one sonth in sach

classroom. Duts were recorded for esch child on dats shests (which were

lstsr sccusulsted end sorted under the ieadings sentionsd abeve) fer sest

periods of cﬁq%c sctivity during the cbescvation period. o dets wre

recorded when the class was out of the remm fer Fremch inetruction,

S st
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recess, lunch and washroom broaks.

Again the dats were recorded by the suthor sested st the rear of the
clesssroom. The obssrver was thus facing the teacher but behind or to the
side of the majority of the students. Each child was recorded for an
oqual number of times. In addition to coding the intersctions, the
cbeerver tock a second meapure of the participants’ achisvement
motivation uaing the same ingtrument and procedurs ss during the previous
ye®ar. j//’?)

Moreover, on two occssions (once after the second week of
observstion and snother towards the end of the obssrvstion period) the
first grade teachers were ssked to fill out a relisbility meesurs-using
the identical form ss the one issusd in the previous ysar. The results
obtained were not of direct interest; howsver findings are reported in
Appendix D.

At the end of the study all participants wers thenked for their time
and cooperstion.

&
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CHAPTER &
RESWLTS

This chapter deals with the statistical snalyses of the data. It is
divided into the following headingse: Relisbility; Validity and Other

Correlations; Direct Tests of Hypotheses.

Reliability. Two things were necessary before the author could test the
hypotheses: (1) to get a base-measure of achievement motivation for
each of the children who were to be observed later on in grade one, and
(2) to get some indication of the relisbility of those measures before
using them in grade one. The question of reliability was dealt with
first, to set the stage for the examination of the hypothesss. This was
done in two ways -- comparing msans of achievement motivation scores
(first two wesks to second two weeks) in kindergartsn and (based on the
kind of teachers' inowledge which arises from a year's experience working
with the children) by comparing the ranks assigned by the kindergarten
tsachers with those ariaing from the suthor's use of the Behevioral Index
of Achievesgnt Motivation (BIM).

In order to get a messurs of relisbility from the grads one teachers
they wers seksd to fnlnuhrbtmw’ltWhtoﬁnmgim )
to the kindergarten teschers. Although ths ranks wre similer to those
resulting from BIAM, they wers not significent sxospt in one cese, nor
could they heve bsen sxpacted to bs, sinve the grade one tsachers did net
hsve a long snough expsrisnce with their new childrsn in the first senth
of the scheal yesr to sstimete as wail es the SIAN could messure. These

results are precentsd in Appendix D, Tedble 2.
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Two sets of calculations were made in arder to gain some impression
of th? relisbility of the BIANM.

The first sst of calculations wss bssed on an spproech which sssumed
that achievement motivstion being relatively stable over ths four weeks
of pre-testing, the results of the use of the inatrum in the first.two
wesks should be comparsble to those for ths last two.

Even though rntﬁtlm seldom results in identical es, the fact
that nllthmclunllhondmchmgoint:hdltlfruthm
two-week psriod of cbservations as compared to that of the first was not
expected. It may nu‘lurprining thst the diffsrences in Tescher A's
classes reached statistical significance at the .05 level (ts-2.40,
pz.029, t=-2,64, p=.016), and perhaps sven more surprising thet this was
taken as support for the relisbility of the instrument BIAM. However,
the changes noted in the BIAM scores for tescher A's clasees coincided
with the fact that, in the third snd fourth weeks this tescher began
getting her students resdy for the upcoming formal exams. This rssulted
in & very noticesble altsrstion in Miss A's teaching style. She kept her
pupils constantly aware that fiml exams wers coming up sa she and the
pupils engaged in ssrious prepsrstion for thes.The resulting strein snd
streas of working towards these exame, which was very sppersnt, sesms to
have had some temporery influsnce on the pupils' BIAN scores. In fact,
given mmmnw'- style, it would have been disturbing
had the BINM net besn ssnaitive to such differences. In teacher B's
caee, although she slese wes preparing to suwe limited sxtent for the
upooning exams, thers was no spparsnt chengs in her intsraction styls in
visw of tiw upconing exams, end hence, thers ws no resson to sxpect
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These findings, as shown in Table 1, are presentsd in pntm
support of the relisbility of the BIAM. '

Teble 1

Relisbility of the BIAM. Dependent t-tests for kindergarten classes: A
comparison of the seans of the first two weeks with the ;cktar two wesks.

Weeks(w) " Mssns  Standerd T-Valus Probsbility
Duvil}om
Tescher A's {(AM) class . ' 0.5 (91
wlm2i(n=l?)
-z.m ﬂ.ﬂﬁ“
Tescher A's (AM) clase 1.%2 0.71
wiamd
Teacher A's (PM) class 21 l.48
wleml;(n=2l) .
. ‘on“ B-w
Toacher A'o (PM) clms 1.93 0.52
\v}wb .
Toacher_ B's (PM) cless 1.0 .73
wlew2;(n=l9) ‘
019 0.3
Teacher B's (M) clsss 1.58 0.51
wiewd ‘ .
P08 )

A numbsr of stitisticsl tests can be spplisd to tin sxamiretion of
the qeetion of relishility. In the cess of thess dsts, the interset wme
in changes, which can be sxamined from ot least two perapectives: one is
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the change in mesn scores of grows of individuels, which hes been deelt
with sbove; another is chenges in the rarks of individual subjects. The
Kendall corrslation provides a sensitive test (Kendall's tsu) for
sxmining chenges in renks end is perticularly useful in dats - sete
containing ssveral paired ranks (Nis, Hull, Jenkins, Steinbrenner, &
Bent, 1970, 1975; Glass & Stenley, 1970). The ressarch design included
the completion of » p,mll-md—-papur instrusent on the part of m:-~
teacher to obtain her estissts of schisvement sotivation far ssch of her
pupils, thus providing a bssais for comparing the kindergarten teecher's
score for ssch child to that of the resesarcher's. Howsver, the teachers'
scores, arising ss they did from s different typs of instrument (i.®.,
Likert - typs scale) than the ressarcher's (BIAM), could not be compared
directly to the results of the ressarcher, but students could be renked
in sach cass, and.the rania could be compared: hence, the u-guf
Xendall's tau. All this was, of courss, based on the belisf that the
tsacher would be sble to rank the children on schievement motivation on
the basis Of a yesr's sxperience in teaching thes. -

The coefficients redult from calculstions which compere the
kindergarten tsechers obssrvstions with those resulting from the
abservar®s uas of the BIAN, The results are in Table 2.
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Table. 2
Kendall Rank Correlations for Observer's and Kindorg‘thn Teachsr's

" Relisbility

Comparisons Kendall's Tau Significence

Kindergsrten teacher A's morning class 0.465 0.007+
with chsever's observetion; (N=17)

Kindergsrten tsacher A's afternoon . 0.2 . D.048*
cless with obssrver's observations; — . . .
(N=21) , .
Kindergarten tescher B's afternoon 0.821 0.001+*
1:(:&)%&1 obnrvor'l observations;

9

.’(.05 A

I

The significent tsus presented in Table 2 suggest that sn cbserver
who doss not know the children in a given classroom cen, by the yse of
the BIMM, rank them in sssentially the same order as a teacher who hes
worked with them all year. This fact incresses our hopes in the
reliability of the BIAM, st lesast as spplisd by f:ho present researcher.
Similar comparisons were, made with the grade one tughou end results sre
presented in Tabel 2 of Appendix D. '

The resson for perforaing these tests of relisbility, as mentioned -
previocusly, was to see if thers was enough credibility in the dats
resulting from the resssrcher's uese of the BIAM to justify using tham to
sxamine the hypotheses concarning schisvement motivation. The author wes

encouraged by these results.
~Sources of unrelisbility might have in the BIMM itself, er in the

.obesrver's sbility to use the originated instrument. B8efore it oen be

adopted for widespreed uss, such work remaine to be dons on the test.
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The production and validetion of s new tool were not, however, the mejor
gesl of this study, snd rigorous weasurss of relisbility sre clearly
bsyond the acope of this dissertstion. All the sams, the degree of
relisbility that has been demonatrated gives the BIAM smple credibility
to allow us to procesd with the hypotheses with some confidence. “ It is
also hoped that further development of the BIAM can be mdartokon‘in the
future.

Yalidity end Other Corrol.t.tom

In sddition to lxn:lning the relisbility of the dltl, indirsct
sttempts to demonstrate the validity were made. One of them was to look
st the way in which the "independent” varisbles (i.e., teacher-pupil
intersctions) cluetered in factor snalysis.

There ars meny spproaches to fsctor smalysis. An Oblique Factor
Analysis (Nie, st al., 1970, 1975; & Horst, 1965) was chosen in this cess
sincs after rumning other types of factor analyses there seemed to be
firm evidence to sssume ;.Mt these varisbles would cluster into
orthogonasl factors. Table 3 lists the three f-ctou_thot snergad from
the snalysis. The first factor me pupil conformity, seems to .
suggest that when intsractions are tssecher - initisted, students sre sleo
sors likely to bs sngaged in academic subjects, to demonstrate tesk
sppropriste behavior; snd receive positive intsractions frem their
temchere; ‘

4
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Table 3

_Teacher-Pypil Interasctions.

£«

wd’
-
Factor 1 s Filotor 2 Factor 3

E ) Pupil Conformity Pupil Passivity Teacher Neglect

Varisbles Weightings Varisbles Weightings Variables Weightinge
I Disciplinery ~0.996 Child Raises -0.847  Ignoring 1.01
J Command Hand
i Teacher- 0.960 Child Waite 0.792 Praiss -0.595

Initisted . To Be Called

Interactions )

Tesk Irrelevant -0.835 Criticiem 0.434  Child Raises -0,323

Behavior Hand -

Academic Subject - 0.832 Simple -0.430

Affirmation

Child-Initieted -0.753 Negation 0.413

Interactions :

Task Reslsvant 0.628 Acsdemic 0.332

Behavior . Command

Simple 0.440

Affirmation With

Parroting

Factor 1 with Factor 2 corrslates at -0.288
Factor 1 with Factor 3 correlstes st -0.236
Factor 2 with Factor 3 corrsistes st -0.070
mmuywnxmbmum-mlmm"lymmu
receive disciplinary commands, to engage in tssk insppeepriste behevior,
and to initiets intersctions thasmelves. This cluster of variables “mele
sonae” intuitively and supports the face validity of thees items in BLAN.
The sspond factor, labslled pupil paseivity, slse includes items
thet ssen to Belong together. Childeen who weited to be oalled wpen weee

of opurse lsas likmly ts raise their hanile in rempenes ts the teuoher's

Oblique Factor Analysis underlying the "Independent Variables" denoted as .
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( / imitations then others, and they were also less likely to receive simple
affirmation but mors fregquently criticised, told what to do, and in
rmi;-:t of negsative !@wk. This sesms to describe s relstively
passive attitude on the part of the children towards learning and school

work.

Finally, the third factor, which the author called teacher neglect,
suggests that children who were®ignored were less liksly to be praised,

Lo e B o

a8 well ss less liksly to raiss their hends. Obviously if students were

being ignorsd little elese could possibly be heppening.
In sum, we note from thess factors that varisbles thet intuitively

R T

seom to go together clustered into fectors. This lends encouragement to
our use of BIAM by suggesting that it has considersble face validity.

% Mong "Indepsndent Varisbles™ or Teecher-Student
erac

Fector snelysis is one approsch to the exsmination of the fece
‘validity of varisbles; snother is simply to inspect correlastions among
!ﬂﬁ- to see :lf’ they intsrrslated as sxpacted. To pursus this sn

intercorrelstion matrix of Peatson Correlstion Coefficients ws .
calculated (Nie et al., 1970, 1975). One incidental bemsfit arising frem
use of this procsdure is enhenced feailisrity with, and thus s clearer
picture of, the deta. To simplify the presentstion in view of large
mmber of varisbles, they are pressnted in tw "slices” se follows: 1)
the intsroorrelstions swong positive tsscher-pupil interactions; end 2)
ﬂ’.. intsroorrelations smong negative tescher-pupil interections.

Tables & and 5> pressnts the imtarcorrelstion mstrix of all thow
vicisbles which resch statistical significence st the .05 level er
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better.

The correlations presented in both tsbles show, once mars, obvious
sets of relationships among the variables. Again, the fect that so many
varisbles which sees intuitively to belong together are significently
related to one another incresses our confidence in the face validity of
the items in the BIAM.

ne group of varisbles which unexpectedly did not reach statistical
significence was praise, simple -?ru--uon n;ith parroting, and parroting
when intercorrelsated against sech other. Furthermorse, simple affirmation
never reached statistical significance with sny of the varisbles. ) A
further discussion of these puzzling findings is presentsd in the next

chapter.

P i )
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Table 4

. Intercorrelations Among Positive Teacher-Pupil Interactions

coswsessefoevereneserenee L Y T Y YRy - e - D Lt Ly L Y L L L T PP

3 W (‘, f

" Yariables Praise Simple Affirmation Parroting Information Teacher- Child Task Academic
i & With Parroting Initiated Raised Rele- Work
*(pe) 3 . Hand vant

o ol S T e T P D OGP D D P A D G TP U S D D D D T TR U e TP S U R R e 4 T U e T R A G S G G D T W R D AR R T R SR TR W U WD N S AR W A e R e W T S TR S AR TS G A S T O = TS

Praise

Simple Affirmation ns

With Parroting )
Parroting ns ns
Information 25 ns ns
.04 v
Teacher Initiated 35 44 ns 31
o om -m] -0] )
. Child Raised Hand 24 33 24 ns 29 -
. ’ - .08 .009 .05 .02
-Task Relevant 44 25 ns f26 59 ns
! - . .001 03 & .04 0005

ﬁ Academic Work S 36 - 36 ns 74 38 59

‘ ," .003 .005 .03 . 0005 .003 0005
*r (Pearson Correlation Coefficients)
*p (probability) .05
ns.~-not signfficant ‘ -
N-50 o -
The above ngtations also apply to Table 5 : b

*
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Table 5
Intercorrelations Among Negative Teacher-Pupil Interactions
Information Negation Criticism Academic Disciplinary Procedural Child Child Task Non-Academic
L! Commands Commands Commands Waited Inftiated Irrel- Work
: To Be Interaction evant
...................................................................................... Called el
Information
Negation
Criticism 41 "
.002
Academic Commands 37
| .004
o Disciplinary 83
Cosmends .0005
Procedural 27 L
Coimands .03
Child Waited 27
To Be Called .03
Child Initiated 25 68
Interaction .04 .0005
Task Irrelevant 34 « 64
! .008 .0005
Non-Academic Work 84 60
......... .-.---------------------------—-——----—--——.———-—--:m§-------------—-----—------------;mé---—-----------------.
<

C e
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This large set of plausible intercorrelsations is teksn to lend
further support of the face validity of the BIAM since these results sre
what might have been expected on the bsais of daily experience and

previous ressarch findings. *

A comparison of the varisbles between kindergarten and grade one.

Achievement motivation has besn thought of as a stable trait - one
not given to rapid swings from high to low. Howsever, the hypotheses were
designed to test the ides that with young school-sge children,
teacher-student interactions might be sssociated with changes in
achievement motivation. It is therefore appropriste to examine
relationships betwsen kindergarten and grade one acores to determine the
degree of stability and the degrse of change associated with certain
kinds of tsacher-pupil interaction. The analysis of the dets with
relation to these concerns is pressnted in tables which snswer the
following three questions: What is the degree of staiaility in
achievement motivation between kindergartan and grade one? Are
teacher-student interaction patterns correlated with achievement
motivetion in kindergarten? And are there teacher-pupil relationships
asgociated with achievement motivation in grsde one? Table 6 presents
information bearing on the first question and Table 7 presents

information bearing on the latter two questions.

B %
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Table 6

Pearson Correlation Coefficient between Kindergarten and Grade One
Achisvemsent Motivstion. ~

Correlation Between Achisvement Motivstion
1n Kindergarten and Grade One

r=58
P=.0005*

Decimals have been removed for r-value
*PL.05
Nz50

Table 6 shows considersble stability of achievement motivation
scores of children in kindergarten snd grade ons. This was determined by
comparing kindergarten snd grade one achievesent motivstion. Children
with high schievement motivstion in kindergartsn tend to have high

schisvement motivetion in grade one (r=z.582, p=.0005, df=48). !

-
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Table 7

Teacher-Pupil Intersctions Significsntly related to Achisvement
Motivetion of Kindergarten snd Grade One.

Tesacher—Pupil Grade Level

Interactions
Kindergartsn Grade One

Correlation Probability Correlation Probebility

Task Irrelevance -54 . 0005 -68 - 0005
Disciplinary Command -51 0005 -68 0005
Non-Acsdemic Work ~42 .001 66 . 0005
Ignoring =36 005 ——— ————
Child Initisted — — -58 . 0005
Child Waited -36 .005 30 .0l18 ,
Academic Command -24 .050 ——— —
Simple Affirsation —— — 29 .022
Task Relevance 32 .011 6_3 - 0005
Simple Affirmation —— —— 31 .015
with Parroting

Child Raised Hand 34 .007 A8 . 0005
Acadsmic ¥Work 4l .002 65 . D005
Praise ———— —— 34 - 0005
Teacher Initiasted &7 .000% 61 . 0005

:ngnn Corrslstion Coefficients, decimal omitted
<.
N=50

The correlstions presented in Tebls 7 indicste thet children who hed

a high schievement sotivetion in kindergarten and grade one were less
likely to be on tssk firrslevent mstters, receive disciplinery commends,




be on rnon-scademic tssks, weit for the tescher to call upon them or tale
s passive sttitude towards learning. However, these children wers more
lilely to engage in task-relevent mstters, raise their hands or tsie an
sctive attitude towards lesrning, engage in academic work snd participste
in tsecher initiated intersctions.

Howsver , although the pattern of varisbles associated with
schievement motivation in kindergarten and grade one were similar, there
were differences. In kindergarten, children with high achisvement
sotivation were less liksly to be ignored and to receive scsdemic
commands, but this was not so in grade one. Similarly, children in grade
ons were less likely to have initiatsd the conversation but more 1likely
to receive simple affirmation, simple affirmstion with perroting, and
praise. These characteristics were exclusive to grade one children.
These differences between kindergarten and grade one mey have arissn from
differences in the interaction styles of the teschers at these two grads
levels. Speculation as to the reasons behind theee differences is
presented in the upcoming section.

The results reported in this section supported the findings of
earlier studies (Minturn & Lambert, 1964; Lambert, Hemers, &
Frasure-Smith, 1979) that children who show high lchiav-mt motivstion
sre liksly to exhibit other positive classroom behaviors.

In susmary to this point, the findings generally support the notion
that BIAM is a relisble and valid inetrument for messuring achievement
motivetion in young children. Its sain adventages are tiwt it is based
dirsctly on behevior snd doss not require the participants to reepond in
any way. It is thesefors is not ssnsitive to linguistic problame or to

oY




test aisty or other similer factors that plague many of the existing
instruments in this field. |

Ons of the geals of expsrisentsl resserch is to sove sy from
serely demonetrsting sssocistiong, but rether towsrds an understending of
cousse and effect - for example, how certain kinds of belevior can lesd to
certain charscteristics. In ;uroly sxperisentsl ressarch, when groups
that receive certain trestments devalop a:tux charscteristics not
developed by the control groups, we can begin speculating on ceuse and
offect.

Experimentstion with young children, howsver, is often not
sppropriste, or sven permiseible; howver, through the use of s
quasi-experimental design one can establish bese-msssured of a

1

‘charscteristic (i.e.; achisvement motivetion) in kindergerten, cbsscve

tsacher-pupil intersctions over time in grade one, and then examine any
chenges in the chraetuhf.lcn that might follow from spplying certain
"unu-‘m' (i.0.; praiss and negsation) or "non-treatments” (1-...;’
ignoring). mrmmmmt&.ummummn
more quasi-sxperimental snables one, if not to prove cause-and-effect, at
least to speculsate on it.

Jest of Main Hypothesss:

The main hypothesss in this ressesch ware that: 1) pesitive
teacher-student intersctisns are sssccisted with an incresse in
schisvement motivetion; and 2) thet negetive tescher-pupil intecactisns
ond igrering ere ssescisted with s decresss in ashisvement setivetien.
Increanss or decresass in eshisvenant astivetisn ars ssssured by
cunparing the echiovament sstivetion far all pupils ta Shede




schievement motivetion in grade one ss messured by the BIAN in both

csees. gﬁggrfﬁsggél

praise, negstion, or ignoring. .—Gpooiﬁiul-f{g on

thess hypothesse . ™
Table 8

Pesrson-Correlation Coefficients betwsen the change in schisvement
sotivetion scores from Grade One end Kindergestsn and Teecher-Pupil
Interactions.

Varisble (Tsacher-Pupil r~Value Significence
Intsraction)

Praise Intsraction 43 ] -001*

Negstive Intsrection =26 A O35

Ignoring Intersction -53 . 0D0S*

Pearson Correlation Coefficients, decimals removed.

*P<.05

N=50

The valuss in Teble 8 indicate differsnces in schisvement motivation :

from kindergsrten to grade one as associsted with grade one tsscher-pupil

interactions. The results support the hypothesss. Children who received

praise from their teschers were liksly subsequently to develop higher
achisvement motivetion during the first monthe of grade one then they hed
in kindergerten (rs.432, p=.001, df=48). Children who received negetive
fesdback wers likely subssquently to develop lower schisvement motivation
then before (rs-.258, pe.U3S, dfsé8). Finally, children who wers
frequently ignored by their grade ene teachers tended to develop lower
!s!llalﬁ«-csaﬂte!mrai.lsggc!
previously (rd8e-.%8, pe.(0U5, dfst8). Teken together the results of
Tables 6, 7, snd 8 indisste thet, deapits the consideveble stability in
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schisvement motivetion from kindergarten to grade one (Table 6),
tescher-pupil intsractions (Teble 7 and 8) do have a statistically
significant correlation with chenges in young childrens' achievement

sotivetion scores.

RN |

In Chepter 5, thess results ars furthsr slaborated upon snd
suggestions for futurs studiee are offered.

- i - *
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DISCUSSION
! The sim in this chapter is to give & mere detailed discusaion of the
remults presented in the previous ssction, to muggest what seme of the
implicstions of thess results might be, to comment on the strengths end
wealswes of this ressarch, and to offer some suggestions for future

reesarch,
fFurther Discussion of Results.

As noted in the previous section, the three main hypothesss were
supported. FPoaitive fesdback from the teacher is significently
correlated with incressss in the schisvemant motivetion, and negetive
feedback and ignoring are significantly correlstsd with decreesss in the
achisvesent motivation of the young pupils in our sample.

Among the positive intsractions recorded, any_kpnum-im
obvious expression or gestures comnoting wareth or excitement (i.s.,
uemm,rm)mm-uchﬂm;mu-m
forms of positive intersctions do not have se much impact on children
sged five to six yesrs. It wes beyond the scope of this study to exemine
positivs fesdbeck itsms in verious combinatisms, but since mest of the
poaitive interections wers directly relsted and, most negetive fesdbeck
end igraring inversely relsted to chenges in sshisvement mokivetisn, it
ulmumtmmmndmumMun
statistically significent. Also, we lept thess ostegorise of
interactions sspersts fur our convenisnos in euamining them, but fee .
children in the classcoums they ate net ssperske itews, but sethee they
sre parts of intsesstion pettertis. m.pﬁ-mmﬁu

Megation wnd igrering wre hoth, es predicted, signifiosntly

8
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sssocisted with decreasss in sohisvemsnt motivetisn. Surprisingly,
) &c!a.:,ﬁﬁall-i-l»i«%. it did not resch
¢ stetistical significence st the .05 level; one remson for this wse elmost
certainly the fact thet tsechers used criticies so rerely. Hed tw
©_ obesevetions besn pursusd fur a longer pariod of tise enough indices of
this end other forwe of fesdback might have been cbesrved for
ststistically signficantly relstionships to become spparent. It might
also be weful in sbesqent irvestigstions to cbasrve tsechers who have
contrasting styles of intersction with their students. Such studise,
 comparing teaching styles rether then intsrections, might permit us to
obtain a mare thorough understsnding of the impect of criticiss on
students' echisvement motivetion.

Another intsresting finding is that children who have high
schisvement motivation scores in iindergertsn are also likely to heve
high scores in grade ons. Eﬂ.ﬂ.ﬂ!gnicgioggon.
it ssems, at lesst in the short run. This provides support for the
contention of some resesrchers (McClelland et al., 1953, 1961) that
achisvement é<&3§§8&»033~.n3&§.
However, the fact thet changes in schisvement motivstion scores between
kindergarten and grade one are aignificently relsted to tescher-pupil
intsrections in this study supports Rossnberg's (1977) 83—:-»91. he
found that deepite the fact that, by the age of four, 83!!!»
motivation hes developed quits far, tescher behavior hae powerful
_sagsgifﬁarg it.

?ggiigisg but dus to prectical
limitations, the time spen wes short, the data being collected betwsen
cllqsﬁtigsgp:clllil. Lengitudinal

m studiss of greater durstion aight shed mare light on the stebility of \*

O g Yo
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schisvemsnt motivetion.

Iin gereral, sll the intsrcorrelstions smeng the tsecher-pupil
intsractions and changes in achisvemsnt motivetion sssle ssnes; even thoes
which wre not statistically significent st the .05 level wre
neverthsless correlated in the dirsction predictad. That poaitive
intercorrelstions were not wsually significent wes typical of simple
sffirmetion, simple affirmstion with parroting snd perroting .
Conceivably the use of ons of thess intsrections might exclude the
spplication of the other positive feedback since there is limited time
for interacting with esch child. If a tsacher praisss a child most of
the time, the time for other forms of positive feedback will be limited.

Some investigetors (Brophy, 1901) sre beginning to discover that the
type of intsractions undertsien by teschers may be influsnced by the age
ond meturity of the children. Praiss sppsars to be more gensrally
dirscted towards younger children then it is to older children. There
ssems to be evidence from these investigstions that younger children
respond better to praiss then to other forme of pomitive fesdback. This
phenomenon may be behind the fact obssrved in the prssent study, nemely
that although all forms of positive fesdback ars gensrally sesocisted
with incressses in achisvement motivation, only praiss resctes e
statistically significent level.

Morsover, it wes noted in the esrlisr essctisn that grede eare
children wers statistically mers lilely to receive pesitive fesdbeck then
when they were in kindergertsn. This might be talen to imply thet se
childran gst older and have more school exparience there is some of &
chance for them to becone acqainted with a bresdes range of rewsrds and

.perhaps to be influsnved by them. fedeserch in this srea is serited.
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Isplicetions. This study points to tw main findings: 1) Teacher
behevior cen enhance or depeees the schisvement motivation of young

children; snd 2) slthough the develogment of achisvesent sotivetion hes
progreesed quits far by sge six, it is nevertheless still influsnced by

_ sxpsrisntial factors. Until recently, some of the most influsntial and

frequently cited resserch in educetion (Colemsn, 1966; Jensen, 1969; and
Jencks, 1972) suggested that schooling meles very little difference to
pupils, but thet, rsther, family and other beciground factors end genwtic
inheritance are what sccount for success in our society. This hes led
meny to minimize the importance of school experience, including tsacher
bshavior. However, soms snalysts of the work dons by the shove-msntionsd
ressarchers, have shown that thess findings have very lilsly resulted
from feulty ressarch methods (Luscie & MeGinn, 1975), and that the uee of
etinographic techniques in netural ssttings will produce findings of
greater ecological validity (Milson, 1977). Thet this hes besn the case
is attssted to by ressarch such ss that done by Rutter et al., (1979).
Thoroughly documentsd pressntstions of teacher-effectivenses studiss heve
been published by Good, Biddle, and Brophy (1975)5 Brophy (1979); end
Brophy (1982), smang others.

The pressnt resserch is snother sxmple of work which supports the
contsntion thet tsachers cen influsnce certain charsctsristics of their
pupils. If it is trus thet pupils with high schisvement metivetisn work
harder mnd get better results in their schealing then do pupils ef
siniler shility but with isw schisvemsent mstivetion, then the mere w
lnow shout the reletionship of tsscher-pupil interectisn petierms to
pupil sohievement metivetion, the better. If w really want ssheals te
help childien to schieve the highest pesaibls-standards of lemrming, thun

1
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tiwes findings have important implicstions for educationel practice.
Clearly tsecher bshaviors account for some degree of varience in
pupil learning. Equally clearly, it is obvicus that such mors reesarch
needs to be done, not so much to incresse our confidence in this fact,
which is now sccepted by most competent reesarchers in education, but to
learn more sbout what specific kinds of teacher bshavior have whst
specific effects on children.
Strengths and Wesiawsees of this Study.

The dsta collected in this study resulted from s ressarch deaign
that took advantage of pecple and ssttings thet were st the time
svailable. This was a practical necessity, as is often the case in
school reesarch, since sdministrators snd teschers are more likely to
coopsrate with resssrch that focuses on whole classes engeged in their
normal activitiss then with studies which disrupt normal school
sctivities. Our ressarch is not based on a random ssmple. Furthermare,
this researcher could not have expscted tsachers to sdopt for the period
of cbssrvation types of feedback to pupils thet went sgainat their common
practice, as in the cese of the clessical study by Lewin, Lippit & White
(1939). In opting for the study of ordinary children in their usual
clessroom activitisse, this reesarch design lost some of the precision and
control possible in classical expsrimentation. Hewever, the decision to
conduct a nlturll{_atic study conferred s number of significent sdventsges ‘
over purely sxperisental resserch.

To the present tise, schisveasnt motivation hae usually been
exmined in artificially induoed ssttings where subjects have been ‘
ongaged in contrived beheviors designed for a particulsr experisental
M Mm-uu-dtmhqmm..,
'Ifmkuudmg-nn wmw&u positive
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fesdback, would t;h?co be significant changes in the achievement
motivation of their pupils?™ In the present study, however, the subjects
remained in their usual enviromments, and were confronted with the usual
achool sctivities and experiences that occur year round in the real life
of the classroom, whether or not resedrch was unc?er way. Findings from
such research in naturalistic sesttings seem more‘ likely to be applicable
to ' the practical, day-to-day work of ordinary teachers in ordinary
schools, and hence may be very well more useful than the results of
contrived experimental research. )

v

However, naturalistic research has shortcomings, too; one of the

inconveniences of observation in natural settings is its increased

'wpceptlbil:lty to sources of variance beyond the control of the

researcher. This in turn can increase the error variance and contaminate
the phenomenon under examination.

Mother limitation of the present study is that the reliability of
the observations reported is {ess than perfectly demonstrated. Due to
the practical limitations of thesis research at the mastgr's level, a
single psrson collectsd the data bearing on the hypotheses.

Nevertheless, there was considerable cc'oneangua in the g‘chievament
motivation measures srising from teschers ratings of pupils using their
Likert-type scale and the author's use of BIAM; this suggests that BIAM
has & degres of relisbility. However, the fact that the messures of
achisvement motivation by the teachers and by the researcher ceme from
two different sourcss may poss some praoblems. The observer n; examining
achisvement mctivation on s daily basis in the context of the usual
dynaaics of daily life in the clsssroom. The tu:;h-ra, howsver, may have

t
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nade their judgements in restrospect rather than msking day to day
observetions. It is conceivsble that they were offering a general
impression based on their recollections of the peast contaminetsd by their
knowledge of their pupils’' academic achievement. There is, thersfore,
reason to suspect that, despits their agreement, teachers and the
observer may actually have been evaluating different but releted
phenomena .

There is another noticeasble difference in the patterns of response

to the two instruments. The obssrver was ungble to use some of the

‘behaviors listed on the BIAM, as they rarely occurred, but the tsachers,

by contrast, replisd to sach and every one of the corresponding
statements listed on the Lilkert-type scale. Perhaps the teachers felt
unduly pressured to respond to each item, sven if some of the statsments
may not have been applicable. However, to have ssked the tsschers to
provide the author with the same measure as the one she ws using would
have been absurd, because that would have made it impossible to observe
the teacher's interactions with the ptpilg; and besjdes, this would have
created an artificial classro;n activity that would have invalidated the
naturalistic spproach opted for in this research design.

Besides the problems associated with not using a rsndom sample, and
the question of reliability just discussed, there were soms shortcomings
in the inat;‘mmt and in its interpretation that should be mentioned.
The first of thess is the rathsr crude approasch that was used to quantify
the results obtained from the BIAM. Achisvement motivation was
opertionslly defined ss being equal to the nusber of checks minus the
mmber of prods divided by the rumber of days s perticular child ws
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observed (i.e., AM.=C-P). This formula does not take into sccount
D

the number of minutes @ child spends engaging in the behaviors listed on
the BIAM (i.e., persistence). Thus, although one child might be involved
in a particular behavior for longer then another, they might both receive
an identical score. This fact reduces, to some as yet undetermined
degree, the ssnaitivity of BIM.

mother factor that weakens the powsr of the emlysis wed in this
study is that it also fails to take into my\nt combinetions of all of
the particular behaviors petterns engaged isi by emch individuel
participent. The snalysis presentsd hers did not indicate whether a
pearticular pupil has exhibited all nine behaviors or only one of the
nine. In general, the approach employed in this study is not useful for
describing end snalyzing differences.

As for the instrument itself, BIAM has certain limitations. Being
very time consuming, it lends itself to the intsnsive study of rasther
small samples. And, as is undoubtedly trus for any new instrument, not
all parts of it were found equally useful. Some of the behaviors in this
instrument were barely in eviderte with this age growp. For instance, it
appeared that pupils in these kindergarten and grade one classes had
little opportunity to "help others' simply because the teachers took on )
this role. Another behavior which wes rarsly observed was "“repsating
acitivity until fully mastered”. This ability may well be more
characteristic of older children. The item "checking work before ‘
submitting” and "persistence after failure™ wers also uncommon among this
sge group. The ites "eagerness to learn new material” wes difficult to
perceive in terms of behavior. lence, this instrument say heve contsined

v s iR
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behaviors which could not have developed until lster or beheviors which
wars not really descriptors of the conetruct under study.

Desmpits these grd perhape other drawbecks, there sre ssveral
sdvantages thet sppsared to justify the uss of the BIM.

First, the BIAM svoids the problemss of sex, raecs, and linguistic
biasss which were typical of earlier instruments used in this field.
Because the sputhor gbserves the bshaviors, the subjects need not work
directly with the instrusent, as was the caee with Animel Crackers
(1975), with the Self-Concept and Motivetitin Inventory (Milchus, Farrach,
& Reitz, 1967, 1968), or Ksnugo and Bhatnagar's schisvement scale (1978)
for example; also, the BIAMM avoids the obvious cultural biss inhersnt in
the well inown TAT (1938).

Second, this instrument sllows the ressarcher to study schisvement
motivation in s natural context - in this case, the clsssroon. There was
no need to remove the subjects from their usual environment. Hence, the
disadvantages associated with test anxiety wers savoided, as ws :
uncertainty concerning the ecological validity of findings resulting from
the uese of sxperimental methods. ]

It is mainly for these ressons that the decision was made to develop
a new instrument, after serious attempts to find existing measuring
devices that could be used in the settings availsble hed failed. It

seems that, in spite of its acknowledged shortcomings, the BIAM was more
useful than any sstablished test aveilable at the time this ressarch was
done,

Finally other kinds of statistical sanalysss might have provided more

powsiful snalyses of the deta. Rather then using change acores based on
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compearisons of results from pre and post tests, it might have besn better
to use regressed chenge scorss which allow for the extraction of error

variance. Howver, the present hypotheses were not stated as s probles
susceptible to regression snalyses. Hencs, to have conducted such
snalysss would possibly heve led to findings not dirsctly related to the -
hypothesss .

In sumsary, the sbove limitstions in instrusentation, reeserch
design, and snalyses indicats thet the ressults, as is ususl for this kind
of ressarch, sust be interprsted with csution.

Suggestion for Future Reseerch.
One suggestion for later studiss is to conduct s peth analysis,
rather than a simple intercorrelation mstrix of the tescher-pupil

interactions. This may allow a future investigstor to get a better

estimate of the predictibility of achievement motivstion from these
intersctions.

Secondly, if the BIAM is to be conskﬁ%red a8 g potentially valuable
instrument , proper relisbility and validity anslyses is required.
Thirdly, modifications of the formula A.M.:C_-g are alsc needed to

increass the ssnsitivity of the BIAM,

[

#
Fourthly, a more thorough conesiderstion and exemination of the

behaviors included on the BIAM is vit:al. A longitudinal study of some
years duration, as well as shorter studies of children of different sges
may be sppropriste to help decide which behaviors develop as a function
of age, maturity and experisnce. Such investigstions might also help to
resolve the uncertsintiss erising from opposing vﬁn concerning the

n
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( degres of stablity or changesbility of schisvement motivation, snd st
vhat ages.
Ideslly, ﬂm.llmi_.hdir‘nl study ocbssrving s grow of children
throughout their school ysers whould give us a better understanding of
the degres of impact tescher behaviors have ss & function of pupils’
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( Summery srd Conclusione
This study was en investigstion of usual intsrsction psttesns of
teachdts snd pupil in ordinery clessrooms, snd their influsnce on pupils’
achisvement motivetion. The purposs was to examine whether lewvels of
schisvement motivation chenge in the pressnce of certain experisnces.
The correlstions betwesn schisvement motivetion end teecher-pupil
intéractions were snalyzed. Achievewsnt motivation wes messursd by an

instrument designed for this study, called the Beheviorsl Index of
* Achisvement Motivetion (BIAM). Tescher-pupil intersctions wre recorded
using a tescher-student intersction coding schewe elso designed for this
study, similar to Brophy and Good's (1969, 1970) Dyadic Intersction
Analysis. A post-hoc intercorrelstion mstrix of teecher pupil
intsractions aimed st investigating the velidity of the BIAN was also
oxamined, as well ss an exsmination of teecher-pupil intsrections with
kindergarten and grede one children. Relisbility data for the BIAN were
i " aleo compiled snd snalyzed. Generally, the results indicated s fairly
r good correlation between the achievement motivation sstimates made by
4 kindergarten teachers and those made by tr;c cbssrver's use of the BIAM.
‘ The general hypotheass uﬂor;.yim this ressarch received support.
We found that despite the relative persistence in schievement motivation
scores from kindergarten to grade ons, tescher-pupil interaction patterns
(i.e., praise, nob;tim and ignoring) scemed to influsnce schievemsnt
orientation of milnr Howsver, care should be taken in geners&lizing
| from thess results becauss of the amall size of the mnl, the select
nature of the populstion, the ‘complexity end novelty of the BIAM, snd the
sourcss of errer verisnce Sherectaristic of stuiiss of this type.
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( However, even though the BIAM is a new instrument, it doss appser to

be a promising msssurement devics. Clearly, it nesds refinement, but it
nevertheless helps to provide a mesningful , bshavicristic spproech to the
stuly of schisvessnt sotivetion, sn ares which for too long hes been
studisd without reference to natural ssttings in which the levels of
achisvement motivation are important slements of success or failurs.
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' BEHAVIORAL INDEX OF ACHIEVEMENT MOTIVATION (BIAM)

Date - Subjects Name:
Grade Level: Tesk Nems:
Class:
£ -
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sl2g |8 |32 |28, | 8 8,3 2
L2H1aE |25 |oFTT | 0w pe R w 2
P82 |B|2% |8E8 |82 | 1 E2: | 752
v | W @ £ o o %) - ~ 3!—‘!3 rﬂ:
[~ | el - [ Lt uﬂ)g .2"- ﬂ - [T ]
8: wd [} o < O o e
[~
LA 1V ] B B F P 1.A. V4
_ B \/ B ‘/ P ] { B
ple V]| B P P 8. F P
« B / B B B B p A [
vViial/]le | 8 | F p 1A, |y

Check Mark (V) - indicates that the behavior was initiated by the child.
Prodding (P) - indicates that the bshavior was initisted by the teecher.

Indirect Assistsnce (IA) - the child attempts to get help without seking
the permission of peers (i.e., ‘chuti.ng).

Friend (F) -'the child ssks friend for assistsnce.
Gives UP (-) - the child relinguishes the sctivity.
Blank (8) - behavior was rpt observed.

‘adncriptionofth-ubdavmugummmmtmo.
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» Explanation of Behaviors on the BIAM

s
‘ - :
Persistence at task: working diligently and reflectively on a task.-

It is a relation between the time spent on task relative to the time
spent off task. A general form of persistence;

Tries new response: faced with an inappropriate solution, the
subject attempts to solve the problem using a more expedient solution -
stretegy;

Completes activity until fully mastered: resumption of an activity
occesioned by the child's interest and not because of external pra;auro
of some sort; '

Repeats same activity (Meehr, 1976 termed this "continuing
motivation"), the tendency to return to wo?k on tasks away from the
context in ufnich they were iniiially confronted. The rssumption of theass
acti\;itie's 1; presumed not to be 'inatigated by external pressure of soms
sort. Thus the child spends the free period redoing or repeating some of
the déy‘s svents.

Eager to learn new material: a preference is shown for a novel, but
not necessarily difficult task;

Checks for mistakes before submitting: (work is examined for errors
before submisaion;

Helps others: comes to the assistance of fellow students in
academic trouble and assumes s teacher-role; ) .

Attempts difficult tasks: the individual undertakes challenging
tasks. The tasks here are both novel and difficult; and

Parsistence after failure: the subjects resumes a previously failed

task.
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Likert-Type Scale

90

Used As A Measure Of Relisbility By Teachers.

+ Instructions to Jeachers:

v

The following is a scale-type measure used to assess students'

motivation to achieve. The respondent is asked to circle ths most

appropriate answer for sach statement on each student,

1. This student

8.
fe

2, This student

starts a new activity before completing the old

almost always
usually
occasionally
usually not
almost never
can't say

persists working on the problem in the same way sven,

though the results are not very successful,

a.
’ . b.
C.
d.

N

almost always
usually
occasionally
usually not
almost never

can't say

et = e v — -
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6.

5.0

P

This student
rea?onses do
\\ a,
b.
. Cs
d.
8.
f.

This student

This student

s,
f.
This student
a.
b.

C.

91

tries new responses to solve any taak when old
not seem to work. )

almost always

usually v
occasionally

usually not

almost never

can't gay .
completes the task at hand.

almost alwéya

ususlly

occaesionally

usually not

almost never

cen't say
repeats the same activity until fully mastered.
almost always

usually

occasionally

usually not

almost never

can't say

is esager to learn new material

almost always

usually ;

occasionally
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7. This student

in.

8. This student
a.
b.

C.

d.

9.

e.

f.

- i b bttt e

52

usually not

almost never

can't say ’

will check carefully for mistakes befors handing wark o
almost always )

usually

occaaiong\lly

usually not

almost never

can't say

takes the initiative to help other.
almost alw‘ays 7 ‘
usually .

occasionally

usually not

almost never

can't say

mekes attempts to do things even when they seem

almoe_t alwvays
usually
occasionally
ususlly not
almost never '

can't say

i n o et A ARCI IR ISP A
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10. This student persiats with-the task at hand even after hav ing

. failed it initially. =~ ' ;
i a. almost élwdys '
. ‘ b. ‘Gaually
- ' C. occﬁaeionally'
"d. usually not . ﬂ
s. almost never .
f. can't say
— ~ -
\

e s g Y, e




—— 3 A

%

N

s 4

APPENDIX C

-




g

T

— " - ) - .- b G Ey e S g e A iR halad /V,r %
95
() Teacher-Student Interaction Coding Scheme
Subject's Name: Date:
Achisvement Motivation Pre~Score:
Achievement Motivation Post-Score: ' !
P:ieise

Simple Affirmation

g

Simple Affirmation
With Parroting

Parroting

In forma‘tion

Negation -

Crif. icism

Ignoring

Procedural Commands

Academic Commands

Disciplinary
Commands

Who Initisted
Intaraction:
Teacher/Child

Child's Response .
Waited/Reised Hand

Task Relevant

Task Irrelevant

Academic Work

Non-Academic Work

Additional Comments/
Obssrvations
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Table 2 (Continued)
. 3

Kendall's Rank Correlation for Observer and Grade One Teachers'
Reliability and Grade One Teacher's Self-Reliability

Comparisons Kendall's Tau Significence

Grade One Teacher C's class with .52 001+
observer's observation on first

administration of Likert-type
scale; (N=25)

b R ORI ST s s o e g N PR I

Grade One Teacher C's class with 12 .212
abgerver's observation on second

administration of Likert-type

scale; (N=25) ¢

PR

Grade One Teacher C's class self .16 .144
relisbility; (N=25)

Grade One Teacher D's class with .11 «233
observer's observations on first .

administration of Likert-type

scale; (N=25)

Grade One Teacher D's class with .24 .052
obsarver's observations on sscond
administration of Likert-type scale;

(N=25)

Grade One Teacher D's class self- .43 .002* i

reliability; (N=25) !
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