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Abstract
Wiitten for teachers, this paper reviews basic concepts and issues

relating to the topic of student motivation in the classroom and suggests

strategies for teachers to use in motivating their students. The paper
identifies four ess ntlal precondxttons that must be in place lf teachers are

to motivate effectlvely and then prov1des descr1pt1ons and examples of four

sets of motivational strategxes. strat egies for ma1nta1n1ng students success

expectatxons, strategxes for supplylng extrlnsxc mot1vat1on, strateg ies for

caprtalzz1ng on ezis' g intrinsic mottvatton, and strate egie s for stimuiatihg
student motivation to learn the kncwledge or sk111s that academlc activities

are designed to dé@éi&ﬁ; The last set of strategies is given speciat emphasis

will d1rect1y st1mulate the type of hxgh—qualxty engagement in academic

content that is the heart of students motivation to learn: The examples are

drawn ééééiy from junior high soc1a1 studies classes, although the principles

iﬁﬁij to all grade levels and subject matter areas.
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ON MOTIVATING STUDENTS
Jere Brophy!l

Introduction

"I don't know wnat it means, but I did it."

worksheet (Anderson, Brubaker; Alleman-Brooks, & Duffy, 1984, p. 20). Unusual

only in that it was verbalized spontaneously, this remark typifies a problem

observed frequently by Anderson ot al. (1984) in their research observing
fi;gf-grade students working on seatwork assignments and then interviewing
them about what tﬁé} dié; why they did it, and how they did it. The data
indicated that many students (especially low achievers) did not understand how
to do the assignments: Rather than ask the teacher or get help in other ways,

however, these students often were content to respond randomly or to rely on
response sets (such as alternating or using geometrical patterns for circling

multiple choice answers or picking one from a 1ist of new words to fill fhe

blank in a sentence without reading the sentence itself). Low achievers in

particular tended to be more concerned about finishing their assignhments than

about understanding the content they were supposed to be learning.

ﬁigﬁ achievers éééﬁiéEé& most assignments suCCE’gfuii§ and showed less

concern about getting finished on time, but even they showed little evidence

of understanding the content-related purposes of the assignments. No studént

consistently explained assignments in terms of the curricular content.

Jere Brophy is coordinator of the Classroom Strategy project and a professor
in the Department of Teacher Education, Michigan State University. The author

wishes to thank Junz Smith for her assistance in manuscript preparation,



Instead; most responses were vague generalities (e.g.; "It's just our work" or
"We learn to read™). 1In general, assignments were virtually meaningless
ritoals for many of the low achievers in these first-grade classes; and even

the high achievers secmed only dimly aware of the purposes of the assignments

or the skills they were practicing as they carried them out.

Such findings are not unusuals Rohrkemper and Bershon (1984) interviewed

elementary-school students about what was on their minds when they worked on

assignments. They found that of 49 students who gave codable responses, two

were concerned only about getting finished, 45 were concerned about getting
the answers correct, but only two mentioned trying to understand what was
being taught. Corno and Mandinach (1983) and Blumenfeld; Hamilton, Bossert,
Wessels, and Meece (1983) have also expressed concern about the low quality of

students' éngégement in éiassrébm activiéiéé. Doy le (15535 éﬁégéééé that most
students are preoccupied with meeting requirements and getting acceptable
grades rather than with learning what they are supposed fo be learning, to the
point that they will avoid asking questions or seeking to probe more deeply
into the content because they want to stick with safe, éami1iaé routines:
Othier research (Brophy, éﬁhrkéﬁﬁéi, R&éﬁia, & Goldberger, 1983; ﬁéféér; 1981;
Lepper, 1983) suggests that students begin school with enthusiasm but

gradually settle into a dull routine in which interest centers on minimizing
the ;;éiéﬁiéy (about precisely what must be done) éﬁd f{ER (of failure)
involved in meeting teachérs' demands rather than on iéifﬁ;’:ﬁé what is being
taught.

GiGéE the nature of écﬁooiing; these séudénc accicuééé are under-

standable, at least to a degree. First, though schools are set up to



benefit students (as well as soc1ety at large, of course), compuisor?
attendance and graded §erforméncé tend to focus students' attentibn on the

benefits that they mxght derive from the experience. Second, téachers
confronted with classes of 20 to 40 students canmof meet each individual

students needs opt1ma11y, so that many students w111 frequently be bored Qﬁd

many others will frequently be confused or frustrated Thirdf classrooms are

public settiﬁjs; so that fallure often means not only personal dlsappoxntment
but publrc embarrassment before the peer group. Frnally, even in classrooms

where fear of fa11ure, test anxxety, and concern about avo1d1ng ambxgutty and

risk are m1n1m1zed both teachers and students can eas11y settle rnto fam111ar

routines as the school year progresses, to the pOlnt that these routines

become "the darly grlnd", that 1s, classroom activities designed as means tend

to become ends in themselves, with attent1on focused on what must be done to
combiete the activities rather than on the knowledge or skills that the

The 1ast factor leads to the main pOlnt of thls papEt' Even though we

can expect students to be concerned about meeting requxrements and earning

acceptable grades, it is also reasonable to expect students to be aware and

appreciative of the educational objectives of classroom activities and the

botentiil of these act1v1t1es for promotlng persona1 growth and enhanc1ng the

quairty of life, %f teachers consxstent Adraw attent;on—to these objectlves

andﬂgetentiais. ﬁnfortunateiy, classroom research suggests that few teachers

do this systematically.

Anderson et a1. (1984) found that teachers' presentat1ons of assxgnments

to the1r students typxcally 1nc1uded procedural directions or spec1al hints




(e. g., pay attention to the underlined words), but selaom catled attentlon to

S

the purposes and meanxngs of the essrgnments. Only fi!!Hp!TE!ﬂt of the

teachers' presentatxons exptrcrtiy descrxbed the purpose of the assxgnment in

1nc1uded expi cit

descriptions of the cbéhitiié strategies to be used when doing the assignment.

5%5559 et al. (1983) r reported similar results from their study of six

intermediate §E§&e§ (4-6) classrooms observed 8-15 times &ﬁriﬁé reading and

mathematics instruction. Durxng these observatlons, not one of the six
teachers ever mentioned tﬁat étudénts could derive personal satisfaction from
deve16§iﬁ§ their kaaaiéagé or skills. Only about a th1rd of the teachers'

préaictioﬁé that stﬁaéhté would enjoy the task or do well on it.

Out of a approx1mate1y 100 hours of classroom obserVatzon, only nine task

xntroductxons were noted that included substantxve 1nformatxon about
motivatioh to learn the content or skiiIE that the task was designed to

develop:

Tﬁéééf are not elementary, high school, or eoiieéé, iegéi

words, these are living. level words. You'll use them every

day in life. If you plan to be a writer or enjoy reading,
you will need these words.

Remeﬁber. The essential thrng is to do them correctly, not

to be the fxrst to finish.

I think you will like this book. Someore picked it out for
we, and it's really good.

story nbout hla experrence. It has some pretty 1nterest1ng

words in it. They are on the board.

The storres in thls book are more - 1nterest1ng than the ones
in the earlier level books. They are more challenging

4
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because ,the, storres and vocabulary are -more d1ffrcultr
Readrng Improves with practice, just like -basketball, tf you

never shoot baskets except when you are in the game, _ you are

not goxng to be very good. Same with reading: You can't do
without it.

You_ grrts should txke this story because it is a femxntst

story. . You boys w111 enjoy yours too. Your story is

espec1a11y 1nterest1ng. L want you to be sure to read it,

Percent is very 1mportant., Banks use It for iritérest loans,

and so on. So it is important that you pay attention.

You're goxng to need to know fractions for math next year.
You will need fractions in the world to come.

Notice how minima1 and essentially barren most of these remarks are.:
They do not go into enough details to be meaningful or memorable for most

students, and many of them have a perfunctory qualtty suggest1ng that the

teacher was go1ng through the motions wrthout much enthus1asm or conviction.
Furthermore, whatever posxt1ve effect these remarks may have had was onBaBiy

undercut by the facts that (a) most of the teachers remarks to the students

concerned procedural demands and eva1uatlons of work qualrty or progress
rather than déscriptibn of the task itself or what the students might get out

of it; and (b) many of the rest included remarks such as the following:

Today s 1esson is nothing new if you've been here:
If you get done by 10 o'clock, you can go outside.

Your scores will tell me whether we need to stay with

multiplication for another week. If you are talking; I will
deduct 10 points from your scores.

This penmanchrp assignment means that sometimes in 11fe you

just can't do what you want to do. The next time you have

something you don't want to do, just think "Well, that's part
of life."

11



Get your nose in the book; otherwise I'll give you a writing
assignment,

You &6ﬂ't expect me to give you baby work every day, do you?
You've been work1ng real hard today, so let's scop early.

You'll have to work real qu:etly, otherwzse you'll have to do

more assignments.

We don't have a huge amount to do, but it will be <ime
consuming.
This test is to see who the really smart ones are.

Such fxndxngs appear to be typxcal, although not universal. Our own

subsequent research conducted in Jun;or hxgh soctal studies claSses has
identified several teachers who routinely say and do things that appear likely
to motivécé their students to be aware of and to want to gain the knowledge

and skill benefxts that classroom activities are deslgned to develop, teachers

who avo1d potent1ally destructive comments of the kind listed above. ﬁérshaii

(1986) has also identified a few such teachers working at the é1é¢éﬁeaéy

étédéé. In general however, it appears that most teachers, even those who
are effective in other respects, do not systematicaily say and do things
likely to stimulate their students' motivation to learn academic content and
sﬁiiié. In my attempts to dxscover why th1s is 50, I haVe concluded that It
is because most teachers have not rece1ved much syscematxc lnfotmatxon about
étrategxes for mot1vat1ng students to learn, and much of the information that
they have received is 11m1ted or dxstorted

Much of tﬁé QEViéé giééﬁ to Eeachers abouc ﬁbcivatioﬁ séeié from éiéﬁé§

at least in their extreme form. The First view is that learning should be fun
and that when classroom motivation problems appear it is because the teacher

6
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somehow has converted an 1nherentiy enJoyable act1V1ty into drudgery. I

Béiiéee that students Should fxnd academic act1v1t1es meanlngful and

worthwhlle, but not that they typlcally should find such act1v1t1es to be

"fun" in the same serse that recreatlonal games and past1mes are fun. The

other extreme view is that school activities are necessarxly borlng,

unrewardlng, and even aversive, so that one must rely on extrinsic rewards and

punxshments in order to force students to engage in these unpleasant tasks. I
belleve that although extrinsic 1ncent1ves have thexr place in the classroom,

they should be one ahong seversl sets of factors 1nfluenc1ng student

motlvatxon, not the only set. Wlth proper instruction and socxalxzatlon from

teachers, students should find academic activities meaningful and worthwhile
for several reasons including intrinsic motivation and self-actualization, not

just because successful performance wlll earn extrinsic rewards.

Recent theory and research on student motivation has led educators to
reject both of these extreme views in favor of a more balanced and
soph1st1cated approach and has suggested a rich range of motivational

stratégiég. This paper presents a 11st of such strategles developed Erom

strategles for mot1vat1ng students to desxre to learn the academrc content and

8R1118 that classroom actlvxtles were deslgned to develop. Tor more
information about motivation in the classroom, see Ames and Ames (1984, 1985),
Brophy (1983), Corno and Mandlnach (1983) eSéia and Rohrkemper (l§§5), bécl

(1978) Lepper and Greene (1978) Maehr (1984), Malone and Lepper (in press),

McCombs (l98&)5 Nicholls (1984), and Wlodkowski (1978).

13
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Basic Motivational Concepts

To piécé the subseqnent discussion of teachers strategies for mocivatihg

students into context, several basxc motxvat1onal concepts w111 be introduced.

These include a definition of the céﬁcept of student ﬁbtivétibn to learn and a
discussion of the expectancy x value theory of motivation that underlies and
organizes the present approach to the topic.

Defxﬁ t on 6% Mbtxvatxouetoehearn

academxc activities meanxngful and worthwhxle, and to try to get the 1ntended

academxc Benefrts from them. Motxvatxon to 1earn can be construed both as a

general trait and as a sxtuatxon-specxfxc state. As a general trait,

motivation to learn refers to an enduring disposition to strive for knowledge

and mastery in learning situations. This trait is most characteristic of
1nd1v1duais who find Iearning intrinsxcally rewardxng--vho value it as a
worthwhile and satxsfyxng activity and enjoy expandxng their knowledge of

1nfornat10n, xncreasxng their understandxng of concepts of pro ssés, oz

masterxng skxtls. However, similar 1evels of effort and persxstence in

learning situations may also be seen in individuals who are motivated by a

sense of duty (if you are going to have to put in the time on something
anyway, you may as well do your best and get the most from the experience).

In specific sxtuatxons, a state of motivation to learn exists when the

student enéageﬁent i ai acadéﬁic éctiVity is éhx& By the éééi or intention

they try to master the information, concepts, or §Ei118 bexng taught as they
attend to léssons, read text, or work on assignments. Whether or not they

g



E

O

Aruitoxt provided by Eic:

find a particular activity interestiné or enjoyable, students who are
motivated to learn will try to get the intended benmefits from the activity by

str1v1ng to make sure that they understand and wxll remember what they are

supposed to be learnrng. In contrast, students who are not motlvated to learn

will do only as much as they believe they ﬁill need to do in order to meet
per formance standards that will ensure access to reward or avoidance of
punishment.

nction between learning and performance. Learning refers to the

- %]
=
W
(g 4
e

1nformatxon processing, sense making, and comprehension or mastery advances
that occur during the acquisition of knowledge or sk111° performance refers to

the demonstration of such knowledge or skxll after it has been acqu1red Many
approaches to the study of the relatlonshrps between motivation and behav or

1gnore th1s distinction or deal onl§ with performance. Such approaches are

1napproprrate for studyxng student motivation to learn, however, because of

the hearily cognitive nature of classroom learninéa With a few exceptrons,

covert and conceptual rather than overt and behavxoral Thus, the term

motrvatron to learn" refers pr1mar11y to the motivation underly1ng these

covert processes that occur dur1ng learn1ng rather than to the motlvation that

drives l ter performance. Sxm11ar1y, the mottvatxonal strategles to be

descr1bed apply not only to performance (work on tests or assxgnments), but

also to the Informatton-processlng activities (att end1ng to lessons, readiné

for understandxng, comprehend1ng 1nstructlons, putt ng things into one's own

words) that are involved in learntng content or Skllls in the f1rst place.

The emph3818 here is on st1mulat1ng students to use thoughtful and effective

Pt
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1nformatxon-processxng and sklll-buridxng strategxes when they are 1earn1ng.

Thxs is dxstlnctly different from merely offering them incentives for good

performance later.
A related implication is that the concept of student motivation to learn

emphasxzes the _25555525 aspects of student mot1vatron, not Just the affect1ve

(emotxonat) aspects. The emph381s is not so much on whether students enJoy an

act1v1ty as on whether they take it serxously and try to get the intended

benefits from it. Sxmxlariy; the emphasis is not on the iﬁééﬁéiéy of physical

effort devoted to an act1v1ty or the time spent on rt, but on the quality of

students’ cognitive engagement in the actiyity--the degree to which they

approach the act1v1ty purposefully and respond to it thoughtfully. Berng

mot1vated to learn 1mp11es such hrgh-qualxty cogn1t1ve engagement in the

Expectancy x Value Theory

Most approach65 to motivation, inciuding thé present one; fit within

general social learnlng theory and in part1cu1ar within expectancyex value

theorz (Feather, 1982) Thxs theory po31ts that the effort that people w111

be wIIIIng to expend on a task witl be a product of (a) the degree to wh1ch

e

they expect to be able to perform the task successfully if they apply
théméeiyeS (and thus the degree to ﬁhfch they éiié&é to get the rewa-ds that
successful task performance w111 brrng) and (b) the degree to whxch they value
those rewards, Effart 1nvestment is v1ewed as the product rather than the sum
of the expectancy and value factors because it is assumed that no effort at
all will be invested in a task if either factor is missing entirely, no matter
how much of the other factor may be present. People do not invest effort on
éééks that do not iead to vatued outcomes even if they hnow that

10
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motivate their students to Ieatn, teachers need to both help therr students

éﬁﬁiééiété the value of academic activities and make sure that the students

can achxeve success on these activities if they apply reasonable effort. The

ideas. The paper will first discuss some bééie preconditions that must be

present if teachers are to be successful in motrvatrng thext students, then

discuss strate g ies that involve establréhing and maxntalnlng success

expectations in the students, and fi’ally describe strategles deslgned to

enhance the subjective value that students place on school tasks. The latter

strategies are subdivided into §trétegies that involve extrinsic incentives,

strategies that involve taking advantage of existing intrinsic motivation, and
strategies that involve stimulating student motivation to learn.

Essential Preconditions

The followxng assumptlons and preeendrtlons underlie the effective use of

the motlvatlonal strateg1es to be descrxbed The Strétegiéé cannot work

effectlvely if these,assuﬁptrons and preconiltlons are notexneeffect.

Snpportlve En¥}ronment

O

Anxlous or allenateu students are un11ke1y to develop motivation to learn

academic content: Nor is such motivation iiké1y to &eQéiéﬁ in a cheotic

person who makeés students feel comfortable durrng academic a..tivities and

11
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supports their learning efforts and (b) the teacher uses classroom organ-
ization and aaﬁagéméﬁé éEiiié that successfully establish the classroom as an

effectrve 1earnrng environment, The classroom atmosphere is buslnesslxke but
relaxed ind supportive. Students fee! comfortable tak1ng 1nte11ectua1 risks
because tﬁey know that the teacher will not embarrass or criticize them if

they make a mistake.,

Appropriate Level of Challenge/Difficuly

Activities must be of an approprlate d1ff1cu1ty level for the students.

If the task is 50 famiiiar or easy t hat it constitutes nothrng more than busy

work and especially 1f it is so unfamiliar or difficult that thé students
cannot succeed on it even if cﬁéy apply reasonable effort, no strategies to

inducé atuaeﬁt motivation to learn are likely to succeed. Tasks are of

approprxate drfficulty level when students are clear enough about what to do

and how to do it so that they can achieve hrgh 1evels of success 1f they apply
eas 'nable effort. When students etcounter such tasks rout1ne1y, they w111

expect to succeed at them and thus will be able to concentrate on learning the

tasks without becoming anxious or worrying about failure.

Meanin gful Learn1n370b3ecttves

We cannot expect students to be motivated to learn if we present them

with polntiess or meanxnéi 88 activities. Therefore, we assume that

actlvxtxes have been selected with worthwhrte academxc obgectl"s in mind.

That 13, they teach some knouledge _or sk%ll—that is worth 1earn1ng, either in

its own rrght or as a step toward some 1arger ObJeCt1V8. The fottowrng

mastered thoroughly, memoriéiﬁg lists for 10 good reason, 1ook1ng up and

)
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copy1ng definitions of terms that are never used meaningfully in read1ngs or

ass1gnments, readrng vague or sketchy prose that 1s long on 1s01ated facts but

short on 1ntegrat1ve conceots and suff1c1ent deta11 to allow the students to

deveiop a concrete and visualizable understand1ng of the content, reading

about thxngs that are coﬁbietely foreign to their experience or described in

such technical or abstract language as to make the mater1a1 essentially

meenxngless, and worklng on tasks assxgned merely to f:ll t:me rather than to

attain some worthwhile instructional obJecttve.

Moderation/Optimal Use

We assume that there is an optimal level for effective use of sach
motivational strategy. Strategies used too often or too roﬁtinély way

1osethe1r effectxveness, and any partxcular use of a strategy can become
counterproductive if it goés on too long or §ets carried to extremes. Aiso,

strategies. Where content is relative-y unfam111ar and its value or
meaningfulness is not obvious to students, significant motivational effort
involving several of the strategiss described in this paper may be needed. In

contrast, little or no special motivational effort may be needed when the task

1nvolves somethxng that students are ai ready eager to learn:

With these four precondxtlons in mind, 1et us consider the motivational

address the expectancy ‘actor (thh1n the 1aroer expectancy x value theory

approach).

Motivating by Maintaining Success Expectations

Much of the best known research on motivation has focused on the role of

success eiﬁectatioﬁs in determining performance. Research on achievement
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motivation (Dweck & Elliott, 1983) has established that effort and persistence
are greater in individuals who set goals of moderate difficulty level (neither

too hard nor too easy); who seriously commic themselves to pursuing these
goals rather than treat them as mere pie-in-the-sky hopes, and who concen.rate

on trying to achieve success rather than on trying to avoid failure. Research

on efficacy perceptions (Bandura; 1982; Bandura & Schunk, 1981; Schunk, 1985;

Schunk & Hanson; 1985; Weisz & Cameron, 1985) has shown that effort and
persistence are greater in individuals who not only perceive that successful

performance of a task will lead to a reward but also perceive that they

themselves are capable of performing the task successfully and thus earaing

the reward. Such individuals perceive that théy have enough competence or

efficacy to enable them to succeed:. Research on causal attributions for

performance suggests that effort and persistence are greater in individuals

who attribute their performance to internal and controllable causes rather

than to external or uncontrollable causes éweihéé, 1979; 1984). In

success to a combination of sufficient ability with reasonable effort and a
tendency t5 attribute failuré either to insufficient effort (if this has been

the case) or to confusion about what to do or reliance on an inappropriate
strategy for trying to do it (Butkowski & Willows, 1980; Frieze, Francis, &
Hanusa, 1983; Whitley & Frieze, 1985). Poor performance 's associated with a
tendency to deny or minimizé success (by attributing it to internal and
unCGhttbiiéSié factors--a lack of ;éiiiéi to perform Ehe type of task in
iﬁéétiaﬁzzéééﬁéi than to controllable factors that one can do something

about).
14
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Several strategies have been suggested for helping students to maintain

expectations for success and the various desirable goal-setting behaviors,

efficacy perceptions, and causal attributions thRat are associated with such
success expectations. All of these strategies assume that students are given

tasks of appropriate difficulty level and receive timely and informative

feedback that is specific about the correctness of their responses and about

the progress they are making toward ultimate objectives. In short, these

strategies involve hélpihg students to make and recognize éénuihé progress,

rather than misleading them or offering them only empty reassurances.

Program_for Success

The simplest way to ensure that students expect success is to maké sure

that they achieve success consistently by beginning at their level, moving in

can adjust to it without much confusion or frustration. Two points need to be
made about this strategy to insure that it is not understood as suggesting
that teachers should mostly assign unchallenging busy work.

First;, we speak here of success achieved through reasonable effort that

leads to gradual mastery of appropriately challenging objectives, not to
quick, easy success achieved through "automatic" application of ovéerlearned
skills to overly familiar tasks: It is true that certain basic knowledge and
skills must be practiced until mastered to a level of smooth, errorless
performance; but it is also true that students should be paced cﬂrouéh the

curriculum as Eriékly as they can progress without undue frustration. Thus,

students' achievement progrzss, and not »s an end in itseif,
15
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Second, keep in mind the role of the teacher. Levels of success that

students can achieve on a part1cular task depend not only on the drffrculty of

task through advance instruction and assists their learnrng efforts through

gutdance and feedback. & task that would be too difficult for thé §tudents if
they were left tb théir own devices ﬁlghc be éust ilgﬁt when learned through
active instruction by the teacher; followed by supervrsed practtce. ln short;
your help in mak1ng sure that students know what to do and how to do it is an
iﬁportint factor in determining whether students will succeed in eiasstaam

tasks.
It can be difficult to E;agééa low achievers for success, espec1ally in

heterogeneous classrooms. You can help by prov1d1ng extra instruction and

freéuently. éivé thth briéfer or easier aégigaﬁéafé if they canmnot succeed

even with extra help and support, but continue to demand that they put forth

reasonable effort and progress as br1skly as the1r ab1l1t1es will allow. If

necessary, divide the class into subgroups that receive differentiated

instruction and assrgnments, and grade accord1ng to Mastery Learning

procedures that do not penal1ze slower students for the extra time that they
take to achieve mastery (Levine, i9ss> or according to criteria specified in

individualized performsznce contracts (see Cood & Brophy, in press, concerning

providing di fferentiated instruction in heterogeneous classrooms)

Low achievers may need strong téachér statements oé confidence in their
abilities or willingness to accept slow progress (so long as the students
consistently put forth reasonablc effort); especially when grades must bs

ass1gned accord1ng to foed common standards or comparxsons with peers or

16




norms rather than ﬂ*cord1ng to degree of effort expended or degree of success

ach1eved in meet1ng 1n61V1dua11y prescrIbed goais. You may neéd to help low
achievers learn to take satisfaction in receiving Bs or even Cs when such

recognition of the accomp11shment and their appreelation of the effort that it

represents.
Regardless of the range of student ability or achiévéaéﬁt levels
represented in the éiésé, conditions shou1d be arranged so that every student

hho consxstently puts forth reasonab1e effort can earn at least a grade of c.
Where this is not the case, neither motivation nor achievement will be
fostered effectively.

Goai Settlngifﬂerformaneegﬁppra1sa1, and Self-Rexnforcement

Help your students to denthy and use appropriate standards to judge

their progress. Th1s begrns wrth £2££"3e55£5é ﬁesearch 1nd1cates that

sett1ng goals and makxng a commitment to Lty to reach these goats increase
performance (Bandura & Schunk, 1981 Tollefson, 1555}; johnsen5 ?armerg &
Buennlng, 198&) Goa1 sett1ng is espec1a1ty effect1ve (a) when the goais are

groxlma rather than distal (they refer to performance oan a task to be

attempted here and now, rather than to attainment of some uitimate goal in the

with no more than one error) rather t than global (work carefully and do a good
Job); and (c) when they are éhaiienging (difficuit but reachable) rather than

too easy or too hard.

17



For part1cu1ar br1ef tasks or asslgnments, the approprxate goal is t:

meet the instructional ob3ect1ve. Teachers who state the object1ves when

1ntroduc1ng the act1v1t1es he1p the1r students to be aware of the obJeCtIVES

and to use them as guzdes to the1r responses. If the obJect1ves have been

criteri f assessing their perforﬁanée.

For more comprehensrve ass1gnments or tests, perfect performance wztl not

éé a realtsttc goal for many students. These students may need he1p in

expect to achxeve 1f they cons1stent1y put forth reasonable effort: In the

case of a iaﬁg series of activitiss that uiiﬁateiy lead to some distal goal,

it 3111 be meortant to est ab11sh spectf[c goals for each 1nterven1ng act1v1ty

acciv'c'é; and achxevement of the ultimate goal (Bandura & Schunk, 1981;

Morgan, 1985);

Goal sett1ng is not enough by rtsetf' there must a1so be 5491 commi tment .

Students must take the goals seriously and must commit themselves to trying to

reach them. It may be fnecessary to negotiate such goai settxng with some
students, or at least to provide them with gaiaaacé and to stimuiacé them to

th1nk about the1r performance potentxal. Where an uitimaté or cumulative
ieﬁel of perfornance that would earn a éradé of A is not a iééiiééie éoai’
ﬁéié §é&&é&é§ to idéntifé and commit themselves to reatxstlc goals that, 1f
reached wou1d yxeid grades of B or C (rather than to verbalxze unrea11st1-

ca11y h1gh goals that they are not really comm1tted to) One way to do thIS

is tc prov1de a menu of potentLal goa1s (graduated in terms of the levels of

effort that would be required to meet them and the grades or other rewards

18
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that wouId be earned 1f success were achieved) and then ask sfudents to commit

themselves to particuiar goals and associated levels of effort. Another

approach is to use performance contract1ng, in wh1ch students formally

contract for a certain level of effort or performance in exchange for

spec1fted grades or rewards (Tollefson et al. ; 1984) Periormance contracting

can be t1me-consum1ng and may ca11 moré attention to the rewards thnn is

des1rab1e, but it has the advantages of ensur1ng active teacher student

negot1at1on about goal setttng and formalizin ng s tudéntsi commitment to goals.

Ftnally, students may need he1 in assess

ng progress toward estab11shed

goals by using appropriate standards for Judgtng vels ofgsueeess. In

success) or with their own previous gérfo’manee levels (improvement over time)
rather than to judge only by comparing their work with that of peers. You can

he1p by prov1d1ng accurate but enc0urag1ng feedback. That is, §our feedback

ab0ut spec1f1c responses must be accurate (errors mutc be labeled as 3uch if

they are to be recognized and corrected); but your more general evaluative

comments should provide encouragement by not1ng 1evels of success achieved in

meet1ng estab11shed goals or by Judg1ng accOmp11shments with reference to what

is reasonabie to expect (rather than with reference to absotute perfection or
to the per formance of peers). Where perforiﬁaﬁcé is unsatisfactory, provide

remedial instruction and addi tlonal opportun1t1es for 1mprovement, along with

continued encouragement that rea11st1c goals will be achieved if the student
conttnues to put forth reaéonabié effort.

Some students will need gﬁééifiéj &éiiiié&_fééABiek concérn1ng both the

stréngths and weaknesses of their performances (Elawar & Corno, 1985). These
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students may have only vague appreciation of when and why they have done well

or poorly, so they may need not only general evaluative feedback but concepts

and terms that they can use to describe their performance and evaiuate it with

precision. This is especially true for compositions, research projects,

laboratory experiments; and other complex activities that are evaluated using

general qualitative criteria rathér than by scoring answers to specific

questions as correct or incorrect. Rather than just assigning letter grades,

provide your students with detailed feedback about their performance in such
activities (concerning compesitions, for example, comment on the relevance,

accuracy, and complétenesa of the content; the general organization and

structuring of the content into a composition with a coherent, beginning,
middle, and end; the sequencing of the content and subdivision into

appropriate paragraphs, the structuring of paragraphs to feature main ideas,
the variety and appropriatensss of sentence structures and vocabulary for

communicating the content, and the mechanics of grammar, spelling, and
punctuation).

Students who have been working toward éiéé}fié proximal goals and who
have the necessary concepts and language with which to evaluate their

performance accurately will be in positions to reinforce themselves for the

success that they achieve. Many studeats will do this habitually, but others

will v-d encouragement to check their work and take credit for their
successes (that is, to attribute their successes to the fact that they had the
ability and were willing to make the effort required to attain success). If

necessary, you can focus studedts' attention _on their progress more directly

by comparing their current accomplishments with performance samples from
earlier points or by having the students keep scrapbooks, graphs, or other

records to document their progress.
20
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Remedial Work With Discouraged Students

Some students with long histories of failure will tend to give up at the

first sign of di fflculty or frustratlon and w111 need more intensive and

for the rest of the class: These students are 11ke1y to beneflt from the

strategies used in Mastery Learnlng approachéé‘ Program for success By giving

them tasks that they sh0u1d be able to handle, prov1de them not only with the

usual group instruction but aiso w1th 1nd1V1dua112ed tutorlng as needed, and

aiioa theﬁ to contract for partieuiar levels of performance and to continue to
study, ﬁééééiéé; and take teSté ﬁhtii that level of ;effbrmance is achieved.
By virtually guaranteeing Success; this approach builds confidence and
increases discouraged students' willingness to take the risks involved in

commlttlng thenselves serlously to cha11eng1ng goals (Grabe, 1985)

You can aiso he1p by worklng to 1mprove these students beliefs,

attltudes, and expectatlons about learnrng. One Way is to §9ttta§ effort as

investment rather than risk. Help dlscouraged students to apprec1ate that

learning may take time and involve confusion oF mistakes, but that persistence
ééa ééiééui work should éVéntuaiiy yreld knowledge or skill mastery.
?urthermOré, guch mastery not éhi& tepresents success on the partlculaf task
invoiveé, but 'empowers" the students by armlng them with knowledge or Sk1118
that will ¢ make thew that much more capable of handlrng hIgher 1eve1 tasks in
the future; If they give up on tasks that Eﬁéy could master if they
persistéd, they cheat themselves out of such growth pocéntiai.

It also helps to Qgrtray sk;lledeveIOpment as incrementataandedomaxn-

sgecxfxc. Make sure that your students reallze that the1r 1nte11ectua1

abilities are open to improvément, rather than fixed and limited, and that
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they possess many such ab111t1es rather than Just a few: Usually, d1ff1-

cultLes in 1earn1ng partlcular tasks occur not because the student lacks

ab111ty or does not make an effort, but because the student lacks experrence
with the particular type of task involved. With patience, persistence, and
help from thé teacher, students can acquire the knowledge and skills specific

to the doma1n that the task represents, and this doma1n-spec1f1c knowledge and
skill development will enable them to succeed on that task and on others Iike
it. In short, help éiscouragéd studénts to realize that their success depends

not on1y on general aB111ty but also on possession and use of a great range of

spec1f1c knowledge and strategies Buiit up §raduaiiy throﬁgh éééy éiiééiééééé

in each &omain; D1ff1cu1ty in 1earn1ng mathematrcs does not necessar11y imply

d1ff1cu1ty in 1earn1ng other subJect matter areas, and even within math-

ematlcs, d1ff1cu1ty in learnrng to graph coord1nates does not necessar11y mean

difficulty in Iearnrng to solve differéntiél equations or understand géaaééiié

reIatxonsh1ps. Even wichin a §fobiem area (such SS §§§§ﬁiﬁg ooordinates);
knowledge and sk1113 can be buiit up gradually through ”éétery of eaeh
successive step toward the ultimate object1ves, 1f the student persists in
putting forth reasonable effort, accepts teacher help, and does not lose
patience or give ub whéneVér success is not EéhieGéd easiiy;

In this connection, it is helpful if you focus on mastery when monitoring

the performance of discouraged students and giving them feedback. Stress the
quality of students' task engagement and the oegree to which they are making
continuous progress rather than compare how they are doing with peers

(McColskey & heary, 1985): Treat errors as 1earn1ng opportunities rataer than
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effort, or extra credit assignments should be used to provide struggling
studerts with opportunities to overcome initial failures through persistent
effort:

Discouraged students may also benefit from attribution retraining

(Craske, iéégr Dweck & Elliott, 1983 Fowler & Peterson, 1981; Medway &

Ven1no; 1982); Attrlbutton retra1n1ng 1nvolves modeIrng, socxallzatxon, and

practzce exercises desxgned to he1p students 1earn (a) to concentrate on dozng

the task at hand rather than to become distracted by féar of failurej (b) to

.— — =

cope ﬁfth Etustfatiééé éy retracxng the1r steps to find their mIstakes or by
anaiyiihg the E?SSiéms to find other ways to approach them (rather than to
éfie aé); and (c) to attrxbute the1r failures to 1nsuff1c1ent effort, lack of
information, or reliance on ineffective strategies rather thad to 1ééE of
ab111ty. Rather than merely te111ng students about these thxngs using third-
person (lecture) 1anguage, or even by 1nstruct1ng or coachIng them using
second—p -person (dlrectxon-ng1ng 1aa§uagé, yaa are likely to communiéaté these
éégnitive srracééiés éor ébpfﬁé with academic tasis most sueeessfuiiy if iod
model them for students using firsr-pérson tthinkiﬁé out toud) language--
demonstratlng how to do the task yourself whrie verbalizing the thlnkxng

(" self-talk") that guxdes your actrons. DIscouraged students are espec1a11y

11ke1y to benef1t from modettng that includes verba11zatlon of the seIf talk

problem when confronted uxth frustratlon or farture {as opposed to mode11ng of
smooth; successful performance that unfolds w1thout confuslon or Ifftculty).
In other words, your modeling should not only convince discouraged students
that Yo can do the task (they know that already, anyway), but should coavince

these students that théy can do the task (because they already possess, or can
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reasonably expect to learn, the necessary knowledge and skllls) Such

modelxng demystxfles the task for the students and arms them with coping

strateéies that they can use 1nstead of g1v1ng up when they become confused or

frustrated.

Flnaily, some students may suffer from severe test anxletx. These

students may perform well enough in infotﬁél, pressure-free situations, but

become highly anxious and perform considerably below their potential on tests

or durtng any test 11ke sltuatron in whxch they are awire of Séing monitored

and evaluated. You can minimize such problems by av u1d1ng time pressures

un1ess they are truly central to the skill be1ng taught, stressing the

feadback functions rather than the evaluation or éradiné funiction of tests
when d1scuss1ng tests w1th students, portraylng tests as opportunities to

assess progress in deve1op1ng knowledge or sk111s rather than as measures of

ab111ty, where approprlate, telizng students that some problems are beyond

their present achtevement Ievel s0 that they shou1d not be concerned about

missing them; gIv1ng pretests to accustom the studants to "fax;ure and to

provide base rates for comparison later when post -tests are admrnxstered and

teéchiné stress aaﬁéééééﬁé skills and effective test- tak1ng sk111s and

view their performarnce: What they see as possiﬁle for them to achieve with

reasonable éffort; whether tiié'y Eléfirie this level of ééhievement as successfui
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general ability; luck): Therefore; whatever their ability levels, the
motivation levels of all students, even the most discouraged, are open to
ré§na;1ng by the1r teachers. Empty reassurances or a few aaéaé é%

challenging demands with ;yéééaaEia socialization designed to make the student

see that success can be achieved with rea onable effort should be effective.

Stratgg;es for Inductng StudentnAtogﬁalueﬁAcadem;e—Aet%vi ié§

The prev1ous section of this paper focused on the expectancy factor

w1th1n the expectancy x value approach to mot1vat10n That sect1on d1scusses

stra ég es f or ﬁéiping atﬁdenté to aeiéicp and maintain the eipectaticn that

effort: The rematn1ng sections of the paper concern the value factor. The§

cap1tal1z1ng on ex1st1ng intrinsic motxvat1on, and strategles for stimulat ing

Strateg1es for supp1y1ng extrinsic motxvatxon do not attempt to increase

the value that St&&énéé place on the task irself; Instead, chéy link

successful task performance with de11very of consequences that the students do

value. These consequences typ1ca11y include grades, but they may also include

(a) mater1al rewards (money, prizes, trinkets, consumables) %)) uctivity
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equipmént, or éﬁgagé in self-selected activities) )s (c) symbol1c rewards (honor
rolls, Eéﬁéiﬁé 65 good papers on the wall); (d) praise and social rewards- and
(e) teacher rewards (opportunities to go placés or do things with the

teacher).

Offer Rewards or Incentives

Rewards will motivate students to put forth effort, especially if they

]
o

are offered in advance as incentives for striving to reach specified levels o

performance. Howevc-. rewards are more effect1ve for st1mu1at1ng 1ntens1ty

o
o

effort than thoughtfulness or qua11ty of performance, and they gutde behavxor

more effect1ve1y when students must follow a familiar path to a c1ear goal

than when they must d1scover or Invent strateg1es for respond1ng to a novel

tasR Therefore, rewards are better used w1th routine tasks than with novel

ones, better thh tasks 1ntended to produce mastery of specific sk111s than

wzth tasks des1gned to encourage incidental tearntng or discovery, and better

w1th tasRs for which speed of perFormance or quantlty of output is of more

concern than creat1v1ty, art1stry, or craftsmansh1p. It is more approprtate,

on skills that requiré a great deal of driil and practice (arithmetic

computation, typing, spelling) than it is for work on a major research or

demonstration project;

deve i p student mot1vatton to Iearn, so that student are éncouragéd to

apprec1ate therr developtng knowledge and sk1lls rather than s:mpiy th1nk

about the rewards. Gu1der1nes for accomp11sh1ng this are érven in Table 1
The guidelines are phfaséa in terms of delivery of verbal praise, but they
apply to delfvery of other Eipéé of reward as well,
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Rewards will be effective as motivators only for those students who
believe that they have a chance to recéive the rewards if they put forth

reasonable effort. With students who lack such se'f-efficacy perceptions,
rewards will not be effective and may even backfiré by caiising depression or

resentment. Therefore, to ensure that rewards act as incentives for everyone
and not just the high-ability students, it will be necessary to ensure that

everyone has equal (or at least reasonable) access to the rewards.

and excitement to classroom activities. Such competition may be either

individual (students compete against everyone else) or group (studeats are

divided into teams that compete with one another): In addition to structuring

to build competitive eiements into ordinary instruction by including
activities such as argumentative essays, debates, or simulation games that
involve competiticn (Reller; 1983).

Two important qualifications need to be kept in mind by teachers who

consider using competition as a motivational strategy. First, competition is

even more salient and distracting than rewards for many students; so it will

be important to depersonalize the competition and emphasize the content being

learned rather than who won and who lost. Second, compatition will be
motivating only to students who have a good (or at least an equal) chance of
winning. To ensure this; it will be necessary to use team competition in

which teams are balanced by ability profiles o individual competition in

which a handicapping system has been developed to equalize everyone's
opportunity to win. Team approaches aré more desirable Liecause they can be
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structured so that students cooperate in addition to competing (members of the

same team help one another learn in preparation for competing against members

of other teams). See Slavin (1983) for more information about such team
learning approaches:

Call Attention to the Instrumental Value of Academic Activities

Because much has been written abiut rewards and cowpetition as extrinsic

incentives, and because most teachers are familiar with these techniques, no

more will be said about them here. However; we do wish f- call attention to a
third strategy for supplying extrinsic motivation: calling students’

attention to the applications of knowledge and skills taugnt in school to

their lives outside of school (especially applications that will help them
cope with the demands of living in our society). When possible, note that the

knowledge or skills developed by a task will be useful in enabling students to
meet their own current needs, in providing them witk a "ticket” to social

advancement, or in preparing them for occupacional success or suecess in 1ife

generally. Better yet, cite coacrete examples by relating personal
experiences or telling anecdotes about individuals with whom the students can

identify (famous people that they look up to, former students from the Same

positive by identifying the present or future application value of what is

being learned, many teachers stress personal embarrassment ("You don't want

people to think that you are ignorant") or future educational or occupational

disasters ("You'll never get through sixth grade,” "How are you going fo get a

job if you can't do basic math?"). Other teachers use variations that cast
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fhéréforé, besides foréiarnlng your students that certain knowledge and

skrlls will be needed in the future at school and mak1ng them aware that most

desirable occupations requ1re at least a h1gh school d1ploma, help them to

appreciate the more specrflc applxcatlons of what they are learnxng at school.

Basic 1ah§u;§é arts and mathematics skxlls are used daily when shobpingi

banking; driving; reading instructions for using some praauét, paying bills
znd carrying on business correéspondence, and planning home maintenance
bro§ECt§ or family vacations; General knowledge is useful for éVérythxng from

coplng effectrvely wrth minor everyday challenges to makLng good decxs1ons in

eﬁergenéi situscions: Knowledge of history and related social studies topxcs

is useful for eve ryth1ng from votlng on local issues to determrnlng nat1onal

pollcy (as several U.S. Presidents have acknowledged) In general, a good

worklng knowledge of the Informatlon, pr1nc1ples, and SR1118 taught in school

prepares people to make well-1nformed declsxons that result in savrng tlme,

trouble, expense; Or even 11ves, and 1t empowers people by prepar1ng them to

recognxze and take advantage of the opportun1t1es that soc1ety offéré. These

benefits of school1ng are well recogn1zed and h1ghly prxzed in societies in

Which educacioﬁ is Stlll a prxvxlege rather than a r1ght, but they tend to go

unrecognized or be taken for granted in societies l1ke ours in whxch educatlon
for the masses is not only available but required. Do what you can fo

rekindle this apprec1at1on in your students by helprng them to see academic

activities as enabllng opportun ities to be valued rather than as imposed
demands to be resisted.
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Gonctudxng Comments Ahnnt,EXItIﬂSICAMOCLYaLIDnal St 21les

Extrinsic motivational strategies can be cffective under certain

circumstances, but teachers should not rely on them too heavxiy. If students

are preoccupled with rewards or compft tion; they may not pay as much
attentxon as they should to what they are supposed to be 1earn1ng and may not

ébbrétiaté its value. The quality of task engagement; and ultimately the
quality af achievement; is highest when students perceive themselves to be

engaged in tasks for their own reasons (1ntr1ns1c motivation) than when they

percexve themseIVES to be engaged in order to please an author1ty flgure,

obtain a reward, escape punlshment; or respond to some other extrlnsic

pressure (Deci & Ryan, 19857 Le pper, 1983). More specifically, if students

Seréeiﬁé themselves as performing tasks solely to obta1n a reward they will
tend to adopt a "p1ecework mentallty" or "minimax §é§§éé§y" in which they

concentrate on maximizing rewards by meeting minimum standards for performance

(and then mov1ng on to somethlng eISe) rather than do1ng a h1gh-qu311ty JOb
(Condry & Chambers, 197&, Kruglanskl, 1978) s a result, they may write 300~

word essays contalnlng exactly 300 words or read only those oirts of a text

that they need to read to answer the questions on an assignment. You can

maximize the risk of encouraging students to jeveicp such undesirable
att1tudes by followxng the gu1de11nes in Table 1 but even so; bear in qud

that even effect1ve use of motivational strategxes will not he1p students to

value academic actIVItIE§; The Iatter witl require strategies that cépitalizé
on existing intrinsic motivation or that stimulate students' motivation to

learn.
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The Intrlnsxc motivation approach calls for tea.hers to select or de51gn

academtc act1v1t1es that students w111 engage in willingly because they

incorporate content that the students are already 1nterested in or activities

that the students enJoy. Teachers' opportun1t1es to capltallze on students

existing intrinsic motivation are limited by several features inherent to the

nature Of schoolxng descr1bed at the beglnnlng of the chapter (attendance is

compulsory, the curriculum is prescrlbed externally rather than chbéen Ey tﬁé

grades and enforce school rules in additién to i;;iééiﬁg students' iearniné

efforts). Furthermore, students differ from one another in the topics they

find 1nterest1ng and the act1v1t1es they find enJoyable, Even so, teachers

can sometimes take advantage of students Existiné rntfiﬁéié motivation by
sEieétiné or deslgnxng classroom activities that ineorporate elements that
most, 1f not a11 students will find rewarding. Several such elements are
discussed in the following sections.

Adapt tasksgtofstudents— Interests

Whenever partlcular curriculum obJectIves can be accompllshed us1ng a

variety 6f examples or iéEiViEieé; take advantage of the opportunity to

incorporate content that the students find interesting or activities that thew

findmenjeyahié. For eiamﬁle, ;éé§1é, fads, or events that are currently

the movie Raldersenfethe toeteﬁrk Simiiariy, a geoérébhy Eeaéher sparked
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student interest in study1ng the ¢sordinates (1at1tude and long1tude) by
po1nt1ng out that the sunken remains of the Iltanlercan eas11y be located

aga1n, even thougﬁ they 11e on the ocean floor hundreds of miles out to sea,

because the dxsroverers f1xed the 10cat1on prec1se1y uslng the coordinates.

tnothet way to adapt school activities to student interest is to offer

the students choices of alternative tasks or opportunities to sxercise

autonomy in selecting among ziternative ways to meet requirements: Most

written compos1tlon ass1gnments and many research prOJects, for example, can

be adapted to student interests by allowlng students to choose top1cs or at

least hr taking the1r knoén Interests into account when ass1gn1ng toplcs. 1f

the students might make undesirable choices if left completely on their own,
provide them with a meénu of choices to select from or require them to get your
approval of their choices before goxng ahead.

Finally, you can 1ncorporate students intecests into your activities by

making it clear that you encourage student comments andquest;ons about the

topIc and by ask1ng quest1ons or maktng assxgnments that invite the students

to state op1n1ons, make evaluattons, or in some other way to respond

personally to the content. Relevant student 1n1t1ated questtons and comments

provide "teachable moments" that wise teachers take advantage of by

temporar11y suspend1ng the planned sequence of events in order to pursue the

issue rais 7d by the student. The fact that the questlon was asked or the

comment was made guarantees interest on the part of the student who voiced it,
and che chances are that this interest will be shared by many of the other
students as well. Thus, it is worth taking time to respond to relevant

student comments and questIons. Furthermore, classroom research indicates

that this teacher behavior is associated both with hiéher achievement gain
33
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enjoyment of the subject - tter; the class, and the teacher.
It is also helpful, from both instructional and motivational points of

view, to see that your questions and assignments cover both basic factual

knowledge and include divergent questions and opportunities for students to

express opinions or make other personal responses to the content. For

example, after reviewing the basic facts about the Christians and the lions,

the gladiators,; and other excesses of the Roman circuses, a history teacher

that we observed began asking the students why they thought such practices had
developed in Roman society, how otherwise cultured people could take pleasure

in such cruelty, and other similar questions: This led to & very productive

discussion in which students made contributions and developed insights abou

such issues as violence in sports and in contemporary society generally, the

role of peer pressure in escalating aggression once a conflict flares up, and

the difference between desirable enjoyment of pleasures and undesirable

in Athens and Sparta, asked the students which city they would rather live in,

and why. Again, this led to a lively discussion which included parallels

among modern nations and contrasted societies that place heavy priority on

building up military strength (at a cost in quality of civilian 1ife) with

societies that have more balanced sets of priorities.

Ylan for Novelty and Variety

Students faced with the same routines and the sams types of tasks each

day will soon become bored. Therefore, try to make sure that something about
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what they have been doxng recently. Reﬁeﬁber, a steady di of routine and

predrctible iessons followed by rout1ne and predictable ssighméhts soon

becomes "the daily grind."
When introducing a novel activity to the stuaéﬁté; call attention to its

new or different elements and take the opportunlty to state that you expect

them to find the actiulti particularly 1nterest1ng, challenging, or enjoyable.

Prov;de Opportunttxes for Students to Respond and to Rece:yeeﬁeedback

Mbst students prefer activities that allow them to respond act1vely--to

interact with the teacher or thh one another, to manlpulate mater1als, or in

some other way to respond more actiVéiy than by ééééiy listeniné or reading.

Thls is one functlon of erll rec1tat10n, d1scussxon, boardwork, and seétwork

actiiities. Ideally, however, students wxll often receive active response

opportunrtres that go beyond the sxmple questxon-answer formats seen in

applxcatlons of what they have been Ieatning. For example, language arts

instruction should include dramatic readlngs and prose and poetry compos tion;

mathematics instruction should include problem-solvrng exercises and realistic

include debates, research projects, and s1mulatlon exercises. Such activities
allow students to feel that school learn1ng rnvolves ggggg somethxng, not Just
having soﬁéthing done to them.

Students particularly enjoy tasks that allow them to respond actively and

to receive immediate feedback that can be used to guide subsequent responses

Such feedback festures are among the reasons for the poptlarity of computer
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games and other pastlmes featured in arcades (Halone & Lepper, in press)

Automatxc feedback features are built into many educational toys and

Montessorx materials used in prtschools and klndergartens and Into programmed

1earn1ng mater1a13 and other se1f-correct1ng" haterrals used in elenentary

and secondary classrooms: The same is true for computerxzed 1earn1ng programs

that allow students to respond act1ve1y and then receive 1mmed1ate feedback
You can also build feedback features into more typical classroom
activities. You can provide such feedback yourself when 1ead1ng the class or

a small group when goxng through an act1v1ty or when c1rcu1at1ng to superV1se

progress during seatwork times. At times when you are 1ess avarlable for

immediate response (éucﬁ as when you are ééééﬁing a small group and the rest
of the atuAeﬁts ;éé working at their seats), you can still arrange for
students to receive feedback by consu1t1ng answer keys, by followlng

Instructlons about how to check their work by consultrng w1th an adult

volunteer or appolnted student helper, or by reV1ew1ng and dxscussxng the work

in pairs or small groups:

Feedback motivates by providing immediacy and impact to activities. 1In

contrast, it can be boring for students to work through long seatwork

aééignﬁenta without recexvxng feedback regardxng the1r responses; and they may

even be "practicing errors" w1thout realizing it. Even if the work is

carefuiiy corrected and good feedback is recered a day or two 1ater, the

"now" impact of the feedback will be lacking.
Psychologically, most students find it much more difficult and less

rewarding to go back and try to re1earn something that "we did already" than

to respond to 1mmed1ate feedback when learnrng somethxng for the first time.

Therefore, you should avoid ﬁiaéiﬁg your students in the position of haviné to
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respond for 1eﬁgéﬁy periods of time without ﬁnowing wvhether or not their

responses are correct. There are three basic ways to accomp11sh th1s. (a)

Where possxble, des1gn or select activities that bu11d in opportun:t1es to

maké responses and receive immediate feedback; (b) for other act1V1t1es, give

coﬁpié;éé instructions and Qor:k through pienty of 5§ééeice examples to enable
the students to evaluate the correctness of their responses on their own for
the most part; and () rather than leave students on their own, circulate
duriné seatwork tines to supervise progress and pié%iéé immediate feedback and
help to those who need it.

Among actxvrtxes that aiiow for active response wrth rmmedxate feedback,

students are especrally lrkely to enjoy activities that aIIow them to create a

f1n1shed;product, Industr1a1 psychologlsts have shown that workers enjoy Jobs

that aIIow them to create a product they can poxnt to and 1dent1fy with m more

than they enjoy jObS that do not y1e1d tang1b1e evidence of the results of

the1r labor. It seems lrkely that students w111 respond srmrlarly to acadewic

tasks; that rs, they are 11Re1y to prefer tasks that have meaniné or integrity

in their own rxght over tasks that are mere subparts of some larger entity and

are more 11ke1y to exper1ence a satxsfyxné sense of eéaéiééiéﬁ or accomplish-

ment when thé} finish such tasks Ideally, task completlon will yield a

finished product that the students can use or dxsplay (a map, diagram, or some

other 111ustration; an égéay report, a scale modél, a completed puzzle, or
something other than another ditto or workbook page):

Incorporate "Eun—Eeatures

Most academxc act1v1tres can be pIanned to incorporate certain features
that most students find enjoyable. Three of these are fantasy or simulecion
features, §§Eé-1iﬁe features, and opportunities to interact with peers.
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Where more d1rec: applxcatxons of what is be1ng Iearned are not feas1b1e,

you can introduce fantaqy or 1magxnat10n elements that wlllgengggg students

emotions or allow them to expertencegeyentsfv;car;ousl In studyxng poems or

storxes, you can tell students about the authots motives in wratxng the poems

or stories or about formative experiences in the authors' lives that led to

these Writings. In study1ng scientific or mathematical pr1nc1p1es and

galvéa or the personal motives of the discoverers that iea to the development

of the knowledge or skills he1ng taught. Or you can set G@ role play or
simulation acti ivi tiEQ that allow students to identify with real or fictional

characters or to deal with academic eontént in direct, personal ways. Rather

than stmply ass:gn the students to read thtory, for example, you tan make

history come alive by arranging students to role play Columbus and his crew

debating what to do after 30 days at sea or have them take thé roles of the

American, British; and Russian leaders meeting at Yalta.

Simulation exercises include, but are not confined to; full-scale drama,

role play, s1mulatxon games, and other 'maJor productions." Other, more

These xnclude bt1ef 81mulat1on exercises or 1nvxtatxons for students to brxng

fantasy or iﬁééinétion to éiééﬁé the1r th1nk1ng about the contént they are
learning. In teaching a particulac mathematical procedure, for example, you
iiiiéht ask students to name prohiéiﬁé that come up in éﬁééidé& t‘iii:iné that the
n;ocedure m1ght be uséfui to héip solve (éﬁé éﬁéa ii;t these on the anrdi.
We observed a h;story teacher brxng ancient hxstory al1ve by he “.n é students

describe what facilities they would expect to fxnd in a visit to an ancient

Roman bath, and we saw a geography teacher "bfing home" material about the
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Sov1et Union by askxng students to 1mag1ne and talk about what it would be

11ke to seek housxng in a country in which the government owned all of the

property and to acquire accurate information about world events in a country

in which the government controlled all of the media. Such brief fantasy or

simulation exercises do not take much timé or require special preparations,
but they can be quite useful to stimulate students to relate to the content

more ﬁéréoﬁélly ard to take greater interest in it.

presented as games or structured to ihtidde features typically associated with

éémés or recréatibnéi §é§tiﬁe§ ékéliéé; i9§§§ Malone & tepper; in bress).

into "test yourself" challenges, puzzles, or bra1n teasers. Some of these

kxnds of activities 1nvolve clear goals but requ1re the students to sotve

problems, avoid traps; or overcome obstacIes to reach the goals (e. g

exercises that call for students to suggest p0331b1e solut1ons to science or

engrneerrng problems or to find a shortcut that w111 substitute for a tedxous

mathematical procedure). Other such activities challenge the students to

"f1nd the problef" by 1dent1fy1ng the goal 1tse1f in add1tlon to develop1ng a

method for reachxng the goal (many "expLore and- d1scover activities follow

this modei): some gamé-iité activities involve eleﬁéﬁté aé ;a;;;a;; or hidden

Other such actxvrtzes involve a degree of randomhééé or some method of

inducing uncertaxnty about what the outcome of one's performance is 11ke1y to
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a variety of difficulty levels (hat are assigned according to card draws or
dice ééiI;::TiiViii Pursuit is ap example)

Note that most of these game-;1ke features xnvolve present1n5 1nte1-

students working eaaperaciveiy. This is mentioned to call attention to the
fact that the term "game-like features" is intended to have & much Broades

meaning than the typxcai meenxng of the term "games," vhich most teachers

associate an'”ifiéiily with team competitions. There is reason to believe
that the game-like features described above are likely to be less &istraccing
from eurrxculum objectxves ad more effective than compettt1ve games in
promotxng student motivation to learn, especxally when .oﬁﬁet tive games
emphas1ze speed and membrxzed facts rather than tntegratton or applxcatxon of
knowledge;

Most students enjoy activities that allow them to interact with their

peers. 7You can easxly build peer inteéraction opportunities into whole-class

activities such as dxscuééxbn, debate, role play, or sxmulatlon. In éddition,
you can plan follow-up activities that allow students to work together in

pairs or small groups to tutor one another, discuss issaés, develop suggested

solutions to problems, or work as a team prepartng fof a competition,

ﬁiitieiputing in a sim 1 tion game, or @iaauéiﬁg some group product (a report

or a dxsplay, for examples)

Peer interactive act1v1t1es are 11ke1y to be most effective If (a) they

»— 3 —

are suffxc1ent1y etructured around curriculum obJectxves to make them

worthwhtle 1earn1ng exper1ences rather than mere occasions for soc1al1z1ng and
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rétnér tﬁan so that one or two assert1ve students can dominate the 1nteract10n

and do alt the work whtie others watch (see Slav1n, 1983 and Slav1n et al.,

1985 for more Informatxon about peer 1nteract1ve and c00perat1ve learnlng

activities).

éonciu&inéﬁcanménts About Intrinsic Motivarional Strateg}eo

Schooltng should be as enJoyable as pos81b1e for both teachers and

students. Therefore; whenever currlculum obJectlves can be met throngh a

find rewarding and avoid activities that they find boring or aversive.

However; two important limitations on what can be éeééﬁﬁiisﬁéa through

rntrfnsxc motlvatlonal strategles should be kept in m1nd

F1rst. your opportun1t1es to use 1ntr1nste motivational strategres in the

classroom are limited. You must teach the whole currlculum, not Just the

parts that appeaI to the students, and you must teach factual kﬁaaiéagé and

basic skills in addition to hlgher 1eve1 obJectlves. Oénortunities to provide

choice or game-llke features are limited. Thus, even if you make optlmal use

—— 3 — — 3

bf these intrinsic motivational strateg1es, your students will still be in

schoot rather than in a recreational sett1ng, and all of the constraints that
are built into the téacnér and student roles wil® still be in place. Learning
w11l often be enJovabie, but Lt w111 st111 require concentratron and effort.
It will not be "fun" of the sort implied by a visit to an arcade oF an

amusement park.

Second, aitnaugn intrinsic motivational strategies should increase
stu&énté' enjoyment of ctassroom aCtIVLCLeS, they will not in any direct ésy
increase the students' motivation to learn the content or skills being taught.
Therefore, as is the case with excfiﬁéic motivational strateéies; intrinsic
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motivational strategles w111 need to be supplemented with strategies for

stimuiéting motivation to learn (described in the next section). Otherwise,

the students may enjoy classroom activities but fail to derive the intended

knowledge or skills from thenm.

In this connection, it is worth noting that our cotloqural language for

discussiné intrinsic motivation is m1s1ead1ng. We commonly descrlbn certain
topics or tasks as "intrinsically interesting" and speak of engaging in

activities "for thexr own sake. Taken 11ter811y, such language 1mp11es that

motivation resides in activities ratier thanm in péopie. In realxty, people

generate intrinsic mot1vatlon° rt is not somehow bu11t into top1cs or tasks.
We stuay or do éaaééﬁiﬁg not for ité sake, but for our sake--because it brIngs

us pieasure, meets our needs, or in some other way proGides desirable

stimulation or satis f ction. We all have our own amounts and pattetis of

intrinsic motlvatron, developed in response to our experlences and to the

socialtization we receive from significant others in our lives. In the case of

actIV1t1es to students existi né motlvatlonal patterns, teachers can th1nk in

(oL

terms of shaping those motivational patterns thrugh systematic socialization
efforts designed to stimulate student motivation to leéirn the curriculum;

Stratggigfeior—Stxmulatxng Student Motivation to Learn

The followxng strategles are recommended methods of going beyond

manxpulatxng student performance through extr1n51c reward and punxshment, and

engage in classroom activities because they enJoy them, in order to stimulate
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students' motivation to learn (e.g., to stimulate the students to take

academic activities seriously and attempt to acquire che knowledge or skills

that chese activities were designed to develop). The first three strategies

are ééﬁéééi ones Eﬁéi &escriﬁe pervasive féacutéé of the iéééﬁiﬁé environment
that should be established in the classroom. They involve socializing
students to understand that the classroom is primarily a place for ieafﬁiﬁg
and that acquiring and applying knowledge and skills are important

contributors to quality of life (not just to fébééé card grades).

General Modeling of Motivation to Learn

Throughout all of your interactions with your students, routinely model

interest in learning: Let the students see that you value learning as a

revarding, self-actualizing activity that produces personal satisfaction and

your interests in current events and items of general knowledge (especially as

they relate to aspects of the subject matter that you teach). Call attention
to current books, articles, television programs, or movies on the subject.
Also, call attention to examples or applications of subject matter knowledge

in everyday living, in the local environment, or in curcent events.
"ﬁééeiing“ here means more than jﬁéé calling students' attention to

examples or applications of concepts taught in school. In addition, it means

acting as a ;éééi4-§ﬁ;;iﬁé your Ehinkihﬁ about §ucﬁ examples or ;ﬁéiiéééidﬁé

so that your students can see how educated people use information and concepts

learned in school to understand and respond to everyday experiences in their

lives and to news about current events occurring elsewhere. Without being

Preachy about it, you can relate personal experiences illustrating how

tanguage arts knowledge énables you to communicate or express yourself
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effect1ve1y in meortant life s1tuatIons, how mathematlcal or stléntifié

RnowIEdge enables you to solve everyday household engxneer1ng or repatr

problems, or how soctal studzes knowledge helps you to apprecrate th1ngs you

current events or questrons that you are raising or pred1ct1ons you are mak1ng

about how current crises will be resolved In general’ let the students see

that 1t is both stlmulatlng and sat1sfy1ng to understand (or even just to

Brophy, in press, for more Lnformatlon ahout aaaé1iﬁ§);

One teacher that we observed used aaaéiiﬁg effectively in connection with

an assignment invo19ing readtng about current events in the newspaper. He

began by natiﬁé that he reads the ed1tor1al page of this newspaper regularly,

finding that he sometimes agrees and sometimes dtsagrees with the editorlals

but, in either case, the material is always Informatlve and thought provok1ng.

He went on to d1scuss the newSpaper C] posLtLon and h1s own pos1t1on concernlng

a forthcomrng summ1t meetlng of 1nternatronal leaders, not1ng that he was

initially relatively unLnformed about, uninterested in, and pessimistic about

the lxkely outcome of this summit meetIng, but that Le had become more
intéreéted and more 6§Eiaiééié about it as hé became better informed through

readtng the newspaper and watchlng news progfans on Eéié&iéi&ﬁ; lhis led to a
stzmulatlng d1scus31on that clar1fied for the students and provoked many
quest1ons ahout the pos1ttons of the Hnited States and the Soviet Union on
major issues to be discussed at the summit mééting, the positions of the

editorial wrlter, and the posLtLons of the teacher. In addition, the teacher
provoked further interest and curiosity from rhe students by noting that,
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aitnough he was sharing his own positions on the issues being discussed that

day, he often de11berate1y withheld his p031tlons on issues discussed in class
to encourage the students to think for themselves and avoid imhibiting
students who might disagree with him. Throughout the discussion he made

references to espects of the nistory and éeoériﬁﬁi of the United States and

their p031tlons on issues to be d1scussed at the summit meeting. In addition;

he communicated the pr1de and sat1sfactlon he took in "feeIIng like an expert

in world affa1rs when he read art1c1es or watched teIeV1s1on programs on the
summit meetlng and reallzed that he had a good understandlng of the issues and

events involved. It is likely that this mode11ng increased his students’

1nterest in and apptEC1at1on of the 1mportance and usefulness of social

studies concebts énd inforﬁétion; In addition, it probably 1nctééséé their

interest in newspaper Srtiéiés and telev1s1on programs about curreat events,

as well as proV1dtng them with 2 model to follow in readlng those art1c1es or

responding to those programs in active, thoughtful ways.

Commun1cate Des1rab1e Expectattonsgand,Attribut%ons

Throughout all of your interactions aitﬁ students; routinely project

att1tudes beliefs, eibectat1ons, and attributions (statements about the
reasons for students' behav1or) that Imply that your students shéré your own

enthusiésh for 1earn1ng. To the extent chac you treat your students as if

they already ;éégééggrfleérners, they will be more likely to become eager

learners. Let your students know that you expect them to be curious, to want

to learn facts and understand prtnc1p1es clearly, to master sR111s, and to see

what they are léérning as meaningful and applicable to their évéfyaéy lives.
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Minimally; this means avoiding suggestions that students will dislike

working on academic activities or will work on them only in order to get good

grades. Preferably, it means treating students as active, motivated learners

who care about their learning and are trying to underscand (Good & Brophy,

1986, in press). One teacher we observed communicated positive expectations

routinely by announcing at the beginning of the year that her class was

intended to make the students into "social scientists" and by referring back
to this idea frequently throughout the year through such comments as "Sifce

you are social scientists, you will recognize that the description of this

area as a tropical rain forest has implications about what kinds of crops will

grow there," or "Thinking as social scientists; what conclusions might we draw

from this information?" Another teacher frequently encouraged his students to

read the material carefully and. put it into your own words as
you go along so that you will make sure you _that -you

understand  it. Then answer the questions that follow.
Remember, if you really understani the material, you should
not only be able to answer the questions correctly but also

be able to explain why your answers are corréct.

Minimize Students’ Performance Anxisty

Motivation is likely to develop most fully in classrooms in which the

task at hand without worrying about whether or not they can meet performance

expectations. You can accomplish this by making clear separations between

instruction or practice activities designed to promote learning and tests

designed to evaluate performance. Most classroom activities should be

structured as learning experiences rather than as tests.

Where instruction or practice activities include test-like items

(recitation questions, practice exercises), treat thesé as opportunities for



the students to work with and apply the material rathe:r than 4s attempts to

see who knows the material and who does not. If you expect students to engage
in academic activities with motivation to learn (which implies a willingn:ss

to take risks and make mistakes), you will need to protect them fiom anxiety

or premature concern about performance adequacy.

It is necessary, of course, to evaluaté student performance and assign

grades using tests or other assessment devices:. Until that point in the unit,
however, the emphasis should be on teaching and léearning rather than on

evaluation, and students should be encouraged to respond to questions and

performance demands in terms of "Let's assess our progress and learn from our

mistakes" rather than "Let's see who knows it and who doesn't." When
possible, give students opportunities to correct their mistskes or improve

their responses by rephrasing the question or giving a clue (i:e:; do not give

the answer or move on to someone else). If it is necessary to give the answer

or elicit it from another student, be sure to include any explanation that may

be needed to make sure the first student "gats the point" and anderstands why

the answer is correct. Have students correct their mistakes on seatwork and

homework assignments. 1In general, encourage your students to treat each

question and performance demand as an opportunity to check their own

understanding or apply what they are learning rather than as an opportunity to

ééih or lose points cbﬁétﬁ cﬁéit gfaaéé; When ﬁéééésary; you may also want to
nake statements such as "We're here to learn, and you can't do that witheut
making mistakes," to caution students against laughing &t the mistakes made by
their Sééfs, or to use tﬁé strategies for 6ihiéiéié§ students’ test anxiety

that were described in an éarlier section Of the paper.
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estabiish a iéarning environment in which student motivation to learn can

learn as a general tra:t. Then, when Imp;ementing partxcular academLc

activities, you can supplement these general strategtes by us1ng one or more

of the following specxfxc strategles for motxvattng students to 1earn the

content or ékiiié that a partxcular 3CtIV1ty is deSLgned to develop.

Project Intensity

Whenever you ins 'ruct, but especxally when you present key explanatxons,
you can use tiaing, nonverbal éipiéééiéﬁé and gestureé, and cuéiﬁg aﬁa other

material is impcrtant and deserves c109é attention: An intense presentation

might 5egi' wlth a dxrect statement of the tmportance of the mes éég ("I'm

inté”é ty é”i cue attention: a slow paced, step-by-step presentat1on duang

ask it tmmedxately) In additibn to thé Gords you speak, everythxng about

your tone and ma

nner should communicate to the students what you say is

important and that they shouild give it full attention and be prepared to ask

questions about ;ﬁyfﬁiﬁg that they do not understand.
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Projecting intensity through slower pacing, exaggerated cueing; and

related theoretical techniques is an especially useful strategy when

demonstrating procedures or problem-solving s'rategies (as opposed to giving
or reviewing information only). Such demonstrations have built-in step-by-

step structures that lend themselves to siow pacing punctuated by exaggerated

cueing; and the first- or second-person language that is used in modeling or

demonstrating procedures lends itelf more naturally to a high-intensity

communication style than the third-person language typically used to

You will have to "pick your spots” for deliberately using an intensive

style, however, because you cannot be intense ail the time, and even if you

could; students would adjust to it so that it would lose much of its

effectiveness. Therefore, reserve special intensity for times when you want

to communicate "This is important: pay especially close attention." Likely

occasions for such intense communication would include introduction of

important new terms or definitions, especially those likely to be confusing to

the students; demonstration of procedures and problem-solving techniques,

including instructions for how to do seatwork or homework assignments;

difficult; and instruction that requires eliminating presently existing

misconceptions in addition to teaching new conceptions (and thus requires
making students aware that; even though they think they already understand the

intensity is less appropriate for more routine instructional situations,
although teachers aré wéll advised to slow down the pace and be extra alert

for signs of confusion or student desire to ask a question whenever they are



covering new or c0mp1ex mater1al (Gambrell, 1983 Good & Brophy, 1986 Rowe,

1984 Swlft & Goodxng, 1983 Tobin & Cap1e, 1982)

Project Enthusiasm

Unless they are airéaay familiar with the toﬁic or assignment, students

w111 look to ybﬁ as the teacher for cues about how to respond to academxc

aetiviciés; Consciously or not; you model attitudeé and beliefs about téﬁiéé

and as 1gnments, and students pxck up on these cues. If you present a topxc

or aSSLgnment w1th enthus1asm, suggest1ng that it is iﬁtefeéting; important,

or worthwh11e, your students are 11ke1y to adopt th1 same attitude
(Bettencourt, G111ett, Gail, & Hull, 1983). In éuggeétihé that §56 éééjééé

eﬁtﬁuéiiéﬁ; e &6 hbt mean pep téiké or unnecessary theatrics. Instead, we

mean that you would 1dent1fy your own reasons for being interested in a tobic

or for f1nd1ng it meaningful or important, and you would project these reasons

tb'the students when teaching about the topic. Use dramatics or forceful

salesmanship if you are comfortable with these techniques, but if not; low-key
but sincere statements of the value that you place on a topic or activity will

be just as effective to communicate your enthusiasm for it. fhﬁs, a brief
comment showing that a topic is food for thought or illustrating why it is

interesting, unxque, or dxtferent from prevxously studzed topics may be

suff1c1ent In short, the prxmary oancttve of prOJecthg c:thus1asm as a

strategy for mot1vat1ng students to learn i to induce the students to vaiue

the téﬁié or actxvxty rather than to amuse, entertain, or excite them;
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centers, and places like England were outposts of c1v111zatxon. All of this

changed drast1cally w1th the d1scovery of the New World and the emergence of

new centers of trade and culture. He demonstrated these issues w*th

references to maps, rem1nders about the pr1mary modes of transportatxon at the

time; characterizations of the att1tudes of the péople and their Rnowledge
about other countries and trade possibilities. Similarly, another teacher

brought ancient Israel alive by elaborating enthusiastically on the textbook

to tell his students about Dav1d as the slayer of Colxath and ancestor of

and builder of the témple; and Moses as the man who presented the Ten

Commandments and led the people out of the w1lder ess. This included locatlon

of Jerusalém; israel’ and the Slna1 Pen1nsula on a map and speculation about

Moslem temple is located 1mmed1ately next to the spot occup1ed by Solomon ]

Témplé); In each of these cases, the teacher was able to parlay personal

1nterest in the top1c w1th deta1led knowledge about the top1c 1nto an

effectlve présentation that sparked 1nterest and elxc1ted many questions and

comments from the students.

Induce Taskelnterest or_ Appree%atxon

Bes1des proiect1ng 1ntens1ty or your own personal enthusxasm, you can

1nduce students interest in or apprecIatfon for a t0p1c or act1v1ty by

Vérballélné %ééééﬁ; that the students should value it. If the tapie or

interesting or important, thésé connections should be noted (such as the

earlier mentioned connection between the Ark of the Covenant and Raiders of

the Lost Ark). When the knowledge or skills to be taught have applications
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appltcatzons that W111 allow the students to solve problems or accomplrsh

goals that are 1mportant to them) You can also mention new or cha11eng ng

aspects of the activities that the students can ant1c1pate, espec1a11y

interesting or exotic aspects.

For example, we observed a history teacher who motivated students to read

about the ancient Greek legal system by noting that it was similar to our

system in many ways éiéésé that it called for 501 jurors. A geography teacher

motivated his students to study the map of Greece with 1nterest and

apprecxat1on by exp1a1n1ng that no place in Greece was more than 40 m11es from

the sea and that the country s Jagged contours gave it far more coastline than
most other countries, including much larger ones.

InduceeﬁurLOSJty or—SuSpense

You can st1mu1ate curloslty or suspense in your students by posxng

questions or eoaéc{-uééiﬁg "set-ups" that make them feel the need to resolve

some ambrgutty or obta1n more 1nformatxon about a top1c. To prepare them to
read about the Soviet ﬂnion, for example, you could ask your students if they
krow that Russia is just a part of the Sovxet Union, what the term "Iron

Curtain" aéaaé, how many time zones there are in the Soviet Union, or how the
United States acquired Alaska. Such questions help transform one more reading

assxgnment into an 1nterest1ng 1earn1ng experxence by encouraglng students to

make connections between the Informatxon they w111 acquxre and the information

they already know (or th1nk they know) iufthéfaofé, By ia&ﬁéiﬁg éuriosity or

merely more mater1a1 to be memorlzed Most students w111 th1nk that Russia is
another name for the SoVIet Union, and w111 be curious to find out the
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d1fference once they have been alerted to the fact that a difference exists:
Mbst students will have heard the term "Iron Curtain" but will not have
thought actively about it; and they will becowé curious to learn more about it

when stimulated to th1nk about it in interesti ting ways (Is there an actual

curtain? Is it made from iron? If not, why is the term used?). §iai15§iy;

most students will be amazed to discover that the Sov1et Union encompasses 11

time zones and that the United States purchaaéd Alaska from Russia: These are
just four bastc facts found in most treatments of the history or geography of
the Soviet Union. Whéther or not students find these facts (or a great many

————— i

others that could have been mentione ' inte rest1ng and will thxnk actxvely

about them rather than merely try to memorize them ill depend largely on the

degree to wh1ch the1r teachers stimulate curLOSIty and oroVidé a context for

th1nk1ng about associations between these facts and existing knowledge or

héliefé. Th1s is another illustration of the poxnt made earlxer that interest

value does not res1de in top1cs or act1v1t1es--1nterest resides in pe0p1e.

them to speculate or make predxctzons about what they w111 be learnxng, (b)

raxsxng quest:cns that success ful completxon of the actxvxty w111 enab1e them

to answer; (c) where re1evant, showxng them that the1r ex t1ng Rnowledge 1s

the1r Rnowledge is 1nternaily inconsistent or inconSistent with new inform-
ation, or that their present knowledge exists in scattered form but could be

organxzed around certain éé'eral principles or powerful ideas (Malone &

Lepper; in press). More generally, you can put your students into an active

informatibn:pfaéeésiﬁg or problem-solving mode by posing tnterestIng quest1ons

or problems that the activity will address (Keller, 1983).
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Induce D1ssonance or Cognxtxve Conflict

When the topic of a text is aiiéaay familiar, students may think they

already know everyth1ng that there is to krow about 1t, and thus may read the

tendency by po1nt1ng out unexpected incongruous, or paradoxical aspects of

the content, by ca111ng attention to unusual or exotic eleménts, by noting

excepttons to generai ruies, or by challenging students to solve the “éystéry"

that underlies a paradox.

The school curriculum includes a great many "strange but true" phenomena,

especially in mathematics and science. You can call attention to such

phenomena and provoke students to begln asking themselves "How can that be?"
Otherwxse, students may treat the anut onii as more information to be

absorbed wlthout giving it much thought or even noticing the fact that it

seems to contradict previously learned information. For example, you might

introduce the topic of photosynthesis by noting that; although animals get
their food from the éhvitbhn’:éhc; plants make their own food. You might

1ntroduce free verse by not1ng that "some poetr doesn't rhyme.' Or; you
y

]

might tell students that "with fractions, w mu1t1p1y in order to divide."

We have observed several teachers usiné this s trategy effecr1ve1y. One
teacher introduced a unit on the Middle Ages by te111ng students that they
would learn about "our ancestors" who chose to remain 1111terate and Lgnorant

and who perSecuted people who d1d not share their relngon. Later he noted

the Moslem advances in mathematlcs, ﬁedicine, and the construction of
11brar1es, and then contrasted these with the illiteracy of most Christian

kings and lords during the Middle Ages. Another te;éﬁéé stimulated curiosity

about the Persxan Emp1re by not1ng that Barlus was popular with the people he
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conquered and by ask1ng students to antrcrpate reasons why this m1ght be so.

Another teacher 1ntroduced a seiectxon on the TrOJan War by te111ng the

a

a0

students they would read about "how Just one horse enabled the Greeks to wi

major battle against the Trojans;“ Another teacher introduced a movie on the

fa11 of the Roman Emp1re by say1ng, "Some say that the factors that led to the
decay of the Roman éiéiié are presently at work in the United Statés--as you

watch the film, see if you notice parallels.”

Make Abstract Content More Personal, Conmcrete, or Familiar

> — ——

Deftnxtrons, pr1nc1p1es, and other general or abstract 1nput may have
little m meaning for students un1ess you make it more concrete or visual for

them; 6ne Géy to accomp11sh this rs to promote personal 1dent1f1cat1on w:th
thé content b} re1at1ng exper[ences or telling anecdotes 111ustrat1ng how the
content applIes to the lives of particular 1nd1v1dua1s (espec1a11y 1nd1v1duals
vhom the students are interested in and iikéiy to iaeﬁéi%y with). For

example, we obsérved a history teacher read the students a brief selection

about Spartacus in order to persona11ze a se1ect1on that they were to read

particular emphasis to the Children's Crusade, aoeiag that the children
involved were "your agé and yé&ﬁééf' and that most of them d1ed before th1s
crusade eventually ended in failure: He also made po1gnant cofinections to

contempotaty Iran, where re11g1on-based zea1 is also causrng pre-adolescents

to voiunteer to g0 to war. Another teacher brouéht the medieval gu11ds a11ve
for her students by describing them in detail and soiicitiné the students’
reactrons to the fact that if they had lived dur1ng the M1dd1e Ages, to becone
a Journeyman they would have had to leave the1r homes as ch11dren and spend
seven years apprénticed to a master craftsman.
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You can also make abstracttons concrete by show1ng objects or p1ctures or

h? éaﬁaaéiiﬁg deﬁonstratione; You can also help students to relate new or

strange content to the1r ex1st1ng knowledge by us1ng examples or analog1es

that refer to fam1l1av concepts, objects, or events. For example; we have

observed teachers make the foliowtng connections: (a) the Nlle River éiaééiﬁg

and its effects on Egyptian customs compared to spring flooding in Michigan
rivers and its effect on local customs; (b) the Washington Monument as a

moaern éxampié of an obelisk; (é5 éﬁ?éé times the size of the Pontiac

(d) identrf cations of students in the class (or fa111ng that, famous

studied9 (e) linking of students’ famlly names to the gu1lds (Sm1th Tanner,

M1ller, Baker); (£) similarities in cl1mate and potential for Flower raising
and ¢ darry farmlng 48 reasons why the Dutch were drawn to the Holland,

M1chigan; area (g) s1m11ar1t1es in the customs associated with the Roman

festivities; and (h) explanation of hHow the medieval social and political

system workec by descr1b1ng the local (rural central Michigan) area as part of
the 'o'utlyi'ng lands surrounding a manor based in Lansing, which in turn would
be under the ﬁrotectton of and would pay taxes to "the Klng of Detroit:"
Sometimes the probién is not so much that the content would be too
ahstract or unfamlllar Eaf the students to understand if lt were éiblalned

auff1c1ently, but that the tex. simply does not prov1de enough explanat 5:

For éiaﬁﬁle, it is uot enough to say that Russia stopped participating in

World VWar I because "the revuiution came and a new government was

estavlished." This brief statement does not supply enough details to enable



students to understand and visualize the events §d££6unding the Russian

revolut16n. To make these events more understandable to the students, you
would have to elaborate on ¢ the text by exp1a1n1ng why and (espec1a11y) how the
Communists and others organ1zed p011t1ca1 and, eventualiy, military resistance

to the Czar ] reg1me, killed or expelled the Gzar s fam11y and key officiaié,

and estab11shed a new government. Such elaboratlon on the text transforms the

re1atxve1y meanlngless statement that "the revolution came and a new

government was estab11shed" into a meantngfut statement that the students can

and can visualize the eveats to wh1ch it refers. This will enable them to

process the content act1ve1y instead of s1mp1y triiné to memorize it.
As a teacher recently esep’iaiaéa in an interview; é'o’o'd teachers look on

Induce Studentagtogcenerate—Ihe1r Own nativ&tiaa té Eééiﬁ

You can induce your students to generate their own motivation to learn by

asking them to think about topics or activities in relation to their own
interests or ﬁrEEEnEeﬁtibné. For example, you can ask the students to

identify questions about the toplc that they wéuié 1;ié to get answered, to

list the1r part1cu1ar interests in the topxc, or to note th1ngs that they find

to be surpr1s1ng as they read Besides generatlng motivation in a partxcutar

s1tuatxon, such exercises are useful for he1p1ng students to understand that
motlvatIon to learn must come from w1th1n themselves--that it is a property of

the learner rather than the task to be learned (ortiz, 1983).
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State Léamiﬁg ob jeéti\ééé and Provide Aaa,aﬁc—e,érgiaizéra

when thexr Iearning is goal-orxented and when they can structure the

rnformatton to be learned around key concepts (Alexander, Frank1ew1cz, &

Williams, 1979, Ausubel Novak, & Hanestan, 1978; Mayer, 1979) Such

theorists commonly advrse teachers to 1ntroduce act1v1t1es by statrng the1r

learnxng oh;ectlves (the knowledge or sR1118 that the students should be able

to d1splay when they complete the actrvxttes successfully) and by prov1d1ng

advance organizers (statements of tllustratlons that characterize the actxvity

in general terms so that the students iill kﬁsw what to expect and lel be

prepared to activate relevant background Knowlege or learning strateg1es as

they ené ge in it), Stat1ng learntng obJectlves and proviaing advance

organizers » - - -able strategies for mocivatibnai reasons as well: By
calling at:. :e natire of the task and the academic benefits that
students ~np: irom engaging in it; learning objectives and advance

organlsér: hi .. -icdents t.. establ1sh a learn1ng set to gu1de their responses
to the éééi;

You can prepare your students to §§in more Erom lecturés, fllms, or
réadlné assignments éy élarifyiné what you want them to concentrate on or
thlnk ééé&é as éﬁéy orocess tbe lnforhatlon. You aéy want to dlstribute a
éiiéiéiiy filled- . outllné or study éuldeg for e;ample; or to give s§6cltlc

guide11nes about notetak1ng (Garrrer & Tttus, 1979, Klerwa, 1985 Ladas,

1980) If parttcular structur1ng devices have been built into the content

(lists, generallzatLons followed by elaborat1ons, compartson or contrast

structur»s, h1stor1cal narratives or other sequential descr1pt1ons, or

presentations of rules followed bi eianbles; questions followed by answers, or
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concept definitions followed by examples and nonexamples of the concept), you

could call the students' attention to these structural elements to increase
the likelihood that the students would be able to use them as bases for

organizing and remembering what they learn (Armbruster & Anderson, 1984). In

vs. more general principles or applications, use of particular main ideas for

organizing or interpreting the larger body of information); your students will

be more likely to adopt the appropriate learning set and gain what you want

them to get out of the activity.

Provide Informative Feedback

Feedback was discussed previously in connection with other aspects of

student motivationm, but it is mentioned briefly again here to underscore its

importance as part of a systematic attempt to encourage students to engage in

academic activities with motivation to learn. If students are to function as

active iéétﬁéré, they will need opportunities to assess their brbgréss in

understanding content or mastering skills--in short, opportunities to make

them to information, you should give your students questions or assignments

that will require them to restate the information in their own words; to show

that they understand the input and can apply it successfully; or to summarize,

integrate, or evaluate what they have learned. Such response opportunities

and the feedback associated with them will motivate students' learning by
reinforcing their sense of competence or efficacy (when learning has been
successful) or by underscoring thé need for further efforts (when it has not).
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Model Task Relatedgihlnklng:ggd Problem Solr g

The 1nformat1on-process1ng and problem-solv1ng strateg1es that you use

when th1nk1ng sbout curricular content and respond1ng to academic tasks will

be invisible to your students unless you make them overt and observable by

ﬁodEIlné them. Therefore, when teachxng partxcular content, and espec1ally
when demonstratlng skills or problem solv1ng strateg1es, do not tell the

students what to do us1ng the typ1cal second- or thrrd—personal language of

instruction. In addttton, model the process by show1ng the students what to

do and by thtnkrng out Ioud as you demonstrate. Include the th1nkrng that

goes rnto selectxng tha general approach to use; decrdrng on optlons to take

at cho1ce po1nts, check1ng progress as you go along, and sat1sfy1ng yourself

that you are on the r1ght track. Also, model recovery from false starts and

from use of inappropriate §trateg1es on occasion so that students can see how
one can develop a successful strategy even when one is not sure about what to
do at first (Diener & Dweck, 1978).

Thxs ktnd of ggggltlve model;ng (th1nk1ng out loud so that students can

observe one's information-processing and problem-solving strategies) can be

powerful both as an instructional device and as a way to socialize student

motivation to learn; that is, in addirion to model1ng the partx:ular

strategres needed for the task at hand cogn1t1ve modelrng is a way to show
students what it means to approach a task with motivation to learn by modeling
some oE the géaéfai beliefs and attitudes associatéd with aocivatiaa

Supplied by mistakes rather than giviné up in frustration).
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ﬁodéling 6§§ortunities occur whenever am academic activity calls for use

of some cognttxve process or strategy. Among other thxngs, thls 1ncludes

demonstrations of how to conduct sc1ent1f1c experxments, understand and

deVelop ways to solve mathematxcs problems, 1dent1fy the main ideas in

baraéréphs, dévelop a pian for eéééaéé'ﬁg a research project or an outline for

writing a composition, identify the moral of a .‘ory, induce general
principles from collections of facts, deduce applications of general
brinciplés to sﬁécifié situations, check your own ﬁnderstandiné of content By

try1ng to answer questrons about it or paraphrase it into your own words, or

find and correct your own errors (For more 1nformatxon on modelIng as a

motivational technlque, see Good & Brophy, 1986 in press)

Contemporary learnIng theor1 ts h ve shown that learnxngg and most

especrally the kind of cogn1t1ve learning emphasxzed at school, is not mere

respofnse to stimuiatian. Nor 1is teachrng mere tnfusxon of knowledge into a

vacuum. Learnlng involves actrvely processing 1nput and makxng sense of it by

it to exzstxng knowledge, 1deally in ways that involve transformation

relating

of the input into the student's own terms and retention in a form that makes

it eas ily a cess1ble for retrteval or applrcatxon. §imilérly; ideal téécnlné

1nvolves not only presentIng 1nput to students but he1p1ng them to be able to

process the rnput using g‘neratlve learnxng strateg es (Wexnstetn & Mayer,

*986) for prOcessxng the 1nput act1vely, relatrng it to thexr existing
knowledé ; puttxng it into their own words, and maklng sure that they

understand 1t. In the classroom context, motxvatxng students to learn means

first sfiﬁﬁléting them to téké an interest in and see the vaiue of what tﬁej
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iéarﬁing it. A1tﬁaugﬁ ééiééégiéé can be separated for purposes of anaiysis,
closely intertwined with stratégiés for planning and implementing effective
instruction généraii?

be most effective if used in conjunction with 1nstruct1onal strategies

designed to teach students to be aware of their goals durzng task engagement,
Eo monitor the strategies that Eﬁéy use to parsue these goals, to note the
effects of these strotegies as they are employed, and 6 monitor their
subjective responses to these unfolding events. 1deally, chen, students will
be motivated to learn ihé Sé armed with cogn1r1Ve stracégiéé for doing so, and

they will be able ta ma1nt31n metacognxtxve awareness of what they are do1ng
as they do it, so as to be able to monitor their progress and adjust their
§E§5Eé§ieé if necessary. For information about ESEEiEEVe and meéacognicivé
strategy training with students, see Baker and Brovn; 1984; Book, Duffy,

Roehler; Metoth, & Vavrus, 1985; Good & Brophy, 1986, Mcfomt 1984; Palincsar
& Brown, 198&, Paris, Cross, & Lipson, 1984 Roehler & Duff&, 1984; and

Weinstein & ﬁa?ér, i§§é.

Buxldr Motxyatzonal Scza s Into Your InsCruLt1onal Plans
_E itegie

1mp1emented in the process of teachxng to the obsectxves to be 1nc1uded in the
curriculum. More Eiﬁiééiiy; kowever, you will be ibfkihg with Eiﬁéﬁ curricula

instructional plafs or aajuéé these plans as needed. Thinking about the
following QuéiéiBﬁé may be helpful for this purpose.
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For All Activities

The following questions should be considered in planning for any academic
activity.

Sﬁiéééiie'; What are the curriculum and instructional gbalé of the
activity? How do these translate into specific objectives for the students?

are they learning this information or skill? When and how will they use it?)
Convey this information to the studénts through the 1é§iﬁiﬁ§ GBjéééiGéé that

you staté whea introducing the activity to them.

Advance organizers: Before getting into the activity itself, how can you

characterize it for the students using familiar general terms that indicate
the nature of the activity and provide the students with organizing concepts
that subume the more specific inforiation to be presented? Such advance
organizers should be communicated to the students (typically rigﬂt before
;Ehéiéﬁiﬁé the learning objécEiVés).

ihtéréétfigpiicétibnicuridsityiéusiéﬁéé/dissonance; Does the activity

produce information that the students are likely to find intaresting or build

skills that they are eager to develop? Does it contain unusual or surprising

about something surprising that they will learn through this activity a.d by
inviting them to speculate about how it could be true? Are there ways to
stimulate curiosity or create suspense by posing interesting questions?

Whenever the answer to one or more of these questions is "yes," capitalize on

the opportunity to induce student motivation to learn by creating interest,
appreciation, curiosity, suspense, or disssnance when introducing the

activity. .
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Listening and Reading Activities

Consider the following questions when planning activities that require

students to attend to ar. oral presentation, watch a visual presentation, o

learn by reading.

Eathusiam. What is your personal response to the content? What do you

find interesting or noteworthy about it? What aspects are particu.arly

important; and why? Your answers to these questions represent your own
enthugiasm about thé subject and should be communicated to the students during
your presentation.

Personalization: Are there personal experiences that jou can relate or

of content-related anecdotes about the experienres of cthers or about how the
knowledge was discovered? Including these personalized aspects should spice
up the presentation:

Variety in cognitive level. Does your presentation contain sufficiert

variety in the cognitive levels of information communicated and the types of

response demanded? Ordinarily, the presentation should not be confined to

facts and terms for students to memorize. It should in:nde attention to
skills or applications as well as analysis, synthesis, or evaluation of the
content.

Provision for active response. What is the anticipated length of the

presentation? If it appears that there will be too much gninterrupted
lecture, plan to break up the pru:s2ntation by asking questions, ihitiatihg
discussion, or allowing time for students tn tike notes or respond to a study

guide or brief assignment.
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Aruitoxt provided by Eic:

Preparing the students to_process the information. How should the

students respond to the presentation or text? Should they take notes or

underline ﬁe? idéasi SAouId they keep partxcular issues or questlons in mxnd

as they listen or read’ Should *hey be ngen a set of questxons, a partxally

Are there particular organizationéi structures that the students can recognize
and use in learnxng from the presentatlon or text (llsts, generalxzatlons
followed by elaboratxons, compare/contrast structures, historical narratives

or other sequentxal descrxptions, descrxptxon of wholes followed by
descriptions of each of the parts, presentations of rules followed by
examples, questions foilobea Sy éﬁéﬁeéé; or concept definitions foiioﬁed by
éxamples and éoﬁeiiﬁﬁiéé of Ehe concept)? To the extent that yaﬁ want
students to do something more specific than pay attention 4nd Ery to get the
most they can out of the experience; tell them éoeéificaiiy what you want them
to do, and if necessary, help Ey éﬁﬁﬁiiiﬁg questions, outlines, stedy guides,
or information about how the material is organized.

Problem prevention. Is there some key point that the students might

easily miss if not forewarned? Does the presentation or text contzin

ébétréttioﬁs that will not be meaningful to che studéncs without @iditisnat

they are not well eiﬁléiﬁe& in the text or becs:-: they conflict with the
students' personal experxences or expectatxon*’ If S0; you may want to ad just
have the prerequisite knowledge they will need to gain the intended benafif

from the film or text. -
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Aruitoxt provided by Eic:

For Activities Requtrlng_tctlye Response

Consider the following quest1ons when pianning activities or assignments
that require students to do sométhing more active than listen or read (for

example, answer questions, prepare a repo y work on a project).

A learntng expertencefguot a test. How can you make sure that :he

than as a test (unless it is a test)? When and how mIght you encourage
students to ask queétiéﬁé and seek whatever information or help they may need
to clear up confusion and perform acceptably’

Qo&eiigg; Does the act1v1ty demand new or complex responses that should
bé modeled for the students? If so, work through several examples by thrnkrng

out loud as you perform each step, explaining any information gatherlng or

decision making that is involvad and including explanation of the rationales

re

for actions in addition :c a"'ﬁ"éiééiﬁg the actions themselves. In addition

through the task smoothly), model hypothesis-testing strategies (&aag’iaéring

two or more alternatives at a cholce p01nt and selecting the correct oné after
reasoning or brief experimentation) and éroubieshoocing or repair strat:gies
(discovering that you have selected an inappropriate strategy or made some

other mistake and using rechecking »r logical reason1ng approaches to identify
and correct the problem). In general, to the extent that successful

performance depends on effectrve planning, thlnklng, decision ﬁakinég or

covert problem solving, make sure that you model these mental processes for
the students in addition to demonstratrng more overt responses.
Feedback. When, how, and from whom will the students get feedback on

their performance? What should they do if they do not understand a question
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or are not sure about how to Ségiﬁ a response? What should they do when they
think they are finished? Tfy to arrange the activities so that students can
get the feedback they need when they need it.

they use (when giving your initial instructions) as well as to ask questions
about these strategies (when providing help or giving feedback). It is also
ﬁéipfﬁi if }66§ instructions and féeéﬁéék reinforce ;ﬁaé you have told the
students about iearning obéébtivé§; Help students keep in @ind cﬂat the Séiﬁé
of the acéivici is to help them understand or apply knawiédgé or skills, not

merely to produce correct responses to a particular set of questions.

Conclusion
Although it cannot be taught directly as a concept or skill can be
taught, student motivation to learn academic content and skills can be
ééVéléiéé by teachers who syécématicaiiy socialize their students using the
QEfifééies preSénEéd above as part of a ii;géf package of curriculum and
instruction that is also eEfective by other critéria. The list presented here
is not complete; undoubtedly furth:- research will identify new strategies and

additional qualifications on the use of strategies already described.

Nevertheless, thé present list makes a good "starter set" of strategies to

select from in ﬁiéﬁﬁiﬁg motivational elements to be included in your
instruction: In §éiéiéuiar; the list serves as a Eéﬁiﬁééf that students need
not 6619 to be given incentives for good performance and activities that they
will éﬁjoy as much as possible but also to be motivated ts leatn the kﬁ&ﬁléaéé
and skills being taught. 67
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