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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 rewarde 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
classroom rewards controllingly, while teachers whose general
orientation is toward autonomy reward informationally.
'Cognitive evaluation theory"would predict that the intrinsic
motivation toward echool 1earningVof pupils of the former
teachers would decrease, and-that of pupils of the latter
teachers would increaee. Support for this.view has been found
by Deci, Nezlek and Sheinman (1981) and by Dec1, Schwartz,
Sheinman and Ryan (1981) :

Other flndlngs concernlng intrinsic motivation in school are
gender dlfferences (reported in Deci and Ryan, 1980) and a
tendency for ‘intrinsic motivation to decrease over the develop-

mental period (Harter, 1981b).

The study involved 459 boys and girls at three developmental
?ievels (Standard 1, Standard 3 and Standard 5 - approximate
ages eight, ten and twelve years)*andnnder 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 Schools' questionnaire (Deci, Schwartz, éheinman and Ryan,
1981) on which a-high score indicates an orientation toward
autonomy andia 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 'hlgh' and"low scorers,.. .respectively. - For each school

level in the study, three class teachers with’ 'high' scores



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 interviewed.

The results indicated 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 *Challenge" subscale and from Standard 3 to Standard 5
for the FIndependence subscale, although in the latter case,
only among pupils of'autonomy—oriented teachers. Teacher
orientation-had the predicted effect, but more clearly on girls
- .for the 'Challenge' and ‘Curiosity' subscales and only on
{StanqardFB pupils of both sexes for the 'Independence’ subscale.
The behavioural measure and the parent interviews pro&ided
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 which emerged, certain limitations of the study
“and some metatheoretical arguments in favour of the encourage-

ment of intrinsic motivation in school.



CHAPTER I

APPROACHESVdK) MOTIVATION IN THE

1. Introduction

-The most comprehensive and the most influential approaches to

4motivation.igvthe'first half of the 20th century were psycho-

analytic - interpretations having their roots in the work of

- Freud (1933), and behaviourist explanationg, notably thoseﬁqf

_Hull (1943) and of Skinner (1938, 1953). iIn addition, certain

theorists and researchers have considered.the role of factors

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

JZ_JSelfedevelopment in relation to variousvtypes'of behavidur,

Althoughjmany of these approaches are well-known, they are

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 functioning. Since such assumptions influence both
A P

theory and methodolpgé it is important to be clearly aware what

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

metatheoretical level, conceptualizations of human nature are

a matter of personal judgement.



2, The Psycho-analvtlc 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 cowafds tﬁe reduction of excitation.

All behaviour results,'either directly or indirectly, from the
urge to.satisfy certain drives, the most important of which he
believed to be the sex drive. Hunger and thirst are also power-
fﬁl.d;iyes, but, since their satisfaction does not usually involve
conf;icc,;Freud did not consider them so important in the  com-
plex'dctermination.of motivation. He also postuléted a self-

‘ destructlve drlve, or death—W1sh to account for man (] aggre551ve

R L

'tendenc1es.‘ He belleved that psycho- sexual energy, or libido,
provided the original’activating force for behaviour. Each
individuél“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, accordihg to Freud, consists of the superego,

van internalised representation of the moral rules of society;

thc ego, a more or less conscious and rational structure con-
cerned wifh reality; and the id, an irrational, often unconscious
structure concerned oc}y with achieving satisfaction of its needs.
The basic.principle-of both the ego and the id is hedonism, but
while theexx;takéc'accouqt of real difficulties and arranges

real satisfactions in the serVice of the id, the id ignores reality
in its demands and may also do‘co by adopting fantasy gratificationu

as a means of tension reduction.



1When thé irrational pleasure-seeking demands of the id éome
intovcbnflict 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 wiéhes continue to
inflﬁence,'direct and possibly distort behaviour. Behaviour
 .can take many forms since a drive can have a variety of objects,
i.e. is cabable of being gratified in many different ways.

The type of_object selectéd by a particular individual is
determined by his stage of psycho-sexuai deveiopment, his‘past
learning and his current expectation of satisfaction. If
conflict Efahsing_ﬁeeds are not'completely repressed, ankiety
is expériéﬁCed, and the indiVidual may indulge in one or more
bﬁ:the,defenégamé¢hahismé of the ego, motiﬁéted by a desire to

reduce anxiety.

AThiéabrief outline. does not do justice to the complexity of

-~ ,

“.Ffeua‘suﬁhought but does, it is hoped,.reveal'certéin mechanistic,
bio{ggical and homeostatic aspects of his approach'ﬁo motivation.
Freud's many followers have developed and built upon his ideas.
?mhe present trend is away from‘biologicél and mechanistic con-
cepts towards an émphaéis on the integrating strengths of the
ego,’ as, for example, in the ego psycholqu of Erikson (1950,
1956, 1959). It should be noted that, even in Freud's original
approacﬁ,valthough qrdﬁSal of behaviouf is détermined by drives,
its directionxis~détermined by the individual's paét history

and present/expectancy.  Past history can be interpreted to
mean learned associaEions, but "expectancy can only be a cbgnitive
_yariable. . Weiner (1972) writes that Freud's theory of moti-

vation ."... specifies clearly that cognitive processes intervene =

.



between the onset of the driving stimuli and the final response
..." (pp.275-6) and it appears that recent psycho-analytic
theory is placing e&en more emphasis on the cognitive variables

involved in ego activity.

3. The Behaviourist Approach

3.1 _Drivé théory

Hull (1943) éttempted to formulate a formal, empirically

verifiable theory of moti?ationbasedcn1theprinciples of learning

~ v
-

ahd thé Défwinian notion_of survival-related biblogiéél driQés.
ﬁe(tob'adopted_a hoﬁedstatic mbdel‘of man, assuming that the
pfeferred staté of an organism wés an absenée of stimulgtion.

He saw needs as distufbing a state of;equilibrium, and behaviour

_ as initiated and continued until the motivating need was satis-

’ .

f‘ffed,'after which the organism would return to an inactive

condition.

vIndiVidual$, Hull maintained, are innately endowed with certain
;rimary drives which serve survival needs and which recur in a
cyclic féshidn. Tissue needs associated with a drive give rise
to pﬁysical stiﬁulation within the ofganism. This general drive
state (referred td by Hull as 'D') arouses behaviour. The

direction of behaviour is accounted for either by innate pro-

gramming or, more importantly, by learned associations.

Associations arelearned in the following way. When a particular

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

-



between it and the original stimulus because the behaviour

has, in effect, been rewarded. In this way, habits are formed.
Behaviour sequences are the resulﬁ 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 statei and by secondary reinforcement (i.e. of

stimuli associated contiguously with primary reinforcement).

Hull.himsel£.(1952) suggested certain modifications to his
original theory. He introduced a 'Kf variable which represents
the influeﬂee'of_contemporaneous events i# the envifonment.

This implies an admission that behaviour depends to soﬁe,
extent'on incen?ive provided by the environment. In addition,
.~ .;in the liéhe of research findings, e.g. those of Miller (1948),
'Hull?revised his theory that only biological needs could fesult
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 Hullien position. A great deal of_it con-
~sists of closely. controlled studies of animals under deprivation
condieions. It qan/be questioned, however,,(a) whether
predictions‘abouf behaviour which hold under these conditions
can be geﬁeralised to everyday situations which-offer alterna-
tive 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 motivating human behaviour.

'



Theré are further difficulties with Hullfs (1952) approach.
Firstly, research evidence also exists which doesfgéﬁ support
the theory, e.g. the latent learning studies of Blodgett

(1929) and the:ihvestiéations of the motivationél 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 e;er to have been linked contiguously
to.a primafy drive state. Fourthly, Kendler (1965) points

out that Hull's ;heory,seems’t64assume that behaviour is episodic
‘- a seriéé”of ¢ombié§ea actions with intervals'cf_inactibn
. between them; whereas observation suégests that human behaviour
fatiieast is 5n}png6ing process. Finally,éby £He 1952 revision
‘fhéthéoryloseéiéhe:qfAits original s;rengéhs.- the rigbﬁr~
Of.{ES defihitiohé. " Problems occur with the definition and

«f@easu;eﬁenﬁ.of.thé 'K'“Variable,.and 'D' itself loses its link

Y
t

with observable processes.

Hullfs cafefqlly detailed attémpt to bring scientific rigour
. to the study of motivation deserves and has received recognition.
 The quality;of_his—wékainspired many others thinking and
operating wifhin the beha&iourist paradigm. Nevertheleés, a
mechanistic explanation of motivation based essentially on
stimulué—resﬁonse assébiations and drive redﬁcﬁioh does not;
perhaps, take»adequ;telyfinto'account the fact that human

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



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

théory of learning in an approach which attempted to meet
‘Watson's requirements by linking intervening variables to
_behaviourally observable data. Skinner's (1938, 1953, 1971)
position is more extreme. He refuses to indulge in tneoretical
: speculation about any uncbservable variables such as inner pro-
ceSSes}' It is his belief that all behaviour can very satisfact-
:orlly be accounted for in terms of the relnforcement hlstory

of the organlsm and the contingencies in the present environ-
ment. ' He does not consider drive a necessary ‘concept. He
Awrites (1938) that‘drive is "... a hypothetical state inter-

"

-Mpolated between operatlon and behaviour .,." which is ces

not actually required in a descriptive system ..." (p.368).

His work has mainly been concerned with the investigation of
cberant conditioning techniques which are based largely on
Thorndike's (1913) Law of Effect. Briefly, the Law of Effect
stateelthat if a behaviour is followed by reinforcement, the
likelihood increases that the same behaviour will occur again.
Skinner's method of,eneuring that a reinforcer will be effec-
tive is to deprive the subjects in some way beforehand. He
is then primarily interested in how reinforcers can be used

to manipulate behaviour.

Skinner's success in modifying animal behaviour and his
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enthusiastic belief in similar possibilites for human behaviour
have made him an influentiel 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-
xhental contingencies. But it must also be noted that Skinner's
.metncdclogy influences the kind of behaviour which can be
studied, and that there are certain types of human behaviour
which are not easily‘ekplained 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

Al

iesue of specifyinc,how and why reinforcementaoperates. It
R 4

seems that the very concept of 'reinforcement lmplles that
"1nd1v1duals are capable of dlscrlmlnatlonénuievaluatlon, other-
:WLse all” events would be of equal relnforcement value.- In
addltlon, the fact that an organism produces, out of lnnumerable
possible responses, the one which is associated Wlth 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-Approeches -

N

4.1 Thefroleicf-inetinct

Darwin's (1859) accourt of man as a creature directedfby

'.instinctual forces influenced many psychologists. The theory
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~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 2 500 instincts had been postulated.

As an explanatory ‘concept. instinct tended to produce circular
arguments and, moreover, it was difficult to reconcile with

| ohylous cross-cultural variations in behaviour. In addition,
instincts did not appear to have any measurable physiological

or phy51cal correlates and were therefore not able to be the
objects of emplrlcal research. By(the late 1920's instinct
was a concept»whlch had fallen from favour with psychologiSts.
More recently,bthe dlsc1pllne of ethology has reinstated the
term 1nst1nctﬂi: Ethology studles the behaviour of the total
organlsm (anlmal or human) in natural surroundlngs, u51ng the
<ob3ect1ve methods>of-exper1ment and.observatlon. ' The behav1our
of interest is 1nnate behav1QUr (1nst1nct) as opposed to learned
behav1our.4- Tlnbergen (1951) has outllned a theory of 1nst1ncts.
as organlsed nervous system mechanisms which can be 1nfluenced
by both 1nternal and external prlmlng, releasing and directing
impulses; Motlvatlon 1s explained as the activation of

the instlnct centres in the brain, either byvlnternal stimuli

from organs, hormones or nervous impulses, or by external

stimuli such as changes in temperature.

‘Instinctual behaviour in the form of a specific response to
a releasing cue is thought to be rare in the human species,
although it does occur. A recent conceptualization of curiosity

behav1our as a form of 1nst1nct will be discussed in Chapter

III (p 43)




4.2 - The role of arousal neede

_ AArousal 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 speaking this
approach does not belong ‘in the first half of the 20th century, -
it'is 1nc1uded in this chapter as part of the general back-
ground of motivation theory against which cognitive theories

ihave developed

Phy51olog1ca1 arousal theories are based on neuro—phy51olog1ca1

—s

research concerning the role of the reticular actlvatlng system

1

(RAS) of the bra1n. . It is proposed that. for a given-ind1v1dua1

atJa given tlme 1n the: sleep—wakefulness cycle there is a level

" iof RAS stlmulatlon Wthh is experienced as optimal. Conse-

quently,-the 1nd1v1dual engages in behaviours designed to rednce.
arousal if the levei'ievtoo high. It is also postulated

'that, since'optimal.arousal is rewarding, responses which
facilitate'this will_ be strengthened; The.individual is
believed to function most effectively when arousal is optimal.
It-is assumed that certain physiological measures, e.g. the
electrical resistance of the skin, indicate, the degree of arousal.
'Thls, brlefly, 1s the p051tion of,. among others, Hebb (1955)

and Fiske. and Maddi (1961) Motivation is for them a kind of
general.drlve state-originating in the physiology of the oentral

nervous system.

Some theorists consider arousal a psychologioa;,,rather~than
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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 incongruityb(Hunt,.1965,

19‘7_1) s moderate arousal increment (Berlyne, 1971, 1973).

Berlyne (1950, 1960, 1963, 1966, 1967, 1971, 1973) has made
the most"comprehensi?e study of areusai, and can be eaid to
represent en_integration of the physiological and psychological
approaches.:e In the course of his research he has proposed

various explanations. ~He claims that certain behaviours

— 1

occur becauSe'thEQ establish internal cenditiens expefienced

as rewarding byéﬁﬂe ergahism. These conditions are releted

to the-needs of the brain. His recent. view (1971, 1973) is
,thaﬁ-tWO‘mechanisms eperaﬁe, one which seeks to reduce arousal
:and'one whieh seeks moderate increments in arousal. . Moderate
increments in arousal are produced by stimuli possessing moderate
levels of,arousel potential. The arousal potential of a
sélmulus is determined by its collative properties. Collative
properties are‘those which activate the normal information
proceseing mechanisms of the organism, e.g. comparing, con-

trasting and categorising.

Arousal explanatidﬁexof behaQiour overcome several of the prob-
lems associated'with the Hﬁllian 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 afé equilibriuﬁ

da Teo avie i

-y
A
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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

Therble‘of;emotion in deEermining behaviour has tendea to be
Vneglected. Those who_haVe recognised the importance of
hedonie impulses (the desire forvpositive affect) have been
inclined tc're4define emotion in terms of neuro-physiological
:conditions. For example, Leeper (1948) writes that "...
emetibnal-procesees,afe one of the fundamental means,ofimoti-
vation in the higher animals - a kind ofjmoéivation_whieh
rests on relatively_cemplex neural‘activiﬂes o " (pa19).
;A;néie (1960) and\Young}(1961) maintain, as does Leeper, that

e

affectiyeastates determine differences in behaviour.

The widely_known affective-arousal theoryiof MeClelland;

Atkinson; Clark and Lowell (1953) introduced the notion that

n

A

effectewes an important factor in. achievement motivation.

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

a change in aneaffectiVe situation ..." (p.28). All motives,
'whether‘;elated&te.viscerogenic or to psychqgenic needs, are
“assumed to be.learnee. Motives involve a present‘state of

-

affect and a previous state of affect which is};edintegrated

. by some cue. The preVioﬁs etate may be more or less agree-
able than the present state. In the former cese, approach
beheViqurltowards the cue situation can be expected; ;n the

.. latter, avoidance is likely. - For McClelland, motivated:
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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 aﬁd thus conducive to approach behaviour.’ Situations
cbngaiqing elements very discrepant from the current adaptation

-

level are avoided as aversive.

4.4 'Theroléof"higher needs'

-~

“This‘typevof ébproaéh is based onrthe'mOdei of humanity pro-
posed by.existegtial.philosophers. It is%assumed that human.

-inature is essénﬁially.growth—oriented and that there are innate

‘ﬁendenqigﬁ towardAselfffulfilment and meaningful existence.

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

is the one who has most clearly outlined how theée tendencies

~ may interact.with.othef human needs in the motivation of behaviour.
He postulates a hierarchy of needs, ranging from those concerned
withrbioloéical 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 ogyerf;ources of motivation do not exist, it is
maintained'ghat 'higher needs' are the most important since it
is only in satisfying these that the optimal conditions. of

human existence can be reached.

The approach teﬁds to favour the phenomenological method as a
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source of insights and it is thus not surprising that it is
often criticised as lacking empirical support. Kormén (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 expiain the role of critical environmental variables.
Nevertheless, the humanistic §iew of motivation has attracted
considerable interest. It seems likely that its appeal lies
in. its alternative conception of human nature, which admits
the\possibility of active;‘creétive and unpredictable behaviour.
It 1is noteworthy that this is thé only motivation ‘theory which
conceptualizeS"huﬁan beings as truly free. All other approaches,
;ncluding the cognitive ones to be discussed in chapter II,
.‘énvisage behav;pgr,as in some way determined.

EREN

5. - Conclusion

"fhg:ﬁhéqtgtigal'positions.referred to in this_chaptér approach
the:question of(motivation from different angles, with varying
degrees of generality. In certain areas they overlap; in
chers they contradict each other. : Each approach describes
motivation in the'way_which seems most appropriate and useful

in terms of its own psyéhoiogicai and metatheoretical assumptions.
Clearly, these differences will 5e reflected in their conéeptual-
izétidns.of intrinsigxﬁotivation. Although certain approaches’
are not incongistehf with the notion of cognitive variables,
there is nolreal recognition of their importance and no attempt
to_describe.their ope;ation. Cognitive perspectives on

motivation are considered .in Chapter II.

L T b o
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CHAPTER II

-COGNITIVE-PERSPECTIVES ON-MOTIVATiON'

]ﬂ. -Introductioﬁ

The approaches to be discussed in this chapter range from those
which merely include a cognitive element to those which
,attempt to specify precisely how cognitive processes operate

~to determinewbehaViour. . Although caniderable overlap does

© ' exist, anleffort will be_made to distinguish expectancy. models,

o~

f¢onsistency m&dels_and attributional modelé, each of which will
‘be treated in évseparate‘Section.

s T el e W e e e

':1?2%-*%EXpectancyfﬂoaéls

. Certain early theorists redognised the importénce of expectations
in determiniﬂg pehaﬁiour, even while the'general approach to
?motivation took another ‘direction. Recent exploration of the
role‘of'expéctétions has taken place in ﬁwo major contexts -

achievement-related behaviour and organizational behaviour.

Is

2.1. Early»méaéls

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

as precursors of the cognitive approach. Tolman, who saw

himself as a kind of behaviburistn worked primarily with animals

e
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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

came to similar conclusions. Both conceived of behaviour as
goal;seeking'and both emphasized the importance of the organismfs

e;pectations.about how a goal might be reached.

2.2 ~Expectancy-value~theory: achievement context

The major:exponents and developers of this approach have been
jAtkineon (1964,_J977); Atkinson and Feather (1966); Atkinson
~ and-Birch (1970, 1974, 1978); -Raynor (1969, 1974) and Feather

i
.

(1982). - .,

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

g b

'\tendency to approach an achievement related goal 1nvolves ‘three
factoge.. - These are: the motive for success (need for
achieVement) (MS)*_ a personality variable influenced by in-
‘dividual differences; the probability of success (PS) (as
%subjectively,assessed) and the incentive valueiofksuCCess (Ié)

(as‘subjectively.assessed);

The variable P_. refers to a subjective cognitive expectancy

S

or anticipation that/a’centain action will lead to a certain
goal. This;iSfQéfy similar to Tolman's (1932) concept of
expectancy,';It differs,‘however, in that Atkinson maintains
that”anyiinfofmation,that influences a_subjectfs belief about
his’achievement,(ability to\perform; to reach a goal) may -

‘affect the strength of P. He has manipulated'PS by informing
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subjects about normative performances on a proposed task.

PS is clearly a cognitive variable.

The incentive value of a goal (IS) increases as Psvdecreases.
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 av01d° Atklnson p051ts that a tendency to

av01d achievement related tasks also ex1sts. Th}s rs made

up of a motlve to av01d failure (MAF); the probablllty of

-t

failure (P ) and the incentlve value of fallure (-I ) The
last element is presumed to be the negatlve affect, shame.
Resultant achlevement motivation is consldered to be the sum

of the strength of the tendency to approach an expected success

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

_;, e
i

RlSk taklng behav1our- Persons differing in strength of

resultant achievement motivation behave differently as regards

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

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

5MS:> M will approach.most willingly an achievement related

choice of a‘person in whom MAF > MS is to leave the 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 inertial tendency: In order to account for the fact

that a previously aroused but unsatisfied tendency to reach a

-



goal will persist;'Atkinson introduced 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 cher consequences, e.g. eating.

Atkinson likens the inertial téndency to the Freudian conception

of the persisting unfulfilled wish.

-Eiébofétiénféffthéfméaeifb§.ﬁAYnéf: The theory of achievement
mdéivétién és’pfesented byTAtkinson'(1964) and Atkinson and
vFééthef‘159665:has been elaborated by Raynor (1969, 1974).

:Tﬁé original theory dealt only witﬁAimmediate goals and threats
»aé'experienqéatin:laboratory’tasks. In ré?l life-éituations”
expectations abéut more distant future goal; appear to.affect

) Qegqgigu;Lgpwany;given.timg,:_ Raynor's expanéed thedry,can
‘égndlehd;ta'of_this sort, and his'predictions fﬁomAitAhave;
'aécording #o de Chafms;and Muir.(1978); been supquted by 

empirical findings.

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

.major reconstruction of the theory has been effected by Atkinson
and Birch (1970, 1974; 1978) .  Atkinson (1977) summarizes the

" new conception. He writes.that all previous motivation theorie
whether'behaviourist/dk cognitive; have assumed that the indi-
vidual is inagtive“ﬁntil a stimulus situation confronts him.

Atkinson criticizes this episodic view of behaviour and main-

20

S,

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 activities, but on
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the juhcture 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) causesva’negaction
| tendency (N) which is'an.increased disinclination to engage
in thefacﬁivity.‘A The étpengthtxfT and of N depends on the
duration of theindividual;seXéosure to'forcés'F‘and"I. The

‘resultant action tendency is T - N.

 The theory assumes that at any given moment in a waking state

_t.\..,,“ §

the individual is actively motivated by(seﬁ%ral resultant
. :.. A . . / . . : .

actionitendencies'whiCh persist until acted upon by some

' psychbiogical force which either increases or..decreases their

',S£réngEh.' ‘When tendencies are incompatib;e, behaviour is

ah‘egpfession Qf the strongest action tendency.

Atkipson and Birch (1978) also consider.that the ﬁendency_(T)
“to abproach a task is compounded and stfengthened if there

‘is Bbth an instigating force (F) and some extrinsic incentive.
Extrih;ic incentives can thus be used to overcome an initially
negative resultant acg;on tendency. But, claims Atkinson
(1977); thesé are Eoéfessential because if the individual
stays in thgxéitﬁation long enough the effect of resistance

(temporal delay) will be overcome.



22

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 achiev1ng

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

'The expectancy is a subjective probability assumption. The

‘.valence of an. outcome is a function. of the valences of all

%

) co

;other outcomes (second order outcomes) that it might help to

~achieve, and the 1nstrumentality of that outcome toward

:‘attaining seconduorder'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 Cummings (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 outcomesrhave;no intrinsic valence - theirvvalue_depends
on other outcomes to which they may lead. In this respect
Vroomfs approach differs from that of Atkinson,;for whom.the '
value of attaining a‘goal refers to the goal itself, and not

to_its possible consequences. Further differences are: .
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that Atkinson suggeéts a relationship between expectancy and
incentive value (I = 1 - P) while Vroom presumes the two
variables iﬁdependent; and that Atkinson includes a personality

variable in his equation, while Vroom does not.

All expectancy-value theories imply cognitive evaluation in
_p;@er to arrive at subjective expectancies. It appears that
those theories originating in organizational psychoiogy also

stress cognition in the value variable.  Lawler (1972)

suggests that the reward value of outcomes "stems 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 rélated theories on the other hand tend to stress

the affective éépect\of the value variable.

2.4 Expectancy Models Assessed

‘fhe extensive research on achievement motivation has been con-
dﬁéééd with éamirébie concern for scientific rigour; The
?motivation’theory which has emerged contains both cognitive and
mecﬁéniétic‘eiemehts. Weiner .(1972) refers to the theories

6f Lewin and of Atkinson as 'quasi-cognitive' and criticizes
the latter not,noé-Be%pg.more specific about the cognitive
processes he suggestéﬁ In addition, Weiner points out that
although the,thééfy 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,

- : 'Hweorﬂ
 this qualification of expectancy-value, is not wholly justified
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Vin 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 clarified, for
"example, the determinants of expectations and valences and

the nature of the interaction between them, the relative roles

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

E
1

generally applicable.

-

3.  Cognitive Consistency Models

Expectancy approaches assnmemthat at least one cognitiVe
processt(expectations) has a role in determining behaviour,
1valthough the precise functioning of the process is not
clarified. : Consistency_models stress cognitive needs rather
than cognitive processes. It is assumed that cognitiﬁe balance,
congruity or consistency is the individuai's preferred state.

The models differ fron 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,
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attitude change), and cannot be considered general theories

of motivation.

3.1 Heider: Cognitive balance

Heider (1946, 19587 1960)‘proposed the first theory of this
kind. He maintains that behaviour is directed toward achieving
a cognitively balanced state involving harmonious relations
among ent1t1es. When cognitions conflict the incividual
seeks to re-establish balance, e1ther through action or

through mental re-organlzation. ) Korman (1974) c1tes certain
research flndings supportive of the theory, but also mentlons
some Significant flaws. We1ner (1972) remarks that there

. e e Coae, . v | n

has not beenagreat deal of research on the motlvatlonal

propertles of imbalance. The theory refers speCifically to

-interpersonal relations.

F
i

3.2 Osgood and Tannenbaum: Cognitive congruity

Osgood and Tannenbaum (1955) 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-
liking'objects_which are perceived as linked together and keeping
liking and disliking separate for objects which are perceived

as separate.  When son;ces of statements and objects of state-
ments are linked incongruonsly, it is predicted that there will
be a tendenc§ to change attitudes to both in the direction of-

greater congruence. The theory 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

Festingérfs (1957) cognitive dissonanée approach is widely
known. - Two cognitions are dissonant, according to Festinger,
if_"..; the obvérse of one element would follow from the
other ..." (1957; p.13). ~Zajonc (1968) describes dissonance
in the folioWiné way. Cognitive dissonance is a state
individuals perceive as aversive. fﬁThéy:étteMpf to avoid it,

or to reduce or eliminate it if it exists. This can be accom-

iplishéd by adding new cognitions or by changing existing ones.

"In'order'to“do;sog‘new information'hay have to be soﬁghf}

. . - . ’ . % = . . : R .
The 1mportance_6f_the cognitions involved, and their number,

affect the se&erify_of_the dissonance. and the CdnSequent strength
of the tehden¢Yf£5:reduCe or eliminate it. b

{. ) “ . e . ) R ~

-

From the point of view of motivation, dissonance is seen as
a drive, the complete reduction of which (no dissonance) is

thoﬁght of as the aim of the organism. Festinger writes

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

it;wjpSt'as, for example;'the presence of hunger leads to
acfion to reduce the hunger ..." (1957, p.18). Weiner (1972)
criticizes this Hull%an type of_approéch, and_suggests that
it would be morg_apé?opr;ate.to relate the theory to a

cognitive conception of behaviour.

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

which has produced both supportive and controversial evidence.
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3.4 Con51stency 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

_approaches propose a homeostatic explanation of behaviour.

They are thus equally open to criticism as failing to account
satlsfactorlly for creativity, altruism or self~destruction.
More specific problems for dlssonance'theory'are associated
w1th the varlety of possible modes of dissonance reduction,
measurememt.difficulties,,and alternative explanations of the
data (e.qg. Bem; 1967} . Korman (1974) suggests that the
approach remalns viable because its supporters are respon51ve

to data.and contlnue to make revisions and adaptations as

ifgbese_become necessary,» Korman contrasts this approach with .

“ﬁezpeotaQCYrvalue';heory, which assumes. that human beings

are ra;iohal, utility-seeking organisms; . He suggests that
motivation tomaintain consistency with some previousl?

defined standard could result at times in apparently irrational
behaviour. Viewed in this way, the theory can possibly acc-
ommodate altruism and self-destruction, although creatiyity‘
remains outside its province. It appears that under certain
circumstances the need for cognitive consistency motivates
behaviour, but thexapproach cannot be thougﬁt of as a general
theory of,motimation. ‘ 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. Attributional Models

Certain theorists stress the importance of clarifying precisely
how cognitive processes operate to influence behaviour. Both
Weiner (1972) and Deci (1975) suggest a possible series of
cognitive events. In their approaches both make.use of con-
Eépfs frém attribution theory and invoke the notion of locus

of control;

4.1 Attribution theory

:Attribution theory is a general theory about how people perceive
'Ithé,éauses ofxg?ents.' 'Kelley and Michela  (1980) describe it
J ¢ "

as "... The study of perceived causation ..." (p.458) . They

point out that the theory has relevance for motivation but add

—~ .

4'£hat réééa:ch.éézaété has resulted in pieqemeéi.theqriés, rather
'7'E£an“a_fﬁliy syﬁtheSized model. Both Heider (1958) and Kelley
(1967) contend that human beings require an underStanding of

the causal structure of the'enViroﬂment‘in order to give meaning

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

seeking and veridical processing are believed to be normative

..." 'so that "... at the least, comprehension stands with hedonism
among the primary sources of motivation ..." (p.164).

d

Individuals thus lopk'for ways of accounting for events.

Heider suggéSts 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 behaﬁiou:, which may take the

form of(expectations; emotions or actions. Weiner (1972) re-
fers té several studies inwhich the motivating effect of induced
false attributions has been demonstrated experimentally.

Niébet£ and'Valins (1971) sﬁggeét éhat an attfibutiénal approach

to dissonance phenomena is a better explanation of motivation

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

Freud, Lewin and Atkinson, believes that beﬁaviour is determined
by both internalfand‘gxternal forces.  He differs from cher
‘theorists in stréssing the importance of the subjective

-attribution of forces as causal factors.

4.2 Tﬁe-notion of.locusgoffcéhtrél

This notion refers to the beliefs people hold ébout who or

what i responsible for their condition.. Rotter (1954,
1966f!has studied causal attributions within the context of

his social learning theory. He proposes that(generalised expec-
‘tancies conéerning ldéus of control exist and affect motivation.
'Internals',rﬁho;tend to perceive the locus of contrql within
themselves, believe that they can control potenfial.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 forées control reinforcement, and neither blame
themselves for errors not accept credit for success. fInternals'
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 of_ success and failure.

P
/

4.3 Weinéf’éumaaei

.
- -

ﬁéiﬁéfa(iéfZ) prbﬁoseg a:deﬁelopmenﬁfﬁithin the frémework'of"
Afkinsonfs (1964) modél.of achievement motivation. His aim
is‘ﬁo specify in detail a sequence of cognitive processes,
-indicating the roie of causal cognitions (attributions) in re-

lation to both affect ahd expectancy.

Stage 1 Task Evaluation

affective antici-
pations

P
stimulus ——) causal cognitions

expectancy of success,
that task
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Stage 2 Goal-Directed Behaviour

affective anticipations

Behaviour —) outcome
(if approach)

expectancy of success

Stage 3 Task and Causal Ascription Reevaluation
affective response
outcome';;a»causal cognitions

expectancy of success,
future tasks

(Weiner, 1972, 'p.351)

1
:

LN R m

Dlmen51ons of causal cognltlons- Weiner originally proposed

that the causal cognltlons of stage 1 vary along two dlmen51ons

~"Av'—-locus of control (external or internal) and stablllty (stable

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

control'rperson may be stable (ability) or unstable‘(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 related to a particular kind of result.

Whéen presenteduwith’an achievement related task, an individual's

causal attributions concerning success and failure on the

dimension 'locus of control' influence achievement-related

affect. = Affect is believed to be maximized by ascription

to internal factors, particularly'effort. Causal attributions

on the dimension 'stability' have_a;separate influence on, Lo

.- i o e
- s
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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. vThose high in achievement needs have been
observed to attribute success to ability and effort, and |
failure to lack of effort. ' Those relatively low in aohieve—
ment neengappear to perceive. themselves as generally low in
ability ahd attribute failure. to lack of ability. Positive
achlevement related behaviours appear . to be dependent on cog-
nitions that effort is an important causal determlnant and

Weiner (1972) suggested that other behaviours (e.qg. those

Cee e ,,,_

.serv1ng power or afflllatlon needs) may requlre s1mllar causal

attrlbutlons.
Later modlflcatlons of the theory Weiner has subsequently
expanded and modified his views (Weiner, 1982}). He now iden-

-ﬁtifies 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 similar to the locus of control dimension
and affects esteem—related emotions; the dimension of control
categorizes“oauses, either-internal or external, as controllable
or uncontrollable, and is related to interpersonal judgements
(e.g. re helping, evaluating and 1liking). There are also
thought to be secondary llnkages between causal dimensions and

psychologlcal effects, e.g. fstability' relates -to depre551on
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type affects and 'control' relates to various intrapersonal

states of percei&ed freedom. It is believed that there are
probably a number of subordinate causal dimensiohs,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) féferé to research evidence which indicates that this
relationship is not invariant}.ahd concludes that the way -

t deal more complex

!

in which lotus affects emotions is a grea

than was at first proposed.

THe revised theory has -a ‘wide range of applicability. - Weiner
'ﬂ;(198§) refers to research in the areas of hyperactivity,
imastery, 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,
While.att:ibutioh theory may not provide all the answers, it
is a "... reasonable direction tdward 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
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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

sequence of cognitive processes which precede and provide on-
going control of behaviour. The model consists of five elements
- stimulus inputs;  energy source or motive; establishment of

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

‘StimuluS‘impofé:' "Stimulus inputs proVide the individual at

amy giveﬁ moment with a cognitive awareness of his:situation.
InfOrmationJ}s'aé#ived at.times from external stimuli reflecting
conditions'inyéhelenvironment' at times from internal stimuli
_and often from a -combination of the two. ~Interna1 stimuli

may ‘come from memory, in the form of recollectlons of other
‘memégfs and 51tuatlons, or from 1nternal bodlly condltlons such

as blood sugarxr level or from personal awareness. of affectlve

or intrinsic motlvatlonal states.

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

ing to'Deci, is a consequence of the individual's awareness
oftéotentiél satisfaction, i.e. that another state is possible
and that it would be/preferable to the present one. This
awareness 1is thevrééult of a cognitive evaluation of stimulus
inputs.  The étimulus‘inputs may present information about

drive states, about emotional states or about competence and

self- determlnatlon needs.

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

-

.is thé establishment of a goal. - A goal can be considered ‘to” |
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in comparison with a preceding state) . The second part is the
result of the rewards, i.e. feelings of satisfacﬁion. 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
7feeling‘of satisfaction oéerates as feedback to ;he"awareness
of potential satisfaction' which initiated the behaviour, and
causes tefmination if'éhe two match. The achievement of a
goal may terminate a'parﬁicular behaviour sequence, but only
the achieVement of satisfaction Qill terminate the awareness

of the ‘need for ‘action to produce change whlch orlglnally

| _initiated the- sequence. | ‘Deci thus proposes that individuals
make use of the TOTE mechanlsm described by Miller, Galanter and
iPrlbram (1960) on two occas1ons - flrstly to determine goal

achlevement, and secondlv to determlne satlsfactlon.

i
i

The sources 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 1n behaviour des1gned 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 satisfaction of"his hunger. The second is emotional
states. A person'&ho is aware of strong feelings of fear will
.act in a way'thch 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

Tl -~

P
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permanent condition of the wakeful human organism, interrupted
from time to time by emotional and primary drive needs. Decifs
(1975) conéeptualization of intrinsic motivation, together with
some later elaborations of the theory, is discussed in detail

~in Chapter III (p.45).

Decifsvconception 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
infornationéprecessers infseafch of understanding. It is
hardlyiﬁeseible?for a pereon to feel competent and in control
if he‘doee not understand his environmenﬁ. But Deei"does
not ettempﬁ; geiweinef‘does,‘uabuild a general theory of
motivétion}en t%éfbasis of“ceusal attributigns. His connection
with etﬁribuﬁionAtheofy is moetvevident in his descriptien of
VTﬁA>theﬁﬁ£nnef,in'whiéh intrinsic motivation is”affected by extrinsic
'?féwardé)qu outlined in his fcognitive evaluetion eheoryf.
This 'tneory concerns iteelf with variables very similar to
those considered by Weiner in reletion to the dimensions of

Jlocus and control. Cognitive evaluation theory is referred

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

4.5 Attributional models assessed

0f the cognitive theenists, only Weiner and Deci attempt the
surely fundaméntei task of epecifying in detail precisely

how cognitive processes operate{in determining behaviour. -
'Weiner has made a serious attempt to develop an operational
lfheory whereae,.at present Decife (1975) approach, as he freely
admits; is simp1y a tentaﬁive conceptuai framework. vNeve:thelese'

e
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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

CIf it is accepted that cogniﬁion plays an important role in
;thuméﬂ ﬁotivéfiénzit is important .to investigéﬁé the exact

{ natﬁréhggdthis‘féie; It apbeafg'that the most direct attempt;
| to do so hévg_bgén made by those.advocating attribution-type

" models which émphasize tﬁé}neéd féf‘éh awa%eness of personal
"controi, éonceétuali%ed eiﬁher as understanding or as self-

determination. -
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CHAPTER ITI

INTRINSIC MOTIVATION

1. Introduction

Everyday sbServation of human behaviour leads to the conclusion
that'two forms of,motivation eberate. Certain activities

are clearly undertaken as the means to some discernible end,
whlle other act1v1t1es appear to be ends in themselves, assoc-
1ated w1th no,further reward. It has beeF common to refer to
the former-type bf behaviour as extrinsicaily motivated. and to
the latter as 1ntr1n51cally motivated It has been assumed

that extrln51c and 1ntrin51c motivation are not necessarily
mutually-exclu51ve. 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
extrinsic. . This would imply that individuals are passively
acted upon by erces which they do not controI, incapable of
being actiVéIy 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 émpirical evidence that certain types of
behaviour are intrinsically motivated in both humans and infra-
humans. The behaviours concerned are those which involve
stimulation, choice,fa degree of challenge and the possibility
of mastery. Numerous animal studies conducted in the 1950's

'(éited inipeci, 1975) indicate that activities ihvolving.ex—
plo:étioh and manipulatioﬁ_are experienced as rewardiﬁg.

‘ ﬁévelopmenfal approacheS‘éo children's play;le.g. that of Bruner,
&oliy and Sylva (1976), cbnfirm the intuitive belief that these
élearlYivoiﬁﬂtary behaviours are ekperiencedvas satisfying in

",fhemééiQésl" Fﬁrt?ermbré;’feseafchTinfo the'effééésfdf stimulus

;deprivétioanﬁo&s ciéarly_that the absence of adequate oppor-
tunities_for_ﬁognitive processing is experienced as aversive to

the éxtent that nbfﬁal fﬁnctioning and development is disrupted.

,‘ISeveral studies .of this nature are cited in Deci (1975) and

¥

 W_mént§dh'hay also be made of the work of Casler (1968). It
seems that situations involving exploration, discovery and the
satisfaction of curiositYTére;VaIued'énd even sought out'by

the human organism.

In this chépter, the ways in which diﬁfereht approaéhes to
motivation conceptualize intrinsic motivation are outlined

‘and compared with the conceptualization of Deci (1975, 1980)

and Deci.ahd Ryaﬁ'(in press) . Refereﬁce is- made to methods

of measurihg intrinsic motivation, after which reséarch findings
concerning the reiationshipubetween intrinsic~motiﬁation and
extrinsic rewards are presen;ed, together with Deci's 'cognitive
evaluation theory'. The pléce ofvintfinsic'moti;atioﬁ in ‘

~ _.education,.and its implications, are briefly considered, followed

~
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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 I andILI,some have paid more

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

better ab]e than others to account for it.

_~

2.1 Psycho-analytic conceptualizations

et e

~~WJ.thJ.n the psycho—analytlc tradltlon, 1ntr1nslcally motivated

behavaour has not been a major issue. It can be lnferred that
it would be conceptualized either as the indirect satlsfactlon
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 Behaviourist conceptualizations

Behaviourist theory offers various explanations. It was
popular in the 1950's to claim that a drive of some sort was
operating,:-e.g. an-.exploratory drive (Montgomery,.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 systemltissue need,
nor do they result in any consummatory response which reduces

a need. In fact, organisms have been observed to seek out
noyel,gpimuli, which is a response incqnsistent with the notion

“of exploration as drive reduction.

It has élso been'suggested,'within the Hullian tradition, that
expldratofyiand manipulatory behaviours are paired with the
reduction of p;§m§ry‘dfivés and that they thus become a form

of secondary reiqfdfdeméhﬁ} Deéi_(1975) ané others argue that
this explanation is_imﬁlauSible, in view of the fact tHat.strong
ékplé?gtofyAféspbﬂéés appear shortly after birth. A final
'“afﬁvé?fﬂeérfjpositioﬂ‘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
ipdividuals would avoid novel stimulation, whereas in fact they

are often observed to seek it out.

A learﬁing theory approach rejects the concept of intrinsic
motivation and simply assumes that such behaviour is elicited
when certain reinforcéﬁent contingencies are present. = There
is no wayvto,disp;ove this theory,because; if the behaviour
oc;urs; the reinforcement is assumed to be operative, i.e.
thevargument is circular. No attempt is made, however, to.
égplain on what basis certain‘experiences are considered re-
wérdihg by‘the-oréanism. Deci (1975} péints out that Skinner

A . . S SR . N . . LoaTe
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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.

Itﬁﬁésibeen-proposed’(Lorenz; 1976) ‘that a readiness to respond

to novel ‘stimuli is an ‘instinctive behaviour which has evolved

in the higher'hammaIS‘tovserVe survival needs. It is argued
thét,‘while the lower vertebrates are characterized by fixed

innate»behayigqr;patternéNelicited by.certain features of the -

. environment, the evolutionary trend is toward a wider range of

4:résponses and a greafer flexibility in their use. In a versa-

tile; -non-specialized species investigative exploratory behaviour

is bbthjéossible and conducive to survival. It theréfore

becomes, ‘over time, a characteristic of the species. This be-"

haviour occurs only during a brief deVelopmental'phase'in young

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

- An instinct approach to intrinsic motivation can easily be
: Thoo : .

related to either physiological or psychological arousal

explanétions. Elli§, (1973) wfites_that; in order to inherit
curiosity; "... Allféhat.is needed is to breed into the germ
plasm a predispésitidn to be rewarded by the emissioﬁ of new
responses and: the occurrence of_novel.stimuluS‘eyents e
(p.1j4)f' The mechaﬁism of such a,prééispééitiop_could wéli

be arousal needs.
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2.4 Arousal conceptuallzatlons

Arousal theory has concerned itself particularly with the kind
of behaviour considered to be intrinsically motivated and is
well able to account for it. The need to maintain a certain
'1éVei explains both active response to novel and challenging
events and the tendency to seek ‘them out. While purely physio-
1og1cal arousal explanatlons have mechanlstlc and biological
1mp11catlons, psychological arousal needs suggest a more active
cegnitive model;

2.5 Implications»ofpaffeet and-humanistic approaches

i
—— . ]

. t
4 i
’

These approaches cannot be said to have conceptualized intrinsic

© - P

,‘motlvatlon since they have pa1d little spec1f1c attention to

. o '*7‘ .
'thls 1ssue. It can be 1nferred 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 motivation’to engage in certain types of

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
:-consistencyjall,suppose_a homeostatic model, assuming that

" incongruity, imbalance or dissonance are always experienced as ~.
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aversive. Thuslalthbugh they explain interaction with the novel,
they cannot accpuﬁt for the'ﬁendenCy to seek it out. Of the
atﬁributional ﬁoﬁiQation theorists; Weinér {1972) has not con-
centrated on the'phenoﬁenon of intrinsic moti&ation; although

his expanded theéry<(1982) can account for it in terms of causal
cognitions. Deci (1975; 1980) and Deci and Ryan (in press),
howéver, have giVen a central role to intrinsic moti&ation.

Théig qonceptualizatidn will be presented in’the section which

. follows. |

et

3. Deciﬁs:Conceptualization‘of»IntrinSic Motivation.

-

3.1 fThefaohcept'of ih£rinsic motivation

o el . . ; .
. i

' Déci:§,model ofiﬁupan fﬁnctioning is organismic, interactive,
'nQp-homeoétatic and éogniti&é. His outline of a general theory
e R p . : |

- of motivation and his account of the precise way in which cog-
‘nitive processes operate to determine behaviour have been pre-
sented in Chapter II (pp.33-37).

wWith regard to intrinsic motivatidn; Deci maintains that "... All

humans .are born with the basic and undifferentiated need for
ereling competent and self—determining e (1975, p.65) ..

This is tﬁe permanentﬁcéhdition of.the wakeful human organism.
It may bé interruptea”from.time to time by_primaryidrive néeds,
e.g. hunger; éndlby.real time'emotional needs;_e.g. fear.

But for a_greét deal of the time the individual's natural
'state_is an awareness of his intrinsiqhnegd forrféelingsqu
'competehce and selffaéférmiﬁatién. . Consequently,tif_f:eg;Eo:
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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 kind of behaviours 1likely 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.

Thus people tend to engage in or to seek out situations which

are near the limit of their own perceived capacities.-

Dec1 does not deny that people may also be extr1n51cally moti-
vated by the prospect of rewards. It does appear, however,

that the extr1n51c rewards valued by most people are related

~

to_either emotional or primary'drive needs. By definition,

¥

'Eﬁe rewardsfaSSOCiated'with intrinsic motivation (pleasurable
feelings of self-determined competence) cannot be administered
by an outside source. Deci points out that Rotter's (1966)
concept of internal locus of control (referred to in Chapter IT,

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
to : ~ .
need for competence and self-determination ..." and add that

the operatlonal deflnltlon of such behav10urs is "... those
that are performed in the absence of any apparent external

contingency ;.."/(p.42),

Decl and Ryan (in press) have elaborated the orlglnal model of

1ntr1ns1c motlvatlon as follows. They 1dent1fy three classes
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of_behaviour generally considered to be self-regqulated. The
first is genuine self-determination - the unfolding»ofzaperson's
internal nature by means of direct interaction with the environ-
ment; independently'and.Voluntarily engaged_in: The other two
-are both forms of internalization‘as the result or eiperience.
Such internalizations are necessary as ways of acoommodating to
inflexible-aspects of‘the enVironment. If the internalizations
are.;integrated"(i e.'fnlly assimilated‘so that they do not
”generate confllct) they functlon as internally 1nformatlonal
events uoon whlch the person can base choices. If, however,
the 1nternallzatlons are 1ntrogected' (1 e. merely the 1nternal

-

'representatlons of external ﬂontrols w1th the e1ement of
conflict between controller and controlled Stlll present) they
function as - 1nternally controlllng events whlch force the person

- to behave ln certaln ways.

e ‘# g . i . -,

It lS argued that only genulne self determlnatlon and 'integrated'
;nternallzatlons can be the source of truly_1ntr1ns1ca11y'
motivated behaviour. . 'introjected' internaiiZations result in
behaviour which is apparently selffregulated. In fact, the

external control is still operating.

3.2  The development of intrinsic motivation

‘/‘

[y

Deci COnsiders-that(human-infants are born with a basic need

to feel competent and selffdetermining and that this need becomes
differentiated into specific motives as a consequence of,the
child’'s interaction with the env1ronment Achievement moti-

vatlon and the need for self-actualization, he suggests,'may be

S .a L. . ; - -
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examples of'speeific intrinsic motives. The differentiation
process resnlts in certain relatiVely_stable mdtives,in adulthood
but continues throughout life to_modifyAintrinsic motives.

Deci (1975)‘points out that his view is similar to the accounts
-proposed by White (1959) and Kagan (1972) of the differentiation
of motiVes; and that it can be related to Maddi's (1970)
suggestion that an innate need to.discerr,meaning develops as

a result of‘interaction:mlth the enVironment; ~ He adds that it
iswalso'cdnsiStent;withtthe account outlined bthunt (1965,
1971) of the ‘way in which increasing COgnltiﬁe capacity leads
tedan interest in.povel situations during the first two years

of life.

s

Deci and Ryan (1982) refer to three lines of research which

_1nd1cate that for any motlvatlonal orlentatlon to develop

there must be clear cont1ngenc1es between behav1ours and out~
cemes. - -Children require an.env1ronment in which the relatlon?
ship;between:their behaviour and its consequences is consistent
and discernible;h The development of an intrinslc orientation
requires, in addition, that cdntingent outcomes be administered
in a mannerwwhich responds to the child's behaviour, rather
than attempting to demand or control that behaviour. The issue

of controlllng versus 1nformat10nal rewards will be fully

d1scussed later in thlS chapter (pp-57-61) .

The child's metivational orientation thus develops as a result
of his social’;ization experiences:  Since gir‘ls and boys are
treated very. dlfferently from blrth it seems possible that
they w1ll differ in both the extent to whlch genuine 1ntr1n51c

motivation develops.and in the . kind oflinternalizations _
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(integrated and intfojeqted) which they make. Deci does
not'specifically_refer to this point; but he intefprets research
findings (Déci; Cascio and Krusell, 1975) of gender differences
in terms of the different socialization experiences of males

and females.

Deci's conceptualization of intrinsic moti&ation.céntradicts
'behagipurist"ahd early_psycho-andlytic accounts of this type
of,behaviour. It is, however; compatible with-a‘psychological
.arousal.approqch ana Deci has;:in fact; proposed certain
modifications to Hunt;s.(1965)'theory;whicﬁ would accommodate
his own view by allowing the individual a more active role

in éétermi@ing béhaviour. The tradition which has stressed
éhe fg}efof emotion iﬁ.ﬁotivétion links up with Deci's position
in that he too envisages the human organism as séekiné'agree-
able affect (aésoéiated with feelihgs of competence and self-
z?determinatidn). Both humanistic and recent psycho-analytic
appioééhes to motivaézgh seem aware of the kind of need which
Deciedescribes, but neither.approach is as precise in ité
defini;ion or as specific in describing the process by which
the need is linked,té/its satisfaction. In comparison with
other cognitive'ﬁérspectives, Deci's view ig at variance

with cognitiﬁe consistency models, but not totally unrelated

to the_attributional approach“oﬁ Weiner (1972).
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4. Related Approaches

4.1 Competence oriented approaches

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

its insistence that motivatioﬁ theory take account of competence
related behaviour. White suégested a 'competence; of feffect—
ance' motivation based on,an intrinsic need to deél effecfively
with the environment. ‘He‘maiﬁtained that this.neéd reéulted

in behaviours such as ekplorétion,,ménipulatioﬁ; attentidn, per-
éeptioﬁ} thougﬁt and commﬁniéatioﬁ. ~ Mastery achieved through
these behav%oufs resulted, he claimed, in feelings of efficacy
which were ighérently pleasurable.  He conceived of such

intrinsic motivation as an ongoing condition of the organism,

. energized by the central nervous system and periodically inter-

'fruptéd,by_tissue needs.

Harter (1981a, 1982) has expanded and differentiéted White's
global modei 6f effectance motivation from afdevelopmental
perspedtiﬁe. Her_mqjor focus has been the élaboration of a
model 6f'mastery motivation consisting of a network of related
vafiablés. She outlines the following developméntal sequence.
InnateAeffectancé needs are present at birth, but are powérfully
influenced by sociaiization processes. Evaluative reactions

by significantxaéhers to the product of mastery attempts influence
children's sense of competence, while affective responses by
these others to theAErocess df attempting mastery influence-
chiidrenfs sense of self and self-esteem. Finally, around

the- age of six, children internalize. the standards_and»grite;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 outoomes, and therefore

M‘ conpetent. - The associated agreeable affect of pride in one's

own oompetence maintains interest in mastery behaviours. The
inborn urge to be effective,'alﬁhough“still present,vis, according
dto;ﬁarter, topa large exteht repiacediby a need which has dev-
eloped_out of it, a.need §¢ be oomperent, to perform inAaccordance

with internalized evaluative criteria.

~l‘~,

are two sources of apparently self—regulated behaVLour, namely,.

‘

the 1nnate effectance need and lnternallzed standards of com—

'peteﬁée. . She does not, however, make the dlstlnctlon between
1ntegrated and 1ntro;ected lnternallzatlons. She makes clear
that‘her use of the term flntr;ns1c refers to "... an ‘experiential

process whereby motivationalandinformationalfunctionsonce
extr1n51c to the Chlld are modeled, incorporated, such that
they become 1nternal to the Chlld ..." (1982, p.18) and suggests
that-a better label might be ‘internalizedf motivation. This
clarifies the fact that Harterfs emphasis is very different
from that of Deci andgﬁYan. She chooses to ignore the direct

role of innate effectance needs in motivating behaviour, and,

-
L

although she acknowledges the significance of the cognitive

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

of feelings of self-determination.

Harter-and ‘hercolleagues have ‘developed domain specific measures: -
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for the various constructs in their model. The measure of
1ntr1nsxc 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 Chapter 1v (p.74) and the actual text

(with minor ‘amendments) is to be found as Appendix II."

‘Dec1 and Ryan 11980) p01nt out that Bandura's work is related
to the 1dea of 1ntr1n51c motlvatlon. Bandura (1977) malntalns
'that people engage- in behav1ours only if they have expectatlons
that they can perform them eff1cac1ously. Although Bandura

'"refuses to .assume any underlylng motivational construct his

theory is based on the importance of efficacy or competence.

4,2 Self-determination oriented approaches

A concern Qith the notion of perceived responsibility is evident
from several directions. The notion of locus of control (Rotter,
1966) and‘the growingﬁrecognition of the importance of internal
attributions og,control and causality in motivating approach
behaviour have been referred to in Chapter II.

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

theory of psychologlcal reactance, and Steiner (1970) is

concerned with perceived freedom. Sellgman (1975) has lnvestlgated

T~



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-huﬁan‘organism'has-an innate tendenéy_to develop more

complex cognitive structures. = This is achieved by the re-
léﬁed_processes'gf/assimilation and accommodation. Assimi-
lation'refers“to-éhé~incorporation of new aspeéts.of,the environ-
ment into existing/cogniﬁive:structures. Accdmmodation‘refers
't0‘£he-m6dificatiqn of‘existing cognitive structures in the

ihformatidn‘from\the environment.  Development

P

light of new:
'requires sglﬁulus 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

2 .
discrepant. Deci'mainﬁaihs that seeking challenge represents
seeking a situation which is assimilable but not completely so,
while conquering challenge represents accommodation and the
subsequent éssimilation_pf the new situation. Deci adds that
an innate-tendency_to/dévelop more complex cognitive structures
is precisely whéf might be éxPected if there is in fact an
intrinsic need for competence and self-determination, since more

adequate cognitivé abilities must provide a better means of

SAtisfying"this need.

53
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Deci refers to Mischelfs (1971) interpretation'of Piaget which
discusses the motivating power of inconsistency. He is in
agreement with Mischelfs 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 motlvate cognitive growth cycles which consist
of seeking stimulus nutriment, gating, storage and lntellectual
play. - Deci comments-that»thisﬂls an elaboration of the seek
and conquer process described by him. He is in agreement with
Elklnd's conclus1on that performance (involving a fully aSSlml-

.lated act1v1ty) is not 1ntr1n51cally motlvatlng. Dec1 reasons

N

that it is not p0551ble to contlnue to feel competent and selfw

'determlnlng w1thout mov1ng on to new SLtuatlons.

fS;“f-The Measurement of Intrinsic Motivation g

In terms of the operational definition of intrinsic motivation
proposed by Deci and Ryan (1980), namely, behaviours which are

T ’ :
3 "

"... performed in the absencetxfany external contingency ..
(p.42)(.the.most common measure i$ amount of time spent on an
activit§ when subﬁectsAare under no apparent obligation to do
so, and when at least some other occupations are possible.
Other behavioural measnres which have been used are willingness

to participate in another similar experiment and desire for

additional information (Harackiewicz, 1979). Self reported
levels of interest or enjoyment have also been taken to indicate

1ntr1n51c motlvatlon (Harack1ew1cz, 1979; Calder and Staw,

-

'1973)

-

R
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A ‘common experimental paradigm in studies investigating the
‘relationship between:intrinsic motivation and rewards is to
have the subjects perform some activity generally considered
to be intrinsically motivating (e.g. puzzles of various kinds,
j’drawing) and to reward one group of subjects (under various
T_conditions) and not another.  Subjects are then observed when
they'believe the experiment to be o?er,'andvthe'amount of time,
if any, that they spend on'an activity of the same type as
the experimental task is recorded.. During this period’

alternative activ1ties are of course available.

A difficulty arises -when an attempt is made to measure intrinsic
motivation which is the result of internalizations of competence

- o

values. ) The_behav1ours are domain specific’ and are often per-

formed 1n situations in which either an intrinsic or an extrinsic

motlvational orlentation could be operating.” Self'reports

;.

“'of the percelved reasons for one s behaViour can be either
consclously or unconsCiously inaccurate‘ As yet, no satis-
factory other form of assessment has been devised. 'It,would
seem in principle feas1b1e to develop a behavioural measure
_based on inferred differences between intrinsic and extrinSic
approaches‘to the same type of situation. 'Another possibility

is ratings on a standardized checklist by third parties.

./V

6. The Effect of Rewards on'Intrinsic Motivation

6.1 . Research findings

A considerable amourt of'research has been devoted to thejﬁ
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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
\ - inorder to receive the reward, with a subsequent decrease

in intrinsic motivation. Lepper,»Greene and Nisbett :(1973)
pointed out that self-perception theory impliedvthis 'over-
justlflcatlon hypothe51s' and the phenomenon is often referred
to.as the overjustlflcatlon effect' Results of thlS nature
wéie obtalned by Lepper et al (1973).with'pre*school-children,
by Kruglanskl, Alon and Lewis (1972) with school chlldren, by
Deci (1971, 1972) w1th college students and by Calder and Staw
(1975) Wlth bu51ness students. The flndlngs were conSLStent
whether the dependent measure was the amount of time spent on
‘;5the aetlvltyrln affree ch01ce situation (Deci, 1971, 1972) or
.selffrepbrted enjeyment of the actiyity'(Kruglanski et al,
1972) or performance measures (Kruglanskl, Freedman and Zeev1,
1971). Field experlmentS'(Staw, 1974; Notz, 1975) -'yielded
‘similar results to those found in controlled experimental
Asettinés; | 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 rewardsfleads to the enhancement ef intrinsic
motivation (Weich; 1964; Staw, 1974). A recent review of

studies in this ‘general area can be found in Deci and Ryan (1980). .

Research has also been conducted from a behaviourist perspective

(Farr,‘1976; Finegold and Mahoney, 1975; Hamner and Foster,:
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1975; Reisé and Suahinsky, 1975; Farr, Vance and McIntyre,
. 1977). These studies have reported findings which do not
support the undermining effect ofArewarda on intrinsic moti-
vation, 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 theore;iéal and
mgthdd019gipa1 differences account for ‘these findinés.v They
reiterate Ehe pqint maae by Deci (1976) that preference for a
reinforCeqant_ratber than a cognitiye axplanation is_largalyi
a statemagtﬂof preferred:metatheoryﬂ_} Iqladditioq;:ﬁpeycreject
ithe term fove;justificatibhf as being theoretically tied to

an attributia;a# self—perceptian'framework'?hich,.theyAbelieve,

is an incompleté explanation of the phenomenon.

[
s . .

Yt 672 Cognitive evaluation theory.

e

Deci (1975)vpfopdsédlthis theory as an explanation oflthe effect
‘Qf rewards bn‘intrinsic motivation. 'The theory states, firsﬁlyr
‘that intrinsic motivation decreases when the perceived locus of
‘causality of an activity changes from intarnal to external;
secondly, that iatrinsic motivation‘isyincreased when an activity
enhances feelings of competence and Self—degarmination. Thirdly,
accordiné to thexthésry, extrinsic rewards alwayS'have both a
cbntrolling“aad an informational aspect.‘v“If the controlling
aspect is salient'to the person being rewarded,,fhe‘locus'of
causality becomes extérnal and intrinsic motivation decreases;
if the.informatiqﬁal aspect.iS'salieht_to the persbh; iﬁt;insic
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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.

&‘Decipand.gyan (1980) point out that the theory does not simply
refer to attributionslof external causation. This account
of the process is intended as “... a heuristic description of

the perceptlons and cognltlons that accompany changes in under-

lylng motlvatlonal processes ..{“ (p 44) | They consider that

the motlvatlonal source remalns 1nternal but that the extrlnsic,

[ LT - = . —

‘ rather than the 1ntr1ns1c, motlvatlonal subsystem is called 1nto

play. o~ . -
- iy P !‘ ) ¢ : - D . s .-

.. S . o
1 R - YN Mt T

Deci and“Ryanfs Q1980)aaccount of cognitive evaluation theory
-contains”modificationsyof.the 1975 ‘statement. - Eirstly, the
”»Eérm"‘perceptions!tof competence,nratherathan "feelings' of
competénce; 15 employed. - This does not;imply:that feelings-
are not present but makes the statement consistent with the
reference to perceptlonsf of the locus of causality. Secondly,.
ihe-self-determining.and competence components'of intrinsic
otlvatlon are separated. '-The one processAis conceptualized
as oriented toward self determination and the other as oriented
toward the need for competence. The latter only involves self-
determlnatlon 1n so far as this is a prerequisite for perceptlons
of competence:‘ Thus a reward of whlch the controlllng aspect

is sallent decreases 1ntr1n51c motlvatlon because it is assoc-

1ated w1th the perceptlon of an external locus of causallty

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

the?informationalﬁaspect is _salient .increases intrinsic motivation.

F——
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because it is associated with the perception of competence

(the competence component) .

6.3 Support for cognitive evaluation theory

Tﬁis consists, firstly, of the repeated findings already referred
to of the detrimental effect of reward on intrinsic motivation
over a'variety of different rewards. Secondly, it can be
argusqwthst,_if rewards in&oke the sxtrinsic motivational.sub-
systsm bsqaﬁss'they_give rise to perceptions of external caﬁsality,
other éxternally,imposed controls should have the same effect.
Findings thatsthis'isvtﬁeﬁcase have been reéorted by Amabile,

de Jong and Leppsr (1976) with external deaé;ines and by Lepper
and Gresne (1975) with surveillance. It has also been. found
 thatT;pcreasss in‘the perceived internality .of the locus of
.c;usaiigy’haVé-a'positive effect on intrinsic motivation. (Swann
and Pittman, 1977; Fishé:, 1978; ?Zucksrman, Poras;”ﬁathin,.

Smith and Deci, 1978).

;here is also evidence that intrinsic motivation is enhanced

by positive competence feedback, which may be selffadministered
(inferfed from successful performance) of administered'by,another
person, usually in thgxform of a verbal reward (praise).

Findings to this efféct are reported by Anderson, Manoogian and
Reznick (19765; Martin (1977)., Swann and Pittman (1977)

and Boggiano and Ruble (1979) using chiid:en as subjects; and
by Harackiewicz (1979);, Arnold (1976) and Deci (1971).with

adult subjects.

i

hat verbal rewards sometimes

It has been observed, however,

~

k]
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have an adverse effect on intrinsic motivation in adult females
(Deci, Cascio-and Krusell, 1975; Carone, 1975). Deci and
Ryan (1980) suggest the plausible explanatibn 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 peréon or self—administgred 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 haé 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-
trihsic 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 feedback, intrinsic motivation
is increased. Several studies have attempted to‘vary reward
conditions in order to éompare these two aspects. Deci and
Porac (1978), Enzle and Ross (1978), Rosenfield, Folger and
Adelman (1980) and Pittman, Davey, Alafat, Wetherill and

Wirsul (1980) all report that rewards administeréd ‘information-

ally' tend to increase intrinsic motivation, while rewards



administered 'controllingly' tend to have either no effect or

a detrimental effect on intrinsic motivaticn.

Intrinsic motivation:

Figure 1

effects of reward and no reward situations

intrinsically motivated
individual

engages in activity
(e.g. arithmetic problems)

NO REWARD EXPECTED

REWARD EXPECTED

i A
perceived as perceived as
i informational’ controlling
, | 1
positive negative negative positive positive
feedback feedback feedback feedback feedback im-
implying not im- implying implying plying compe-
conpe— plying incompe- competence tence but
tence incompe-— tence also lack of
tence self-deter-
mination
b | I l |
INCREASE NO CHANGE DECREASE INCREASE DECREASE
in in in = in , in
intrinsic| }intrinsic| {intrinsic intrinsic intrinsic
moti- moti- moti- motivation motivation
vation vation vation '
(tries (tries (seeks other (tries next (tries next
next sum) sum again) activity if ~sum) sum only if

permitted)

reward expected)



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.

With regard to the rewardee, the factors which research to
date ‘indicates may be relevant are gender (differential reactions
to praise) and locus of control (differential reactions to
praise and to intrinsic feedback). It seems very likely

that there may be others.

Situations which have been suggested as conducive ﬁo'the per-
ception of the controlling aspect of rewards as salient are
those in which rewards are expected and performance-contingent.
Lepper gf;éi (1973) reported this effect of expected 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),
Harackiewicz (1979) and others report decreases in intrinsic
motivation following performance-contingent rewards, but the
opposite result has also been found. Deci and Ryan argue that
performance-contingent rewards can be either controlling or

“informational depending on the manner in which the contingency
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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 rewérds.' Two field studies
inVolving teachers as rewarders (Deci, Neziek and Sheinman
(1981) and Deci, Scﬁwértz, Sheinman and Ryén (1981) 5 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 Motivational orientations in the school situation

It is usual in human societies fpr adults to conduct some form

of education in order to socialize the young according to the {
accepted values, attitudes and behaviours of‘the community.

Two common aspects of formai 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
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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 foster 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 résult of internalizations of the
éompetende 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;

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 childrenlrequire

a contingent environmént in which they have the opportunitylto
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 feédback about competence. beci
and Ryan (1982) makevthe point that this can mean allowing
children to fail rather than forcing them to succeed. Children
coerced in this wéy may fail:intentionally as a way of regaining

their freedom. or +hev mav achieve a comnliant cenerasgs Fazr vbiak &k
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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 thié 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 énVironment 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 by more traditional methods.

7.3 Research findings in educational settings.

There has been little research into factors which influeﬁce
intrinsic motivation in schools and the only available measure

is the Harter (ﬁ981b) Scale of Intrinsic Versus Extrinsic>
Orientation in the Cla%}oom. For a description of this question-
naire, see Chapter 1V, p. 74, 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 fgr the ‘two inform-
ational subscales of her measure and the same result is also
described by Deci and Ryan (1980) . The latter ao‘not, however,
clarify whether the motivational subscales showed an appreciable

difference.
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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 gifls.v

More attention has been paid to the question of the effect of
controlling rewards in the classroom. Two field studies which

"investigate this are described below.

On both occasions it was feasoned that teachers whose general
orientation was toward control would tend to administer class-
room rewards cont;ollingly, while teachers whosé general orién-
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 measured by Harter's (1981b) scale.

In the firét study, Deci, Nezlek ana 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 avefage change

"score for each classroom. The 35 teachers concerned completed
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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 élassroom climate as supportive of intrinsically'

oriented behaviour.

It was found that the teacher measure correlated significantly
with the children's perceived competence scores (on the Per-
ceivea 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
colleagues conclude that teacher orientation had a cleér 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-échool year pro-

gresses, limiting the impact of individual teachers.
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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/autonémy orientations.
Only the relevant aspects of this study will be described here.
These researchers selected six teachers.who hdd 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 betWeen
the two administrations were weightéd 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 extréme scores (z=-scores

of -1,482 and 1,375).

The data were subjected to an analysis of variance for each of

the five subscales. The change score on the perceived cog-
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 téachers
showed significant differences in intrinsic motivation in the
pfedicted direction for two out of the three subscales (pref-
erence for challenge : p = ,10 and independent mastery :

p = ,01).
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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 compétent 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 équally plausible

and Well supported” explanation of how infrinsic motivation
operates and accounts satisfactorily for the effects of extrinsic
rewards. If intrinsic motivation is acéepted 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, HYPOTHESES 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 procedufes_
involved in each of its three parts, namely, . the pilbt study,

the teacher orientation measure and the main study.

2. Aim and Hypotheses

The aim of the study was to measure and compare the intfinéic
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 usea 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
orlentation is toward control tend to administer classroom
rewards controllingly, while teachéfs whose géneral orientaﬁion
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,
_Nezlék and Sheinﬁén (1981) and Deci, Schwartz, Scheinman 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 weei in the care of
the same class teacher and least appareﬁt 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.

71



3. Method

3.1 Measuring instruments

3.1.1 The 'Problems in Schools' gquestionnaire

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 lo&, or a negative,

score indicates an orientation toward control.

The measure consists of eight examples of common problem sit-
uations in scﬁool. Each exémple is followed by four possible
response options which are scored as 'highly controlling',
'moderately controllingf, fmoderately autbnomous? and 'highly
au£onomousf. ‘ These response options are presented in varying
order across fhe eight eﬁamples. 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 averaged
to give a score with a range of 1-7. A total score is cal-
culated by weighting the fhighly controlling' subscale with

-2, the fmoderately controlling® subscale with -1, the fmoder—
ately autonomousf subscale with +1 and the fhighly_autonomousf

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 adminisfration 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 foursubscaIesyielding'
Cronbach's alpha values of ,73; ,71; ,63 and ,80. In
addition, when each of the eight items of each of the four
subgcales 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. Validity studies indicate that theré are significant
correlations between teachersf scores on the questionnaire énd
childrenfS'scoreé on the classroom climate measure developed

by de Chérms (1976) (r = ,35) and between teachersf scores and
pupilsf scores on the three motivétion subscales of the Harter
(1981b) scale (r Qalues between ,27 and ,56). - in addition, the
teacher scale correlates significantly with the general self-worth

and cognitive competence subscales of the Perceived Competence Scal
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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 teachérs; 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 gquestionnaire was éhanged in minor
ways, e.g. "marks" replaces "grades", "souvenir coin" replaces
"silver dollar paperweight" and certain of the children's némes
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 6f intrinsié vefsus 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 v Preference for
challenge easy work assigned
Subscale B Curiosity/ v Pleasing the teachery
) interest : getting good marks
Subscale C Independent v Dependence on the

mastery teacher



75

Each subscale is made up of 6 items presentedin a structured

alternative format, viz.:

really true sort of sort of really true

for nme true for me same kids other kids true for me for re

like hard B prefer easy

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
dimehsions 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 conétruction 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.



Subscaie reliabilities were assessed by means of the KR 20
formula and reliability coefficients for the three motivation
subscales ranged from ,78 té ,84; from ,68 to ,82; and

from ,54 to ,78. Test-retest reliability data were collécted
after a 9-12 moﬁth.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 révised 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‘éolutions revealed the same basic factor structure.
Five factors emerged,_with items loading on 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 'openf school (which
emphasized the educational principles capﬁured by the ‘intrinsic
pole of the subscales) were found to be significantly higher
than the mean scores of a group matched for age and sex at a
‘traditional' state school. 1In addition, a parallel éeacher
rating-scale with the same formét as the motivation question-
naire was constructed and pupils were individually rated by
their classroom teachers. Correlations between teacher raéings
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

7¢
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South African pupils. As'with the 'Problems inSchools'
questionnaire, minor changes in the wording were considered
neéessary, 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 associated with self-feport
measures, it was felt that the classrqom questionnaire should
be supplemented by some more direct behavioural measure of
intrinsic motivatibn to perform schoolwork tasks. For this
purposé, 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
invéstigator élaimed, had been forgotten Eut was on its way.
This measure was compiled séecifically for the present study,
as an exploratory device, and consequently has no reliability

or validity data associated with it.

The fActivity Bookf 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, fjoin the dotsf,

drawing patterns and pictures. Then followkthree pages of
arithmetic tasks reqﬁiring 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 answer#, the selection
bf correct comprehehsion 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 ‘averagef
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 simplé sum or
word task attempted, 3 for each maths problem answered, 5

for each comprehensionlanswer 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).
Cleafly, no attempt need be made to assess whether or not

an answer is correct. The booklet is designed so that it is
éossible for a child to engage in one specific type of school-
work for the full period that it is in his possession (15
minﬁtes). Thus scores approaching the maximum are not to be

expected. The 'Activity Book' is attached as Appendix III.

3.2 Pilot study

This was undertaken toward the end of the schoollyear at a

state primary school and.at a private school in Cape Town.

Its primary aim was to discover whether the motivation measure
designed for use with United States school children was appropriate
and Valia in a South African setting. It also provided Valuable

experience in administering the scale.

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
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room and the investigator.told the pupils that she was inter-
ested in finding out '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

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 pupilsf 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
célculated in ordér 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 Chapter V (pp.90-94).

3.3 Teacher orientation 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
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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 tha; their participation was voluntary
and that no persons or schools would be mentioned by name

when the study was written up. They were aléo 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 fProblems in Schoolsf qguestionnaires 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.

Although the desired design only included teachers of Standard 1,
Standard 3 and Standard 5 pupils, it was considered aévisable to
ask all teachers to complete the questionnaire, in case it be-
came necessary to adjust the deéign because a sufficient number

of teachers for each cell was not obtained. = The final numbers

were as follows:

Standard 1 teachers 10
Standard 2 teachers 12
Standard 3 teachers 16
Standard.4 teachers 15
Standard 5 teachers 18

TA+al 71
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Of this total, 22 of the teachers were male and 49 were female.
It would have been preferable to seiect 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.

Of the eight schools involvéd in the study, six were co-educational
and the othef 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
rémaining 24 were 13 teachers of boys and 11 teachers of

girls. The fact of including the two single sex schools

is a weakneés of the study which will be discussed in Chapter VI,

(pp.131-132).

The results of the teacher study are presented in detail in
Chapter V (pp.924-96). 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 studyv

The main study attempted to assess pupils' intrinsic motivation

in three different ways. These were: a self-report questionnaire
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 practlcal

economy, the latter two procedures were carrled out w1th only

a comparatlvely small subsample of the total sample of puplls
who completed the questionnaire.

3.4.1 Self-report measure: 'Classroom Questlonnalre

I
y}., HEPRPEN . . RS ID AL

T N fﬁ/ I PR P N S SO S
Comp051tion of the sample: The subjects who completed the

l

'Classroom Questlonnalre were the puplls of the three most

autonomy orlented and the three most control orlented teachersv
/- -
(as 1dent1f1ed by z-scores on the 'Problems in Schools questlon-

na1re) at each of three levels - Standard 1, Standard 3, and
Standard 5. - Thus a .total of ‘18 classes was involved in the-

‘following design, with -an average of 38 pupils in each cell

(N = 459)
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- Table 1

Research Design for Main Study

Standard 1 Standard 3 Standard 5
) m £ m £ m £ .
Control oriented
teachers
Autonomy oruaﬂed

tamﬂmrs

As’has already been mentioned (p-81), of the orlglnal elght

schools whlch took part 1n the study, slx had pupils of both

%

sexes, whlle the.remalnlng two were a s1ng1e sex boys’ school
and a 51ng1e sex glrls' school. Thus in order for there to
be a reasonable balance between male and female subjects 1n a

spec1f1c cell, elther 1t had to cons1st of three mlxed sex

classes,4oerf two 51ng1e sex classes {(one of boys and one

| of girls) and a mixed sex class.

Thls presented no dlfflculty at Standard 5 level or at Standard 3
1eve1. At Standard 1 level, however, a problem arose with the
autonomyforiented cell.  Of the 10 Standard 1 teachers who
combleted 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 haﬁe a large disproportion between
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 thé second visit to

the Slx schools involved the principals and teachers concerned

were told that these teachers had been identified as haVing a
consistent style (not spec1fied) of classroom 1nteraction and
'that, since 1t was con51dered p0581ble that such styles might
have ‘an effect on classroom motivation, it would be apprec1ated

.

lf they would agree to allow their pupils to complete the

,vmotivatlon questionnaire.

,,_;,.....- e PER . . - [ RPN

e

\.‘ PRV

The qnestionnaire was administered during normal school hours.
Thesclass teacher left the room and the investigator explained
that she w1shed to find out which pupil attitudes were most
gommdn and discover possible 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 methoc_of completing the questionnaire was
demonstrated'on the blackboard, after which pupils attempted

the sample questions; When it had been established that every-

one understood, the investigator read out each item slowly, and

84

Lz, A SN e s L R - . . -



85

allowed time for pupils to reflect (if necessary) before markinc
their respense. 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 questionnalres were scored, and a mean score and standard

”dev1at;on for each of the three subscales were calculated for

each cell of the design.

A‘Statisticalmprbcedureﬁ" The original intention was to subject
the"data to ‘a 3-way Analysis of Variarnce test. - = = = It
was”discovefed)"waeVer;‘that in the case“of”each“subscale,'
the scores dld not meet the condltlons under whlch an Anova is
the approprlate statlstlcal technlque. ﬂ'Flrstly,,the scores
were not normally dlstrlbuted but negatlvely skewed (see |
’Appendlx IV)  Attempts to normallze the dlstrlbutlon by per-
' fOrming transformatlons dld not have the desired effect.
'Secondly,ﬂlt,was quest;oned‘whether the data were based on
genuinely interval measurement. Although‘the Anowa is

known to be a comparatlvely robust test, it was considered un-

wise to dlsregard the v1olat10n of two of its assumptlons.

It was ascertained that the most appropriate statistical procedure

to assess the inter-relationships between the variables would

»

be to fit iog—linear models to the multi—dimensional.contingency

-

tables of frequencies (Bishop, Fienberg and Holland, 1975).

Scdres were classified as follows:~ the 19 possible scores on
the questionnaire, ranging from 1,0 to 4,0, were¢assigned to
~" four categories, namely : : o o
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-

”_Standard”1 level. Since these pupils spend nearly the whole .

Code 1 scores of 1,00; 1,17; 1,33 and 1,50.

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 included 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 1nto one category (low scores) whlle )

1eav1ng Code 3 as mlddle range scores and Code 4 as hlgh scores.

v\_uf‘"’)?'“ AL

Even so Category 3 accounted for approx1mately 50% of the.'w

86

. scores for each subscale. POSSlble reasons for thls are dls- »

cussed in’ ChapterVI (pp 128 129)

1

‘Contingency tables were set up and log linear

models fltted to each us1ng “the BMDP P4f computer program

Tests Of" marclnal (Brown, 1976) and partlal (Berh, 1972)

assoc1atlon were conducted to assess the 1mportancecﬁfeach

1nteractlon in the multl-dlmen51onal contlngency table. On
the basis of these, certain log—llnear models were fitted to
the data and their goodness of fit assessed by means of the

likelihood ratio. Chi-square statistic (Kotze, 1982).

3.4.2 Behavioural measure: ‘'Activity Book*

The subjects’ln 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 teacheriat

1
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school week with the same teachers it was reasoned that any
effect of 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 school. 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

Aof the questionnaire with another measure. The teacher was

in each case asked to co-operate in planning the 'Abtivity

[Book' so that the schoolwork would be appropriately challenging

”for her pupils.;" .

The measure was used as follows. Once the.teacher had ieft
Vthe’room'the investigator_enplained to the pupils that she had
accioentally left the new.questionnaires at home, but that they
were heing brought1x>the school. As if on impulSe, she offered
the pupils the 'Activitleook' to occupy them until the qnestion-
-naires arrived. The contents of the booklet were demonstrated
and it was mentionedfcasually that the schoolwork of course
would not be marked. - The.hooklets were handed out and the in-
vestigator again indicated that the children should fjust

choose something torkeep themselves busyf. " She then moved
restlessly around"the room, consulting her watch frequently.
After 15 minutes it was announced that, since the questionnaires
had not arrived, the project would have to be abandoned, as

~there would not be time to complete. them._ The pupils asked

‘as expected) lf they could koep the booklets.. They were

LTy L SR - - o~ o n .
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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 confus1on and some anx1ety the debriefing procedure

was not carried out w1th the other class.

The booklets.were scored, and means and standard(deviations
calculated for each class.:-2The correlations between’ the -
pupils' scores on. the 'Activ1ty Book' and their scores-on each

'of the three subscales of. the 'Classroom Questionnaire'

:
-

were-also calculated..:

°3.4.3 1Parent inter#iews

" The two“teachers whose classes had been .given the 'Activity
Bookf were asked to provide the names of parents who would be
likely toﬁagree to being interviewed. 'These parents were to

gz,.if possible, those of children in the middle range of
abilities: lt was reasoned that these pupils ought to be the
most intrinsically motivated in any class since motivation
would not'be reduced byrnegative feedback (work too difficult)

.or lack of challenge (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 nothconsidered a great disadvantage, as the

Lfmothers were judged to spend more time Wlth their 8-year olds

and to be more . aware of their general attitudes.

L
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Parents were spoken to in their homes. Their children knew
about the visit but wereAnbt présent at the interview. It

was explained that research was being conducted into motivation
in school and that the pupils had already completed a éuestion-
naire. Parents were asked to comﬁlete the same questionnaire,

answering as they believed to be true about their children.:

This lhtroductory phase was followed by informal discussion

in which the parent was.invited to say how she thought her

child feltAAbout'sch001 and ‘schoolwork. The following gquestions
were'alsé introduced into thé conversation.  What does your
Chila'likerto‘dofiﬂ'his*spéreLtime?*3‘DoeS'heTenjoy reading,

and "if so,lwha£Akind of book? . Has he ever asked at home for
additidnal ihformatiﬁn”éboutfsomething présenteévat school?

The entire interviedéiasted between 20 and 30 miputes.

The éqorés on the fCiassroom Questionnaire' given to children
by}ﬁh@iriéa}eﬁfg;were calculated for each'subscéle, and

.correlated With the children's own scores.

4. Conclusion

R
Nt

It was hoped that the three"different approaches to the assess-
ment of pupilsf intrinsic motivation would complement each
other and provide insight into the operation of some of the
factors which influence iﬁ;. The actual résﬁlts obtained are

'presented in Chapter‘v; and discussion of both method and

results is to be found in Chapter. VI.
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CHAPTER . V

ﬁESULTS AND ANALYSIS

1. 7 Introduction

' The results-of the pilot study are given first, followed by
" the results of the teacher orientation measure. The main studv
findiﬁéehgte theﬁ‘presented separately for each of the three

subscales of the 'Classroom Questlonnalre . after whlch the )

S

5
g

7resu1ts of the behav1oural measure (the 'Act1v1ty Book') and

.the parent-lnterVIews are given. o d

-~

12, Piiot.Study B
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" The pilot study was conducted in order'tevestablish‘the validity
of the 'Classroom Questiennairef ihlé éouth African setting and
telgain experience in administering the measure. "The results
ohtained«in the pilot study administration of the 'Classroom
Questionnairef are presented‘ih Table 2. Table 3 gives, fer
comparison, the results obtained by Harter (19§0a) using the

. -
same measure on equivalent aged subjects.

.»/‘



Table 2

‘Means and standard deViations of pupil scores on each subscale

of the 'Classroom Questionnaire', arranged by school class

School

&lass Subscale A Subscale B Subscale C
mean s.d. - mean s.d. ‘mean - .s.d.
std.1 3,5 ,53 3,02 ,70 3,44 ,52
std.2 2,81 ,64° 2,89 ,54 2,93 ,60
T std.3 2,97 ,80 2,95 ,58 ° - 2,87 ,81 -
- std.4 2,76 ,68 - - 2,80 ,55 2,97 ,59
sS85 3,02 59 3,18 65 3,06 55

*std.5 3,06 ,57 3,17 .64 2,87 62"

*Thié!ciéss was at-a private school. - All others. were

%
f

at'tﬁeisame state school.

’

T ~ Table 3

Means-and standard deviations obtained by Harter (1980a) using

the 'Classroom Questionnaire' on 3rd to 7th grade subjects

Grade - Subscale A Subscale B Subscale C
méén' éfé. . mean s.d. ‘ meén s.d.

3rd 3,17 ,63 3,00 ,77 2,96  ,62
4th 2,96 66 2,74 77 2,90 ,65
5th 2,87 T 2,56  ,83 2,75  ,65
‘6th 2,83~ ,65 2,37  ,79 2,80 ,63
7th 2,54 63 2,18  ,64 2,63 ,60

o
Pr
-

The meansland standard aeviations of the Cape Town sample were
on the whole fairly 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

¢

~
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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 trehd and were
noticeably higher than those obtained by Harter. The one
ekception was the subscale C mean for Standard 5 pupils at the
_private school, which was lower than the Standard 4 mean, althodgh

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 intrinsic moti-

=

.. vation scale.’ The correlation coefficients of thésgﬁteacher

assessment scores and pupil scores on each of the three sub-
scales of t§e<?Classroom Questionnaire' are to be found in

A

S ) . e, 1

. Table 5. B _ |

/
i

.:\ .. ... Table -4.. . .- .. SR R

' Means “and standard deviations of pupil motivation scores,

assessed by class teachers, arranged by school class’

School class Teacher . assessment
o Mean s.d.

std.1 ' 2,35 - ,93
std.2 | ' 2,57 1,08
std.3 2,27 1,08

std. A4 2,50 ° 1,07

| _std.s. 2,59 ,91
< % std.5 - ‘ _2125 1116

* (private school)

e Roen @A llialiemiil wed s s o



Table - 5 o - r

Correlation coefficients of pupil scores as assessed by

teachers and scores on each subscale of the 'Classroom

Questionnaire'
T School class Subscale A . Subscale B Subscale C
_ ‘std.1 L3113 ,46 *.
std.2 A8 31 1,04
std.3 .43 % ,15 -0t
) std.4 ,23° T 01 . 14
std.5 34 . .34 24
., . ostd.sT o 4T e 43 160 **
**p 01 | T
Lz *ipgﬂ 795 oL ' R L

S :f,ii'jV' I o : v j

Teacher assessments on the global measure were'consistently

'ulower than puplls' assessments of themselves and teacher ratlngs

i

. showed greater varlance. No developmental trend was apparent
The teacher assessments dld show moderate p051t1ve.correlatlons
with the scores ﬁor at least one subscale of the 'Classroom
Questlonnalre for each class and these correlations either

reached, or just failed.to reach, significance.

Adequate. measures of intrinsic motivation are difficult to de-
vise. The questionnaire as a measuring instrument has well-

known problems associated with 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 complete1y<neW'measure. It was,

-

-~ IR L ~ R
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however, considered advisable to include:ibdn the final study two

other tentative attempts to assess intrinsic motivation.

3. Teacher Orientation Meééufe

The purpose of the teacher orientation measure was to assess
teachersﬂ orientation toward control (indicating a tendency to
‘édminiéterAclassroom rewards cdhtrollinglyj or autonomy
(indicatiné,q tendency té administer classroom rewards inform-
! ationallY) éo that the pupilsin'ﬂxaman1shﬁycoulq_bg selected
as having teaqhérs who were strongly.oriented in one or other
Vdirection.“F%A totai‘of‘71“teécher5\from‘§i§ht schools com- - -+2%
14.pleted the,fPéoblemg‘in SChdolsfﬁqueStion%aire.» The,ﬁaximum“i
g nggber'of,teadhers from any one school was 13, and the minimum
 { ;;;numbervwas‘four; There were'at'leaét 10--teachers from each
| Ischoor’éiass from Standard 1 to Standard 5. ' The scores were 3%

normally distributed with. a mean of 5,26 and a standard deviation

of 3,16.

A cut-off point of.hélf.a standard deviation above or below
fhe.mean was selected._‘vTeaéhers with positiyg z—scores.of

50 and gréater were cléssified as autonomy-oriented and teachers
with hegative z-sqofés of -,50 and greater were classified as
control—or%ented.’ The number of teachers of each school class

e

for each of these categories is shown in Table 6.
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Table 6

Number of teachers of each school class with positive or

negative z-scores greater than ,50

School class Positive z-scores Negative z-scores
std.1 2 3
std.2 5 3
std.3 4 6
std.4 5 6
std.5 5 _S
total 213 23

- ¢

Althéugh all teachérs were réQuested to completé;the questionnairé
so that a sufficiént response would be ensured, the preferred
design only in%dlved pupils in Standards f, 3 and 5 (see

Chapter IV, p.82); HThe teacher orientatioh'measure_reéults
:;'fa;;%ifated thi§=design except in the case of Standard 1 teachers
Ewith‘pésitive'z—SCOres. " For this category it was necessary to
include the classes of two teachers whose_zjscorés.we#e below

thé desired cut-off point in order to complete tﬁe cell ana
mainfain a reasonable balance between boys and girls (see
Chapte:IVﬂ-p.83—84).M.The z-scores of the teachers whosé_classes
were selected to take part in the pupil»study.are‘given'in

Table 7.




' 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 2,13 -1,11
- 0,47 -0,88
o | 0,31 -0,84
std.3 : 1,85 ) -1,78
| 1,07 .-1,23
0,66 . -1,23
std.5 1,46 - -1,83

| 1,30 -1,59

. 1,26 -1,30
Mean 7,17 | =1,31

4. Main Study: Pupil Motivation Measures

e

.

4.1 'Classroom Questionnaire’

Tﬁe results of the three motivation subscales which make up

the questionnaire‘will be presented separately since these
subscales are not designed to be combined into a single measure
.(Harﬁer, 1981b) . As indicated in Chapﬁer:ﬂ((p.74), Subscale A
assessééépreference:ﬂxrchallenge, Subscale B assesses curiosity
and interest, and Subscale C assesses preference for independent
mastery; as opposed tq*ﬁheir respective opégsites. To avoid
confusion with'thejiétters used tb identify the variables in

the statistical analfsis, Subscale A will be referred to as -
the fChallengef subscale, Subscale B as the fCuriosityf subscale}
and Subscale C as the fIndependencéf subscale.

.

"\”
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For each subscale, the mean scores for each cell of the design
will be presented first in order £o indicate the general nature
of the.results. This will be followed, firstly, by Ehe multi-
dimensional contingency table of frequencies; secondly, by
‘the results of tests for marginal and partial association
Gﬁicﬁ were éonductéd to assess the importancetxfeacﬁ 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 £erms of the

.research,hypothéses.

4.1.1 'Challenge' subscale

Pt SO

_Table 8

‘' " t‘Challenge .subscale' : mean scores of pupils

a1

S School Class
std.1 - std.3 std.5
m £ - m £ m £
¥ Control-oriented -
teachers o 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



Table 9

Challenge subscale: 4-way contingency table of frequencies

Teacher School Class
% Score Orien~-
category tation Gender std.1 std.3 std.5
17 c M 0 1 3
F 0 2 2
A M 0 3 '3
F 1 0 5
2 |low o M 10 14 10 -
scores F 8- 14 10
A M 2 9 16
F 5 5 . 6
3 . C M 21 - 14 20
; ' " F 17 26 18
miadle A M 15 18 16
| g9 F 20 . 15 12
scores -
- 4 C M 10 7 10 - 9
 high F 11 6 5
scores A M 12 6 2
] F 17 - 18 12

Total - 149 161 149 459

, _ * Scoré categoi:ies : 1 : scores of 1,0 to 1

A 2 : scores of 1,67 to 2

- 3 : scores of 2,67 to 3,
4 : scores of 3,67 to 4
(for explanation of categories, see Chapter IV,
p. 86).



Table 10

'Challenge' subscale: tests for partial and marginal association

Partial association Marginal association

Effect DF Chifsquare Prob. Chi-square Prob.

* D 2 0,62  0,7327
** ¥ 1 0,26 0,6075
*kk 1 1,15 0,2829
xkxk C 2 32,96 0,0000
DX 2 1,04 0,5939 1,58 0,4548
or 2 0,3 . .0,825 . 0,23 0,8902
DC 4 17,18 0,008 17,63  0,0015
Xr 71 7 0,40 T "0,5278 " 0,67 0,4121
XC 2 3,66 0,1606 4,53 0,1038
TC 2 5,53 . -0,0630 5,72 0,0572
DXT 2 2,12 0,3462 2,20 0,3326
DXC 4 2,57 0,6324 1,88  0,7569
DIC 4 7,00 0,1362 6,54 0,1624
- XIC 2 8,80 0,0123 9,62 .  0,0081
o DXTC 4 10,80 0,0289 g o
- * D : school class
**% X : gender
*** T : teacher orientation
**** C : score

On the basis of the above résult; (Table 10} several models-
were fitted to the data and their goodness-of-fit assessed by
means of ﬁhe likelihood ratio chi-square sta%istic. For the
above table, thg modéi XTC,DC yielded a good fit ()Cf = 22,65;
d.f. = 18; p = 0,2042). The non-significant p—Valué

indicates that the model proVideg a good fit to the data.
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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.
' Tabien11

'Challenge' subscale : frequenc1es according to gender, teacher

orlentatlon and score category (XTC 1nteractlon)

Score Teacher Gender

category orientation M. F Total

Codes C 38 36 74

18&2, A 33 22 55

. T Total 71 S8 129
T ode 3 c 55 61 116 -
el ‘ A 49 47 9 -
Total 104 108 212

Code 4 C 29 22 51

A 20 47 67

Total 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%) . Among pupils whose scores were in the middle

eategory 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. = Gf

:ﬁthese( boys accounted for 60% of the low scores and 30%_¢f the
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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

.f equally divided between the two teacher orientations. Among
hiéh-and low scoring bays there was a slight tendency for
pupils of centrol—oriented'teachers to predominate. Aﬁong.
girls the;evwere clear differences. | Only 38% of the low scoring
girle_ye;e—p?pils of autonomy-oriented teachers, while 68% of

the high-scoring girls were pupils of autonomy oriented teachers.

Table 12

P
H
1

.'Chéiiengei eﬁbséale'; freqﬁencies aecofdihg to school ciass

(standard) and score category (DC interaction)

i

o Standard
Score _
category 1 3 5 Total
Codes 1 and 2 26 48 55 129
Code 3 73 73 66 212
.Code 4 50 40 28 118
Total 149 161 149 459

It. can be observed from Table 12 that there‘wwértendency for
laow scores to become more frequent and for high scores to become
less frequent over the developmental period. Of all Sstandard 1
pupils, 17% had.low scores and 34% had high scores; of all |
Standard 3 pupils, 30% had low scores and 25% had-high sceres;

of all Standard 5 pupils, 37% had low scores and 19% had high

scores.
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4.1.2 'Curiosity' subscale

- Table 13

'Curiosity' subscale: mean scores of pupils

School class
- - std.1 std.3 std.5
m £ m £ m - £
Control-oriented :2,81 3,00 3,02 3,05 2,92 3,01
teachers -
Autonomy-oriented 3,01 3,10 3,01 3,28 2,78 3,08
teachers ‘

Cars

o f Table 14

H
1

‘Curiosity" subscale: 4-way contingency téble of frequencies

;{*"' ° Teacher School class
.. * Score | Orien- . -
i category tation  Gender  std.1 std.3 std.5
17 o M 2 0 1
F 0 0 0
A M 0 0 1
F 0 0 0
2 flow. C M 15 13 12
scores F 12 8 6
A M 7 9 13
| F 10 5 7
3 - e M 18 17 20
middle F 18 29 26
range
scores A M 18 . 22 18"
4. F 25 19 17
4 7 Cc M 6 9 9
. F. 6 11 3
2§§;s ' A M : 2 5
- F & 14 11 -

* . See p. 98 . forxscorgg'within‘eaqh category. - ...
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Table 15

‘Curiosity' subscale: - tests for partial and marginal assoc-

iation
Partial association Marginal association
Effect DF Chi-square Prob. - Chi-square Prob.
* D 2 0,62  0,7326
L ¢ 1 0,26 0,6077
T A%k g 1 1,15 0,2829
*kkk 2 85,25 0,0000
DX 2 1,58  0,4528 1,58 0,4548
‘DT 2 0,39 0,824 0,23 0,8901
C - 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 2.0 2,12 0,2564 2,20 0,3326
DXC 4 2,75 0,6003 2,07 ' 0,7237
DIC 4 5,04 0,2835 4,48 - 0,3446
XTC 2 7,51 0,0235 6,45 0,0397
\ DXTC 4 " 2,03 0,731 |
* D-: school class
X : gender
T : teacher orientation
C : score

On the basis of 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, thelmédel XTC,D yielded a good fit (3€? = 19,25;
d.f. = 22; p = 0,3597). ‘The non-significant p-value indicates

that the model provides a good fit to the data.




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.

- - Tabiel16

. *Curiosity' subscale: frequencies according to gender,

teacher orientation and score category (XTC interaction)

Score  (~7Texﬂmr Gender

category orientation m % total
Codes - c 43 . 26 69
lTand2 A T30 22 52
o J o Total 73 . . 48 121
Code 3 c 55 73 128
B A 58 61 119
e MTotal 113 134 247
Code 4 c 24 20 44
A 14 133 47

Total 38 53 91

Table 16 shows that, as with the fChallengef subscale, there 

was a tendency for girls to predoﬁinate among the high scorers
(58%) and fdr boys to predominate among the loWw scorers (60%).
This difference was paréicularly noticeable among high scoring

pupils of autonomyJSiiented 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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contrbl-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 contrbl;oriented
teaéhers, and 62% of the high scoring girls were pupils of

autonomy-oriented teachers.

4.1.3 'Independence' subscale

Table 17

'Independence' subscale : mean scores of pupils

. School class

. std. 1 - std.3 std.5

m f m £ . - m f

. Contml . ; - - . : . u PO ‘.
oriented / 2,97 2,89 . 2,89 2,93 ' 2,93 2,86

‘teachers : N ' :
-~ Butonamy - ‘

oriented 3,05 3,08 3,32 3,24 .- 2,78 3,05

“f  teachers -

105




106

Tabie 18

'Independence' subscale: 4-way contingency table of frequencies

Teacher School class

*  Score orien- '

category . " tation Gender std.1 std.3 std.5

17 c M 1 "3 1

F 0 2 2

_ v A M .0 0 1

- F 2 0 -0

2 |low C M 11 12 11

soores F © 13 - 14 8
A M 7 2 - 14

- F 8 8 9

371 c M 23 18 23

middle 'F 17 22 19

range

. A M 19 ) 20 .19

Jseores. F 22 . 15 - 19

4 7] c M 6 o6 LT
scores . 'a M 3 . 14 .3

, ) F 1" 157

* See p. 98 for scores within each category -
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Table 19

'Independence’ subscale: tests for partial and mérginal

association
Partial association Marginal association
Effect DF Chi-square  Prob. Chi-square Prob-
< *D 2 0,62 0,7327
*x X 1 0,26 0,6076
*xx T 1 1,15 ~  0,2829
*kkk C 2 68,96 .  0,0000
DX 2 1,32 - ~0,5164 - 1,58 0,4548
DT 2 0,61 . .0,7355 0,23 0,8902
DC 4. 8,68 0,0695 8,62 0,0714
XT 1 - 0,56 "  0,4560° 0,67 0,4121
xC 20 2,38 0,3042 2,81 0,2449
- T 2 6,55 10,0378 . 6,35 0,0418
. DxT 27 7 2,21 0,3319° 2,20 0,3326
- DXC 4 /2,38,  0,6665 . 2,39 0,6645
DIC & 10,18 0,0375 9,72 0,0453
XTC - 2 0,66 0,7202. 0,35 0,8406
. - DXIC 4. 6,06  0,1948 : -
* D : school class

** X : gender
*** T : teacher orientation

. *¥**%* C : score

On the bésis of the above results (Table 19) several models
were fitted to data and their goodness-of-fit assessed by means
of the likelihood ratio chi-square étatistic. For the above
table, the model DIC,X yielded a good fit (X2 = 16,14;

d.f. = 17; p = 0,5137). The non-significant p-value indicates

that the model provides a good fit to the data.




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)

L e School class
Score - Teacher o _ -
- “category -~ orientation std.1 “std.3 = std.5 ~ total

- Codes - 25 31 - 22 78

c
fand 2 A 17 10, 24 51
! - - o L
/ Total 42; 41 . 46 129
Cde3 =~ C 40 0 42 122
| o A . 33 38 114
.7 . . .. Total . 81 - 75 - 80 - .236
Code 4 c 12 16 13 41
T 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-orientéd teachers. Among middle ranée
and high scoring pupils, the scores were more or less equally
distribﬁted betweeq.fﬁevtwo t eacher orieﬁtations. At Std.3
level, however,~7é% of the low scoring pupils had control-
oriented teachers and oﬁly 36% of the high sédring pupils‘had

cohﬁrol-briented teachers. For Std.3 pupils with middle
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' rdnge'écOres,‘and for all‘étd.S,puﬁils the proportion of pupils

in each category did not differ-greatly between the two .

-




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, loﬁ 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.

-

Tne developmentai;tendency for low scores to become more
frequent and high scores to become less frequent between
'MStandard 3 and Standard 5 was very much more notlceable among
puplls of autonomy-oriented- teachers. Among such puplls,
Standard 3 puplls accounted for 20% and Standard 5 puplls for

47% of all low scores, whlle Standard 3 pupils were responsible

for 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 motivatnxlof-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 Mean S.D.
Control ' 14,88 14,54

Autonomy ' 24,33 22,09

t=-1,74;: p<{,05

The mean score. of pupils of the autonomy-oriented teacher
was signifiCantly,greater than that of the pupils of the
control-oriented teacher.

. Table 22 ',

s -7

- | Correlation coefficients of 'Activity Book' scores and

- - motivation subscale scores

Subscale A Subscale B Subscale C
'Challenge" 'Curiosity’ ' Independence"

109 113 '14

'Low positive correlations in the region of ,10 were found
between scores on the 'Activity Book' and scores on the three

motivation subscales measured by the 'Classroom Questionnaire'.

4.3  Parent Interviews

- The parents of 11 Standard 1 pupils, six of whom had an

autonomy%orientéd teacher and fiﬁe of whom had.a control- - .




oriented teacher, completed the ‘Classroom Questionnairef on
behalf of their children. The mean scores allocated by

the parents for each subscale, together with the means of
the childrenfs ownlscores, afe presented in table 23.

The correlations between 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

s S

1

;jSub&xﬂé A Subscale B §¢A&ﬂxwakac4~

' 'Challenge' 'Curiosity' - 'Independence'
\ . Pupils: - 3,44 . 3,20 3,14
. Parents - 2,89 2,77 2,35

Parents' estimation of their children's‘intrinsié motivation
was systematically lower than that of the children themselves,
;With the greatest difference being in the case of preference

for independent mastery.

Table 24 .

Correlation coefficients of parents' assessments and

e

children's own assessments for each motivation subscale

Subscale A ' Subscale B " Subscale C
‘Challenge’ ‘Curiosity" ' Independence '
1,01 1.6 . ,28
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Parentsf judgements were most in accordance with the
childrenfs perceptions of themselves in the case of the
fCuriosityf subscale and least in accordance withvthe pupilsf
own assessments in the case of the fChallengef subscale.
Parentsf ratings related’onlypmoderately closely to ohildrenfs

reports of their preference for independent mastery.

Childrenés free-choice. activities were described. similarly by.
all parents. These included outdoor games, building and
:constructlon toys, particularly Lego, practical activities

such .as helping to fix cars or cooking, and reading fiction.

r'In the case of ‘the two girls, playing school was also mentioned
but further discussion revealed that the activityvinvolved was

g prlmarily controlllng others rather than performing language

or number assoc1ated _tasks. Novparent reported her child as
‘ever hav1ng asked for addltlonal information about something
._orlglnally presented at school and only one parent stated that
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.

Parentsf comments on childrenfs attitude to school, howeVer,

had a different tone in the two groups. Half the parentsvof
pupils of the autonomy-oriented teacher spontaneouslybmentioned
that their child “"loved school", while this remark was never
made by parents of pupils of thevcontrol~oriented teacher.

These latter parents made comments such as "would not do school-

work from choice", "does it because he has to", and "seems

N e Tt e a0 2 e vt a e e Wb Wi e e ed
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to be bored at school“ Parents of pupils of the autonomy-
oriented teacher also tended to mention more often chlldren s
valuation of the extr1ns1c rewards school has to offer,
making statements such as "likes to do well", "loves good

marks" and "really likes to please"”

5. Conclusion

ThlS chapter has presented results which prov1de a reasonable
amount of support for the three research hypotheses. There
are, however, 1mportant quallflcatlons both with. regard to
:the results themselves and with regard to the methodology

;employed. These Wlll be dlscussed in Chapter 6.

L
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. CHAPTER VI

DISCUSSION

1. - Introduction

Thelfindings reported ih Chapter v supported each of the
research hypotheses, with certain dualificatiqhs. The results
arefdiscussed ingtetms:of the three indebendent variables
involved, hamely,héender, developmental level and“teaeher
Jerientation, in that order. This is followed by comment on

~ =, ° t

the dlstrlbutlon of the 'Ciassroom Questionnaire' scofes énd

a, general dlseueelon of some of the llmltatlons of the study.
Some ‘wider 1mp11catlons concernlng the notion of lntr1n51c
”motlvatlon and 1ts relatlonshlp to educatlon are then con51dered,

after which an 1nd1cat10n is glven of p0551ble dlrectlons for

future research.

;2; The Effect of Gender

Both the fChallengeﬂ_end the fcﬁriosityf subscalemresults indi-
cated a ttend for girls-to report themselves. as more intrinsic
than boys and a tendeney for girls and boys to respond differently
to teacher orientation. ‘Girlsf scores are affeeted by teacher
orientation in the way predicted by cegnitive evaluation theory.
Among low scoring boye; pupils of control—orientea teachers pre—

“.dom;nate as the theory would‘prediet.'- Boys who describe them-
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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
A\competence needs. Preference for challenge in a given situation
reflects a specific instance of an attempt to meet competence

needs.

Thelfact‘that girls appear in general to be more intrinsic in
‘rtheir attitude_tc school,learning_may be_theuresnlt cf different
sccializaticn experiences with regard to competence.fA“In the
.:Wﬁite, middle claes‘South African community to which these
cnildren be;ong;it,ispccmnonfcr poxs_tc'be,encouraged from an

5
2L .

early age to behave in competence—seeking ways. Curiosity,

/

"eXploration and 'seeing.how things work® are behaviours considered

.‘more typlcally mascullne than femlnlne._' Boys are expected

to experlment w1th a w1de range of practical anddcntdoor
activities and thus have manyvpotentlal scurces for meetlng
competence needs. p Girls, while not debarred from such activities,
are subtly directed to value 1nterpersona1 skills more hlghly
By .the time children come to school different areas of gender
appropriateicompetence are well established. Boys are likely
to be already able to §atisfy their competence needs in many"
areas and to tend to perceive the classroom learning. situation
as not gender appropriate. } Thisvtendency may be strengthened
by the fact that the competence Values of the classroom are

often,conveyed to young. children by female teachers. f_Gir;s,

who have fewer competence opportunities, tend to perceive the
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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 différences in response to teacher orientation require
‘\explanétion. Girls seem mofe sensitive than boys to teacher
orientation and this is understandable in terms of mére direct
respohsiveness to interpersonal influences and a greater
‘perébhai inveétment in the cbmpetence pbtential of the classroom.
Bu£ %he results also show a fendéhcy’which is more difficult
to;ihferprepf’ ‘Both boys and girls who say that_they’prefer
{easy"work are likely to be pupils of control-oriented teachers.
.Amohg pupils Qho@séy'that they prefer difficuit_work and are
“highly curious in /the classroom boys, are not éfmply les;;
affected than girls by teacher orientation but appear to be.
,agﬁe¢téq;in,the opp&site'way,f‘ Iﬁ seems ext:emeiy unlikely
H £haé'bofsMwhovare highly intrinsic toward classroom learning
aré-that way because .they have teachers who,adminisfer re&ards‘
cohfrollingly.,- If such were really the case, then low scoring
bofs would be more likely to be pupils of autonomy—ofiented
teachers, and the findings of the study do not indicate this.
Pérhapéwa more probably explanétion is that boys are 1ess ‘
accurate than girls iﬁTtheir self—repdrts. Boys who have a
confrol—ofiented teacheé'may acknowledge their lack of intrinsi-
éality, but fhey mé§ﬂalso react by conscious orjunconscious mis-
représentation of their owﬁ reasons and preferences. It may
Le important for boys to perceivé-thémselves.as préferring

_difficuit tasks-and as curious and~ekploratoryAbecause these




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
terms of the conceptuali%%ion of intrinsic motivation proposed
in this study. The competence aspect of intrinsic motivation

. 1s affected by different.socialization experiences but the more
fundamental_self-determination aspect is not. Girls, therefore,
do not dlffer from boys in the amount of reported preference

for 1ndependent mastery - Children of both'sexes respond
51m11arly to teacher orientation. because of 1ts very direct

relatlonshlp ‘with opportunities for self- determlnatlon.

:The resolts‘thus~suggest that, in the classroom, girls tend to
be more intrinsic- than boys in terms of competence needs and
more sensitive: than 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
uektent.~ - In terms of self-determination needs no gender oifff

erences are apparent either in degree of intrinsic motivation

or in response to teacher orientation.

The finding that girls ténd to more intrinsically motivated

than boys on two out of the three .subscales does not adaree

with the results reported by Deci and Rvan (1980). According
toithem, intrinsic mot;yation of girls was found to be equal

to that of boys for-three of the five subscales of the Harter
measure and léss 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 steredtypes which are still current in South Africa.
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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 motivationjof boys was found to be
best predicted by their perceived competence, while that of
girlg was best predicted by their competence affect (feelings
of pride or shame). This difference indicates that girls are
bpérhaps more conscious of affect, but for children of both
sexes pérceptions of compefence are necessary for intrinsic
motivation{ "Girls can only'experiénce positive competence

affect if they receive positive competence feedback.

3. The ﬁffect of Deveiopmental‘Level

The predicted deéréase.ih intrinsicmotivatiénscores as pupils
grew older was generaiiy observable and significant in the
_;eéul;s of the fChEllenge'vsubscale,'although the mean for

| éé;h schooli class tended to be higher than that obtained by
Harter (1980a). Results for.the other two subscaies wefe not

so clearcut.

ﬁof both the 'Curiosityf and fIndependencef subscales mean
scérqs increé§ed from Standard 1 to Standard 3 and then decreased
to Sféndard 5."'In>both cases the mean scores obtained for
Standard 1 pupils were .very close to those'fdund by Harter

while the means fprlé;andards 3. and 5 were noticeably higher.

The statistical analysis of the fCuriosity‘ subscale results
showed no significant differences and the analysis of the

'Independence"' subscale results revealed a significant inter-

action between school class and,teacher orientation.
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. It is puzzling that the fCurio;ityf subscale did not
reflect the same developmental trend as the fChallengef sub-
,scéle. It may be that children remain equally curious and
interested in schoolrlearning throughout priméry school
but it seems more likely, both intuitively and in view of
the results of the fChallengef subscale, that they become
less so with age. One possible, but not entirely satis-
'factory, explanation ofAtﬁe results obtained is that the
.féuriésity{'subscale is a less sensitive measure. It has
alréédy beén mentioned'thét cﬁrioéity béhaviourais rélated
/ broadlyrpaﬁhef'fhan specificélly to competence negds;”
’ Moreovér, the kind of éhoice pupils ﬁave to>make in reé;
“‘ﬁonding to thé;fCuriositYf subscale is‘dif?erent from the
. choices involvéd in the other two subscale;. The 'Challenge’
'supigale requirés a'étatement of preferencevin terms of
'brézgésygrﬁersus fdifficultf and the,fIndependencef subscale
QequireS'a'similarvstatement in té%ms of fassistancef
versus 'no assistance®. But the fcuriosityf subscale -
requires a judgement about the reason for behaviour in
" terms of 'because I want to knowf versus fbecause I want.
some extrinsic rewardf (marks, teacher approval). The
chiiéren in the study did find this a difficult decision
and often appearea to be genuinély uncertain of their own
reasons. It was_né%iceable, too, that many children
who reported‘théﬁselves.as generally intrinsic on

this subscale contradicted themselves on the .two.items
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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 'Cur1051ty subscale is provided by the study
by Deci, Schwartz, Sheinman and Ryan (1981) whlch found sig-
nificant differences in pupilsf'change scores in the classes
of extreme teachers for both the fChallengef and ;lndependence'

subscales but not for the 'CuriositY' subscale.

It is not. clear, however, why this subscale is capable of
» detectlng the .same 1nteract10n between gender and teacher
orlentatlon as is found by'the ‘Challenge subscale and yet does

not reveal the same developmental trend. One tentative ex-

planatlon 1s that the developmental trend is not very marked

.y,

J'and therefore does not show up in the less precise subscale. '

, W‘L ‘ , .
The.results of the 'Independence ‘subscale showed an inerease
in 1ntr1n51c motlvatlon between Standard 1 and Standard 3 and
.,Fh?_predlcted trendxfor.lntr1n51c motlvatlon-to decrease between
.Standarde'and'Standard 5. Closer study of the data reyealed
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 thls point that the mean scores
for all three subscales at each developmental level were
higher than those found by Harter (1980a) infher study of
equivalent aged children, except for the scores of Standard 1
pupils on the-fCuriosityf‘and fIndependencef subscales, which
were more or less the same as Harterfs findings. _ It is' 

possible that the pupils in the Cape Town studyvtended on
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the whole to be more intrinsically motivated, but it is also
vposs1ble that the two Standard 1 means are the most accurate
results. The younger children may only have perceived the
social desirability of preferring fdifficult"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 possibie reasons why the Standard 1 pupils

" in -the study did not report themselves as having greater

- preference for independentfmastety. The simplest explanation
lies in thekexperimental design. Two out of the three autonomy-
‘oriented teachers at Standard 1 level were only minimally
autqnomy—orientedf(z—scores of ,47 and ,31) %nd may have had little
effect on their ﬁtéils. Since the,same Staﬁdard 1 teachers
_vdld seem to affectthelrpuplls preference for challenqe this

: exglanatlon requlres the assumptlon that teacher orlentatlon

_ needs to.be more extreme to affect the 'Independencev subscale

(related to self-determination) than to affect the 'Challenge'

subscale (related to competence).

”Aiternatively, the Standard 1 children in the study may not
haye believed the classroom.to be an appropriate setting fof
self-determination. Traditional child—reariﬁg in their comm-
unity stresses conformity, Qbedience and reepect 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 experlence of such a situation. Under such circumstances

chlldren may . only become fully aware of the possibility of

'lndependent mastery,ln 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 'Challengef subscale
'\reveals that, althoughthe trend for scores to become lower
oﬁef the develovmental veriod is also evident among puvils
of coﬁtrol—orientéd teachers it is noticeablv stronger amona
ouoils*of,autonbmv—oriented teachers., Since Hérter's results
'did,nottaketeacher orientatibn iﬁto account as a va#iable
_ it is possiblé ﬁhét'the teachers of the pupils in. her.study

were in general more autonomy-oriented.

- . P . ;v ' .
The suggestion that the Standard 1 pupils in the Cape Town

/

Study did not consider Sélf-determination apprépriate in the

“school situqtionlmight-also_account for the significant increase

inipﬁeference for indepehdent mastery -at Standard 3 level
v on1y:amonngupils of autonomy-oriented teachers. Supposihg
fmost Stqnda;d-1.pupils to be hesitant about self-determin-v
ation in the classroom, a contrdl—oriented teacher at a later
sta;e may simply confirm.eXisting attitudes, while an autonomy-

oriented teacher facilitates preference for independent mastery.

The finding.ﬁhat, regérdlgss of teacher orientation, Standard.
5 pupils tend to repor;'éhemselves as not very intrinsically
motivated either wiéﬂlregard‘to preference for challenge or to
prefefence 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 to look for satisfaction of

122
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intrinsic needs for competence and self-determination and

that the appropriate motivational orientation is extrinsic.

If they are convinced that certain results which théy value are
contingent on their efforts they may be powerfully motivated

to adhieve, but the motivation is not intrinsic. Harter (1980a)
comménts on her findings of a developmental decrease in scores
- on all three subscales, "...‘Perhaps the most value laden
iﬁﬁéiﬁretation is that our school systems are gradually stifling
childfenfs iﬁtrinsic interest in school learning, specifically
with regard to’challenge, curiosity,’ and indepéndent mastery
.::"‘(b;%3). If this is in fact the case it is important to
be aware of_the'felaﬁivg‘mgrits of intrinsic and extriﬁsic
mqfivaéibhaiiofientafibﬁguéomschoél‘1é;rning, and this issue

will be discussed later in the chapter (pp.133-134).
: v : oL s i

For the 'Independénge' subscale the only develbpmental level

]

aatfwhich children appeared to be sensitive to teacher orientation

Qaswgtandard 3, where the intrinéic'mqtivationlbf pu?ils of

, ¢ontrol—ofiénted teachers was éignifiéantly lower than that of
pupils of autonomy-oriented-teachers, The lack of response

to teacher brienﬁation among Standard 1 pupils may'have been
thé'result of having teachers who were only mildly autonomy-
’oriented‘or;it ﬁay have been because of the children's attitﬁdes
to the échool'situation. If the classféom is not perceived
as an approﬁriate settinévfor self-determination perhaps teacher
orientation is irreleyaht. Standard 3 may represent the peak
of pupil expecfétions concerning self-determination in the

- classroom. By Standard 5 pupils may have leééned that extrinsic

motivation is appropriate and become indifferent to teacher
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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 théy 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
oriented teachers. That the trend was not evident for the
'Independence' subscale at Standard 1 level may éossibly be
explained by factors in the background of the pupils or in the

design of the study.

R L B g -

4. The Effect of Teacher Orientation -

4.1 'Classroom Questionnaire' Results %

Significant differences attributable to teacher orientation

"wefe obgerved in éhe reSﬁlts»of the 'Classroom Qﬁesﬁionnaireﬂ
Since thé differences occurred in interaction with either

gender or developmental level they have been diséussed in

detail together with the effects of these variables. The
éeneral finding was thaékautonomy—oriented teachers enhanced

”énd control-oriented teachefs diminished intrinsic motivation
‘under certain conditions. With regard to the competence-related
=subscale§ teacher orienfation had the prediq%ed 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 Standard 3 pupils

of both sexes but not on pupils in the other standards.
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4.2 ‘'Activity Book' results

The ;Activity Bookf results indicated that_Standard_T pupils

of a fairly extreme autonomy-oriented teacher (z = 2,13) tended
toiengage 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 voluntary and had no connection with
teachers or'assessment,‘they_were able to perceive the school—_
WOrk in the fActivity Bookf~as an opportunity for independent
mastery and the teacher orientation to Whlch they were accustomed

-

:was reflected in the extent to which they made use of this

'opportunity. o o : L
T e .. L. B . . ~ .

An interesting.incidental finding was that the children showed
a'verywstrong preference for mathematics rather than language
,f“tasks.dh ﬁo 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 explainithe
preference for mathematics, but it seems very possible that

differences in the nature of the tasks were contributory factors.

The fact that few..of the children engaged in a great deal

of schoolwork indicates that the fActivity Bookf-did not really
stimulate curiosity or offer attractive challenge. Weaknesses
in the design and administration of the ‘'Activity Book' will be

discussed.more fully together with.other limitations of the study.

~



126

:The low. correlations between,fActivity_Bookj scores and scores
fon'the three motivation subscales of the fClassroom Questionnaire{
- require comment. Firstly, the correlations were, et 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

The,general impression created by the perent interviews'was

- that, for all the children (2 girls and 9.b9¥s), gehuine_or
original intriﬁgiéﬁneeds were adequately met joutside the'sehool”
situation. Any/intrinsic‘orientation toward.school learning

wbulé,thus_beithekreSult-of the integrated internalization of

_the competence values associated with the sehool.

It did-seem that pupiis of the autonomy-oriented teecher'
distinctly perceived the school as a source of positi&e re-

warde to a greater extent than did pupils of the control-
oriented teacher. Although some of these rewards were no
doﬁbt‘extrinsic it seems reesonable to assume that their teecher's‘
priﬁarily informational rewards contributed to agreeable

feelings of competence’in these pupils and that this encouraged
an intrinsic Qrientetion toward classroom learning. . The pupils
of the control—briented teecher,cnlthe other hand; were reported
by their parents as operating in terms of avoidance. of aversive
éensequences.v The sample was, however, very small. and the

results can only be interpreted as suggestive.
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Parents' lower assessments than pupils' 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 réported 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 pfeference for
independent mastery. Parents may be particularly likely to

underestimate their children's need for self-determination.

The correlation of pérents' and children's assessments suggest
-'?hqt_pa:ents and children are most in agreement (r .= ,76) con-
ce;ning thé sﬁggcéle ('Curiosity') which, itihas been suggested,
is least likely fo_be accurate. Perhaps this is because the
chi}drgpfs,general:beliefs about why they do their schéolwork
‘uqrg_to a ;arge exteﬁtvlearned from their paréntsf attitudes.
Thus, if there are inéonsistehcies, those of the children match
those of theéir parents. Children's statements of what they
p;efer in a spécific school situation are more independent,

a;d parents often commented that they did not know what their
child was like at school. ‘It was not surpfising; therefore,

Vo

that the other correlations were low.

The resul£§ thus indicate réasonable support for the predictions
of cognitive eyaluééion theory.with reference to the effect of
teacher orienfation. Thié was evident ih the case of the .
competence related subscales, pafticularly when the subjects were

girls. i'in the case of the self-determination related subscale
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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 genera; comments

of parents seem to point in a similar direction.

5. The Distribution bf the 'Classroom Questionnaire' Scores

It was a very obviou; finding of the study that the Sgores on
all th%ge‘subscalesigf_the fClassroom”Questionngiréf wéfé ﬁqt
normqlly diStributed but negatively skewed (sgeAAppéhdix.;V).
:'One possibili@X‘;s that, among the children who completed.the
;C}assrogm'Quesé%qnnairef, intrinsic motiyatiqn for school
learning is not ﬁormally distributed. Iﬁ édﬁld be argued.
that the children came from backgrounds where an intrinsic
"6£iéntation is encouraged; But this does'ﬁot seem'likely
hto be fhé case. The genéral impression given by parents in
the’middle—class areas‘where the study_was conducted was of a
graditional Judao~-Christian conceptualizationrof human nature
.és requiring control. While such parents may pay a certain
lip service to the desirabiiity of intrinsic motivatién and a
few m;;§ actually believe in it, the general tendency is to
encouragé‘én extrinsic orientation toward school learning.
They differ. oerhanéi from lower ¢lass prarents in emphasizina
positive rathér than negaﬁive.rewards, but they are firm

believers in controlling incentives. This" is not surprising

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 lifé.

It appe;rs thus more probable that the children either could
not discriminate accurétely between integrated and introjected
internalizations or perceived some factor of social or personal
.desirability in the items which indicated én intrinsic orien-~
‘tation. Harter (1981b) claims that the format eliminates this
'factor and this may have beén 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 aﬁd their selfrrepoits of'intriﬂéicality were often contra-
dictéd'ﬁy fﬂéirlréspohéé ébhitems which:referréd‘to getting
jgéod marks. -Ithéeéméd that the children did not altogeﬁhef ,
like to describe ﬁhemselvés as anxiod% to ple;se'the'teaéher,

or as iiking easy work,\but achieving good mafks was generally

 considered an appropriate reason for doing schoolwork.

oy

‘The skewed distributions affected the choice of method of -
statistical analyéis and resulted in approximately 50% of the
scores for each subscale béihg in Category 3 in the multi-
dimensional contingency tables. It might be expected that the
scores of'children who were génuinely.only mildly intrinsically:
»motivatéd would bé-least affected By the independent variables.
But although.referred to .as fmiddle rangef scotres, the scores
in Category 3‘reflecpeélboth moderate and fairly high levels

of intrinsic moﬁivétion (see Chapter IV, p.86). .If they

were accurate it is surprising that no differences attributéble

to the independent variables were apparent.



6. Limitations of the Study

1
The most obvious limitation of the study was the p:oblem of
measurement. The reliability and validity of the fc1assroom
Questionnairef in a South’African setting have not been
thoroughly investigated and there seems reason to believe that
a factor Qflsocial desirability influenced children's responses.
In addition, as ameasureof intrinsic motivation the curiosity
subscale may tend tobbe imprecise since it demands judgements
about the reasons for dbing-schoolwéfk which the childféﬂ'
find it difficult to make. | This issue has already been dis-
cussed'onﬂé.119}"ééveial subjects also commented that the
"férm”fééhoolwgﬁkf'was toé*generai’aﬁ& indicated that they might
Qish'to respondiaifferently concerning différent kinds of séhool—
Qork.' -

';Tgé ?ACtivity Book' content did not appear to stimulate curiosity

- or to present an attractive challenge. It seems qlear.that'
this was because the tasks were too similar to the.schoolwork
‘whiéh the children had just been doing. Intrinsic motivation
:ﬁakes a person want to engage in a particular activity, but not
continuously in exactly the same way. The booklet might also
have‘ﬁeen improved by providing'informafional feedback in the
form of an answer Shee;. Administraﬁion.in ghe classroom was
another diéadvant;ge/gecause, particularly in the classroom of
the controlforieﬂﬁed teacher, the atmdsphere may have contri-
buted to a feeiing that schoolwork 'ought' to be éttempted.

The measure is potentially useful, but requires modification

jaﬁ& testing. In this study the 'Activity Book' results probably

130
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tended to underestimate intrinsic motivation.

The parent interviews pfovided valuable insights although

this Aéthod requires cgreful planning and structuring if it is
not to be vague. The results were interesting, 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.

Othér methodolbgical limitations were related to the selection

of subjects énd‘their allocétion'tovteacher'orientation categories.

Firstly, the:teaéhe;s who completed the fProblems in Schools"
-questionnaire were not ideally extreme in their orientations

':to control vergdé;autondmy.' In addition thére was no way of
':as¢ertaining whefﬁer'in fact their behaviour ﬁn the classroom

M métched their scorés on the guestionnaire. Secondly, some of

'”thg.teachers had sihgle sex classes. In fact, alarge pro—

portion of the teachers whose scores indicated that they were

autonomy oriented came - from these schools.® This i1s interesting

in itself and may suggest that it is easier for a teacher to

L

be conéistently autonomy-oriented in a single sex class since
the ways of mediating autonomy to boys and girls afe not the
same.:I Ityis quite possible thaf boys and girls perceive

the same rewards differently. On the othef'hand, this could
simply be the result df the general ambience of the two schools

concerned.

Havihg single-sex classes involved made it difficuit to carry

out the planned research design controlling for both gender
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and teacher orientation (see Chapter IV, pp.83-84). It

‘was alsq feared that gender differences might appear simply as
“an artefact of the design, which included 2 single-sex classes.
in each autonomy—orienéed cell and no single se# 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 could be argued that the greater intrinsic motivation of

’ pupils'Qf"augonomy-oriented teachers was attributablg not to

tgaqhér orientation but to the fact of being at a single sex

school. The_resultgxshowing interactions between gender and

'ﬁeacher_orientatiqn4and between developmental level and teacher

O

orientatiOn.sugéégt that this was not so. Qevertheless‘it
would have beén éreferable to exclude’ the exﬁra variable of type
of!school.s The hain_reason for not doing so was that avail-
~éb§lity'of both teaéher and pupil subjects was very much
dependent on the goodwill of school. principals.and it was thus

notlreaily pOSSibie to be as selective as could have been wished.

AThé skewed distribution of the results of the 'Classroom
Quéstionnairef affected the.choice of statistical test.  Analysis
of Variance tests, if appropriate, might have given clearef and
more easily interpretable results than those ?btained from

log linear analyses. "

Finally, the'étudy was limited to one provincial education
authority, one language group and one racial group in a society
which prbvides separaﬁé education facilities in terms of these

" categories. Mofeover,”the white, English-speaking pupils who
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made up the'sémple came from middle class homes and schools.

The results, therefore, are not generalizable beyond such limits.
N ‘ _

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
éatiqfaction'of original intrinsic needs for competencé and
‘self-determination. It is interesting t0’spequlate whether,
 'énd to what extent, existing schools could be modified so

~ that this wQu;d,change{‘ The school can, however, be a source
of intrinsic.satisfaction'ofﬁcompetence needs'resul;ihg from

'“iﬁtegrated internalizations of the competence. values of society.:

AN

Lé§s rqdical'chaﬂées in_schools_may,contributg’to facilitating
this kind of_intrinsic'brientation and the study has been
”'coﬁcérﬁéd.with discovering the direction some of these changes
'm;gﬁtitaﬁé.,; . -
Aﬁ_awareness.of the possibility of intrinsic motivation does

not imply that an extrinéic motivational orientation toward

school learning is never appropriate or commendable. It is,
howevef;.important to realize that the rewardé éssociated with

.an extfinsic orientation may sometimes have what Lepper and

Greene (1978) refer to as 'hidden costéf. Human functioning
requires a considerabléfamount of extrinsically moti&éted béhaviour.
Children need to aééuire 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 toueverything connected with the school. In other
words, as has been implied throughout the study, it is desirable
to foster an intrinsic orientation toward school learning. |

Some reasons for this wvalue -judgement are given below.

tgirstlv. while some kinds of learning occur gquite satisfactorily
withdn an extrinsic framework, there are a great many which
require an intrinsic orientation if the material learned is to
rbecome part of'the pupilfs bermanent store of useful cognitions.
Behaviours and skills learned to’gain some“extrinsic reward
-4are often forgottenvﬂualthe reward is no longer in operatlon.
ﬂ:Secondly,.lf it is true that human beings have 1nnate needs for

P E

feellnqs of comoetence and self determlnatlon thelr most suc-'
- |

cessful development'must reguire that these needs be met. If
chlldren grOWLng up are encouraged to ignore thelr inner

W T -

promptlng and to respond prlmarlly to extrinsic controls and

. !

-demands, thlS attitude may become a hablt and result in dlS-
satlsf;ed adults who are, moreover, very easily manipuated by .
others. . Another possibility is that if intrinsic needs are
not met in the educational settings of home and school, children
may turn elsewhere for challenge, for example, to Qarious forms
of harmful or anti-social behaviour. Finallv, the

rapid rate of social and technologicai'change\makes it true that
self—initrated interaction with the novel and mastery of
challenge are.not"ootional 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.

Approxiﬁately half the incidents of school life to which teachers

are asked to respond in the»fProblems in Schools' questionnaire
_concern school achievemeht directly, while the others reiate

to soc1al or moral aspects of the school 51tuatlon.‘- It‘would

be extremely 1nterest1ng to analyse the results of th1s questlonnalre

in terms: of the kind of 1nc1deﬂt for which teachers belleve

an autonomy—orlented approach approprlate. Other areas which

- L
! ¢

need 1nvestlgatlon are the p0551b1e effect on i teacher orlentatlon
of - hav1ng puplls of one sex only and possible dlfferences in
' teacher”orientation~in the same teacher as a result of theé

gender, age or social class of her pupils.

S;hce it'appears likely that autonomy-oriented teachers enhance
the'ihtrinsic motivation-of their pupils) more iﬁportant studies;
perhaps, would be to examine the role of variables such as
_persohality factors, social class, type of training and amount

fof expefience in relation to teacher orientaticn and to investigate

. the feasability of intervention to promote an autonomy orien-

tation among teachers..

With regard to pupil characteristics, 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.
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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.

1

Fourthly, the incidental finding of the study that Standard I
puplls showed a strong preference for. mathematics rather than
language tasks requires attentlon.» If this is in fact a gen-
eral trendMit is guite disturbing since reading and comprehension
,sare the basic skllls necessary for later academlc achievement.

It would be p0551ble to dev1se a worksheet varylng both the
nature and the subject.matter of the schoolwork but it mlght

be preferable to begln by dlscu551ng the matter with the

-

puplls themselves at dlfferent age levels

1 cor . . aa

The value of any research is dependent on the quality of the
measures employed, of whatever nature they may be. .Modifications
of the 'Classroom Questionnaire' in order to reduce or eliminate
the influence of social desirability, together with reliability
and validity studies over allarge and wide—ranging'sample of
South African school children, would be useful. Since the
pilot study attempt théupport the validity of this scale by

a comparison of the intrinsic motivation of pupils at a state
school and at.a supposedly 'free—erf private school was not -
successful it might be advisable to reassess possible means

of establlshlng valldlty. An alternatlve 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 Bookf appears to have potential'as'a behavioural
\ me§§#re of.inﬁrinsic motivation toward échool learning among
youné children, although its content requires modification.

A pilot study using a-revised version of the booklet under
Various conditions (in school, ét home) might indicate

that extensive reliability énd validity studies were worth

undertaking.' g

'Tﬁé suggeStidngxfér research outlined above have been confined
té some of the mépy possibilities within the bchool situation
since that is‘theimain“éoncern of the‘study. : Bu£ the conéept-
- ualizaEionthintrinsié.motivation'as an innate need for feelings
”Q&uéoﬁpetence‘and seif—determinaﬁionuand the theory that

fewardé hhich“are perceived as controlling tend to diminish
intrinéic motivation for a particular activity while those per-
ggived as informational tend to enhance it have implications

for many fields of humén—interaction. Useful research could,
ffor 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‘geﬁder, developmental level and teacher orientatibn
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on intrinsic motivation toward school learning. In each

éése, 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,

~.use should be made of the insights gained in this and other
studies and efforts continued to ihcrease understaﬁding by further

- research.
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NAME: 'IQ..'..'.‘...l'.....‘.’.'..“ SCH0.0L:.'"...O...‘...'..

DADPE: vveeocoseosssssssssasoscronsse CLASS: .v.teecocaancsanes

The "Problems in Schools" Questionnaire

On the following pages you will find a series ol vignettes.
tach 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 the problem descrived in the vignette.
You may find the option to be "perfect", in other words,
"extremely appropriate” in which case you would circle the
number 7. You may consider the response highly inappropriate
in wnich caseryou might circle the 1. If you find the option
reasonable you would circle some number between 1 and 7. So
think about each option and rate it on the accompanying scale.
Please rate each of the four options for ezch vignette. There

are eight vignettés.with four options for each.

There are no right or wrong ratings on thesevitéms. People's
styles differ, and we are simply interested in what you consider
appropriate, given your own style. '

Some of thé stories ask what you would do as a teacher. Others
ask you to respond as if you were giving 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 imagine what it
would be like for you in that situation.

Please respond to each response option by circling one number
on its rating scsle. |
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1. David is an average student who has been working reason-
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 completing 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.t'-.200.003....o4o-o-05.uo'¢6u'oc-7
very moderately . very
inappropriste appropriate 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.

PR

1;'-'0'2 ooooo 3..0.-4.0.005..O-.6:-ov..7'
very moderately very
inappropriate aporopriate : appropriate

c. Make him stay after school until that'day's school-
work is done.

1.-0-020..00300¢-9400-'0511-0¢6 00000 7
very moderately very
inappropriate appropriate appropriate

d. Let him see how he compares with the other children

in terms of his schoolwork and encourage him to
catch up with the others.

l ooooo 2..:0-3.o.-.4 ..... 5;'0;.60.'0.7
‘ very moderately very
lnappropriate appropriate appropriate
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At a parents' meeting 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 agree that they hope she continues to im-
prove so that she does not have to repeat the standard
(which the Greene's have been half expecting since
Sarah's last report). As a result of the parents'
meeting the Greene's decide to:

a. Increase her allowance and promise her a ten-speed
if she continues to improve.

10.00.2.-“..03.0..-4.'...500.0.6..00.’(
very - moderately . very

inappropriate appropriate appropriate

b. Tell her that she's now doing as well as many of the
other children in her class.

1'.'.:0.2 ..... 3...0'4..'..5'..0.6'.‘.'."(
_ very ' moderately ; very
1lnappropriate ' aporopriate appropriate

C. Tell her what the teacher said, letting her know that

they're aware of her increased independence in school
and at home. -

l..... 2eenns B e 4..... Seceee 6eeeo.T
. very moderately very
inappropriate aporopriate aporopriate

d. Continue to emphasize that she has to work hard to
get better marks.

- ‘ very moderately ) very
lnappropriate appropriate appropriate
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3, Steven loses his temper a lot and has a way of agitating
other children. He doesn't respond well to what you tell
him to do and you're concerned that he vwon't learn the
socisl skills he needs. The best thing for you to do with
him is:

a. FPmphasize how important it is for him to "control
himself" in order to succeed in school and in other

situations.
1.oo'v2-ooo-3uo’.-u4- ----- 5.0..06.....7
very moderately very

inappropriate appropriate appropriate

b. Put him in a. specially organized class which has the
structure and reward contingencies which he needs.

1..--020.0..30.0.04000115.00006h.o.o7
very - moderately , . very
inappropriate . appropriate appropriate

c. Help him see how other children behave in these various
situations and praise him for doing the same.

1.0..'-2..¢I.3".C.4 lllll 50.‘.‘6.'...7
very » moderately very
inappropriate appropriate . apnropriate

d. Realize that Steven is probably not getting the atten-
tion he needs and start being more responsive to him.

. i 1.....2 ..... 30’.--.4 ooooo 5 ooooo 60.0-17
' very moderately very
inappropriate appropriate appropriate
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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:

2. Ask him to talk about how he plans to handle the situation.

1 .... 2 00000 3 ooooo 4;.0'-5 ooooo 6'0'0'7
very moderately very
inappropriate _ appropriate ' appropriate

b. Tell him he probably ought to decide to forego tomorrow's
game so he can ceich up in spelling.

10".’20000030.0-040-0005.-0'060o'oo7
) very moderately very
inappropriate : appropriate appropriate

c. See if others are in the same predicament and suggest he
do as much preparation as the others.

leeeoe20unn Beeerdoan.. 1> RPN YRR §
_ very ' moderately - very
inappropriate apnropriate appropriate

d. Mske him miss tomorrow's game to study; soccer has been
interfering too much with his school work.

. very moderately very
inapproprinte appropriate appropriate

i
l
1
|
|
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The Rangers spelling group has been having trouble all
year. How could Miss Wilson best help the Rangers?

a. Have regular spelllng bees so the Rangers will be
motivated to do as well as the other groups.

) U SURS. SN BeveeeBeversbounns 7
very moderately very

inappropriate appropriate appropriate

b. Make them drill more and give them spe01al privileges
for improvements.

) IR T TR AP SN S,
very moderately ’ very
inappropriate appropriate , appropriate

¢c. Have each child keep a spelling chart and emphasize
how important it is to have a good chart.

1.0'..2 0'.QBCO..'.4..'005.'.0.6;.0..7
_ very » moderately ' very _
inappropriate : appropriate . appropriate

a. Help the group devise wasys of learning the words to-
gether (skits, games and so on).

1,-...02 ..... 300..-40.00-5.0.-0 000007
very moderately very

inappropriate approprisate appropriate
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In your class is a girl named Margy who has been the butt
of jokes for years. She is quiet and usually alone. In
spite of the efforts of previous teachers, Margy has not
been accepted by the other children. Your wisdom would
guide you to: ‘ :

8. Prod her into interactions and provide her with much
praise for any social initiative.

leeees2eeineBeeeiibeeei50nnnibun... 7
, very moderately very '
inappropriate - eppropriate appropriate

b. Talk to her and emphasize that she should make friends
80 she'll be happier.

1..-..2.--..3. ..... 4 ooooo 5.0...6...--7
very moderctely very
inappropriate appropriate , appropriate

Cc. Invite her to talk about her relations with other

children, and encoursge her to take small steps when
she' s ready. '

10-.a..2-‘-0003'.c-o4,.-..5.ocoo6oocoo7
- very moderately - very ‘
inappropriate appropriate appropriate

d. Encourage her to observe how other children relate
and to join in with them.

l..... - T S 5¢ece. beeeaf
very moderstely very
inappropriate appropriate appropriate
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7. For the past few weeks things have been disappearing 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 taking a souvenir coin from her desk. 'Thg teacher
phoned Paul's mother and spoke to her about this incident.
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 conseduences of stealing and
what it would mean in relation to the other children.

1‘.‘..'20.".3'.’..4..".5.!".6...".7
very moderately very
inappropriate appropriate appropriate

b. Talk to him about it, expressing her confidence in him,
and attempting to understand why he did it.:

1..."2."..3.'...40..0.50.0-.6.02..7
_ very ' moderately . very :
inappropriate ‘appropriate appropriate

c. Give hih a good scolding; stealing is something which
cannot -be tolerated and he has to learn that.

1‘..-02 ----- 3 ooooo 4.--.-5.-.--6.0..07
_ very moderstely very
inappropriate appropriate appropriate

d. Emphasize that it was wrong and have him apologize to
the teacher and promise not to do it again.
1 ----- 2 ooooo 3..0-.4 ooooo 5.-.--6---.07
. very moderately very
lnappropriete

appropriate appropriate
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Your child has been getting average marks, and you'd like
to see her improve. A useful approach might be to:

a. Encourage her to talk about her report and what it
means for her. _

1,..00200.003.0'004'00‘oS'."'b"""]
very moderately very
inappropriate aopropriate - appropriate

b. Go over the report with her; point out where she
stands in the class.

1...-.2“.0.3"....4."..5""'6.0...7
. very moderately very
inappropriate appropriate appropriate

B,

c. Stress that she should do better, she'll never get
into university with marks like these.

1 2--..-300.0 4.--0-5-0.0.6--.o07
. very moderately _ very
inappropriate - . appropriate appropriate

d. Offer her Rl for every A and 50c¢ for every B on
future reports.

1'!".2..’0'.3....04 """" 5..0.'6.0..0"]
. very moderately very
inappropriate appropriste aparopriate
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APPENDIX IT

'Classroom Questionnaire'
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CLASSROOM QUESTIONNAIRE

NAME ® 5 & 8 0 0 8 0 F 5% e s e e Ve Ee e s .-.>-o. AGE: -----o..-o...o
TEACHER ----- ® 65 500 00 00 e s 8t s e ac o0 CLASS: ® o 0 0 0088000

DATE oo-o.'ooa.-t.o-.-oo’-‘-ooou,ou’c-c..o- GIRL OR BOY * o a0 0

Sample questions

Really Sort of / sort of really
true true - ! , true true
for me - forme for me for me

Some .. BUT : Other
children children

would rather would rather

‘play outdoors . watch TV

- in their
spare time
Samne = BUT:  Other
children children
like hamburg—- like hot
ers better dogs better

than hot dogs © than hamburg-
ers
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Some children BUT
like hard work
because it's a
challenge

When some BUT
children don't
understand some-
thing richt away
they want the
~teacher to tell

them the answer

Some children BUT

work on problems
to learn how to
solve them

__Somé children  BUT
like difficult =~
problems because
they enjoy trving .
to work them out

Some” children BUT
do their. school- ~
work because the
teacher tells them
to

When same child- BUT
ren make a mis-

take they would
rather work out

the right answer

by themselves

Some children BUT
would rather

just learn what

they have to

. in-school

Some children . BUT
read things be- —
cause ‘they are
interested in

the subject

If some children BUT

get stuck on a
problem they -ask
the teacher for .
help- RN

Other children

Really Sgtu of sort of  really
e true true
for me for me

Other children
prefer easy
work that they

are sure they
can do

Other children

would rather

try and work it
out by themselves

work on problems

because you're
supposed to

Other childrgan
don't like to

work out diffi-
cult problems

Other children
do their school-

work to find out
things they've
been wanting to

~ know

Other children
would rather ask

the teacher how
to get the right
answer

Other children

would rather

learn about as
much as they can

Other children.
read things be-

cause the
teacher wants
them to

Other children
keep trying to

work out the
problem on their
own



Really
- true
for me

10.

11.

12.

13.

16.

17.

18.

Sort of
true
for me

Same children BUT

like to go on

to new work that's
at a more diffi-"
cult level

Some children  BUT

ask questions
in class because
they want to
learn new things

Some children BUT

like the teacher
to help them plan
what to do next

Some children BUT
like school sub-
jects where it's
pretty easy to just
learn the answers .

Samne children BUT
like to try to =~
work out how to

do their .school

work on their

own

Some children BUT

do extra work
because they
want to get
better marks

Some children BOT
don't like

difficult school-
work because

they have to work
too hard

Some children BUT
like to do their
schoolwork without
help

Some children BUT
work really hard
to get good marks

sort of really
true true
for me for me

Other children
would rather
stick to work
which is pretty
easy to do

Other children
ask questions
because they
want the teacher
to notice them

Other children
like to make
their own plans
for what to do
next

Other children
like those
school subjects
that make them
think pretty hard
and work things out

Other children
would rather
ask the teacher
how it should’
be done

Other children
do extra work
because they
learn about
interesting things

Other children
like difficult
schoolwork be-
cause they find
it more interesting

~

Other children
like to have
the teacher
help them do
their schoolwork

Other children
work because
they really
like to learn
things
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APPENDIX III

"Activity  Book'
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NAME ® O P OO U P OO R PO OO S TO PN OO o0 e ey e

R e o © e e e | asdmn s e ane e U O L e ek SR T LR e v et ek o P
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vy
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Who

who
who

went in the window? .....cccecees

went round the back?

went on the roof? ....iceeceveecnee

went in the door? .....ccveeevesss

Sye

*

AR Rl s e B M B g W oremp e
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Draw your own patterns

AN




;
~ .
po
Ca
P % £
: . ;
& .o
M -
.
y &
.
; . \
R
]
‘
B
.

e

Draw any picture that you like
'*"M&wmrmw; :



177

[6 -7

1+9
5+7

I

12-35
- 19-9

843 =
645
449 -

4 -6

I7-8

15 -4

R

vl _
T+ -+

| %
+ o+
TR



15-4 = 27 +2

29-5 = 94 +3
37 -4 = Nl +7
§6-5 =  85+4
17-4 = 3247
°7-6 = 4345
7
"_3_ | “‘_4_:2_
25 b3
-3 -7’5

Write in words :

oooooooooooooooooooooooooooo

i

178



- Fill in the missing anbers:

245 o 247 249 .

759 s 762 o Tl

.. 820 . §22 ..

A teacher gets 49 books for
tl')e. Class'r_oom. 7 3et: Iost. How
many are left ? |

- There are .......... books le.,Et._

| Thefe are 13 bo35 in a c'ass'and

15 3&-'6. How many children are
there altogether?

There are ........... children. |

On a bus 'bkere.’ are 38 Pe?fle' F
get off. How many are left? |

. -ﬂ')er‘e' are  .......... FeoP'e ’e'Ft



Fill in the correct word

The ® 0 ® 9 80 © 0P 000 S O e 4 is in the Cup'

IrU.bthe WOOd Vﬁ.th-a.--------..-......

This is a Steep ceooso@s s e ses s s
The pot is on the e eeeteeeeenaas

MY ceceeceavescasensss Can dig deep.
I Tide ON MY sevevononosonseoes
This is & TUNNY .eeeerrocrncanases
I ceoeesseccesssss.s 1n the sea.

I ceveevceaneesssses with a cloth.

-

We sleep iN the ccecvecocsccccreoscs

Underline the correct word

180

WINE WANE
FILE FILL
SLOP SLOPE

STAVE STOVE
SPADE SHADE
BIKE BAKE.
JACK JOKE
SLEEP SPLASH
WIPE WEEP

SNAKE SHACK

The boy new/knew -that his mother was waiting outside.

. The farmer 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 prinée.

Sam felt a sharp pain/pane in his leg when the ball hit him..

A plain/plane can fly very fast.

Write these words in alphabetical order

car truck lorry boat plane train van steamer
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Alternative version

Fill in the correct word

7 . is in the cup. ' ._WINE WANE

I rup the wood with 8 vvvveveievnivennns FILE FILL
This is & Steep covecvvecocsncencens SLOP SLOPE
The pot is on the ..... oo esreeoen STAVE STOVE
My\,................... can dig deep. SPADE SHADE
I ride on my ..... e eerereeeaa, | BIKE BAKE
This is @ TuNRY ceecveeceenonennnnsas JACK JOKE

I ..............;..... in the sea. ’ SLEEP SPLASH
I teieieetneienesssses with a cloth. WIPE WHEBEP

We sleep in the ....eevvnvnnn.... eee SNAKE SHACK

Fill in the missing word

WIDE TIME PIPE LIN¥ KITE  BITH

Tbat dog may ,.....:;.... you.

The old man SIOKES @ vevvevnenns -

You need ‘a pboat to cross this ............ river.
The children stand in a 1ong eeeveeennn..

A eeeennnaann, ‘needs wind to make it fly.

A clock tells us the ......... e

Fill in these animal homes

A dog lives - in a kl ............ .
A bird lives in a ,rj.; ..........

A snail lives in a ﬂ S...... cunee

A horse lives in a S....... s

A pié lives in a S........ —

A rabbit lives in a &1 ........ .;



Read carefully through the following passege.

HE RACING CAR

The boys first chose a soap-box for the body. They took four
wheels from an old pram on a rubbish heap, found some long

" nails and a length ot rope, and they were ready to pegin

building the racing car. There were many mistakes, and sore
fingers, before the Silver Arrow was ready for its trial run.
They hauled it to the top of a stecp slope, climbed aboard
and pushed off.

The car gathered speed and went rushing downwards. All was
well for the first minute. “Then, Jack gasped "The bend at

the bottom:" VYes, they had forgotten all about the great

curve. It was coming nearer, nearer. There was not the
slightest chance ot steering the Silver Arrow at that speed.
With a screeching sound it left the road and burst through
the wire fence.

Underline the answer which is true

- The pody of the car was made of:

a) an old pram
B) an empty soap-box
¢) part of a real motor car

The parts were fastened together:

a) only with rope’
b) with glue and nails

. ¢) with-rope and nails

The boys had;sore.fingeré:

a) becausé they bit their nails
b) because they pburnt their fingers

~c¢) beczuse they hit their fingers with the hammer

Jack suddenly remembered:

a) that there was a sharp bvend
P) that he had to go home ‘
c) that he did not know how to steer

The Silver Arrow:

a) crashed into a lorry
b) crashed into a fence on the side of tne road
c) turned upside down
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Alternative version

Read this passage carefully.

THE RACING CAR

Some boys wanted to made & 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 1tix the car together. There
were many sore fingers but at last the racing car was ready.
The boys got on and pushed off from the top or a hill. But
they forgot that there was a bend in the path. They could not
steer the car because it was going too fast and so it left the
path and crashed into a fence.

Underline the answer which is true

The body of the cer was made of:

a) an old pram
b) a soap-box
c) part of a real motor car

‘The parts,were fixed together:

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 hit their tingers with the hammer

The boys forgot:

a) that there was a bend
b) that they haa to go home
c) how to steer

The car crashed:

a) into a lorry
b) in%o a fence
c) into some itrees

183
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Write a story about what is happening in the picture.
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APPENDIX IV

Distributions of 'Classroom Questionnaire'

Scores for each Subscale
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Frequency Diskribution of Scores

.Cha“enge. Sulosca‘e

Frequencﬂ

120

11O

loo

90

80

0

b0

50

40

30

20

10

0 4,0  Scores

(equal intervals of 0,375 along
horizontal axi’s)
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Fr‘eq,uenctL Distribution of Scores

1 . s
Curiosity - subscale

| Ffeq,uencg
120

1o

{oo

‘10‘

go

T
to
50
Lo
30

20

10

0 ]

1,0 : 4,0 Scores

(equal intervals of 0,375 aleng

horizontal axis)
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Frequency Distribution of Scores

' Ir\dependence' Subsc_ale_

Freq,uencg
120
lio

loo

90

80

To

b0

50

30

20

lo

1,0 . 4.0 Scores

(equal intervals of 0,375 along
horizental axis)





