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~ Abstract

In the social learnfng perspective the anticipation 6%‘rewarding
consequences serves as one‘%ource of motivation. A secénd‘?esults from
thé‘pérceﬁtion of a negative diécrepancy be tween present‘capabi]ities and
desired performance. To foster mot{vation it .is necessary that persons |
accurately appraise their capab111t1es. Techniques for fostering. “

\ D

accurate appra1sa1 in a skill deve1opment context 1nc1ude modeled

\

demonstration of pr1nc1p1&s and their applwcatwons, effort attrwbutwon,
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Applying Motivation Theories to Individual *
Differences in the C1assroom'

A S&g§al Learning Perspectwve ‘ N
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n
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In this paper 1 wx]] d1scuss mptwvat1on from a social 1earn1nq

Al l

perSpective and offer some ways to foster 1ts’development A1though i -

3

the research on which these’ remar#s are' based has been conducted w:th

>

Tow achievers, the 1deas are 1ntended to apply across the achwevemq?t§
. B ~ \ (f ’ ) .

F 2 . -

According to social learning theory there are two important

cognitiveiy-based éources of motivation (Bandura, 1977a, 1977b):‘ One

. ( T A : . .
source derives from tthe ability to represent future consequenceg in !

bresent thougﬁt. Individuals who anticipate that rewarding consequences
will follow their efforts are likely to engage in a task more p{oductive]y
than those who see little or~no\vé]ue in the activity. Reinforcement,

whether extrinsic or intrinsic,\Functiops primarily as a motivational

-

mechanism rather than a _response stréngthener‘

»

"The second source derives from the comparison of perce1ved performancef

capability to a desired standard. The perceptwon of a nedat1ve dwscrepancy

- I
¥

between present performance and a desired goal can motivate 1nd1v1dua]s

to persist at a task until the gpal is.achieved‘ In the. process of goal
attainment, persons develop higher perceptions of capab111t1es that 1n
turn often lead.to the pursu1t of even greatgr accompl1§hments,

Attempting to foster, mot1;§t1on amonq low achievers is a dlffxcu]t
p;ocess when 'viewed against these consgdgratxons) For examp]e ‘children -
who know they wiXI\be rewvarded by thefr teacher\for qpod performances but
who also know they lack the skillsAo succeed are apt to become demora]ized

For many. ch1]dren the gap between percelvad canab1]wty and some de31red

-
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standard is so great that it may appear insurmouﬁtable; as a result they

may be reluctant to wersist at a task and may quit-easily in tﬁe face

" of minor difficulty. L -

\ . w

! The remainder of this paper will focus or) one p;bcess hxpothes*ized

to influence motivation in an achievement setting; namely, accurate self-

perception of cap&bi1ities. \Ey this ‘I mean personal judgments of one's "
capability to perform given activities. Such qugméhts are iniended to

be realistic and not represent what-persons' wish or_hgbe they can v

4
éccomplish. I use the word capability rather than ab#lity for a reason:
What one does. in any given situation is only part1a11y 1nf1uenced by

N

one's ability or skxl],wn that activity.. Even persons h1gh1y skillful

in a given activity.may not perform it on any given occasion for a

*

variety of reasons. They #a&, wr éxamp1e; perceive their ability lower

‘than -it objectively is, believe that insufficient rewards will be

@

forthcoming from successful performance, hold an unrealistically high

standard of competence, or expect negative social sandtions from successful '

?

performance.

~The procedures that 1 have employed to measure seif-perceivbd

=

capabi]ity are\simnlekand straightforward. For example, mos t of this

\

research has been conducted in the context of children's aridhmetic

achievement {Bandura & Schunk, 1980 Schunk, 1979) Ch11dren are <hown. a

series of cards,‘each’containing two sample problems requ1r1nq the same’

nunber and type of oueratwons The cards are shbwn f r brief exposures

that are'sufficient to iMlustrate the nature of the pr0b1ens but too short

to attempt soiutzons. A variety. of problems requiring a range of operations

can be dwsp)aye&’?ﬁ¥‘hny ar1thmet1c skill. For each card children judge

"how sure they are that ‘they .can correct]y so]ve problems of the type shown.

*

Judgments arg made on 10-unit scales)r&ﬁgwng from complete assuredness
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self-perceptwon. | ‘ : .

\ o L cl n o C ‘j‘\‘ .
through moderate confidence to h}gh uncerta1nty -Following this

neasurement, children are ‘given arithmetic pwoblems to solve that correspond

»

in form and dwffxcu]ty to _those they were prevwous]y shown The {oopérlson\

v
>

of‘chxldren s judgments for a given typg of problem to their actual

performance on the»exemplar~provides the measure of accuracy of
‘ B 4

-

< Accuracy of se1f—percept1on 15 important to the development of = -

‘ mot1vat{gn for at least two' reasoos. F1rst ch11dren who accurately

apprarse their capab111t;%s are in a position to- set reasonable goa]s for
improvem!h; As mentioned ear]ier, the discrepancy between present

capab111t1es and des1red perfotmance can motivate persons to str1ve

~toward 1mprovement, Secbnd, m1sma§ches in ewther direction between

1)

]

capability appraisal and actual performance can have negative consequences.

Chfldren who overestimgte’their capabilities are apt to beqome ‘demoralized -
4

at frequent failures at tasks beyond their range, while, those who

-

‘underestimate what\they can do may be reluctant to attempt tasks and

cherepy prec1ude opportunitjee«for skill developmeﬁt (Bandura, in press).
Research' conducted over‘the past year with 1ow-ar{thmeﬁic achievers

has demonstratedjthe utility of three procedures in fgstering accurate

capebi1ity,selfLapprai§al, The common variable in these techniqug§\is the
' : X

y‘provicion of valid information concerning capabilitie$ as these capabilities

N

‘are improving. The 1mprovement aspect is -most important. When pretested,

low-achieving ch11dren often show highly accurate se]f»appra1sa1 They

?

judge they cannot solve problems and they subsequently do not solve them,
. ®*

With training, children become more skillful and it is important that

Y

they perceive this progress accurately.

. The first technique is modeled demonstration of principles and their

appiication (Scﬁonk, 123?’. In this technique an adult model verbalizes

{ »
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" general principles nvolved in problem solving and:demonstrates-tﬁeir'
use on exemplars, Hode1?d dgmbnstéation can be used both for initial
leagkihg~épd for erf;r correction. As a corrective technique\the‘model\
deﬁonstrates thoée é§pect3 of performanc% that‘the child finds\ Y ’

‘troublesome (Vasta, 1976). In division, for example; if & child does not

'k“bring down" numbers, the model ean focus correction eXp11c1tIy on th1s
aspect. The mode? m1ght s%ate whw]e porntwnq to ;he‘d1v1dend “We have &
to use all these numbers up one at a time and you have some left. . let's
use this next,one now," Research supports the Gdea that prov1d1ng rules

,and exemp]ary mdde11ng is more gffective T% concept acquwsitwon than'

ewther technlque in 1sofat10n (Rosénthal ‘& memerman, 1978) ’5

~In a recent study the effects of modeled demonstrat{on were compared*

to those of written instruction in a d1v1510n sk111»deve10pment context

wwth “fourth-grade children (Schunk, 1979). Both treatments utilized the
same 1nstruct1$ﬁa1 mater1a1 and provided practice opportunxtwes S For present.
purposes, the key varjab1e is accuracy of sglf»gppraisal. -Mode]ed ‘
emonstrat{on‘resu]téd in signfficantdy morelncéurate seIf:apn(a§sa1

pabilities for classes 6f.divis§on problems %ncﬂuded in training as well
as: types of préQIems that were conceptually and cdmputati6n§1]y more

\comp!ex‘ In ﬁontrast~ children who recéived written instruction containing

explication of division principles and step-by-step wor&gd examplesr

significantly overestzmated thezr capab111t1es as determined by subsequent

posttest,performance. These results suggest that mode¥1ng provided children -

with more valid performance information, possibly throuqh focusing
cthdren s attention on the operat1ons, tyznn these operations to abStract
| pr1ncip};s, and providing 1pformation.on the sourte and remedy for’
" deficiencies. ) ’ v o . -

A second technique that can lead to more accurateecapability self-

x
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appra1§a1\is effort attribution for achievement outcomés. \For example,

_ when children succeed -at a dwffwcu]t task an adult might connmnt, "You

worked rea?Iy bard," while if chwldren experwence d1ff1CU1ty the aduIt
might respond w1th, “You need to work harder.“, The mot1vat10na1 -effects

of effort attribution derive from attrib

]

: 6h}§peor&, which postulates

)

-~ that outcomes 11nked to effort, a variab1‘ factor, should ‘be ‘more amenab1e

-

to change than those linked to abwlxty, a more-stable factor (We1ner,~

" 1979; Heiner, Frieze, Kukla, Reed, Rest, & Rosenbaum, 1971).

But effort attribution should lead to more accurate self-perception

only if children can expend greater effort productively. Indeed, teM ing

children “to work harder when they are confused on how to proceed could

prove discouragina. In the same study citéd earlier (Schunk 1979), effort .

e

attribution provided in the context of modeled demonstration” ied to

'significantly more accurate capability asseéssment than modeled demonstration

alone. But periding effort attribution-along with instructional narrative
N A . . . ‘\~ EY
resulted in no benefit over the instruction alone. The effects in this 1‘

case may have been due to children in the mode1ed‘demonstratiqn condi :63#

developing a clearer perception of how effort can affecéﬁberformance.

A )

A third téchnidﬁe is self-directed study. In this érogedure, cﬂi]dr n
first receive instruction on_arithmetic operations and th%n work a15ne on =
a series of pages conta1n1nq practice problems. There.are several reasons
why this procedure should provide valid performance 1nform§t1on thereby
promoting accurate self-appraisal of capab1]1t1es First, fhﬁ/g;rcept1on
of progress js based on tangible pages; by keepwnq a pile oﬁ\éompleted /
pages chi1dren always know how much they have accomplished. ‘*iecand thts
procedure minimizes* ssocial comnar1san, children are more 11Pe£{ to
evaldate their progress aqawnst what thev have previously accohp]1shed and

not against what someone eise is'doing. Third, suceess or d1¥é§cu1ty
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received no goal 1nstructwons This ;ésult squests that ch1]dren in the ’

' . :
- N L]
N L 4

experienced a1one ‘fosters attribution to the- se1f thut ch11dren receive

" a more accurate pwcture of their strengths arf! weaknesses than 1f they

%,recewved more extenswve assistance.

*

In a recent study (Bandura & Schunk 1980) se]f dlrected study was

app]xed in congunctxon with goa1 sett1ng procedures in a sdbtractwon sk;ll-

development context. Children who -attempted’ to.cpym1ete‘a m}nimum

LI
a

number of pages in a tre1n1ng packet each session apprawsed thewr

) capabi]ities significant1y moﬁe eccurate]y than children who were str1v1ng

to complete the entire packet over a number of sess1ons or’ those who

\) +

short~term'goa1 cond1txon may have formed a clearer perception of their

progress rate, and subsequently used such 1nformat1on to assess 1he1r

»

capabilities. o
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I have suggested‘in this paper that,accurate self:appraisal of
capabilities is an 1mportant influence on\chf1dren:s motivation 1in
achievement settans, and I haye dwscusséd some techanues for promotinq
accurate se]f appraasa] that I be11eve can be easuTy 1mpfemented in the |
classroom. Besides 1nf1uenc1ng ch11dren s work effortsr accurate self—
appraisal should ‘have other motivational by—produets.“ Recent research ]
suggestsithat eerceptibns of combetEnce\ney inf]uegse ther amount of -
interest that Sgildren demonstrete‘in an actiyﬁiy (Qoggiane & Ruble,

ot . - A
1979). Clearly more research should be conducted exp]oring}}his.]ink.

-
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