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Abstract

Are modern-day schools in a state of crisis because students have lost their desire (or motivation) to learn? More specifically, is lack of interest in learning even a modern or post-modern problem? Not according to Ohio State professor Jack Frymier, who proposed—in 1970—“helping children acquire knowledge hardly means anything unless they value knowledge first” (“Motivation: Mainspring and Gyroscope,” p. 25). Even then, researchers considered measuring the “intensity of engagement” or “likeliness of performance” a “slippery, difficult to pin down, unfortunate blind spot in education” (Frymier, p. 24). It is better said that today’s educators and stakeholders are disturbed because their modern society, so advanced in technology and communications, falters when it comes to inspiring children to learn basic skills for those very trades. “Confirmation Affects Motivation” suggests that the cure to academic apathy lies in the hands of educators, nestled in their willingness to intentionally stir the embers of students’ efforts. Without this stirring, generations will perpetuate academic disinterests; and then, schools will move from crisis to combustion.

Confirmation Affects Motivation? 
Before any discussion of how teacher confirmation and student motivation are directly related, it is important to understand a) what confirmation is or can be, b) what motivation is or can be and c) the kinds of performances worthy of confirming behaviors. Confirmation in this instance has to do with teachers extrinsically recognizing, affirming and rewarding students (tangibly or intangibly) for excellent work. Motivation, though simply defined by Merriam-Webster as a “driving force” (2009), has to do with students’ inspiration to begin work and their interest in successfully completing the work, both of which directly influence the amount and quality of effort presented when completing tasks. 


Defining the kinds of performances worthy of confirmation is not so simple. An attitude of excellence—dedication, punctuality, endurance and reliability—can be generically assessed, but the excellence of a product is determined by the standards of its market. In other words, Composition classes require one kind of product; Journalism classes require another kind of product; Math classes require yet another kind of product and so on. It can be said, then, that the skillful practitioners in each academic discipline must come to a consensus about what an excellent product is in each subject area.


What does all of this have to do with teachers and students and motivation? Sadly, if there is no consensual standard of performance supported by a ready mode of appropriate reward for meeting goals, the students will never be motivated to continue attending classes and completing more challenging tasks in schools. Marzano, Pickering and Pollock (2001) agree: “Students must be able to explicitly see the connection between effort and achievement; they must know that effort is the most important factor in achievement; it cannot be assumed that all students are aware of this relationship” (Classroom Instruction that Works, p. 50-51).


Accordingly, an examination of confirmation’s affect on motivating students to work must include these questions: 

1) Is there a common standard that defines what competent performance is in all of our classrooms? 
2) Are students who demonstrate competencies being rewarded or punished for mastering skills? (E.g., punishment: boredom, isolation, inactivity, disengagement)
3) Is there a school culture that lauds and supports skill competency? 

4) What is the root motivator for students who already demonstrate academic competency?

The examination of these questions took place in a mixed-methods, action research environment where nominal groups and refereed original instruments were used to gather pertinent information. 

The Current State of Affairs

The research site for this project is much like schools all over the US. I asked 40 students in English II, Composition II, Drama and Speech courses why test scores were low in our school. Only three of them cited deficiencies in student understanding or skills. The other 37 students (93%) suggested that most students are just A) not concerned with school performance, B) overly concerned with other, less important things or C) lazy and disinterested. Even after I played the Devil’s advocate and proposed some other reasons for poor test results (not being sure how to learn, comprehension), student answers continued to persist in the first direction. Children and teachers agree; the students simply do not see the reason for investing valuable energies into schoolwork.

Education Week received similar results when they conducted a poll via electronic ballot just two years ago (“Motivation Matters,” 2007). According to then managing editor Kevin Bushweller, “495 people responded when readers were asked to agree or disagree with this statement: ‘Most high school students are not motivated to do their best;’ 80% (399) of the respondents agreed” (par. 4). The students are right and the professional body agrees with them.

Does This Mean Confirmation Is The Answer? 

There is research that already supports the direct relationship between the rise in reward and the rise in motivated subjects. The literature stretches as far back as Burrhus Frederick Skinner’s Behaviorism (1953). He asserted that “any condition which can be shown to have an effect on human behavior must be considered;” and furthermore, “by analyzing those causes and using them to predict behavior, we can manipulate those causes and thus control resulting behavior” (p. 1).  What causes an uptick in student performance? 

Richard Bowman’s  “How Students Can Be Motivated” (2007) answers that question with one word: “pride” (p. 82). He further asserts that “successful teachers spontaneously instill pride in students daily by getting students to anticipate the pride that will result when their achievements mirror class and societal expectations” (p. 82). Then, says Bowman, “effective teachers learn to use both intrinsic and extrinsic rewards in personal, thoughtful and complementary ways to heighten students’ engagement” (p. 83).  What is the pattern there? In Bowman’s equation, standard of performance + confirmation of met standard  = increase in performance; standard + confirmation = drive (motivation). The intangible reward is “the pride;” other tangible rewards may or may not be added depending on the students’ needs and interests. 

Schallert, Reed and Turner’s “Interplay of Aspirations, Enjoyment and Work Habits…” (2004) suggests that a delicate balance between volition (the will to work) and deep involvement leads to enjoyment of a task and thus motivation to continue doing it. In some instances, Schallert, Reed and Turner say “sheer volition—a student’s self-control and willingness to complete a task regardless of interest—must carry a child through the beginning of a task before any joyful involvement can take place” (p. 1720-1721). What does that mean? That means that sometimes, before our students begin to enjoy the tasks at hand—regardless of how well they are designed—they may have to struggle through getting started on the work because of what Schallert, Reed and Turner call “initial reluctance” (p. 1721). 

What is it that grants students the determination to begin—and later complete—tasks that they first dread? Schallert, Reed and Turner give “explicit messages about work and cultural examples and models” credit for teaching these work habits (p. 1723). From these sources, students learn that if they put forth the necessary work in the beginning, a certain reward will be attained. The equation is thus very similar. A standard of work + an expectation of reward for completion of that standard = drive (motivation). Yes, even the expectation of a later reward (family pride, future financial stability, etc.) affects the drive exhibited by students.  

Fred Newmann’s “Student Engagement and High School Reform” (1989) states, “student engagement depends on five major factors: need for competence, extrinsic reward, intrinsic interest, social support and sense of ownership” (p. 34). Newman further contends that students must know they are “getting it right,” an understanding that ties into feelings of competence, intrinsic interest and ownership (p. 35). When these five factors are satisfies in pupils’ lives, then—says Newman—student engagement will improve markedly.

Meeting these five needs is not impossible; it can be done through teacher confirmation. When students are provided with a standard of excellence—a clear idea of the results expected at the end of their efforts—they are immediately acquainted with what competent performance looks like, which gives them an inroads for working toward a competent product. When students know they can be successful, that raises their intrinsic interest, which in turn encourages the child to own their performance or do their best work. Later, when the task is completed successfully, the teacher’s acknowledgement of the child’s success is both socially supportive and extrinsically rewarding. Newmann’s five factors are simply fractions of the variables in the original equation for an increase of motivation: standard of performance (fulfills need for competence(intrinsic interest( ownership) + confirmation (social support, extrinsic reward) = drive (motivation).  

Alan Goodboy and Scott Myers wrote “The Effect of Teacher Confirmation on Student Communication and Learning Outcomes” (2008), which includes a quantitative study that examines how manipulation of the confirmation variable affects students’ engagement. Here is what they found: “Students reported higher levels of cognitive learning, affective learning, motivation and student satisfaction in confirming scenarios” (p. 15). Goodboy and Myers not only support the idea that confirmation improves motivation; their study claims that learning itself is improved when the instructor confirms student performance more often.  

 Kathleen Ellis (2004) asked a question very similar to Goodboy and Myers’ in her study, “The Impact of Perceived Teacher Confirmation on Receiver Apprehension, Motivation and Learning.” Her second study questioned, “What are the relationships, direct and indirect, among perceived teacher confirmation behavior, state receiver apprehension, state motivation to learn, affective learning and cognitive learning” (p. 10). In the end, Ellis found “there is an inverse relationship between perceived teacher confirmation and state receiver apprehension” (p. 9). In other words, the higher the level of teacher confirmation in the classroom, the lesser students’ apprehensions were during performance. 

Also, Ellis states that “all confirmation behaviors evoke a high degree of confirmation feelings in students” and “that by reducing students’ apprehension, teacher confirmation positively influences the motivation to learn, affective learning and cognitive learning” (p. 16). Again, via simple confirming actions from the instructor, students become more competent and more involved in their work, which leads to a greater willingness to keep working.    

An unlikely support for the idea that confirmation affects motivation can be found in the leadership series The Fred Factor (2004), which focuses on teachers of all kinds being and producing efficient, strong, world-changing pupils. In this text, author Mark Sanborn maintains that if any teacher or leader wants to see his team develop into an extraordinary working unit, he must understand a truth that Dr. Michael LeBoeuf first taught: that we “get the behavior that we reward” (p. 81).  Sanborn further explains, “when people don’t see much meaning in what they do, they do not bring much value to what they do” (p. 83) and people must know that “taking chances to do the right thing will be [properly] acknowledged, not punished” (p. 84). 

The Sanborn text closes a full circle in its perfectly Behaviorist assumption: rewards can be used to alter (or encourage) the behaviors of subjects, of willful beings, of people, of otherwise disinterested, unmotivated students. And, what is even more interesting is that a trip back to 1970 will tell us that “motivation is a value in part, and since values are belief systems that are taught, in a like manner, motivation is learned and can be taught [demonstrated]” (Frymier, p. 25). This study simply suggests that such a teaching of drive, of desire, of interest, comes through the confirming acts of instructors. 

How Was This Study Conducted?

Four weeks were devoted to observing classes, completing formal teacher and student interviews, conducting informal student and teacher interviews and analyzing data. Six different kinds of data were collected.  

· Action Research Confirmation Charts were used to log the numbers of focused student interactions, confirming teacher behaviors and references to the standard of excellence expected from students in set observation periods. 

· A Root Cause Open-Ended Survey was used to acquire teachers’ thoughts on what drives students to perform and how they thought instructors were involved in the motivating process. 

· A Semantic Differential Survey on Students and Rewards was used to ascertain teachers’ beliefs about the role of confirming behaviors in the classroom. 

· An Open-Ended Student Survey, Big Changes was used to determine the root cause for some students’ choice to make improvements in their classes. This was an individual student interview that required parent permission for completion.

· An Open-Ended Student Survey, Why Do You Work So Hard? was used to determine the root cause for some students’ choice to maintain high-level performance in all courses. This was an individual student interview that required parent permission for completion.

· Anecdotal Notes from informal conversations and classroom discussions were also used to support the hypotheses presented.
With regard to participants, six students agreed to (with parent permission) grant individual interviews regarding their personal academic choices. Forty students took part in anecdotal discussions about the research questions, which totals forty-six students. Eight teachers completed written surveys (open-ended and semantic differential); five other teachers took part in informal discussions about the research questions, which totals thirteen teachers in participation. Two classes were observed and documented using confirmation charts.

Instead of beginning with survey instruments and written assessments of students’ and teachers’ thoughts, I opened this study with a series of informal, unannounced discussions about motivation in regular classes. This proved to be beneficial because I asked forty children the same question, “Why do you choose to work harder in some classes than in others?” Of the forty, only two responded relatively quickly; the rest had to think about the question and search their own thoughts and behaviors for an understanding of the proper answer. 

It is worth noting that I did not ask the students the specific research questions; I only asked that generic question. Of the forty, only two children answered, “It depends on how I feel that day.” This is the response teachers expect to hear. Another two children answered, “It depends on if I actually understand the work.” A massive thirty-six students answered, “It depends on the teacher.” When I asked them what that meant, one child spoke up and said, “It depends on how serious the teacher is, what he expects me to do.” The others nodded in agreement.  

In a similar fashion, I attended department meetings and lunch discussions with teachers who typically use their break periods to discuss school issues. Of the fourteen teachers involved, every one believed motivation was a problem in their classes. One teacher went as far as to say if we cannot find a way to move the students, to engaged them in learning, we will soon loose them all to simplified, test-focused, technical coursework instead of academically challenging core courses. We all agreed that ability was one problem, but vocal and apparent disinterest in applying any effort to the learning process was cited as students’ primary obstacle in school.

I formally observed two classes; one whose teacher is known for high productivity and another whose teacher typically reports low student productivity. In each class, I devoted ten minutes to marking down every instance of: focused student interaction with the teacher, confirming teacher behavior, confirming peer behavior and reference to the standard of the work expected. Neither observation was announced; the school has an open observation policy. 

In the highly productive class, the teacher engaged random students in focused interaction a total of fourteen times. Six of those interactions were confirming statements congratulating successful performance according to prior instructions. The peers were too busy to talk to each other; every child was engaged in some kind of functioning task. And, what were more impressive were the teachers’ whopping seventeen references to the standard of work expected. All of this happened in ten minutes, from 1:49 to 1:59 on a Friday afternoon. 

In the class where the teacher often complains of low productivity, in ten minutes of observation there were only five focused interactions. There were no confirming teacher behaviors, but there were also no opportunities presented for confirmation; more time was spent reprimanding the students for inappropriate behaviors. There were no confirming peer actions amongst the students, and there were no references to the standard of work expected from the children. All in all, ninety minutes of this would prove discouraging and difficult for any teacher (and any student for that matter). This observation also took place on a Friday, from 2:10 to 2:20. 

Three teachers completed formal surveys examining the root cause of student motivation. None of them received research questions or hypotheses and there were three open-ended questions provided. When asked, “What exactly drives a child to commit himself to your classwork,” one teacher replied, “The child knows they will receive a grade.” The other replied, “The child does not want to let me down because she knows that I am going to encourage her; she is glad someone believes she is capable.” The third said, “Many of them do not want to fail; they work knowing they will receive a passing grade.”

When asked, “Are you, as an instructor who provides confirmation and correction, a pivotal part of that motivation,” one teacher replied, “Yes; students desire confirmation and approval from adult they respect and admire; when they have this, there is no end to what they will attempt.” Another teacher said, “Absolutely; confirmation and correction encourage student to do well and keep trying.” The last instructor said, “Yes; I try to provide opportunities for [students] to correct errors and when they are successful, I commend them in front of the class to tell them how successful they are.”

Lastly, all teachers were asked, “How can we develop the attitude of confirmation in our courses.” The first instructor answered, “Reward works best. I want for an instant when the student answers a question that stumps everyone else, then I reward them; or, I display students’ work so others can see what they can do, even if the work is not excellent.” The second instructor said, “Use positive reinforcement, continuous reinforcement and constant feedback.” The last teacher honestly admitted, “I don’t know.” 

Five teachers took the semantic differential survey on students and rewards. The results were as follows: 

Table 1: Students and Rewards

	Questions
	Agree
	Disagree
	Percentage

	1) When students complete excellent products in my class, I take out time to mention the good qualities of the work and make suggestions for later improvement.

	5
	0
	100%

	2) I always build feedback time into class projects so that students can hear my and other students’ constructive comments about their work. 
	4
	1
	80/20

	3) When accelerated students complete their work early, I have related enrichment assignments prepared that are meaningful and encouraging to those students. 

	4
	1
	80/20

	4) I cannot find the time to plan enrichment assignments for accelerated students because I spend most of my time planning and accommodating for students in the average performance pool. 
	1
	3
	20/60 with one omission

	5) I think that providing students with immediate feedback is an unreasonable expectation for teachers in the “No Child Left Behind” climate. 
	1
	4
	20/80

	6) I don’t honor students who perform well in front of struggling students because I am afraid that doing so will discourage the others. 
	0
	5
	100%

	7) I often use words like “good job” and “this is excellent work” to encourage students who exceed my expectations. 
	5
	0
	100%

	8) All students should be rewarded based on a single standard of excellence: commitment to the excellent completion of a task. 
	2
	3
	40/60

	9) Students should be rewarded according to a mobile standard of excellence, one that varies according to the level of students in the class.
	5
	0
	100%

	10) Students today are only motivated by immediate, monetary rewards.   
	0
	4
	80% with one omission


The six students’ responses on the open ended survey for improving and typically high performing students are shown in the table below according to codes that fit their written answers. The students were not provided with these codes prior to writing their responses; these codes were created to allow for the easy grouping of their narratives. 

Table 2: What Affects Students’ Performance in Their Classes?

	Student Beliefs
	Yes
	Percentage

	I am more driven to perform in classes where teachers and school leaders are encouraging me to do better.
	5/6
	83%

	I am more driven to perform in classes in order to have some positive affect on my future and career.  
	4/6
	67%

	I am more driven to perform in classes in order to achieve the more immediate reward of graduation.
	3/6
	50%

	I am more driven to perform in classes where teachers give rewards for hard work. 
	2/6
	33%

	I am driven to make the grade; that makes me feel good. 
	4/6
	67%

	I am driven to work by my parents or other mentors that are not a part of the school system. 
	2/6
	33%


A Review of the Research Questions and Their Hypotheses

1) Is there a common standard that defines what competent performance is in all of our classrooms? 

Hypothesis: Agreeing to a common standard of what excellent performance is will affect students’ devotion to engaging in class and producing excellent products
2) Are students who demonstrate competencies being rewarded or punished for mastering skills? (E.g., punishment: boredom, isolation, inactivity, disengagement)
3) Is there a school culture that lauds and supports skill competency? 

Hypothesis (Questions 2-3): If teachers intentionally reward students with words and gestures of confirmation after competent performance, students will be more motivated to invest the efforts required to perform excellently.  
4) What is the root motivator for students who already demonstrate academic competency?

Hypothesis: The root motivator for students who already demonstrate academic competency is some promise (immediate or later) of reward for the said competency. 

A Discussion of the Results

The initial informal discussions yielded some critical and relevant information. When thirty-six of forty students (90%) stated that their performance in classes depended on “the seriousness of the teacher” and “what he expected them to do,” they immediately proved the hypothesis of question one true: A common standard of what excellent performance is will affect students’ devotion to engaging in class and producing excellent products. 

Research questions two and three related to school culture, and accordingly, they had to be answered through teachers’ responses. Teachers are a fundamental part of the reward culture in schools. Clearly, there is a living reward system available in the school, but the promotion of rewards varies in the classes. For example, only 40% of teachers surveyed believed that students should be rewarded according to a single standard of completion while all 100% were for a mobile standard, which is ironically the very thing that has led to decline in overall student productivity (See Table 1).

A small margin of teachers confessed that they do not have time to plan enrichment for accelerated students, and the same margin fails to build feedback time into major assignments, 20% (See Table 1). This is alarming because two unintentional errors are being committed here. One, when students finish their assignment early, they are sometimes left with not follow-up activity and/or no engagement. This is a punishment for completion of tasks and could lead to decline in student motivation and engagement. 

Also, when assignments are missing feedback time, students cannot be sure if their performance was satisfactory until a later date. Without some immediate response about their work, students may wait for days before knowing if any of their efforts will be rewarded, tangibly or otherwise. Just waiting for some feedback can be a source of frustration for students who need to know that they are competent or how they can improve. 

These errors must be corrected quickly because according to Table 2, 83% of students interviewed said they performed better in classes where teachers or administrators were encouraging them. Only 33% of the students interviewed said that extrinsic rewards or parents carried that same influence. These data confirm hypothesis two is true: If teachers intentionally reward students with words and gestures of confirmation after competent performance, students will be more motivated to invest the efforts required to perform excellently.

As for question four, is it true that students who are motivated to perform do so because of their investment in a future reward? According to Table 2, 67% of the performing students surveyed said they were working hard for some future gain. As such, the last hypothesis is true and further supported by the 50% of those surveyed who said graduation—a closer but also future reward—played a major role in their decision to do their best in classes. 

What Now? 

The students have spoken. If this study’s results are in keeping with the student beliefs in most US public schools—which I am sure they are—then there are some definite changes that can be made in classrooms and school buildings that would change student performance and engagement forever. Here is what I would recommend as a progressive fix against students’ academic apathy. 

Establish a common standard of what competent performance looks like. As stated in the introduction of this paper, every discipline has a standard for what an excellent product is. That is why each discipline should share a common rubric, one that would tell students, “In Science, a proper scientific project (or writing assignment, or experiment) would include these characteristics.” When the disciplines in the school are united around a common rubric, all teachers in that subject will reward students the same way for the work they turn in. Because students know how to get that reward and how to be competent, they are more likely to perform and perform well. 

Have each teacher determine a confirmation system that will work best for his class and observe to see that this confirmation system is being used. All teachers must agree to confirm students in order to motivate all students to engage in courses. If there is any one instructor who breaks with the tradition to reward excellent work, students may feel that there is little need for working in that one course, carrying that attitude of disinterest into other classes as well. 

Evaluate school confirmation programs for effectiveness. If there is no standard for excellent performance, what is being rewarded? What does it mean to make the honor roll at your school? What does it mean to have a paper hanging on the wall? Students must know that the reward system is fair and equitable and that awards are given according to real work, not favoritism or pity. If rewards are granted according to favoritism or for the improvement of self-esteem, students will learn that sociability and confidence are enough to do well academically.

Foster a school environment that promotes competence. What is on the walls at your school? What quotes pertain to hard work and reward? What student assignments and completed projects are on display? What congratulatory remarks are made to students or classes for excellent performance on the morning announcements? Is there room for real academic (not just athletic) achievement in your building? If academics are not getting their fair share of visibility in the school, that must be changed immediately. Students must see that administrators and teachers value competence enough to post it and broadcast it at every available moment.

Lastly, monitor students’ responses. Look for the kinds of reward and confirmation that spur on the most action. Does Class A need to hear more “good jobs?” Does Class B enjoy outdoor classes? Does Class C like to perform for the student body? When you find the kinds of confirmation that work best for student groups or the student body as a whole, you must use those confirming behaviors to keep motivation levels high. Watch closely since every student body’s needs are different. Next year’s children might need something totally different. 

Yes, it is true that students seem to be in a perpetual state of rebellion. They are refusing to complete assigned work, skipping classes, skipping school and dropping out for part-time work and other interests. Yet, the state of education is not entirely out of schools’ control. If students can be motivated through some minor changes in teacher behavior and school reward systems, and they can, then the failure being experienced in modern schools cannot be attributed to students; it is attributed to the professionals that run and work in the school system. If today’s learning institutions will ever become fully functional, they must take full responsibility for what can be done to move students—once again—toward enjoyment and involvement in the learning process. 

Until all that can be done is done, the sad reality is that schooling (as an art form and a vocation) will continue to erode. Eventually, there will be nothing left to complain about except a pool of bemoaning former teachers who muse among themselves: “What happened to us, we who were once instruments of life, change and future?” School could become the building on the corner. Education could become a mirage. 

Addendum One: Action Research Confirmation Charts

Design: Determine the Amount of Teacher Confirmation Present in Over and Underperforming Courses

	Teacher:

	Class:

	No. of Students:

	Day’s Lesson: 

	Observation Time: 

	Tally of Focused Student Interactions with Teacher or Peers Regarding Lesson 
	

	Tally of Confirming Teacher Comments or Behaviors
	

	Tally of Confirming Peer Comments or Behaviors
	

	Ties made to outside world or later use of skills?
	

	References made to the standard of work expected from working students? 
	

	Does class standard encourage students’ participation in a global school standard of excellence? 
	

	Absentee Rate
	

	Students’ Study Habits
	


Addendum Two: Examining the Root Causes

Post-Student Interviews, Nominal Grouping Interview

1) What exactly drives a child to commit himself to your classwork? 

2) Are you, as an instructor who provides confirmation and correction, a pivotal part of that motivation? Explain.
3) How can we develop the attitude of confirmation in our courses?
Addendum Three, Action Research Survey One: Students and Rewards

For each of the statements below, circle agree or disagree to indicate your beliefs about students and rewards in the classroom. This survey is anonymous; do not list your name. 

1) When students complete excellent products in my class, I take out time to mention the good qualities of the work and make suggestions for later improvement.

Agree

Disagree

2) I always build feedback time into class projects so that students can hear my and other students’ constructive comments about their work. 

Agree

Disagree

3) When accelerated students complete their work early, I have related enrichment assignments prepared that are meaningful and encouraging to those students. 


Agree

Disagree

4) I cannot find the time to plan enrichment assignments for accelerated students because I spend most of my time planning and accommodating for students in the average performance pool. 

Agree

Disagree

5) I think that providing students with immediate feedback is an unreasonable expectation for teachers in the “No Child Left Behind” climate. 

Agree

Disagree

6) I don’t honor students who perform well in front of struggling students because I am afraid that doing so will discourage the others. 

Agree

Disagree

7) I often use words like “good job” and “this is excellent work” to encourage students who exceed my expectations. 

Agree

Disagree

8) All students should be rewarded based on a single standard of excellence: commitment to the excellent completion of a task. 

Agree

Disagree

9) Students should be rewarded according to a mobile standard of excellence, one that varies according to the level of students in the class.

Agree

Disagree

10)  Students today are only motivated by immediate, monetary rewards.   

Agree

Disagree
   Addendum Four, Action Research Survey: Interview

Big Changes

1) So, you all are the most improved students in your grades. How does that make you feel?

2) What was it that made you feel like you needed to change your work habits in your classes?

3) What did you do to raise your grades?

4) Who helped you plan a way to raise your grades? How long did it take you to implement that plan?

5) What do you think will happen in your life now that you’ve improved your grades in school?

6) Were there any teachers that had an affect on your choice to change your academic performance? If so, what affect did they have on you?

7) If we could do any one thing to change students’ desire to work hard in all their classes here at RHS, what would that one thing be? 

Addendum Five, Action Research Survey: Interview

“Why Do You Work So Hard?”

1) You all represent the top 5% of your classes here at RHS. How do you feel about that?

2) How much time do you spend studying when you’re not in school and who monitors your study time?
3) Why do you think you have to attend the classes you are taking and who helped you to create your schedule?
4) Do you like being in school or do you come because you feel like you have to? Explain.
5) Do you have to work hard to maintain your averages in your classes here? Explain.
6) Why do you do “A” work? What makes you want to work toward that “A?”
7) Do teachers have an affect on how hard you work in your classes? If so, what is it?
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