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ABSTRACT 

Theories of motivation are briefly reviewed and compared with 

Deci's (1975, 1980) conceptualization of intrinsic motivation 

as an innate need for feelings of competence and self-determ­

ination. An outline is given of Deci' s 'cognitive evaluation 

theory' concerning the effect of rewards on intrinsic motivation, 

and research evidence in support of the theory is referred to. 

It has been suggested (Deci and Ryan, 1980) that teachers 

whose general orientation is toward control tend to administer 

clas.sroom ·rewards controllingly, while teachers whose general 

orientation is toward autonomy reward informationally. 

'Cognitive evaluation theory' would predict that the intrinsic 
\ 

motivation toward school ·learning of pupils of the former 

teachers would decrease, and that of pupils of the latter 

teachers would.increase. Support for this-view has been found 

by Deci, Nezlek ~nd Sheinman (1981) and by rieci, Schwartz, 

She inman and Ry~n ( 1981) . 

Other.findings.concerning intrinsic motivation in school are 

gender...,..differences (reported in Deci and Ryan, 1980) and a 

tendency for 1ntrinsic motivation to decrease over the develop­

mental period (Harter, 1981b). 

The study involved 459 boys and girls at three developmental 

·levels (Standard 1, Standard 3 and Standard 5 - approximate 

ages eight, ten and twelve years) and under two teacher 

conditions (control-oriented and autonomy-oriented). 

The teacher orientation variable was controlled as follows. 

A total .of· 71 teachers ,...had previously completed the 'Problems 

in Schoo'ls r questionn'aire (Deci, Schwartz I She inman and Ryan' 

1981) on which a·high score indicates an orientation toward 

autonomy and a low, or negative, score indicates an orientation 

toward control. Teachers whose scores were more than half 

a standard deviation .above or below the mean were classified 

as 'h,tgh.'. anQ. 'low'. scorers., ... re.sp~ctively. For each school 
lev~l in- the: study·~ th~~~. -~i·~·ss. teachers with 'high' scores 

1 



and three class teachers with 'low' scores were identified, 

and the pupils of these teachers were selected for the sample. 

The three motivation subscales of the Harter (1981b) scale, 

designed to assess intrinsic versus extrinsic orientation 

in the classroom, were administered to the 18 classes involved 

during school time, but.in the absence of the class teacher. 

In addition, an exploratory behavioural measure of intrinsic 

-motivation was attempted with the 46 Standard 1 pupils of the 

most extreme control-oriented teacher and the most extreme 

autonomy-oriented teacher, and the parents of a subsample 

of these pupils were individually intervie~ed. 

The results ipdicated·gender differences in favour of girls 

both in strength of intrinsic motivation and in reaction to 

teacher orientation for two out of the three subscales. A 

developmental decrease in intrinsic motivation was found for 

the 'Challe-nge' sub scale and from Standar4 3 to Standard 5 

for the ~Independence' subscale, although \in the latter case, 

only among pupils of autonomy-oriented tea.chers. Teacher 

orientation·had_the predicted effect, but more clearly on girls 

. for .. the 'Challenge' and 'Curiosity' subscales and only on 

· Stan<:l.~rd 3 pupils of both sexes for the 'Independence' subscale. 

The behavioural measure and the parent interviews provided 

evidence suggestive that the intrinsic motivation of 

Standard 1 pupils was also favourably affected by a teacher 

orientation toward autonomy. 

The discussion refers to possible reasons for the pattern of 

interactions ~hich emerged, certain limitations of the study 

and some metatheoretical arguments in favour of the encourage-
. ' 

ment of intrinsic motivation in school. 

· . .. ·:· ... · .. 
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CHAPTER I 

APPROACHES TO MOTIVATION IN THE 

FIRST HALF OF THE 20th CENTURY 

1. Introduction 

. The most comprehensive and the most influential approaches to 

motivation. in the first half of the 20th century were psycho-

analytic· interpretations having their roots in the·· work of 

Freud (1933), and behaviourist explanation$, notably those of 

· .. Hull (1943) an·d, of Skinner_ (1938, 1953). jin addition, certain 

theorists and researchers have considered the role of factors 

' ·- such-· as instinct,~ arousal, affect and the need for meaning and 

self~development in Felation to various types_of behaviour. 

Although many of these approaches are well-known, they are 

'' 

·t:: 

briefly reviewed in this chapter in order to sketch a back­

ground to their conceptualizations of intrinsic motivation, 

.... which will be discussed in Chapter III (pp. 41-45) • 

Each-approach makes implicit assumptions about the nature of 

human funct.ioning. Since such assumptions influence both 

theory and methodol9gy it is important to be clearly aware what 

they are. _Jt is equally important to recognise that, at the 

metatheoretical level, conceptualizations of human nature are 
.. 

a matter of personal judgement. 

·., . , .. ,· ,, 

3 
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2. The Psycho-analytic Approach 

Freud (1933), the originator of the psycho-analytic tradition, 

held that human beings are creatures driven by innate biological 

needs. His model was homeostatic and he thought of these 

needs as being directed towards the reduction of excitation. 

All behaviour results, either directly or indirectly, from the 

urge to satisfy certain dr·ives, the most important of which he 

believed to be the sex drive. Hunger and ~hirst are also power-

ful drives, but, since their satisfaction does not usually involve 

conflict, Freud did not consider them so important in the com-

plex determination of motivation. He also postulated a self-

destructive drive, or death-wish, to account for man's aggressive 
·-' .. .._,,, I • 

tendencies. H~ believed that psycho-sexua,l energy, or libido, 

provided the originalactivating force for behaviour. Each 

individual·· was thought to possess a fixed amount of libidinal 

energy~-derived ultimately from·metabolic sources, which could 
-

be invested in different objects at different times. 

The personality, according to Freud, consists of the superego, 

·,an internalised representation of the moral rules of society; 
. ~ .. 

the ego, a more or less conscious and rational structure con-

cerned with reality; and the id; an irrational, often unconscious 

structure concerned only with achieving satisfaction of its needs. 
/ 

The basic principle .of both the ego and the id is hedonism, but 

while the eg9. takes account of real difficulties and arranges 

real satisfactions in the service of the id, the id ignores reality 

in its demands and may also do so by adopting fantasy gratification 

as a means of tension reduction. 

'.'· .... :. \ : 
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When the irrational pleasure-seeking demands of the id come 

into conflict with the environment as perceived by the ego, or 

with the values of society as internalised by the superego, 

they may be repressed. These unconscious wishes continue to 

infl~ence, direct and pos~ibly distort behaviour. Behaviour 

. can take many forms since a drive can have a variety of objects, 

i.e. is capable of being gratified in many different ways. 

The type of object selected by a particular individual is 

determined by his stage of psycho-sexual development, his past 

learning and his current expectation of satisfaction. If 

conflict ~arousing !leeds are not completely repressed, anxiety 

·is experienced, and the individual may indulge in one or more 

bf the defence "·:mechanisms of the ego, motiv~ted by a desire to 

reduce anxiety • · 

,-,--· 

This brief outline.does not do justice to the complexity of 
··-.. ·- f .. 

5 

Freud's __ ~~ought but does, it _is hoped, reveal certain mechanistic, 

bioi,_ogical and homeostatic aspects of his approach to motivation. 

Freud's many followers have developed and built upon his ideas. 

1:The present trend is away from biological and mechanistic con-

cepts towards an emphasis on the integrating strengths of the 

ego,· as, for example, in the ego psychology of Erikson (1950, 

1956, 1959). It should be noted that, even in Freud's original 
/ 

approach~ although arousal of behaviour is determined by drives, 

its direction_. is· determined by the individual's past history 

and present expectancy. Past history can be in~erpreted to 

mean learned associations, but ··expectancy can only be a cognitive 

_yariable. Weiner (1972) writes that Freud's theory of moti-

vation." .specifies clearly that cogn~tive processes intervene . . -'~· .. 
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.'• 

between the onset of the driving stimuli and the final response 

•.• " (pp.275~6) and it appears that recent psycho-analytic 

theory is placing even more emphasis on the cognitive variables 

involved in ego activity. 

3. The Behaviourist Approach 

3.1 Drive theory 

Hull (1943) attempted to formulate a formal, empiric.ally. 

verifiable theory of motivation based on the.principles of learning 
. ( 

and the Darwinian notion of survival-related biological drives. 

He too adopted a homeostatic model of man, assuming that the 

preferred state of an organism was an absende of stimulation. 

He saw needs as disturbing a state of· equilibrium, and behaviour 

as initiated and dontinued until the motivating need was satis-
--, '·. 

·ffed, after which the organism would return to an inactive 

condition. 

Individuals, Hull maintained, are innately endowed with certain 
_, 

primary drives which serve survival needs and which recur in a 

cyclic fashion. Tissue needs associated with a drive give rise 

to physical stimulation within the organism. This general drive 

state (refe~red to by pull as 'D') arouses behaviour. The 
/ 

direction of behavio'ur is accounted for eithe.r by innate pro-

gramming or, more importantly, by learned associations. 

Associations arelearned in the ~ollowing way. When a particular 

response proves to be drive-reducing, an association is formed 

· ..... ·.· ... --------

6 
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between it and the original stimulus because the behaviour 

has, in effect, been rewarded. In this way, habits are formed. 

Behaviour sequences are the result of a process of redintegration, 

by which a response becomes in turn the stimulus for a further 

response, allowing the learning of chains of responses. Hull 

proposed that complex human behaviours having no apparent 

connection with biological needs could be explained by higher 

order conditioning (i.e. of stimuli associated contiguously 

with a drive state) and by secondary reinforcement (i.e. of 

stimuli associated contiguously with primary reinforcement). 

Hullhimself (1952) suggested certain modifications to his 

original theory. He introduced a 'K' variable which represents 

the influence of contemporaneous events in the environment. 

This implies an admission that behaviour depends to some 

extent on incentive provided by the environment. In addition, 

-.;in the light of research findings, e.g. those of-Miller (1948), 

Hull-revised his theory that only biological needs could result 

in drive stimulation and allowed that any strong stimulus 

could have drive properties. 

The theory had considerable influence and much empirical data 

supports the later Hullian posit~on. A great deal of it con-

sists of closely controlled studies of animals under deprivation 
/ 

conditions. It can be questioned, however, (a) whether 

predictions_ about behaviour which hold under these conditions 

can be generalised to everyday situations which offer alterna-

ti ve possibilities over a wide range of behaviours·; and (b) 

whether studies of animal behaviour do in fact take into account 

all the factors which operate in mot~vating human behaviour .• 



. ....... 
· .... · 
.-,.'· 

There are further difficulties with Hull's (1952) approach. 

Firstly, research evidence also exists which doesnot support 

the theory, e.g. the latent learning studies of Blodgett 

(1929) and the investigations of the motivational effects of 

success and failure by Weiner (1966). Secondly, there is the 

awkward fact that individuals quite often behave in what appears 

to be a stimulus-seeking manner. Thirdly, many behaviours 

occur which do not appear ever to have been linked contiguously 

to a primary drive state. Fourthly, Kendler (1965) points 

8 

out that Hull's theory seems to assume that behaviour is episodic 

-a series ·of comple!=-ed actions.with intervals of inaction 

between them, whereas· observation suggests that human behaviour 

. at least is an ~ngoing process. Finally I :by the 1952 revision 
··\ 

·,the theory loses/ one of its original strengths. - the rigour 

of i~s definitions. Problems occur with the definition and 

:~ ~easurernent. of the 'K' .. variable, and 'D' itself loses its link -r - . . 
' 

with obser.vable processes. 

Hull's carefully detailed attempt to bring scientific rigour 

to the study of motivation deserves and has received recognition. 

The quality_of his work inspired many others thinking and 

operating within the behavioutist paradigm. Nevertheless, a 

mechanistic explanation of motivation based essentially on 

stimulu~-re!;;~Onse associations and drive reduction does not, 

perhaps, tak: adequately into. account the fact that human 

beings appear to. be active, information-processing .organisms . 

i .. 



\ . -

9 

3.2 Learning theory 

Watson (1913) claimed that psychology should be the science of 

behaviour and should concern itself only with processes that 

could be observed and measured. Hull (1943, 1952) brought 

~together the notion of innate biological needs and the behaviourist 

theory of learning in an approach which attempted to meet 

Watson's requirements by linking intervening variables to 

behaviourally observable data. Skinner's (19~8, 1953, 1971) 

position is more extreme. He refuses to indulge in theoretical 

speculation about any unobservable variables such as inner pro-

cesses. It ishis belief that all behaviour can very satisfact-

o.ril}1 be accoul}.ted for in terms of the reinforcement history 

of the organism ahd the contingencies in the P,resent environ-

ment. 
' 

He does not·consider drive a necessary-concept. He 

p-ol~tea between opera'tion and behaviour 11 which is II 

nOt aCtUally required in a descriptiVe SyStem • • • II '(p • 368) • 

His work has mainly been concerned with the investigation of 

operant conditioning techniques which are based largely on 

Thorndike's (1913) Law of Effect. Briefly, the Law of Effect 

states that if a behaviour is followed by reinforcement, the 

likelihood increases th9-t the same behaviour will occur again. 
/ 

Skinner's method of .ensuring that a reinforcer will be effec-

tive is to deprive the subjects in some way beforehand. He 

is then primarily interested in how reinforc~rs can be used 

to manipulate behaviour. 

Skinner's success in modifying animal behaviour-and his 



\ .. 

enthusiastic belief in similar possibilites for human behaviour 

have made him an influential figure. The body of empirical 

evidence on which he bases his claims cannot be ignored. It 

is without question true that in many circumstances human 

action can be controlled by careful manipulation of environ-

mental contingencies. But it must also be noted that Skinner's 

.methodology influences the kind of behaviour which can be 

studied, and that there are certain types of human b.ehaviour 

which are not easily explained in these terms, e.g. the develop­

ment of language and the use of the imagination. 

Furthermore/· the definition· of reinforcers as circumstances 

which increase the probability of a given response avoids the 
-.:· 

.J"'>. •• , 

issue of specifying how and why reinforcement;operates. It 
l ' I , j 

' seems that the. very concept of; reinforcement implies that 

individuals ·are ·capable of discrimination and evaluation, other-

·-wise all·-events would be of equal reinforcement value. - In 
' ' 

addition,- the fact that an organism produces, out of innumerable 

possible responses, the one which is associated with a pre-

ferred outcome, seems at least as likely to suggest the ability 

to select (a cognitive attribute) as to be evidence of an 

automatic association. 

4. Other Approaches 

/, 

~ 

4.1 The role of inst~nct 

Darwin's (1859) account of man as a creature directed by 

instinctual forces influenced many psychologists. The theory. 

10 



of McDougall .(1923) is one of.the most elaborate and best 

known. Psychologists tended to explain all behaviour by . 

postulating an instinct - so much so that Bernard (1924) 

noted that over 2 SOQ· instincts had been postulated. 

As an explanato~y concept. instinct tended to produce circular 

arguments and, moreover, it was difficult to reconcile with 

obvious cross-cultural variations in behaviour. In.addition, 

instincts did not appear to have any measurable physiological 

or physical correlates and were therefore not able to be the 
. . . 

objects of empirical research. By the late 1920's instinct 

WaS. a COI1cept-~ Whiph had fallen from favour with psychologists. 

More recently, .the discipline of ethology has reinstated the 
..J;- ........ 

term instinct·. Eth~logy~studies the behav~our of the.t6tal 
. . i ~ 

organism (animal or human)' in natural surroundings, using the 

·objective methods~of·experiment and observation. The behaviour 
·I . ' A, • 

of'iriterest is innate behaviour (instinct) as opposed to learned 

behaviour~. · Tinbergen ( 1951) has outlined a theory· of instincts 

as organised nervous system mechanisms which can.be influenced 

by both internal and external primin9, releasing and directing 
.... 
":";-

impulses~ Motivation is explained as the activation of 

the instinct centres in the brain, either by internal stimuli 

from organs, hormones or nervous impulses, or by external 

stimuli such as changes in temperature • 
. · 

· Instinctu~l ~eha~iour in the form of a specific response to 

a releasing cue is thought to be rare in the human species, 

1 1 

although it does occur. A recent conceptualization of curiosity 

behaviour as a form of instinct will be discussed in Chapter 

.·• . ; .' ·> ·- • 
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4 • 2 · · ·The role· o.f arousal needs 

Arousal needs have been proposed, not as a general theory of 

motivation, but primarily as the source of behaviours involving 

curiosity, exploration,_ manipulation, etc. Interest in arousal 

as a factor in motivation became apparent round about 1950 and 

has continued ever since. Although strictly spe.aking this 

approach does not belong.in the first half of the 20th century, 

it-is included in this chapter as part of the general back­

ground of motivation theory against which cognitive theories 

have developed. 

Physiological.arousal theories are based on neuro-physiological 

research concerning the role of the reti~ular activating system 
' 

(RAS) of.the brain. It is proposed that. for a given individual 

... at___a given time_ in. the. sleep-wakefulness cycle there is a level 

·- _;.of .RAS stimulatioh which is experienced. ·as optimal. Conse-

quentl:~r, the individual engages in behaviours d~signed to reduce. 

arousal. if the level-is too high. It is al~o postulated 

that, since optimal arousal is rewarding, responses which 

facilitat~ this will-be strengthened. The .individual is 

believed to function most effectively when arousal is optimal. 

It is assumed that certain phys·iological measures, e.g. the 

1 

electrical resistance of the skin, indicate.the degree of arousal. 

This, briefly, is-the position of, among others, Hebb {1955) 

and Fiske.~nd Maddi {1961). Motivation is for them a kind of 

general.drive state originat~ng in the physiology of the central 

nervous system. 

Some theorists. consider arousal a psychologi~a.l_,_ rathE;!r .. than 

\. 



physiological,. variable. The basic assumption is, however, 

still of an optimal level which the individual attempts to 

maintain. This is variously conceived of as: small deviations 

from an established adaptation level (McClelland, Atkinson, 

Clark and Lowell, 1953); optimal stimulus complexity (Dember 

'and Earl, 1957); optimal psychological incongruity (Hunt, 1965, 

1971}: moderate arousal increment (Berlyne, 1971., 1973). 

Berlyne (1950, 1960, 1963, 1966, 1967, 1971, 1973) has made 

the most comprehensive study of arousal, and can be said to 

represent an integration of the physiological and psychological 
•. 

approaches.: In the course of his· rese-arch he has proposed 

various explanations. ·He- claims that certain ·behaviours 

occur because they establish internal conditions experienced 
; '/ 
' ' as rewarding by the organism. These conditions are related 

to'the~n~eds of the_brain. His recent.view (1971, 1973) is 
J . • 

.. that· two-mechanisms operate, one which seeks to reduce arousal 

and'one which seeks moderate increments in arousal. Moderate 

13 

increments in arousal are produced by stimuli possessing moderate 

levels of arousal potential. The arousal potential of a 

stimulus i_s_ determined by its collative properties. Collative 

properties are those which activate the normal information 
\• I 

processing mechanisms of the organism, e.g. comparing, con-

trasting and categoris~~g. 

Arousal explanatiOns of behaviour overcome several of the prob-

lems associated with the Hullian position. They explain why 

individuals sometimes seek stimulation and why behaviour occurs 

without apparent reference to need deprivation. Moreover, they 
-

suggest empirically definable variables. -They are equilibrium 
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models, but do not assume, as do both Hull and Freud, that 

the preferred level of stimulation is zero. Theories of 

psychological arousal refer to a variable which is clearly 

related to cognitive.needs. 

4.3 The· role of affect 

The role of emotion in determining behaviour has tended to be 

neglected. Those who have recognised the importance of 

hedonic impulses (the desire for positive affect) have been 

inclined to re-define emotion in terms of neuro-physiological 

. conditions • For example, Leeper (1948) writes that·" •.• 

,emotional processes are one of the fundamental means .of moti-
~~ . . ~ . 

vation in the higher animals - a kind of mo~ivation.which 

rests on relatively complex neural activities .•• 11 (p .19) • 

_· . .ru;nold (1960) and-Young. (1961) maintain, as does Leeper, that 

affectiv_e., states determine differences in behaviour. 

The widely known affective-arousal theory of McCleiland, 

Atkinson, Clark and Lowell (1953) introduced the notion that 
~-

'affect was an important factor in. achievement motivation. 

A motive is defined as" ... the redintegration by a cue of 

.a change in an affective situation ... " (p.28). All motives, 

whether·~elated to viscerogenic or to psychogenic needs, are 

assumed to be learned. Motives involve a present state of 
/ 

affect and·a previous state of affect which is redintegrated 

by some cue. The previous state may be more or less agree-

able than the present state. In the former case, approach 

behaviour towards the cue situation can be expected; in the 

latter, avoidance is likely_. For McClelland, motivated' 

14 
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behaviour is always on the dimension of approach/avoidance, 

and motivation is concerned with both the arousal and the 

direction of behaviour. 

Affect is defined in terms of psychological arousal. Stimulus 

situations representing small deviations in either direction 

from an established adaptation level are considered to be re-

warding and thus conducive to approach behaviour.· Situations 

containing elements very discrepant from the current adaptation . .... ~ . . 

level are avoided as aversive. 

4 • 4 The role of ·'higher needs ' 

This type of approach is based on the model of humanity pro-

posed by existential.philosophers. It is assumed that human. 

nature is essentl:ally growth-oriented and that there are innate 

~endencies toward self-fulfilment and meaningful existence . . ... ___ , ... 
. . __ ,. .. ~ 

Of the supporters of this view Maslow (1943, 1955, 1970) 

is the one who has most clearly outlined how these tendencies 

may interact with other human needs in the motivation of behaviour. 

He_ postulates a hierarchy of needs, ranging from those concerned 

wit~ biological survival to those related to self-actualization, 

and suggests that all lower level needs have to be adequately 

met before higher level needs can operate. While it is not 
____ .. 

claimed that other. sources of motivation do not exist, it is 

maintained that 'higher needs' are the most important since it. 

is only in satisfying these that the optimal conditions of 

hu~an existence can.be reached. 

The approach tends to favour the phen9menological method as a 

. -.:\ 



source of insights and it is thus not surprising that it is 

often criticised as lacking empitical support. Korman (1974) 

' points out that the evidence generally quoted in its favour 

can also be used to support other theories, and that no attempt 

is made to explain the role of critical environmental variables. 

Nevertheless, the humanistic view of motivation has attracted 

co-nsiderable __ interest. It seems likely that its appeal lies 

in-its alternative conception of human nature, which admits 

the- possibility of active, 'creative and uripreoictable behaviour. 

It is noteworthy that this is the only motivation -theory which 
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conceptualizes-human beings as truly free. All other approaches, 

including the cognitive ones to be discussed in chapter .II, 

envisage behavjour as in some way determined . 
. ·•.· ' 

-} 

5. Conclusion 
\ -. .- --· 

r 
The the~~~ti9a1· positions referred to in this chapter approach 

the question of motivation from different angles, with varying 

degrees of gen.erality. In certain areas they overlap; in 

~thers they contradict each other. Each appro"ach·describes 

motivation in the way which seems most appropriate and useful 

in terms of its own psychological and metatheoretical assumptions. 

Clearly, these differences will be reflected in their conceptual-
/ 

izations of intrinsic/motivation. Although ~ertain approaches 

are not incon~isteht with the notion of cognitive variables, 

there is no real recognition of their importance -and no attempt 

to describe thei~ operation. Cognitive perspectives on 

motivation areconsidered.in Chapter II. 
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CHAPTER II 

COGNITIVE· PERSPECTIVES ON MOTIVATION 

:t • · ·Introduction 

The appro(l_~hes to be discussed in this chapter range from those 

which merely include a cognitive element to those which 

attempt to specify preciselyho:w:cognitive processes operate 
;'' ""-~' -..... · .• ~~- ... -. ~-- --~ .. ,._ ~-·. ·-1.- ..... 

tQ determinebehaviour • ., Although c~nsiderable overlap does 

exist, an effort will b~ made to ·distinguish expectancy -~c>c:lels, 
. • "' ~ ' I 

• .J ... ...,_ ' 

· coi_tsistency mo·d~ls and attributional model~, each of which will 

be treated in a separate· section. 
! . 

Oo '•, - ,,,._~, ~- • ••r 

-~-- _,, 2~ --·'-'Expectancy Models 
·; . 
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Certain early_theorists recognised the importance of expectations 

in determining pehaviour, even while the general approach to 
. ·'"' 

· motivation took another direction. Recent exploration of the 

role of expectations has taken place in two major contexts -

achievement~related behaviour and organizational behaviour. 

/ 

2.1. Early models 

Tolman (1932, 1959) and Lewin .(1936, 1938, 1951) are regarded 

as precursors of the cognitive approach. Tolman, who saw 

himself as a kind of behaviourist '· worked prima:rilX with animals 

"'.. '\ 



.. - i 

and.based his. views on the results of empirical studies. 

Lewin, whose work is in the tradition of .Gestalt psychology, 

adopted a more theoretical approach and concerned himself with 

human, rather than animal, behaviour. Nevertheless; .. they 

carne to similar conclusions. Both conceived of behaviour as 

18 

goal-seeking and both emphasized the importance of the organism's 

expectations .about how a goal might be reached. 

2. 2 ···Expectancy-value· theory: achievement context 

The major·exponen~s and develqpers of this approach have been 

·. Atkin·son (1964, ,1977); Atkinson and Feather (1966); Atkinson 

and ·,Birch . ( 19-19 l 1974, 1978) ; - ~·Raynor ( 196 9·., 19 74) . and Feather 

(1982). ·.I 

The-tendency to approach: According to Atkinson (1964) the 

___ · t~·ndency :to approach an· achi·e~ernent related goal. ihvolv~s ·three 

factors •. These are: the motive for success (need for 

achievement) (M5)_- a personality variable infJ-uenced by in­

dividual differences; the probability of success (P5 ) (as 

subjectively assessed) and the incentive value of success (I5 ) 

(as .subjectively assessed) • 

The variable P5 refers to a subjective cognitive expectancy 

or anticipatiOn that· ·a certain action will· lead to a certain 

goal. Thi~.is·~~ry similar to Tolman's (1932) concept of 

expectancy. It differs, however, in that Atkinson maintains 

that any information that influences a subject's belief about 
. ,, ..... 

his achievement (ability to, perfo1;rn, to reach a goal) may. 

affect the strength of P~ • .... He has manipulated· P5 by informing 

.... ·. 
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subjects about normativ-e performances on a proposed task. 

P5 is clearly a cognitive variable. 

The incentive value of a goal (I5 ) increases as P
5 

decreases. 

Atkinson describes the incentive value of an achievement goal 

as an affect, e.g. a feeling of pride in accomplishment. 

Achievement related activities may arouse positive or negative 

affective anticipations depending on prior experience. 

The tendency to avoid: Atkinson posits that a tendency to 
l -

- -
avoid achievement related tasks also exists. This is made 

up .. of a motive to ~void failure (~AF), the probability of 

_failure (Pf) and the incentive value of failure (-If)~ The 

last element __ i~ presumed to be the negative·. affec~, shame. . . . 
. I 

Resultant achievement motivation is considered to be the sum 

<;>f t~e strength _of the tendency to approach an expected success 

and the strength of the tendency to avoid an expected failure. 
' . 

. , 
' 

Risk takingbehaviour: Persons differing in strength of 

resultant achievement motivation behave differently as regards 

risk-taking. In a voluntary situation, the person in whom 

:MS ) MAF will approach .most willingly an achievement related 

task of a moderate degree of difficulty (P =,5). The first 
·. 1 

choice of a person in whom MAF ) M5 is to leave ~he field of 

an achievement related/task. If compelled to remain, he 

will select tasks where P approaches either 0 or 1 so as to 
,. 

minimize his-anxiety about failure. 

The inert-ial tendency: In order to account for the fact 

that a previously aroused but unsatisfied tendency to reach a 

19 
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goal will persist, Atkinson in.troduced another variable, TGi·. 

This represents the unsatisfied tendency and is referred to as 

'the inertial tendency'. It can be expected to affect the 

strength of any subsequent tendency to behave in a way believed 

to lead to successful achievement, but not to affect tendencies 

toward behaviour with other consequences, e.g. eating. 

Atkinson likens the inertial tendency to the Freudian conception 

of .the persisting unfulfilled wish. 

Elaboration of the model by Raynor: The theory of achievement 

motivation as·presented by Atkinson.· (1964) and Atkinson and 

Feather (1966) has been elaborated by Raynor (1969, 1974) • 

. The original theory dealt only with immediate goals and threats .. . / ·, .. 

. as experienced· in laboratory tasks. In real life situations 
. . . . ~ 

expectations ab(:mt mo,re distant future goal's appear to affect 

beh,av.iour at any given time. Raynor's expan~ed theory can 
. :: J_ - • • :·; ... ·~.. - • ·~-: • 

- handle __ data of this sort, and his predictions from. it have, -r· . ¥ • • • • • 

according to de Charms ·and Muir .(1978), been supported by. 

empirical findings. 

Reconstruction of the theory by Atkinson and Birch: . A more 
.. 

major reconstruction o.f .the theory has been effected by Atkinson 

and Birch (197~, 1974, 1978). Atkinson (1977) summarizes the 

20 

new conception. He writes.that all previous motivation theories, 

Whether 'behaViOUriSt,...Qr COgnitiVe 1 haVe aSSUined that the indi-

vidual is inactive·until a stimulus situation confronts him . ... 

Atkinson criticizes this episodic view of behaviour and main-

tains that it is more realistic to view behaviour.as a continuous 

stream in which one activity follows another. The focus 

is no longer on the initiation of isolated act.ivities, but on 

•. ·• ·~ l-' ~ .• ' ••·. 
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the juncture between different activities. 

Motivational variables are re-defined as follows. A stimulus 

situation arouses an instigating force (F) or an inhibitory 

force (I) • The kind of force depends on previous experience 

of rewards and punishments in similar situations. The force 

F causes an action tendency .(T) which is an increased inclination 

to engage in the activity. The force (I) causes a negaction 

tendency (N) which is an increased disinclination to engage 
/ 

in the.: activity. The strength of T and of N depends on the 

duration ··of the individual's exposure to forces F and· I. The 

resultant-action tendency is T-N. 

The theory assumes 'that at_.any given moment in_.a wal_cing state 
~~-...., I 

I 

the individual is actively motivated by several resultant 
. / 

action· tendencies which persist until acted upon by some 

psychological force which ei.ther increases. or .. decreases their 

st.rength. 
__ ....... · 

When tendencies are incompatib~e, behaviour is 
-· ... 

an expression of the strongest action tendency. 
- 'Jr;. • 

Atkinson and Birch· (1978) also consider that the tendency (T) 

"'to appro~ch a task is compounded and strengthened if there 

is both an instigating force (F) and some extrinsic incentive. 

Extrinsic incentives can thus be· used to overcome an initially 

negative. resultant action tendency. 
/ 

But, claims Atkinson 

(1977), these are npt essential because if the individual 
. . /' 

stays in th~.·situation long enough the effect of resistance 

(temporal delay) will be overcome • 

..... -.. _ . 
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2.3 Expectancy-Value Theory: Organizational Context 

In the field of organizational psychology an expectancy-value 

approach has been proposed by· Vroom (1964) and by Lawler and _ 

Porter (1967). Research findings supporting this view have 

been reported by the latter and by several others cited in 

Korman (1974). 

Vroom's (1964) model 

An employee's motivation to perform {the force towards action) 

is claimed to depend on two factors -the expectancy of achieving 

a desired ·outcome and the value (valence) of the outcome. 

The expect~ncy is a subjective probability assumption. The 

valence of an·. outcome is a function. of the. valences of all 
\ 

• other outcomes ... (second order outcomes) that it might help to 

achieve, and the instrumentality of that outcome toward 

attaining second o!der outcomes. Instrumentality is explained 
.. -
as the_subjective perception of how an outcome may lead to 

other outcomes. 

Deci (1975) comments that the theory concerns itself only with 

extrinsic outcomes and recommends the suggestion of Galbraith 

and <::ummings (1967) that the model be modified to include the 
.. . 

valence of intrinsic rewards as contributing to the valence 

of first order outcomes . Without this modification, first 
. · 

order outcomes have no intrinsic valence - their value depends 

on other outcomes to which they may lead. In th,is respect 

Vroom's approach differs from .that of Atkinson, •- for whom the 

value of attaining a goal refer$ to the goal itself, and not 

to its P?Ssible consequences. Further differences are: 



that Atkinson suggests a relationship between expectancy and 

incentive value (I = 1 - P) while Vroom presumes the two 

variables independent; and that Atkinson includes a personality 

variable in his equation, while Vroom does not. 

All expectancy-value theories imply cognitive evaluation in 

order to arrive at subjective expectancies. It appears that 

those theories originating in organizational psychology also 

stress cognition in the value variable •. Lawler (1972) 
-- ' 

'· 

suggests that the reward value of outcomes "sterns from their .- .. . . ' . 

perceived ability to satisfy one or more needs ••. " (p.285) 
... • • ~ . • '! ·: ~ . ~ . 

and Vroom's model implies a complex appraisal of valences in 

order to establish the valence of first .order outcomes. 
' ' -'"' . ~.. . 

Achievement related theories on the other hand tend to stress 
: .. ,. 

the affective aspect ._of the value variable •. 

. --~· 

2.4 Expectancy Models'Assessed 

The extensive research on achievement motivation has been con-

ducted with admirable concern for scientific rigour. The 

:motivation theory which has emerged contains both cognitive and 

mechanistic elements. W~iner (1972) refers to the theories 
) . 

of Lew1n and of Atkinson as 'quasi-cognitive' and criticizes 

the latter not,not being more specific about the cognitive . / 

.r 

processes he suggest~. In addition, Weiner points out that 

although the. theory may be applied to behaviour in general, its 

data base is limited to the domain of achievement motivation. 

Although much early data concerned achievement motivation, 
iheo.-~ 

·._this qualification of. expectancy-:value"is not wholly justified 

23 
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in the light of Feather's (1982) work, which discusses expectancy-

value models in relation to the contexts of attribution 

theory, information feedback, social learning theory, values 

and attitudes, organizational psychology and decision-making 

as well as that of achievement motivation. Feather concludes 

that the expectancy-value approach is a significant form of 

theoretical analysis which" ..• stands as a major alternative 

to competing, mechanistic theories of motivation such as 
-

traditional and neo-behaviouristic analyses- .•. " (p.396). 

Much, however, remains to be investigated and cl~rified, for 

example, the determinants of expectations and valences and 

the nature of the interaction between them, the relative ro·les 

of thought anci .affect and the extent to which the approach is 

generally applicable. 

~-·~···:~ ~·· . 

. 3. Cognitive Consistency Models 

Expectancy approaches assume that at least one cognitive 

proc~ss (expectations) h~s a role in determining behaviour, 

.. although the precise functioning of the process is not 

clarified. Consistency models stress cognitive needs rather 

than· cognitive processes. It is assumed that cognitive balance,. 

congruity or consist.ency is the individual's preferred state. 

The models·differ from the psychological arousal theories dis­

cussed in the previous chapter in that they conceive of behaviour 

as concerned with the total avoidance of incongruity rather 

than with the maintenance of an optimal level of stimulation 

including some incongruity. They tend to have developed 

within a specific domain, (e.g. inter-personal relations, 



attitude change), and cannot be considered general theories 

of motivation. 

3.1 Heider: Cognitive balance 

Heidsr (1946; 1958~ 1960) proposed the first theory of this 

kind. He maintains that behaviour is directed toward achieving 

a cognitively balanced state involving harmonious relations 

among ,entit~es. When cognitions conflict, the individual 

seeks to re-establish balance, either through action or 

throug~ mental re-organization. Korman (1974) cites certain 
,. ... 

research findings supportive of the theory, but also mentions 

some significant flaws. Weiner (1972) remarks that there 
' ··'""' 'I 

has ~ot been a gre'7t_ d_eal of research on the niptivp.tional 

proper~ies of imbalance. 

.interpersonal relations . 

. - r 
i 

The theory refers specifically to 

3 .-2·· Osgood and Tannenbaum: Cognitive congruity 

Osgood and Tannenbaum (195S) outline a similar theory in the 

field of attitude change. Congruity theory states that ind-

ividuals attempt to balance their perceptions by liking or dis-
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liking· objects which are perceived as linked together and keeping 

liking and disliking separate for objects which are perceived 

as separate. When sources of statements and objects of state-

ments are linked i~congruously, it is predicted that there will ,. 

be a tendency to change attitudes to both in the direction of 

greater congruence. _The theori has generated little research~ 

despite the fact, noted by Korman (1974), · that it has the advantage of 
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being more precise that that of Heider. 

3.3 Festinger: Cognitive Dissonance 

Festinger's (1957) cognitive dissonance approach is widely 

known.· Two cognitions are dissonant, according to Festinger, 

if" ••• the obverse of one element would follow from the 

other ••• " (1957, p.13). Zajonc (1968) describes dissonance 

ir1- the following way. Cognitive dissonance· is a state 

individuals perceive as-aversive. They attempt to avoid it, 

or to. reduce cor eliminate it if it exist"s. ,This can be· accom..-
. - " 

plished by adding new cognitions or"by changing existing'ories. 

In order to do. so, ·new information may h"ave to" be: sought. 
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The i~portance _bf the cognitions involved, 1ancf their n·umbe·r, 

,affect t~e severity of the dissonance and the consequent strength 

of the tendency" -t"h' reduce or elimi~ate it • 

. .. . : 

From the point of view of motivation, dissonance is seen as 

a drive, the _complete reduction of which (no dissonance) is 

thought of as the aim of the organism. Festinger writes 

that" •.• the presence of dissonance leads to action to reduce 

it, j~st as, for example, the presence of hunger leads to 
\ i 

action to reduce the huriger ... " · ( 195 7, p. 18) • Weiner (1972) 

criticizes this Hull~an type of approach, and.suggests that 
/ 

it would be more 31ppropriate to relate the theory to a 

cognitive conception of behaviour. 

Festinger's theory has generated a great deal of research, 

which has produced both supportive and controversial evidence. 



3.4 Consistency models assessed 

Support for consistency models has been found in the field of 

equity theory (Adams, 1963), which is yet another example of 

this type of approach. Like drive theory, consistency 

_ftpproaches propose a homeostatic explanation of behaviour. 

They are thus equally open to criticism as failing to account 

satisfactorily for creativity, altruism or self-destruction. 

More specific problems for dissonance theory are associated 

with the variety of possible modes of dissonance reduction, 

measurement difficulties, .and alternative explanations ~f _the 

.data (e.g. ~em, 1967). Korman (1974) suggests that the 

appro~ch reii'ia~ps viable because its supporters are responsive 
. j 

I 1 

to data.and c6ntinu~ to make revisions and adaptations as 

\ - . these .become necessary. Korman contrasts .this approach with .. . ,_ . . ' -· . ... . . 

- -r~~pecta~cy~value ~~eory, which assumes that human beings 
i . 

are rational, utility-seeking organisms. He suggests that 

motivation to maintain consistency with some previously 

defined standard could result at times in apparently irrational 

behaviour. Viewed ~n this way, the theory can possibly ace-

ommodate altruism and self-destruction, although creativity. 

remains outside its province. It appears that under certain 

circumstances the n~~d for cognitive consistency motivates 
.... .• 

behaviour, but the approach cannot be thought of as a general 

theory of. motivation. Moreover, although cognitive processing 

is implied, no attempt is made to describe the precise sequence 

of cognitive events which precedes and accompanies behaviour. 

27 
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4. Attributiona1 Models 

Certain theorists stress the importance of clarifying precisely 

how cognitive processes operate to influence behaviour. Both 

Weiner (1972) and Deci (t975) suggest a possible series of 

cognitive events. In their approaches both make use of con-

cepts from attribution theory and invoke the notion of locus 

of control. 

4.1 Attribution theory 

Attribution theory.is a general theory about how people perceive 

the causes of-... events. · Kelley and Michela· (1980) describe it 
' I l 

~s " •.• The st~~y of perceived causation .J." (p.458). They 

.point.out that.the theory has relevance for motivation but add 
" . ~~-,.-.-· .._ 

that research to date h~s r~sulted in pieceme~i theories, rather 
'. --·:r. 

than a fully synthesized model. Both Heider (1958) and Kelley 

(1967) contend that human beings require an understanding of 

' the causal structure of the environment ·in order to give meaning 

~to their experience. As Weiner (1982) puts it, " ... information 

seeking and veridical processing are believed to be normative 

••• •i ·so that ". . . at the least, comprehension stands with hedonism 

among the primary sources of motivation ... " (p.164). 

Individuals thus look for ways of accounting for events. 

Heider suggests that causes are perceived either as personal 

or as environmental forces. Personal forces may be either 

power/ability (the 'can' aspect) or effort (the 'try' aspect). 

Effort is a motivational concept_made up of intentions ·and 
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exertion. Forces in the environment include barriers (e.g. 

task difficulty) and luck. Attributions may be considered as 

immediate and phenomenal or as the result of a complex cognitive 

process. 

It is claimed that the attributions made concerning the causality 

of an event affect subsequent behaviour, which may .take the 

form of expectations, emotions or actions. Weiner (1972) re-

fers to several studies in which the motivating effect of induced 

false attributions has been demonstrated experimentally. 
-. 

Nisbett and Valins (1971) suggest that an attributional approach 

to disson~nce phenomena is a better explanation of motivation 

than that offered by Festing.er (1957). Heider, like Hull, 

Fre;d, L~win andAtkinson, believes that behaviour is determined 
l 

by both internal' and external forces. ··. . 
He differs from other 

theo~_i.sts in stre~sing the importance of the subjective 

-at_tribution of forces as causal factors. 

4.2 The notion of locus of control 

This notion refers to t}:le beliefs people hold about who or 

what is responsible for their condition ... Rotter (1954, 

1966) has studied causal attributions within the context of 

his social learning theory. . , . 
He proposes that generalised expec-

tancies concerning locus of control exist and affect motivation. 

'Internals', -who tend to perceive the locus of control within 

themselves, believe that they can control potential reinforcement 

and thus take. personal responsibility for their achievement or 

lack of it. 'Externals', who tend to perceive the locus of 
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control as outside themselves, believe that either others or 

impersonal forces control reinforcement, and neither blame 

themselves for errors not accept credit for success. 'Internals' 

have an increased expectancy of success in future tasks when 

they succeed, and a decreased expectancy of success when they 

fail. The expectancies of externals remain unchanged whether 

they succeed or fail. They may thus be relatively unmotivated 

even in a situation which involves systematic reinforcement. 

It is suggested that there are ·individual and cultural 

differences in the perception of locus of control and, conse­

quently, in the kind of attributions people tend to make about 

the causes o{.~udcess and failure. 

4. 3 v1einer' s model 

·--

W~iner (1972) prbposes a'development.'within the framework of 

Atkinson's (1964) model of achievement motivation~ His aim 

is to specify in detail a seqri~nce of cognitiv~ processes, 

-;.:indicating the role of causal cognitions (attributions) in re-

lation to both aff~ct and expectancy~ 

The Cognitive sequence : 

...... 

Stage 1 Task Evaluation 

stimulus~ causal 

affective antici-
,/1 pations 

cognitions 
' '>1· 

expectancy of success, 
that task 



Stage 2 

Stage 3 

Goal-Directed Behaviour 

affective anticipations 

expectancy of success 

~ . 

oehaviour ~ outcome 
(if approach) 
~ . 

Task and Causal Ascription Reevaluation 

outcome· ~ causal 

affective response 

cognition~,/' 
~. 
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expectancy of success, 
future tasks 

(Weinel:", )972,·p.351) 

-- ~ . ~. j 

Dimensions of causal cognitions: Weiner originally proposed 

t~at. the c~usal c'ogni tions of . stage 1. vary along two dimensions 
-f. . . \ 

-; locus of_ control (external or internal) and stability (stable ·- -- ___ ..,., ·~. 

or unstable). ·The ascriptions made by an 'internal locus of 

control' ·person mai·be stable (ability) or uris~able (effort). 

Similarly, the ascriptions made by an 'external locus of control' 
. - --

person may be stable (task difficulty) or unstable (luck). 

He considers that these two dimensions are confounded by Rotter. 

Each dimension. is rel~ted to a particular kind of result. 
/ 

Wh~n pres~nted. witb"an achievement related task, an individual's 

causal attr.ib.utions conc~rning success and failure on the 

dimension 'locus of control' influence achievement-related 

affect. Affect is believed to be maximized by ascription 

to internal fac:tors, particularly effort. Causal attributions 

on .the dimension .'stability' have. a; separate influence on 
, ... • ~ , • • • ; .. G • • ""· , • ••• '•· -
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achievement-related expectations. Ascriptions to stable 

factors increase the expectation of success in future similar 

tasks. 

Studies which Weiner and various colleagues have undertaken 

have led him to conclude that individual differences in achieve-

ment needs are one source of differences in dispositions to 

perceive causality. Those high in achievement needs have been 

observed to attribute success to ability and.effort, and 

failure to lack of effort. · · Those relatively low in achieve-

ment needs.appear to perceivethemselves as generally low in 
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.ability and attribute failure.to lack of ability. Positive 

':'-

~0 achievement r.elated behaviours appear t be· dependent on cog-

nitions that effort is an important causal determinant, and 

Weiner (1972) suggested that other behaviours (e.g. those 
".;-A;_ ,··..-' ,..-:--" 

serving power or affiliation needs) may require similar causal 
~ ;- ------~ - .. I . 

attributions. 

Later modifications of the theory: Weiner has subsequently 

expanded an~ modifie.d his views (Weiner, 1982) . He now iden-

tifies three primary-dimensions of causality - stability, locus 

and control, each of which is linked to certain psychological 

consequences. Stability remains related to expectancy change; 

locus is a concept si~ilar to the locus of control dimension 

and affects esteem~related emotions; the dimension of control 

categorizes--causes, either interrtal or external, as controllable 

or uncontrollable, and is related to interpersonal judgements 

(e.g. re helping, evaluating and liking). There are also 

thought to be secondary linkages between causal dimensions and 

psychological e~fects ~ e.g • .' stabi_li ty' -relates· -~t·o depression 

. A.. .r;..;... 

... - --;- ~.:- ·._':;:·: 
'ft.i-4- ' . .j, ~ .... ;"'~ .... I 
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type affects and 'control' relates to various intrapersonal 

states of perceived freedom. It is believed that there are 

probably a number of subordinate causal dimensions, two of 

which may be intentionality and globality. 

The major difference from the original theory is in the dis-

crimination between the two dimensions of locus and control. 

There is also a modification concerning the effect of .the locus 

·dimension. It was initially thought that·ascriptions of 

internality .inevitably maximized emotional reactions. Weiner 
. - - -· . 

(1982) refers to research evidence which indicates that this 

relationship, .is nc;>t invariant, and concludes that the way 

in which locus affects emotions is a great deal more complex· 

' 
than was at first proposed. 

Tl:'ie revised theory has·a·wide range of applicability. Weiner 

-f,(198.2) refers to research in the areas of hyperactivity, 

mastery, parole decisions, affiliation and depression which 

•· demonstrates this. He concludes that a general theory of 

motivation is in the process of evolving. He maintains that, 

Whi.le attributiOn theory may nOt prOVide all the anSWerS 1 it 

• II 1.s .a ••• reasonable direction toward the formulation of a 

theory of motivation in which thoughts·are systematically 

related to action .:··." (1972, p.418) . 

.... -

4.4 · Deci's model· 

Deci's (1975) model uses concepts from attribution theory 

·rather than being totally committed to an attributional explanatio 

of motivation.~~ .... It is .. included at this. po.:J_nt. pe~~use Deci and '· 
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Weiner are the two most emphatically cognitive theorists of 

motivation and certain interesting parallels are apparent in 

their work. 

The cognitive sequence: Like Weiner (1972) Deci outlines a 

~~~uence of cognitive processes which precede and provide on-

going control of behaviour. The model consists of.five elements 

- s~imulus inputs; energy source or motive; establishment of 

a goal; goal-directed behaviour; and reward and satisfaction. 

Stimulus ·inputs:· Stimulus inputs provide the individual at 
. . 

any given moment ·with a cognitive awareness c:if his-situation. 

Information is /derived at times from external stimuli- reflecting 
........ -..... : . 

conditions ·in the environment, at times from internal stimuli 
. : ; 

and often from a·coffibination of the two. ·Internal stimuli 

may-·come from memory, in the form 'of recollections of other 
\: . 

as blood sugar level, or from personal awareness of affective 

or intrinsic motivational states. 

.. 
Energy source: The energizing and direction of behaviour, accord-

ing to Deci, is a consequence of the individual's awareness 

of potential satisfaction, i.e. that another state is possible 

and that it would be preferable to the present one. Tllis 

awareness is the result of a cognitive evaluation of stimulus 

inputs. The stimulus inputs may present information about 

drive states, about emotional states or about competence and 

self-determination needs. 

Establishment of a goal: The third element in Deci's model 

is ·the establishment of a g_oal .• A goal·can be considered-to-~ 



.• 

in comparison with a preceding state) • The second part is the 

result of the rewards, i.e. feelings of satisfaction. Deci 

admits that in the case of intrinsic and affective rewards 

it may be difficult to separate the feeling which is the 

reward from the feeling·of satisfaction that follows the reward, 

but maintains that, conceptually, they are distinct. The 

feeling of satisfaction operates as feedback to the 'awareness 

of potential satisfaction' which initiated the behaviour, and 

causes termination if'the two match. The achievement of a 

goal may terminate a particular behaviour sequence, but only 

the achievement of satisfaction will terminate the awareness 

of the need for ·action to produce ·chan,ge which originally 
I 

initiated the,sequence. Deci thus· proposes that individuals 
J ~· t 

' . I . 

make use of the TOTE mechanism described by. Miller, Galanter and 

.Pribram ( 1960) on two occasions - firstly to determine goal 
\ - '- ~ 

achievement, and secondly to determine satisfaction • 
. ~ r 

i, 
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The sou~ces of motivation: Deci proposes the following tentative 

outline for ·a general theory of motivation. He suggests that 

three classes of perceived condition can motivate the individual 

to engage in behaviour designed to change that condition. 

The first is primary drive states. A person who is aware that 

he is hungry will act in a way which he believes will result 

in the s'atisfaction of ... his hunger. The second is emotional 

states. A person·who is aware of strong feelings of fear will 

act in a way which he believes will lead to the reduction of 

these aversive feelings. The third class, and the one to which 

Deci pays greatest attention, is an intrinsic need.to feel both 

competent and self-determining. Deci conceives of this as a 
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permanent condition of the wakeful human organism, interrupted 

from time to time by emotional and primary drive needs. Deci's 

(1975) conceptualization of intrinsic motivation, together with 

some later elaborations of the theory, is discussed in detail 

in Chapter III (p. 45). 

Deci's conception of the human organism as innately programmed 

to seek feelings of competence and self-determination is not 

dissimilar to the attributionist view of human beings as 
t ~ '~ 

information-processors in search of understanding. It is 

hardly possible:· for a person to feel competent and in control 

if he ·does not-understand his environment. But Deci does 

not attempt, ~s Weiner 'does, to build a general theory of 
• -J ..... ~. ' • 

motivation on th~ :basis of c~usal attributidns. 
:. / .. 

His connection 

with attribution theo~y is most evident in his description of 

the~m~nner. in which intrinsic motivation is affected by extrinsic 

rewards, as outlined in his 'cognitive evaluation theory'. ..• .. 

This theory concerns itself with variables very similar to 

those considered by Weiner in relation to the dimensions of 

}ocus and control. Cognitive evaluation theory is referred 

to in detail in Chapter III (p. 57). 

4.5 Attributional models assessed 

Of the cognitive theorists, only Weiner and Deci attempt the 

surely fundame-ntal task of specifying in detail precisely 

how cognitive processes operate in determ~ning behaviour. 

Weiner has made a serious attempt to develop an operational 

theory whereas, at present Deci's (1975) approach, as he freely 

admits; is simply a tentative conceptual framework. Nevertheless · 
" 

. " -
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it has the advantage of appearing more broadly based than that 

of Weiner, and the concept of an innate need for feelings of 

competence and self-determination has both theoretical and 

empirical support, as well as possessing considerable intuitive 

appeal. 

5. Conclusion 

If it is accepted that cognition plays an important role in 

human motivation it is important .to investigate the exact 
~ • ,<;,; 

nature of this role. It appears that the most direct attempts 

to do so hav~ been made by those advocatinc;; attribution-type 
--~ f 

models which e~ph.asize th~ ne.ed for an awa~eness of personal 

.control, conceptualized either as understanding or as self-

determination. 
I. 

-. 
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CHAPTER III 

INTRINSIC MOTIVATION 

1. Introduction 

Everyday observation of human behaviour leads to the conclusion 

that two forms of motivation operate. Certain activities 

are clearly undertaken as the means to some discernible end, 

while other activities appear to be ends in themselve~, assoc-

iated with no.further reward. It has been common to refer to 
' 1 

the former typ~ of behaviour as extrinsica,lly motivated. and to 

the latter as intrinsically motivated. It has been assumed 

that extrinsic an:d intrinsic motivation are not necessarily 

rnutual_ly exclusive. It is, of course, possible to argue that 

apparently intrinsically motivated behaviour is, in fact, re-

lated to some unobservable extrinsic reward. However, there 

are several reasons for the rejection of this interpretation. 

At the level of metatheory, an organismic, interactive model 

of human functioning cannot accept that all motivation is 

extrins.ic. This would imply that individuals are passively 

acted upon by fqrces which they do not control, incapable of 

being actively involved·in choosing to behave as they do. An 

organismic model assumes that human beings can evaluate stimulus 

input and decide on appropriate responses in terms of their own 

goals. 

-... 
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There is also growing empirical evidence that certain types of 

behaviour are intrinsically motivated in both humans and infra-

humans. The behaviours concerned are those which involve 

stimulation, choice, a ~egree of challenge and the possibility 

of mastery. Numerous animal studies conducted in the 1950's 

(cited in Deci, 1975} indicate that activitie~ involving ex­

plo~ation and manipulation are experienced as rewarding. 
,. 
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Developmental approaches' to children's play, e.g. that of Bruner, 

Jolly and Sylva (1976), confirm the intuitive belief that these 

clearly: voluntary behaviours are experienced as satisfying in 

themselves. . Furthermore,. research in'to the eftects-o'f stimulus 

···. depriv~tion-.~hows clearly that the absence of adequate oppor­

tunities for ,cognitive processing is expe:rienced as aversive to 
·~~. 

the extent that normal functioning and development is disrupted. 

Several studies.of this nature are cited in Deci (1975) and 
·. f 

1 ment~.cin- .ina_y also. be made of the work of Casler ( 1968) • It 

seems that situations involving exploration, discovery and the 

satisfaction of curiosity are -·valued. an·d even sought out by 

the human organism. 

!~~this chapter, the ways in which different approache~ to 

motivation conceptualize intrinsic motivation are outlined 

. and· c·ompared with the conceptualization of Deci ( 1975, 1980) 

and Deci and Ryan (in press). Reference is·made to methods 

of measuring intrinsic motivation, after which research findings 

concerning the relationship ._between intrinsic mo:tivation and 

extrinsic rewards are presented, together with Deci's 'cognitive 

evaluation theory' . The place of intrinsic motivation in 

.. education, .and its =·implications, are briefly .considered, .. foil.owed 
~~ :,:'"'"'~~· ···~"' ..... _4".,. ,. . ... '·' . ... _....... ·":" .... _. . '• ... .., ~ ... 
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by an account of some research in educational settings. 

2. Conceptualization of Intrinsic Motivation in Terms 

of Various Theories 

'Early attempts at explanation of intrinsically motivated behaviour 

were Woodworth's (1918, 1958) 'behaviour primacy' theory, which 

postulated that an activity provides its own drive, and Allport's 

(1937) notion of 'functional autonomy'. Of the approaches to 

motivation outlined in Chapters 1 and II, some have paid more 

attention than others to this type of behaviour, and some appear 

better able than others to account for it. 

·;. 

2. 1 
\ 1 

Psycho-analytic conceptualizations 

:.--~:--'( , .. . · .. 
_Within the ·psycho~analytic tradition, intrinsically motivated 

·:··.t --·· -·-··· 

behaviour ~as not been a major issue. It can be inferred that 

it would be conceptualized either as the indirect satisfaction 
·-

of unconscious needs of a psycho-sexual nature or as a form of 

ego activity related to integration and mastery. While the 

former conceptualization implies a mechanistic and homeostatic 

approach, the latter.is closer to an organismic viewpoint, with 

ego activity suggestively similar to cognitive functioning. 

2.2 Behaviouiist conceptualizations 

Behaviourist theory off~rs various explanations. It was 

popular in the 1950's to claim that a drive of some sort_was 

operat·ing,.e.g. an~_exploratory driye ·(MontgomE?;"Yr: 1954).~or a 
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drive to avoid boredom (Myers and Miller, 1954). Deci (1975) 

sums up the criticisms of this approach made by White (1959). 

White pointed out that a drive is considered to have certain 

properties not possessed by the 'drives' in question. They 

do not involve any persistent non-nervous system tissue need, 

nor do they result in any consummatory response which reduces 

a need. In fact, organisms have been observed to seek out 

novel .~timuli, which is a ·response inconsistent with the notion 
·, 

·of exploration as drive reduction. 

It has also been suggested, within the Hullian tradition, that 

exploratory and manipulatory behaviours are paired with the 

reduction of Pt::~mary drives and that they thus become a form 
\ . . .. 

of secondary reinforcement. Deci _(1975) and others argue.that 
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this explanation is imptausible, in :view of the fact that strong 

exploratory responses appea'r shortly after birth. A final· 
·. - ; . .... - . . ~-

drfve theo:r:y position is that exploration is a form of learned 

anxiety reduction. Both White (1959) and Deci (1975) reject 

this explanation. They point out that this would imply that 

individuals would avoid novel stimulation, whereas in fact they 

are often obseived to seek it out. 

A learning theory approach rejects the concept of intrinsic 

motivation and simply a$sumes that such behaviour is elicited 

when certain reinforcement contingencies are.present. There 

is no way to.disprove this theory because, if the behaviour 

occurs, the reinforcement is assumed to be operative, i.e. 

the argument is circular . No attempt is made, however, to. 

explain on what basis certain·experiences are considered.re-

warding by .the organism. Deci (1~75) points out that Skinner 

.. , .. 
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is, in fact, making the hedonistic assumption that some kind of 

internal pleasurable experience is involved. Learning theory 

requires, as does drive theory, the metatheoretical assumption 

of a mechanistic,· reactive model of human functioning. 

2. 3. · An instinct conceptuaTization 

It:has:been proposed ·(Lorenz, 1976) :that a readiness :to respond 

to novel :.s·timuli is an ·instinctive behaviour which has evolved 

in .the higher mammals to serve survival needs. It is argued 

tha~, while the lower vertebrates are characterized by fixed 

innate behayAo.u,r_,patte.rns .. eii~::ited by .·certain features .:of .the 
. ~. ' 

! : 
environment, the evolutionary trend is toward a wider range of 

. ,responses and a greater flexibility in their use. In- a versa-· 
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t'ile/ -non-specialized species investigative exploratory beha'viour 
. I . 

Is both-cpossible and conducive to survival~ It there.fore 

becomes, ·over time, a characteristic of the species 0 -This be-· 

haviour occurs only during a brief developmental phase 'in young 

~animals, but in the human species it is a permanent characteristic. 

·. ..... ' --~ ": 

An instinct approach to intrinsic motivation can easily be 
\ ! 

related to either physiological or psychological arousal 

explanations. Ellis, (1973) writes that, in order to inherit 

curiosity, " ... All. that is needed is to brSed into the germ 
.· 

plasm a predisposition to be rewarded by the emission of new 

responses and-the occurrence of novel stimulus events . " 

-·. 
The mechanism of such a predispositio_n could well (p.114) 0 

--··. 

be arousal needs. 
·'- ..:.:::.' 

·~- : . i 

~ f". • • • ,·· '. ·, .. , ... ·-;-· 
\ . 

: .. ,. .- ,.. .. .- . - ... -, ~. 



2.4 Arousal conceptualizations 

Arousal theory has concerned itself particularly with the kind 

of behaviour considered to be intrinsically motivated and is 

well able to accourit for it. The ne~d to maintain a certain 
-

level explains both active response to novel and challenging 

events and the tendency to seek them out. While purely physic-

logical arousal explanations have mechanistic_ and biological 

implications, psychological arousal needs suggest a more active 

cognitive model. 

2.5 Implications of affect and humanistic approaches 

' ·1--···· 
i 

I 

' i 
' 

~hese approaches cannot be said to have conceptualized intrinsic 
\ -- - / ___ ./ 

motivation since they' have pa.id little specific attention to 
.. -• .:. --~-i- ....... ··: ·: '--:-'-;:· .• : 

·this issue. It can be inferred that the former would assume 

that some agreeable affect was either present or expected to 

be present. The ·latter would probably claim that intense and 

-prolonged intrinsic motivationto engage in certain types of 
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behaviour indicated that some personal need for self-actualization 

was being met. 

'/ 

2.6 Cognitive conceptualizations 

Expectancy-value theory has contributed little directly to this 

field beyond the implication that cognitive processes (in the 

form of expectations) must be involved. Theories of cognitive 

-consistency ·all .suppos~ .a. ,ho~~~~tati<? I~pqel., assuming th~t 

·.·incongruity, imbalance. or dissonance are always experiE7nced as 
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aversive. Thus .although they explain interaction with the novel, 

they cannot account for the tendency to seek it out. Of the 

attributional motivation theorists, Weiner (1972) has not con­

centrated on the phenomenon of intrinsic motivation, although 

his expanded theory (1982) can account for it in terms of causal 

cognitions. Deci (1975, 1980) and Deci and Ryan (in press), 

howeve~, have given a central role to intrinsic motivation. 

Their conceptualization ~ill be presented in the section which 

follows. 

3. Deci.'~ Conceptualization- of- Intrinsic Motivation. 

r ... 
. 3. 1 

• ..J ... _. ·; • 

The c·oncept of intrinsic motivation 

·; ·. 

Deci'~. model of hu!f!an functioning is organismic, interactive, 

··non-homeostatic and cognitive • . _, . His outline of a general theory 
. I . 

. of motivation and his account of the precise _way ~n which~co~-

nitive processes operate to determine behaviour have been pre-

sented in Chapter!! (pp~33-37). 

: ~ 

With regard to intrinsic motivation~ Deci maintains that" ... All 

huni.ans .are born with the basic and undifferentiated need for 

feeling competent and self-determining •.• " (1975, p.65). 

This is the permanent _.condition of the wakefpl human organism. 

It may be interrupted from time to time by primary drive needs, 

e.g. hunger, and by real ti~e emotional needs, . e.g. fear. 

But for a great deal of .. the time ··the individual's nat;.ural 

state. is an awareness of his intrinsic need for feelings of 
. . . ... ' ... 

~ ;_ . - ... . ..; .. ~ . 
Consequently,, if_fre~ ~o. 

. - . . . ~-~ ' ~ ·~ 
'_..•:-

competence and self-determin9,tion •. 
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choose, he will engage in behaviours which he believes will 

satisfy this need. If opportunities for such behaviours are 

not provided by the existing environment he will actively seek 

out suitable stimulation. 

The_~ind of behaviours likely to result in feelings of com-

petence and self-determination are those which involve choice 

and the possibility of mastering challenge. If challenge is 

to be mastered it must be _of an appropriate degree of difficulty. 

Th~s -people tend_ to engage in or to seek out situations which 

are near the limit of their own perceived capacities.-

Deci does not deny.that people may also be extrinsically moti-
i ··, 

vated ·by the prospect of rewards. 
I 

It does appear, however, 

th.a
1
t the extrinsic rewa~ds valued by most people are related 

\ -
0 - 0 ~~.......,. ~ 0 ,~. OV• 0 • • 

. t~ either emotional or primary drive needs. By definition, 
... -~ - F 

the ~reward_~_ .. associated with intrinsic motivation (pleasurable 

feelings of self-determined competence) cannot be administered 

by an o~tside source. Deci points out that Rotter's (1966) 

co!lcept of internal locus of control (referr:ed to in Chapter II, 

p. 29) is a necessary pre-requisite for intrinsic motivation. 

Deci and Ryan (1980) define intrinsically motivated behaviours 

as" ... those behaviors that are motivated by the underlying 
/ 

need for competence and·· self-determination ... " and add that 

the operational,- de-finitiOn of such behaviours is " •.• those 

that are performed in the absence of any apparent external 

contingency ···"~ (p.42). 

·o-eci and Ryan (in press) have 'elaborated the original model of 
''.. ". ..- ... ·. 

intr'insic motivation as follows. 
.·. .. 

' ::' \,. ~-~ 

They identify three classes 
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of behaviour generally considered to be .self-regulated. The 

first is genuine self-determination - the unfolding of a person's 

internal nature by means of direct interaction with the environ-

ment, independently.and voluntarily engaged in. The other two 

-~re both forms of internaliz~tion as the result of e~perience. 

Such internalizations are necessary as ways of accommodating to 

inflexible aspects of the environment. If the internalizations 

are 'integrated' (i.e. fu.lly assimilated ·so that they do not 

generate conflict) they function as internally informational 

ev~nts upon which. the person can base choices. 
. . ... · ... : ........ . :' 

If, however, 

the internalizations are 'introjected' (i.e~ m~rely the i~ternal 

re.presentations of external controls with the element of 

conflict between ··c~ntroller and controlled still present) they 
J ! 

. . I . 

function as·internally controlling events which force the person 

- to· behave' ·in:· certail'l ways • 

..... -_.- ... _ !· . 
I ; 

·. I . 
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It is arg?_ed that only genuine self-determination and 'integrated' 

internalizations can be the source of truly intrinsically 

motivated behaviour. 'Introjected' internalizations result in 

behaviour which is apparently self~regulated. In fact, the 

external control is still operating. 

3.2 The development of intrinsic motivation 

Deci considers·that human infants are born with a basic need 

to feel competent and self~determining and that this need becomes 

differentiated into specific motives as a consequence of the 

child's interaction with the environment. Achievement moti-

vation and .the need for self~actualizati?ri, he suggests.~. may be 

- .; •• • p 

'!''-'- .,..,.~;., ................. ~···..-· .... ; 
-. -

-~t .. ::. y • ..... ··~ -- ,: • 
' . ._1 ,• . ...,,:, ....... 

' 
· .. 

• • ··- _ .. _ ....... !""' ';~ ! ' 
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examples of specific intrinsic motives. The differentiation 

process results in certain relatively stable motives in adulthood 

but continues throughout life to modify intrinsic motives. 

Deci (1975) -points out that his view i.s similar to the accounts 

··-proposed by White (1959) and Kagan (1972) of the differentiation 

\ -. 

of motive~, and that it can be related to Maddi's (1970) 

suggestion that an innate need to discover. meaning develops as 

a result of interaction:with the environment. He adds that it 
. . . 

is··.-also consistent with the account outlined by Hunt (1965, 

1971) of _the ·."Nay ·"in which. increasing cognitive capacity leads 

to an interest in novel situations during the first two years 
.~ 

of life. 

' . . ' i . 
Deci and Ryan (1982) re.~er to three lines of research which 

i!ldic/Ci~~ .that. ~~F c;~.ny m.otivational orl:entation to develop 
,. ,., . .. . - ,':· . _: . ' ·..- . . ·. . - . ~ ' _, . :"': ··~ ... ~ :""" . . . ' 

th~_re .. must_ be clear contingencies between behaviours. and out---:- --. 1 ~ .. ~ _;' . l - . " - " • . • • - • • -

comes. -Ch.ildren require an environment in which the relation-

ship:_between:~<their behaviour and its consequences is consistent 

and discernible. The development of an intrinsic orientation 

rJquires, in addition, that contingent outcomes be administered 

in a manner which responds to the child's behaviour, rather 

than attempting to demand or control that behaviour. The issue 

of controlling versus injormational rewards will be fully 

discussed later in this chapter (pp. 57-61.) .... . ..-· . 

. . 
The child's motivational orientation thus develops as a result 

of his socialization experiences~ Since gir'rs and boys are 

treated very differently from birth, it seems possible that 

they will differ .in both the extent to which genuine intr.insic 
, .. 

motivation develops .and in the .k.ind of internalizations 
.: .·_. __ . '· . ··-··-. 



{integrated and introjected) which they make. Deci does 

not specifically refer to thi~ point, but he interprets research 

findings (Deci, Cascio and Krusell, 1975) of gender differences 

in terms of the different socialization experiences bf males 

and females. 

3.3 Comparison with other conceptualizations 

Deci's conceptualization of intrinsic motivation contradicts 

beha~~ourist .. and early psycho-analytic accounts of this'type 

of behaviour. It is, howe.ver, compatible with· a psychological 

arousal approa,cj:l and Deci has, in fact, proposed certain 

modifications."tto Hurit's (1965) theory which would accommodate 

.his o:-m view by. allowing the individual a more active role 

in determip.ing behaviour. The tradition which has stressed 
! . -,. 

the role--of .~motion in motivation links up with Deci 1 s position 
... -·-

in that he too envisages the human organism as seeking agree-

able affect (associated with feelings of competence and self-

"-.:; determinat-ion) . Both humanistic and recent psycho-analytic 

approaches to motivation seem aware of the kind of need which 

Dec~'describes, but neither approach is as precise in its 

definition or as specific iri describing the process by which 

the need is linked_to its satisfaction. In comparison with 
/ 

other co~nitiv~ perspectives, Deci's view is at variance 

with cognitive consistency models, but not totally unrelated 

to the attributional approach of Weiner ( 1972) . · 

-, -
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4. Related Approaches 

4.1 Competence oriented approaches 

Deci acknowledges the work of White (1959) as significant in 

its insistence that motivation theory take account of competence 

related behaviour. White suggested a 'competence' or 'effect-
,. 

ance' motivation based on,an intrinsic need to deal effectively 

with the environment. 
. . 

He maintained that this need resulted 
. . 

in behaviours such as exploration, _manipulation, attention, per-
. 

ception, thought and communication. Mastery achieved through 

these behaviours resulted, he claimed, in.feelings of ~fficacy 

which were inherently pleasurable. He cqnceived of such 

intrinsic motivation as an ongoing conditi·on of the organism, 

~ ene·tgized by th~ ·central nervous system and periodically inter-

;rupted . by tissue needs. 

Harter (1981a, 1982) has expanded and differentiated White's 

global model of effectance motivation from a developmental 

·· perspective. Her major focus has been the elaboration of a 

model of mastery motivation consisting of a network of related 
' . 

variables. She outlines the following developmental sequence. 

Innate effectance needs are present at birth, but are powerfully 

" influenced by socialization processes. Evaluative react~ons 

by significant---~thers to the product of mastery attempts influence 

children's sense of competence, while affective responses by 

these others to the process of attempting mastery influence 

children's sense of self and self-esteem. Finally, around 

the-age of six, children internalize-the standards. and c.ritez::ia 
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of the significant others in· their environment and become able 

to evaluate their own performance. It is hypothesized that 

the degree to which this internalization takes place influences 

the extent to which children perceive themselves as personally 

in control of mastery behaviour and its outcomes, and therefore 

competent. The associated agreeable affect of pride in one's 

own competence maintains interest in mastery behaviours. The 
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inb<?~n urge to be effective, although still present, is, according 

to Harter, to a large extent replaced.by a need which has dev-
- - ~. . ! . ., -

elqped out of i:t, a need to be competent, to perform in accordnnce 

withi~ter~~lized evaluative criteria. 

Thus Harter, like Deci and __ ¥-yan (iJ:?. press),~ proposes that there 
:-J""""'-~-

are two sources of apparently self-regulated behaviour, namely, 
- . ·I -. - "" . . . . -. . ;. . 

the innate effectance '·need and internalized standards of com-

· petence. _She do~s not, however, make the distinction between 

.. integrated.and·introjected internalizations. She makes clear 
~- . .. . -··.. ...,_-

that her use of the term 'intrinsic' refers to " . ••• an ·exper ientiai 

process whereby motivational and informational functions once 

extrinsic to the child are modeled, incorporated, such that 
~:-

. --
they become internal to-the child ... 11 (1982, p.18) and suggests 

that·a better label might be 'internalized' motivation. This 

clarifies the fact that Harter's emphasis is very different 
/ 

from that of Deci an~-Ryan. She chooses to ignore the direct 

role of innate effectance needs in motivating behaviour, and, 

although sh~ acknowledgei the significance of the cognitive 

variable, 'perceived control', she does not stress the importance 

of feelings of self-determination. 

Harter-: and ·her·~colleagues have developed domain· specific rn.easures _., 

. i ~.... --- \ ~- .. .\ J, ••. ' --~~ 



for the various constructs in their model. The measure of 

intrinsic orientation in the cognitive domain uses a classroom 

learning context (Harter, 1981b). It takes the form of a self-

report questionnaire incorporating the two informational and 

three motivational components of mastery behaviour identified 

by_ the model, these latter being challenge seeking, curiosity 

and independent mastery attempts. The three motivational sub-

scales of this questionnaire make up ·one of the measures of 

intrinsic motivation used in the present study. The question-

naire ·is described in Chapterrv (p.74) and the actual text 

(with minor :amendments)· is to be found as Appendix· ·rr-: 

Deci and Ryan j~9~0) P()int __ out that Bandura • s work is related 
1 

to the idea of intrinsic motivation. Bandura (1977) maintains 
i 

t~at people engage in behaviours only if they have expectations 
\ - ----· 

that_they can perfor~ them efficaciously. Although Bandura 
•/·. -

refuses to_assume any underlying motivational construct, his 
. ·- ----~ --

theory is based on the importance of efficacy or competence. 

4.2 Self-determination oriented approaches 

A concern with the notion of perceived responsibility is evident 
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from several directions. The notion of locus of control (Rotter, 
/ 

1966) and the growing .recognition of the importance of internal 

attributions of control and causality in motivating approach 
,., .. -·· 

behaviour have been referred to in Chapterii. 

Brehm (1966) considers the response to loss of freedom in his 

theory of psychological reactance, and Steiner (1970) is 

concerned with per_ceived freedom. Seligman (1975) has investigated 



learned helplessness, and de Charms (1968, 1976) stresses the 

importance of a sense of personal causation, which he expresses 

as an awareness of acting as an origin, rather than of being 

acted upon as ·a pawn.· 

-4.3 Piaget's account of cognitive development 

Deci, (1975) points out that assumptions similar to his own are 

implicit in· the work of Piaget. · Piaget (1977) ·maintains that 

the ht.unan:·organism· has -an innate tendency to develop more 

complex cognitive structures. This is achieved by the re-

lated processes of ass,imilation and accommodation. As simi-

lation refers· to the incorporation of new aspe~ts.of the environ-
/ 

ment into existing cognitive ·structures. Accommodatiqn refers 

\-to-the modification of existing cognitive structures in the 

ligh~ o:f-:new:::i.nforn:tation' from. the e~vironment. Development 
~· 

.-· 

requires stimulus situations which permit a balance or equil-

ibrium of these two functional invariants. This would imply 

that human beings require stimulus inputs that are moderately . 
'f.. 

discrepant. Deci maintains that seeking challenge represents 

seeking a situation which is assimilable but not completely so, 

while conquering challenge represents accommodation and the 

subsequent assimilation ?f the new situation. Deci adds that 

an innate- tendency to-develop more complex cognitive structures 

is precisely what might be e·xpected if there is in fact an 

intrinsic need for competence and self-determination, since more 

adequate cognitive abilities must provide a better means of 

satisfying~this need. 
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Deci refers to Mischel's (1971) interpretation of Piaget which 

discusses the motivating power of inconsistency. He is in 

agreement with Mischel's conclusion that organisms need to 

make sense out of the novel, but believes that not enough 

emphasis is placed on the need to seek out inconsistency in 

order.to reduce it. Elkind (1971) has proposed that intrinsic 

growth forces motivate cognitive growth cycles which consist 

of seeking stimulus nutriment, gating, storage and intellectual 

play. Deci comments ·that .this. is an elaboration of the seek 

and conquer process described by·him. He is in agreement with 

Elkind's conclusion that performance (involving a fully assimi-
·:. 

lated activity) is not intrinsically motivating. Oeci reasons 
~~ I 

that it is not po'ssible to continue to feel competent and self ... 
.:. /. 

determining without moving on to new si.tuations. 

5.-- ., The Measurement of Intrinsic Motivation 
I . 

j 

.. ~ ...... 

In terms of the operational definition of intrinsic motivation 

proposed by Oeci and Ryan (1980), namely, behaviours which are 
'f;:. 

" ••• performed in the absence of any external contingency ••• " 

(p. 42), the most common measure is amount of time spent on an 

activity when subjects are under no apparent obligation to do 

so, and when at least some other occupations are possible. 

Other behavioural measures which have been usea are willingness 

to participate· ·in another similar experiment and desire for 
.\ 

additional information (Harackiew~cz, 1979). Self reported 

levels of interest or enjoyment have also been taken to indicate 

~ntrinsic motivation (Harackiewicz, 1979; Calder and Staw, 

1975f~ 
..... ) •• J 

··- ·;' ·. ·-
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investigation of the relationship between extrinsic rewards 

and intrinsic motivation. A common finding is that extrinsic 

rewards tend under some circumstances to undermine motivation 

that was originally intrinsic. It appears that ·being given a 

reward leads to the perception that the activity is performed 

i~?- order to receive the reward, wi'th a subsequent decrease 

in intrinsic motivatipn. Lepper, Greene and Nisbett (1973) 

pointed out that self-perception theory implied this 'over­

jus.tification hypothesis:•.·· and the phenomenon ·is often referred 

to. as the ··overjustification effect'. Results.of this nature 
' .. 

were obtained by Lepper et al (1973). with pre.;..school children, 
.. 

by Krugianski, Alon ~nd Lewis (1972) with school children, by. 

Deci (f971, 1972) with college students and.by Caldel:' and Staw 
l 
I ; j 

(1975) with business students. 
. -. 

The findings were consi~tent 

whet~~r the dependent measure was the ·amount of time spent on 

-the activity in a·free choice situation (Deci, .1971, 1972) or . ·.- r . . 

self~reported ·enjoyment of the act·ivity . (Kruglanski et al, 

1972) or performance measures (Kruglanski, Freedman and zeevi, 

1971) . Field experiments (Staw, 1974; Notz, 1975) yielded 

';similar results to those found in controlled experimental 

settings. Deci and Cascio (1972) showed that negative rewards 

(i.e. avoidance of punishment) functioned in the same way as 

positive. rewards. It has also been found that withdrawal , 

of extrinsic rewards· ·leaO.s to the enhancement of intrinsic 

motivation ~Weick, 1964; Staw, 1974). A recent review of . 
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studies in this :general area can be found in Deci and Ryan (1980). 

Research has also been conducted fx:om a behaviourist perspective 

(Farr, 1976; Finegold and Mahoney'· 1975; Hamner and Fos"!:er, 



\ . 

' ·. \. 

1975; Reiss and Sushinsky, 1975; Farr, Vance and Mcintyre, 

1977) • These studies have reported findings which·do not 

support the undermining effect of rewards on intrinsic moti-

vatio~, or have accounted for such undermining in terms of rein­

forcement. 

Deci and Ryan (1980) maintain that the conclusion that the 

effect does not exist is unwarranted, since theoretical and 

me_thodological differences account for these findings. _They . ~ .. 

reiterate the point ma.de by Deci (1976) that preferenc:e. for a 
. ./ . . 

reinforcement_rather than a cognitive explanation is largely. 
·~ ~ .. " a " 

a statement .of preferred metatheory.; .. In_. addition; ~h.ey ... rej_ect 

the term •overjustification• as being theor~tically tied.to 
...j.· ... .. \ ; 

an attributional self-perception framework ~hich, they believe, 

is an incomplete explanation of the phenomenon. 

. .. --~ 

,. I . 
. . ~ 

) cognitive evaluation theory • 

. . . 
·oeci (1975) proposed this theory as an explanation of the effect 
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of rewards on intrinsic motivation. Th~ theory states, firstly, 
f . 
that intrinsic motivation decreases when the perceived locus of 

causa~ity of an activity changes from internal to external; 

secondly, that intrinsic motivation is increased when an activity. 

enhances· feelings of ~ompetence and self-determinat·ion. Thirdly, 
/ 

according to the ___ theory, extrinsic rewards always· have both a 

controlling ~nd an informational aspect. If the controlling 

aspect is salient to the person. being rewarded, .. the locus of 

causality becomes external and intrinsic motivation decreases; 

if the informational aspect is· salie.nt to the person, intrinsic 

' -· 
. ' '.. ~ ~ ~ ... \". 0 ~· • •• 0 ·; ..;:; • '- "•, .... 0 0 u; ,j. ,r, ' • • _,1 -••• ....... • 



motivation is increased. Deci adds that information in the 

form of continued negative feedback {which is perceived as 

implying incompetence) will also have a detrimental effect on 

intrinsic motivation. 

Deci and Ryan {1980) point out that the theory does not simply 

refer to attributions of external causation. This account 
1 • ' ' 

of the process is int~nded as " ... a heuristic description of 

the perception~ and cognitions that accompany-changes in under-

lyi~g motivational processes ••• -,;· -(p·. 44.). They consider that 
-~ ~ ---· . 

. . 

the motivational source remains internal, but that the extrinsic, 
~· . ,_, "':" ·~"" ' • • I •. . <~ ·j .. • ' > ... = 

rather than the intrinsic, motivatio~cii subsystem is call~d~into 

play. 
,;. ~ ... ··~· .:; . 

,.;·.· ...... .\ .. 
' 

•. l .. ,.... "', __ _ 

. ~ . ·:.: : 

J 

Deci and Ryan's (1980)·- account of cognitive evai.uation theory 

' ·- -conta±ris-·modifications ~of. the l915 statement. - F_irstlY>. the 

terni-- i perceptions' of competence, .. rather_, th~n '-f~ellngs • of ..... 
I ' ·• •. I' • ' • ,· • "" ~ -

competenc~; is employed.· This does not-.-imply -that feelings 

are not present, but makes the statement consistent with_ the ... 

reference to 'perceptions' of the locus of causality. 
t > 

Secondly, 

the self-determining and competence components of intrinsic 

motivation are separated. . The one process is conceptualized 
' . \ i' . 

as oriented toward self-determination and the other as oriented 

toward the need for competence . The latter only involve.s self-
..-"" 

determination in so- far as this is a prerequisite for perceptions 

of competence. Thus a reward of which the controlling aspect 

is_salient decreases intrinsic motivation because it is assoc-
. . -

iated with the perception of an external locus of causality 

sa· 

{the self-determination component); while a reward of which 

the.·•informational.'=:aspect is .. s~l:i.~~-t:: :inq~eas~~,-~I1~r~el~~~ -~~~ivatio~ __ -
. . . 

\. 



because it is associated with the perception of competence 

(the competence component) . 

6.3 Support for·cognitive evaluation theory 

This consists, firstly, of the repeated findings already referred 

to of the detrimental effect of reward on intrinsic motivation 

over a vaziety of different rewards. Secqndly, it can be 

argued that, if rewards invoke the extrinsic motivational sub-
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system because they give rise t? perceptions of external causality, 

other externally imposed controls should have the, same effect. 

Findings that,-this is the. case have been reported by Amabile, 

de Jong and Lepper (1976) with external deadlines and by Lepper 

and Greene (1975) with surveillance. It has also been. found 

that increases in the perceived internality of the .locus of . 
. - ·- --· .. . , 

causali~y/have a positive effect on intrinsic motivation. (Swann 

and Pittman, 1977; Fisher, 1978; Zuckerman, Parae, Lathin, 

Smith and Deci, 1978). 

There is also evidence that intrinsic motivation is enhanced 

by positive competence feedback, which may be self-:adrninistered 
'.II 

(inferred from successful performance) or administered by another 

person, usually in thevform of a verbal reward (praise). 

Findings to this effect are reported by Ander~on, Manoogian and 

Reznick (1976), Martin (1977), Swann and Pittman (1977) 

and Boggiano and Ruble (1979) using childr.en as subjects; and 

by Harackiewicz (1979); Arnold (1976) and Deci (1971).with 

adult subjects. 

~-~ .. . . ' 

.It has been observed, however, that verbal rewards sometimes 
\. . 1 



have an adverse effect on intrinsic motivation in adult females 

(Deci, Cascio-and Krusell, 1975i Carone, 1975). Deci and 

Ryan (1980) suggest the plausible explanation that, owing 

to differential socialization, females have a greater tendency 

to interpret verbal rewards as controlling rather than as 

informational competence feedback. 

Studies indicate that negative competence feedback, either 

verbally from another person or self-administered in the 

light of performance, results in a decrease in intrinsic moti­

vation. Findings to this effect have been reported by Deci 

and Cascio (1972) and Deci, Cascio and Krusell (1973) ~ It 

should be noted that only negative feedback which implies 

incompetence has this detrimental effect. Negative 

feedback which provides helpful information is made use of in 

new attempts to become competent. 

The third proposition of cognitive evaluation theory is that 

all rewards have both a controlling and an informational aspect. 

When the controlling aspect is salient, the reward provides ex­

trinsic satisfaction, but decreases intrinsic motivation by in­

ducing a change in the perceived locus of causality from in-

ternal to external. When the informational aspect is salient, 

and conveys positive competence ~eedback, intrinsic motivation 

is increased. Several studies have attempted to vary reward 

conditions in order to compare these two aspects. Deci and 

Porac (1978), Enzle and Ross (1978), Rosenfield, Folger and 

Adel·man (1980) and Pittman, Davey, Alafat, Wetherill and 

Wirsul (1980) all report that rewards administered 'information­

ally' tend to increase intrinsic motivation, while rewards 
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administered 'controllingly' tend to have either no effect or 

a detrimental effect on intrinsic motivation. 

Figure 1 

Intrinsic motivation: effects of reward and no reward situations 
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6.4 Factors which influence the perception of rewards 

Deci and Ryan (1980) claim that factors in the rewardee, the 

situation, and the rewarder influence the manner in which a 

reward is perceived, i.e. whether the controlling or the inform­

ational aspect is salient. 

Situations which have been suggested as conducive to the per­

ception of the controlling aspect of rewards as salient are 

those in which rewards are expected and performance-contingent. 

Lepper et al (1973) reported this effect ofexpected rewards 

and Deci and Ryan comment that this is understandable, since 

no instrumentality between the activity and the reward can be 

built up if the existence of the reward is unknown when the 

activity is performed. Deci (1972), Weiner and Mander (1978), 

Harackiewic~ (1979) and others report decreases in intrinsic 

motivation following performance-contingent rewards, but the 

opposite result has also been founn. Deci and Ryan argue that 

performance-contingent rewards can be either controlling or 

-informational depending on the manner in which the contingency. 

62 



is constructed. Thus such rewards need not necessarily have 

an adverse effect on intrinsic motivation. Salience of the 

reward in the experience of the rewardee has also been suggested 

as a condition likely to lead to a decrease in intrinsic 

motivation (Ross, 1975), but Deci and Ryan point out that a 

·salient reward can be perceived as either controlling or 

informational. It is the aspect of the reward which is salient 

that determines the effect on intrinsic motivation. 

It is suggested by Deci and Ryan that rewarders whose usual 

mode of interaction is authoritarian will be likely to behave 

more controllingly in general and to convey this fact in one 

way or another when administering rewards. Two field studies 

involving teachers as rewarders (Deci, Nezlek and Sheinman 

(1981) and Deci, Schwartz, Sheinman and Ryan (1981) ) have 

indicated a certain amount of support for this inference. 

These studies are described in detail on pp.66-69. 

7. Intrinsic Motivation and Education 

7.1 Motivationalorientations in the school situation 

It is usual in human societies for adults to conduct some form 
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of education in order to socialize the young according to the ~ 

accepted values, attitudes and behaviours of the community. 

Two common aspects of formal education in modern society are 

its compulsory' nature and its predetermined content. Neither 

of these characteristics is likely, in terms of the theory 

outlined in this chapter, to be conducive to the enhancement 



of intrinsic motivation in its original form. It is possible 

to conclude that an extrinsic motivational orientation is 

both inevitable and acceptable for this type of education. 

On the other hand, it may be that educators can design environ­

ments which fos-ter intrinsic motivation, although in one sense 

this is itself a form of controlling manipulation. 

An intrinsic motivational orientation is nevertheless possible 

toward schoolwork as the result of internalizations of the 

competence values of the community. Deci and Ryan (in press) 

would add that school related behaviours only involve the in­

trinsic motivational sub-system when the internalizations which 

evoke them are integrated rather than introjected. 
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Deci and Ryan (1982) make the value judgement that it is desirable 

for pupils to be intrinsically motivated. Some possible reasons 

for agreement with this view are presented in Chapter VI (p.134). 

7.2 Implications for educational practice 

If· intrinsic motivation is to be encouraged children require 

a contingent environment in which they have the opportunity to 

make choices. In the classroom, the responsibility for such 

an environment lies with the teacher. She must provide, firstly, 

a certain amount of consistent yet flexible and non-controlling 

structure within which individual pupils can choose to learn, 

and, secondly, informational feedback about competence. Deci 

and Ryan (1982) make the point that this can mean allowing 

children to fail rather than forcing them to succeed. .Children 

coerced in this way P.'!ay faiL.intentionally as a way of regaining 

their freedom, o.+ t.bev lnf.IV ~,..hiP,~TP, ~ l""nmnli.:=m+- c,,....,... ... r;-,.. ~-;-~ ·w~~ 5.~-;-.·,· 
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cannot take full responsibility. But children who have chosen 

to succeed are fully committed to the tasks they have set 

themselves. 

Deci and Ryan acknowledge that many difficulties face teachers 

who wish to operate in this manner, for example, the demands 

of the school system, the size and ability range of classes, 

the home backgrounds of the.pupils and the increasingly con-

trolling environment in which teachers themselves have to 

function. They consider that the effort is nevertheless worth~· 

while in view of the number of children who do not seem to 

benefit greatly from· education tiy more traditional methods. 

7.3 Research findings in educational settings. 

There has been little research into factors which influence 

intrinsic motivation in schools and the only available measure 

is the Harter (1981b) Scale of Intrinsic Versus Extrinsic 
5 

Orientation in the Clasroom. For a description of this question-
/\ 

naire, see Chapter rv, p. 7 4, for the actual text (with 

minor amendments) see Appendix II; 

Harter (1981b) reports a consistent trend in several samples 

for intrinsic motivation to decrease over the course of elementary 

(primary) education. The trend is reversed for the·two inform-

ational subscales of her measure and the same result is also 

described by Deci and Ryan (1980). The latter do not, however, 

clarify whether the motivational subscales showed ah appreciable 

di.fference. 



In view of the very different socialization experiences of boys 

and girls it might well be expected that gender differences 

exist. A finding of such differences is referred to by Deci 

and Ryan (1980) who report boys as tending to· be more intrin­

sically motivated than girls. 

More attention has been paid to the question of the effect of 

controlling rewards in the classroom. 

investigate this are described below. 

Two field studies which 
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On both occasions it was reasoned that teachers whose general 

orientation was toward control would tend to administer class­

room rewards controllingly, while teachers whose general orien­

tation was toward autonomy would tend to reward informationally. 

Cognitive evaluation theory would predict, therefore,_ that the 

pupils of the former teachers would become less intrinsically 

motivated and that the pupils of the latter teachers would 

become increasingly intrinsically motivated. Teachers' orien-

tations were assessed by a questionnaire developed by Deci, 

Schwartz, Sheinman and Ryan (1981). For a description of this 

questionnaire, see Chapter IV, p. 72( for the actual text (with 

minor amendments) see Appendix I. Pupils' intrinsic motivation 

was measu~ed by Harter's (1981b) scale. 

In the first study, Deci, Nezlek and Sheinman (1981) administered 

the 5 subscales of the Harter measure to pupils in 35 primary 

school classrooms (4th, 5th and 6th grade - Standards 2, 3 and 

4) on two occasions, separated by 7 months. An average score 

for each classroom was calculated, as was an average change 

score for each classroom. The 35 teachers concerned completed 



the Deci et al questionnaire (on which a high score indicates 

an orientation toward autonomy) and the nature of the teachers' 

orientations was confirmed by a significant positive correlation 

( ,35) between teachers' scores and the children's perceptions 

of the classroom climate as supportive of intrinsically 

oriented behaviour. 

It was found that the teacher measure correlated significantly 

with the childrents perceived competence scores (on the Per­

ceived Competence Scale for Children (Harter, in press)) and 

with the pupils' intrinsic motivation scores on the three moti-

vational subscales of the Harter measure. Teachers who 

scored high on the autonomy versus control measure tended to 

have classrooms where the average intrinsic motivation was 

higher, and teachers who had low scores (indicating a control­

ling orientation) tended to have classrooms where the average 

intrinsic motivation was lower. The teacher measures did not, 

however, correlate with the children's change scores over the 

seven-month period, as had been predicted. Deci and his 

67 

colleagues conclude that teacher orientation had a clear and 

important impact on the children's intrinsic motivation within 

the first six weeks of school. They reason that the relationship 

(which remained comparatively stable) did not become stronger 

as the school year progressed because the children made an 

early adaptation to the teacher's orientation which did not 

change while the situation remained constant. They speculate 

that the ambience of the school (in this case, traditional, 

middle-class, suburban) has more impact as the school year pro­

gresses, limiting the impact of individual teachers. 



The second study also supports the theory, although Deci, 

Schwartz, Sheinman and Ryan (1981) were primarily concerned 

with establishing the reliability and validity of their 

questionnaire to assess teachers' control/autonomy orientations. 

Only the relevant aspects of this study will be described here. 

These researchers selected six teachers who had completed the 

questionnaire (but whose pupils had not taken part in the first 

study), three scoring above the mean and three scoring below 

the mean. The three motivational subscales and two of the 

perceived competence subscales from the Harter measures were 

administered to their pupils on the second day of school and 

again seven weeks later. The children's change scores bet\veen 

the two administrations were weighted with the teachers' 

z-scores. The weights were assigned because four of the 

six teachers' scores were close to the mean and not expected 

to have as much impact as the two more extreme scores (z-scores 

of -1 , 4 8 2 and 1 , 3 7 5) • 

The data were subjected to an analysis of variance for each of 

the five subscales. The change score on the perceived cog-
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nitive competence subscale was highly significant in the pre­

dicted direction. No significant changes in intrinsic motivation 

were observed. But a t-test of the difference between the 

change scores· of the classrooms of the two extreme teachers 

showed significant differences in intrinsic motivation in the 

predicted direction for two out of the three subscales (pref­

erence for challenge : p = ,10 and independent mastery 

p = ,01}. 



Both studies thus indicated that intrinsic motivation is 

affected by teacher orientation, with the suggestion that this 

effect is more apparent when teacher orientations are extreme. 

8. Conclusion 

The conceptualization of intrinsic motivation as an innate 

need to perceive oneself as both competent and self-determining 

is pleasing at the level of metatheory, plausible as a theory, 

and supported by a considerable amount of empirical evidence. 

Cognitive evaluation theory offers an equally plausible 
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and well supported explanation of how intrinsic motivation 

operates and accounts satisfactorily for the effects of extrinsic 

rewards. If intrinsic motivation is accepted as desirable 

in school pupils, it is important to ascertain the factors 

which influence it so that practices conducive to its enhance­

ment can be encouraged. 
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CHAPTER IV 

AIM, HYPOTHESE~ AND METHOD 

1. Introduction 

The nature of intrinsic motivation and its role in the school 

situation have been discussed in the previous chapter. This 

chapter outlines the specific aim and hypotheses of the present 

study,, and describes the measures, subjects and procedures 

involved in each of its three parts, namely, the pilot study, 

the teacher orientation measure and the main study. 

2. Aim and Hypotheses 

The aim of the study was to measure and compare the intrinsic 

motivation toward schoolwork of male and female primary school 

pupils at three developmental levels (school standards 1, 3 and 

5: approximate ages 8 years, 10 years and 12 years) and under 

the two contrasting teacher conditions of an orientation toward 

control and an orientation toward autonomy. (A preliminary 

study used a questionnaire measure (see p. 72 ) to assign teachers 

to one or other of these categories) . 

-The first hypothesis was that gender differences would be app-

arent, owing to the obvious differential socialization of girls 

and boys. 



Secondly, it was predicted, in the light of the findings of 

Harter (1981b), that intrinsic motivation toward schoolwork 

would be found to be highest at Standard 1 level (the third year 

of formal schooling) and to decline steadily over the primary 

school years. 

The third hypothesis was based on the assumption by Deci and 

Ryan (1980) (see Chapter III, p.63) that teachers whose general 

orientation is toward control tend to administer classroom 

rewards controllingly, while teachers whose general orientation 
\ 

is toward autonomy tend to give such rewards informationally. 

Cognitive evaluation theory would thus predict that, after a 

period of exposure to teachers, the pupils of·the former 

would be less intrinsically motivated than the pupils of the 

latter. The support already found for this notion by Deci, 

. Nezlek and Sheinman (1981) and Deci, Schwartz, Scheinrnan and 

Ryan {1981} has been described in Chapter III, (pp.66-69). 

These studies report that a comparatively stable adjustment 

to teacher orientation develops early in the school year. It 

was, therefore, considered meaningful to compare directly the 

intrinsic motivation of pupils who had been exposed to different 

teacher orientations for almost a whole term. It was predicted 

that this difference would be most apparent in those pupils 

who spent a large proportion of the school week in the care of 

the.same class teacher and least apparent in those pupils whose 

class teacher taught them for only a fraction of the total 

school week, as is the case in the higher primary standards 

of many South African schools. 
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3. Method 

3.1 Measuring instruments 

3. 1 • 1 The 'Problems in Schools' questionnaire 

The questionnaire was developed by Deci, Schwartz, Sheinman 

and Ryan (1981) in order to assess adults' orientations toward 

control versus autonomy with children. A high score represents 

an orientation toward autonomy, while a low, or a negative, 

score indicates an orientation toward control. 

The measure consists of eight examples of common problem sit­

uations in school. Each example is followed by four possible 

response options which are scored as 'highly controlling', 

'moderately controlling', 'moderately autonomous' and 'highly 

autonomous•. These response options are presented in varying 

order across the eight examples. Subjects are asked to con­

sider a problem and then rate each of the four options for 

appropriateness, given their own personal style. The rating 

is on a 1-7 scale, with 7 representing maximum appropriateness. 

The ratings yield a subscale score for each of the four 

types of response option. Each subscale score is then ~veraged 

to give a score with a range of 1-7. A total score is cal­

culated by weighting the 'highly controlling' subscale with 

-2 7 the 'moderately controlling• subscale with -1, the 'moder­

ately autonomous' subscale with +1 and the 'highly autonomous' 

subscale with +2, and then summing the weighted values. 
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Thus the total scale score can range from -18 to +18, with a 

greater positive score indicating a stronger orientation toward 

autonomy. 

Summary statistics were computed on an administration of the 

scale to 68 teachers in six North American schools. The 

effective range of the data was found to be between 2,13 and 

12,·.13 (although there was one extreme score of -10,13) and 

the scores within the effective range were normally distributed 

with a mean of 6,98 and a standard deviation of 3,11. 

The scale appears to have good internal consistency, split 

half reliabilities for each of the four subscafes yielding 

Cronbach's alpha values of ,73; ,71; ,63 and ,80. In 

addition, when each of the eight items of each of the four 

subscales was correlated with its subscale total none of these 

correlations was found to be below ,40, and items related 

strongly to their own subscale totals and not to subscale 

totals to which they did not belong. 

The reliability co-efficient of the total scale has been found 

to be ,70, with subscale reliabilities ranging from ,77 to 

,82. Va~idity studies indicate that there are significant 

correlations between teachers' scores on the questionnaire and 

children's scores on the classroom climate measure developed 

by de Charms (1976) (r = ,35) and between teachers' scores and 

pupils' scores on the three motivation subscales of the Harter 
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(1981b) scale (r values between ,27 and ,56). In addition, the 

teacher scale correlates significantly with the general self-worth 

and cogni.tive competence subscales of the Perceived Competence Seal 
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(Harter, in press) with rvalues between ,29 and ,43. 

The format of the questionnaire is non-threatening and the sit-

uations to be assessed represent recognizable problems for 

South African teachers~ It was decided, therefore, that it 

could usefully be used to measure teacher orientations toward 

control versus autonomy. For use in South African schools 

the wording of the original questionnaire was changed in minor 

ways, e.g. "marks" replaces "grades", "souvenir coin" replaces 

"silver dollar paperweight" and certain of the children's names 

were changed to those considered more common in a South African 

environment. A copy of the amended questionnaire is attached 

as Appendix I. 

3. 1. 2 The •classroom Questionnaire' 

The scale was developed by Harter (1981b) as a self-report 

measure of intrinsic versus extrinsic orientation in the class-

room. The original scale consists of five subscales representing 

five dimensions of classroom learning, each of which can be 

characterized as having both an intrinsic and an extrinsic pole. 

This study made use of a questionnaire consisting of only the 

three motivation subscales of. the Harter scale. These are charac-

terized as follows: 

Intrinsic pole Extrinsic pole 

Subscale A Preference for 
challenge 

v Preference for 
easy work assigned 

Subscale B 

Subscale C 

Curiosity/ 
interest 

Independent 
mastery 

v 

v 

Pleasing the teacher; 
getting good marks 

Dependence on the 
teacher 
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Each subscale is made up of 6 items presentedin a structured 

alternative format, viz.: 

really true sort of sort of really true 
for me trUe for me same kids other kids true for me for me 

D D 
like hard B prefer easy 

D D work be- u work that 
cause it's T they are 
a challenge sure they can 

do 

Completion of the questionnaire involves marking only one block 

for each item. The final questionnaire used in this study 

consisted thus of 18 such items ordered so that no two successive 

items represented the same subscale. 

The scoring of the items is on an ordinal .scale from 1 to 4 

with a score of 1 indicating maximum extrinsic motivation and 

a score of 4 indicating maximum intrinsic motivation. The 

scoring order of the response options is varied between items, 

the possibilities being 4,3,2,1 or 1,2~3,4. The questionnaire 

yields a subscale score on each of three separate motivation 

dimensions and each score is averaged to produce subscale scores 

with a range of 1-4. Since these scores represent different 

aspects of classroom motivation it is not considered meaningful 

to combine them (Harter, 1981b). 

Scale construction studies involved over 3 000 pupils (3rd 

to 6th grades) in four North American states. In each sample 

the socio-economic level ranged from lower to upper middle 

class, and there were approximately the same number of children 

at.each grade level and about the same number of males and 

females within each grade. 



Subscale reliabilities were assessed by means of the KR 20 

formula and reliability coefficients for the three motivation 

subscales ranged from ,78 to ,84; from ,68 to ,82; and 

from ,54 to ,78. Test-retest reliability data were collected 

after a 9-12 month period and yielded values ranging from ,48 

to ,63 across the various subscales. 

Much attention has been given to the factorial validity of the 

scale. After a pilot study, a revised scale was devised 

which adjusted the five subscales to represent the various 

dimensions of classroom motivation in line with the factor 

structure which had emerged. Factor analyses were then per­

formed on two samples (n = 761; n = 793). Both orthogonal 

and oblique solutions revealed the same basic factor structure. 

Five factors emerged, with items loading 6n their designated 

factors and with virtually no cross-loadings. 

The discriminant validity of the scale is supported by the fact 

that mean scores of pupils at a private 'open' school (which 

emphasized the educational principles captured by the intrinsic 

pole of the subscales) were found to be significantly higher 

thanthemean scores of a group matched for age and sex at a 

'traditional' state school. In addition, a parallel teacher 

rating scale with the same format as the motivation question­

naire was constructed and pupils were individually rated by 

their classroom teachers. Correlations between teacher ratings 

and pupil scores were ,73 for Subscale A (challenge); ,67 

for Subscale B (curiosity) and ,61 for Subscale C (mastery). 

The results of the pilot study (see Chapter V, pp.90-94). 

indicated that the measure was not inappropriate for use with 
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South African pupils. As with the 'Problems inSchools' 

questionnaire, minor changes in the wording were considered 

necessary, e.g. "children" instead of "kids" and "marks" 

instead of "grades". The amended version of the scale which 

was used in the present study is attached as Appendix II. 

3. 1. 3 The behavioural measure 

In view of the well known problems associat.ed with self-report 

measures, it was felt that the classroom questionnaire should 

be supplemented by some more direct behavioural measure of 

intrinsic motivation to perform schoolwork tasks. For this 

purpose, the 'Activity Book' was devised. It was designed 

to be presented to pupils as 'something to keep them busy• 

while they waited for the 'real' questionnaire, which, the 

investigator claimed, had been forgotten but was on its way. 

This measure was compiled specifically for the present study, 

as an exploratory device, and consequently has no reliability 

or validity data associated with it. 

The 'Activity Book' is a 12-page booklet, the first six pages 

of which offer paper and pencil activities of a type usually 

enjoyed by 8-year olds, e.g. colouring, 'join the dots', 

drawing patterns and pictures. Then follow three pages of 

arithmetic tasks requiring the writing in of a one or two digit 

answer or a word. The final three pages present language tasks 

including the writing of one word phonics answers, the selection 

of correct comprehension answers from a multiple choice and 

the composition of a story in response to a picture. The 

school work tasks were devised in collaboration with the class 
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teachers of the pupils with whom the measure was to be used. 

This, it was hoped, would ensure that the tasks would be of 

the exact level of difficulty appropriate for the •average' 

or 'middle' group. in the class concerned. The booklet was 

thus not identical for each class with which it was used. 

The booklet is scored by allocating 1 for each simple sum or 

word task attempted, 3 for each maths problem answered, 5 

for each comprehension answer and 3 for each line of story 

written. This makes a possible total of 70 for maths, and 

approximately 70 for language (assuming an 8-line story). 

Clearly, no attempt need be made to assess whether or not 

an answer is correct. The booklet is designed so that it is 

possible for a child to engage in one specific type of school­

work for the full period that it is in his possession (15 

minutes). 

expected. 

3.2 

Thus scores approaching the maximum are not to be 

The 'Activity Book' is attached as Appendix III. 

Pilot study 

This was undertaken toward the end of the school year at a 

state primary school and at a private school in Cape Town. 
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Its primary aim was to discover whether the motivation measure 

designed for use with United States school children was appropriate 

and valid in a South African setting. 

experience in administering the scale. 

It also provided valuable 

The 'Classroom Questionnaire' was administered to 121 pupils 

·in Standards 1-5 at the state school and to 20 pupils in 

Standard 5 at the private school. The class teacher left the 



room and the investigator told the pupils that she was inter­

ested in finding out 1 how different children felt about their 

school work'. It was made clear that no-one at the school 

would see the completed questionnaires and that there were 

no right or wrong answers~ Pupils were shown how to fill 
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in the questionnaire and then the investigator read aloud each 

item slowly, after which the pupils marked the appropriate block. 

Each teacher was asked to provide a 'motivation assessment~ on 

a 1-4 scale for every child in her class. Teachers were given 

the guidelines, 'likes challenge'; 'shows curiosity'; and 

'prefers to work independently' to bear in mind during their 

assessment. 

The pupils' motivation subscale scores were calculated and for 

each class the scores for each subscale were correlated with 

the scores allocated by their teachers. Class means were 

calculated in order to be able to compare them with those 

established by Harter (1980a) for similar age groups. The 

means of the Standard 5 pupils at the state and the private 

school were compared since it was considered that a significantly 

higher motivation score at the private school (reputedly 'free­

er' than state schools) would support the validity of the scale. 

All results obtained are presented in Chapte,r V (pp.90-94). 

3.3 Teacherorientation measure 

The subjects in the teacher study were 71 teachers at eight 

state primary schools in the Cape Peninsula whose pupils were 

judged to be of comparable-socio-economic status. Permission 



to approach the staff was requested from school principals 

and, in the cases where this was granted, the teachers as a 

group were asked to co-operate in a survey of teacher styles 

of handling problems. Selection of teachers depended thus 

to a certain extent on the. goodwill of school principals 

and on the willingness of individual teachers to take part. 

Teachers were assured that their participation was voluntary 

and that no persons or schools would be mentioned by name 

when the study was written up. They were also told that feed-

back, in the form of the general results of the study, would 

be provided to the school in due course. Teachers took home 

the 'Problems in Schools' questionnaires and then returned them 

to the school from where they were collected. Teachers were 

also asked to indicate the total number of hours in the school 

week and the total number of hours that they spent with their 

own classes. This proved to be an average of 87%, 72% 

and 30% of the school week for Standard 1, 3, and 5 teachers 

respectively. 
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Although the desired design only included teachers of Standard 1, 

Standard 3 and Standard 5 pupils, it was considered advisable to 

ask all teachers to complete the questionnaire, in case it be­

came necessary to adjust the design because a sufficient number 

of teachers for each cell was not obt-ained. 

were as follows: 

Standard 1 teachers 10 

Standard 2 teachers 12 

Standard 3 teachers 16 

Standard 4 teachers 15 

Standard 5 teachers 18 

l"[''nt-;;~1 71 

The final numbers 



Of this total, 22 of the teachers were male and 49 were female. 

It would have been preferable to select only female teachers 

in order to control for sex of teacher. However, it was 

decided not to do so in view of the practical difficulties 

involved in obtaining the required number of teachers in each 

of the planned categories. Moreover, the report of Deci and 

Ryan (1980) that" ... there is little evidence of meaningful 

difference between male and female teachers in terms of their 

impact on the intrinsic motivation .... of children ... " 

(p.75) suggests that control of this variable may not be 

vitally important. 
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Of the eight schools involved in the study, ~ix were co-educational 

and the other two were a single sex girls' school and a single 

sex boys' school. Teachers from co-educational schools made 

up 47 of those who completed the questionnaire, while the 

remaining 24 were 13 teachers of boys and 11 teachers of 

girls. The fact of including the two single sex schools 

is a weakness of the study which will be discussed in Chapter VI, 

(pp. 1 31-1 3 2) . 

The results of the teacher study are presented in detail in 

Chapter V (pp.94-96). Teachers who scored more than half a 

standard deviation above or below the mean were identified, 

and their pupils in certain classes were the,subjects of the 

main study. 
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3. 4 Main studv 

~he main study attempted to assess pupils' intrinsic motivation 

in three different ways. These were: a self-reportquestionnaire 

completed by the pupils themselves, a behavioural measure under 

controlled circumstances and a semi-structured interview with 

the parents of the pupils concerned. For reasons of practical 

economy, the latter two procedures were carried out with only 
. . ::i':~ ·-~ --~ ' ·-· ... -.-~ 

a 'comparatively small subs-ample_ 'of the total sample of" pupils-···· -

~~o completed the questionnaife. 
' ~~ .. l • . 

,J'O ... .._ ..... , .... , ·~·.;. ' 

. 3 •. 4. 1 Self-report measure: 'Classroom Questionnaire' 

; 

. : .::-:.;J ., -
- I 

Comeo~ition of the sample: 
\ 

. ·.~ 

. ' . 
.1. l _ ... 

=, •• , 

..l. . ... 

:. . ~ ... ': . . ..• ""'"'-'··""' ..... _,_ 

< •• ·-

The subjects who completed the 

'Classroom Questionnaire' were the pupils of the three most 
-~~:.-_ :· .. : "' . - :_ ~"'. . -~- ' ~- ;.. .. - .. ;~:!', .· 

· ... -~·autonomy-oriented, and the three most control-oriented, teachers 
, 1. ' .• ;,:--:; . . .... ::.' :: : , • :, '. . . . .. " . 

(cis identified by z-scores on the 'Problems in Schools'. question-

naire) at each of three levels- Standard 1, Standard 3, and 

Standard 5. Thus a-total of ·18 classes was involved in the~ 
~ri-

following design,-with-an average of 38 pupils in each cell 

(N = 459) 
,_ !' 

,. 
·lo I ·.·, ; . '\ •-.!., 



Table 1 

Research Design for Main Study 

Standard 1 Standard 3 Standard 5 

Control oriented 
teachers 

AutonOO¥ oriented 
teachers 

m· f m f m 

As·has already been mentioned (p.81), of the original eight 
• f"' • ' ·, • 

sc~ools which took part in the study, six had pupils of both 

sexes, while tha.remaining two were a single sex boys' school 
\ ; ~ •• c .• ~.. • • ' 

' 
and a single sex ~irls' ~chool. Thus in order for there to 

be a reasonable balance between male and female subjects in a 
i •• 

\ - -· 
specific cell, either it had to consist of three mixed sex 

--.:·. j 

... -· - f'" 

classes, or of two single sex classes (one of boys and one 

of girls) and a mixed sex class. 

f 
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This presented no difficulty at Standard 5 level pr at Standard 3 

At Standard 1 level, however, a problem arose with the 

autonomy-oriented cell. Of the 10 Standard 1 teachers who 

completed the questionnaire, only four had positive z-scores, 

which were ·as follows: ~,,13; 0,71; 0,47 and 0,31. The 

two largest .z-scores both came from the same single sex school, 
/ 

... 
while the score'of 0,31 came from the single sex school of the 

opposite sex. 



Since gender was one of the variables in the study it was 

considered undesirable to have a large disproportion be.tween 

the sexes in any one cell. The classes selected were, there-

fore, those of the teachers whose z-scores were 2,13, 0,47, 

and 0,31. Thus, unfortunately, two of the teachers involved 

were only mildly autonomy-oriented and not likely to have a 

powerful effect on their pupils. 

Administration of the questionnaire: On the second visit to 

th~ six_schools.involved tl)e princip~ls and teachers concerned 

were ~old !hat these teachers h~d been identified as having a 

consistent style (not specified) of classroom interaction and 
• .-; '• • < ' \ , _.• .. ~ I 

that,- since it~\ofas considered possible that such ~ty~-~s might 
._ .-: ·0' - .. · ..... · .:. - ---- ·. • •.. "' . - \ .. 

. i . 
h?V~ -an_ effect ori classroom motivation, it wou.ld be appreciated 

if they would agree to allow their pupi~s to complete the 
\ -- - .- 1- \ --- . ' __ .../-' . .. -' ... : . . .. 7 ,. • - • .' : ·~ 

motiv.at:ion questionnaire. 
-~ ::~ ..... f- __ .. --~- ·:-~, - . . . -- ~...... ·: . 

Th~- quest-ionnaire was administered during normal school hours. 
~- :·: ·] -. !. ~-; ~ 

The class teacher left the room and the investigator explained 

that she wished to find out which pupil attitudes were most 
., 
f:. -· 

common and discover p6ss·ible differences, e.g. between different 

schools or·between age groups. Pupils were assured that there 

were no right or wrong answers and that their answers would 

not be shown to any school authority (a matter of some concern 
/ 

to them). The method of completing the questionnaire was --
demonstrated-on the blackboard, after which pupils attempted 

the sample questions. When it ~ad been established that every-

one understood;· the investigator read out each item slowly, and 

84 
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allowed time for pupils to reflect (if necessary) before marking 

their response. That the administration was technically 

successful is indicated by the fact that out of 468 questionnaires 

only nine (five of which were in the same Standard 1 class) 

had to be discarded as incorrectly completed. 

The __ ~~~stionnaires were scored, and a mean score and standard 

·.deviation for each of the three subscales were calculated for 

each cell of· the design. 

Statistical pr6cedur~: · The original intention was to subject 

It~ 

was" "dfsco'Ve-r~e·d·,· how~ver,'·· that in the case oi"""each subscale, 

the'scor~s :d.id:not.meet the conditions under which an Anova is 
_, ........... ! 

the. appropriate statistical technique. _ Firstly, the scores 
·~ ' ' .. ,. ~-/·.4 . 

were not normally distributed, but negatively skewed (see 
' ,· . . . -

' -App~ndij{"' IV) .• . Attempts to normalize the distribution by per-
-· ·-- -- -

forming transformations~did not have the desired e~fect • 
. . ·. .. ----_>/ ~--·'' ,. . 

---· 
Secondly, it was questioned whether the data were bas.ed on . 
genuinely interval measurement. Although the Anova is 

knq~n to be a comparatively robust test, it was considered un-·• . . 

·-

wise to disregard the violation of two of its assumptions. 

It was ascertained that the most .appropriate statistical procedure 

to assess the inter-relat;onships between the variables would 
... 

be to fit log-linear models to the multi-dimensional contingency 
___ .... -""" 

tables of frequencies (Bishop, Fienberg and Holland, 1975). 

Scores were. classified as follows:·- the 19 possible scores on 

the q~estionnaire, ranging from 1,0_ to 4,0, were assigned to 

four ca_tegories, namely : 

'· 



Code 1 scores of 1,00; 1 1 1 7 i 1,33 and 1 15 0 • 

Code 2 scores of 1,67; 1,83; 2,00; 2,17; 2~33 and 2,50. 

Code 3 scores of 2,67; 2,83; 3,00; 3,17; 3,33 and 3,50. 

Code 4 scores of 3,67; 3,83 and 4,00. 

Fewer: scores _were includ~d in Codes 1 and 4 because it was 

considered desirable to isolate the extreme scores where diff-

erences might be most clearly observable. When the frequencies 

were calculated it became ·apparent that it was necessary to 

collapse· Codes 1 and 2 into one category (low scores) while 
: \ ; ._) . 

leaving Code 3 as middle range scores and Code 4. as high scores . 
. ~ '::. :... :; -~ - .. -~ ··:: ~: .. . . -~ . "' -.~· J 

.. --: ... , . ..... . .... ~ .-:~ :." ~~- -~ _.,.. ...... t . · : : .,.. __ '!. --: -·~r .~ ··, ·.-. : .. 
Even so, Category 3 accounted for approximately 50% of the 

.scores for each subscale. Possible reasons for this. are dis-
~- . 

!' 

Contingency tables were set up and log linear 

' ·- - modei-s fitted ·t'o ·each using- the· Bl-IDP P4f computer program •. 
i. 

Tests--6£--Iri~·rg~riaL (Brown, i 976) and partial (Birch, 1972) 

association were conducted to assess the importance of each 
. ; 

interaction in the multi-dimensional contingency table. On 

the basis of these, certain log-linear models were fitted to 

the data and their goodness of fit assessed by means of the 

likeli~ood ratio. Chi-square statistic (Kotze, 1982). 

3.4.2 Behavioural measure: 'Activity Book' 
.( 

' 

The subjects~in this part of the study were the 25 pupils 

of the most extremely control-oriented teacher and the 21 
...-

pupils of the most extremely autonomy-oriented teacher at 
. . 

Standard 1 level. Since these pupils spen.d nearly th~ wh<;>,fe ·~. 
. ~- . 

.. -- ,. ·. 
j 

·,. 
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school week with .the same teachers it was reasoned that any 

effect o£ teacher orientation would be most in evidence at this 

level. In addition, schoolwork in Standard 1 does not range 

over such a wide variety of separate subjects· as it does at 

higher levels of primary ~chool. These considerations also 

facilitated the practical application of the measure at this 
-

level, as did the relative naivity of the pupils. 

A third visit was paid to the schools of the two teachers 

concerned and permission was obtained to 'check' the results 

of the questionnaire with another measure. The teacher was 
:· .... 

in each ca~e asked to ·c-o-operate in pl~nning the. • Activity 

Book' so that the schoolwork would be appropriately challenging 
. . . _,....._~ . 

'for her pupils~ 

The measure was used as follows. Once the teacher had left 

-~~e room the investigator explained to the pupils that she had 

accidental~y left the new questionnaires at home, but that they 
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were being brought to the school. As if on impulse, she offered 

the pupils the 'Activity Book' to occupy them until the question-

-,naires arrived. The contents of the booklet were demonstrated 

and it was mentioned casually that the schoolwork of course 

would·not be marked. The booklets were handed out and the in-

vestigator again indicated that the children should 'just 

choose something to_keep themselves busy'. ·She then moved 

restlessly around-the room, consulting her watch frequently. 

After 15 minutes it was announced that, since the questionnaires 
.. :t ·-

had not arrived, the project would have to be abandoned, as 

there would not be time to complete them. The pupils asked 

(as expected) if they could keep the booklets. They were 
- .I • )"~ 
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told that the investigator needed .them as the unused pages 

would probably be required for other children. It was added 

that they should mark their names on the booklets in case it 

was found possible after all to return them. 

The one class of 8-year olds was debriefed as soon as the book-

lets had been collected. Since this resulted in a certain 

amount of confusion and some anxiety the debriefing procedure 

was not carried out with the other class. 
""'"' ... ~ i. . 

... .. 

The booklets.were scored, and means and standard deviations 

.calculated for each class.:::-=--::: The- correlations betwe_en · the · 

pupils' scores on . the ! Activity Book' and their scores·· on each 

of. the three supscales of. the· 'Classroom Questionnaire·• · 
-~ 

i . 
were-.also calculated.· · · · 

: . 
3.4.3 Parent interviews 

'· 
. .-.··· 

The two·teachers whose classes had been given the 'Activity 

Book' were asked to provide the names of parents who would be 

likely to agFee to being interviewed. These parents were to 
·'ri 
be, if possible, those of children in the middle range of 

abilities. It was reasoned that these pupils ought to be the 

most intrinsically motivated in any class since motivation 

would not· be reduced by/negative feedback (wo.rk too difficult) 

. or lack of challeng~· (work too easy) • Each teacher supplied 
/ 

six names, and 11 parents agreed to the interview. Fathers 

were usually at work so that the parent involved was generally the 

mother. This was not considered a great disadvantage, as the 

· -mothers were judged to spend more time with their. 8-year olds 
.. ~ .. · ... ,._ . 

. and to be more aware of their c;:_eneral attitudes • 
....... __ :· '. · ... ·. . . . ... ·• .~,!: .. ~· 
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Parents were spoken to in their homes. Their children knew 

about the visit but were. not present at the interview. It 

was explained that research was being conducted into motivation 

in school and that the pupils had already completed a question-

naire. Parents were asked to complete the same questionnaire, 

answering as they believed to be true about their children. 

This introductory phase was followed by informal discussion 

in which the parent was invited to say how she thought her 

child felt about school and ·schoolwork. The following questions 

were also introduced into the conversation. What does your 

child like to 'do ·_in· his: spare 'time?:: Does he ~enjoy rea.ding, 

and'if so, what kind of book? Has he ever asked at horne for 

additional inforrna~iori"about something presented at school? 
i 

The· entire interview;lasted between 20 and· 30 minutes. 
··-. 

\The score·s on the • Classroom Questionnaire' given to children 
~ ~~· . 

by .. their ·parents were calculated for each subscale, and 
• I . 

... ..... -

.correlated with the children's own scores. 

4~ Conclusion 
. :,.t\ 
. ~-

It was hoped that the three different approaches to the assess-

rnent of pupils' intrinsic motivation would complement each 

other and provide insight into the ·operation o'j: some of the 

factors which influence it. The actual results obtained are 

presented in Chap~er·v, and discussion of both method and 

results is to be found in Chapter. VI. 
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CHAPTER . V 

RESULTS AND ANALYSIS 

l. -- Introduction 

The results of the pilot s_tudy are given first,. followed by 

the results of the teacher orient·ation measure. The mai:1 stud~· 

findin~s ~re the~ pr~sented separ~tely foi each of the thiee 

subscales of the 'Classroom Questionnaire', after which the 
. ·- .'. ;,..; _.; .·• ~· :·:-

....... .. "./ .. ~ . 

results of the behavioural measure (the 'Activity Book') and 
........... -..,.,., .. ,.,. . 

I 

.the parent interviews are given. 

\ - 2. _ Pilot . Study 
I . 
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The pilot-study was conducted in order to establish the validity 

of the 'Classroom Questionnaire' in a South African setting and 

t~ gain experience in administering the measure. 
~ ·:;.. 

The results 

obtained-· in the pilot study administ-ration of the 'Classroom 

Questionnaire• are presented in Table 2. Table 3 gives, for 

comparison, the results obtained by Harter (1980a) using the 
,.. 

same measure on equivalent aged subjects~ 

.· . ·.·· · . 
. . ··• . ...... :; ... :. ·.• .. . .: ·~. . . ....... · .. 

. -- .... - .. 

. . . 
. ~ . ';r • • JO .. .. .. • -·. ~ ... - -· • 



Table 2 

Means and standard deviations of pupil scores on each subscale 

of the 'Classroom Questionnaire', arranged by school class 

School Subscale A Subscale B Subscale c class 
'• 

' 

nean s.d. nean S.d. nean S.d. 

std.1 3,56 ,53 3,02 ,70 3,44 ,52 

std.2 2,81 ,64 2,89 ,54 2,93 ,60 

std.J 2,97 ;so 2,95 ,58 2,87 ,81 

std.4 2,76 ,68 2,80 ,55 2,97 ,59 

std.S 3.02 ,59 3,18 ,65 3,06 ,55 
~- w • ' ~ ,..~ .. ,.,.· ·: .: . .. ..: · .. ':":. ; .. l. .- . ·:" ~ '";~::. -~ .. -...... ' .... -. 

* std.5 3,06 ,57 3,17 .,64 2,87 ;62 .. ·- .. 

/ . - . 

* Thi"~'- c.1ass was at- a private school. - All others. were 
~. ) 

at the same state school. 

\ - ·---

. ·.:,, 

"' 

Table 3 
-- r· ·- ... - ----- . 

i 
Means/and standard deviations obtained by Harter (1980a) using 

the 'Classroom Questionnaire' on 3rd to 7th gr~de subjects 

Grade SUbscale A Subscale B Subscale C 
,v 

nean s.d. nean s.d • mean s.d. 

3rd 3,17 ,63 3,01 ,77 2,96 ,62 

4th 2,96 ,66 2,74 ,77 2,90 ,65 

5th .2,87 , 71 2,56 ,83 2,75 ,65 

'6th 2,8~/ ,65 2,37 ,79 2,80 ,63 
,. 

7th 2'54 
·' , ,63 2,18 ,64 2,63 ,60 

~-.......... -

The means and standard deviations of the Cape Town sample were 

on the whole f~irly .. close to those obtained by Harter ( 1980a) • 

Where mean differences of any magnitude occurred, the Cape Town 

scores were usually higher. There was a similar. tendency for 

! 



scores to become lower from Standard 1 to Standard 4. This 

was not, however, observable at Standard 5 level, where Cape 

Town scores on all three subscales reversed the trend and were 

noticeably higher than those obtained by Harter. The one 

92 

exception was the subscale c mean for Standard 5 pupils at the 

private school, which was lower than the Standard 4 mean, although 

higher than that obtained by Harter. 

Table 4 gives the means and.standard deviations of pupils scores 

assessed by .their own class teachers on a 1-4 intr'insic moti-

.vation scale.' The corre'iation coefficients of these teacher 
'.._; .. 

assessm~nt scores and pupil scores on each of the--three sub­

sc::::ales of the -:'Class-room Questionnaire' a:t;e to be found in 
...J'~.. ' ... . 

· Table 5 . .,. . r .. 
. ........ 

I . 

I. ···-- . ____ _...~·· 

·-
' Table -4 ... "' . 

. _ ..... -····-" --···--, 
L 

. . 

assessed by class teach~rs; arr~n~~d by s6h661 class 

School class 

,· 

std.'1 

std.2 

std.3 . / 

std./4 
/ 

__ .std. 5 

/ · * std. 5 

* (p~ivate school) 

; .. ~.~e v ":"·.t r..j~/;~-t~i-~t ;~ 
/ 
I" 

. -
~ ..... ·.·~-:.:· ·- ... , 

Teacher.assessment 

Mean 

2,35 

2,5 7 

2,27 

2150 • 

2,59 

2,25 

"'· .. 

s.d. 

,93 

1. 108 

1,08 

1 107 

,91 

1 1 16 

' ·- ~... :., ' 

1.", 

.... ~ ' 



Table 5 

Correlation coefficients of pupil scores as assessed by 

teachers and scores on each subscale of the 'Classroom 

Questionnaire' 

·~. School class Subscale A SUbscale B SUbscal.e c 

std.1 ,37 113 ,46 *·· 
std.2 118 ,37 ,04 
std.3 ,43 * 115 ,01 
std.4 ,23 

'---. .. ,07. 1 f4 
std.5 ,34 ;34 .. ,24 
std.5·- ,47.* ,43 * ,60 ** ·I ~--

** p ( ,01·· ./' 

·._::.: * ·p < . 05 . ' ' 
__.. ....... , , ' .... 

. 1 ,, ..... ) ' .. ! 
Teacher assessments' on the global measure were consistently 

I . 

\ ·-lowe:r; ~han pupils' assessments. of themselves and teacher ratings 
.r .... 

sl;low~d gr~ater variance. No developmental trend was ~pparent. 
I. . . . ·,. . ' 

The teacher· assessments did show moderate positive correlations 

with the scores for at least one subscale of the 'Classroom 

Questionnaire' for each class and these correlations either 
-~ 

reAched, or just failed.t~ reach, significance. 

Adequate-measures of intrinsic motivation are difficult to de-

vise. The questionnaire as a measuring instrument has well-
~ 

known problems associatedwith it. It was, nevertheless, 
/ 

decided, in view_of--the pilot study findings, that the 'Classroom 

Questionnaire' was a reasonably appropriate measure of intrinsic 

motivation in school for use with--Cape Town pupils .. One im-

portant reason for this decision was that the alternative would 

have been the development of a comple.tely new· measure. It was, 
/ •, 

\ 

-•. 
,,, __ ._ . \ . ~ . 

.... ...... - . ' ... -~·,. ,: -
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however, considered advisable to include in the final study two 

other tentative attempts to assess intrinsic motivation. 

3. Teacher Orientation Measure 

The purpose of the teacher orientation measure was to assess 

teachers:.• orientation toward control (indicating a tendency to 

·administer classroom rewards controllingly} or autonomy 

(indicating_a_ tendency to administer classroom rewards inform­

ationally) so that. the pupils in the main studycould be selected 

94 

as having teachers who were strongly oriented in one or other 

direction. ~>'·-,:A total of 71 'teachers· from eight schools com- · . ·._ ,-:.:.! .. 
. I 

pleted the. • P·:f:oblems in Schools' '-questionnaire. The .maximum ·: 

'·· n~er ·of teachers from any one school was 1 3, and the minimum 

number was · four.·· -r There were at least 10-teachers from each 
l 

school·~lass from Standard 1 to Standard 5. The scores were··:-~.::=--

normally distributed ·With a mean of 5,26 and a standard deviation 

of 3,16. 

A cut-off point of half a standard deviation above or below 

the mean was selected. Teachers with positive z-scores of 

,50 and greater were classified as autonomy-oriented and teachers 

with negative z-scot'es of -,50 and greater were classified as 

control-oriented. The number of teachers of each school class 

for each 'of these cate·gories is shown in Table 6 . 

. l. 

- :::·:. , .. 



Table 6 

Number of teachers of each school class with positive or 

negative z-scores greater than ,50 

School class 

std.1 

std.2 

std.3 

std.4 

std.5 

Positive z-scores 

2 

5 

4 

5 

5 

total 21 

. '"'. 

Negative z-scores 

3 

3 

6 

6 

5 

23 

,-. 

95 

Although all teachers were requested to complete the questionnaire 

so that a sufficient response would be ensured, the preferred 
1 

design only iiJ.Volved pupils in Standards t, 3 and 5 (see 

, Chapter IV, p • 82·) . The teacher orientation measure results 

facilitated this'design except in the case of Standard 1 teachers 
·.- r ) . 

'with positive z-scores. ·.For this category it was necessary to 

include the classes of two teachers whose z-scores were below 
' ' ' 

the desired cut-off point in order to complete the cell and 

. maintain a reasonable balance between boys and girls (see 

ChapteriV, p.83-84). The z-scores of the teachers whose classes 

were selected-to take part in the pupil study are given in 

Table 7. 

/ 

• .. 1. 
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.Table 7 

z-scores of teachers of Standards 1, 3 and 5 whose classes 

took part in the pupil study 

School class Positive z-scores Negative z-scores 

std.1 

std.3 

std.5 

2,13 
0,47 
0,31 

1,85 
1,07 
0,66 

1,46 
1",30 
1,26 

Mean 1,17. 

4. Main Study: Pupil Motivation Measures 

: :.-

·; 4.1- 'Classroom Questionnaire' 

-1,11 
-0,88 
-0,84 

-1,78 
. -1,23 
-1,23 

-1,83 
-1,59 
-1,30 
-1,31 

The results of the three motivation subscales which make up 

the questionnaire. will be presented separately since these 

subscales are not designe~ to be combined into a single measure 

(Harter, 1981b). As indicat.ed in Chapter IV (p. 74), Subscale A 
\ ~ 

assesses preference for challenge, Subscale B assesses curiosity 

and intere~t, and Subscale C assesse~ preference for independent 

mastery, as opposed to their respective opposites. To avoid 

confusion with the letters used to identify the variables in 

the statistical analysis, Subscale A will be r~ferred to as 

the 'Challenge' subscale, Subscale B as the 'Curiosity' subscale, 

and ·subscale C as the 'Independence' subscale. 
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For each subscale, the mean scores for each cell of the design 

will be presented first in order to indicate the general nature 

of the results. This will be followed, firstly, by the multi-

dimensional contingency table of frequencies; secondly, by 

the results of tests for marginal and partial association 

which were conducted to assess the importanceofeach inter-

action in the table; and thirdly, by the model which was 

fitted to the data. Finally, the interactions identified as 

significant by the model will be interpreted in terms of the 

research hypotheses. 

4 .1.1 'Challenge' subscale 
__~ .. .._,_ I 

··. ' 

Table 8 

-. 
I Challenge ' suhscale r. of pupils,. mean scores 

School Class 

std~1 std.3 std.5 

m f m f m f 

''' Control-oriented 
teachers 3,17 3,16 2,95 2,90 2,89 2,79 

Autonomy-oriented 
teachers 3,45 3,31 2,84. 3,35 2,48 2,95 

·II:',' '\ 
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Table 9 

Challenge subscale: 4-way contingency table of frequencies 

-~ ... . ... ; 

Teacher 
Orien­
tation 

School Class 
* Score 

category 

1 -

2 low 
scores 

-

. 
- ', 

3 -'"': .. .,_ 

' i 
middle 
range 
scores· 

-
-, 4 

,. high -
scores 

J 

c 

A_ 

c 

A 
-· 

c 

A -

c 

A 

Total 

Gender std.1 

M 0 
F 0 

M 0 
F 1 

-
M 10 
F 8 

M .. 2 
p· 5 

M 21 
F 17 

' 
M- 15 
F 20 

- M 10 ' 
F 11 

M 12 
F 17 

. 149 

* Score categories : l scores of 1 1 0 to 1 1 5 
2 scores of 1167 to 21 5 
3 scores of 2167 to 315 
4 scores of 3167 to 4 1 0 

std.3 

1 
2 

3 
0 

14 
14 

9 
5 

14 
26 

18 
15 

10 
6 

6 
18 

161 

std.5 

3 
2 

3 
5 

10 
10 

16 
6 

20 
18 

16 
12 

9 
5 

2 
12 

149 459 

(for explanation of categories I see Chapter IV I 
p. 86) • 

. - ' . 
·:·;.· .. ·•· ···~~ •··.· · ..• ;., . .r.;n...-.• ·:· •... · ... -.·~- _..,..~-..-.:.,.:~~~--~ ·....,:~ 

·<-. ·, ... _ ......_ · .... ., . . . .... . ~ '. '--· ... . .. ., . ,-··'n!.·r 
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Table 10 

'Challenge' subscale: tests for partial and marginal association 

Partial association Marginal association 

Effect DF Clli -square Prob. Oli-square Prob. 

* D 2 0,62 0,7327 

** X 1 0,26 0,6075 

*** T 1 1,15 0,2829 

**** c 2 32,96 0,0000 

DX 2 1,04 0,5939 1,58 0,4548 

DT 2 0,38 . P,82~5 0,23 0,8902 

DC 4 171 1'8 0,0018 17,63 0,0015 

XT '1 0,40 "·-~ . 0,5278 . -- 0,67 . 0,4121 

XC 2 3,66 0,1606 4,53 0,1038 

'n: .2- 5,53. :. 0,0630 5,72 0,0572 

DXT 
._...._ ___ 2; 

2,12 0,3462 2~20 0,3326 
4; \ 

DXC 2,57 0,6324 1;88 0,7569. 

D'n: 4 7,00 o, 1362 6,54 0,1624 

\ -. .. · X'n: 2 8,80 0,0123 9,62 0,0081 

DX'n: 4 10,80 0,0289 
; . 

* D . school class . 
** X gender 

*** T teacher orientation 

**** c : score 
.. 

On the. basis of the above results (Table 1 0) several models 

were fitted to the data and their goodness-of-fit assessed by 
. 

means of the likelihood ratio chi-square statistic. For the 

above table, the model XTC,DC yielded a good fit ()( 2 = 22,65; 

d.f. = 18; p = 0,2042). The non-significant p-Value 

indicates that the model provides a good fit to the data. 

. . . .. :.~-·· ;_,·. ;.. . r 
-.. -;, ... ~~- .. _;; ... :.~'·'·~;·.~ .. , ;. _,..,. .. _. ·.-

-.,.. ~· .. 
..._~ -- ...... ~--~---· -- -~-· ~:-·.···-- ... ~.~-'~ ~-=-·~-·--~- --~-:." 



Interpretation of the model 

The model which most closely fitted the data was found to be 

XTC,DC. This indicates that there is a significant 3-way 

interaction between gender, teacher orientation and scores, 

and a significant 2-way interaction between school class 

(standard) and scores. 

Table 11 

'Challenge' subscale : frequencies according to gender, teacher 

orientation and score category (XTC interaction) 

Score 
category 

Codes· 
1 & 2 ,· 

! 

Code3 

Code 4 

Teacher 
orientation 

c 
A 

Total 

c 
A 

Total 

c 
A 

Total 

Gender 
M, F Total 

38 36: 74 
33 2i 55 

71. 58 129 

55 61 116 
49 47 96. 

104 108 212 

29 22 51 
20 47 67 
49 69 118 

Examination of Table 11 reveals that there was an overall 

tendency for girls to be more highly represented than boys among 

high scorers (59%), and less highly represented than boys among 

low scorers (45%). Affiong pupils whose scores were in the middle 

category the sexes were more or less equally represented. 

The difference between boys and girls was, however, much more 

noticeable in the pupils of autonomy-oriented teachers. · Of 

-_these,_ boys accounted for 60% of the low scores and 30% of the 

_·r ,._-:. .. 
:_•,,,~· • •" ~·:.::;.,,;:; ·~ 0 • A 
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high scores, while girls made up 40% of the low scores and 70% 

of the high scores. Among pupils of control-oriented teachers, 

all scores were more or less equally distributed between boys 

and girls. 

In the middle range score .category boys were more or less 

equally divided between the two teacher orientations. Among 

high and low scoring boys there was a slight tendency for 

pupils of control-oriented teachers to predominate. Among. 

girls there were clear differences. Only 38% of the low scoring 

girls were pupils of autonomy-oriented teachers, while 68% of 

the high-scoring girls were pupils of autonomy oriented teachers. 

Table 12 

'Challenge' subscale': frequencies according to school class 

(standard) and score category (DC interaction) 

·''-'. 

Standard 
Score 
category 1 3 5 Total 

Codes 1 and 2 26 48 55 129 

Code3 73 73 66 212 
.. 

... Code 4 so 40 28 118 

'Ibtal 149 161 149 459 

It, can be. observed from Table 12 that there was a· tendency for 

low scores to become more frequent and for high scores to become 

less frequent over the developmental period. Of all Standard 1 

pupils, 17% had low scores and 34% had high scores; of all 

Standard 3 pupils, 30% had low scores and 25% had high scores; 

of all Standard 5 pupils, 37% had low scores and 19% had high 

scores. 
I·· r:· , .. 
"'· '· .. ~--.... ·-·~ ... ...,. .. ,-
-,~~ . -·.--- ~-.-= . _ ............. ~ ... ~ .. -. ' ................. -.... ~ ~· ., 

-:.·:--.-. --. ·-:-, ... 
. ... ;-· .. 
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4.1. 2 'Curiosity' subscale 

· Table 13 

'Curiosity' subscale: mean scores of pupils 

std.1 

m f 

Control-oriented ~2;81 · 3,00 
teachers 

Autonomy-oriented 3101 · 3 1 1 0 
teachers 

School c'lass 

std.3 

m f 

. 3102 3105 

3101 . 3128 

Table 14 

std.5 

m f 

2,92 3101 

2, 78 . 3108 

'Curiosity' subscale: 4-way contingency table of frequencies 

_ * Score . 
i category 

1 -

2 low 
scores 

; 

..: 

--3 

lm&lle ranqe 
scores 

.4 

high 
scores 

-

.Teacher 
Orien­
tation 

c 

A 

c 

A 

/ 

c 

A 

c 

A 

Gender 

M 
F 

M 
F 

M 
F 

M 
F 

M 
F 

M 
F 

r-1 
F 

M 
F 

School class 

std.1 std.3 

2 0 
0 0 

0 0 
0 0 

15 13 
12 8 

7 
'· 9 

10 5 

18 17 
18 29 

18 22 
25 19 

-
6 9 
6 11 

4 5 
8 14 

*. See p. 9~ - for_scoi~s- within _eaqh category. 

std.5 

1 
0 

1 
0 

12 
6 

13 
T 

20 
26 

18 .. 
17 

-
9 -· 

3 

5 
11 

102 
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Tabl~ 15 

'Curiosity• subscale: tests for partial and marginal assoc-

iation 

Partial association Marginal association 

Effect DF Ori-square Prob. Chi-square Prob. 

* D 2 0,62 0,7326 

** X 1 0,26 0,6077 

*** T 1 1,15 0,2829 

**** c 2 85,25 0,0000 

DX 2 1,58 0,4528 1,58 0,4548 

DT 2 0,39 0,8224 0,23 0,8901 

DC 4 5,30 0,2579 5,18 0,2695• 
. XT 1 0,44 0,5081 0,67 0,4121 

XC - 2 8,94 0,0114 9,21 0,0100 

TC 2 1,55 0,4610 1,67 0,4338 

DXT 2 ' . 2, 72 0,2564 2,20 0,3326 

DXC 4 2,75 0,6003 2,07 0,7237 

1m: 4 5,04 0,2835 4,48 0,3446 

XTC 2 7,51 0,0235 6,45 0,0397 
\ -. 

DXTC 4 2;03 0,7311 
·- .. 

' ' 
* o-: school class 

X : gender 

T teacher orientation 

c score 
.. 

On the basis 6f the above results (Table 15) several models 

were fitted to the data and their goodness-of-fit assessed by 

means of the likelihood ratio chi-square statistic. For 

the above table, the ~6del XTC,D yielded a good fit (JC 2 = 19,25; 
--· 

d.f. = 22; p :;: 0,6297). The non-significant p-value indicates 

that the model provides a good fit to the data . 

. :~ . 
~-.~~~- •\ . ! 

. ·,, v'' 
-, ... , · . 

:,.,-:t; -'~-..... ..,_ · •. "!'"};.~.:.~, .~. --;:1. !,. · .. -·<"' .... ; :t. ..._ : ... -~-~ ,.. 
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Interpretation of the model 

The·model XTC,D indicates that there is a significant 3-way 

interaction between gender, teacher orientation. and scores, 

and that school class does not interact significantly with 

any other variable. 

T~ble 16 

'Curiosity' subscale: frequencies according to gender, 

teacher orientation and score category (XTC interaction) 

Score Teacher Gender 
category orientation m .. f total 

Codes c 43 26 69 
1 and 2 A . 30 22 . 52 

... r··~ ... J, 

.Total 73 48 1:21 
','· .. 

·;--

Ccxie3 ·c 55 73 128 
A 58 61 119 

~ 

Total 113 134 247 
··t· 

Code4 c 24 20 44 
A 14 33 47 

Total 38 53 91 

. -~ 

Table 16 shows that, as with the 'Challenge• subscale, there 

was a te'ndency for girls to predominate among the hl.gh scorers 

(58%) and for boys to predominate among the low scorers (60%). 

This difference was particularly noticeable among high scoring 

pupils of autonomy~oriented teachers, of whom 70% were girls. 

Boys were more or less evenly divided between the two teacher 

orientations in the middle range score category. Boys with 

\ 
.,., '""':·.(, . ·- .-.,-~-..... ·. ' . . -:: ;,,._ -- ·-··· . ' ., ' ~ ',_ . -· . . .. , . ~,; '· . 
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control-oriented teachers, however, made up 59% of the boys with 

low scores, and 63% of the boys with high scores. Among girls, 

those with low scores tended to be pupils of control-oriented 

teachers, and 62% of the high scoring girls were pupils of 

autonomy-oriented teachers. 

4. 1 • 3 'Independence' subscale 

Table 17 

'Independence' sub scale_:_ mean scores of pupils 

School class 

std.1 std.3 std.5 

m f m f m f 
. ..; ....... 

'• 

Control -i. 

oriented 2,97 2,89 2,89 2,93 2,93 2,86 
teachers 

\ --- ---· Autoncmy 
oriented 3,05 3,08 3,32 3,24 2,78 3,05 
teachers 

•·. , I 

· .... L/, ;:..,.:_ . . 
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Table 18 

•Independence' subscale: 4-way contingency table of frequencies 

* Score 
category 

1 

2 low 
soores 

-

3 l · middle 
range 
scorel?, ·., 

4 • 

high 
scores -· 

. -· 

-· 

' ,, 

':" 

Teacher 
orien-
tation Gender 

c M 
F 

A M 
p· 

c M 
F 

A M 
F 

c M 
F 

A M 
F 

c M 
F 

.A . . M 
F 

School class 

std.1 std.3 

1 3 
0 2 

0 0 
2 0 

11 12 
13 14 

7 2 
8 8 

23 18 
17 22 

19 20 
22 15 

' 
' 

6 6 
6 10 

3 14 -
11 15 

* See p. 98 for scores within each category 

.I 

-· ....... . -_ ··' 

I 
I.<~. 

•. 

std.5 

1 
2 

1 
0 

11 
8 

14. 
9 

23 
19 

19 
- 19 

.. 7 
6 

... 3 
7 

·•. . _) ~ ~·.. .., -. . ' . 
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':!'able 19 

'Independence' subscale: tests for partial and marginal 

association 

Partial association Marginal association 

Effect DF Chl-square Prob. Chi-square Prob· 

.,_ * D 2 0,62 0,7327 

** X 1 0,26 0,6076 

*** T 1 1115 0,2829 

**** c ,2 68,~6 0,0000 

DX 2 1,32 .. 0,5164 1,58 . 0,4548 

DT 2 0,61 0,7355 0,23 0,8902 

oc 4 8,68 0,0695 8,62 0,0714 

XT '-1· ' 0,56'- , 0,4560" 0,67 0,4121 
. " -.~ .. ~ ., 

XC 2 2,38 0,3042 2,81 0,2449 

TC 2 6,55 0,0378 . 6,35 0,0418 

DXT 2 2,21 0,3319 2,2Q 0,3326 
·: 

· DXC 4 I 
I 2,38r. 0,6665 2,39 0,6645 

DTC 4 10,18 0,0375 9,72 0,0453 

·X'R: 2 ·_o,66 o, 7202 .. 0,35 0,8406 

.DXTC 4 6,06 0,1948 
. ~ 

* D school class 

**X qender 

*** T : teacher orientation 

**** c . score -·. . 
·:· .. 

On the basis of the above results (Table 19) several models 

were fi'tted to data and their goodness-of-fit assessed by means 

of the likelihood ratio chi-square statistic. For the above 

table, the model DTC,X'-yielded a good fit (X 2 = 16,14; 

d.f. = 17; p .= 0,5137). The non-significant p-value indicates 

that the model provides a good fit to the data. 

\ :::-_~i.· ... ·· -- ..... -:. ...... 
.. , . ;. ~-:.,.-~·:_·;-=·:·~~~- · .... · .,.,:. --~-~-~ .. ,..:., .... ,_:·· -..... . ... - ...... • ····--·· .. 

107 



' . 

\ :. 

Interpretation of the model 

The model DTC,X indicates. that there is a significant 3-way 

interaction between school class (Standard), teacher orien~ 

tation and scores, and that gender is an independent variable. 

Table 20 

'Independence' subscale: frequencies according to·school 

class (Standard);·teacher orientation and score category 

(DTC interaction) 

School class 
Score Teacher 

··~category .~. orientation ... 'S:td.1 . std.3 Std.5 -- total 

Codes 
1 and 2,, c· 25 31 22 78 

A 17 10 24 51 

Total 42: 41 46 129 

Code3 c 40 40 42 122 
- A 41 35 38 - 114 ' 

Total 81 75 80 236 

Code4 c 12 16 13 41 
A 14 29 10 53 

Total 26 45 23 94 

Table 20 shows that, at Std.1 level, 60% of the low-scoring 

pupils had control-oriented teachers. Among middle range 

and high scoring pupils, the scores were more or less equally 
,· '· 

distributed between.the .two teacher orientations. At Std.3 

level, however, -·7i:i% of the low scoring pupils had control-

oriented te·achers and only 36% of the high scoring pupils had 

control-oriented teachers. For Std.3 pupils with middle 
. . . 

range scores,' and for all Std.5. pupiis the proportion of pupils 

in .each category did not differ.greatly between the two 
... :. ~· 

·· .. -

' ~ I. . . 
-..:'c··,-'., .... · ... _; _ _.,. 

· .. .......... . . 
• ........... c -··. 

- . 
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teacher orientations. 

Of all Standard 1 pupils, 28% had low scores and 17% had high 

scores. Of Standard 3 pupils, 26% had low scores and 28% had 

high scores. Among Standard 5 pupils, 31% had low scores 

and 15% had high scores. Thus there was a tendency for 

Standard 5 pupils to have more low scores and fewer high 

scores than Standard 3 pupils but the expected developmental 

pattern was not confirmed by the scores of Standard 1 pupils. 

Among them, low scores were about as frequent as among 

Standard 3 pupils, and the proportion of Standard 3 pupils 

with high scores was considerably greater than the proportion 

of Standard -1 pupils with high scores. 

The developmental tendency for low scores to become more 

frequent and high scores to become less frequent between 

Standard 3 and Stan.dard . 5 was· very much more noticeable among 
I. 

pupils.of autonomy-oriented teachers. Among such pupils, 

Standard 3 pupils accounted for 20% and Standard 5 pupils for 

47% of all low scores, while Standard 3 pupils were responsible 

fof 55% and Standard 5 pupils for 19% of all high scores. 

4.2 Activity Book 

The results of this attempt at a behavioural measure of the 

intrinsic motivation of the 46 Standard 1 pupils of the two most 

extreme scoring teachers are presented in Table ·21. 

Table 22 shows the correlations between 'Activity Book' scores 

and scores on each of the 'Classroom Questionnaire' subscales. 

··' ,. 
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Table 21 

'Activity Book': means and standard deviations of pupil 

scores 

Teacher 
orientation Nean S.D. 

Control 1_4,88 14,54 

Autonomy 24,33 22,09 

t = -1,74; p ·< ,OS 

The mean score of pupils of the autonomy-oriented teacher 

was sign~f:l-cantly greater than that.of the pupils of the 

.control-oriented ~eacher. 

' . I . / Table 22 · . 

Correlation coefficients of 'Activity Book' scores and 

··'motivation subscale scores 

Subscale A 
'Challenge' 

,09 

Subscale B 
'Curiosity' 

113 

Subscale C 
'Independence' 

,14 

Low positive correlations·in the region of ,10 were found 

between scores on the 'Activity Book' and scores on the three 

110 

' motivat.ion subscales m4?asured by the 'Classroom Questionnaire' • 

. 4.3 Parent Interviews 

The parents of 11 Standard 1 pupils, six of whom had an 

autonomy-:oriented teacher and five of whom had:.a control-

~-~-·:·~·~·-~ .. ~-. ~ · .. 
:~·~~---:< .... \> -.#. 
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oriented tea.cher, completed the 1 Classroom Questionnaire • on 

behalf of their children. The mean scores allocated by 

the parents for each subscale, together with the means of 

the children's own scores, are presented in table 23. 

The correlations betwee~ parent and pupil assessments for 

each subscale are·given in Table 24. These tables are 

-followed by a summary of the descriptions of their children 

given by the parents in the interview. 

Table 23 

' . Mean scores on each motivational subscale: parents' and 

pupils' ·own assessments· compared 

·Subscale A SUbscale B \ .SUbscale C ; . ' .. 
. I 

I Challenge I 'Curiosity' 'Independence' 

Pupils' ~,44 3,20 3,14 

Parents ·. 2,89. 2,77 2,35 

Parents' estimation of their children's intrinsic motivation 

was systematically lower than that of the children themselves, 

1 with the greatest difference being in the case of preference 

for independent mastery. 

Table 24 

Correlation coefficients of parents' assessments and 

children's own assessments for each motivation subscale 

Subscale A 
• Challenge' 

. ,01 

SUbscale B 
'Curiosity'_ 
- " 

,76 

SUbscitle C 
'Independence' 
" . 

. ,28 

1 1 1 

... 
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Parents• judgements were most in accordance with the 

children's perceptions of themselves in the case of the 

'Curiosity' subscale and least in accordance with the pupils' 

own assessments in the case of the 'Challenge' subscale. 

Parents' ratings related only moderately closely to children's 

reports of their preference for independent mastery. 

Children,ls free-choice .. activities were described. similarly by 

all parents. These included outdoor games, building and 

construction toys, particularly Lego, practical activities 

such __ as helping to fix cars or cooking, and reading fiction. 

In the case of ·the two girls, playing school was --~_l_s_o mentioned 

but further discussion revealed that the activity involved was 

primarily controlling others rather than p~rforming language 
i . 

or number associated tasks~ 
·-. 

No. parent reported her child as 

'eve~-- havinc;r asked for additional information about something 

.9riginally.presented at school and only one parent stated that 
i 

her child occasionally read non-fiction. No parent volunteered 

any information to the effect that her child played any sort 

of game with words or numbers from choice, although all children 

~were described as active, curious and busy. 

Parents' comments on children's attitude to school, however, 

had a different tone in the two groups. Half the parents of 

pupils of the autonQmy-oriented teacher spontaneously mentioned 

that their child ·''loved school", while this remark was never 

made by parents of pupiis of the control-oriented teacher. 

These lat.ter parents made comments such as "would not do school-

work from.choice", "does it because he has to", and "seems 

... 
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to be bored at school". Parents of pupils of the autonomy-

oriented teacher also tended to mention more often children's 

valuation of the extrinsic rewards school has to offer, 

making statements such as "likes to do well", "loves good 

marks" and "really likes to please". 

5. Conclusion 

This chapter has presented results which provide a reasonable 
-, 

amount of support for the _three research hypotheses. There 

are, however.:, important qualifications both with-regard to 
.. . - . , 

the results themse~ves __ and with regard to the methodology 

:employed._ 
~ .. .'. ;:.-: ... -.. 

These will be discussed in Chapter 6. 
!--:.· ,.:: .. .... 
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CHAPTER VI 

DISCUSSION 

1. Introduction 

The findings reported in Chapter V supported each of the 

research hypotheses, with certai~ qualifications. The results 

a~e discussed in terms of the three independent variables 

involved, _namely, gender, developmenta~_ level and teacher 

orientation, in t,hat order. This is followed by comment on 

the distribution of the 'Classroom Questionnaire' scores and 
_r.:: ... I 

a,general discuss:i_on of some of the limitations of the study. 

Some wider implicat,~ol'l:s concerning the notion of intrinsic 

· mot;ivation and its i.eJ.c:ltionship to education are then considered, 

after which an indication is given of possible dire.ctions for 

future research. 

2. The Effect of Gender 

Both the 'Challenge'_ and the 'Curiosity' subscale results indi-

cated a trend for girl,s· to report themselves. as more intrinsic 
·' 

114 

than boys and_a t~ndency for girls and boys to respond differently 

to teacher orientation. ·Girls' scores are affected by teacher 

orientation in the way predicte4 by cognitive evaluation theory. 

Amon9 low scoring boys, pupils of control-oriented teachers pre-

.dominate as the theory would predict. Boys who describe them-

\ . ..._. 
• • .... .. :- • •. ~ . - 't'- . ~. 
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selves as high in preference for challenge and curiosity are, 

however, also more frequently pupils of control-oriented teachers. 

The similarity in the results of these two subscales is under-

standable. Curious and interested behaviour is usually evidence 

of a general search for appropriate stimulation in terms of 

competence needs. Preference for challenge in a given situation 

reflects a specific instance of an attempt to meet competence 

needs. 

The fact that girls appear in general to be more intrinsic in 
I, 

their attitqde to school learning may be the result of different 

socialization experiences with regard to competence. In the 

white, middle class South African community to which ~hese 
..J'-...<~, l 

1 

children belong it is common for boys to be encouraged from an 
• .. - ~ . ~ ~· ;! / . ' • ' 

early age to behave. in competence-seeking ways. 
I . .· 

Curiosity, 

explora·t~on and • seE!_ing how things work • are behaviours considered 
I , , . 

"ino£e typicalJ,.y masculine than f~minine. · Boys are expected 
., -·· -~ ./" .. - . ! .. 

to experiment with a wide range of practical and outdoor . ..· - . -· ... ' ' 

activities and thus have many potential sources for meeting 

co~petence needs. Girls, while not debarred from such activities, 
·-

are subtly directed to value interpersonal skills more highly. 

By .the ·_time child~en come to school different areas of gender 

appropriate competence are well established. Boys are likely 

to be already able to ~atisfy their competence needs in many 

areas and to tend ta~erceive the classroom learning situation 

as not gender appropriate. This tendency may be-strengthened 

by the fact that the competence values of _the classroom are 

oft~n_ .conveyed to young. childr_en by ~emale teachers. Girls, 
\•' •' 

who have fewer competence opportunities, tend to perceive the 

. :1 - . -~ ... 
.•. ;,.,_ . '.~ • . ·-_!' - "' -.:_ ·o 
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classroom as a potential source of need satisfaction which 

is appropriate to their. gender identity. Another way of 

saying this is that girls are more ready and more likely to 

internalize the competence values of the school. 

Gender differences in response to teacher orientation require 
....... 
explanation. Girls seem more sensitive than boys to teacher 

orientation and this is understandable in terms of more direct 

responsiveness to interpersonal influences and a greater 

personal investment in the competence potential of the classroom. 

But the results also show a tende-ncy which is more difficult 

to' interpret. Both boys and girls who say that they prefer 

:~asy work are likely to be pupils of control-oriented teachers. 

An\Ong pupils who,say that they prefer difficult work and are 

highly curious in:the classroom boys,are not sfmply less, 

affected.than girls by teacher orientation but appear to be 

__ .. a~_fected iri t~e opposite. way. It seems extre~ely unlikely 

.. that boys __ .who are highly intrinsic toward classroom learning 

are that way because they have teachers who .administer rewards 

controllingly. If such were really the case, then low scoring 

boys would be more likely t? be pupils of autonomy-oriented 

teachers, and the findings of the study do not indicate this. 

Perhaps'a more probably explanation is that boys are less 

accurate than girls in their self-reports. }3oys who have a 
,-· 

control-oriented teacher may acknowledge their lack of intrinsi-

cality, but they m~y also react by conscious or unconscious mis-

representation of their own reasons and preferences. It may 

be important· for boys to perceive themselves as preferring 

difficult tasks and as curious and exploratory because these 

,: ' \ 
. , ;. . •,.l·~·.; -· ~-- :-:·. 

.. 
. I ., 
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are seen as more masculine attributes. 

Gender did not significantly affect the scores on the 'Indepen-

dence' subscale. This is precisely what might be expected in 
a 

terms of the conceptualiztion of intrinsic motivation proposed .... 

in this study. The competence aspect of intrinsic motivation 

is affected by different socialization experiences ~ut the more 

fundamental self-determination aspect is not. Girls, therefore, 

do rtot differ from boys in the amount of reported preference 

for _indep~_ndent mastery. Children of both sexes respond 

similarly to teacher orientation because of its very direct 
' 

relationship with opportunities for self-determination. 

The results'thus·suggest that, in the classroom, girls tend to 

be more intrins~c than boys in terms of compe~ence needs and 
j 

more sen-sitive thcin boys ·to differences in teacher orientation. 

It· is argued that, although the results· are confusing, boys 

are, in fact, similarly affected, but possibly to a lesser 

extent. ·· Irt terms of self-determination needs no gender diff-:"· 

erences are apparent either in degree of intrinsic motivation 

or in response to teacher orientation. 

The finding that girls· t'end to more intrinsically motivated 

than boys on two out of the three subscales does not aqree 

with the results reoorted bv Deci and Rvan (1980)~ Accordinq 

to them, intrinsic motivation of girls was found to be equal 

to that of boys for-three of the five subscales of the Harter 

measure and less than that of boys for the other two (sub-

scales not specified) . A possible reason for this is that North 

American society has broken away to an extent from traditional 

sex-role stereotypes which are still' current in South Africa. 

- ,_ ·- ...... _ .. ' : .. r,.... ~ •: ~: ... ·~•' ;.-.,,..·-·· ,,... ( ,,:,: • ! •.' ,:;• ,.. 
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Harter has not paid a great deal of attention to gender differ­

ences, but does report (Harter, 1980b) that, at elementary 

school level, the intrinsic motivationSof boys was found to be 

best predicted by their perceived competence, while that of 
.. 

girls was best predicted by their competence affect (feelings 

of pride or shame). This difference indicates that girls are 

perhaps more conscious of affect, but for children of both 

sexes perceptions of competence are necessary· for intrinsic 

mo.tivation. Girls can only experience positive competence 

affect if they receive positive competence feedback • 

...:..: .;.: 

3. · The Effect of Developmental· Level 

I 

The predicted d~crease. in intrinsic motivation scores as pupils 

grew older was generally observable and significant in the 
-

results of the 'Challenge' subscale,· althOU5Jh the mean for 

each schoo~class tended to be higher than that obtained by 

Harter (1980a). Results for the other two subscales were not 

so clearcut. 

For both the 'Curiosity' and 'Independence' subscales mean 

scores increased from Standard 1 to Standard 3 and then decreased 

to Standard 5. In both cases the mean scores obtained for 

Standard· .1 pupils were .Nery close to those fdund by Harter 
/ 

' 

while the means for. Standards 3 and 5 were noticeably higher. 

The statistical analysis of the 'Curiosity' subscale results 

showed no significant differenc~s and the analysis of the 

'Indeoendence' subscale results revealed a significant inter-

action between school class and teacher orientation. 

..-... 

. -; , .. 
., . .. ,_· . . ::." - '·:· . ~ .... 
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It is puzzling that the 'Curiosity' subscale did not 

reflect the same developmental trend as the 'Challenge' sub-

_scale. It may be that children remain equally curious and 

interested in school learning throughout primary school 

but it seems more likely·, both intuitively and in view of 

the results of _the 'ChaLlenge' subscale, that they become 

less so with age. One possible, but not entirely satis-

factory, explanation of the results obtained is that the 

•curiosity• subscale is' a less sensitive measure. It has 

already been mentioned that curiosity-behaviour is related 

broadly rather than specifically to competence needs. 

' . 
Moreover, the kirid of choice pupils have to make in res-

ponding to the 'Curiosity' subscale is different fiom th~ 
' 

choices involved in the other two subscales. The 'Challenge' 

· subscale requires a statement of preference in terms of 
.--~ 

__ . ~easy' . versus 'difficult • and the. 1 Independence 1 subscale 
.. _,_ t·· . . ..,... '. . . 

~equires a ·similar statement in te~ms of 'assistance' 

versus 'no assistance•. But the •curiosity' subscale-

requires a judgement about the reason .for behaviour in 

terms of 'because I want to know• versus 'because I want 

some extrinsic reward' (marks, teacher approval). The 
,. 

children in the study did find this a difficult decision 

and often appeared to be genuinely uncertain of their own 

reasons. It was noticeable, too, that many children 

-
who reported themselves as generally intrinsic on 

this subscale contradicted themselves on the two items 

\' . 
. / 

.I 
,, ~-· .·:··. . 
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which referred to getting good marks. Some indirect confirm-

ation of the possible lack of precision and clarity in the 

results of the 'Curiosity• subscale is provided by the study 

by Deci, Schwartz, Sheinman and Ryan (1981) which found sig-

nificant differences in pupils' change scores in the classes 

of extreme teachers for both the 'Challenge• and 'Independence' 

subscales but not for the 'Curiosity' subscale. 

It is not clear, however, why this subscale is capable of 

detect~ng the same interaction between gender and teacher 

orientation as is found by the 'Challenge' subscale and yet does 

not reveal the same developmental trend. One tentative ex-

planation is that the developmental trend is not very marked~ 

and therefore-does not show up in the less precise subscale. 
~---,. f. 

The· results of the .• In.dependence' ·sul:>scale showed an increase 

in in~~insic motivation between Standard 1 and Standard 3 and 

·the predicted trend .for intrinsic motivation to dec~ease petween 
. ~ ~ 

Standard·3·and·Standard 5. ·closer study of the data revealed 

that these differences were very marked in pupils of autonomy 

oriented teachers and hardly apparent in pupils of control~ 

oriented teachers. 

It seems worthy of comment at this point that the mean scores 

for all three subscales at each developmental level were 

higher than those fou~d by Harter (1980a) in her study of 

equivalent aged children, except for the scores of Standard 1 

pupils on the 'Curiosity•·and 'Independence' subscales, which 

were more or less the same as Harter's findings. I.t is 

possible that the pupils in the· Cape Town study tended on 

' .... ·'· ~" ...:.... . ~ '· ..... . ~ ' . . · .... :·,: 
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the whole to be more intrinsically motivated, but it is also 

possible that the two Standard 1 means are the most accurate 

results. The younger children may only have perceived the 

social desirability of preferring 'difficult' schoolwork (the 

'Challenge' subscale) while for older children this factor 

influenced all their responses. If this is so, it would help 

to explain the difference in developmental pattern. 

There are other possible reason~why the Standard 1 pupils 

in-the study did not report thems~lves as having greater 

preference for independentmastery. The simplest explanation 

lies in the experimental design. Two out of the .three autonomy-

_·oriented teachers at Standard 1 level were only minimally 

autonomy-oriented (z-scores of ·, 4 7 and , 31) a,.nd may have had little 
i 

effect on their ~upils~ Since the same Standard 1 teachers 

did seem to affect their pupils • preference for challenge this 

explanation requires the assumption that teacher orientation 
----- .. -'- r . 

I. 

needs to_be more extreme to affect the 'Independence' subscale 

(related to self-determination) than to affect the 'Challenge' 

subscale (related to competence). 

Alternatively, the Standard 1 children in the study may not 

have believed the classroom to be an appropriate setting for 

self-determination. Traditional child-rearing in their comm-
. ~ 

unity stresses conformity, obedience and respect for authority. 

These 8-year olds .may not have had the self-confidence to 

prefer independent mastery of school learning owing to a lack 
-

of experience of such a situation. Under such circumstances 

children may onl~ become fully aware of the possibility of . 

independent mastery in the classroom at a later age. 

~ . ,; .. \ 
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The interaction between school class and teacher orientation 

found in the results of the 'Independence• subscale is interest-

ing. The developmental increase in intrinsic motivation between 

Standards 1 and 3 and decrease between Standards· 3 and 5 was 

apparent only among pupils of autonomy-oriented teachers. 

Examination of the mean scores for the 'Challenge' subscale 

reveals that, although the trend for scores to become lower 

over the develo.omental oeriod · is also evident amonq ouoils 

of control-oriented teachers it is noticeablv stronqer amonq 

ouoils,of autonomv-oriented teachers. Since Harter's results 

did not take teacher orientation into account as a variable 

it is possi~le that the teachers of the pupils in her .. study 

were in general more autonomy-oriented. 

' j· 
The suggestion that the Standard l pupils.in the Cape Town 

/ 

study did not consider s·elf-determination appropriate in the 

\ ·school situ~tion. migh,t also account for the significant increase 
~ 

in.preference for independent mastery at Standard 3 level 

only among pupils of autonomy-oriented teachers. Supposing 

. most St~.ndard 1 pupils to be hesitant about self-determin-

ation in the classroom, a control-oriented teacher at a later 

stage may simply confirm existing attitudes, while an autonomy-

oriented,teacher facilitates preference for independent mastery. 

The finding. that, regardl~ss of teacher orientation, Standard 

5 pupils tend to report·themselves as not very intrinsically 
-

motivated either with regard to preference for challenge or to 

preference for independent mastery may reflect what children · 

learn about school over the primary school years. This seems 

to be that school is not the place tq look for satisfactionof 

. ~- ... ::. -.: . ' .,· .. ·- --·· .. " . '-- ·--· ---·-· • ' .. 0.·• .:...·.:..·~. ··- .... < _,_,: I _,., • ·•• '• 



intrinsic needs for competence and self-determination and 

that the appropriate motivational orientation is extrinsic. 

If they are convinced that certain results which they value are 

contingent on their efforts they may be powerfully motivated 

to achieve, but the motivation is not intrinsic. Harter (1980a) 

comments on her findings of a developmental decrease in scores 

on all three subscales, " ... Perhaps the most value laden 

interpretation is that our school systems are gradually stifling 

children•s intrinsic interest in school learning, specifically 

with regard to challenge, curiosity,·. and independent mastery 

" (p.13). If this is in fact the case it is important to 

be aware of the-relative merits of intrinsic and extrinsic 
.. : ... , 

motivational orientations to school learning, and this issue 

will be discussed later in the chapter (pp.133-:-134) . 
. ! . i 
-~ : 

For the 'Independence' subscale the only developmental level 

\ -at_ which children appeared to be sensitive to teacher orientation 

was·-$tandard 3 , where the intrinsic motivation of pupils of 

control-oriented teachers was significantly lower than that of 

pupils of autonomy-oriented teachers, The lack of response 

to teacher orientation among Standard 1 pupils may have been 

the result of having teachers who were only mildly autonomy-

oriented or it may have been because of the children's attitudes 
' 

to the school· situation. If the classroom is pot perceived 

as an appropriate setting for selF-determination perhaps teacher 

orientation is irreleYant. Standard 3 may represent the peak 

of pupil expectations concerning self-determination in the 
- < 

classroom. By Standard 5 pupils may have learned that extrinsic 

motivation is appropriate and become indiffere.nt to teacher 

.. 

\. ' 
. .,.. .r ~. ~-~- ·. . . . ... •. =. '····. • 
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orientation. The latter pupils, moreover, spent only 30% 

of school time with their class teachers, as opposed to 72% for 

Standard 3 pupils, so they were hardly likely to be as responsive. 

In sum, then, there seems to be some evidence for a decrease 

in intrinsic motivation over the developmental period and 

- this decrease tends to be most evident among·pupils·of autonomy-, 

oriented teachers. That the trend was not evident for the 

'Independence' subscale at Standard 1 level may possibly be 

explained by factors in the background of the.pupils or in the 

design of the study. 

4. The Effect of Teacher Orientation · 

4.1 'Classroom Questionnaire' Results 

Significant differences attributable to teacher orientation 
) . . ,· . 

were obseryed in the results of the 'Classroom Questionnaire~ 

Since the differences occurred in interaction with either 

gender or developmental level they have been discussed in 

qetail together with the effects of these variables. The 

general finding was that autonomy-oriented teachers enhanced 

and control-oriented teachers diminished intrinsic motivation 

under certain conditions. With regard to the competence-related 
. ,· 

·. subscales teacher orientation had the predicted effect on 

girls, and probably also on boys, although this was not so clear. 

With regard to the self-determination related subscale teacher 

orientation had the predicted effect on Stcindard 3 pupils 

of bot~ sexes but not on pupils in the other standards. 

'' , .. \ 
.. ·' . . ~ .. ·, ··-. "-'''· ..... . 
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4.2 'Activity Book' results 

The 'Activity Book' results indicated that Standard 1 pupils 

of a fairly extreme autonomy-oriented teacher (z = 2,13) tended 

to engage in more school work in a voluntary situation than 

did pupils of a fairly extreme control-oriented teacher 
--

(Z= ...:1,11). When the pupils involved were convinced that the 

situation was genuinely voiuntary and had no connection with 

teachers or assessment, they were able to perceive the school-

work in the 'Activity Book' as an opportunity for independent 
- . 

mastery_and_the teacher orientation to which they were accustomed 

was reflected. in the extent to which they made use of this 
.. '-

opportunity. 

An interesting. incidental finding was that the children .showed 

a very ___ strong preference for mathematics rather than language 

ta,~,ks •. ___ No pupil attempted_ the comprehension, one wrote a 

story and four completed the phonics answers. Since all-the 

school work was devised in collaboration with the class teacher, 

it seems that the reason for this is not in the nature of the 

'Activity Book' but in the attitudes of the children themselves. 

The pupils concerned were mainly boys, which might explain _the 

preference for mathematics, but it seems very possible that 

differences in the nature of the tasks were ~ontributory factors. 

The fact that few .. -of the children engaged in a great deal 

of schoolwork indicates that the 'Activity Book' ·did not really 

stimulate curiosity or offer attractive challenge. Weaknesses 

in thedesign and administration of the 'Activity Book' will be .. 
discu_ssed more fully together with. other limitations of the study. 

125 

·., 
. ' .·.,._ ~-- '·'-·· ". . . ···.\ .. : :.. . ,..., . '.· ·"· ··~.:~··-~-.. : ..... 



126 

·The low. correlations between. 'Activity Book' scores and scores 

· on· the three motivation subscales of the 'Classroom Questionnaire·': 

require comment. Firstly, the correlations were, at least, 

positive. Their lack of magnitude seems to indicate either 

that one measure is not highly successful, or, as is more 

probable, that there are weaknesses in both. . Problems of 

measurement will be more fully discussed when the limitations 

of the study are considered. 

4.3 Parent interview results 

Th~ general impresslon created by the ~arent interviews was 

·that, for all the children (2 girls an~ 9 ~oys), genuine or . . . 

............. 

original intrinsic needs were adequately met~outside the school 
. i . I 

situation. Any'intrinsic orientation toward school learning 

\ would _thus be the, result of the integrated internalization of 
•: ... 

.. th~- competence values associated with the school. 

It did seem that pupils of the autonomy-oriented teacher 

distinctly perceived the -school as a source of positive re-

wards to a greater ~xtent than did pupils of the control~ 

oriented teacher. Although some of these rewards were no 

doubt'extrinsic it seems reasonab~e to assum~ that their teacher's 

primarily informational rewards contributed to agreeable 

feelings o'f competenc~ ·in these pupils and that this encouraged 

an intrinsic orientation toward classroom learning. The pupils 

of the control-oriented teacher, on the other hand, were reported 

by their parents as op~rating in·- terms of avoidance of aversive 

consequences. The.sample.w~s, however, very small.and .the 

results can only be interpreted as suggestive • 

.. ,,·.:. · ... "· 



Parents' lower assessments than p'.Ipils' own for each motivation 

subscale probably indicate a tendency for pupils to overestimate. 

But at the same time, parents may not fully appreciate their 

children's intrinsic needs. For two of the subscales the 

children reported a preference, and this preference may not 

· necessarily have accorded with many actual situations. In this 

connection it is interesting that the greatest discrepancy , 

was between parents' and pupils' perceptions of preference for 

independent m~stery. Parents may be particularly likely to 

underestimate their children's need for self-determination. 

The correlation of parents 1 and children's assessmen·ts suggest 

that parents and children are most in agreem~nt (r = ,76) con­

cerning the subscale ('Curiosity') which, it1has been suggested, 

is least likely to be accurate. Perhaps this is because ·the 

children's general _beliefs about why they do their schoolwork 

· .. ar~ .to a large extent learned from their parents 1 attitudes. 
i 

Thus, if there are inconsistencies, those of the children match 

those of th~ir parents~ Children's statements of .what they 

prefer in a specific school situation are more independent, 

and parents often commented that they did not know what their 

child was like at school. '· . ·It was not surpr1s1ng, therefore, 
\ ' 

that the other correlations were low. 

The results thus indic~te reasonable support for the predictions 

of cognitive e_valuation theory with reference to the effect of 

teacher orientation. This was evident in the case of the 

competence related subscales, particularly when the subjects were 

girls. In the case of the self-determination related subscale 

\ . 
. '\ . ·.t 
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the effect was apparent in Standard 3 pupils of both sexes. 

Reasons in the background of the subjects and in the design 

of the study are suggested to explain why the effect was not 

observable in Standard 1 pupils. The 'Activity Book' 

results provide additional confirmation and the general comments 

of parents seem to point in a similar direction. 

5. The Distribution of the 'Classroom Questionnaire' Scores 

It was a very obvious finding of the study that the scores on 

all three subscales of the •classroom Questionnaire' were not 
' ' . ' .. - ~' .. ' . 

normally distributed but negatively skewed (see Appendix IV). 

One possibility is that, among the children who completed the 
• . _. .... _. I 

'Classroom Quest~onnaire', intrinsic motiyat~on for school 

learning is not no.rmally distributed. It could be argued 

that the children came from backgrounds where an intrinsic 

orientation is encouraged. But this does not seem likely 

to be the case. The general impression given by parents in 

the middle-class areas where the study was conducted was of a 

traditional Judao-Christian conceptualization of human nature 

as requiring control. While such parents may pay a certain 

lip service to the desirability of intrinsic motivation and a 

~""" few many actually believe in it, the general tendency is to 

encourage an extrinsic. brientation toward school learninq. 

Thev differ. perhaps, from lower class parents in emphasizinq 

positive rather than negative rewards, but they are firm 

believers in controllinq incentives. This' "is not surprising 
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since most of them operate in an employment environment structured 
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in this way, and believe that their children should be prepared 

for a similar adult life. 

I 

It appears thus more probable that the children either could 

not discriminate accurately between integrated and introjected 

internalizations or perceiyed some factor of social or personal 

-.. desirability in the items which indicated an intrinsic orien-

tat ion. Harter (1981b) claims that the format eliminates this 

factor and this may have been so for the children in her sample. 

The comments made by the pupils during the administration of 

the scale in the Cape Town study 'indicated that they were aware 

of it and their self:-repo'rts of -intrinsicality were often contra-

dieted by their· respons.e to items which referred. to getting 

good marks. 
. -

I.t seemed that the ch-ildren did·. not altogether 
l 

' like to describe themselves as anxious to please the teacher, 

or as liking easy work, but achieving good marks was generally 

considered an appropriate reason for doing schoolwork. 

··The skewed--distributions affected the choice of method of · 

statistical analysis and resulted in approximately 50% of the 

scores for each subscale being in Category 3 in the multi-

dimensional contingency tables. It might be expected that the 

scores of children who were genuinely only mildly intrinsically 

motivated would be least affected by the independent variables. 

But although referred to .as 'middle range• scores, the scores 

in Category 3· reflected both moderate and fairly high levels 

of intrinsic motivation (see Chapter IV, p. 86 ) • .If they 

were accurate it is surprising th~t no differences attributable 

to the independent variables were apparent . 

..... ! 

I . . "'" . 
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6. Limitations of the Study 

The most obvious limitation of the study was the problem of 

measurement. The reliability and validity of the 'Classroom 

Questionnaire' in a South African setting have not been 

thoroughly investigated and there seems reason to believe that 

a-factor of social desirability influenced children's responses. 

In addition, as a measure of intrinsic motivation the curi.osity 

subscale may tend to be imprecise since it demands judgements 
.. 

about the reasons for doing schoolwork which the children 

find .:itt difficult to make. This issue has already been dis~ 
. . - --

cussed on~- 119·. · Several subjects also commented that the 

term·· I SCh00lWO,rk1 WaS tOO.· general and indiCated that they might 

wish to respond ·.differently concerning different kinds of school-

work. 
--..... 

. ... 

··Tpe 'Activity Book' content did not appear to stimulate curiosity - i . . . . 

~r to present an attractive challenge. It seems clear that 

this was because the tasks were too similar to the.schoolwork 

which the children had just been doing. Intrinsic motivation 

fuakes a person want to ?ngage in a particular activity, but not 

continuously in exactly the same way. The booklet might ~lso 

have been improved by providing informational feedback in the 

form of an answer sheet. 
/ 

' 

Administration in t.he classroom was 

anothe.r disadvantag_e· because, particularly in the classroom of 
/ 

the control-:oriented teac_her, the atmosphere may have contri­

buted to a feeling that schoolwork 'ought' to be attempted. 
. -

.. 
The measure is potentially useful, but requires modification 

-and testing. In this study the 'Activity Book' results probably 

· .. ,-·~.' ' - . . ---· ,_ ... ····:·--- . . -... 
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tended to underestimate intrinsic motivation. 

The parent interviews provided valuable insights although 

this method requires careful planning and structuring if it is 

not to be vague. The results were interest·ing, but the 

sample was too small for them to be more than suggestive. 

- Individual interviews with several of the pupils themselves 

would, of course, have enhanced the study, but various practical 

reasons made this impossible. 

Other methodological limitations were related to the selection 

of subjects and their allocation to teacher·orientation categories. 

Firstly, the teachers who completed the 'Problems in·schools' 

·questionnaire were·not ideally extreme in their orientations 

. to control vers1i's; autonomy. In addition there was no way of 

ascertaining whether i~ fact their behaviour 'in the classroom 

\ ... matche~ their scores on the questionnaire. Secondly, some of 

· ... th~ teachers had single sex classes. In fact, a lar.ge pro-

portion of the· teachers whose scores indicated that they were 

autonomy oriented came· from these schools. This is interesting 

in itself and may suggest that it is easier for a teacher to 
: ··~·. 

be consistently autonomy-oriented in a single sex class since 

the ways of mediating autonomy to boys and girls are not the 

same. It is quite possible that boys and girls perceive 

the same rewards differently. On the other hand, this could 

simply be the resul~ of the general ambience of the two schools 

concerned. 

Having single-sex classes involved made it difficult to carry - . 
out the planned research design controlling for both gender 

. . ·:_ ·. ', ' 
1-.•· · . 
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and teacher orientation (see Chapter IV, pp.83-84). It 

was als9 feared that gender differences might appear simply as 

an artefact of the design, which included 2 single-sex classes 

in each autonomy-oriented cell and no single sex classes in 

the control-oriented cells~ That this was not the case is 

shown by the fact that no gender differences were observable 

for the 'Independence' subscale. 

It ~ould be argued that the greater intrinsic motivation of 

pupil~ of_au~onomy-oriented teachers was attributable not to 

t~a~her orient~tion but to the fact of being at a single sex 

school.· The results showing interactions between gender and 

· teacher_orientation.and between developmental level and teacher 
..~......... ' •, 

orientation sugge
1
st: that. this was not so. Nevertheless it 

I 

would have been preferable to exclude' the extra variable of type 

of school •. ..... - . . The main reason for not doing so was that avail-

·ab~lity-of both teacher and pupil subjects was very-much 

dependent on the goodwill of schoolprincipals.and :it was thus 

not- really possible to be as selective as could have-been wished. 

The skewed distribution of the results of the 'Classroom 

Questionnaire' affected the choice of statistical test. Analysis 

of Variance tests, if appropriate-, might have given clearer and 

more easi.ly interpretable results than those obtained from 

log linear analyses. / 

Finally, the·study was limited to one provincial education 

authority, one language group and one racial group in a society 

which provides separate education facilities in terms of these 

categories. Moreover, the white, English-speaking pupi'!s who 

. --~ ' 
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made ·up the sample carne from middle class homes and schools. 

The results, therefore, are not generalizable beyond such limits. 
\ 

7. Wider Implications· 

,It seems to be clear that the school as a compulsory formal 

institution is not likely to be perceived as a source of 

satisfaction -of original intrinsic needs for competence and 

·self::-determination. It is interesting to spe~ulate whether, 

and to what e,xtent, existing- schools could be modified so 

that this would .change. . . . . . . . The _school can, however, be ~ source 

of intrinsic satisfaction-of competence needs result.l.ng from 

i~tegrated internalizations of the competence.values of society.: . . ' ;,.... 
--~, ; 

Less radical changes in schools may contribute to facilitating 
. . /- , 

this kind of intrinsic orientation and the study has been 

concern-ed with discovering the direction some of these changes 

miglit -take • 
. •· ·.· 

An awareness of the possibility of intrinsic motivation does 

not imply that an extrinsic motivational orientation toward 

school learning is never appropriate or commendable. It is, 

however, important to realize that the rewards associated with 
\ I' ., 

an extrinsic orientation may sometimes have what Lepper and 

Greene (1~78) refer to as 'hidden costs'. Human functioning 
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requires a considerable amount of extrinsically motivated behaviour. 

Children need_to acquire many skills. If this involves boring 

practice extrinsic rewards may be in order since children may 

not be able to conceptualize the long-term competence aim. 

What is important is that children do not learn_that an extrinsic 

., 
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orientation is appropriate to all learning and knowledge and 

in fact to everything connected with the school. In other 

words, as has been implied throughout the study, it is desirable 

to foster an intrinsic orientation toward school learninq. 

Some reasons for this value iudoernent are given below. 

Firstlv, while some kinds of learninq occur quite satisfactorily 
\" . 

within an extrinsic framework, there are a great many which 

require an intrinsic orientation if the material learned is to 

become part of the pupil's permanent store of ·useful cognitions. 

Behaviours and skills learned to gain some extrinsic reward 

are often forgotten .. when the reward is no ·longer in operation. 

, Secondly, if it is true that human beinos have innate needs for 
' . . j . . ~ • . . 

f~elinos. of corno.etence and self-determination their most sue-
. .- .. , ) ' .. .. 

cessful development must reouire that these needs be met. If 

children growing up are encouraged to ignore their inner 
- .... 

p~ornpting and to respond primarily to extrinsic controls and 
... ·. · .. r. 

de~ands,. thi.s attitude may become a habit and result in dis-

satisfied adults who are, moreover, very easily rnanipuated by 

others. . Another possibility is that if intrinsic needs are 

riot met in the educational settings of horne and school, children 

may turn elsewhere for chal],enge, for example, to various forms 

of ha~mful or anti-social behaviour. Finallv, the 

rapid rat~ of social and technological change.makes it true that 

self-initiated interaction with the novel and mastery of 

challenge are .not optional indulgences but important survival 

related abilities which educational institutions should endeavour 

to.promote rather than to discourage . 

.. ·, '\ .:· .. ) 
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8. Indications for Future Research 

The findings of the study suggest research in three general 

areas, namely, teacher characteristics, pupil characteristics 

and ways of measuring intrinsic motivation toward school learning. 

Approximately half the incidents of school life to which teachers 

are askerd to respond in the ·'Problems in Schools' questionnaire 

concern school achievement directly, while the.others relate 

to ~ociai or moral aspects of the school situation. It would 
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be extremely interesting to analyse the results of this questionnaire 
. ·~ ,.-

in terms· of the kind 'of inciderft for which t.e.achers believe 
"· 

ari autonomy-oriented approach appropriate. Other areas which 
\ . ....J..,.....,_"• i t - A • 

need investigation are the possible effect on\teacher orientation 
. . 

of': having' pupils of one. sex only and possible differences in 

teacher·orientation-in the .same teacher as a result of the 

gender·, age· o>~ social class of her pupils. 
' 

Since it appears likely that autonomy-oriented teachers enhance 

the· intrinsic motivation of their pupils, more important studies~ 

perhaps, would be to examine the role of variables such as 

personality factors, social qlass, type of training and amount 

of exp~~ience in relation to teacher orientation and to investigate 

the feasab~lity of intervention to promote an autonomy orien-

tation among teachers.· 

With regard to' pupil charac·teristics, firstly, it seems important 

to ascertain to what extent the findings of the study would hold 

among pupils of different social, racial and cultural backgrounds. 

' '' L .. ' ......... .... : "" ' ~ 
- ·-· ·,· ......... ~ , .. · .. ·~ '"": . 
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Secondly, the relationship between motivational orientation, IQ 

and school achievement is worth investigating. An_ extremely 

interesting long-term study might include post-school 

achievement, which is quite frequently not well predicted by 

performance in school. Thirdly, further research could 

clarify the situation with regard to gender differences in the 

perception of classroom rewards. 

Fourthly, the incidental finding of the study that Standard I 

pupils showed a strong preference for mathematics rather than 

language tasks requires attention. If this is in fact a gen-

erp.l t~end .. it is quite disturbing since reading and _comprehension 

. are the basic skills necessary for later academic achievement. 

Tt w'ould be possible to devise a worksheet v~rying both the 
i ' ' ; ) . 

nature and the subject_ matter of the schoolwork, but it might 

be preJerable to begin by discussing the matter with the 

pugils themselves at different age levels. 

The value of any research is dependent on the quality of the 

measures employed, _of whatever nature they may be. .Modifications 

~~ the 'Classroom Questionnaire' in order to reduce or eliminate 

the influence of social ·desirability, together with reliability 

and v~_lidity studies over a large and wide-ranging' sample of 

South African school children, would be useful. Since the 

pilot study attempt tq.support the validity of this scale by 

a comparison of the intrinsic motivation of pupils at a state 

school and at a supposedly 'free-er' private school was not 

successful, it might be advisable to reassess pdssible means 

of establishing validity. An alternative would be the develop~ 

ment of a completely new self-report measure which allows for 

·'.; 
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different responses to different kinds of school learning and 

tasks. This may be desirable in assessing.the intrinsic moti-

vation of young children and is probably essential for any 

questionnaire to be used with older pupils. 

The 'Activity Book' appears to have potential as a behavioural 

measure of intrinsic motivation toward school learning among 

young children, although its content requires modification. 

A pilot study using a ··revised version of the booklet under 

various conditions (in scho.ol, at home) might indicate 

that extensivereliability and validitystudies were worth 

undertaking. 

The suggestions for research outlined above have been confined ... · .. _ . 

to some of the ma~y possibi-lities within the kchool situation 

since that is the main concern of the study. But the concept-

ualization of intrinsic motivation as an innate need for feelings 

·of ·competence·and self-determination and the theory that 

rewards which are perceived as controlling tend to diminish 

intrinsic motivation for a particular activity while those per-· 

ceived as informational tend to enhance it have implications 
-

for many fields of human in.teraction • Useful research could, 

. for example, be carried out in family, industrial and 

organizational settings. 

9. Conclusion 

Despite certain limitations, the findings of the study provide 

reasonable support for the research hypotheses concerning the 

effect of gender, developmental level and teacher orientation 

\ 
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on intrinsic motivation toward school learning. In each 

case, however, there is evidence that the effect of .the variable 

may not be as straightforward and uncomplicated as was at 

first proposed. Nevertheless, since it is for several reasons 

important to foster intrinsic motivation in the classroom, 

138 

use should be made of the insights gained in this and other 

studies and efforts continued to increase understanding by further 

research. 
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APPENDIX I 

'Probi~ms in Schools' questionnaire 



N.AME: ••••••••••••••.••••••.•.•••••• SCHO·OL: •••••.•••••••••••• 

DATE CLASS: ...... · • · · · .. · . · • · : ............................. . 
The "Problems in Sch.ools" Questionnaire 

On the following pages you will find a ser1es ol v1.gnettes. 

ZRch one describes an incident and then lists four ways of re­

sponding to the situation. Please read each vignette and then 

consider each response in turn. Think about each response op­

tion in terms ot· how appropriate you consider it to be as a 

means of dealing with th.e problem described in th.e vignette. 

You may find the option .to be "perfect", in other words, 

"extremely appropriate" in which case you would circle the 

number 1. You may consider the response highly inappropriate 
in wnich case.ryou might circle the 1. If you t'ind the option 
reAsonable you would circle some number between l and 7. So 

think about each option and rate it on the accompanying scale. 

Please rate each of the four options for each vignette. There 

are eight vi~nettes with four opt ions for each.' 
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There are no right or wrong ratings on these items. People's 

styles differ, and we are simply interested in what you consider 

appropriate, ~iven your own style. 

Some of the stories ask what you would do as a teacher. Others 
a!kyou to respond as if you were iiving advice to another 

teacher or to a parent. Some ask you to respond as if you were 
the parent. If you are not a parent, simply imR~ine what it 
would be like for you in that situation. 

Please respond to eRch response option by circlini one number 
on its rAtini sc~le. 



1. David is an average student who has been working rea!on­
ably well. During the past two weeks he has appeared 
listless and has not been participating during reading 
group. The work he does is accurate but he has not 
been completin~ schoolwork tasks. A phone conversation 
with his mother revealed no useful information. The most 
appropriate thing for David's teacher to do is: 

a. She should impress upon him the importance of finish­
ing his schoolwork since he needs to learn this 
material for his own good. 

1 ..... 2 ••••• 3 •• ., • • 4 ..... s ...... 6 .••. . 1 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 

b. Let him know that he doesn't have to finish all of 
his work now and see if she can help him work out 
the cause of the .listlessness. 

'· 

1 •.•••• 2 . .. • . • 3 .•••. 4 ••••• 5 • • . .• 6: • ..... 7• 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 

c. Make him stay after school until that 'day's school­
work is done. 

1 ••• ,. 2 •••.• 3. 0 ... • 4 •... . 5 ••.. • 6 ..... 7 
very 

inappropriate 
moderately 
appropriate 

very 
appro pri ate 

d. Let him see ho\v he compares with t.he other children 
in term! of his schoolwork and encourage him to 
catch up with the others. 

1 ..... 2 ..... 3 ..•.• 4 ..... 5, .... 6 ..... 7 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 
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2. At a parents' meetin& last night, Mr. and Mrs. Greene 
were told that their daughter, Sarah, has made more pro­
gress than expected since the time of the last parents' 
meeting. All &&ree that they hope she continues to im­
prove so that she does not have to repeat the standard 
(which the Greene's have neen half expecting since 
Sarah's last report). As a result of the parents' 
meetin& the Greene's decide to: 

a. Increase her allowance and promise her a ten-speed 
if she continues to improve. 

1 ..•.. 2 .. ~ .. 3 ••••• 4 ••••• 5 ••••• 6 .•... 7 
very 

inap;_:>ropriate 
moderately 
appropriate 

very 
appropriate 

b. j,'ell her that she's now doing as well as many of the 
other children in her class. 

1 .•... 2 ..... 3 •.... 4 .••.• 5 ••••• 6.~ ... 7 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 

c. Tell her what the teacher said, letting her know that 
they're aware of her increased independence in school 
and at home. 

1 ••••• 2 •••.• 3 •••.. 4 ••.•• 5 ••••• 6 .•••• 7 
very 

inappropriate 
moderately 
appropriate 

very 
ap 9ropriat e 

d. Continue to emphasize that she has to work hard to 
get better marks. 

1 •••.• 2 ••..• 3 ..... 4 ...... 5 •••.. 6 ••.•• 7 
.very 

inappropriate 
moderately 
appropriate 

very 
appropriate 



3. Steven loses his temper a lot and ha~ a way of agitating 
other children. He doesn't respond well to what you tell 
him to do and you're concerned that he vion • t learn the 
social skills ne needs. The best thing for you to do with 
him is: 

a. Emphasize how important· it is for him to "control 
himself" in order to succeed in school and in other 
situations. 

1 . . . . . 2 • • • • • 3 . . • . . 4 ~. . . . . 5 • • • . . 6 . . . . . 7 
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very 
inappropriate 

moderately 
8.ppropria.te 

very 
appropriate 

b. Put him in a specially orianized class which has the 
structure and reward contingencies.which he needs. 

1 ..... 2 ••••• 3 •... . 4 .... . 5 •••• • 6 ..... 7 
very 

inappropriate· . 
moderately 
appropriate 

very 
appropriate 

c. Help him see how other children oehave in these various 
situations and praise him for doing the same. 

1 ..•.• 2 ••... 3 •...• 4 ..... 5 ..... 6 ..•.• 7 
very 

in appropriate 
moderately 
appropriate 

very 
appropriate 

d. Realize that Steven is probably not gettin~ the atten­
tion he needs and start bein& more responsive to him. 

1 ..... 2 .. ... 3.· ••.• 4 .•... 5 •••.. 6 ••• •• 7 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 



Your son is one of the better players in his junior soccer 
team which has been winning most of its games. However, you 
are concerned because he just told you that he failed his 
spelling test and will have to redo it the day after tomorrow. 
You decide that the best thing to do is: 

a. Ask him to talk about how he plans to handle the situation. 

1 ..... 2 ..... 3 •••.• 4 .•... 5 .•... 6 ..•.. 7 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 

b. Tell him he probably ought to decide to forego tomorrow's 
game so he can catch up in spelling. 

1 •...• 2 •.... 3 ••... 4 •.... 5 •.... 6 ..... 7 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 

c. See if others are in the same predicament and suggest he 
do as much preparation as the others. 

1 •.... 2 •.... 3 ..... 4 .•... 5 •.•.. 6 ..••. 7 
very 

in appropriate 
moderately 
ap rropriate 

very 
appropriate 

d. Make him miss tomorrow's ~arne to study; soccer has been 
interfering too much with his school work. 

1 ••••. 2 •.•.• 3 •.••. 4 ••••• 5 ••••• 6 ••..• 7 
very 

in ap 1J ro print e 
moder8.t ely 
appropriate 

very 
appropriate 
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5. The Raniers spelling group has been having trouble a.ll 
year. How could Miss Wilson best help the Rangers? 

a. Have regular a·pellini bees so the Rangers will be 
motivated to do as well as the other groups. 

1 •.... 2 ..... 3 ••••• 4 ••••• 5 ••••• 6 ..... 7 
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very 
inappro pri ate 

modere.tely 
appropriate 

very 
appropriate 

b. Make them drill more and give them special privile&es 
for improvements. 

1 ••••• 2 ••••• 3 •.... 4 ••.•. 5 •••.• 6 ••.•• 7 
very 

inappropriate 
moderately ' 
appropriate 

very 
appro pri a.t e 

c. Have each child keep a spelling chart and emphasize 
how import ant it is to have a good chart.: 

. ' 

1 •.... 2 ••..• 3 .•... 4 ....• 5 ..•.. 6 •..•• 7 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 

d. Help the group devise Wa:JS of learning the words to­
gether (skits, games and l!'30 on). 

1.. • • • • 2 ••••• 3 ••••• 4 • • • •• 5 ••••• 6 •• ' ••• 7 
very moderately very 

inappropriate appropriate appropriate 



6. In your class ia a girl named Margy who hae been the butt 
of jokee for yeare. She is quiet and usually alone. In 
epite of the efforts of previous teachers, Margy ha.s not 
been accepted by the other children. Your wisdom would 
guide you to: 

a. Prod her into interactions and provide her with much 
praise for any social initiative. 

1 .. ... 2 ••••• 3 ••.. . 4 .... . s ... .. 6 .... -1 
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very 
inappropriate 

moderately 
B.ppropriate 

very 
appropriate· 

b. Talk to her and emphasize that she should make friends 
so she'll be happier. 

1 ..... 2 ..... 3 ••••• 4 ..... s ..... 6 •.... 7 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 

c. Invite her to talk about her relatione with other 
children, and encourp~e her to take emall steps when 
she' s ready. 

1 •.•.. 2 ..... 3 •.... 4 ••..• 5 •.•.. 6 ••.•. 7 
very 

inappropriate 
moderately 
appropriate 

very 
~ppropriate 

d. Encour~e her to observe how other children relate 
and to join in with them. 

1 . .... 2 ••.•• 3 ••.••• 4 . .... 5 ••••• 6 ••••• ·r 
very 

inappropriate 
moderately 
appropriate 

very 
appro pri ate 



7. For the past few weeks thin~s have been disappearin& from 
the teacher's desk and lunch money has been taken from 
some of the children's desks. today Paul was seen by the 
teacher ta.kin& a souvenir coin from her desk. . Th~ teacher 
phoned Paul's mother and spoke to her about th~s ~ncident. 
Although the teacher suspects that Paul has been respons­
ible for the other thefts, she mentioned only the one and 
assured the mother that she'd keep a close eye on Paul. 
The best thing for the mother to do is: 

a. Talk to him about the consequences of stealing and 
what it would mean in relation to the other children. 

1 ..... 2 ....• 3 ..... 4 .... . 5 •...• 6 ••• ~. 7 
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very 
inappropriate 

moderately 
appropriate 

very 
appropriate 

o. Talk to him about it, expressin~ her confidence in him, 
and attempt in& to understand why he did it., 

1 .•..• 2 •.... 3 ..•.. 4 ••.•• 5 .••.. 6 •• ~ •• 7 
very 

in appropriate 
' moderately 

appropriate 
very 
appropriate 

c. Gl.ve h-im a &ood scoldin&; stealinji is somethin& which 
cannot -be tolerated and he has to learn that. 

1 .•... 2 •.... 3 .•••. 4 •.... 5 •.... 6 ....• 7 
very 

inappropriate 
moderately 
appropriate 

very 
appropriate 

d. Emphasize that it was wrong and have him apolo&ize to 
the teacher and promise not to do it again. 

1 ••••• 2 ••••. 3 ••. .• 4 .. ..• 5 •••.• 6 ••.•• 7 
very 

inappropri et e 
moderately 
appropriate 

very 
appropriate 

i 
I 



8. Your child has been iettini avera&e marks, and you'd like 
to see her improve. A useful approach mi6ht be to: 

a. Encourage her to talk about her report and what it 
means for her. 

1 ....• 2 .... . 3 ••.. . 4 ... .. 5 ••.• . b .•.• • 'l 
very 

inappropriate 
moderately 
a9propriate 

very 
appropriate 

b. Go over the report with her; point out where she 
stands in the class. 

' 
1 ..•.• 2 ••••. 3 ..... 4 .•..• 5 ..••• 6 ••.•• 7 
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very 
inappropriate 

moderately 
appropriate 

very 
appropriate 

c. Stress that she should do Getter, she'll never iet 
into university with marKs like these. 

1 ..•.. 2 ••••• 3- •... 4 ..... 5 ••..• b ....• 7 
very moderately very 

inappropriate . 'appropriate appropriate 

d. Offer her Rl for every A and 50c for every B on 
future reports. 

1 .•... 2.; .•. 3 ..•.. 4 •..•. 5 ..... 6 ••... 7 
very 

inappropriate 
moderately 
appropriR.te 

very 
ap·;:>ropriate 
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APPENDIX II 

rclassroom Questionnaire' 

'; ·, ·, 
:..·: .... ,;. "• . ; . 



CLASSROOM QUESTIONNAIRE 

NAME • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • • . . • • AGE : •••••••••••• 

TEACHER • • • • • • • • • • . • • • • • • • . • . • . • • . • • • • • CLASS : • • • .•.•••• 

DATE . . . . ... . . . . . . . . . . . . . . . . . . ~ ........ . GIRL OR BOY ••.•. 

Sa."'lple questions 

Really 
true 

for me 

D 

Sort of 
true .. - ··. ' 

for me 

D Sorne .. BUT 
children 
\\Ould rather 
'play. outdoors 
in their 
spare time 

D Some . BUT· 
children 
like hamburg­
ers better 
than hot dogs · 

sort of 
true 

for :me 
' 

Oth~r D children 
would rather 
watch TV 

really 
true 
for me 

D 

Other ·o D children 
like hot 
dogs better 
than hamburg-
ers 
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if 
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Really Sort of sort of really 
true true true true 

for rce for rce for rce for Ire 

1-D D 
Scma children BUT other children 

D D like hard work prefer easy 
because it's a work that they 
challenge are sure they 

can do 

2.o D When some BUT other children 

D D children don • t would rather 
understand some- try and work it 
thing right away out by themselves 
they want the 
teacher to tell 
them the answer 

3.o D 
Some children BUT Other children D D work on problems work on problems 
to learn how to because you 1 re 
solve them· supp::>sed to 

4.-o D -.some children BUT other children 

D D like difficult don 1 t like to 
problems because work out diffi-
they enjoy trvinq. yuJ.. t problemS 
to work them out 

s.o D 
same- .children BUT Other children D D do their school- do their school-
\<X:>rk because the work to find out 
teacher tells them things they 1 ve 
to been wanting to 

know 

6.o D When sane child- BUT other children D D ren make a mis- would rather ask 
take they .would the teacher how 
rather work out to get the right 
the right answer answer 
by themselves 

7.o .·0 
Some children BUT Other children 

D D would rather 'iNOuld rather 
just learn what learn about as 
they have to nru.ch as they can 
in school , 

a.o D 
Some children BUT Other children . 

D 0 read things be- read things be-
cause they are cause the 
interested in teacher wants 
the subject them to 

9.0 D 
If some children ·BUT Other children 

D D get stuck on a keep trying to 
problem they ask work out the 
the teacher for _ problem on their 
he~p · ' own 
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APPENDIX III 

I, 
·' 

.• Activity Book' 

'·' 

··.h 
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, ..... · 

NAME . . . . . . . . . . . . . . . . . . . -. . . . . . . . . . . ~ . . . . 



', .. 1 

. I 

1

·;:: 
I , 

~ , '' 

r . 
i' 

•f ' 
t . 

\ 
. I 

I 

'., i 



.a 

' e . . .~ 
a~J , . 

to 

173 
I .. 

·• . 

i 
; 



Who went in the 

Who went round 

Who w·ent on the 

Who went in the 

window? ............. 
the back? . . . . . . . . . . . . . 

roof? . . . . . . . . . . . . . . . . 
door? ................ 

Tom 

CJ 

Ann 

'i 

:.; I 

I 

I 
~ : 

' .. ··: ... 
r. 

. . '-~· ., 
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Draw your own patterns 

~ 1\. 
;,' .. I~! 

V\ V\ 
: 

' 

• 

I 
... 



Draw any picture that you like 

...... ·.·" ~ 
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. 7+9 = 
5+7 = 

g +3 = 
6'+5 =· 

4 + 9 = 
7 + 7 =· 

23 
.t 5 

.. 

+
3b 

. 22 

28 
+3·1. 

lb 
+29 

lb -7 = 

12- s- = 

. /9-9 = 

14-b = 
/7- ~ =. 
15-4 = 

. b4 . + 3 

. I~ + 72 ' 

2··5 
+18 

· S2 
+27 

177 

bO , 
+ 34 

37 
+24 

• 1f< .. ~ • • • ~ ~ ..,.._ ' ·- ~ • • ·& ..,. .• \~ c. a' ,. . I 

' . I 

,, 



·cr5-4= 27 +2 = 

29- 5 = 9b +3 --
37-4 

86-5 

77-4. 

59-b 

7b - 3 

25 
- 3 

-~ 
--
--
--

. II +7 
85+4 
32+1 

43+5 
.. 45 
-- 2 

bS 
- 5_ 

--
--
-"""" 
--

88 
~ __4_ 

4.7 
- 3 

Write in words : 

q 3 . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 

bl 
40 
I g 

• • • • • • • • • • • • • • • • • • • • • • • • • • • • • • •• 

• • • • • • • • • • • • • • • • • • • • • • • • • • • • ••• 

• • • ~ • I 4 • 4 • • • • • • • • • • • • • • • • • • • • • • • • • 

178 
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F;JI in the missinj numbers: 

245 ........ 24 7 ········ 24 9 ·"····· 

ll:fb ········ ········ JqCJ ········ 
I I I . .... .. . 113 . . ... ... -. ..... . 

75'1 .......... 7b2 ........ · ·7b4 

. ~ ~ ....... g2o ........ g22 ....... . 

A teqcher gets 4 q he>oks ~r 
the dassl-e>om. 7 gei: Jo~t. How 
m,ar'l!j are le+t ? 
·There are .......... books lef:~. 

·I . I 
,:1 

' 
·I 
I 
! 

iij 
), 

There are 1'3 bo~~ in ~ clc:tss and ' 
15 9irl-s. How man~ children af2. 
there alto~ ether? 

There a,.e ........... children. 

On a bus t:here. ar-e. 3 S Pte~pJe. 5 
get off. How mcu'J!:j ane le.H? 

. There ar-e .......... people left. 



Fill in the correct w·ord 

The •••••••••••••••••• is in the cup. WINE 

I rub the wood with a •••••••• · ••••• • •• • FILE 

This is a steep •••••••••••••••••• SLOP 

The pot is on the •••••••••••••••••• STAVE 

My •••••••••••.•••••• can dig deep. SPADE 

I ride on my •••••••••• ~·· •• • ••• • BIKE 

This is a funny ••••••••••• ·•••••• JACK 

I •••••••••••••••••• in the sea. SLEEP 

I . . . . . . . . . . . . . . . . . . with a cloth. 'WIPE 

We sleep in the •••••••••.•••••••• SNAKE 

Underline the correct word 

The boy new/knew·that his mother was waiting outside. 

The .. farm_e..r sows/sews his seeds in the spring. 

Tom was late because he missed/mist the bus. 

The wicked old witch/which put a spell on the prince. 
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WANE 

FILL 

SLOPE 

STOVE 

SHADE 

BAKE. 

JOKE 

SPLASH 

WEEP 

SHACK 

Sam felt a sharp pain/pane in his leg when the ball hit him •. 

A.plain/plane can fly very fast. 

~e these words in alphabetical order 

car truck lorry boat plane train van steamer 

. . . . . . . . . . . . . . . . . . . 

. . . . . . .. . . . . . . . .. . . . . 

. . . . . . . . . . . . . . . . . . . 

. . . . . . . . . . . . · ...... . 

. . . . . . . . . . . . . . . . . . . 

. . . . . . . . . . . . . .. . . ' ... 

. . . . . . . . . . . . . . . . . . . 

. . ~ ................ . 

·i:l ,,. 

.I 
1: . 

. : 
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Al ternativ8 version 

.lfill in the correct word 

The •••••••••••••••.•••• is in the cup. WINE WANE 

I ru b t he wood wi -c h a • • . . • . • . • . . . . . . • • . • • FILE FILL 

This is a steep •••••••••••••.•.••.• SLOP SLOPE 

The pot is on the .....••.•.•••.•.••.• STAYE STOVE 

~y ••••••••••••••••.••• can dig deep. SPADE SHADE 

I ride on my . . . . . . . . . . . . . . . . . . . . BIKE BAKE 

This is a 'funny . -................. . JACK JOKE 

I . . . . . . . . . . . . . . . . . . . . in the sea • SLEEP SPLASH 

WIPE W.lliP '! I • • • • • • • • • • • • • • 0 • ~ • • • with a cloth. 
\ 

,], 

SNAKE SHACK , ~~I 
. ''i 

We sleep in the ••••••••..•.••••. · ••• 
·I 

::! 

Fill in the missirig word 

I WIDE Til-I.E PIPE LIN~ KITE BITB I 
That a_og may • • o o • • a & e • • • you. 

The old man smokes a •...•••••••• 

You need ·a ooat to cross this •••.••.•.••• river. 

The children stand in a long . . . . . . . . . . . . 
A ••.••......• needs wind to make it tly. 

A clock tells us the • ft •••••••. • •• 

Fill in these animal homes 

A dog lives· in a K ........... ~ 
A bird lives in a l"l ........... . 
A snail lives iri a S ........ , .. 
A horse lives in a ..S ........ , .. 
A pig lives in a S. .......... . 
A rabbit lives in a h ......... . 
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Read carefully through the following passage. 

TH:E RACING CAR 

The boys first chose a soap-box for the body. They took four 
wheels from an old pram on a ruobish heap, found some long 
nails and a length o~ rope, and they were ready to oegin 
building the racing car. There were many mistakes, and sore 
fingers, oet'ore the Silver Arrow v.•as ready t'or its trial run. 
The~! hauled it to the top of a steep slope, climbed aboard 
and pushed off. 

The car gathered speed and went rushing downwards. All was 
well for the first minute. 'fhen, Jack gasped "The bend a"t 
the bottom~" Yes, they had :torgotten all aoout the great 
curve. It was coming nearer, nearer. There was no~ the 
slightest chance o~ steering the Silver Arrow at that speed. 
With a screeching sound it left the road and ourst through 
the wire t'ence. 

Underline the answer which is true 

The oody of' the ·car was made ot: 

a) an old pram 
b) an empty soap-OQX 
c) part of a real motor car 

The parts were fastened together: 

a) only with rope 
o) with glue and nails 
c) with-rope and nails 

3. The ·boys h·ad sore "fin5ers: 

a) because they bit their nails 
b) because they ournt their fingers 
c) bec.guse they hit their t'ingers with the hammer 

4. Jack suddenly remembered: 

a) that there was a sharp bend 
b) tha~ he had to go home 
c) that, he did not. kno\·J ho 1,; to steer 

5. The Silver Arrow: 

a) crashed into a lorry 
b) crashed into a "fence on the side of the road 
c) turned upside do\~n 
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Aiternhtive version 

Read this pF.!.ssage carefully. 

TH~ rlACING CAR 
Some boys wanted to made .a racing car. They made the body out 
of a soap-box. Then they got four wheels from an old pram. 
They used long nails and rope to :t"ix the car together. There 
were many sore fingers but at last ~he racing car was ready. 
1he boys got on and pushed off from the top o:t a hill. But 
they forgot ~hat there was a bend in the path. They could not 
8teer the car because it was going too fast and so it left the 
path and crashed into a Ience. 

Underline the answer which is true 

The body of' the c e.r was made o'f: 

a) an old pram 
b) a soap-box 
c) part OI a real motor car 

;..Che parts. were fixed t,ogether: 

a) only with rope 
b) with glue and nails 
c) with rope and nails 

The boys had sore fingers: 

a) because they bit their nails 
b) because they burnt their fingers 
c) because they hi~ thej_r Iingers with t;he hammer 

The boys forgot: 

F.t) that there Has a oend 
b) that they h~a to go home 
c) ho \v to steer 

The car crashed: 

a) into a lorry 
b) ..... 1n Q,o a fence 
c) into some trees 
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Write a story aoo:1t what is happening in the picture. 

' I 
! 



APPENDIX IV 

Di~tributions of 'Classroom Questibnnaire' 

Scores for each Subscale 

i' 
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Freq.uenc..':1 

11.0 

110 

IOO 

so 

10 

bO 

50 

40 

30 

20 

IO 

() 

Frequenc~ Dfsl:.dbut1on o·f Scores 

I I I Challen.9e subsea e 

(eq,ual inte;"als of o, 315" alon3 
horizontal a~ (s) 

186 

4-,0 Sc.ores 

i 
I 



Freq,uer1c.~ 

120 

1/0 

lao 

'fo 

flo 

10 

t.o 

5o 

4.0 

30 

20 

IO 

0 

Freq.uenc~ Distribui:lon of Scores 

I I 

CuriositlJ . subsc:.ale 

I 

I I 

I1 D 

( eq,ual i'htef'IJ(.lls o·t o> 115 olong 
horizontal al{t's) 

'• 

187 
i/ 
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I 

'I 

I 

4, o Sc.ores 



Freq.uenc::y 

120 

liO 

IOO 

t:Jo 

80 

7o 

leo 

so 

20 

lo 

0 

'I I ndependence subsc.ale 

I 
J,o 

(eq,uol intervals of" o,:.15 alon3 
horizontal a xi 5) 

188 

4.,0 Sc.ores 




