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FOREWORD
This report, on continuation of programmatic research on motivation
to achieve in school, is concerned primarily with application of
curricular units to teach motivation to preschocl and kindergarten
children. Previous work involved development and evaluation of units
of material that were appropriate for preschool ch@ldren and that could
be communicated readily to teachers with a modest amount of training

effort. The focus has been extended in the present project to include

. children in kindergarten, to'Provide“additional new exploratory

measures of certain outcomes of the curriculum, to encompass some
intensive work with a small nuwmber of children based upon new exercises,
and to increase efforis to guarantee that teachers implement the curric-
ulum as it was designed.

The assistance of Phyllis Loveless throughout the project was
invaluable in communicating to teachers the goals and précedures that
were part of the curriculum available at the onset of this year's
project and in supporting the teachers as they attempted to enact. the
activities that were described. June Kimura assisted in these respoh-
sibilities and in addition was responsible for constructing many
materials that were used. Both helped to develop and administer
instruments used in the evaluatiqn.

Under a subcontract with Fordham University, Bonnie L. Ballif,
Valerie Crane, and Bonifacia N. Balais worked with the Center on
development of supplementary exercises for two of the five units of the
curriculum and of measures that might assist in assessing attainment
of objectives specific to these tﬁo units.

The teachers who participated in the project in Honolulu classrooms
were Sharon Niwa, Delores Rowell, Carolyn Sugihara, and Kimi Takahashi.
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The aides who were present in two. of the clasérooms throughouﬁ the
year were Lydia Rodrigues and Violet Meneses. Gratitude is expressed
to fhe Honolulu Commﬁnity Action Program-for approval of the use of one
Head Start class and to thé State Department df‘Education for approval

of the use of one preéchool class supported by Title I of the U.S.0.E.

and tﬁgnkindergartén classes. The project staff ié particularly indebted
to Ruby Hargraves, Eiizabeth Yonehara, and Royce Higa of the Honolulu
Community Aetion Program; and to Jéne F. Takamine, Robert S. Mizuno,
. ~Jean Shida, Margaret Yamashiro, Alice Yee, Kenneth Fuxukawa, ‘and
Frank Neugebauer of the State DOE. Oﬁﬁer teachers who participated
in the project are Nancy Tanaka, Eiona Hook, Georgianna Williams,
Gertrﬁde Zane, Edith Kashinoki, Carol Hochfelson, and Hannah Lou
Bénnet;. :
This report was typed and processed by Yaeko Santoki, Lynette Tong,

Sharon Suzuki, and Deborah Chang.
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Abstract

A curriculum that provides instruction on five theoretically
derived components of motivsation to achieve 1n school has been developed
and field-tested over a three~year period by the University of Hawaiil
Center for Research in Early Childhood Education. The curriculum
wac presented during 1971-72 in two preschool and two kindergarten
classes 1n Honmolulu with the following objectives: (a) to evaluate
the curriculum, (b) to refine teacher-training procedures, and (r) to
extend the curriculum from prior exclusive use with preschoéi children
to use with children of kindergarten age. Results yere analyzed with
criterion~referenced tests as well as with pre-tests and post-tests.
Also, an investigation of effects of two newly devised curricular
units involving intensive individual contact with a small number of
subjects was conducted in New York City under a subcontract with Fordﬁam
University,

With respect to the first objective, post—test scores adjusted
for initial differences in pre-test values were significantly greater
for preschool and kindergarten treatment groups than for comparison
groups on the total score of a test deéigned to assess motivation to
achieve; however, inconsistent cor nonsignificant results were obtained
on comparisons with the recognizedly unreliable factor scores on the
same test. Anélyses of criterion-referenced testa tailored specifically
to the content of each curriculum unit frequently yielded significant
results in favor of the treatment group. Fo; the second objective,
teéﬁher-training procedures were generally found to be effective in
producing teacher behavior that coincided with instructions in the

curriculum manual. Third, teachers and Center staff reported that

it



the curriculum seemed equally effective with kindergarten and preschool
childreg, although the criterion-referenced tests slightly more often
yielded significant differences between experimental and comparison
groups with the preschoolers.

Presentation of sets of experiences devised with a view to
eﬁhancing developuaent of two of the hypothesized components of motiva-
tion, with a one-to-one teacher-student ratio for three 15- to 30-minute

periods per week over 12 weeks, was assoclated with dramatic gains

from pre-test to post~test for three of four‘students. Al though
alternative explanations are possible, in view of the lack of optimally
desirable experimental controls, these results suggest that intensive
treatment with experiences of the type involved may alter test scores
much more than does the curriculum previously tried in regular class-

rooms.
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CHAPTER I
INTRODUCTION
The development of motivation to achieve in school has long been

recognized as a s.lient issue in attempts to educate children from

low-income backgrounds. Such children have been variously identified

as lacking motivational skills, as having motivation skills not related

to schooling, or as possessing characteristics incompatible with

expression of school motivation (Katz, 1968).
o -'ldhafever tﬁe source of motivational‘&ifficulties charécteristic
of low-income children, it is often assumed hopefully that the problem
can be resolved.by special procedures for arranging curriculum materials,
for preparing the child to encounter the materials, or for arranging
contingent rewards. Curriculum designers rely heavily upon arrangement
of curricula to achieve their ends with materials that may consist of
natural artifacts (Biber, Shapiro, & Wickens, 1971) or commercially
available equipment (Taba, 1967)., The child is prepared to encounter
the materials by task analysts, who identify task components that a
child must master and then move him in programmed fashion through the
prescribed sequence (Glaser, 1964; Resnick, 1966). Such persons also
may be inclined to offer extrinsic rewards for task completion (e.g.,
Englemann, 1969; Risely, 1972) in coordination with step-by-step
advancement toward prescribed goals. Motivation to achieve seems to be
assumed to be a distinct entity that consists principally of acting out
the réle of an achieving student. A wotivated student, quite éimply,
is regarded as one who participates in activities of the classroom,
whether designed by teacher or student, and performs to a satisfactory

level of accomplishment on examinations.
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The position taken here is that motivation to achieve in school
is a complex construct that consists of a constellation of identifi-
able and teachable process skills. These skills, once acquired,can
be transferred to any specific curriculum content and should be promoted
in -nildren quite early to be most effective. A child may initially
learn these skills through interacticns with people in his school
environment, both children and adults, rather than through materials
or rewards with which he is presented.

To the extent that the nature of interactions conduci;e to acquisi-
tion of motivation process skills can be described, they can be presented
as recommended procedures and actiﬁities for teachers and aides to
follow. Such procedures and activities comprise the curricwiam to teach
motivation to achieve that has been developed and used in this investigation.

The process skills identified, based on a theoretical conception
of motivation to achieve in school, consist of the following componzsnts:
(a) affective, or enjoying school; (b) conceptual, or conceiving of
oneself as a learner; (c) pu~posive, or planning and goal-setting;

(d) instrumental, or conducting instrumental steps toward goai attain~
ment; and (e) evaluative, or assessing the effectiveness of one's
instrumental steps. These components of motivatinn are conceived as
responses that becom covert following repeated enactment with school-
related or achievement-oriented content. The appropriate response is
communicated teo the child by direct instruction and by modeling, whether
by child or adult, and the response is reinforced socially in the
immediate setting. The child's continued interactions with important
individuals in his school environment are critical to the acquisition

of motivation to achieve in school. Summaries of earlier literature
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bearing upon these hypothesized components cf motivation to achieve in

school are contained in a previous report (Adkins & Ballif; 1970).

A-curriculum to teach motivation to achieve in school based upon

these principles was developed by the Center for Research in Early

Childhood Education at the University of Hawaii in 1968-69 in collabora-
tion with staff of Fordﬁam University under a subcoatract (Adkins &
Ballif, 1971). The curriculum was designed for preschool children and
contains content units,rprogressively introduced throughout the school
year, that are consistent with the five theoretically derived components’
of motivation. Results of the initial tryout of the curriculum were
considered sufficiéntly prpmisjng té warrant its revision and elaboration
in 19&%9-70 (Adkins & Espinosa, 1971). It was further developed in |
1970-71 and ptesented to more children of preschooi age (Adkins &
O'Malley, 1971).°

A new‘technique'to assess motivaticn “o achieve in school,
ngggookies{had been developed earlier and was ;efined more or less
concurrently with the motivation curriculﬁm (Adkins & Ballif, 1972).
The test consists of 75 two-choice items in which a cartoon figure
referred to as a gumpgookie engages in an activity keyed as motivated
to échieve in school while'another gumpgookie participates in a non-
motivated activity. The-instrument has been administered to over 1,500
preschool children throughout the United Stateé, and in its current
75-item form yields scores on five factors thaﬁ-seem reasonably consisﬁent
with the hypothesized components of motivation, as represented in units
of the curriculum. The factor scores aﬁd the total score have heen
converted to age-normed Z scores (Adkins & Payne, 19371). Children who

are uncertain oi their choice for the two-alternative items resort to



response .sets, however, which maﬁ dépend oﬁ the position of ﬁhe answér
on the page“(left-figﬁt or up-down) §r the order in which it is presented
(prima;y-fecency). ‘The response sets do not systematically affect total
score but may.distbrt‘scores.on separate factors; hence, factor scOres-
wgre comppted by a new method ﬁhat yields_fac;ors uﬁcor:elated with
response sets (Ac*ins & Ballif, 1572; qust,_1972),

Initial tryout of the ﬁotivatioﬁ curriculum with three Head Start
classes in 1968-69;resu1ted in positive anecdotal reports from teachers
but nonsignificant;pre- to post-tést differences.betwggn three tréatment
" and tﬁree comparison élasses on the‘totél score of an earlier 100-item
form (Adkips & Ba}lif, 1970). Neverfheless, the groups.by trials
interaction_tefm approached significance, with the-treatﬁent ciasses
having the higher post-test mean.. ihis fact, coupled with positive
teacher feédback, seemed sufficiént indication of success Eb warrant
extéhding the curriculum to a second yeér. The‘second tryout with two
Ereatme;t and two cqmparison Head Start ciasses in41969-70 resulted
in no significant differences between gr;ués on the 75~item
form of the Gumggookiés ip an analysié of .covariance (Adkins‘&_ v
Eséinosa, 1971).. The dependenﬁ'variables, which iﬁ addition to the
total score includéd factor scores corrected for response sets, were °
all reported as age-ﬁormed-g scores. The cévariatés were the pre-teéts
for each dependehtvvariable and the Egggz pre-test total score. Thé
third tryout of the motivs zion éurriculum with three treatment cigsses
and three comparison Head étartiqlasses'in 1970-71 indica;ed no significant
differences in an analysié'of édvariance fof the age-norméd factor

scores or total score (Adkins & 0'Malley, 1971). Nevertheless, it should



be kept in mind constantly that pre-test to post-test differences on
age-normed Z scores did in general increase significantly for both
experimental and comparison classes.

The principal ambiguity in past analyseé of the motivation curric-
ulum is that lack of significant differences attributable to the special
curriculum alone might be based upon a number of determfnants. Failure
to find significant differences in gains from one class to another is
conceivably the result of one or more of the following: the inappropriate-
ness of the test itself; weaknesses in the curriculum; inability of ~
teachers to implement the curriculum; inappropriateness of the curric-

ulum for preschool children in Hawaii; or, possibly most important, the

fact that teachers and/or curricula in comparison classes may have been
equally as wotivating as those in the special classes. Moreover, the
teacher n's were of necessity very small.

Although the test can claim a degree of construct validity based
on factor analyses and on comparisons between extreme groups rated
high and low on motivation by teachers (Adkins & Ballif, 1970; Adkiné
& O'Malley, 1971), it was thought that more specific evaluations of
curriculum effects might be useful in supplementing analyses conducted
with Gumpgookies. TFurthermore, by attempting to identify the extent to
which ﬁeachers were implementing the curriculum, it was expected that
the range of alternative explanations for not finding significantly
positive statistical results could be reduced. An additional factor
could be elimimated if the curriculum were to be presented to kinder-
garten children, for then a relative standard for the age-appropriateness

\

of the curriculum would be available.



Even with these improvements in design and assessment, however,

difficulties of 1nter§retation may be anticipated. First, random

assigument. to treatment and comparison groups has never been within

the realm of possibility for the Center's activities. As has been

typical with Head Start programs, the local CAP has made decisions

‘regarding assignmeﬁps of children to clésses;_ Seéénd, and perhéps

ﬁostfimpoftantl&, treatment classes héve generally been contrasted
with ClaSSéS in which some curriculum other than the motivation |
curriculum‘was presénted. Suchjalternativg curri;ula in some instances
mayvehhance motivation of the students to achieQe in school as well as,
or better than, any special progrém that could be devised. This

interpretation is supported by the generally consistent finding across

- the years of significant gains on Gumggbokies from pre-test to post-test

on age-qormedlg scores for both treatment and comparison c1as$es;
Third, the ideal test of the curriculum, which has never been possible,
would be to use a Qery iﬁrge number‘of classes to elim;date teacler |
effects. | |

With the fovegoing limitations in mind, the presen;‘séédé was

blanded‘and implemented dﬁring 1971-72 to resolve issues concerned with

.supplementary. and more specific assessment, teacher fidelity to curric-

ulum_pro¢edures, developmental appropriateness for preschoolers, and

a

potentialities for inteqsive work with individualuch11d¥en;
| | Objectives
The first objective was to evaluate the_extent to which goals 6f
the current motivation curriculum were being attained by exploring
possibilitigs of new, and relatiVély uhtrféd;WEffEEEiqﬁ-referenced

instruments to supplement evaluation of the curriculum by the Gumggookiés.

6
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A second ohjective was to increase the probability that the curric-
ulum was implemented as intended by extensive in-service training, and
to assess correspocndence between practice and intent with specially
devised new and admittedly imperfect evaluation instruments.

A third objective was to extend use of the curriculum to kinder-
garten children to determine whether or not expected curriculum outcomes
were dgvelopmentally more appropriate for older children.

And a fourth objective was to gain suggestions for further work
on motivation of preschool children to achieve in school by an intensive
case-study approach, with concentrated individual efforts on a ﬁery
small number of cases (four, to be exact), an approach subcontracted

to Fordham University under the direction of Ballif.
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CHAPTER II
INSTRUMENTS
The assessment techniques in this evaluation were selected primarily

to determine whether or not children were attaining certain objectives
of the motivation curriculum snd of new exercises related to certain
of its objectives. This is a question of effectiveness of the curric-
vulum in fulfilling intended purposes. Other types of instruments were
presented to assess ability level and teacher-rated motivation sf the
children and to determine by a new instrument whether or not the
teachers were conducting the curriculum as they had been instructed in
workshops and in twice-weekly meetings. The question that analyses of
the latter instrumeat ansﬁered was whether or not the curriculum was
being applied in the classroom as intended.

Curriculum Evaluation Instruments

1. Gumpgookies (GUMP)

The Gumpgookies test was developed at the University of Hawaii
specifically to measure motivation to achieve in school (Adkins & Ballif,
1970, 1972). Each of 75 items cénsists of two figures, gumpgookies,
responding in a situation in different ways that presumably reflect either
a motivated or an unmotivated orientation toward achievement in school.
The examiner reads a caption associated with each figure in a pair and
asks the child to choose the gumpgookie that is most like him. Total
score is the number cf times the child chooses the gumpgookie whose
behavior reflects achievement motivation. Five factor scores that
correspond roughly to the five theoretically-derived units of the
motivation curriculum are as follows: school enjoyment; self-confidence;

purposive behavior or constructing future goals; instrumental behavior



or knowing and taking instrumental steps; and self-evaluatiou or ability
to evaluate one's own performance coupled with confidence that the
evaluation will be positive. Age-normed Z scores for the total score
and the factor scores, each with a mean of 100 and a standard deviation
of 15, are derived from the regression of raw scores upon chronological
age (Adkins & 2ayne, 1971). Although the total scofe on the test, wHich
is not systematically affected by response sets, is of satisfactory
reliability, the factor scores corrected for response sets are based
primarily on only small numbers of items. Their reliabilities are low,

so that their use for research purposes can only be suggestive.

2. Observatfon of Individual Motivation Behavior (OIMB)} (Appendix A)

A procedure for assessing classroom behavior in naturally occurring
situations (Appendix A) was used to identify the relative frequency
of behavior pertinent to Unit II, Seeing Oneself as a Learner. Observers
unobtrusively recorded whether or not relevant behaviors were performed
in the classroom by a child in a one-minute interval and then observed
a new child. Observers recorded information on the entire group in this
fashion three times irn immediate succession. Generally, behaviors of
half the class were recorded by ome observer while a secound observer
recorded behaviors of the other half. The behaviors were as follows:
making choices, working independently, persisting in a task, taxing
pride in one's work, initiating conversation with the teacher, assuming
responsibilities, and showing euriosity. The situation in which the
behaviors were observed, free-play, was kept constant to permit compari-
“'song from class to class. The score for each situation is the per cent
of one-minute time intervals in which the behavior occurred relative

to the total number in which it was observed.



Behaviors recorded were selected from ongoing activities in the
curriculum (Adkins & Ballif, 1971, p. 24) as distinct examples of
conceptual responses and as behaviors that might be observable in discrete
time segments. However, only four of the seven behaviors--making
choices, working independently, persisting in a task, and assuming
responsibilities--occurred-with enough frequency to record in one-minute
intervals, and these three were all contingent on whether or not the
child had chosen an activity. In this limited time segment, although
each of these behaviors could be identified separately, most often
they all occurred simultaneously.

The data may be most useful in indicating which.individual children
were actually involved in some kind of task-oriented activity during
the observation periods, as opposed to those who wandered aimlessly
or were otherwise engaged in unproductive activitf. The per cents >f
intervals, across children, in which making choices of activities
occurred will therefore be the only observation data reported.

3. QObservation of Group Motivati... Bebavior (OGMB) (Appendix B)

Another procedure, Qbservaticn of Group Motivation Behavior,

(Appendix B) also focused on beha'ior in naturally occurring situations
and on behavior that was the intended outcome of Unit II. Here the

'childgen were observed in groups rather ttan as individuals. The group
situation was always one in which the teacher had assembled the full

class about her for a 10- to 15-minute discussion. The topics included
a story, something the children had seen, an excursion, etc. In order
to avoid differences due to choice of topic or materials, each teacher,

in both treatment and control classes, used the same series of pictures

as a basis for one of the discussion periods. The behaviors recorded

10




were as follows: 1listens attentively, participates in group activity,
expresses ideas in the group, performs in front of the group, makes
choices affecting the group, and knows what 1s expected as a member of
the class. As with the QIMB, observers unobtrusively recorded whether

or not relevant behaviors were performed in the situétion by a child.

But rather than observing each child in turn for a predesignated interval,
the observers attempted to record incidence of behaviors as each child
expressed them in the group. Each child wore a letter of the alphabet

on his back to facilitate observation of instances of recorded behavior
during successive time segments.

The recorded behaviors were selected from the ongoing activities
of Unit II as those that might be observable in group situations and
that would be definite indicators of a child's concept of himself as
a learner. The one behavior that became most clearly observable in
individuals was "Expresses ideas in a group.' The other behaviors
either were being exhibited by the total group or were occurring so
infrequently that their incidence was virtually negligible during the
prescribed observation periods. TFor this instrument and other new
ones covered in this report, the reader should keép in mind that there
had been no earlier opportunities for extensive trial and revision in
advance of theilr use in this study.

4., Persistence and Resistance to Distraction (PARD) (Appendix C)

The test of Persistence and Resistance to Distraction (Appendix C)

is included in the Cincinnati Autonomy Test Battery (Banta, 1970).

The child is requested to replace four selected pleces of a difficult
puzzle that has a total of 12 pieces. ~rersistence is resorded by

noting presence and absence of goal-directed behavior irn 20-second
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intervals throughout a:two-minute period. After this period, the
examiner places eight blocks to the child's right and gives the child
the option of either playing with the blocks or finishing the puzzle
by putting the pieces flat. Registance to distraction is recorded by
noting presence and absence of goal-directed behavior at 20-second
intervals throughout a one-minute period. The score on each characteristic
is the weighted sum of instances in which goal-directed and non-goal-
directed behaviors occur.

The relevance of this test to the motivation curriculum is indicated
in Unit II, Seeing Oneself as a Learner, in the statement that "reinforce-
ment for acaieving should be given for both the process of achieving

(trying harder, sticking to a task, etc.) and actual accomplishment of

successful completion of each small task" (Adkins & Ballif, 1971, p. 25).
The relevance of this test is also evident in Unit III, Purposive
Responses, in the statements that the child will learn -+ ‘'think of

what he is going to do before’he does it" and "to use what he has
thought of to do in order to direct what he does" (Ibid, p. 46).

5. The Day Peter Planned Test (Appendix D)

A new test (Appendix D) was designed to assess children's retention
and understanding of the story "The Day Peter Planned" in Unit III of
the curriculum and also to determine whether or not they are able to
transfer the concept of planning to their own future actions. Peter is
a little boy who has difficulty in making up his mind what he wants to
do. He is presented as "an abstract peer model who learns to think of
something to do and then does it" (Adkins & Ballif, 1971, p. 51). After
observing planning behavior among his peers at school, he goes home and

thinks about what he will wear to school the next day, and he plans a
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definite activity that he will carrylbut. He 1is portrgyed>as experiencing

real satisfaction.iﬁ being able to think of these things all by himself

and then doing them.

The story was read by the teachers to theirvciasses, using fianne14
figufes provided ﬁith.the curricuium. " The test was administered to
eaéh class the day followiﬂg the reading'of the story. Scores are
provided for reténtion of the sﬁory content and for transfer to unique
sifuations,of the priﬁciples presented'in the story regarding planning

of anticipated activities.

x

6. The Carrot Seed Test (Appendix E)

Another test (Appendix E) was designed speéific?lly to éssess the’

section of the motivation curriculum in which the story Carrot Seed.

(Kraus, 1954) is read to the children. The story relates a series of

‘incidents in which a little boy plants a carrot seed and quite purpose-

fully follows all necessary steps to nurture its growth, refusing to

flag in his attention to the plant in spite of discouragement of peers

- and_adults, The stofy concludes with the little boy smiling as he carts

an immense carrot off in a wheelbarrow, perhaps refiecting the satisfaction
for adﬁering to hié initial:pléns, following the necesséry instrumental
steps;(and achieving,success."The purpose of the stéry in the context.
of the curriculum section in which it appéars--Uﬁit 1v, Iﬁstrumental
Activity--ié to ﬁrovide a model of carrying out insﬁrumental stepé toward
goal completion.

In the'fifst part of the test, retention is evaluated by requesting

the child to select from a pair of pictures tiie one that accurately

‘cbaracterized what happened in the story. Theve are nine.such’pairs,

each of which 1s assigned one point for a correct response. In the

~
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second part, the child's ability to describe the application in the

story for planning and instrumental steps is evaluated with three
questions, totaling a maximum nine points. The third part showe whether
the child can transfer these principles to his own experience and consists
of a single question worth a maximum of nine points. The total score is
the sum of points on the three parts.

7. Instrumental Satisfaction (INST) (Appendix F)

A test of Instrumental Satisfaction (Appendix F) was predicated on

the Katz (1967) studies in socialization of motivation, in which attitudes
of third- and fourth-grade children following performance of a reasonably
neutral task were evaluated. Children were asked to paste together

from shapes of varying colors a series of designated objects, e.g., a

car and a boat, and then to evaluate their performance as good, neutral,
or bad. Katz found that low-achieving boys tended to perceive their
performance on what was ostensibly a neutral task as being bad more
frequently than high-achieving boys. Katz suspected that this self-
depreciation resulted from early socialization experiences in which the
child was punished for efforts that were unsatisfactory to the parent,
leading to an anticipation of depreciation that could be equated with
anxiety following task performance. Reduction of the anxiety could be
accomplished in the absence of a depreciating adult by self-directed
condemnation. Sustained task performancé, which Katz equated with
educational motivation, would be seriously hindered or disrupted by this
self-directed condemnation, resulting in avoidance behavior comprised

of either aggression or withdrawal when the child was presented with an

educational task.
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Thg moéfvatipn.cprriculum contains gleﬁeqts of instrﬂction'designed
to eﬁhance the child's image of his own performance that might be
evaluated uséfuily.by a testdéiﬁiié; to -that used byAKétz. For example,

"his objectives, i.e., to help him identify and.engage:in behavior that
will be instrumental in dbtaining for ﬁim his deéired ends" (Adkins &
Ballif, 1971, p. 62).. Thé tea;hervis eacouraged to "reinforce the child
gach'tiﬁe hé suggestg and/or perfﬁrms a.step that is instrumentél.to
one‘offhis objectives" (Ibid, p. 63). This pufpose and related—teacher.
action, if,effe;tivély implemented, should affect the extent foiwhich
a child engages in sélf-depreciation following test performancé. .A
test similér'to K;tz's ﬁéy be usefpl in detecting the'magnitﬁde of this
tendency_iﬁ'children equséd to the motivation cﬁrriculum in relation
to compﬁfison groués. |

The test is COﬁprised of five items in which thé child éastes :
colored shapes on separate pages to a?semb1e é table, a boat, an
airplane, a:house, and a car. Foilowingtthé construction of each object,
hé fates how'he feels ~bout his picture by ﬁarking one of three faces:
at the top fight of’the.pagé, a happy face, a neutrél féce; and a sad
face. his answefing'device was used'despite,skepticism of the
invespigatofs regarding its susceptibility to pbsitional response sets
.that probébiy are complicated further by Picfure prefefences. The test
is scored'by.assigning a wéight of one to’éach happy face marked and minus
one to each sad face marked, éumming the weights across objecté,,and -

adding ‘@ constant five points to avoid negative scores.,-
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* idiosyncratic appeal.

8. . Design Evaluation (Appendix G) o -

A test called Design Evaluation (Appendlx G) was’ developed to

determine whether the ch11d knows how to use both external and 1nterna1

criteria in making evaluations of a task he is requested to perform.

External criteria are present when a clearly defined standard for

-performance is ava11ab1e to the chi;d, and ir}ernal criteria are used

»when the’ child is expecLed to evaluate his product based on its

4
i

The external criteria part of the test is based on- curriculum
Activity #5 (Adkins & Ballif, 1971, p. 78). The puppet Luffins looks
at his name printed by the. teacher and prints his name twice, after

which he looks closely at both of his‘attempts, compares them with the

nodel, and-then indicates which one is nore the way he wants it.to be.
-The children are then encouragei to talk about the evaluatlon process-—
_1gz Luffins chooses the one he does. 1In the test, each child is given |
'_a model design and asked to make one like it, then make another, and

.then indicate which one looks more like the model and tell wify.

The internal criteria part of the test is based on curriculum

Activity #13, in which the child is asked to draw a shape. He then is .

~ asked if it is the way he wants it to be or if he wants to make another.

He is encouraged to noté strong and weak points of his drawing and, if
he wishes, to make another one with‘these pointS'in mind. ‘In the test,
the child is asked to ﬁake-a letter fkindergarten) or draw a shape
(preschool) and to think about whether or not it is like he wants it.’
If he likes it the way it is, he is asked to teil why. ‘If he'does not
like it end wants to draw another one, he is asked to tell what he -

does not 11ke about the first one before he proceeds. Scoring is based
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on his ability to verbalize strong and weak points of his drawing, and

"also on his ability toépply these observations to his second drawing.

The total score is the sum of the scores on éxternal and internal

criteria., .

9. Day Evaluation (Appendix H)

A measure called Day Evaluation (Appendix H) is difectly concerned

with Unit V,"Evaluativé Responses. ‘The child is asked éuestion3fpertain—

ing to his éxperiences for the purpoée of assessing his ability to

evaluate a range of experiences rather than a product he had made. He

is specifically redﬁeéted to think about school yesterday and tell

SOmething which héppened that he felt good about and gomething that he

did not feel good about. This test is in direct reference to Activity #11

(Aﬁkins:& Béllif,_1971; P. 87)'of Uﬁi£ V of thevcurriculﬁm. In this

actiQity, the téacher and the aésembled_claSs.falkéd at the end of the
day.aboutrwhat things went the'way ﬁhey'wantéd them to and what things-
did not. o | |
| Each response is given one, two, or three points'depen&ing onAthe

child's ability to -identify preéisely either pbsitiﬁe or negative

experiences that occurred.

10. Test of Autonomous Achievement Motivation (TAAM) (Appendix I)

This test, Autonomous Achievement Motivation, (Appendix I) was
designed to asseséﬂthe teﬁdency'of-abéhild to select tasks that are
difficult within a challenging rénée aé contrésted with tasks‘fhat are
simple or difficult beyond interest or ability. In autonomous achievement,

according to Veroff (1969), the child bases his perception of task

- difficulty on-prior experiences with the t ask; whereas in social achieve-

_ment motivation, the child's perception of task difficulty iSaacquired
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from infofmatioﬁ delivered by an '"informed source." .Children tested for
autonomous achievement motivation are presented with a series of tasks
that each contain items arranged in order of increasing difficulty. The
child attemp;s the items in sequence until he fails twice.consecuciVely
and then selects one item that.he would prefer to repeat..
- The scoring of the test diverged from the proéedure prescribed by

Veroff owing to a differing interpre;atiép of the original staéement by
-Atkinson‘and-Feather (1966), that the selection of calculated risks as
compared to sure things or outside chances is characteristic of individuals
high in approach achievement motivation. Whereas Veroff interpreted a
"calculated risk’ to be the last item on his test on which success was
obtained, the present invéstigatorS'interpreted this as the first
faiiuré item. More weiéht in scoring was thus given‘to a response in
which the child elected to repeat the nexé to the lgsé failure itém.

The test of autoncmous achievement motivation resembled the test
used by Veroff (1969) and included: (a) a bead reproduction task, in
which the child is asked to reproduce a striné‘of beads from memory;

(b) a basket-throwing task, in which the child is asked to throw a‘
styrofoam bali into a waste-papér basket from behind lines set’ at

. {
different distances;.(c) a memory task, in whiéh the child is asked to
recall the pictures on é sheet of paper; and (d) a puzzlé task, in which
the child is asked to complete a puzzle; The child is presented aﬁ
easy item for each task, on which success is guarantéed, and then
_increasingly'difficult items until he fails twice consecutiﬁely. For
the puzzle ;ask, however, each child successfully compleiee the first

two puzzles, for which he is given ample time, and then is interrupted

part way to completion of the third.
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11. Pictorial Self-Concept Scale

A Pictorial Self-Concept Scale (Boles, Barnes, & Felkner, 1971),

was designed to measure general self-concept of children of kindergarten
and primary age. It consists of 50 cartoon-like picture cards. A
split-half reliability estimate (n = 1613) was reported, as well as a
correlation of .42 with the Piers-Harris (Piers & Harris, 1964) self-
concept measure. This test was used by Ballif and Cranme in intensive
study of four cases.

12. Structured Observations

Measures based upon structured observations at specified intervals
vere obtained by Ballif and Crane in the course of their studies of
four children. A diorama of a classroom (with shelves; games; a
variety of equipment; paper stick figures of a teacher, two boys, and
two girls; and a table) was used to elicit stories about school, learning,
and achieving. These stories were recorded and scored for indications
of school enjoyment or self-confidence in school achievement, depending
upon the set of experiences involved. (See Appeundix L)
13. Woofles

A test called Woofles, initially developed in 1970~71 at Fordham
University by Ballif under subcontract with the Center for Research in
Early Childhood Education at the University of Hawaii, was used as an
experimental instrument in evaluation of the motivation curriculum applied
at the University of Hawaii during 1970-71 (Adkins & O'Malley, 1971).
This individually administered instrument was designed to evaluate Unit I,
School Enjoyment, and is intended to determine the child's expectations
of affect from achieving in school learning. The original 48-item test

is given in Appendix G of the Center's report omn 1970-71 activities
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(Adkins & O'lMalley, 1971). It was revised somewhat and shortened to
30 items for the 1971-72 study.

Woofles is a hand-puppet friend of the examiner who purportedly is
spending his first day in school and would like to know how'the child
feels about schosl. The puppet asks the child a series of 30 questions
with yes-no answers pertaining to schoocl-related activities, 14 »f
which are positively stated to reflect positive motivation toward school
and 16 to reflect non-motivation. Each question is paired with a photograph
of three children illustrating the specific school activity. The three
children appear to be representative of Caucasian, black, and Puerto
Rican ethnic groups--groups appropriate in the New York City context in
which the test was developed but not particularly germane to the Hawaii
ethnic mix. The sex of the child for each ethnic group represented and
the degree of participation in the school activity illustrated were
determined by random assignment. Total score is the number of responses
that indicate motivation to achieve in school. As is explained later,
practical difficulties arose that made detailed interpretation of results
of this test for the Hawaii sample unprofitable. However, Ballif and
Crane used the test on their four New York subjects and their results are
reported later.

14. Doll Play

Doll Play, also initially developed at Fordham University by Ballif
under subcoatract with the Center for Research in Early Childhood
Education at the University of Hawaii, was used as an experimental
instrument in the evaluation of the motivation curriculum during 1970-71
(Adkins & O'Malley, 1971). The instrumeni, indiviuwally administered, was

designed to supplement evaluation of Unit I, School Enjoyment, as was
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Woofles. 1In Doll Play, however, situations were extrapolated from items
on the Gumpgookies School Enjoyment factor. The test is shown in
Appendix H of the report of Center activities for 1970-71 (Adkins &
O'Malley, 1971).

In Doll Play, a classroom in miniature, depiéted on cardboard with
dolls in a series of seven open-ended school situations, is presented
to the child. Dolls--two boys, two girls, and one female teacher--are
constructed of colored pipe-cleaners. Each situation depicts one boy
and one girl paired to engage in a school-related activity, while the
other two children engage in an activity not related to school. The
teacher is involved directly in some situations, in others not. The
examiner describes two contrasting activities to the child and then
requests him to place hishéoll, of his own sex, in the center of the
classroom and move it in the direction of the activity he prefers. The
examiner asks three questions in each situation to clarify reasons for
the doll's preference. Two different scoring procedures were used in
Hawaii. The first, developed at Fordham, was applied before on a
limited sample (77 kindergarten children) during 1970-71 (Adkins &
O'Malley, 1971). 1In this procedure, the first question in each of the
seven situations is scored +5 or =5, depending on whether it is a
positive or negative indication of motivation to succeed in school. The
other three probe questions are scored independently according to a
scoring key that assigns to sample responses weights of +5 to =-5.

The second procedure, developed by Loveless of CRECE, also scores

the first question of the seven situations from +5 or -3, but instead

of scoring the three probe questions independently, also scores any

responses directly related to the first response from +5 to =-5. Any
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oneiof the three reéponses directly related is scored according to thé
scoring key. This is done in an atﬁempt to place heavier‘emphasis on .
Qerification of the first respoﬁse. A constant, 140, is added to ali
scores in both pfdcedures'toleliminate negative totals. Total score

is the sum of individually‘weighted'fesponses to the doll placements apd :

the three questions across the seven situations.

Again, however,‘as with Woofles, Doll Play for the Hawaii samples
presented problems such that Ehe results are questionable and will not
- be reported in detail.

Other Evaluation Approaches

1. Stanford-Binet Intelligence Scale, Form L-M
‘ - . :
The Binet (Terman & Merrill, 1960) was administered to assess the
géneral intelligencq of the childreﬁ in the treatment classes. It has
 been Widély'used to assess ability level, provides‘a single deviation

IQ, and is appropriate for children in the age range in guestion.

2, Metropolitan Reading Readiness Test

The Metropolitan (Hildreth, Griffiths, & McGauvran, 1966) was

administered by the kindergarten classroom teachers as part of a gene;al
series of assessment instruments prescribed by.theaState Depa;tment of
Education. The test coﬁtains'sectiqns on word meaning, iisfening,
matching, alphabet, numbers, and copying. - The test scores weré used

.to make comparisons arong the children in these groups with respect -to -
readinesé to perform work in first gfadé.

3. Adkins-Bailif Motivation RatidgﬁScale (Appendix J)

All teachers were asked near the end of the year to rate each

child in their classes on a scale designed to assess motivation to achieve

in school. The scale was developed by Adkins and Ballif (Appendix J)
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independently of this project to evaluate child behavior that was
consistent with the motivation curriculum (Adkins & Ballif, 1971).

The scale consists of 15 items in the form of statements such as, ''Is
enthusiastic about school," ”Lacks confidence in own ability," and "'Asks
reasons for things.’ Each item was intended to reflect one of the five
curriculum areas (affective, conceptual, purposive, instrumental, and
evaluative).

For each child in the class, the teacher assigned to each item one
of four categories, ranging from '"Very much like' to "Not at all like."
These ratings were then translated into scores from 1 to &4, with 1
representing the teacher's rating of least motivated behavior and 4
representing the most motivated behavior. The score i5 the sum of the
iteﬁ responses.

4. Teacher Rating Scale (Appendix K)

& Teacher Rating Scale (Appendix K} was used by the two Center

staff members who had the opportunity for regular observation of teacher

performance to rate each teacher's adherence to the curriculum procedures.

The items on the rating scale were selected from each unit's ongoing

activities and are seen as discrete behavioral objectives for each teacher.
The two CRECE staff members rated each teacher on each item of

the five units by assigning ranks ranging from 1 to 4. One ;epresented

the lowest performance on the item and 4 the highest. Scores for each

unit and total scores were obtained by summing the item responses.

5. Attendance by units

Attendance figures were collected by units from the four experimental
classes and one kindergartenm control class. Special attention was given
to comparative numbers of absences for Unit I, which emphasizes feeling

good about school.
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CHAPTER I1I
METHOD
Subjects

Subjects in the principal study reported here consisted of preschool
and kindergarten children living and attending classes in Honolulu.
There were two preschool and two kKindergarten treatment classes, plus
twd kindergarten comparison classes and four preschool comparisor classes.
The children were predominantly from part-Hawaiian backgrounds, although
most classes contained a mix of different ethnic groups--including
Caucasian, Japanese, Korean, and Samoan. The children all resided in
low-income neighborhoods, although in only the preschool élasses, all
of which contained Head Start children, was there guarantee tha; parents
were below OEQ income critefia. Cne preschool treatment class (PT1)
was a Honolulu District Title I class for "educationally disadvantaged"
children, although the children were selected with the same criteria as
apply to Head Start children by the Honolulu CAP. Both kindergarten
comparison classes were selected from the same school as the other two
kindergarten classes.

Four subjects engaged in intensive study of particular aspects
of motivation intervention in New York City will be described individually.
All attended an inner-city parochial preschool class taught by Montessori
methods by a female Caucasian teacher and a female Puertv Rican aide.
S;, male, 51 months old at the beginning of the study, was of Filipino
parentage. His father was an engineer, his mother a nurse. Home languages
were Filipino and English. S5, male, was 51 months old at the beginning
of the study and of Caucasian origin. His father was a stage electrician,

his mother a housewife. English was spoken in the home. §3 was male,
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58 months old at the beginning of the study, and of Puerto Rican
parentage. His father was a social-health assistant, his mother a
housewife. Home languages were Spanish and English. §,, female, was
67 wmonths old at the beginning of the study and Caucasian. Her father
wag a computer analyst, her mother a housewife. English was spoken
in the home.
Prccedures

The Preschool Motivation Curriculum (Adkins & Ballif, 1971) was
presented in two preschool and two kindergarten classes in Honolulu
during 1971-72. anch class was located in a low-income neighborhood.
The two kindergarten classes contained 25 to 30 children, and the
preschool classes each contained 20 children. At least one adult in
addition to the teacher was generally present in the classrooms. The
two preschool classes were staffed with an aide, whereas the two
kindergarten teachers depended for assistance upon parents or volunteers.

The teacher and aide training in llawaii was conducted with a series
of afternoon workshops, one for providing an initial overview and one
for each curriculum unit introduced throughout the school year. Two
Center staff members, one an experienced teacher, visited each classroom
twice weelly to offer in-service training, to suppert the teacher as
éhe attempted to implement the curriculum, and to supply Center~developed
materials described in the curriculum guide. The ongoing activities
and accompanying illuscrative examples were abstracted from the curric-
ulum and displayed i:. charts for inspection by the teachers, who were
encouraged to use these chzxrts as checklists for adherence to the
curriculum procedures. As omissions were noted, teachers were encouraged

to include these ongoing activities as a regular part of daily interactions
g
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with the children. The checklists were developed when the teachers
expressed need for specifi. examples of how the ongoing activities
could be translated into classroom action. This was true for Unit II
(Seeing Oneself as a L=aarner), Unit III (Purposiveness), and Unit IV
{Instrumental Activities).

Pre-tests and postotests to evaluate the curriculum in the Hawaii
classes were conducted with the Gumpgookies, as was the case in pricr
studies (Adkins & Ballif, 1970; Adkins & Espinosa, 1971; Adkins &
O0'Malley, 1971). Additionally, a number of criterion-referenced
instruments to evaluate specific curriculum components were either
selected from the literature or devéloped in experimental forms
specifically for thisg investigation. These tests, which supplemented
the curriculum evaluation with the Gumpgookies, are described in

Chapter IT1 with the other instruments. The Stanford-Binet was administered

to all treatment group children as a general assessment of intellectual

ability, and the Metropolitan Reading Readiness Test was administered

to the kindergarten children for much the same reason. A list of Hawaiil
classes, tests administered, and numbers of subjects involved is presented
in Table 1 for the preschool classes and in Table 2 for the Hawaii
kindergarten classes. The numbers in the classes vary owing tc occasiomal
absences. As 1s evident from Table 1, the tests administered to the
preschool control classes varied to avoid over-testing of the younger
children. At the end of the school year, teachers rated the children

in the treatment groups with a rating scale of motivation to achieve,

the Adkins-Ballif Motivation Rating Scale, and two Center staff rated

teachers on the extent to which they faithfully implemented the curriculum.
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" Table 1

Data Collected and Numbers of
Subjects in Each Hawaii Preschool Class by Sex

Treatment Comparison
PT1 pr PCl PC2 PC3
Test ¥ F M F M F M F N §
Gumpgookies & 7 7 6 - - - - -
Woofles 10 7 ¢ W 3 7 - -
Doll Play - - 4 9 - - - - -
PARD 9 9 10 9 - - 9 10 -
The Day Peter Planned 10 & & 6 - - 7.8 -
Carrot Seed 10 9 e 7 - - 8§ 9 9
Self-Evaluation - - - - - e e e a
Design Evaluation 9 8 10 ¢ - - 11 8§ -
O1MB 9 7 10 7 - - 910 -
OGMB 9 8 10 7 - - 5 6 -
NEST* T - e e e -
Day Evaluation - - - - - - - - -
TAAM . 9 9 10 9 - - 210 -
Stanford-Binet 11 9 11 8 - - - - -
Metropolitan - - - - - - - - -
Motivation Rating Scale 10 9 11 9 - - - - -
Attendance 11 9 10 8 - - - - -

*Administered only to kindergarten c¢hildren.
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Table 2

Data Collected and Numbers of
Subjects in Each Hawaii Kindergarten Class by Sex

Treatment Control
KT1 —KT2. KCl

Test . : M F M- F M F
Gumpgookies 12 11 8 10 - -
Woofles _ 6 7 10 10 15 11

- Doll Play | 8 13 8 9 6 s
" PARD o 112 12 12 1 12
The Day Peter Planned ¢ 9 10 10 13 - 9
Carrot '‘Seed | _‘13 12 - 6 12 - 13 10

- Self-Evaluation , 8 7 f. 8 _ 7 .8
Design Evaluation | 14 11 10 12 14 10
OIMB o 1% 11 9 11 14 11
0GMB D w1 9o o1
NEST* . 13 11 8 11 14 10
Day Evaluation - 14 10 § 10 14 10
TAAM o 13 .12 11 12 14 12

Scanfordesinet 16 13 12 11 - -
Metropolitan _ 14 12 12 12 15 12

. Motivation Rating Scale ‘14 12 12 12 ﬂ:— -
Attendancew’ , 15 13 14 13 15 11

© *Not discussed in the text due to low inter -scorer
reliability,
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The schedule for the ccurriculum units presented in Hawail is
shown in Table 3. Begiﬁning'and ending dates, as well as number of
school days for each unit, are inclpded.‘l

The criterion-referenced tests, which in some cases may appear to
relate to only one specific aspect of the curriculum, were also inten~
tionally designed for é more general purpose, viz., to evaluate the

"~ . overall impact of a curriculum-uni?, Insofar as pringipél interestfin
devising these instruments was to test more general behévidrs than simple
retention orlcomprehenéion of sto%ies.or illustrations,_they appropriately
contain items designed to assess such behaviors as application or
transfer._'That the influence of one specific story or illustration would
be shown in such general dimensions of performance is highly unlikely.
Significant results on a criterion-referenced test should be interpreted
as the result of ei;her a specific curriCUluﬁ lesson or an entire unit,
depending upon the,vafiabIe specified, Note, also, that ﬁhefe could

~ be no'reasonable éxpectation that all 6r'even most of the new and
‘ et
relatively bfief_gxperimental,tests would be acceptably reliable and
valid for their purposes, since no earlier opportuﬁity for extensive
——~  work with them had been available.
‘A éenerally conservative approach was taken in the analyses of
the Hawaii data obtaiﬁed from ﬁhe critérioﬁ-referenced tests, except
where distfibutioné appeared reasonably normal or where suitable
nonparametric approaches were availaﬁle. This avenue was deemed
appropriafe even consiqéring Winer's (1971) suggestion that F zs rcbust

with respect to normality of distributions within treatment populations,

since in some cases data were extremely skewed or bimodal.
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Table 3

Schedule of Progress by Unit

School
Unit Description Start End . Days
I School Enjoyment 10/1 11/22 35
11 Seeing Oneself as
a Learner 11/23 1/13 26
111 Purposive Behavior 1/14 2/22 27
Iv Instrumental Behavior 2/23 4/6 _ 27
v Evaluative Behavior 4/7 5/26 36
Total Days 151
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The primary purpose of studies conducted by Ballif and Crane in
New York.ﬁas not to evgluate_particu;ar experiénces in a school setting
but rather to get hunches as to effectivengés of experiences-designed
on the baéis of principleé of learning in producing predicted chanées_
in school ehjoyment And self;confidence in;s;hool-learning situations.
The approach used was intensive anai&sis of effedts of such gxperiences

~on just four childrén. |

Of two adult Caucasian femaie'experimenters, one modeled, elicited,
and reinforcad the desired responses in .ach of‘the experimental
experlences, and the other administered measurement instrumeats and
recorded observations. 'The experimental intervention consisted of two
sets of 16 experiences, designed to increase, respectiVely, school
enjoyment and self-confidence in schoo} learning. (See Appendix L)

Prior to participation in the fifst set of treatment experiences,
designéd to affect school enj;yment, all Ss were individually tested
on Woofles and Gumpgookies. In additioﬁ; they were rated by their teacher

on the Adkins-Ballif Motivation Rating Scale, despite misgivings as to

the use of teacher ratings for pre-test and post-test comparisons.

Baseline responses were recorded for scoring during the first Structured
s - —
4 50 ) coe ;.
Observation related to affect. Before participation in the second set
of treatment experiences, aimed at self-confidence, each § was tested

individually on the Pictorial Self-Concept Scale. Again, baseline

responses were récordéd for scoring during the first Structured
Observation related to self-confidence, |

Each 5 individually‘participated in one expérience per 15- to
30-minute session on each of three different occasions during a week

for s8ix weeks for each set of experiences in succession. During the
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first sessions of the third and the fifth wecks for cach set of

experiences, 'Structured Observations were conducted. The pre- and

post-test recorded responses in these observations were analyzed separately
for each set of experiences.

After the first set of treatment expefiences had been completed,
the Ss were again individually tested on Woofles and responses were

recorded for scoring during a fourth Structured Observation. After

'the second set of experiences, each § was again-given the Pictorial

Self-Concept Scale and responses were recorded for scoring during a

fourth Structured Observation. Then each § again was tested on

Gumpgookies and was rated by his teacher on the Motivation Rating Scale.

At this same time, the teacher was interviewed for impressions of the

effectiveness of the experiences in modifying the classroom behavior of.

the four Ss.
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CHAPTER IV
| RESULTS

Résults of the analysis of the first objective, to evaluate the
general motivation‘curriqulum, are organized under four headings:
Hawaii Subject Characteriétics, Gengral Curriculum Effects in Hawaii,
Specific Curriculum Effects in Hawaii, and Intensive Analysis of Two
Curclcular Areas with a Small Number of.Children_in New York City.
The first heéding is concerned;w;th indicaéipns of the general ability
level of the childreﬁ (Hawaii Subject.Characteristicéj; the second
present; analyses conducted on the Gugggookieé and the attendance
records (General Curriculum Effects in Hawaii)g the third deals with
analyses conducted on criterion-referenced ;ests'(Specific Curriculum
'Effects_in Hawaii) and the fourth presents defails on four children
in New York City who received infensive speéial training on two
units of'the curriculum. Results of the analysis of the second ~
objective; to détermine whether or not the curriculum was implemented
according to its design, are reported'immediatelyrfollo&ing détailed
analyses of the first objective. Conclusions regarding the Ehitd_
objective, to détermine wherher or not fhe curficulum is appropriate
for kindergarten as well as prescﬂool children,'afe then reported.

Evaluation of the General Motivation Curriculum

Hawail Subject Characteristics

The children who‘ﬁarticipated in the Hawali study were from
low-income backgrounds and as such might be expected to perform below

average on ofdinary tests of intelligence or achievement. Table 4

gives means and standard deviations of Stanford-Binet IQs of children

in treatment groups at each educational level, both prescheol and
o O I
kindergarten. .
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Table 4

Means and Standard Deviations fdr the Hawaii Classes on
~the Stanford-Binet and the Metropolitan Reading Readiness. Test

Variable Group n Mean SD Range
Stanford-Binet IQ PT1 - 20 92.30 11.06- 69-113
PT2 18 78.00 11.73 58-100
KT2 23 91.48 = 11.22 70-118
Metropolitan KT1 26 53.73 8.43 - 39-69
KT2 27 _47-03_,,WV.17-20” 17-78
KC2 27 52.70 25,16 13—?{M
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In the two prescﬁool classes; a substantial difference between
mean 1Qs wés evident. For scor;s of ‘the two preschool treatment
groups, Téble 5 presents a simple analysis of variance, which shows
a significant difference betweéﬁ the groups at beyond the .001 level.
The 1owest—scoring—ch11dren, PT2, attended a Head Start class in a
héusiﬁg project; their parénts in many cases were recent immigrants
and spoke broken English in the home. Children from the qther ;reschool
gfoup,lPTl, also lived_in a:low-income neighborhood but were from
families of longer residence in Hawaii.

The kindétgarten classes were comparable in mean iQ,.as shown
in Tables 4 and 5. Childrep'had been assigned t6 these two classes
and to the comparison class, also located in the same séhool, by
selecﬁién of every third name ffom a Eoﬁpléte alphabetic roster of

kindergarten children.

The Metropoliﬁan Reading Readiness Test was édministered and

scored in the kindergarten classes by the teachers as a regular part
of aﬁ end—of-term battery. Raw-scofe means and standard deviations
appear in Table 4, Means of the KTl, KT2, and KC2 groups are all
_within.what the test manual (llildreth et al., 1966) refers to as the
range of "average" readiness status, i.e.,'as likely to succeed in |
first-grade work. The mean of KT2, hoWevef, is toward the lower

iimit of this range, whereas the means for the other two groups are
approximately at the middi; of the range.- Cochran’s test.(Wiﬁer, 1970)
for homégeneity of variance yielded a C value of .63, significanﬁ at
the }Ql level, withk 3 and 27 deprees of freedom.'

Marked differences are evident between results of the Binet and

the Metropolitan for the kindergarten children. Whereas the two
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Table 5

Simple Analyses of Variance for the Hawaii Classes on the

Stanford~Binet and Metropolitan Reading Readiness Test

Variable Groups ' Source - df MS .F p
Stanford-Binet IQ PT1, PT2 - Between 1 1937.25! 14.97 <,001
Within = 36 129.45
KT1l, KT2 Between 1 44,38 .26  N.S.
Within 49 172.83
Metropolitan KT1l, KT2, KC2 Between 2 316.75 .94 N.S,
- Within 74 338.41
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- kindergarten treatment groups seem comparable on the Binet, their

variences appear quite different on the Metropolitan. The differences
ﬁay be due to varietiens in administration or scoring procedures
~among the three teachers or to real differences between the test -
results. |

The substantial difference in either mean IQ or variance of
reed%ng readiness between/the treatment classes at each educatiopal
level suggests that evaluatlon of the curriculum effects should 5e
conducted independently for each class rather than'for a combined
treatment group. This convention will be followed ie all analyses
presented, |

General.Curriculum Effects in Hawaii

Analysis of general currieulum effects is concerned with measures
that yield a comprehensive understanding of effect of each curriculum
unit or of’the overall curriculum. The Ggmggpokies provides such
information, as would records of attendance By unit. Greater
Gumpgookies meae scores.and more frequeﬁt attendaﬁce are predicted
for groups presented with the motivation curriculum.

Gumpgookies. The Gumpgookies factor scores reflect aspecfs of
motivation to achieve that are roughly cémpafable to the five curric-
ulum units, viz., écheol enjoyment, self-confidence, purpésive behavior,
inetrumeneal‘responses, and self-evaluation. The totel score reflects
a composite image of motivation te achieve. Aithough both K-R 20

and retest reliability estimates for the total score are reasonably

acceptable, K~R 20 estimates for the separate factor scores corrected
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for response sets, each based mainly upon a small number of items,

are low. Hence conclusions based upon the separate factor scores

are highly tenuous.

The comparison group used in the analysis of preschool Gumpgookies
results (PC70) was selected from children who in 1970—71.(Adkins &
O'Malley, 1971) had taken the Gumpgookies but had not had the motiva-
tion curriculum, These children, all from low-income backgrounds,
attended Head Start classes in varlous locations throughout Honolulu,
To these children had been presented a variety of different curricula
that were products of the Center for Research in Early Childhood
Education, including music and physical activities. No prior
comparison groups of Kindergarten age were avallable for the
Gumpgookies &nalysis; and limitations on available resources, due to
réstrlctions in staffing, prevented administering the test to KC1l or KC2.

Means and standard deviations of the Gumpgookies age-normed Z
scores for the preschool children are presented in Table 6, with
separate values for pre~test and post-test on each factor and on the
total score. Adjusted means for analyses of covariance are also shown
in this table, with the pre-test as the covariate for the post—-test
score. The covariance analyses of each post-test factor and of the
total score are given in Table 7. Significant differences were found
for Facter 5 at the .05 level and for the total score at the .001 level,
and differences that approached significance were found for Factor 1.

A highly significant difference on total sccre when only one
factor score showed such a difference needs explanation. The
Gumppgookies total test score is free of response setrs--recency-primacy,

up-down, and right-left--~because the correct response for each item
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Table 6

Means, Adjusted Means, and Standard Deviations of Gumpgookies Age-Normed
Z Scores for Hawaii Groups PTl (n=15), PT2 (n=13), and PC70 (n=48)

Acd justed

Gumpgookies Pre-test Post=-test Posti-test
Variable Group Mean SD Mean SD Mean
Factor 1 PT1 96.33 13.89 165.67 13.35 105.76
PT2 100.54 15.94 1067.46 7.83 107.29
PC70 97.60 17.46 97.48 18.51 97.50
Factor 2 PT1 100. 80 13.14 97.33 14.26 97.93
PT2 101.38 11.97 101,38 11.38 101.38
PC70 96.33 12.33 94.67 14.12 94,67
Factor 3 PT1 95.53 13.59 101.87 17.48 101.81
PT2 95,31 12.85 95.31 15.88 95.27
PC70 94.27 13.85 96.04 14.47 96.07
Factor 4 PT1 97.20 15.21 103.93 11.26 103.99
PT2 88,62 13.37 99,54 12.06 99.90
PC70 102.10 15.35 101.65 12.38 101.53
Factor 5 PT1 89.27 17.64 108.60 11.11 108.73
PT2 89.31 9.91 97.92 14.27 98.05
PC70 91.42 14.57 101.06 11.81 100.99
Total PT1 90.47 10.66 107.13 14.03 107.06
PT2 85.54 10.30 101.23 14.98 102.83
PC70 91.46 13.64 93.52 13.51 93.11
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Table 7

Analyses of Covariance on Gumpgookies Age-Normed Z Scores for
Hawaii Groups PT1 (n=15), PI2 (n=13), and PC70 (n=48)

Variable

Source df F P

Factor 1 Groups 2 2.69 <.08
Error 72

Factor 2 Groups 2 1.27 N.S.
Error 72

Factor 3 Groups 2 .90 N.S.
Error 72

Factor 4 Groups 2 W41 N.S.
Error 72

Factor 5 Groups 2 3.17 <.05
Error 72

Total Score Groups 2 7.48 <,001
Error 72
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occurs an equal number of times with each set. As such, total score
need not be corrected for response sets but can be converted directly
to an age-normed Z score. The factor scores, however, essentially

are based on much smaller numbers of items that were dependent upon
factor analysis of item responses, with response sets partialled ocut.
To correct for these, a method was developed by Horst (Adkins & Ballif,
1972; Horst, 1972) to produce orthogonal factor scores uncorrelated
with response sets, The total score, not being a simple sum or average
of the factor scores, reflects only a rough composite impression of
thelr magnitude.

Means and standard deviations on the Gumpgookies for kindergarten
children are presented in Table 8. Table 9 shows results of the two-
(groups) by-two (trials) analyses of variance on each factor score
and the total score. Principal interest was in shift of scores from
pre-test to post-test, since no comparison group was available by
which to detect differences among adjusted post-test means. The
expected significant increase of scores from pre-test to post-test
is evident in the total score, as well as in Factors 4 and 5. Inspection
of means 1In Table 8 reveals that the significant effect for trials on
Factors 4 and 5 and on total score was priﬁcipally due to increases
in mean scores for group KTl, which had low pre-test scores, It
should not be surprising to find that children with low initial scores
are affected most by the curriculum., That this 1s more than a regres-
sion effect is suggested by the comparable pre-test and post-test
scores for the treatment group in the 1970-71 final report (Adkins &
0'Malley, 1971), which were not significantly different. As with

preschool scores, the degree of significance of difference between
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Table 8

Means and Standard Deviations on Gumpgockies Age-Normed
Z Scores for Hawaii Groups KTl (n=23) and KT2 (n=18)

Gumpgookies Pre-test Post-test
Variable Group Mean Sh Mean SD
Factor 1 KT1 102.83 12.20 101.61 9.23

KT2 103.11 10.59 101.33 7.52
Factor 2 KT1 98.39 13.98 104.65 10.71
KT2 107.11 15.09 106.72 14.30
Factor 3 KT1 94.17 12.50 96.39 9.32
K12 94.89 12.55 100.28 10. 67
Factor 4 KT1 92.13 14,78 103.70 10.07
KT2 103.06 10.02 103.67 8.51
Factor 5 KT1 93.35 13.57 102.65 11.24
KT2 100.83 17.71 102.33 7.02
Total KT1 91.61 14.44 101.22 11.87
KT2 102.50 15.53 104.39 13.03
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Table ©

Hawaii Groups (KTl vs. KT2) by'Trials (Pre—test'vs. Post~test)
Analyses of Variance on Gumppookies Age~Normed Z Scores

Gumpgookies Mean
Variasble Source _df Square F. i
Factor 1 Between 40
: Groups (G) 1 .00 .00 N.S.
Error - 39 113.93
Within 41 -
Trials (T) 1 A3 .52 N.S.
GxT - 1 .02 .89 N.S
" Error 39 101.68
Factor 2 Between 40 .
Groups (G) 1 587.69 2.99 <,10
~- Brror . -39 196.43
Within 41
. Trials (T) i 228.88 . 1.37 N.S.
GxT -1 223.31 1.34 N.S.
Erroxr 39 166.96
Factor 3 Between 40
' Groups (G) 1 106.88 .71 N.S.
Rrror 39 -151.31 _
Within 41 ) |
. Trials (T) 1 266.94 . 2,57 MN.5.
G xT . 1 50.94 .49 N.S.
Error 39 .
Factor & Between 40
Groups (G) 1 599.44 4,90  <,05
Error 39 122.37
Within 41 g
Trials (T) 1 955,44 7,02 <.02
6x7T - 1 606.06 4,55 <. 04
Error 39 : '
Factor 5 Detween 40
Groups (G) i 259,44 1.52 N.S.
" Error 39 170.24
Within : 41 -
‘Trials (T) i 708,06 4.34 <,05
GxT : 1 307.69 1,89 X.S.
Error 39 163.07
Total Between _ 40 - -
Groups (G) 1 998.25 3.34 <,08
Error ' 39 298.94 -
Within 41
Trials (T) 1 793.00 '10.27 <, 01
GxT 1 301.06 3.90 <,06
Error 39. . 77.22 -
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means on the total scsre was of greater magnitude than that sn the®
factor scores. This can be explained as before with reference to

the distinctive charaeteristies of the factor scores and their much lower
reliability,

Analyses with the éumggookies as -an evaluation instrument. in
reports from prior &ears (Adkins & Ballif, 1970a; Adkins &_Espinosa,
1971; Adkins & O‘Malley, 1971) have yielded eqqivocal results, with
differenr factors revealing significanr differences betweed motivation
and cdmparisoﬁ classes in different years and the total score rarely
showing significant differenées between.pre-test to post-test gains
for motivation and comperison classes although uniformly showing
significant pre~ to post~test differences fci both types of classes.
The anelysis presented here may be more valid than tﬁe earlier ones
because of greater attention to teacher training than id previous
yearsf. With more certainty that the currieulum was.being implemented
in accqrd with the original design,‘the.magnitude of discrepadeies
between treatment and coﬁparison groups deserves more credeﬁce.' In
general, the curriculﬁm appeared to produce differences between
motivation end comparison'groups on the total score but somewhat
inconsistent differeﬁces on the fector'stres, although on these,
too, post-test performadce usually exceeded pre-test performance for
both groups. A new modification of individual factor scores is under
consideration, in which ressonse sets are further corrected for
individual cases. This approaeh may yield msre consistent differedces
'BetWeeﬁ treatment and compariSOn groups -on corrected factor scores;
which still, however,,will‘be of low reliability because 6f the small

number of items that contxlbute substantially to them.
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Attendance. The expectation that attendance records maintained
by curriculum unit would reflect differences between treatment and
comparison groups was based on the intended curriculum outcome of
greater school mwotivation. Although a.child's attendance may be
influenced by numerous conditions apart from those which prevail in
the school, e.g., parental attitudes, the curriculum may nevertheless
affect the child's willingness to submit to opportunities for chronic
truancy. The availability of children assigned to classes in quasi-
random form, as in the kindergarten, might make inspection of attendance
particularly revealing,

Frequency of attendance by unit for the preschool. and kindergarten
treatment groups, plus the kindergarter zomparison group, was recorded
for each child and converted to a percentage of total number of days
on which attendance was possible. The mediansand first and third
quartiles of the distributions‘of per cent attendance by unit are
presented in Taole 10, Particularly in Unit I, School Enjoyment,
differences might be predicted between the kinderparten treatment and
comparison groups. At the beginning of the year, children may balk
at their initial encounter with school and resort to vague complaints
regarding imagined vexations. Inspection of Table 10 reveals that the
median per cent attendance during Unit I was comparable among the
three kinder<arten groups and that the lower and upper auartiles of
these distributions did not appear markedly different. The total
percentages of attendance for the three kindergarten classes are also
strikingly similar, as indicated by medians and quartiles. MNo stable
patterns suggest that systematic differences occurred among the groups;

nevertheless, the data are interestine as records of levels of
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. ‘ Table 10

Mediane and Quartiles of Per Cent
Attendance by Unit and Group in Hawaii

. Per Cent Attendanee
Group n% Quartile 1 11 "IIT Iv \i Total

PT1 20 Q3 98.50  92.17 9575 = 98.00  95.50  95.17
H 92,50  87.75  81.17  91.00  90.50  $6.00

Q §7.50  76.50  79.50  #3.00  73.50  81.50

PT2 21 Q3 99.90 . 95.75  96.13  99.79  96.83 . 95.25
M 97.25  85.25  89.00  96.00  89.17 . 92.63

Q 93.75  76.69  67.38  91.00  82.00  §5.75

KTl 29 Q3 96.83  99.83  93.25  96.04  94.00 93,25
M 91.00  96.00  £5.17  92.83 91.70  89.25

Q; 83.50  85.50  73.00  85.25 75.00  83.63

KT2 29 Qy  99.54  99.57  96.33  96.40  86.50 91,88
M 96.61  92.50  85.17  92.83  82.75  89.67

Q §6.03  84.67  77.75  80.67  75.50  83.13

k2 27, qq 99,78  99.85  99.85 = 96.42  96.92  95.63
. M 96.70  88.17  96.00. 93.13 88.75  89.33

Q- ~ 85.67  84.67 89.13 85.08 77.88 82.25

*This figure represents the number of subjects in the "Total" column,‘éithough
the fipures for other columns varied only sllghtly dependxvg on whether
children entered or left the class .

PN
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attendance in a typical kindergarten class in which the motivation
curriculum has been presented and as an indication that this particular
motivation program did not appear to affect differentially children's
attendance relative to a comparison group., Data for the preschool
élasses show analogous figures for children one year younger, which

do not differ consistently from those for kindergarten classes.

Specific Curriculum Effects in Hawaii

Analyses conducted on specific curriculum effects will be reported
for each test used. The order of the tests results discussed follows
the seyuence of units of the curriculum assessed with criterion-
referenced instruments., The tests planned for the curriculum units
were as follows:

Unit I: Woofles and Doll Play;

Unit II: Observafion of Individual Motivation Behavior (OIMB},
Observation of Group Motivation Behavior (OGMB), and
Persistence and Resistance to Distraction (PARD):

Unit III: The Day Peter Planned;

Unit IV: The Carrot Seed and Instrumental Satisfaction;

Unit V: Design Evaluation, Day Evaluation, and Test of
- Autonomous Achievement Motivation (TAAM).

Unit I: School Enjoyment.--Woofles and Doll Play

| Two tests originated by Ballif and Crane, Woofles and Doll Play,
were designed to assess the child's expectations of affect from
achieving in school learning (Adkins & 0'Malley, 1972). In a revised
form of Woofles, the child was requested to respond to 30 yes-no
questions pertaining to activities depicted in photographs that either
do or do not refleqt motivation toward school. The second test, Doll

Play, was designed to identify aspects of the child's expectations of
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affect from attending school. Its contents are more specifically
representative of items from the Gumpgookies on the School Enjoyment
factor. The child is to indicate in a series of seven situations in
which of two activities his (pipe cleaner) doll would prefer to
participate, one that does or does not reflect motivation to achieve
in school. The child is also asked three probe questions in each
situation to clarify reasons for the doll's preference.

Originally it had been planned to use both of the tests to assess
in 1971-72 specific effects of Unit I, related to School Enjoyment.
Extensive efforts were made and the tests were administered, but it
had been 1mpo§sible to use them as pre-tests and their administration
after completion of the curricular unit of necessity was spread over
a long period because of commitments for other tests and other
activities. Late availability of only one set of test materials for
Woofles; uncertainties as to scoring procedures for Doll Play; delays
in communication, especially regarding the latter test; failure of
renewed efforts to modify the scoring of Doll Play--all of these factors
resulted in equivocal conclusions, the details of which will not be
presecnted.

Further intensive work on the school enjoyment unit by Ballif
and Crane, however, is reported in a later section.

Unit II: Seeinpg Oneself as a Learner

OIMB.--The Observation of Individual Hotivation Behavior was used

to time-sample the incidence with which children made choices of
materials and continued to work with them throughcut a free-play period.
The criterion for whether or not the child's behavior would be recorded
positively under this category was that he be engaged in constructive

Q 48




activity, e.g., playing with materials or other children, rather than
in nonconstructive activity, e.g., wandering without apparent purpose
or bothering other children. The emphasis was on productive behavior.

Because the instrument was developed for this investigation by
the Center, inter-observer agreement data were collected to assure
that behavioral descriptions were presented in objective terms. The
numbers and per cents of intervals in :hich inter-observer agreement
occurred are presented in Table 11. The unusually high agreement
for behavioral observations, in spite of the fact that six categories
of behavior were simultaneously recorded in the original instrument
(as described in Chapter II), probably resulted from the extent to
which presence or absence of benhavior selected for observation could
be easily distinguished and from the use of a full minute as the
observation interval, The training period required to produce this
level of agreement for a naive observer was no more than two half-days.
Per cent of observer agreement is subject to a number of deficiencies,
such as being dependent on the number of intervals, that might be
obviated by use of more sophisticated indices of reliability (e.g.,
Cronbach, Gleser, Nanda, & Rajaratném, 1972). This and the other
observational approach used are considered pilot instruments that
could be reviged and refined if they were to be applied in subsequent
studies.

Analysis of treatment and comparison classes of preschool and
kindergarten children is presented in Table 12. Two observers-often
recorded data for separate halves of the classroom, since a single
observer was adequately occubied with approximately 10 to 15 children.

The sequence of the individuals under the "Observers" column is followed
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Table 11

Numbers and fer C2nts of Intervals with
Inter-obsarver Agreement oOn the 0IMB

: Agreement _
Classroom Date Observers Number Per Cent
KT1 - 1/4 1, 4 14/14 _ 100
KT1 - 1/4 1, 4 21/23° 91
PT2 1/5 2, 4 21/21 100
PT2 1/5 1, 3 24/24 100
PT2 - ‘1/6 3, 4 - 53/54 98
PT1 1/6 - 2, 3, 4 27/28 9¢
PT1 1/10 2, 3 29/29 100
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Table 12

Numbers and "er Zents of Intervals of Recorded Behavior
for Treatment and Comparison Classes on the QIMB

' Observer 1 Observer 2
Classroom Date Observers n % n %
PT1 1/6 2, 4 17/17 100 25/28 89

1/10 2 24/29 33
PT2 1/5 1 23/24 96
1/6 4 52/54 96 |
1/12 1 20/21 95 18/21 86
PCl 2/9 2, 3 16/20 &0 23/27 &5
2/16 2, 3 16/21 76 24/24 100
PC2 1/17 1 10/22 45
1/20 1 26/51 51
KT1 1/4 1 13/14 93
1/4 4 20/23 87
1/4 2 29/33 88
. 1/7 2, 3 27/35 77 22/23 96
KT2 1/6 1, 2 25/32 78 33/39 85
1/7 1, 4 22/24 92 40/42 95
KC1 1/11 3, 4 41/42 98 31/33 94
1/13 1l, 2 15/17 e 20/23 87
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under the columns headed "Observer 1" and ''Observer 2" on the occasions
when a second observer was recording. On those days when inter-observer
agreement was being recorded, however, only one observer's record was
reported, thebincluded record being the one with the lowest reported
incidence of productive behaviér. This conservative approach to
reporting was assumed to glve greater assurance that analyses of
treatment and comparison groups would not be subject to observer bias,
Qince observers were well aware of the ideqtity of the treatment and
comparison classes. Also, the inter-observer agreements were generally
quite high and information provided by a second observer would tend

to be redundant.

Percentages in Table 12 show that the children in the preschool
treatment classes were engaged in productive behavior during free-play
periods in 83 to 96 per cent of the intervals recorded. This unusually
high rate of prodgctivity for preschool children probably resulted
from the length of the observation interval, a full minute, and the
consequent extended opportunity for the child to engage in behavior
that conformed to the definition. The first preschool comparison
ﬁlass did not appear to be markedly different from the treatment clasgses,
although the second preschool comparison class was dramatically lower
in productive behavior.

Afmajor reason for the discrepancy between the preschocl comparison
classes in number of recorded intervals of productive behavior is that
many of the ongoing activities in the motivation curriculum were probably
a part of the first pfeschool teacher's regular routine but not of the
second preschool teacher's, although neither teacher was familiar with
this particular curriculum. Comments by observers in the classroom

confirm this impression.
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The kindergarten treatment and comparison classes appeared markedly
similar in the extent to which they participated in productive behavior,
both groups showing relatively high rates. The same general comments
were made by observers in the kindergarten compafison classes as had
been made in the preschcol comparison class with high rates of productive
behavior, i.e., that the teachers made use of motivation-producing
ongoing activities even though not trained in specific techniques by
the Center staff, This, of course, is no cause for dismay. A teacher
needenot have been imbued with principles espoused in the motivation
curriculum to generate high incidence of productive behavior; nevertheless,
systematic adherence to these principles should provide reasonable
assurance that children will be productively engaged during free-play

periods.

qug.-drhe_oﬁservation of Group Motivation Behavior was used to
determine the frequen;y with which children expressed ideas in a 10-
to 15-minute discussion period for the entire class. This behavior
and others originally recorded with this instrument were culled from
descriptions of ongoing activitigs in Unit II as potentially observable
in group situations and as reflective of the child's concept of himself
as a learner. This report is limited to "expresses ideas in a group,"
however, since the other behaviors occurred too ipfrequently to be
observed with the approach employed.

Since this instrument was devised for the present investigation,
a; was the OIMB, inter-observer agreement data ére reported as evidence
for objectivity of scoring categories. The numbers and per cents of -

intervals in which inter-observer agreement occurred are presented in

Table 13. Although some of these agreement indices reached 109%, two

O ‘ 53




Table 13

Numbers and cer Cents of Intervals with
Inter-observer Agreement on the OGMB

Agreement

Classroom Date Observers n %
PT1 1/10 2,3, 4 28/45 62
PT2 1/5 1, 2, 4 12/24 50
1/10 2, 3 40/48 83

KT1 1/5 2, 3, 4 62/75 83
1/7 2,3 28/36 78

1/7 2,3 34/36 94

1/11 1, 2 75/75 100

KC2 i/11 2,3 75/75 100
1/13 1, 3 54/66 62
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aré relatively low, with agreements of 50% and 62%., Lower agreement
would be expected when observers record behavior categories as they

occur with a total group rather than with an ihdividual child, as was

l tfue.qn the OIMB. Also, the . lowest figure, 50%, reflected number

_of intervals agreed upon for three observers rather than two. The

agreement indices generally are acceptable, however, with the noted ’
exceptions.
" fhe numbers and per cents of intervals in which "expressing- ideas

in the group" .occurred are reported in Table 14, by classroom, date,
/

' and observer.  The sequence of individuals under the "Observer! column

1s followed under the columns labeled "Observer 1, etc. These individ-

uals all were observing the same situation. When low inter-observer
égreement was eﬁident, as presented in Table 14, the low and high per
cents can be obtained by referring to figures in Table 15 for the dates

of data collection. These data were obtained for the most part as

children_discussed'a series- of pictures, except on one occasion when

they talked about a TV program.

-Data vary across observers, occasions, and classrooms. For

"example, the KT1 gréup was far more vocal in expressing ideas on

January 7 ‘than on any other day, and the PT2 group waé far more vocal
on January 5 than on January 10.
Particularly because of variability within a single classroom and

the few times that each was observed, to assume that the comparison

_classes, PC2 and KC2, might not have been more vocal on other occasions

would be unwarranted. MNevertheless, 1f data on three days for the two

comparison classes at all represent what might have been found had

" observations been extended, figures of 8%, 13% and 27% do not reflect
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Table 14

Numbers and ver Cents of Intexrvals of Recorded Behavior for |
Treatment and Comparison Classes on the QGMB

Observer 1 .Observer 2 ‘Observey 3

"Classroom Date Observers n % n % - n %
PT1 1/102 1, 2 17/45 38  .24/45 53 - _
PT2 : 1/52 1, 2,. 4 9/24 38 . 11/24 46 12/24 50
. /102 2,3  10/48 21  16/48 33
PC2. 1/20% 1 8/60 13 . - :
KT1 1/58 - 2, 3,4 . 12/75 16 15/75 20 18/75 24
1/78 2, 3 22/36 61 16/36 44 .
1/7P 2,.3 7/3% 19, 7/36 19
: 1/1128 1, 2 13/75 17 - 13/75 17
KT2 1/112 1 -25/54 46
KC2 1/112 2, 3 6/75 8 6/75 8
- 1/132 1, 3

18/65 27  18/66 27

8Large-group discussion of a series of pictures.
Large-group discussion of a TV program. :
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a great deal of student participation. Figures for the treatment‘classeé,
on the other hahd, sometimes were much higher, even tsaking a conservative

estimate in the'face of low inter-observer agreement. The extensive

variability across occasions within a single class can probably be

4

explained by certain unnoticed dissimilarities of contexts in which
behaviors were recorded. Firm conclusions about effectiveness of the
motivation curriculum in producing vocal expression of ideas in groups

will require more extensive observations.

PARD .~~The test qffPersistggce and Resistance to Diétraqg;bﬁ”

(g?nta, 1970) was included to assess components of Units II, Seeing

“Oneself agté Learner, and Unit III, Purposive Responses. In Unit II,

children are given reinforcgmenf for both the process and the product

of éﬁcéessful task éomplegion; in Unit III, children learn to develop ,
a plan before engaging in a task and to use it as a gulde for subsequent
performance. 'The gégg_test‘is aimed at maintenance of attention to a
task and adherence to an initiai gﬁiding.planzfor_itsAéompletion in
spite °fldistréctiQQ§; it éhould provide an excellent assessment of

this aspect of the curriculum.r

‘The PARD'tests were administered to the preschool and kindergarten

treatment groups and to PC3 and KC2 following dbmpletion'of Unit III,

Purposiveness, The testing times were the third and fourth weéks of

April and the first two weeks of May, although a small number of make-

up tests were giﬁenvgs late as the last wéek of May in the gindergarten

control class. | -
The Persistence scores for all except one child in the two freschool

treatmené groups were at the maximum score aftainable,'whergas é numser‘

of children in the PC2 group obtained lower scores, AAKruskalfWallis
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(Siegel, 1956) analysis of these highly skewed scores, presented in
Table 15, rejected at the .01 level the null hypothesis that =cores

of these groups came from the sane population. The treatment groups
achieved far greater levels of performance on persistence than the
comparison group. The column headed Rz/n in Table 15 is the average
of the squared sum of the ranks and reflects the relative magnitude

of scores-obtained by each group., A large value of g?[g indicates
-that akgroup obtained large’rank values on that variable or low scores
in the combined distribution of ranks for all groons. |

The Persistence scores for the two kindergarten treatment-groups
were also generaliy at the maximun‘score attainable, but the scores
for.tne KC2 groupvwere also quite hign. The difference between the
treatment_grouPs and the comparison group, while not significant,
favored the treatment condition.

Tt 1s possible that'persistence'is an evolviné’learned phenomenon
at ages four_and five that may be’encooraged b§ a corriculum designed
to affect sustained task orientation through reinforcement of the
processes and attainments involﬁed in task completion. By the time ,
a child is five or six, however, either persistence as measured by this

__test, or its;prerequisites,bmay have been learned sufficiently‘in extra-
curricular experiences so that the effectslof'a curriculum are not so
strongly manifested with respect to a comparison groop.

- The Resistance to Distraction scores for the preschool treatment

groups were bimodally distributed, with the largest proportion of
o children at the maximum score that could be obtained, a smaller proportion
‘at the lowest possible score, and a few scores scattered in between.

x
N\

A Kruskal-Wallis analysis of the preschool treatment and comparison




e
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Table 15

Kruskal-Wallis Analyses of Persistence and Resistance to Distraction

Chi Squared (df = 2)

. Kruskal-
Variable Level Groups n R2/n Wallis H* .95 99
Persistence Preschool PT1 . 18 12,588 9.94 5.99 9.21
: PT2 19 11,875
PC3 13 21,896
Kindergarten KT1 25 34,262 1.84
"’ KT2 24 33,042
Y Kc2 26 41,161
4 Resistance Preschool PT1 18 11,858 .v12.01
: - PT2 19 8,697
PC3 19 27,856
Kindergarten KT1 25 25,027 5.44
RT2 24 34,013
KC2, 26 51,333

*Corrected for tied ranks .
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group scores, presented in Table 15, led to rejection at the .01 level
of the null hypothesis that the scores were sampled from the same parent
distribution. The preschool treatment groups achieved greater Resistance

to Distraction scores than the comparison group.

The Resistance to Distraction scores of the kindergarten treatment

and comparison groups also were bimodally-distributed. The tendency
for more of the kindergarten treatment gIOUpg subjects to obtain high
scores than the comparison group was not quite 56 marked, however,

as reflécted in a Kruskal-Wallis value of ! that approached significance
only at the .05 level.

As with persistence, many children of preschooi age generally do
not‘seem capable qf resistance to distraction. Yet thie behavior was
evident in the treatment groups, indicating that preschool children
are amenable to a curriculum designed to promote m;tivated behavior.
Children in kindergarten seem generally more able than younger children
to resist .distraction, however, but the proportion who can resist
perfectiy is matched approximately by the proportion who do not resist
at all., The effect of tﬁe motivation curriculum upon the kindergarten
children was not so striking as with preschoolers, perhaps because
by age five and one-half the comparison children were léarning resistance
to distraction, as measured by the test, independently of the curriculum,
but to a lesser extent than they learned persistence.

Unit IT1I: Purposiveness

The Day Peter Planned. A test was designed to assess retention
and transfer of the story '"The Day Peter Plammed" in the third unit
of the curriculum. The children were told the story, in which a boy

obtains personal satisfaction for planning and completing an activity,
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and were tested on the following day. At the completion of the third
unit in the second and third weeks of February, the test was administered
to the four freatment classes and to KC2 and PC3. The scoring scheme
was verified by an independent scorer, who agreed on 312 of 318 or
98% of the item scores:
The range of scores that éould be obtained on either retention
or transfer was limited, and the obtained distributions of scores
were highly skewed. Kruskal-Wallis (Siegel, 1956) analyses were applied

to these data, as to the Persistence and Rzsistance to Distraction

scores., As before, Table 16 shows R%/n, reflecting relative values
of scores in the groups.

The retention scores for the ﬁreschool treatment and comparison
groups were not significantly different, indicating that the hypothesis
of no differences in the distribution of scores could not be rejected.
Transfer scores for the preschool groups, however, were significantly
different beyond the .0l level, with the treatment group obtaining
by far the smallest value of R2/n, 1.e., higher scores.

Although treatment and comparison group children retained informa-
tion from the story equally well, treatment groups both appeared able
to apply, 1.e., to transfer, this 1nformati§n to thelr everyday existence
far better than the comparison group. The preschool children in the
motivation curriculum appeared'to make much more sense out of transfer
questions, such as "What will you do when you get back to your room?"
and "What will you do when you get home from school?" Assuming that
no differences occurred in éfter—story discussions among these groups,

experiences in the motivation curriculum that are oriented toward
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Table 16

Kruskal-Wallis Analyses of the Test, The Day Peter Planned

Kruskal- Chi Squared (df = 2)
Variable Level Groups n Rzln Wallis H* .95 .99
Retention Preschool PT1 12 7,381 3.80 5.00 9.21
PT2 18 9,948
PC3 15 7,041
Kindergarten KT1 20 40,275 21.44
KT2 20 16,675
KC2 22 11,002
Transfer Preschool PT1 12 5,505 11.79
PT2 18 5,376
PC3 15 14,852
Kindergarten  KT1 20 26,499 20,12
kT2 20 9,592
RC2 22 28,153

*Corrected for tied ranks
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encouraging children to plan daily activities may strongly influence
ability of a child to ;ssimilate principles of planning and extend
them to personal experiences.

The differerces in retention scores for the kindergarten treat-
ment and comparisen groups were significant at beyond the .01 level,
as presented in Table 16, with ranks for KTl being much larger compared
with the other two groups (i.e., their scores were lower). This
difference in the extent to which children retained the information in
the story may have resulted from differences in the way the story was
read in the three groups but possibly may have been attributable to
real differences in attention or retention. The transfer scores for
the three kindergarten groups also differed significantly beyond the
.01 level, but a somewhat different picture emerged compared with that
for retention scores. Group KTl did not retain the story well and was
unable to transfer planning principles to daily classroom or home
experiences: however, KC2 did retain the story well but a2lso was unable
to transfer principles. Group XT2, although retaining the story slightly
less well than the comparison group, nevertheless was able to transfer
principles much better than either the comparison group or the first
treatment group.

Results of retention and transfer for the kindergarten groups
did not demonstrate consistent superiority for the treatment groups
over the comparison group; however, that KT2 performed better than
KC2 on transfer, even though the groups were comparable on retention,
strongly suggests that the motivation curriculum provides a solid
foundation in principles of planning. The poor transfer performance

of KT1 probably resulted from ilnaccurate retention of the story by
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this group, which may have been the consequence either of differences

in real retention or in the style in which the story was read. The
story was presented in the classrcoms by the teachers on a day when
Center staff could not be present, leaving no opportunity to appraise
differences in reading style. This difficulty was avoided on subsequent
occasions by having Center staff present stories and experiences on
which assessment was based.

Unit IV: Instrumental Activity

Carrot Seed. The story ''Carrot Seed"” was read to the children
as part of the motivation curriculum to i1llustrate how planning and
instrumental activity interrelate in dévelopment € steps toward goal
cnmpletion. The test céntains three sectlons that evaluate, respectively,
ratention of story content, comprehension of principles of planning
and instrumental steps in the story, and transfer of these principles
to the child's own experiences.

Data obtained from this test made parametric analyses appropriate.
Means and standard deviations of the three Carrot Seed scores-~Retention,
Comprehension, and Transfer--are presented in Table 17. Scoring was
completely objective, except for the Transfer questions, which depended
upon interpretation of the child's response. An independent judge
agreed on the scoring of 110 out of 120 of these responses, and in
the 10 cases of disagreement the discrepancy was only one point.

Simple analyses of variance were perfofmed on each variable,
contrasting the two treatment groups with the comparison group at each
school level. Results are presented iu Table 18. Retention and

Comprehension scores for the preschool children indicated no signifi-

cant differences between treatment arnd comparison groups. Transfer
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Table 17

Means and Standard Deviations on Carrot Serd

Treatment
Variable Group Condition n Mean SD
Retention Preschool PT1 19 6.00 1.83
PT2 16 6.13 1.86
PC4 18 6.44 .94
Kindergarten KT1 25 8.32 .99
KT2 19 8.21 1.08
KC2 23 7.48 1.62
Comprehension Preschool PT1 19 1.74 1.82
PT2 - 16 1.75 2.04
PC4 18 2,22 1.77
Kindergarten KT1 25 4,72 1.88
KT2 19 4.79 1.81
KC2 23 .43 2.06
Transfer Preschool PT1 19 1.79 +92
PT2 16 1.38 .88
PC4 18 0.89 .58
Kindergarten KT1 25 2.48 .82
KT2 19 2.37 .96
KC2 23 - 1.61 .94
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Table 18

Simple Analyses of Variance on Carrot Seed

: _ Mean
Variable . . Groups Source df Square F p
" Retention Preschool Between 2 96 .27 N.S,
o : Error 50 3.52
Kindergarten Between 2 4,83 3,02 N.S.
' Error 64 1.60
Comprehension  Preschool -  Between 2 1,37 .39 N.S.
o Exrox 50 3.52
Kindergarten Between 2 13.09 3.52 <.05
' : . Error 64 3.72
Transfer | Preschool Between 2 3.75  5.74 <,01
: Error 50 C .65
Kindergarten Between . 2 5.18 - 6.36 - <.01

Error 64 .81
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scores for preschool children, however, indicated significant differences

" beyond the .0l level betwegn treatment and comparison groups, the latter

obtaining the lowest value of the three means. Thus, although no
differences were found in the extent to which children in the three
groups retained or comprehended the story, significant differences

favoring treatment groups were found in the extent to which preschool

~children tould use the illustration in the story in their own school

experiences.
Analyses of variance on the scores for the kindergarten group
are also presented in Table 18.. Between the treatment and comparison

groups, differences on Retention were not significant but differences

‘on Comprehension. were significant at .the .05 level, the two treatment

classes outperforming the comparison class. Differences among the

groups on Transfer were also significant, again with the two treatment

classes outperforming the comparison classes._\Hence, although kinder-

garten treatment classes did not differ appreéiably from the cemparison

class in abiiity to. retain information in the stéry, their ability

to'deécribe applica;ion of priﬁciples of planning and instrumental
aétivity to the story and to relate these principles to thelr own
experiences was definitgly sﬁperiof.;

The generai conclusion from data for both preschool -and kinder-
garten treatmept‘classes is tﬁat their‘performance is superior rel#tive
to combarison cléssesvon transfer, regardiess of retention of the story
or comprehensioﬁ of principles involved. Tﬁé better traﬁsfer performance
characteri;tic of'tfeatment classes strongly suggests that the units
én planning and instrumental activity were effective in attaining their

objectives.



Instrumeﬁtai Sétisfactibn. A test called IPstrqmental Satisfaction
was designed to assess qhildren's evaluatibn of a tgsk ;hgt,owithout
. imposition of subjectivé self-evaluation, would be reasonably neutral.
. Children were requested to paste together five objects and, followiqg
the completion of each object, to-mark §ne of three faces-&hﬁppy,
.neutrél, or sad--that reflected how the&'felt.about théir performance.*
A nega;ive self-evaluation on a similar neutral task has been related
’to low achievemeit by Katz (1967), particularly among boys. Insofar

_ as ‘the motivation éurriéulum aspires to instill satisfaction following

task performance, as suggested in Unit IV, significant differénces

between treatment and comparison classes were pfedicted on Instrumental

Satisfaction, irresbective of achlevement level.

Teachers in the kindergarten classes were requested to identify
children as-high- and low-achieving étudents,‘in accord with Katz's
procedures, and, in addition, to identify middle-achieving students.

Only children designated in these three. groups in each class were

administered Instrumental Satisfaction. Preschool classes wéré not
R . . s, N

involved in this évaluatidn. ' : \ :

Means and'standard deviations dh Instrumental Satisfaction are

shown in Table 19, accompanied by means and standard deviations for

the Metropolitan Reading Readiness Test. Both sets of scores were

submitted to a three- (achievement levels) ‘by—thfee (grbups) 2nalysis

of variancé3 results of which appear in Table 20.

*As indicated earlier, the investigators, in view of experiences
with response sets of young children in other contexts, maintain a
skeptical attitude about the three-faces approach to eliciting responses
but nevertheless used it here. :
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Table 19

‘Means and Standard Deviations of Metropolitan and
Instrumental Satisfaction Scores for Kindergarten Groups

Teacher 

, Achievement Metropolitan . - . Inst. Satisfaction
Group Rating Mean SD Mean 5D
KT1 H 64.20 2.95 9.20 1.30
' M 51.20 4,55 .00 2.00
L 45.40 5.03 - 7.40 . 2.68
KT2 H 71.80 4.97 9.40 1.34
" ' M 49.40 - 2,61 6.80 1.92
L 26.00  5.79 8.20 1.79

KC2 " 84,00 16.40 7.80  2.05"
M 52.60 - 14.72 - 8.60 1.95
L 18,60  5.59 8.20 2.05
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Table 20

Analyses of Variance on Metropolitan and _
Instrumental Satisfaction Scores for Kindergarten Groups

Variable Source . - daf MS . : F " p
Metropolitan Eetween : 8 ,
Achievement (A) 2 77.87 <1.00 - N.S.
Treatment. (T) 2 - 7043.47 9,95 <,01
A X T . ° l{' ' 695.83 .<1.00.'ﬂ“: N.S
Within 36 707.56 e
Inst. Sat. -7 Between

Achievement (A) 02 . <1.00 . N.S.

[ Qe S S N s o]

Treatment (T) 4,42 1.13 °~ N.S.
AxT 4.52 1.16 N.S.
3.88

Within 3
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Significant differences were- found on the bbtrogolitanAamong-

the kindergarten groups but not among the three achievement levels

as identified by teachers. Mean scores on the Metropolitan show

that treatment group differgnces arose from exceptionally high

reading readiness scores of children rated low in achievement by

the -teacher in KT1l. This teacher's perception of her chtildren's

‘ability and their measured reading readiness were substantially differ-

ent. The groups were nevertheless retained intact for analysis of

the Instrumental Satisfaction scores, following Katz's procedures.

No significant differenceslwere found among the'threevgronps
selected by teachers, whether for nain effects of treatment and achieve-
ment level or theAinteraction eﬁfeet. If real differences are assumed

to exist among children in treatment groups rated high, medium, or

‘low in achievement by teachers, the usefulness of the Instrumental

Satisfaction test is questionable.

To determine whether or not results were being obscured by sex

* differences, as reported by Katz, inspection of the Instrumental

Satisfaction scores was conducted separately for boys and girls.

ifferences in score distributions were not evident, so this approach
was abandoned-prior to formal analysis. |
Equivocal results with this instrument might be explained by
_suggesting that children of kindergarten age did not understand the
nature of the task. Anecdotal reports bp examiners indicated that

children at :imes manifested impulsive enthusiasm for the opportunity

to rate themselves positively, altogether ignoring the instruction to

reflect upon their product and mark how they felt about it. Another

Lonsideration is that a tendency to evaluate a product with s critical
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eye toward redesign and improvement, which is taught by the motivation
curriculum, may have been confounded with a tendency to engage in self-
depreciation, thereby limiting the magnitude of scores in the treatment
groups.

Unit V: Evaluation

Design Evaluation. The self-evaluation unit of the curriculum

purports to teach children an important and unifying principle in
the composite of skills referred to as motivated behavior, viz., to
inspect a product with respect to a standard and make appropriate
revisions until images of product and standard coincide. A task was
sought that generally could be performed with reasconable ease to a
modestly acceptable criterion but that the child would be asked to
evaluate and subsequently revise to a more stringent critericn.

The Design Evaluation test was intended to determine whether or
not a child knew how to evaluate a product according to external
(objective) and internal (subjective) criteria. The child was asked
to copy a simple model design presented on paper and to evaluate the
product objectively with respect to the standard. He was zalso asked
to make either a letter (kindergarten) or a shape (preschool) and to
evaluate it with respect to internal criteria, Scoring was based on
the child's ability to verbalize strong and weak points of his drawing
and to apply these observations to the subsequent product. Quality
of the product was not relevant in determination of a child's score.
Inter-scorer agreement occurred on 115 ouf of 123, ox 85%, of the
responses.

Data from Design Evaluation, being either highly skewed or

restricted to a limited range of scores, were analyzed by the
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Kruskal—ﬁgllié.test (Siégel, 1956). Reédlts are presented in Table 21.
As before, they are accompanied by 3?/2, the averagé squared sum of
the ranks, a low value indicating predominantly low ranks in the
combined'distribution of ranked séores, with lower ranks designating
higher scores.

_ Breschoo1 chiidren in treatment classes differed siénificaﬁtly
from those in comparison class‘at the .01 level on both internal

and external evaluation of designs they had produced. Children in

' treatment classes were more capable of indicating product features

they would prefeé to change gnd then: going aéout revising the pfoduct
té meet ;he.designated staﬁdard, whether internal of external.

| Vihdergﬁrten treatment classes also differed significﬁntly at
the .01 level from their comparison group in both internal and exferﬁai
evaluation. The ability toyinspect and revise a product, particularly

aCcpfding to an intefnal criterion, is an extremely sophisticated skill

‘that can be construed to result directly from the motivation curriculum.

Day Evaluatipn. A measure called Day Evaluation was designed to

detect whether or not children in treatment groups had profited from
reflecting upon their day's experiences and selecting something they"

Lelt.good about ‘and something they felt bad about. The activity had

~ been included as a lesson in Unit V. Scores reflected the ability

of a child to verbalize experiences about which:he reported some

affect, positive or negative. Responses were welghted according to

‘degree to which the child referred to a specific experience involving

objecﬁs or people as contrasted with a general experience. Owing to

the sophistication of the response required, the test was administered

‘only to kindergarten children. The inter~scorer agreement on these

data was 97% (170 out of 174 responses).
-73
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Table 21

Kruskal-Wallis Analyses of Design Evaluation

Kruskal--" 'Chi Squared (df = 2)

Variable Level Groups _n R*/n Wallis H¥ .95 .99
Internal Preschool PT1 17 6,232 16.15 5.99 9.21
PT2 16 7,634
: PC3 19 26,011
Kindergarten KTl 25 29,825 26,08
.KT2 22 11,892
XC2 2% 57,771
External Preschool PT1 17 5,708 14,82
PT2° 16 9,120
: . PC3- 19 24,660 ‘
Kindergarten  KT1 25 25,472 11.31
KT2 22 20,041
KC2 24 49,868

*Corrected for tied ranks
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A Kruskai-Wallis analysis, presentéd in Table 22, indicatéd thaﬁ
the groups differed significantly at the .65 level. The values of
B?[gAshowed that treatment groups obtaingd higher scorés than the
comparison group, indicating greater ability to recount eXxperiences
that duriﬁg fhe day had ﬁad an affective.impact.

The ability to describe one's daily exper*eﬁces and to analyze
v whether or not they are favorcble is an importaﬁt correlate of aﬂility'"“"
to evaluate specific products. Certainly evaluation of an inténgible
object, such as "sométhing that happened to you;” is more_difficult
'tﬁan eQaluation of specific objects produced by the child. Tﬁg
importance of this behavior in terms of motivation to achieve can be
seen in enﬁanced potential for the child to inspect more general
experiences and seléct-those on which he wishes to exert effér; toward
improvement.

TAAM, The Test of Autonomous Achievement Motivation was based

on the concept that individuals who are achievement-motivated will
select moderately challenging tasks as contrasted with tasks that are
too easy or too difficult. The motivation cﬁrriculum, particularly
in later units, encourages children to attempt tasks that are within» ‘
their range of capability but difficult enough to be.challenging.

fhe test consistsiof four-tasks, each of which contains items presented
"in order of increasing difficulty, The child responds to each item

in sequence until he has failed and is then requested to select one
item that he would prefer to perform again. The score is a weighted

sum, across tasks, of the tendency to select items that to him have

been moderately challenging.



Table 22

Kruskal-Yallls Analyses of
Day_Evaluation Scores for Kindergarten Children

» Kruskal- Chi Squared (df = 2)
Cooup  n R%/n Wallis B% .95 .90
KT1 26 20,504 8.84 5.99 9.21
KT2 = 18 13,339
KC2 26 43,308

“*Corrected for tied ranks
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Children in each class were assigned randomly to receive either
incentive or non-incentive instructions on this task to determine
whether or not scores were responsive to experimental manipulation.
Incentive instructions consisted of an appeal to exert particular
effort in attempting to master a challenging task, whereas non-incentive
instructions contained no such appeal. Use of incentive instructions
was predicated in part on the finding by Veroff (1969) that very young
children tend not to exhibit autonomous achievement motivation under
neutral instructions.

Children presented with the.motivation curriculum were predicted
to éxhibit greater achievement motivation than comparison children,
and the incentive condition was predicted to produce enhanced achieve-
ment motivation relative to the non—-incentive condition.

Table 23 shows mwvans and standard deviations of autonomous achieve-
ment motivation for preschool and kindergarten treatment and comparison
groups. Results for incentive and non-incentive conditions are presented
separately in each group. Distributions of scores within groups did
not appear markedly skewed, making pevametric analyses acceptable.

A three- (two treatment groups and a comparison group) -by-two
(incentive conditions) analysis of variance was performed on the
data for each educational level (Table 24). Neither main effects
nor interaction effects were significant af the preschool or the
kindergarten level.

As can be determined from the means and standard deviations,
there was sufficient variability in the sc;re distributions to rzflect

treatment effects, had they occurred. Since there was no reason to

believe that one or more of the tasks differentially detected treatment

ERIC | "




Table 23

Means and Standard Deviations
for Autcnomous Achievement liotivation

Level Group Treatment n Mean SD
Preschool PT1 Incentive 10 3.50 2.51
No-Incentive 8 3.75 3.24

PT2 Incentive 10 4,30 1.49

No-Incentive 9 4,22 2.82

PC Incentive 10 2.40 1.84

No~Incentive 9 2.78 2.17

Kindergarten KT1 Incentive 13 3.23 2.39
No-Incentive 12 3.92 2.47

KT2 Incentive 12 4.17 2.29

No-Incentive 12 4.08 1.32

KC Incentive 13 4,15 2.70

No-Incentive 13 3.01 2.43
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Table 24

‘Analyses of Variance on Autonomous Achievement Motivation .

Level Source df MS T p
_Preschool ~ Between 5
Group (G) 2 13.21 2.35 N.S.
Incentive (I)- 1 47 .08 “N.S
Gx1I 2 .20 .05 N.S
Within - 50 5,63
Kindergarten "Between 5
Group (G) 2 1.91 .35 N.S.
Incentive (I) 1 .01 .01 N.S.
Gx1I 2 2.39 44 N.S
Within 69 5.43

ety
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or curriculum effects, results were not analézed by task. The possi-
bility fﬁat children of this age do not express achievement motivation,
at least as defined 5y this task, was not COnéidered feasible due fé
vériébility of écore distributions. The curriéulum may not have been
sdfficiently powerful to have impact on autonomous achievement motiva- ‘
tion as measured by fhe test,

Intensive Analyses of Intervention for Unit . I (School Enjoyment) and

Unit II (Self-Confidenze) on a Small Number of Cases in New York City

As explained in Chapfer 111, extensive ''experiences" designed
to augment School Enjcyment and Self-Confidence, two of the five
hypothesized components of motivation to acﬁieve in school, vere
presentedindividﬁally to four pfeschool children in Wew York City,
under the direction of Ballif. Instruments involved are covered in
Chapter II, and subjects and meihods in Chapter III.

Results cannot be separated completely for the two sets of
experiences, because the same four subjects wefe used for both sets
of experiehces and changes of teaéher ratings and on the Gumpgookies
test may be attributable to one or the other or a combination of the
two. Table 25 presénts overall findings.

81 increased substantially in school enjoyment,.as indicated by

his pre--and post-test performances on Woofles and his responses

recorded during the four Structured Observations. His gain score

on the Pictorial Self-Confidence Scale, as well as more modest changes

in responses recorded in the four Structured Observations, also

suggested 1mprovgment in self-confidence. His motivation to achieve

1in learning also seems to have'increased, as evidenced by a very large
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Table 25

Scores of S8 on Woofles, Pictorial Self-Conceggrséale, Structured .
Observations, sumppgookies, and the Adkins-Ballif Motivation Rating Scale

Adkins-Ballif

Pictorial Self- :
Woofles Concept Scale ‘Structured Gumpgookies  Rating Scale -
Pre- Post- = Pre- Post- Observations Pre- Post-  Pre- Post-
S ° test test test test 1 2 3 4 test test test test
%* . . :
S1 20 27 64 74 a. 0 6 4 9 90 122 49 51
b 0 2 3 3 :
32 23 30 6o A 72 a. 1 1 3 3 90 127 47 50
: . b 0 2 2 2
s; 20 29 69 75 a. 2 1 & 8 75 117 47 52
b 1 5} 2 4 '
5, 21 30 66 65 a. 1 8 10 6 106 107 42 52
) b. 2 2 1 it

*In this column, row a refers to Structured Observation scores related to school
enjoyment, row b to such scores related to self-confidence.
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iucrease in his score on Jumpgookies and smaller gains on the

Motivation Rating Scale. U.en performance on items designed to measure

expectations of affect on this ratiig scale wépé examined,>however, 
§1—iqcréased from 9 to a maximum score ;f_12, indicating that his gains
oﬂ thié insfrument were due primarily to an increase 1n'éxpectations
of poéitive affect. §1's teécher indicated that he was quick'to learn
and that, durigg'the period of experiméntal treatment, he had become
increasingly involved in his work and abie tovwofk for a long period
of time onr any one activity. Althéugh originally very shy and having
some language difficulties in making himself understood, he had also
become increasingly articulate.-

S, also increased substantially in school enjoyment, as indicated
by pre; and—poét-test performance on Wooflés as well as less substantial

gains on responses recorded during the four Structured Observations.

Likewise, he gained confidence in ability to learn in school, as shown

by gain on the Pictorial Self-Concept Scale and smaller gains on

responses during the Structured Observations.. His overall motivation

- to achieve in learning also increased, as witness a sizeable increase

in score on Gumpgookies and smaller gains on the Motivation Rating

Scale. §2's teacher‘described bim és a child with a very short
attention span but indicated that during #he pericd of experimen;gl
treétments he had become increasingly interested in work in the class~
room, resulting in imprdved>ability to completé a task. She #lso ¢
reported, as had been seen by the Eg;.that he had been -absent frém
school as much as 40% of the time and that his absencé had made it

impossible for him to learn as much as the other children. Although

§2 completed the same number of treatment experiences as the other $s,
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his absences prohibited as much spacing between exXperliences as had been

planned. This may in part account for the fewer responses indicating

-

éxpectations'pf affect recorded during the Structured Observatiohs.
This small number of responses, however, is also partially attributable

to the limited attention span of S,. His rating on the self-concept

component of the Motivation Rating Scale increased from 9 to 11 out
of a possible 12.-
Results for S3 are similar to those of §1 and £,. He also

increased substantially in school enjoyment and self-confidence, as

indicated by pre- and post-test performances on Woofles and the

"Pictorial Self-Concept Scale, as well as responses recorded during

the four Structured Observations in both instances. Great increase

in motivation to achieve‘in learning was reflected in his scores on

Gumppgookies and ratings on the Adkins-Ballif Motivation Re.ting Scale.

Hié teacher described him as one who learned slowly but concentratéd on
his tasks. She felt that he had improved considerably durlng the
experimental treatment, particularly in his confidence in his abilities
to accomplish a variety of'tasks and to learn things he had not
previously been.able to master.

' Although §4

showed appreciable increase in school enjoyment,
as revealed by her records on Woofleg and the Structured Observations,

herapositiVe affective responses dropped during the final Structured
Qggégygglgg. She did not, however, show progress in self-confidence.
Evidence for an increase in overall motivation is conflicting: her
post-test score on Gumppookies did not increase, but the~teacher
rating did. The sum of ratings on items designéd to measure expecta-

tions of affect increased from 8 to the maximum score of 12. The



teacher ipterview re&eale& tﬁat §4 had ;o' lens re*ating.and inter-
acting effectively wii. peers, which interfered with her adjustment
and pegformancé of academic tasks as well as her affective responsés
to school--a statement somewhat contradicﬁofy to the final teacher
ratings on the affective component: of the scale,

Experiences'designed to increase school enjoﬁment appear to have

been effective for the four children, and experiences for increasing

‘self-confidence seemed to work well with three of the four. It does.

seem possible, then, to.design experiences specifically for increasing
school enjoyment and self-confidence in preschool children. Increases '
in both school enjoyment and < :'f-confidence should also increase

overall motivation to achieve in school learning, a conclusion

~apparently supported in general by the results. EHowever, some cagtions

are noted below.

Implications of the findings, 1if they can be substantiated on
la?ger numbers of cases and with experimental controls, are numerous.
Not only mry it be possible to creaté such experieﬁces for all cﬁildren,
but it 1s also important t; ask what kinds of ekperiences children
are now being exposed to that result’in many expecting negative affect
in school situations and lack of confidence in thelr ability to ;chieve.
It seems criticél to design c;refully the experiences presenged to
preschool children. "

However, results reported for this very small group of four
children required probably somewhat over 13 hours of concentrated
work of an experienced resear:h worker per child, not to mention such
necessary matters as preparation time, transportation time, additional

testing and test scoring time, time for feachers, and so on. Moreover,

there were no control or comparison cases, even among children exposed
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to the same-approa;hf‘ Indeed, strong Moﬁtessori advocates might claim
that equally striking results migﬁt have been found for any :ahdomly’
selected children in the class not experiencing thé interVentions
desc;ibéd here; It must be admitted that this is poésible, although

the investigators do not think it probable. Only much more extensive

- experimental work, with appropfiate controls, could proﬁide incon-

trovertible evidence. Nonetheless, the_striking,resuits reported
above are at least suggestivé.

Teacher Adherence to the Curriculum Design

Special curricula often are presented and evaluated without
guarantee -that the teacher's behavior specifically conforms to the

prescribed standards. The result is that conclusions regarding 1 ck

‘of effectiveness of a curriculum instead may reflect lack of eff .ctive-

ness of teacher training. That is, if the teacher was not trained

»efféctiVely to implement the curriculum as it was designéd, the failure

of students to attaln the curriculum objectives has no bearing on
procedures specified in the teacher's manual of instructions.

In the study reported here, teacher performance was closély

monitored throughout the academic year. Teacher training was conducted

with workshops that began with an ovefview of the curriculum and
continued with one half-day workshpp for each curficulum unit, -
Fupdamentally, this was the same procedure‘as had been followed in
previous years (Adkins & Espinosa; 1971; Adkins & 0O'Malley, 1971).
This year; however, each‘classroom was visited twice weekly for at
least an hour per visit by two Center staff mémbers,vwho observed the
teacher as she conducted the CUrriéulum and offered_suggestiOns and

supporf where they obviously were needed. ‘The teachers appreciated
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thiélsustained contact and developed a harmonious felationship in which
suégestioﬁs andbrecommendatidns wvere a;cepted. The Center staff, based
on their observations, reported that applications of ehe motivation -
curriculum in previous yea%%vcdnld not possib.y have appréached the
faithfulness to the intent and design as was evident this year. It
was suspECted that Eeachers in previous years could easily have ignored
the ongoing activities and attended only to the specific activities
which are more eXﬁlicitly described.. The ongoing activities are, however,
the essence of the motivation curriculum, and failure to present them
indicates that-the curriculﬁm has net been appliedﬁ
A -second approaéh to guéranteeing”th;t the curriculum presentation
was faithful to the described procedures was to seld®t spg;ific teacher
Ongoing actiyities from the curriculum and rate te;chers on Ehe extent
to which they followed the prescription. Each statement (Appendix N)
was rated by tﬁo Centér séaff on a scale from 1 to 4 as it applied
tfto eaéh feacher. Statements were categorized by the unit of the
curriculum to which they applied, yielding information on teacher
‘éorreSpopdence to the ﬁurriculum procedures for each unit.
Tﬁe.pefcents§f ratings of 4 received by each teachef, showing
high_conformiéy to the curriculum, are preéented separately for eaqh'
rater in Table 26. This table confirms the averall impression oﬁ
extremely high conformity to the curriculum procedures but with ;trong
individual &ifferehces among teachers. For example, the teacher in
PT1 received the ﬁighest ratings in most units and was:followed by
the teacher in KT2., The teacher in KTl was usually rated next and
the one in PT2 as lowest.

!
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Table 26

Per Cents of Total Confo:mity'of Teachers to the Curriculum Units

“"Per Cent of Total Conformity

. Class: PT1 PT2 KT1 KT2
Unit Description Rater; R1 R2 R1L R2 R1 R2 Rl R2?
I“- -School Enjoyment B3 96 67 83 53 72 80 86 -
11 boncéptual Responses 92 89 f§4 69 .67 8+ 86 78
IIT  Planning 90 85ﬁ(f56 55 60 65 85 75
IV Instrumentation o4 g5 2 62 75 85 94 85
v Evaluation 83 100 59° 67 75 67 83 83

Total 88 92 k2 70 63 77 8 82
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Appropriateness for Kindergarten Children

The third objective of this investigation was to determine whether
the motivation curriculum was developmentally more appropriate for
children in preschool or for those in kindergarten. Few changes were'

--..made in the curriculum as it was presented to either: educational level

s0 inFormation relative to this objective should have immediate bearing

on the curriculum in the current manual.

Information from two souices was sought in assessing the curriculum

““'effectiveness.atqthe'twoAeducational levels. “First, comments from;
teachers and from,Center staff members were solicited to identify'
differential reactions regarding appropriateness of ‘the curriculum

- on the part of individuals who were presenting it and those who were .
monitoring it. -Little if any.difference was ‘detected in comments:of :
-preschool and kindergarten‘teacherst

| A second-sourcevof information was relative comparison at each
educational level of obJectives achieved as reflected by the criterion-

' referenced tests which were administered to both preschool and kinder-
garten classes and for which meaningful data were obtainedf Results |
of this comparison are presented in Table 27. The name of theyinstrument
is accompanied by a description of the behavior it is designed to assess.

v Also, significant results relative to the comparison group are indicated
by a plus (+) in the column headed by the name of the class, whereas
no differences are indicated by_an equals:(=) sign, and negative results
‘are indicated by a minus (=). |

Significant findings for. preschool surpassed those for kindergarten
children, Nhether or not this represents a strong indication that

the motivation curriculum is more appropriate for preschool children
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‘Table 27

. Comparison of Preschool and Kindergarten Cnildren ' ﬂ'Q_
| on Criterion-Referenced Tests : B
' Preschool .  Kindergarten o
___Instrument PT1 PT2 - KTl KT2 . ' Behavior
0IMB + 4+ = = Productive behavior during
o ’ free play
PARD FPersistence

Resistance to distraction
Retention of story elements:
+ . . . Transfer of principles to
- o o 'daily experiences
Carrot Seed = : Retention of.story elements

Peter Planned

o0+ +
+ 0+ +
[ [ B I 1]
+'|I 4

I
Nou
W

+ Application cf principles.
‘ within the story ,
+ + + - Transfer of principles to
. , - - ' daily experiences
‘Design Evaluation + + R + - External cviteria
o - + + + + Internal criteria -
Autonomous = = = = Selecting challenging tasks
Achievement '
Motivation
Total Plusses ' 14 j 9
- Total Equals . 8 11
Total Minuses 0 o 2
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is conjectural, however, since no guarantee 1s available that a
difference on five criterion-referenced tests is of sufficient magnitude
to warrant such a conclusion. TFindings are nevertheless suggestive that
_some skills in the curriculum more appropriately may be taught to the

younger group.
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CHAPTER V
SUMMARY AND CONCLUSLCHS .
A wotivation curciculum (Adkins & Ballif, 1971) was présenced in
two péeschool and two kindetgarten classes in Honolulu duting the
1971-72 academic year. New ekeiéises related to two uni:s of the
curriculum'weré developed and tried out ;ndividually with four children
in New York City. The major objectiveé of this year's investigation were:

(8) to evaluate the extent to which objectives of the curriculum were

being attained by using criterion-referenced tests to supplement

evaluation with the Gumpgookies; (b) to increase probability that the
curriculum was implemented according to its design Ey using extensive
in-gervice training; (c) to extend uée of the curriculum to kindergartea
children to deternine whether or not the expected outcomes are
developmentally appropriate for older children, and {d) to explore
effects of intensive individual exercises pertainicg to two curricular
units.

Ahalyaes of results for the first objective were differentisted
by the nature of the dependent vat;able used in the assessment, i.e.,

whether the variuble provided general or specific information regarding

curriculum effects. Variables considered to provide general information

were Gumpgookies scores and attendance reéords, whereas variables that
were considered to provide specific information were selected or newly
developed criterion-referenced tests.
In terms of general curricu;um effects, analyses of covariance
using the Gumpgookies resulted in significant differences between
treatment and comparison preschool classes on adjusted post-test total score.

Significant differences in preschool class.s were also found for
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Factof 5, Evaluation. The motivation curriculum was;éuccessful in‘
‘incréasing overail motivatioh to achieve in preschool children.
Subsequent aha}yses might well Be performed on the relatively unreliable
factor scores, in which different approaches to adjusting for response
sets might be attempted.ﬁ The Gumpgookies ;nélysis on kindergarten
children was conducfed by comparing pre-test with post-test scores for
the two ;reatment claSseé., Significzat gains ﬁere made on Factor 4
(Instrumental Activity), Factor 5 (Evalutation), and tﬁé totql‘scofe,

but only,in_classes_for which fhg pre-test gcorg_was;ip{pially'}gw,-._u’h
Thg motivation curriculuﬁ may produce significant'gains ih-children of
kindergarten age\who are initially low in motivation to achieve. Analysis
of attendance records did not reveal systematic.differences between
treatment and comparison classes ét-either_prescﬁooi or kindergérten
levels.

In terms of,specific:curriculum effects, éhalyses with critefion-
referenced tests were reported within each unit of the motivation

curricuium.

For Unit I, School Enjoyment, the Woofles and Doll Play tests

wefe given in an attempt to determine the extent to which children
expressed desire to participété in school-related activities that
reflected motivation to achieve; Difficulties in administering and
scoring these tests precluded meaningful statistical analyées.

The second unit, Concéi?ing qf Oneseif as a'Learnér, was‘evaluated
with two classroom observation instruments and a test of persistence
and :%gistahce'to distraction. Results of analyses with the first
observation instrument, designed to detect differences in productive

behavior, indicated that both preschcol treatment classes showed a
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Aruitoxt provided by Eic:

higher rate of productive behavior than one of the comparison classes
but not the other. Kindergarten treatment and comparison classes all
showed high rates of productivity. Some teachers may have acquired the
motivation curriculum techniques that generate produccivity in children,
but for others who lack these techniques, as many do, the motivation
curriculum may be extremely useful in enhancing their skills. Results
with the second observation instrument, which provided information
concerning a child's tendency to express comments in a group discussion,
were somewhat variable across observers.and situa;ions;.the implication
was that more refinemeni of the instrument or more observations were
needed before conclusions could be drawn regarding effects of the
motivatioﬁ curriculum cn expressing ideas in a group.

Persistence and resistance to distraction ‘scores for prescheool
treatment groups were significantly higher than those for ccmpariéon
groups, suggesting that the motivation curriculum was effective in
enhancing development of these skills.. For the kindergarten groups,
however, persistence scores were not significantly different in the
treatment and comparison classes, and differences in resistance to
distraction scores only approached significance. The trend was
nevertheless for greater resistance in the kindergarten treatment groups.
Persisterce and resistance to distraction were seen as two complementary
skills that during the preschool years are rapidly developing and
which the motivation curriculum appeared to enhance.

The evaluation of the third unit, purposiveness, was conducted with
a criterion-referenced test of a story read to the children in which
a boy finds satisfaction in planning his daily activities. The test

requests information pertaining to retention of the story elements

93



and transfer of - principles to the child's home and school experiences.
Among preschool children, retention of the story elements was comparable

for the treatment and comparison groups whereas transfer of the story -

,principles was Significantly superior for the treatmeut groups.

',Kindergarten children in onz of the treatment groups showed poor

retention,_which may have resulted from the style of;the story reader,

_ but the second treatment;group and the comparison groups both retained

the story relatively well. The only group to transfer-the story

principles;however,wss the_secondmtrestment_group, These results
stronglpdsugsest that the motivation‘curriculum communicates principles
oi planning that children arepcapable.of.retaining and applying to'their )
dailyiexperiences;' | |

The Zfourth unit of the motivation curriculum, instrumental activicy,

was evaluated with twc criterion-referenced tests, one that assessed

_ understanding of principles in a :torg,;_a to the children and a second

that assessed selx-satisfaction from instrumental actiVity. The first

test was designed to evaluate children S'knowledge of the story with

respect to retention of story elements, application of principles within

: the story, and transfer of principles to the child's own experienc°s.

On retention of the story, neither preschool nor kindergarten children
| i

_ differed significantly from their respective comparison groups. dn

'application of principles, preschool treatment groups were not significantly

-

better than their comparison group, but kindergarten treatment groups’
were. The test of transfer resulted in Significan. differences between

treatment and comparison groups for both preschool and kindergarten

* children. Regardless of retention of story elements or application of

principles, children presented with the motivation curriculum:appeared
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better able to transfer principles to personal experiences than a comparison
group. Self-satisfaction from instrumental activity was evaluated by
requesting children to perform a reasonably neutral *task, viz., construct-
ing simple objects by pastimg components of varicus shapes and colors
together on a piece of paper, ard then requesting them to rate the
satisfaction they felt regarding the product by marking a happy,
neutral, or sad face. ince this test was purportedly related to
school achievement, groups >f low, medium, and high achievement identified
.- by the teacher in each class were used-in the analysis. The-test ot
was presented only to kinderxgarten children. No significant differences
were found in analysis of variance, whether between treatment and
_comparison groups, among achievement groups, or in the interaction
texm. Inspection of score distributions by sex of subject did not show
marked trends that should be ana;yzed. It was suggested that the
motivation curxiculum may actually teach children to be more circumspect
in their evaluaﬁiom of insf.rumental activity, which then may suppress
‘ the tendency to giv . .sitive self-evaluations.
Three tests were .Juinistered in the assessment of the fifth
curriculum unit, whic* lealt with ability to evaluate a product and
to detect character': cics that could be improved in a subsequént revision.
The first test was o determine the extent to which children possess
external (objecti ) and interhal (subjective) criteria for evaluation
of a self-created prodvzt. Preschool and kindergarten treatment groups
significantly exceeded romparison groups in ability to use external and
internal criteria to ri'-ise and improve a product. The second test was
tn determine the extent <o which children could verbalize specific

experiences, whethe¢r positive or negative, that took place during the
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day. This test was administered ohly to kindergarten children. Treatment
groups were both significantly more éapable of describing specific
eiperiences than were the comparigon’groups. The third measure was
developed as a test of autonomous achievement motivation or the ability

to select tasks that, on the basis c¢f personal experlence, are challenging
rather than too easy.or too difficult. Children in each class were
randomly assigned to receive either incentive or mo-incentive insﬁructions
to urge them in the difection of more challenging tasks. No significant
differences. were found. for either preschool or kindexrgarten children

in analyses of variance with treatment vs. compariscon group main effects,
with incentive or no-incentive group main effects, or for the inter-
action term. The experimeﬁtal manipulations and the treatment conditions
may not have been sufficiently powerful to have impact on autonomous
achievement of children in éhe age range for this study.

In evaluation of the f{}st objective, which pertained to evaluation
with both c?iterion-referenced and norm-referenced tests, the motivation
curriculum showed strong indication of accomplishing its objectives in
a number of different facets of motivation to achieve. The criterion-
referenced tests appeared to be a useful supplement to the Gumpgookies
in this assessment.

The second objective ﬁas concerned with correspondence between
teacher behavior and curriculum design, i.e., with whether or not
teachers were implementing the curriculum faithfully. Ratings of
teacher behaviors that specifically pertained to the motivation curricuium
indicated that all teachers in the treatment groups were generally
adhering to prescribed procedures. WNevertheless, individual differences
in teacher fidelity were evidenced and_were fairly stable across

curriculum units.
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The third objective was to determine whether or not the expected
curriculum outcomes are developmeﬁtaliy appropriate for kindergarten
children. Alfhough reports by teachers and by Center staff did not
suggest that the curriculum objectives or prccedures are more
appropriate for preschool than for kindergarten children, the relative
incidence of significant findings on criterion-referenced instruments
showed that preschool children attained the curriculum cobjectives
relative to their comparison groups moré often than kindergarten
children. This is only a suggestive finding, howeverL in that the
discrepancy between incidence of significant findings for tle two T
groups was not exceptionally large.

Results with respect to the fourth objective, that of exploriné
intensive individual relations between an experiencéd adult 2nd a
preschool child designéd to enhance particular aspects of school~
related motivation, are highly provocative. Although recognizably the
approach used does not meet standards of random assignment of subjects
to experimental and control conditions and is in no way amenable to
statistical treatment, gains on Gumpgeokies total score achieved by
three of the four subjects after the two series of special experiences
are phenomenally greater than those observed heretofore for subjects
exposed by regular teachers to the general motivation curriculum,

The experiences that are now available probably could be adapted by a
teacher for use_with small groups. Some persons may suspect that in
certain instances the child simply learns types of responses that will

be épproved on the Gumpgookies test or other measures devised for assessing
the particular objectives. 1In the long run, directly observed and

recorded motivated behavior, not just production of approved responses on
paper-and-pencil instruments, must provide the answers, as documented in

Q other sections of this report.
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Aruitoxt provided by Eic:

One of the expected contrivutions of this entire report has been
to provide an analysis of motivation to achieve in school in which specific
objectives culled from_the curriculum were evaluated. The use of criterion-
referenced measurements to supplement summative evaluation is acknowledged
here as an important contribution to the assessﬁent process, without
which defails concgrning the effectiveness of specific procedures in
attaining their ijectives would never be revealed. This approach goes
far beyond the usual testing procedure.in educational evaluation in
which large numbers of instruments are administered pre- ~ad post-treatment
in hopes of finding among those available a meaninziul pattern from the
intervention. Rather, the approach advocat=d here is to imspect the
curriculum-in detail and extrapolate .som important objectives the
criterion-referenced instruments to be incldﬁed in the assessment.
As with some of the tests used here, transfer items are often used to
reveal the extent to which the child understands the generality of objec-
tives that in the curriculum have been tied to specific content or
procedures. The results of the present study lend testimony to the

effectiveness of this approach in curriculum evaluation. "
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APPENDIX A

OESERVATION OF INDIVIDUAL :OQTIVATION BEHAVIOR (OIMB)

Instructions
Materials
_Clipboafd, OTHB fecord forms, pairs of consecutive letters of
the alphabet for each child, stopwatch, pencil.
Procedures

Plaée duplicate letters, one on the front and one on the back
of each child. Assign one half of the class (by letter) to one
observer and one half to a second observer. Note on the record form
which letters are assijned to each obserwver.

Observe only durihg a free-play time, when children are free
to make their own choice of activity. Locate the child with the first
letter assigned and start the stopwatch. At the beginning of the
one-wminute obsarvetion, record by symbol (DC, doll corner;(BL, blocks;
etc.) the activity the child has chosen on the top row of the "makes
choices” sectioﬁ of the record form: - If the child is not involved
in any act;vitj d;ring the minute of oﬁservation, record a minus in
the appropriate square.

At the end of each one-minute observétion, record a plus or minus
in the top row of each of the succeedihg sections, using the crieeria
stipulated on the record form.

Loéate the next child in order and start the stopwatch immediately,
proceeding in thg same manner until all assigned subjects have beeq
observed for one minute. Then return again té the first child and
start the second minute of observation, recording for each child in
order on the second row of each section of ﬁhe record form. Also

record a third minute of observation for each child on the third row
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of cach section of the form, so that if possiblé during one free-play
period of observation, data wiil be collected in three one-minute
segments for each child in the class, If thé class has more than
20 members, divide them among three observers.
Scoring

Score each segment (''makes choices,” etc.) by computing the per
cent of one-minute time intervals in which the behavior occurred

relative to the total number in which it was observed.
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APPENDIX B

OBSERVATION OF GROUP MOTIVATION BEHAVIOR (OGHMB)

Tnstructions

Materials
Clipboard, QGMB record forms, a pair of letters of the alphabet
for cach child, stopwatch, pencil; set of pictures for the teacher
selected from Instructo set #1215 'Understanding Our Feelings. '
Procedures
Place duplicate letters on the front and back of each child.
Observe only during a time when the whole class is assembled for a
10- to 15-minute discussion period. Provide each teacher in both
the treatment and control Llasses with the same set of pictures or
the same story to be used as a basis for discussion, to eliminate
any response differences due to variation in the materials.
Using a stopwatch, observe for a three=-minute period. Whenever
a child exhibits one of the'behaviors indicated on the record form,
record a plus in the top row of the appropriate section, under that
child's letter,
For three behaviors, ''listens attentively,' ‘participates in
group activity,” and 'knows what is expected as a member of the
‘group,‘l indicate negative responses only, by putting a minus in the
appropriate square in the top row.
At the end of the first three-minute period, set the stopwatch

and start a new observation segment by recording responses in the

[

second row of each section of the record form, TFollow the same
procedure for the third three-minute period, recording in the third

row of each section.
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Scoring
Score each section by computing the per cent of individual subjects
who exhibit the behavior positively one or more times during a three-

minute period, relative to the total number of subjects observed.
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APPENDIX C

- PERSISTENCE, AND RESISTANCE TO DISTRACTION TEST

{ " Instructions

Materials

Puzzle (as indicatedrbglow) and eight wooden cubes.

s e,

[
i
N

Procedures

Administer the Persistence and Resistance to Distraction Test in a

room with minimal distraction. ﬁave-the child éit acroés a table from
the-tester. Place the'replacemeﬁt'pubzle on the testing table with the
horeeshoe-shaped piece facing the testef. Say, WE'RE GOING TO WORKION_3
A PUZZLE. SEE,,IT'S.DIFFEBENT FROM THE PUZZLES YOU'VE DONE BEFORE.

THERE ARE SPACES BETWEEN THE PIECES, Rub finger in several different

spaces between the figures, SOME OF THESE PIECES COME OUT., Lift the

figure of the boy out of the tray. WHEN WE PUT IT BACK, IT HAS TO LIE
. ] A T N :

' FLAT; IT CAN'T REST ON ANOTHER PIECE, SEE, THIS IS NOT FLAT (demonstrate,

using thé figure of the boy) BUT;fHIS IS FLAT (demonstrate). - Placing"
the 5oy figure.on top of another piece, say, THiS iS NOT FLAT. YOU

PUT THE PIECE FLAT. - Let the childlppt the piece flag. GOOD. ;Repeat
once again, placing the figure of the boy oﬁ tcp of another piece and
ﬁave the child put it flat, I'MrGOiNG TO TAKE OUT SOME OF THE PIECES.
Remove the ﬁhoréeshoe” and ?Ee "boy," placing the hqrs;ghoe on top of
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the boy at the child's left, then place the ''plane' and "pear' in that
order on top of the othe}'two'pieces. Rotate the puzzle 180° so that
the'horseshoe is facing the child. NOW YOU PUT THE PIECES BACK,.MAKING
SURE THAT'ALL OF THE PIECES LIE FLAT.

Using_a stopwatch, begin recording observations of the child's
behavior at 20-second intervals fo; two minutes, Prompting, while
permissible, is limited to the words PUT ALL THE -PIECES IN FIAT, in
response to requesﬁs for help, wandering away from the task, looking up
as if finisﬁed,—or'requesting approval,

I1f a child completes the puzzle within the two-minute period,
remove the pleces énd say, LE% "+ SEE WHETHER YOU CAN PUT THE PIECES IN
AGAIN, Continue scoring as befuwe., When two minutes have elapsed,
place eight wooden cubes on the table to the child's right. Say, YOU
MAY EITHER PLAY WITH THESE BLOCKS OR YOU MAY FINISH‘PUTTING THE PUZZLE
PIECES BACK. The child has <ca minute to continue with the puzzle or
to play with the distracter blo;ks. After one minute, terminate the
test by saying, THIS IS A HARD PUZZLE. LET ME HELP YOU PUT THE PUZZLE

BACK TOGETHER.
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PERSISTANCE AND REST3TANCE TO DISTRACTION

Scoring
"Pwe scores are derived from each protocol: Persistence, based on

‘the first two minutes of act1ViEy; and Resistance ‘to Distraction, based

on the final minute of activity with the distracter blocks present"
‘(Banta, 1970, p. 462).

‘ buring the first two minutes, goal-directed behavior is scored two
points for each 20-second period; while non-goal-directed behavior is
" scored minus one point for each Zoféecond'period it appears. A conStant
~of +12 is added to eliminate negative Scores. With.six 20-second
periods, thé maximuw score is 24; and the minimum_scofe obtainable_is 0.

During the last minute, while the distracter blocks are present,

the goal-directed'behavior is scored three points for each 20-second
period; and non-goal-dirécted behavior is_sco;ed minus one point fdr
each 20 seconds such behaviors appear. A constant of ++9 is added to
eliminate negative scores. Thus, with threé periods, the maximum score
obtainable is 18 (all goal-directed activity); and the minimum score

obtainable is 0O (non;goal-directed activity).
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APPENDIX D

THE DAY PETER PLANNED

Record Form

Score:
Child's Name . ID# Retention
School Teacher Transfer
Examiner Date . Total

(Show flannel figures of Peté:.andAMaria when appropriate)

Examiner: Remember the story you heard yesterday about a little
boy named Peter? Peter was having a hard time doing
something that all his friends could do. Do you
remember what Peter had a hard time doing?:

Right, he (or yes and he also) had a hard time thinking
of what he wanted to do in school.

Retention: (1 point for each correct answer)
l, Here is Maria. What did Maria think of doing?
2. At home that night, what did Peter think of Qearing

to. school the next day?

3. What did Peter think of doing in school the next day?

Trans fer: (2 points for each correct answer)
Can you think ahead about what you will do, too¥
1. Think now. What will you do when you go back to. your

room?! (or when we finish here?)

2, Think again. What will you do when you get home from

school?

3. Can you think of something you will do on Saturday or

Sunday? -
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Retention:

Trans fer: -

THE DAY PETER PLANNED

Scoring Criteria

poirct for each'correct answgr)

Pugzle

Blue éénts,’red.shirt

“Paint
points fo;.each correct answer)

Room, This response must refer to soﬁe specific
activity, painting, liétening to a récord, or plgying__
with somg.spedific ﬁéferials (blocks,.pu221es;'clay)
rather'than'jusﬁ ”pléying toys,"

Eggé. This responsé'muét be.aifférent from a school’
éctivity. If it 50uq§s similar (play with blocks,
puzzles, dishes), aék if the child has.these-méﬁerials
at home. If respense is ‘play with my friends,5 ask
what their:names are to determine whethgr they are
échool friends gnly or ask where the ffiends live,

“'To sleep' is an acceptable response for preschoolers,

- but for kindergarten children, cue ﬁy asking what

they would do after that,

Saturday or Sunday. This response must have reasonable
connection to a weekend, such as go to the beach, go
to church, go shopping, go to a movie, clean the yard,

watch 1V, etc,
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APPENDIX E
CARROT SEED

'Record Form

ID# ..:Child's Name__

\

School - Examiner
Date . 4 ‘Score: Part I
- - Part II |
Part III
Total

, '‘Remember the story we heard yesterday about a little boy who
‘wanted to do something and no one thought he could? On each page,
I'm going to show you some pictures and I want you to point to the
picture that tells what happened in the story."’

Part I--Recognition

1. A B A B 7. A B C
2. A B 5. AB C D-E 8. A B
3. A B 6. A B C D 9, A B -

Part II--Application

1. What did the little boy want to do? (1f childldoesn't answver,
say, 'He wanted to grow a carrot.,"--no credit given)

,,,,, N 2. What steps did he need to grow his carrot?

'3, Why did the carrot gfow?

Part III—;TTansfer'

- What's something you've done and really worked on: (If no response,
then say, "Think of something in school you've done.') What were the
steps you took?




: CARROT"SEED

Questions on Recognition to be Used with Pictures

1. WHAI DID THE LITTLE BOY IN;IHE STORY DO?
- a. Did he plant a seed or
b. play in the sand?

2. WHAT ELSE DID THE LITTLE BOY DO?
a. Did he play in the sand or
b. pull the weeds?

3. WHAT DID THE LITTLE BOY DO? .
a. Did he make a pile of sand or
b. did he water?

4. WHAT ELSE DID THE LITTLE BOY DO?
~a. Did he grow & plant or
b. build a sand castle7

5. -WHAT DID HE WANT TO GR0U7
~ a. .apple
b. pear : _ .
C.. carrot -
d. celery.
€. eggplant

6. WHO MADE THE CARROT GROW?
a. father
b. 1little boy
¢. big brother .
'd.  mother

7. WHAT DID THE CARROT LOOK LIKE?
‘a. small ’
b. medium
¢, big

8. HOW DID HE FEEL WHEN IT DID NOT COME UP?
© a. Happy or
b. sad?

9. HOW DID HE FEEL WHEN IT DID COME UP?

a. Happy or
b. sad?
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- CARROT SEED

Scoring Key
. : Max. Pts.
Part I: Recognition (1 point for each correct answer) :
1.- A : 4, A 7. C
2. B 5. ¢__ .. 8 B 9
5. .B 6. B - ’ ‘ 9, A |
Part I1: Application
| 1. Anything pertaihing to growing a carrot--plant
a seed, g?ow a carrot, plant a carrot, etc. 2
2, Dig a hole : (1 pt.)f\i
Put in avseed ~ (1 pt.) { or Plant a-seed
o _ "~ (3 ptsys) 5
Cover the seed (1 pt.)_/);r
Water the seed (1 pt.) -
Pull out the weeds (1 pt.)
3. Caring for the seed (2 pts.)
ot ‘ _ 2
Wateriﬁg the seed - (L.pty)
Pulling out the weeds (1 pt.)
Part III: Transfer
1. Naming a task (3 pts.)
Naming a task as well as two steps (6 pts.) 1;9
Naming a tésk.as well as more thaﬁ two steps (9 pts.j

(Note: If examiner names a task for the child and
the child verbalizes more than two steps for that’

task, give the child 6 points--9-3 = 6.)
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APPENDIX F

INSTRUMENTAL SATISFACTION (INST)

Instructions

_ Materiéls
The materials used in tﬁis test are colored construction paper
cuf—outs (sqqares,-triangles, circles, and rectangles) of various |
' sizes, paste or glue, crayon or pencii for marking,'and plain white
‘8" x 11%" paper with tﬁree faces at the upper rightéﬁhnd corner

of the paper--a smiling face, a ﬁeutral face, and a sad face.

Procedures’
ihis test méy be administered to a group of about five qhildren
at a fimg. If so, have each child's workiﬁgiéable relatively
isolated, with a sufficient amount of- materials on‘each table.
Begin by having the children sit in a circle, and éay:
HERE ARE SOME COLORED PAPERS OF DIFFijZRENT SHAPES. (Pointj T
' WANT YOU TO MAKE FIVE PICTURES WITH THEM. = AFTER EACH OF YOU GOES
TO YOUR TABLE, I WILL TELL YOU'WHAT PICTURE TO MAKE FIRST.

SOMETIMES IT'S FUN TO BE ABLE TO-TELL YOURSELF HOW YOU DID,
THERE ARE THREE FACES AT THE iOP-OF EACH PAGE (Point). AFTER You
FINISH EACH PICTURE, MARK ONE OF THE THREE FACES THAT TELLS HOW
YOU FEEL ABOUT YOUR PICTURE.

The order of the five pi;tures.to be made by each child is as
_follows:' | |

1. tableg 2. boat; 3. éirplane; 4. house; and 5., car.

ﬁave each child go to his table and begin working on his first

picture-~a table. Since the children usually work at different
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rates, after a child éompletes?a plcture collect it, making sure.
that he has marked a face,-and inform him of the next picture
until all five pictures are done.

| To keep the examiner's influence over the chi;dren to avminimum,
avoid_sitting next to or standing over a child. However, as unobtru-
sively as possible, watch to see that the children have’énougﬁ
supplies aﬁd that they mark one of the ‘three faces gﬁgg;_qomple;ihg

T

each of their pictures. If a child marks a face prior to mékihé

his picture, give the child a new sheet of paper and re-explaiﬁ>
Egat he is to mérk.the face that tells how he feels about his
plcture after he finishes it.

The child's score is the number of "happy" facés he selects,

less the number of "sad" faces he selects, plus a constant of

five, the number of pictures,
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APPENDIX G

DESIGN EVALUATION

Instructions

Materials

On one side of a paper 8%" by 5%, draw a design that can be
reproduced by a preschool or kindergarten child (External Criteria).
Leave enough space so that he can make two simllar drawings. Use
the blank reverse side of the paper for the second half of the

test (Internal Criteria).

Examples of designs for external criteria:

TN < 1
/ ) \ \.\\!/ ! | ' i |
k\ (i;/} // ’/f\\\ g | |
S Y

T ——— L s e ”

Procedures

1. Evaluation using EXTERNAL CRITERIA

Show the design. MAKE ONE JUST LIKE THiS. Child draws. OKAY,
LOOK AT THIS AGAIN (model) AND MAKE ANOTHER ONE JUST LIKE IT RIGHT
HERE. (Point to a space near the model.) NOW LOOK AT THIS ONE
AGAIN (model) AND THEN LOOK AT EACH OF YOURS. WHICH CF YOURS LOOKS
MORE LIKE THIS ONE? (Point to model again.) Indicate choice with
a star (%).

WHY DID YOU CHOOSE THIS ONE? Recérd response next to the design.

Point to the other one the child has drawn and say:

WHY DID YOU NOT CHOOSE THIS ONE? Record response next to the

design.
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2. Evaluation using INTERNAL CRITERIA

‘Turn the paper over and say,-DRAW A CIRCLE (for preschoolers
or the letter B for kindergarten children). After the child draws,
say, IS THIS THE WAY YOU WANT IT TC BE OR DO YOU WANT TO MAKE
ANOTHER ONE? 1If the child says that it is the way he wénts it,
say, OKAY, FINE. Then ask him to draw another shape or letter
until he indicates dissatisfaction with his drawing and says he
does want to make another.

Before the child goes on to his second drawing, ask,

WHAT DO YOU NOT LIKE ABOUT THIS ONE? Record exact.response

next to drawing. Include any pointing the child does. (If there
1is no response, record NR and proceed. GO.AHEAD'AND MAKE ANOTHER
CNE. (Child draws.)

WHICH ONE DO YOU LIKE BETTER? Indicate choice with a star (%).

WHY DO YOU LIKE THIS ONE BETTER? Record exact response next to

drawing. Include any reference to previous drawing.
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& " DESIGN EVALUATION

Scoring

Evaluation Using External Criteria - (maximum: 2 points)
Looking at .a model, the child draws two likenesses and then
compares his drawings to the model. Score 1 point for a general
evaluatlon and 2 points 1f the evaluation includes reference to
something specific, as follows:
A. General response (1l point)
"Good," "better," "nice," "I like 'um," "I make 'um,"”
r "ugly,"” "no good," '"junk," "I no like 'um," etc..
B. Specific response (2 points)
"Straighter," "more round," ‘‘crooked,' "too skinny,"

"too big,”" or a definite reference to any part of the design.

Evaluation Using Internal Criteria - (maximum: 4 points)

Without iboking at a model, the child makes a shape or a letter

as indicated by the examiner, Score the response to "What do you

not like about this one?" as follows:

A. General response (1 point)
"Ugly," "no good," '"junk," "smsll," or "big" (if re5ponse
1s to the whole figure; size is not a relative evaluative
quality here), etc.

B. Specific response (2 points)
"’t s crooked here,” "lines don't come together," “'too fat,"
"too small heré," (referring to a definite part of the
- - figure), etc.
After the second dfawing, in response to ''Why do you like this one

better?" score as follcws:

A. General respcmse (1 point)
"I make "um beautiful," "looks good,” "It's good," etc.

B. Specific response (2 polnts)

"It doesn't stick out there now,” 'the line is straight,"
"It has a sharp point," etc.

The total score is the combined external and internal criteria scores
(maximum: 6 pointsg).
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!

In the evaluation using internal criteria (second half), if
the first.drawing is‘rejected with specific deficiencies noted and
then ﬁhe sécond drawing is evalﬁated, making direct referenqe to
those deficiencies now corrected (e.g., first drawing: "The line
is crooked here; second'dréwing: "This'timé the line is straight,
or no more crooked"), indicate this by a che;k mark next to the

total score. (6)/v
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' APPENDIX H

DAY EVALUATION

Instructions

Get the child's full attention. THINK ABOUT SCHOOL YESTERDAY.

TELL ME SOMETHING THAT HAPPENED YOU FELT GOOD _ABOUT AND SOMETHING

"YOU DID NOT FEEL GOOD ABOUT. Record"response“yerbatim.

‘Scoring

' General Response: (1 point)

Includes  things that happen so routinely that reference to
them is probably not specific, e.g., nap time, eating, working,

1earning, playing, or broad categories dike plgyino with toys, or

.playing gémes.

Materials--no experience response: (2 points)

Includes reference to specific materials or people, but does

not relate them to any specific experience, e.g., playing with

blocks, playing with puzzles, playing with my friends.

§pgcifié égperience response:. (3 ﬁoints)

Includes séme reference to materials or people, relating to
a specific experience, e.g., "I built a hgggg_witﬁ_blocks," "He
played a new game' or; negatively, "I hurt someone,’ '"We had to put
our heads on the ﬁabié," "I couldn't find mymapron," "The machines

were making lots of noise."
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APPENDIX I

AUTONOMOUS ACHIEVEMENT MOTIVATION (TAAIM)

Tnstructions

The test of Autonomous Achievement Motivation is comprised of

.four tasks--a bead reproduction task, in which the child is_asked'to

N

reproduce e string of beads from memory: a picture memory task, in
which the child is asked to.recall>the pictures on a sheet of paper;
a basket—throwing'iask, in whieh the child is asked to throw a
spyrofoam ball in;o a waste—paper basket frem behind lines set at
differeet dietaeces;ﬁand e puzzle task, in which che child is asked
to complete a puzzle. For-ailiof these tasks, the child is presented
with items of increasing difficulty. .The child continues with each
task until ﬁe encounters two consecutive failures’after at least
~one success., (However, for the puzzle pask, each child successfully
completes the first two puzzles aﬁd et least part of the third before
he 1is aeked to sfop.) Aftef the child has two donsecutive;failures
or isAasked to stop, he selects one_ofrfouf bptions he Qould most
prefer to repeat; the options are the'first item, the last successful
item,rand the two conseCUE1ve failure items.

Prior to administtation of the test of Autonomous Achievement

Motivation, the children are randomly divided intp'two groups=--an
incentive group and a non—incentiﬁe group. 'Although the testing
procedure femains identical for each group oﬁ all four tasks, the
vocabulery differs onlf_when bpt;ons are pfesented to the children.
Each child in the incentive group is asked, WHICH OF THESE WOULD
YOU LIKE TOYTRY AGAIN?‘ THIS ONE (first item) WAS EASY FOR YOU TO

‘DO, THIS ONE (last successful item) WAS SLIGHTLY HARDER: BUT YOU
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WERE ABLE TO DO IT. (Naturally, this is not sald if the child has
had just one success.) THIS ONE WAS STILL HARDER FOR YOU TO DO

(first consecutive failure) AND THIS ONE WAS THE HARDEST (last

failure), POINT TO THE ONE YOU WOULD LIKE TO TRY AGAIN, On the .

other hand, each child in the non-incentive group 1s asked, WHICH
OF THESE WOULD YOU LIKE TO TRY AGAIN? THIS IS THE FIRST OﬁE YOU
DID AND YCU GOT THIS ONE RIGHT. YOU ALSO GOT THIS ONE (e#cludé
using the word hard, say something descfipgive'of tﬁe ifem).

THIS ONE HAS STILL MORE (beads, pictures, or puzzle pieces) AND

YOU ALMOST GOT IT RIGHT: AND THIS ONE HAS THE MOST (beads, pictures,

- or puzzle pieces).

For the basket-thtowing task, each child is asked, FROM WHICH

ONE OF THESE LINES WOULD YOU LIKE TO THROW THE BALL AGAIN? While

the words easy, hard, harder, and hardest are still used with the

children in the incentiVe<group, near, far, farther, and farthest

are used with the children in the non-incentive group when the

four options-~the first success, the last success, and the two’

consecutive failures--are indicated.
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(1) Reproducing Beads from Memory

Materials
Six strings of beads of varying shaﬁgs and colors, as below: -
_tY = yellow, R = red, B = blue, G = green, 0 =‘§ragge).
P. X&———EZ}-—EE}-———(preschopl) |
1. X-—;(§>——EzL__~4kindergartén)
2. F—(®— K -RD—
3. ¥— G HB HR |—
o RO
5 O —~T—E—
6 T OB
e 2O T DT H—

Procedures

T

WE'RE GOING TO PLAY A GAME USING THESE BEADS. HERE ARE YOUR
BEADS, AND THIS IS YOUR STRING. I'LL SHOW YOU SOMETHING I'VE PUT
TOGETHER ALREADY, AND YOU MAKE ONE JUST LiKE IT. LOOK AT IT CAREFULLY.
BECAUSE 1'M GOING TO HIDE IT. THEN WE'LL SEE WHETHER 'YOURS LOOKS ‘lLIKE
MINE. |

Shbw item 1, beiﬁg sure the'child's beads.(placedhin a small.
box with a string) aren't within his reach. ‘

. LOOK AT THIS CAREFULLY. After five secbnds hide them behind
your back., Show.only one string ét a time. | _

Noﬁ MAKE ONE JUST LIKE MINE. Offer the child his assortﬁent
of beads ;nd alstring. |

Wait until the child shows he is through. If there is any
doubt, say, TELL ME WIEN fOU'RE FINISHED.

DOES YOURS LOOK JUST LIKE THIS ONE?
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Situatiéns that might arise are as foilows:

1. If the child says "Yes" to a string that is correct, indicate
agreément: YES, IT DOES LOOK JUST LIKE THIS ONE.

2. If the child says "Yes" to a string that is incorrect,
show your-disagreemenéz NO, IT'S A LITTLE DIFFERENT BECAUSE .‘; ..

3. 1If the child says "No" to a string ﬁhat is inéofréct, say:
THAT'S RIGHT. YOUR BEADS4ﬁ0N‘T LooK JUST LIKE THIS ONE BECAUSE . . « .
4. If the child says ''No" to a étring that is correct, say: .

YES, -YOUR BEADS DO LOOK JUST LIKE THIS ONE. LOOK.AT BQTH OF THEM AGAIN.
Note: If the child fails item.l, repeat Ehat.item until the

child experiences success. Then proceed té.item 2 and repeat, if
necéssary, unfil the child experiences second success. Continue with
the other items without repeating any iteﬁ upon failure. Step aftér
two consecutive.failures (excluding 1tems(s) ‘one and/or two).

-After,completing item 1, have the child remove‘the‘beads from

“his string, placing them into his—Ebnéainer. Then get the string

of beads for item 2 and say:

ALL RIGHT, LET'S TRY THIS ONE.

| Every time the child is suécessful, go to the nex; bead design.

After the child has two conéecutive failures, show him the first:
item, the last success, the last two consecutive failures. Néce:
A child may have only one success on the first item and two failures. .
Ee would then bershown three items instead. of foﬁr.

Then say:

OKAY, LET'S MAKE ONE.MbRE STRING OF BEADS. WHICH OF THESE

WOULD YOU-LIKE TO TRY AGAIN?
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After the éhild makes a choice, show the chosen bead design
to the .-czh.ild for five seconds and then hide it. When the child is
finiéhed, regardlesé of the correctness _of his design, 'cheeri]:y say:
THAT'S FINE (without comparing the'beadé). NOW LET'S PUT THE

BEADS AWAY AND LOOK AT SOME PICTURES.
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(2) Picture Memory Task

Materials

For this task, use seven sheets of papef with two, three, four,
five, six, seven, and eight ﬁictures of objécts pasted on them,
Objects should be readily identifiable to 511 children.

Procedures -

NOW LET'S PLAY A DIFFERENT GAME. ON THE OTHER SIDE OF EACH

PAPER, THERE ARE PICTURES OF DIFFERENT THINGS. WHEN I TURN THE

'PAPER OVER, LOOK AT THE PICTURES CAREFULL. BECAUSE SOON I AM GOING -

TO HIDE THE PICTURES AND ASK YOU WHAT ?ICTURES YOU SAW, LET'S LOOK

AT THIS PAPER FIRST.

Point to the pictures individually on the paper and say:
. THIS IS A . . . . Let the child finish the sentence. If he
hesitates, supply a name. After he has named all the objects, say:

LOOK AT THE PICTURELS CAREFULLY BECAUSE SOON I'M GOING TO HIDE

THEM., After five seconds, do so.

NOW TELL ME WHAT PICTURES YOU SAW. " Let the child have ample

time %o finish. When he 1is ﬁhrough,'turn the paper over for the

'childis evaluation and ask: DID YOU NAME ALL OF THE PICTURES?

Agree or.disagree as on Task 1.‘>
the: If the child seems to be struggling, say comfortingly,
IT'S HARD TOIREMEMBER, HUH? Then turn the card over<for the child
to name the pilctures he faiied to mention.
Then cheerfully say: OKAY, NOW LET'S TRY ANOTHER ONE, etc.
After two consecutive féilures, show the child the first item,
the last success, and the last two consecutive failures. Then say:
WHIQH ONE OF THESE WOULD YOU LIKE TO TRY ACAIN?

After the child chooses, let him try as before.
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(3) Basket-Throwing

Materiais

The objects used in this task are a ball (about the size of a
softball, but very light), masking tape, and a waste-paper basket,
Procedures

THE NEXT THING WE'LL DO IS SOMETHING THAT MAN' CHILDREN IN

' SCHOOL.LIKE TO PLAY. YOU ARE TO THROW THIS BALL INTO THE BASKET

FROM BEHIND THESE LINES. LET'S START HERE. Bring the child to
the first line with his toes behind it. For younger children, start
alwost on top of the 5asket so that théy experience. at least two
successes., ‘ |

NOW TRY TO THROW THE BALL INTO THE BASKET. When the child.
succeeds, while poinfing to the second line, say}

NOW STAND -OVER HERE AND TRY TO THROW THE BALL INTO THE BASKET.
Aftér the child has two consecutive failures, take him aside from
the lines and say:

NOW STAND OVER HERE. LET'S THROW THE BALL ONCE MORE. YOU MAY

TRY FROM BEHIND ANY ONE OF THESE LINES., FROM wHICH ONE OF THESE

. LINES WOULD YOU LIKE TO TRY AGAIN?

After the child chooses, let him try again,
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(4) Puzzles

Materials

Four identical puzzles with increasing number of pleces are
used. The first with ten large pleces (comprised of smaller ones
glued together), the fourth with 25 pleces (all separate). The
numbers of pleces in the four puzzles are 10, 15, 20, and 25.%
Procedures

I HAVE SEVERAL PUZZLES HERE, THIS IS THE FIRST PUZZLE I WANT
YOU TO PUT TOGETHER. IT HAS LARGE PIECES. LOOK AT IT FIRST AND
THEN WE WILL DUMP THE PIECES ON THE TABLE.

Show the child the first puzzle in its completed form for
about.three seconds, then Overturn it on the table letting the

pieces fall randomly in a pile. Turn the pleces face up and distribute

. those that_interlock, then say:

GO AHEAD NOW.

When he finishes the first puzzle, say:

ALL RIGHT. HERE'S ANOTHER PUZZLE. IT'S JUST THE SAME AS THE-
FIRST ONE, BUT IT HAS MORE PIECES.

Give each child the chance:to complete the first and second
puzzles, then present the third onme and say: HERE'S ONE MORE PUZZLE.
IT'S JUST THE SAME AGAIN BUT IT HAS STILL MORE PIE?ES. YOU MAY 6O
AHEAD AND PUT IT TOCETHER. Start to time him. After the child
works on this third puzzle for three minutes or when he completes
one-half of it (whichever comes first), stop him and say: ALL RIGHT. YOU
MAY EITHER FINISH THIS ONE (point to third)-OR DO ONE OF THESE (point to

first and second) AGAIN. WHICH ONE WOULD YOU LIKE TO WORK ON?

*Each child does three puzzles. The preschool children do puzzles
1, 2, and 3 and the kindergarten children 2, 3, and 4.

129



AUTONOMOUS ACHIEVEMENT MOTIVATION

Record Form

IDH# . NAME ' DATE

School . Teacher

Instructions

1. TFor each item, mark plus or minus.

2. TFor each test, circle choice made by child.

A. Reproducing Beads from Memory

P.
1.
2.
3.
b -
5.
6.

B. Picture Memory (circle or underline child's responses)
1. _____ (two) car, dog
2, _____ (ihree) chicken, bed, flower
3. __;__ (four) phone, cake, monkey, door
4. _______ (five) swing, fish, spoon, tree, baby
5. _____ (six) candle, turtle, snake, shoe, bat, bear
6. _____ (seven) ice cream cone, bell, lamp, toaster, clown, lock, fan
7. _____ (eight) )
8. (nine)

C. Basket-Throwing
. 5. __
2. 6. ______
3. 7. ___
b,

D. Puzzles (record time on each puzzle)
1. ! oo
2 - : "
3. . ' "
4, T ! "
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AUTONOMOUS ACHIEVEMENT MOTIVATION

Scoring

On each of the four tasks on Autonomous Achievement Motivation,

a plus_is given for a corréct response and a minus for an incorrect
response, . Two consecutive failures terminéte a task,

In tﬁe scoring of each of the four tasks, the item selected

by the child to repeat defermines his score. Egch task is‘giVen
one score ranging from zero Eo_three'péiﬁté. The criteria for
scoring are as follows: ‘

3 points--1f the child chooses the first consecutiv; failure
item following two or more pluses that may be
incerspaced with non-consecutive minuses.
++.’;-)- ‘ _ ok
+o- o) - S

\ ok o- k-
t -+ - 4
-2 pointé——if thelchild chooses the last sucéess item following
at 1;ast two pluses and one minus,
+ + - ﬁ{) - -
++-447'-€1—— .

1 point——if the child chooses one of the féllowing{

(a).the first consecutive fallure ifem following
one plus only; kg) the last success item following

two or more pluses and no minuses; (c) the'last success

item following 2 plus and a minus.

.

+ D) - | ]
+ o+ - -
R + (%)
- (E) - -

+4
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0 point--1if the child choosés.one of the following:
(a) the last consecutivé fallure item; (b) the first
success 1tem; (c) the last success item following

only one plus.

- - D)
+ o+ -5
o+ o+ - D)
+ (¥ - -
@+ - -

O
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~ APPENDIX J

MOTIVATION RATING SCALE

Record Form

Dorothy C. Adkins, University of Hawaii

Child's ID#
Name

Instructions:

Bonnie L. Ballif, Fordham University

spaces under the categories A, B, C, and D.

. children are less highly motivated than others,

children should differ considerably.

Very Some~ Very Not 7
much what little at all’
like 1ike . like like
A B c D
1., 1Is enthusiastic about school . . 4 3 2 1
2. Soon stops ﬁrying a difficﬁlt task . 1 2 3 4
3. Acts as‘if he will sqcceed .'... . e 4 3 2 1
4, Forgets what is expected of ﬁim Ce . 1 2 3 4
5. Pays little attentior to stories . ‘1 _2 3 4
6. Asks reasons for things . . . . | 4 3 2 ‘ 1.
7. Persists toward a goal . . . . . 4 3 2 1
8. Emphasizes amount of work rather than -
quality . . . . o0 ¢ o 0 . . e . 1 2 3 4
9. Tries to help the teacher . . . . . | 4 3 2 1
10. 1Is willing to work for a later.reward 4 3 -2 | 1
11, Tries to e#cal.. .. 4 3 2 - 1
12. Applies high standards in what he does| & 3 2 1
13. 1s always wanting to do something 4 3 2 1
14. Lacks confidence in own ability . 1 é 3 4
15. Likes to make things . . . 4 3 2 1
Scoring:

[Kc

wll Toxt Provided by ERIC

Teécher

School

i
o
L

Date

Indicate how the child behaves by making a check mark in
Keep in mind that in every
Hence your ratings for

May, 1970

Type

one of the
class some
different

Each item is giVen one score.as designated above.

Total score is the sum of the 15 items.
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- June, 1972
APPENDIX K
TEACHER RATING SCALE FOR MOTIVATION TO ACHIEVE IN SCHOOL

Record Form

Teacher 's Name School . Date

Lo Hi

UNIT I--AFFECTIVE RESPONGES 112113 |4

1. Is concerned about each child's well-being

2. Sets firm, consistent limits on behavior

3. Does little things to help the children feel good

4. Creates opportunities for pleasurable situations

5. Is sensitive to each child's personal interests

6. Helps children verbalize their feelings

7. Reinforces a child's attempt to describe feelings of
pleasure

(o]
.

Demonstrates her own enthusiasm for school

9.  Draws a child‘'s obvious enjoyment of school to
attention of the class

Subtotal
TOTAL
UNIT II--CONCEPTUAL RESPONSES 1 2 3 4
1. Listens attentively and resggﬁds when a child talks to her
2. Gives each child responsibility
3., Elicits individual responses (in a g;odp situation)
4. Gives opportunity for children to make choices
5. Initiates quiet conversation with a child
6. Lets a child see himself as an achiever (take work home,
show to the group, etc.)
7. Reinforces the learning process by using "such phrases
as ""paying attention," ''listening,'" "trying hard,'
"sticking to it," "working by yourself,” ''following
directions" '
6. Reinforces accomplishments
9. Models achieving behavior herself
- ’ Subtotal
TOTAL

134




UNIT III-~-PURPOSIVE RESPONSES i - : L 1123
1. Models planning (long- & short-range) herself
2. " Provides opportunities for the children to plan ahead
3. Verbdlizes the planning as she sees it occur
4 RéinforceS'planning behavior when a child follows through
5. Help a child to be realistic about a task (too easy or
too hard)
~ Subtotal
TOTAL
UNIT IV--INSTRUMENTAL RESPONSES - 1213
Models and verbalizes taking steps
2. Asks questions to help a child verbalize steps
3. Identifies and reinforces specific steps as they occur
Reinforces '"steps to learning": listening, paying
attention, asking questions, trying hard, following
directions, etc.
. Subtotal
TOTAL
UNIT V--EVALUATIVE RESPONSES ' S I A
1. Models process of evaluating what she herself does
2. Elécits the question "Is this the way I(we) want it to be?
3. Reinforces any instance of a child's evaluating.
o Subtota}
TOTAL

Scoring:

The total for each unit is the sum of the subtotals; the total for the
Teacher Rating Scale is the sum of the five unit total scores.
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APPENDIX L

EXPERIENCES DESICNED TO INCREASE PRESCHOOL CHILDREN'S SCHOOL
ENJOYMENT AND SELF-CONFIDENCE IN ABILITY TO LEARN IN SCHOOL

Modified from reports to the University of Hawaii Center
for Research in Early Childhood Education prepared under a
subcontract with Fordham University by Bonnie L. Ballif and
Valerie Crane.

Both theoretical and empirical evidence concur that expectationé of
increased positive affect from learning and confidence in one's ability
.to learn In school are essential alﬁhough not sufficient for behavior
from which motivation to achieve can be inferred (Adkins & Ballif, 1970).

Providing opportunities for.assbciations to be made between affect
and cues or betweenm conceptualizations of self and cues is}Qifficult,
due to the multitude and complexity of stimuli involved and problems in
arriving at ;dequate operational'definitioné of the responses in question.
Apparently, hOWevef, principles of learning involved in increasing the
probability of occurrence of expeétatioﬁs of positive affect and of self-
confidence are the same as those involved in increasing the probability
of occurrence of observable respénses. Indeed, these same principles
of learniﬁg haveAbeen used in designing experiences to modify a variety
of covert responses in children, including expectations of positive
affect from achiéving in learning in school and self-confidence in
ability to learn in school.

Essential conditions fo; increasing probability of occurrence of
expectations of increased positive affect or of self-confidence require,
first, that the.child have opportunity to observe a model who provides
visual and verbal structures of the response by demonstrations and ver=-
bglizations; second, the child must be given opportunity to actually

experience the desired outcomes, beginning at a leveél of difficulty
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appropriate for him and progressing alpng a continuum of assumed difficulty;
and, third, the child must be reinforced fpr éach successive approximé-
tion he makes to the desired response, Each ;f‘phé "experiences'

presented includes suggestions for the,inétructor in modeling, eliciting,
and reinfbfcing the desifed types of behaviér. Such specific experiences

'

are intended only as exémples of the many interactions the child may

=

have with his‘teaCher.

The detailed exberiences that folléw; designéd to increase a

. preschool child's school enjoyment, are those used in the work with four

;hildren deécribed in the text of this report. The experiences planned
to increase a child's confidence in his abili?y to learn in school
followed the.same general outline and in large part used thelsame.materials
and procedures, but with emphasis throughout on confidence in dne's |
ability to achieve in school rather than development of posifive affect
toward school. In view of the close similarity éf the contexts of_the
two 'sets of experiences, only one is presenﬁed here.
Experiénce 1: Doll Play

Purpose

The purpose éf this experience is to elicit expectations of affect
toward échool in fantasy. -
Materials

Diorama of a classroom made out of a cardboard box. Shélvés drawn

in around the walls of the classroom with a variety of 'school objects

and equipment.drawn in on the shelves. Paper stick figures of a

teacher, two boys, two girls, and a table.

The following stories of positive affect toward school (stories

one, two, and three), learning (stories four and five), and achieving

. 2]

(stories six and seven.)
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Story one. I am going to choose the teacher and this boy. His

"name 1s Andy. He is coming to school. He is very happy. He can't

wait to get there. He goes over to the coat rack., His teacher stands
by the door. He hangs up his coat. He goes over to the shelf because
he wants to play with the train. He takes the train over to his seat
and plays with it. ‘

Story two. This time I am golng to choose the little boy and
the little girl. Their names are Andy and Dolly. 1 am going to have
them walk over holding hands to the shelves. They are going to take’
the numbers and go over to the tables, They are going to sit down and
play with the numbers, They love to play with the numbers. They are
going to sort them out by ones, twos, threes, fours, etc. They play
with them all morning and then put them away.

Story three. I am going to chooge a girl ancd a boy, The teacher
is going to stand over here. They are going to the shelves to get
the farm and pick out something to do, They want to work in the farm.
They like to take the animals and put them around in the barn. They
put the cows over here and the sheep over here together., They have
a lot of fun with the farm. When they are done, they put the animals
and barn away. , '

Story four. I am going to have two boys and a girl work with the
letters. They take the letters out of the box and match them with the
words on the cards, When they have trouble with a word, they help
each other. They like to work with letters. They are having a lot of
fun. They also like to learn about the letters,

Story five. I am going to take two girls. They are going to paint
today because they like to paint. They also like to show things that
they have learned, so they are golng to paint numbers on a piece of
paper to show the teacher. They are very proud of their numbers.

" They paint a one, a two, a three, a four, and a five on the paper.

When they are done, they go to show the teacher that they have learned
the numbers, They are happy.

Story six. These two children (a boy and a girl) are going to
play with the blocks which are over there on the shelf. They are going
to take them over to the table and then they are going to tell each
other which block is a cube, a pyramid, etc. They really like to work
with blocks. They feel good when they can tell each other what the :
different blocks are, They also like to learn the blocks they don't '

know.

Story seven. T am going to take one boy and one girl this time.
I am going to have them walk over to the bookshelf and choose some
books to look at. They like to look at books. They look at the picture
and the words. They feel very good when they learn something new like
a new word. These children love books, They love to work with books.
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Procedure
The instructor points out to the child that the diorama represents

a classroom with a tea;her and soﬁe children. She tells the child that

they will take turns telling stories about these children and the

.teacher in the classroom.

Modeling positive affect toward school. The instructor tells one

of the storiesvprOVided, selecting it by matching the type of affect
expressed in the story to that being exhibited by the child. She tells

the child how gbod she feels when she tells a story about children who

like school. She then lets the child choose some figures and tell a

story. This procedure is repeated so that both the model and the child

have an opportunity to tell several stories.

Eliciting positive affect toward school. If the child is reluctant
to tell a story, the instructor asks probing questions such as, 'Which

doll do you want in your story?" and '"What do you want to do in school?"
B . N : f

" If affective responses are not produced reédiiy by the children, the

-instructor probes with questions such as, '"Did you have fun doing that?"

and "Does your little boy like school?" It may even be necessary at

times for the instructor to say, "I think this little boy likes school,ﬁ

- and then help the child to repeat that sentence.

Reinforcing positive affect toward school. The instructor. reinforces

the child wich verbal approval each time he indicates that someone in
his story enjoys sqme aspect of school, She always explicitly states
why the child is being rainforced, i.e., because he told a story about

a child who 1liked to go to school and learn well.
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Experience 2: Picturés of Thirgs I‘Like To Do in School
Purpose

The purpose of this experience is to'asSociaEe positivé affébt
with a variety of school activities.,
Materials. |

Paper, pencils, marKers, and‘crayoﬁs, as well_as items from the
cléssroom, such‘as books,'numbers, and blocks. | -
Procedure ' - K

The instructor tells the child that they are going to draw
pictures of différent things to do in school that théy think afe funf
.She might describe some things she likes and brought along to draw.

Modeling positive affect toward school. First, the instructor

chooses an object or describes an activity that she likes to do in
school and then draws a picture of it. She tells ﬁhe child she is
proud of herself for dfawing a bicture of something she likes to do in
school and then asks the child to draw a picture of something he likes

to do in school. This procedure is repeéted several times..

Eliciting positive affect toward school. The instructor asks

the éhild_what he likes to do in séhool. If the child has diffiéulty,
éhe suggests'ﬁarious activities and asks the child to think about how he
likes them. She then asks him to dfaw'a picfure of the things he likes
to do. If the child says that he can't draw something, she helps him

to draw the piéture.

Reinforcingﬂpositivé affect toward school. The child is praised
and reinforced for each response that indicaﬁes positive affect toward -
school activities. The reinforcement is contingent upon the positive
affect that is associaﬁed with the activity;aﬁd not merely wfth tﬁé

picture that the child has drawn. After the child has drawn several
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activities.he likes, the instruétor might tell the child that he can do
éomething ﬁé likes to do because he has done such a good job of naming -
and d;aWing tﬁings he liked to do in school. The child should then be
engouraged'to ;hoose and do something he enj;yég |
.Experience 3: Will Luffins Like School?

Purpose

Thé purpose of this experience is to elicit from the child
vgrbalization of his positive affect tpward school. |
Materials

Script. 'Will Luffins Like School?" (Adkins & Ballif, 1971,

pp. 10-11), which is told by the instructor using a frog-like hand

'~ puppe: named Luffins,

Procedure

The instructor follows.the script.

Modeling positive affect toward school. At the appropriate time

indicated in the script, the instructor tells Luffins about all of the

things she likes in schoél. -Each time the instructor describes something
she likes, Luffins perks up and nods his head. Then the instructor |
says she is glad that she could think of '"fun" thing§ for Luffins.to do-
in school. After ghe makes a suggestion, the instrucfof asks the child
to think of some activifies that he likes and that would help Luffins

to like school.

Eliciting positive affect toward school. If the child does not

‘readily describe the'things he likés to do and in so doing suggest

things that will be fun for Luffins to do in school, the instructor
asks specific questions, e.g., "what did you do-today in school that

was fun?" or ''Did you have fun working with blocks?"
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cards in piles

Reinforcing positive affect toward school. The instructor pfaises‘ -

tﬁe child for each description of things he likes to do in séhool.

The excitement of Lﬁffins should also be evidént for each éuggestioﬁ of
something that will hglp Luffins to like schéol. The child iélencouraged
to verb#lize how g;od he feelé for suggestiné—;hings he likes to do in

school.

Experience 4: School Game

Purpose

The purpose of this experience is to associate positive affect
with school and learning acﬁivities.
Materials

Dice and cards with pictures of school activities on them. The
back of each'card is numbered with dots in the samé position'as those
found on one side of a die. The set of cards includgs numbers corre-
spondihg to all sides of a die.

‘Thé éictures on the cards depict the following: scissors anﬁ

paper, cards with words on them, a painting easel, shapes, numbers

- with counters, a note to mother that says, "I like school,” letters,

a pencil and paper, numbers, a note to teacher that says, "I like

school," blocks, a book, and names of friends.

Procedure

The instructor introduces the game to the child Sy showing him the
dots on the cards,lthe pictures.on_the cards, and the dicé. ihg cﬁild
is al}AWed to become familiar with tbe dice 'and how they are used. The
instructor also shows the child how to match a nﬁmber of dots 6n_the
die to a number of dots on_the'card. The instructor then places the

according to their numbers of dots with thevdot sides

]

facing up. .
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The instruétor then rblls one die, counts the .number .of dots on
the die when it stops, and then finds a card with the same number of
dots. The instructor verbalizes what she is dbing as she'goes along.
After'sﬁe finds the card with the correct number of dofs, she turns
the card over and describes the picture on the card. If the pictpre
is of something the instructor likes, she keeps‘the card; if the
picture is of something the instructor does not like,.she puts the card
back on its’pile. The instructor then explains to the child that they

will each-take turns until all of the cards are gone.

Modeling pPositive affect toward school and learning activities.

"Each time it is the instructor's turn to take a cara, she describes

the picture and expresses her positive affect toward the situation
depicted,.e.g., ”?his is a picture of 5 book. I like books, so_I get‘
to keep this card.® Intermittently; the instructor tells the chi1d4
she is proud of herself for liking so many things in school and gégting

so many cards for thinking that activities in school are fun.

Eliciting positive affect toward school ?nd\lgarningfactivities.‘
When  the child takes_hié turn, the';nstrﬁctor may,néed to Help'him
count the nﬁmber of dots on the die and on the card. She also turns
over the card. and helps the child describe the picture there. She
may need to ask theAchild, JDO you like to look at books?" If he says

"yes," he is allowed to keep the card.

Reinforcing positive'affect toward school and learning activities.

Each time the child takes his turn and expresses any indication of

énjoying school and learning, he is verbally reinforced by the instructqr."

In addition, the keeping of the card acts as an immediate reinforcer.
At the conclusion of the game, the cards are counted and the instructor
reinforces the. child again for having liked so many things in school.
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Experience 5: Working With Numbers

Purpose . |

The purpoce of this experience is to associate positive affect
Wifh a spééific academic task taken_from_thé classroom. -
Materials

Numberé 1 through 10 painted on sqﬁare pieces of wood and a box
of ;ouhters; Matérials used in another academic area may also be
selected. for use. -
Procedure

JThelinstruétor dfaWS the aé;entiqn of the child to the numbers in
the box and suggests tﬁat théy put the.nqmbers out in order on the
table. Then she points oﬁtlthaf'these numbers came from the child's
glasgroom and that he already méy have,seeﬁ them, .played ﬁith them, or
worked with'tEgm. The instructor then shows the chilq how the counters
should bg placgd.undér each ﬁumbér_and both iﬁstructor-and chiid take

turns doing. so. .

Modeling positive affect toward a specific academic activity.

" As The instructor selects the counters and places them under the correct

number, she verbalizes positive affective responses such.as, "I really

“like to work with numbers. I like to put the right number of counters

under each number. T had fun doing that.' -When the instructorrhas

placed the counters under the numbers, she indicates how happy she is with
herself for liking to work with numbers.

Eliciting positive affect toward a specific adademic'aétivity.

If the child does not know how to count out the correct number of

47 counters, then the instructor helps the child. Also, if he does not

‘verbally associate positive affect with working with nuhbers, the
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instructor elicits that response by asking questions, such as "Don't
you like to work with numbers?" and "'Isn't it fun to play with these
numbers?"

Reinforcing positive affectltoward a specific academic activity.

It is important for the instructor to reinforce the child with praise
after each response that indicates positive affect toward working with
the numbers. Then, after the instructor and the child have alternated
and filled in all the counters, the child is praised for liking to worlk
with numbers.

Experience 6: Choosing Friends
Purpose

The purpose of this experience is to associate positive affect
towvard school with friends in school.
Materials

A variety of photographs (8" x 10") of children doing things in
school, some exhibiting positive affect and others negative affect
toward school. A short story accompanies each picture and describes
the respective affect of the children.

Picture one. Description: The teacher is reading to the class.
Story: These children are listening to the teacher read. They like to
read in school. These other children are not listening to the teacher.
They don't like stories.

Picture two. Description: A boy is sitting on the floor doing
nothing. A black boy is rolling up a mat. Story: This boy is sitting
on the floor doing nothing. He doesn't like to help out in school.
This boy is rolling up the mat. %ﬁ is happy to help out in school.

He likes school, :

Picture three. Description: A boy is drawing. A girl is not
drawing. Story: This girl is supposed to draw a picture. She doesn't
want to. She doesn't like to draw. She just sits there. This little

boy loves to draw. He starts a picture of his own. He is having fun.
He likes to draw in school.
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Picture four. Description: Four boys are around a table. One
is sweeping, one is picking up mats, one is holding a tray, and one is
doing nothing. Story: This boy is busy picking up the mats. He is
having fun. This boy is just sitting there. He won't help. '

Picture five. Description: One boy is doing nothing. Another
boy is doing number sticks. Story: This boy is working with the number
sticks. He thinks it is fun to learn how to count. This boy is just
sitting in his chair looking at the other boy.

Procedure

The instrictor shows the first picture to the cﬁild and tells him
that she has a set of pictures showing childrzn like himself doing
different things in school. The instructor then says that she knows
some storles about the different children in the picture and that she
1s going to tell a story and ask the child which of the children he
wants as his friend. The instructor tells the child that they will
take.turns choosing friends.

Modeling positive affect toward children who like school. The

instructor tells the story for picture one and then chooses as friends
the children who are listening to the teacher read because they like
school. The instructor then reinforces herself, e.g., she says,

"I am happy I chose friends who like school.'

Eliciting positive affect toward children who like school. The

instructor then tells the story for picture two and lets the child choose
friends. She asks the child why he chose the friends he did and helps
him to verbalize that it was because they like school.

Reinforcing positive affect toward children who like school. The

instructor praises the child each time he chooses a friend who likes
to do things in schodl. The instructor also reinforces the child for

stating that his friends are children who like school.
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Experience 7: Peter and Haria

Purpose

The burpose of this experience is to help the child expect that he
will enjoy being in school and learning in school.
Materials

Four stories (Adkins & Ballif, 1971, pg. 13-16) indicating that
Peter and Maria like being in school and learning in school are used
as well as paper and crayons. |
Procedure

The instructor tells the first story and draws pictures illustrating
it as she goes along. She then_begins to tell the second story but
periodically asks the child to help her by using questions designed to
elicit the child's awareness of expectations of posiﬁive affect from
being in school and learning in school. For the third and fourth stories,
the instructor continues to involve the child with questions.

Modeling expectations of positive affect toward school and toward

learning. As the instructor tells the stories, she emphasizes the
expectations of enjoyment Peter and Maria have for school and learning
new things in schcol, as well as her an expectations of positive affect
from being in and learning in school.

Eliciting expectations of positive affect toward school and

toward learning. As the instructor tells the second, third, and fourth

stories, she periodically asks the child about Peter and Maria and what
they think about school. She may need to ask questions, such as ""How
did they feel about going to school?" or "How did they think they would

feel when they got to school?" The questions are used to elicit awareness

147



of expecting positive affect from school and from learning; -1f the child
does not readily give these responses, the instructer asks quéstions
that are appropriate to the child's level of ﬁnderstanding.

Reinforcing expectations of positive affect toward school and

-toward leérning. Each time the child verbalizes that Peter and Maria:

expected school and learning to be enjoyable, the instructor verbally
reinforces the child. For exaﬁple, the instructor might say, "I am giad
that you see. that Peter and Maria think school will be fun,"” or "I am

proud of you because you know that Peter and Maria will like learning

in school." - '

Q

Experience 8: Luffins Likes to Learn
Purpose

The purpose of this experience is td associate posifive affect
with academic iearning in. school.
ligteﬁials
A ffogflike'hand puppet named Luffins, cra&bns, and paper.
?roceduré . ‘
The instruétor reminds the child that Luffins visited once before .
when he héd been worried about liking school But that the child had

convinced him that sclhiool would be fun. She then tells the child that

Luffins now wants to know about some things he might have fun doing in

school.

_ Modeling positive affect toward academic learning in school.
The instructor says to the puppet that she knows something she likes
to do in school, she likes learning how to count, and that it maltes her

happy to know she likes to learn ﬁew numbers.
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"Eliciting positive affect toward academic learning in school.

The child ic encouraged by the instructor to make suggestions -of
different things he likes to learn in school. The instructor emphasizes
academic learning and not just any activity such as playing games or
having parties in school. The children might want to show Luffins that
he can learn to write by helping him to hold a crayon and make a letter.

Reinforcing positive affect toward academic learning in school.

The instructor verbally reinforces the child each time he says that
academic leérning in school is fun and also perks Luffins up and has
him nod or jump up and down enthusiastically in order .to reinforce the
child for having such a good idea.
Experience 9: Dice Gamé

Purpose

The purpose of this experience is to associate positive and
negative affect appropriately with a variety of activities in the class-

room.

Materials

This game consists of 12 cards, eleven of which have different
activities written on them, e.g., to listen to a story the Qeacher
reads, to walk away from my work, to forget to do my number work, to
do my work well, to work with the blocks, to throw books on the floor,
to learn to count to five, to learn something new, and to learn to
write my name. On the back of each card is a happy face or a sad face
depending on whether the activity should make onre happy or sad. The
cards are arranged in a square like a Monopoly board. Some objects are
used as "men" who move around the board and are initially placed on the

first square used as a starter.
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Procedure

The instructor puts the cards out on a table or on. the floor and
explains the game to the child., On euch of the cards are descriptions
of different activities in school. Some of the activities make one sad
and some make one happy. If there is a possibility that the child might
not understand, the instructor reads a card and says to him, "'To walk
away from my work.' Does that make you happy or sad?" After the child
answers, the instructor turns the card over and shows the happy or the
sad face. If the answer of the child is the same as the picture ou the
card, the child is allowed to keep the card. Then the instructor
explains to the child that he has a little man who will move atound
the board in steps. The number of steps the man takes depends upon
hiow many dots show up on the die. The card the little man stops on
is the one that is read and turned over.

Modeling positive or nepative affect toward activities in school.

The instructor takes the first turn in the game and verbalizes each
step while the child watches and listens. She throws a die, counts
the dots on the die, moves her man step by step around the board, reads
the activity on the cérd, verbalizes positive or negative affect toward
that activity, and then turns over the card to see whether the face on
the back of the card is happy or sad. The instructor then says, "I
get to keep this card because it makes me happy/sad to « I am
glad I like/don't like to M

Eliciting positive or negative affect toward activities in school.
As the child takes his turn in the game, the instructor helps with any
step he has difficulty with. when he lands his man on the correct card,
the instructor reads the activity on the card and asks him if it makes
him happy or sad.
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Reinforcing:positive-or negative affecp toward activities in school.
When the.child answersrcorrecfly, Ehe instructor re{nforces him by
pfaising him, showing him the happy or sad face on Lhé_card, and giving
ivm tﬁe card. 1If he is wrong, the instructor points out the error,
rereads the card, and helps him proﬁide the correct response so that ﬁg
can be appropriately reinforced..
Experience 10: Cylinder Blocks

Purpose |

‘ . The pufpose of this‘experience is to associate positive affect
with pefforming an academig task well.
Materialg_

A solid block of wood with ten solid cylinders which fit into
'Aholes_along.thé board. The solid cylinders increase in width as they

decrease in height.
Procédure

~ The instructor draws.the cbild's'attention toHEhe solid blocks and
aéks if he has ééen them iﬁzhis classroom. If he hasn't seen them
before, she might briefly explain that the béard is used 5y remo&ing_
the blocks from tﬁe board énd then replacing them in fhé correct |
hoie.v Two procedupesvcan be utilized as games: first, thé'instructor.
cén.take all of the Biocks out, keéping thémjin order, and then putting
them back in order;'and second, she.can take them out, mix them up, and
then return‘theﬁ-to their correct Holes.-

Modeling positive affect for achieving in an academic task. The

instructbf begins to work with the board by sayiang, "I like to work
with the cylinder blocks. I really 'like to do a good job of getting

the blocks back in the aﬁprgpriate holes." Then she proceeds to remove




. the blocks and replace them. As she fits each block in, she praises

herself, saying, "I am happy that I did that well. I get the blocks
in the right holes. it makes me happy to kmow that I can fit the next

block in too. Thie is fun."

‘Eliciting positive affect for achieving;in'an academic task. The
instructor then asks the child if he can do the same thing she just

: . . A\ .
did. Before he begins to work, she elicits expectations of positive

affect for performing well by asking him, "How will you feel when you

" do this well?" and "How does it make you feel?" As the child _goes

along, the instructor continues to elicit positive'affect from the child

in'association'with performing the task well.

Reinforcing positive affect for achieving in an academic task.

The instructor praises the child each time he verbalizes that he likes

to do well in school and_specifically in relationship to this task.

‘When the game begins, the instructor says, "I am proud of ydu because "

you like to do well in school." After the child has fitted all of the
blocks in the correct holes, she reinforces him for doing well and also
for being happy that he did a good job.

Experience 11: ©Picture Stories

- Purpose

The purpose of this experience is to associate negative affect

with not working at learning in school and positive affect with working

‘at learning in school.

‘ Materials

Five sets of 8" x 10" pictures each comsisting of two gictures of

the same child, one working and one not working at an academic task.
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Set one. The first picture is of a teacher working with cylinder
blocks and a girl looking at a friend. The second picture is of the
same girl and & boy drawing. The accompanying story follows:

This girl is just sitting doing nothing. It doesn't make her happy.

‘Today, she decides she wants to work in school, and sure enough, she is

very happy working with this boy.

Set two. The first picture is' of a boy sitting on the floor and
a black boy rolling a mat. The second picture shows the same boy
sitting in a circle of children all holding letters. :

Set three. The first'picture is of four boys around a table
cleaning up and one boy doing nothing The second picture is of the
same boy sittlng down and reading a book. The accompanying story
follows: :

This boy is doing nothing. He is not having fun. He decides to go to
the book corner. He picks out a book Now he is happy because he is
doing somethlng in school. : ‘

Set four. The first picture is of a boy looking.bored and a teacher
working with number sticks. The second picture is of two boys, one
doing nothing and the original boy workiang with num“er sticks."

~ Set five. "The first picture is of a boy'standing up passing paper

.to children in groups around a table., The second picture 1s of the

same boy 31tting at a table and drawing.

Procedure

The inétrﬁctor shows the child thé first set ofvpiétures and tells
the accompanying story} vThe'cHild then is shown the second éet and
encouraged to feil ﬁis story. The mo&el then presents’ set three and
the accompanying story, and the child provides'the story for set four
and for set.five. |

Modeling positive affect toward working at learning in school.

During the first and third stories, the instructor emphasizes- the. -

association of positive affect with working at learning in school and

‘negative affect with not working. She verbalizes self-reinforcing -

statements, such as "I feel good that I told a story about one who

was happy when he was working at learning in school."
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‘ Eliciting positive affect toward working at learning in school,
Aé the child tells his stories, the instructor elicits responses
describing affect in working ét learning éituations with prubing questions,
-éuéh as "Is he happy not working in sch;ol?“ and ”Ié he happy when he -

decides it islfun to work in school?”

Reinforcing positivé affeét toward working at iearnigg in schopl.
Each time the chkild ackhowledges in his stor& that it is fun to.work at.
learning in schpol and not fun to do nothing in school, he is verballyb
reinforced by the‘iﬁstructor. When he finishes his story, shec praises -
him forbtelling a good story about children who decided it would be fun
to work at learning in school. ﬁ

| _Experience 12: Working with Letters

wPurgose

The purpose of this experience is ﬁo provide expectations and
exéeriences of positive affecﬁ from performing an academic task.
Materials |

Index cards with the names of the child and the instructor on
them and a box of letters.
Procedure

In this activity, the child_énd,the instructor match letters in
the box with the letteré in their naﬁés. Younger children who do not
kno; the letters very well will need help in selgc;ing the letters.
If the child is particularly slow, the instructor moves the letters
'almost into place for the child so that he can easily see the similar;ty'

between the letter on the card ‘and the letter from the box. The child

is given all the help he needs in order to match the letters to his
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rname. The purpose is to associate positive affect with working with

letters, not to test whether or not the child can learn or already

knows all the letters.

Modeling expectations and experiences of positive affect from

performing an acadenic task. The instructor first matches the letters

in her own name by selecting the appropriate ones from the box and
placing them beneath'those on the card. As she'begins she says, "I

know it will be fun to work with letters., I like to leara new things
about letters." As shé finishes eaéh letter, she again provides positive
affective responses. When her’name is completed, she praises herself

for having fun with working with letters.

Eliciting expectations and experiences of positive affect from

performing aﬁ academic task. If the child has difficulty with the

letters, then the instructor helps the child select them énd move them
iﬁto QlaCe. fhe instructor asks ;he child questions in order to elicit
expéctations of positive éffect if the child does not VOlunteef those
responses, Ihé questions might be, "Do you think you will like to
work with letters?" and "Isn't it fun to learpAabout these letters in

your name?"

’ Reinforcigg,ekpectations and experiences of positive affect from

‘performing an academic task. FEach expectation of positive affect from -

the-child, as weil as each indication of positive éffegt from working
with lettérs in school, is verbally reinfor;ed by the instrucﬁor.
;Experience 13: Selecting Picture Cards
Purpose -
Tﬁe purpose of this experiencg is té identify wita‘ffiends who
are happy becaﬁse they work in school‘ratherlthan with children'who

are unhappy because they do not work in school.
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Materials

A series of sets of Cards; each set consisting of one card
depictiﬁg children who are happy working in school and another cérd
depicting children who are unhappy because thgy are not workiﬁg in
school. Happy faces appear on the backs of cards Ehat indicate positive
affect and therefore are the corgect“cards to choose in this game. It

the child chooses this kind of card, he gets to keep it until the end

of the game. The following is an example of one set of cards with

illustrations:

Set one. (A) These
children are going to .listen
to the teacher read them a
story. They are happy.

(B) These children do not sit
down to listen to the story. They
want to play with cards and dolls.

r

Question: “Which children do you likalbest?“

-smiling.

The remaining sets of cards are:

Set two. (A) This boy
has a box of numbers in front of

Set four. (A) This child
is watching a filmstrip. He is
He likes. the filmstrip.
He likes to learn about things on
the filmstrip. o
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. off the table.

)] Thié boy has a box of numbers
in front of him. He wants to sit

him. He wants to learn to count, and look at the box. Question:
He takes the number four out of "Which boy do you want as your
- the box. He is smiling because friend?" - ,
he likes to work with numbers.
Set three. (A) This child (B) This child is happy. He has
didn't write his name. He scrib- just written his name. He was
bled on the paper. very careful, Question: ‘Which

child do you want as your friend?"

(B) This chiid is knocking blocks
He is not watching
the filmstrip. Question: "“Which
child is your iriend?"



Set five. (A) These
children are not watching the
teacher. They are looking out
of the window.

Set six. (A) There are
some children who don't like the
books. They just sit in their
chairs.

Set seven. (A) The
teacher wants to hang up these
pictures. The children are
helping her hang them up.
like to help the teacher.

They

Set eight. (a) The.
teacher gives children work to
do. They are to colur in pictures

of animals at the zoo. These
children are happy.
Set nine, (A) These

children do not like to learn.
They do not like to go to school

every day.

Set ten. (A) The
teacher asks the children to
help clean the board. These
children are happy to help her.

Procedure

‘'words.

(B) The teacher is writing on the
board. "Some children are watching
her. They like to see her write.
Question: 'Which children are
your friends?"

(B) The children in this class like
to read books. They all have a’ book
to read. They like to learn new
Question: "Which children
do you want to be with?"

(B) These children sit at their
desks looking around the room.
Question: '"Which children are
your friends?"

(B) These children are unhappy.
They do not want to color the
pictures. They put the pictures
in their desks. OQuestion: ''Which
children do you like better?"

(B) These children love to learn.
They like to go to school every
day. Question: ‘''‘Which children do
you like better?"

(B) These children do not want to
clean tke board. They sit in the
corner anrd talk. Question:

"Which children do you want as your
frieands?"

The instructor and the child alternate on items on this task

until the child consistently chooses the child who is working. How

many cards need to be modeled for the child is therefore dependent upon

how long it takes the child to make the positive affective response.

Modeling positive affect toward children who like school.

The

instructor takes the first turn with the cards and selects the children

who are listening to the teacher read the story.

Then the instructor

looks at the face on the back, takes the card, and praises herself for

choosing friends who like to learn and work in school.
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Eliciting positive affect toward children who like school. The

child is given a turn to select his friends. The instructor reads the
story, asks the child to select his friends, and then shows him whether
or not he is right by turning the card over.

Reinforcing positive affect toward children who like school. The

instructor reinforces the child for responding correctly by showing him
the happy face on the card, by praising him for choosing friends who
like to work in school, and by giving him the card. At the end of the
lesson, the instructor counts the number of cards the child has and
again praises him for choosing so many nice friends who like to work

in school,

Experience 14: Puzzles

Purpose

The purpose of this experience is to associate positive affect
with achieving in learning in school and negative affect with doing
nothing in school.

Nine puzzles on 5' x 8" cards with five of the pictures indicating
positive affect toward school and four pictures indicating negative
affect toward school. Positive affect is indicated by smiling faces
and negative affect by frowning faces. Each puzzle has four pieces.

An illustration follows:
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The other puzzles indicating positive affect toward achieving
“tn learning in school depict two children writing or two children draw-
at a desk: two children reading booké, two children going to school;
and two children woatching the teacher write numbers on the board.
Puzzles indicating negative affect toward achieving in learning in
school depict three children staading nexﬁ to a table doing nothing;
two children Standing next to a table doing nothing; two children not
\feading books; and two children sitting at a table doing nothing.
Procedure
The instructor takes out one puzzle and ;hows the child how the
four pieces go together to make a picture. Then she explains that
after each puzzle has been put -together the picture should be described.
If the child has worked with puzzles before and knows what to do, the

instructor proceeds. If the child needs some praé&ice, she allows
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him to try to put the puzzle together himself. She mixes the order of
the pieces. and takes turns with the child putting a puzzle together
and describing what is happening im the picture.

Modeling positive or negative affect toward achieving in learning

in school. The instructor takes out the first positive-affect puzzle
and arranges the pieces on the flecor. After moving the pleces together
to make a.picture, she describes the picture by saying, This child is
happy because he is working with numbers. He likes to work with numbers
and to learn things about numbers. His teacher is very happy that he
likes to work with numbers, too." The instructor finishes by praising
herself for seeing that this child was hwappy achieving in learning in

school.

Elficiting positive or negative affect toward achieving in learning

in school. The instructor places the pieces of the child's puzzle on
the floor, either in order so that he can easily put them together or
mixed up so that he can move them about. If the child has difficulty
moQing the pieces together when they are in order, the instructor helps
him move the pieces into place. After he has the picture put together,
she asks the child what his picture is about. If he is reluctant to
describe the picture, she points to different aspects af the picture
and asks him what they are. She also focuses on the happy or sad faces
on the children and asks the child why-the faces are happy or sad.

Reinforcing positive or negative affect toward achieving in learning

in school. Each time the child responds in a manner that indicates
that the children are happy when they learn -in school or that they are

sad when they do not, the instructor verbally reinforces him. After
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each puzzle ba: been completed, she again praises the child for seeing
that wofking in schéol'is fun ana not working in school is not fun.
Experiénce 15: How Do You Feel When cend?
Purpose |
The purpose of this expérience is to associéte feelings qf
positive-affe;t with school, learning, and achieving. .
Materials R
'-Ihe féllowing 10 que;tions concerning different-activities in

school (Adkins & Ballif, 1971, p. 12) are used with &' x 107 photographic

illustrations:

How do you feel when ....

..» you have a party at school?
. you listen to the teacher read a story?
. you clean up the room?

you finish drawing?

. you help the teacher?

- you learn something new?

.. a friend helps yot work?
. you look at books?

... you clean the pet's cage?

.+s a friend helps you?

. . .
.
o .
L] [
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Words such as happy, big, excited, smart, tall, strong, and good are

elicited from the child for each of the different situations.

;

. Procedure

The instructor tells the child that they are going to look at

pictures and try to think of all the words they can to describe how

they feel about what is happeniﬁg in the pictures. The child and the

- instyuctor take turns answering each question.

Modeling posiitive affect toward school, learning, and achieving.

The instruétor takes the first picture and verbalizes the first question.
Then she says, "I feel excited when I know we are going to have a party

at school." She models a variety of words, since "happy' and ‘'good™
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are common words children use to indicate affect. She also praises

herself for thinking of a good word to express'how she feels.

Eliciting positive affect toward school, leafhiqgi!and achievinﬁ ‘
in.school. If the child finds it difficult to answer the qdestion and
cannot think of any words, the ihstructér suggests séme words. She
also encourages the cHild to think of several words appropriate éé
express'théir feelings about a given»activity,in school, making sure
that the child actually Qses thevards.

Reinforcing poSitivé_affect toward school, learning, and

achieving in school. The child is praiséd by the instructor fo; each
word he uses that indicateé positive affect toward becoming involved in
school, learning, gnd achieving. At the end,.the instructor praiseé
the child for being able to-express.his feelings and then reads the
words-again to Ehe child, praising him.for each word as she goes Along;

Experience'16: Individual Experience

Purpose

The purpdée of this experience is to develop positive affective

résponses toward an activity chosen by the child from his classroom.

Materials

The instructor asks the child to show her some work He has
recentiy done. She also asks him to choose éome activity‘from the
classroom on which they could work togethért
Procedure- |

The instructor examines the child's work and verbally describes
whaf‘hé has done. then they.begin to work on the activity the child
has éhosen, she describes it and designates the procedu;es they might

use in working or playing with it.
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Modeling positive affect toward selected school activity. The

- instructor might show the child some work which she has done and of which

she is proud.  After she shows it to the child, she tells him that she
enjoyed workihg on it and would like to do it again becausé-the
accomplishment was”enjoygble. Whén she begins to work on the activity
chosen by Ehe child, she verbalizes positive affect toﬁards that activity,

towards learning new things related to that activity, and towards doing’

~well at that activity. TFinally, she praises herself for having fun

working with the child on the activity.

Eliciting positive affect toward a selected school activity.

The child is encouraged through questioning to verbalize positive

affective responses toward his work. If necessary, the instructor could-

© say: ''Did you have fun working on this project?" 'Did you have fun

learning about this?" and "Are you happy you did a vefy good job on
this?" While the child performs the activity he has selected, the
inStructor'periddically asks the'child if he enjoys working with that

activityband.learning new things about it.

Reinforcing positive affect toward a selected school activity.

Each affective réspoﬁse given by the child is verbally reinforced by

. the instructor. The child is praised for enjoying his work and having

fun performing the activity he has chosen. He also is reinforced for

any indications of self-reinforcement. .
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