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© ' N Th:sﬂégidebook Was'designed‘to familiarize educctiona’l p:actitionefs;—.

teachers,'devélopergi counselors, administrator?——wi:nvseverai concepts of

motivatlﬁn, and methods of measuring them..'Jnf::;una:ely, tbé:e-is’nofsuch

3

, thing as 1 single.concept or entlty that we .an <z2l1l motivati=. We can

usually recognize motlvated people when we S~e tnem, but” we dc not have

.,

simple, s;raigzﬁforward explanations of how to praducermntivated behavior. X /
Pres=ntl!— there are several congepts tzat explain different aspects /

. , ; y : . ) i
of motivat »n. Some are mor= comprehen;}Ve than others, and some overlap :
‘to a cegree. ut each cont ibutes to & ful_ understanding of the dynamics .

v . f P

~f motivai .. We have inciude . s_.: ccncepts, or approaches, that aref.;f'- ;

particuls zlevant to under: ar-..ing motiation in education. 'Each: T :

)

¢ 1apter c: il guidebdok‘brOthts a brief f"ulanatfnn of the concept,,a
wmmary o —:mciples, and some =ziggestions Zor applying _his lmo 1edge, o
as well as “m__lv,ﬁon: of selen..i measurerent 1nstrumen.s These were  /

~2lected o~ o ;asis_ofvtheir a. .ilability andwapplicabi;ity in an educa—~
tional -ont==t. The authors may = gcontacted for further information or

. - b "
- !
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\~ educatc ze 'as’ to :g to a11 of~ thé affectlve componént§ oﬁ’personality

\ | .
\\" 4OTTVA¥ION IN SCHCOL: o
\ - J ’ - - e
2 PRQSTITIONER'S GUIDE TO CONCEPTS: AND MEASURES .
- AN S oL , ¢
\_ . - N ’
\\' INTRODUCTION ¢ ) ’
~-_s guideMook wa=z ~*epared as an answer/to.the question, "Can yotr

) . . ) | : . . -
recqom—:nd = measure o: mc  ivation for me to use?" This guestion is
s €

-

. , R 0 i . .
frequ-- :1y =zsked by otnher instructignal tébhnologists, teachers, curricu-—
' ' . T /= e )
lum d :..-losers, and assorted,educatipnal consultants, and this guideghas} /
. ; . -,y Ny
- T 4
been pr dzrad with this audience im mind. We have tried to accomplish.

A

sev. r:. gcels, not all of vhich aré indicated by the title.

& -

El : . -
Ir._s cocument iz _ntended to help prattitioners_understand the .

conc :pz =f motivatior 'nd its influence, as well as its measurement in |,

scucol _.fe.” Understanding motivation is just as mueh a conceptual

) : S v
dil mma -3 it is a me :surement problem. It is conceptual in-that the

’
‘

terr r© - Ivation ha: been used in suéh .an- allypncompassing manner by .

(]

~

- I

and env: nnene} influence effort as opposed'to ability. There is

a. relatiiely stable constrdct called ability, or intelligence, that
( .
éerves as a reasonably good predictor of performance. .There ate various .

2 ..

measures of ability that are correlated with each other, which suggests
/ : . . '

- . R - : l .
%'that they may be measures of-the same thing. Furthermore, the construct

-

%] “ . \ .

called general abillty can be analyzed into fairly stable traits that o
N - /

represent different typés of abilities (e.g., Catte ’, 1971 Cronbach & s

Snow, 1976; Guilford '1967) . e o , . '3/‘

' o« : f/ Y .
We are not so fortgnate when it , comes to motivatiom. The/ raditional

- .
. . . /

‘nature—nnrtqre'argument in péychology still produces,. not different



- - T B . )

explanations for a stable.construct'as in the area of ability studies,

i

but substantively different explanatory theories. On the_one hand,

- ,
.. there are environmental theories based on .conditioning principles and

. . . . R P ,\ .
physiologically-based drives (e.g., Hull, 1943; Skinner, 1953). On the

otherlhand, there-are the humanistic theories that postulate a funda-

mentally . free.-will at the root of motivation (Rogers, 1951). ~The.. *

'“ position taken by the present authors is that of social learning theory
" which assumes that motivatiop and behavior.are the result of interactions

between a person and the environment.“ This work follows in the tradition

of Tolman (1949), Lewin;(1935), and a host of recent and current

researchers who'have worked«on specific aspects'and extensions of it.

L RN

. An. excellrnt recent rev1ew of these social, theorles of mot1vatlon As .

- ‘~
« o ~

that of deCharms\(1978). Although it is too brief to stand alone as an

introdnctory reading, it covers the relevant topics and has references
. ’ . ) A Y

-

to ‘more extensive”readings. .

g\ f Within the gederal context of soejal learning theory, the motiva-
. .
: A ~ .
i tional theory tﬂat has guided the organization.and content of th1s docu—
.- T, . . .

ment is known as expectancyevalue‘theorg. This theory assumes' that

‘e ’ . - ° «

effort, or movement ‘toward a goal, dF'the result of two factors. The

4 ~ AN .

A 7 first is the motive, need, 6& va%ned—end (Feather, }975) téward which-

v

behavior is directed. ThlS assumes that human behav1or tends to be

-

',purposeful and goal directed The second“factpr is expectancy for

. .success. -The greater the 11ke11h22d that a person perceives success to
[} s
' fh be possible, the stronger the effort that is likely to beﬁexerted. Note
that we are got referr1ng to the actual probability of success,. but to T
. the subjective probabiliﬂy, or personal conviction, that success is {‘

‘ . v ) »

.possible. Motivation is the combined result of the. personal vaiue - "Ixm

» .
. ) - v

. ..
P i o SR - S




. ' -3- . k o - .;
e L . - .

attached to the attainment of a given goal ‘apyg the’ perceived likelihood

U - oa

= e

_— _of achieving it. _Thus moti tion results in effort bq1ng exerted toward
) - ¢

themaccomplishment of the goal. Eventual success_or_failure-WIll;depend ;’.‘

.y Lot I

[N

.,

-

. ' . . -, ‘
upon a cdmbination of motivation and other factors'including personal .
- - - € :

“ . . 3
/ . ' . PR 4

ability and opportunity. - : Y I L 4

Accordingly, two major parts of this document cover need fo \'
. . . —* : . .
achieVementz, one oﬁ the-major mo‘tives that has been studied, in,gonjuncf

‘ . : tion with academic performance, and locus of control, one of'the major .

L approacnes to understanding subJective expectaﬂcies for success or
.. : . . ¢

‘faiﬂure. If, however, the,problem in understanding mot1vation could

have -been- subsumed in two such neat categories,'the problem ‘would have

. . - X

- . l” -
been sitiple. There are other facto¥s in motiva}ion of gufficient

. - L ST e, - ‘ - .
. importance to warrant separate attention. . : s . N
5 - ' ’ el '
D~ . ' ’ N Yy . ° j .
. There are undouthdly differences. among ple in terms of=their

, h . <)
general level of curiosity and information’ seekipg behaviors. Whether
N : - ' -

these characteristics can be subsumed under the general category iof
- . - N
A ' 4 * - " .
motivwgs or hneeds in our expectgpcy—value theory.is.% theogetical, issue
L) - ’ - N - .

of some concern. Regardless of the eventual outcome ©of that concern,

\_ curiosity is a motivational characteristic df sufficient?practical
' L4 N v . ANV B
, - . .- : - - 4. -
interest to edugators to deserve inclusion gs a ppecial topic..
- : » o Lo R 4 ,

r . . i
- ' s / : .
) Another area of major .concern is anxiety. |A certain amount of ¢

. . . . ~ ) )
R ~. ' : : . -, 4 CoL /
anxiety seems.to facilitate motivation; it heightens our senses and

/ . .
~1 Y -

makes us more respon51ve to our environment. Howerer, almost evEryoné in

education has ‘probably exnerienced ‘the effects. of debilitating anxietyn We/ .
. \ q

have seen peop}e in whom the fear of failure so inhibits the effective

T I,‘; /
use of their capabiIities that fear itself becomes thé root of a-self- .. .,

v

$ ?ﬁ
v fulfilling prophecy. ereforg‘%a section ‘on this bfsically debilitating

e ’ . ) .
14

influence on motivation is included. o ,

N~ . -~
1] . X o)

’ ) . . . T P
[:RJ!: A . SR : lu&. {

P oo " . : > » o
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In each of the pfevidusly descriﬁed'sggtionélof this decument and
? L each € o { . - v ‘ v

.in a section on measures of general academic nmotivation, background

---- -information on‘the;cohcept} aqé a suymmary of- the-current. state of know—
. . . L r~

- - s o . . < . i . . ) . ) .
Tedge about-if and what the. practitioner.can do about it;are provided.
. . . V..": ‘#—411’ L7 . 4‘ 8 ) A .-
- Alsd %ncludediare brief descriptions of rmelated meaSuremenﬁ'ihgtzuments

whfch weré selected -on che;bgsig-ei thedr ready avaiLéb}ligy, psycho;r

1 'metrichpalig ;_and'easa§q§iuse; In’ some cases -one or more of these

‘- - . ‘ = . )
not 'met by a 7articular instrument, e.g., a description

- 4 \¥

.

.0of the Themat

e . ] . . .
c'Apperceptio¢ Test is included in the sectfonlod achieve-

v *ment mdtivation. This is.not an easy test to use, but the test itself

. h “ .

" was ;‘central part of the d9velopmenc and application of thié_%oncept.
K . : _," . ’ .., ] - ,‘./
An un3e§§tan5ing of this test helps considerably in understanding the -
. - . o . . *
. ‘." - . - » o
concept. Tt . N : ! o T L e

An effort has been made to summarize reliability coe

. -validational evideice wherever possible.. They‘willlassis ;,-_ rs.
- . s : ) - ok .
who are familiar with these indicators of the quality of a measuff
- N N t .o - . B N .
- \‘ . . -)’ -y, a . v -

Te h%qaq characteristics should obtain at least
¥ . , . . » - [

' ) o~ . .
A&gone who tries to\measu

.
-

.’\:.an elementary understanding of reliability in validity, An excellent o
I‘ N . . . ) { . . . ‘ ]. . / .
readgble"sﬁugce is Anastasi (197%)_ o " - ~ . A S

{ .

Reliability refers Ehengtabilify of"a test. 1If a person's: * .
) _ o . o _ .
rremain‘unchanggd,,then that

attitydes'or'psychological oriéﬁ
: s ! . .

BY 29
' - . i N . ’ . A : . .
» > person should~obtain essentially the same’ rank when(retested on the

-

o C Tk ’ N ) .
v * same measure. T&gthe exfgent that the test has ambiguously worded items
,\\ .~ - . L LN } a0 B . » "',
« . . Y - . . . - . ) a 19
or is . ihfluehced byé%;ﬁhsitory sﬁateﬂ%&ﬁ mind, the test will be unstable,
. 7 N . .' 4 ’. ._' - \. -
~

aédAghe“pe
. . )

. ., - . . L1
coefficient-~it usually rangesbetween 0.0 and 1.00--the:greater tire-

-

: ' ’ - l - - DN -
stabilitj} Coefficients:dn ‘ekcess of approximately- .65 are usually -

* .

- . . N . . . - ' . -

ERIC | s * 3ats 2,

i e S

rson's.score will}fluctuétel ' TKe higher the‘réliability - ;

~
~3
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- or valid.measures,.and consequently, we-have included some “measures

. Meehl (1954 1957) ‘before attempting to inteQPret an individual's

. . . . . . - .

P - § . T

. .o . -5~ ?
. .

- ’ s . . .-

LR - B Coe : * . .

.

purposes.' The rea@er should have special training or be thoroughly PR
"‘-' e, . . -

familiar With the issues covered by such experts as Anastasi (1976) or

i

BN

- \ . ’ . . . i l.:\’ ,
behavior on the basis of a'single psychologiCal test. R R
. - Vélidity refers to the degree. to which an instrument méasures what, }'

. ’ . . . . N ‘ - , v . i R
. o ° A . . N .

_.some person says it measuyres. Scores‘on'the'instrument should be corre-

4

_lated with‘scores obtained from other instruments‘that measure,the same

.
. ' . -
3

thing, and they sh0uld be uncorrelated With scdres from instruments not

$OeT

\ k]

¢ -y "*PL-'M” A

/'f’."v-,

'deSigned to measure the same thing We kﬂbw “of no: perfectly %%liable i;&?ﬁ"

N . sl

'with qualiricatiqps whq&sthexiseemed to have other redeeming character—

R . R

‘ istics. Recent revieWs ﬁk measures of motivation that contain more .

psychometric inrormation are Clarke (1973) Fineman (1977), Johnson gnd .

3

Bommarito (1976) and Woen and Doyle (1978)

-1

' Finally, we‘have ineluded a sectién on attitudéﬁf'Most of us who

ER

received training in‘education were taught that school behaviors can be'

e S

LI . . RERT XS

:classifiedwasQCOgnitive, affective,-or~psychomotor. While this classifi— .

2

5 . o
A ey Ry SR

cation scheme is certainly valid from ‘one perspective, if‘has’better o

!
Fl

served the needs of understanding ‘the- cog tive domaip than the motiva— R

:-utionalg. Bloom (1976) &or éxample, still prefers to think in terms of

.

affect rather,than-motivation since.the concept_of affect relates'to ; :
N L i \. 3

traditional approaches in defining learning tasks. The preferenCe in :
this document 1svfor the term motivation. This term refers td a history é

of conceptual and theoretical work aimed at understanding the determinants

N «

‘s

;of individual effort We believe that it is in ‘this context that educa—

'tors will find the most. effective a%proaches-toianalyzing individual

[

s
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1.1 What Is Achievement Motivation?’
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B ACHIEVEMENT Md"’ TIVATION "
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“* A desire to feel competent ‘and. to exercise,ones competence by

- . - . "

‘achieving a standard:of,excellence is present to a greatér or' lesser

degree in all’of us. This goal may{be manifested .in career goals,

4 e N

interg?rsonﬁl relationships, or personal hobbies but the key character—-

- o
x

iStlc is the\de31re to ach1eve a prescrlbed level of excellence in a
given pursult. This de31re,-or-mot1ve,-is'known'as achievement motiva-

tion: It was or1g1nalIy def1ned by Murray (1938) as

the de31re or" tendency to -do th1ngs as rapidly and/or as well \$\s
‘as possible...to accompllsh sometthg difficult. To master, :
“manipulate and organlze~phy51cal obJegts, human beings, or
ideas. 'To do this as rap1dly,sand as’ 1ndependently, as p0531b1e.
. To overcome obstacles and attain a“high standard. To excel one's
.self. To r1val and surpass others. Te increase self—regard by
" the successful exercise of talent (p. 164)
. . : , N -
For this reason wrlters often refer to the Greek god Hermes as

’epitomizing achievement mot1vation Aéﬁthe messenger of the gods and -

the g ide of travellers, he symbolizes exploration, adventuresomeness,

. and invention (by noon of the first day of his birth, he"had invented

- - <
.

Pand learned to play the.lyre)._'And, as the ﬁatron of athletic events, -

A"

" he had a keen interest im competition. Im one way or another the achieve-

-been identified within-this'areaHofrresearch; ﬁurray (1938) develobed-a

-

ment- oriented person gains satisfaction from matching or exceeding a

" standard of performance: ZIhisimight'Be indicatediby.oUtperforming some—

-

one else, meeting or surpassing some self-imposed standard of excellence,

”

doing something unique, or'being involved over a long time in doing some-

thing well where there is a clear indication of ‘an achievement goal..
Achievement motivation'is.but one of a number of motives. that have
- L . - » . . s

) - i \
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otéxonomy*of 20 major motives, or needs, that influence the direction of

N - ' - . ] v ‘ J
.behavior. for a person (e.g;”,achievement, affiliation, . dominance, nurtur- -
ance). Maslow (1954) meduced this to a list of five categories of needy

.
»

e . . . - ,
which are h&erarchiodl in natnrez'/physlologlca% sequrity, affiliatio

“esteem, and.self—actualizationlneeds. Lower order~needs must be sufffi-

ciently satisfied before a persqn:will experience a desire.ﬁb‘sqbisf

. a-higher ;rger'need. T S ' v
| R T < D S o
- A problem with both of these.early efforts was that of Measurement;
o -.it_nas‘diffioult to obtein stable and dependableimeasdres.of these'psycho— f

- -

. 1"1ogical states. Murray invented the Thematic Apperception Test (TAT),

e ' whlch operated by prov1d1ng examigees w1th an amblguous plcture to which f-

"r

théy.responded by fantasizing and writing'a story. These stories-are

1

analyzed for clues that reveal an ind1v1dual s predomlnant needs .

However, it was McC]elland (1953) who invented a highly re11able

~

‘technique for analyzing and scorlng_these tests. -After being tralned

- vdifferent raters would score -the same tests and cqome up w1th,very simllar
scores. This accomplishment provided a reliably derived numerical score
. . - . T w0 . B . » . ’ ., ‘“_\
 that faeilitated the use of this'test in empirical research stufies. .

" Furthermore, McClelland focused his attention on the need for achievement

- LN

as a potent and useful'concept"for the study of behavior in our culture.
Z 9_}:&
He 1aterAadded the needs for affiliation and power and ha: continued

in depth;studies of the influences of these motives on t-: behavior/Pf
indiyiduals, groups, and even entire cultures zﬁcC1ellénd, 1976). One
) of his earlyvassooiates, John-Atkinson, has elaborated the theory of

‘achievement motivation in relation to 'individual behavior Atkinson & ‘

‘Raynor, 1974). R o _ . o )
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Because of its obvious relationship to @ -oncern for competing
' against a standard, achievement motivaqion‘ha: >een singled out as one; '
of the motives most likely to be related to successful school performance.

» L4 '

. - R ‘ .
. e . & .
Both Alschuler (197}, 1973) and deéCharms (1976) have conducted extensive

. ’

studies.of techniques designed té¢f65ter the development ofiﬁead for
v ) ) . . . . '-,.‘ '\1.' N

s . N ’ e

achievement in children;l.thle-theiff?@nk_ﬁdtél%els the worishops’that

“ o . - . - . o P . . )
havedeen desighed for use with adults in business and,other'contextsr .
Cats : . LT . ‘ v . S

(McClélland”% S;eeie, 1972), it has beer modified fbr,a'écﬁbolécontextw
L : N ‘- E , . . - 1w .

OR l . N " N - L .
¢ < . . . . : . . .

‘1,2 What Do We Know About Achievement Motivation? - e . o

, e _ e
"+ Achievement motivation has both a theoretical and an empirical™ ™. .
: oot PR : ’ . . . M . i w
art R . . T .

RS ) . , . . o .
basis, and ‘similar behaviors have been-observed in business, sghob¥§,°§ R
) - 4 \ . ' '
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and other settings with persons who have high need for achievement (nAch). . ~
It should be pointed out that there are some rather'pefsiétentlsimilarig

-

*

ties in -the child-rearing ﬁractices of mothers whose éhildqeﬁ devélop a

ﬁigh:nAchi ‘Mothers of these chiidren are more:likely to éncoﬁrage and-
reinforce a child ﬁith‘physical affection fg;itry;ng new things by him-
seif, making his ohn friends, and dqing well;ih‘compefition; all of these
lefforts are directed at encouraging initiative andlindependence. These

;ﬁask; should no: be confused w;th the development of purely Vcaretéking"_

tasks such as encouraging childrenfto go'tb bgd“independently; eat well
’alone; or look afteruthéir pqsggséions (McCielland et al., 1953)1 It is

'; ‘veasy to see hoﬁlthis typ§16f'tré;ﬁing‘is related tp severgl of the p%e—
© ' dominant characteristics of tﬁe acﬁiéveﬁent oriénted.persqn. Six ofvthe
jmoréré;néistent.of these chagacteristics, particularlybas they rélate';q

: r
schoo’ contexts, are listed below.

-1




s -10-- . S
[ ‘ v .
. . , . .

1. High nAch persons prefer situations in which there is some

risk of faiiure, or}‘in other terms, there is almoderate probability-of

success‘(Atkinson, 1974). Theyllike success:ﬂhut success without a -

challenge has no pleasgre. ,in ccntrast, a personllow in nAch may choose

‘tasks in which success is éitheflasshred Qr.almost impossible becaUSe

both situatiohs allow the ;ersoh tc‘aroidlanxietyi Ihe almcst iﬁpossible
‘-task may be‘chosen either because it allcws the ﬁersén to attribute

,efailuredtd things she/he had no cqntrolvover. or&becagse the perscheiikes'

o the »4810_1‘%’ té be ‘obtained from tryin‘g; to ;lake the loég-jshot. l

. . - 2. The intrinsic reianrce_menztl ;f s_uccess itself, .rathér thah
;xtrinsic_rewards such as msney or prestige, is the iey factdr in the

.

*motivatioh of these persons, When faced with the choice, they will

choose experts over friends as work partners® (French 2}956 MCCIelland &

Winter, 1969), and they will work just ‘as hard to accomplish success

i
- Y

whether or not mOney is added as a reward (Atkinson & Reitman, 1956

McC]elland, 1976). ‘ ' o ~

<

S 3. They tend to make realistic vocational choices. The high
achievement criented person who does ‘not suffer from an excessive degree'
of anxiety or fear of,failure will terd to be realistic in.aséessing his

corpetencies and matching them to appropriate vocational goals. (Mahoné,
R . [y - B .

19¢ : Morris, 1966) . | T fu

) 4. They prefer 91tuations where they have, or percelve themselvesv

, e
to iave, personal control over the othgTes of their efforts. They

“prefer to feel personally responsible for their successes and to make’
their own evaluations and - judgments of sitﬁatioﬁs rather than relying .on

other'authorities\(Heckhausen, 1967; Weiner, 1972).




5. They have a r?iativ y long future time perspective that is,

g

: they tend to project their goals farther 1nto the future than low nAch

persons (McClelland et.al., 1953'.Raynor 1974) They also feel that

-y

time is rushing by very rap1d1y (Knapp & Green 1960), and that they do,

. not have enough time to get th1ngs done (Knapp, 1962) . .
, ?- 6-’ ;hey do not»necessarily have a higher grade,point.average in -
B "séhool.. This is:because grades.may be sought for'nany reasonsjincIuding
:a host of ertrinsic rewards. For example,'high'grades nay be'relatéd'to
'financial reward for .some peréons, personal power.for others; and‘relief
« from family pressure'fOr stili others. 1Grades'doﬁnot'serve as a siuple
indioator of.intrinsikailyfsatisfying'%ocompiishment.4'For these reasons,

there is not always a high|correlation between nAch and grades. 1In fact,
‘the high nAch person might even:forsake a high grade'if ohtaining it

meant sacrificing high quality accomplishment . in order to meet the idio- _
syncratic demands of a particular instructor. ‘

.

For more details on these and other oharacteristiCs of need for

. ach1evement 1n relation to behavior, the reader w1ll f1nd comprehenslve .
)

. revhews in Alschuler (1973); Atkinson & Raynor (1974) and Weiner 11972)
Y 4

[

_ < - . - l\
1.3 What Can the Practitioner Do About Achievement Motivation? .\

An extensive amount of)work has been done in both educational

o

(Alschuler,,1973 Alschul%r et al.,b197i, deCharms\ 19763 and entre

preneurial contexts (McCl?ﬂland 1976 McClelland & Winter, 1969)'to?¥ry

N
i s

\‘ . to influence the develop ent of achievement mot1vation w1th different.

age groups andudifferevt cultures Throughout these efforts ‘to 1nf1uen-e

behav1ora1 change,”tvﬁre are some4common efforts.
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* DOne of the first requirements for increasing achievement mori tiop
. g P L ) e G - L
is for the trainer to re%lize/that one is not creating a motive tr : did
; . . : -
_ N < oo ) ’ T
. - not prevlously'exist in ‘an individual; It is important to recogn....

e )

motive structure, and there are several approaChes to’bring;ng about such

change. . ~ ‘ / R S

Pl /-
Fi

One;approach which ould be thaf of the behaviorist would Ef to

identlrv ach1evemerc—type behav1ors and to systematlcally reinforce those
. . Ie . s 1 .

behav1ors wh11e withholding- relnforcement from other clusters of behavior

thaq were most characteristiczof the individual. The w1thhold1ng of

~“ 4 -

relnforcement would be ‘pa-tizularly important with behaviors the- ﬁmoete

¢ .
i

“with the’developmént_of £ :n. It can'be flatterihg*;ofa\pareﬁt :r teacher
when a child expresses a :eed,for assiétance:and a happy willing==ss to
imitatéﬂthe adult's behav:or;:howthr;.the adult. sometimes needs to ~

. resist this patronlzlng and to encourage the chlld\to find his/aer own }
way to solve the problem. . | A
While the behav1ora’ approach has merit, itlis not the approach

generally used by nAch trainers. They have found it to be more effect:ve

| to deal directly with the individual's cognitive structure ‘i addition
i L. a - ’

i s

to his/her behavicrs. A_sce _ _ (1973), based on the work of McClelland
and Winter (1969), has summ-- = .. the propositions that 'support the
» T . : - : ) :
change of achievement mo:i: ::- as follows: :
- N : . (‘ -
(1) clarifying and _ar ing the cluster of ach1ev—ment thoughts -
e by teaching the eler:- -7 achievement: planning; (2) re ating
these thoughts to t. spropria‘ expressive style (moder:te
risk taking, initia. :sing ncrete feedback, plannir . ahead
carefully, etc.); an 3) tying -hese thoughts ar. actiors to
", appropriate life con. :z ‘e.g. entrapreneurial-:ype situations)
" (p‘ 34)‘ ) ‘q_ ". .
. ) . ' -
O 4 ’ . - ~ u)

ERIC
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‘This is é¢complished:inﬁpa;t,by designing.experiencés,;hat encourage
thé develcvmﬂnf'of pets?nal valueg that are pasallel to these propositions.

It is assum”

comblned w

‘creating a greater value for Z:hievement will, when

, » ~ o
cticz1. exerc1ses and relnforcemeﬂt generate  a more

f—sustaining need~for ﬁchiévement. e .
> . , 2 - .

the course deSigﬂFd by Alschuler - (1973) to . 1?crease

- . 9

In pr

achievement motivatior in teachers and chlldren involves a four—step ]/_
process. Xh% fi3st is aimef_at teaching‘partigipant5~to recognize,and
. Rt R : :

hse*the langu e Of fohn'nAch action strategies: realistlc goal settlng,

a
£l

prj;er use of £ edhack, - personal respon31b111ty, and asse351ng the envlron—

-

" medt. The second is to learn to use nAch thoughts and goal-setting and

, ¥
‘ . ’

to distinguish these from other oals such as need for‘affiliation and

BN

need fcr power. Step three in¢ludes self-study; the student must try to -

. . ~ : .

‘ ~
relate :-ne nAch syndrome to specific areas of his own life. The final

step r=quires actual goa. setting and practice. The student actualiy

, o o
applies what has been learned to ajpersonal achievement goal (Alschq}er,

( | .
1973, 5. 148-149) .. |

»

N ’

. | b |
1.4 Measures of Achievement Motivation ; .

-

’

' X N - T i} }
The names of the six tests and scales ~eviewed .re.listed together

‘with.their recommended age.gnpukinéﬁ in Figure .. - _ i .

-
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¢ Projective Measures . oi :Age‘Lgvel R N 'J7<
K ; o L, . S S \\w
Thematic appergeption Fest, T, " Middle -school to Adult’® & g
- Y ’ Al ’ " . * b bq‘ j.’ ° \?. ’
v French Test of Insight¥ ' - Middle school to Adult |
) - ., . . . . Voo S ’ . ¢ o« R 4 .
. . . [
Scales : e , " S ) ] ‘
Prestatie Motivatie Test'’ . - Grade:3 ‘through College --
L ...'. - ‘ ) . v - ‘:
. -Achievement Motives $cale .~ . gGrade 9 through C '
B o C e e < . - ) -
. Resultant Achigvement Motfivation Test Grade 9 to Adult .
Sentence Completion Test . $ , College and Adult, ,
e e o . ' ' - . P . :
v i ~ v d : J
, Figure 1. 8Six measures of’achleveggnt motlvatlon:. ) v
' T . : ’
s ' o - : -
. - x - . - “ . - .q
< o ! E '
1. “necztic Appe-ception Test (TAT) R -
’ E . .
. C 3 ) v
-~uthors: Hernry Murray (1938); David McCielland (1953) -
1 .( ,
Description: Traditional with researchers and .counselors, the most
o i . '
commonly used measure c; the achievement motive 1is the bematic .
Apperceptic . Test (TAT,.» Originated by Murray, it was revised .
by McCle- laad in several respects, including an improved .

4 B ! -

scoring cy:= om. The TAT is a projective test in which “-‘\*T*
axaminees - ew an ambiguous picture for 20 seconds, then write

an imagir.::ve story based on. the picture. This process is repeated’ ;

with severzl, usually four, other pictures. The stories are

N

then scored on the basis of several carefully‘determined

criteria that indicate the presence or absence of an achieVe—

ment orientation. For* example, éne picture shows a boy in a

)
t

Elil(j | oo | - S | :»; o . : o
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< ' \. . . ,.. : . g or
checke ed. shrrt 51tt1 g at "a des w1th a book open, but\he is
4 l'. L Q\:' / : v o
st\/}ng p§h51v~ly 1n€f space Thls excerpt is taken from a
- v 2

high achlevement motivation story (McClelland, etlal 1953)

° . a

"The boy i§ a h1gh school study who! is giylng deeF'thought to

his.studres¢ He ig/%hlnklng abouﬁ’a solutlcn fb the prﬁblem
- T .,

before him. He is strlving to reach<§ome deflnite conclusibns.

' I‘ . ’
- Low acH1evement mot1vat10n stories often contain statedents
@ .
such as, "The 1pab111ty of the student to concentrate on the
Y s
7 . » “o

lecture has caused h1m to- pass tire time by day reaming - He is

. A
th1nk1ng o: the-house party cgblng.up‘the)fcllowing weekend...

The TAT}takes abdat 30 minutes to admlnlstﬁt with 4 minutes

) - ' - X . X . ) .
allowed for writing each'of the four stories. _Scoring,the TAT

© .
'

requires training, and this limits its usefulness with practi-

loners as = ciagnostic tool. However, with training, tests

-an be scored in a highly reliable manher by different people. .

The test has shown moderate validity in its ability to predict

« 7 ] . ' L M

‘ashievement related beﬂavior, but there'have,beiy problems with

“ts reliability, andedts use with women. Both problems tend to

- s related in parz tf~the pictures.that are used as stimuli.
Since it is a proiective test, pictures have to be used that
represent achievement goals of men and women, and the same

3

‘pictures will not always work with both sexes. By the same

.

token, in test-retest studies, different pictures are used to -

prevent people from simply remembering and reporting the same
stories twice. These difficulties are summarized by French

and Lesser (1964). Persons who want to become proficient_in

in the use of the TAT should study the book by McClelland, et .al.

t

gJ



" o | . o 7 ‘.- | .- ..7 ‘ “:A ’y .: -~ ’.—. - | . .
Y . Pk S . =16~ - T o, ol

. T v L D B T e ~." 1 e S IV G {l ¢
o \\ oo (1953): It con ins_a“group 6f' stoyies’ for f):racticé scorihg, * '
e * and g?fle-scqr~ing,__,esu1.~_@ of .experts to use foy comparison..’ . “~ _°
- . oo b ) -[ . i ) i . .Gb ¢ . s < . ..

, , L a c S
T ) ReferEnces:' ‘F,rench & Lepgser, 19634 f’[QClella‘nd :

- . ' » .
- v - . I,\\'. ' ..‘\ .

L i{ " Murray, 1938; vidled, 1977 .

(X3

? e

L 3

t al., 19534 o
"Nr}:,ﬂ_ <y . . ' . -t ¢« .,

. . . . . ) v - d oy ) X ‘ ] bl )
: \&9 . ~So : A sef of ‘bicturé§, response, sheets, and s ri@ instrud- '
- ;\ .8 L ‘.\. ‘.v" ! « ‘ ‘vl’.\.' ; .- < i - o ‘»..;
X .- fkions for need for athievepent, need for powef, and need for .
' 5 * - <~ . . 4 o .
(./, | f \affiliatfon are inclpiﬁd_iq M;Cieilan@5 n. C., §_Stéele#;5; See .,
\- . . & , . - . ’ e .
’ / Mativatdion Workshops,, K 1972, General,Learning Press, 250 -James

”

/

Street’ Morristown, NJ 07960. . ' o »
+ 2. "4Test of Fnsight A , - DL N

e ] .
e ASthor: E. B. French . S ’ . : o ~n
‘ D : . .

'kDescriptio,n: T};is. is 'a‘ br(l).jéct‘iVe tést that is s\'i{ni'lar to the ’
Thematiq'Apperception Test (TAT), but usks a verbal stimuluy ‘ yf :
in}ste‘ad of a picture.. For example, the gxamine&‘ls give ;o

| to- tltre . n ' ;,,

§ . chemistry lab at the end of the school day," or "kichard

¢ descriptive statémen? su_dl as, "Bill is going ba

always 1dts the other fellow win." After reading the state- '
. - . “:., . Lo

‘ment, the ex@minee is instructed to write a shqrt story

' de'scfib-_ing,»éhe_charaéteristics and motives 'of ‘the character

in the statement. The response is scored in the same manner

T

/ _ ‘as the TAT and requires conside®able scorer training. \

Reliability of the French Test is slightly better than

the TAT, but it is still not as good as we would like., Its

A

o

N internal consistency has been estimated at .48, and test-retest
correlations have.ranged from almost zero (-.06) to .48r This
. \ . . i e '

measure has demonstrated better valid:}ty than the other -

: ) » L. | . . ' '._: .._ o “- ] - . . . :
EMC . . , A R oo ' : ) L. ' ‘ ’
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R ) prolectlve méésureS‘of need for.éfhlevement. Several studies.

» .A_ ) . N J I N ' . . N . .
. : . : . .
"~ .o ' . oy . . : . -
- Al

' .
- A

—L ' e have éemonstrated tRat people whg scoce’hlgh on thls tes lso{&y-'l
e . . ¢ L[ //d ST
Jg'z._choose moderate rlsks 1n Eyeference to hi or:low risk alterna-

.. . . -
o PRI CE MK 3
S J/ o, v ¥ , . 7.0 . .

- - \ .
g tivé%; Ihls is con31stent WLth aehlevem fit ‘motlvaa?bnrtbeory. A

N N | Aé w1gp t TAI is{e has ta b akénki?ru31ngtthis %p ~
Z . s < ’ 5 / \»"

P with~womeh. The vemhai leads.tgnd té represent malé—orlented
. - = - - .4’ . _— N . .

L ~_6als J; tfadlqlonally déflned in oufsgrltuTe. \Thms sometlpes .
~~ ,. Y . - l[ , .‘;-.- - '04.
‘?, results in responses;frqp women -that 1nd}cate.a'féan.of v .
. - N - A - + L] ° *
S - ) . : “ .
T su%éess since.suecetding at a male task could represent &

threat to their femininity. Womer who are seeking tpese [ N
T T ' : . . J_/_ .6
e ~trad%tiona§§y male rolés will evidence more achievement mqﬁiva— -
: . O : . - s ] ° ¢ 0 .
*.  tion on these tests, and other“women xjll evidence more® achieve- .
Tt e gy e
o ‘" ment motivation when traditional femdle roles are used. Readers C.

P interested in this issue aﬁe,peferred to Matina Horner- (1974),

.~.“ . K . . . ’.‘ N - T
who*ﬂescrlbes some results from the extensive work she has T

- . . Lo . -

- - . [P

}\\;, done on the tppic. . , o .
'Referenees: French, 1955, 1958; Freﬁqh & Lesser, 1964; Hbrner, 1974.

. . . : -
Source: French, 1958.

Y

- 03 .. - - * S ‘ - . A, ' ) '
3. Prestatie Motivatie Test ﬁ - . : . Lo, .

Aythor: H. J. M. Hermans .

i, " Description: Developed originally in Holland, this multiple-choice
] . . s v

‘test has been used successfully in the United States. The test..
. .
includes 29 items to.measure the achievement motive and is

~ generally used with college students and with children as young

as nine years of age. With younger children, some items have
to be revised (see Ssﬁulte & Pomerantz, 1974).. The items ‘ 1ﬁ'

-

ERIC . T 2 |

Aruitoxt provided by Eic:

{
(W
’
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) N Contain a stem which begins a statement,,and from four to six
’ ’ 13 ' .' . - : : f b . . .‘ A

. . Tesponse altergatives from which the-exammnee selects one. ,
-5 - Coe g
For example, " prepare yourse%f a long time’ for an 1mportant ~N

*? ! .tas K:_ (l)~nga11y ig senseles;>§(2) oiten is rather rash 13) Q=
. < e e A

"~cag qﬁten bqvu%g@ul (K)Ptestiﬁies to ‘a sense of reality” (5)
PR * e, . 'b '? - _/

g
o »\, is nécé&sary.4$kbuccé2d n Thls tesﬁnhag been,foun in sever

.. ) - R
) ’ studies ‘to" have accegtable internal conslstémoy andgé% correlate'l

¢

R o~ ; ,*‘0
e />‘ l Q}th §everalh%§her/ﬁdasures of achievemeht motivation.

. .

. i .
' T - N . J;’n.’—"
. : ' JIt Hhs correlated p031tive1y wixh grades and other mqasures of “, .
) h( A \ ” L .
.o c \hievement striv1ng behazlor in several v&&idational gtudies, -
< »
e : ! A
. ‘and’ may beAused with males and gemales, . T * Ny
By B o e es o o7z nee 6
Yy References: Hermaps, 1970; Hermans--et al., <1972; Schultz &
. - . ) . . + i . . . -' . .
Pomerantz, 1974. — i - ' T ”

[N

~

Source: Swetz and Zentlinger, Keizersgracht 487, Amsterdam,
Netherlands. Also, for a list of items used with ninth graders,

write to’ Charles B, Schultz, Department of Education,. Trinity

' .

- . Q
College, Hartford, Qonnecticut 06106.

-

4, Achievement Motives Scale : : ' v :

Authors: T. Gjesne and RT Nygard“. ) T
Description: This scale prpvides measures of.the motive topachieve’
‘success and the motive to avoid failure. These_scores:ﬁay be
cqmbined into a single measure of resultant achievementlmotiual'
li V,tion:'!Itrhas been%usedéuith.students fron the- ninth grade -
. through.college.. The measure contains 30 items--15 for each -
v S iR . : : 5 .

o e 'subscaleﬂ—which have four:point, agree—disagreé'.res;}onsesw
g . P . . . " ‘o 41

Most of the items are very short. Samples of items designed

4

<

0
.C—)ro

ERIC*

Aruitoxt provided by Eic:
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to measure success orientation are, "I like'situag&qﬁg?where"
'I'can test:my abilities," and "I hope to be asked to do th1ngs
BT B
.'which are somewhat d1ff1cult., Two of the failure orientatlon
Witems are, 'I worry about work I am«not'sure I can do, -and-.

_"I become anxious when I meet a problem I doa't understand

s
»

. good re11ab111ty and va11d1ty. Internal consistency estimates

r

“on both’ subscales have ranged f:ng 63 to .88 in the Un1ted

fStates and Norway, hnd tmgf—refﬂst correlatlons of .65.and'.71

'

“

>
.

Sourcé: Roald Nygardi Institute in Fducational

P

A

g

- data’continue to be‘supportive.

D
- s

‘were‘obtained over a six month interval. ' Validational studies

-'_.%\, .

istics ‘tombined with the test s brev1ty suggest that this

+ il

scafe'maysfind w1despread_app11cation if additional normative

o - R
. : : . . o . . .

-

‘ReferenCes: Gjesme, 1974 1975 1977 GJesme & Nygard 1970'

Nygard .1977.

diately. ,Despite its brevity,,the scale has demonstratéd B

3 - ‘. P . * . i . .
~have’ shown positive correlations with grades.- These characterf

of Oslo, Box 1092 Blindern, Oslo 3, Nov Vs or,'gending~approval,

: /
B -4
. <

from the first author of this monograph _ .

) _'. . . . . 2

- - - . e

. v | ‘
5. ‘Resultant Achievement Motivation Test

'Author' ‘A» Mehrabian

o ( _ - S
Description, This is“a\short test that has been used with ninth -

~.
4

graders through college age students and adults. The full

2

1’.1ength test has 26 items and the shortened version has nine.

A

"~ The test consists of statements iuch as, "I worry more about

B LW o c o , ' '
getting a bad gryge than I think about getting a good job,"

4
v

Y

o s L

i~ 4
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£ to which the examinee indicates agreement or disagreeﬁent on:

a four—pbint scale. _

This test includes subscales to meRsure
] - . o .

’__5“; . both_the motive:toward success and the,fe}r;of failureuyhiéh

make it a measure of need for achievémént;.-Despite;tﬁe:,
‘brevity of the test, particularly the short form, it/shgﬁs .

- S

. .relgtiVely_high‘1ﬁterna1‘consistency apd-stability. Estimates
a _. range from ;55-to .76.for intefna1~coﬁéistency énd_.}!ato,.78
. - : . . . . . . -

for a’'1l0-week test-retest correlation. ‘The ‘test may be used '
= - ~ .

'_with'males and‘femaies and has beep.éhown to§Be‘significant1y

. _ >
reiated to.qépirafiop levelland‘acthal aécgmﬁliéhment, . -
‘ - inglﬁding grades (r = ;48); .i : o " | Q
References: 'fineman,'i§77;'Mehrabfan, 1968; 1969;.Schﬁ1tz &
Pomerantz, 19?4. | '. T .
’ Source: See'MehgéBian, 1968;-fof ad&ress.
. 6. Séntence Comgletidn Tesf
g Author: 'B. N. ﬁUkhgfjee : | o - , '1 - . :' .

Description: This tes;_hés consistently good test-retest correla-

s

" tions, which indicafe that it is a rather stable measure. The .

qofre%ations have raqgedﬁfrom .7é’to .83 with intervals rangig% .

v L R / _ .
from 6 weeks to 3 months. It is a forced choice test which -

has been used primarily ﬁith'collegeeage males and feﬁales;~

There are 50 items, and each item contains three statements.

+  characteristic\and which statement is least characteristic.. .

In'addition to ddtimates of stability, the test has good -

internal consis ency (.72). There is almost no information .

- / |

\)4 ] . X . . .. 23 . ‘ ) . -'..;
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be related to achievement-oriented outeomes. ‘' Some evidence

"*"“‘suggeéts-that'peopie~séoring high;on this sbaie;have‘higﬁer

befsonal aspirations, a_stabie’self-imége, and tend to be

- proddctive:_ -
Re{erences: ‘Clarke, D. E., }973; Mukherjee, 1965, 1969.
fMﬁkHérjée,_Bﬁ_N. Manual for sentence éqmpletion test.

Source:
o -, _ : £ : '
Preliminary Edition. Toronto: York University, 1969.
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on its relationship to other nAch meaSqres,’bqt,it appears to
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2.1 “What Ts Locus of Control?

GRETL -22-

- .- 2. LOCUS OF CONTROL L ) \

[

The concept of locus” of control refers to a person's expectancy

regarding the controlling influences on personal successes and failures.
‘A person who tends to assume that good grades, friends, promotions, and

other reinforcements are most likely to result from personal effort and

t

~initiative is an-internally—oriented person. In contrast, an externally-

oriented person tends to believe that irrespective of one's eéfforts,

Beneficiai consequences are largely a matter .of. circumstance, either,

good luck or the favorable decision of alpower—holding individual. The

.internal person who gets an A would be most 1ikely.to say, "Thanks to

."he effort I put into doing my best on that assignment, I got an A." a

" The external would be more 11ke1y to say,. "WOW, I really was 1ucky to

s

have hlt on a topic the teacher 1iked " It got me_ap A" ." : & -
' - . . . &

What is_the value of the internal- -external control constrUct’ On )
¢ ) . .»o . ’

-

the bne hand, it seems to be a fun&amental concern of mankinq;throughout ..;'15”

- of personal control_in the writings of many scholars of the human condi~
< ’ : - .

fthe ages, and ‘'on the other hand it represénts an important komponent:uf"'“

=

v

a contemporary approach to understanding human mot’ivation. It gs
'

. - ~

difficult to find examples of a concern for ‘the. limits’ and meaningf An
- ’

s .

tion. Epictatus (Kirk, 1956), one of the early Greek stoics who wrote
R . ’ - . »

dﬁring thJ period of social.uncertainty that accompanied'the disintegra~ S

tion of the powerful Greek citystates, begins the Enchiridion wigh the v

v

seemingly simple truism that "of things somée are in our power and others e

are not.v HoWeyer, his entire treatise is a discoursegon the relation-

» L4 ”~

ship between the nature of reality and the problem of developing afrealis—

tic set’ of expectancies for personal control. : ' ¢
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In'contrast; Heraclitus (Wheeiwright, 1964), a presocratic Greek

Te -

philosopher representing more of an external orientation, focused more

S S e - U S |
on the impermanence and whimsy of reality, and an inability to do any-

thing about it. "You cannot,"” he p&inted ont in a.familiar:aphorism,
"step~twiee into the same river,'forkother waters are continually flow—
ing on." And\in another fragment, "%ime is a ch11d moving counters(1n

a game' the royal power.1s the ch11d s" (p 29) ' The extremely externally;

e
|

oriented person v1ews life as hav1ng many capricious and arbitrary conse—

quencesu/ These are but two of any number of examples that could be
' p L L : &

provided from almost any- culture as il?ustrations of a universal concern

. I ; . '
for the limits of personal control in a world that severely taxes our

|

" refforts to peg it as being governed by !law-or caprice.

PR Y

. . ’ 3

. o

As a component of ‘a psychological‘theory, Julian Rotter's conceptﬁal—

.ization of*lotns'of'COntrol is most well-known (Rotter, 1966, 1975).
- JEa A . ‘ S .
{Accordingito;Rotter's social 1earning theory, locus of control is learned;

;

: that-is,.the_actual'pattern of reinforcements that we experience will

,Yinfluence\qhe,development of our locus of| control orientation. A child

-

4

iﬁé; 1§pgdeye oplan 1nterna1 locus of con{rol than a child who receives

,infoféements or punishments onradicall and ineonsistently. However,,

?

'”inflpence the person's behavior. People will differ in the extent to .

_wh%ch they attribute outcomes to internal vlrsus external sources of

3

~control even when the actual contingencies are identieal.

o

Two highly moving and dramat1c examples are provided by Arthur
."{‘ . ’ ~
Koestler (1941) and Viktor Frankl (1963) 1 "\Darknes® at Noon, Koestler

portrays the Efﬂort of Rubashov, his central,character, to maintain trust

; . » . . . ) . -
» - .

- " €

4
l)l

-
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o in his own inéernalized sense of reality during a change in regimes and
_realignmenfiof-1oyaitié$-within the totalitarian government. Rubashov,
other bureaucrats as they tried to second— -

HA_Ghiié’Qéééﬁéﬁéfthe7aﬁfi¢§'6f
guess the.apﬁfépfiéte postufes to asspmé; had- "the impression of a queer

R and'céremoq}AuSQ@aridnette—pléy with figures, moving on wirés, eacﬁ

. saying his s;t piece" (p. 117). .

This same sense of unreality, and one man's éffort to both under-

" stand and -cope With it during a time of mortal danger, is described by #

;FQankl’in Man's Seafch. for Meaning. He found that the survivors .among
Fd . . B . ) v . L.
. . R . . . B . . . 3
those concentration-camp prisoners who ;were not exterminated tended to
M . N -

be those who were ablé to maintain some sense of per

some aspects Qf their lives. Those who- 1ived in hopé'of. ome external

intervention, such as freedom by Christmas, tended to give and. die

when their hopes were not met. In contrast, those who maintained more
internal sense of control and goncentrated on thoé;ftiny aspects of their
environment. that they could control, éurvivéd.longer. Many aspects of

this serise of- personal control and its effects on perfbfﬁanég,ipépticu-

'1arly_in formal research studié%,_have been reviewed by Jones_(l977).

It is difficdlt' to change one's locus of control because the cogni-
tive-interpreéation of events ﬁustlbe.éhanged in conjunction with a’

carefully planned program of ‘actual conflngencies. Readers who are

E

interested in readable but_detailed.éxesentations of this theory are

V) P : Y .
" referred to two articles by Rotter (1966, 1975) and.two excellent recent

A

texts (Lefcoﬁrt, 1976f Pﬁares, 1976). .

. *quﬂ
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A

2.2 What Do We Know About Locus of Control?

Apart frbm its popular appeal, eme of tﬁq ieasonsffor the 1arge

‘number of studies utilizing the locus of controi;const;uqt:is probably

its ease of measurement. There are a relatively. large number of scales

‘ that have been prepared for all ages of childfén,~young;peop1e; and

adults. Most of them are'freely'avai1;§;e. The reader will notice =

v
%

similérities in many of the questions in the sc§1é§gpresénted later in .

A -

.

“this section, but there are also some important differences. ‘Some of

. .
} _ the scales are designed to measure a person's generalized locus of ~

~ . B
.control, while others are designed to- measure it in a specific context.
) : . P .
When specific measures are available, they are usually better for

.

making predictions in that context. '
- ’ ) T ]

." Locus of control has been widely researched in several respects.

£

- . . ) . B . B
One_ area of research is concegned with experimentally testing the

R
e

assﬁmptibns and ramifications of the theory. Secondly, there have ﬁeen

a large number of correlational studies thatjhave'attemptea to use 1ocus

o

,of control as a predictor of everything from affiljativeness tp zealous4'

\\\' ness. A third area focuses on the clinical understanding and use of the

N

conceﬁt in persdna15counse11ng and behaVibraltkhanée. ‘There are also a
fair number of studies of locus of control in relation to academic o =~‘\

attitudes and performance. The following summary is restricted to .

findings on locus of control in relation to personal adjustment ‘and

[
" academic outcomes.

<
1. A number of studies in different contexts have shown chaf internals

\

exert more effort to master their environment. For example, Seeman and

_Evans (1962) studied patients in a tuberculosis hospital. <¥hey found
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that internals were more inquisitive about tuberculosis and about their -

L4

own cond1t10n, and they were 1ess satlsfled w1th the amount of 1nfbrma—

tion received from hospital personnel. Similar results have been obtained

in reformatories (Seeman, 1963), schools (McGhee & Crandall, 1968), and

different minority groups-(Williams & Stack, 1972). '
N . :

~

2. Internals are also more likely to exhibitvgreater self-control.

They have been found to be less likely‘to émoke,'more liﬁely ib quit

~

\\f smoking when glven ev1dence as to its harmful consequences, and more

N

\\ likely to use family plannlng and b1rth control (e.g., Lundy, 197?:;>

4

IQ a school context internals are more 1ike1y to exhibit self—control in

AN
_ Tesponse to rallure. Loiacano (r?78) found that . ijtefnals tended to

withdfaw inwardly as a_response to school failure, but externals tended

to act out their frustfation by misbehaving. - )

RN

tend to be more influenced by sdcialfpreséures7from the

~.” "envirénment.’ Th aregmore sensitlv o subtle cues that ‘indicate the
ey ﬁn e\\

7 %

‘desired“&esponse on the part of an experimenter or signlficant other

3. _Externalé

' person in the'env1ronment. The internal may_choose to respond to_delib—

' : L : . . ' '
erate efforts to influence&but is most likely to resist subtle or indirect

J

manipulations (e.g., Gore Q\Rotter,'l963).

§ .
. . . '

4, Despite the greater efforts bf internals to control themselves arid
their environments, there is no clear pattern of relationship, between \

locus of control and dcademic performance (see reviews and arguments by
) o TN ’

-

‘' Keller, Goldman & Sutter, 1978; Lefcourt, 1976; and Phares, 1976). In

- ” : S 5
some cases internals have obtained better grades, or it has been shown

.-:' o . - . ‘34
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s

that locus of control interacts with particular teaching strategies'to ;
- - g - . )
: . o = . 3 >
improve performance. However ;. just as often the expected results are not
s s e - e —— L .‘[

T obtained At th1s p01ntd%he relat10nsh1p between locus of control and

T

“n

achievement in highly specific contexts is clearer than it is in“FRlation

to general academic achievement. -This may be due in part to the fact

. - . . B . -

that there are many motive$ for getting good grades and that neither

-

overall GPA nor final grade in a course is sensit1ve to locus of control
>
’/

differences as generally measured. It is encouraglng th&t in more con- -

trolled studies that utilize more specific measures, stronger relation-
ships are found (e.g., McGhee & érandall; 1968). ‘ .
5. There is reason to beligga\;hab locus of contrdl is, in‘keeping with n‘“

) V - 2 . , 1 ’;‘ ‘ - -
its general relationship to effective personal adjustment, related‘to

'perSonal attitudes toward school. This is in keeplng with Weiner's L;w
Ainterpretation of loCus of control in the‘iOntext of'attr1butlon theory )
(Weiner 1974)1and has been ver1fied in several studies. Keller et al

(1978)y for example, found that 1ntern§ls .had a mdle positive accepting

attitude toward teachers and toward educat‘?n in generaL Presumabl;?
(0

j. they are" “less likely to project their frustration onto teachers or the
) . .g “, *
institutionz : ' Yoo 7
] ' . B B “
“V : ! . L4 -~
=+ 2.3 What Can Practitioners Do About Locus of Control? ‘
_ - - S 3

[ There is considerable evidence in support of the conclusion that we

- can introduce positivé shifts toward internality Bf it is desired. The

issue at this point‘%sfwhether internality is better than ekternality,
5 ) a. , . .
" and we run smack . up against the traditional clinicaly problem of!how to .

, v , o
assign normative values to psychological states. Our understanding of

Wy
1
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v_training sessions fo prepare Shr implementation of the program with‘the

_ the conceptﬁof locuss of contrbl and the-limits of our ability to measure

—28- - Co- ' N

- N .

~

x* . -

s

it acgqurately in no way allow us to make the statement that internality

is better than externality ‘What we can do is follow the traditional
. pattern of. counselors and other c11n1cal'psychologists. We can suggest
that when an individual or group of people have an impaired sense of -

personal competenke thdt keeps them from coping effectively in their

environment, our %venue to helping them is to provdde experiences that
: . : : ¢ L4 .

will develop‘more:Of an internal orientation as part of the development

[

of self-esteem and personal competence.

Given this need, there are several projects thatlprovide examples l»
“ ) - RN :

~ for the practitionef who wishes to foster'the'development'of personal

v ‘competence without p?EZEurung to take on the role or responsibility of

the psychotherapist The most extensive and well documengzh effort of
\

this type is the work of deCharms (1976) DeCharms conducted an elaboﬂ{’

~ ate well;funded project which paid teachers_to.participaté in special

. N C : -
'children.' The prOJect was similar to the achievement motivation workshop

. )
.'° M 2 o,

: descrlbed earlier in this monograph but focused>on tﬂe development of

personal competence rather than achievement motivation, per se. Partici-

. ’ O e A ' . ’ . ’

pants learned to think in positive compeheét ways and to recognize ° !
, . X < \ . - : . .

-

success when it occurred, at, the same time th '.they were reinforced for
. L .

vsuccess.- For example \many of these inner-city school children had i "\<>

unrealistically high goals, higher evenIthan‘many of their counterparts

in terms of age and ability ¥ suburban Schools.. As a result of having

such unattaﬂQ?ble goals, they experienced no satisfaction in the actual )

accomplishment they ach1eved The gains made by these children as a

result of learning to ‘think of themselves as the "origin" of their
& . - : 5

-

4 u

C2
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thoughts and actions -rather than a "pawn," and of learning to set more .

e

realistlc goals, Were ‘still ev1dent to a s1gn1f1cant/aegree in the

>//,~ longitudlnal measurements taken by deCharms.
The cognitive element’ appears ‘to be a h1ghly 1mportant part gf the

behavioral change process. Dweck (1975) used a behavioral "success-only

S
“¢

approach with one group of chlldren qho haﬂ_abillty but who had an
extremely helpless attitude ;dbard mathematicsf Their performance

improved as long as they'were able to be successful and were reinforced. .

-

' But as soon as the problems becane,challenglng, they*gave up trylnqu.
. ’W1th avsecond gtoup Dweck introduced "reattrlbution therapy. These }_,,
-childreh were;allowed‘tp experience‘success on a number of'problems; but
T , , R a N ,
'they_were deliberately.ober-challenged from'time'to’:;;ej\\ﬁach time the
experiments encour%ged tﬁe child to'keep trying, that_success;w0uld’ ./f

result fron additional effort. These children learnéd'to attribute

failure to lack of effort rather thanllack of ability or‘external causes. - - .

~

’ ’ - . (', ' LN _' .
- However, -one caution is in order‘%?r the practitioner who wants to bring:

.
1

about changes.’ Slmply admonlshing a- child to.try harden or. statlng thag "t ;

. ) v ‘. :
‘ < , . L _. '.,_}_ -
| s L)
.

' the child has the abillty to do ‘the work 1s not sufficient The condi-

tiong'surrounding the child‘have to be carefully managed so that the s
Y]

child w_iﬂginternallze the belief that she/he can do 1t. In other efforts- .

4

. to ﬂnderstand and change the learned helpleﬁsness syndrodé’in children,
’ Keller (1979) and Murphy (1979) have deslgnhdgégd implemented similar . pd
approaches to the problem. .

* . . . 4

An éxcellent review of othey efforts to deliberately influence'{ocus

of control is included in Lefcourt (1976) Hewrefers to several clinical’
i’
and correlationai;ftudies of intervent}ons 6ne group that is particularly

tnteresting illustrates that people develop more of a éense of effectiveness

~when they are.allowed to serve ‘as helpers or in other capacities of

Y

B 3 9 L : . o
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‘responsibllity that are not excess1ve1y challenglng The interested
‘ : ) 1

reader is referred to. Harvey (1971) and Gottesfleld apd D021er (1966) 9

- e

- 2
- p N . .

. - - . . 5? . -

Zfi;“Measures of Locus of Control i "

- +

- _.4’ : . - )
This section describes and critiques eleven measures of locus of

LT : . . |
.- ‘control. The names of the measures and their  appropriate age cohorts
., are’ summarized in Flgure 2. | . : - . -
a l' Lo 4 .
T Title . o , . “Age’ grou
Intellectual’ Achlevement Respons1b111ty o Elem. - Jr. High
Questlonnalre (IAR) I B ‘ _ ’
Children's Locus'ofSControl Scale'(Bialer's) . Elem. - Jr. High
‘ . L :
- Nowicki-Strickland focus of- Control Scale - Grade 3 - College
for Chlldren . , - K
‘¢ | S . . -
Rotter’s Internal-External (IE) Locus of ‘ "High Sch. - Adult-
Control Scale _ S o '. ' ‘ -
* . . % 5
Generalized Expectapcy for Success Scale . "y .Hig -ggh. - Adult -
- o , - . o
: Academic'Achievemenr Accountability Scale = . Grades 3 - 8
::druen-Korte:Sfeﬁhens Iﬁternal-Externa;?Scale ‘ ‘Elemeﬁtai§ N J;Z' S
Levenson Internal, Powerful Others “and - . College - Adult”
- Chance’ Scales ' ' : . . - ’
Locus of Control Ihterview. A ' . fresch. - Early Elem.
Lo Reid-lare Thrée Factor Internal-External Scale High Sch; - A&ulté
Stanford Preschool Internal-External Scale Preschool - .

4Figdre 2. Eleven measures of locus of control.
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Intellectual AchiQGemént Responsibility Questionnaire (IAR)~'

Vquhors.r V1rg1n1a Crandall ‘Walter Katkovsky, and Vaughn Crandall

‘qaeéc:iﬁtion: fhe IAR was deveioped for use wlth children, and it’ is

o

concerned with school achievement. The scale conta1nsy34 items

-
- .,

that ask the child why he passed a course of study, got a good
. _ o .
~grade, got special_pfibileges, etc. %gch item comtains two choices.

~ -

. "Oneiindicatés an external locus of-aontrol (e.g., the teacher'likes .

F . . . _é >

me; the ﬁest was easy), Or an inte¥nal orientation (I worked harder;

: o s “ :
, . stuwdied a long time). Half of the items describe‘success situations
\ . v » . R . :‘. [ . )
* and the other half> failure situations.. The two‘halves can be )
19 - b - ’
scored separately to compare the child's locus.of control in

response to fallure and success. All of the items are combined for

A

-

a total scor‘fwhich generally averages from 23 to 27;'with most .,

scores ranging between 19 and 30. -The test predicts_aahievemént

at” a signifitant, although modest, level (correlations yrange between

o

. ;? - .34 andr ~53). This is particnlarly fmportant since mOre.generai{zed .
e , . ) P o
T . bmeasurés do not show this reasonably cons/;tent relationshlp. o :

Lﬁeferenee:‘ Cfandall et al.,,l965; Lefcourt, 1976.
Sonrce: Crandall,‘Kaakovskyy & Crandall, 1965.
- ) | ’ |
ChiIdran;s Locus” of Contrbl Scale
Authors: Irving'Biaierfand Rue Cromwell )
besgription: One df the interesting tharacteristics‘of this scale is
: _ that it measures locus of control of standafds in addidion to .

reinforcement. The first variable is called iopus of éValuation,-

and if refers to the extent to which a person establishes his own

-

standards by which to judge his actions, or relies on an external
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frame of referenmce. The other variable, locus of control, ‘is
. - .- ! . . - )

L d

slightly different in this scale as cpnpared to_mostiother;scales.rg

P X

It refers to whether an individual believes he.has control over the

ervironment, as contrasted with having control over reinforcements.

* . o !
. " -

. This difference is subtle, but could be important in Some situatiogs -
v i > .
. "when dec¢iding which scale to choose. In any case, this is a more :

.- . . N
. R 4 . . ‘

#$ " i
geéeralized measure than, forﬁEXample, tigg IAR. Sample.items from

- ’ this scdﬁe, which are answered yes or no, are: '"Do you really -

"make -up your mind about something-without’asking soEi9he firse?" -
¢ - g -
‘The scale has 2 questions which may be administered in written -~ = .

‘believe a k;d’canhbe whatever he wangg\to~be?" and, "Do you usually

RIS

© form with groups through 14 years of age or read a{gud with younger

)ﬁgroudg such as third graders. It has a1so bee;)used with mentally
. 0o

retarded children withtmental ages as young as 4 years and 1Q' s as -

a

[ o -

low é@ 51: The test has good reliaﬂillty estimifes, both 1nterna1

] .a- < consistency and best-retest, and has}been validated against‘achieve-
ment‘ind other'personality measures? s i . _ o .
Re%erencesztg%&alkr, 196i; Cromwell, 1963; Gozali & Bialer; 1968. ’ ~ 7’. .: )
Source: iefcoﬁrt, 1976. B o | o
. NowickifStrickiand Locus of‘Control Scale for Children '
. {Authors: Stephen Nowicki, Jr.'and Bonnie Strickland . - : A
_Description: This scale covers'a'wide span of ages in that it has been ,
used %rom grade 3 to college. It isfa generalized'measure of'locusi\‘ .
, of control and covefs interpersdnal transactions ("Do you feel that
’ ’ . ‘

most of the time parents listen to what their children haye to say?"),

e .

bodily functions k"Do you believa you can stop yourself from catching

.
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T ; 'a cold?");_schoq1'i"Do you-believe-that‘if somebody studies hard
. .A‘ . - . ) j_ v _“
“enough he or she may pdss any subject?'), and general philosophy

..,‘ . . ’ . . ‘ . 0 s )

("Are some kids-just born 1ucky?"). Eachlof the 40 items on the
test is answered yes or no, with the external responses being added
for the total score. There is a short form of the test for ‘use with

grades.3'through 6'and-another for,use with gradesa7 through 12.
4 . 9 T
e 7Reliability estlmates are adequate, and the. test correlates appro—

.

_priately with‘several other measures of 1ocus of control, thus indi—'

- o ‘ . .
N o

. © cating its validity as a measure of this construct. Scores obtained

";:,from:grades 3 through,12 show a shift toward internality from.a mean

score of 18 to 11. This is consistent with the -theoretical expecta7'
tion that‘children will develop more of an internal orientation as."
Ce fthey do, in fact, develop more ability to exert control on their

i_environment} oo 4 ‘ - 4 . K
Réferencea Nowicki & Sttickland, 1973.
Source: “Nowicki & Strickland, 1973." |

° " . e, . @
[eRT -

- Internal-External Locus of Control Scale (IB)

. o i

T

Author: Julian Rotter
Description; Rotter's scale has undoubtedly had a major impact in.this

“drea.of research. It’is used primarily with college-age students
e | R : | - | 4 o
s . and adults, but it has also. been used with high school students.

3

It is a measure of a generalized'expectancy for- success, as con-

trasted with content spec1f1c measures such as IAR It has-heen'

a

used in many research studies in a wide variety of setiings ranging '

-

from prison to sehools, and for a broad range of purposes 1ncluding

3

*psychotherapy and«prediction 5f academic Success. The scdle contains

PN

G
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’ / 29 items of ﬁhich six are "flllers,f or jokes, aimed at disguising
; _ " )

' 'the primary purpose of the test. All 1tems are forced choice, two

. statements are presented and'the respondent is required to pick‘the

.

most agreeable one. Each alternative is -keyed as an-external or

4 ) . ]
AN

T internal choice, and the extemnal choices on the 23 valid items are

added together. Therefore, scores can range from 0 to 23 with
, ] | . _ : _
N~ : ' higher scores representing more. of an- extexnal point'of view. -The -
- average scores for college students now ‘tend to be between 10 and

= 12, being slightly more external than they were ‘a ded;de ago, !

Extensive’norms for various reference groups haVexheen collated by
£ ’
. Lefcourt (1976) . . ) , .
L] : ‘(,.

References Keller & Pugh, 1976 Keller, et al., 1978 Lefcourt 1976;

S re .

‘

Phares, 1976; Rotter, 1966, 1975.

4 lSourcet Lefcourt,~l976, Phares, 1976; Rotter, 1966. »
‘ B S ' _ L ' - B

’

Géﬁé{alized Expectancyvfor Success Scale -
~ Authors: Bobbi Fibel and Daniel Hale- e .

Description: ihis'recentlytdevéloped scale seems to’provide a‘generalized

measure, of optimism’and competency. The initial work in developing

and validating the scale was done with college students, but the

-

‘content of the 1tems is such that it<could‘be’used withvhlgh school,. «.. -
. S ,

and perhaps' w1th‘Junlor high With slight reVision to'clarify the

mean1ng of some words (e.g., marital"), it could probably be dsed o

.
-

with even'younger chlldren. The test begins'with a stem that is

)
common to all of the 30 items: "In .the future I expect that I will:"
. 1 ' Lt y . : - . [ b .

o ' Several of the.specific items are: '"be a good'parent,” "be unable‘\
g ! ) . I . , ) "\.' P u. ?1.'

o to accomplish my goals," ”get the promotion I-deserve," "be.listened

. . ¢ - . Y - . i+ . f...
k'. N . _') r‘\' -

%
tI
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to when I speak,"” and "succeed‘ét most things I.try." Each item
has a five-point scale with 5 = highly probable .and 1 = highly ‘
' , -J‘ “ \ .
-improbable. The responses for each item are totaled, after

reversing negatively stated items, which means that the scores.can

[ .

range from 30 to 150. The average score for,college'males and
females was 112. 1In the initial tests, ﬁhe scale demonstrated

highgintefnal consistency and test-retest correlation. With
. . . 7 .
respect to validity, it is megatively cprrelaped with several-

méasures of depression, which is logical since depression.is most

“lea
’

often defined as feelings of.ineﬁfectualnéss.

Reference: Fibel & Hale; 1978.

-4
N

Source: Fibel & Halé, 1978.

Additiénal Measures

A large number of locus. of control scales have been constructed for
a variety of purposes.. The five precéeding scales represeﬁﬁ those that
have been used most extensively and are relatively easy to obtain.

- Following are.brief’descriptionS'of'gik additional scalés which have had

~

less usé to date or were developed for a specific purpose. However, they

.

might be of value to a practitioner in a particular context.

E— - -~

- ?
‘ '
Y © e

1. Title: Academic Achievement Accbuntability;(AAA) Scéle. .

Descriptioni ‘For use with grades 3 to 8, this scale contains 18
- . . . »

Likert-like items with responses ranging from a "strang yes"
to a "strong . no." It measures locus of control.

'Referen-c'e:_ »Clifford & Clear_y,_. 1972. "

e

()
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- Source: Margaret M. Clifford, Department of Educatioﬁal Psychology, |

' University of Iowa, Iowa city, Iowa'52242;_and reproduced in

Johnson.& Bonmarito, 1976.

" Title: Cruen—Korte—Stephens Internal-External (IE) Scale

¥e

Desérip;ion: This is a erCéd,Qhoice scale.gith 38 itéms measuring —
academic lbcus of'control'in'elementary school children. - Each
item is dn a éeparate pagé and is illusﬁratea-pictorialiy.

Referenbe: Gruen, Korte & Baum,.l974. | h

Soqrcé: ‘Gerald E;vGrﬁen, Department of Psycholdgical Sciences,
Purdue Uﬁivefsity, Wéét Léféyette,.lndiané 47907. .

-

»

Title: Levenson Internal, Powerful‘Others, and Chance Scales

’

Description: This scale, contaihing 24 items and used with college
studénts'aﬁd adults,'containszsepafate measures of internal
control, externality due to powérful others, and external&ﬁy

. due to chance.

Reference: Prociuk & Breen, 1974. /
. s .

s

Source: Terry J. Prociuk or Lawrence J.‘Breen,~Department of

Psychology, University of Manitoba, Winnepeg, Manitoba, Canada

R3T 2N2.

, a

. Title: Locus—of-Control Interview (LCL)

Descfiption: This exploratory interﬁiew‘con;ains 25 items and

Y oo .
follows the patterns established by Piaget. It is for use with

young children of preschool and eérly schboi age, particularly.

those with limited verbal ébility.

e

Y
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" Reference: Shoré; Milgram & Malasky,, 1971_\

i

Sourcé: Mental Health Study Center} 2340 University Boulevard

East, Adelphi, :Maryland 20783.

5., _.Title: The Reid-Ware Threé»Factof'Inéernal-E&ternal Scale
: !

<
s

1
1

Description:  This is\a 45-item, férced—choicé scale which separately
' measures “internality (self-control), powéffulvothérs (social

systems control), and chance (fatalism). ﬂEach item contains

v

three statements representing the three.factors, and one must

be chosen. It is for use with high schobl through adult

populations. ™ ‘

s

Reference: Reid & Ware, 1974.

SOuréé: -Lefcourt, 1976. | I - : oo

6. Title: Stanford Preschool Internal-External Scale

Deséription; Dealing with common childheod preschool experiences,

this l4-item forced choice scale measures I-E in relation to

positive ‘and negative events similarly to the IAR. There are

two parallel forms of-this test.

Reference: Mischel, Zeis$, & Zeiss, 1974 /

Source: Lefcbuft, 1976{

’
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3. CURIOSITY AND AROUSAL-SEEKING

3.1 VWhat Is Cnriosity?'
_ : < —

.

While evefyone understands intuitively what .it means to be curious,

L] N ‘ .
we need: a somewhat rigorous definition of the term if we are to measure

it and use what we know about curiosity to improve instruction. Unfor-

L

tunately, no'singie definitiqn prevails in’ the research literature. One
widely'quoted definition is that deVeloped‘by Mgﬁ and.MAW'(l964), who

reviewed Qiétionery definitions and scientific and literary writings to
arrive at the following: R _ ; A
Curiosity is demdnstrated by an elementary school child when .he:

1. reacts pésitiveiy,to-new,vstrange, incongruous, or
mysterious elements. in his environment by moving
toward them, by exploring them, or by manipulating
them. - - ‘ -

2.. exhibits a need or a des1re to know more about’ w
himself and/or his environment :

Y 3. scans his surroundings-seeking new experiences. .

4. persists in examining and exploring stimuli in
order to know more about them.

This definition has the adVantage of staying close to observable ‘ %?
behav1ot, it suggests methods of measurlng curioslty..‘It also-makes it
clear that the word curiosity”covers a mnltitude.of_beheviors, so that
there are a number,of distinct espects tobthe concept. One distinction
can be seen in.parts 1 and 3 as compared to part 2 ef this definition.:

.

The former emphasizes the use of the senses in"exploratory‘behevior; the

' 1atter emphasizes.the use of the intellect. This difference between a

‘desire to sense and a desiré to'know_is elarified by use of the terms

2 ~

perceptual and epistemic curiosity. " Of the two, epistemic (knowledge—

el ) .
seeking) curiésity.is the more important in education.

-

-

5 *ﬂ‘-" . T :
0 - L
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o o g z .
Another useful distinction to be made is that between state and

‘trait curiosity. At any given moment/ if a per§6n exhibits any or all
. L. . . : .
& of the behavio;s in the Maws' definition, we can say that the person is

"in a“state of curiosity.: If a person has a general ;endencj or predis-—

positibnAto'exhibit these behaviors often, she/he can be said to be
. ) / ’ ) v .
. curious as a trait. Even the most curious person can be bored and

uninterested in certain situations; even the most incurious person can

be turned on if conditions are right. It's important for educational
A . g p |

practitioners to be clear about the state-trait distinctioif because it
. /\ . . .

a leads to differing prescriptions for the conduct of instruction.
' S ¢ “ o
During the normal course of a day, each of us varies in his/her level

of arousal or activation. It is low while we sleep, and during our waking

hours it rises and falls as we move through various situations. The idea

& .

of an optimal level of arousal is a vital concept which underlies most of.
ﬁhe theoretical work being done on_curiosity. When we are below our pre-

:  ferred level, boredom sets in, and we work to raise our arousal outwardly

5

by moving into a mo;g stimulatiné setting, or‘inwafdlyvby daydreaming or
thinking. When thg environment is oﬁer—stimulating, wé try to feduée our
level by ﬁoving to a calmer place; ﬁy ignoring‘part of‘éug;surroundings;
or by actively ffying to pérceive and'uﬁderstand the eqvi?bnment and Ehﬁs

diminish its arousing properties. :
Curiosity and the arousal-seeking tendency are two separate person—

ality variableé which are related by the optimal arousal level model,

Measures of curiosityﬂtry to gauge a peréon's tendency to seek out .over-

stimulating situations and learn from them. Measures of érousal—seeking,
on the other han&, focus mostly on the arousal-raising half of the model.

They measure an individual's need fochhange and "variety and the teddgncy'-

o v

ERIC

Aruitoxt provided by Eic:

e
.\I
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to avoid boredom by any means Although curlos1ty is more closely w;;

rei?ted to learning than arousal—seeklng is, both concepts ‘have pFLctiakl

utility in education.

4

3

3.2 . What Do We Knoﬁ'About'Curiosiﬁy?

. *

- Measures - of curiOsity and arousal—seeking tendency‘are éenerally

not as well developed as we would like, afd tesearch based on such

[
V) G

e

measures is on shakier ground than work in some other/areas of educa—

. /
tional research. Nonetheless, some»consistent (or at least cregible) s

'trends‘appear-in the literature:

1.

2.

3.

3

Many studies-find a negative relationship between curiosity

)

o

Children-who are highhin trait curiosity come.from heme

environments that are structured and~orderly (but not rigid),

*

' .and inhabited by adults who serve .as models of effectivenss

-

‘and curiosity. Curiosity is nurtured hy‘parents who provide

their children with warmth, attention, and independence.

There is a low positive relationship between curiosity and

LS

‘intelligénce,” Curiosity and school achievement are also

positively linked.

’ § : L : .
Creativity and curiosity are closely related. Curious chil-
dren score higher on measures of divergent thinking'andci?ven—V

~ .o
tiveness. - ' S~

Y

and anxiety,~ . e . .
In a large study-of fifth graders (Maw & Maw, 1965), curious
children were; rated highly by their peers on dimensions of

ffectiveness, loyalty, reliability, and accountability.

\

~



10.

11.

.

- s

‘ . . . . ,
They.were. also seen as more intelligent and creative, better

x

" socialized, more secure, and more tolerant of socially ambiguous

situations. - o -7

~

In another of the Maw%' studies (1964), curious children were

_found to ask more and better questions, select more adventﬁrou;zgl

)

activities,  have more general information about the .world,
. T . ) AR
R .

recall more specific facts, relate more often to the unfamiliar, .

L S

and persist{%dﬁgér qt pr&hlem-solving. | L
State curiosity can be aroused by novelty, ambiguity, complexity,

' \
-paradox, or incongruity in the environment.

&

State epistemic curigsity is most highly aroused by things that

N
-

fgmfiié&

i1#, i.e., atsthe middle ground between
W : .

are moderately
'..“ ~ . L.
nd to'tally unknown.

‘ <

totally known' a
Sensation-seeking, or arousal—seekidg\%mong adults is related to

recreational drug use, sexual experimentation, ‘and volunteering

L o

for psychological experiments involving sensofy deprivation, .

hypnosis, or drugs{ _ ' - _ -
There is some evidence that high arousél—ﬁeekers are born and

not made. ‘Stﬁdies.comparing‘ideﬂtical and fraternal twins “

R D o . . B !
indicate that the arousal—seek}ng tendency. #$+largely inherited.

” .

L . . r
.Although there is a lou.positive'correlation'be;Wéén sensation—?

, . ¢ . L .
seeking and intelligence, there is no parallq} relationship

" . . \ N, ‘ ) .
with achievement in school. "It seems that the typical school

L3

environment does not provide the type or amount of stimulation

o s

that high sgnsation—seekers need, so they put their energies

elsewhere.’ .

YT

.~
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\needed to, relieve curiosity also be made“available, lest the result be

42—~ o oL
. : ' v ' L v
. For a more detailed review . of "the curiosity literature, see Maw &
. , . . . R & ‘._\ .
Maw (1964), Vidler .(1977) and Berlyne (1965). Zuckermari (1978) .provides

- B
4 »

. a brief ‘and interesting overview of his sensation-seeking_research.

e 8

M es e

3.3) What Can the Practitioner Do About Curiosity7

l%iis not always p0531ble or practical to indiﬁidualize instruction

< Az

to accommodate the cognitive and personality characteristics of learners.

3
0

k'ly ane way,'as in

However, even.when\instruction is to be de11vered i3

a lecture, it is possible to uik\some of thel;indings cur@osity

research to improve inst;uction. Ord ary classroom procedures result

in too low a level. of arousal much more often than too high a level it's

a’lot easier to bore learners'than t0'over—excite them. This being the
'case,.mosthinstruction would benéfit, by the application of soﬁg of

Berlyne's theoretical notions. Put in®its most basic form, Berl ne's'
y a , y '

) r : . :
rtheory su°gests that novelty,'surprise, complexity, ambiguity, and

uncertainty arouse curiosity in learners, so that teachers and instruc—‘

tional des1gners would do well to consc10usly build these elements into

a presentation whenewver possiﬁle. It-is\important that the information

.

>

frustration rather than pleasure.

'

When instruction is individualized, information about learner .

*

curiosity ‘can be used in several ways. Learners who have been identified

as being.high #n curiosity can be provided with more information, and

the freedom to pursue-their interests as far as they can. The high

. curlos1t§ student might espectqﬁgy benefit from’prepared bibliographies.

and lists of add1tional read1ngs and resources. For learners who are

Y

low in trait curiosity, it might be appropriate to .introduce novelty,
: -

4

—¥
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» e

incongruity, and surprlse whenever possible, and to use examples and

. analogies that match the 1earner s interests.

- .

. Learners who are high in arousal-seeking tendency need more change

.
\

and 1ntensity than is fOund in most classrooms. They might thrive in

1earning prdjedts that require. them to gathep%information from a lot of

v )

sources, and perform many different activities Field trips, fast—paced

)l

msdia‘presentaﬂfbns; and simulation/games could also be beneficial. ’

" Finally, the measure of state curiosity'described below could be a
'very useful tool. We can rarely teacb all there is to know about a
glven topic in the time<\§vhave available. 1In many cases it would be

desirable for 1earners to leave the instructional setting still.curious”

¢

about what they have learned, so that they will continue to learn more
about the topic on their own.™ghen confinuing curiosity is an important

objective, a measure ‘of State'curiosity;can be_ ed .in the formative |

. : o
evaluation of instruction. If the instructional material or presentation
fails to arouse state curiosity, revision is called for.- )

.
N

-Curiosity can be a powerful %orce in education. The following

measures can help you make more effective use of it.

)

3.4 Measures'oﬁLCuriosityband’Arousal—Seeking

" The titles of ten measures of curlosity and arousal-seeking and their

% g

appropriate age)groups are 1isted in Flgure 3. They are disaqssed in the

U -
’ - \ .

following pages.

\\ - . "
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:Curiositz 5 . ' . : Ag; Lével

_Curiosity Adjgctive Checklist - : Kindergaffenl—‘Graae 2 /f.”
Cogﬁitiv; Orientation Questionnaire 4 - 8 years

of Curiosity

.Ethdent Behavior Profile * ‘ | | Grade 1 - Grade 3 ]
Maws' About Myself Scalé = ' / Grade 4 - Grade 6

Pré=, Post-, Retest Technique | . Middle School to Adult -
State Curiosity Sgale' ‘ Qigh Séﬁodl to Adultl TQ
Sééle of Aqademic‘Curioséty° o HigHQSchool §‘Coilege

. ¢ ,

Arousal—Seekiﬁg 'j> .' ' , 3 -
Childfenfs Stimulus Seeking Scale _ ‘ | Grade~4 - Gride 6 i
Arousing‘Seeking Igndency Scale | ‘ High School 4 Adult
Sensation Seeking Sgale - ‘ Adults o

e
\
\

Figurey3. Ten measures ofi%uriosity and arousal—seeking.

&

“

'g;‘ : '...
1. Curiosity Agdjective Checklist

Authors: Robert Hogan and Ellen Greenberger

Description: This is a rating scale for use by teachers: to rate ’

children from kindergarten to'second grade. The cbe/klist

consists of 40 édjectives which the teacher checks- off if they

/‘

describe the child. Twenty of the adjeetives indicate the

L 4( . )
' presence of curiosity (e.g>1‘active, adventurous, curious,

enthusiastic), 10 reglect ualities antithetical to curiosity

. . v
(apathetic, dull, fearful, meek), and 10 areasocial desirébility

P R
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adjectives_useq‘as a check on rater bias. This list has a

spiit;half.reiiability of .90 aﬁé wasvfound to relate signifi-

cantly with another curiosity meaau?e*(ﬁrudnnr Behavior Prbflle),

and with;;he chiiéren’s preferénceffqr incongruots pictures,
4 .

When use& by one teacher, the checklést can'give r;nk order

»

data on curiosity within one claésrotfj 1f several raters

<

observe each child-and the ratiﬁgs are averaged;, the checklist

v

pfovides a better estimate of thevchiidis curiosity)

R . . ’
Reference: Hogan' & Greenberger, 1969. ' S
. Source: Hogaﬁ & Greenberger, 1969. : v

Cognitive Ofientationgguestionnairé of Curiosityb(COQC)

© e

/ .

~

+

Authors:’ Shulamifﬁ/;;d Hans Kreitler

-

Déscription: his is a measure of norms, goals, and beliefs about

N

5

curiosity. Designed for use with children from 4 to 8 years

. L] . .
0ld, there are separate forms for boys and girls. The measure

-

- N » .
is given orally and consists of descriptions of situations and - °
questions ébouf’those situations. Children's answers are
scored as being pro—éuriosityf*an:i—curiosity, or -indeterminate.

Foﬁr scores are calculated (norms, general beli@fs, beliefs
'd oo :

"about self, and goals), and these determine a profile-and a

cognitive orientation score:, The COQC subscales have reliabili-
ties between3;79 and .93 and Rave shown a test-retest reliabili—

ty of .91. There is also substantial validational evidence as

‘the cognitive orientation score was a successful predictor of

20 different behaviors which reflected curiosity.

’ v . . .' N /

Vo . - 4 .

LYS
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Sourgce: Gfeegﬁﬁifer, 1969. : ot

s V ’ - . \'T\\.‘ . . : - ’ '\." -

”Referepcesz‘;kreitler & Kreitler, 1976; Kreitler, Kreitler, and”’

- M M : =
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<,

Zigler, 1974. , : - )
S0
Source: Shulamith Kreitler, Department of‘ﬁ%ychology, Tel Aviv

5 Univerqgf;, Ramat Aviv, Tel Aviv, Israel.

r

Student avidx Profile (SBPS ‘ :
Author: 'Elle enberger ., r

Y * ) : < . .k v
Description: The SBP a rating scale. for use by teachers with,

d, and,Ehird érades. It has 35

- {tems, of which 14 are directed a \cugiosity, 13 at achievemen§

. ' e Y ) I W
motivation, and 8 -are fillers. Teachers;iate-the childrenﬂa%gpg

. a 9-poiﬁt*scéle with bi-ﬂDIar statementé at eachoend (e.g.,
. o . " ,{ o “\ - —_
"ggperestéd'in people dif rent'f:xm himself," "Not interested

in people different from mself"); -The interpal coﬁsistency

of the curiosity scale was .93, but there is no data on igter— ¥

rater reliability.® Support for the profile's ‘validity comes

" from a high correlation with 'an adfeétive checklist of EEFiosityE

1
-

There was also a fairly strong correlation with grades which may

~

k)

-

(4

‘mean either that curiosity was welcomed and rewarded by the

' . “an,
“hoo *

. ) . i
teachers studied, or ‘that teacher ratings of curiosity were . *-

- contaminated by‘théir Qefception of the.chi;dren(s ability.;/ .

. -~ .

Reference: Greenberger, 1969. .

-
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. Haws'-ﬁbout Myself Scale

~ - Authors: W. H. Maw and E W. Maw A

q

Description: The About @yseir Scale is a self—report questionnaire
.suitahieéfor children inlgrades_four through six.’ It is'one of.";’i
the mofe successful measures developed,iniaflarge exploratory
. tudy (Maw & Maw,\l964) . ihe‘ﬁl items describe;differentl

;“ *\T behaviors related to curiaosity. to ‘which children respond

o

s "pever, "."sometimes," "often;' or always.' 'Sample items

' includer "y like to;e;piore strange‘places;"'"I question

e

B ' things;that I read or see," "I keep my handsfclean," "I 1ikef

¢

~ . hd . —

to find out how things work."”. There are different response
. N s . - =

ST _llweightings;for different items, s0 hand-scoring.is likely to | L

el @ . .
ﬂil' be tedious. - The méasure has a reported split—half re11ab11ity

‘of” 91 ‘and was . able te discriminate between high and low
A L ow2 ’

e ~¢.f ‘4f N .

curiosity gnoups with‘an accuracy s1gnificant at, the .005 -

*

e - ) P w oo ,'_" ,.‘.' . ' - o L
. . e . 1evel '. . oo I\ . ° Lo . . ) : S .
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b}
1

Reference} Maw & Maw; 1968 _3__'; S " o : o .

c LA . _"':. P )

=, Source;x Maw-& Mati, 1968,: R : e
5. Pre-, Poste, Re-test-TechniQue _'_yj- | . o _" e .

* ' " .Authors: E. B. Little andJ W. CreaSer e -

Y .

3 Qescriptipn, This is a measurement technique rather'tﬁan'a specific

§
f‘ .« ‘ -

o/ instrument. JTn an introductory biology cdurse L1ttle and
@ ' '

breaser gave a multiple choice tést containing recognition-"
oo ) )" o o '. . A . ,.‘. ]
. *" type items on the first day of class.  The same items were, -
e ‘scattered through the course final exam. A year later, students

were retested on the same ifems. The ‘assumption was that if a
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. . . : KA "48" . kS ‘
. student got an item wrong on the first 'two’ tests, but got

»

it right a yoar_later, then_curiosity was_at work.. A curiosity
sco¥e derjved this way was shown to be related to achievement

in ' math, science and vocabulary; as are other curiosity ~ _
measures. Use of this technlque requires some caution, and -

‘the authors describe how they controlled for biases not due to
P L ‘
-curiosity. This method has the_advantage of being easily

w -
By -

'introduced into a-school setting without students feeling thaté

~ . : -
2

'they are experimental subjects. Disadvantages are the time
delay between pretest and retést and the lack of certainty

~ about the technique s valqhity.

Reference: Little & Creaser, 1968 - Y \

" Source: L1tt1e & Creaser, 1968 .o ' . oL

- ) o . ' ,\v - ‘-"._7'. \) ._3

l‘... . .o - "f : ) - ‘

i ) ) . L e " M

State Curiosity Scale ' : . N ST .

f)Author. Barbara L. Leherissey

“Description:‘-Tbis seems to be the only pencil and paper measureiof

] ’

state cuniosity'availablel It. is approprlate for people of

" high school age and older and consists of 20 items Such as"
. . .

the.following: "The “material I learned wi; very interesting.
" to. me," "I woufd.enjoy reading more about this subject.material "
P .

"I would 11ke to see some of the points in the material expanded "

u

3Responses to ?TCh item go - from 'not at: all“kto very much- so"
in four steRs. This_measure is used® to determine how much

curilosity was aroused by.sone instructibnai materials. It was

deieioped for .use with'conputef'aided instruction'but;should

*

-
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‘be applicable to any medium qf‘instruction;_.Its rJliability
e islreportedly in—the highjeightieé;*and there is ‘some suppofth

. T & N v
— for its va11d1ty. -

Sl A . . .
P -

' Referenee: Leherissey, 1971. .
vaﬁrce: Leherissey, 1971.
A . . o, ‘ o -+ e . . ..

7. Scale of Academic Curiosity

Authors: = Derek C. Vidler and V. E. Karaﬁ

Descriptioni As,the title indicates, t s measure_ie especially
A IS - - ! .
relevant to educat10nal séttings. It is made up of 80 true-

' false items such as "I 1ike to 1ook up new words in the
dict}onary," "When L hear about a new subJect I like to find ;'

!

out more about it," "I read 1lttle outside school unless I

~

have to.! The test ‘can be-used with:students frem grade~8 to
. adults. The split—half.réliability in one study was .87, and
', » o ‘. . . ), ) i )
the scale has been shown to be related to measures of reading
aBility and creativity. it has. a lew positive correlation

with GPA. A recent study (Vidler & Rawan, 1975) found five

‘weak factors in the instrument, suggesting that the scale is’
a R I e

' measdriqg more than gﬁe conetruet._ The authprs«are-ﬁorking on .
refine;ents of the measure, but_eVen"in its'pgeseat form it , -
appears useful. ) - ‘ | | W
. . .

f Referencesy Vidler & Rawa;, 1974, 1975 Vidler & Karan, 1975.’;

- P

Source: Derek C. Vidler, Box 1661 Hunter College, CUNY ‘New York

‘NY 10021.
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8. Children's Stimulus Seeking Scale ] SR

.- Authors: R.-A. Hicks, S: L. Decker, and,J. C. Stagnaro -~ -~ -

v ’ . . . - -

_Description: This"is a measure of willingness to seek stimulation,

4 or what Berlyne terms diversive curiosity. Geared to children . '.

. N
. - - )

in grades 4 5, and 6 it contains 39 true-false items like ’
chelﬁolloying: "I like to go explodlhg,"f"i 1ike tohride my
S bike_with_no hands," "I get embatrassed when peoﬁlersing
Happy Sirthday to me." It has a tesf-retest reiiability over
" six weeks 'of .83<§hd was found to'corfelate signi 'cantiylnith
) ,  teacher tatings of stimuluévseeking and,with a noj:1ty prefer% -
‘ ‘ence task;' It isAscored.by;adding’np'the'number of stimnlus\_

, \)

seeklng responsesy so_scorgghrange frpﬂ 0 to 39.

Q_Reference' chks & Dockstader, 1968

i'_: -
Source: Dr Robert‘A chks, Psychology Department, San Jose State

. - . .

- Univérsity, San Jose, CA ;95192.;<v“‘.y'.“ Ny »
. P B A s
9. Arousal Seeking Tendency Scale o Do S

/

Authors: A.'Mehrabian and J. A. Russells -

Description: Like the Sensatlon Seeking Scale, this ﬂﬁhsure is
j'related to, dluersive curloslty, i. e., the tendency to seek out

novelty or strongly sensual experiences and thereby.avoid

'ooredom. There are‘40 items in the instrument,rwith responses
( ranging across a 9—point'agree—disagree scale. The items fall - .

1 into five different factors:

{ ' o 1)" Arousal from-change.; Sample ite?ﬁ "I like to go

Lomewhere different nearly'evefy day,f.i“.
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S . 2) Arousal from unusual stimuli: "besigns'or patterns
w“__,“i_ldl,”_l,”p:,;3shoﬁld’be‘pold§and exciting." | ;
'3)  Arousal from risk: "I sometimes like_to“do things
T o _ . that are a little jrigntening."v’. ‘ » -
4)  Arousal from sensuality: "I like to runm thfough
" 7/”Ff heaps of fallen leaves." _ '
Lol 5) ~€§ronsal fron new environnents: vy Qaﬁiq be content'

to live in the same town for the rest of my li}e." |
‘The Arousal.Seeking(Tendency Scale is appropriate‘for'use:with
’ people oﬁ high School.age and older. It has been found to
jk;_{:. .ﬁave'a'Split—half reliabil;ty of .90'and a test—retest'reliabil—l
. °1ty of .88, thus showing 1nternal consistency and stability

- e

er~t1me,‘ The scale has been found to be positively related

to extravers1on, af¥111ative tendency, and trait arousal, and

anegativelyirelated to measures of anxjety and neurot1cism.
' !1

ferences: Mehrabian~& Russell 1973 1974 Mehrabian, 1977.

*Source: The measure appears in Appendix C of Mehrabian & Russell

o N ) "g};&:
‘. . l974. ' i
: . &
" 10. ‘Sensation SeekingyScale (8sS) L
Author.~; Marvin Zuckerman o )
t Description., The. flrst version of the SSS contained 34 iteﬂﬁ and
was developed in 1964 A second verSion (Form IV) whicﬁ
appeared in.l97l had been expapded to 72 items. 'The.instrument'
- - . ’ N .. ’ S ‘ . . s - :
is_used with addlts and requires that-oneychoose~between pairs

4

of sentences (e g» A, I.prefer friends who.are excitingly

-

e

: unpredictable; B. ‘I prefer fr nds who*are reliable and’

A
[ 2N




'
4.
'S
N
[N
14
—

3

' ' 52— o ' S ‘

predictable). The instrument gives a general SS score as well.

’“as;3cores»on‘fourffattdrs: Tﬁ%ill and Adventure”Seeking;f

. 9 o )
. . . . L . ) »
Experience Seeking;_Disinhibition, and Boredom Susceptibility:

, ]

{1t has scale reliabilities'in'the'seventies and eighties, and

SSS scorgs Te correlated with measures of need for change,

N )

thrill seeking, achievement mot1vat10n, and att1tude toward

psychedelic drdgs. A few of.the items/already seeﬂ'dgted,

[/

’

(For example, "I like to see men wearing‘ggards," "I would
like to make friends in some of the 'far out’ groqps 11:El ‘
artists and hippies.") An advantage of this instrument is'the
.1arge number of studies that have be?E\ESEEBCtEd with it.”

Norms are available in the manual F
\

References: Zuckerman Kolln,.Price & Zoob\yl964; Zuckerman, 1971,-

r
1978; Blankstein, Dante & Donaldson, 9?6
\

»

Source: The earlfer verSion can be found ii/its.entirety in

. .

Zuckerman et al., 1964 ngvchoices of the

} -

fjfnsation s

_second vers10n,_but not the alternat1ves, are 11sted in

;.

Zuckergan; l9Tl.»-F5r a completewdescription of Form IV, {

write for the Manual and research report for the Sensation

Seeking Scale (SSS) {1975), Department of Psychology,’University

.~ /

of Delaware, Newark Delaware l97ll The manual is-also availa—

ble in m1crofiche 1n the ETS test collection as No. 007004

o ]

3

\
[



questions: How durable is

’,help'or.hinder performahce?-~
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) N ) . . ) - : v i} . i
4,1 What Is.Anxiety? _ ' e F :‘zI )

. Anx;ety-can take man§ forms: trembllng, a nervous feellng in the o

a e -

pit of the stomach, sweatlng, feelings of" apprehen51on, and fgquance of. o
z ~ .- ; Zo e
in sltuations. These are ea31ly recognlzed as aspectt

(L

»
purposes of discu531on in this chapter, we shall deflne anx1et

515'913’.. .
as an unpleasant feeling resulting from a perce1vea threat.;n;thgfu'- B o
environment. _ \ ,'5\<§; -

¢ I

3 :

One souree of problems in definlng‘;ﬂﬁ”understandlng anxlety is .
that -the concept is almost too 1arge to be-useful Tn we use the word

loosely, we invite Qonfu51on and vagueness, and we get no closer to
being'able to do'anythin for the anxious learner. There areﬂjnowever,

. . , Lo : L
several dimensions '‘along which the id¢a of anxiety can be broken “down - .

into more manageabie pieces.. Thee; dimensions might be expressed as Y

iety? How generaliaed‘isﬁjf?' Does it

A .

-

'Tge qudstion of how d rablefanxiety is once again&suggeste the -

: difference between traits and states. A trait is a lasting characteristic

X. ¢

of an individual,‘a state is a temporary condition. People who possess

high"trait'aﬁxiety are more 11kely to become anxious.in stressful situ-

| - ations tﬁan,those‘who'ari low in trait anxi ty. In other words, -they

B

are more 11kely to‘experiéhce state anxiety,.d temporary fluctuation in

< L ' .

N
| SN
-
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i

. N o . 1" . ) . .
anxiety level. Anyone can expgrience state anxiety in a given. situation

regardless of how anxious the ind1v1dqal is in general - 4/2/~ R
useful

/ " How generalized_is a person's anxiety? This is ‘anothe
e o ‘ e T
.. dimension for making distinctions. Some people become anxious in agide
. . . ~ : ’ .
range of .different situations: they worry about their health, about

’

: failing) about having to speak to a large group, about having an accident,

and about stepping on snakes. Others are reIaxed about almost everyﬁhing ¢
' .
but become extrémely nervous in a particul r setting, %uch as. dating or " 4
f‘ .
doing mathematics, - We should be careful to dist1nguish between generalized

anxiety and situation-specific anxiéty, Notice the difference between

‘this dimens;bn and the one discusged in the prev1ous paragraph states

. and-traig%rhave nmore to do with the person; generality and-specificity

relate to the environment. -

s

Finally, we can ask whether anxiety is helpful or hurtful. Most of the

"research on anxiety has implicitly assumed that performancé always deteri-
- 2
orates when anxiety is high. Alpert and Haber (l960),‘however, wanted to

I3

be able to distinguish between people who are aided by eress, and those

who ‘aren' tf This led them to develop the Achievement Anxiety Test, which

v

is unlike other measures because it makes this distinction, Many.people

-

‘vqu.best under the pressure of deadlines or testing situationf; for

them, the anxiety felt is facilitating. Many other~pe6}le do not do well

+ ‘c'

in such situations, and for them the effect is debilitatigg é?

-

f . D T ‘ : _. ' P
| | -
4.2 What Do We Know About Anxiety?

Research on anxiety.in schoql.settingszhas_Been widely carried out-
and reported, particularly since the earlyalQSO's when pencil and paper

measures of anxiety became'availkhle and schools.hegan to feel the effects”

. o Ty

°

- -l

)‘ . R
- A D *

o
to
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—of the postwar baby boom. Social scientists rarely state their findings

as certainties because alternat1ve explanations 1urk W1th1n ever study

conducted. . The statements below represent some generalizations that have -

received a fair degree of support, but_should be taken with a small to

medium-sized grain of salt. Unless otherwise specified, the anxiety
.. . - . {_ A - . .
referred to is generalized trait anxiety. .
I - -
1. There' is a negative reiatioﬁship_betwéen anxiety and self-"

[

‘esteem in Ehildren. High anxiety. (JA) children seelth%ﬁselves
:as less able -and less adventurous'thap do childrgn low in

.anxiety.
2. HA children are less curious, and HA adults score lower on

measures of sensation-seeking. A

-

3. Children high in anxiety daydream more often. Perhaps because
tﬁey see more things in’ the environment as thregtening, they |/

tend to retreat inward where things are more under their
, . - .. Coe DR %
control. and where success experientes can be imagined. ///

4. Just as HA children have fow opinions of'themselves, so do

/,‘.-‘ . their classmates. A number of studies have found HA childreg”,/  '

~to be less popular and more isolated from tﬁeir peers.
- 5. Classroom observations suggest a relationship between test
anxiety and certath behaviorsi'at least for boys:’ HA boys

A

in one study were characterized as hiding their emotionS,'1; j

-~ ,‘y ‘. . «

f'having d1fficulty in coﬁhunication, agd noted for submissive~ C oy
> .~ ]

ness, cautlon, lack of amblbion, underachievement under—'

" activity, lack of attention, and Jack of responsibility.
. o o o L .o .
6. Interviews with parents indicate that/ fathers of HA children

S_ L. view. them as less mature and‘relaged, and, more dependent. L
L . . .
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Mothers of the Same children did not see them as any different

20,
&

from 1ow anxiety children, but there is some evidence that the
mothers in the’ study yeren't being totally cand1d With the

.interviewers or with themselves.

.
-

}. There is a low negative relation'between IQ and both general
:and test anxiety among children.' Some,—and possibly all, of
this relationship may be due to the debilitating effect of
c-ﬁ i K anxiety dur1ng the 1ntelligence test- ~taking situation.

8. ’Measures of anxiety are negatively related to school perform-

~ 4 ~

ance as indicated by grade point average.i Specific,measures ]
"of anxiety in academié settings are much better predictors of

. A -
grades than general measures of anxiety.

T

There i< a complex relationship between anxiety and learning.

©

Although the majority of the evidence pointsiéf a negative -

relationship between anxiety and performance, there are times

when anxiety can aid in learning. This is particularly true
. < M AV . . N

for simple tasks 'like memorizing multiplization tables or -

catechism que?tions. Fdr higher-order tasks like writing
. L

poetry or working a geometry problem, a state of anxiety is:

ylikely to limit perférmancet ) _
| AR PR - . A N
For more details on th e and other'findings, the reader is-directed

\,“. . bR

g

Spielberger /@t al. (1972)

4.3, What Cdn The Practitioner Do'About Anxiety?

# ' T . : :
There are at least three broad approaches that might be taken in ™

caees where_anxiety seems to be'getting in the way of learning:

»7

- ) o~
' ‘ . A ‘_), . . v'}- .

N
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1) Lower the anxiety'level of the individual.

e 2)» 'Decrease the effects of aékiety on learning by teaching
compensatory skills.s 4 B | -

r . :' ’ 3) - Restructure thffenvironment to be less threatening.
‘Lowering amxiety in many cases no longer requirgs years of psycho-
L - : , R .

therapy. There are proven techniques. based on behavioristic principles

-

which are becoming more and more widely available. One of these is

w'systemaEic desensitization. jA,basic-assumption'underlying'the technique

i3 that you can't be relaxed an¢ anxious .at the same time, s the first

R

-ordFr of business-is to teach people to relax. This takes”several s

‘ . S ' . . .
sessions and involves progressive muscle relaxation and guided imagery.
N . . ) >

Once studgnts have learned to become relaxed at will,~they are directed

to visualize an event or scene that is slightly anxiety-provoking. to them.
. . . - o ’
If Ahis causes some anxiety, they counter it with relaxationp techniques
o ) v ' o
until they can picture the event without bécoming nervous. Then they do

the-same thing again for something that is‘slightly more anxiefy-provoking.
They cont1nue thls process all th way to the top of an anx1ety hierarchy,
- . . : 1.
until they can remain relaxed while 1magining what Tused to be their worst

fear. S - ‘ CL T .
" U Cm ~

There are many variationsof thisfﬁgéic}technique. Edie (1971)

describes a procedure called Anxiety Manggement Training wh1ch has been

-

-

-

shown effective in treating generalized,an*ietyP Morin (1972) provides

‘

a very readable account of & group desensiaization program used with

h\ ~ *.
L college students.' School psychologists and university c0unseling/ﬁenters
‘./\ . - %' v
can provide such services, and teachers and gth%?,practitioners shogld be

aware of their %istence. ’ _ \H?

>
[
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s ., - . :
. A second approach is not to treat the anxiety directly but to pro—

vide the student with skills to minimize the effect of anxiety on 1earn—

ing ar’chool performance. Sieber (1969) proposed that high anxiety
| . B . | - . ” |
debilitates memory and that this is one of.theqprinciple causes of poor ~
N ‘ ' .
,performance on tests. To compensate for this effect, teachers and -‘
N - . M ! . LY

! “«

. ) L .
designers can provide mnenonics, outlines, diagram$, and other forms of
’ “-" ' ' - . T . . ‘ . : 4 ’
Memory suppoﬁf,'anﬁ can teach students how to create these supports for
- . 4 . 'A - ) ] - t ,..‘
y themselves. S - '

.'t R . . "__'

. v . # Y\ : i )
* - JRestructuring the environment to be léss threatening is the approach

s -
.
[

that is closest to the domain of the‘instructional designer. What'is"

‘A' " .
threatening about a learning situation? It provides the opportunity to

fail, and highly anxious leatners take this as a threat to their self~

T . -t

. :. q‘ . -" ; ) .
_esteem. An appropriate learning environment for the HA learner would.

” . L4 . - . . \?— .
minimize tlWe number o%‘failure experienc®s, maximize success and feelingzi.

of mastefy, diminish time pressures‘ andzallow‘errors——when they do .
occur——to be private rather, than public. 3 j - - ) -
PrLgrammed 1nstruction (PI) and eomputer—aided instruction (CAI) -7

have, been suggested as media which fit this description. The student -
. - Y - PR .
can move at his or her owil pace; errors are known onfy to the student -

s . * '

and are corrected immediately, ‘and emphasis is 6nlreaching‘mastery in
gradual steps. Several studies conducted with both PI and CAI have

r

fOund them effective in cancelling out the effects of anxiety, on learning.

N

'Other teaching techniques which approxxmate a non- threatening environment
» T

should also be effective and should be tried«. :
What can d@ practitioner do’with measures of anxiety? Some uses

. . ’ - . . - . - \—\> .

have already beep suggested. Once highly anxious students have been

S

.«

identified, they can be referred to counseling, given meémory sup orts, '\\
. ) /:? m y P

o
)
N
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- -

or piaced in as nOnﬁthreaténing a ;éarning ehvironmenf.as is%practically
gaé;i;ié:>jSoQ;r§£ ;ﬁé'meésures.£§ be de;c£i£ed ﬁéléw_sugge%é qthér

3. specific uégs; The &hStaté 5031; of the State;Traif1ﬁnxiety?févént§ry, ;
for e#ample, could be dsed‘by ;‘feapher infpn ordinary éléséfégm setging

: 3 ‘ . ) _ .
to get a feel for which behaviors and techhiques raise or lower state

. anxiety. Instructional designers could also use the sdézz-;;:;ng the:

process of formative evgluation to insure that learning materials are

not anxiety—p;oduéggg. duc‘tibnal evaluators might use the A-State
. . ' Nt g

scale for both formative and summative evaltuation of instructional

’

materials, methods, and programs. - . -
Subscales on .the School Anxiety Questionnaire could be used by the

elementary, or high scfool teacher to,idehtify~specific aspects of schqoli'

.
& . -

ing which are stressful ‘to the individuals; that.in%ofmation~cou1d be **
‘used in counseling the student oréito alter the student's environpent.

SpecifiC'measu;;s like the scales on math, writing, or teaching”anxiety
can also be used in :this manner.
. . .

The scales described:below have been chosen because they have adequate

-
El

reliability and validity, and they are easy to administer and score. The

: - y
creative practitioner can think of many other ways to use them to improve
S . : ©.
learning. - . - -oA |
. I . o , c
Lo R . B . ' .
4.4, Measures of Anxiety : - o N

- 4
B

‘“Nine measureélof anxiety are now revieged. The names of the scales
. - ". v Bl

s

and their appropriate age cohorts are summarized in‘ﬁﬂgure 4,
: Id

7. .

" | | -
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" General measures of:ghkietyr . f ‘EAgerleVel‘
) . . } N . . . ®
General Anxiety Scale'for Children_;- - " Grades‘l to .9
I'd - .. . . . . .
State—Trait Anxiety Inventory ' ' High - College
.. \ A C
Taylor Manifes& Aﬁd&ty Scale / ) “High - College
.. ; Y.
. -
' . !
Ceneral academic anxiety measures - — L
. i ] ] - : - .
Test Anxiety Scale for Childrén - - oo Grades 1 to 9
“? School ‘Anxiety Questionnaire i ' * " Grades & to 12
4 Achievement Anxiety Test- \ ‘ College .
- Specific academic anxiety measures : . ' ’ S
Writing Apprehension Measure o o * High - College‘
\ ! ) . i W : ¢
;jhathematics Anxiety Rating Scale X o Collegbv .
. T N Y ]
« Teaching Anxiety Scale - : - Preservice & 7
S ’ - inserv1ce teachers ' |
) . . . . h . ' -
Eigure 4., Nine measures of anxiety. : “. ‘
: ; s o ’ YN e
i /‘,' . ) I3 . - .
1. General Anxiety Scale for:Children (GASC) .
L , o . ) . . .\Q . 4- ! . N °
Authors: Seymour Sarason gt al. : - o
Description: As ipdicated bf the title, this is a measure of -
> b § e ’ ’
L \ anxiety as experienced in a- broad range of settings.J‘It is
- - *& \

designed for use with children frompgrades 1 to 9 and is given

orally; usually in conjuhction with the Test Anxiety Scale for

i
. - A - a -
. -

_Chmldren., The GASC contains 45 items of which’'ll are used’to
. determine how honestly the child ts respoﬂding Among the 34

anxiety items’ are.' "Are‘ytu afraid of things like sQekes7"

. o ) : “

) S - Loy e
J
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"When you are away from home, do you worry ahout what might

be happening'at.home?" "Do you worry'that you might'get“hurt in

.an accident?" -Children-respond/to,these.questions.with a yes
L . ' . v L - ’ . -,,“ - s
e or-no;' There~are-some indications that the GASC. has lower

- ‘.

re11ab111ty for very young school cH 1dren, but its;yalidity

A _ [“is supported by low negative rélations between the GASC and
A g . .. ‘
,measurﬁﬁyof IQ and - ach1evement and by posit;ve correiations ‘ 1‘

with the Tést Anxiety Scale for Children. It has been found - _{f
that girls scoré higher than boys on both" thz GASC and the . _'x?/

TASC, particularly theuformer.'- ) N _ ) o
‘ ) . . y T ' . ~ ‘-‘—‘ . N - . § . . ‘ s
n~uRefErenceiTASarason et al., 1960 =
f'.isource:/_Sarason- et al., 1960

=

[

2. State-Trait Analety Inventory (STAI)

o

' »

Authorsn dharles D. Spielberger R. L Gorsuch and R E. Lushene

+ '{-'_Description: The State—Trait Anxiety Inyentory is regarded as one’
cxl of/the:most_carefully deyeioped instruments ayailable for

-

measuring anxiety;' Spielberger has .been a leading proponent’
< “ "_ ) . . . .',{;_.

.ofbthefneed for distinguishing between'state and trait anxiety,
-and the STAI g1ves %eparate scores for each. The A-State scale

"consists of 20 item& which ask the subJects how they feel at a -~

.8 .
r,

V. particular moﬁent in time. Typical items are: "I feel calm,"
o "I am tengg;" and "I feel over-excited and‘rattled."—vResponses

[2 - . . ‘. . ' - » .
& are made 'on a 4-point scale with these categories:\ "not at all,"

. . . . L,
< @
. - ” . "o

S . "somewhat, moderately so," "very much so." The A-Trait scale

[¥)

yé§» also .consists of 20 items thch, in contrast, ask people how

chey;generally feely"Sample ite@s9are¢ ML feel pleasant’"

. 2T e .
P © A . i A
S A i

Y . e K f . .
Py . SRR . » . L
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y

- . . \ . L
"I become tense and upset when I think about my present

. - . . » f . ) ' : "v ‘, )
o “  comcerns," and "I am a steady'berson.""Response”options are:f‘\s
. . ‘. . 3 . N -' ‘ /

. . "almost never ) somet1mes," "often,' and almost always. . An—

L ’ 1,

‘ advantage of the STAI is that the A~ State scale can’be given'”‘,g .

several t1mes td measure fluctuations in anxiety caused by
r B . . ! 4 .

' different situations. The STAI is reliable_and has 3 great

N . o T .
'&_ o deal of validational suppor5<‘ It has proven useful .in such
. .. . ' . . . . - 4 . ] — - . : N N

varied settings as athletic competitions (Klavora,-1975).andl

v

computer-aséis ed 1nstructiona(0 Néil et al. , 1969)
"~ References: Klavora, 1975“ O Neil Spielberger, & Hansen, 1969 I,f.

.. ‘Source: Splererger, Gorsuch & Lushene, 1970 |

e . . . . L4
_ . - 4 ' - o , : -~ . v
3. . Taylor Manifest Anxiety Scale '(MAS)“ o .
. % Author: Janet Taylor ' ;, . - ..
. . . . X o P .

. Description: This is one of the earliest and most durable measures
- ] . . , »" ;,- PR . . . ) B . .
* developed for. the study of'anXiety.- Based on. Spence's drive

4 ¢

vth/ofy, it is built around 50 true-false 1tems taken from the‘ -

+ . .
' /}ﬁinnesota Multiphasic Personality Inventory. The MAS is a - ;
LY S N measure of tra1t anx1ety, as can be seen in the wording o£ the
). o

. items which 1nclude such phrase% as oftgn," "usually, and

2 . “

-aL"hardly e%er. _ People aqe asked to- 1nd1cate a general tendengy

to experience anx1ety rather than feellngs of, anx1ety ‘at a
7 .

~

‘P
- ﬁ% 1cular t1me.~ The MAS is 1nterna11y con51stent and has a.

©

fairly h1gh test ré!est stab111ty oger time, as shown by a

3
[ N

'reliability'of .81 overa period ‘of 9 to 17 months; One test .

'of its.validity found as'exoected' that ‘a group of psych1atr1c

patients had a much h1gherc§nxiety score; than‘a group of

P \ a
. - . ’
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\ normal'snbjedts. Researc?frs using the MAS have found that

~
-.? * ,. . [

. : ~ .
those scoring low in. anx1ety perform better at complex learning

g

tasks than high anx1ety subJects, while the reverse 1is true for
’

o simple tasks;_ - ‘ T . - RS

v . fl‘ : o .. . N . . h* - - !
'} Reference:, Taylor,:1953. S T ‘\7- .
o ~Source: Taylor, 1953. , 7 £
——— . b“ . : _ " - ) _
. . ,‘ -‘ " . . ‘ 1 . o . . . ’ .. N '
. 4. Test Anxiety Scale for Ghildren (TASC) , S
.‘ R 7 B el . .
- % Authors: SeymourVSarason et al. . . o
‘_ Description: The TASC, was deve%oped for use with children from the

L e :
. first grade to the ninth. It con31sts oﬁ 30 items which are
. ‘read to t _vchildren, who respond’ by circling either "yes" or
(VI ‘ ) ' e ) R - e
~~ "no." Three of the'items are: '"Do you somegimes dream' at

. e ._\_, . »
night.that other boys and girls-in]yoﬁr class can'do things

o ’that you cannot do7"""When you are taﬂing a test does the
e . e . , : _
hand.you write~with shake a 1ittle?" "While,you are on.your

. way to school -do. you somﬁrlmes worry that the beacher may g}ve

L

the class a testf" The validity of the TASC has rece1ved

e i . . N /) .
o - support from a variety of studies;. One cross—cultural study

‘ , ‘compared British andemerican children on-both generaI anxiety
[ ’ ° :
1 | -~ and test anxiety. _Because of the.British emphasis on\testing
/_ - and streaming ch&ldren by ability, it was expected that British
’ . et . v : %
- children wogld be higher on text anxiety than their American
o : coonterpartsl This proyed to_fe the-case; although there was -
. no significant dift- ence‘in general~anxiety between the two':‘h
- f'.'i-gfdups.w Like otﬁer’q§:t anxiety measutes, the'TASC is nega-
. ' . : . ! Q :L..J" ~~~~~ '
L | _tively related to school grades.v In practice, it has praien to

'be a better predictor of grades for boys than'for girIs.

~ il . . -
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3

.

':School Anxygty Qpestipnnaire (SAQ)

e P Ty

r . ‘ - L P
. . . . . o . R ; -'"~""~

ReferenceQLQSarason et al 1960. : i
Source: Safaéon' et al., 1960. = = . LT S
- . . T . o L e

o AT

- r

Authors. ‘James A. Dunn and’ John R. Bergan
M : : i}

-From gra&es 4 to 12, Unlike'many'other general tieasures.of

academic or test anxiety, the SAQ gives separate scores for

£

report cards, failure* tests, achievement, and. recitation.-

Being able to distinguish among these different sources of

-f’!

anxiety can make this a useful tool for‘diagnosing and treat-
ing school,anxietyL  An example item from the,Report Card

Anxiety scale is:' "How nervous do you feel when you start to

look at your report card?" Students respond on'a 5-point

scale, going from "frequently" to "seldom" or "a lot" to "not
. - N L v 0 ] F 4
much." The SAQ subscale reliabilities range from .69 to .91,

»

and éeores have been fqdnd to beﬁrelated to teacher behavior
L ' c2 - s 2 .
and academic achievement. S R
References: Bergan, 1968; Dunn, 1968, 1969. - e N
Source: James A. Dunm; American Institute forlResearch,-E, 0. Box

1113, Palo Alto, CA 94302. o | -
. ’ .‘\ . . . .
Achievement- AnXiety Test (AAT) - k2 s
- Authors: _RiehardiAlpert and Ralph Haber ) ' .

.

least, that anxiety alwayé 1oweissproductivity. The authers

P‘;r_\
r~/ ’ ’ .- ‘

,Description:" This measure can be used with children and ddolescents

five diffefent dimensions of anxiety: those having to do with

.Description: Most other measures of amnxiety assume, implicitly at
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<

" of the AAT wanted to dis'tingliish between,peop,le'Mwere

hipdered by anxiegy amd those . wHo vere helped The AAT thus
- &

&qs; : ; cont%ins two sepfrate scales for faeilltative (AAT+) and debili—:'

i T

'Gﬂﬂépg (AAT ) anXiety.. Each item in the ‘measure is followed by

’

. a 5—p01nt scale with various phrases at each end point )Sample

items from the AAT+ scale ares.. |'I work most‘effectively under

TRETLL -
~el :

presSure, as-when the task is very imporbant,"-"Nervousness

while taking a. ‘test helps me to do better." ~ The items on the :

AAT- scale are more similar to those of other test anxiety

! -

measures: ''The more 1mportant the examination, the less well
Ae Ao

I seem to do," "In a course where I have been doing pooriy, my '
° .
fear of a bad grade cuts down my efficiency.”" The reliabillties

of both scales are in the-eighties, and a test—retest;reliability

g over 8 months was found to be .76, indicating that the -AAT

measures a fairly stable trait. While the two scales are not
- . \ - .
. independent, théir intercorrelation is far frpm perfect,-aver—
St - . S
aging around -.37." Thls indicates that a1thodgh-the two’ types
. o~ - >

6? anx1ety are related they are“distinct e ough-to mer1t
f b1

. separate examlnation, The «validity of the AAT is supported
o by significant correlations with other anxiety measures, and

‘ the.AAT;adds significantly to the ability to predict academic
LI -grades from aptitude measures. ' The AAT is a useful measure
for a college student population:

Reference: Alpert & Haber, l960.h

. Source: Alpert & Haber, 1960.
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7. AWriting Apprehension Measure :
Authors: John A. Daly and Michael D. Miller

Description' This 26-item measure would seem to be appropriate for

. ke

use with high . school and college stulm;}

Half of the items are statements indicative of anxiety about

‘u ' writing; the otners,indicate'a_laak of anxietyi ‘Students
respond'to each statement on a 5-point agree-disagree scale,

‘ Scoring by hand is simple and fast.'-For uSe outside of a
| : _ classroom situation, the authors recommEnd dropping six items

N

and givgra revised scoring formula for this case. Sample
items \oclude: "I avoid writing," "My mind goes blank when If.

start to work on a composition," "People seem to enjoy what I
: , e -

write " The measure is reliable' the split—half reliabality

¢
. .. 1is .94 and the test- retest reliability der a week is report—

-

edly .92. The only eVidence_of validity is ‘a negative corre-‘
lationﬂgirb;responses to the statement, "The writing reqnire-.
PSR ,ments;o?;my 3oﬁiare very great.f It was assnmed that those
who are nigh-in apprehension about writing nould aVOid jobs¥
with writing responsibilities. ~The items have at- least face
' valioity, and the authors recommend use of the measure to
identify gnoups of~studentsnwho may»reqnire special handling.

Reference: Dalyd& Miller, 1975.

Source: Daly & Miller, 1975.

NORS
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. 8. Mathematics Anxiety Rating Scale (MARS)

Authors: Frank Richardsonjand_Richard Suinn

-pescription: The MARS consists of 98-br£2f descriptions of poten-—

L

tiallymstressful situations involving the manipulation of Qum—d
. N bers or-other.mathematical.concepts. (For example, "Adding
T two 3—digit;numbers vhile someone looks’over ydur shoulder.")’ﬂr ’
, . ) . 1
- '-zf-‘ Students reSpond by 1ndicating -the degree’ to ‘which they would
" 3 L. feel anxious'in'this situation,\ranging from 1 *(not at-all .
e anx us) to -5 (very.much anxious).  The med3sure is‘stable, ,
. A\ . _ . .. N ] . N S
iover'time, showing L test—retest'reliability of,\85 ‘and - )

¥, . . :
o internally consistent J;th a. Cronbach's alpha’ of 97 This -
-~ . W " )

, would, however be expected, . due to the extreme length of ‘the

Lo .
Lo

" measure. Ev1dence for the validity of- the MARS 1s prov1ded

. . by a decrease in MARS scores after students underwent behav— )

)

co to ioral therapy.for_math anxiety. There .was also a strong.nega—.
e tive{cbrrelation“(—.643'between scores on the MARS and a

S - mathematics performance fosure ‘given underfrushed c1rcumr}7

© stances. This 1nd1cates that the MARS is a useful” measure of .
& ) . A « _4(

'mathematics anxiéﬁgffa common problem among college students. e
t

- The authors suggest that the MARS can be used in diagnosing

. individuals, in assess{ng thekeffgctiveness of math anxiety

o -~ .
. Iad

“treatment programs, and in developing an anxiefy h1erarchy

-~
< -

.

for an 1ndiv1dual student. < . - ' LN

& . . : L b
Reference.d Richardson & Suinn, 1972. )

Ty

Source? Richard Suinn, Department of Psychology, Coloradd Staten

.
. .

University,:Fort_Collins, CO .80521.' .
.Q" "_'_-,- ' .

i B
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9. ,Teaching Anxiety Scale (TCHAS)

’
!

® " Author: Jane S. Parsons ' ' R

v Description: There are two equivalent forms of the TCHAS designa&

).. 0 . SN td -
for preservice teaching 1nterns,.and three.other versions

. . . Y s
- geared to’inservice teachers.  The .various forms have between A

e

‘ o 25 and 29 items, and responses are. made along a S—point scale

’
’

,v
indiQEE}agJuurﬁTten a given statement is true (1 = never, )

¢ ry

o4

5 = always)' Sample statements 1nc1ude‘ "Iafeel:sureJI can

be a good teacher," "I feel uncomfortable when. I speak before

*f} ‘ ' ‘'a group.'" 1Internal consistency of the measure has ranged

betveen .87 and .94, and staﬁility over a 3—day period is ‘
o _ ¥ o :
evidenced by a test-retest reliability of' .95. Th¢ TCHAS has -

4

® low.positive correlations with other’ measures of gerexal
~ . N . . ‘<

anxiety, indicating that it measures something'relateq/jk

trait anxiety but algo distinct from it. fThere was a signifi-
cant difference in TCHAS scores between ,groups of teachers who

-

‘were;identified'by their superwisors as being high or low in/
, Sud v

teaching anxiety. Evidence ‘for Validitvjis.also provided by !

L . * the- fact .that TCHAS scores vere, found to decrease .over time
- - -’

o

'during a- teacher training period The author doesJﬂét recom-

. ‘ - . 2 : .
. ) 'pendfuse of the TCHAS to select,‘diagnose, or eva%uate(indivi_
“ dual'teadhers because she,feels tde:inst;ument is not;vet suffi—- \
g ciently~developed.- She does sugggst its use for researc; .
o | : purposes,‘howevé},land to evaluate\:hegkffects of programs \/j -
, - * ghat ai%%to dqcr%ase anxiety{orincrease copi;g sE:lisl Some
\ T informai usel of the“TC%%?.are also outiined,:e.g},_as a -
_ . . . L Ty " .
h ) ’

C }
e : : : . o
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o .
counseling tool.

Preservice teachers and their supervising_"‘ i

) . . o 3
» ‘References: Parsons, I?Z}é; 1973b.
. .,éource: PafSons, 1973a, 1973b. ‘ o .
. ’ » ’ ' . ' ' ?‘ ’
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S 5. GENERAL ACADEMIC MOTIVATION -

’

5.1 What Is Academic Motivation? ’ Coo L ' o

If we wanted to aiscuss academjcperformance in the simplegt possible

o &

b'te ; we'might consider it'to Be a_product'of’two things: 'effort and

ability. Of course, such a.model would be grossly oversfmplified but

L

~

motivation, is the end result dt a: comp&gx combination of intangible ¢
. ‘ /-'j . ;' ‘.
vaydiables and processes withln the ind1V1dual and the environment. Aca- o

i would serve to clar1fy the concept of academic motivation.-gEffort
r

' : a . . N oL .
demic motivation is an umbrella congept- #alch covers those aspects of a
' . . » . ] i
- . T . ¢ R
. person other than .ability Yhiqh'determine-fhe_person's performance 'in an

)
*

academic éetting. . " . .,
Some of the single variables which form academic motivation are dis-

wl . . . w

cussed in separate-chagters of this guide: attitudes, needs, curiosity,
’ ¢ ¢ ' i s . 3

anxiety, values, and expectancies, Researchers usually deal with one or

3]

- two. of these variables at a time in their studles because oﬁ the ‘need to ~
. / e\
‘.'.

control the effects of variablesrtha =are3not of interest. Practitioners,

. . te - ‘
. .
< - .
- . «

on the:other hand, are more concer ed-with'finding allswers %%Jfairiy‘r

0 not require strict adherence to the

\ e -

straightforward_questions which

‘

~
-
"

: . . ] 3 [ ’ v, -
scientific methad. For them, global- measures of academic motiujfion can.

v

mes be of use. . - : .
someti o N . \\Qe .

Two types of academic motivation measdéls shoul§ be d1st1ngu1shed ‘
. &
-+ The (1rst provides agslngle score that represents the amount of effort an

\ - -
,1nd%233ua1 is likely to put into academic-work, FOur of the‘Gix measur@s )
. - . i R e
descTibed "in this chapter are of this type. ~A single-score motivation.
measure provides a simple answer to the:question, 'How motivated is: this' ™~

¢ . . i b - . 3 vy

‘petson?"” - . .o T, - ' ' ‘ L2
P: : [ P ' : A
’ ' @ ¢ ( B . . . . . 4 y . ~
" . [ "i\Q .
s - f}J . ) - s
. g . 2
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N . / . . . ,'
. <k second type of measure ‘gives,scores on a number of separate'

. '?
' - - .4

" dimensions of academic gotivation. To some extent, the{éjré’like coIlec— -

>
’ -

) .
B

fions of‘single—motive scdles. Two examples of this‘ type of measure are

_described in this chapter: the Cﬁildfen's Preference, Orientatign, ‘and .

' . L0 ” s 1Y
Motive Scales, .and the Academi¢ Motivations_Inventoryg; A7

o . . ' -

o~

;frThe multiple-scale tyoe of 'measure does not provide a simple ‘answer® o
. . - 2

. to, the question. of how motivated a person is, but it does give a' more ’

© useful set/of answers for some .purposes. If a practitionér's intent is

\Eo try to increase the academ}k motivation of ifdividdal learners, it '

2
A

now that a certain student igot a low score

et

.7
 does not help;a great deal to

on"a~sing1e—score measure of academic motivation. Knowing dnly that'tne
4

N

5 :student 1s not ﬁotivated does ﬁot indicate in any way‘what should be done.

. ’

about it. A\multio}e-scale measure, in contrast, provides a profile of

.

different aspects of motivation, and this is-more likely 'to suggest

strategies for'change. . : o b ) ,

e ¢ .

1

5.2 How Can General Academic Motivation‘Measures Bé Used? -

v ' .

~ . 1. .’As'a first step towards'diagnosis. As discussed above, ‘a
. v Ty, . o
' L «1& v i -~
. single—score ‘academic. motivation measure only tells how o -
%. - . .

. . likely an 1nd1v1dual is to work hard at schéol. If timg and

‘resources are severely limited, a. general measure might be.

>.

]
-

o 'used to ident1fy those students with the lowest motivation/*/

Scores, who would then undergo>more intensive diagnosi? and
* R )

-ﬂ.

" . * . ) . 2 : . .
. o . T . : o N [’ 4
ing.* ot e | 3
‘ .counselingl e | 1\ . .
2. To assess‘the impsect of different kinds of\e&ucational environ-

: §Yi ments and methods.' Are children'in open.scﬁools more notiVated .
. _ . .than those in traditional sct;%ﬂ\s" Does\{ourse in. st:’ud‘y skills
o ._‘ T . . »-: tf Q' . .l.as'. ,'l\
. .o . . . < P ) ) ,
. .- N oy

ERIC =~ * . -~ . -

Aruitoxt provided by Eic:
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e

or_a.séries'of_pep 4lks have  any impact on motivatibn? . ,

General measures might help to answer questions like these. -

’ - : .
. . ! . ~

3. To predict academic failure and attrition. Most of the general
, ] L ’ P '/' .. -0 -~ . 4
: . measured in this chapter have been'successful at identifying

v <

. . o g ; - .
. - students’ who were headed for academic trouble. Early warfiing

L L. ” : -
PR ! » . .

. . of sych problems- increases 4;§ortun1ties'for doing something
E . ) : . R h . > . N - ~ »
about them.« , '

- 1 oo

“ 4 4. To equalize grbupﬁ'fgrueducational résgqrch."A rgseércher

IR testing the effects 0f some-new teachipg.technique and com-  *
o :‘ @ i . ) .

- paring it to anbther méthod'wbuld want to be sﬁre that thé'two

LT,

d1fferent grapps being taught were equal in ability and motiva-.

/.
tlon. _Without such assurancg he/she couldn t be sure that a h«
) A o .
& difference/in achievement betiveen the two groups was due to ‘y
. - ;o . R i
.4 . L. . ' .
the difference in teaching téchnique.~ There are many experi-

-

. mehtal’énd stqtistical techniques for making two‘gfoups equiva~ |

. ; .
1ent.‘ General measures 6f motivatlon mlght be used for such

4. £ . . “ .

o .

. purpé;es.::_ ' _‘ : | 'S

—

. .
-.j. .. ~ .
v A4

5.3 Mgasures of Genetal ﬁcademlc Motlvatlon o . »

.J( \ r - [ N +
p/ﬂ'~ ixX measures of géneral academlc motivation);te now reviewed. The

5 pf’the measures and their apprOpriate_age cohorts are summarized

[

. A . ) P . - . ‘. .
in Figure 5. v > .
- . g » . L . 3
’ . »’ -
.
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‘ . .0 N

Scale . ' e Age level’ N :

%

Y . —~ - t

. . ’ y® Tt . . - 5 .
: ,ghildren's Pxeference,JOrientation . 8»t§;l5‘years
" and Motive Scales . :

4

Y

- T . - ’

Juniorzlndex of Motivation' . . 12 to 18 years .
§chool MatiyatiOn/Test ._.\ : o Junior §;Senior Hignb. - |
Keele Academic Mot}vatipn Questionnaire > T 12 to is years ';' -
: f , , v
] ’ Myers Scale_ of Aeademie MotiVation . High School College Freshmen .
Acad;:ig Motiva%ions Inventory ‘ -"M College ' b

» Figure' 5. Six measures df. general-academic motivation. - . ;-

F ] [N

N

- Az o '
. ) \ . :

‘ . N . . . f ~ Je
e N -

Lo - : P : V - ?-a .
Al.—ﬂ Cé;‘dren's Preference“Orientation and Motive Scales

' .
* A

Authors. Daniel olomon Arthur Kendall and Mark’ Oberla der

.,

-
k]

. .Descrgption; This is a battery of 1nstruments develOped as part

» of an.extensive study of‘school env1ronments and their interw,

action with characteristics-of students., Slx of the measures

L . given to students were designed\especially fox study

» e e (A) Persongl expression vs. structyred role orientation,_

o \ ~ oW ] ’ .
(B) Fear of failure, (c) -Intrinsic motivation, (D) ’Classxy , .-
. s ) ) A S : n :.

. ' characteristics preferences, KE) . Locus of instigation,wand o
f % ’ . . (\>' , - B . .

’ .- . . - Lt a

(F) 'Task preferencé generality-specificity.

: . > %
: . N o 7 ’
s © " The first measure estimates the“child's preference for i
by | , , Ee. t re .
s structured situationsaagabgfoseg'to less structured situations
i SRS TN ' S :
o that allow fqr more'personalfexpressidn§ It contains forced '
-~ . AR ‘) P ;‘. ¥ 3 . !
choicé items such as:’ " wduld rather (a) Tollow plans in
P . ., -
, o 'mw building a model from‘a klt, or4(b) design and build something
" .. r, . ) e ) - .
LI - " » . ~. i
R e L from scrapsfoﬁauood n AN ) X C '
: » . Soen . . 1 BN ' ' Lo
. .. . . & . o s " v X
‘ . e T e ;- SR - N 4 R K

¢

. 3 R . A
. . - /, o : - .
- A r = 'S 7’\ * FEE A . S . E4 L
~r @, . . . . ,
. Y . : v B . L * D na
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[

] o SR .
The feéar of failure scale consists of 10 ftems.' For

=2, example. I would rather (a) try to do a job that s very hard

a
of» (b) try to do a job that' s.fairl hard 'Y, The 1nttinsic,G o
. 7

ad . >~

motivation scale measures - the degree tp wh1ch the éhild sees o

N

e

. va1ue #n doing th1ngs for their own sake as opposed to doing P
- 5 .
them.for some external reward. An example of the items in
.this scale: "Mary is practicing the piano.‘ Why? (a) Her
. ) ‘ P . LA - " P

o \, piano teache; is pleased with her., (b) She wants tohlearn Y HH‘EQ

. ‘ v' ("«'play it Wel]. " . . . . . . . .\- . "' .‘n. ' : :

The class characteristics preference instrument measures

- - v

'the child's preference for open vs. traditional ciassrooms
42 - . ! "

W ' Sample ttem: "I wod!ﬁ‘most like a class where (a) the f

K} .e ,, o ]

- Aﬁ , teacher gives-kidsl‘dﬁ\L help they need (b) kids Spend a lot
.S
I A\ : Lo -
/f . _ of’time helping each other (c) the,;eacher does most of the .,

‘ ) helping but k1ds do- some, too. f,. -0 :; _'u. L
: i .

P ‘, The measuﬂﬂ~of locus&instigation gaugesnthe extent to o

4- . l‘- o
Qv . which the ch11d feels responsible{for initiating his<or hef

own actlons versué&,av1ng someone else initiate them., This

“ A - ’
O N s

is_very cloge to-deCharms concept 0 the awn—qrigin dimen—.’ .
“~ N p o

. LS : *
[ r . h “ _ . . l ‘ ‘

gion. Forfexample; "Whei I work hard.to learn someihing,.it B

- 4

' . ’ - . . 7 ‘ c o
d? is'nsually becausem(a)'I was'asked to and agreed, (b) I can't“

v B Pl

. 4
L ’think of anything else ta.do, (t) I was ﬁold—to or had to¢ L

GO I\decided to.t The sixth measure taps the degree to- which

the child llklﬂg of achievement 51tuations is generalized
o A . RN AR
. ) across many tasks as opposed to a spedﬂfic few. -, '

A -
; e N

g o . The authors claim that it can be used with~ children frOm

H

.8'to*15 years old,:though'it_would seem that,some changes in
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Toaw

~

B - e e U

.. e oo T .
e e -

- wordiné might be nec%sary for the olde‘r students 1n that

o ‘range - This? group of measures covers severa@upo ant aspects

- .o'f motiVatron. Unlike single-score measures § emic mot1va—
. tion, _it gives a profile wh1ch mig‘ht be helpful in d1agnosing

2] - - . g_

t‘ motivational problems The reliabilities of the scales (gen—

2.

Cy

""'eral.'L'y around .60)" are too, low for use with ind1v1dual§ but

*?respo’nd to each' item @n"a 4—point' agﬂs{;d}ispgree fscale., 'I'he)g‘

A : n ‘r - t *
.. are- there to COnceal the tesg—s purpoSe. The JIM has been S
L J
:r“ 4 . ‘. o
v i
R ,Shqwn to be fairly reliable and its validity is s.upported byt
A- v ‘4}.) \ 4 ‘. ‘ SRR
Ip ".;... ! ‘- g ) ' q: JQ : > y -
v 0 K " Q )
; R . <, .. i G‘r \
: oo Y. St . - 4
i-g - f. . -~ Wn -~ K
-_' y ('-4 K L T oﬂ '3 t v 4o

. _as a group measure. they could be of use to a classroom teacher.
vm:)Re_f‘erences: Solomon & }(endall 1974 1976 o ~ A o ‘
v SETEN Y :
g Source: Solom,on & Kendall 1974 L | I' » ‘
Junior’ lnde;( of:Motivation (JIM) B . LT .‘-o
Author vJack R. Frymier “ - " _ o 4f;v .
Description :,The JIM was developed ‘over a period of ‘sever'al years, _
N
beginnlno i the early sixtles. ,Expe:ienced teachers were’ S
"“ asked to identif'y students who we.re very h1gh or veryf‘.low& in g
- - -l academic:smot'ivatiorg ‘These s‘tudents were giveh early ver‘sions
of the JIM and those items t’hat failed to distinguish between 4
the twg .gl"oup.s”we‘;re drop‘ped\.% Tr:; final version of >the JIM | .
. contains 8(; 1t.ems of which“*'SO are scored.ll\ The JIM is meant
L for use with students between 12 add 18 years old Sample 7 b
. items in:Slude_‘ "Qur whole troubler 1:5 that we worf't let God '
;ihell:’: u's."'.‘ ’."There is -nothing new’uh’ﬁe:‘ﬂ"the sunFk » Students - '
i o . A >,

¢ are, 1t:old that the questionnaireﬁs a measure of attitudes and .

& L. . ,
v B ) . % * ' .
values, rather than aca emic mo‘ti’.vation %and . the 30 extra\items



. ‘ . B o ) "."l V. —-76_'. . | ) .
N

“~andardized'achieve—

R studiesfshowing correlationslwith-gradl

) ) - . . L SN
,mentpscores, and: teacher estimates of motivation.: In a 1ong1—
. . -
tud1nal study it was found that“the JIM scores’ of sevénth
d
='.‘f ,\ v -,'&

graders who eventually went to college were sa/?ifiesntly higher

than. scores of those who d{d not. _As. would’ﬁe expected with any

. ) general measure of academic motivaeion, the JIM appears to be
.l. -~ ' - t'.f
measuting many diff@%ent things. A factor analysis (1970)

&

: showed 15" different factors, only the first six of which were

° ~

ea51ly 1nterpretable.' Still, these are problems-endemic to all
obal measures, and of'these, the .JIM is ope of the better

T E'k developed ’ S . '

References. Frymier, 1970 Frymier et al., 1975.

Source: 'Frynlergrl970. Also available in the. ETS Test Collection as t_ .

. t:es‘t':" No .‘ ’ 004021 - 4 ..:" - . i""/”;l_, o, ‘ ' . e ‘ }." Coa
. \ - . »]\\—
3: |, School Motivation'Test ) B ~ \\\'; _

Author'. Ivan L. Russell ' ' o

- . - Lo Y
~ N - : .

Description.' This 19—1tem quest onnaire takes about 10 minutes to -
. Y2 D S -

o . —t

adminlster. It is appropriate for students of Junior and senior

_.,' -»q / . ) "

2 v h1gh school age.' The test consists of statements,and questibns S ;z
.;to which students respond e1ther yes .o "no.' Sample items ﬁ'é fﬁ
Tt / - T s \-.1 e - .. .. ., - o

/1 5 /%nclude= "Does fa11ure d1scourage you fromc:fZEng.as-hard the't?. :;
20 - 4

5 - Sy .‘ v,

v -

" next t&me”" Are you usually on time with written assignments?"

.;f'i&f{ "DO you try"to maﬁe better gfades than other students inﬁ§our

-

. 'ﬂ'foiilass°"- The split zhalf reliability of the testAis reporfed to*__;l'f
be 95 showing an extﬁfordinary de%ree of i?ternal consistency.v{)fj

§ . _""‘\. PR L I

Scores on the SMT 1n one studx were higher for a group who :

»

. : O
Lt R v L . > R “ . R : =

. P X - - . : v . . “ . ;o . -
B A S % ‘- - . . (9 . s A . Vs N " N - e .
. 5 N e ’ . 3 & - X . - L K ' Y :
. e . AR . P . [ A : . \\
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~a
e
£
“,s : .
«
w
-
v
.
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¥
»
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&j: ;ﬁﬁ'.' "I thiq? homework is a. bore. The scale can be u§ed with . - -

h S ST ':5
_=volunteergd for an- academic type of:contest than for non-.

IS

volunteers, and correlations between the SMT ‘and standardizequ

-4 .
Y X a

aehievement-tests were;als0'fairly<high. Thus there is evidence

Py / e

of validity and<reliability for t?e group studied (rural )

) Appa,lachian high school students) The Srﬂ“may not nece'ssarily
- Y - :
2 f_ work as well with;other;types of students, andyusers of the

»
o

test should be sure to collect additional motivation data to-
’ .. i 1 -

test its validity in their Setting.

-

- ¢ . P g o j , _ Tl
.+ . Reference: Russell, 1969. Lo T E - -
k | - . . R . oeoon 8 ’ f‘ * °
. ourcemquussell, 1969. . ' R

o
. - -
N

4, . Keele Academic Motivation Questionnaire ‘ e P C o

Authorsl* ﬁames'Hartley, Janet Holt,handsg.'w; Hogarth-:;f’ o .
.. Desoription: This;measure was designed to study the.effectsﬁof -
" mg&ivation on.learning by programmed 1nstruction. :Thelmeasdxe
. A Y o
'is more'unidimensional-thaﬁ;most»because items tha& weren’t ‘ -
¢ ';'. \strongly related\to the, total score. were eliminated' 'There
'-~.;:" “ are 35 items which are answe;ed on a‘S-point scale.ranging

- ) [} s . .
. e . -1 . . w

.from very'true of me; 'towmvery untrue of me. Some\of the e R

: Py
- < N

items Sy enJoy most 1essons " "I work hard most of the time,

-
S

‘ FR ’ oL [ ) “ s ¢
. - .
- N students from 1Z to l6§years old. Test-reﬁest reliabilities o

CR ranged from_°52rto 85 over%_ Ségonth period with a, higher -

ey ' -

el 'degree of stability for 13 ye:&‘olds than 14 year olds. There

o' ) ,
. was some support for the‘Validity of ‘the- scale with correlations

s . . oy




: . ’ . . Lo
k - ' . .
LT s . . . .
.

R Lot ‘. : '. -
L R SR ~78- | .
a o . . ) 7 v

. with other measures of academic motivaﬁion in the .80's:

ii . American users of the Keele should note thatiiE'wasAdevelcpedri
o % ;lydthfa.samplexovaritish{school:children. .
\\ : -Re.f.e.';ences';-' ,Hartley; Holt, & Hogarth, 1971. /
. %curce: Hartley, Holt,_d,ﬂogarth,"192l. - S . s
o ; "\_ ’ .
5. Myers Scale of Achievement Motivation o N ‘
Author: . Albert E. Myers s | . L e, ‘.’\.

o Desééaftion; This amazingly short (9-item) scale surprised_its .

’%uthbr'with how well it seemethozwork It is quick to, adminisr

a

BRI ter and score, and it was, in one study at least, related to

‘ othé% measures in the same way. as\such prOJective measures as

Ey;‘ L tbe Thematlc Apperceptlon Tést. Most of the itemh are . .
: - - ° . A ’ . e = : .

academically—related For example,_ "Do-you think your fellow‘l_

4 ar

‘ " s

_students in h1gh school think of you.as a hard worker’" "Do

-
.

5 you have a very strong desire'to exg§l academically?" Students

&*
indicate the degree to wh1c heustatement is true pn a 6-point

'i.. ..°~\" -2 % -k\,
H

scale. The scale has been used wf%h high schd?l studentso-n'

:’\J-'

- 1e

L

- \ 1974). In the latter study, the Myers scale was' a better pre~

° .

dictor of college gnades than the much longer Survey of Study~' »
ale:: There are disadvantages to this :/)

ce it do%s not, give subscores of any

._,(

Habits and Attitudes

A

™ R

measure, of“cBurse. KS

.~

»

kind it is not u;eful for diagnqsis and- counseling. Th intent &
. o ( s ) Q
e S -of the-scale is vq;y;obv1§hs,‘so scores. could easily be
’ A -“‘ ve ® B & e s
. L s . -
B There is also little evidence that what it measures should be |
0 '- - -» ' ’ .
7. ccalled academic‘motivatidﬁ;'though_it seems ta_wdrk like-Such .
. R - - - - " S
. STy o -
. . { ' P . e S - :
- R i o 3 B
¥ ,‘-. ~ . - c-
’ ) &G - ' v,

e
T
._“5-1_ Jean
e )
$
.
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a measure. With these drawbacks, it is intriguing that the

"',, R ‘hyej‘s‘ scale'works at~all. Using it in conjunction with other
’ " ,measures is/ certainly worth the small effort it takes. . s
' J‘ - _Ref_erences:‘~ g[vers, 1965; McCausland &.Stewart, '1974./
Sour_ce: ::{yers, ~196.5..“ . - ’ ) )
-' . | .. | - , B / C e, __...;ﬂ.,.lb‘
6 Academic Motlvations Invent'ory (aMI) | o .4'-% o \_‘g .. '., .
'Autho?:s-- Kennet’hﬂ\Do.yl“e; Jr. and Ross Mc;,en ® ﬁ o .;-b},'-g:‘-.‘ ’
, v 4 R . Lot P
De '-pt'on: This 1nstru’ment which is undergoing a cyc11ca1 A.?.l

. ‘ ~. -
‘ocess of trial and ﬁ&lnement -at, the Unlverslty of Minnesota,

- . \ Ll RS

shows promise of becom1ng an extremﬂy valuablegstrument fo‘r

_use with’ college studefits. -Potentlal uses outllned by the

B . . T
- . - . .
. . r .

N =+ authors include admissions decisions, guidance, adjustment,
!‘-{:’:’,‘. 'n" .’-",.ov[._ . N . . . ) ] . . ’”‘.“. . ey .. ..
. %, . . curriculum planning, "and evaluation ,apd’_;:.mprovement of instruc—
N . ’
‘ . ’,tion. The last two ar.‘eas su’ggest maklng changes in t;he acadEmic
T environment to better serve the needs of students, a strong 5.
. . . Y F T
e : : ot s
concern of practi,t—ioners of nstructional development. ' jzv_?

» -

The}moép recently published account of "the AMI describes

K {1
-~ ',‘i.,' " > - & y‘ ' ,

it as 'contaln!Lng 75 items cast .as statements, with students :

L‘PU'

r T He g
responding %ﬁ;a S—point scal?ranglng from.' nod[: all true of i

. T ,me" td "exg’e?y true of me.""' A factor anaiks's\ii, of .the fhstru—. . \

.‘J

R ment .J;ésulted in nine scalesﬁ?‘ing defined "Desi‘re for Self SoL
o R *L o § . ] ‘
o Improveuient Antl—School,,. Desi;‘@ for \Esteem, EnJoymen‘t of S

¥
_,m - [

Learning, En_‘]oyment of Assertive Interactions, Resentment of :

J -, ,,I .
d S -

/Poo? Teaching, Des1re for ‘Academlc Succeﬁ Desire for Gareer

o

SN
] }w . .‘ .
Prgparation, and Enjoymenthof Passive Interaction.:_‘ The‘ 'inuernael

N pe r . . S u
consistency of these scales ranges~ from 52 to.."87 with the

/)
COE PR T S ‘|
.-

'4 3 » majority being over ..“70. . . e ; ST T s e i

74
»
a

. A . )
» . ) , CoLe
. .

-
Aruitoxt provided by Eic:
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The use of Md’tivations refther thanﬂotiv’ation in. the title

. of this measure must be deliberate, since the authors clear y
v, )

recognlze the multidimensionality of what makesﬁstudents work

.
—

ig colleg'e: - The degree of care and rigor going into the

development of the AMI makes it likeld to'

e

come the best | S

general instrument for use w-ith'-this populdt:

i o 7
Refeiences. Doyle & Moen, 1978 Moen & D0y1e, 1977' e )
- N e \ .'~ .
s Source,‘Kenneth 0. Doyle, Jr., Measurement Services Center, - : / .
- -""Univ,erﬁ,.,ity‘-of Minnesgga, 9 Clarence Avenué, S. "E.',

ERI!

Aruitoxt provided by Eic:
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' ° 6. MOTIVATION AND ATTITUDE .

S 4This section is divided into threé’parts. The first prgéents a’

brief history of the development of attitude theory with an’ emphasis on

~

~conceptual and methodological problems.. The second summarlzes specific

"

problems related to the measurement-of attitude, and the third suggests .

.
N

the waySbtﬁ%% attltude may be rglated to m t1vat10n. Throughout

“Peo
XY -

emphasis 1is on.developlng a presentat10n that is both usable andS‘nter—
\\\~p;etable, and susceptiple of pqactlcal understanding and ‘use without any .

"\/speclal background in at ituﬁb theory or measurement. Examples of . )
I
attitude, scales and techn1ques are used to aid comprehension ‘and facili—
. R N ‘

7
v -

tate application. . N - ] o A
< . P ) ’if :
N~

6.1 .Brief History‘of the Development of Attitude Theorzl r oL

. st S e .

‘.
4 .

In 1967 Gordon Allport, an eminent psycholog1st wrote that "the

concept of attitude [was] probably the most distinctive and indispensiblé "
concept in contemporary American social psychology (p. 3) The origins ]

- PE
. ‘l{ + o,
of att1tude theory and research lie within the context of research in » = - P

-9' M . - v . L. 4
social psychology, and it is out of that milieu that educatorsshave

been attempting to wrestle some agreement on the nature and structure of e
. [ ™ .
S ~ L K=
o attitude. It has not been an easy task. - B : _ § *jﬁ

-

aN [ 4 .
‘ Like most abstractions, attitude appears to have more, than“&ts s
. L .

-

proper shar!!%f meanings.‘ The term is derived from the Latin, aptus, e

tﬁ' ’

Fless or aptness like its. Qy—form, aptitude. Like aptitude,.
. S ) ]

. .v’ '.' ’K .. '_‘t:.' .' . ~,.,. h - n,“-v“

MR : -
3 . . . . n : i >
0" o S o v N o <o e

1This sgction draws heavily ﬁrom the excellent: revi?r and researEh

.and denqtes;

v < '? y

.
.
nm

cfangﬁgara G: McKee (1977) P _ I p~=_;‘

v ‘ d X PR S f C ¢ . ‘ s o ." - . . * } - ’ ..

N T ., o ) ‘ ok ’
. “v - . » K]

* '} “y ® 3 - .
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- attitude means an abstraction——what some have called a psychglqglcal

———— ] IPU S -
M J

. .
construct——that takes on 1ts meanlngfulness ﬁh theory rather than in -

v -

reality.- Consequegtly, many_theorists have defined attitude d1£ferently.

~ . ‘
> Note, for example, -the ambiguity t%ét is often associated with replies -

°
-

to questions like, "What do you mean by a bad attitude?”

e

' . [ 4
LA - L o- .
T One of the first psychologists 'to use the term was Herbert Spenéer

N
‘

who, in his ¥862 edition of First Principles, wrote thaEfin

. . - : . R X .
. . arriving at correct judgment on-disputed Lo
questions much depends on the attitude of ‘ S
e mind we preserve, while listening to, or s R 3
—
taking part in, the controversy: and for _
. . the preservation of a right attitude it = . ; .
v " 7" is needful that we should learn how true 2 v
. dnd yvet how untrue, are: qyerage human * B '
- beliefs. ‘, )
L - o (VOfQ’l 1, as cited by |
N -+ . = Allport; ~.s7, p. 4) v
The beg1nn1n§§ of theory and rvL parch on attitude were laboratory basad‘[ )
» inquiries that stressed hys1ological-correlates.. Thus if“is not sur-
- . F « -
'prising’that Earljlres rch on attitudﬂ is filled with references to
- reaction time’ percéption, memory, and volition, as well as terms like
. Cy . s
k\‘d/guscular set mentdl and motor att1tudés, and ttndencie\-qwokeach 1968) ,

By the end of the l9th ce tury«some Had become disenamoured with

attitude research because it ha been fairly w1del¥£agreed that attitude .
P : ’

PR . - - . -
was an unc&nsc1ous phenomenoq to starﬁBW1th and thus?gifficuit, ifenot <

1

'ibleg to understand_and gu?nt‘fy. - It was SigmundﬁFreud who resur-
¥ > . ¥ LA e

rec ed‘interest'in.attitudes.’ Allport argues that~Freudﬁ"endowed them - 2
fvf_ With v1tality, idegflfying them wlth longing, hatred and ldVe' with . .
. P '\-l o s A

' passioﬂ and prejudlce, in short with the onrushing stream of unconsc!‘&s S
(

"/t:v ) OJ-""-%%

»  Jlife" (Allport :£§67, p. 5. > v ':'gh$ﬁ'jgif Lo }){) » fl: f

. ‘. .y .J“’ ‘t‘-' Ny "\ FTION . .
’_ " Whi‘le the works of :Frgud were rev.ivz.ni' interét :LP attitu‘aés xfor .“' o &

<.'

!

'y
psydloanalysts anjygéychologists, Tﬁnmas and Zaniecki (1918) were: doing

. - o
‘ " ' . _;‘/ '., ) Z . . ‘ o -

- . . ) o -' "' : ’~ d-“. (‘ . ‘r.
o .o 90 ¢ - - .
. . . . .- B s . : Y E
- - . . . o . . .

-

o L ‘ v

-
»~
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A

the;same thing for soclol'og].sts. In their classic and mov1ng work on. the -

. [

- * Polish peasant Thomas and Zan1ecki are generally cred1ted *with havj.nE

— —— e T IS T et

-
-

o
e

, .-
3 2 S8
given systematic priority to the concept of attitude‘f _After the pu

tion of their work, the term attitude was adopted with .enthusiasm by

scores of writers (Allport, ﬁ67) . Yet according to Rokeach,'a principal

3 .
-

theorist in his own" right, it was not until the *1940's and the publica—
. . . - . ’ v F ’ s
".tions of Erich Fromm's Escape From Freedom (1941) that the relevance of

‘social attitudes to persdhality theory.,became recognized (Rokeach, 1968).
. o : . . »
In a fine sumfnary of the current state of affairs-in the devel'opment ’

A -
.

" and meanlng of attltude theory and rese,arch Mart:l.n Fishbeln and I. AJzen

7 Dk T e

- it

(19335) argue that part of the ambigu1ty may be the result of tha diverse ' 9

"X
S

circumstances in which attitude has been used “as‘both a descr1pt1ve and

a predictive variable-. .Soc.:Lal discrimihatlon, vot1ng preferences and
. R
; 4 behav1or, product preference in consumer studies, brand loyalty, -and _ "-

)— br."‘and 1mages have, all been obJects around wﬂlch measures of attitude have
. N B /" Ut
been employed in ‘order’ to predict an, outcome of importance, :l. e., voting

L . . . -
v . . .., e B

for a part1cular cand1date or buying 3 specific product. . ' ‘
. Q - 7 X
A ‘. ) -
A In partial reactiOn aga1nst f:he lack o%conceptual‘clarity and
N . ’C‘ i -

i "lempiriﬁal def1n1tion that has often typified research on a‘tt*tude, some"v
g reaearchers have advocatedu.the abandonment of the term altogether. -In.
1947, for e.xample, Dobb argued thai wh}le attitude may be a socially
useful construct it has no sysgematic status as a sc:Lent‘if:lc Con'struct v e

v . h . -~
7 o

and hence should be replaced with gonstructs from learni% theory.

.
. ' Ve

Blumer (1‘5) 31%0 recommended -that‘ the, concept be ‘abandoned becausé it ‘
»

- » -

P "' lac!s lan emp:l.rical r:?rence artd hence cannot be usgl effeétively as-a . :
B _'. -un of analysis :l.n

(’Bluufer,yl9 -p. 661 | F |
.f’-- R E .‘v- oL : ‘#km_:-'r.."
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"It is safe to predxct'that the'goncept of att1tude w1ll€ dgsgite its
' A

re in’ éhe minor1ty, d as - Rokeach sa1d

Dobb and Blumer, howevdr ,

v“»‘

BT W

ambigulty, remain w1th ug for many year ',_" (Rokeach 19684 p.zlll).'

) % : .a VT ke ) . -,
7

0

%?'; < ‘Summarizing this state,of affalrs, K&e (1977) cdﬁcluded
v AT t K
- Most researchers have come to a loose understanding
- "~ of the definition of attitude. Fishbein and Ajzen
o _ (1975) say 'most 1nvest1gators would’ -probably agree
that attitude can be described as a learned predisposi-
L tion to respond in a consistently favorable or unfavor--
) » able manner with respect to a given subject' (p. 6).
. - . . Consensus on a description or definition of attitude,
’ . : however, does not eliminate the existing disagreements
: \( ’ among attitude researchers.' Consensus merely obscures.
e the disagreements by provid1ng a description with
* multiple interpretations (Fishbein & Ajzen, 1975).
e Attitude is defined according to Rokeach (1968) as .
: 'a relatively enduring organization of beliefs around '
L ~ an bbject or situation predisposing one to respond in
*  sone preferentlal manner ' (p. 112). _ [, :

No matter‘the theorist or context of the research (Cf the reviews
by Campbell 1963 Greenwald 1968), definitions of attitude character—
ist1cally contain the following terms, although they may be themselves
varlously deflned and dlfferentially weighted. (1) anlearned d1spositlon_
or'predisposition, 2) to respond, (3)° consistently, (¢) in a favorable

A .‘ b1 - ' - .
or unfavorable manner, (5) to a.given sociai object, (6) in interaction
with pther situational or dispositional variaoles. "Given this definition,
we turn now ‘to- problems associated'with measqring‘attitude. - :
™ ' e U “ ' .
Y 4 - -8 | S - . .- ;:5 N I
“. 6.2 . Problems in Measuring Attitude
- " To.say that.attitudes are "predispositions" is to say that they )
2y ! . =CLs : _ R
’ R . _:. A - - - » -"'
cdnnot be measured directly. As was suggested in the discussion of
psychological constructs, since attiwes are abstractions they must: ’e
. measured 1ndirept1y,' However from a behavioral point of view, it'ds
. : ~. e S .
- reasonable to ask how it is that certain responses appear to .be paired‘-u:;n
" : . . . 7 )

.
.
‘e
.

[
o




- _5. T J . d _, ,—85— - L -
’ .so consis&qhtly with part1cular stimuli as,am st1mulus-response cond1-—
"-,‘, ._.,, 8- _."s.b'é_.-_,«,_ ..AI - / .~ s AL .,,' . . ., ,AL

tiigning According to Fishbéin and AJzen ,(;1975)‘, "att1tude theorists L f!

N 3 'b ..-.
v . » .4.

. - -
. -

r\_r\. -

A T i ( ’ “ " '/' ‘ f .
/l appear ;o be«inyerésted 1q hiw 1mpl:Lc1t evaluatlve regponse ffecome ,, X
v

N

associated with a given stimulus ObJect" (p. 25)

-'-

' To explain this relatioﬂi}}_\MﬂtoéRokeach has - argued his theory of g .
‘) - » o ] . J .
belief congruence. '-'Simp-l'y stdated, the theory contends that 'people tend

& - -

. . to acﬁ support and ma.lntialn their beliefs, that they tend more often than
/ . > .

L}

.;’:mf'toeagree with others whom they perceive as people who ‘share the:l:r )
- ) & e,

beliefs"..and that they tend more often than not to- d1sagr e with= fnﬁﬁduals

° o

. -
who d1sagree with them. .Attitudes, to Rokeach are an enduripg system of

13

@ . s
bellefs about an object or situation He argues further that since akﬂ\—\

e -

tudes have both cognitive and affective cgmponents, there are both knowig/ﬁx
&

and feeling: aspects"attitude..‘ ’l;t:iandis (1971) argues further that

attitude needs +.to- include behavioral compqnents in addition to the cogni—

’ t1ve and affective. Thus,\his conceptualization is even more inclusive

) . ] ') . .
~ than Rokeach's. g ’ . R, ’, : ' C -

Efforts to measure attitud% have ranged frém galvanic skin response

-readings, Ao paper and&encll instruments that reqsi_te response to both
p1ctor1al and verbal stimuli. Most popular has been the paper and pencil o

L
.

response to., verbal stimuli. ’C‘ntral}o this. measurement effort has been
a question about the proper configuratio_n of.an-' attitude, I “9 atr/ituqe g

to be understood, asp%Rol'ce‘achhas ‘suggested, as.a predi,sposition_' to\.r'e:spond
in' a po;itive ar negiatiVe fashion ahd‘ thus modeled as a 'straight line as’ |

- - : s £ : ) »
in ‘the follpowing example? R . o~
T a . .
<. . ) -~ o
. . v . . - R
N o . . -
. - - R ‘Il: % .'
) hg . .
. i -
. R % . . o . ’ . i . X
’ ;
3 N @ \ . -
- . ’ ] Y . LA
- - V e 2o
7. . .
‘ -.\. ' /
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’ : -86- g . . p
\ ) Ve ,- o ’ - - “ ’ N
S Ses e o' MY -ATTITUDE “FOWARD - SCHOOL B TR e T
- . . - ‘. -
A 1 coe . A - > ",
Yoo 0T Th e o I : . :
“ Positive &% - Y - BN Negative
. R

. . )
- T - - - o .
3 1 (

Or is attitude to. be/conceptualized as a multifacetea constru’t that

) X : : Coe TN B
includes more than one comPongt‘7 - o oL, - .
- - “ S N - o . - \
: ‘ : MY ATTITUDE TOWARD SCHOOL ' - -
O] - . . . , _ ..
. 2 ) ‘ ! B L . P e ! . B o -
¢« strong -~ 07
L R Active : L - ,
Good Bad . @
- , : . ) .
Passive ( - R AN,
) ’ o Weak . . 0L
In Qxe second example, ‘a person s att1tude would be’ understood as. a ‘
LT ) R N J -- .
. P described by scores on all three cont,inua rather than on a sit{2
In this case, an att1tude‘score is a point enscr1bed in a 3-dimen- ’
; . :

' _sional spa_,ce defined by X‘ne\ b.ipolal.* terms that anchor the-ends of the .o
1ines’ (cf Osgood, 'Suci & "Tanne‘nbaum 195'7) Single line or monotonic B ﬁ

L ]
‘

'conceptions of att1tude haV,B been developed by Guttman (1947) 'Non—

»

o monot.nic theor1es have, been argued by Thurstone (1927),.\Likert‘(1932),.

. ’
] " and Osgood Suc1 & Tannenbau (1957) The difference between&e two

.

is simple. . - N : “ - ' ‘.‘
. N _ o P B }
In the\ firg,t instoance, a monotonic dcale means that, through careful

- - . . o

éel'ection, a group of attitude item’s will be constructed such (that'c'a
* person who possesses_.a p‘o'si‘tive attitude toward a given object or class
& - 1 e _ p . e "_ e &;H L ,
of object¥ will predictably respond to all or a given number of thé.items
i . . -. "'". . ) ‘ ".w.n, )




L - c o - 0 . . o - .
- AT Y . - . - .
.- . _8-7_ . . - -
a2 . B . -
. A L. .

» o .

¥ dn a favorable directlon._ On the other hand in a leert scale or. what

- ; » -,
: -
_T).r is tohax popularly understood as a 5—p01nt~"streng1y agreehstrOngly dis— ,

s i
J{fagree\\scale, it is not assumed that because a person agreed with one Co-
LI - . .

item that he or she w1Il ‘also agree-with the next item. Likert scales;

- s
P

N y'are'nonnonotonic- ‘as 1is the,seugﬂ? c differential_ (cf. Osgood,'Suci, & ’%

-

' “
ic differential is also multidimenslonal,

? - Iannenbaum 1957) But the'seue'

*
1n that there are three dimen51ons rather than one that descr1be verbal

(. - . F . ‘.v\
meaningd Called evaluation, potency, and act1vity, these three dimenslons

‘.

. '

- ©

havye been shown time and aga1n, to correlate with nonmonotonlc méas&?es L
: . .

J° . of attltude, but the’ strongeét relationships have cons1stently been with

!

—_ s ] .. . -

\g
\ the evaluat1ve dlmension.
. o e ¢ l : ~

T work of Osgood Suci, & Tannenbaum (1957) centers on an'instrument

) .
called the ‘'semantic d1fferential x Essentially, this is a\measurement MR

- e

,{ device that u;es e§ev1ously tested (already used) b1polar scales such as

)

bx good=—7——;——bad" ® def1ne a 3 dimensional space , Semantic differentials

|
‘ " haye the 'virtue oﬁk‘ing '“deceptively sy t:o construct a[nd also of posses—' .
! ] .
| sing ulde applicabllity ta any number of att1tude obJects. With reference

l a

/i 'to the 1957 work blpolar gcales tan be careful&y choseh th!t will repre—

\‘ - “ . \ L
) sent. all three (evaluation, potency, and’ activity) dimensions or the . °.\f
' e . .~ e ¢ -
. 'instrument cﬁn be coﬁstructed totally from- evaluative scales such as’
) S - . - () ,
' . ."0' . ; . . . . :
o "good ~bad," "nt.b—awful " "sweet -sour.' e SR .

For example, in order to use the\Semantic ﬂifferential to‘measﬁre }
students attitudes toward a co;rse tﬂ!& had just completed in English P
an instrument such as the one sugge:Eed in Flgure 6 might be.constructed. :il:w
:The'"xisiénade by students on the bipolar scales would be translated N
into numbers.according to the legend beneath *the responSes. (This:legend ,
o~ -

\“ .5' has been inserted for the purpose of clar1f1cation but does n6t appear in )

L)
: . : o .z ‘ . . . - . . . v’
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: "Jack's Score (X s) +10 ‘divided by’ number of scales g +2 LT TRe - "4

.‘ . - *‘ T : R .'. .

h - Sally! s Score (O'S) = —10 leIded by number of Scales (5) L L b
» DU . Y . ' - . . ‘._-‘ ." - l_ - ' .

L “dvreP°r~ted’~aS- .o N S b

“. : . . . b . ‘..~..~' B 'c . . . ' .
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' ngur‘e 6. Example of evaluative scales frcyn semantic differen;b'.al tied oy

R t‘o measure attitude ‘showing w ghting and scoringc forﬁ_ -

0 e * individoals . - e e , b R TPANEE . N

~ 4 .-..g" "~4°;' ‘ . . ° . v ) v, FEEN B ‘f' '." " ‘ ‘ ,‘ ‘N‘- L s -’ v L, ,,a:

s 1 e A a2 L :f -'J;‘( RN ~

ordinary use of the instrument ’) Cons:f:deriﬂgw the respomses as su.ggested

“*,‘ ‘ e E

'_in Figure 6 Jack's responses ‘as indicated by" "X' sy ahd $a,].1y48 as dndicated

- A .

) “ ';' "/‘ . J‘
by "O s" VOuld be added a,lgebraically to différent "tota,'l.s. ﬁ'a"s' score.
-~ ey
would total +2 or. 10/5 and Sally s score would’tbtal -2 or: —10/5 Based -
’ o '~ . SRR X SR . “ e

. . [ d oy &, e

on scores like these taken over an entire class, a- distributioMof scores >
A . *’ [} \ : L( ' _.v . 2 *. -
that represent the group can be developed from which we c'an det'erm;tne the

T . . . -r . o )
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]

= .. - f o “if894$--

studerts with positive and negative attitudes through a comparison of

ﬁheir_scOres.- However, it is not possible to claim that Jack's scorewbr

.rattitude is equally as positive.as Mary's score is négative. This is-due ” -
- ] .-

-

to a problem epdemic, to this type of,meaSurementcinstrument. Because of
space limitations, the problem is not d1scussed in detail here' for a

. - e :
full explanatipn o%‘the d1fferences between what are called nominal

‘ordinal, interval},and ratio_scales, as»they relate torattitude measure-

ment; consult Allen Edwards (1957).
. N : N - .
One of the advantages of ‘the semantic differential is that it can be

.easily used - with a Qide variety'of attitude objects without extensive
_development time.’ This occurs s long as one is-willing to be persuaded
_by-the'eyidence reported in Osgoodg‘Suci,& Tannenbaﬁm (1957) and the

- ' Sl Fool, v :

numerous stud1es that have sprung from that 1nquiry‘ With careful atten-
. < B - E

. J
tion to the selection of the b1polar scales to., 1nsure that they are

. .

meaningful when considered over the_concept to - be measured, the semantic

- 3 . g - . T - ot ’

o av < . PR ot , S
differentjal provides highly reliable scores. '

'

¥ On the otherthand, the semantic.dffferéntial is not the most. popular
. B PRRL e '3 _.’ - T f . :

.~

attitude measuremeng technique available. That distinction ptobably.
; I TN T ) o : : ) v
_belongs to the Likert.saale -or a Likert-like scale. More commonly recog-
o - . o, . L .

. nized ‘as a “strongly_agree4strdngly,disagree" scale, the Likert is a non-:

[

monotonic scale,(the item’responses don't predict.each other)'that can be,

4 X

used to.measure att1tude toward almost any ohiect..'This type of scale is

" .
\ '

premised on the belief that att1tude As best represented as a.positive or~

i e \ .
'negative disposition with respect ,to some- obJect, and further that the_

P N
, disposition can be represented by a. un1verse of descr1ptive statements

e . -

'fthat denote the obJeét when seen from a positive or -negative point of

view. : o . ) oL . ‘ s

¢
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Aruitoxt provided by Eic:

object. The statements should be connotative rarher thz: fadtaal sa. as

o PR . o . ‘ .

To™ beg1n with, a pool off/short statenient_é or comple&e sentences

~

. V "
thatgfe 3re1ated to the o ect are generated by the 1nst*‘.1ment developer

. v l
“or others. These statements are understood to, be a sahn..- from the popu—

.

- lation-of- all meaningful statementSrthat—'cu_trldi—be—madmt.—tﬁe"at’ti’t’ude" T F

v

o

to provide opportunity for a person to agree or cisagree. .'Fc;\r example,

‘in an effort to measure a student's attitude toward a teacher, it;‘«rould"&

be unwise to employ an item such as, !'This teacher wears dlasses."” A . |

‘response’ to this item wduld be baked on facts T -her tha:. as'Rokeach

-

would argue, a set of beliefs. 'Better to write 'This s.echer is

« - .
excellent," or "This is an excellent teacher,” - eves ~“:icellent teach-

\

er.” ‘The respondent is usually‘asked to repliy or © »z- -poin™ scle

rariging from strongly. agree to strongly disagree (¢ . 1y -acis, 1987
Edwards (1957, pp. 13-14) has developed a list pf .QECO‘":!:M'.’AL‘iaT"-’..,

to guide the construction as well as the selection of i- = ‘o v -Bon

in verbal attitude scales; 14 of these recommendacions . ... Xzizar - . ¢

"Figure 7. Final selection of the items 6 be inclicie: = —!7 % ~le saioui:’
. - . . ! :

[ 4

be .guided not only».“by Edward's suggestion: but z.:z - e empirica.

. . rd - :
results.of careful pilot testing of the instrument. These »v*- 1lt.: shauld

- be analyzed'at:cérding to conventional item analysis p:oce\'e—.ﬁ -ad shou}d

i_rlirestifgate the discriminability of each of the items 1.e., t:the analysis

should indieate' those items that tell the p=ople witn pes:.tiwg .aticudes

. v

(defined—as low seores, .for”- example) apart “rom those peoni:/gth negative

attltudes (def1ned as hlgh $cores) (see Figuie 8).

The work of Louis L. Thurstone (1927) uas procu=ced ar l=ast three

s - ‘.o !
P } .

methods for'measuring attit‘ude.‘: These methcds include paiiTzZ C(&‘parisons,
equal appearing{intervals ,' and .successive intervals. Comma= to 311 three

oo r)o
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. A ’ ] .
K . ¢ . ° i . DR
- -91-= ' K T T
1. avoid statements that referWSt rather than the ~pr ~-.-eh_'t." .
2. avoid statemem=: ‘that are factual or capable of be1ng 1nterp:reted as T
factual. - : o S . _
. . -‘l ’_ = ’ l L ‘.-l L
S Avoid sgatcrnmezts that may be interpreted 2 more th'_ail_-one wEv, ot 1' v
e e e S R e e e e -__./. ! /',‘7"""31"““_
.. Av01d stat....sits that are irrelevant -o —he psychological oblect e
under consficration. - ' S I
> ) . ‘ ’ o I W
u avoid stat ats that- are likel: t- be endcrsed by a,lqlost. sveryone ’ v_° ’ '
ST no one. 2 L
Seiec:t statgemeents that are beli=ved to cuver the ent1re rangse of ! ‘
Tne :Zfect scale of interest. - e
.2ep tn= 0 uwage of the statements simpl .. clear,.and direct. c
LStarsmeess sraculd ‘be short, rarely exceec.:.ng 20 words.
‘7 . . ' , . .‘« » .
~act st-ier it should contain onlv one ccmplets thought. ..
2oL als such as all, alwasvs, or:, never. .- . . ’
’.:. sWoTzs = - -aly, just, merely .should be used ¥ith .care and’,
“meazrz.. n i, writing.statements ' B
42. Wt -zev2r -« ible, statements shoy..d be :In “he form of simple 1
s . 1t-=£T than compound or complex sentences. = S .
— 3¢ of words that may n e :.Jdersteod. : L o
> - .-~ ST 7/
—. Avoid the us- 7 double negative: e ‘
Figure ~ Fourt==n suggestions on the =onstmgetion and choice of 1tem§/
for i-:lusion in- verbal attic:ae scales (Edwards, 1957 .
pp. ~5-14). ’ R - . .
Ed X " .
. ) B . . ; *~ -
-ethod : is the use of expert judges who rate '»r zategorize the .
- ’. . . B
. o ‘ X -
‘ntenced for inclusion in the attitude scale. I:tems on which/judges tend ,
o disagree widely are p'sually discarded fror 2. Ultimat y, a numerical
. £
-alue 1nd:[cat1ng the importance of the item-- ~r éxample, he average judge
rating--is then attached to each of the items These 1te’s' are ',t{hen' .used .

- . i ~
to give scdres to peopieg .who' Ctresi)ond to the imstmment.

L4 | l, -, : o
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Dillehay, Bruvold & Slegel (1967) used the method of equal appear—',u;-af’

N ing 1ntervals to develop a sa/le to measure the potabl_lty of watern:f;f

(see F1gure 9) Subjects were asked to take a. dr1nk of water and then o

AP — to—-s-elect the three words fro:r: the llsted adJectlves that~-best deser}.bed

,the water. Ind1v1dual scores are computed by 51mply taklng the ar1thmetic”

mean of the Welghts that correspond to. the three terms selected This :

type of'measurement permlts us to rank people and say that one. person is

. . / . . ‘.
more positlve abont an obJect than 1s another however, the equal appear—“
ing intervals technlque does not permit us ‘to say that the distance

between people 'S scores is the same, throughout the ent1re score d1stri—

but1onn .
" scale Value - . '“:bAdjéEtiVe“ ) B
1.246 . . - - " horrible . lfqu'
. o198 : -unfit 1
R S S . ‘bad |
‘ 2.46 o yiundeslrable
3.14 o : .- poor .
3.54 . -~ inferior e
4.25 x“,”.f © v - below par . .7 . 4
4. 92 . . can be tolerated .
e,5 5 . | S - passable '
‘«‘)»..264' - " 0K .
A Y . likable .
fo e 8.63 -~ A - tasty . v . s
E ST 9019 desifable R s
LT L 9.45 - . enjoyable o R AN
U 1000p, . delightful’ e e
: 4 © 10.5% ' ~ delicious. . B
y PR S . S : el /
-/ : : /
_ /'Figure,9.: Scale values as- employed in an equar appearlng intervals; - - .
/// - ’ scale to.- measure the potability of’ water (Dlllehay,/Bruvold, N
T ¥ Siegel 1967) L
_/ . ‘ B ) 4 . . /2‘ : “
U 1 e




vis that have been described for s

- ® iri=s three classes: ordered scal=s,

‘ agreement scales and ».sema:ti'c Gicfizr ntlc_ls. Ordgred scales incluz:: all

' three of those developed t© Twur ++ ne as well as the monotonic scal -

echmqu.es of Louis Guctm‘-_ ¢ 1947, _%23). Agreenent scales include =—uw

3 -~

: en"tlme range of mnclfl‘_at; v availar_: as Likert scales, and the sesamti:
djf.ferem:ial 'stands in a-cirt: .- b~ -tself (Henerson, Morris, & Fitz— bbon,

- .

1978). - L :

-

L :,Efi'arts to meaz.ui.’e’ att 3 ' .. =noc are believed to be important in

’ specialc edgcatloncl cozzre" !.’:":T"!\*“iad. Tl'xere -are, hoyfe\l_e_j:, severa. *
.useful sccrces tnalc actea. v Z20w the attitude 'scales_ and alsc, in some "
1ns;a1ices,,stlmarlze or e | -ig2 ev idence descrlblng how the lneasures
Q _ perform. : Central azong ciierc sCOUricss fcr a:;itude measurés//are: Shaw
2 : and ergl;t‘ (1967), Dowd z..3 v st ~969) ; Robinson and Shav vr. (1973);
‘Slmon-_"and Boyer (1 074) (1975). ' ‘ . / |
.'~0ne 'ner}" develop_ed af educationallyv related _titu&les ]
' the Adj_ective': Rati.rlg' Scal « al.? 1976).'. The ins7 umeht’,’, desigmed
' to measure Ehe' 'course' or o s-”@ar» '—)riian.t'ed attitude of sttldents _in bo=h f
’ \ high schools and c0°lleges oys 4 adjectivesl_n a unlcclgr;: forma,i
" rTLhe adJ ectives are rated o .f's“ & 4|-poirlt scale’ fl_'cm‘."ext’remerlf," "v‘.
.:._\ » somewhats," \to _"néwt at &} hs' ;erm-s were selec'ted froﬂl'banked .dB-'-'gP’
- : tors frequentl\ used by, f’e students to descrlbe cocrses they hac .=t
o completed. The Adje’ct;i}' -~ inz Sc.ale is' a nonmonotonic device that zepwrts R
g ia to.t.al séox:efa;d'five =t Acaes—-—lnterest Value, Emot.ional Appeal Pracri—
\ ,‘_, " cal Value, ull:less a'rlc'. it '.-'.culty.:" Theiinstrument can be 'hand score; anc .
’ lla's- performed’well 'ir}‘sev,ora nubl«lshed s'tudies as both a pr’edictor an. a _
;. - Tt ) ..,0'7' o ; \} \:‘ _‘p-‘ - ‘“ T
. + ., \@ a ; 1.;3{-‘ . q ) ‘ , .

i ‘ B - ) . "l l: : ’.. ‘ .v ’
P . : t w ¥ o .. . A . . .
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cti#éfion measure (Hubbard, 1924;erlly et al., 1976: ‘Flly & Chapman,
' 1977; C.apman, 1975; Mciee, 1977) ¢ . s

’
’

,/5;3'”M25§ures 6f Attitﬁde Téwardrﬁducafion andrinstr; . don

Thic s=ct-on pre: ats three measures of attitué¢. :. sard education
~and instr::t sn: %, méasure ‘is summarized and revi-dlec briefly. The.

k3 1

titles anac a- -to; _r#% age ‘cohorts for each measure aj pezr in Figure 10.

’ .
s i

The reader -y ac + 2d -hdt there are a great number o’ measures of

«

- ‘attitude zowa-: . :czzZion énd discrete aspegts of it, 2.g.; teachers, #

. . U . . ',"' . -
T school praczizes cov ==s5, programs. The array that - »>llows is meant t:-
, =t = e ?

o ~ b

be sugges:ive .: szome o the bette- measures availabl. ‘for practitioner ’;

use. We do n _ clai- that it is e::ber7é$haustive or :omprehensive, bu# *

irin

-
-

it is illust-z:ive. Readers.ré

“a wider search z—e referred to =

L. i . - . }., B ) . =
source mater .1s and reviews referrped t0$1n the lowi-g saction.

wole
A

¢ . R I

- : .

Title . . Age grour \ -

Education =-ale VII _ » Grady: == Studénta\J
v The Purdue ~=acher Opinionndire * = ° Teachers \

- o

Cem

- Adjective ”J;ing Scale High School and abo&e .

- - - . \

) - Y - K ‘ \. N
/ L . . . _ o oLy
- . . - . \ N\, ‘ LU}

' * ® - ° ’ \ . x LY ' 1‘\ : ' *
nggre'lo.‘ T -ee measures\of. attityde toward various aspects of education.

a N .
S\ o .
- N
. B .

Y
. " Y
= . »"‘_ s
8 g
. o
-~ . . \ -~
. e
-~ b AY
. : \ . .
, ¢ ’ \\ . ’ !
.
' . \\ ¥ B
) o * - . . ! . -l’.' '\\ L !
. | SUGE |
E lC A ERVE ’
o - . .. ? ot
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1. Education Scal: TII

. Description: <+ - - strugent is _.esigned f:>r wse with adult
. ”~ ’ ‘
- . graduate s. wizmrs end is avz_lable in Soth a short and a long
form (ES-V: This is a mu_:-ifactor imstrument that reports
: two scores. —ogrecsivism azd traditioﬁalism. There is some .

evidence o? ‘gctorial “valicity amd reliability, but the 5

T

' .measure Iz = strcdg enousg: :6 gé'used with indiv&duais,' It ,
_should ba“;s*, to sstimate :Tjgﬁ'scoreéll Itjis‘a‘fortéa ,
choice m=azsure tha:t emplovs -:eﬁs suéh as: uTWe sﬁogidjffé
the curricu..m to che child :ad not the child tgzthé cuf@iculum,"
« Ve, LIV o

"Leérning is experimen-al; zIme child shddig be téught to test
alternacive. tefore accapti:g—any of them.“.  .

Reference: Dow. . West, 1969. ’ ’

-

Source: Frec . lerlinger, Ams:erdam Weeperplein 8, Amsterdam 'C,
-
Netherlzzis. ' ) , -
\ , -

2. The Purdue Teacher Opinionnzire TPTO) ' i

Description: This instrument measures teacher -morale and ‘reports
a total score and 10 | part scores -such as Rapport with. Princi-
S ' . .
o v \ .
- ‘pal, Teacher Salary.. Used effectively with bgth elementary
. . : - : . ' .

-~ ~ ‘and secondary teachers, the instrument reports normative data

»

“for over. 3,000 teachers. Taking approximately 25 to 30 minutes-

.

“to administer, TPTO's 10 scales show reliabilities between .62

. and .88. Some validationéi/eyidence is availqbie,as well as

. -
> r
. . - . o

an-alternates form.

Reference: Dowd & West, 1969-

v

Source: University Book Store, 360 State Street, West Lafayette, IN

ﬁ, : 47906 or Ralph Bentley and ‘Avesno M. Rempel, RBurdue University.

Q N ’ o . e ¢
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3. Adjective Ratin. Scale (ARS)

Description: This multifactor instrument measures the

-
-

attitude of high school and'éollege students toward

courses and academic programs. It is composed of 24

"adjectives that college 'students frequently use to s
] ) -

describe :: -~ses they have just completed. It employs a

.

4—point s:al. ranging from 'extremely” to 'not at all."”
. ) S e 7 . :

In previous studies'théﬂﬁﬁs has demonstrated acceptable .

*

internal ccnsistency'estimatéd by Cronbach's alpha (.70 -
P B Q. . ) A

.89) as well as 5tabili§} over time. It.repcrts five

subscales: Interést'VéTue, Emotional Appeal, Pfactical;
Value, D.llness, and Difficuléy. ‘The ARS has been
. ' -effeétiv. y used wiph—both higﬁ_school and college

- students %o predict achievément and retention.-

¢ .

‘2ferences: <-ubbard, 1975; Kelly et al., 1976; Kelly & Chapman,

-
-

1977; McXee, 1977. - °

. $-urce: ?’rd F. "Kélly; 150.“Ma_3:s.hall Street, 117 Huntington
» K y - , , ' . . ; .S . -
) 4 ' ' P S SR
Hall, Syracuse, New York 13210. N
. . S - . . . © -
6.4 Relating Attitude tc Motivatienm - . ) ' : -

How are attitude and‘mo;ivation related? When classroom teachers
say, "Peter just doesn't have a'pps%tive attitude,"” are they saying the

_same thing as the other teachers who say, "Peter lacks motivation™?
] ) . R j
8

If we were able to increase a student's motivation, would we also ‘/
. ~ . ' ‘
’ . . . . . ™
increase attitude (positively or megatively) toward the object under
’ . . Q : ,

study or toward 'the.activity of studying it? Lastly, if a pé?son enters

'an experience with a high_pOSitive attitude as well as high'motivatiqn,




O
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*these constructs? Reviews of available literature reported ébbvé suggest

. - \ . -
-98-
- . i - A2 .7 ' . i ] ~
to what extent are we gble to track and effect changes im either one of

>

.
A -~

4

that complete answers to ;hese questions are not currently available.
o N . \oe

- However, there has been;a beginndng énd a directién indicafed for

further research: Given that motivation is understood within the context

+
.

of- social learning’ theory, the question becomes, to what extent are there.

-
¢

"theories of attitude which contributé to the explanation and definition

of attitude within the context of expectancy .and value theory? Transi-

tiop from the theory of motivation®présented earlier and the several
>] T - T

theories of attitude summarized in this section resides ix the notion

of cognitive consistency as a bridge between attitude and motivation.
Of a2ll the attitude theorists reviewed, the work of Milton Rokeach

R ’ ’ . X LN
and -his principle of ?elief Congruence suggests the firmest grounding
for an examinationvof{the‘relétibnships'between attitude and motivation. .
As McKee (1977) wrote: S . o

Rokeach asserts that we tend to value a given belief, ‘

‘- subsystem, or systém of belief in proportion to its - o
t degree of congruence with.our own belief system,. and

Ps . further, that we tend to, value people in proportion .

ro.the degree-to yhich they exhibit beliefs or systems
" of beliefs congruent éi;g'our own. Attitudes, under -,
* . " the Principle of Belief’Congruence, are an enduring
ofganization.;.ceﬂtered around am objecf or situation.

* Attitudes have cognitive and affective-properties by
A virtue of the fact that the several beliefs comprising ‘
dttitudes have cognitive and affettive p#oaerties'thac C . -
- interact and reinforce one gndther'(ﬁp. 23-24). '\ J

© [N

The .cognitive ptopergies_of aféitude éncompass beliéf§, values and

knowledges while the affective components en;égz\}eglings and émotions.

1 B - P L

Pedple carry belféfs, values, aﬁd-knowledge‘aboﬁt objects, and these

. PN > < - "
.

attitudes can be inflﬂenéed in“prédicfable ways. To say that,a-person_

. , ) : i T
is motivated is to'claim a state of affairs that is best described by

v \
. . N . AY . s . N

1 : . ‘ Lo
. ) . . : )
.

.55 N | '.: | _11;8 :fﬁ. : ) S i




‘goals (Values, beliefs), aud satisfactiou.'

v
.

N : ~ <99- - o -

- . [ A

- i </ ° . - = -
several other ;actors. These factors, the informing characteristics-of

¢

motivation, are level of arousal, expectancy of success and failure,
- B - ; \>
- . . 1 .

3 ) - .

— N . [ A . S
h:‘

Cognltive cons1stency theory argues "that differences 1n level of

expectation on any of the above mentioned‘characterlstlcs, with the- -

- . K '.‘, ‘. }

possible'exeeption of arousal,® will resylt in an eéffort to-minimize or

o N ‘ s T

eradicate the discrepancy between that which is self-believed and what
’ > . : . ; :

appears to exist in thevenvironment. : ' _— ’

‘In simpler language the example runs: N ' ; ‘ : {/

and based on previous races, he had every expectation
that he was a faster miler than his competftion. Winning
"7 would be neat, byt putting the géld on the mantle would ~
even be-better. What would the toach say? Probably
something like "Nice going" and ‘that would be a lot for,
~ him, old stiched lips. But then, one way ‘or the other, ' ‘
Peter really liked to run, more than that, he liked to : -
compete. Most of all, he enjoyed winming. - Rumning in :
_ the open mile was worth 'doing. It was honest and straight
out. It wasn 't like school at all. o
j . R .’

\\$ork1ng through this 11tt1e v1gnette, ‘rewritten 1nt6’the parlance of

Peter was reaily upffor tﬁe race. He had practiced hard

motivatlon and’ att1tude theory, the stgry runs. somethlng llke this.
. The" idea of running.the mile was a stimulus éhat was ..‘5_
arousing for Peter. He was exqited about the prospect. - N
Based on his previous performances and on the feedb
he had received, he believed that his probability o
"success was quite high. He be11eved that he would win.
Accomplishing the win would be reinfdrcing in and’of
. itself, but putting the medal on the mantle would be a 2
source of satisfaction that would exceed even the
racing victory.’ Peter believed that running and
. winning the race were valuable goals to achieve. ’ .
. e e
Peter didn't win the race., - He won a bronze, not a gold
metal. . His attitudg tqward running the mile was extreme-
ly posltlve, but his at itude toward th1s particular race
' was negative. Peter was still motivated to practice, to
try again to win, and get old tight lips to say something - -
reinforcing. His'expectancy for success had dropped some-
' 'what and furthermore, he was not wery satisfied with the
"reward he had received for all his'“training effdrts. One

»>




< - =100- : - ' L e
I. - ) 7 ) B . o . . . - -~ ~ “_ ‘ . - o,
I way or. the othér, he still wanted to run and win at
- the mile because he still believed that that was.
", important to. dg. His attitude. toward "runnm,g the . Co
- \mlle was pos:.tlve. His attitude. toward* this partl-

. tular race was*negatlve, -but hls mot1vat10nal s‘tate
> Ras.\. .proactlve. e ) "

L 4
.Attitudes ‘havﬂe to do with dispositions that describe beliefs,
3 . - - .

feelings, and related behaviors. Attitudes have to do with toward—- -

people have attitudes toward objects. 1- On* the other hand, motivatjon hhs L

. . . [ b v ° - .8 . - )
- . -to do with arousal ;- expectancy, goals, apd sﬁ‘tisféc‘tionj from and toward.™
It is not odd to ask a person; *'What motivates you to run the mile?" Onf <>
* . Aot . . o “I‘
'the other hand, it would be unusial to ask "Wieat ettitudes you to mn‘the

mile"" Attltude is generally tmderstood ag having & feference towar@"

- somethlng called the attltude obJect rathe _tﬁan-as a reference frbm .

’ ~—

SOmething. “ Motivation, on the other hand, \goes in both directions, at

1.l.ea's't ;1’5 suggested by  common ?sage and as rernf

research.- People are motivated by something g_g
; =< .

motivate is’ an action term, grammatically an infinitive, atti

forever ;a; noun, a-’static consideration. Attitude can be altered, b :

A ‘ ‘
would be unusual to .say ';']; am 'going ‘to attitude this person/ as one i
might say, "I am gding to motivate thls person.’ Attitude describes ,a | ,
-jt{te of affalr.s., and to motlvate describe both a state of .
affalrs-—belng mojt ivated--an the process\ of bringing a person to a eertaf.n
stateaof affalrs é process called motlvaﬁion. L Q .

-/‘. ) ) Lo~ : ' ‘ . v . ~ l,
L ' > ‘ :

. + - o . ’ . i

5 . i ) J’,

. .. » . ? :
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