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The Need for Including 
Motivational Aspects in Formative Evaluation of Adult Learning 

Kevin Chin 

Research has shown that individual motivation is a necessary component of adult 
leaming, playing an important role in an individual's positive attitude towards knowledge 
seeking (Wlodkowski, 1985; Phares, 199 1). Individuals who are motivated will be more 
likely to have a future interest in what they have learned and be more likely to use what 
they have learned, possibly k o m i n g  life-long learners (Wlodkowski, 1985). The rapidly 
changing economy demands Iife-long learners who can successfully upgrade their 
personal and professional skills. Formative evaluation can contribute to realizing this 
initiative through evaluation of learner motivation and delivering more effective and 
efficient curricula that meet leamer needs. 

In order to take into account the psychological and sociological complexities of 
motivational issues related to short-term classroom-based educational interventions, an 
Evaluation Design of Motivation and Achievement is proposed. Drawing upon rneasures 
of learner motivation and achievement in the form of self-report tests and performance 
assessment, this formative evaluation design provides guidelines for data collection, data 
analysis and as well suggests possible motivational strategies and techniques for 
implementation. By attempting to take into account the psychological and sociological 
complexities of motivational issues related to a.i educationd intervention, it is argued that 
this evaluation design has the potential to bridge a gap in learner needs and designed 
cumcula through an emphasis on the interdependent relationship between motivation and 
achievement in adult learning environments. 
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The proliferation of competing articulations, the willingness to  try 
anything, the expression of explicit discontent, the recourse to philosophy 
and to debate over fundamentals, al1 these are symptoms of a transition 
from normal to extraordinary research. -Thomas S. Kuhn 

INTRODUCTION 

This thesis presents the case for including motivational aspects in the process of 

formative evaluation. Through review of the relevant literature, the need for addressing 

learner motivation in relation to achievement will be outlined, concluding with a 

proposed formative evaluation design for use in classroom-based adult learning 

educational interventions. This evaluation design is intended for use in formative 

evaluation of short-terrn classroom-based educational interventions involving adult 

leamers. Through on-going monitoring of learner motivation in relation to achievement 

throughout an educational intervention, limited resources can be targeted for improving 

instructional stratcgies through appropriate revisions. Data is gathered using triangulation 

of written self-report measures of learner motivation, pre/posttest measures of 

achievement and performance assessrnent measures. 

There are compelling reasons for highlighting motivation in relation to 

achievement in the adult learning process. First, research shows that the two constructs of 

motivation and achievement play a cooperative role in learning. Some findings indicate 

that motivation is consistently positively correlated with educational achievement 

measures (Walberg & Uguroglu, 1980). Logan (1976) wntes of the multiplicative 

interaction between motivation and learning, where an individual will not perform if 

either knowledge or  motivation is absent. Although the interdependent relationship 



between motivation and learning is far from proven fact, many researchers agree to its 

existence and importance. 

Second, the role of motivation in education is imperative for individuals to apply 

knowledge learned and will be more likely to have a future interest in what they have 

learned, possibly becorning life-long leamers (Wlodkowski, 1985). The rapidly changing 

economy demands li fe-long leamers w ho can success full y upgrade their personal and 

professional skills. 

Third, the long-term impact of motivation on society's improvement is essential. 

Over tirne it has been found that 29 of the world's wealthiest countries-members of the 

Organization of Economic Co-operation and Developmen t (0ECD)-have increasingl y 

becorne "learning economies" dependent on the creation and management of knowledge 

and ideas (Centre for Educational Research and Innovation, 2000). The speed of 

technological progress cornbined with the emerging leaming economy rneans rapidly 

obsolete skills many people. It has been predicted that by 2010 many of today's teenagers 

will be ernployed in jobs not yet invented by society (Centre for Educational Research 

and Innovation, 3000). Claxton States that in order to adapt to the dynamic workforce of 

the future, individuals will "require a Ievel of knowledge and expertise that cannot be 

acquired without effort, even by the most able students" (Claxton, in Centre for 

Educational Research and Innovation, 2000, p. 19). 

The role of educational evaluation can indirectly contribute to this goal of 

encouraging competitive life-long leamers in this dynamic society. Improving 

educational interventions through evaluation of learner motivation can help curricuhm 

designers tailor cumcula to better meet leamer needs. Traditionally, evaluation has taken 



place with objective paper-and-pencil tests, the "most common measurement device used 

throughout the world" (Popham, 1988, p. 88). Although useful due to their reliability and 

statistical properties, these measures typically did not systematically investigate learner 

motivation. Patton explains that the prominence of this "quantitative, experimental 

emphasis, appears to have cut off the great majority of its practitioners from serious 

consideration of any alternative evaluation research paradigrn or methods" (Patton, in 

W.K. Kellogg Foundation, 1998, p.7). In response to this, Patton (1981) called for an 

evaluation paradigm of chwsing from multiple methods, alternative approaches and the 

matching of evaluation methods to specific evaluation situations and questions as a 

necessi ty . 

As a possible example of using multiple methods and alternative approaches in a 

context of leaner motivation, a holistic, teamer-centered evaluation mode1 seems 

important. As a contribution to the educational goal of encouraging life-long learners, an 

Evaluation Design of Motivation and Achievement is proposed. This Evaluation Design 

of Motivation and Achievement is intended for use in formative evaluation of short-terrn 

classroom-based educationaI interventions involving adult learners and is based on 

Donald Kirkpatrick's goal-oriented "Four-Level Evaluation Model". 

Kirkpatrick's work plays a central role in the proposed evaluation design. First, it 

seems fitting to base this thesis on his "Four-Level Evaluation Model" as it is the most 

congruent in its formulation with adult education principles (Knowles, 1990). The 

Evaluation Design of Motivation and Achievement will coltect data from each of the four 

Ievets as outlined by Kirkpatrick: reaction, learning, behaviour and results. Second, this 

proposed evaluation design can be seen as continuing an earlier line of work that 



Kirkpatrick doçumented in an article entitled 'The training manager and motivation: A 

review of basic literature." This publication aimed at introducing the reader to basic 

concepts of motivation with the goal of applying these "generai pnnciples of effective 

motivation to specific problems in training technology" (Kirkpatrkk, 1970, p.3). 

Kirkpatrick (1970) outlined four motivation theories and concluded by advising that the 

reader "try to understand the best thinking on the subject and follow guidelines that are 

recommended" (p.6). 

This Evaluation Design of Motivation and Achievernent draws attention to the 

essential role of motivation in al1 adult learning initiatives. Cumculum designers and 

developers cannot assume that lemer motivation is guaranteed by learner attendance in 

an educational intervention. Caffarella and Memam (2000) indicate that risk lies in the 

fact that "many adults have corne to expect that instructors will take into account their 

individual needs and desires and may leave programs when these are ignored" (p.57). In 

order to engage leamers in the learning process, cumculum designers and developers 

should begin their work with both learner motivation and achievement issues in mind. 

These issues need to be addressed in order to meet learner ". . .needs and motives for 

attending [an educational intervention], as well as an economic necessity for adult 

education programs that operate as profit centers (Caffarella & Memam, 2000. p.57). 

This proposed evaluation design hopes to bridge a gap in learner needs and designed 

cumcula by assessing learner motivation in relation to achievement and meeting needs 

through targeted instructional suategies. 

This thesis consists of four chapters. Chapter 1 will present literature addressing 

issues of adult learning, motivation and program evaluation. Chapter 2 wi1I present a 



description for the proposed Evaluation Design of Motivation and Achievement as well 

as its implementation procedure. Chapter 3 will present limitations of this present thesis 

and suggests possible future directions for the  proposed evaluation design. Chapter 4 will 

present concluding remarks on this work. 

LITERATURE REVIEW 

The proposed Evaluation Design of Motivation and Achievement is based on 

research from a wide variety of fields: educational psychology, adult education, 

motivation theory, evaluation research and program evaluation. In order to ground the 

Evaluation Design of Motivation and Achievement in a solid foundation, a review of the 

relevant literature will be presented. The reader will first be introduced to central 

concepts of adult learning as a framework for this proposed evaluation design, providing 

insightful guidelines for how adults operate within a given learning environment. 

Following that, the construct of motivation will be defined and its Iink to the process of 

learning will be presented. The possible origins of motivational problems will be 

discussed from the perspective of five humanistic theories of motivation as well as from 

an instructional design standpoint. An overview of evaluation modeIs and their associated 

data collection methods will be presented to conclude this section. The needs for 

developing the Evaluation Design of Motivation and Achievement will be addressed later 

on in the chapter. 

Adult Leaming 

The Evaluation Design of Motivation and Achievement has k e n  developed to 

target adult leamers through acknowledging the importance of motivation and 

achievement measures related to adult learning. The following overview of adult 



education principles will help ground the reader in adult education principles that play a 

large role in the framework for the proposed evaluation design. 

Knowles (1980) explains that much confusion around the term "adult education" 

exists because it  is used with three different meanings, either: (a) the process of adults 

learning which covers al1 experiences of adults by which they acquire new knowledge, 

understanding, skills, attitudes, interests, or values; (b) a set of activities organized by 

institutions for the accomplishment of specific educational objectives; or (c) 

"andragogy," a movement in the field of social practice. Further exploration of the third 

meaning of adult education, andragogy, leads to a wealth of information. The following 

section will look at adult learning from the perspectives of both pedagogy and andragogy. 

Pedagogy- from the Greek works paid (meaning "child") and agogus (meaning 

"leading"), literally meaning the art and science of teaching children - was the first 

model of education, based on learner assumptions made between the 7" and 12" century 

in European monasteries (Knowles, 1996). This model derived from observations of very 

young children learning very simple skills, usually reading and writing. The 

responsibility was given to the teacher for making al1 decisions regarding what should be 

leamed, how it should be leamed, when it should be learned and if it were leamed 

(Knowles, 1996). This pedagogical model became more popular in the 20" century when 

educational psychologists focused their research on children using its pnnciples. 

When such principles were transferred to more mature audiences, adult learners 

were resistant to the prescri bed lectures, assigned readings, drills, quizzes, memonzation 

and examinations characteristic of the pedagogical model. Knowles (1990) States that 

high attrition rates resulted due to adults not fuliy accepting these pedagogical techniques 



kcause of thcir "need and capacity to be self-directing, to utilize their experience in 

learning, to identify their own readiness to leaxn, and to organize their leaming around 

Iife problems" (p.55). Knapper and Cropley (1991) further elaborate, explaining that in 

contrat to chi ldren, adults usuall y have more clearl y developed personal goals, more 

refined ideas about what is useful subject matter and a desire to learn worthwhile 

knowledge that can be applied to problem-based situations encountered in daily iife. 

Between 1929 and 1948 the Journal of Adult Education published articles 

describing adult leaming strategies that mostly departed from the prominent pedagogical 

model as described above. From those offerings, the assumptions of andragogy - from 

the Greek words anedwith the stem andr-), meaning "man, not boy" or adult- resulted: 

The Concept of a Learner-Adults are more independent of others. They are 
responsible for their own decisions. They want to be self-directed, but expect 
educators to direct learning. 
The Experiencc of a Learner-A class of adults will be much more 
heterogeneous than a class of younger leamers, and the older the adults the 
more tme this is. 
Learning Readiness-An adult is ready to learn whenever he says he is ready to 
leam The assumption is that an adult is ready to leam when he experiences a 
need for new information or a need for new or improved skills. 
Orientation Towards Learning-The adult leamer is life-centered, task- 
centered, or problem-centered. An adult will probably not take a class if he 
doesn't see any use for it or if he won't acquire new knowledge or skills that 
he cm use in real-li fe. 
Motivation to Learn-The adult is assumed to be motivated both intemally and 
extemally. Internai motivation may be related to selfconcept or personal 
recognition, whiIe getting a new job or earning a higher salary is related to 
extemal motivation. 

The differences between the traditional pedagogical and andragogical model are 

summarized in Table 1 (Knowles, 1980)- 



Table 1 
Assum~tions of Traditional Peda-v and Andra~ogy 

Regarding : Tradi tional Pedagog y Andragogy 
Concept of the l e m e r  The role of the learner is. by It is a normal aspect of the 

Role of leamer's 
experience 

definition. a dependent one. The 
teacher is expected by society to 
take full responsibility for 
deterrnining what is to be lemed,  
when it is to be lemed,  how it is to 
be learned. and if it has been 
Iearned. 

The experience leamen bring to a 
learning situation is of little worth. 
It may be used as a starting point, 
but the experience h m  which 
leamers will gain the 
most is that of the teacher, the 
textbook writer, the audiovisual aid 
ptoducer, and other experts. 
Accordingly. the primary 
techniques in education are 
tramminai techniques-lecture, 
assigned reading, AV 
prescntations. 

p m e s s  of maturation for a person 
to move fiom dependency toward 
increasing self-directedness, but at 
different rates for different people 
and in different dimensions of life. 
Teachers have a responsibility to 
encourage and nurture this 
movement. Adults have a deep 
psychological need to be generally 
self-directing, although they rnay be 
dependent in particular temporary 
situations. 

As people grow and develop they 
accumulate an increasing reservoir 
of experience that becomes an 
increasingly rich resource for 
learning-for themselves and for 
others. Furthemore, people attach 
more meaning to learnings they gain 
from experience than those b e y  
acquire passively. Accordingly, the 
primary techniques in education are 
experiential techniques-laboratory 
experiments, discussion, probiem- 
solving cases, simulation exercises, 
field experience, and t!!e like. 



Table 1 (continued) 
Assum~tions of Traditional Pedaeopv and Andragogy 

Readiness to learn People are ready to l e m  whatever 
society (especially the school) says 
they ought to Iearn. provided the 
pressures on h e m  (like fear of 
failure) are great enough. Most 
people of the same age are ready to 
learn the same things. Therefore. 
lemming should be organized into a 
fairly standardized curriculum. with 
a uniform stepby-step progression 
for al1 learners. 

Orientation to leaming Leamers see education as a 
process of acquiring subject matter 
content, most of which they 
undersiand will be useful only at s 
later time in life. Accordingly, the 
cun-iculum should be organized into 
subject matter units (e-g., courses) 
which foIlow the logic of the subject 
(e-g., from ancient to modem 
history, h m  simple to complex 
mathematics or science). People are 
subject-centered in their orientation 
to leaming. 

People become d y  to leam 
something when they experience a 
need to learn it in order to cope 
more satisQingly with real-life tasks 
or problems. The educator has a 
responsibility to create conditions 
and provide tools and procedures 
for helping lemers  discover their 
"needs to know." And leaming 
programs should be organized 
around Me-application categories 
and sequenced according to the 
learners' readiness to leam- 

Leamers see education as a process 
of developing increased cornpetence 
to achieve their full potential in life. 
They want to be able to apply 
whatever knowledge and ski11 they 
gain today to living more effectively 
tomomw. Accordingly, learning 
experiences should be organized 
around competency-devetopment 
categories. People are performance- 
centered in their orientation to 
Ieming. 

Note From The modern m c t i c e  of adulteducation: Fmm t K d a g o g V ( p p . 4 3 - 4 4 )  by M.S. 
Knowies, 1980, Chicago: FolIett hiblishing Company. 



In addition to differences in learning styles, the traditional pedagogical and 

andragogical assumptions also indicate differences in design considerations (Knowles, 

1990). Pratt and Nesbit (2000) state that the andragogical model has k e n  an example of 

shifting from contentlteacher-centered education to that of IearningAearner-centered 

education. The andragogical model is a process model that deals with the following seven 

elements: 

Establishing a climate conducive to learning 
Creating a mechanism for mutual planning 
Diagnosing the needs for learning 
Formulating program objectives (which is content) that will satisfy these needs 

0 Designing a pattern of learning experiences 
Conducting these learning experiences with suitable techniques and materials 
Evaluating the learning outcornes and rediagnosing learning needs 

Knowles (1991) elaborates on the difference between the design assumptions of 

pedagogy and andragogy by saying that "the difference is not that one deals with content 

and the other does not; the difference is that the content model is concemed with 

transrnitting information and skills whereas the process model is concerned with 

providing procedures and resources for helping leamers acquire information and skills" 

(p. 120). These andragogical design assumptions Vary a great deal from the pedagogical 

assumptions that are typically applied to children. While children traditionally learn in a 

climate that is formai and controlled by the teacher, the adult learning climate is 

characterized by an collaborative, informal atmosphere. Traditional pedagogy sees the 

teacher as responsible for planning, diagnosing needs, fomulating objectives and 

evaluating. The andragogical design assumptions see the learner involved in those same 

aspects, with little responsibili ty on the instnictor for those activities. A comparison of 

these assumptions and designs of pedagogy and andragogy are presented in Table 2. 



Table 2 
A Com~arison of the Assumptions and Desims of P e d a ~ o w  

Assumptions Design Elements 

Sel f-concept 

Experience 

Readiness 

Time 
perspective 

Orientation 
to learning 

Pedagogy 
Dependency 

B iological 
development 
Sociai pressure 

Postponed 
application 

Subject 
centered 

Andragogy 
Increasing 
self- 
directiveness 

Leamers are a 
rich resource 
for leming 

Developmenta 
1 tasks of 
social roles 

Immediacy of 
application 

Problem 
centered 

Climate 

Planning 

Diagnosis of 
needs 

Formu tation 
of objectives 

Design 

Ac ti vi ties 

Evaluation 

Pedagogy 
Authority- 
oriezlted 
Formai 
Cornpetitive 

B y teacher 

By teacher 

By teacher 

Logic of the 
subject matter 
Content uni& 

Transmi ttal 
techniques 

By teacher 

Andragogy 
Mutudity 
Respectful 
Collaborative 
Informai 

Mechanism for 
mutuai 
planning 

Mutual self- 
diagnosis 

Mutual 
negotiation 

Sequenced in 
terms of 
readiness 
Problem units 

Experiential 
techniques 
(inquj.1 

Mutual re- 
diagnosis of 
needs 
Mutuai 
measurement 

Note. From The a d u  learner: A neglected species (p.120) by M.S. Knowles, 1990, Houston, TX: Gulf 
Publishing Company. 



In addition to these design considerations, the ciifferences between traditional 

pedagogical and andragogical assumptions indicate an important difference in leamer 

motivation. Traditional pedagogy sees more extrinsic motivations corning into play while 

andragogy sees many intrinsic and extrinsic factors affecting the quality of the 

individual's education. For example, in adult learning intrinsic motivation stems from 

self-directed behaviours or increased self-esteem while extrinsic motivation originates 

from a higher salary or new job. These intnnsic and extrinsic adult learning motivations 

are valuable and point to the possibility of evaluation playing a dual assessrnent and 

motivational role in their education. Drawing upon the assumptions of self-directedness 

and the importance of leamer's experience, a beneficid evaluation rnethod could 

incorporate the following components that could help increase motivation: 1) allowing 

adult learners to decide persona1 objectives (intrinsic) and 2) creating an environment 

where real-life tasks or problems are presented for the adult leamer to negotiate 

(extrinsic). The design considerations of climate-setting, planning, diagnosis of needs, 

formulation of objectives, design, activities and evaluation for adult learners are 

important for the proposed evaluation design that will be presented in chapter 2. 

Motivation 

Motivation Defined 

One of the important assumptions of the andragogical mode1 is that individuals 

are both internally and extemally motivaied. This subjective. hypothetical construct, is 

defined in various manners. Logan (1976) offers the simple definition of motivation as 

the energizer of behavior or use of knowledge. Keller (1979) defines the term as "that 

which accounts for the arousal, direction, and sustenance of behavior" (p.27). 



Psychologists explain the construct as "the processes involved in arousing, directing, and 

sustaining behavior" (Ball, 1977, p.2). Wlodkowski (1985) breaks d o m  motivation by 

illustrating its sequential pattern as: 

Energy + Volition + Direction + Involvement + Completion 

Among various definitions of motivation, three common characteristics of the 

construct exist. It: (a) energizes the organism-rnakes it active in carrying out a behavior; 

(b) directs the persistent activity of the organism-when a stimulus is perceived, how long 

the individual will orient to the incentive; and (c) selects activities-it defines the 

consequences of responses, consequences that affect the future behavior of the individual 

(Wlodkowski, 1978). 

The Interaction of Motivation and Learning 

Over 20 years ago, Keller (1979) stated that there was inadequate attention given 

to both the understanding of motivation in leamers and the development of a technology 

for influencing motivation. Only in the past two decades has research in the area of 

motivation k e n  systematically analyzed for its interaction on leaming (Reigeluth & 

Curtis. 1987). Review of the literature shows that a variety of opinions exist regarding the 

relationship between the construct of motivation and leming (Reigeluth & Curtis, 1987). 

Many theorists and researchers see motivation as a focal point of leaming where 

the latter is defined as a "relatively permanent process resulting from practice and 

reflected in a change of performance" (Logan, 1976, p.2). Motivation plays a role in 

affecting practice, an important step in the process of learning: if motivation is poor so 



that practice is done in a haphazard and incorrect manner, then the response learned is 

haphazard and incorrect (Logan, 1976). This example indicates how "motivation is partly 

responsible for what is experienced and in this way is indirectly responsible for what is 

learned (Logan, 1976, p. 175). 

Brown emphatically States that "there is an undeniable relationship between 

leamer motivation and achievement" (Brown, in Rothwell & Kazanas, 1992, p.255). Bal1 

(1977) essentially agrees with this view, stating that the construct of motivation is central 

in an y educational theory . Interestingly , work by Atkinson ( 1978) quantifies the 

relationship of motivation to learning, stating that motivation makes up 75% of 

achievement, where "the partition of variance in cumulative achievement is: 25% to me 

ability, 50% to motivation for the critical endeavour, and 25% to motivation for 

alternative activities that also make human Iife an interesting and intrinsically enjoyable 

experience" (p.236). Walberg and Uguroglu (1980) add their research findings that 

motivation is consistently positively correlated with educationd achievement measures. 

Logan (1976) describes the relationship between learning and motivation in more 

detail where learning is seen as potential for behavior in the form of habits and 

motivation energizes these habits into action. The consequent interaction can be 

explained "mathematically by saying that leaming and motivation combine 

multiplicatively to determine performance" (Logan, 1976, p. 173). This multiplicative 

interaction has one important property: if either term is zero, the end result is zero. An 

individual will not perform if knowledge is absent or if motivation is absent (Logan. 

1976). Behavior only takes place when some degree of learning and motivation exist and 

the greater the learning and motivation, the greater the performance. 



Wlodkowski (1978) is less effusive about the relationship between motivation and 

leming, stating that there is no conclusive proof to support the belief that motivation 

enhances learning, although it  appears to be a necessary, but not sufficient, condition for 

learning. Although Logan (1976) asserts that motivation has no direct effect upon 

learning, he believes that "motivation is necessary for performance and affects the nature 

of the performance" (p. 175). 

A challenge in validating the connection between motivation and learning is that 

neither is directly observable. Bal1 (1977) states that the only possibility for gauging 

motivation is to observe a learner's behavior within a specific environment and infer the 

individual's level of motivation. Keller states that the closest direct measure of 

motivation is  effort. Individuds work "longer, harder, and with more vigor and intensity 

when they are motivated than when they are not motivated" (Keller, in Wlodkowski, 

1985, p.3). Logan (1976) offers the parallel that learning is also "hypothctical, something 

inferred from observations of behavior" (p.2). Levin and Long explain that effort spent 

actively involved in learning is definitely related to achievement (Levin & Long, in 

Wlodkowski, 1985). Despite the less than concrete connection between motivation and 

leaming, it seems clear that the two are forever connected in mutual interdependence 

(Logan & Ferraro, 1978). 

Although limitless motivation may seem to be a perfect condition for learning, 

one important caveat to keep in mind is the danger of over-motivating a learner. 

Although Leshin, Pollock and Reigeluth (1992) state that it "is a waste of tirne to 

motivate an already motivated audience," it is unlikely that the whole group of leamers 

is highly motivated from the beginning of the educational intervention (p. 100). Judicious 



use of strategies is suggested since inappropriate or unnecessary motivational strategies 

can actually demotivate leamers (Leshin et al., 1992). Logan (1976) also mentions this 

phenornenon, stating that there is an optimal level of motivation for learning, depending 

on the level of difficulty of the task. Logan (1976) explains that the more difficult the 

task, the lower the level of motivation that will promote efficient learning. On the other 

hand, the lower the motivation level, the slower the performance, but the more likely the 

individual is to take notice of finer details and relationships that rnight be overlooked by 

someone over-energized by motivation (Logan, 1976). Wlodkowski (1985) agrees, but 

believes that it is best for insuuctors to err on the side of generosity when it cornes to 

encouraging learner motivation and attempt to make "positive motivational influence a 

continuous Stream from the beginning to the end of the leaming sequence" (p. 259). In 

the foltowing section a discussion of the ongins of motivational problems will be 

discussed in order to better understand the underlying issues that affect adult learning. 

The Ongin of Motivational Problems During Instruction 

Many possible origins of low learner motivation exist and as Keller (1979) 

indicates, such problems might come from within the learner or from the instruction of an 

educational intervention. When a learner has extremel y low motivation they will "not 

likely be motivated under any set of instructional design conditions until he or she had 

undergone a behavioral change experience that improved his or her motives or 

expectancy for success" (Keller, 1979, p.32). This is not very hopeful for the educator, 

indicating that a learner seemingly needs to be motivated before responding positively to 

any instructional design strategies and techniques. 



Fortunately, not al1 researchers believe motivation levels are unchangeable. At 

this point, it is important to present this conceptual distinction between two forms of 

motivation, that of stable trait and transitory state (Knoll, 1983). Motivation as a stable 

trait can be illustrated by two examples: An individual who believes learning is worthless 

and not valuable for him or her can be said to have low willingness to learn. An 

individual who believes learning is worthwhile and vaiuable can be said to have high 

willingness to learn. These two attitudes involve persona1 values and self-image that 

persist over time. In contrast, motivation as a transitory state depends heavily on the 

specific environment of the individual; despite attitudes to behave in certain ways, the 

individual will inevitably behave according to the surrounding circumstances. 

Knoll (1983) contends that educators are better served by viewing motivation as a 

transitory state. By stating that learner attrition rates depend on value judgements made in 

a given learning activity, Knoll (1983) fosters the idea that educators can affect change 

on transitory States of motivation through control of the educational climate. Kirkpatrick 

(1970) concurs with this transitory state concept of motivation, stating that learner needs 

can change over time, where one need is satisfied and another emerges. 

There are several perspectives to motivational deficiencies that one could take. 

The two extremes range from: (a) deficiencies from within the learner, where humanistic 

theories present free will as the foundation for motivation to (b) deficiencies from the 

instruction, where environmental theories based on conditioning principles and 

physiologicall y based drives direct motivation (Keller, 1979). Both these views are 

important within the andragogical frarnework as possible origins of motivational 

problems for leming.  In order to discuss possible motivational problerns within the 



learner, a select number of  humanistic theories will be focused on below in order to  

acknowledge the intrinsic characteristics of independence and heterogeneity within the 

adult learner. Maslow's theory of Self-actualization will be summarized, followed by 

Bandura's theory of Self-efficac y, Rotter's Intemal-Extemal Locus of Control theory , 

Weiner's Attribution theory and McCIelland's Achievement Motivation theory. In order 

to discuss possible motivational problems from the instruction, instructionai design 

strategies that acknowledge the extrinsic importance of the environmental impact on 

motivation will be covered. Keller's ARCS mode1 will be discussed first, followed by 

Wlodkowski's Time-Continuum Model. 

From Within the Leamer 

Self-actualization. Defined by Maslow (1970), self-actualization is an individual's 

desire for self-fulfillment, a "tendency for them to become actualized in what they are 

potentially" (p.22). These growth needs are most readily met by learning that is 

intrinsically rewarding (the doing of the activity is in itself satisfying). The need for self- 

actualization is often present on a full or partial basis in adult learning. "Learning for the 

sake of leming" is not uncornmon among adults. Cross found a range of 10 percent to 39 

percent of adults in various surveys who listed seeking knowledge for its own sake as 

their pnmary motivation for learning (Cross, in Wlodkowski, 1985). Berlyne (1963) used 

the term "perceptual cunosity" to refer to motivation that was powered by situations of 

"novelty, surprisingness and complexity" (p.323). 

Tough (197 1) found pleasure to be a major reason why adults start learning 

projects. Although Tough (197 1) States this pleasure had many different sources, it 

frequently included the joy that cornes from possession of know ledge. satisfying 



cunosity, interesting content, practicing a skill, and spending time in the activity of 

learning- d l  self-ac tualization-type behaviors. A study conducted by Tough ( 1968) 

found that the motivation for beginning and continuing a learning project was cornplex. 

The reasons given by participants were varied and al1 revolved around the learner's self- 

perception. Penland studied reasons why adults choose to learn on their own instead of 

taking a course (Penland, in Wlodkowski, 1985). The rank order of the first four reasons 

rnost often selected is particularly revealing: 

Desire to set own learning pace. 
Desire to use own style of leaming. 
Desire to keep leaming style flexible and easy to change. 
Desire to put own structure on the learning project. 

In step with these four reasons, many strategies for increasing motivation seem to 

develop out of these individual desires during leaming. In tnith, many motivational 

techniques that exist derive from adult education pnnciples. 

Maslow's theory of self-actualization has implications for the proçess of learning. 

For some people to find self-fulfillment in learning, they need to explore, to be creative, 

and to be self-directed. It appears that many adults prefer these elements so strongly that 

they opt for independent leaming over institutionally guided learning. In order for 

individuals to experience their potential and fulfill their potential, basic needs must be 

met, such as the desire to know and to understand. Research done by Maslow (1970) 

provides support for the desire to know and to understand. Historical analysis shows that 

people have "looked for facts and created explanations in the face of the greatest danger, 

even life itself* (p.24). Maslow (1970) has also cited research where a defining 

characteristic of psychologically healthy people was an attraction to the mystenous, the 

unknown, the chaotic, unorganized and unexplained. An interesting corollary was cirawn 



from his studies of psychopathological individuals, where compulsive-obsessive 

neurotics were shown to have an obsessive and anxious clinging to familiarity and a 

dread to the unfamiliar, chaotic, and unexpected. Maslow (1970) concludes that 

psychopathoIogicai effects wi1l arise when cognitive needs are frustrated, drawn from 

cases where pathological symptoms manifested themselves in "intelligent people leading 

stupid lives in stupid jobs" (p.24). Those who followed the recommended therapy to 

pursue stimulating activities showed improvement in their situations. 

Sel f-efficacv. Another one-dimensional theory that deals wi th motivation is 

Bandura's theory of Self-efficacy. While Maslow's theory of Self-actualization focuses 

on motivation as a by-product of natural curiosity, the theory of Self-efficacy theory 

shifts the focus on motivation as dependent on "the belief that one can successfuIly 

execute a given behavior" (Phares, 199 1, p. 362). This belief pervades every aspect of an 

individual's life as it affects behavior, emotions, and motives. 

Daily decisions are undertaken through such estimations of self-efficacy. This 

assessment of individual capabilities is important to gauge correctly: if done incorrectly, 

an individual will begin a course of action that is highly likely to end in failure. These 

personal judgments determine behaviors, duration of behaviors and how much 

punishment is absorbed in canying out the behaviors (Phares, 1991). Self-efficacy also 

determines how thoroughly an individuai will prepare for tasks and which ones will be 

selected. In addition, self-efficacy has strong cognitive effects. For exarnple, a person 

who Iacks confidence will dwell on personal inadequacies and judge tasks to be more 

difficult than they really are. As a result, the chances of failure are increased by this shift 

in attention to negative influences. 



Self-efficacy beliefs affect individuals through cognitive, motivational, affective 

and selection processes (Bandura, 1992). As illustrated in the example above, cognitive 

processes can support or detmct from individuai performance. Setting personal goals is 

dependent on self-appraisal of abilities and the stronger the perception of self-efficacy, 

the greater the cornmitment and effort expended to camy out the behavior. Bandura 

(1992) states that beliefs of self-efficacy play "a central role in the self-regulation of 

motivation" (p. 1 8). Most behavior is cogni tively motivated, driven by thoughts of success 

of fai lure. Three di fferent types of cognitive motivators have been identified: causal 

attributions, outcome expectancies and cognized goals. Causal attributions are strongly 

interrclated to self-efficacy beliefs. Research has shown that effects of causal attributions 

have a direct effect on an individual's sense of self-eff~cacy rather than a direct effect on 

performance (Bandura, 1992). Outcome expectancies are based on personal predications 

of future performance. Individuals who have a strong belief in self-efficacy will expect 

positive outcomes where those with a weak belief will expect negative outcomes. 

Personal challenges afford an individual the opportunity to realize self-motivation and 

self-directedness (Bandura, 1992). Bandura (1992) refers to research that indicates that 

explicit challenging goals increase and sustain motivation. Motivation also increases with 

the combination of goals and performance feedback, a cognitive cornparison function. 

Self-efficacy plays a suong role in an individual's affective state. Bandura (1992) 

states that beliefs of self-efficacy create "attentional biases and influence how emotive 

life events are construed and cognitively represented; they operate in the exercise of 

controt over perturbing thought patterns; and they sponsor courses of action that 

transform environments in ways that alter their emotive potential" (p.24). There exists 



evidence that affective states are influenced by self-regulation in the form of anxiety 

arousal and depressive rnoods. Schunk (1989) states that the belief that one is making 

progress can enhance self-efficacy. As well, the anticipated satisfaction of accornplishing 

the goal sustains motivation through to completion of the task (Schunk, 1989). 

Self-efficacy also exerts influence through a selection process whereby individuals 

choose environments to be in and activities to engage in. Individuals tend to avoid 

situations that exceed their coping abilities and welcome activities that they can handle. 

Bandura (1992) states that decisions such as these have a strong effect on subsequent 

personal development: influences in any given environment will promote certain abilities, 

values and interests long after the decision-making process has ended. 

Intemal-external locus of control. Adding to the one-dimensional theones of 

motivation that focus on the individual, Rotter adds an extemal component to motivation. 

Rotter's intemal-extemai locus of control theory highlights the importance of an 

individual's perceptions of control as a motivating factor, defining internal-external locus 

of control as the following: 

When a reinforcement is perceived by the subject as following some 
action of his own but not k i n g  entirely contingent upon his action, then, 
in our culture, it is typically perceived as the result of luck, chance, fate, as 
under the control of powerful others, or  as unpredictable because of the 
great complexity of the forces surrounding him. When the event is 
interpreted in this way by an individual, we have labeied this a belief in 
external control. If the person perceived that the event is contingent upon 
his own behavior o r  his own relatively permanent characteristics, we have 
termed this a belief in interna1 control (Phares, 1991, p. 1). 

The continuum of intemaUexterna1 has become wide ly accepted since Rotter's formal 

definition of intemal and extemal locus of control in 1966. This theory explains how 

individuals believe the results of their efforts are controlled by external forces and events 



while others believe chat their own efforts or  attributes allow them to control their 

environments. 

Frorn this research, interesting conclusions have been made. Intemals are likely to 

attribute success and failure to themselves, where the former is the result of effort and 

ability and the latter is due to the absence of these factors (Ionassen & Grabowski, 1993). 

Extemals are likeIy to attribute success and faîlure to extemal forces such as luck, easy 

tasks and availability of help while failure is attributed to bad luck or unnecessarily 

difficult tasks (Jonassen & Grabowski, 1993). Research has also shown other marked 

differences between internals and extemals. In terms of reactions to social influence, 

extemals are more likely to be compliant and conforming than intemals. When presented 

with information, extemals are more Iikely to be persuaded and ready to accept than 

intemals. 

One of the more noteworthy differences between the two categories lies in 

information seeking. Internais show greater efforts to acquire information about their 

environment than extemals. Another finding involves the difference in achievement 

between the two groups. Phares (199 1) States with strong conviction that "internality is 

directly related to achievement behavior" (p.490). Although the magnitude of the 

relationship ranges from small to medium, more intemal beliefs are associated with 

greater acadernic achievement (Phares, 1991). 

Attribution theory. Weiner's Attribution theory not only borrows elements from 

the theones above, but adds many new elements that factor into an individuai's 

motivation. Weiner's Attribution theory "considers a person's beliefs about causes of 

outcomes and how those beliefs influence expectations and behavior," much like 



Maslow's belief that cunosity fuels motivation (Alderman, 1999, p.23). Attribution 

theory-an elaboration on Rotter's concept of locus of control-assumes that individuals 

search for understanding about why events occur, especially when the outcome is 

important or unexpected (Alderman, 1999). Resexctz h s  identified five reasons for 

success and fai lure in achievement acti vities: 

Ability-Beliefs about competence, ski11 or knowledge 
Effort-Arnount of exertion expended 
Task Difficulty-Beliefs about level of difficulty of task 

0 Luck-Belief in degree of chance involved 
0 Strategy-Type of strategy used for learning (added by subsequent research) 

Ability and effort are usually found to be the most frequently cited reasons for 

success (Stipek, 1988). Weiner (Weiner, in Stipek, 1988) States that "...the specific 

causal attributions are less important as determinants of achievement behavior than the 

underlying dimensions of the attributions" (Weiner, in Stipek, 1988, p.81). These three 

dimensions are: 

Attributions are classified according to an internai-external continuum, much like 
RotterTs internai-extemal locus of control theory. This refers to whether the cause is a 
factor within the person (ability or aptitude, effort, mood) o r  a factor outside the 
person (luck, task difficulty). 
The second dimension is a stable-unstable continuum, a new factor to the previously 
mentioned motivation theories. The stability classification refers to whether the 
perceived cause has k e n  a consistent or inconsistent one over time. Unstable causes 
for success or failure are those attributed to temporary or  factors that can be modified. 
The third dimension, controllable-uncontrollable continuum is much like Bandura's 
theory of self-efficacy, refers to the extent we believe we have influence or control 
over the cause of an outcome. An uncontrollable factor is luck, whereas effort is 
generally believed to k controllable (Weiner, in Alderman, 1999, p.26). 

These attributional beliefs influence emotional reactions, which in tum affects motivation 

through changes in feelings such as pride, sharne, competence and hopelessness. 

Attribution to interna1 factors produces more pride and shame than does attribution to 

extemal factors (Alderman, 1999). Research has shown that individuals feel more pnde 



when they attribute success to ability and feel hopelessness when failure is attributed to 

ability. 

Achievement motivation. Altogether different in nature to the previously 

mentioned theories, McClelland's achievement motivation sees the constmct as driven by 

a sense of competition and need to succeed. Alschuler, Tabor and McIntyre (1970) define 

achievement motivation (n-Ach) as an individual's expression of "restless driving energy 

aimed at attaining excellence, getting ahead, improving on past records, beating 

competitors, doing things better, faster, more efficiently, and finding unique solutions to 

difficult problems" (p.6). Individuals possessing strong achievement motivation are 

generally self-confident individuals who set challenging, attainable goals demanding 

maximum effort. They like to receive regular, concrete feedback on how well they are 

doing so that their plans of action can be modified accordingly. They take pride in their 

accomplishments and get pleasure from striving for the challenging goals of excellence 

they set for themselves. 

More specifically, two sets of individuafs have k e n  found to exist within this 

frarnework: (a) those with a need to succeed and (b) those who have a need to avoid 

failure (Jonassen & Grabowski, 1993). While the former is oriented towards success and 

expects to succeed and feel proud, the latter is oriented with anxiety about coping with 

negative feelings of failure and expects to fail and feel ashamed as a consequence. 

Alschuler et al. (1970) state that research on achievement motivation training for students 

provides little evidence for increased grades in school but does show increase purposeful 

planning and action outside of the school environment. If the ultimate purpose of 



schooling is to teach students knowledge, values and feelings that he1p them live more 

effective adult lives, n-Ach training supports this. 

Atkinson (1978b) States that there are two possibilities to account for low 

motivation: (a) personality deficiencies or (b) the motive to avoid failure may be too 

strong and the motive to achieve too weak. When personality is adequate, Le., the 

achievement motive is relatively strong, there may be inadequate challenge where the 

task may be too easy or too difficult for him. Based on n-Ach research, a general six-step 

sequence in arousing and internalizing a motive has developed: 

Attend: Get students' attention before any learning takes place. This can be done by 
implementing dramatic settings and unusual methods during instruction that are 
different from everyday teaching strategies. 
Experience: Have the student experience the thoughts, actions, and feelings 
comprising the motive in question. This cm be accomplished through garnes, 
exercises or role-piays. 
Conceptualize: Teach students to clarify the motive by conceptualizing and labeling 
the components of the motive. Traditionai teaching methods for building vocabulary 
are used in this phase. 
Relate: The devance of the motive in questions is assessed by examining its 
relationship to the person's ideal image of himself, his values and the everyday 
demands of his life. 
Apply: If the person decides to increase the motive, help him practice apptying the 
motive in several real-life simulation to focus on goal setting. 
Internalize: If the motive is to be internalized, the final step is for the instructor to 
progressively withdraw extemal support while maintaining the individual's level of 
voluntq use and satisfaction. 

Each of the five humanistic theones presented above has a different approach 

towards their understanding of motivation. Each theory cites different factors as playing a 

role in an individual's motivation level. An individual's natural curiosity plays a role in 

encouraging and sustaining motivation (self-actualization), as does an individual's belief 

that they can successfuIly carry out a behavior (self-efficacy). An individual's belief in 

the extent of external forces versus their own efforts playing a role in their success are 



important (intemalextemal locus of control), as well as the individual's perception of a 

cause has been a consistent or inconsistent over time (attribution theory). Finally, the 

individual is seen as driven by the desire to attain excellence through cornpetition and 

self-improvement through doing things better, faster, and more efficiently (achievement 

motivation). Ali these factors are useful and form the basis for many of the strategies that 

encourage motivation that will be âiscussed in the following section. 

From the Instruction 

Keller's ARCS model. In addition to the intemal factors that the motivation 

theories mention above, many researchers view extemal factors as important as 

motivational influences. Instead of focusing on the intemd aspects of motivation, Keller 

(1979) chooses to affect low learner motivation by conceming himself with motivational 

shortcomings in cumcula. In adopting this perspective, Keller (1979) States that "students 

are assumed to have the basic motives and generalized expectancy for success, but there 

are deficiencies in the motivational characteristics of the instruction itself' (p.32). Keller 

(1979) indicates that this approach is useful since ineffective instructional techniques are 

easier to control than the motivational problems that lie within the individual. 

To this end, Keller's ARCS model was developed (Dick & Carey, 1990). This 

model grew out of research from "learning theories, environmental theones. attitude 

theories, attribution theory, equity theory and cognitive dissonance theory" (Gordon, 

1994, p. 147). The four atüi butes of the ARCS model are: Attention, Relevance, 

Confidence, and Satisfaction (see Table 3). While focusing on one of these attributes is 

not sufficient to enhance motivational instruction. the combination of al1 four wil l greatly 



increase the likelihood of maintaining a high level of leamer motivation @ick & Carey, 

1990). 

The first attribute of the ARCS model is attention. More specifically, this means gaining 

the attention of a learner and sustaining it for the duration of the instruction. The 

suggested strategies made by Keller target an individual's sense of curiosity as advocated 

by Maslow's self-actualization theory. Using unexpected events in instruction, asking the 

learner to solve problems and varying the elements of instruction are al1 ways to gain and 

maintain motivation. 

The second attribute, relevance, relates to the leamer understanding how the 

target behavior and skills directly connects to their lives. The strategies outlined by Keller 

draw upon elements from McClelland's achievement motivation, such as motivation d o  

things better, faster, more efficiently and to find unique solutions to difficult problems. 

By using concrete examples that are related to the l emer ' s  experience and values as 

outlined by Keller, learning is made relevant to the learner and helps increase motivation. 

The third attribute of the ARCS model, confidence, relates to the lemer 's  need to 

feel that they can meet the goals of the instruction. Keller advocates helping l emer s  

estimate their probability of success using evaluative criteria, mirronng elements of 

Bandura's theory of self-efficacy. Keller advocates challenging leamers and having them 

succeed in learning and performance conditions. This strategy bormws elements from 

Weiner's attribution theory, allowing the individual to any unstable causes for success o r  

failure, indicating any factors that can be modified in the future. Keller's suggestion for 



Table 3 
Strategies of Kel ter's ARCS Model 

Attribute S trategïes 
Attention a Perceptual Arousal. Gain and maintain student attention by 

the use of novel, surprising, incongruous. or uncertain 
events in instruction. 

0 Inquiry Arousal. Stimulate information-seeking behavior by 
posing, or having the leamer generate, questions or a 
problem to solve. 
Vririability. Maintain student interest by varying the 
elements of instruction. 

Relevance 

Confidence 

Satisfaction 

0 Farniliarity. Use concrete Ianguage, and use examples and 
concepts chat are related to the lemer's experience and 
vaiues. 
Goal Orientation. Provide statements or examples that 
present the objectives and utility of the instruction. and 
either present gods for accomplishrnent or have the learner 
define them. 
Motive Matching. Use teaching strategies that match the 
motive profiles of the students. 

Le;iniing Requirements. Help students estimate the 
probability of success by presenting performance 
requirements and evaluative criteria. 

0 Success Opportunities. Provide challenge levels that allow 
meaningful success experience under both learning and 
performance conditions. 

0 Person ControI. Provide feedback and opportunities for 
control that support internai attributions for success. 

0 Natural Consequences. Provide opportunities to use 
acquired knowledge or skill in a reai or simulated setting. 
Positive Consequences. Provide feedback and 
reinforcements that will sustain the desired behavior. 
Equity. Maintain consistent standards and consequences for 
tiisk accomplishment. 

. - . . .  . . . .  . . -  
Note. From WC I t r a i n i n ,  O design: Ma- effecti venes and m i n ~ m  -bbJl& (PP- 
151-153). by Sailie E. Gordon. 1994, Englewood Cliffs. NJ: Prentice HaII, Inc. 



encouraging internal attributions for success draws directly from Rotter's internal- 

extemal locus of control. 

The last attribute of the model is satisfaction, also referred to as reinforcement. 

This satisfaction can take on many foms: increased salary, job promotion or other types 

of reward. Dick and Carey (1990) state that the intrinsic satisfaction of the learner should 

not be overlooked: its importance is equal to or greater than that of any extnnsic reward. 

In order to encourage satisfaction is leamers, Keller suggests providing opportunities to 

use acquired knowledge in red or simulated settings as well as providing feedback and 

reinforcement that will sustain motivation. Again, McClelland's achievement motivatim 

theory is drawn upon in making learning relevant to the learner through real or simulated 

settings and receiving regular feedback alIows individuds to change their plans of action 

to increase success. Elements from Maslow's theory of self-actualization also appear in 

these strategies, for if leamers are satisfied with their learning it will reinforce their 

intrinsic feelings of joy from possessing knowledge. 

Wlodkowski's time-continuum model of motivation. Wodkowski (1985) draws 

parallels between the ARCS model and his own Time-Continuum Mode1 of Motivation 

stating that both aim to achieve the sarne goal: the "synthesis of many lines of research 

concemed with motivation in order to integrate numerous instructionai strategies into the 

instructional process for the purpose of enhancing lemer  motivation" (p. 276). A striking 

difference between the two models lie in the use of their suggested strategies. While 

Keller's ARCS model advocates using al1 four attnbutes throughout an educational 

intervention, Wlodkowski's transitory state-based Time-Continuum Mode1 of Motivation 

suggests specific strategies to use depending on the time of the educationai intervention. 



Wlodkowski (1978) depicts motivation as having three distinct periods during instruction 

(see Figure 1). Rothwell and Kazanas (1992) agree with Wlodkowski (1978) that 

different motivational techniques can be incorporated at different times, either at the 

beginning, during and/or end of the learning process (see Table 4). Each of these critical 

petiods has specific individual leamer characteristics that need to be addressed. The 

"Beginning" criticai period sees lemer attitudes and needs as its focal point. 

Wlodkowski (1978) defines "attitudes" as the learner's attitudes toward the learning 

environment, instructor, subject matter and self. "Needs" comprise the lemer's basic 

needs at the time of leaming. The "During" cntical period of the intervention sees 

stimulation and affect as its focal point. Wlodkowski (1978) defines "stimuiation" as the 

stimulation processes affecting the learner's experience. "Affect" comprises the affective 

or motivational experience of the learner while learning. The "Ending" cntical period of 

the intervention sees cornpetence and reinforcement as its focal point. 

Wlodkowski (1978) defines "competence" as the value for the lemer that is a 

result of the learning behavior. "Reinforcement" comprises the reinforcement value 

attached to the leaming experience of the learner. Although motivation throughout an 

educational intervention is important, its "Ending" cntical period stands out for a few 

reasons. Tough (1968) states that when a leamer's motivation to continue is even stronger 

than the motivation to begin, there will usuaiIy be little tendency to stop prernaturely. 

Wlodkowski (1978) states that motivation is strengthened when the learner completes a 

leming initiative and leaves feeling rnotivated. 

This has two positive outcornes: 1) the learner is more likely to have a future 

interest in what they have leamed and 2) is more likely to use what they have leamed 



Figure 1. Time Continuum Model of Motivation.' 

(Wlodkowski,l978). It is easy to assume that the more motivating expenences a learner 

has at the conclusion of an educational intervention, the more likely they will become 

lifelong leamers (Wlodkowski, 1978). Conversely, if motivation is absent, Wlodkowski 

(1978) states that the leamer c m  be "turned off" of learning, marked by negativity and 

apathy . 

Wlodkowski (1985) indicates that Keller's ARCS mode1 indirectly encompasses 

al1 of the six major motivation factors of the Time-Continuum Model of Motivation. In 

' m. From V t l  
. . 
vati- (p.61). by RJ. Wlodkowski. 1985, San Francisco: 

lossey-Bass Publishers. 



Table 4 
Six Basic Ouestions for Motivation Planning 

Target PeRod for Revision Ouestion 
Y - 

Beginning What c m  1 do to establish a positive 

Focus on: Attitudes and Needs 

Dunng 
Focus on: Stimulation and Affect 

Ending 
Focus on: Cornpetence and Reinforcement 

0 

leamer attitude for this l e m h g  
seque fice? 
How do 1 best meet the needs of my 
lemers  through this learning sequence? 

What about this learning sequence will 
continuousfy stimulate rny learners? 
How is the affective experience and 
emotional climate for this learning 
sequence positive for l emers?  

How does this leaming sequence increase 
or affmn learner feelings of cornpetence? 
What is the reinforcement chat this 
learning sequence provides for my 
learners? 

Note. From What Motivates Adults to Leam (pp. 6667). by RJ .  Wlodkowski, 1985, San Francisco: 
Jossey-Bass. 

addition to k ing  more detailed than Keller's strategies, the concrete techniques for 

enhancing learner motivation developed by Wlodkowski (1985) have grown out of 

research conducted specificall y with adult learning in classroom-based instruction. 

Although Wlodkowski (1985) offers over 60 specific techniques to integrate into a 

classroom based instructional intervention, only a select few will be presented here along 

with their relation to andragogical design elements and appropriate motivation theories 

previously discussed (see Table 5). 

If motivation is lacking at the "beginning" critical period of the educational 

intervention, Wlodkowski (1985) suggests using the following three strategies in 

cumculum revision. 



Table 5 
Sam~le  Strate~ies to Enhance Motivation 

Critical Period for Revision Suggested S trategies 
Beginning 
Focus on: Attitudes and Needs 

O 

Dunng 
Focus on: Sfimulafion and Afiecr 

a 

Ending 
Focus on: Cornpetence and 
Reinforcement 

Give the rationale behind any mandatory assignments. 
Promote the leamer's control of the context of learning. 
Make the learning goal and objectives as clear as 
possible. 

Introduce, connect, and end learning activi ties 
attractively and clearly. 
Selectively use knowledge and comprehension questions 
to encourage learner interest. 
Selectively use application, analysis, synthesis, and 
evaluation questions and tasks CO encourage leamer 
involvement. 

Acknowledge and afirm the learners' responsibility and 
any significant actions or characteristics that contnbuted 
to the successful completion of the learning task. 
Use formative evaluation procedures to rneasure and 
comrnunicate leamer progress- 
Encourage or provide a reinforcing event for positive 
closure at the end of significant units of Iearning. 

Note. From Enbn ingdu l t  mot1 
. . 253-257) by R vatton to leam (p. .J. Wlodkowski. 1985. San Fnncisça 

ev-B- 

Strategy 1: Give the rationale behind any mandatory assignments. Because of the 

demands on t h e ,  energy, and responsibility, most learners wiIl feel leery when 

mandatory assignments are given out. Explaining the rationale for any assignments will 

indicate that the cuniculum designers have conscientiously considered the matter and not 

just developed busywork. Sharing this information indicates that the designers have 

acknowledged the obligations, benefits, and results of the assignments. Most importantly, 

the leamers see that they are respected enough to share this information with. 

This strategy acknowledges concepts from the motivation theories of self- 

actualization and self-efficacy. Sharing the rationale behind mandatory assignments 



meets the learner's self-actualization desire to experience and fulfill their potential 

through their basic needs k i n g  met, such as the desire to know and to understand 

(Maslow, 1970). This information can also address levels of self-efficacy in allowing the 

teamer to decide how thoroughly they will prepare for the upcorning tasks. By explaining 

the rationale for the assignments, the learner will be presented with tasks they are 

expected to accomplish throughout the educational intervention, encouraging their level 

of self-efficacy. As rnentioned above, this strategy establishes a climate of respect by 

sharing the rationale for why learners should spend their time on assignments, one of the 

design elements espoused by the andragogical model (see Table 2). In sharp contrast, the 

pedagogica! model is more authority-onented and would not choose to share such 

information with its leamers. 

Strategy 2: Promote the leamer's control of the context of leaming. In order for 

people to build confidence as learners, they must realize that they are most responsible 

for their learning. This means that they must feel a sense of personal control over the 

process of how, what, and when they lem.  This is important considenng that the 

instructor usually establishes requirements, gives assignments and tests, sets standards for 

achievement, controls the learning environrnent, and sometirnes pressures learner 

participation. The following methods may be used to increase leamers' sense of personal 

con trol : 

When possible, allow the leamer to plan and set goals for their learning. 

When possible, allow the learner to make choices about what, how, and when they 
will leam. Choice is the basis of responsibility that permits the learner to see that they 
are in charge of their own learning experience. For exarnple, they can choose topics, 
assignrnents, or whenhow to be evaluated. The instructor's creativity can create 
many opportunities for learners to exercise their right to choose. 



When possible, allow the learner to use self-evaiuation procedures. Knowing how to 
understand both mistakes and progression of personal learning creates a strong sense 
of participation in the learning process. When a learner can actually tell whether 
they've really learned something, they feel more responsible for that leaming. 

Encourage learners to become aware of personal strengths and abilities in leaming 
activities. For exarnple, telling a student that they have a great talent for explaining 
concepts, and inviting thern to lead a group session may help increase their sense of 
self-esteem. A leamer who is aware of and cm use personal assets while learning will 
feel a strong sense of power and confidence. 

When possible, let the learner participate in analyzing possible barriers to progress in 
learning. For exarnple, asking, "What do you think the chailenges might be in 
carrying out this activity?" involves them in solving their own leaming situation. An 
advantage of this method is that often learners are better infonned about where their 
problems in leaming occur and will feel a stronger commitment to the work at hand 
in consulted. 

This strategy acknowledges concepts from many of the motivation theories presented 

above. Promoting the learner's control of the context of learning acknowledges the desire 

to set an individual learning pace, style of learning and structure on the educational 

intervention, al1 important reasons for learning as seen by the self-actualization 

perspective (Penland, in Wlodkowski, 1985). As well, Promoting a leamer's sense of 

internality, or sense of control, directly relates to achievement behavior (Phares, 1991). 

Attribution theory sees this strategy as important in addressing the dimensions of the 

intemal-extemal and controllable-uncontrollable continuums, where the former sees the 

cause of the success as intemal and the latter sees the success as within the control of the 

lemer. As mentioned above, this strategy creates a rnechanism for mutual pianning with 

learners within an andragogicai frarnework. By promoting their control of the context for 

teming, it provides an opportunity to establish a dialogue between the cumculum and 

the learner. The pedagogical mode1 would have the instmctor exclusively deciding on the 

planning of the curriculum. 



Strategy 3: Make the learning goal and objectives as clear as possible. When 

learners understand exactly what they are supposed to Iearn, confusion cannot detract 

from their learning experience. This may mean sharing learning objectives or learning 

outcornes with individuals to clearly let them know what they are expected to l e m  in the 

following meetings. 

This strategy acknowledges concepts from the theories of self-efficacy and 

achievement motivation. By clearly identifying the learning goals and objectives, the 

learner will be able to assess their individual capabilities and detemiine how thoroughly 

they will prepare for the tasks, increasing their perception of self-efficacy. As the goals 

and objectives are already identified, the learner can focus their energy on finding 

efficient, unique solutions to these difficult problems as asserted by the theory of 

achievement motivation (Alschuler et al., 1970). Again, by stating the objectives and 

goals of the educational intervention, a climate of respect and collaboration is created. 

The pedagogical mode1 would see this as a possibly nonessentiai aspect of a curriculum 

where the teacher does not need to share such information. 

If motivation is lacking at the "during" critical period of the educational 

intervention, Wlodkowski (1985) suggests using the following three strategies in 

curriculum revision. 

Strategy 1 : Introduce, connect. and end learning activities anractively and 

clearly. Each educational intervention typically has a variety of activities within it. Each 

of these individual Iearning activities is significantly enhanced when it is distinctly 

introduced and strongly connected to preceding and proceeding leaming activities. 



In addition to visual/auditory ai& and shifts in facilitator's presentation style (body. 

facial, and voice changes) that indicate new leaming activities. some techniques are as 

follows: 

Asking provocative questions. The facilitator might ask "How many of you have 
ever. . . ?" "What do you think is. . . ?" "When was the last time. . . ?" "Did you think 
before you took this training that you were could. . . ?" 

Calling on learners to become active. Ask them to help, to move, to observe, to 
evaluate, to remember, and so forth. 

Creating anticipation. The facilitator might Say "1 have been looking fonvard to doing 
this exercise with you since Our training session began" or "This next set of problems 
is really tricky, but 1 have confidence you can handle them." 

Relating the leaming activity to pop culture and current events. The facilitator might 
Say "The next person we are going to discuss is the Michael Jordan of the business 
world." "This case study has a Star Wars quality about it." "What we are going to take 
a look at next has been organized like an Olympic event." 

Being able to connect leaming activities is challenging. Automatic segueways add flow 

and help maintain learner attention while maxirnizing instructional impact. Some helpful 

techniques are: 

Using organizational aids such as handouts, outlines, models, and graphs that connect 
concepts, topics, key points, and other essential information. 

Indicating how the new activity builds on previously learned skills or how it more 
clearly demonstrates a concept or how it may be helpful in the future. 

Making directions and instructions for the upcoming activity as clear as possible. 
Leamers often stop paying attention because they are simply confused about what 
they are supposed to do. By presenting accurate directions, instmctors can avoid 
unnecessary distractions and niisleading behaviors among their learners. 

Closure refers to how a leaming activity ends, helping leamers feel a sense of 
completion. This not only focuses their attention but also gives them the feeling of 
satisfaction that &ses from knowing that a leaming task has been accomplished. 

Allowing for feedback, opinions, or evaluation. The facilitator might Say "Perhaps the 
best way to end this exercise would be to share with one another what we have 
learned from cooperating in this task." 



This strategy acknowledges concepts €rom the theories of self-actualization, self-efficacy 

and achievement motivation. Fostenng a pleasurable environment can encourage learners 

to continue on the road to self-actualization for the "joy that comes from possession of 

knowledge, satisfying curiosity, interesting content, practicing a skill, and spending time 

in the activity of leaming" (Tough, 197 1). Sharing feedback of opinions can aïd learners 

to self-appraise their abilities and encourage their sense of seIf-efficacy, increasing their 

cornmitment and effort expended to work towards their goals. This strategy also helps 

leamers who desire concrete feedback on how they are performing so that their plans of 

action can be modified accordingly, an important concept in achievement motivation. As 

mentioned above, this strategy encourages the design of a pattern of learning experiences 

for the adult learner. By sequencing content in a logical rnanner, the learner is able to 

draw upon their experience to enhance their learning. With the pedagogical model, 

content is sequenced using the logic of the subject matter, with less thought given to the 

leamer's experiences. 

Straregy 2: Selecfively use knowledge and comptehensiorr questions fo encourage 

learner interest. Using well-timed, quality questions are opportunities to spontaneously 

stimulate learners. By selectively using knowledge and comprehension questions, we 

encourage iearners to covertly or overtly respond to whatever is king presented to them. 

Knowledge questions use the key words: define, identify , recall and recognize. 

Comprehension questions use the key words: describe, rephrase, compare, reorder, 

illustrate, contrast, interpret and differentiate. These types of interactions enhance lemer 

participation by stimulating their thinking and making them more active in the leaming 

process. Knowledge questions tend to be overused by instnictors and can intimidate 



leamers because their answers cm so easily be categorized as right or wrong. They also 

tend to promote remembering but not necessarily thinking. They are most effective when 

used infrequently and for the purposes of emphasis, practice, and focusing learner 

attention. 

This strategy acknowledges concepts from the theories of self-efficacy, self- 

actualization and achievement motivation. Having learners answer questions allows them 

to believe that they cm successfully acquired the target knowledge or understod the 

target content. These cognitive processes can add to the perception of self-efficacy and 

play a central role in the self-regulation of motivation (Bandura, 1992). In addition, 

king asked knowledge and comprehension questions can add a dimension of fun to the 

instruction and create a pleasurable environment, an important factor in self-actualization. 

This can also create a coilegial cornpetition for learners and encourage their achievement 

motivation through "getting ahead, improving on past performance, beating cornpetitors 

and doing things better and faster (Alschuler et al., 1970). As mentioned above, this 

strategy contributes to a mutual self-diagnosis of needs. The andragogical framework 

encourages learners to assess their educational needs, while the pedagogical mode1 would 

have the teacher taking on that responsibility. 

Strategy 3: Selectively use application, analysis, synrhesis, and evalrtation 

questiorts and rasks to encourage leamer in volve men^ These four categories require 

learners to reflect on their iearning. They cannot respond to such questions without some 

degree of involvement. Each category is briefly explained herc and exernplified dong 

with its key words: 

Application questions and tasks. These require learners to use what they are learning 
to solve problems in particular situations. For example, "Using the two 



troubleshwting strategies you have learned, correct as many emors as you c m  on this 
completed tax form." Keywords that can be used: apply. solve, classify, choose, 
select, use, and employ. 

Analysis questions and tasks. These require leamers to identify causes and motives as 
well as to infer, deduce, and generalize. For example, " Why do you think supervison 
and employees respond differently to sirnilar job frustrations?" Keywords that can be 
used: analyze, conclude. infer, distinguish, deduce, detect. why. and give motives, 
causes, or reasons. 

Synthesis questions and tasks. These require learners to think creativeIy and to 
develop something new by putting parts of different ideas, skills, or information 
together to make a unique whole. Synthesis activities involve learners in solving 
problems that have more than one answer or in producing something that has more 
than one possibility. For example, "Given this list of client needs, design an 
appropriate computer network that is as economical as possible." Keyworùs that can 
be used: predict, draw, constnict, produce, originate, propose, plan, design. 
synthesize, combine, develop, create, and solve (more than one answer). 

Evaluation questions and tasks. These require learners to judge or appraise anything 
they are perceiving. For exarnple, "In your opinion, which prime minister since 1960 
has had the most effective relationship with parliament?" Keywords that can be used: 
judge, argue, decide, appraise, evaiuate, and any request for a person's opinion. 

This strategy acknowledges concepts from the theories of achievement motivation, self- 

actualization and self-efficacy. Leamers marked by achievement motivation will 

appreciate the challenge to use what they have learned and development of creative ways 

to solve problems. These techniques are also helpful for leamers characterized by self- 

actualization who may find such application, analysis, synthesis and evaluation questions 

and tasks useful in highlighting the intrinsic rewards of leaming. It is true that "feelings 

of incompetence lead to senous motivational problems for adult leamers" king 

challenged by these questions can increase the leamer's sense of self-efficacy 

(Wlodkowski, 1885. p. 183). As mentioned above, this strategy enables learners to cany 

out challenging tasks to reinforce their learning. Within the andragogical framework, this 



use of expenential techniques is advocated while the pedagogical mode1 would depend 

on the teacher to sirnply use transmittal techniques. 

If motivation is lacking at the "ending" critical period of the educational 

intervention, Wlodkowski ( 1985) suggests using the following three strategies in 

cumculum revision. 

Strafegy 1: Acknowledge and afinn the leamers' resporzsibility and any 

sigrzificanr actions or characteristics that contributed to the successfil completion of the 

learning task Acknowledge any activity that the learner has engaged in or  exemplified 

that has contributed to their success. This can take the f o m  of providing feedback, praise, 

or  other reinforcements with the leamer. 

This strategy acknowledges concepts from many theories of motivation presented 

earlier. The sense of individual control over outcomes is essential and the 

achow1edgement and affinnation of the leamer's responsibility can only help in 

increasing their motivation. An adult learner wants to set their own leaming pace, to use 

their own learning style and put their own structure on learning. These concepts are 

important in self-fulfillment and self-direction in learning for the self-actualizing learner. 

Learners characterized by achievement motivation can benefit from pride in their 

accomplishments and experience pleasure from striving for the goals that they set for 

themselves. Internality can be reinforced by acknowledgement of the learner's 

responsibility in learning, resulting in increased achievement behavior (Phares, 1991). 

Within the framework of attribution theory, the dimension of "controllable- 

uncontrollable" allows learners to sense their ability to affect their learning outcomes 

through personal effort and diligence and contribute to their continued motivation. 



Forma1 recognition of these significant actions cm bolster a leamer's sense of self- 

efficacy and increase the commitment and effort expended on future leaming activities. 

As mentioned above, this strategy establishes a clirnate of mutual respect in a 

collaborative informal environment as a design element advocated by the andragogical 

model. The pedagogical model would have a more formalized, competitive climate with 

less acknowledgement and affirmation of learners' significant actions. 

Straregy 3: Use formative evaluation procedures to measu re and comrnunicare 

learner progress. In this instance, formative evaluation procedures are diagnostic 

measures that check learner progress. These measures indicate what was leamed and 

what the leamer needs to do in order to rnaster the c m n t  material. Such a continuous 

feedbac k process helps to assess strengihs and weaknesses in learner performance. These 

procedures monitor the leaming of adults and help motivate them to make the appropnate 

effort. To maxirnize their effectiveness, the measures must correspond to a well-defined 

content or ski11 portion of a course or training unit and help to ensure that each set of 

learning tasks is thoroughi y mastered before subsequen t learning tas ks are started. 

This process provides valuable information for learners as well as instructors. For 

leamers who have successfully leamed the material, the feedback from these procedures 

should confirm their sense of cornpetence and encourage them that their present style of 

learning is working. For learnen who lack the requisite knowledge, these procedures 

should reveal particular points of dificulty and indicate the specific ideas, skills, and 

processes that they still need to improve upon. This may not reduce any anxiety about 

achievement but should help reduce any feelings of frustration and worry that occur when 

lagging in a learning task. Formative evaluation procedures can also provide feedback to 



the instnictor by identifying specific points in the instruction that are in need of revisions. 

These formative evaluation processes are most effective when they are separated from 

grading processes. This assures learners that mistakes are not counted against them but 

are part of the learning process. 

This strategy acknowledges concepts from the theories of achievement motivation 

and self-efficacy . In order for those characterized by achievement motivation, such 

feedbac k will satisfy their desire for concrete feedback on how well they are doing so that 

their plans of action can be moài fied accordingly for future !eaming. Those characterized 

by self-efficacy can benefit from this combination of goals and performance feedback in 

order to increase motivation levels (Bandura, 1992). As mentioned above, this strategy 

incorporates the andragogical design elements of evaluation through mutual re-diagnosis 

of needs and mutual measurement of the cumculum. From the perspective of the 

pedagogical model, this evaluative responsibility rests on the teacher for evaiuating al1 

aspects of the educational intervention. 

Strategy 3: Encourage or  provîde a reinforcing evenr for positive closrire ut the 

end ofsigni'cant units of leaming. When a leaming segment has corne to an end, 

positive closure increases l e m e r  motivation as it affirms the entire process in many ways 

by: (a) reinforcing the value of the experience; (b) directly or  indirectly acknowledging 

competence; and (c) increasing cohesiveness within the group. Positive closure can take 

the form of a small gesture, such as thanking leamers for their cooperation and hard 

work. It can also take the form of something more elaborate such as an awards ceremony. 

Some other ways to achieve positive closure are: - Celebrating. Enjoy with learners their moments of accomplishment. This can be 
informa1 discussions, a party, reflecting on the experience through "remember w hen" 



statements, or congratulations. Celebrating allows people to feel pleasure for 
whatever they personally accomplished or vaiued during the entire learning situation. 

Acknowledging. This c m  be done with simple statements of appreciation or awards. 
The goal is to recognize learner contributions or achievements that twk place 
throughout the duration of the educational intervention. 

Sharing. This is anything the instructor and learner might do to show the collective 
caring and sensitivity towards the educational intervention. This type of sharing can 
take the form of an eloquent final statement that may include a poem or inspirationai 
quote. 

This strategy acknowledges concepts frorn the theories of self-actualization and 

achievement motivation. Positive closure encourages the joy that cornes from possessing 

knowledge, satisfying curiosity, interesting content, practicing a skill, and spending time 

in the activity of leaming- al1 self-actuaiization-type behaviors (Tough, 197 1). Those 

characterized by achievement motivation will appreciate this type of recognition of their 

work as they take pnde in their accomplishments and get pleasure from striving for the 

challenging goals of excellence that they have set for themselves. As mentioned above, 

this strategy contributes to a climate of mutual respect in an informal manner as an 

andragogicai design element. The pedagogica! model would not consider closure as an 

essential design element for climate-setting. 

This collection of motivational strategies advocated by Keller's ARCS model and 

Wlodkowski's Time-Continuum Mode1 has strong foundations in the five motivation 

theories presented above. In general, the strategies outlined by both models attempt to 

encourage motivation through increasing cunosity, making the target knowledge 

relevant, focusing on personal ability and characteristics as factors in success, and 

affirming a naturai sense of joy that comes from learning. These motivational strategies 

are seen as important for their role in learner motivation and will be integrated into the 



proposed Evaluation Design of Motivation and Achievement. These details are covered 

in chapter 2 of this thesis. 

Evaluation Models 

Descri~tions of General Evaluation Models 

How c m  motivation, leaming, motivation strategies and evaluation be combined 

in order to improve adult leaming? This section will first present a brief overview and 

summary of existing models based on categories outlined by Popham (1988) (see Table 

6). It will then highlight an evaluation framework, developed by Kirkpatrick, that is 

useful in assessing adult leaming. After a discussion about what functions these models 

should fulfill, the need for the development of an alternative evaluation design will be 

addressed. 

The goal-oriented evaluation mode1 sees evaluators working closely with staff to 

agree on the goals and objectives of the educational intervention, then proceed to measure 

to what degree leamers meet them. A possible disadvantage to this model is that 

evaluators sometimes focus exclusively on these goals and objectives and overlook why a 

given program succeeds or fails. This narrow focus also prevents any acknowledgement 

of benefits or unintentional side effects of the program. As well, goal-based evaluations 

tend to serve only one audience, that of the program managers who provide the goals and 

objectives, employ the evaluator and receive the final evaluation reports (Posavac & 

Carey, 1992). 

The decision-oriented evaluation model has evaluators providing information to 

educational decision-makers. Popham (1988) states that although this aspect of 

evaluation is shared by other models, a characteristic of the decision-oriented model is 



Table 6 
Evaluation Models 

Mode1 Emphasis 
Goal-Oriented Evaluation Evaluation should assess student progress and the effectiveness 

of educational innovations. 

Decision-Oriented Evaluation Evaluation should facilitate intelligent judgments by decision- 
miûcers. 

Tnnsactional Evaluation 

Evaluation Research 

Goal-Free Evaluation 

Adversary Evaluation 

Evaluation should depict program processes and the value 
perspectives of key people. 

Evaluation should focus on explaining educational effects and 
devising instructional stntegies. 

Evaluation should assess program effects based on criteria apart 
from the program's own conceptual framework. 

Evaluation should present the best case for each of two 
competing alternative interpretations of ihe program's value with 
both sides having access to the same information about the 
PWPm- 

Note. From Evaluator's handbook (p.7) by L.L. Monis and C.T. Fitz-Gibbon, 1978b. Beverly Hills. CA: 
Sage Publications Ltd. 

that evaluators ". . .collect and present information needed by someone else, who will 

determine the worth" of the program (p.33). In addition to supporting the decision- 

makers' agenda, practitioners who follow this model will actively engage in distancing 

themselves from any personal valuing of the evaluation, which sets them apart from other 

roles of evaluation presented in other models. 

The transactional evaluation model focuses on the educational processes of  a 

prograrn, including its environment, organization and curriculum (Madaus, Scriven & 

Stufflebeam, 1983). This model makes use of many informal techniques such as 

interviews and observations and relies heavily on the case study as a methodology. The 

evaluation is camied out with the intention of gaining a greater understanding of how a 

prograrn works rather than the outcornes that are generated. Rippey (1973) States that the 



"conventional considerations of reliability, validity and objectivity are less important than 

those of timehess, relevance. and the observable effects of generating evaluation 

information" (p.4). In transactional evaluation, the intention is to transform any conflict 

energy into productive energy and to clarify the roles of stakeholders rather than produce 

new knowledge or investigate any type of causahty (Rippey, 1973). 

The evduation research model has its practitioners attempting to draw 

conclusions rather than make decisions based on their work (Worthen & Sanders, 1973). 

A focus of this research involves investigating the relationship between variables that can 

be generalized to a greater number of similar situations. These researchers explore areas 

with little thought given to the worth of the evaluation findings and are interested more in 

the scientific truths of their work (Worthen & Sanders, 1973). Popham (1988) offers a 

final thought on the difference between researchers and evaluators, saying that the former 

are sometimes content to describe the world while the latter want to make it better. 

The goal-free evaluation model developed out of a response to goal-based 

evaluation. The former has evaluators working with no knowledge of existing goals and 

objectives of an educationai intervention. This mode1 sees knowledge of goals and 

objectives as biases that serve only to focus on the way the program is supposed to be 

camed out and not on how the program is actually carried out (Posavac & Carey, 1992). 

An evaluator adopting this model would spend much time studying the program, its staff, 

clients, setting and extant data to identify al1 positive and negative impacts. 

The adversary evaluation model sees evaluators with different agendas working 

on the same project. This model has several peopie present the advantages and 

disadvantages of a given program, done with the goal of ensunng an unbiased 



presentation of information. One possibility with this mode1 is to have one set of 

evaluators present a program in the most positive light possible while another set of 

evaluators does the opposite. The final report is composed of both accounts and allows a 

jury of stakeholaers to synthesize the competing views (Popham, 1988). 

While al1 these models have elements useful for evaluation, they al1 have di fferent 

foci, but none are applied specificaily to adult learning. The decision-onented model 

focuses evaluation on facilitating judgrnents by decision-makers. Transactional 

evaluation concentrates on program processes from key perspectives. Evaluation research 

highlights educational effects and devising instnictional strategies. The goal-free 

evaluation model assesses program effects apart from intended goals and objectives. 

Advenary evaluation presents competing alternative interpretations for assessing a 

cumculum. Although none of these models mention the importance of leax-ning 

assessment in an adult-leaming context, the goal-oriented model seems most applicable 

to an adult learning environment as it targets assessment of student progress and the 

effectiveness of the associated educational processes. 

Kirk~ahc  k' s Four-Lvel Evaluation Model: 
A Framework Con-ment With Adult Learning 

When discussing adult learning, the goal-oriented model is applicable, but not 

entirely appropriate. Its focus on leamer assessment is valuable, but lacks direction in 

what aspects of adult learning are important. To address this shortcoming, it is useful to 

discuss Donald Kirkpatrick's Four-Level Evaluation model whose "conceptualization of 

the evaluation process is the most congruent with andragogical principles.. ." (Knowles, 

1990, p. 137). 



Kirkpatrick's Four-Level mode1 first made its appearance on the evaluation scene 

in 1959 and has heid strong since (Abemathy, 1999). By focusing on four levels of 

evaluation: reaction, learning, behavior, and results, valuable information can be provided 

for the evaluator regarding cumculum effectiveness and revisions (Kirkpatrick, 1978). A 

brief overview of the four levels will be helpful at this point. 

The first level, reaction, deals with how learners feel about the educational 

intervention. Kirkpatrick (1996) refers to this as "customer satisfaction," and asserts that 

a positive reaction is essential for the continuation of the educational intervention; if 

learners d o  not act positively, they will likely neither be motivated nor interested to l e m .  

Whiie positive reactions d o  not ensure that leaming takes place, negative reactions will 

certainly reduce the possibility of learning (Kirkpatrick, 1998). Kirkpatrick (1998) states 

that rneasuring reaction is important for the following reasons: 

It provides valuable feedback that helps evaiuate the educational intervention as well 
as collects suggestions for future improvements. 
It conveys the message to leamers that their feedback is respected and relevant for 
determining the effectiveness of the educational intervention. 
It provides quantitative data that can be given to managers o r  administration involved 
in the educationai intervention. 
It can provide quantitative data that can be used to establish standards for future 
sessions of the educational intervention. 

The second level, leaming, deals with the "extent to which participants change 

attitudes, improve knowledge, andor  increase ski11 as a result" due to  attending the 

educational intervention (Kirkpatrick, 1998, p. 101). AH training programs are trying to 

increase either one o r  more of ttiese three (Kirkpatrick, 1996). The following basic 

questions are useful in gauging whether one or more of these three were increased: What 

knowledge was learned, what skills were developed or improved a n d o r  what attitudes 

were changed? Kirkpatrick (1998) states that learning is  important to measure because no 



change in the following level, behavior, c m  take place unless the target knowledge, skills 

or  attitudes have changed. 

The third level, behavior, is defined as the "extent to which change in behavior 

has occurred' because the participants attended the educational intervention (Kirkpatrick, 

1998, p. 102). It is clear that the purpose of an educational intervention is to do more than 

improve knowledge, skills and attitudes in the classroom, with the ultimate outcome 

k i n g  m s f e r  outside of the learning environment. As Kirkpatrick (1976) puts it, "on-the- 

job behavior change is an objective" and can be gauged by asking the questions "how 

much and what type of change actually took place on the job because of the training 

program?" (p.6). 

The fourth level, results, is seen as the "greatest challenge" for evaluators 

(Kirkpatrick, 1998, p. 109). This level is defined as "the final results that occurred 

because the participants attended the program" (Kirkpatrick, 1998, p.105). These results 

may include "improved productivity, better qudity, lower costs, meeting deadlines, more 

cornpetition, reduced accidents, improved morale, lower turnover, and ultimately, more 

profits o r  better service" (Kirkpatrick, 1976, p.6). Not al1 results take the fonn of such 

tangible results. Kirkpatrick (1998) States that it is "difficult if not impossible" to measure 

any final results and anitudinal changes such as leadership, empowerment or  motivation, 

may need to be measured in terms of improved morale or  other non-monetary terms 

(p.106). Part of the difficulty in measwing this fourth level lies in the fact that findings 

will likely provide evidence, but not proof, that positive results come from an educational 

intervention. 



Based on these four levels, Kirkpatrick's evaluation model is more appropriate 

with adult learning. Collecting data from Level 1, deals with how learners feel about the 

educational intervention and acknowledges that such feedback is respected and an 

important part of the evaluation process. Gathering data from Level 2, learning, is 

consistent with the goal-oriented evaluation model's focus of tracking student progress. 

Collecting Level 3 data, behavior, draws upon an adult learner's need to be life-centered, 

taskcentered, or problem-centered. Assessing Level4, results, acknowledges the fact that 

adult learners want to be able to apply their knowledge and skills to perform more 

effectively. Kirkpatrick's fomulation of the four-level model clearly makes use of 

andragogical assumptions, but neglects to incorporate the motivation element that was 

contained in his work related to motivation and training (Kirkpatnck, 1970). Although his 

first level targets learner reaction, it addresses how the leamer feels about the educational 

intervention and not how the learner feels because of the educational intervention. In 

order to assess this aspect of leaming, an alternative framework is useful and will be 

outlined in chapter 2. It should be noted that the parameters of an evaluation model are 

often influenced by particular viewpoint that a creator takes. In the following section 

different theoretical perspectives of evaluation will be discussed. 

Philoso~hical Foundations of Evaluation Models 

In order to gain a clearer undentanding of evaluation, it is helpful to bnefly discuss its 

two driving philosophies: objectivism and constmctivism. Scanning Table 7 will show 

that the two differ on many perspectives, such as reality, mind, thought and meaning. 

Where objectivism relies heavily on externd factors to an individual, constructivism 

depends more on interna1 factors within an individual. More importantly, while 
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objectivisrn sees the rnind as a reflection of the external world, constructivism assumes 

that the individual is active in interpreting the external world. Adopting either of these 

philosophies heavily impacts the mandate of an evaiuation, while adopting both can 

result in a stronger, united approach. The following overview will highlight their 

respective strengths and weaknesses of each philosophy. 

Objectivism 

Jonassen States that the philosophy of Objectivism is based on the following 

assumptions: 

There is a real world consisting of entities structured according to their properties and 
relations, Categorization of these entities is based on their properties. 
The real world is fully and correctiy structured so that it can be modeled. 
S y mbols are represen tarions of reality and can only be meaningful to the degree that 
they correspond to reaiity. 
The human mind processes the abstract symbols in a computer-like fashion so that it 
mircors nature. 
Hurnan thought is symbol-manipulation and it is independent of the human organism. 
The meaning of the world exists objectively, independent of the human mind and it is 
extemal to the knower (Jonassen, in Vrasiàas, 2000). 

The use of objective rneasurement in evaluation is often based on the psychology school 

of behaviorism that focuses on objective data of behavior as the basic subject matter of 

ps yc hology (Driscoll, 1994). Using such a goal-driven approach in evaluation typicall y 

starts with the objectives of the educational intervention and concludes with the major 

question: "Did the learner meet the objectives?"rasidas, 2000, p.347). 

From an objectivist standpoint, "leaming" is achieved when this extemal 

knowledge is transferred to within the individual (Driscoll, 1994). The goal of objectivist 

instruction is to overlriy the structure of the world ont0 the learner where the mind is a 

reference to the real world which allows everyone to gain the same understanding of this 



Table 7 
Assumptions Inherent in Obiectivism and Constnictivisrn 

O bjectivism Constnictivisrn 
Reality Extemal to the knower Determineci by the knower 

Dependent upon human mental activity 

Product of mind 
Symbolic procedures constmct reality 

Structure relies on 
expefiences/interpretations 

Builder of symbols 

Structure determined by entities, 
properties. and relations 

Structure can be rnodeled 

Mind Processor of symboIs 

Mirror of nature Perceiverlinterpreter of nature 

Abstrad machine for manipulating symbols Conceptual system for constnicüng reality 

Embodied: grows out of bodily experience Thought Disembodied: independent of human 
experience 
Governed by external reality Grounded in perception/construcüon 

Refiects external reality Grows out of physical and social 
experience 

Manipulates abstract symbols Imaginative: enables abstract thought 

Represents (mirrors) reality More han  representatïon (mimrs) of 
reality 

Atomistic: decomposable into 'building 
blocksm 

Gestalt properties 

Algorithmic Relies on ecological structure of 
conceptual system 

Classification Building cognitive models 

What machines do More than machines are capable of 

Meaning Corresponds to entities and categories in 
the world 

Does not rely on correspondence to world 

lndependent of the understanding of any 
organism 

Dependent upon understanding 

Extemal to the understander Detemiined by understander 

Symbols Represent reality 

Interna1 representations 3f extemal realîîy 

Tools for constructing reality 

Representations of intemal reality 
rbuilding blocks") 

Note. From "Objectivism versus constnictivism: Do we need a new philosophical paradigm?" by D.H. 
Jonassen, 199 1. Educational Tec- D e v m  39. no.3. pp. 5- 14. 



extemal knowledge (Jonassen, 1991). Based on its discovery of universal laws of 

conditioned learning, behavionsm endeavors to set up learning environments by 

disregardhg peculiarities of the learner and focusing on the reinforcement contingencies 

to be implemented @riscoll, 1994). Decades of students have passed through the 

educational system inunersed in this philosophy, responding to test items either correctly 

or incorrectly . 

Not everybody has faith or belief in this philosophy. Educators have questioned 

objectivisrn and its related evaluation methods, asking if students are learning or  

memorizing, and if the educationai system is fostenng fie thinkers or creating 

automatons. Objectivism clearl y indicates that students are not encouraged to interpret 

what they perceive but instead rely on an instructor to interpret events for them. Cranton 

(1992) States that this reliance on an extemal source is a weakness of behaviorists who 

overlook the "individual" by ignonng important cognitive and affective processes taking 

place within the learner while focusing on their observable beahviors. 

Constnictivism 

Yamsso (1992) sumrnarizes constructivism as "knowledge derived from the 

philosophical proposition that reality is created or constmcted by the individual" (p.7). It 

holds that cognition is the process by which each individual builds an intemal 

representation of knowledge, which results in a personal interpretation of reality. In other 

words, learners are not ernpty vessels waiting to be filled, but active organisms searching 

for meaning in the world surrounding them (Driscoll, 1994). In a constructivist 

environment, evaluation is goal-free where program goals are not taken into 

consideration kcause  they rnight bias the findings and prevent the evaluator from 



identi fying unexpected effects of the educational intervention (Scriven, in Vrasidas, 

2000). 

Vrasidas (2000) explains that the "basic and most fundameniai assurnption of 

constructivism is that knowledge does not exist independent of the leamer, knowledge is 

constructed" (p.348). In addition, the major philosophical assumptions of consfructivism 

are: 

There is a real world that sets boundaries to what we cm experience. However, reality 
is local and there are multiple realities. 
The structure of the world is created in the mind through interaction with the world 
and is based on interpretation. 
The mind creates symbols by perceiving and interpreting the world. 
Human thought is imaginative and develops out of perception, sensory experiences, 
and social interaction. 
Meaning is a result of an interpretive process and it depends on the knowers' 
experiences and understanding (Vrasidas, 2000, p.348). 

An interesting aspect of this philosophy is the position that knowledge structures 

do not necessarily correspond to extemal reality, but may still be valuable for an 

individual: independent of what is king learned, constructive processes help leamers 

form, elaborate and sometimes test mental structures until a satisfactory one develops. 

These new conflicting experiences cause dissonance in the previously estsblished 

structures, sometirnes leading to new structures k ing  constantly developed, resulting in 

an individual's unique reality (Ertmer & Newby, 1993). Since individuals create different 

realities based on personal experiences of the world, it is difficult to achieve a 

predetermined "correct" meaning of anything. 

Constructivism addresses this very weakness of objectivism, where cognitive and 

affective processes of the "individual" are overtooked. Vrasidas (2000) States that 

construc~ivists are interested in the leamer's "cognitive processes, self-reflective ski lls, 



and the learning process itself (p.350). In contrast to objectivism, constnictivists do not 

expect al1 leamers to learn the same thing due to the difficulty in controlling individual 

variables such as motivation, intelligence and background knowledge (Vrasidas, 2000). 

It seems clear that both objectivism and constructivisrn would steer educational 

evaluation in di fferent directions. An objectivist would be preoccupied wi th discovering 

"truth" using objective methods of evaluation, while a constructivist would be interested 

in finding "perceptions of truth" using more subjective means. Despite the differences, 

both have relevant contributions to the evaluation process. Describing and explaining 

specific phenornenon by collecting numencal data based on observable behaviors to  

statistically analyze is a cornrnon approach to take in an objectivist framework (Gall et 

al., 1996). Finding meaning by interpreting cases intensively in naniral settings and using 

interpretational analysis is more the perspective taken by a constructivist (Gall et al., 

1996). How can the philosophies summarized above affect the nature of data collection 

within an evaluation framework? Two categories of data will be presented in the 

following section that correspond to the two philosophies of objectivism and 

constructivisrn mentioned above. 

Methods of Data collection 

Two possibilities exist for collecting data for an evaluation: objective and 

subjective measures. Objective measures depend on using a goal-driven approac h in 

evaluation where "learning" is achieved when program objectives are transferred to 

within the individual. Examples of such objective measures are standardized tests of 

achievement which are popular in various situations and populations. One advantage of 

these standardized tests is that with proper implementation, the introduction of bias in 



data collection is rninimized. Despite these perceived advantages. standardized tests can 

also "bias evaluation results by imposing a standardized and controlled stimulus in an 

environment where learning depends on spontaneity, creativity, and freedom of 

expression" (Shapiro, in Patton, 1975, p. 24). Although diable  and easy to statistically 

anal yze, Patton (1 975) argues that quantitative methodology actuall y lirni ts and biases the 

types of possible questioning that can be useful in scientific inquiry- 

Subjective measures depend on individuals creating different realities based on 

personal experiences of the world, making it difficult to achieve a predetermined 

"correct" meaning of anything. Filstead asserts that subjective measures allow "the 

researcher to 'get close to the data,' thereby developing the analytical, conceptual, and 

categorical components from the data itself--rather than from the preconceived, rigidly 

stnictured, and highly quantified techniques that pigeonhole the empincal social world 

into the operational de finitions that the researc her has constructed" (Filstead, in Patton, 

1975. p.23). Intencting with data makes it possible for evaluation researchers to make 

use of persona1 insights and behavior in their work. As Scriven warns, "for the social 

sciences to refuse to treat their own behavior as data from which one c m  leam is really 

tragic" (Scriven, in Patton, 1975, p.23). Subjective measures seem appropriate if the goal 

of evaluation is to "bring the mind and feelings of the human k i n g  back into the center 

of valuation research-a center that has thus far k e n  dominated by techniques and rules" 

(Patton, 1975, p.23). 

There is a need for a deeper understanding of the relevant context of behavior and 

the meaning of specific outcomes to the individual in a more holistic, humanistic setting 

(Patton, 1975). If the goal of evaiuation is understanding, then objective measures are not 



sufficient. To understand means gaining insight into mental states and subjectivity is the 

best method to use in order to accomplish chat. As Patton (1975) states, an alternative 

evaluation paradigm needs "to legitimize and incorporate this subjectivity into evatuation 

research, not to the exclusion of the methodology of the dominant paradigm, but in 

addition to it" (p. 25). 

The advantages for using objective measurements is well understocid, but the 

advantages of a constructivist approach are also be beneficial in an evaluation context. As 

constructivist leaming encourages multiple perspectives in different contexts, multiple 

assessment rnethods are necessary. These varied assessment methods are useful in 

keeping track of the change in leamers' thinking and learning skills (Vrasidas, 2000). In 

order to adapt, one possibility is the use of traditional objectivist tests in conjunction with 

appropriate constnictivist evaluation methods such as portfolio and performance 

assessment (Vrasidas, 2000). As well, reflection papers and self-reflective joumals can be 

incorporated in order to provide evidence of change in leamers' cognitive processes. 

Discussions and interviews can further reveal changes in lemers' thinking and learning 

processes. 

Another interesting aspect of constructivist evaluation lies in the concept of 

negotiation. Learners can negotiate with themselves and their facilitator regarding aspects 

of the curriculum such as content, objectives, expectations, and evaluation components. 

This process makes it more likely that the leamers will buy in to the cumculum and be 

responsible for accomplishing their tasks (Vrasidas, 2000). Active participation in the 

evaluation process is encounged, as it provides the leamers with the opportunity to "gain 

ownership of the evaluation process, this making them accountabie for their own learning 



(Vrasidas, 2000). An additional benefit is that involvement in the evaluation process also 

encourages self-reflection, another goal of constructivist leaming. 

Keeping in mind the advantages of adopting both an objectivist and constmctivist 

philosophy, a decision must be made regarding data collection insruments. In general, 

Moms and Fitz-Gibbon (1978) state that the evaluator will "assess achievement using 

whatever method she and her immediate audience perceive as providing credible 

evidence" (p.11). As mentioned above, evaluators have a wide range of methocis to select 

from when canying out their work: questionnaires, performance/achievement tests, face- 

to-face and telephone interviews, observations, examination of the literature, as well as 

personal, financial and other records (Fink, 1995). Gall et al. (1996) add to this list 

performance assessment and self-report measures as other possible ways to collect data. 

In light of the current work, focusing on pencil-and-paper tests and performance 

assessment will prwe valuable. 

Pa~er-and-Penci l Tests 

Two types of paper-and-pencil tests exist: self-report devices and achievement 

tests. Many self-report measures of personality ask individuals to respond to items that 

measure individual differences in such areas as traits, needs, psychological disorders, 

values, and attitudes (Gall et al., 1996). Some advantages to using this method are low 

cost and ease of administration and sconng due to their objective items (Gall et al., 1996). 

Popham (1988) States that the individual completing the self-report device is 

usually 'hot responding in terms of the best possible performance," but rather about 

individual feelings about a given circumstance (p.89). Collecting tnithfut information 

about the interests and attitudes of a learner allows an educator to draw inferences about 



their affective dispositions. Two other limitations of this type of self-report are: (a) 

dependency on participant truthfulness and (b) participant response set. This fîrst 

limitation of personality inventories is that they depend largely on the honesty and 

conscientiousness of the individual taking the test and that "many inventories contain a 

'lie scale' or 'carelessness index' to detect individuals whose scores would lead 

researchers and practitioners to make invalid inferences" (Gall et al., 1996, p. 269). Gall 

et al. (1996) state that the "second limitation that c m  result in invalid responses to a 

personality inventory is a response set, which is the extent to which an individual's 

responses reflect a general predisposition rather than a careful response to the content of 

each item" (p.271). Three types of response sets have k e n  identified through research: 

(a) social desirability, where an individual tends to present oneself in a positive manner; 

(b) acquiescence, where an individual agrees with items irrespective of their content; and 

(c) deviance, where an individuai responds in ways that are different from typical 

responses (Gall et al., 1996). Popham (1988) warns that "considerable sophistication has 

to be employed in the creation of valid affective measures" (p. 170). 

When dealing with the constnict of motivation, Wlodkowski (1985) States that it 

is impossibIe to accurately assess whether a learner is motivated or not (p.277). Keller 

indicates that precise measures of motivation are inadequate and are typically not highly 

correlated with performance (Keller, in Wlodkowski, 1985). Faced with such bamiers, it 

is understandable that attempts to devetop such measures necessitate great investments of 

resources, a reason that Popham (1988) recornrnends adapting existing measures for a 

specific job. 



In c o n m t  to self-report devices, achievement tests attempt to gauge how much 

the learner knows or how well the learner can solve certain types of problems. Fink 

(1995) adds that these wntten tests tend to gauge "knowledge, understanding, and 

application of theories, principles, and facts" (p. 122). Many commercial publishers and 

govemmeat agencies develop standardized tests that can be adapted for any evaluation. 

Gall et al. (1996) state that there are many advantages to standardized tests: "the items are 

well written, standard conditions of administration and scoring have been established, 

and tables of noms are provided" (p.259). Gall et al. (i996) also point out the associated 

disadvantages to standardized tests, such as: (a) they usually impose a restricted time 

limit, (b) they may not accurately refiect characteristics of individuals who are slower, 

more deliberate, or more thoughtful in responding than peers, and (c) they are designed to 

permit cornparison of individuals throughout a large population and therefore do not 

reflect the unique experiences of different types of individuals. 

If using standardized achievement measurements are not feasible for the 

educational intervention to be evaluated, an alternative is to develop locally constnicted 

tests (Gall et aLJ996). Such locally constmcted tests may be appropnate for instructional 

reasons, but weak in validity and reliability for research. If the evaluator does decide to 

develop their own measurement, Moms and Fitz-Gibbon (1978) offer four guidelines for 

objectives: (a) they should be clearly stated, (b) they should be verified against the 

program's implementation in order to produce a relevant measure, (c) they should reflect 

the level of skill attainment which the program hopes to follow and (d) those which are 

the basis of the test should be high priority. 



Program objectives can be found in various sources, such as written instructional 

materials that are king used by participants and facilitators. Resource manuals are often 

prefaced with lists of objectives accompanying cuniculum outlines. If the program 

content is highly specialized or if the assessment is informal, the evaluator may choose to 

develop their own objectives. This can be accomplished by interviewing subject matter 

experts or by observing the program in action. 

A program may have many formal objectives, but the evaluator should venfy 

these with the objectives that are acnially implemented in order to produce a relevant 

measure. In some cases, some objectives are actively sought &ter while others for some 

reason or another are dropped. The latter may occur due to situations where facilitators 

need to revise cumcuhm due to participant needs or other extemal factors. By consulting 

with program staff, facilitators and perhaps even participants, the evaluator should be 

able to design an assessment that measures achievement of objectives. 

Performance Assessment 

While the value of paper-and-pencil tests is derived from a possible relationship 

to real-life tasks, performance assessment is a method of directly evaluating a learner 

from examining their performance on complex, complete, real-life tasks (Gall et al.. 

1996). As learning "represents an acquired tendency to respond in a particular way when 

confronted with a particular stimulus situation," performance assessment seems 

appropriate as an evaluation method for assessing achievernent. An added advantage to 

performance assessment is that it allows learners to demonstrate what they have leamed. 

increasing their motivation and self-confidence when an effective performance has 

occurred (Wlodkowski, 1985). 



Another benefit of performance assessment cornes with a learner who might 

display sufficient knowledge on a paper-and-pencil test but who may not be able to 

demonstrate that knowledge in a real-life situation. Gall et al. (1996) state that 

performance assessrnent dlows an evaluator the choice of assessing either the leamer's 

performance on task completion or the final product that resuits. 

In order for design a valid performance assessrnent eight criteria should be 

adhered to (see Table 8). In order to respect its curriculum, a performance assessment 

should not have any negative consequences. For exarnple, it should not use too many 

resources such as money or time and detract from the rest of the educational evaluation 

by k ing  inefficient. There should be an element of fairness involved when judging 

outcornes, where different judges receive training in order to use the same criteria to 

evaluate al1 leamers. The performance assessrnent should have a high degree of 

generalizability so that the learner can use the target behavior in other situations while at 

the same time generating a high level of cognitive complexity to fully use the target 

knowledge and skills that are k ing  instructed. The content quality of the performance 

assessment must be representative of real-life tasks and authentic, with the judges using 

appropriate scoring criteria. The content coverage of the performance assessment should 

adequately cover the arnount of information delivered during the educational 

intervention. 

Analyzing the validity critena for performance assessment can reveal strengths as 

well as weaknesses in this method. Gall et al. (1996) point out that where performance 

assessment is weak, such as the challenge of adequate content coverage, it is a strength of 

the paper-and-pencil test. The use of both performance assessment in combination with 



Table 8 
E i ~ h t  Criteria for Judeing the Validitv of Performance Assessments 

Cnteria Ouestions - 
Consequences Are the consequences of using the performance assessment 

reasonable? E d  the perfonna&e assessment take an undue 
amount of time away fkom instruction? 

Faimess 

Generalizability 

Cognitive complexity 

Content quality 

Meaningfulness 

Content coverage 

Cost and efficiency 

Did ail students have an equal opportunity to acquire the 
expertise measured by the performance assessment? Did 
different judges apply different criteria in nting students' 
work? 

1s there evidence that an individuaios quality of work on one 
performance task will generalize to other similar tasks? 

If the performance assessment is designed specifically to 
measure students' proficiency in higher-order thinking skills, 
does it actualiy do so, or can students draw on their memory of 
how they have done similar tasks previously? 

Are the performance assessment tasks and scoring cnteria 
representative of rd-life tasks and quaiity indicators? 

Do groups other than the experts who designed the 
performance assessment task and scoring criteria view them as 
authentic? 

Does the performance assessment adequately represrnt the 
content domain covered during instruction? Was the amount of 
content covered during instruction unduly constrained by the 
tirne required for performance assessment? 

Is the performance assessment too costly and cumbersome to 
adminis ter? 

Note. From Educational research: An introduction (p.268) by M.D. Gall, W.R. Borg and J.P.Gall, 1996, 
White Plains, NY: Longman Publishers, USA. 



paper-and-pencil tests can balance out the limitations of each, benefiting evaluations of 

instructional methods on learning (Gall et al., 1996). 

Performance assessment is traditionally seen as an objective measure of learner 

progress. This data collection rnethod depends on previously determined, specific criteria 

for assessing learner progress. In light of adult leaming design considerations and its 

more subjective needs, performance assessment cm be viewed as having a largely 

untapped potential. Andragogical evaluation design considerations dictate that adult 

learners desire mutual re-diagnosis of needs and mutual measurement of educational 

interventions. Although performance assessment cm begin with leamer assessment using 

a checkiist of observable, objective target behaviors, it does not need to end there. Upon 

completion of the performance assessment, the opportunity to create a dialogue with the 

learner exists. By using the objective measures of the performance assessment as a 

starting point, a collaborative re-diagnosis of needs and shared assessment of the 

educational intervention can take place. 

Validation of Data: Trianglation Strateeies 

The use of such different data collection sources at one time is important. Popham 

(1988) States that a single rneasurement instrument is generally inadequate to provide 

valid data. To address this issue, the combination of different measures is recommended 

(Popham, 1988). Such a strategy is called "triangulation" and combines different 

measures to provide stronger information than if the measures were used in isolation. The 

use of triangulation is a powerful rnethod of avoiding dependence on one data source or 

method, which can weaken validity and credibility of findings (Patton, 1990). This 

triangulation stntegy can take the form of: (a) data triangulation-the use of different data 



sources in one study; (b) investigator triangulation-the use of several different evaluators; 

(c) theory triangulation-the use of multiple perspectives to interpret one set of data; and 

(d) methodologicd triangulation-the use of multiple methods to study a single problem. 

Patton (1990) States that in practice, triangulation can be achieved with almost any given 

combination of characteristics, measurement approaches, design approaches, and 

different analytical approaches. 

Judging Learnin~ Outcomes 

After data is collected, there are two ways to score or compare them: norm- 

referenced and cri terion-referenced measures. Gall et ai. ( 1996) explain nom-referenced 

measurement as involving the "interpretation of an individud's score by comparing it to 

the scores eamed by other individuals" (p.260). Nom-referenced orientation is useful if 

the reason for assessing is to rank order the learnea in a continuum of achievement. This 

measure is most appropriate when a test includes items from a generally defined area of 

content and when a wide range of scores is collected. 

One disadvantage to nom referencing is that little is revealed regarding a 

learner's specific strengths and weaknesses. Gall et al. (1996) offer the following 

example to further explain: "Student A does very well on addition and subtraction, 

average on multiplication, and poorly on division; student B performs at an average level 

in al1 four operations. These students differ greatly in their strengths and weaknesses, yet 

both could obtain exactly the same score on a nom-referenced test of arithmetic 

achievement" (p.26 1). 

Gall et al. (1996) explain criterion-referenced measurement as involving the 

interpretation of an individud's score by comparing it to a pre-specified standard of 



performance, where "achievement tests designed for criterion-referenced interpretation 

typicdly focus on a narrow domain of knowledge or skills" (p.261). Gall et al. (1996) 

further explain that a major reason for using criterion-referenced measurement is io 

collect precise data related to a "leamer's level of performance and specific deficiencies 

in the domain covered by the test" (p.262). Using such a pasdfail scoring system based 

on predetermined criteria is appropriate when deciding if remedial work is needed. 

Morris and Fitz-Gibbon (1978) state that the "growing consensus among 

evaluators is that, in general, criterion-referenced tests serve evaluation pwposes better 

than do nom-referenced tests" (p. 18). Although nom-referenced measures are useful for 

comparing participant performance with extemal cornparison groups, they fail to reveal 

strong and weak points of training, useful information for the evaluator to possess. As 

well, such criterion-referenced measures are more sensitive to changes attributable to a 

training program. Popham (1988) adds that criterion-referenced test scores lead to clearer 

more understandable interpretations. Due to clarity and utility, Popham (1988) advocates 

using such measures "whenever possible by educational evaluators" (p. 136). 

Summarv and Analvsis 

The review of the literature has covered a diverse number of areas relevant to the 

evaluation of adult leaming. This section will surnmarize the important assumptions of 

andragogy that will play an integral role in this proposed evaluation design. Following 

this, a discussion about the importance of intrinsic motivation and its application to 

extrinsic motivational strategies will be presented. Shortcomings in the current field of 

evaluation models will be outlined as they relate to the issue of motivation and leaming. 

A surnmary of data collection philosophies and methods will be given, concluding with 



justification for the need of a new alternative evaluation design for motivation in relation 

to achievernent in adult learning. 

In order to design an appropriate evaluation, the characteristics of the target 

audience need to be taken into consideration. Literature from the field of andragogy tends 

to provide a portrait of the adult learner in contrast to child learners. The andragogicai 

mode1 presents five considerations important for cuniculurn designers and developers to 

keep in mind when doing their work: 1) individuals are more independent of others and 

want to be self-directed, 2) they are heterogeneous and have many Iife experiences to 

draw upon, 3) adults are ready to learn when they Say they are ready to learn, 4) they 

appreciate focusing on specific problem-solving skills and 5) the aspects of interna1 and 

extemal motivation are important to acknowledge in their leaming. 

The first four of these assumptions are important and they further contribute to the 

fifth assumption, that of motivation in learning. This 1 s t  assumption provides the focal 

point for this proposed evaluation design due to its interdependent relationship with the 

act of learning. Increases in motivation as the educational activity progresses is essential, 

as research (Wlodkowski, 1978) shows that when a learner's motivation to continue an 

educational activity is even stronger than the motivation to begin, there will usually be 

little tendency to stop prematurely. 

Viewing motivation as a transitory state as opposed to a stable trait is useful for 

the educator. While approaching motivation as a stable trait leaves little for the educator 

to influence, the construct as a transitory state permits educators to cake steps to enhance 

motivation. Two different aspects of motivation need to be considered: intrinsic and 

extrinsic. Educators can take steps based on different motivation theones that provide 



possible factors that affect motivation. Inuinsic motivation issues such as self- 

directedness, self-improvement, control and belief of success or failure are al1 important 

in working with the adult leamer. These issues need to be addressed when we develop 

various strategies in order to promote motivation in the leamer. Futhermore, these 

intrinsic motivation issues can help formulate extrinsic factors to help increase 

motivation. Based on research findings relevant to motivation, Keller (1979) proposed his 

ARCS model that presents strategies deaiing with attention, relevance, confidence, and 

satisfaction. Sirnilarly, Wlodkowski's Time-Continuum Mode1 offers strategies that have 

emerged out of research conducted specifically on adult learning in a classroom 

environment. Botb are useful for implementing in educational interventions. 

The six evaluation models presented earlier are valuable in their own right, but are 

lacking in that they do not explicitly address the issues mentioned above. The decision- 

oriented model focuses on providing data for judgments by decision-makers. 

Transactional evaluation concentrates on collecting information from stakeholders to 

assess prograrn processes. Evaiuation research focuses on educational effects and suitable 

instructional strategies. The goal-free evaluation model gauges cumculum effects not 

taken into consideration by curriculum designers and developers. Adversary evaluation 

presents competing views of an educational intervention. Each has a different focus, with 

none explicitly taking adult leamers and motivation into consideration. While none of 

these models focus on the importance of assessing leamers in an adult-learning context, 

Kirkpatrick's (1978) goal-oriented model seems most suitable for this task as it targets 

assessment of student progress and the effectiveness of the associated educational 

processes. 



Kirkpatrick's Four-Level Model, is seen as the closest to the andragogical model 

in its conceptualization and will be used as a foundation for this proposed evaluation 

design. Kirkpatrick's collection of evaluation data in the form of reaction, behavior, 

leaming and results is useful for assessing the effectiveness of a curriculum while k ing  

consistent with andragogical assumptions. Data frorn Level 1, reaction, questions how 

leamers feel about the educational intervention and acknowledges that learner feedback is 

respected and important for the success of the educational intervention. Data from Level 

2, learning, reinforces the andragogical assumption that the individual is ready to leam 

and confirms this success of this activity. Level 3 data, behavior, draws upon an adult 

learner's need to feel equipped for solving life-centered problems. Assessing level4, 

results, acknowledges the fact that adult learners want to be able to apply their knowledge 

and skills to perform more effectively in daily Iife. 

Although this goal-oriented evaluation model possesses strengths in focusing on 

learners and whether or not they meet the goals and objectives of an educational 

intervention, it is sometimes done with too narrow a focus and overlooking unintended 

effects (Posavac & Carey, 1992). In order to mediate this shortcoming, adopting a 

constructivist evaluation perspective in conjunction with the traditional objectivist 

approach is useful. To begin with, constructivism and andragogy are similar in focusing 

on the experience of the individual in a learning environment. The andragogicai model 

shares constnictivism' s focus on the learner, where princi ples of learner independence, 

diversity, readiness, problem-centeredness and motivation are al1 issues that 

constructivism acknowledges (Jonassen, 199 1). Another aspect of constnictivism that can 

be used to mediate the constraints of a traditional objectivist perspective is the 



encouragement of leamers to take part in their own learning experience by setting 

personai learning goals at the outset of the educational intervention, resulting in 

individual ernpowerment. Allowing learners to acknowledge their personal goals can 

alert educators to unintended effects of a given curriculum and allow new perspectives to 

ernerge. 

Data collection with the above issues in mind can be challenging. In order to 

balance the objectivist and constructivist philosophies, a combination of data collection 

methods and instruments seem appropriate to tnangulate results, such as objective paper- 

and-pencil tests and performance assessment. The two cornpensate for each other's 

weaknesses: where the paper-and-pencil test may not provide a realistic context for using 

knowledge, performance assessment is strong in this respect; while adequate content 

coverage is a wealmess of performance assessment, it is a strength of the paper-and- 

pencil test (Gall et al., 1996). In addition, the use of such a triangulation strategy is useful 

for avoiding dependence on one data source or method, which can weaken validity and 

credibility of findings (Patton, IWO). 

A review of the literature does not reveal any andragogicd evaluation mode1 that 

currently embodies the many issues mentioned above. None explicitly take into account 

the specific characteristics of the adult leamer, such as self-directedness, their experience, 

readiness to lem,  orientation towards Iearning or motivation to learn. While the 

conceptualization of Kirkpatrick's Four-Level Mode1 of evaluation is congruent with 

andragogical assumptions, it was not developed with these issues in mind. The 

motivational strategies reviewed above are used by cumculum designers and developers, 

but none have been integrated into a systematic adult learning evaluation framework for 



use in classroom-based educational interventions. This situation calls for an evaluation 

design that acknowledges the importance of motivation in relation to achievement. 

A PROPOSED EVALUATION DESIGN OF 
MOTIVATION AND ACKtEVEMENT 

Description of the Model 

In an attempt to take into account the psychological and socioiogical complexities 

of motivational issues related to short-term classroorn-based educational interventions, 

the Evaluation Design of Motivation and Achievement is proposed. Drawing upon 

measures of learner motivation and achievement in the fom of self-report tests and 

performance assessment, this formative evaluation design provides guidelines for data 

coIlection, data analysis as well as suggests possible motivational strategies and 

techniques for implementation. 

The proposed Evaluation Design of Motivation and Achievement is based on 

Kirkpatrick's Four-Level Evaluation Mode1 but includes motivation as a main aspect of 

evaluation. In the following section, a comparison between parameters of Kirkpatric k* s 

Four-Level Model and the proposed Evaluation Design of Motivation and Achievement 

will be made (see Table 9). 

Although the proposed Evaluation Design of Motivation and Achievement is 

consistent with the Four-Level Evaluation Model in collecting similar data, some 

adaptation is necessary in order to highiight the importance of learner motivation in 

evaluation. Kirkpatrick's Four-Level Evaluation Model provides guidance on what types 

of information to collect in order to cany out an effective evaluation: reaction, learning, 

behavior and results. These four levels are addressed by the proposed Evaluation Design 

of Motivation and Achievement in the following ways. Reaction will be measuted by 



collecting information from learners regarding personal gods and expectations, their 

personal weaknesses and motivation levels prior to beginning the educational 

intervention. As well, at the conclusion of the educational intervention, learners will be 

questioned about whether they met their personal goals and addressed their previousl y 

identified weaknesses as well as gather information about motivation and feedback on 

how to improve the educational intervention. 

Measuring learning will take place by investigating prior knowledge on the target 

content as well as level of knowledge gained at the conciusion of the educationai 

intervention. Behavior will be measured using performance assessrnent in order to gauge 

whether the target knowledge, skills or  attitudes have been acquired due to the 

educationai intervention. Results of the educational intervention will be based on the 

concluding motivation levels of the learners. This, in conjunction with their learning 

results, will allow the evaluator to make assumptions on the future results of the 

educational intervention. 

As illustrated above, Kirkpatric k's mode1 provides a framework for this proposed 

evaluation design. In addition to using the four leveIs of Kirkpatrick's model, the 

proposed Evaluation Design of Motivation and Achievement adds new components and 

can be seen as an extension of Kirkpatrick's model. 

This proposed Evaluation Design of Motivation and Achievement is bajed on 

assumptions derived from the literature described earlier: 

Adult learning assumptions are important to acknowledge in understanding the 
target audience of an educational intervention. Adult learners are: 1) more 
independent of others and want to self-direct, 2) iieterogeneous and have many 
life experiences to draw upon, 3) ready to l e m  when they say they are ready to 
leam, 4) focused on specific problem-solving skills and 5) motivated by intemal 
and external motivations (Knowles, 1990). 



Table 9. -d Co--meters of Kir-ck s Four- - ,  
- .  b v e l  Mode1 w d  the Proposcd Evalu of Motivmon and Achievement 

Parame ters Kirkpatrick's Fow-Level Proposed Evaluation Design of 
Evaluation Mode1 Motivation and Achievement 

Reaction Deals with how leamers feel Prior to beginning educational 
about the educational intervention: Collects data from learners 
intervention and provides regarding personal goals and 
feedback that helps evaiuate the expectations, personal weaknesses and 
educational intervention as well motivation levels. 
as collects suggestions for At the end of educational intervention: 
Fatum improvemen ts. Collects data about meeting previously 

identified personal goals and 
expectations, personal weaknesses as 
weU as gathers information about 
motivation and feedback on how to 
improve the educationai interventicn. 

Learning Deals with the extent of learner Prior to beginning educational 
aniniddknowledge/skiIls intervention: Collects data on prior 
change due to the educational knowledge of target content. 
intervention. Basic questions At the end of educational intervention: 
asked: What knowledge was Collects data on knowledge gained 
leamed, what skills were throughout the educational intervention. 
developed Dr improved andor  
what attitudes were changed? 

Behavior Deals with extent of behavior During the educational intervention: 
change due to the educational Collects data to assess whether target 
intervention. Basic question knowledge/skills/attitudes were acquired 
asked: how much and what type due to the educational intervention. 
of change is attributable to the 
educational intervention? 

Results Deals with the final results that At the end of educational intervention: 
occurred because the Collects data to assess long-term impact 
participants attended the of educational intervention using 
educational intervention. measwes of motivation. 
Results may itxlude increased 
productivity, better quality, 
lower costs, more competition, 
reduced accidents, improved 
morale. 



Research has shown that individual motivation is a necessary component to adult 
leaming, playing an important d e  in an individual's positive attitude towards 
knowledge seeking (Wlodkowski, 1985; Phares, 1991). Increases in motivation as the 
educational activity progresses is essential, as research shows that when a learner' s 
motivation to continue an educational activity is even stronger than the motivation to 
begin, there will usually be little tendency to stop prematwely (Wlodkowski, 1978). 
In addition, individuds who are motivated will be more likely to have a future 
interest in what they have learned and be more likely to use what they have learned, 
possi bly becoming life-long learners (Wlodkowski, 1985). 

Motivation is a transitory state affected by both intrinsic and extrinsic factors. 
Intrinsic issues are composed of charactenstics such as leamer self-directedness, self- 
impmvement, control and belief of success or failure. Extrinsic issues are composed 
of motivational strategies that influence these intrinsic issues and encourage 
motivation. 

These three assumptions fonn the basis for the proposal of a systematic evaluation design 

for use in classroom-based adult-leaming educational interventions. In order to carry out 

this proposed evaluation design, the following section presents guidelines on when to 

collect data as well as what types of data to collect. 

Procedure for Implementing the Design 

The following section presents how the proposed Evaluation Design of 

Motivation and Achievement will be implemented. Two types of valuable data are 

collected throughout an educational intervention for evaluation purposes: measures that 

target personal issues of motivation and measures that target priornearned know ledge. 

Paper-and-pencil measures of motivation and achievement are gathered prior to 

beginning the educational intervention. At the mid-point of the curriculum, performance 

assessrnent gauges the status of on-going learner motivation and achievement. At the 

conclusion of the educational intervention. motivation and achievement measures are 

again gathered. When data from these three critical periods are collected, the Evaluation 

Design of Motivation and Achievement provides a frarnework for analysis and targeting 



necessary revisions. If collective results find leamer motivation to be lacking at either the 

beginning, mid-point or end of the educational intervention, the pmposed design presents 

appropriate motivational strategies for improvement. The Evaluation Design of 

Motivation and Achievement is a five-step process as described below and summarized 

in Table 9. 

S S n  n ti 

At the beginning of the educational intervention, prior to the start of any instruction, 

administer a motivational pretest to establish a baseline indicator. This proposed design 

suggests evaluating motivational issues related to reason for attendance, attitude towards 

learning and enthusiasm for upcoming leaming. This motivational pretest also collects 

information about learner' s personal goals for the upcoming educational intervention as 

well as personal barriers to learning. This information provides valuable data for the 

instructor in preparing how best to meet diverse learner needs. 

The humanistic theones of motivation presented earlier provides guidance in 

helping to create questionnaire items for use in this motivation pretest and posttest. Select 

concepts from the theones of self-actualization , achievement motivation, self-effîcacy, 

attribution theory and intemal-extemal locus of control as the basis for investigating 

learner motivation. Self-actualization theory indicates that a leamer is focused on self- 

fulfillment and learning for the sake of learning in order to realize their full potential 

(Tough, 197 1). Associated factors with this theory are elements of exploration, creativity 

and self-directedness. Individuals are seen as wanting to set their own learning Pace and 

put their own structure on their leaming (Penland, in Wlodkowski, 1985). Include open- 
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Table 9 . e . . uidelines for 1 molementine the Evaluation De@ of Motivation& 

Consenict Queried Data Collection f i r p 0 ~  
Instniment/Method 

Step 1: Motivation Wnmn self-report Badine-measure motivation 
At the start of the a Setting personal goals and identifying weaknesses 
educational 
intervention Achievement Witten self-report Baseline-measure pnor knowledge of broad content 

goals 
Step 2: Motivation Gauge level of interest, confidence and readiness 
~ u r i n ~  the 
educational 
intervention Ac hievemen t 

Performance assessment 
0 Allow increase in leamer motivation by realizing 

competence through performance 

a Allow demonsbation of knowledge and skills in safe 
environment 

Step 3: Motivation 
Ending the 
educational 
intervention Achievement 

Wn tten self-report a Compare to previous motivation mesure 
Predict likelihood of using content in future 

Written self-report 
a Compare to pre-test to indicate if curriculum affected a 

change in knowledge 

Step 4: O Using Analysis Maûix of Motivation and Achievement, determination of areas of improvement, i.e., motivational 
Data analysis or achievement aspects of the cumculum 
Step 5: Selection and implementation of techniques to improve curriculum, i.e., motivational or instructional design 
Selecting revisions techniques 



ended questions to assess the leamer's sense of personal goal-setting and 

expectations as part of Self-achialization theory. 

Achievement motivation theory helps in investigating the learner's self- 

confidence and desire to undertake challenging goals that are possible to attain. Ask 

learners about their drive to doing things better, faster and more efficiently as part of this 

motivation theory (Alschuler et al., 1970). Phares (1991) defines self-efficacy as "the 

belief that one can successfully execute a given behavior" (p. 362). Collect data regarding 

the Iearner's desire to set personal goals and dependence on self-appraisal of abilities. 

The stronger the perception of self-efficacy, the greater the cornmitment and effort 

expended to carry out the behavior. Investigate the leamer's personal reasons for success 

and failure as presented in Attribution theory: ability, effort, task difficulty, luck and 

strategy (Stipek, 1988). As weli, choose motivation elements from Intemal-External 

Locus of Control theory, where leamers are either interna1 and attribute success and 

failure to themselves, or external and attribute success and failure to their environment of 

factors beyond their control. 

In addition to a motivational measure, administer a pretest to al1 learners and 

gauge their pnor knowledge of the instructional content. The items on such a measure 

depend on the nature of the objectives of the educational intervention offered. They are 

not exhaustive, but investigate the learner's knowledge on broad topics of the educational 

intervention. 

Step 2: Data Collection Durine the Educational Intervention 

Performance assessment is used to measure both leamer motivation and 

achievement. At the midpoint of the educational intervention, ask questions such as: 1s 



the intervention sustaining leamer interest? Are learners confident in their skills? Are 

they ready to apply what they have leamed? Timely reporting of this is cntical because if 

any changes need to be made, they must be done quickly before the conclusion of the 

program. 

For motivational mesures, observe leamers as they engage in performance 

assessment and gauges their level of interest, confidence and readiness. Performance 

assessment allows the learner to demonstrate the knowledge and skills learned, allowing 

authentic assessment of an individual whom might not be able to demonstrate that 

knowledge in a real-life situation. In order to shift the leamer's focus h m  their own 

performance, impress upon the learners that the assessment is focused on the instruction 

and not their success in the educational intervention. Take note that in addition to 

gauging learner progress, performance assessment fulfills a motivational component for 

leamers: motivational planning principles state that success in performance situations at 

the midpoint of an educational intervention increases leamer motivation and helps the 

individual realize their cornpetence resulting in greater self-confidence. 

While learners are engaged in an activity, take note of l e m e r  behavior such as 

interest, enthusiasrn and confidence. At the end of the day, analyze the results for 

decision-making later on. An important aspect of this performance assessment 

component is to share the results with the learner. Ask for their feedbaçk on the outcome 

and allow them the opportunity to self-evaluate. This activity emphasizes the important 

andragogical design considerations of allowing a mutual re-diagnosis of needs and 

rnutual measurement of a cuniculum. 



Sep 3: Data Collection at t k b d h g  of t h ~ ~ h t e ~ y e n t i o n  

Take a self-report motivational measure with al1 leamers at the conclusion of the 

educational intervention. This terminal measure has two functions: (a) to compare with 

the previously gathered motivational data in order to gauge if any difference has 

occurred, and (b) to predict the leamer's likelihood of using the knowledge in the future. 

If a leamer's motivation level has decreased, two conclusions can be made at this point:l) 

steps must be taken to revise the latter part of the training program in order to bolster 

motivation; and 2) lemers will not apply what they have leamed in the educational 

intervention. Motivation at this point is important for the following reasons. 

In addition, conduct a pencil-and-paper posttest achievement measure wi th al1 

learners. Cumulative knowledge of the educational intervention will be investigated and 

any differences in the pre/posttest scores will indicate if the cumculum was able to 

impart key concepts to learners. 

S t e ~  4: Concludiqg Data Analvsis 

In order to target limited resources for revision, the following analytical 

framework is useful. The focus of the Evaluation Design of Motivation and Achievement 

rests on motivation and ac hievement resul ts of the learner. Throughout the educational 

intervention, four possible learner outcornes can occur using the Analysis Matrix of 

Motivation and Achievemen t provided (see Figure 2). 

Quadrant 1 (High motivation-high achievement); Quadrant II (high motivation- 

low achievement); Quadrant III (low motivation-high achievement) and Quadrant IV 

(low motivation-low achievement). Depending on the previously determined criterion- 

referenced items, code the motivation and achievement results from each learner's 



measurements according to each period of the educational in tervention (beginning, 

during, ending). 

Using this basic method of analysis, assess which areas of the educational 

intervention improvement to target with the Iimited resources available. If the majority of 

learners fd l  in Quadrant 1 (high motivatiodhigh achievement), subjective and objective 

measures indicate high motivation and high achievement, This would be an optimal 

situation and indicates the educationat intervention should continue in its present form 

with no revisions of any kind If the majority of learners fall in Quadrant II (hi& 

motivationflow achievement), subjective and objective measures indicate high motivation 

and low achievement. This indicates that resources need to be directed at improving 

instruction of curriculum content goals and objectives. If the majority of learners faIl into 

Quadrant III (low motivation/high achievement), subjective and objective measures 

indicate low motivation and high achievement. This indicates use of motivational 

enhancement strategies suggested by the Evaluation Design of Motivation and 

Achievement. Improvements upon instruction of cumculum goals and objectives are not 

necessary. If the majority of lemers fall in Quadrant IV (low motivation/low 

achievement), subjective and objective measures indicate low motivation and low 

achievement. This indicates use of motivational enhancement strategies suggested by the 

Evaluation Design of Motivation and Achievement. In addition, revisions to instruction 

of cumculum goals and objectives are necessary. Keep in rnind that any educational 

intervention that evidences such results in learners is clearly not maximizing its 

instructional potential and must be critically examined. 
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Figure 2. Analysis Maaix of Motivation and Achievement. 
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W. Analysis Matrix of Motivation and Achievement. Using the Evaluation Design of  Motivation and 
Achievement's matnx provides guidance for evatuators in possible results for data colIection. 

In its function as a formative evaiuation tool, the Evaluation Design of Motivation 

and Achievement provides progress checks throughout the educational intervention. The 

data collected is meant as a starting point for discussion among the program's staff and 



planners who have invested time and effort in designing and developing the instruction in 

very specific ways. 

S t e ~  5: Selection of Revision Strate- 

For targeted indications on where and how to revise the curriçulum in terms of 

motivational aspects, look at the motivation measwements in relation to their cntical 

periods. If motivation measures are low at the "Beginning" critical period, target 

revisions at learner attitudes and needs. If motivation measures are low at the "During" 

critical period, target revisions at leamer stimulation and affect. If motivation measures 

are low at the "Ending" critical period, target revisions at learner cornpetence and 

reinforcement. 

The Evaluation Design of Motivation and Achievement is flexible enough in 

offering general strategies for revising instruction in order to enhance motivation or 

specific strategies appropriate to the critical period of the educational intervention. Refer 

to Keller's ARCS model for general strategies to follow or choose more targeted 

strategies based on Wlodkowski's Time-Continuum Model. Keller's ARCS model 

advocates using al1 four of his strategies to enhance motivation in instruction: attention, 

relevance, confidence and satisfaction. Gain the attention of the leamer through various 

strategies mentioned earlier. The instruction should clearly indicate how the content of 

the educational intervention is useful for them. Offer leamers the opportunity to build 

confidence with their new knowledge, and follow that by allowing leamers the 

opportunity to feel satisfied with their performance. 

If strategies of the ARCS model is too general for implementation, select 

strategies from the Time-Continuum Model of Motivation that are more specific io each 



critical p e n d  of an educational intemention. The strategies focus on different aspects of 

adult learning, addressing either learner attitudes, needs, stimulation, affect, competence 

or  reinforcement depending on the cri tical period of the educational intervention. If 

achievernent measures are low at any point, revise the curriculum using basic 

instructional design strategies to better communicate objectives and outcomes to Ieamers. 

LIMITATIONS AND FUTURE DIRECTION 

Despite the fact that this Evaluation Design of Motivation and Achievement's 

attempts to be comprehensive, limitations do exist in its formulation. This section will 

address the following seven limitations. 

First, although the Evaluation Design of Motivation and Achievement makes use 

of research from a wide variety of areas, the contributions of cognitive psychology have 

not been explored. Although these are addressed somewhat by the motivation theory of 

self-efficacy, more in-depth cognitive theory is necessary, providing a stronger basis for 

its formulation as well as further areas to explore. One possibility of the Evaluation 

Design of Motivation and Achievement is to have individuals attend to motivational 

issues in their own learning. It is expected that having to answer self-report measures 

makes the respondent more conscious of the constmct and its importance in learning. If 

such a self-monitoring activity can be instilled in learners, the Evaluation Design of 

Motivation and Achievement can become a mental framework for learners to implement 

in any endeavour they chwse, ultimately resulting in self-regulatory behaviow. 

Second, the Evaluation Design of Motivation and Achievement's perspective of 

motivation as a transitory state poses an important question: How long will this 

motivation at the end of a learning activity last? The Evaluation Design of Motivation 



and Achievement expects high motivation at the end of a leaming activi ty to be a positive 

indicator for continued interest and likely use of the target skills, but is there a finite 

penod for this lasting effect? This question needs to be addressed, with the results 

perhaps k i n g  used to indicate the optimum time for follow-up sessions on the target 

topic. At minimum, such research can indicate the best time to initiate follow-up 

evaluation, itself a possible on-going strategy of sustaining long-term motivation. 

Third, that in order to follow adult leaming principles, it would seem necessary to 

develop a more inclusive form of evaluation. Although the Evaluation Design of 

Motivation and Achievement advocates involvement of leamers in evaluation (e-g. 

setting personal goals, responding to  performance assessrnent measwes), this 

methodology does not fully adhere to  the andragogical model. Addressing this issue may 

necessitate some collaborative evaluation effort, perhaps in the form of open evaluations 

where each leamer contributes to a shared understanding of group motivation in relation 

to achievement. This would fit with the concept of 1earning as cornplex, comprehensive 

and collaborative initiatives. As well, more emphasis would be placed on the social 

aspect of learning: while learner independence is allowed in individual work, the 

collaborative component of learning is also acknowledged through such an evaluation 

strategy . 

Fourth, literature points to motivational di fferences between indi viduals in terms 

of cultural background and gender. The Evaiuation Design of Motivation and 

Achievement currently treats individual learners as homogeneous in its analysis where 

individual differences do not exist. This indicates the importance of integrating some 

mechanism for acknowledging such differences, resulting in valid data for evaluation 



purposes. This mechanism may take the fonn of weighting specific items on self- 

reporting questionnaire items to addnss these issues. 

Fifth, current motivation instruments have not been entirely satisfactory in 

collecting valid and d i a b l e  measures. As mentioned above, the sarnple questionnaires 

and coding key provided are no different. What is significant about them is their basis in 

humanistic motivation theory and adult learning principles. If no standardized measure 

exists or can be adapted, sarnple questionnaires need to be further researched in order to 

establish their validity and reliability. 

Sixth, in addition to providing data for thc evaluator to  use, methods for the 

facilitator of the sessions to also benefit ffom the information have not been thoroughly 

explored. The focus of the Evaluation Design of Motivation and Achievement is on 

evaluation aspects and implementing instructional improvements, but the facilitator can 

also make use of the motivation and achievement measures to help address the diverse 

needs of the leamers. The Evaluation Design of Motivation and Achievement might 

someday offer suggestions on how the facilitator might use this data to address individual 

weaknesses of leamers. 

Seventh, the Evaluation Design of Motivation and Achievement has not k e n  

implemented. Until the proposed design has k e n  applied. its value and feasibility as an 

evaluation framework has yet to be determined. While the design has been researched, 

implementation may show that the measure of motivation in relation to achievement does 

not sufficiently indicate learner progress in an educational intervention. As well. 

components to the proposed design may prove to be too time-intensive to manage. such 



as developing adequate motivational questionnaires and carrying out individual 

performance assessrnent with each leamer. 

CONCLUSION 

This Evaluation Design of Motivation and Achievement is an alternative that 

attempts to integrate important motivationai issues in adult learning and formative 

evaluation techniques, using a combination of constructivist and objectivist philosophies. 

By following the Evaluation Design of Motivation and Achievement, the evaluator will 

have guidance in how to carry out an evaluation within an andragogical frarnework. This 

focus on motivation fulfills a void in evaluation models that overlooked the importance 

of an individual's personal leaming experiences in any given educational intervention. It 

is hoped that the Evaluation Design of Motivation and Achievement provides a 

meaningful and useful lens through which to view evaiuation of classrwm-based adult 

learning, allowing researchers, educators and evaluators to improve educational 

interventions for future leamers. With increased research into the topic, there is not doubt 

that great inroads will be made towards ensunng effective and efficient education for 

adult society. 
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