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ABSTRACT

The effect of mid-term grade information on the self

reported motivation patterns of college students is examined

in this study. Seven-hundred twenty-five college students in

four introductory courses, representing a cross section of

disciplines, were administered the Motivated Strategies for

Learning Questionnaire (MSLQ). The MSLQ scales used were

those purporting to measure intrinsic goal orientation,

extrinsic goal orientation, task (course) value, control of

learning beliefs, and self-efficacy. The MSLQ was

administered three times: (a) at the beginning of the

semester, (b) just prior to the first examination or project

of the semester, and (c). shortly after the examination or

project grades were made available to the students. Of the

725 students who were administered the questionnaire, 227

students provided an identification number at each of the

three administrations and were the study's sample (n = 227).

It was found that (a) there was a general decline in

motivation across dimensions before grade information was

received; (b) the students who received low grades and

grades below and above what they had expected accounted for

most of the pre- to post-grade information decline in

intrinsic goal orientation, self-efficacy and task value;

and, (c) three motivation dimensions were situation

specific, which other research have found to be strongly

=-.------ -
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related to deeper processing learning strategies and to

final grade. It was also found that younger students and

students who were first in their family to attend a

university were more likely to show a decline in their

control of learning beliefs levels than other students.

These findings are significant because they add empirical

evidence to the expectancy-value motivation model and help

reveal to instructors and learning assistance specialists

the relationships between examination or project grade

information and student motivation.

~-------
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CHAPTER I

INTRODUCTION

In the past decade, a leading thrust in achievement

motivation research has been the study of how the classroom

environment influences the motivational aspects of student

learning (Ames, 1992b; Blumenfeld, 1992; Corno & Rohrkemper,

1985; Pintrich, 1989). Central elements of the classroom

environment are tasks, evaluation, and teacher authority

(Ames, 1992b). However, there are several shortcomings in

this body of research. These include (a) the relationship of

classroom structure and a single motivation dimension (e.g.,

student control of learning beliefs), rather than the whole

motivational system of the individual; (b) the use of

primary and secondary (K-12) student populations rather than

the post-secondary, college population; and, (c) the

measuring of motivation at a single point in time.

While developing a unifying motivation theory is

complicated, researchers see that motivation dimensions are

inextricably linked and studies should focus on human

motivation as a "system" (Ford, i992). For the college

population, some studies have focused on examining the

multi-dimensional aspects of motivation. Stark, Lowther,

Ryan, Bomotti, Genthon, Martens, and Haven (1988) examined

the relationship between motivation dimensions and field,

college type and class format. Generalizations from the

........,.---_._ ..-
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study are limited, however, by the small sample sizes.

Pintrich (1989) developed a model of motivation and

cognition that encompasses both the value and expectancy

dimensions of motivation and a reliable measure of these

dimensions. Pintrich focused mainly on model development,

ascertaining the relationship between student motivation

dimensions, cognitive and metacognitive strategies and

achievement rather than the effect of a classroom structure

on motivation dimensions.

Part of the reason for the relative dearth of

motivation research on college populations, as compared to

that of K-12 populations (Ames, 1992a; Clifford, 1991;

Csikszentmihalyi & Nakamura, 1985; Deci, Schwartz, Sheinman,

& Ryan, 1981), may be that researchers view learning in

college as occurring primarily outside of the classroom

(Pintrich, 1989), making the study of classroom structures

relatively inconsequential. In addition, students in college

may be seen as a self-selected population, favoring the more

academically persistent and capable, and therefore perhaps

as having more fixed motivation levels.

However, it may be misleading to assume that classroom

structures are relatively unimportant to college student

motivation. One of the most salient structures in classrooms

is evaluation and reward through examination and project

grades (Ames, 1989b; Pintrich, 1989). These may have a

strong influence on various motivation dimensions, such as
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the effect grading based on class or other group norms has

on the student perception of ability.

In addition, college students, while a self-selected

group, do suffer from problems of engagement in courses and

the curriculum, especially in the first year of college when

the dropout rate is highest (Astin, 1991). First-year

students are also most likely to enroll in large

introductory courses, in which instructor access and control

of learning, due to prescribed assignments, may be limited.

The college student population also is becoming more

diverse, consisting of increasingly older, returning

students as well as tho~e from culturally different groups.

Consequently, the diverse backgrounds and experiences, both

academic and personal, of these students contribute to the

variation in motivation cognition and behavior of the

college population.

Blumenfeld (1992) calls for more examination of goal

theory processes over time, specifically asking, 'lOuring a

semester or year, at what point are classroom perceptions

crystallized and when do they have maximum impact on

strategy use?" (p. 275). Deci et ale (1981), in a study of

primary school students, found that student perceptions of.

the classroom, and the type of motivation they elicited,

were formed during the first five weeks of class and

thereafter remained stable. Pintrich (1989) examined the

correlation between motivation dimensions and achievement



4

measures, such as exam and lab grades; however, shifts in

the motivation dimension measures caused by the grade

information feedback were not examined.

STATEMENT OF THE PROBLEM

A wider view of motivation was taken in this study in

which the effects of classroom structure on motivation on a

multi- versus uni-dimensional level was examined and

Pintrich's (1989) motivation model and measurement

instrument were used. Whereas research into the effect of

classroom structure on motivation has been done extensively

on the K-12 population, this study's population was college

students, primarily first-year students and students new to

the university experience, who are at greatest risk of

dropping out. The classroom structure used was evaluation in

the form of grade information on mid-term examinations and

projects because of the presumed significant effect it may

have on the motivation dimensions of college students. The

shifting levels in motivation dimensions were also examined

in this study, from (a) the beginning of class to prior to

the first examination or project completion date, and (b)

the beginning of class to after the examination or project

when grades were made available to the students.

The expectancy-value model developed by Pintrich (1989)

defines the value component of motivation as those

"..,.,.....--_..-- _._.. _--
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motivation dimensions that pertain to an individual's reason

for engaging in a task, such as learning for mastery or

because the task is interesting. The expectancy component of

motivation consists of those motivation dimensions that

pertain to an individual's belief in being able to do the

task, such as belief in self-efficacy or effort leading to

success. While Pintrich and Schrauben (1992) suggest that

the motivation dimensions of the value component are more

global and stable, and the dimensions of the expectancy

component are more situation-specific and less stable, this

study's hypotheses predicted that (a) intrinsic goal

orientation, which is a value dimension, will show

situational fluctuations and change with grade information;

and (b) control of learning beliefs, which is an expectancy

dimension, will show no situational fluctuations and change

with grade information.

In addition, during the first questionnaire

administration, student demographic information was

solicited. While not a focal point of this study, changes in

motivation dimensions were correlated to certain student

characteristics in order to discern any pattern that would

influence the change in motivation. It was hypothesized that

being new to the university, which was measured by age and

whether the student was the first in the family to attend a

university, would affect the student's change in pre- and

post-grade information motivation levels.
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To provide background for this study, relevant research

areas related to the research questions are reviewed in

Chapter II: the classroom environment and its influence on

student motivation, motivation models, grade information and

motivation, college student characteristics, and instruments

that measure motivation dimensibns. In addition, the

hypotheses to be tested are presented in Chapter II.

The methodology us~d to answer the research questions

is discussed in Chapter III. In Chapter III, the

participants, questionnaire, and data collection procedures,

and the method of analyzing the data are described.

The results of the study are described in Chapter IV,

then discussed in Chapter V. The limitations of the study,

recommendations for future research, and implications for

the field of education are also discussed in Chapter V.
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CHAPTER II

REVIEW OF LITERATURE

In this chapter! literature related to the study is

discussed. The review of the literature is focused on five

areas: (a) classroom environment and motivation, (b)

motivation models! (c) grade information and motivation, (d)

college student characteristics and motivation, and (e) the

measurement of motivation.

CLASSROOM ENVIRONMENT AND MOTIVATION

From the 1930s through the 1950s, motivation research

focused on what moved an organism from a resting state to

one of activity. Hull (1952) and Spence (1958) held the view

that what propelled an organism to activity was the desire

to satiate various need states and drives in an environment

of limited resources. Motivation was seen as separate from

learning, in part due to Tolman's (1932) landmark study of

latent learning, in which he demonstrated that learning

could take place without reward or drive reduction. The role

of motivation was considered only tangential to the learning

process in that its effect was limited to how an organism

applied what it knew rather than in learning something new.

However, in the 1960s and 1970s a major shift occurred

in the conception of motivation. Spurred by the change in

~ ~ ~ - ---------~-----------
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psychology from a mechanistic, behavioral approach to a more

cognitive approach, motivation researchers began to examine

the individual's interpretation of the environment. Atkinson

(1957), in his approach-avoidance formula for mediating

behavior, included the individual's judgment of his or her

probability of success and the incentive value of the task.

Rotter (1954) focused on the individual's belief about his

or her control over success and failure, whether reward came

from an external source or from the self. Weiner (1985)

elaborated further on the individual's beliefs about

causality, looking not only at locus of control but also at

whether the causal attribution source was stable or

unstable. Bandura (1982) studied an individual's self

efficacy as contingent on accomplishing tasks perceived as

difficult and improving in performance.

In addition, individual differences in motivation

became an important variable in motivation theory, resulting

in practical applications for underachievers in the

classroom. Atkinson (1964) showed that when a group of

individuals is given instruction or experience that

increases achievement concerns about failure, this group

will have achievement strivings greater than others who have

not had past achievement failure concerns. The different

causal ascriptions, whether success was attributed to an

internal, controllable cause such as effort or to an
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external, uncontrollable cause such as luck, were highly

individualistic (weiner, ·1985).

While these early studies were done under experimental

laboratory conditions, they showed that individuals enter

situations with different motivational beliefs and thinking,

and that they react differently to the achievement cues in

the environment. This laid the groundwork for educational

psychologists to research motivation in the natural setting

of the classroom, relating specific structures in the

classroom environment to a motivation dimension, or group of

dimensions. Weiner (1990), in his review of the motivation

literature, noted the emergence of environmental

determinants as a new category in motivation research.

Researchers conceptualize the classroom environment

that influences student motivation in different ways.

However, the primary classroom environmental structures in

regards to academic aChieve~ent motivation are task,

evaluation and recognition, authority, assistance, and

social context (Ames, 1992b; Stipek, 1993).

Classroom tasks and activities are central to the

learning process, influencing how students approach learning

and use their time (Ames, 1992b). Also, classroom tasks and

activities are important ways in which the curriculum is

conveyed to students (Pintrich, 1989). Marshall and

Weinstein (1984) note that how the teacher sets up the task,

whether students must all work on the same task in the same

---- ------ ----
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way and the sequence of steps, determines the extent to

which students compare themselves to each other and become

involved in learning. Tasks that are diverse, that require

divergent processes for task completion, and that are not

locked into a single sequence encourage more task-involved

intrinsic interest because ability comparison is limited.

How evaluation is structured in the classroom can

orient students to different learning goals. Ames and Ames

(1984) noted that a competitive goal structure, in which

students were evaluated relative to others in the class,

(e.g, class "curve") led to a.bility attributions that could

be negative following any failure experience. However, in a

cooperative structure, in which performance is jUdged as a

group, or in an individualistic structure, in which

performance is judged against the student's own past

performance, the student attributes performance outcomes to

his or her own effort. with effort attribution, a student

would tend to persist in spite of failure. Extrinsic rewards

are commonly used in the classroom and have both positive

and negative effects on motivation. Rewards that are used

without regard for varying ability levels and interests of

students (Lepper & Hodell, 1989) or are perceived by the

students as bribes or as having no relevance to the required

behavior can actually undermine any intrinsic interest in

the task that a student may have (Deci & Ryan, 1985).

However, rewards made contingent on effort or meaningful
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progress can increase positive achievement striving (Brophy,

1987, 1983).

Teacher authority that is shared with students involves

providing students with options and opportunities to

participate in making decisions on assignments and other

classroom activities. Shared authority has been shown to

have positive effects on intrinsic motivation (de Charms,

1976). Student perception of control is increased when the

teacher emphasizes independent thinking rather than teacher

authority. Student autonomy will not result in increased

intrinsic motivation, however, if the teacher does not

support the student in selecting and planning the activities

(Ryan, Connell, & Deci, 1985).

Studies of teacher assistance have taken place mainly

at the primary school level and have focused on how

"overhelping" can reduce the child's task persistence

(Hamilton & Gordon, 1978; stipek, 1993). However, Rohrkemper

and Corno (1988) see the teacher's helping role as one of

coaching and modeling positive, task-involved and self

involved inner speech, such as when the teacher works on a

sample problem and talks through the difficult steps in

solving the problem. Students were found to be less anxious

and more persistent in the face of failure when they had

internalized the teacher problem-solving self-talk. Self

efficacy and feeling in control of learning are outcomes of

adopting inner speech that provides students with specific

-,-,..,..------ ------



12

task strategies as well as encouraging self-statements

regarding the challenge.

The social context of class activities can be an
".

important factor in contributing to positive motivation in

the classroom. Children need to feel loved and have a sense

of belonging in order for learning to proceed (Wlodkowski,

1986). Classroom norms, social and procedural systems, and

criteria of performance should convey to the student that

the class is a predictable and rational environment where

learning can take place. Anderson, stevens, Prawat, and

Nickerson (1988) found, in their study of third and fourth

graders, that tasks embedded in such an environment led to

greater feelings of self-competence in academic domains, of

control over success or failure, and of intrinsic value for

independently performing school tasks.

MOTIVATION MODELS

The study of motivation in the past has been based on

many influential models (e.g., psychoanalytic models

[Erickson, 1950; Freud, 1957/1914]; humanistic models

[Maslow, 1968; Rogers, 1961]; drive reduction models [Hull,

1952; Spence, 1958]). However, these models are primarily

concerned with the social and personality development of the

general population and are not specific to the cognitive

motivational development of students.
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Tinto (1987) developed a model of college student

persistence based on students' integration into the college

culture. Students who become more involved in college

activities are more likely to be engaged in and persist at

their academic work. However, Tinto's model is focused more

on the overall college experience rather than classroom

achievement. In addition, his theory is being challenged on

conceptual and empirical grounds in that integration into

the college culture negatively affects those from culturally

different groups (Tierney, 1992). Perry (1970) and Riegel

(1975) also studied the college population, but their models

built upon Piaget's stage theory, focusing on intellectual

and ethical development, rather than on achievement

motivation in a classroom context.

For the most part, motivation researchers have focused

on specific aspects of theories to explain classroom

phenomena rather than on comprehensive theories or

generalizable models (Weiner, 1990). However, more

contemporary researchers are calling for both an integration

of different motivation theories (Ford, 1992; Weiner, 1990)

and of motivation and cognition theories in general

(Pintrich, Marx, & Boyle, 1993).

The cognitive motivational model developed and refined

by Pintrich (McKeachie, Pintrich, Lin, & Smith, 1986;

Pintrich, 1988a, 1988b, 1989; Pintrich & Garcia, 1992;

Pintrich & Schrauben, 1992) addresses both of these concerns
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as well as focusing on achievement motivation in the context

of student learning. This model is a comprehensive

motivation model that links the major cognitive motivation

theories and was developed through both theoretical research

and empirical studies in which data from large numbers of

college students were collected using a reliable measurement

instrument (viz., the Motivated strategies for Learning

Questionnaire [MSLQ], Pintrich, Smith, Garcia, & McKeachie,

1991) .

This Pintrich model pulls together different cognitive

motivation theories by using as a "template" the expectancy

value motivation model originally developed by Atkinson

(1964), which measured the value one expected to gain and

the mathematical probability of obtaining it. Atkinson's

model has been reformulated to be less rigid and to take

into account perceptions of task difficulty and ability to

do the task (Dweck & Elliot, 1983; Eccles, 1983; Nicholls,

1984; Weiner, 1985). As shown in Figure 1, expectancy and

value components can be seen as the two general paths for

the motivation model (Pintrich, 1988a);
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The expectancy path, along the bottom of the figure,

consists of student beliefs with regard to efficacy, control

and outcome; perceived competencies; test anxiety;

perceptions of task difficulty; and, expectancies for

success. This path's final outcome is the student's belief

about expectation for success, answering the question, "Can

I do this task?" This model predicts that students with high

expectancy for success will engage in more achievement

related behavior, such as being involved in and persisting

at a task, than students with lower expectancy for success.

The value path in the model, at the top of the figure,

consists of student goal orientation and task value.

Although less researched than the expectancy path, the value

path is important to student involvemen~ in learning, and

also interacts with the expectancy path dimensions

(McKeachie et al., 1986). This path's final outcome includes

the students' reasons for engaging in the task, having an

intrinsic or extrinsic goal orientation, and beliefs about

the importance, utility, or interest of the task. Students

answer the question, "Why am I doing this task?"

Achievement behavior such as student choice of activities

and persistence at a task are related to the value path.

Pintrich (1989) further streamlined this model by

reducing the expectancy path to three dimensions--control of

learning beliefs, self-efficacy, and expectancy for success;

and by having test anxiety define a new path level, called
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the affective path. The expectancy path was further reduced

by collapsing the expectancy for success dimension into the

self-efficacy dimension, which makes this model's definition

of self-efficacy broader than that of other models (Pintrich

& Schrauben, 1992). The reasoning behind merging the

expectancy for success and self-efficacy dimensions was that

for college students, the belief in being able to learn and

understand in a course is driven by their expectancy to do

well. The two dimensions have been found to be highly

correlated (Pintrich et al., 1991).

The most recent reformulation of the expectancy-value

motivation model based on the research of Pintrich, smith,

Garcia, and McKeachie (1991) is shown in Figure 2.
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This reformulated expectancy-value motivation model

(hereafter called the "Pintrich" model) has been developed

and extensively tested using the Motivated strategies for

Learning Questionnaire (Pintrich et al., 1991). In addition,

the validity of each dimension is supported both empirically

and theoretically.

Goal orientation is defined as the type of goal,

purpose, or intention that an individual may adopt in an

achievement situation. Pintrich drew from different goal

theories in developing his model: intrinsic motivation as

mastery and challenge (Harter, 1981a; Harter & Connell,

1984); learning versus performance goals (Dweck & Elliot,

1983; Harackiewicz & Sansone, 1991); task versus ego

involved orientation (Nicholls, 1988); and, motivation to

preserve or increase self-worth (Covington, 1984). In all of

these theories, a common, important distinction is made

between intrinsic and extrinsic goal orientation (Pintrich &

Schrauben, 1992). In the Pintrich model, students who have

an intrinsic goal orientation approach tasks with a focus on

learning and mastery, while those with an extrinsic goal

orientation focus on performance, grades or pleasing others.

While some researchers have viewed intrinsic and extrinsic

motivation as one dimension, representing extremes on a

continuum (Harter, 1981a), Pintrich (1989) viewed intrinsic

and extrinsic goal orientation as being more independent of



20

each other. Students can approach learning both

intrinsically and, extrinsically at the same time.

Nicholls (1988) does make a distinction between ego

involved and extrinsic motivation. He views extrinsic

motivation for learning as a means to an end, such as a

token or grade. When a token is received, learning ends.

With ego-involved learning, however, learning is a means to

avoid "looking stupid" or "looking smarter" than others. An

extrinsically motivated student is not focused on how he or

she compares with others, but on the grade or token.

However, both ego-involvement and extrinsic motivation are

similar in that neither derive from an internal interest in

the material or desire for self-improvement.

The type of goal orientation students may adopt is

important because those students who adopt a more intrinsic

goal orientation are found to be more cognitively engaged in

a task than those who adopt an extrinsic goal orientation.

Nicholls (1988) notes that for those who are task involved,

learning is inherently valuable, meaningful, satisfying and

attention is focused on the task and strategies needed to

master the material rather than on the self. For students

who are ego-involved, learning is a means to the end of

appearing smart or avoiding appearing stupid, and attention

is focused on the self.

While researchers generally hold that intrinsic or

task-involved learning should be the focus of learning



21

(Ames, 1992b; Nicholls, 1988), Pintrich (1988a) argues that

there is some benefit in having an extrinsic goal

orientation. In his study of the MSLQ and college student

achievement measures, Pintrich found that when intrinsic

goal orientation is low, having a high extrinsic goal

orientation can be beneficial in maintaining high

achievement striving and performance.

Task value beliefs are those perceptions an individual

may have about the importance of and the interest generated

by. the task at hand. Pintrich uses Eccles' (1983) definition

of task value in developing. this task value dimension in his

model: the students' perception of the importance of the

course or course material; the intrinsic interest in the

course or course material; and, the utility value of the

course or course material for future goals. While the type

of goal orientation a particular student adopts influences

the general direction of behavior, task value may influence

the strength and intensity of that behavior. While Pintrich

(1989) has found that college students do not differentiate

between the importance, interest, and utility components of

task value, these components may prove to be differentially

important when examining college students whose career

interests or family pressures are strong.

Self-efficacy is defined as an individual's belief

about his or her capability to perform or achieve certain

goals in a particular domain or in specific situations
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(Bandura, 1982; Schunk, 1989). The level of confidence an

individual has in his or her cognitive skills to perform an

academic task would be an ~xample of self-efficacy. In

addition, a sense of efficacy. is based on a belief that

effort will lead to success or mastery (Ames, 1992a).

Mastery is based on self-referenced standards, new skill

development, understanding of the work, and gaining

competence. However, Blumenfeld (1992) notes that student

engagement drops off if improvement in performance is not

meaningful.

Linked to self-efficacy is the concept of self-worth.

When setting a performance goal, the focus is on both one's

ability and one's sense of self-worth (Covington, 1984). A

perception of high ability is formed by doing better than

others, surpassing normative-based standards, or aChieving

success with less effort than others. However, when in a

situation in which an individual's performance is equal to

others but effort expenditure is high, the individual

interprets this as indicating low ability, which reduces

one's sense of self-worth. Future effort expenditure is

lowered, especially when confronted with difficult tasks

that may again reveal perceived low ability.

Control of learning beliefs is defined as an

individual's belief about his or her ability to influence

outcomes; that the environment will be responsive to his or

her action (Schunk, 1985). While these control belief
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theories use different terminology, such as "locus of

control" (Rotter, 1966), "origins/pawns" (de Charms, 1968),

and "internal/external/unknown source" (Connell, 1985), they

share a common finding in that the student who believes in

an internal source of control performs better in the

classroom than the student who believes others, such as

teachers and parents, are responsible for his or her

success. In Weiner's (1985) causal attribution model, the

internal/external locus can also be broken down further into

what is directly under the individual's control, e.g.,

effort, and what is not under control, e.g., aptitude and

luck.

While it is beyond the purview of this study to discuss

the trait-state issue in personality research (Bem & Potkay,

1979), the issue of which motivation dimensions are global

and which are situation-specific is an important one to

motivation (Blumenfeld, 1992; Pintrich & Schrauben, 1992;

Stipek, 1993). Research linking achievement motivation with

cognition and learning strategy use is growing (Pintrich,

1989), which makes knowing how and to what extent student

motivation changes over time increasingly important to

student learning.

Pintrich and Schrauben (1992) suggest that the global

or situation-specific nature of the motivation dimensions of

their model can be aligned with the value and expectancy

paths. The value motivation dimensions--goal orientation and

,.....,..--_._.- -- - ._~--------



24

task value--would tend to be more global and be "carried" by

the individual as he or she moves from task to task, while

the expectancy motivation dimensions--control of learning

beliefs and self-efficacy--would be more situation-specific.

Therefore, those dimensions that are more global would tend

to be more resistant to change in the classroom environment

or structure, while those that are more situation-specific

would be more affected by the classroom environment.

However, other researchers suggest different ways to

~lign the motivation dimensions according to stability. For

the goal orientation dimension, Jagacinski (1992) sees

intrinsic and extrinsic goal orientations as more situation

specific variables rather than more global, individual

difference variables. In a study of primary school children

at the same grade level who were exposed to different types

of instruction--thinking versus getting the right answer-

goal orientations that differed were found. For the

extrinsic goal orientation dimension, Stipek (1993) notes

that as students become older, they adopt more performance

goals and increase in their extrinsic goal orientation. This

may be caused in part by a socialization process· in which

education becomes more competitive and less tolerant of

mistakes at higher levels (Stipek, 1993; Tierney, 1992).

These factors suggest that intrinsic and extrinsic gpal

orientations are different in stability: extrinsic goal

orientation would be global in nature as suggested by the

------_.. ~ .
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Pintrich model, but intrinsic goal orientation might be more

situation-specific as suggested by Jagacinski (1992).

Task value measures attitudes toward the course sUbject

matter: interest, personal importance, and utility (Eccles,

1983). Interest in the sUbject matter may cause some

instability in this dimension. Hagen, Reed, Wicker,

Schallert, and Wiehe (1992) conducted a study in which

interest in the course material, and other cognitive

variables, was tracked during the phases of studying for a

final examination. They found that interest peaked at the

middle of studying and declined to the original level by the

end of the study period. However, the other two sub

dimensions--personal importance and utility of the subject

matter--should remain stable because of the long-term needs

to which these are related: the course has value because it

fulfills some personal image of the student's self, such as

doing well in a difficult course, or it will fulfill a long

term goal, such as becoming a doctor. Therefore, the task

value dimension should be more global in nature, as

suggested in the Pintrich model.

Schunk (1985, 1989, 1992) found that the self-efficacy

dimension is highly situation-specific. Perceptions of being

able to do a task are usually highly situational and task

difficulty is taken into consideration. Sometimes a strong

achievement history based on certain situations makes self~

efficacy into a more stable dimension, such as learned
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helplessness (stipek, 1993). However, this dimension should

be, as the Pintrich model suggests, situation-specific and

therefore responsive to changes in the classroom

environment.

Rotter (1966) believed that individuals bring set

expectancies into a situation based on previous task

experiences and that the new situation is interpreted

according to past expectancies. Hence, Rotter viewed an

individual's locus of causality as more stable and

generalizable. Weiner (1985) does not take as rigid a view

as Rotter in that he sees the individual making judgments

about specific task demands of the situ~tion. However,

Weiner does assert that certain attributions having an

internal locus and under the individual's control, such as

typical effort, can also be stable. In making effort

attributions in a new situation, individuals will generally

judge themselves in terms of typical effort, which has

formed over time and across different situations.

Therefore, the situation-specific nature of the control of

learning beliefs dimension suggested in the Pintrich model

may be a more global and stable dimension.

In summary, the Pintrich model aligns the motivation

dimensions along the value and expectancy paths in

determining their global or situation-specific nature.

However, research has shown that value dimensions are not

necessarily the more stable dimensions and expectancy
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dimensions are not necessarily the more situation-specific

dimensions. other researchers suggest that intrinsic goal

orientation, a value dimension, may be more situation

specific while control of learning beliefs, an expectancy

dimension, will be more global in nature. The importance of

the global or situation-specific nature of motivation

dimensions is an important issue in student learning because

of the natural changes in the classroom environment, such as

the instructor changing the assignment format or evaluation

method at various times over the semester or year. The

global or situation-specific nature of motivation dimensions

as categorized by the Pintrich model and a revised study

model based on results of other research studies are .

summarized in Table 1 .
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Table 1. Global versus situation-specific motivation
dimensions in the Pintrich and revised study model .

GLOBAL

Pintrich model

Goal Orientation:
Intrinsicvalue
Extrinsicvalue

Task ValueValue

Revised model*

Goal Orientation:
Extrins iCva1ue

. SITUATION-SPECIFIC

Control of Learning
BeliefsExpectancy

self-efficacYExpectancy

Goal Orientation:
Intrinsicvalue

--,--_.-.-

Control of Learning self-efficacYExpectancy
BeliefsExpectancy

Task valueValue

* Dimensions in bold indicate crossover dimensions from
the Pintrich model.

GRADE INFORMATION AND MOTIVATION

Evaluation is an extremely important aspect of

maintaining achievement-related beliefs (Ames, 1992b;

Stipek, 1993; Weiner, 1990) and, along with type of

assignments, is more important for learning in college

classrooms than mode of instruction (Pintrich, 1989).

According to Blumenfeld (1992), evaluation currently poses

some of the toughest challenges for educators because it

raises such issues as determining how teachers can both

create a mastery learning environment and have students meet
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set standards within a specified time period and be

accountable for learning.

The grade information studies of college student

motivation have been limited to finding overall causes of

low motivation, such as poor study habits and inattention to

school work (Hart & Keller, 1980), rather than focusing on

specific classroom causes. Most other studies of classroom

task and evaluation have been at the primary and secondary

levels rather than at the college level. Pintrich (1989)

examined grades to classify students as high and low

achievers and then related student type to motivation

dimensions and learning strategy usage. However, he did not

take into account any shifts in motivation patterns over the

course of the semester as a result of grade information.

Using P-cluster analysis, Pintrich found that students who

were traditionally high achievers were also those with high

effort and attention regulation. They also had high

expectancies for success in the course and believed that

effort and ability would assist them in getting a good

grade, at least at the outset of the semester. However,

students low on achievement measures exhibited few

metacognitive strategies, little effort regulation, and low

expectancy for success in the course.

students need feedback on their ability levels to'guide

their efforts in addressing their strengths and weaknesses,

leading to gains in confidence and self-efficacy (stipek,
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1993). Consequently, the optimal feedback is specific,

constructive feedback that provides students with

information on their errors and provides opportunities to

correct them. This feedback is also private and non

competitive. This type of feedback relates positively to all

major motivation dimensions because it fosters (a) a

learning, mastery goal orientation and more engagement in

material; (b) effort attributions because the feedback is

specific on what needs to be done to improve; (c) risk

taking on challenging tasks because errors are not seen as

"bad" but as opportunities to learn; and, (d) a view that

personal improvement is an indicator of self-efficacy for

the task.

By contrast, feedback that is broad· and information

poor (such as a single letter grade), which does not provide

information or an opportunity to correct problems, affects

motivation negatively (Stipek, 1993). In addition, if the

information is made pUblic and the grading is competitive,

positive motivation will be reduced for the majority of

students. In classrooms that are uni-dimensional in terms of

tasks and activities, social comparison is highlighted and

academic and social self-concept could be threatened. By

contrast, ~n multi-dimensional classrooms, there are

different types of tasks, and social comparison becomes more

difficult (Rosenholtz & Simpson, 1984).
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The specific effects on motivation by this type of

evaluation structure are negative and cumulative. It will

foster an extrinsic, ego-involved learning goal, which can

be seen as ineffective because the focus is on the self and

looking good rather than on learning new strategies to

improve or being engaged in the material, especially if

grades are made public. The cause of success and learning

will shift outward to ability or luck because the single

grade connotes ability ("I'm a 'c' student. II) or the grade

is based on how others do as well as the student's own

performance. Challenging tasks will be avoided by high

achievers because making mistakes is "bad" and getting a

high score or grade is "good"; the low achievers will not

even try because no amount of effort will result in being as

good as. the others. Finally, self-efficacy will be fragile

and artificial for the high achievers and non-existent for

the low achievers.

Another aspect of evaluation is how a student

interprets the feedback or grade he·or she receives

(Nicholls, 1992; Weinstein, 1983). Student evaluation of

grade information can be as important as the actual grade

itself. Two students who receive a "B" grade may have

different interpretations of the grade. If the task is

perceived to be easy by one student who considers himself or

herself to have high ability, then this student might feel

that the grade was "low," and reassess his or her self-

,.,.,....,..-_...._---
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efficacy for mastering the material. The other student,

however, may perceive the task to be difficult and a

challenge to his or her ability level. Such a student would

feel that this "B" grade was high, and reassess upward his

or her self-efficacy.

There may be some limit to the effects of evaluation,

especially at the college level. Pintrich (1989) noted that

in the college classroom, the goal structure, whether the

classroom is individualistic, cooperative or competitive, is

sometimes determined by students in spite of what the

instructor intends. Students may form their own study teams

in a competitively graded (curve) class.

In addition, classroom factors such as task

instructions may also mediate the effect of evaluation at

the college level. Jagacinski (1992) conducted an experiment

on college students in which they were given ego-involving

and task-involving instructions on a comput~r game. Students

then played the game, with half given self-referent feedback

while the other half was given social comparison feedback.

Those who were given task-involving instructions were more

likely to persist in playing extra games when given self

referent feedback, while those given ego-involving

instructions were more likely to persist when given social

comparison feedback. Thus, the effect of a classroom

structure such. as evaluation on motivation may be mediated

by other structures or student behavior. Students may
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redefine the evaluation structure, such as forming their own

study groups. Conflicting types of task instruction and

evaluative feedback may negate the effect each has on

motivation.

COLLEGE STUDENT CHARACTERISTICS AND MOTIVATION

When students enter a learning situation, the students'

individual characteristics as well as the classroom

environment influence their motivation and cognition. Both

the general person-environment fit models (Lewin, 1954) and

the educational aptitude-treatment interaction (ATI) models

(Corno & Snow, 1986) support the major role that individual

characteristics play in student achievement.

In these models, the characteristics of the individual

and the situation, or educational setting, interact to

determine student achievement. Corno and Rohrkemper (1985)

noted that individual differences in aptitude, such as prior

experiences, general ability level, and mental states at the

time interact with the various conditions for learning in

classrooms, such as tasks and socio-instructional support.

In the college setting, the individual student and his or

her particular experience and aptitude may be even more

important than at the primary or secondary levels because

much of the learning in college occurs outside of the
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classroom and is under the student's direct control

(Pintrich, 1989).

Achievement motivation in college students has been

researched primarily from a need to address retention or

student persistence problems. Consequently, researchers have

used as dependent variables broad measures such as grade

point ratios, graduation rates, and overall satisfaction

with college (Livengood, 1992; Wambach, 1993). The

independent variables have been memberships in special

populations, such as underrepresented ethnic groups and

women, socio-economic variables, hig~ school performance,

life stages, perception of program difficulty, and other

motivation dimensions. The motivation dimensions generally

were found to be positively related to persistence and

academic aChievement. Because these studies were driven by

institutional research, not much was done at the course

level. Stark et ale (1988) have more recently conducted a

wide ranging study of a variety of classroom structures,

such as teaching format and goals, in which motivation

dimensions were among the many dependent variables.

Generalization from the study is somewhat limited, however,

because of the small sample sizes.

Tinto (1987) regards the academic experience as one of

breaking away from old communities and joining a new one,

calling it a time of transition. Tierney (1992) has been

critical of Tinto's theory, asserting that culturally
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different groups who do not share the same values as those

of academia (i.e., competitive and normative) may actually

become more alienated if they attempt to join this new

academic community as envisioned by Tinto. Tierney's

argument is supported by early research conducted by Pace

(1970), in which it was found that college students

belonging to a certain ethnic subgroup did not find the

college experience consonant with their personal needs.

Feelings of alienation are important because retention rates

for groups who are new to campus culture are low.

Students new to the academic environment would be more

prone to alienation and thus would be presumed to have

greater fluctuations in motivation dimension levels. There

are at least two types of academic newcomer. The first is

the "traditional" freshman, those who enter the university

directly from high school. The freshman year experience has

been extensively researched (Astin, 1993), and special

courses to orient the student to the university culture have

been developed. The second type of academic newcomer is the

student who is first in his or her immediate family to

attend a university. These students are not familiar with

the university culture and academic life and may not have

the same type of support as others. Both of these groups of

students would likely have unreasonable expectations of

themselves and the university, which in turn could affect

their motivation levels and stability over time. There may
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be some overlap in these types as well, in which a

traditional freshman is also'first in his or her family to

attend a university. A student such as this might have a

rougher transition into university life than would an older,

"nontraditional," first-generation freshman who may have had

other life experiences that would prepare him or her for the

university. Some nontraditional students, however, also may

feel particularly threatened by younger students and the

campus environment.

MEASUREMENT OF MOTIVATION

While there are many studies of motivation, most

instruments measure motivation along a single dimension and

are geared toward the primary school population. Harter

(1981b) developed a measure of children's intrinsic and

internalized motivation. Ryan and Connell (1989) developed

the Academic Self-Regulation Questionnaire, which assesses

the students' external, introjected, identified, and

intrinsic motivation. Other motivation dimensions assessed

are attributions for performance on academic tasks (stipek,

1993) and goal accomplishment style (Atman, 1993).

Most of the motivation instruments are self-report

instruments, which leave open to question their validity.

However, several studies have supported the validity of

self-report instruments to measure various motivation

,......,...-_...._--
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dimensions. Peterson and Swing (1982) conducted an

experimental study of fifth and sixth grade student

attention during instruction and found that student

perceptions of their attention were better predictors of

achievement than the observers' reports of students'

attention. Studies .by Schunk (1992) and Assqr and Connel

(1992) support the validity of student self-report in

measuring motivation dimensions.

The only instrument that measures motivation in a

multi-dimensional way that was developed specifically for

the college population at the course level is the Motivated

Strategies for Learning Questionnaire (MSLQ: Pintrich,

Smith, Garcia & McKeachie, 1991). This instrument, based on

a comprehensive expectancy-value motivation model (Pintrich,

1989), consists of five scale dimensions: intrinsic and

extrinsic goal orientations, task value, self-efficacy, and

control beliefs. A sixth dimension, expectancy for success,

was collapsed into the self-efficacy scale in the 1991

version of the MSLQ.

The strengths of the MSLQ as a measure of motivation

are the broad theoretical base upon which it was developed

and the fact that it has been validated through use on a

large number of college students over the past 10 years. The

MSLQ has internal scale reliabilities ranging from .62 to

.93 (Cronbach's alpha [a]).
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FOCUS OF PRESENT STUDY

Assuming that the class environment influences student

achievement motivation dimensions (Ames, 1992b; Blumenfeld,

1992; Corno & Rohrkemper, 1985; Pintrich, 1989) and that

these dimensions can be integrated into a motivation system

or model (Ford, 1992; Pintrich, Marx, & Boyle, 1993; Weiner,

1990), it can be expected that grade information, which is a

strong classroom environmental structure at the college

level (Ames, 1992b; Pintrich, 1989; Stipek, 1993; Weiner,

1990), will significantly affect the college student's

motivation system.

In addition, assuming that student characteristics, as

well as the classroom environment, affect student motivation

beliefs (Corno & Snow, 1986; Lewin, 1954), it can be

expected that student characteristics that are linked to

motivation beliefs, such as being new to the university or

academic culture, may enhance changes in student motivation

beliefs about learning and mediate the environmental

influences on these beliefs (Tierney, 1992; Tinto, 1987).

Studies of motivation systems have indicated that

certain dimensions are more situation-specific and will

fluctuate with task or environmental demands, while other

dimensions are more global and less susceptible to change.

Some have argued that the value dimensions--intrinsic and

extrinsic goal orientations and task value--are more global,
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and the expectancy dimensions--control of learning beliefs

and self-efficacy--are more situation-specific (McKeachie,

Lin, Pintrich, 1988; Pintrich & Schrauben, 1992). However,

study results have called into question the supposed

stability of the value dimensions, specifically intrinsic

goal orientation (Jagacinski, 1992), and the supposed

context-dependence of expectancy dimensions, specifically

the control of learning beliefs. In the present study, it is

asserted that (a) the measurement of situation-specific

dimensions will be affected more than the measurement of the

global dimensions when exposed to a powerful classroom

environmental structure such as grade informatio~; (b)

expectancy motivation dimensions are not necessarily more

situational nor are value motivation dimensions more stable;

and, (c) student characteristic variables, such as "newness"

to the academic culture, may mediate motivation dimension

.shifts.

Most classroom environment researchers have

investigated the effect of an environmental structure on one

or two motivation dimensions but not on a motivation system

(Corno & Rohrkemper, 1985; Marshall & Weinstein, 1984).

Research on whether motivation dimensions are situation

specific or global has been limited to lab conditions and

not done in the classroom over time. In addition, the

testing of intrinsic goal orientation and control of

.,..,..,..---_._-- ._- ._-_.._----
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learning beliefs has been done in isolation and not as part

of a system or model.

Most studies have been done at the K-12 levels, and

only a few studies have been done at the college level

(Pintrich, 1989). Student characteristics have been linked

to student motivation, but only to broad motivation

dimensions such as persistence in college and not to

specific classroom achievement motivation dimensions. In

this study, questions about the classroom environment,

motivation systems, and student characteristics will be

addressed through six hypotheses.

HYPOTHESES

The following five hypotheses test the effect grade

information, and a strong classroom structure, will have on

student motivation, conceptualized in terms of the Pintrich

expectancy-value motivation model. Predicted effects are

based on the model's global or situation-specific nature of

motivation dimensions. The Pintrich model views the value

dimensions, which are intrinsic and extrinsic goal

orientation and task value, as global dimensions and

therefore not affected by grade information. The expectancy

dimensions, which are control of learning beliefs and self

efficacy; are seen as situation-specific and therefore would

be most likely to be affected by grade information. However,

.,......,------- - - ---------
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this study posits that expectancy and value are not good

predictors of motivation dimension stability. Instead,

research has shown that intrinsic goal orientation and self

efficacy will be situation-specific, while extrinsic goal

orientation, control of learning beliefs, and task value

will be global. The comparison between the Pintrich model

and the revised study model is shown in Table 1. The study

hypotheses will test the predicted global or situation

specific nature of the motivation dimensions of the revised

study model.

In this study, students filled out questionnaires in

which each dimension was measured at the beginning of the

semester ·in order to obtain a pre-grade information score

and then again after grades were received from the mid-term

examination to obtain a post-grade information score.

Changes in motivation were assumed if the scores received

after grade information were significantly different (p =

.05) from those scores received before grade information.

Receiving low grades (liD" and "F") and having grades

below what was expected were the two grade information

conditions that were tested. The other grade information

levels examined, e.g., high grades and grades above what was

expected, were not expected to have as large an effect on

student motivation nor to be as important from a student

retention and persistence point of view as the low grade and

below what was expected grade information levels. The

...,.,------ --
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following five hypotheses predicted the effect that grade

information would have on the five dimensions of the revised

study model:

situation-specific dimensions: Signifi~ant differences

Hypothesis 1

After receiving grade information at mid-term, students

who receive lower than expected or low grade information

will have intrinsic goal orientation scores significantly

different from those scores obtained at the beginning of

class.

Example of motivation change: After grade information,

students who receive lower than expected or low grade.

information may have less preference for course

material that provides challenges and opportunity to

learn new things.

Hypothesis 2

After receiving grade information at mid-term, students

who receive lower than expected or low grade information

will have self-efficacy scores significantly different from

those scores obtained at the beginning of class.

Example of motivation change: After grade information,

students who receive lower than expected or low grade

information may be less certain about being able to
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understand the most difficult material presented in

course readings.

Global dimensions: No significant differences (null)

Hypothesis 3

After receiving grade information at mid-term, students

who receive lower than expected or low grade information

will have extrinsic goal orientation scores not

siqnificantly different from those scores obtained at the

beginning of class.

Example of motivation stability: After grade

information, students who receive lower than expected

or low grade information may have no change in their

desire to obtain better grades than other students in

the class.

Hypothesis 4

After receiving grade information at mid-term, students

who receive lower than expected or low grade information

will have task (course) value scores not significantly

different from those scores obtained at the beginning of

class.

Example of motivation stability: After grade

information, students who receive lower than expected

or low grade information may have no change in their

-,----- --- -
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judgment of being able to use what is learned in this

course in other courses.

Hypothesis 5

After receiving grade information at mid-term, students

who receive lower than expected or low grade information

will have control of learning beliefs scores not

significantly different from those scores obtained at the

beginning of class.

Example of motivation stability: After grade

information, students who receive lower than expected

or low grade information may have no change in their

belief that if they try hard enough, then they will

understand the course material.

The sixth hypothesis focused on how students who are

new to the university or academic culture may mediate the

influence of grade information on their motivation. To

determine the effect of these characteristics, a correlation

analysis was conducted to determine the relationship between

the model motivation dimensions and the characteristics of

the academic newcomer. The factors to be correlated were the

difference scores of the pre- and post-grade information

motivation dimension means and the students' age and whether

they were first in their family to attend a university .
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Hypothesis 6

Academic newness, as represented by age and generation at a

university, will be significantly and positively correlated

with the change in pre- and post-grade information scores

(scorepost - scorepr e = scorechange) for the five model

motivation dimensions.

Example of correlation: A significant and positive

correlation between age and motivation change scores

and between generation at a university and motivation

change scores will indicate a positive relationship

between being an academic newcomer (a younger student

and a student first in the family to attend a

university) and declining pre- to post-grade

information motivation levels.
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CHAPTER III

METHOD

This chapter describes the participants, measurement

instrument, and procedure used in the study. The method of

analyzing the data is also described.

PARTICIPANTS

The participants in this study were 725 students

enrolled in four large introductory courses at the

University of Hawai'i at Manoa: Introduction to World

Civilization (History 151), Introduction to Chemistry

(Chemistry 161), Introduction to Sociology (Sociology 100),

and Introduction to Travel Industry Management (TIM 101).

These courses were selected because they are fairly

representative of the courses offered at major universities

to first- and second-year students: humanities, science,

social science and professional. A diversity of courses was

also desired in order to minimize the effect of specific

courses. Courses from the language and literature area were

omitted due to the typically smaller class size and the

variety of instructional formats, which make it harder to

isolate the effect of the classroom structure being studied.

The initial enrollments in these courses, effective the

first day of class were: Chemistry, 197; History, 329;
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Sociology, 139; and Travel Industry Management, 138.

However, the enrollment declined somewhat in these courses

during the first two weeks of class and up to the ninth

week, when students could drop or withdraw from the course.

Only 225 students provided social security numbers or

student identification numbers at each of the three

questionnaire administrations. Of these 225, 111 signed

access to course grade information forms. However, the other

measure of grade information, in which the students were

asked if there was a discrepancy between the grade received

and the grade expected on the first mid-term examination,

was an item included on the last questionnaire. Therefore

the 225 students who could be identified across the three

administrations made up the study sample.

The examination or project on which the first grade was

based varied from course to course: the History course used

a written essay examination; the Chemistry and the Travel

Industry Management courses, a mUltiple-choice examination;

and, the Sociology course, a take-horne written project. The

examinations were administered three to six weeks into the

semester. Exam results were returned to students one to two

weeks after the examination was administered.

Students were informed of their grades through.various

means. The students in the History course were given their

essay examination booklet back with a numeric and letter

grade, as well as comments. The Chemistry students were

~-------
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given individual computer printouts indicating their score,

the class average score, and right answers for each

examination question. The Sociology students were given

their written projects with a letter grade and comments. The

Travel Industry students looked at a computer printout of

their $cores and. class averages, posted one day during class.

In small group discussion labs that met weekly, students in

the History course received some feedback on course

performance before the first examination through discussion

and homework assignments that simulated examination

questions.

The Chemistry course had three mid-term examinations,

each worth 20% of the final grade. The instructor for this

course told students when they received the grades for the

first mid-term examination that he would consider

improvements in scores for those students whose grades were

on borderlines between grades when the final grades were to

be computed. The History course had one mid-term examination

worth 100 points, or 25% of the final grade. The Sociology

course had four written projects, each worth 25% of the
.

final grade. Students in this course could correct and

resubmit their projects if they wanted a higher grade, with

five students (4%) taking advantage of this option for the

first project. The Travel Industry Management course had

three mid-term examinations, the lowest of which was

eliminated in the computation of the final grade. The
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remaining two mid-term examinations were worth 125 points

each, or 31% of the final grade. The first mid-term

examination grades for all of the courses were fairly evenly

distributed (see Table 2).

Table 2. Mid-term examination grade distribution by course.

Grade (row = 100%)

Course A B C D F

N
CHM j1, 8.2 16.5 58.2 12.9 4.10

194 n 16 32 113 25 8

HIS j1, 11. 5 20.6 37.2 19.5 11.20

287 n 33 59 107 56 32

SOC j1, 20.8 18.0 21.6 33.3 6.30

111 n 23 20 24 37 7

TIM % 13.6 18.1 38.3 20.3 9.7
133 n 18 24 51 27 13

Total j1, 12.4 18.6 40.7 20.0 8.30

725 n 90 135 295 145 60

CHM = Chemistry. HIS = History. SOC = Sociology. TIM =
Travel Industry Management.

MEASUREMENT INSTRUMENT

To measure student motivation, the Motivated Strategies

for Learning Questionnaire (MSLQ), developed by the National

Center for Research to Improve Postsecondary Teaching and

Learning, University of Michig~n (Pintrich, Smith, Garcia &

----.------ -- -- ----------
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McKeachie, 1991), was used (see Appendix A). The MSLQ is a

self-report instrument designed to assess college students'

motivation orientations and learning strategies usage in

college courses. Students rate themselves on a seven-point

Likert scale, ranging from "not at all true of me" to "very

true of me." The student score on a scale is derived by

taking the mean of the rating of the items that make up that

scale. Results of studies using the MSLQ, in different

versions since 1982, have shown that the scales for this

instrument have reasonable internal consistency, with

Cronbach's alpha (a) ranging from .62 to .93, and that the

scales also are moderately correlated with academic

performance (Pintrich et al., 1991).

While the MSLQ consists of both motiva~ion and learning

strategies sections, this study used only scales of the

motivation section, which contains 31 items (see Appendix

A). The MSLQ learning strategies questionnaire, which

contains 50 items, was used as the "dummy" questionnaire

during the second survey administration (see Appendix D).

The scales of the MSLQ are designed to be modular and can be

individually selected according to research or instructional

needs. The scales of the MSLQ are presented in Table 3, with

a representative item given for each scale.

~--_.._.-
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Table 3. Scales and sample items of the MSLQ (Pintrich
model)

Value Dimension scales

Intrinsic Orientation (4 items)

"In a class like this, I prefer course material
that really challenges me so I can learn new
things."

Extrinsic Orientation (4 items)
"If I can, I want to get a better grade in this
class than most of the other students."

Task Value (6 items)
"I think I will be able to use what I learn in
this course in other courses."

Expectancy Dimension Scales

Control of Learning Beliefs (4 items)
"If I don't understand the course material, it is
because I didn't try hard enough."

Self-efficacy for Learning and Performance (8 items)
"I'm certain I can understand the most difficult
material presented in the readings for this
course. II

The value and expectancy scales are used to measure and

assess student motivation dimensions. The MSLQ also includes

an affective dimension scale that consists of' test anxiety

items, but it is not of major concern in this study. Affect

in motivation is a complex construct and may not be

adequately operationalized by test anxiety alone. Therefore,

while data for all 31 items in the MSLQ motivation section

was collected, only 26 items were analyzed, which were those

items pertaining to the expectancy and value motivation
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dimensions. Directions for the MSLQ ask students to respond

to the items in terms of a specific course they are taking

("In this course ... "), with the exception of two items in

the Intrinsic Goal orientation scale ("In a class like

this ••. ") •

The following demographic information was collected on

the first administration of the MSLQ: age; gender;

ethnicity; residency; "generation" in college; semesters at

the university or other colleges; and, clarity in deciding

on a major (see Appendix B). On the third questionnaire

administration, course difficulty and grade discrepancy

information were obtained. The grade discrepancy question

asked whether the grade the student received on the past

exam was discrepant from what was expected and, if

discrepant, in which direction and to what degree. The

course difficulty question asked to what extent the course

was more or less difficult than other courses students were

taking or had taken (see Appendix C).

PROCEDURE

At the beginning of the Fall, 1993, semester, the

instructors from the four courses in the study agreed to

three administrations of the MSLQ in their courses: the

first, shortly after the beginning of the semester (Time 1);

the second, the class period prior to the first mid-term
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examination (Time 2); and, the third, the class period after

students received their grades from the first mid-term

examination (Time 3). The schedule of questionnaire

administration, examinations and when students were notified

of their grades is shown for each course in Table 4.

Table 4. Schedule of questionnaire administration,
examinations, and grade information (weeks into semester)

Administration Administration

COURSE 1 2 Exam Grades 3

CHM 3 5 5 6 6
HIS 3 7 7 9 10
SOC 3 9 9 10 11
TIM 3 5 5 6 6

The intent of the questionnaire administrations was to

form two groups of students in the courses: an experimental

group and a stability test group. The stability test group

was comprised of one-third of the total students. Their

scores from Time 1 and Time 2 were used to test the

stability of the motivation dimensions measured by the MSLQ.

The stability test group student scores were identified and

linked by the students' social security or identification

numbers. The experimental group took the MSLQ during Time 1,

along with the stability test group, but did not take the

MSLQ at Time 2 because they would be taking the MSLQ at Time

3. Instead, the experimental group took the "dummy"

,--.----- -_. -
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questionnaire during Time 2, which required about the same

length of time to complete as did the MSLQ. At Time 3, the

MSLQ was distributed to all students. However, only the

experimental group student scores were used. The

experimental group was identified by the students' social

security or student identification numbers. The MSLQ

administrations and the group formation sequence are shown

in" Table 5.

Table 5. Formation of experimental and stability test
groups.

Questionnaire
administration

1st

2nd

Proportion
of students

all

1/3

Purpose

Time 1 pre-grade
information scores:
stability test and
experimental groups

Time 2 pre-grade
information scores:
stability test group

< Mid-term examination/project>

3rd 2/3 Time 3 post-grade
information scores:
experimental group

At the beginning of each questionnaire administration,

the following points, which was also written on the

questionnaire cover sheet, were emphasized by the

researcher:
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1- the purpose of the questionnaire;

2. the voluntary nature of participation;

3. the confidentiality of answers and results;

4. the need to answer frankly and, in the case of the

second and third administrations, to answer as they

felt at the moment;

5. the need to be careful in marking the scan sheets to

make sure that the answer number corresponded to the

number on the bubble for that question;

6. the need to complete any additional demographic or

grade release form information; and,

7. the need to return the completed questionnaires when

finished.

Besides the MSLQ questionnaire, students were provided

with a computer scan sheet (National Computer Systems

General Purpose Answer Sheet [T4887-543], see Appendix E) on

which to record their answers and a pencil if they indicated

that they needed one. While the scan sheet had 10 bubble

options numbered from "a" to "9," the questionnaire items

varied in number of response options. The MSLQ items were

all seven-point Likert responses, which required a response

from "1" to "7." The range of possible responses to

demographic items varied from "a" to "9," using the maximum

possible number of alternatives on the computer scan sheet,

to "1" to "2," for items that required only "yes" or "no"

responses. The completed computer answer sheets were scanned

---------- ------------
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at the university's computer center and the data were

analyzed using programs in the SAS statistical package

(version 6.08).

First Questionnaire Administration

The first questionnaire was administered immediately

following the period in which students could disenroll from

a course without penalty (the third week of the semester,

see Table 4). For the History and Travel Industry Management

courses, the questionnaire was administered during the fifth

class period; for the Sociology course, during the seventh

class period; and, for the Chemistry course, during the

sixth class period. These class periods occurred during the

third week of the semester.

This questionnaire administration occurred during the

first 15 minutes of class, except for th~ History class, in

which it occurred during the final 15 minutes of class. The

first questionnaire included 42 items. The first 31 items

were the MSLQ items and the remaining 11 were the

demographic questions. In addition, the students provided

information on gender, birth date, and social security or

student identification number, which were categories

preprinted on the computer scan sheet. The students were

also instructed to mark a certain number in the grade level
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category of the answer sheet, which was used to code the

administration time and course.

second Questionnaire Administration

This questio~naire administration took place in a class

period that fell during the week preceding the first major

examination or project completion date. The times of this

administration varied according to individual course

schedules (see Table 4). As with the first administration,

the first 15 minutes of the class period were used to

administer the questionnaire, except for the History class,

in which the administration took place during the last 15

. minutes of class. During this administration, the lecture

given by the History instructor ran longer than expected and

left only five minutes to complete the questionnaire.

Consequently only about half of the students remained to

complete the questionnaire. However, the History course was

the largest of the four courses in the study, so even with

the loss, 43% of the students in the final sample came from

the History course.

Two questionnaires were distributed at this time: (a)

the MSLQ to one-third of the students, who made up the

stability test group, and (b) a "dummy" questionnaire to the

remaining two-thirds of the students, who made up the

experimental group. The dummy questionnaire was administered

..
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to the students in the experimental group so that they had

something to do while the stability test group students were

completing the MSLQ. The dummy questionnaire was the second

part of the MSLQ, which pertains to learning strategies.

Because the two groups were formed during this

administration, care was taken to make sure that the

distribution of the two questionnaires was random. The two

questionnaires--the MSLQ and the dummy questionnaire--were

sorted prior to distribution so that every third

questionnaire was the MSLQ.

Third Questionnaire Administration

The times for this third questionnaire administration

varied according to how quickly the examination or projects

were graded and reported to the students (see Table 4). The

times ranged from one to two weeks after the examination or

project due date.

For all courses, including History, the MSLQ was

administered during the first 15 minutes of the class period

following grade information feedback. All students completed

the MSLQ, but the stability test group data were later

isolated from the experimental group data. During this last

administration, steps were taken to obtain the grade

information necessary to test the research hypotheses. The

measure to determine whether students received grades that

----------
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were discrepant from what they expected was obtained from

one of the items added to the questionnaire following the

MSLQ items (Item 32). In addition, an access to grade

information form for students to sign was attached to the

questionnaire that would allow the investigator to have

access to the students' grades for the course. Of the 158

students in the experimental group, all completed the grade

discrepancy question and 111 signed the access to grade

forms.

The final sample of 227 was not as large as expected,

considering the 725 students enrolled in the four courses

(see Table 6). The stability test group consisted of 69

students or 29% of the potential number of students in the

stability test group, i.e., the one-third of the students

who took the MSLQ during the Time 2 administration. The

experimental group, i.e., the two-thirds of the students who

took the MSLQ during the Time 3 administration, consisted of

two grade information groups: (a) the actual grade group,

consisting of 111 students or 23% of the potential students

in the experimental group; and (b) the perceived grade

discrepancy group, consisting of 158 students or 33% of the

potential students in the experimental group. The attrition

rates of 71% for the stability test group, 77% for the

actual grade group, and 67% for the perceived discrepancy

group may have been caused by three factors: (a) Students

attended classes irregularly, which would have caused them
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to miss one or more of the questionnaire administrations;

(b) Students disenrolled from the course after the mid-term

examination but before the Time 3 administration, which

would have caused them to miss the Time 3 administration;

and, (c) Students were reluctant to provide social security

or student identification numbers and actual grade

information because of a concern for privacy.

Table 6. Number of students (n) in the stability test and
experimental groups and percentage of potential students in
each group providing grade information.

Course T Stability Experimental

Pa 0 Pe AG PGD

-- --N n n % n n g,. n g,.
0 0

CHM 194 65 14 22 129 29 23 38 30
HIS 287 96 30 31 191 47 25 69 36
SOC 111 37 10 27 74 7 10 19 26
TIM 133 44 15 34 89 28 32 33 37

Total 725 242 69 29 483 111 23 158 33

T = Total Students in Each Course.
Ps = Potential Stability Test Group (% of T).
0 = Obtained Stability Test Group (number and percent of

Ps •
Pe = Potential Experimental Group (% of T).
AG = Actual Grade Group Obtained (number and percent of

Pe) .
PGD = Perceived Grade Discrepancy Group Obtained (number

and percent of Pe).
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DATA ANALYSES

To test the hypotheses of this study, a quasi

experimental design was used. One group of students, the

experimental group, was established to see how different

types of grade information--the Itreatmet:1t"--would affect

student motivation over time, from the beginning of the

semester (pre-grade information) to just after they received

the grade information (post-grade information). In a true

experi~ental research design, the pre- and post-observations

of the control group would take place at the same time as

those of the experimental group so that the effects of

maturation or natural changes that occur during the time

between observations could be identified and controlled.

However, this study was undertaken in a natural setting and

the treatment was not under the investigator's control,

i.e., instructors could not be told to withhold grade

information. Thus a comparison group was formed in which

some of the effects of maturation could be detected. This

comparison group was the stability test group for which

motivation at the beginning of the semester and prior to the

treatment or grade information was measured. A study such as

this, in which a blend of experimental controls is used in a

field setting, has the advantage of some internal validity

controls, such as partially testing for maturation, and

definite external validity in that the results are more
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generalizable because the study is conducted in the field

(Campbell & Stanley, 1971).

Motivation Stability

To test whether the stability test group experienced

any changes on the motivation dimensions, three methods were

used. The first was to see if the Time 1 and Time 2 means

were significantly different from each other for each

dimension. A repeated measure t test was used to determine

the significance of the differences between the means (p =

.05). If none of the dimensions was significantly different,

it could be assumed that there were no extraneous factors

affecting motivation, at least during this time period.

As an added check on motivation dimension stability,

the variances of the Time 1 and Time 2 scores were compared

to see if they were significantly different. This was done

in case the means were not significantly different, but the

variances were. For example, the Time 1 variance of

motivation dimension scores could be very low while the Time

2 variance of scores could be dispersed, which would

indicate that some effect was causing students to report

extreme scores on the scale. The significance of the

difference between correlated variances test was used to

check for significant differences (Ferguson & Takane, 1989).

If the variances were not significantly different (p = .05),
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this would be another indication of the stability of the

motivation dimensions.

As a final measure of the stability of the motivation

dimensions, the test-retest reliability method was used. The

MSLQ has been reported to be a relatively stable instrument,

with Cronbach's alpha (a) ranging from .62 to .93.

Therefore, if the test-retest correlations are found to be

low, then there might be changes in student motivation

occurring during the period of this study. If the

correlations are high then further support for the stability

of the motivation dimensions is provided.

If there are significant differences in the tests of

means and variances and low test-retest reliability, then

there might be some maturation or other effects occurring

that would influence student motivation during this time.

Consequently, any discussion of changes in motivation for

the experimental group from Time 1 to Time 3 would need to

take into account any changes found in the stability test

group.

Grade Information and Motivation Dimensions

The first five hypotheses in this study examined

motivation dimensions over time, at the beginning of the

semester and after the mid-term examination, and how

receiving and perceiving a certain grade, i.e., grade

--- ------------------
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information, affects or does not affect motivation. The

study can be seen as a simple two-factor, time and grade

information, repeated measures experiment, in which

measurement is repeated on one factor, time. Thus, in this

study, each student was assessed twice on each of the five

motivation dimensions.

The hypotheses of this study are based on how two

different types of grade information affect motivation. The

first type of grade information is the grade received. This

measure will be called "actual grade" and refers to the

letter grade the student received on his or her mid-term

examination or project. Because the number of students

responding to the individual grade levels (e.g., "A," "B")

were too small to use for statistical analyses, the five

grade levels were collapsed into three. levels: A-B, C, and

D-F. The data table design for the actual grade and time

factors experiment, with the measurement of students

repeated across the time factor, for each motivation

dimension is shown in Table 7.
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Table 7. Data table design for actual grade and time
factors, repeated across time.

Motivation Dimension X

Time

Grade Information:
Pre Post

Actual Grade Students
Groups

A-B Sl
S2
S3

MpreAB MpostAB

C S4
S5
S6

Mprec Mpostc

D-F S7
Sa
S9

MpreCF MpostCF

The second type of grade information that affects

motivation and is integral to the first five hypotheses is

the perceived grade, whether the student felt that the grade

received on the mid-term examination or project was "quite a

bit below," "below," "about the same as," "above," or "quite

a bit above" what they had expected (see Appendix C, item

32). Because the number of students responding to the five

individual levels of perceived grade discrepancy was too

small to use for statistical analyses, the five levels were
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collapsed into three levels: (a) below expected, which

consisted of the two below expected responses ("quite a bit

below" and "below" what they had expected); (b) same as

expected; and, (c) above expected, which consisted of the

two above expected responses ("quit~ a bit above" and

"above" what they had expected). The data table design for

this perceived grade discrepancy and time factors

experiment, repeated across the time factor, for each

motivation dimension is shown in Table 8 .

.,..,.,...-_._---- - ...._ ..._------
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with the data tables established, an analysis of

variance was performed to determine if the differences

between the means were significant. The SAS procedure GLM

was used instead of the ANOVA procedure because the GLM

procedure computes the same sums of squares and F statistic

output as the ANOVA procedure but handles unequal cell sizes

better than the ANOVA procedure.

One of the best ways to report data besides the mean

and analysis of variance is the use of graphs, especially if

one is trying to see interaction between the factors

(Kerlinger, 1986). Therefore, the graphs of the means for

each grade information group were examined to determine how

each group's motivation level changed across time as the

group's grade information was received. For example, the

pre- and post-grade information means for the same as

expected group may be almost the same, showing no effect

from their grade information. But the pre- and post-grade

information means for the below expected group may show a

decline across time. If this dimension were a situation

specific dimension as outlined in this study's motivation

model, the significant difference in means across time and

the decline from the pre- to post-grade information means of

the below expected group would support the dimension

hypotheses. Should the interaction between time and grade

information groups be significant as well, it would

_ .._--_._--------------
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contribute to the explanation of groups having different

motivational levels over time.

Developing a data table, calculating the analysis of

variance, and graphing the motivation levels for the grade

information groups across time was done twice, once using

the actual grade and then again using the perceived grade

discrepancy as the grade information measure, for each of

the five motivation dimensions. This method of analysis was

used to test the first five study hypotheses regarding the

effect of grade information on student motivation.

Academic Newcomer Variables and Motivation Dimensions

The data analysis used to test the last study

hypothesis was a correlation analysis. The change in the

pre- and post-grade information scores for each motivation

dimension was calculated (scorepos t - scorepr e = scorechange),

yielding five motivation change scores. The students were

divided into two groups, those who were in their first

semester at the university and those who had two or more

semesters at the university. Two separate correlation

analyses were then performed. The first analysis was

performed on the first semester students in which age and

generation at the university variables were correlated with

each of the five motivation dimension change scores. The

second analysis was performed on the two or more semester
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students, again having age and first generation at the

uniyersity variables correlated with each of the five

motivation dimension change scores. The second analysis was

performed to determine if any relationships between the

academic newcomer variables and the motivation change scores

carried over into subsequent semesters at the university.

For the first semester group, the age range was between 19

and 43, and for the two or more semester group, between 20

and 47. In the first semester group (n = 152), 28.9%

indicated they were first in their family to attend a

university and in the two or more semester group (n = 75),

34.0%. To achieve a larger number for the correlation

analysis, all 227 students were used.

A positive correlation between motivation dimension

change scores and age would indicate that the younger the

student, the smaller or more negative the change score.

Likewise, a positive correlation between motivation

dimension change scores and generation at a university would

indicate that students who were first in their family to

attend a university would more likely have smaller or more

negative change scores.
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CHAPTER IV

RESULTS

In this chapter the results of the three stability

tests are presented first, followed by those of the grade

information groups. The grade information group results are

presented in terms of the hypotheses tested.

MOTIVATION STABILITY TESTS

The group used to test the stability of the mqtivation

dimensions from the first questionnaire administration

(Time 1) at the beginning of the semester, to the second

administ~ation (Time 2) just prior to the examination,

consisted of 69 students, or 30.6% of the total 225

participants in the study. Three tests to determine

motivation stability were conducted on the scores of this

stability test group.

For the repeated measures t test of the Time 1 and

Time 2 means of each motivation dimension scale, the

difference between the two means for each scale was not

expected to be significant. The results of this stability

test, as shown in Table 9, indicate that there were

significant differences between the Time 1 and Time 2 means

of the task value scale (p <.01) and the intrinsic goal

orientation scale (p < .05). The difference between Time 1
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and Time 2 self-efficacy means approached statistical

significance (.05 < P < .10). The Time 1 and Time 2 means of

the extrinsic goal orientation and control of learning

belief scales were not significantly different.

Table 9. Motivation stability: Repeated measures t test of
Time 1 and Time 2 means.

Mean Scores

Time 1 Time 2 p

Intrinsic goal orientation 5.07 4.76 .022
Extrinsic goal orientation 5.27 5.15 .228
Task value 5.24 4.99 .003
Self-efficacy 5.00 4.89 .085
Control of learning beliefs 5.57 5.44 .281

The second method of assessing the stability of the

motivation dimension was to compare the scale variances of

Time 1 and Time 2 responses. The assumption was that if

score variances were not significantly different from Time 1

to Time 2, then the students were responding consistently

over time. The significance test for correlated, or repeated

measure, variances (Ferguson & Takane, 1989) was calculated

and its results showed no scale variance differences

approaching statistical significance for any of the

motivation dimensions.

The final stability test for the motivation dimensions

was the test-retest method of estimating the reliability of

the questionnaire and indirectly the stability of the
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motivation dimensions. The resultant correlations of the

Time 1 and Time 2 dimension scores ranged from .53 to .84.

The two dimensions that had low correlatio~s were intrinsic

goal orientation (r = .53) and control of learning beliefs

(r = .59) (see Table 10).

Table 10. Motivation stability: Test-retest reliability in
terms of Pearson product-moment correlations (r).

Intrinsic goal orientation
Extrinsic goal orientation
Task (course) value
Self-efficacy
Control of learning beliefs

Pearson r

.53

.73

.84

.76

.59

Significance
( p < )

.001

.001

.001

.001

.001

Of the three stability tests, only one test--the

comparison of variances--clearly supported the notion that

the motivation dimensions of students as measured by the

MSLQ were stable from the beginning of the semester to the

point in time just prior to the examination or project due

date. The comparison of dimension means and the test-retest

reliability over this period, however, did not show clear

support of stability. In the comparison of means test, two

dimensions, task value and intrinsic goal orientation, had

means significantly different and the third dimension, self

efficacy had mean differences that approached significance.

It should be noted that there was a decrease from the Time 1

to Time 2 means for all five motivation dimensions. For the

------ -------
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test-retest reliability correlations, intrinsic goal

orientation and control of learning beliefs had fairly low

correlations.

THE EFFECT OF GRADE INFORMATION ON MOTIVATION DIMENSIONS

Before presenting the results of the specific dimension

hypotheses data analyses, the grade information measures

should be described in more detail, as well as their

relationship to each other, because both were being used to

determine the effect of grade information on motivation.

Each of the grade information measures had three levels. As

shown in Table 11, the number of students in each level or

group varied. In the actual grade measure, the lowest number

of students were those who received a "0" or "F" on the mid

term examination or project. For the perceived grade

discrepancy measure, the lowest number of students was those

who received mid-term examination or project grades above

what they had expected. For each grade information measure,

the largest groups did not exceed 50% of the total students .

....",..--------- --- ------------



71+.

Table 11. Number of students (n) by grade information
measure levels for the experimental group.

Grade Information
Measures Students

n %
Actual Grade

A-B

c

D-F

Total

Perceived Grade·
Discrepancy

Above expected

Same as expected

Below expected

Total

43

48

20

111*

35

51

72

.38.8

43.2

18.0

100 %

22.2

32.3

45.5

100 %

* 111 of the 158 treatment group students allowed their
grades to be used in this study; all treatment group
students reported on their perceived grade discrepancy

Because of the importance of these two grade measures,

and the smallness of the experimental group for each measure

compared to the total number of students who were in the

four courses for this study, the proportion of experimental

group actual grade and perceived grade discrepancy levels

was compared to that of the total students in the courses.

In each of these comparisons, the actual number of levels,

five grade levels and five perceived grade discrepancy
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levels, were used rather than the three collapsed levels in

order to provide a more detailed comparison. The intent of

this comparison was to find out if the experimental group

grade information responses were representative of all

students in the four courses. As shown in Table 12, the

experimental group grades and perceived grade discrepancy

responses were similar to those of the total students

surveyed. For the actual grade measure in the experimental

group, the "A" grade level is somewhat overrepresented as

compared to the total students surveyed, and the "011 grade

level, underrepresented. For the perceived grade discrepancy

measure, the proportions of students in each category for

the experimental and total student groups are very similar.
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Table 12. Comparison of experimental group and total
students (study and non-study) actual grade and perceived
grade discrepancy responses.

Students

Grade Information Experimental Total
Measure

n ~ n ~
0 0

Actual Grade

A 21 18.9 90 12.4
B 22 19.8 135 18.6
C 48 43.2 295 40.7
D 13 11. 7 145 20.0
F 7 6.3 60 8.3

Total 111 100.0 725* 100.0

Perceived Grade
Discrepancy

Quite a bit above 8 5.1 23 5.1
Above 27 17.1 71 15.8
Same 51 32.3 148 33.0
Below 44 27.8 132 29.5
Quite a bit below 28 17.7 74 16.5

Total 158 100.0 448* 100.0

* The numbers for the grades came from the instructors' mid
term examination/project records, while the numbers for the
perceived grade discrepancy came from the classes at the
third questionnaire administration. Hence, the two numbers
are different .



77

The relationship between the two grade information

measures raised the question: Were they measuring the same

thing? Were the students who received A-B grades at mid-term

also those who received grades that were above what was

expected? A simple correlation of the two measures, actual

grades and the perceived grade· discrepancy, was significant

but low (r = .38, df = 109, P < .001). In addition, in

examining the distribution of actual grade levels in the

various perceived grade discrepancy groups, there was a

balanced distribution of grades at the below expected level,

which is of primary interest to this study. This

distribution became increasingly skewed toward the higher

actual grades as expectation moved from same as expected to

above expected (see Table 13).

Table 13. Representation of actual grade levels in
perceived grade discrepancy levels.

Perceived Grade Actual Grades
Discrepancy (Percent) Total

A-B C D-F ~ n0

Above expected 62 33 5 100 21

Same as expected 53 29 18 100 38

Below expected 20 57 23 100 51

The results of the grade information analyses indicated

that the proportion of students in the grade groups for the

~------ -- .._-.----
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two grade information measures of the study experimental

group, which was used to study the effect of grade

information on student motivation, was representative of

grades and perceived grade discrepancy responses of all of

the students in the four courses. In addition, while there

was some overlap in grade and perceived grade discrepancy (r

= .38, df = 109, P < .001), the grades had a balanced

distribution for the below expected group.

As discussed earlier in the data analyses section, the

method of analysis for the first five study hypotheses of

grade information and motivation consisted of (a)

calculating the mean response for each grade information

group across time; (b) conducting a 3 x 2 factorial analysis

of variance with repeated measures on one factor to test for

significant differences between grade information groups,

within participants across time, and possible interactions

between group and time; and, (c) graphing the pre- and post

grade information means for each grade information group to

discern direction and relative rates of motivation change

between groups. In addition, these three steps were done

twice for each dimension because two grade information

measures, actual grade and perceived grade discrepancy, were

used to test these hypotheses.
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Hypothesis 1 Intrinsic Goal orientation

After receiving grade information at mid-term, students

who receive lower than expected or low grade

information will have intrinsic goal orientation scores

significantly different from those scor~s obtained at

the beginning of class.

The pre- and post-grade information means for the three

actual grade groups are shown in Table 14. The analysis of

variance summary in Table 15 indicates that there was a

significant difference between the pre- and post-grade

information mean scores for this dimension (p < .01), in

which the post-grade information mean (Mpost = 4.71) was

lower than the pre-grade information mean (Mp r e = 4.79).

Each group's intrinsic goal orientation level plotted across

time is shown in Figure 3. Although the interaction between

group and time was not significant, the D-F and C groups

accounted for most of the decline among the groups across

time, while the A-B students remained relatively stable.

,...,..,-------- ---



Table 14. Mean intrinsic goal orientation responses for
actual grade" groups.

Time

80

Actual grade group

A-B

c

D-F

Mean

n

43

48

20

Pre

4.83

4.96

5.10

4.79

Post

4.77

4.64

4.75

4.71

Mean

4.80

4.80

4.92

Table 15. Analysis of variance of intrinsic goal orientation
responses across two time measurements for three actual
grade groups.

Source df MS F P

Between sUbjects
Group 2 .25 .12 ns
Error between 108 2.16

Within sUbjects
Time 1 2.91 7.00 < .01
Group X Time 2 .51 1. 23 ns
Error within 108 .41
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Figure 3. Mean intrinsic goal orientation responses of
actual grade groups for pre- and post-grade information time
measurements.

The pre- and post-grade information means for the three

perceived grade discrepancy groups are shown in Table 16.

The analysis of variance summary in Table 17 indicates that

there was a significant difference between the pre- and

post-grade information means for all groups (p < .001). Each

group's intrinsic goal orientation level plotted across time

is shown in Figure 4. Although the interaction between group

and time was not significant, the below expected and above
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expected groups showed more decline than the same as

expected group, which remained relatively stable across

time.

Table 16. Mean intrinsic goal orientation responses for
perceived grade discrepancy groups.

Time

Perceived Grade
Discrepancy Group n Pre Post Mean

Above expected 35 4.82 4.44 4.63

Same as expected 51 4.95 4.87 4.91

Below expected 72 4.92 4.61 4.76

Mean 4.90 4.65

Table 17. Analysis of variance of intrinsic goal orientation
responses across two time measurements for three perceived
grade discrepancy groups.

Source df MS F P

Between sUbjects
Group 2 1. 70 .82 ns
Error between 155 2.08

Within subjects
Time 1 4.79 12.14 < .001
Gro.up X Time 2 .59 1. 51 ns
Error within 155 .39
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Figure 4. Mean intrinsic goal orientation responses of
perceived grade discrepancy groups for pre- and post-grade
information time measurements.

The analysis of the grade information groups' intrinsic

goal orientation scores supported the hypothesis for this

dimension. The actual grade groups and the perceived grade

discrepancy groups both had significant differences in means

across time. While there was no between-group significant

differences for the actual grade and perceived grade

discrepancy groups, the decline in pre- to post-grade

information means for the lower grade groups and above

"..-,------ ---
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expected and below expected groups showed more decline than

did the same as expected group, which remained relatively

stable. The A-B group and the same as expected group had

motivation dimension levels that remained stable across

time.

Hypothesis 2 Self-Efficacy

After receiving grade information at mid-term, students

who receive lower than expected or low grade

information will have self-efficacy scores

significantly different from those scores obtained at

the beginning of class.

~he pre- and post-grade information means for the three

actual grade groups are shown in Table 18. The analysis of

variance summary in Table 19 indicates that there was a

significant difference in both the main effects of time (p <

.001) and group (p < .001). In addition, the interaction of

time and group approached significance (.05 < P < .10). For

the time factor, the average group mean for the post-grade

information time (Mpost = 4.74) was lower than that for the

pre-grade information time (Mpr e ="4.97). For the group

factor, the A-B group had the highest self-efficacy level

(MA- B = 5.34), while the C gro~p (Me = 4.65) and D-F group

(Mo- F = 4.32) had lower levels of self-efficacy. A Newman-

---_._._-
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Keuls test applied to these group means, however, did not

indicate significant differences between any two means.

Each group's self-efficacy level plotted across time is

shown in Figure 5. Although the interaction between group

and time only approached significance, the D-F group and the

C group showed more decline across time than did the A-B

group, which remained relatively stable.

Table 18. Mean self-efficacy responses for actual grade
groups.

Time

Actual grade group

A-B

c

D-F

Mean

n

43

48

20

Pre

5.37

4.78

4.61

4.97

5.32

4.52

4.03

4.74'

Mean

5.34 .

4.65

4.32

Table 19. Analysis of variance of self-efficacy responses
across two time measurements for three actual grade groups.

Source df MS F P

Between subjects
Group 2 18.19 7.05 < .001
Error between 108 2.58

Within sUbjects
Time 1 4.22 11. 85 < .001
Group X Time 2 .98 2.78 .05 < P < .10

Error within 108 .35
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Figure 5. Mean self-efficacy responses of actual grade
groups for pre- and post-grade information time
measurements.

The pre- and post-grade information means for the three

perceived grade discrepancy groups are shown in Table 20.

The analysis of variance summary in Table 21 indicates that

there was a significant difference in the interaction of

group and time (p < .05). In addition, one main effect

factor, time, approached significance (.05 < P < .10). In

examining the pre- and post-grade information means of the

same as expected and above expected groups, almost no
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changes occurred across time for both groups. It is the

below expected group that declined sharply, having a mean at

pre-grade information time (Mpr e = 4.93) nearly as high as

the same as expected group mean (Mpr e = 5.03) and then a

post-grade information mean (Mpost = 4.54) lower than the

above expected post-grade information mean (Mpos t = 4.63).

A Newman-Keuls test applied to the group means (Mabove =

4.64, Ms ame = 5.02, Mbelow = 4~73), however, did not indicate

significant differences between any two means.

Each group's self-efficacy level plotted across time is

shown in Figure 6. The below expected group accounted for

the significant difference in the group and time

interaction. The same as expected and above expected

dimension lines across time were almost parallel.

Table 20. Mean self-efficacy responses for perceived grade
discrepancy groups.

Time

Perceived Grade
Discrepancy Group n Pre Post Mean

Above expected 35 4.66 4.63 4.64

Same as expected 51 5.03 5.01 5.02

Below expected 72 4.93 4.54 4.73

Mean 4.90 4.71
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Table 21. Analysis of variance of self-efficacy responses
across two time measurements for three perceived grade
discrepancy grade group~.

Source df MS F P

Between sUbjects
Group 2 3.65 1. 33 ns
Error between 155 2.74

within sUbjects
Time 1 1.51 3.78 .05 < P < .10
Group X Time 2 1. 26 3.16 .< .05
Error within 155 .40
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Figure 6. Mean control of self-efficacy of perceived grade
discrepancy groups for pre- and post-grade information time
measurements •
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The analysis of the grade information groups' self

efficacy scores supported the hypothesis for this dimension.

For both actual grade and perceived grade discrepancy, there

was significant difference in the interaction between group

and time, which provides the strongest statistical evidence

of change by group over time. The groups that showed the

clearest declines in their pre- and post-grade information

means were the D-F and below expected groups. The groups

that maintained stability over time were the A-B group and

both the same as expected and above expected groups. The D-F

group and the above expected and below expected groups had

the lowest post-grade information means.

Hypothesis 3 Extrinsic Goal Orientation

After receiving grade information at mid-term, students

who receive lower than expected or low grade information

will have extrinsic goal orientation scores not

significantly different from those scores obtained at the

beginning of class.

The pre- and post-grade information means for the three

actual grade groups are shown in Table 22. The analysis of

variance summary in Table 23 indicates that there were no

significant differences for the main effect factors or their

interaction. Each group's extrinsic goal orientation level

plotted across time is shown in Figure 7. The extrinsic goal
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orientation levels for all groups were relatively stable,

parallel to each other, and high, with group means ranging

from 5.33 to 5.48.

Table 22. Mean extrinsic goal orientation responses for
actual grade groups.

Time

Actual grade group

A-B

c

D-F

Mean

n

43

48

20

Pre

5.25

5.51

5.40

5.38

Post

5.41

5.46

5.30

5.41

Mean

5.33

5.48

5.35

Table 23. Analysis of variance of extrinsic goal orientation
responses across two time measurements for three actual
gra,de groups.

Source df MS F

Between subjects
Group 2 .62 .33
Error between 108 1.90

within sUbjects
Time 1 .001 .00
Group X Time 2 .34 .97
Error within 108 .35

p

ns

ns
ns
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Figure 7. Mean extrinsic goal orientation responses of
actual grade groups for pre- and post-grade information time
measurements.

The pre- and post-grade "information means for the three

perceived grade discrepancy groups for the extrinsic goal

orientation dimension are shown in Table 24. The analysis of

variance summary in Table 25 indicates that there were no

significant differences for the time factor and the

interaction between group and" time. However, there was a

significant difference among the groups (p < .001). Each

group's extrinsic goal orientation level plotted across time
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is shown in Figure 8. Like the actual grade groups for this

dimension, the perceived grade discrepancy groups' extrinsic

goal orientation levels were relatively stable and parallel

to each other. However, unlike the actual grade group, one

of the perceived grade groups had a much lower level of

extrinsic goal orientation. The same as expected group had

an average across time extrinsic goal orientation mean of

5.0, while the other two groups, below expected and above

expected, had average across time means (Mbelow = 5.63,

Mabove = 5.50) that were clustered and were much higher than

the same as expected across time mean. A Newman-Keuls test

applied to the means indicated that the same as expected

group had a -significantly lower mean than had the above

expected and below expected groups (p < .05, in each case).

The difference between the above expected and below expected

group means was not statistically significant.

Table 24. Mean extrinsic goal orientation responses for
perceived grade discrepancy groups.

Time

Perceived Grade
Discrepancy Group n Pre Post Mean

Above expected 35 5.53 5.47 5.50

Same as expected 51 4.97 5.04 5.00

Below expected 72 5.64 5.63 5.63

Mean 5.39 5.40
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Table 25. Analysis of variance of extrinsic goal orientation
responses across two time measurements for three perceived
grade discrepancy groups.

Source df MS F P

Between subjects
Group 2 12.31 7.35 < .001
Error between 155 1. 67

Within subjects
Time 1 .00 .00 ns
Group X Time 2 .08 .22 ns
Error within 155 .39
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Figure 8. Mean extrinsic goal orientation responses of
perceived grade discrepancy groups for pre- and post-grade
information time measurements.
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The analysis of the grade information groups' extrinsic

goal orientation scores supported the hypothesis for this

dimension. The actual grade groups and the perceived grade

discrepancy groups, including the D-F and below expected

groups, had extrinsic goal orientation levels that were not

significantly different over time. In addition, for the

actual grade groups there were also no significant

differences among ·the groups or in the interaction of groups

and time. However, for the perceived grade group there was

significant difference between groups, with the same as

expected group's extrinsic goal orientation lower than that

of the other two groups. There was no significant difference

in the interaction of group and time for the perceived grade

discrepancy group.

Hypothesis 4 Task Value

After receiving grade information at mid-term, students

who receive lower than expected or low grade information

will have task (course) value scores not significantly

different from those scores obtained at the beginning of

class.

The pre- and post-grade information means for the three

actual grade groups are shown in Table 26. The analysis of

variance summary in Table 27 indicates that there was a

significant difference in the time factor (p < .01), such
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that the average group mean for the post-grade information

time (Mpost = 4.90) was lower than that of the pre-grade

information time (Mpr e = 5.09). Each group's task value

level plotted across time is shown in Figure 9. Although the

interaction between group and time was not significant, the

D-F group, and to some degree the C group, accounted for

most of the decline in task value among the groups across

time, while the A-B group task value level remained stable.

Table 26. Mean task value responses for actual grade
groups.

Time

Actual grade group

A-B

c

D-F

Mean

n

43

48

20

Pre

5.16

5.08

5.01

5.09

Post

5.07

4.89

4.61

4.90

Mean

5.11

4.98

4.81

,-,----- ._. ---

Table 27. Analysis of task value responses across two time
measurements for ~hree actual grade groups.

Source df MS F P

Between sUbjects
Group 2 1.27 .38 ns
Error between 108 3.39

Within subjects
Time 1 2.38 7.37 < .01
Group X Time 2 .34 1.06 ns
Error within 108 .32
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Figure 9. Mean task value responses of actual grade groups
for pre- and post-grade information time measurements.

The pre- and post-grade information means for the three

perceived grade discrepancy groups for the task value

dimension are shown in Table 28. The analysis of variance

summary in Table 29 indicates that there was a significant

difference between the pre- and post-grade information mean

scores for this dimension (p < .001), such that the average

group mean for the post-gr~de information (Mpost = 4.79) was

lower than that for pre-grade information (Mp r e = 5.04).
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Each group's task value level plotted across time is shown

in Figure 10. Most of the task value declined in the time

factor appeared in the below expected and above expected

groups, while the same as expected group remained relatively

stable. The rate of task value decline of the below expected

and above expected groups appeared to be similar. In

addition, although not statistically significant, the below

expected group task value level (Mbelow = 5.05) and the same

as expected group task value level (Ms ame = 4.96) were both

higher than the above expected group (Mabove = 4.59),

especially at the post-grade information time measurement~

Table 28. Mean task value responses for perceived grade
discrepancy groups.

Time

Perceived Grade
Discrepancy Group n Pre Post Mean

Above expected 35 4.77 4.42 4.59

Same as expected 51 5.02 4.90 4.96

Below expected 72 5.20 4.91 5.05

Mean 5.04 4.79

----"""---
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Table 29. Analysis of variance of task value responses
across two time measurements for three perceived grade
discrepancy groups.

Source df MS F P

Between subjects
Group 2 5.04 1. 63 ns
Error between 155 3.09

within sUbjects
Time 1 4.56 13.16 < .001
Group X Time 2 .30 .87 ns
Error within 155 .34
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Figure 10. Mean task value responses of perceived grade
discrepancy groups for pre- and post-grade information time
measurements.
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The analyses of the grade information groups' task

value scores did not support the hypothesis for this

dimension. In both analyses, task value levels showed a

significant decline over time. In examining the gr~phs of

the task value levels, it was found that the lower grade

groups, D-F and C, and the below expected and above expected

groups influenced the decline in the across-time motivation

levels. In addition, while there was no between-group

interaction for both the actual grade groups and perceived

grade discrepancy groups, there seemed to be greater

differences among groups at the post-grade information time

measurement. At the post-grade information time measurement,

the actual grade groups were spread out evenly, with the D-F

students at the lowest level. For the perceived grade

discrepancy groups at this time, the above expected group

was apart from the other two groups at the lowest level.

There was no significant difference in the interaction of

group and time for both the actual grade and perceived grade

discrepancy groups.

Hypothesis 5 Control of Learning Beliefs

After receiving grade information at mid-term, students

who receive lower than expected or low grade information

will have control of learning beliefs scores not

significantly different from those scores obtained at the

beginning of class .
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The pre- and post-grade information means for the three

actual grade groups are shown in Table 30~ The analysis of

variance summary in Table 31 indicates that there was no

significant differences for the main effect factors as well

as their interaction. Each group's control of learning

beliefs level plotted across time is shown in Figure 11. The

control of learning beliefs levels for all groups were

relatively stable, parallel to each other, and high, with

group means ranging from 5.42 to 5.58.

Table 30. Mean control of learning beliefg responses for
actual grade groups.

Time

Actual grade group n Pre Post Mean

A-B 43 5.54 5.63 5.58

C 48 5.42 5.43 5.42

D-F 20 5.65 5.61 5.63

Mean 5.50 5.53

Table 31. Analysis of variance of control of learning belief
responses across two time measurements for three actual
grade groups.

Source df MS F P

Between subjects
Group 2 .86 .59 ns
Error between 108 1.48

Within sUbjects
Time 1 .01 .05 ns
Group X Time 2 .06 .15 ns
Error within 108 .40
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Figure 11. Mean control of learning belief responses of
actual grade groups for pre- and post-grade information time
measurements.

The pre- and post-grade information means for the three

perceived grade discrepancy groups for the control of

learning beliefs dimension are shown in Table 32. The

analysis of variance summary in Table 33 indicates that

there were no significant differences for the main effect

factors or their interaction. Each group's control of

learning beliefs level plotted across time is shown in

Figure 12. Like the actual grade groups for this dimension,
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the perceived grade discrepancy groups' control of learning

beliefs levels were relatively stable, parallel to each

other, and high, with group means even more tightly

clustered than the actual grade groups, in a range from 5.33

to 5.45.

Table 32. Mean control of learning belief responses for
perceived grade discrepancy groups.

Time

Perceived Grade
Discrepancy Group n Pre Post Mean

Above expected 35 5.32 5.34 5.33

Same as expected 51 5.47 5.44 5.45

Below expected 72 5.39 5.46 5.42

Mean 5.40 5.42

Table 33. Analysis of variance of control of learning
beliefs responses across two time measurements for three
perceived grade discrepancy groups.

Source df MS F P

Between subjects
Group 2 .32 .21 ns
Error between 155 1. 53

Within sUbjects
Time 1 .03 .08 ns
Group X Time 2 .07 .20 ns
Error within 155 .37
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Figure 12. Mean control of learning beliefs responses of
perceived grade discrepancy groups for pre- and post-grade
information time measurements.

o

The analysis of the grade information groups' control

of learning belief scores supported the hypothesis for this

dimension. The actual grade groups and the perceived grade

discrepancy groups, including the D-F and below expected

groups, have control of learning beliefs levels that were

not significantly different over time. In addition there

were no differences in control of learning beliefs levels



104

between the groups, at either pre- or post-grade information

measurements.

Hypothesis 6

Academic newness, as represented by age and generation

at a university, will be significantly and negatively

correlated with the change in pre- and post-grade

information scores (scorepost - scorepr e = scorechange) for

the five model motivation dimensions.

As can be seen in Table 34, the academic newness

variables were significantly correlated with only one

motivation dimension change score. Both age and generation

in college were positively correlated with change in pre

and post-grade information scores for the control of

learning beliefs dimension. This means that the younger

students and those who were first in their family to attend

a university were more likely to have had control of

learning beliefs levels decline from pre- to post-grade

information. In addition, the correlation between age and

the extrinsic goal orientation change scores approached

. significance (.05 < P < .10), which suggests that younger

students tend to have steeper declines in their extrinsic

goal orientation levels than did other students. The

correlation between students first in their family to attend

a university and self-efficacy also approached significance
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(.05 < p < .10), which suggests that first generation

students have steeper declines in their self-efficacy levels

than do other students. The second semester students showed

no significant correlations between age and generation at

the university and change in motivation dimension scores.

Table 34. Significant correlations between pre- and post
grade information motivation change scores and academic
newcomer variables.

Semester(s) at the University

One Two or more

Motivation: Age Gen. Age Gen.
Change scores

Intrinsic Goal . ns ns ns ns
Orientation

Extrinsic Goal .15* ns ns ns
Orientation

Task Value ns ns ns ns

Self-Efficacy ns .15* ns ns

Control of Learning .21** .26** ns ns

Beliefs

* approach significance .05 < P < .10
** P < .001

Gen. = Generation at the university.
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CHAPTER V

DISCUSSION AND IMPLICATIONS

In this chapter, the study results are discussed as

they pertain to motivation stability, motivation model

development, grade information groups and motivation, and

the academic newcomer and control of learning beliefs. The

chapter concludes with a discussion of the study

limitations, recommendations for future research, and

implications for education.

INTERPRETATION OF FINDINGS

Motivation Stability

Of the three stability tests conducted on the Time 1

and Time 2 scores of the stability test group, only one

clearly supported the stability of all motivation

dimensions. For each motivation dimension, the test of

correlated variances showed that the variances between the

Time 1 scores and Time 2 scores were not significantly

different. However, for the test-retest reliability

correlations, two of the dimensions had relatively low

correlations (self-efficacy, r = .53; control of learning

beliefs, r = .59) indicating that participants were

responding in different ways for each administration. For
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the repeated measures t test of the Time 1 and Time 2 means

for each dimension, two dimensions (task value and intrinsic

goal orientation) had means that were significantly

different and the self-efficacy dimension had means that

approached significance in their differences. In addition,

there was an overall decline in the means for all dimensions

over time, which suggests a systemic shift in student

motivation that occurs naturally as the semester progresses.

There have been few studies of shifting motivation

levels during a semester. studies of motivation over time

. have examined developmental changes from the primary to

secondary years (stipek & Mac Iver, 1989) or on specific

phases of involvement in an academic task (Hagen et al.,

1992; Tannen, 1985). Pintrich (1989) obtained measurements

of college students' motivation at the beginning and end of

the semester. However, the focus of Pintrich's study was to

investigate the causal links among motivation, cognition,

and achievement variables, in which the motivation scores

were used as a correlate to grades and cognitive strategy

usage.

However, Deci et ale (1981) did find that primary

school student perception of classroom structures as they

pertain to motivation crystalliz~d after five weeks. While

parallels with college-level students must be drawn

cautiously, not only because of the difference in age but in

teacher and classroom contact hours, there may be a period
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in which students need to make sense of their academic

environment, wheth~r in primary school or college. As

students increase their understanding of the course material

as the semester progresses, they may realize that it is much

more complex than they had originally perceived, which may

result in their reporting lower self-efficacy scores at a

later measurement. For example, students in the History

course were getting feedback on their assignments in the

discussion labs, which provided them with early information

on the level of difficulty of the course material. This

increasing understanding of the course and course material

may also affect the task value dimension, in which the

course importance, utility and interest are reassessed.

In addition, college students undergo developmental

changes (Perry, 1970) and are usually deciding on a major

during their freshman and sophomore years. While these

changes occur over semesters and the stability test period

was five to nine weeks, perhaps some of the developmental

and major decision changes had some effect on the students'

perception of course usefulness.

Two study design features also might have influenced

the decline in task value and intrinsic goal orientation.

The first factor is the proximity of the mid-term

examination and the Time 2 questionnaire administration,

which took place the class period prior to the examination.

The students might have seen the examination as a looming
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presence in which their desire to "do well" could have

diminished the interest factor in the task value dimension

and the mastery and challenge approach to learning of the

intrinsic goal orientation dimension. The reason the Time 2

administration took place as close in time as possible to

the examination was to provide the maximum time to test the

stability of motivation dimensions. However, the class

period prior to the examination may not have been the best

time because of 'the possible emotional confusion occurring

in students, especially with a "test-like" questionnaire. A

better time might have been a minimum of two class periods

prior to the examination, which would have provided a good

length of time to test stability, yet avoided much of the

pre-examination rise in anxiety.

The second study design factor might have been the lack

of choice in the students' selection of courses. The History

course is a university core course requirement, while the

other courses are required introductory courses for majors

in the fields the courses represented. This lack of choice

might have caused students to judge the courses more

critically in terms of usefulness than if the courses were

more of the students' own choosing.



Motivation Model Development: Situation-Specific

and Global Dimensions

Of the five hypotheses concerning stability of the

motivation dimensions as they pertained to grade

110

information, four were supported by the study results and

one was not. Table 35 below compares the hypotheses

predictions and results.

Table 35. Comparison of hypotheses predictions and study
results on motivation dimension stability.*

GLOBAL

Predicted

Goal Orientation:
Extrinsicvatuc

Task valuevatuc

Control of Learning
Be1 i e f sE.'l'cC1ancy

Results

Goal Orientation:
Extrinsicvaluc

Control of Learning
Beliefsr.'l'cclancy

SITUATION-SPECIFIC

Goal Orientation:
Intr insicvatuc

Self-eff icacYI:_,pcC1ancy

Goal Orientation:
Intrinsicv•tuc

Self-eff icacYt;xPCCl:IIK 'Y

Task Value""lu.

* Dimension in bold indicate where results differ from
prediction.

_.__ .. _----
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Whether a dimension was theoretically a value or

expectancy dimension did not seem to be a predictor of

whether a dimension operated in a global or situation

specific manner for this study's sample. One expectancy

dimension was global and the other, situation-specific; one

value dimension was global and the other two were situation

specific.

In explaining why certain dimensions are global, it may

be that certain long-term environmental forces shaped these

motivation dimensions. Education becomes more formal during

the secondary educational levels (Stipek, 1993) and is

strongly competitive and normative in college (Tierney,

1992), which creates an entrenched extrinsic goal

orientation in students by the time they are in college.

Extrinsic 90al orientation, as a motivation dimension, may

become resilient to even a strong environmental force such

as discrepant grade information.

In addition, college students are a self-selected

population of successful learners, ones who have achieved

academic success through their own efforts. Belief that

success is due to one's own effort (the control of learning

beliefs dimension) was found to be resistant to the effects

of grade information. Therefore, it may be that these

dimensions are global in this study because of the college

population; in another population, and again measuring the
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effect of grade information, a different global-situation

specific configuration might be found.

In examining the situation-specific dimensions, the one

dimension that was not predicted to be situation-specific

was the task value dimension. It may be that students

reassess the utility and importance of a task much more

readily than expected. In addition, task interest may

quickly evaporate when students do not live up to their own

or other's expectations and the possibility of academic

probation or loss of financial aid may displace interest in

the course. contrary to both the Pintrich motivation model

and this study's revised model, task value operated as a

situation-specific dimension in the present study.

Intrinsic goal orientation, self-efficacy, and task

value dimensions shifted with grade information; this was

seen primarily in those students receiving lower grades and

those receiving grades below their expectations. Two factors

common to the three situation-specific dimensions found in

this study seem to confirm, post hoc, the study's finding

that these three dimensions are situation-specific: (a) The

situation-specific dimensions seem to be more closely

related to the task than are the global dimensions, and (b)

There appears to be causal relationships between the

situation-specific dimensions and cognitive strategy use and

achievement.

- .._-._-----
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The first common factor is that these situation

specific dimensions are more task-based than are the global

dimensions. The task value dimension is obviously task based

as it measures the importance, utility, and interest of the

task to the student. The intrinsic goal orientation

dimension measures the degree to which students approach

learning from a mastery and challenge perspective or how

task-involved they are (Nicholls, 1988). The self-efficacy

dimension measures student expectation for success, which is

based on a simultaneous judgement of their ability and the

task difficulty. The global dimensions, on the other hand,

are not as task-based. By definition, extrinsic goal

orientation concerns performance and what others may think

rather than challenge and mastery of the task. The control

of learning belief dimension measures attribution to effort

for success, something that has shown to be developed and

internalized over a long period of time.

The second common factor that the three situation

specific dimensions have is that researchers have found that

these three dimensions have high correlations with final

grades (Pintrich et al., 1991). For the three situation

specific dimensions, correlations with final grades ranged

from .22 to .41, while for the two global dimensions, the

correlations were much lower (r = .13, .02). In addition,

researchers have found that these situation-specific

dimensions were strongly related to cognitive learning

=....---- --- -- ---- ------- - -------



114

strategies that require deeper processing, such as

elaboration and metacognition, while the global dimensions

had weaker relationships with these strategies (Pintrich &

GarQia, 1992). The relationship between the situation

specific dimensions found in the present study and the

relationship found in other studies between these dimensions

and both final grades and strategy usage are shown in Table

36.
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Table 36. Comparison of study situation-specific dimensions,
final grade correlations, and strategy use.

study results:
adjusted
model

Situation
specific

Self-Efficacy

Correlation with
final grade

(Pintrich et al.,
1991)

.41

Relation with
strategy use

(Pintrich & Garcia,
1992)

elaboration; self
regulatory
strategies; effort,
time and study
management

Intrinsic
Goal Orientation

Task Value

Global/stable

.25

.22

elaboration,
organization,
self-regulatory
strategies

elaboration,
organization,
self-regulatory
strategies

Control of Learning .13
Beliefs

(weak relation
ship with cognitive
and resource
management
strategies)

,-",--_...._- --

Extrinsic Goal
Orientation

.02 (weak relationship
with cognitive
strategies, except
interaction with
intrinsic goal
orientation)
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Like this study, these Pintrich studies have college

students as their population and measure motivation using

the MSLQ. These studies show that certain motivation

dimensions are related to the usage of positive, deeper

processing learning strategies and metacognition, perhaps

ultimatel¥ influencing the student's final grade. In light

of the findings of the Pintrich studies, this study's

results raise an intriguing question regarding the

situation-specific dimensions that are related to positive

strategy use. Is this relationship potentially beneficial

because these dimensions might be positively manipulated and

thereby increase deeper processing strategy use or is this a

possible obstacle to encouraging deeper processing strategy

usage because the strategies are driven by shifting, and

perhaps difficult to predict, motivation dimensions?

Grade Information Groups and Motivation

The study hypotheses that predicted the situation

specific or global nature of the five motivation dimensions

used two grade information groups: students who received

lower than expected grades and students who received low

grades. There were two reasons for using both groups of

students in testing the hypptheses. The first reason was

that the number of students who would eventually allow their

grades to be used in the study could not be predicted. An
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alternative measure was needed. The second reason was that

two convergent measures of grade information would

strengthen the study findings. As it turned out, 70% of the

experimental group (n=lll) provided grade release forms and

all those in the experimental group answered the perceived

grade discrepancy question. Consequently, the two converging

grade information measures were used to assess the impact of

grade information on student motivation.

In the study hypotheses results, the low grade group

was initially defined as those students who received a "0"

or "F /" which was called in this study the D-F group. The

"lower than expected" students were defined as those who

said that they received grades below and quite a bit below

what they had expected, which was called the below expected

group. In the five motivation dimension hypotheses, both

grade information measures converged, supporting the same

four hypotheses and failing to support one (hypothesis 4:

task value).

While the two particular measures converged well in the

data analysis, the C group (those students who received a

"C" grade) could have been included in the hypotheses grade

measure of students who received a "low grade." In the

situation-specific dimensions, the C grade group's decline

in motivation from pre- to post-grade information time was

similar to that of the D-F group .. Together, both of these

grade groups accounted for the decline in motivation in the
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situation-specific dimensions because the A-B group had

motivation dimension means almost unchanged across time.

Generally, receiving a IICII grade would not have the same

impact on a student's cognitive-motivation system as would a

110" or IIFII grade, and this was evident by the fact that the

decline in motivation means were less steep than that of the

D-F group. However, it makes sense to consider the C grade

group as part of the low grade students mentioned in the

hypotheses, not only because of the decline in motivation

levels but because most students consider a IICII grade as a

low grade rather than lIaverage,1I especially in a normative

college enviro~ment. In addition, the below expected group

consisted of 57% C students and 23% D-F students, which may

account for similarity in the below expected group's

motivation dimension decline and that of the low grade

groups, Le., students who receive grades IICII and below.

Therefore, it can be argued that these two grade

information types, the below expected students and the

expanded definition of students who receive IIlow grades, II

i.e. C and D-F, are similar and their declining levels from

pre- to post-grade information times for the situation

specific dimensions can be discussed together.

The single letter grade generates strong ability

attributions (stipek, 1993), leading to such self-statements

as "I received a '0' on this exam so I am a '0' student."

The problem of single letter grades shifts the nature of the
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classroom motivation to one of more performance (Jagacinski,

1983). It appears that this effect occurs here. Students who

received low grades or lower than expected grades may have

shifted their focus away from mastery and challenge to one

of obtaining a better grade and performance. In addition,

some students may have felt discouraged to the point of

"giving up" on the course, which would cause a sharp decline

in intrinsic goal orientation.

In the stability test, it was speculated that the task

value dimension declined because as the semester progressed

students became more aware of the task and either reassessed

the usefulness of the course or found the material too

complex, which might have depressed their interest level in

the course. similarly, the low grades and grades below what

they had expected perhaps were a trigger for students to

reassess their long-range goals and their ability in the

course, and these students may have concluded that the

course was not as useful as they had originally perceived it

to be. These students might have also devalued the

importance of the course as a way to protect self-worth, by

rationalizing, after doing poorly, that the course was never

that important to them.

The relationship between grades and self-efficacy is

strong. Stipek and Mac Iver (1989) note that as children

progress through the grade lsvels individual differences in

performance are emphasized. A shift toward whole-group

..,...,....--_._-
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instruction and uniformity in assignments occurs. The

opportunity for social comparison increases, as well as its

importance. Grading becomes more rigorous, which when

combined with this social comparative task structure, makes

it increasingly difficult for the average- and below-average

students to maintain high perceptions of competence. The

lower grade group and the below expected grade group both

steeply declined in self-efficacy, indicating the strongest

effect by grade information of the three situation-specific

dimensions. students might have had to adjust their

expectancy for success and confidence in their ability to

master the material.

In summary, the low grade and below expected students

declined in intrinsic goal orientation, task value and self

efficacy. The impact of negative grade information on these

students' motivation levels was fostered by a uni

dimensional class, in terms of task and evaluation, which

may have directed students away from a mastery approach to

one of performance and highlighted the link between grades

and perception of competence. In addition, the students'

developmental changes in the freshman year could have caused

the reassessment of the utility of the course in terms of

their goals and needs. Some students may also have been

discouraged due to a fragile sense of self-efficacy, which

may have caused them to give up on the class. In addition,

as the stability tests indicated, students could also have
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had a naive awareness of the course material, which becomes

more precise after they received their examinat~on grades.

While the low grade and below expected groups were the

main focus of the study hypotheses, there was an interesting

finding concerning the above expected group. In two of the

three situation-specific dimensions, intrinsic goal

orientation and task value, the above expected group of

students had motivation declines as steep as the below

expected group and were much lower in the actual pre- and

post-grade information scores as well. What caused the above

expected group of students to have their mastery'and

challenge approach to learning decline, even with a high

grade? These students when obtaining a grade higher that

expected, e.g. an "A" instead of a "C," may have become more

focused on grades and maintaining the grade, which reduced

their mastery and challenge approach to learning. Another

possibility is that the course was becoming less challenging

to the students. Studies have shown that to have high

intrinsic motivation and engagement in tasks, the task

should provide optimal challenge and be moderately difficult

(Csikszentmihalyi & Nakamura, 1989). These students who

received grades above what they expected might have felt

that the course material was now too easy and posed less of

a challenge, hence the decline in intrinsic goal

orientation.
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That the level of task value motivation was much lower

for those students whose grades exceeded their expectations

is quite surprising. As discussed earlier, more than 60% of

the students in this above expected group received a grade

of "A" or "B." Perhaps these students were finding the

course less important because they could now get by with

less effort, or that the interest in the course declined

because it no longer presented a challenge to them. It is

interesting to note that in the self-efficacy dimension, the

above expected group had little or no decline, verifying the

strong relationship between grades and self-efficacy.

In summary, students who received grades that were

above what they had expected reacted much like students who

received grades ·below what they had expected, except in the

self-efficacy dimension. This above expected group actually

had lower levels of motivation, both in steepness of the

decline from pre- to post-grade information time and actual

motivation scale levels, than those of the other discrepancy

groups. This above expected group may have perceived a need

to focus on the grade because of the desire to preserve the

high grade, experienced a loss of challenge and hence

mastery in the course, or jUdged the course to be of less

importance because less effort or attention was demanded for

the course. It could also be that receiving a grade above

what they had expected only reinforced already low levels of

intrinsic goal orientation and task value, which were lower

..,-,---- ._- --
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than those of the other discrepancy groups at the pre-grade

information time.

Getting an "A" or "B" grade can cause a decline in

intrinsic goal orientation and task value as much as a "C"

or lower grade. The common assumption that the "A" student

is the "best" student, which is often made at the university

level, may not necessarily be true, especially if the best

student is seen as one who has an intrinsic goal orientation

and strong task value motivation.

The deviating pattern of the above expected group

raises the question that perhaps there is an underlying

construct for the perceived grade discrepancy groups that

cuts across the individual dimensions. One construct might

be the naive awareness of the course and materials that

certain students have. Perhaps these students do not discern

instructional cues, such as the instructor indicating a

difficult content area or have only a vague understanding of

the pace and rigor of the course. This naive awareness of

the course could cause artificially high motivation scores

during the pre-grade information period. It could be as well

that the grade information that follows, whether above or

below what was expected, adjusts student motivation levels

to the accurate or "normal" level for the student.

The second construct might be the high extrinsic goal

orientation levels reported by both above expected and below

expected groups, as compared to the group that received the

---~.. _.~--
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grade they had expected. The extrinsic goal orientation

dimension was the only dimension to show significant

differences between the discrepancy group means. This is an

interesting finding insofar as one interpretation might be

that those students who are most concerned about their

grades and performance are least able to predict their

grade; or conversely, because they are least able to predict

their grade, they may be more concerned with their grades

and performance. As shown in Figure 13 the global, stable

quality of extrinsic goal orientation may be the defining

quality of the above expected and below expected groups, and

may be related to their instability in the situation

specific dimensions.
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Perhaps this strong extrinsic goal orientation

contributes to the decline in the intrinsic goal orientation

for both the above expected and below expected groups. The

decline in task value for the above expected and below

expected groups could also be related to the high extrinsic

goal orientation. students who are performance oriented and

concerned with others' evaluation are not concerned with the

task itself except as a means to an end. Hence, interest in

the material and its importance to personal needs and long

term goals are also not as critical.

Students who have an extrinsic goal orientation focus

on others or normative standards, which results in attention

being directed away from the. task and their own skills

(Nicholls, 1984). The students may have a reduced ability to

jUdge how much they are learning and how well they will

perform on an examination. The importance of knowing and

predicting grades may be linked to the idea of students'

receiving meaningful feedback and information on their

performance. If students obtain the grade that they expected

then in this sense the information is "rich"; feedback on

performance lets them know that their skill or effort is at

the level of the task or that more effort is needed for a

higher grade. However, if the grade is not what was

expected, then the grade information is "poor," and students

may be left confused in terms of whether it was ability or

-_ .. _----



127

effort, or external factors such as luck or instructor bias,

that resulted in the grade ~eceived.

Extrinsic goal orientation was also a stable dimension

across time for all groups. This dimension could have been

forged over a long period of time (Tinto, 1992; Stipek,

1993) and will not be easily changed due to the more

normative classroom structures in the higher grades.

Academic Newcomer and Control of Learning Beliefs

The first year experience in college is a critical one

(Astin, 1993) and adjusting to a college experience based on

family and cultural background can add to the difficulty

(Tierney, 1992). In this study an exploratory look was taken

at how age and being first in the family to attend a

university ("first generation") were related to motivation

level changes after grade information was received. It was

found that younger students and first generation students

were more likely to show a decline in control of learning

beliefs levels from pre- to post-grade information times.

This is an interesting finding because the control of

learning beliefs motivation dimension is one of the most

stable dimensions in the study model for all grade

information groups. The stability could be explained by the

fact that effort attribution may be formed over a long

period of time and therefore is not susceptible to a single
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failure. In addition, college students are a self-selected

group, with effort attribution for academic tasks probably

much higher than for non-students. Therefore, even if they

fail at a task, they know that only individual effort will

lead to success.

Students who come from high school or are first

generation students perhaps start off with an unrealistic

feeling of personal control, that whatever they put effort

into they will succeed. Harter and Keller (1980) noted that

first-term freshman placed greatest responsibility of low

grades on their own lack of motivation and learning strategy

use. This heightened sense of effort attribution may be due

to the "naive awareness" factor discussed earlier.

This naive awareness factor might also explain the two

other correlations that occurred but were short of

statistical significance (.05 < Q < .10). The first

correlation indicated that younger students showed a sharper

decline in extrinsic goal orientation. These younger

students perhaps may be singular in their approach to

obtaining "good grades" at the beginning of the semester but

may find that the university is not as normative as first

perceived. The second correlation indicated that being a

first generation student was related to.a sharper decline in

self-efficacy. These first generation students, possibly

without a sibling or parent to talk about the rigor of

university work, overestimate their ability to master the
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course work or have a fragile sense of this ability. Again,

the naive awareness factor may be contributing to the higher

levels of extrinsic goal orientation and self-efficacy

reported by younger and first generation students.

In the correlation analysis using the students who were

at the university for two or more semesters, no significant

correlations occurred between the motivation change scores

and the academic newcomer variables, age and first

generation at a university. This suggests that the first

semester is a particularly vulnerable time for these

students, but once past the first semester, their motivation

levels perhaps reflect more normal states.

LIMITATIONS OF STUDY

In this study, a quasi-experimental design was used, in

which some of the controls of a laboratory experiment were

applied in a field setting. A stability test group was

established that measured motivation dimensions at the

beginning of the semester to just prior to the first mid

term examination in order to determine the direction and

intensity of any changes in motivation dimensions. However,

the stability test results indicated that two of the five

motivation dimensions had significant. differences between

their Time 1 and Time 2 means~ In addition, there is a

period of one to three weeks between the Time 2 measurement
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and the Time 3, post-grade information measurement used for

the experimental group. During this time other factors

besides grade information could be at work that might have

caused the decline in the experimental pre- and post-grade

information motivation levels, such as grade information

from other courses students were taking. In addition, the

week in which students received their grade information

varied from six to 10 weeks after the semester began, which

would add further time for other factors to intervene.

An alternate design might have been to find a course

with another section but with different exam schedules so a

true control group could be established, using the course

with the exam that occurs after the treatment group's post

grade information measurement. However, the initial

differences in student motivation levels in the two sections

is a problem that would have to be addressed.

While no control group was used in the study, referent

groups were used as a point of comparison for the low grade

and below expected group motivation levels. For the actual

grade groups, the A-B group became the referent group. For

the perceived grade discrepancy group, the same as expected

group became the referent group. These two groups had pre

and post-grade information means that remained fairly stable

in each of the motivation dimensions, in part because they

received either no new grade information or- grade

information that was generally positive.

---""" ""-" -
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Having the experiment conducted in the field also

hindered control on group size and to some extent type of

.students selected. The attrition rate of the stability test

group was 71% and for the experimental grade groups, 77%

(actual grade group) and 67% (perceived grade discrepancy

group). While fluctuating attendance and enrollment might

have contributed to some of the attrition, the primary

reason for the high attrition rates was that students were

not providing their social security number or student

identification number on the answer sheet at all three

questionnaire administrations. One reason for this could be

the students' reluctance. in providing these identification

numbers because of concerns over privacy. Another reason is

that students found it cumbersqme to write in a nine-digit

number and fill in the corresponding bubble code on the

computer scan answer sheet for each questionnaire

administration. Perhaps issuing temporary student

identification numbers for the purpose of the study might

have ensured a greater number of students for the study

sample.

The number of students in each of the grade groups

varied. The D-F group in the actual grade analysis consisted

only of 20 students, while the other grade groups had about

twice that number. The check on the percentage grade

distribution for the total students who took the mid-term

examination or project showed that the study experimental
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group did have a smaller representation of "0" students and

an overrepresentation of "A" students. It makes sense that

students with higher grades would be more willing to allow

their grades to be used for a study, as opposed to someone

with lower grades. However, for the other grade information

measure, the proportion of students in each of the original

five perceived grade discrepancy levels, before they were

collapsed into three levels for analysis, was very similar

to that of the experimental group's five perceived grade

discrepancy levels in spite of the high study sample

attrition rate. While both the actual grade groups and the

perceived grade groups were used as convergent measures in

testing the first five hypotheses and seem to be

representative of the total course population, the two

groups do not ha~e exactly the same members. Therefore

comparisons between the two grade groups, beyond convergence

in supporting the hypotheses, should be made with this in

mind.

The selection of courses in the study represented a

range of disciplines but were similar in that they were all

large introductory courses. However, while a course from

four very different disciplines was selected, the number of

students who ended up in the final study sample was not

equally proportional from each discipline. History was the

most overrepresented with 43.6% of the total sample and

Sociology was the most underrepresented, with 12.8% of the

- ---------
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total sample. While the students were mainly freshman and

sophomores taking the university core courses, the fact that

History is a required university core course may have caused

some overall lowering in motivation dimension levels.

However, the way the groups reacted differently to grade

information should not be affected. That is, even if the

overall level of the motivatinn dimensions were lower in the

History course, the perceived grade discrepancy groups would

still differentiate themselves in the same way as in the

other courses. While the sample sizes were uneven and too

small to make comparisons in motivation levels between

courses in this study, future studies might be designed to

examine course variables such as choice an selection.

The different methods of examination and grading was

another factor that was not controlled. Two courses used

mUltiple-choice examinations and the other two courses, an

in-class essay examination and a take-home written project.

These diverse types of examination might cause different

feelings of competency for the course. A student poor in

essay writing would feel less competent than if the method

of examination had been a multiple-choice exam. However, the

number of students who took essay examinations and the

number who took multiple-choice examinations were about the

same. The Sociology course, with 13% of the students, gave

the take-home written assignment. Assuming students are

equally fearful of essay and mUltiple-choice examinations,
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then this factor should not be a concern. However, in

talking with the instructor of the History course involved

in the study, it may be that essay examinations, which

demand more critical thinking and create greater time

pressure, may be perceived as more difficult tasks by more

students than mUltiple-choice examinations which require

rote recall under time pressure. The sociology assignment

does require critical thinking through a written assignment,

but does not have the compressed time pressure of the in

class essay writing. Pintrich and Garcia (1992) in their

study of college students did use courses from different

disciplines as well as courses with different grading

formats. They did not consider this a problem in the

measurement of motivation. In their study they used the

grades from these different methods of assessments to test

the MSLQ, standardizing the grades before analysis.

The weight of the grade in terms of final class grade

also varied from course to course and could not be

controlled. In the Chemistry course, the examination was

worth 20% of the grade; in the History course, 25%; in the

sociology course, 25%; and, in the Travel Industry

Management course, 31%. However, in the Travel Industry

Management course, three mid-term examinations were given in

which the lowest grade was dropped, and in the Sociology

course, the written assignment could be resubmitted after

corrections were made. In the Chemistry course the
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instructor stipulated that, if a student's examination

grades improved at the end of the course, then borderline

grade students would be carried over to the next grade

level. The stakes in each of these mid-term examinations

varied, but they may have been offset by a high stakes

examination such as in the History course, with one mid-term

examination, and the grading method in the Travel Industry

Management course, with the chance to drop the lowest grade.

Because this study was done in the field, its strength

should be external validity. However, ~ome caution is

required in generalizing the results of this study beyond

college students in large introductory courses. Motivation

dimensions are affected by the classroom environment,

especially by such structures as evaluation and feedback.

Other structures, such as type of task and activities, would

also affect student motivation. Smaller courses that have

discussion in class as a part of the grading process may

find a different global-situation-specific model of

motivation dimensions. In this study, the History course did

have discussion labs that met weekly in addition to the

large lecture classes. However, the effect of these

discussion labs could not be measured because of other

intervening variables in the study.

Senior and junior college students may also be more

settled in their academic and career plans, which might

affect the stability of the task value dimension if they
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were to be measured using the MSLQ. This study has focused

on large introductory courses because these seem to be of

concern at universities as larger classes are becoming more

frequent for first- and second-year students.

RECOMMENDATIONS FOR FUTURE RESEARCH

Researchers have been calling for studies that examine

motivation over a period of time in a natural classroom

setting (Blumenfeld, 1993; Hagen, et al. 1992; Pintrich &

Garcia, 1992; Weiner, 1990). This study has examined five

motivation dimensions, which can be represented as an

expectancy-value motivation model, at three points in time

in a college course: at the end of the first three weeks;

before the first mid-term examination at five to nine weeks

after the semester began; then again after grade information

was given out at six to 10 weeks after the semester had

begun. An immediate follow up to this study is to collect

information at later periods in the semester, possibly

through another pre- and post-grade information measurement

to see if the student motivation dimensions shift in a

cyclical pattern or if dimensions become more stable as

students become more aware of their ability and the course

material. In addition, interviews with students could be

conducted to determine if other factors might be involved

regarding their perceptions of their ability over time.
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Perhaps student interviews might detect factors outside of

the classroom that are affecting student perception of

ability, such as performance in other courses or adjustment

to college life.

Another path for future research is to look at

different types of classroom structures that might affect

motivation in different ways. Pintrich (1989) argued that

the task is the main classroom structure in college

teaching, which embodies not only evaluation but learning

activities and materials as well. This study might be

duplicated by using another classroom structure such as

smaller classes that use discussion as part of the grading

process, or by using a large, lecture course (such as the

History course used in this study), in which students in a

discussion lab are compared with students in a different lab

format. In this case, perhaps because participating in

discussion is more of a performance over time in which

feedback is given regularly, e.g. verbal or non-verbal

affirmations ("Good point" or head nods), it might be found

that such dimensions as self-efficacy and intrinsic goal

orientation would remain more stable because grade

information is provided on an ongoing basis and students are

able to judge and make adjustments on their performance

rather than on a one-shot, standardized examination.

As a addition to quantitative measures, interviews with

both the instructor and students might prove useful in

~-_.._._..
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determining both intent of the task or feedback and the

students' perception of this same task or feedback,

especially if the students are culturally different from the

instructor. For example, an instructor who feels, in a

discussion setting, that challenging a student's comment is

positive feedback may be seen as providing negative ~eedback

by the student whose culture is averse to public

confrontation.

Researchers have made clear the link between motivation

and cognition, that some motivation dimensions drive

cognitive strategies (Pintrich & Garcia, 1992); that both

"skill" and "will" are needed in student learning (Paris &

winograd, 1990a, 1990b); and that firm theoretical links

exist between motivation theory and cognitive theory

(Pintrich, 1989). However, there is a concern about when

would be the best time for students to learn cognitive

strategies and use them well (Blumenfeld, 1992; Pintrich &

Schrauben, 1992). This study has identified three motivation

dimensions that seem to be situation-specific in nature and

which are the same three dimensions that Pintrich and Garcia

(1992) found to be highly related to deeper processing

learning strategies and metacognition, as well as to final

grade (Pintrich et al., 1991). studies might be done to

further test these three dimensions and their relationship

to cognition and the classroom environment. If these factors

are so responsive to the environment, how might the

- .._.---------
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environment be modified to stabilize these dimensions? How

would strategy training be introduced, knowing that the key

motivation dimensions that drive strategy use are undergoing

shifts throughout the semester?

Researchers have argued that motivation studies would

benefit from a comprehensive theory (Ford, 1992) and that

goal theory, the approach or goal that a student adopts in a

learning situation (e.g. intrinsic or extrinsic) might be

one that pulls together key motivation components (Weiner,

1990). While this study was premised on the revised

expectancy-value mode~ of achievement motivation (Pintrich

et al., 1991; Pintrich, 1989; McKeachie et al., 1986), one

interpretation of the results could be that the situation

specific dimensions are related to an extrinsic goal

orientation. Intrinsic goal orientation, self-efficacy, and

task value all fluctuate for the above expected and below

expected grade discrepancy groups, who have extrinsic goal

orientations that are high, and stable, aboye that of same

as expected group. Having a low extrinsic goal ~rientation

may be an underlying construct in maintaining stable and

high levels of intrinsic goal orientation, self-efficacy,

and task value, which are motivation dimensions that are

linked with deeper processing strategy usage. In this case,

the relationship between intrinsic and extrinsic goal

orientation may be less orthogonal than Pintrich (1989) has
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found and is more a continuum, in which intrinsic and

extrinsic goal orientations represent the two extremes.

Another interpr~tation of these results in the context

of model development is that students having a naive

awareness of the academic environment might show the most

fluctuation on situation-specific motivation dimensions.

Perhaps students who cannot predict their examination or

project performance perhaps are not picking up cues from the

instructor or materials. These students have intrinsic goal

orientation, task value, and self-efficacy motivation levels

that fluctuate with grade information. In this case, this

study's model may·be limited to college freshman and

sophomores who are generally most naive about the academic

environment. Interviewing students, in addition to

collecting quantitative data, might be beneficial in that

the construct of naive awareness could be more fully

explored. Students could be asked about the origination of

their misconceptions of college work and whether these

misconceptions extend to all courses and other academic

areas.

Future studies also might explore in more depth the

relationships extrinsic goal orientation and naive awareness

of the academic environment have with situation-specific

motivation dimensions. It could be determined whether these

relationships are more pronounced at the college level and
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whether they only are influenced by grade information and

not other classroom structures.

IMPLICATIONS FOR EDUCATION

In large introductory courses, students easily get lost

due to the size of class and the often one-way interaction

from instructor to student. Students who take these large

introductory courses are usually the most academically

inexperienced; freshman students who most lack the self

regulation needed to handle the majority of the learning

that goes on outside of the classroom (pintrich, 1989). One

of the primary reasons for conducting this study was the

need to deconstruct one part of the learning experience of

these students in class, which is achievement motivation,

and understand why they do not show up in class, seem so

shocked with their grade, and seem to not have any interest

in the material. This study has found that there are

differences in motivational levels in students and that they

are not necessarily grade based. Students in the above

expected group had the lowest level and steepest decline in

task value as well as intrinsic goal orientation. The below

expected group had declines in all three situation-specific

motivation dimensions. Grade expectation seemed to be the

more practical and dynamic explanation to student

motivation.
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Students who were unable to predict their performance

had the steepest decline and the lowest scores in the

dimensions that have been found to be predictors of deeper

processing strategy use and final grade performance:

intrinsic goal orientation, self-efficacy, and task value

(pintrich & Garcia, 1992; Pintrich et al., 1991). One of the

causes of the drop in intrinsic goal orientation and self

efficacy for the below expected group was the need to focus

on learning and performance. They did not know either their

ability and effort levels or the demands of the task. If

students are naive in their awareness of the academic

environment, then perhaps they also are unknowingly

"tricking" themselves into thinking that they are able to

master the material or will find all the course material

interesting and useful. One instructional intervention might

be to provide students early in the semester with as many

sample problems and feedback that reflect the examination or

the thinking that is being assessed at mid-term so students

will be able to assess their competency and correct early

their naive awareness of the course and course material.

This study of motivation dimensions at the college

level has shown that students are reacting in a fairly

complex manner to grade information, at least up to their

first mid-term examination grade reports in spite of the

uni-dimensional, normative classroom s~ructure typical of

the university. However, one can envision an ideal

......,.--_.__.._.-
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classroom setting that would maximize the positive

motivation dimensions. Having students maintain intrinsic

goal orientation and task value for required courses is

difficult. Choice to some extent has been limited.

Instructors might work to have material tied in with student

interest and goals, such as when using analogies and

metaphors. The examination as well could be designed to be a

meaningful learning experience as well as an assessment

activity, in which students find the questions if not

provocative at least tied in with a personal interest or

goal. Perhaps the challenge for instructors is to devise an

assignment or examination question that would intrigue even

the most "hardened," extrinsic goal oriented student.

However, the drawback may be that personal interest and

goals vary widely, which would require multiple questions or

ones that students could modify. More instructional

assistance would be required because developing the

questions that relate to individual interests and grading

the student answers to these questions would require more

time.

The possible underlying construct that explains the

decline of above expected and below expected students in

motivation dimensions is high extrinsic goal orientation.

students in this group might be concentrating more on their

performance and what others think rather than on their own

abilities and the task demands. The students in the same as

._. -----------
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expected group had low extrinsic goal orientation, and their

intrinsic goal orientation, self-efficacy and task value

were stable and remained at a high level even after a low

grade. Instructors might look at avoiding teaching methods

that promote extrinsic goal orientation in the college

classroom, such as normative grading, no choice in tasks,

information poor feedback, and infrequent opportunity to

improve or show mastery. While this might be going against

college culture which is competitive and normative, more

instructors are experimenting with collaborative and mastery

based projects. Instructors could work to develop a more

multi-dimensional classroom, in which students would be

working on different tasks or projects at different times.

Grading can be done with more comments ~nd exams given more

frequently to allow students the ability to assess his or

her knowledge. However, some of the above suggestions might

not be feasible in large classes without instructional

assistance.

Instructors and learning specialists perhaps should

realize that it may be difficult to change student control

of learning beliefs and extrinsic goal orientation if they

are in fact global and hence stable motivation dimensions.

While it is beyond the purview of this study to determine

the specific classroom environment structures that might

lower extrinsic goal orientation in students, the classroom

environment studies on motivation have shown that most
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motivation dimensions can be changed, at least in the

primary and secondary school levels. However, as t~e years

go by and a student builds up a history of experiences,

whether it is learned helplessness (stipek, 1993) or high

extrinsic goal orientation, the dimension becomes more fixed

or global and the intervention to change student motivation

has to be precise and consistent. Having one classroom

structure that lowers a motivation dimension and another

that increases it would not be effective in changing that

motivation dimension. For example, if the instructor wants

to lower extrinsic goal orientation and designs a multi

dimensional assignment or examination, which will lower

social comparison and cause students to focus more on self

improvement, but still grades on a curve, which enhances

social comparison and external performance, the effects of

the classroom structures would probably cancel each other

out and the student would not have any change in his or her

extrinsic goal orientation. If lowering extrinsic goal

orientation is indeed the key to maintaining high and stable

levels of the situation-specfic dimensions as found in this

study, then perhaps it would be worth the effort and

resources to review all components of instruction--from

classroom teacher feedback to school assessment methods--in

order to determine their effect on student extrinsic goal

orientation and then begin changing or eliminating those
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components that promote or do nothing to reduce extrinsic

goal orientation.

While the control of learning beliefs dimension is high

and stable for most students, it may be a problem for the

academic newcomer, the younger and first generation students

who are in their first semester at the university. Programs

might be developed to target these students as their effort

attribution may be either higher than others to start off

with or declines at a higher rate than the other students.

However, care should be taken that freshman are not grouped

too closely together (e.g., freshman seminar courses and

learning communities) because they may only reinforce their

naive awareness and misconceptions of their abilities and

academic work. A better program model might be one in which

new students are from the outset paired with seniors or have

early interaction with faculty. Summer orientation programs

for new students that involve faculty and "mini-courses"

might serve as a way to provide these students an

oppor.tunity to adjust their conceptions of what they can do

and the level of thinking and effort that is expected at the

university level.
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Appendix A

Motivated Strategies for Learning Questionnaire

A study of college Teaching and Learning

FALL 1993

Your instructor is participating in a study of college
teaching and learning. During this semester you will be asked to
fill out three questionnaires related to your motivation and
learning in this class.

YOUR PARTICIPATION IS VOLUNTA..~Y AND NOT RELATED IN ANY WAY TO
YOUR GRADE IN THIS CLASS. If you decide to participate now, but
later do not want your answers included in the study, you can ask
to have them omitted.

THIS IS NOT A' TEST. THERE ARE NO RIGHT OR WRONG ANSWERS.
Please respond to this questionnaire about your motivation for work
in this class as accurately as possible.

All responses will be coded and kept strictly confidential.
Only I, the investigator of this study, will see your individual
responses. Again, your answering this questionnaire is in no way
related to your class grade. Please call me if you have any
questions about this study or want to see a sununary of your
individual responses.

Thank you for your cooperation.

Michael Kirk-Kuwaye, PhD Candidate
Educational Psychology (956-4887)

How to fill out this questionnaire:

1. Do NOT mark this questionnaire; mark all answers on the
computer scan sheet provided.

2. Use a #2 pencil to mark your answers on the scan sheet.

3. Fill the circle completely when marking your answers; make sure
that the number in the circle corresponds to your answer number.

4. Do not spend too much time answering anyone question; this
questionnaire should take only 5 - 10 minutes to complete.

5. In the appropriate circles on the left section of the scan
sheet, indicate your sex, birth date, social security
number/student identification number. Make sure that you write the
numbers in the blocks and fill in the corresponding circles below
the ntimbers.
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Motivated Strat2gies for Learning Questionnaire

The following questions ask about your motivation for and attitudes about
this class. Remember there are no right or wrong answers, just answer as
accurately as possible. Use the scale below to answer the questions. If you
think the statement is very true of you, GlUIer 7; if a statement is not at all true
of you, tUlSll1er' 1. If the statement is more or less true of you, find the number
between 1 and 7 that best describes you.

1 2
not at all
trueofme

3 4 5 6 7
very true
of me

1. In a class like this, I prefer course material 1 2 3 4 5 6 7
that really challenges me so I 'can learn
new things.

2. If I study in appropriate ways, then I 1 2 3 4 5 6 7
will be able to learn the material in this
course.

3. When I take a test I think about how 1 2 3 4 5 6 7
poorly I am doing compared with other
students.

4. I think I will be able to use what I learn 1 2 3 4 5 6 7
in this course in other courses.

s. I believe I will receive an excellent grade 1 2 3 4 5 6 7
in this class. .

6. I'm certain I can understand the most 1 2 3 4 5 6 7
difficult material presented in the
readings for this course.

7. Getting a good grade in this class is the 1 2 3 4 5 6 7
most satisfying thing for me right now.

8. When I take a test I think about items 1 2 3 4 5 6 7
on other parts.of the test I can't answer.
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not at all very true
true of me of me

9. It is my own fault if I don't learn the 1 2 3 4 5 6 7
material in this course.

10. It is important for me to learn the 1 2 3 4 ·5 6 7
course material in this class.

11. The most important thing for me 1 2 3 4 5 6 7
right now is improving my overall
grade point average, so my main
concern in this class is getting a
good grade.

12. I'm confident I can learn the basic 1 2 3 4 5 6 7
concepts taught in this course.

13. If I can, I want to get better grades in 1 2· 3 4 5 6 7
this class than most of the other
students.

14. When I take tests I think of the 1 2 3 4 5 6 7
consequences of failing.

15. I'm confident I can understand the 1 2 3 4 5 6 7
most complex material presented
by the instructor in this course.

16. In a class like this, I prefer course 1 2 3 4 5 6 7
material that arouses my curiosity,
even if it is difficult to learn.

17. I am very interested in the content 1 2 3 4 5 6 7
area of this course.

18. If I try hard enough, then I will 1 2 3 4 5 6 7
understand the course material.

19. I have an uneasy, upset feeling when 1 2 3 4 5 6 7
I take an exam.
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not at all very true
true of me of me

20. I'm confident I can do an excellent 1 2 3 4 5 6 7
job on the assignments and te~ts in
this course.

21. I expect to do well in this class. 1 2 3 4 5 6 7

22. The most satisfying thing for me in 1 2 3 4 5 6 7
this course is trying to understand the
content as thoroughly. as possible.

23. I think the course material in this class 1 2 3 4: 5 6 7
is useful for me to learn.

24. When I have the opportunity in this 1 2 3 4 5 6 7
class, I choose course assignments that
I can learn from even if they don't
guarantee a good grade.

25. If I don't understand the course material, 1 2 3 4 5 6 7
it is because I didn't try hard enough.

26. I like the subject matter of this course. 1 2 3 4 5 6 7

27. Understanding the subject matter of 1 2 3 4 5 6 7
this course is very important to me.

28. I feel my heart beating fast when I take 1 2 3 4 5 6 7
an exam.

29. I'm certain I can master the skills being 1 2 3 4 5 6 7
taught in this class.

30. I want to do well in this class because it 1 2 3 4 5 6 7
is important to show my ability to my
family, friends, employer, or others.

31. Considering the difficulty of this course, 1 2 3 4 5 6 7
the teacher, and my skills, I think I will
do well in this class.

-------------
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Demographic Questions

32. Which one of the following ethnic groups do you primarily
identify as belonging to:

1 = African-American or Black 6 = Japanese
2 = Caucasian 7 = Korean
3 = Chinese 8 = Pacific Islander
4 = Filipino 9 = Other Asian
5 = Hawaiian/Part Hawaiian 0 = other

33. I am currently enrolled in the:

1 = Colleges of Arts « Sciences

2 = College of Business
Administration

3 = College of Education

4 = College of Engineering

5 = College of Tropical
Agr. « Human Resources

6 = School of Architecture

7 = School of Hawaiian,
Asian & Pac. Studies

8 = School of Nursing/
Social Work/Med. Tech.

9 = School of Travel
Industry Management

o = College of Continuing
Education &Corom. Svc.

34. Including this semester, how many semesters have you been at
OHH : (Count fall and spring semesters only.)

1 = 1 6 = 6
2 = 2 7 = 7
3 = 3 8 = 8
4 = 4 9 = 9
5 = 5 0 = 10 or more

35. What grade do you expect to receive on the next mid-term or
major project in this class?

1 = A
2 = B
3 = C
4 = D
5 :=0 F

36. My permanent residence is

1 = on Oahu
2 = on a Neighbor Island in Hawaii
3 "" in a u.s. territory (Guam, Puerto Rico)
4 = in another state
5 = in another country
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37. The semester before my first coming to UHM, I was in

1 = high school
2 = a OR community college
3 = a non-OR community college
4 = another 4-year college/university
5 = a job, working full time
6 = other

38. My claSs standing is

1 = freshman
2 = sophomore
3 = junior
4 = senior
5 = unclassified

39. Given what you know now, where do you expect to be in terms of
your academic performance in this class at the end of the
semester?

1 = highest 20%
2 = second 20%
3 = third 20%
4 = fourth 20%
5 = lowest 20%

40. How decided are you about your major:

1 = Completely undecided
2 = Have several ideas
3 = Have one idea, but not committed
4 = Completely decided

41. Are you the first in your immediate family to attend a 4-year
college? 1 = yes 2 = no

42. Is English. your first language? 1 = yes 2 = no

...,,--~_.-----

NO~E: Please check to see if you have indicated your sex, birth
date, and social security number/student identification number on
the left section of th~ scan sheet.

Thank you!

-- ----- ------
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Appendix C

Discrepancy Question (Item 32)

32. For this course, how does the grade you received on the past
mid-term exam (or project) compare to what you had
expected?

1 = quite a bit below
2 = below
3 = about the same
4 = above
5 = quite a bit above

33. How difficult is this course compared to others you have
taken or are taking?

1 = a lot more difficult
2 = somewhat more difficult
3 = about the same
4 = somewhat easier
5 = a lot easier

Please remember to

:II indicate your social security Do./student ill no. on the scan sheet;

:II fill out the attached release of grade information form, if you are
willing to participate.

THANK. YOU!
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A Study of college Teaching and Learning

FALL 1993

Your instructor is participating in
teaching and learning. During this semester
fill out three questionnaires related to
learning in this class.

a study of college
you will be asked to
your motivation and

...,.---_._- -

YOUR PARTICIPATION IS VOLUNTARY AND NOT RELATED IN ANY WAY TO
YOUR GRADE IN THIS CLASS. If you decide to participate now, but
later do not want your answers included in the stUdy, you can ask
to have them omitted.

THIS IS NOT A TEST. THERE ARE NO RIGHT OR WRONG ANSWERS.
Please respond to this questionnaire about your motivation for work
in this class as accurately as possible.

All responses will be coded and kept strictly confidential.
Only I, the investigator of this stUdy, will see your individual
responses. Again, your answering this questionnaire is in no way
related to your class grade. Please call me if you have any
questions about this stUdy or want to see a summary of your
individual responses.

Thank you for your cooperation.

Michael Kirk-Kuwaye, PhD Candidate
Educational Psychology (956-4887)

How to fill out this questionnaire:

1. Do NOT mark this questionnaire; mark all answers on the
computer scan sheet provided.

2. Use a #2 pencil to mark your answers on the scan sheet.

3. Fill the circle completely when marking your answers; make sure
that the number in the circle corresponds to your answer number.

4. Do not spend too much time answering anyone question; this
questionnaire should take only 5 - 10 minutes to complete.

5. In the appropriate circles on the left section of the scan
sheet. indicate your social security number/student identification
number. Make sure that you write the numbers in the blocks and fill
in the corresponding circles below the numbers.

It It K It It It K It It It KKK It It KKK It K It It It It It K It K It K K It K
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Motivated Strategies for Leaming Questionnaire

. Learning Strategies

The folloWing questions ask about your learning strategies and study skills for
this class. Again, there are no right or wrong answers. Answer the questions
about how you study in this class as accurately as possible. Use the same scale
to answer the remaining questions. If you think the statement is very true of
you,Ql\S""('~ 7; if a statement is not at all true of you,u.Y\s~(" 1. If the statement is
more or less true of you, find the number between 1 and 7 that best describes
you.

1 2
not at all
true of me

3 4 5 6 7
very true
of me

,..",...--- -----

1- When I study the readings for this course, 1 2 3 4 5 6 ..... I

I outline the material to help me organize
my thoughts.

2. During class time I often miss important 1 2 3 4 5 6 7
points because I'm thinking of other things.

3. When studying for this course, I often. try 1 2 3 4 5 6 7
to explain the material to a classmate or
friend.

4. I usually study in a place where I can 1 2 3 4 5 6 7
concentrate on my course work.

5. When reading for this course, I make up 1 2 3 4 5 6 7
questions to help focus my reading.

6. I often feel so lazy or bored when I study 1 2 3 4 5 6 7
for this class that I quit before I finish
what I planned to do.

7. I often find myself questioning things I 1 2 3 4 5 6 7
hear or read in this course to decide if I
find them convincing.

8: "When I study for this class, I practice 1 2 3 4 5 6 7
saying the material to myself over and
over.
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not at all very true
true of me or me

9. Even if I have trouble learning the 1 2 3 4 5 6 7
material in this class, I try to do the
work on my own, without. help from
anyone.

10. When I become confused about 1 2 3 4 5 6 7
something I'm reading for this class,
I go back and try to figure it out.

11. When I study for this course, I go 1 2 3 4 5 6 7
through the readings and my class
notes and try to find the most important
ideas.

12. I make good use of my study time for 1 2 3 4 5 6 7
this course.

13. If course readings are difficult to 1 2 3 4 5 6 7
understand, I change the way I read
the material.

14. I try to work with other students from 1 2 3 4 5 6 7
this class to complete the course
assignments.

15. When studying for this course, I read 1 2 3 4 5 6 7
my class notes and the course readings
over and over again.

16. When a theory, interpretation, or 1 2 3 4 5 6 7
conclusion is presented in class or in
the readings, I try to decide if there is
good supporting evidence.

17. I work hard to do well in this class even 1 2 3 4 5 6 7
if I don't like what we are doing.

18. I make simple charts, diagrams, or tables 1 2 3 4 5 6 7
to help me organize course material•
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not at all very true
b'ueofme of me

19. When studying for this course, I often 1 2 3 4 5 6 7
set aside time to discuss course material
with a group of students from the class.

20. I treat the course material as a starting 1 2 3 4 5 6 7
point and try to develop my own ideas
about it.

2l. I find it hard to stick to a study schedule. 1 2 3 4 5 6 7

22. When I study for this class, I pull together 1 2 3 4 5 6 7
information from different sources, such
as lectures, readings, and discussions.

23. Before I study new course material 1 2- 3 4 5 6 7
thoroughly, I often skim it to see how
it is organized.

24. I ask myself questions to make sure I 1 2 3 4 ·5 6 7
understand the material I have been
studying in this class.

25. I try to change the way I study in order 1 2 3 4 5 6 7
to fit the course requirements and the
instructor's teaching style.

26. I often find that I have been reading 1 2 3 4 5 6 7
for this class but don't know what it
was all about.

27. I ask the instructor to clarify concepts 1 2 3 4 5 6 7
I don't understand well.

28. I memorize key words to remind me 1 2 3 4 5 6 7
of important concepts in this class.

29. When course work is difficult, I either 1 2 3 4 5 6 7
give up or only study the easy parts.
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not at all very true
true oi me ofme

30. I try to think through a topic and decide 1 2 3 4 5 6 7
what I am supposed to learn from it rather
than just reading it over when studying
for this course.

31. I try to relate ideas in this subject to those 1 2 3 4 5 6 7
in other courses whenever possible.

32. When I study for this course, I go over my 1 2 3 4 5 6 7
class notes and make an outline of important
concepts.

33. When reading for this class, I try to relate 1 2 3 4 5 (; 7
the material to what I already know.

34. I have a regular place set aside for studying. 1 2 3 4 5 6 7

35. I try to play around with ideas of my own 1 2 3 4 5 6 7
related to what I am learning in this course.

36. When I study for this course, I write brief 1 2 3 4 5 6 7
summaries of the main ideas from the
readings and my class notes.

37. When I can't understand the material in 1 2 3 4 5 6 7
this course, I ask another student in this
class for help.

38. I try to understand the material in this class 1 2 3 4 5 6 7
by making connections between the readings
and the concepts from the lectures.

39. I make sure that I keep up with the weekly 1 2 3 4 5 6 7
readings and assignments for this course.

40. Whenever I read or hear an assertion or 1 2 3 4 5 6 7
conclusion in this class, I think about
possible alternatives.

-- -------- -- - - .-
---- ------- ------~-----
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not at all very true
true of me of me

41. I make lists of important items for this 1 2 3 4 5 6 7

course and memorize the lists.

42. I attend this class regularly. 1 2 3 4 5 6 7

43. Even when course materials are dull 1 2 3 4 5 6 7

and uninteresting, I manage to keep
working until I finish.

44. I try to identify students in this class 1 2 3 4 5 6 7

whom I can ask for help if necessary.

45•. When studying for this course I try to 1 2 3 4 5 6 7

determine which concepts I don't
understand well.

46. I often find that I don't spend very 1 2 3 4 5 6 7

much time on this course because of
other activities.

47. When I study for this class, I set goals 1 2 3 4 5 6 7

for myself in order to direct my activities
in each study period.

48. If I get confused taking notes in class, I 1 2 3 4 5 6 7

make sure I sort it out afterwards.

49. I rarely find time to review my notes or 1 2 3 4 5. 6 7

readings before an exam.

50. I.try to apply ideas from course readings. 1 2 3 4 5 6 7

. in other class activities such as lecture
and discussion.

. NOTE: Please check to see if you have indicated your social security no I
student indentification number on the left section of the scan sheet. •

Thank you!
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