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Abstract

The purpose of this paper is to present a summary of what we noé»know about
éhe causes of motivation relevant to school achievement. Therefith, various
Qchool practices, policies and conditions are considered in regard to their
potential motivational effects. Special attention is given to cross-

cul tural comparisons with a view not only to understanding the role of

cul ture in determining motivation but with a view also to considering
practices/policies in other countries that might prove beneficial if em-
ployed in U.S. schools. It is concluded that there is little or no evi-
dence that the current generation of students has somehow lost the
“achievement ethic” or that the public schools are no longer able to moti-
vate students effectively. However, certain changes in practice and

policy would conceivably enhance motivation and achievement in schools,

An increased stress on excellence and greater time devoted to providing

school-related activities are specifically suggested for further con-

sideration in this regard.
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Motivational Factors in School Achievement
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Introduction

<
E

A Perceived Problenm

It has been said that as a society we are especially concerneh, perhaps
obsessed, with achievement. This may or may not be generally or typicelly
true, but it is apparently true at the moment. Issues of achievement are
very much in the limelight with the public media repeatedly reminding us
that America may no longer be “number one” in industrial productivity and
may soon lose its leadership role in science and technology. Simultaneous
to such worries about industrial, scientific and technological achievement,
there exists this fear that achievement in the schools or lack ttereof may
be a major component in the overall picture of decline. The role of the
schools in contributing to the currently perceived crisis in achievement
is at best unclear. What is clear, however, is increasing evidence that
the public school is not all that we want it to be. Particularly dis-
turbing is the possibility that achievement in the secondary schools 1is
not on a par with other highly industrialized societies, such as Japan,
and that the situation may be getting wvorse.

At the outset, it should be emphasized that the evidence does not
readily allow for simple conclusions about the achievement of U.S. school
.children. The trends in SAT scores over the last several years are

—,

_well-known, although not well understood (cf., Wirtz, 1977). Recently,

Maehr (in press a) has reviewed the trends in achievement with specific

reference to science. Two findings stand out in this review: (1) deter-

foration in the achievement patterns of college-bound students is not




self-evident; (2) there does, however, seem to be a definite degfriora-
tion in scientific literacy among the school population as a wh%&e. The
éormer is a finding which perhaps provides some small degree of %bmfort.
ihe importance of the latter finding, however, should not go unrecognized.
In an advanced technological society it is not only important to create a
sclentific elite, it is also necessary to create a scientifically oriented
citizenry. Like sports, science needs its fans. More than this. In-
creasingly, a work force is needed that is scientifically--at least
technological ly-~oriented. The possibility that sclence education in the
U.S. is not producing all that it might, is especially disturbing, par-
ticularly when a major industrial competitor such as Japan seems to be
doing much better. In any case, whether or not educational achievement
and productivity “n the U.S. have in fact declined, there 1is reason to be-
lieve that the schools could be improved.

Such concerns about improving achievement quite naturally prompt
quest ions about motivation. Certainly, various informal observations of
Japanese and American work patterns in school (Easley, Note 1), and on the
job (cf., Cole, 1979; Ouchi, 1981) tend to stress motivation as the major

cause, suggesting even that the "work ethic” has been lost in our society.
Recent work on educational productivity underlines the role of motjivation.

Estimates of the importance of motivational variables in education vary.

The most sustained attention to the topic has perhaps been given by Walberg

and his colleagues (cf. e.g., Walberg, Note 2). Generally, their findings
indicate that motivation accounts for between 1l and 20 percentzof the
variance of classroom achievement. In one particular study (Uguroglu &

Walberg, 1979), a meta analysis of 40 studies yielded results which




indicated that, whereas the correlation between motivation and academic

achievement was .07 in the first grade, it rises to .44 by the épd of the
ZZth grade. At first thought, it may seem that motivation in fé?t is

bnly a minor explanatory variable, but when it is considered in the light

of other factors it is by no means insignificant, Thus, the greater share
of the variance is attributable to factors over which the school has little
or no control, such as social background of the students. Thus, even though
apparently smali, the amount of variance explalned by motivation represents
a possibility for action. Moreover, the variance may not, in fact, be asijw
small as Walberg's estimates suggest. The definition of motivation was a ;
very narrow one and the procedures for assessing it likewise limited.

Thus, as Walberg and his colleagues (cf., for example, Kremer & Walberg,
1981) themselves point out, motivation can hardly be ignored in the anal;-
sis of educational productivity. It certainly is not the only factor but

it is a critical factor with which to reckon. And reckon we shall in

this paper.

Purpose/Plan

The purpose of this paper is to summarize the literature on motivation
relating to achievement in the classroom. In this review, special atten-
tion will also be given to how values, ideology and various cultural

patterns may impinge or classroom performance. In this regard, special

attention will be given to what cultural patterns may serve to enhance

Y

motivation to achieve In classroom contexts. The overridirg question

throughout will be: What can be done to enhance school achievement? The

review of the literature culminates in an examination of specific action

possibilities.




Motivation and Achievement Defined

Introduction
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Seif-evidently, motivation and achievement are important 1;§ues in

L]

o

any discussion of the role and work of American schools today. Of course,
this is easy enough to assert; it is somewhat more difficult to define how
mot ivational factors may b: critical to achievement in the schools. To
proceed to this end, it is necessary first to specify what is meant by
motivation and achievement. Tedious and tortuous as that may scem, a
casuil reading of popular as well as technical literature, would indicate

that these concepts are not universally understood in the same way.

Motiv£EXon Defined

yﬁ{le folklore wo'ld have it that motivation has something to do with
inner states of the person—--needs, drives, psychic energies, unconscious
wishes, etc.-—that folklore has also confused the issues. As a result,
discussions about motivation can be, often unwittingly, discussions about
widely disparate problems. For this reason, it is important at the outset

to consider more precisely the behavioral patterns which make teachers,

researchers, principals, and parents think that motivation is involved
in any given instance.

Whenever persons talk about motivation, they seem to refer to . wide
variety of activities. Tor the most part, however, motivational talk
relates to five identifiable behavioral patterns. The study of motivation

=

begins with observations of the existence and variations in thege patterns;

-

the goal of motivation research is to understand, predict and pérh=zps

control such variation and existence.
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1) Direction. The apparent choice among a set of agtion possibili-~
ties 1s a first indicator of mogivatién. When an indivié;al attends to
one thing and not another, it is then that we are likely %b infer that
hne is motivated in one, but not another way. The choices that individuals
make between behavioral alternatives suggest motivational inferences.

When a student elects to také an after-school computer course rather than
try out for the basketball team . . . it is at this point that we make
motivational inferences. Similarly, as one child works busily at her

desk while another "socizlizes," we are likely to use the term motivation.
In the case of school, work, or play it is the apparent choice among pos-—
sibilities tha> prompts us to infer motivation.

2) Persistence. Persistence is the second behavin..: pattern
that forms the basis for motivation inferences. When an individual
concentrates attention on the same task or event, for varying periods

of time, it is then that observers are likel *o infer varying degrees

of motivation. When students work at a task for extended period

vated.” Long hours spent in the laboratory are taken as an index of
a sclentist's motivation. And one can multiply such examples across
almost any area of human activity.

3) Continuing Motivation. A behavioral pattern that is strikingly

|
without being distracted, it is inferred that they are "highly moti- |
suggestive of powerful motivational forces is the return to a pre-

viously encountered task or task area “on one's own” without apparent
external constraint to do so. It is the child who proceg¢gds to use a

|
free moment to do additional problems, or check out an extra book to 1

find out a bit more about insects, or try out a physics experiment in
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his father's workshop~-who is thought to be "really motivated.” Machr
(1976; cf., Fyans, Kremer, Salili & Maehr, 1981; Maehr & S;ali 1gs,
1972; Salili, Maehr, Sorensen, & Fyans, 1976; Sorensen & Mgehr, 1976)
has referred to this pattern as “continuing motivation” and explicated
its nature and origins in a preliminary.way, relating it particularly
to work on intrinsic motivation (Deci, 1975). 1In passing, it may be
noted that, winile from the standpoint‘of motivation theory this may

be viewed as "just another index of motivation,” continuing motivation

takes on special significance for teachers, particularly in the early

grades. As discussed by Maehr (1976) elsewhere, continuing motivaticn

is a crucial educational outcome for many educators, the thing they
are really trying to produce. While continuing motivation may be

viewed as similar to persistence, it has its own distinguishing A

.. characteristics. Whereas persistence is characterizegd by uninter-

rupted attention to the :task, continuing motivation involves a
“spontaneous” return to a previously encountered task or task area.
It is worth noting that continuing motivation, persistence, and

apparent choice may be viewed as instances in which the same direc-

tion in dehavior is retained. 1In other words, the person repeatedly

_chooses the same (or closely similar) behavioral alternatives while

simultaneously rejecting other alternatives. In an important sense,
then, these three behavioral patterns are really all separate examples
of a choice that is made or a behavioral direction that ig taken.

4) Activity. Activity level is a fourth behavioral égdex of
motivation. Some persons seem to be more active than o;hers; they do

more things; they seem to have more energy. While this basic observa-

tion has merit, several qualifying factors should be noted. In some

11
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ways, activity level is a more complex and lesg reliable ipdicator
than choice, persistence and continuing motivation. More é% than

in the case of the three previous patterns, physiological ;ﬁctors
are likely to be implicated, thus complicating matters considerably.
0f greater importance is the fect that in most classroom situations,
the assumed differences in motivation are typically not attributable
to activity, but to direction (cf., Maehr, 1974b). But, whether or
not activity level is a predominant indicator of motivation in the
majority of classrooms, it is most certainly a pattern to be taken
into account in the wider scheme of things.

S) Performance. The final example of a behavioral pattern
which characteristically prompts motivational inferences is varia-
tion in performance. If variation in performance cannot be readily
explained in terms of variation in competence, skills, or physio-
logical factors, then a motivaticnal inference is frequently made.
Teachers can readily cite instances where good students fail as well
as cases where bad students show sudden improvement. Somet imes,
these slumps and jumps can be related to the acquisition of a neces-
sary skill. Sometimes, physiological factors, such as illness are
involved. When such explanations are, {or one reason oOr another,
found wanting, a motivational explanation is likely to be invoked.

It should be stressed that performance level is in no sense &

pure measure of motivatior. Performance level is a produgt of a

~

variety of factors, including a combination of the motivational

-

patterns already reviewed. That is, choice, persistence, contin-

uing motivation, and activity level are all likely to be reflected




in performance level. One might even argue that it is at best a very

crude measure of motivation. Yet, it is a behavioral pattgin that is

typically taken seriously in the discussion of motivation,=perhaps

because performance level is often the "bottom line” in a rationale

FEEEE LN

for studying mctivation. In any event, because variation in levél

of performance often leads to motivational inferences, this particular

pattern of behavior finds a rightful place in the Present taxonomy .

These clearly overlapping behavioral patterns may ;r may not be all-
ineclusive. Most certainly, they need further elaboration as specific in-
stances and issues arise. They need specification as measurement and
research procedures are constructed. Moreover, it may be fairly argued
that they do not in each instance represent “pure observations” but rather
judgments about behavior. But for the moment, they suffice to suggest what
it is that we are talking about when we say that a person is or is not moti-
vated. Wher, for example, the teacher asks how she can motivate students,
she is probably aéking how she can direct séudents to do one thing (e.g.,
reading) and avoid other things (e.g., socializing, fighting, or day-
dreaming). Further, she is concerned with some degree of persistence at
these activities and, most especially, hopes that they occur, not only
‘when she demands it, but in free moments at school, in the home, or else-
where. Moreover, she expects—-and rightly so--that persistence and con-
tinuing motivation to attend to the "right"” activities will eventuate in

-Tincreased levels of performance. In other words, it can readily be argued :

that the previously defined behavioral patterns are, in fact, what most

"'"\§ o'

people are talking about when they talk about motivation. Questions about

the motivation of students must somehow velate to such patterns. It is
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these behavioral patterns that are the basic data which prompt motiva-

tional concerns and provoke motivational explanations. E

;gotivation as Personal Investment
- Wwhile there is obvious value in stressing the primary data base for
motivational inferences, there is also value in considering whether there
might be certain unifying principles which underlie these somewhat dis-
parate behavioral patterns. What type of conceptual scheme might bind
these patterns together? In this regard, the metaphor of “personai in-
vestment” may prove helpful. Kelly (i982) and others (cf., Kuhlen, 1964)
have used this term in discussing a wide array of activities that indi-
viduals pursue, the ‘'weight they place on these, and the general direction
of their lives. The metaphor implicit in the term "personal investment”
possibly does capture the underlying meaning of the somewhat disparate

patterns associated here with ‘motivation.” That is, when behavioral
direction, persistence, performance, continuing motivation and variation
in activity level are observed, one might suggest that a person is in
effect investing his/her personal resources in a certain way. Personal
resources, in this case, refer largely to time, talent, and energy.

Note that the image here is primarily one of distributing resources.
The stress is not on the availability of the resource. The stress is on
motivational differences rather than deprivation (cf., Maehr, 1974b, 1978;
Maehr & Nichoiis, 1980). Without denying the possibility that differential

.levels of motivation may characterize different persons, the emphasis is on
the direction of behavior, on the choices and preferences exhiljited. It
has been argued that the assumption of motivational differences rather

than deprivation is desirable in the study of motivation in persons of

varying social and cultural background (cf., Maehr 1974b, 1978; Maehr &

14
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Nicholls, 1980). It may also be argued (cf., Maehr & Kleiber, 1981) that

this must be the initial assumption in making cross-age compagzsons, but

clearly one cannot rule out the existence of differential levels of moti-
vation. Just as individuals may distribute their resources di%ferently,
so they may also have more or less to distribute. Personal investment
is a felicitous term for expressing the dual possibilities that persons
may exhibit both qualitative and quantitative differences ;n motivation.
Parenthetically, it might be suggested that it is genérally wise to
avoid assuming too quickly that a child is simply lacking in motivation
and consider rather that the classroom situation simply is not eliciting
his/her effort. It is simply too easy and too self-defeating and in most

instances downright wrong to attribute a child's classroom behavior to a

lack of motivation, to something that is wrong about him or her. Too often

such judgments are reserved for children from backgrounds not well under-
stood by the educational establishment and applied in a stereotypical
fashion (cf., Maehr, 1978). But one cannot rule out the possibility that
individuals do vary not only in how, when and where they are motivated
but also in their overall level of motivation.

The Motivational Cycle

The definition of motivation in terms of behavioral patterns and
personal investment should go a long way in specifying motivation. It
may also be helpful to define the role of motivation in relationship to
other processes and events. One way of doing this is to describe a typical

motivational cycle in a particular behavioral setting. Figuré 1 outlines

the motivational cycle as it might exist in a classroom setti;g.

- en em mm e e G ms w w a we ew e
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There are several facets of this cycle that deserve special comment.

First, motivation as evidenced by choice, persistence and actiigty level

-

éis viewed as a primary antecendent of performance level. Howe@?r, it in
iturn is affected by the performance that eventuates, particularly by how
it is appraised.

Second, motivation does not typically influence performance in a
direct and simple manner. Invariably, other factors are involved. Pri-
mary among these is the skill of the person performing. But other factors
are equally, and sometimes more, important: Notably, the organization of
the task. Then, there are also interpersonal factors: Whether, for
example, a peer provides a distraction. The point, simply put, is that
one can imagine effective and ineffective effort. If the task to be
accomplished is poorly defined, badly organized or if the necessary
tools are not effeciently available, then sincere effort may be mis-
directed or misused. One can be motivated but still “spin one's wheels.”

A third feature of the cycle is that the performance characteristically
eventuates in outcomes. These may be readily evident to the student without
any input from a teacher, as in many individualized instrucgional programs.
But in many cases, perhaps in most cases, there is typically a performance
appraisal process involved in which significant others (teachers, ﬁarents,
peers, et al.) play an evaluative role. It is the outcome as socially

defined and as perceived by the student that feeds back into the motiva-

tional cycle (cf., Frieze, 1980; Freize, Shomo, & Francis, 1979).

The Payorfs of Personal Investment

oy

The terms motivation and personal investment place no value judgment

on how a person uses her time, talent and energy. Fine and weli-—for

1t
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some purposes. ctducators, however, can hardly consider motivation and

personal investment without focusing on payoff. What comes frqé:a certain

distribution of one's personal resources? 1Is it good or bad? Ef one or

& -
<

-Ehe other, is it equally so from different perspectives, from the person's
own as well as society's perspective? Obviously, this is in many ways the
heart of the issue as far as school achievement is concerned. The question
is not whether or not the student is motivated but whether the student 1is
motivated in a way that is assumed to be desirable. There are many des-

iderata that possibly stem from an investment in the educational process.

Somewhat parallel to distinctions made by Kohlberg and Mayer (1972),
several types of payoffs will be briefly described.

Achievement. Achievement is a first payoff from personal investment
that might come to mind. But having said that it is necessary to amplify
a bit what is meant by this ubiquitous and elusive concept. When educators
worry publicly about décreasing SAT scores they seem to mean one kind of
thing: school achievement. When the captains of industry worry about

achievement, they seem to mean something else: economic productivity.

wax and wane. And, the "International Community” continually confronts
the dilemma of governments, officials and laborers that resist progress,
preferring the old ways to the new and, in all, apparently lacking a

.capacity to make the most of their opportunities.

Clearly, achievement means a lot of different things. Moreover, one

-

should not really define achievement in such a way that such a;wide array

Historians too have a stake in all this as they wonder about why societies
|
|
|
|
|
|
|
|
i
of meanings is ignoted. Especially, if one's primary focus is on education, |
|

one can hardly ignore achievement in all of these different senses and,
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ideally, achievement should be defined in such a way that it relates to
the critical element of each of these facets of life. But notépnly should

it be defined in such a way that it includes a broad array of égtivity

;areas, it also should be defined in such a way that it allows for a
systematic analysis--in the present context that also means an analysis
in terms of social and psychological scurces.

Tc define achievement so as to embrace such a variety of behavior 1is
a tall order. Fortunately enough, there are some precedents to advise us
(cf., McClelland, 1961; Maehr, 1974a, 1974b). Any definition is likely
to appear somewhat arbitrary, at least at the outset. Thus, it is with our
definition. Having relieved ourselves of such disclaimers, we may then
proceed along a bold course and suggest what achievement is, at least for
the purposes of beginning our discussion.

In the first place, achievement involves performance of some kind%
something that is done and is, thgf@fore, observable and measureable. But
not everything done should be termed achievement. The term should be

reserved for those instances where some kind of standard of excellence is

applicable. Generally, the standards are socially derived or related.
Achievement is usually thought of in terms of SUCCESSES and FAILURES in
accomplishing things that a given society deems valuable. School achieve~
ment is a case in point, as is achievement in a career. Third, achievement
"i{s something done by a person. There are at least two implications of this
;assertion. In the first place, note should be taken of the fa%t that

achievement may be viewed as something thkat 1is characteristic pf societies,

groups and institutions, as well as persons. In this paper, however, the

16 4—1
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primary interest will be on individual achievement. Secondly, the indi-

vidual must be an actor in any event for it to be considered amsachieve-

iment; the focus is on individual initiative. Finally, uncertafsity in

£

“gutcome must be considered a characteristic of significance. Behavior

entered into without any question of outcome is hardly behavior wnich
merits the label achievement. The probability of both success and failure
may indeed vary but there must be the perceived possibility of both success
and fallure for a situation to be termed an achievement situation. Achieve-
ment implies confronting challenges to one's competence.

In sum, achievement involves a personal accomplishment, something
that 1s attributed to one's ability and effort. It is also something that
is valued not only by the person or which only serves his/her own ideo-
syncratic needs, it has social significance. can Imagine one investing
oneself totally in watching “soaps” or in computer games without achieving
things. Indeed, one can surmise that much of human capital is invested in
ways that really yield little in the way of accomplishment as this has just
been defined. This does not in itself necessarily mean that it is good or
bad. Yet, it is fair to say that any society can or will only tolerate S0
much nonproductive investment. Each society, for survival's sake, demands
that human resources yield a certain level of what is here termed
achievement.

Personal growth. Personal gruwth is a second outcome of personal

investment that can be considered. The question here is whether investing

oneself in a given endeavor leads to a1 enhancement of one's abdlity, skill,

W

or competence. Children, adults and clder persons do not necessarily
choose tasks which enhance their competence. Individuals are more or less

likely to invest themselves in activities and tasks which enhance their

15 - | 1




Three attorneys may use whatever free time they have quite difffrently. One

ay enroll in an M.B.A., pProgram hoping not only to upgrade his éiills but

LN g 1t

also to move his career along. Another may choose to enroll in a course
in ceramics, just because he finds fulfillment in doing things with his
hands. Still another takes every chance to sail, simply because this
allows him to test the limits of his intellectual and physical abilities.
Enhancement of one's ability may be involved in each case but clearly in
the first case the goal is achievement while in the latter two it is
personal growth. 1In still another case, one could imagine an attorney
spending his free time fishing with little evident payoff or interest in
enhancing skills or abilities. Certainly, all these activities can have
their place but just as certainly they may have different effects on the
course of a person's life. They may pay off quite differently.

Life satisfaction. Finally, there is the issue of life satisfac-

tion and general mental well being. One can think of a number of ques-

tions to pursue here, but it may suffice to cite merely an example or

two.

-

16
ability and certain stituations may encourage or discourage such investment.
\
\
|
|
|
|

First, there is the simple issue of whether personal investment .
patterns se;m to be associated with different levels of satisfac—
tion. Personal investment patterns that lead to personal growth may

_seem desirable. Personal investment patterns that eventuate in
rachievement may be highly valued by our society--but what makess a

person happy? Of course, that question cannot be fully and sag?s-

factorily answered here or elsewhere. It is clear, howeYer, that

a discussion of motivation and personal investment must consider

the affective payoffs. There is an acquaintance of mine who, when(

<)
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told of the outstanding achievements of someone almost invariably remarks—--
“but is he/she happy?” Such comments can sometimes be passed qgf as mere
g'sour grapes.” Yet, underlying such comments are important con%hrns.' Does
iinvesting oneself in such a way as to excel in an area carry with it a
certain price in terms of life satisfaction. A recent study of highly
talented and gifted performers indicates that it may. Bloom and his col-
leagues (Bloom, 1982a; 1982b) have been studying "world~class” performers
in music (pianists), art (sculptors), sports (tennis, swimming) and science
(mathematicians, neuroscientists). While there are many facets to the study
which are intriguing, there is one that fits in with the present issue: some
price in family solidarity and satisfaction was paid by these individuals,
but in no sense did it seem that this extreme investment in achievement
characteristically eventuated in deep regret, severe dissatisfaction or
serious neurotic symptoms. But this study does not, of course, settle the
1ssue absolutely. It only serves to illustrate the relevance of the
question. Of course, there is considerable debate within educational
circles related to the importance of satisfaction as an outcome of
schooling. The so-called "affective education” movement nlaces high
priority on such a payoff, sometimes viewing it as virtually the sine
qua non.
In sum, achievement, personal growth and life satisfaction are pos—
sible payoffs that emerge when a particular course is taken. One can
_ imagine other payoffs and one can also imagine that in most cages people
experience all th.ree and a few others as well. The thing that:; should be

considered is that there is purpose in analyzing the course which a pattern

of investment may take so far as fulfilling certain valued ends may be

concerned.
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What Detr-mines Motiv~*ion and Personal Investment?

= .
As necessary as it was to set forth the basic issues, it mgy also have

€
“individua’s to invest themselves in certain ways? What factors influence
motivation? What do we know about motivation and school performance?

Research on such questions can be categorized and summarized under three

overlapping categories, as outlined in Table 1.

- e me et s ms e em e e = = -

Personal ity as Cause

A common assumption about motivation, particularly motivation which
leads to achievement, is that some have it and some don’'t. In other words,
it is thought that some have a built in personality trafit {ov traits) that
likely lead them to accomplishing things. perhaps no one has explored this
possibility more thoroughly and extensively than David McCielland, his col-
leagues, and students. In a series of studies, beginning in the 1940's,
McClelland (cf., McClelland, 1961, 1971, 1978; McClelland & Winter, 1969)
mapped out the basic territory for the study of motivation and achievement.
While asking most of the basic questions that had to be asked on the topic,
this program tended to emphasize particularly the role of enduring per-

sonality patterns in determining motivation in achievement situations.

el

Perhaps the most dramatic accomplishment of McClelland has been to

L4

consider how personality affects culture or society. The logic, of his

[0 L™

bold hypothesis is simple enough. Within each society, certain early

learning experiences are, willy nilly, established for the child. This

Peen tedious. At least, it is high time to get to the questiong- What causes
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early learning may be more or less effective in fostering achievement

motivation. To the degree that it is effective, it will creaté:a bool
éof potential leaders who happen to be achievement motivated. ﬁgsuming
1that there is nothing to prevent the society from drawing its leadership
from this pool, an achievement motivated leadership should come to
dominate the society's affairs. The ultimate result is that the society
as a whole should act 1ike an achievement motivated person, and within
its capacity to do so, achieve. While one might, in theory, define
societal achievement rather broadly, McClelland focused especially on
economic achievement, a type of achievement which may be relatively easy
to measure in comparing differing societies. Now, several points should
be kept clearly in mind here. The childrearing practices which are pre-
dominant within a society are a variable. That is, not only will socie-
ties differ from each other in how children are raised, they will, over
time, exhibit striking variations in their own practices. Thus, war,
population changes and ideological shifts, such as occurred with the
Reformation (cf., Weber, 1930), may effect major changes in childrearing
practices. One may also guess that McClelland would now add that "great
society” intervention programs could be similarly influential. It is
such changes in childrearing practices that should play a major role in
later variation in societal achievement.
Amazingly enough, across a wide variety of cultures and against
:seemingly insurmountable odds, McClelland did, in fact, find ewvidence that
the existence of achievement-oriented childrearing practices ag some point

in time were likely to eventuate--25 years later-~in an "achieving society.”

Basically, this evidence consisted of correlations between the economic

[
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achievement of a society (adjusted for potential in terms of anural re-

sources) and an index of the learning environment that would hdfe been

cexperienced by the then adults of the society when they were cﬁZldren.

iWhile these correlations are not high and there are anomalies in the d{ata,
it does seem that McClelland's bold hypothesis is more than mere specula-
tion. A society does insure its future as it rears its children. That
has been said before, but McClelland may be the first’to put that truism
to such extensive, empirical test.

While McClelland's work has opened up many of the quest’ons asso-
ciated with the understanding of motivation and achievement, it did not
solve all the problems nor does it prcvide the prevailiuvg guide for
research today. Ample criticism of this work is to be found clsewhere
(cf., Maehr, 1974b, 1978; Maehr & Nicholls, 1980). Aside from the
criticism, an important residue remains from these lnitial efforts
which still has relevance in current work on motivation and achieve-
ment. More or less directly, McClelland's 1esearch emphasized that
early learning experiences may play a continuing ard pervasive role
in deternining how individuals respond to achievement gituations.

Putting it bluntly, this research underscores the possibility that
certain individuals, and perhaps certain groups acquire a "motivational

talent” which they exercise rather generally, even as circumstances

change rather drastically. Whereas the German sociologist Max Weber

+ (1930) stressed that the "protestant ethic” may e«plain the rise of

capitalism and its effectiveness in Northern European countries,

McClelland substitutes a psychological process called achievement

motivation. More generally, McClelland and his co-workers provided

24
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a preliminary scientific basis for the commonly held belief that motiva-
tion, particularly achievement motivation, is a function of d;;éneral
personality trait. Certain persons simply have it and exhibit?lg across
a wide variety of situations and circuastances. Possibly, certain
societies have it also.

Contemporary work on motivation and achievement is less inclined than
was McCleliand and his co-workers to think of a general motive-trait asso-
ciated wich\achievement. Rather, the emphasis is on a number of thoughts,
feelings, beliefs and meanings that the individual may hold and on how
holding these eventuates in achievement. Thus, it is interesting that one
of the strongest predictors of achievement behavior uncovered in the so-
called Coleman report (Coleman & Asgociates, 1966) was perceived locus of
control (cf. also, deCharms, 1968; Dweck, 1975; Dweck & Goetz, 1978; Dweck
& Reppuci, 1973; Stipek & Weisz, 1981). As individuals felt they had a
greater control over their immediate situation, they were more likely to
behave effectively in that situation. During the last ten years or so,
this simple proposition has been extensively e;aborated under the influence
of what is called "attribution theory” (cf., e.g., Weiner, 1979). In par-
ticular, research on motivation in educational settings has tended to
fixate on how individuals assign causes for their behavior and how this
in turn affects what they do.

While this stress on attributions has been more open to considering
how the immediate situation determines motivation, congideration is also
given to the proposition emphasized by McClelland and his colgeagues:
experience imbeds itself in enduring behavioral predispositio;s. Early

experiences in and out of school influence how children feel about their

25
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abilities, and about the relevance and value of various activities. Such

feelings are found to be critical antecedents of school achievéﬁent.

EFocusing first on thoughts that children have about the causal%zrigins

~of school achievement, it seems reasonably clear that persons who believe
in their ability are likely to seek out and perform on tasks that serve
to challenge, and enhance further, their ability (cf. e.g., Fyans & Maehr,
1979; Maehr & Willig, 1982). The diabolic side of this, of course, 1is
that negative judgments about one's ability to succeed eventuate in
patterns of behavior that actually work toward fulfilling that possi-
bility in fact. In sum, an enduring belief about one's ability serves
as a self-fulfilling prophecy. Moreover, as the study by Fyans and
Maehr (1979) reveais, these judgments about ability are already well
established in the 4th grade.

while more recent research has tended to focus especially on these
subjective judgmenis about one's ability, it is clear that the value of
the task to the person is likewise important. Early on, McClelland and
his colleagues (McClelland, 1961) stressed the value component in achieve-
ment, particularly in considering the patterns of individuals from dif-

i ferent societies and sociocultural groups. This point has more recently
been stressed by Triandis (see e.g., Triandis, 1972; Triandis & Associates,
1973), Fyans et al. (in press), Parsons and Goff (1980), and Maehr {in
press-b), but has not been as thoroughly resea;ched as one might expect.

—

_Perhaps because it seems so self-evident that one does what one values,

few have analyzed the concept of valuing as a psychological precess and

=

fewer still have put much effort into relating it to differential achieve-

ment patterns. The importance of values, however, is pointed up in the
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findings of a recent study (Willig, harnisch, Hill, & Maehr, in press).

In this study, it was found that the achievement of black stud;hts was not

. as easily attributable to their ability perceptions as it was b the value

they placed on school tasks.

In reviewing the research on persgqality and motivation, there are
several basic conclusions that can be r;ached. First, it is difficult to
ignore & continuing effect of previous experiences on the way one approaches
achievement situations. In part%éular, one's beliefs about oneself as ade-
quate to perform certalin tasks is critical. So are various acquired beliefs
about what is valuable. These basic motivational orientations are often
formed outside the school setting and not always readily amenable to change
by the teacher. In special cases, intervention programs have proven success—
ful (cf. e.g., deCharms, 1976; Maehr & Lysy, 1978; McClelland & Winter, 1969).
They are also expensive. It is important for teachers to realize that they
doubtless can affect these patterns to some degree, sometimes unwittingly,
negatively as well as positively. However, 1f enduring personality traits
were the sole determinant of motivation in the classroom, teachers ;ight,
quite rightly, despair of making a positive contribution. In most instances,
what can he/she do about the previous experiences the child way have had?
What can he/she do about the world outside the classroom? Fortunately,
personalify is not the sole cause of classroom behavior. The nature of the

classroom situation is important and we turn to that category of causes next.

The Classroom Situation

Under the first category of causes, personality, emphasig is placed

[RIT17- I

on the experiential background of persons, what they bring to any given
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Growing up in one particular gociocultural setting tends to hqiﬁ different

effects than growing up in another. As a result, one miéht exfect that

"{ndividuals from different sociocultural backgrounds differ in the more or

less enduring achieving orientations they bring to the situation. Since
each person brings a slightly different package of meanings to the situa-
tion as the result of previous experiences, one can also expect individual
differences in these enduring motivational patterns. These two general
expectations are confirmed in the available evidence. However, it is also
clear that past experience alone does not determine present motivation
patterns. The present situation counts! Precisely because it does, ex-
tensive research has been devoted to determining the characteristics of

<
S

situations that affect motivation.

The expectancy dimension. In each social situation there exists a

24
achieving situation as the result of where they have been, psychologically.
set of expectations for the individual. By no means are these expecta~
tions divorced from earlier social and cultural experiences of the person
{fnvolved but the point is that it is the expectations that exist for or
in that situation which are of immediate importance. i
In a classroom, as in any social group, social organization occurs
quickly. Norms and roles emerge and status levels are assigned. This
social organization occurs somewhat apart from the planned curriculum.
It is often peer initiated and peer controlled. The relevant point to be
|
made in this regard is that such organization of the situation is accom-
panied by expectations for the participants. As a result, tﬁé social i
|
|

[T

group may, indeed typically does, hold a general norm for appropriate

levels of achievement, punishing the “rate buster” and rejecting the

2b
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laggard. Most teachers are aware of this phenomenon. What we all may

be less aware of is that within each group hierarchy a set of éifferent

~expectations for individual achievement may evolve., Further, the role
< -

< that an individual plays in a group is accompanied by different expecta-
tions for achievement. Such expectations are in turn followed by varying

achievement effort. And, interestingly enough, even the temporary assign-

ment of a leadership role seems to be followed by increased achievement

motivation (Zander & Forward, 1968). Thus, higher status persons seem

to be encouraged to achieve, whereas lower status persons are discouraged

(Maehr, 1974a, 1974b, 1978). In sum, an individual's peers have important

effects on motivation as they convey achievement expecﬁatfbﬁ&&\ Change the
situation, the peers, or both, and the child's motivation will often
change~-and sometimes drastically so.

A second type of expectation is that which is conveyed by significant
others, such as teachers. Teacher expectations have been a special focus
for the last several years (Maehr, 1978; Parsons, Heller & Kaczalla, 1980;
Rosenthal & Jacobson, 1968; Rubovits & Maehr, 1975). The research on
teacher expectation effects suggests rather clearly that the expectations
that the teachers hold tend to relate to the quaiity of interaction that
they initiate with students. It is likely that their expectations are ”
not always coascious and on a number of occasions can be shown to be quite
fnvalid. WYhat is particularly disturbing is the evidence that their ex-

] pectations in some cases serve as self-fulfilling prophecies; Weiner and
Kukla (1970), for example, suggest that teachers fulfill sucg expectations

as theytfttribute student performance to ability, effort, task difficulty

or luck. If'the child succeeds and the teacher emphasizes how difficult

ERIC <Y
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the task was, she or he receives an author ative message about his or
g

her level of competence in what he or she can do by trying. jﬁbviously,
teachers are regularly in the business of evaluating level oéiperformance
and are perhaps unwittingly teaching the child the causes of the per-
formance level (e.g., ability, task difficulty, luck and effort). By
fziling to monitor the relationship between their own expectations and

the ways they interact with different students, nowever, teachers may also
unknowingly set low ceilings for performance from students who are capable
of more. Perry (Note 3), for example, reports that teachers provide more
probing typesc of feedback when Ehey hold high expectations for the berform-
ance of students. Interactions of this sort can obviously have a cumulative
effect and penalize the student who fails to make an early good impression
as a potential high achiever.

All in all, the point is that any discussion of why a studsat does or
does not invest his/her time, talent and energy in a particular situation
must consider the expectations that exist for this student in that particu-
lar situation. Roles, status and group membership are particularly impor-
tant in initiating the expectations that will exist for the person in any

given situation.

Tagk dimensions. It is self-evident that the task itself may be a

gsignificant determinant of motivation in the situation. In regard to the
task there are several sub-factors that need to be kept in mind.

First, the task may have structural features which affgct motivation.
In common sense language: some tasks are simply in and by ;hemseIVes

more interesting than others. Why this is true is not altogether clear,

but research on intrinsic motivation (cf., Deci, 1975) seems to suggest

“y ,
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that a task that possesses a certain optimum level of uncergainty and
unpredictibility tends to be generaily attractive. While sééial exper—
iences can reduce the search for novelty, new information aﬁ; challenge,
it appears that, from the start, there is a built—in attraction to these
features in tasks.

Secon&, a given task may have specific meaning in a given socio-
cultural context. Is it an acceptable area in which to perform? One's
social or cultural group may define it as desirable, repulsive or irrele~
vant. In this regard, Barkow (1975) points out that the prestige ranking
of a task within a particular cultural group may by itself best explain
the motivation exhibited by members of that group. Further, it has re-
peatedly been pointed out (cf., Maehr, 1974a; Raynor, 1974, 1982) that
tasks may be viewed as more or less instrumental to valued ends, success
in the performance of them may to varying degree confirm one's identity
or enhance one's view of oneself.

Third, success and failure in performance of the task is a critical
facet of the achievement situation and an important determiner of motiva=
tion. A child who does well in science but poorly in math, is likely to
be turned on to the former and turned off to the latter. Sears (Note 4)
has given performance a prominent role in what she calls the "academic
syndrome.” In her model, high performing children express positive atti-
tudes toward academics, see themselves &s doing well and are perceived
by others as doing well, which in turn leads to more task—oriented work
and further achievement., A pivotal component in this schgée of things

{s that the child must experience his or her performance peeitively, or

as a success, That is, it is the subjective definition of success that

34
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counts (cf., Duda, 1980, 1981; Ewing, 1981; Frieze, 1980; Frieze et al.,
1979). This subjective definition of success is in turn a fuéétion of
the goals that the individual holds in the situation. One exégriences
success as one reaches a goal set and valued by him or her. This, of
course, suggests that success and failure are inevitably tied in with the
value dfmensions outlined previously.

In reviewing task-related factors that determine motivation it is
natural to move quickly from physical and structural features to the
social psychological conditions which surround task performance. In this
regard, performance appraisal looms as a potentially critical factor.
Going beyond the mere communication of success and failure, it appears
that the way performance appraisal is carried out may have far~reaching
an¢ unintended consequences. Thus, for example, a growing number of
studies (Fyans et al., 1981; Hill, 1980; Maehr, 1976; Maehr & Stallings,
1972; Salili et al., 1976) has indicated that placing stress on tests
and on the teacher's evaluation of performance can have esgentially nega-
tive effects. While an emphasis on such external evaluation may momen-
tarily enhance the performance of some students, it also has negative
effects on continuing motivation (Maehr, 1976). That is, students are
less likely to continue working on the tasks on their own, seeking new
challenges and new opportunities in this regard. In other words, they
may perfoirm for the evaluator or when the implied reward/punishment of
the evaluation is present. Remove this, however, and their q?tivation

decidedly wanes. Apparently, the evaluation conditions tend o affect

the individuals definition of the goals implicit in the task (cf. Maehr,
in press-a, in press-b). Specifically, external evaluation tends to

rule out the establishment of more intrinsic, task-related, goals.
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Therewith, students are likely to be responsive only when extrinsic rewards
are a prominent feature of the situation. Assuming that a ma}é; goal of
instruction is to foster a continuing and independent interestgin the
subject matter, it is clearly desirable to foster a task-goal orientation.
Reducing the emphasis on external evaluation tends to serve this purpose.
Moreover, an emphasis on external evaluation may also foster a kind of
competitive atmosphere which may ultimately prove counterproductive for
20st students (Ames, 1978, 1981; Ames, Ames & Felker, 1977; Hill, 1980).

Similar to and perhaps implicit in the issue of evaluation and per-
formance appraisal are matters of the degree of freedom and choice that
can be allowed in the performance of an instructional task. A number of
recent studies have taken up this issue and the results are instructive.
A study conducted by Wang and Stiles (1976; cf. also, hang, 1981) 1is, first
of all, of interst. They conducted an investigation in which the effects
of student selection and teacher selection of school work schedules were
compared. Results indicated that students were more likely to complete
assignments in the former than in the latter condition. In many wéys the
most dramatic case of experimenting with the effects of freedom on learning
is presenfed by deCharms (1972, 1976). Motivgtion of the inner city sub-
jects was enhanced as they participated in educational planning and
decisions—~and as they could exercise some reasonable degree of choice
over what they could do in the classroom.

In more general terms, it was "open education” that idealdy presented
the opportunites for optimum choice, freedom and independenceéin learning.
And interestingly, in spite of all the negative things that have been said

about "open education” there is evidence that it may not be all that bad
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after all. Thus, Horowitz's (1979) extensive review indicates basically

two things of importance in this regard. (1) While “open educstion” has

not been shown to be superior in terms of standard measures ofstlassroom

achievement, neither has it been shown to be inferior. (2) "Open educa-

tion” does seem to emerge as superior in the creation of affective out-—

comes which might logically be expected to have an enduring influence on
achievement patterns that reach beyond the classroom experience or the '
school as such.

¢

A recent and extensive study (Pascarella, Walberg, Junker & Haertel,

1981) discloses the importance of freedom in Jearning, particularly in the

¢

area of science. This investigation made a special. point of examining
the clagsroom environment corrélates of continuing motivation in science,
using data gathered in the National Assessment of Educational Progress.
While teacher control was found to be positively associated with science
achievement for both early and later adolescent boyg and girls, it was
negatively associated‘with the measure of continuing motivation in science.
Apparently, educational conditions which emphasize -control 6f student
behavior in the classroom may attain desirable ef fects of an immediate
and short~term nature. Simultaneously, however, they may discourage
continuing motivation.

It should be clear, then, that there are a variety‘of féetors im-
plicit in the way an {nstructional task is designed and presented that will
likely affect motivation. Certginly, the above outline of Sugb factors 1is

&
-

more illustrative than exhaustive, but it should serve to Undggline the

uh

essential importance of what goes on in the classroom. The complementary
factors of social expectations and task design account for a considerable

share of the variance in motivatiq& and achlevement across classrooms.

34
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The Sociocultural Context

s I

Aside from "personality” and the classroom situation, thé;e is the
possibility that the wider sociocuitural context may aiso piaf?a role
in affecting motivational patterns. In reviewing the role of personality
in determining achievement it was inevitable that we would touch on the
possibility that societies and cultures may vary in the degree to which
they foster the development of achieving orientations in children. 1Little
direct evidence that this was the case is cited, but this question doubt-
less is implicit in much that was said earlier. In considering the class-
room situation, it is impossible to ignore extant societal and cultural
differences. Thus, expectancies, norms and roles were said to form‘an
important part of the classroom situation. To some extent thesg expectan~
cies are sui generis, arising in particular classrooms as a function of
what goes on in those classrooms, more or less irrespective of the wider
cultura. But in at least two ways the wider world regularly intrudes
into the classroom situation. Children and teachers inevitably partici-
pate in a-wider éocial and cultural world even as they behave in the
smaller world of the classroom. While classrooms may hecessarily have
a sghewhat similar structure regardless of society and culture, they may
play slightly different roles and may be able to exploit different possi-
bilities within a given setting. It is important, therefore, to consider
some of the ways in which the wider sociocultural context may impinge on
what goes on in the school. Is there, for example, something;?bout
Japanese society and-culture of the moment that is likely to é; espe-
cially effective in facilitating achievement? Has the U.S. perhaps lost

something of the achievement ethic in recent years and therewith is

experiencing a loss of care and concern for perfording well in school?
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Meaning and achievement. One cannot answer such quesiions easily,

of course. What we can do is examine whatevsr evidence is av@ilable,

evaluate it and derive whatever conclusions seem plausible. While there

AY Wy

are many facets to such broad--yet highly important-—questions, for con~
venience sake, I will only consider two. The first concerns ideology:
What does achievement meau in a society? What do people believe about
1tf How do they value it?

It was the German sociologist, Max Weber (1930), who foisted the con-
cept on modern social science that societies might wax and wane as they
were guided by an achievement ethic of some kind. As noted earlier, this
basic theory was elaborated on in a special way by David McClelland (1961).
As a psychologist, McClelland focused particularly on how children may be
reared so as to acquire not only achievement values but also, fears and
hopes which could assure an orientation toward achievement. Earlier, our
discussion focused particularly on how sociocultural background, particu-
larly what ﬁappened in the family, might influence children's enduring
mot ivational patterns. Now the question is much broader: Does the society
as a whole tend to foster values, beliefs, and goals which ace likely to
encourage the pursuit of excellence? Do some societies tend to do .his
more than others?

There are at least twc lines ;f research thac can be considered in

this regard. A first line of research has been at least indirectly refer-—

red to in other papers presented to the Nationai Commission on Excellence

a5
a

in Education. Basically, this evidence is derived from the eétensive study

-

of schools and achievement conducted by the International Eduéation Asgo-

ciation (IEA). Several of the questions seem to gel at motivational issues,

« 3u
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at least indirectly. Thus, Holsinger (Note 5) reports the results of

L
student responses to several items which might be assumed to teflect moti-

\ L

vation. Examples of guch items are: -

Is it important to you to do well in school?

I want as much education as I can get.

Do you worry about doing well in class?

Generally, U.S. students do not, in any seﬁse, seem to be less moti-
vated toward school achievement than other students. Indeed, from these
data, limited as they are, one might argue that U.S. students seem to be
highly motivated toward school achievement. It is troublesome, however,
that the method of assessing motivation.was nqf derived from or Laly
integrated with motivational theo;y. At best, the moti;atioéal items
are superficial in nature and limited in scope. Equally, if not more
important, is the fact that they relate to previous generations of
students. It is understandable that large cross—-national surveys take
time to conduct and are, therefore, outdated when they are published.

In some cases, this may pose few problems. However, if one is spe-
cifically concerned with current problems and a possiblity of a current
shift in achievement values, these data may be less than totally con-
vincing. They cannot and truly do rot answer the question of whether
the kind of deterioration in gshievement we think we see is a function

of a shift in cultural values. At a more specific level, they do not

reflect whether motivation toward school or schooling parallels a

1hny,

presumed loss in demonstrated achievement.
Along a similar line, the author and his colleagues (Fyans et al.,

in press) have recently concluded an intensive study of the meaning of °
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success, failure, and achivement in 33 different cultural groups. While
the specific focus was not on séhool achievement per se, ‘. méining of
‘education and its relevance to life goals were directly conside;ed. This
s R
{§tudy was likewise based on a comprehensive cross~national study conducted
over a period of time, beginning already in the 1950's and continuing in
the present. Specifically, it was based on the extensive work of Charles
Osgood and his colleagues (0Osgood, Suci, & Tannenbaum, 1957; Osgood, Miron,
& May, 1975).

For a number of years now, Osgood and ‘his colleégues have been syste—
matically assessing meaning systems across 1 variety of cultural and lin-

guistic groups. The meaning of over 600 concepts across over 30 cultural/

linguistic groups has been summarized in an Atlas of Subjective Meaning.

From a number of perspectives, these data present a veritable storehouse
of archival data on cultural variation in semantic meaning. Focusing
narrowly on the specific interests of this paper, the Atlas contains data
on the cruss—-cultural meaning of s%ggg}s, failure, ;nd a number of other
achievement-related concepts. Table 2 contains a listing of cultural/
linguistic groups involved in the study and Table 3 contains a listing of

»

the specific concepts employed by Fyans et al. in their analysis of the

-~

meaning of achievement across these groups.
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The Fyans et al. study asks two basic and complementary questions
in relatton to the data. A first question relates to possible similari-

ties in the meaning of achievement across the 30 cultural groups. In
¢
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reference to the first question, a cross—culturally generalifable factor
associated with achievement was uncovered. In other words, éémre was wide
and general recognition of a particular form of achievement.%’The com~
ponents of this factor are presented in Table 4 below. Briefly summarized,
this factor tends to emphasize work, knowledge, and freedom. It plays
down family, tradition and interperscnal concerns. Further, it may be
noted that the fictor stresses freedom and possibly also initiative and
effort. In all, there appears to be something like an achievement ethic
which is universally recognized as an identifiable behavioral category.
School and work are important components of that ethic, as is the percep-
tion of an open system where initiative leads to success. Those who
participate in this achievement ethic believe in themselves as an avenue
to success and they appear to be distancing themselves from traditional

ways as well as from the family and interpersonal ties.

Having first covered such a cross—cul tural factor, Fyans et al. (in
press) took the next step and asked: “How do societies found to be high
and low in this factor appear to differ in their conceptions of work and
achievement?" Examples of cultural/linguistic groups which scored low on
this factor were: Mysore-India, Romania, poland, Black English, and Sweden.
Examples of groups which scored high on this factor were: _ the u.s., (pre-

revolutionary) Iran, Afghanistani Pashtung, and West Germanpy.
‘5\
scored high on this cross—cul tural factor seem to view success in terms of

Groups which

demonstrating independent competence. Those who scored low seem to hold
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difterent gpals, includiug particularly goals associated with_retaining
social ties and enhancing interperscnal relationships. Folloé;ng McClelland
(1961,Qéa71, 1978), one might label them in terms of dominatiﬁg achievement
or affiliative needs. For the present purposes, what is particularly in-
teresting 1s that the United States is found in what here is seen as the
highly achievement oriented group. This complements the sketchy evidence
in the IEA report that achievement was alive and well in the U.S., several
years ago at least.

Belief systems integral to a society are appropriately thought of as
determiners of achievement patterns. Yet, it does not seem that the
United States is missing something in this regard--unless a drastically
significant change in beliefs, ideology and values has occurred within
the last couple of years. The available evidence, while at least ten

years old, seems to suggest that the U.S. is very definitely an achieve-

" ment-oriented society, valuing education, science and technology as a

means of reaching societal and personal goals. All in all, then. 1f one
is looking for a loss in the “achievement ethic” or for that matter the
~work ethic” (cf. for example, Yankelovlich, 1982) as a possible cau.e of
lower school achievement, their search may well be in vain.

Social organization and structure. Besides ideology, there are

perhaps structural features of the society which may serve to factlitate
achieving orientations. Among these, the procedures and processes that
must be followed in moving up the socioeconomic ladder may be_ thought of

as especially iwmportant (cf., Duncan, Featherman, & Duncan, 1972; Levine,

. \
1966; Ogbu, 1977). On a speculative basts, one might wonder about the

X

trends in our society ahd how these might affett achievement patterns.




;this will have its effects on our society as a whole as well asi_bn our \
view of education in particular. As yet, we Simply do not know. Simi- o )
larly, it is obvious that we are increasingly becoming a society of older p
persons. It is reasonably predictable therewith thﬁt governmental funding

1s likely to be directed more and more toward serving older perssns. The f'//

full effects of this too are unknown, though it is hard to believe that they\

s
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There is no longer a frontier and jzccozraphical mobility in the §ervfce
of finding ever-widening opportunities way also have diminishe¢; Possibly‘ _
will be positive as far as educational achievement i§'concerned. Mazhr and l
Kleiber (1980) have recently speculated on the effects of achieving orienta-
tions on yocunger persons in an aging society. In this regard, they suggest
that quick movement up occupational and career ladders may be much more
difficult for those who are now beginning their careers than it was in the
past. Again, the motivational effect® 6f"this can not be gsatisfactorily
determined but they are not likely to be posiiive.

Perhaps one of the more fascinating recent occurrences in our society
{s decrease in birth rate and size of family. The so-called "graying of

America” is of course not only a product of longevity but also of birth

rate. In this regard, recent research on family size and achievement is

intriguing. Researchers such as Zajonc (1976; Markus & Zojonc, 1977;
Zajonc & Bargh, 1980; Zajonc & Markus, 1975; see also, Felson & Land, 1978)
have for a number of years now maintained that decreasing SAT scores were

-

a function of birth rate. When the birth rate was large and iqgreasing \‘
achievement patterns tended to decrease. Most recently, as bircth rate has ‘

decreased, the signs of increase in achlevement scores can be noted. The

precise mechanisms which connect demography and school achievement are nct

4
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readily specifiable. Yet, we might imagine that increased birth rate was

accompanied by a situation in which individual children were shﬁét—changed

@ducationaliy. They were part of larger families and were crowded into

[ 4

zlassrooms that were in many cases ill-prepared to handle them. The time

devoted to instructing any given individual child is likely to be a nega-

\ tive function of the number of children there are to instruct. It is
possible, then, that the decrease in the birth rate could be followed by
a commensurate increase in achievement in the schools.

While demographic shifts may ultimately occasion changes in school

. achievement, such changes will occur only as these shifts, in fact, lead

N

- to greater emphasis on school achievement. There is no necessary reason
to assume that the fewer children will automatically command proportion-—
ately greater attention. Indeed, there is evidence that as a society we
are currently less concerned with the schooling of our children than are
other highly developed societies. There is evidence, for example, that
education forms a more important part of the life of a Japanese child
than the U.S. child. Thus, the typical Japanese child spends more time
in school and on school-related tasks than the typical U.S. chiid (Easley,
Note 1). This is possibly also true in other countries such as Russia
(cf. for example, Davis, Romberg, Rachlin, & Kantowski, 1979; Keitel,
1982). The research on achievement certainly indicates rather clearly
a correlation between time spent attending to a task and achieving

-

j (Rosenshine & Berliner, 1978). There may, of course, be an optimal

time and mere enforced exposure to materials is not desirabIe:(cf.,

o

Maehr & Willig, 1982). However, there is reason to believe that
benefit could be derived by lengthening the school day, the school year

and by encouraging extra-school academical ly related activities {e.g.,

4.
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homework, computer clubs, science clubs, nature hikes, etc.). One might
therewith wonder about the wisdom of a three-month summer vacaté;n—-an
éppropriate enough policy for a rural society in which children5§lay a
éignificant role in the economy~-but appropriate in an industrial society
where children find little place in the economic scheme of things? Rather
than feeding large amounts of money into competency based testing schemes,

new curriculum materials, or what have you, it may be valuable to consider

directing whatever resources are availqplg\iirthe developmep mechanisms
/ /
which essentially lengthen the time of exposure ’ |uc al-materha
N |
What Causes Motivation} An Interpreti -}L-még

/
.The literature review prese ted in the previous section of“this paper

should at least provide an overviek\if\ii?/yariety of factors that may
af fect motivation and achievement in school and beyond. While this review
may reflect the variety and richness of the data, it may also present a
less than coherent picture of motivation and achievement. To counteract
that possibility it may prove helpful to provide an interpretive summary
of what we may have learned from all this research. We do so in terms
of a theoretical framework outlined by the author elsewhere (cf., Maehr,
in press-a, in press-b; Maehr & Braskamzp, Note 6; cf. also, Klinger, 1977).
The review of the literature has indicated the following:
1) Certain situations tend to affect motivation; variation in classroom
conditions has its effects.

™=

2) Certain individuals are more or less likely to exhibit motivation

[RTIPIEN

to achieve, regardless of situations.
3) Broad social and cultural factors define achievement possiblities

and orieatations.

4.
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One might add to this list what should have been implied throughout,
namely that these factors interact with each other. For example, indivi-

duals who hold certain motivational orientations are likely t&~respond

FREEE LT

better to one rather than another situation (cf., e.g., Atkinso; & Feather,
1966; Atkinson & Raynor, 1974; Hunt, 1971; Miller, 1981).

Keeping these factors in mind, one may view the various possible
/////////Q\\\ causes of motivation and personal investment as revolving around three
basic perspectives that the student may hold: action possibilities, seuse

of self, and goals. Figure 2 suggests the overall scheme envisioned.

However, a word or two about each of these and the conditions that affect
them is necessary.

Action Possibilities

The term "action possibilities” refers to the behavioral alternatives
or options that a person perce.ses to be available to him or her in any
given situation. One will act in terms of what is perceived as possible.
It is not likely that computer programming skills will evolve where there
are no computers or any opportunity to use them. But besides what is
perceived to be available in one's world, there is a parallel perception
of what is appropriate to do in terms of social and cultural norms that
exist for the individual. Playing with computers is not truly a realis-

-

tic option for many students in the U.S.--even though they have seen one

b

and even though they know a bit about its properties. Playing with com-

puters may simply not be the thing to do. That is, it 1is not behavior )
|
!

4‘r
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that is encouraged and rewarded by one's reference groups. It is some=
24 g p

thing done by others, in other groups and contexts and 1is,. thgfefore,
alien to one's identity. In order to entice such a person inép becoming
interested in the micrc chip world one would have to provide more than
simple instruction in the existence of microprocessors. Inspite of exten-
sive information about computers, their uses, careers in computer science
etc., the student may still develop no interest~-particularly if computers

are not really an inherent part of his cultural world. It 1is of interest

in this regard that computer clubs and camps are largely popul ated by boys

(cf., Lepper, Note 7). One might surmise also that minofity group members .

are underrepresented among groups revolving(around the use of computers—-
except perhar. in the case of the increasingly popular computer games.
This all may be fairly obvious, yet. it is well to recognize that
it is an absolutely critical facet of the motivational process. When
wondering why a person does or does not do something, one has to consider
first whether that something is in fact a part of his or her world.
Opportunity is the sine qua non. In some ways, this is most clearly
evident in the case of those who become elite performers. In this regard,
the research of Bloom (1982a; 1982b) provides a very interesting example.
As noted earlier, Bloom and his colleagures have been studying world class
performers in five areas: (1) athletics [tennis players, swimmers],
(2) musicians [pianists), (3) mathematicians, (4) artists [sculptors]), and
(5) neuroscientists. One of the many interesting findings gf this most

fascinating study relates to the point presently at issue. »These per-—
formers, in an important sense, were borun into the “right families.” The

families valued the particular activity involved. They promoted and re-

warded 1t. They wade it not only a viable, but a salient option. They

4:
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also knew how to facilitate achievement in this activity. Net that this
alone was sufficient, since not all children in a particulaggfamily would
eventually develop their talent to the same degree as the oaé who actually
became the elite performer; yet, the opportunity had to be there.

All in all, one cannot really say much that is definitive about
choice and direction in behavior unless one knows something about the pos—
sibilities from which such choices are made. Choosing to go to college,
may be a real choice among alternatives—-and this represents motivation
for one. For another, it may represent no choice at all and be of ques-
tionable value as an indicator of motivation.

Sense of Self

Given certain action possibilities, what determines the precise course
the person will take? As indicated eariier, recent research on motivation
and achievement has moved away from a notion that a general motive or moti-
vational orientation is at the source of achievement behavior. In particu-
lar, the emphasis is not on internaiized needs, drives or minimally con-
scious processes. Rather, the emphasis is increasingly being placed on
judgments that the individual makes about him or herself in relationship
to the perceived situation. Whether or not a student will exhibit the
choices, persistence etc. that lead us to say that s/he is “really moti-

vated" is significantly associated with certain perceptions of self in

relationship to the situation. Sorting threcugh the literature, it is

possible to designate four components of self=hood that figure prominently

in motivation: (1) self-identity, (2) perceived autonomy and responsi-

&

bility for the self, (3) sense of direction and (4) sense of competence.

A brief word about each of these and their roles in determining achievement

may be helpful.
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1) Identity. By identity is meant that the individual perceives him-

or herself to be associated with certain groups and holds seleé&ed others

‘to be significant. Self-evidently, the effects of social expectations

v W

“discussed earlier are significantly dependent on whether or not the indi-

vidual recognizes the expectations as appropriate to himself or herself.
Moreover, self-identity affects knowledge about and acceptance of certain
purposes and goals. But self-identity not only serves to define what 1is
worth striving for, it also defines how striving should occur. The point

is that socially normative expectations derive from one's identity, they

are a direct function of one's definition of self as a member of a particu-

lar social or cultural group.

2) Autonomy/Responsibility. The second facet of self-hood deals with

the perceived origin of an act. Does the individual initiate it? Is it
prompted by other persons, things or events? Does the individual see him
or herself as an origin or as a pawn in a particular course of aétion? As
a general rule, the perception that one truly plays a causal role in the
outcome of an eveut is a perception that is followed by increased effort.
In some ways of greater importance is that this perception is assoclated
with what is judged to be “intrinsic motivation™ or independent effort.

It ensues quite apart from so-called extrinsic rewards. Indeced, extrin=-
sic rewards appear to militaté,against the perception that one 1is an ini-
tiator and therefore the use of extrinsic rewards often subvert intrinsic

-

interests and independent motivation (cf., e.g, Lepper & Greene, 1978).

3) Sense of direction. Sense of direction is a facet of q;lf-hood

which is typically implicit in comparisons of persons who vary in mot iva-

tion to achieve. As defined by Haehr and Braskamp (Note 6), it refers

Q 4,
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vecy specifically to the tendency to set goals and organize one's behavior

accordingly. In an important sense, the person has a sense gLat she is
becoming something ra.her than just being something (cf., AlIport, 1955).
As such, the category encompasses such ¢ritical components of achievement

over the long term as ability to delay gratification (cf., Mischel, 1974).

4) Sense of competence. By sense of competence, I refer more specifi~

cally to a subjective judgment a person might make about his or h;r ability
to perform effectively. It is, simply put, the juugment that one can do
something. or that one cannot. This judgment varies in degree and extent,
Thus, it may be limited to one particular area or §eneralized broadly
across a variety of performance domains. Some will view themselves as
more, some as less, competent in regard to a specific domain--or in
general. In any event, we are referring to a subjective judgment a
person is likely to make about his or her ability to succeed at a task
1{f he or she tries. It is noteworthy that this component of self is
probably the one most often associated with achievement motivation
(cf., Kukla, 1978; Nicholls, in press; Roberts, in press-a, in press=b).
How perceptions of self will affect motivation and achievement in a
particular case depends on the goals that one person might hold. The
term goal refers to the motivational foeus of the activity: What does
the person evxpect to get out of performing? What 1s the value of the
activity? 1More concretely, how does a person define “succqgs“ and
“failure™ in the situation? ,While one might imagine the eg;stence of
an infinite number of goals that might exist, four categori;s of goals

seem to be of primary importance in influencing achievement patterns in

44
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school (cf., Maehr, in press—a, in press—-b): task, ego, social soli-

darity, and extrinsic rewards. A brief word about each of these goals
-

c.and their effects on classroom behavior is in order.

2y Wy

The task goal category ﬁay be viewed as embracing two stéwhat dif-
ferent purposes in performance. First, there is the performance situation
described by Csikszentmihalyi (1975; 1978), in which the individual is
totally absorbed in a task and where social comparisons of performance are
remote or are virtually non—existent. second, there is the competence
motivation situation initially described by White (1959, 1960) and cur-
rently the object of considerable research (cf., for example, Harter, 1980,
1982; Harter & Connell, in press). In either case, however,‘the point is
that the focus of the activity is the task. One is absorbed in performance
and social concerns are minimally present. One performs the t#sk to obtain
what is inherently and intcinsically available in the task itself. Where
performance leads, or whether othere approve, is of minimal importance.

Ego goals refer to {ntentions which revolve around doing better than
some socially defined standard, especially a standard inherent in the
performance of others. Whereas, task-oriented goals are at most self-
competitive, ego goals are explicitly socially competitive (cf., Maehr &
Sjogren, 1971). Achieving the goal inevitably involves beating someone,

doing better than another, winning, being the best. Not surprisingly,

one's sense of competence becomes particularly important when ego goals

vy o

are salient.

Social solidarity goals are not always thought of, striq?ly speaking,

as achievement goals. Yet, any serious consideration of achfevement in

the classroom can hardly ignore the fact that pleasing significant others

‘ Y
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is apparently a critical factor in many instances. Thus, in interaction

with a teacher, the student may wish to demonstrate that he or;éhe has

good intentions, means well, tries hard, and in this sense is g-good boy

s Wy

.or girl. When one holds a social solidarity goal, faithfulness is more
important than doing the task for its own sake; faithfulness is more im-
portant than doing the task to show that one is better than someone else.
Clearly, demonstrating good {ntentions is an acceptable mezns of gaining
gsocial approval, not only in various stations in life, but most specifi-
cally in the classroom. It is that means of gaining social approval that
is especially designated by the category, social solidarity.

Extrinsic rewards refer to a class of goals that are of ten desig-

nated or associated with earning money, a prize, or some other desideratum,
not, strictly speaking, inherent in the performance of the task itself.
Presumably, such rewards are, in fact, alien to the task in an important
sense. More importantly, they are alien to the individual's personal
reasons for performing the task. One might suggest that it is more
appropriate to view these goals not as ends in themselves but rather as
means to other ends. They are sub-goals, if you will, the attaining of
which facilitates reaching other personal and more intrinsic goals. In
any event, recent work on the social psychology of extrinsic/intrinsic

motivation (Deci; 1975, 1980; Harter, 1980; Lepper & Greene, 1978) has

made it quite clear that any comprehensive understanding of achieve-

. ment must concider the role that external rewards play in coatrolling

L~

achievement, not only in the world of work, but also inm school.

b

Ll

1t is easy to surmise how the existence of these goals modifies be-

havior. It is also evident that one's sense of self is integrally tied

‘ by
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to the goals which s/ne brings to a situation or.the way s/he might
respond to any goals implicit in the structure of the task. f;us, there
are those who seem to be motivated when they can demonstrate t%@t they
are better than others. And, there are those who “freeze"” when they are
in a competitive situation. Recently, Nicholls (1979) has argued per-
suasively that classrooms should endeavor to create a task goal orienta-
tion. Under these conditions, optimum classroom motivation is most
likely to be created.

Conditions Affecting Action Possibilities, Self~judgments, and Goals

while certain action possibilities, sense of self and goals may be
viewed as mediating factors most directly responsible for determining moti-
vation and personal investment, the question is ineviiable: What faffﬁfé'
or events are antecedent to such perceptions? How does the individu&&_come
to view himself/herself and a specific situation ir a way that he/she will
favest his/her best efforts there?

In broad outline, one may think of meaning and personal investment

as having their source in the dual factors of situation and person and i{n

a complex of person/situation interactions. Such designation is sufficient
for certain purposes. In considering instructional contexts, the outline
of factors presented in Figure 3 may have greater utility. Figure 3 out-

lines four antecedent categories: task design, personal experience,.in-

struction, and sociocultural context. Additionally, it may be suggested

that underlying the effects of all other facters, are developmental/
maturational factors. In particular, it seems evident that cggnitive
development would play a major role in modifying the function of these

factors. Suggested more directly by the figure is the proposition that

¥t
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different external factors are likely to affect the various components

of meaning differentially. Thus, previous learning and persoﬂﬁl experience

fd

is likely to have a major impact on one’s sense of self, whereas instruc—
tional programs and the broader sor‘~cultural milieu of which tbe student

is a part would be especially important in defining action possibilities.

For example, as the teacher stresses learning for learning sake (cf.,
Nicholls, 1979), competition (cf., Ames, 1978, 1981;.Ames,\Ames, & Felker,
1977; Hill, 1980), or interpersonal relationships the students are likely
to hold quite different goals for performance in this situation. In the
case where the teacher makes the learning experience a matter of winning
or losing, there are of course important different effects in the case of
persons who vary in their sense of competence.

While one may surmise that external factors may be differentially
important in this way, the fact of the matter is that it is difficult to
separate cause and effect so simply. Motivation is complex and multi- | ,
determined. It is regularly a product of a cembination of factors,
hopefully, that too is evident not only in Figure 2 but also in all that

has been said throughout this paper.

Toward Excellence in Schooling: Some Conclusions

Relevant to the Present and Future State of U.S. Education

The previous revizw and interpretation of the literature suggests
what we now know about motivatinn and school achievement. It also sug-
gests areas of concern relevant to the quality of education gn the U.S.
and, where possible, considers whether other societies preseﬁt atfractive
alternatives. In this final section of the paper the purpose is to iden-
tify certain valid conclusions that may be useful for those comtemplatiny

policy changes designed to improve schooling in the U.S..

-
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First, it is w~ell to re-state a point made at the outset: It should
not be assumed that public education in the U.S. has failed oriéhat school

L

-achievement has suffered irreversible decline. The evidence séggests a

£ R

imore consider<d jvdement and hesitation in concluding that somehow the
system hag gone awry. Similarly, it cannot and shoyld not be concluded
that today's student hkas somehow lost the will to learn, to excell and
to achieve. Indeed, the limited .evidence that is available indicates
rather that, compared to other climes and times, the achievement ethjc
is alive and well in the U.S. However, this is not in any sense meant to
suggest that improvement is impossible. It is in no sense a time to be
smug about the status of schocling in the U.S. Improvements can be made !
Admittedly, motivation theory and research does not characteristically
speak directly and unequivocaiiy to iESues‘of pelicy. Yet, it does imply
action that may be taken relevant to the development of effective educa-

tional policy. Several possibilities ccme readily to the fore.

1) If students are to diregt themselves toward school achievement,

school achievement must be seen as important. If students are to be

enticed into intellectual activities, such activities must be perceived

as a lively option in their lives.

It is possible that in stressing the needs of all children, we have
not effectively communicated the value of academic excellence. In any
event, certainly one way of symbolizing the importance of academic ex-

_cellence is to set aside resources for cultivating it. Another way is

to put it on display. The underfunding of programs for so-caljed “gifted

students” and the reduction of activities which stress outstanding intel-
lectual and cultural achievements may be communicating an unintended

message regarding the value of academic excellence.

ERIC | . 50
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2) A quick solution to communicating the value of excellence 1is

often thought to be a program which stresses a “return to the basics.”

,'?

“This is by no means an all-purpose solution.
€

One cannot reasonably argue against the importance of skill develop—

LY

.ment. However, it may be fairly argued (cf., Maenr, in press a; Stake &
‘Easley, lote 8) that program emphases which focus on basic skills and

| competencies all too readidly tranclate into concerns with minimum

|

i standards rather than outstanding achievement and creative enterprise.
‘ Moreover, if such stress on the basics is accompanied by a stress on
external evaluation and authoritarian instructional procedures, impor-
tant principles of motivation will likely be violated. It is when the
student participates fully in the teaching-learning process that the
best results will be obtained. Insofar as procedures make the student
a “"pawn” in the instructional process, one reduces not only motivation

but likely also creative and continuing achievement.

3) Establishing standards through state and national examination

-

1

procedures has a bright--and a dark--side.

Certainly, the establishment of comprehensive examination procedures

can serve to emphasize that achievenent in school 1is truly valued. How-—
ever, such procedures are also problematic. They can make teachers and
students captives of tests and standards of limited and questionable
relevance. Not only could this limit creativity in the teaching~

learning process, it could also limit initiative and have generally nega-

-

rive effects on motivation. Thus, it would indeed seem unwise:to push

-

strongly at this point for any type of national examination drogram--

even if it were possible to establish such. One cannot conclude that

-
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societies which sponsor national examinations have thereby enhanced achieve-
ment. The possible (1) positive experience of Japan should be;;onsidered
zin the light of numerous other societies where national exa#iné?ions also
:play a major role but where achievement patterns are probably not an
acceptable model for us. More realistically, it is well to consider the
eftectiveness of the varied state-wide programs that have been inaugurated
in recent years. I am personally very positively disposed towards the
state-wide testing program inaugurated in Illinois, not only because of

my small role in this regard but also because this program seemingly

manages to promote standards without reducing local initiative,

4) Consideration should be given to increasing the time devoted to

learning through structural changes in new programs.

wWith the cutback in educational funding in recent years, there has
been a decrease in formally sponsored school-related activities. Appar-
ently students in countries such as Japan and Russia spend considerably
m&re formally spunsored time in educational or quasi-educational activi-
ties than do U.S. students. The U.S. school day is short, summer vacation
is long, reflecting more the needs of a rural past than parenting and
teaching concerns of the present. Perhaps educational opportunities are
not as fully available and alive for students in the U.S. as we assume
they are. In any event, it seems clear that time allotted for educational

activities needs serious examination.

S) Throughout this review, one central motivational principle has

been pervasive: other things being equai, sense of participation en-

h- 5 motivation.

Ti.c more one is made to feel like a pawn, the less one wiil be moti-

vated on a continuing basis. Certain performance appralsal procedures,

,e-

ERIC Ry




teaching styles, and management practices can all serve to create the

P

pawn feeling that reduces the independent striving for excellence.

W

zPossibly, this principle can be generalized broadly across a variety of
‘ -
-donains and persons which impinge on or participate in the educational

process. Among these, T will single out three for comment. Comment
too brief to be anything but provocative of further exploration, dis-

cussion and study.

a) Parental involvement. It is by no means unusual to mention

varental involvement as a significant factor in enhancing school achieve-
ment. There are many facets to this matter, of course. Here I wish
merely to suggest the possibility that as participation may be motivating
for children so may it also be for parents. Thug, one motivates the
parent to play an important role in the teaching-learning p ocess as one
arranges for situations which encourage parental participation and in-
volvement. Once amotivated, of course, a plan of e: ~ctive action must
be made available. Perhaps coordinate home-school teaching through com-
puters provides an option for some, Doubtless available parent-teaching
programs need to be employed more fully and new ones developed. In any

) event, significant attention must be given to the parental role in the
educational process. 1In this paper, the focus is on motivation. The
immediate point relates to motivating parents to becows involved; the
suggestion is that parents, like children, are motivated to b ~ome in-

‘volved when they can indeed have an effect (cf., Maehr, lartman, & Bartz,

in press).

Mg gy

[a QN

b} Educiational management styles. FEducational management styles
! q

vary in the degree to which those who are most directly responsible for

fi(/
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fnstruction are free to determine the process. As deCharms (1976)

quickly learned in his attempt to enhance the motivation of g;hool
children, one has to ;tart with the teachers. Teachers who féel like
pawns are not motivated teachers and probably cannot motivate students
either. As we examine and re-examine management styles which facilitate
productivity in industry (cf., for example, Ouchi, 198l) we do well to

apply our lessons to educational organizations.

c) Choice of educational services. If choice and participation

is as important as suggested throughout this paper, would we not do well

to expand the choice opportunities for obtaining educational services?
Again, there are many facets to this but consider one: the centrally
controlled assigrments of students to schools and to teachers. Effi~-
ciency, equity and a few other important factors demand some degree of

this to be sure, but have we really pushed as far as we can to give parents
and students a choice? Perhaps magnet school concepts need to be enhanced
in nature and scope and expanded ir use.

This paper has not only presented a general review of motivational
factors that are important in school achievement, it also suggests per-
spectives for ex;mining current practices and policies. Perhaps, even
more important, it may have yielded an idea or two which could be worth
testing in the educational marketplace. In any event, I conclude on a
note of optimism. Considering the present state of U.S. schools there
is potential for improvement amidst a situation which is by no means

A’ -
hopelessly impossible. Certainly, there is every reason to believe that

the will to learn, to achieve, to excell, is very much present among

stidents, teachers and parents in the U.S. today. In short, there is

Dy
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much to build on in enhancing the current state of affairs. Hopefully,

some motivation principles that may be helpful in this regard ééy be set

-forth in this paper in a manner that may prove useful to those sho must
£ -
“determine policy.

“
X

|

1

o (- ;
‘ Dy 1‘




55

- o

Reference Notes

o

|. Easley, J. Personal communication, July 1982.

th,

2. Walberg, H., Chair. Educational productivity: Theory, evidence, &

FIRN]

prospects. Paper presented at AERA symposium, Los Angeles, April
1981.

3. Perry, E. Communication of teacher expectations over time. Paper
presented in a symposium at the American Psychological Association,
Chicago, September 1975.

4. Sears, P. The effect of classroom conditions on the strengths of
the achievement motive. Cooperative Research ?roject No. OE 873.
Stanford University, 1963.

5., Holsinger, D. B. Time, content and expectations as predictors of
school achievement in the USA and other developed countries: A
review of IEA evidence. Paper presented to the National Commission
on Excellence in Education (Contract No. NIE-Q-82-0038), 1982.

6. Maehr, M. L., & Braskamp, L. Personal investment: Successful achileve-

ment and life satisfaction, in preparation.

7. Lepper, M. R. Microcomputers in education: Motivational and social
issues. Invited address to the 90th meeting of the American

Psychological Association, Washington D.C., August 1982,

8. Stake, R. E., & Easley, J. A. (Case studies in science education. A

project for the National Science Foundation. Center for Instructional

-

Research and Curriculum Evaluation and Committee on Culture and Cogni-

| by

tion, University of Illinois, Urbana-Champaign, January 1978.

Q -

l;}glﬂ;‘ SN




56

References

..l& \".I

Allport, G. W. Becoming: Basic considerations for a psychology of person-

ality. New Haven: Yale University Press, 1955.

10 WMo

Ames, C. Children's achievement attributions and self-reinforcement:
Effects of self-concept and competitive reward structure. Journal of

Educational Psychology, 1978, 70, 345-355.

Ames, C. Competitive versus cooperative reward structures: The influence
of individual and group performance factors on achievement attributions

and affect. American Educational Research Journal, 1981, 18, 273-287.

Ames, C., Ames, R., & Felker, D. W. Effects of competitive roward structure
and valence of outcome on children's achievement attributions. Journal

of Educational Psychology, 1977, 69, 1-8.

Atkinson, J. W., & Feather, N. T. (Eds.). A theory of achievement mot iva—

tion. N.Y.: John Wiley & Sons, 1966.

Atkinson, J. W., & Raynor, J. O. (Eds.). Motivation and achievement.

N.Y.: John Wiley & Sons, 1974,
Barkow, J. W. Attention structure and the evolution of humsan psychological
characteristics. In M.R.A. Chance & R. R. Larsen (Eds.), The social

structure of attention. London: Wiley, 1975.

Bloom, B. S. The role of gifts and markers in the development of talent.

Exceptional Children, 1982, 48, 510-522. (a)

Bloom, B. S. The master teachers. Phi Delta Kappan, 1982, 31, 664-668,

715. (b)

Ve gyt

Cole, R. E. Work, mobility, and participation: A comparative study of

American and Japancse industry. Berkeley: University of California

Press, 1979.

ERIC b 1

o




v

57

coleman, J. S., & Associates. Equality of educational opportunity. U.S.

Department of Health, Education, and Welfare, Washingtonjﬁ.c.: U.S.

b

Government Printing Office, 1966.

Csikszentmihalyi, M. Beyond boredom and anxiety. San Francisco: Jossey-

Bass, 1975.
Csikszentmihalyi, M. Intrinsic rewards and emergent mot ivation., Im M. R.

Lepper & D. Greene (Eds.), The hidden costs of reward. Hillsdale, N.J.:

Lawrence Erlbaum Associates, 1978.
Davis, R. B., Romberg, T. A., Rachlin, S., & Kantowski, M. G. An analysis

of mathematics education in the Union of Soviet Socialist Republics.

ERIC Clearninghouse for Science, Mathematics and Environmental Education,

Ohis State University, 1979.

deCharms, R. Personal causation: The internal affective determinants of

behavior. N.Y.: Academic Press, 1968.
deCharms, R. Personal cauigfion training in the schools. Journal of

Applied Social Psychology, 1972, 2, 95-113.

deCharms, R. FEnhancing motivation: Change in the classroom. N.Y.:

Irvington Publishers, 1976,

Deci, E. L. Intrinsic motivation. N.Y.: Plenum, 1975.

Deci, E. L. The psychology of self-determination. Lexington, MA: D. C.

Yeath & Co., 1980.

Duda, J. Achievement motivation among Navajo students: A conceptual

analysis with preliminary data. Ethos, 1980, 8-4, 316-337.

Duda, J. A cross-cultural analysis of achievement motivation in sport

and the classroom. Unpublished doctoral dissertation, University of

Illinois at Ucrbana-Champaign, 1981.

b




58

Duncan, O. D., Featherman, D. L., & Duncan, B. Socioeconomic background

and achievement. N.Y.: Academic press, Inc., 1972.

..l* l‘li

Dweck, C. S. The role of expectations and attributions in tire alleviation

' )

of learned helplessness. Journal of Personality and Social Psychology,

1975, 31. 674-685.

Dweck, C. S., & Goetz, T. E. Attributions and learned helplessness. In

J. H. Harvey, W. Ickes, & R. F. kitt (Eds.), New directions in attribu-

tion research Vol. 2. Hillsdale, N.J.: Lawrence Erlbaum Associates,

1978.

responsibiliry in children. Journai of Personality and Secial

Dweck, C. S., & Reppuci, N. D. Learned helplessness and reinforcement l
Psycholony, 1973, 25, 109-116.

Ewing, M. E. Achievement orientations and sport behavior of males and

females. Unpublished doctoral dissertation, University of Illinois
at Urbana-Champaipgn, 1981.

Felson, M., & Land, K. C. Social, demographic and economic interrelation-
ships with educational trends in the United States, 1947-1974. In

J. Simon (Ed.), Research in population economics, Vol. 1. Greenwich,

Conn.: JAI Press, 1978.
Frieze, I. H. Beliefs about success and failure in the classroom. In

J. H. McMillen (Ed.), The social psychology of school learning. N.Y.:

Acadenic Press, 1980.

Frieze, 1. H., Shomo, K. H., & Francis, W. D. Determinants of subjective

feelings of success. Unpublished paper presented at the;LRDC Conference,

H

Teacher and student perceptions of success and failure: Implications
re

for learning. Pittsburg, PA, October 25-26, 1979.

" |




59

s

Fyans, L. J., Jr., Kremer, B., Salili, F., & Maehr, M. L. The effects of

evaluation conditions on continuing motivation: A studysof the cultural

personoiogical, and situational antecedents of a motivational pattern.

' R

International Journal of Intercultural Relations, 1981, 5, 1-22,

Fyans, L. J., Jr., & Maehr, M. L. Attributional style, task selection and

achievewent. Journal of Educational Psychology, 1979, 71, 499-507.

fyans, L. J., Jr., Salili, F., Maehr, M. L., & Desai, K. A. A cross—

cultural exploration into the meaning of achievemeut. Journal of Per-—

sonality and Social Psychology, ia press.

Harter, S. A model of intrinsic mastery motivation iu children: Individual
differences and developmental change. In W. 4. Collins (Ed.), Minnesuiz

symposium 1n (hild veychology. Vol. 14. Hillsdale, N.J.: Laurence

1

trlbaum, 1980.

Harter, S. Developmental perspectives in the sel f-system. 1In M.

Hetherington (Ed.), Carmichael's manual of child psychology. Volume on

social and personality developmevt. N.Y.: Wiley, 1982.

Harter, S., & Connell, J. P. A structural! model of the relationships among
children's academic achievement and their self-perceptions of competence,

control, and motivational orientation in the cogritive domain. 1In J.

Nicholls (Ed.), The development of achievement motivation. Greenwich,

Conn.: JAI Press, in press.
Mil., K. T. Motivation, evaluation, and testing policy. 1In L. J. Fyans,

Jr. (Ed.), Achievement motivation: Recent trends in theory, and

1A, 4y

research. N.Y.: Plenum Press, 1980.
Horowitz, R. A. Psychological effects of the "open—-classroom.” Review

of Educational Research, 1979, 49, 71-86.

b,




Ontario Institute

Matching models in education. Toronto:

Hunt, D. E.

for Studies in Education, 1971.

T N

he USA and

Mathemat ics education and educational rescarch in

- Keitel, C.
1982,

Journal of Curriculum Studies,

. )

USSR: Two comparisons cowmpared.

14, 109-126.
Roles and identities. In N. Osgood

Kelly, J. R. Leisure in later life:
(Ed.), Life after retirement. N.Y.: Praeger, 1982.

ner experience and the_incentives in

Klinger, E. Meaning and void:

University of Minnesota Press, 1977.

people's lives. Minneapolis:

Development as the aim of education. Harvard

Kohlberg, B., & Mayer, R.

Educational Review, 1972, 42, 449-496.
A synthesis of social and psychological

Kremer, B. K., & Walberg, H. J.
=, 1981, £5, 11 23,

See - Td.. A
St e uuu»utic.., >

influences on science learning.

Kuhlen, R. G. Developmental changes in motivatior during adult years.
Springfield,

In J. E. Birren (Ed.), Relations of development and aging.

1. C. Thomas, 1964,
In L. Berkowicz (Ed.),

An atucfbutional theory of choice.

Kukla, A.
N.Y.: Acadenic

Advances in experimental s~cial psycholegy, vol. ll.

Press, 1978.

Dreams and deeds: Achievement movivation in Nigeria.

Levine, K. A.

University of Chicage

Chicago:
Lepper, M. R., & Greene, B. (Eds.). The hidden costs cf reward: New ver-
' spectives on the psychology of human wotivation. Hillsdale, N.J.: Lawrence

v PN

cultural origins of achfevement. Monterey: Brocks/Cole,

N
b,




61

Maehr, M{ L. Culture and achievement motivation. American Psychologist,

1974/, 29, 887-896. (b)

b

Maehr, M. L. Continuing motivation: An analysis of a seldom considered

J I.""

educational outcore. Review of Educational Research, 1976, 46, 443-462.

Maehr, M. L. Sociocultural origins of achievement. In D. Bar-Tal & L.

Saxe (Eds.), Social psychology of education: Theory and research.

N.Y.: Wiley, 1978.
Maehr, M. L. On doing well in science: Why Johnny no longer excels;
why saran never did. In S. Paris, G. Olson, & N. Stephenson (Eds.),

Learning and motivation in the classroom. Hillsdale, N.J.: Lawrence

Erlbaum, in press. (a)
Maehr, M. L. Meaning and motivation. In R. Ames and C. Ames (Eds.),

Research on motivation in education, Volume 1: Student motivation.

N.Y.: Acadenic Press, in press. (b)
Maehr, M. L., Hartman, A., & Bartz, D. E. Metropolitan solution to de-
segregation problems: The social psychological harm of an administra-

tive remedy. In D. E. Bartz & M. L. Maehr (Eds.), School desegregation,

mot ivat ion and achievemont. Greenwich, Conn.: JAI Press, in press.

Machr, M. L. & Kleiber, D. The graying of America: Implications for

\

achiéVemenL motivation theory and research. In L. J. Fyans, Jr. (Ed.),
/

Ach{;vement motivation. N.Y.: Plenum press, 1980.

Maehr, M. L., & Kleiber, D. A. The graying of achievement motivation.

American Psychologist, 1981, 36, 787-793. <

Maehr, M. L., & Lysy, A. Motivating students of diverse sociécultural

backgrounds to achieve. International Journal of Intercultural

Relations, 1978, 2, 38-69.

‘)\l




Maehr, M. L., & Nicholls, J. G. Culture and achievement motivation: Y.

A second look. 1In N. Warren (Ed.), Studies in cross-cultaral psychology,
(vol. 3). N.Y.: Academic Press, 1980. <
Maehr, M. L., & Sjogren, D. Atkinson's theory of achievement motivation:

First step toward a theory of academic motivation? Review of Educational

Research, 1971, 41, 143-161.

Maehr, M. L., & Stallings, W. M. Freedom from external evaluation. Child

Development, 1972, 43, 177-185.

.

Maehr, M. L., & Willig, A. C. Expecting too much or too little: Student
freedom and responsibility in the classroom. In H. Walberg & R. Luckie

(Eds.), Improving educational productivity: The research basis of school

standards. Chicago: NSSE Series in Contemporary Issues in Education,
1982.
Markus, G. B., & Zajonc, R. B. Family configuration and intellectual

development: A simulation. Behavioral Science, 1977, 22, 137-142.

McClelland, D. C. The achieving society. N.Y.: The Free Press, 196].

McClelland, D. C. Motivational trends in society. N.Y.: General Learning

Press, 1971

McClelland, D. D. Managing motivation to expand human freedom. American

Psychologist, 1978,¢33, 201-210.

McClelland, D. C., & Winter, D. G. Motivating economic achievement. N.Y.:

Free Press, 1969.

Miller, A. Conceptugl métchfng models and interactional research in

education. Review of Educational Research, 1981, 51, 33-84.
Mischel, W. Processes in delay of gratification. 1In L. Berkowitz (Ed.),

Advances in experimental social psychology, Vol. 7. N.Y.: Academic

Press, 1974,

‘;(: :




Nicholls, J. G.

Quality and inequality in intellectual development: The

role of motivation in education. American Psychologist, £?79, 34,

- 1071-1084., o .

Nicholls, J. G.

Conceptions of ability and achievement motivation: A

theory and its implications for education. In S. G. Paris, G. M. Olson,

& H. W. Stevenson (Eds.), Learning and motivation in the classroom.

Hillsdale, N.J.: Erlbaum, in press.

Ogbu, J. V. Minority education and caste. N.Y.:

Academic Press, 1977.

Osgood, C. E., Miron, M., & May, W. Cross—cul tural universals of affec-

tive meaning. Urbana, Ill.: University of Iilinois Press, 1975.

Osgood, C. E, Suci, G. J., & Tannenbaum, P. H. _The measurement of

meaning. Urbana, Ill.: University of Illinois Press, 1957.

Ouchi, W. Theory Z corporations: How American business can meet the

.

Japanese challenge. Reading, Mass.:

Addison-Wesley, 1981.

Parsons, J. E., & Cotf, $§. B. Achicvement motivation and values: An

alternative perspective. 1In L. J. Fvans, Jr. (Ed.), Achievement’

motivation. N.Y.: Plenum, 1980C.

parsons, J. E., Heller, K. A., & Kaczalla, C. The effects of teachers'

expectancies and attributions on students' expectancies for success

fn mathematics. In D. McGorgan (Ed.), Women's lives: New theory,

research, and policy. Ann Arbor:

Center for Continuing Education of
Women, 1980.

Pascarella, E, T., Walberg, H. J., Junker, L. K., & Haertel, G. D. Con~

tinuing motivation in sclence for early and late adolescents.

American Educational Research Journal, 1981,_L§, A39~552:

b,




64

Raynor, J. O. Future orientation in the study of achievement motivation.

In J. W. Atkinson & J. 0. Raynor (Eds.), Motivation and achievement.
=

-

N.Y.: John Wiley, 1974,

Y-

Raynor, J. O., & Entin, E. E. Motivation, career striving, and aging.

Washington, D.C.: Hemisphere, 198Z.
Roberts, G. C. Achievement motivation and sport behavior. In R. Terjuny

(Ed.), Exercise sport science review. Philadelphia, PA: Franklin

Institute Press, in press. (a)
Roberts, G. C. Achievement motivation in children's sport. 1In J. G.

Nicholle (Ed.), The development of achicvement motivation. Greenwich,

Conn.: JAI Press, in press. (b)
Roseashine, B. V., & Berliner, D. C. Academic engaged time. British

Journal of Teacher Education, 1978, 4, 3-16.

Rosenthal, R., & Jacobson, L. Pygmalian in the the classroom: Teacher

expectations and pupils' intellectual development. N.Y.: Holt, 19638,

Rubovits, P. C., & Machr, M. L. Teacher expectations: A special problem
for black children with white teachers? In M. L. Maehr & W. M. Stallings

(Eds.), Culture child & school. Monterey, Calif.: Brooks/Cole, 1975.

Sai{li, F., Maehr, M. L., Sorensen, R. L., & Fyans, L. J., Jr. A further

consideration of the eftects of evaluation on motivation. Anmerican

fducational Research Journal, 1976, 13, 85-102.

Soreasen, R. L., & Maehr, M. L. Toward the experimental analysis of

“continuing motivation.’

Journal of Educational Research, 1976, 69,

319-322. -

o,

Stipek, D. J., & Weilsz, J. R. Perceived personal centrol and academic

achievement. Review of Educational Research, 1981, 51, 10i-137.

‘)\«\‘




65

Triandis, H. C. Subjective culture and economic development, Inter-

I.* '1I

national Journa! of Psychology, 1972, 8, 163-180.

" Triandis, H. C., et al. The analysis of subjective culturel N.Y.:

- Wiley, 1973,
Uguroglu, M. E., & Walberg, H. J. Motivation and achievement: A quantita-

tive synthesis. American Educational Research Journal, 1979, 16, 375-389.

Wang, M, C. Development and congsegu:znces of students' sense of personal
F ¥
A
control. In J. Levine & M. C. Wang (Eds.), Teacher and student per-

ceptiong: Implications for learning. Hillsdale, N.J.: Lawrence

Erlbaum Associates Inc., 1981.
Wang, M. C., & Stiles, B. An investigation of children's concept of self

responsibility for their school learning. American Educational Research

I
|
|
|
l Jouraal, 1976, 13, 159-179.
l Weber, M. Die prc =stantische Ethik under der Geist des Kapitalismug,
|

Archiv fir Sozial Wissenschaft und Social Politik, 1904, 20, 1-54;
1905, 21, 1-115. (Translated by T. Parsons and published as The

Protestant ethic and the spirit of capitalism. N.Y.: Scribner, 1930.

Weiner, B. A theory of motivation for some classroom experiences. Journal

of Educational Psychology, 1979, 71, 3-25.

Weiner, B., & Kukla, A. An attributional analysis of achievement motiva-

tion. Journal of Personality and Social Psychology, 1970, 15, 1-20.

White, R. W. Motivation reconsidered: The oncept of competence. Psycho-

logical Review, 1959, 66, 297-333,

Al

white, R, W. Competence and the psychosexual stages of development. In

1

M. R. Jones (Ed.), Nebraska symposium on motivation, 1960. Lincoln:

University of Nebraska Press, 1960. Pp. 97-140.

Q ‘;}!




66

wiltlig, A. C., Harnisch, D. L., Hill, K. T., & Maehr, M. L. Sociocultural

and educa:ional correlates of success—failure attributiofis aad evalua-
’a‘..

tion anxiety in the school setting for Black, Hispanic, and Anglo

Vo

children. American Educational Research Journal, in press.

Wirtz, W. (Chair). On further examination. Report on the scholastic

College Entrance Board, 1977.

aptitude test score decline. N.Y.:

Psychclogy Today, 1982,

Yankelovich, D. The work ethic is underemployed.

5-8. (May)

Zajonc, R. B, Family configuration and intelligence. Scieunce, 1976, 192,

227-236.
Zajonc, R. B., & Bargh, J. Birth order, family size, and decline of

SAT scores. American Psychologist, 1980, 35, 662-668.

Zajonc, R. B., & Markus, G. B. Birth order and intellectual development.

Psychological Review, 1975, 82, 74-88.

Zander, A., & Forward, J. Position in group, achievement motivation, and

Journal of Perscnality and Social Psychology, 1968,

group aspirations,

8, 282-238.

ove %




67
£
- Table 1
Basic Patterns Followed in the Study of Achievement Motivation
1. PERSONALITY (SITUATION) +*ACH <VEMENT BEHAVIOR |
|
!
2. PERSONALITY —————SITUATION ————>ACHIEVEMENT BEHAVIOR |
— |
\
\
1
3. SITUATION (PERSONALITY) - ACHIEVEMENT BEHAVIOR §
OPTIONS
4. SOCLUCULTURAL CONTEXT———VALUES, GOALS —— —> ACHIEVEMENT BEHAVIOR
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Table 4

Cross-Cultural Factor of Achievement
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i) 0y
A

Concepts Vector Loading
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