DOCULENT RESUNME

ED 194 066 IR 008 921

AOTHOR Dodge, Bernard J.

TITLE Learner Interest and Instructional Design: &
Conceptual Model.

PUB DATE Apr 30

NOTE 24p. : Paper presented at the Annual Conventicn of the

Association for Bducational Communications and
Technology {(Denver, €O, april 21-24, 19B80}. For
conplete proceedings of the Research and Thecry
Division, see IR Q0B 914.

EDES PRICE MFO1/PCO1 Plus Postage.
DESCRLFTORS *Instructional Designs Instructional Development:
*Models: *Motivations *Motivation Techniques

ABSTRACT

3 review of the literature on interest and emotion
rrovides an organizing framework for a conceptval model of learner
interest in terms of its emotional components. The dimensions of
pleasure and arousal are seen as clcsely related to thcse of
evaluation and activity in a number of studies. 2 third dimension
related to potency is also apparent in the studies cited. The model
of learner interest which is rroposed is based c¢n research which
cshows a 3-factor structure of emoticn, and on an analysis ¢f the
cencept ¢f learner interest. The four factors in the model (rleasure,
arousal, conmpetence feelings, and self-determination feelings) are
related to the evaluation, activity, and potency dimensions of
csepantic differential research. The model may be useful as a
conceptual tocl to enable one to make finer distinctions than is
possible with a single dimensicn ranging from becredom to high
interest. As a guide toward the soluticn of instructional problems,
+he model wovld enable more precise diagnosis of mpotivational
deficiencies in instruction. FPurther, it could be used with
educational games and simulations, and in the design of responsive
educatioral media. (MER)

R o o ko ok ok ok Rk Rk ok ok Rk ok kR ok ok ok ok Rk ok kR kR Rk Rk ko kR kR kR kkk Rk Rk ok

* Reproductions supplied by EDRS are the best that can be pade *

¥ from the original document. *
AR ARRRRK KRR KR AR AR KRR AR R KRR IA KRR KKK KRR KA AR KRR KR KR SRR KK KKK K
LS




O
O
o

{ <

o

—

(=]

)

L

LEARNER INTEREST AND INSTRUCTIONAL bESIGN:

A CCNCEPTUAL MODEL

U$ DEPARTMENT OF NEALTN.
EOUCATION S WELFARE
HATIONAL INSTITUTE OF

EDUCATION

Tels DOCUMENT HAS BEEN REPRO.
DUCED EXALTLY A5 RECEIVED FROM
THE PERSON OR ORGANIZATION ORIGEN.
ATING IT POINTS OF VIEW OR QFINIONS
STATED DO yOT NECESSARILY REPRE.
SEMT QOF FICIAL MATIONAL INSTITUTE OF
EDUCATION POS1TEON QR POLICY

Bernard J. Dodge

Syracuse University

‘i

"PERMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED BY

Michael Simonsoen

TO THE EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)”

167




INTRODUCTION ;

In 1968, George lLeonard wrote a provocative book titled
Educationland Ecstasy. A chapter in the hook described a visit to
( a typical school in the year 2001, and needless to say, it  was

very different from tcday's schools. While some may write the
chapter off as an amalgam of all the hopes, fads and follies of
(" the 1late Sixties, there are ideas in those pages that still seem

exciting today.

One image from the book was that of a child seated .at a
console engaging in dialog with a computer. Their conversation
( was a combination of a spelling lesson and a poetry workshop, and

the computer responded instantly to the child with movind graphics

and sound. At times, the video display spilled over into the
¢ displays' of the other children in the room, producing
unpredictable connectipns tetween different lessons. It was a \
Eort of individualized Sesame Strest seqgment, a blend of structure
(' and surprise. The children were learning and they were totally

involved.‘

In most schools today, moments of high learner interest are

Pt

not as comsmon as they should be. Thogse of us sorking to improve
(- education might consider Lecnard's vision of the future as an
ideal to be aimed for: instruction which is effective, involving,
and 2njoyable., Can we provide such instruction now? I would

(- suggest that we know mnuch more about the cognitive elements of

instruction than about involvement and enjoyment. Educational

.
-“h

ragsearch hased on cognitive psychology has provided principles for
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structuring and sequencing instruction for optimal learning but

interest and motivation have e¢ither been assumed or neglected.

Sometime between now and 2001, we will need to 1learn a lot
more about what makes things interesting. Ore way toc begin is by
studying the experience cf bei ng interested. What does
instruction that 1is interesting and appealing feel like to the
learner? The purpose of this paper is to review the literature on
interest and emotion briefiy, and to descrike a conceptual model

of learner interest in terms of its emotional components.

THE STUDY OF EMOTION

Por much of this century, psychologists tended to avoid the
eupirical study of emotion. There were three reasons for tiis
avoidance: 1)Bshavioral scientists tended to view emotion 2as a
unitary, global concept, which made operationalization difficult.
2) S-R drive-reduction principles dominated psychology. 3} There
was no adeguate theory dealing with separate and distinct
enotions, each definable as a construct that could be studied by
specified and repeatable operations. As a result, the realm of

emotion remained a relatively unexplored territory (Izard, %371).

when enmotion was discussed within theories cf potivation anad
behavior, it was often regarded as unidimensional. Aedonic

theories of motivaticn tended %o view emotion along a single
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continuum of Pleasantness~-unpleasantness {(¢+Ge, MNcClelland,
Atkinson, Clark, and Lowell, 1953) . Activatio: theorists
redefined emotion as arousal, varying along a sleep-tension
dimension. One even advccated abandoning the ters “emotion®

altodether (Duffy, 1962).

One aspect of eﬁoticn that lent itself to scientific study
was the area of facial exfiressions. .Typical experiments involved
the rating of photographks cf an_'actor displaying a range of
emotions. Pairs of phoéographs were rated for their degree of
similarity, and statistical analysis revealed the underlying
dimensions of variation. In Ali sfudies, tvo digensicns appeéféd:
Pleasant-Unpleasant, and Sleep~Tension (Schlosberg, 1954 2
Gladstones, 1962). A third dimension sometimes appeared in such
studies, hut it was usually weak and difficult t¢ interpret.

Abelson and Sermat (1962) concluded_that a 2-dimensional model

adequatelY accounted for différences in facial expression.

In contrast to studies of facial expression, research on
verbal Treports of emotion has often shown a three-dimensional
structure. JIzard (1972), for example, gave subjects the names of
the eight fundamentai enctions in his typology and asked them to
recall a situation in their 1lives in which each emotion was
strongly experienced. The eight emoticns were: £fear, shyness,
interest, distress, anger, .guilt, joy, and surgrise. For each
situvation, The subjects alsc filled out a rating scale which asked
them how active, delilrerate, tense, impulsive, controlled,

self-assured, extraverted, and pleasant they felt.

————
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ﬁnalysis of the ratings showed that the Pleasantness,
Tension, and Self-assurarce dimensions were the best combination
to distinguish the eight emotional situwations. .Joy, for instance,
was characterized - as being high in Pleasure and Self-assurance,
and low in Tension, Izard concluded that the three dimensicns of

Pleasure, Tension, and Self—-assurance Trepresent the underlying

structure of subjective experience of which ewotion is one aspect.

In another attempt to uncover the dimensions of emotion, Bush
(1973) had subjects rate pairs of emotional adjectives (e.g.,
sleepy, outrqged, delighted) on a 10-point similarity scale. The
ratings were analyzed by multidimensional scaling analysis. fThree
dinensions emerged: the first two were
Pleasantness-Unpleasantness and Level of Activation. These are
similar, if not identical to, the &EBvaluatien and Activity
dirmensions found in semantic differential research, (Osqood, Suci,
& Tannenbaun, 1957)-ana are also the factors fourd in. studies of

facial expression.

Bush labelled the third factor fcund in his study
"Aggression”, though he noted that the scale was not easily
interpreted. At one end were adjectives 1like *outraged™ and
“delighted™, while at the other were ¥"sympathetic®, '"needed" and
"desper.te", He concluded that this dimension was closely related
to %“he Potency scale of the semantic differential and, more

specifically, seemed to refer to interpersonal pctency.
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Additional support for a three-factor model of emotion comes
from work by Mehrabian and Russell in the field of environmental
psychology (1974). Based cn prévious research, they postulated
that the emotional response to an environment can ke described
along the dimensions of Pleasure, Arousal, and Dcminance, in
parallel to Bvaluation, Activity, and Potency (Osgood, Suci, &
Tannenbaunm, 1957). They constructed an 18-item measure based on
these <factors and used it both as a measure of personality and as
a state measure of enmoticnal response. The measure was found to
"relate as they predictedh;ith measures of anxiety (high RArousal,
low Pleasure and Dominance), sensitivity to rejection (low
Domindnée), and several cther measures. The state emotional
‘response scale was used to measure reactions to a gagumber of
environmental situations, and the three dimensions of emotion were

significant predictors of various approach and aveidance behaviors

(dehrabian & Russell, 1974).

A later study (Russell & Mehrabian, 1977) used the sanme scale
to rate adjectives which depicted a full spectrum of emotions. A
total of 151 terms were used, and each subject rated 10 to 20 of
thenm. Again, the Pleasure, Arousal, and Dominance scales showed
high reliability (.97, .89, and .87) and all three scales were

necessary to distinguish amcng the emotional adjectives.

To sunmarize, two dimensions --Pleasure and Arousal-- have
been shown to underlie a wide range of emotional outcomes. These
tvo dimensions are se2n as closely related to the dimensions of

Bvaluation and Activity which consistently appear in studies using
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the semantic differential technigue. Several studies also provide
(
evidence for a third dimension c¢f emotion, one which is related to
{ potency. These studies are summarized in Table 1.
(
(l'
c' STUDY STIMULI EIMENSIONS
Schlosberg, 1954 Facial expressions Pleasantness-Unpleasantness
Sleep-Tensicn
C Attention-Rejection
_ Gladstones, 1962 Facial expressions Pleasantness~in pleasantness
( Sleep-Tensicn
Expressionless-Mokile
( Ahelson & Pacial expressions Pleasantness~Unpleasantness
Sernat, 1962 Sleep-Tensicn
{ Izard, 1972 Recalled emotional Pleasantness
situations Tension
¢ s Self-assurance
Rush, 1973 Emotional adjectives Pleasantness-Unpleasantness
) Level cf Activation
{ Agression
%ehrabian & Descriptions of Pleasure
¢ Russell, 1974 envircnments Arousal
) Cominance
{- Russell & Emoticnal adjectives  Pleasure
Mehrabian, 1977 Arousal
Pominance
(
¢ TABLE 1: RESEARCH ON DINENSICNS OF ENOTICN
(
(
(-
(
8 173




EMOTION AND INTEREST

The emotional response that accomparies a state of interest
( has rarely been studied. In fact, with the exceptién of work by
Csikszentmihalyi (1975), there has bheen almost no attempt to
examine in depth yhat interest and invelvement feel like to an
C individual. This gap in the literature has been well articulated

in a review by deCharms and Muir (1978):

C .
C
o Intrinsic motivation presents a fascinating case of
" . the state of the art. Theories and data abcund. Are we
_ making major advances in understanding motivation? Let
¢ us suggest that they are minor. W%e continually coverlook
{ our major source of knowledge -3 personal,
' non-objective source which is at the heart of evéry
¢ ninitheory but not acknecwledged. Our methodologies fall .
'S short Dbecause they lead us into more anrd more detailed
specification of external conditions for producing
¢ behavioral effects and ignore the critical variable,
( namelv, the way the person experiences (not perceives)
) the conditions that we so elaborately contrive. { pe
¢ 107) ‘
C
( " This is not to say that emotion has been totally ignored by
those doing research on learner interest. Several theoreticians
have called upon emotions as explanatory variables in thelr
(
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writings. Berlyne (1960), for exanmple, said that curiosity conmes

‘as a result of a desire to gpaintain an optimal level of arousal.

Things that are puzzling or incongruous cause a rise ahove the
optimq} level,. and ¢the individual studies and processes the

stimulus to reduce uncertainty and bring arousal back to

coafortable levels.

Theories of intrinsic motivation have alsc been based on
*

affective concepts. White (1959) urbte of an innate need to feel

effective, while Deci (1975) called it a need to feel competent

and self-determining. Both of these needs were used to explain

’uﬂy we do things that have no extrinsic rewards attached, why we

are interested in some activities for their own sake.

Another line of research on interests bas involved the
development and use of interest inventories: scales to measure
preferences among sets of school subjects or vocations. The
interest inventory can be viewed as a technological extension of
hedonistic theories c¢f notivation. That is, they assume
implicitly that we are pleasure-seeking creatures who arrange our

activities to paximize pleacsure (Travers, 1978). "~

The major work to date which studied the actual experience of
interest and involvenent was described in a book by
Csikszentmihalyi (1975). Csikszentmihalyi surveyed and

interviewed chess players, rock climbers, surgeons and. others to

- examine what pade their activities salf-rewarding. He discovered

several gualities that seemed to characterize the occurance of

intrinsic motivation, a state of mind that he called *flow®,

10
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Among these were a merging of action and awareness, the centering

of attention, and the loss of self-consciousness, In emotional

( terns, the <£flov experience combined enjoyment, a feeling of
‘mastery and control, and a level of arcusal midway between troredon

and anxiety.

Within this sanmple of inguiry in ¢the area <¢f interest,

{ several different emotional variables have been cited as causes or
correlates of interest. (Qne might infer from this +that interest

iz not a simple, pure emotion like happiness, for example, but a

{ complex combination of feelings, If this is so, then perhaps the
““existing " minithecries of Tcuriosify and intrinsic motivation are
., accurate but incomplete, like the fabled blind men's description
{ of the elephant, The- tendency to regard interest as
one;dimensional has held back progress ¢toward understanding it,

and prevented the building of a cumulative body‘cf reseatch.

{ A MODEL OF LEARNER INTEREST

If interest is multidimensonal, what are its dirensions? A
logical anhalysis of ¢the concebt vould suggest that the three
( factors underlying other emotions also make sense as dimensions of

interest. The Pleasure~pDispleasure dimension, for instance, is
clearly relevant. Tc be interested is a pleasant feeling, and to

(. be bored is not.




The Arousal dimension seems applicable to interest as well.
Any definition of interest would have to include nctions of a
heightened awareness and attention, both of which are associated
with noderate to high levels of arousal. Drowsiqess and lack of
interesst, on the other hand, are states of low arousal. As
already noted, arousal also figures prorinently in previous
research. The best articulated theory of curiosity, that of
Berlyne {1960, 1963}, is huilt around the corcert of arousal. 1In
addition, the "flow" state siudiea by Csikszentwihalyi (1975} was

characterized by a facilitative level of arousal.

Thus a case can readily be made for Pleasure and Arousal as
factors underlying learner 1interest. Put what about the third
dimension, one that is related to the Potency (strong-weak)
dimersion oOf semantic differential research? The question can
best be addressed at a more abstract 1levels In an educational

setting, what does it mean to feel stronger or weaker?

Learning adds to0 one's skills and abilities, and thus enables
one ¢to deal more effectively with the world. In a sense, an
increase in competence is an increase in power. To feel nore
competent is to feel stronger, while incompetence and weakness are
inextricably linked. Thus it would seem that a dimension of

Competence = Incompetence feelings is an appropriate translation

of potency within the context of learning.

The Competence Feeling dimension is tied to interes- by some
theoretical work already cited. Deci’s cognitive ovaluation

theory proposes that activities which enhance a feeling of
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competence and self~determination are intrinsically motivating
{1975) . Such activities are done for their own s=ake, without the

nced for external compensation.

In an essay on interest and effort in education, Dewey {1913)
made a distinction relevant to the Competence Feeling dimension.
Ye said that there are two types of pleasure. One arises fron
contact with pleasurable stimuli such as bright colors and
agreeable sounds. The second accompanies activity and is found
wherever there is 3successful achievemegf and pastery occu?ring.

These two types of pleasure are reflected in the present podel as

the Pleasure and Conmpetence Peeling dimensioas, respectively.

Dewey had few kind words for school activities which excite
the senses but do not engage the learner im activily geared toward
mastery. This same concern is echoed today in criticiism about
some educational media. In terms of the model, isnstruction which
produces bigh levels of Arousal and Pleasure, but does not arouse
Competence Feelings can e said to Le more entertaining than
edﬁcational. High levels of Pleasure, Arousal, and Competence

Feelings, on the other hand, would indicate genuinely engrossing

instruction.

Empirical evidence for the appropriateness of a competence
feeling dimension comes from a study of what makes an educatiopal
television program interesting (Maclean et al, 1960). In a
linkage 4dnalysis of viewer ratings of several program segments,
factors of Evaluation {good-bad) and Activity (fast-slcw) emerged

which are closely 1linked to the Pleasure and jprousal dimensions




Fatn?
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discussed above., In addition, a third factor appeared which had

to do -with how well the program was understood. The researchers
named this factor Simplicity, but it is clear frcm the items which
loaded on the factor that it could as easily been interpreted as a

dimension of Competence Feelings.

Thys far, we have described learner interest as having
underlying dimensions of Pleasure, Arousal, and Competence
Feelings. There is one more dimension yet to be described, one

which also has to do with petency.

Strength and weakness in an educational context can also be
conceptualized in another way. One is strong when one controls
the content and mode of presentation of what ig being 1learned.
Weakness is having no such control., This second type of potency
dimension is linked to learmer interest by the widely held
assumption that learner centrol enhances wnotivation. This
assumption is intrinsic to the open school movement, and there 1is
some empirical support for" its validity (fcr example, Myrow,

1979). This feeling of being in charge of cne's learning is

closely akin to the Pawn-Origin dimension described by deCharms

(1968, 1976). To use Deci's (1975 terminology, this dinension

might be referred to as one of Self-detersination Feelings.

To summarize the discussion to this pcint, a four-factor
model of learner interest has been proposed. The rationale of the
model is based on research showing a three~-factor structure of
emotion, and on a logical analysis of the concept of learner

interest., The four factors are related to the Evaluation,
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Activity, and Potency dimensions of semantic differential ressarch

'(osgébd, Suci, Tannenktaum, 1957) as fcllows:

SEHANTIC DIFFERENTIAL LEARNER INTEREST

DIMENSIONS DIMENSTIONS

EVvaluation .ceevevsesseses Pleasture
RCtiVitY L L L L B hrousal
POteNnCY seceeveessssessses COmpetence Feelings

Self-Determination Peelings

USES OF THE MODEL

This model may be usefuvl both as a ccnceptuval tocl and as a
guide toward the soluticn of in;tructional eroblems. At the
conceptual level, the model helps to bring diverse theories and
approaches together within one framework. This provides a more
hoiistic view of a2:terest, affect and motivaticn and makes it

easier to compare theories or to combine different theoretical

perspectives.

The model also enables one to make finer distinctions than is
possible yith a single dimension ranging frcm boredom to high
interest. The four factcrs can economically portray a wide range
of affectivesmotivational responses to instructionl For example,
one form of boredom might Le represented by a combinaticn of

negative pleasure and low arouvsal. A closely related state would




be drowsiness, which is mildly pleasant and léu in arousal. The
combinat ion of bhigh rleasure, moderate arousal and neutral
competence and self-determination feelings might constitute a sort
of passive fascination. Perhaps the optinmuam response for
designers to strive for wculd be what Csikszentmibalyi ({1975)

calls "flouw¥, a state of tctal involvement consisting of moderate

arousal and bhigh pleasure, competence, and self-determination

feelings.

This ability to make fine distinctions among various types of

( boredos and interest also suggests uses for the model in solving
instructional problems. Evaluation instruments could easily be
constructed to a2asure each of the four dimensions, and could be

{ used in the formative evaluation of instructional materials and
presentations. A semantic differential format - would be
appropriate, vwith several scales £for each dimension. Such an

{ instrument would contain items such as the following:

#hile reading the %textbook, I felt...

(

‘ happy teceteccelosslacelooetovelteses Sad

« CALM 2eaelecelovoloselovelovelosss excited

¢ CORPELeNt ZeeeZevnleroiossSeeeloseloss? iNcompetent
free 2.eefecoleceloceleselevaloss? constrained

(

(
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Using evaluation tocls based on +these four factors would
enable more precise diagnosis of motivaticonal deficiencies in
instruction. A low level of competence feelings, for exaample,
would indicate that the instruction sinmply dcesn’t teach well.
or, more interestingly, it might indicate that competence has
crept up on the learners so gradually that they don't realize how
much they have learned. In such a case, the reeedy might be to

add a challenging practice exercise that calls upcn all of the

newly acquired knowledge and skill.

While texts, audiovisual media, or live piesentations can be
evaluated this way, these fcur factors seenm especially appropriate
for use with edicaticnal gases and simulations, These have a dual
{ nature: they are supposed to be educational and they are supposed
to be fun, Educational outcomes can be gauged by conventional -

ﬁeasures of competence, and the affective counterpart of learning
r ( c#' be measured by a Competence Feeling scale. The fun-ness of a
game should be directly related to the Pleasure and Arousal it
evokes. The degree to which players feel self-determining wmay

( also be an important predictor of the cverall success of a gane.

( Another possible use of the wodel would be in the design of
responsive educational media, Presently, CAI and interactive
videodisc progranms respond grimarily to the cognitive needs of the

( learner, providing more examples or practice when called for. It

isn't difficult to imagine a more fully responsive program which

takes the 1learner's emoticnal state into account and adjusts the

( instructional presentation when interest flags. The learner might

LS
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indicate

interest by the scale already descriked, cr perhaps by

physiological pgeans of input (see Clynes, 1977; EKnirk & Spindell,

1975) . In any case, wuch research is needed before
interest-enhancing adjustments can be prescribed with much
certainty.
RESEARCHABLE QUESTIONS ’

A good conceptual model does two things: it organizes what
is known and helps us fcrmulate guestions about the unknown., The

nodel described in this parer provides an organizing framework for

several distinct theories and conceptualizations of interest, It
also suggests a number of guestions in two general categoriies: 1)
How do various instructional design technigues affect the

epotional dimensions of learner interest? 2) How do the emotional

dimersions relate to behavior? Discussion of a few representative

questions in each category follows.

What ;s the effect on emotion of anecdotes and other hupan

interest

content?

Flesch (1948) devised a widely used formula to

measure the human interest level of text.

The fermula is based on

counts of personal words (nouns and pronouns cf natural gender)

and personal sentences (quotes, guestions, commands, exclamations,

requests,

Arbitrary as this may seer, this Human Interest score was

correlated

and

othpr

sentences

directly addressing the reader).

{(rho =

highly

«83) with student ratings of interestingness in




two separate studies (Croll & Moskaluk, 1977; Gillen et al,
1977 ﬁgéonnell {1978) attritutes much of the success of his
best selling psychology text to his use of anecdctes, which also

give the text high scores on the Flesch 7=3sure.

What sort of interest is evoked by using anecdotes to make a
text 'more personalz If the &aiecdotes entertain but 4o not
instruct, then it would seem that Pleasure and Arousal are
involved, If the anecdotes aid lgarning by making ideas more
concretq{ then perhaps Ccmpetence Feelings are also raised, in
addition to Pleasure and Arousal, This distinction is important

for the design of instruction and merits further research.

#hat is the effect of varying the presentation format? The

need for variety in presentation to maintain interest is well

established in the conventicnal wisdom among teachers. Within a
given medium of-instruction, it is possible to present information
in many different ways: talkles, diagrams, question and answver
(' 1interviews, anecdotes, metarhors, drills, and the usual expository

prose, Recent research shows that different types of reading

material engage the left and right hemispheres in different ways.
¢ Shifting the format from ohre type to another may have affective

conseguences, Berlyne's theory of epistemic curiosity (1960)

Fany

suggzsts that each format change would cause a mcmentary rise in

¢ arousal as the learner gets oriented to the new format.

( This raises several interesting questiors. To maintairn

optimal arousal within a lesson, how often shculd the presentation
¢ format be changed? How does this rate interact with learner
(
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characterisgtics? Which pairs of formats result in the greatest
arousal increments? Does allowing the learner to choose the
presentation format significantly increase feelings of

gself-determination?

How ﬁo.the enotional dimensions of learner interest relate to
behavior?h While interest during instruction is a desirable goal
in itself, it is also imporfant as the means to =everal ends. One
sich end is improved performance. Some studies support the
conmonsense notion that students learn more £frce material they
find interesting (e.g., Asher, Hyman, & Wigfield, 1978; Tass &
Schumacher, 1978y, Other research finds nho clear relationship
between interest and learning (Wood, 1974). The problem with
research in the latter category, however, may be that interest was
assuped to be unidimensicnal. Research using a multidimensional
approach might shed more light on the relationship Fketween

interest and learning.

Another important behavior related to interest is continuing
motivation., éontinuing pctivation is briefly defined as "the
tendency to return tc and centinue working on tasks away from the
instructional setting in which they were initially confronted.
Tais return is presumably occasioned by a continuing interest in
the task and not by external pressure of some kind" (Maehr, 1976).
Continuing motivation can be seen as an ideal outcone of
schooling, given the speed with which knowledge becomes outdated.
It is also important because there 1is seldom, if ever, enough

instructional time available to convey everything worth knowing
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about a subject. #hen motivated to do 50, students <¢an quickly

augment their oducation by fpursuing a subject on their own tinme.

Is the tendency to continue learning abcut 2 subject related
to the epmotional response that accompanied the initial learning
situation? In terms of the present model, continuing motivation
might be predicted best by the Competence and telf-Determination
Feelings evoked during instruction. Pleasure and Arousal, in
contrast, may be more <closely related to behaviors which
demonstrate interest during the instructional peried, and be only

weakly related to a continuing interest in the material.

CONCLUSION

As the preceding sample of questions indicates, there is much
yet to be learned akout interest in education. 1In time we shoulad
be able to desigrn instructipn ‘that can be relied on to interest a
given audience, but for now our designs are based opn intuition and
luck. The new media of picrocomputers and interactive videodisc
present ys with the opportunity to teach and fascinate at the sane
time. In order to realize the full potential of these media, we
need to be clear about what learner interest is and what we can do
to enhance it. The model described in this paper is cffered as a

spall step in that direction.,
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