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Since motivation often rested on the student and his
self-perceptions, this field study was designed to determine
the possible effects of student selection of short stories
on students' levels of motivation, their academic perfor-
mance, and their retention of knowledge. Thus, three re-
lated hypotheses were tested: (1) did student selection of
short stories create a more pronounced level of student mo-
tivation; (2) did student selection yield significant dif-
ferences in the students' academic performance; and (3) did
student selection yield significant differences in their
retention of knowledge.

To draw conclusions relative to the hypotheses, four

homogeneous groups of English II students at Todd County

used in this gquasi-experimental non-equivalent control-
group design. A five-day short story unit was utilized with
Groups I and III studying stories of student choice, Group
IT functioning as a control and studying stories based on

this researcher's preferences, and Group IV studying ones

chosen randomly by the researcher.
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checklist was also used in order to draw conclusions about
the possible effects of student selection on students as
Perceived by the researcher. To secure data relating to

student performance and retention of knowledge, objective-
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Y ' sed 2t the end of the unit and then five
weeKs later. The same test was used both times, yet no stu-
dent review of any type was provided for the second test.
est for Independent Samples was then used with both
tests' results to determine if significant differences in
mean scores occurred.

In relation to the three hypotheses tested, data
collected did not support that student selection yielded in-
creased levels of motivation within the students themselves
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or as perceived by the researcher. urthermore, the vari-
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election did not reveal signi

ferences in the academic performance of students at the

close of the unit or in their retention of knowledge when
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Knowledge. Thus, even though no significant group differ-
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in subject matter selection and to be involved 1n decision-
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Chapter 1
NATURE OF THE STUDY

Most people have found that motivation to achileve a

oal existed in a much stronger form when that motivation

(s}

ged from within the individual. This often was the sit-
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uation, and many examples could be cited to support this
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D

idea. The story of Glenn Cunningham's mastering the use of
nis scarred legs after a2lmost all hope had vanished served
as one illustration for others to overcome physical weak-
nesses. The more familiar story of Franklin Roosevelt's
conquering a similar hardship also reinforced this concept
of internal motivation inspiring others to succeed.

Thus, many have concluded that the most significant

difference between these persons' successes and others'

res in comparable situations centered on their atti-

)
8]
}J.
}_J
&

tudes. The American writer Ralph Waldo Emerson earlier
stated, "“Nothing great was ever achieved without enthu-
siasm."” Naturally, the greatness attached to any goal var-
ied; however, to accomplish any goal, a person must have

possessed motivation. Whether that motivation emerged from

the individual or from without, it had to be present
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since all three groups have been involved in the education
of all students, including those who possessed higher lev-
els of motivation to learn and obviously those who were
lacking in it. Naturally, these groups daily saw the re-

flection of motivation from students, and some students'

edge. 3adly enough, however, there were also those whose
titudes unknowingly betrayed their feelings of
boredom, disgust, or continued failure.

Obviously, the signs of motivation also appeared
within the classroom as many students reflected their per-
sonal types of motivation by disrupting others, by day-
dreaming, and many times by falling asleep during the class
period. Their lack of motivation was also mirrored in the
halls and rest rooms of schools and within the classrooms
themselves. Broken windows, abused school equipment, wall
and desk graffiti among many other acts all demonstrated
that students were not being motivated to learn, for their
expressions of motivation found other outlets and their own

of reward.

)

special form

0

No school has found itself immune from concern in
this area. The same problem hovers at Todd County Central
High School with teachers and administrators realizing that
many students have not been motivated to excel academically.
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To achieve, However, many others are wondering why and are
seeking answers that will better prepare them to cope witl
this instructional dilemma. Because of the magnitude and
importance of this problem, it is one that merits a detailed

study into the components of motivation, the fzctors that

&F

affect student motivation, and the needs that teachers must

consider as they strive to motivate all students tc learn.

Hypotheses

It became apparent then tThat one gquestion of much
interest to administrators, teachers, and parents would be:
does student motivation, performance, and retention of
knowledge increase when material studied is of the student's
choice. It seemed logical that the most relevant factor
in the area of motivation was the student himself. Since
it ultimately was the student who had the self-motivation
to learn or the one who had to be motivated to acquire
knowledge, it was reasonable to infer that the student was
the one who was the major determiner of his success or
failure within the classroom. It was likewise arguable
that a student who selected material to be studied or had
in some way partially determined what was studied would dis-

B N

play a more pronounced level of motivation than the one who

m o o | o | e s e =1 3 HEs s

Thus, this field study will test three related hy-
Ve o TE e w ¥ 2 RN . P ; -
potheses., <Ifirst, doces motivation displayed by a student te-



is of his choice. Secondly, will a student's academic per-
formance be significantly different when material studied

is student-selected. And thirdly, will a student's reten-
tlion of knowledge be significantly different when material

studied is selected by the individual student.
Procedure

In testing the hypotheses, three classes of English
II students at Todd County Central High School will be
studied. One class of 22 students will be divided into two
groups of 11 with care given to equalize the two as much
as reasonably possible. Two other classes each with 14 stu-
dents will also be involved in this study.

A brief five-day unit on short stories will be pre-
sented to these four groups. In the class composed of two
groups, one group will be allowed to select and study five
short stories recelving the majority of student votes. How-
ever, the other group within this class will serve as a
control group and will study five short stories based on

this researcher's preferences. The third group of 14 stu-

den

c‘l

s will also study five short stories selected by a ma-
jority of that class. The fourth group of 14 will be
assigned five short stories using the ones previously se-

lected randomly by thils cher
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also be used for the random
short stories. . All four groups will be administered an ob-

jective test over the stories studied by each group. Five

D

weeks later all four groups will be given the same tests
without any type of review to determine the students' reten-

tion of knowledge.

In drawing conclusions about the first hypothesis,
attitude and motivation checklists and questionnaires will
be used prior to the treatment to pinpoint existing levels

of motivation and attitudes toward English with comparisons

to be made from findings collected during the short story
unit. In concluding the performance and retention hypoth-
eses, differences in mean scores will be used to determine

if the test results reveal significant differences.

The three classes included in this study were se-
lected because of comparable abilities in reading and lan-
guage 3kills along with similar capabilities academically.
The students also share analogous soclo-economic backgrounds
with students basically being of the middle or lower class.
The students are also relatively alike 1n terms of motiva-
tion with most of the students being concerned mainly with
receiving either a C or a passing grade in English II; each

dents who show greater

=

group, however, does have a few st

concaern with doing their best. The four groups also have
students who are either repeating English II and/or have
already failed the first semester of the class. One above
average student involved in individual work will be omitted



-

rom this study because of the student's greater ability

Hy

and greater level of self-motivation. Two other studen
will be excluded because of their exceptionally low reading

abilities.



A purple-faced, wide-eyed witch painted on the door
commanded, “Trust Me!" The witch in'this case was Mel
Prowse, and the door opened into a sixth-grade classroom at
Mariemont Elementary School in suburban Sacramento, Cali-
fornia. Inside this room was an eye-boggling array of post-
ers, sculptures, stage coaches, and zombie motorcyclists
riding across a mural. Labeled “five-star” by a former stu-
dent, this classroom was one where student motivation was
paramount.1 Of course, all classrooms and all teachers
have not been as unigque as the ones described, yet many ad-
ministrators, teachers, and parents have been greatly con-
cerned with changing, increasing, or improving the levels of
metivation of students, particularly of those of high school

tude that school had become

(S8
(V)

age who offten expressed the att

a constant drag.

Definitions of Motivation

Motivation was defined as the practical art of us-

g incentives and arousing interest for the purpose of

N\ v <r ~ ~+ ~ N ~ 5 (3 <7 m Y - T A~ =~
Nnancy Nesterburg, Alds Give lhnelr Classroom a
p HURE = W CO T s e I 2 - co - 4 -
¥%%%% Rating,"” Learning. 4:56-57, 59, December, 1975.



causing a student to perform in a desired way. Others

added that it involved the art of choosing study materials
and presenting them in such a way that they appealed to the

students’ interest and caused them to work willingly until
a task was completed. In addition to these definitions,
many stated that motivation to learn in school included that
which gave direction and intensity to a student's behavior
in a school situation.2

Of great importance was the concept that motivation
was a generalized state of tension that tended to increase
all responses; thus, when a human was in a highly motivated
condition, he was more active, ran faster, and jumped with
greater vigor.3 It should also be remembered that the level
of motivation was not permanent; however, it did not change
much except over extended periods of time. This point was
particularly significant and worked both in a positive and
negative way. It was particularly beneficial when a stu-
dent had a teacher who lacked enthusiasm, for it became dif-
ficult for that teacher to quickly dull a positively moti-

ted student's desire to learn.

much of it was bad, and obviously too little was

Jack Frymier, Motivation and Learning in School
(Bloomington, Indiana: The Phi Delta Kappa Educational
FPoundation, 1974), pp. 5-6, 16.

P |

“Eva D. Ferguson, Motivation: An Experimental Ap-
proach (New York: Holt, Rinehart, % Wirnston, 1975), D. 67,
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According to one teacher, motivation cccurred
when a student knew that the teacher was interested and
cared. In addition to the teacher's caring, motivation in-

volved building relationships among the students so that

N

they also became caring of one another.-

The Importance of Motivation

The importance of student motivation within the
classroom was greatly emphasized. Marilyn Van Derbur, a
former Miss America and a motivation specialist, stated the
greatest educational need today was that of motivation.

She also stressed the need for every school in the country
to have motivational mini-courses, faculty meetings, and
PTA meetings to reach every student, teacher, and parent.

Moreover, motivation of students was important be-
cause educators were guestioning why some students lost
their interest in learning after they entered school. By
the time students reached Jjunior high school, the average
level of motivation among girls was more positive than that

~

o g o " b
cf boys. It was also found that in general students

=) otivation Is a Matter
s © Learning. 3:30-31, Janusry, 1975.

7 2 % ™ NN A =+ S il oy ap [ TG A " m P
Marilyn Van Derbur, “Motivating Students,” Today's
—_ . - ~ ~ e 5 1 ~ J
pdiicaclon. 63:70, September-Cctober, 1974,
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less positive with the passage of time with approximately
ent of third grade students proud of their work com-

pared with 53 percent of eleventh graders.

The Significance of the Self-Image

The concept of motivation naturally revolved around
the student and his perceptions of himself. When a student
undertook a task, he set goals for himself based on his
perceptions of himself. Those achievement goals were viewed
in relation to others with whom the student made compari-
sons. If the student comparsd himself with a group that he
telieved did well, he set goals below their expected perfor-
mances. If the group was expected to be less skilled, his
goals were at about their performance level. If, however,
he had tried the task before, he set his goal slightly above
his average performance. Therefore, his success or failure
depended not on an absolute measure of performance but on

0
how his performance compared with hls level of asplration.
The significance of the self-image became even
clearer when looking at research that reconfirmed how power-

fully a student's mental outlook affected the outcome of
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11
1fe situations. Research conducted with two groups of col-
ege students established that students who were schooled
in the hopelessness of a first situation did not attempt to
resist in a second one where they could have succeeded.

This student group had self-imposed a sense of helplessness
upon themselves, and this led to their self-defeat. On the
other hand, a second group of students, who were previously
successful in their first situations, were found successful
in a second one. It was also established that the giving-up
attitude became more pronounced in the tenth grade since
many students had had several more years to verify the use-
lessness of trying.l1 This state of learned helplessness,

thus, led to persons low in achievement motivation perceiv-

ing that their effort did not affect their learning out-
12
comes.
It was also found that enthusiastic students gen-
erally tended to have a positive concept of themselves while

¢ ones tended to have negative self-concepts.
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those students from advantaged ones.

19 “ =1 "noaT s ! QA+
Albert Rosenfeld, Learning' to Give Up," Satur-
Reyri at ¢ VAR A+ s 2 ciryry
day Review. 4:36-37, September 3, 1977.
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fernard ANelher, ATTributlion Lheory, Achlevement
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Motivation, and the Educational Process,” Review of Educa-
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tional Research. %2:210, Sprinsg, 1972.
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According to one researcher, black students, espe-
cially those from poor families, gave up more easily than
white students of comparable economic status. White stu-
dents, unlike the black students involved in the research,

were found to stay with a problem longer and did not assume

that They could not solve one problem because they failed

!
~

in solving another, Another researcher concluded that

=

black students were handicapped with a lack of academic

motlvation because of their inadequate early reinforcement
el " 149 : .
of that effort. ” Moreover, girls were inadvertently pro-

grammed to feel more helpless about improving theilr situa-
tions, for teachers generally believed that girls, unlike

boys, already were doling their best since girls usually were
1

ON

e
¥}

neater, better behaved, and harder working.

What Motivation Does

Motivating conditions provided a means of control
over students' behavior that was of the greatest interest
and importance to parents, teachers, coaches, and others.
Ways in which student behavior was improved wvaried tremen-
dously with reported results of greater persistence in long

and arduous undertakings, deeper concentration, and better

ll l:
Ve P 2 27 . R ~4 A
rRosenfeld, D. J7. Welner, p. 210.
4 &
=¥ Oaaan®a] A 6] 37
LLd ST oA TALUyy ~e J s
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= s = =y = AT m' DA 9 AR A £ DeassF N 2y A A 5 T
Nilliam S. Ray, The Science of Psychology: An In-
o R e - = —=
troduction (New York “he MacMillan Company, 1964), p. 422.
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Almost all theories of motivation revolved around
the 1deas that motivation activated behavior or provided the
energy necessary for it. Secondly, motivation directed the
activated behavior toward a specified goal.18 Even though
Observations about people's behavior were made and facts
were gathered, 1t was never absolutely conclusive that all
the relevant details were collected. However, it was con-
cluded that people engaged in activities that appeared to
have a particular purpose or goal, and motivation was the
tendency to act to achieve a particular goal or state.19

The theory or idea of motivation clearly involved
three basic needs possessed by all humans--identity, stim-
ulation, and security. If students were secure, adequate,
and unthreatened, then they were more likely to reach out
and seek the unfamiliar. If, however, they were 1insecure,
afraid, and uncomfortable, they were more likely using their
energies conserving and defending what they were rather than
moving toward what they could become. And when they were
insecure and unstable, they were not usually reaching out
toward a world of unknown data.2

In all motivated behavior three essential elements

existed. The first of these was the events that caused a

18_. . . == = . " . .
Richard A. Kasschau, Psychology Exploring Behavior
(Englewood Cliffs, N. J.: Prentice-Hzll, Inc., 1980), P.
275
19 . ; 20
““McNeil, pp. 305-300. Frymier, pp. 10-11,
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need for the behavior to occur, and these were learned, in-

herited, or a combination of the two. The second important

element centered on the internal result which included a

drive or urgs, a purpose, or a motive. The third must was

the goal itself, and this often was referred to as an in-

centive. Consequently, in all motivated behavior all of
these elements were combined to help the individual achieve

. . o 23
a particular goal that he found significant.

The Cycle of Motivation

The operation of these three elements of motivated
behavior shared two significant traits. One of these re-
lated to the repetitive nature of the operation itself along
with the exactness of the operation with the events always
occurring in the same sequence. First in this cycle of mo-
tivation was the need itself, which was defined as an in-
ternal state motivating our behavior. In education, the
concern centered on learned goals which pulled students
toward them. Thus, the value of the goal itself became the
major motivating factor. Second in the cycle was the factor
of drive, an aroused state that deprived a student of the

goal object or provided the incentive necessary for him to
al

}_J

ne

D

ds created specific kinds of
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Next in the sequence was the response which was
lrected toward a specific goal object. Moreover, almost
all responses were learned. If the attempt to reach the
goal was successful, the next phase of motivation was the
reaction to the goal which varied according to the nature
of the goal. The final phase in this continuous cycle, be-
fore it started anew, was deprivation; this resulted when
the goal was either consumed, avoided, or escaped. However,
with the passage of time, the student once more became de-
orived, and this, of course, created more needs which had to
be fulfilled.22

Clearly, no one goal existed that insured success
for everyone, and several variables had to be considered
when viewing the goal-seeking behavior of others. One of
these was the individual's need for success coupled with the
appeal he had for the goal. Secondly, the distance that ex-
isted between the individual and his goal was also influ-
ential with incentive gradually increasing as the distance
between the two decreased. Another point to consider fo-

23

cused on the individual's expectation of success. Work
in the late 1970's emphasized that a person's own standards

of excellence affected toth the nature and the severity of

29
22 . & s s
Kasschau, pp. 277-279.
53
“Robert A. Goodale and others, Experiencing Psy-
chology (Chicago: Science Research Assoclates, Inc., 1978),
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ed. A fifth varilable to

&t

the tasks he personally selec

consider was the level of pride that the individual expected
- . ):
to receive from the accomplishment of that goal.”” 1In re-

lation to this, teachers had to help students realize that
they did not have to defeat someone else to achieve excel-
lence for themselves; instead, teachers had to stress that
effort was the most important motivational factor under the

nZ
. . 26
students' direct control.

Motivation and the Teacher

Teacher Concerns

W

Research repeatedly showed that motivation was

either affected by or was a function of the number, quality,

richness, intricacy, and complexity of stimulus material.
This was particularly important since all humans needed

stimulation. Those people who existed and functioned in a

rich and varied stimulus environment developed higher mental

W

bilities and their intelligence increased. Those who ex-

(o))

environment developed lower
27

isted in a stimulus-deprive

d

men<tal abilities and their 1intelligence suffer

D

o

Furthermore, student motivation was a function of

several variables--what resided within the student and what

/-’7 9—»
- Sy 2 iy = —
KRasgschau, pP. 295, Goodale, p. 125.
DA - - .
28 e . ~ T D e Y % 1 =
Steven Owen, Hd. P. Blount, and Henry Moscow, Edu-
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cational Psychology, An Introduction (Boston: Little, Brown
=vnA T AmTMAa At 1 Q7K - L k)
Alid v MLl NN & 0 S M LT
"
& f . -
‘Frymier, P. los



1Y
i 28

was a part of the external world that he encountered.
learly, students did not stay motivated by situations in
which they experienced more failure than success, nor was
motivation only affected by situations as they were but also
by things as students perceived and valued them and by the
way students saw themselves. Zvidence also suggested that
the way students felt about themselves and their abilities
to do school work was positively related to what they

thought others expected of ‘chem.z9

M

Teacher Characteristics

Because of their influcence, teachers needed to
first understand that they taught what they were and their

own self-concepts more than they taught subject matter. It

(1[8]

tive that teachers understand that anything
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sald or done within the classroom could significantly change
t's attitude about himself for better or for
worse. Because teachers were a source of feedback for

their students, they had to consider as important the thou-

sands and thousands of specific instructions, demands, re-
sponses, and reactions which were made regularly during the

31

day and often without much careful thought.
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Evidence also suggested that teachers who were warm,

cible, tolerant, interested in students, and possessed a
sense Of humor seemed better able to positively affect the

Tttitudes and learning of students more so than did teachers

I : 5 . ; 32
1n whom these personality traits were less evident.”

landers also considered it essential in classrooms in which
learning, motivation, and attitudes were superior for teach-
ers to provide spontaneously a range of roles varying from
fairly active, dominative supervision to a more reflective,
discriminating support. Those teachers found to be success-
ful were inclined to use the same instruction procedures and

33

interaction styles in a more or less rigid fashion. More-

over, teachers were encouraged to be democratic but give di-

rection and involve students in decision-making. Through

A i : . 34

these techniques, motivation was cultivated.
Other evidence suggested that when a teacher was

able to personalize his instruction he was inclined to be

more successful, particularly when motivating his students

to do better work. The use of personalized comments on stu-

dents' work was found to have a greater effect than letter

grades, and even a short, standard comment written on a pa-
per produced measurable achievement gains. Definitely,

25 ’2_ =

““Hamachek, p. 11. JBHama:hex, fe 12

3L } - -

““A., S, Alschuler, D. Tabor, and J. McIntyre,
"Teaching Achievement Motivation," Developing Motivation in
Young Children, ed. Stanley Coopersmith (San Francisco:
Albion Publishing Company, 1975), p. 229,
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those teachers who showed an active personal interest in
'

+ 3 ~ -
thelr students

work were also likely to be more successful
motivators than those teachers who were inclined to be im-
personal and distant.35
Teachers who were found superior in encouraging stu-
dent motivation and learning seemed to exhibit several other
important characteristics. First, they were willing to be
flexible in class as the situation demanded. They also saw
the world from the students' point of view and were willing
t0 expPeriment and try out new ideas in the classroom. In
addition, they possessed skills in asking questions and pos-
sessed knowledge in their subject area and related areas as

well. These teachers also had skill in establishing def-

(o o

nite examination procedures and were willing to provide

|._h

definite study helps for students.

Furthermore, these teachers also reflected an ap-
preciative attitude toward their students through smiles,
nods, and comments along with possessing an informal, easy,
and conversational manner in teaching.36 Such teachers did
not have to be the so-callsd fountains of knowledge who
sought only to impress themselves and those around them.
Instead, they were the type who willingly related to others,
37

ziving affectively as well as cognitively.

3 Sisq 5 _q 0 36, ol 7 &
Hamachek, pp. 13-14. Hamachek, p. 15.
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Gary Gilmore, "“Some MajJor Factors Influencing lNo-
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tivation: Implications for Educatlonal sSetting Events,
T 1 T I 1356:35, November, 1974
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Classroom Skills

Cf equal importance wi
vation was teacher methodology
no methodology was successful

vational factors--something to

learn and to try until he succeeded.

come interested in learning a
needed to quickly experience %
Thus, when a student learned t

feed back a correct answer,

more likely to continue to learn.

20

thin the area of student moti-
. According to Kleinert,
unless it had inherent moti-
move the student to want to
For the student to be-
new skill or new facts, he

he reward of being successful.

o perform a simple task or to

aven the low-achiever was much

38

Personal involvement of the student in the new topic

was another effective approach

dents resisted the chance to T

|__1

a self-test as long as they we

no grades were to be given. U

2

(=4

after learning experience be

gaining insight into his progr

39
strengthened.)/

m

ine use

well known for motivating high

competition was a stimulus to

+~ 3 & ~ > T4+, <+~
ditions were right. Students
- r P ) -— - -—
yet teachers nad to prevent st
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to gain motivation. Few stu-
ind out how well they did on
re going to be the judges and
sing these tests before and
tter assisted the student in

ess. Again, motivation was

of games and group competitiveness were also

/1
student interest. However,
achlevement only i1f the con-

naturally loved to compete,
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udents from facing frequent
& Mlasre By, TedSsmmdea W Tes il -
= N:LJD LU LY v /A LTy LS LEWE
1973

L7

s LT Ll



21
failure by controllij + ;+ 3 + 3 tuni
Iailure by controlling the competition to insure opportuni-

Closely related to games was problem-solving which
was focused on the individual rather than the group effort.
This provided opportunities for the student to compete indi-
vidually against a problem. To be motivational, the problem
presented had to be new to the student and simple enough for
o . bz | : » N o 5
him to at least attempt. Motivation also tended to im-
prove when the student was given the opportunity to pursue
. L. . 43
hls objectives by his own methods.

Emphasis also was given to the student's discovering
the answers he was seeking through the critical thinking

- : . . . Ly
method rather than by merely telling him particular facts.
The use of convergent or memory-type questions also had a
place in the classroom, yet teachers seriously hindered mo-

tivation and learning if they only encouraged convergent

rather than a combination of convergent and divergent or

- : Ls
thought-proveking questions. &

Perhaps the most common technique teachers used to

generate motivation with content material involved working
on an individuzal basis with each student. Interest was also
41— - B ¥+ 4 ~
Ivan Russell, Motivation (Dubuque, Iowa: Wm. C.
Brown Company FPublishers, 1971), p. 74.
L2 a3 = %
“Kleinert; P 90, “Ruagsell; T: ©5s
Ly .. - e mashal. . DA
llmore, D« JUs flgamacnen,; R« &£B.



aroused when students helped other students to learn.

(3]

urricula also needed to be designed so that students felt

elf-

o]

leasure by performing prescribed activities. Then

)

teaching was considered as the providing of opportunities
to allow for self-enhancement rather than resorting to mo-
tivating students through incentives, fear, or threats of

7

punishment.

Variety, often said to be the spice of life, also
stimulated motivation. Optimum levels of motivation and
learning seemed to be created through multisensory inputs.

Almost any student, even one who was unmotivated, derived

ome 1

()]

(0)]

; . . " 48
arning from a varled visual experience. The prac-

ot

ice of beginning a topic with a variety of intriguing

materials--books, objects, or games--also provided variety
o)

7/

and generated student curiosity in a new topic.
Moreover, teachers were encouraged to seek materials
that were relevant and to link new learnings with earlier
udent associations.SO The need also existed to develop
objectives out of student concerns rather than by limiting
ives to only subject matter concerns. Working to
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larify goals and stating objectives in behavioral terms

also helped students to learn. This was especially true
i

A

when the goals were acceptable to them.

4 ]
L:—‘ 117 D - 47:“:1 ro 21
f’JSSE_Lp jox . J;._'HO-\,, p- Wi &
Rl liNe
~+ O 4 elo) ~J-rq _ =
Russell, p. co. Kleinert,; b. 90.

L a1

(@)
-~
l_)
L
},4.
)
D
kS
ct
¥
0O
(@]

N



2

Research likewise confirmed that learning should
be appropriately spaced and not "crammed"” to encourage and
maintain high student motivation. In addition, nothing sti-
fled student motivation more than for students to wait two
Or three weeks to get an examination or paper back. Ac-
cordingly, students were more likely to remain at a higher
level of motivation if they were given information about
their performances as quickly as possible and with a per-
sonal comment or two attached to each paper or test.52

Most common among the social motives were the human
needs to be accepted, approved, and recognized. Showing a
student that a teacher knew and valued him as an individual
was also achieved by a word of praise, a positive written
cemment, or a nonverbal nod, smile, or touch.53 However,
according to research findings, praise or compliments were
often negative in arousing uneasiness, defensiveness, or
54

cynicism. Rowe discovered that praise was habituated in

(4]

many teachers' speech with as many as one out of every four
words uttered in a classroom belng praise. Rowe argued that
praise cut into a student's task performance, undermined
the student's confidence in his answers, and encouraged him
to go for a quick payoff of praise rather than involving

soning processes.
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Along with these, it taught the student that reward came

from one external source--the teacher--rather than from <he

U
n

1ternal sources of self-satisfaction.
There were, however, some positive aspects of using

praise. First, people expected praise so they could feel

valued by others. Secondly, praise was easy to give, and
it was also a way of galning status or recognition in the
56

eyes of others Praise was also considered beneficial
when 1t was specific and directed at tasks and not at the
Persons performing the tasks. To improve the value of

praise, Rowe suggested that teachers slow their pace 1in

=~J

praising and be silent more often.- In addition, the fre-
quent use of praise was not considered to be as significant
as the type of praise used. The use of mild forms--saying

uh huh" and "right"--was considered more effective than

OOUQ

i
id
stronger forms.~

Myths Related to Motivation

everal myths revolved around the study of motiva-

tion required clarifi ion. Of utmost importance in the

k-

the fact that learning did not de-

|4.

on wa

0)]

gtudy of motivat

pend upon motivation, for some learning occurred whenever a

. . i " ] R o R
response was made. However, motlvatlon was significant in
I A 1§ - 3 L4 D ~a Y - T p— "
°2David Martin, “Your Praise Can Smother Learning,
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earning because of the indirect effects it had since it

was necessary for performance and affected the nature of

Secondly, the level of motivation was sometimes too
high for efficient learning; however, there appeared to be
an optimal level for the learning of any task with the op-
timum depending upon the difficulty of the task. It was
generally found that the more difficult the task the lower
the level of motivation necessary to promote efficient
learning. With a lower level of motivation, performance was
slower with a student more likely to observe small distinc-
tions and relationships.éo

Another misconception focused on the belief that
teachers motivated students. In reality, however, no one
actually motivated anyone. Even though teachers made teach-
ing sltuations attractive and stimulating, they did not con-
trol the students' perceptions of themselves, their values,
thelr personalities, or their judgments, and these were the
elements that ultimately decided the issue of student moti-
vation. Thus, a student was influenced by the teacher, yet

the teacher did not directly motivate him.

59Frank A. Logan, Fundamentals of Learning and Moti-
vation (Dubuque, Iowa: Wm. C. Brown Company Publishers,
1969), pp. 153-134.

““Logan, D. 154,

61 ; : g

Y*Raymond J. Wlodkowski, Motivation and Teachling: A
Practical Guide (Washington, D. C. National Education As-

3 + 2 A a7 ) = 1

sociation, 1978), p. 1&.



A fourth misconception that merited attention was
learning automatically improved when student
motlvation was increased. On the contrary, no conclusive

evidence supported that motivation directly improved learn-
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ffects of motivation depended on the type of
learning, the type of task, the cognitive style of the

learner, and the type of classroom setting with motivation
usually considered a necessary but not a sufficient element

3
; 62
for learning.

Motivation and the Learning Task

Within any teaching situation, three stages of
learning had to be considered, and each of these in turn
were of much concern in relation to a teacher's stress on
motivational factors. The beginning of any learning task
was of necessity influenced by the student's attitude toward
the subject, teacher, and himself. DMoreover, the needs
which existed within him were all operating as he began each
learning situation. During the task, he was influenced by
stimulation as he hopefully found the task interesting and
relevant. A+t the same time, he was also influenced by the
affective climate of the classroom.63 This aspect served

fective domair: llies since
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2 student's feeling good about a subject facilitated the
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learning of it. Naturally, feeling bad about it became an

» ’<|I
impediment to the task.

The ending phase of the task was affected by the

= ) e . . -~ .
student's competence or his Teelings of success or failure

= 1ak . . s BY ) ) .
as he completed the task. If he failed, then he may have
blamed his failure on low ability or a difficult test, two
factors that he could not likely alter. Thus, he was in-
clined to expect continued failures. If, however, he con-
sidered it bad luck or lack of effort on his part, then his

future chances of succe seemed better since these factors

ss
66
were subject to change. Another category of motivation

. ; . . ‘ . 6
to consider in this third phase was that of reinforcement. 7
Consequently, reinforcement served as a builder of attitudes
toward the self with the student who saw himself as success-

A
ful willing to try again.“8

Student Performance and Retention of Knowledge

In relation to learning, the solidity of any learn-
ing that took place became the best preventive against the
student's forgetting. Consequently, material that was over-

learned or studied beyond the minimum required level was

more likely to remain with the learner. Secondly, learning
)

54 6.5 :
Oh@wen, p. 403. “Wlodkowskil, p. 19.
66 67,

““Goodales; p. 136. Nlodkowski, p. 19.




was more complete when the student was act tively involved in
the learning situation. Thus, stress given to meaningful
materlal brought with it the rewards of better learning and

.
better retention of material.39

When working with lists of nonsense syllables, Eb-

o

inghaus concluded that when something new was learned, much
of what was learned was forgotten quickly; however, subjects
recalled at least some of it for a longer period. He re-
ported that after twenty minutes only 58 percent of what was
learned was recalled. This decreased to 44 percent after an
hour, 34 percent after one day, and 28 percent after two
days. This leveled to 21 percent after a month's time.
Other findings indicated that motor skills were re-

membered more than verbal skills. Moreover, the least for-

getting was shown when subjects were tested for recognition.
The next highest score was made for relearning, and the low-

est scores were found in the area of recall. Furthermore,
learning was easier and remembered for longer periods of

time when 1t was achieved by rule or logic and not by

; 70
rote.’
Since needs strongly influenced learning and rein-
forcement of behavior provided its special rewards, student
09, Mal] + an & Taot+ta Soyyncss Pasy i ,
Norman Tallent and Charlotte Spungln, £sycholog
Understandinz Ourselves and Others (New York American
Sook Company, 1977), P. ~+13.
7 3 - R - N .
Jerome Kagan and Ernest Haveman, Esychology An
Tntroduction (2nd ed.; New York: Harcourt Brace Jovanovich,
= =~ QL 29
Inec., 1$72), pp. 86-87, 89, 123.
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performance was probably repeated and learned when a need

it
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d. Furthermore, those students with a high
need for achievement were found to volunteer for experi-
ments, took a more active part in school, tried harder to
obtain feedback, and considered themselves more responsible

71

for the learning outcomes.

kxnowledge, the organization

H,

To enhance retention o
of material to be learned into tables, graphs, charts, or
diagrams served as a source of cues that led to both re-
trieval of knowledge and stimulation of learning. Similar-
ly, performances that demonstrated what had been learned
helped both the teacher and student to realize that learning
had reached it objective. Following the performance, feed-
back, whether of the verbal or nonverbal type, also served
to provide knowledge to the student about his performance.72

Bodoin and Pikunas, who conducted an experiment to
determine the effects of motivation on elementary students'
performance and retention of knowledge, concluded that no

significant differences were found in student performance at

the conclusion of the unit. However, when students were re-
tested six weeks later, students who were 1in an affective

learning class did significantly tetter. These researchers
t

Carl Rogers, who stated, "Self-
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McNeil, p. 31%. Gagne, pp. 296-290.



lsarner--feelings as well as intellect--is the most lasting
" 73

and pervasive.
Definitely, the area of student motivation was found
to be a crucial one in the broader area of learning. Even
though the meaning of motivation varied from one teacher and
person to the next, it did include the involvement of each
student in the learning situation. Many times the level of
motivation experienced by the student was not outwardly
visible with signs of student eagerness or interest. How-
ever, student motivation of some type was always present.
It became important, therefore, that the teacher assist each

student in reaching for some goal that the individual stu-

ay

L

lent found valuable. Hopefully, then the student and the

{

teacher both gained through increased interest in the learn-
ing situation. And hopefully, the knowledge or skills ac-

uired by the student became a more lasting part of his

Ne)
0

total skills which were retrieved for his later use.
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Chapter 3
DESIGN OF THE RESEARCH

1520, Todd County Central High School, a 9-12 standard-
rated high school accredited by the Southern Association

dents. Of that number, 336
313 or nearly 48.2 percent being females.
close of the year numbered 191; sophomores
136; and seniors, 104. Another 18 student
in special education.

Approximately 17 percent of the stu
Todd Central at the close of the year were
remaining 83 percent being white. Of the

of

wnites being primarily male students with
percentage of 53.3. Since the population
is primarily agriculturally oriented both
and economically, the greater Dercentage O
who attended Todd Cantiral shared an agricu

)

Freshmen at the
, 180; juniors,
s were enrolled

attending
with the
rcent black,
with the
approximate

— ]

Todd County

upationally
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CT those fifty English II students involved in this
field study, over 60 percent indicated they lived more than

a mile from a city or town within the county. Thus, many
of these students' parents or guardians were engaged in
farming with other students' parents or guardians employed
in factories or other forms of blue-collar work including
plumbing, electrical work, mechanics and the like. Four of
the students' parents owned or operated a business of their
own.

When the students involved in the field study were
questioned about the accessibility of newspapers or maga-
zines in their homes, almost all indicated that magazines
and/or newspapers were available. However, three of the
students answered that neither of the two was available in
their homes. When questioned concerning the students' use
of the reading material, most of the students indicated
that they had more material available for their reading than
they read.

The students also indicated that they usually spent

little time reading at home, not considering the time they

devoted to homework. Approximately 32 percent indicated
they read less than 15 minutes daily while another L& per-
cent indicated they read from 15 to 30 minutes daily. Ap-

3 -~ ~ ~ 4+ N
proximately 10 percent indicated reading from 30 to 45 min-
roxl ely 10 percen ! 2
-~ i - b 3= s 2 /y -
utes with 8 percent reading 45 to o0 mlnutes and + percent

devo+ting mors than an hour to outside readling.
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When the students studied were asked if they en-
joyed reading, nearly Percent answered in a positive
ianner with the other 32 percent being negative toward read-
ing. Another 13 percent indicated that they found the read-
ing of short stories in class difficult while 82 percent did
not. Furthermore, 28 percent of those questioned indicated
hey found no value in reading short stories while the
other 72 percent indicated they did find some value in short
story reading.

In April, 1980, Form S of the CTBS (Comprehensive
Test of Basic Skills. Manchester, Missouri: CTB/McGraw-
Hill Publishing Company, 1977) was administered to 178 stu-
dents classified as sophomdres during the 1979-1980 school
year. Mandated by the Kentucky Education Improvement Act
of 1978, this state-selected achisvement test was given in
April, 1980, to all tenth grade students statewide and
tested students in the areas of reading, language arts, ref-
erence skills, mathematics, social studies, and science.

Of those 178 students tested at Todd Central, 74 or
nearly 42 percent showed deficiencies in at least one of

the areas tested. Of those 74 students, 19 were involved in

the research of this field study. In relation to those 19

'_J

tudents, weaknesses were found in at least one area of To-

- . L. o mE . = e T
tal Reading, Spelling, Language Mechanlcs, Or Language &X

pression with 11 of the 19 being deficient in two or more of



April, 1979, and were found deficient in the same areas as
those tested in 1980.

Of the 46 students tested in April, 1980, the aver-
age score of Academic Aptitude in the area of Language was
87.39. The average score obtained for the 178 students
tested 1In that same area was 89 or nearly 1.6 points higher
than that of the 46 students. In comparison with the Total
Academic Aptitude score of 91 for Todd Central, the average
for that of the 46 was 89.17 or approximately 1.8 points
lower than that of the total group tested. In terms of a
stanine for Language Academic Aptitude, the average score
obtained was 3.4 or slightly more than half a stanine less
than that obtained for the larger school group. Of the four
students tested in April, 1979, the average score obtailned
for them in Language Academic Aptitude was 74.75 while that
for the 191 <tested at that time was 89. For this group of
four, the average stanine was 2.00 while that of the larger

group was 4.00.

Method of Selection of the Sample

In the selection of the students for this field stu-

dy, three classes of English II students were used for the
research because of several similarities between the three

tudents in each class included primarily

-
9}

groups. Firs

+tudents who were average or below average academically.
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59.02; and for Group IV, 87.17. In relation to the stu-
, .
dents” abillitizs iA Lanciiases 1 . . i
n =S 1N Language Academic Aptitude on the CTBS,
o or e 3 Ao S .
the groups were again relatively the same. The average for

Group I in anguage Academic Aptitude wasg 84. 60; for Group
II, 87.09; for Group III, 92.85; and for Group IV, 85.00.
econdly, each group did have some students who were
relatively stronger and others relatively weaker in ability.
Group I had two students with Academic Aptitude in Language

of 113 and 96 and two with scores of 60 and 65. Group II

had three students with scores of 110, 102, and 97 in addi-

i

I

0
1

tion to two students with scores of 60 and 73 Iroup

had four students with scores of 108, 104, 101, and 97 along

y 76, 77, and 78,

ON

with five students with scores of 48, 7
Group IV had three high scores of 93, 93, and 94 and two low
scores of 62 and 71.

In addition, the groups selected were also predomi-

3

nately male with Groups I and II having 73 percent males;

3]
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p III, 64 percent; and Group IV, 71 percent. Seventy-

(0]

six percent of the students studied were white which wa
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aven though they were weakeor students académically. Care
was also taken to divide these two groups so that they would
be relatively the same in terms of sex, race, age, ability,
lass. Two students in Group IV,

both on a primary reading level, were omitted from the re-
search because of their low reading abilities. Two other
tudents were also excluded from Group IV because of a lack
0f current achievement test information on their academic
abilities. One other student involved in individualized
work was also omitted from the study.

In relation to the age of the students, most of the
students 1n each group were either 15 or 16 years old. How-

ever, each group did have at least one student who was 17 or

t

15. Altogether, 20 percent of the students studied were 17
or 13 years of age.

Another point of similarity between the four groups
ated to another set of scores obtained from the April,
1980, results from the CTBS. These scores pertained to the
students' total reading abilities in vocabulary and compre-

ion. Group I's average score based on stanines was

nens
g N T AN T A ~ Tr ~
5.00; Group II, 4.00; Group III, 4.07; and Group IV, 4.00.
. - - .
Descrivntion of Steps Taken in
~N e | = 1 (3 +
Completion of the Project
. . : = B i
Ten short s:ories were selected for thilis field study
pased on this researcher's past teachlng experilences wlth
-— -— o —-— . -~
them. The ten had proven to be short storles that were



hlgh-1interest, varied from approximately 700 to 1600 words

in length
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1lisT students (see Table 1, page 38). After the initial se-
nt groups, Groups I and III were

provided the list of ten short stories along with brief

%

descriptions of each story from which they selected their
five choices (see Appendix A, page 76). Those five stories

which received a majority of student votes were studied by
them during the short story unit. Group II, which served as
o)

3. 1trol group, studied five short stories based on this

(@]

r's pre

D
H,

research erences among the ten stories while Group
IV studied five stories selected randomly by this researcher

8).

A\

(see Table 1, page

To secure information on the typical number of stu-
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onding during class discussion following the read-

short story, a response tally was made to indicate
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the total number of students making responses in each group

i

before the short story unit was begun. In addition to the

response tally, the Teacher-Completed Motivation Checklist

(see Apvendix A, page 30) was also completed by the re-
searcher at that time to more objectively pinpoint the ex-
isting levels of motivation of the students. Both of these

3 i 3 - 11 ~ +=hea > ST AV e -
and la72ls of motivation during the short story unit.
a L) -~ ; ~t 3 4o i B T S - = . ATE oy 3
loreover, to Dinpoint the students’ atiitudes towarc
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38

H

Group

55 ot

ct B
H

U1 Ul

-~

W
)

O

o

(@]

>
&)
o
o
-

(=
(=

(&)

g



39

Juestionnaire (see Appendix A, pages 758-79) was given to
the unit to determine existing atti-
tudes and to provide 2 basis for comparison. The Student
Motivation Questionnaire (see Appendix A, page 77) was also
completed by each student and served to more objectively
ascertain the students' existing levels of motivation.

During the short story unit, which lasted five days,
students 1n each group were given daily reading and written

assignments to complete before the next class session. Dur-

)

Es
]
g

each group's daily oral discussion, a tally was made of
the number of different students making responses either

voluntarily or when called upon to answer questions. The

=l
D

acher-Completed Motivation Checklist (see Appendix A, page
80) was also utilized daily by the researcher to indicate
more objectively the apparent levels of student motivation.
On the second day of the unit, students in each
group were again asked to complete the Student Motivation

uestionnaire in order to determine their feelings during

that day's class. On the fourth day, students in each group
completed the Student Attitude Questionnaire. In using botn

questionnaires, students were asked to respond honestly to
each question To provide anonymity, student names were not

3 ! +— 3 A~ 4 —~ v+ + + o were Qo) + :)"
used on the questionnaires, but students were asked to 1ind

~+A 4+ ~ oA avrA aoa
cate e Ly "’TOv«p, SEX race, arld Jdsgcs
3 ~r o 71*—;Y~gv~vr arma aale i iy
Following s short raview ol lltesrary Terms anc au
o : = PARECHE = ~ A
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nors on +the fourth day, the students in each groul



40

3 A i@, i) Q o) — R
(see Appendix B, pages 81-57). Five weeks following the

~ 1 107 £ 1 =~ <+ x 3
completlon of the short story unit the students were agaln

b s 2 2 - B ‘ .
admlnlistered the same test, However, for the second test,

no student review of any type was provided to prepare the

= .
students for it.

escriptions of the Measures Used

Because the major concern of this field study re-

+ ] pal - £ 5 3 =
lated to the effects of student mot

[

vation, several measures
were used TO0 more accurately determine the levels of moti-
vation apparent in the classroom and within the students
themselves. However, since the level of motivation within

others circumvents easy detection and necessitates as much

as possible, research tools

2

ere developed to

furnish a more objective basis for conclusions relative to

f Student Response

)]

Of the two measures completed by the researcher, the

H

first was a seating chart used to check the number of dif-

ferent students making oral responses during daily class

>
»

f he re-

spondad orally to questions asked elther when he was called

.

. o - = ~ ot Qy\o"; -r | 1IN T 1 1=r
upon during discussions or when he answerec voluntarily.
. i i i o —har .-aﬂj."a: were ma~a .:‘Or‘
AFter His first regponse, o OLABD ba.lLiEm BWELR NalE
that student.
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otlvation could be based heavily on subjec-
eacher-Completed Motivation Checklist (see
Appendix A, page 80) was used and developed by the research-

er to determine in a more objective manner the daily levels
The first two items were included since students

in class work or discussion had teen re

D
to foster motivation in others. Items 3 and 4 more clearly

'J

energies to preserving what they were rather than moving

toward what they might become, these two areas of coopera-
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very integral part of motiwvation centered on an environment

~

tased on teacher warmth, understanding, and care. In

13. J. Kleinert, "More Ways to Motivate," Instruc-
tor. 33:89, August-September, 1973.

Zfac“ Frymier, Motfivation and Learné;z ln.Scn;ol
(Bloomington, Indiana: The Phi Delza aappa Educational
foundation, 1974), p. 23.
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was reported essential that teachers provide a

-

< ot < ] PR % x O . .
varlety Ol roles ranging from active, dominative supervision

when necessary and reflective, di

U)
' 3

criminating support at

)

other times.

G

The sixth and seventh items were regarded as signif-
icant since enthusiastic students generally tended to have
positive self-concepts, a factor providing much control over
student motivation. Furthermore, because people become in-
volved in activities appearing to have a particular purpose
or purposes for them, remaining attentive in class would
have indicated that some personal value was found by the
students 1n the class's work or discussion.u

The ninth item on the checklist tended to be the
most subjective and the most inclusive of the other items.
Since many of the other points were more easily detected by
an observer, this ninth item relied greatly on the observ-
er's reaction to what had been perceived by him during the
period of observation. Thus, 1t became especially important

for the observer to remain as objective as possible in the

To determine the students' personal feelings during

< . = . TSP S S
the class period, the Student Motivation Questlonnalre (see
Jn o e Mo® 13 ] Teachin a2nd Learning
“Don Hamachek, Motivation 1in .eacnlng ana —~:;7;?~
! D Nati =du LS Aog 13610 S~ 2
(Nashington, D. C.: National Education Association, 195638/,
B 12,
T 2
Frymier, P. ©o.



bage 77) was used and developed by this re-
~aarener R = s . . ‘
searcner. because of the stress given to the students'

self-1lmages in relation to motivation, Items 1 and 2 were of

- 3 3 + o1 ) &
majJor 1lnterest since the teacher could not control the stu-
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eli-perceptions, for those perceptions resided with-

in the minds of the individual students.

L% 5

Item 3 related to

feelings of failure and was regarded as sig-

ul

nificant since Welner concluded that students' sense of
helplsssness led to their self-defeat.® Moreover, the
seventh item pertaining to student pride was included since

Morse reported that the level of pride among students less-

ned as they progressed through school.7

D

Items 4, 5, and 6 were inserted in the question-
naire because the needs for relevant material and the link-
ing of new learnings with earlier student associations had
been reported as significant teacher concerns in the area
of motivation. Similarly, the importance of meaningful ma-
terial was stressed, for learning was thought more complete

when a student was actively involved in the learning situ-

e

2 o
g% 1O
5 : o
Hamachek, pp. 5-0.
”
®°Bernard Weiner, "Attribution Theory, Achievement
M 2 AR v 4 =) T i e T A =
Motivation, and the Educational rrocess, Review of Educa
s - N ~ -~ = i ol ip)
+ional Research. 42:210, Spring, 197Z<.
: ; " S i
"l ~ - o ( - -— 1 -+ a ++9 ~
7N. 5, Morse, “Self-Concept in the Scnool seiting,
Q T QAL
“nildhood Education. 41:198, December, 1354.
“Xleinert, p. 90.



Zecause the teacher was a major sour of feedback
for eacn student, Item 8 was Thought to be crucial, for it

was reported that a student's image of himself was developed
as he dally built his personal feelings of importance or
adequacy through the many wverbal and nonverbal actions and

comments 01 Teachers. Morecver, feelings students had about

d
they thought others esxpected of them.9

Item 9 focused on the student's feeli ings of being
challenged during the class period while Item 10, on the
other hand, centered on his actual performance. Naturally,
feelings about actions and the actions themselves have not
always been found in agreement. Earlier research by Rosen-
feld led him to conclude that girls felt more helpless about
improving theilr conditions since teachers were thought to
believe that girls were already doing their best.lo Again,
the importance of the student's self-image and his adequacy

were significant determiners of his level of motivation.

Furthermore, Kasschau emphasized that personal standards of

. S 5 - . P .
excellence affected both the nature and the severity of
, il
tasxs selected.
gv 1 - v ;
rnamachnex, puu >=0, O.
13\- Rpoa fal4d NIT camnIns! 0 ﬁl'/.:' Ums §2 Satur-=
Albert Rosenie.ld, Learning C $ e y S8 TUur
dav Ravie: / 4_.27  Sedntamber 3, 1377
day Review, 4:36-37, September J, 177/,
11 3 3 A L aosoa~n~a =~ —“\'nq‘q:—r T{v\' orino :’3"":?71 P
Richard A. Xasschau, EFsychology ~xploring Senavior
Pee i 3 P - aHa17 T, 1980 ) n
ewoced Cliffs, N. J. Prentice-Hall, Inec., 19c0), p.
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11, the Student Attitude QuesTtlionnalre (see
A 3 .
Appendix A, pages 78-79) was developed and used. The first

six ltems centered on the feelings of each student toward

et
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D
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rea of English II as one of his subjects. As
with the Student Motivation Questionnaire (see Appendix A,
page 77), emphasis concentrated on the student's image of
himself, an all-important factor of motivation relatsd to

self-importance. Items 1 and 5 were specifically included

since students did not stay motivated by situations wherein

they experienced more failure than success.12
Items 7-12 focused on the student's feelings toward
himself during the study of literature. Item 8 was signifi-

cant when considering that motivation involved having stu-
dy materials that appealed to the student's interest and

caused him to work willingly to complete a task. Items 7
and 9-12 identified student attitudes toward reading and

toward themselves in terms of what they could do and what
they actually did. To explore the confidence of students,
Items 9-13 provided information concerning the students
feelings of helplessness and of giving-up, two feelings re-

ported as becoming more pronounced with age. Moreover,

Hamachek, DPP. >-
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In addition to the first two sectlons of the ques-
tionnaire, Items 14-17 were included Primarily to offset the
emphasis placed on English IT and on literature. However,
Item 17 was designed to supply information to compare with

o s . . S " .
~tem © concerning the importance and value of grammar versus

Fal

In order to secure data pertaining to the effects of
motivation on student performance and on retention of knowl-
edge, each group was administered an objective-type test de-
veloped by this researcher both at the conclusion of the
unit and five weeks later (see Appendix B, pages 81-97).
With a total raw score of 45, repetition of several tes
items on the four tests occurred since each group studied

"Snapshot of a Dog" and several literary terms.

Design of the Research

[5)

+he
vne

Since random assigsnment of students to each o
ible, the guasi-experimental non-
equivalent control-group design was employed in completion

study Moreover, this design was utilized

d and included in this research had




given to egqualize the two groups as much as possible. Thus,
consideration was given to match these two groups with
Zroups IIT and IV in relation to ability, effort demon-
» S€X, race, and previous numbers of English II

failures. Therefore, a random selection of students was not

()]
3

ployed or practical with each of these two sub-groups.

n completion of the student questionnaires by sex,
age, group, and race, stress was given to students to answer
items honestly. To benefit weaker readers and to provide
needed clarifications, each item was read aloud by this re-
searcher with students asked to complete them simultaneous-
ly. However, a few of the students did complete the ques-
tionnaires at thelr own speed. This was particularly true
on the second completion of each one. Care was also take

to provide students with an understanding of the scales used
in answering each of the two gquestionnaires. Since each
group completed the same questionnaires, comparisons of the
total groups' average responses could be made.

When the objective-type tests were given both times

t0 each group, testing occurred on the same day for most of

- & 2

v T T ful nlanations £ he Test sec ns
“he students with careful explanations 0I The Test Sectlons
g + 2 T nrerent chegting by askinz
provided. Care was also taken to prevent cneating by asklig
i e < =A ~vrn 1 A B o — =3

students to use cover shesls and w0 dVUod ta-in-=:2 until all
" S 3 et - ~a
Test are C leted Thisg researcher also maintalned close

LE S b Nere ,,‘O"lp-e LC UL “-lb rescadl il (=5



S as they took the test to more

21177 v ™3 *‘m%"‘:; a+11A”3 + o L
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1t efforts at cheating. Those students

absent on the test % \ g " . n
: st dates were given the test on the day of

thelr refturn to school in g reserved section of the class

room away from other students in t+h

Lel

*i

group. In the sta-
tistical analysis of the data obtained from the test results
of each group on the tests administered twice, a t-Test
comparison of the results was made.

To minimize researcher variations in discussing and
working with each group of students, each group's class
period was divided into two parts to allow group discussion

time daily along with time to work on the following day's

D]

reading and written assignments. Since Groups I and II

0
o

ared the same classroom, time for both activities was al-

t

ternated at the beginning of the period so that each group

ct

had discussion at the beginning of the period two days and

=

time for their next assignment at the beginning of the
period two days.

One problem that arose periodically from this ar-
rangement with Groups I and II was the need to curtail ap-
parent student interest in class disucssion in order to move
to the second group. A second problem that became apparent

was the need to equalize time allotted with Groups III and

I e ,
T <] T m Bl =11l 1 ~
of Grouvs I and II. Thus, Groups III and IV usually had
s 3 iy -~ 3 A~
longer periods of time for work on Thelr nexte day S assign-
longer period f time
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Another problem + : .
d 1 £ OC.bele ;Ound 1Ly WOI‘Klng .‘Nith Group III was

~he need for *Tthe i %
-ne need L0r the researcher to gain control over several

O
H

the male students without ags
o stad = WLLhOUT adversely affecting the atmosphere

Rat :
Rather than using a stronger form of

classroom control which could have affected the nature of

the class, several of those students were allowed more free-
dom LPem weacher contrel than might have beshn trus if +the

unit were not being completed.

- . , . .
ihe greatest problem evident in the design and com-

D

pletion of this research project related to the nature of
motivation. Since levels of motivation within a group were
percelved and nebulous, it became extremely difficult for an
observer to remain totally objective. Another difficulty
arose also because of the need for the construction of the

checklists by the researcher although other sources and

ideas from those sources were considered in the formation of

them. One of these was a self-awareness manual by Phil
- 15 e " - " ; "
Speer. In addition, ideas obtained from the review of the

literature were also valuable in the structuring of the

checklist and questionnaires. However, this problem of sub-

jectivity was lessened by the implementation of rating

P

scales on both the student questionnaires and on the

teacher-completed motivation checklist. Thus, the use of
these scales provided for a higher degree of both student

15 S - (H i
“J2Phil Speer, Adventures in Self-Awareness \nermi-
s ik b L o = S} A — 4 o N - = i
= e = 3 q Ma A3 N 1 A
T A T 3 Rducat nal Medla LIIC s LY (S )«
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Chapter 4
RESEARCH FINDINGS

Mot 1
‘lotivation, a factor of much interest to educators,

served as the focal point in this field study. Since liter-
ature on motivation was often found to rest on the student
and his perceptions of himself, the thrust of this field
study centered on student motivation, its effects on student
performance, and its effects on student retention of knowl-

dgs. Moreover, to determine the consequences of these ele-

(

=

ents, this study also centered on short stories selected by
students in opposition to those selected randomly by this

researcher and to those based on researcher preference.

r:l

hus, fou

H

groups of students evolved with Groups I and III

ct

1.

ving material of their choice, Group II functioning as

u

13
“

)]

a control and studying material based on this researcher's

preferences, and Group IV studying material chosen randomly

Initially, this field study was designed to test
this hypothesis: will the level of student motivation be

more dronounced when material studied is of the student’s
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omparlisons to determine if participation

increased, =alllss were made before the short story unit be-
3 B I Nwr Ay o . )
gan and daily during the class dlscussion periods (see Table

However, no data from Table 2 clearly supported that
participation increased because of the variable of student
choice. Mecreover, Groups I, II, and III all showed an aver-
age increase in participation even though each group had
days with marked decreases. On the contrary, Group IV, stu-
dying material chosen randomly by the researcher, had in-
creased participation each day of the unit. Furthermore,
since each group prior to the unit varied in percentage of
responses while discussing the same story and since only one
day's discussion prior to the unit was recorded, it was rea-
soned that student selection did not produce greater stu-
dent participation.

A second measure used to more objectively determine

the effects of student selection on motivation was the Stu-

[07]

dent Motivation Questionnaire (see Appendix A, page 27
Rated by the students once prior to the unit and later on
the second day of the unit, this instrument provided data

nparisons of each oroup's average responses to each
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One observation revealed by Table 3 (see page 53)
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Table 2
Percgn ages of Students Present Making
Or contributions During Class
Discussion Periods
Prior .
to Day Day Day Day Day
Unit : 2 3 L Ave.

Group 1 ) )

(Student) 62.5 55,6 62.5 77.8 90.0 71.5
Group 1I ) /

(Researcher) 66.7 87.5 63.6 90.0 70.0 2.8
Group III ~ _ )
(Student) 83.3 P2 s 53,9 91.7 92.3 77.6

Group IV ) L
(Random) 81.8 i 76.9 85.7 100.0 83.8




Table 3
ngup Averages Obtained on Student Motivation
<uéstlonnaire Prior to and During the Uni
Item I II ITT 1Iv

1 I‘felt at ease with myself and 3.3 3.9 3.4 3.5 P
other students today. 3«8 4.3 3.4 L.1 D
2 Infelt I was an important part s 2,2 2.8 5.6 F
oI my class group today. 3.6 2.8 2,9 3.4 D
9. I did not fear I would fail in 3.8 4.0 3.1 3.4 P
my wWOrk 1n class today. 3.9 3.6 4.2 3.6 D
L. I was ;nterested in my group's L.0O 3.7 3.6 3.4 P
oral discussion today. 3.4 4.2 4.1 3.4 D

5. I learned something new today
that will help me to under- 3.4 3.0 2.6 4.1 P
stand other people. 3.1 3.4 3.2 3.8 D

6. I re-learned something today
that will help me to under- 2.5 3.3 2.4 3,7 F
stand other people. 2:8 2,6 2.7 3.7 D
7. I am proud of my work and my 3.9 3.8 F.1 %F.7 B
participation in class today. 3.1 3«3 33 3.0 D
8. I felt that the teacher thought |{2.8 2.8 2.6 3.6 P
I was an important person today.|3.3 2.8 2.9 2.9 D
9. I felt challenged to do my very |3.6 2.8 2.8 3.7 P
best 1in class today. 3.4 4.1 3.5 3.3 D
10. I did my very best work in Eng- |3.5 3.1 3.3 3.6 P
lish class today. 34 3.2 3:5 3.3 D

Key to Numbers

All of the Time

Most of the Time

About Half of the Time
Some of the Time

B £ £ st Mm-S
None o©f tThse ime

= 4L =il

= PO\ £ U



54

time, an examination of the groups showed the most con-

P e 1 T araevras-aoac w4+ - T » %

sistent averages wilth Group IV, which maintained stapllity
urs R 7 £ +} 0 +am [ : .

with 7 ol the 10 items (70 percent) having neither positive
nor négatlve cnanges exceeding .5. 1In addition, the con-

sistency of Group III remained at 60 percent while that of
Groups I and II, one studying student selected stories and
the other those of the researcher's, had 50 percent consis-
tency. Thus, considering Frymier's earlier statement, it
appeared that Group IV maintained a2 more consistent level of
motivation.

Again viewing Table 3, Group I students indicated
increases equal to or exceeding .5 in relation to their
ease with themselves and the class, their feelings of im-
portance, and thelr perceptions concerning their importance

ith the teacher (Items 1, 2, 8). Group III also experi-

enced similar gains in lessened fear of failure, interest

e
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n
i

ass discussion, learning of something new, and in feel-

9). Moreover, Group II

s

Ut

ings of challenge (Items 3, 4,
shared corresponding increases in feelings of importance,
interest in discussion, and in feelings of challenge (Items
2, 4, 9), and, unlike any of the other groups, feelings of
doing their best (Item 10)

Thus, from the results shown Group II students in-

of motivation most often shared by Groups

4 = - -~ T
T 1 3 Viotisra 10 and earnling Scno
liack Frymier, Motivation and Learning 1n oSenoo-
Jack Irymlierx iy -3 :
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« One wvaria: : 2
7arlable common to each of these groups was

AT £ afar ) T . .
that ol Pprelerence based on that of either the student him-

self or the researcher H i
= searcher. However, having weighed the pos-

~

e ot d o ,
sible implications of the Hawthorne effect, the significance

4 2 iner S 3 ;
of these lncreases was lessened since students were aware

of thelr involvement in research.

One loss greater than +5 which appeared with Groups

5

I and IV was that of self-pride (Item 7). However, Morse

earlier reported students' levels of pride decreasing as

2

they progressed in school. Furthermore, Groups I and IV

originally expressed levels of pride relatively higher than

)]

those of the others; with the second response students may
have become more realistic in their evaluations of pride
since they showed a more consistent score with that of the
other groups.

In addition, teacher consideration (Item 8) was also

found to be a loss with Group IV, and perhaps this resulted

et

because of students not sharing in the selection of material
studied by them. Since the need for teachers to be demo-

ratic and involve students in decision-making was stressed,

J

(

this factor of teacher consideration provided some insight

3

into the loss indicated by Croup IV students.
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as obtained by the use of the Student Attitude
8-79). Again, con-
sidering the element of consistency, Group I students main-
talned 77 percent stability with its average responses not
fluctuating above or below .5 (see Table L, pages 57-58).
Similarly, Groups III and IV remained stable with percent-

o P A o .
ages of 05 and 71 respectively. Thus, Group II disclosed

less overall consistency of items with a percentage of 53.

(o))

e

)]

However, when noting the changes resulting in increa
agreement with the questionnaire items, Groups II and III
cach moved more toward agreement with six items; Group IV
with five items; and Group I with only two items.
Furthermore, Group II was found to share increased
agreement in items more frequently with Group III followed
by Group IV and then by Group I. When comparing Group II,
the control group influenced by researcher preferences,
with the student selected Groups I and III, it was noted

that students' attitudes toward their importance, effort
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Table 4
Zroup AferagesDC; ‘ained on Student Attitude Questionnaire
Fr1or to and During the Unit
T+ -
Item I II III IV
In English II I feel that . . .
1. E ia-x Pe rsona7lj succeed if 1_6 1.5 1.5 1'3 P
L try. 1.6 1.8 1.8 1.5 D
2 IQamqan important part of 2:6 3.0 2.9 2.3 P
the larger group. T 2.5 2.4 1.9 D
3. 1 qll lingly put forth much Falhk 2.9 2y2 2.2 P
effort to do my best. 2.7 2.1 2«1 2.1 D
4. I am challenged to do my 2,8 2.4 2.5 2.1 F
very best. 2:5 2.4 251 21 D
5. I am pected to do too 2.9 3.7 J.2 3.7 P
much. I ? 3w Fe2 J7F B
6. I fin d grammar more impor- 3.1 2.6 2.5 2.5 P
tant than literature. 3:8 3.4 2% 2:56 D
Studying literature, I feel
TAEE « « o«
7. 1 can relate to characters Z2:3 2.0 2.2 2.3 P
we meet through our reading. | 1.9 1.8 2ai 242
8. I am a self-starter and do
not have to be pushed to 2.t 2.7 207 2.% P
read. 2.1 2.0 2.2 2.6 D
9. I can answer some questions 2.2 2.0 2,0 2.1 P
orally when we discuss. ’ 2s3 ¥ 1.9 1.6 D
10. I often volunteer to an- P 3.0 2.7 3.% Z.é P
swer questions orally. 2:8 2.1 2.5 2.6 D
11. I can answer written ques- 3.6 2,6 2.8 1.9 F
+ions assigned for homework. 2.4 2.3 2.2 1.7 D
12. I do not have to put forth L ' R
much effort for a test over 3.0 g-é b1 g'i g
material studied. 3.6 2.8 30 2.8 <
13, I am proud of my work and 2.3 3.1 27 ;'2 =
participation in class. 1.9 2. Sy meR =
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Table 4 (continued)
Item I II III IV
Studying grammar, I feel
~% .‘: . . .
14. I am studying material that 2:6 2.9 3.0 3,1 P
I already know fairly well. 2,6 2,9 2.8 2.6 D
15. I am challenged to learn Fal T4 2.9 1.9 P
more about grammar. 2.4 2.3 2.9 1.2 O
156. I can succeed in learning
material difficult for me 2:0 1:8 1.9 1.7 P
if I try. .1 2.1 2.2 1,6 ©
17. I am forced to do exercises
that have little value for 2.8 3.6 3.5 41 P
me. 2.9 9.9 2.6 9.6 D

Key to Numbers

5 Strongly Disagree
L Disagree

3 No Opinion

2 Agree

1 Strongly Agree



dents' feelings of importance, effort exerted, willingness
to work, and volunteering to discuss (Items 2, 3; 8, 10)
became more pronounced with the variable of preference.
Since Group II students were not awar that their stories
were based on researcher prefere nces, then it also seemed

lausibls =I + oo .
plausible That the variable of teacher preference may have

resulted in these items of increased student agreement.
Since this group's stories were also based on their high-
interest level and their success with former English stu-
dents, these Tactors may have also indirectly influenced
the results with Group II. As was true with the Student
Motivation Questionnaire results, the implications of the
Hawthorne effect had to be considered in analyzing and in-
terpreting this data since these students were conscious of
being involved in research.

A fourth instrument designed to provide information

pertaining to levels of motivat ion within each group was

the Teacher-Completed Motivation Checklist (see Appendix 4,

page 30). Used once prior to the beginning of the short
story unit and then daily during the first four days of the

+this instrument was planned to provide data for com-

— +
I
- Y]

- Ty 9
t data, conclusions

=5
)

parisons of the four groups. rom

-

irne to the possible effects of student selection on

T AT - o= aarrnrar were e
motivation as perceilved 0¥ -he researcher wWere NYl.
s M “n 2 (emra Tace A e
il 35 X7 3 g data 01 able > (sSgee rasc © y eI
In studying the data oI la : Taz «
"
+ de secd 0OV D, r more 1n each OI
phasis centered on what decreasec by . oY mMore 1 eac
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Table 5
Comparisons oI Teacher-Completed Motivation Checklist
(Prior to Unit and Unit Averages)
Luen I II III IV
Today's group .« . .
1. showed interest in class 3:0 3.0 7.8 3.0 F
WO K. 2.5 3.5 33 3.3 &
2. showed interest in class 3.0 2.0 2.0 3.0 F
discussion. 3.0 3.8 3.0 3.3 A
3, cooperated with me. 5.0 5.0 L, 0 5.0 P
S'O 500 Ll’-j Sco A
L, cooperated with and showed
understanding for each 5.0 5.0 L,0 5.0 P
other. 5.0 5.0 4.3 5.0 A
5, created a warm and relaxed L,O 4.0 bh,o %, P
classroom atmosphere. 2.3 3.0 2.5 E.5 &
6. displayed enthusiasm for 4,0 3.0 3.0 4.0 P
learning. 2.5 33 2.5 2.5 A
7. remained attentive 3.0 3.0 2.0 2.0 P
3.3 J.EB 9.8 3.5 &
8. remained highly structured. 5.0 5.0 L,0 5.0 P
.9 3.8 L,3 L.3 A
9. appeared to be motivated 4.0 3.0 3.0 4.0 P
to learm. 2.5 3.0 2.5 2.8 A

+o Numbers

%lwaja
Usual l‘/
Sometimes
Seldom

—_—
Natra
MHev exr

= oW
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sroups I and III d4id not experience in-

creased ratings in terms of students' ;i
. v L11

erest in class

rmth, enthusiasm, and ove

H

all motiva-
In addition, lower scale rat-

ings were also observed with Group IV in relation to stu-

dents’ warmth, enthusiasm, and overall motivation (Items 3,
5, §). Thus, it did not appear evident that student selec—
tion of material produced increases in students' interest

in class discussion, their warmth, enthusiasm, attention,

or overall motivation (Items 2, 5, 6, 7, 9). More impor-
tantly, since only one class period was rated prior to the
unit, it seemed impractical to draw any definite conclusions
pertaining to whether or not motivation did increase with
student selection of class material.

In summarizing the data pertinent to the first hy-
pothesis, it must be remembered that participation percent-
ages did not support increased student participation in dis-
cussion with student selection of material. Secondly, data
obtained from the Student Motivation Questionnaire did seem-
ingly show the importance of preference, yet the preference
could not solely be attributed to that of student selection.
Thirdly, the information collected by the use of the Student
A<titude Questionnaire again revealed the importance of

PR

‘et the preference may have been influenced by

. < 4 saarcher 2 Drevious stu-
not only the student but the researcher and pre
~ T —r-\ﬁ"ﬂ_sﬂf\m*\-’:"'p"‘:
R —) . - since data ¢on Tne .rgacnerl-uvuclllplLelcld
dents as well., Trinally, since dat v
. g e
. 3 PR 1o A YEahkilat eriniie
lotivation Checklist lacked rellabillxy, d =
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1T selection were withheld. Thus, in
he first hypothesis, these four
data did not clearly reveal that student selec-

tion resulted in increased student motivation.

The second hypothesis of this field study was to
conclude: will student selection of material yield signif-
icant differences in academic performance of students.
Again, emphasis was given to the variable of student selec-
tion. In order to test this concept, each group of students
was administered an objective-type test at the conclusion of
the unit based on the short stories studied by them (see Ap-
pendix B, pages 81-97). To determine if student selection
did produce significantly different results in performance
immediately af the close of the unit, the t-Test for Inde-
pendent Samples was employed.

After calculating the mean scores for Groups I, III,
and IV compared with Group II (the control), it was observed

at first glance that each group's mean raw score varied at

the most only 3.9 points from the other groups with Group

(D]

H

11,

ON

ou

LS
[

I's mean raw score being 26.6; Group II, 28.7;

ore of 45,

)
(@]
[

and Group IV, 30.4 out of a possible raw
Moreover, the closeness of the four groups' mean scores
seemed to suggest that neither student selection, researcher

oraference nor random selection of material to each group

produced substantial increases or decreases 1n



O\
W

o
O
O
i
O
}_J
o
on
D
<
5
®
+
5
M
D]
(@)
]
)

Ot significant differences
» data was secured fron the t-Test
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icantly altered the mean scores of Groups I,
III, and 1V when compared with Group II (the control).

Thus, allowing students the opportunity to select short
stories to be studied produced neither positive nor negative
differences when their mean Performances were compared with
those of Group II, the control group which studied stories
based on researcher preferences.

The third hypothesis in the field study again
stressed the variable of student selection and was stated:
will student selection produce significant differences in
students' retention of knowledge. To provide data for this
hypothesis, each group was retested five weeks after the
ending of the unit. No review of any type was given, and
the same tests were used for the retesting. Furthermore,
to ascertain whether significant differences between mean

scores did exist, the t-Test for Independent Samples was

)]

. 7 ' 1 -+~ { A A
First, data from the t-Test (see Table 7, page 65)

pointed out the closeness of the mean scores of the groups

's mean raw score being 29.%; Group

. i "
T ~0 ~ ~ C ~ 3 Al \ > - -
II, 28.2; Zroup III, 27.9; and Group IV, 29.9 out of a pos
= 341+ 1 < + =) ~waed that
sible raw score of 45. Additionally, 1t was oCserved tnat
o - - ~ Ty 3 T “vyAm aaprhr

the four zoroups differed no more Than TwO pPolnis from eac

inferred that the various methods



Table 6
Results Sf the ;—Tgst for Independent Samples for Test 1
Groups I, III, IV Compared with Group II
Mean "
Zroup N Raw Score daf t Probability
1l
(Researcher) 11 28,7
I
(3tudent) i 1 26.6 20 =565 =>,05
I11
(Student) 14 25.5 2}  =.77 >.05
IV )
(Random) 14 30.4 23 3 >.05
ap P T e
Possible Raw Score=45

O



Table

3

Results of ¢ ;—T t for Independent Samples for Test 2
Irou i, I, IV Compared with Group II
Mean
Group N Raw Score af t  Probability
1% )
(Researcher) 11 28.2
(Student) 11 29.6 20 . 51 w05
111
(Student) 14 27.9 23 =4 D8 >.05
I.[ ~ ) )
(Random) 14 25.9 23 i) =, 05

4p5ssible Raw



£6
ted no marked increases or de-
'

nts' retention of knowledge.

Of more meaningful value, the data from the t-T

the information necessary to conclude
not Groups I, III, and IV obtained mean scores
significantly different from those of Group II. As with

the second hypothesis related to student performance, the

®
|+

-Test yielded no significant dif-
ferences between either the variables of student selection
or random selection when compared with the control.
Furthermore, Table 8 (see page 67) supplied addi-
tional data 1llustrating the stability of each group's stu-
dents on the two tests with Groups I and II increasing their
mean scores by 3 and 1.4 points respectively. Even though
Groups III and IV decreased their mean performances, the
decrease was limited to .5. Moreover, the consistency of
many students' individual performances on the two tests was
evident (see Table 9, page 68) as 7 of the 50 (14 percent)
maintained their earlier score, 28 of the 50 (56 percent)

increased their score while 15 of the 50 (30 percent) had



Table 8

Total Groups' Mean Raw Scores>
for Tests 1 and 2

Group I Group II Group III Group IV
(Student) (Researcher) (Student) (Random)

+3
()
[0}
ct
(T

26.6 28.7 26.5 30.4

=
D

ot
o

29.6 28.2 27.9 29.9

@pogssible Raw Score=45
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Table 9

Number of Students Increasing, Maintaining, or Decreasing
Raw Scores2 on Test 2 Compared with Test 1

Increased Maintained Decreased Total

Raw Score Raw Score Raw Score Number
Group I
(Student) 9 1 1 11
Group II ,
(Researcher) 4 3 L 11
Group III ’
(Student) 8 3 - 14
Group IV 14
(Random) 7 0 7 "
Total _
Number 28 7 15 50

(03]
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Secondly, another potential explanation for the dis-
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or recognition followed by relearning with the
greatest forgetting in the area of recall.u Since the two

tests administered to each group were exactly the same and

multiple-cholice items, the larger percentage of test items
had answers avallable whereas short answers were required
of each group's students for only ten questions. Moreover,
since each group's test had several literary terms stressed
throughout the year, the factor of relearning may have in-
flusnced the findings of each group.

Because of this consistency of individual students
on the two tests, the experimental variabls of "“testing”

tudents on the

ul

could further explain the performances of
second test. Since "testing"” often produced improved scores
wren similar tests were used, the improvements made by 56

percent of the total number of students could have well been
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retested using the same test
irst test was given. Consequent-
ly, a longer perlod of time between test dates of one of

the two gzroups based on student selection could have sup-

internally valid data into whether or not student
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ficant differences in knowledge re-
tention. Thus, as with the first and second hypotheses,
student sel

ection of material did not support significantly
different performances in retention of knowlsdge by the stu-

dents involved in this field study.



nd to have lost in-
“Ney Drogressed, this field study cen-
tered on the 2lement of motivation, a factor considered by
many 10 be a crucial one in the betterment of student atti-

udes toward school and toward themselves as well. More-

dents' levels of motivation, their academic performance, and
their retention of knowledge. Thus, three hypotheses were
tested: (1) did student selection of class material create
2 more pronounced level of student motivation; (2) did stu-
dent selesction yield significant differences in the academic
performance of students; and (3) did student selection pro-

ifferences in the students® retention of
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four groups of English II students at Todd County Central

High School were studied, and a short story unit was se-

lected for use in securing necessary data. Thus, two stu-
dent groups studied stories selected by a majoritvy of tThem.
One other group studied stories chosen randomly by the re-
Searcher wnile +he control group studied those of researcher



2

ionnaires

quest

0

Q
<

q

3

«

b

o
1<
[N

o

m

Q

Q

(@)
e8]

AFY

4

-
sStu-

0
—
a

Q
&

U

o

—

performance an

dent

O

(88}

that data,

+

From

11
n
‘J

Ql*
R o
@
Q
Q

=

-ﬁlu
£
D

o}

(48]

nean

G4

o
.04
af
k|
o
Q)

e
4>
(&)
a

1—

O]

a

m
r
aQ

a
=

3
o
1]

(o)
Q
O

i®)

0

ol
40
O
Q
7.
D

e

®
iy

S
m

o

S
@]
0

0]

Q
4

=4
(@]
£
44
.4
|
Q
3
|

h()

9
«f

9

b

ol

$4

£,
(N
O

aQ

1]

[i%)
Vo
S
(D]
&)

@
m
&
O
£
€)

a
b
7

nay

a

L 5 |
a
hif)
«of



73

e data co

Ln

ion,

176

add

n

o

e S

pot

second hy

a1

ass mater

ien

4+

¥
it

iy

i
i

<
ho

d not

al

Sk

1

of

v

-:S_

marked d

no

il

d

[=}

lassroom.

roduc
Ho

e e

~

-

1

kg

of
+

-~
-~

students
in t

on a
onten
h

')
v

€1
Gl

o

Performance
selec

e

ms of

v~

nor random

e academ
2

19}

N

v 4

N

—

%

ences 1

1O

o

N +5 =
-_-“

one

~
-

Pal
-

retention o

ction and

sele

{>
19
D

s}

-

()
o
Gy

o |

w.v

m

o
‘.J
@
i)
‘u
a
¥

0]
‘u
£
aQ
e

ik
m

£

ol

m
o))
O
o
a
S
aQ
44
_.QA‘

Lo

|
tp
o
)]

)

(&)
QD
1
[0)]
0]

*\u

o
3
4
)]

G

@
|
Q

o

S
o

G4

£y

o)
L
®)
£
«
@
(]

e

T
-—— N

o
£
D
"
£
O
0

|

o

il a0 |

D

o)

S
of
(&)

)

|

-
T

(48]

m

m
‘4
@,
Q
U |
=
TJ
0n

48]

(0]
]

)
o

£

48]
)

ey
a0
(8]
Ty
(B

Ly

ae
1

a
~\_
a1
m

o

[4¥)

—‘_-
f
af
!
£y
af

wod
[$)

I
i)
P

)
3
-~
S
(0]

0
)
QD
LS
vw

a0
(99)
£
o
0]



. S e
» generallzing these findings to all
invalid. As a resu

of the research,

modifications 1in the design of thi

)]

s field study with the use
of homogenecus and heterogeneous groupings, varied testing
procedures, or alfersd lengths of time devoted to the unit
could provide increased insight into these areas of learn-
ing and the effects they have upon students.

Thus, one final recommenda%ion becoming apparent
from the field study is the need for teachers to be willing
to experiment and involve students in decisions relating
7o what is studied by them. However, at the same time,
teachers should also be willing to determine what effects
those changes have on students and on their learning. More-
over, they must be willing to critically evaluate those
changes and their results, and, even more importantly, they

should be willing to discard them if the effects on students

prove to be detrimental.



APPENDIX A

SHORT STORIES, QUESTIONNAIRES, AND CHECKLIST
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APPENDIX A. Short Story Descriptions
ace an X on the line before the titles of the five (5)

short stories that you would like “o study. Brief descrip-
tions of the stories have been provided for you )

@psTg e

A fa?he; must make a decision that will affect the life

of hils daughter.
____ "The Sniper"

A sniper xills his enemy and finds out later who his
enemy really was.

"Pilot's Choice®”

Brady, pilot of a rescue plane, must decide how far he
can g0 on a limited supply of fuel.

"The Hungry Winter”
An Indian nicknamed "“Uncle” revealed his love for oth-
ers in a very unusual way.

"Later"”
John Carmody's concern for his work causes him to un-

knowingly postpone reading to his daughter forever.

“"Good Morning"”
A young boy accepts money to do a job and later regrets
his decision to do it.

[IRd¢ o P

Half =2 Sheet of Paper” .
A small piece of paper brings back many memories for a
young man moving out of his apartment.

"The Long-Distance Telephone C 11"
Colonel FreaWolgh temporarily finds his telephone a
happy escape from the imprisoned life he leads.

DﬂapSLOT f a Dog" .

A picture of his dog brings back memories OI Tl
guthor's childnood and the unusual love his do
sessed for his masters.

)

e
pos-

>

0y

"The Open Window"
A young girl jokingly
with a "owy unusual s

ntertains an unwelcome visitor
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APPENDIX A. Student Motivation Questionnaire

Please marX each statement to show how ¥ou honestly feel
about each one. Think about how you felt in today's class.
Use the following scale to circle each answer.

5 All of the Time

~ Most of the Time

3 About Half of the Time
2 Some of the Time

1 None of the Time

1 2 3 4 3 1. I felt at ease with myself and
other students today.

1 2 3 4 5 2. 1 felt I was an important part
of my class group today.

1 2 3 4 3 3. I did not fear I would fail in
my work in class today.

1 e 3 b s L. I was interested in my group's
oral discussion today.

12 3 4 35 5. I learned something new today
that will help me to understand
other people.

1 2 3 4 5 6. I re-learned something today
that will help me to understand
other people.

1 . 3 L g 7. I am proud of my work and my
participation in class today.

1 2 3 Ly 5 8. I felt that the teacher thought
I was an important person today.

1 2 3 4 5 9. I felt challenged to do my very
best in class today.

1 2 3 b4 3 10. I did my very best work in Eng-
lish class today.

Croup
Sex
Raca

sac T
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¢ Attitude Questionnaire

D e ~ircle + ) £

:Te?f“h'f‘i_; ;“9 ngmoeg Ol =ach statement that most nearly
shows now you honestly feel about each one. Use this scale
as you answer each statement. - )

; Strongly Disagree
4 Disagree

No Opinion

Agree

Strongly Agree

i§ ine 0l my subjects, English II is a class in which I feel
nau . . .

1 2 3 4 3 1. I can personally succeed if I
LY.
1 2 3 4 5 2. I am an important part of the

larger group.

1 2 3 4 5 3. I willingly put forth much ef-
fort to do my best.

1 2 3 L B L. I am challenged to do my very
best.

il 2 3 4 5 5. I am expected to do too much.

1 2 3 L 5 6. I find the study of grammar is

more important for me than the
study of literature.

When we study literature, I feel that . . .

1 2 : 4 5 7. I can relate to characters that
we meet through our reading.

il 2 3 4 5 8. I am a self-starter and do not
have to be pushed to read.

1 2 3 4 3 9. I can answer some questlons
orally when we discuss them 1n
class.

3 2 3 4 5 10. I often volunteer to answer
questions orally.

s AT +he +
1 2 3 y 5 11, I can answer many of the writ
ten gquestions assigned for home-
WOrK.
] 2 3 y 5 12. I do not have to put forth much
i 2 5 L 12, I U th
effort to prepare 1I0r 2 Test
over thne material studied.
1 2 3 L 5 13, I am proud of my worx and par-
ticipation 1n class.



‘Nhe

n we stu

4 5
1 2 3 4 5
1. 2 3 4 5

b, 00
L B 3 b 5

Group

Sex

Race

Ao

aAge

t

14,

e Questionnaire (continued)

I am studying material that I
already know fairly well.

I am challenged to learn more
about grammar.

I can succeed in learning ma-
terial that is difficult for me
1f I continue to try.

I am force do exercises in

ed to
grammar that have little wvalue
for me.
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APPENDIX A. Teachepr-C o
= 1£ A -eacner-Completed Motivation Checklist
Ap
Key to Numbers
5 Always
L Usualls:
3 Sometimes
< Seldom
1 Never
day's ETOUD « « «
showed 1interest in class work. 1 2 3 L 5
showed interest in class dis- 1 2 3 4 3
cussion.
cooperated with me. 1 2 3 4 5
cooperated with and showed un- 1 2 3 4 35
derstanding for each other.
created a warm and relaxsd 1 2 34 5
classroom atmosphere.
displayed enthusiasm for 1 2 3 4 5
learning.
A 3 dfs 1 %) 2 Ly =4
remained attentlve. 2 3 L
-~ )y o
remained highly structured. 1 2 3 L 3
3 + 3 xrma+a” + 1 2 ’J, -..( ;
appeared to be motlvated TO 1 <
lsarn.



APPENDIX B

UNIT TESTS FOR GROUPS I, II, III, IV
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C ms in the first column with the
second. Some items in the second colu
willl not be used, -

i m
%amis &agiger A, English bull terrier
Bl e HULRE B. "The Long-Distance Tele-
Apothecary Phone Call"
August Strindberg C. Swedish writer
Liam O'Flaherty D. Fight or struggle with
ﬁ%{ Bradbury E. "Snapshot of a Dog”
Straight-arm” F. Conflict outside a country
Civil war G. Mexican friend
Jorge H. "The Sniper"
Rex I. American bull terrier
J. Talk or argue with
K. Alice
L. Conflict inside a country
M. Wrestler
N. A druggist
0. Saki
TRUE-FALSE If an item is true, use a *. If it is

false, use a o.

The sniper tricked his enemy into thinking he was

killed.

Among dogs, Rex was a bully known for starting many
fights.

James Thurber writes in a very
Vera quickly explained Mr. Nut
from the Sappletons.

0O~

|

O

[N
= @)

¥ PO

b

.

=

(RS

L2

Jorge was the only friend that Colonel Freeleigh
ha‘jn .
3 e 3 114 +
The young widowed man was bltter as he walked out 1o
leave his apartment. )
Style refers to tqe way a writer expresses himself.
Colonel Freeleigh's son had threatened to have nhis
phone removed. )
Settings of short storles are always Dlnpolnted
tavtTy for the reader. _
-~ ~Ayant "
Swimming was Rex's favorlte recreation. ’
i 3} red A A T + e
Alice and her husband both enjoyed atienclng tin
ey I+ £ ~ience Tiction
Ray Bradbury's writings are often sclence Ilculon.
y ~ p’ - A ~vramir n T+ + N
The sniper never knew who the enemy on the Olner
roof top really was
Mr. Nuttel's aunt
ygtiecn to Mre. S8
he entries on the nal
written leglbly 1n tne S
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The best
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conflict would include all of

(915
oy
(D

Lo

man.
nature.
soclety.
himself.
the above.
of the above.

h of the
?ll

w3
= o
e
D
O
’_

following

o

is the only

sniper
other.
sniper

was a Free Stater,

er
he who killed his
bro

. The was wounded by the gunner in

<

killed an old woman coming down the

fainted because of the pain from his

decided

writer develops his
tThrough
. through
. through
. through
By Ty D
- o

of the following did Rex not do?

carried a ten-foot wooden “rail in his mouth.
caught baseballs thrown high.

carried a small chest of drawers home.
killed cats and squirrels.

jumped eight-foot fences.

=

. The sniper against lighting a cigarette

characters
his personal description.
their actions.
their thoughts.
other characters'
above.

the above.

comments about them.

hich
He
He

{

8 )
D

xample irony would
. The make-believe story
n older person. . N
Rex "straight-armed” death llxe
battles in life.
. Colonel Freeleigh died aft

would be removed.
. B, C above.

above.

n¥f
o4

knew his phone

—
-

+he
Vil

+ 9
il

ro

abov

> 1>
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following

the armored
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APPERENTT 7
APPENDIX B. Uni+
Sroup L Unit Test (continued)
ﬂnic: o:vthe following is not 2 clue that should have
1ed Jr. NutTtel to regls: ‘ t Ve %
il realize that Vera's story was not
A my 1 4.3 -
g. The “$dae snowed signs of the presence of men
. Vera laughe ki A S s i £
v . a¢ghnd JOK1Ingly as she told him about the
accldent.
P
C. Vera was fifzte \ s ol ' i
LoTe _?ﬂ;;fbcen years old at the time of Mr. Nut-
ce S VLIBLTE,
D. Vera would have been three fears younger when the
accident occurred.
Which e

W { “he following is not a characteristic of
Thurber's style of writing?

A. He writes in a very formal manner.

B. He writes in a relaxed, conversational manner.

C. He uses a great deal of description.

D. He creates characters who are not typical of him.
E. 4, B, C above. )

F. A, D above.

When =z pilece of literature ar
pity, it is said to have
4. candliat.
B. pathos.
C. irony.
. "‘"a*a"‘/-

« characterization,

ouses our feelings of

eIl

Which of the foLlowwng was not one of the pleasures of

Colonel Freeleigh's 1life?
. Talking to Jorge.
. telling stories to three young boys.

. talking to friends in other countries.
. none of the above.

. A, B above.

Which of the following was not
sheet of paper?

1o Qo

A. the bank.
B. the livery stable.
C. the ja“”j
D. Dr. L-=--.
v B W
E. the undertaker.
F. none of the above.
FILL-THE-BLANK Supply answers for the Iollowlng ques-
o tions. Write your answers On tne
lines provided.
nm - = ~ " A~ N2 D
1. The country where "The Snlper O0CCUrs Was
idea that writer iz stressing
> A ? is a main idea that a wriier 1s = g
+hrough the events oI tne SUOry.
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APPENDIX Grot Uni i
APPENDIX B, “roup I Unit Tegt (continued)

3. "Romance st short notice"

Was a pastime of 2
(whom)

4. ? refers

To0 the events of g story.

5. A ? occurs when a writer returns to an earlier
tTlme period,

L TC

6. Colonel Freeleigh
as they could,

and Rex both ? Death as long

7+ 7 occurs when the

OpPposite of what is expected
happens.

8. A ? is 3 struggle between two or more opposing
forces.

9. ? refers to the time and place of a story.

10. ? caskets were needed for the young man in
“Half a Sheet of Paper.*
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APPENDTY Q
AFPENDIX Group II Unit Test

- Sl T B v X (8 | Fv"r tol 1 % [ i 3 ]
l2Tcn 1tems in the first column with the

§§cond. Some items in the second column
wlll not be used.
Zona Gile A. Reindeer
James Thurber Be: Collie
2 111 C ;
;obll;ard C. English bull terrier
Cache D. Marge
- 2 ’ ‘O
{aplnf ' E. "Pilot's Choice"
Jonn Carmody's F. Lack of food
daughter G. "Snapshot of a Dog"
Rex H. American bull terrier
Caribo I. "Later”
Hunt MllTor J. Visitor
Michael Foster K. Hidden supply of food
.. Newspaper writer
M. "“The Hungry Winter"
N. Priest
TRUE-FALSE If an item is true, use a *. If it is
false, use a o.

Brady and his copilot discussed their situation be-
fore they decided to rescue the survivors on the
raft.

The Indian village traveled
zard to try to locate food.

by sled through a bliz-

Bill turned down his sister because she was a
"tired"” woman.

Settings of stories are always pinpointed exactly
for the reader.

Swimming was Rex's favorite recreation.

The Indians accept events of their lives rather

them. _
priest told was too0 unbelievable for

than fighting
The story the

Spencer.

Bill at first hoped his daughter's adopted parents
would be wealthy. .
Brady easily made his decision to rescue the two

men in the raft . '

John Carmody was busy reading a stockholders’ re-
port when his daughter asked him to play a game

with her. o L
*ahn SJarmody recalled the events of his daughter 's
last few minutes of 1life shortly before leaving

for her funeral. ‘

Tules, the young Indian boy, was gilven ne name

v Sy e ) 124 1

“Uncie"” by his people. ] o
A1l the people exceptl the priest sat down and Wwepsw

when the cachs WasS found emdly.



14, %mon~ﬁjcgs, Rex was known 2
nany rights.
15, Belore Minna left with her
the story, Bill kissed her
T1lme.
III. MULTIPLE-CHOICE Select the be
the ;ollow1ng
1. In order to be a better Parent
A. learned to cook oatmeal and
E. patched Minna's clothes.
C. gave Minna a kitten to keep
D. listened to her prayers and
E. B, D above.
F. all of the above.

Which event was not a true one
A. The father was too busy to
daughter.

B. The mother, according to th
busier upstairs.

C. The new book was dented and
the story.

D. The daughter was killed by

E. The daughter was very patie
her father.

F. The father was filled with
killed his daughter.

Which season 1s most preferred

A, fall.

B. winter.

C. spring.

D. summer.

E. none of the above.

Nnich of the following did Rex

A, He carried a ten-foot woode

B. He caught baseballs thrown

C. He carried a small chest of

D. He killed cats and squirrels

E. He jumped eight-foot fences

A writer develops his bqara:t?

A. throuzh his personal descril

2, through their actions.

0, through their thoughts. '

D. through other characters C

E. all of the acove.

F. B, G, D above.

+  Group II Unit Test (c

continued)

S a bully who started
Parents at the end o¢
good-bye for the las

best answer for each of
for Minna, Bill
vegetables.

her company.
tookX her to churcnh.

from "Later?”
take time for his
e daughter, h

was muc

thumbed at

an elderly driver
nt when talking with

hate for the one who

by the Indians?

not do?
n rail in his
n,

wer:,

mouth.
high
dra

home.

the end of

(@6]
~
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The most unusu ev £ +1 :

L wcea usual event of the priest's story that

Spe r could not easily accept was

A 4= % X -~ -

A ;ne Nga;ns‘ was abnormally below zero

=) T 1 .

B :he village could not borrow food from nearby

ndians.

u P tne_Joung O0Y¥ 1n The story did something hard to
belleve.

D. the village people were forced to eat their dogs.

E. 4, D above. -

F. none of the above.

An example of irony would include the following except

A. the rescued survivors saved the rescue plane's
crew.

B. Bill gave hils daughter to the carpenter and his
wife 1nstead of to the wealthy woman.

C. the young Indian boy of fourteen failed to give up

hope when the older ones did.

D. John Carmody had no hatred for the one who killed
nis daughter.

. Rex "straight-armed” death like he fought other
battles in his life.

'« D, E above.

t

3]

Which of the following is not a factor that had to De
considered in "Pilot's Choice?”

A. the supply of gas.

B. the weather conditions.

C. the condition of the plane.

D. the distance back to the base.

E. the safety of the crew.

-~

piece of literature arouses our 1€ elings of
ity, it is said to have
conflict.

- = :)‘
D
3]
j\Y]

'.J
L)
o
o
&

o ow='s =
o+
3 v
O ot
3 0Q 3 5
® o
(ST (]
< -

(
-
v
t

FILL-THE-BLANK Supply answers for *he following ques-
+ions. Write your answers on the lines
provided.

1. A ? occurs when a writer returns tTo an earlier
time period.
5. 2 refers to the events of a story.
54 9 was finally used to balT ine hook to flrst
=7 =“~ < P ._-n.
a++tract the 1lsn.
s Minna opensd 2 ? as snh2 walked away Irom ner




APPENDIX B. Group II Unit Test (continued)

Ut

D
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Hy
D
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g of his story.
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h
lict
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D
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acters seem real.

? occurs when the opposite of what
nappens.

he time and place of a sto

petween TwO Or more

dy commented that no man is an ?

ry.

hat a writer is stressing

opposing

efers to a writer's ability to make char-

is expected
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«+ wroup III Unit Test

T TCHING N 4

. TCH #atcn 1tems in the first column with the
second,  Soms it it 1 ith the
: €MS 1In The second column
will not be used. .
1. Robillardg
L lilarag A. Hidden supply of food
2. H. H. Munro
iy Y B. Conflict inside a country
3. mine C. "Good Mornine"
4. 01ld Ranger
. Ol anger D. Fight or struggle with
5. Liam O'Flaherty E. Framton Nutt el
. i, 48 il -~ 7 b o) p s B A
6. wburalgnq arm F. English bull terrier
7. Mark Hager G. Talk or argue with
8. :a?bi ' H. Visitor
12. Elfl war I. Conflict outside a country
_10. Rex J. American bull terrier
K. Lack of food
L. "The Sniper™
M. Mr. Epperly's dog
N. Priest
0. Saki

II. TRUE-FALSE If an item is true, use a *. If 1% dis
false, use a o.

_ 1. Among dogs, Rex was a bully known for starting many
fighte.
___ 2. Settings of short stories are always pinpointed
exactly for the reader.
3. The community demanded that 0ld Ranger be killed,
yet none of the men would do 1it.
b, James Thurber writes in a very formal style
5. The Indians accept events of their lives rather
than fighting them.
___ 6. Vera quickly explained Mr. Nuttel's sudden depar-
ture.
7. Jules, the young Indian boy, was given the name
"uncle” by his people.
8. Style refers to the way a writer expresses himself.
9., Joe killed 014 Ranger to please the people of the
area and to get his first dollar bill.
10. Swimming was Rex's favorite recreation. i
__11. The story the priest told was too© unbelievable for
Spencer.

12. The sniper never knew who the enemy on the other
roof top really was. o o ~ .
13, All the people except the prilest satu down and weDdt
when the cache was found emply. .
1L My, Nuttel's aunt had given him a letter 01 1niro-
L™ JiL e 2Vt b LIS a 440 il
duction to Mrs. Sappleton. . .
1¢ mhe Indian village traveled by a sled through a
= ot X & & AN ——i = = R = = .
blizzard to try to locate 100d.
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AFPENDIX B. Group III Unit Test (continued)
\-TT_’-‘\T:-‘\—‘_‘QA' TAT s
MULTIPLE-CHOICE Sele he best answer for each of
the i

Which season is most preferred by the Indians?
A, fall.

B. winter.

C. spring.

D. summer.

Which o

the following did Rex not do?
rried a ten-foot wooden rail in his mouth.
caught baseballs thrown high.
carried a small chest of drawers home.
killed cats and squirrels.

jumped eight-foot fences.

D (D (D @

Hg QX
e eim e o

The most unusual event of the priest's story that

Spencer could not easily accept was

A, the weather was abnormally below zero.

B. the wvillage could not borrow food from nearby
Indians. '

C. the young boy in the village did something hard
to believe.
. the village people were forced to eat thelr dogs.

. none of the above.

A type of conflict would include all of the followin

., man vs. man.

. man vs. nature.
vs. society.
man vs. himself.
none of the above.
all of the above.

writer develops his characters,
hrough his personal descrlptlons.

1t Q) g e |
3
v
5]

T>

"
»

A
¥ 9]
B. through their thoughts.
C. through thelr actions. ] -
D. *drouéh other characters' comments about tnem.
E. all of the above.
Fo B, C, D abOVe- .
Which of the following 1s the only true event of "The
o) -4 ) 19
Sniper” L " e )
A The Snlper was a F:‘ee S>tater, who kKilied nls
brother. e o PP
B, The sniper was wounded by the gunman 1ln the
m Yy . B .
s ] aman comins down the
A e imam wi1led an old woman coming d
Js L1ne Ssnipel -.a.._..\_,j. a @) ®)
street.
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Unit Test (continued)

S
ound
el N . . .
he sniper decided agalinst lighting a cigarette.
i n

the following did Vera

A. Her sunt kept the window open
the return of the men. i
m . : s :
B. The men went hunting with two
dogs.
. The "accident” occurred three years ago to the
day. A
D. The men went to their favorite snipe-shooting
ground.
E. Mrs. Sappleton's husband and brothers were lost in
a bog and never returned.

each day waiting for

of their best hunting

An example of irony would include the following except

A. Rex "straight-armed" death like he fought other
battles in life.

B. The older people of the community expected a
youngster to do what they could not do themselves.

C. The make-believe story told by a young girl fooled
an older person.

D. The courage and quick thinking of a young Indian
saved the lives of his people.

Which of the following is not a clue that sho

led Mr. Nuttel to realize that Vera's st

true?

A. The house showed signs of the presence of men.

B. Vera laughed jokingly as she told him about the
"accident.

C. Vera was fifteen years old at the time of Mr. I
tel's visit.

D. Vera would have been thre

accident occurred.

J

4]

rs younger when the

0
¥

After Joe agreed to kill 0ld Ranger,

A. The money burned in his pocket.

B. Joe hid the money 1n a castor-oill boptle.

C. Mrs. Epperly criticized Joe for killing the

dog.
D. The Epperly children would not walk to school with
Joe.
E. A, B, D above.
F. A, C, D above.



T o

e
%)
4L

LL-THE-BLANK Supp
i n
1

R I

10.

~& 5. Group III Unit Test (continued)

PPly answers for the following ques-
lons. Wrlte your answers on the
ines provided.

? refers t he events of a story.

e % S
? was finally used to bait the

~ : /. t hcok to first
attract the fish.

? refers to the time and place of a story.

? occurs when the opposite of what is expected
happens.

“"Romance at short notice” was a pastime of ?
(whom)

? refers to a writer's ability to make char-
acters seem real.

The country where "The Sniper" occurs was ?

A ? is a struggle between two or more opposing
forces.

Joe was given a ? dollar bill to kill 0l1d
Ranger.

A ? is a main idea that writer is stressing
through the events of his story.



=) NDTY
APPENDIX B. Group IV Unit Test

=

VAT TN

TCHING Match items in Tthe first column with the

second. Some items i
: n the second colu
willl not be used. -

J=

. diona Gale

1 A. "Snapshot of a Doz"
___g. y;:n%?laFoster B. Marge N
). Ray Bradbury C. Mexican friend
4, John Carmody's D. Enemy
gaughter E. A druggist
5. Jorge ., q“g¢Lsh bull terrier
__ 6. August Strindberg G. "The Long-Distance Tele-
__ 7. James Thurber phone Call” N
8., "Straight-arm” H. Alice
9. Rex I. Talk or argue with
__10. Apothecary J« "Later” -
K. Newspaper writer
L. Fight or struggle with
M. Swedish writer
N. Wrestler
O. American bull terrier

II. TRUE-FALSE If an item is true, use a *. If it is
false, use a 0.

1. The entries on the half sheet of paper were all
written legibly in the same handwriting.
2, Bill turned down his sister because she was a
"tired” woman.
3. Among dogs, Rex was a bully known for starting many
fights.

L, Alice and her husband both enjoyed attending the

5}
3

(

o
)
W
H
1)
W)
}_J
=
N
<
)
o]
.,_l
3
3
O
o
5
®

5 Settlpgs of short stori

exactly for the reader. )
___ 6. John Carmody was busy reading a stockholders
port when his daughter asked nim to play a game
with her.

7. James Thurber writes in a very formal style.
8. The young widowed man was bitter as he walfed outl

to leave hls apartment.

9. B 11 at first hoped his daughter's adopted parents
ould be wealthy. s
10. Stvle refers to the way a writer expresses nlmse.l.
11. Colonel Freeleigh's son had threatened to have nls
phone removed. K e
12. Before Minna left with her new parents, Bill kissed
o her good-bye for the last time.
193, Swimii:g was Rex's favorilte recre?u;oy._ .
ik, Jarsze was the only friend that LOLlONEL Freeleigh
ha 4?
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APPENDIX B, zroup IV Unit Teagt

5. John Carmody recalled the avents
last few minutes of 1life sho rtly
for her funeral.

Select the best
the following.

an

Which of the following was not an
sheet of paper?

A, the bank.

B. the livery stable.

C. the dairy.

D. Dr. L---,

E. the undertaker.

F'. none of the above.

Which event was not a true one from
A. The father was too busy to take
daughter.
The mother,
busier

B, according to the

upstairs.

C. The new book was
the story.
D. The daughter was killed by an el
E. The daughter was very patient wh
her father.
F. The father was filled with hate
killed his daughter.
In order to be a better Darert for
A, learned to pOOK oatmeal and veget
B. patched Minna's -othes.
C. gave Minna a kitten to keep her
D. listened to her prayers and took
E. B, D above.
F. all of the above.
Which of the following did Rex not
A. He carried a ten-foot wooden rai
B. He caught baseballs thrown high.
C. He killed cats and squirrels.
D. He carried a small chest of draw
Z. He jumped eight-foot fences.
Which of the fo not a cha
Thurber's style
A, He writes in al manne
B. He writes in conversa
C. He uses 2 &r descript
D, He creates char 0 are no
E. A, B, C above.
F. A, D above.

-
»
»

-

daughter,

of his daughter'
before leaving

swer for each of

ntry on the

“Tiater?™
time for his

was much

dented and thumbed at the end of

4erly driver
en talking

=]

.
with

for the one who

W'nna, Bill

ables.

company.
her to church.

do?

i 1 h1ia MmOl

4. LK S moutn.
ers home.
racteristic of
V\l

tional manner.
ion.

+ +ypiczl of us.
t typiczal of us

-~
3

yellow
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+  Group IV Unit Test

v

s,

v
«
(5%
C
(

Type of conflict would include
. Man vs. man.
. man vs. soclety.
. man vs. nature.

an vs. himself.

all of the above,
. A, B, D above,

d

oty g Qo ae
3

A writer develops his characters

A. through his personal descriptions.
3. through their actions. ‘

C. through their thoughts.

D. through other characters' comments
E. B, €, D above.

F. all of the above.

When a piece of literature arouses our
pity, it is =said to have

K, eontflict.

B« pPathoS.

£« lrony.

D. tragedy.

E. characteriszation.

Nhich of the following was not one
Colonel Freeleigh's 1ife?

A. talking to Jorsge.

B. talking to friends in other count
C. telling stories to three young bo
D. none of the above.

E. A, B above.

An example of i”ony would include

J (

(G NS

W
. John Carmody had ha tred for the
d ug ter.

C. Rex "straight

<+ . £
b 7 N e i S - . e ’
ILI-THE-BLANK Answer each 01 ine 1
Write your answers O
-
vided.
? Faras T +he ayvents gf a
1- rEI:-D ,O 9] = e VEgdilb o
FT -+ 3 - o~ -~
2. ? refers to the tlme and 2+
T i
3: 7 ket ere needed 1I0or T
3. ? caskets were needed 0
7 € Q Ex 2 Danear
"Uo1f 2 Sheet o raper.

following except
ill gave his uauEHuVL to the carpent and his
Lfe instead of to the wealthy woman.

killed his

fought other

04



APPENDIX B. Group IV

|

(@)

Unit Test (continued)

A ? occurs when 3 writer returns to an earlier
time period.

A ? 1s a struggle between two or more opposing
forces.

Minna opened a ? as she walked away from her
father at the end of the story.

A ? is a main idea that a writer is stressing

<+

through the events of his story.

? refers to a writer's ability to make char-
acters seem real.

? occurs when the opposite of what 1s expected
happens.

Colonel Freeleigh and Rex both ? Death as long
as they could.
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