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Abstract

Motivation theory suggests several different approaches to best motivating students,
established through rigorous empirical research. However, a theory-practice divide persists:
teachers report feeling underprepared to motivate their students and researchers fail to make their
recommendations readily accessible to teachers. In trying to close this divide most motivation
researchers strive to move their theoretical and empirical work into classrooms. Another option
to close the divide, however, is to focus on teachers’ organic motivational practices. The
purpose of the current study was to prioritize teachers’ voices in order to understand their
classroom motivational practices by asking them what they do in their classrooms to motivate
their students and then examining whether the thematic analysis of their practices was preserved
in a developed quantitative questionnaire.

Current Study: I employed an exploratory sequential mixed methods design,
emphasizing the quantitative strand during the integration process, to answer the following
mixed methods research question: Are the categories of teachers’ organic motivational practices
preserved when transformed into a self-report questionnaire?

Method: In the qualitative strand, 46 anonymous, snowball sampled teachers responded to
a written prompt about their classroom motivational practices. Member checks with
representative teachers were completed following thematic analysis. The first integration point
was when the qualitative results were transformed into the items and structure of the
Transformed Qualitative Practices Questionnaire (TQPQ). All thematic categories were
included in the TQPQ and whenever possible items were based on teachers’ verbatim responses
to the initial written prompt. In the quantitative strand, I recruited 321 teachers as a convenience

sample from two teacher conventions in large Canadian cities and through social media to
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complete the TQPQ. Qualitative and quantitative data were analyzed separately, and a final
integration process was undertaken to identify mixed insights.

Findings: Nine themes emerged from the thematic analysis of the qualitative responses,
each representing a distinct category of practices organically endorsed by teachers. In the first
integration, the codes and themes from the thematic analysis were transformed into the items and
structure of the TQPQ. Four possible structures were arrived at through this integration process.
In the quantitative analyses, the reliability of the separate scales of the TQPQ proved to be
adequate according to coefficient alpha. However, the hypothesized original structure did not fit
the data according to confirmatory factor analysis (CFA). Thus, the competing structures were
tested and revealed that a two-model solution had the most acceptable CFA fit indices. One
model represented social and emotional support and the other represented a toolbox of teaching
strategies. In response to the mixed method research question, the primary integrated learning
was that organic categories of practices were not preserved in the structure of the self-report
questionnaire, suggesting that there is a difference between teachers’ qualitative reports of
motivating students and the way they respond to quantitative items that measure the same
concepts.

Implications: Findings are discussed in light of the importance of giving priority to
teachers’ perspectives in research about their motivational practices because it appears that their
organic practices are both similar to and different from those recommended by researchers.
Measurement challenges in motivation in education are discussed, as well as the value of using
an MMR approach to further understand this topic. Finally, the MMR inferences are evaluated
according to Tashakkori & Teddlie’s (2009) Integrative Framework for Assessing Inference

Quality, identifying limitations. Suggestions for future research are also explored.
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TEACHERS’ MOTIVATIONAL PRACTICES 1

Teachers’ Perspectives on Motivational Practices in Classrooms: An Exploratory
Sequential Mixed Methods Design
Introduction

When thinking about what helps someone be successful, motivation is one of the first
things that comes to my mind. I am not alone in this perception, as leading educational
researchers in both cognitive and social science acknowledge and discuss the importance of
thinking about constellations of traits that help individuals be successful, one of which is
motivation (McGrew, Johnson, Cosio, & Evans, 2004; Snow & Jackson, 1994). One
environment where motivation may be evident in its contribution to success is school. Because
motivation is a common principle, most people have a lay understanding of what it may look
like. For example, people may infer that students who are exerting effort, are engaged and
enthused, and are on task are motivated; whereas, students who appear bored, uninterested,
distracted, and are not completing the tasks are unmotivated. Largely these are the same types of
behaviors that educational psychologists look to when assessing the quantity of student
motivation. However, researchers also know that there are different qualities of motivation (i.e.,
some that are more adaptive than others [Deci & Ryan, 2008a]) and that motivation is impacted
by the environment (Niemiec & Ryan, 2009). Thus, it becomes vital to understand what teachers
do to support student motivation. Unfortunately, teachers’ authentic voices in understanding how
to support motivation are lacking even though they are in the best position to provide this
information. Thus, the purpose of this dissertation was to bring teachers’ authentic voices to the
forefront of the dialogue on student motivation both in terms of understanding their motivational

practices and in terms of designing a measurement tool.
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Statement of the Problem

What does it mean to motivate a student? What does a motivated student look like? What
practices can be implemented in the classroom to motivate students? These may be the types of
questions that teachers wrestle with while trying to “move” students into action. “Move” is the
Latin root of the word motivate and is useful to keep in mind when conceptualizing the term. The
empirical literature has no shortage of theories and recommendations for teachers in terms of
answering questions about what motivation is and how to support it (Linnenbrink-Garcia &
Patall, 2015). Despite this, there is a documented disconnect between what researchers
recommend and what teachers apply (e.g. Turner et al., 2011; Hulleman & Barron, 2015). One
reason for this could be due to researchers having difficulty translating theory-based empirically
validated practices into accessible classroom instructional practices (Turner et al., 2011). A
second reason may be that teachers have difficulty linking motivational principles to their
classroom practices and therefore turn to more intuitive and familiar practices instead of the
practices that research recommends (Hardre & Sullivan, 2008). While it may be understandable
that teachers struggle to translate empirical motivation research into applied practices, it seems
negligent that researchers have remained largely unable to connect theory-driven and evidence-
based practice recommendations with actual practices.

A third reason for this disconnect may be rooted in the quantitative and predictive nature of
the field of motivation research (Kaplan, Katz, & Flum, 2012). Of the large body of literature
that describes “best practices” to support student motivation and hopes to have an impact on the
classroom (e.g. Anderman, Andrzejewski & Allen, 2011; Deci, Kostener & Ryan, 2001;
Linnenbrink-Garcia & Patall, 2016), almost none of it addresses the question of what teachers

are actually doing in their classrooms to facilitate motivation. I have come to conceptualize the



TEACHERS’ MOTIVATIONAL PRACTICES 3

existing research on motivational best practices as using what I call “a top down approach” that
either asks teachers to apply motivational principles from a specific theoretical lens to their
teaching (e.g. Cheon, Reeve & Moon, 2012) or surveys teachers’ practices according to a
specific theory (e.g. Anderman, Anjzewski & Allen, 2011). I believe that (a) teachers may
struggle to see themselves or their students in this research and that (b) the remedy to this is to
conduct research on motivational practices from “the bottom up.” In other words, I think that it is
important to prioritize teachers’ voices and ask them what they organically do in their classrooms
to facilitate their students’ motivation. I furthermore believe these voices will have the most
impact on the field of motivation if they can be transformed into a quantitative measurement tool
that can be used by both researchers and teachers. Thus, I believe that a bottom-up approach may
be converted, or transformed, into something that allows a more traditional top-down approach
in future research thereby allowing teachers’ voices to have an ongoing impact on research.
These notions of top-down and bottom-up approaches to research are represented visually in
Figure 1. This visualization can also help capture the space that exists between researchers and
teachers. Balancing these perspectives required that I undertake a mixed methods research
methodology for this project.
Mixed Methods Research Methodology and Research Question

Mixed methods research (MMR) involves integrating qualitative and quantitative data at
different points for different purposes in order to arrive at richer mixed insights than would be
available using either approach alone (Creswell, 2015). This is the key reason that [ used MMR
in this dissertation: integration in my design, analysis, and interpretation allows me to arrive at
richer understanding of teachers’ motivational practices than I would be able to arrive at using

either alone. MMR is an area where research innovation is possible (Creswell, 2015). Thus, I
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Figure 1. Visual Representation of Top-down and Bottom-up approaches to Motivation

| Top Down Approach fo Understanding Motivation |

| Researchers I

| Theory |

| Best Practice Recommendations |

The Classroom

| Practices that,Work |

| Pedagogy |

| Teachers |

| Bottom Up Approach to Understanding Motivation |

designed an innovative MMR dissertation to undertake a bottom-up approach to understanding
teachers’ motivational practices. Specifically, I employed an exploratory sequential mixed
methods design emphasizing the quantitative strand. In the qualitative strand, I started by asking
teachers what they currently do in their classrooms to motivate their students and undertaking a
thematic analysis. As the first integration point, these qualitative results were then transformed
into the quantitative items and quantitative structure of a self-report questionnaire. In the
quantitative strand, I examined coefficient alpha and used confirmatory factor analysis to test
competing models representing the different possible structures to see if the organic categories of
practices were preserved in the quantitative measure. A final integration component was used to
answer the overarching MMR question, which was: Are the categories of teachers’ organic

motivational practices preserved when transformed into a self-report questionnaire?
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Position of the Researcher

I am uniquely situated to undertake this research for the following four reasons. First, |
have a strong background in motivational theory and research and have been working in this
field for almost 10 years. I started off interested in better understanding coaching environments
and soon found myself interested in learning environments. I primarily work from Self-
Determination Theory (SDT, Ryan & Deci, 2000a), although I have completed research across a
variety of motivation theories. Second, I am committed to opening up a conversation about how
we can best support learners in developing a love of lifelong learning and believe that
understanding and applying motivational principles in the classroom can do so. Third, I have
training in MMR and completed MMR research and evaluation work over the last 4 years (e.g.
Archibald, Radil, Zhang & Hanson, 2015; Pei, Atkinson, Radil, Poth, Tremblay, Buhr, & Dayal,
2015). These experiences have prepared me for the process of completing MMR and the
challenges that may present themselves as a result of using this methodology. Finally, I have a
strong research laboratory (the Alberta Consortium on Motivation and Emotion [ACME]),
including my supervisor, who have supported me throughout my dissertation research. Within
this laboratory, we work collaboratively as is necessary in MMR and thus at all points of this
project I had colleagues with whom to consult and sources of additional expertise.

Because there are many ways to present mixed methods research in a written report, [
provide an outline of the remainder of this dissertation now. In the first chapter I provide a
thorough review of the literature as is common in quantitative research but sometimes less
pursued, though equally important in qualitative research (Creswell, 2009). A thorough
literature review is important in this instance to establish what we know both from a theoretical

perspective but also from an instructional perspective and to try and reduce the space between
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motivation theory and teachers’ practices. I conclude this chapter by describing my MMR study.
The second chapter contains the specific procedures and results for each strand as well as a
description of the Linked Transformation process that integrates the strands. I present the
qualitative and quantitative strands separately as two complete studies (i.e., methodology, results,
and a brief discussion of limitations and implications). I decided to do this in order to ensure that
I provided explicit answers to and discussion of the qualitative and quantitative research
questions. In the concluding chapter, I answer the final mixed research question by focusing on
the mixed insights made available by the full design. I also present the implications and an
assessment of quality for the full MMR, wherein I note limitations and suggest directions for

future research.
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CHAPTER I: Literature Review
This review is presented in two parts. In Part I, I focus on literature in the domain of
motivation. I first establish a definition of motivation by comparing theoretical statements with
teachers’ definitions. Second, I introduce three discrete theoretical approaches to motivation (i.e.,
Attribution Theory, Achievement Goal Theory, and Self-Determination Theory) and highlight
the main principles of the theory (i.e., What it says), how it conceptualizes different qualities of
motivation (i.e., What is good), and then review the main recommendations for instructional
practice. Third, I examine recent research and recommendations on student motivation that cut
across theories rather than stay within a specific tradition, arguing that this cross-theory
perspective is crucial for working with teachers. I end the motivation part of the literature
review by exploring the current evidence about teachers’ motivational practices, illuminating the
divide between the motivation research and the instructional practices to suggest that prioritizing
teachers’ voices is one way to bridge this gap. In Part II I review mixed method research
(MMR) and present an overview of the present research. I briefly discuss the history of MMR,
rationale for using MMR, and ways to assess the quality of mixed inferences, while linking each
to my specific research project. This section concludes with a description of the current study
including the qualitative, quantitative, and mixed methods research questions, and points of
integration.
Part I: Literature Review Motivation
Defining Motivation: Theoretical Perspectives
Much of the theorizing related to contemporary achievement motivation started in the
1980s and was refined into the early 2000s. Thus, most contemporary theories of motivation

have been well established for at least 15 years with more recent empirical research focusing on
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gaining a better understanding of the different environmental and personal factors (i.e.,
moderators and mediators) that may facilitate or forestall the different forms of motivation. Most
research would agree that motivation is defined as the reasons that someone chooses to do
something and involves initiating and sustaining achievement strivings (Wigfield & Eccles,
2000). Within this perspective, researchers also view some forms or gqualities of motivation as
more adaptive than others.

Researchers tend to think of external forms of motivation (e.g., extrinsic, performance
focused, avoidant, controlled, etc.) as maladaptive. These forms of motivation are typically
experienced when individuals feel pressured to act, feel, behave, or think in specific ways (Ryan
& Deci, 2000a) or to avoid certain outcomes (Elliot, 1999). Researchers hold this position even
though the educational context contains many external pressures, perhaps the most obvious of
which is grades. Despite the omnipresence of external pressures, research has shown that more
external forms of motivation are associated with undermining individuals’ intrinsic valuing of
certain activities (Deci & Ryan, 2008a), less interest and enjoyment in the task at hand (Ryan &
Deci, 2000a) and low persistence (Vansteenkiste et al., in press cited in Niemiec & Ryan, 2009).
However, external forms of motivation can be associated with good grades (Ratelle, Guay,
Vallerand, LaRose & Senecal, 2007).

In contrast, researchers tend to think of internal forms of motivation (e.g., intrinsic,
mastery, autonomous, etc.) as adaptive. This type of motivation can be broadly defined as
experiencing volition and choice in one’s environment or experiencing motivation as emanating
from an internal source (Vansteenkiste et al., 2006). According to Ryan & Deci (2000b),
intrinsic motivation is “[the] natural inclination toward assimilation, mastery, spontaneous

interest and exploration that is so essential to cognitive and social development and that
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represents a principal source of enjoyment and vitality throughout life” (p. 70). Individuals who
are intrinsically motivated take part in activities because they perceive the activities as
interesting and satisfying in and of themselves (Deci & Ryan, 2008b). In other words, tasks are
undertaken because of the positive feelings that result from doing them. This type of motivation
is therefore associated with an internal locus of perceived causality and consequently, more
interest, enjoyment, and satisfaction with one’s activities (Ryan & Deci, 2000b). Unfortunately,
this type of motivation is sometimes not associated with grades (Linnenbrink-Garcia, Tyson, &
Patall, 2008), though it is associated with persistence (Ratelle et al., 2007).
Defining Motivation: Teachers’ Perspectives

Despite an adequate working definition of motivation in the empirical and theoretical
literature and a firm stance on which type of motivation is “better”, none of these definitions
were established according to teachers’ conceptualizations. In this way, motivation research has
largely taken a top-down approach (see Figure 1) to understanding the classroom, by applying
theoretical frameworks over top of teachers’ practices and beliefs, instead of allowing teachers’
practices and beliefs to organically emerge, in a bottom-up approach to understanding motivation
in the classroom. As an exception, my colleagues and I asked preservice teachers how they
defined a motivated student. The findings indicated that preservice teachers defined motivated
students in four broad ways: engaged, internally driven, externally pressured, and socially
responsible (Radil, Atkinson, Buhr & Daniels, manuscript in preparation). This definition
suggests that preservice teachers balance external and internal components of motivation without
viewing one as “better” than the other per se. Moreover, the results suggest that a balance

between autonomous and controlled motivation can be associated with positive outcomes.
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Discrete Theories of Achievement Motivation

I review the following three theories of achievement motivation: Attribution Theory
(Weiner, 1988), Achievement Goal Theory (Wigfield & Eccles, 2000), and Self-Determination
Theory (SDT, Ryan & Deci, 2000). The purpose of reviewing these separately is to establish an
understanding of the main theoretical principles and the recommendations for teachers associated
these principles. This information is important in relation to the current dissertation because a
familiarity with the major approaches to studying motivation and recommendations must be
established in order to make comparisons with teachers’ organic practices.

Attribution Theory: What it says. Attribution theory is primarily concerned with the
explanations that individuals develop about their experiences or the experiences of others
(Weiner, 1985). Moreover, it is the individual’s perception of what happened that matters more
than the actual explanation. Interestingly, attribution theory starts at the end - with an outcome or
an explanation. Most of the empirical work in Attribution Theory focuses on failure, as opposed
to success, because failure is valued as an important outcome and individuals tend to search for
explanations for important outcomes. Thus, in the achievement domain, attribution theory argues
that individuals’ perceptions about why they succeeded or failed at an activity influence their
likelihood to expend effort and engage in this and similar activities in the future (Graham &
Williams, 2009).

According to Weiner (1985) all explanations can be broken down along three causal
dimensions: stability/instability, controllable/uncontrollable and internal/external locus of
causality. Stability refers to how stable the attribution is — is the cause consistent or changeable?
Control refers to how controllable the outcome is — was it under the control of the individual or

not? Finally, Locus of Causality refers to whether the experience is felt as internal or external —
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does it belong to the individual or is it outside of them? These three dimensions in turn predict
specific cognitions, emotions, and behaviours (Schunk, Pintrich & Meece, 2008). Typically, the
control dimension determines whether or not someone is held responsible for the outcome or not
(Weiner, 2000). When someone is held responsible feelings of anger are prominent and help
giving is unlikely. Whereas when someone is not held responsible sympathy is prominent and
help giving is common.

Attribution Theory: What is good. Researchers view some causal attributions as more
adaptive in sustaining achievement motivation than others (Graham & Williams, 2009). As a
point in case, consider the different reasons students give for failing a test. One student may
explain that they failed the test because they did not study sufficiently while another may explain
their failure as due to the fact that their teacher does not like them. The first student has made an
internal attribution that is more likely to preserve motivation than the second student who made
an external attribution. Attributions about failure that are internal, controllable and unstable are
considered most adaptive (Linnenbrink & Pintrich, 2002). Adaptive attributions also protect
individuals’ self-worth and suggest that factors will either be present or not present, respectively,
in future situations. Building on adaptive attributions, students who make more adaptive
attributions feel more interest, more efficacious and exert better effort on tasks than do students
who make less adaptive attributions (Glasgow, Dornbusch, Troyer, Steinberg & Ritter, 1997).
Recommendations for practice, therefore, extend from this perspective.

Attribution Theory: Recommendations for practice. Attribution theory suggests that
motivation is facilitated when students to make more adaptive attributions about their school
experiences particularly by focusing on effort (i.e., internal, controllable, unstable). One specific

way to encourage effort includes attributional retraining (AR), a cognitive intervention by which
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maladaptive attributions are replaced with more adaptive ones. Research illustrates that AR can
be used to encourage students to adopt more adaptive attributions and thereby increase their
mastery motivation towards certain experiences (Haynes, Perry, Stupinsky & Daniels, 2009).
This finding has been replicated through all levels of schooling: elementary (e.g. Hudley,
Britsch, Wakefield, Smith, Demorat & Cho, 1998), secondary (e.g. Heller & Zeigler, 1996) and
post-secondary (e.g. Haynes Stewart, Clifton, Daniels, Perry, Chipperfield & Rithig, 2011). As
such, according to Attribution Theory researchers would expect to see teachers’ organic practices
focus on effort and assist students in making adaptive attributions.

Achievement Goal Theory: What it says. Achievement Goal Theory (AGT) explains
why individuals are oriented to a particular achievement (or goal) and how they approach and
engage with tasks that will enable them to achieve this specific goal. Atkinson and Feather
(1966) initially identified that AGT is concerned with the actions that someone takes when
confronted with the challenge to achieve and the simultaneous threat of failure and Maehr and
Zusho (2009) note that AGT is interested in understanding why individuals pursue goals as
opposed to what they pursue. Thus, AGT conceptualizes achievement goals as having both a
focus on competence and valence. The two definitions of competence are separated into mastery
and performance; whereas, valence is separated into approach and avoidance orientations. This
results in a 2 competence x 2 valence matrix. Individuals who have mastery-approach goals tend
to approach tasks with the intention to develop competence intrapersonally, to gain
understanding, and to “master” the given task. Students with performance-approach goals tend to
focus on their ability in comparison to others, to define confidence interpersonally, to strive to be
the best in a group, and to seek public acknowledgement of high performance (Maehr & Zusho,

2009). In contrast, students with mastery-avoidance goals seek to avoid losing competence and
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students with performance-avoidance goals seek to avoid appearing incompetent, particularly
relative to others (Elliott, 1999).

Achievement Goal Theory: What is good. Mastery-approach goals have been identified
as particularly adaptive (Kaplan & Maehr, 2007; Meece, Anderman & Anderman, 2006).
Defined as wanting to understand content and engage in the process of learning (Ames, 1992),
this type of goal implies that students are engaged in learning for its own sake. This type of goal
is sometimes associated with higher school grades, and regularly associated with better
understanding of material, and desire for more challenging material (Paulick, Watermann &
Nuckles, 2013; Senko, Belmonte &Yakhkind, 2012; Meece, Anderman & Anderman, 2006).
Performance-approach goals are associated with persistence, exam performance, and surface
learning (Elliott, McGregor & Gable, 1999), all of which are also outcomes that are valued in our
education system. In contrast, performance-avoidance goals are associated with low
achievement, self-handicapping and increased anxiety (Elliott, McGregor & Gable, 1999; Elliot
& McGregor, 1999). There has been less research on mastery-avoidance goals (Meece,
Anderman & Anderman, 2006) perhaps because some evidence suggests that true mastery-
avoidance goals may be uncommon (Ciani & Sheldon, 2010). Thus, recommendations for
practice mainly evolve around supporting mastery-approach goals.

Achievement Goal Theory: Recommendations for practice. Meece, Anderman and
Anderman (2006) use the acronym TARGET to suggest practices that teachers should consider
implementing in order to support students’ mastery-approach goals. TARGET reflects the
following categories of practices: Task, Authority, Recognition, Grouping, Evaluation and Time
(Anderman, Patrick, Hruda & Linnenbrink, 2002). Task practices reflect how teachers can

manipulate the nature of tasks and includes practices such as using different modalities to either
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present tasks or have students complete tasks (Kumar, Gheen & Kaplan, 2002). Authority
practices include all practices that grant authority or autonomy to teachers or students
(Anderman et al. 2002). These practices can include the provision of choice in assignments and
freedom for students to move around the classroom (Patrick et al., 2001). Recognition practices
include the basis for student recognition (Kumar et al., 2002) and can be both positive, such as
acknowledging student performance and effort, and negative, such as reacting to student
misbehaviour (Patrick et al., 2001). The G in the TARGET acronym stands for Grouping
practices; these include small group instruction or ability grouping (Anderman et al, 2002).
Evaluation system practices can be quite different between teachers. Some may elect to
emphasize the formal assessment process while others may elect to monitor student progress and
student behaviour as part of their evaluation systems (Anderman et al., 2002). Interestingly,
Anderman and colleagues (2002) suggest that the posting of relative ability information has
become so ubiquitous in our education system that this practice may not have the effects on
students that we expect it to have, namely decreasing student motivation. Finally, practices
around Time reflect how time is used in the classroom (Kumar et al., 2002). This can include the
pacing of events or assignments and how teachers choose to use time in their classrooms (e.g.
movement breaks) (Anderman et al., 2002). It is important to note that TARGET suggests the
types of practices that teachers should consider implementing in their classrooms; however, it is
not necessary to have practices from each category to create a mastery oriented classroom
(Anderman et al., 2002). In addition to TARGET, other discrete practices that have been shown
to support mastery goals are choice, focusing on effort, using rationales, and modeling

enthusiasm (Maehr & Zusho, 2009; Midgley et al. 2000). As such, according to Achievement
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Goal Theory, researchers would expect to see teachers’ organic practices be similar to those in
TARGET.

Self-Determination Theory: What it says. Self Determination Theory (SDT; Ryan &
Deci, 2000b) is a more humanistic approach to motivation than the two theories previously
presented. SDT also looks to explore the situations and environments that can cultivate those
positive processes (growth, motivation and integration of the self). Of particular interest to this
research are the Organismic Integration Subtheory and the Cognitive Evaluative Subtheory, both
of which deal with striving to achieve optimal functioning or optimal motivation in a given
environment, which for the purposes of this dissertation are restricted to academic settings (Ryan
& Deci, 2000a).

According to Organismic Integration Subtheory, motivation varies in both amount and
type, which leads to a continuum of kinds of motivation. Broadly, these types can be separated
into extrinsic or controlled motivation and autonomous motivation (Deci & Ryan, 2008a;
Vansteenkiste et al., 2006). Furthermore, research demonstrates that it is possible to facilitate an
individual’s movement along this motivation continuum from more external to more internal
forms of motivation (Deci & Ryan, 2008b) by supporting their basic psychological needs.

These basic psychological needs described in the Cognitive Evaluative subtheory are: the
needs for autonomy, competence and relatedness (Ryan & Deci, 2000b). Autonomy is defined
as experiencing behaviours as volitional and freely chosen, with the self at the origin of the
behaviour (Nimiec & Ryan, 2009; Oliver, Markland, Hardy & Petherick, 2008; Deci & Ryan,
2008a; Faye & Sharpe 2008). The need for competence is defined as “the experience of
behaviour as effectively enacted” (Niemiec & Ryan, 2009, p. 135). In other words, in order for

individuals to feel competent, an activity should be optimally challenging (neither too difficult
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nor too easy) and allow them to feel effective in their environments (Faye & Sharpe, 2008). The
psychological need for relatedness is defined as the experience of feeling close and connected to
others, while also having supportive and satisfying close relationships (Oliver et al., 2008; Reis,
Sheldon, Gable, Roscoe & Ryan, 2000). Thus, if what education professionals want are
autonomously motivated individuals, they need to help students feel autonomous, competent, and
connected in their environments. Deci and Ryan (1994) note that environmental factors can help
people satisfy their psychological needs and thus are linked to more self-determined behaviour,
growth, and autonomous forms of motivation.

Self-Determination Theory: What is good. Students who are more internally motivated
tend to perform better academically (Guay & Vallerand, 1997) and are less likely to drop out of
school (Vallerand, Fortier & Guay, 1997). Additionally, Vansteenkiste and colleagues (2004)
have found that being internally motivated can lead to deeper understanding of material.
Students who are more internally motivated may be more creative as “external contingencies
present in the school setting may undermine student creativity” (Guay, Ratelle & Chanal, 2008).
Finally, the findings that students who are internally motivated are happier at school, are more
satisfied with their school experiences and enjoy academic work and learning more than their
peers who are more extrinsically motivated has stood the test of time. For example, Vallerand
and colleagues (1989) found evidence that supports these statements in the late 1980s while
Levesque, Zuehlke, Stanek and Ryan found much the same results in 2004. Froiland & Worrell
(2016) demonstrated most recently that intrinsic motivation was positively related to learning
goals and engagement; it was also indirectly related to academic achievement. Consequently,
given the benefits stated above, it becomes crucial to examine ways to facilitate this because

“students’ natural tendencies to learn represent perhaps the greatest resource educators can tap”



TEACHERS’ MOTIVATIONAL PRACTICES 17

(Niemiec & Ryan, 2009, p. 134). Thus, recommendations for practice from SDT generally focus
on promoting more intrinsic forms of motivation through supporting basic psychological needs.

Self-determination Theory: Recommendations for practice. SDT suggests that
motivation can best be facilitated supporting the basic psychological needs of autonomy,
relatedness, and competence in the classroom (Reeve, 2009). Moreover, it suggests that there are
specific classroom practices that support these needs. Autonomy is supported by the provision
of choice and the use of rationales, competence is supported through giving students work that
matches their ability level and is neither too challenging nor too easy, and relatedness is
supported through facilitating genuine and warm relationships with students and among peers
(Deci & Ryan, 2008b).

The most researched of these three needs is autonomy and autonomy-supportive classroom
practices (e.g. Reeve, Jang, & Deci, 2010; Reeve, 2009; Reeve, 2006). In the 20 year history of
SDT research, the practices that foster an autonomy-supportive environment have been
extensively researched and have been simplified into five specific practices by researchers
(Reeve, 2009). These five practices are: (1) provide explanatory rationales (2) acknowledge and
accept expressions of negative affect (3) nurture inner motivational resources (4) rely on non-
controlling, information language and (5) display patience to allow time for self-paced learning.

While the autonomy-supportive practices within SDT are quite clear, the practices that
support competence or relatedness are less understood. The literature seems to suggest that the
provision of tasks/assignments that are at an optimal skill level (neither too difficult nor too easy)
supports students’ competence (Niemiec & Ryan, 2009). While the SDT literature has yet to
identify specific practices that support relatedness (Ryan & Deci, 2013), it would be prudent to

make the connection between social skills programs, the ability to engage in more genuine and
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caring relationships and students who demonstrate greater adaptive affect and are more
successful in their peer interactions. Moreover, relatedness is also impacted by warm and caring
teachers, characterized by empathy, understanding, and responsiveness (McCroskey, 1992) in
their interactions with students. Alternatively, Noddings (1992) suggested that caring teachers
model this behaviour for students, had expectations of their students and helped them achieve
them, and engaged students in meaningful dialogues. Having perceived caring behaviours
present in the classroom is associated with increased effort from students in both academic and
social/prosocial domains (Wentzel, 1997). Increasingly, the qualities of student/teacher
relationships appear to be an important component to understanding the complex motivational
processes present in classroom environments. As such, according to SDT, researchers would
expect to see teachers’ organic practices focus on meeting students’ basic psychological needs.
Generalized Motivation Recommendations

The recommendations for practice summarized above for each theory separately are
presented together in Table 1 in order to visualize the overlap in recommendations between the
theories. In addition to these theoretical overlaps, empirical research has documented that many
motivational practices cast a broad net thereby impacting several motivational variables at the
same time along with a variety of outcomes (Froiland & Worrell, 2016; Butler, 2012; Lau & Nie,
2008). For example, rationales may be considered a component of a mastery-focused classroom,
or alternatively an autonomy supportive classroom may involve mastery experiences (e.g., Reeve
et al., 2013; Ciani, Sheldon, Hilpert, & Ester, 2011). Additionally, the provision of autonomy
support may protect against general decline in mastery-approach goals in post-secondary
students (Vedder-Weiss & Fortus, 2017; Ciani et al, 2011). Furthermore, focusing on effort, as

happens in attributional retraining (Haynes et al., 2009), is another practice recommended when
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Table 1. Recommended practices mapped onto theories

Self-
_ Attribution Achievement o
Recommendation Determination
Theory Goal Theory
Theory

Focus on effort 0X X X
Task Design & Practices 0X X
Authority Practices & Location 00X X
Recognition Practices X 00X
Grouping Practices 00X X
Evaluation Practices 0X X
Timing Practices 00X X
Provide explanatory rationales X X 0X
Acknowledge and accept
expressions of positive and negative X 00X
affect
Nurture inner resources 00X
Use non-controlling and
. . X X 00X
informational language
Display patience and allow time for

X 00X

self-paced learning

Note: O indicates theory of origin; X indicates practice mentioned by the theory
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trying to support mastery-approach goals (Midgley et al., 2000). Butler (2012) recently extended
her achievement goal framework to include relational goals, in addition to already established
achievement goals for teachers, thus acknowledging the importance of interpersonal
relationships in the classroom environment, which is consistent with SDT’s notion of relatedness
(Ryan & Deci, 2000a). The overlap between these concepts is supported by empirical work by
Froiland and colleagues (2016) who demonstrated a connection between teacher autonomy
support and feelings of school belonging in indigenous Hawaiians, which in turn impacted
academic achievement. Finally, a recent meta-analysis of motivation interventions with post-
secondary students noted that multidimensional motivation interventions were most successful
(Wagner & Szamoskozi, 2012). Because of these observable overlaps, researchers regularly call
for research that combines theoretical perspectives, or “thinks cross-theoretically” (e.g. Kaplan &
Patrick, 2016; Linnenbrink-Garcia & Patall, 2015). With few notable exceptions, reviewed next,
this cross-theoretical thinking is rare in the literature.

Following the foundational work of Pintrich (2003) in which he identified motivational
generalizations, Urdan and Turner (2013) suggested the following eight practices derived from
across motivation theories: focusing on relevance, considering competence and self-efficacy,
supporting autonomy and growth mindsets, encouraging deep learning and self-regulated
learning, helping students develop goals, integrating interest, providing informational feedback,
and knowing and meeting students where they are. Linnenbrink-Garcia, Patall, and Pekrun
(2016) provide the most recent list of instructional design principles compiled after thinking
across theories. They suggest that teachers:

1. Support competence through well-designed instruction, challenging work, and

information and encouraging feedback;
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2. Support students’ autonomy though opportunities for student decision making and

direction;

3. Select personally relevant, interesting activities that provide opportunities for

identification and active involvement;

4. Emphasize learning and understanding and de-emphasize performance, competition,

and social comparison; and

5. Support feelings of relatedness and belonging among students and teachers.

In addition to identifying these types of broad recommendations, Urdan and Turner (2013)
and Linnenbrink-Garcia and colleagues (2016) highlight the disconnect between the practices in
theory and what we know about what teachers actual do. Urdan and Turner state “many of [the
practices] are not based on classroom research” (2013, p. 307). These researchers believe that
focusing on motivational generalizations and cross-theory perspectives will facilitate partnering
with teachers to narrow this divide. It is therefore prudent to examine existing research that looks
at teachers’ actual motivational practices, a topic that is especially important for the current
research because of its prioritization of teachers’ perspectives.

Teachers’ Actual Motivational Practices

A literature search in the Psyclnfo database using the key words “Motivation,” “Teachers,”
and “Classroom” produced 34 articles, of which only a small portion specifically examine the
motivational strategies that teachers use in classrooms with students. The same search completed
in the ERIC database produced 18 results, with none specifically examining the motivational
practices that teachers use in the classroom. The four studies most relevant to the current
research were primarily qualitative and tended to use observations and interviews as their

principal sources of data. For example, Hardré and Sullivan (2008) examined how rural, public
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high school teachers’ individual differences and perceptions influence the motivation strategies
that they use in their classrooms. They found that the majority of teachers surveyed admitted
that they don’t know how to motivate their students and that they tended to use more intuitive
strategies to do so. Based on observations, Patrick and colleagues (2011) demonstrated that
mastery goal structures were phenomenologically central to good classroom social climates and
therefore should be encouraged. Anderman, Andrezejewski and Allen (2011) observed teachers
that students had nominated as highly motivating and developed a model describing their
practices. The model consisted of three factors: supporting understanding, building and
maintaining rapport, and managing the classroom. These three factors provide some of the first
suggestions developed from observations of what teachers actually do to create effective
motivational climates in the classroom. Finally, Putwain and Symes (2011) found that teachers
who use fear appeals and highlight the consequences of failure, with students who perceive these
appeals as threatening may be contributing to their students’ feelings of anxiety and fear of
failure while also encouraging the pursuit of mastery-approach goals. This finding (fear appeals
positively related to mastery-approach goals) was unexpected to the researchers. It serves to
demonstrate the importance of further research on specific classroom motivational practices in
order to clarify and understand results from the research that does exist.

A review of the instructional practices literature reveals that there are additional papers that
speak to motivational practices of teachers in specific domains. Representative work includes
Hulleman and Harackiewcz’s landmark intervention study in Science, which examined the
importance of having students make connections between their lives and what they were learning
in their science classes. This connection, or increased relevance, lead to greater interest in

science and higher grades (Hulleman & Harackiewcz, 2009). Turner, Bogner-Warzon, and
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Christensen (2011) worked closely with math teachers to implement four different kinds of
motivational practices in their classroom: focusing on competence, developing belongingness,
supporting autonomy, and making learning meaningful. They had some success in their
implementation of these practices, though noted the importance of content area examples as well
as much support for this change in teaching beliefs, which requires a significant amount of
reflection. Dornyei and Csizer (1998) examined motivational practices as they relate to second
language learning and identified 10 macrostrategies teachers endorsed: acting as an example,
creating a pleasant, relaxed atmosphere, presenting tasks, creating relationships, focusing on
competence, increasing interest, supporting autonomy, focusing on relevance, support goals, and
increasing familiarity with the target language culture. While some of these strategies are
specific to this content area (e.g. increasing familiarity), others are broader and demonstrate that
motivational principles may be permeating some content area domains.

Gaps in the current literature. The central argument of my doctoral research is that the
practices teachers organically implement in their classrooms for the purposes of motivating their
students are under explored. Furthermore, the existing research tends to focus on classroom
motivational practices of exemplary teachers or those identified as high quality (e.g. Anderman,
Andrzejewski and Allen, 2011), thereby neglecting the practices of typical teachers. Although
exemplary cases may provide important insights for the purposes of supporting less-motivating
teachers, it also limits our understanding of generalized practices (e.g. Kaplan & Patrick, 2016;
Linnenbrink-Garcia & Patall, 2015; Hardre & Sullivan, 2008). I believe that researchers have not
adequately examined the organic motivational practices of the everyday teacher. Thus, I propose
that we must ask teachers about their practices to allow their thoughts and beliefs about

motivational practices to emerge organically before we can try to measure them quantitatively. It
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is still unknown the extent to which teachers’ practices may or may not conform to
recommendations either within a particular theoretical framework or across them broadly. After
exploring teachers’ own organic practices, it may then become possible to develop a measure
that reflects teachers’ practices in their classrooms to motivate students. Thus, I am heeding
recent calls (Kaplan & Patrick, 2016; Linnenbrink-Garcia & Patall, 2016; Urdan & Turner, 2013)
for a better understanding of teachers’ perspectives on motivation. In order to focus on teachers’
perspectives and transform those perspectives into a quantitative measure that can impact future
research, I chose to use a mixed method research design.
Part II: Mixed Methods Research Design, Purpose, and Questions

Mixed methods research (MMR) is frequently thought of as the third methodological
approach and has seen great uptake by researchers over the past two decades. Creswell (2015)
defines a mixed methods approach as a research method where the researcher collects and
analyzes both qualitative and quantitative data based on research questions and then mixes,
integrates or links the two form of data by combining or merging them. During this process the
researcher gives priority to one or to both forms of data, uses these procedures in a single study
or in multiple strands of a program of study, and frames these procedures within philosophical
worldviews and theoretical lenses. Finally, the researcher must combine the procedures into
specific research designs that direct the plan for conducting the study (Creswell & Plano Clark,
2011, p. 5). Greene and colleagues (1989) suggest that the reasons to pursue MMR can be
broken down into five different broad categories: triangulation, complementarity, development,
initiation and expansion.

While the design and reasons for pursuing MMR are largely agreed upon, discussions on

how to generate integrated inferences and assess their adequacy are newer. While Greene (2007)
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notes that there is much creativity in how we can generate integrated inferences and that this is a
highly individualized process, there seems to be some agreement that generating integrated
inferences involves three different kinds of logic, in an iterative process (Onwuebeguzie, Leech
& Collins, 2011). The cycle of mixed inference generation should involve “the use of induction
(or discovery of patterns), deduction (testing of theories and hypotheses), and abduction
(uncovering and relying on the best of a set of explanations for understanding one’s results)”
(Johnson & Onwuebeguzie, 2004, p. 17). Bazeley (2016) speaks about refining and reflecting, as
well as discovering, describing, and puzzling, to arrive at integrated or mixed inferences.
Following the generation of mixed inferences, their quality needs to be assessed. Contemporary
approaches to considering validity focus on the full MMR design rather than separate strands
(e.g., Dellinger & Leech, 2007; O’Cathain et al., 2008; Onwuebeguzie & Johnson, 2006;
Tashakkori & Teddlie, 2009). I kept these four main components of MMR (i.e., design, rationale,
integration, and assessment of quality) in mind when designing the current study.
Overview of the Current MMR Design and Research Questions

[ used an exploratory sequential mixed methods design (Creswell, 2015) that consisted of
two strands designed to answer three research questions. The process is depicted in Figure 2.
The qualitative strand sought to answer the research question: How do teachers describe
motivating their students? I asked teachers to write about what they do to motivate their students.
These responses were then thematically analyzed through a process that relied on inductive logic
(Onwuebeguzie, Leech & Collins, 2011). Following these analyses, I used a linked
transformation to integrate the qualitative and quantitative strands. Specifically, I created an
initial pool of items based on the qualitative data analysis, often using teachers’ exact words. I

also engaged in a conversation regarding the transformation of structure of the qualitative results.
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Thus, at the end of the linked transformation I had both item level and structure level quantitative
components built exclusively from the qualitative strand. This process represents the first point
of integration because the quantitative strand is linked to transformed qualitative findings
(Bazeley, 2016).

The quantitative strand, which was emphasized, sought to answer the research question:
What is the reliability and structure of teachers’ responses to developed scales operationalizing
motivational practices? This procedure involved collecting data from a convenience sample of
practicing teachers to examine the reliabilities and confirm the factor structure of the created
scales. The quantitative strand was largely guided by deductive logic (Onwuebeguzie, Leech &
Collins, 2011).

The final integration process in this dissertation sought to answer the research question:
Are the categories of teachers’ organic motivational practices preserved when transformed into a
self-report questionnaire? To do this I completed a sequential mixed data analysis (Tashakkori &
Teddlie, 2009; Onwuegebuzie, Slate, Leech, & Collins, 2007) relying on abductive logic
(Onwuebeguzie, Leech & Collins, 2011). My inference generation process best fits within a
DNA-like metaphor (Bazeley & Kemp, 2012). I combined my findings but did the majority of
the analysis separately (i.e. quantitative data were not qualitized, qualitative data were not
quantified). Abduction occurred during integration and MMR inference generation as I moved
between qualitative data interpretation and quantitative data analysis and interpretation. In this
process, [ was committed to being “creative and adventuresome” and acknowledging “the
importance of diverse ways of knowing and valuing” (Greene, 2007, p.163) because I believe it
is this sort of thinking that will best represent teachers and their approaches to student

motivation.
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Each strand and research question served a specific purpose. The reason for collecting
qualitative data first was to ensure that teachers’ voices would be the basis of the research.
Collecting the quantitative data served to test the reliability and structure of a measurement tool
that was needed by the research community. The mixed research question sought to see if
teachers’ voices could be preserved in a quantitative tool. Thus, according to Greene et al.’s
(1989) classification system, my MMR would most closely align with the complementarity or
development rationales.

My worldview and MMR. It is my belief that methodological decisions should be driven
by the research question(s) and the researcher then makes decisions regarding how to best
undertake this inquiry. This belief aligns with a pragmatic worldview, which emphasizes the
research problem and being able to apply a solution that works to this problem; thus, pragmatic
researchers tend to use all approaches that help them to understand a problem (Creswell, 2009).
However, it would be false to say that a pragmatic approach to research is simply about what
works, though this has been implied in the literature (Morgan, 2014). Instead, it behooves
researchers to consider pragmatism as a process of self-conscious decision making or what John
Dewey considers inquiry (Morgan, 2014). Morgan (2014) suggests that pragmatism does not
have an assumption about reality (or an abstraction about the creation of meaning); instead, there
is an emphasis on experience as a continual interaction of beliefs and action, with experience
bringing our beliefs and actions into contact. Moreover, the approach tends to be flexible in
methodology, with no adherence to any specific methodology, which has lent this worldview
quite nicely to MMR. This is not to say that MMR studies happen exclusively from this
perspective; indeed, it may be that MMR studies may require holding multiple worldviews

depending on the strands of the research or the types of and the researcher will then need to



TEACHERS’ MOTIVATIONAL PRACTICES 28

reconcile how these work together. However, it is likely that the overall research may be more
guided by one worldview than another; much of the MMR literature would note that the
important part of this struggle would be being explicit about what was going on in the design
portion. By understanding my own perspective on MMR (i.e. that researchers make conscious
decisions about how to answer their questions), I was better able to understand my research
question and why I made the decisions about my research that I did. Moreover, it helped me to
understand how I was evaluating MMR and the room for innovation within the methodology,

beginning with a creative design to integrate data and generate mixed insights.
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Figure 2. Diagram of Current Research

o
o
[}
>
Q
©
o
=
©
[7p]
o
£
=
[4b]
wn
£
(@]
(@]
p—
[7)]
w)
ke
(&)
=
()]
S
(O]
£
O
©
(]
—
>
0
o
(]
()]
o
()]
(]
ke
3
©
p -
o
I
c
ks
T
2
—
o
£

[%2]
<0}
o
-
(8]
©
—
o
o
[72]
o
1=
+—
e
O
2
—
Qo
S
——
®
I=
+—
[%2]
&
©
O
n

Quantitative Data Interpretation

Quantitative Data Analysis:
Confirmatory Factor Analysis
Reliability, Descriptives, Correlations

Quantitative Data Collection:
Survey of Teachers

Quantitative Research Questions:
What is the reliability and structure of teachers'
responses to developed scales operationalizing

motivational practices?

29

Mixed Methods
Research
Question:

Are organic
categories of
motivational
practices preserved
on a self-report
questionnaire?

Qualitative Data Interpretation

3

Qualitative Data Analysis:
Inductive Content Analysis
*Audit Trail, Multiple Coders

Qualitative Data Collection:
Open-ended Survey Answers
Interviews**

[

Qualitative Research Question:
How do teachers describe motivating their
students?

LEGEND
O =qualitative Strand

@ = QUANTITATIVE Strand

@ = Integration Point




TEACHERS’ MOTIVATIONAL PRACTICES 30

CHAPTERIII
Qualitative Strand Methodology: Teachers’ Descriptions of Motivational Practices

The qualitative research strand was guided by the research question: How do practicing
teachers describe motivating their students? The purpose of this exploratory strand was to
increase our understanding of what teachers report doing to motivate students without imposing
any specific motivation theory or lens on their practices. By starting with the qualitative strand,
my methodology prioritized teachers’ voices the same way I believe is important to do. The
procedure was approved by the University of Alberta Human Ethics Research Board
(Pro00033881 and Pro00051148; Appendix A for the approval).

Participants. In total, 42 practicing teachers were involved with the qualitative strand. Of
these 71.8 % were women, 28.2% were men. Participants had a mean age of 33 years old and an
average of 7.5 years of teaching experience. They tended to teach English (N = 24), Math (N =
21) or Science (N = 19), though 64% of the sample (N = 27) teach elementary school and thus
teach multiple subject areas. Participants were from Canada and the United States.

Procedures & materials. The researcher and other colleagues circulated an open-ended
survey via social media (e.g., Facebook, Reddit) asking teachers to respond four open-ended
questions along with some demographic questions and to “pass it on” in the hopes of generating
a snowball sample (see Appendix B). Only responses to one of the questions participants
answered formed the qualitative data for this dissertation. This question was: What do you do to
motivate your students?. In total 46 teachers completed the questionnaire, which was hosted on
Survey Monkey, an online data collection tool which houses its data on servers located in the
U.S. and is subject to review by U.S. Federal Authorities under the U.S. Patriot Act (section 215

Access to Records). 4 participants did not provide a response to the question of interest and thus
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were excluded from this analysis. Consent was implied through the completion of the survey; an
information letter was also provided to all participants (see Appendix C). The survey was
intended to take approximately 15 minutes to complete.

After the qualitative data were analyzed, I conducted interviews with four practicing
teachers as member-checks to ensure confidence in the themes identified from the open-ended
survey data. The interviews were semi-structured, lasted approximately 1 hour, were audio-
recorded, and followed a script similar to the questions used for the open-ended survey (see
Appendix D). Participants received an information letter and a consent form to complete. Then
we started with a discussion of what the teacher does to motivate his or her students. After
establishing their own practices, each participant reviewed the list of themes that [ had generated
through analysis of the snowball sample responses. Interviews allowed for data to be checked in
a short amount of time and in a cost-effective manner (Creswell, 2009). Through the interviews
I was able to interact with participants and get an in-person sense of the validity (or
trustworthiness and confidence) of the themes extracted from the snowball responses. Thus,
these interviews served as checks that my interpretation imposed a structure on teachers’
practices with which they agreed and increased the trustworthiness of and confidence in the
interpretation. I wrote memos at the end of each interview about the extent to which the
participant agreed with the existing analysis.

Rationale for data analysis. I completed a thematic analysis of the open-ended survey
responses. I used an inductive process because I was most interested in emerging ideas or
practices that teachers use in the classroom (Johnson, 2008). I followed Thomas’s (2006)
suggestions for a general inductive approach when working with the open-ended responses.

Although these guidelines emanate from evaluation work, I find that this process was applicable
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to and appropriate for the research that I completed and provided a feasible and practical way to
complete this analysis. I open-coded participants’ responses, creating a code list (Onwuegbuzie,
Dickinson, Leech, & Zoran, 2009). I then refined my code list, identifying higher-level themes and
eliminating redundant codes. I created a coding chart, including a list of codes, detailed definitions,
and examples. Following this analysis, I brought the code chart and my qualitative interpretation
to my research team and we discussed the findings and whether they could be interpreted in
different ways; no changes were made to the initial interpretation based on these discussions,
indicating interpretive consistency, agreement and distinctiveness. Because the open-ended
questions were completed anonymously, I had no way to verify the analysis with the original
participants. Therefore, I used interviews with new participants to establish confidence in my
analysis (no additional themes or categories of strategies were added based on these member
checks).

Researcher beliefs and biases. An important component of my qualitative strand, as I
strive to makes sense of my qualitative data, is making explicit my own beliefs and biases as
putting these fully aside is not possible (Pietkiewicz & Smith, 2014). While I have taken steps to
mitigate their influence on my findings, through peer debriefing and member checking, it is
important that [ make these beliefs explicit. First, I am not a teacher and thus have not taught in
the K-12 classroom environment. However, I have spent time in the K-12 classroom
environment as a student, throughout my training as a school psychologist, and held the role of
primary instructor for two university courses. I am less familiar with content specific motivation
than I am with general motivational theory applied in education. Next, my interest in this topic
stems from my observations of classroom environments and coaching behaviours throughout my
and my siblings’ experiences in educational and sporting programming. While we had good

experiences, there were also poor experiences that made me wonder about what kinds of



TEACHERS’ MOTIVATIONAL PRACTICES 33

practices motivate student-athletes to continue with a variety of pursuits, learning being chief
among them. I have come to believe that motivation is an important way that many of these
experiences can be explored and practices, good or bad, coaching or teaching, understood. As a
result, I have a strong background in motivational theory, developed over the course of my post-
secondary educational experiences. Finally, I believe that it is essential to gain a better
understanding of the motivational principles at play in classroom environments so that they can
be captured and used to help encourage a love of life long learning in students, which will be
beneficial for them in the future. I believe that students will learn best when motivational
principles are incorporated into classrooms and will balance this belief with teachers’
perspectives in my analysis and interpretation.
Results

Thirty-four discrete codes emerged from participants’ answers and were then collapsed
into nine themes, with each theme representing a different domain of practices that teachers
reported using to motivate their students (see Appendix E for the Codebook generated during
data analysis). The themes and their definitions are presented in Table 2 and then described
individually.

Relevance. Practices that captured making learning meaningful and relevant to students as
a means of motivating them were identified under the theme of Relevance. Teachers described
providing choice to students, making outcomes salient, making real world connections, and
pointing out relevance. Teachers described “[providing] choice to students in what they learn
and how they show their learning,” which is about providing meaningful and not superficial
choices to students. They also described focusing on future outcomes with students as part of

their work, including highlighting the use of “intrinsic motivators” such as “sense of
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Table 2. Definitions of Themes that emerged from Qualitative Data

Theme Definition

Relevance Making learning meaningful and relevant to students

Interest Modeling enthusiasm and sustaining students’ interest on
activities and tasks

Relationships Trying to establish and maintain relationships across domains
of their students’ lives

Rewards Using accolades, both tangible and intangible, to motivate
students

Effort Acknowledging student work without placing value on that

Safe Environment

Goals
Student Self-Regulated
Learning

Teaching Strategies

same work

Focusing on making students feel comfortable in the classroom
and willing to take risks

Focusing on setting goals with students

Practices used that are focused on students developing self-
regulated learning

Practices used that focus on specific teaching strategies

accomplishment, post secondary opportunities.” In addition, teachers reported the importance of

meaningfully connecting student learning to everyday life, such as “[letting] them know the

importance of the information and how it relates to their every-day [life].” Meaningful

connections were not only made to everyday life but also to other topics. For example, teachers

described “[making] learning relevant to the students” and “[using] current and relevant



TEACHERS’ MOTIVATIONAL PRACTICES 35

examples.” Generally, teachers described making learning meaningful to students in different
ways and connecting students’ learning with other experiences they are having or may have to
motivate their students.

Interest. Motivation practices that described modeling enthusiasm and sustaining students’
interest on activities and tasks were identified under the theme of Interest. Practices that
contributed to this theme included engaging students, focusing on fun, having a good attitude,
and modeling enthusiasm. For example, teachers discussed facilitating student interest in
activities by “[attempting] to create engaging activities which spark student interest.” They also
emphasized the importance of knowing “what [students] like and [trying] to incorporate it into
my [classroom].” Teachers described supporting student motivation through their own “general
good attitude towards students” and by modeling enthusiasm for subjects or tasks. Statements
such as “Teach with energy and enthusiasm; Try and convey passion about subject matter” were
common. Interest was not something that simply resided in the way a task was designed but was
something teachers believed they could convey to students by pairing their own passion and
excitement about a topic with an understanding of what students themselves enjoy and engage in.

Relationships. The third theme, Relationships, was identified because of teachers’
descriptions of practices where they tried to establish and maintain relationships across domains
of a student’s life to impact their motivation towards school. It was comprised of six different
practices: accepting emotions, showing an interest in personal life, developing personal
relationship/rapport, validating students, encouraging peer support, and creating a home/school
partnership. Teachers described the importance of validating students and making them feel that
their thoughts and feelings are important. One teacher noted that they “[assure students] that

their inquiry is always valid” and another encouraged students “talk openly about the fact that
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it’s totally natural [. . . ] to feel frustrated and uncomfortable during learning.” Teachers also
described demonstrating an interest in students’ personal lives, even though they knew not to be
involved in students’ lives outside of school. Many teachers indicated that they try to develop
personal relationships with students and their parents in genuine and caring ways that were not
merely superficial. For example, a teacher focused on “[making] personal connections with
students” and also “[developing] a communication path between teacher-student-parents.”
Teachers also focused on relationships within the classroom, particularly between peers: “I give
students opportunities to share their learning with one another.” In sum, these practices represent
teachers’ perspectives that to motivate students they must be able to express emotions, to feel
validated, and to feel cared for — not only on their own but in terms of their larger community
with parents and peers.

Rewards. Iidentified a fourth theme and labeled it Rewards because it was composed of
practices that use either tangible or intangible accolades to motivate students towards a given
outcome. When teachers expressed ideas related to creating competition among students, using
tokens with students, rewarding students with recognition, and using students as examples for
their peers, I interpreted this as using a variety of types of rewards to motivate students. Some
teachers described creating competition or rivalry among students in their classroom, with the
key that the teacher created competition rather than students organically creating rivalry. For
example, a teacher described using a points system so that “it becomes a competition with others
in the class” and explained that sometimes the point system can become internalized “[it] is
obvious that it is an internal reward for them because they often call out proudly how many
points they have.” This use of points for reward should not be confused with points as part of a

behaviour management system. Teachers rewarded students with things other than points. For
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example teachers wrote things like “[rewarding] success with recognition and calls home,” and
“[taking] time to point out instances of [good]” student outcomes that they wanted other students
to model. Thus it seems that teachers readily describe using external motivators including
competitions, tokens, points or attention from peers contributed to move students towards a
desired behaviour or outcome.

Effort. The theme of Effort was identified because it focused on practices that captured
acknowledging student work without placing value on that same work. It included three
practices: acknowledging accomplishments, acknowledging improvements, and encouraging
effort. Teachers wrote about the motivating students by recognizing their progress to date
separate from rewarding it: “encouragement and acknowledging [students’] progress and
accomplishments” and “point[ing] out improvement.” More than just recognizing progress,
teachers wrote that they “encourage [students’] efforts” by reassuring them as they attempt work
that can be difficult and focusing on effort separate from outcomes. Teachers described and
distinguished the practice of focusing on student effort from other practices; they wrote about
recognizing accomplishments, improvement, and efforts and distinguished these from rewarding
the same.

Safe environment. The theme of Safe Environment was identified as teachers described
making students feel comfortable in the classroom and creating an environment where students
feel able to take risks and thus will be motivated to take on different and new learning tasks.
Teachers described three distinct practices: encouraging questions, creating a safe place to make
mistakes, and decreasing stress. When teachers described encouraging questions and creating an
environment where students feel safe asking questions they focused on the feeling of the student

and not the accompanied behaviours. For example, teachers wrote directly that they motivate by
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ensuring “students feel safe to ask questions” or by “creating a safe and empathetic environment
with students where they know it is ok to make mistakes and take risks.” In creating this
environment, teachers also described decreasing stress in their classrooms, or working to actively
lower the level of distress in their classroom. This is different than accepting students’ emotions
because it deals instead with working to address the levels of stress in classrooms. Thus,
teachers viewed creating learning environments for children where they feel safe to learn and
take risks as important to how they motivate their students.

Goals. The theme of Goals was identified as teachers described using different types of
goal setting to motivate students. It is composed of two practices; creating goals, and setting
attainable goals. Teachers wrote about creating and setting goals with their students individually
and as a whole class. For example, a teacher wrote about motivating student by “making and
tracking goals, both individual and class goals.” However, teachers were clear that goals need to
be both meaningful and achievable: “[setting] challenging, yet attainable learning goals.” Given
motivation is about moving towards an outcome it is good that teachers view meaningful goals
as part of their practices to motivate their students.

Student self-regulated learning. Teachers described practices that were focused on
helping students to develop self-regulated learning strategies and teaching them to take control of
and evaluate their own learning as part of motivating students. Included in this set of practices
are focusing on self-reflection, encouraging higher order thinking and metacognition, and
supporting students as strategies to help increase students’ motivation. In looking at self-
reflection, a few teachers wrote about encouraging students to think about their work or
behaviours: “self assessing current behaviours, work, and results.” This is differentiated from

encouraging higher order thinking or metacognition as it doesn’t specify thinking about their
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thinking or about how the learn. When writing about encouraging higher order thinking, one
teacher wrote about “encouraging students to look critically [at] what they are participating in.”
And teachers described these aims as eventually contributing to students’ capacity to take on
these tasks themselves: “support [in] building their confidence in their own abilities,” as one
teacher stated. Together, these practices capture the motivational practices that underlie creating
capacity in students to assess their own learning and thinking processes as part of student
motivation.

Teaching strategies. This theme was attentive to practices that teachers wrote about that
focused on specific teaching strategies used to support student motivation. These strategies
included differentiating learning activities, using interactive activities, providing additional
material, supporting students’ strengths, and using a variety of teaching methods in their teaching
practice. For example, teachers wrote about “[implementing] differentiated tasks,”
“construct[ing] interactive activities,” and “try[ing] to offer as many [hands]-on activities as I
can.” These specific strategies were used to intentionally tailor tasks to students’ diverse
learning needs (e.g. scaling up or scaling down work as needed) and to maximize student
interaction with learning materials. Teachers also reported specific strategies to build on
students’ interest. For example, one teacher wrote “If a student makes a point about something,
I’ll try to match it with research or an article that furthers their understanding about that point.”
This additional work was not viewed as a hardship but came with a clear rationale related to
student motivation. Teachers also simply stated that they motivate students by trying to “support
[students’] strengths.” Although these different teaching strategies represent a wide variety of
options, teachers themselves also noted using a variety of media and teaching techniques in their

practice to help motivate students. One teacher wrote about “[incorporating] a variety of
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teaching methods, including utilizing technology, small-group learning, learning centres, and in-
class discussions,” while another noted that they “use tools like [DVDs], corny [ YouTube]
videos, and music to draw my students in.” Overall, teachers described using a variety of
practices specific to their teaching, that directly impact instruction, which gave rise to the
category of Teaching Strategies. I have interpreted this theme as encompassing practices that
teachers describe using in their practice that impact instruction directly to motivate their students.
Discussion

These nine themes describe general classroom motivational practices that emerged from
teachers’ responses to the question of how they motivate their students. Rather than telling
teachers what to do based on theoretical principles, I asked teachers what they organically do
motivate their students. Although this work was atheoretical, the set of themes largely represents
practices consistent with a cross-theoretical approach to motivation (e.g. Linnenbrink-Garcia &
Patall, 2015). In other words, these practices do not conform to a single theoretical framework
but are nonetheless present in many of the contemporary theories of motivation. This breadth
may indicate that teachers think relatively broadly about how they motivate their students as
opposed to narrowly. Furthermore, it attests to the importance of researchers broadening their
theoretical perspectives if they desire to partner with teachers. Overall, teachers wrote about
motivating students in many ways, including practices that would be considered best practices
(e.g. Linnenbrink-Garcia & Patall, 2016) as well a category of practices not currently included in
such lists — namely Rewards. This discussion focuses on the extent to which teachers’ organic
practices align with discrete or cross-theoretical recommendations for practice. To illustrate this,
Table 3 shows the recommendations according to each discrete theory, how those

recommendations are embedded in the most recent generalized instructional design principles
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(Linnenbrink-Garcia, Patall, & Pekrun, 2016), and if the practice was represented in the thematic
analysis undertaken of teachers’ organic practices.

Organic practices that align with design principles. The vast majority of organic
practices or themes that emerged from teachers’ responses are consistent with discrete theories
(e.g. Achievement Goal Theory, Self-Determination Theory) and with more generalized
motivation design principles (Linnenbrink-Garcia, Patall, & Pekrun, 2016). For example,
teachers described practices designed to increase Relevance. This organic practice can be viewed
as consistent with Achievement Goal Theory (Ames, 1992), Attribution Theory (Weiner, 1985),
and SDT (Deci & Ryan, 2000a) all of which describe ways that students can be motivated by
facilitating connections with the real world. Examples of this kind of practice would include
linking the importance of learning percentages in math to knowing how much something that is
on sale might cost. By relating practices to everyday lives and other curricular content, teachers
help students to see the relevance in what can otherwise be fairly boring academic activities.

Teachers sought to motivate students by building Interest. This would align with Task
Design in AGT (Ames, 1992) as well as Utility-Value theories of motivation (Wigfield & Eccles,
2000). However, teachers saw interest as being bigger than just task design because they also
described modeling the curiosity they would like to see students express. They wrote about
passion and fun, along with maintaining and demonstrating a good attitude towards students.
Building interesting activities is also core to the most recent design principles (Linnenbrink-

Garcia, Patall, & Pekrun, 2016).
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Table 3. Alignment of discrete theoretical recommendations, broad principles, and organic practices

Recommendation Attribution  Achievement Detefnelliiation c?er:igl Orgapic
Theory Goal Theory Theory principle practice
Focus on effort 0X X X Yes
Task Practices 0X X X Yes
Authority Practices 00X X X Yes
Recognition Practices X 0X Yes
Grouping Practices 0X X X Yes
Evaluation Practices 0X X X Yes
Time Practices 0X X Yes
Provide explanatory rationales X X 0X Yes
icgi?‘zlzgéectand accept expressions of positive and X 0X X Yes
Nurture inner resources 0X X Yes
Use non-controlling and informational language X X 0X Yes
Display patience and allow time for self-paced X 0X Yes

learning

Note: O indicates theory of origin; X indicates practice mentioned by the theory
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Another category of practices that teachers organically described was focusing on Effort.
This focus on effort was separate from placing value on students’ outcomes or performance.
This category of practices is consistent with recommendations made about autonomy-supportive
practices, emanating from SDT; specifically, providing non-evaluative and informational
feedback (Reeve, 2009). It is also consistent with mastery goals, which focus on developing
intrapersonal competence in an area (Maehr & Zusho, 2009), and Attribution Theory, which
encourages students to focus on effort attributions as opposed to ability attributions (Weiner,
1985). Although the word “effort” does not show up in the recent design principles (Linnenbrink
et al., 2016), the spirit of effort is embedded in recommendations around autonomy and
challenge.

The themes of Goals and Student Self-Regulated Learning were consistent with SDT as
they addressed meeting students’ needs for competence and autonomy. In particular, teachers
focused on setting challenging yet attainable goals, which should help provide opportunities for
students to experience competence (Ryan & Deci, 2000a). Self-Regulated Learning focuses on
helping student to learn to be at the centre of their own learning and thus would increase
students’ experiences of autonomy, consistent with both Self-Determination Theory (Ryan &
Deci, 2000a) and Linnenbrink-Garcia, Patall, and Pekrun’s (2016), second design principle.
Moreover, teachers described focusing on more cognitive strategies to help students, such as
encouraging reflection and metacognition about their learning, which is consistent with
Williamson’s (2015) review, which noted that metacognition, encompassing self-monitoring and
self-evaluation, is an important part of autonomous learning. This category of practices would

also be consistent with facilitating mastery goals with students and some emerging research has
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demonstrated that self-regulation is related to mastery goals (Dekker, Krabbendam, Lee,
Boschloo, de Groot, & Jolles, 2016).

Teachers described specific teaching practices that they applied in their classrooms to help
motivate students. For example, teachers explicitly described differentiating learning in their
classrooms, such that students would be optimally challenged by their classroom learning, thus
meeting the need for competence (SDT; Ryan & Deci, 2000a) or using Grouping practices based
on ability (AGT; Anderman, Patrick, Hruda & Linnenbrink, 2002). However, they also
acknowledged that this is but one strategy that they employ when teaching. They additionally
described providing additional information when students were interested in a topic and using a
variety of methods in how they teach. These practices are consistent with Achievement Goal
Theory’s TARGET acronym, focusing specifically on Task design in using different modalities
and on Authority in terms of providing students with additional materials and allowing them to
explore their interests (Anderman, Patrick, Hruda & Linnenbrink, 2002). All of these practices
were explicitly focused on teachers’ own teaching and consistent with the instructional strategies
literature.

Teachers also described ways they go about meeting students’ need for relatedness (Ryan
& Deci, 2000a), which would encompass the categories about relationships and creating a safe
environment. The need for relatedness can be satisfied through having close, meaningful
relationships, within which students would thus feel safe asking difficult questions and making
mistakes, all of which teachers described within these two categories of practices. Moreover, a
sense of belonging at school (i.e. feeling safe) can be related to holding mastery goals (Won,
Wolter, & Mueller, 2017), thus also linking to Achievement Goal Theory. Although these

categories of practices have not been explicitly explored empirically or through intervention
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studies, and thus are not listed by the discrete theories, they have recently emerged in the list of
design principles (Linnenbrink-Garcia et al., 2016) and have been incorporated in some
achievement goal models (e.g. Butler, 2012). Emerging research suggests teachers see creating
meaningful relationships with students as core to meeting their responsibilities for student
motivation (Daniels, Poth, & Goegan, forthcoming). Thus, this may be an important practice to
further understand.

Organic practices that do not match design principles. Teachers described using
Rewards in their classrooms to help encourage students’ motivation. This category of practices
is contrary to the dominant perspective of motivation theorists who actively discourage the use of
rewards in classrooms as they can undermine existing internal forms of motivation and move
them to more external forms (e.g. Deci & Ryan, 1994; Ryan & Deci, 2000a). Teachers described
primarily using both teacher and peer recognition as the reward, as opposed to things like points
or tokens (though these were also acknowledged). Interestingly, there is some new work
advocating for a rapprochement with rewards in motivation research, acknowledging that while
they are a contentious and controversial topic, rewards can have positive effects and need to be
explored with advances in neuroscience in mind (Hidi, 2016). Hidi (2016) suggests that the
classroom environment is complex and that it would behoove motivation researchers to
incorporate newly emerging ideas and techniques into their work. As an example, Di Domenico
and Ryan (2017) examine the neuroscience of intrinsic motivation and suggest that “increasing
integration between social behavioural research on intrinsic motivation and the neuroscience of
motivation” will open “new and promising” pathways (p. 11). While Di Domenico and Ryan
(2017) don’t explicitly address rewards other than to note the “undermining effect” (i.e. that

rewards can undermine intrinsic motivation, moving to more external forms of motivation), Hidi
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(2016) would argue that rewards are a natural part of how humans’ brains are wired and that
neglecting them is neglecting a major way that individuals are motivated in their environments.
The fact that teachers organically discuss Rewards reinforces their relevance in the educational
domain. Moreover, the different types of Rewards highlighted by teachers may provide direction
for specific future research.

Limitations & directions for future research. It is important to note two main limitations
of this research. First, the original data was collected via open-ended questionnaire whereby
participants wrote a description of how they motivated students. This is a less than ideal way to
collect qualitative accounts related to motivational practices because although some participants
wrote a descriptive and detailed account of their practices, others provided only point form
comments. Although the confidence in my results is enhanced by the in person interviews for
member checking, future research may want to conduct interviews or focus groups with teachers
on their motivational practices.

Second, while the results conservatively describe what teachers do to motivate their
students, they do not link to when or why teachers may opt to use any of these practices. The
contextual aspect of the application of these practices is missing. While it is outside the
parameters of the current research to examine these additional questions, they provide interesting
avenues for future research of a similar nature or using other methodologies. For example, might
teachers use differing practices depending on what they are attempting to motivate their students
to do? Nolen and Nichols (1994) examined this in their research, asking teachers about
increasing or sustaining their students’ motivation. Results indicated that teachers responded in
different ways to the same items, depending on the prompt, with three factors for increasing

motivation (using coercive strategies, modifying learning tasks, and a third [attributing thought
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and effort, showing interest, and giving responsibility]) and two factors for sustaining motivation
(strategies used with students of varying abilities and social-comparative strategies). These
findings suggest that teachers may use different practices depending on the context and
underscore the importance of understanding how and when teachers may apply these practices.
Moreover, there may be differences between the practices applied in classrooms depending on
the age of students, the subject material taught, or even the time of year data is collected. These
are important areas for future research to bring further precision to understanding teachers’
motivational practices.

Conclusion. Teachers’ voices were given priority by allowing them to openly describe the
practices that they apply in their classrooms to motivate students. They organically described a
variety of practices, which provide a balanced view of classroom practices that includes both
practices that would be considered “good” and “bad” from a research perspective. Many of the
practices teachers described using are consistent with theory. However, they are not consistent
with any one discrete theory; instead, it appears that a cross-theoretical perspective, focused on
broad design principles, is most helpful in understanding the motivational practices that teachers
apply in their classrooms (see Linnenbrink-Garcia, Patall, & Pekrun, 2016 for an example).

These organic practices provide a good foundation on which to build a self-report questionnaire.
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Integration: Linked Transformation

The purpose of the linked transformation was to build a quantitative measure of teachers’
motivational practices based on the results of the qualitative strand. In doing so, the quantitative
measure prioritizes teachers’ voices in a way that no other measure of motivational practices in
the existing literature does. This linked transformation represents the first integration point in my
dissertation because the qualitative findings (i.e. the themes that emerged from the data) become
the basis for the quantitative questionnaire, which I refer to as the Transformed Qualitative
Practices Questionnaire (TQPQ). I used the qualitative findings, in the form of themes and
codes, to build the quantitative questionnaire, both at the item and the structural level.
Rationale for Integration

The purpose of using MMR in this research is three-fold: to more authentically understand
the practices that teachers apply in their classrooms, to develop a quantitative measure of
teachers’ motivational practices in which teachers can see their voices represented, and to assess
whether categories of organic practices are preserved in the questionnaire. This linked
transformation section represents the first two purposes. Currently, most measures of teachers’
motivational practices are theory-based (e.g. PALS; Midgley et al., 2000) and do not reflect
recent calls in the literature (e.g. Kaplan & Patrick, 2016) for more cross-theoretical approaches
to motivation in education. Using MMR is one of the best ways to develop a new instrument
(Owuebeguzie, Bustamante, & Nelson, 2010), and is particularly relevant when prioritizing the
voices of those represented by the tool. In addition, MMR will allow for a more complete
understanding of what practices teachers organically use in classrooms, perhaps suggesting

practices that are not currently supported in the literature. In all of these ways, the use of MMR
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in my dissertation research allows for instrument development, completeness, and confirmation
and discovery (Bryman, 2007).
Integration Procedure

I used a process of linked transformation to turn the qualitative results into the quantitative
items and structure of a questionnaire I named the Transformed Qualitative Practices
Questionnaire (TQPQ). These transformations are represented in two joint displays that highlight
the integration both in terms of creating items (Figure 3) and establishing structure of the TQPQ
(Figure 4). First, themes from the qualitative analysis were transformed into latent variables.
Next, codes associate with each theme were transformed into items designed to measure the
latent variables. Items were developed as either verbatim (directly from teachers’ responses) or
adjusted (changed from teachers’ responses). Members of the Alberta Consortium for Motivation
and Emotion (ACME) reviewed the items for clarity. ACME members also helped revise the
questionnaire instructions.

This process can be characterized as a bottom up approach to scale design because the
items were built on the words of participants who belong to the population of interest and the
structure was inferred from the overarching themes (e.g. Friedman & Kass, 2002). This approach
is less common in scale design than top down approaches in which a researcher develops items
for a measure without input from those the measure is intended to be used with (e.g. Nolen &
Nichols, 1994) largely because it is more time consuming and requires additional resources
(DeVellis, 2011). Practically, a bottom up approach was important to me to maximize the extent
to which teachers could see their experiences reflected in the measure. From a theoretical
perspective, a bottom up approach was important to me because it responds to Urdan and

Turner’s (2013) call for prioritizing teachers’ voices.
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Figure 3. Joint display including a sample of the transformation of qualitative data into questionnaire items
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Figure 4. Joint display of the transformation of qualitative themes to the four possible quantitative structures
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After the linked transformation process for items (see Appendix F), we (Dr. Daniels and I)
examined the TQPQ and its proposed transformed structure. Because quantitatively competing
structures are often tested (Thompson, 2004), we wanted to identify possible other structures of
the TQPQ. Thus, we entered into an integration process between qualitative and quantitative
strands that is best described using the metaphor of DNA (Bazeley & Kemp, 2012): moving
between sense and antisense lines of logic to arrive at different quantitative CFA models to test
in the quantitative strand. This integration relied on both my qualitative data (sense) and
additional literature that we were aware of due to our backgrounds in motivation and educational
research (antisense). In other words, while we used both induction and then deduction in coming
up with the first model that we could test, we used a process of abduction to come up with
alternative competing models, which could be supported by literature (see Figure 6 for different
models). Our specific thought processes are described next.

Default model. We initially assumed the default structure of the TQPQ would be a direct
transformation of the qualitative themes resulting in nine unique latent variables (see Figure 5).
Through a series of conversations, we identified three other possible transformed structures.

Alternative model A. Work on teacher self-efficacy suggests there are three main domains
in which teachers may or may not feel efficacious: Instructional Strategies, Student Engagement,
and Classroom Management (Tschannen-Moran & Woolfolk-Hoy, 2001). Thus, we wondered if
this structure may also apply to domains in which teachers conceptualize their motivational
practices. It seemed that certain themes were more about students and others that were more
focused on teachers, perhaps indicating that teachers described distinct types of
practices that could be united as a higher order construct. Specifically, we speculated that

Relevance, Interest, Goals, Teaching Practices, and Effort are practices teachers themselves
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Figure 5. Nine factor CFA model (Default model)
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Figure 6. Teacher/student/management CFA model (Model A)
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Figure 7. Social emotional competence/Teaching toolbox/Rewards CFA model (Model B)

Socially Emotionally
Supportive
Environment

Teaching Toolbox
Rewards

Student Safe Teaching
Relationships Self-Regulated : . Relevance
Learning Environment Strategies




TEACHERS’ MOTIVATIONAL PRACTICES 58

enact; whereas Student Self Regulated Learning, Safe Environment, and Relationships are
practices that involve students as well as the teacher. Finally, Rewards seemed closely related to
classroom management. Thus, we decided to test a model in which these themes loaded onto
three different higher order latent factors: teacher-focused, student-focused, and classroom-
focused practices (see Figure 6).

Alternative model B. Two pieces of Model A remained under discussion. First, listing
Rewards as the sole indicator of a higher order factor on Classroom Management seemed over
simplified. Thus, we thought perhaps Rewards could stand as a factor itself. Added to this factor,
we also wondered about the inclusion of Effort on the “teacher” side of the model. Although
teachers can help students focus on effort, it is largely something students have to choose to do.
Thus, we proposed moving Effort and re-envisioning the model as consisting of a higher order
factor of practices that focused on social responsibility or social emotional competence
(previously the teacher-focused factor) and one focused on practices that were more about
having a toolbox of strategies to draw upon to impact student motivation (previously the student-
focused factor + Effort; see Figure 7).

Alternative model C. Finally, in reflecting on the model created above, Dr. Daniels and I
noticed that the practices seemed to be roughly separated by those common in the theoretical
literature and those more common to the instructional literature. In other words, the structure
harkened back to the disconnect between the motivational theory literature and the instructional
practices literature — the very problem on which I based this dissertation (Kaplan & Patrick,
2016; Linnenbrink-Garcia & Patall 2015; Turner et al., 2011). We began to wonder if one of the
pertinent reasons for the disconnect between theory and practice is that teachers do not

necessarily think about these practices as a unitary whole. What if they think about practices that
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focus on creating a socially and emotionally stable environment separate from practices that they
can include in a toolbox of strategies to help motivate students? Thus, the final competing

models were separate models representing Socially and Emotionally Stable Environment (Model
C1 i.e., things promoted by the theoretical literature) and a Toolbox of Strategies (Model C2 i.e.,
things more common to the instructional practices literature; see Figures 8 and 9). This model no

longer contained the theme of Rewards.
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Figure 8. Socially emotionally supportive environment CFA Model (Model C1)
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Quantitative Strand Methodology: The Transformed Qualitative Practices
Questionnaire

The second strand of my research used a quantitative correlational design to gather
teachers’ responses to the Transformed Qualitative Practices Questionnaire (TQPQ) and examine
its descriptive statistics and factor structure. This strand addressed the specific research
question: What is the reliability and structure of teachers’ responses to developed scales
operationalizing motivational practices? The purpose of this strand was to test the reliability of
the nine individual scales and examine competing structural models. The study was approved by
the University of Alberta Human Ethics Research Board (Pro00054513; see Appendix A for
approval letter).

Participants and procedure. Participants (N = 370) for the quantitative strand were a
convenience sample recruited from the Calgary Teacher Convention as well as Greater
Edmonton Teachers Convention Association (GETCA) (N = 147) and online, through direct
appeal and social media (N = 223). The researcher and team set up a booth at the Calgary
Teacher Convention and GETCA and approached teachers to complete the survey using paper
and pencil. Consent was implied through the completion of the survey (see Appendix G);
participants were offered a chocolate as remuneration for completing the survey. Additionally,
to increase variability and number of participants in the sample, a snowball sampling method
was used (similar to the qualitative strand) whereby the researcher put the survey online and sent
a link out to the research team’s contacts and posted on Facebook (N = 205), along with recruited
participants from Edmonton Public Schools and Edmonton Catholic Schools through the
University of Alberta’s Cooperative Activities program (N = 42), asking them to complete the

online survey and /or to forward it to individuals they think might be interested (see Appendix
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G). Initially, online recruitment was not intended to be used, but difficulties with using the
original recruitment strategy (i.e. exclusively through teacher conventions) to gain an adequate
sample size for the analysis strategies necessitated revisiting this process and expanding
recruitment. While I acknowledge that a convenience sample is not ideal as it may not be
representative of all currently practising teachers (Creswell, 2009) and is a threat to design
adequacy, it was the most feasible and practical form of sampling for this research.

Of the 370 participants who completed the survey, 321 became the final sample. Forty-nine
participants were removed from the online portion of the study because they were missing the
majority of data. No one was removed based on their scores being outliers (Field, 2005) as the
variability that was present in the data was expected. For other missing data, I made the decision
to replace it with the mean of that particular item across the sample based on recommendations
from Downey & King (1998), who suggested that when the percentage of missing data is less
than 20%, replacing using the item mean is an acceptable representation of the original data.
Having a full and complete data set is advantageous in completing Confirmatory Factor Analysis
(Thompson, 2004). Thus, the final sample represented N = 147 teachers recruited in-person and
N = 174 teachers recruited online. The sample was 15% male, 84% female and 1% other; this is
consistent with the general trend in Canadian teaching to have more female teachers than male
(Stats Canada, 2015). Participants had a mean age of 39 years (SD = 11.34, range 22-72 years)
and had a mean of 12 years (SD = 9.96, range 0-40 years) years of teaching experience. 45% of
the sample reported that they teach in elementary schools while 40% reported that they teach in
secondary schools. A further 12% of the sample reported that they teach at both levels (i.e. both
elementary and secondary schools) and 4% of the sample did not provide an answer to the

question. I tested for differences in responses between those who completed the questionnaire in
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Table 4. t-test Values for Differences between Sample Groups

Created Scale t-value: In-person and Online
Relationships 1.52%

Safe Environment 1.11

Effort 2.06*

Interest 2.93*2

Relevance 2.72%

Teaching Strategies 2.67*

Goals 2.59*2

Rewards 3.44%*

Student Self-Regulated Learning -.38

Note. *=p<.05; *=homogeneity of variances cannot be assumed based on Levene’s test
person versus on online using independent samples t-tests (see Table 4). There were significant
differences between the groups on most of the variables. Although I cannot be certain, there are
likely contextual factors contributing to these differences. For example, teachers who were likely
to stop and speak with researchers at convention may be more likely to respond in a positive way
to these kinds of questions as opposed to teachers who responded in a completely anonymous
way or while taking time out of their personal life to complete an online questionnaire. Due to
the number of indicators in the models, I was not able to control for these differences in the main
analyses and used both groups in the final analyses.

Measures. The survey for this strand of the research was composed of seven parts
representing two projects: demographics, a social desirability measure, the created scales, a

measure of teacher burnout, a measure of teacher emotions, a measure of teacher engagement, a
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measure of teacher self-efficacy and a measure of general classroom practices. Of interest to my
dissertation research are the demographic information and the questionnaire items and scales
transformed from the qualitative analyses, namely the TQPQ (Appendix F). We collected
information on age, gender, amount of teaching experience and subject taught to describe the
sample. The developed scales contained 43 items representing the nine themes extracted from the
qualitative data. The instructions were “Please consider each of the following classroom
practices and indicate the extent to which you agree or disagree with the use of each practice as a
way to motivate your students. There are no right or wrong answers; we are simply interested in
your practices.” Participants indicated the extent to which they agreed with the stem “To
motivate my students I . . .[each item]” on a 1 = strongly disagree to 7 = strongly agree rating
scale. Descriptive information, along with reliability information, regarding each of the nine
subscales will be presented in the results section.

Rationale for data analysis. Data analysis for this strand was completed in five steps.
First, as preliminary analysis, data were screened, descriptive statistics were computed,
correlations were run, and reliability analyses of all measures examined. Second, confirmatory
factor analysis (CFA) testing the theorized structure of the TQPQ was completed. We began by
testing the default nine-factor solution and then analyzed the three possible competing models
(Models, A, B, and C1 and C2) that were identified during the transformation process (see
Figures 6, 7, 8, and 9). I refer readers back to the transformation process for a description and
justification of these models. Data were analyzed using the Statistical Package for the Social
Sciences (SPSS) and Analysis of Movement Structures (AMOS). The purpose of confirmatory
factor analyses was to establish the internal structure and dimensionality of the measure

(Tabachnick & Fidell, 2007). Goodness of fit was determined by examining the Comparative Fit
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Index (CFI), the Root mean square error of approximation (RMSEA), the standardized root-
mean-square residual (SRMR) and the Chi-Square values from the output of the CFA. Ideally,
the Chi-Square Test will have a value close to 0 and not be statistically significant. However,
because Chi-Square is impacted by sample size, it is rare to have a non-significant result.
Standards suggest that the RMSEA and sSRMR, both of which account for sample size, are
acceptable at values < .08, although < .06 is more desirable (Browne & Cudeck, 1993; Hu &
Bentler, 1999; Thompson, 2004). For the CFI, the lower limit of acceptable fit is > .90
indicating an adequate fit between the data and the hypothesized model with > .95 as desirable
(Thompson, 2004).
Results

Preliminary analyses. Descriptive information including alpha reliabilities for all of the
variables is presented in Table 5. All the created scales were positively skewed, which was
expected because the items were based on teachers’ organic practices and thus we expected other
teachers to also endorse them. While strategies, including data transformation and positively
packing the scale were considered (Tabachnick & Fiddell, 2007; Field, 2005; Brown, 2004), 1
felt that maintaining the initial form of the data, outweighed the advantages of any one data
transformation strategy. In light of this, the results of my dissertation are interpreted knowing
that the developed scales are positively skewed, which may impact on the other methods of
analysis brought to bear on the dissertation. The alpha coefficients for all of the scales ranged
from .62 to .89 thus suggesting they were largely adequate. The Goals scale was the one
exception with a less than optimal o = .62. Removing items from the Goals scale did not
meaningfully improve its reliability. One reason for this less than desirable reliability may be

because the scales consists of both individual and class-wide goals because teachers talked about
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Table 5. Descriptive Information for Variables
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N N Mean SD Minimum  Maximum Skew «
items

Age 320 1 39.04 1134 22 72 -433 -
Years of 316 1 11.99  9.96 0 40 910 -
Teaching
Experience
Relationships 321 7 5.99 78 1.29 7.00 -1.62 .87
Safe 321 5 6.34 1.20 1.20 7.00 -2.55 .88
Environment
Effort 321 3 6.36 .70 1.67 7.00 -1.93 .89
Interest 321 5 6.22 72 1.50 7.00 -2.10 .84
Relevance 321 4 5.98 78 1.29 7.00 -1.75 .84
Teaching 321 8 5.99 .76 1.83 7.00 -1.62 .82
Strategies
Goals 321 3 5.83 .86 1.67 7.00 -1.17 .62
Rewards 321 5 4.00 .79 1.00 7.00 -156 .75
Student Self- 321 3 6.15 81 1.67 7.00 -1.51 .79
Regulated

Learning
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both.

Correlations between variables are presented in Table 6. Notably, the scales on the TQPQ
are strongly positively correlated, suggesting that they are assessing a similar overall construct.
This could mean that teachers who endorse motivational practices tend to do so across the board.
The one exception was Rewards which only correlated significantly and positively with Goals,
=.19, p>.01. This indicates that those teachers who endorsed using Rewards as a motivational
practice in their classrooms were more likely to also endorse using Goals as a motivational
practice in their classrooms.

Some significant correlations emerged between motivational practices and gender and
years of teaching experience. For example, female teachers seemed to prefer Relationships, Safe
Environment, Effort, Teaching Strategies, Goals and Student Self-Regulation. There were also
positive significant correlations between length of time teaching and Safe Environment, Effort,
Relevance, and Self-regulated learning. In addition, the more teaching experience participants

had, the less likely they were to endorse Rewards as a motivational practice.
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Table 6. Correlations between Variables
1 2 3 4 5 6 7 8 9 10 11 12
t. Gender (1= I =026 -02  21% 12%  11* 06 05  .16* 17%  -05  .13*
men; 2 =
women)
2. Age 1 85" 117 127 11 .09 22" 117 .06 -24" 16
3. Years of
Teaching 1 .09 147 147 .10 217 .09 .07 -15" 20°
Experience
4. Relationships 1 707 66" 72" 60" 75" 627 .10 637
> Safe 169 71t 59 67 511 04 .63
Environment
6. Effort 1 63" 55 65" 5% .06 57
7. Interest 1 69" 747 537 07 59°
8. Relevance 1 70" 55" .03 .59°
9. Teaching 1 6 07 63
Strategies
10. Goals 1 .19° 54"
11. Rewards 1 -.02
12. Student Self-
Regulated 1
Learning

*. Correlation is significant at the 0.05 level (2-tailed).
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Table 7. Goodness of Fit Information for Alternative Confirmatory Factor Analysis Models

Model e df CFI RMSEA sRMR
A - Teacher/Student/Classroom 2246.43 659 75 .09 .09
B - 3 Higher Order Factors 1722.33 728 .87 .07 .06
C1 - Social Emotionally Stable 362.083 131 .94 .07 .05
C2 - Toolbox 380.471 114 91 .09 .06

Confirmatory factor analysis. The original model consisted of 43 items loading onto
nine factors that represent the nine themes from the thematic analysis in qualitative strand (see
Figure 5). The fit was unacceptable: x> (824) = 2086.72, CFI = .855, RMSEA = .069, SRMR =
.065. Modification indices suggested removing two items; however, this did not improve model
fit and thus we turned our attention to the competing models (all which were run with 43 items).
The results for Models A and B were also unacceptable but the goodness of fit for the Models C1
and Model C2 were acceptable (see Table 7 for all fit indices). This final set of models (two
separate models representing practices related to Safe and Emotionally Stable Environments and
practices representing A Toolbox of Strategies were used to generate mixed inferences. Recall,
in these Models the theme Rewards is not represented.

Discussion

This discussion answers the quantitative research question of: What is the reliability and
structure of teachers’ responses to developed scales operationalizing motivational practices? To
do so, I highlight three relevant findings. First, on average, teachers responded strongly and
positively to the items, suggesting possible ceiling effects. Second, the scales demonstrated
adequate reliability and were positively correlated with each other. Finally, of the four models

tested here, the one that fit best was actually two separate models, with one representing a set of
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practices related to a socially emotionally supportive environment and the other related to a
toolbox of strategies.

Responses to items on the TQPQ. Teachers responded positively (i.e., with high
agreement) to the TQPQ items developed in the Linked Transformation. This is consistent with
previous work showing pre-service teachers’ responses to other questionnaires about
motivational beliefs can be overwhelmingly positive (e.g., Radil, 2012). While this is optimistic
as it indicates that teachers report motivating their students using a variety of strategies in the
classroom, it is unlikely and perhaps even unrealistic to expect that all teachers apply all of these
practices all the time in their classrooms. For example, it might be that teachers apply different
practices depending on what they are attempting to do. Nolen & Nichols (1994) demonstrated
that teachers respond differently when asked about increasing or sustaining students’ motivation
something that the generalized instructions on the TQPQ would not have tapped into. Finally,
these results and their positive skew suggest that it may be appropriate to think about
incorporating different methods of assessment, beyond the self-report measure to ensure
confidence in results. Combining self-report measures with observations would be one way to
possibly broaden the range of responses/observations.

High mean level endorsement aside, the scales demonstrated adequate reliability and were
overall positively correlated with each other. However, the one scale that did not correlate
strongly with the others was the Rewards scale. The items developed for the theme of Rewards
were face valid and were clearly about rewarding students for their work; moreover, they were
reliable and thus appear to assess the construct consistently. The Rewards scale was
significantly correlated with the Goals scale, suggesting that teachers who set goals with their

students were also more likely to endorse using rewards as another practice to motivate their
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students. It may be that Rewards are more tangentially related to how teachers perceive their
motivational practices as opposed to fully integrated in these perceptions, explaining the weak
associations between Rewards and the other developed scales.

Structure of the TQPQ. Of the four competing models developed in the Linked
Transformation section the one with the most acceptable fit was when practices related to a
Socially Emotionally Support Environment were tested separately from those associated with A
Toolbox of Strategies.

Included in the set of practices that support a Safe and Emotionally Stable Environment are
those that encourage students to feel safe in their environment, that focus on creating
relationships with students, that focus on student effort, and that focus on students developing
more self-regulated learning strategies. These practices are regularly found in the motivational
literature emanating from Self-Determination Theory and Achievement Goal Theory (Deci &
Ryan, 2008a; Midgley et al., 2000). This model, composed of contextual factors that in my
opinion seem to transcend any specific strategy, illustrates the importance that teachers place on
designing an environment that can support student motivation. Teachers acknowledged the
importance of having relationships and creating a safe environment for their students, as well as
fostering effort and building capacity in students to learn on their own. I propose that the focus
on these types of practices is consistent with SDT’s need for relatedness (Deci & Ryan, 2008a)
as well as a focus on developing social-emotional competence and social responsibility in
students, which is of increasing importance in schools (Wentzel, 2003). This model is also
consistent with the student engagement factor from the Teaching Sense of Efficacy Scale (TSES;
Tschannen-Moran & Woolfolk-Hoy, 2001). Finally, it speaks to programs that have been

developed, including the Safe and Caring Schools Initiative (Alberta Education, n.d.), to foster
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these contextual factors in school. The focus on social-emotional support also lines up with a
more humanistic view of teaching and motivation, focused on more personal factors (Kaplan &
Patrick, 2016). Very generally, this model illuminates teachers’ motivational practices that are
about creating an environment where al// students feel safe and valued and are thus in a position
where motivation is high.

The set of practices associated with the “toolbox” include focusing on relevance with
students, focusing on students’ interest, setting goals with students, and actual teaching or
learning practices. In my opinion, these practices seem much more applied and tangible than
those in the other factor. These are things teachers do with students, not contextual pieces they
put in place. In my experience, teachers often speak about having a toolbox of strategies from
which they can draw practices to apply in their classrooms. While this may often be thought of
as a toolbox of strategies as it relates to learning (i.e. different ways to teach specific math
concepts), the current results suggest that teachers describe a similar toolbox as it relates to
motivating students. Teachers acknowledged using relevance and interest to increase student
motivation as well as goal setting and specific teaching practices ranging from videos to
differentiation. I propose that the focus on these types of practices is consistent with SDT’s
needs for autonomy and competence (Deci & Ryan, 2008a), as well as constructs from Utility-
Value theory (Wigfield & Eccles, 2000) and Achievement Goal Theory (Senko, Hulleman, &
Harackweicz, 2011). This set of practices is more consistent with the instructional practices
literature, including Hulleman & Harackiewcz’s intervention study (2009) on promoting interest
and relevance in science classrooms and Dornyei and Csizer’s (1998) 10 commandments for
motivating language learners. Moreover, it is also consistent with the TSES’s instructional

practices subscale (Tschannen-Moran & Woolfolk-Hoy, 2001). Thus, this factor represents
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practices teachers might tailor for motivating individual students rather than an overarching
environment they hope to establish for all students.

In some ways, my results reinforce the divide between theory and application as the
different kinds of practices employed by the teachers I surveyed could not be adequately
represented in a single model. The contrast between a set of practices focused on safety and
emotional support and a set of practices conceptualized as a toolbox to be drawn upon could also
be thought of as a difference between more humanistic aspects of teaching (caring, relationships)
and more mechanistic aspects of teaching (creating interest, doing specific things to engender a
specific response). More specifically, the humanistic aspects of teaching are consistent with
SDT’s relatedness (Ryan & Deci, 2000a; 2008), Wentzel’s (1997) work on teacher caring, a
focus on classrooms climate, and the recent incorporation of mindfulness and prosocial practices
in classrooms (e.g. Mind Up Curriculum, Schonert-Reichl et al. (2015)). In contrast, the
mechanistic aspects of teaching emanate from concepts including SDT’s autonomy and
competence (Ryan & Deci, 2000a; 2008a), creating specific goal orientations in classrooms
(Ames, 1992), and the belief that teachers must consider their own behaviour and design tasks to
best motivate students (i.e. there are specific things that teachers can do to motivate students).

Limitations & directions for future research. It is important to acknowledge two main
limitations of my quantitative work. First, there are several issues arising from the sampling
procedures and the final sample itself. Because of difficulty with initial recruitment through
teacher conventions and the need for a large enough sample to conduct CFA, it became
necessary to sample from two different populations (teachers in person in Alberta and teachers
online within North America), using two different sampling methods (convenience and

snowball). Unexpectedly, participants recruited through these different methods showed
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differences in their responses to the TQPQ. We were not able to both account for these
differences in the CFA and retain an adequate sample size; therefore, we chose to combine the
samples despite the known differences. According to two different rules of thumb for CFA,
namely a minimum sample size of N > 100-200 (Brown, 2015) or having 10 participants per
estimated parameter (Schreiber, Nora, Stage, Barlow, & King, 2006), even the combined sample
size is barely sufficient for the models I tested and indeed may have contributed to the final
solution that involved separate models as the best fit. These series of limitations reinforce the
need to establish partnerships with teachers, schools, and school divisions who are committed to
student motivation and will facilitate recruitment of participants. In the end, the feasibility of
completing this project outweighed the heterogeneity of the two groups.

In addition to sampling difficulties, I only collected self-report data from teachers about
their motivational practices. While this is consistent with the literature, it is also a limitation as it
reflects a relatively narrow perspective when considering who is influenced or impacted by
motivation in the classroom. Future research may want to consider incorporating additional
perspectives into the assessment of motivational practices, including students’ and observers’ as
suggested by Linnenbrink-Garcia and Patall (2015). For example, creating a measure that would
allow for comparison between teachers’ reported practices and either students’ experiences or
observers’ observations of these same practices would allow for a triangulated perspective of

teachers’ motivational practices.
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CHAPTER III: Discussion

The final mixed method research question this project aimed to answer was: Are the
categories of teachers’ organic motivational practices preserved when transformed into a self-
report questionnaire? This is a pertinent research topic as grassroots research with teachers, to
see what kinds of motivational practices they organically apply in their classrooms, is lacking.
Most of the research completed to date has encouraged teachers to apply or report on practices
that fit within specific theoretical frameworks. As a result, there have been increasing calls
within this research body to think cross-theoretically about practices that teachers may apply in
their classrooms (e.g. Kaplan & Patrick, 2016; Linnenbrink-Garcia & Patall, 2016). To answer
the mixed methods research question, I discuss mixed inferences from the qualitative and
quantitative strands together with the intention of complementarity or clarifying the findings
from one section with those from the other (Greene, 2007). Following my mixed inferences, I
explore the implications of my dissertation work for researchers. Next, I assess the quality of the
mixed inferences using Tashakkori & Teddlie’s (2009) Integrative Framework for Inference
Quality, using it to identify the limitations in my dissertation. Finally, I explore the variety of
options for future research.
Mixed Inferences

I highlight three mixed inferences in this discussion: First, the codes from the qualitative
analysis transformed to items well, with adequate evidence of reliability. This indicates that it is
possible to capture teachers’ motivational practices on a self-report questionnaire (the TQPQ).
Second, although the reliabilities of the individual scales were adequate, the structure of the
TQPQ did not support the original nine themes from which it was designed. In other words,

although the codes transformed into items well, the structure of the categories of practices was



TEACHERS’ MOTIVATIONAL PRACTICES 76

not preserved. Finally, two separate models fit the quantitative data best, reinforcing the
possibility of a theory-practice divide when it comes to student motivation.

Measuring organic motivational practices. Building a questionnaire from the bottom
up was important to me as it prioritized teachers’ voices in research involving them. To do this, I
asked teachers what they do to motivate their students and then used their words, verbatim in
many cases, to create items on the TQPQ through a Linked Transformation process. The items
and scales on the TQPQ were reliable, indicating that they consistently assessed the constructs
that they were designed to measure. Thus, I demonstrated that it is possible to capture the
motivational practices that teachers use in their classrooms on a questionnaire. This process also
revealed that some of the practices that teachers organically use are quite similar to theory-based
best practices while others are frowned upon by researchers.

Demonstrating that teachers organically use a broad variety of practices is particularly
important as I advocate for researchers to incorporate the perspectives of teachers into their
work: teachers provide a unique perspective as they are involved in the day to day application of
these practices. Researchers who choose to work from a single theoretical perspective may
benefit from considering teachers’ organic practices to highlight areas that need more research.
For example, teachers listed rewards, relationships, and safe environments as part of their
organic practices and all of these appear to be emerging in the research realm recently. For
rewards, Hidi (2016) provides a compelling argument for reconsidering their importance based
on neuroscience and the brain-based rationale for rewards. Linnenbrink-Garcia and colleagues
(2016) incorporate belonginess and relatedness in their recommendations about motivation
design principles suggesting these are emerging domains of focus. While the motivation

research literature has started to acknowledge the importance of these categories of practices,
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they have yet to be integrated into empirical research in a consistent and meaningful way,
something that future research will need to attend to.

Understanding the structure of motivational practices. In my original qualitative
analyses I felt that teachers described each set of motivational practices in a way that made the
themes separate from each other. For example, teachers did not speak of using Rewards to
support Goals or using Relationships and Self-Regulation to support student growth. I am
confident that teachers were thinking about these practices quite distinctly when they wrote
about them and I used both member checks with teachers and checking with multiple peers to
establish confidence in this analysis and interpretation. Therefore, during the integration process
I confidently hypothesized that the themes representing teachers’ organic practices would be
synonymous with the structure of teachers’ practices on the TQPQ. In other words, I expected
the TQPQ to have nine scales, each representing a distinct category of organic practices. This
hypothesis was not supported by the data, which instead revealed two separate models, neither of
which retained the Rewards theme.

In trying to make sense of these findings I wonder if the lack of preservation in terms of
structure might reflect the original qualitative question to which participants responded: What do
you do to motivate students? Nothing in this question got at the process behind using the
practices. In other words, I did not ask participants sow they prioritized, combined, or linked
motivational practices to support students, simply what they did. It is thus possible that I
inferred a structure that was never captured by the qualitative data. The quantitative
transformation at the item level, which would have been directly tied to the qualitative prompt,
was largely successful in producing reliable scales. I realize now that perhaps an additional step

was necessary to uncover the organic structure of the practices. For example, I could have
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provided participants with the practices and asked them about how they organically combine
them with the explicit intention of uncovering a qualitative structure that could be transformed. It
is a novel idea to build both questionnaire items and structure from the bottom up and this idea
could make an important contribution to scale development in general.

A model representing the theory-practice divide. The third mixed inference of my
dissertation research was that a two model solution best fit the data. The Socially and
Emotionally Supportive Environment model consisted of four latent factors (safe environment,
relationships, effort, and student self-regulated learning) all of which point at ways teachers’
focus on creating safe, supportive learning environments for students in an attempt to support
their motivation. These ideas are consistent with research on teacher caring (Wentzel, 2003) and
SDT’s relatedness (Ryan & Deci, 2000a). In contrast, the Toolbox model consisted of four latent
factors (relevance, interest, goals, and teaching strategies) all of which represent specific tactics
teachers use to help to motivate their students. This approach is more consistent with the
instructional practices literature, including focusing on relevance and developing interest
(Hulleman & Harackiewicz, 2009). Future research would benefit from understanding how these
two components fit together. It seems likely to me that teachers build the environment first and
that a safe environment functions almost as a pre-requisite for the toolbox to work appropriately.
Recent research on teachers’ feelings of personal responsibility for student motivation supports
this notion because teachers often state that before they can “do” anything to motivate students
they must form a trusting relationship with the student (Daniels, Poth, & Goegan, forthcoming).
Even the result that the final model did not retain the Rewards theme may also fit the notion of a
theory-practice divide. I suspect that teachers are hesitant to endorse items that they are aware

are meant to assess these kinds of practices as they have been established as less desirable in
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relation to motivation not only through motivational research (e.g. SDT; Ryan & Deci, 2008a)
but also popular media.

Overall, I believe that the fact that there was a split in the data such that a two-model
solution fit best was important as it provides evidence of the split between the psychological or
motivational theory literature and the instructional practices literature when it comes to
motivational practices. This split is important and meaningful as it suggests that the theory-
practice divide is not simply an academic exercise. Instead, my findings suggest that one
pertinent reason the theory-practice divide exists is that it is something real, that exists within
teachers and how they conceptualize their motivational practices. Although they are able to list
any number of discrete practices, when they are transformed into a questionnaire a split appears
between the things that they do to create an optimal classroom environment and the more
specific motivational practices that they use with students.

Implications for Theory, Research, and Practice

As described in the introduction to my dissertation, motivation theories abound. Discrete
theories of motivation such as Attribution Theory (Weiner, 1985), Achievement Goal Theory
(Elliot, 1999), and Self-Determination Theory (Ryan & Deci, 20000) describe different ways that
students are motivated and have been used to predict outcomes associated with different types of
motivation (e,g. Froiland & Worrell, 2016; Haynes et al., 2009; Ratelle et al., 2007; Elliot,
McGregor, & Gable, 1999). However, recently researchers have begun to recognize the
limitations associated with a singular theoretical perspective (Linnenbrink-Garcia & Patall,
2015), particularly when it comes to having a meaningful impact on actual classrooms. As a
result, contemporary thinking about student motivation is advocating for concepts and models to

be considered cross-theoretically and dynamically (e.g. Kaplan & Patrick, 2016; Linnenbrink-
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Garcia & Patall, 2015). The results of my dissertation are based on teachers’ voices and suggest
these calls for cross-theoretical perspectives (Urdan & Turner, 2013) are in line with the ways
teachers themselves describe motivating students. Specifically, the results of the qualitative
strand showed that teachers describe motivating their students according to the principles
associated with many theoretical perspectives, not just one. Teachers wrote about a variety of
practices, most of which were reflected in the research literature but from a variety of theoretical
approaches. Thus, my results provide bottom-up evidence that reinforces the need for cross-
theory research.

Another implication of the finding that teachers describe motivational practices that align
with a variety of theories rather than just one is that researchers must re-conceptualize how they
investigate student motivation. Most immediately, motivation researchers need to reconsider
their reliance on self-report measures. Although self-report is widely used in social science
research (Creswell, 2009), the mixed insights from this project reinforce that free response and
questionnaires do not produce the same picture of teachers’ motivational practices. Certain
aspects of motivational practices applied by teachers in classrooms are present when they write
about motivation practices qualitatively but are not supported by models when measured
quantitatively. Specifically, the practice of using Rewards was present in the qualitative analysis
but did not “fit” into the final models developed. The mean response to the Rewards scale was
the lowest of all scales, but the reliability was adequate. Moreover, it had only one significant
correlation. These discrepancies can be seen as a threat to interpretive efficacy (Tashakkori &
Teddlie, 2009).

The fact that rewards did not fit into the overall models developed additionally suggests

that this is an aspect of teachers’ motivational practices that may be difficult to capture through a
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self-report measure. If researchers are seeking to create the most parsimonious scale with the
strongest evidence of validity, factors such as the Rewards one may be lost in the process of
model identification — as was exactly the case in this project. However, because of my
qualitative strand, I know that teachers organically described strategies that relate to rewards
even though that theme “worked against” the construction of an acceptable model. This suggests
that an aspect of teachers’ motivational practices may be difficult to capture using the methods of
assessment most common in this literature (i.e. questionnaires).

Refining the self-report measures that are used in the motivation research would be one
way to address these issues. Other options include using qualitative methods, multisource and
multi method approaches, and classroom observations (Linnenbrink-Garcia & Patall, 2015).
Given my finding that something was different when teachers’ motivational practices were
assessed quantitatively than when they were assessed qualitatively, I support this call for more
multisource research about motivational practices and I would add MMR to the list of ways to
enhance the methodological designs used in studying motivation. In fact, I would give MMR
precedence over multisource research because only MMR brings together the strengths of both
quantitative and qualitative research to better understand the phenomenon being explored
(Creswell, 2015). In the case of my dissertation research, MMR allowed me to come to an
understanding that [ would not have been able to through using either methodological approach
alone. Indeed, had I taken a multi method approach to my dissertation rather than MMR, 1
would have had two separate studies with a very different outcome and would not have been able
to make sense of my quantitative results.

Finally, there are practical implications of my results. I demonstrated that teachers

spontaneously provide motivational practices that are not listed as generalized best practices and
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overall describe motivational practices in a broad fashion. Due to the fact that teachers provided
some motivational practices that are inconsistent with motivational best practices, it thus
becomes important to think about zow teachers think about motivating their students, as opposed
to how theory suggests they should motivate their students. Although the TQPQ requires
refinement and additional work in establishing evidence of its validity, it could eventually
function as a type of diagnostic tool for teachers to assess their practices. Teachers may find a
tool that was built on other teachers’ practices and does not constrain them to a particular
theoretical perspective appealing. It is my hope that by prioritizing teachers’ perspectives in
creating the TQPQ they will be able to see themselves in this research thereby allowing
motivation theory to synergistically move forward in partnership with education professionals.
Identification of Limitations through Quality Assessment

Both the processes of drawing mixed inferences and evaluating their quality are relatively
new. I have opted to consider the quality of my mixed inferences using Tashakkori & Teddlie’s
(2009) principles of design quality and interpretative rigour because they offer a practical and
feasible way to assess the quality of the inferences and to identify limitations of the MMR
design.

Design quality refers to “the degree to which the investigator has selected and implemented
the most appropriate procedures for answering the research question” (Tashakkori & Teddlie,
2009, p. 302). Because this study was intentionally designed to answer an MMR question and to
intentionally integrate at the linked transformation and mixed data interpretation points of
design, the assessment of overall design quality is high. However, there are some limitations in
terms of specific criteria (Table 8) that reduced the intended design quality. As mentioned in the

limitations related to both strands, the sampling I ultimately employed was less than ideal.
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Table 8. Meeting the Inference Quality Criteria of Tashakkori and Teddlie’s Integrative

&3

Framework (2009)

Aspects of Quality Research Criterion Met or not Met

Design Quality Design Suitability (appropriateness) Yes
Design Fidelity (adequacy) Partially
Within-design consistency Yes
Analytic adequacy Yes to Partially

Interpretive Rigour Interpretive consistency Yes
Theoretical consistency Yes
Interpretive Agreement Partially
Interpretive distinctiveness Yes
Integrative efficacy Yes
Interpretive correspondence Yes

Specifically, the snowball sampling methods used across both strands resulted in convenience

samples that are likely not representative of the population of practicing teachers. This procedure

was not part of the original design; however, I experienced much more difficulty than expected

in recruiting participants and ended up allowing practicalities of the mixed method design to take

priority over rigorous sampling methods. The reality of a heterogenous final sample somewhat

reduced design fidelity/adequacy (Tashakkori & Teddlie, 2009). Also the data collection method

used in the qualitative strand could have been stronger so as to enhance the study’s analytic

adequacy. For example, rather than using open-ended written responses, focus groups may have

led to richer qualitative responses. However, because my MMR design prioritized the
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quantitative strand, the use of a more convenient data collection method in the qualitative strand
largely aligned with the criterion of design consistency.

Interpretative rigour refers to “the degree to which credible interpretations have been made
on the basis of obtained results” (Tashakkori & Teddlie, 2009, p. 303). Overall, the interpretive
process undertaken in this dissertation adheres closely to all six criteria associated with
interpretive rigour. The one exception is that the interpretive agreement of the study has yet to be
established because the findings have not been formally reviewed. The dissertation defense is
the primary way that this will happen, as will peer review once I turn the study into a manuscript.
In anticipation of this process, I took several steps to try and maximize the likelihood of
interpretive agreement by not completing this process in isolation (Creswell & Plano Clark,
2011; Creswell, 2015) and instead actively discussing the interpretations with my research
laboratory and with my supervisor.

Directions for Future Research

The options for future research on this topic seem endless. However, I will explore four
pertinent areas that seem ripe for additional research. First, future research is needed to refine
and further validate the TQPQ. In particular, although the TQPQ was designed to prioritize
teachers’ voices it currently lacks an expert perspective. While teachers’ perspectives are clearly
represented in the scales, the perspective of the motivation research literature has not been
thoroughly integrated. An expert review of these developed scales (deVilliers, 2012) would
strengthen them and ultimately produce a measurement tool that balances teachers’ voices with
researchers needs. Following an expert review, a formal validation study of the developed
measure is needed. During this process other measures (e.g. PALS, Midgley et al. 2000) need to

be collected to provide evidence of construct validity (AERA, 2014).
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Second, it is important to explore how, why, and when teachers apply the organic practices
represented in this study. How do teachers’ prioritize creating safe environments and their
toolbox? How and for what purposes do teachers combine different practices? Are there certain
characteristics of students that influence the practices used? These questions seem most suitable
to qualitative research methods. Specifically, Urdan and Turner (2013) suggest that grounded
theory may be one approach particularly well suited better understanding teachers’ classroom
motivational practices. A grounded theory approach would allow the researcher to create a
theory to explain teachers’ application of motivational practices thereby giving priority to
teachers’ voices in terms of theory generation. I would also suggest that further MMR would
help contribute to understanding these “how” questions while at the same time allowing the
results to be transformed into quantitative tools that can meaningfully impact future research.

Third, it is important to understand how contextual variables influence the application of
these motivational practices. Some relevant contexts may include differences between
elementary and secondary school, between content areas, at the beginning versus the end of the
year, and in rural versus urban schools. I will elaborate on ideas specifically to investigate
differences between elementary and secondary school teachers because research to date suggests
differences in motivation in these contexts (Midgley, Anderman, & Hicks, 1995; Eccles &
Midgley, 1990). Quantitatively differences between the groups could be tested by examining the
mean differences between elementary and secondary teachers on the TQPQ. Qualitatively,
elementary and secondary school teachers could participate in focus groups or interviews about
their classroom motivation practices, and the themes that emerge from their participation could
then be compared. Using an MMR approach, the two previous studies could be combined, with

the quantitative data (e.g. teachers who differentially apply the categories of practices) providing
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the basis for the sample (e.g. elementary and secondary teachers in four groups — high or low on
each overall group of practices) in the qualitative portion. In turn, qualitative themes could then
be quantified and a joint display created to compare between elementary and secondary teachers’
endorsement of the themes and how they describe applying them. Similar methodological
procedures could be applied to consider the impact of the other contexts listed above.

Finally, there is additional theoretical work necessary in terms of thinking cross-
theoretically. Kaplan and Patrick (2016) advocate for using a “complexity science” (Waldrop,
1992) model to understand motivation in classroom. This approach would view motivation as a
complex phenomenon that is dynamic, interdependent with environment, and non-linear and the
authors call for “evaluating the characteristics of the phenomena among the particular
participants in the particular context at the particular time” (Kaplan & Patrick, 2016, p. 34).
Approaching motivation in this way would prioritize the viewpoints of all of those in the
motivational system, thus advocating for understanding motivation from a multisource
perspective. A complexity science approach would thus be interested in teacher responsiveness
to students as well as students’ agency in supporting their own motivation. I argue that MMR
would again be excellently poised to respond to the emergence of motivation as a complex
phenomenon.

Conclusion

In sum, it is important to continue advocating for and designing studies using a variety of
methodologies to better and more deeply understand the dynamics of not only what teachers do
to motivate students but how, why, and when teachers apply certain practices and not others.
This dissertation provides evidence for the importance of integrating cross-theoretical

perspectives about motivational practices and prioritizing teachers’ perspectives. Building on
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these results and recent advocacy in the literature, future research should focus on feasible,
practical, cross-theoretical motivational practices that are both accessible to teachers and
empirically supported. By balancing teachers’ perspectives with motivational theory, researchers
will then be able to best understand the gap between instructional practices and motivational
theory and the reasons for its existence. By better understanding and acknowledging the reasons
for this gap, I believe that researchers and teachers are best poised to move forward and dialogue

about how to meaningfully incorporate motivational principles into learning environments.
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Appendix B.
Qualitative Survey
Open-ended Questions

Take a few minutes and describe a motivated student
What do you do to motivate your students?

Where did you learn to motivate your students?
What are the top three threats to student motivation?

=

Demographic Questions:

Age:

Gender: Male/Female/Other

Ethnic/Cultural Heritage:

Years of Teaching Experience:

Province/State of Teaching:

Grade(s) Taught: K 12345678910 11 12 Other (please specify)

Major Teaching Areas: Math Science English/LA Phys Ed Music Social Studies
Technology Other (please specify)

Average number of students in your class:

9. Current Employment Status: Full-time, Part-time, On-Call, Unemployed, Other (please

specify)

Nk WD -

*®
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Appendix C.
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survey from the comfort of your own computer. The survey will be open August 12, 2013 to

October 31, 2013, and will take about 15 minutes or less to complete.

https://www.surveymonkey.com/s/F3J7ZMN

If you have any questions or concerns please contact me at radil@ualberta.ca

I want to thank-you for taking the time to support this research and for helping us to expand the
knowledge base about teachers’ current motivational practices!

Thanks again!

Amanda Radil, M.Ed

Graduate Research Assistant
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http://albertacentre4me.wordpress.com/
radil@ualberta.ca
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Dear Participant,
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currently using in the classroom concerning student motivation.

If you choose to take part in the study, you will complete an online survey of approximately 15
minutes that will ask you questions about your teaching strategies and their relationship to
student motivation. The survey results will be collated and analyzed; only the research team will
have access to the raw data collected in the project. Your name or any identifying information
will not appear in any reports of this research. All identifying information will be removed from
the data at the end of the term. The digital datafile will be kept indefinitely on password
protected computers.

Your participation in this project is completely voluntary. You are not obliged to answer any
specific questions even if participating in the study. You have the right to withdraw from
participation at any time. By clicking through to the next page, you are indicating your consent to
take part in the study.

Participants will be guaranteed confidentiality, and will not be identified by the researchers.
Because this project is completely anonymous, you will not be able to request that your data be
removed from the project. Other research personnel (e.g., graduate research assistants) will sign
a confidentiality agreement before working on this project. There may be risks to being in this
study that are not known. If we learn of any unanticipated risks during the research, we will
inform participants through our website at http:// albertacentre4me.wordpress.com as due to the
anonymous nature of the data, we are unable to contact participants directly.

The results from this study will help researchers and educators to better understand the
motivation practices of currently practicing teachers and help to inform future development of
measures and interventions. A summary of the results will be available at
http://albertacentre4me.wordpress.com/ at the conclusion of the study. The results from this
study will likely be presented at academic conferences, and published in research journals. We
may use the data we obtain from this study in future research, but this must first be approved by
a Research Ethics Board.

For further information about this project, you may contact the research team
(acme(@ualberta.ca) or call Dr. Jacqueline Leighton, Chair, Department of Educational
Psychology at 7804921163.
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The plan for this study has been reviewed for its adherence to ethical guidelines and approved by
the University of Alberta Research Ethics Board 2 (REB2). For questions regarding participant
rights and ethical conduct of research, contact the Research Ethics Office at 7804922615.

Your completion of this survey indicates your consent.

Thank you very much,

Dr. Lia Daniels

Department of Educational Psychology, University of Alberta
To contact the researchers, email: acme@ualberta.ca

*Disclaimer: please note that the data collected through the confidential online program “Survey
Monkey©” houses its’ data on servers located in the U.S. and is subject to review by U.S.
Federal Authorities under the U.S. Patriot Act (section 215 Access to Records).
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Participant Interview Letter of Introduction
Talking to Teachers about Motivating Students
November 2014
Dear Participant:

This letter introduces a research project entitled “Talking to Teachers about Motivating Students.” As a
currently practicing teacher, you are being asked to participate in this project to help us better understand
what strategies teachers are currently using in the classroom concerning student motivation.

The conversation about learning and education rarely touches explicitly on the idea of motivation. This is
something that teachers seem to be expected to know: how to motivate their students. Additionally, we
rarely talk in any depth about the quality of motivation in the classroom environment, which can have
huge effects on student outcomes, both short and long term. As a result, we think that it is important to
solicit teachers’ thoughts on motivating students and what this can look like in the classroom. We would
like to engage you in a discussion about what you do in your classroom to motivate your students and
where you have learned these practices.

If you choose to take part in the study, we request your participation in an interview of approximately one
(1) hour, to be conducted by a research assistant. We may ask you questions about student motivation,
your teaching practices, what works and what doesn’t and how your practices are related to student
motivation. After the interview, you will be provided with a summary of findings at which point your
feedback and any additional information you wish to share will be welcomed.

The interview will be audio-recorded; audio recordings will be transcribed. Y our participation is
voluntary. You may also withdraw your data from this project prior to December 31, 2014, without
penalty, simply by notifying the researchers. Only the researchers will have access to this information and
the analyzed data, to protect the rights, dignity, and welfare of all those who have agreed to participate. If
you should have any concerns at any time about the project you are urged to contact us at the information
listed below.

While there are no direct benefits to you for your participation, sharing your teaching experiences will
provide us with valuable information about on the ground teaching practices and help to inform our future
research. To reimburse you for your time, we will provide you with a $20 gift card.

The plan for this study has been reviewed for its adherence to ethical guidelines and approved by
Research Ethics Board 1 at the University of Alberta. For questions regarding participant rights and
ethical conduct of research, contract the Research Ethics Office at (780) 492-2615.

Please keep this description of our work together for your records. Thank you in advance for supporting
our exploration of teachers’ motivational practices in the classroom.

Sincerely,

Dr. Lia M. Daniels
Email :lia.daniels@ualberta.ca
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Consent of Interview Participants
“Talking to Teachers about Motivating Students”

e [ have read and retained a copy of the letter of information concerning the study “Talking
to Teachers about Motivating Students” project and agree to participate in the study. All
questions have been explained to my satisfaction. I am aware of the purpose and
procedures of this study.

e T understand that my participation will involve participation in an interview, to be
conducted by a research assistant.

e [ have been notified that participation is voluntary and that I may withdraw prior to
December 31, 2014 without any consequences to myself. I understand that all measures
to protect confidentiality will be taken with appropriate storage, access of data, and the
use of pseudonyms.

e Tunderstand that I will be provided with a summary of findings after the completion of
this research for my review and I will then have the opportunity to provide feedback. I
understand that the researchers may intend to present the findings of this study at a
conference, to publish results, and to inform future intervention design.

e [ am aware that [ can contact the research assistant, Amanda Radil, by email at
amanda.radil@ualberta.ca, if | have any questions about this project.

e [understand that the plan for this study has been reviewed for its adherence to ethical
guidelines and approved by Research Ethics Board 1 at the University of Alberta. For

questions regarding participant rights and ethical conduct of research, contact the
Research Ethics Office at (780) 492-2615.

e Please sign this copy of the consent form and return to the study team

I HAVE READ AND UNDERSTOOD THE LETTER OR INFORMATION AND THIS
CONSENT FORM, AND I AGREE TO PARTICIPATE IN THE STUDY.

Participant’s Name:

Signature:

Date:
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Appendix D.
Interview Protocol
Interviewer’s Guide

Interviewer’s Role

e The facilitator’s role is to moderate the discussion, to keep the conversation on track, to
probe when interviewees are talking, rather than engaging in question and answer, and to
ensure that all topics are covered in the available time.

e FEach key question has been written as a probe to spark discussion. Some key questions
have two or three questions within them. Read the whole of each key question. Then
repeat the first part if there are two or more parts. The second and third parts may
be repeated or used as a probe.

e Direct discussion toward concrete and specific accounts of participants’ experiences so that
the conversations elaborate on the detail and are not too general.

Facilitator’s Introductory Script—Please Read, Or “Ad Lib” The Ideas

Opening - [Interviewer introduces self.]

Please review your information letter and sign your consent form before we begin. Feel free to ask
if you have any questions.

Our research is aimed at exploring the practices that teachers use in their classrooms to motivate
their students. In this case, we want to hear from you about how you define a motivated student,
the practices that you use to motivate your students and what works and what doesn’t seem to
work.

Before we get underway, I just want to review with you the ground rules for our conversation
today:
e FEither you or I will steer the discussion to another topic if conversation becomes
unproductive.
e There are five main or key questions, so we will allow approximately 10 minutes for each
question.
e Just a quick reminder about confidentiality. As you know from the information letter, your
name will not be recorded in the write up. As well, in order to maintain privacy, please
speak in general terms about colleagues and do not refer to anyone by name. In addition, the
discussion from this interview is considered confidential.

Transition:

Let’s begin by asking you to introduce yourself by your first name. You may use a pseudonym if
you prefer.
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Key questions
1. What does the word “motivate” mean to you? How would you define it?
2. Can you share with us what you think of when you think of a motivated student?
a. What about an unmotivated student?
3. What are some of the things that you do in your classroom to try to motivate your
students?
a. What seems to work well?
b. What doesn’t seem to work well?
c. Do you notice any differences in which practices work for which students?

4. We’ve talked with teachers before about what they do to motivate their students and have
heard them talk about a few different general practices they use. We would like to
discuss each of these different areas and hear what you think about them and perhaps
how you use them in your classrooms.

Utility

Interest

Relationships

Rewards

Student Based Learning Strategies

Teacher Based Learning Strategies

Safe Environment

Effort

5. What additional supports, resources, and/or training might you be interested in seeking
out about how to motivate your students?

e N

Summary of Key Points

*The interviewer takes the last few minutes of the interview to summarize a few key points of the
conversation. This might include speaking just to one question, or briefly going over general
themes. The point here is to ensure participants’ feel accurately heard.
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Appendix E.
Qualitative Data Code Chart
Theme Code Definition What it is not Example
Relevance
1. Make outcomes Focus on future Focusing on highlight intrinsic motivators (sense of
salient outcomes with outcomes to the accomplishment, post-secondary
students exclusion of all else  opportunities, etc)
2. Make real world Meaningfully connect = Making superficial Let them know the importance of the
connections student learning to connections to assignment/information and how it relates
everyday life everyday life to their every-day or future lives
3. Point out relevance  Connect student Focusing on Make learning relevant to the students
learning to future outcomes; making
needs connections to
everyday life
Interest
4. Engage Facilitate student Having students attempt to create engaging activities which
interest in interact with spark student interest
activities/tasks material or each
others
5. Fun Create enjoyable Differentiating for learn about what they like and try to
activities/tasks students’ interests incorporate it into my program
6. Good attitude No negative bias Having having a general good attitude towards
towards students preconceived ideas students
about students
7. Model enthusiasm ~ Model enthusiasm for  Having a good Teach with energy and enthusiasm; Try
a subject/task for attitude and convey passion about subject matter.

students
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Theme Code Definition What it is not Example
Relationships
8. Accept emotions Allow students to Valuing certain talk openly about the fact that it's totally
express emotions in emotions above natural (desirable, even) to feel frustrated
the classroom others and uncomfortable during learning
9. Home/School Create a relationship Telling parents what develop a communication path between
partnership with students’ parents  to do teacher-student-parents
10. Interest in personal ~ Show an interest in Being involved in Take interest in their personal life
life students’ personal students’ lives
lives outside of school
11. Peer support Allow students to Having students I give students opportunities to share their
work with their peers ~ work with peers to learning with one another and with those
and learn from them make it easier for the outside the classroom
teacher
12. Personal Develop a genuine, Having a superficial Make personal connections with students
relationship/rapport  caring relationship relationship with
with students students
13. Validate Make students feel Belittling students Ensure [assure] them that their inquiry is
that their thoughts are ~ whose opinions always valid
important differ from the
majority
Rewards
14. Competition Create rivalry among  Rivalry that students it becomes a competition with others in the

students in the
classroom

create organically

class [the points system]
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Theme Code

Definition

What it is not

Example

15. Use of tokens

Award tokens to
students based on how
they act in class (e.g.
points, stickers)

Using a behavioural
plan for students
with EBD

I play my "10 points" game. At first
students don't know what is going on
(unless they have been in my class before).
When a student gives an insightful answer
in a class discussion, or answers a question
that no one else is able to, or makes an
insightful observation, I call out "10
points!" Students soon catch on and start to
ask if these points add up to anything or is
there any reward. I say no, just personal
satisfaction. Often the student who is not
engaged in class starts paying attention and
giving answers in hopes of gaining 10
points. It is obvious that it is an internal
reward for them because they often call out
proudly how many points they have now.
For some it becomes a competition with
others in the class and for some it is a case
of personal satisfaction.

16. Praise

Admiring students’
work/behaviour in
class

Unconditional
positive regard;
Acknowledging
effort or
improvement

I try to make learning fun and I try to
celebrate students' successes (big and
small...they vary for each student) as much
as I can. I often will make sure to tell the
student's parent as well. Then they get
double praise!
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Theme Code Definition What it is not Example
17. Reward with Compensating Acknowledging Reward success with recognition and calls

recognition

students who perform
where a teacher thinks
that they should with
extra attention

improvement or
effort

home

18. Use as an example

Pointing students out
as an example to
follow to their fellow
students based on their
work/behaviour

Acknowledging
students’
work/behaviour to
them individually

take time to point out instances of
motivated/hard-working behaviour in the
classroom

Goals

19. Attainable goals

Setting meaningful
and achievable goals

Setting easy to
achieve goals;

set challenging, yet attainable learning
goals

with students Setting goals
without considering
attainability
20. Create goals Setting goals with Working to Making and tracking goals , making both
students outcomes individual and class goals

Teaching Strategies

21. Choice

Provides meaningful
choice to students

Providing superficial
choices

Provide choice to students in what they
learn and how they show their learning

22. Differentiate

Providing different
work to students in the
same class based on
their current ability
level

Providing a variety
of tasks randomly;
giving additional
work to some
students

implement differentiated tasks
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Theme Code

Definition

What it is not

Example

23. Interactive activities

Providing students
with activities where
they directly interact
with materials and/or
each other

Providing interesting
tasks for students

try to offer as many hand-on activities as I
can; Construct interactive activities

24. Provide additional
material

Giving students extra
work or information as
they demonstrate
interest in topics

Giving extra work or
information

If a student makes a point about
something, I'll try to match it with research
or an article that furthers their
understanding about that point

25. Self-reflection

Encouraging students
to think about their
work/behaviour

Having students
think about their
thinking or how they
learn

self assessing current behaviors, work, and
results

26. Support students

Provide support for
students as necessary

Not allowing
students to try to
work on things
themselves

provide as much support as possible for
their assignments and exams

Student Self-Regulated Learning

27. Encourage higher
order
thinking/metacognit
ion/inquiry

Encouraging students
to think critically
about what they learn
and think about how
they learned it

Asking students to
respond to questions

Encourage students to look critically and
what are participating in

28. Support strengths

Knowing students’
strengths and helping
them express them

Knowing strengths

Support their interests/strengths
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Theme Code

Definition

What it is not

Example

29. Variety in teaching

Using a variety of
media and/or teaching
techniques

Providing extra
material; not being
purposeful about
choices made in
techniques

incorporate a variety of teaching methods,
including utilizing technology, small-group
learning, learning centres, and in-class
discussions; use tools like dvds, corny
youtube videos, and music to draw my
students in

Safe Environment

30. Encourage
questions

Creating an
environment where
students feel safe
asking questions

Asking students to
ask questions;
students do not ask
questions

students feel safe to ask questions

31. Safe place to make
mistakes

Creating an
environment where
students feel safe

Students feel unsafe
and do not take risks

creating a safe and empathetic environment
with students where they know it is ok to
make mistakes and take risks.

32. Decrease stress

Lowering the level of
distress in the

Accepting emotions

lower stress atmosphere seems to work in a
lot of different workplaces

classroom
Effort
33. Acknowledge Recognizing students’ Rewarding this encouragement and acknowledging their
accomplishments progress to date progress and accomplishments
34. Acknowledge Recognizing students” Rewarding this Point out improvement
improvement improvement to date

35. Encourage effort

Reassure students as
they attempt work that
may be difficult

Being focused on
the outcome(s) of
the attempts

Encourage their efforts
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Appendix F.
Transformed Qualitative Practices Questionnaire, with Verbatim Items Indicated
Instructions: Please consider each of the following classroom practices and indicate the extent to

which you agree or disagree with the use of each practice as a way to motivate your students.
There are no right or wrong answers; we are simply interested in your practices.

1 2 3 4 5 6 7
Strongly Disagree | Somewhat Neither Somewhat Agree Strongly
Disagree Disagree | Agree nor Agree Agree

Disagree

Scale To motivate my students I.... Verbatim
Teaching Strategies 1. Provide students with choice in learning goals X
Teaching Strategics 2. Provide students with options in how they

demonstrate their learning
Relevance 3. Focus on future outcomes with students

4. Explain the importance of what students are

Relevance .

learning
Relevance 5. Meanmgfqlly connect students’ learning to their X

everyday lives
Relevance 6. Make learning relevant to students X
Interest 7. Create activities that spark student interest X
Interest 8. Incorporate activities students enjoy into the

classroom
Interest 9. Demonstrate a good attitude towards students X
Interest 10. Teach with energy and enthusiasm X
Interest 11. Convey your passion for learning X
Relationships 12. Encqurag@ students to express a variety of

emotions in classroom
Relationships 13. Maintain a relationship with students’ parents
Relationships 14. Demonstrate an interest in students’ personal X

lives
Relationships 15. Encourage students to learn from their peers
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Scale To motivate my students I.... Verbatim
Relationships 16. Teach §tudents how to use cooperative learning

strategies
Relationships 17. Develop genuine, caring relationships with
students
Relationships 18. Vahdgte students’ inquiry, feelings and X
experiences
Rewards 19. Create competition among students in the X
classroom
Rewards 20. Use a points system with students X
21. Reward students who perform well with
Rewards .o :
additional attention
22. Point out students as examples to follow based
Rewards . . X
on their behaviour
23. Use students’ work as an example for their peers
Rewards
to follow
Goals 24, Se?t challenging, yet attainable learning goals X
with students
Goals 25. Set goals with students individually X
Goals 26. Set class-wide goals with my students X
Teachine Strategies 27. Provide varied work for my students based on
& & their ability level
Teaching Strategies 28. Offer opportunities for hands-on activities X
. . 29. Provide students with additional information
Teaching Strategies . . .
when they are interested in a topic
Student Self-Regulated 30. Encourage students to reflect on their work after
Learning it is complete
Student Self-Regulated 31. Encourage students to seek help and access
Learning support as needed
Student Self-Regulated 32. Encourage students to think critically about what X
Learning they learn
Teachi trategi
caching Strategies 33. Support students’ strengths X
Teachi trategi . .
caching Strategies 34. Incorporate a variety of teaching methods X
Teaching Strategies 35. Use multiple modalities in lessons
Safe Environment 36. Create an environment where students feel safe X

asking questions
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Scale To motivate my students I.... Verbatim
Safe Environment 37. Make sure students feel safe taking risks X
Safe Environment 38. Er}courage students to make and learn from their X
mistakes
. 39. Maintain a calm and relaxed classroom
Safe Environment .
environment
Safe Environment 40. Create a sense of community in the classroom
Effort 41. Recognize students’ progress X
Effort 42. Recognize students’ improvement X
Effort 43. Reassure students as they attempt work that may

be difficult
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Appendix G.
Quantitative Strand Recruitment and Information Letters.

We are currently recruiting practising teachers to complete an online research project and are
asking you to help us understand what you actually do to motivate the students in your
classroom. The empirical literature on motivational practices distinctly lacks teachers’
perspectives so we have spent the past two years interviewing teachers and creating a measure
containing the practices they tell us they use. Now we are looking for teachers to weigh in on the
practices they reported by completing an online questionnaire. As a token of our appreciation,
you can enter to win one of three $100 gift cards to Indigo.

The link for the survey is below. You will be asked to read a consent form and then complete the
survey from the comfort of your own computer. The survey will be open January 12, 2016 and
will close on April 15 2016. It will take about 15 minutes or less to complete.

https://www.surveymonkey.com/r/Teacher BeliefsandEmotions

If you have any questions or concerns please contact me at amanda.radil@ualberta.ca.

I want to thank you for taking the time to support this research and for helping us to expand the
knowledge base about teachers’ current thoughts, feelings, and practices about teaching!

Regards,

Amanda Radil, M.Ed

Graduate Research Assistant

Alberta Centre for Motivation and Emotion (ACME)
https://sites.google.com/a/ualberta.ca/acme/
amanda.radil@ualberta.ca
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Exploring Practicing Teachers’ Beliefs and Emotions about Teaching
Information/Consent Letter

Thank you very much for volunteering 10-15 minutes of your time today to complete our
online survey that addresses you as a person and teacher. We are requesting your consent to
participate in a research project entitled “Exploring Practicing Teachers’ Beliefs and
Emotions about Teaching”. The purpose of the research is to support several ongoing research
projects investigating teachers’ beliefs and practices about teaching, strategies for engaging
students in the classroom and beliefs about teaching as a profession.

You do not need to supply your name, school, or district. The survey results will be collated and
analyzed; only the research team (primary investigator and graduate research assistants) will
have access to the raw data collected in the project. Your participation in this project is
completely voluntary. You are not obliged to answer any specific questions even if participating
in the study. You have the right to withdraw from participation at any time prior to submitting
your data. Because this project is completely anonymous, you will not be able to request that
your data be removed from the project. By clicking through to the next page, you are indicating
your consent to take part in the study.

Participants will be guaranteed confidentiality, and will not be identified by the researchers.
There may be risks to being in this study that are not known. If we learn of any unanticipated
risks during the research, we will inform participants through our website at http://
albertacentre4me.wordpress.com as due to the anonymous nature of the data, we are unable to
contact participants directly. The raw data will be kept in a secured storage space for a minimum
of 5 years after the study is completed. The electronic data file will be retained indefinitely on
password protected computers.

The results from this study will be presented at academic conferences, and published in research
journals. For further information about this project, you may contact Lia Daniels, 780-492-4761,
lia.daniels(@ualberta.ca.

The plan for this study has been reviewed for its adherence to ethical guidelines and approved by
the University of Alberta Research Ethics Board (REB2). If you have any questions or concerns
regarding how this study is being conducted, you may contact the University of Alberta's
Research Ethics Office at 780-492-2615. This office has no affiliation with the study
investigators.

By answering this survey honestly and conscientiously you make an important contribution to
modern research on teachers’ experiences personally and in the classroom. By completing and
returning the survey during this convention you are consenting to having your survey data
included in our study.

Please note that the data collected through the confidential online program “Survey Monkey©”
houses its’ data on servers located in the U.S. and is subject to review by U.S. Federal
Authorities under the U.S. Patriot Act (section 215 Access to Records).
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The email addresses of each person who completes the survey and provides us their email
address will be entered into a draw for a $100 gift certificate to Chapter’s Book Store. This
method of providing a modest incentive is commonly used, has been approved by the
University of Alberta ethical review board in previous research, and was reviewed and is
funded by SSHRC.

You may also contact us for further information:
Dr. Lia Daniels, University of Alberta: lia.daniels@ualberta.ca
Amanda Radil, Graduate Research Assistant, amanda.radil@ualberta.ca
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