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Abstract 

Motivation is among the most powerful attributes for achievement outcomes in school systems 

today. Research suggests that motivational outcomes strongly predicts students’ grade in class. 

Students who adopt performance goals also tend to do better in school. Students’ perceptions of 

mastery and performance goals showed different patterns of relation with learning strategies, 

preference for challenging tasks, attitude toward the class, and beliefs about the causes of success 

and failure. In the era of the Michigan Merit Curriculum students need to be motivated. Students 

need to believe they can accomplish certain goals, or pass certain classes if they are going to 

graduate and move on to the next level of education. 
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Chapter I: Introduction 

The question of why some students attain educational outcomes deemed important by 

schools and the larger society and others do not, has interested teachers, psychologists, and 

educational reformers for decades. With the current interest on achievement of American 

students, attention is once again focused on students, teachers and their interactions in schools. 

To some, the problems in schools lie with students, their attitudes toward the subject matter, and 

their willingness to expend effort on school tasks. “Motivation is among the most powerful 

determinants of students’ success or failure in school” (Martin, 2008, p. 240). “Student 

motivation influences critical school-related outcomes, including, attention, effort, goals, work 

quality, behavior, well-being, test scores, grades, and school completion” (Hardre, & Sullivan, 

2007, p. 471). The research investigated relationships among characteristics of students and 

learning environments influencing variables related to motivation for learning and achievement 

in rural high schools.  

Statement of the Problem 

Motivated students can engage in the learning process and use strategies to achieve new 

knowledge and skills. Individual motivational characteristics that students bring with them to the 

classroom include types and degrees of motivation, multiple goal orientations, and both general 

and domain-specific self-perceptions. The motivational characteristics are influenced by past and 

present achievement and feedback from teachers and peers, and by students’ responses to 

classroom climate, values, rules and norms. Students’ motivational responses, in turn, influence 

their future-orientated expectations and intentions, and the motivational responses of individuals 

vary across subject areas and classrooms. (Linnenbrink & Pintrich, 2002a). The adoption of the 
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Michigan Merit Curricula, which features a more rigorous curriculum, will require students to 

stay motivated and engaged in the learning process. 

Research Question 

 What are the characteristics and roles of motivation attributes on high school students’ 

academic achievement, and what are the implications for Michigan high schools in the era of the 

Merit Core Curriculum? 

Definition of Terms 

 Motivation is defined as an individuals’ desire to behave in particular ways that fuel the 

choice to engage in particular activities (Hardre, Crowson, Debacker, & White, 2007; Suldo, 

Shaffer, & Shaunessy, 2007; Martin, 2007; Hardre, & Sullivan, 2007; Steinmayr, & Spinath, 

2008; Gilman, & Anderman, 2006). 

Amotivation is defined as an absence of motivation (Legault, Green-Demers, & Pelletier, 

2006). 
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Chapter 2: Literature Review 

 Student motivation is the result of interactions among complex factors including at-home, 

and family circumstances and resources, school-based resources, and opportunities, interactions 

with teachers and administrators, interactions with peers, school-related learning and 

developmental experiences, and the beliefs and perceptions that these interactions and 

experiences give rise to (Pintrich, 2003). “Motivation to perform well at school is influenced by 

the extent to which students value schooling in general, recognizing the value of education and 

identifying clear long-term career goals are protective factors against school failure, particularly 

among minority populations” (Suldo, Shaffer, & Shaunessy, 2008, p.70). Academic motivation 

refers to the reasons that students attend to, engage in, and put forth effort toward learning and 

achieving in school (Beck, 2004).  

Motivational Theory 
 
 Motivational theories focus on the processes that explain goal-directed activity. 

“Motivation theorists are interested in explaining physical activity such as task engagement and 

persistence, as well cognitive activities such as problem solving and decision-making” (Meece, 

Anderman, & Anderman, 2006, p.489). In educational research, motivation theories are most 

often used to explain students’ activity choice, engagement, persistence, help seeking, and 

performance in school. Knowledge of motivation theory and experience in creating classroom 

environments that foster student motivation and engagement in the learning process need to be 

an important component of both pre-service and in-service educational programs if teachers are 

to develop strong efficacy beliefs and also to help their students develop strong efficacy beliefs. 

Motivation is also used as a measure of school adjustment (Roeser & Eccles, 1998). Students 
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who are alienated or disaffected generally lack motivation to attend school and to engage in 

learning. 

 A motivational theory of children’s coping identified aspects of relationships, involvement, 

structure, and autonomy support that are expected to determine whether coping will be 

characterized by approach or avoidance. Motivational theorists have placed “central importance 

on motivational factors or valued wants that energize and direct an individual’s actions” 

(Zimmer-Gembeck, & Locke, 2007, p.3).  

 Hardre and Sullivan (2008) investigated relationships among characteristics of students and 

learning environments influencing variables related to motivation for learning and achievement 

in rural high schools. The purpose of the study was to examine the differential predictive 

relationships among students’ individual difference characteristics and perceptions that influence 

motivation for learning and achievement. 

Method 

 Participants were 625 students in 19 public high schools in a southwestern U.S. state. The 

students’ age range was 14-19 (mean age 16) and students reported a study-wide average GPA of 

3.23. The average grade in the course that the students selected to consider for the present study 

was 3.07. The researchers conducted prearranged on-site visits at each of the high schools. 

Parental consent was obtained for all minors, followed by students’ direct assent to participate. 

Paper-based questionnaires were administered to all participants during the on-site visit. Students 

were asked to choose an academic core class to focus on while they responded to the 

questionnaires, and to provide the name of that class and the teacher. The questionnaires for the 

study were specific to a single class in which the student was presently enrolled. They assessed 

motivation-related constructs in the following order: perceptions, individual difference self-
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perceptions with regard to the domain of study (value, expectancy for success and perceived 

ability), class-specific goal orientations, and motivational characteristics and school-related 

future outcomes (intention to finish high school). 

Results 

*See Appendix A1 
 

Conclusion 

 Overall, teacher characteristics appeared to more strongly predict students’ positive self-

perceptions and motivation than did peer characteristics. Perceived ability and valuing most 

strongly predicted learning and future goals, which, in turn, most strongly predicted motivation. 

Motivational outcomes strongly predicted grade in class, but not intention to complete high 

school. In the study each of the predictor variables significantly predicted grade in class. This 

consistency of prediction of motivation for achievement measures at the same level as the 

motivational characteristics supports my research question between motivation and achievement.  

 Gilman and Anderman (2006) performed a study to determine the relationship between 

relative levels of motivation and intrapersonal, interpersonal, and academic functioning among 

adolescents. The study uses adaptive motivation as a means to explore issues within the larger 

motivation literature. The enhancement of student motivation has been a central component of 

education reform policies, the inverse relationship between motivation and age calls into 

question the relative merits of having optimal adaptive motivation levels. If high school students 

who report average levels of motivation fare just as well in academic performance, and positive 

school perceptions, as students who report optimal levels of motivation, then there should be a 

call for promotion of motivation to optimal levels for all students.  

Method 



Motivational Attributes 
 

9 

 Participants were 654 ninth-graders from three high schools in three separate districts in 

one Southeastern state. Two high schools were located in cities with populations of under 

50,000, and one high school was located in a city with a population of over 250,000. The mean 

age of the sample was 14.78. Slightly more than half (55%) were females, and the sample was 

comprised of 79% Caucasian, 14% African-American, and 5% from Hispanic-American and 

Asian-American backgrounds. Data collection methods consisted of either having the students 

meet en masse at the school’s cafeteria and theater, or the instruments were administered in the 

classrooms. 

Measures 

 The Behavioral Assessment System for Children is a multi-method, multidimensional 

measure that consists of 176 items designed to evaluate behavior and self-perceptions of children 

and adolescents between ages 12 and 21. For this study, only the self-report version was used. 

Items are rated as either true or false, or on a 4-point scale. 

Results 

*See Appendix A2 

Conclusion 

 Gilman and Anderman (2006) found youth reporting significantly lower adaptive 

motivation appeared to display pervasive adjustment problems that were not found among youth 

reporting high adaptive motivation. Results also indicated high levels of adaptive motivation 

demonstrated above and beyond those associated with average adaptive motivation levels. 

Students in the high adaptive motivation group reported higher scores on measures of self-

esteem, global satisfaction, family satisfaction, school belongingness, and GPA, and significantly 

lower scores on measures of depression, anxiety, and social stress relative to students in the 
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average motivation group. The findings relate to the research question because the results 

showed that maintaining high motivation influences psychological and social functioning, in 

addition to facilitating academic performance. 

 Suldo, Shaffer, and Shaunessy (2007) investigated the validity of the School Attitude 

Assessment Survey to provide a comprehensive assessment of school attitudes and motivation, 

and predicting scholastic achievement. The study aimed to further explore construct validity by 

comparing school attitude assessment survey scales to other indicators of attitudes and behaviors 

relevant to school functioning with which a specific school attitude assessment survey scale is 

the convergent validity and discriminant validity. 

 

Method 

 Participants were 321 students in a rural high school in a southeastern state. The sample 

consisted of 142 students enrolled in a college preparatory program and 179 students in the 

general education curriculum from the same campus. Participants were 14-19 years old and from 

grades 9 (33%), 10 (31%), 11 (17%), and 12 (19%). A greater number of female students (68%) 

participated than male students (32%). Ethnic groups included were Caucasian (70%), African-

American (10%), Hispanic (8%), Asian-American (7%), and other groups (5%). 

Procedure 

 Participants completed a brief demographic survey, and the different measures in groups of 

50-100 students. Six versions of the questionnaire packet were administered in a different order. 

The entire packet took 30-45 minutes to complete. 

Measures and Indicators 

 School Attitude Assessment Survey. Participants rated agreement with each of the 35 items 
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using a 7-point Likert-type scale ranging from 1 (strongly disagree) to 7 (strongly agree). 

 Self-Efficacy Questionnaire for Children. The Self-Efficacy Questionnaire for Children is a 

21-item self-report instrument intended to measure adolescents’ beliefs about their competencies 

in three areas: social, academic, and emotional. 

 School Climate Survey. The 42-item School Climate Survey measures six domains of 

students’ feelings and perceptions of their school: (a) student interpersonal relations, (b) student-

teacher relations, (c) order and discipline, (d) parental involvement, (e) building, and (f) sharing 

of resources. 

 School Satisfaction subscale of the Multidimensional Students’ Life Satisfaction Scale. The 

40-item Multidimensional Students’ Life Satisfaction Scale measures children’s and adolescents’ 

degree of satisfaction with specific domains of life. 

 Time spent engaged in homework. Participants responded to a single item by selecting one 

of the eight response options provided. 

 Academic Achievement. Cumulative GPA’s were gathered at the end of the semester in 

which the instruments were administered. 

 Attendance. Attendance history was operationalized as the total number of class periods 

missed during the semester in which self-report data were collected. 

 In-school conduct. Conduct problems were operationalized as participants’ total number of 

discipline referrals during the semester in which the study was conducted. 

Results 

*See Appendix A3 

Conclusion 
 
 Convergent validity of the motivation/self-regulation scale was supported by significant 
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correlations with other indicators of behavioral effort expended to achieve academic success, 

such as attending and behaving well in class and spending time completing homework. The large 

relationship between motivation/self-regulation and academic self-efficacy is consistent with the 

notion that confidence in one’s ability to succeed at a task provides essential cognitive 

motivation for one to attempt the task in the first place. The finding that three of six aspects of 

school climate were unrelated to motivation/self-regulation provided preliminary support for 

discriminant validity, as motivation to execute behaviors directed toward academic achievement 

should be more highly associated with internalized values regarding the utility of achievement 

than with the school environment. The study did have some limitations such as the students were 

drawn from one school in a rural southeastern state, and the mean level of GPA’s was 3.54. 

There were a high proportion of students enrolled in college preparatory program which may 

have skewed the data based on previous achievement. The study related to my research question 

because the results showed motivation is highly correlated with self-efficacy, and academic 

achievement. 

 
Achievement Goal Theory 

 
Achievement goal theory is the most recent embodiment of the motives-as-goals 

tradition. “Achievement goal theory has become a dominant framework in the conceptualization 

of the relationships between the characteristics of the learning environment and students’ 

academic motivation as well as performance” (Regner, Escribe, & Dupeyrat, 2007, p. 575). The 

basic contention of achievement goal theory is that depending on their subjective purposes, 

achievement goals differentially influence school achievement via variations in the quality of 

cognitive self-regulated processes. “Cognitive self-regulation refers to students being actively 

engaged in their own learning, including analyzing the demands of school assignments, planning 
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for and mobilizing their resources to meet these demands, and monitoring their progress toward 

completion of assignments. In effect, one’s achievement goals are thought to influence the 

quality, timing, and appropriateness of cognitive strategies that, in turn, control the quality of 

one’s accomplishments” (Covington, 2000, p.174). 

Wolters (2004) study on achievement goal theory objective was to investigate how 

different components of achievement goal theory were related to each other and to students’ 

motivation, cognitive engagement, and achievement in mathematics.  

Sample Demographics 

The 525 participants in this study came from one of the two high schools that served a 

suburban school district. Students reported their ethnicity as White (n = 362, 69%), Hispanic (n = 

73, 14%), African (n = 20, 4%), Asian (n = 22, 4%), or Native American (n = 2, < 1%). The 

remaining students described themselves by using some combination of these categories or 

indicated an Other category (n = 46, 9%). More girls (n = 272, 52%) than boys (n = 253, 48% 

participated. Students enrolled in all regularly scheduled mathematics courses were recruited to 

participate in the current study through a brief explanation provided by their teacher. Students 

were given and asked to take home and return a parent consent form. Of the 825 students 

enrolled in one of these math courses, 625 returned a signed consent form, 577 of these were 

given parental permission to participate in the study, and 562 of these completed a survey. 

Thirty-seven of these students did not have a 2000 standardized achievement data and were 

dropped from the study. 

Methods 

Measures 
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 The primary instrument used in this study was a self-report survey. Six initial items on 

this survey asked students to report their sex, ethnicity, age, grade level, math teacher, and the 

period of the day they took math. The remainder of the survey consisted of 89 Likert-styled 

items with a response scale ranging from 1 (strongly disagree) to 7 (strongly agree). The survey 

was divided into three sections: one that assessed students’ personal motivational beliefs, and 

attitudes, one that assessed students’ use of cognitive metacognitive strategies, and one that 

assessed students’ perceptions of their classroom.  

Results 

*See Appendix A4 

Conclusion 

 Results indicate that mastery structure and mastery orientation were related to adaptive 

outcomes in all areas. The patterns of relations for performance-approach goal structure, and for 

performance-approach and performance-avoidance goal orientations were less uniform across 

outcomes. The research suggested that students’ perception of the mastery goal structure of their 

classroom was related to the motivation, use of learning strategies, and achievement in large part 

through its association with students’ adoption of a mastery goal orientation. The evidence for 

the research did not seem to be very clear and supportive. In my research question I am looking 

at what characteristics and the roles of motivational attributes have on academic achievement, 

and the results are related to these attributes. Mastery structure and mastery orientation are some 

of the characteristics related to academic achievement. 

 Steinmayr and Spinath (2008) study examined to which extent different motivational 

concepts contribute to the prediction of school achievement among adolescent students 

independently from intelligence. The study was designed to explore the relative importance of 
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some of the most prominent motivational achievement constructs (achievement motives, goal 

orientations, ability self-concept, and values) in comparison to intelligence when predicting 

school achievement. 

Method 

 The sample was recruited from a German school preparing children for university. The 

school was located in a mid-sized town and the students can be considered as typical population 

of this type of school in Germany. The participants were 342 11th and 12th

Results 

 grade students, 204 

female, and 138 male, with a mean age of 16.94 years. Intelligence was measured with the 

Intelligence Structure Test. The test offers domain-specific intelligence assessment for the 

verbal, numeric, and figural abilities as well as an overall intelligence score. Achievement 

motives were assessed using two different instruments. The Achievement Motives Scale 

concentrating on affective experiences or associations in achievement situations divided into 

“hope for success” and “fear of failure”. The two subscales are measured by 14 items each. The 

second measure of achievement motives is the Personality Research Form on need for 

achievement. The Personality Research Form has a stronger focus on thoughts and behaviors 

associated with high need for achievement than on emotions. The Personality Research Form 

scale consists of 16 items measuring an individual’s tendency to be ambitious, and determined. 

*See Appendix A5 

Conclusion 

 Results of the study emphasize the importance of motivation in school contexts. The 

motivational constructs contributed to the prediction of school success beyond intelligence. 

Motivational constructs nearly explained as much variance in general school performance as 
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intelligence. The research demonstrated that motivation is a predictor of school performance. 

Some motivational constructs did predict school performance independently from prior school 

performance and intelligence. The study answers the research question because the results 

showed motivation has an impact on academic achievement. The problem I have with the study 

is the researchers do not give more background into the academic performance of the 342 

participants. It is not clear if they took the top students for the study or if there was some 

diversity academically among the participants. 

Ames and Archer (1988) studied how specific motivational processes are related to the 

salience of mastery and performance goals in actual classroom settings. They asked the 

following questions: Do mastery and performance goal constructs differentiate students’ 

perceptions of their classroom experiences? How are students’ perceptions of the classroom 

goals related to their task choices, attitudes, and beliefs about the causes of success or failure? 

How do students’ perceptions of classroom goals relate to their selection and use of effective 

learning strategies? 

Method 

One hundred seventy-six students (91 boys and 85 girls) attending a high school for 

academically advanced students were randomly selected from one of their classes and responded 

to a questionnaire on their perceptions of the classroom goal orientation, use of effective learning 

strategies, task choices, attitudes, and causal attributions. Approximately 4-6 students were 

randomly selected from each English, math, science, and social studies class offered in the 

spring. Students responded to all questions for the one class from which they were selected. 

Instruments 
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 Goal orientation. This set of items was designed to assess students’ perceptions of the 

mastery and performance dimensions of classroom goal structure. A factor analysis on the total 

item sample yielded a two-factor solution that confirmed a prior classification of items into 

Mastery and Performance Goal categories. Questionnaire items were prefaced with the heading 

“In this class,” and students rated each item on a 5-point Likert scale ranging from strongly 

disagree (1) to strongly agree (5). 

 Learning strategies. Students’ reported uses of information processing, self-planning, and 

self-monitoring strategies were assessed with 15 items adapted from the 90-item Learning and 

Study Strategy Inventory. The items on the scale were prefaced with “In this class,” and students 

rated each item on a 5-point scale. 

 Task challenge. Two questions were used to assess students’ preferences for challenging 

versus easy tasks. On 5-point scale students were asked to indicate the likelihood of their 

choosing two types of projects for that class. 

 Attitude toward class. A single question was used to assess student attitude on a 5-point 

scale. 

 Causal attribution. Students were asked two sets of attribution questions related to when 

they did well and not very well in class. For each set, students rated the importance of ability, 

effort, strategy, the task, and the teacher as reasons for their performance. 

 Perceived ability. Students were asked to rate their ability in that subject matter on a 5-

point scale. 

Results 

*See Appendix A6 

Conclusion 
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Ames and Archer (1988) found that mastery and performance goals provide a meaningful 

way of differentiating students’ perceptions of the classroom-learning environment. Students’ 

perceptions of mastery and performance goals showed different patterns of relation with learning 

strategies, preference for challenging tasks, attitude toward the class, and beliefs about the causes 

of success and failure. The consistent pattern of findings across a number of discrete variables 

suggest that a mastery goal orientation may foster a way of thinking that is necessary to sustain 

student involvement in learning as well as increase the likelihood students will pursue tasks that 

foster increments in learning. The results showed that students’ perceptions of classroom climate 

were related to specific motivational variables that have significant implications for the 

development of self-regulated learning as well as long-term involvement and interest in learning. 

This study relates to the research question because the results show mastery and performance 

goals increased students’ learning. The one problem I have with the study is the students were 

chosen from an academically advanced high school which may have skewed the data. 

Achievement goal theory has been linked to adaptive signs of achievement motivation, 

including students’ choice of activities, their effort within those activities, and their persistence at 

those activities. Achievement goal theory also has been used to understand maladaptive forms of 

motivational engagement. “A large body of research has demonstrated the validity of using 

achievement goal theory to understand and promote adaptive beliefs about learning in the 

classroom. Specific research associated with this theory suggests the ideal learning environments 

should be characterized by mastery goal orientations” (Pintrich, 2003, p.671). Learning 

environments that emphasize these goals encourage students to set self-standards for 

performance, to view the development of new skills as a necessary outcome of the learning task, 

and to accept, and persist in, challenging learning situations (Ames, 1992). Students who adopt 
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mastery goals approach learning situations with a focus on understanding material, not simply 

reaching an outcome, as students with performance goals do in learning situations. A focus on 

mastering material invokes adaptive learning strategies that aid students in persisting and 

completing tasks.  

 Self-Determination Theory 

When individuals are intrinsically motivated, they engage in an activity because they are 

interested in and enjoy the activity. When extrinsically motivated, individuals engage in 

activities for instrumental or other reasons, such as receiving a reward. Extrinsic incentives and 

pressures can undermine motivation to perform even inherently interesting activities. “Self-

determination theory has been quite useful for understanding students’ optimal functioning in 

school by studying motivation in a multidimensional fashion. Self-determination theory 

proposed three categories of motivation that lie on a continuum of self-determination, 

autonomous regulation (acting out of choice and pleasure), controlled regulation (acting for 

reward, behaving to avoid punishment, or trying to avoid feelings of guilt), and amotivation (lack 

of autonomous and controlled regulation)” (Ratelle, Guay, Vallerand, Larose, & Senecal, 2007, 

p. 734).  

Legault, Pelletier, and Green-Demers performed three studies on academic amotivation. 

The first two studies primary focus was on ability beliefs, effort beliefs, characteristics of the 

task, and value placed on the task. The third study focused on self-reported performance, 

problematic academic behaviors, academic self-esteem, and intention to dropout.  

Study 1 

Method 
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In study 1 data were collected from 351 high school students in the Ottawa-Gatineau 

region. Students were aged 12-18 years, with a mean average of 14 years. Students’ self-reported 

grade point averagewas 73.8%. The sample included 182 girls, 165 boys, and 4 who did not 

report their gender. Students completed questionnaires at school, during class time.  

Measure: Academic Amotivation 

The principle measure of interest ascertains students’ reasons for not wanting to study or 

do their homework. This measure was generated by a panel of motivation experts to reflect and 

measure the four proposed dimensions of academic amotivation: Ability Beliefs, Effort Beliefs, 

Characteristics of the Academic Task, and Value Placed on the Task. Students were first asked 

how often they experienced a lack of motivation to study or do school work. Then, they were 

asked to rate, from 1 to 7 on a Likert-type scale, the degree to which each statement 

corresponded with their reasons for not wanting to study or do school work.  

Results 

*See Appendix A7 

Study 2 

Method 

Study 2 consisted of 349 high school students from various high schools in the Ottawa-

Gatineau region (57 boys, 290 girls, and 2 who did not report their gender). Students ranged in 

age from 12 to 18 years, with a mean age of 14.6 years. Self-reported academic average was 

76.5%. Students filled out questionnaires at school during class time.  

Measures 

Academic amotivation. Students rated the 16 items that were retained from study 1.  
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Academic motivation. Academic Motivation Scale was used to examine whether four 

types of academic amotivation could be distinguished from motivational constructs. The 

Academic Scale is composed of five subscales designed to assess students’ intrinsic motivation, 

and extrinsic motivation by identified, introjected, and external regulation, and general 

motivation.  

Self-reported behavioral and psychological measures. In order to obtain associations 

between types of amotivation and theoretically related behavioral constructs, we asked students 

to report their academic performance, the amount of time they spent per week studying or doing 

schoolwork, and their intention to drop out of high school. 

Results 

*See Appendix A8 

 

Study 3 

Method 

Study 3 investigated relationships between the interpersonal support provided by parents, 

teachers, and friends. Study 3 sought to assess the interrelations between the three forms of 

interpersonal support derived from autonomy support, provision of useful information, and 

interpersonal affiliation furnished by parents, teachers, and friends. Study 3 consisted of 741 

students (375 girls, 361 boys, and 5 who did not indicate their gender) from Francophone High 

School in the Ottawa-Gatineau region. Students ranged in age from 12 to 19 years, with a mean 

age of 14 years. Students’ self-reported academic average was 75.6%. Participants were asked to 

fill out a two-part questionnaire package at school, during class time, which took them 30 

minutes to complete. 
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Measures 

 Academic amotivation. The finalized 16-item AAI was used to ascertain students’ level 

of academic amotivation. 

 Interpersonal style-support. Social antecedents of academic amotivation were assessed 

using the Interpersonal Behavior Scale. The Interpersonal Behavior Scale measured perceived 

autonomy support, perceived interpersonal affiliation, as well as perceived provision of 

information from people within the individual’s social milieu. Items were rated on a 7-point 

Likert scale. 

 Academic consequences. The academic amotivation model included four consequences. 

First, performance was measured using three items designed for the study. Second, problem 

behaviors were evaluated by asking participants to report the number of hours spent studying and 

doing homework every week as well as how frequently they were late for class, and how 

frequently they skipped class. Academic self-esteem was assessed using an adaptive form of 

Rosenberg Self-Esteem Scale. Finally, intention to drop out was evaluated using three items that 

were adopted from Vallerand and colleagues. 

Results 

*See Appendix A9 

Conclusion 

Findings from Studies 1, 2, and 3 provide convincing evidence for the multidimensional 

nature of academic amotivation. Results from exploratory factor analyses, and questionnaires 

indicate students are amotivated in school for four different classes of reasons: their ability 

beliefs, effort beliefs, value placed on academic tasks, and characteristics of the academic tasks. 

Correlations among the four academic amotivation factors also support the proposed taxonomy. 
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In all three studies, moderate interfactor correlations suggest the four subtypes of amotivation are 

components of the same higher order factor yet still retain a respective amount of unique 

variance. Finally, amotivational dimensions displayed satisfactory reliability in all three studies. 

The importance of this research rests in the fact that motivation, or the lack thereof, precedes and 

predicts academic behavior. Researchers have identified motivational orientation as a reliable 

and accurate predictor of school success and failure, which relates to the research question. 
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Chapter 3: Results and Analysis Relative to the Problem 

Motivational Theory. Researchers have identified several major factors influencing motivation 

and academic achievement. A number of psychological, social, and academic benefits are 

associated with incremental levels of adaptive motivation (Gilman & Anderman, 2006). The 

large relationship between motivation/self-regulation and academic self-efficacy is consistent 

with the notion that confidence in one’s ability to succeed at a task provides essential cognitive 

motivation for one to attempt the task in the first place (Suldo, Shaffer, & Shaunessy, 2008). 

Perceived ability and valuing most strongly predicted learning and future goals, which most 

strongly predicted motivation. The research showed that achievement is related to students’ 

perceptions of their academic abilities, feelings of belonging to and pride in their school, and 

perceived relationships with teachers. The desire to set goals and regulate behavior to work 

toward and maintain those goals is also related to achievement. 

Achievement Goal Theory. The researchers agreed that students who adopt performance goals 

tend to use social comparison standards to ensure that they did better than others. The findings 

offer the first evidence that mastery goals are positively associated with students’ tendency to 

engage in social comparison, even after controlling for both performance-approach and 

performance-avoidance goals. Social comparison can in turn increase motivation, and academic 

achievement. Students’ perceptions of mastery and performance goals showed different patterns 

of relation with learning strategies, preference for challenging tasks, attitude toward the class, 

and beliefs about the causes of success and failure (Ames & Archer, 1988). The research 

demonstrated that motivation is a predictor of school performance. 

Self-Determination Theory. Researchers have identified motivational orientation as a reliable and 

accurate predictor of school success and failure. Students who believe that they are neither smart 



Motivational Attributes 
 

25 

nor capable of exerting effort are those students who are most detached from school (Legault, 

Green-Demers, & Pelletier, 2006). Beliefs about competence and efficacy influence 

achievement, performance, choice of school tasks, academic goals, amount of effort exerted, 

types of cognitive strategies used, as well as self-worth. Self-determined motivation has been 

associated with various positive outcomes, such as greater cognitive flexibility, conceptual 

understanding, active information processing, and better academic performance. In academic 

amotivation students show boredom, poor concentration in class, poor psychosocial adjustment 

to college, higher perceived stress at school and while studying, and high school dropout 

(Legault, Green-Demers, & Pelletier, 2006). 
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Chapter IV Recommendations and Conclusion 

Recommendation 

 Motivation plays an important role as to why some students attain educational outcomes, 

while other students do not. “Student motivation influences critical school-related outcomes, 

including, attention, effort, goals, work quality, behavior, well-being, test scores, grades, and 

school completion” (Hardre, & Sullivan, 2007, p.471). Hardre and Sullivan (2008) determined 

“motivational outcomes strongly predicted grade in class, and perceived ability and valuing most 

strongly predicted learning and future goals” (p. 471). Educators need to keep their students 

motivated, and self-perceptions high in order to achieve educational outcomes. The large 

relationship between motivation/self-regulation and academic self-efficacy is consistent with the 

notion that confidence in one’s ability to succeed at a task provides essential cognitive 

motivation for one to attempt the task in the first place. Students who feel they can not perform a 

task, or reach a performance goal will not attempt to achieve the performance goal. Legault, 

Green-Demers, and Pelletier (2006) found that students who believe they are neither smart nor 

capable of exerting effort are those students who are most detached from school. In the era of the 

Michigan Merit Curriculum if a student is detached from school, and is not motivated they will 

fall behind the new rigorous curriculum and drop out of school. With the new more vigorous 

curriculum established by lawmaker’s students can not afford to fall behind. Falling behind 

would mean less electives to choose from, and possibly night or summer school to catch up. How 

do we increase our student’s motivation, and self-perceptions? Ames and Archer (1988) found 

that mastery and performance goals provide a meaningful way of differentiating students’ 

perceptions of the classroom-learning environment. Students’ perceptions of mastery and 

performance goals showed different patterns of relation with learning strategies, preference for 
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challenging tasks, attitude toward the class, and beliefs about the causes of success and failure. 

The consistent pattern of findings across a number of discrete variables suggest that a mastery 

goal orientation may foster a way of thinking that is necessary to sustain student involvement in 

learning as well as increase the likelihood students will pursue tasks that foster increments in 

learning.  

Areas for Further Research 

Future research should include a wide demographic area. The research should include the 

entire school system in the state of Michigan. The study could be done through the Department 

of Education in the Michigan Merit Exam taken by juniors. At the end of the exam would be a 

questionnaire students would answer using a 7-point Likert type scale. Students rate their 

agreement from 1 (strongly disagree) to 7 (strongly agree). The data would be analyzed and 

broken down by Intermediate School Districts. Each Intermediate School District would receive 

the mean and standard deviation for each question. The purpose of the study would be to 

determine the motivation of students’, perceptions of the classroom goals related to their task 

choices, attitudes, and beliefs about the causes of success or failure, and how students’ 

perceptions of classroom goals relate to their selection and use of effective learning strategies.  

 

Conclusion 

How do we get our students to focus on learning? This question plagues many instructors in both 

higher and k-12 education as they struggle with how best to design learning environments in 

which students become confident learners and gain content knowledge and an appreciation for 

the learning process. Motivation is fundamental to successful learning in general education 

programs. By focusing on individuals’ beliefs, values, and goals, motivation researchers have 
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learned much about the reasons why individuals choose to engage or disengage in different 

activities, and how individuals’ beliefs, values, and goals relate to their achievement behaviors. 

The focus on beliefs, values, and goal constructs has led to important advances in the field of 

motivation and student attributes. How to foster motivation to learn remains a hotly contested 

issue.  
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Appendix A1 

 

Table 1 

Zero-order correlations relevant to individual student differences, environment perceptions, 

motivational outcomes and achievement and future-orientated outcomes 

Self perceptions  Achievement goals Environment Motivation Outcomes 
 
 GPA Val Exp PAb LnG PAp PAv FuG TSE PSE Eng Inv Grd FiS 
GPA               
Val .23*              
Exp .61* .43*             
PAb .33* .37* .45*            
LnG .24* .64* .38* .48*           
Pap .16* .18** .37* .27* .32*          
PAv -.19* -.09 -.13 -.41 -.07 .32*         
FuG .23* .64* .36* .36* .68* .21* -.09        
TSE .13* .40* .21* .46* .49* .10* -.19 .35*       
PSE .09 .15* .12* .07 .16* -.01 -.14 .10 .30*      
Eng .19* .54* .32* .59* .60* .20* -.21 .45* .60* .25*     
Inv .30* .57* .41* .45* .67* .24* -.17 .51* .48* .24* .58*    
Grd .58* .31* .50* .59* .39* .23* -.23 .32* .35* .13* .46* .42*   
FiS .30* .39* .42* .33* .34* .12* -.19 .32* .23* .09 .31* .32* .29*  
PsE .32* .25* .37* .19* .20* .04 -.14 .20* .12* .10 .19* .22* .24* .30* 
Notes: GPA= grade point average; Val = value; Exp = expectations; PAb = perceived ability; 

LnG = learning goal; Pap = performance approach; PAv = performance avoidance; FuG = future 

goals; TSE = teacher supportive environment; PSE = peer supportive environment; Eng = 

engagement; Inv = investment; Grd = grade in class; Fis = Finish school 
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Appendix A2 

Table 2 

Correlations and descriptive statistics of the variables in the study 
 1 2 3 4 5 6 7 8 9 10 11 12 1

3 
Mean S.D. 

1. L.C.              52.56 12.19 

2. S.A. .66** -            50.82 11.91 

3. I.M. -.15** -.19** -           40.96 4.27 

4. Dep. .73** .77** -.20** -          50.10 12.13 

5. Anx. 
 

.58** .67** -.09* .66** -         51.36 12.67 

6. Social 
stress 

.69** .68** -.17** .80** .68** -        50.08 12.48 

7. Int. Rel. -.47** -.55** .18** -.60** -.46** -.77** -       51.52 10.82 

8. Self-
esteem 

-.57** -.68** .22** -.78** -.66** -.73** .60** -      47.43 12.63 

9. Global 
L.S. 

-.66** -.66** .22** -.79** -.56** -.68** .50** .71** -     4.21 1.20 

10. 
Friends 
L.S. 

-.38** -.40** .23** -.45** -.35** -.56** .55** .43** .44** -    5.20 .76 

11. Family 
L.S. 

-.61** -.46** .28** -.56** -.36** -.48** .29** .47** .66** .33** -   4.19 1.24 

12. School 
Bel. 

-.58** -.62** .27** -.65** -.50** -.67** .62** .59** .64** .54** .53** -  3.52 .77 

13. GPA -.32** -.50** .09* -.35** -.14** -.23** .23** .23** .36** .21** .25** .35*
* 

 2.80 .79 

L.C. = locus of control, S.A. = sense of inadequacy, intrinsic motivation, Dep. = depression, 

Anx. = anxiety, Int Rel. =  interpersonal relations, L.S. = life satisfaction, School Bel. = school 

belongingness, GPA = grade point average 

* p < .05., ** p < .01. 
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Appendix A3 

Table 3 

Mean SAAS-R Scores by Achievement Group 
 

  Low 
Achievement 

(n = 34) 

 Average 
Achievement 

(n = 161) 

 High 
Achievement 

(n = 118) 

 

SAAS-R Scale M SD M SD M SD N2 

Academic Self-Perception 4.53a 1.10 5.27b 0.95 5.69c 0.81 .13 

Attitudes Toward Teachers 4.08a 1.26 4.81b 1.18 5.10b 0.99 .07 

Attitudes Toward School 4.35a 1.41 4.99b 1.47 5.59c 1.10 .08 

Goal Valuation 5.77a 0.99 6.38b 0.80 6.66c 0.49 .12 

Motivation/Self-Regulation 4.28a 1.10 5.08b 1.12 5.52c 0.92 .11 

 
Note. Group standard deviations are contained in parentheses. Significant differences between 
group means are indicated by different letters. 
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Appendix A4 

Table 4 

Means, Standard Deviations, and Pearson Correlations Among the Motivation, Cognition, and 

Achievement Variables 

Variable 

 

M SD 1 2 3 4 5 6 7 8 9 10 11 12 13 14 

Classroom 

Environment 

                

1 .Mastery 

structure 

4.56 1.03 - .02 .48 .05 -.14 .26 .35 .29 .29 -.26 .42 .39 .17 .04 

 2. Performance 

approach 

structure 

4.32 1.27  __ .06 .35 .28 -.01 .02 .04 -.15 .16 .11 .13 .04 .06 

Motivational 

beliefs 

                

3. Mastery 

orientation 

4.39 1.24   __ .15 -.24 .53 .66 .47 .49 -.48 .52 .53 .34 .12 

4. Performance 

approach 

orientation 

3.26 1.04    __ .32 .20 .13 .13 .04 -.03 .12 .12 .23 .13 

5.Performance 

avoidance 

orientation 

3.21 1.35     __ -.24 -.29 -.13 -.29 .31 -.07 -.10 -.13 -.11 

6. Self-efficacy 5.07 1.20      __ .52 .29 .52 -.44 .20 .23 .51 .25 

Motivational 

engagement 

                

7. Choice 4.61 1.49       __ .46 .43 -.47 .33 .40 .38 .24 

8. Effort 4.88 1.30        __ .58 -.56 .36 .41 .40 .20 

9. Persistence 4.35 1.44         __ -.70 .21 .29 .45 .17 

10. 

Procrastination 

3.67 1.55          __ -.30 -.34 -.40 -.07 

Learning                 
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Strategies 

11. Cognitive 

strategies 

3.71 1.19           __ .74 .11 .03 

12. 

Metacognitive 

strategies 

4.13 1.06            __ .21 .08 

Achievement                 

13. Course grade 85.78 7.26             __ .46 

14. Standardized 

achievement 

88.17 4.45              __ 

Note. N = 525. For absolute value of r > .09. p < .05. Course grade results are values before 

standardization. 
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Appendix A5 

Table 5 

Means (M), standard deviations (SD), internal consistencies ~, and intercorrelations among all 

predictors 

 Descri ptives  Inter Corre lations           

 ______

___ 

____ ___

_ 

             

 M SD ~ NI G MASP GASP MV GV HoS FoF PRF LG PAG PAV WAG 

____ ______

____ 

____ ___ ___ ___ ___ ___ ___ ___ ___ ___ ___ ___ ___ ___  

Intelligence                 

Verbal 103.7 9.63 .73 .29 .64 .11 .01 .06 .06 .11 -.15 .00 .04 -.02 .05 .17 

Numeric 

(NI) 

103.2 9.23 .90  .82 .54 -.21 .38 -.15 .22 -.18 .09 -.05 .05 .04 .13 

General 

(G) 

103.6 9.57 .90   .48 -.17 .33 -.19 .22 -.23 .06 -.02 .01 .02 .16 

Ability self-

perception 

                

Math 

(MASP) 

3.12 1.02 .95    -.43 .81 -.25 .31 -.30 .21 .02 -.03 .00 .01 

German 

(GASP) 

3.70 .75 .90     -.37 .55 .05 .01 .11 .15 .16 -.03 -.13 

Values                 

Math 

(MV) 

3.22 .97 .79      -.12 .34 -.23 .34 .20 .07 .04 -.09 

German 

(GV) 

3.73 .78 .75       .08 .02 .18 .29 .10 -.01 -.25 

Achievement 

motives 

                

Hope for 

success 

(HoS) 

2.62 .58 .85        -.34 .54 .38 .17 -.10 -.26 
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Fear of 

Failure 

(FoF) 

1.70 .60 .88         -.23 -.09 .05 .37 .21 

Need for 

Achieve

ment 

(PRF) 

2.67 .34 .78          .39 .22 -.07 -.43 

Goals                 

Learning 

(LG) 

50.99 8.56 .78           .30 -.05 -.35 

Performan

ce-

approach 

49.13 9.12 .81            .55 .14 

Performan

ce-

avoidance 

49.43 9.88 .88             .43 

Work-

avoidance 

48.78 9.19 .88              

Notes. N = 342; The intelligence test was standardized with M = 100 and SD = 10 and the goal 

orientation scales with M = 50 and SD = 10. The achievement motives scales range from 1 to 4; 

and all other scales range from 1 to 5 with 1 indicating lower ability perceptions and values. 

Correlations > .11, p < .05; correlations > .14, p < .01. 
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Appendix A6 

Table 6 

Zero-Order Correlations Between Perceived Goals and Self-Related Measures 
Measure Mastery Performance 

Learning Strategies .49*** .12 

Attitude toward class .63*** -.14* 

Task challenge  .34*** -.09 

Self-competence .07 -.13* 

Causes of success   

Ability .11 -.09 

Effort .37*** -.14* 

Strategy .22** .24*** 

Task ease -.23** -.06 

Teacher .47*** .01 

Causes of failure   

Ability -.01 .21*** 

Effort .11 .00 

Strategy .09 .16* 

Task difficulty -.04 .29*** 

Teacher -.29*** .12 

• P < .05. ** p < .01. *** p < .001. 
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Appendix A7 

Table 7 

Dimensions of Academic Amotivation 
Item Value of 

task 

Ability 

beliefs 

Task 

characteristics 

Effort 

beliefs 

Because, for me, school holds no interest. .92 -.09 .02 .00 

Because studying is not valuable to me. .88 -.02 .08 -.06 

Because I have no good reason to study, .73 .05 -.03 .08 

Because studying is not important to me. .66 .05 .05 -.06 

Because I don’t have what it takes to do well in-school. -.05 .98 .09 -.14 

Because I don’t have the knowledge required to succeed in 

school. 

.00 .79 .01 -.06 

Because I’m not good at school. .02 .67 -.06 .22 

Because the tasks demanded of me surpass my abilities. .02 .65 -.01 .09 

Because I find that studying is boring. .04 .06 .85 -.02 

I don’t like studying. .03 -.01 .85 -.01 

Because I have the impression that it’s always the same 

thing everyday. 

.26 .08 .57 -.03 

Because my schoolwork is not stimulating. .26 -.07 .40 .27 

Because I’m a bit lazy. -.10 .02 .44 .50 

Because I’m not energetic enough. .07 .19 -.21 .48 

Because I can’t seem to invest the effort that is required. .24 .27 .00 .45 

Because I don’t have the energy to study. .20 .31 -.06 .36 

________________________________________ ______ ______ _______ ________ 

Eigenvalues 7.12 2.35 1.23 0.79 

Percentage of variance explained 44.50% 14.68% 7.69% 4.9% 

Correlation among factors     
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Value of task ___    

Ability beliefs .40 ____   

Task characteristics .61 .25 ____  

Effort beliefs .36 .49 .41 ____ 
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Appendix A8 

Table 8 

Correlations Among Academic Amotivation Factors and Related Constructs 
Construct Value of task Ability beliefs Task characteristics Effort beliefs 

________________ __________ __________ _______________ _________ 

 Self-reported behavioral constructs  

Performance -.12* -.42*** -.13* -.15** 

Time spent studying -.33*** -.18** -.27*** -.23*** 

Intention to drop out .46*** .36*** .35*** .27*** 

________________ ___________ ____________ ______________ __________ 

 Self-reported psychological constructs  

Academic self-esteem -.15** -.46*** -.19*** -.21*** 

Lack of academic interest .43***  .50*** .42*** .60*** 

Academic anxiety .06 .30*** .10 .24** 

Indifference about academics .41*** .04 .24** .32*** 

• p < .05. ** p < .005. *** p < .001. 
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Appendix A9 

Table 9 

Structural Equation Models: Invariance of Regression Coefficients Among Latent Constructs 

Across Support Groups 

Social antecedents and academic motivation 
Model 1: teachers    Model2: Parents  Model 3: Friends  

Amotivation subtype comp Aff R2 Comp Aff R2 Comp Aff R2 

_______________ _____ ___ ___
_ 

______ ____ ____ ______ ______ ___ 

 Value of task  -.31 .10  -.52 .22  -.31 .10 

Ability beliefs .18  .03  -.30 .07  -.23 .05 

Task characteristics -.22  .05 -.16 -.19 .11  -.34 .12 

Effort beliefs -.24  .06 -.21 -.11 .10  -.21 .05 

 
Academic amotivation and its consequences 

Consequences Value Ability Task Effort R2 

______________ _______ __________ ___________ __________ ___________ 

Performance  -.39  -.34 .47 

Problem behaviors .21  .17 .38 .43 

Academic self-esteem  -.65   .42 

Intention to drop .49 .28   .46 

 


