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ABSTRACT

This paper argues for the desirability of integrating two
Tesearch traditions in the study of adolescent behaviox.
One is concerned primarily with the normal functioning of
adolescent society, the other with the design of reward
structures to foster academic achievement. Specifically,
it is suggested that a combination of material inducenents
with a reward structure emphasizing peer group attainment
can provide an effective strategy for motivating lower—
class adolescents.




Raising Academic Motivation in Lower Class Adolescents:

A Convergence of Two Research Traditions

Seymour Spllerman
University of Wisconsin

INTRODUCTION

Several hypotheses have been advanced in recént years to account
for the low academic attainment by lower-class and, in particular, by
lower~class Negro childrgn;l Following the classification of these
explanations used by Irvin Katz (1968), lov achievement has been attrib-
uted to (a) the inadequacies of early socialization, in which thLdraatiﬁg
practices are faulted or.-personality deficits of the parents are cited
(Ausubel and Ausubel 1963; McClelland 1961; Bettelheim 1964); (b) an
absence of language atd sensory stimulation in lower-class homes (Hunt
1968); Cc} conflict between minority and middle-class cultures, with

emphasis on the irrelevancy of middle-class educational objectives to

Léwefsclass or ethnic values (Gans 1962:68; Riessman 1962; Cloward and :
Jones 1963) ; gﬁd to (d) the failure of predominately Negro schools to : ek

provide education of a quality commensurate to that offered in white
- middle—class institutions (Clark 1965),
. The causes of low attainment are undoubtedly manifold. Never—

theless, depending upon which of the above explanations one stresses,

~ple, vere low achievement to be attributed primarily to personality

traits which are acquired iﬂ early infancy and are afterwards resistant
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to change, then interventions would have to be diresteq_at the age of
early socialization. Thus, expounding this view, Bettelheim disparages
our invegtment in remedial school programs for Negro children and argues
instead that "reform must be concentrated where it most matters--on the
conditions of life at home..." (Bettelheim 1964:4).

Personality structure may well be an important determinant of low
academic attainment by lower class children. However, it is by no means
evident that the personality variables which éfe relevant to the learn—
iﬂgrpfoéess are immutabla after infancy. Moreover, aside from the ques-
tion of mutability, there is considerable evidence that pefsaﬁalitybdefi—
cits can be compensated for by alterations iﬁ Ehw learning situation, I
refer to the many studies which underscore the ganﬁtibutian of the social
context and the reward structure to effective learning (Coleman 1965;
McPartland 1969; Stevenson 1965; Marston and KénfégmiEEBD.

of the

L]

The model of motivation implicit in these investigation
impact of situational variables on the learning process is associated
with the work of John W. Atkinson, According to this model (Atkinson

1964:240-67), the motivation to achieve is a product of three factors:

a'stable personality characteristic of the individual (heed-achievement),
and two situational variables=-the probability of success at the particu-
lar task, and the incentive value of success. In géfms of this formula-

tion it is evident that even if the personality underpinnings of acadenmic

" motivation were weak, the motivation to achieve could be raised, and

possibly substantially, by appropriate alterations of the léafﬁing con-

2 . . , . ,
text, This model of motivation is also assumed in the preseut analysis,
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The subject of this paper represents a confluence of two research
traditions in the study of learming and motivation. One is primarily
concerned with the normal functioning of adolescent society, the other
with the design of reward structures to promote academic attainment,
Specifically, it is suggested here that combining material inducements
for achievement with a reward stirecture organized around peer groups
can provide an effective strategy for motivating lower-class adoles-
cents toward academic goals. In the following sections, the literature
covering the use of material incentives for motivating children and the
importance of peer group organization iﬁ'adGlESCEEE culture is surveyed,
It is argued that these two considerations are especially relevant to
lower-class adolescents, and the likely impact of a reward structure

based upon an amaigam of these themes is explored.

THE USE OF MONETARY REWARDS TO PRONOTE ACADEMIC ACHTEVEMENT

Behavior modification by means of a reinforcement schedule derives
from the research of B.F. Skinner. In his view, "te;chiﬁg may be de=
fined as an arrangement of contingencies of reinforcement under which
behavioer [is] changed" (Skinner 1968:115); Common 1y uéea ;Eiﬂfﬂfcéﬁs
for scholastic performance include verbal and social approval, grades,
and material rewards.

There is empirical evidence that a planned design of contingency
réinfarcement can lead to higher achievement than would normally DQEU£
in the classroom. This has been found with children of preschool and
glggnﬁtsfy school age (Baer and Wolf 1968), with high SEhDDi’adQLESCEﬁEE

Chaftiugret al, 1967), with retarded, eﬁatiaﬁally disturbed, and
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culturally deprived children (Stgats, et al, 1967; Clark and Walberg
1968), and with deiiﬁquent boys (Tyler and Brown 1968).

There is also a;idenca to sugéest that the effectiveness of a par=-
ticular reinforcer will vary with characteristics of the individual,

In particular, age and social class effects have been reported and these
results are relevant to the present discussion. With respect to age,
Zigler and Kanzer (1962) have conjectured the existence of a develop~-
mental sequence in the relative potency of different reinforcers. With
young children, tangible rewards are postulated to be most effective;
with older youths, social rewards (expressions of affection or praise

by an adult) and self-reinforcement (through internalizing achievement
values and acquiring a capacity to adjust one's behavior to factual
feadbéék on perfarmance) become, successively, EffectiQE methods for
motivating academ£§ achievement. Although there have been seume negative
- findings - (McGrade 1966), studies of subject ‘age and reimf@rcér“efféttivae'-
ness have generally supported this developmental pfcgréssign'(ﬁasgnhan
and Greenwald 1965; McCuilers and Stevenson 1960; Lewis, Wall and
Aronfreed 19613).,

With respect to Scéia} class, the experimental evidence is consis-
tent in the finding that lower-class children are more féspanﬁive to
tangible rewards than to either social reinforcement or to ﬁhe provision
of factual feedback on performance (Douvan 19563 Terrell, Durkin, and
Wiesley 1959; Zigler and deLabryIlQ§2). Ccmmanﬁing‘@n this literature
in the context of discussing racial differences in attainment, Irwin

Katz suggests that many Negro pupils are unable to sustain academic
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effort without immediate external rewards. '"Lacking a history of con-
sistent yet selective approval of their intellectual strivings by parents
and teachers, the children failed to acquire high per formance standards
and the éapagity to enjoy their own attainments" (Katz 1968:164).

The main inference to be drawn from these studies is that while a
developmental sequence appears to exist in the effectiveness of differ-
ent reinforcers (progressing from concrete inducements to social rein-
forcement to self-reinforcement), this development is attenuated for
lower-class children who often fail to shift from dependency upon material
inducements to SElf*féiﬂfﬂIQEmEﬂg. Material rewards, however, remain an
effective reinforcer of academic achievement for lower-class children of
all ages.

Parenthetically, a similar conclusion about the incentive value of
tangible rewards for lower class children cam be reached from a very
différenz-perégegtivei‘ In Eﬁe sociological litéfaturé, lower-class per-
sons are characterized by such traits as a lack of impulse gcntfal?

. short temporal horizons, fatalism, and a preference for concrete rewards
rather than abstract, intellectual ones (Lewls 1966:xLlviii; Riessman 1962:28),
If lower-classchildren are socialized into a culture which reinforces
these characteristics, their greater receptiwity to tangible inducements
than to symbolic rewards such as school grades, and their difficulty
with internalizing a capacity for self-reinforcement and regulation
would be expected. |

It is not even necessary to invoke a cultural explanation to account
for many of the lower-class traits, Liebow (1967), Miller, Riessman,
and Seagull (1968), among Qtﬁets, have suggested that lower-class life

styles represent coherent adaptations to the conditions which confront




thege individuals, Deferring gratification and investing in the future,
for instance, may well be irrational if the future is perceived as pre-
carious and ﬁﬂstablé; For a child maturing in this environment, the
acquisition of a lover-class perspective may be more a reflection of his
having to cope with the same situation faced by his parents in an earlier
decade, than a direct transmission of values from parent to child.

Irrespective of which explanation one accepts, the concerns of these
children are certainly unsupportive of educatinnal achievement, An ori-
entation to immediate gratification and-iﬁpulse following,: a preference
for material rewards, and (for boys) an emphasis on physical prowess are
hardly values éhat are easily:a;;gmﬁgdaﬁad to academic motivation. More-
over, short temperal hétiz@ns blur the relationship between current scho-
lastic attainment and some desired ecomomic status in the future. For
the black child, especially, disinterest in schooling may also result

from the appearance of a low return on investment in education~-a con-

g s
clusion he miglt draw by observing how education has paid off, or failed

to do so, for the adults he encounters daily.

Confronted yith this situation, several researchers (Baer and Wolf
1968:128-29; Effrat, Feldman, and Sapolsky 1969) have suggested that
material inducements, in particular monetary rawafds, be used to moti-
vate academic achievement by children from lower-class homes. The use
jaf cash rewards is attractive for several reasons, Unliﬁg school grades,
which are potent reinforcers only for children who already accept the
goals of schooling, the value accorded to money is not contingent upon
this Priér socialization, For children ffcm'1$wer§class homes the

utility of money {s hardly problematic. Thus, rather than a program to
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alter the values of children, a monetary reward scheme would enlist the
established values of lower-class youths to channel their efforts toward
éd%catianal goals. The process of underminiﬁg values, particularly when
supported in peer culture, is a difficult task and not well understood,
To design a reward structure in which academic achievement wégié be con-
sanaﬁgﬂﬁith the concerns of these children is a much simpler affair,
Apparently for this reason, there is growing interest in the use of tan-
- gible rewards in the classroom (N,Y. Times June 21, 1969:29; N.Y. Times
July 25, 1970:22),

class children during the years in which it is difficult for them to
perceive the returns from investing effort in scha§1ingi To acecomplish
this task it would not be'necéssary that a change in educational values
ever materialize;-nor would it he vital that the children acquire a
capacity for self-reinforcement ot enjoy scholastic dttainment éiéhﬂugh
these responses would be welcome effects. If a student has beaﬁ?ééccesgs
fully "bribed" into achieving satisfactory grades during his elementary
and early high school years, the operative reinforcer for academic achieve-
ment would presumably shift to the promise of other extrinsic rewards.
Instead of being motivated by the small cash payments, he would pérgeive
the possibility of considerable financial and status returns from com-
pleting high school and per@aps continuing his education. The objective
of this program, then, would be Lo ensure that these alternatives are

not foreclosed because of poor academic performance in earlier school

years,
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THE EFFECT OF PEER GROUP ORGANIZATION

| Howaver, while the above analysis may be tenable for piggbns or
young children, an individual reward structure is unlikely to prove
adequate for motivating adolescents in a classroom situation. Research
on reinforcement processes has been carried out primarily by experimen=-
tal psychologists, not by social psycﬁalﬂgists or sociologists. This
has meant that the reinforcement contingency has commonly been defined
in texms of the individual student, without reference to the social
setting in which learning takes place. Yet, by the late primary grades
adolescents are embedded in a peer grcﬁp soclety and are highly respon-
sive to the norms of this culture (Boocack 1966:27-28),

For lower-class adolescents, peer socliety 1s even more pervasive
than for middle-class youth (Gans 1962: 65-70, 242-45) and employs an
elaborate system of inducements and sanctions to ensure conformity
with its norms. As was inferred in the preceding section, the values
which are central in this culture are commonly hostile toward academic
concerns. Empirical results supporting this contention have also been
reported by Hyman (1953:438) and Rosen (1956), among others. However,
money is highly valued in peer culture, and this fact has led one group
of researchers to suggest that, because of the financial payment for
academic attainment, a Studént with a good school record would win his
peer's approval. ''This approval would provide further support and reward
for his performance and aspirations. Thus, the material incentives pro-
gram could not only reduce the conflict between the school and peer
groups and remove a major social obstacle to an individual's educational
advancement but actually mobilize existiﬁg values to promote academic

‘achievement" (Effrat, Feldman, and Sapolsky 1969:109.) However, despite the
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lmportance of money in lower-class peer soclety, there are compelling
reasons for questioning whether an individual reward arrangement would
function in the manner suggested,

There is evidence fxom other socdal settings vhere payment is in
exchange for achievement to suggest that peer pressure mayzacﬁually
operate Lo depress the level of attainment, at least for some individuals.
I refer to the many investigations of industrisl work groups since the
classi; study by Roethlisberger and Dickson (1939) which first reported
on the strategic Ialé>ﬁlay&d by informal groups in controlling productivity.
Babchuk and Goode (1951), Roy (L952), and Seashore (L954) all report that
group cohesion is assoclated with conformity to group standards and,
thgééby, with lov variance in productivity, Extrapolating to the class-
room, it is likely that peer groups would operate to prevent a large
disparity in individual payments From developing, a situation which
would undermine group solidarity.

Although informal groups operate to reduce variability in output
among individuals, Seashore (1954) reports that one cannot infer the
level of the group standard from this fact alome. Tt is therefore con-
ceivable that adolescent peer groups would encourage conformity ﬁa a
high level of achievement since thds would ensure greater rewards to
all memgérs. However, because af.éifferéncas in individual abilities,
the standaxd which becomes established would have to be below the
achievement p@ten;ial of the most capable, 1f conformity to a group’

standard is to be at all possible. At best, an individual reward struc—

ture would enlist peer pressure to strongly motivate the least capable . o

students and weakly motivate youths of average abilities, but it would

discourage outstanding performances by the most QapabLegé
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:', The a}zﬁo\?ga; arguinént éetzveg f:gm ne= e;;paéted concerma of. adalescent

ea:s gtﬁﬂups, TlamELj; to reduca th,e im:s::ma va:r:iatirﬂ ammag individuals

présmblj I:ry Iimjt;_ng the variatz.c;pn .in gchalast;c attginﬂentj :Lr; ardar

to :r:eta:;ln graup CDE‘IESin;.v A EEED‘I‘I& EDEICEET[ of pear grqus invalves the

Tnai;:ten,;mtze of gLatug c::ns:_stancy' amongs t&e menbers, ad tbis raises the

"fpassibi:lit;j of amther undés;tﬁed “adaptaticsn. T}j_a ié;ei_?t of c.ash jaaya

ﬁ'nEllt:S b= ixndi-viduals will confront a peer grc:::ub vith thes pi‘@blem"éi in-

' iﬁtg:éfaiin.g a nev status dimension Can individual's rac with respect

o Ednayicial gain) into its stratdfi cation systen, Stydles of small

. Srowmp pwocesses suggest that the likely adaptatfon to § dwversity of sta-
S 13 réﬁ]gitir;gs ds to promote consis tmg:y mong nerbexs In thelr several

"'-fsz’érlk,iﬂg;sg. fox axampLe, cameniing ox Street (ormer EEQ;L ty (Whyta 1953),

"IGEDFgE Eomans (1950) wri tes:

[,é&le(::] «:nulc[ do very ’well im bovldng, bt im opder activi-
‘tieg he d4d not conform vexy closely to grow standards. .
;f Eals- bebavdor had dmproved din these xespecits, hds social rank
‘:nigﬁfrthéﬁ'hiavg risem, and his scores dn intraclique bowling

::omg;et;i.ti@n 1ght a%ef:beeggftllﬂweifta 8O uﬁs(p_jﬁo , enphasis
Eddgd) - i l

'CXearly the groep, and particudordy the lesderg , had a

éef;ni&e idea what a man's standing In bowlimg ought to be,

and this ideahad a xeal effect on the vay he bowled. . .
| Whena follower threatemed to bettew his ppsdtion . . . the
: boys sheouted at hin that he was Tuckey, that Te vas '"bowling
overhis head.’ The ef fort was mude to perswade hiy that héxr
' shuld not bg bowling as weell & he vas, that a good perfor- -
'téént';é was - sbmormal for hin'' (pp. 167-638, emphasls adeed).

o ﬁié reagutiing sugges;s that, to the extent indiwidual yariation in -

-EWal:d ig perm;iLted to D::cu:r;, group norms would wegulate the relative




;"r.attammgm‘g t‘f tﬁ& ﬁtuadeﬂts s imhiﬁbiﬁmg much c:f the :meact vhich is expected

‘frgmcash 1nd130ements GDRELdérl“ng the impartam;e of. physital prDWEES and
_ ‘athletir; abil:ity in lCﬁWEf‘Ejﬂsﬁ azduj.escent culture, there is little

| reason tn expécz at;;adgmi;: ability to be positively correlated with

stacqs rank {; t T:le Peer group.

Asi&e from thes e matters, zn Individual reward scheme ;&auld ha_,ve. two
dfawbaclcsg First, althowegh possesgion of financial means may confer
préstigg upon an indiv idwal withim the peer group, it is in noway din~ T
the interest of ésﬁudgni: that anévtber be successful, irrespective of

whether perfoxmarice is evaluated o a comparative basis or with respect

. to some standard. While this would not necessarily result in interference

by

- with other studemits, neither would it Jead to helping behavior. Second,

one by-product of ara imdi vidual reyard scheme is that it becomes evident
to some that they are des tireed to consistently fail. Formerly, poor
grades carried little persomal significance since school performance

was of 1it§1'a corasecguerice . Once cash payments are linked to grades, how-

-ever,-failure become:s-a mate er -of- concern,  and an -arrangement which- - ~-oro o

' revards studemts on a basds of individual attainment is therefore likely

to increase the withdrawal of those who are less able to compete success-

fixliy .

THE DESIRABILITTY OF A GROUP BASID REWARD STRUCTURE

The éifﬂcgltiea thest hawe been raised with respect to rewarding
adolescents on in Individual basis do not detract from the motivational
potential of monew for these childrern, Rather, the problem is to design

a reward structire which would mot ‘threaten peer group solidarity and,
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idaally, wauld enlist paer Pressurés ;n Euppurt of agadem aehievgman§

: by all students. There is reason to EEllEVE that a féwafd structure

in Whiéh ‘cash payments are made to graugs rathe: than to dndividual

4

studencs wnuld meec these abjeztives A possible scenario under such

" an afrangement would be the following: In each school grade, students

vould be divided into groups of three, four, or five ghildreu, either

' by teacher assignment or following the EEPEESSEd'pIEfEEEﬁEES of the

gtudeiég;;égéﬁpreéisg manner of ;aﬁsti;u;ing.tgémgiéﬁéglwéﬁid'bé'aﬁé

of several parameters to be experimentally iﬁvéstigatadi The gréups
would then compete for cash rewards, against one another or perhaps with
Tespect to some uniform standéfd of performance,

_The crucial feature of this proposal is that the rewards would be

‘ disbuised Lo groups according to the average level of attaimment by

their members., The likely impact of group reinforcement on individual

pezfcﬁmancé can be inferred from the literature on industrial productivity.

Referring to the Scanlan Planm, an arrangement whereby the entire work

--- foxce shares in the préfiﬁs which result from a reduction in labor costs,

Roger Brown (1965:472) writes: -
"Fafmerly, a man who expressed his achievement motiva-
tion by working harder endangered his bgnds of solidarity
with his co-workers. . . . [Now] no mattex vhere the saving
was accomplished everyone in the force benefits from it and
S0 a man vho tries to achieve an improvement helps the entire
group rather than himself at the expense of the group.'
01, quoting from Homans (1950:300) on the topic of dncreasing the work
rate:
For industrial m ana gement, therefore, the problem of

in:reasing output is seldom one of increasing the output of




dndividuals but is usually one of raising the standards of
grﬁgpg. E@féaVEf, the group must accept the stamndard; it
must become a real group norm before grﬂup controls will come

into play to support ie."

The manner by which the cash payments would be distributed among
the mémbgfs of a successful group is another parameter for investiga-
~tion. The total payment could be divided equally among all studenmts,
or the internal disbursement could be left for the group to decide.
Eiabably the most effective arrangémént wguld.bé one yhich permits a
"Wwinning group some discretion over the internal allocation, enabling
it térdiséipline and reward each member according to the value of his
contribution or in a manner that is éansistant with other dimensions of
status.

In comparison to rewarding students for their individual perfor-
msnces, the mEflES of group reinforcement wculd therefore be the follow-
ing:

(1) When students are rewarded according to individual éttainment,

"-""peér solidarity is likely to be weakened. To counter this threat, ado~

‘ ’—- 1§5éen§ groups may adapt to the reward structure in a manner which is

uﬂdesifé?le ¢§ﬂsidering the motivational intent of the program. By con~
,fast,lfewards which are contingent upan.graup performance would not be
amtaganistic to solidarity since all members would share in the common
ob jective, |

(2) In addition to not threatening peer cohesion, there is reason
to expect that peer pressures would encourage academic éghievement, High
~individual attainment would be gantributc;y to group goals since the

average score for a group, and hence its probability of beimg successful,

16

%

o
=
€




14

ﬁ_énld;_}jg ‘raised. .It would aven be in t;hé interest of a group :E_c:'tut:af AR

' its_aééééﬁiééliiv%éék§£~£éﬁbersgfaﬁ adaptatignrwhiéh_éégld not bé'éﬁééétedrfx

f;undEY aﬂ individual feward schamé.s
(3) fhe prublém of - :cping with failure Eﬂuld he 1ess severe unde: :

'graup reinfﬂtgemants ‘A grawp~réward sﬁructure wauld Eéfteﬂ tﬁé impact

' af failura siﬁéé the respénsibillty wauld bé diffuséd am@ng all members'>'“

e

and~1ﬁtwappéar to be thé cﬂﬂsequeﬂéé ﬂf a singlé student’s pezfarmamge;” R

In fazt, an. ﬁppnrtunity to partin;pate in a winning eff Et’énﬂﬂtéaliéé,""VF

:that Gne has c@ntfibuFEd to this outcome could be given to weakér stué

aents uﬂdér graup reinfcfcemént.' One axperinental desigﬂtmigbt ‘be to

reassign studﬁntg and rebalange the groups after each distributian af

: :ewards, thereby reducing the camﬁetltive adwantage of the previausly :
succesaful

" Group~-based competition for the purpose of stimulating academic

achievement is not entirely untried in the school context, élthaugh‘it
would be an imﬁavatian in this cﬁuntry-v A reward scheme whiéh'ig’dE§ o

o signed to enlist peer pressure to wotivate and control stuaents has"mmaylm e

. been-in use fa: magy years in Russia, Desgribing the principles of

 Soviet education, Urie Bronfenbremmer (1962:56) writes:

"[The] desired behavior is motivated through competition
between groups rather than between individuals; behavior is-judged
in terms of its 1mpliﬂaticn for the achiévement and reputation of

the group; and IEWEIdE and punishmeats are given on a group basis

50 that all members of the group sgand to gain or lose from the

actions of each individual."

'Whilé Soviet education does not employ mangtafy inducements and relies

upnn SéhDDl grades for féiﬂfarcemant purposes; the reward struzture




"is , Dthéfﬁis& remarkably simila® to the cﬁe prgpagad ‘here. I am fnczé' '

K \i.

a.ware Qf any evaluatit:m nf Russian E&uzat;.an wi.th respect to mativai:ifng

: alienated or lower class éhzl;l_dzen;.. Such Lnfgtlﬂﬁ'iign' would certainly 1,:35'-_?

’ rELéi}azxt;fEaf assessing the likely impact of a group reward program.

James §. Coleman (1965) has also urged replacement of the present
‘structure of- iﬁdivi&ual rewar—ds by an arrangement whir;h éﬁphasiges iﬁtar—,'

graup'gampatitigm Coleman came t:o this \riew b:y ggmpariﬂg the different

uxientatians of peer grcxups Lﬂward outstanding individual perfr_:rmam:e}

ac:cafding to whether this D:c-;_xrs on the athletic field or in the ciassﬁ

" room, With. respect to academic subjects, achievement by one studéﬁi is

puinishing to ﬂthErS since "grades are almost completely relatiwe,‘ rank-

ing students relative to othexs 1ﬁ their class. Thus, extra achievement
by one student not only raises his position but iﬂwa:‘s'the’ positions
Q‘E others" (Coleman 1965:77). By contrast, supericr peffamance ‘oni thé
ath*’atic fiaid rawz’:lrds the entire school, not just the individ ur, 1, .ai‘ld.
a ‘_g;udent's peers ;heréfgré ericourage, rather than fésérain, ef forts .Ea ‘

% achieve in athletics.

The anaLygis cnf reward structures that is developed in L s paper.

parall&ls Coleman's Wnﬁ‘k but ny PEDPDSEl for motdvating 19We1:=::la§s
chil_dré-n is different from the policy recommendation which he makes,
Extrapolating from the athletic context, Coleman proposes‘an introduc- ‘  ".,*"3_\

. 'tion of intex-school and intxamaral tournaments, projects, and games

;Lﬁ acadenic areag~-vwhat he calls "scholastic fairs"--in which competi-
' t‘i::in wéi'.i'ld b’e between schoals or between c:l,asses , hot between iridividuals. :
im:erpersenai (‘C!mpaﬁltlﬂn for graﬂea" (C:c eman 1965:84) and t;her:eby

relieve pee: gr«:up pressura agsinst Eh? "cuxve raiser M

O
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- stafting fram dlffarent assumptj,nns as to the academic 1nt:arests Ef Ehe .

A Ehilden.' Egleman assumes that the students are viﬁally gancerned with

: s;’hcal grafdés; The fac:t that they attempt to téstra'm sugc‘-riar perfarma:xce

"-fand keep ‘grades within a range that Caﬁ ba attained by the majarity testi— v

' ,iies EQ the. impcrtance WhlEh grades hold for them chlamsn,vthgtefgze,'

is a!ddréssiﬂg the Pr@blém of altering a reward. structure which is dys-

functz.anal because it restrains 1ndividual attalument a concern whic:h

is m more common to mlddlEﬁc:lass st:hcn;\ls thaﬂ to lciw&fsclass :LnstLtutjans

in schools which serve predominantly lower-class Ehlldl‘éﬂ.; the assumgé S
tion that g:aﬁés carry intrinsic value for most youths cannot be made. o
Fox exém@leg Gans (1962:132) reports”that a majority of ﬁhildreé in the
West End (in Boston) displayed little interest in learning, and nmany vere
waiting only to re‘agh the legal age to leave sc:hcml 'Ihe proposal that is =~
developed here therefore assumes-that school grades must first be made “
féleéant Eg%. the t:hilciﬁen_ This is the purpose of linking academic achiévﬁé——i'
ment to monetary rewards. Afterwards, once grades gre_ssliénﬁ,lﬁuf,agalﬁf;,f; ;

sis of the merits of group reinforcement in comparison with individual

competition follows Coleman's discussion - B

CONCLUSIONS

While Eampétent and sensitive teaching may be the prEf’EfTéd mannex

1@{;&;‘*——@1335 schools is too variable to provide a basis for educatiomal

v,p@licy; Thig is not intended to ﬂgtraéE from the accnm‘plishménts of those

few teaghe_rs whn have succeeded in estabiishiﬂg rappc:t with minority. and




j é¢§ﬁémizal1y disad?éntaged‘chiid:én, and arousing thelr intellectual
cufinéiﬁy-v chavérg such ability seems to be an attribute of rare indiérl-”f:
'viduéis, ﬁat a dependable charaQEETisEig,Df school syséemsi What;is

required is a mstivagianal'appargsus vhich will operate i:respeétiﬁé

of variations in teacher quality, so the iﬁcantiye for learning would

not be highly depéndent upon this problematic attribute.

One way in which schooling can be Wade more Iéwarding is by revising |
educational curricula to make the sgbjgct matter more relevant to the |
children. Much effort is currently béing devoted to this activity, asée;
cially with respect to the needs of black children, and these prégrams'
should have a beneficial impact on academic motivation. A Eegcﬁd aﬁpraach )
‘would begta devise a reward stfuztufe which vould make achievement con~
sistent with the existing values of 1ﬂwerﬁclaés thldién; It is arguéi
here that a combination of monéﬁa;j‘induéé;ééfs with group-based compe-

.y , s

tition can provide such a reward structure. .

Cash payments make attractive inducements since money is highly

. valued by poor children. Group-based competition for cash tewéfds,-{ o enien
would identify the interests of the peer group with the privgﬁg concerns

of the individual student. Under this arrangement, peer pressure can be

expected to encourage individual attainment and foster an interest in
mutual assistance and cooperation. Moreover, inter-group competition
would féducé the demgralising,gffé;c of failure, and probably aisﬁvré;
duce the influence of teacher -expectations on student rerformance, a
theme whose importance has recently been stressed by Rosenthal and

Jacobson (1968);6

O
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Eiéérl?,'a great many parameters wili need to be investigated in
“connection with this proposal. Some obvious questions concern EthEfEﬁ““'
qge?gy of reinforcement, group size,? tﬁe,maﬁﬁérhaf cang;itutimg the -
>gr9ups, the amount of the reward, the mechanies of evaluating EtUééﬂfvP%f;‘,
'farmance whether performance IElathE to” cther gréups ﬂr“;ith réspactyi‘
i_'to some- - absolute standaxd Wauld be a more effectLve Eriterignh and thel
pefcgntagé of groups whiéh Wéuli receive rewards if relative grauprpéts'
formance wéré,t@ determine success. é = f the most iﬁpgrtant caﬁsiﬂ%
Efatiéﬁs invcive thgwinﬁéractiﬂns between these désign‘parametefsyanﬁ the  :
age of the student, For example, the frequency of payment vﬁuli‘égabably'
, have»tc-bg greater for younger students, though the amount éf the feward
could probably be less.

A related consideration concerns the definition of the targat popu-
lation. In terms of age, the motivational problem appears to ke one
of stimulating academic interest in students from éhé middle priméfy
‘to the middle high school grades, Earlier than the fifth grade, pae%
- group control over behaviarvis modest in comparison with the influeﬁcé-'
ivéxeftgd by adult authétity figurésilgarents and teachers (Werthman 1969:
EQZ)i Later;than the sécaﬂd year of high school, if a student has been

successfully '"conned" into achieving high grades during the precading

rewards-—a good job or aollega.

A secahd constituency vhich must be :ansidereﬂ.in any proposal for
educational reform consists of the teachers' unions ana educational
" bureaucracies. In my opinion, a grmupebaséd feward 5tfueturé cauld be

" integrated into the existing educational system w1th a minimum of

21




L19..

‘organizational dislocation. Teachers would not have to:acclimate to a

- learning-machine or gaming téghnalggygs nor would the race of the teacher

be material. Instead, the reward structure would function to make the

student more responsive in the classroom since the teacher would now be

supplying the information necessary for a group's success.
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. FOOTNOTES .

1It is difficult to sort out racial, ethnic, and class factors in

nany of these studies. Explanations which emphasisa’"cuiﬁurﬁl depri-

vation'" or."culture conflict" may address class differences as much

as-racial or ethmic omes (cf. Herbert Gans [1962:229-30] on wérking' _
glasé culture). Lihewiéé,”manyféf:thé studies which compare Negro
and white éhildrénlég not consider the ethnicity of the white child.

1

This egsay émphasizas class differences although some of the studies

" that are surveyed compare Negro (lower-class) children with white

(middle~class) omes.

ZGivaﬁ the multiplicative éhara?ter of the relation, one must assugé_
that the pEISQﬂalitY ;ampaﬂenﬁ axéééds zero, if this minimum value is
considered to be attainable,

BFigﬂrés on1 the return from investment in human éapital are subject

to diverse and conflicting interpretations. Education does have a pay-

" off for Negroes in the sense that a black person can expect higher earn-

'ings from additional schooling, yet the retumn per year invested is less

than for a white individual. In 1963, for nales who attended only ele-

- mentary school, Negro income was 73 percent of white income; for high

school and college graduates the respective figuﬁes were 68 and 60 per-

‘cent. With respect to occupational status, 20 percent of non-white male

high school graduates were laborers; only 4 percent of white male high'

school gﬁs&uaﬁés were in this occupational catégary- Data are from

" Rashi Fein, (1966). S S—

A
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"éﬂéte that this contention does not depend upon whether the rewards
are disbursed on a competitive basis or with respect to some standard

[l e e e e B

of achiévemeht. Although the latter arrangement’ would meanmﬁhat one
'vsgudent‘g success does not detract from the financial appartumiﬁy of

anéther, tha variation in payments among students would still threaten

group solidarity. 1In indus?rial settings, restrictive éuéput norms .

have been observed in work graups where the men are not in campétiﬁiaﬂ

with one another and all could simultanecusly earn higher wages if indi- '
vidual éutput were raised (Bahchuk and Goode, 1951). Effrat, et al, (1969: "

? © + 108) suggest that "[a student] be rewarded for working at his own capa=

city" réthgr than judged relative ta athepé or with respect to some uni-

Ly form standard. However, this arrangement would result in a Balkanization
. § . ‘

o : , '
of the reward structure. Students would find themselves subject to parx-

ticularistic criteria, with a level of performance which qualifies one

for a cash payment denying this reward téfanﬂthéf! In this edrcumstance

notiong of equity would be enormously diffigult to maintain.

7“:ksﬁgréaﬁ‘Déutsé5“€1953)geﬁaﬁiﬁéﬂ”thﬁ Efféétméf assigning an-identical

grade to each student in a group that was working on a common problem,

. He reports that the members alded one another under this arrangement

whereas they impeded one anoth&r when grading was in terms of individual

_performance.
é’asenthal and Jacobson (1968) report that teacher expectations din

regard to student performance often become translated into "self-

: R

“fulfilling praphésies"e=studéﬁﬁ$ atzaiﬁ highér grades when more is ex-

|

pected of them, lower grades when less iis expected (also see Davidson

:
!
;

}

O
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and Lang [1960] for similar findiﬁgéj; Since the criteria upan which

tEEEthS base their expectations are often éducatlanally lrfelevant, such

as the race of a student, it would seem desirable to reduce the impact of"

these expectations.

"One experimental treatment could use groups of size one to examine

performance under an individual reward arrangement.

8A recent survey of experimental programs which use teaching machines

(Ottinger 1969) concludes that-the use of hardwvare actually makes the

educational process more rigid.
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