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Abstract

Understanding motivation and emotion is pivotal to transforming
educational experiences for both students and educators. In this
presentation, Lia M. Daniels, PhD, will use robust social psychological
theories to explain how motivation and emotions impact academic
outcomes, shape learning environments, and are central to a scholarly
conceptualization of well-being. Drawing across more than 15 years of
research and practical insights, she will discuss evidence-based strategies
for fostering adaptive motivation and emotions in classrooms. Special
attention will be given to new research on how motivational principles can
inform effective classroom assessment practices as one of the most
persistent sources of ill-being reported by post-secondary students.
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Abstract

Within achievement goal lhcory dcbatc remains regarding the adaptiveness of certain combina-
tions of goals. Assuming a ive, we used cluster analysis to classify 1002 under-
graduate students according to thelr mastery and performance-approach goals. Four clusters

emerged, different goal /;

high mastery/ (i.c., multiple goals),
dominant mastery, dominant per and low mastery, (i.c., low
In a longitudinal analysis over one academic year, the clusters were compared on cognitive apprais-
als (expected achievement, perceived success), lated emotions (enj boredom,
anxiety), and objective measures of academic achievement (final grade in Introductory Psychology,
GPA). The low-motivation cluster demonstrated the least adaptive profile across all outcomes. The
multiple-goals, mastery, and performance clusters showed cquwalcm lcvcls of achievement; how-
ever, students in the performance cluster were more p: and 1ly vul ble than
Ihc mu]llplc-goals dnd mastery clusters. Our dwcusslon focuses on the immediate and potentially
g of specific goal for students and educators, with particular
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A Longitudinal Analysis of Achievement Goals: From Affective
Antecedents to Emotional Effects and Achievement Outcomes

Lia M. Daniels
University of Alberta

Reinhard Pekrun
University of Munich

Robert H. Stupnisky
University of Manitoba

Tara L. Haynes, Raymond P. Perry,
and Nancy E. Newall

University of Manitoba

Affect and emotions are frequently seen as outcomes of mastery s performance goals, but affective
experiences may also predict goal adoption. In a predictive study 9 first-year college students),
i raraingis, e o equation modeling to estimate N].\Iwu\lup\ from 2 initial affective experi-
ences to mastery and performance-approach goals, from goals (o discrete emotions, and from discrete

motions 10 final grades in a university course while controlling for prior achievement. Representing
initial affective experiences, hopefulness positively predicted mastery and performance goals, whereas
helplessness negatively predicted mastery goals. Mastery goals positively predicted enjoyment, which in
twm positively predicted achievement, and negatively predicted boredom, which in tum negatively

predicted achievement. Anxiety was negatively p

by mastery goals, positively predicted by

performance goals, and exerted a negative predictive influence on achievement. The findings suggest that
predictive relationships between goals and achievement are mediated by students’ emotions. Results are
discussed with regard o the importance of affect and emotions for achievement goal theory.

Keywords: achievement goals, emotion, first-year college students, achievemen, structural equation

modeling

Considerable evidence shows that achievement goals and affect
are intricately related. However, within the lterature, rescarchers
have conceptualized affect as both an outcome of goal pursuit (e
Pekrun, Elliot, & Maicr, 2006) and as an antecedent of goal
adoption (c.g.. Elliot & Thrash, 2002; Seifert, 1995). The relation-
ships are further complicated by the multitude of definitions and
operationalizations of affect and emotions (c.g., Frijda, 1993;
Rosenberg, 1998). In response, several models detiling possible
relationships between goals, affect, and discrete emotions have
been proposed (c.g., Linnenbrink & Pintrich, 2002; Pekrun et al.,
2006; Pekrun, Elliot, & Maier, in press; Seifert, 1995).

The concepts of affect and emotions used in these models
pertain to general positive and negative affect, discrete emotions
and individual dispositions. Emotions are defined as multiple com-
ponent processes composed of affective, cognitive, physiological,
and behavioral elements (Scherer, 2000; e.g.. for anxiety: fecling
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nervous, worried, increased activation, anxious facial expression).
Compared with emotions, moods are of lower intensity and lack
specific referent (Rosenberg, 1998). Different emotions and moods
are compiled in the more general constructs of positive versus
negative affect (Tellegen, Watson, & Clark, 1999); positive affect
being an omnibus variable composed of emotions such as enjoy-
ment, pride, and satisfaction, and negative affect as an omnibus
variable composed of emotions such as anxiety, frustration, and
sadness (e.g., Pintrich, 2000).

‘These types of affective variables, and their relationships with
goals, may be particularly relevant to first-year university students
who find themselves in a new achievement setting that differs
markedly from high school. The pressure in such novel, highly
competitive learning environments is appreciable: Al the extreme,
approximately 27% of college freshmen do not complete their first
year (Cravatta, 1997; Feldman, 2005; Geraghty, 1996). Economic
and personal issues surely explain some of the atrition; however,
the characteristics of a new achievement setting, such as increased

ressure 1o excel, high demands for autonomy, and emotional
instability, also contribute (Perry, 1991, 2003). Under these con-
ditions, students’ goals may be particularly susceptible to the
influence of affective experiences. Likewise, students’ emotions
nay be readily shaped by the goals they endorse in their new
achievement setting. Trying to capture this sequence of events, we
focused on both antecedent and outcome relationships between
goals and affect or emotions in the present study (Linnenbrink &
Pintrich, 2002; Pekrun et al., 2006), and their subsequent effects on
first-year university students” achievement (Pekrun etal.,in press).




Achievement
Goal Theory

“the purpose for which a person engages in
achievement behaviour”
Elliot & Thrash, 2001, p. 140
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Control-Value Theory of Emotions

“Within contemporary perspectives on the psychology of emotion, self-related and situational appraisals are
assumed to be important proximal determinants of human emotions” Pekrun, 2006, p. 317
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Longitudinal data
n =699

first year students
age 17-22 years
68% women
70% White

High School
Average

N\

Daniels, L. M., Stupnisky, R. H., Pekrun, R., Haynes, T. L., Perry, R. P., & Newall, N. E. (2009). A longitudinal analysis of achievement goals:
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Emotion:
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anxiety
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From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.
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: : Table 3
Longitudinal data Cluster centroids

n=1002 Goal type Cluster 1: Cluster 2: Cluster 3: Cluster 4:
80% first year

Multiple goals Mastery Performance Low motivation

Mastery 71 .62 -.95 -.79
64% women Performance 1.06 —.16 12 ~143

11% ESL n 289 275 232 206

Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals:
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.
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Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals:
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.
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From pre-service to practicing teacher: conside)
personal and classroom mastery and performance goals

Lia M. Daniels*
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Rescarch shows that personal and classroom goals
and practicing teachers’ personal and professioy
research has examined changes to these types of m
from student to teacher. This study followed pre-s
practise and assessed changes in self-reported pd
using surveys and focus groups. Correlations,
covariance and reliable change indices were used
the quantitative data. Qualitative data were anal
supported the quantitative results. The results show]
as personally oriented towards mastery-approach i
during their pre-service education but less person
temms of classroom goals, performance practices ind
tices decreased, particularly for secondary school
teachers are personally mastery-oriented in their
establish classroom mastery goals appear difficult t
Keywords: motivation; leaming environment; t
practices

The transition from student to teacher is one that cap
is difficult to understand. Although on the surface p
from one educational context to another, in reality
different achievement environments. In Canada, post
teacher education, represents a competitive achieven)
regularly assessed, vie to win scholarships and hor
reference letters. For pre-service teachers the pressus
an all-time high because there are few job opp|
(Ontario College of Teachers, 2012). However, f{
teaching positions the achievement environmer]
evaluation of teaching is low in Canada relative

accountability with students, parents and adny
Federation, 2003). Nonetheless, the pressures to ey
standardised tests remain (Webber, Aitken, Lupart, &
shift, and because achievement goals are responsive
2005), new teachers may have to seriously re-exary
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Concordance Between Preservice Teachers’ Personal
Responsibilities and Intended Instructional Practices

Lia M. Daniels, Amanda Radil, and Amanda K. Wagner
University of Alberta, Edmonton, Canada

During their education, preservice teachers begin to assume professional responsibilities and gain
pedagogical knowledge. However, the question remains whether preservice teachers intend to use
Thus, we examined
the concordance between preservice teachers” responsibilities and their intended instructional prac-
tices. high

ook bl tively pre.
dicted extrinsic rewards. Instructional practices associated with responsibility for achievement and

and their readiness 1o adopt evidence-based practices.

Keywords _beliefs correlational analysis,instruction, motivation, teacher preparation

THE CLASSROOM THAT sudeas xperencs epmoses 4 sres of itononalInsucions]
decisions made by the teacher that are largely invisible to the student cye (Kagan, 1992; Wilson,
Shulman, & Richert, 1987): What a Grade 1 student sees as a sticker his teacher dmx: as a way
10 motivate; the revision process that frustrates a Grade 9 student is her English teacher’s way to
‘maximize her chance of a mgh grade. Durmg their Immmg prc\crwtc teachers face the massive
challenge of i

foundaion that urdeepias the teaching profession (Bmlnun "19%6)

e scenarios presented above share two underlying components. First, the teacher felt re-
sponsible for some outcome. Lauermann and Karabenick (2011a) suggest that preservice and
practicing teachers’ daily sense of personal sposibility concems can b sored secoding
o four coegorios: responsibilty fo studeats: achicverenl, motivation, reuionships and the
quality of the teacher’s own teaching. Second, the lcachcr implemented some instructional prac-
tice with the hope that it would allow him or her to fulfill the corresponding responsibility.
Preservice teachers receive implicit and explicit instruction in a range of instructional practices
during their education (Darling-Hammond & Bransford, 2005). Educational research based on
achievement goal theory (Elliot, 1999) and self-determination theory (Deci & Ryan, 2000) sug-
gests that some of these practices will be more successful at meeting particular responsibilities

Address corespondeace 1o Lia M. Danicls, Departmeat of Educational Psychology, Usiversity of Alberta, 6-102
Education Nosth, Edmonton, AB, Canada T6G 2GS. E-mail: lia danicls @ valberta.ca
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Supporting pre-service teachers’ motivation
beliefs and approaches to instruction through an

online intervention

Lia M. Daniels"I , Lauren D. Goegan' (3, Amanda I. Radil® and

[T

Bryce S. Dueck

'Department of Educational Psychology, Faculty of Educ
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Background. Previous research has shown that pre-sef
responsibilty for student motivation and feel underprepared

Social Psychalogy of Education
hitps:/dol.org/10.1007/511218-021-09612:3

The impact of COVID- 19 triggered changes to instruction

sues.
about motivation or equip them with approaches to instruc
Following best practices for motivation interventions, we cr

consolidation activicy, and take-home materials.
Sample. A convenience sample of 384 pre-service teac
university participated.

Methods. We embedded an experimental design into multf

one of four conditions: beliefs-only. approaches-only, :ombv
or control. After completing the online module, student
assessment practices and motivation.

Results. The results from our MANCOVA showed that
participated in the beliefs-only condition reported increased
student motivation, more growth mindset beliefs, and less

had no effect on beliefs or approaches.
Conclusions. We discuss the implications for educating pl
student motivation and suggest that beliefs and approaches
addressed separately.

Researchers have shown that teachers® beliefs and approf

201 i i students
2008, As 2 natural cxtension, rescarchers have designcd i
beliefs about motivation (Seaton, 2018) or equip them wi
(Cheon, Reeve, Lee, & Lee, 2018), but rarely both. Designin}

DOLIO 1 1biep.12393

and on students‘ self-reported
and
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ancl

g the northern hemisphere Winter 2020 academic term, university students
hud 10 adjust to remote learning in response to the COVID-19 pandemic. This
abrupt change provided a unique opportunity to examine students’ motivation,
engagement and perceptions of success and cheating under two learning conditions,
namely traditional and remote. We used a single survey to collect retrospective sclf-
report data from a sample of Canadian students (n=98)
about their motivation, engagement and perceptions of success and cheating before
COVID-19 and then in remote learning. Students’ achievement goals, engagement
and perceptions of success all significantly decreased, while their perceptions of
cheating increased. Moreover, we used regression analyses to examine associations
amongst achievement goals and engagement, perceptions of success and cheating
concerns. Mastery-approach goals were positively associated with more engagement
and higher perceptions of success. Achievement goals were unrelated to cheating.
Students in large classes and who were originally concerned about cheating became
more concerned about cheating in remote learning conditions. Our study provides
information to rescarchers and instructors about how achievement goals relate to
student outcomes across learning conditions. By extension, we provide timely rec-
ommendations for instructors as they continue to wrestle with how to deliver their
courses during the COVID-19 pandemic.

Keywords Motivation - Achievement goals - Engagement - Success - Cheating -
Undergraduates
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Classroom Mastery
Goal Structures

I plan to give a wide
range of assessment
to match student
skKills.

Classroom
Performance Goal
Structures

| plan to give special
privileges to students

who do the best work.

Pre-service Teachers

My goal is to learn as much as
possible.

My aim is to avoid learning less
than | possibly could.

T —

My goal is to perform better
than other students.

T —

| am striving to avoid
performing worse than others.

Classroom Goals
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In-Service Teachers

My goal is to teach as well as
possible.

My aim is to avoid teaching
worse than | possibly could.

T —

My goal is to perform better
than the other teachers.

T —

| strive to avoid performing
worse than other teachers.




Good Intentions

Educational Psychology 13

2 years across grad

—— Elementary

~=@=+ Scondary

n=47,72% women
22-44 years
27 elementary, 19 high R v— Practcng 72

Classroom mastery structures

Time

school

Figure 3. Decrease in classroom mastery practices by teaching level.

Daniels, L. M. (2015). From pre-service to practicing teacher: Considering the stability of personal and classroom
mastery and performance goals. Educational Psychology, 35(8), 984-1005.

" You are in
competition with

other teachers. If §

there’s too many
teachers at your
school, and
there’s only one
position the next

§ year, you want to

be the best you
can be but you
also want your
principal to
notice. It's not a
competition, but it

is when you don't §

have jobitis a
competition.
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Motivation Teaching

Personal
Responsibility

“a sense of internal obligation and commitment
to produce or prevent designated outcomes, or
that these outcomes should have been "

produced or prevented” (Lauermann & I W \

Karabenick, 2011 p. 135).
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FIGURE 2 Mean of endorsement of responsibilities at Time 1. Note. All paired samples t tests are significant to p <.001 except for the
between responsibility for relationships and responsibility for teaching, t (89) = -0.16, p = .87.
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age M =21, 19-44 20
74% high school
1.0
0.0

Motivation Achievement Relationships Teaching

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.
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FIGURE 1 Conceptual framework of concordance between personal responsibility and instructional practices.




Instructional Strategies

Mastery Performance

I planto give a | plan to give

wide range of special privileges

assessment to to students who

match student do the best work.
skills.

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.
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| plan to give | plan to offer | plan on
special privileges rationales that providing

to students who
do the best work.

explain the incentives (e.g.,
importance of the tangible rewards,
work. free time).

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.



We saw almost no evidence of concordance between a responsibility and an instructional decisions
that would support that outcome.

TABLE 4

Standardized Beta Weights From Regression Analyses Predicting Instructional Strategies at Time 2

Predictor variable

Mastery-goal structure T2

Performance-goal structure

2

Rationale T2

Extrinsic rewards T2

Step 1 Step 2 Step 3

Step 1

Step 2

Step 3

Step 1

Step2  Step 3

Step 1

Step 2

Step 3

Age
Stream*

.19 .09 .04
35% 21%* 19
11 06 05

.20
-.06
—.09

.16
-.04
—.14

.25*
05
—.14

-.02
.01
06

—04 -0
00 .04
05 08

A2
A5
01

127
116
=05

14
1
=01

Instructional Strategy Tl

.49.“ .54.“

40***

.44‘..

.36** 2 oy

.4 Aald

a3 |

ResponsibiTity for achievement T1
Responsibility for motivation T1
Responsibility for relationships T1
Responsibility for teaching T1
Adjusted R®

-29*
.05
.26
.05
.36

.16
_.410.
14
-.13

24

-.04

-.33*
07

-.13
A8
.20

19

15
-.14
-39

25

*p<.05*p<.01,**p < .00l
*] = elementary: 2 = secondary.
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Intervention

Teach them
about
Increase pre- ”
service teachers’ evidence-
Student Motivation =« Responsible Teachers A based
responsibility for .
motivation

motivation. i
practices.



Intervention Fundamentals

Beliefs are reflected Specific, targeted, Brief information Saying is believing
on before presenting truthful but explaining how to do writing task to own
a new perspective. inconspicuous message. things and why. the message.
Priming Mindset “How to” Consolidation

Daniels, L. M., Goegan, L. D., Radil, A. I., & Dueck, B. S. (2021). Supporting pre-service teachers’ motivation beliefs and approaches to instruction through an online intervention. British Journal of Educational Psychology, 91(2), 775-791.
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Experimental Design

In class

Random assignment Large lectures, together

To four conditions: but individual
Beliefs, Strategies,
Combined, Control

384 participants

> 206 elementary
. = 178 secondary
Duration 92 men, 286 women, 2 non-binary
10-51 minutes
M =20 min

Daniels, L. M., Goegan, L. D., Radil, A. |., & Dueck, B. S. (2021). Supporting pre-service teachers’ motivation beliefs and approaches to instruction through an online intervention. British
Journal of Educational Psychology, 91(2), 775-791.
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Results

Teach them
about
evidence-
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n = 98 post secondary students

within participant design contrasting
usual vs. covid learning environments

(a) Did students’ motivation, engagement
and perceptions of cheating and success
change across the two learning
conditions? and (b) Do achievement
goals differently predict students’
engagement and perceptions of cheating
and success across the two conditions?



@ Before Covid
5.00

4.00

3.00

2.00

1.00 I

0.00 MAP MAV PAP Ber|1 Eng Emo Eng Cog Eng Success Cheating
* ! |

»  Qutcomes
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Self-Determination Theory

“...as these psychological need satisfactions are enhanced [through practices], people demonstrate not only more intrinsic
motivation and internalization but also more wellness, meaning, and vitality...” Ryan & Vansteenkiste, 2023, p.9
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Self-Determination Theory

“...as these psychological need satisfactions are enhanced [through practices], people demonstrate not only more intrinsic
motivation and internalization but also more wellness, meaning, and vitality...” Ryan & Vansteenkiste, 2023, p.9
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Self-Determination Theory

“...as these psychological need satisfactions are enhanced [through practices], people demonstrate not only more intrinsic
motivation and internalization but also more wellness, meaning, and vitality...” Ryan & Vansteenkiste, 2023, p.9
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Basic Psychological Needs

®
A

Relatedness Competence
Warm caring Opportunities to
relationships, trust, experience success and

respect, and support growth

4

Autonomy
Perceiving control over
the learning situation,

choice, and volition
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Scale Creation

R

Autonomy Satisfaction

| feel that | have a lot of input in the assessments
used in this class. (AS1)

| feel free to express my opinions about the
assessments in this class. (AS2)

| feel | can make decisions about the assessments
in this course. (AS3)

| feel able to make choices related to the
assessments in this class. (AS4)

Autonomy Frustration

| feel like there are no opportunities to make
choices about assessments in this class. (AF2)

| feel forced to do assessments that | wouldn't
choose to do if it was up to me. (AF3)

| feel pressured by the assessments in this class.
(AF1)

Assessments for this class feel like a chain of
obligations. (AF4)

I~
-

—1®

Competence Satisfaction

| feel that the types of assessments in this class
allow me to show my learning. (CS1)

| feel capable of completing the assessments in

this class. (CS4)

| feel competent completing assessments in this
class. (CS3)

| feel a sense of accomplishment completing the
assessments in this class. (CS2)

Competence Frustration

| feel doubtful about whether or not | can do the
assessments in this class well. (CF4)

| feel a sense of incompetence as | work on the
assessments in this class. (CF1)

| feel ineffective in completing assessments in this
class. (CF3)

The assessments in this class make me feel like a
failure. (CF2)

Relatedness Satisfaction

| feel that my instructor tries to understand how
assessments affect me. (RS3)

My instructor designed assessments in a way that
makes me feel that they care about me(RS1)

| feel that my instructor takes my perspectives into
consideration when it comes to assessment. (RS4)
| feel like my instructor tries to prevent me from
feeling overwhelmed by assessments in this class.
(RS2)

Relatedness Frustration

Assessment is a barrier to feeling supported by my
instructor in this class. (RF4)

| feel disconnected from my instructor because of
the assessments in this class. (RF1)

It seems like my instructor is indifferent about the
stress that assessment creates for me. (RF2)

| feel my connection with my instructor is hurt by
assessment in this class. (RF3
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Study 1: Validation of BPNSF-
CA
n = 400 undergrads from
Prolific
50% White, 46% men
18-67 yrs.

Bifactor Exploratory Structural
equation modelling

Figure 1

Representation of the Bifactor-ESEM Model Tested for the BPNSF-CA

Autonomy Competence Relatedness
Satisfaction Satisfaction Satisfaction Frustration
(& i . i@
4 ‘“ g 1L 20

Global Need
Fulfillment

Note. AS = autonomy support item; CS = competence support item; RS = relatedness support
item; AF = autonomy frustration item; CF = competence frustration item; RF = relatedness
frustration item.

X* = 129.67, p = .47, df = 129, SRMR = .013, RMSEA = .004, CFI = 1.00 TLI = 1.00



Study 1: Validation of BPNSF-
CA
n = 400 undergrads from
Prolific
50% White, 46% men
18-67 yrs.

Bifactor Exploratory Structural
equation modelling

Table 3

Associations with Indicators of Student Assessment Well-Being

Factors

Stress

Anxiety Fairness

B

CI

B

CI CI

G-factor -.63

-.51,-.75

-.67

-.52,-.82 . .54,.74

Specific factors

AS -.10
CS .08
RS -12
AF .44
CF 29
RF -13

-.24, .04
-.03,.19
-35,.12
31, .58
.16, .42
-32,.07

.02
12
34
53
-.06

-27,.13 -.14, .12
-12,.16 .29 .19, .40
-47, .24 A5 .01,.29
17, .52 .07 -.03,.16
.36,.71 -11 -.23,.01
-32,.20 -16  -.23,-.001

Notes. G-factor = global need fulfillment; AS = autonomy support; CS = competence support; RS =
relatedness support; AF = autonomy frustration; CF = competence frustration; RF = relatedness
frustration; f = standardized weight; CI = confidence interval. Bold indicates statistical significance.




Table 3

Associations with Indicators of Student Assessment Well-Being

— Factors Stress Anxiety Fairness

Study 1: Validation of BPNSF- B CI B CI CI
CA
n = 400 undergrads from
Prolific
50% White, 46% men AS -10  -24,.04 -27,.13 -.14, .12

18-67 yrs. 08  -.03,.19 02 -12,.16 29 .19,.40
212 -35,.12 12 -47, 24 15 .01,.29

G-factor  -.63 -.51,-.75 -67 -52,-.82 . .54,.74

Specific factors

Bifactor Exploratory Structural

CS
RS

equation mode"ing AF 44 31, .58 34 17, .52 .07 -.03, .16
CF 29 .16, .42 53 .36,.71 -.11 -.23,.01

RF -13 -32,.07 -06  -32,.20 -16  -.23,-.001

Notes. G-factor = global need fulfillment; AS = autonomy support; CS = competence support; RS =
relatedness support; AF = autonomy frustration; CF = competence frustration; RF = relatedness
frustration; f = standardized weight; CI = confidence interval. Bold indicates statistical significance.




Experimental Study
— Figure 2

Visual Representation of Experimental Procedure for Study 2

Study 2: Experimental
n = 387 Prolific psych

students - A
_ Random Assignment to
73% women, M = 29yrs. Experimental Conditions

Pre-registered at Test A Post-test survey

. 20 flawed items 2 manipulation check items
AsPredicted BPNSF-CA 24 items

MIMIC Model & Linear Mixed Demographic Information

Effects Models Login to Prolific,
Read Information
Letter

Pre-test survey . Test B
9 questions 20 high-quality items

Performance data
0 = wrong: 1 = correct for each
Test C multiple-choice test item
20 High-quality Maximum = 20
items + BPN




Psychology Test
May, 2024

Test Directions: This exam contains 20 items. For each question, select the one
response that is the best answer. Please note that this is a closed book knowledge
test that you must take on your own. You may NOT use any type of online
resources such as ChatGPT, Google, etc. to determine the correct answer.

1. Which of the following theorists demonstrated that a neutral stimulus could acquire the ability
to evoke a response originally attributed to another stimulus?

a) Ivan Pavlov*

b) Albert Bandura

¢) B.F. Skinner

d) E.L. Thorndike

2. According to Jean Piaget, young infants are in which stage of development?
(A)Proximal
(B) Psychosocial
(C) Attachment
(D) Preoperational
(E) Sensorimotor*

3. According to the Diagnostic and Statistical Manual of Mental Disorders, children with
separation anxiety disorder often experience which of the following symptoms?
(A)Excessive concern about the safety and well-being of attachment figures.*
(B) Persistent desire to develop relationships with adults other than those who serve as major
attachment figures.
(C) Perceptual delusions that the child’s parents have been replaced by physically identical
imposters.
(D)All of the above

Psychology Test
May, 2024

Test Directions: This exam contains 20 items. For each question, select
the one response that is the best answer. Please note that this is a closed
book knowledge test that you must take on your own. You may NOT use
any type of online resources such as ChatGPT, Google, etc. to determine
the correct answer.

Which of the following learning theorists first demonstrated that a neutral stimulus could acquire
the ability to evoke a response originally attributed to another stimulus?

A. Pavlov*

B. Skinner

C. Bandura

D. Thorndike

According to Jean Piaget, young infants are in which stage of development?
A. Sensorimotor*
B. Preoperational
C. Formal operational
D. Concrete operational

According to the Diagnostic and Statistical Manual of Mental Disorders, Fifth Edition
(DSM-5TM), children with separation anxiety disorder often experience which of the following
symptoms in addition to excessive fear or anxiety over separation from attachment figures?

A. Pervasive anxiety about failure in school or social situations.

B. Excessive concern about the safety and well-being of attachment figures.*

C. Perceptual delusions that attachment figures have been replaced by physically identical

imposters.




0 1 WRITE THE STEM AND
OPTIONS

Connect each item to a learner
outcome.

Write the stem as one positively
worded question or statement that
contains the main idea.

Write and key the correct option to
the item.

Use common misunderstandings to
write two or more options.

Make all options similar length and
complexity as the correct option.

Do not use all-of-the-above, none-of-
the-above, and combinations of
options.

Avoid no, not, never, always,

completely, etc. in stem and options.

USE-INSPIRED

MULTIPLE-CHOICE ITEM WRITING GUIDELINES

0 SUPPORT 03 MINIMIZE CONSTRUCT
COMPREHENSION IRRELEVANT STRATEGIES

Bold or capitalize important words Avoid language hints between the

in the stem. stem and options.

Include or contain the appropriate Logically order options e.g.,

reading and linguistic complexity. shortest to longest or

Proofread items for grammar, alphabetically.

spelling, appropriate vocabulary,
etc.

Available as preprint:

Daniels, LM., et al (2025).
Multiple-Choice Iltem-Writing
Guidelines for Classroom
Assessment: A State-of-the-
Art Review and Use-Inspired
Reframing. PsyArXiv
https://doi.org/10.31234/osf
.io/u8yjv_v1



Psychology Test
May, 2024

Test Directions: This exam contains 20 items. For each question, select
the one response that is the best answer. Please note that this is a closed
book knowledge test that you must take on your own. You may NOT use
any type of online resources such as ChatGPT, Google, etc. to determine
the correct answer.

Which of the following learning theorists first demonstrated that a neutral stimulus could acquire
the ability to evoke a response originally attributed to another stimulus?

A. Pavlov*

B. Skinner

C. Bandura

D. Thorndike

According to Jean Piaget, young infants are in which stage of development?
A. Sensorimotor*
B. Preoperational
C. Formal operational
D. Concrete operational

According to the Diagnostic and Statistical Manual of Mental Disorders, Fifth Edition
(DSM-5TM), children with separation anxiety disorder often experience which of the following
symptoms in addition to excessive fear or anxiety over separation from attachment figures?
A. Pervasive anxiety about failure in school or social situations.
B. Excessive concern about the safety and well-being of attachment figures.*
C. Perceptual delusions that attachment figures have been replaced by physically identical
imposters.

Psychology Test
May, 2024

Test Directions: This exam contains 20 items. For each question, select the one
response that is the best answer. Please note that this is a closed book knowledge
test that you must take on your own. You may NOT use any type of online resources
such as ChatGPT, Google, etc. to determine the correct answer.

Additional Note from Instructor: As we discussed in class, this midterm covers
content from our most recent four chapters and lectures. Here is the test blueprint that
| shared with you last week to support your studying. There are five questions on each
topic and they test content directly from your textbook. Take a breath and let what you
have learned come into your mind.

Content Area: | Theory | Clinical | Biological | Methods

# of questions: 5 5 5 5

Content Area: These questions deal with content related to general theories of psychology
such as human development and cognition and learning.

1. Which of the following leaming theorists first demonstrated that a neutral stimulus could
acquire the ability to evoke a response originally attributed to another stimulus?

A. Paviov®

B. Skinner

C. Bandura

D. Thomdike

2. According to Jean Piaget, young infants are in which stage of development?
. Sensorimotor*

B. Preoperational

C. Formal operational

D. Concrete operational

>




NEED-SUPPORTIVE FEATURES FOR MULTIPLE-CHOICE TESTS

BLUEPRINT

Map all test items to
learning outcomes or
topics. Provide students
with this blueprint in
advance and on the test.

2

MESSAGING

Include an instructor message
that conveys confidence in
students.

FEEDBACK

Add an open-ended question
at the end of the test for
students to flag items they
have concerns about.

3

ITEM GROUPING

Group test items according to
the blueprint.




Study 2: Experimental
n = 387 Prolific psych

students
73% women, M = 29yrs. Score =10/20 Score =13/20 Score =13/20

Pre-registered at
AsPredicted
MIMIC Model & Linear Mixed

Effects Models + Autonomy
Support*

+ G-factor*

- Relatedness
frustration*




Multi-method
case study
1 instructor qualitative
2 sections of a course
Cohort A =23
Cohort B =42

Classroom Study

Visual Representation of Multi-Method Instrumental Embedded Case Study Design

Partnership Between Instructor and Researchers

December 2023

Quantitative Strand

Winter 2024 Summer 2024

Fall 2024

Original
Assessment +
Cohort A Survey

Assessment
Revisions

Revised
Assessment +
Cohort B Survey

Independent
Samples
t-tests

Assess.mem Indicators
Design of
(quality &

BPN) well-being

Guiding Phenomena

-

Inductive &

Y

Deductive

Instructor Interviews

Thematic
Analysis

Qualitative Strand




Classroom Study

q Figure 2.

Multi-method
case study

1 instructor qualitative Overall Assessment Structure | Multiple-Choice Exam | Constructed Response

Quality and Need-supportive Features Added to Course Assessments

2 sections of a course Linked to LOs Quality Guidelines Quality Guidelines
Cohort A = 23 Minimize redundancy Blueprint LOs and explanatory rationale

0 Weighting matches scope Supportive messaging Where to get hel
Cohort B = 42 Spacing throughout term Item grouping |- Grading window |

Scoring practices Request for feedback Request for feedback




Grading Dates

What it means: Taking in work from students
when it will be graded.

Perspective & autonomy: Students’ lives are busy
and it is over controlling to assume they should
finish by midnight.

Competence & care: Students have as much
time as possible to do their work before
instructors start doing their work.

Feedback: Reduces turn around time

Logistics: Decide when work will be graded and
us that as the start for when work comes in.



Student Wellbeing

Cohort A @ CohortB




Instructor Wellbeing

Fairness
Individuality Challenge

Relatedness

Resistant
Engagement Fatigued

Negative Resposibility
Stressed
Confident Complicated
Fun

Surprise
Effort lense

Serene Covid
Focus Relaxed ldeaology
reeling Busy Hope Alert amused
Procrastination identityUseful Consistency
Enjoyment Pleasure Clarity
Practical Meet Disgust Nervofusl Contented
Thankful contusion

Com petence Voice/choice

Depressed APathetic




Next Steps

PLANNING ° Item Feedback

1. Learner Outcomes
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Goal Definitions

Individual

Normative
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Thank you!

lia.daniels@ualberta.ca | https://sites.google.com/ualberta.ca/acme i ‘

ALBERTA CONSORTIUM for
MOTIVATION and EMOTION

This presentation included icons from The Noun Project and images from Storyset.




