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Motivational beliefs values and goals

This chapter covers the latest research on motivation, beliefs, values and goals and focuses on developmental and educational psychology. The authors divide the chapter into four main sections: theories that focus on expectations of success (self-efficacy theory and control theory), theories that focus on the value of tasks (theories that
focus on intrinsic motivation, self-determination, flow, interest and goals), theories that integrate expectations and values (attribution theory, the expectation-value models of Eccles et al., Feather and Heckhausen, and self-worth theory) , Borkowski et al., Pintrich et al., and theories of motivation and will). The authors end the chapter with a
discussion on how theories of self-regulation and expectation-value models of motivation can be integrated and suggest new directions for future research. ▪ Abstract This chapter covers the latest research results on motivation, beliefs, values and goals and focuses on developmental and educational psychology. The authors divide the
chapter into four main sections: theories that focus on expectations of success (self-efficacy theory and control theory), theories that focus on the value of tasks (theories that focus on intrinsic motivation, self-determination, flow, interest and goals), theories that integrate expectations and values (attribution theory, the expectation-value
models of Eccles et al., Feather and Heckhausen, and self-worth theory) , Borkowski et al., Pintrich et al., and theories of motivation and will). The authors end the chapter with a discussion on how theories of self-regulation and expectation-value models of motivation can be integrated and suggest new directions for future research.
Bobby Hoffman, in Motivation for Learning and Performance, 2015Principles deals in this chapter:6.Motivational beliefs differ from motivational knowledge – knowledge comes from many sources. Beliefs can easily be misunderstood as knowledge. In order to verify that it is justified, it must be supported by objective evidence validated
according to an external standard.7.Motivational evidence can only answer certain questions – objective science cannot answer all questions, especially those based on personal beliefs. It should be ensured that no causal conclusions are drawn from most of the correlation evidence that is correlated.8.Motivation is related to learning and
performance, but causality is an insecurity – the methodological correlation and causality is crucial for understanding evidence of motivation. Correlation implies a relationship between two or more variables, while causality implies causality Reason that explains observed behavior.9.Motivation is subordinate to character and personality –
there are clear differences between the constructs of character, personality and motivation. Personality is characteristic and stable, character is socially derived, and motivation is temporary, and a function of situational factors.10.Motivation is the responsibility of managers and can be taught – teachers and leaders serve as appropriate
models to teach learners about motivation. Motivational education is not all-encompassing, as strategy use can be a function of beliefs.11.In theory, motivated behavior works on a continuum – understanding motivation requires the consideration that motivation is fluid and malleable. Two primary continuums are the Knowledge
Perspective of Reynolds et al. (1996) and The Organismic Integration Theory of Ryan and Deci (2000).12.Optimal motivation is achievable – flow and motivational efficiency perspectives suggest that an optimal set of beliefs, conditions and behaviors exists and can promote efficient, robust and predictable learning and performance
outcomes. Key terminology (in the order of the chapter presentation): False beliefs – the tendency of individuals to adopt convictions about motivational processes that are contrary to established scientific evidence. False enlightenment – a strong conviction that stands in contrast to existing objective evidence, which, despite evidence, is
extremely resistant to change. Knowledge comprises three important components: truth, faith, and evidence. Verifiable evidence supports the claim that knowledge is justified. Unjustified faith – a view that is not supported by objective evidence and cannot be consistently verified or replicated by others who do not represent the faith.
Wigfield , ... A. Mason-Singh, in Encyclopedia of Adolescence, 2011The responses of children to success and failure are likely to form the basis for the development of the various motivational beliefs, values and goals discussed in this article. Children between 21.2 and 31.2 years of age begin to show self-assessing, non-verbal
expressions after a successful or unsuccessful action. The earliest indicators of performance motivation are facial expressions of joy after success and sadness after failure. The experience of success (approx. 30 months) precedes the experience of failure (approx. 36 months). A few months later, after success and failure, children show
postural expressions of pride and shame. In competition with others, 3- and 4-year-old children show joy at first and sadness after losing. Only when they look at their competitors do they express pride and shame. Ruth Butler, in Advances in Child Development and Behavior, 2014Much research on motivation in educational institutions
was led by the simple suggestion that students' motivational beliefs, strategies, and outcomes depend crucially on their constructions of school work goals or purposes, on the type of success they value, and thus on what they want to achieve. If boys are more focused on proof and girls are more focused on improving, are they also
inclined to achieve appropriate performance approaches and championship goals? Researchers did not always test for gender differences. When they did, girls typically supported master goals more than boys and boys who scored higher in performance goals (e..B. Dupeyrat et al., 2011; Marsh, Craven, Hinkley, &amp; Debus, 2003;
Meece &amp; Holt. Remember that because women score higher on test anxiety, Atkinson concluded that they are more motivated to avoid failure. However, studies have not shown a consistent gender gap in performance avoidance goals. For example, boys tend to prove themselves and girls to try to learn and improve both in their
performance-based judgments and strategies, as well as in the goals they pursue in the classroom. Achievement goals and gender have similar influences on motivational beliefs and performance-related strategies. The presentation of an activity as an opportunity to develop competence (Mastery Goal Condition), evoked motifs for both
self-improvement and a veridical self-assessment. The presentation of the task as a test for an estimated ability (performance target condition) evoked self-increasing motivation and self-serving information-seeking prejudices (Butler, 2000). conditions of competition that promote performance targets increased self-interest bias (Campbell
&amp; Sedikides, 1999). Similar parallels have emerged for other academic management and defense strategies. For example, day and contexts orient students to ask for the help they need in school work, because they evoke positive perceptions of seeking help as an adaptive learning strategy. Performance goals and contexts invite
people to build help that seeks as a threatening admission of inadequate skills, and align students to avoid unsurpassed offers of help and increase the likelihood of them cheating instead (Butler, 2006). From primary to college, more girls seek help when they have difficulties with their school work, while more boys cheat (Butler, 1998b;
Newstead &amp; Armstead, 1996; Ryan, Gheen, &amp; Midgley. Self-disability is more common among students who prioritize performance over mastery goals (Urdan &amp; Midgley, 2001); as I have already noted, young self-handicap more than girls. Ming-Te Wang, Jamie Amemiya, in Handbook of Student Engagement Interventions,
2019An increasing body of has shown that short, school-based psychosocial interventions can change students' motivational beliefs, which can improve students' engagement and performance. In this chapter, we integrate three related but separate psychosocial interventions that change students' thinking, feelings, and beliefs about how
they think about stressors, interact with others, and succeed in school and beyond, including (1) famous scientists and stories, (2) the affiliation to thinking interventions and (3) growth thinking. We first examine the theoretical basis and empirical evidence of why these specific intervention approaches are well suited for intervention to
promote student engagement after the transition to secondary school. We then introduce a new mentality intervention model that integrates the most important components of these three well-validated psychosocial interventions. Finally, we describe the development and implementation of this integrated mindset of intervention and
conclude with a discussion on the impact. Bobby Hoffman, in Motivation for Learning and Performance, 2015Individuals may not realize or understand the rationale for their own actions. The implicit nature of many motivational beliefs obscures the individual from making accurate and definitive assessments of the self or clearly
understanding who the true self is. Without proof of criteria, individuals often resort to social comparisons by parallelizing themselves with meaningful other or normative standards. Once personal benchmarks are defined, individuals perform introspective self-assessments and assess the consistency between their slain and desired self.
Positive judgments generate satisfaction, increased self-esteem and escalating self-esteem, while negative discrepancies promote disillusionment and anxiety, as individuals struggle to understand their relationship value and assess their comparative self-esteem. The presence of others is a powerful motive that leads individuals to exhibit
different behaviors in public than in private, based on who is watching, the intensity of personal beliefs, normative expectations, and the kind of impressions we want to make. Social influence determines whether we adhere to society or not obey, participate, or withdraw, reciprocate, or commit, and when and why we are willing to engage
in prosocial behavior to serve and work with others. Sometimes we help to satisfy our own selfish needs, motivated by the pursuit of creating positive impressions Self-worth emotional development. Other times we volunteer in the name of altruism, motivated by empathetic concern and a genuine unsolicited desire to satisfy the needs of
others before we satisfy our own. Perceptions of competence trump all self-beliefs and are perhaps the strongest motive of all. Individuals will use radical SHS, such as procrastinating and setting impossible targets as subterfuge subterfuge To maintain positive self-esteem, to make others believe that our personal misfortune is the
inevitable consequences of our efforts, but only circumstantial evidence that has nothing to do with who we are or what we may want to be. Ronald A. Beghetto, Maciej Karwowski, in The Creative Self, 2017There are many individual and sociocultural factors that can influence self-beliefs. Previous work provided useful insights into
potential correlations – from personality traits, motivational beliefs to environmental support (Beghetto, 2006; Karwowski, 2011, 2015; Tierney &amp; Farmer, 2002) on creative activity and performance (Silvia, Wigert, Reiter-Palmon, &amp; Kaufman, 2012). Previous work has provided important insights that can be further developed and
further tested on the basis of the recommendations we are proposing here. Ideally, researchers should use methods that combine more dynamic quantitative measurements (e.B. experience sampling methods; Silvia et al., 2014) with in-depth, process-immersive qualitative studies (Gléveanu, 2015) to better understand the dynamics of
creative self-beliefs. This includes developing research programs that allow researchers to study more micro-level features of creative beliefs, such as.B. studying how specific characteristics of the sociopsychological and material characteristics of a performance setting dynamically influence creative self-beliefs (Beghetto, 2017). This
includes the development of longitudinal studies that allow researchers to take a broader view and explore how creative beliefs develop and shape their own CI. Such efforts are ambitious and resource-intensive, but they can make a major contribution to clarifying the diverse role that self-beliefs play in influencing creative thinking,
behavior, and identity.B.J. Zimmerman, in International Encyclopedia of the Social &amp; Behavioral Sciences, 2001To better explain the sequential cognitive and behavioral aspects of self-regulation, Zimmerman (1998) developed a three-phase, cyclical self-regulation model. Preliminary phase processes anticipate learning efforts and
include self-motivating beliefs such as self-efficacy. Performance phase processes aim to optimize learning effort and include the use of imagery, self-verbalization, and self-observation. Self-reflection processes follow efforts to learn and understand the personal implications of results. This includes self-judgment processes such as
attributions and self-reaction processes such as complacency, defensiveness or adaptation. These self-reactions are suspected to avoid thought processes in relation to future performance efforts. Children are also expected to have stronger cyclical links between these self-regulatory processes when they develop skills in an area of
functioning. Schunk and Zimmerman (1997) identified four consecutive social learning levels related to a specific ability, such as z.B. writing or golf. A first level, observational learning, occurs when a learner induces the main characteristics of skills or strategies (for complex skills) from learning or running a model, while a second level,
emulative learning, is achieved when a learner's motor performance approaches the general strategic form of a model. Emulative accuracy can be further improved if a model performs a teaching role and provides guidance, feedback, and social enhancement during performance efforts. A third level, self-directed learning, is achieved
when a learner masters the use of a skill or strategy in a structured environment outside the presence of a model by relying on a previously abstracted standard from the performance of a model. A fourth level, self-regulated learning, is achieved when learners can systematically adapt their performance to changing personal and
contextual conditions without reference to a model. It is not assumed that this is a stage model; Thus, learners do not have to advance through the four levels in order or that the highest degree of self-regulation is continuously applied regardless of motivation or context. Rather, it is assumed that students who master skills or under-
qualifications (for complex tasks) after this social learning sequence have greater motivation and performance than students who use self-discovery methods. This multi-stage formulation integrates the results of modelling research with those of self-regulatory research into a sequential model of child socialization.M. Boekaerts, in
International Encyclopedia of the Social &amp; Behavioral Sciences, 2001Traditionally, motivation was measured as a personality trait, which means that it was equated with relatively stable beliefs, which are important reasons for action. This motivational approach led to the development of trait questionnaires that measure students'
propensity to act as a permanent feature, and categorized them into one of the two opposite categories, such as intrinsically motivated vs. extrinsically motivated students, success-oriented students vs. error-oriented students, self-centered students vs. task-oriented students. Several authors warned against generalizations based on
dispositional motivational traits and warned against the use of favorable and unfavorable traits for learning. Pintrich and Garcia (1991), for example, have proved that it is wrong to claim that extrinsic motivation is an unfavorable characteristic for all students These authors observed that the relationship between intrinsic motivation and the
use of a deep processing style was only evident in those students who scored for extrinsic motivation. Extrinsic motivation also showed a positive association with deep levels of processing, but this relationship only among students who had little intrinsic motivation. It is important to recognize that the characteristic approach of motivation
describes general pathways of commitment based on lasting motivational traits, ignoring the fact that students may tend to respond to certain areas of knowledge (e.B. mathematics, science, language learning) in a certain way on the basis of their theory of mind and self. In the terminology of Cantor et al. (1986), students form
subcategories of the self, which relate to different areas. Higgins (1987) spoke of similar motivational units that contrasted the actual self with the ideal self and the verought self. These different aspects of the self are considered self-policy standards or acquired self-leaders. A subset of students' self-theory, namely their motivational
beliefs (e.B. self-efficacy beliefs, values, expectations, desires), is activated when they are confronted with tasks, learning activities or specific courses and interact with these concrete aspects of reality (e.B. mathematics as a subject), thereby giving meaning and value to all learning activities that are part of this domain (Boekaerts 1996).
It is clear that pupils' motivational beliefs about the different disciplines taught in the school and certain leisure activities at the beginning of primary school may be rather weak. However, these beliefs grow steadily as students realize that different academic subjects and leisure activities have their own structure, rules, and standards. Once
established, domain-specific motivational beliefs lead to domain-specific motivation alders or domain-specific engagement paths. Although it is feasible for a positive propensity to do homework to be translated into a domain-specific motivation to do homework for mathematics, there is no guarantee that students will form a domain-specific
commitment path. This will depend on the unique way in which they have mentally represented this field, especially in terms of motivational beliefs. Similarly, it is not certain that students who have favorable domain-specific motivational beliefs will always show this behavior in a given situation. In fact, domain-specific motivational beliefs
that are activated from memory interact with current learning opportunities, leading to situation-specific motivational beliefs or assessments. In other words, students who are invited to invest efforts in a particular mathematical problem-solving activity can Translate needs, expectations and wishes into concrete behavioural intentions or not.
Behavioral intentions generated in the situation are called target intentions. They reflect the individual's decision to use his or her personal resources to achieve the goal. In learning situations, these objectives are are referred to as learning intentions because they denote the intentions of pupils to participate in a particular learning activity
under certain local conditions (context-specific commitment pathways). It should be noted that the motivation of the students can only be studied as a istic state of the learner if the students are invited to observe the unique characteristics of a current situation; only then will their unique cognitions and feelings appear and reveal context-
sensitive or insensitive behavior. The experience sampling method makes it possible to record such students according to situational transactions, while the students actually participate in unfolding learning episodes. Boekaerts (1999), Krapp (1999), Vermeer et al. (2000) and Volet (1997) investigated the effects of situational factors on
student motivation in concrete learning situations. Preliminary evidence points to intraindividual and gender differences in assessments and target intentions. To sum up, regularity in the behaviour of students defined in terms of stable motivational traits should not be confused with the tendency of a) students to react favorably or
unfavourably in relation to a field of study, and (b) with their sensitivity considering local circumstances. The distinction between inclination, tendency and sensitivity allows researchers to describe the timeframe of different commitment paths. Both domain-specific motivation and situation-specific motivation can be considered as explicit
behavioral intentions. However, only the motivation measured at the lower level (in the situation) is a conscious decision to initiate a particular task or activity, because it is based on the assessment (a) of the learning situation by a student taking into account the local context and (b) competing tendencies.C.A. Wolters, S.A. Mueller, in the
International Encyclopedia of Education (Third Edition), 2010 , which determine or influence whether students make motivating regulation is important for both their theoretical and practical implications. In line with views on self-regulation and will in general (Boekaerts and Corno, 2005; Pintrich, 2004), motivational regulation is probably a
function of both stable individual differences between students and more situational influences in the pedagogical context and in the broader environmental context. Recent work in this area also argues that all aspects of self-regulation, including motivational regulation, are and cultural interactions/influences. In this section, we briefly
identify factors from each of these areas that have been discussed as possible influences on student motivational regulation. Individual differences between students, including aspects of their cognitive development, personality, gender, and ethnic identity, can affect the extent to which they regulate their motivation. Regulate. Research



suggests that forms of motivational regulation can arise at a very young age. Children as young as 3 use strategies to creatively modify academic tasks to regulate their motivation, and even before they reach school age, there is evidence that children use strategies to block distractions to perform tasks (Corno, 1994; Metcalfe and
Mischel, 1999). Nevertheless, as existing research on metacognition and self-regulated learning suggests, the most sophisticated forms of motivational regulation can only develop during puberty. In addition, students who are more conscientious or identify better with a good school leaving certificate may be more inclined to regulate their
motivation for academic tasks. Another decisive factor in students' efforts to regulate their motivation is probably the motivating beliefs and attitudes they bring to a particular situation or task. Previous work on the more cognitive aspects of self-regulated learning has found that motivation influences students' use of metacognitive regulatory
strategies. Since motivational regulation is a similar expression of self-government, it follows that students who have more adaptive motivational beliefs would be more likely to use motivational regulatory strategies than students who have less adaptive motivational beliefs (Boekaerts, 1996; Corno. The view that motivation can be both the
cause and the result of student regulatory processing is consistent with the view of self-regulated learning as a complex, iterative process. In addition, previous research provides some evidence of this additional link between motivation and motivational regulation. Wolters and Rosenthal (2000), for example, found that students who
viewed the material they had learned as more important or useful, or focused on master goals, tended to report greater use of motivational regulatory strategies. In the same study, however, self-efficacy was not an important predictor of student motivational regulation. Therefore, a more complete understanding of these relationships
remains an important objective for future research. Situational factors, in particular the teaching environment, may also have a strong impact on pupils' motivational regulation. For example, teachers can structure their classrooms to promote motivational regulation strategies by giving students time to reflect, the autonomy required to
control aspects of the task, and by giving students time to think. provide students with the opportunity to observe models of this process. In addition, parents can promote the different facets of motivational regulation through modelling and self-government opportunities and other parenting practices. Students can be trained through more
direct interventions to use motivational regulation strategies, such as other forms of will and self-regulation. Broader Processes can also be seen as an important influence on the development of motivational regulation. Thus Jarvela and Volet (2004) describe motivation as a dual psychological-social phenomenon, because it involves the
development of individual skills through joint, social or interactive processes. Others have argued that motivational regulation and other similar processes are best conceived using the term co-regulation because they grow out of the framework, intersubjective, and cultural support provided by social interactions (McCaslin et al., 2006).
Overall, these views emphasize that the knowledge, beliefs, attitudes, and skills that individuals need to regulate their motivation arise from shared, dynamic and socially supported experiences in culturally significant contexts. Meghan M. Burke, in International Review of Research in Developmental Disabilities, 2012Although parental
involvement refers to improving the performance and well-being of the students themselves (Jeynes, 2003; Henderson &amp; Mapp, 2002; Hill &amp; Craft, 2003; Xu &amp; Corno, 2003), the reasons why parents are motivated to get involved (or uninvolved) remain more difficult. Hoover-Demspey and colleagues (1995, 1997, 2005)
developed a model to explain motivating factors for parental involvement, how parents choose their type of participation and how parental involvement affects students' academic performance. Your model relates to three factors: (1) parental motivational beliefs; (2) Perceptions of invitations to participation by parents; and (3) Context
variables for personal life. Parents motivational beliefs include parental role construction and parent self-efficacy. Parental role building refers to parents' views of their role in the educational process (Hoover-Dempsey, Bassler, &amp; Baron 1995; Hoover-Dempsey et al., 2005). For example, some parents feel compelled to be equal
partners in the education of their children. Conversely, other parents prefer more passive pedagogical roles that place responsibility directly on the school. The self-efficacy of parents refers to the idea that if parents act in a certain way, they will enable their children to achieve the desired results (Bandura, 1997). Parents therefore feel that
their children are performing better academically when they attend school events or help with homework. In addition to the motivations of the parents, the involvement of the parents also refers to the perception of invitations to participation by the parents. Invitations can be general, a specific teacher, or a specific child. School invitations
manifest themselves in the form of inviting school atmospheres and responsive school practices (Griffith, 1998). Specific teacher invitations refer to teachers who contact parents; these invitations are more personal and show parents that the teacher appreciates parental input (Adams &amp; Christenson, 2000). Finally, certain specific
refer to invitations personalized for a specific child. Depending on the context, invitations can help or hinder parental involvement. Finally, contextual variables of parental life, especially parental skills and knowledge, also affect parental participation. A parent who is more than familiar with a particular content area (e.B. social studies) is
more likely to help in this content area. If schools offer parents the opportunity to get involved in areas where parents feel competent and knowledgeable, then parental involvement will increase. Parental involvement also refers to the parent's time and energy for participation, which may relate to the parent's other family responsibilities
and/or employment obligations (Hoover-Dempsey et al., 1995). For example, if a parent has an inflexible or demanding job, parental involvement may be less likely. Probably.
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