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Abstract

Researchers defined achievement motivation as a viable research construct
in the early 1950s. Adults increased their achievement motivation scores--often
with correlative increased achievement. The literature is replete with ways 10
increase achievement but researchers paid less attention to what could be a core
issue--affecting achievement morivation itself. McClelland demonstrated
repeatedly that adult business people could develop achievement modvation.
Alschuler and deCharms found that classroom treatment procedures could yield

increased student achievement motvadon.

The purpose of this study was to investigate the extent to which oeatment
activities could foster achievement motivaton in a sample of rural Southemn
Alberta grade four smdents. To accomplish this, the investigator in the present
study employed a2 combination of the methods used by Alschuler with adolescents
and deCharms with younger smdents. The meamment group experienced
achievement motivation action strategies, conceptualized achievement motivation
thoughts, related the achievement motivation syndrome to three areas of personal
life, and practised what they Jearned. Two control groups were grade fow classes
in rural Alberta: one received a pre-test and post-test, the other received the pos:-
test only. This investigator used Gumpgookies (Ballif & Adkins, 1968) to

guantiiy achievement motivation.

Grade four students in rural Southern Alberta did not obtain significantly
different Gumpgookies (Ballif & Adkins, 1968) (achievement motivation) scores
following four weeks of achievement motvation waining modelled after
Alschuler and deCharms. Birth order and rank in class emerged as significant
variables.
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Chapter I: Introduction

Achievement motivation is “"a desire to accomplish something difficult: 10
master. manipulate or organize objects. people or ideas: to do this rapidly and
independently: to overcome obstacles and anain high standards: to excel one's
self; to rival and surpass others: to increase self-regard by successful exercise of
wlent™ (Murray. 1938). It is an urge o improve or “a kind of spontaneously
recurring concern to do things berter™ (McClelland, 19692, p. 10). Achievement
motivation has been increased by experimemal weamnents, and this project is an
experimen: 10 ascertain the extent to which achievement motvation could be
fostered in rural Southem Alberta grade four students.

Hyland (1988) added to the literamure on motivation an excellent synoptic
paper in which he attempted to integrate the major concepts and historical
developmems of behaviour theories. The four main branches mendoned by
Hvland began in 1918 with Woodworth's Dvnamic Psvchology, followed by
Tolman's Purposive Behavior in 1932, then Lewin’s Goal seting in 1935, and,
finally, Mumray's Theory of Personality in 1938. Hyland, in 1988, invented a
broad concept which he calls “Modvational Control Theory™ which he
heuristically suggests could be a vehicle for integrating the framework of

motivated behaviour.

Hyland's (1988) main references are listed in this paragraph, but they are not
included in the references of tris thesis. If the reader has specific interest in the
historical aspects of Hyland’s paper, a full bibliography is included in Hyland
(1988). Hyland (1988) shows that Angyal (1941), White (1959), Deci (1975) and
Deci and Ryan (1985) basically follow up on Woodwonth’s (1918) Dynamic
Psychology. Rotter (1954). Vroom (1964) and Weiner (1980) follow Tolman’s
(1932) Purposive Behavior. Locke (1968), Locke and others (1981), and Tubbs
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(1986) follow Lewin's (1935) Goal Sening perspective. Atkinson (1932, 1937),
McClelland (1951). deCharms (1969), Feather (1969). Alschuler (1971). and
Birch (1978) follow Murray’s (1938) Theory of Personality. Please refer 1o
Figure 1 for a graphic depiction of Hyland's integrative framework of motivation.
Hyland uses his motivational control theory to compare the various theories of
motivaton. Hyland contends that “these different theories focus on differem
aspects of 2 single underlying process™ (Hyland. 1988, p. 642). He explains
behaviour in terms of either variation in the amount of energy invested in goals.
variation in the goals themselves, or variaton in the organization of goals.
Hyland submits that his suggested integration of different research programs
provides a more complete picture of motivational processes. The author of the
present stidy concurs. From Hyland’s (1988) synthesis one can easily see that
“Fostering Achievement Motivation™ fits into Murray's *“Theory of Personality ™.
which was subsequently furthered by Atkinson, McClelland, deCharms,
Alschuler, and Hillyer (1991). It was refreshing when Hyland showed where the

current research fits into a broader whole.
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Fisure 1. Hyland’s Integrative Framework of Motivation
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When Murray (1938) devised a taxonomy of rwenty basic human needs, he
noted that one of these needs was the need for achievement. Murray (1038)
speculated on actions which would accompany achievement morivation. His list
included making intense, prolonged and repeated efforts 1o accomplish something
difficult; working with singleness of purpose towards a high and distant goal:
having determination to win; being stimulated 1o excel by the presence of others:
and to enjoy competition. McClelland defined achievernent motivation as “‘the
urge o improve” or “a kind of spontaneously recunming concem to do things
better” (McClelland., 19692, p. 10).

Achievemnent motivation, also known as *“‘achievement need™ and “need for
achievemnent™ or “nAch™, was first measured by means of thematic apperceprion
tests (TAT). Subjects would be asked 1o write stories about standardized pictures.
Their stories were scored according to how many times they mentioned ideas

from Murray’s taxonomy.

McClelland, Atkinson, Clark, and Lowell (1953) continued to define and
refine the achievement motvation construct. Atkinson (1957, 1964) formulated a
dominant theory of achievement motivation which Atkinson viewed as a conflict
berween approach and avoidance tendencies. According to Atkinson's theory.
people have a tendency to seek situattions which they expect will bring them

pride, and to avoid sitations which they expect will bring them shame.

By the 1960s, researchers (McClelland, 1965, 1969, 1972; Heckhausen,
1967; McClelland & Winter, 1969b; Kowatrakul & Stivers, 1969; deCharms,
1976) began manipulating social leaming in artempts to develop (teach, increase,
train, foster) achievement motivation. Derails of this research is included in
Chaper 3.
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During the period when researchers were investigating whether achievement
motivation could be taught, this investigator participated in a 1969 Harry Wilson
Corporation sales wraining course called *“Sales Sonics™ which focused on
principles of applied psvchology. The course instructors explained that three
main human motives were security. recognition, and competitive achievement.
Corporeal morphology was correlated with these motives. Instructors said that
endomorphs were generally more security conscious, mesomorphs more
recognition conscious, and =ctomorphs were, most likely, achievement motivated.
Further. security conscious people were more likely motivaied by seeing
opporturities to avoid negative consequences. In retrospect, these ideas appear to
have been applicatons of Atkinson’s (1957) theory. Achievement oriented
people were more likely motivated by seeing oppormniries to gain positve
contingencies, and recognmition-minded people could go either way. It seemed
that course leaders were sayirr: that achievement motivation was an ultimare
motivation, recognition was less prestigious, and security motivation was least

prestigious.

Later, as this investigator contnued studies in educarion, he reasoned that, if
students could increase their achievement motvation, they could possibly also
increase their achievernent. The present study was founded on a genuine belief
that helping people increase motivation in general, and achievement motivation in

particular, would be educationally sound.

The Problem

Although researchers have shown that achievernent motivation was effective
m varied sertings, few educators use achievement motivation training techniques.
Achievement motivation training is important in the field of education, but

educators have focused more on ways to increase achievement scores than on
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affecting achievement motivation itself. After McClelland (1963) demonstrated
clearly that adult business people could develop achievement motivation, he and
other Harvard researchers (McClelland. 19692, 1972) began to investigate the
possibilities of developing achievement motivation in children. The Harvaxdl
researchers., headed by McClelland, found that routine tasks did not lead to
increased achievement motivation and they hypothesized that. since many scheol
tasks are not "challenzing”. achievement motivation is less likely to lead to

supernior performance in the school siuation.

This investigator has long considered the possibility of acwally fostering
achievement motivation. In folk terms. there is an interest in having students "do
the righr thing for the right reason” (or at least for the best reason available at the
time). Stated another way, "How does one get children to wanr to do what they
ought to do?" Alschuler fostered Achievernent mortivation in inner-city schools in
St. Louis with Junior and Senior High School students (Alschuler, 1973) where
smdents were academically at risk (deCharms, 1969, 1976). in adults (McCleliand
& Winter, 1969), and pre-school children (Koep, 1972). A queston naturally
follows. What effect would achievement motivation training have in elementary
settings in southern Alberta where students already have generally high academic
aspirations and do not reject schooling? Swdents in the weatment sample scored
above provincial average in their previous year’s achievement test, and were
considered by their previous classroom teacher to be a very solid, slightly above
average class.

Definition of Terms

Achievement motivation is also called achievement need and nAch.
McClelland calls this “the urge to improve™ or *“‘a kind of spontaneously
recurring concern to do things better.” (McClelland, 1969, p. 10) The main way
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researchers measure achievemnent motivation by use of thematic apperception
tests. Subjects tell stories about pictures and then examiners analyze the stories
for achievermnent motivation themes. There are nine themes which are commonly
characteristic of dominant human needs (such as security. recognition. power,
affiliation, and achievement rnotivation). These nine themes are need. acton,
failure feelings. fear of failure, success feelings, hope of success, world obstacles,
personal obstacles, and help. What distinguishes one motivation from another is
the aim at which a person focuses these nine themes. If a person aims at exerting
influence, need for power is manifest; if one 2ims at strengthening friendships
they manifest a need for affiliarion. Only when the focus is on amaining
excellence is the modve clearly achievement motivation. Alschuler (1971)
identifies the excellence aim as the sine qua non of achievernent motivation. This
means that, orly when people are striving to attain excellence in some way, are

they manifesting achievement motivation. Other aims manifest other needs.

Background and Rationale

Historical Perspectives

An historical examination of literature was important in gaining a
developmental perspective on achievement motivation. Dewey (1913) said
students need 1o be motivated to leam or teachers will have to resort to anthoriry,
rewards, and punishment to get students to learn. He said that teachers should
look for motivation in the mmbject mamer nself, not in entenaining wicks which
many teachers feel compelled to employ. Better still, if motvarion can be found
or developed within the person, it is most effective. Dewey felt that interest is the
best motivator. He said that, if a person lacks interest, tasks become deeducative
because they require sheer strain, uneducative because they do not point to a
future objective, and miseducarive because they make no intrinsic connection with

the learner. So leamers must depend on pressure from the taskmaster.
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Henry Suzzallo. the distinguished university president. said in the pretace to

the 1913 Riverside Press edition of Intersst and Effort in Education. *acrive

acceptance by teachers fof the substance of Dewey’s argument presented in the
book] would bring about 2 complete mansformation of classroom methods.™
Suzzallo contended that if parents and teachers could know only “one treatise in

educational procedure, it undoubredly should be this book™ (Dewey. 1913, p. vii).

It is with Dewey’s concept of interest thar this investigator begins a pursuit--
fostering achievement motivation. Achievement motivation is a major component
of interest because achievement motivation directs facts to be learned or actions
proposed towards the agent’s own growth. If students increase in achievement
motivation, then teachers will have neither to appeal to sheer strength of will or
occupy themselves as entertainers. The position of this investigator is that
fostering achievement motivation can assist not only in helping us know what the
¢hild has been imtemnally occupied with, but also help the child develop 2
powerful motive force—-stiving for excellence for the sake of excellence--the self
1s concerned throughout. If an educator can assist students in developing intrinsic
ends, children do not work for the taskmaster but because of a nartural
inducement—to get a reward within that has intrinsic connection with what they
are doing. “The educator who associates difficulties and effont with increased
depth and scope of thinking will never go far wrong.” (Dewey, 1913, p. 15).
Dewey’s ideas were relevant to the present study because, to 2 great extent,
fostering achievement motvation is fostering a productive amirude towards
difficulties and effort. This investigator believes that fostering achievement
motivation is one strong method to give operation, growth, and completion to

internal powers in people.
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Achievemnent motivarion training is not without its critics. According to
Alschuler (1971, p. xvil). “some people claim that individuals with high
achievement motivation are expressing a neurotic desire to prove themselves and,
in this way, to compensate for an absent sense of personal worth.” A number of
social critics have joined the attack on the entrepreneurial spirit by saying we
need to replace narrow competitiveness with more pervasive cooperation. and that
we need to decrease the concern with “progress”™ and pay attention to more
unchanging, basic values. Alschuler says that modesty in achievement and
ambition is matched by an inability to visualize anything richer—inexperience or
possessions, or in the world at large. “The generation gap--for rich, for poor, for
all--is precisely this: that many kids, for the first ime, are growing up without a
sense of the future: and that is new™ (Alschuler, 1971, p. xvii). On the other side,
proponents argne that achievement motivanon is an essential ingredient for
people in leading 2 mentally healthy adult working lives.

Alschuler (1973) claims that, according to both trait and stage theorists,
achievement motivation is a legitimate feature of mental health, but it is not the
only healthy trait and it is not equally important during every stage of the life
cycle. Most teachers know this instinctively and act on their inruitive knowledge.
They give students great warmth and support at cerzin stage of development,
often when stdents are fairly young; when students are older, teachers more
regularly provide stimulating challenges. At any given stage, some students need
more support than challenge. In general, trait and stage theories of mental health
allow us to ask with greater precision important questions of timing and emphasis
of approach to promoting psychological growth. For instance, at whar stages of
the life cycle 1s affiliation training most relevant? At whar ages should teachers
give students achievement motivation nAch training? What other course should

teachers give, and in what sequence to promote full development? What would
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happen if teachers left unattended and undeveloped cemain aspects of mental
health? If vou were 1o describe now what kind of counse yvou needed most 1o
develop greater maturity, what would that course be? What precisely are we

doing now in schools to promote aspects of mental health directly?

Impiicit in these questions and theones are answers to the critics of
achievement motivation training: nAch is neither healthy nor unhealthy: it is
more imponant ar certain times in the life cycle than at others, and more
important for certain people than others. One of the reasons this investigator
wanted to investigate nAch ar the grade four level was to determine to what
extent it is a viable project at this age. This investigator was aware that there
could be some criticism for attempting to foster achievement motivation at this
age but my purpose was to investigate how effective achievement motivation

training is at the grade four level.

Another significant idea thar Alschuler (1971) raised expresses a clear
reason for teaching achievement motivation. He says that to increase students’
motivation in the classroom it is more important to change the way they learn than
whar they leam. The implicit rules of the leaming game and the teacher’s
leadership style determine in large parn the way students think, act, and feel about
learning. Teachers can readily modify both the rules and leadership style,
although generally 1eachers do not consciously use these methods of motivating
smdents. Teachers can ignore but cannot avoid the direct, pervasive, and
contnuous influence of rules and style on students’ motivation. Some teachers,
without realizing it, even work against their own declared purposes by having
students leam in ways that are inconsistent with the content of their courses. For
instance, in many social studies classes designed to teach citizenship; the teacher

is, in fact, the benevolent despot of a vassal state. In achievement motivation
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training as well, the rules and leadership style must be consistent with the course.
More important. however, there must be opportunities after the course for
students to use their increased achievement motivation. Alschuler thinks *it is
unethical to increase students’ achievement motivation--their independent restiess
striving for excellence--and then deliberately send them into classrooms where
achievement motivation is dysfunctional™ (Alschuler, 1971, p. 108). In order to
help one avoid this problem and, instead. create leamning environments that
support the motives one wants to instl, Alschuler dzscribes relevant ways 1o
modify the rules of learning and leadership style in the classroom. Teachers often
say and believe they are most interested in achievement, but inadvertently
encourage submission. In discussing this topic, one of the authors recalled an
incident in high school when he got back a test on which he was to graph a
quadraric equation. There was a large red “C-" on the top, much to his dismay.
On closer inspection, it became clear that the graph solution was correct. The
only errors of omission were the arrow tups at the ends of the ordinate and
abscissa. He became angrily determined to submit a perfect paper, an absolute
model of detailed accuracy and completeness, no matter how much time and
effort it took. With the teacher’s standards clear, he decided to meet them through
sheer persistence. The author had in fact wansformed achievement motivation into
an energetic desire to comply with the standards set by the teacher, even though

these standards were not personally relevant.

The classroom factors which encourage achievement motivation,
compliance, curiosity, or any other motive often are equally suitable, and not
adaptable to neat formulas for changing the learning environment. Some teachers
clearly discourage rather than nurture achisvement motivation and the student’s
belief in his ability to control his own fate. With the increasing demands for
higher education to qualify for prestigious and well-paying jobs, there has been a
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corresponding increase in the importance of academic success. The greatest
rewards go to those who demonstrate academic excellence. Sometimes academic
success is the self-chosen goal of adolescents: often it is not. Frequently. striving
for other less prestgious but no less valuable goals that cannot be pursued in
schools reflect achievement motivation. Students with high achievement
motivation do not alwayvs excel academically and sometimes don’t even like

school. Their feelings may be due to several smucrural aspects of schooling.

Most school curricula do not encourage individual students to take personal
responsibility for seming their own moderare-risk goals. For the lower half of
every class, getting an A" is a very high-risk goal. Yet, striving for a moderate-
risk “C™ does not vield the pavoff so important for later success. It is not
surprising that some students with high achievement motivation find school to be
at odds with their motvation. Teachers either do not see initiative, independence,
and self-reliance becavse students demonstrate these armbutes outside the school.
Or teachers see independence and self- reliance as rebelliousness, and anti-social
activity. Categorized as problem smdents, slow learners, or potential dropouts, the
students, not suiprisingly, may develop negative self-images and a distaste for
school. Their antitudes can result in increased rebelliousness and a sense that they
have little power to control their environments and their lives. Their achievement
motvarion fades or remains latent within schools. *‘The motive most useful to
them in economic survival as an adult often is a liability in schooling supposedly

designed 1o help them succeed™ (Alschuler, 1971, p. 108).

These ideas pointed up possible dangers in endeavouring to increase
achievement motivation. Treamment could stimulaie not only achievement
motivation but also its accompanying dissatisfactions because treatment students

might want more freedom and dignity (Skinner, 1971). Conflicts can occur in



Fostering Achievement Motivation
13

classrooms when power-oriented teachers lead achievement-oriented students. or
when teachers want to increase the achievement motivation of students who feel
threatened by the opportunity to set their own goals and want to follow teachers’
instructions.  Such differences in motivation are not insoluble dilemmas.
**Students can shape their motivation by leamning rules of the classroom just as the
status rules of primitive cultures shaped and recruited the most socially useful
motives among tribes™ (Alschuler 1973, p. 112). This idea is important to the
present study because, as is intimated above, fostering achievement motivarion is

not all positive.

Alschuler believes that, as social systems In miniature, classrooms should
reflect the highest cultural values and teach the most socially useful motives. It is
possible 1o increase students’ motivation by changing the classroom leaming
structure and leadership styvle. **In our experience,” says Alschuler, “it is easier
for teachers to modify their leadership style after they have restrucrured the way
their students learn. In fact, when learning rules are changed, weachers nearly
always require a different teaching-leadership style™ (Alschuler, 1973, p. 113).

Theoretical Perspectives

According to Alschuler (1970), students’ personal lives are most affected by
highly significant experiences which he calls apocalyptic events. In spite of this,
Alschuler (1970) suggested that educators obviously do not want to build
curricula around regular apocalyptic events that drastically change swmdents’
personal lives. On the other hand, teachers need new, more effective, teaching
strategies to help students develop stronger motivation, clarify their values, and
improve their relationships with others and their views of themselves. As far-
fetched as it may sound at first, it is possible to derive practical ideas about
promoting personal growth in nommal school courses from these rare life-
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changing events. Teachers can use the idea that children need highly significant
events, and develop teaching strategies that promote milder. but still significant,
changes. The problem is to figure out how to promote personal growth without
raumarizing students.  Alschuler (1970) asks what &t is about dramatic
experiences that mggers the process of personal change. He wonders how a
teacher can introduce acceptable triggering experiences in the classroom more
often. Answers to these questions can guide teachers in developing gentler
versions of the profound life experiences that increase students’ independence in
seting and reaching their own goals, 10 help them expand their curiosity.
stimulate them to expiore their talents more boldly and to develop the confidence

and self acceptance that contribute to grearer tolerance and loving relationships
(Alschuler, 1970).

Alschuler (1970) reasoned thar students need opporunities and motivation.
The massive U. S. programs of aid to education, like foreign aid effonts, have
concentrated more on providing materials rather than on developing human
resources. It is clear in education. as well, that more up-to-date physical facilities,
more sophisticated educational hardware, and even money spent on research will
not be sufficient unless students also increase their motivation to use their new
oppormnities. Following the successful development of motivation courses for
adults, it seemed appropriate to adapt these procedures for students, especially

those students who were “tumed off’’ in school.

Alschuler (1970} said that it was not the purpose of educators simply to
stimulate smdents 10 make better use of their opportunities in school, but rather to
help smdents artain the goals they set for themselves in or outside of school. The
ulnmate purpose of school is to teach students knowledge, skills, values, and
feelings, that help them live more effective, mature adult lives. This purpose is
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consistent with the rypical and most appropriate applications of nAch waining, to
entreprencurial  situations in the broadest sense--jobs, athletics, hobbies,

administrative activities and ieaming situations.

Methods to effect substantial changes in achievement motivation are so well
established and easy to administer that it is tantamount to malpractice to ignore
them. If the medical establishment had discovered a successful meamment rwenty
vears ago the public would demand that doctors include it in their general
treatnent arsenal. This investigator designed this thesis to add to the literarure on
achievement motvaton and add impetms to a resurgence of achievement

motivation training.

Bandura (1977) initiated a well-conceived broad concept which he called
self-efficacy. His idea was that psychological procedures, in any form, change
the level and strength of this something called *‘self-efficacy™. Bandura proposed
that expectations of personal efficacy (like Vroom's expectancy theory (1970))
determine whether a person will engage in coping behaviour, how much effort
they will expend, and how long they will persist in their behaviour in the face of
obstacles and adverse experiences. Bandura had been stmudying behavioural
change for some time and came up with a construct he hoped would tie the theory
of behaviour change together. When self-efficacy was introduced as a variable in
understanding behaviour change, what appeared to be unrelated findings started to
look more and more like cousins. Self-efficacy was the long-lost relative that
linked them together. Schunk is very carefully investigating Bandura’s (1977)
self-efficacy concept. Schunk and Hanson (1989), Schunk and Others (1987),
Schunk and Cox (1986), Schunk and Gunn (1985b), Schunk and Hanson (1985a2),
Schunk (1982, 1983a, 1933b. 1984). and Woolfolk and Hoy (1990) indicate that
they are interested in self efficacy, which involves achievement beliefs and
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achievement behaviours. Their up-to-date view appears 1o be usetul in thar they
measure objective achievement behaviours rather than more subjective
achievement motivarion. Self-efficacy and Vroom and Deci’s (1970) expectancy
theory appear to be contiguous facets of achievement motivation. and. therefore,
twearments which change self-efficacy or expectancy ratings could very passibly

be considered in modifying achievement motivation.

Hollenbeck and Brief (1987) undertook another study which clarified the
roles played by individual differences and goal seming and suggested relanonships
among generalized self-esteem, self-efficacy and nAch. The subjects were 102
undergraduate business students. About 35% of the variance seemed to be related
10 generalized self-esteem. Self-esteem. nAch, and locus of control were related
to tnis first factor. Three common-sense variables were confirmed in the
Hollenbeck and Brief (1987) smudy: in order to successfully perform a goal a
person needs ability, self-perception of ability and nAch. In common terms, you
need skill, belief in yourself, and desire. The reason the investigator in the
present study found the question of developing achievement motivation so
interesting was becaunse it related directly to the third of Hollenbeck and Brief's
factors; fostering mAch just might increase desire by arousing and enhancing
existing intrinsic motivarion.

Why Change nAch?

Ryals (1969) reported improvement in science and mathematics; gains were
larger for schools with a high proportion of minority groups who were given
achievement motivaton by their own teachers. Those who did not receive
achjevement motivation training from their teachers in general fell more and more
behind expected grade levels as they got older. Results like these show that

achievement motivation can have positive effects on school performance.
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Alschuler (1973) found that 77% who had achievement motivation training
retained an above average achievement activity index after a vear compared to

eleven percent who had affiliation motivation training.

White and Mouw (1976) studied ninety-six Mississippi elementary students
to examine effects of need achievemnent on reading achievement. Students were
tested in reading achievement, IQ. and need achievement. The nAch measure
was found to be independent of 1Q and an equal or berrer (emphasis mine)
predictor of reading achievement than IQ. This is a substantial reason to
recognize achievement motivation as a pragmatic vaniable in educauonal
research, If swmdies continue to show achievement motivation 2s a more
dependable predictor or educational achievement than even IQ, then there may
come a day when students will receive achievement need tests as routinely as they
now receive IQ tests. Maybe future cumulative files will have a spot for nAch
score alongside IQ, and parents and teachers will be just as interested in thar score
as they are in IQ. The present investigator feels that White and Mouw (1976)

uncovered an important observation which should be replicated in future research.

In a study of ninery-one male and female introductory psychology students
in Tokyo, Matsui, Okada, and Kakuyama (1982) found that achievement need of
the subjects correlated significantly with goal difficulty and persistence. When
researchers gave feedback to subjects half way through a perceptual speed task,
oniy subjects who were higher in achievement need performed better after than
before the feedback. Sid and Lindgren (1982) in a sample of 108 female and 56
male undergraduates found that both men’s and wemen’s nAch-nAff scores were
positively comrelated with GPA.

One very interesting study by Man and Hondlik (1984) investigated the

effects of using compulsory lessons in physical education 10 stimulare
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achievemnent motivation in ¢lementary school students. In that study, students
received compulsory lessons involving realistic goal-setting, use of patterns of
atribution. norm-referenced achievement evaluation, and cooperation as a
variable in successful results. They concluded that “achievement metivation
waining would be good and advantageous 1o include in normal educational

process and to have school teachers carry it out™ (Man & Hondlik. 1984, p. 268).

Nishida and Inomata (1985) found nAch was directly related to correlative
achievement. In a sample of male undergraduates, 15 high and 15 low need-
achjevers did rotary pursuit wacking. The high need-achievers scored
significantly higher of ttime on target, goal discrepancy. and heart rate than the
low need-achievers. The researchers concluded that high need-achievers showed
greater learning of the motor-skills than the low need-achievers, and the
supenority of the high nAch group counld have resulted from the strong task

motivation.

Hom and Murphy (1985) studied 63 female college undergraduates to
Investigate individual differences in differendal methods of goal setting. Some
goals were assigned by the experimenter; others were determined by the subject.
The only effect reaching significance was the interaction of need achievement and
goal setting. Low need-achievers who had their goals assigned by the
experimenters did more poorly on the task than did low need- achievers who set
their own goals or high need- achievers with imposed goals.

Brophy and Mermick (1987), in a study of motivation in junior high students,
found that teachers who stressed strategies which focused on, or developed,
students’ existing intrinsic morivation got benter motivartional results than teachers
who stressed strategies for motivating students to learn. Although Brophy's

motivation orientation is not purely achievement motivation, Brophy's findings
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encouraged the present investigator with the idea thar if fostering inminsic
motivation (achievement motivation is inminsic) led to significant positve

outcomes. perhaps the present study would find similar results.

Pemberton, Petlichkoff and Ewing (1987) studied four hundred and sixty
teenage athletes to determine relationships between achievement goal orientations
and projected reasons for dropping out of sport. Five achievement goal
orientations were found to be significant predictors for three hypothetical reasons
for dropping a2 sport. The researchers found thar motivation to achieve was
essential for continuing sport participation. This investigaror is of the opinion that
achievement motivation is an important variable in persistence in many areas of
life, not just sport participation, but this article (Pemberton, et al., 1987) cerainly

shows that achievement motivation is vital in persistence in Spon.

Maehr and Kleiber (1987) gave more global reasons for smdying
achievement motivation. Achievement motvation relates to future achieving
pattems in societies. Since a “competitive edge™ depends on human factors, and,
since “‘age is characteristically associared with lowered achievement motvarion,
can we expect an aging work force, an aging leadership, aging human resources to
be up to the challenges that are presented?” (Machr & Kleiber, 1987, p. 3).

Fyans and Maehr (1987) found motvation (among four variables: past
academic achievement, school context, family context, and student motivation) to
be the most predictive variable of educarional achievement. They concluded that
school context was the least predictive variable, past academic achievement and
family context came in the middle, and smdent motivation was the most
predictive varizble of educarional achievement. All of this points to the “‘viral
and critical role played by motivarion in relating to resultant school achievement™
(Fyans & Maehr, 1987, p. 18). Bender and Hom (1988) studied thirty-three male
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and rwenty-four junmior high gifted smdents to find out about individual
differences in achievement orientation and how individual differences affected
how smdents used classroom feedback. They found that achievement orientation
was related to performance and how swmudents used feedback. The present
investigator’s position s that. since Maehr and Kleiber (1987). Fyvans and Maehr
(1987). and Bender and Hom (1988) are right. the prospect of acrually fosrering

achievement motivation is one which ought not to be ignored.

These studies have sigmificant implications on the question of whether
fostering achievement motivation is a viable concept. If higher achievement need
results in better educational outcomes, then it stands to reason thar, if teachers can
increase achievemenr motivation in their students, they oughr to. This means
teachers need to be made aware of, and implement, techniques to foster

achievement motivaton.

Purpose

The object of this study was to obtain answers to the following three broad
questions. First, can a teacher significantly increase mAch in rural Southern
Alberta grade four students? Second, what method(s) is/are most effective in
fostering achievement motivadon? Third, what correlations might exist berween
achievement motivation scores and other standard cross variables such as age,
gender, family size, and birth order? These research questions arose from a

careful analysis of Hrerature related to achievement motivation.

Limitations of the Study

The scope of this study was to see if achievement motivation could be
increased by methods similar to those used by Alschuler and deCharms. The
investigator included a description of the methods that Alschuler and deCharms
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used in Appendix A. The investigator was unable to obtain random samples.
Instead, the investigator selected classes on the basis of culrural similariry but oque
randomizing was not possible. The investigator did not construct any
measurement scales but chose to use Gumpgookies (Ballif & Adkins, 1968) to
quanti: v achievement motivation scores. The investigator was the classroom
teacher of the treatment group, and so, 10 avoid biasing test results, an external
person administered the measurement scale. Also, the investigator was unable to
control conditions directly in the control groups. Therefore, to avoid prejudicing
results, and to maintain double-blind conditions, the investigator did not apprise
teachers or swdents of experimental weamment procedures. The investigator
limited this study to grade four students. There will be no follow up.
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Hvpotheses

For the purpose of this study the investgator chose the following nuli-

hypotheses:

1. thar weatment would have no effect on Gumpgookies scores,

2. that practice effect would have no effect on Gumpgookies scores.
3. that age would have no effect on Gumpgookies scores.

4. that sex would have no effect on Gumpgookies scores,

5. that family size would have no effect on Gumpgookies scores,

6. that birth order would have no effect on Gumpgookies scores,

7. that length of residence in the communiry would have no effect on
Gumpgookies scores,

8. that distance from school would have no effect on Gumpgookies

scores,

O.thar access to a home computer would have no effect on

ookies scores,
10. that rank in class would have no effect on Gumpgookies scores,

11. thar wanting 1o be 2 “winner” in a group would have no effect on

Gumpgooldes scores.
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Chapter II: Literature Review

Writers have published much on the general topic of achievement
motivation, but only a fraction of the literarure applies directly to fostering
achievement motivation, and less still to fostering achievement motivation at the
elementary school level. This feview includes references to applicable literature
on the general topic of achievement need. and it focuses mainly on literamure
dealing with fostering achievement motivation at an elementary school level.
(This investigator included a generai bibliography of achievement motivaton

following the References.)

The objective in this literature review is to describe an epistemological
structure of achievement motivation and to show what questions researchers have
asked and tentatively answered to dare. Achievement motivation became the
subject of serious inquiry in the early 1950s. At that time, the basic questions
being asked related to establishing achievement motivation as an empirical
construct. McClelland and others (1953) defined achievement motivation as a
discrete phenomenon which he was able to measure using themaric apperception
tests {TAT). McClelland documented well the achievement motive in his classic
landmark book The Achievernent Motive (1953). Once researchers established

achievernent motivation as a bona fide construct, creative investigations began to

examine correlations between the motive and many other phenomena.
Researchers established business achievement as one of the early comelations
(McClelland & Winter, 19692, 1969b). This well-documented report canght the
attention of Richard deChamms ar Washington University in St. Louis. The
question of whether achievement motivation could be-ennhanced in school settings
intrigued deCharms. He began 2 four year study through which ten doctoral
students received degrees, and, later, did follow-up studies to see what kind of
persistence deCharms” interventons effected. deCharms’ exhaustive study
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involved two thousand black inner-cirv students. He found that achievement
motivation could indeed be enhanced and thar the effects were persisient over

time, especially among male subjects (deCharms. 1989).

McClelland (1969) found that fantasy most sensitively reflected changes in
motivatonal states, and fantasies concerned with doing well or bener than before
most accurately reflected increases in induced achievement motivation.
McClelland (1969b) stared that a motive drives. directs and selects behaviour.
McClelland (1969b) found that achievement-aroused subjects seemed more
energized and leamed centain tasks faster. Achievement motivated students more
often directed their attention to achievement aspects of the environment--they
tended to recall incompiete challenging work while low nAch subjects generally
tended to recall completed tasks better.

Age

Researchers have made a number of anempts to develop achievernent
motivaton in school children and to observe the effect of such training on their
behaviour in and out of school. If adults can develop achievement motivation,
why not &ty to develop it in children? *“‘The queston seemed eminently worth
trying to answer, if only because teachers so often complain that many children
are unmotivated” (McClelland, 1972, p. 129). McClelland’s motive for research
with children was clear. “If psychologists have invented a way for increasing
motivation, it might well be applied to school children in such a way as to make
them want to work harder and leamn more.” (McClelland, 1972, p. 129).

McClelland (1972) points out what, for this investigator, was a disturbing
revelation—-researchers have never shown that nAch is consistemly related 1o

academic performance--to grades in school, or to scores on tests of academic
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talent. Yer studies were done because achievernent motivation might work and
because it ought cenainly to help children to think more seriously about their
work habits and carcer planning, even if it does not directly affect their grades.
However, McClelland encouraged this investigator when he asseried that, since
direct attempts to increase motivation in school children have been so rare, it

seemed likely much might be leamed just from making the attempt.

Further, the Harvard group, headed by McCleliand. considered it "likely on
theoretical grounds that increasing achievememt motivation would have slight
effects on academic performance” (McClelland, 1972, p. 130). Further, Rahman
(1984) contended that it might be possible to main those low in nAch so that they
could be motivated 10 become successful enuepreneurs. These findings
encouraged this investigator to think that there could be some validity in giving

achievement motivation training, even to grade four students in southern Alberta.

Tiwarl (1984), on the other hand. suggested that achievement orientation is
correlated to age and experiential background. Since maturational factors and
social leaming influence the development of nAch (Feshbach & Weiner, 1982),
one might expect, with McClelland (1972), that nAch gains would be
insignificant. A case in point is that Alschuler (1971) also found that changes in
academic performance following achievement motivation taining were

inconsistent, small, and not impressive.

Machr and Kleiber (1987) said that society needs to be concerned about the
current state of achievement motivation at the macro leval so that we retain a
*“competitive edge”. Their paper referred to some preliminary data on about
three thousand adults in white-collar occupations. They suggested that modest
changes in personal incentives occur with age, and that goal directedness may
vary with age. Their findings showed little age-related changes in achievement
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motivation: motivational pattern:. appear 1o be minimally related to age during the
working vezrs of twenty to seventy vears of age. Even though the age differential
between the voungest and oldest subject in the presemt study would be less than
36 months, the investigator included age as a variable to relate to achievement

motivation.

Kowatrakul and Stivers (1969) tried to give achievemnent motivation training
to kindergarten-age children using games. The results were not impressive. This
gave further suppornt to McClelland’s (McClelland. 1972, p. 136) contention that
achievement mouvation training is best suited to junior high and older. With
younger children achievement action swmategies were more effective than
achievement thinking; this effect became less sigmificant around age sixteen
(McClelland, 1972, p. 137).

Parker and Johnson's (1981) smdy on affecting achievement motivation
found similar results. They concluded thar since *“‘achievement motivation is
leamned, and its development begins early in life with a critical stage during early
childhood, we must ifcntify and plan pertinent experiences during these critical
years to maximize cevelopment of achievement motivation.” (Parker & Johnson,
p- 1) They further itemize four behaviour patterns youngsters need to have
modelled: active involvement, coping with frustration, self-challenges. and self-
evaluarion. Children need to learn how 10 ser standards which they can reach.
Play and sports help to develop nAch but teachers must manipulate probabilities
of success and task incentive structures. This study further fuels the idea that
fostering achievement motvation is not only a good thing to do with children--it

could be essennal to enjoymert of life.
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Gender

Findings regarding sex difference varied amongst researchers. Early studies
employed only male subjects. Later. boys showed greater effects of training than
girls (Alschuler, 1971). In contrast, Alschuler (1973) found that waining effected
more long-range changss in girls” achievement-related activities outside school.
deCharms (1976) found no sex difference, Researchers also found that
performance in concrete subjects like physics, chemistry, and mathematics
improved amongst high school boys in India who had received achievememt
motivation waining comparsd to those who did not. Mastery courses in
achievement motivation were more effectve with girls compared to less-
structured courses with boys (Alschuler, 1970). Because of Alschuler’s findings,
the investigator felt it would be advisable 10 include an investigation of gender

differences in this fostering achievement motivation study.

Results were different for gixls and boys; achievement motivation training
had no significant effect on girls’ participarion in achievement related activites.
Alschuler (1973) presented an important concept when he said that, even though
the boys had leamed a new achievement vocabulary and maybe could just talk a
better game, the results are probably not only due to a desire by the boys to please
the investigator. Achievement motivation training courses had demonstrable long
term effects on achievement related activities outside the school. Investigating
effectiveness of achievement motivation training pointed up some important
variables: age, sex, concreteness of subject matter, and degree of structure of the

achievement motivation training.

Basow (1986) studied 600 secondary school and 240 university students to
examine effects of sex-typing on self-esteem, achievement orientadon, and
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antitudes toward women. Tnstrumental traits in achievement orientation were
confimned which Basow suggested could possible indicate a pancultural
generality of sex- typing effects. This led the investigator in the present study to
check gender differences in fostering achievement motivation at the grade four

level in rural Southem Alberta.

Inglehart and Brown (1987) studied gender differences in academic
achievement of 885 male and 271 female students between 1976 and 1981 wt the
University of Michigan medical school. What they found was. not so much
differences in achievement itself. but differences in what motivated men as
compared to women to achieve. Apparemtly, a male clock works just as well as a
female clock. Whar's different is what makes them tick. According to Ingleharnt
and Brown, if you want to predict male achievement. vou are best advised to
consider mastery-related values (like knowledge-based achievemenr tests) as
predictors. On the other hand, if it is female achievement you want to predict. use
person-related and social values as predictors. *‘These gender differences in
values lead 1o different motivations to achieve which in mum influence the level of
achievement™ (Inglehart & Brown, 1987, p. 14).

Further, Inglehart, Nyquist and Brown (1987). in studying 160 male and 90
female subjects in a bachelor of arts-doctor of medicine program at the University
of Michigan, found the same results and concluded that men’s and women’s
achievemen orientarions arise out of different motivations and are influenced by
different factors. Even though the present sudy investigated children, based on
farther persuaded io include a gender as one of the key varables in the present
study. If gender marks a decided difference in motivation orientation in adults,
perhaps a difference will show up in children, too.
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Gower, Cole and Phillips (1987) investigared gender differences in
undergraduate psychology students at Texas Christian University. Twenty-eight
males and rwenty-four females participated in a game calied Prisoner’s Dilemma.
Males and females used different strategies to play the game, but, according to the
researchers, achievement motivation could not adequately explain differences in
game playing behaviour. “Regardless of gender., some individuals in 2
competitive situation are motivated by a desire 10 win and others are motivated by
a desire to avoid losing™ (Gower. Cole & Phillips, 1987, p. 4). This suggesnon is
consistent with Atkinson’s (1957) theory of achievement motvation, but it was
not sufficient to explain differences in playing strategies in the Prisoner's
Dilemma study. The investigator in the present smdy was interested to see if
gender would have a measurable bearing on changes in achievement motivarion

resulting from achievement motivarion training.

Piedmont (1988) studied fifty-eight male and eighry-eight psychology
students, investigating gender and fear of success (FOS). Piedmont claims that
some women find themselves in an approach-avoidance conflict. While they
have 2 motive to achicve and successfully compete against standards of
excellence, they also have a motive to inhibit such performance because they
associate success with social i1solaton and loss of femininity. Piedmont (1983)
adds thar fear of success is 2 salient predictor of behaviour only within a
particular subset of women and only when it is aroused; it should not be over-
generalized to all women. Since Piedmont’s study associated FOS with social
isolation, the dilemma which Piedmont puts before us looks like it could be
related to the established inverse nAch-nAff relationship (Lindgren, 1976;
Peterson et al., 1986; Nash, 1987; Gross, 1989). Further research could possibly
show whether Piedmont’s nAch-FOS relationship and Lindgren's nAch-nAff

relanonship are different facets of the same phenomenon.
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Haynes, Comer. and Hamilton-Lee (1988) studied 72 female and 76 male
tenth graders to find whether there were significant sex and achievement status
differences in the use of learning and cognitive strategies. and what was the
narure of the interaction between sex and achievememt states, They found
significant sex effects on eight of their 10 subscales: motivation and artitude were
two. However, Grabinger and Jonassen (1988) did not find gender differences in
need for achievement in 7¢ undergraduate education students who chose
independent study courses. Grabinger and Jonassen found their subjects 1o be
high in nAch and intemnal locus of conwol. but GPA. gender, major. and prior
knowledge did not influence their decision to take independent swdies. In the
present study. because the children were much younger, the investigator
hypothesized that no differences in achievement motivarion would be attributed to

gender differences.

Familv Context

Berens (1977) found that nAch was relared to child rearing practices. She
suggested the possibility of an optmal range of mastery demands for socialization
of high nAch. There needs 1o be a balance of interaction and support combined
with conwols, expectations and achievement demands. Low nAch boys got
inadequate support and 1o much control; in fact, they received significantly more
control than posiive interaction. Low nAch girls got support but no goals,
standards or controls. Girls had more positive interaction than control. Balanced
pattemns of socialization--neither too much nor too little of interaction, controls,
expectations, achievement demands--were evident amongst high nAch boys and
girls. Berens concluded thar “the important factors appear to be expectations and
demands for achievement and independence made at an appropriate age, in this

sample around age 5, the age of school entrance, coupled with positive interaction
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or suppor and 2 moderate amount of control) (Berens, 1977, p. 2). These factors
led to high nAch in both sexes suggesting that there might be an optimal pattern
for socialization which produces gender general nAch. This study supports my
rationale for anempting to foster nAch ar the grade four level which is vounger
than what McClelland expected effective nAch enhancement. Certainly the
process variables which Berens found 1o be related 10 high nAch are similar to
characteristics of effective classrooms and schools. So it seemed natural to use
the echniques in classroom setrings which Berens found effective in family
settings. On the other hand, it is possible that presage vaiiables originating at the
family level would be stronger antecedents of achievement motivation than the
treatment in this single study. If so, it would be important to include guestions

about the family in order to interpret statistical ontcomes of this srdy.

Carr and Mednick (1988) also found that family influences were main
sources of differences in achievernent motivarion. Non-traditional sex role
training led 1o higher achievement motivarion for girls, and traditional sex role
training led to higher achievement motivation for boys. Ninety-seven boys and
one hundred and three girls who ranged in age from four and a half 1o six and a
half, and their mothers filled out questionnaires and did achievement motivation
wests. They suggested that, since their data were verified by three separate
measures, future researchers in achievement motvation studies should also use
several measures of nAch. Their smdy showed thar socialization practices have
different effects on nAch depending on who is being nurtured. ““What is good for
the goose, may not be good for the gander” (Carr & Mednick, 1988, p. 178).
Therefore, 2 study of achievement morivarion should likely include questions of
family context. The present study investigated family size and birth order with
nAch.
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Birth Order

Sampson (1962) using three separate samples of subjects, combined results
from three studies and pointed ourt relationships berweens gender. birth order and
need for achievement. First bom females were more significandy involved in
independence training than first born males which produced greater need tor
achievement and greater resistance to influence for first bom females. First
ordinal position males, on the other hand, had greater affiliative dependency und

greater conformity to influence,

Kammeyer, Miller, & Mitchell (1972) also found that birth order was related
to achievement motivation. The researchers suggested that younger minority
boys were less achievement oriented because of the particular combination of

relationships they have with their parents.

Falbo & Richman (1977) in a study of 1092 undergraduates (785 males and
307 females) found thar father’s age, gender, and family size were all related to
need achjevement. Younger fathers, males, and smaller families were associated

with higher need achievement.

Hall and Lee (1981) studied 85 boys and 94 girls in an urban elementary
school. They did the Ring Toss Game in 2 manner similar to the Pebble Toss
Game in the present sudy. Resulss indicated that the firstbom boys set
significantly higher goals and actually performed better on the ring-tossing task
than all the other groups. Firstbom boys had greater need for achievement than
first bom girls or later-born children of either sex.

Kliewer and Weidner (1987) studied elementary school aged children and
their parents. There were 41 girls and 32 boys from fourth, fifth and sixth grades

in a privare grade school in the Northwest. In their investigation of goal-setting
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behaviour in the children and their parents’ aspirations, the researchers found that
mothers did not repon different aspirations for their Type A (competitive, urgent,
aggressive, easily provoked) and Type B (persons who do not display the above
characteristics) children. Fathers. on the other hand, set high goals for their Type
A sons and perceived that the sons did not attain them. Parents” aspirations were
not consistentdy related to Type A behaviour in daughters. Based on these
findings. Kleiwer and Weidner (1987) suggested that the father may play an

important role in the development of Type A behaviour in sons.

Polit and Falbo (1987) added more information regarding birth order and
family size and their relationship to other variables including achievement
motivation. Their study was a quantitative literature review in which they
compiled statistics that had been reported in 141 studies and analyzed them 10
find significant relationships. The purpose of their study was to see if only-
children were advantaged or disadvantaged with respect to their siblinged
counterparts. Only children scored significantly better than other groups in
achievement motivation. This finding was reliable and persisted across four
comparison groups. Two examples are sufficient to mention here. Achievement
motivation was the most significant variable (in terms of advantages only-
children had over their siblinged counterparnts) out of 17 personality categories.
When compared in specified family size comparisons, only-children had
achievement motivation (out of 5 topic clusters) as the main difference berween
them and siblinged others. This was another reason why the investigator in the
present achievement motivation study felt it was appropriate to include birth order

and family size as pertinent variables.

The present study did not address complex intra-family relationships but,

because family variables seem to be so consistently related to achievement need,



Fostering Achievement Mouvation

A

(Berens, 1977). (Carr and Mednick, 1988), (Sampson, 1962). (Kammever, Miller,
& Mirchell, 1972), (Falbo & Richman. 1977), (Kliewer and Weidner. 1987). (Hali
and Lee, 1981), (Polit and Falbo, 1987). the investigator chose to examine

interaction of nAch and. at least, family size and birth order.

nAch-nAff Dichotomyv

Sid and Lindgren (1982) found that women’s nAch scores were correlated
with scores on the Strong Vocational Interest Blank and the California
Psychological Inventory scales. Sid and Lindgren found this to be unexpected
because most studies report nonsignificant findings for female subjects. They
suggested that for women in comparison 1o men commimment to a high-status
profession seems more likely to require a suppression of nAff in favour of nAch.
The nAch-nAff scores were posidvely correlated with GPA for both sexes. This
also suggests that achievement motivation could be useful in affecting generic
achievement gains. This suggests that achievement motivation training could be
one means whereby teachers could ameliorate possibilities for gender equity.
which is one solid reason for engaging in regular achievement motivation

training.

Peterson and Roscoe (1986) administered Lindgren's (1976) nAch-nAff
scale to 257 female undergraduates and found that students in child development
studies were lowest in achievement need but highest in need for affiliation.
Swmadents in housing and interior design had the highest need for achievement.
Service industry students had moderate need for achievement. Lindgren (1976)
had also mentioned the inverse relationship between nAch and nAff. Gross
(1989) said that gifted youth must deal with this forced-choice dilemma.
According 10 Gross, it is very difficult for gified youth to pursue excellence and

maintain intimare relationships; most feel they have to choose one or the other. In
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order to see if the inverse relationship between nAch and nAff would exist in the
present sample, this investigator included a forced choice question in the
demographic questionnaire. Smdents were required to respond whether in a group
they would rather be the boss, a friend, or the winner, and give reasons for their
answer. Answers could indicate respectively nPow (Power), nAff (Affiliation),
or nAch (Achievement).

Rank in Class

One key finding was that the need 1o achieve did not always lead to superior
performance at all sorts of tasks. Had it, suggests McClelland (1969b),
researchers could have used superior task performance itself as a measure of
motvation. nAch only led people to perform consistently better if tasks were
“challenging™ with a moderate probability of success. It is therefore unsafe to
infer that high test scores mean higher nAch. Also, conscientious performance
leading to high grades does not always indicate high nAch. In fact, 2 person’s
belief that they are achievement oriented is in no way connected with whether
they get a high nAch score. Researchers must clearly differsntate artimdes

towards achievernent and nAch per se.

Summary of Research Studies

To summarize the research studies from the literature on achievemnent
motivation there are six main points. First, one can say that teachers can foster
{develop, teach, increase, tain) achievement motivation. They are most effective
with business people. Researchers have fostered achievement motivation in
adults (McClelland & Winter, 1969b), high school students (Alschuler, 1973), St.
Louis fifth grade to high school inner—city students (deCharms, 1976), and pre-
school students (Koep, 1972).
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Second. most researchers (McClelland, 1972), (Tiwari. 1984), (Maehr &
Kleiber, 1987), (Kowamakul & Stivers. 1969). (Parker & Johnson, 1981) found
that age was a factor in achievement motivation. Effectiveness of achievement
motivation training seems to be related to developmental level of subjects
(McClelland, 1969). In fact. there was some indication that attempts to foster
achievement motivation with subjects younger than high-school age would
probably be ineffectual (McClelland, 1969). McClelland (1972) proposed that
ressarchers would find thar about age fifieen would be a threshold for effective
achievement motdvation wmaining. However, researchers have shown that
achievement motivation training has been effective with pre-school voungsters
(Alschuler, 1971), (Koep. 1972) and upper elementary students (deCharms, 1976)
which conmradicted McClelland's (1969) earlier hypothesis. No writer suggested
that achievement motivation training would be either harmful or completely
unjustified by the law of diminishing retumns.

Third, there are gender differences. Without contolling for various presage
variables males tend to have higher mAch. (Alschuler, 1970. 1971, 1973),
(deCharms, 1976), (Basow, 1986). However, when variables (such as values) are
conttolled for, gender alene does not explain differences in achievement
motvation (Inglehart & Brown, 1987), (Inglehart, et al., 1987), (Gower, et al.,
1987), (Piedmont, 1988).

Fourth, family comiext emerged as a significant factor in achievement
motivation. Whenever birth order was used as 2 conjoint research variable,
researchers found it to be significant (Sampson, 1962), (Kammeyer, et al., 1972),
(Falbo & Richman, 1977), (Hall & Lee, 1981), (Kliewer & Weidner, 1987), (Polit
& Falbo, 1987). Firstborn children had a far greater tendency to have higher
achievement motivation than did later-borns. Related to birth order, other family



Fostering Achievement Motivation
37

context variables were significant. Family size (Falbo & Richman, 1977). (Polit
& Falbo, 1987), and father's age (Falbo & Richman, 1977) are two that stand out.

Fifth, it was unusual to find subjects who scored high in need for
achievement and need for affiliation (Pearson & Roscoe, 1986). Because of the
generally dichotomous interrelationship berween these two variables,
psychometicians have developed a host of validated measures (Ballif & Adkins,
1968). (Lindgren, 1976). (Fineman, 1977), (Ray, 1982), (Sid & Lindgren, 1982).
The measurement tool, Gumpsgookies, which was used in the presen study, is a

measure, based, to a certain extent, on the nAch-nAff dichotomy.

Sixth, achievement motivation and achievement itself are not always directly
related (McClelland, 1969b). This is the bottom line of the whole question, and,
even though McClelland was the researcher who first reported this observation,
he spent years offering achievement motivation training in hopes thar such
training “might well be applied to schocl children in such a way as t0 make them
want to work harder and leam more.” (McClelland, 1972, p. 129).
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Present Studv

Since studies have generally concentrated on populations of academically-ai-
risk students, there is a need to establish whar outcomes can be expected when
teachers give achievement motivation training to students who are generally not at
nsk. The purpose of the present study was to address salient research questions
which arise from a careful analysis of literamre related to achievement
motivation. In particular they included: First. could cerain reamment activities
significantly increase achievement motivation in grade four students? Second.
would a rural serting have any sigrificant effect? Third, what outcomes could an
investigator expect from achievement motivation waining with students who are
not "mmed off” to education? Fourth, ir: this particular sudy how would changes
in achievement motivation correlate with an array of standard cross variables:
age, gender, family size, birth order, and access 10 a personal computer. One
purpose in fostering achievement motivation is to enhance correlative
achievement. That is, increased achievement which, hopefully, would accompany
increased achievernent motivarion. If comrelative achievement is not a consistently
predictable outcome of increased achievement motuivaton. then what other
possibilities exist to justify bothering to increase achievement motivation at all?
Therefore, this investigator reasoned that it would be appropriate to attempt to
replicate the spirit of Alschuler's and deCharms’ stdies at a grade four level in a
rural Southern Alberta setting.
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Chapter III: Methodology

Research Desien

The research design was a standard two by three factorial study consisting of
three groups. with one receiving meatment procedures and one control group
receiving no treatment, plus a second control group receiving a post-test only to
evaluate possible response set in the first two groups. Treatment procedures
consisted of experiencing nAch action strategies, conceptualizing nAch thoughts,
relating the mAch syndrome to three areas of personal life, and practising what
they learned. Control procedures consisted of regular classroom work in the
control classroom. It was a single-blind study in thar this investigator did not

apprise the control groups what was taking place with the treament group.

Sample and Selection

Approximately seventy grade four students were chosen from Strling
School, Raymond Northside Elementary School, and Magrath School. Strling
School was the treatment group and the other schools served as control groups.
These schools were chosen for several reasons: Strbing School and Raymond
Northside Elementary School have a repuration of being similar in academic
achievement and they are culturally similar, and so the selection was done to
reduce extreme variability of backgrounds. The investigator expected a certain
commonality to exist among students who have predominantly similar culture.
Grade four was chosen becanse academic achievement has been increased in
subjects as old as adults and as young as grade five but this study examined
effects of achievemen: mortivation training with students as young as nine years
old in grade four. This ran counter to findings by McClelland (1969) who

suggested that achievement motivation is, predictably, not effective with subjects
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vounger than Junior High School age. but it concurs with deCharms (1976) grade
five swmdies, Koep (1972) who found significant motivation changes in
kinderganten children, Berens (1977) who asserted that achievement motivation
maining should start early. and Parker and Johnson (1981), who said adults must
develop pertinent experiences during critical early vears to maximize achievement

motvation development.

Procedures

The examiner measured both classes for baseline achievement motivation
scores, and administered a questionnaire to obtain information regarding age, sex,
family size. binth order. distance lived from schooi, and access 10 a personal

computer. The weatment group engaged in weatment activities.

Then the examiner again measured both classrooms for achievement
motivation scores. The investigator then analyzed the data 10 see relationships

between reamment activities, demographic variables and measurement scores.

Treamment procedures consisted of experiencing nAch action strategies,
conceptualizing nAch thoughts, relating the nAch syndrome 1o three areas of
personal life, and practising whar they leamed. For a detailed description of the
procedures that the investigator used, please see Appendix E "A Mastery oriented
nAch Course” in Alschuler (1971, pp. 195-211). deCharms’ Origin Manual

contains twenty-five exercises, each designed for use on 2 particular day of the

week over a five week period. The course outline and student notes from the

present study are included in Appendix B.
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Instrument Description

This investigator used Gumpgookies to measure nAch. Gumpgookies is an
objective-projective test consisting of a number of stylized drawings of a
nonsense creature called 2 Gumpgookie performing various nAch/nAff related
activities; the studemt then decides to what extent they are like the Gumpgookde.
This is a very commonly used scale in getting valid nAch scores especially for
young children. Gumpgookies has besn extensively field validated. Bonnie
L. Ballif and Dorothy C. Adkins (1968) developed the test at the University of
Hawaii. They designed the test to measure motivation to achieve in school in
young children from three and 2 half years old to eight years old. Reference Tests
and Measurements in Child Development: Handbook I, (Volume 1, 1976, Page
423) listed the source from which the measure may be located. However this

source no longer carried the measure at the time of this sdy. The investigator
obtained test booklets and administration manuals from Dr. Robert Koep at the
University of Lethbridge Faculty of Education. Dr. Koep used Gumpgookies in
his dissertation (1972) on motivanon in kindergarten children. Gumpgookies 1s 2
test consisung of seventy-five dichotomous items, each depicting two amorphous
characters called Gumpgookies. The examiner desciibes each Gumpgookie
orally, and chiidren decide which one is theirs or mos: like them. The test authors
constructed Gumpgookies to test five hypothetical components of motvation—
school or work enjoyment, self-confidence, purposiveness, imstrumental activity,
and self-evaluation. In the ininal format, problems in interpretations of extensive
factor analyses revealed that response sets dominated some factors, depending on
the position of the answer (left vs right and up vs down) and order of presentation
of the texrual material. The authors developed a method of factoring that would
partial out these response sets and lead to substantively interpretable factors. The

intent of the factoring was to substantiate a claim of content validity, not to lead
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to highly dependable measures of each factor. The problem of response sets does
not affect the total score. since examiners can control in advance answer position
and order of presentation. as well as factors for later tests based on the oniginal
data. Examples of two items are given below.

This gumpgookie does what it wants to.
This gumpgookie does things well.
Which is your gumpgookie?

Leaming 1o count rmakes this one feel good.
Learning to count makes this one feel bad.
Which is yours?

Gumpgookies was a precursor of a new improved sixty-item test called
Animal Crackers which is like Gumpgookies in that they are both objective-

projective techniques that require children 10 choose between altemative

behaviours or artinudes, described verbally, that show differences in motivation, In

Animal Crackers the behaviour is engaged in by a variety of little animals. Each

test item consists of an illusmation of two idenrical animals and two verbal

descriptions.

In Animal Crackers the child is told that they have their “own™ animals and
that, although they look like the other animals, their own animals behave as the
child behaves--the animals like what the child likes and they do what the child

does. As the examiner points to each animal in tum and describes it, they ask the

child to identify their own animal. Twinning of the anirnal pictures was intended
to reduce response set but Ballif and Adkins (1970) reponed that, through a factor
analytic procedure, they had obtained a2 Gumpgookies program that yielded
factors that were completely uncorrelated with the response set scores. The

investigator in the present study did not use Animal Crackers for several reasons.

First, he was unable to secure a2 copy. Second, Gumpgookies lent itself more
favourably to group test administration because twe Gumpgookies are depicted
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acting out the examiner's verbal descriptions while the two Animal Crackers are

identical to one another. Because of that. young children, using Animal Crackers.

could more easily become confused as to which animal cracker the examiner
meant unless they were tested individually. Third, Animal Crackers was designed

to be used with pre-schoolers and first graders, while the subjects in the present
study were grade four students, and Adkins & Ballif (1970) said that
Gumpgookies was administered to fourth grade students in Hawaii. So, based on
these considerations, it appeared to this investigator that Gumpgoolkies would be
the best test available to measure achievement motivarion in grade four school

children, and completely adequate for the requirements of the present study.

Instrument Scoring

Gumpgookies includes a scoring key that identifies which answers indicate
achievement motivation and which do not. The ¢xaminer scores items as right or
wrong and a raw score is an indicator of madvation to achieve in school. This
investigator used the demographic questionnaire (artached in Appendix D) 10
determine age, gender, family size, and birth order.

Data Collection

According to Gumpgookies administration manual, results have not been
normed using male administrators. The test authors therefore recommended that
a female person should administer Gumpgookies. Accordingly, this investigator
engaged the services of an examiner, a certificated female teacher, to administer
the test twice to the treatment and first conwol groups and once to the second
control group. The test was administered to each class as a whole. The examiner
read the script which accompanies the test and students marked one of two
Gumpgookies in each cell of the test.
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On Monday. May 7, 1990, the examiner went to Stirling School Grade Four
Class and administered Gumpgookies as a pre-test 1o the treaimemt group. On
Thursday, May 10, 1990, she administered it to the Grade Four Class in Raymond
Northside Elementary School. the first control group as a pre-test. A month later,
on June 1, 1990, the examiner administered Gumpgookies to the Magrath School
Grade Four Class, the post-test-only control group. On June 6, 1990, the
examiner administered Gumpgookies to the weatment group as a post-test. On
June 8, 1990, she administered it to the first control group as a post-test. This
investigator included a copy of the Gumpgookies test and administration manual
in Appendix E.
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Chapter IV: Results and Data Analysis

The investigator in the present study chose one-tailed T-Tests to determine
significance between group means because the sample size was small (the
rreatment group and control group each had 20 students and the second control
group had 27 students). The investigator selected one-tailed tests because he was
only imerested in increasing achievement motivation scores. If scores staved the
same, or went down, they would show that fostering achievement mouvaton did
not result in nAch gains. This investigator used .05 level of significance
throughout so that he would not commit a Type 1 emor by rejecting the null
hypotheses unless there was at least ninety-five percent confidence that it should
be rejected.

If weatment did not increase nAch then it would be useless 10 do it. We
don’t want to put forward a temendous effort just to stand sdll, or slip
backwards. Therefore, because the investigator was only interested in treatment
effects which proved the efficacy of the weamnent activities, a one-tailed test of
significance was all that was required to test hypotheses 1 and 2 (treatment effect
and practce effect). Two-tailed tests were used to check interactions of
demographic variables and Gumpgookies scores becanse the investigator was
interested in any differences between means arespective of the direction of the

differences.

The investigator decided that, if the control post-test results were not
significantly different from control pre test results, then differences in trearment
results could be arributed to treatment. However, if control post-test scores were
significantly different from control pre test scores, it could indicate practce
effect. At this point it would be necessary to bring in the second control group

which only took the post-test. If results from the second control group were more
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like the first control pre-tesr it would clearly point to practice effect as 2 main
reason. In the statistical analysis the investigator did not find a significant
difference berween pre and post-test scores for the fust conmrol group. The
investigator did not have to use the results of the second control group te contirm
or reject the possibility of practice effect because there was no staristical

suspicion of practice effect.

A standard item alpha analysis of Gumpgookies items yielded .9434 for the
pre-test and 9165 for the post-test. Although the reliability was high. the item
mean of .8097 showed thar the basal was too low--scores ceilinged-out
consistendy higher than expected. Based on these data, this investigator
speculated that Gumpgookies was probably scaled lower than might have been
approprate for this age group. Another possible reason Gumpgookies did not
appear adequately sensitive with this age of stdents could be the *“notion of
social desirability” (Feshbach & Weiner, 1982, p. 291). Tt is possibie. since
Gumpgookies was developed in the mid 1960s, that social conditions have
influenced students this age to be more sophisticated and more able 10 select test
items on a sense of what might be most “acceptable™ to the examiner. This
investigator would not use it again to measure achievement motivation in grade

four students.

Gumpgookies scores were manifest below the .05 level for birth order, rank
in class, and group preference. This investigator used pre-test and post-test
Gumpgookies scores to analyze the scores of the treamnent group and the first
control group. An analysis of variance of pre-test results indicated no significant
difference among the groups. The three groups’ raw scores, means and standard

deviations for both pre-test and post-test appear in Appendix F.
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Chapter V: Discussion

The primary purpose of this study was to determine whether cerain
reatment activities could be increase achievement motivation scores in rural
Southern Alberta grade four students. In the treammemnt group and first control
group an examiner used Gumpgookies to determine each child’s motivational
level. The three samples then experienced different types of interaction. This
chapter deals with the analysis of the dara vielded by these procedures and the

testing of the stated hypotheses considering that analysis.

Table 1 is a cross breakdown table which shows that means for all five
testing conditions were similar. That is, there was linle difference between pre
and post-test scores for either the weatment or control groups. Analysis of
variance showed that no two groups were significantly different ar the 0.05 level.
Since the pre-test means and the mean of the second conmol group were not
significantly different, then differences in post-test means could be amributed
cither to treatment or to response set. However, thar argument is smictly academic
because there were no significant differences between post-tests, either. On the
other hand, it cleared up the question of whether post-test scores could
legiimately be pooled when doing analyses with dernographic variables. Since
means were similar, the investigator chose to pool all three experimental groups

to generate a larger sample size (n=67) for demographic analyses.
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Treatment Effect

Table 1

Mean Gumpgookies Scores in Pre- and Post-Tests

Maan
Count
Std Dav Row
Pre-test post~test Total
CLASS
61.05 59.15 60.10
TREATMENT GROUP 20 20 40
10.76 11.31 10.94
59.20 58.75 58.98
PRE/POST CONTROL 20 20 40
13.55 10.62 10.95
59.74 59.74
post~test CORTROL 27 27
7.34 7.34
Column Total 60.13 59.27 59.59
40 &7 107
11.06 $.52 10.08
Variable Buxber Standard Standaszd
of Cases Masn Daviation Ezzor
GIMPGOOK  PRE_TEST
20 61.05 10.76 2.41
20 59,15 11.22 2.8

CMRCOO2 post-test

{Diffsrence) Standard Standard 2=-zatl

| t Dagrees of 2-tail
Maan Deviation Errox | Cozr. Przab.
[

Value Freedom Prob.

1.90 5.89 1.32 .86 .00

—_f ——

1.44 1% .17

The bottom part of Table 1 is a paired T-Test which compares pre-test and
post-test scores of the treamment group. The difference was not significant
(p=.083). Therefore, this investigator inferred no substantial effect from
treatment or practice effect in the treatment group, nor from practice effect in the

contol group. The investigator failed to reject the first null hypothesis that
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treatment would have no effect on Gumpgookies scores, and the second null-

hypothesis that practice effect would have no effect on Gumpgookies scores.

Table 1 compares pre-test and post-test scores of the treatment group, .J1¢
control group which received the same pre and post-tests as the treaunent group.
and the control group which received only the post-test. The table shows that
T-tests did not reveal significant differences in Gumpgookies scores which this
investigator could antribute to either reamment or practice effect. The investigator
included this table 1o demonstrate that practice effect did not have a significant
influence on Gumpgookies scores in the first conmol group. This helped to
establish that any changes in scores of the treatment group could be artributed to
treamment alone and not to response set. The investigator included the second
control group to ascertain a possibie practice effect. So the function of the second

control group served its purpose.

One could be tempted to conclude premarurely that the null-hypotheses are
confirmed, that there would be no difference effected by weatment or by response
set. However, since Alschuler (1970) and deCharms (1976), who used similar
reatment procedures, found significant differences with similar age students, this
investigator speculates that Gumpgookies may not have been adequartely sensitive
for students this age. Alschuler and deCharms used thematic apperception tests to

measure achievement motivation.
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Practice Effect

Table 2

T-Test of Control Group Scores

Variable Numbaexr Standard Standard
of Casas Maan Daviation Erzor

CIMPGOOR  PRE_TEST
20 59.20 11.55 2.58
20 58.75 10.62 2.37
CIMPGOOZ  post-test

(Diffarwnce) Standard Standard i 2-cail | T Dagraes of 2-tail
Mean Daviation ErzTox ] Cozz. Prob. | Value Freedom Prob.
.45 4.62 1.03 1 .92 .00 | .44 1 .67

Table 2 is a paired T-Test which compares pre-test and post-test scores of
the control group. The table shows again that the T-Test did not detect significant
differences (p=.33) in achievement motivation scores. This could indicate that
there was negligible effect response set, and, since the results from the second
control group were not significantly different from either the pre-test or post-test
scores of the first control group. we can not reject hypothesis 2 that practice effect

would have no effect on Gumpgookies scores.

The next item to be considered was age. At first the investgator thought it
might be appropriate to look at age by split halves. Data were split at the median
age of 120 months.
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Age Effect

Table 3

T-Tests for Independent Samples of AGE

GROUP 1 - AGE EQ 1l: YOUNGER
GROUP 2 - AGE EQ 2: OLDER

Variable Number Standard Standar=d
of Casas Moan Deviation Errox

GUMPGOO2 post-tast
SROUP 1 3¢ €0.19 8.82 1.47
CROOP 2 a 58.19 10,33 1.86

| Pooled Variance Estimate | Separate Variance Estimate
1 1
F 2=-tail | 1 3 Dagrees of 2-tail | t Dagreses cf 2-taill
|

Valus Prob. Value Freadom Prob. | Value Freadom Prob.
1.37 .37 | .86 [:4] .40 i .85 59.41 .40

Nothing significant (p=.40) appeared when the younger students were compared
1o the older smdents. In a conversanon with D. M. Connolly (1991) the
investgator agreed that, relative to this smdy, differences in achievement
motivation berween younger or older grade four smdents was probably not the
relevant issue. On the contrary, it was really just a question of whether weatment
would have significant effect or not at this age—not whether effects would be
significamtly different for older grade four students than they would be for
vounger grade four smdemts. Based on the literature regarding age and
achievement motivation, the findings in this study concur with most and differ
with one or two. McClelland (1972) expected that children under age fifteen
would nor show significamt nAch gains. Tiwari (1984) found insignificamt
differences by age. Alschuler (1971), with teenagers, and Kowatrakul and Stivers
(1969), with kindergarten-age children, found that results were not impressive.
Maehr and Kieiber (1987) found that, even with adults, age was not a significant

consideration. The results of this study concur that age was not a significamt
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factor. Parker and Johnson (1981} hoped that people would trv 10 stimulate
achieverment motivation in children because its development begins in early
childhood. Koep (1972) found significant increases in Gumpgookies scores in
Kindergarten students following his weatmments. It could be that nAch has its
significant roots earlier than grade four. which could account for that fact that,
while age did not appear to be a factor at grade four, family variables (family size.
and birth order) were significant. Perhaps Parker and Johnson are the researchers
who have uncovered the rosetta stone of achievement motivation. Perhaps we
should be concentrating our efforts on some age of pre-schooler. White's twenty-
eight yvears of research on child development (1979, 1988) led him to believe that
children establish their intellectual and emotional proclivities by three vears old.
According to White, 1t is at home, with parents. by age three, that people build
significant foundatons (White. 1979, 1988). This points to possible furure
research.
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Gender Effect

Table 4

T-Tests for Independent Samples of GENDER

GROUP 1 - SEX EQ O MALE
GROCPF 2 - SEX EQ 1 FEMALE
Varialle Nunbar Standard Standard

of Cases Maan Deviation Error

CUOMPGOOZ post=-test
GROUP 2 30 57.37 10.03 1.83
GROOP 2 a 60.81 8.83 1.47

Pooled Variance Ratimate | Separate Variance Estinate
i

F  2-tail t Dagresas of 2-tail | - DegTeas of 2-tail
Value Prob. Talus Freedom Prcb. | Value Freedom Prob.
l1.26 .51 1 =1.49 65 .14 [ =21.47 58.75 .15

Table 4 shows thar differences berween girls' and boys® Gumpgookies
scores were not significant. One notable item in Table 4 is thar gender difference
approaches significance (p = 0.15). While this significance is not adequate to
confum or reject any hypotheses, it is interesting to point out that other
researchers (deCharms, 1969; Ryals, 1969; Alschuler, 1970 and 1973; Berens,
1972; Sid & Lindgren, 1982) found gender differences in ackievement motivation
scores to be significant. The literature varied on the question of gender difference
in achievement motivarion. The author of the present smdy mentioned in Chapter
Two that findings regarding sex difference varied amongst researchers.
deCharms (1969) found that achievement niotivation training effects were
persistent over time, especially among male subjects. A difference between the
present study and deCharms (1969) is that deCharms’ gender difference was most
noticeable for persistence. However, in the present study, the investigator did no

follow-up to measure possible persistent effects of achievement motivation
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raining. Seven years later. deChams (1976) found no sex difference. while
Alschuler {1970) found that raming effected more long-range changes in girls’
achievement related acnivities outside school. McClelland and Winter (1969a)
found that performance in concrete subjects like physics. chemistry, and
mathematics improved amongst high school bovs in India who had received
achievement motivation waining compared to those who did not.  Highly-
structured mastery courses in achievement motivation were more effective with
girls compared to less-structured courses with boys (Alschuler. 1970). The
investigator used 2 high-structure mastery course approach in the present study.
but the investigator did not used an alternative course structure: therefore
comparisons between boys and girls scores in the present study can not be made
on the basis of course structure as was the case in the Alschuler (1970) study. Sid
and Lindgren (1982), Basow (1986), and Piedmont (1988) found that males
generally had higher achievermnent motivation gains than females. although those
researchers smdied young adults and not children. Gower. Cole and Phillips
(1987). and Grabinger and Jonassen (1988) found no sex differences. Two
studies (Inglehart & Brown. 1987) and (Inglehart. et al.. 1987) concluded thar
gender differences in achievement motvation were not manifestations of degree
of motivation but kind of values supporting motivation. Haynes, et al., (1988) in
his stady of black high school studems, found higher achievement motivation
scores from gids. In the present study, there was no significant difference
berween achievement monvation scores of grade four girls and boys in rural
Southern Alberta. Therefore, the mmvestigator was not able to reject the null-

hypothesis thar sex would have no effect on Gumpgookies scores.

Berens (1977) found 2 relationship between nAch and child rearing
practices. She suggested the possibility of an optimal range of mastery demands
for socialization of high nAch. She found that a balance of interaction and
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support combined with controls, expectations and achievement demands were
factors associated with various levels of nAch scores. Low nAch boys got
inadequate support and too much control: in fact, they received significantly more
control than positve interaction. Low nAch girls got support but no goals,
standards or controls. Girls had more positive interaction than control. Balanced
partems of socialization--neither too much nor too little of interaction, controls.
expectations, achievement demands—were evident amongst high nAch boys and
girls. Berens concluded that the important factors appear 1o be expectations and
demands for achievement and independence made at an appropriate age, in this
sampie around age 5. the age of school entrance, coupled with positive interaction
or suppont and a moderate amount of contol. (Berens. p. 2) These factors led to
high nAch in both sexes suggesting that there might be an optimal pattem for
socialization which produces gender general nAch. The presemt smudy dil not
address child rearing practices so it did not shed any new light on Berens’

considerations.

Sid and Lindgren (1982) found a correlation between women’s nAch scores
and scores on the Swreng Vocational Interest Blank and the Califomia
Psychological Inventory scales. Sid and Lindgren found this to be unexpected
because most studies report nonsignificant findings for female subjects. They
suggested that for women in comparison to men commitment to 2 high-starus
profession seems more likely to require a suppression of nAff in favour of nAch.
The nAch-nAfT scores correlated positively with GPA for both sexes. This aiso
suggests that achievement motvation could be useful in affecting generic
achievement gains. This suggests that achievement motivation training could be
one means whereby teachers could ameliorate gender equity possibilities, which
is certainly a solid reason for engaging in regular achievement motivation
training. The present study did not deal with adult scores and so the investigator

was not able to make connections berween findings in the two studies.
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Results were different for girls and bovs: achievement motivation training
had no significant effect on girls” participation in achievement related activines.
Alschuler (1973) presented an important concept when he said that, even though
the boys had leamned a2 new achievement vocabulary and maybe could just talk a
better game, the results are probably not only due to a desire by the bovs 10 please
the investigator. Achievement motivation training courses had demonstrable long
term effects on achievement related activites outside the school.  Alschuler’s
investigating effectiveness of achievement motvation waining pointed up some
impornant variables: age. sex. concreteness of subject matter, and degree of
structure of the achievermnent motivation training. However. in the present study
age and sex variables showed no significant difference, and this investigator did
not test concreteness of subject mater, and degree of sgucture of the achievement

movagon raining.

The next question was famnily size. In the present study number of children
in the family was found to be related 10 Gumpgookies scores. The average family
size in our stady was 4.955 (SD 2.33). Families with under five children were
coded as “smaller’™’; others were coded “larger™.
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Familv Size Effect

Table 5

T-Tests for Independent Samples of FAMILY SIZE

GROOP 1 - FAMILY SIZE EQ l: SMALLER
GROUP 2 - FAMILY SIZE EQ 2: LARGER

Variable Rumbar Standard Standard
of Casas Maan Deviation Erzror

CUMRGOOZ post-test
GROUP 1 az 60.47 7.7 1.36
GROTP 2 35 58.17 20.92 1.85

| Pooled Variance Estimate | Separate Variance Estimate

1 1
F 2=tail | t Degreas of 2-taill | t Dagrees of 2-tail
Value Preb. | Value Freedom Prob. | Value Fresdon Prob.

-—

2.01 .05 [ .99 65 .33 1.00 61.21 32

Table 5 shows that students from families with fewer than five children had
significantly higher Gumpgookies scores than swdents from families with five or
more children. These results support those found by Falbo and Richman (1977).

Next this investigator checked for interaction between achievement
motivation and birth order. Birth order was the only variable which conformed to
all the literamre which was reviewed on achievement motvaton (Sampson,
1962), (Kammeyer, Miller, & Mirchell, 1972), (Falbo & Richman, 1977),
(Kliewer and Weidner, 1987), (Hall and Lee, 1981), (Polit and Falbo, 1987).
First-born children in the present sample had significantly higher Gumpgookies
scores (p=.03) than later born children. There were no only-children in the
sample. so the investigator was not able to test for differences between only-
children and siblinged children.
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Birth Order Effect

Table 6

T-Tests for Independent Samples of BIRTH ORDER

GROOP 1 - BIRTHORD EQ 1: FIRSTBORN
GROUP 2 - BIRTEORD EQ 2: ILATERBORN

Variable Nuxbez Standard Standard
of Canas Meann Deviaticn Exror

GREPGOOZ post-tast
GROUR 1 13 63.00 6.89 .91
GROUR 2 54 58.37 9.90 1.35

Pooled Variance Estimata | Separate Variance Estirmate
|

!

i
F  2-tall | t Degress of 2-tail | t Dagreas of 2-tail
Value Prob. | Value Freadom Prob. | Value Freedom Prob.
2.06 .17 [ 1l.59 65 .12 H 1.98 25.45 .06

On the question of birth order in the present study, first-bom children had
higher Gumpgookies scores, than later-bomn children. These findings concur with
Sampson (1962), (Kammeyer, Miller, & Mitchell, 1972), (Falbo & Richman,
1977), (Kliewer and Weidner, 1987), (Hall and Lee, 1981), (Polit and Falbo,
1987), the investigator chose to examine imeraction of nAch and, ar least, family
size and birth order. However, concurrent and conflicting findings are reported in
Emst and Angst (1983). They found that achievement motivation decreases as
sibship size increases if background variables are not controlled. However, when
background variables are controlled, sibship size alone explained only small
amounts of the variations in achievement motivation. Emst and Angst (1983)
reviewed considerable literature on birth order and its correlates, and they
reexamined important hypotheses with their own representative samples. They
found that there is 2 negative correlaton between sibship size and school

achievement. “Firstboms show bener school achievement than laterborns.
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Youngest children achieve less than their elder sibs. School achievemem: is
inversely related to birth order within sibship size. School achievement of single
children is lower than that of firstbormns. Single children show lower school
achievement than children with sibs™ (Emst & Angst, 1983, p. 247).
Relationships berween birth order and achievement need require further research,
particularly questions dealing with complexities surrounding sibsitip size. Since a
significant relationship was indicated between Gumpgookies scores and birth
order, the mnvestigator concluded that it would be appropriate 10 reject null-

hypothesis. that birth order would have no effect on Gumpgookies scores.
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No significant effects were found for time spent in the community, distance
from school. or computer use. Table 7 shows the statistics which relate 10 tume
spent in the community. The investigator included this variable to check whether
a particular school context had an influence on nAch. Students new to a school
could have carried over an influence from their previous school, and therefore
might carry detectable differences in achievement motivation when compared to
the rest of the smdents ir: their present school. The staustics did no suppon that

notion.

Leneth of Residence Effect

Table 7

T-Tests for Independent Samples of TIMEHERE

GROUP L - ITIMEHERE EC 1 LEsS TEAN 4 YEARS
GROUP 2 - TIMEEERE EQ 2 4 OR MORE YEARS
Variable Rumbazr Standard Standazd

of Casas Maan Daviation Erzor

GOMPGOO2 post-test
GROTP 1 i8 $7.3% 11.12 2.62
GROTP 2 3% 55.56 8.89 .27

Pocled Variance Lstimate | Separate Vartiance Estimate

!
| i
F 2-tall | £t DegTeas of 2-tail | 4 Dagrees of 2-taxl
Value Prok. | Valte FIeedom Pzeb. | Value Freedom Prob.
1.56 .23 | -.98 €5 .23 { ~.88 2%.432 .a9
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Distance from school was intended to check whether rural students (those
who needed rides 10 school) were in any way different from the town sudents
who were within walking distance of the school. The analysis showed no

significant difference between groups.

Distance from School Effect

Table 8

T-Tests for Independent Samples of DISTANCE

GROUP 1 = DISTANCE ZQ 1l: WALX
GROTUP 2 - DISIANCE EQ 2: RIDE
Varisble Numbezr Standazd Standaxd

of Casrs) Maan Daviation Erros

COMPGCOO2 post-test
GROTP 1 ay 60.10 9.03 1.45
GROTR 2 28 58,21 10.22 1.93

| Pooled Variance Estimate | Separate Vasiance Estimate
! |
! t Dagrees of 2-tail | 1 Degress of 2-tail
Taluae Preb. | Valua Fresdom Prob. Valua Freedom Prob,
|

-

.84 (13 .40 .83 53.75 .41
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The investigator also wanted to know whether frequency of access to & computer

would connect with achievement motivation. It did not.

Computer Use Effect

Table 9

T-Tests for Independent Samples of COMPUTER USE

GROTZ 1 ~ cOMP USE IQ 1: AT LEAST WEEKLY

GROTP 2 - oM | EQ 2: IESS THAN WEERLY

Vaziable Runbex Standard Standard
of Casas Meaan Daviation Ezror

GUMPGOO2 post-tast
GROUP 1 4% 59.%0 B8.60 1.23
GROUP 2 1B 57.56 11.7% 2.78
| Pocled Variance Estimate | Separats Variance Estimate
l |
r 2=-tail | t Degrees of 2~tail | z Dagrees of 2~tail
Value Prob. | Value Freedom Pxol. | Value Treaio= Prob.
I |

--------

.89 65 .38 .77 23.96 .5

There were no significant relationships betwzen Gumpgookies scores and
age, gender. family size, length of residence in the communiry. distance from
school, or amount of computer use. With respect to these six variables the
investigator concluded that it would be inappropriate to reject null-hypotheses 3.
4.5.7.8,9.

The tenth hypothesis was that rank in class would not be conelaied with
Gumpgookies scores. First the investigator used a T-Test to compare means of
the top and bottom half of the class. Surprisingly. the top of the class had
significantly lower (p=.03) Gumpgookies scores than the bottom of the class.
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Rank in Class Effect

Table 10

T-Tests for Independent Samples of RANK IN CLASS

GROUP 1 - RANKINCL EQ l: Top Balf
GROUP 2 - RANKINCL EQ 2: Bottom Hald
Variable Number Standard Standard
of Cases Maan Daviation Erros
GCUMPCOOZ post-~Tast
GROUP 1 10 52.40 13.18 4.17
GROOP 2 10 63.90 6.82 . 2.15

Pooled Variance Eatimate | Separate Variance Estimate

|
|

F 2=-tail | t DegrTesa of 2-tail
|

I
I
t Tt Deagreas ©f 2-tail
Valus Prob. Value TFreedom Prob. | Value Freadon Prob.
3.75 .06 | =2.02 18 .06 | =-2.02 23.48 06

Since a significant relationship was indicared berween Gumpgookies scores
and rank in class, the imvestigator concluded that it would be appropriat to reject
the null-hypothesis 10 thar rank in class would not be comelated with

Gumpgookies scores.

The questonnaire contained a question which asked students whether in a
group they would prefer to be thought of as the boss (need power) the friend
{(need affiliation) or the winner (need achievement). The investigator coded
“winner~as 1 and other answers 2. Only 12 students indicated thar they would
prefer to be 2 “*winner™ in a group. The mean Gumpgookies score of this small
group was not significantly different from the rest of the sample. Therefore, the

investigator failed to reject hypothesis 11.
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Group Preference Effect

Table 11

T-Tests for Independent Samples of GROUP PREFERENCE

GROUP 1 - GROUPREF EQ 1: WINNER
GROUP 2 - GROUPREF EQ 2: OTHER
Taziable Nuomber Standard Standard
of Casas Nean Deviation Exrror
SRRGOOZ post-test
GROTP 2 12 55.75 9.91 2.86
GROTP 2 55 60.04 9.35 1.26

Pocled Variance Estimate | Sepatate Variance Latimate

|
| |
| = Dagreas of 2-tail

|

b3 2=tmil ) € DagTeas ©f D-tarl
Talus Prob, Talue Freadom Prob. | Value Freedom Prob.
1..2 .73 | =l.42 €5 .16 { =-1.37 15.57 .19

T-tests for independent samples of GROUPREF

GROTP 1 ~ GROUFPEF EQ 1: TFRIEXD
GROUP 2 - GROUZREYF EQ 2: OITHER

Tariable Runbar Standazd Standard
of Casas Maan Deviation Errox

COMPGOO2 post-test
GROTP 1 49 61.24 8.30 1.19
GROTE 2 18 53.89 10.75 2.53

| Rocled Variance Estimate | Separate Variance Estimate
1 1
F 2-tai 1 t Degreas of 2-tail | t Dagrees of 2-tail
Valuve Prob. | Valus FIeedom  Prob. Value Freadoo Prob.
I

-

I
e
}

1.6 .16 2.96 65 .00¢ 2.63 24.85 .01

Oddly enough. when frequencies were tallied on this question, data indicated
that 6 selected “boss™, 49 selected “friend”, and 12 selected “winner™. It
appears that stadents who self-reported high need for affiliation (they said they

would prefer to be thought of as 2 “*friend™ in a group) had significantly higher
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(P=.01) nAch scores in this sampie. This phenomenon contradicts Lindgren
(1976). Peterson and Roscoe (1986). and Gross (1989). all of whom indicated a
nAch-nAff dichotomy. All of these researchers posited that 1t was uncommeon to
have high scores in both motives at once. There are several possible explanations
for this apparent anomaly. First, stating their group preference is a self-repont
measure, and, hence, somewhat suspect. An objective assessment of need for
affiliation was not used in this study. Second. student responses could have been
influenced by the social desirability concept described by Feshbach and Weiner
(1982). Thirl. one answer to 2 single subjective queston should hardly be

expected to generate an adequate assessment of a ubiquitous motive.

An answer to the question, whether students who were not already
academically at risk would obrain different results from students in the deCharms
and Alschuler studies, has not been fully answered. In this study. treatment effect
was not measurable using Gumpgookies. Yet there was an imteraction effect
berween Gumpgookies scores and rank in class. The lower half of the class had
higher bAch scores. The Harvard researchers that nAch and school achievement
might not be related because school was not challenging. Perhaps school is
challenging for students in the bottom half of the class. Perhaps that could
provide a parial explanaton of why deChamms and Alschuler got results with
their at-risk students and this investgator found a2 significamt reciprocal

relationship berween Gumpgookies and rank in class.

Ten significant Pearson correlation coefficients emerged, six of them at the
.05 level of significance and four at the .01 level. The investigator included them
for comic relief ar the end of a long paper because imerpreting them was rather
humorous. For example. family size and birth order were positively correlated
(r=.76. p<.01). This means vou can’t be the ffth child bom unless there were at
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least five children in the family. Length of residence in the community was
positively correlated with family size (r=.30. p<.05). This means that the longer
vou live in Stirling. Ravmond. or Magrath the more likely vou are to have a large
family. Time in town was related to birth order (r=.25, p<.05). This only stands
to reason because vou can't be the fifth child unless there are at least five
children, and you aren't likely to be from a family that big until vou've lived in
Strling. Raymond. or Magrath for ar least five vears. Distance from school was
negatively correlated with family size (r=-.32, p<.01), and birth order (r=-.26,
p<.05). The big farnilies live in town so it is more likely 10 be the fifth child if
vou live in town. Girls used the computer more than boys (r=.27. p<.03) and boys
were more commonly in the top half of the class (r=.29, p<.05) so *he more vou
used a compuier the more likely vou would be in the bottom of the class.
Stmudents from large families were more likely 1o be in the top of the class (r=.24,
p<.05). Finally. the Jower your rank in class the more likely you were 10 have a
higher Gumpgookies pre-test score (r=-.49, p<.01). These statistics were included
just for fun. They remind one of the balloonist who flew over some lost hikers.
When they called up. “Where are we?”, he answered. **“Down there.” And when
they called, exasperated. “Where are vou?™, he answered. “Up here.”™ The
answers were perfectly uue and perfectly useless.

Summary

Grade four srudents in rural Southern Alberta did not obrain significantly
higher Gumpgookies (achievement motivation) scores following four weeks of
achievement motivation taining modelled after Alschuler and deCharms,
However, staristical analyses indicated significamt interactions of Gumpgookies
scores with birth order, and rank in ¢lass.
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McClelland demonstrated repeatedly that adult business people could
develop achievement motivation. Alschuler and deCharms found that classroom
treatment procedures could yield increased student achievement motivation. The
purpose of this study was to investigate the extent to which weament activities
could foster achievement motivation in a sample of rural Southem Albena grade
four students. To accomplish this, the investigator emploved a combinadon of the
methods used by Alschuler with adolescents, and deChamms with younger
students. The treamment group expenenced achievement motivation action
strategies, conceptualized achievement motivation thoughts. related the
achievement motivation syndrome to three areas of personal life. and practised
what they leamed. Two control groups were grade four classes in rural Alberta:
one received pre- and post-tests, the other the post-test only. The investigator

used the Gumpgookies to quantify achievement motvaton.

Research studies from the literarure on achievement motivaton. indicated
that teachers can teach. increase. train. and foster achievernent motivation.
Business people had the most effective results. Effects of achievement motivation
raining become Iess effective as the age. experience and developmental level of
the subjects decreases. However, researchers have shown that achievemem
motivation training has been effective with pre-school youngsters, and no writer
suggested that achievement motivation training would be either harmful or
completely unjustified by the law of diminishing returns. The literarure on
fostering achievement motvation indicated that researchers have fostered
achievement motivation in adults, high school students, St. Louis fifth grade to
high school inner-city students, and pre-school students. Further, effectiveness of
achievement motivation training seems to be related 10 developmental level of
subjects. In fact, McClelland predicted that it might be ineffectual with subjects

vounger than high-school age. However, later successful treatment results were
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found in pre- school. and upper elementary smdents, which contradicted
McClelland’s earlier hypothesis. Resulis of the present study concur with
McClelland.

In the Purpose section (in Chapter 1) of this thests, the investigator posed
three main research questons. This study has provided answers (albent rentative)
to these questions. First. can a teacher significantly increase nAch in rural
Southem Alberta grade four students? Using the Alschuler’s and deCharms’
methods. and measuring achievement motivation with Gumpgookies. it appears
that the answer is *'no”". Second. what method(s) isfare most effective in
fostering achievement motivation?  Although the literawre indicated that
Alschuler’s and deCharms”™ methods would be most effective. the measurement
instrument was unable to detect significant change in Gumpgookies scores after
meatment. We did not answer the question directly. We only found out thar
Alschuler’s and deCharms” methods may nor be the best. or that the measurement
instrument was not sufficiently sensitive for our sample. Third. what correlations
might exist berween achievemem motivaton scores and other standard cross
variables such as age. gender, family size. and birth order? In the treatment group.
Pearson Correladons showed that Gumpgookies scores were related 1o age. family
size, birth order, and rank in class. Younger students had higher scores. Students
from families with fewer than five children had higher scores than children from
families with five or more children. Early born children had higher scores than
later bom children, especially when split by first born and later born. Children in
the top half of the class had lower Gumpsookies scores than children in the
bortom' half of the class. The two control groups showed no significant
correlations between Gumpgookies scores and any demographic variables. Town
students had no advantage over bus students. Smdents who were not “'rumed

off’ to educadon did not significantly change Gumpgookies scores after
reatment.
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On the basis of the results of this study. the investigator failed to reject null-
hypotheses 1, 2, 3, 4, 5, 7. 8. 9 and 11 (treatmemt effect. practice effect, age.
gender. family size. length of residence, distance from school, access 10 a
computer, and group preference), but was justified in rejecting null-hvpotheses 6,

and 10 (birth order. and rank in class).
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Recommendations for Further Research

. White and Mouw (1976) found nAch to be an equal or better
predictor of reading achievement than IQ. The present investigator
feels that White and Mouw (1976) uncovered an important

observation which should be replicated in future research.

.Carr ana Mednick (1983) suggested that, since their data wers
verified by three separate measures. fumre researchers in
achijevement motivation studies should also use several measures of
nAch. An obvious future study would be to replicate the present

study with a bartery of more sensitive measures of nAch.

. According to Parker and Johnson (1981} we should be concentrating
our research efforts on some age of pre-schooier. White's twenty-
eight years of research or child development (1979, 1988) led him
to believe that children establish their intellectual and emotional
proclivities by three vears old. This poims to possible furure
research 10 see at what age achievement motvaton becomes

established.

.Regarding family context variables of birth order, family size,
gender, first-bom children in the present study, and in the literature,
generally had higher Gumpgookies scores than later-bomn children.
It would appear that research is required 10 see what conditions can

increase achievement motivation in later- bom children, and

70
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children from large families. Also, whart factors account for gender
differences in achievement motivation, and what can be done for
children who are not the favoured gender. Certainly Piedmont’s
study investigating gender and fear of success will need to be
replicated as societal values change. Research could possibly show
whether Piedmont’s nAch-FOS relationship and Lindgren’s
nAch-nAff relationship are different facets of the same

phenomenon.

.As we study why achievement motivation and cormrelative
achievement are not more consistently relaied to academic
performance—to grades in school. or to scores on tests of academic
talent, (McClelland, 1972) we may find it valuable to test
hypotheses relating to interaction between achievement motivation

and self-efficacy.

. Since, in terms of rank in class, the bottom half of the treatment
class had sigmificant increases in nAch scores, future studies may
indicate whether achievement motvation training would be useful

in special education or resource room seutings.



Fostering Achievement Motivanon
-

‘-

References

Adkins, D. C., & Ballif, B. L. (1970a). Factors of motivation in voung children:
theoretical and empirical. (ERIC Dacument Reproduction Service No. ED
043 900).

Adkins, D, C., & Ballif. B. L. (1970b). A new approach to response sets in
analysis of a test of motivarion to achieve. A section of the final report for

1969-70. (ERIC Document Reproduction Service No. ED 060 060).

Alschuler, A. S. (1970). Teaching Achievement Motivation: Theorv and Practice

in Psvchological Educarion. Middletown, CT. Education Ventures.

Alschuler, A, S. (1971). Four experiments in maximizing the vields of
achievement motivation training for adolescents. In D. C. McClelland, &

A. S. Alschuler, Achievement motivation development project. final repont.

Office of Education, Bureau of Research. (ERIC Document Reproduction

Service No. 062 585).

Alschuler, A, S. (1973). Developing achievement motivation in adolescents.

Englewood Cliffs, NJ. Educarional Technology Publications.

Atkinson, J. W. (1957). Motivational determinants of risk-taking behaviour.
Psvchological Review, 64, 359-72.

Atkinson, J. W. (1964). An introduction t¢ motivation. Princeten, N. J. Van

Nostrand.

Ballif, B. L., & Adkins, D. C. (1968). Measurement of motivarion to achieve in

preschool children. Final Repont on Contract No. OEO 4218. Office of

Economic Opporunity. Gumpgookies. Experimental Edition, Form III.



Fostening Achuevement Motivation

Baitif, B. L.. & Adkins. D. C. (1968). Gumpeookies. In Reference 1ests and

measurements in child development: Handbook IT Volume 1. 1976, p423.

Ballif, B. L.. & Adkins. D. C. (1973). Animal crackers: a test of motivation to

achieve. Research Edition. In Tests in Print II, p303. item 1099. Del

Monte Research Park, Monterey. CA. CTB/McGraw-Hill.

Bandura, A. (1977). Self-efficacy: toward a unifving theory of behavioral

change. (Psvchological Review, 84, 191.215.

Bender, T. A.. & Hom, H. L.. Jr. (1988). Individual differences in achievement
orientation and use of classroom feedback. Paper presented at the Annual
Meeting of the American Educarional Research Association (New Orleans,
LA. April 5-9, 1988). (ERIC Document Reproduction Service No. ED 298
156).

Berens. A. E. (1977). Socialization of nead for achievement in bovs and girls.

(ERIC Document Reproduction Service No. ED 071 734).

Brophy, J.. & Merrick. M. (1987). Morivaring students to ieam: an experiment in
junior high social studies classes. Research Series No 183. (ERIC
Document Reproduction Service No. ED 286 882).

Car, P. G, & Mednick, M. T. (1988). Sex role socialization and the
development of achievement motivation in black preschool children. Sex

Roles. 18. 169-80.

Connolly. D. (1991). Conversation between the investigator and the chairman of

the Mathematics Department, University of Lethbridge.



Fosterning Achievenient Motvation

.
-

deChams. R. (1969). A motivatdonal change project with elementan school
¢hildren. In McClelland. D.C. (1969, The role of educational technology

in developing achievement motivation. Educational technology, 9, 7-10.

deCharms. R. (1976). Enhancine motivation: change in the classroom. New

York. irvingion Publishers, Inc.

deCharms, R. (1989). Telephone conversation with the author of the present

study.

Dewey, J. (1913/1975). Interest and effort in education. Carbondale, IL.

Reprinted by Southern Hiinois University Press.

Emst. C., & Angst. J. (1983). Birth order: its influence on personalitv. Berlin:

New York. Springer-Verlag.

Falbo. T.. & Richman, C. R. (1977). Relationships between father’s age. birth
order, family size. and need achievement. (ERIC Document Reproduction

Service No. ED 166 580).

Fineman, S. (1977). The achisvement motivation consouct and its measurement:

where are we now? British Journal of Psvchologv, 68, 1-22,

Fyans, L. J. Jr., & Maehr, M. L. (1987). Sources of student achievement: student
motivation, school context 'and family background. Paper presented at the
Annual Convention of the American Psychoiogical Association (95th, New
York, NY, August 28- September 1, 1987). (ERIC Document
Reproduction Service No. ED 260 997).

Gower, L. A, Cole, S. G, & Phillips, J. L. (1987). Games strategies: gender
. differences vs. motivarional differences. (ERIC Document Reproduction

Service No. ED 279 951).



Fosterning Achievement Mouvauon
73

i

Grabinger, R. S.. & Jonassen. D. H. (1988). Independent study: personaliny.

cognitive. and descriptive predictors. In Proceedings of Selected Research

Pupers presented at the Annual Meenng of the Association for Educational

Communications _and Technology. (New Orleans. LA. January 14-19,

1988). (ERIC Document Reproduction Service No. ED 295 641).

Gross. M. U, M. (1989). The pursuit of excellence or the search for intimacy? The

forced-choice dilemma of gifted vouth. Roeper Review. 11, 189-94.

Hall, E. G., & Lee. A. M. (1981]). Sex and birth order in children's goal setting

and actual performance of a gross motor task. Perceprual and Motor Skills,

53, 663-66.

Havnes, N. M., Comer. J. P.. & Hamilton-Lee, M. (1988). Gender and
achievement status differences on learning factors among black high school

students. Journal of Educatior- ' Research, §1. 233-37.

Healy, J. F. (1984). Stadstics a tool for social research. Belmont, CA. Wadsworth

Publishing Company.

Heckhzusen, H. (1967). The anatomv of achievement motivation (K. F. Butler,

R. C. Bimey. & D. C. MicClelland, Trans.). New York. Academic Press.

Holienbeck, J. R., & Brief, A. P. (1987). The effects of individual differences and

goal origin on goal setting and performance. Organizational Behaviour and

Human Decision Processes, 40, 392-414.

Hom. H. L., & Murphy, M. D. (1985). Low need achievers’ performance: The

positive impact of a self-determined goal. Personality and Social

Psvchology Bulletin, 11, 275-285.




Fostenng Achievement Motivanoen

o

Hyland. M. E. (1988). Motivational conmol theory: an integrative tramework.

Joumal of Personalinv and Sacial Psvcholoov, 35, e32-051.

Inglehart. M. R.. Nyquist. L.. Brown. D. R.. and Moore, W. (1987). Gender
differences in academic achievementi—the result of cognitive and affective
factors. Paper presented at the Annual Meeting of the Midwestem
Psvchological Association (59th. Chicago IL. May 7-9. 1087). (ERIC

Document Reproduction Service No. ED 285 064).

Inglehart. M. R.. & Brown, D. R. (1987). Gender differences in values and thetr
impact on academic achievement. Paper presenied at the !10th Annual
Meetng of the inemnational sociery of political psvchology. (ERIC

Document Reproduction Service No. ED 287 134).

Ismail, M., Tiwari, A. N.. & Rahman, W. R. A. (1984). Achievement and its

Comrelates. Report of Symposium IHA, (ERIC Document Reproduction
Service No. ED 273 366).

Kammeyer, K. C. W, Miller, S. J, & Mirchell, D. F. (1972). The
“Younger-Minority Boy™ as a clue to the source of achievemem
orientation. (ERIC Document Reproduction Service No. ED 074 433).

Kliewer, W., & Weidner, G. (1987). Type A behaviour and aspirations: a study

of parents’ and children’s goal setting. Developmental Psvchology. 23,

204-09.

Koep, R. G. (1972). The effect of social and cognitive interaction strategies on

children’s motivation to achieve in school, Dissertation presented to the
Department of Curriculum and Instruction and the Graduate School of the

University of Oregon.



Fostening Achievement Monvation

——
it

Kowatrakul S.. & Stvers E. H. (1969). Increasine children’s achievement

behaviour and measured inteiligence throush ““need achievement™ trainine.

Philadelphia, PA. Temple University. Department of Educarional

Psychology.

Lindgren, H. C. (1976) Measuring need to achieve by nAch-nAff scale--a forced-

choice questionnaire. Psvchological Reports, 39, 907-910.

Maehr, M. L., & Kleiber, D. A. (1987). Changes in personal investment in
adulthood. Paper presented at the Annual Meeting of the Gerontological
Society (40th, Washington. DC. November 18-22, 1987). (ERIC
Document Reproduction Service No. ED 294 106).

Man F.. & Hondlik, J. (1984). Use of compulsory lessons of physical mraining for
the stimulation of achievement motivation of pupils at an elememtary

school. Intemational Journal of Spont Psvehology, 15, 259-270.

Matsui, T., Okada, A.. & Kakuyama, T. (1982). Influence of achievement need
on goal seuing, performance, and feedback effectiveness. Journal of

Applied Psvchologv, 67, 645-48.

McClelland, D. C.. Atkinson, J. W., Clark, R. A., & Lowell, E. L. (1953). The
achiecvement motive. New York. Appleton-Century-Crofts.

McClelland, D. C. (1965). Achievement mortivation can be developed. Harvard
Business Review. 43, 6-24.

McClelland. D. C. (1969). The role of educational technology in developing

achievement motivation. Educational Technology, 9, 7-16.




Fostenne Actuevement Motvauon
s

McClelland. D. C.. & Wimer, D. G. (1969, Mouvatine econontte achievement,

New York., The Free Press,

McClelland, D. C.. & Alschuler. A. S, (1971). Achipvement motivanon

development project: final report. (ERIC Document Reproduction Service

No. 062 585).

McClelland. D. C. (1972). What is the effect of achieverment motivation tramning

in the schools? Teachers College Record. 74. 129-145.

Michener, B. P. (1969). Validadon of a test to measure need-achievement
motivation among american indian high school students. Final Repon.

(ERIC Document Reproduction Service No. ED 034 623).

Murray, H. A. (1938). Explorations in personalitv. New York. Oxford

University Press.
Nash., H. L. (1987). Elite child-athletes: how much does victory cost? Phvsician

and Spontsmedicine. 15, 128-33.

Nishida, T.. & Inomara, K. (1985). Function of achievement motivation in

leaming rotary pursuit tracking. Percepmual and Motor Skills. 60. 851-857.

Pagano, R. R. (1981). Understanding statistics in the behavioral sciences. Los

Angeles. West Publishing Company.

Parker, J. E. , & Johnson, C. E. (1981 Jun). Affecting achievement motivation.

(ERIC Document Reproduction Service No. ED 226 833).

Pemberton, C. L., Pedichkoff, L. M., & Ewing, M. E. (1987). Sport Participants’
achievement goal orientations and proievted reasons for discontinuing sport

participation. (ERIC Document Reproduction Service No. 286 846).



Fostering Achievemem Motivztion
79

Peterson, K. L., & Roscoe. B. (1986). Need for Achievement vs Need for
affiliation: An Investigation of Home economics undergraduate students.

{ERIC Document Reproduction Service No. 272 730).

Piedmont. R. L. (1988). An interactional model of achievement mouvation and

fear of success. Sex Roles: A Journal of Research, 19, 467-90.

Polit. D. F., & Falbo, T. (1987). Only children and personality development: a

quantitative review. Joumnal of Marriage and the Familv, 49, 309-25.

Rahman, W. R, A. (1984). Achievement motvanon and atribution of success in

rural and urban Malavsian ethnic groups. In Ismail, et al. (1984).

Achievement and its cormrelates. Repom of symposium II A. (ERIC

Document Reproduction Service No. ED 273 366).

Ray. 1. I. (1982). Seclf-report measures of achievement motivation: a catalog.

(ERIC Document Reproduction Service No. ED 237 523).

Russell, I. L. (1971). Motvation. Dubugue, 1a. Wm. C. Brown Company
Publishers.

Sampson, E. E. (1962). Birth order, need achievement, and conformity. Journal
of Abnormal and Social Psvchologv, 64, 155-9.

Schunk, D. H. (1982). Effects of effort amributional feedback on children’s

perceived self-efficacy and achievement.  Joumal of Educational
Psvchologv, 74, 548-56.

Schunk, D. H. (1983a). Ability versus effort arribution feedback: differential
effects on self-efficacy and achievement. Joumal of Educarional

Psvchology, 75, 848-56.




Foswening Achwvement Monvaton
hill

Schunk, D. H. (1983b). Reward contingencies and the development of children’s

skills and self-efficacy. Joumal of Educational Psvchology. 7

h

SHI-18.

Schunk, D. H. (1984). Sequential amributional feedback and children’s

achievement behaviors. Journal of Educational Psvchology. 76. 1150-04,

Schunk. D. H.. & Hanson. A. R. (1985). Peer medels: infiuence on children’s

self-efficacy and achievement. Joumal of Educational Psvchologv, 77,

Schunk, D. H.. & Gunn. T. P. (1985). Modeled importance of task strategics and
achievement beliefs: effect on self- efficacy and skill development.

Journal of Earlv Adolescence. 5. 2, 247-258.

Schunk, D. H.. & Cox, P. D. (1986). Strategy training and attributional feedback
with leaming disabled students. Joumal of Educational Psvchologyv. 78.

201-09.

Schunk, D. H., Hanson, A. R., & Cox, P. D. (1987). Peer-model auributes and
children’s achievement behaviors. Joumal of Educational Psvchologv. 79,

54-61.

Schunk, D. H., & Hanson, A. R. (1989). Self-modeiling and children’s cognitive
skill learning. Journal of Educational Psvchology, 81, 155-63.

Sid, A. K. W., & Lindgren, H. C. (1982). Achievement and affiliation motivation

and their correlates. Educational and Psychological Measurement, 42,

1213-1218.

Skinner, B. F. (1971). Bevond freedom and digmnity. New York, Bantam.




Fostering Achievement Motivation
&l

Tiwari, A. N. (1984}, The development of achieverment motivation in relation 10

prolonced depnvation. In Ismail, M., et al. (1984). Achievement and its

correlates. Repont of symposium III A. (ERIC Document Reproduction

Service No. ED 273 366).

Vroom. V. H., & Deci, E. L. (Eds.). (1970). Manacement and rnotivation:

selected readings. Harmondsworth. Penguin.

White, B. L. (1979). The origins of human competence: the final repont of the

Harvard preschool project. Lexington, Mass. Lexington Books.

White, B. L. (1988). Educating the infant and toddier. Lexington. Mass.

Lexington Books.

White, H. L., & Mouw, J. T. (1976). Measuring need achievement in the
elementary classroom. (ERIC Document Reproduction Service No. ED

145 381).

Woolfolk, A. E.. & Hoy, W. K. (1990). Prospective teachers’ scnse of efficacy
and beliefs about control. Joumal of Educational Psvchologv, 82, 81-91.




Fustering Achievement Moovanon

-
N

Bibliography

Adderholt. E. (1989). Perfectionism and underachievement. Gitted Child Todav,

1219.21,

Akhtar, 8. S., & Ansan. S. A. (1985). Need-achievement and job tenure as

moderarors of supervisory styles. Journal of the Indian Academy of Applied

Psvchologv, 11, 25-30.

Alexander, C. J.. & Schuldt. W. (1984). Effects of choice. goal difficulry, and
need achievement on performance. Joumnal of Clinical Psvchology. 40.

1354-1361.

Ames, R. E., & Ames, C. (Eds.). (1984). Research on motivation in education.

Qrlando. FL. Academic Press. Harcourn Brace Jovanovich. Publishers.

Bardwell, R., & Braaksma, E. F. (1985). Motivation as a multifactor trait. Journal
of Psvchologv. 119, 5-14.

Basow, S. (1986). Comelates of sex-typing in Fiji. Psvchology of women

quarierlv, 10, 42942,

Bennen, S. K., & Kimmel, E. Exploring the ongins ef women’s conflicts n
achievememnt striving: a comparative look to the east. Paper presented at the
International Congress of Cross- Cultural Psychology (8th, Istanbul.
Turkey, July 6-10, 1986). (ERIC Document Reproduction Service No. ED
283 104).

Bennew, W. J. (1988). American educarion: making it work. A report to the

president and the American people. Chronicle of Higher Education, 34,

29.41. (ERIC Document Reproduction Service No. ED 289 959).



Fostening Achievement Motvation
83

Bhargava, V. P. (1984). Measurement of motivation (problem of faking). National

Seminar (1984, New Delht, India). Davalbagh Educational Instirute

Research Journal of Education. 2, 14-18.

Brewz, R. D.. Ash, R. A, & Dreher, G. F. (1989). Do people make the place? An
examination of the attraction-selection-amrition hypothesis.  Personnel

Psvchologv, 42, 561-581.

Brophy. J. (1985). Teacher socialization as a mechanism for developing studemt
motivation to leam. Research Series No. 157. (ERIC Document

Reproduction Service No. ED 257 825).

Brophy. J. (1986a). On motivaring students. Occasional Paper No. 101. (ERIC
Document Reproduction Service No. ED 276 724).

Brophy. J. (1986b). Socializing student motivation to learn. Research Series No.
169. (ERIC Document Reproduction Service No. ED 269 384).

Brophy. J. (1986¢). Research linking 1cacher behaviour to student achievemen::
Potential implicatons for instruction of Chapier 1 Swdents. (ERIC

Document Reproduction Service No. ED 293 914).

Brophy. J. (1986d). Teacher influence on student achievement. American

Psvchologist, 41, 1069-77.

Burns, B.. & Hagerman, A. (1989). Compurer experience, self-concept and
problem-solving: the effects of LOGO on children’s ideas of themselves as
leamers. Journal of Educarional Computing Research, 5, 199-212.

Christian, J. (1983). Study habits as a function of need for achievement. Asian

Journal of Psvchologv and Education, 11, 6-12.




Fostenny Achwevement Mouvation

Christmon. M. (1989). Black smudents: self esteem and achievement. (ERIC

Document Reproduction Service No. ED 314 511),

Chusmir, L. H. (1683). Male oriented vs balanced as 1o sex thematic

apperception tests. Journal of Personality Assessment, 47, 29-33

Chusmir, L. H. (1985). Shon-form scoring for McClelland's version of the TAT.

Perceptual and Motor Skills, 61, (3. P12).

Chusmir, L. H.. & Koberg, Christine S. (1986). Creartiviry differences among

managers. Joumnal of Vocational Behaviour, 29, 240-253.

Cole. S. H., & Edelmann, R. J. (1987). Restraint. eating disorders and need to

achieve in state and public school subjects. Personalitv and Individual

Differences, 8. 475-482.
deCharms. R. (1969). Personal causation. New York. Academic Press.

Devi, R. (1985). Vocational rehabilitation: Purpose in life, need achievement and

security. Indian Journal of Applied Psvchologv. 22, 53-56.

Dickinson., D. J., & Bum. J. A. (1989). The effects of success and failure on the

on-task behaviour of high achieving students. Educarion and Treaiment of

Children, 12, 243-52.

Eden, D. (1988). Pygmalion, goal sening, and expectancy: Compatible ways 10
boost productivity. Academy of Manacement Review, 13, 639-652.

Ericksen, S. C. (1974). Motivation for Jeaming. A guide for the teacher and the

voung adult. Ann Arbor, MI. The Universiry of Michigan Press.



Fostering Achievement Motvaton
85

Erickson, F. (1987). Transformation and school success: the politics and culture

of educational achievement. Anthropolosv and Education Quarnerlv, 18.

335-56.

Feshbach, S., & Weiner, B. (1982). Personalitv. Lexington, Massachusetts:
D. C. Heath and Company.

Feshbach, S.. & Price, J. (1984). Cognitive competencies and aggressive

behaviour: A developmental study. Aggressive Behaviour, 10. 185-200.

Foreyt, J. P., & Rathjen, D. P. (1978). Cognitive behaviour therapv. New York.

Plenum Press.

Freeman, A. (Ed.). (1983). Cognitive therapv with couples and groups. New

York. Plenum Press.

Garfield, S. L., & Bergin. A. E. (1986). Handbook of psvchotherapv and

behaviour change, 3rd ed.). New York. John Wiley & Sons.

Gillead. C. J. (1989). The achieving society revisited: A further analysis of the
relation between national economic growth and need achievement. Journal

of Economic Psvchology, 10, 21-34.

Gitau, B. K. (1987). Achievement motivation in distance education: an
experimental study to measure students’ achievement motive as elicited by

achievement arousal conditions. International Council for Distance

Education Bulletin, 14, 37-47.

Good, T. L., & Weinstein, R. S. (1986). Schools make 2 difference: evidence,
criticism, and new directions. American Psvchologist, 41, 1090-97.




Fostering Achiecvement Motivation
o

Gordon. C. (1968). Looking ahead: self-conceptions. race and familv as

determinants of adolescent orientation to achievement. Published for the

A. M. Rose, & C. Rose Monograph Series, American Sociclogicat

Association.

Grossnickle, D. R., & Thiel. W. B. (1988). Promotine effective student

motivation in school and classroom: a practitioner’s perspective.  Reston,

VA. Natonal Association of Secondary School Principals.

Heckhausen, H., Schmalt. H. D., & Schneider, K. (:985). Achievement

mouvaron in perspective. (M. S. Woodrnuff, & R. Wicklund. Trans.).

Toronto. Academic Press.

Hirose, Y., Ishii, T., Kimura, M., & Kitada, T. (1982). The effects of the causal
arTiburion and of achievement needs on task performance: An examination

of Weiner’s model. Japanese Joumal of Experimental Social Psvchologv,

22, 27-36.

Hollenbeck, J. R., Williams, C. R., & Klein, H. J. (1989). An empirical
examinarion of the antecedents of commitment o difficult goals. Journal of

Applied Psvchologv, 74, 18-23.

Horino, M. (1987). Analysis and reconsideration of the concept of achievement

motive. Japanese Journal of Educational Psvchology, 35. 148-154.

Hunter, M. (1967). Motvaton-theorv for teachers: 2 programmed book. El

Segundo, CA. TIP Publications.

Irvine, J., Lyle, R. C.,, & Allon, R. (1982). Type A personality as
psychopathology: Personality correlates and an abbreviated scoring system.

Journal of Psychosomatic Research, 26, 183-189.




Fostering Achtevement Motivation
Ly

Janman, K. (1989). One step behind: current stereotypes of women. achievement,

and work. Sex Roles: A Joumnal of Research. 21, 209-30.

Kendall, P. C.. & Hollon, S. D. (1979). Cogmitive-behavioral interventions. New

York. Academic Press.

Keman, M. C., & Lord, R. G. (1988). Effects of participative vs assigned goals

and feedback in a2 multitrial task. Motivation and Emotion, 12. 75-86.

Lazarus, A. (1977). In the mind's eve: the power of imacerv for personal

enrichment. New York. The Guilford Press.

Liovd, J., & Barenblart, L. (1984). Inminsic intellecruality: its relations to social
class, intelligence, and achievement. Joumal of Personalitv and Social

Psvchologv, 46, 646-654.

Mathur, S. (1986). Relationship between need-achievement and self-disclosure
among adolescents. Indian Journal of Clinical Psvchologv, 13, 149-153.

Meichenbaum, D. H., & Goodman, I. (1971}. Training impulsive children to talk

to themselves: a2 means of developing self-control. Joumnal of abnormal

psvchologv, 77, 115-126.

Misra, P., & Jain, N. (1986). Self-esteem, need-achievement and need-autonomy
as moderators of the job performance-job satsfaction relationship.

Perspectives in Psvchological Researches, 9, 42-46.

Mirzel, H. E. (Ed.). (1982). Encyclopedia of educational research (5th ed.). New
York. The Free Press.




Fostering Achievernent Motvation
88

Neel, R. G., Tzeng, O. C., & Baysal. C. (1986). Need achievement in a cross-

culture contact study. Intemational Review of Applied Psvchologv, 35,

225-229,

O’Brien. S. J. (1988). For parents particularly. Childhood stress: a creeping
phenomenon. Childhood-Education. 65. 105-06.

Orpen, C. (1983). The development and validation of an adjective check-list

measurz of managerial need for achievement. Psvchologv A Quarterlv

Journal of Human Behaviour, 20, 38-42.

Perry, R. P., & Magnusson, J. L. (1987). Effectve instruction and students’
perceptions of control in the college classroom: multiple-lectures effects.

Joumal of Educational Psvchology, 79, 453-460.

Peters. R. D., & Bemfeld, G. A. (1983). Reflecton inpulsivity and social
reasoning. Developmental Psvchology, 19, 78-81.

Reddy. M. S. (1983). Smdy of self-confidence anc achievement morivation in

relation 1o academic achievement. Journal of Psvchological Researches,

27,87-91.

Rhine, W. R. (1974). The reladon of birth order, social class, and nesd
achievement to independent judgment. Joumal of Social Psychology, 92,
201-8.

Saxena, S. (1984). Predicion of need achievement. Indian Joumal of

Psvchometrv and Educarion, 15, 55-63.

Schroth, M. L., & Andrew, D. F. (1987). Study of need-achievement motivation
among Hawaiian college smdents. Percepmal and Motor Skills, 3,

1261-1262.




Fostening Achievement Motivation
heY

Schuster, B. (1989). Perceiving the causes of success and failure: a cross-cultural

examination of anributional concepts. Joumal of Cross-Culural

Psvchology. 20, 191-213.

Sedge, S. K. (1985). A comparison of engineers pursuing alternaie career paths.

Joumnal of Vocational Behaviour. 27, 56-70.

Sen. A. K., & Aghi. A. (1982). A factor analviic study of creativity. intellectual

capacity, and achievement among Grade XI students. Indian Psvchologist,

1.19-23.

Sloane, H. N. Jr., & Jackson, D. A. (1974). A guide to motivating leamers.

Englewood Cliffs. NI. Educational Technology Publications.

Stanford, G. (1978). Actvating the passive smdent. Urbana, IL. National

Council of Teachers of English.

Steinberg, L. (1987). Impact of puberty on family relaticns: effects of pubenal

stars and pubertal timing. Developmental Psvcholoay. 23. 451-60.

Suarez-Orozeo, M. M. (1987). "Becoming Somebody™ Central American
immigrants in U.S. inner-cicy schools. Special issue on explaining the
school performance of minority students. Anthropology and Education
Quarterly, 18, 287-99.

Waas, G. A. (1987). Aggressive rejected children: Implications for school
psychologists. Joumal of School Psvchologv, 25, 383-388.

Webster, P. R. (1988). New perspectives on music aptitude and achievement.
Symposium on Musical Development and Cognition (1988, Rochester,
New York). Psvchomusicology, 7, 177-194.




Fostering Achievement Motivation
50

Wolf, J. S. (1989). Consuliation for parents of voung gifted children. Roeper

Review, 11, 219-21.

Zinkhan, G. M., Hong. J. W., & Lawson, R. (1990). Achievement and affiliation
motivation: changing pattemns in social values as represented in American

adventsing. Joumnal of Business Research, 20, 135-143.




Fostenng Achievement Motivation
|

Appendices



Fostering Achievement Motivation
92

Appendix A: Course OQutiines-~-deCharms & Alschuler

The investigator in the present study included deCharms” course outline so
that the reader can ascertain the congruiry between it and the course outline of the
present sudy. The idea was to replicate the spirit and concepts of the deCharms
course since the deCharms course vielded significant changes in achievement

motivation scores.

Day 1. My goals in life.

Day 2. We must be aware of ourselves.
Day 3. My goals for today.

Day 4. Check on progress.

Day 5. My goals for the weekend.

Day 6. Check on progress over the weekend.
Day 7. Training to be an Origin.
a. Personal responsibility
b. Prepares
c. Plans
d. Pracuses
¢. Persists
f. Patience
g. Performs
h. Progress
i. Perfecting
Day 8. Is it good to be an Origin?
Day 9. Looking ar an Origin.
Day 10. Being an Origin over the weekend

Day 11. Checking our progress.

Day 12. Treating others as pawns.

Day 13. The experience of being a pawn.

Day 14. Treating others as Origins.

Day 15. The experience of being treated as an Origin.

Day 16. Whart I can’t do.

Day 17. What I can be and do.

Day 18. Goal Sheet.

Day 19a. Examination of the importance of my goals to me.
Day 19b. Examination of my present ability to reach each goal.
Day 20. My goals for the vacarion.
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Day 21. Checking my progress over the vacation.
Day 22a. Acknowledging the source of blocks.
Day 22b. Reducing personal and other blocks.

Day 23. To get a goal—review and preparation.

Day 24, To get a goal—-achievement plan.

Day 25. Checking our progress. Folding up.

The investigator in the present stmudy included the following Mastery
Oriented nAch Course Contract Scheme which was Alschuler’s course outline.
Each unit represents one week of the course. The reader may note thar the course
outline for the treaunent group in the present study is a combinarion of deCharms®
and Alschuler’s outlines. but mostly like the Alschuler outline.

Mastery Oriented nAch Course Contract Scheme (Alschuler, 1971, p. 197)
1. nAch Actdon Strategies (experience)
To learn to recognize and use four nAch
action strategies:
. tealistic goal setting
. proper use of feedback
3. taking personal responsibility
4. researching the environment

11D —

II. nAch Thoughrts (conceptualize)
To learn the ten nAch thoughts and the
goal-setting panterns they form

To relate these to the acton strategies

II. Self Study (relate)
To have the student relate nAch syndrome
to three areas of the student’s own life
1. reality demands
2. self-image and personal goals
3. values of groups and culture to
which he belongs.
IV. Goal Setung (practice)
To have the student actually apply what
the student has leamed to a personal
achievement goal.
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Appendix B: Course Outline--Present Studv

Following is the course outlins from the Present Srudy
Monday, May 7 - Thursday. June 7. 1990

Day 1 Gumpgookies pre-test

Day 2 Serting Reasonable Goals (Onigami Game)
Day 3 Origami Game

Day 4 Chicken and Dare Errors

Day S We can set meaningful goals in our own lives.

Day 6 Proper Use of Feedback (Pebble Toss Game)
Day 7 Group Pebble Toss

Day 8 Group Pebble Toss

Day 9 Setting Reasonable Goals (Theory)

Day 10 Group Pebble Toss

Day 11 Victoria Day

Day 12 Taking Personal Responsibility (Darts Dice Game)
Day 13 Dars Dice Game

Day 14 Darts Dice Game

Day 15 Friday May 25, 1990

Day 16 The Ten Ideas

Day 17 Whar 1s and is not Achievemnent Imagery
Day 18 Writing real AIMs

Day 19 The nAch March Game

Day 20 The Goal Setting Pattern

Day 21 The Goal Setting Pattern

Day 22 The Ornigin- Pawn Concept

Day 23 Achievement Motivarion Summary
Day 24 Gumpgookies post-test

Following is a wanscript of the notes from a treamment group student log book

which shows details of daily treatment activities.
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Week One
Day 1 Monday May 7 1990
Gumpgookies

Day 2 Tuesday May § 1990
Semine Reasonable Goals

I leamed how to do onigami.
Geal Did

Day 3 Wednesday May 9 1990
I learned how to fold paper mushrooms.
Goal Did

Day 4 Thursday May 10 1990

| CEXCRES IREASOMABLE | DARE |
I : +
IERRGR |  GOAL 1 ERRGR |

As I madc mushrooms. I found out how many I could make in six
minutes. Now I can set a high but not unreasonable goal.
Goal Did

Day 5 Friday May 11 1990
We can ser meaningful goals in our own lives.

[

. Set

. Write
. Say

. Picrure
. Do

th I L2

My goal for the weekend is to (action) (number) times.
Goal Did
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Week Two

Proper Use of Feedback

Day 6 Monday May 14 1990

I am going to throw pebbles from the nine point line into a bucket.
line
line
line

1 learned not 1o make a chicken error or a dare error. If I stand

too close, I make more pebbles but fewer points. If I stand 100

far back. I don't make as many pebbles but more points per pebble.

I should stand where it is reasonable for me.

Day 7 Tuesday May 15 1990

Group Pebble Toss

Goal point line points
Did points

Goal point line points
Did points

Day 8 Wednesday May 16 1990
Group Pebble Toss

Goal point line points
Did points
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Day 9 Thursday May 17 1990

The following diagram is a schematic representation of the method
to determine reasonable goals by means of a feedback loop.

Figure 2. Feedback Loop to Determine a Reasonable Goal

y
g i
!
1o}
t-—1

Ezzor

t——1
R
]
$ -+

—————3

a-g

Reasonable
Goal

t——1

4 - -t

* Feedback enables us to set reasonable goals. Goal reduction is
one answer to a dare error. Also consider:

1. Practice

2. Training
Doing things gives us feedback and helps us know whatisa
reasonable goal.
Goal point line points

Did points
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Day 10 Friday May 18, 1990

Feedback in pebble toss teaches that we can get rnore points as a
group if we individually set reasonable goals.

Week Three

Taking Personal Responsibility

Day 11 Monday May 21, 1990
Victoria Day

Day 12 Tuesday May 22, 1990
The Darts Dice Game

Leaving my life up to chance is like playing a game with dice.
Using a dant, my success depends more on my skill than chance.

Day 13 Wednesday May 23, 1990

You can get to 100 faster throwing darts than rolling dice if vou
are a skilful dart thrower.
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Day 14 Thursday May 24, 1990

WIR IQSE
|
TES |

4

-

DICE

$—_— g -—F

|
|
1
}

-+

Darts is usually benter than dice because you can aim in darts.
Day 15 Friday May 25, 1990
Nine games played: darts won 7 dice won 2.

In life, people who improve their skills can usually succeed more
often than people who leave their lives to chance. Get training.
Practise. You will improve your chances. Depending on skill is
better than depending on chance. Of the twenty-three games we
played, darts won rwenty-two tmes: dice won once. Skill is more
reliable than chance.

Week Four

Day 16 Monday May 28, 1990

The Ten Ideas
1. AIM (Acronym for Achievement IMagery)

2. Need NEED
3. Success Feelings SuoF
4. Failure Feelings FaF
5. Hope of Success HOS
6. Fear of Failure FOF
7. Personal Obstacles PO
8. World Obstacles WO
9. Actons ACT
10. Help HELP
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1. Unique accomplishment

2. Improvement

. Friends

)

£

. Being best at something

Lh

. Being in charge of something
6. Finishing some task

7. Sucking at a difficult task for a long time

The teacher underlined examples of Achievement imagery.
Day 17 Tuesday May 29, 1990

Achievement Aims
What is AIM? (Striving for Excellence)

1. Competing with self (CS)

[N

. Competing with others (CO)

)

. Trying 10 accomplish something unique (UA)
4. Developing skilis through some long-term involvement (L.TT)

What is not ATIM?

¢ Task Imagery
» Affiliation Imagery
+ Power Imagery

e Material Gain
Grade four wrote up any aim and detailed the nine other thoughs.
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Day 18 Wednesday May 30, 1990

We wrote up a real ATM following Achievement Imagery
criteria—CS, CO. DA, LTI

Day 19 Thursday May 31, 1990

The nAch March Game
We marched phrases with their ten associated ideas.
1. AIM 6. FOF
2. Need 7.PO
3. SuF 8. WO
4. FaF 9. ACT
5. HOS  10. HELP
Day 20 Friday June 1. 1990

We wrote ap a second AIM and passed it off with the teacher. We
diagrammed the goal setting partem.

Figure 3. Diagram of the Goal Setting Pattern

After Abschuler (23971}
— 7
e t
| Far I t /A
e -t et 1 { ame)
—_— | WO | LN/
——— ( i | ot /!
/N Rer ¥ / |FOF | _ 4=+ /
{ BEED )mmammmmmbe=d  fmm=ed /| PO | YR —
\ ! 1 / — /o |
v / I's ISuf |
N + > + +
FARAY
! \
S EELR \
"
Week Five

Day 21 Monday June 4, 1990

If your mind can conceive it,
And your heart can believe it,
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Then vour brain can achieve it.

Day 22 Tuesday June 5, 1950
Crigin Pawn Concept

An Origin:

1. Takes Personal Responsibility

2. Prepares Work Carefully

3. Plans life ro reach goals

4. Pracrses Skills

5. Persists in Work

6. has Patience

7. Performs actions to reach goals
8. checks Progress

9. moves towards Perfecting skills

Most people like to choose for themselves rather than have
others tell them everything. A pawn gets pushed around
and has ths least power.

An origin acts independently.

Day 23 Wednesday June 6, 1990

Achisevement Motivation Summary

Activity What Wa learned

Qrigami Game Sat Reaascnsble Goals
(Chicken/Dare Errors)

Pabble Towsa Pzxorexr Use of Fasiiback

Darts/Dice Gama Taking Ferscnal Responsibility

10 Thoughts What Achievers Think

akch Match Game Practise Learning Thoughts

AIN Game Idantify Achievement Inagery

Diagram &Goal Satting Pattern
Wa Must ACT on our ideas
Origin Pawn Origins choose and act indepandastly

Day 24 Thursday June 7, 1990
Gumpgookies post-test

102
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Appendix C: Copies of Permission Letters
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CONCERT LETTER
Hear Parent, or Guardian:

I am conducting a study of achievement motivation. The .
purpozse of this study is to investigate to what extent
achievement motivation can be increased in rural southern -Alberta
Grade four students. I anticipate that your child will benefit -
from participation in this study by becoming familiar-with -
concepts and procedures which, in similar studies, have been L
shown to increase achievement motivation., I would dlike your a .
permission for your child to participate in this study.

As part of this research your child will be asked to - <
experienca achievement motivation action strategies, . .
conceptualize achievement motivation thoughts, relate the . T

achievement motivation syndrome to three areas of personal -life, -
and practise what iz learned. Pleacse note that all information
will be handled in a confidential and professional manner. - When
recponzaes are released, they will be reported in summary form -
only. Further, all names, locations and any other identifying -
information will net be included in any discussion of the - - : .
results. You also have the right to withdraw your child -from the-
atudy without prejudice a2t any time.

1{ you chooce to do so, pleaze indicate your willingness to-
allow your child to participate by signing this letter in the- <
spiace provided below, and,return the letter to the school»w%th'&-
vour child. )

1 very much appreciate your assistance in this study. -If
vou have any quections please feel free to ¢all me a2t home or
nchool (llome 756-3458, School 756-33535). 2Also feel free -to
contach any member of the Faculty of Education Human Subjects
Research Committee if you wish additional information. The
Chailrperson of the Committee is Doctor N. C. Grigg.

Tourfz Lincerely,

2o L,

J{é}ﬂlllyer, Stlyélng School 756-3355

(Please detach and forward the signed portion)

FOSTERING. ACHIEVEMENT MOTIVATIOHN

I agree to allow my child, , to participate
in this study.

Name Signature

Data



ERL N
A
T

e

Fostenng Achicvemen Motivation
108

- e e s
T, . : ' v
. . . [ el
.~ " R
WL AN T Y

™ .
ahaw e



Fostering Achievement Motivation
106
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FOSTERING ACHIEVEMENT MOTIVATION

I agree to allow one Grade four class in my jurisdiction
participate in this study.

_Sar Huke &y

Name B -
SulSRITONYSAT OF SctiotS - Mol 2, r550.

Pos.ition 57{0:/”2.7 §c£d—rg ) , ‘ Dafce .

| 571/(-///.7 $c %ﬁ/ Asf6¢7

ignatyfe

to
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(Please forwarxd the signed 'po:t‘i‘on)

—— . ——— - T G —— S i e L e . e B B S ey e e e S e A W e AL A e m b e e e

FOSTERING ACHIEVEMENT MCTIVATION

/.

I agree to 2allow one Grade four isdiction to

participate 5n this study.

c—"jf ‘fﬂ - / Q/L) : g /
Nam " . ,,f Signature
Vrcpal é CGnad 2 150

Position
h.. 574):///: SC'Aﬁj 7 -
SHirtidy Scleorl B 677

.~

. ,‘“ H
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er-t
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b
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ta
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2]
b
[
s
3
g
b
<9
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et
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~1
[t B
Mot
S
F Y )
)
Liy
e
2y
Ye oy
LW
R
3
reoy

F

John W_a_ddell

S

‘..
L1 H

5

May 7, 1990

County of Warner No. 5

Position
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FOSTERING ACHIEVEMENT MOTIVATION

to 3llow one Grade four wclass in my Jurisdiction to
- Za & .
L - -

Name : ' Signature

-PQ S nPAL ‘ ‘ _tNon 29/ G __

Pozition - . Dale
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LRI . BY P -l
Tz £ orunrd the clons
TOACTERINST AOWTTUEMTET RNT Ty~ AN
FOSTERING ACHITVEMINT MOTIVATIOU
A -, - - - H oY -, - e . T .
TozIras taooLllow d:‘arrv HEE AR R
T B T Ly 2 P
axticipate in thiz ztady.

Darred £ Melsn _Z(JéLJL:L_i_{}\ v

Hame ignature
Grade 4 Teachar /L7 —
meition ; Tale

=~



{(Fleise forward the cizned porviions
T Flad Al
FOQSTERING ACHIEVEMENT
I a2gres to &llow one Grade four
Tarticizvate in this ztudy,
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{Pleace forward &b ~izacd portion
FOSTERING ATHIEVEMEMT MOTIVATION
T oagree  tao el]owzig;: Crade four cla::-égruﬂmy juriscict ; K
Farticipate in thiTtstudy. :

.

//'
arkex T _,.‘_-;f = X748 ( /

Lance |

Name . ) i nasurc
Gvade Four Teacher - JqJI 23,1990
Pozition Date

/Vla_(j Y"Gl-‘H’_‘ Schoo |
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CONCENT LETTER
Tieay Neolflooe

I an conduciipg @ study  of achievimsnt motivation, The.
purpece of ihis  ciedy Iz teo iovestigzote i whal eatent
zchievement motivztieon can he increased in rural oouthern Albert s
Grads faour studente, T znticipate that students in of vaow
clageroams will henefit  from participation inm this  =iudy by
ecoming familiar with concepts and proceduras which, inw Similaz
ctudles, have been shown to increase achievemesnt motivatien., |
werld like vour permission for one grade four classroom  in vaeus
Jurizdiction te participate in this study.

Az wart of thic research students will ke szhed to act zr o
cantral Srous and would respond tao a zhort aral
individually-zdministered scale to okitzin pasi-test meaturement:
of achievement motivation. Fleasze note that ail informatieon wil)
e hendlaed in a confidential znd professionzd  mennoe: .
responses are relezsed, they will ke reported in sumuary
only. Further, 211 namesg, leocaticns and any other idenpdi
information will not be included in any diccussion ol :
rezeliz, Parentz will be econtacted with individuad letdaors of
cengint a2nd will be  informed  that  they have cwery riohd
withdraw their child from the situdy witheoul pvedudice  at o
Tame, .

If you chooze to do zo, please indicate your willingnesz b
2llow ons classroem in  your Surisdiction o particirzte he
signing this letter in the zpace grovided kelow. and  teturn th.
letter ¢ the the Faculity of Education Fuman Sublecis Fecesve?
Commititee, Fasulty of Educatien, ilmiversity of Letnhaidge,

T very mucn  eppreciate your assistance In thisc ziuwdw, 1
vou have any guestions please feel free to call me at home or
scheoel  (Home T56-234582, Schecel TEG-3355). Alze feel free bo
contast zrny member of the Faculty of Zducatiasn Human Suliests
Rezgearch Cemmittes 1T yeuw wish additionzl imformation. The
Chairperson of the Committes iz Dostor N, T, Grigz. IDmeoitaor i,
Winzeyr iz the Supervizor of ihe Thesis Commitizs,

TYoure sivcevely,

Jim Hillyer, Stirling School 756-3355
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Appendix D: Copy of the Questionnaire
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Questionnaire:
Number of children in family () éi
Your order of birth 1) EL
Number of children living at home () 5
How long have you lived in Magrath, Raymond, Stirling?
_L Jz complete years --

—_ __ additional months

How far do you live from the school? -3JWU§L.

How do you usually get to school? ngJQK?fTEI - -

In a group would you rather be the boss?
the friend? -
the winner? -
’ Y :

Why? u Xz \

G,
ﬂ'/é{b fima .30 La_mh%zfzg_u@m LT

Check how often you get to use a computer. Make only one check.

several times \
once ¥—— per —- day
less than once/

q_
2
LY A
¢ several times \

< once >—— per —— week
¢ less than once/

5

{

several times \

once »—— per -— month
less than once/
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Appendix E: Gumpgookies, Scoring Kev and Manual
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G

L

d SN
] i
é Did ycu know that eround us live ‘@—\‘
. },’-ﬂ\
C’kﬁsﬂ’

C é'.‘g little Gumpgockies? They all lcok
just alike, but they do different
things. They laughk ané play aad
work just like boys and girls.

Everyone has his owa Guapgeokie.

L3 ’
&i
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T

%\fﬁ

You have your very own Gumpgookie.

It looxs like other Gumpgookies but

it does oaly what you do.

-

Will you help me find your Gumpgookie?
N C)\i Lock at cach pair of Gumppookles &nd
BAYK gl X Oon che Gumpgookice that

fellows vou and does what vou do.

Sega
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@ S
Lo

Remenber, 1{ you jump, it will jusp,

And if you don‘t like to jump, it

won't 1iks to jumg,

Mark your owa Gumpgookie in cach

picture.
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/

This Guapgookie plays
0 ’ t - with & stick.
b

{/
\\
~\

This Gumpgookie ﬁlays

This Guupgookie with a ball.
likes sunshine. Tais Gumpgooxie |
- likes zair, ..
Vi AL
A
Tais Gumpgookie likes songs.
; -—
This Gumpgocki This one E V\"J
.likes cets. : likes degs. E _
i
- §
n /
~
/ i This G ki ; J
& Gumpgookie -
1!\5‘(*_(}/ likes stories. ] s
DS [ , £

."

[~}
&

b ar o s s e b T

-
-

Go on to the next page.

e
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. glmost finished.

£

Thesc Gampgoorics arte bullding houses.

chis oac's

d

house -3 house

Tais cax's
£ell down.

oy

ég?
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Today--

Scmething bad will happen
to this Gumpgookie.

Something good will.
happea to this
Gumpgookiec.

Tuis Guapzookie
wanls gsomeone T¢
help write its
neac.

This Gumpgooxie
writes its name
with o help.

.This cne likes to be
at school.,

\\\ This one 1likes to

. ! stay at homoc.

Teacher asked these Gumpgookies .
%o do sometning.

This one will do i,

This one will forget .
.} to do it,

Go oo to'the next page.
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ot o

These Gumpgoakies are drawing cirseles.

L This one is

getting them This one is drawing
Thic Guupgockle Tight. ~ a lot,
trica to <o things
well.

Tuils cne doesn‘t
CaxC.

s ‘s

These Gumpgockies have some -
worlt to do.

.

~
]
Y  This Guapgoolie will
f win gemedsy.
j‘t-oﬂﬁu .

b

P

This one ic lookiug arcund.

-y

r\."‘“\f

é

e

Tais Guopgookie will
never wik.

-\

This one is working.

S

)

o)
1)

el o s P sl S .
S s et it Al st YA A £ T Bl LI Bt | bl AL W N § il At bkl B8

These Gumpgookies both go to school.

\
This one's mother 5\)

wzxkoas; Lt zo.

.

0O -

-This one wanta Lo /vf h

ge to learn. }

BFE ' | C’\"A‘S

Go on to the next peoge.
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* This oae dropo

.the bell. Thic one cacches

it.

iH-
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Learaing ta couat
nakes this one U

fcel good.
\_.43

‘Learniag to ccunt
makes this one
fcel bad., -

This Gumpgookic
ig tryinpg to
vrite.

This Gumpgoocitie
ig watching,

£y
3 T
\ LA \;.--\-:,m_-;‘j\-f ¥
A o
NS, ‘\‘QL‘ '
%n- e A
i3 Nty mreacary )

o e

AR

Thic oae likes to plegy
all the time,

ol

. This one likes to iecern.

Teacher {5 reading a story.

Tnis one stays to hear it
&all,

This one gocs outside.

G5 on to-the.next pegec.



taeir paintings.

et

-

s

k2
' : : Ef % This one is zaking
o . Y Y © enothexr peilating.

This Gumpgeoluie Tais Cumpgocikic ‘
s - 4

learns oac new leazns lots of

thing. new things.

i These Gumproozices lost
1]
§

Tnis one is 5ittiﬁg
dOown.

36 7

T e

These Guopgeokies sce some ante in

the @irt.
_‘This one piays
’ t wich things.
~ Thic oac sTeps éﬁ : “%
Tais oze puts oz thea. : e
them ia a 7N E p——
bottle. % E 3

This one Gelps
3 the teacher.

Lo,
ag
‘. Vi "-bf?;;:
(oo
Oy
LA

" <
LY .i:-: . '| i - A\"‘
* LI .-.; LA i~ I;‘;. -4
<t \'o.': . ',\..‘--;' - g [T} o“. L
., 0'.“ '._ by . s 3 ot

{8 9

TLA

Teacher knous ' Tezacher doesn't
. "vfaat thils one know wast this

13 deing, : one 18 deoingz.

%
- |
G T8 E

Go oa to the next page.



Sometimes cleaning up at school
isa't fun.

This cne This one works
atops. aaAyeey.
P

{

)

NI

=N
c:zwmk

N

&1
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<
This is one of the /‘ \
Cumpgookies in the

‘class.

This 1s the best
Gumpgookic in the
classc.

It is time for Gumpgoo«;es to tell

stories.
This one has ¢ story to 3 %
tell, . ] :

Thig cne docsa't know
_ any story <o tell.

Teacher is showiag the Gumpgooxies Low
to do something.

(;J

J("s.\

SPve:
édba'
Y

Tnis cne is
locking arouad.

This one is watching
carefully.

29

Teacher said thewe is no
prize for the wianners.

(q:é?
This one stopped trying

to win.
.—&‘

o PR

This one kept trying.

13

Go oo to the next paga.



Tais Gumpgookie doesn't
like school.

S

This Guopgookie
does.
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4.
QQ‘?::'::'\{J "\7 \
Q"Eﬁs,:x-; "\‘L N 7

LA - —w\ N
5\\_._ \_“-"\,.:’?"-'-'-\v\-‘;-—:-"’ ; Ty
B PTT ; *\"‘i\)
Q%_l- 'T.',"__‘_‘,A,.‘./,--W-\‘C\ - A
SOESE STENEN TN
RSRGNT =

Which i3 your
Gumppookie
climbing?

\f/} 3
26 27 _,,N—‘Jc-‘z o~
Tois one does, its best
when someone is watchiag. This one likas to tell
) storics.
* /.r ‘?.-
This one likes to listen.
Tnis Gumpgookie always _\k)
does its bast. '“jéfgﬁ
25 27

. This one stecps

These Gumpgookies sre playing a game.

This oue keeps

‘and rests. on playiag.

Go cn to the next page.



Thic onc shows
its painlings
£0 OUlILT6.

Tais one hides
its palantings.

)
7y

e
)

:

I

" 128
Teacher is uahappy with the

Gumpgooiics.
' <i
Tais one thinks teacher H
is wrong. ’
Q‘\-—-f’
This one thinks tescher 3
is right.
A

Which is your Gumpgookie running
to the tree?

Tais one tells mother
waat it does in school.

4 (:Z This one forgets.

These Gumpgookies ceuld not write
thelr names.

This one
. gave up.

Tnis one rried
again and again.

Go on Lo the next page.
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These Gumpgockies hiave logs of things,

Tais Gumpgookie doesn't Zhis one doesa‘t bring
show mother the things them to achool.
- 1t makes.

£

Zﬁ\/’l This Gumpgookic does.

This one does,

>/, N2 C
—i Wb .
]
_ : ¥aich is your Gumpguokie drawing
<f‘\i pilctures to shew what it caa do?
£ a "
Vg c;} Yere is a i Y
feather, ¥ i {’ﬁhﬁ
% P L
: o /
. ST ’ (-\ .
h PR
- - r [ ..’M 1 e /"
This Gumpgookie Tnis cae wants ',;"'-.\:"':‘:?4‘.:‘:._},__""}:?-\ v,::—“&,l;:{.:
doesn't look to see the bizd §\\§5§§£:; b
at ic. it cgme from.

~ [
Mt
n .
in r> ; f
tiff & Tnis one doesn't hava Go oa to the next pege.
jV % anything to do.
¢ 5
5
o




This cac lilkes the
houge Lt hacs,

Thise one wents to builad
a prettiex house.

%

» itnn
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Tuie one ig
doing well In
1 gchool.

This onc wants
to do well in
schiool,

A

8)

Teacher thinks this oae can
do a little better.

&

"2,

== S
95

_ = s
Ly E 122 )
£ |
b, A —

| } AY

S &

Wziting numrbers isn't eesy.

Thils Gumpmookie This Guzmpgoslkie
T aal Top o~ -, <o
aJ W\E .I.\.....t'.ﬁCTd.' thinks :Z:ia oS¢ ‘ﬂ.eepﬂ t:-"jirngc stops tr}'ins-
g ¢§can t do any betcter.

Cp-""‘\} Iy

.-'v".? Af‘b&
E
i
1

This Gumpgookic

kee the thin ;
PS trings Tals one: czn't

€ind its things.

Go o2 to the next page.
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This Gumpgookic dees what . .
it wants to. ?hla Cumpgookie has rich
frieads.

A

e

This Guupzookic docs

things wiil. : 22 This Gumpgookie has
é . smwart fricads.

&6 ¥

It's playtime-- Teacher asked: “Who can

tell what this story is

about?™
This one is watching b K

teacher drawing. Y

Tuis one can'c.

J
s

a8

This one is _w‘a:ching 4 &I\
others playing.

b

P ey
7 Ay

i

This one cane.

N
el

B
N
Q;«

Here are two Guupgookies getting up
in the moraing.

Thic one thinks This one thinks
it will be 2 it will be a
bad day. good day:

Go on to the nexXt page.
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aticie Guapgooxics both lost the race.

tomorrow,

s

This one will win tozorrow,

This one will losc gzain

These Gumpgookies want to play

ball well. Fostering Achievement Modvation
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-This one txies
to kit the
ball,

Y

&%

1)
t\;"?'..

This one will
try later,

This one isg tired
of school.

‘Tnis one isn's
tired.

&3

yacntesnr

This Gumpgocokie This CGumpgooklc

¢an point to the thinks zll
letter B. letters look

the same.
SY

These Gumpgookies axe working.

This one
wants to
stop now,

£ 7

e r——————

Tnis one wants to
work a litcle
longer.

3
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Go on to the next puge.
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This one is

These Gumpgookices are learning to
count.
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Taose Gumpgockies have just learned
o count,
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it ig raining.
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Instructions for Administration of Gumprookies
(February, 1970)

Individual Form for Preschoolcrs
Group ¥orm for Non-resders
Group Form for Readers

Examiners

It is recommended that the examiner have had experience
in working with young children. Although expsrience in in-
dividuel testving is not prereguisite, it is hipghly desir-
gble. Oowe backprounc in education or paychology is great-
1y rreferred. The essential requirement for oll examlners
is that they be able %o establish gecd festing rapport with
the child or group. In no instance should the test be zd-
vinistered by 2 child's tezcner, his mother, or any other
Derson who h3s frequent contact with him or the clzss. In-
zsmuch 2s the effectz of male examiners have nol yet been
investigsted (only female examiners having been used up to
the present time), it 45 recommended thet for the time being
only femzle examiners be =mployed.

Training excuwiners to use Gumpgookies can be accomplish-

ed in three to four nours ard snculd irclude 2 discussicn of
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adainistration procedures as well as two or three trial runs.

Individual Form for Preschoolers

Procedures. The examiner should first establish e

friendly interaction and good testing rapport with the child.
The test should be administered in & quiet room with only
the examiner and the child preseunt. Two chairs should be
placed at one side of a table so that the examiner sits next
to the child arnd both are facing the test book. The exami-
ner should sit so that he can comfortably point to the illus-
trations with one hand while recording responses with the
oy, The score sheet should be kept in an incconspicuous
position. DBelore beginning the test, the examiner should be
sure that the child is comfortable ard thst any distracting
objects have been removed from the area.

The Introduction should be read to the child without
any additionzl comments by the exzminer. Any relevant ques-
tions may be answered, but the child should be encouraged to
stay with the test. Throughout the test, couments on how
well the child is doing may be made as long as they are
given randowly and are not contingent upon the response of
the child. If the chiid should become especially tired or

restless during She tect, 2 suorg breai for a drink of water
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or 2 little movement is permitted.

The examiner should read the text and point to each
gunpgookle as it is described, beginning with the guwpgookie
indicated in parentheses beside the first phrase for each
item. On pege iv end v of the introduction, the examiner
should point to the picture of the boy or girl, according to
the sex of the child, and then to the corresponding gump-
goockie.

Four practice items follow the introduction, appearing
in blocks vi, vii, viii and ix. For these items, the exami-
nexr should read the text and walt for the child to respond.
It may be necessary To repest the text and remind the child
thzt he is to point to his guapgookie, i.e., the pumnrgookie
that likes what he likes a2nd does what he does., After the
child respronds, the examiner should a2zk him which object he,
the chilld, likes best. The child may respond by spesking or
pointing. If the child's cholce of a8 gumpgookle is consis-~
tent with his cholce as to which cbject he liked, the exani-
ner should reassure him that he is proceeding correctly. IS
his response is inconaisteut, however, the examiner should
- explain that if the child likes one of the objects, then his
gumpgookie is the one whiciit also likes that object. The

cnild sheuld then ve given another opporiuniitiy to selzct his
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gumpgookic. Ixactly the ssme procedure should be used for
the next three practice items. It is essential that the
child understand exectly wnat to do before he beglns the ac-~
tual test. If the examiner has any doubt as to whether or
npt the child knows what to do, the four practice items
should be repeated in the same manner until the examiner is
confident that the child understsnds the procedure. If the
chlld does not appear to understand the procedure after go-
ing over the practice ltewms seversl times, the examiner
should not sdminister the test.

Beginning with the first item, there should te a mini-
mum of Intoraction betuweer the examiner a2nd the chlid. The
examiner should read each item carefully, nointing to the
aprropriate gumpzookie 2s 1t is described, and then remove
his hand in order to allow the child to moint to his gump-
gookie. Each itzm number corresponds to 2 number on the
gnswer shest. Az the child points to hils gumpgzookie, the
examiner sheild mark the gpvropriate column on the answer
sheet., The itews should be read with expression but not in
any way that would bias the childis decisions. The child
should responcd as scon 2s he nzs listened to the entire ques-
tion. After all of the itcms have been completed, the exam-~

incr should thank the child for helping the exawiner find
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the chlld's gumpgookle in each of the pictures.

Scoring., In each of the dlchotomous items, one of the
guupgookles exhlbits 2 greater. degree of motivation to ac-
hleve than the others. Hence, the response indicating the
greater degree of wmotivation is scored one and the alterna-
tive response, zero.

The answer sheet for Gumpgookies should be completed
with the following information: +the chlild's name, his sex,
gnd his age iIn years and months. If the time between a
child's birth date aﬁd the test date is, for example, 5
vears, two months, and 16 or more days, round the number of
months upward--i.e., record the age as 65 monthas. If the
calculzated age is 5 years, two months, and 15 or fewer days,
round the number of wmonths downward--i.e., record the age as
62 months. The child's birth dzte and the date the test is
aduninistered snould be recorded, 23 well as the nase of the
teacher, the name of the exawiner, identificatlon of the
class, and the time required to give the test. For some
purposes a notation regzrding ethnic group background may be
added, alcng with an identilicatlion pumber of the child.

The blocks labeled FPractice Items are to be used to re-

cord the child's responses to the practice items, If the

child's choice of his gumpgockle 1s consistent with his
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choice of what he likes best, the column lebeled C should bte
checked; if the child's choice of hils gurpgoockie is Incon-
sistent with his choice of what he likes best, the columm
labeled I should be checked. Answers to the test items are
keyed in one of two ways--either left snd right or up snd
dorm. Sowe itewms sre in the left and right positions, some
are in up and down positions, and some are diagonal. Items

with figures placed in side by side positions on the page

sre always keved left or right, snd items with figures plsc
ed In up and down cr dlagonal poslitlions are always keyed up
or dcvm. The2 score sheet contains two blank.columns to the
rignt of the item numpers. I the chilc responds by point-
ing to the gumpgookie in the left or ur position, a check is
put in the L/U column by the corresponding item number.
Right or down responses are recorded with 3 check in the R/D
column. After the answer sheets have teen scored by use of
a key, the total nuwuber of moftivated responses should be

written in the spzce provided.
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Scoring Key for 75-Item Gumprookics Test
April, 1969

e —— e e e st e ]
Item Corroct \ Item Correct
No. Response . No. Response

|

Item Correct
No. Response

3
1 L : 26 D 51 u
2 D t 27 U 52 L
3 p i 28 D s3 D
4 U 1 29 i 54 L
S 4 i 30 R S5 R
6 L H 3 R 56 U
7 L ! 32 D 57 R
8 U ' 33 u 58 R
9 D i 513 U 59 L
10 D . as R 60 2}
11 R ! 36 D 61 tH
12 U : 37 D 62 D
13 L : 38 R 63 D
14 D . 39 L 64 D
15 U 40 U 65 U
16 ] , &1 D 66 u
17 U : 42 L 67 L
1 L 43 U 68 u
19 D 44 i 69 U
20 L 45 L 70 R
21 R 46 D 71 D
22 D &7 D 72 R
23 U ] 48 U 73 R
24 L 1 49 D 74 D
25 ) i 50 R 75 u
1
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-1 . . .
AR AR
LR ALCH

1
Torm 111

Do Not Write in Thiz Eox

Sex: M 3
Age Years:

Birth Date:

Months:_

Ethnic Origin:

Socio~Zconomic Sitatus:

Religion:

¢ Bonnie L. Beilif end Dorothy C. Adkins
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Appendix F: Raw Data
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STUDNUM  STUDNTM

Valad Cum

Value Frequency Parcant Paercant TDarcent

Valus Label

14

2]

4.5

6.C
7.5

Al

10.4

il.9

1.2

13.4

10

4.9

16.4

13

17.9

14

18.4

15

20.9

16

2.4

1B

19

25.4

1.4

20

26.9

2]

21

28.4

29.9

1.5

1.4

23

31.3

l.4

24

32.8

25

348.3

[

26

as.e

27

37.3

28

36.8

1.4

29

£0.3

30

i.4 1.5 £1.8

1.4

a

43.3

24.8
£46.3

2.4
1

a3
M

47.8

as
36

49.23

a5
1.5

50.7

37

a9
42

44

55.2

1.5

1.4
1.4

56.7

1.5

45
&6
47
L8

58.2

1.4

1.5 59.7

1.4

61.2

1.8

49
50
51

64.2

65.7

T70.1

1.4

TL.6

55
56

73.1

1.4

7L.6

1.4

57

76.1

1.4

s8

77.6

1.5
1.5

59

79.1



Maan 38.478
Moda 1.000
Kurtosias =1.2581
5 E Skaw .293
et 74.000
Valid casas 67
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€3 1 1.4 1.5 B3.6
[ 1 1.4 1.5 85.3.
&5 1 1.4 1.5 86.6
€6 1 1.4 1.5 88.1
&7 2 1.4 1.5 B%.6
68 1 2.4 1.5 91.0
69 b 1.4 1.5 92.5
70 1 l.4 1.5 4.0
Ti 1 1.4 1.5 95.5
72 1 1.4 1.5 $7.0
73 2 .4 1.5 98.5
74 1 1.4 1.5 100.0
. 3 4.3 Miasing
Total 70 100.0 100.0

Std azz 2.673 Median 37.000

Std dav 21.877 Vaziance 478.587

5 E Xurt 578 Skavness -.05¢4

Range 73.000 Minlmom 1.000

Sum 2578.000

Mizsing cases

128



Fostenag Actuevement Motvation
149

SEX SEX

Valicd Cum
VYalue Labal Talus Fregquency Fercent TPaearcant Percaent
MALE 0o 30 42.9 44.8 44.8
FEMALE 1 a7 52.9 £5.2 100.0

. 3 4.3 Missing
Total 7¢ 100.0 1l00.0

Nean 552 Std errm 061 Madian 1.000
Moda 1.000 Std dav .50 vVariance 252
Rurtosis -2.015 S E Xuz: .578 Skeawness =-.215
S5 E Skaw 293 Range 1.000 Minimum . 000
Maocimom 1.000 Sum 37.000

Valid casas 67 Wissing casas 3



Valus Label

Eartosis
S I Skew

Valid cases

120.373
120.000
=-.192
.293
132.000

Value Fregquancy FPaDcant

12
113
114
115
1ie
217
ils
ile
120

122
123
124
125
126
128
129
130

WHHRPHALAMBBLABDYIAHUVPWAR
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Valid

« 4 v & » 8 R
Wh bbb dddHOTOVOIMHAEWAY
A ¢ o & s e 3

. .
v .
MAILOoOOOULOOABMBOLMLULLLOO

Y]
HHPHnnndumFoavathu

‘
n

r)

[¥]
AHHPHMH WK O “ otnMHIHAUWUN
M

-}
[-]

Total

S5td arr . 548
Std dav 4.488
S E Kurt .578

Ranga 20.000
Sum 8065.000

Nissing cases

00.0 100.0

Cum

Parcant Parcent

a4 a4 o a4

« v 4 € s w5 @

L-R-B-B-N -] Shnbs NN [
gwquhugmouuouuﬁhsuu
OVMOoOUMOKMHHAIYSWOYOAYDEOO

v}

Missing

120.9000
20.147
226
112.000

150
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RELIGION RELIGION

Talad Cum
Value Labal Valus Fregquency Percent Parcant Parxcaent
LDS 1 51 72.9 76.1 76.2
ONITED 2 4 5.7 6.0 82.1
CATHOLIC 3 3 4.3 4.5 Be.6
BUDDRIST 4 b 1.4 1.5 88.1
ROIGIVEN 6 B 1l.4 .9 100.0

- 3 4.3 rMiseing
Total 70 io0.0 100.0
Maan 1.791 Std earr .203 Madian %.000
Noda 1.000 Std dav 1.665 Variance 2.774
Xurtosis 2.38) 5 E FKazt .578 Skawness 1.986
$ E Skaw .293 Range 5.000 Minsmom 1.000
Maximum €.000 Suin 1290.000
Valid cases €7 Missing cases 3
CLASS_ID CLiss ID
Valid Cum
Valune Label Value Frequancy FPercent JPercant FParcant
TRENIMNENT GROUP * 20 28.6 28.9 29.9
PRE/P0ST CONIROL 2 20 28.6 28.9 59.7
POSTIEST CNLY CONIRO 3 27 38.¢ 40.3 100.0
. 3 4.3 Missing
Total 70 100.0 100.0

Maan 2.104 Std axT 102 Median 2.000
Moda 3.000 Std dav .837 Variance .701
Rurtosis -2.550 S E Ruxt .578 Skawnass ~.202
S E Skew .293 Range 2.000 Minizmon X.000
Maacimmom 3.00¢0 Sum 343.000

Valid cases &7 Missing cases 3



KXIDSINFA FIDSINFA

Valuse Labal

Kurtosis
S Kk Skaw

Talid cases

4.955
3.000
4.822
293
15.000

cbhbhSovanaun

5
14
p ]
14
10

WHRNHKBDW
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Valid
Value Frequancy FXercant Paruenc

.
.

H RN

EHRNMFEFRMNAOAODO
WhOVHOVHWOAKWOH
HFRHEN

HWHW-IAOVYVOY
. -
mMowmwowmwvwohrsroln

]
]

Total

5ed erz
S5td dav
S5 E Xurt

70

.285
2.332
.578

Range 13.000
Sum 332.000

Missing cases

100.0 100.0

Sum

sarcant

5.000
5.437
1.785
2.000
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BIRTHORD BIRTHORD

Yalad Cum
Valus Labael Value Frfequency Parcent Pasrcant Parcant
1 i3 18.6 1%.4 19.4
2 17 24.3 25.4 44.8
3 17 24.3 25.4 70.1
4 6 8.6 9.0 79.1
5 [ 8.6 9.0 86.2
€ k) 10.0 10.4 $8.5
13 1 3.4 1.5 100.0
. 3 4.3 Missing
Total 70 100.0 100.0
Maan 3.090 5td err 2432 Madian 3.000
Moda 2.000 Std dav 1.990 Yariance 3.862
Xarrosis 7.966 S E Xurt .578 Skewnesa 2.083
S E Skew 293 Range 12.000 Manimum 1.000
Mascimum 13.000 Sum 207.000

Valid cases 67 Miaging cases 3



XIDSEONME XIDSBOME

Value Labael

Rurtoais
Z E Skaw
Maocimum

Yalid cases

4,373
3,000
1.779
.283
1.0600
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Valid Cum
Valua Treq Y Parcant Percent Paxcant
b3 2 2.9 3.0 a.o
2 [ 8.6 $.0 11.9
3 15 2.4 22.4 34.3
4 is 21.4 22.4 56.7
5 5 2.4 2.4 79.1
6 [ 8.6 9.0 88.2
7 5 7.1 7.5 $5.5
8 1 1.4 2.5 $7.0
9 1 1.4 1.5 S8.5
1 2 2.4 1.5 100.0
. 3 4.3 |Missing
Total 70 100.0 100.0
3td axT 224 Madian 4.000
5td dav 1.833 Variance 3.359
S E Farxrt .578 Skewnass -917
Range 10.000 Minimum 1.000
Sum 293.000

Missing cases

154



TIMEHERE TIMERERE

Mean 3.299
Modas 4.000
Rartosis 1.232
S E Skaw 293
Maocimaen 4.000
Valid casesz &7

Valus Frequeancy Percant Parcant Parcent

Fostering Achievement Motivation

Valid

Cum

7.5
13.4
22.4
26.9

100.0

4.000
1.667
-1.628

.000

L R R . T I I T e e e T T T S

DISTRANCE DISTANCE

Valus Label

WALK 0-2 BLOCKS
WALK OVER 2 BLOCES

FARENT RIDE

RUS

Maan 3.239
Moda 3.000
Rurtoais -1.004
S Z Skaw 293
Maximoe 5.000
Valid cases 67

[4] 5 7.3 7.%
X 4 5.7 £.0
2 6 B.6 5.0
3 3 4.3 4.5
<2 29 70.0 3.2
. 3 4.3 JMiasing
Total 70 100.0 100.0
Std exr 158 Madian
Std dav 1.291 Variance
S E Kot 378 Skewnass
Range 4.000 Minizmm
Sum 221.000
Migsing cases 3
Valid

Valus Foequency PeIcant Percant Parcant

b 13 18.6 1%.4
2 3 4.3 4.5
3 W3 32.% 34,3
4 11 15.7 16.4
5 17 24.3 25.4
. 3 4.3 |Missing
Total 70 100.0 100.0

std exrr 3172 Madian

Std dev 1.404 Variance

S E Rur: 578 Skawnasa

Range 4.000 Mindioun

Sum 217.000

Missing cases

Cum

19.4
23.9
58.2
74.6
100.0

3.000
1.5%72
-.305
1.000
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GROUPREF GPP_PREF

Valid Cum

Value Labal Value Frequancy FPerceant Parcent Percent
BOSS 2 & 8.6 9.0 $.0
FRIEND 2 4% 70.0 73.1 82.1
WINKER 3 12 7.1 17.% 100.0

. 3 .3 Missing

Total 70 100.0 loc0.0
Maan 2.0%0 Std arx .063 Median 2.000
Modas 2.000 Std dav .514 Varciance .65
Xurtosis .818 5 E Kurt .578 Skewnass 185
S E Skaw .293 Rangs 2.000 Mindimum 1.000
Masxcimum 3.000 Sum 1£0.000
Valid cases 67 Miasing cases 3
AIMOOTURT LIMUOONT
Valid Cum

Value Labal Valus Frequency FPeIcent PaIcest Pecant

+] 6 87.1 $1.0 91.¢

b 6 8.6 $.0 160.0

. 3 4.3 Misaing

Total 70 100.0 100.0

Maan .0%0 Std azT .035 Median .000
Mode 000 Std dav .288 Variance .083
Kurtoais 6.854 5 E Razt .578 Skevwniass 2.941
S E Skew 293 Range 1.000 Minimm .00
Maocimum 1.000 Sum 6.000

Valid cases 67 NMisging cases 3

i
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COMP_USE COoMP_USE

Valid Cun
Value ILabel Value Frequency Percant Parcent Paercent
< ONCE MOWNTHELY : 6 8.6 .0 $.0
ONCE MONTHLY 2 2 2.9 3.0 il.9
> ONCE MOWTHLY 3 [3 8.6 $.0 20.%9
CONCE WEEXLY s 1: 2¢.0 20.9 41.8
> ONCE WEEFXLY € 21 30.0 3.3 73.1
< ONCE DAILY 7 4 5.7 €.0 792
TUCE DALY -] 5 7.1 7.5 B6. 6
> ONCE DAILY $ 9 iL.9 13. 100.0
. 3 £.3 Massing
Total 70 100.0 200.0
Masan 5.567 Std err .270 Nedian €.000
Moda 6€.000 Std dav 2.278 Varimnce 5.189%
Ruztosia -.282 5 E Rurs .578 Skewneas -.419
S E Skaw .283 Rangs R.000 Minimum 1.000
Macimmm $.000 Sum 373.000

Valid casas 67 Miasing cases 3



COMPGOOK  PRE_TEST

Value Label

Mean 35.896
Mode .000
Rurcosis -1.854
S E Skew 293
Naximim 73.000
Valid cases €7

Talus Freguancy Fearcent Parcent Percent

Fosienng Achievement Mogvation

Valid Cum

<] 27 368.6 40.3 40.3
34 2 2.9 3.0 43.3
as 1 1.4 1.5 44.8
as 1 .4 1.5 4€.3
2 1 1.4 1.5 47.8
42 1 1.4 1.5 49.3
44 1 1.4 1.5 50.7
sS4 1 l.4 ~.5 52.2
57 1 1.4 1.5 53.7
58 1 1.4 1.5 55.2
59 1 1.4 1.5 56.7
€0 2 1.4 1.5 58.2
€1 1 1.4 *.5 59.7
62 2 1.4 1.5 61.2
63 7 10.0 10.4 7.6
64 2 z.9 3.0 4.6
65 2 2.9 3.0 77.6
66 6 8.6 2.0 86.6
67 1 1.4 .5 88.2
€8 1 1.4 2.5 89.6€
€9 1 1.4 1.5 91.0
70 2 2.9 a.o 94.0
7 2 2.9 3.0 97.0
T2 k3 1.4 1.5 98.5
73 1 1.4 1.5 100.0
. 3 4.3 Mipain
Total 70 100.0 200.0
Std azT 3.77¢6 Madirn 44,000
Std dav 30.905 Variance $55.1258
5 E Kozt .578 Skewnass -.222
Range 73,000 Minizum .000
Sum 2405.000

Misaing cases
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TESITXPE TESTIYPE

Valad Cum
Value Label Talus Frequency Parcant Fercent Purcant
PRETEST 1 a¢ 57.2 59.7 9.7
POSTIEST 2 27 38.¢ 40.3 100.0

3 4.3 Miewing
Total 70 100.90 100.0

Mean 2.403 S5td erT .060 Median 1.000
Moda 1..000 S5td dav 324 VaZiance 248
Rurtosie ~L.894 5 E Kurz 578 Skawness -405
S E Skew .29 Range 1.000 Manamum 1.000
Maximum 2.000 Sum 94.000

Talid cases 67 Missing cases 3



RANRKINCL RANKINC,

VYalua Iabal

Mean 3.1
Moda .000
Kurteoeis 1.487
5 E Skaw .293
Maxipor 19.000
Valid cases 67

Valua TFrequency Parcent PeICant PerIcadt

[
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Missing

18
1%

Total 70
Std arT 706
Std dav 5.781
S E Rurt .578
Rangw 1%.000
Sam 210.000

Missing cases

100.9 00.0

Cum

70.1
71.6
73.1
74.6
76.1
77.6
79.2
80.6
82.1
83.6
85.1
B86.6
88.2
89.6

©

92.5
$5.5
$7.0
l00.0

.000
a3.423
1.695
.000
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GUMPGOO2 POSTTEST

Valad Cum
Value Label Value Frequancy PeZcent Parcant Parcent
28 1 1.4 1.5 1.5
35 1 1.4 1.5 3.0
37 b3 .4 1.5 4.5
as 1 1.4 1.5 6.0
as 1 1.4 1.5 7.5
a2 2 1.4 1.5 $.0
45 i 1.4 1.5 10.3
48 2 1.4 1.5 1.9
so 2 2.9 a.o 1%.9
51 1 1.4 1.5 16.4
52 2 2.9 3.0 1.4
53 2 2.9 3.0 22.4
55 b 1.4 1.5 23.%
56 1 2.4 1.5 25.4
57 3 4.3 <.5 29.9
58 2 2.9 3.0 32.8
59 5 7.1 7.5 40.3
€0 € 8.6 $.0 49.3
61 L 7.1 7.5 56.7
62 4 5.7 6.0 €2.7
63 b 1.4 1.5 64.2
64 1 1.8 x.5 €5.7
65 2 2.9 3.0 68.7
66 5 7.2 7.5 96.2
67 3 4.3 4.5 80.6
68 4 5.7 6.0 86.6
€9 4 5.7 6.0 2.5
70 2 2.9 3.0 $5.5
7 1 1.4 1.5 $7.0
72 1 1.4 2.5 $6.%5
73 1 1.4 1.5 100.0
. 3 4.3 Missing
Total 70 100.0 100.0
Mean 59.269 Std are 1.163 Median 61..000
Mode €0.000 Std dav 9.523 Variance 90.684
Kuztosia %.475 § E Rurt 578 Skewness =1.235
S E Skew -293 Range 45,000 Minimum %8.000
Mascizom 73.000 Sum 35871.000

Vallid cases 67 Missing cases a





