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A+ I've written a book that I have needed and want but could not
- fiid—ever since I started teaching 15 years ag,o WhaFI sou,ght then—
“and wh*h:l ve tried to create now—is a sfraightforward, lﬁeful and '
" realistic book 'abetit motivation and teaching. -+ i
" The wi‘iting of this book, as well as my .expgrience w:th students
‘and research, has Jeft me uneasy, yet hopeful, about motivation. As a
~ concept, it is far too complex and contihues to defy exact definition
., and understanding. How«ver, asd category, motivation provndes many
ideas ‘and approaches ‘that can enhance ‘teaching and increase the
opportunity for successful learning. ‘And perhaps, for me, this has -
~ been the greatest insight—that teaching is not and may mever be a.
" sure "thing, that what makes students learn cannot be guamnteed or .
totally predicted. Because although learm\g is a natural capacity in’
" human beings, it is also an open-ended, creative, and phenomeno—“
logical process which is unique and constantfy changiny.
That is why teachmg will contihue to be a science within an art. "
For rio ma&ker how many fixed rules, precise definitions, and logical !
‘strategiés we establish, our students by their own indwxdualxty and \
~ growth will probably continue to defy them. ‘
This book is a guide to assist that art. It trongly encourdges . -
plannmg an&\usmg $pecific .motivation factors and strategies with,
‘respect to time and place. But this is more techniqug than art. What
"~ you chpose and how you create what you've planned will be your art.
Raymond] Wilodkowski =
Umvers:ty of Wnsconsm, Mxlwaukee
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-0 - " y HxStoncally, for those of us who :
teach the quest for. motlv;\ed students has been .analogous to' the
'pursuxt of bgauty and truth by humankind—the goal is worth pur-
suing but we have only 3 slim. chance of attaining it in our lifetime.
Every teacher wants a motivated class. We know the benefits of havmg - )
students who are excitgd by learning. “Their vitality and enthySiasm
u,}crease our own ancf'v{l ovide the fuel for the fire bf our involv ment
and pleasure in. the tea ing role With motivated students, communi-
cation flows, discipling problems lessen, ahxiety decreases, and teach- -
ing can be the art thft so mahy c)ius have been told that it is. With
.~ unmotivated’ students, commumcztlon is ‘élfﬁcult at best, dlsc1prme
.problems mcrease " anxiety .i5 heightened, and teaching becomes a
~ badgering, naggifig chore. If anything could have ever been made real
by wishing for it or wanting it, teachers would have made motwated' I
students the norm long ago. - / .
Why is'it so difficult? Why do teachers have to struggle to have :
motivated students? My answer to this question is,a metaphor: Facili-
tating motxvatlon in studengs is Inke taking a car trip from New York
'to California; you can have all the money necessary, buy’a new cary
make plans well in adva¥ge, organize the needed supplies, make the .
proper reseryations, and- have everyone, mcludmg yourself, ready to
go, but if you lose the ignition key (or'get a flat tire, or take a wrong
turn, or run out of gas, or lose your money, etc.); you can’t go any-"
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lesson plans, the greatest matenals, a
the newest curriculum cannot guarant
learn contmuously o ‘

~
il .

even the bnggest villain of all—televxs:on But my honest feelmg is
‘that even in the mfost perfect of socneﬁes, the motivation to learn on .
a dally basis would be problematncal Almost anything on a dally
- basis is; working, child rearing, living' together, conmimunicating, and
_even sleeping suffer a similar fate. This is not to say that nothing qan
‘be dorte. Student motivation can. bg, greatly 1mproved-—and\t e rest
of this book is commx’ttgd to that purpose. However, I want to empha-
size that while there is a great deal of knowledge that is helpfu], there
are no mu'acle methods or umversal answers to dnfﬁcult motivational

problems. ~__ ‘ - - o D

°

'What Motivation?

If I were to anthropomorphlze motwatnon, I~would see it as an

. obstmate ambiguous creature that stubbornly resists. -precise definition,

k'.. \Sv;@ghs tically, motivation deals with why human behavxor oceurs.

w

5st psychologists and educators, use motivation s a word to descnbe
those processes that can (a) arouse and instigate behavijor; (b) give
direction and purpose to behavior; (¢) continiue to allow behavior to .
persist; and.(d) lead to choosing or preferring a particular behavior.
' So whenever we ‘as teachers ask questiohs such as,”How -do I help
my §tudents to get started?-or, “What can I do to keep thém going?” -

r,”"What should they do next?” we are dealmg with issués of ,
motwatloh .

. A sequential pattern of motwatlon in leammg ftén takes the
_following form: . . . ' '

¢ T &

=

._Eriergy—"*V.olition"—;Di'_rection*Inﬁolveme.nt_-’-Completibﬁ |

1gh“‘ly motivated teacher, or _
that students will v;?ant to

-
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Thus, a studént’ wl'\o h;is the’ capacxty to act (energy) makes a

- choice | volmon) which includes a certain purpose (dzrectzon) whnch
when

‘ to-do 10N ath probfems in order to practice dlwslon skills, nd works
through the 10 problems until finished. At any point, that student g'
“ teacher might have aproblem helpmg this stu}ient to— a

1. Open the book. - - 2 e o

2. Select 10 problems for practice e o .
3. Contmue to work-on the selecteg prob]ems i v
.4, ansh all 10 problems b N ) R

c oy . .
" In this example, there are at least®four pomts in the learning
task at which’4ome- motwahonal problém ‘might arise. Multiply this

by a normal clcfss size of 25 students who might be’ engaging in this .

expenence and we have 100 points of poténtlal motwatlonal friction.

(Note that we have said nothing about doing the problems correctly.) |

" I this same teacher has planned five simllar learning’ tasks during a
smgle day, she/he 13\\E frontmg possxbly '500 points of potential
- moti Zghonal friction. This 51mphst1c example \:?ig:covers the: awe-
som

gets. a student to start and what helps that person to finish a ledrning
tabk can be an mcxﬁdnble maze of motivatlonal issues.

¥ .
. .

The Mytﬁology of Motlvatlon and Learmng L N

- Another aspect of motwatlon which ‘makes it a concept- -that is

difficult to understand as well as to apply is that it has a-richz but

hal]engeof effective. teachmg It also demonstratés the dynamic
continuous process that student motivation' involves. Between what *'

- -

-« misleading mythology There are probably more than five: myths that - -

are related to motivation, but I,,,have chosen to ll}ustrate those ‘that
seem to have the most’ negatwe consequences for both teachers and
smdents IR .

"' Myth 1: When students wzll nbt involve themselvesin activities
or do assigned. tasks, they are unmotivated. One’ of the most common
concerns of teachers is that their students are not motivated. A um—
“versal declarative sentence heard inrteacher meetings, lounges, etc.,
is; ”(Name) is just not motivated!” to which the heads of our col-
- leagues.enther nod in agreement or shake in mutual dfspanr, The fact

e
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:is that if students are behavi
-may not be motivated tolearn, but they are

l_ssﬁall'§' motivated. They
'tWa'ted to do something.
That something might include day dreamt ,"talking with a friend,
teasmg a neighbor, lookmg for attention, or gven fighting, bat it
would be incorrect to say. that they are’ not motivated. In such

e instances, it is more Accurate to sM, *“(Name) is not motivated to'learn

’ :'L:;" They could not take pride in the choices and peseverance that lead to." .
- their accdmplxshments At is not through ‘'obedience but through respon-

N

with me.’ The latter statement seems to imply ‘that the motivational .

" problem may ‘have 'samething to do with' student volition or proper

direction of energy or continued involvement. ‘The former statement
implies ghfeless blob. and increases a sense of teacher helplessness.
Restless behavior is an. e)dcellent example of ‘typital %’ ent behavior ~
that is often labeled unmotivated. In many such* mstances, students

__have the energy (maybe even a ‘little too much energy), but they don't’
- have the dnrectxon they want. ‘If we were to go into any hngh school -

at 3;00. PM on a Friday ‘afternoon, we would find many restless
students, as! “well-as.a few teachers sxmxlarly disposed. They all have -
the energy, but the direction has Shlfted to what's going to happen .
after school. And aftergschool disriisses, th‘eﬂ/motwat;fd behavior is

visibly obvious:in‘the enthusiasm with which they leave. fa -

Myth 2: Teachers motivate students. Teachers do ‘not  motivate

‘students. In fact, no one motivates: anyone. We. can ‘make - things

attractive and stimulating. We can provide opportunmes and incen~

* tives. We can allow for the development of competence and match

student interest with’ learning activities, but we cannot directly moti-

'vate students, Just as we are responsible for our own feelings, we are’

responsxble for our ‘own motivation. Betwgen what we do as teachers
and what students do as learrfers are the students’ perceptions, values,-

' personalities, and judgments. These elements detide the final dutcome

z

’ And that is. the way it’ should be, because if it were ot so,'

of student motivation. There is no direct line of control like a radio

switch betwqen teacher behavior‘and student motivation. Students.
can be: inflienced’ and affected by teachers, but they cannot be dxrectly

thotivated. o e
students would have no responsibility for their learmng They w0u1d a
merely be puppets dependent on ‘the’ teacher who pulls the strmg '

B fs;bnhty that real self-affirmation takes place. In many - ways, because

we as teachers continue to: support the idea that we can 'motivate

students we allow them and their parents to unquestxon%ly blame,

e o : >"14 S
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us for poor. learning, This .continues the image of the teachef as the ,
ultimate ”learning giver”. and 'Prevents the mutual respect and inter-

""" . dependence that are necessary between an''effective  teacher ahd a -

- responsible student. .. . AT o
Myth 3: Since sl’téden’tsdhava to learn in order to survive, making-

" thert learnt is more important than having them motivated. to flearn,. -

" There is no doubt that many students can be forced: to learn' or at -\
least coerced into,doing learning tasks. By punishing them, tHrea}ening -
them, and holding back desired Activities and objects, we can

i

stare
and intimidate students-irito performing learning-directed behavior.. .
We often do' this under the rationale tHat,"’leqr'r}ing to read a_r_ld‘write' P
is more important than waiting for students to want tolearn: Butisit? -,
" Frequently it appears that the ‘more ‘years, a Student’ spends’. -
-in school, the more likely it is that she/he will be turned off to school.
American high schools abound with potential dropouts, apathetic stu-
dents, and discipline problems., We have many “deficit learniers’'—
students who know how to read and write well, but who don’t want: "
-to pick up a book or tompose an essay.. Studies demonstrate that ) '
"lfinancizi‘_l and public support for schools is declining in many instances .
because of today’s parents’ personal negative experiences while gaining
their education in American schqols. e T
. Finally, there are very”few students of normal intelligencé who
_* want to leatn but.can’t*~while thére are many who dgn’t want toleain
" but can. My personal opinion about the latter type of students is that
they are simply “turned off” “to: learning. They have learned bt to. -
" want to learn. Because their learning has been associated with threat,
coercion, and fear, the classroom and its associated tasks have become.
‘a general aversive stimulus. This aversion produces .physical *with- -
* drawal in ‘the form of dropping out,: skipping clas'ses,_\"and‘_ being |
‘constantly tardy. Psychological withdrawal occurs in the form of
: stu'dent'né'g'atiyﬁsm and apathy. “Making” a student learn appears to.

.

" have severe long-range effects. _ . T
" Myth 4. Threat can facilitate motivation to legrn. Most te'é'chersl
~do not want to employ threat initially as a means of working with
students. In fact, we usually rely on threat a%a last resort. When our
alternative teaching methods and forms of persuasion are ineffective, .
~ we become desperate and fall: back on ways of treating students that -
- were used bn us in our school days. Wg tell the students that if they PRSI
don’t ““shape ug,’ " we will call their i).gi'r.ents;?',lower their grades, malfé,.;'_f-_,-b"f

w
-~
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them do more work, keep them after sthool, and on it goes. And, for -
somé students, it seems to work-—so we are partially reinforced in .-
our efforts and encouraged to use them again. A
What happens to the student who is threatened is the same thing
“ that-would happen to ls in similar circumstances. She/he feels fright-
~ wened and regentful 'of the threatening persons. She/he can gét rid -
"« of the fear by doing the work, but the resentment .usually . lingers. -
" Even if the student is not frightened, there is usually .xesentment -
because to experience threat is often demeaning to ‘the human ‘per-
* sonality. For the student, the statement behind this feeling is. usually . .
some version of, “They [teachers] shouldn’t treat me-this way.” With
resentment come the emotional partniers of mistruﬁ"ahd vindictivéness.
This results- ip many forms of passive-aggressive ‘behavior incliding -
slower learnjhg, sloppy work, and negativisin which lead to more
{ teacher nagging and frustration. The teacher is now prone to threaten .
more easily, and the sad cycle of teacher’s threat and student’s resent-
,mient his been launched. It is not_ uncommon to find entire classrooms
caught up in this unfortunate circle with' the likely spin-off of tension
and discipline problems. In this'manner the infrequent use of threat
can be a deterrent to a positive motivational climate. See Figure 1.
Myth 5: Learning automatically improves with increased student
motivation. There is no conclusive evidence to, sqpporgvtvh'e intuitive
- hotion that motivation enhances learning. The -eff cts of student.
motivation depend on the type of learning (learriing W ead vs. learn-
ing to write), the type of task (verbal, nonverbal, simple, complex,
etc.), the cognitive style of the learner.'(a'ddial, visual, tactile, etc.),
and the type of setting (group or individual), as well as other factors.
Students also do not learn in an even, linear fashion. There are many.
*peaks, valleys, and plateaus. At this timie, miotivation appears to be a ’
K ‘necessary, but not a sufficient, condition for learning. o '
. V&hat this means is that “laziness” and apathy do not:-account for
all problems in learning; theyi::‘ simplistic excuses with little value
.+ for the teacher. We need to lo ore at the process and performance
t @f_gu‘r{fstudents and less at thé more narrow and self-defeating empha-
{s of product or acquisition. If a student is responding with enthusi- -
asm and interest, she/he will probably learn, but often without a neat,
‘ continuous, daily progress line. To lose our students’ excitement and
involvement for lack of immediate learning is.ngt only a waste of
_ effort but also a danger to the ultimate goal of any teacher—a student
' " who an the road to becoming a lifelong learner.

!
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Figure 1

TEACHER THREAT
. Lower Grades

o * Failure . -
. , , Calling Parents ~
- - Staying After School
v -~ Sarcasm
Nonpromotion
" TEACHER FRUSTRATION ' STUDENT RESENTMENT
Receives Sloppy Work Lo Feels Dehumanized:
Receives Incomplete Work . _ Feels Frightened
Receives Slower Work Trou-ble . Feels Angry
Receives Negativism _ » Feels Dumb
Receives Poor Behavior " Feels Impotent  *

. STUDENT MISTRUST -
AND VINDICTIVENE

. Believes the Teacher Doesn’t Ltke Her/Him
" "Believes the Teacher Is Unfair .
- Believes the Teacher Is Mean . .
Believes the Teacher Doesn’t Understand
Believes She/He Should Get Even

=7

The Time Continuum Model of Motlvahon

Until now we have talked about what motivation is, what its'

“vanous components appear to be, how it relates to learning, and some
popular misconceptions. about motivation. With this section we shall
concentrate on the practical and useful employment of knowledge

about motivation‘to enhance our teaching and to facilitate the learning

of our students. The main questions that should follow every page for
the reader are, “How does this apply to ‘me?” and, “How can I
use this?”

planning.
( . ' . - - »

17

lieve that motivation is a complex-and ambiguous con-

The %gredient in the successful use of what follows is
e
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cept, but that we have much knowledge irrthe field that can be applxed
in a logical and effective manner. It is how. we apply and -d#ganize
this knowledge that can make a difference. Just as we plan lessons and
" organize objectives, we need to plan our motivation strategies. If we
want to enhance our students’ motivation, we must think about those
methods and techniques that will be effective. We can still be spon-
taneous, but within a structure of approaches that has the highest

probability of facxlltatmg motivation. This is an evolving task that -

takes reflection and proper analysis. It is not something we can do
* contintiously “off the cuff” or without careful consideration. Even
those of- you who teach successfully without ever planning for moti-
vation are doing something that relates to what will follow.’
_ I have written this book with one guiding idea—effective teachers
do not need to threaten or coerce their students. There is a myriad of
things that can be done in order to facilitate motivation. There is no
joy in teachlngr)\en ‘there is threat. The love of learning is not a
Utopian idea. If is a reality m”the relationship of an effective teacher
and a responsible student. :
Every learning 51tuat10n whether it lasts 10 minutes or 10 days,
can be divided according o a- “fime continuum. There is always a-
beginning, a middlé, and an end, There- are effective things that ¢an
be/aone\lurmg each of these phases to- facilitate ‘motivation. Each
" phase has a maximum potenhal for the employment of motivational
- methods that can_optimally influence the learner’s mdtivation. Each
phase also relates to the others in forming a dynamic wholesthat, when
proper motivation strategies are applied according to their particular
phase, enhances the overall learning expe ncg. .and catalyzes the stu-
‘dents’ positive return top the learning. sntua%g :
Another way of dbscnbmg this phenomenon js that there are’
three critical periods in any learning event during which particular
motivation sfrategies will have maximum impact- on the learner’s
motivation. 'ﬂi:\ese are:

s ’ .
1. Beqmnmg——-when the student enters and starts the learmng
process. .

2. During—when the student is involved in the body or main
‘content of the learning process.

3. Ending—when the student is finishing or completing the
learning process. ’

>

>~
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.~ For each of the above critical périotls, there are two general moti- .

Begmnmg: 1. -Attxtude—the stident’s atti
Jéarning environment, té’achergs bject mattgr,.and self.

«

~2. Needs—the | basxc needs withiq' the studgnt at the time

“of learnmg . LY,
* During:_ 1. Stimulation—the stimulation process affectmg the stu-."
Bdent via the learning experience. )
! 2 Aﬁect—the affechve or emohonal experlence of thev

student while learning. -

 Ending: <+ 1. Competence—the .competence value for the student
- that i5'a result of the learning behavior. '
2. Reinforcerment—the reinforcement value attached to

} L the learning experience for the stéttent.

_Each of the above six - factors can ke understood or_evaluated by
,—\.the teacher to some degree in order to facilitate student motivation,

. prevent motivation problems, and dmgnosc x{lohvahor\ potential )n
.. learning situations. ~ : T, O
‘Using a math course as an example (see Figure 2), a student 1 may

have a poor history of success in mathematics with related low grades
and, therefore, have a very poor attitude toward the subject matter.
However, this same student may need math in order to graduate_and,
therefore, feel some sense of determination to “get through it.”” Thus, . .
_ at-the beginning of the math course, wc have a student who is not '
very enthusiastic but who is willing to “give it a tey.” If the teacher
can provide math problems and exercises that are interesting and
relevant to the student, she/he may find math. Shmulntmg and attempt
to do well. If the student also enjoys her/his classmates and works
with them toward solving mutual problems, the student may actually
be further motivated by the affective climate in the classroom. Toward
the end of the course, the student’s mastery of the math skills may.
give her/him a feeling of confidence and competence, but if the student
fails thle final exam and receives a [ow grade,she/he will not feel
reinforced, and it is unlikely that the student will continue hér/his
interest in math in the future. This example serves to illustrate how./
the six general motivation factors interact on a dynamic basis to im-:
pede or facilitate student motivation along a time contmug{ﬁ‘i

O

ERIC

Aruitoxt provided by Eic:



1

O

ERIC

Aruitoxt provided by Eic:

v 9, -
4 R n i L "‘ .‘/
v N e + . . o
! - Figure 2 e S T
" ‘* Enterin, - . N During ‘Ending - .
. [ High Motivation |

*
g [
L c .
. . ) ™y
& (2]
N 3 N
‘9\':,*‘ S ’ % .
— - eAE
o {
y %
A ;
“ Average Monv'allon' % " s
b . :
%\3, ¥/4 ~ iy
b A Gf g ’
AN C ofF
*\% o ' 4
2\a f§
- AN [
. % §

. * Low Motivation

~

| The model in anure 3 graphically mdxcates thé,‘general categon—
zation, relationships,.and influences on motivatior of these six factors.
~ Although each general motivation factox has been indic rl-aesed as
separate, there is some degree of overlap among them—i.e., fi#éds in
part determine’ attitudes, competence can be viewed as reinforcing,
“etc. They represent an eclectic view toward motivation with an empha-
sis on the phenomenological viewpoint of the student Each factor -
should be considered in the overall motlvatlorfal plkm of the tegther.
Some teachers may choose to put their emphasis on mqeting the needs.
of the learner, while others may focus more of their energies on
making the learning process as stimulating as possible, but nenther -
group would be wise to disregard the other, factors.

[t is very important to note that the motivational model.in Flgure

'3 is based on a time continuum. Thus, the learner’s motivation with

respect to needs and attitudes is modified by past experience but it
exerts a present influence as she/he begins the learning process. These
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\at that moment, and for the future as wel

' LEARNER'S .
. MOTIVATION
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needs and attxtudes combme to mteract with stxmulatxon and- the

.. affective processes of the-learning experience itself to further influence

motivation as it gccurs during learning. At the end of the learning
proceds, the competénce value and the reinforcement gained interact
\ with the previous four, factors to influelce the learner’s motivation
resulting in new attitulles
“and needs. Although the motivational influence is shown in three

 separate phases, in realxty, it is constantly i i teractmg with the learner.



- . .

Some Case lllustrations ’ KT IPRETILY ?
Each motivatio

factor has its own degree of potency in mﬂuenc--

ixig motjvation in a pax‘tncular learmng 51tu,atlon Any of the six .
identified factors canibe so powerful as to prevent any invelvéméhtin "
ther hand, so'strong as td, produce a desire to

learning or, on ‘the
learn that overrides the possible negative influence of the other five
factors. For example ' ome student¥- attltudes are so negative toward a
particular teacher thalt even. thoigh’ they need the course, are con-
fronted with stimulating maté‘rﬂﬁ' have good ' friends in tl:e clasg, ~/
can master the necesdary ‘skills;”and;jknow they. can receive a good’
grade with minimal effort, they refn/ee to try to.learn. On the" other
‘hand, a student’s felt heed fora degree can be so strong that 'she/he
takes subjects for whi h she/he féels no practlcal use, suffers throug

boring teachers in clabses dommated by feelings of alienation an

loneliness, and survive with little senise of accomplishment or mastery.
Although these two _xamples are not common, they are by no
iieans rare. - :

good or. bad) to undermine the factors which precede it. As ag urtder-
gradua'te in college I avoided physical science courses at a ’/ costs.
However, [ was informed in my senior year that [ could not graduate
without one. I approached this dilemma with astute logical questioning. ,
['asked my college friends two uestions. First, which was the ea51est
physical science course? And secondly, who was the easiest $hstructor
for that course? The criterion in both instances was, How could I
receive the best grade for the least amount of work? The consensus of ,
opinion was that I wanted to’take Geology 101 "as taught by
Hildinbiddle. -
My athtude toward the class was reﬂected by the fact that on the
first day of class I sat in| the last seat in the last row -with my, arms
folded and my fists. clanched. When Hildinbiddle entered the room, he
handed each of us a small box with 24 rocks in it. I remember mut-

“ £ach mohvahon f ctOr also appears to have the poten{al

tering something about throwing them, but "when I -opened the carton,

I was unexpectedly surprised. They were colorful, different, and
unusual. We immediately began short and interesting experiments to
~ test their hardnegs'and clegvage. I found' myself magnetically involved.
This continued with the addition of field trips to sandstone and shale
quarries (I’ even found a| trilobite) that were social fun as well as
scxenhfically interesting. Wlthm eight weeks I wanted to be a geologist.

A
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K The stimulatign
-\ tudes whickt's 1ally dommated my feellngs upon entering the class
\ (I dropped Geology 102 in three .weeks. It turned out to be what I

thought the ﬁrst course would be—bs ing-and difficult.)

. This ane ote servés to emphasize’ he potency that an individual

- motivation facfor, namely strmulatron, & possess. However, in most-
instances, the’motivation factors ade moxa.equal in their partrcg}ar
‘influence and.should be individually -considered and planned for¥in
~ any teachxng situation. The most productive route is to plan strategies

~ for. each, factor 50 that' a continuous and interactive - mgtivational -

dynamrc is organized for maxgnum effective teaching. Therefore, theres

~* are six basic questions ta be considered Ky the teacher in'the planmng,
of any learning experrence : v,

1. "What can 1 do to guarantee a posxtwe student attltude for

] \ this attrvrty? R - ,
Co 2. How do I best meet_ the needs of my students through this
N activity? - '
3.. What about this actlvrty w:ll contrnuously stimulate my
" students? B -
T 4 How is the affective or. emotlonal clrmate for this. activity
~~ _.¢ - apositive one for students? - 'R
5: How does this activity mcrease or affirm student Eeelrngs of
~_ competence?
g 6. ‘What d\ the relnforcement that thrs actrvrty provrdes for my.
students?

If each of these questions is adequately answered and integrated |

“into the learnipg experience, students will have an exgellent chance of
being motivated to learn. : (

The primary value of the model presented in Figure 3 is that 1t is

" an organizational aid. It can be applied to groups or to individuals. By

* continuously attending to the six factors outlined, the teacher can, in

any learning situation, desxgn motivation strategies for her/his stu-

» - dents throughout the. lqarmng process. Each general factor has been

chosen for its logical practlcalrty and apphcatlorY The geneéral factors

«can be subdivided acéording to-more specific categories with accom-

‘panying diagnostic questions and motxvatxon strategies. These are
. found in the Diagnostic Motivation Chart in Figure 4.

23
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-, "+ » . . DIAGNOSTIC MOTIVATION CHART
...‘,' ’ . S . f S ‘ C oy ~ C . . .‘ ‘
- B Diagriostic, ' - o
" » Motivation Factors =~ Questions \ Motivation Strategies -
' el . _. . ’7\ C -_'. ) - = B
. > Attitudes ) : - "
Attxtude toward What are the stu- 1. Establish a relationship ' °
the teacher o dent’s perceptions with the student by sharing
_and feelings toward  sasething of value with the .
] . "the teacher? , student. - - ;T
ot . " 2. Listen to the student with
' . o _ ot empathetxc reéard '
DR - . : 3, Treat- the ' student ‘with .~ °
- ' warmth and acceptance .
o A ' 4. Use class or individual
, L : 4 o . meetings tb build relation-
” A ships and better attitudes:
I Attitude toward the  What are the stu- . 1. Make the conditions that
< d : subject:and learning dent’s perceptions -+ surround the subject positive. -
s ‘J’ " situation and feelings toward 5 Model enthusiasm for the
- SR e seb)ectfan:t the  subject taught.
¢ efxrrmr._\g..sx ua 10'¥ " 3. Associate the student with
L e : Cov « + other students who are en-
TR o ‘thusiastic about the subject.
", 4. Positively confront the . /
) . .. - possible -erroneous beliefs,
. Sy e ‘ .. eéxpectations, and “-assump-
Y I ) ; ‘ tions that may underly the
0 - *. . negative student attitude. '
£ : ‘ - 5. Make the first experience
PR : ' * . with the subject matter}as
: - positive as possible.
* B - \-‘_ .~ . » . °
o 9 ’ v
N i
RYN 24 -
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B ’ " Diagnostic . : T -
Motivation Factors  Questions = - © Motivation- Strategies .
" . . § - . .'/u “,j
Attitude toward What are the stu- 1. Gu hxanteesuccessfullearn-‘ A P
) the self . - dent’s sense of worth . ing. e T
: : ?lr:dlcapab ilities in 2. Encourage the student. . °
- e learning e ) e
{ ' situation? 3. Emphasize the student’s
> -~ . : personal c{ausahon in learn-
C < ingoy - .
T t " 4. Use group %ro ess meth- |
o 7 . " 4+ bds. to” enhance
- - ¥ self-concept in the \student
Expectancy for How ¥#&H does the /1. Interview the studdnt.
success , studenthonestly and 5 Use goal-setting m thods.
.. 2 objectively expect to 3 U ds.
do in the learning s? contrachng mebhods. »
situation? * 4. Use programmed ate-
- rials. h
. . . A
\ Needs T : .- =Y N

" Physiological ngeds.‘\,' What‘ isthe condi- 1. When relevant, select con; .
" .. ltion of the student’y  tent, examples, .and projects. *-
physical welltej' that relate to .the physiologi-~ = -’

cal needs of the, students.

~

: . 2. Be alert to restlessness in - -
' \ -, students and relieve = the’ '
causes producing it.

Safety needs 7 Howis the learning 1. "When relevant, select con-|
" situation’free of fear tent, examples, and projects
and threat? - 7 that relate to the safety needs . fn
. of ‘the students.

2. Reduce or remove com-,'
ponents of the learning en- :

- vironment that lead to fallure N /,
or fear.

*

a
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. Diaghostic_ - _ o
Motivation Factors  Questions . ~Motivation Strategies

' . ", 3. Creafe a learning environ-
' ment that is organized and

orderly. “»

. o . - o 4. Don’t expect initiative and
C self-discipline from insecure
ot students. o

- S c oo - 5. Introduce the, unfamlllar
S ' . throagh the familiar..

L - S, -
Belongmgness and ‘How does the stu- - 1. When relevant ﬁlect con-
]ove needs ’ . dent have a sense tent, -examples, and projects

, . + - of acceptance and that relate to the belonging-
. : . belonging In the . ness and love needs of the
" 1eammg sntuatlon? . students. . s

. 2. Increase or create com-
L : o . , popents in the learning en-
: ' T ' R _ : vxronlkznt ‘that tell the stu-

‘ . . R * . dent thateshe/he is wanted .
B L e Ty - ‘and that, sngnifcant ‘others -

' : '- BRI " care abogt he‘;r..qx;hhn BEE
A © 7 3 Devide asystem by w}uch
- . ' S . o - duties and responsibilities are

e - —_— , - . designated in such a way that

: alt students become-function-.
ing members of the group. 2

Esteem needs How does the learn- 1. Offer the opportunity for -
A ' ing activity promote  responsible attainment of
) the student’s self- - learning goals that affirm the -
respect? ~ . - student’s identity or role. e

2. Offer students éublect“

e ‘matter, assngnments,. and oy

e ‘,l@) : learmng modes -that 'appeal '

ca e oo Y toande complement their’
LI ~ strenpths; artd assets. L

.. 3. Offer’ sub]ect matter in,
' R such'a way that it enhances
: the' student’ ‘s independence as
a learner and as a person,

V.

O
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Moﬁvﬁti‘on Fact_qrs

o
Diagnostic
Questions

hd »

. Motfi:hﬁoh._‘.ifmtegies

SelE—actualxzatlon
needs -

i

Stimulation

Introduction and
connection of
learning activities

Variety
¥
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‘How does the stu-
dent exercise full . -

potential in the'
learning situation?

- How are the various

subtopics and sub-
ugjts of learning
_effectnvely intro- -

o

-What is there that.i 15

contmually different
about the learner s
environment and
activities?

L
)

o f

27

fréedom of choice

-~ T ]

4. Plan activities to allow -

students to publiély dlsplay
and ‘share their talents and

‘work. -

-

T, Pror‘fe students with the
opportuhity to select topics,:-

‘préjects, and assignments that

appealsto their " ¢uriosity,
sense of wonder, and need

" .to explore. -~ . .

2" Encourage divergent:think- .

_ing ,and creativity in the’

learmng process.

3. Provide the opportunity
for self-discovery through
in the
learning ‘situation” with em- .-
phasis on risk taking, prob-
lem solving, experimentation,
and self~evaluatlon

. 1. Use focusing methodsand/ -

or materials to draw student
attention to_the new learnmg

,,acqwty or toplc _ g
._‘ducedandconnectefl? 2. For recitation .and discus- s

“sion, use Kounin’s ‘Positive

group alerting cues.

1. Whenever possible, let the

learner control the pace-
choices,. and . changes .in the. .
learning activity. -

2. Use movement, voice,
body language, pauses, and
props to vitalize and accentu-
ate classroom presentations.
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Métivationﬁtmtegie's N

. iy \ .
it .
. - L ' Diagnostic "'
Motivation Factors Questions
S . . N
| ;o ‘
. e .
) ® t . » ‘Y
T g -
. ’ . '
P i é W o b \ -
Interest and " Howdoes the learner -
_involvernent. figuratively step into

N .- and become a part of
R ' thelearnmg activity?
o _ Can the student °
' . vrescapeby not paymg
: ~attenhon? .
-

tive are the questions
being discussed?

>

/ ’ . *
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" Quiestions ‘- " In thq.léé\r'n'ér"s'pél‘-‘
: ‘ “ception, how stimu- .
. . . lating and provoca- .

o,
s

3. Shnft mterachon bétWeen -
yourself and the students and, .-

between the . students "them-

selves during classroom pre- o

sentations.

4. Change 'the style as’ well' .
as the content of the- Iearmng

“activities,

5. Use closure techmques to"'

help students organize their

attention to the end of a.

'to.pic or subunit of'learning.

1. Guarantee success = and
pleasure at the begmmng of

‘any. riewy Iearnmg experlence
: 2 Find out student interests

‘and relat!e learning to them.
3. Use humor, examples,

tions. ‘\

4, When(;ver possxble, make

student reaction and involve-
ment essential parts of the

... learning process—ie., prob-
"t lem solving, games, role play-

ing; simulation, ete AR

1. Limit the use of Lnowl-
edge questions, and sseloc-
tively increase the use of

- comprehension, application,
. analysis, synthesis, and eval-

uation queshons

2. Employ M. Sadker and D.
adker s suggestions for im-
proving the quality of ‘ques-
tioning - skills that enhance
student rcsponswcnch.

x

~analogies, ‘stories, and ques-; . *

. tions to" facilitate the active-
. Pparticipation of - students jin-
:'your lectires and demonstra-
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“Motivatfon Factors duestiorts ~ + Motivation Strategies e

/ b

Y

How is the learner . = 1. Introduce contrasting or L.
T nfronted with disturbing data a.nd mforma—, L N
:éormation or proc- tion. : B
sses that are differ-~
.. ent, novel, contrast-’
_ . - ing, or drscrepant
% , -7 from-what she/he ‘
. already knows: or:
hasexperienced?:

2. Permit a humane degree ’
of student mlstakes and frus—
tratrons

3 Play ‘the d/\lll 5 advocate :'. :

4 Facrhtate% e search and . X
o recogmhon of mcomplete Ge- i e
cett e . -7 stalts)
. ‘ cain 0 5. Be ‘unpredictable to . the _‘ R
: L , . A degree that students enjoy-*
' e o your spontaneity with a sense

of security. .

<

. Affect |

¥ :-Feelings How does the learner 1. When emohons are appar- ./
' feel about how and  ent, recognize and accept the
what she/he is - student’s feelings.

learnmg7 - 2. When there are strong
ool feelings, possible misunder-
standings, and/or conflicts
Y between yourself and arstu-
i dent, paraphrase her or his
’ o message to cohhnue commu-
) _ A nication “and .} show : ‘ under-
. S standmg M.’_-"',, :

s

P © 3. When a .student seems_
A ~unmotivated, simply describe )
s TR T her/his behavior and ask an Bt
: T T .- open-ended question to facilic © >
tate undcrstandmg and reso-
lution of the issue. T LY

L - 4. Wheénever a sr;rdent's feel-

' : ings seem relevart but are

unstated or am‘bxbuouq check

your impression of them to L
open’ communication and fa- ..V
cilitate motivation. -

-~

O
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. Diagnostic

" Motivation Factors  Questions oo lgotivqtion Strategies - !
o T ' 5, Directly describe your:
- ‘ _ ~ .. feelings to resolve problems
: ' v ;o with a student and to avoid
- Y S "~ continual anger and resent--
~ : o ﬂ‘/ ' __.. ment )
"Confluency "~ How does what the 1. Have the student “live
: : - student ig learning - out” the cognitive concepts
, ' relate to what she/  presented. by experiencing
h - ( he feels now and them in the classroom setting.

believes {5 important 2. Have the student imagine
g : or of real concernto  ;nd deal with learning experi-
B S . ‘her or his daily life? ences as they relate to her/
- v' : L - his real life, o
o " .. -3, Use student concerns to
— : ’ , - organize content and to de-
. L S o . "velop themes arnd teaching

‘ : : : © . .* procedures. : .

“YValuing How does what the 1. Use values ‘clarification
- © . studentislearning  methods and activities to
: relate to what she/ *  facilitate learning,
he yalues?” . e '
Howdoes thelearner '1. Use Gibb’s supportive -
.experience the learn- . communication” behaviors to |,

0.
-3
s
v, e
10

“ o “ing&nvifonment in % Facilitate a positive climate.
o ;\‘?&mi; of 3"-‘?&%’, €o- ° 2:Use’ a cooperative goal
LA S nes o, perso al structure to maximize student
3 Juwwnacceptance, open involvement and sharing,
. , C;Omnjuniciilon, and 3. Make group decisi b
i - - cooperation? - 3. group decisions by .
o b consensus.

4. For problems with a stu- -
 dent or group of students,
R S ' use Gordon’s Conflict Reso-~
' ' : lution Model.

5. Use “climate surveys”’ to
diagnose your classroom at-

) xﬁo;thré. - /
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Motivation Factors

Diagnoétic
Questions

" Motivation Strategies

Competence

Awareness of pro-
gress and mastery

Responsibility

" Reinforcement

Artificial
_reinforcers . '

‘How does the stu-

* dent know that she/

he is effectively -
learning and can use
this learning to cope
with important or
new environments?

»

‘How is the student
aware at the'comple-
tion of learning that
she/he has “person-
ally caused”’ and is

-accountable for that
learning?

¢

How is student mo-
tivation Facilitated
by being concretely

" rewarded at the end

of the learning be-
" havior? |, -

31

» may be initially employed

6. Use self-diagnostic ques-

"-tioning procedures to reflect,

upon how your behavior in-
fluences the classroom atmos-
phere. :

- /

" 1. Provide consistent feed-
back regarding’ mastery of

learning.

2. Use constructive criticism. :

3., Facilitate successful com-
pletlon of the agreed-upon
learning task.

4. Help the learner to realize
how to operationalize in daily
living what has. been learned.

1. ACknowledge and affirm

the student’s responsibility in
completing the learning task.
2. Use a competence check-
list for student self-rating.

3. Acknowledge the risk tak--
ing and challenge involved *
in the learmng accomplish-
ment

1. When any subject matter

or learning activity is so
‘ayersive that the five Gther
general motivation factors
cannot facilitate student mo-
tivation, artificial reinforcers.

B
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A : - Diagriostic.
Motivation Fictors Questions -

]

“Motivation Strategies

\
) ~ ' 2, Provide artificial reinforc-.
" ers when they contribute to
the natural Aow of successful
learning ‘and provide cl<psureI
. , with a positive ending.
h :
Natural "~ How does the stu- -~ 1. When learnmg has natural
consequences _ dent realize learning . consequences, “allow them to -
o . intrinsically pro-  * be édngruently evldent
o " duceschanges that - .
‘ are positive and o ;
desirable? ) , o
- Grades How does'the grad- 1. Do not use "traditional
: . ' ing procedure facili- grades as a form of feedback
' tate and support - on student work.

o student motivation? 3. Djscuss with and involve'
A your students in the grading
o ' - - procedure you intend to
employ.
3. Use student self-evalua-
-tion as part of your grading
decision. .
‘ _ -+ 4. Do not gradé on a normal
aor ‘ ' . : curve.
' ' . -5. Have your gradmg proc-
' ess supportive of your teach-
- ' (mg style, - -

& <«

¥
.

This chart is divided into three basic areas: motivation factors,
diagnostic questions, and motivation strategies. Each motivation factor .
is a subfactor or specific categorization of the six general factors—
e.g., under the general factor of attitudes, we have the subfactors of
attitude toward the teacher, attitude toward the subject and learning .
situation, and attitude toward self #nd expectancy for success. Each of
these subfactors has been chosen for its concrete practical value as
an apparent mﬂuence gf student motivation. In the case‘of attitudes;

Ve " . o
. .

8o
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students have attitudes toward the teacher and the. learning situation

- asiwell -as-tpward themselves, and each of these combines with others
to influence student motivation in terms of starting, contxnuxng‘ *and

finishing learnirig activities.

The six general factors setve as ”wlndows of reality”" by which
welcan view student motivation. We can see student behavior as a
result of student athtudes and make our-plans accordingly. We can

- also perceive student. behavior as a result of the stimulation value of a

particular learning activity and orgarnize our lessons with ‘this view-
point in mind. Both approaches may satlsfactorlly help us facilitate
student motivation. . S

In certain instances it might be more helpful to use an attitudinal
. approach thanto use an entire plan based on theories of stimulation.
An example of this might be a learning situation in which most of
. the students seem to be having fun and enjoying the.activity while
onie student remains turned-off and negative. Her/his problem may be
better explained by attitudinal theory ,

It is important to.note. that entire motwatxon theories could be
built around any one of the six general factors. However, 1 have never
found that a single general factor or window of reality answered all
“the questions I had or was so thoroughly useful as to exclude the
pOssxble advantages of perceiving the learning situation through”the
usé of the other general factors or windows of reality. What I have
found is that particular general factors seem to serve to their greatest
advantage when employed accordmg to a time line which divides a
learning experience int6 a beginning (attitude and need), a middle
(stimulation and affecf), and an end (competence and reinforcement).

This has led me to a “leave no stone unturned” approach to-
motivation. That is, each of the six general factors should be con-
sidered and utilized for the advantages it offers to the teachers at a
certain point in .time when conduchng a learning " experience for

~ students. Just as in driving a car, when we use the front window, we

also need at times to use the rear view mirror as well as the side
windows and side mifrors, It is only _very rarely that we might com-
pleté a trip without full employment of all wmdows and mxrrors'
while we travel to our destination: '
How much to use any singlé general factor is a vxtal quqstxon
"“This will remain - unique and vary according to the teacher, student,
and Iearmng situation. Some'of us, by virtue of values, experience, and

\
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talent may choose those motivation factors which best suit our beliefs,

abilities, and situation. An msxghtful analogy for this is to see student

motivation and teaching as a musical arrangement. Each' general factor

represents a seties of notes that may. be played relative to our talent® ~

and: taste. How often and jn what pattern we (teachers) select these
notes (general and specifid| factors) will result in a cértain -melody

" (student motivation) that we may care to play again of to alter depend-
" ing on its results. There are many different melodies as well as types
.of music. To me, this is the art of teaching. In many ways .the manner

in which we conduct a class i a melody or simply a chaotic series
of sounds. But' we must have technique (motivation strategieé‘)/ and

~ knowledge (motxvatxon theory) t6 advance music as well as the art

of teaching. Each of the following chapters in this book centers on a -
general motivation factor and its ‘specific subfactors. Your values,
experience, and situation wi}l determine how you can relate them to
your profession. Just af perfiect music does not exist, I'do not believe
that perfect teaching #xists. We select those motivation st%::gles that

we enjoy and (}1‘95} <just as we select music on much the same basis.
With eachSpecific motivation subfactor is a correlate 1agnoshc
quéstion (see Figure 4); e.g., expectancy for success—How well does

_the student honestly and objectively expect to do in the learning
* situation? Such questxons are intended to help us more accurately

perceive motivational influences upon the learner. If the motjvational

: mﬂuences appear to be lacking, absent, or nonfunctioning, there are

a number of correlated strategies that can be employed to facilitate

‘the learner’s motivation. For example, if the learnet does not honestly

and objectively expect to do well in the learning situation, the teacher
might. use a contracting system or a goal-setting strategy or pro-
grammed materials te more positively influence the student’s motiva-
tion. The diagnostic question helps to identify” the malfunctioning
factor and suggests appropriate motivation strategies that indicate
what to do 'to -assist a poorly motivated student or to prevent a

- motivation problem from occurring,.

To my knowledge there is no measure or test of mohvahon that -
prescribes what teacher behaviors should be in ofder to prevent or -
reduce motivation problems Because mohvatxon is so complex, there
may never be such an instrument. T : .-

Using the diagnostic questions, we can- find motxvahon strategies

regarding what to do. However, these strategies are not perfect solu-

¥
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tions. They are reahstlc methods or techmques that "have a. logical

probability of being helpful to the teacher and the student. How they o

utilize each strategy is contained in the followin
- general and specific motivation factors are comb

B produchve strategles ' L ,
.

are employed is the crucial question. Extensive dlsﬁussmn of how to

ed with their most
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. Chapter2 Attitudes. o ‘\«‘
s o _— Perceptions and ;
R ‘ o Judgments that

Influence Action
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e ‘ Athtudes are powerful They have /o
pushbutton efficiency with Iong— erm effects on human behavior. Tech-
~ nically t]k:zy are the combination| of a perception with a judgment. that -
often results in"an emotion that influences behavior. See Figure 5.

; r&ute Y
PERCEPTI'ON-»JUDGMENTJEM TiON-f—>BEHAVIOR L

I see.candy —I like candy——1 fee| good

I eat the candy

I don’t wanf to
take the test

I see a———] don’t like —| feel
test form tests - © scared—

Attitudes. are usually based on beliefs that are. learned and that
result from experience. A young child who enters kindergarten sees
her/his teacher for the first time. The teacher is a. person who reminds
the child of one of her/his parents. The child loves her/his parents,
and, therefore, likes the teacher and feels safe -in her/his company.
The child wants to please the teacher and i is motivated to learn because

“of this. On the other hand, a 13-year-old student has heard from
a friend that her/his new teaclier is mean and unfair. During her/his |
first class with ¢he teacher, the teacher, in a matter-of-fact manner,

v,
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discusses the course and its requirements. The”student judges the
- teacher’s objective style to be cold and hostile. She/he fears the teacher .
and wants to drop the ¢lass. A , e
oth of these examples reflect attitudes ah'd;"how they influence -~ . . .
behavk):. Attitudes receive much of their power because -they ‘help .- '
students to make sense of their world and give cues as Yo' what -
behavior will be most effective in dealing with what.world. If bmeone
is going to be hostile, it is in our best interest to be careful of, and
_even to withdraw. from, that person. Attitudes, allow students to feel
PYychologically safe around subjécts and teachers that are initially
uriknown to them.’ CooE ‘ R ‘ T
Although sometimes self-defeating, attitudes usually give us -a,
sense that we are in control of our, environment. Because of a particu-
lar attitude,’we feel we .can predic% the situation:and, therefore, make
the responses. that will best help us. In many instances we are not even
aware of the belief or previous experience that has led to our present
“attitude. In this manner, attitudes are most difficult to challenge’ or*
. change. And if they are well learned, they will be eyen more difficult
. to alter. (A fifth-grade student is about to begir{a new spelling‘lesson.
For the past. three years this student has never received a grade in : -
spelling that has been Higher than a C.” For her/him to be enthusias- Lo~
- tic abaut this spelling lesson would be irrational. The student has very =
little reason from past experience to believe that she/he is going to do '- <
well. To be vegy positively excited about the lesson may only act to
heighten her/his disappointment ¥nd regret about doing poorly. So, to
protect herself/himself, the stutlent apathetically responds to the les-
son.'A teacher’s comment such as, “This is going to bé fun,” may do
very little to change this attitude. A positive attitude on the part of the
teacher seldom hurts; but in this situation, it may not help. The stu-
defit may only resist further to reduce potential personal feelings of
- disappointment.) - N . o - _
' Attitudes are attitudes, and they ‘may be helpful or harmful for ,
the student. Attitudes helpful from a teacher’s viewpoint are those
that enable a student to ‘learn, grow, and flourish. They lead to
satisfaction and joy. Harmful attitudes are those that cause a student
to be self-defeating and that decrease her/his growth and abilities.
‘They lead to negative and self-destructive forms of behavior. A bad
attitude toward oneself, a poor attitude toward a teacher without

sufficient reason, and a low expectancy for 'success are often inappro-
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" priate atﬁmd% continue cycles of cynicism and self-defeat. We
will now take a m¥8re careful look at attitudes and related methods to.
change or enhance them.

vAtmude Toward the Teacher

. If a student likes a teacher and feels that the teacher is a fair,
warm, and ‘caring person, the student’s ‘metivation to learn should
be enhanced. In addition it is quite likely that under these condxtions,
the student might identify with the teacher and be likely to imitate the

" teacher’s behavxor and style.” However, when a student does’ not_'

: like the teacher and feels hostile, fearful, or dehumanized the

.. teacher, that'student’s motivation to learn is seriously unparred 6nder :

~ such conditions, the teacher is literally a barrier between the student
and the sub;ect matfer. When we do not like someone, we experience.

- wdissonance. (unpleasant psychologxcal tension) when we find out that -
they like something we like. One of the easiest ways to relieve that

‘tension i8 to reduce our liking for that something. The same is true

r the student. She/he may wonder, “"How- could I be interested ‘in

ch a sub;ect if a-lousy teacher like this is interested in it?”” Instead

£ having the “touch of gold,” such a ‘teacheg in the student’s view-
point has the “touch of doom.” Things liked, proposed, or advocatéd
by such @ teacher are gullty by association and are rejected* by the
. .student,/offen without reason or forethought. Students who don'hhke

. - their tedchers are programmed to regist, rebel, disrupt, and sub

‘ the learning goals of their teachers. T
It is important to note that, in many 1nstances, we as teachers
have not directly evoked these reactions. They often occur as a result
of what we symbolize, what we represent :

Pain and confusion can result for the recipient of unprovoked
negative student attitudes. In this regard, we are unable to change

4. the past, but we can do rhuch to resolve the present and 1mprove

* ’ the future..

-

Strategy 1: Establish a relationship with the student by sharmg

somethmg of value with the student. Whenever a student has a nega-

tive attitude toward us,! she/he usually attempts to remain at a
psychological distance from us. The student’s rationale for this be-

havior is usually fear or hostility. Because the student has little contact

, with us, she/he can easily maintain or support this position by
, continuing this distance through labeling us as mean, cold, unfair,
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prejudiced, etc. In many Waylg, we become a caricature to the stude_

because this student.does ndt have any direct contact with us to altdr

those opinions and to help her/him see us as human beings. Sharing is
a pogitive way to reduce that distance and bring the student into con
tact with our own humanity. It allows the student to’perceive us- as

“givers”” instead of as “takers,” to view us as persons beyond-a,

specified school role and as persons with feelings. of joy and compas-
sion. Otherwise, .we cdn be easily cast by the stu‘dént_."Lnto an image

What we share is important. We can begin by sharing time. By
giving a studént individual attention, we tell the student that we regard
her/him4s someone special. The quality of the time shquld be positive
and helpful. This can take many different forms: a few minutes in

class, lunch tegether, a talk after school; or. even an outing. This.can -

be an initial step in breaking the spiral of jl;ostil'i'ty' and distance

between ourselves and rejecting students. ... e, e
We can also share humgqr. Most professional speakers at banquets

and meetings begin their presentationg_with a’j‘oke dr a humorous

. story. They. do ‘this because it’s positive, it breaks ‘the tensions, .and

it tells the listeners, that the speaker has emotions and feelings—that
the speaker is human. Essentially the message is that if we can laugh
together, we can enjoy each other and learn_together. The basic ques-
tion for us then is, Does the student see our lighter side? Or are we
always serious . . . deadly serious? ‘ )

We can share our feelings and values. To our students some of
us appegar to be robot-like dispensers of information and control. To
let students know spontaneously and tactfully about the things'we

cherish, without lecturing or demanding similar feelings from them, .

is a way to convey our humanity. I have always been sadly amazed

" -at the waysstudents ridicule teachers who cry in class. Perhaps this

has been because such reactions usually come at a time of chaotic
- disorder and frustration. But it s also an indictment of the emotional
vacuum that schools perpetuate. The classroom is a legitimate place for
the expression of our joy and our sadness when events deserving of
such emotions take place. . _ :
““We can share something about aur real selvgs. Teachers do much

" ‘more than just teach. Yet students continue to be. amazed by this. A

. story I ogce heard from, an actress on a talk show illustrates this. She

‘was telling) the emcee how as’a child she had been shocked by seeing

Al 9
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her teacher in'a supermarket $he reqounted ‘how: she was left’ speech-

* less by seeing her teacher push a catt and actually smell the melgns '
and squeeze the' orangesl She mentwned ‘how her relatxonship to that
teacher had been ifrevocably: changed by witnessmg .grocery store
behavior.” In some ways, thig is a funn.y story, but it also;paints out
“how conﬁning the teac}fer s role is if we let.it be that. Selfsdlisclosure -
to students seems especially effective: when we reveal commcm experi-

. ¥ ences that they are currently relating to such as “television shows, )

+ $poIts,. travel ‘first experiences, ‘and ‘maybe even a little trouble we've

Lhad withe: life along the' way. The criteria for revealing ourselves are

) aﬂways good taste and proper timing. Ego tnps may take us a long

(, way, but leave our students behind,
_ Concrete rewards are means by which we share our sense of
carmg for students. A spontaneous treat, free tickets:to a valued show
or spfting: event, demonstrations of hObeES or ‘collections (recorgs,
stamps, etc.), guest speakers, -desired field trips, lending" personal
equipment, etc., are all ways of saying to the student, ”’I like you and
want you to enjoy.” I have left this suggestion until last because there
is the posslble implication of “buying affection.”yHowever, if this -

means is used.with good judgment and in the context of the other =

suggestxons in this section, it has little chance of be1ng manlpulatwe
or abused? L Y -
A final word about sharxng—xt is alwayg a nsk Negatwe students

% can reject or abuse what we offer. However, we cannot wait for them

to take the first step. Any relatmnsh;p demands a certain degree of 't -
vulferability for trust'to be established. There is an old, cliché: You
ha.::; to give in order to get.”” As with all clichés, this is a-bit\ef truth
ted to the point of gatiation. Yet its meaning stands firm. Until we
change, our students stand little chancé of changlng themselves.,

Strategy, 2: Ltsten to the student wtth empathetzc regard Our

' go/an\ere is to communicatg to the student that we want to understand

the, situation as the student perceives it and that we are accurate in our .-

~* awareness of her/his message. Listening with understanding is one

~* basic way-to show a student respect ind caring. If we do this with

skill and feeling, the student cannot easily walk away with the impres-
sion that we don’t: care or that we only want to control the situation.

_ "An effectwe way to do this is-to rephrase in our own words the

) gxst of the student’s expression w1thout changing the, meaning or the
-emotional tone of the student This means’ that we do not 1nterrupt

/ Yot
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;# - For example:

Student: “I can’t stand the way you treat me. You're trying to.

push me around and make me do everything just the way you want it.”

Teacher: “You think I'm bullying and forcmg ,you to behave my

§

way and are upset by it” .

Student: “Yes, it happens ‘Whenever .

This is just a short example of l1stemng with empathetic regard.
Entire books have beéen written on this topi¢,? and you may wish to
refer to them for greater skill building. The main goal is to'break the

. . *cycle of ‘negative student: attitudeg toward ourselves in our daily . ,
communication with students through empathetic listening behavior..:j.,..r- Ci
The way we listen is a consistent and pervasive. influence. .on" our:

evaluate, a ‘d'to,\ or lessen the meaning/ of the message we receive.I'

students that can,’at best, positively inﬂuence themmotwation or, at

worst, subvert ouf best mtentxons

-

w Strategy 3: Treat the student with warmth and acceptance It's
\)ety difficult to contmue to dislike someone who genuinely and
“‘consistently appears.to like you. A student with a negative (zhtude
*~toward us is programmed to interpret our behavior as cold and’reject-
mg When we consistentl how acceptance and warmth toward the

attltude toward us.

" the student that she/he i isa. vy)rthwhxle person in her/his own right.
The followmg hst ‘of behavio mdmates ways to demonsﬁ‘ate accept-
%, ance: - - : D e

she/he is'a worthwhlle person.
2. Being available.’ ’
3. Bemg helpful
R ? Bemg supportwe v o .
% Askmg the student for help SR . :

Showmg understandmg

7. Showmg carmg or liking.
8¢ Takmg the student senqiﬁxsly

=< Acceptance is any. behavnor toward a student which indicates to-

1 Makmg~any statement that essentxally tells th Edent that



T

9. Self-disclosing to the s'tudent._ : € R
10, Sharing with the student . L e
: 11. Encouraging ti\e student ,
S e 1 Kllowing the ,gsd-.nt opportunity for expmslon

13, Allowing 'the stuJent freedom of expresslon N

":‘,‘ ‘.;.

R rmth, the necessary nonverbal counterpart to acceptance, is
L the pos%ive way or manner of the teacher’s expressioh which displays

' its genuine uality. Spme of - the ‘nonverbal cues. that indicate
warmth are: X S A

1. Tone of/vaxce-—soft, pleasant, expresslve, etc ' '\"

. - 2. Facial expressxon—smillng, interested, appropriately lntense,
T ,é»‘ém - S
T, "Posture——leaning toward, relaxed open, etc.
4, Eye contact—looking'into the student’s eyes
(- 5. Touching—gentle, embracnng, supportive, etc.
- 6. Gestur‘éé-——welcon‘ﬁng, beckoning, stroking, etc,

7. Spafml dtstance—-appropnately close. .

. When we. are authentically warm and accepting toward our -
,students, ‘there is little chance of ovetuslng this strategy. The trick
" is not-to expect it back until trust reaches a. Ievel where r ciprdclty is

.. possible. Otheerse,nt can become mampulatlve and guxlt-provokmg
‘_for the student, and unnecessanly frustrating for, us.

L X Strategy 4: Use class or induﬂdual meetings to build relaho‘nsh:ps
' ‘ and b;tter attitudes. In many instances, more than one stuaent may
have .a negajive attitude toward us. Sometime it/ §:just a few, and at

» tiiies it may even be a majority of the class. In béth situations, a class c

meeting to prevent or resolve this problem may be useful.2

o - . 'pose of this meeting is to take a problem-solving approac
- 'there is a nonpunitive and a nonjudgmental clxmate with

individual and group, responsxbllxty for pqsxhve class relationships: ‘

As the+tedthér,, you will set the tone for the meeting by your own

,_-.;,;;-_s‘.elf-dlsclosure and openness to change Somé guxdelmes for this are:

- 1. Descnbe how thg negahve attitude mvolves you

. e »a'




"- . - ' . N
"
2. Discuss how you feet. and react in this situation. . -
3. Acknowledge how you mtght create oﬁntmue the negahve

,'-.’n'f;_";; B attitudes. i a,
4, Describe what you want aga result of the meeting R

3 " For example: “Class,.I want to talk with yau about a problem I ‘v
‘been having with some members of our group. “(1). I don’t think I've ¥
been getting’ along with some’ of you very-well later. I'm fairly sute
this involves Jack, Shirley, and ]an, but there may be a few more. It

* seems, to mé:that haid ieelmgs have segylted from homework and
grading procedures (2) know I'm feeling tense and-have been
demanding with you: on® . these “things (3) I sense that I might be

. pushing you too hard or" ashnng for too much, but I'm not sure. (4) I'd

like to discuss this witlt'all of you and get your opinlons and feedback _
80 we can resolve this problem. ." .”"-

The advantages of the class-meetnng approach are many.-It gives
the opportunity for other phenomenological views to be expressed.
Mogt students have some.members of- their refererice, group in the
class and will use them as standards by whrch to judge ‘nnd evaluate
their amtudes They, as well as we, can regeive’ cancrete feedback
whichhas a real probability. of changing attitudeés; Thié : ,
also prevents rn,f?ulated ignorance which is the protechon ‘of .en(sitr,ve ER

~ attitudes by not:showlfig them or hearing other opinions regarding '

-theni; For any of thig to ork, we must be willing to change ourselves. .
" If not, this group pwcess is ohly a manlpulqtlbn - T ~— ’
The same approach canvbe used on‘an: individual basis. Agann, o T

... the four criteria outlined above are. uppdttant for'the initiation and '

overall discussion of the issue. To illustrate: (1) “Bart, I have not felt.l

" -comfortable w1th our work together. (2) I don’t think 'm communi- ™" TS

cating with you, ‘and I feel tense and easily frustrated when I help -

* you. {3) I think it might have some;hxng to do with the grade I gave
. 'youon your last report card. (4) I don’t want to have a bad relatmnshxp
,with yot, and I would hke to hear what you thxnk and feel 501V
work this out -
‘Both &lass and mdwxdual meefmgs to deal with relation’shnps ar
risks for us.-We can get severe criticism and may need to change:
" Some sttidents will not trust us: enough to reveal their thoughts or
" feelings. Timing is 1mportant to consider. If we can take these-risks
+. " without expecting conclusive results, we stand little chance of hurting

';ié~/ S
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Aruitoxt provided by Eic:
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our students and a 800d chance of openmg the door to better student
motivation. : ) N el

Attitude Toward the Subject and Leaming Situation

"I can't stand Engllsh "ol _
JIET ever have to do another math problem, I'll die.”
,/Socml studies is the llVlng deatl\ " )
I love to write.” ‘ )

’Math really turns me opn, L

;' “Thiésocial studies is fun.” ,

These are common expressions heard in all schools All of them
reflect' an attitude. When students like wha}: sthey’re learnmg, the

classroom is filled with the two. -isms of motivation—optimism &nd

enthusiasm. The students are hopeful, cheerful, and confident. We

are in gear. The mental set behind the students’ Rerception is to

accept, to be involved, and to persevere. :
When students dislike what they’re learning, the classroom is:
filled with the two -isms of apathy—pessimism and cynicism. The
students are de5pondent gloomy, And .angry. We are defensive and
strained. There is stress in the air. The mental set behind the students’-
perception is to reject, to be distracted, and to self-destruct or cut out.”
We know pur subject is a worthy one. We want to convince: the
students. We want to make-them into believers. But, as. Mager has
written, “‘Exhortation is used more and accompllShes less than almost
any behavior- changing tool known to man.”® It still comes down to

W at we are going to do. Herc nre\some realistic possibilities.

. Strategy 1: Make the conditions that surround the subject posi-
tive.® It is a common fact of learning that when a person is prcsented ‘
with an item or subject, ¢t is at the same time in the presence of
positive (pleasant) conditions, that item or subject becomés a stimulus
for approach behavior. Our favorite things and subjects are often
associated with good friends, caring relatives; excellent teachers, and
comfort and satisfaction. Things or subjects that frighten us are just
as often associated -with - -antagonists and situations that make us
uncomfortable and tense. Therefore, avoid associating your subject
with any of the following conditions that tend to support negative
attitudes and rcp\l student'interest:

1] - A
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1. Pmn-a-acute physncal or psycholOglcal discomfort, i.e., punish-
medt, failure, poorly fitting equlpment etc. +

2. Fear and anxiety—distress and tension resulting from antici-
pation of the unpleasant or dangerous, i.e., threat of failure

or punishment, public exposure of ignorance, unpredictability.

of potential negative consequences, etc.

3. Frustration—an emotional reaction to blockage or defeat of
purposeful behavior, i.e., presenting information too fast or
too slowly, an unannounced test, inadequate feedback on
performance, etc.

4. Humiliation—an emotxonal _reaction to being shamed, de-
based, or degraded, i.e., sarcasm, insult, public comparxson
of inadequate learning, repeated failure, etc.

5. Boredom—a cognitive and emotional reaction tp a situation in
which stimuli impinging on the student are weak, repetitive,
or infrequent, i.e., lack of variety, covering material already

« known, continuously reading out loud, predictable discussion
issues, etc. : '

Increase the association of your subject matter with conditions

that lead to student awareness of success, stlmulatmg experiences, and -

increased confidence and self-esteem.”

Strategy 2: Model enthusiasm for the subject taught. One of the
basic motivational questions that any student asks abeut a subject is,
“What can learning this do for me?” The question is usually not
asked out loud. In fact, the answer is gencrally inferred from another
question that goes something like this: “What does teaching this sub-
ject do for my teacher?” If we appear bored, listless, and ’burned out”’
by what we teach, we have little chance of influencing any posxf;xve
attitude change in our students. B »

We mirror the soul of our subject matter. In many ways, we are
the living extension of the benefits of knowing and appreciating what
we teach. If it hasn’t been good for us and we have spent our lives
learning it in order to teach it, any-sensitive student will turn away
before being victimized as well. How good we feel about what
we teach is the greatest advocacy for it. Enthusiasm is the popular

- term given when our students feel it in us. All people are attracted by
life. There is a magnetic pull to know and ungderstand~what nges‘_

energy to the spirited teacher.




How do we model enthusiasm? u

.

By dramatizing what we know—telling interesting stories -
"about what we teach; acting oyt the process of the subject .’
(history teachers become historical figures, Englnsh teachers

enact’poetry and great literature, arithmetic teachers ‘present
lifelike math problems etc.); using the arts and popular

.media to demonstrate our subjects.

By bemg emotional about what we teach-e—getting'excited; P
about new chapters, materials, and future events related to

our subjects; showing wonder about discoveries and insights
that emerge from studying our subjects; having feelings about
the processes involved in our subject matter '("/I feel frus-

17 IIII

m happy to discuss these topics with you.”).’

By bgmg mteiested in anything that-relates to whatwe teach
—bringing in articles and .newspaper clippings of current
events that relate to what we teach; takmg field trips; having
credible guest speakers who work in areas related to our
subject, matter; leading study clubs; self-disclosing about our
personal experiences related to the subject matter; sharing
any new learning that we are experiencing as we pursue our

- subject. . v -

By being expert at what we teach—knowing our field of study
well and continuing to learn ‘about it give testimony to 1ts
worth

By being a “fan”’ of what we teach—devoting our time to
understanding it better (joining related professional associa-

_tions, going to topical convenhons etc.); following the lead-
ing scholars and journals in ourfield; rooting for greater
. awareness and appreciation of what we teach. '

Strategy 3: Associate the student with other students who are

enthusiastic about the subject. Enthusiasm is contagious. If the student
has the opportunity to work with, be tutored by, .or pursue a project
or goal with students who are interested in and optimistic about the
“subject, she/he will have peers to model, and experience some group
pressure to feel likewise. She/he will not be able to easily deny the

1. " e

.: trated by these problems myself.” ”’I can’t wait to begin the .
“next unit.



r

. value of the subject matter, and the resulting diséonancg may lead to
Ppositive attitude change. '

t

. Strategy 4: Positively confront the possible erroneous beliefs,
expectations, and assumptions that may underlie the negative student
attitude.® Some students have mistaken beliefs that support their

negative attitudes—-e.g., “I could never do well in math”; “Social
4 studies is always a drag”; “I won't get good grades in this subject.”
Assumptions of this sort lead to feay of and resistance toward a sub-
- ject. In such cases, we might: . g

s

1. Tactfully find out what the student may belte”ing _hers;elf/
himself that leads to thenegative attitude. ’

2. If the student appears to have a self-defeating belief, point
out as a teacher how negative feelings would naturally follow
from such a belief—i.e., 'If you don’t believe you’re going to
do well, you probably feel fearful. and anxiows about even

“trying to do some of the problems.”

3. Indicate other assumptions that might be more helpful to the

student—i.e., "You might try saying to yourself that this is a
new class and a new teacher, and you have a chance to do
better; or that this teacher is willing to help you and you can

. give it a try.” ' -

4. Encourage the student to develop beliefs based on present
reality that promote her/ his well being—i.e., “When you start
to feel negative toward the subject, check out what you are
telling yourself and see if it really helps you. Consider if there
‘might be some Gther beliefs or expectaricies that would do
you more good..You might want to discuss this with me so'I

can give you feedback and other possible ways of looking -

at the issue that might be more helpful.”

Strategy 5: Make the first eiperience with the subject matter as
positive as possible. This approach is based on the idea that\ “first

impressions are important.” According to-Scott, “Organization inhib-,,é‘ :
' its reorganization.”® Therefore, the first time we experience anything ¥
that is new or occurs in a new and different setting, we are forming

an impression that can have a lasting impact. This is a critical period
in determining the ways. we will respond to and feel about what we
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are experiencir!g. Since it is an ififtial experience, the student has not

totally organized any beliefs and attitudes toward the subject and is

more flexible and fluid, more open to change. The student’s first im- .

pression.will strongly influence how she/he accepts and receives future

experiences with the subject matter. This essentially comes from the
R student’s need for survival and predictability. The student who has a", -
positive first experience will feel more safe and more willing to become
involved in the subject matter at a later date. If not, the student will,
avoid the subject for reasons of self-protection. Everything we do.to
make that first lesson exciting, safe, and interesting will further open
the door to more motivation to learn the related Vsubje\c\t. i

- . .

Attitude Toward the Self

* “The greatest evil that can befall man is that he shpuld come to

: think ill of himself.” ! Some students may not have a negative attitude

toward us or the subject matter, but they may have.4 poor attitude

toward themselves. This is often called “low self-esteem” or “bad
self-concept.” By any name, if this is true, it will probably signifi-

" cantly lower their motivation to-learn. Comibs and Rogers!! have
written that the maintenance and the enhancement of the perceived
self are the motives behind all behavior. Combs describes the nature
of motivation as “‘an insatiable need for the maintenance and enhance- .,
ment of the self; not the physical self—but the phenomenal self of
which the individual is aware, his self-&ncept.”22- -

 Each student strives to behave in ways that aré consistent with

" her/his self-lmage. When the attitude toward the self with respect to
learning is positive, the student ‘develops. a success-oriented person-
ality which looks for ways. to learn. When the attitude toward the ~ '
self with respect to learning is negative, the student develops a failure-

""" oriented personality which looks for ways to fail. In-bothinstances,
" the student is attempting to be consistent with her/his self-image.
Fach step we take to help ‘the student build a positive academic self-
concept will reap benefits that should include a greater desire to learn.

t

Strategy 1: Guarantee successful learning. Seligman maintains"
that students with low academic self-concepts have learned to be
helpless in school—to believe that nothing that they dp will be right.
He states, ‘‘Iitelligence, nojmatter how high, cannot manifest itself if
the child believes that his lown actions\yvill have no effect.”'* Con-

' 4
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cretely making cextam that the siudent has a successful Iearmng expe-
rience can, alter such.a mental set. Here are some guxdelmes

1.

Segment instriction into units or 1ricrements that wlll defi- / S

that’the student can say, I know | learned something today.”

" Give clear enough cues that allow the student to know where

she/he is and where she/he is expected to go. (Student per-

* nitely allow the 'student to progress in her/his learning so /

ception—"1 know where I am and where I'm gomg with this =~

lesson.”)

Give the student 1mmed1ate and speczfc feedchk to learning,
responses. (Student pérception—""1 always can find out how
well I'm doing with this teacher.”)

. Make sure the student knows the criteria by which learning
- will be evaluated. (Student perception

1y

1 know exactly what
I can do to do well in this subject.”) - . -

Strategy 2: Encoumge the -student. Encouragement is any be-
havior on our part by "which we show the student: (1) that we respect
the student as a person, no matter what she/he'learns; (2) that we trust
and believe in the student’s effort to learn; and (3) that the student can
‘learn. Students need to be accepted as valued human beings without

“relationship to what they learn. For a student to. realize that she/he -

is respected by the teacher only ‘because of learmng performance
is dehumanizing. Such a criterion for teacher acceptance denies all the
student’s other worthy qualities, rejects her/his rights as a person, and
makes - the studént into a “’thing”” that learns wnthout feelings and
dignity. As with any form of encouragement, the primary foundation
is our caring and acceptance of the student. This forms the launching

."base for the ways we ‘choose to ‘show confidence -and" personal regard -

for their effort and learning. These include the following:.

1. Give recognition for real effort—Any time a person at-

tempts to learn something, she/he is taking a risk. Learning
i$ a. courageous act. Because ‘students Yon't learn 100 .per-
cent of the time, some risk is always involved. We can help
by acknowledging their effort and by making endeavor a
valued personal trait: Any comment that says, “’I like the

way you try,” can help the student see this effort as some-
thing to cherish in the process of learning.

" 49
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‘2. Show appreciation for student progress—Any step in the
direction of learning is an advancement. By demonstrating
our awareness of this, we display feeling for its value and

. provide opportumty for the' student to feel self—value

3. Minimize mistakes while the student is still struggling— -
Sometimes learning is like a battle. The critical edge be-
tween advancement and withdrawal or between hope and

_ v despair is fragile at best. Reflection on a student’s mistakes

at siich a critical moment is accentuated by the emotions at

 hand'and is.a sure way to encourage self-defeat.

‘4. When learning is slow, divide the assignments into many
@ short tasks—This turns a single, long-distance accomplish-
ment into many, more possible short-distance successes.
‘This can give the student a greater feeling of progress, help
the student maintain concentration, and enhance the stu- -
dent’s academic confidence."

- 5. For each task ‘demonstrate a conf'dent and realistic. expect-
*  ancy. for the student to learn—Essentlally this translates® = -
into the message, “You can ‘do it,” but without the implica- "
tion that the task is easy or simple. Whenever.we tell a
" student that something is easy, we have placed that student
'in a “lose-lose” dilemma. If she/he does the task, there is
no reward because the task was easy in the first place, and
if she/he fails, the feeling of despair is only heightened
because the task was implied to be simple.
6. Show faith in the student as a general learner—This is an
attitude toward the student. It reveals itself primarily in how
we act toward the student. It is usually centered in our non- .
verbal communication. The tone of our voice, the look ont
our face, the way we stand, and our entire manner toward
.the student can display our confidence in her/him. Basically,"
the message should be, “No matter what, I will continue to
believe in you and work with you.” Whenever we give up
on a student, we also give ‘up on ourselves as teachers. By
showing consistent trust in the student’s capaC1ty to learn,
we help that student learn to trust herself/ himself in transac-
tions with us and-in learning activities.

7. Work with the student at the beginning of difficult tasks—
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Sometlmes a student 12 afrald to attempt something ne%(r for
fear of makmg a.mistake or of failing. Just our proximity

- and minimal assistance can help the student to get. mvolved
and gain. initial confidence to continue.

8. Ask the stident: .for help—The implication behmd any re-
quest for help is a sense of confidence that the helpmg
_person has assets and valued qualities.

A 9. Emphaszze learning from mtstakes———Students avoid things

- they’re hit with. Mistakes can “’club” students into-negative -

self-concepts. Here we help the student to see a-mistake as a
way to improve future learning. Using mistakes to lower
. grades is like using: water to drowg a thirsty person.

' 10. Reduce praise and increase encouragement—Praise is usually
given upon successful. completlon of a task. It emphasizes
-+ .. the product, not the process, of learning. For the insecure_

' » student, lack of praise can signify failure. It also means the’

student must wait until the end of learning in order to feel

good about’learning. Encouragement says the task itself is
important and shows the infrinsic value of the act of learning.

Whenever we encourage students, we engage in essehtlally any ‘

“behavior that strengthens the student’s belief in herself/himself with-
out damaging the student’s relationship with others. It is not an act
that requires extra money, new ‘materials, or a changed curriculum. It

- does demand sensitivity and time. Those of us who have come to be-

lieve in ourselves have been encouraged———maybe by our parents,
maybe by our teachers. But it was done. We come to value ourselves

 from those who value us. Y :

Strategy 3: Emphasize the student’s personal causation in her/

-"his learning. A person who feels in control of her/his own fate and -

who assumes responsibility for her/his learning is a positively moti-

vated, optimistic, and confident learner. A person who does not feel in

control of her/his fate and who believes that someone e]se is the cause
of her/his learning is a defensive, pessimistic, and insecure learner. In
order for the student to feél that, “I can do it,” . when it comes to
" future learning, she/he must first be" clearly aware that, ”I did it,”
“from previous experiences in learning.

In my opinion, this is the last piece 6f the puzzle. To guarantee’

Iy



successful learning and to encourage the student will' have maximum

_ motivational impact only if the student believes that she/he,is per-
~ . . sonally responsible for learning. Some effective. ways to ensure a sense '
‘ of personal causation within the learner are: . '

1. Allow the student to plan and set goals for Iearmng——A per-.'

. son who plans for somethmg has a functional experrence that

valxdates that she/he is the orlgﬁnator and, creat0r of that
experience. :

'

2. Allow the student to make as many choices as possrble about
what, how, and when the student is to learn sbmethmg—-—
Choice is the essence of responsibility:. It permits the student’
to see that she/he is in charge of the.learning experr,ence

3. Allow the student to use self-evaluation procedures to check

- the progress of -her/his learning—When ‘a_student knows
how to understand both the mistakes and the successes of her/"

* her/his own partrcrpatron in the learning act. Just as’ drlvmg_.‘
\ ‘a car or riding a bike is a constant mterplay of percéption and
- ~ feedback which adentuates our sense of control, self-evalua-

tion procedures emphasrze our control of learmng experrences

4, Help the student to analyze her/his strengths and abilities in

his own learning, the student receives a concrete sense of -

v learning tasks—e.g., "You seem to have a talent for explam—[

ing things well and probably could give a very mterestmg ‘
;speech on how to . .. .” Knowing such assets gives each
student a sense of the real power behind her/his learning
and builds confidence.

5. Have the student record or log her/hrs ‘progress in Ieammg .

, \ . tasks—This concretely demonstrates to .the student that -
. growth ‘and movement are taking place, It tangibly helps to

‘refute discouragement and reduce pessimism. .

6.. Help the student to analyze potential blocks to progress in
learning—This aids the student in preventing any sense of

being overwhelmed by the subject matter and gives .the stus -

" -dent a chance to prepare for frustration and slower prpgress.

7. When advisable, ask the student for a commitment to the
,Iearnmg task. This gives the learner a sense of full participa-
'tion, It prevents denial or withdrawal frpm personal‘ responsi-
bility for learning. When we ask a student, Do you mean
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" to perform a task successfully, it'is probably in their best interest n

L
AN

B .
~ - .

- it?” or; “Will you really try?” and we receive an affirmative
answer, we are helping to amplify . the student’s sense of
self-determination.. However, this is not to b& an ‘overused

or a frequent approach with’the same student. If it,;Béédmes -

<

_ ."_-}}.(xgommon‘o'r easily predictable, ‘it will lack impact and emo-
"7 “fonal substance, bécoming a mere game or manipulation. .

’Striate‘egy 4: Use: group process methods to enhance a positive

self-concept in the student. Each student arrives at a sense of self

through relationships with family, Er’iends,_f‘e_llpwvgt‘@dgp'ts; and .}{eaéhf; .
-ers. The classroom peer group is a cgnstant force that affects the sta-

as-maghificent sources of support and caring. There are many grOtx_p'
activities that we can facilitate that give students the opportunity to
show positive regard for and enjoyment of one another. In fact, there
are at least a hundred,.and Jack Canfield and Harold Wells have writ-

dent’s self-appraisal, and these peers can be anfazingly cruel, as/weu

ten a book aptly titled 700:Ways to Enhange Self Concept in the Class-

room—which is a great resource.!®

_ Expectancy for Success

- Sometimes students don’t dislike their te'ac‘h'ers", ‘their subjects,. _
.or themselves. They just don’t expect to do-very well. They sit back

. and say, “On this, I'm really not going to be able to succeed.” It is,
.~ in many instarices, a very realistic outlook based on previous e =
- ence and self-awareness. ‘Whenever students objectively do not ext

_ to get enthusiastic. If they do, they will only experience greater pain
_ and disappointment if they fail. In fact, to try at something we don’t

believe we can do is not very intelligent behavior, and_is often simply -

a waste of time, _ : _ _
- This happens to students every day. They are givert assignments

or tests that they know they will not be able to da well on. On many .

occasions their teachers know this as well. In such situations students
' usually protect their -psychological well beirig by remaining with-
drawn or negative. Teachers often interpret this as apathy or rebel-
lious behavior. It is really self-protection. -

" When we help 3 student to find a'task that she/he wants to do. -
and. honestly ‘expects to do- successfully, motivation will not- be a-
problem. But any time we.give an assignment that the student cannot

reasonably expect to do well on, we will probably have a motivational

[



é problem to' contend with. In such instances, we can demonstrate
clearly that the leaming task is concretely possxble for the student
to achxeve S

Strategy 1: Interview the st‘ent When a student does not ex-~\, .

“pect to succeed, it is important to understand from the student’s point

“of view.what is it that she/he thinks will prevent her/his learning.

P . Such an-interview, should:contain 'huestions. that “are - initiated with
' 7 .the words “what” and “how”—i.e., “What is it that you consider to

v be dlfﬁcult?" or, ,”How do you think some problems might arise?” :

Avoid usmg quebtioris, begmmng with ”wﬂy ’” These can lead to a

defenswe posture, can increase an excuse mentahty, ‘and tend to avoid -’ *

5

! the student’s feelings. , _

“" The advantage of the strategy is that what may be obvious to the
student ‘may not be obvious to us. T am reminded of. the wonderful
'story of Prmcess ‘Mihnie Moons by James Thurber When the king

' found out his daughter wanted the moon, he ought it was an imipos-
- sible wish and became frustrated and hopeless. As a last resort he.
. asked her what she considered the moon to be. The princess told him
it resembled a'small gold coin. With this information he was able to

the student’s sense of expectancy is, we are guessing at-best and may
#1: be missing the best ways to help each one along. '

Strategy 2. Use goal-setting methods. The advantage of this
method is that it brings the future into the present and allows the
student to become aware of what it is necessary to do in order to have
a successful learning experience. Not only does it prevent the student
“from getting in over her/his head” but also it gives the student a -

_chance to specifically evaluate and plan for those obstacles that pre-
vent achievement. With the goal-setting’ todel, the student kriows
that shé/he is in command and/gan calculate what to. do to avoid

. wasting time or experiencing self-defeat. Thus, before even beginning
the learnmg task, the student knows that her/his effort will be worth-
while'and has an actual sens‘,e that there is a good probablhty for

‘success. ST -
W . There are many d‘ifferent methods of goal setting. The one.that
follows is an’eclectic adaptation from various models in the literature.

If the learning experience is to be initiated, the following criteria
are to be met as well as planned with the student

-
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1.

b Can the student do it thh the skills and. knowledge: at, ‘
hand? If not, js- there any assmtance avallable and how o

'z

Hn

or game playmg :
Focusing—Somerplan by Wbd] the goal\is dall '

. <-.v/ ) ;| ) . . . ‘F; © ‘ ‘\ - . ’;
Achievability ) ' ' S
a. Is there, enc‘ugh time to reach the gOal? If not, can more

time be found or should the goal be divided mto smaller

: goals‘?

‘ dependable is that assxstance? G

Belxevabxlzly——What is the level of the student s self—conﬁ-
- denee for the goal? Are we sure.we are not cajoling: or

mampulatmg the student into somethmg? Does the stydent -

at least ‘think she‘/he has a reasonable chance of doin 1t?

Measurabxlzly—-—How will the stugsnt specifically be able - to-

gauge her/his progress or achievement? This can be some-

thing as simple as problems completed, pages read; exer'clses.«f B

finished, etc. The main thing is that a way of measuring is
decided upon so that feedback 15 a tanglble reallty for self-
evaluatlon . ‘

Desxrabzlzfy—-—ls the goal somethmg the smdent wants to do? -

She/he may have to do it.or should.do it, but is it wanted. .

as well? If it isn’t, then the, satisfaction level and ‘sense of.
personal responsibility for the stude ’will be far\less. Goal
setting can be used for imust sityations, but this is best han-

dled if we are open about it anfl admit to the student the
reahty of the situation to avoi }ny sense of mampulatlon

placed in
the student’s awareness is important to avqid fOrgetting or
procrastination. Repression; denial, and the attractiveness
of other realities are powerful barriers to progress. Effective
reminders such as outlines, chalkboard messages, daily logs,
etc., help to reduce their potential and aid us to refram from
unnecessary ' dependencnes and nagging.

Mohvahng——ls the process of reaching the learmng goal
somehow stimulating; competence building, reinforcing,

affectively positive, 5 need gratifying? This is necessary to

mamtam perseveranc because initial. motivation may wear

thin.



7. Commitment—Is the goal S0 valued that the student can'_
N " make a formal or.informal gesture to pledge her/his effort -

. and resPo_nmb;hty? This can be anything. from a statement

such as, ”I m really going to try, to a handshake to a con-‘

& ""'mvolvtvment and aliows for the develoPment of, 5e1£-esteem E

‘need of alteration or abandonment. If the criteria have been met, there
is an excellent probability that the goal can be achieved. At least three
, . more thlngs can then be done . -

' 8. Identxfy resources within and otutside of the student—-The

student benefits from knowing her/his own power. Very

" little is accomplished through luck. Her/his ability to write,

“speak, spell, etc., is to'be accentuated. to indicate what can -

-

- be utilized with confidence. All people at times question- or
" doubt their ‘t#énts. Oiit* affirmation of these .talenits helps

" 'studends to sustain and bunld their capacities. To identify
resources outside of the*student such as tutors, libraries,

‘ materlals, etc,, helps the student to more easnly reach out and
apprecnate the’ 1nterdependence of learnnng

o i 09 Preplan to canstder .and . remove. potentxal obstacles to learn-,

ing—The question for the student is, “What do you- think

might interfere with the achievement of your goal?”’ This
may include television watching, extracurricular activities,
* certain peers, or even lack of a quiet place to study. To plan

ahea;dééor the reduction. of “these inhibitors will decrease
- their~e

to contend W1th them '

G 100 Arrnnqe a qoal review schedule——A small amount- of time
to check progress will give us and the student a chance to

evaluate and regain momentum. Minor distraction and inter-- '

. ferences can be more easily elimiriated. Time sequencing
' and refinement of planning will help to encourage the stu-
dent. Above all, if progress has deteriorated, don’t ask * ‘why”*

but re-examine the criteria. A question such as, “What did"

you dq instead?”” may help to uncover hidden distractors or
competing'goals. ' ' :

' 56

 If the above criteria-are not met, the* ‘l\hrmng goal is probably in

structive power and give the student added strength'

b



P ‘ S \ L Qo
o KT . o Vo N N . . . N

- - ) Wit e \ . oL RT !
Ly . L

13

o
i

Repeated use of goal- setting methods not bnly has a good proba-
= bility of substantially increasing the student’ s expectarty for success '~ L,
bt also documents for the studEnt that she/ he ‘can shape and dxrect '
““’her/his own life.” _ ., e

Strategy 3: Use contractmg mefhods In many learning srtuahons -
the curriculum is predetermined. THe society and/or the school, sys- -
_tem mandates -that .students mysg Jearn to multiply, compose sen- .-
tences, be aware of certain historical facts, etc.: In such “circumétances BN
~ a contract (whlch is really a short form of ‘goal settmg) may be used- '

:* .as an -agreement between the ‘student and the teacher that. 5pec1f1es
the exact ways.to achieve and demonstrate a learning 'goal. Because
‘cortfracts, with_student agreément, detarl what is to be dope and how

. it is:to-be accomplished, there is far fess chance of the ambiguity that
leads to student anxiety, frustration, and fear’ of failure.

Such a contract, based en our diagnosis of the student’s academic* - - e
- strengthg, weaknesses and learning style, contams R ‘o
R th,atthe student w;ll learn LT - .

2._"How the student can demonstrate ‘that slie/he has learned
et the specified information, applications, skills, etc,

The degree of proficiency expected of the student,

4, The chonce of resource and activity alternahves for learnmg

”\ H
i

Al

" For example T e Date "} S

8

1.  Within the next two weeks I wnll learn to Lorrectly mulhply
, single-digit numbers ranging between 5 and 9—e.g., 5 X 6,
6X77><88><99X5 .

2. When'I feel prepared I will ask to” take a mastery test con-
. taining 50 problems from this range of multiplication facts. -

3. I will tomplete this contract. when I can finish the mastery
test with no more thag thre¢' errors,

4. My preparation and study will involve choosing work from
the workbook activities, number games, and fllmstrlp mate-
r1al5

: Signed,

“Student ..~ L




There are many different contracting procedures 18 While the ofie
we choose may be based 6n personal preference, the two overriding
guidelines must remain sg(ident agreement and clarity in order to avoid
expectancy of failure ar{d to ensure student responsibility for learning.

Strategy 4: Use programmed materials. Although programmed
materials have not been found to be an innovation superior to other
means of learning, for the student with a low expectancy for success
“they may be a valuable resource. Because they are usually sequericed
with steps small enough to.guarantee progress through the ample use
of cues and because they prompt with immediate feedback, a student
with low confidence for learning a particular subject may feel reas-
sured by this type of structure. Just as a detailed and clearly illustratéd
map can guide a stranger through foreign territory, programmed

materials can help to build confidence for the student thl'ough what
might appear to be an alien and exotic subject.

Programmed materials vary widely in quality and creative design
However, as. professionals, we must know their avaﬂabnllty in our
subject matter and use them where appropriate. : ‘

We have discussed many ways to facilitate motivation relative
to attitude. There is no one best way; but thete are numerous intelli-
gent alternatives. Which we choose will be most helpful when selected
on the basis of our sensitive awareness of ourselves, our students, and
our ‘situation. Each time we present ourselves to students, we are
dealing with human beings under the influence of their attitudes.
Everything we .can do-to help that impinging force to be positive will -
be not only to their advantage but to ours ‘as well. The tragedies of
teaching emanate from a-lack of awareness. Because attitudes are often _
hidden within the students in any classroom, we must probe to know
their depth and to free their motivational force. , '

. A
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Chapter3 = = Needs:
v f The Energy

) Behind Behavior

A needisa condmon experienced

by the individual as a force that leads the person to move in the direc-

"¢ tion of a goal. The achievement of the goal is capable of releasing or .

" ending the feeling of the need or its related tension. Hunger (a need)

leads to a search for food (a goal). When enough food is eaten, the

_. need or tension of hunger is ended. All people live with an unending

* sense of need. Not to feel any sense of need is tantamount to ending

. % our existence. Some needs are unlearned (thlrst) and some are learned

¥ (tl‘le need to achieve). What type of need ‘we are currently experiencing

is based on our history of learning, the currént 51tuat10n, and the last
need that was fulfilled.

Needs motivate learning, especially at the begmmng of any
academic task. One way to view successful teaching is as a process
that meets the fundamental needs of students. When students do not

.. want to learn, it is quite probable.either th#t they are experiencing:
needs that interfere with the learning process or that our teaching
neglects, satiates, or threatens their current need state. Take, for
instance, a student who refuses to do a geography assignment that is
achievable, challenging, and stimulating. The student may not want to .
do it because: (1) she/he is werried about failing a math test and wants
to prepare for it (safety need); (2) she/he is concefned about an
argument with a friend (love need); or (3) she/he simply has to use
the bathroom and feels bodily distress (physical need). Undoubtedly,‘
there are ‘many more possibilities. The ¢ritical realizationi for us is




)

‘fhat students do not ”mstmctwely” want to hassle teachers. According ,

. to need theory, they simply take the shortest 'route to goals that are . -

based on their felt needs. When students do not want to start to learn
or when they want.to stop continuing to learn, a basic question for
us s, ”What fundamental. need is now influencing the student?”
Answets-to this questxon wxll help us to know what to do to facilitate

v motlvatlon

“Th are ‘many different theones relative to the concept of need.
In fact, they can create ‘confusion because any time we see a student

trying to achieve a goal, we can explain her/his behavior by inferring
a need for the goal—e.g., for ice cream, for a book, for attention, fora °

néw. toy. Among the many, I have chosen Maslow’s' need theory as

‘the-basic structure of this chapter and as the foundation for the need

factQ;' in the model. His is the mast holistic and dynam}.c offermg an
interrelated set of guidelines to enhance'student motivation.
Maslow believed that need gratification was the most 'important

v single principle underlying all human development. He proposed a

hierarchy of needs arranged in order of prepotency. This means that

~ when needs are satisfied.at one level, the next higher order of needs

becomes predominant.in influencing behavior. Unless a lower need is

_ partially fulfilled, it is dlfﬁcult for a higher need to be influential and

satisfied fully. These neéds, from lowest to hlghest are found in
Flgureé '

Figure 6
Highest B f SELF-ACTUALIZATION NEEDS ' (G)
' ESTEEM NEEDS (D)
’ , . LOVENEEDS (D) ,
. . SAFETY NEEDS (D)
Lowest .| PHYSIOLOGICAL NEEDS (D)

In thlS sense, a stydent who is slightly sleepy (physical need)
could probably study for a test (safety and/or self-esteem’ need). But
a student who has not slept in three days would care little about

» studymg

60
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It is xmportant to note tha{ the lowe four needs are deficxency
needs (D) while self-actualization is a grawth need (G). These needs

"differ in the following ways:

" . 1. People act to get nd of defxcxency needs and satxsfy them tor.
avoid problems. Their consummation leads to a sense of relief and/or -
satiation. The satisfaction of growth needs produces health and leads

to pleasure and a desire for further fulfillment. This is the difference
‘ _between passing a. test (deficiency need) and creating an original
poem: (growth need).

2. Deficit rieeds tend to be selfishly centered and dependent on

others for fulfillment.”Growth needs tend to be self-directed with
empathetrc regard for others and based on personal standards. Com- -

pare a spoiled student who whines for attention with a responsible
student who seeks personal goals for self-lmprove ent. ‘

. 3. Learning from deficit needs tends to be extringically rewarding
while learning from growth needs tends to be intrinsi lly rewarding.
In the former, the student is dependent on teacher a proval, grades,
test scores, ‘ete., for a sense of satisfaction. In the latter, the process

of learning and the act of doing it provxde the student with satisfaction..

I am talking in extremes now, and I think it wise to say that
most behavior is to some degree a combination of deficit motivation

and some degree of growth motivation. As teachers, we can help to -

increase growth motivation by makmg the process of learning as free

. . as possible from deficit motivation by the way we present our subject

matter and organize the conditions for learning it. Maslow insightfully
instructs us when he states, “Furthermore, if we clearly and fully
recognize that these noble and ggod impulses come into existence and
grow potent primarily as';a consequence of the prior gratification of
the more .demanding animal needs, we should certainly speak less
exclusively of self-control, inhibition, discipline, etc. and more fre-
quently of spontaneity, gratification, and self-choice.”? " :

. I am. convinced.that most of us would like to give freedom of
- choice to our students whenever we teach. Yet' I know that in the

back of our minds when we look at our studehts, we expect some to.

make good choices that are self-dlrected and. personally ‘productive,
" while for others we fear that the choices will-be self-destructive and
wasteful. It-is this dilemma that léads to our conflict and anxiety,
_ Maslow also was aware of this, and hlS words are worth ‘considering: -

4
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Why is it so hard and painful for'some to grow forward? _
" Here we)ust become more fully aware of the fixative and
‘ regressive power of ungrajified deficiency needs, of the attrac-
tions of safety and securgy, of the functions of defense and
protection against -pain, .fear, loss and threat, of the need for
! . courage in order to grow ahead.

Every human being has both sets of forces thhm him. One
set clings to. safety-and defensiveness out of fear, tending to"
regress backward, hanging on to the past, ‘afraid to grow - . .,

»afraid to take chances, afraid to jeopardize what he already has,
afraid of indepéndénce, freedom. and separateness. The other set
of forces impels him forward toward wholeness of self and
uriiqueness of self, toward full functioning of all his capacities,
toward confidence in the face of the external world at the same
time that he can accept his deepest, real, unconscious self.?

- Then what do we do? That is. the real questlon Maslow dxd not
Ieave us hanging. Hns advice? : :

'

In this process, the environment (parents, therapists, teach-
q ers) is important in various ways, even though the ultlmate
¥4 . choice must be made by the child: e ‘
' A. It can gratify his basic neéds for safety, belongmgness,
love and respect, so that he can feel unthreatened, autonomous,
interested and spontaneous and thus dare to choose the un-
known.

' B..It can help by makmg the growth choice posmvely
attractive ant less dangerous, and by making the regressive
choice less attractive and more costly.* ' -

Maslow’s own diagram in Figure 7° illustrates ﬁhis approach.

*

Vignre 7 -
ENHANCE . _ENHANCE THE
THE DANGERS . . ATTRACTIONS—~
Safety <—<PERSON >—> Growth
' MINIMIZE THE -  MINIMIZE THE

 ATTRACTIONS . DANGERS
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That is our goal—when we arrange learning opportunities, we
¢an attenipt to increase the safety and attractiveness of those choiges
that allow student growth as well as to decrease the safety and
attractiveness of those choices that prohibit studemt growth. Some

. ideds on how to do this are contained in the pages that follow. . .,
Two types of strategies will be outlined for the subfactors under
need. Ohe type of strategy deals- with how the content of the subject
matter presented relates to a specific need. The second type deals with
the process of learning itself and with how the presentation and
approach to learning, as falilitated by the teacher, enhance motiva-
tion with respect to a specific need. ' 8

‘Physiological Needs : - X

. Unlessthe basig physiological needs are met, learning becomes a
difficult, if not impossible, task because the student’s energy is
devoted to coping with the pain and state of deprivation- her/his f-
body is feeling. These basic needs are usually for food, water, air
rest, activity, sex, and sensory satisfaction. This is why properly timed:. -/
recess breaks, adequate provision for bathtoom needs, and even thé¥ —

/

availability of a water fountain can make or break any well-planned; = 7
learning aclivity. . ' - « :

Sleepy students are crabby and cranky students. Because their
blood sugar is low, hungry students are often restless and hostile
students. Students who are too hot or too cold usually have just one
thing on their minds and that’s the temperature in the room. Very
little motivation for learning is going to'take place under any of these
circumstances. These needs are so obviously within the basic rights
of the students that I don’t believée special strategies should be out-
lined for them. Humane consideration and whatever means are avail-
able are to be used to satisfy them or we can forget about teaching.
These needs must be met “before any concern for learning can' be
expected on the part of the student. o ‘

However, some physiological needs are not so patently obvious.
'One of the most easily missed and most often abused is the need for

" sensory satisfaction or, as it is more commonly known, the need for
stimulation. Thfs is a pervasive .need which constantly influences
student motivation. My respect for it isef such magnitude that it is
a major factor in the motivation model and will have‘the rfext chapter
devoted to its understanding and application. “Right now, we will -

& <
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" deal with some strategxes which relate to the other basic physxo-
logICal needs.

Stra‘tegy 1: When relevant select content, examples, and projects
that relate to the physiological needs of the students Any time we can
relate geography to what students eat, or, science to how. students
sleep, or soc;al studies to the air we breathe, or math to the energy
we need, we are offermg topics of basic interest to students, The

energy crisis is a coristant major news issue. This is becfuse it has to

-do with our fundamental physiological survival. A host pf sub;ect

areas can deal with this item of world concern.

. Whether we like it or not most students of various age levels
perk up and show significant interest in topics dealing with sex and/or
violence.. This again relates to physiological needs and, if-tastefully

‘presented, can influence student participatiort. Mother Goose, The

Brothers Grimm, and even Walt Disney could not avoid this in their
level of awareness. In fact, the point is not to avoid sexuality and

“violence in school subject matter, beciuse they are continuing,. ever- -

present forces in nature and human behavior, but rather to find
civilized and imaginative. means to alert students to their daily
influence. In this regagd I do not have a magic moral formula, how-

ever, use good taste in selection, and look for age and cultural appro-

priateness in the methods conveying these topics.

Strategy 2: t to' restlessness in studerits 'and relieve the
causes producing i##Restlessness usually implies two possible infer-
ences. First, it-is often symptomatic of some unmet physiological
need, and secondly, it is often the forerunner of motivation problemis

- such as disinterest, apathy, and pogr discipline. In the first instance,
it is 1mportant to recogmze that we become restless when a strong

need is impinging on us. Whether it be caused by hunger, lack of
sleep, oppressive heat, or need for a change, our bodies begin to
generate movement and seek relief. When students become restless,
we know-the subject matter is becoming a lower priority and their
attention will drift, opening the door for higher stimulation to distract
themselves from the need that is being felt. Misbehavior is more
shmulatmg and can allow for a dlyersmn to avoid feelmg thxrsty,'
uncomfortable, etc.

When faced with restless students, we are self- defeatmg if we
treat thls symptom with scorn, defensweness, or disdain. I have often
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heard myserf say in such instances, "'What's the matter with yéu? -

Why are you so restless?”” This kind" of questioning implies that the
students’ behavior is wrong and cuts off communication. The under-
lying. meSsage is, ”You shouldn’t be restless.” The fact is that they are
restless and it’s their bodnes way of- dealing with discomfort. “’Just
sit still anfpay attention,”” is another comment used so often as to
be cliché. ils insensitive to the students’ needs and, if obeyed by

the students, usually means they will learn, ‘at best, with distress.
- When students learn with pain, stimulus génemllzatlon takes place -

and gives them good reason to learn to avoid the subject. (Remember
staying up all mgﬁt to finish a dreaded college paper—J—how many
times do we retutn to that subject with enthusiasm?)’ '

To continue to teach as though we are oblivious to our restless
‘'students is foolishness. Eithet we are going to iiicrease the pppressive-

-ness of our classroomwor we are going to have behavioral ptroblems to

contend with. We might dimply 1nd1cate that we are aware of the
réstlessness and see what we can do about it. -For example: You
seem kind of restless and I was wondering what to do about 1£?" This

leaves respon51b1l1ty with the students, and we can hear thel{‘ Sugges-

tions. If the students can’t pinpoint the need or solution, we can play
out our hunches. (Maybe you need a break ... a drink of water .

somethmg more -active;’ etc.) Thns might be useful with younger or_

timid stuglents. : : -
Sometimes the need relates to something outsnde the classroom or
beyond our range of help such as a family problem or trouble with a

friend. For these situations we can have a private conversation and/or

- encourage ‘the student to talk with a counselor. If the student does

not want to communicate about- her/his restlessness, we respect that

right and can leave the door open for future assistance—e. g, “"Well
we can’t seem to get at it [the need], but if you think of it or feel you -

want to discuss it, I'll be available.” This leaves the student with a
sense of our respect and caring. ' ‘

As I write this, I realize how strongly I feel about teachers’

avoiding or discounting restlessness in students. I was an “enrolled”

student for 20 years, and tire number of times I or my fellow students=
. «experienced teachers who continued to teach—not changing a thing—

when we were’ obvnously restless is beyond counting. The discipline
‘problems that ensued are beyond counting, too. When 1 first became
aware of this “educator” who ignored oyr fidgeting, jittering, and
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agltated state, I could only 'deduce that thlS person was msensxtl@ to
- our needs. - : o IR - !
.Safety Needs SRR 4 .
These needs deal with the- ‘basic securjty of the mdmdual They '
are arrived at through a sense of stability and freedom from fear and
~ anxiety. They are partly made up.of the needs. for structure, order,
and reasonable limits. Stlidents as well as teachers want a safe, orderly,
 predictable, lawful, and orgamzed classfoom where the dangerous and'.
chaotnc do not occur. : - L
* Students appreciate and prefer a regular and orderly learmng
- environment where consistently- fair’ discipline allows for safe limits.
- for their behavior. If they are threatened by. fellow students and/or
teachers, there will be little motivation for learning but there will be’

high motivation to escape the threat. It is important to note ‘that many -
< tests have been passed and assignments completed, not out of a moti-

. vation tg learn, but put of a desire to avoid punishment. This is coer-
cion or negative -motivation. At best, it results in learning-directed
behavior of the shortest duration with future avoidance of the subject
matter. Its long-term effects are a repulsxon for school and 'learning
in’general. s

Students can be Enghtened into domg academlc tasks—but. prob-‘ .
. ably less so than 20 years ago. We can lower their -grades, fail them,
and take away their privileges in ordér to get them to study and
produce. But each year it gets more difficult to scare them at younger
and younger ages. We know this.and wonder why. “Why can’t we
make them fearn?” Some say. it is because students today are more .

disrespectful of authorlty or spoiled because parents; are too permissive .

‘and the culture is disinfegrating. Maybeé—but 1 don’t think so. I think
there are more than a few reasons, but I'll offer my top three. First,
I agree with Glasser and his concept of the xdentzty society® where
many young people today have been reared in relative affluence and
~come te, school with greater self-estéeem needs. Most of their safety
. needs have been met at home, and we just can’t scare them into
~ thinking that if they don’t learn,. life is going to be unbearable and
their futures ruined. Their daily life does not phenomenologically
support such impending threat Secondly, they are much more aware
through television, their parents, and other media that they have a
right to be treated with decency and not constantly threatened. They .

.
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_just won’t take the abuse as easily as we did. 'And thirdly, their
parents have been through the fear system of education.and don’t
"support it. Few parents tell their child to do “anything’ the teacher
- says.” They have, and they know it hasn't helped. As"teachers, we .
have lost the.mythology of being virtuous, expert, and infallible. In
light of -this, it is self- defeating to follow ¢oercive tactics with students.
We need to guarantee our own safety by fmdmg other ways Yo enhance

. student motjvation. .
With students being less apparently frlghtened into }earnmg, we
may be seduced into thinking that they are less anxious. I -doubt it.
Unfortunately, one of the things we lose with.-our innocence is our
: wxllmgness to expose our fears. When-an infant is frightened, she/he
does not hesitate to display her/his 1pprehensnon As we grow older
we increase our inhibition to show that we are frightened. Bemg
mature and adult also means being better able to disguise our reactions
of dread and dismay. As students grow older, they are less likely to "
show their vulnerability. They may go through long periods of anxiety
‘before they indicate their dxsapproval They may be disobedient, be
uncooperative, and do poorly ylearning . with feelings of an ety
that are- 1mpercept1ble to us. only Know that they didn’t do’ the
work or ‘are not ‘learning. Because of our own frustration, we can
easily remain insensitive to how they feel. We may not be able to
make them study, but we may be able to make them suffer. Our
sensitivity,and willingness to abandon coercive tactlcs can effcctlvely
help'to rec?\ucg such feelings. s

y -

Strategy 1:When relevant, selectcontent examples, and projects |
that relate to the safety needs of the students. One of the main goals .
,of education is to use knowledge to neutralize fear. We are' less. -
frxghtened of llghtmng because we kniow something about it. Students
at'every age level are naturally interested in learning about things that
can reduce their everyday fears. For young children this often has to
do with such elements as thunder, fire, storms, the dark, etc. Every
good storyteller knows this and uses these ingredients to spice the
tales she/he narrates. Young children loye spooky stories because they-
verge on the unknown that needs to be/known.

With older students, peer relation, travel, securing mdependence ;o

' getting a job and vocational interests, and family relations are subjects
that naturally™appeal to their desire for greater security. The main
thing is to find those areas of concern specific to students safety needs

N e




= and to employ them as an enhancement to.what is being taught from
< math to mysticisms- A guide in this area might bé to simply ask stu-,
.dents in an’ informal manner what worries .them. Then use this
information to enhance the subject’ matter at *hand or* to’ create the

foundation for projects and assignments.

+

: v V.
Strategy 2: Reduce or remove components ‘of the learning en-
5 "~ vironment that lead to failure or fear. Most‘of these suggestions have .
" been c{oVerec\l_,"_fmdqr the subfactor of "’Attitude Toward the Subject and’
‘Learning Situation” which was discussed in the previous chapter.
However, I would like to emphasize a few of these strategies and
‘add some n_ev* ones. . .. ‘

”

.. 1. Avoid creating any learning situdtion that leads a student to

- a sense of failure. 1 strorigly agree with Glasser that student failure
serves no positive purpose.” It may tell her/him what she/ke can’t

do or allow for a comparison with other students, but its side effects’

- - . of negative self-concept, anxieby, and lowered motivation far outweigh
" "any sense of benefit. This doesn’t mean %at students shouldn’t experi-
ence mistakes, limited achievement, or bven lack of completion, but

it does mean they can learn from their mistakes, find out what they
need to learn, and continue to progress if so desired. Our verbal or
“nonverbal message to the student is, “No matter how well you do, I
will help you to learn. I will not give up on you. You can’t fail. You
can only $top trying.” Failure is phenomenological. We only fail when

. we accept this position ourselves. We can stop doing things that we are
unsuccessful at when we have other needs or goals. Whether that is
failure or good judgment is in the eyes of the doer. Our goal is to ‘

- encourage intelligent choices based on reasonable judgment by our
students. - : o

-

2. For skills and ‘convergent learning processes (known and
agreed-upon information or knowledge), use a mastery approach.
. Mastery learning considers individual student, differences in learning
rates and assumes that most students can master at least'a minimum
evel of learning if given enough time. Tests are used to -diagnose
nd instruct, not to discriminate. Competitiveness and’ normal curve
grading procedures are eliminated. The’principle is that students are
 better off if they are taught less, but thoroughly learn what they are
taught® g B * .

\
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3. Make sure the student- understands the academic expectancies

and criteria for evaluation on any test or unit of ledrnjrig. For mogt of
us, the first day.of any college course brought an inquiry’ about, “What
do I have to do and how do I have to.do it in order to pass-this

class?” When we received clear answers, we were relieved or mare

~ anxious, but.when we received inadequate or ambiguous . responses, :

we were definitely more anxious. This is just as true for°third graders.

secure about learning. .

IS

4. Act to remove. or eliminate uny aspects of cultural or racial’

discrimination. In. this respect, we must be sensitive to our students,
. our materials, and most especially Ql's_elves__ o e

a. Do we accept and respect all students in our classes?
. . : N ~
Do we have fair standards and expectancies for all students?

c. How aware are we of our own prejudices? How .do they
affect us? o o :

With integration and cultural pluralism, our schools are the living
environment for social change. As teachers, we can model attitudes
and behaviors that enhance relations in our classes by showing
acceptance and fairness to all groups of students, or we can perpetuate
institutional racism which denies the basic safety needs of minority

students. I do not know how to briefly provide the best guidelines for -

- this endeavor, but I suggest Gertrude Noar’s ‘The Teacher and Inte-
gration® as an excellent reference. oo '

5. Use a discipline approach that is fai;, student accépled, well

understood, and consistently applied. There are many different philos-
“ophies and theories of discipline. Gordon, Glasser, Dreikurs, Dink-
meyer, and Krumboltz have produced comprehensive models to follow.
Theé central idea is to safeguard the learning process so that students
~ ¢4n live and learn in an a't'mq.sphere that is secure and relaxed. We
/‘are the persons legally responsible for facilitating that atmosphere,
* and whichever theory or combination of theories we apply will depend
{G\our values, students, and situation. Probably the single most

important criterion here is consistency. When students_cannot have

e assurance that we maintain a regular, and harmonious approach

o disruption and’ problems, their world becomes constantly unpre-
ictable and chaotic—no longer safe to learn in.
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- vulrierable and take the risk of making a request.

* for insecurity is not knowl#\g when or how to act arou

1

1 Strategy 3. Create a leammg envtronment that ts orgcmized and o

orderly One of. the easiest ways to make # person psychotic is’ to
make that person dependent on someone and then to have that some-

_ one treat the person in a totally unpredictable manner. Students need .

a sense of routine and orderliness'in their daily- living. This reduces
stress and provides the energy. necessary to make choices for leading - -
i responsnble life. However, we must praceed cautiously because -
routines can become ruts and the need for safety. a compulsion that
avoids positive learning and growth. What is advocated here isthat
each classroom should have a regular procedure by which materials
are received and shared, by which students know how to cooperate, _

" by which grievances are aired, and by which basic.order is maintained

and éach student’s rights upheld. This does not mean that learning
should not be imaginative, exciting, or sometimes even unpredictable. -
The routines and organization provide the foundation from which the
student can mentally, emotionally, and physically leap into the process

. of learning, just as the floor provides the foundahon for every dancer’s

step and graceful creation of motion.

Strategy 4: Don't expect initiative and self-discipline from.inse-.
cure students. As a student I have always been amazed by instructors
who on the first day of class asked, “Well, what do you want to learn
about (new subject)?”” This question was usually greeted by throat
clearing, shuffling feet, and anxious silence. Who knows what to ask’
for on the first day of class? First of all, trd?’f isn’t yet established
between the teacher and the students so very few are willing to be
condly, the teacher
s/ seen -as the expert and most students want somMe guidape. And .
lﬁlrdlry most students aren’t familiar enough with the/subject to know .

‘what to ask for. I won’t belabor the point except to
given topic
or situation. Initiative and self-discipline at any age level emanate from
self-confidence. Teacher expectancies for these assets only put insecure
students in a double bind that mare severely threatens their safety

‘needs. (This is one of the most dominant errors I have witnessed in

new and-well-intentioned teachers.) . .

Strategy 5: Introdt«ce the unfamxlmr through the famjliar, If
you're starting a new topic, connect it to the last’ topic studied. If
you're begmmng a new skill, compare 1t to a skill already learned by, ‘
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. your stydents. If you're trying a more complex lesson, dém'&nstrate
. how it relates to a more simple one. This makes the 'studerjts feel
safer, mq $ COnTidqnt, and, theréfdre; more “willing to r'isk'v'ldf:"xgrning.‘
‘,Whene\_/;éf;;p‘eoplejanti.cipa,tc new -expériences, they usually ask {‘like”
questions:“What does it taste like?”” “Who does he look like_?""’,f;x_/\lhat
“does it fgel?;}l'ike?," This helps the person to assimilate the poiéntial -

- experience with the known past and to feel more secure. 'bOthfatth]pt- o
ing it: The. game .is -true for building 'initiative in ndvel | learping

" situations, © ¥ T : ' [ N

T 3
‘Belongingness 4nd Love Needs' ' o [‘
These needs njake up the pefsoft’s innate desire for affectiorate
relationships and for a place .in the group with an accepted id.en't'i;ty.
For students this means that they can feel respected and a part of the .
class, giving an receiving genuine affection among their fellow stu-
dents and teach"y,.'s. ' ‘ :
Loneliness, a‘vu’ent‘l’tioh,-rejecti’on', and rootlessness are the feelings
of students Whose-’_belqngingpess needs are unsatisfied. We all crave
a'sense of territory—someplace we cari'go and be ourselves and be
“accepted for ourselves. Stydents want friends in school and something
to join and form their sense of self from. To me, school spirit is a
primal herding instinct, and school teams and activities are the func-
tional symbols arounchwhic-h; We flock and relate. - ! o
The need for afféctioff.‘.ié probably stronger today among our
students ‘than in previqus y#ars. Due to our mobility, breakdown of
traditional groupings, s'c"t‘att!e;;r of extended families, and steady urbani-
zation, our young peoplé come to school with more of fhese unmet
needs than ever before, The strong and pervasive adolescent subcul-
ture is only one symptom of the trend. It is a reality of our times to -

A

which we as teachérs must respond. : -

~ Schools have been'establishéd as pléces of‘learr{ing. Both formally =

and informally this usually means cognitive learning—-reading,: writ-
ing, and arithimetic. The sociaIi’zat'iQn of students and its related ti\es/
* to friendship and a sense ‘of belopg'ihg are generally seen as secondary’
“goals. Our primary grades ofter, stress.the love aspect of éducation,
but as the student grows older, e say that we have to_""get down to

. “business” and begin a continual: evolution toward competitiveness,
specialization of subject matter, and Smphasis on grade point averages.
To some extent this is related to tlﬁe;basic safety needs of graduation,

Lo
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job security, and college entry. | can understand this and accept its
powerful appeal to parents add social leaders. However, while students
ase learx‘\g',‘ they cannot cdnstantly relate to these future-oriented
needs. They require a contirjuing sense of identity and kinship among

their peers. The research o dropouts strongly supports this view. '

"I have come to have sui‘h respect for this position that I consider
affect (emotional climate) a5 a major motivational factor during learn-
ing and will discuss it at length in a future chapter. Presently we will
deal’ with the need for belonging on a more individual basis ‘as it

relates to motivation. .

Strategy 1: When relevant, sclect content, examples, and projects
that relate to the belongingness and love needs of the students,

1. Whenever possible, use examples with which your studeils
can identify. Instead of “'Dick and Jane” or “two boys” or “a woman”
or “some adults” or “group of teachers” as characters in a figurative
example, use names of students from your class, or place characters
in ¥he same grade or age level as your students, or offer relatives such
as parents, uncles, aunts, and cousins, as well ds familiar teachers, to
illustrate instances of behavior for the subject taught,

2. Use the familiar—local neighborhoods, resident cities and . )

" states, recent movies, television programs, and media presentations,

as well as popular-sports figures and rock and movie stars—to vitalize
projects, case studics, and sample situations relative or analogous to
subject matter. . ‘

3. Make sure that the books, mater s, and examples employed
in cluss positively represent the ethnic and racial composition of the
students. When relevant, invite local personalities who represent such
groups to talk and work with the class. '

4. Gain a sense of the socialization ;n'vf("n"ri(‘vs of your students,
Use examples of friendshigy kinship, family, romance, dating behavior,
loyalty, and compgitment to accentuate topics, examples, and themes
in_ any subject matter. Charlotte’s Web has done it for children,

Catclier in the Rye for adolescents, and Love Story for college

students.

In all of the above suggestions, the main idea 1s to constantly
ask ourselves, “Is what I am offering my §tudents something they can’

J
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identify with?” If the answer is Yes, from the students” perception,
motivation and involvement will be difficult for them to resist.

Strategy 2: Increase or create components in the learning envi-
ronment that tell the student that she/he is wanted and that sxgnxfcant
, others care about her/ him

1. Learn and use the names of your students as quickly as pos—
sible. We all enjoy being called by our names. It is probably the quick-

est and most instantaneous form of recognition. My personal goal in'

this respect is to learn all my students’ names within one week. (I
actually have to study to do this, but the satisfaction of my students
and the payoff for initiating good relations are 1mmense) It is just as
important for students to learn each other’s names as fast as possible.
Name cards or mixer games can be used for this purpose. These
strategies are found in most human relations and communications
textbooks.

2. Interview each student personally. This will help you to bet-
ter understand her/his goals, needs, personal lifestyles, and family
situations, as well as hobbies and interests. Consider the beneflts of
such a discussion: , 1 ; '

a. Each student will have a face-to-face coma& with you in
which she/he can relate beyond academics. ‘

b. Each student will know that you know her/him better as a
person, and will also have a sense of you as an individual,

¢. This interview will affirm your L.mng, .m,l_w/olvement with
each student. -

d. You will probably give cach student an experience that she/
( he has had with few teachers. This is often enough to stimu-
late a sensetof reciprocal commitment. '

It is important to remember that the interview should be llght
and not an interrogation or prying into personal matters. If you can’t
find the time, construct a personal data questionnaire, and use it to
understand and share information that enhances the social atmoqphcre
+of your class.

4 : v
3. Keep 5 X 7 cards for ecach ct‘uduxt Record “highlights” of
her/his academic achievements, personal satisfactions, goals accom-
plished, etc., and specifically refer to these points in conversation and




working relahonshxps with students to concretely ‘accentuate the
posmve and build morale in times of stress and difficulty.

4. Celebrate student birthdays, send-get-well cards, bring spon-
taneous treats, and do the "little” things that show you care. To some
of us this may seém trite, but I believe that no single act or few sig-
nificant behaviors give students a sense’ of affection. Rather it is an
accumulation of small kindnesses, minute acknowledgments, and
touches of warmth that tell’students that they belong and are wanted.

Str_ategy‘3: Designate classroom duties and responsibilities in
such 'a way that each student becomes a functioning member of the
group. With student consultation, rotate roles ‘of leadership, tasks of
assistance, commlttee work, and privileges to give everyone a chance.
This becomes a dynamic system by which every pupil can feel and
act out her/his role. A class is analogous to a family in which every
member has rights, responsibilities, and privileges. Unless these are:
totally shared, someone can become a minority, withdrawn and for-
gotten. It also pmvxde«; for the giving and receiving elements necessary
to a healthy group. :

Most yearbooks are a striking indictment against the social proc-
esses of high school. A few people. dominatethe pictures, appearing
in most of the club, team, and council pictures, with the rest of the -

. students part of the faceless masses in group composmon for each
grade level. We defend this by saying that most kids are "followers.”
Yet, the system we design can allow for more participation, especially
at the Llaeb/oom Tevel. Our responsibility is to create an environment
of partxefpahon—~(o make it difficult to be left out. (I will treat this
moré comprehensively when discussing the group dynamic in Chap-
~ter 5. Also refer to “‘Attitude Toward the Teacher” in Chapter 2 for
‘more strategxes to enhance each student’s sense of belonging.)

Esteem Needs

' According to Maqlow, esteem needs may be divided into twq
“types. The first group emphasizes self-respect and the inner desire
for strength, achievement, adequacy, mastery, competence, confidence
“in the face of the world, independence, and freedom. These needs are
self- reliant and based usually on personal standards and values. The
. t.egond group of esteem needs are more other-directed and related to
estcem from other people. These are prestige, status, fame, glory,
dominance, recoghition, attention, importance, dignity, and apprecia-
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tion. Maslow has cautioned that this set of esteem needs, although o, AN
very powerful, is more dangerous; these needs can lead to severe
dependency on others, make the self more prone to manipulation,
and encourage an unpredictable and false sense ‘of self, as well .as ,
" distort and impede acceptance of the self. He sees the most healthy
self-esteem as based oh deserved respect from others which comes as
a result of our real capacity, competence, and adequacy for the task.
For students this means that their motivation will be facilitated by
helping them to gain-a realistic awareness of their strengths and by
allowing them to responsibly achieve and develop an honest sense of
personal effectiveness and reasonable independence.

~Students will no doubt continue to be motivated from a- des:re to
gain status,. attention, fame, and approval. We would be unwise to
deny or dismiss-such aspirations. How these *needs are encouraged
and what relative importance they have to those of ‘self-respect are
the crucial considerations we must make in influencing student moti-
vdtiore My suggestion is to relegate the other-directed esteem needs
to a secondary- role and to make studertts aware, by our own teaching
and modeling,” of the seductiveness and limited potential for self-
growth that these needs foster.

Because I regard the need for competence as crucial to student
motivation in any learning situation, I have placed it as a major moti-
vational factor in the model. The relationship of competence (as well
as achievement motivation) as a process in teaching behavior will be
fully discussed in Chapter 6. For now, I will treat this and the |other
self-esteem needs as factors related to the content and introddction
of subject matter.

a

Strategy 1: Offer the opportunity for responsible attainment. of
“learning goals that affirm the student’s identity or role. Under . the
- need for belonging, we stressed the importance of strategics that
* accepted the student’s identity. Now we want to encourage strategies.

that allow the student to enhance her/his identity through responsible”
learning. This is the meaning of that educational jargon constantly
thrown at teachers under the cloak of “relevance.” Relevant subject
matter is anything we ask students to learn that helps them to achieve
goals that support their identity. If I see myself as a future car me-
chanic or athlete and if T am asked to study engine maintenance or
the relatlomhlp of running to physw I am receiving a relevant cur-




4

riculum. I am studying about somethmg that is 1mportant to the goals
my identity offers for me. 3

In presenting any subject matter to students a guiding question
is, “What do my studénts see themselves as, and how can I offer this
in such a way as to relate to or enhance that identity?”” Another
equally important question is, “How can my students’ learning of this
make them more effective at what they are or what they want/to be?”
That is why you are reading this book, You don’t want 46 be just a
teacher. You want to be an effective teacher. N

Strategy 2: Offer'students subject matter, assignments, and learn-
ing modes that appeal to and complement their strengths and assets.
We don’t learn with luck. We learn by employing skills, knowledge,
and experience gained from previ'oixs learning to new learning. It is-
much better to flow than to push. On a day-to-day basis our goul is
more likely$o be to make the “leap of learning” into a small step. In:
order to dgf this, we have to know our students’ capabllmes They
‘need to kfow them, too. When introducing and initiating a learning
activity, fome dxscussnon With the student as to how this experience
w1ll build on and be related t6 her/his current abilities should enhance

ediate involvement. :

vtter in such a way that it
flearner and as a pérson.
et } k)

7 this means provndmg sq&b) ;Ffatter that allows the stu-

B Vde‘nt tofrealize greater self- Juffxcnéncy .nd sclf-deterimination. When

- 'sfudeRty can leaeti to live, and realize that they are learning to live,
a most\exciting event 1 h.\s‘; occurred. ReadiNg literally opens the door
to every library\in the nation. Math helps us to buy groceries, keep a
savings a / and” budget our money' for the things we want.
Understanding a map makes travel more possible. Learning is for
owning our lives, for being able‘to depend on ourselves, for ‘making
us what we want to be. Every time we show students, “even in the
smallest fashion,”” how this is possible, we appeal to their basic need
for independence. In fact, if we cannot see how our subject matter
can do this, it is time to reconsider its value.

Strategy 4: Plan activities to allaw students to publicly dtwpluy
and share their talents am#l work. No doubt the attention, recognition,
and appreciation of fellow students and others will enhnnce motiva-
tion and effort. However, the emphasis need not be on competition,
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comparative evaluation, or awards which stress winning for student
performance. Rather, the emphasis might be on sharing, gaining feed-

back, investigating, appreciating uniqueness of style, and understand-

ing personal differences. Every serious artist wants her/his work
published or publicly displayed for many reasons. Recognition is cer-
tainly a part of this motivation, but so is the sharing of insight—the

. awareness that public acceptance affirms and gives credit to the talent

and beauty of the artistic endeavor and that,the feedback and criti-
cism that result allow for further..evolution {of the person’s growth
as an artist. ‘ '

Students have similar esteem needs and can meet them by having
their work available to other students, -parents, and fac_uliy through:

1. Oral presentations. Sl
-2, Public displays on tables, walls, and bulletin boards.

e 4 . T
3. Chalkboard demonstrations. ‘

4.. Discussion processes. b
5. Role playing,.

6. Fishbowl techniques (a small group of students works or
relates among themselves, while the rest of the group is
circled around them and observes them).

)

Collected publication of students’ work in a school or “(lass-
room”” book, newspaper, or magazine.

8. Photograph collections, ot student activities  field trips, or
. projects, ’

9., Films, slide presentations, and audio or audiovisual taping

of student performances.
—

10. Open-house activities that invite community  participation
and observation.

Again, the emphasis for all of these suggestions is on deserved
5 3 58

respect which comes (rom the appreciation of others for what students |

do—and not the manipulation of competitive structures or a contest-
like atmosphere.

The Need for Self-Actualization )
These needs are found in a person’s desire for selt-fulfillment.
They are the internal strivings within tach person for those activities

L]

-



that allow the individual to experience her/his potential and to be

what she/he is—or is capable of becoming. These growth, needs are

‘most readily - met by learning that is intrinsically rewardmg (the doing

of the activity is in itself satisfying). For children this-emerges at its

earliest stages with behavior based on curiosity, explorahon *d
' creativity. :

Even though the prevnously dlscussed deficiency needs are to be
met before these growth needs can fully emerge, the need for self-
actualization is often present on a partial basis. Physically well, dafe,
accepted, and respected students at any age will show their need to
explore and create. The goal is to establish, as often as possible, those
conditions within the classroom to maximize and enhance the learning
choices based on growth needs. When such an atmosphere exists, we
can make learning attractive; we can minimize the danger around
learning, which is intrinsically rewarding .and - mvcsted in the self-'
actualization of our students. o

“Learning for the sake of learriing” is an old cliché¢ which as a
goal for teachers may seem too idealistic with today’s students. Yet,
it is the fundamental principle behind intrinsic motivation and self-
actualization. That it is rare does not mean that it is impossible. It is
a basic purpose of education for which what we do-has meaning.
Without ntx teaching is merely trammg—no longcr an art or a pro-
fession. ‘

And now the pr.\ctic..\l.

Strategy 1: Irovide students with the opportunity to select topics,
projects, K:d assignments that appeal to their cRriosity, sense of won-

der, and Need to explore. The way to begin is to ask ourselves what it
is.about the subject matter that we teach that still produces within us
a sense &f awe and continuous. inquiry. Once we know this, we can
: tran‘l.\tv it into a conversation and mutual discussion that appeals to
the phcnomcnolog,u.\I world of our students. T will hy to illustrate
¢ this with a “stone.’ ‘

If I were to be with a group of elementary students and. simply
pick upa stone, [ could begin to ask: “How old do you think this is?”
”thr"g' do you think it came from?” “How might it travel to get
here?” “Who or what may have used it?” “For what purpose?” “What

might h,\ppcn to it "after we leave?” “ls it lifeless?” “How was it
made?” “Why does it have color?” “What does it remind you of?”
“How could we use it?” “Should we leave it?”” And more.
\
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‘Or | might just say, “What.a dumb looking rock,” and throw it
away. C e
Curiosity and wonder come from our imaginatior and emotions.

They are produced by us for us. Theﬂy-can be ‘1earn({d and expanded

or blunted and retarded. Nothing is mysterious until we touch it with
our minds and feelings. All students have this capacity, but it is a
‘capacity that is only realized under the proper conditions and facili-

- tation.-

Another approach is to find out from students what currently
appeals to their curiosity and explorative nature. Then use this infor- -
mation to create topics and learning activities for their choice. Some
helpful discussion questions might be:

What do.you like to fantasize about? ‘
' {Vhat's even scary to just think about? ’

What seems mysterious to you?

*

If you could choose anyone to have a conversation with, who
‘would it be? What would it be about?

What kind of books, movies, or television programs make you

think?
Write the five questions you would most like to have answerbd,
What would you like to do more often, more intensely, e}c.?
What would you like to kitow more about?
What about the future seems unpredictable?
What about the past scems strange? )
Imagine a beautiful moment. What is it? What happens?

What's the best tl—1iny, that could happen to you? - \
- :

What makes you gyl

A

Strategy 2: Encourage divergent thinking and creativity™in the

learning process. Creativity is'a way of thinking and acting or making

something that is original tor the individual and valued by that person
- . . . 2 . .
or others.'t Divergent thinking is a process of exploring and consid-

’
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~ ering many possible solutions or anlswers to. a problem or question;
convergent thinking results in only a single solution or answer. If a
stut%int is asked to give a specific date for a war, she/he wll have to
think convergently, but if the student.is asked to discuss possible re-
sults of the war, she/he will think divergently. Divergent thinking
stimulates creativity and meets the need for self-actualization because
students have the opportunity to consider possibilities, explore their
unique perceptions, evaluate their thinking, and expand their aware-
ness. , , . -

~ Students enjoy playing with ideas, exploring their interests, and
'1nvent1ng things, both concreté)and abstract ‘We can facilitate their

“need to actuallze” by:

1. Providing free periods when materials and books are avail-
able to students to follow their own pursuits.

2. Accepting notions: of intuition, guessing, and estimation in
learning as valid means to approach problem solving. \

3. Acceptmg fantasy as, a way to explore the known and un-
known. ) -

4. Allowing students to go at their own pace and “flow” in
learning activities they'a e excited about and interested in. (We feel
this when “we can’t put a\book down” or “hate to leave” a concert, a -
dance, a party, etc. It’s the feeling of being able to go on and on and :
on—one, of the sheerest pleasures of learning.) : ?m

5. Lettmg students - fx;,ure out their own way of doing thlngs'
when they prefer to.

{6 Asklng questions that begin thh ;ust suppose (Just suppose
‘there was no money. What would we do?) or imagine that (Imagdine
that you could advise the president. What would you suggest?) or
what would happen if (What would happen’if time didn’t exist?) or
inHow many different ways (In how many different way® could you
show people that you cared for them?).. ' A

7. Sometimes making work playful and leagning artistic and
thinking emotional’and not always falsely separating one from the
other. (I don’t have an easy “how to” guide for this suggestion, but
["do know how I do it for myself. I take the most tedious thing I -
have to teach and concentrate on making it fun. Sometimes this is -

T
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* very difficult and demands much planning, but I usually can do it.

And when I do, I know I'm home free, because the rest is possible.)

Strategy 3: Provide the opportunity for self-discovery through
freedom of choice in the learning situntion with emphasis on problem.

.solving, experimentation, and self-evaluation. Some part of any cur-

riculum can be offered to students “to learn about themselves by
learning about something else.” They are to choose the topic or project

‘to insure self-commitment. After this criterion has been met, there is

opportunity for exploration, iftvention, and/or experimentation in
the process so that they can test their insight, hunches, and feelings.
The project can be open ended(so that they can feel their own. power
of completion or the right to syy Yes or No to their own learning.

- Finally, they are to establish their own criteria for evaluation and

acceptance, giving them a sense of their own standards and satisfaction.

. In"this enterprise we take the role of consultant. We can give them

knowledgeable information and suggestions but no “‘hassle.” A log .
or djary may be kept to record their feelings and sense of progress.
This project can culminate in a discussion with the student to deter-
miné what she/he has learned and to explore the meaning that this
process had for her/his appreciation of her/his potential.

In any self-actualization—related activity, student impulses are
desired and welcomed rather than rejected and feared. ‘With self- -
direction, student self-understanding is fostered by active problem
solving in which the best preparation for the future is living in worth-
while involvement in the preseiit. Studesits are not asked to be what

'other people want them to be but to be what they have chosen to be.
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" a piece of stimulating writing. Tel

A, . .
“and love to engage their viewers

“attention, momcnt.\rily inchasL our in

Chap‘fer a Stimulation: -
"~ Continuing What
Is Worthwhile .

“f
A

T he man is snttmg alone at a

campfire. As the flame dwindles, the scene moves to the bushes .

and trees behind him. A twig snaps and leaves rustle. A large

dark figure appears and immediately disappears. In the back-

ground an eerie throbbing sound begins to grow louder and
louder. As the scene shifts back to the campfire a strong wind
emerges taking the last glimmer of light from the fire with it.
All is shadows with only the sound of erratic human breathing
and whistling air funneling from a darkened core. And then . . .

- Stimulating? ‘Attention-getting? Scary? Why? It could be the
beginning of a myriad of television programs and motion pictures that
our culture currently “enjoys’’ as entertaining. My goal in writing this
paragraph was to gain attention 3 d excite—to involve the reader with
vision and movie directors do it
Led flashes of adventure, mystery,
ind “hook” them at the bcginning

consistently with “‘teasers’’—fast-p;
of their; programs nnd films.

A}

to accentuate what is seen. These “tthsers” are planned to get our
| vement and make us stick

i

=&
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beginning. Even local news programs begin with this format—only
this time it’s that happy-go-lucky trio of buddies: the newscaster, the

sportscaster, and the weathercaster who gleefully look at one another-

as they introduce the highlights of their broadcast with folksy humor

"and then assault us with the tragedies and thunderstorms of our

daily lives.
But is this what education should become? And does stimulation
snmply mean excitement? Yes and no. Yes, sometimes learning can be

exciting, and we have much to gain from understanding the methods

of television and movie: programming. However, to be consistently
exciting is not a goal that I advocate for teachers. We are not in the
entertainment business. And to be constantly exciting means to be
continuously “ony’—to be playing a part, carrying on a role, or

. orchestrating a series of images and limiting the real conmection with

our students as persons with feelings, vulnezability, and human needs.
In fact, constant excitement may be detrimental to student motivation.
It may keep students in a passive, recipient state as television often
does, leaving the student lethargic and dependent on someone to make
life exciting. It may blur thinking and prevent scholarly questioning
and reflective thought. It may even prevent student interest from
developing because its pace carries the participant through the activity
before the student can develop any involverent. withfu it. :
Shmulatlon can and should be many things. It can be exciting. It
can also be interesting and frustrating. While it may stir, spur, and
mvngorate, it may also tingle, trouble, and irritate. To put it collo-
quially, ”it's a mixed bag.” Essentially, and by definition, it is an

optimal change in a person’s perception or experience with her/his. -

environment. In my opinion it is a human physiological need and basic
to any continual involvement in learning. Stimulation has to occuur to
sustain student learning behavior. Students will begin many learning
activities because they feel they need them, or because they have a
positive attitude toward them, but they will not continue to attend and
be involved unless they find the learning stimulating. If the learning
is not stimulating, they will be distracted by something more stimulat-
ing—a friend, a mischievous act, a daydream, etc. In many ways,
school is nothing moge than a setting where different forms of stimu-
lation compete for stiident attention. When the stimulating is done by
the teacher and is abproved by the principal and the community, we
call it “learning.” When the _stimulating is done by other students

83 |
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and is not approved by the principal and the community, we label
it ”a discipline problent, : o oL

Gtimulation is hatd to put a finger on. Like morality, it tends to
be relative. Just as what is right and good for one person may not be
so for another person, fvhat is exciting and interesting for one student *
may not be so Tor another student. What is stimulating to a person -
is'a function of the pergon’s developmental stage, cultural background,
experiential history, pfevious experience with the stimulus, and expect-
ancy for the situatioh. With 30 stitdents, there are 30 possibilities.
No wonder teacherd age just thinking of the word!

It is' ironic that the need for stimulation, whjch is so basic and
profound for people, is also rate in our individual abilities to stimulate.
- Who can command the attention of everyone? Who can for 30
hours per- week sustain the interest of 25 people? Thisp is the average
class. It is not easy. The ability to consistently' stimulate is so uncom-
‘mon in our society that I think it is reflected in our basic economics.
The highest salaried people in this culture are.our entertainers, If
what we are willing to pay is a barometer of what we need, they who
can stimulate the largest numbers receive our dollars as well as
our devotion. ' '

What then are the possibilities for festkers to be mote stimulat- .
ing? Good news. There are quite a few. However, there are very few -
general rules that give consistent specific guidance. One that will
permeate all the subfactors and stratepies that follow is to match the
learning process (whether it be materials, activities,’ assignments,
questions, discussions, etc.) with the cognitive, emotional, and physi-

_cal-motor levels of the student. This principle is based on the work
of Piaget, Hunt, and other significant learning theorists, Stated in
more SimPlli__ﬁed terms: Students are usually interested in anything
that is a bit more novel and/or difficult than what they already know.
If they experience something that is too new or is too difficult or
unfamiliar, they may be confused, frustrated, or frightened. If they
experience something that is not new or is too simple or merely
repetitive, they may be repulsed, bored, or restless. Graphically this

. may be illustrated in Figure 8, ,
For example, if an average fifth grader says that her/his favorite
subject is animals and we give this student a college text on zoology,

she/he may be enthusiastic during initial attempts to read, but
will soon bog down and probably compensate by looking at the

84
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"_pictures_' b,efof%’rgstmtion and, '}‘cgmfusion\scts in. If we give the
“student” a bool%‘%bn animals > wrfltep at the- first-grade level with
. sentences such as, “See the:dog,"“Pd, “Isn’t the cat cute?” making

"up",th,e"‘tejxt, she/he will*easily becde.bored or perhaps be offended
by its simplistic nature. A book oWanimals written at the fourth-,
fifth-, or sixlhfgréde'levell,'st}:ouldmaintain the student’s interest,

-7 In a similargveiy, if a pafson vwho is accustomed to putting 150-
piece puzgles toflether is asked.to put a’1000-piece puzzle together,
this person ¥ feel ove,rwh'ehﬁpd and confused. If this same person
were given a 10-picce puzzle, she/he might easily feel bored or re-
pulsed by its clementary’ stpugture. However, this person should be
interested in working on a 200-piece puzzle. :

If I give you another one of these examples, you will probably
becorhe bored so I will stop. "

Another "rule .of thumb is that there is usually an inverted
U-shaped relationship between stimulation and performance. I have
modified a model created®by Korman' to illustrate this concept in
Figure 9, . .
' What this means is that students thinkuand work best on assign-
ments, projects, and learning ‘activities whcn(-thcy are moderately
stimulated. If there iy.too litthe stimulation in’ the learning activity,
they will be casily distracted so-as to increase their stimulytion level.
I maintain that discipline problems arise mora& from the need for
stimulation than from :my evil or immoral source. If students are too
highly stimulated, they will dissipate energy and attention to lower

their stimulation’ level so that theyy can concentrate on the task at’
A / \ .
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The inverted.U-shaped relationship
between stimulation and performance. .

" Performance Adequacy

. ) Optimum . < -
Low ) ot (Moderage) "+ High
. Stimulation " Stimulation ;. Stimulation
’ . Level , ' Level 0 Level .
‘Some behavior will . Optimum attention - Some behavior will
S . be devoted o , pan‘lls‘:o task e be devoted to
increasing stimulation ~ demands. «decreasing stimulation \\
level as’well as to y - . level as well as to

X task demands. _ . S task demands.
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hand. I\t\1s no surprise that college students take tranthzers before

_ final exams and that high school students can "‘chqke” in competitive

Kz ",academlc as well as athletic cornitests. Giggling, talking’ loudly, biting
pencxls shaking legs, dropping bdoks, and taking deép ,breaths are

. **  common methods that students jse to decrease the extra tensxon from
~ -+, overstimulation durmg tests report gwmgs oral exams; and argu-
- 'mentatlve discussions.’ ’

Probably. a* vital z\g& relatd atmosphere is ﬁt for optlmal
performance on legmmg tasks. However, we are not always "seeking
“optimal. performan ce” in éducahon Sometimes. we just want to have
fun, release energy, relate to one another, and share emotions. High
stnmulatlowmay be an éltcellent facilitator, but dullness and boredom \

- . are seldom partners to any'thmg of value




The ways in -which we introduce and connect our learning
activities are pinpoints of potential stimulation for students Let's

take-a closer look at- thls never-ending teacher function.
LN

Introduction and Connection of Learning Activnhes -
One way to view daily education is to see it as a ‘unit with many_

* subunits or as a game with- many subgames or “plays.” Just as a|

baseball game has innings that are divided into outs and even strikes
and just as a football game has quarters that are divided into downs

and plays, so a classrogm learriing unit has topics divided into sub-
1

“topics, presentations, discussions, questions’ and answers. Each
these particular. learning’ activities is enhanced when properly intro-
duced and connected to previ future learning activities. A
teacher - may easily introduce t 15 subtopics or learning
units in an hour! A question-and-answer session. could fluently touch
upon 25 units of study.in a
maximum importance to student) motivation to effectively introduce
or connect each new topic or achvnty . ’ b4

Strategy 1: Use focusing methods or materials to draw the stu-
dentls dttention to the new learning activity or topic. This means that

each time we reach another subunit of learning or change in topic,

‘we do something to renew and invigorate student attention to it: This

can be as simple as.asking a relevant queshon or as complex as takmg o

a spec1al field trip. Some stimulating methods, are:

1. Employ basic atlrachon techniques.

- Using visual and audio alds——plctures posters SlldeS
tapes films, etc.
- b... Changing voice tone or amplification—speaking softer or
- louder, more joyfully or sadder, etc. : _ L)

c. Hesitating or pausing—a brief silence can be amazingly
attenhon getting. :

,i d. (,‘hangmg)ody p051twn or language—standing up, sitting
" Yown, moving to the center’ of the room, raisin “hands, frowning,

o 7 smlhng, etc.

SO .on.
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- .-e. Asking rclevant queshons “How many have ever . . .2’ -
““What do you think is . .?” “When was the'last time . . .?"" And

"W

-minute session. Therefore, it is of -~~~
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I .
f. Calling on students—to help, to move, to observe, to
question, to relate, etc. B :
g. Creating suspense—"I’ll bet you can’t imagine what's
coming next.” “This is really tricky.” “This even scares; me.’

_”I don’t know how this is going to turn out. " ”Sometlmes I:
thmk it's magic when . And so on. ‘

2. Create an expectancy or organizing .context for the xdeas, )
experiences, ormformatxon that follows. ~ .

‘a. Using advance orgamzers—anything that organizes or
‘integrates the subject or material that a student will study (e.g.,
handing out a set of definitions, passing out an outline of the ~
topic, to be studied, presenting’ a graphlc chart of mterrelatedw*
_concepts, etc.). :

b Telling what the neyy, topic relates tox—it méy continue a
. _previpus lesson, it may be the last item studied, it may introduce
a new unit, it may be helpful for a future activity, ete.

. Supporting the practical relevancy of the new topxc—show
how xt helps the student to understand her/his identity, meet a
. basic need, galq\a(ocatlon kill, etc. :

3. Relate the néw topic or learning activity to current student
_interests—movies; television programs, sports figures and events,
common folk heroes, newspaper articles, local culttal events, etc
For example, : (

*This is the 17th -century version of ]aws/”/

"Let's practlce our 'math skills and- compute the battmg averages
" of our team.” : : :

"’See how thls might compare with Waitergate,”-
-~ Strategy 2: For recitation and discussign, use Koynin's® positive
group alerting cues. Positive group alerting are what a teacher .

uses to keep nonreciters on their toes while another student is talking
or before the selection of a new discussant. Some of these are:

1. Creating ”suspeh;éf’ before calling on™ student to respond—- -
pause and look around to “bring students in” before selecting:
one;. say, “'I wonder who can. . .” before calling on a pefson to
answer a question. ' . S ) - '

&
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2. Keeping students uncertain with regard to whom will be
called on next—pick them randomly so that no one knows
whether she/he will be called next or nat. :

3. Asking for-a show of hands in response toa queshon before
selectmg a respondent.

4. Alerting nonperformers during a discussion that they may
be asked to explain or evaluatc sorieone else’s response during a
discussion. |
5. Avoxdmg prepu;kmg a respondent’ before the quest:on is
" asked. In other words, ask the question, wait 3-5.seconds while
everyone considers the answer, and then ple or allow a student
to respond.

"Va'riety ' : -

”Varlety is the' splce of hf&’ The assumptlon behmd this state-
. We-should have more variety in teaching

to stimulate studen yds like “innovate,” “diversity,”
and “change uch strong appeal\in educational jargon. Maybe
notEMy revie literature and resgarch does not support variety

conflguratlon or l_earmng materiglé does not necessanly 1mprove
stimulation or student motivation{ I cannot even say that constant
lecturing is a poor teaching technidue. (My two finest teachers tended
a good idea, but-how it is done rerfains the important question—and
. the illusive mystery. , S - ‘

\Pace, tempo, and se#m to be" critical factors in creating
the ‘type of ‘variety that onducive to student motivation. Simply
mixing different seasonings does not créate an excellent meal, but
tastefully blending various seasonings does. Combining notes is not
music; in fact, it may be only noise: until those notes are placed -
_in proper tempo, rhythm, and coordmahon So it-is with. variety in .
“teaching. We know we must vary what we present and the style
in which we present it, as.well as the style in which students receive it,
but no formula for how to vary anything in learning is guaranteed
to stimulate. In fact, when'a student is making progress in any mode of
learning, she/he may resist and resent any change we attempt to facili-
tate—and rightfully so. Therefore, my first suggestion: -
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« Strategy 1: Whenever possible, let the learner control the pace, '
. choices, and changes in her/his learning activity. Boredom is aversive.
Students will not let themselves remain bored and’disinterested. They

" know when they need a change better thén we do. Yet, I know that
we mtust continue to evaluate for their 1 Ining progress, involverhent—
activity level, and general exposure to new learning. However, it is
within these parameters that we can structure learning environments

that allow for niore choice and self-direction. Individualized education,
the open classroom model, and Montessori methods are some major

educational approaches that support this view. ’ &
In my opinion, we make a rhistake to rhake stg,a{ents totally
dependent on us for their mptivatignal state. By providing learning
. centers, self-guiding materials, learning options, and different learning
& . modalities—i.e., reading materials vs. audiotapes vs. films vs, project
. activity—we can accomplish the same immediate goal and work toward
the larger goal of letting students learn how to learn.

Strategy 2: Use movement, voice, body language, pauses, and -
props to'vitalize and accentuate classroom presentations. The best way
" . to begin is to make an audiovisual tape of yourself teaching a lesson.
Choose an ordinary presentation for half of the tape and one with’
your “best stuff”. for the second half. Then compare the difference
.between the'two halves using the followmg critveria:

, v

A Bady movement:
' -oa How often do you move?
’/‘ b. In what direction?
" c Are you among your students? e '
'd. Are you predicfable in your ﬁ\OVemeﬂts? o
You are a stimulus and a stimulus that does not move or
- “connect” thh students draws very little attention.
N o 2. VOIC;: ‘ .‘ .
a. What is'the: tor:u: of your voice? '
* b. How often does it change? : ;
c ‘When does it change? - 3 _

How is your voice used for emphasis, emotion,. and snp-
- port of your subject?
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e. What would'it be like to listen to you and not see you?

Very few of us are Demosthenes or Walter Cronkite. We are the-
best we have to-offer, The question is, Are you using your voice to its
best advantage? The voice continuously “colors” our message. Avoid

being grey. . )
3. Body'language: )
_ ‘a\. Do you use gestures? - ' P _ .
‘ b. If so, what kind? When? - L
c. How animated is your face?
d. What would it be like to see you and not hear you? (Turn

off the sound.)

. e. What is the relationship of your body language to student
questions, responses, and behavior? .

Body language is often the (not so) ‘hidden message behind any | _
~ presentation. It is what students use as a base for their intuitive sense @
about the subject presented. It reveals enthusiasm and posmve -regard

- as well as boredom and rejection.
h ]

4. Pauses: | . o
a. When do you pause? ' . : A
"b. What happens? ; »

~"c. How long do you remain silent?

3

" d. Forwhat purpose do you use silence?

Accordmg to Shostak,* many - teachers lack the ablhty to, use
‘pauses effectively. We seem to. fear what might happen if the souad
of our voices stops for even a moment. This-fear leads us to use N
“teacher talk” not as-a means of effective communication but as a '
defense mechanism to maintain classroom control. He lists numerous -
_ways that pauses or silence can enhance our teachmg Some of
them are: :

.—To break informational segments into smaller pieces for better
*mderstandmg SEER - -

- ~To capture attention' by contrasting sound wrth sﬂence

- =——To sngnal students to prepare for the next teacher action.
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—To emphasize an imporfant point..

~—To provide time for “thinking about a question or formulahng' '
" an answer.

—To create suspense or expectatxon

—To provlde a model for lnstenmg behavxor

= Props: L~

" a. What do you use to visually or concretely involve your
students? When? How? -

b. How C#Studeﬂts ‘see’ and “feel” what you are talkmg ‘
+ -about?

c. What are the relative s:zes, colors vividness, and novelty
-+ walues & your props? ) :

d. Do you present material through as’ many sensory modali-
ties as you can? »

e. How smoothly are props introduced and withdi:awn?

- We know that, in general, using more than ‘one sense in learning
facilitates dmotivation and the learning process. Visual and auditory
stimulation is superior to either one alane, and visual~auditory-motor
stimulation is superior to visual-auditory. This may be a summation
"effect or simply give more clarity by involving more senses. That is
why textbooks have pictures and films have sound. To stand up and
“’do it on our own” may only increase the probabxlmes in favor of the
liabjlities in out presentation.

I%know that tb ask you to view and critique yourself. in terms of
classroom teaching can be very threatening. I resisted it myself. 'How-
ever, I know of no stronger or more powerful means of self-improve- -
ment for facilitating the motivation of. students. If you. accept any
. suggestions from this book,I ask you to accept this one first.” Make it
a mutual effort and invite a couple of professional colleagues to join
.you in this endeavor. It only takes three to have a seminar. Be critical,
but keep it lxght :

Strategy 3: Shift interactiort bétiveen yourself and the s\tudents
and between the students themselves duririg classroom presenhitions.
No matter how good we are, students do get tired of listening to us.
As we lecture or demsonstrate to the class it is advisable to create a

/
L ‘
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dialogue with our students at points that seem appropriate to the
lesson at hand. We may ask their opinions, or ask for feedback, or
engage their help, or simply acknowledge their feelings and considera-
tion for the matter being discussed. Unless it’s a sermon, any really
good lecture is always a dialogue, either covert or overt. ) '
During presentations, we can also redirect the questidqs and
.comments of one student to other students. “What do you think about
Zena's r%nark, Andy?” “Phil, how would you approach what Stella
just said?” By fluently channeling discussion from ourselves to stu-
dents, and back, or to other students, as the lesson or mood dictates,
~ we can help to create a rhythm: that maintains high student attention
and motivation. ' ' .

’

‘Strategy 4: Change the ?tyle as well as the content of the learning
activities. Sq, often as a student, I have had teachers who religiously
-changed the subject matter but never’ varied the style. As a fifth -
grader I would ,come to class and .lmmeéiia,tely sit down and begin
writing the chalkboard assignment.'In 15 minutes, I would be asked
to take out my spelling workbook ‘and respond to its contents in .
writing. After 40 minutes, I would be asked to take out my math
book and begin to copy problems. At this time, I would start tésfeel -
a violent urge to use the bathroom which probably had nothing to-do
with my food or liquid intake that morning. College was only worse.
Fifty minutes of listening to a biology lecture, followed by fifty
-minutes_of listening to-a psychology. lecture, followed by fifty minutes
- of listening to a history lecture, followed by an urge to scream and
~ run. We had $70 million of the finest buildings in the city designed
" by some of the greatest architects in the nation, and it all could have
been replaced by a microphone and folding chairs. - :
'So . . . please’change style as well as content in classroom acti\ij
to

3

“ties. This can mean varying thg thinking process from convergent
divergent thinking; varying the presentation process from lecturing
to discussion; varying the group configuration from entire class *
activities to small group work; varying" the student behavior from
writing to ‘la¥ge muscle movement games; and varying the location
from anywhere inside the class.to anywhere outside it.

.- Strategy 5: Use closure techniques to help the student organize _
her/his attention to the end of a unit or subunit. There is no doubt
+ . that student attention is enhanced by structure in the learning process.

L 3 . ;‘. o .o
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+ As we have mentioned, there are many sybunits of learning in daily

“~teaching. If we help students to be alert to the ending of these various

“subunits, we aid their attention and avoid confusion. Some techniques
that may be helpful in this manner are: o

v i . - . . . T
1. Reviewing the basic concepts or principles contained in the
subunit of learning—'"'Now that we have discussed why World War
Il ended, lét’s review the major reasons we touched upon.”

: 2. Allowing for clarification at the end of a lesson or exercise—
: “We seem to have completed this section ‘on "air poﬁlution.f’Are' there
-any further questions that need to be addressed?”

-

" - . 3. Allowing for feedback—f’wa that we’ve practiced this form
~ of communication, how do you feel about what you‘ve done?”

4, Consoliddling' r'elatio_nships———“We’vei really had fun working
on comedy, but how does what we have just lea;ned relate to what
we did when we were studying tragedy?” '

5. Enc'ouraging transfer—""Now that we’ve studied what the
moon is,. how do you think this has prepared us for our next unit
»
on the sun?” '

igg advantage of spontaneous closure that arises from the
amics of elassroom behavior and unique situations—
.&(}?St spontaneously apRl_auded a student’s response. “I
etter way to end this discussion. Let’s take a break.”

&

The class h
can’t think o

Interest and Involvement

H
i - To me, involvement is any time a student is actively participating
psychologically ‘or physically in the learning process. By actively, I
" mean that the student is aware of her/his relationship to the learning
process. The student’s attention, interest, and physical reactions are
focused and readily a part of the learning activity. In a very literal
sense, the learning process cannot continue without student reactions .
b ar responses. This.can range.from.simple_discussion.to.educational
games to intricate role playing. By functional definition, involvement
. means that the Student is motivated because she/he is aware and
o actively participatihg in the learning, whereas in passive. learning -
situdiilons, the instruction may' occur as in l_ecturipg, but student,
motivation and involvement may be absent. o
o ' . v 94
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~Interest is the student’s menta] and emotional willingness to get
involved in the learning process. It depends on the student’s experi-
ence with the learning activity and the pleasantness of that experience.
Essentially, positive exposure to any topic in which the student can

experience some degree of syccess and make Progress in the learning ,

experience will ‘build interest, We can recognize current student
interests by being alert to. their culture, friends, social and play
activities, and previous learning experiences. These we can use to
build upon and to introduce new learning activities: .But we also must
create new interests b)’()roviding opportunities for learning in which
students can be initially successfu] and stimulated.

* Strategy 1: Guarantee syccess gnd pleasure at the beginning of
any new learning experience. Make it quick, light, vivid, active, and
fun. The motto for this approach is thg student feeling, /I can’t resist.”
In order to prepare, ask yourself these three questions:

1. What is at least one important idea or significant insight that
that students can learn from the first lesson? :

2. How can I'make it fup or exciting?

3. How can I'stop so they will want more? v

’ . ) 1 N ' .
For example, a friend of mine was beginning a unit on mammals

for -third graders. For his first lesson he brought a puppy to class.
" He began by simply bringing the group into a closed circle on the

floor with the PU_PPY roaming at will in the middle. His first question
was, “How is this puppy different from a:lizard?” The class took it

from there. After 50 minutes, he had great difficulty bringing the
session to a close slue to student interest and excit?rfén . Thexmammal
unit was on its way. ’ .

. &
Strategy 2: Find out what student interests are and rela

to them. At the beginning of any cours class find outidvhat your
students’ interests 'ate-:ThIS can be don ing studetits respond
verbally or in writing o a series of ques ‘aimegd at securing this

information. Some possible items are:

- . . :
1. What's your favorite movie or television program?.

2. Whét kind of books dg you r'ead for, pleasure? - )
3. If you could have:three people over for dinner, who w(y&d
they be? :, | ) . .
\ ™
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4. What do you llke to do Wlth youp free tlme?
5. Whﬁt are some hobbies you en]oy or think you ‘would en]oy?

. Save or record these answers for- each student, and use them to
agamze projects, create questionsyselict topics, design lessons, devise

e 'l (\
examples, etc. : e
, i

Strategy 3: Use humor, examples, analogies, stories, and}]ﬁestions :
to facilitate the active participation of each student in your lectures

-+ and demonstrations. Whenever we fcture or demonstrate, we have a

- naturally passive audience. What brings them to life and can get them
mentally and emotionally involved in our presentahon is their ldentl-
fication with ‘or our topic. i

Humor is"a sharmg of emotion. It provides a common emotional
release that is stimulating and. attention getting. I cannot tell anyone
how to be funny. But I have a hunch that many of us do not use
humor because of fear—fear of seeming stupid, fear of losing control,
fear of missing the punch line, fear that no one will laugh. Very

‘logical but very mhlbmng—and dull. Take a chance. See what
happens. '

Examples are the bread and butter of any good presentation. They
should be clear, identifiable to the listener, vivid in detail and descrip-
tion, and to the point. They allow for clarification and identification
with the topic by the listener. They ease the burden of concentration
for the audience and provide time for reflection and application. Use
them liberally, especially with abstract subjects such as science and
philosophy. ~

Analogies are examples that enhance clarification by showing
new ideas and principles in already understandable form and context.
If we say that being a teacher in charge of a high school lunchroom
is a difficult task, we are logically clear. But if we say that being the
responSIble teacher in a high school lunchroom is like being the orly
pollce officer at a stadium. rock concert we have added zest to
the meaning.

Stories, esgecially when personal to the Jgacher or class, allow.
for identification with the topic as well as for elaboration and vivid

-imaginative appeal. Like a good picture they are worth a thousand
words and add color and empha51s to the meaning of what is being
done. -

Questions can.be asked to heighten'involvement gven when time

9
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or group size ddes not allow them to be specxflcally answereg§. For.
example, queshons may ask the student to reflect upon or mentally
participate in the topic at hand: “How many of you have tried this?”
“How.do you think you would answer this question?”” “Think of an

experience that is similar to, the one I have just described.” ”\N/hat

would you do if you were in this predicament?”

The main idea in all situations where the student is likely to be
a passive recipient of learning is rot to allow that passivity to
dommate. Each of the above suggestions -cag limit indifferent learmng
and heighten student involvement.

gtrategy 4: Whenever possible, make . 'student “reaction and

involvement an essential part of the learning process. In this approach,
the goal is to allow the student to figuratively or llterall)K;step into
and become a part” of the learning activity. When the student is an

inclusive efement in the learJing process, it is much more difficult =
er or for stimulus distraction to occur,

for.her/his attention to wan
We also know that the active reaction of 'students.is the fundamental
basis for learning. Principles or ideas can be p%sented but it is_the
students’ outlining, questionihg, problem solying, discussing, and
applying’ that cement the’ understandmg and learmng for them, Here
.are some ways to facilitate gnvolvement

1. Creaté.as many le_ar.mng situations as possible where students

- are active participants through processes® such as games’, role playing,

exercises, discussion,team projects, and simulation. _
2. Encourage overt bodily activity by providing the oppertunity
- for manipulation of materials Ry the construction of models, displays,

art works, etc.; and for detailed observafion and recording of expen—L

ments, student behavior, fiel studies,’ étc.
3. Use active mvestxgatxon ‘inethods such a as experiments, puzzIes,

/ problems etc. S

;

. .stimulus. How sti

4. Allow students to _évalua_te their learning as this is a natural
Cinterest which is facilitated by the need for self-esteem. .

. b ) - .

: Quesﬁohs o ‘ :

- Every tim

ulating thatetimulus is depends, upon the kind of

question we ask. J Dewey wrote that thinking itself is questioning.

T . // v ) ' N ) . . &
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helps to elicit, feelings as well—e g., “What is amazmg about thls :
story?”” Any time we ask a question, we have the opportunity to

spontaneously stimulate our students. It is the quality and timing bf

the question. that can d termine its stimulus value.

Unfortunately; edycational research ifidicates that although most
teachers ask many gyestions, these questions are usually the kind
that depend on rot @mory to be correctly answered. When we also
consider that some research studies show that elementiry school
teachers may ask as many as 348 questions per day, with only an
average of one second given to students to respond, it seems that
teacher questxomng may often prompt very little student thinking or
‘emotion.® = g
"~ Bloom’s taxonomy? is a good system for cla551fy1ng questioris and .
orgamzmg strategies to enhance . the stimulation value of teacher
inquiry - methods. -This taxonomy has six levels by which teachers
can present to students questions that require a vanety of stlmulatmg
a - thought processes.

1. Knowledge questtons——These usual],ydepend on rote memory
and ‘require students to recall or _recognize’ mformatlon ','Who :
mvented the autonrobile?” : ~ '

2. Comprehen fon questtons—These,J_equlre students to inter-
pret, compare, Or exp ain what they have learned: “Could you explam
. in your own wo/x]ds the’meaning of this definition?”

3.: Appltcat:on questio s——These .require students to use what"

they have learnéd to solve problems: “According to our definition

~ of creativity, which ‘of the f lowing behaviors would be consxdered
creative?”’ ’

, 4. Analysis quest:ons—These réguire students to 1dent1fy causes
S - and motives. as ,well as to infer, deduce, and generalize: ”Why do
people respond dlfferently to similar frustrations?”’ e

.5. Synthesis questions—These require students to think diver-

gently (creatively) in solving problems, producingideas; and, develop-

_ing any kind of intellectual response ”What would an_ideal modern_

city be like to you?”’ -‘. .
6. Evaluation questions—~These require students to ;udge ors v

appraise anything they are percewmg "’Whlch presxdent s:nce 1936

has been most ef—fectwe?” ' , ‘
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Strategy 1: Limit fhe use of knowledge questions and selechvely o
increase the use of. comprehens:on, applzcahon analysxs, symheg;g, -
and evaluahon.queshons 1o jr S

‘This can be seen’ as an avoidance and approach process foriﬁ W :
' ‘teacher inquiry methods. The words  listed in Figute 10 are key |,

Ao ,‘

‘initiators for questioning processes that cin enhance or luxmt the = 7
stimulation value of whatever we ask our students. X CoR
R e
3 Figure 10'! - o ' ‘
. ; 4
. KEY INITIATORS FOR QUESTIONING PROCESSES:
AVOID - APPROACH
(Knowledge Ortented) J (‘fomprehenslon Qnemed) 'gx E
" Define % " _——Describe B s
~ Identify ™ o ‘,;,,.»{: """ ~Compare - '« SL»
Recall = - - © 0 Hlustrate 7 5 * .
Recognizg - - T _Interpret b -
~ Who? . -+ Rephrase , .
 What?» .7 . - Reorder L f e
thre? : : . Cpntra}st N o
When? - ) o Differentiate
S “Explain
& »,“h \
~ '/"': ‘ : (Appl:cat:on Onented)
) Apply )
.+ Solve _ _
e .~ " as=1  (onlyone answer— ~—-
. ‘ - ~- O;-.‘“ //.(,/ «l. ’ is c?rteCt) g ' . . -
) ci T +|Classify- . ' N ’
’ w?‘,lj. - - |Choose e : "
L iSelect | * -
o ' . . - l_~ ‘j f % 3 b L
oo | \ P
, . o .
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. APPROACH

o (Applicat»ign-Oriented)'.

Use
-Employ

‘ .' (Aﬁalys.is-Oriehtéd) '

Analyze S
Give motive, cause, or reason
Conclude -

Infer

- Pistinguish

Deduce
Detect
Why?

(Synthesis-Oriented)
Solve,

(more than one
answer correct)

Predict -

Draw .
Construct : _ -
Produce

Originate

.Propose

Plan

Design

Synthesize

Combine

Develop

Crgate

' (Evaluation-Oriented)
Judge |

@
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APPROAEH = .+ ...

o - (Evaluation-Oriented) -
: o ‘ - Argue -
Lo "Decide
’ ) o . Appraise ‘

CoLt " Evaluate . - o
' o " What's your opmlon? -
_ , - Agree or disagree? f
- . . .Betterorworse? =
' B v nght or wrong? o

o

]

*An. interestmg approach to self-xmprovement might be to have

* an observer categorize your questions for a day to: (1) see how many

you ask; (2) xdenhfy the key initiation word(s) and categorize their

~orientation; and (3) rate your questions as to. how well they stimulate

- thinking and distussion. You can'then study, the observer’s data and

LR

Strategy 2: Employ M. Sadker and D. Sadk"er s12 suggesttons for

“improving the quality of questlonmg skrlls that enhance student

responsweness

1. Increase the "wait time” between youir questxon and the
reception of a student responses At least' 3 to 5 secortds - seems

- appropriate, and maybe even longer for those Guestions at the émalysxs,

synthesis, and evaluation levels This allows students to think and
can result in more imaginative ansWers, partnclpatlon by more students, .
and gredter confidence on the part of students i in what they do say.

2.. Avoid teacher echo—repeatmg ‘portions of student responses |

to a question. Thi$ tends to arbitrarily conclude what the student has .

saxd and dulls further reflection.

3. Avoid pressuring students to ”thmk:” ubout what you have

asked. Students usually resent this form of indirect intimidation which
implies that they don’ t readily understand the first place The
question you ask should provide xts own. prOVftwe stimulation.

2

:
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~ make declslons regarding how you might' want to affirm 'or alter your. - E

"'qu fonin l<xlls Synthesis questions have, the most potentml for > -
eative stimulxtion, but are often the least used N .

v
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‘ 4. Avoid = frequent evaluative 'comments—“That's good,”
« .. “Okay,” “Excellent,” etc. Even though these may be positive, they
T, wmake you the judge and jury; deciding what's right or wrong.
' ’ ) Acknowledgment, appreciation, and transition responses such as,
" “Now, I see how you understand it,”” or, “Thanks for that comment,”
", or, “Well, that must mean ... . [followed by a new question],” tend to
n have -greater chances of contmumg discussion and t inking

5. Avoid “Yes . .. but"reactions to student answers. Essentially\ .
E: is a re;ectlor\ of the student’s {dea. The “but” cancels out what

) Precedes it-and affirms what follows it—e.g,, ”Yes, I thmk that mxght
ST L work but here is a better way.”

g 6. Use nonverbal language to increase student responses Smilmg,
dmg, moving toward' or-away, leaning forward, anpd eye contact \
" aré all ways tp involve students and acknowledge lZeir answers. A

AN cautipn——too much eye contact can “rivet” students tojus and inhibit
' stud'en‘t-to—student discussion. Sometimes a short co ment such’ as,
“Why doh t you tell jch what you think?” can facnlntate student-to- }

+ . student commumcatlon
X

-

stxmuldte more thmkmg and/or
comments requxrestudents to provide
r more accurate, and to offer greater -
”How did you arrive at that conclu-
ossibilities?” “I don’t qtlnte under-

7. - Prabe sTudent answ?r
. d}sc 18510 bmg questions

oo e. support to be cleagr
. - specificity or orlgmallty? 8-
. = sion?” “What ‘are 'som& other
‘ . stanu.” ”Explain agbit\x;fio;e.’_’

. / B
[
<

Disequxhbrium )

Most learning is usially purposwe Students have 4 goal in mind
. when they arg learning. They want-to "u erstand sgmething. They
- want to pradtice and improve a skill. They wint to “sglve” a problem.
They want {6 gain a new insight. Wherjever they are/confronted with
-somethifg gew or different from what. they already know, they feel
a tension orlneed-to fit it into what they do know. This ”tenSion’_” can
. be called a state of disequilibrium. When they “fjt in” or assimilate
. and accommodate the new learning, the tensign is reduced and
equilibfiumor a sense of balagce is felt by. the’ le;‘lmer : 2 .
This state of tension is a motivating force. So ‘when a student
knows that 5 X 6 = 30 and is asked for the fifst time what 5 X 7
equals,’she/he is motivated to-fit this new multiplication fact into her

s

>
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from what they already. know or have experienced, their motivational
'‘pumps are primed for ‘a¢tion. T ) :

or his repertoire of knowledge and find the answer. In a ékni}ar\-véin;f
if a student knows what makes a person fall asleep, she/he" will

as well. . o o
What' this means for
facilitate a state of disequiliprium in our students, we have a motivated

- probably -be’ interested in knowing what makes a per'soh‘;wa’l%_e up -

group of learners to contend with. According to Bigge,'® studént
involvement is at its bes when student ‘perplexity is just short of
_frustration. Therefore, whenever we confront students with infefma- -

tion of processes that are different, novel, contrasting, or discrepant

~

Strategy ‘1:.1(xtrod‘ ce contrasting or disturbing data and informa-
tion. This leaves students with a positive sense of; dissatjsfaction for
‘what they know. ‘Th¢ir basic response is, “How come?”’ This was

first brought to my/attention by an excellent fifth-grade science

iteacher I experienced|as a student. Every time we started .a class with

“ -her, she would presgnt ar intriguing question: “If rain-falls qut of

i

“clouds, héw come
- round like a ball.

ouds 'do not fall as well?”” or, “The moon “is-
v ball rolls. Does .the moon roll. across the sky?”
With these kinds of‘questions, she had u$ involved immediately. The
same is true for controversial speakers. We may not like what they

‘'say, but we do lisfen to what is said. Every teacher can do this for
* ‘any subject. The oply limit is our imagination; -

- Strategy 2

the certainty of guccess. I am always taken with’ the story of Edison
and _his Menlo. Park colleagues in their one hundred plus attempts

} at-inventing the first light bulb. Can you imagine the. ninety-ninth

time when theyi gathered in that little room, threw: the switch, and

. watched that little bulb pop? Nonetheless, they "perseVer,g'cy.md finally

_succeeded,

- Sq let students f'un_ into some dead ends and experience some
difficulty with their projects and experiments. A word of catution—I-
do believe this kind of motivation is dependent on a significant amount
of previous successful experience with the subject matter, as well as
on a positive self-concept. Students who havé not been successful

o~

’

s is that whenever we can produce-or

ermit a humane degree of student mistakes and,
._frustrations. Isn’t|this what problem solving and experimentation are
“all about? The cHallenge is in the possibility of ‘achievement, not in
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Y and on and 2. . .) In those situations where we know that our subject-
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in previous endeavors or who have low self—concepts will hot readnly T

be challenged by- mistakes and frustratlon DRI

3

Strategy 3: Play the deml’s advocate Do it W1th selecthty and -
decency I never liked those teachers. who dxd it ina patromzmg and :

vindictive ‘manner. © . -

RO

—.

‘Strategy 4: Facxlxtate the: search and recogmtzon of mcomplete o

' Gestalts. This is commonly known'as the ““Zeigarnik effect.” In 1927
Zelgarnik demonstrated that learners tend to recall unfinished tasks"

and’ to/fOrget completed ones. A Gestalt psychologlst, she theorized

‘that a“’tension. system” builds up in-the person until the task is

fimshegl. Incomplete tasks leave us with a desire to ‘get back and

:finalize ‘our work. This is why senal movies and unfinished novels .

may have such a strong attraction for us to ““find out how. they end.”

I beheve a “similar- motivational 'system operates ‘behind the old
entertainers’ ‘adage of ’ ‘Always leave ‘them wanting more. ” Their,

‘encores neveryseem to be ‘enough, and we walk away gasping for
_ another chance to “see” them. What this means for us in our work
o with students is that when a partlcular lesson seems to be going very
‘well and does have a natural.beginning and 'end, we may be wise to

interrupt the completlon s0 as to prevent closure, and thereby facilitate .

student motivation. for the next opportunity: I like to do ‘this with

discussions.
However, the opposxte effect can occur w1th undesirable learning
‘activities that seem to have no end in sight.”” Students tune out or

exciting involvement activities such as games role\palaymg, and(

‘distract thefnselves because )lfe ”suffering” seems to have-no: lumt, '

ber what you did at the last luncheon, meeting, or graduation wh

and they ‘warit to avoid a continual aversive experience. (Just remengill e

you had to sit and listen to a boring -speaker who seemed to go ©

. matter is dlffxcult or trying or repetitive, think we are wise to admit
‘this 'to our students and to place a time limit on the expenence |

know-this stuff seéms repetitive, but I feel xt’s‘”ﬂ'm'portant to what we -

-are dding, and we’ll be dong with. it in 30 minutes.”” My experience
is that studeri{s appreciate the honesty qnd will )’hang in' there” with

me. Coaches do this with difficult drills, 'and Madison Avenue has

learned the value of a good 20-second commercial. We would be wise
to take heed. '



Strategy -5 ‘Be unpredlctable to th% degree tha&tudents en;oy

your: spontanexty with.a sense ‘of security.  The 'surest ‘death .of a’

stlmulatmg teacher is - when her 'or his students can smugly predict
her ot his classroomybehavior. When our students know exactly what
we' re going to do nd ‘when we're going to.do it, we have lost their

‘sense of mterest\and anticipation. This  transfers learning from a “

" securé routineé to a ‘boring rut. Students want: somethmg rew in what
we do and say. "To be, totally predhctable means not only that we have
stopped being spontaneous but also that we have stopped Iearmng
and are trapped by the ease or safety of our own habits.

Anytime I hear a teacher say, “I'm bored with my job,” I knowt

- that among other things that person has stopped being innovative or
. spontaneous. What such a statement means for that teacher’s students

is' that they are probably bored as well. Any relationship, whether -

between a ‘teacher ‘and a student, between a husband and a wife, or

between a frlend and a frlend must have soime unpredictability to be’

our students are: - < o : :

1.

While teachmg, stay ‘aware of the moment and situation,

trusting your perception and feelings -fo . do_what seems
appropriate. Spontaneity -is determmed more by intuition

than by reflection, and deflmtely by gwmg ourselves permls- ’

sion to make mistakes.

Stay in - touch with the subcultire of your students Their. -

needs are usually basic, but their social activities -and inftu-
ences are constantly evolving. Our awareness of who they are

and what they en]oy can give our approach to - teaching a-
~ conitant soiirce of new: examples mterests and v1ewpomts

Be professzonally up to’date’in. your d:sczplme Every subject
~area and teaching level ‘have a professional organization.
Local and national conventions, as-well as ]o_urnals, provide

information on'ingovative_approaches; materials, and theories
for education. Be Selective, but be open to what'is possible.

Take a few rxsks Maybe even tell. -your: students that what ~

“you’re about to do'is something you're not quite sure about

Try those things tha't sound so good even though you'ré ‘not’
. ] . : 4 .

[

S

2



e certain’ how they’ll turn out. Most students believe in risk
-7 *aking at a moderate level and will appreciate your sense, of
o adventure and your desire for growth as an educator. Agam,

: o . allow yourself not to be perfect and gwe yourself permxssxon "
. ~ to “bomb.” oL '

~

Some closmg comments on student boredom. In all my years asa’
" student, I never had a teacher who said anything like, “"Tell me when .
. you're bored.” I have interviewed hundreds of students,.and not one | .
has ever had a teacher who said this either. I den’t know why we are -
so reluctant to do it. Maybe we fear that we won’t know what to do
if our students tell us that they’re bored. Maybe we thmﬁ that we’ll -
be abused. I'm not sure:—but I glo know that boredom/is a killer: It
_kills student interest. It kills classroom enthusiasm. It kills us as
teachers. Continuously bored students are cynical students: They have °
lost faith in learning and have gwen up their hope in what teachers
have to offer. Their best bet is hot.to get excited or/optimistic about.,
- what might happen in class because if they do, then the frustratxon of
' more boredom will only be more painful for them. / -
So I advocate something weird. Tell your students to tell you
when they’re bored But put a reasonable time /hmlt on it—aftef a-
few hours, or even a-few days, if it makes- sense Some things take
‘ time to get started, And if they tell you that they re bored, see what
both of you can do abouit it. It's their responsablhty as well as ours.
© Learning is a mutual process. We can’t do it all for students, and they.
can’t do it all for us.
. . But don’t let boredom contmue It's the cancer of educatlon
-We've grown acsustojned to living with it, but its silent power over-
~ comes. Unless we open‘ourselves up to it, we have no way to prevent
. or inhibit its destructive growth. And there i5'no sure cure. Students’
and teachers have to'do their best to-help themselves. :

£, o ”
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ues, and passions of
the indiyidual learne} or her or his group—while learning. When we
refer to the learning Aroup, we usually describe theirt emotional state

as the “climate” or classroom atmogphere. ; l

My personal belief is “that i y mbment-to—moment.learning

experience, it is the emotional‘g"s(tat " of the student at that precise
.instance that governs her or hjg motivation to learn most signiﬁcantl_y.’
.The best theck'on any studeht’s motivatjon at a given point in time-

is to simply ask the learner,- “How do you feel about what you are
doing right now?” In this manher, it is not “what” a student does but
“how the student feels about what she/he is doing” that makes the
difference regarding her or his i‘x‘wolvement, perseverance, completion,
or returnto the learning activity. To make any lesson plan without
attention to the student’s emotional reaction to it is like planning for
a dance without considering 'the'q’uisic._ ' o '

As Castillo has written, ”Tﬁe affective domain is the‘heart and
soul of the learning experience, ‘just as the cognitive domain is the
thinking intellectual part. They are directly interrelated. The cognitive
domain stimulates the affective domain, and, once the child is involved
in affective experiences, new cognition arises.” Teacher and student

“emotions give meaning and rele ancy to learning. They “Supercharge”

’

‘.,
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" The affect%dtains to the

. emotional experience—the feelings, concerns, v
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«.  life into the learning situation and Provide energy for study and
commitment. B ' - .
.~ . - e Afféctis an intrinsic motivator: It is “feeling while learning” that,

1 ' when positive, sustains involverpent and deepens interest in the sub-
' - Ject matter or activity. If I study about local government, that is ‘one;
_thing—a possibly interesting topic- But if | gpydy about “my” local
' ' _y goyerriment and can identify with my mayor, if T can consider -my
' ' feelings about myself in an integrated schoo] and my éxperience with '

' - the local police, that is something else—a rea] and vital topic.”. "
o Itisim nt to note that if we avoid ¢onsidering the emotions '
" oF our students in what we offer to them, e are denying not only |
* . their “bumahness,” but their integrity as wel], 'Weinstein and Fantinj
clearly suppert this notion when they assert; . - LT T

J _ \\.———-a. - Concerns, wants, ‘interests, fears, anieties, joys and other
' . - . emotiong and reactions to the -W°l'l-‘flf'_(:,oln'tain'th.e,seeds of “moti-
' v vation.” Dealing .with  the child’s fhyer concerns constitutes
. " recognition of, and respect for him.'By y,Jidating his experiences.
o .. and fdelings, we tell the child, in essence, that he does know" '
. " something. Probably this is the most important factor in linking,
v relévant contenty with self-concept. For when thé teacher indi- -
'~ cates to the child in effect that the éxperience he brings with him .
. has nothing to do with the “worthwhile” knowledge that the .
‘.. " -school inténds to sét before him, he is, without realizing it, telling -
.~ -the child in effect that he.is worthless, gor he is his experience.®

-

Students are “sensual beings.” They resfond to what their senses
tell them, and they often do what s€éms plesant at the moment. In
this manner, feelings aret ing forces thst naturally tell students
what.they need or want. From this Perspective; there is no such thing
as a “bad feeling.”” When a student is feeling sad, she/he probably
has a sense of needing something for which ghe/he feels a $ense of
loss. Even anger, the most repressed feeling for both teachers and

* students, often emanates from a need for gomething that has been -

. - prevented, blocked, or frustrated. This is not o say that any behavior

that results from feelings of feas, anger, etc, .should be accepted by -
‘ us; rather, unless students are aware of their feelings, and unlegs we
/ _ \ a‘s‘teachers can accept them, we cannot Kave effective motivation to
learn from them. To deny what students really need and want by -

G :
i - . . \
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denying them any means to express their basic feelings puts learning
in a,cor‘\'text'.t}iqt is inhumane and intrinsically unrewarding. . °
I'do
classroom;
tion s0 that ‘they Ytax ce motivation as an ‘integrated force.
" Again, We'inst‘ein and Fantinj say it well:_ . '

vy

~.In urging that the teacher vigerously explore’the affective’

domain we are not-asserting it primacy over cognition or erect-
ing a wal| between cognition and affect. Indeed, cognitive learn-
ingis a natural way of becoming more capable of dealing'with

one’s inner needs. The more analytic Mp‘g%,soh the more means.
~ he presumably has available for dea ing With his feelings and ., . *

concérns, Consequently, cognitive machinery should .link inner’.

needs to the environment and provide the organisms with means

-of coping with tthQqui\rements of the en'vir‘onmex}t.f’

In the c)éssrdom, mofé'thar_{ anyoﬁ’é else, -.'wlé -'asvte’a‘ch‘c‘ers'inﬂuence
our students’ feelings daily. What we feel and how we express what

we feel proyide the model ‘and stimuli}s for their feelings. This can
easily becomie a.cycle. If wefeel boréd and frustrated and if we’
express our bgredom ‘and Tustration tﬂroug_h sighi{\& complaining, :

and ang.r]\outbur_sts, we will, in most instarnices, receive restless and
. fes_,_c_gntful bekaviors from our students. Whereas, if we are genuinely
enthusiastic and joyful in our teaching, it will be difficult, for cur
students to escape our infectious manner, and their responses should
‘be positive'and pleasant. This jg, of course, oné’of those ”eqsie:/aid
than done” ideas. But a good place,to begin i’ to identify qur feelings
in classroom sjtuations*#hd becomeé more aware of what we do or do
not share.with our students, , ‘ : -

Before you go-on to-the subfactors and strategies that follow; I

want to encourage -you to.complete the exercise in Figure '1‘1_-:‘lt will
give you a better sense of your affective feelings and. expressiveness
among your students. This is something to remain aware of whenyou
édnsider adopting thie strategies that are contained in this’chapter, - o
* ‘Now we will :move on to some subfactors of ‘affect and their
complementafy Stfa'iegie\t“:. : ‘ S :

- -

_‘Feelings - L S T '
A “‘Fee‘lin‘gs are ‘the everyday ' emotions that permeate living and
learning -for the individual student. Here, we mean primarily the

A h
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#dyocate some form of “affective supremacy’” in today’s -
enc&ir;hge a sense of harmony between affect and cogni-
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1. Consider your classroom “teaching” behavior. Take a few
moments to “see” yourself teaching a recent lesson. Reflect on how-yoy
interacted with your students, what yoy felt, and what you “showed” of
, what you felt. Consider this experience {n the pattern of your everyday
. .. teaching.’Try to get in touch with the ‘emotions you do reveal to your .

students fn your regular teaching. . , .
. 2. Aftey having taken some time for this reflection, look at the ligt
below. These”Are efnotions that most people have in diffgre.tsi_tuatlon};_
Here, the emphasis is on becoming more aware of ydur Melings and
- jexpressing those feelings while teaching, ' o
For each feeling, draw two X’s’ and twd lines. Let a dotted line

.. - represent how .eften you are aware of , experiencing the feeling while
' teaching; let a solid line represent how often you disclose the feeling to
" your students. o . : .

EE There may be some variation bétween awhreness and disclosure. For
“r g 0+ example, I may frequently be aware of feeling grateful to my students, .

1 - butrarely express it to' them, a¥ shown be[ow:
/- . e ' o E
T ' ‘ , nev;r " ) - rarely " sometimes 'freq.uen't'l)./\’ _
v . ’ - B :, - ;“ ot ‘l ) .
_confident — — 1 ————— — 2 — ——— X (awareness)
— e X (disclosure)
Y * . Whatever you experience, please be honest_with yourself and accept
el . <y S y . - . .
| -your feelingg as your own. Think Of your feelings ih terms of what is,
\ SR rather than what should or shouldn’t be, or what’s good, or bad. -
TN 1|5 bEl2]
FEELINGs 13 |8 |8 | &1 FeeLINGS 218|158
o 5] s g .- 2] e g N §'
: =} [ o o [
. . R [¥=} . [ » [¥e,
o stubborn ) .4 : j contented } )
PS IOVing 1 - :1' Sad . ’
' " weidry ' .l i éxéited . -
. . 'fcalm"i"' , syinpathetic E
. &\ e '”'_4an8‘."§’/.. N - fedrful“ -
‘ 110° '
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FEELINGS - | & }?v BNy '-"‘F'EEL_INGS' > %—g g g
o 15| E- . “1EE | §
. . 1 - I
jealous _ | proud ;+ - T e
disappointed . Ll +depressed : :
_ grateful ' ~ | satisfied
, emBamsged_ B . e -",?‘Y- . ) 1 7 ~ |
cautious - Sl M tonely T
i ‘daring . | tender | IR E
confused ) | solemn B
. ur:easy - please{i e A'
sexy ' ' , "l guilty .
‘fmg',trate'dd v ] | appreciative.. . )
 sugprised B "I happy

/3. 'When yau have completed the exercise, consnder which emohonz/ o
_you are aware of while teaching and how often you disclose them. D M
_they terid to be positive or negative? Which type. do you dnsclose more
- “eagily? What does this-mean?

4. WhicK emotions tend to be absent and what mnght‘thls mean
_ ’5. ‘When do you express your- feelings? How is this done? Ho do .-
+ +students respdnd? How do you feel about their response?
Finally, consider. what you have learned by,doing this.. From domg
. this exercise, I learned -, (feelmgs and thoughts - about yourself and e
students) This might.mean I want to . (mtentxons or desxres) ,’/ e e

4

emotxons that . accompany how and whqt a student is learmng “The SR
. two fundamental processes that allow feelings to become & vital and
: influential part of student motivation are awareness and communica-
- tion.® As teachers, it is our awareness of our own, as well as student,
emotions and of the. ways that we communicate and accept them : T
“that facilitates their positive effect on student motivation. - ;

L Strategy 1: When emotions are apparent, «recognxze and accept
 the student s feelings. Thxs is probably most helpful when the stu-

-
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" dent's emohons t“ndN to be negatrve, but it can be used w1th posxtive
~ feelings as"well. Students often become angry, frustrated, frightened,
helpless, etc., when involved in daily class activities. To judge or

‘negate these feelings is a sure way to. increase hostility, resentment,

or withdrawal and to cut off involvement and communication. Usually
a simple statement like, “You seem (‘feeling word”) about (facts”),”
can, be enough to show our acceptance and give the student: the
necessary support,to deal with her or his feelings. This allows the
student ito “own” her or his feelings and begin to use them to solve
the problem Some examples are as follows: o

1.. You.give an assxgnment A student slams the textbook shut
and is staring at you tnght jawed and apparently sullen.
Avoid )udgmental “What kind of way is that for a person to

-act? Don’t let mé see. that happen again.” (You are totally authorr-
. tarian, with ho chance for communication.) o

Try acceptance—""You seem. upset. about the assignment I just

gave, Let’s talk about it.”” (You accept feelings withoiif condoning -

7

them and allow for further communication.)

2. A student is agitated while working on ,math problems. You
natjce she/he is upset.
Avoid )udgmental—”Don t be a baby. Just try your best.” (This

“xs a put dov_vn, even though the demand for achievement has been. :

lessened.) ‘
Try acceptance—'""You seem frustrated by those problems. What's
happemng?’ (You recognize the student’s frustration and allow the

* student to voice her/his needs.)

3 A student is the first to finish a classroom exercise. She/he
runs up to you obviously elated, and- hands you the. paper.
© Avoid judgmental—"You certamly are smart to finish that

quickly.” (Although positive, lt_ is an evaluation that makes you the
judge.)

Try acceptance—'"You seem quite happy about finishing so
quickly.” {You acknowledge the student’s accomplishment and allow
the student to feel her/his own personal sense of control.)

Strategy~2: When there are strong feelings, possible misunder-
standings, and/or conflicts between yourself and a student, paraphrase
her or his message to continue communication and show understand-
ing. Paraphrasing is the skill of repeating the essence of what another
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“person has fust’ sqid“m’,gdnes own words. It is helpful in potential

conflict situations with students because (1) it demonstrates’ ‘under-

- standing to both parties; (2) it increases the chances forin‘éfogue

around the issue; and (3) it allows for a deeper- apprecmtlon Of feelmgs
Some examples are: . 4 e

1. You come to a student who seems confused about q”é';’eétwork
assignment. You ask, “Would you like some help?” '

The student responds, *‘I can take care/of it myself. This stuff is
just tricky. I'm having some trouble, but Ill do it.” W

You respond (paraphrase), “I get the message. You r;g saying you
can do it yourself.” (This shows your understanding and - leaves
responsibility with the student for requesting help.) :

2. A student is late in bringing in a project. ,You ask, “When
are you going to have it ready to hand in?”

The student responds, ““Give me a chance. I know it's due but
don’t think I'm way behind. I just have a few more details to finish.
Can'’t it wait a couple of days?” .

You respond (paraphrase), “Then I understand you to say that

', you're almost done and that it will be.ready in two more days. s that

right?”” (This stops you from getting into a conflict with the student
and decreases her/his defensiveness.) :

Strategy 3: When a student seems unmotivated, simply describe
her/his behavior, and ask an open-ended question to facilitate under--
standing and resolution of the issue. When a student is mot learning
or involved in learning activities, we often cut off communication -
about her/his feelings or anything else by attributing unfavorable
motives, intentions, or character traits to the student. A behavior de-
scription clearly and specifically notes some of the overt behaviors of
the student so that she/he can understand you wnthout becoming
defensive. :

‘Some examples are:

1. “Youghaven’t handed in an assignment in three days. What’s
happenmg?” |

Not: ‘““You're getting lazy. Where are the assignments for the
last three days?”’ .

2. “I haven’t heard a comment from you in the last two discus-
sion periods. I'm concerned.” H » '
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Not: “You must be daydreammg again. You re not sharing in
the discussions.” ,

. 3. "This composition has five spelling errors and four gram-
matical mistakes. Was it proofread?”

‘Not: “This paper is a mess. You must not care about it.”

Strategy 4: Whenever a student’s feelings seem relevant but are”
unstated or ambiguous, check your impression® of them ta open
communication and facilitate motivation. This is similar to recognition
and acceptance of feelings, but deals more with inference or tentative
interpretation of a student’s feelmgs based on: words or behaviors of
. the student that do not directly reveal the student’s emotions.

- Many times a student who has a problem will not directly state
_ her or his emotions. At such times our “’checking out” of her or his
emotions will give the student the freedom to deal with thesggeefings .
and resolve the issue.:

Another common situation often occurs during discussion, when
a studeht will make strong emotion-filled statements, but not directly
reveal her/his feelings. At such times our tentative impression check
about the student’s feelings can free her/him to describe her/hls own
feelings and facilitate discussion. Some examples are as folluws /

" 1." You ask a student if she/he wants to pel‘f%/rm a certam task.
< The student responds with a hesitant and low—vmced “Yes.”
You respond (impression_ check) “It sounds like you're not too
siire.” (The student can now affirm her/hls Yes or revea‘l more-»
uncertainty.) : T

2. You give an assignment to the class -

From the back of the room, a student asks in an angry. and loud
voice, “Does it have to be in by Friday?”

" You respond (impression check), I have. the feelmg that some-
thing about this agsignment is disturbing to you.’ (You could simply
have said, ”Yes,’ 'gs wut this would deny the real message and the feel- -
ings. ;behind the’ Student’s question. Now, she/he can deal with them.)

3. A-discussion is occurring among your students. |

One student gives an opinion about the federal government.
Another student immediately responds, “That’s the biggest bunch of
bunk I've ever heard!” There is a deadening silence among the class.

You ‘respond (impression check), “You seem angry about the.
opposing opinion,” (Now the student can deal with these feelings,
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if she/he chooses to do so. Scolding or reprimandi g'v!ould have cut , -

off feelmgs and discussion as well. )

this nature can give permission for them to deal wit it emotions -

“and provide a better chance for communication and motivation. It is
important to remember not to.force such discyssion and to leave the
student ‘in charge” of her or his emotlons

Strategy 5: Directly describe your feelmgs" to resolve problems
with a studenf and to avoid continual anger and . resentment.
In my opinion, continual teacher anger and resentment are the
., elements most destructWe to classroom motivation. When I am angry,
I am not humorous, énthusiastic, or empathetic. I am Sut to.get’
someone—probably ‘a student who is weaker and more vulnerable.
I fear that there are too many of us who don’t know what to do when
we’re angry. Personally, I was taught to withdraw or attack! Neither
of these is very helpful to students or the classroom atmosphere. So
if I hold my feelings jn and deny their existence, the results are ten-
sion headaches, an upset stomach, or my own version of the “blahs.”

What has helped me, and what I encourage you to consider, is
that anger is a secondary emotion. Some other feeling has to occur
first before 1 become angry. I feel ’threatened,” “frustrated,”’
“abused,” "guilty,” “urfable to maintain control,” etc., before I feel
angry. What I can do to help myself and my students #8 to get in

- touch with that first feeling and describe what behavior had what

concrete effect-that resulted in my feelmg, and what I want to do
about it. For example

1. A student keeps talking while I'm talking. o

Dan'’t say, ”Shut up!” (Dehumanizing command) -
-Say, “When you keep talking when I'm talking, I get distracted.
I'm feeling frustrated now. Could you please, stop?”’ (The studént can
now be responmble for her/hls behavior and know what I'm feelmg )

(

. 2. A student knocks over a classroom dlsplay and stands there
laughing about it. .
Don’t say, “"Pick up that mess or you'll regret it.” (Authoritarian
" threat) .

115
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Say, “When you knock over, the display and do nothmg con-,
structive about it, I feel irrtated. Could you pick it up?” (The student

v Leave the §
threat an of my ownas- well as’ “the student’ §fee11ngs)

‘Say, “When you call te a bastarg: in front of the class, I feel
insulted. Something’s obviously wrongﬂ“ between us. I'd like to talk
with you about it privately.” (The class knows that I'm human and

A that I have feelings, but I accept- the student and waht to do somethmg
P .about the situation.)” ( ..

‘t say,

~* This is hard to do. I vadmit that I have to continue to”work”ht,this Y
daily and I am far from perfection. It's a “’two- skq‘s forward, one-step
backward, two-steps forward” kind of progress. But' when I don’t

~ do this, I usually find myself feeling resentful toward-my students
and then guﬂty about my resentment. That’ s like going from bad to 4
worse. So if you identify with me, take a look at those books I referred
to earlier in footnote 5 on page ‘111 as they relate to the toplcs of .,
”descnptlon of own feeling,” "I—messages, and “‘assertiveness.”

E

N

. ?Conﬂuency

7 This subfactor is based on the extensive work of George L.

~ Brown®land his colleagues. Essentially, confluency means to integrate

. whatever we teach with how the student feels now about the content

" and to establish a relationship between this content.and the student’s

life. Therefore, all cognitive learning should be expanded and experi- -

.enced through the student’s personal experience ‘in .the “here and

" now.” The student’s awareness of self in relation to the subject matter

is an important element for the teacher to constantly promote in daily
instruction.

Strategy 1: Have the student “'live oul."’D the cognitive concepts,
presented by experiencing them in the classroom setting. This allows
- the student to “vitalize” the learning by touching, seeing, hearing,
smelling, and moving the concept in her/his 'own experience. For
example, if we were teaching a unit on squares and circles to primary
children, we might ask them to “become’ a square and then a circle.
We could agk them: “Where are your angles?” “How does it feel to
be a square\ﬂ{w’How does it feel to be a circle?” “Which do you

iy
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- prefer?”. “Can you move as \eur?”‘ ”How ‘must you move your"

body to go .from beidg a circle to a square?” Then we. could ask
students to name impoftant square and circle’ shapes in their lives—=
i.e.,clocks, houses money, wheels, stoves, etc.  * o

In a secondary situation, we ight be teachm.g the concept of a
phobia. We might ask studerits to-imagine a'phobia to' which they ,
might be susceptibles We might write down the class’s list and
compare and discuss them. Then we might select a few to role-play

or fantasrze about. Thén we could ask. how we might hélp someone

to overcome ‘her or his phobia. Again, the goal is to make the experi-
ence concrete and vital in the "‘here and now.’

Strategy 2; Have the student imagine and deal with learmng

' expgriences as thm/ relate’ to her/his real life! In this- ‘instance, we. are

~y

- seeking ways for students to relate what they learn to their curfent

experiences, If we are studymg a war, we might ask' them how they,_:
would feel if they were “inyaded” byan outside force. We might ask
‘them to relate their expernence around feelings of invasion of prOperty,
prlv/}y, and rights. In talking about’ great military/ generals, wé might
ask whom they noiv.see as powerful leaders and how these people.

.compdre to historic figures. We might discuss warfare ox_physical

ichand ask students to relate their own feelings,on such Mmatters
to the' experience of flghtmg soldiers. Perhaps, some of their’ rela’uVes
have been soldiers, and they will want to discuss this. We might’ also__ .
consrder the role of 'the police in our society. The’ possibilities are _

"immense .for this suBject, as well as for _most, if we desire* to- “'per-
p

A
aning through the acceptance
Iy lives as a motiva ﬂnal context for learnmg

sonalize” learning aqd increase its
of our students’ dai

i

Strategy 3: LIse student concerns to organize confent and ‘to.
develop themes and teaching procedures, According to Weinstein and
antini,'” a congern connotes an inner uneasiness for the student and
is. deeper and more persistent than a srmple interest or feelmg They
write: | ' ’ ¢

v

Interests usually are less _anxiety- laden than concerns and

_ \they are more likely to be transitory. The term “‘concerns,” as

-~ vhe are usmg it, connofes an inner uneasiness. “Concerns are
* deeper and more persistent than interests: A person may have an
interest (in, say, urban poverty) and yet not be concerned; on the
other hand, his interests may give clues to.his concerns. More-

v
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over, as we have pointed out earlier, céncérns go, beyand “feel- -
* ings” which do not necessarily arouse the frustrahdn or anxiety

- associated with concerns . o
- . Concerns may be posxtlve of course, rooted in aspita-
. tlons and desnre/s that are seeking outlets. But all concerns are
negative in the sense that they signify, dnsequnhbnum or incom-
plete satisfaction—the gap between reallty and an ideal. Thd
curriculum should deal with ways of helpm,g students to work

. toward achnevmg theu' aspirations' a3 Well as toward overcoming
_fears and anxiéties.!. v

"We .can learn about our students’ p/ oncerns by empathetncally .

hstemng to and observing what they say and write about their lives
" and their relations to the world. Since the frequency of their comments

and clues will be- an indicator of; whether the problem is a fleeting

“feeling or a &eep and per51stent congern, our mental record .of these

. events can gunde us.

Let us say that we note that a posmve self~1mage is a- strong
concern of-our students. We can then estabhsh some’ orgamzmg 1d as
such as: N b 1

i W
1. Parents and sngmfncant others help us to determme how we

. feel about ourselves. .
2. Reaching important goals enhances our self-concept.

3. Feedback is an immediate way of knowmg how well’ wegpre
progressing toward our goals.

", 4. It is important to know what we use to measure. our_self-

worth

»
(9

With these organizing ideas, we mnght choose to read Catcher in

the Rye and outline apd discuss—

. 1. Who the sngmfncant others in- Holden’s llfe were

2. How his self- co;xcept came. I‘rom them
R What goals were important to him.

: \How‘ he sought to achieve those goals, -

4 o
-3 How his self-concept compares with ours. . “
" 6. ‘Nhat his adventure means to us in knowmg who we are.

This approach can lead to more discussion, a paper, library
ex loratlon, artlstlc Symbols etc. By making our students concerns

| -
1
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an mﬂuentxal theme in oun daxly lessons, we can nurture thenr self—

hﬁl‘i\za.txon as well As, ‘tivation

all of the above strategnes, teacher and student readnness is a

necessary prerequnéxte before' they are ‘attempted Some of these
+ methods can be powerful, and if the student is not prepared, the

. strategy-‘will- have no: ,meaning, and could even- be harmful to the

student. We may have to. initially make a gradual progression ' or to,
take : some time for the greparation of our stutlents before attemptlng
cqrtain_methods. Also, our -own ability to ‘handle - our emotions .as
Il s’ student -feelings is something for us to consxder We ust
know how we tespond to change, confusion; joy, anger, etc,; ‘so that

ious: section, as well as our own’ personal security, are
matter to Garefully donsider when incorporating’ these Strategies in
our dally teachxng T R

A}

- |

Valumg . G " e .

Valuing means here a process that is- comenL known as values,
clarxfcatzon ' originally developed by Raths and bas¢d on the thlnklng
of John Dewey The process has three dimensions

. andac{mg—wﬂh a total ven subprocesses,
L. C'hoosmg . ‘ _
a Choosmg freely: The person selects the value thhout
© coercion. - v '

8

K b. Choosing from alternatives: By considering alternatives,
‘ the person has a greater probabxllty to be “’free” in her/his

~ choice.
. . N ,
" ¢. Choosing after chsidering the conseyences: Yhe indi-
~vidual consciously attempts to predict yhat \A/lll happen
- if she/he chooses’a particular value. T 151makes the choxce
T more intelligent and less compulswe =

2. Prtzmg

. Prizing and chenq}nng The person|
and considers it an nlntegral aspect of her or hxs ex1stence

b. Affirming: The person will. state the value publlcly and
- if necessary, share her or his respect for it when the
‘occasion arises. ' |

] '
o
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respects the value . '

v

effective facilitators. The chmunxcatxon techniques stressed ™
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. 3 Actmg"

K1
o -4, Actmg upon choxc s: The value is apparent in the person ]
" behavior and ‘act 5. The way the person spends her or
his time reflects cherished value. o -

:u

-
-

“b. .;Repgatmg The value is reflected in a con51stent and

~ repetitive pattern in the person’s daily life. It is not incon-
;sxstent or unpredxctable in the person’s actions.

@D
T_he advocates‘3 of values clarxfxcatxon see it as an intervention to
reduce value problems such as apathy, flightiness, overconformity,

--overdxsseMxon, and other behaviors indicative of lack of values or of
~value confusion. They. claim that use of the valuing process helps .

mdxvxduals (and groups) to develop and clarify their values in such
a way that they are more likely to (1) experience positive value in

* . their 6wn lives, and (2) act more constructxvely in the social context. ‘
I'm not so sure—but I do beheve that values clarification 'if part or

their personal awar

as a whole is a. gpod method to facilitate student motivation because .

it asks students to felate to learnmg. what they care about based on
ess. b

Strategy 1: U , values clarxfxcatxon methods' ami actxvxtxes to
facilitate léarmng. Rather than attempt to superficially overview" the

-field (a book would be necessary to do so), I want to illustrate the

process of prizing by describing one of the most popular strategies
called “Twenty Things You Love To Do.” '

—

¢ The teacher asks the students to list, the 20 things they most B
like to do. These can include anything from listening to the radio to

building a house, and théy can be important aspects of life or simple
_daily routines. After the lists are completed, the teacher suggests that

- the students place beside each activity certain symbols that will be

- self- vealing. For example:

1. _Put a D next to each activity that costs more than a dollar
to do each time. g

" 2.- Put a P next to each activity that exther one or both of your
s parents enjoy domg as well.

*3. Put an'S next to each activity that you learned how to do in
school.

120
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' they can: “From doing this activity, I learned . .
Some students may learn that what they like to do doesn'’t C{Jest

v

EY

4. Put an A next to each act1v1ty that you en]oy more 1f you do
. it alone. . :

.

5. Put a C next to each actlvxty that you can do only i in the city.

After this, the students are asked to reflect on their lists and
symbols, -and to complete the following sentence as many times as

much. Some may learn that what thtay like to do is not spmething th
learn in school. Some may learn that they en)oy thexr own company.

‘There are many possibilities.

These lists and reactions can be shared in small groups and/or
as a class. It should make for an interestirig discugsion about happiness
and motivation. N .

There are some guxdelmes to foHow in the use of these processes

1. We accept different student values without being ]udgmental

2. We don't permit students to put down”’ others during the
'sharing of values. '

We are w:llmg to offer our own values w:thout mtxmxdatlon
or self- rxghteousness ' -

We allow students ,not to part1c1pate to ‘pass.”” The - goal
. is to involve student valués in learning and to nurture accept-
. anc% of different values.

Climate- L o \&., 3

Every-tlassroom is a group, and every group has emotional and
intellectual interplay among its members. These mterrelatxonshxps
have vibrations, feelings, and an expressive tone. Climate refers to the
quality of the interrelationships among members: in a learning group.
When interactions are negative, hostile, and unaccepting, we have a -
group with “bad vibrations.” When the characteristics of the interplay
are positive, frieridly, and accepting, we have “good vibrations.”” This
can be seen and heard in how students move toward one another,
.how they address each other, how they solve problems, and how they
relate to the teacher. e

Students will not-become: spontaneous or expressive in their
learmng untxl Mhave learned that their peers and thexr teacher

N
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. xlimate helps to creafe directionless and poorly niotivated students

AL

caf

T

f( accept them. Those who do not feel accepted will feel alienated from

the group as well as from academic learning, A ‘rejecting classroom

who will supress‘thelr feelings and not ablde the acaderic norms
8 by

‘ of the classroom. :

* No matter how well we consider the indjyidual attitude, needs,
and feelings of each student, tost learning takes place in a group,

and unless the stident feels accepted and respected by her or his peers,

of teaching and how acceptance or rejection by your professional
colleagues influenced your dally work?) As edycational leaders in the
classroom, we have the greatest re5P°r151b1hty to mﬂuence 1ts
atmosphere, . x

Yet, this is a tremendous task. Even the best learning groups,

1 hke .the best families, shave some degree of conﬂICt There are two

meVrtable 1ssu?»§or disagreement in an}’ group that has work to

accomplish (and 1 arning often is wor k). The’ first involves reaching.

an effective balance between group goals and individual interests,
Some stUdents want to move ‘ahead. Others \y,n¢ to stay behind. And

some just want to. go in different directions, gecond, there is always.

her'or his motivatipn: may be in jeopardy. (Remember your first year -

the feelings of the 'group versus the feelings of the’ deVlﬂH!E‘ M°&t‘:.' i
f

“students like a- Certaln'toplc, but some don t. The ma)onty o

These are not perfectly resolvable issues, and gome degree of compro-
mise or balance will have to be accompltshed '

I say this not to dnscourage us, but to emphasize the need in
everyaclaSSroom to take time to deal with socijal-emotional concerns
among the group. So give yourself permission to occasionally move

e class .
feels a need.to ‘discuss a problem, but a fey feel it's unnecessary.

fvay fromthe curriculum, without guilt, and to deal with what can’t

be denied or prevented. Schmuck and Schmuckw give us the research
backing:

. One of .the most 1mportal'lt r;Xhtmns of-

‘ s tend- to .alternate/in a cyclical,

* ' emphises 0N, task and social-emotional concerfis. :When groups
of Students ar asked to work together on ClaS room pro)eCtS, it

is realistic to expugt that they t00 will gpend n arly half of the .

available time dealing with_emotional agpects of their interper-
sonal relationships, All groups, both styderit and' adult, spend a
great deal of time granting emotIOnal Support to their members

)

shion - between -
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Learning groups that do not sglv.e their #motional problems also
have difficulty in accomplishing academic learning tasks, '8 * - -

Strategy 1. ‘LIsé Gibb’'stt supportive"commur‘zicntion behaviors to °
facilitate a positive climate. In his research, Gibb found that certaj
behaviors on the part of the communicator tended .to produce“a
defensive climate in small groups. Such a climate is characterized by
people who fee| threatened and who tend to distort the fessages of

-the sender. For each defensive-prbducing behavior, he also found a
supportive communication behavibr which -operated on the same
continuum but which was capabld of facllitating a positive group
atmosphere \yith trust and effective communication. We can foster a
motivating group climate in our classrooms by using and modeling .
these positive characteristics while avoiding the defensive traits. There
are six- séts: . ' R ' L
~d. Avoid judgmental and evaluative behavior that puts students
on guard and inhibits their reactions. Instead, use descriptive
speech (see the strategies under the subfactor of “Feelings")
that does not ask or. imply that students should change' their

behavior or attitudes. - ) S

* 2. -Avoid speech that is ysed-to control students and implies that

- they are inadequate, ignorant, immature, or unwise, Instead,
use a.problem qrientation with students-that commupnicates
a desire to collaborate jn mutual problem ‘solving (see the
conflict resolution model—Strategy 4—Dbelow) and has no -
predetermined soltlt_io’|1,_”atti'tltlde, or method to impose.

3. Avoid unannounced strategies b:‘hid[_i‘eri agendas that make -
students feel used or victimized. Insteady use Eli,'r‘fz'c“t"pan!dj spon-
N taneoys connnumfcnlibns"'t"‘ha”t' are straightfdrward and honest.
- State your wantsiand needs clearly without ‘manipulation.
Both you and your students have a right to say, "No, I
won't,” as well as “Yes, I wil].". ' E X

44 Avoid neutrality or norcaring ‘behavior toward Students— .
| £+ €., “This is a democratic class. You can take it-or leave it.”

* - Everyone wants to be perceived as a valued person, as some-
one of gpecial worth. Instead, use communication that conveys -
entpathy for student feelings (see the strategies under the |

. subfactor / of “Feelings”) and respectfor her/his. worth. -
st o
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According to Gibb; the combination of understanding and
empathizipg with 2 student’s emotions with:no accompanying

effort to change her/ h‘m is supportive-at a high level

"A\de communication that 1mpj‘tes superiority. Any hme we |

behave as though We are “better” than"our students, we are
likely to allow them Iss status, power, and worth. They know
this and resérit s for it. Ir\Stead use equality behavior that
functxonalry accepts and tespects student opinion; work thh .
them'to solve prb €MS. a“d‘plan activities. ! '

Avoid dogmatism Of certainty that implies . there is only one-

answer, one way, OF one method—ours. Not only is this too’
controlling of students, but it jmplies that they are inferior
as well. Instead; be’ exploratory and mvestxgatmg of ‘igsues

;. and problems so that students ean feel control over their

lives: and respect for their ingellect in the quest for more
lnformahon and learmng ]

Strategy Z: Use a COOP@’““W 80nl structuh, to maxlmlze Sfudent

involveinent and sharing: Thé way stydents relate to one another in
. working toward the accomPhShment of academic goals appears to have

a significant influence on their mOthahonJlR A cooperative goal struc-
“ture exists when students percefve that. they can obtain their goal if,
“and only if, the other students with whori they are linked can obtain

%

their goal. Two students writing-a paper’ together and a group of

students makmg a smgle pro*;ect are examples of a Cooperahve goal

structure

The research in thlS area is 1mportant and mdxcates that—-

1.

Students w;ll become more mvolved in. mstructional act1v1t1e§
and tasks under cooperatwe rather than under competltrven-. .
conditions. RIS RO : -

Students prefer C°°P°th01y structured learning situations
over competmvel}’ structured ones. -

Probable consequences of the yge of continual competition are
student anxxety and ﬁVOldanCC reactions, group fragmentatiori
and " hostlity, and subversion of intrinsic motivation for,
learning. (All of ““5 is a very nice and logical way of saying
we should avoid continued competition ini our classes if we
want a positive climate with motivated students.). -

S
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: The bcst types of mqtrucponal acthtnes for d coopemtnve goal
structure are préblem solving, dxvergent tl?hkmg (creative tasks), and o
relaztxvely ambigiious'¢ asangnments in which'students do the clarxfymg,

" decision makmg, and inquiring. Each student should be prepared
through our .instruction and facilitation to (1) see the learning goal R
as desirable, (2) expect the group to achieve the goal through sharing R
of ideas, and (3) count on mutial stu,dent support for risk taking and
. division of labor. In this approdch, we are facilitators and: advisers,
but t}l{l students are’ themselves the major rcso;rce for assxstance
i suppor ,and reinforcement. L e

Strategy 3: Make ‘group’ dec isions bJ conscnsus Most of us
_attempt to ke, democmtlc in our teaching. When we’ “approach situa-
tions, conterns, goals, and issues that affect all of our studenfs, we o
usually ask their opinion and try to makc . decision. Often there is P e
a difference of opinion on certain. matters among our students, so to '
reach rcsolutxon we “take a vote’’ with the majority determining the
decxsxon Thus, we are fair and democratic. But with every majority

., win, there is a minority loss in the process. This léaves a few students
ot the nilnority ““out of it,” and often they feel rejected, régentful, and ‘
poor.lly motivated for the task at hand. To avoid this kind of possibility, v
- 1 encourage consensus decision making in classroom matters. .

Perfect consensus means that.evéryone agrees on what the deci-
sion should be. This is timely ahd difficult to achieve: I think it's
worth it, .but perfection is a d‘emandmb standard to tontlmmllv
sustain. ‘30 [ suggest that lot;st;r depr(‘os of consensus might be‘
appropridte, given the constraints of evervdny classroom teaching, To
contmlmlly work toward pcrfcct consensus is a guideline. tha. should

enhance clxmate but not bccause of our overly rigid’ apphcatxon 5
Bfeat jt; - S i

B - thn a decision is made: by conscnsuq all students underqtnnd

the decision andvaro pwparcd to support it. This means that all. ,
students can rephrase ‘the decision to show that they.comprehend it PN
and that they’ve had a chance to tell how they feel about it. Those ' '
students with remaining doubts or disagreements are at least- wxllmg ’ T s
to publicly agree to give the decision. atry for a period of time. .

Discussion is best when students are’seated in a circle th nn
atmosphere of support and acceptance. Differences of opinion ‘are'.

_ seen as ways to gather additional information, Llanfy issues, and seek )
better alternatives. - “ _ S

N N
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coneensual decision making arei,. " ., e

1,

6.

Avoid blnndly argumg for your- own individual judgments,
Present your position as clearly and logically as possible, but

listen to other members’ reactions and consider them carefully

before you press your point.

Avoid changing your mind only to reach agreement and to
avoid conflict. Support only solutions with which you are at

least somewhat able to agree. Yield only to positions that have

objective and logically sound foundations.. /
Avoid “conflict-reducing” procedures—e.g., taking a majority

.vote, tbssing a coin, averaging, or bargaining in reachmg

decxsions

Seek out differences of oplnton They are natural and expected.
Disagreements can help the group’s decision because they
present a wide range of information and 0pmions, thereby
creating a better chance for. the group to hlt upon more
adequate solutions. '

Do not assume that someone must win and someone must lose
when discussion reaches a stalemate. Instead, look for the next

_most acceptable alternative for all members.

Discuss underlytng a?!umptlons, listen carefulfw to one an-
other, and encourage the participation of all menibers.?

.Some practice of this method with students: through role playing
and/or exercises may be helpful before its use jwith real and emotion-

ally laden issues; ,'Ihls is a skill, and 5 38d intentions are not enough

to make it work.

?IJ

S;rategy 4: For problems wzth a student or group of students, use
Gordon’s"’l Conflict Resolution Model. This is similar to the consensus,
decision-making strategy outlined above, but it focuses more strongly
on conflict (teacher needs interfering with student needs or vice versa)
and’fndw:dual needs. All of the interpersonal skills outlined as strate-

gies with the subfactor of “‘Feelings” are necessary for successful
implementation of this method. | p
_ Probably one of the "’montents of truth” in any classroom is when
a student feels justified in meeting her or his individual needs but

finds herself or.himself in conflict with the group, and/or teacher. If*

Y
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According to ]ohnson and ]ohnson,“' the bMic guidelines for



we attempt to authoritatively “fop®”’ the student to submit, we will

have on our hands, at best, an obedient but, resentful student or, at -

worst, a rebellious and hostile student. This not ‘only “kills” the
student’s motivation but also may negatively affect the motivation of
her or his peers who are observing the situation. Gordon’s method
is a “win-win” approach which respects the rights of both parties.
His six steps are;

1. Defining the problem——Both mdlvnduals haVe a turn to stdte
what they think the problem is and to convey any feelings they might
have about it until agreement on,a definition of the problem is reached.
The problem is stated in terms of needs and wants, and not solutlons

EXAMPLE: Teacher—"'1 want you to do these 20 math problems,
but you don’t think it's necessary

Student—"That's rréht ‘you - think I need the practice, but I
believe I don’t. I don’t want to do what’s unnecessary and boring.”

Teacher—"Okay, let’s see if we can resolve this.”

2. Generate possible alternatives or soluhons—The teacher and

student brainstorm and come up with. possible solutions and alterha-
tives (be creative). There is no evaluation or criticism at this point. If
things bog d.own,xthe problem is stated and re-examined.

EXAMPLE: a. Do all of the math problems.

. Do none of the math problems.

s

Do half-of the math problems. *
Go on to the next assignment.
Just hand & the answers,

4)\7\-\
a, N

’
™ e

;" ° dono more.
. } g. Do a random selection of four math problems,
/. vand if all are done correctly, go on to the next
s - assignment. ‘

3. Evaluate the possxble solutions and alternahves——Eshmate
and critique the possible alternatives and solutions for meeting each
person’s needs or wants. Check them for flaws, reasoning, fairness,
implementation, and appeal. Be honest and direct.

\
4
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If the first five math problems are : done correctly, ‘

e



) 7‘@& EXAMPLE: ‘a. Do all of the math problems (Student —“I can’t
. " accept this one.”) -
_b. Do none of the math problems. (Teacher—"Well,

I can’t accept this either.”)

¢. Do half of the math problems. (Teacher——’ May-
be.” Student Tt still doesn’t seem fair to me.”)-

d. Goonto thes next assngnment (Teacher——’ No, I
havé to have some assurance you can do these
problems well.”’) : '

: . e. Just hand in the answers, (Teacher-—”That 8 less
work and I'd know if you could do it.”” Student—
“It still doesn’t seem fair.”) R T

f. If the first five math problemé are done correctly, -
do no more. (Student~—"1 like this one.” Teacher
—"But the first five are the easiest problems.”)

g Do._a random selection of fqtnr math problems,
and if all are done correctly, go on'to the next
assignment.- -(Student—'‘Seems fair.” Teacher—

> “Well, that’s a possibility.”)

4. Decide on a mutually acceptable solution—=S5 the solution
that appears most agreeable to both parties. State th¢ solution or write
it down to make certain that everyone understands‘and accepts it.

EXAMPLE Teacher—"Well, it seems that doing the random
selection of four problems and proceedmg on to the next assignment
- if all of those are done correctly is the solution we can both hve with.”

Student—”Yes, I'll go along with that.”

5. Implementmg the solution—This is essénhally who does what
by what time. Be specific, and, whete necessary, use. a deadlme to’
avo:d delay or confusion.

EXAMPLE: Teacher— “I’ll randomly choose the problems and
' give them to you right now.’
Student—"‘Okay, let's get started.”

. 6. Evaluate the solution—Because of un?oréséén',ﬂifﬂcu‘fﬁes or
changes irt the person or situation, the solution may need revision
and/or another problem-solving attempt. Thereforé, the contract is

1




i

'

e - [ ' . . .v ‘ n

always open—ended Also, it may be wise to discuss the solution for :

future learmng

EXAMPLE: Student—"1 see that all four problems are correctly

answered. I knew I could do this stuff.”

Teacher—"I have to admit that you were, rlght However, I did
notice that you did thoseproblems awfully carefully and very slowly.”

Student *"That’s because my pencil was dull and my arm’ was
hurting me.’ .

Teacher—""Sure, I know. Why don’t you try the next assxgnment '

before your other arm starts hurtmg you?”’
Student-—”0kay S '

"Conflict resolutjon is not as easy or as simple as it appears in the’

previous exarhple. But my experience is that it is extremely effective
(especially with adolescents) and can’ turn a potentially explosive
conflict into a creative challenge with’ posmve payoff for students
and teacher. . ., )

Strategy 5: Use."'climate surveys” to diagnose your classroom
atmosphere. These can be used to improve as well as affirm teaching
practices and communication skills. Such feedback is important in the

'wlnltlal stages of group cohesion to increase our awareness of the
studefit’s viewpoint. Maintenance checks are also advisable to prevent

_the development of interpersonal relatlonshlp problems and to con-
tinue constructive motivation processes. One possible approach is to
list a ‘continuum of apposite (fp escriptive terms on which students can
, mark- to indicatestheir feelings about the classroom climate. (I en-
courage a sharmg of the results of such a survey durmg a class meeting
in order to discuss and clarify understanding as well as any necessary
- decision makmg that- might result from the survey.)’ "m\,, -

The survey' in Figure 12 is one of many posmble“mstruh\ents to

~ gain student feedback. Change or addition to the terms used:is at the .
~ teacher’s discretjon, dependmg -on the particular grade level and -

situation. An’ anonymous response. by students is prpbably most
desirable. " .

Strategy 6: Use self-diagnostic questtonmg procedures to reflect

"upon How your behavior influencgs the classroom- atmosphere. Con-*

tinued v1tallty and afﬁrmatlon as a teabher are depenc(ent on our own



_figure 12

Please mark the appropriate space on the following continuum that ‘
best describes our classroom cllmate as you experience it. L

Il

The atmosphere in this classroom for me:

NEERE : ‘ ”

s cooperativ=e : s B Is Jncoopfératiz?;
'7swarmbt_‘f : ”-‘ — _ * o =.’ Is cold
'Shows unde;srasding ' ' N s criticizing -
.i’ er;couragir%‘g - 4 _= v — v — Is:diacoura‘ging:
s caring S : : ! I has‘tilee
. Zts me, b.e rr’z’yself : e \ ‘Hsks me to play games
7 stir;mlaﬁnv;g‘ . : ; . : Is boﬁ?é
iets me be‘ ft:'ee | :.- B ! | \ T 15 constricted
.rIs relaxing : — L =\ — Is tense
TS fair . —+— s * ’ g + 1 s unj?tr%
%Fosters creati.m;ty — - : : \ Foste;s co~nform::t‘1}.' '

self-awareness. Because the facilitation of groups'is such a demanding
and complex process, some form of programmati¢ guideline for self-
diagnosis of our group leadership behavior can be jmmensely helpful.
* Johnson and’ Johnson provide a series of questios and ratings that
“can aid our self-understanding. The list of questions g\ ‘Figure 13 can
be used in conjunction with the “climate survey”|in Strategy 5 to .
make comparisons of what we think we do-and of how well: ‘yr class
may percelve the results of our actions. Tl'us kind, of| mutual (ﬁ&ack

1z
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(our -self-percéption and ‘the students climate evaluatlons) -can help
* us to pinpoint our inconsistencies or ﬂaws that may need further
refinement or improvement. S

Thls self-awarengss inventory of group behavlfu can also'be
given to students to allow them to check their behavio¥ and to reflect
on what they do in class and what they might Want to affirm, change,
or improve. - ’ -

These questions focus upon several aspects. of increasing a positive

classrpom atmosphere. The first question deals with a general attempt
'to - keep (8roup cohesion” high. Questions 2 and 3 pertain to the

expression of ideas and feelings and the support for students who

express ideas and feelings: Such personal partigipation is essential for
cohesiveness and for the development of trust. Questions 4- and 8 -

also focus upon support for and liking of students. Question 5 refers
to including students, and Questlon 6 takes up our Wwillingness to be
inﬂuenced by students. Questions 7 and:9 center on the acceptance of
indxvxduahty w:thin the class. By adding all of our answers, we ¢an

- arrive at a total group, behavior score. This can be used as a baseline

measure to improve (raise) as the academic year continues. Classgoom
, discussion of the results of this self-diagnosis may be vhelpful to

_ continuing and improving a positive climate. s
I would like to conclude this chapter with some comments: about .

teacher,vulnerabnlxty I have often asked myself why it is so difficult
for me to directly express my feelings in class or, better yet, just to

- “be myself” among students. -In large part, I believe this resistance

is due to my ‘fear of student rejection and judgment. What if I were
myself and they laughed at me or ridiculed me? This might happen,
- and I knbw I would be hurt and feel consxglerable pain. So if I play
a role and avoid being myself and being dxrect about how I feel,;] can
reduce the threat of student ridicule and more easily feel superior and
in control. I excuse this behavior by telling myself, “I "know,_‘'who I
am and that s.my business. I -don’t have to reveal myself.” True. But

when I maintain a role and remain an image, my students are encour-

aged by my modelxng” to do the same. We may get’ along but

~without real contact. Theres less pain—but there’s also less joy in -

1

- ‘#eaching. - : ..
» Somhen the human relations * ‘types’’ come arouﬁd and encourage

me to “be myself,” “act natural,’” and “let it all hang out,” 1 respond,
’__’That s easy for you, byt you don’t live with my students. ,They can . .

. . .
b 5
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N
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Figure 13%2

Consider your classroom leadershnp behav:or and answer each ques-
tion as honestly as p055ible ? ‘

.
¢ f
a El

1. I try to make § sgire that everyone enjoys being.a member of the
class. : ‘

NEVER 1:2:3:4:5:6:7:8:9 ALWAYS
2. I disclose my 1deas, feelings, and reactlons to what is currently
taking place within the class. -
NEVER1:2:3:4:5:.6:7:8;9ALWAYS o
3.1 express acceptance ‘and support when students disclose their’

ideas, feelings, and reactions to what is currently taking place in the class.
v NEVER 1:2:3:4:5:6:7:8:9 ALWAYS

4. Itryto r;iake all students f)eelv valued and appreciated. |
.. 'NEVER 1:2:3:4 :5:6:7:8:9 ALWAYS - o

' 5. 1 try to mclude all available students ‘n class activities.
NEVERI 2 3: 4 5: 6 7: 8 9 ALWAYS

“ 6. I am influenced by other class mgmbers (stud nts).
NEVER 1:2:3:4:5:6:7:8:9 AL

NEVER1;2':3:4:5‘:6'-:7:8:9 ALWAYS |

8. 1 express liking, affection, and concern for all students.
NEVERI 2 3:4:5:6:7:8: 9ALWAYS

t 9. I encourage class norms that support md1v1dua11ty and personal
expression.

NEVER 1_:2:3:.4:5:6:7:8,:9 ALWAYS
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be nastyl” Again, -true. There is no getting away from ithe risk. I
realize this and encourage you to fully learn the strategies in this
section and to comprehensively involve yourself in some of the
recommendegd books arid their related training. And with this, to
gradually atlempt the suggestions that have been outlin 1'6 allow
yourself. time, and to permit yourself to be vulnerable e, "but n%
foolishly. Like a plant, growth only occurs with healfhy:exposure
‘the environment, and the plant grows best with cateful ndrturance.
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Chépterb R Competence.

" Effectiveness with
Responsibility
\
R [
. : = :
N © . According to R. W. White' the
des; ) gain competence over one’s environment is a powerful human
m ’n. In .essence, this competence is experienced through the

0 m’s capability to interact effectively with its environment.””2
Whlte’ sees people not merely as the result of the Influence of their -
experiences but-also as active and reasoning beings who can shape
the course of r%\ﬂdevelopment Competence is used as a term to
describe a pers bility to take the initiative and capably act upon
her/his  environment rather than rem)ammg passive and allowing the
environment to control and determine her/his behavior. People want
to do more than to survive or exist. They want to effectively live and
master what is important to their daily being.

For White, learning and achlevement are mtrm51cally satisfying
‘and rewarding in and of themselves: “. . . intrinsic satisfaction comes
from expending effort and producmg consequences % Thus, when-a“
student learns and feels an actual sense of progress and real accom-
plishment, there is significant’ motivation for Further effort and’
learning in a similar direcfion. In general learning situations, a sense

of competence occurs along two dimensions. The first is an awareness
~ of ‘mastery: the realization by the person that a specified degree of
knowledge or level of performance has been attained that is accept-
able by personal and/or social standards. The second is a sense of-
self-confidence: the self-perception that one is able and adept, what-
ever the task. For students, the mastery component results in state-

134
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" ménts such as, “T am doing it,” or better yet, “T am doing it proficiently -
. and effectively.” The self-confidence is contained in statements such
as, “I know I could do it,” or,s’I can do it.”” These interna] messages
» - complement each other and facilitate motivation for-learning as the
process continues. . . ’ ‘

In Nardine’s® view, the relationship between mastery and self-
confidence is a spiral one, and student growth requires that both be
present’ ‘ S ‘ ' S

-Knowledge and mastery ideally lead to development of
.confidence in one’s skill and ability, and confidence supports the
efforts to master new skills, the achievement of which in turn
buttresses confidence, Thus self-éo'r{ﬁ'dencej is a _Sl'ﬁe'lqua non of
competence grow
for expanding one’s skills into new areas. . ‘v %

- = « The role of the school then must be ‘to foster both
cognitive growth and an appropriate sense of confidence in one’s
efficiency and ability to learn new skills if we are to graduate
competent individuals who will initiate their own futther or

'lr':"‘-,‘ “ongoing education.® '

A construct similar and related to-the concept of competence is
.the need to achieve. Achievement motivation, in general, is one’s-
functional display of a concern for excellence in work that one values,
and, in a sense, it is also a desire for competence over a body of

subject matter, a specific skill, or a designated task. Achievement ‘

motivation involves the process of planning and striving for excellence
and progress; doing things.better, faster, more efficiently; doing some-’
. thing unique; or, in general, competing with a personal or social
* dtandard. ‘Investigators” have found that a person with high achieve-
ment motivation is an individual who is self-confident, is 2 moderate
tisk-taker, wants immediate concrete feedback on her/his efforts,
' ]cnov_vs how to’ utilize her/his environment, and can tolerate delayed
~ gratification for personal g'oals, It appears 'that‘ students who have a '
high need to achie\ié usually do well inacademic performance, °
- The theories” of .competence 'and achievement ‘motivation are

‘obvious in the programs and research of deCharms® and his colleagues _

who approach motivation with the concept of “personal causation.”
 Their fundamental assumption about motivation i8: “Man’s primary
motivational propénsity.is to be effective in producing changes in his
.environment. Man strives to be a causal agent, to be the primary

) ) ’ -

Lo

135 -

h ag it provides the ba’éiékfgr taking risks and -

"



.
K - BN Vol
4 b . R e

o . : . : a

B . . X .
vy . . . . . )

. . £
A ..

personal causation.”?
. In their significant and successful cl
ment prolect, students were. told that Ongms are persons who—

1. Take personal responézbility [T : L
2. Prepare their work Carefully. o ' [
3. Plan their llves to help reach their goals.

-éctzce theu' skills. e ‘
: Petszst in'their work.

locus of causation for or the. ’Ongm’ of Zhis behaviot,' he stiive(fo'r;.

. - .

- 6 Have patience, for they now that some goals take time - to

reach.

ssroom motivation devglop-'

7 Perform, for they know that they have to do thmgs in order ‘

ch their goals / _
8. Check their- progress—x e., use feedback S

9. Move toward p ectmg their. skxlls paymg specxal attentlon
to 1mprovement .

2

Personal causation training differs from achievement motivation ,
programs by emphasizing assumptions and related strategies that

enhance the student’s internal ability to become commxtted to her or
his learning by responsxbly pursuing academic go;ﬂ’s that have persona]
meaning. Achievement motjvation appears to'rely more on giving
equal weight tg, striving, for _personal standards and standards ‘set by.

are -all imposed by superiors and hepce reduce rather than enhance

: feelmgs of personal causation.’’11

IL(

~ others, In personal’ causation training, students are encouraged to use .
‘an internal choicé urpose, followed by mternal'personal responsi- -
 bility; not external accountabxlxty deCharmg ~warns, “Too often in
‘the educational setting, at least, standards; excellence and efﬁmency :

Whatever their dlfferences, there 15 no doubt that all of the'

theories and research cited above'\support personal self-confidence and

effectiveness in learning as profound mﬂuences on contmued student ‘

"motivation,12

" The rest.of this chapter is devoted to ‘accounting and elaboratmg
on ‘how ,student self-confidence and effectxveness in learning can be
facilitated at the end of an academic task or ‘experience. The student’s

- sense of competence 3 at the end’ of any learmng task is a dommant

EY %
A
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' sirmlar activities,
7+ 1 see this. in what I call the “hinge head phenomenon.” This
seems especially apparent in passive learning situations where students
must listen to us deliver information or demonstrate something. They
 politely listen and nod their heads, seemingly involved and afgenitive,
but if they have not mastered the material or cannot see any*Value
in the learning for their own effectiveness, when they can leave the .
situation, they are often shakirlg their heads and drsCOUntmg the value
qﬁthe experience,
Means and ways to facilitate student competence at the beginning
and during a learning task can be found in the strategies for the '
subfactors of “’Attitude Toward the Self;” “Expectancy for Success,”  «
“’Esteern Needs,” "The Needfor Self- Actuahzahon  and “Intesest (and
Involvement.” What is emphasnzed, inthe followmg subfactors and
. strategies is what can.be done when a learnmg task or activity is in
" the proces}s of endmg o | '

factor in COntxnued "Zf"'iva.tlon for the task and the initiation of any* ‘

'-e.""

Awareness of Progress and Mastery , -
Ut s important. to note that master)’ is used re to mean the
students sénse of effectiveness “in deahng xnth ersonal learning;
" funictionally, this refers to how the student pejceives how proficiently
she/Re is personally causing and affecting leatning in a chosen task"
that has personal meaning and value. A student’s awareness of
personal mastery grows ot of continual knowledge of feedback from
" the learning environment that demonstrates the results that the
‘'student has produced. The stiident’s accurate assessment of the feedA-
" back bzcomes the basis for her or his mdhvatron to continue or retreq.t
_from, farther challenges in this learnmg o o B

Strategy 1: Provide conststent feedback regard:ng mastery of
learning. FunCtIOﬁa”y, feedback is'student awareness of a consequence
" that has-occurred as a result' of a personal response that has been

q completed To.be immediate, the awareness of thggonsequence musk ;-
“occur before’ Emother ‘response is made Imme?m{mback is probably’ K

.+ the best‘klnd to facilitate motivation, but i€is also very difficult for’

" us to’continually sengure. While psychomotor tasks such as riding- a "
bicycle or jumpiffg 1 hurdle.. glve immediate feedback by their: very,” ,3)'
nature, many forms of cognitive and affective learning do.not. Pro- = =%~
grammed texts; teachmg machines, computer- assnsted 1nstructron, and




ey ’011

chemically processed materials, when high in quality, can giye imime-

diate feedback and should be. exaniinied for potential dse. However,

most of us will probably have to.beé innovative and develop our.

. 7 own techniques. Some. posibie suggestions follow. Their effectiveness’ -
- 1is dapendent $f how clearly dnd how immediately they can provide

o« + helpful feedback that enhances the student's sense of progress and ...

"~ mastery in learning. o SRR

? o '.; .o 1. Use a tutoring approach. The tutor can be yoﬁrsdf, a tqaé’fier_ ~
N aide, a community volunteer; a pargnt, or another student. The process
R can be on an indi¥jdual or & small group basis, with ghort meetings
S to.give the feedback necessary. Advanced students can assist the less
';j- advanced members,of‘-t'hé- Class, but be cal'eflﬂ nbt thbuse thds device
. by impeding the creativity and pos’sible cher leal’niﬂg outcomes fOl'
the more able:students. Anyone who serves as a tutor should be
. garefylly mionitored to:assure that the tutor is able to sensitively relate

‘to those students whom she/he is assisting. . :

;. 2. Provide answer sheets, study guides, evaluation criteria, and,
models by which students can evdluate their own progress. This can
take the form of individual self-guidance, small group activities with ' -
“’feedback leaders” who faeilitate the process, or discussiorfs in-which

v - diyergent products are considered in a dialogue analogous to a group
of movie directors who might be comparing their films at a seminar., .~

- 3. Use tests and examd, whether _they""bg written, oral, or
petformance, but primarily in g diagnostic and fomg\ative sende. This .
means that they are nongraded and are used essentially ag part of the .-

, . teaéhing—learning process to give continuous’ feedback,' to .a88€85
.+ 7 stgengths and weaknesses in student learning, to diagnese areas of -
B learning for progress and improveﬁiénf, and to enhance instruction.
'Although there is no “law of nature” that says, ’All exams fmust -
be graded,” most of us seem to feel compelled to grade tests. This
makes tests and .exams “anxiety riddeén” for students, dichl‘:;; .

leaming fOl' the sake of ihferest and enjoyment’ enqourages cramr
" and Jearning for the sake of passing an exam (which has the pool
transfer atn‘d retention rate), and distorts knowledge by confining it
tof.:;‘?-v,h?t,?@‘;-P%{.mﬁs‘umd by -a test or examination. This compulsion
to gt@de every tést is p'robably one of the most significant contributors
. to the “death of motivation”” among students for learning and school. = ~
-~ In this manner, one of the pri;}!ary means by which they can get useful

» : 15
ads ) .

ol et 138 R




feedback isa ”painful experlence” fror'h whlch they leam that miatakes ,
¢ nre only counted against them and that the learning spays” is to T ER T
g ‘ﬁgure out what the teacher will puf on the éxam and feed it back: In e
" my opinion, it'is the “rare” gtudent who can endure this ritual on a.- '
weekly and a monthly basis for 12 years and emerge from__high school
Cager to learn. ;
My experience is that students enjoy and relish taking exams and
* fulzzes when these assessments are— R L

_--t . a. Related to goals am{ pbiectwes that atudents understand and
' want to achieve R

b. Reflective of progress in"le _rnimg

\*‘ 4_C- DiaSﬂOStiC and point out ways ‘tO 1mprove learning Wlthout
penalizing the student : o

-

Expected. . o v ' o
Used for discu:__;sion and further understanding, -

Ret‘ﬁrﬁed quickly. 4 IR

Permeated with teacher comments that’ ar inform
,supportive; 2

R m oo A

2 h. Usedto encouragemew challenges in learmng

Yoo

4. use q varzety of feedback procedures.!® Although the tutormg
« model, self—evaluatlon proceSSes, and, examinations..tend to be the
... most common and efflClenf. many other posmbllxtles exist Some are:

a. Observahon feedback

b Anecdotal records : P : S
" Role playing."" . - o

d ,Any form of constructwe commentary on JOurnals, papers,
models, projects, and demonstratlons i

Cis e. Group dlalogue and dxscussxons

f. Dramatization. o e

- "‘g. Experiments.

_ h. " Progress charts, records, and models .

T Strategy 2 Use co\nsfructzve cntxcxsm Feedback often is’ cntxclsm




» : o
"It points out errors, misplanning, faulty assumptions, unclear goals,
unreasonable estimates, and weaknesses. But if it’s honest and direct,
affirms the positive, and clearly shows the way to improvement
without manipulation or intimidation, it -can be constructive. This
translates into: -

4

1. Emphasizing what a student has acgom ished—not just‘what
remains to-be done. AT 9
For example—'"You've almost finished you lHpro)ect I've noticed
“ that your writing i is creative and that the designs are very imaginative.
_It seems that you're having some trouble coming up with an ending.
Things just aren’t fitting together. Would you like tg talk about it?”
Not—"1 see you haven’t finished yet. I'd better help you.”

2. Emphasxzmg what's right and pointing out what's wrong,
with wm/s to improve as well. '

For example-—"You’'ve done 16 out of 20 problems correctly
That's great. Let’s look at the other four to see what can be done.”

Not—""You had four problems wrong. Let’s take a look at your
mistakes.”’ .

3. Helping thc student to sce things m the context of overall
progress and not the momentary failure.

For example—""This science unit has really been tough for you..
Your exam indicates that 80% of the concepts are still unclear to your. .
understanding. I hope you keep in mind that you've already progressed
through four units, and although this one seems rough, that’s a pretty
‘good indication that you can do it. Let’s go ovet the material.”

Strategy 3: Facilitate successful completion of the agreed-upon
> learning task. One of the surest ways for us to know that we are
competent is “to finish what we wanted to start”: to reach that goal,
to make that mark, to complete that book—in general, to release that
sigh of satisfaction, knowing that we’ve done what we've intended
to do. This is'a tremendously self-enhancing moment. Students can
experience it often with our facilitation. We may have to give tilz,em
more time. We may have to individualize. We may have to help them
to set shorter and more achievable goals. But we are deadening their
motivation if we interrupt and take away thelr opportunmes for
successful completion in learning.

In essence, this means avoiding fixed or standard academic goals
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in which all students are expected to achieve at the same rate with the
same instruction and materials. Benjamin Bloom!* leaves no doubt
about the motivational destructiveness of standardized curricula that
do not allow for individual learning rates but rather support a normal
distribution of student performance.

This set of expectations, which fixes the academic goals of
teachers and students, is the most wasteful and destructive aspect
of the present educational system. It reduces the aspirations of
. ~ both teachers.and students; it reduces motivation for learning
S in-students; and it systematically destroys the ego and self-con-

cept of a snzable group of students who are legally required to
attend school for 10 to 12 years under conditions which are
frustrating and humiliating year after year.!

dily living what has been learned. This may be done with the indi-

increase personal effectiveness. It can be.done through application
questioning, role playing, simulation, and discussion as well ‘as the
other active learning processes.

For ekample:

1. Application—"You've iust finished our geology unit. How
can you use what you've learned when you visit some of
the local parks?”’ .

I know you liketo garden. How does thns math lesson -

relate to your hobby?”
“Creative writing is something you really enjoy. What
does this project on mysticism mean for that interest?”

2. Role playing—"Class, let’s put these communication_skills
to task by role playing some situations in which we experi-
ence daily conflict.”

“’Class, having studied the judicial system in this country,
why don’t we find some current cases in the local papers and
have our own mock trials.” _

“Folks, the three of you have been working on this

" project (famous scientists of the twentieth century) for a
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Strategy 4: Help the learner to realize how to operationalize in



~

month now. What if each of you chooses one scientist to
role play, and the class can interview you as a panel to learn
about ‘you. ‘and your work?”’

Simulation—""Your draftmg skills* are terrific; let’s imagine

‘that I'm designing a room and that I will use you as the '

architect-consultant.”

“Okay, these map skills seem to be well learned. Let s
try making our own maps to places of personal interest.”
, “You've really put quite a project together on nutrition
and dieting. What if a few of us listed our 10 most favorite

foods and asked you to make a balanced weekly diet frdm
" those lists for us?”

Discussion—""Lét’s talk about some ways to use what we'te
learning today in our daily Jives.”
“What kind of plans could we make for govemment
spending based on the information we just received?” .
“How do you see this learmng as making you a more
effective person?”

In all of these suggestions, the idea is to.allow students, thi!ough
active processes, to put to use and affirmy fhelr enhanced personal
effectiveness that has been gained through their learning experiences.
" This confirms not only that they, indeed, know something, but also
that their learning has life anid meaning in areas they value and for
which their personal mastery is an actual asset.

. Reeponsibility

L}

 Essentially, this means that the student is aware at the completion
of learning that she/he has “personally caused” her or his own

" learning. Functionally, this means that the student. is alert to and

can comprehend that she/he has—

1.

Been learning with a sense of purpose or personal motivation.
Planned arld organized for the final outcome. g

Used her or his own concrete actions to attain learmng

Been ‘responsible for the success or failure of her or his

actions.

Made a seriés of choices in reaching‘,tbe learning outcome.

\f
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6. Relé;ied 'inte'rdepe.nden‘tly with others to achieve learning.

When students realize that they have been ‘responsible” as -out-
lined above, they can affirm théir sense of effectiveness and "build
self-confidence for future learning .tasks; This does not mean that
they are independent or infallible, but that beyond anyone else, it is

) HH who control their [lives and make the largest difference in

ting what they learn and how well they learn it. ' We, as well as
~ they, know leammg has’occurred with the help of teachers, materials,
and instructional procesges in cooperation with other students. None
of this is denied. Howd ver, my emphasis Rere is on the matter of
deg,xzee—students who afe motivated can continue their motivation to
learn when they realistically know ‘that. ‘they play the largest part in
determining their learning through their own effective choice and
involvement. For younger. children, this may be much more difficult
to comprehend, but it is certainly worthwhile to pursue to that degree
that it is p0551ble . . »

Strategy 1: Acknowledge and affirm the student’s responszbzlzty ‘

in completing the learning task. The degree t& which this is done is

. dependent bn time, the magnitude of the task, other student needs,"

etc. It can be done 1nd1v1dually, with small groups, or with the entire
class. Again, we have tc use our best judgment. Some. guidelines are

{_4!\ as follows:

l

1. felebmte Festivals and merrymaking have for centuries been

the joyous social means to acknow]edge the endings of season$,

,harvests religious periods, ete. There is no valld reason to avoid this

in learning. Savor with the students their moment of triumph and

accomplishment. This can be a pleasurable discussiott, a party, a

round of applause, sitting back and reliving the experience through

» “remember when” statements, or mild congratulations. But let the

"~ mpment linger and enjoy it together It is a happy occasion—hot to
be taken for granted. :

2. Aﬂ"rm the strengths of each student in accomplishing the task.

This can be done' by you for them, by them for themselves, or by all

of you for each oﬁher Nof only dogs ‘this build class morale, but also

» it allows students to realize and dppreciate what is good about them-

selves and others., Thm is a ,process of glvmg, receiving, and sharing.
Thls is the time to~ '



N " : S ' . W B .
N \ a. Recogmze talents—""There’s ng)clpubt that you knbw .your

< “'There was no doubt you knew what you wanted
\ gomg to doit.” '

"That goal—settmg scheme really worked.” .

. ‘ S d Pomt out sxgmfcant achons—-”When you helped T

to emerge.”

e, ,Apprecmte choi¢e— “When you selected that toplc, I knew-

to work best for yow” " , Py

£ Acknowledge cooperation—"1 admire the.way you cooperated
to get this done.” ”Working/{c\)gether was the most fun.’

Whichever method you employ, sincerity and ‘genuineness are

absolutely necessary for this procedure to be effective. Some students

. will be’ uncomfortable in receiving recognition or acknowledgnient.
NG I those instances, a puivate talk or a self-awareness guideline which
S incorporates the above factors may be more appropriate. (The strate-
. gies found under the subfactors of “Feelings” and “Climate” Pare

helpful to this process. )

3. Ask the stu}knl.fpr opinions as ta how and what were \the

* critical processes that helped her/him to achieve this learning. Simple
and direct questions such as the following can broaden their aware:’
ness of what they did to “make learning happen.”

!
. , . ;
a. What did you do that made this task achievable? . i
b. How were you the prime reason for your own learmng? J

in

A . c. What do you thmk was most sngmﬁcant in accon;phsh
" “this task?

~d. Which choices djd you.make that led to this accomphshment?
e. What have you learned’ about yourself from doing this?

various aspects of student responsi-

Any questions directed ta_the




) o e . -
,‘;&;‘;ﬁ} - 1
bility for learmng can help students-4o focus their’ attentnon on thelr

effectwenes,f in brmgmg about their own learning.

=

. Strategy 2 Use a competence checklist for student self-rating.
| "This ‘can be done with middle elementary and older students. The
main purpose is to allow students to continually survey their own
competence, periodically and/or after significant learning tasks. In
‘this manner, they.can work to enhance their sense of personal’
effectxveness by, cons:stently being aware of their progress in the
various aspects of responsible learning. These checklists can be used
for conferences with students as well asfor setting personal goals
: \\ throughout the year. The items found in the .checklist in Figure 14
- are drawn mainly from achievement motivation and pefsonal causation
‘research The list is not meant to be final, and you are welcome to
'add to or to improvise on its structure. Each item can serve as a
,personal incentive to help students to continue to self-determine their

own learnmg
|

Strategy 3: Acknowledge the rxsk takmg fmd challenge involved
in the learning accomplishment. Risk taking is a deliberate personal
encounter with the unknown.”™ A challenge is the acceptance of a
risk because it involves doing something in which the outcome of -
success is uncertain. The essence of any challenge is that we might
fail at what we want to do. The greater the challenge, the greater the
probability of failure. This is where courage and learning meet.
Students who choose a challenging learning goal are risking
failure. When this is done with reflection and moderation, it can build
student self-confidence and allow stud¥nts to experience the merit of
their abilities and effort. In such instances, nonachievement of the
goal can be a lesson in reality ¢ sting that encourages self-appraisal
and further decision making.
‘When there .is success, therd is good reason for jubilation and

self-affirmation, thi\ there is fallure, the related issues can be .

¢ questions: . . *

\

expressed through th

1. What has been learned from attempting to achieve the goal?.
2. Does the goal remain worthwhile?

3. Is it reasonable to continue to strive for the gboal?

In eifHer success or failure, we can acknowledge what the student

‘/
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‘Figure 14

. ' Directions:

Put an X under Column 1if you almost always have to have help to perform -
" the behavior. :

o Put an X under Column 2 if you usually have to have help to perform
the behavxor

Put an X unider Column 3 1f you sometimes have to have help to perform

the behavxor

Put an X under Column 4 if you usually perform the behavior through
your own effort.

Put an X under Column 5 if you almost always perform the behavlor
through your own effort. i

1. I chogse learning goals that I want
to accomplish.

‘ 2. Iplan how to achieve the learning
goals that I have chosen.

- ' '3. I continue to work toward the learning
goals that I have choseh o

4. I complete the learning goals that 1
have chosen.

5. I accept the consequences -of my
* learning. N

6. I am cooperative with other students
when I learn.

* 7. Ievaluate.the results of my ’
' learnlng

8. I practice those skills that are necessary
to my learning until I am satxsfxed
" with them.
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Figure 14 =~

;

- o -
9. I'have patience to reach the learning -
* goals that take time to achjeve. '

10. I check my own progress in learning.

. 11. T'use my values to make choices for
learning where alternatlves are
‘avajlable.

12. Thave personal standards by which I
judge the quality of my learning.

13. '1 cr_e‘atively use my environment to "
" solve problems when I am learning.

14. [ take moderate risks when learningi'/fto\‘ ‘ ' e
stretch my abilities and talents. : : :
*

" 15. Ichoose challenging learning goals.

16. If I make mistakes, I try to , A
correct them.

17. I work at my own speed.

18. 1decide how to use extra time.

"19. Iask questions wheq I do not
_understand. ‘

I3

20. Texpress my opinions in group tasks.

_has risked and how the acceptance of and the striving toward a "
“challenge have benefited the student. This is best done through dis-
‘cussion with the student. Risk takmg and acceptmg the challengé of
learning which is personally valued, when habltual become courage—
the courage to think, the courage to question, the courage to create.
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These are not inborn qualities. They are cultivated and évolve. We
can help them to emerge by reflecting to students where they occur .

and by acknowledgmg their ment in our dally teacher—student
relatlons

IS

Compe tition ) - L

It seems to me that some dlscussmn ‘of competition mlght servev
as an apt conclusion to this chapter. Since I have not thoroughly dealt
with competition, you may wonder why. Many people regard compe-

tition as a prime motivational force in academics. Competing is seen

as a means to demonstrate mastery and effectiveness. In fact some
would even say.that competition derives its meaning from, compet’ence,
just as it follows the latter word in most household dictionaries. But
this isnot so. To compete is to contest, to enter into a rivalry for
some external recognition or reward, with the final goal being to win.
To be competent is to do something in a manner that is considered
effectwe‘ﬁ)y one’s personal standards. The goal is excellence, but no ..

-rival, confest, or victory is necessary. In fact, as I will suggest, compe-

tition often subverts competence as well as excellence.,

It is currently in vogue to depreciate competition. And though -
I don’t like jumping on bandwagons, I feel that the arguments against
competitive methods of léearning are so valid that I must confirm them. .
However, I see the desire for competition as a value, and values are
difficult to objectively refute. They can only be subjectively argued.
against with facts, figures, opinions, and research. But emotions
sustain values, and every day we choose to compete rather than to .
cooperate. We prize and cherish our competition with awards and
pubhc recognition. And we repeatedly continue to enter competltwe
activities for the extrinsic rewards they offer 4

So I will give you my 10 reasons'’ why we are unwise .and
inhumane to.continue using teaching methods that make students

4
- compete. )

ta
”; lf

1. Compehtzon produces ’ “winners —but for every winner,””
there are usually 29 "losers” in the average class. Even if we -
recognize the “top 10,” there are still 20 losers. ‘Every time
we compete, we are creating a situation in which at least two- .
thirds of our students will have a ‘sense of failing. Against
these kinds of odds, student_ motivation deteriorates,



~ 2. For most students, competmve activities are more selective
_,than competitive. Students know who “the best spellers,
" readers, mathematlcnans, etc., are before they even begin .
- "competmg For the majority of ihevclass 1t is Only a m@tter_"' '
S ~ of time” before they have lost. To lose daily, monthly, ‘and
' y 3f1Y results in a sensé of worthlessness and chmpetence
* for the average student. .

> 7 . 3. The main mO“U“hOn m most competitive activities is to avoid

failure.. Ad“e"h‘g Stccess-is often a secondary motw,atlon e ﬂ
When: students Cﬁ\tmhall& foresee their “doom’” (fallmg) R
the)’ become anxious, Not only does this interfere with their .
performance, but also jt encourages choosmg tasks with either

a very high or a very Jow chance of success. If the chances

for success are very high, they will be almost sure not to fail.
"If ‘the chances for success are- very low, no one can blame -
. them for failing. Both of these chioices reduce anxiety and can

o become unrealistic expectations that plague the student for life.

4, Mbst mterpersonal competitive activities are destryctive to
- group cohesion and morale. In order to “win,” students must
obstruct and defend against other students They haive' hostile
" feelings toward those who dg win because these’ students
have relegated them to failing. 'Arguments over fairness and
" “rcheating: are a constant blnght to communication,” positive
. regard, and trust.

5. In competitive activities, the winners often feel guilty about

' beating their friends. Also, students who are sensitive to
their, peers’ rejection may fear the consequences of winning
and, therefore, expend less effort and not achieve to.their
potential. ’ .

6. For those who win’ most of the time, the emphasis . on .
competition may have 'long-term, negative consequences on
- their’ personality development. Because they are constantly
given attention and approval for ”wmmng, they may come: -
to believe they are valyed only for their ’ ‘wins” and not for
‘L " themselves. The result - .3@ such a belief is that they will have

o to. contmually ‘prove’” themselves..to be accepted This can’, e .

become a lifetime burden, The athlete who “can’t hang it up”’
is not uncommon to this: society. -
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Contmual compemwe uchvmes destroy intrinsic motwafio

for learning. For competitive students, learning is a means to

- an end, the end being “winning.” Learning for its own sake

.is jrrelévant unless it helps the student “win,” get high
" grades, or receive recognition. @Ke internal questxon for such.
».students is, “What else do I have to do?’—not, “What else’

do I want to do?” Knowledge that cannot be “used” to gain
higher test scores, better grades, ‘or more status becomes a
waste of time. In this manner, lifelong learning is subverted

to the "almlghty A -

Becuuse lower-class students often lack bas;c Skl"S in leammg _
and/or do not vulue grades and other forms of "middle-class”

- recognition, competition in ucademlcs may be a dxsudvuntuge

to ‘their learning. Such activities may increase their sense of

alienation and: re],ectxon Because lower-class students do not
" strive or yearn to compete, middle-class students, may feel

more distant from them with mcreasmg discrimination and
pre,udnée ’‘Blaming the victim” draws its daily llfeblood from
competitive learning activities.

The ability to compete is. far, less xmportant to human surmvul

‘than the ability to cooperate.” Our ecologxcal system and

" enlergy crisis make this rather obvious. The vast majority

- 10.

. a low need for affiliation with others.-The personality of the

of human interaction in all societies is not competitive, but
cooperative. Communication, travel, exchange of goods and
services, government, etc., would not be possible without

extensive cooperation. At this time, one ‘'of the most significant ..
characteristics that our students must attain for futur/e lee is

the ablhty to functionally and effectively c00perate

Although populurly uccepted ‘there i5°no’ &reseurch evldence e
thaf-‘«i'ompetltxon builds character and prepares the’ student for _

Success in future competition. In fact, there is research® that
mdxcates competition does just the opposite. It appears that
many athletes have a low interest in receiving support and
concern from others, a law need to take care of others, and

1deal athlete is not the result of constant competition, but

»

rather it appears to come out of the ruthless selectlon process

“that occurs at all levels of sport. .

\
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- At this point, I would like to issue a challenge. If you' IFem'air‘\‘;'
unconvinced of the detrimentak consequences ‘of competition, try
- writing#ut your reésohs‘why compétition is beneficial to most stu-
“dénts. Then compare them to those found above. The verdict is yours.

. I"must add, however, that there are some activities for which
competitive methods of learning can be usefu] -and can facilitate”
) _c;tudentr‘motiv-atio‘n. These types of instructional activi?i"es are_skill
; ;pract‘ice' "zin‘d*-kno'w'l'edgé recall and review, with clearly _aéfingd' rules ~ -
for competing. Each student understands that the lear ing goal is not
of great importance. Therefore, the student can -a'ccept_l:;ither winning
or losing. Other}tﬂportaﬁt expectancies for student ﬁér;icipqtion"fziré'
that they will hdve an equal chance of winning; ‘they will enjoy the
activity-(win ‘or lose); they will monitor the progress of competitors;
and they will be able to-compare ability, skill, or knowledge. In this
situation, we are the major resource for assistance,- supp“‘ort, and. 7
reinforcement. ' v o ) ‘

A final word. Often, I hear teachers negate group competition
but support self-compelition. I oppose this. Students don’t need to
compete with themselves. They rieed to “be”’ themselves. Self-compe-
tition, in my opinion, is a manipulation that forces student effort.”
under the guise of self-improvement. Self-competition implies, “Can’t
" you make yourself better?” with the indirect intimidation of teacher’"' .

observation and judgment. . . . T A S
Let students choose. Let students know  themselves and what
“they want. We are not,’seed planters”; weare “seed nurturers.” [t
is all in the studentlto begin with. It‘ys{ill"come out)'f/w let it be. -
. : /
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- The Finishing Touch
( " : . o RN

o The last general motivation factor’ -

" is reinforcement. Reinforcement is described and employed in this
\ text in essentially :th?.ih@&éﬁéal fraework of B. F. §kinner. This .

means that it is used in an “operant”* or "instrumental” sense where
student behavior is emitted (mainly occurring spontaneously) and.is
instrumental in bringing about reinforcement. Therefore, reinforce- -
- ment is defined’ as an event of state of affairs that changes subsequent -
+ 1+ student behavior when it ‘temporally follows an ‘instance of that
" ‘behavior. (For example, a-stident WHo"J8"given ‘praise:for higher -
. ) . readlng SkinWill tend to read moré after that praise is given_) ’ )
| * - Operationally, student motivation or behavior is acquired and its
occurrence is. Tegulated as a result of the ‘contingent relationship
between thie response of the student and a consequent:event. (For
example, as the praise and amount of recognition for a éiven student
task change, sb student mptivation or task performance will change °
to- some extent.) This.approach emphasizes. observable behavior and
nechanistic reasoning,_ ‘ o .

Although I have considerable respect for reinforcement theory
and realize th‘at' it offers a comprehensive interpretation of stu dent
motivation with. well-researched, insightful, and practical suggestions
for teachers to follow,? I see it as limited in total scope and too sterile
for the complexities and flexibility necessary to everyday teaching. Its
dependency on: observable behavior and its rigidity for mechanistic
reasoning do not allaw for the subtlety and intrinsic phenomenological
world of human beings. However, ] do see it as an important factor

R
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to consider ln the ending of any learning event and will offer some P
strategies for its employment in facilitating student motivatien,ﬂ'here . S

- are,however, a few more. quahﬁcahons that I would hke to add before S
'initiaﬁng these suggestions: .’ ) ‘

" Part of the problem thh reinforcement theory is its’ holistic
approach to motivation and learning. This; is" its - greatest - ‘sttength
and its- greatest-weakness, On the’ one- h&nd, it offers an entire” *

- methodology for tedching. Many of tHe¥ideas: offered in previous .

chapters for facilitating motivation could be mcoﬂporated into its ‘ 3
structure. But those chapters that deal with- needs, affect, and compe- ST
“tence would be severely limited. Thus, on the other hand, it is too” .
rigid and confining. Studénts are infinitely complex; what they perceive .-
tends to be subjective and phenomenological; their environments are - ;
tich and varied (even'in school); what comes at the end'is only part
of the process of learning; the older the students becorne, the more
they resent outside control; and many feinforcement approaches tg.
motivation, ‘such as programmgd materlals and behawor modlﬁcatxon,-' :
have not béen found by research to'be. the most effectwe methods of
teachmg all subject: matter, .. o =

. Finally, and maybe most )mportantIYI are the differences as well -
as the interaction between intrinsic and extrinsic motivation. Extrinsic -
motivation emphasizés the valye a student placés*on_the ends (rein- -
.lorcement) of-an actlon and the, probability of reachmg those equ
In’ extrinsic motivation, the goal-—not the “doing”—of the béhavior

- is considered to be the reason. for.-the performance of the behavior.
So When we say that a student l¢arned a skill or performed a task in
..order to'get a réward, a higher grade, recognition; or praise from the
teacher, we dre accounting. for that student’s behavior primarily on'.
the .basis'of extrinsic motivation. Intrinsic motivation -refers: to the
Pleasure or value associated with an activity itself. In ntrinsic moti-
vation, the “’doing” of the behavior is considered to be the primary’
reason for the performance of that behavior..There is good evidence =
that many learning. activities that invqlve mihipulatron, exploration,’
and information processing provide satisfaction in and of themselves.
Students do read because it js enjoyable, and many also write,
compute, and think for no other reason than the ‘pleasure of those
“actlvities themselves: In these instances, we are inferring intrinsic’
. motivation. Learning for the love of learning is eSSentlally intrinsic

%notivatlon . o L ‘ S

L4 - . . . . = .
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Although reinforcement theory makes valued extrinsic uwu’dl
contingent on learning behavior and has been found to be a generally
effective motivational strategy, many ‘educators gitestion. this practice,

' One reéason s the issue of the transfer of learning behavior from a
-tontrolled environment to a noncontroll envirdnment. While rein.
‘forcement conditioning procedures have been quite effective in altering -

. student behavior in a controlled setting, seldom have these changes

been found to generalize to natural, nonreinforcing environments.

_If one of the major goals of education is preparation for life in the

“real world,” the effects of an exclusive reinforcement approach to .
teaching must be strongly questioned in light of these ﬂndings

Another criticism appears to be the moral contention that “brib-

ing” students to learn is inherently wrong. There Is significant concern

- that through a total reinforcement approach to learning, students will

be turned into “reinforcement junkies” who must always have some-
thing extra in order to learn. There is also the very real danger that

extrinsic reward systems may interfere with and decrease. intrinsic

motivational properties within the learning behavior itself. There has
been considerable research with regard to thig issue.

In a representative study, Calder and”S}aw® describe the mter-‘
action between extrinsic and intrinsic motj#ational systems. In this
study, male college students were asked §4 solve one of two sets of
puzzles identical in all respects exc he potential for intrinsic
interest. One set of puzzles was pictorial and provocative while the
other set was blank and neutral. To manipulate extrinsic rewards, half
the subjects were promised one dollar for 20 minutes of labor, while
for the other half of the subjects, money was not mentioned. The
results of this study were these: When the task was initially interest-
ing (i.e., picture puzzle activity), the introduction of money caused
a reduction- of task satisfaction; however, when the task was initially
more neutral (i.e., blank puzzle activity), the introduction of money
increased task satisfaction. Thus, it appears that in situations where

the behavior is interesting and stimulating, to add an external reward

becomes what might be called overly sufficient justification and
decreases intrinsic motivation. However, in those instances where the
behavior is not relahvely interesting or stimulating, the addmon of
an external reward increases task satisfaction. :

Staw’s review of research on intrinsic and extrmsxc motxvahon
leads him to conclude that—
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. . there is no doubt that dgrades, gold stars and other such

incentives can alter the direction and vigor of specific “in"school? *
behaviors (e.g., getting students to complete assigned exercises
by a particular date). But because of their effect on intrinsic
motivation, extrinsic rewards may also weaken a student’s general

interest in learning tasks and decrease voluntary learning behavior

that extends beyond the school setting. In essence, then, the
extrinsic forces that work'so well at motivating and controlling
specific task behaviors may actually cause the extinction of these
same behaviors within situations devoid of external reinforcers.
" This is an important consideration for educational organizations .
since most of an individual’s learnjng activity will no doubt occur

- outside of the highly regulated and reinforcing setting of the

classroom.t

It appears, based on current research, that in order to maintain stu-
dents’ intrinsic motivation, the use of extrinsic rewards must be
carefully monitored. When a learning task is inherently intéresting‘.
and would probably be performed without any external incentive, the
addition of any extraneous rewards should be minimized. Only when
tHe learning task appears too devoid of intrinsic value should the
.application of extrinsic gystems of fagilitating motivation be considered.

What this means to me is that when the other five general
motivation factors of attitude, need, stimulation, affect, and compe-
tence have been incorporated within the learning activity, there will
be little need for, and perhaps in some instances possible Karm from,
the addition of an extrinsic reinforcer. We must be careful that the
magnitude of the ektrinsic reinforcer and the emphasis we place on
earning it are proportipnately balanced with-and congruent to the
entre approach we'uselto facilitate student motivation,

Artificial Reinfot(cers
These are tangible or concrete materials, things, or symbols that
are extrinsically provided by the teacher for learning behavior. Gold
stars, prizes, candy, trinkets, certificates, trophies, points, and money
are popular examples. ' :

Strategy 1: When any subject matter or learning activity is so
aversipe that the five other. general motivation factors cannot facilitate
student motivation, artificial reinforcers may be initially employed. |
will admit that it is possible to have students for whom the previously

’
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' outlined strategies may not be entirely successful in facilitating their
_motivation to learn. They may be so negative or resistant to learning
" that merely initiating thelr attention is a major problem. I caution that
this is rare but not impossible. Allowing a student to remain ignorant
an continually in a state of nonlearning is more inhumane than
employing artificial reinforcers. When. a student is progressive]y\”fall-
ing behind" osing the grasp of a subject or skill, that student is
‘in a state. ‘of l.(‘thnual punishment. The punishment of prolonged
ignorance, the punishment of a lower self-concept, the punishment
of poorer job potential, and the punishment of boredom and alienation
are far worse than the use of artificial reinforcers.

However, such reinforcers should be used to initiate learning and.
to facilitate motivation in the early stages of the subject mattef
_ presentation. Eventually the subject or learning activity should begin
to facilitate motivation through its own involvement with the student
or else I would begin to question the validity of the subject and the
learning process itself. For example, if after two months we cannot
begin to withdraw the artificial reinforcers or employ the other general |
motivation factors, then the meaning and the value of the learning
process or activity are highly questionable and "bribery’’ may, indeed,
. be taking place. - - L

Three basic rules are helpful to the successful apphcation of
“artificial reinforcers.

1. Reinforce xmmedxately—Gwe reinforcement while the student
.is still learning what you want that student to learn. If you wait too
long, you may be reinforcing stopping, inattentive behavior, or some
nonlearning achvxty :

2., Reinforce often with small amounts rather than frequently
- with large amounts—Large amounts -of anything that are given too -
_ often will lead to satiation. Smaller amounts of the reinforcer on a
frequent. basis will be less likely to satiate the student. The importance .
of frequency is that it will 1n1t1ally maintain 'the learning behavior at '
* a high rate.. The student can then become more thoroughly involved
and the natural motivation properties of the subject matter will have
a better chance to eventuaity intrinsically - maintain the students
motivation,

3. Reinforce small xmprovements in learning and motwatx n—
The most frequent error made by us is to demand too much beforg we

H
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are willing to give the reinforcer. This leads to student dlscouragement
and subvérts the process. Start with a realistic first'step. While we
may feel that the'student can and should do better, we must strengthen
‘the best of what that student does now. We can help the student
to raise standards as motivation increases. Reinforcement research has
* found. that when working .with problems or exercises, each student
should get about nine out of ten responses correct to successfully
mamtam motivation.® This applies even at the college level.

Strategy 2: Provide artificial reinforcers when they contribute to
the natural flow of ‘successful learning and provide, closure with a
positive ending. Student motivation.is enhanced when learning activi-
ties end” onia “positive note.”” This means rot that the learning
"behavior is carried out to achieve the positive ending (reinforcer),
but that the valued closure is a symbolic and congruent part of the
entire trocess. For example, finishing a learning unit with a class
party oka gpecial treat is an excellent way to affirm the efforts and con--
tributions toward learning from all members of the class. As another
example, a teacher may give stars or certificates of completion to
«.enhance closure on a particular achievement such as the ending of a
project or experimental production. The certificates or stars are not
emphasized or held out as “carrots on a stick” during the major
learning effort but are seen as ways to symbolize achievement and
completion, much as diplomas or certificates of merit might be.

Sometimes we like to give something to our students $ simply - .

show our appreciation and affection for their effort and courage in
learning. T would hate to see this ended because it appears “artificial.”
A surprise treat, a special movie, and a valued field trip are just some -
of the ways that we can "“give” to our students and share our joy for
- them at the end of learning activities. Finally, there is the pure ecstasy
of ending on a.”’high”” when learning has been special and meaningful.
Thjs can range from the daily reading of an intriguing story at the
‘end of a period of learmng to the saving of the most enjertaining
_ activity until last so-that students have a warm and joyful closure to
their learning involvement.

In all of these examples, the emphasns is to use positive artificial
reinforcers® as cohesive parts that fit naturally into the ending of
learning activities. They are not to be used as the goals of learning or
as extrinsic manipulators that take on greater -importance than. the
- learning itself. ' :
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Natural Consequences ‘ o
This concept is reinforcement theory’s interpretation of intrinsic
motivation. According to Vargas’ nl{tural consequences are_stimulus
changes that are. produced.by (and re dependent on) the behavior
of the individual who experiences them. Natural consequences are -
contrasted with “artificial” ‘or “extrinsic” reinforcers that are pro-
vided by (and‘are dependent on) the behavior of others. Wilking has
the natural consequences of moving us toward certain goals and
.allowing us to see and experience new things. Reading a book has
the natural consequence of. producing new insights and expanded
* awareness. Thus, we say that we are interested in and enjoy reading.
In this manner, reinforcement theory accounts for intrinsic motivation.
- However, .the emphasis remains more on the product or sesult of
". learning than on the process (doing) of learning. Whether the per- -
formance of the learning behavior is a more powerful influence on
, student mativation than the intrinsic product of that performance is a -
* debatable issue—e,g., Did I solve a problem for the joy of solving it,
or did I solve it because I wanted an answer? My hunch is that both _
are part of‘the process and cannot be arbitrarily divided.

' Strategy 1: When learning has natural consequences, allaw them
to be c}‘mgruently evident. This means that we not only emphasize the
-result of a learning behavior, but also accept and highlight it as part -
of the learning }&roc,ess. Both the trip and the reaching of our destina-
tion are valued. Solving problems, gaining insights, making a -dis-
covery, and achieving greater awareness 3s a result of learning can be
emphasized through discussion, evaluation, and planning for new
learning. Much' of this will be taken care of through the normal
feedback procedures, but it does not hurt to sometimes add our
acknowledgment and approval, especially in those instances where
the natural consequences may not be readily apparent. This may be
the case in small increments of p .rgss ¥n difficult tasks or not so
readily understandable insights anc discoveries—e.g., comparing st-
dent work from the. past with recent improvement. Our. clarification
and focusing can help student motivation just as a speedometer helps .
us to know our-progress and speed of travel. o

Grades

- Grades are-defined in the context of this book in. the traditional
- sense. This means that they are considered to be the normal five-scale
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symbols which -historically have heen A—excellent, B—good, C—
average, D—poor, and F—failure, Whether or not they are extrinsic
reinforcers depends on how they are givenAIf they are administered
in an authoritarian manner and based solely & teacher standards with
" - no input from the student, and if they are used to coercé ‘$tudent .
" motivation, they are, indeed, extrinsic However, if grades are based
on mutual student—teacher learning goals with- student participation
In the evaluation process and are reflective of mutually agreed-upon
criteria, they' may be extrinsically given, but have a. high intrinsic ‘
value bécause they reflect feedback and evaluation which are essential
to any learning process. ' o
'Unfoftunately, it appears that recent grading procedures, espe-
cially at the secondary level, are.largely continued and maintained as
extringic reinforcers, When grades are ‘used in ‘this manner, five
triticisms are immediately apparent:

1.

When grades are used to coerce student learning and are
"held out” as the reason for studying, their extrinsic value
may be the greatest singular influence on student motivation.
This practice seriously diminishes the intrinsic motivational
value of thé subject mattér for students, making learning an

‘oppressive or manipulative effort to avoid low grades.

Because grades employed in this manner. are used to control
students, their sense of personal causation and their self-
confidence are seriously impaired on a continual basis. '

Grading in an extrinsic modality limits students’ creativity
and individuality of expression because students feel “forced”
to give teachers exactly what they want. ‘

When these grades are uséd to rank students or are given on
the basis of a normal curve, student competition is enhanced
and group cohesion suffers. ‘ o

The continual reception of low grades by many' students
serves more as punishment than as reinforcement, affd further
discourages learning. : C e

I} . - : :

However, supporters of traditional grading procedures are quick
to point out that student anxiety and lowered self-esteem”are the
result’ of low achievement, which grades only report and do not
cause. They also argue that parents,. students, and society want
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. extrinsic influence are found below

perlodic, systematic summary evaluations, which, in essence, are the

_purpose of grades, so that students and those concerned with their

learning can-evaluate and ‘compare their learning progress on a regular
basis.

A number of altern&twes to the tradxtlonal markmg system have
been established and appear promising. Nevertheless, these are tised-
primarily at the elementary level and remain imperfect for all the
purposes that regular grading procedyres seem to satisfy. Séme of
the most popular are written evaluations, self-evaluation proceduges,
mastery and criterion-referenced approaches, and pass—fail grading.® -

Personally, I'don’t like grading. 1 never have, and I doubt if I
ever will. | contmually hope that-someone will find a better way to
evaluate students and summarize those results in a regular manner
that meets student and parent needs for feedback and comparison. At
this moment, eliminating grades does not seem to be a realistic

' possnblhty on a nationwide basis. However, I- want to strongly

encourage and support those who continue to experiment with alterna-
tive approaches to, assessing and reporting student achievement

Already these efforfs at the elementary level have had a tremendous
influence and may yet lead those of us in secondary education to a’

" .more humane and practical alternative. Some strategies to enhance

the intrinsic value of traditional grading and to hmlt its negative

Strategy 1: Do not use tradtttonal grades as a form of feedback

. on student work. First of all, grades give very little information, if

any, that is really informative or helpfil. Beyond saying that the
student has passed or done well, a grade as a form of feedback can
give either no more information—or only negative information, if it

~is low. Secondly, to continually place grades on student papers,

projects, and general efforts consistently reminds the student of that
eventual report card marking and increases the pressure and extrinsic
value of the grade. (The subfactor of “Awareness of Progress and

Mastery” has many strategies to provide feedback in a more con-
structwe manner.) .

Strategy 2: Discuss with and mvolve your students in the grading .

-pr§cedure you intend to employ. 'If- students have had some partici-

pation in the decision makihg concerning what their grading criteria

and the general expectations for grading are going to be, they can ,



# &’

* feel personal causation. To a certain ‘extent, we, as teachers, will-be

limiited ag to what degree students can determine’ this, but, -nonethe- ‘
less, if we are straightforward and allow for certain variations that
relate to their values and understanding, we have taken a step toward’

the enhancement of student responsibility for learmng Also, their
fullest comprehensi®n of the rationale and cr;tqua ‘for grading will be
of benefit to then:n determining what they want to do, as well as
why they may attam the grades they do. At

o

Strategy 3: Use student self evaluation as part of .your gradmg-

decision. Again, this enhancés a sense of personal causation on' the

part of the learner. Very few students will speak against themselves, -

and this should not be expected by us. (The Fifth Amendment protects

_this right.) But we can get a sense-of ‘their self-assessment; and use.

. it as a significant part in determining their grade. Also, it allows for
an honest exchange that few paper- and -pencil techniques can ever

provide. < , : ST .

Strategy '4: Do not grade on a normal curve. Classes aren’t
normal. Grading on a curve encourages competition, It prevents
individualization and mastery learning. It is a hrghly irrational process
_in terms of current learmng theory and research.

Strategy. 5: Have your grading process supporhve of your teachmg “o

“style.? If you individualize and use cooperative goal structures, use a
‘ categortcal system of assigning report card grades. This means that
. you and your students agree on a set of standards, and you judge
. the achievement of- each student against those standards. Comparative
systems are those that compare the .performance of one student

against another before arriving at a'judgment for a grade. While these- -
may be appropriate for competitive learning situations, they can under-

mine individualized ahd cooperative efforts to teach.

In some- instances, you may have to use a multidimensional

approach to report cird grading that employs both categorical and
comparative systems of evaluation. This is often because parents and
society demand comparison. Under such circumstances there are two
alternatives. One is to give two grades. The first grade is for individual
“and cooperatrve student achievement, and the second grade is for

comparative student achievement. This way a student can see how"

she/he does by her or his own standards, as well as how she/he does
compared to a normative standard that includes all the students in
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- the class. The second approach is to assign a percentage of. the final
grade for individual and: cooperative learning and a percentage of the
final grade for comparative learning. For example, 5% of the stu-
dent’s grade accounts for learning in individual alfd cooperative .
situations, which is at the A level, and 50% accounts for the student’s -
" learning on a comparative basis, which is at a C:level: Thus, the
student would receive a B:on her or his report card. If either of these
approaches is used, the student must be well informed on the grading -
approach and be able to understand the process being applied.
Regardless of the particular form of gragling that you employ, it
- still appears to be an imperfect system. Therefore, continual communi-
cation with students on this miatter.is necessary. They need the
freedom to question grades and various forms of assessment to relieve

. their anxiety and doubt. The report card:is often the last and probably

the most significant conclusion to any learning endeavor in American
education. Its success as a positive influence on student. motivation
will depend prunarily on the care that is taken to define the system of
" grading and on the consistency and fairness with which that system

is used. .
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Chéﬁf_er 8 . The Bevgimiinéat'thelﬁqd':
- Making It Work

-

! Now that each general motivation
 factor 'and its related motivation subfactors and strategies have been
described and discussed, you have probably begun to wonder, “How
can all this be effectively organized to-help me facilitate. student -
~'motivation?” One of thé problems mentioned earlier regarding moti- '
_vation has been its complexity and multiplicity of approaches and
- strategies—all of which have to be adapted to your situation, your
_.students, your goals, and your own teaching philosophy. and per-
.-sonality. Where to begin can seem to be a monumental question in
" "and of itself. This book has outlined 23 motivation subfactors as well

as 82 related strategies (see Figure 4). - . .y
' My suggestion for dealing with all of these possibilities is to -
encourage motivationsl planning. Just as we make lesson’ plans, 1
' strongly believe that we must also make related motivation ‘plans.
Meaning does not exist without structure—and this applies to both
~ learning and motivation. To be well organized in what we present to
our students gives significance to the content of their learning experi-
ence; how effectively we present this co_nter{t enable# the process. of -
motivated student learning. If I have gny criticism of modern teaching
methods, it is.that we have placed emphasis on the objectives and
content. of learning without placing relatively equal stress on the
- process’ and motivational aspects of learning. Figuratively, we have,
indeed, drawn the- horse to water, but we have not paid enough
_attention to how to help it drink. ' ' :
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}Before I begin a more descriptive discussion of motivational

_ planning, I want to encourage what I believe to be one of the major .
" .uses -of this book——contmued evolution of ourselves as-professional
teachers 1 do not believe that teachers are made or born. We come to

_ the profession usually as young students who are entering our third
year of college experience. At this time, we begin our introduction and”

training within the teaching profession yith college educatlon classes -

‘and possibly some*mxtlal field experience. After two to three more

‘years of classes; training, and intern teaching, we are given a degree

and some form of certification. Then most of us are on our own, and

if’ we are lucky e‘lough to get.a job, we enter the classroom, close

the door, and try'to “make-it” in what is always an awesome and

~often lonely challenge. ¥

. Some ‘of us are ‘initially ' successful, relatmg well to chlldren, :
handlmg discipline efficiently, and effectwely commuhicating bdur
subject matter. We may seem to. be "born” teachers. Others among
us start with a struggle. We may have serious motivation and disci- -
pline problems, and wonder about our capabilities. For those of us
in this group, it may tdke two tg three years before we feel secure -
and adept at our profession. We are the “made” teachers. And some
of us never make it. We may stay or leave, depending on economic
_ necessity, other opportunities, and a host of varied influential factors.
But from my. experience, the real test comes sometime after the
third year of teaching, when not -only have we changed through
experience and maturation but also so have our society, our schools,

- and our children through the natural evolution of cultural and
soc1al transformation.

" Our job description may not be new, but almost everything else
is. Do we still have our enthusiasm and commitment? ‘Can we relate
to today’s children—and parents and institutions? Are we allowing
"ourselves to change and broaden our perspectives and skills? Or do
we feel out of place, alienated from our work, and unmotivated for _
the challenge that may feel more like a daily struggle? Just as the’
“world evolves, so does education, and, therefore, so must teachers
_continue their development. What worked and seemed secure before
may not be so now. It is an evolutlonary process: Effective teachers )
evolve and coritinue; if they do not, their chances of stagnating and
becoming disillusioned and ineffective are con51derably greater. There-

fore, this book is written to be used to affirm what we do. well, and to
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refine- and improve those skrlls and abilltres that our aWareness
encourages us to act upont,v . AT

.
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Self—Awareness and Motlvation -

One’' way to begin this process is to consrder five areas that
srgmﬁcantly affect our approach to student motivation. Take" a ‘few
minutes for each “section’and: give yourself *time'"to answer the

- questions anid feel your emotions as you integrate and evaluate your
" various thoughts and feelings. (Writing out responses to each section
can clarify and make the entire process more’ concrete and applrcable.)

1+ Your perception of your student learners: (a) Do you see

e , them as naturally curious, intelligent, an?reatwe? List six teaching
“behaviors that indicate ‘this. (b) Do you trust them to learn? How?

% (c) Do you allow them to be responsible for their own learnmg?*How?

2. Your perception of your teachmg situation: (a) Do you feel
ii free to.be creative and imaginative in your teaching situation? If not,
! why? (b) What are the three major advantages and the three major-
obstacles in your teaching situation? (c) How is your teaching
srtuatlon changmg? How are you changing with 1t? o

‘ 3.. Your goals as a teacher: (a) What do you specifically want to
‘happen as a result of your teachmg? List and rank your five most
important goals as a teacher. (b) How are you accomplishing these? .

4. Your assumptions about student motivation:. (a) What does
~ motivation mean to you? (b) Describe the behavior of a motivated
~student. What does shé/he specifically do to leL you know she/he is
motivated? List five observable behaviors of a motivated student How
often do you see these in your classroom? '

. 5. Your perception of yourself as a motivating teacher: (a) List_
the top six things that you often. do to facilitate student motivation.
(b) Consider the best and the worst lessons that you teach. In your
opinion, what makes ‘the former motivating and what makes the latter -

- unmotivating for students? (c) Complete this sentence as often as you .
" can as you believe your students would: "My teacher helps me to feel
" motivated because she/he . .. .’ . -

After you have reﬂected upon and completed the five areas,
returr to each of the five sections and cpmplete this sentence for each:

e
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”An#:ering and reﬂecting upon these statements and questions makes;
-, me realize that I ; A
You will now have ﬁve declérathe statements that personally
relate to student motivation and your role a8 a teacher. I.do not know‘
- 'what they will say to you, and there are no predictable answers. My
hope is that they will help to stimulate and to clarify what you are -
~-and what you want from what this bdd

Inventory of Motivatlon Strategles

‘Now I want to extend an invitation to:you: Conduct your own
personal inventory of motivation sti'ategies This is time consuming

" and laborious, but it is also most worthwhile. In my experience, most
teachers have not had the opportunity to carefully and- critically
examine their teaching behavior in relation to metivation. This is not

. because we have not wanted to (quite the contrary, because most of

us are eager for increased self-aware \eas regarding motivation and
learning), but rather because such afi instrument or listing 'did not -
- previously qexist. Well, now it does, and here are gome possible-
advantages in completing the inventory:~" ,

1 You will have an increased awareness.of what you function-
ally do to facilitate student motivation.

2. You will have an increased awareness of what you do not
» do to facilitate student motivation.

‘3. You will have a more accurate sense of possible new strategies ..
* that you may want to incorporate or strengthen in yourA
teaching. - :

* 4. You will have a more accurate sehse of possxble strategles
that you may want to eliminate or lessen in your teachmg

® 5. You will have a mor€accurate sense of which general moti-
vation factors and their related subfactors are part of your
approach to student motivation.

6. You will be able to more gffectxvely plan your strategles to
: facxlxtate student. motlvation

It appears that anywhere from one to two hours are necessary to"
sensitively complete and evaluate the inventory.

Well, let’s begin.

" 166

Q6



¢ 1. The first step is to return to Figure 4—The Diagnostic %
Motivation Chart. (You may want to duplicate a copy of it forjwriting % :

4 L .

purposes.) . . "'\.f-, g b - e . &

%

L2 ‘{na-Coluﬁ"tA‘"ﬂa.is a series . of motivation strategies that are \,

. listed for each motivafion subfactor. . .
' R » S
. 3. ‘After reading each strategy, evaluate how often you employ v
the strategy in your'daily, teaching, and code the. strategy according T
" to one-of five possibi’é’f,'cate"gor]e_s;b A—Always, ©—Often, S5—Some! - .\
oot L s A

_times, Se—Seldom, or N—Never.

4. Do this for eath strategy in the entire chart. After you have [‘
completed this process; you will have some gense of how often ortp i
what degree you employ thélﬁse strategies in y’ld:gr regular teaching. = i
‘ 5. Then return to:.each strategy and initiate a second cdde of ‘

evaluation. This judgmeft is based on What you want to do about
your facilitation of studei t metivation, given your awareness of your
current employment of the strategy. One of the following four cate-
gories is possible: A ' g

o

_ Ty S ‘
. C—Contifiue: You have decided that the current emp‘lq'ym"ént of|
"‘the strategy is satigfactory. : ‘ ii

' RPN . T -
E—Enhance: You want. to improve or increase ‘the use of this
Imp :

strategy. - ’*x o . ’ T
B-—Begin: Youare not using ‘this strategy and wan to initiate
o some employment of i‘f ; i

; d L e
E—Lessen: You feel this st ateygy"is used too often or you prefer
some other strategy in its ‘place and want to lessen its-
employment. ' '

See Figure 15 for an example of this process with the ‘strategies
outlined for “Expectancy for Success.” ' " '

- . . \ H
6. After completing the second coding, not only do you know
how often you employ the various strategies, but also yoy have some '
idea about what you want to do regarding their future use. o

You may find from doing this evaluation ‘that you use the
strategies of certain general motivation; factors or their subfactors -
heavily while you use others seldom or never., This may give some
insight into both your strengths and your Jweaknesses in facilitating.

L
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Aruitoxt provided by Eic:

Figure 15

1. Interview the student. , S (Sometim'es) C (Continue)
2. Use goal-setting methods. | Se (Seldom) E (Enhance)
3. Use contracfing methods. o) (Ofteh) » C (Continue)
4. Use prégr‘ammed materials. "O (Ofter;) ’ L (Lessen)

student motivation. Since I believe that each general motivation

" factor can be used to some extent in‘facilitating student motivation

in any learning situation, I encourage you to pay special attention
to those general factors that appear to have strategies that are seldom
or never used. This may be indicative of some deficit in your overall
approach to student motivation. '

My strongest caution is against being overwhelmed by this
process. You may find many motivation strategies that you want to
enhance, begin, or lessen. My suggestion is to rank these strategies
according to those that seem to have the most personal value as well
as the greatest probability of being successful. Then begin by making
no more than a few concrete changes, based on your highest-ranked
strategies, until you feel -that your teaching style and students have
positively adapted to these adjustments. Then you can incorporate
more motivation changes that appear desirable. Again, I remind you
that teaching is an evolutionary process and that the use of motivation
strategies tends to follow this principle.

Basic Motivation Planning

After ‘having read the previous chapters, as well as having
con'lpletled an irivcntory of your motivation strategies, you will have
a better sense of tvhich motivation subfactors and related strategies
you may wish to omﬁ\\loy in your planning to facilitate student
motivation. As I havc_: mentioned, each learning situation is unique
and has its own particular time frame. It is quite possible to spend
a few lessons or even a few days by devoting our motivation planning
to the beginning of a learning situation. In such a case, we would
spend our effort in utilizing the strategies of the general motivation
factors of attitudes and needs. The same is also true for the ifiddle

Y
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g and ending of learning situations where stimulatioh and. affect or
competence and teinforcement would be moré thoroughly employed.
v In the examples that follow, I have considered each learning
. situation’as a complete unit with_beginning, during, and ending time
+ phases so that all aspects of the motivation model may be illustrated
for planning. I realize that any complete learning situation €an occur
in minutes, hours, days, or months. The time and qualitative differ-
" -ences between a short lecture and a Iong term project are immense.
No matter how these types of learning might remain dxfferent in
terms of time and quality, they do deserve some motivation planning
to facilitate continued student involvement and effort. My goal is
" not to confine the teacher to sgffie form of perfect time regimentation,
but to encourage the idea that certain motivation strategies have more
value and impact if plannéd with a sense of timing,.

EXAMPLE 1: A high school history teacher is presenting a 60-minute
lecture/discussion on the Age of Pericles. Her or his objective is
essentially information processing. She/he wants the students to hear
and to learn about this period of ancient Greek history in terms of
what the dominant philosophy of this culture was, who the major
artists, scientists, and leaders wmc, and how this perlod influenced
future civilization, :
The motivation plan mnyht be: ~ ;

| MOTIVATION PLAN FOR EXAMPLE 1

? . o !

MOTIVA-
- TION, MOTIVATION ' FUNCTIONAL
FACTORS STRATEGIES! STRATEGIES
Y
(Attitudes)
g Attitude to- L. Muke the conditions 1. Pass among the stu-
(;, ward the sub- that surround the sub-  dents a set of replicas of
l' ject and learn™  ject positive, artitacts from this period
N ing situation’ of history - i.e,, statues,
N coins, pottery, pictures of
1 dress,  sporting  events,
N weapons, ete. '
G 2. Model enthusiasm for 2. Relate. feelings  and
the subject, taught. experiences regarding a
, vacation in Greece, -
109
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MOTIVA-
TION ‘"MOTIVATION " FUNCTIONAL
FACTORS - STRATEGIES! STRATEGIES
B 5. Make the first experi- 5.Read a humorous epi-
E ence with the subject sode from Aristophanes’
G matter - as positive as The Birds to illustrate the
I possible. sense of humor particular .
N to this period of history.
N (Needs) |
N Safety needs 3. Create a 'learning en- 3. Prepare and outline the
G vironment that is orga- lecture.
nized and orderly.
(Stimudation) . _
Interest and 2. Find out student in- 2. Ask the class which of
involvemeht terests and relate learn- the Greek artifacts they
' ing to them. found patticularly inter-.
" esting, and, based on this
information, explain more
; about the replicas.
3. Use  humor, examples, 3. Compare Athenian de-
analogies, stories, and mocracy to American de-
questions to facilitate the * mocracy;compareancient
active participation of Greek artists and writers
students in your lectures to present-day artists and
and demonstrations. writers; and compare
' Athenian leaders to mod-
.' ern-day leaders.
(Affect) _ .
“Confluency 2. Have the students 2. Ask students to imag-
imagine and deal, with ine and discuss what
learning experiences: as  about Athenian life they
they relate to théir recal would desire to find and
lives. choose for their present
i ' -life-styles. :
(Cu{mpvtcitc) ) .
E Advareness of 4. Help the learners -to 4. Relate -to the class
N progress and realize how to operation-  what the Athenian ideals
D - mastery alize in daily living what  of freedom and respon-
| has been learned. sibility mean with regard
! e _
G
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MOTIVA-

‘TION MOTIVATION FUNCTIONAL
FACTORS STRATEGIES! STRATEGIES
' /
/ to justice and to student
-/ and teacher rights in
| school settings.
E o
N  (Reinforce-
D . ment) : .
I - Natural 1. When learning has 1.Have students form
N . consequences * natural consequences, al- small groups and con-
G ) low them to be congru- clude by discussing the
ently evident. most significant insight
. y that they gained from
the lecture.
v

The above example contains at least one subfactor for each of
the six general motivation factors. Each of the motivation strategies
is correlated by number to those factors and strategies fourid in the
Diagnostic Motivation Chart (see Figure 4). In this example, 9 strate-
' gies are used out of a possible 82. It is quite likely that more or
fewer strategies could be used, depending on teacher goals, student
experience, the learning situation, time involved, etc. The functional
strategies are what the teacher would do to actualize 'thenmo'tivatiok
strategies. With experience and practice, it is probable that it will b
necessary to plan and write .only the general motivation factors: and
the functional strategies in advance of the learning situation. Again,
I want to encourage, use of all six general motivation factors in any
motivation planning scheme. Thé next two examples are self—explana- :
tory and further illustrate motivation planmng for different situations
and age groups

EXAMPLE 2 The teacher is an clementary school teacher in a self-
contained homeroom. She/he is facilitating a unit on fractions. The
objective is to have the students at the end of the unit add and subtract
mixed fractions (e.g., Y2 + Y4 = , Y — 1 = , 12 + 214
= , 32 — 2 = ) at a 90 percem achievement level. This
is conceivably a two- to four-week endeavor. )

" The motivation plan might be:
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MOTIVATION PLAN FOR EXAMPLE 2 .

OZ—~ZZ~0mw

MOTIVA- ‘

TION MOTIVATION FUNCTIONAL.
FACTORS STRATEGIES STRATEGIES
(Attitudes)

Attitude to-
ward the sub-
ject and learn-
ing situation

Attitude to-
ward the self

Expectancy
for success

y

1. Make the conditions
that surround the sub-
ject positive.

2. Model enthusiasm for
the subject. .

] . : x;" A
4. Positively confrant'the

1. Give students puzzles

"of shapes (circles, trian-

gles, etc.), people, and
things (trees, houses,
etc.) to work on to posi-
tively demonstrate how
fractions can make up
wholes.

2. Relate a story of how
as a member of a family
you are constantly using
fractions, of things (mon-
ey, food;, etc.) to share

Jwith your family. Then

bring a treat (cake, pie,
tc.) and have the class
Nelp you to divide it to

Cafafnre among them.
4. Ask

students  how

» possibles erroneous be- Ymany have heard that

liefs, expectations, , and
assumptions that may
underly the negative stu-
dent attitude. '

1. Guarantee successful
<

learning,.

2. Encourage the student.

4
4. Use programmed ma-

terials.
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fractions are really diffi- -
cult to do and discuss
with them their feelings
and expectancies.

1. Segment the initial
paper-and-pencil task'in-
to achievable increments
and give immediate feed-

“back.

2. Circulate among the -
students, acknowledging
their effort and progress
‘and  helping those who
need it.

4. Give students the pro-
grammed unit, on frac-
tions to practice skills



O
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Aruitoxt provided by Eic:
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MOTIVA-

MOTIVATION

TION FUNCTIONAL
FACTORS STRATEGIES STRATEGIES
and individualize prog-
= ress.
(Needs)
Safety needs 2.Reduce or remove 2.Orginize a tutorial
B : components of the learn-  assistahce plan by which
E ing environment that students who are having
G lead to failure or fear. difficalty can receive.im-
I ' ~ mediate help from you, .
N a ‘teacher’s aide, or a
N fellow student.
I Esteem needs 4. Plan activities to allow 4. Organize a sharing-
N students to publicly dis-  fraction project by which
G play and share their tal- ' teams of students crea-
ents and work, ‘tively share » something
(help; time, skits, music,
etc.) and demonstrate
their knowledge of frac-
tions.

(Stimulation) . b

Variety 4. Change the style as 4. Throughout the unit,
well as the content of - mix the style of learning

. the learning activities. toinclude paper-and-pen-
. ciltasks, board work, cona
crete materials (puzzles,
blocks, etc.), and oral
problem solving.

Interest and 4. Whenever  possible, 4. Use games and crea-

involvement make student  reaction  tive problems to chal-
and involvement essen:  lenge and invite daily
tial parts of the learning  student participation.
process—i.e.,|  problem
solving, gamgs, role play-
ing, simulation, etc.

(“\ffl‘(‘f‘)

Confluency 3. Use studant concerns 3. Discuss with students
to organize c¢ontent and  what is*the most difficult
to develop themes and  thing or activity that
teaching procedures. they have to “’share” in

‘ “their daily lives. Demon-
] \‘ strate and  then invite

students  to use  their
i
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MOTIVA-

‘ TION MOTIVATION\ . FUNCTIONAL
. FACTORS STRATEGIES : STRATEGIES. -
knowledge of . fractiondff
to solve and understand
this kind of problem.
Climate 2. Use a cooperative goal 2.Have teams of stu-
D : structure to maximize dents solve fraction prob-'
U , student involvement and  lems with one member
R sharing. \f the team responsible
I for diagnosing the prob-
N lem (addition or subtrac-
G tion), another responsible
for finding the common
denominators,another for
. working it through, and
h another for checking the
answer. Alternate roles.
- (Competence)
Awareness of  1.Provide consistent 1.Use ‘tutors, answer
progress and feedback regarding mas- sheets, and diagnostic
mastery tery of learning. _ and formative tests to

_ give immediate feedback
o and assistance to stu-
“’"j dents.
/ ~ Responsibility 1. Acknowledge and af- 1. Congratulate students:
y, . firm ‘the student’s re- for<finishing particular -

i sponsibility in complet- assignments, projects,
E ing the learning task. and subunits. Acknowl-
N ' edge their perseverance
D and cooperativeness, Dis-
I cuss with them what part
N of doing fractions seemed
G the most difficult and
how they conquered the
problem.
(Reinforce-
nent) ‘ :
Artificial 2. Provide artificial rein- 2.End the unit with a
reinforcers forcers when they con- “Fraction Festival.” Frac-
tribute to the natural tion off trcats and use
flow of s§ccess'ful learn- fraction games and shar-
ing and provide closure ing activities to celebrate
with a positive ending. the end of the unit.
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'EXAMPLE 3: A junior high school "teachel.'_is teaching a

N

unit on

American government to a social studies class. She/he is individualiz-
§ ing projects for students. One of the students is particularly interested
in working on an enterprise that deals with the judicial system. This
will be a six-week endeavor. - '

~ The motivation plan might be:

MOTIVATION PLAN FOR EXAMPLE 3

~

'MOTIVA-

0Z—ZZ-Omw

TION MOTIVATION FUNCTIONAL s
FACTORS - STRATEGIES STRATEGIES
(Attitudes)

Attitude to- . the

ward the self

3. Emphasize

in learning.
v ] :

2. Use goal-setting meth-
ods. ‘

Expectancy
for success

3. Use contracting meth-
ods.

stu- -
dent’s personal causation .

3. Plan and set goals for
learning according to stu-
dent choice with ~an
agreed-up8n  evaluation
procedure. Analyze with
the student her, or his
strengths and abilities as ~
well as any potential
blocks to the project’s
completion. Ask the stu-
dent for a commitment.

2. Follow the goal-setting
plan found on page 54.

3.Finalize with a con-
tract that includes ob-
servable results of learn-
ing, proficiency expected,
and resources to be used
~—e.g., a five-page report
with three major insights
and an evaluation of the
system based on ttand—
ards of justice and bqual-
ity.



AZ~ZZ~0mw

Self-actuali-
zation needs

i PN
3.Providetheopportunity
for self-discovery through
freedom of choice in the
learning situation with
emphasis on risk taking,
problem solving, experi-
mentation, and self-eval-
“uation.

4

MOTIVA- g ’ ' _ :
TION MOTIVATION FUNCTIONAL ¢‘
FACTORS STRATEGIES STRATEGIES

. (Needs) S ) )

3. Arrange for -a large
component of the project
to be open ended and
facilitative of exploration
and discovery. Serve as a

‘consultant to the student

with periodic meetings to
provide guidance and
feedback—e.g., compare
the U.S. judicial system
to the Russian system;
meet half an hour once
a week.

OZ—~=CO

(Stimulation)
Questions

Disequilibrium

1. Limit the use of knowl-
edge questions, and se-
lectively'increase the use
of comprehension, appli-
cation, analysis, synthe-
sis, and evaluation ques-*
tions. \

3. Play the devil’s advo-
cate.

v

1. During meetings, ask

the student: (a) How
could the U.S. judicial
system be improved? (b)
What part of the system
seems most important to.
the country’s welfare? (c)
How does the Supreme
Court function? (d) Why

~ should judges be elected?

(e) Is the jury system
fair?

3. During meetings, con-
frogt the student with:
(n)l‘he high cost of law-
yers that favors: the up-
per and middle classes; -
(b) the lack of minority
judges; (c) the extensive
delays of trials; (d) the
police frustration with

. plea bargaining; and (e)
" the bribery of judges.



MOTIVA-

OZ—-9gZm

TION - MOTIVATION FUNCTIONAL,
- FACTORS STRATEGIES STRATEGIES
(Affect)
Confluency 1. Have the student “live 1. and 3. Organize and
D out” the cognitive con- conduct a mock trial
U cepts presented by ex- based on a recent news
eriencing them in the event that is of vital in-
R p
I classroom setting. terest to the class. Have .
students role-play law-
g 3. Use st.udent c ncern; yers, jury, defemdants,
to (Zirgarixze c}c\mt t and etc., with the project stu-
to evelop themey and 4., acting as judge and
teaching procedures. facilitator. .
\
(Competence)
Awareness of 2. Use constructive criti- 2. Periodically check the
progress and cism. student’s rough draft and
mastery outline .of the report to
give feedback and posi-
tive ways to improve it.
Responsibility 2. Use a competence 2. Use the competence
checklist for student self~ checklist found on page
rating, 146. After  the student
has completed it, discuss
the results with the stu-
"dent. , '
3. Acknowledge the risk 3. Receive the student’s

taking and challenge in-
volved in the learning
accomplishment.

177

report and have a meet-
ing to discuss it, as well
as her or his overall

- work. Acknowledge and

affirm the student’s ef-
forts toward exploration
and discovery in produc-
ing it—e.g., your person-
al reactions to the mock
trial and insights found
in the report.

13

@



OTIVA-

"MOTIVATION

FUNCTIONAL

I3

TION. : .
- FACTORS STRATEGIES v STRATEGIES ’
. (Reinforce- \
. ment) _ 7
. Grades 2. Discuss with and in- 3. and 3. While dlscussa-

‘OZ~0Zm

volve your . students in
the grading procedure
you intend to employ.

3. Use student self-evalu-
tion -as ‘part of your
grading decision.

ing the student’s report

and general effort, :

make special notice of
how the parhcula’i‘vigree-
ments in the contract
were met and how these
relate to the grade to be
received. Ask the stu-
dent’s opinion in regard
to evaluation of the work
completed—e.g., How do
you feel about what you
did? Do you think you
met the criteria we
agreed on? Arrive at the
grade as a result of your
mutual discussion of the
total project. -

The above examples stress three guidelines that I want to encour-
age for the successful facxhtatlon of student motxvatnon

1. Plarimx\g of ‘motivation strategxes along a tnme frame that
maximizes their effectiveness.

2. Use of ‘motivation strategies that relate to each of the six
general motivation factors.

3. Use of particular strategies that relate to teacher personality,

learning situation, subject matter, and student characteristics. -

I have given the rationale for each of these guidelines earlier and -
- hope these examples clarify their meaning. These examples are given
to highlight these guidelines, but in no way are they written as
complete and final descriptions. It is quite possible that you could find
better and more inventive means to approach student motivation for
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these particular instances. These examples illustrate what might be
- possible and ‘what is structurally necessary. They are not written as
precise models ta follow, but rather as samples that clarify and suggest.

Prevention and Restorative Motivation Planning

Another use of this text and its contained materials is to avert
the development of motivation problems before they become serious
disabilities’ for teacher and student alike. Related to this aspect is
the restoration of student motivation where significant problems do
exist. I prefer the concept of restoration to remediation when moti-
vation is ‘discussed. My belief is that motivation for learning is a
human self—preservmg capacity that exists from birth and is found
in young children in their natural curiosity and need for competence
and stimulation. It is there to begin with and, when lacking, has
~ been eroded, fragmented, or stagnated through oppressive and im-
poverished learning situations, failure, defeat, and/or lack of stimula-
tion. Therefore, student motivation is not something to remedy but
to restore to the vitality that comes with entry into the human species.

Whenever we have a motivational problem or concern about our
students, we must first clarify what is it that we want. Do we want
the student fo try something? Do we want the student to complete,
something? Do we want the student to be: enthusiastic about some-
thing? Do we want the student to persevere at something? It can be a
single goal or a combination of goals for-us. But unless we are clear
about what it is that we want, our chances of resolving the issue are
significantly lessened. For example, do we want something for. the
student or from the student? Concerns that deal with things from the
student are usually centered on performance, products, or material -
learned. Concerns that deal with things for the student are usually
focused on’student attitude, emotion, and volition. If our students are
enthusiastic, will we be satisfied if they do not complete their work,
or if our students complete their work, will we be satisfied if they
do so without enthusiasm? Although student performance and attitude
need not be separate, I present -these questions to illustrate the
necessity for clear comprehension of our goals to help us to gain ’
satisfaction from our work with students. We often place our students
as well as ourselves in self-defeating positions when we are unclear
about our expectancies and desires.
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After we have'a distinct awareness of what it is that we want to .
happen in the area of student motivation, we can then shift our focus

to the student’s perception of the learning situation. In this manner,

we can employ the diagnostic questions found in Figure 4. Each of -

»

- these is written with the student’s point of view in mind. We are not -

to ask these questions of ourselves but to imagine as empathically as
possible how the student would answer them: This is a vitally
important approach. Many times we can fool ourselves and subvert
our best intentiong by lacking the student’s perspective regarding
motivation. But if we honestly try to place ourselves in the student’s
vantage point, we can understand more clearly the dynamics that are
affecting her or him. Therefore, each diagnostic question is to be used
in an empathic sense to attempt to sensitively probe those general
factors or subfactors of motivation that may not be functioning
effectively to positively mﬂuencc student motivation.

The diagnostic questions, either singularly or in combination, are
not a refined form of instrumentation that gives precise specification
of what strategies to employ. What they can do, if used sensitively,
is to provide a general designation of possible motivation factors
that are not successfully operating and to indicate the related moti-
vation strategies that have a probability of preventing further motiva-
-tion problems from occurring and of restoring student motlvahon to
a higher level.

There are 23 dm;,nostu questions‘in Figure 4. Each is related to a°

specific motivation subfactor as well as to a set of motivation strate-
gies. If you are experiencing problems with student motivation, these
questions can be used to help you to more accurately perceive moti-
vational influences upon the student. If the motivational influences
of the related motivation subfactor appear to be lacking, absent,
negative, or nonfunchonmg,, the related motlvahon strategies can bc
employed to facilitate student motivation. . :

For example, you may believe that a/particular studcnt has a
negative attitude in math, but you need to find out the specific focus
of that attitude. By asking the following four diagnostic questions
under the general motivation factor of ““Attitudes” (sce Figure 4), you

can better understand which motivation subfactor is problematic and

then decide upon which of th(‘ related stmteg,xcs you want to employ.
L4 .
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1. What are the student’s perceptloh ;nd feeling toward the
» - teacher? [She/he likes me and we r¢late well.]

2. What are the student’s perceptlon a’hd feeling toward the
subject and learning situation? [She/he usually enjoys math
and has been enthusiastic in tbe/past]

3. What are the student’s sense ‘of worth “and capabilities in the
learning situation? [She/he does. ; seem somewhat uncertam
» with thlS new maternal] S

4 How well does the stirdent honest‘ly and ob)ectlvely expect to,
. “do in the learnmg ;1tuahon? [She/he mxght expect to fml]

In thns example, it would appear that nlOthﬂth}’l strategies related
- Yo, the subfactors of fottltlld(} Toward,the Self” and “Expectancy for
* Success” are - likely tapfacilitate ghe st A‘e it’s motivation. It is quite
possible that ‘encoOuragement a.nd the 3

dg9of programmed materials
would help to restore the stude,nt motrbv“ Kn’ and reduce the negative
Cattitude; < '

Another hypothetxml case mlght be" where history students have
a positive athtude and yWant to l‘earq, but: complam of being, Omappear
to be, bored. Thjs rﬁ_ y be.a stimulation problem; and the use of
diagnostic questickgsFor subfactors urider this' general motivation
factor may prove helpful to find qtrategleq to resolve the problem
(see Figure 4).

)

. )'4\ "’ ‘)

1. How are the various qubtoplcs and subunlts of learning
effectively introduced and connected? [They seem to be able
to Follow my lectures and respond when 1 do present alerting

© cues.] -

2. What is there that i is Lhntmually different about the learner’s
environment and activities? [Not too much, I usually lecture
most of the time.] L , % . )

3. How often does the fearner figuratively step into and become’

a part of the lmrnmg activity? [Not very often.]

4. In the learner’s pc reeption, how shmuldtm;, and provomtlve‘

are the questions being discussed? [When I do ask questions,
the studcntu seem to be more re aponqnvc ]

‘- 8L
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) 5 How is the learner cc&fronted with information or processes

S ~ that are different, novel, contrasting, or discrepant from what
: - slite/he already knows or has experienced? [When I play the

devil’s -advocate, we have our _tast alive and mteresting

discussions.] . o s

In this 111ustrat{‘c’m, it seems that. motivation-strategies related to * »
the subfactors of “Variety” :and ”Intefest 'and Involvemeng” would
have the greatesg prof;abxlxty of facilitating student motivation. Shift-

_ing interaction. between yourself and students and between, the stu-
- dents themselves during classroom presenitations; changing the style
' _ as well as the content of the learnmg activity; and making student
. . reaction and involvement an essential part of the learning pfocess—
' i'e.; problem sdlvmg, games, role p]aying, simulationi, etc.—ar®e strate-’
8185 likely to restore student motiVatlon and prevent boredoin,
‘One of the problems with the” ube of the diagnostic questlons is
that when there is a’motivation problem; there is often what L call
a motivati epressxon That is, student motivation is 50 low that it
- appears that very few or even rone of the general motwahon ‘factors -
e s positively opera(mg, and, therefote, , Inost of the answers to the
: diagnostic questions are negative. So many things app’ear to be wrohg -
' that we may not know where to start or which strategies to select. *
Other than playing our’ hunches and using our 1ntu1t10n, there are
. .. " atleast three ratxpna] thmgs that.can be done. ) :
' First, we can take advantage of the two pther dlagnostlc surveys
_ . found in this text. These are the climate survey .and the self-diagnostic
nitooE questionnairé (Fxgures 12 and 13) found in, Chapter 5 under _the
subfactor of "’Climate.” The use of these devices i may help to pmpomt
“some apptoaches that may have a h‘igher probablhty of. successfully
- fagilitating student motivation. - #
Secondly, we can qsk‘omse]ves, when does’ student. motwahon
- for learning seéem to decline or-erotle? Jf it is right from the start or at

\ the beginning oT what we teach, *en it would seem ‘most ful to
initiate diagnostic questiorfs and related strategies for the- gene?al
motivation-factors of ’Attiltles” and “Needs.” If we can start what we

. are 'teaching with pos:twe':student motlvatlon, but then seem to bog
. P o down during the n*m’i body of ﬂ'\e learmng mateha] dlagnostlc ques-

N . t' . ) 7 , LR
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tions and related strategie3 for the general motivation factors of
“Stimulation” and “Affect”. may lead to some resolutionlof the
problem. And if we appear to have student motivation problems-
occurring mainly at the endmg or with ¢ mpletion of the learning
activity, the diagnostic questions and related strategies for the general
motivation factors of “Competence’” and ’ Remforcement“ may prove
most helpful. .

Thirdly, and mo;.t importantly, we can honestly and- openly

discuss with our students what they think and feel the problem might

be. We can use the %oshc questions 'to stimulate theif thinking

and offer related strateghes: for their judgment and selection. Moti-
. vation, as well as learning, is a teacher—student goal for which we
-each share a part, of the responsipility. Use of the strategies related

to the motivation subfactors' of ”Feelmgs and "“Climate” in Chapter
5 should aid this approach. -

Whatever means we use to employ the diagnostic questions,
once we have some degree of assurance. that we have located the
motivation subfactors-that are in need of improvement, we then select
the related motivation strategies that appear to have optimal influence
in preventing the motivation problem and in restoring higher:levels
of student motivation.' These we emphasize within our daily motiva-"
tion plans for the student. The following two examples illustrate this.
EXAMPLE 1: A %iddle elementary teacher in a self-contained class-

room has a studént with whom the teacher believes she/he has a
personality conflict. The student does'not .appear to like the téacher

" and refuses to do assignments or does them poorly without care or

precision. The teacher wants the student to trust her or him, to
sincerely attempt ‘the work, and to produce realistic effort toward
completion of" the assignments. A diagnostic interview with the
student reveals that the student does not trust the teacher and feels
insecure in working with her or him. The teacher selects motivation
strategies rglgté@' to g’ne subfactors of ”Attitude Toward the Témer,_”
"“Expectancy -for Success,” “Safety Needs,” “Feelings,” "Clii¥te,”
and “Responsibility” to emphasize and incorporate in daily motNﬁtlon ’

plans for this student. ' ' R

!

The motivation plan mlght be:
{



RESTORATIVE MOTIVATION PLAN FOR EXAMPLE 1

. MOTIVA-

TION

. FACTORS

MOTIVATION
STRATEGIES

FUNCTIONAL

‘

- STRATEGIES

OZ=ZZ=0mE

(Attitudes)
Attitude to-
ward the
teacher

Expectancy
for success

(Needs)

Safety needs

1. Establish arelationship

with the :student by shar-
ing something of <value
with the student.

2. Listen to the student

" with empathic regard.

s - l‘i.q.-.

3. Treat the student with
warmth and- acceptance.

e

h

3. Use contracting meth-
ods.

.2.Reduce or remove

components of the learn-
ing environmenf -that

. lead to_failure or fear.

c .

1. Give the student daily - -
positive attention on an
individual basis for at
least five minutes in the
morning and five min-~
utes in the afternoon.

2. During the time that"

" the student is receiving

individual attention, en-
gage her or him in con-
versation and ‘demon-
strate -acceptance and
understanding of the
meaning and feeling of.
her or his statements.

3. Whenever possible be
available to the student
and ask her or his help

" to do sometlIng at least

once. every three days.

- 3. Use a contract system-

for -daily assignments.

2.Use a - mastery ap-
proach with the student™
for learning Basic skills.

A - -

OZ—==mCU

" (Stimulation)

) ~(A)‘ife‘c‘t)

Feelings

Daily Motivation Plan

3. When a student séem:s,

unmotivated, simply - de-
scribe her/his behavior
and ask -an open-ended
question to facilitate 'uns

‘derstanding. and resolu- °

tion of the issue.

Daily Motivation Pl_af\ K

3. Nassignments are late
or poorly done, describe
the situation and ask the

‘student for clarification.

. -



MOTIVA- .

-TION MOTIVATION FUNCTIONAL
~ FACTORS STRATEGIES STRATEGIES
D , ’ . . -
U  Climate 1. Use Gibb’s supportive 1. Avoid judgmental or
R communication behaviors - evaluative behavior with
I. to facilitate a positive the student. Be descrip-
N - climate. tive and accepting.
G
(Competence) : o
Responsibility 1. Acknowledge and af- 1. Congratulate the stu-
E + firm the 'student’s re- dent upon completion of
N . sponsibility in completing the assignments. Ac-
D _ the learning task. gy knowledge the.persever-
I o , ance involved. Celebrate
N the first completed as-
G ' _signment. - )
(Reinforce- Daily. M Daily Motivation Plan
ment) ‘

A

EXAMPLE 2: A high school English literatur,
although the semester has gotten off to a
be bogging down in class. Discussions se

teacher notices that-

d start, things seem to
to include fewer partici-

pants, and there is an air of tension in the oom durmg these sessions.

-Students appear to enjoy what they’re rea

are interested in

the novels’ themes and insights. Often the/Class starts well, but when

* discussion occurs, there is a

shifts downward: '

" . The teacher wants to preve

7] ]

d the mood of the studentb

.

urther declme of student motiva-

. tion in the class, especially during discussions. She/he wants ‘more -

overall enthusiasm and an increased number of parti'cipants‘durmg'
discusdion sessions. After conducting a climate survey , the teacher
finds that students rate the-classroom atmosphere high in the areas of
criticizing, discouraging, constricted, tense, and fostering of con-
formity; and, therefore, she/he decides to select. motivation strategies
related to the subfactors of ”Questions,” "’Feelings,” and ”’Climate”’
- to emphasize and incorporate in daily motivation plans for the class.
The motivation plan might be:
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PREVENTIVE MOTIVATION PLAN FOR EXAMPLE 2

MOTIVA-

communication behavior
to faciliiate a positive
climate.
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S T . '
TION MOTIVATION FUNCTIONAL
FACTORS STRATEGIES STRATEGIES
"E . (Attitudes) Daily Motivation Plan Daily Motivation Plan
G , ‘ \ .' ' ' v
IEI - (Needs) Daily Motivation Plgn Daily Motivation Plan -~
N - 1
1 ) ‘
N .
G (
.(Stimulation) , oo
Questions 1. Limit the use of knowl- 1.Increase the use of
‘ edge questions, and se- synthesis questions, ask-
lectively increase the use ing students to predict,
of comprehension, appli- develop, and create ideas,
* cation, analysis, synthe- themes, and meaning
sis, and evaluation qdes- from what they are read-
tions. ing during discussion
' ) : sessions. :
. 2. Employ M..Sadker and 2. Increase “wait time"'—
ek D. Sadker’s” suggestions avoid pressuring; avoid
, for improving the quality frequent evaluative com-
s of questioning skills that ments;" avoid “yes , . .
D ’ enhance student tespon- but” reactions; and more
U siveness. - often probe the student’s
R : answers.
I (Affect) ' :
g . Feelings 4. Whenever a student’s 4. Check out feelings and
e - 4 - feelings seem relevant . actively listen to student
' - 'but are unstated ‘or responses during discus-
ambiguous,s check your sions. :
: impression of them to
. open communication and
‘ facilitate motivation.’ -
Climate 1. Use Gibb’s supportive 1. Avoid communications

that imply superiority, #
control, and dogmatism;

increase speech that con-’

i
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MOTIV A- :
TION MOTIVATION | - FUNCTIONAL,
FACTORS STRATEGIES \ " STRATEGIES
t Ll veys-empathy, a problem
orientation, equality, aid-
’ exploration.
. \ .
5. Use “climate surveys” 5, In| three weeks post-
¢ to diagnose your class- test \with the ”“climate
¢ room atmosphere. survey” to check on the
progress of the classroom
atmosp\t\ere. ’
E (Competenice) = Daily Motivation Plan.  Daily Motivation Plan
II) (Reinforcement) Daily Motivation Plan Daily Motivation Plan
N
G

+

‘ .
Agam, the above two examples stress the three gundelmes men-
tioned earlier in this chapter :

~ 1. Planning of motivation strategies along a time frame that
maximizes their effectiveness.

2. Use of motivation strategies related to each of the six general
- motivation factors '

3. Use of particular strategies that relate to teacher personality,
learning situation, sub)ect matter, and student charactenstlcs

Wxth one addxtxonal giNgeline:;

. 4. Continual emphasis of preventwe or restorative motivation
strategies to inhibit further problem development and to
. restore higher student motivation.

+

The additional guideline will be far less effective if not employed

in context w‘th the other three. We can often make a®Mmistake when .

we add strategies but ehmmate .the other vital parts of the' total

approach.

As mentloned in the outset of thlS book student motivation .

¥
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. . . ’
seems to be more complex than Id like it to be. But I respect this
and encourrage a “leave no stone unturned” approach. This will be
difficult and challenging for us as teachers. Yet, I know of no other
means that I can easily’ accept today. Perhaps the following, verse
says it best '

v
]

If 1 feeFQood abéut’learnin’g'
Do I also want to”~ o
And if I do. : ‘
Wm I stimulated ,
And if I am *
o ' Can I enjoy the people with whom I learn
. And if I can : - '
Do I feél more effectve as a result of this learnmg
< .- Andifldo .
Am I reinforced when I finish 1t .
~And if I am - o
I guess | have been mthated - RORR

— —‘~“Some Final Comgments

Very little has been written in this book: regardmg exceptlonal ‘_
groups-of students such as the gifted, the slow leatners, the mentally
retarded, etc. There are two reasons for this, The first is basically
-philosophical jn nature while the second is-related to my knowledge
_, of students and thelr partlcular needs. ’

Every student, as well as every ¢lass, is exceptional. By thxs,
mean that they are unique. They have their own specific attitudes,
their own special needs, their own particular ways of telating and
being stimulated, their own individual sense of competence, and their
own favorite reinforcers—all of which combire to make the student
or group of students a one-of-a>kind experience for us as teachers.

' *° Therefore, I resist offering formulas of motivation for the exceptional -
student when I basically believe thg term to be a misnomer. This is
not to say that there are not certain kinds of students—the retarded,
those in particular'age groups suclr gs early elementary-and junijor
high, etc.—that when found 'in groups do not display behaviors and
characteristics, that are often similarly patterned. There are. But I do

. not possess the confidént knowledge (if ;such does exist) to compre-
hersively and professionally suggest motivation strategies that have




a high probability of distinctively improving student motivation for
th\ose particular groyps in a manner that would not require another
book of this size and magnitude. And I do_not want to be overly
‘'simplistic or rely on clichés. .

Thus, I suggest that you mcorporate what has been wntten i
this book and fit it to your “exceptional” student or group in. g
.manner that relates to the special talents and individual characteristics ¥
of that person or class, based on your knowledge and awareness of
these. .

Another topic that I have not'discussed is the mvolvement of
parents as facilitators of student motivation. I have both respect and

\

apprehension regardmg the utilization of parents to increase student_ _

motivation. It is a common occur®nce in teachmg to invite parents
to a conference when their child is not-motivated for school learning

In positive support of this approach, I | can state that (1) parents should
‘be aiware of motivation problems related o thelr children (they have
a right to this awareness as-congumers of public education); (2) parents
can help to facilitate the motivation to learn in thelr children (they
are often a fine resource of methods and ms:ghts that can be of
immense help to the teacher); and (3) parents can support the moti-
vation strategies of the teacher (they can supplement at home through
cooperative planning with the teacher means and- ways to enhance
the motivation of their children). However, there are some negative
possibilities that can result from parental involvement in the effort
‘to facilitate student motivation. Some of the more mfamous are as
'~ follows: , . : v

1. Parents, disappointed and angry with their children, may
threaten and coerte them to learn. Rather than enhancing
motivation, they. only continue the student’s sense of impris-
onment and further rejection’of school and related learning -
experiences. The student may often show a gain in perform-

, ance but will continue to dislike learfting, and this attitude
that eVentually leads to the rejection of education as a vntal
lifelong experience w:ll be strengthened '

2. When a teacher invites parents toNelp rysolé motzvatzoﬁ"

problems, she/he may be seen by the studekd as directly
responsible for any negative conjequences befall the
- ‘student. In this manner, the teacher beco to the student

& - \
v : .— [BUIER ' \& .
. . .

§

‘
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an informer who has caused the threat and coercion the
student is now facing. This may only increase student resent-
ment and hostility toward the teacher and the learning situa-
tion. Again, at best, learning may increase, but the student—
teacher relationship has a prisoner-warden quality which
inhibits any enjoyment or trust.

3. Teachers may become too dependent on parents for assistance
.to facilitate student motivation. Without parental assistance,
we may feel hopeless and give up our responsibility for
facilitating ‘student motivation. I sometimes hear comments
from teachers that are summarized by these two sentences:
”The parents don’t even care. What can I do?”’ This is cer-
tainly valid and unfortunately not infrequent. However, my
position regarding teacher frustration because parents do not
support their children’s education is that generally it is
beyond our means and not benefited by ouremotional grief.
We are not social workers, and ‘we_are ysually powerless té-
change home environments or to reha 'ﬁitate parents. What
we can do, and are professionally responsible for doing, is to
construct the best learning situation possible. This is usually
_the classroorﬁ and best served by our personal
§gf effort and emotion toward it. We need to be
aware of- g¥¥ental influence on our students, but we cannot
afford to "@/mhmxdated by parents who do not- support
student learning. If parents will not cooperate, that is a fact
: ~ we accept—something we must remain: aware of, but not be
: defeate?lgby in our role as educators. Parental cooperation ‘
is, in my oplmon, a bonus, not a requirement for effective
(4. teaching. If we wait for those parents who do not.care to.
‘ begin to care, we are only increasing a motivational vacuum
‘ + that the classrdom need not be. Our efforts, the learning
S situation, student peer. groups, and teaching methods can
' still have an impact that, although not omnipotent, wxll be
more effective with our faith than W1thout it..

Therefore, when inviting parents to help resolve student moti-
vation problems, a few guidelines may be helpful: :

1. Phgce the motivational concerns within the total ontext of
student’s personality and learning behavior. Parents need
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to see the positive aspects as well as the negative ramifications

of the student’s behavior. We do not want to -alarm them

or cause an overreaction to the problem. We need to guard

against any approach on their.part that might be punitive or
_too severe in its demands.

2. Involve the parents and the student in the decision-making
‘process that seeks to resolve the motivational problem. Ask
for their suggestions and reactions. (The conflict resolution
method found in Chapter 5 is an excellent model to employ.)
Their.participation Il enhance their motivation to cooperate
and follow through on whatever is decided.

L3 f the parents and/or the student is not coopemttve, leave the
door open for their involvement at,a later date. Sometimes -
parental or student defensiveness or mistrust does not allow
for immediate positive input. However, with time, trust and

' .confidence may be established. Concluding an uncooperative
session by indicating some/hope for future participation allows
the parents or student a means to re-enter without losing face
or suffering embarrassment.

. The last item I wish to discuss isjour own motivation as teachers.
How do we continue to facilitate our motivation throughout the days,
months, and years of our teaching? The best insight I have is that

ivated -students help motivate teachers, and motivated teachers
help motivate students. The cycle usiially begins with us because we
bear the responsibility as professional educators. What I want to
emphasize is that every time we facilitate student motivation to learn,
we are directly contributing to our own motivation to teach. Those
smiling,'enthusiastic faces, those moments of insight and worlder,
those student expressions of completion and accomplishment, gand
those heads held upright and eyes wide that , “Idid it; 1 le réd
something,” are the force that gives life to.ou M xperience, them
They occur in any class. By paying attentior® 'm and sayoring
them, we affirm our existence. We cannot ask for them—we can only
see them. Take a look. Then plan, organize, and, above all else, enjoy.
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10.
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cational Practice. (Edited by G. Lesser.) Glenview, Ill.: Scott, Foresman
and Co., 1971,

1bid., pp. 337.

Alschuler, A. S Developing Achizvemeaf Motivation in Adolescents.
Englewood Cliffs, N.J.: Educational Technology Publications, 1973.

de Charms, R., op. ci.

de Charms, R. Personal Cousction. New York: Academic Press, 1968.
r. 269. -

de Charms, R. Enhancing Motivation: Change in the Classroom. p. 74.
Ibid.

J. 5. Coleman’s major national research, as described in Equality of
Educationn Opportunity (Washington, D.C.: Government Frinting' Of-
fice, 1966), found student self-concepi and the degree to which students
believed they could control their own destiny as having more of an
effect on learning than teacher iraining, physical facilities, or curricula
combined.

The following books provide excellent and detailed suggestions for
feedback as well as individualization related to learning:

a. Block, J., editor. Mastery Learning: Theory and Practice. New York:
Holt, Rinehart & Winston, 1971.

b. Bloom,.B., Hastings, T., and Madaus, G., editors. Handbook on
Formative and Summative Evaluation of Student Learning. New
York: McGraw-Hill, 1971.

c. Blackburn, J., and Powell, W. One at a Time, All at Once. Santa
Monica, Calif.: Gocedyear Publishing Co., Inc., 1976.

Bloom, B. “Learning for Mastery.” Evaluation Comment. Los Angeles:
Center for the Study of Evaluation of Instructional Programs, 1968.’

Ibid,, p. 1.

This definition is from Sharp, B. Learning the Rhythm of Risk. Rose-
inont, IlI.: Combired Motivation Education Systems, 1971.

Most of these dre thoroughly discussed in Learning Together and Alone
by Juhnson and Johnson. Their comprehensive treatment of coopera-
tion, .competition, and individualization is an excellent teacher resource.
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18.

Olgiivie, B., and Tutko, T. “Sport: If You Wan! to Build Character, Try
Something Else.”” Psychology Todey 5: 60-63; 1971,

CHAPTER 7

3

[$}]

. The definitions and cenceptual framework of this section are based

on the review of reinforcement theory and reiated research found in
Glaser, R., and Cocley, W. “Instrumentation for Teaching and Instruc-
tional Management.” Second Handbook of Research on Teaching.
(Edited by R. Travers.) Chicago: Rand McNally, 1973 pp. 832-57,

Entire books have been written that employ 2 total reinforcement ap-
proach to teaching and learning. These are weil worth the attention of
the teacher for the practical and valuable insights and suggestions they
offer. Although I do not agree with some of their basic assumptions
and am: critical of their one-sided approach to motivation, I continue to
maintain that we as professional educators cannot afford to deny or to
ignore what we may not comprehend. Therefore, we must first under-
stand the substance of reinforcement theory before we accept, select, or
reject any or all of its theoretical and functiona! ideas for learning,
Some of the most helpful texts in this area are:

a. Becker, W., Engelmann, S., and Thomas, D. Teaching: A Course in
Applied Psychology. Chicago: Science Research -Associates, 1971.

b. Homme, L., and Tosti, D. Behavior Technology: Motivation and
Contingency Management. San Rafael, Calif.: Individual Learning
Systems, " 371, _

¢. Krumboltz, J., and Krumboitz, H. Changing Children’s Behavior.
Englewood Cliffs, N.J.: Prentice-Hal, Inc., 1972.

d. Skinner, B. F. The Technology of Teaching. New York: Appleton-
Century-Crofts, 1968. _ »
e. Vargas, J. Behavioral Psychology For Teag:ﬁe_r_s.. New York: Harper
& Row, 1977, o . ) :
Calder, B. J., and Staw, B, M. "Self Perception of Intrinsic and Extrin~
sic Motivation,” Journal of Personality and Sacial Psychology 31: 599-
605; 1975.
Staw, B. M. Intrinsic and Extrinsic Motivation. University. Programs -
Modular Studigs. Morristown, M.].: General Learning Press, 1976.

. Bijou, 5. W. “What Psychology Has to Offer Education—Now.” a

Journal of Applied Behavior Analysis 3:65-71; Spring 1970.
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' 6. Although the concept of a reinforcer can theoretically be divided into
positive and negative reinforcers, I respect Skinner’s warning regard-
ing the misuse of and aversive by-products of negative reinforcement
and choose to omit it from the strategy. '

7. Vargas, ]. 5. Behavioral Psychology for Teachers. New York: Harper
& Row, 1977.

8. For a description of these alternatives, as well as others, in detail, see -
Kirschenbaum, H., Simon, 5., and Napier, R. WAD-JA-GET: The
Grading Game in American Education. New Yurk: Hart, 1971. Bellanca,
I. A. Grading. Washington, D.C.: National Education Associaticn,
1977.

9. For a’'comprehensive review of this strategy, see Johnson, D. W., and
Johnson, K. T. Learning Together and Alone.

CHAPTER 8

1. These numbers are correlated to the strategies and factors found in
Figure 4, : :
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