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ABSTRACT

KAREN D'ORAZIC
INTRINSIC MOTTVATION TN STUDENTS:
A COMPARTSON OF ZTUDENTS WITH
LEARNING PROBLEMS AND THEIR
NON-[IANDICAPRFED PEERS
1385
DR. EKLAMDERMAN

MA SCEQQL PSYCHOLOGY PROGRAM

The question of what motivates a child Lo learn has
been an important interest to educators, psychologists, and
parants as well. Within the domain of motivatlion, “inftrinsic
motlivetion” is an arca that holds promise to students with
learning problems. The purpose of this study is to see
whathar students with lcarning probleoms are less
intrinsically motivated Lhan their non-handicapped peers.

Thara ara two groups of subjects: 30 third-grade
students in self-contained classrooms and 30 third-grade
students in regular clasgrooms. Fach subject was given Lhe
“Soale of Tntrinsic Versus Extrinsic Orientabion in tha
Classroom.” Statistical procedures ware used to cctermine
whether a difference exists between students with learning
problems and students without learning problems. It was
found that the students in the self-contained classrooms

acorad lower than the students in Che regular <¢lagsrooms.



MINI-REZTRACT

HAREN T'CRAZTG
INTRINSIC MOTIVATICN IN STUDENTS:
A CUOMPARISON OF STUDENTS WITH
TFARNTNG DPROBLEMS AND THEZIR .
NCN-HAND LCAPPEL PEERS
1995
DR. KLANDERMAN

Mz SCHOOL PEYCHOLOGY PRDGRAM;

Whern childran are intrinsically motivatéd angd learn out
of curiosity and the desire for challenge, cémpetenﬁa and
seli-determinaticon, they achieve higher classroom
parformance levels. This study used statistics teo evaluaate
the association betwseen intrinsic mctivaticn;and higher
academic performance. Tt was found that students with
learning problams are less intrinsically motivated than

their non~handicepped peers.
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CRAEPTRR 1: THE PROBTLEM




One of the manv challenges facing the classroom Leacher
is how to motivate the child who has = learhiﬁg problem.
Current theories of mativation document the ;ignificant
gffect of "intrineic metivaticon" cn scademic performancea of
children with learning problems such as learning
disahilities and mild mental handicaps. When these children
lezarn out of curicsity and the desire for challenge,
competence, and self-determiration, they display higher
classroom performance levels than those predicted by
assossed levels of lntelligence {ilarter, 188%; Haywood &
Switzlky, 1586h; Switzky & Haywood 18852, 1285b; Zigler &
Balla, 1961).

In suppeort of this considaration, there are legitimate
concerns regarding traditional operant classrcom approaches
currently used in educating children placed in special
education settings, for exampls, token economics (Bry &
Witte, 188Z2; Morgan, 19281l; Greene, Sternburyg, & Lappsar,
1876; Teppar, Graana, & Wisbett, 1573; Malouf, 1863).
Special ecducation programs that depend heavily or sxternal
rewards and incentives in modifying behavior in students
with isarning problems may be contrary to instructional
considerations and approaches that come from current

theories, When a teacher usaes inrcentives such as grades,
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8tickers, praise and cther preocedures that invelve rewarding
behevior to meet their neoeds, this seands a message to the
gtudent.. Even though Lhese procedures are effective in
producing the behavior scught by the teachar, bhehavior
controlled primarily by external inacentives is5 not likely 4o
Lecome internalized by the student cor becume;an
intrinsically metivated activity (Switzky, 1585; Switzky &
Haywood, 1245a). However, teachers of students with learning
rprobilems should not complately eliminate operant mefhodology
in their classrooms. They zan be effective in teaching basic
academic skills,

The problem with these kinds of instruational
approaches, however, is that by themselves thev are
insufficient over the long term for swstalining slignificant
growth and generalizable academla growth (U.3. Department of
bBducation, 1986; Torgesen, l1286). To have a larger, long-
term effect, instructiconal approaches need to have a broader
tezching strategy that focuses on the internalization and

developnent of intrinsic metivation in students,
SURROSE
The purposzs of this study is to determine whether

intrinaic wotivation is & ¥ey concepnt in explaining academic

porformance differences and deficits in children with



learning problems. Teachers need to pay more attention to
the mediational dynamics (i.e., shared responsibility and
communication between teacher and student in the learning
processa) if they hope to develop intrinsic metivation and

academic growth in their students.

Children with learning problems are less intrinsically

motivated than thelr non-handicspped peers.
NTJTLT, HYPOTHESTS:

Children with learning problems are not less

intrinsically mativated than their acn-handicapped peers.
THRORY

Several theories of motivation, each describing
different reasons for sustained goal-oriented behavior, have
been proposed. Four of them will be discusséd: behavioral,
humaristic, cognitive and effectance motivation.

The most influential contemporary of léarning theory or
behavicrism is B.F. Skinner, Skinher believés that operant

conditiening plays an important role in ceomplex learning. In
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operant conditioning, the process wheareby a particular
behavior is strengthened, making it more likely that the
behavior will occur more frequently, is referred tc as
reinforcement (Skinner, 1953). If the reinforcement is
controlled by someone else and is related te the behavior
such as money, a token, stickersa, cor a smile, then the
motivation is extrinsic. Behavior may also be initiated or
sustained for intrinsic reascneg such as curiosity or the
degire for challengs.

Humanistic approaches to motivation are interested in
the sccial and psvchological needs of individuals, Humans
are motivated to employ behavior to meet these needs.
bAbraham Maslow believes that there is a hierarchy of needs
that directs behavior, starting with physiological and
safety needs, love and belonging, esteem and finally self-
zctualization. Some other important needs that influence
molivation are recegnilion, status, compatence, achiesvement
and autonomy. In Maslow's words (1968), "Healthy children
enjoy growing and moving forward, gaining new skills,
capacities, and powers.”

The cognitive approach is the dominant viaw of
motivation in the educational psychology iiterature. These
theories suggest that our beliefs about ouzr success and
failure affect cur expectations with future performance. How

children Think is much more important, and more revealing of



their mental abkility, than tabulating what they know
(Flavell, 13963; Cowar, 1978).

Sandura's social cognitive learning theories
demonstrate that observational earning, often referred to as
"modeling®, is the basic for a wide variety of children's
behaviors, such as aggression, helping, sharing, and sex-
typed responses (Berk, 19%1). Bandura recognized that from
early age, children acguire many skills in the absence of
direct rewards and punishment, just by watching and
lJistening to others arcund them (Berk, 1851).

According to Piaget, each child passes through four
digtinet periods of development. He refers to the stages as
sensorimotor, precperatiomnal, ¢oncrate operational, and
formal operaticnal, sensorimotor. Understanding how a c¢hild
thinks in each stage will enabkle teachers to develop
strategles that facilitate intrinsic metivation in students.
Studants who belizve that their success due to their abllity
and effort are motivated toward mastery of skills. Students
who think their poor grades are due to inadequate abhilities
have low self-gfficacy, tend to become discouraged and are
at risk failure.

Susan Harter (1978, 1983) also has presented a general
theory of effectance or mastery motivation that has
implications for both defining and understanding the

development of extrinsic and extrinsic motivational



orientation in children with learning problems. Her theory
is bazed on the ldeas that effectancs morivation, using
cne's own coghitive resources to the fullesh, is
intrinsically gratifying and metivating, The development of
an intrinsic motivational orientaticn is belisved to come
frem positive reinforcement or approval by adults or
teachers Zor independent mastery attempts ea?ly in
development. This leads the children to deveiop feelings of
competence, of being in control of their success and failure
and increaszses their effectance motivation and intrinsic
motivation (Schultz & Switzky, 1220). This ihcreased sense
¢f intrinsic pleasure helps to motivate c¢hildren to engage
in subsequent mastery behavior. As a result, childrsn
internalize two critical systems, (a) a self-reward systam
and (b) a system of standard or mastery goalﬁ that lowers
the c¢hild’s dependency on external sccial reinfercement

{Schultz & Switzky, 1920).

DEFIN

Motivatien - used by educators to describe the process of
initiating, directing, and sustaining goal criented
behavicr.

i ional Orien ion - a lsarned perscnality trait that
characterirzes individual children in terms of the
incentives that are e¢ffeckive 1ln motivating their
behavicr, whether they are task intrinsic or task
extrinsic. The reasons why a child performs an
activity.



Effectancs Motivarion - usinrg ara's own cognilive resources
to the fullest, is intrinsically gratifying and
motivating.

Intrinsic Motiwation [(TM) - individuals who
characteristically seck thelr principal satisfaction by
concentrating on task-intrinsic factors (e.g.,
responeliblility, challenge, opportunities to learn,
creativity, snd task achievement).

Extrinsic Motivation (EM) - individuals who tend to
concentrate on the case, comfort, safety, security, and
practicality aspects of the environment (i.e., task-
extrinsic factors). Tokens, stickers, and grades are
some e¥fernal incentives usged Lo control behavior,

Megdiatiopal Learping Expericnces (MLE) - a tvpe of
teacher/student interaction that are both cognitive and
motivationel in their effect. The active participaticn
of Cthe child and the gense of responszibililty zor Jeoint
outcome engendered by the interaction leads to a
greater sense of intrinsic motivation {(Banduara, 1281%1).

Eeinforcement - a procedure for strengthening beheavicr
(making it likelv to be repeated) by providing certain
xinds of consequences.

Beward Confingency - the natura of tha ralationship betweaean
Behavior and its reward.

Achiavamant Mobivation — rafers Lo the lewval oF one's
notivation to engage in achievement bhehaviors, bkased on
the interaction of such parameters as need for

achievement, cxpectancy of success, and the incentive
value ol success.

LIMITATIQN

A major limitatian in this study is samplic size.
Ideally, more children in the 3rd grade in both the reguler
and spealal education classroom should have been ftested.

Also, each specific clasgification could have been studied



separately, instead of grouping children witﬁ attention
deficit disorder, learning disabilities, or mild mental
retardation into one entity. However, due tc%the time
restricticn, it was ar lmpossible task, Anofher limitation
deals with the test. Anytime z test is administered by
different people, the results could vary. Examples of some
influences during administration ¢f a Test iﬁclude tha tast
environment: room temperature, level of ligh%ing, time of
day, amount of noise, etc. If time permitted, a wariety of
assessment devices, along with observation by the teacher
over a period of time could have been used fo capture the
complex variables that contribute to motivaticnal

development.

ASSIMETIONS

The L[irst gssunption 13 that the subjects in the study
generalize to the population. The subjects were taken from
3rd grade regular and special education Claésesf and then
compared. The second assumption is that the.tests were
administered in the same way to all subiects, There were two
different administrateors (ome for regular classes; one for
spacial education) and both gave the same instructicns to

the subjects,
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CVERVIEW

Chapter 1 illuslrates how intrinsic motivation seems Lo
have a long-term effect [or sustzining significant and
generalizable academic growth. Tn Chapter 2, intrinasic
melivation will be discussed in more detail and che recent
literature will be reviewesd. The review will begin with the
definition of mativaticn fellowed oy dafinitions of
Intringic and extrinsic motivation. Next, it is important Lo
review some of the factors of metivetion which includae:
Conflicting epiniens on intrinsic and extrinsic motivation;
differenc kinds of motivation; and strategies used to
motivate learners,

In Chapter 3, desaign of the study, the nature of the
sample and Che device used for messuring the characteristics
being studied will be specified. Rlso thae apecific dezsign of
the study, and the nature of the variables will be reviewed,
Ang finally, the testable hypotheses will be stated using
both the null hypothesis and the altermative hypothesis, and

models used In the analysis of the design will be discussed.



CHAPTER 2: REVIEW QF TLITERATURE

1l
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For many vears Che gquesticn of what motivates =2 child
has  been asked by aducators, psychologists and clinicians.
Motivation zs used by educators is Lhe process of
initiating, directing, and sustaining geal oriented
behavior. Tt is a very complex phenomenon that involves many
factors affecting how an individual completes lasks.
Maotiwvation which is5 wery difficult to measure by intelligent
tests and still really a mystery, has a grealbl deal Lo do
with CLhe child's success in using hiz mertal ability {(Healy,
1987} . Children are naturally motivated to learn, to master
their environments, and to feel competent (Healy, 1987). To
gocomplish this, children misy fael respected and cared for
by thelr parents and teachers. Natural exclitement, the love
of learning, and Lhe desire Lo know are seen vary clearly in
children in kindergarten and the primary grades (Bennett,
1990). However, as students grow clder, the axliteament dims
and teachers have Lo do something to motivate students to

laarn.

IT i i v

Recently, within the domain of motivation, there has

haan a growing emphasis on "intrinsic motivaticn.” For
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Haywood and Switzky (1575, 19285), intrinsic motivation is
the primary concept in a cognitive theory of motivational
crientaticn, in which the main idea is behavior for its own
sake and as its own reward.

Children who seek their principal satisfactlions by
concentrating on task-intrinsic factors (e.g.,
responsibhility, challangs, creativity, opportunities to
learn, and task achiewvement) are referred to as
intrinsicallv motivated (Schultz & Switzky, 1820 . Theose who
tend insgtead to aveid dissatisfaction by focusing oa the
ease, comfort, safaty, security, and practicality aspects of
the envircnment are referred to as extrinsically meotiwvated
(3chultz & Switzky, 1990). 211 individuals respond ta sach
kind of incentive differently. However, it is the balancs
between the two that constitutes a stable and measurable
trait (Schultz & Switzky, 1990). In today's classrooms,
motivationzal inequality 15 widely spread. Some sludents
persist and work independently for their own intrinsic
interest, while others weork because they are required to and
do not believe their actions are related to success and
fzilure (Nicholls, 1272).

In two early studies using both handicapped and nen-
handicapped subjects, Haywood {13€8a, 12¢8k) focund that
intrinsically motivated, learansrs worked harder and longer

cn a task than the axtrinsically motivated learners. On
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tests o school achievement, The IM learners were
characterized as "overachievers” and the EM learners as
"underachievers.” 0f great importance was the finding that
these motivaticnal influences intensity as the intellectual
ability levels of the students decrease and that a
dispropeorticnate number of low-abkility children were
reported to bhe extrinsically motivated (Haywood, 1968a).

In a follow up study (Haywood, 1868h), s¢hool
achievement scores of intrinsically and extrimsically
motivated 1l0-year—-olds were matched on age, sex, and IQ, in
reading, spelling, and arithmetic. They were then compared
ovaer a 3-year pericd. The results showed that the
achievement scores of intrinsically and extrinsically
motivated students in the superior intelligent groups did
not differ as a function of motivational orientation in any
achievement areas. However, in both the average and low
normal groups, The intrinsically motivated students were
achieving in school at about one full grade level ahead of
the extrinsically motivated students in the same IQ group.

This study suggests that low ability intrinsically
motivated students may compensate for their lower
intelligence levels by increasing their effort and inftrinsic
involvement in academic activities (Haywood, 1%68a, 1988bh).
This finding has been further validated in more recent

studies (Switsky & Haywood, 1984, 1985a, 19285b) looking at



1%
individual differences in non-handicapped children ana
children with learning problems in intrinsic and extrinsic
motivation and how these affect learning and performance in
the rlassroom. This study alsc found that having an
intringically motivational crientation to learning 1is
helpful to the student. Performance levels seem Lo ke at cor
above those predicted by mental age lewels. Rlso, this
motivational effect was reported te be most significant in
children who have learning problems (Schultz & SwitzXy,
1990) .

The previous studies are just a few examples of many
that deal with motivation. The following pages review
conflicting opiniens en both intrinsic and extrinsic
motivation. It is alsc important to note wvarious kinds of
motivation and the ramifications involved. They include
motivation used in the classrooms, praise as a reward, and
how creativity is affected hy rewards. The [inal sactiaon
will review the development cf intrinsic motivation in the

classroom.

1717, Intrinsic versus Exitrinsic Rewards

For some 20 vears, the claim has been made that
systematic reinforcement undermines student learning

(Chance, 182%2). Not all forms of reinforcemént are
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considered bad. A distinction is made between reinforcement
invelving intrinsic reinforcers ox rewards, &s they are
aften called and reinforcement involving extrinsic rewards.
Only extrinsic rewards are sald to be harmful to students
(Changsa, 1992).

The distinction between intrinsic and extrinsic rewards
has been maintained partly kbecause eXtrinsic rewards are
said to be damaging (Dickinson, 1220). Are they? IL teachers
smile, congratulate, praise, say "thank you" or in any way
give a positive consequence (a reward) for student behavior,
will the student bhe less inclined to repeat that same
behavior when the reward is no longer avalilable? Rewards can
get pecple to do what we want in the short term: read a
book, share a toy, complete an assignment. But thay rarely
produce effects that survive the rewards themselves.
Extrinsic motivators do not alter the attitudes fThat
undarlia our bhehawvior. They do not create an enduring
commitment to a set of values or to learning: they
temporarily changs what psople deo (Kohn, 1992).

According to Chance (192%2), using extrinsic rewards
proves effective in teaching or maintaining geood discipline.
Same teachers balieve that extrinsic rewards shouid be used,
even if they reduce interest in learning. They feel that
it's better to have students read even 1f they only do it

when required than to have them not read at all. However,
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the evidence overwhelmingly demorstrates that extrinsic
rewards are ineffective at producing lasting change in
attitudes or behaviocrs (Kohn, 1993). Studies have found that
rawarding pecple for losing weight, guitting smoking, or
using seat belts is less effective than using different
strategies and can prove worse than doing nothing at all
(Kohn, 1%293).

Tf rewards do reduce interest and motivation, then it
is of great lmportan¢e to understand these effects. "The
teacher may count himself successiul," wrote B.F. Skinner,
"when his students become engrossed in his £ield, study
conscientiously, and do more than is required o them, but
the important thing is what they de when they are nc longer
being taught” (Skinner, 1968, p. 162). Whether rewards
adversely affect motivation is of practical lmportance to
the teacher.

In 2 typical experimant, Greene and Lepper (1978),
obgserved 3-to b-year-old nursery scheel c¢hildren playing
with different toys. The children were given felt tip pens
of various colers and paper to draw on. The researchers
premised some children a "Good Player Award,” znd zsked
others to draw pietures without receiving a reward.

The researchers returned to the school two weeks later,
gave the children felt tip pens and paper, and cbservec the

children., They found that children whe had been promised an
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awarc spent only haltf as much time drawing as they had the
first time. The students who had received no reward showed
ng daclina.

The outcome of this study and others like it are fairly
consistent, People who expact to racaive a reward for doing
something don't perform as well cor even bother to Lry as
those who expect nothing. When the reward is gone 50 15 any
original interast in the worlk. In general, the more
caognitive sophistication znd open-ended thinking reqguired,
{he worse people perform when they are working for & reward
(Greaana & Lepper, 19748).

Extrinsic rewards appear to have detrimental effects on
imtrinaie motivation, when initial interest is high, when
extrinsic constrainte are salient, and when they provide a
"bribe" for participation in the activity (Lesper & Hodell,
19849), Leeper (1981) found that unnecessarily powerful
extrinsic rewards, temporal deadlines, and excessive adult
surwaillance all can be shown to have effecls on childran's
later intrinsic interest in the activity. The cstrimental
effects on intringic moetivation are less likely Lo ocoux
when extringic rewards are seen as bonuses rather than
hrvibes {(Switzky, 1221).

Eezsearch also tells us that if children will deo an
activity voluntarily, the activity is =sstisfying enough ta

justify itself {(Kaiz, 1288). Once you give a reward like a
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sticlker or candy, the activity bhecomes overjustified, and
the chiid thinks someching like "I must be nuts fo like
doing this 1f they reward me for doing it.” Thus, added
rewards zctuzlly diminish interest.

According to Dickinsen (1391), fthere are three kinds of
rewerd contingencyv all extrinsic in nature. Task-contingent
rewards are given Tor merely participating in an activity,
without regard for standard of perfarmance. Perfcrmance-
contingent rewards are zavalilsble conly when the studant
chlains a certain standard. Performancs-contingent rewards
might produce regative results. And finally, success-
contingent rewzrds are given feor good performence znd may
refliact sucees’a toward a goal. Dickinson (1991) concludes
that the danger of undermining students motlvatlon comes nof
from extrinsic rewards, but frowm the use of inappropriate
reward contingencias. Rewards reduce motivation when Lhey
are given without regard to perfermance or when the
performance standard is so high that students fzil {Chance,
19%7) . When students have & high rate of success and those
guccesses are rewarded, tThe rewards do not have negatlve
affects. Dickinsen (12921} centends that this finding "is
robust and consistent. Even strong opponents of contingent
rewards recognire that sucaeass-based rewards do nol have

harmful affects" (p. 204}).
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The evidence shows Lhat extrinsic rewards can sithear
enhance Y raduce intereast in an activity, depending on how
they are used in the particular egiltuaticn, However, hegaussa
extrinsic rewards somatimas causse nroblems, 1t might be wise
ta avaid their use altogether.

One of the reason rewards are so ubiguitous,
researchers find, 1s that they actuallyv destroy intrinsic
motivation and make people dependent on external rewards
(Schrof, 1993), This ¢yels can ha seen througnhout society,
from The heome to school to the workplace. Hoan (1923)
believes that "Rewards molLivale pecple very well. Thay
motivale people Lo get more rewards. Tha more rewards are
ugsed the mora thay are needed™ (p. 55).

Eohn (1993) ard others who stbudy rewarda know that
incentives are not about to disappear anvtime soon. They do
not advosate 2 completely reward [ree sociefty. "It's not
that rewards are bad, but rewards which are used in a
manipunlativa way sap thne intrinsic motivation that leads fto
excellence." (Amabile, 1979, p. 224), Irtrinsic motivation
can be fostered or rakindled by allowing students to have
mare control over their lives, and by putting away the
carrot-and stick style of leadership in favor of a more

damocratic style of decision making (Schrof, 1993).
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IV i ion

There i1s a growing pravalance of rewards used with
children in education. Schocls nationwlide are offering
certificates, prizes, and cother incentives from evervthing
to completing homework to getting certain grédes. Thase
ingtructicnal reinforcements can be derived [rom the
provision of verbal, symbolic, tangible or other rewards
desirable for academic performance or effort in the
classroom [Cotten, 1988). However, saven more rescarch
indicetes that these rewards undermine interest.

The grading process itself i1s an external reward (and
punishment] that makes kids like learning less (Xohn, 1383).
He helieves in de-emphasizing grades and other rankings, to
nelp children get rid of anxiety sbout how well tThey are
doing, and giving students more control over how they learn.

A1l aducators do not agree that rewards are harmful fto
learning. Chance (18392} feels that students actually learn
better when given appropriate reinforcements, such as
rewards clearly signaling that they are making progress.
Althauga he acknowledges tThat some rewards can be harmful if
standards are set too high, he contends that intrinsic
motivatiorn is not always enough To guarantee efficlent

learning and that rewards can act as & valuable supplement.
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Bccording te Connell & Harter (1%84), the child's
motivational orientetion and relatad self-perceptions should
predict his/her actual achievement. Thus, an intrinsic
motivationzl orientation, along with positiwve feélings of
competence and percepticns of personal control over
outcomes, should be asscciated with higher levels of
achievement in school (Comnell & Harter, 196d4), Conversely,
lower levels of achisvement would be expected from the child
whose motivational orientation was more extrinsic, whose
percepticons of competence were relatively low and whose
percaptions of control were relatively external (Harter &
Connasll, 1984).

This means that getting children to think about
learning as a way to receive a sticker, a gold star, or a
grade, which amcunts to an aextrinsic motivator for an
exbrinsic motivator, is likely to turn learning from an end
intoc a meanes (Eohn, 1993). Tearning then becomes something
that must be gotten through in order to receive the reward,
possibly affecting the cutceme of the child's academic

achievement.

Vv, Words as Rewarxds

The simple words of approval and admiration are so

powerful, that the late psychelogist B.F. Skinner felt that
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prai=se can e ocne of the grestest tool in behavior

modi fication [(Schrof, 1993). Although researchers agree that
enaouragement is essential for everyone, atudias have found
that praise can be just ag manipulative as any other reward
end Jjust as destructive to creativity, perserverence and
performance (3chrof, 12%3). Zven behavioriats whe advecats
heawy use of praise for positive reinforcement in the
classroom say that its power can be misusead.

Kohn (1993) argues that pralse should not be considered
synonymous with humen kindness. He believes that ¢hildren
can become completely dependent on praisae and 1n the process
can Lose =2nv lova of deing things for thelr own sake.
Fxperiments show that children who are praisead fer oseing
generous wikth others actually and up being less g=nerous
than those roceiving ro strokes (Schrof. 1993).

hnother downslde Lo preise is that it is very
disruptive on confidence, concentration and performance.
Pasplae who Tecelve praise often become 3¢ self-conscilous of
their good standing that thay cannct focus con the task ab
hand, or aveid challenging themselves in erder to pravent
the pos=sibility of failure.

although words of praise may be more subcle Chan other
rewards, the psychological lssue iz one of power and

manipulation [(Schrof, 7993) . Praise carries with 1t the
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possibility of ¢riticism. Today the child is perfect nut
tomorrow he/she is worthless.

Kohn {189%3) isn't promoting stony-faced silence but
recommends plenty of warmth and encouragement. There can't
be any strings attached in order to get the chiid to do
something. Parents need to make sure thev praise for the
right reasons.

However, there are conflicting viewpeints on whether
praise is good for children. According te Mchaniel {1%287),
verbal praise can be a powerful tcol if teachers understand
the requirements of efifective praise. He believes that
teachers should give descriptive detailis about a specific
thing he or she likes about student behavior. For example,
instead of just saying "You are doing a geod Job on your
drawing, " the teacher should add "I like the way so many of
you are using contrasting colors.™

McDaniel ([1287) does admit that praise ¢an be overdone
and should be sincere. He feels that teachers could use more
praise, especially to complimeant students on how they came
inte the room cuietly, how they started work efficiently,
how they took turns, and how they kept the classroom free of
trash. Positive reinforcement can build 2 pesitive self-
concept, develop an attitude for success, and enhance

instructional motivation for students (McDanilel, 1887).
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VI. Cr ivi s Motivation

Creativity takes a special beating in a reward-driven
system not allowing the children to use their imsgination
{Schrof, 1993). If you place a reward in front of a child,
he/she will take the quickest and easiest but not the most
imaginative route to that reward. Psvchologlst Teresa
Amabile (1272) found that preolessional artists preduce less
creative works judged by other artists, when they have
signed a contract to sell their art work upon completrion.
When cther study subject:s were rewarded for remembering
certain types of informztion from a piece of:reading, thav
had difficulty recalling what they were asked and their
recollection of other facts dropped to almost nothing.
Resmarchers call this "incidental learning.” Cognitive
psychologists consider incidental learning essential to
creativity becauss it gives the learner a breoad base of
knowledge, allowing new ideas and associations to form. In
children as young as 3 as well as working adulis, rewsards,
competition, and performance evaluations consistent.yv reduce
creativity (Amabilile, 1373, It does so in areas ranging from

grt to writing to complex problem solving.
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VIT, Development of Iptrinsic Motivation

Childrean obtain knowledge in twop ways (Feuerstein &
Rand, 1974: Haywood, Brooks, & Burns, 1886). First they
teach themselves bv learning through natural expasure to
anvironmental stimuli becadse of their inborn intrinsic
motivation to learn. They independently acguire very complex
skills and abilities (Schullz & Switzky, 1830). Two oxamples
of this process are ambuletion and language. The other way
children learn is from significant others in thelir lives.
They acquira ¥nowiedge and understanding of skills from
their parents and teachers which are not learned easily cor
naturally.

Teachers and parents can play an important role in
maintaining and shepirg tha natural zbility in children to
learn intrinsically, depending on how they communicate and
interact with children (Schultz & Switzky, 1990). The
promotcion of intrinsic motivation to learn in children is
bast accomplished when adulls oreate mediational learning
experiences. Adult-child instructional interactions that
larmk this mediational gquality can undermine the inborn
intrinsic motivatlon that most childrem bring in the

beginning of their lLearning experience (Hartar, 13978, 1283).



=27
In order Lo be considared mediated learning
exparisnces, interaction between studenits and mediating
tzochers must meet the following criteriz (Haywood, Brooks,

& burns, 1988):

1. nscendence. The intended changa will permit the
student to apply new processes of thought to new

situations.

?. Intentionalitv. To produce cognitive change the teacher

must intend Lo use Lhe infteraction.

3. Mediation of fesling of competence. The teacher gives

foedback on the child's pearformance by praising whabt is done

carractly.
4, Communication of meaning and purpose. Long-range,

structural, or develeopmental meaning and purpcose ol a shaved

activity is cemmunicated by the teacher.

5. Bharing. The tescher and the student share the search for
new knowledgs, solutions to problems and developmental

changes in the child's cegnitive atructure.
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6. Prompte gelf regulation of student's hehavior. I students

behavicr ia brought under contrel when he/she is can focus
attention on the task aL herd. In the beginning, operant
contrals nesd to he removed systematically and slowly so
that bzhaviors are malntalned with less direct extrinsic
reinforssmant.

The more cognitive ability, intrinsic motivation, and
environmental opportunity a child hag, the mere sasily a
child lesrns and the greatar the properticn he learns
natnrally and independently (Schultz & Switzky, 19303,
Children whe have problemz that impsde child development,
#ch as impoverished environments, mental retardstion,
learning dissbilities, and emolional disturbances will need
more Lime to develop thase mediated learning experiences.
Mediztional expariences have heen used successlully with
students in both rogular and epecial education classrooms
(Feuerstein, Rand, Hoffman, & Miller, 1980; Haywood, Brooks,
& Burns, 19E6; Pzur, 1978; Schweinhart & Wellksrt, 1981).

Eecsearch that demonstratas the utilization of a
madiational -type approach to instructing students with
learning problems in Lhe ¢lassroom aas been conducted by
Annemarje PFalincsar and Ann Brown (Brown & Falingsar, 1882,
1987 Falincsar & Brown, 1%84), The importance of this
research is that they warea able to report significant

maintenance and generalization of academic achievenent in
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studenis wilth learning problems, Studerts receiving this
mediaticonal-typs teaching approach far outperformed students
receiving any control interventions. These findings provide
some Justification for s greater foous on The use of
madiational Seaching approaches as & way of promoting
intrinsic motivation in the learning process for children

with learning probklems (3chultz & Switzky, 1820).

VITT, Swnparpy

After revizwing the literature, it isg =seen that
motivation is iepdeed 2 complex phenomanon. There is muiich
dehats over using intrinsic or extrineic motivation s zZn
averue Lo sccomnplish academic achiavement.. Intrinsic rewards
prasant the most promising alternative to extrinsic rewards.
Experts on reinforcemenl, including defendsrs of axtrinsic
rewards, universally acknowledge the impeortance <f intrinsic
rawards (Chance, 199Z).

Intringic rewsrds sctually teach, unlike punishment and
encouragemant. Students who can see that they have [ligured
cut 2 problem correctly, know how to soive other problems of
that kind. Also, unlike extrinsic rewards, intrinsic rewards
do not depend on the teacher or someone else.

There are problems with intrinsic rewards just as there

are problems with extrinsic cnes. Sometimes studente lack
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Lhe negessary skills to ablbain intrinsic rewards. To help
these students, teachers must develop new strategles such as
the creztion of mediational lezrning expericences. At the
sama time, there is much that can be accomplished by uaing
both operant methodelogy and intrinsic orientation in a
classroom. Understanding basic acadamic skills and long-term
effects in leazrning can be achieved if both technigues are
used properly.

A3 3ean 1n the previous pages, a steady: straam of
research has found that rzther then belstering motivation
and prodictivity, rewards 2otually uindermine interest and
giminish performance (Schrof, 19%3). Praise, which was
covered 1n secticn IV ol Lthis review, was also uwder attack
for it disruptive affects on confidancs, noncentration and
performance. But at the same time, McDaniel (i287) feels
Lhal positive reinflorcemenl in praclice <can build a positive
gelf-concept, develop an attituds of success and enhance
instructional motivation from scudents.

Bnother prea affectad by using a reward system is
areativity. In adults, creativity is generally regarded a8
the demonstrzticon of unusual accomplishment at saome
intrinsically meaningful activity, such as writing,
painting, science or mathematics {(Wallach 12835). Children
are noc yel mature enough o make thasa typas of

contributions but certainly should be given the opportunity.
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Tf teachars centinue to rely solely on rewards, a child may
feel that ferming new asscciaticons or ideas is net werth it

The focus on Lhis present study is on intrinsic
motivation., Children who have leamning probléms are
reportedly less intrirsiczally motivated than:their non-—
handicapped peers [(Earter, 1981 Eaywood, 1965a; HEaywood &
Switzky, 1986z; Thomszs, 197%; Thomas & Pashléy, 1982y, The
exlernal motlvatlionel orientztion of these c¢hildren raquiras
ard anosonradgaes use of operant instructional apprnaches in
cpacial education classrooms and programs. However, 1f the
developmencal pathways leading Lo an intrinaic ariantation
toward learning consist of experiences that encourage
intrinsicaily motivated self*regulatmxy'behaﬂiﬁr, Then
teachers of children with learning problems must modizfv and
supplement classrcom practices withh methodelogy Lhal
prometes and encouragss intrinaic metivation (Feusrstein &
Rand, 1%74; Harter, 1983; Haywood, Brooks, & Burn, 1%986;
S5ilon & Harter, 1985).

The nature of operant ilnstructional approaches z2nd
terhnigues mav be responsible for student failure to bacone
intringically motivatad and reach academic growth in the
classroom. The present study inveslligales thé comparison
between children with learning problama and their non-—
handicapped pears to determine whether a difference in

exists hetween intrinsic and extrinslic motivaticn.
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SAMPLE

There were two groups of subjects. The first group of
subiects in the study were 30 third grade students in self-
contained classrooms. There were 20 males and 10 females.
The classificatians of these children consgisted of 13
perceptually impaired, 15 nsurclogically impaired, and 2
with mild mental retardation. According to all three
teachers, most ¢f the students had attention;deficit
disorder with/without hyperactivity. Those students who were
hyperactive presently take Ritalin, Their ag@s ranged from %
to 10. Parents approved their children o pa?ticipate in the
study.

The =zecond group of subjects in the study ware 30 third
grade students in regular classrooms. There were 15 males
and 15 femzles. None of these students had a;learning
problem that would warrant classificzation. Their ages ranged
from 9 to 10, Parents approved their children to participate
in the study.

In the group of students with 1earningiproblems, 21
came from Winslow Township, N.J. and 9 came from Washington
Township, N.J. Both of these groups were froﬁ Southern N.J.
hs for the regular group of students, 30 camé from Richmond,

Va. Although there were children from Virginia included in
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the sample, both groups came from similar suburban areas and

have similar sociceconomic status.

FRach group was given "The Scale of Intrinsic YVersus
Extrinsic Orisntation in the Classrcom," whi%h i uzed to
assess the child's motivation For ¢lassroom lsarning
detesrmined by intrinsic interest or extrinsic orlentation
{Harter, 19€80). Using this as & framework, five dimensions
of classroom learning were delinezted as having both an

intrinsic and extrinsic motivationzl pole:

I ! i = E ] E ! i " * P 1

l.Freference for Challenge wvs. Freference for Easy Work

2.Curiczity/Interest vs. FPleasing the teacher/Grades
3.Independent Mastery vs., Depencence @n the teacher
4. Independent Judgnent vs. Reliance oniTeacher
5.Internal Criteria vs. Externazl Criteriza

The 3cale ig a 30-item scale that uses 'a "structursd
alternative format.™ The child is first asked to decide
which kind of kid iz more like him or her, and then asked
whether this iz only sort of true or really true for hin or

her. The effectiveness of this guestion format is that half
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of the children in the world (or in one's reference group)
view themselves in one way, whereas the other half view
themselves in the opposite way.

Each item is scored on an ordinal scale from 1 fo 4,
where a score of 1 indicates the maximum extrinsic
orientation, and a scors of & indicates the maximum
intrinsic orientation. After ine individual items have been
scored, they are transferred to a Data Coding 3heet. Average
or mean scorss for each child, on each subscale will depict
the child's profile across the [ive dimensions. An
Individual Pupil Profile form, for plotting subscale profile
scores is then used to determine the child’'s overall
motivational corientaticn.

The scele’s validity was based on facteor analytic
procedures. The factor pattern clearly reveals that a five-
factor solution, reflecting the fiwve subscales, is
appropriate. The average loadings for items on chelr
designated factors 1ls between .46 and .53, and no items
systematically cross-lcad on other factors (Harter, 1980).

Each subscale’s reiiability was assassed by employing a
relisbiliity coefficient (Kudor-Richardson Formula 20} which
provides an index of internal consistency. Acrcss the
samples from New York, California, and Ceolorado,
reliabilities range from 0.78 to 0.84, 0.68 to 0.82, 0.70 to

0.78, 0.72 to 0.81 and 0.75 to 0.83, for Challenge,
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Independent Mastery, Curiosity, Judgment, and Criterla
subscales, respectively.

In examining the subscales and item content, the
following distinction is notable. The Challenge, Curiosity,
and Mastery subscales each have a distinctive motivational
flavor in that they tap issues involving what the child
wants to do, likes to do, and prefers {Harter, 1980). R
child with a high score on these subscales is telling us
that he/she is5 intrinsically motivated to engage in the
mastery process. In c¢ontrast, the Independent Judgment and
Internal Criteria subscales seem to tap more cognitive-
informational structures. What does the child know, on what
hasis deoes he or she make decisions, how much has the child
learned about the rules of the game called “scheecl”? A child
with a high score tells us that they can make these

judgments autcmatically.

DESIGN

Two groups of subiects participated in the study: male
and female 3rd-grade students in botk self-contained and
regular classrooms. Both groups completed "The Scale of
Intrinsic Versug Extrinsic Orientation in the Classroom."
The sample of the students with the learning problems wers

taken from self-contained classrooms and the administrator
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was the experimenter. “he sample of thea children without
learning problems was taken from regular classrooms and the
administrator was Lhe classroom teacher. Tae scale was
administeread to the students individuzlly. ALl subjects wars
given the same instructicons in the manual. Both
administrators emphasized that this was not a test and Lhere
were no right or wrong answers. The last names of the
subjects were not recorded so they could remain anonymous.
Eoth groups of subjects took approximately 15-20 minutes fao

complete the scale.

Intrinsic motivation, measured by "The Scale of
Intrinsgic versus FExtrinsic Orientation in the
Classroom,” is lower among children with learning

problems as compared te thelir nen-handicappad peers.

H hegis:

No sighificant difference in Intrinsic mocivaiion as
measured by "The Scale of Intrinsic versns Extrinsic
Orientation in the Clasgroom,” among the students with

lezrning roblams and their non-handicappsd peers.
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In this present study, students who have learning
problems {incdependent variable), are less intrinsically
metivates [dependent variabkle), than students without

learning problemsa.

ONALYS LS

The statistical technigue used in this szudy, will he
the Mann-wWhitney, which was developed for use of data
measired on an ordinal scale, The Mann-Whitney test 1s
designed to evaluate the difference between two peoitations,
using data from an independent-measures experiment. lt is
predicted that the sludenls ir the regular classrooms will
score higher in the intrinsic pole than the students in the

gelf-cortained classrooms.

The present study uses statiscical procedures to
evaluate the difference belween Lhesa two groups of students
with/without learning problems and to determine their
maotivational arientation in the classroom. Tha sample
consists of twe groups of subjecats: third grade students in
both self-comtainad and regulear classrooms. Bach subjeclh wes

given "The Scale of Intrinsic wersus Rxfrinsic Orientation



39
in the Clagsroom.™ 1t is hypothesized that the non-
handicapped students will score higher in intrinsic
motivation than the students with learning problems.

Chapter 4 will cover the interpretation and analysis of
the data using the Mann-Whitney U-Test,. By vsing statistics,
the data can be summarized znd chen compzred in 2 meaningful

and manageable way.
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Hypothesis; Intrinsic motivation, measured by “The Scale of
Intrinsic versus Extrinsic Orientation in the Classroom,” is
lower among children with learning problems as compared to

their non-handicapped peers.

Null Hypothesis: No sigrificant difference in intrinsic
motivation as measured by “The Sczle of Intrinsic versus
Extrinsic Orientation in the Classroom,” among the students

with learning problems and their non-handicapped peers.

The hypothesis can be accepted and the null hypotheasis can

be rejected.

After sceoring “The Scale of Intrinsic Motiwvaticn versus
Extringic Qrieantation in the Classroom,”™ 1t was I[ound that
students with learning problems scored lower in ail five
subscales as a whole (Table 4.1). The results indicate that
students with learning preoblems experience difficulty with
preference for challengs, curiosity interest, independent
mastery, independent judgment and internal criteria. The
reguliar students’ scores were significantly higher in thase

five areas.
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An interasting finding 1ls Chet students with learning

problems prefer easy worik, want to please the tescher,

depend more o the teacher, and rely on teacher judgment.

Table 4.1
Self-contained Reqular
Students Students
Intrinsic Extrinsic Intrinsic Extrinsic
Challenge 17% B3% BO% 204
Subscale
Curiosity T% B3% 390% 10%
Subscale
Mastery 3% 9e B3y 17%
Subkacale
Juddgmeant, 0% 100% 63% 6%
Subscale
Criteria c% 100% 83% d5%
Subscale
Group saoras change ayatematically with grade and thuas
a child’s scorz can only be nezningfully interpreted with

this nerm
intrinsia

extrineic

in mind. A score of 4 designates Che mazlmum
orientation, and scere of 1 designateslthe max i mum

orirntaticn. The mean demonstrates the differences

for Doth grovps wused In this study., An overall picture oF



the variations can be compared by viewing these averages

(See Table 4,2 and Figure 4.1).

Mt 2
Challenge Curicsity |Mastery | Judgment | Criteria
Mean Mean Mean Mean Mean
Regqular 3.25 3.35 3.2¢6 2.83 2.70
Norm 3.17 3,01 2.96 1.85 2.30
Self- 1.87 l1.20 1.83 1.21 1,47
Contained

Figure 4.1

ChallengeCuricsity Mastery Judgment Criteria

] Regular

Bl Self- Contained
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The data Zrom Harter, 1980, strongly support the
argument that one should identify the components of =z
conatruct such as motivaticnal crientation rather than
consider a globzl or unitary construct. Therefore, since the
data cannot be meraly summed across all items and calculated
as a total scale score, each o the 5 gsubscales wore
compared individually betwsen the two samples used in the
gtudy. Using the Mann-Whitney U-Test, the comparison of
intrinsic and extrinsic motivation between self-contained
and regular students was found to be statistically
significant in each of the 5 subscales:; Challenge subscale,
t=5.505, p<.00001); Curiosity subscale, (-6.2726, p<.00001};
Mastery subscale, (-6.0762, p<.00001}; Judgment subscale, (-
§.5995, p<.00001), and Criteria subscale, -6.3861,

p<. 00001) .

The present study consists of one hypothesis: that
students with learning preoblems are less intrinsically
motivated then their non-handicapped pesrs. The hypothesis
is accepted in that significance was found in all five
subscales of the testing instrument. The Mamm-Whitney U-Test
was performed to determine whether a difference existed

hetween the two groups used in this study.
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CHAPTER §: Y M ION

Current theories of motivation stress the importance of
"intrinsic motivation” on academic performance of children
with learning preblems. When these children learn cut cf
curioslity, challenge, and self-determination, thev are mere
likely to succeed in the classroom. To insure educational
success, the personslity and metivaticonal aspects of sach
student need te bhe addressed so special programs mav be
developed.

Most spegial education teachers use external rewards
and incentives in changing the behavior of students with
learning preblems. However, this methed is in conflict with
contemporary theories of intrinsic motivation. Even though

giving a student such incentives zs tokens, grades, stickers
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and praise may produce hehavior sought by Lhe teacnar at
that moment, it does oot promote long-term acadenic growth.
Sludents are not likely to become internalized by axtrinslic
incantives, nar are incentivas to become intringically
molivating activities (Swjikeky, 1985). This does not mean
that teachers should disregerd operant methodology used in
thelr claserooms. When used properly, they are effectiva in
Leaching basic academic skills (Schultz & Switreky, 1%90).

The purpose of this study is to determine whether
studenis with learning problems sre less intrinsically
motivated than their nor-hendicappad peers. Intrinsic
motivation is a key concept in explaining academic
performance differances and deficits in children with
lgarning problems [(Haywood & Switzlky, 1986a, 1988h). Tf
children are to achieve and concinue academsc growth, the
Leacher needs to consider approachas that foous oan
internalization and intrinsic crientatiecn, As mentioned in
chapter 2, mediztional learning experiences can promote
intrinsic motivalion. Teachers and parents can meintait and
shape the natural ability in children te lzarn
intrinsically,

This present studv usad statistics to conclude that a
significant difference exists between students with learning
problems and their non-handicappzd peers, The sample

conaisted of two groups of subjscts: 30 self-copbained
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Students in the third grade and 30 reqular students in the
Lhird grade. Each subjact was given “The Scale of Tnirinsic
Varsus Extrinsic Orieniation in +he Classrocom.” It was
hyootheslized thal Lhe students with learning problems would

s5core lowasr than the regular students.

CONCLUSTONS

This study consisted of one hypothesia, It stared that
students with learning problems are less intrinsically
motivated than their hon-handicapped pasrs, The hypothesis
was accepted because the z-escora was in tha Critical region
for all five subscales. At the _000071 level of aignificance,
thege data do provide significant differences in intrinsic
motivation between students with learning problems and their
non-handicapped pesrs,

OUne finding that was consistent with Harter, 1980, was
that aven though the differences between the two groups ware
significant, bLelh groups scored higher on the f[irst cluster
(Challenge, Curicsily and Mastery subsacales), damonstrating
magtery motivation, but scored lower with regard to the
second cluster (Judgment and Internal Criteria subscales),
reflecting their independence on the information provided by

the Leacher.
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A second finding shows the need Lo be clear in Lhe use
of “intrinsic meotivation.” The interpretalion of the data
in this study and in cther studies conducted by Harter,
1980, suggest that only three of the given subscalas are
Lruly motivational in nature, whercas the remaining twa are
more infermational. The scale used in this study is viewed
a5 a s5cale of intrinsic versus extrinsic orientarcion, with

separable motivational and informatiomal components.

DEISCUSSION

Hawing an intrinsically motivaticnal orientation Lo
learning 15 helpful. Performance levels tend Lo be at or
ahove those predicted by mental dges levels (Schultz &
Haywood, 1990). An opearantly controlling Leacher approach,
which is used in many special education classrooms, does net
facilitate the development of intrinsic motivation, The
results of the present study showed conaistent findinga, in
e#ach of the five subscales, that Lhe students with learning
problems were Less intripsically motivabed chen students in
regqular classrooms. This limitation of operant instruction
may be partly responsible for students® poor performance in
various academic subjects. This kind of teaching practice
tends Lo foous student attention away from the intrinsic

dimensions of the leazning process, and students fail Lo
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gustain the academic gains rezlized or fzil to exhibit than
in situaticns such as regular zlassrocms where rewards may
net be immediate to the learning process (Madden & Slavin,
1983} . As a result, the reward becomes an end te itself, and
when the reward is gone or less obvious, the student fails
to athieve.

The firndings in this study lend substantial svpport to
the importance of intrinsic motivational contributions +o
sustain academic growth. It was found that the students with
learning preoblems were intrinsically metivated in each of
The five subscales, respectivelv; Challenge 17%, Curiasity
7%, Mastery 3%, Judgment 0% and Criteria 0%. As for the
students in regular classrooms, their subscale scores in
intrinsic motivation were zs follows; Challenge 80%,
Curiosity 20%, Mastery 83%, Judgment €3%, and Criteria 53%.
These results, indicate that students in special =ducation
clasarooms seem to be influenced by the creation or the

maintenance of extrinsic motivartion.

IMPLICATTONS FOR FUTTEE RESEARCH

This study was a comparison between motivaticnal
orientation used by children in self-contained and regular
classrooms. Future research needs to view motivational

orientation as having components rather than as & unitery
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construgt, flowever, the glohal nature of this construct dees
makes it difficult Lo measure or agsess correctly.

Tn addition, school systems are gradusally sLifling
children’s intrinsic intersst in school learning,
fpecifically in the areas of curicsity, challenge and
independent mastery (Harter, 1990)}. Schools promote a more
axtrinsic orientation which ultimately affects the child’ s
acadamic growth. This trend may not apply to other areas of
a child’s life., The current study focuses on the cognitive
domaln, and not in other areas of 13ife, such as social
relationships, sports, and other extracurricnlar gebivities.
Thug, the child may be channeling his/her intrinsic interest
into these areas and not into his/her zschoolwork.

Acaording to Harter (1980), some confusion exists
between the constructs of intrinsic versus extrinsic
motivalion and internal versus external locus of control.
Often these terms are used interchangeably, however, they
Are quite different. Molivational orientation refers to the
reasons why a child performs an activity. The perceptions of
control refer to the altributions concerning the outceme of
behaviar, namely success and failure.

Clasaroom instructional praclices that manipulabte the
learning process through extrinsic behavicral contingancias
may be insufilclent in the long term for maintaining

significant acadenic growth in students with learning
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problems {Schultz & Switzky, 1890), It is also important for
Teachers to promoble an intrinsic orisntation during the
learning process so students will continue their own quast
for knowledge,

This studvy suggests that further investigation in
determining how intrinsic motivation can be sustained and
improved in students with learning problems would bea
rrofitable. Teachars of children with learning problems must
&L some point modify classroom practices to ERCOUTgge

intripsic moriwvation.
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