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autonomous, cdmpe;1t1ﬁe, cooperative, and intrinsic motivational .
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students in each of the classroom typgs are noted. Low self-esteem,

less developed senses of personal respons1b111ty, and .fear of . '
rejection by peers in competjitive situations are cited as ‘potential
reasons ‘for the difficulties of hearing impaired students under the -

students establish pos1t1ve but realistic expectations of themselves

in autonomy-oriented sett1ngs is suggested. Practical approacht% to
helping hear1ng impaired students’ feel more comfortable in b
compet1t1on oriented clasérooms are discussed,- 'sych as establishing a
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‘ﬁcardner (1965) has stressed the 1mportance to society of ‘having 1qd1v1duals

i) v
-

«TQtiVItionel tendencies in students is'itself‘an-important educational goal. T
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Research on Motivation in Educational

Y

Settings? Implxcatxonc for\Hearxng-Impaxred Studeuts_
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A foremost concern in® education is the creatxon of lelrnxng enviromments

. . -
. . I x

that*ere optimally,motivating. 'Encodraging'the development of pertxcwlar '
. o . . ..

-

‘who are commr}ted to achxevxng excellence. It is only. this way that indx:://\&

vxduals and oocxety can achxeve their full potentxal. Another goal is the

promotxon of a humanistic or;entetxon,\l.e. an erentatxon in which the student*.

) -

is frzendly, able to eupport others, empathxc and toferant of 1nd1v1dual ' ;#

e - .

dxfferences (Axonson, Blaney, Stephan, Bleney, Stephan, Sxkes and Snapp,

1978) In addition, motivation is crucxel for learnxng. - A poorly motivated”

ltudent wxll learn little, even if ebxlxty if hngh (Walberg and Ugoroglu, ;
4 "\ *

in press). Furthermore, at the poat-oecondary level where education is. not a

¢ r

4 : !

compuleory, lack of motivation ‘is often 1mpo;§ant underlying reason for with-

. oo . : . v * L
: - e - o o, 1
drlwal (kgxte, Note 1). ~ =~ ‘ ‘- ,t ,--" . i
" Research on the 1mportance of motivation to education has been restrxcted -

n

to a few populatxons, euch as non-handxcapped ltudents from mxddle cl,ss
i
backgrounds (See reviews of thxs work by Ball, 1977; Johnoon and Johnubn,

O ommerwm e e

1974 Haehr, 1976 Slavxn, l977 Wexner, 1979.) 1In ccxtrast, ‘other pOpulatxons . @

A ) _ X

qf etudents such as thooe V1tb physxcel dxeabxlxtxes hs ve recexved considerably '
5v~'b . Fd

less reoearch attention. Por example, a recent review of reoearch on. deafness. - ' '%t

by by’ueudow (1975) does not 1nc1ude s angle ctudy on the relatxon between s 7;%5
< rg ! _ P .\.:'

motivation and educatxonﬁl echxevement. The pre;ent paper is eoncern;d vith - X
‘ , i . . _
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_the mofivation of hearing-impaired etudents, pertlculenly thoee~q§ the secon-

dary. end'pos't-eecohdary leve.ls‘. &earch in thxs area nught suggest mstruc-

) .
+

- : tional approaches that can 1ncrease the notxvat1on of students, and conse-

v

quentLy help them educetxonelly. : . L ' ;

3

= E - The type of motxvetxon thet is noet etrongly elxcxted in class will

qz;ewd upon whxch one,xe rewarded end encouraged (SIeV1n, 1977; Veroff, 1969)

’tﬁ\“ and that of other" chxldren he may be encoureg;ng motxvetxon ‘to be competxtxve

L3

1f theltéacher emphaslzes to the etudents how well they are performxng rélativ.
to their preV1ous achrevement, he may be encouregzng motxvatxon to be eutonqm01
o\ T
Fxnally, 1f the teacher emphasxzes "teem.work" and the eharxng of rewvards,

1
l

‘he may be encouraglng motxvatxon to be cooperathe. Each of‘thehe orientations

has its benefits . and drewbackc, as su equent/d1ecueexon v111 ehow. Purther- :
- more, it seems. that each orxentatxon deservéc s plece.xn the.educetionel

4
LR '

PrograLu o o : L

o, . . l

o ~

ques to,motivate.studentef For example, tuo classrooms with an autonomous

‘ - R .

motivational orxeptatxon may heve quxte different effects. In one class
¢

the material 13_1ntr1nsxcally 1nteresting and the student is responsible
. ) : ' ’
for monitoring his progress. In“this class one would expect a high level

| of intrinsic,m6thvation among ltddentst In enother class the material is
dufl and the teacher gives @ grade for e.ch~1¢.:on. th this cleee ofie would
* . expect ; lower level of intrineic notiyetioh. (Intrinsic motivation wé?},
A v o o
be defined later.) -

If the teacher emphasxzes the comparxaon betveen the etudent 's own performanCe

The reader should note that each orientetion'permite a variety of techni-

.

»
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Indxvxdua} dxfferences qre ;lso 1mportnnt., A student 9{‘“3’ with ‘hiin

» ‘ﬂ )

[ . -to the. clasoroom certaxn peroonllxty characterzotxcs that wilk 1nf1uence
» . e [N [ -
~hxo‘#nterpretatxon of a partacuiar motivatiogpl stxmulus. The nanifest res—

Q

ponoc 1tself however , is oxtuatxon ofecxfxc. Motivation is not vxeued as.

MY
.,.

s general #Ersonalxty charactet;stxc that is hxghly predxctxve of behavxpr

-

in a wide varxety of aatuatxoué Gef/uxschel, 1973)
_/

Figure 1 (page 5) 1dentxf1es dimensions ﬁrat geem 1mportant in understand-
g 4 g .
ing otudent motxvntxon. Subsequent dxscussxoﬁ will be poucerﬂed thh these

dxmensxon&ﬂ~'I!h the effects of autonomous-, competition- and cooperatxon— |
" & : L

orxeneed classrooms being emphasxzed The first half of the paper reviews

.,",,- ’
! .

fresearch on no}mally hearing students that seems to have 1mp11catxonn for

-understandxng the mothaﬁxon of hearxng-xmpaxred students. Vk'// '

Research on=Normadly Hearxng Students

P in Classrooms With Dxfferent Hotxvatxonal Orxentat1ons

°

Autonomy—orxenccd Clasnrooms B

Classrooms in vhxch the criteria for achxevement and rewnrd are not

relnted to,other otudénts performance seem to encourage an autonomous, orien-
:ation to achxevemedtw Ind1V1dualxzed ;nsttuctxon is an. example of such |
a situation (SlaV1n, 1977) | . < _k \ .

. One advantage of the claserOm that encourages an or1entatx6n to one's
ividual efforts rather than attending to competxtxon is t‘ t it may

1
be a partxcularly healthy vay to engage in learning (Cowxngton an Beery,

own ind

-

1978) An emphasxs is_ pltced upon otudentn takxng char;e of certaxn nopectc\

, ‘of their own. learnxng, Students take on more (espon31b1lxty for - their goals,

performance ltnndards, level of aspiration and the pgce at ‘which they will

. - T
v . 3 ' N .
. .- - !
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¥ Figure 1. An Overview of D:unensibns Penainmg to -
E ¥ - . ~ X P \ s ¢
. J S - - .Motivatfpn in- the Ciassroom "f.“_ _ e
) . \ A N . a s
: n) . . -‘.". s ._ j - N
. . ’ '] L ) . o . . . v
\ . T » o o
w Determinants of . ~© Componetits of | CeL
" .l , P ' the Motivational - _
Response Response L
_ : g - L
- L. ; ' . o . " bl . 0 .
iflassroom orientation 1 1. Subjécfive reactions of
) . ., ) . o ' ¥ -
‘a, Autondmous 1 ) _;he student to the class
S , : . room situation (e. Bor" .
- b, Competitive 1% . _ edpectations for success-_
g .c. " Cooperative & oo iiikgompieti nofa . .
. ' '. . . / LI . ‘:T"_ . . ] ..

. ' 'A "1 ’ - . . °. \.I iF ~
Characteristics the ’fﬁfl/ar Behaviors that imcrease o
student brings ‘to the - R P :

: s N or decrease learning L
. classroom situation (e ersistance) o
.(e.g., self-esteem) LN 8.4 P ) y _
, : . —— )
' - 4 . ' * /.
. . t - . " . . o
) s v .
. Note. Arrows indicate hypothesized direction of causality -
’ /
. . - Sa . - (. .
/ v 7 ' 4! N ( . a ‘
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: learn. Cov1ngton and Bee:y (1976)Asuggest that ‘in eetQ1ng goals for them;tl~.“ ' f
3 v¢§s students negd apprpér;ate ntandards of nchxevementffor evaluat;ng the1r ,f: |
. ‘,..' oo L, a et
performance. One.;;xte:}a that 1q‘ofte? approprxate‘xg that gf-exceed;ng e -é.b )
..+ - one' odown pre;ioug paifordanze.'_'.T .; ) .‘2 g, - :_. ) S B
é’ A SR . . v ...“, _ &

X In order for. ‘such a cr1tet1a of performangg té be an effecﬁxve means

LY
"' . v * "- . ! -

‘\for»mcthatlon, xhe student needs to have the - abllxty to establ1sh rgal

L

.goals (Cov1ngton and Beery, 1976) Wheé the rtudent wp&ks toward s rea11st1c

goal, he takes on personal. respons1b111ty for oucceqs.. "If the ttudent falls

-~ 0

3 ¢ / : )
.dhort'ag,hih,goa}, blamermptg na!urnlly goey~to induffiégent effort since
) -~ » a " s . i . 4
Lhe task was: manageable._ By the oame token) success. 19 seen as the outcome '
1 b Y
- ef akxllfufﬁeffort (p. LO@) J Researc dxcatts that 1f-students are encour- -

PRI

At

'aged to engage in such’ goal~oett1ng bgpavxbr, academxc performance can improve.

[y

mat1c1:a6h1evement 1ncreasedx£hf

| In add1t1on, Covxngton and Beery.(1976) luggest that in order for indi-
'vidqal goal pqt:}ng to oerve_:; a prima;y motivational fo;ce, students need |
.to be ;blé‘to ac;efz‘iéei# limits:and to be capable of rewarding ihemselgés.

;
, e ) /
a’ ” . . . .

' Studeq;s need to realize' that at any point in learning to do a complex task ' : -

.
. Q ~ N

. * » v . . .
"),_ . . ¢ . !

‘well, there_are limits inﬁfheir abiyffy to perform. "Students must be helped, - /

“In a mathematxcs class for fxftip::;de children us1ng this approach, mat he- o '“

grgde levelc (Alschuler, 1969).

; |
L3 ; T

to accept their limiintions wvithout devaluing themselves or their ability

' ' . T [} \ ‘
tq‘learn (p. 94)". At the same time, students must be willing to accept '
{ : " ' ' ' T
" “their success when them achieve or exceed the goalq they set for themselves. ¢
' _

\The puriuit-og’nchievement ngendé to a significant extent on a capacity

.+ Jfor“positive self-reinforcement. .

-
ey
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e responsibility for certain aspec

of thexr own learnxng hab recentli ived'cohsi&erabie attention (Weine
. * N . ! ’ R : .
1972' 1979). For txample some mqtivational research has focused dn the j -

_ ' R : : - < -
.eeived causes of academic success and failure (Fyans and Maehr, 19793 Dwe

Davidsemy~pelson & Enna, 197; fimon aijd rexcher', 1973). Siffon and Feath -

(1973) luggest that students pércevve K

lmount of preparatan“ ;: nn”impor
&»

determinant - of success.- oh college exam

[

. when the otuﬂent engages in oet'

~

. " his own goals, the atudent 13 more lik ly to atcrqute responaxbxlxty fot

~

_ _ )
determinaﬁts of academxc performance.

L] ) \’
o the i nimum grade that atudents wxll be

rades students expect to obtain ar

atisfied within a particular cour

b _ : O
_are axgn1f1cant predxctors of actual.gra in that course (Battle, 1965a; §N>

t

Uguroglu ‘and Walberg, 1978) A'possible r n, that expectntxons predict

grades is that students with hxgher expectations wxll persist at academic

taqks for longer perxods of txme.. Battle (l965b) found that junior-high

S school students who expect to do well in mathematics and Engllsh generally

o3

persist. longer at theae tasks than thooe who do not expect ‘to do well.

-~ .

. !;
v The autonpqy~or1ented clasa;oom and xntrx sic motxvatxon. Claoorooms,
? E R .

encour'g1ng an autonodbus or;entntxon seem to crente a

learning environment

v

that enhances 1ntr1n31c notxvnt[bn. Deci and Ryan (1980) defxne xntrxnoxc’

motlvatxon as a need for" conpetence and lelf--determxpatxon. Injxxnoically
» y ’ :

g

motxvnted behaviors are operatxonally defined-as thos: that are performed
in the absefice of any

P \

apparent external contingency (Deci and Ryan, 1980).
When the task io~in%rin3£cally wotivating, the reward is ao}uﬁhd to be impl-

>

-

\
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g °

A

-

‘#5‘ students (Deci and Ryan, 1980).

~ notivhtingsacfivities may enhance one's ibility to learn independently.

’(Note_Z) hypothesized that the extent to which teachers believe in dealing‘

B ad oo®

”?

in the task it;glfQ_ It seews important to include activit&eé.thdt’are“iﬁtriﬂ*

o

. sically motivating in the éducaticﬂal program. 'Expgfience.with\fhtrinsiéally' :

oF

Hhen the student is sensitive to the 1nherent1y 1nterestxng propertxes of

-an activity, this mo?xvatxon may prov1de the 1mpetus for 1earn1ng 1ndependently 7’

Hhether or npt § task will be ;ntr1n31ca11y_1nterest1ng depends irn part upon
the individual's perceptions of that task, as well as certain inherent pro-
’ - 4 Lo .
perties of the task itself. The reader should note that, of course, there '

~

are mwany appropriate classroom activities‘khat have little intrinsic intérest

L 2

(Bates, 1979). For these tasks: the notion of xntrxns1c motxggtﬁpn has 11tt1e
appl1cab111ty (Dec1 and Ryan, 1980) )
When the classroom fosters (a) feelings of éompetence and (b) a sense

of self-control, 1ntr1ns1c_mot1vation is enhanced. Deci, Nezleck and Shexnman

with their studént.s'in a way that~‘ges sutonomy influences thé intrinsic

motxvatxon of the1r ctudents. Teachersa ho encourage ahtonomy wduld,be expected ~ , -

to have students with hxgher 1ntr1nsxc motxvatxon and perce1ved competence

v,

than teachers who are qpre'controllxng. Deci et. al. (Note 2) conducted
e Lt - , ‘

a study of 610 btp76fh grade children in 35 classrooms to compare students

~with autonomy- and control-oriented teachers. They found that.children with

autonomy-oriented teachers were more intrinsically motivated; furthetﬁore&”

children with autonomy-oriented teachers perceived them-as) providing more

encouragement of personal responsibility and internal control. While this .

ctudy dealt with elementary school children,'there is considerlblé evidence
AN

Qenonstratxng that it is pocoxble to hlter the 1nﬁﬂpntxc motivation of college

e AN

P
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ed, goals sget by students themseive§ are ﬁotivating. Goals gxplicitl>

- B o . . X .0 o‘ . ) . y
{flgd by the 1nstguctor a1a0'1nf1uence students' motivation, An instructor

can set nonspecific or specific goals for students, An~exqﬁp1e of & nonspec
s : ' -

Fic goal js the instructorfa Statement "po your ‘best".  Specific goals specij

vay of providing atspedific 80dl is to set a Performance goal that is higher

. than the studentfs own previous ﬁerformance. "For_ example, the atudenélis-

but to get more of the problems cbrrect{u Rosswork (1977) conducted a afudy
wi;h.bth gradetchirdfen and found fhat]apecific goals lead to_higher:perfornan
- than non-specific g8oals on a vocabulary—learninglfask. Of course it is not

clear whether these findings are.applicable to gollege.students." 5

they must reach. Fhrthermbré,_teaching is” geared tovard these objectives *
. 8 2

¥ . . .
(Cévington and Beery, 1976). 1In addition, absclute standards -tend to Loste
. . .

a positive interpretatiop of failure, 1f there is a vell-defined standard

2

of perfoimance, failure to achieve .the standard tends ¢ motivate the students \

.l‘ K
) e

.
+

to try harder._ fIn coﬁtrast, when the teacher's evaluative‘bommen:j focus
: - o
_only on the p?rformque itself without reférence fo exterha}.tSQnd&rds, i'iluré_ _
'Q\ tends to lowér motivation'(Covingfon_and Beery, 1976,_p. 104) v .
' \;\ _ "Contrﬁct grading"aio another way that inatrugto?clcan tpecifj goalt-
.féf their'ntudents. In one form of'c;ntract grading,-fhg reqﬁiremengt for ¢

attaihing'each grade level gre clearlx specified and students gre asked to

' \. . )‘ . . \-’ . -
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‘sign a contract ipdicsting the grade they lrc’t(ying-for./ A study of college

-

businees students found that those in a class with-cohtract grnding spent

- ’

.,f
almost twice ns much txme per week: in, clasl-telated activities than those -~ .

ina trudxtxonal class. Furthermore, the students percelved themselves as

.

having greafer con&rol over the grade (Homme 1970 Polcynsk1 & thrland

1977) théy would receive in th& class with contréct grading. The two findings

5.

. . A ,
may be related. *Under'tontract grading, students may feel that more effort

.is required to achxeve a high grude, ‘but they are w1111ng to exert themselves

Fd
B <Y

_ becquse they have ' greater personal control over the }lellhood they will

\__ '
nttaxn thexr goal (i. e. tﬁe desxgnated grade. ) < A

A training program developed by DeCharms (1976) xnstructs students in )
using goal—setting processes . The emphasxs of the program is to teach students

to perccxve gonls as challenges rather than as threats. Students learn tb

’

set. rcal;stxc goals based on their own probability of lucccps. They also
receive training in plannlng their work and in accepting personal responsx—

bility for their actions As a result of the ‘training, the performance stan-
4

. dards of the .students are brought into line with their ability to attain

-

them. DeCharms' reséarch on the effects of the trainingniﬁund that inner-
Co \ :
city children who received training? (a) Had a greater sense of control y

’

of their own achievement; ofd (b) had a higher level of academic achievement .
It would be interesting to see whether the trnininglwohld also be effective
with henring-impaired/zollcge~|tudents. -

)

Competition-oriented Classrooms

®

In the classroom with a competitive orientation, one student's receipt '

of a revard deminishes the probability that another will receive the sane

»-

J . 11 . T, ,

TRV A 28 - P R ) :
0mooaw . Cor
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rewvard. '"Grading on the curve'" is an example of ‘& competitive reward structure . °
) -~ . 3 s W ’ .

. C A . .
1f one student works especially hard to make an "A" and the number of A's

e
o

is fixed,'thég;that.atudent‘s‘perfOrmahce'redpcea the probability that other

-

students will also receive A"s (Slavin, 1977).

Grading on the curve provides adci‘l-compariaon information. SOcial-“

'comparxaon 1ﬂformat10n can be motxvatxng becauae it 1nforma 1fﬁdenta how

"well they are doxng or how well they could ‘be do1ng (Veroff 1969). 1f,

4 ®
agzer an exam,’ some students recexve 1nformatxon that their test scores are

higher than those of their_peerp; they may interpret this information as’

a reward that is valued in American‘society (Snyder.,-1972). If‘é;ddeota
S | AN
learn that many other students performed better than themselves, they may
] .. -, . . K - - a L
traﬁélate this ipformation into a goal for futqre performance“(Veroff 1969)

Thus, when aocxa1~compar1aon 1nfonnatxon is provided in the ciaaaroom, 1;

»

constitutes a means for evaluating effort and for determinxng one's level

- p I
<

of achievement. N o A
uarack1ew1cz (1979)- compéred the effect _of social- comparxaoo 1nformatxon
with that of 1nformatxo; pertarnxné to an-experxmenter provided goal, Int
“the former case, feedback was given atat{\F that the atudent.dxi\betfer than
xhe average atudent 1n Ehe latter case, the feedback ngen wvas that fhe
arpdenrhad artained Epe experimenter provided goal. Stndenta'recexvxng " |

* the aocial-compariaon feedback'shpwed higher'levela of.perceived competence.

One interpretation of this result is that the social-comparison condition

E . A C e

. provéded more information indicating that the student waa-competent.,'ln’ A >
\.l .4.._ 1

elated otudy. Ames -and Felker (1 32’£2ﬁ—9 that chxldren vere more. aatiafxmf

-thh their performance when they learned they had perforned aucceoafully ) .

N~ - g--‘ -




‘processes in the axtuatxon. In thxs sxtuatxon, "the rehquonshxp_bEtween- R

"*;vaatxonnl approach fncxlxtatea lenrnxng. :Soqul-compa:i on information seems

@\ .-‘ ) o ._. § ’-:. . . ' . v
e . . - . , a ' . . : . . _: . .. . w | ] ] .. o, - ) I. \ v o :
ih a aituation where the'reward vas blied on competition than when they had ' '
performed luccessfully in a txtuatxon where. the reward yas based upqQn cooper—._ Coa .
M ) Y oa { B ‘ -. . . LT j..' . ; N . I >
ation or.individual ‘effart. S " o AT L
o~ . "‘. .- . - o {,a . . - . ] ' )
It uoﬁtd-aeed that in order for teache;n to effectively n‘gage,clasa;obms .o
4 4 | :

Kl

'v;th a cqmpetxtxve qrxentac!on, they wquld need to’ be :Yare of the motxvatxonal

.

h
.

one's lelf evaluatxon of abxlxtxes and. ectual academic’ performance is 1nflu-
enced by the student's perceived ctendxﬂg in relation to.peers;.x.e. ‘the. .

students' perception of their owr eqmpetence_ii based upon the comparison :”}. 4 7

" of abilities with peere (Rogera; Smith, anﬂ CoIémah, 1978)._ Furthermo}e;;

g - o'

wherf students percexve their peers as expectxng themselves to be motivated,

. -

they are more\Jxkely to expeni effort in the classroom than vhen they do - Lo L R

qot percexve thexr péers as expecting themselves to ohow hxgh motivation

+

(Mxtchell .and- Nebeker, 197 . oL ; ‘ s v
.Ther_e _'_xs_n qonnde ’ !"c__‘:\*nmong students ion.their renc'tﬂions to ‘ L _
s -fcompetif;;ﬁrely-btienc @ (Crandall, 1969; Helperin and Abrams,

:1.19;3): ?;or expmp}e; Ha‘*e ) ”._ :igms cuggest“that women etuden;s who :%
enjbyicﬁ!ilenéing,pituations | 1w$o.tend to noeume tetgoh.ibiiity for their _ﬁ
own: pertofm;nce have hxgher“expectatxone concernxng the1; own pevformance 1' _ oy %

';n a course than do women otudeete who ‘do- not enjoy chlllenges and vho tend N _.' ‘ :g
to nidxdjreoponsibility._ R R | __
-0 g Y . S

A

An 1nportant consxderatxon~for the teacher xa‘whether a particular moti-

a ' 2 .
most fgcilitutive when the task is oxmple. McClinitock and Van Avermaet (1975) ’

P S e
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Ca - ~

. . ' . - . ’ “
compared the,effect of aocxal-conparxaon feedback comparison of othera per-"

formance thh one s own) w;th that of aelf—conparxaon feedLack (comparxaon

of current performance with one a own prevxoua performance) for. two taata. .S

(a)- croapxng-out numbers, and (b) paxred aaaocxate learnzng. l'v'the simple
' “
task, performance vas hxgher under the hd%xal feedi.ﬁg ¢qnd1txon than under

[

the self feedback condxtxon. On\a more complex, paxred-aaaocxate learnxng
A4

ta;k however, there vas no dxfference in performance under aocxal and self

f) . -

comparxaon feedback condxtxona.- In thxa situation and in aimilar circumatanc

. ‘-v - .
- in other studies (e,g. Johnaén, Skon and Johnaon, 1980), one flnda ‘that a-a \

competxthe axtuatxon does not neceaaarxfy result in optxmal 1earn1ng. iA =

o
*©

‘,competxtxve classroom can generate too much concern about vxnnxng and -too

' 1
‘ much anx1ety about losing. Thus, the competitxve sxtuatxon aeems to have

an effect a}mllaé?to that of hxgh-magnxtude reinforcera. Haatera and Mokros

(1973) have poxnted out’ that hxgh-magnxtude 1ncent1vea aometimea retard py\\
. &

formance on learning tasks because atudenta becomé preoccupxed with the rein-
~

Alh.‘
.

forccr and dxstracted from the taak. If a task is complex, and if social-

9

-~

comparxaon feedback constitutes a hxgh-magnxture 1ncent1ve, atudenta nay

perform poorly becauae they are dxatracted from learning the cues and actiona

that are. necessary for the correct response.

'Negatxve conaequenceanlaaarooms with a'coﬁpetitive orientation. In

A competitjive aituatipn.it'io'poaaible for the student to be overly concerned
about his’ perfornance in relatiogggo the group norms. Veroff (1969) auggeata

that exceaaxve cbncern occurs vhen the aocxal-comparxaon dominatea the student

-

basis for eateem. -Such - student does not treat social~comparison

.
. . ) .
i
- v . . ) ‘ .
{ ‘,
. R -f
. . N
.

+
+
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‘information objectively and does not use the information to discover ways .

k4

to ipﬁfbve his pefformahee.

; A“Othei ““hgllthy fe.POl'l-.e to iOéill ‘comparison occurs when the ,c_lompeti- R . R
tive.aituation-genefatea conaiderable.anxiety in_tﬁe atudent. Such afudenﬁa |
a?e'eeeeerned abdueldding ﬁbquy felatiye to.peers} furehermore, :ﬁ;y bellevg
that one possible eongequehce ef ebing poofly is thet Ehey will ;eceive“diqap~'-

B : v - C . . < / |
proval either-from peers or from the instructor (Veroff, 1969). . R Sk

_ < . %}-n'
- -k

COV1ngton and Omelich (4979) auggesb that many atudents adopt certain
atrategxex 8o that they wxll not auffer too much humxlxatxon xn situations

}
where they perceive themaelves as faxlxng. Studenta are most likely to adopt . ' ‘.i"

' a6ch atrategxea when there-xa grading on a curve. Grades;:;e threatening ' : * 5-
. bdcruae they axgnal success or faxlurel/aﬁﬁd:;;“;saa1b111ty of failure is - . o ¥;
qlLaya eminent. In the competxtlve gradxng aystems the rewarda are fixed : .

ao’that fd/)oﬂb student to feel aucceaaful, others must experience failure.
l-.vaen this situation, the, optimal atrategy is to put a limited amount*pf
. : 2 : - o

~effort into an academic taak;'however,\do not try too hard, for it is important

to have excuaea. Studenta are afrfid that if they try they wxll faxl. "It

i3y
is dxffxcult to imagine a atrategy better calculated to aabotage the purauxt
of perapnal excellence (p. 178)." Covxng;onjand Omelich provided evidence

to support their contentions ig a study of .students’ responses to a hypothe~f;

-~

tical achievement situation involving failure on'a college exap. Student'a_
vere asked to hnaiine themselves as_having failed the test. Students viewed ¢

tbemaelvea as most incapable and expressed the greateat anount'of diaaappoint-

ment in thenaelvea when the failure followed extensive preparation for theg

exam; Bowever, if the atudenta had an excuse for thexr faxlure they were” . : : "f_ﬁ

|

*
X M . K },.J
1

! < . T S - : : o B
i,




. not as diasgppointed in themselves, "In a_relafed ctﬁdy; Snyﬁer and Katahn
P - (1230) found that ttuaehtq;exprgcned ditsappointmeht in themcelveo'féllowhﬁ

fgedﬂick that they had dqné'pootly on an exam,

i~/
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so-ch?t they can learn fﬁ.deal Qith compétitive_tftu;tions where fheit per4f.
' formapce is important to them aﬁd!Qhere,it ﬁﬁli be evqluafé&, The ScholashHC
Aptitude Test is one1€xaggle °f.'“95 ; tiguatiog.' Another excnpig\itifppuﬁkg-
'.for-a job when there is mote then dné applicant. In order to deal ef&ectiv@ﬁﬁ_
‘in a compgtf{gve.si:uation, stud;nts need té'view tbe_coﬁpetitive ;itqation'
objectivelf. 'Ihey need to treat the situstion as one that will provide infer-
matioh_r;tﬁer thaﬁ as an Anxiety proQQking egént.. Studentsrcnn be more objéc’
pive.if'they realize that they often have ; choice betwegn engaging in ;
,coﬁpetitive.activity or'; non-competitive o;e; ‘urth?rmore, they nééd‘to
realize thgt oﬁe's'nchievement in competition is mly a part of one'w self, .

and the evaluation of one's gelf i, also iufluenced by other considerations.

Teachers can take Steps to reduce the most debilating effects of compe-
b ) ! Dt o

tition, Anxiety over the péciibility of receiving a low or failihg-;radé ‘ f;'

' \ ) - ) 1 ' . : ;

can be reduced by p&oviding students some degree’ of control over the-grndema-t;?
4

) o | ‘ - - | R




S T R 1S &

K they vxll receive and a guarantee agaxnat recexvxng a fezlxng grade. dne'

' . ’ 4 q"‘
vay to 1nst1tute thxa guarantee xa for the teacher !o eatablrah a nxnxnum
. - . ~

N i

grade, aay acC, whxch 1s asaured for neetxng the basxc requxrementr (Beery
gand Covxngton, 1976'«Harrxaon, i969). This procedore nxght’nean eatablxahxng
s -1nxma1 levei of nastery acceptable to the te,cher:.: C ;0

Another technxque a tca;her can use for pgeeentxn;.aocaal-comparxson
; v

rnfornation is to provrde atudenta ‘a relatxve low level of performance agaxnst

0 L

\

.vhrch to conpare thenaelvea. Snyder (1972) compared the performance of atu- -
" dents in an- :ntroductory psychology i?urae wh;n the atandard of compariaon 5gh
.Efor evaluatxng perfonmance was exther h;gh, uedrun or low. ZStudent'Q recexrxng
the low comparxaon IZvel (in_which 902 of td% aubJects exceeded the standard)

howed the hxghest perfbrmances' Snyder (1972) auggests that the’ atudents

-~

R 3

who received posxtxve rexnforcement regardxng thexr performance may have

been more hxghly motxvated to contxnue to Learn the haterxal. On the othet

hand when the the atandard of comparxaon was hrgh, atudente may have become

A S ;\;- b A N

discouraged and not. contxnued to pay at;cntzon and atudy.

3 ' .
An 1natructor can glso take delxbprate ateps to reduce the level of.

anxiety that atudenta experxence in a ;‘fpetxtxon-orxented claaaroon. The

3

procedurea 1nvolve retraxnxng atudenta ao that,xhe atudent attends more full&

'(

to the task. at hand rather than vorryxng about failure (Beery and COV1ngton,

[ s - . o . .
197 ). ' '

A R 4

Cooperation-oriented Classrooms

“

. In the classroom with a gogpétative orientation, an increase in the

v : . N

- performance of any student in the group increases the probahi;ity that the

N

group will receive a revard vhich will be shared by all members. -An example -
0 " ) . ‘ .

€

I'4
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~of such a classroom situation is one in which there is a group pro;ect and

)the teacher aasxgns the same grade to all members of the group partxcxpatxnf}

| o . in the proJect.

A maJor benefxt of the cooperatxve sxtuatton is that 1t f‘d‘gltisé/

learnxng on proble?~aolv1ng taeks.- On the whole, atudxea c0pparxng,’irforneww£

L_.f : E - on auch tasks have reported hxgher performance for the cooperative setting

<

than for those orxented toward autonomy or competxtxon (Johnaon, Skon and _ﬁ.:w;
Johnaon, 1980 Johnson and Johnson, 1975) - Johnson, Skon and Johnson (1986)

| ' auggest three factors that can account for auperxor performance in the coope—
C . '\ /

, _ ' rative aettxng* (a) Students develop auperzor problem—aolvxng atrategxes
i B P i . . 4
‘ ' » in group work; (b) the mediun and low ability students _benefit from the 1nter~

I [

actxon with the hxgh abxlxty atudente, and (c) group work foatera loti’vatxon
E\‘ B g "~ to achieve. . In a study comparxng each of these factora in autonomy-, compe—

-

tition-, and cooperatxon-orxented claaarooms, Johnson, Skon and Johnson had
atudents perfonm threp problem—aolvxng tasks. ‘The cooperative rituation
coosxsted of groups ofiatudeote vho.were instructed to work together as a
grOup to share materials and ideas; to help each other, and to'enaure that_

N R each menmber was in@ol:fd. In these groups the members were responsible for

U
agreeing on the answers and for learning~the material. The qualxty of the

problem-solvxng atrategxes students u ed vaa obaerved for each type of class-
room, They found that atudenta uaed a;perxor atrategxea in the cooperatxve_ r

@
condition. A key factor was the discussion among atudenta. Students at

»

§ all ibtlxty Ievela seemed to gain insights from the. cooperatxve/dxacuaaion. {

In addxtxon, cooﬂiratxve iﬂteractxon seemed to ;enerate perceptxona of more
'aupport and encouragement for achxevement than dxd the other two condxtxona.

t
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Not- all research on cooperat;ve ae/}ings, however, indicates that this : n

s - »

aetcxng yields more posxtxve motrvatxonal effects than autonomy— or competxtxon-'.

2 .
.

oriented settings. Ames and Felker (1978) auggest that when there is group o

[ »

' faxlure, evaluatxons of 1nd1vxduals are harsher than in autonomy— or competxtxon-

o J_ oriented aettings.i Furthermore, when atudenta were aucceaaful on a puz;le .

| "”..taak they were more aatxafxed wzth thexr‘perfqrmande in competxtxve and
autonomous condxtxona than 1n the . cogperatxve one. Host of the atudxea deallng
with the effects of cooperatxon in the claaaroom have uaed chxldren as aubJects

+

(e. g- Johnson, Skon and Johnaon, 1980 SlaV1n, 1978, Ames and Felker, 1978)

.However , the fxndxngs from these atudxea appear applxcable to college aettxnga. ‘

'Experxmenta on the effecti of cooperatxon upon college atudenta performance

on 1aboratory tasks are consxatent thh the 1nd1nga"obta1?¢ﬂ7with chxngeh_

. (.Laughhn, 1978). ;- L : 4

Aronson et. al (1978) have developed a' procedure for creatxng a cooper--
ative orientation in the claasroow. The\key 1ngred1ent 1n their approach
is to create a learnxng proceso 1n whxch it is 1mperat1ve that atudenta treat.
each other as learning resources.. The learnxng proceaa is atructured so
that ingividual c%mpetitiveneaa is 1ncompat1b1e with aucceaa” furthermore,
the_procea; is deaxgned so that: aucceaa can occur only after cooperative

L4

i behavior has occurred. The process haa acquxred the name "ngaaw Claaaroom
» .

since it is h.ghly remxnatcent of a ngaaw puzzle. Students form groups
and each atudent in the group is reaponaxble for teachxng part of a lesaom.
"i Students are tested for knowledge of all the material, but only one atudent -

presents the material for a particular part. Conaeqoently, both 1nterdependence

and active learning are required. “Evaluative research on this procedure

T



indicates that a coopératxon»or;ented Classroom can increase student's liking ==
of echool, eelf—esteen and vxllxngneae to use claoemates as learnxng resources.

a.

Purthermore, atudents master clasnroom materxal as well as they do in tradx-

o °

: txonal claenrooms.

_SIavin (1918) hes also developed a proceduri/;or creating a cooperatxon- ﬁﬁ
oriented classroom in which student teams are used. In this procedure, stu-
:'dents are essxgned to 4 end 5 uember telms cohsisting of, etudente at varxoue o
levels of abi}ity. Studente work together durxng etud§ periods to help each :
.other learn the materxal.‘ sﬂbdents, howevet, take ‘tests 1nd1v1duu11y. Feed-:
‘back 18 g1ven in two ways' egﬂp team score, and as eocxel-compar;zon 1nforma- f K
_txon where 3tudente ere compared thh others of the same ability level. |

In a comparison of perfbrnance 1n this aetting and in a coﬁpetition-only

condition, Slavxn (1978) found that partxcxpatxen in the team treetment in- ",

- —

creases time spent on the task and. leads to perceptxona of 1ncreaaed mutual

concern and peer support.  The two treetments,-however, did not make a dif- ' 4

ference with respect to the ecedemxc achxevement of the students in an BEnglish
SO B / ‘

unit on language mechanics. . ' -~

' The discussion of research on normally hearing student’s has raised a
’ s - . 4

numbe;'of issues that seem to have implications for understanding the motiva-

~ 15.

-

tion of.ﬁearing-impaired students.. The remainder of the paper will conexder ';ﬁ
these: 1esuet and revxeu risearch on the peycholog;cel cherecter;etxce of

hearxng-xmpaxred etudente an order to make euggeetxone concernxng the moti- - J
', -

q‘ronal deﬁermxnants of heerxng-xnpexred students.
. \“

ha
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Stxnson (1974) 1nveetxgated hearxng-xmpaxred boys notxvatxonel predxs-

) .
posxtxon toward autonomoue achievement etandlrdt. The criteria for achievﬁnﬂd

was ‘based upon tﬁe.chxld'o own prevxoue perfornance. There waa no eixnxfxoan*

difference in. the tendency of _the hearxng-xnpaxred and nornelly hearxng boyS

(8-13 years of age) to aelect ‘moderately dxffxcult tasks when the etandaxd

& .
vas eutonpmous. Thus, in this partxcular instance, the motivational oriena-~

tions of the two grbupt seemed similar. .

L

Educational goals. An meortant atlumptxon concernxng the uotxvatxon

of . students is that ctudento work toward goals, even if the goal 1: elnply :
earning a good\grade.‘ If the 1nst;uc;or is going to notxvete the etudento)
| tnere must -be some goals that the .tudéﬁg. peiéeive as impnrtnne: There
are_individual d;fference:\in the-exteneJto whieh‘hearing-impaired‘etudents
perceive the;éoalu of a'courne as important. Hehth-iing'(l978) compared N
hearing-impaired students having full-txue work experxenéefzxth hearxng-1nbaﬂ'd
students thhout thxs experxence in terms of the extent to whxch they valued
certain instguctional goals in an Englxoh course. _For example, one of the
itemsvin the queetionnaire was, 'Language classes are very inportant to me",
She found that students having vork experience considered the goals of Enghsv\
instruction more valuable. I

1t has already been pointed out that the manner in uhich the Feacher
' eotabliehes goals for etunenta inflnencen their'lotivationf For enanple
goals that cneckfy a certain level.of‘berfntnence on a particular task can

be nbre motivating than ;eneral ;oale; such as ":et a good grade", It seelﬁ

3

#_that it would be 1nstructxonally uaeful to deternxne to what eitent hearing-

impaired etudente are,notxvated wvhen given general versus lpecxfxc .Olll.

»




"~ ! . .
. : “

Another ietue for reqeerch io to deternxnethether the goele thet'etudente o '

set for themselvee rnfluence academic performence. 'When students set hxgher

»

goele for themselves, do they devote nore effort to the course end\consequently

. .

B

ghow higher performance?

-

l

Expectat1ons for perfonmance.' The expectetxons of hearxng—xmpaxred

.

;tudfnte reflect, to eone extent, their actual ebxlxtxes, as is the ceee B }'

for thelr noruelly heerxng peers . A ntudy by Rutledge (1954) euggeats that

~

| tasks on which heerxog—xmpaxred etudentn generelly perform-as well as normally

heerxng peers, thelr expectetxons for success are generelly exm11ar to those o
a2

1£;of thexr-peers. On the other heud, on tasks on vhxch hearxng&xmp;xred etudenta‘_

o

generally do worse than their normally hearrng peers, their expectations
for success tend to be correspondingly lower. - , o - Lo p
Reoeerch with normelly hearing students indicates “that it is poee1b1e l |

to chenge students' expectations for their own perfotmance q',thet these
' expectetrons are move congruent wvith the student's present level of skill; . e
furthermore, these changes 1n.expectetxone can lead to 1ncreesed motivation
(DeCharms, 1976). With respect to heerxng—;mpaxred etudento, Mckee, Stinson { L.
and Blake (Note 3) found that it 10 possible for students to change self-

utxmetee of their ebxlxty so that they more accurately reflpﬁg\thexr actual
abxlrty. Freehnen enrolled in a ommunxcetxon course at the §etxonel Technxcel
Institute for the Deef, a poet-eec*ndery 1netxtutxon, rated thexr communication
ability before lnd after the course. Correletxonal enalyeee indicated that

the accuracy of self-ratings jincreased exgnxfxcently from pre— to poot-couree

-eeeuree in eech of several coununicetion wmodes. Self eetxnnteo of lbxlxty

—

are not identicel to expectatxone for performance in a cqurle, but the tvo

* processes are releted (nggory, lgﬁ9) | . . ' . | S
. | -
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- Self-estimates of ability are related to academic pefformance. Studies’ .

\ ‘e [3 -o' [3 ~ 13 ) .
> with hearing-impaired high school students indicate that students' opinions
ro 9 : - . . . . - ) ] '
_abqutatheir own academic ability accoqntffor_lubotantial_vnfinnqe in.ptedic-

_tions of academic achievement {Joiner, Erickson, Crittender and Stevcnqon,'

1969). This conclusion condegning'the idbor;ance of self-esteem for hearing-

: . & b .
impaired students is similar to conclusions drawn for normally hearing studerds

«  din otﬁd%es invblving the same variables (Joiner é;. al., 1969; Brookover,
Note 4).

_ ‘There is a need for further work in this area; especially, to identify

I. FS

téchniqqes that can help hearing-impaired students establish pooitivé_bu;

realxstxc exppctatnons for themoelves.
4 Potential d1f£1bult1es of helrxng-xmpa1red otudentl in the autonomy-

e

‘oriented classroom.\ There is evxdence that hearxng—xnplxted ltudentl genera!ly

have lover oelf—eateem than normally hearing students (Garzxoon and Tesch,
1978; Schroedell and. Schiff, 1972). (See, however, the reservations about
this conclusion, e.g. Garrison, Tesch and DeCaro, 1978). Level of oelffeoteenn 

s
influences the way people interprete all kinds of situations (c;;ﬁ;z;jonc v

aﬁd B;i;kman, 1979). For examplgﬁ léﬁdentq with high self-esteem nay_;rent
- ' o failﬁre as information us®ful fo;“future otudy, whereas students wf&h low ‘
self~-esteem may reg()h faxlure ao an anxiety provoking experxeuce.. |
;A study by HcCrone (Note 5)° luggeoto that hearzng—iupaxred oudento thi\
low:oelf-estegm are distracted by a failure cxperience. In the study, the
prdblem-oolving perférmance of hearingrimpaired hi;h ochéol students who
vere severe underachievers was dxcrupgrd by prior experience vxth an unsolvable

? . .
proﬁlen.{ In contraot, the performance of. otudento who were at a hi.her lovcl

v -

-~ N . \

o | / R

Q <+ . . ' . . 23 J
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.cademieally was not dilrupted by the prxor experience of faxlure.l'One inter-

- v

pretatxon of this fxndxng is that the underachxevers had lower self ecteem'
and they expcrxented more anxiety followxng fa}lure. Thus, their ability

to perfom vés durupted?

\)I

In order for students to be notxvatxohally predisposed toward an autonbmy-

=t

;mbriented clatsrodm, it nay be crxtxctl fof them to believe that perconai ‘
effort 'is an important detetmxnant of the outcome of events (Veroff, 1969).
1f students do not believe that perconal effort #s important, they may not

) exert themselves because they do not see the relationship between their egfdrts

LY

and goal attaimment.

In general, the publx.hed descr;ptxons of hearxng-xmpaired ctudenti

" describe them as having less of a sense of recpon:xbxixty for their own actxonc

-than do normally hearing counterparts. Meadow (1976) descrxbed hearxng-xmpaxrea
students as dependent, lnd Bodner and Johns (1978) concluded that they -tend -
to have an externally-orxented locus of control.

1z s3ite of the spparent’ unvillingnecs of hearing-impaired ntudénﬁu

to accept personaly responsibility, those who have-beeﬁ successful in ;ain;
;trecmed college settings seem to rccognize that issuping perconalj;gcponoi-
bxlxty for perfornance lc ecoentxal for college success, perhaps more 80

than for normally hearing students. A lur\~y of hearxng-xnpaxred students’

-

attending regular collegec included questioi v about reasons for nuccecc.

Among the most frequent answers were (a) being self-competent, (b) taking
.the initiative in getting hppe'cial help, and (c) hhviug good study habits
(Quigley, Jenne and Phillips, 1968). Raving a sense of responsibility seems

>

to be implicit in each ofmthgie factors. °
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In the mliﬁltreqped classrooms, the provision of support services such
as interpreting, notetaking and tutoring nay fonter dependency. It is not
P . '
clear to what extent students perceive their achxevement .as being due to

thelr own efforts and skills as Jpponed to being due to the help derlved v

from support lervxcen. Conaider student pegceptxonn of tutpring as an example

of a research question in this area. Does use of tutbring reduce the perceive
. \ . .

" importance of studying? Students may believe that in order to benefit from

tutoring it is also pecessary to study. On the other hand they may not study '
as hard when they know they can easily get help,

Classroom - settings that éncourage an autonomous motivational orientation.

. would seem to be well suited for deliberate training to enhance personal

responsibility. There is a need for the development of appropriate instruc-

.tional procedures, as well as for research to detcrqine the extent to which

such -procedures enhance one's sense of responsibility.

-

[J

ggggstition-oriented Classrooms
Are deaf students motivated by the competitive setting? On the basin.
of a few -tudxes, the answer seems to be "yes" (Stxn-on, 1974; Meadow 1972;
Bodner & Johns 1976). Thele studies suggest that 'the motivation may be of
an "unhealthy" kind: Students are sensitive. to comparilénl between their
own performance and that of others because they are afraid that if tgey do
not meet gfbup standards they will be reJected by the group. Furthgrnore,
group lcceptance/rejectxon is an unduly 1nportant getermxnant of self esteenm.

Given this orientation, evaluation situations, especislly those in group

settings, provoke anxiety (Birney, Burdick and Teevan, 1969) .

P



Stxnnon (1976) compi?ed tﬁe rcaponoei of hearxng-xnpaxred and normally

1uar1ng boys in a agttxng thh 'y competttxve -standard in whxch the criterxn
" for perfornance was baaed upon thd,nornc of a reference group. The uormally . .. .

hearzng Loyn nore frequent1y|;elqcted the challcngxng oopiul conparlaon {aok .‘ ,:-p-ﬁ; ("

‘

than dxd the heatxng-xmpaxred uho eended to belect the caiy tack. The béhawxor

_of.the hearﬁ%g-rmpgxred boyc may rgf;ect agwotxvhtxonal tendenqy to tvo;d "

Fhallenaihg social donparinoj!tiéuationn.., 3 - R . i :

e )

Reaearch by Meadow (1972) ouggesto that hearzng-xmpaxred chxldren engage " - ol

in locxal comparxton concernxng thexr dqafnets. Heanxng-xnpqxred ttudentc_ - -.r

. 7

in day cchoolt percexve hearxng percont as more refictxng of thgm and are
rated by teachera o3 lecs ad;ucted to deafnets than thbte 1n a tetidentxal
nchool. More frequent unfavorable comparxlon by day lchool chxldren between_' T
'themselven and thexr hearxng famxly and tchoolmatec nay explazn the dxfference.i ’

’,

.Thie ext€nt to whxch hearxng-xnpaxred lg‘fento treat competxtxve gxtu;tx

>

S .,_\.. o

a8 exther (a) informatipn provxdxng or (b) anxzety provoking nay de' n .
iy ’ : !

) the situation. For example, a gearzngbznpax;ed student may. feel anxmouc ‘\;f .;‘: ‘ S
vhen he is 1n a naxnotrcamed clnaa tbat has an 1notructor vho ;;ndei on the- |
'curve and vho is a hard grader. The ltudent -my feel rellxed i; a social . )
.uxtuatxonlkavxng a conpetxtxve Qlenent 1ufvhxch all the partxcipantc are _' . S e ;sz

&
- . \

pearing-impaired.

«  Even if ihe student identifies vith other hearing- wpaired otudedts{_ ' .
] . .

« he -ly still use nornally h:’yxng peers as a conparxoon group. lelearch - - . ;*  -

ba%,ohovn that xndxvxdualo not neceicarzly perceiving themselves as nenberc R -

s
T T L S e A

of a particular social group wxll still use it for croan~;roup conplrinon

.o -

'(!ppl,'Perry.‘Klt!r lpd-lﬂnylny 1971). Thug! even if therhcgriygexupaxrgd | Lo

* . . . .
- o - - . o . ‘
c B . . - ,
: ) e o . . -~ LX I
. ST . - i
- .
.
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dtudent performc et ] level uhxch 1. -Ore compereble to- th;:’of other heerzng-

w

-

. 1mpe1red ltudentc then to thet of nornelly hearing qtudentc, he may otxll

use. thentec e comperxcon ;roup.' Even vhen People are repeatedly told they

- are perfonnxng below group. normo, they often continue to use hi;her pcrforning
. ‘& . . 4
percons as s reference group (Dreyer, 1953). o : o

. ,’,’

‘1n iddition;, Emerton,‘nurviti“lﬁd”lilhop"(l979?’iuxgelt‘thet hearing- R

¢ v e

1mpe1red people nay oometxmes percexve a double neocege thh reopect to thexr

. otetus 1n the "he;rxng world" rOn one hend, the placement of heerzng-inpexred

@
5 -

: ctudentp 1n the same educetxonel environments as nornclly heerxng people :

, .
conveyp the 1upreosxon thet heerxng-xmpaxred otudentc are expected to conpete

'~

- with normally heerzng peers. On the other ‘hand, beerxng-xnpexred ctudentc
? N

coﬂetimes percexve nornally hearxng .persons as hevxng ‘negative ettitudeo -
toward deefness (Schroedel and Schxff, 1972). Such a stance convey: a oug-

geutxon thet heerxng-xmpexred otudento are not vxewed es cepable of conpetxng
. thh normally heerzng otudento. -

Ihe extent to’ uhxch students percexve themoelveozec cepable of competing

0

thh normally hearxng peers may. depend upon _ the skill thet is being conpered. I

Gonveroetxone w1th otudento at NTID ouggect thet an: area 1n vhich they percexve

themselves as leoc competent is the recdptxon of lecture infornetxon. Although.

rnterpretero.ere used extensively to help heerxng-xnpelred ltudentt better
‘follow tﬁe cleooroon°lecturec, thece students may otill.not comprencnd’eo
nuch information eo do nornelly heerzngtpeero (Jecobo, 1977). Although it
io‘epproprxcte for heerin;-xnpeired students to be avare of dxfficultieo-.

P

in, underotandxng lecture 1nfornatxon, 1t is pooezble that they overectilete

the conprenenoion okxlla of.nornelly hearing students. 1f the perceptione

-

T
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of the heeringfﬁeﬁa#red etudentn exn;gerete thexr own relatlve diffxcultxee - .
in lecture conpreheneion, this perception uey lead to expectetione for s / | |
level of petformance in the qleaeroom thet 1is louer than the level at which

: they are capeble of perfornxng. Oon the other hand, there ney be other areas

- -vhere they do not perceive theneelvet as less capable than thexr nornelly
hearing peers; “for example, heering-ﬁnpexred draftin etudente -ay ;enerally '
percexve thenlelves as just as capable of euhceufulf}bl

completing thexr aeexgn—

gents as ere thexrenoruelly hearing peerl. o ' .f{ B ' '_ A

L3

The extent to vhich a hearing-inpaxred student percexvel ‘hinself a

capeble of competxng successfully vxth noruelly heerxng etudente may depend
in part upon whether he belxevee the-uorld at large provxdee opportunxtxes ’.; Y
" to eetieff‘needa for achievement. . . This perepec:ive may be viewed ag one
’dimension'of the hearing-inpeited peroon s life space. Heyeroon (1963) Jefxneo
the life space as the‘;eychologxcal envxronnent that ie -eeninzfug"nd relevaht"yei
" to ;he individull. He evaluetel the heertng-iupexred person's life epace |

LY :
?fog hxch a pereon pirtxcipetee 1n edueeﬁion, social

actﬁﬂxtxee and work‘_ieh fellow heerxng-xnpexred indxvxduele.or wtth uonnally

hearing. people. Helring-inpeired ltudem are euuned to vary in the extent
" to vhich tnext life ep‘ce is oriented to the world et lerge or to the deaf

coumunxty, dependxn; upon a variety of pereonel charecteriotxco nnd beckground_

fectoro. In vxew of the above conexderetione, it seems i-portent to etu@y
¢ o

;he lociel conparxlone of heerxng-xnpeired students in:-ainetrepnel classes.

ny

Technxquee for cowpetitxon«oriented clenlroque.' Theée is .a need for * -

" procedtres that. can ‘make_students more conforteble in settings where thiﬁ'f_"£~\;

RN ’ .
LSS . [ ’ 1]

-
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A cr;terxa.for echzevement involve cowpcrzeons of the eeudent with other etu*
dente.\ The follouzng technxquee ney help heerzng—xmpexred etudente feel _"ih
_ uore comforteble cnd’learn more effectzvely; noreover, theee proceduree eeenn
pertxculerly cpplzceble to ncxnetreemed cleeeroons lnd for the preparetzon |
of etudente to q:rtxczpete 1n euch cleeeroadb |
‘{f As eugges;ed:by COV1ngton end neery (1976), the teacher can eetabﬁ}V\
.a hinimum ércde for tﬁe'couree. Thxs couldaprovxde some eeeurence to the
heering-;;pexred students thaq\they wzll not get a low or fazl;ng grede in
_epxte’of ‘the fact they ney be competxng vxth normally hearing peere.- .

' 2. The course 1nstructor can create a eettzng where the etenderd for -
evaluation 1e;ferr to the etudents, handzcepped and nenhendxcepped. It is -
important :het the teccher evcluete etudent e performance on the bcexe of

! e the qualxty of the content, not in terms of uhether the preeentgtzcn foru’
is etendard or nonstanderd (Harrze, 1978) For exnmple, if the teecper is

nonsxgnxng, and the etudent ueee signs end hxe or her epeech is dxegPrted,.

doés the‘teecher downgrade thp evaluation of the etudent'e reeponee? It

seenms that students will be more notxvcced if they Belxeve_thexr uttercncee

will be trecced fezrly by the teacher.

3. Studeqte are plcce in a uxmtreemed cleu 'thet conteme other heermy

-

" impaired etudents. Strang, 8m1th Rogere (1978) eug;eet that when a clees

contexne both hendzcepped ‘and nonhendxccpped etudente, the hcndzcepped etudcn&s

~ are free to compare themeelvee with each reference group, dependxng upon .
‘ vhxch one is more approprxate for the pertxculer conperxeon. On. the other
hand, if there is no reference ;roup of heerxn;-inpexred peers, thele etuden*s .

. _-uet use. the reference group of nornelly heerinx etuﬂente,,even vhen it may

>
-

not be cpproprxe:e. - L BN
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Hearing-impaired studento can be nade aware of trategies-for suc~
':cellful lelrnxng in the -axnstreamed clasoroom For example hea1xng—1upa1rec

tudentl can be 1nforned that they: -can arrange neetxngs xnvolvxng a tutor,

he course 1notructor and fﬁe student and that such meetings are_helpfgl

<

n 1dent1£yxng material to be otudxed prior to exams. Oppoftunitieb can !

e provxded where experxenced ltudento can lhare thh 1nexper1enced students

B @

£he otrategies they have found ouccesoful for copxngexn the mainstreamed

-

clasoroom., Such xnfornatxon can 1ncreaoe the confidence of hearxng—xnpaxred

r2

' studento that they can compete nucceoofully thh normally hearang pacrs.\ \\

Coopcratxon~orxented Claoorooms
There are no known otudxeo ‘dealing with the motxvatxonal effecto of
' cooperatxve settings upon hearxng~1npa1red ltudents.' As noted, research

thh normally hearing otudento suggests thlt the cooperatxve oettxng can

"\ have pooxtxve‘notxvatxonal tffectl, includxngz £a) Increaoed time spent

_in learning, (b) greater peer oupport, (c) 1ncreased en;oynent of 1earn1ng
and (d) hxgher self esteem.. The use of cooperatxve techniques thh hcar;n;—

- 1mp¢1red students needs to be evaluated. Membership xn cooperatxon-driented

it
'
cla.srfoms can consist of (a) only hearxng—xnpaxred otudento; (b) some hearing-

impaired and some normally hqgrxng-studento._ An obvxoun varxable for study

! vould be the expectatxono of the hearzng—inpazred and nornally heating ogpdentt
for eooperatxng thh cach other in spite of the coununicatxon bagriers.
Petceived ability to work together may dcpend upon the claoo and the nature

of the task. For exnnple hearing~nnpaxred nd normally hcarzng otudento

nay have hizher cxpectatxono of ouccelo vhen much of the conmunxcatxon can -

@ 4
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be nonverbal. cOoperation nay be poaaxble, however ,’ fven vhen -uch o£ the

" communication is verbal. For example, a Rocheater Inatitute of Technologyb

-~ ~ -

social vork inatructor'haa reported having aucceaaful class aeaaiona vhere

norually hearxng and hearxng-xnpaxred atudenta are requxred to work in cmall

. gfoup’. - - . i ~:. . .- NP

P

COnclusxona and Recommendatxons

ance virtually no research hae been conducted on the notxvatxon of

P

hearing-xmpaxred atudenta, the dxacuaaxon of motivational detg?mxnanta ‘of

N

hearing?impaired atudenta has been qu;te apeculatxyer’ It ia poaatble, however,'

gn the basis of preaent knouledge, to nake auggeatxona concerning the moti~-

»

vation of hearxng-xmpaxred atudenta. The first suggestipn is to provxde

P

atudenta with'a balanced expoaure to claearooma with different notivatxonal

orxentatxona. Autonomou&, competttxve and cooperative. Second, it seems

-desxrable to foeter in atudenta a capacxty to recognxze claaaroom situations -

with dxfferent motivational orxentatxons and to be able to dxrect their cffortt

accordxngly. ' o -

Inemost educatiohal’ aettxngs, the proviaion of a balanced expoaure to
different notxvatxonal orientatxona inplxea that the competxtive oricntatxon
wxll receive less: cmphaaxa whxle the autonomous ‘and cooperative orientations
will receive more emphaaxa (Aronaon, et. al., 1978) ‘The educational‘ajatem
in our aocxety from grade\achool through college is largely conpctit;ve (Hadaﬁ
and Shapxra, 1970) The ;dea of groviding s balanced expoaure to the dxffaren

notxvational orxentatxona is not a novel one (Aronaon, et. al., 1978; Gar;bald:

Note 6) .

A balanced expoaure to different- -otxvational'orientationa'ia iaportant

because it may Help the atudent develop atrategxea for adapting aucceaafully _\-
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‘to various school and'work settings. At school, and subsequently pt work,

the 1nd1v1dua1 will encounter situations thh dxfferent motxvatxonal orienta-

-

tions'. In general, the most facxlxtatxve way :o perform a task is to ldlpt

one ‘s vay of res

addxtxon, there does not. ceem to be any reason why autonamouc com

pondxng to the predomxnant motxvatxonal orientation. In

petitive -

Research

%@ and cooperat1Ve technxqueo cannot co-exxtt in the same claosroom.

nuggeota that each mo:xvatxonal or;entatxon can be part of the claolroom

ey

proceat thhout deplgtxon of the benefits of each (Blaney, N., Stephan, C.\

L] I

Rosenfeld, D, Aronoon, E. & 81kea, J., 1977)
Students vary in the extent to vhxch they respond to classrooms with

dxffcrent notxvatxona! orientations (Veroff, 1969). Prov;dxng ctudento prac-

»

txce under each motxvntxonal orientation nay be one way of 1ncreaoxng student's

cens_xnvxty to each orientation. For exmple, at 'fxrct nany ctudenta do .

. not direct their efforts lpprbprxately in a cooperatxve txtuatxon, but with
practxce, they learn to do so’ (Aaronson et. ;1., 1978). Anoth‘r approach

for fostering approprxate notxvutxonal reoponses to dxfferent oxtuations

would be through counseling. For ex:mple, if the student is very anxious

in the competitian-oriented clacoroon, the student might go through a oerxeo

of exercises that provide training in attending to task relevant factors

during test performance (Wine, 1973).

’,
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